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Abstract: 
Cross Currents:  A Bilingual, Bi-national, Multimedia Website 
 
Cross Currents is a bilingual, bi-national, multimedia website that explores the 
relationship between the United States and Japan throughout the past fifty years. The 
Cross Currents development team consists of content and design specialists from the 
University of Hawaii (UH) Curriculum Research & Development Group, the UH College 
of Social Sciences, the UH School of Communication, and Tokyo University.  
 
Cross Currents contains pictures, videos, graphs, and a variety of primary documents that 
are easily accessible to teachers and students. We believe that Cross Currents is unique in 
bringing the histories of Japan and the United States together, not merely to compare and 
contrast them, but rather to emphasize how the two societies have influenced each other.  
 
Cross Currents is designed for college, high school, and middle school students in both 
Japan and the United States.  However, anyone who is interested in learning more about 
the United States and Japan may use this free resource. Comparative information and 
“cross currents” are explored through many topics including agriculture, technology, 
education, gender, holidays, and sports.  All text is available in both English and Japanese 
with an option to hear the text in either language. The material on the Cross Currents 
website is carefully researched and approved by a bi-national team, so it represents a 
readily available source of reliable factual material for teaching and learning.  
 
The new Scrapbook component, which allows teachers and students to create and manage 
interactive projects, is of particular interest to teachers.  Students have the opportunity to 
find similarities, differences, and “cross currents” through research on the site and 
through the development of their own personalized projects.  The Scrapbook allows 
students to transfer pictures and graphs from the site into the Scrapbook and allows 
students to upload their own resources to create meaningful research projects.  Student 
Scrapbook projects will be available for viewing at the poster session.     

 

2007 HICE Proceedings 
Page 1



Local and international teachers provided positive feedback on the site’s content and 
usability during our 2005 and 2006 workshops.  Data from these workshops will be 
provided during the poster session.  Conference participants will be encouraged to share 
their thoughts on the pedagogical implications of the site, which will be taken into 
consideration by the development team.   
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Teaching Teachers: How to Conduct Effective Staff Developments 

The Need for Staff-Development Opportunities 

The Texas Education Agency (TEA) in conjunction with the 

State Board of Education (SBEC) requires that teachers fulfill a 

certain number hours of staff development each school year 

depending on the year and level of certification (SBEC, 2005). 

Each district may also require their educators to attend 

continuing education opportunities. Studies show that these 

mandatory sessions are not meeting teachers’ needs.  

Teachers should model effective practices in the classroom 

while also differentiating instruction to meet the needs of the 

students, similarly to the way presenters should conduct staff- 

development seminars. This should be a time when teachers can 

learn the current trends in education or hear the latest 

research.  Such activities might include reading strategies, how 

to implement a writing workshop in classrooms, or how to 

integrate math and literature. Teachers’ time is valuable and 

should not be wasted on meaningless tasks (Zmuda, Kuklis, & 

Kline, 2004). Staff-development procedures must effectively 

model how teachers should interact with their own students.  

Staff development seminars should not follow a “do as I say, not 

as I do” mentality (Zmuda, et al., 2004), but focus instead on 

modeling effective strategies that should mirror the classroom 

environment. This sheds light on the effectiveness of strategies 
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for the average learner.  As shown in Table 1, people generally 

remember only 5 to 20 percent of what they read, hear, or see.  

They remember 30 percent of what is demonstrated to them and 50 

percent of what they discuss in a group.  When practicing what 

they have learned, people remember about 75 percent of new 

knowledge.  Optimal remembrance, 90 percent, occurs when people 

teach new knowledge to others or immediately use their knowledge 

in authentic experiences (Montana Office of Public Instruction, 

2006).    

Table 1: How New Information is Retained  

Percent of New Information 

Retained 

Learning Action 

5% Lecture 

10% Reading 

20% Audio – Visual 

30% Demonstration 

50% Discussion Group 

75% Practice by Doing 

90% Teach someone else or Immediate 

use 

 

With these realities in mind, staff developments can provide 

opportunities for participants to achieve optimal learning in 

even small, focused amounts of time.   
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Meeting the Needs of Teachers 

 Just as teachers interact with students on the level at 

which they must be taught, teachers’ needs must also be assessed 

in order to gear staff development seminars to meet those needs.  

This can be done in a variety of ways including a teacher-

completed survey which allows them to voice their priorities 

concerning staff-development needs.  Teacher-led changes can be 

designed to meet district requirements, while the introduction 

of new research may also spark new initiatives for teachers.  

Ensuring that staff development topics are relevant to teachers 

is critical, not only to increase motivation, but also, as seen 

in Table one, to enhance learning by providing immediately 

relevant knowledge.  Teachers who do not see relevance in staff 

development opportunities will focus on their own classroom 

needs and will be reluctant to participate in staff development 

activities (Fullan, 2001; Zmuda, et al., 2004). 

Team-Building Activities 

 In order for teachers to actively and willingly participate 

in staff development, they must first be engaged and have some 

sort of vested interest in what is being presented (Fullan, 

2001; Zmuda, et al., 2004). One way to do this is to create a 

sense of camaraderie within the school system. Teachers, by 

nature, are social and enjoy visiting and talking with each 

other. Taking advantage of this personality trait by scheduling 
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social events each month will help teachers feel as if their 

needs are being validated and enable them to engage in social 

activities with their co-workers. These activities can include 

catered lunches, movies, or bowling, among others. Even a “Fun 

Friday” in which teachers are allowed to wear jeans to school 

can go a long way in creating a close-knit community of 

learners. 

Assessing personality types can also enhance team-building.  

The Myers-Briggs assessment tool is one example of such a test 

and consists of 50 questions which deal with personality and 

value issues. It can be accessed online and the results are 

instantaneous. Having this valuable information can help staff 

members realize their personality types and appreciate their 

contributions to the staff. By assessing these personality types 

teachers are being shown how to celebrate everyone’s differences 

not only as a faculty, but in their own classrooms as well. 

Choosing a Topic 

 The information that is presented during a staff-

development session is just as important as how it is presented. 

Again, it’s critical that teachers feel that what is important 

to them is also seen as important to the administration. Not 

only should current research be considered for staff-development 

topics, but what the teachers deem important for their own 

learning and teaching should also be considered (Hord, 
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Rutherford, Huling, & Hall, 2004). Each district also has 

specific topics that they wish to disseminate to their teachers 

and staff. If there is no teacher “buy in” then this could be 

time wasted for all involved because their attention will not be 

focused on the presentation. According to Schlechty (2002), and 

Zmuda, et al., (2004), change needs to be implemented using 

“top-down” and “bottom-up” models.  Integrating ways to meet 

teachers’ needs and the district’s goals are ideal.  Staff 

development opportunities must be meaningful and productive in 

order for teachers to make a meaningful connection to what is 

being presented (Hord, et al., 2004). 

Your Voice Matters 

 One way to guarantee that teachers have a say in what 

topics are presented during staff development is to allow them 

to be a part of the decision process. Some ways to do this are 

with surveys or a suggestion box, which can be anonymous. It 

will also be crucial that feedback from each presentation be 

evaluated in order to make suggested changes for future 

presentations. This assessment should be ongoing throughout the 

school year.  

Differentiating Staff Development 

 Meeting the teachers’ needs should be of the utmost 

importance since it’s crucial that they be able to use important 

strategies and other information presented in their own 
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classrooms. Breakout sessions can address this need effectively.  

Such sessions can address various topics based on teachers’ 

needs to allow teachers to choose what session to attend.  Even 

having a choice on what session to attend can increase 

motivation to participate in staff development activities.     

Presentation Styles 

 Different people require differing presentation styles as 

new information is disseminated. Howard Gardner was one of the 

first to introduce the theory of multiple intelligences in which 

there are various ways to acquire information (Gardener, 1983). 

Because of this, it’s critical that the presentation styles vary 

in order to meet the needs of the participants. This can include 

role playing, modeling, and collaborative grouping. Even more 

important is the “show, don’t tell” method in which the 

presenter is more effective in modeling the new information 

instead of merely talking about it.   

Activities to Get You Started 

 Methods that are not as effective include lecturing, 

presenting “memo” information that can be sent by email, and 

forcing teachers to do meaningless tasks. As stated earlier, 

without a meaningful connection to what is being presented, 

teachers will not be active participants (Fullan, 2001; Zmuda, 

et al., 2004). 
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 Instead, it is more valuable to engage teachers in role-

play situations, sharing lesson ideas, and the think/pair/share 

strategy, to name a few.  

Opportunities for Practice 

 Anytime new information is presented, it is crucial that 

follow-up opportunities are also available. This can be done in 

the form of written or verbal communication, support groups, and 

book studies. Teachers should also be given plenty of 

opportunities to practice their new-found knowledge (Fullan, 

1993). Literacy specialist, Jennifer Allen asserts that teachers 

need to be continually supported as they incorporate new ideas 

and collaboration is a necessary component to the failure or 

success of the implementation. Relationships and collaboration 

are equally critical in order to maintain the focus on what’s 

truly important (Allen, 2006). 

Closing Provocations 

 Teaching teachers by engaging them in activities and 

providing support to encourage change should be the priority. Do 

your school’s staff developments meet the needs of your 

teachers? How can a school’s administration be proactive in 

making the necessary changes for planning effective staff 

developments?  By taking a serious look at how adults learn, it 

will become obvious that changes need to occur at this level 

(Petzko, 2004). How can those changes be implemented in your 
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school? Will your role as a “change agent” be enough to bring 

about much-needed change in this critical area of staff 

development? (Fullan, 2001).   
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Abstract 
 
There are many challenges confronting teacher education both on the national 
arena as well as those confronting the field locally in New Jersey.  These 
challenges include:  Commission on the Future of Higher Education and its 
recommendations relative to Teacher Education;  Arthur Levine’s Education 
Schools Project Reports; Accreditation; Title II; alternative means of certification; 
the focus on testing to name several.  These challenges have particular impact for 
and on teacher education in preparing 21st century teachers and administrators for 
the demographic realities that confront the state of New Jersey and the nation as a 
whole. Thus Colleges are faced with the need to identify candidates for the field 
committed to change and to addressing the needs of all students.  We are also 
faced with the need to articulate the value of the work done by educators and the 
role leaders must play in the 21st century. 
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3. Professionalizing the Profession 
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Educating School Teachers 

• Reality versus Theory - Who and how should our teachers and teacher 
leaders be prepared?  

• What should our school look like in the 21st century? 
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4. Summary Conclusion 
• The Department Chair’s Role 
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Paper Session Abstract. Geometric Structures for Elementary Teachers (GeoSET) is an NSF-funded initiative to 
develop a one-semester geometry curriculum for prospective elementary and middle school teachers. An overview of 
the GeoSET curriculum was presented and discussed; the management of some of the pedagogical issues associated 
with its delivery was also discussed. Techniques for managing the GeoSET learning environment to support each 
student's growth toward being a confident, independent learner empowered with the help of peers to be able to make 
sense of the geometric world were showcased. The GeoSET collaborative learning model through "study teams" was 
presented in depth; logistical issues and student expectations, observations from student-generated data, and 
suggestions for making the “group approach” truly collaborative were featured. 
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Geometric Structures - 
An Inquiry-based Approach to Geometry for Prospective Elementary 

and Middle School Teachers Through Study Teams 
 

Douglas B. Aichele 
Department of Mathematics 
Oklahoma State University 

Stillwater, OK  74078 
 
 
 
What is GeoSET?  Geometric Structures for Elementary Teachers (GeoSET) is an NSF-
funded initiative to develop a one-semester geometry curriculum for prospective 
elementary and middle school teachers; textbook materials are currently being published 
commercially as part of this activity. Our efforts have been guided by the belief that by 
supporting each student's growth toward being a confident, independent learner 
empowered with the help of peers they will be able to make sense of the geometric world. 
We share Liping Ma's vision of elementary mathematics as a field of depth, breadth and 
thoroughness. The "profound understanding of fundamental mathematics" described by 
Ma is an energizing and challenging vision of the heights to which teachers at all levels 
can strive. 
 
The topics presented in this inquiry-based curriculum are "developed"  1 by involving 
students with exploring evidence that can provide both credibility and meaning for basic 
relationships. Often students are asked to observe, describe and conjecture on 
relationships that can be apparent in models and examples explored in activities. Also, 
activities are designed to stimulate group and/or whole class discussion of students' 
observations to arrive at a social consensus about the truth and meaning of geometric 
ideas. 
 
Paper Session Overview. I presented an overview of this unique geometry curriculum 
and discussed how to manage some of the pedagogical issues associated with its delivery. 
In particular, I discussed aspects of how we manage the learning environment to support 
each student's growth toward being a confident, independent learner empowered with the 
help of peers to be able to make sense of the geometric world. Inherent in an inquiry-
based approach involving peer interactions is nurturing collaborative learning. I discussed 
in depth our collaborative learning model through "study teams" that has been refined 
over several semesters. I shared aspects of this model, observations from student-
generated data, and suggestions for making the “group approach” truly collaborative. 
 
 
 
  1An astonishing statistic dealing with "developed" topics vs. "stated" topics (the traditional manner in which 
mathematics is taught) is reported in the comparative video study of U.S., Japanese and German fifth grade classes in 
the book The Teaching Gap by James Stibler and James Hiebert (1999). In the U.S., only 21.9% of the topics are 
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"developed". In Japan and Germany, the percentages are 83% and 77%, respectively. Our approach to teachers' 
preparation addresses this shortcoming. 
 
 
 
 
Introduction. Working together to achieve a common goal is not a new idea. When 
applied to education, the idea of collaborative learning comes in many forms and with 
many goals.  To focus our understanding of this widely used term, we reviewed 
extensively the curriculum literature and studied the recommendations of professional 
organizations.  
 
 a. A Brief History of Learning Groups and the Role of Mathematics in Schools. The 
idea of using learning groups as a method of instruction can be traced in the literature to 
as early as 1917 with Sterling Leonard who said, “Students should be knit into a social 
group organized for mutual help and be aided to move steadily forward in an arduous 
way of attaining effective expression,” (Hamilton, 1999).  John Dewey also had thoughts 
about students working together when he said, “Learning should be motivated by the 
moving spirit of the whole group as a class is held together in participation of common 
activities,” (Hamilton, 1999).   
 
Learning groups were affected by the philosophies of progressive education during the 
late nineteenth to mid-twentieth centuries.  John Dewey, commonly referred to as the 
founder of the progressive movement, believed that students learned following a five-step 
process, which he named the method of intelligence: 
 Become aware of the problem.   
 Specify the problem. 
 Introduce a hypothesis that, if correct, would solve the problem. 
 Assess the possible consequences of the proposed hypothesis. 
 Test the hypothesis experimentally.    (Garrison, 1999). 
Proponents of this movement wanted schools to better prepare students for a democratic 
society.  To them, democracy was, “active participation by all citizens in social, political, 
and economic decisions that will affect their lives”  (Garrison, 1999).  In order to educate 
students to this level, they believed that teachers should develop a respect for diversity 
and develop critical, socially engaged intelligence.  The latter would help students to 
collaboratively work together in the efforts of reaching a common goal  (John Dewey 
Project on Progressive Education, 2003). 
 
One of the leading advocators for progressive education was William Heard Kilpatrick.  
He believed that “subjects should be taught to students based on their direct practical 
value” (Klein, 2003).  By restricting education to practical skills, the amount of content 
that was taught was considerably limited.  This helped to “justify the slow pace of student 
centered, discovery learning, the centerpiece of progressivism” (Klein, 2003).   In 1920, 
Kilpatrick published a report, The Problem of Mathematics in Secondary Education, 
where he continued to claim that nothing in mathematics should be taught unless its 
probable value could be shown, and he also “recommended the traditional high school 
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mathematics curriculum for only a select few.”  He believed that algebra and geometry 
were not being taught to too few students, but to too many students  (Klein 2003). 
 
Not all educators shared in this belief. Mathematicians of this time were outraged and the 
Mathematical Association of America (MAA) responded by forming the National 
Committee on Mathematical Requirements who wrote a report called The Reorganization 
of Mathematics for Secondary Education (1923), referred to as the 1923 Report.  The 
report discussed many topics related to school mathematics including issues related to the 
psychology of learning mathematics; some may be shocked to learn that this community 
was concerned with the intended audience for school mathematics.  The report supported 
the study of mathematics in terms of its applications, and also defended learning 
mathematics for its intrinsic value as well.  Opposite of Kilpatrick’s report, the 1923 
Report focused on the importance of teaching mathematics to “every education person”  
(Klein, 2003). 
 
Over the next few decades, the chasm between school curriculum content and pedagogy 
grew through movements such as the Life Adjustment Movement in the 1940’s; what 
should be taught and to whom was a subject of great debate. Following WW II, the 
“nation witnessed tremendous scientific and engineering advances” such as “radar, 
cryptography, navigation, atomic energy, and other technological wonderments which 
changed the economy” and brought back “recognition of the importance of mathematics 
education in the schools”  (Klein, 2003). The launching of Sputnik in 1957 by the Soviet 
Union also had sobering effects on the mathematics and science education of United 
States high school and college graduates.  By comparison, the United States was behind 
and it became clear that it was in the “national interest to change our approach to 
education, in particular the curriculum of mathematics and science” (Bybee, 1998).  This 
rethinking of the education of young people motivated the fall of progressivism.  The 
importance the student’s conceptual understandings of mathematics, not rote 
memorization, became the cornerstone for developing school curriculum. 
 
The period in mathematics education from 1955 to 1975 became known as the New Math 
Era. “New Math” was not a panacea nor was it without its critics. But, it was “clearly a 
move away from the anti-intellectualism of the previous half-century of progressivist 
doctrine”  (Klein, 2003).  Generally, activity focused a great deal during this period on 
the curriculum and content that should be taught in the schools rather than the pedagogy.  
School curricula developed under many federally funded grants were “primarily intended 
for high school students whose career path included engineering and other science-related 
occupations”  (Jones, 1991).  Because of their unfamiliarity with these merging 
mathematics curricula, the American public was critical of “new math”. The backlash 
came in the form of the “back to the basics” movement in the 1970’s. 
 
In the early 1970’s, high school graduates of the “new math” era were beginning to enter 
college. What happened in colleges as a result was effected by the baby boom generation 
and such societal factors as open admission policies. Colleges were faced with bigger 
enrollments than they had ever faced before. Larger class sizes and less interaction with 
professors was the obvious short term solution to this problem. According to Herzig and 

2007 HICE Proceedings 
Page 22



5 

Kung (2003), in the 1980s, an estimated 50% of students who chose science, 
mathematics, and engineering majors when they entered college switched to non-science 
majors.  A study was designed to explain why so many students left these majors; one of 
the study’s major findings was that the switchers and non-switchers were not different 
types of students.  In fact, they were actually very “similar in their abilities, attitudes, 
high school preparation, willingness to work hard, and even their grades” in courses 
related to their major.  The largest difference, however, was that non-switchers had found 
several strategies they employed to survive.  One of the strategies they mentioned that 
helped them out was working in peer groups  (Herzig, 2003).  College faculty attributed 
the cause for the declining attitudes towards mathematics to “inadequate facilities, large 
classes, and poor pre-college preparation of students” (Herzig, 2003).  They primarily 
began to look for ways to better prepare the students as an alternative to “traditional 
classroom learning and teaching” (Gala, 1999).  This prompted instructors to experiment 
with different methods of teaching mathematics.   In the late 1970s, “cognitive science - 
the study of the mind” became a focus of research.  As a result, the view of mathematics 
changed from “numbers and computations” to “math as problem solving” (Bybee, 1991).   
This view of mathematics as problem solving has the inherent underpinning of 
encouraging students to work collaboratively. 
 
 b. Leadership from the Mathematics Education Community. Capitalizing on the 
“good and the bad” of the previous twenty-five years, the National Council of Teachers 
of Mathematics (NCTM) published the first of its benchmark reports An Agenda for 
Action in 1980 which “called for new directions in mathematics education” (Klein, 
2003). The Agenda proposed that problem solving be implemented as a substantial part 
of school mathematics.  NCTM also advised that “teachers should use diverse 
instructional strategies, materials and resources” (1980).  One of the instructional 
strategies recommended was small-group work.  Klein (2003) summarized the report 
saying, “Team efforts in problem solving should be common place in elementary school 
classrooms.” The chasm between curricular content and pedagogy was decreasing. 
 
Focusing more on pedagogical issues brought a “renewed interest in cooperative group 
work”  (Herzig, 2003).  Several colleges began trying peer tutoring.  “Peer tutoring and 
similar modes such as peer evaluation and classroom group work could be classified 
under the term: collaborative learning” (Gala, 1999). Simply having students work 
together during class time in learning groups is not enough.  It is important to realize that 
“learning tasks need to be structured to ensure interaction among students, and classroom 
norms need to be established that support that interaction” (Herzig, 2003).  According to 
Good, Mulryan, and McCaslin, “small-group interaction can be used in inappropriate was 
well as appropriate ways” (1992).   
 
 c.  More Recent Publications Affecting the Use of Learning Groups. Within the last 
twenty-five years, many reports and papers have been published by the professional 
community that focuses on the use of learning groups in the classroom. A few are listed 
below. 
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 • National Research Council (NRC) published Everybody Counts – A Report to 
the Nation on the Future of Mathematics Education (1989). Everybody Counts stated that 
mathematics education must undergo certain transitions in order to meet the challenges of 
the day; “the teaching of mathematics is shifting from an authoritarian model based on 
‘transmission of knowledge’ to a student-centered practice featuring ‘stimulation of 
learning’ ” (NRC, 1989). It also recommended many changes concerning the learning 
environments such as: “encourage students to explore, help students to verbalize their 
mathematical ideas, show students that many mathematical questions have more than one 
right answer, teach students through experience the importance of careful reasoning and 
disciplined understanding, and build confidence in all students that they can learn 
mathematics” (NRC, 1989).  
  
 • NCTM published the Curriculum and Evaluation Standards for School 
Mathematics (1989). The Standards is comprehensive and can be looked at as a formula 
for school mathematics.  It calls for  “five general goals for all students: (1) that they 
learn to value mathematics, (2) that they become confident in their ability to do 
mathematics, (3) that they become mathematical problem solvers, (4) that they learn to 
communicate mathematically, and (5) that they learn to reason mathematically” (1989).  
Another significant recommendation made by this publication is that “instruction should 
vary and include opportunities for – group and individual assignments…and discussion 
between teacher and students and among students” (NCTM, 1989). 
 
 • NCTM took the next step by publishing the Professional Standards for 
Teaching Mathematics (1991). NCTM believed it was necessary to state that classrooms 
must change; they must “shift toward classrooms as mathematical communities and away 
from classrooms as simply a collection of individuals, shift toward logic and 
mathematical evidence as verification and away from the teacher as the sole authority for 
right answers, and shift toward conjecturing, inventing, and problem solving and away 
from merely emphasizing finding the correct answer” (1991).   
 
 • NCTM took the step that brought us into 21st century by publishing the 
Principles and Standards for School Mathematics (2000). The Principles is a revision of 
the earlier document Standards (1989). Principles describes five Process Standards that 
“highlight ways of acquiring and using content knowledge” (2000).  These are Problem 
Solving, Reasoning and Proof, Communication, Connections, and Representation.    
 
Used appropriately, learning groups is a methodology that facilitates problem solving, 
reasoning and proof, communication, connections, and representation. When a teacher 
uses learning groups appropriately, students explore and communicate their individual 
ideas with one another.  We believe group work can result in the students each having 
higher confidence in their own mathematical abilities.  Learning groups allows for 
students to work collaboratively on problem solving.  While working together, students 
can learn to communicate their ideas efficiently and can help one another discover if their 
methods are mathematically sound.  Learning from one another occurs independent of the 
teacher; the teacher is a facilitator.  
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What is a Learning Group? We begin the journey of trying to characterize a learning 
group by looking back at the historical developments associated with it. Beginning in the 
1980’s, educators began to define more comprehensive terms related to learning groups.  
We find that a distinction was made between cooperative learning and collaborative 
learning. According to Ted Panitz, cooperative learning is “a structure of interaction 
designed to facilitate the accomplishment of a specific end product or goal through 
people working together in groups” while collaborative learning is defined to be “a 
philosophy of interaction and personal lifestyle where individuals are responsible for 
their actions, including learning, and respect the abilities and contributions of their peers”  
(Panitz, 1997).   
 
Groups involved in collaborative learning are totally responsible for solving the problem 
at hand.  They must decide whether they have enough information or be able to find the 
information from other sources.  The process of finding the information is a group effort, 
and the group members assign responsibilities to each other.  The teacher is in the 
background; only there to ask the group for occasional reports on progress, help with 
group conflicts, etc.  The group itself determines the final solution on their own.  Through 
this process of collaboration, students develop a strong ownership of the solution (Panitz, 
1997). In contrast, groups involved in cooperative learning still work in groups to 
complete the problem at hand, but they are provided with all of the information that is 
required. The students do the work essential to solve the problem, but the teacher controls 
the process at each stage; the teacher still has complete control of the class and may 
require the solution be presented in a specific manner. The main difference between the 
collaborative learning and cooperative learning models is that the former is more student-
centered while the latter is more closely controlled by the teacher  (Panitz, 1997). 
 
As we began to become involved in considering using some methodology that 
empowered students to be more responsible for their learning, we encountered issues like 
these; what do these commonly used terms mean and connote in the learning process? 
For our purposes, we wanted to develop learning communities that nurture student 
interaction and dependence; we wanted them to be able to trust each other’s thinking and 
not to rely on the teacher for their knowledge.  
 
We were also concerned with the overworked, and seemingly misunderstood, term 
“group” to describe our evolving delivery methodology. The term “Groups” is used in 
many different ways to convey many different responsibilities to students. Phrases like: 
Get into groups during class and … ; work with your neighbor in class and … ; compare 
your work with the members of your group after class. Surely, you can add some others. 
We went to the literature for direction. Barbara Davis has categorized groups as informal 
learning groups, formal learning groups, and study teams  (1993).   
 
Briefly, 
 
 • Informal learning groups are “temporary clusterings of students within a 
single class session” (Davis, 1993).  This categorization involves a student turning to 
his/her neighbors and discussing a specific topic or problem; little connection between 
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students is made largely because there is rarely enough time to do so.  Seldom do 
learning relationships evolve from this type of grouping; the lifetime of this group is 
simply until the end of the class period for a specific day.   
 • Formal learning groups are “established to complete a specific task” (Davis, 
1993).  This categorization involves students being assigned to a group for the purpose of 
completing a prescribed task.  Because the group spends more than just the class period 
together, there is more opportunity for them to learn from each other and begin to 
understand each others thinking. The lifetime of this group is determined by the time 
required to complete the task; once the task has been completed, the group dissolves. 
 
 • Study teams are semester-long assigned clusterings of students within a single 
class setting. There is “stable membership” and members “provide other members with 
support, encouragement, and assistance in completing course requirements and 
assignments” (Davis, 1993).  
 
From Davis’ categorization, it seems clear that pedagogical model employing study 
teams has the potential to contribute more to students’ learning than either a model 
employing informal or formal groups. The longevity of study teams allows for 
cohesiveness and a deeper level of bonding between group members.  When this occurs, 
there is a desire to help one another succeed in the course.  Group members become more 
adept at communicating with each other mathematically.  
 
Our goal in this geometry course for prospective elementary and middle school teachers 
was to create an inquiry-based curriculum and learning environment that supported each 
student's growth toward being a confident, independent learner empowered with the help 
of peers to be able to make sense of the geometric world. Inherent in an inquiry-based 
approach involving peer interactions is nurturing collaborative learning; our approach 
involved study teams. The development of a collaborative learning model involving study 
teams was no small task and, in fact, when realized violated most students’ beliefs about 
how mathematics is supposed to be taught and learned. Learning from your peers in 
settings within (and outside of) the classroom without your teacher ultimately providing 
the “stamp of approval” or telling you the “things you need to know” to move the 
investigation along is a very uncomfortable feeling.  
 
Finally, because most students have not been involved previously in their classes with 
using “study teams” as such, they do not have predisposed ideas about what their study 
team is supposed to do. The word “group” is specifically avoided throughout because of 
the plethora of possible meanings it connotes; group has been replaced by “study team”. 
 
Some Logistical Issues Concerning Study Teams. We turned to the research literature 
to guide us with attending to such logistical issues as: What is the size of a study team? 
How should study teams be formed? 
 
Relative to the size of a study team, we found that the number varied from only two 
students to up to six students with the general consensus being four members.  Dubinsky, 
Hagelgans, Reynolds, Schwingendorf, Shahin, Vidakovic, and Wimbish recommend that 
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three or four students (1995).  The Institute for Interactive Media and Learning (IML, 
2006) agrees that teams of around four members tend to work well. There seem to be 
several reasons why teams of four are recommended throughout literature.  The number 
of members is small enough that students have less conflicts when organizing meetings.  
Also, with only four members, it is more difficult for a student to be left out of the 
necessary work – students do not fall through the cracks as often.  Also, with a smaller 
number of opinions, consensus can be reached easier  (IML, 2006).  Teams of three were 
recommended as well, but with the drawback that they are more affected by the absence 
of any one of the members.  Whereas a team of four can continue to function as a team if 
one student is absent or drops out (Dubinsky, Hagelgans, Reynolds, Schwingendorf, 
Shahin, Vidakovic, Wimbish, 1995). 
 
Relative to forming a study team, much of the literature identified four main 
selection methods: random assignment, self-selection, selective assignment, and task 
assignment. Note. Because the literature did not make a distinction between a group and a 
study team, the more general term is used below. 
 
 • Random Assignment. Typically, the teacher randomly places each student with 
other students according to some scheme, e.g., counting off students by numbers. 
Random assignments are fairly quick and simple for the teacher, break up friendship 
groups, and sometimes allow people to work together who normally would not  (IML, 
2006). 
 
 • Self-selection. The teacher simply asks students to form groups themselves.  
Students usually select others who they know or have worked with before in other 
classes.  If a student does not know anyone else in the class, then he/she usually forms a 
group with those sitting in close proximity.   
 
 • Selective Assignment. This approach takes self-selection a step further. It 
allows students to choose their own groups, but attempts to get the students to select 
members based upon specific criteria.  Some examples of criteria could be similar goals, 
similar schedules, or learning styles.  These criteria could be used to form homogenous 
groups with everyone sharing the criteria, or heterogeneous where the group is more 
balanced with different aspects of the criteria. 
 
 • Task Assignment. With this method of selection, the students have the 
opportunity to select a topic from a list created by the teacher.  Groups are then formed 
based upon the chosen topics; students who have expressed a special interest in a 
particular topic are grouped together to work on the selected task.  This method might 
work best for a short-term project rather than a long-term one. 
 
In our situation, we chose the method of selective assessment. Prior to students selecting 
their study teams, the expectations and requirements of the course were described and 
discussed. Then the notion of a study team is introduced as the vehicle by which success 
in the course will be facilitated. In selecting their study teams, students are encouraged to 
consider such issues as: the role of the study team in helping me succeed in the course; 
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my strengths and weaknesses as a team member; my expectations of the other team 
members; the roles and contributions that team members will play in the functioning of 
the team. Once selected, study teams are encouraged to develop techniques for managing 
their day-to-day functioning, e.g., meetings outside of class, Study Team Journal entries. 
Early evidence of positive team morale and bonding can been found in team names, e.g., 
Super Squares, Origami Mamas, and Pink Ladies. 
 
It is very difficult for students to make the transition from the traditional learning 
environment where the teacher is the source of information to one in which their growth 
toward being confident, independent learners empowered with the help of peers. It is 
essential for teachers to be patient and nurturing throughout the semester. The rewards 
will come when the students come to value learning from their peers. There is research 
evidence that learning from peers does contribute to individual understanding.  
Sharon Hamilton (1999) believes that “working together results in greater understanding 
than would have occurred had the students worked independently.”  Students each bring 
unique encounters and experiences with mathematics to the group setting.  Within a 
group, students can pool this information to clarify ideas and learn from one another.  
Hamilton (1999) also believes that “spoken and/or written interactions contribute to this 
increased understanding.”  Because the student is not passively listening to the instructor 
explain a concept, he is required to be more active and involved in the learning process.  
In addition to actively listening to his group members, a student must speak 
mathematically to them and be able to communicate his meaning through writing.  This 
group member is engaged in discussion and takes responsibility for his own learning.    
Good, Mulryan, and McCaslin found that “small-group instructional models can facilitate 
student achievement… as well as more favorable attitudes toward peers and subject 
matter” (1992).  Not only are groups useful for curriculum understanding, but also groups 
can affect students’ emotional and social views of their peers and the material.      
 
 
Characteristics of Effective Learning Groups.  The guidelines for successful study 
team functioning that we developed were the result of  careful scrutiny of the research 
literature on effective groups. Bakker, Fennimore, Fine, Pierce, and Tinzmann (1990) 
suggest that learning groups should set goals in order to be effective.  This helps students 
to work together to accomplish their goals.  They are also able to assess their work and 
check to see if they achieved their goals.  Similar to setting goals, groups should define 
responsibilities to each of the members.  These methods help to keep the group members 
accountable to one another.   
 
Sarah-Marie Belcastro (2004) mentions several more attributes common to successful 
groups.  These include all group members being present, members being prepared when 
they arrive, discussing problems until a consensus is reached, and the group encouraging 
multiple approaches.  The attendance of group members includes class attendance and 
also attendance to the scheduled group meetings outside of class.  Before group members 
show up to either type of meeting, they should do “some background work before they 
can collaborate effectively” (Beachy, 2001).   
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When a problem arises, students should have an “active exchange of ideas and …engage 
in discussion” (Southard, 1999).  When students are actively exchanging ideas, they 
should be closely listening to other members of the group, comparing what has been 
shared to their own knowledge, and replying in context.  This discussion should continue 
until a consensus is reached concerning the problem at hand.  When a consensus is finally 
reached, different members may have reached the same point using different avenues, 
especially in mathematics.   
 
Group members must realize that multiple approaches are possible.  A successful group 
will even realize that it is important and helpful to learn multiple approaches when 
solving problems.  Students in a group must learn to value one another’s opinion before 
they will ever begin to listen to each other.  Through this, individual learning results from 
the group process  (Southard, 1999). 
 
According to Slavin (1989), in order to have effective group learning, there must be 
“individual accountability.”  Students should hold each other accountable and 
occasionally the teacher must hold each student accountable.  This accountability 
between group members brings about another characteristic common to successful 
groups, students must “perceive that they sink or swim together, that each member is 
responsible to and dependent on all the others, and that one cannot succeed unless all in 
the group succeed”  (Davis, 1993). 

 
Finally, Herzig and Kung (2003) proposed six variables used to measure how students 
view aspects related to mathematics.  The first four of these were adapted from the 
Fennema-Sherman Mathematics Attitude Scales (Fennema and Sherman, 1986).  The last 
two were created for a study conducted by Herzig and Kung.  The six variables include: 

• Confidence in Learning Mathematics 
• Attitude Toward Success in Mathematics 
• Mathematics Usefulness 
• Effectance Motivation in Mathematics 
• Beliefs About Mathematics 
• Learning With Others 

 
In a study conducted by Richardson (Spring 2006) as part of the GeoSET assessment 
activity, study team member comments were analyzed according to these six variables; 
evidence was sought that study teams positively affected these six variables. Results of 
this study are available upon request. 
 
Description of the GeoSET Study Team Model. Geometric Structures (MATH 3403) is 
a 3000-level mathematics required of all prospective elementary and middle school 
teachers at Oklahoma State University. Several sections of this course are taught each 
semester with classes meeting twice a week; each class meeting is 75 minutes. Based on 
years of experience with the traditional elementary geometry curriculum and delivery 
methods, a colleague (John Wolfe) and I began an adventure that we hoped would change 
tradition. Our efforts culminated in a multi-year grant from the National Science 
Foundation to develop a creative, inquiry-based experience with geometry that would be 
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appropriate for prospective elementary and middle school teachers.  We would like to 
stimulate and draw out each student’s curiosity.  We would like to support each student’s 
growth toward being a confident, independent learner empowered with the help of peers 
to make sense of the geometric world.  
 
During the past several years we believe such an inquiry-based curriculum (geometry 
content and pedagogy) has evolved. The textual material is composed of activities called 
Activity Pages (APs) loosely organized into five parts based on the manipulatives: i) 
paper folding, ii) geoboards, iii) straightedge and compass, iv) computers, and v) mira or 
reflecta and tracing paper. By providing a meaningful representation for most geometry 
ideas, this emphasis helps keep our focus on grounding all ideas in concrete examples. 
These models provide motivating examples, which are used to “develop” basic geometric 
relationships in a believable way. Models can also stimulate conjecturing as well as 
provide a means for checking tentative ideas – higher order thinking skills basic to 
learning geometry. The instructor, however, plays a critical role as a mediator between 
the physical models and the underlying geometric ideas. 
 
These activities are designed to minimize the need for traditional instructor lecturing. 
Classroom discussions and group activities provide a rich and essential resource to 
motivate student’s efforts to make sense of the course material. The instructor’s ability to 
manage these discussions and activities without traditional lecturing is a critical factor in 
the success of this approach. With this approach, we have found that students arrive at a 
deeper, more robust, understanding and appreciation for the power, beauty and meaning 
of geometry. 
 
A constant and varied stream of geometry problems is provided by these activities.  
Student sharing of their thinking and experiences with these problems provides many 
insights into how and why different methods work for solving problems.  We have been 
gratified with the fact that, although there is little drill and practice homework presented 
in these activities, students seem to become as good at working standard problems as they 
do in more traditional courses.  We do find that students in this curriculum are definitely 
more adventurous in attempting unorthodox problems as well as stronger at explaining 
why the methods they choose make sense.   
 
The ability to express geometric ideas verbally, physically and in writing and drawing is 
a valuable communication skill for teachers.  Many activities in this text are designed 
specifically to provide opportunities to exercise these skills. 
 
Managing Aspects of the GeoSET Study Team Model.  Making student expectations 
known from the outset is necessary – students expect it! Excerpts from the course 
syllabus were discussed during the presentation and are included as appendices. These 
were: 
  

• Making Sense of Geometry in an Inquiry-based Class (Appendix A) 
• Daily Routine, Daily Grade, and Project Grade (Appendix B) 
• Study Team Grade (Appendix C) 
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• Study Team Journal (Appendix D) 
 
We maintain an active website for students and instructors. The URL is: 

http://www.math.okstate.edu/~geoset/ 
 

             
Final Notes. 
1.  Special recognition is due J. Stone for contributions made to this paper as part of the 
completion of the Creative Component of the master’s degree in mathematics at 
Oklahoma State University. 
 
2.  Geometric Structures - An Inquiry-based Approach to Geometry for Prospective 
Elementary and Middle School Teachers is in press with Prentice Hall; expected 
publication early 2007. Manuscript copyright 2006 by Doug Aichele and John Wolfe. 
All rights reserved. 
 
No part of this work may be reproduced or transmitted in any form or by any means, 
electronic or mechanical, including photocopying or recording, or by any information 
storage or retrieval system without prior written permission. Address inquiries to Doug 
Aichele or John Wolfe, 401 MSCS, Oklahoma State University, Stillwater, OK 74078. 
 
3.  Partial support for this work was provided by the National Science Foundation grants 
#0231161 and #9752288. Any opinions, findings and conclusions or recommendations 
expressed in this work are those of the authors and do not necessarily reflect the views of 
the National Science Foundation. 
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Appendix A 

Basic Thinking Skills (TS)

Basic Homework/Study Skills (HS)

Learning Skills for Groupwork and Whole Class Discussions (GS)

Commonly Available Help Resources (H)

Skills Chart

Making Sense of Geometry in an Inquiry Class

Studying for Exams and Chapter Reviews (R)

Get and keep the problem clearly in mind
Asking questions (to ourselves, to friends or in class)
Encapsulating difficulties
Making sense of terms or specialized words
Focus on basic relationships

TS1
TS2
TS3
TS4
TS5

Share thinking
Prepare by doing assigned activity pages
Listen closely to discussions
Tentative thinking welcome
Maintaining clear peer to peer communication (asking for clarification)
Roles of participants in class discussions and group work
When discussions fail (frustration and no learning take place)

A rich classroom community
Group support and help
Ask a friend, call a classmate
Regular get-togethers to discuss geometry
The GeoSET website
Learn to trust your intuition
Autonomous learning

Browse APs which have been completed
Work practice exams from the GeoSET website
Work or rework "problem" and "first try" activity pages
Set aside time for review and exam preparation
Organize review sessions with friends or classmates
Identify and prepare for likely problem types
Review basic relationships (big ideas)
Review "In depth" important terms and concepts

Reflect on problem experiences
Dealing with new ideas and situations
Respond in writing where appropriate
Try to overcome problem "skittishness"

HS1
HS2
HS3
HS4

R1
R2
R3
R4
R5
R6
R7
R8

H1
H2
H3
H4
H5
H6
H7

GS1
GS2
GS3
GS4
GS5
GS6
GS7

This list outlines our suggestions for ways to learn or make sense of geometry in an
inquiry class.  An article in the appendis (see page 395) elaborates on these suggestions.
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Appendix B 
 
 

Background 
 
Daily Routine. An assignment (about 3-5 Activity Pages) will be 
given at the end of nearly every class meeting. This completed 
assignment (homework) is due at the start of the next class 
meeting. Selected Activity Pages from the homework will be 
collected at the beginning of the class meeting; be sure each 
assignment has been completed before you come to class. Work 
that is completed during the class meeting (classwork) will be 
collected regularly. To be prepared for each class meeting, you 
should bring your homework and class activities as well as the 
manipulative currently being used (you will be told what it is). 
 
Daily Grade. The daily grade includes quizzes, homework 
assignments, and classwork. Assignments will not be accepted late 
for any reason whatsoever. You must be present for the entire 
class meeting to submit any work that is due that day (homework, 
classwork, projects, etc.) or to present a quiz; there are no quiz 
make-ups for any reason whatsoever. For very special situations 
that are approved in advance, the instructor reserves the right 
to allow a quiz to be presented early.  
 
Project Grade. During the semester, several out of class projects 
will be assigned. These are fun! Take them seriously and Be 
Creative! You must be present for the entire class session to 
submit a project when it is due. Projects will not be accepted late 
for any reason whatsoever. For very special situations that are 
approved in advance, the instructor reserves the right to allow a 
project to be submitted early. 
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Appendix C 
 
 

Study Team Grade 
 
Study Team Grade. Learning from your classmates is a proven 

ingredient for success. We believe in this and have arranged the 

course delivery accordingly. Each of you will have an opportunity 

during the first week or so to identify others with whom you wish 

to work this semester; a study team will ideally be composed of 

four students. Your first assignment: Identify classmates for 

your study team who you can help learn and who can help you 

learn. Each study team member has a responsibility to the study 

team’s success and the study team collectively has a 

responsibility to each member’s success! Establishing and 

nurturing study team spirit is vital to your success. 

 

Once formed, the study team should consider such issues as: (1) 

its goals and objectives (what each of you want from the study 

team); (2) the strengths each member brings to the study team 

and how they will be utilized (what role members will play - 

identify who does what); (3) how the study team will function 

(when do you meet outside of class, what you will do at study 
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team meetings, and how you will help each other). As you 

contemplate these issues, others will arise; they are supposed to!  

 

Each study team will maintain a Study Team Journal – or simply a 

JOURNAL - that will be reviewed by the instructor periodically; 

definitely at exam time. Previous students have found that a 

standard 3-ring binder works very well for this purpose. Each 

team member is expected to contribute to the JOURNAL and 

identify his/her contributions. Your study team’s journal is an 

evolving document over the course of the semester. Bring your 

Study Team Journal to each class meeting. 

Each study team member will be assigned the same Study Team 

Grade at the end of the semester. This grade is based on the 

team’s level of active participation in class meetings throughout 

the semester and the quality of the team’s Journal. 
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Appendix D 

 

Study Team Journal 

 

Building a classroom community where students are nurtured to rely more on 

themselves in determining whether something is mathematically correct is a 

primary goal of this course. Toward accomplishing this goal, we rely on Study 

Teams of classmates.  Each of you has had an opportunity to identify others 

with whom you wish to work this semester; each Study Team is composed of 

approximately four students.  

The Study Teams should now consider such issues as: (1) its goals and 

objectives (what you want from the Study Team); (2) the strengths each 

member brings to the Study Team and how they will be utilized (what role 

members will play - identify who does what); (3) how the Study Team will 

function (when do you meet, what will you do, and how you will help each 

other). As you contemplate these issues, others will arise; they are supposed 

to!  

Each Study Team will maintain a Study Team Journal that will be reviewed 

by the instructor periodically; definitely at exam time. Each member is 

expected to contribute to the journal and identify his/her contributions. 

Your Study Team journal is an evolving document over the course of the 

semester.  
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Developing the Study Team Journal. Because items will be added 

periodically to your journal, it has been suggested that a standard 3-ring 

binder be used. Besides, a creative cover can be designed showcasing your 

Study Team’s spirit! 

The first page of the Study Team Journal should include the Study Team 

name and each Study Team member’s name and information related to how 

to contact the Study Team member [Note. Each Study Team member should 

have a copy of this sheet to facilitate communication among the members of 

the Study Team.].  

Following the first page, each Study Team member should identify and 

insert his/her written responses to the two statements on page 5 of the 

syllabus. These are:  

a)  Write a brief statement (a paragraph or two) stating your goals;  

  include the course grade your are aiming for. 

b)  List the day-to-day actions you plan to take to achieve your goals.  

 You should check this list periodically during the semester to see  

 if you are on course. 

The Study Team should discuss each member’s responses to these 

statements and formulate a Study Team plan of attack; this is page two. 

There should be Study Team summary statements addressing the following 

issues: 

Study Team goals and objectives (what will the Study Team help  

members do?) 

 Identification of each member’s responsibility to the Study Team  

(who will be doing what?) 
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 Describe how the Study Team will function (when will the Study Team  

   meet? What will the Study Team do when it meets?) 

 

What are the necessary ingredients of a Journal Entry? Each time the 

Study Team functions (for example, the Study Team meets for a purpose), 

there should be an entry in the Study Team’s journal. Each entry is on a 

separate page in the journal. The required information to accompany each 

entry is: 

  • Date/Time of Study Team Function  

  • Identification of Participants 

  • Identification of Scribe (person writing the entry) 

  • Statement of the Purpose of the Study Team Function (What is  

    trying to be Achieved?) 

  • Description of What the Study Team Did to Achieve the Purpose 

Note. Some Study Teams have found that after they discuss the key 

mathematical idea(s) in an activity, they write them down in their journals. 

So, one element of a journal entry is a statement summarizing the 

mathematical ideas that were investigated. It is important that journal 

entries discuss/summarize mathematical ideas; another way to help you 

develop your ability to communicate mathematical ideas. Besides, reviewing 

rich journal entries will be helpful in studying for the exams ! 
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                          The Key Elements in the use of Technology in Schools: 
An Analysis of Two Academic Programs 

By Nadia Alvarez-Mexia 

Abstract  

The objective of this study is to analyze two academic programs from different 

countries, and define the key elements to achieve the academic goal using technology as 

a pedagogical tool.  The analysis is based on two curriculums, one from a Mexico 

elementary school and the second one from a U.S. elementary school.  The methods that 

were used to collect the data are structured and non-structured interviews and classroom 

observation protocol.  The analysis is divided in three sections.  The first section is about 

the characteristics of each school’s classrooms and its academic program.  The second 

section is focused on the identification and discussion of the elements that each academic 

program and schools have in common.  The objective of the third section is to determine 

those characteristics that are different between the two technological programs.  The final 

product is the identification and discussion of the key elements.  

Introduction 

Many people believe that the impact of technology influences only the business 

field but there are other areas that are using these tools.  One of these areas is Education.  

Kenton (2005) says, “As a classroom tool, the computer has captured the attention of the 

education community.”  The use of technology in this field is not only a concern as far as 

the use of computers, but also the use of other technological tools.  Today technologies 

such as software, CD ROM and smart board are commonly parts of the classroom’s 

infrastructure.  The number of educational programs, which include technology as a 
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technical tool has increased in the last years.  Reingold cited by Hocutt et. al. (2002) 

affirms that a number of teachers see technology as both technical and social.  The 

opinions about technology in the classroom are divided.  Many believe that the 

incorporation of technological tools contribute in the improvement of the learning-

teaching process.  Others feel that this incorporation makes the educational environment 

worse.  

        Study results suggest students are confident in their abilities to use educational 

technologies (Swain, 2006), and teachers hope that innovation and new lessons can 

engage students in the lifelong learning (Alexious-Ray et.al. 2003.)  If the use of 

technology in the classroom is an important issue in education, how does this 

technological change impact countries such as Mexico? How do countries such as the 

U.S. deal with the incorporation of computers in its schools? Do these countries have the 

same experiences?  The objective of this paper is to analyze two academic programs from 

different countries, and define the key elements to achieve the academic goal using 

technology as a pedagogical tool. 

Site Description 

 The analysis is based on two curriculums, one from a Mexico elementary school 

and the second from a U.S. elementary school.  The selection of both schools was based 

on two aspects.  The first was the country in which each school is situated, and the 

second was the schools’ agreement to participate in the independent study.  Both schools 

did not authorize the publication of their names so I called the school in Mexico 

“Laguna”, and the U.S. school “Desert”.  Laguna elementary school is the oldest schools 
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in the town of Ciudad Obregón, Sonora, Mexico.  Although, the school is fifty years old, 

its community is engaged with the school’s operation and success.  Laguna is a public 

school that is part of a program called “Escuelas de Calidad.” 

 “Escuelas de Calidad” (Quality Schools) is a program that the actual president of 

Mexico, Vicente Fox Quezada, started during his presidential government.  Part of this 

program is to use technology as an academic support tool in fourth and fifth grades.  The 

technological equipment installed in the classroom is a smart board, a personal computer 

for the teacher, a color printer, classroom media, and a software called “Enciclomedia”.  

Laguna is part of this program because the school applied and provided strong arguments 

that support its interest in the use of technology.  When a Mexican elementary school 

receives the government approval, teachers who teach in fourth and fifth grade have to 

take training courses.   That is why the analysis of Laguna elementary school is based on 

the principal, the fourth grade teacher interviews, and the data that was collected during 

the visits.  The interviews and observations were made in one week.  The second school 

is in Tucson, Arizona, USA.  This school is in a barrio and the majority of its students 

come from Latino heritage.  

 Desert elementary school is part of a district that has a technological academic 

program.  The goal of this program is to promote the use of technology in teachers and 

students.  The technological coordinator of the district gave the permission to observe and 

interview one class.  The classroom’s teacher is considered an active promoter of the 

inclusion of technological tools in schools.  Although, the class is for special education 

children, I used the same instruments to interview and analyze the academic job during 

class.  The objective of the independent study is the analysis of technology so it was not 

2007 HICE Proceedings 
Page 47



5 

necessary to consider special conditions.  The technologies that are part of the 

classroom’s infrastructure are smart board, personal computers for each student, a 

personal computer for the teacher, and a color printer.  The classroom is also equipped 

with areas such as a library, a math station and a carpet where students and their teacher 

have diverse activities.   

Methodology 

 The methods that were used to collect the data are structured and non-structured 

interviews, and classroom observation protocol (See Appendix 1).  The structured 

interviews, designed follow the objective of the independent study.  The questions 

targeted the use of technology in the classroom, the interaction between teachers and 

technology, training courses for teachers, students and the role of technology in schools.  

The non-structured interviews were used when I noticed a comment or information that 

needed to be clarified or was not previously considered as part of the study.  In Mexico 

the two kinds of interviews were recorded and later translated into English.  In the case of 

the elementary school in Tucson, the questions were sent by e-mail to the teacher.  She 

typed the answers and sent them back.  There were some non-structured questions that 

were made during the class visits. 

 The classroom observation protocol was based in a protocol designed by the 

Center of Mathematics Education of Latinos/as (CEMELA.)  This program called 

CEMELA is an interdisciplinary group of people focused on the research and practice of 

the teaching and learning of math with Latino heritage students in the U.S. (CEMELA 

Webpage, n.d.)  The original protocol was modified and adapted for this independent 

study.  The protocol format was used during the visits and helped to collect data such as 
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the number of students present in the class, modes of instruction during the lesson, 

activities that students and teacher did and materials available in the classroom. 

Data Analysis 

 The analysis is divided in three sections.  The first section is about the 

characteristics of each school’s classroom and its academic program.  The second section 

is focused on the identification and discussion of the elements that each academic 

program and schools have in common.  The objective of the third section is to determine 

those characteristics that are different between the two technological programs.  The 

analysis of the data and the definition of the characteristics will provide a complete idea 

about the use of technology in Laguna and Desert elementary schools.  This complete 

idea will be helpful to determine the key elements.  

 Laguna elementary school is situated near Ciudad Obregon, Sonora, Mexico 

downtown.  The building of the school looks as an old Mexican hacienda; it has a big 

patio in the middle of the building.  The first day that I visited the school, I was wearing a 

University of Arizona t-shirt.  I presented my student ID to the teacher that was in the 

main door.  She was doing the guardia.  This teacher’s role called guardia is a common 

activity in Mexican schools.  To be a guardian implies to coordinate the arrival of 

children, parents and teachers at the school.  After I showed my ID, the teacher told me 

where I could find the principal.  I went to the principal’s office and I introduced myself.  

He already knew about my visit and he introduced me to the fourth grade teacher.  They 

were excited about my visit.  The first day, I could not do anything related with the 

independent study.  The teacher that I will call Mr. Franco invited me to eat some tacos 

and we talked about the project and how the visits will be organized during the week.  
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The principal and Mr. Franco explained that this week would be an important one 

because the public schools were participating in the Olimpiadas del Conocimiento 

(Knowledge Olympics.)  This is a competition where one student from each public or 

private school competes with students from other schools.  This is a competition that 

evaluates students’ abilities, knowledge and skills in areas such as Mathematics and 

Spanish.  They explained the dynamic of the competition and how this is tied to the 

technological program. 

 The second and the rest of the days were more productive.  I visited the classroom 

four times and observed some activities using technology.  The class had thirty-nine 

students.  The majority of the students were in the class during my observations.  There 

were sixteen boys and thirteen girls.  The classroom had one seat for each student and the 

individual desks were organized in lines.  The number of desks in a line was different 

according to the dimensions of the classroom.  The classroom’s walls were decorated 

with a Mexican flag, a calendar, and students’ assignments.  In one wall there were three 

medals.  I was curious to know about the medals so I asked Mr. Franco about it, and he 

explained that those medals were for the best three students.  The three best students 

receive the medal each month and keep it at home.  The classroom had a little place in 

which Mr. Franco and his students leave their textbooks.  The chalkboard was substituted 

for a smart board.  Mr. Franco and his students were excited about my visit and talked 

about their scholar tools.  

 Mr. Franco had two desks and he particularly felt proud about one desk. This desk 

is where the personal computer and the color printer are.  It was really interesting to see 

this technology in the classroom but at the same time the way that the classroom looked, 
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it did not match with the new technology.  It is a contrast to see innovative tools in the 

same place where there are old desks and a small classroom for a big class.  However, 

Mr. Franco (Personal interview, March 1, 2006) is enthusiastic about the use of 

technology in his classroom.  He affirms that: 

“They [students] get creativity ability, the research capacity in themselves.  Also 

we have a computer classroom that we call it, media classroom.  In there the 

student by himself can research in WebPages the information about a specific 

topic, and he hast the information about the topic so I think that it is a promotion 

about research and discover.” 

The use of technology in classroom such as Laguna fourth grade is part of a Federal 

Program called RedEscolar.  RedEscolar promotes the use of a tool called Enciclomedia 

and a learning environment called Media Classroom.  The goal of the program called 

Enciclomedia is to promote the production, distribution and the effective use of 

educational, audiovisuals and academic materials according to the curriculum of 

elementary schools (Guia para el uso de Enciclomedia, 2005) in Mexico.  Enciclomedia 

is an educational program that uses the technology to make links between teachers, 

students and the educational materials.  It is important to clarify that Enciclomedia is just 

one part of the Federal Program.  The principal of the Laguna School (Personal interview, 

February 28, 2006) points out that: 

“The technology that we use it is according to the Federal Plan.  Those 

technologies are media classroom and Enciclomedia.  This plan started two years 

ago…the media classroom is a technological support program.  It is a didactical 

support.  Its principal objective it is to be a teacher’s didactical tool.  It is not its 
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objective that the students learn to use computers or computer 

programs…Enciclomedia is a specific computer program to use in the classrooms.  

In Enciclomedia as you observed before, it provides a computer, printer, projector 

and intelligent board or electronic board [smart board.]  Using these tools children 

and teachers interact with the curriculum topics.”  

The Enciclomedia software is on the web and Mexican engineers and educators 

developed it.  Enciclomedia includes digital elementary textbooks, lessons for fourth and 

fifth graders, an Atlas, videos about Spanish and English plays, and creativity activities.  

Teachers, who teach in the grades where Enciclomedia is used, have to take training 

courses.  Elementary teachers who already received their training teach these courses.   

 These types of training courses are the same that the Southern District in Tucson 

offers to its teachers.  Desert elementary school is a place in which technology is used to 

support the educational activities in the classroom.  My first contact was the district 

technological coordinator.  I made the appointment with him to talk about the purpose of 

the study.  He was very interested because the district just started the implementation of 

technology as part of the curriculum.  The coordinator explained that it was very 

successful to work with Ms. Smith because she was a very enthusiastic teacher, and she 

already uses technology in her class.  I did not ask a question about the assignment, the 

way that Mr. Fernandez –the coordinator- described Ms. Smith was just perfect for the 

purpose of the study.   

 The first contact that I had with Ms. Smith was by e-mail.  Ms. Smith and I 

exchanged a couple of e-mails to organize my visits.  We also made a couple of phone 

calls to talk and clarify the purpose of the study.  It was more difficult to get the approval 
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to make my project in Desert school because in the U.S. there are many more restrictions 

about researches in schools.  Finally I received an approval from the principal of Desert 

Elementary School, and after that, I notified Ms. Smith about it.   

My first visit was a nice surprise.  Ms. Smith is a special education teacher.  I did 

not know that before my first visit.  I came to Ms. Smith’s class and the students were 

sitting on the carpet talking about the date.  Ms. Smith was sitting on a chair and behind 

her was the assistant teacher.  I thought “what I beautiful classroom” it had a library, a 

mathematics, snack spaces, and different education stations for students and teachers.  

There are personal computers for the teacher and her students. 

 Ms. Smith introduced me to the group and wrote on a little blackboard the daily 

letter where she included my name and the purpose of the visit.   In Ms. Smith’s class 

there were nine children.  Four of them were male and the rest were female.  During my 

second visit Ms. Smith explained to me the dynamic of the class.  The first activity was to 

write the daily schedule on a blackboard.  There were some activities such as counting, 

calendar, daily letter, and snack time that never changed.  Ms. Smith wrote the schedule 

and she read the activities to the students.  The second activity was to find the right date 

in the calendar.  Ms. Smith used a calendar in which she and her students can add 

numbers, names’ months and weekdays.  She told me that this activity has to be done 

everyday because sometimes children forget the months, numbers and weekdays.  The 

third activity was to write the daily letter.  The teacher wrote the letter and included in it 

the date, and the most important and relevant activities during the day.  Ms. Smith and 

her class had a lot of educational material that they used to enforce the lesson or just to 

change the learning context. 

2007 HICE Proceedings 
Page 53



11 

 One of the most exciting moments for the class is to interact with the smart board.  

This smart board is not a permanent tool in the classroom.  It is the only smart board in 

the school so teachers have to share the tool.  The technological tool includes different 

lessons related with Mathematics, History and English.  Ms. Smith uses the tool for 

Mathematics lessons.  She accessed a lesson in which students had to count cars or any 

other animate object.  The teacher coordinated the lesson with the help of her assistant 

teacher.  When a student is counting on black board, the rest of the group is counting in 

their desks the little animals toys.   

 Seeing this activity, I noticed that the classroom also had a CD player, projector 

and each desk have the student’s name.  Ms. Smith (Personal interview, March 17, 2006) 

explains: 

“[There is] a Smart Board.  This is an Interactive White Board, like a touch screen 

computer monitor that the whole class can see and experience.  The overhead 

Projector projects images to white board, and it is a model for the class.  The Film 

Strips show pictures via a slide show with taped information to listen to, and 

finally Elmo projects images to while board in the better color, can project books 

while you are reading them.”  

Each tool is used for a specific purpose, but also, Ms. Smith or any teacher in Desert 

school has to coordinate the use of technology with the lesson’s purpose.  

 The coordination between technology and the lesson is something that both 

academic programs and teachers coincide.  The principal of Laguna Elementary School, 

Mr. Gonzalez (Personal interview, February, 28, 2006) comments: 
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“It [technology] adapted to the curriculum.  It has to be adequate to the 

curriculum because if this did not happened then a revolution would start in order 

to modify the curriculum that right now we are using.  The technology was 

adapted so the persons which did these programs, they followed the Elementary 

curriculum.  This happened in the design of Enciclomedia.  For the media 

classroom in Elementary and Middle schools was the same.”  

Mr. Franco (Personal interview, March, 1, 2006) supports Mr. Gonzalez’s opinions 

saying, “It is like that.  They [curriculum and technology] are aligned. I can show you the 

[academic] plans and programs how it is included [in the software] the lesson’s 

objectives and how everything is adequate to [programs and plans.]”  Technology must 

be part of the total curriculum, which means that teachers must be equipped with the tools 

necessary to effectively integrate technology in their classes (Alexiou-Ray et.al. 2003) so 

you can match technology to any part of the curriculum, you just have to do a bit of 

research (Interview to Ms. Smith, 2006.)  Having the interest of teachers in the use of 

technology in the classroom is important to success. 

 In both schools, the teachers were concerned about the role of technology in the 

classroom and how this tool helps to achieve the academic objective.  Mr. Franco and 

Ms. Smith affirmed many times that they have a personal and professional interest in the 

use of technology in the classroom.  Their commitment is crucial to be successful in the 

implementation of technology in schools.  As Mr. Gonzalez, the principal of Laguna 

Elementary School (Personal interview, February 28, 2006) suggests: 

“We [teachers] have to understand that we have to improve our knowledge 

according to the changing situations. We have to be conscious about the 
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engagement that we have with the new generations of students.  Be conscious in 

the use and implementation of technology and take courses to know how to use 

technology.” 

Although Mr. Franco and Ms. Smith are really engaged with their particular educational 

program, both agreed that there are many teachers that do not believe in the use of 

technology in schools.  This situation generates a lack of understanding between those 

students whose teacher uses technology and those whose teacher does not use it.  

Sometimes the contrast between the teachers’ commitments and their students’ interests 

is huge.  Mr. Franco (Personal interview, March 1, 2006) comments about if his students 

show up resistance to the use of technology “No, none resistance.  No one [any student], 

no one to the contrary they [students] want to search and search.”  The students’ attitudes 

can be a key issue in the incorporation of good technology in schools, and when a good 

attitude is supporting for academic authorities everything will be easier.   

 The two authorities, Mr. Gonzalez and Mr. Fernandez promoted all the time 

technology as a tool that can be useful in education.  They are proud of being part of their 

specific academic program, and how teachers and students are doing or can do with the 

tools.  Schools should integrate technology as a tool for teaching and learning (Dooling 

cited by Hocutt et. al. 2002), and authorities must support the process in order to get the 

goal.  Although they like to participate in the process, they are conscious about the 

necessity to offer training programs to the teachers.  Both academic programs and their 

authorities include training courses for teachers.  The function of these courses is to 

prepare teachers who later can train other teachers in how to use technology in the 

classroom. 
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 Technology is an important element in both programs, although, it is not the core 

it is considered a crucial part in the curriculum.  In this aspect the infrastructure of both 

schools differed in many aspects.  At Laguna Elementary School each classroom had its 

own smart board so the teachers and his/her students can use it as many times as they 

want.  Ms. Smith the teacher from Desert Elementary School had to reserve the smart 

board if she wanted to use it.  The smart board is the only one in Desert Elementary 

School, so teachers and students share the tool during the scholar year.  Another situation 

that was different in the two schools is the classroom design and condition.  Desert school 

not only offered the use of technology, but also, the incorporation of different academic 

materials, infrastructure, and an environment that is more appropriate to learn under a 

new teaching methodology.   

Laguna Elementary School provides Mr. Franco and his students, technological 

and permanent tools in their classroom but the classroom does not have the 

characteristics of appropriate learning environment.  The students and teachers desks 

looked old, and the dimensions of the classroom were small.  The class was big and the 

space was small.  For the teacher and his students, it was difficult to work on teams or to 

move around the classroom just for changing the lesson to be dynamic.  Mr. Franco 

(Personal Interview, March 1, 2006) comments one consequence of having a big class: 

“A technique that I use because there are thirty nine [students in my classroom] 

and for me I like to grade very carefully the homework but I can not grade forty 

students’ homework so they know that each day there are fifteen or twenty 

[students] so they put the notebooks here and that is it.  I grade twenty or ten 
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students’ [homework] I do not know is this technique helps me effectively grade 

my students’ homework.” 

Whale (2006) comments “technologies can have a positive effect on student achievement 

under certain circumstances.”  At Laguna School, Mr. Franco was conscious about the 

circumstances of the classroom and the size of his class.  However, he was optimistic and 

many times affirmed that he was proud of his students, and how they were enthusiastic 

about technology.  Ms. Smith had the same attitude, but she admitted that sometimes, 

“It [technology] does not always work right, it takes time to set up, and it is 

difficult to keep students’ attention while the teacher is trying to set up the 

equipment.  I prepare my students prior to using the equipment, I set it up before 

the class starts and if something goes wrong I discuss what I am doing with the 

kids while I am fixing it.  This way they are still focused on me and their minds 

are not wandering.”  

Circumstances as loose concentration in an easier way exist because Ms. Smith’s class 

was for special education.  I cannot consider it a difference between the two schools 

because on many occasions the special needs of the students did not permit to be focused 

on the task, and this was just par of the particular situation of these students.  This does 

not mean that it cannot happen in other classes.   

 The last difference between Laguna and Desert school was the organization of the 

academic material on the technological tool.  According to Mr. Franco and Mr. Gonzalez 

from Laguna Elementary School, Enciclomedia was a wonderful tool for teachers and 

students.  Mr. Gonzalez (Personal Interview, February 28, 2006) supported this idea 

saying: 
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“I think there are no disadvantages [in the inclusion of technology in the 

classroom]; [I think] everything is an advantage because every change, every 

innovation is positive…more than disadvantages there are advantages.  I told you 

before that it is very important to be according to what is happening in the world 

and [to consider] the type of student that the society wants.”  

Also, Enciclomedia is very well organized and is a good helper for those teachers that do 

not have a lot of experience.  Enciclomedia also offered students and teachers a new and 

innovative way to share, discuss and learn new information.   The lessons plans included 

the objective, the purpose, activities, and also new manners to teach the lessons.  

Enciclomedia was divided in two sites; the first was for teachers and the second for 

students. Both sites include academic information, activities, material, and tools that help 

educators and their pupils during the tasks. 

 Ms. Smith was talking about her academic tool and how she does not share the 

opinion of Mr. Gonzalez and Mr. Franco. She (Personal Interview, March 17, 2006) 

argues that “technology has endless possibilities and keeps the students totally engaged” 

but Ms. Smith also complained about that unless investment there is in lesson plan and 

teachers have to redone.  She also commented that sometimes the lessons were confusing, 

and she thinks this was because people who were not educators designed the lessons.  She 

showed me a couple of lessons and explained in details which kind of mistakes the 

lessons had, and how she adapted and modified them.  When integration of technology 

into the curriculum is poor, many chaotic situations will appear and complicate the 

purpose of the academic program. 
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Conclusion 

Integrating ICT (Information and Communication Technologies) into the 

curricula is an aim that many educators strive for but many of them are faced with chaotic 

situations in the educational field that affect the integration (Lim et. al. 2006.)  During the 

analysis of the two schools, their curricula and the integration of technology into the 

academic program determined many situations that helped in the identification of the key 

elements.  The key elements are divided in three groups.  The first group is called school 

conditions.  This group includes all the elements that are necessary to develop an 

adequate learning environment.  The second group is called role players. The elements 

included in this group are related with the aptitudes, skills, attitudes, and knowledge that 

teachers, scholar authorities and students need to have and/or acquire.   The last group is 

called pedagogy tools.  This group includes the characteristics that technologies required 

to have a successful integration into the curriculum.  

School conditions are tangible elements in the field of technology into education.  

The two schools have different infrastructure conditions that support or not the use of 

technology in the classroom.  To have innovative technological tools is so important as to 

have an adequate classroom, desks, and spaces where teachers and students can interact 

with technology, but also, it is necessary the creation of a whole creative environment.  

Shaver cited by Alexious-Ray et. al. (2003) suggests that “in addition to computer 

availability, other issues concerned with equitable student access to computers include: 

computer adequacy, availability of software, and internet access.”  The environment 

cannot be a contrast between technology and how the rest of the elements in the 
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classroom look.  If technology offered to teachers and students the opportunity to 

maximize the learning teaching potential then an according context has to be created.  

Teachers and students are the active entities in schools, and scholar authorities are 

the active promoters of new educational strategies.  The scholar authorities’ support in 

this kind of pedagogical changes is necessary and crucial.  Scholar authorities such as 

principal, academic coordinator and supervisors need to know and participate during the 

evaluation, implementation and the action plan.  This is a key element if scholar 

authorities want to engage teachers into the technological-educational curriculum.  

Teachers who are supported tend to develop more positive attitudes about technology, 

and they become proficient users of technology in the classroom (Diem cited by 

Alexious-Ray et. al. 2003.)  Teachers also need a good training in the use of technology.  

Training teachers in new technology is a continuing process, rather than a single event 

(Lim et.al. 2006; E.U. Commission’s Report to the Council and the European Parliament, 

2000) because “if teaching staff develop a relationship with technology on the basis of 

compulsory training, then the future of innovative teaching practice is questionable” 

(Beastall, 2006.)  If teachers have the support of their superior authorities and a previous 

knowledge about how to act and interact with technology then good things can happen in 

the classroom. 

Encouraging the effective integration of school technology resources and systems 

with teacher training (Whale, 2006; U.S. Department of Education, 2002) will bring a 

great opportunity to increase new learning-teaching experiences.  These experiences are 

not exclusive of teachers and scholar authorities because the impact is automatically 

reflected in students.  Kuperstein and Gentile cited by Hocutt et. al. (2003) makes sense 
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that “found technology is a powerful way to call students back to a natural, experiential, 

and enjoyable way of learning.”  The key elements to get these successful learning-

teaching experiences are not only focusing in being engaged with technology.  It is also 

necessary that teachers and students have certain aptitudes and attitudes.  The teacher is 

becoming as facilitator and the students are becoming educators (Hocutt et. al. 2002) so 

students would work as a team with teachers and technology (Alexious-Ray et.al. 2003.)  

The change in roles and work interaction need open minded teachers and proactive 

students.  Teachers and students must have a collaborative aptitude and flexible attitude.  

The collaborative aptitude and flexible attitude can eliminate the gap between 

teachers and students.  This situation creates a collaborative community in which teachers 

and students learn and share information with technology as a pedagogical helper.  The 

flexible attitude also helps teachers to be adapted according to the circumstances.  This 

means that it is important to have in mind that technology not all the time works as well 

as people expect.  Educators have always been prepared to make any necessary change 

and do not stop the lesson because the technology does not work. Technology is not more 

important as factors such as learning tasks, learner characteristics, student motivation and 

teachers (Kirkwood & Price, 2005; Phipps & Merisotis, 1999.)  Technology is only a tool 

and that is the permanent way the teachers, scholar authorities and students have to see it. 

Technology must be part of the curricula (Alexious-Ray et. al. 2003) and “schools 

should integrate curriculum to use technology as a tool for teaching and learning, and that 

students appreciate learning experiences that are authentic and relevant” (Hocutt et.al. 

2002.)  That is why educators do not only need to know how to use technology; they also 

need to participate in the inclusion of the curriculum into the technological platform.  The 
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curriculum can be modifying only if the pedagogical objective needs to be adapted for a 

new society and educational necessities.  To change curricula because it is better for the 

technology is the worst mistake that can happen.  Only experts as educators know about 

the design of academic programs, and only technicians know how to design technology.  

Technicians and teachers need to work in their specific knowledge field and at the same 

time to coordinate the efforts in order to obtain a useful educative tool.  

In the last years, technology becomes a prevalent part in the education culture 

(Alexious-Ray et.al. 2003.)  However, it is important to analyze the objective of the 

particular academic program in which the desire is to include technology as a tool.  The 

key elements that were identified during this independent study can have different 

dimensions according to the social, economic, and cultural school’s context.  There are 

other factors such as government, parents and community who were not analyzed in this 

paper.  Those factors are also important to determine key elements and can be considered 

in futures studies.  Education and technology can be good partners if key elements are 

incorporated as part of the plan.  Professional development needs to be available for 

teachers, and teachers need to pay attention in how their students learn new technologies 

(Hocutt et. al. 2003.)  Society is changing and as a consequence there is a need for 

innovative educational programs with a balanced use of technology and human 

sensitiveness. 
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Appendix 1.  
The data was obtained using the Classroom Observation Protocol.  The protocol includes eleven aspects but only those none 
descriptive questions are included in the appendix.  The answers for the descriptive questions are included as part of the paper.  
 
What modes of instruction were used during the lesson? 

Modes of instruction Laguna 
Elementary 

School 

Comments for Laguna 
Elementary School 

Dessert 
Elementary 

School 

Comments for Dessert 
Elementary School 

Demonstration by instructor 
(how to use the technology) 

  Technology is used only 
by the teacher.  

  Technology is used by the 
teacher.  The teacher invites 
some students to use the 
technology by themselves. 

Class handouts, answering 
questions 

      

Students reading handouts by 
selves 

      

Students completing work        
Whole class discuss or activity        
Time for help instruction 
(resolve interaction with 
technology) 

      

Other individual work   
  

The teacher selects one 
student by random.  The 
student read a lesson. 

  The teacher assistant helps 
students that cannot do the 
task. 

Peer instruction      
Students presentations or 
demonstrations 

    

Small group work or pairs 
interaction with technology 

    

Other (describe)  Media Classroom.  
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What activities did students engage in during the lesson?  (Indicate all that apply including those that might have been happening 
simultaneously). 

Activity Laguna 
Elementary 

School 

Comments for Laguna 
Elementary School 

Dessert 
Elementary 

School 

Comments for Dessert 
Elementary School 

Listen and takes notes      
Review/correct homework or 
class work 

     

Complete worksheet or practice 
class 

     Before the math lesson, 
teacher asks to students to 
write the numbers that she 
taught. 

Take a test/quiz/exam     
Read academic materials as 
book, article or hand-out in 
class 

  The teacher and students 
use the Atlas 
(dictionary). 

  

Participate in whole class 
activities. 

      

Share/discuss strategies of using 
technology 

    

Give presentation/ppt backs 
-Share strategies using 
technology 
-Present ac 

 
 

   

Do an activity using technology   The teacher asks one 
student to interact with 
the smart board. In the 
media classroom the 
students work in pairs. 

  The teacher invites each 
student to interact with the 
smart board.  Sometimes 
teacher uses the tool and 
students participate during 
the interaction. 
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Work on computer   Some students work by 
themselves and other in 
teams.  This depends of 
the number of computer 
and students.  

 

Out-of-class activity (including 
fieldwork) 

   

Other (describe)   Teamwork related with 
the lecture.  Teacher 
organizes the students in 
pairs, and students 
discuss the reading.  
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What materials were available and which ones were used during the lesson? 
         Laguna Elementary School        Dessert Elementary School 

Available Used by 
teacher 

Used by students Used by 
teacher 

Used by 
students 

Textbooks       
Workbooks or worksheets       
Other print reading materials     
Reading material in the technology (database, computer, etc.)        
Chalkboard, whiteboard, overhead         
Videos/slides/overhead if used like slides       
Demonstration of practices         
Other materials, such as graphs, etc.      
Computers         
Computer based-technologies (Internet, CD-ROM)       
Other (described) Smart board. Teacher selects one 

student to interact 
with the tool. 

Toys. Toys. 

 
What assessment strategies were used during the lesson? 

Assessment strategies Laguna Elementary School Dessert Elementary School 
Short-answer test or quiz   
Group quiz or test   
Discussion responses     
Practices on computer    
Observations of group work (assessing 
students’ understanding; facilities) 

    

Oral reports or presentation by students   
Peer review   
Other (describe) Reading, Discussion, Taking notes, 

Lecture analysis, new concepts. 
Practice using toys and pedagogy material. 
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What were the skill emphases of the lesson? 
Skills Laguna Elementary School Dessert Elementary School 

Learning facts or definitions     
Used of technology (computer, software, 
etc.) 

    

Applying knowledge in technology 
practices 

   

Understanding and applying the lesson 
concepts 

    

Learning real-world application of the 
lesson concepts 

    

Learning real-world application of using 
technology 

   

Engaging in thinking skills     
Technology skills    
Developing skills in using information 
from technological resources (database, 
software, Internet, etc.) 

  

Developing communication skills     
Developing skills in working 
collaboratively  

    

Learning/practicing general study skills 
and/or test-taking skills 

  

Working on a long-term project that 
incorporate technology and many of the 
above 

  

Other (describe) Reading in front of the class.  Be 
concentrated in the task.  

Math skills.  
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Student-teacher interactions (Indicates the major ways students are interacting with teachers). 
Student-teacher interaction Laguna Elementary School Dessert Elementary School 

Closed questions    
Teacher talks     
Teacher explains and provides reasoning     
Students talk only to teacher     
Students listen only to teacher     
One or two students answer/ask questions, 
participate in discussion 

  

Students do not reflect or build on others’ 
ideas 

  

Open-ended questions     
Students talks     
Students explain and provide reasoning     
Student talk to one another     
All students answer/ask questions, 
participate in discussion 

    

Students reflect and build on others’ 
comment/ideas 
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Preparing Immigrant Group for Economic and Social Success in the U.S. 
The Case of Iranian Immigrants 

 
By: 

Fereshteh Amin, Ed.D. 
Farzin Madjidi, Ed.D. 

 
Abstract 

 
During the first half of the 20th century, the national origins policy in the United 

States favored European immigrants.  In 1960, the United States liberalized immigration 

laws. Since that time, according to Kelley (1993), the racial and cultural composition of 

this nation has changed significantly. In recent decades the United States has received 

immigrants from across the globe including many third world countries. 

Immigrants to the United States have enjoyed various degrees of success.  Most 

notable among the various groups of immigrants are the Iranians.  The Iranians currently 

residing in the United States have achieved a high level of success in the United States 

due to economic prosperity at the time they immigrated.  According to the 2000 Census 

Iranian Americans are the most highly educated ethnic group in the United States, and 

have succeeded economically in the United States. Given this level of success, it is 

noteworthy to determine the challenges this group has faced in becoming successful and 

the strategies they have adopted that help them overcome these challenges. To capture of 

the essence of the experiences of successful Iranian immigrants and to discover 

challenges they had faced, a phenomenological design was applied. Participants of this 

study were chosen through a purposeful sampling strategy. All the participants are 

bilingual Iranian born U.S. citizens or U.S. residents. As defined by this research they 

have either attained (a) a senior leadership position in companies with more than $200 

million in assets, (b) a tenured academic position at a top-ranked U.S. university, (c) a 
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national honor, or (d) a strong standing in the community in the U.S. within the years of 

2000-2005. Data collection consisted of semi-structured interviews of 12 participants.  

Interview transcripts were carefully reviewed by independent coders and common themes 

were then analyzed and interpreted.  

The challenges successful Iranian immigrants have faced include (a) cultural, (b) 

social, (c) work-related, and (d) financial. To overcome the challenges, they applied such 

success strategies as (a) self-awareness, (b) bicultural approach, (c) social skills, (d) 

motivation, and (e) education. While challenges faced by Iranian immigrants are not 

precisely the same as those experienced by other immigrant groups, they are not unique 

either.  As such, when examining ways to prepare other immigrant groups to socially and 

economically succeed in the U.S., it is believed that the strategies and experiences 

documented in this paper can provide guidelines for developing educational and coaching 

opportunities.  

 

Introduction 

 I moved from Iran to the U.S. less than seven years ago. While I left voluntarily it 

was a challenging and courageous move. Leaving all the comforts and recognition behind 

was very difficult, but I embraced the challenge as though my soul was thirsty for the 

experience, a free spirit but unfamiliar and inexperienced in the new society. As Lao-tzu 

articulates, I was like a traveler with no fixed plans and am not intent upon arriving 

(Bolman & Deal, 2001, p. 61). I was not eager to be around people, but preferred to be by 

myself and continue my soul-searching through regular spiritual reading, journal writing, 

and of course hiking on Santa Monica Mountains. These exercises led me to step to new 
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territories, instead of repeating my old habits. This process led me to think seriously 

about my long time dream of higher education. 

 As I entered the new era of education, I gradually started to settle down and could 

observe more of my environment and people around me. Although I was living close to 

my extended family and many other Iranians there was not an established community of 

Iranians here in the United States. There were even less accurate data and information 

about this new group of immigrants. I was a new immigrant and I needed a role model to 

emulate and there was not document or study regarding my group with which I could 

connect. However, I often heard stories about successful Iranian Americans but there was 

no comprehensive research about this group. While I was working on my doctoral studies 

I became more curios about Iranian immigrants and their level of success in the United 

States. This became my question till there was a study by Iranian Studies Group at MIT 

that documented the findings of the U.S. census 2000 about Iranian Americans and their 

significant success amongst other immigrant groups. I earned my Ed. D. degree from 

Pepperdine University and did a comprehensive research on Iranian American successful 

people. This paper proposes that main reasons for success of this group of immigrants 

could be attributed to two factors: 

1. Seeking higher Western education 

2. Using bi-cultural approach to problem solving 

 Success 

  According to Webster’s College Dictionary, “Success means the favorable or 

prosperous termination of attempts or endeavors,” in other words, “success means the 

attainment of wealth, position, honor or the like” (Berube, 1991, p. 1334). In this section 
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of the literature several approaches to success according to different authors and 

researchers are presented.  

 Covey (1989) stated that when he reviewed the success literature of the last 200 

years he noticed a startling pattern emerging in the content of the literature. He articulates 

that much of the success literature of the past 50 years was superficial and it was filled 

with social image consciousness, techniques and quick fixes, but left the underlying 

chronic problems untouched to fester and resurface time and again (p. 18). He mentions 

that contrary to this recent pattern, almost all the literature in first 150 years or so focused 

on aspects such as integrity, humility, fidelity, temperance, courage, justice, patience, 

industry, simplicity, modesty, and the Golden Rule. These related to a leader’s effort to 

integrate certain principles and habits deep within his or her nature, called character 

ethics (Covey, 1989). The character ethics principles are universal and they do not belong 

to any specific faith or religion. Covey (2004) also states a new reality that has emerged, 

a new economy, a new challenge, that not only surviving but truly thriving in this new 

reality, requires a new response, a new habit. Find your voice, and inspire others to find 

theirs. (Don’t ignore that longing to make a difference). He believes that “this millennium 

will become the Age of Wisdom” (p. 294), it will become so through the force of 

circumstance that humbles people, or through the force of conscience—or perhaps both. 

Service above self, is the true DNA of success.  

 Rimm and Rimm (1999) discussed factors affecting the success of 1000 women in 

various areas of expertise to gain a better understanding of the motivating factors in the 

lives of successful, happy women. The goal was that parents and educators might apply 

those factors to raise and educate girls to fulfill both the American dream and the feminist 
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dream. Females tend to attribute their success either to hard work or good luck but take 

personal responsibility for their failures or may not consider themselves smart enough (p. 

330). They also found that most of the women met the criteria of being moderately happy 

in their familial relationships and friendships, and the divorce rate for them was 

considerably lower than that of their parents. These women all had models or mentors 

who inspired them and had believed in them and made a positive difference in them 

through their guidance; 60% of the mentors were professors, 55% were friends, and 25% 

were mothers (p. 297). When successful women “hit the wall” they slowed down, took 

time to rethink, charged, regained confidence, and then went back to work. 

 Cobbs, Turneck, and Turnock (2003) conducted research to reveal the success 

stories of 32 African American executives who had to operate below the radar screen of 

popular culture. They had to learn to excel in a much more subjective environment, 

which they mastered with determination, intelligence, and above all supreme self-

confidence. Leaders who learn to bring their purpose to conscious awareness experience 

a dramatic, quantum increase in energy, effectiveness, and fulfillment. They want to 

reach a deeper, more comprehensive level, to master their lives as a whole (Cashman, 

2001). After 20 years of wrestling with the question “What is the essence of leadership?” 

Cashman has come to the profound realization that “leadership is authentic self-

expression that creates value” (p. 20).   

Marshal Goldsmith (2003) as an executive coach has worked with extremely 

successful people who want to get even better. He realized that these people are almost 

always very intelligent, dedicated, and persistent. They are committed to the success of 

their companies and have high personal integrity. Goldsmith (2003) discovered that 
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successful people tend to have four underlying beliefs: (a) I choose to succeed, (b) I can 

succeed, (c) I will succeed, and (d) I have succeeded (p. 10). Each of these beliefs can be 

labeled as self-determination, self-efficacy, and optimism; however, all of the beliefs are 

inter-related and positively correlated with each other.   

 In the collective soul-searching promoted by the September 11, 2001 terrorist 

attacks, “many high achievers revisited their notion of success” (Nash & Stevenson, 

2004, p. 2). Nash and Stevenson revealed practical ways to find professional and personal 

fulfillment. They state, “Pursuing success is like shooting at a series of moving targets” 

(Nash & Stevenson, 2004, p. 2). At the same time, no matter how noble, one goal cannot 

satisfy all of ones complex needs and desires, even if it is the goal of business success. 

The research took a look at the assumptions behind success and revealed four irreducible 

components of lasting success: (a) happiness (feeling of pleasure or gratification about 

your life), (b) achievement (accomplishments that compare favorably against similar 

goals others have strived for), (c) significance (the sense that you’ve made a positive 

impact on people that you care about), and (d) legacy (a way to establish your values or 

accomplishments so as to help others find future success). The study showed that the 

people who achieve lasting success rely on a kaleidoscope strategy to structure their 

aspirations.  

What is the real secret of successful people? Why are some people fabulously 

successful, while others never make it, no matter how hard they try?  Palin-Brinkworth 

(2001) raised the question about why some people become successful while lacking all 

the expected attributes of a winner and with a lot more obstacles to overcome. Palin-

Brinkworth (2001) argues about the real barrier:  
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If you have the same level of energy, skill, discipline, and will as the other guy—

and you are not as successful—it isn’t persistence that is holding you back. It is 

really your Glass Cage (TM). People often use the term “glass ceiling” to describe 

the limits or barriers that are imposed by others—the barrier in fact, is not just a 

ceiling, it is a cage. It has four walls and a floor, as well. It surrounds us and 

encloses us totally, for our entire lives. And it is not put there by anyone else. It’s  

custom designed and developed by us. (p. 2) 

Palin-Brinkworth (2001) suggests some tips in order to do something about the 

glass cage and create the same level of energy, skill, discipline, and will as successful 

people. She states, “Energy comes from a body in action, not a body at rest. So, to 

create energy, just do something—energy is most effective when it’s focused—it feels 

best when it’s positive” (p. 2). She suggests that to create energy, simply “delight in the 

achievement” of every moment, develop skills by doing what you learn, and become 

do-how instead of know-how. Further, she states that “discipline develops dreams,” so if 

you want something, make small commitments and require yourself to keep them. Then 

miracles happen (Palin-Brinkworth, 200l).    

Researchers and authors Elizabeth Cheil, Jean Haworth, and Sally Brearly (as 

cited in Nass, 2000) describe the six basic characteristics of an entrepreneur: self-

confidence, risk-taking ability, flexibility, need for achievement and independence.   

Goleman (1998) believes that the most effective leaders are alike in one essential 

way, that they all have a high degree of emotional intelligence, which has five 

components. The first component is self-awareness, that is, the ability to recognize and 

understand your moods, emotions, and drives, as well as their effects on others. The 
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second characteristic is self-regulation, which can be recognized by the ability to 

control troublesome moods and the tendency to suspend judgment. The third factor is 

motivation, which means a passion to work for reasons that go beyond money or status, 

and a tendency to pursue goals with energy and persistence. Empathy is defined as the 

ability to understand the emotional makeup of other people, and the skill in treating 

people according to their emotional reactions. The fifth component is social skills, 

which is defined by proficiency in managing relationships and building networks as 

well as an ability to find common ground and build rapport (Goleman, 1998). 

McNally and Speak (2002) believe that “successful people can do what successful 

businesses do. The principles businesses use to ‘teach’ their customers what to expect 

from their products and services can have powerful applications in both our personal and 

our professional lives” (p. 2). While positive differentiation in a sea of sameness is the 

key to career success, consistency, clarity, and authenticity are the holy trinity of a great 

brand (Roffer, 2000).  

Immigration Patterns for the United States  

During the first half of the 20th century, the national origins policy in the United 

States favored European immigrants.  In 1960, the United States liberalized immigration 

laws. Since that time, according to Kelley (1993), the racial and cultural composition of 

this nation has changed significantly. In recent decades the United States has received 

immigrants from across the globe including many third world countries. Kelley notes that 

recently “the size, diversity, settlement patterns, and cultural histories of these groups 

have been subjects of increasing discussion and sources of controversy among American 

government administrators and the popular media” (p. xi). Official immigration figures 
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show that 6 million legal immigrants came to the United States during the 1980s, in 

addition to an estimated 2 million illegal immigrants. This is the largest influx since the 

8.8 million foreigners who arrived between 1900 and 1910.   Foreign-born residents 

currently make up about 11.1% of the U.S. population according to the 2000 Census 

(U.S. Census Bureau, 2000).      

The large entry of Iranian immigrants to the United States in the decades since 

1979 has been a direct consequence of the Islamic revolution. Iranian Studies Group, an 

independent academic organization at Massachusetts Institute of Technology (MIT) 

estimates that the actual number of Iranian Americans may top 691,000—more than 

twice the figure of 338,000 cited in the 2000 U.S. census (Iranian Studies Group, 2004). 

The Iranian Interest Section in Washington D.C. claims to hold passport information for 

approximately 900,000 Iranians currently residing in the United States (National Iranian 

American Council, 2004). It is estimated that approximately 500,000 Iranian immigrants 

are now living in Southern California (Kelley, 1993).   Iranians currently residing in the 

United States have achieved a high level of success in the United States due to economic 

prosperity at the time they emmigrated.  They came with education and assets, unlike so 

many from other nations who came in search of economic opportunity (Iranian Studies 

Group, 2004). Iranian Americans are the most highly educated ethnic group in the United 

States. According to the 2000 Census, the percentage of Iranians over 25 years of age 

who have obtained a bachelor’s degree or higher was at 57.2% in comparison to 24.4% 

for the rest of the U.S. population. In addition, more than one in four Iranian Americans 

(27.5%) hold a master’s or doctoral degree, the highest rate among the 67 ethnic groups 
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listed (Iranian Studies Group, 2004). Percentage-wise, Iranian Americans hold five times 

the number of doctorates than the national average (Iranian Studies Group, 2004).  

Many Iranian immigrants possess a strong educational background, either by 

having a college degree or a solid professional credential before immigrating. Many other 

Iranian immigrants attended American graduate schools and stayed on after earning 

advanced degrees, often working at menial jobs as they worked to establish themselves 

(Brin, 2004).  Brin (2004) points to the old joke, “You could always tell which taxi driver 

is Persian; he’s the one with Ph.D. on his license” (¶ 16). The National Iranian American 

Council (NIAC) Executive Director says, “Iranian culture puts a great deal of value on 

education, more than on other aspects of life” (Brin, 2004, ¶ 11).  

According to Phyllis McIntosh, the Washington File Special Correspondent, 

Iranian Americans are highly educated and therefore contribute substantially to the U.S. 

economy (as cited in Iranian Studies Group, 2004). Although not powerful in terms of 

sheer numbers, due to the composition and attributes of Iranian immigrants, they possess 

a wealth of knowledge, expertise, and for that matter, capital wealth, which has placed 

this particular population among the more distinguished and unique segments of 

immigrants. According to the Iranian Studies Group (2004), the per capita average 

income for Iranian Americans is 50% higher than that of the nation, while family average 

income is 38% higher. There is a disproportionate number of Iranians (26.2%) among the 

12% of Americans, whose per-capita income is $100,000 or more. These Iranian 

immigrants contribute not only to the economy but also significantly to the well being of 

the host country.  
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Iranian Americans are also prominent in academia. Hundreds of tenured and 

tenure track Iranian American academics are teaching and conducting research at top-

ranking universities in the United States. According to preliminary data compiled by the 

Iranian Studies Group (2004), there are more than 500 Iranian American professors 

teaching and conducting research at top-ranked U.S. universities including MIT, Harvard, 

Yale, Princeton, Carnegie Mellon, the University of California system (including 

Berkeley and UCLA), Stanford, the University of Southern California, Georgia Institute 

of Technology, University of Wisconsin, University of Michigan, University of Illinois, 

University of Maryland, California Institute of Technology, Boston University, George 

Washington University, and hundreds of other universities and colleges throughout the 

United States. 

Literature on psychological and sociological adjustments to new environments 

has confirmed that because of problems like language deficiencies, lack of technical 

knowledge, and lack of specific job qualifications or requirements, the issue of cultural fit 

has posed a difficult problem for any immigrant group (Firouzi, 2001). These difficulties 

take time and persistence to overcome but, perhaps even more daunting is the challenge 

of overcoming prejudices and stereotypes. Many Americans have immigrant beginnings, 

originating from people that came from far away shores with basically nothing but the 

clothes on their backs, their determination, and a will to work hard and prosper. 

According to Salas (2005), the Irish, Jews, and Italians have well-documented stories of 

the hardships that they have endured by being the newer immigrants. Over decades, these 

immigrant groups have successfully assimilated and prospered in the United States. 
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These groups have detailed accounts of the circumstances that led to their immigration as 

well as the progression of their status to this present date.  

Unfortunately, Iranians are yet to develop well-documented chronicles of their 

journey. Iranians in the United States often faced extraordinary American resentment and 

hostility, they were treated as scapegoats for international tensions. Hamid Naficy, a 

professor at Rice University who studies the portrayal of Iranians in the media, reports, 

“Americans did not distinguish between Iranians here and the government in Iran” 

(Setoodeh, 2003, p. 1). Other than having a vague appreciation of the Shah as a U.S. ally, 

few Americans knew much about Iran and its people (Kelley, 1993). According to 

Kelley, only a small number of Americans realize that Iranians in this country are not 

ethnically or religiously a homogeneous group.  

Migration is a stressful event regardless of whether a person immigrates to a new 

country voluntarily or involuntarily. Immigrants often experience grief over the loss of 

familiar meanings and symbols, and a loss of a social network and support. It seems that 

education is a consistent factor associated with positive adaptation. Higher education is 

predictive of lower stress (Askari, 2003). The relationship between stress and education 

exists because (a) education is a personal resource in itself for problem solving and 

contributes to better adaptation, (b) education is a correlate of other resources, such as 

income, occupational status, support networks, and so forth, (c) education attunes many 

immigrants to the features of the society into which they have settled. It is a kind of pre-

acculturation to the language, history, values, and norms of the new culture. Alkhazraiji 

and Gardner (19970 found that there is a direct relationship between the level of 

education and assimilation. 
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Former president of the DeVry University was typical of Iranian student-

immigrants. He came to this country in 1981 when he was 16. He received a B.A. from 

the University of California at Irvine, an M.A. in social sciences from California State 

University in Fullerton, and a Ph.D. in organizational behavior from U.S. International in 

San Diego. He later did post-doctoral work at Harvard. He maintains that Iranian-

Americans’ high level of education has allowed them to slip into the American 

mainstream with unprecedented speed. He states that the “Iranian community has 

culturally assimilated faster than every other community that I have studied. Persians 

have been here in large numbers only since the 1980s, but we live among the general 

population rather than in isolated neighborhoods, and we intermarry” (Brin, 2004, p 3). 

According to Min and Bozorgmehr (2000), in Immigrant Entrepreneurship and 

Business Patterns, Koreans and Iranians in Los Angeles have emerged as major new 

immigrant groups in the city since the early 1980s. They are the two most entrepreneurial 

groups in Los Angeles, which is itself one of the top metropolitan areas in the United 

States in self-employment rate. In spite of this resemblance, the two groups differ 

significantly in the level of group diversity and reliance on ethnic vs. class resources for 

establishing businesses. The pre-migration occupational background of Iranians is almost 

identical to that of Koreans; 48% of Iranians held white-collar jobs and only 4% blue-

collar jobs before leaving Iran. However, Iranians on the whole are more fluent in 

English, have more relevant occupational skills, have higher educational levels, and have 

more readily identifiable credentials than do Korean immigrants because they have 

obtained their education in the United States. 
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According to Locke (1998) bicultural immigrants are able to function as 

completely in the dominant culture as in their own while holding onto manifestations of 

the culture of origin. Well-adopted Iranian immigrants feel they are both Americans and 

Iranians, and they successfully adopt aspects of each culture. While this process of 

acculturation can be confusing, these immigrants are able to mold the strengths of both 

cultures into their own personal strengths (Askari, 2003). This tendency to value higher 

education may help explain the success of Iranian-Americans as professionals; they see 

education as an asset that can last throughout their lifetimes. In general, they want 

stability and are not after a quick buck, so they are willing to invest in education (Brin, 

2004). 

Methods 

The qualitative research methodology of phenomenology was applied to allow for the 

essence of the experience of the participants to be explored. Participants of this study 

were chosen through a combination of purposeful sampling strategies. All the participants 

were bilingual Iranian Americans who were born in Iran and came to the U.S. mainly 

because of social changes in Iran and they became U.S. citizens, or U.S. residents. Iranian 

American leaders, as defined by this research, have either attained (a) a senior leadership 

position at companies with more than $200 million in assets, (b) a tenured academic 

position at a top-rank U.S. university, (c) a national honor, or (d) a strong standing in the 

community in the U.S. within the years of 2000-2005. Recommendations for the most 

remarkable examples of successful leaders were obtained from knowledgeable experts 

(McMillan & Schumacher, 2001). Through the use of maximum variation and purposeful 

sampling, 12 participants from a pool of candidates were selected, based on gender and 
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different professions. In-depth semi-structured interview questions validated by a panel 

of experts were used to explore success strategies of Iranian American leaders. Each 

interview was recorded and verbatim transcriptions became the source of raw data. The 

researcher, to identify meaning units from the interviews, performed inductive content 

analysis. Two co-raters independently coded the transcripts and the results were 

compared with those themes identified by the researcher and consensus of themes was 

achieved. Interview questions included, but were not limited to the following: 

1. What challenges do Iranian American successful people believe they have 

overcome? 

2. What strategies have Iranian American successful people used to overcome 

these challenges? 

Findings: 

Iranian American successful people noted that they had work related, cultural, 

social, and financial challenges.  To overcome the challenges they applied the following 

success strategies: (a) self-awareness, (b) motivation, (c) social skills, (d) bicultural 

approach, and (e) education. The themes self-awareness, social skills, and motivation are 

aligned with the findings of Goleman (1998) that discussed the importance of these 

factors in emotional intelligence. Additionally bicultural approach and education surfaced 

as two major themes among the participants.  

Bicultural approach refers to learning the work habits of both cultures, 

understanding the culture and the society, learning the system, becoming part of the 

society, and embracing both cultures. The following are verbatim excerpts of this theme. 
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“To know the name of the game, to understand the society and its mission and 

work toward the mission you will be appreciated” (P2, personal communication, August 

5, 2005). 

“Work habits of different cultures gave me creative problem solving” (P3, 

personal communication, August 6, 2005). 

“Now I have changed I don’t wear jewelry” (P4, personal communication, August 

7, 2005). 

“One of the reasons that I am successful in my mission and our projects is 

because I am changing that stereotype about Iranians” (P5, personal communication, 

August 10, 2005). 

“You got to understand the society you live in, and also you want to make sure 

you keep your culture, but you become part of the society” (P6, personal communication, 

August 11, 2005). 

“I forced myself to choose more American friends, start knowing culture” (P7, 

personal communication, August 14, 2005). 

“Embracing both cultures, accept and be part of both cultures” (P8, personal 

communication, August 18, 2005). 

“So OK I cannot be completely American and cannot be completely Iranian, I 

can be something in between, I can be a bridge between the two worlds” (P9, personal 

communication, August 20, 2005). 

“We put this add on TV for primary campaign. How we all came from…we 

come here, this is the land of freedom and opportunities, why we love this place so much 

resonated with people” (P10, personal communication, August 26, 2005). 
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“I forced myself to change my cloth. Bought something more trendy changed my 

haircut…because the presentation layer was much more acceptable or attractive, 

suddenly everything else started to give the right vibration” (P12, personal 

communication, September 29, 2005). 

Education was another major Theme. Factors included in education are attaining 

good solid higher education, learning from success stories, and mentors. Some examples 

of their quotations are below. 

“Good solid higher education gave me the ability to see the bigger picture” (P3, 

personal communication, August 6, 2005). 

“You admire someone ask what is that person’s success story” (P5, personal 

communication, August 10, 2005). 

“I took UCLA extension law classes to learn how to carry the life here” (P6, 

personal communication, August 11, 2005). 

“My brother was always supporting me encouraging me in pursuing this field 

despite the fact that there were not too many women in the field. He was definitely a 

mentor to me and believed that I was smart and can be very successful in the field” (P7, 

personal communication, August 14, 2005). 

“I have always been very much influenced, inspired by Iranian women writers” 

(P9, personal communication, August 20, 2005). 

“Wharton MBA gave me the background and the business language” (P12, 

personal communication, September 29, 2005). 

Literature regarding success strategies contains numerous references that are 

aligned with the findings of this study. Nash and Stevenson (2004) discovered 
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that the people who achieve lasting success rely on a kaleidoscope strategy to 

structure their aspirations. The findings of this study are also consistent with 

Palin-Brinkworth’s (2001) findings, which stated that if you have the same level 

of energy, skill, discipline, and will as the other guy and you are not successful, it 

isn’t persistence that is holding you back. It is really your Glass Cage that is 

custom designed and developed by you. Iranian leaders applied the same strategy 

and made their dreams happen. 

Conclusion and Implications of the Study 

Studies showed that Iranians have culturally assimilated faster than every other 

community. Iranians have been here in large numbers only since the 1980s, they live 

among the general population rather than in isolated neighborhoods, and they intermarry 

(Brin, 2004). Iranians and Koreans, in spite of their resemblance, the two groups differ 

significantly in the level of group diversity and reliance on ethnic vs. class resources for 

establishing businesses (Min & Bozorgmehr, 2000). Iranians on the whole are more 

fluent in English, have more relevant occupational skills, have higher educational levels, 

and have more readily identifiable credentials than do Korean immigrants because they 

have obtained their education in the United States. Well-adopted Iranian immigrants feel 

they are both Americans and Iranians, and they successfully adopt aspects of each culture 

and are able to mold the strengths of both cultures into their own personal strengths 

(Askari, 2003). This tendency to value higher education may help explain the success of 

Iranian-Americans as professionals; they see education as an asset that can last 

throughout their lifetimes.  
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This study was written to illustrate that these immigrants used the same strategies 

as other successful people do, however additionally they used education and bi-cultural 

approach to expedite their success in the new society. In regard to my own journey and 

the journey of others after me, having the path to success identified in this study will be a 

tremendous asset. To know that others have successfully navigated through this path, and 

how they did it, will not only inspire the next generation but also provide them with a 

much needed road map. I personally benefited from these stories in my quest to complete 

my dissertation. There were many times when I was overcome by self-doubt, fatigue, and 

disappointment, the wonderful stories of these Iranian immigrants lifted me up and 

encouraged me to continue my work and not give up. 
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Is Knowledge of Change Theory a Critical Competency 
in the Training of Health Care Practitioner’s?  

 
 

Abstract 
 

In 1975, the American College of Sports Medicine began recommending the integration 
of change theory in the delivery of health-related and rehabilitation-based programs in 
which exercise prescription was a major part. The Stages of Change Model has been well 
integrated into the core curricula in the United States for health care practitioners, such as 
health educators, physical therapists, occupational therapists, and nutritionists. Yet, 
individuals whose sole focus is to prevent, assess, manage and rehabilitate sport related 
injuries for the physically active (i.e., athletic trainers) have no exposure to change theory 
in their educational preparation. The intent of this study is to utilize focus groups of 
practicing physical therapists and athletic trainers to assess their knowledge of change 
theory, its application for working with clients, specifically the practitioner’s ability to 
apply theory to practice. The outcome of the study will help to identify the various 
training needs of practitioners.  
 
 

Introduction 

Allied health care practitioners, such as physical therapist and athletic trainers, are trained 

in the prevention, assessment, and management of injuries for athletes and the physically 

active. The effectiveness of treatment for physical conditions is directly linked to the 

client’s psycho-socio-emotional well-being. It is critical for practitioners to understand 

how psycho-social-emotional issues are interrelated and impact the physically active 

person’s recovery from injury. 

Athletes and physically active individuals are considered to be at a higher risk for 

psycho-socio-emotional problems than their non-active peers. Current research has 

highlighted several areas: violent behavior, problematic gambling, drug and alcohol 

abuse, steroid use, disordered eating, and excessive exercise (Green, Uryasz, Petr, & 

Bray, 2001; Karlson, Becker & Merkur, 2001; Nelsen & Wechsler, 2001). These same 
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areas are viewed as the most common mental health issues in the United States today 

(Vaas, 2003).  

Health care practitioners provide a variety of health care services and are in a key 

position to identify psycho-socio-emotional concerns that interfere with optimal 

performance and overall well-being of their physically active clients. Despite this, there 

appears to be relatively little knowledge of, or use of, interventions by athletic trainers 

and other rehabilitation professionals (Francis, Anderson, & Maley, 2000; Hemmings & 

Povey, 2002). Suggested reasons to explain this low rate of use include a lack of 

knowledge of the potential benefits of intervention strategies, a lack of access to properly 

credentialed consultants or psychologists, and the perceived stigma among athletes that is 

associated with being referred for counseling (Gordon, Potter & Ford, 1998; Hemmings 

& Povey, 2002). Given this, there is a need for health care practitioners to master 

competencies in the psycho-socio-emotional domain as part of their formal academic and 

clinical training. Specifically, competencies need to include: effective helping skills, the 

ability to conduct an informal assessment of psycho-socio-emotional issues, and be able 

to provide education, support, and referrals. 

Proposed Study 

The Stages of Change Model (Prochaska, Norcosse, & DiClemente, 1994) has 

been well integrated into the core curricula in the United States for health care 

practitioners, such as health educators, physical therapists, occupational therapists, and 

nutritionists. Research has shown that effective change depends upon the practitioner’s 

ability to assess client readiness and utilize intervention strategies that are appropriate for 

the client’s stage of change (McConnaughy, Prochaska, & Velicer (1983). In 1975, the 
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American College of Sports Medicine began recommending the integration of change 

theory in the delivery of health-related and rehabilitation-based programs in which 

exercise prescription was a major part. Yet, individuals whose sole focus is to prevent, 

assess, manage and rehabilitate sport related injuries for the physically active (i.e., 

athletic trainers) have no exposure to change theory in their educational preparation. The 

intent of this study is to utilize focus groups of practicing physical therapists and athletic 

trainers to assess their knowledge of change theory, its application for working with 

clients, specifically the practitioner’s ability to apply theory to practice. The outcome of 

the study will help to identify the various training needs of practitioners. 

Multiple groups of practicing physical therapists and athletic trainers will be pre-

tested on their knowledge and practical application of the Stages of Change. In particular, 

these individuals will be tested on their utilization of effective helping skills, on how they 

assess psycho-socio-emotional issues through the use of case studies, and the application 

of intervention strategies (i.e., education, support, and the referral process). Next, a 

workshop will be offered to practitioners that will include: an overview of the Stages of 

Change Model and the application of the Decision Making Model. Lastly, a post-test will 

be administered to ascertain the practitioner’s understanding of effective helping skills, 

assessment of psycho-socio-emotional issues, intervention strategies and their benefit to 

servicing their clients. The pretest instrument will include a section on practitioner 

preparation (i.e. education and clinical training to date) in addition to demographic 

characteristics. 
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Stages of Change Theory 

In 1982, Prochaska and DiClemente developed the Transtheoretical Model for 

behavior change. The basic premise of the model, best described in, Changing for Good 

(Prochaska, Norcosse, & DiClemente, 1994) is, that change is a process, with predictable 

stages. There are specific processes that are effective for promoting change in each stage. 

Stages are not necessarily completed in order and difficulties may be encountered in any 

of the stages. There are five stages: 

• Precontemplation 

• Contemplation 

• Preparation 

• Action 

• Maintenance 

• Termination 

A critical distinguishing factor in facilitating change in clients is the practitioner’s 

ability to assess the level of readiness of their client to change. This “readiness for 

change” is paramount in determining what strategies the practitioner can utilize to assist 

the client in making positive and enduring change. 

The Decision Making Model 

The Decision-Making Model (Bacon & Anderson, 2005), (Figure 1) is a protocol 

to guide the health care practitioner to first, make a preliminary assessment of the client, 

looking for red flags when individuals exhibit signs of psycho-social-emotional distress, 

and then to help facilitate client readiness for change. This Model provides a decision 

process for emergency situations and one for planned interventions. The framework for 
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this Model was developed using theories and concepts from the fields of counseling and 

psychology (i.e. Stages of Change Model), and incorporates the competencies of the 

American College of Sports Medicine (1975). 

Summary 

In 1975, the American College of Sports Medicine began recommending the 

integration of change theory in the delivery of health-related and rehabilitation-based 

programs in which exercise prescription was a major part. The Stages of Change Model 

has been well integrated into the core curricula in the United States for many health care 

practitioners. Yet, athletic trainers whose sole focus is to prevent, assess, manage and 

rehabilitate sport related injuries for the physically active have no exposure to change 

theory in their educational preparation. The intent of this study is to utilize focus groups 

of practicing physical therapists and athletic trainers to assess their knowledge of change 

theory, its application for working with clients, specifically the practitioner’s ability to 

apply theory to practice. The outcome of the study will help to identify the various 

training needs of athletic trainers and potentially impact their academic and clinical 

preparation in Change Theory.  
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Figure 1 
 

The Decision Making Model 
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Introduction 

 

 In the last few decades changes in universities, especially in the United States, show that 

we have entered a new era in post- secondary education.  In this new era the forces of 

accelerated globalization, intensive capital accumulation, increased technological 

development, and military expansion have realigned more closely the American academy 

with the needs and values of corporations and government elites 1.  This realignment, in 

turn, has led to the creation of corporate-style academic labor systems.  These systems are 

dependent on “lean production” techniques designed to lower the costs of instruction and 

ultimately eliminate the “costly” tenure system.  Among the techniques of “lean 

production” one of the most formidable has been the casualization of faculty labor.  

Through this casualization an entire occupation has been de-facto converted from 

permanent career status to temporary status as evidenced by the fact that in 2003  65% of 

the professoriate held non-tenure track positions, and 46% percent of the faculty were 

part-time workers 2.  Many argue that the administrative strategy of creating a multi-tier 

contingent faculty labor force in addition to lowering labor costs has weakened “the 

group within the university that has the most power to act as a counterweight to corporate 

values.” 3 

 

Contingent faculty are professional workers who continue to experience a process of 

accelerated and intense proletarianization: declining wages and job security, loss of 

ancillary compensation, loss of autonomy and control of the work process, and finally, 

loss of the perquisites that have traditionally gone along with the work of a tenured 
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faculty member. University labor organizer Joe Berry describes contingents as faculty 

who do good work under conditions of inferior pay and job security and who in addition 

to teaching do research or creative work though are not paid for it 4.  With contingent 

faculty labor organizing in its infancy, the only protections available to this new faculty 

majority are the guidelines impressed upon academic institutions by the American 

Association of University Professors or AAUP.  Created in 1915, the AAUP’s primary 

goal, stated in its first report, was to establish new legal rights for faculty and to defend 

faculty members from arbitrary firing.  Ironically however, the “7 year rule”, a clause in 

an old AAUP policy 5 which was originally designed to safeguard the rights of faculty,  is 

currently being used by university administrators to terminate full time contingent faculty 

or force them into part-time positions, thus further accelerating the process of faculty 

proletarianization.6  To date there is no significant evidence indicating that the 

application of this clause to contingent faculty has had any significant effect in 

safeguarding the rights of faculty or in arresting the decline of the tenure system.  Rather, 

recent data from Schuster and Finkelstein (2006)7 suggests full time contingent positions 

offer greater satisfaction and opportunity for movement to tenure stream positions than 

do part time continent appointments.  

 

In this paper, which we wrote while engaged in helping a contingent faculty member 

fight termination, we argue that both the logic and current applications of the “7 year 

rule” should be urgently subjected to critical scrutiny and possibly reformulated.  We 

consider that recent AAUP statements and practices concerning contingent faculty fail to 

directly address the problems created by the “7 year rule” in the context of the new 
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academic labor systems.  We also argue for a need to challenge tenured faculty, including 

those who have become part of their administrations, to act pro-actively and forcefully 

against the increasing corporatization of university life.  The rise and plight of contingent 

faculty is not an isolated phenomenon.  As AAUP’s Gwendolyn Bailey has noted: 

“…contingency poses a threat to academic freedom, shared governance, traditional 

academic values, and the ability of graduate students to obtain a degree within a 

reasonable time.” 8 

 

 We have divided the rest of this paper into four sections.  The first section describes the 

original rationale and critically contextualizes the “7 year rule” and its interpretive 

comments. The second section describes the specific case with which we have been 

involved, a case that not only typifies how the rule is used to terminate contingent 

faculty, but also illustrates some of the hidden dynamics of this kind of termination 

process.  The third section raises questions concerning the logic, consistency, and 

coherence of the “7 year rule”, particularly when applied to contingent labor.  The fourth 

and concluding section explores some of the normative and socio-political questions that 

emerge from our inquiry into the relatively un-challenged practice of the “7 year rule.”  

                                                    

 The AAUP’s “7 Year Rule” 

  

 The basis of the “7 year rule” is clause 2(b) in the AAUP’s “1940 Statement of 

Principles on Academic Freedom and Tenure with 1970 Interpretive Comments.”  The 

“Principles” were jointly written with the Association of American Colleges and 
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Universities.  Clause 2(b) is concerned with the appropriate length of the probationary 

period that precedes the decision to grant tenure to a faculty member. It reads as follows: 

 

    Beginning with appointment to the rank of full-time instructor or a higher 

rank,[5] the probationary period should not exceed seven years, including within 

this period full-time service in all institutions of higher education; but subject to 

the proviso that when, after a term of probationary service of more than three 

years in one or more institutions, a teacher is called to another institution, it may 

be agreed in writing that the new appointment is for a probationary period of not 

more than four years, even though thereby the person’s total probationary period 

in the academic profession is extended beyond the normal maximum of seven 

years.[6]Notice should be given at least one year prior to the expiration of the 

probationary period if the teacher is not to be continued in service after the 

expiration of that period.[7]  

The “Principles” were written during a period when faculty appointments were mostly 

full-time and tenure-track and when faculty part-time work, as it is known today, was 

extremely rare.  The sparse 1970 interpretative comments were made when the “lean 

production” academic labor systems were in their earliest stages and contingents, as we 

know them today, were virtually non-existent.  This was also a period when faculty 

thought that the most egregious violations of academic freedom were a thing of the past.  

In short, these were times when faculty was mainly moving to consolidate and, if 

possible, to continue to expand faculty legal rights and the tenure system. In these 

historical contexts, the AAUP guidelines were instruments to force institutions to make 
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tenure decisions, favorable or unfavorable, within a limited period of time so that   

faculty would not be left in academic limbo for years without end and under threat of 

arbitrary termination.     

 

 Despite the origins and language of “the Principles”, there seems to be a tacit agreement 

among current university administrators that clause 2.b should be applied to full-time 

contingent faculty.  As a result, many of these faculty members are being told every year 

that their contracts will not be renewed, because another contract renewal would trigger 

“de facto” tenure under AAUP guidelines.  Many contingent faculty members accept 

termination with quiet resignation and in isolation. Berry attributes this passivity and lack 

of interest in exploring collective means of seeking redress to years of graduate education 

that have instilled in faculty members a belief in individual merit and a lack of trust in 

collective action.9  Recent legal skirmishes involving only a handful of contingent faculty 

fighting termination have found courts generally unsympathetic to their claims. 

Contingent faculty, especially part-time instructors, fighting for benefits and against the 

violation of their academic freedoms in the classroom have found a more sympathetic 

hearing. 10 

 

Case Narrative 

 Shortly after the end of the last academic year, a full time contingent faculty member in a 

private liberal arts college received in the mail a contract for a one contract instead of the 

two year contracts that she had previously received. She was also asked to meet with the 

Dean immediately to discuss the reasons for the change in the length of her contract. The 
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faculty member was shocked when the Dean told her that after completion of the one 

year contract that she had just received, she would not be able to work again at the 

college either in a full-time or part-time capacity. The reason given: AAUP’s “7 year 

rule”. Specifically, she was told that the problem was that she had been teaching at the 

college for six years and that if she was reappointed at the end of the seventh year, the 

AAUP would require that the college give her tenure. The Dean said to the faculty 

member that since it had never been the intention of the college to grant her tenure, the 

only option was to terminate her service at the end of the new contract period. The Dean 

also told her that under the” 7 year rule” his institution had to count her years of service 

cumulatively and that future service to the college was precluded. It was in this 

conversation that the faculty member first heard of the “7 year rule”.  

 

 The faculty member was assured by the Dean that her terminal contract had nothing to 

do with her performance because the college regarded her as an excellent teacher. The 

faculty member left her Dean’s office in a state of shock. Tears streamed down her face 

when she was given a few weeks to sign the terminal contract. She signed it because the 

alternative was to lose her job immediately.  She then spent the rest of the summer and 

part of the Fall semester struggling to understand the reasons for her impending 

termination and resisting being victimized by a rule that appeared at first glance to her 

unfair and confusing, both in substance and in application. She and one of the authors of 

this paper sought out support to challenge the terminal contract. They contacted the 

AAUP, and contingent, tenured faculty and administrators at the home college as well as 

at other colleges. One administrator at another college told the faculty member: “That is 
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the way it is. Nothing can be done about it. My sister went through the same process.” 

After several months, she was emotionally exhausted but still determined to put up a 

fight.   

 

With the help of one of the authors of this paper, she began to telephone and write letters 

to AAUP staff and to the head of the college’s Faculty Executive Committee. In her 

conversations and letters she recounted the various informal promises of continued 

employment that she had been given throughout the years and the way in which she was 

discouraged the previous year from applying for a permanent tenure track position at the 

college. But as important, she began questioning the logic of the application of the “7 

year rule” to contingents.  

 

Four months to the date that she was advised of her terminal contract, the faculty member 

was told that she would receive a three year contract in the mail. What happened in these 

four months that led the college administration to offer her a new and longer contract is 

still opaque to the faculty member.  She was simply told that the Dean at the suggestion 

of AAUP staff had made contact with other colleges in order to find examples of 

contracts that would not raise the possibility of de-facto tenure. She heard that the Dean 

worked closely with the college’s legal counsel on her case.  
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Critical Scrutiny of the “7 Year Rule” and Related Policy Statements 

 

We decided to help the faculty member facing termination for both personal and 

professional reasons. The personal reasons are beyond the scope of the paper. The 

professional reasons are not. Professionally, we felt compelled to answer a call for more 

involvement in the treatment of the new faculty majority and to struggle against the 

negative impact that this kind of treatment has on the academy and thus, on ourselves. 

This call has best been articulated by Cary Nelson and his collaborators in a seminal book 

about the labor crisis in the academy. In ‘Will Teach for Food’ Nelson et al ask that 

students and faculty work to compel upper level administrators to honor principles of 

fairness and justice in the workplace. 11 

 

In addition to helping the faculty member by putting forth moral and ethical arguments 

against her termination, which predictably went nowhere, we felt that our most 

immediate task was to subject to critical scrutiny the “7 year rule” and recent statements 

by the AAUP that relate to contingent faculty . We did so through a questioning of the 

logic, coherence, and applicability of the rule and the statements. We decided to go well 

beyond issues that have been raised about the “7 year rule” by college administrators and 

faculty alike who are concerned that the length of the probationary period stipulated in 

the rule is not long enough. More specifically, the “7 year rule” is frequently seen as non 

viable because tenure track faculty members are facing a much harder climb up the tenure 

ladder given the increasing number of requirements for tenure. In fact, it has been 
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calculated that fifty percent of probationary faculty fail to pass their tenure review within 

a seven year time frame. As a result, the University of Michigan, among other 

universities, has felt a need extend the customary seven year probationary period for 

tenure track faculty to ten years.  

 

For us the application of the “7 year rule” to contingent faculty raised questions that went 

well beyond issues regarding the length of the probationary period and as such we 

encouraged the faculty member in question not to ground her struggle on these terms. 

The questions that emerged for us had more to do with the logic of imposing any 

probationary period on contingents. More specifically, we encouraged the faculty 

member to ask: What is the rationale for limiting my probationary period when 

contingents by definition do not have a probationary tenure period?  If contingent faculty 

are not eligible for tenure review, given the nature of their contractual arrangements, how 

can an AAUP policy be of benefit by expediting a review that can never happen?  

Applied to contingent faculty, the “7 year rule” mandates the equivalent of assembling an 

ad hoc committee to review a faculty member for tenure, but requiring in advance of the 

review that a negative decision be rendered. 

 

Early in our task, we realized that the only formal basis for interpreting clause 2(b) as 

applicable to contingent faculty is the AAUP statement in clause 1(b) of the 

“Recommended Institutional Regulations”.  12 This statement divides full time faculty 

positions into probationary for tenure and tenured.  If this recommendation is taken at 

face value, we felt that we needed to ask multiple questions that had not been addressed 
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by AAUP or academic institutions. These are: Wouldn’t the rule apply throughout the 

duration of a full-time contingent faculty’s employment?  Wouldn’t the faculty member 

be probationary sometime before the point of being terminated?  Or does the faculty 

member’s full time service become probationary for tenure the day he or she completes 

seven years of service?  If the faculty member was never considered probationary for 

tenure, isn’t the institution in violation of AAUP policy for not following the Institutional 

Regulations cited above? Why then should the institution all of a sudden care about 

clause 2(b)?  Does applying the “7 year rule” to a contingent faculty member make the 

institution retroactively compliant with clause 1(b) of the Institutional Regulations?  If 

the institution was not in compliance with clause 1(b) was the institution in violation of 

AAUP policy?  Why then should the application of clause 2(b) of the “Principles” ever 

be an issue if the institution was never in compliance with clause 1(b)?   

 

 Beyond questions about the general logic of the “7 year rule” and of institutional 

compliance, together with the faculty member we found ourselves grappling with the 

confusion generated by the proviso that forms the bulk of clause 2(b) of the “Principles”. 

This proviso stipulates that the seven year probationary period is cumulative for service 

at all and any institution at which the faculty member has served in a full time, 

probationary capacity.  Hence, the seven year clock starts ticking for an institution even 

before the faculty member arrives there.  The proviso allows that the probationary period 

can be for a maximum of four years at a given institution for a faculty member with three 

or more years of university service.  Without this proviso, clause 2(b) would require that 

in some cases tenure be granted immediately.  Institutions are thus given four years in 
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order to promote or dismiss a probationary faculty member with accumulated service.  

However, clause 2(b) stipulates that the probationary period be specified and agreed upon 

in writing. 

 

Confusing as it is, the proviso of clause 2(b) also raised more fundamental questions 

about institutional compliance that we believe have never been publicly addressed: Some 

of these questions were:  Is clause 2(b), in its entirety, that is, including its proviso, being 

adhered to by university  administrations?  Is compliance with the proviso being tracked 

for tenure appointments?  Are administrators aware of or concerned with compliance 

with the proviso? If the answers to these questions are negative, they raise the question 

about administrative compliance with clause 2(b) of the “Principles”.   

 

We found that the proviso of clause 2(b) can and is in fact being used to condemn 

contingent faculty after three or four years of employment to appointments of four years 

or less at any given academic institution. This situation raised for us still another set of 

questions specifically about the role of the AAUP should academic administrators see fit 

to use the “7 year rule” at their discretion. These are: Does the AAUP want to assist the 

corporate university in forcing contingent faculty to move from institution to institution 

as permanent academic nomads and cheap labor? Does the AAUP want to encourage 

contingent faculty to scrupulously avoid the temptations of full time employment, with its 

concomitant privileges such as health insurance and retirement benefits, seeking instead 

part-time employment as a way to escape the enforcement of clause 2b?   
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We approached the two most recent statements by AAUP that relate to the employment 

of contingent faculty with hopes of finding something that could assist us to support the 

faculty member facing termination. We believed these statements would address some of 

the questions that had emerged for us in our scrutiny of the “7 year rule.”  The titles of 

these statements are “Contingent Appointments and the Academic Profession” issued in 

the year 2003 13 and the “Recommended Institutional Regulation for Part Time” issued in 

the year 2006. 14 

 

We were pleased to find that the statement on Contingent Appointments acknowledged 

the dangers of the increasing reliance on contingent faculty in the academy. In doing so, 

the AAUP underscored the obvious dangers for faculty and institutions of the increasing 

reliance of the academy on contingent appointments and encourages institutions to 

implement a gradual plan to convert their contingent positions to tenure track over a 

reasonable period of time.  In addition, the statement reminds institutions that they must 

accord contingent faculty academic freedom equal to that enjoyed by tenure track/tenured 

faculty and receive as much institutional support and security as possible. 

 

While this statement reaffirms the “7 year rule” for full time appointments, it also 

recommends that “part- and full-time contingent faculty should be provided opportunities 

to move into tenured positions (part- or full-time)”.  We pointed out to the faculty 

member that what was significant about this particular statement was the emphasis placed 

in helping off-track faculty into tenure track positions, whether those positions come 

from converting to permanent the off-track position or opening up a new tenure track 
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line. The AAUP fully expects that contingents be given serious consideration for 

promotion and encouraged to apply for new positions. The Association also expects that 

those in charge of hiring, promotion, and tenure will not be prejudiced against 

contingents because of their off-track status.  Thus, in the event that an institution does 

decide to develop and implement a plan to bring itself into conformity with AAUP 

institutional guidelines for faculty composition, the transition (with respect to 

contingents) should rely on promotion, attrition and other voluntary arrangements, not the 

abrupt dismissal of existing contingents. It became very clear to the faculty member that 

her institution had violated AAUP guidelines by discouraging her application for a tenure 

track position in her field.  But the significance of this statement for our faculty member 

as well as other contingents impacted by the “7 year rule” is quite clear. The AAUP does 

not endorse the idea that contingent faculty should be sacrificed as means to coming into 

compliance with its guidelines and policies.  Institutions bear a responsibility to their off-

track faculty because they hired them into their current positions and have benefited from 

their work.  Hence, any administrator appealing to AAUP policies, including the 

“Principles”, to justify a decision that seriously harms a contingent faculty member, 

should from the start consider less deleterious alternatives available.  

 

 We also reviewed the statement entitled “Recommended Institutional Regulation for Part 

Time Appointments”. This statement marks another milestone in AAUP efforts to assist 

contingent faculty.  It provides a minimal standard for the treatment of part time 

contingents with respect to the security of their employment, access to procedural 

protections, and improvements in working conditions. The following clause of the 
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regulation introduces a version of the “7 year rule” specifically for part time 

appointments: 

 

e. Prior to consideration of reappointment beyond a seventh year, part-time 

faculty members who have taught at least 12 courses or six terms within those 

seven years shall be provided a comprehensive review with a view toward (1) 

appointment with part-time tenure where such exists, (2) appointment with part-

time continuing service, or (3) nonreappointment. Those appointed with tenure 

shall be afforded the same procedural safeguards as full-time tenured faculty. 

Those offered additional appointment without tenure shall have continuing 

appointments and shall not be replaced by part-time appointees with less service 

who are assigned substantially identical responsibilities without having been 

afforded the procedural safeguards associated with dismissal as set forth above in 

Section (b). 

The regulation, in effect, endorses a certain kind of security for part timers serving on a 

long term basis.  The AAUP seems to be asking for all it believes it can get in the current 

academic labor systems: part tenure. But given the rarity of such a thing, it really appears 

that the Association is trying to establish a right of seniority. This will mean that if a part 

timer’s performance meets the institution’s standards and if there is a continuing 

institutional need for his or her labor, the part timer will not be replaced by someone with 

less seniority.   
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We found these guidelines, though a kinder of version of the “7 year rule”, to be modest 

in its attempt to give contingents more protection.  Workers in public agencies enjoy as 

much or more protection under state employment practices and union contracts.  

Contingent faculty at colleges or universities with unions (for example, the California 

State University system and members of the California Faculty Association) enjoy 

similar or more robust contracts as part of the general agreement.   

 

While modest, the Regulation for part time appointments, if followed, provides a greater 

level of protection for non-unionized contingents who are beyond the protections 

afforded by the common-law doctrine of employment at will or EAW..  The EAW 

doctrine, which is enshrined in most state laws, states that an employer is free to hire and 

fire whom it pleases and when it pleases, unless doing so is prohibited by law or 

restricted by conditions specified in a contract.  Legal restrictions are limited to 

discrimination on the basis of gender, ethnicity, religious affiliation, and age.  Whistle 

blowing has been added to the list of prohibited bases of termination.  If added to the 

appointment letter of part time contingents, the Regulation will provide some contractual 

restrictions on employment at will. 

 

Such a restriction of EAW for contingents helps to address the concerns raised in the 

policy statement on contingent appointments, but it could go much further if investment 

in the intellectual capital of contingents were codified along side employment strictures.  

Putting this argument to the side, however, we can note that the new regulation is 

especially important for contingents in the context of EAW. This is extremely important 
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because most workers in the private business sector fair better under EAW provisions 

than contingents in the new academic labor system.  The reason for this strange state of 

affairs is that a normal hire in the private sector is made with the expectation that, given 

adequate performance and continuing need, the worker will continue working.  A 

contingent, by contrast, is temporary. Their letters of appointment are the same time 

letters of dismissal, as they state the termination date of employment.  Paradoxically, in 

contrast with contingent faculty members, low-income service workers are not told that 

they will be terminated in a year and then re-evaluated for another year term. 

 

Unfortunately, however, the newest efforts by the AAUP to assist part-timers seemed of 

no use to our faculty member or to other full time contingents. As we reflected on the 

relevance of the new policy on part time appointments to clause 2(b) of the “Principles” 

in relation to contingents we found that the guidelines can and do serve to clarify the 

situation of a part timer with respect to the “7 year rule”. For example, administrators 

who see clause 2(b) as a ground for terminating part timers can no longer do so. 

However, these guidelines have probably caused little concern among academic 

administrators because they need not fear that they will be committed to granting “de 

facto tenure” (if ever such a fear is justified) to part timers after a certain amount of years.  

Rather, they will be asked (if they follow the guidelines) only to make a modest 

commitment to part time faculty who have served the institution well over a number of 

years. 
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We also found that this AAUP statement explicitly defines part time appointments in 

terms of teaching load or work load and thus excludes contingents with full time loads 

from its guidelines. The reason for excluding full time contingents appears to be a 

concern about weakening the claims made for full time faculty in clause 2(b) of the 

“Principles”.  Hence, there is a lamentable gap between the rights that AAUP wants to 

safeguard for full time contingent faculty and what it is willing fight for. These guidelines 

also put full time contingent faculty in still another paradoxical situation: At the end of 

the seventh year, a full time contingent faculty member can be dismissed without reason, 

and replaced by a full time or part time contingent with less or no experience with the 

institution, which is exactly what clause e had ruled out.  Therefore, full time contingents, 

like the faculty member we were trying to assist, are now less protected, ceteris paribas, 

than the contingent part- timer.  And, unlike in the contracts of Mc Donald-type workers, 

the termination of their employment will be written into their contract. 

 

 

 Some Concluding Normative and Socio-Political Questions  

 In this paper, we scrutinized the “7 year rule” and more recent AAUP statements 

concerning contingent faculty in the context of an analysis of new academic labor 

systems and of the need to assist in the specific struggle of a full time contingent faculty 

member against termination.   

 

When we began this research, we were primarily interested in bringing to light some of   

the inconsistencies in logic and in the application of the “7 year rule”. We believed that 
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this would be the best way to assist not only in the struggle against termination of one 

contingent faculty, but in other similar struggles. We also sought  to argue that university 

administrators have and continue to apply the rule in a very selective way, ignoring its 

“spirit” and original goals and that recent AAUP statements fail to address this situation 

in an effective and comprehensive manner . In this vein, we wanted to bring additional 

illustrations of the misuse of the rule to the attention of AAUP, other faculty unions, and 

academic organizations and coalitions. But in the process of conducting the inquiry, we 

came face to face with some mutually reinforcing and disturbing attitudes and behaviors 

among those considered at the vanguard of the struggle for faculty rights. Gradually, we 

began to feel that the “7 year rule” was acting like a projective test, a situational test in 

which an ambiguous stimulus had brought about the disclosure of hidden emotions and 

internal conflicts and had led to the manifestation of a host of unexpected behaviors. 

Thus, the attitudes and behaviors of administrators, tenured faculty, and of the AAUP 

officialdom that we witnessed in relation to the “7 year rule” have left us with questions 

of both a normative and a socio-political nature. They are questions for which to date we 

have not been able to secure either private or public answers. They are:     

 

1. Why is it that many administrators, many of whom are tenured faculty, feel the 

need to comply with the “7 year rule”? What ideological, social, and/or 

psychological factors compel these administrators to terminate contingents on such 

shaky grounds? Would these administrators, eager to please their bosses but also 

eager to maintain a modicum degree of academic respectability, use AAUP 

protection guidelines for contingent faculty as a cover to accelerate the dismantling 
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of the tenure system? Under which conditions if any will these administrators opt 

out of their commitment to drive down the wages and living standards of people at 

the bottom rungs of the academic ladder?  

 

2. Why are a majority of tenured faculty so silent in the face of the abuse and 

debasement of other faculty members? What ideological, social, and/or 

psychological factors account for the estrangement of tenured faculty from their 

contingent counterparts and others at the bottom rung of the academic hierarchy? 

What strategies would be effective to counter this estrangement and increase their 

solidarity with contingent faculty? 

   

3. Is the prevalent idea of tenure as privilege sustainable in the present historical 

context?  Or should AAUP be working more intensely toward fostering a 

perception of tenure as simply the right to possession of one’s job after having 

proved competent during a specified probation period, unless the employer can 

show through due process a just cause for dismissal? If so, what are some of the 

means to accomplish this?   

 

4. Why has the AAUP officialdom been reluctant to address the abuse of the “7 year 

rule”? Do they feel powerless amidst the accelerated corporate take-over of the 

academy? Are they prepared to sacrifice full time contingent jobs with benefits for 

the increasingly remote possibility of expanding the tenure system? What realistic 

alternatives to the current academic status quo have they envisioned? Is it possible 
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that the gravity of the faculty situation in the academy will move them to more bold 

and confrontational approaches in their dealings with universities?  

 

5. Will AAUP officials at some point be bold enough to consider that an institution 

may have violated a faculty member’s rights or failed to comply with a general 

standard if after seven years of full time contingent appointments the faculty is 

given a full time contract for another year? If a right has been violated, would the 

right be considered sufficiently robust or the violation sufficiently egregious that 

AAUP officials would intervene or sanction the institution as it would if a faculty 

member had been terminated for publishing an article critical of something 

cherished by an administrator and/or another university constituency?  Or, to take a 

less extreme case, would the AAUP consider failure to confer defacto tenure in 

such a case to be comparable to denying tenure review to a faculty member in a 

tenure track position for no reason except to informally convert the position into a 

non-tenure track position?   

 

6. To follow a similar line of thought: If a contingent faculty member has a right to 

defacto tenure, would the AAUP at some point consider that this right could 

actually be exercised?  If the faculty member can be dismissed without appeal to 

performance or need the day before the trigger date of defacto tenure, and this is the 

standard practice, isn’t this putative right completely vacuous? Throughout this 

process, will AAUP officials ask themselves what percentage of the tenured 

professoriate has gained tenure via the “defacto channel”? Further, will a contingent 

2007 HICE Proceedings 
Page 122



full-timer have any other employment rights recognized via the AAUP besides the 

right to defacto tenure?  According to the AAUP, will a contingent full timer have a 

right to renewal for the same term as the previous contract if there is a need and he 

or she has seniority?  If the putative right to defacto tenure conflicts with such a 

modest and fundamental right of employment, which right would the AAUP 

recognize as the prevailing right? 

 

7. Finally, we wonder what collective strategies will be effective to counter the fear 

and fatalism that beset contingent faculty members due to university socialization,  

lack of job security, and stressful and otherwise poor working conditions? Will 

these faculty members be able to build an even broader democratic and 

participatory union movement capable of countering the worse excesses of 

corporate-controlled universities? 
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ABSTRACT 
 

 
The workshop/presentation “Developing Effective Faculty Mentoring 
Programs” is based upon over twenty years of experience and research 
in the area of mentoring.  During the workshop/presentation, 
participants become actively involved in various discussion topics and 
activities related to the development of effective faculty mentoring 
program at the department level in higher education.  The outline 
below is not to be considered all-inclusive but only represents some of 
the major topics/themes that are covered in the 
workshop/presentation. 
 

WORKSHOP/PRESENTATION OUTLINE 
 

INTRODUCTION 
 Goals/expectations of workshop presentation 
 Background of workshop presenter 
 Overview of Department 
 
RESEARCH FINDINGS 
 Mentoring in Higher Education 
 
ESTABLISHING REALISTIC PROGRAM GOALS/OBJECTIVES 
 Expectations of the new faculty member 
 Department expectations 
   
FORMING MENTOR/MENTEE PAIRS 
 How are M/m pairs determined? 
 
WORKING TOGETHER/EXPECTATIONS 
 What can you expect from your faculty mentor 
 What is expected of you as a mentee 
 
SENSITIVE ISSUES 
 Getting along with others 
 Problem faculty 
 Conflicts 
 Difficult situations 
 
INFORMAL/FORMAL MENTORING PROCESSES 
 What are the differences? 
  
SETTING SHORT/LONG TERM GOALS 
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 Working together and setting appropriate goals 
 
  
WHERE DO WE GO FROM HERE 
 After the first year—then what? 
 
Sample of workshop forms/handouts 
 
 
Form #1 Letter from Department Chair 
 
 

Secondary Education New Tenure Track Faculty and 
Lecturer Mentoring Program 

 
 
 

 
Dear SED Faculty Member:  
 
We are pleased that you have joined us as a member of our instructional faculty.  Be assured that 
we plan to support you as you settle in and learn our Department’s policies and procedures.  Our 
candidate’s success requires that you are successful in becoming established and build your 
personal and professional network of institutional support. 
 
Please take a few minutes and answer the questions of the following pages.  This information will 
help me and your colleagues know more about your needs and aspirations as a member of our 
learning community.  
 
Within the next few weeks I will schedule an appointment with you to share with you our 
Department’s new faculty mentor program. We will discuss your participation in both our 
informal and formal mentor process.   We have many exciting events taking place in Secondary 
Education and what you to be aware of all that is going on.  We value the contributions you bring 
to the Department and want to make sure that you not only feel good about being here but realize 
that you now also contribute to our culture and organizational goals. 
 
In the meantime, please don’t hesitate to contact me should you have any questions.  I look 
forward to receiving your completed questionnaire and to our meeting. 
 
 
Dr. Nathan Avani 
Professor and Chair 
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Form #2 Mentor Program Questionnaire 
 
Secondary Education New Tenure Track Faculty and 

Lecturer Mentoring Program 
 
 

Mentor Program Questionnaire 
 
 
Please answer the questions below and return in the enclosed 
envelope to the Department Chair. 
 
 
1. As you reflect upon your appointment here in the Department of 
Secondary Education, what information do you find that you are still in 
need of?  Feel free to be both specific and general in your response. 
 
 
 
 
 
 
 
 
 
 
 
2. Is there anything thing you feel “urgent” about in terms of 
needing to know or need in meeting both your personal and 
professional needs in the Department? 
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3. It there anything that you believe we need to know about you as 
we get to know you and work with you in the Department? 
 
 
 
 
 
 
 
 
 
4. What are your expectation in participating in the 
Department’s mentor program? 
 
 
Form #3 Mentee Mid-Term Survey 
 
 

Secondary Education New Tenure Track Faculty and 
Lecturer Mentoring Program 

 
 

 
 

1. COLLEGE MENTORING RELATIONSHIP – Faculty Mentee 
 
 
a. Who is your assigned faculty mentor? 
__________________________________________ 
 
 
b. How many times have you met in person with your mentor since 
the start of the academic year August 28, 2006? 
 
__________________ 
 
c. How many times have you communicated with your mentor via e-
mail since the start of the academic year August 28, 2006? 
 
__________________ 
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d. How many times have you talked with your mentor over the phone 
since the start of the academic year August 28, 2006? 
 
_________________ 
 
e. Have you and your faculty mentor gone to any professional 
events/activities together since the start of the academic year August 
28, 2006?  If so, please list. 
 
Yes______   No_______ 
 
1. 
 
2. 
 
3. 
 
2. What topics or concerns have you and your faculty mentor 
discussed? Please list. 
 
a. 
 
b. 
 
c. 
 
d. 
 
e. 
 
3. Is your mentoring relationship going well so far? Why or why not 
 
 
 
 
 
 
 
If your relationship is going well, what do you contribute this to? 
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If your relationship could be better, please explain how? 
 
 
 
 
 
 

 
Form #4 Mentor Mid-Term Survey 
 
 

Secondary Education New Tenure Track Faculty and 
Lecturer Mentoring Program 

 
 

 
 

2. COLLEGE MENTORING RELATIONSHIP – Faculty Mentor 
 
 
a. Who is your assigned faculty mentee? 
__________________________________________ 
 
 
b. How many times have you met in person with your faculty mentee 
since the start of the academic year August 28, 2006? 
 
__________________ 
 
c. How many times have you communicated with your faculty mentee 
via e-mail since the start of the academic year August 28, 2006? 
 
__________________ 
 
d. How many times have you talked with your faculty mentee over the 
phone since the start of the academic year August 28, 2006? 
 
_________________ 
 
e. Have you and your faculty mentee gone to any professional 
events/activities together since the start of the academic year August 
28, 2006?  If so, please list. 
 
Yes______   No_______ 
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1. 
 
2. 
 
3. 
 
2. What topics or concerns have you and your faculty mentee 
discussed? Please list. 
 
a. 
 
b. 
 
c. 
 
d. 
 
e. 
 
3. Is your mentoring relationship going well so far? Why or why not 
 
 
 
 
 
 
 
If your relationship is going well, what do you contribute this to? 
 
 
 
 
 
If your relationship could be better, please explain how? 
 
 
 
4. If you could change anything about the faculty mentor program at 
this point what would it be? 
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Establishing Critical Incident Stress Management Programs  
for Athletic Teams in Schools and Colleges 

 
Abstract 

 
Critical incidents occur in all areas and levels of sport, and are oftentimes related to 

injury, disability, or death. These incidents may involve a team member, coach, or 

individual closely associated with the team. Critical Incident Stress Debriefing (CISD) 

with athletic teams in school and colleges is an effective intervention strategy to help 

reduce symptoms of excessive stress and prevent occurrence of post-traumatic stress 

disorder symptoms. It is recommended that athletic programs establish a Critical Incident 

Stress Management Program prior to the start of the athletic season that includes an 

intervention team and protocol that can be immediately implemented to address issues 

associated with a catastrophic event. This paper provides information to assist with 

establishing a Critical Incident Stress Management Program to support athletic teams in 

schools and colleges. 

Introduction 

Inherent in sport, is the risk of injury, disability, and in rare cases death. Cantu 

and Mueller (1999) report 476 incidents (fatalities and catastrophic injuries) in high 

school and college sport from 1982-1996. Certified athletic trainers work with athletes in 

schools and colleges providing assessment and treatment for sport related injuries as well 

as prevention, although they lack the training and preparation needed to assess and treat 

psychological and emotional issues. A critical incident “refers to an event which is 

outside the usual range of experience and challenges one’s ability to cope. Involvement 

or exposure with a critical incident has the potential to lead to a crisis condition by 

overwhelming one’s usual psychological defenses and coping mechanisms” (Everly & 
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Mitchell, 2000, p. 212). Given that student-athletes are actively engaged in learning as 

well as performing in sport, involvement in a critical incident could potentially have a 

negative impact on their ability to perform academically and in their sport, as well as in 

the social and relational domains. Early intervention with athletic teams in schools and 

colleges can serve to reduce symptoms of excessive stress. 

Crises of a psychological nature fall outside the purview of the athletic trainer’s 

role and expertise. Examples of critical incidents that may occur in the sport arena 

include: fatalities directly related to sport involvement, like a death of an athlete during 

competition and indirect fatalities such as an automobile or airplane crash involving 

members of the team, coach and medical staff. Catastrophic injuries are also considered 

critical incidents, particularly when an injury results in disability and unexpected 

retirement from sport. Teammates oftentimes experience a grief response; first 

experiencing shock, then a preoccupation with the incident and a myriad of acute stress 

symptoms including: insomnia, fatigue, eating problems, a change in risk-taking 

behavior, and angry outbursts (Henschen & Heil, 1992). 

The Critical Incident Stress Management Program 

 The Critical Incident Stress Management Program is a comprehensive 

intervention system with multiple components designed to address all phases of a crisis. 

The various components include pre-crisis preparation, having an established and 

detailed protocol for demobilization of a trained team, and the ability to provide direct 

interventions (e.g. debriefing, defusing, and groups), and finally, a follow-up plan and 

referral resources (Everly & Mitchell, 2000). Each component has a particular 

intervention function, is most effective during prescribed time periods, has goals, and an 
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intervention format. The make-up of each Critical Incident Stress Management Program 

will depend upon the nature of the potential critical incidents, population served, and 

context. 

As early as 1991, Etzel, Ferrante and Pinkney proposed a comprehensive model 

for providing services to student-athletes at the collegiate level. Since then, the literature 

is replete with models that have been successfully employed at colleges and universities 

through-out the United States (Bacon & Anderson, 2003). There are several key 

components shared by these models: 

1. An established formal Consultation Team for developing protocols, 

providing consultation, and training, 

2. Written protocols that incorporate multiple intervention strategies, 

3. Strong support and endorsement from coaches and team members. 

An example of a comprehensive Critical Incident Stress Management Program at the 

college level was developed by Syracuse University Athletic Department. They 

developed Catastrophic Incident Guidelines in the event of a critical incident at their 

institution. This management protocol includes: (Hunt, 2003, p. 12). 

1. Introduction and definition of a catastrophic incident 

2. The Catastrophic Incident Management Team (CIMT) 

3. Immediate Action Plan 

4. Chain of Command responsibilities 

5. Criminal circumstances 

6. Away occurrences 

7. Summary documentation chronicle 
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8. Phone list of key individuals in the athletic department and university 

community involved in managing the catastrophe 

9. Flow chart of individuals involved in the guidelines 

The Catastrophic Incident Management Team 

The Catastrophic Incident Management Team (CIMT) is comprised of key 

support service personnel in the school or college who may be well-suited to serve on the 

CIMT. It is optimal for the management team to include a specialist in critical incident 

stress debriefing, mental health personnel, key administrators, and if available, a licensed 

sport psychologist. In the event of a critical incident, the CIMT immediately convenes to 

decide what interventions would be appropriate and the timing of these interventions. 

Critical Incident Stress Debriefing Model 

Critical Incident Stress Debriefing (CISD) is a model designed to provide 

psychological closure for individuals in a group format in response to a critical incident 

(Mitchell, 1983). It is important to note, that CISD is not a treatment for persons who 

have a diagnosis of posttraumatic stress disorder (PTSD) or other psychological 

diagnoses (i.e., major depression, generalized anxiety disorder, etc.). Since its inception, 

it has been widely used in a variety of large and small scale critical incidents and with a 

wide spectrum of ages across the lifespan. 

 The 7-phase CISD Model takes approximately 1-2 hours and is facilitated by 

mental health professionals trained to use this protocol (Mitchell & Everly, 1997, 166-

179). The process involves the following steps: 

1. Introduction: It is important to introduce the group facilitators and explain 

the purpose of the meeting, 
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2. Fact: Next, providing facts about the incident including information about 

any fatalities or injuries and the status of events and persons directly 

involved in the critical incident. It is important to differentiate fact from 

fiction, 

3. Thought: This phrase helps participants to transition from information and 

facts to the affective or emotional, 

4. Reaction: Participants express their reaction of the event as well as the 

meaning of the critical incident on a personal level, 

5. Symptoms: Symptoms are shared and normalized. This phase is intended 

to move participants from emotionally charged material back to their 

thoughts, 

6. Teaching: This is an opportunity to provide some education to normalize 

symptoms, prepare participants for the next few days, and review coping 

strategies, 

7. Re-Entry: This phase provides closure. Participants can ask questions and 

get clarification. 

The CIMT is responsible for developing a follow-up plan that includes the referral 

process, monitoring the status of the persons involved in the critical incident, and a 

discussion of other systems issues and policies all of which are critical elements and will 

contribute to the overall success of the intervention. And lastly, it is important to educate 

as many professionals and staff about signs and symptoms of excessive stress that may 

persist in individuals who were involved in or associated with a critical incident. Mitchell 
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and Everly (1997. p. 23) have identified some of the more common signs and symptoms 

of excessive stress: 

• Cognitive: confusion in thinking, difficulty making decisions, lowered 

concentration, memory dysfunction, lowering of higher cognitive functions, 

• Emotional: emotional shock, anger, grief, depression, feeling overwhelmed, 

• Physical: excessive sweating, dizzy spells, increased heart rate, elevated blood 

pressure, rapid breathing, 

• Behavioral: changes in ordinary behavior patterns, changes in eating, 

decreased personal hygiene, withdrawal from others, prolonged silences. 

Summary 

Critical incidents occur in all areas and levels of sport, and are oftentimes related 

to injury, disability, or death. These incidents may involve a team member, coach, or 

individual closely associated with the team. Critical Incident Stress Debriefing (CISD) 

with athletic teams in school and colleges is an effective intervention strategy to help 

reduce symptoms of excessive stress and prevent occurrence of post-traumatic stress 

disorder symptoms. It is recommended that athletic programs establish a Critical Incident 

Stress Management Program prior to the start of the athletic season. This program should 

include an intervention team and protocol that can be immediately implemented to 

address issues associated with a catastrophic event. 
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Abstract 
 
 The background for this paper is the experience garnered teaching a graduate course for 
public school teachers from within the New York City metropolitan area on the multicultural 
aspects of Latinos in U.S. schools.  Analysis of the curriculum will demonstrate a working model 
for teaching Latinos—based on an understanding of the internal diversity of the group (rather 
than stressing a unitary “Hispanic” or Latino identity) based on group projects and other 
assignments focusing on homeland differences.  Most of the teachers worked with English 
language learners, and many of them utilized ESL or bilingual approaches.  The classroom 
experience will be contextualized within the scholarly, i.e., history and social science literature, 
to which the author has contributed a major monograph, Latinos and the New Immigrant Church 
(Johns Hopkins University Press, 2006), numerous articles in peer-reviewed history and 
sociology journals, book chapters, and other scholarly contributions.    

The course examined the history of Latinos/as in the U.S., beginning with the founding 
and development of early Mexican-American communities in the present-day Southwest.  
Readings and discussions covered the post-1900 experiences of Latin American-origin 
immigrants, migrants, and exiles—including those from Mexico, Puerto Rico, Cuba, the 
Dominican Republic, as well as others—throughout the U.S.  Students contrasted and critiqued a 
variety of interpretations and approaches.  The overall goal of the class was to shed light on the 
strong, ongoing relationship between the sending countries of Latin America and urban America 
as a venue for the acculturation of newcomers.  Using predominantly historical, anthropological, 
and geographical approaches in place-specific studies, students learned to identify major 
elements of contemporary immigration.  Specific areas of emphasis included the unique religious 
history of U.S. Latinos/as (starting with the Spanish and Latin American colonial origins), the 
rise of New York’s Mexican population, Latino music in the formation of cultural identity, and 
the vicissitudes of immigration policy. 
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 The teachers/students developed group projects enhancing cultural components of 
bilingual education while also conducting research in changing curricula.  Class exercises and 
assignments borrowed conceptual foundations from the scholarly literature, which were then 
modified by teacher’s innovations: “Puerto Rican Jeopardy!”; detailed illustrated chronologies 
pointing to the heterogeneity of each sub-group; as well as projects emphasizing foodways and 
manners of dress.  The cumulative learning process provides concrete tools for evaluating 
immigrant communities with a healthy respect for differences, which somewhat challenges the 
educational literature on Hispanics that tends to lump them into a monolithic category.  These 
classroom techniques can be applied to other immigrant groups, i.e., Asian immigrants/Asian 
Americans, and contemporary immigrants from Europe and Africa.  However, the process 
requires a reworking of the diversity concept from the “ethnic pentagon” of U.S. minorities to a 
more variegated and layered one.  Here, historical models merge with classroom practicum to 
form a useful case “test case” for reinterpreting multiculturalism.  
 The paper presentation will cite several examples of applied techniques and as student 
reflections on the process, pointing to the need for such pedagogic models, as well as the need 
for ongoing research and continual interaction to distill questions of ethnic identity among public 
school students during a time of sustained immigration. 
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THE COMMUNITY 
 

     Indiana, Pennsylvania is approximately sixty miles northeast of the city 
of Pittsburgh and has a population of 32,000. Indiana is home to Indiana 
Area School District (IASD) and Indiana University of Pennsylvania (IUP). 
The School District encompasses 82 square miles and serves students from 
Indiana and Shelocta Boroughs and White and Armstrong Townships. 
District facilities include four K-6 elementary buildings, one 7-9 junior high 
school, and one 10-12 senior high school. Indiana Area School District was 
recently recognized as being one of the top 100 schools of the nation by 
Offspring, the Magazine of the Wall Street Journal. IASD, as stated in its 
mission statement, is committed to excellence in educating students to 
become lifelong learners in a changing global society.  
 
     Indiana University of Pennsylvania is the largest university in the 
Pennsylvania State System of Higher Education. More than 14,000 students 
are enrolled in the graduate and undergraduate programs. IUP is the largest 
employer in the area and offers educational, cultural, and recreational 
opportunities to the people of Indiana and surrounding counties. 
 

HISTORY OF THE PARTNERSHIP 
 
     In 1996, the Instructional Support Teacher at Ben Franklin Elementary 
School, recognized the need to provide math support to the students as many 
of the requests for assistance came in the area of mathematics. Title I funds 
in the school district were used to provide remediation for students in the 
area of reading; there were no additional programs in place to support 
students in the area of mathematics.  
 
    With a small grant funded by the local Intermediate Unit, the Instructional 
Support Teacher purchased resources (mathematics games and manipulative 
materials) to support an After School Tutoring Program. Tutors were 
recruited through the Professional Studies in Education Department, and the 
Mathematics Department, at IUP. Teachers in grades 3-6 recommended 
students at-risk of failing mathematics to participate in the program. For the 
next two years, The Instructional Support Teacher, two classroom teacher 
volunteers, approximately 12 university tutors, and 25 elementary students 
participated in the After School Math Program. 
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    Dr. Kathleen Kelley, Superintendent of the IASD, realized the value of 
the program and, as a result of No Child Left Behind and the accountability 
measures of the Pennsylvania State School Assessment, vowed to support 
the initiative and expand it throughout all four elementary buildings. A grant 
was awarded through the Western Pennsylvania Superintendent’s Forum. 
Moneys were used to pay teachers to facilitate the program and to purchase 
more resources to be used for math instruction and remediation. Eventually, 
the district provided the funding for one Program Coordinator and two 
teachers per elementary building. Elementary children were chosen to 
participate based on the results of their PSSA scores and Stanford 9 
Achievement Tests used at each grade level. The ratio of elementary 
students to university tutors remained at approximately 2:1. 
 

METHODOLOGY 
 

      Drs. Baker and Rieg collected data regarding the After School Math 
Program. After receiving permission from the school district superintendent 
and approval from the Institutional Review Board of IUP, the two university 
professors interviewed the teachers involved in facilitating the weekly 
tutoring sessions, observed the students and tutors working together, and 
reviewed the results from previous years’ state test scores and student, tutor, 
and parent surveys. Mr. Tom Clendaniel, doctoral student and teaching 
associate, completed research on tutoring programs and partnerships.  
 

ROLES AND RESPONSIBILITIES OF PARTICIPANTS 
 

• Program Coordinator – recruit and train volunteers, set the calendar, 
support teachers, tutors, and students throughout the process 

• Two Teachers per Building – complete the paperwork, serve as 
liasons between classroom teachers and university tutors, oversee 
tutoring in the building, discipline elementary students when 
necessary, give suggestions and ideas to university tutors to aid in 
remediation of students 

• Classroom Teachers – provide information for tutors such as what 
mathematical areas the child needs remediation, what the child has for 
homework, and what units of study are upcoming in the classroom 

• University Tutors – provide one-on-one or two-on-one tutoring to 
elementary children on a weekly basis; this includes re-teaching a 
concept, playing a game to review and/or reinforce a concept, 
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assisting students with homework, using computer software to hone 
mathematical skills. 

 
SUMMARY OF THE RESULTS 

 
 Daily Schedule.  At all four elementary schools, the program begins 
directly after the regular school day from 3:30-5:00, which includes time for 
snack, homework, and skill reinforcement. Supervising teachers felt that 
Snack time was important, giving students a chance to unwind and giving 
tutors an opportunity to interact informally in a social context before 
formally tutoring. For Game time, two of the four schools did not allow 
games until a specified time, either 45 or 60 minutes into tutoring.  This 
seemed to solve the problem of children becoming “worked up” during 
games or claiming that they did not have homework assigned. The other two 
schools did not have a set time before games could begin, and when asked, 
their supervising teachers did not seem to think there was any problem to 
correct. For Game time, the computer labs at the schools were a popular 
place to play math-related games. 
 Student Folders.  Each child in the program has a folder, which 
contains a sheet used for communication between the classroom teacher and 
the tutor. Space is provided for instructions to the tutor on homework and 
skills lessons that should be addressed that day. The sheet also has space for 
feedback from the tutor. The tutoring schedule can be complicated by a 
classroom teacher absence resulting in no homework or no skills lesson 
being assigned. 
 Student Selection Criteria.  Students, in grades 3-6 with Pennsylvania 
standardized test scores below the 30th percentile or recommended by their 
classroom teachers, were invited to participate. 
 Staffing.  Each school had two regular classroom teachers who 
supervised the tutoring sessions. Each of the eight supervising teachers was 
interviewed separately. Seeing themselves as facilitators (a role stressed by 
the school district), supervising teachers reported that their primary roles are 
paperwork and to oversee the tutors and students. By paperwork, they meant 
such tasks as daily attendance and managing the children’s folders, matching 
tutors to children, reassign tutors due to absences. There were management 
tasks reported including: (a) making sure children did not forget and board 
their buses to go home and (b) stepping in when tutors needed help with 
discipline. Occasionally, supervising teachers were called upon to be a tutor. 
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 Supervising teachers took an active role in supervising tutoring 
sessions. Several teachers said they felt compelled to show tutors how to use 
concrete materials, to model high-level questioning, and to assist with 
specific ideas on remediation or general advice on how to achieve successful 
learning experiences. On a personal note, a few supervising teachers (also 
the classroom teacher of some of the children) appreciated a chance to 
observe their students interact with other adults to gain better insight into 
their students’ personalities and abilities. 

There has been one program supervisor throughout the history of the 
program. Unanimously during their open-ended interviews, supervising 
teachers felt the need for a program supervisor. They appreciated the 
demands of recruiting tutors, checking the qualifications of tutors, assigning 
tutors to the various schools, copying materials, and providing a resource 
who keeps track of the entire program including writing the summary reports 
for the district. Moreover, supervising teachers recognized the need for a 
program supervisor in order for the after-school tutoring program to be 
successful. 
 Formal Assessment.  Two assessments have been administered to the 
children as a pre-/post-test:  (a) a math inventory (either the Brigance Math 
Inventory or the Scott Foresman math text inventory) and (b) the Aiken’s 
Attitude Survey to assess changes in students’ feelings.  Reports for the 
district were compiled by the Program Supervisor. Over the course of a year, 
the attitude assessment showed improvement by over 50% of students, while 
72% or better, of students, showed inventory gains. Tutoring alone 
combined with a year of classroom instruction was responsible for math 
inventory gains. 
 Parent, Student, and Tutor Feedback.  Parent, student, and tutors’ 
comments were reported in the program supervisor’s summaries. Many 
parents and students were happy that grades had improved. Some parents 
noticed that their child’s confidence had improved. Another indication of 
satisfaction by students was enjoyment with their tutors. The tutors also 
enjoyed the experience and often indicated an appreciation for the 
experience the program provided them.  
 

BENEFITS TO THE ELEMENTARY STUDENTS 
 From a formal standpoint, students who attended the program were 
reported to turn in their homework more often, have a better attitude toward 
math, and increase their grades. Supervising teachers reported seeing 
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children who were more motivated, excited, and interested in math. They 
also reported children acting more confidently by taking risks. 
 The supervising teachers expressed a great deal of insight into why 
this was true. One teacher remarked that the attention by a young adult every 
week allowed the children to feel better about sharing math experiences and 
to open up to higher levels of thinking about math. Another teacher 
suggested that children see that other students are having the same 
difficulties with math that they are, and so, do not feel alone. On a more 
practical note, one teacher suggested that this was one day in the week 
where children did not have the tension of homework at home and where 
parents did not have the pressure of trying to help their child with math they 
themselves may be uncomfortable with.   
 

BENEFITS TO TUTORS AND THE UNIVERSITY 
 Tutoring as a Field Experience.  In addition to reinforcing a positive 
working relationship with the local school and district, tutoring can provide 
a valuable field experience for a math methods course. The approach taken 
in elementary and special education methods courses has been to incorporate 
a field experience into the curriculum. For ten weeks, tutors from the 
methods class were assigned particular interviews or activities to reinforce 
course content, or were asked to come up with their own activity to reinforce 
specific needs of their tutees. Follow-up discussions were conducted at the 
next class meeting which gave students a chance to talk about their 
experience and ask additional questions. Discussion was enhanced through a 
journal of the experience written each week by the tutors. 
 Observations of Supervising Teachers.  The field-experience 
approach explained above had been noticed by the program’s supervising 
teachers. Several teachers liked to see tutors practicing what they were 
learning in the university classroom. Moreover, they saw a need for such an 
approach to motivate the tutors (who seemed to have fewer absences) and 
make the experience more meaningful. Other, more practical, reasons may 
be operating as well since games could become routine for some children by 
the end of the year and some 6th graders through that tutoring was “not 
cool.” Activities tailored to individual students needs and brought in 
especially for them by their tutors could mitigate these situations. 
 Other benefits for the college-student tutors reported by supervising 
teachers were in opportunities:  (a) to work with a few individuals, seeing 
personalities and common difficulties with learning, before facing an entire 
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class, (b) to practice learning and classroom management techniques, (c) to 
learn from mistakes in a more relaxed atmosphere, (d) to learn how difficult 
concepts and skills can be to get across to children, and (e) to interact with 
professional classroom teachers. 
 

SUMMARY AND CONCLUSIONS 
 Keys to Success.  These organizational points appear to have 
contributed to program success:  (1) a program coordinator to recruit, to 
provide materials, and to coordinate overall program activities such as 
evaluation summaries, (2) minimizing behavior problems through contact 
with parents and scheduling unstructured, game times, (3) recruit tutors with 
a focus such as a project for a university course, and (4) keep the same 
children and a tutor and maintain a 2:1 child-tutor ratio. 
 

LITERATURE REVIEW 
 

In researching information on math tutoring programs such as this 
one, three categories emerged and overlapped in their relevance to the 
project.  Topics included tutoring programs, mentoring programs, and 
university/school partnerships. 

Bogan (1997) described a program in DeKalb County, Georgia 
designed to reduce the gap between “the able and the unable.” A three-
pronged approach was used with third graders: adult after-school tutoring, 
seventh graders tutoring third-graders in class, and peer tutoring in which 
regular education students helped those in learning support. Another study 
defined five different categories of tutoring situations, including class wide 
peer tutoring, small group tutoring, cross-age, one-to-one, and home-based 
(Heron, Welsch, & Goddard, 2003). At a Midwestern junior high school, an 
after-school study club was formed that included parents and tutors for 
learning disabled students, working after school at thirty-minute clips for 
two-to-three days per week.  Many students reported grades improving from 
“F” to “D” and from “C” to “B.”  The authors reported that overall results of 
tutoring studies are inconsistent.  (Hock, Pulvers, Deshler, & Schumaker,  
2001). One program showed that dysfunctional leadership and planning 
actually can have adverse affects. Quest, a community-based program, asked 
for university guidance with the long-term goal of applying for grant money.  
The authors reported that regular planning meetings took place with virtually 
no follow-up over several years.  Modes of delivering tutoring services were 
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inconsistent from year-to-year. Leaders never did apply for grant money.  
What began as an altruistic idea led to a decline in math and reading scores 
declining in virtually every aspect of the study (Zuelke & Nelson, 2001.). 

Mentoring programs, as defined by McCluskey, Noller, Lamoureux, 
& McCluskey (2004) include three components: mentors worked on their 
own projects while in contact with their advisees (no babysitting involved), 
mentors passed wisdom along to others, and they developed a long-term 
connection. This long-term connection, defined in this study as greater than 
one year, was mentioned as the key to the stability of the relationship.  
Youth involved in short-term relationships or partnerships where the mentor 
dropped out of the program often showed losses in achievement. At 
California State University at Fresno, students may take a mentoring class as 
part of their Liberal Studies Senior Project and partner with a child in the 
local school system (Meyer, 1997). These university students are taught to 
prepare for the separation from the first day. Observed benefits to the public 
school students included less at-risk behavior, improved work ethic and self-
concept, and an overall better attitude toward school. 

Whether the university-school partnership is defined with “mentor” or 
“tutor,” reported results have been positive.  Students from John Carroll 
University in Ohio were paired with students from Hilltop Elementary 
School in Beechwood, Ohio. In this program, the tutoring process 
implemented the expertise of the university students on large open-ended 
classroom projects with the schoolchildren. Authors reported that the project 
produced quality experiences and desired results in the schools (Cavanaugh, 
Johnston, Kitay, and Yuratovac, 1997). Another partnership, this one an 
annual occurrence, paired engineering students from Columbia University 
and City University of New York with public school students from Harlem 
during the summer after eighth grade and before ninth grade. Tutoring 
focused on math and Algebra skills and lasted from 1991 to 1995. The New 
York State Regents Test was used as a measurement tool. The 1995 
participants passed the test at a 90% rate. Had the sample group been listed 
as a separate school entity in New York’s statistics, this rate would have 
ranked them as the number two school in Manhattan. 

It appears that students regress in their abilities only when a 
relationship is short-term (lack of commitment from the mentor/tutor) or the 
management of the program is disorganized. Keys to success in 
achievement, whether moderate or profound, would point to preparation for 
the mentors, a long-term commitment, and specific program goals. 
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Introduction 
 
Dr. Patrick O’Shea and Dr. Dwight Allen of Old Dominion University received a faculty 
innovator grant at Old Dominion University in Spring, 2006, to develop a student-written 
textbook for ECI 301, The Social and Cultural Foundations of American Education using 
the newly developing “Wikibooks” platform1.  The Wikibooks platform is an open-
editing platform allowing, and encouraging all readers to participate in the editing and 
development of the text materials. 
 
The planning team included Dr. Douglas Allen, Professor of Human Resources 
Management, at the University of Denver and Peter Baker, who would be the 
coordinating graduate assistant for the project. Fifteen graduate and undergraduate 
students participated in a concomitant research course which had as its major objective 
the oversight of the implementation of the course and the collection of research data.  
Participants in this course made “real-time” modifications to the process as it was 
implemented for the first time. 
 
There were many questions to be answered:  Would students see value in the Wiki 
process?   How should an appropriate level of quality be defined for a student-written 
textbook?  How much of the course learning should be included in the Wiki process?  
Could an appropriate balance between the active involvement of students in the 
teaching/learning process and the legitimate professorial role of the instructor be defined 
and implemented?  How should the process be managed, logistically?   
 
Developing the Wikibook 
 
Seventy-seven topics were selected for inclusion in the student written text, grouped into 
fifteen chapters.2  Topics were selected based on the experience of the investigators in 
teaching the course in both face-to-face and on-line asynchronous conventional formats 
and by analyzing current foundations textbooks. “Wildcards,” possible student generated 
topics were also included.  With an anticipated student enrollment of about 250 
anticipated (actually 221), each topic would have two or three versions, written by 
different student authors 
 
Each student was required to write one 1000-word article on a topic of their choice, citing 
no fewer than five references.  Two of these references must be scholarly, (i.e. refereed 
journal articles), two must be popular, (i.e. newspaper articles or personal interviews), 
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and the fifth could fall into either of the two aforementioned categories.  A “sidebar,” was 
also required for each article, echoing traditional textbooks, where the text is often 
interspersed with various “extras” like pictures, graphs, and anecdotes, for the purpose of 
adding richness to the text material as well as keeping the reader’s attention.  
 
Each student was required to design five multiple-choice questions and one essay 
question which would appear at the conclusion of his or her article.  Multiple-choice 
questions should be application questions rather than simple factual recall questions in 
order for the questions to stimulate higher-order thinking.  Answers to the questions were 
also posted.  
 
The initial articles would be developed individually, but collaboration would be 
encouraged throughout the process. 
 
As students read other articles, they were asked to rate their quality using a simple, three-
point rating system similar to those employed by such popular websites as Amazon and 
E-bay.  Students entered their University Identification Number and their ratings were 
sent to a database in the staff office at Old Dominion University 
 
At the end of the designated reading period for each group of articles, the article on each 
topic most highly rated by peers would be selected the “official” version.  In addition to 
being a part of the public “Wikibook,” the official version, not now subject to further 
editing, would be posted on the university website on the Blackboard platform. 
 
The course included seven on-line quizzes, one midterm and a final examination.  
Student questions from the “official versions” made up half of the total questions 
included on each. 
 
Overall Course Requirements 
 
Developing and editing their Wikibook article comprised 30% of course grade for each 
student.   Credit for reading and rating peer articles was reflected by success in quiz and 
examination questions.  Half of the quiz and examination questions came from instructor 
lectures which were offered in both face-to-face and on-line formats.   Supplemental 
activities were also required:  giving 2+2 performance appraisal feedback (two 
compliments and two suggestions for improvement), and writing a personal philosophy 
of education.  There were extra-credit opportunities offered for answering survey 
questions on each quiz, and other surveys, and interviews associated with the research 
aspects of the course.  
 
Research Questions 
 
Seventeen somewhat overlapping research questions were identified.  The research group 
identified appropriate data sources for each and assigned responsibilities for the 
collection and analysis of the data and the writing of appropriate research articles. 
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1. What are students’ attitudes toward the development of a Wikibook? 
2. What are students’ experiences with the Wikibook development process? 
3. What are students’ attitudes toward the development of a Wikibook? 
4. What are students’ experiences with the Wikibook development process? 
5. How well does a student’s perception of the Wikibook process correlate with 

grades for their work? 
6. How does a student-created online textbook compare to traditional bound 

textbooks? 
7. How does the academic achievement of students who create their own textbook 

compare to those students who complete a course with a traditional textbook? 
8. How do perceptions of the textbook compare between students who develop their 

own textbook and students who read a traditional textbook? 
9. Is it possible for students to develop a credible textbook using a Wikibook? 
10. What is the process surrounding the development of student-created textbooks? 
11. Does this process encourage critical analytical skills? 
12. Does the Wikibook process develop a sense of personal intellectual 

empowerment? 
13. What issues are confronted throughout the process? 
14. How was the curriculum designed in order to allow the creation of a student-

created textbook? How will the course be evaluated? How accepting will students 
be of peer ratings? 

15. How well do peer ratings of student Wikibook content correlate with the rating of 
the same content by instructional staff? 

16. How well will the ratings that students give their peers correlate with the ratings 
that they give to previously published textbook content? 

17. Will students be able to differentiate between peer-published documents and 
previously published textbook material? 

 
Observations About the Process 
 
Among the most important and productive facets of the Wikibooks process thus far has 
been the extent to which collaboration has fueled both the project’s development and 
success in implementation.  Throughout the development process, Dr. Dwight Allen and 
Dr. Patrick O’Shea made it clear to everyone involved that contributions from 
undergraduate students, graduate students and other contributors would be welcomed and 
encouraged.  Such a development strategy has proven especially productive in this multi-
faceted, technology-centered project, for today, more than ever before, younger 
contributors are able to bring to the table skills and experience with diverse and 
progressive technological applications to which most professors, regardless of their 
expertise and fields of specialty, have simply not been exposed.   
 
This fact was brought to bear many times throughout the development process, with no 
more outstanding an example than when a doctoral student taking part in the 
development process, Yun Xiao, volunteered to devise a solution to the various problems 
students were having orienting themselves to the diverse technological processes 
involved in the initial stages of the Wikibooks project.  Specifically, students were 
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struggling to successfully navigate through the Wikibooks website, sign up for a topic, 
effectively research their topic and post their article to the Wikibooks web page.  Because 
of his experience designing solutions to such problems in past situations, Yun Xiao was 
able to create several elaborate, interactive tutorials that affectively neutralized a series of 
problems that could have seriously threatened the success of the Wikibooks project.    
 
Likewise, collaboration on the part of the students participating in the Wikibooks project 
throughout this project’s initial implementation has proven indispensable.  During the 
project’s development, many contributors, understanding students’ perennial distaste for 
projects that require intense student interaction, wondered how much would be gained 
due to the ease with which such collaboration would be possible through the Wikibooks 
platform.   
 
Despite such misgivings, students have seemed more than willing to engage in 
collaboration during all stages of the Wikibooks project.  A fortuitous instance of such 
collaboration occurred during week three of the semester, about one week before 
students’ articles were to be posted to Wikibooks.  One student, during her search for a 
fitting sidebar for her article, happened upon a video on YouTube.  She emailed the 
support staff asking whether or not this video would be acceptable for use in her article.  
The staff indicated that this would certainly be an acceptable sidebar and asked the 
student whether or not she would mind Dr. Allen sharing her innovative idea with the rest 
of the class.  She agreed that this would be fine, and the idea was mentioned to both 
sections of the class during the next several days.  The consequence of this suggestion 
was that many video sidebars were added to the Wikibook, adding significant interest and 
richness to the text. 
 
It seems improbable that the collaboration that has permeated all levels of the Wikibooks 
project has taken place spontaneously.  This collaboration seems best explained by the 
design and management of the project.  Specifically, students and developers, alike, have 
been truly engaged by the Wikibooks process and have eagerly engaged and explored the 
potential of the common mind.  Likewise, a commitment to an encouraging, facilitating 
management style has allowed everyone involved the freedom to make contributions that 
would have, in many other situations, been absent.   
 
It seems apparent that students are interacting with the Wikibook with higher frequency 
and in more meaningful ways than with traditional textbooks in past semesters.  40% of 
past students have indicated that they never opened their course texts, with many more 
reporting minimal use.  This semester, almost all of students have contributed to the 
Wikibook, and read at least some of their peer generated articles.  Approximately two 
thirds of the students have completed 100% of their assigned readings.  
 
In addition to statistical evidence, it is important to note that students are readily able to 
critically question and edit the Wikibook – an ability that is much more difficult in 
traditional textbooks.  Since students reading the Wikibook are able to edit whenever they 
deem it appropriate, they are encouraged to find problems with the textbook, research for 
data-based solutions to these problems and can add their edits in real time.  This feature 
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of the Wikibooks method is important, for it facilitates intrinsic student motivation to 
learn.  Intrinsic motivation is a major factor in enabling students to become life-long 
learners – a worthy goal for which any educator could strive.  
 
It is also important to note that most students participating in the Wikibooks project seem 
to be taking personal satisfaction from and great pride in their work.  Many students have 
commented on how much pressure they felt to post a quality product, not simply because 
their articles were to be read by their peers, but because their articles would be on the 
World Wide Web, in full view of anyone who happens to surf to their book.  Knowing 
that only one in three articles will be selected to become part of the official textbook 
seems to motivate students to relish the opportunity to stack their work against that of 
their peers – a positive form of competition that would almost certainly produce a higher 
quality textbook than could be expected were the only audience the course professor 
rather than the entire world! 
 
Preliminary Findings 
 
The various research efforts underway during the Wikibooks project are currently 
generating huge amounts of quantitative and qualitative data.  As yet, much of this data is 
not solid enough to yield any hard and fast conclusions; however, it is prudent to outline 
some of the more important preliminary findings that are beginning to become clear.   
 
Contrary to the fears, indeed the expectations of the Wiki staff, that students would be 
reluctant to post their articles to a public space, students eagerly competed with each 
other and took great pride in having their text version chosen for the “official text.”   
 
Preliminary results from several surveying instruments indicate that students have few 
reservations being held accountable for reading and being tested on material generated by 
their peers rather than by professional textbook authors.  In fact, anecdotal evidence 
suggests that students often prefer reading the articles written by their classmates to those 
written by professionals.  One student indicated that she liked the fact that the textbook 
offered several different opinions on each topic, allowing her, the reader, to decide for 
herself where she stands on each particular issue.  Likewise, another student indicated 
that he preferred the “regular” language used in many of his peers’ articles to the 
professional language employed by most professional textbook authors.  It was feared 
that students would not trust the information contributed by their classmates, but it seems 
as though the research requirements to which the students were held has helped to ease 
this worry.  Students are aware of these requirements and believe that they can trust the 
information in the Wikibook to the same degree that they could trust the information in a 
traditional textbook.   
 
It appears that student ratings of their peers’ articles are as reliable and valid a 
measurement of each article’s quality as the grades assigned by a trained grading team 
using comprehensive rubrics. Of the roughly 200 articles graded and rated so far (another 
100+ remain to be graded at the time of this writing), more than 90% of these articles 
were rated within a half a grade of the grade assigned by the trained graders.  If further 
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research confirms this reliability under a variety of welll-understood conditions, it is 
especially meaningful, given the potential future applications of this student rating 
system.  If students are accurate graders of their peers, and students accept the validity of 
peer judgments, the door will be opened for professors to assign more writing tasks than 
could be managed without student assistance in evaluation.  Research on the effects of 
increased writing on learning would suggest the enhanced learning potential of such 
instructional designs.     
 
Initial survey results indicate that students feel that the Wikibooks project has enhanced 
their knowledge of and skills in using instructional technology.  In the context of an 
education course for pre-service teachers, this finding is especially important.  Teachers 
have, historically, had an aversion to incorporating technology into their classrooms, but 
as it becomes possible to make pre-service teachers more comfortable and confident with 
technology during their undergraduate studies, it becomes more likely that teachers will 
begin to incorporate technology into instruction in more and more meaningful ways. 
 
While editing is taking place with relatively high frequency, it is becoming apparent that 
students still have some reservations when it comes to editing the work of their 
classmates and having their own work edited by their classmates.  A preliminary sample 
of 10% of the Wikibook’s articles evaluated to date determined that each article has been 
edited an average of ten times.  These edits include those made by the article’s author, 
those made by other students, and those made by Wikibooks users outside the ODU 
community.  Articles are being edited frequently, but many of the edits to this point are 
simplistic corrections of grammar, spelling and punctuation.  This data makes it clear 
that, while participants in the Wikibooks process have, in large part, accepted the 
project’s collaborative spirit, there is yet some work to do in order to realize the full 
potential of the Wikibooks method.   
 
Finally, preliminary survey respondents have indicated that the Wikibooks process has 
increased their engagement with course subject matter.  Essentially, the students report 
that the Wikibooks method has made them more highly motivated to strive for success in 
this course as a whole.  Students report submitting assignments earlier and spending more 
time on course assignments than they do in other courses.  Additionally, students claim 
that they are coming to a more complete understanding of the course material as a result 
of the Wikibooks method than they feel would have been possible with a traditional text.   
 
Concluding Thoughts 
 
While the Wikibooks project, as is has been implemented at Old Dominion University, is 
far from perfect, it is apparent that the method has significant potential for further 
development.  It is the goal of the project’s coordinators that the Wikibooks process help 
participating students begin to regard change and ambiguity as opportunities rather 
barriers, and to this end, the project has thus far been successful. 
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1 The url for the Wikibook is: 
http://en.wikibooks.org/wiki/Social_and_Cultural_Foundations_of_American_Education 
2 Chapters included were: 

Chapter 1: Philosophy 
Chapter 2: Dynamic Learning Environment 
Chapter 3: Educational Change 
Chapter 4: The History of American Education 
Chapter 5: Barriers to Effective Education 
Chapter 6: Classroom Issues 
Chapter 7: The Forgotten Half 
Chapter 8: Staffing Practices 
Chapter 9: Administering the Schools 
Chapter 10: Curriculum Development 
Chapter 11: Educational Triumph Over Difficulty 
Chapter 12: School/Community/Parental Relationships 
Chapter 13: Multiculturalism 
Chapter 14: Knowing What We Know, Knowing What They Know 
Chapter 15: The Future of Education -- Macro Issues 

 
 

2007 HICE Proceedings 
Page 159



  

Universalizing Higher Education Curriculum: Promises and Perils 
By 

Kingsley Banya, Ph.D. 
Florida International University 

College of Education 
Department of Curriculum & Instruction 

ZEB 357-B 
Miami, FL 33199 

(305) 348-1921 
(305) 348-1515—fax 

Email: banyak@fiu.edu 
 

Virtually, every aspect of society has been affected by the rise of neo-liberal 

views of the role of the state vis-à-vis the market.  As a public policy instrument the 

universalization of higher education curriculum can be traced to two major international 

organizations: OECD and the World Bank.  This paper will briefly analyze the role of 

each organization in the universalization process, followed by a discussion of linkages 

between universities in the capitalist west and the south.  The paper concludes with a 

critical review of some of the issues affecting sub-Saharan Africa because of such 

linkages.   

 

OECD 

 AS an offshoot of the Marshall Plan for Europe, OECD’s stated goal in 1961 was 

“to achieve the highest sustainable economic growth and employment and a rising 

standard of living in Member countries, while maintaining financial stability, and thus to 

contribute to the development of the world economy” (p.2).  The goal was to spur 

economic growth through cooperation and creation of market economies.  In the process, 

OECD played a role in the globalization of educational policies.  Globalization involves 

the diffusion of uniform education goals and systems (OECD, 1996). 

 Currently, OECD’s education policies are tied to doctrines of world-wide 

economic growth through the creation of market economies.  Education plays a dual role 

in OECD plans.  First, education is to aid the development of market economies through 

human resource development and lifelong learning.  Second, education is to remedy 
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problems resulting from globalization such as unemployment, increasing economic 

inequality, and fears of social and economic change.  According to Yu Kameoka of 

OECD’s Centre for Educational Research and Innovation, the internationalization of 

higher education is taking place in regional groupings of nations.  These groupings are 

based on economic relationships such as the European Union, the North American Free 

Trade Association, the Asia Pacific Economic Co-operation and have become part of the 

WTO agenda.  Within these economically defined regions, there is increasing mobility of 

students and faculty and the sharing of instructional software (OECD Observer, p.34-36). 

 According to Kameoka, the result of the exchanges is a growing 

internationalization of the curricula of higher education.  The internationalized curricula 

is defined as those “with an international orientation in content, aimed at preparing 

students for performing (professionally/socially) in an international and multicultural 

context” (p.35).  In this regard, higher education institutions are responding to the 

demands of the global market for “internationally trained professionals, who are able to 

address cross-border and global problems from an international and interdisciplinary 

perspective and to work with people from different national and cultural backgrounds” 

(p.35).  International education is a method for creating cooperative international 

workforces and helping corporate managers function in different cultural contexts. 

 In a series of seminars in 1993 and 1995 on the issue of internationalization 

OECD advocated the following activities for higher education: 

• An assessment should be made of the impact of internationalization on 

world trade in services.  This work should address the role of international 

professional standards and recognition of degrees as a facilitator or 

constraint on trade in knowledge-based services. 

• Improved benefit/cost analysis of internationalism is required with special 

attention to the links in incentives and information among the stakeholders 

at various levels. 

• Employment and productivity effects of internationalization need to be 

better documented as do the claims that graduates have improved 

understanding, tolerance, and support for other cultures. 

(Windham, 1996, p.26) 
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The World Bank 

 Established in 1946, a year earlier than the Marshall Plan, the World Bank was 

designed to provide loans to developing nations. Its purposes were similar to the Marshall 

Plan.  By helping developing nations, the World Bank was to stop the spread of Soviet 

communism, reduce political and social unrest, and create markets for U.S. goods.  The 

working definition of a developing nation was a country within minimum 

creditworthiness that could not secure loans in international financial markets.  In the 

official statement of the World Bank “the World Bank is a ‘lender of last resort’” (World 

Bank, 1995).  Over its 50 plus years of existence, the Bank has loaned more than $280 

billion to developing countries and institutions.  The Bank’s education loans are closely 

tied to human capital ideas and reflect the current reform proposals of its major 

shareholder, the United States (Banya, 2005). 

 An example of the parallel between the World Bank’s education reforms for 

developing countries and current school reform in the United States is evident by the 

Bank’s 1995 policy statement, Priorities and Strategies for Education: A World Bank 

Review.  Although disavowing any effort to impose a single curriculum on developing 

countries, the policy statement declared “some generalizations can be made” (p.6).  These 

generalizations represent a particular concept of the nature of schooling that is closely 

tied to human capital ideas, globalization, and U.S. school reform.  After asserting that 

basic education “helps reduce poverty by increasing the productivity of the poor,” the 

report defined basic education as including “language, science and mathematics, and 

communication that provide the foundation for further education and training.  Its also 

includes the development of attitudes necessary for the workplace” (p.2).  Missing from 

this definition of a basic education are subjects such as history, literature and the arts.  

The primary stress is on education for economic growth.   

 Treating education funding as an economic investment, the World Bank 

advocates the use of economic analysis to judge educational outcomes.  The following 

quote illustrates the World Bank’s stress on the economic character of education and 

human capital accounting methods: 
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Educational priorities should be set with reference to outcomes, using economic 
analysis, standard setting, and measurement of achievement through learning 
assessments…Economic analysis usually compares benefits (in labor 
productivity, as measured by wages) with costs for individuals  and for society.  It 
identifies as priorities for public investment those investments for which the 
social rate of return is highest and the level of public subsidization is lowest.  
Rates of return must be calculated for specific country circumstances and cannot 
be assumed (p.7). 

 

 According to the Bank, curricula that does not serve labor market needs, such as 

philosophy, literature, and history receives less financial support and, consequently, there 

are fewer courses offered in these subjects.  The following quote exemplifies this 

economic language and reasoning: 

Private higher education can be useful in signaling changes that are occurring in 
the labor market to government and to the public universities as well, increasing 
the externally efficiency of the higher education system, generally…Many of the 
labor markets signaling benefits of private higher education can be obtained 
through greater cost-recovery from students…but also through income generating 
activities such as part-time studies and continuing education.  Still, insofar as 
public higher education is concerned, government has a legitimate proactive role 
in managing the supply and characteristics of students entering the labor market 
(Elsmon & Holm-Nielsen, 1994). 

 

 Thus, the ideas disseminated by the World Bank and the OECD are identical.  The 

purpose of education is economic growth.  Education is controlled to produce graduates 

that contribute to economic growth.  Measurements of educational progress are based on 

increases in economic productivity.  Economic analysis is applied to educational 

problems.  Solutions are couched in the language of decision making in a free market.  

This combination of economic and education language is linked to the needs of a free 

market global economy. 

 As the two most powerful institutions in spreading the ideas of neoliberalism, the 

Bank and OECD have greatly influenced higher education policy in international 

curriculum in sub-Saharan Africa.  Globalization has had a profound impact on higher 

education, leading to what Scott has described as a shift from ‘closed’ to an ‘open’ 

system (Scott, 1995).  This ‘open’ system, accompanied by the egalitarian pressures to 

reduce inequalities (Kraak, 1997) and the need to promote lifelong learning are further 

trends supporting massification of higher education. 
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 The internationalization of curricula is one of the most important parameters in 

the process of internationalizing an institution.  Curriculum development is also one of 

the most contentious areas in any African country where the imperatives of the forces of 

globalization are part of the package of the economic support and advice from external 

agencies and consultants, especially the World Bank and donor agencies.  The ‘market 

ideology’ influences the nature of the university towards what has been termed the 

‘market university.’  The primary characteristic of the ‘market university’ is the 

commodification of knowledge which can be manufactured, bought and sold (Orr, 1997).  

Market forces are also at play in countries where undergraduate and postgraduate 

programs could not function without international students.  In these cases students 

themselves have become commodities in the survival strategies of these universities 

(Gibbons, 1997). 

 Haque (1997) in a paper titled “Globalization of Market Ideology and its Impact 

on Third World Development,” presents a critical analysis of an emerging pro-market 

framework that has adverse implications for various groups and classes in Third World 

countries.  He argues that the contemporary pro-market policies are largely based on 

ideological rather than rational criteria, that the ideological tendencies inherent in these 

policies can be generalized as a ‘market ideology,’ and that such a market ideology has 

been extensively globalized in recent years through various forms of influence and 

manipulation by its national and international advocates.  The forces of privatization, 

deregulation and liberalization have led to the return of experts and ‘advisers’ to Third 

World countries (1997).  One only needs to casually look at the various NGOs in 

developing countries. 

In an environment where the globalization of the economy is transforming higher 

education and is expected to be the driving force that determines the international nature 

of the university, educators need to examine the forces of globalization, over which there 

is not much choice versus those of internationalization where deliberate decisions are 

made regarding what is in the interest of the institution.  The distinction between 

globalization that places emphasis on homogeneity and internationalization that places 
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emphasis on diversity becomes critical in developing and sustaining collaborative 

programs of mutual benefit with international partners. 

 

Linkages 

 As part of knowledge being recognized as part of the World Trade Agreement, 

universities from developed countries have opened and continue to establish linkages in 

sub-Saharan Africa and indeed, the rest of the world.  This section discusses a few of 

such linkages. 

Ghana.  Three institutions —Golden Beach Hotels, the University of Cape Coast 

(UCC) and Kwame Nkrumah University of Science and Technology — have signed 

separate memorandums of understanding for linkage agreements with the University of 

Maryland Eastern Shores (UMES).  The UMES/UCC agreement will help stimulate 

technical cooperation in establishing a Hospitality and Tourism Institute, which will 

provide professional training and certification for management-, supervisory- and basic-

level personnel in Ghana’s hotel, restaurant and travel industry. The diplomas and 

certificates will be awarded through UCC, and Golden Beach Hotels will provide 

facilities for practical training. The agreements between UMES and the two Ghanaian 

universities will also foster international exchange programs, and are initially being 

funded through two U.S. government grants (Ghanaian Chronicle, July 12, 2004.  

Kenya.  In recent years China has granted scholarships to nearly 200 Kenyans. In 

Kenya, Chinese professors have been offering students classes in agriculture and Chinese 

language at Egerton University since 1995. The Sino-Kenyan Horticultural Technology 

Cooperation Center is considered by many as the best of its kind in East Africa.  This past 

year China's Ministry of Education took steps to establish a full-fledged Chinese 

language institute in the country. The Confucius Institute opened its first African location 

in December in Nairobi. The Institute is a nonprofit center promoting Chinese culture and 

language education with branches at academic institutions worldwide. Similar to Spain’s 

Cervantes Institute, the program was designed by China’s National Office for Teaching 

Chinese as a Foreign Language (NOTCFL) to advance Chinese teaching around the 

world.   
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The Kenyan institute is the result of an agreement between NOTCFL, Tianjin 

Normal University and the University of Nairobi finalized in June 2004. “Its 

establishment and development is valuable fruit of education exchanging programs 

between the two countries,” Kenyan Assistant Minister for Education Kilemi Mwiria 

said. The Nairobi institute is the first of 16 Africa-based Confucius Institutes approved by 

NOTFCL (People's Daily, Jan. 17, 2006).   

The Aga Khan University, East Africa’s first private medical school, will offer 

postgraduate courses in internal medicine, general surgery and radiology beginning in 

November of this year. The curriculum for the courses is the result of a consensus 

reached by medical experts from the University of Nairobi, Moi University, Aga Khan 

University and the Aga Khan Hospitals in Nairobi and Karachi through a number of 

workshops. According to academics from Moi University, this is the first time 

universities in East Africa have come together to agree on course curriculum for one 

university.  The university’s first program in East Africa is in advanced nursing studies 

offered at the Kenya Campus, next to the Aga Khan Hospital, Nairobi. The course is 

accredited by the Kenya Commission for Higher Education and enrolls students for 

diploma and bachelor-level studies (The Nation, Aug. 27, 2003).   

There is also inter-African establishment of institutions of higher education, for 

example, The Regional Institute of Business Management based in Nairobi will begin 

offering classes from Uganda’s Makerere University this year.  Positions for Kenyan 

students at Makerere are highly sought after as the university reserves only 10 percent of 

its places for international students. The institute will offer five programs including 

business management, library and information science, community psychology, mass 

communications and law. While classes will be held in Kenya, all of the grading and 

approval of lectures will be done from Makerere. Undergraduate courses within the new 

program will only be offered to advanced level certificate holders (The New Vision, Jan. 

3, 2006).   

Francophone Africa.  Francophone Africa is made up of 29 countries (eighteen 

where French is the official language, six where it is one of two official languages, and 

five countries where French is not one of the official languages but has a powerful 

presence). The combined population is approximately 394 million (there are conflicting 
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figures). Francophone Africa does not constitute a single political, economic, or cultural 

entity, and member countries exhibit a highly varied scale of foreign educational activity 

(Jokivirta, 2006).  Similar to their English counterparts, there is a growing demand for 

transnational higher education across Francophone Africa. The vast majority of national 

higher education systems are characterized by a growing gap between demand and 

supply. There is a gradual trend towards privatization, but until now the domestic private 

sector has not been able to meet burgeoning demand. Domestic provision is in many 

countries perceived to be of low quality and high study abroad rates suggest a significant 

demand for foreign qualifications. However, overseas study remains too expensive for 

the majority, whereas in-country foreign provision is an increasingly viable and attractive 

alternative. In-country foreign fees are often in large part subsidized by external funding 

sources and, in cases where student fees apply, a growing proportion of the population is 

able to pay for imported provision (Observatory on Borderless Higher Education, 2005). 

The vast majority of cross-border projects in the sub-region have been provided 

by the developed countries of the francophone world, especially France, with little or no 

involvement from local or regional players.  The Agence Universitaire de la 

Francophone (AUF) has been at the forefront of higher education developments in 

French-speaking Africa. Unlike the often competing national agencies of the English-

speaking world, AUF is an international body unified by a language ‘under threat’, which 

is aimed at coordinating and enhancing French language higher education worldwide. A 

‘top-down’ capacity-building approach has been adopted, in line with the inherited 

Francophone tradition of ‘free university education for all.’  Francophone Africa is 

increasingly moving towards a diversification of funding sources, increase in student fees 

and a more ‘bottom-up’ model of collaboration with growing host country involvement.  

There is a move towards a branch campus model in countries such as Mauritius, Senegal 

and Lebanon where national authorities have explicitly invited foreign institutions to 

commence operations. Examples include the School for Business Management and 

Administration (ESA), established in Lebanon as a joint venture between the Lebanon 

and Paris Chambers of Commerce to promote economic links between the two countries. 

The French University of Egypt (UFE) is operated by a consortium of France-based 
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organizations and is supported by significant private investment from both the source and 

host countries (The Observatory on Borderless Higher Education, 2005). 

Although relatively small, there are several examples of large-scale operations 

established by non-Francophone actors. US-based Suffolk University opened a joint 

center in Dakar, Senegal, in 1999 in collaboration with a local business school. There are 

two examples of Indian branch campuses operating in Mauritius. The Mauras College of 

Dentistry was established in 2003 by India’s Bhavnagar University to offer post-graduate 

programs to students across the Indian Ocean sub-region, and India’s Sikkim Manipal 

University has recently announced plans to open a branch campus offering tertiary 

programs in information and communications technology (ICT).  This clearly indicates 

that others are interested in operating in francophone Africa.   

 

Some Problems in Partnership 

i) Local issues 

 In considering cooperative and partnership arrangements, universities in the North 

need to address some of the concerns raised by universities in the South and their 

responses to global changes and increased competition.  First, there is a general concern 

that with the changes taking place globally, countries of the South are at risk of having 

their local concerns overlooked or ignored.  The response in some instances has been to 

make a shift from basic research to applied research. 

ii) Cultural Bias 

 Second, at their extreme, foreign programs are accused of being ghettos of foreign 

culture in a foreign country, surrounded by an almost impenetrable member that 

prevents meaningful contact with the host culture and community.  There is concern 

over lack of sensitivity to the cultural bias of exported education.  Because of limited 

interaction socially with their classmates, foreign students who come with such 

institutions lack the modes of interaction appropriate to the host culture.  There is also 

concern about the negative impact competition could have on institutions as it erodes 

the best human resources resulting in the decay or eventual closure of institutions.  In 

a marketplace where commodities and ideas are strong there may be a danger that the 

universalizing influence of globalization may destroy the local culture and local 

2007 HICE Proceedings 
Page 168



 10

patterns of life, and counteract and undercut the national discourses of citizenship 

needed to nurture democracy and the culture of human rights (Ekong and Cloete, 

1997). 

 

 

iii) Inequality 

 Third, there is concern over partnerships that might perpetuate inequalities among 

institutions and among students within the same institution.  For example, a private 

sector and public sector partnership that aimed at delivering education to the masses 

could result in the short changing of poor students receiving their education through 

those arrangements (Moja & Cloete, 2001).  The often-cited success story of 

innovations at Makerere University has been criticized in some quarters for creating 

inequalities among students taking the same courses.  The partnership between Tufts 

University and Makerere University in delivering a political science course using 

technology allows some and not the whole class to participate in the interactions.  The 

emerging inequalities have become common in countries with free higher education 

systems but with provision for the intake of fee-paying students to supplement 

institutional income.   

 Caution: It should be noted that partnership is not limited to only universities in 

the North.  Some universities in sub-Saharan Africa are active in partnership within the 

region.  For example, in South Africa, the University of South Africa (UNISA) has 

entered into agreements with three institutions of higher education in Africa, furthering 

South Africa’s position as a leading educational exporter on the continent.  The new 

agreements will partner UNISA with the University of Sudan, Mauritius College of the 

Air, and Kigali Institute of Education in Rwanda.  The new agreements come on top of 

already existing partnerships with tertiary institutions in the Seychelles, Kenya, 

Zimbabwe and Mauritius.  With UNISA soon expected to further expand its distance-

education export operations into Africa, South Africa could establish a strong base and 

dominate the distance-education sector in Africa (Business Day, June 27, 2003).   

 

Delivery System 
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 While still in its infancy, e-learning is increasingly viewed as a viable alternative 

to large-scale face-to-face delivery, particularly in light of rapid population growth, 

increasing ICT funding and limited indigenous higher education infrastructure. ICT-

enhanced learning could expand access without any in-country commitment required 

from the source country. However, poor technological infrastructure, low bandwidth 

availability and language remain important barriers to online access. According to the 

African Virtual University (AVU), the past decade has seen a proliferation of online and 

distance learning players in the sub-region with little mission coordination or institutional 

collaboration. A growing number of foreign institutions offering tertiary programs online 

or at a distance have reported difficulties in subsidizing student fees and several have 

collapsed after the initial funding period came to an end (AVU, 2005). 

 Many of the linkages define their courses increasingly through “virtual” systems, 

with the result that face-to-face meetings of faculty and students hardly exists.  This is 

illustrated by the recent (2005) Conference on Technology in Tunisia: Plans for a “virtual 

university” that will provide African students with Internet-based training were 

announced in November at the World Summit on the Information Society in Tunisia. The 

online academy was among a number of initiatives announced at the summit that aim to 

use information and communication technologies to improve health, education and 

scientific research in developing countries.  The academy, a joint initiative of Tunisia's 

Borj-Cedria Science and Technology Park and the United Nations University (UNU), 

will focus on the environment, water, renewable energy and biotechnology. It also 

intends to strengthen links between African scientists and research institutions, including 

existing centers for Internet-based learning such as the UNU Water Virtual Learning 

Center, the UNU-affiliated Global Virtual University and the Kenya-based African 

Virtual University (SciDev. Nov. 22, 2005).  The University of Nairobi has launched a 

distance learning bachelor’s program in education.  The university becomes the first 

institution in east and central Africa to launch a program of this kind.  So far, 150 

teachers nationwide have enrolled for the program (The East African Standard, August 

13, 2003). 

Conclusion 
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 The push to internationalize the curriculum seems to be universally accepted by 

many in the developing world, either out of necessity (resources) or inevitability (Internet 

technology).  However, as outlined in this paper there is a need to be cautious in 

accepting ideas from abroad.  Local traditions, norms, and context ought to be 

considered.  In the final analysis, the university as an international organization is a myth.  

As Scott (2005) observed: 

The university has always been regarded as inherently an international institution.  
Grand notions of the studia generales of medieval Europe, of students wandering 
from Bologna to Paris to Oxford suggest that from its earliest times the university 
transcended national frontiers.  But the frontiers between state, community and 
people, between temporal and spiritual power were very different then, more fluid 
and more permeable, that the frontiers of the modern world.  Universities almost 
from their beginnings were national institutions.  They grew up alongside and 
under the protection of nation states.  And the current size and influence of higher 
education systems is closed related to their perceived capacity to fulfill national 
purposes in terms of strategic power, economic efficiency, social equity and so 
on.  Second, the development of mass higher education systems does not inhibit 
the growth of international exchanges and other links.  But it does mean that these 
exchanges and links must be seen in a new light: mutual rather than one-way, 
market-driven as much as state-sponsored, multi-faceted rather than 
unproblematic. 

 Leaders in developing countries are quite aware of this phenomenon, as laws in 

universities were established to assert pride in independence and to produce indigenous 

human power that could help in nation building.  The local cannot be completely ignored 

in the drive to internationalize the curriculum. 
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“COLD water! It is COLD water!” I heard some women shouting.  A little boy placed a 
water bottle on his sweaty forehead while his mother breastfed a tiny baby. The mother’s 
look was vacant. “It’s COLD water!” everyone was now shooting. Two little girls smiled 
and cried out: “AGUA!” One of the girls was sitting on a stroller. (Notes from the 
journal of M. Barcenas-Mooradian:  Distributing water bottles on San Pedro and San 
Julian streets on Skid Row, Los Angeles, July 2006. Temperature: More than 100 
degrees). 
 
“What did you say?”, I asked the young  boy who kept mumbling under his breath as he 
and his family were checking out of a dilapidated hotel. He flashed a smile and said: 
“Oh, I’ m just praying to God so we can find a dry place to sleep tonight. My sister is 
sick and my mom not too good either . . . I am going far from here and get a place.” It 
was cold and misty. He promised to keep in touch but he never did. I will never forget his 
smile as he disappeared into the night. Was it a sad smile or a hopeful smile? I guess I 
will never know. (From the final report by L. Arguelles: My Experiences with Two 
Teaching and Counseling Projects for Puerto Rican Homeless Adolescents in the Lower 
East Side, Catholic Charities Neighborhood Youth Corps, New York, March, 1968). 
 
“”… huge homeless populations overflow from Skid Rows to form their own geographies  
throughout the urban fabric, with their largest concentrations unhoused in Los Angeles 
and New York, the homeless capitals of America”(Edward Soja, Postmetropolis,2000).  
 
 
 
                                                       Introduction 

  

 This paper describes the contemplative phase of an action-research project 

designed to develop, implement, and evaluate a wisdom tradition and spiritual capital 

approach for living and working with homeless persons, including children and youth, as 

well as educating future teachers. Wisdom traditions refer to ancient spiritual teachings 

that are a legacy for humankind. Spiritual capital is a vision and a flexible and non-linear 

model for personal, organizational, and cultural sustainability within a wider framework 

of community and global concerns. It is capital that is best amassed by serving in a 

2007 HICE Proceedings 
Page 175



compassionate manner the deepest concerns of all sentient beings and the planet1.  

Specifically, the project seeks to complement the prevailing ways in which most of us 

routinely engage with homeless persons and with the experience of homelessness and to 

balance the training that teachers who are motivated to work with the population are 

currently receiving. 

The vehicle of the project will be a counter- community composed of a small 

number (10-12) homeless children and their families, social service staff, and teachers 

who will meet on a regular basis in order to learn how to understand, educate, and take 

care of each other’s spiritual and material needs. The counter- community form is loosely 

based on the prototypical form of Christian Base and Catholic worker communities and 

Buddhist Sanghas. One of the fundamental teachings of Buddhism and some other 

wisdom traditions is the co-arising of mind and matter. These teachings do not postulate 

one “single cause” to explain conditions such as homelessness but multiple causes 

including socio-economic, cultural, psychological, and military processes and structures. 

Thus, the teachings encourage looking deeply at the reality that we find ourselves in and 

complement the prevailing norms and structures by creating counter-values, counter-

communities, counter-economies, counter-policies, and the like2. 

It is currently anticipated that this counter-community which we will co-initiate 

will draw participants from two venues. These are: The Union Rescue Mission, one of the 

oldest organizations serving the Skid Road population in Los Angeles. It will also draw 

from student groups at the School of Educational Studies at Claremont Graduate 

University, a school with a Teacher Education Program anchored in a social justice 

                                                 
1 See Zohar, D. and I. Marshall. Spiritual Capital: Wealth We Can Live By, p. 5. 
2 In Sivaraksa, S. Seeds of Peace: A Buddhist Vision for Renewing Society, p. 103 
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tradition and which is located in the periphery of the Los Angeles Metropolitan Area. 

One of the authors and co-initiator of the counter-community (Barcenas-Mooradian) Has 

been involved with the Union Rescue Mission and her mother-in-law is a staff member 

there. The other author and co-initiator (Arguelles) is in on the Education faculty at 

Claremont Graduate University (CGU).  She has a long history of community organizing 

in Latino ethnic enclaves and work with homeless persons in California and New York. 

Barcenas-Mooradian is also a doctoral student at CGU and a faculty member in one of its 

affiliated colleges. 

The paper is based on the  contemplation of selected insights from wisdom 

tradition teachings and from contemporary spiritually-based scholarship in the context of 

the project’s mission. These contemplations complement our more academic approach to 

the initiation of the project which will involve a substantial review of the relevant 

literature and of similar projects.  The difference between a contemplative approach such 

as this and a scholarly approach was well articulated in ancient times by Dionysius, the 

Areopagite. Dyonysius wrote that when you work on a text, that is study, but when a text 

works on you, that is lectio or contemplation3. 

The insights we identified for our contemplation purposes have come mostly from 

our own root traditions of Christianity (Barcenas-Mooradian), and Buddhism (Arguelles) 

and through the oral teachings and writings of Thich Nhat Hanh and Father Basil 

Pennington.  We also selected and contemplated insights from the work of  Joanna Macy, 

Aura Glazer, Sulak Sivaraksa, Dana Zohar and Ian Marshall on world as self, the value of 

training in  equanimity, the need for counter-communities, and the importance of spiritual 

capital respectively.   
                                                 
3 In R. Waterfield’s Rene Guenon and the Future of the West, p. 58 
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        Contemplating Wisdom Teachings and Spiritually-Based Scholarship 

Our work reflects the recent transdisciplinary interest and personal emphasis in 

what can be described as the spiritual in human life. Perhaps more than ever before, we 

and those that we work closely with, are becoming consciously aware that we are 

spiritual beings, continuously seeking an ultimate refuge and a stronghold of goodness 

while trying to make sure that our spirituality does not dry up into religious 

fundamentalism or go over into emotional escapism. For us, safeguarding and nurturing 

our spirituality means remaining in touch with reality, the reality of a world of 

accelerated globalization, increased technological change, environmental destruction, 

war, and homelessness, but a world that is also one of smiling babies, of dogs trying to 

save their owners; of men and women donating organs to strangers; a world of incredible 

beauty, courage, and passion. In addition, this process of safeguarding and nurturing our 

spirituality involves being in touch with our own minds, minds obsessed with the 

personal and weighted down by greed, desire, and the urge to consume  but minds that 

are also capable of clarifying their own fundamental pristine nature.   

 We found that identifying relevant teachings from wisdom traditions and current 

spiritually-based scholarship, spending relatively long periods of time contemplating a 

broad sample of them, and sharing them with potential co-participants in our counter-

cultural community, have been extraordinarily helpful practices. The contemplations 

have served us as a refuge from daily struggles, as inspiration, and as an excellent way of 

beginning to compile a toolkit of skillful means for the community building and 

maintenance tasks ahead.  In the contemporary academic world, to spend months in this 
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type of contemplation is unheard of, particularly if those designing the project are vying 

for a grant. A carefully defined focus, speed, deadlines, and conventional methodologies 

are of the essence for successful grant-making. Therefore, we have decided not to seek 

grant monies at this time and instead fund the project with our own resources and with 

gifts from friends and some of the participants. 

 

Teachings from the Heart of Vietnamese Zen 

One of the first contemplations that we have engaged in has involved recalling the 

life and work of the Vietnamese Zen monk Thich Nhat Hanh. Nhat Hahn often teaches 

about the homelessness of exile. He also teaches about the necessity and the means to be 

truly in touch with the realities of our world and our minds.  He teaches by both personal 

example and through his scholarly and popular writings. A non-violent activist and social 

service worker caught as a young monk in the horrors of the Vietnam War, Nhat Hanh 

eventually left his country as an exile and came to the West where he has been living and 

teaching for several decades. By the time he left Vietnam, most of the people who had 

worked with him trying to do service for all of those impacted by the war had been killed. 

  Of the homelessness of exile he has written: 

“When I first left Vietnam, I had a dream in which I was a young boy smiling and at ease, 
in my own land, surrounded by my own people, in a time of peace….The dream recurred 
many times.  I continued to do my work and to practice mindfulness, trying to be in touch 
with the beautiful trees, people, flowers, and sunshine that surrounded me in Europe and 
North America. I looked deeply at the trees and played under the trees with the children 
as I had done in Vietnam. After a year, the dream stopped. Seeds of acceptance and joy 
had been planted in me, and I began to look to Europe, America, and other countries in 
Asia as also my home. I realized that my home is the Earth….”4 
 

                                                 
4 Nhat Hahn in Arnold Kottler’s (ed) Engaged Buddhist Reader. 
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This contemplation reminded author Arguelles of Vivian, a Mexican lawyer in her 

thirties, who with her two children, had become homeless after her undocumented 

migration to Los Angeles. For days Arguelles worked with Vivian, who was HIV 

positive, helping her secure a small subsidized apartment, food, and medical care while 

teaching her some meditative practices to deal with her fear of death . One day Vivian 

said to Arguelles’ amazement: “I feel much better. I know that things have not changed 

much but now I don’t feel I am homeless. This place is not the big home in Mexico 

where I grew up and that I miss so terribly but it is home and I can play with my children 

like my mother played with me. I am so aware of the preciousness of each moment.  I 

even wait for the sun to come up every day.”5 

Getting and Remaining in Touch with Our Worlds and Our Minds 

Nhat Hahn has taught extensively about what it means to be in touch with the 

world. He has written:  

“To be in touch with the reality of the world means to be in touch with everything that is 
around us in the animal, vegetable, and mineral realms. If we want to be in touch, we 
have to get out of our shell and look clearly and deeply at the wonders of life-the 
snowflakes, the moonlight, the beautiful flowers- and also the suffering-hunger, disease, 
torture, and oppression. Overflowing with understanding and compassion, we can 
appreciate the wonders of life, and at the same time, act with the firm resolve to alleviate 
the suffering.”6 
  

We believe that this teaching is extraordinarily important for those who work on 

behalf and at the behest of homeless and other disenfranchised persons and groups 

including teachers. Very frequently when we are confronted with extreme levels of 

material deprivation and emotional and physical abuse, we become both unable and 

unwilling to be in touch with the wonders of being alive. Arguelles also remembers 

                                                 
5 Personal conversation. 
6 In Nhat Hahn’s book, Interbeing: Fourteen Guidelines for Engaged Buddhism, pp. 3-4. 
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vividly how a woman who had been recently raped and was being pursued by the 

Immigration Service on account of her undocumented legal status reminded everyone in 

her ‘safe house” to enjoy life and stated that she was trying to do the same as best as she 

could. Those whose mind’s are not happy nor peaceful cannot calmly share their 

happiness and peace with others and at times these are the only things that we can give to 

others in the absence of material, pedagogical, or legal resources to help them in their 

plight. 

Nhat Hanh advises us that: “To be in touch with one’s mind means to be aware of 

the processes of our inner life-feelings, perceptions, and mental formations-and  also to 

rediscover our true mind, which is the wellspring of understanding  and compassion”.7 

Our English word “compassion” has its roots in the Latin compati and means to suffer 

with another. In a majority of wisdom traditions, including those of the East and the 

West, compassion is similarly seen as rooted in the sentiment of “suffering with”. Some 

of these traditions however, acknowledge that compassion, though it often begins with 

the desire to “suffer with”, can then be developed into a commitment to work toward 

helping all sentient beings to overcome their suffering and its causes whatever the 

situation. In the Buddhist tradition this type of compassion is called “Great Compassion”, 

and it comes with great stability of mind and skillful means. 

Relating to Our World 

Getting to know our world is easier said than done and getting to know “the 

Other’s” world is even more difficult. By “our world” we mean the contexts in which our 

lives are lived. This “our world” seems as of late to be sending us so many distress 

signals that we can barely cope with them: war, school violence, environmental 
                                                 
7 In Nhat Hahn, loc cit. 
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destruction, domestic violence, homelessness . . .  These signals bring with them a sense 

of urgency that something needs to be done and that we must begin somewhere. In the 

face of this predicament, contemplating the writings of the philosopher and activist 

teacher Joanna Macy has been helpful. Macy advises that rather than trying to understand 

the reality of the world from the start, we must first take a look at how we actually relate 

to it. In the process Macy suggests that we will discover that the way we look at the 

world will determine how we act within it and how we look at the world of distant 

“Others”.  

Macy holds that people relate to the world in one of four ways. She considers 

these ways not specific to any particular religion; indeed she believes one can find them 

in any religion or in any wisdom or spiritual tradition. These ways are: world as 

battlefield, world as trap, world as lover, and world as self. For Macy, those who see their 

world as a battlefield or a place divided into the forces of evil and the forces of good will 

constantly be seeking battles. These could be battles waged against the horror of 

homelessness. For the most part, people who relate to the world in this way will see 

themselves almost always as a force of good and in need of purging the Earth of those 

they deem to belong to the forces of evil. People who see their world as a trap see it as a 

place from which they need to extricate themselves and flee. Escapism through busyness, 

drugs, and even spirituality is often their preferred method of escaping this trap. This 

manner of relatedness can be manifested in other areas and result in for example losing 

patience with a homeless person who does not seem to be able to escape his or her 

situation or trying to escape from coming face to face with the reality of homelessness. 

Alternatively, according to Macy, those who relate to their world as lover seem to 
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embrace it as a partner in the delicate dance of life. They are in love with the world and 

see beauty in each life form and event, though they will acknowledge the dark and the 

painful. Surprisingly, people who suffer from dismal circumstances relate to the world as 

lover at times and can see beauty in places that can be deemed ugly by a majority of 

people. One of the authors (Arguelles) saw a dramatic example of this type of lover 

relatedness in a homeless child when the girl made a painting for a fund-raising art show 

to benefit the day shelter educational program she was attending. The little girl painted a 

trash can with a flower in it and wrote on the painting the following words: “I see a 

beautiful flower in the trash and I am so happy”. 

Finally, there are those who, according to Macy, uniquely see their world as an 

extended Self and for whom the world’s story slowly becomes their own. This feeling 

toward the world does not imply any surrender of individuality. It implies that some 

people feel one with the world and feel that any harm done to its physical envelope or to 

the beings that inhabit it is harm done to them8. In a recent conversation about Joanna 

Macy’s work with one of my teacher education students who may become a participant in 

the project, she mentioned how socialized she had been into seeing the world as 

battlefield and how she would welcome the opportunity to share with others who could 

see the world differently. She related an incident at her school involving a student of hers 

who had become homeless: “I was so incensed about the fact that this kid was homeless 

that I spent the day thinking how I could impact school policy about homeless children 

and fight the Bush Administration some more. I was more than ready for action and I 

think that was very good except that I forgot to attend closely to the student. I sort of 

brushed him off.”  
                                                 
8 See J. Macy’s article “World As Lover, World As Self”, in Arnold Kottler, op cit, pp. 150-161. 
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Contemplating the World of Homelessness 

Deeply looking into the world of the “Homeless Other” must entail seeing it as 

part of our own world, with all the pain that this implies. In our case we can look at the 

situation that each day of the year, 800,000 of our fellow human beings living in the most 

affluent country of the world are forcefully deprived of shelter and other basic needs. 

Deeply thinking about this world, beyond the statistics and the fancy reports, brings the 

feeling that this tragedy has touched, is touching, or will touch all of us eventually. The 

homeless in America today are not only predominantly single adult men and women like 

in past eras. This tragedy now involves thousands of children and adolescents.  The most 

reliable estimates are that in any given year approximately 900,000 to 1.4 million 

children will experience homelessness for periods of a few days. Sometimes however, 

these children also experience prolonged and repetitive episodes of homelessness. 

Although government and non-governmental organizations have used grand intervention 

strategies throughout the years to ameliorate both the suffering of the people and the 

social situation, the over- production of homelessness by multiple causes such as the lack 

of affordable housing and medical care, the increasing number of jobs that do not pay a 

living wage, domestic violence, and the absence of a realistic social safety net, continues 

unabated. 

The most proximate part of our world of homelessness is the Skid Row area of 

Los Angeles now “home” to approximately 5,000 to 7,000 homeless men, women, and 

children of African-American, Latino, and White ethno-racial and color identities. The 

homeless here are young and old, sick and healthy. They come from poor homes and 

from middle-class homes. Some walk with their families and some walk alone or with 

2007 HICE Proceedings 
Page 185



someone that they‘ve just met who has offered protection, company, casual sex, or all of 

these. Some people are high school drop-outs and some are college graduates.   Living 

with these homeless adults are children and adolescents and other adults labeled mentally 

ill, drug addicts, and felons. Among them are also infirm men and women “dumped” by 

hospitals for lack of insurance or beds and still wearing their hospital gowns and bearing 

open and ulcerated wounds.  

We can painfully see countless fellow human beings living in cardboard boxes, in 

dilapidated hotels, on benches and sidewalks. They suffer routine aggression from the 

business community and the police who have been as of late been more intent than ever 

in cleaning up the area because of what many suspect will be a process of rapid 

gentrification.9  

Near Skid Row in the affluent cities of West Hollywood and Hollywood and in 

other parts of the down-town core, the presence of  between 5,000 to 10,000 gay, lesbian, 

bisexual, and transgendered homeless youth who have been disowned and frequently 

sexually abused and physically battered by their heterosexist parents, has been felt for 

years. Many of these youth cruise the streets in the evening and go to school in the 

morning.  A large number have AIDS or are HIV infected, are routinely subjected to hate 

crimes involving insults, mugging, and even murder, and are engaged in the sex trade. 

They and the general public have a common secret: They all know that a good number of 

these youth will never grow up and experience adulthood and old age.  

Ashamed of their condition, ignorant of their rights, unable to secure the 

necessary legal documentation, and/or resigned to their fate, the vast majority of  

                                                 
9 The fear of the authorities is sensed by this population and can be contextualized by the next story. As the 
authors were delivering cold water to the men and women on San Pedro and San Julian street on a hot 
afternoon an elderly and frail lady was refusing to take the water as she was afraid we were with the police. 
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homeless people who live in Los Angeles County (42% to 77%) do not take advantage of 

the public benefits to which they are entitled. This fact runs counter to public perception 

still guided by media images of the homeless free rider.10 

When I shared some of these contemplations with a student who had initially 

wanted to teach in a school where a large number of homeless students are usually 

enrolled, she commented: “I want to do it, but it is too close. I come from a poor family 

and I am simply too close. If I look deeply as you say I should do I will panic because the 

fear will come back . . . the fear of being homeless again.” This comment illustrates the 

difficulties that schools who have large numbers of students who are homeless have in 

attracting teachers who have had personal experiences of homelessness. Administrators 

believe that these teachers will provide valuable role models and will be able to better 

understand homeless students. Very frequently however, the reverse is the case, because  

these teachers, who initially accept with great passion the challenge to teach homeless 

students, have to retreat from their commitments as the fear of homelessness returns to 

their minds.    

Perhaps it would be easier for these teachers and for ourselves if we looked even 

deeper into this world of homelessness, as Thich Nhat Hahn would advise us to do and 

without romanticizing the pain and oppression, we would allow ourselves to catch 

glimpses of beauty, of hope, and of dreams. Perhaps we can even catch glimpses of 

unrecognized assets amidst the ragged and dirty looking men and women who cross our 

way. Many of our homeless fellow human beings have valuable knowledge and skills but 

we can not see them, even if we try. These often very practical assets could then be 

                                                 
10 See Cousineau et al, 1999. 
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identified and mobilized for the good of the person in question and of the community, yet 

more often than not they remain invisible. 

Contemplating Some Uses and Purposes of Mind Training  

Finding the reality of beautiful things, hopes, dreams, and gifts and assets among 

people who are at the bottom rung of all status ladders in our society is also not an easy 

task. This search can be successful when those who want to better understand homeless 

people in order to more effectively relate to them or teach in their midst can train their 

minds in ways that will permit them to see “disenfranchised others” in their wholeness. 

Simply advising teachers that they need to work from an asset-based approach with 

homeless and other distressed populations is frequently not enough. A mind that cannot 

perceive wholeness is unable to do so through superficial instruction. On one occasion, 

some education students were trained to conduct an asset-based survey in a low-income 

neighborhood. After considerable discussion of the value of asset-based approaches in 

education and familiarizing themselves with the instrument, the students headed to the 

community. Several days later they returned having dutifully filled out the surveys in 

which they documented the richness of the assets in a very poor community that included 

homeless persons with substantial carpentry, plumbing, and elderly and child care skills. 

However, when the students wrote the survey report their conclusions were clearly based 

on a needs approach to understanding the neighborhood, an approach in which the 

problems of crime, lack of education, poverty, and homelessness were highlighted and 

the assets were totally ignored. Only an in-depth perusal of the survey material laid bare 

the quantity and quality of the assets the students were ignoring.   
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All wisdom traditions have highly developed mind training methods for the 

cultivation of qualities such as compassion and equanimity. From the Christian tradition 

in which Bárcenas-Mooradian is rooted, comes the ancient mind training practice of 

Centering Prayer, which many have likened to a school of compassion and whose 

practitioners have been the subjects of many neuro-psychological based investigations as 

have Buddhist meditators. Father Basil Pennington, a Centering Prayer scholar and 

practitioner, describes the practice as a method that draws persons from ordinary 

consciousness to one of pure consciousness and in which they can be simply present to 

reality in an undivided way. Thus, Pennington notes that when we enter the way of 

contemplative prayer, we undergo a real conversion of attitude towards our own 

thoughts11. In the Tibetan Buddhist tradition there is also a rich tradition of mind training 

or lo-jong. The psychologist Aura Glaser uses lo-jong practices in her clinical work to 

develop among other qualities the quality of equanimity. Equanimity, according to 

Glaser, relaxes the mind’s reactivity, enhancing its clarity and receptivity. When working 

with homeless populations the importance of a non-reactive and clear mind cannot be 

overestimated, particularly for those who seek to understand this population at a deeper 

and more holistic level.12 

 Contemplating the Spiritual Capital Approach 

In our contemplations, we resonated with Danah Zohar’s and Ian Marshall’s 

spiritual capital approach and their ideal of servant leadership, which at different points 

of our lives we have tried relatively unsuccessfully to emulate.13 The resonance is such 

that, some serious concerns about their pro-capitalist orientation notwithstanding, we feel 

                                                 
11 See Pennington O.C.S.O.’s book, p. 107 
12 See A. Glaser, pp. 132-140. 
13 In Zohar and Marshall. 
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that the spiritual capital approach may facilitate our future community building work. 

The concept itself of “Spiritual Capital” is quite helpful for us, given the potential 

spiritual diversity of our counter-community and the secular nature of public schools in 

which are students teach or will teach in the future. It is not related to any religious or 

sectarian belief, but to a tradition of giving “spiritual” the meaning of “that which gives 

life or vitality to a system.” 

Hence, one of the authors (Barcenas-Mooradian) spent considerable time 

contemplating this approach. She found Zohar’s and Marshall’s main thesis to be that: 

“We need a sense of meaning and values and a sense of fundamental purpose (spiritual 

intelligence) in order to build the wealth that these can generate (spiritual capital.)” For 

these authors there are three kinds of capital in our social order. These are: Material 

capital, social capital, and spiritual capital. Each kind of capital is associated with a 

different kind of “spiritual intelligence”. “Material capital” is related to our Rational 

Intelligence (IQ), “social capital” emerges from our Emotional Intelligence (EQ) and 

“spiritual” capital” grows out of our Spiritual Intelligence (SQ). EQ and SQ can be 

modified or nurtured throughout the course of our lives, while IQ remains unchangeable. 

Material capital creates monetary profit through the application of our rational 

intelligence. Social capital is achieved by building an emotional nexus among members 

of organizations or communities, while spiritual capital is connected to a spiritual 

intelligence that makes human beings able to share a different dimension of values, 

common meanings and crucial purposes.14 In order to make our small counter-community 

                                                 
14 For more detailed information on spiritual intelligence refer to Chapter 5 of Spiritual Capital by Zohar 
and Marshall. They discuss some of the most recent advances in Neuroscience with respect to a third 
intelligence and the God Spot.  Among some of the scientists include Terence Deacon, Viktor Frankl and 
Wolf Singer. 

2007 HICE Proceedings 
Page 190



sustainable we will have to enhance and mobilize all three kinds of capital by nurturing 

the corresponding intelligences. 

We will be probably asked by some of our co-participants that we start our 

community building work by addressing the material capital needs of the homeless 

participants. So we find that Zohar and Marshall are right in emphasizing the unfortunate 

priority of the material by invoking a Maslowian hierarchy of needs. Maslow’s hierarchy 

of needs concept, though not without its critics and now conveniently forgotten in the 

halls of academia and elsewhere, is very helpful for working with people who are 

homeless or poverty-stricken. The first two levels of the hierarchy, safety and survival, 

over- determine the existence of the homeless and of increasingly larger numbers of 

people in our society. Like most individuals of privilege who work in the higher rungs of 

universities in a developed society, we are always at risk of unconsciously resisting the 

prioritizing of basic material needs in our teaching, research, and community work and as 

such the reminders provided by these authors are extremely helpful in this respect. 

We will also have to address the social capital needs and assets of our counter-

community, given its diverse nature. Nurturing our emotional intelligence as well as that 

of our co-participants will be a major task as we seek to build relationships and trust. This 

newly created social capital, however, will have to be of a bonding and bridging nature to 

ensure both the cohesiveness of our counter-community and to prevent it from becoming 

isolated in purpose from other communities and the larger social context. 

Spiritual capital, according to Zohar and Marshall, is built through spiritual 

intelligence and higher motivations. The book gives examples of spiritual capital in 

action in organizational settings. What was helpful for us in this approach is that it made 
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author Arguelles slightly shift from her intense focus on individually-based approaches to 

the development of spiritual capital such as mind training to a relatively more collective 

one. Barcenas-Mooradian particularly resonated with the stories in the book about 

companies acting on the basis of higher motivations. For Arguelles these tales forced her 

to inquire into the openness of her own mind towards “Others” who are not 

disenfranchised and about her ability to learn from them. 

  The organizations that Zohar and Marshall describe are characterized by a 

richness of spiritual capital which makes them have a clear sense of what their goals are 

in relation to the other sectors of society. These goals include an interest in improving the 

quality of life of their communities and/or the world and in carrying out their operations 

in a sustainable way. Though still suspicious of the veracity of these accounts, given her 

anti-capitalist background, Arguelles reverted to a critical inquiry of the organizations in 

question to use the teachings of her own wisdom tradition which distinguish between the 

outer, inner, and secret meanings of a text in order to deal with the claims made by Zohar 

and Marshall. Applied to the stories about spiritually rich organizations, these distinctions 

allowed Arguelles to contemplate these narratives and learn from them even if literally 

they are not true at the level of conventional reality, something that would have been 

impossible in the context of scholarly work. One of our student’s comments is relevant to 

this point. She said:” I wish sometimes I could just suspend my critical judgment because 

I need to be able to open myself to things that violate everything I am committed to in my 

social justice struggles.” 
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The contemplation of the Zohar and Marshall book also brought to mind our two 

sources of participant recruitment and underscored the realization of how very different 

from each other they are. The Union Rescue Mission (URM) is a religious-based 

Christian organization and as such their staff is intimately involved with the Christian 

wisdom tradition. Further, the organization has developed social and religious capital 

with great success. The have built rich and long standing social networks with many 

institutions and benefactors. Barcenas-Mooradian believes that URM displays in its 

operation the principles of spiritual capital as defined by Zohar and Marshall. The 

participation of URM members in our counter-community will potentially transfer some 

of their institutional richness to our counter-community. Even some of the clients, having 

seen in action the strong spiritual capital of the organization, may imbue the counter-

community with some of that richness. The School of Educational Studies at Claremont 

Graduate University is strongly secular, though a large number of the faculty, staff, and 

students have religious affiliations and/or are strongly spiritual or religious. The School 

has never explored the possibility of building and mobilizing this kind of capital. 

Therefore, participants from CGU for the most part will not be familiar with the 

experience of spiritual motivation in an instititutional setting that is not a church or 

temple. They may come not even being able to imagine how a community rich in or 

hoping to grow spiritual capital looks or behaves. As a result some of these participants 

may have a sense of awkwardness and a feeling of being disadvantaged in the community 

building process. One potential CGU participant commented in this regard:” It will be 

helpful to take off our expert hat for a change when being among homeless and less 

formally educated people.” Hence, we believe that a review of the results of our 
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contemplations of the spiritual capital approach will be the subject of much sharing in the 

first few counter-community meetings. 

The End of the Contemplative Phase 

Though we will not abandon our contemplative work, we will now begin to 

slowly transition to attending to the academic tasks necessary for developing the various 

stages of the action-research project. As we begin this transition, we will be looking for 

answers to a question that was recently posed with considerable irony to one of us: What 

can you expect your little counter-cultural community will contribute to the solution of 

our massive homeless crisis and teach teachers? In the context of our scholarly work, this 

question is key and we will address it at the appropriate time. But from a strictly 

contemplative perspective, the question is largely irrelevant and the answer is: “We do 

not know”. But what we do know is that at some point in time the multiple causes and 

conditions for envisioning such a counter-community came together for both of us. At the 

moment, in the context of our contemplations, we are simply following the patterned 

movements of those causes and conditions wherever they may lead. At another moment, 

possibly very soon, we will act more purposefully. In the meantime, the lessons from 

ancient wisdom traditions and a spiritual capital approach to our work with homeless 

persons and teachers continue to accumulate.  
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Abstract 
 

In January 2005, Facing History and Ourselves, an innovative program of 
educational reform, received funds to partner with educational researchers to design and 
implement a longitudinal evaluation of their program. A tripartite organization structure 
has been created to design and carry out the multi-method research. It includes the active 
interaction of Facing History program staff, a multi-university based assessment team, 
and researchers from an experienced applied social science research organization. The 
presentation will describe the program and the research, focusing on the challenges and 
opportunities the research has raised for each of these partners as they prepare a rigorous 
experimental evaluation of the impact of Facing History and Ourselves’ method of 
professional development, resources, and follow-up services on secondary school 
teachers’ professional development, and the effect of these teachers’ use of Facing 
History and Ourselves on high school students’ academic, social and civic growth.   

Since its inception over 30 years ago, researchers have studied how Facing 
History and Ourselves’ approach to integrating the study of history and ethics engages 
teachers and students and affects their learning and development. Teachers have 
consistently reported strong impacts of Facing History on their own disciplinary 
knowledge and skills for promoting students’ awareness of the relevance of history to 
their lives - specifically its relevance to the choices they make in relation to social and 
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civic issues and their sense that their choices have consequences for themselves and 
others. In addition, teachers report that Facing History and Ourselves reinvigorates them 
as teachers, increasing their commitment to teach, reaffirming and supporting their 
aspirations and sense of efficacy as teachers. Similarly, extensive research, including a 
quasi-experimental study on students, has shown that Facing History promotes students’ 
engagement in learning and their psychosocial competencies, and reduces racist attitudes 
and the likelihood that they will attempt to resolve interpersonal and inter-group disputes 
through violence.” 1 
 Over the past 30 years, the educational research community has become 
increasingly sophisticated, with much more attention to research quality and evidence.  
Not surprisingly, educational consumers are also keeping pace with higher expectations 
of evidence from program developers.  It is in the context of heightened awareness about 
the importance of demonstrated evidence that Facing History, as a mature organization, 
has recently begun a new phase in its research program.  Facing History has launched an 
experimental study designed to assess the impact of participation in Facing History 
courses--for teachers as well as their students.  With support from one of its funders, 
Facing History has engaged in a partnership with university-based scholars and with an 
independent social sciences research firm, Abt Associates, to design and carry out a 
cluster-randomized trial. The fact that this partnership includes three distinct perspectives 
is no accident; rather, Facing History believes that a complex research study requires the 
distinct areas of expertise of university-based researchers, evaluation researchers, and 
program staff.  In addition, it requires at the same time both intense communication and 
clear boundaries. The process of designing the research, for example, has pushed the 
partners to collaboratively refine the programs’ theory of change that is both authentic to 
the program and testable in the research.  

Further, the team had to face the challenge of how to randomize teachers to the 
treatment and control conditions when the program has operated for 30 years by allowing 
teachers to self-select for their professional development.  The design involves comparing 
outcomes for teachers who are randomly assigned, by school, to begin receiving Facing 
History and Ourselves professional development in the first year (2007) or the second 
year (2008). Participating teachers from each school will have the option, as a group, to 
take either a face-to face institute or an online course (two different treatment groups). 
Both treatment groups will receive both online and face-to-face follow up services. 
Teachers from each group, as well as their students, will be followed for at least two 
years. 

The randomization of teachers within schools to treatment and control conditions 
will make it possible to also carry out an experimental study of outcomes for students. A 
longitudinal outcome study will be carried out with a sub-sample of these teachers’ 
students. The student study will focus on the impact of Facing History on students’ 
academic engagement and achievement (historical understanding), and social and civic 
responsibility and participation. It will include both self report and performance 

                                                 
1 Schulz, L. H., Barr, D. J. & Selman, R. L. (2001) The value of a developmental approach to 
evaluating character development programmes: an outcome study of facing history and 
ourselves, Journal of Moral Education, 30(1), 3–27. 
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assessment. Qualitative research will be used to understand the processes that lead to, and 
the meaning of, the outcomes for teachers and students in the experimental study.  

Dennis Barr, Director of Evaluation at Facing History will describe the Facing 
History approach and philosophy, the theory of change that drives the evaluation, the 
research design, and the issues that each of the partners has confronted during the design 
and recruitment phases of the project.  The following issues, for example, will be raised 
and time will be left for discussion: 

1. Programs that participate in experimental evaluations usually need outside 
evaluation teams to maintain the capacity to make objective causal claims.  
But often the tools for evaluation require deep program knowledge to provide 
input into implementation design and measurement.  How does one construct 
an evaluation that honors both aspects?  

2. Experimental evaluations usually have high costs to program, both direct and 
indirect (e.g. staff time, major help with recruitment, etc.).  At the same time, 
they are high stakes investments, carrying the risk of non-significant results.  
What can be done to have the heavy investment in the evaluation project 
generate knowledge beyond simply “what works?”  How can one build 
institutional capacity at the same time as one designs and implements an 
experimental evaluation so that programs can wisely utilize their resources?  

3. Similarly, researchers of basic processes, such as developmental 
psychologists, are often interested in valid and reliable methods and measures 
of assessment but wary of the investment of resources into a project whose 
outcome is--to oversimplify--whether an intervention works or not.  What 
kind of partnerships and communication are useful to recruit scholars with 
these skills and interests into an evaluation study.  

4. Although experimental evaluations demand implementation external to an 
organization, they can have a major impact on the program’s fundamental 
approaches.  For example, to undertake a large randomized outcome study, 
Facing History has had to grapple with its theory of change, pedagogy, and 
business and marketing plan.  How can an experimental evaluation play a 
positive role in programmatic growth and change?  
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The REFLECT Initiative: Researching and Developing  
a Continuum of E-Portfolios for Tomorrow’s Teachers. 

 
The Arizona Department of Education and the Maricopa Community Colleges-National Center 

for Teacher Education demonstrate how they are using web-based portfolios to prepare future teachers 
through the REFLECT research study.  The REFLECT Initiative is an 18-month action research study of 
the impact of electronic portfolios on student learning, motivation, and engagement in secondary schools. 
In May 2005 more than 25 schools or districts, including two state-wide projects were accepted to 
participate in this mixed-methods study. This is the first national research project on electronic portfolios 
in secondary schools.  The REFLECT Project in Arizona is unique in that the students participating in the 
study are in career pathways to become teachers.  An overall goal of the project is to develop a continuum 
of portfolios that will assist these future teachers from high school to their professional teaching careers. 

 
The existence of an accessible archive of authentic student work can provide valuable data for 

school improvement. For the students themselves, the effect of maintaining a reflective portfolio has the 
potential to support deep learning and ownership of the learning process. The use of technology-based 
productivity tools has become widespread; most of the work of students now passes through or is 
finalized in electronic form or can be converted easily into digital documents. This development and the 
availability of web-accessible portfolio tools with secure web-based data storage, create the dual 
opportunity inherent in the design of the REFLECT Initiative. 

 
REFLECT is both an acronym (Researching Electronic portFolios: Learning, Engagement and 

Collaboration through Technology) and the overarching purpose behind this research project: the 
REFLECT Initiative will study issues related to portfolio learning and reflection.  The data collected will 
provide research-based evidence on the effect that developing and maintaining electronic portfolios have 
on student learning, motivation, and engagement.  To that end we will seek to identify what conditions 
facilitate and encourage students to care about their work and be proud of it.  Can the project identify the 
conditions necessary to motivate students to maintain their portfolios as a record of their growth over time 
and as a story of their learning?  Some of the key research questions that will guide the study include: 

• How do e-portfolios provide evidence of deep learning? 
• Under what conditions can e-portfolios be successfully used to demonstrate assessment for learning 

and assessment of learning? 
• Under what conditions do students take ownership of their e-portfolios? 
• What are the benefits of developing e-portfolios as perceived by students, teachers, administrators, 

and/or parents? 
• What are perceived obstacles to implementing e-portfolios with secondary school students and how 

can they be overcome? 
• How do paper portfolios differ from e-portfolios? 

 
The research draws upon the established literature and theoretical constructs with validated research 
instruments and data collection protocols. This presentation will review the research design and 
instruments being developed to gather information on high school students’ attitudes toward portfolios 
and assessment, reflection on learning, and the specific technologies and tool being used.  Preliminary 
data from teacher and student surveys will be shared as will qualitative data from site visits. The 
presentation will also provide information on developing a continuum of e-portfolios from high school 
level to professional teaching careers.  
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ABSTRACT  

Connecting Culture and Science with Problem-Based Learning:  
A Two-Way Street 

 

     The impact of culture on science, and of science on culture, dates back to before the time of 

Copernicus.  To ignore the importance of these interactions in an educational setting denies the 

student the opportunity to engage in higher-order thinking by making connections between 

disciplines, connections that enrich the learning experience and force the student to look beyond 

the confines of the narrow focus of a single discipline classroom. 

     Problem-based learning (PBL) provides teachers with the opportunity to involve students in 

projects that address multiple intelligences and learning styles, stimulate inquiry learning and 

problem solving, and involve real world and contextual learning.  Historical instances of 

science/culture interaction can be used to create PBL exercises, but I have found that modern 

situations drawn from current events provide the immediacy and importance to engage students 

in meaningful and enjoyable educational experiences. 

     This poster session will provide several examples of problem based learning exercises drawn 

from current events that enable students to make connections between culture and science.  

Lesson plans and rubrics for assessment will be available to use or modify in a secondary or 

college setting.  Suggestions for other strategies, such as culture and science projects through 

study abroad programs, will also be discussed. 
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“Alcohol Consumption and Driving Patterns among College Students” 
 

Alcohol consumption among college students has been identified by the American 
College Health Association as the leading social and health issue at universities and 
colleges across the U.S.  Findings from the College Drinking Task Force (USHHS, NIH, 
and NIAAA, 2003) indicate that each year: more than 150,000 college students between 
the ages of 18 and 24 years develop an alcohol-related health problem; 500,000 students 
are unintentionally injured while under the influence of alcohol; 600,000 students are 
assaulted by another student who had been drinking; 70,000 students are victims of 
alcohol-related sexual assaults or date rape; 400,000 students had unprotected sex; and 
more than 100,000 students in this age range reported being too intoxicated to know if 
they had consented to having sex.  Drink driving was a significant problem identified by 
the Task Force with over 2.1 million students (27%) having reported driving under the 
influence of alcohol and 3.3 million students stating they rode in a vehicle driven by an 
impaired student.  Research conducted by the National Council on Alcoholism and Drug 
Dependence (2004) found that 43% of college students stated they were binge drinkers 
(using the current definition of five or more drinks in a two hour period among males and 
four or more drinks within a two hour period among females drinkers.)  Twenty-one 
percent of these reported frequent binge drinking episodes.  

The purpose of this study was to ascertain drink driving behaviors among college 
students attending a southern university in the USA.  A sample of 2,676 students (38% 
male and 62% female) were administered the Harvard School of Public Health College 
Alcohol Survey throughout the 2004-2005 academic year. Variables selected from the 
survey included:  self-described drinking behaviors, drinking behaviors identified by 
number of drinks consumed during the past 30 days, and driving behaviors such as drink 
driving, use of a designated driver, and riding with an impaired driver.  Data were 
analyzed using SPSS 14.0. 
 Results indicate that 21% (n=565) of the students classified themselves as 
abstainers from alcohol products, 1.5 % (n=41) stated they were current abstainers who 
formerly had a drinking problem, 27% (n=720) indicated they were infrequent drinkers, 
23% (n=613) stated they were light drinkers, 24% (n=626) described themselves as 
moderate drinkers, 3% (n=79) categorized themselves as heavy drinkers, and 1.4% 
(n=11) described themselves as problem drinkers.  Participants classifying themselves as 
moderate or heavy drinkers were significantly (p<.05) more likely to drink drive, ride 
with an impaired driver, or ride with a designated driver. When categorized by alcohol 
consumed over the past 30 days, 32.5% (n=868) of the students classified themselves as 
abstainers, 11.4% (n=304) described themselves as moderate drinkers, 22.4% (n=600) 
categorized themselves as at-risk drinkers, and 33.7% (n=901) described themselves as 
binge drinkers.  Compared to abstainers, moderate drinkers, and at-risk drinkers, binge 
drinkers reported significantly (p<.05) higher rates of drink driving (n=545), riding with 
an impaired driver (n=466), and riding with a designated driver (n=622).   
Driving behaviors of participants were similar when comparing self-described alcohol 
use status to status as defined by number of drinks in the past 30 days.  Moderate and 
binge drinkers in both categories were more inclined to participate in risky driving 
behavior.  The results from the study indicate the importance of a collaborative effort of 
university health care providers, counselors, educators, and law enforcement personnel to 
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provide comprehensive initiatives such as screenings, awareness activities, interventions, 
and designated driver programs designed to enable college students with the skills they 
need to make responsible choices when considering consuming alcohol and driving.  
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Like Grandma Said 2

 

A WORKSHOP 

 

“LIKE GRANDMA SAID” 

Background 

The facilitators of this workshop think that educators understand the difference in 

teaching and learning.  In a way, teaching is the technique or procedure of presenting what is to 

be learned while learning is what the student adds, directly or even indirectly, to his or her 

understanding of the world.  Jonassen describes meaningful learning as willful, intentional, 

active, conscious, constructive, and socially mediated practice that includes reciprocal intention – 

action – reflection activities (Jonassen, 2002). So learning is participatory and certainly not 

passive. In an article on the Northern Arizona University’s College of Education’s website, the 

point is made that “research (and common sense) seems to indicate that the act of learning is not 

usually a passive exercise in receiving information; rather it is an active, intentional, 

constructive, contextual, and cooperative process.” To this end, Baten, a management professor 

who focuses primarily on his university’s capstone course – strategic management, often uses 

adages when reviewing the key concepts of management principles. Getting students to 

participate by supporting textbook learning and lectures with family management examples or 

adages proves to be an opportunity for this educator. 

 

For instance, when explaining the importance of being cognizant of one’s surrounding 

when discussing company business, the adage, “Every closed eye is not asleep” comes to mind. 
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It is something that he heard his grandmother say (along with “little pitchers have big ears”) 

often.   

 

When explaining the Halo Effect principle, which is judging an individual on one or two 

favorable characteristics, he would reinforce the principle by saying, “Like Grandma said, a 

stopped clock shows the right time twice a day.”  He would try to impress upon his students, the 

need to be careful about generalizing about a worker’s competencies based on just a few things 

that the worker did right. 

He found that as time went on, in each class he taught, the students would start to ask, 

“And what did Grandma say about this?”  Through the use of adages, students were making 

connections, thus building bridges to a clearer understanding of management principles. 

We also think that educators are on a constant quest to become more effective in order to 

cause better outcomes or learning. Our methods of stimulating learning are sometimes a mix of 

theory and revelation.  One approach (What is Learning, n.d.), based on theory, is to use 

appropriate modalities to stimulate learning (visual, auditory and tactile/kinesthetic). Those 

students that are auditory can better understand and retain the management principles they read 

about in textbooks when the professor explains it, using an adage, which, by the way, they can 

relate to and which may already be known to them (Learning Modalities, n.d.).  Wikipedia, an 

on-line encyclopedia, defines the adage as a short, but memorable saying, which holds some 

important fact of experience that is considered true by many people, or it has gained some 

credibility through its long use (Adage, n.d.).  
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In Baten’s case, using the adage as an aid to learning was also a revelation. In discussing 

this with two of his colleagues, they too remembered adages that family members (especially 

Grandma) used to explain life’s lessons to them.  Upon discussion with others, the three came to 

the conclusion that Grandma used these adages to teach how to get along, what to believe in, and 

how to conduct one's self - in other words, how to manage one’s life. 

Examples of adages and how they might be used as part of a discussion of management 

principles or topics are shown in Table A below. 

Table A 

Adage Management Principle or topic Explanation 
“Birds of a feather flock 
together.” It does matter 
who you associate with, 
if only for appearance 
sake 

Group dynamics; cohesiveness The most important characteristics of 
work teams are team norms, 
cohesiveness, size, conflict, and 
development. 

“Even a stopped clock 
shows the right time 
twice a day.” 

Halo effect; reverse prejudice Halo effect occurs when perceiver 
develops an overall impression of a 
person or situation based on one 
attribute. It blinds perceiver to other 
attributes generated in full assessment 

“Where you stand 
depends on where you 
sit.”  One’s decisions are 
based on one’s position 
(needs or beliefs). 

Conflict; competing goals; ethical dilemma Bounded rationality; communication 
blind spot 

“It depends on whose ox 
is getting gored.”  

Decision making; ethics;  One’s position on a subject is 
influenced by how one will be affected 
by it, personally. 

“Too many cooks spoil 
the stew.” 

Leadership; work assignment; leader/follower 
relations, RACI (appropriate structure of 
responsibility and authority) 

Someone has to do the work; who is 
Responsible, who has the Authority, 
who gets Consulted; who gets 
Informed? 

“Give me the name- I’ll 
play the game.” 

Employee reaction; fairness; management 
style;  equity theory; 

If falsely accused, I have reason to 
behave accordingly  

“Play with a puppy and 
he will lick your face.” 

Management/employee interaction; manager’s 
role and responsibility 

It is difficult to be intimate with those 
you have to manage. 

“If you start off tight, 
you can loosen up, if you 
start of loose, you can 
never tighten up.” 

Nature of the workplace; management style; 
manager/employee relations 

Dealing with human nature, especially 
when managing in new situations 

“It isn’t an accident that 
you have two ears and 
only one mouth.” 

Communication theory and skills; 
management style 

Listening is important 
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“Bad news travels faster 
than good news.” 

Culture; communication; leadership Grapevine theory (single strand; 
gossip; probability; cluster); don’t 
assume there is no good news in a 
situation, it just might not have arrived 
yet 

“If Johnny jumped out of 
a window, would you?” 

Leader/follower theory; critical thinking; self-
discipline 

Groupthink 

“There is no logic in 
emotion.” 

Leadership; management; effective 
communication 

Emotional intelligence; rational 
explanations don’t impress emotional 
situations 

“No fish monger ever 
cried, “Stale fish.” 

Critical thinking; logic Be aware that some answers are 
obvious and expected, but not 
necessarily true. 

“Misery loves company.” Critical thinking; problem analysis There are those that will try to get you 
involved in their problems 

“The road to Hell is 
paved with good 
intentions.” 

Procrastination; effective management; 
evaluation and follow-up; expectations 

Some individuals talk more than they 
do. 

“Every goodbye is not 
gone.” 

Discretion; bridge burning People do come back; people do 
change their minds 

“If you lay down with 
dogs, you will get up 
with fleas.” 

Discretion; association; ethics It is difficult to avoid the fact and/or 
appearance of the characteristics of 
those with whom you associate 

 

We are presently constructing an academic paper on how to use adages in teaching 

management theory.  We also believe that the use of adages has a much wider application and 

can be used beyond management, and is useful in other disciplines. We are presenting this 

approach for reinforcing learning and anticipate gathering feedback from other educators at the 

Hawaii International Conference on Education by conducting a workshop entitled, “Like 

Grandma Said.” 
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Workshop  

 

Our team has developed a workshop to gather information on adages and their possible use 

as learning reinforcement. The format is as follows: 

 

• Introduction of the Concept 

• Examples of adages used to strengthen management principles (presently we have 

gathered about 25 adages) 

• Solicitation of stories and adages from workshop attendees about their “Grandma” and 

the adages that helped them understand how to manage themselves and their situations. 

The collection instrument we have designed to gather participants’ information, appears 

below in Table B. 

• A discussion on the meaning of the submitted adages will be followed by a discussion 

about when and how the adages might be used to strengthen curriculum design and the 

facilitation of learning for a variety of topics. 

• Finally, we will follow-up the workshop by sending each attendee that so requested, a 

listing of all of the adages developed at the workshop. 

Conclusion 

 Our team views the use of adages as an approach with strong learning theory roots.  The 

use of learning retention is a legitimate concern of every educator. We see the use of adages or 

sayings as a familiar and accepted method of reinforcing the learning in a variety of education 
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topics.  The pleasant and positive context evoked by the use of adages contributes to their use 

and our students’ acceptance of them as an alternate explanation of the principles and topics 

under discussion.  Most people can’t help but smile when remembering being encouraged, 

admonished or educated, “Like Grandma Said.”  
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Paper Title: The Localization of Young Adult Fiction in Contemporary Hawai’I 
 
Author: Thomas W. Bean 
 
Affiliation: University of Nevada, Las Vegas 
 
E-mail: beant1@unlv.nevada.edu 
 

ABSTRACT 
 

This paper will draw on the work of Lois-Ann Yamanaka (1999), Graham 
Salisbury (2005), and others in exploring the ways in which local Hawaiian teen 
identities are contextualized in young adult fiction. This literature reflects the 
diversity of Hawaii’s youth, spanning multiple ethnicities, languages, and 
dialects. The paper draws on Wilson’s (2000) analysis of local Hawaiian literature 
as sites of resistance to utopian discourse, as well as a space for a different 
rendering of local funds of knowledge. 
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Departments and Affiliation: Dept of Curriculum and Instruction (Begoray); Dept of 
Educational Psychology and Leadership Studies (Marshall), University of Victoria, 
Canada (both) 
Mailing address: Dr. Deborah L. Begoray, Dept of Curriculum and Instruction, Faculty 
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Abstract: Concern about the health of adolescents has greatly increased (BC Nutrition 
Survey, 2004; Canadian Fitness and Lifestyle Research Institute, 1999). Rates of physical 
activity are plummeting while those of obesity are soaring, and levels of substance use 
have remained largely intractable (Windle et al, 2004; Katzmarzyk  & Ardern, 2004) 
among our adolescent populations. As a society, we find ourselves at a loss about how to 
spend scarce resources to address this problem. Education of adolescents is one possible 
way to address our concern. Schools instill values - including behavioural ones - and 
provide students with the literacy skills to understand health information, and capacity to 
solve problems and make critical health decisions (Issacs & Schroeder, 2004). Our 
society believes that it is critical for our future citizens to be knowledgeable and health 
literate consumers, and to provide them with the “currency” (Ratzan & Parker, 2000) to 
navigate an increasingly complex and cluttered landscape of health information.  
 An increased ability to deliver effective, innovative health curricula will assist 
secondary school teachers to shape their approaches to improve health literacy and 
therefore improve health. This session will introduce innovative classroom approaches to 
teach physical and mental health education, including the use of literacy strategies. On-
going research with teachers and students will also be discussed. 
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Research by (Graziano, Peterson and Shaw 1999, Catterall, Chaplea and Iwandaga, 1999, 
and Shaw, Rausche, Levine, Wright, and Newcomb, 1997) supports the project’s belief 
that children who have been exposed to music develop a better sense of discipline, 
increased self-esteem, enhanced social skills, and the obvious, a musical outlet to hone 
and express their abilities. Working in conjunction with Kentucky State University’s 
child care center and day cares in Franklin County provides the program with an 
opportunity to benefit students from various economic, social, ethnic, and cultural 
backgrounds. 
 
Operation Half-Note Incorporated is an early childhood music institute that was founded 
in 1998 by Vernell Bennett, an Assistant Professor of Music at Kentucky State 
University.  The primary focus of the program is to create musically literate children, self 
esteem enhancement, and the reinforcement of basic literacy skills by creating musical 
awareness in pre-school aged children (vocally and instrumentally) with an emphasis on 
community outreach.  
 
 
Other objectives for Operation Half-Note Incorporated are: 
 
• Enhancement of social skills and self-esteem  amongst primary and “special needs” 

students 
• Introducing the “Arts” to the pre-school aged child by developing keyboard 

proficiency, note identification and vocal musical awareness 
• Providing a much needed outlet for an under served population to nurture their 

artistic talents 
• Establishing artistic community outreach 
• Providing University students with an opportunity to serve as mentors and render 

community service 
 
Operation Half-Note Incorporated has more than quadrupled in size since its inception. 
Parents of graduate Notes continue to support the program long after their children have 
gone on to kindergarten. One indicator of the project’s success is the fact that it is the 
recipient of the most prestigious recognition in the arts in the Commonwealth of 
Kentucky, A Governor’s Award in the Arts, for arts education in Kentucky.  
 
The purpose of the poster session is to educate individuals of the many benefits of arts 
education that delve far beyond the arts themselves, and to expose the vast potential of 
student growth in basic literacy, self esteem enhancement and peer relations as a result of 
program involvement. 
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ABSTRACT 
 

Given the current political climate of educational accountability; universities, 
community organizations, and school districts in the US are under pressure to collaborate 
and address issues that confront urban youth inside and outside the classroom. This focus 
on building interagency partnerships has produced increased service utilization and 
positive development of high-risk children (McMahon, Ward, Pruett, Davidson, 
&Griffith, 2000). Partnerships acknowledge the contributive value of governmental, 
educational, and private sectors toward the development of the community, schools, and 
families (Jones, Bird, 2000). These needs prompted Georgia State University, the Atlanta 
Public School, Fulton County Schools, and the Atlanta Housing Authority (AHA) to form 
unique partnerships that capitalize upon each stakeholder’s capabilities for service 
delivery, ultimately augmenting program efficacy.  
 
Partnership 1: Georgia State University and the Atlanta Housing Authority Good 
Neighbor Program.  

A partnership between Georgia State University's Crim Center for Urban 
Educational Excellence and the Atlanta Housing Authority was developed to provide 
support, educational information, and training to AHA clients and their families. 
Approximately 10,000 AHA heads of households, who were also Housing Choice 
Participants, were trained through the Good Neighbor Program over a 48-week period. 
Analysis of the data revealed that the overwhelming majority of responses rated the 
classes as excellent (71-76%) to good (22-25%).   

 
Partnerships 2 & 3: Georgia State University, Atlanta Public School System, and Fulton 
County School System: Developing Relationships to Enhance African- American Males 
Success (DREAMS) and Tighter Grip: An African-American male mentoring initiative 

These collaborative initiatives sought to empower cohorts of young, at-risk 
African American males to complete their high school education and ultimately attend 
and matriculate through college. Three overarching goals were: 1) increasing the 
academic performance level on standardized tests, 2) increasing the number of African 
American males participating in programs focused on graduation, and 3) empowering the 
parents and students through knowledge of financial aid, scholarships, tutoring, 
mentoring and academic advisement available through the high school and university 
system. 

DREAMS consists of a cohort of 38 African-American male high school students 
from two school systems receiving in-school mentoring. Tighter Grip focuses on African 
American male students at the university level and ensuring the provision of guidance, 
advice, support, and personal, educational and professional training geared toward degree 
completion. Both initiatives work in tandem, depending on the status of the participants 
(pre-college, university age), providing a mentoring and support continuum from early 
high school to university completion.  
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Abstract 

 

This report provides a documentary account of the development of a model 

for higher education faculty development through collaborative research between 

new and experienced faculty in a School of Education.  Conclusions based on two 

years of collaborative work establish the viability of a supportive model to provide 

mentoring, meaningful professional induction, and an ongoing feedback loop for 

establishing and maintaining research initiatives.  In addition, the study resulted in 

valuable program assessment focused on follow-up of graduates, evaluation of 

quality of student writing and research, and overall program analyses.   

The study is a qualitative investigation of faculty benefits from participation 

in joint research and writing, reading and discussion of broader educational research, 

and discussion of individual and programmatic outcomes of graduate students’ 

action research.  The influx of a number of new faculty members in recent years 

emphasized the importance of a developmental structure to respond to the needs of 

faculty at different points in their professional careers.  The current model supported 

individuals in establishing or re-establishing individual research agendas, and 

analyzing, critiquing and editing current research and writing.  In addition, the 

necessity of ongoing assessment processes for program review and development 

made the study critically relevant as a vehicle for novice faculty members to gain 

understanding and ownership of program quality. 
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Documentation of collaborations among higher education faculty are 

somewhat limited (George & Davis-Wiley, 2000).  Studies of the changes to IHE 

partner faculty have not been widely documented, and while IHE faculty who work 

with partnerships indicate great gains for their professional growth, a more common 

report is the lack of substantive return in terms of the reward system of the IHE 

(Leonard & Leonard, 2003; Teitel, 1994).  For faculty, especially novice and 

innovative ones, the lack of rewards may be a confounding factor in establishing or 

participating in current models of school-based research, and/or available faculty 

development initiatives (Gundry & LaMantia, 2001; Holmes Group, 1995; Imig & 

Switzer, 1996). 

Descriptions of the outcomes associated with this model are provided.  The 

application of this model may have relevance for personnel in teacher preparation 

programs in comprehensive colleges where faculty may have heavy teaching and 

service loads, and where faculty development seeks ways to improve its delivery to 

all constituents.  Working with this model has supported collaboration among 

colleagues across schools and programs.  Faculty participation is often reported as a 

challenge to professional development models (Gundry & LaMantia, 2001; Holmes 

Group, 1995; Imig & Switzer, 1996).  Contrary to prior studies, the model we used 

for experienced and novice faculty collaborations, and a mentoring relationships 

based on a research project directly related to program needs, was a viable and 
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accessible one for our faculty development plans.  Implications of the model will be 

fully discussed in the final paper summary. 
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The Hawaii International Conference on Education 
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Title:  Teaching Every Student in the 21st Century:  Teacher Efficacy and Technology 
 
Author:  
                   Dr. B. Hope Benton-Borghi, Visiting Assistant Professor 
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  bentonbh@ohiodominican.edu 
 

 
 
Topic Area:  Teacher Education, Educational Psychology, Educational Technology, and Educational 
Policy and Leadership 
 
Presentation Format:  Workshop 
 
Abstract of Completed Research Included: 
 

This descriptive quantitative online survey research explored the relationships among Teachers’ 

Sense of Efficacy, Collective Inclusion Efficacy, Technology and other predictor variables to determine 

their saliency in relationship to the criterion variable Teachers’ Sense of Inclusion Efficacy. Data were 

collected from a random sample of general and special educators in all teaching positions, across all grade 

levels, in urban, rural and suburban Ohio school districts. Descriptive quantitative statistics, frequencies, 

means, standard deviations, percentages, reliability coefficients, correlation coefficients, principal 

component analyses, multiple regression analyses, and a one-sample t test, were used to analyze the 

relationships and interrelationships among the predictor variables and the criterion variable.  The results 

provided rich contextual and situational data. The predictor variables, Teachers’ Sense of Efficacy, 

Collective Inclusion Efficacy, and Attitudes Toward Inclusion, had strong or moderate relationships with 

the criterion variable Teachers’ Sense of Inclusion Efficacy. 
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Analyses of the data support the new scales developed and used in this study to assess teachers’ 

personal and collective efficacy for the inclusion of students with disabilities in the general education 

classroom. The Teachers’ Sense of Inclusion Efficacy Scale (I-TSES) was adapted from the 12-item 

Teachers’ Sense of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001), and the Collective 

Inclusion Efficacy scale was adapted from the 12-item Collective Efficacy scale (Goddard, 2002). Further 

research and application of these new scales should help inform schools, colleges, and departments of 

education (SCDEs) of the need to ensure that teachers are prepared to integrate technology to teach every 

student in the 21st century. 

 
Presentation Format 
 
WORKSHOP ( 90 minutes ):   
 
Powerpoint Presentation 
New Efficacy Scales Administered to Group 
Interactive Group Discussion 
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The Weschler Intelligence Scale for Children IV Integrated: Implications for Teaching 
Strategies 

 
 
 

Abstract 

This presentation will provide an overview to the new Weschler Intelligence Scale for 

Children IV Integrated. With this overview in place, teaching strategies drawn from this 

assessment will be emphasized. This session will be of interest to counselors and 

educators interested in school-based interventions for students with learning problems. 
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Abstract: 
 

Since a Nation at Risk, the general public has been calling for improvements in educational 
programs. Demands for change have been directed toward programs from early childhood education to 
teacher and school administrator preparation at the university level. The most recent reauthorization by the 
United States Government of the Elementary and Secondary Education Act: No Child Left Behind, calls for 
accountability and changes in the preparation of teachers and school administrators and flexibility in school 
choice. Public dissatisfaction with schools has resulted in the hiring of business and military leaders to fill 
school leadership positions. These movements are blurring the lines between schools, businesses, and 
governmental agencies, and academicians have both challenged the rationale for such actions as well as 
questioned the application of general organizational and management theories to the training of educational 
leaders.   
  

Universities can be instrumental in thinking “out of the box” in development of leadership 
preparation programs that will better serve student needs. One way is through the integration of educational 
leadership preparation programs with those in public and nonprofit leadership. These groups work together 
with schools on a regular basis. Combining these entities in leadership preparation and professional 
development programs only enhances the ability of present and future school administrators to work 
together more effectively toward the improvement of educational systems and development of student 
services.   
  

This paper will address the structure, philosophy, and curriculum of a program that prepares 
leaders for educational, government, and nonprofit organizations. Experiential findings, student opinions, 
program development, and application of standards will be addressed along with examples of collaborative 
and interrelated programs and services that can be established between educational, governmental, and 
nonprofit agencies, the university, and the community to serve a variety of student needs in schools.     
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This paper describes the impact of a mathematics professional development 
program, the Primary Mathematics Specialist Certificate Program (PMSCP), on 
participating elementary teachers.  The PMSCP was developed at San Diego State 
University to assist elementary teachers to come to a deeper understanding of the 
mathematics they teach and to enhance their mathematics pedagogy, as well as to develop 
knowledge useable in practice (Ball and Bass, 2000).   

Researchers have noted the importance of teachers developing pedagogical 
content knowledge (Shulman, 1986) and specialized content knowledge (Hill and Ball, 
2004).  For example, teachers not only need to know how to solve multiplication 
problems themselves; they also need to be able to examine novel ways in which students 
solve multiplication problems and determine if their solution methods generalize to all 
multiplication problems. 

A guiding force in our work is the belief that teachers need both a deep 
understanding of the mathematics they teach along with an understanding of how to 
implement effective mathematics teaching in the classroom.  According to the National 
Research Council (2001), “effective programs of teacher preparation and professional 
development cannot stop at simply engaging teachers in acquiring knowledge; they must 
challenge teachers to develop, apply, and analyze that knowledge in the context of their 
own classrooms so that knowledge and practice are integrated” (p. 380).  

The PMSCP helps credentialed teachers develop special expertise in the teaching 
of mathematics in the primary grades (grades K – 3).  The PMSCP includes 12 units of 
coursework, comprised of six graduate units of mathematics teacher education courses 
and six undergraduate units of mathematics.  The PMSCP is offered in a cohort format, 
with coursework spread over one to two years.  See http://pdc.sdsu.edu/pmscp.htm for 
more information on the PMSCP. 
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The PMSCP coursework offers teachers the opportunity to reexamine the 
mathematics they teach at their various levels, and come to a deeper understanding of this 
content and its connections to other mathematical and scientific ideas and concepts.  In the 
PMSCP, teachers have opportunities to examine and discuss their own teaching of this 
subject matter with other teachers in an open, thoughtful manner, so that they can enhance 
their own understanding of mathematics and develop and apply effective teaching 
strategies in their classrooms.   

Since its creation in 2004, the PMSCP has served over 160 teachers, and the 
number of participants is expected to increase in the next few years with new funding 
recently received to support new partnerships with local school districts. Thus, it is 
important for us to measure the impact of these programs on participating teachers.   

The research question is as follows:  in what ways does participation in a 
mathematics professional development program affect participating teachers’ 
mathematics content knowledge and pedagogical content knowledge in the area of whole 
and rational number concepts and operations? 

Methodology:  Participating teachers in three cohorts completed pre- and post-
tests of their understanding of whole and rational number concepts and operations, as 
well as their pedagogical content knowledge of these topics (see Appendix A for a copy 
of this test). The pre-test was administered prior to these topics being covered in program 
coursework, and the post-test was administered after these topics were covered.  A total 
of 38 participants completed both tests; only their data are included in this analysis.  
These participants were distributed among three cohorts as follows:  Cohort 1 included 
13 participants, Cohort 2 included 14 participants, and Cohort 3 included 11 participants.   

Results:  We examined the number and percent correct on the test, as well as gain 
scores.  The total possible score on the test was 28.  Table 1 below shows the results by 
cohort. 
 
Table 1:  Number and Percent Correct by Cohort 

Cohort 1 Cohort 2 Cohort 3 
n = 13 n = 14 n = 11 

 
# 

correct % correct 
# 

correct 
% 

correct 
# 

correct 
% 

correct 
Pre-test Mean 15.92 56.87% 17.79 63.52% 20.36 72.73% 
Post-test Mean 19.15 68.41% 20.36 72.70% 25.27 90.26% 
Gain 3.23 11.54% 2.57 9.18% 4.91 17.53% 

 
Notice that the post-test scores of each cohort increased, with gain scores ranging 

from 2.57 to 4.91. 
An analysis of variance was completed to examine the significance of these 

differences in scores.  This showed that the difference between means on the pre-test and 
post-test was significant at the p = 0.2 level.  While this does not meet the standard 
probability of 0.05 for determining statistically significant results, it does show that there 
were positive effects on participants’ content knowledge from their participation in this 
program. 

 

2007 HICE Proceedings 
Page 232



  

Item Analysis:  We looked more closely at participants’ responses to each item.  
Table 2 shows the number and percent of participants answering each item correctly.  
Items are arranged in Table 2 by score on the post-test.  

 
Table 2:  Number and Percent of Participants Answering Each Item Correctly 

Participants Answering Correctly 
 Pre-test Post-test 
ITEM # # % # % 
2A 30 78.95% 38 100.00% 
3 37 97.37% 38 100.00% 
4 20 52.63% 38 100.00% 
9A 38 100.00% 38 100.00% 
     
2B 26 68.42% 36 94.74% 
9B 32 84.21% 36 94.74% 
9C 37 97.37% 36 94.74% 
5A 35 92.11% 35 92.11% 
9D 29 76.32% 35 92.11% 
     
1D 26 68.42% 33 86.84% 
7 21 55.26% 32 84.21% 
5B 30 78.95% 31 81.58% 
6 21 55.26% 31 81.58% 
     
5C 30 78.95% 30 78.95% 
1A 19 50.00% 29 76.32% 
9E 28 73.68% 28 73.68% 
     
1B 23 60.53% 26 68.42% 
1E 25 65.79% 26 68.42% 
8A 16 42.11% 26 68.42% 
5E 28 73.68% 25 65.79% 
8C 22 57.89% 24 63.16% 
8D 19 50.00% 23 60.53% 
     
8B 18 47.37% 22 57.89% 
1C 15 39.47% 21 55.26% 
1F 18 47.37% 21 55.26% 
5F 18 47.37% 21 55.26% 
     
9F 13 34.21% 18 47.37% 
     
5D 6 15.79% 15 39.47% 
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Item Analysis by Gain Scores:  We also examined the gains on each item, i.e., the 
changes in participants’ performance on each item.  Table 3 shows the number and 
percent of participants answering each item correctly, and the gains on each item. Items 
are arranged in Table 3 by gains. 

  
Table 3:  Gains in Number of Participants Answering Each Item Correctly 

Participants Answering Correctly 
Pre-test Post-test Gains ITEM 

# # % # % Gain % gain 
4 20 52.63% 38 100.00% 18 47.37% 
7 21 55.26% 32 84.21% 11 28.95% 
1A 19 50.00% 29 76.32% 10 26.32% 
2B 26 68.42% 36 94.74% 10 26.32% 
6 21 55.26% 31 81.58% 10 26.32% 
8A 16 42.11% 26 68.42% 10 26.32% 
5D 6 15.79% 15 39.47% 9 23.68% 
2A 30 78.95% 38 100.00% 8 21.05% 
1D 26 68.42% 33 86.84% 7 18.42% 
1C 15 39.47% 21 55.26% 6 15.79% 
9D 29 76.32% 35 92.11% 6 15.79% 
9F 13 34.21% 18 47.37% 5 13.16% 
8B 18 47.37% 22 57.89% 4 10.53% 
8D 19 50.00% 23 60.53% 4 10.53% 
9B 32 84.21% 36 94.74% 4 10.53% 
1B 23 60.53% 26 68.42% 3 7.89% 
1F 18 47.37% 21 55.26% 3 7.89% 
5F 18 47.37% 21 55.26% 3 7.89% 
8C 22 57.89% 24 63.16% 2 5.26% 
1E 25 65.79% 26 68.42% 1 2.63% 
3 37 97.37% 38 100.00% 1 2.63% 
5B 30 78.95% 31 81.58% 1 2.63% 
5A 35 92.11% 35 92.11% 0 0.00% 
5C 30 78.95% 30 78.95% 0 0.00% 
9A 38 100.00% 38 100.00% 0 0.00% 
9E 28 73.68% 28 73.68% 0 0.00% 
9C 37 97.37% 36 94.74% -1 -2.63% 
5E 28 73.68% 25 65.79% -3 -7.89% 
  increase of > 30%     
  increase between 20% and 30%    
  increase between 10% and 20%    
 increase between 0% and 10%   
  decrease     
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Discussion:  These data show substantial growth in participants’ understanding of 
number concepts and operations.  We’d like to highlight results on a few items: 

 
Item #4:  Is Ardis’ reasoning correct?  Explain. 

Shannon:  I still have half my spelling words to learn and 3/4 of my vocabulary 
words to learn. 
Ardis:  Well, 3/4 is more than a half because 1/2 = 2/4.  So, you have more 
vocabulary words than spelling words still to learn. 

Results:   
Participants Answering Correctly 

Pre-test Post-test 
Gains ITEM 

# 
# % # % Gain % gain 

4 20 52.63% 38 100.00% 18 47.37% 
Participants showed substantial gains on this item, with only about half of the 

participants answering the item correctly on the pre-test, but all participants responding 
correctly on the post-test.  This shows a sizeable increase in participants’ understanding 
of fraction concepts.   

 
Item #8A: Without actually doing the calculations, put the decimal points in the answers.   

 77.5 x 2.84 = 2  2  0  1  
Results:   

Participants Answering Correctly 
Pre-test Post-test 

Gains ITEM 
# 

# % # % Gain % gain 
8A 16 42.11% 26 68.42% 10 26.32% 

Again, participants showed strong gains on this item, with less than half of the 
participants answering the item correctly on the pre-test, but more than two-thirds 
responding correctly on the post-test.  This shows a sizeable increase in participants’ 
understanding of estimating decimal products.   

 
Conclusion:  This report described the substantial impact of a mathematics 

professional development program, the Primary Mathematics Specialist Certificate 
Program (PMSCP), on participating elementary teachers.  Results showed gains in 
teachers’ content knowledge of whole and rational number concepts and pedagogical 
content knowledge.  These findings are useful to other professional development 
providers in designing programs for elementary school teachers.   
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Appendix A 
Number Concepts and Operations Test 

 
1. A teacher gave her class the challenge to find how many ways the number 423.1 

could be thought about.  Following are four children’s answers.  For each answer, 
mark whether it is correct or incorrect.  If it is incorrect, please explain. 

 
Dale’s answer: 423.1 could be thought about as 42,310 hundredths 
 a) Is Dale’s answer correct or incorrect? Correct   Incorrect   

b) If Dale’s answer is incorrect, please explain the error. 
 
Pat’s answer:  423.1 could be thought about as 400 ones and 23.1 tenths 
 c) Is Pat’s answer correct or incorrect?  Correct   Incorrect   

c) If Pat’s answer is incorrect, please explain the error. 
 
Lesley’s answer: 423.1 could be thought about as 41 tens, 12 ones, and 11 tenths 
 d) Is Lesley’s answer correct or incorrect? Correct   Incorrect   

d) If Lesley’s answer is incorrect, please explain the error. 
 
Jan’s answer:  423.1 could be thought about as 420 tens and 31 tenths 
 e) Is Jan’s answer correct or incorrect?  Correct   Incorrect   

f) If Jan’s answer is incorrect, please explain the error. 
 
 
2. Following is an example of a child’s work.  Decide whether his answer is correct or 

incorrect.  If it is incorrect, please explain. 
  

Hiro was asked to divide 4240 by 6.  His work is shown below.   
  
        7 6  R4 
  6 | 4240 
       42 
          040 
            36 
   4 
 
a) Is Hiro’s work correct or incorrect?  Correct   Incorrect   
 
b) If the work is incorrect, please explain how. 

 
 
3. Write a real-life story problem that could be represented by the expression 56 ÷ 7 . 
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4. Is Ardis’ reasoning correct?  Explain. 
Shannon:  I still have half my spelling words to learn and 3/4 of my vocabulary 
words to learn. 
Ardis:  Well, 3/4 is more than a half because 1/2 = 2/4.  So, you have more 
vocabulary words than spelling words still to learn. 

 
 
5. Following are two students’ solutions to 32 x 54.  For each student check whether the 

steps are mathematically correct or flawed, or indicate that you cannot tell. Next, 
indicate if each student “doesn’t appear to understand multiplication”, “may or may 
not understand multiplication,” or “shows good understanding of multiplication”. 

 
Fiesha:  54 
          X 32 
          1500 
            120 
            100 
                8 
          1728  
a) Mathematical steps 

___ steps are 
mathematically correct 

___ steps are 
mathematically 
flawed. 

___ I cannot tell if the steps 
are mathematically 
correct or flawed. 

 
b) Understanding of multiplication 

___ doesn’t appear to 
understand 
multiplication 

___ may or may not 
understand 
multiplication 

___ Shows good 
understanding of 
multiplication 

 
c) If Fiesha’s steps are mathematically correct, use her way of thinking to solve 24 x 53.  

If they are not, explain how Fiesha’s reasoning is flawed. 
 
 
Amy: 54 is 4 more than 50, so find 32 x 50 and add 4 back to get 1728. 
d) Mathematical steps 

___ steps are 
mathematically correct 

___ steps are 
mathematically 
flawed. 

___ I cannot tell if the steps 
are mathematically 
correct or flawed. 

 
e) Understanding of multiplication 

___ doesn’t appear to 
understand 
multiplication 

___ may or may not 
understand 
multiplication 

___ Shows good 
understanding of 
multiplication 

 
f) If Amy’s steps are mathematically correct, use her way of thinking to solve 24 x 53.  

If they are not, explain how Amy’s reasoning is flawed. 

2007 HICE Proceedings 
Page 238



  

6. Finish the following story problem so that your question could be answered by the 
calculation 18 ÷ 1/2 : “You buy 18 muffins for an after-school faculty 
meeting....” 

 
 
7. The figure below represents 120% of a smaller figure.  Shade an area equivalent to 

100% of the smaller figure. 
 
 
 
 
 
 
 
 
 
 
 
8. Without actually doing the calculations, put the decimal points in the answers.  

Briefly explain your thinking. 
 
 a) 77.5 x 2.84 = 2 2 0 1   Explanation: 
 
 b) 100.26 ÷ 3.6 = 2 7 8 5  Explanation: 
 
 
9. For each statement first indicate whether the statement is true or false, and then give a 

brief explanation of your thinking. 
 

a) 93 + 64 = 64 + 93 true   false   
b) Explanation: 
 
c) 725 + 89 = 735 + 79  true   false   
d) Explanation: 

 
e) 631 – 58 = 641 - 48  true   false   
f) Explanation: 

 
 

2007 HICE Proceedings 
Page 239



 
HICE 2007 Conference Proceedings Paper 

 
1. Title:  RISE -- An Innovative Program to ‘Homegrow’ Bilingual /  

     Special Education Teachers in Rural Communities 
 

2. Names of Authors: Nancy Blitz, M.Ed., Patricia Peterson, Ph.D., Steve 
Showalter, M.Ed., Maureen Hengl, M.Ed. 

 
3. Affiliation: Blitz –Northern Arizona University at Yuma & Arizona Western 

     Community College Partnership, Peterson - Educational Specialties, Northern 
Arizona University, Hengl – Northern Arizona University at Yuma, Showalter – 
Doctoral Student, Northern Arizona University 

 
4. Addresses: Blitz and Hengl, P.O. Box 6236, Yuma, AZ 85366; Peterson and 
Showalter, Box 5774, College of Education, NAU, Flagstaff, AZ 86011 

 
5. E-mail Addresses: nancy.blitz@nau.edu, patricia.peterson@nau.edu, 
steve.showalter@nau.edu, Maureen.hengl@nau.edu 

 
6. Paper 

 
Introduction 

How can rural school districts recruit bilingual special educators?  The best 
solution is to train local paraprofessionals who already have roots in the rural 
communities.  In response to the need for special education teachers in rural areas with 
high numbers of Culturally and Linguistically Diverse Exceptional (CLDE) students, an 
innovative program, Rural Inclusive Special Educators (RISE), funded by the U.S. 
Department of Education, Office of English Language Acquisition, and a Bilingual 
Multicultural Special Education Website were developed to serve rural areas of 
southwestern Arizona. Through technology combined with local Yuma, Arizona area 
resources, the RISE program has overcome the barriers involved with pursuing 
university study for rural bachelors degree students.  This is especially important for 
Native American students and for Latino students who live on the border of Mexico. In 
addition, the Bilingual Multicultural Special Education website disseminates information 
about Culturally Diverse Special Education lesson plans and Powerpoint Training of 
Trainers (TOT)  presentations.  Teachers in far reaching diverse rural communities all 
over the world can access and download these culturally relevant lessons. 
 
 
Rationale for RISE Program 

National Need for Special Education Teachers.  Significant personnel shortages 
in special education have been noted in the 23rd Annual Report to Congress on the 
Implementation of IDEA Act (USDE, 2002). With predictions of even more serious 
teacher shortages, there is an especially critical need for additional special education 
teachers for students with disabilities from culturally and linguistically diverse 
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backgrounds in rural areas (USDE, 2002). In addition, the current emphasis on 
providing nondiscriminatory assessment procedures and assessing the effectiveness of 
multicultural instructional programs is drawing attention to the efficacy of traditional 
special education and general education teacher training programs which typically do 
not offer systematically integrated coursework and practicum experiences specific to the 
multicultural characteristics of students with disabilities (Baca & Cervantes, 2004; 
Gallegos & McCarty, 2000; Gollnick & Chinn, 2006; Salend, 2004; Stuart & Parette, 
2002.) 

Arizona Need.  In Arizona, the U.S. Dept. of Education reported that 3,324 fully 
certified special education teachers were available to meet a total demand of 3,753 
positions, representing a teacher shortage of 11.4% of the funded Special Education 
positions (USDE, 2002). The shortfall in Arizona is significantly higher than the national 
shortage of 9%. In order to meet the shortfall of 429 fully certified special education 
teachers in Arizona, 358 teachers were hired who were not certified in Special 
Education and 71 positions remained vacant. Cross-categorical specialists were in 
greatest demand, representing over half of the shortage. With predictions of even more 
serious teacher shortages in the next several years, there is an especially critical need 
for additional special education teachers for CLDE students in rural areas (USDE, 
2002). 
 Yuma County Demographics.  The rural agricultural area of Yuma county is 
located in the extreme southwestern part of Arizona on the borders of California and 
Mexico.  The elementary school districts and secondary school districts in the 
countywide area enroll approximately 32,000 students of whom 71% are Hispanic, and 
4% are Native American belonging primarily to the Cocopah and Quechan Tribes.  Over 
50% of these students have been identified as English Language Learner (ELL) 
students. 
 
 Response to the Problem:  The RISE Model 
  “Home Grown” Model.  Teachers for culturally and linguistically diverse 
exceptional (CLDE) students are in high demand in all areas of the United States (Baca 
& Cervantes, 2004).  Rural areas have a particular challenge in hiring qualified teachers 
to meet the needs of their districts (Peterson & Showalter, 1999; USDE, 2002).   
Northern Arizona University (NAU) in Flagstaff, Arizona works collaboratively through its 
Yuma campus and the local Yuma area community college, Arizona Western College 
(AWC), to provide coursework for selected students who are employed as 
paraprofessionals in the local schools.  These students come out of AWC’s Associate of 
Arts in Education program that prepares them for a dual major B.S. degree in 
Elementary Education/Special Education which they will earn through NAU.  These two 
institutions are bonded together through a “Two Plus Two” Degree Program (one of the 
first established in the nation) where undergraduate students take the first two years of 
college at the AWC and then the last two years at NAU in Yuma.  The two institutions 
share their mutual students and facilities on the same campus.  The interconnectedness 
of AWC and NAU makes it easy for students to accomplish a smooth transition from the 
first two years of their degree program to the second two years. 

 The RISE Grant.  Rural Inclusive Special Educators (RISE) serves the 
needs of schools in rural areas with high populations of English Language Learners 
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(ELL) by working with the school districts in the Yuma area of Arizona to train 
paraprofessionals to become elementary and special education teachers of ELL 
students.  Yuma is a very rural, agricultural area on the border of Mexico with many 
newly arrived ELL students in the schools. Some districts have over 90% ELL students. 
The RISE program is a federal grant funded by the U.S. Department of Education’s 
Office of English Language Acquisition (OELA).  The RISE grant program is directed by 
Dr. Patricia Peterson on NAU’s Flagstaff campus. Other key personnel are Nancy Blitz, 
Co-Director and faculty member at NAU in Yuma and Arizona Western Community 
College, and Maureen Hengl, Practicum Supervisor for RISE, who is also based at NAU 
in Yuma.   

RISE provides all the coursework required for certification in Elementary 
Education, Special Education, and Arizona’s English as a Second Language (ESL) 
Endorsement.  Through the U.S. Department of Education OELA grant, RISE provides 
funding for twenty students in each of the three cohorts to go through all the coursework 
required for the dual major degree.  Each cohort involves six semesters.  During the first 
five semesters, participants are required to work in Yuma county schools as 
paraprofessionals.  The RISE students then do their student teaching during the sixth 
semester.  While working as paraprofessionals, RISE students take 15 - 18 credits per 
semester, including summer semester.  Faculty for each of the courses are carefully 
selected for the RISE program in order to involve faculty who are specifically committed 
to working in this type of non-traditional teacher education program.  

The faculty at the Yuma campus and the RISE Director, Dr. Peterson who is 
based in Flagstaff, work as a team and meet once a month to discuss student progress, 
to identify students who may need additional support, and to collaborate in the 
implementation of a seamless curriculum for all the coursework.  Instructors who have 
taught the first course in a semester discuss the content of this course, the methods 
which were most effective, and areas which need to be reinforced in the next course 
with the instructors of additional courses in the semester.  To enhance the writing of 
future teachers, the Practicum Supervisor has developed a writing camp which has 
proven very successful  in improving the writing skills of students who need extra help in 
written expression.  Some RISE students started years before entering the RISE 
program as English as a Second Language (ESL) students themselves. These students 
benefit greatly from this additional writing support provided by the program.  Other 
students who are native English speakers also are able to improve their writing skills 
through individualized writing sessions.  Funding is provided for RISE students to attend 
national conferences pertaining to Special Education, cultural diversity, and second 
language teaching.  These national conferences help RISE students to gain additional 
knowledge from experts in these fields which will enhance the RISE students’ teaching 
when they go into their own classrooms. 

Even though RISE students take 15 – 18 credits per semester, the classes are 
not delivered simultaneously. This innovative consecutive course format allows RISE 
students to put their entire focus on only one course at a time.  Most courses are taught 
from 4:30 to 9:00 p.m. Mondays through Thursdays for three to five weeks.  Students 
take a final exam on Thursday evening to finish one class and begin a new class the 
following Monday.  There is a strong emphasis on both independent work and group 
projects.  Students must demonstrate proficiency not only in writing but also in oral 
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presentations.  They become experts in time management and have generally found 
that their semester of student teaching leaves them with free time that they did not 
experience during their five semesters of coursework leading up to student teaching.  
Students who are graduates of the RISE program are then hired by local Yuma area 
school districts to serve the needs of this rural area’s CLDE student population.  To date 
teachers from the first RISE cohort have been teaching in their own classrooms for 
three semesters, and teachers from the second cohort will  begin their teaching careers 
in January of 2007 upon successful completion of their student teaching.  Members of 
the third and final cohort will begin their third semester of coursework in the program. 
 
Impact of Technology and the RISE Program 

  CLDE Website.  As a component of the RISE program, a website with 
resources to teach Culturally and Linguistically Diverse Exceptional (CLDE) students 
has been developed to disseminate information on successful teaching strategies. The 
URL for the website is: www4.nau.edu/clde   

One website component is a database of student developed Native American 
and Mexican American culturally relevant special education lesson plans.  The lesson 
plan database URL is: http://www4.nau.edu/clde/lessonplans/    
 Students in the RISE program follow a Direct Instruction Lesson Plan Rubric 
which emphasizes direct linking of cultural context and language background of the 
CLDE students to the objectives, content, and learning mode of the lesson. The Lesson 
Plan Rubric URL is: http://www4.nau.edu/clde/lessonplans/     
 Modifications for students with disabilities in the general education classroom 
and integration of technology are clearly linked to the goals and objectives of the lesson.  
Examples of culturally relevant thematic lessons developed by students include:  Native 
American Basketry (Art, Math, History, Science),  Las Hormiguitas (Ants - Ant 
Multiplication, Ant Families, Life Cycle, ANTonyms), Sheep and Wool (Native American 
Families, traditions, economics, math), and Celebrations (Pinata, Birthdays, Math, 
Families).Educators interested in obtaining these culturally relevant Special Education 
lesson plans can search the lesson plans database by Culture, Language (Spanish or 
Navajo), Grade (K - 12) or the Grant program with which the lesson plan is associated.  
From these four categories the lessons plans are divided by content area.  Once a 
content area is chosen, the database user can view a brief description of the Special 
Education lesson plan and then choose to view, print, and/or save the entire lesson plan 
in Adobe Acrobat PDF format.   

Training of Trainers Model. Training of Trainers (TOT) utilizing Microsoft 
Powerpoint is taught in the RISE program. The methods courses involve culminating 
assignments requiring students to prepare and participate in delivery of a TOT module. 
Students receive training in Powerpoint which they use to develop their training 
workshops.  The Culturally Diverse Powerpoint training presentations developed by the 
students are included in the Grant Website so that educators worldwide can benefit 
from this Professional Development CLDE Training.  RISE grant students then utilize 
the TOT model to deliver this Professional Development Training in which additional 
peer teachers from the consortium districts receive  training in best practice strategies 
for working with ELL and CLDE students.  RISE students not only receive training, but 
they also become the future district trainers in the area of best practices for teaching 
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ELL and CLDE students.  This training is also available on the Bilingual Multicultural 
Special Education Website. 
 
Use of Distance Education Technology 

 In the RISE program, distance education technology (Grant Website, Web-
based courses, Hybrid courses, Email feedback to and from instructors, and 
Instructional Interactive Television -IITV) maximizes the utilization of the resources of 
the university's main campus in Flagstaff while allowing the students in this rural area to 
remain in their local communities to complete their coursework. 

  There has been considerable interest in the potential advantages of the use of 
computer-based technology in education. Charp (2000) maintains that a number of 
observations can  be safely made: 
♦ Students are becoming freed from the physical boundaries of classrooms and the 

time restrictions of schedules.  
♦ Students are working at their own pace using network-based materials and 

diagnostic tools. 
♦ Dynamic databases are emerging that permit students, faculty and administrators to 

have 24-hour access to financial records, student transcripts, class lectures, 
assignments, etc. over the Internet. 

Web-based and Hybrid Courses.  Through interaction in Web-based courses, 
university students learn teamwork, group decision-making, and problem identification 
and problem-solving (Synder, 2000).  The goal according to Snyder (2000) with 
Interactive Group Software is to get students involved in old-fashioned interactivity - 
human interaction - instead of just clicking buttons on a computer screen.  This research 
influenced the design of the Web courses in RISE. The Web-based Hybrid courses 
have been designed to include a high degree of group interaction, reflection, and 
feedback from one student to another as well as between the instructor and the 
students.   

World Wide Web.  A major focus of another study (Hill & Hannafin, 1997) was the 
World Wide Web (WWW). This study reported that some prior knowledge and 
experience in open learning applications, helping learners to construct a functional 
mental model of the system, and providing searching tips, should increase their 
chances of success in web-based courses. According to Hill and Hannafin (1997), 
preliminary interpretations indicate that teaching the strategies for finding information in 
open information systems like the WWW is prerequisite for success.  In light of these 
findings, all of the RISE  students receive intensive training in the use of technology 
systems including word processing, email, Web Searches, and specific Web course 
access, utilization, and pedagogy.   

Email.  Additionally, Email provides communication between faculty and students 
in the RISE program.  For example, the RISE program requires practicum supervision 
for the RISE students who are completing certification in Special Education and 
Elementary Education via this program. Through utilization of technology, the RISE 
student  is in e-mail contact with the university Practicum Supervisor each week during 
the semester. The email serves as a medium for the RISE student to ask questions, 
receive feedback on ideas for lessons (including management and problem solving), 
and generally maintain a high level of rapport between the university Practicum 
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Supervisor and the RISE practicum student. The email also serves as a way to help the 
RISE program participants incorporate what they are learning in their content classes 
with the daily routine in their own practicum classrooms where they are employed as 
paraprofesionals.  The university Practicum Supervisor is aware of what content classes 
the RISE participant is taking and what the requirements of the content classes include. 
This knowledge of the content classes coupled with knowledge of the participant’s own 
practicum classroom is invaluable and strengthens the quality of the individual feedback 
communicated via email. 
  Utilizing Web-based Courses and Instructional Interactive Television.  Another 
technology approach used in the RISE program is teaching the courses via the NAU 
Interactive Instructional Television System (IITV). Instructors deliver the course from 
one of the Flagstaff TV classroom sites, and the students receive the class at their local 
NAU Yuma rural site.  Students in electronic classrooms in Yuma see the instructor at 
the home site electronic classroom and vice versa. Students and faculty converse and 
interact in discussion activities just as if they were in the same classroom. RISE faculty 
who are based on the Flagstaff campus generally teach RISE program courses via 
interactive television since driving to Yuma from Flagstaff. In addition to the basic 
Interactive Television delivery,  Flagstaff based faculty travel the 325 mile trip to Yuma 
to have five or more ‘in person’ classes within each course taught onsite on the Yuma 
campus. Other courses are taught as Hybrid courses involving components of web-
based instruction through WebCt VISTA, interactive television, and onsite instruction.  
 
Inter-institutional Collaboration: A Critical Ingredient to Success 

A key ingredient in the success of the RISE program is the focus on inter-
institutional collaboration among NAU, Arizona Western College (AWC) , and the local 
Yuma area school districts to ‘home grow’ teachers through the RISE grant program. 
On the NAU side of the partnership, NAU in Yuma administrators have been very 
supportive of Northern Arizona University’s efforts to secure grants for their campus. 
The NAU administration in Yuma as well as the AWC administration have made 
available access to recruiting, classrooms, advising, technology, and overall support for 
the RISE Grant. 
 The final piece of collaboration in the success of the RISE program is the school 
districts in Yuma County who employ the grant recipients as paraprofessionals.  These 
school districts recognize the future long-term benefit to their school districts of these 
“Home-Grown” teachers in training.  The Yuma county school districts turn around at 
the end of the RISE Program and offer teaching positions to RISE graduates. The RISE 
graduates, in turn, put into practice in their new classrooms the skills, knowledge, and 
effective teaching strategies learned through their experience in the RISE grant 
program.   
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Abstract 
 
Overview of the Butler University Teacher Education Program 
 
Teacher educators often advocate apprenticeship models involving modeling, guided 
practice, and independent practice with their gradual release of responsibility from 
teacher to student.  Regie Routman’s Optimal Learning Model Across the Curriculum is 
one such framework that has given us a perspective on instruction at all developmental 
levels.  We at Butler University have looked to the theories of John Dewey and Lev 
Vygotsky to guide our work with developing pre-service teachers as well as to shape our 
candidates’ perspectives in their work with children.  We have tried to put into action 
Brian Cambourne’s Conditions for Learning with his focus on immersion, demonstration, 
engagement, and approximations.   
 
Butler University is a small, Indianapolis-based, liberal arts-focused institution with a 
long history of quality teacher preparation.  Over the past ten years, the program has 
evolved to incorporate educational theory, teaching methodology, and student-initiated 
action research in field experiences that begin freshman year and increase in depth and 
complexity across the four-year program. 
 
Students at Butler University who plan to be elementary teachers work two full semesters 
in area schools focusing one semester on early-childhood teaching methods and one on 
middle-childhood teaching methods prior to two full semesters of student teaching.  All 
classes in the methods classes are team-taught on-site in an area school and within a 
common block of time.  In the middle childhood block the candidates also work on-site 
with community resources.  In the school, these candidates assist in classrooms, work in a 
single classroom with math-buddies, complete an environmental investigation, provide 
the classroom teacher with an in-depth assessment of a student’s reading and writing, and 
either provide after-school individual tutoring or run two seven-session after-school 
enrichment programs.  This workshop focuses on the experiences of the candidates in this 
middle-childhood block including their experiences working as instructors in the school 
and in community resources such as the Department of Natural Resources and the 
Indianapolis Children’s Museum. 
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The Butler students’ teaching skills and their dispositions as teachers are assessed not 
only by their professors, but also by the classroom teachers with whom they work.  
Individual interventions are crafted as needed in collaboration with the student and the 
classroom teacher and then implemented and tracked across semesters in the program.   
 
 
Overview of the workshop during the 2007 Hawaii International Conference on 
Education 
 
Workshop participants in this session will experience aspects of this apprenticeship 
model as it is used in Indianapolis in the preparation of teachers in grades 3-5, integrating 
math, literacy, social studies, and science.  They will 

• Participate in interactive lessons that model best practices across content areas, 
focusing on reading, social studies, math, and science; 

• Examine the immersion model used by Butler University in its preparation of 
preservice teachers in which sophomores and juniors become immersed as aides 
and enrichment leaders in a local elementary school and instructors in the 
nationally-acclaimed Children’s Museum; 

• Revisit the history of dispositions in the accreditation and certification process 
• Examine the assessments used in the Butler program of the undergraduates’  

teaching skills and dispositions in a case-study format; 
• Explore possible applications of the Butler University program to their own 

teacher preparation programs. 
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6. Abstract or Paper 
 
THE STUDY 

The purpose of this study was to infuse expert pedagogical practice into a DL course on social 
foundations of education and determine changes in teachers understanding of themselves as 
practitioners.  Student responses to assignments were analyzed in a case by case review and then 
aggregated.  These data included artifacts, review of their posted DISCUSSION board communications, 
communications with the professor and analyses of major papers. 
 
COURSE FORMAT 
Delivery Strategies 

Florida Gulf Coast University used ANGEL for its Distance Learning classes.  While professors 
new to the technology tend to post reading assignments for students to do as individuals, as they become 
familiar with the software, some are moving towards interactive weekly assignments.  This class included 
both.  Student groups had designated team leaders that managed weekly discussions.  Groups choose 
topics for papers and skits and held discussions on discussion boards.  All assignments were saved on 
ANGEL and were forwarded to the professor’s email account.  In addition to group work, cooperative 
learning assignments were conducted where each team member researched and presented an integral 
part of a topic for discussion and then as a team arrived on a consensus decision. 
 
THE REQUIREMENTS 

In lieu of reading a text, students read articles on topics about challenges facing schools, 
historical perspectives on education, the New England Primer, discussions on how-to teach, globalization, 
sustainability and environmental education.  They included educational trends throughout the century, the 
teacher as a Decision Maker, standards based education and testing an the nature of teaching.  
Readings additionally included Multicultural Education, Special Education, Technology, Vouchers and the 
impact of 9-11, from there to where, Moral Dimensions of Teaching and The Common Good.  Authors 
included Cremin, Cubberly, Johanningmeier, Tyack, Dewey, Hunt and others.  Each student was directed 
to pose three higher order questions that came to mind as a function of having read the paper, about the 
enterprise of teaching/schooling profession in the United States. 
 Students were assigned three individual projects to complete during the semester.   Directions 
were straight forward and the easily accomplished.  Each student was asked to submit a short paper on 
an area of a social foundation of his/her school district.  Information for this paper could be gathered from 
interviews, newspaper articles, school board meetings, etc. The paper should span a minimum of 50-100 
years when possible.  The topic(s)/themes selected should be of interest to the student.  This project is 
entitled, MY SCHOOL DISTRICT.  Students were also asked to provide a READING REACTION to a 
book of interest. A reading reaction includes the author's statements; the student’s thoughts about the 
author's statements; plus justification for the student’s thoughts.  Justifications may be literature based, 
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experientially based, examples should be provided.  Students were directed to answer why they thought 
the way they did about the topics in the book?  A list of potential books was provided; others approved on 
request.  A third individual paper was entitled, PUTTING IT TOGETHER REFLECTIVE WRITING.  Each 
student is required to present his/her course reaction in the form of a reflective writing.  This writing 
should include ones MOST SIGNIFICANT LEARNINGS during the semester.  It should interrelate the 
readings with all other assignments and group discussions in the course.  This writing can be prose, 
poetry, declarative or interrogatory in nature.  It should include individual assignments, group work and 
class discussions on discussion boards and CHAT rooms.  Guidelines for the reflection follow. 

I. Briefly describe your thoughts or what took place during the lesson event.  This will act as a 
record of the events of the class.  Write down as much as you remember even if the incidents 
seemed trivial at the time. 

II. Elaborate on several aspects of your readings or interaction with your colleagues that 
seemed significant to you.  The significance of an episode may be determined in many ways.  
The episode might have: (a) piqued your intellectual curiosity you, (b) excited or entertained 
you, (c) caused you to think.  Describe each episode in detail.  Try to relive the incidents as 
you write them.  Include word-for-word reconstructions of dialogues that took place.   

III. Why was the episode important to you?  What did you learn from the experience?  What 
problems did you see emerge from the incident?  What trends do you see developing in this 
class? 

IV. Generate 5 questions that come to mind as a function of these thoughts/events.  OR  
1. Write a brief synopsis of the content and process of each class activity.  
2. Describe discussions about topics that were important to you--say, piqued your interest.  Say      
    why! 
3. Finish the statement: "today I learned . . ." 
4. Generate at least 5 questions about yourself in the practice of teaching regarding the content  
   or process of the class readings/group interactions. 
 

Students wrote a GROUP PAPER using a DISCUSSION Board to post ideas and divide the assignment.  
This was a academic/scholarly paper.  Each group choose a topic of interest to research from a list of 
suggested broad based topics.  The paper format included: 

• an introduction in which the purpose viewpoint is made explicit 
• a body, which includes an extensive literature review 
• a conclusion that ties the themes and ideas of the scholars together. 

 
The suggested topics are:: 

• Child rearing practices/issues or family membership and role definition 
• From Dewey to the SAT's to the FCAT: WHY? 
• Home schooling, Academies, Charter Schools 
• Impact of Technology: Who gets in and who gets left out 
• Is public education really public education in the 21st  Century USA 
• Power and empowerment: where does if come from, who had it, how was it lost, who has it, how 

does it change hands in the system; Why does it change hands in the system 
• School in the 1990's: does universal public education have a chance in the 21st century 
• School Policy: Who’s in charge 
• School reform and restructuring: a historical review 
• Schooling in America is the legal responsibility of the state: How much power should the federal 

government be permitted to exert 
• Schooling in America:  What is right with it! 
• Teachers in the schooling process 
• The social ramifications of governmental policy and the legal dimensions of schooling 
• What should the curriculum be: an historical study of schooling in the USA 
• Who funds public education? 

 
Students then wrote a GROUP SKIT/BALLAD/EPOCH POEM/CARTOON  Each group submitted a “1 
page working assumption” in prose about the topic to be presented.  They wrote a skit ballad or epoch 
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poem or cartoon.  They could present a taped puppet show.  All communications could be done in CHAT 
and DISCUSSION BOARD.  Students were encouraged to think creatively about their topics.  This does 
not have to be serious, it can be a parody.  Some students used the topic or a subtopic of their scholarly 
paper, others choose a different topic. 
 
RESULTS AND DISCUSSION (IN BRIEF): 
A review of the data indicate that the DL social foundations of education course permitted students to: 
 

• bridge relevant course information to enhance their classroom practice 
• understand the dynamic tension that exists between schools in and schools and society and how 

social issues affect the classroom 
• facilitated changes in their philosophical approaches to teaching in a global society 
• invited scholarly discourse on the magnitude of the ramification of loosing a free universal public 

education system in the United States of America   
• develop and understanding of ways and means to invite and incorporate students of other 

cultures into their classrooms 
• realize effective use of technology as a teaching tool 
• appreciate the power of cooperative learning strategies 
• know the district in which they teach.  

 
During the presentation at the Hawaii Conference, student words will be used to describe each of these 
eight major course outcomes.  
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Abstract 

Statistical anxiety has been documented in the research literature to be common 

among those who are taking research and statistics courses and may result in feelings of 

discomfort, impaired ability to do well in the course, or even dropping out of ones 

program. In order to better understand the anxiety experienced in a research methods 

course, eleven students taking the course were asked to keep a weblog of their reactions 

to activities or events experienced in a course, such as lectures, assignments, PowerPoint 

presentations, discussions with the professor, etc.  In a weekly weblog, students were to 

rate each activity on a scale from -3 to +3 in terms of its effect on their anxiety toward 

statistics and toward the course, and then to explain their rating. In addition, the statistical 

anxiety of the students was measured using the Statistical Anxiety Rating Scale (STARS) 

before and after the course. Statistically significant differences were found for some of 

the factors measured by STARS, showing a reduction in anxiety. The reactions to the 

activities were summarized according to the factors on the STARS. Receiving immediate 

feedback 1) helped the professor better understand the needs of the students; 2) helped 

him achieve a more realistic picture of his students; 3) helped him understand how 

important it is pace the lesson so that it does not overwhelm the students; 4) made him 

aware of the importance of communicating expectations, such as through sample tests 

and projects; and 5) helped him understand what worked and what didn’t. All these 

factors were related to a reduction in statistical anxiety.  
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Research and Statistics Anxiety in a Counseling Research Methods Course 

Research has reported high levels of anxiety among students in graduate courses 

in research and statistics (Schacht and Stewart, 1990, 1991; Zeidner, 1991). While some 

students simply experience discomfort and impaired performance, some researchers 

believe that the research and statistics course may be a major reason why some students 

do not finish their degree (Watson, et al, 2003). Even if students complete the course, the 

anxiety they experience often affects their attitude toward research and statistics, so that 

they do not use the information they have learned in their profession (Butler, 1998).  

What is it about this class that is so anxiety producing? Certainly, the class uses 

mathematics, which can generate anxiety in students. However, a research and statistics 

course is more than a math course.) It involves the applications of mathematics and 

mathematical thinking to gather information and make decisions. All this can produce 

anxiety in students. (Cruise, Cash and Bolton, 1983) 

Review of Relevant Literature 

The Statistics Anxiety and Rating Scale (STARS) is an instrument which purports 

to measure statistics anxiety. It has been validated and has been shown to have six 

factors: 1) Worth of statistics, perceptions about the relevance of studying statistics; 2) 

Interpretation anxiety, anxiety associated with interpreting statistics; 3) Testing and class 

anxiety, anxiety associated with taking a statistics class or test; 4) Computation self-

concept, the student’s self-concept regarding his or her ability to perform mathematical 

operations; 5) Fear of asking for help, anxiety associated with asking for help about 

statistics; 6) Fear of statistics teacher, perceptions regarding the “humanness” of statistics 

teachers.  
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Although one can measure statistics anxiety, little is known about what role it 

actually plays in the classroom. Certainly, it would be expected that a statistics course 

could increase, or decrease statistics anxiety as the result of events which occurred during 

the course. As a professor teaching a research and statistics class, it would be important 

to know which activities trigger anxiety and which activities ameliorate anxiety. A 

professor would want to eliminate anxiety-producing activities and increase anxiety-

reducing activities.  

Learner or trainee diaries are ways of using diaries to collect information about 

how students are reacting to learning experiences. Learner or trainee diaries are written 

records that learners keep while they are experiencing instruction. Diaries allow students 

to reflect upon the course content and record their thoughts, impressions and experiences, 

and relate them to their own experiences (Halbach, 1999). While such diaries may serve 

as a way of helping students learn to think reflectively about the content, they can also be 

used by teachers as a way of evaluating their instruction.  

Halbach (1999) used trainee diaries to evaluate a course she was teaching. The 

course was a methodology course she was teaching to undergraduate students of English 

at the University of Alcala, in Spain. She had students react to the class using a diary. In 

analyzing the data, Halbach (1999) used a qualitative approach, in which she read 

through the diary entries several times and looked for trends among the entries. She then 

came up with a list of six categories, including course contents, pacing and weighting of 

different topics, materials and exercises used, etc. She then divided the comments up 

within these categories and summarized the comments for each of these categories.  
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Methodology 

The purpose of the current study was to evaluate the anxiety experienced by 

master-level counseling students in a research methods course. The course was being 

offered at a medium-sized state university in Pennsylvania. The counseling program 

prepares students to be school counselors. The purpose of the course is to help students 

understand the research literature. The focus of the course is therefore upon conceptual 

understanding of research and statistics, rather than the application of statistics and 

probability to do research. The course was offered during a summer session and was five 

weeks long. There were eleven students in the class. Two were males and nine were 

females. There was one African-American woman and one Hispanic male. The rest were 

white.  

Specifically, the purpose of the study was to: 

1. Establish if there had been a shift in anxiety towards research and statistics as 

a result of the course. 

2. If there was a shift, determine what specific events or activities may have 

caused the shift in anxiety 

3. Determine in what way the course could be improved to minimize anxiety 

toward research and statistics 

To assess the first point, the Statistics Anxiety and Rating Scale was administered 

at the beginning and at the end of the course. A paired t-test was used to determine if 

there were significant differences on any of the scales.  

To assess the second and third points, students were expected to keep a weblog, 

an electronic diary, during the course. In the diary, students were expected to evaluate 
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activities that occurred during the course in terms of the effect the activities had upon 

their anxiety toward research and statistics. An event or activity was defined as any 

discrete activity that was experienced by the student that was related to the content of the 

class. This could be a presentation, a group activity, a test, a question that was asked in 

class, a homework assignment, a talk with the professor during office hours, help 

received from a another  student or a different professor, reading a chapter in the textbook 

or some other book, thinking about the topic, etc.  

For each event, students were expected to briefly describe in what way it 

increased or decreased his or her anxiety. In addition to the verbal description, students 

were asked to rate the events on a scale from -3 (“the event worsened my attitude toward 

research and statistics a lot”), to +3 (“the event improved my attitude toward research and 

statistics a lot”). A “0” indicated that the event did nothing to decrease or increase 

anxiety. The rating provided a subjective impression of the impact the event had upon the 

student’s anxiety level.  

Analysis 

Significant differences were found at the .05 level for one of the six factors in 

STARS, Test and Class Anxiety, with a t-value of -2.709. The critical t-value for all tests 

was -2.228. The negative sign of the calculated t-values indicated that there was decrease 

in anxiety. When the percentile was determine for the average pre and post scores, the 

Test and Class Anxiety dropped on the average from the 83rd to the 62nd percentile, a 

drop of 21 percentile points.  

While not being statistically significant, two other factors also showed a 

substantial drop in average score percentile. The average score for Fear of Asking for 
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Help dropped from the 69th percentile to the 48th percentile, and the average Fear of 

Statistics Teacher score dropped from the 60th to the 40th percentile, a drop of 21 and 20 

percentile points respectively. While there was only one statistically significant 

difference between pre and post for, all the differences were all in the hoped for direction; 

with the post scores being lower than the pre scores.  

While input was obtained from the diary entries during the class, a formal analysis 

of the entries was only conducted after the class was over. As in the Halbach study 

(Halbach, 1999), the weblog entries were reviewed to look for themes. The six factors of 

the STARS instrument were used as an organizing structure to evaluate the weblog 

entries. Within the context of the review of the weblog entries, the ratings were used as a 

way of assessing the importance of the events toward the shift in anxiety levels. The 

results of each of the five STARS factors will be addressed separately below, with 

examples from the diary entries provided to illustrate the results.  

Worth of Statistics 

The first class of the semester focused upon the issue of why the class was 

important. Most of the comments dealing with the worth of statistics came out of this 

class.  

The first class was very thorough. Everything was explained and time was 

taken to insure that we understood. I enjoyed the activity of why this 

particular class is needed. I know that for me, it is important that I 

understand the relevance of what I am learning because if I do not, then I 

have a tendency to not become involved in the material as I should. There 
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are pros and cons to why the material, but it is better to know it and not 

need it, than to need it and not know it. 

Another student wrote: 

We broke up into our groups and came up with at least 3 pros and 3 cons 

of having to take this course and then had a discussion with the rest of the 

class about our lists. Rating: 1 - This helped improve my attitude a little 

bit by hearing other positive or pro reasons for having to take this course. 

The first comment illustrates how important it is to address the issue of relevance of a 

course to the students’ studies. Attitudes toward the course as a whole can be 

significantly impacted by the neglect of this step. Given the seemingly foreign nature of a 

research and statistics course, establishing the worth of doing research and understanding 

statistics would be particularly important.  

Interpretation Anxiety 

As part of the class, students are required to do an action research project. In an 

early class, students were taken to the library and were instructed in how to conduct a 

literature search, which elicited the following comment: 

I already knew how to find articles using the library and EBSCOhost. I 

also do not have any anxiety about reading and doing the research within 

the articles. My anxiety comes in when trying to analyze statistical 

information presented in the journal articles.  

In order to address the concern expressed by this student, students were provided 

with examples to interpret. After learning each new concept, students then practiced 

applying the concepts by interpreting example scenarios which were expressed in words 
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that might be found in research articles. In the weblog, students frequently expressed 

their appreciation for the scenarios. The following is an example:  

The scenarios are always helpful. I think it's a great idea and I enjoying 

applying the learned terms to actual cases. I think it's a great learning tool 

to use! 

One particular PowerPoint presentation went quite long: 

One event that did raise my anxiety level was the lecture on experimental 

design. I gave it a -2 because there was a lot of information covered in the 

preventing. Once the lecture was over I was concerned if I was going to be 

able to remember all the information covered. 

The lecture was followed by a scenario in which students were asked to identify potential 

threats to internal validity. The student continued: 

The next event actually lessened my anxiety during class. I rated the 

Internal Validity case study event as a +1. The activity gave me the 

opportunity to apply what we just covered in the PowerPoint lecture. This 

activity also helped to me to grasp and gain a better understanding of the 

concepts discussed in the lecture. It built by confidence a bit because I was 

able to complete the case study successfully. 

These and other comments show the importance of using concrete examples to 

bridge the gap from concept to practices. These examples, while expressed in the 

language of statistics and research, helped reduce the anxiety of the students.  
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Test and Class Anxiety 

Many of the students’ comments demonstrated that the tests were a great concern 

of the students and generated a lot of anxiety. As a way of addressing these concerns, 

sample questions were provided after each unit and before the midterm and final tests. 

Many of the students commented upon how the sample questions helped reduce their 

anxiety about the test.  

The sample test review was very much appreciated. I was very nervous 

about the midterm being that I am apprehensive when it comes to 

statistics. Going over what will be on the midterm was extremely helpful 

and it improved my attitude toward research and statistics a lot. I feel 

more relaxed about the midterm. 

Students were very concerned about knowing the expectations for the assignments 

of the course as well. As mentioned above, students were expected to complete an action 

research study. During the class, an example action research paper was sent to the 

students. The following comments were recorded in the weblogs: 

The e-mail that you sent us with the example action research paper was 

very helpful. I gave me an idea of what you wanted and was very useful in 

easing my anxiety. 

Unfortunately, an earlier example had not worked so well. Prior to the example 

action research project being sent out, students had reviewed three articles from an action 

research journal. The level of writing of these articles had unnerved the students. They 

wondered how they were going to achieve that level of writing, even though the 

professor’s actual expectations would not have been that high.  
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Students were also provided an outline of the expectations for the action research 

project. This student commented: 

Went over Action research outline (+2) This helps reduce my anxiety a lot. 

I now know what is expected on the action project as far as format is 

concerned. 

The most difficult topics were purposely left to the end of the semester, the 

statistical analyses. The idea was to bolster a sense of confidence first, before tackling 

what is generally the most anxiety-producing topics of the course. Unfortunately, with 

time running out in the semester, it was necessary to address these topics more quickly 

than they needed.  A student commented: 

Dr. Bolton explained Chi Square. IT was helpful to know specifically what 

we needed to learn, but the background information about formulas was 

VERY overwhelming and frustrating because it was so far over our heads. 

At the beginning of the early classes, students were asked to report their progress 

in doing for their action research project. This was done to make sure they were on task 

and to provide them an opportunity to ask questions and receive input. The following 

comment shows that:  

Dr. Bolton asked everyone to share their topics.1: This helped me narrow 

my focus and guide my research. I felt better about what I was to do. 

When giving a PowerPoint presentation, students requested that copies of the 

PowerPoint presentation be provided so that they could take notes on them. A student 

commented:  

Thank you for bringing copies in tonight for us to write notes on. 
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However, the student requested that these notes be provided ahead of time. 

Unfortunately, it was generally not possible to do so since the class was being revised. .  

Mathematical Self-concept 

It should be noted that the course was not a formal statistics course. The focus of 

the course was upon interpretation of results; students were not required to do 

calculations. At the beginning of class, I reassured my students that the focus of the class 

is research and that this is not a math class. This emphasis seemed to reduce the 

mathematical anxiety of the students as shown by this comment: 

I wanted to start off this entry by stating that I left class tonight feeling 

more comfortable and confident and less anxious in my mathematical 

abilities than I originally felt coming to this class. 

However, it is not possible to avoid mathematics when dealing with research. This 

was a reaction of one student: 

At the end: STARS (+1) I felt I did answer the questions a little more 

confident than I had in the beginning of the class. I feel less anxious and 

more confident than when I started the class but math and statistics still 

causes me anxiety regardless. 

Fear of Asking for Help 

Only a few students came to ask for help outside of class. The comment by this 

student was one of the few students who did: 

Meeting with Dr. Bolton Re: Project - Rating: 3 - Being able to speak one-

on-one and explain what I was thinking directly to Dr. Bolton really 

helped reduce my anxiety about doing this project. I thought it would be 
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too much to try and discuss during class, so I was glad to be able to 

address my questions after class. I really feel like I know what direction I 

am supposed to be taking now. 

The help didn’t necessarily have to do directly with the class. One student asked 

for help in studying for a comp question dealing with research methods: 

After class Dr. Bolton helped me with the Comp. 2 question and he took 

his personal time to help me which I appreciate. I give this activity a+3 

because he didn't have to do it. 

The reason for not asking for help outside of class is puzzling. It would seem, 

reading the comments, as if they understood where they were having problems, or at least 

concerns. Yet few came. Perhaps, it might be because of the tight schedules the students 

have, with many taking multiple classes and working full-time jobs. While it may be 

related to fear of the statistics teacher, it did not seem as if many were afraid of the 

professor, as the comments below show. Another possible explanation might be a fear of 

appearing stupid by asking foolish questions. Or perhaps it has to do with a “head in the 

sand” syndrome, in which students try to avoid dealing with anxiety producing issues. 

And this may be the essence of the Fear of Asking for Help factor. More research needs 

to be done.  

Fear of Statistics Teacher 

One of the first comments expresses a fear of a prior professor: 

My assessments professor from before was terrible and I learned very, 

very little from him; therefore, I was extremely nervous coming to class 

tonight. I know that we didn't go over a lot of information, but I was very 
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impressed with your willingness to ensure our understanding of the 

material. 

Other comments dealt with the current professor. The comments regarding the 

professor were often positive. 

The lecture went well. I think that you're doing a great job breaking the 

material down and the pace of the lecture is also good.+3. 

Another student wrote:  

Overall, I enjoyed Dr. Bolton as a professor. He was very caring and 

patient with the class. He made my experience in the class much more 

enjoyable than I thought it would be. 

However, not all comments were positive: 

1st activity was a review of probability. I rate this -2 because Dr. Bolton 

had a difficult time answering students’ questions without taking 15 

minutes just to give a simple answer. 

The professor has heard this comment before and it is a real concern and directly 

addresses this factor since it has to do with research and statistics professors being 

perceived as not human and speaking a different language. 

While the students may have viewed the professor of this course as being 

approachable, the attitudes of the students are likely to have been affected by encounters 

with previous empirically-oriented professors, as in the first comment, or by discussions 

with students who have had encounters with such professors. Attitudes may, and often 

do, take a while to change.  

2007 HICE Proceedings 
Page 265



Research and Statistical Anxiety       15 

Discussion 

One of the themes running through many of these comments is that it is important 

to be clear about ones expectations. Expectations were expressed through guidelines and 

rubrics, sample tests and projects and scenarios and examples to illustrate concepts taught 

in class. Students are particularly concerned about being evaluated, and want to know 

what is to be expected of them on tests and projects. Because of this focus, expectations 

should be stated up front so that students can focus their attention on the essential. Doing 

so reduces anxiety. This was illustrated by the unit on probability. While some of this 

information was simply for background information and was not to be on the test, 

students could not relax and listen for understanding since they were concerned about the 

test.  

The probability example illustrates another important principle: Don’t overwhelm 

the student with too much information. While this seems obvious, as a professor, it is 

sometimes difficult to judge what is too much. However, doing so, only increases anxiety 

and undermines previous efforts to reduce anxiety. Not overwhelming students with too 

much information may mean slowing down the class, which may result in less 

information being covered. There may be a trade-off between covering the material and 

changing attitudes; especially in the current class where research methods and statistics 

are combined into only one course. In this case, the professor leaned toward the reducing 

anxiety side with this justification: Information is worthless if it is not being used. If one 

overwhelms students with information, they will work to get through the course, but they 

will be so frustrated that they will shy away from using it.  
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Expressing ones expectations and not overwhelming students with information 

are things that should be done in any class. All this should be done in any class. However, 

in research and statistics classes, it is particularly important. Many students are 

particularly wary of this class, and the effect of not being clear, and of overwhelming 

students with information seem to be even more unsettling for students in a research and 

statistics class.  

  Underlying these principles and others is the issue of trust. Students will 

experience anxiety because of a lack of trust. For many subjects, there are no initial 

expectations. Students seem to come to a research and statistics course with negatives 

expectations and a lock of trust. They feel as if they are going to have a negative 

experience and that they may be humiliated. This lack of trust makes it difficult to get 

beyond the negative attitudes which get in the way of learning.  

As a result of the feedback from the students, the following changes will be made 

in the future to the course: 

o Convey explicit expectations for student projects to the students early on 

o Pace the course to better address all essential topics so as to not rush at the end 

o Focus upon reducing anxiety in the class as an important goal 

o Continue to use and expand the use of concrete examples and activities 

More research needs to be done to determine the attitudes that students bring to 

the course and what has caused those attitudes. While it has been shown in what ways 

anxiety can be reduced, it is important to understand why students exhibit the anxiety 

they do. Using other means, such as interviewing students at the beginning of the class, 

might shed some light on these reasons.  
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ABSTRACT  

Why Some English Learners Don’t Finish High School  

By 

Jeanmarie Hamilton Boone 
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This study examines the narratives of six English learner high school dropouts to 

determine reasons why they left school prematurely that usually go undetected in 

traditional quantitative data collection methods.  The common themes that emerged in 

these narratives were examined in light of existing research. Researchers have suggested 

the reasons English learners leave high school before receiving a diploma as 
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employment, limited English skills, disciplinary problems, poor grades and not feeling a 

“sense of belonging” to the school. The results of this study corroborate these findings 

with one major difference: the context in which these phenomena occur. Additionally, 

study participants overwhelmingly cited academic program placement as being 

significant in their decision to drop out. Through self-exploration, the researcher’s 

personal experiences as a teacher, department chair, coordinator, and student liaison adds 

to this study and provides deeper meaning about the learning conditions some minority 

language students are forced to contend with in some high school settings. This work 

culminates with recommendations for researchers, as well as educators of English 

learners. 
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Introduction 
 
The United States has seen a steady increase of immigrants over the last four decades, and the 

rapid growth of immigrant youth in our nations’ public schools poses a variety of complex 

challenges for each school district.  Of paramount importance to most stakeholders is that all 

students receive access to the core curriculum through quality instruction, and extensive 

measures are taken to ensure this goal. However for immigrant youth, this process is a complex 

one, as it entails the added challenge of second language acquisition.  In California, the goal is 

for children to advance at least one level in their acquisition of English as measured by the 

California English Language Development Test (CELDT) each academic year, which could 

potentially exit new comers from language programs in as few as two to four years.  The 

education process of second language learners has a several implications for the classroom 

teacher. In fact, in addition to being “highly qualified”, per the recent No Child Left Behind 

initiative, which requires that teacher be certificated in the content area(s) in which they provide 

instruction, educators are also required to obtain special certification, known as the Crosscultural 

Language and Academic Development (CLAD).  Possession of the CLAD is believed to 

demonstrate a level of competence in teaching second language learners.  Application of one of 

the primary teaching strategies known to facilitate learning is Specially Designed Academic 

Instruction in English.    The great strides that have been made in preparing educators to be better 

teachers of immigrant learners are a step in the right direction, but this should not be the only 

lens through which we examine the education process of second language learners. So much 

emphasis has been placed on teacher preparation as an independent variable for immigrant 

student learning to the neglect of immigrant youth and the variables they bring into the 
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classroom as contributing or inhibiting factors to achievement. I submit there are a number of 

other factors which impact the efforts teachers put forth in the classroom, including socio-

political and psychological implications that confront immigrant children in our public school 

system and communities.  Not taken into account are the myriad of psychological implications to 

immigrant student learning that hinge on the transitions they must undergo in becoming part of 

their new surroundings.  The psychological well-being of adolescents has largely to do with how 

they feel about themselves. If adolescents are exposed to negative stereotypes about their group, 

then they may hold negative feelings about their own ethnicity. Conversely, when children feel 

their cultural contributions are valued, the motivation to embrace the new culture occurs as a 

natural process of integration (Phinney, 2001).  Additional research consistently finds that when 

children feel comfortable in their classrooms, their affective filters are diminished, an effective 

learning environment emerges and quality learning takes place, in most cases.   

 

As if these challenges were not enough for both teacher and students, most school systems now 

measure academic achievement by standardized test scores, for both native and non-native 

English speakers. Through standards and benchmarks educators are encouraged to ensure all 

students achieve.  Some teachers have been penalized for not increasing test scores by being 

stripped of teaching “better classes” or by being made to attend additional professional 

development workshops, where other teachers may attend as an option. Again little is done to 

measure students’ psychological or spiritual well-being as a means of ensuring their own 

academic fitness for achievement on these tests or in the classroom.  

In the midst of all of the politics that swirl above the heads of these immigrant youth, 

surprisingly many are matriculating through secondary school with some degree of success.  
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Adolescent years as a new comer bring with them no short order of perturbing experiences, yet 

many students devise their own coping skills – some more successful than others, and despite 

insurmountable stressors including language barriers, an overwhelming number of students are 

proving to be resilient in their academic achievement. Seemingly those who are most successful 

have an affinity for religion.  As a result of years of work with immigrant high school students 

the focus of this study is to examine whether religious immigrants are more academically 

successful than their non-religious immigrant peers. 

 

Literature Review 
 
One study conducted by Carl Bankston III and Min Zhou (1995) among Vietnamese, a relatively 

new group of immigrants, found that when these students attended church regularly it made a 

significant contribution to their ethnic identification, which in turn, the team found facilitated 

positive adaptation to American society by increasing the likelihood these youth would do well 

in school and avoid some of the dangers other young people confront.  The pool of 402 high 

school students studied lived in a predominantly Catholic New Orleans community.  They 

examined how church attendance is related to adjustment to American society and found it to be 

the single most important predictor of academic achievement.  By a circuitous route the pair 

examined church attendance as a significant component of ethnic identity, as measured by 

language usage, commitment to endogamy, self-identification with the Vietnamese ethnicity and 

ethnic friendship circles. Secondly, the team investigated whether religious participation 

contributed to the ethnic identification of these youth and found the connection to be substantial 

on all four indicators of ethnic identification.  The control variables utilized in this study were 

parental membership to ethnic organizations, living with both parents and recency of arrival.  
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Children’s ethnic identity was found to be more heavily influenced by involvement of parents in 

the ethnic community, intact families and timing of immigration than by parents’ education 

level, parents’ work status, family size, age or sex.  Further examination revealed that religious 

participation seems to link members to a larger system of ethnic relations which acts as a source 

of identity for individuals.  Thirdly, Bankston and Zhou examined how church attendance is 

related to adjustment to American society and found it to be the single most important predictor 

in keeping students out of trouble, facilitating adjustment to the host society and ethnic identity.   

 

A second study carried out by Regnerus and Elder (2003) focused on data provided by the 

National Longitudinal Study of Adolescent Health that began in 1994 to examine African 

American youth in low and affluent socio-economic neighborhoods and their church attendance 

patterns to determine whether attending church helped students to stay on track in school.  This 

team examined data from a final study sample of 9,667 seventh to twelfth graders nationwide 

and found that church attendance for those in the poorer neighborhoods had a positive correlation 

to academic achievement, whereas church attendance for those students living in better 

neighborhoods was not as significant.  The primary work of this team centered around exploring 

possible reasons for the variation in church influence on both groups’ ability to stay on track in 

school. The dependent variable was staying on track in school as measured by academic 

progress, not academic success, consisting of the following standardized measures (although the 

team named six measures, the study listed only five): 1) grade point average; 2) has no trouble 

getting homework done; 3) gets along with teachers;  4) no experience of ever being expelled or 

suspended from school;  5) successfully completing all five is considered educational success, 

achieving any or some, but not all, indicates progress.  The following five residential 
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characteristic indicators of neighborhood poverty are defined as follows: 1) proportion of persons 

living at or below poverty status; 2) the proportion of houses that have below $15,000 annual 

income; 3) the unemployment rate for males; and 4) the proportion of households headed by a 

female, with no male present.   The key independent variables were religion, risk factors 

(personal, family or community characteristics that support problem behavior), and protective 

factors.  Regnerus et al. found that as the poverty level rises within the neighborhood, the 

relationship between church attendance and being on track in school becomes more positive, 

signifying church attendance as a protective influence among youth.  

 

A similar study conducted by Hae-seong Park (2001) also found that religious participation and 

academic achievement is statistically significantly. Using data from the National Educational 

Longitudinal Study of 1988 (NELS:88) this study explored religious participation in four 

different ethnic groups (European-American, Asian and Hispanic and African Americans and for 

each discovered a positive correlation between religious participation and academic achievement 

Park’s findings suggest that adolescents’ religiousness is positively related to academic 

achievement, as more religious students seem to outperform their less religious counterparts, 

academically. 

 

Although a breadth of studies have been conducted to examine the relationship between 

religiosity and student achievement, there remain gaps in the research. For one, in the Bankston 

study no evidence suggests whether church attendance alone is significant in academic 

achievement or whether one’s personal embrace of their God through religious participation 

results in academic achievement. Secondly, in the Regnerus and Elder study, it is suggested that 
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perhaps church attendance provides for lower socio-economic youth what it does not provide for 

more affluent youth.  That is, religious participation seems to have a greater impact on poorer 

students staying on track in school than it has for more affluent youth, but it fails to pinpoint 

possible reasons why.   

 

This current investigation seeks to provide answers for the gaps through a replication of the 

Bankston and Zhou study. This study will sample immigrant new comers of Hispanic descent to 

determine whether these religious immigrants experience greater academic success than do their 

non-religious immigrant peers. Based on other similar research performed on this topic, a 

positive correlation between religiosity and academic achievement is expected, and based on 

these expected findings a list of implications for classroom teachers and recommend suggestions 

for more effective teaching and learning in the public school setting will be provided.  

Specifically, this study will examine the academic achievement, religious involvement, public 

avowal of religion and aspirations and determine possible connections.  

 

Data and Methods 
 
One hundred and twenty-six high school English Language Learner in attendance at one of the 

oldest schools in the Riverside County high schools were used to conduct this study.  The 

participants were asked a series of forty-four (44) questions designed to extract information 

about their religious behavior, socio-economic status, parent education and academic 

performance.  Prior to dissemination of the survey two consent forms were given to each subject: 

a parental consent and student participation consent.  In the parental consent form, parents were 

asked if they did not wish their child to participate, the form should be returned.  Students were 
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informed that the purpose of the study was to measure their academic growth, and that their 

participation was voluntary.  In exchange for taking the survey, students received 5 extra credit 

points. The researcher read each question aloud and provided clarification when students asked 

for it.  For each student participant, first quarter grades were matched with their questionnaire 

and the data was input and analyzed. 

 

Discussion and Results 
 
 Generation N Mean Std. Deviation

1. GPA 1st 81 1.8014 1.0518 
 2nd 43 1.6105 1.0804 

2. How religious are you? 1st 83 6.57 2.75 
 2nd 42 5.74 2.70 

3. How often do you attend church/wk? 1st 82 2.38 1.22 
 2nd 43 2.14 1.28 

4. How much do you enjoy attending church? 1st 83 2.13 .79 
 2nd 43 2.05 .87 

5. Why do you personally attend church 1st 83 2.22 1.38 
 2nd 43 2.35 1.74 

6. Do you wear symbols of your faith? 1st 82 1.48 .53 
 2nd 43 1.33 .47 

7. Educational aspirations 1st 83 5.65 1.94 
 2nd 43 5.98 1.87 

8. Educational expectations 1st 83 4.71 1.79 
 2nd 43 4.88 1.71 

9. Do you plan to graduate high school? 1st 83 1.96 .19 
 2nd 43 2.00 .00 

10. What do you plan to do after high school? 1st 82 3.91 1.39 
 2nd 43 3.95 1.51 
 
 

According to this table, foreign born students have slightly higher GPAs, are more religious, 

attend church more often, enjoy attending church more, and are more likely to wear symbols of 

their faith than U.S. born second language learner students.  None of these differences however 

are statistically different.  A look at the relationship between GPA and religious activities and 

attitudes reveals that only foreign born students who enjoy attending church more tend to have 

higher GPAs (correlation coefficient of .22).  This is not the case for U.S. born students.  Thus, 
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how religious a student reports to be, the frequency of church attendance, reasons for attending 

church, and wearing religious symbols is not associated with higher GPAs among both foreign-

born and U.S.-born students.  When we take into account background characteristics such as 

English proficiency and household type (whether a student lives with both parents, number of 

siblings, whether the student is the oldest child, and length of time in the United States) we find 

that among foreign born students, enjoying church attendance is no longer associated with higher 

GPA.   

 

I also examined the relationship between our various measures of religiosity and math grades to 

see if religiosity was related to achievement in a subject that was not entirely language 

dependent.  Again I found that only among foreign-born students was the math grade related to 

“enjoying church attendance (correlation of .25).”  When we take into account the background 

mentioned in the paragraph above this relationship disappears.   

 

A final analysis examined the relationship between our five measures of religiosity ((1) how 

religious are you, (2) How often to you attend church, (3) How much do you enjoy attending 

church, (4) Why do you personally attend church and (5) do you wear symbols of your faith) and 

achievement attitudes (Do you plan to graduate, what do you plan to do after high school, 

academic aspirations/expectations).  Results revealed that religiosity was not associated with 

achievement attitudes. 

 
 
The results from this study did not replicate the results reported by Bankston and Zhou among 

Vietnamese immigrant youth and do not support our hypothesis.  One possible explanation could 
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be that since all the students in this study were ELD students, religiosity may not be enough of a 

resource to affect academic achievement.  ELD students face a variety of obstacles such as 

stigma, extreme language difficulties, and negative stereotypes and expectations, all of which 

could counteract the affects of religiosity in a new setting.  Another possible explanation is that 

grades may not be good measures of “true” academic ability among these students.  Often times, 

teachers assign arbitrary grades to students due to reasons beyond student performance in the 

classroom.  For example some teachers are strongly discouraged to issue Ds and Fails to 

students.  If a teacher issues too many low grades their instructional practices are scrutinized by 

administration and district personnel. This poses significant problems for teachers who have yet 

to reach tenure status.  Because of this, oftentimes grades do not accurately reflect a student’s 

ability or classroom performance. Another possible concern could be that in the case of special 

education students, they are graded on a modified curriculum and though mentally challenging, 

their courses do not contain the academic rigor that mainstream courses have. In a setting where 

there is an overrepresentation of minorities in special education courses, the data could be 

skewed. In the district where this study was conducted students will be advanced to more 

difficult courses whether or not they have mastered the skills to ensure their academic success at 

a higher lever, which could also affect the relationship between religious participation and 

achievement.  No matter how pious, if a student is placed in classes outside his/her academic 

range, success is unlikely.  In the district where this study was conducted, new reclassification 

criteria has been implemented that will advance new comers to more difficult classes, whether 

academically ready or not, which coupled with the carefully crafted grading procedures, could 

result in higher drop out rates for immigrant youth.  
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Limitations 
 
This study is limited in several ways and the results should be interpreted with caution.  First, 

grades reported are only first quarter grades and not final semester grades.  It is possible that 

these grades fluctuate significantly and may not be completely similar to final grades.  Also, 

standardized test scores were not included in this study.  Future studies should examine how 

religiosity predicts academic achievement over time. 
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APPENDIX - A 
 

Parent Informed Consent for Survey Participation 
For questions about this study, contact 

William Pérez  
Claremont Graduate University 

150 East Tenth Street, Harper Hall, 
 Claremont, CA 91711 

(909) 607-3784 
Email: william.perez@cgu.edu 

 
 
 
Your son/daughter has been selected to participate in a study being conducted by Jeanmarie 
Boone, a Ph.D. candidate in the Educational Studies Department at Claremont Graduate 
University, to examine the academic success of immigrant students.   
 
As part of this study I understand that my son/daughter will be asked to complete a survey and 
that the information gathered from this survey will only be used to learn more about the 
academic achievement of English learners.  My child’s personal information will be kept 
confidential, but the findings of the study may be published. 
 
I understand that my son/daughter is being asked to participate because he/she is a student who is 
learning English in the English Language Development Program at Corona High School. 
  
I understand that participation in this survey is completely voluntary and if my son/daughter 
begins taking this survey he/she can stop at any time, without penalty. 
  
You only have to return this form if you do not consent to your son’s/daughter’s participation in 
this study. You do not have to return this consent form, if you consent to your son/daughter 
participating in this study. 
 
--------------------------------------------------------------------------------------------------------------------- 

(Return this form if you do not want your child to participate) 
 
 

I DO NOT CONSENT to my son’s/daughter’s participation in the Academics and Achievement 
Survey. 
 
Student’s Name ___________________________________________________ 
Parent’s Name  ___________________________________________________ 
 
Parent Signature ___________________________________________ 
 
Date________ 
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APPENDIX –B 
 

Student Consent for Survey Participation 
 
 

 
I hereby consent to participating in the Academics and Achievement Survey.  I understand that 
Jeanmarie Boone, Ph.D. candidate of the Department of Educational Studies at Claremont 
Graduate University is conducting this study under the supervision of Dr. William Pérez, 
professor of the same department.  
 
I understand that I am being asked to participate in this survey because I am an English learner in 
the English Language Development Program at Corona High School. 
 
I understand that the information gathered from this survey will be used to learn more about the 
academic achievement of English learners. 
 
I understand that my participation in this survey is voluntary and that I do not have participate if 
I do not want to.  I also understand that if I begin taking this survey I can stop at any point 
without any penalty to me. 
 
In addition to participating in the survey, I also am aware that my personal information will be 
kept confidential, but that results of the study may be published. 
  
I understand that as compensation for completing this questionnaire I will receive 5 extra credit 
points. 
 
If I have any questions I can call or write Dr. William Pérez at 909/607-3784 or write him at 
Claremont Graduate University 150 East Tenth Street, Harper Hall, Claremont, CA 91711. 
 
 
 
 
Student’s Printed Name: ___________________________________________________  
 
Signature_____________________________________________ Date:______________ 
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APPENDIX – C 
 

Student Survey 
 
Directions:   Please answer each of these questions to the best of your ability.  If you have a 
question, ask me for clarification, and not another student.  

 
 
 

1) How do you identify yourself? 
_______________________________________________________ 
 

2) How important is this identity to you?  
 

____Not important  ____Somewhat important  ____Very important 
 

3) When talking to your friends, which language(s) do you usually speak?  
     (Spanish, Japanese, Vietnamese, English) _____________________________ 
 
4) How often do you use these languages when speaking with your school friends? 

______Never  ______Occasionally   ______Often  _____Always 
 

5) When talking to your parents, which language(s) do you usually speak?  
     (Spanish, Japanese, Vietnamese, English) _____________________________ 
 
6) How often do you use these languages when speaking with your parents? 

______Never  ______Occasionally   ______Often  _____Always 
 

7) This question is about Spanish.  How well do you speak Spanish? 
______Not well  _____ Fairly well  _____Very well 
 

8) This question is about Spanish.  How well do you read Spanish? 
______Not well  _____ Fairly well  _____Very well 
 

9) This question is about Spanish.  How well do you write Spanish? 
______Not well  _____ Fairly well  _____Very well 
 

10) This question is about English.  How well do you speak English? 
______Not well  _____ Fairly well  _____Very well 
 

11) This question is about English.  How well do you read English? 
______Not well  _____ Fairly well  _____Very well 
 

12) This question is about English.  How well do you write English? 
______Not well  _____ Fairly well  _____Very well 
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13)  When speaking, how often do you to speak in English? 

______Never  ______Occasionally   ______Often  _____Always 
 
 

14)  When reading, do you prefer to read in English?      
______Never  ______Occasionally   ______Often  _____Always 
 

15) When writing, do you prefer to write in English?      
 

______Never  ______Occasionally   ______Often  _____Always 
 

 
16) How well do you behave well in school?  

Not at all Well behaved  Somewhat well behaved  Very well 
behaved 
 

17) How often have you been referred for discipline by a teacher/administrator? 
 

______Never  ______Occasionally   ______Often  _____Always 
 

18) How often do you use alcohol? 
 

______Never  ______Occasionally   ______Often  _____Always 
 

 
19) Do you participate in any of the following school programs? 

_______GATE/Honors ______Special Ed. ________AVID 
_______Day Care Program ______Other (Explain) __________________ 

 
20) How often are you absent from school? 

______Once a month _______Twice a month ______Three times a month   
______More than three times a month 
 
 

21) On a scale of 1 to 10, how religious are you? 
 
Not Religious       Very Religious 

1 2 3 4 5 6 7 8 9 10 
 

22)  What is your religion (Catholic, Christian, Muslim)?  
 _____________________________________________________________ 
 
23)  How often do you attend church each week? 

Never   Once     Twice   Three times    More than three 
times  
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24)  How much do you enjoy attending church?  

_____Not at all _____Somewhat _____Very Much 
 
25) Why do you personally attend church? (mark all that apply) 

______Worship _____Pray ______Socialize ______Other (Explain) 
 
26) With whom do you talk about your faith (God)? 
______________________________________________________________ 
 
27) Do you wear symbols of your faith (A Cross, Rosary beads)? ______Yes ____No 
 

       
      28) Do you plan to graduate high school? _______Yes  _____No 
 
      29) What do you plan to do after high school? 

_______Get married and start a family ______Attend a 2-year college 
_______Attend a 4-year college  ______Work  
_______Return to native country (if you were not born here) 

 
      30)  If you could do exactly what you wanted, how far would you like to go in school?   
 

_____9th grade or less    
_____Some high school (grades 9 – 12)   
_____Graduate from high school 
_____Some college        
_____Graduate from a two year college with an associate’s degree (AA) 
_____Graduate from a four year college with a bachelor’s degree (BA) 
_____Get a master’s degree (MA; teaching, social work, business) 
_____Get a law degree, a Ph.D., or a medical doctor’s degree 

 
      31) We can’t always do what we want to do. How far do you think you will go in school?  

 
_____9th grade or less    
_____Some high school (grades 9 – 12)   
_____Graduate from high school 
_____Some college        
_____Graduate from a two year college with an associate’s degree (AA) 
_____Graduate from a four year college with a bachelor’s degree (BA) 
_____Get a master’s degree (MA; teaching, social work, business) 
_____Get a law degree, a Ph.D., or a medical doctor’s degree 

 
       32) Which parents or guardians do you live with now? (check one or write in) 

_____Both my mother and my father in the same house 
_____Only my mother 
_____My mother and stepfather 
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_____Only my father 
_____My father and stepmother 
_____Some of the time in my mother’s home and some in my father’s 
_____Other relatives (aunt, uncle, grandparents, etc.) 
_____Guardian or foster parent who is not a relative 
_____No parents or guardians (I live alone or with friends) 
_____Other (write in)____________________________ 

 
33) How many brothers and sisters do you have?________________________ 
 
34) Are you the oldest child in your family?   

_____Yes  _____No 
 

35) I am (check one): _____Male  _____Female 
 
36) What is your age? ________________ 
 
37) What grade are you in now?___________  

 
38)  In what country were you born (circle one)? United States   Mexico   

Other____________ 
 

39)  If you were born outside of the United States, what year did you enter the United States? 

40) How old were you when you came to the United States to live?_________________  

41) Did you ever go to school in Mexico? (check one)  

_____Yes  _____No 

42)  If yes, circle the highest grade you attended outside the U.S. 
1  2  3  4  5  6  7  8   9  10  11 

 
 

     43) What is the highest level of education your mother completed? 
______Less than high school  _______Completed high school (Diploma)  
______Took a few classes at a college _______Finished a 2-yr college (AA, AS) 
______Finished a 4-yr college (BA, BS) _______Graduate school (MA, MS, Ph.D.) 
 

     44) What is the highest level of education your father completed? 
______Less than high school  _______Completed high school (Diploma)  
______Took a few classes at a college _______Finished a 2-yr college (AA, AS) 
______Finished a 4-yr college (BA, BS) _______Graduate school (MA, MS, Ph.D.)  
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 THE SPIRITUALITY OF ADMINISTRATORS OF SELECTED PRIVATE SCHOOLS 

IN THE PHILIPPINES: IMPLICATIONS FOR MANAGEMENT EDUCATION 
 
ABSTRACT: 
 
 Recent studies on spirituality in the workplace underscore the positive impact of 
spirituality on the organization and its employees.  While numerous books and articles 
have been written on the topic, there still no consensual definition of spirituality.  This 
study analyzed how spirituality is defined and manifested by administrators of selected 
administrators in the Philippines.   
 
Objectives of the study: 
 
 The study aimed to describe the spirituality profile of administrators of selected 
private schools in the Philippines.  Specific objectives of the study are as follows: 
 

a. to draw out the respondents’ definition of spirituality 
b. to describe manifestations of respondents’ spirituality based on their 

a. spiritual intelligence 
b. views of faculty and other employees, 
c. sources of stress, and 
d. coping strategies 

c. to identify implications on management education based on analysis and 
discussion of findings. 

 
Method: 
 
Data for this descriptive study were drawn from a sample of 127 administrators of private 
secondary schools in the various regions of the Philippines.  The respondents’ definition 
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of spirituality, views of faculty and other employees, sources of stress, and coping 
strategies were drawn from their responses to an open-ended questionnaire. Responses to 
the open-ended questionnaire were content analyzed and the emerging ideas clustered 
thematically. Their spiritual intelligence, on the other hand, was measured using R. 
Wolman’s (1990) Pscho-matrix Spiritual Inventory. 
 
Summary of Results 
 
The results of the study showed that the respondents viewed spirituality in terms of 
interconnectedness with a Supreme being, other human beings, and as a foundation for a 
way of life guided by certain core values.  The study also showed that the respondents 
generally had a high level of spiritual intelligence except in the areas of Mindfulness and 
Intellectuality.  This relatively high level of spirituality was also manifested in the way 
the respondents viewed teachers and other employees, the factors that they considered as 
on-the-job stressors, and the strategies they adopted to cope with stress. 
 
While the respondents showed a relatively high level of spirituality, it is recommended 
that certain dimensions in the formation of educational managers be given greater 
emphasis to enhance integration between the spirituality of managers and their work life.  
The curriculum for educational management programs should emphasize that it is the 
non-material, even spiritual qualities of transformation that may be the most profound for 
individuals, organizations and society.  The importance of integrating spirituality in 
management education may be gleaned from the observations of Neal et al (1999) that 
spirituality and consciousness have been found to be at the core of dynamic evolutionary 
systems, and thus must be included in the analysis and practice of organizational design 
and change. Formation of educational managers should ensure balance between emphasis 
on bottom line and core purpose, mind and spirit, and heart and head to meet the needs of 
the person and the organization.  As an ultimate goal, management education should help 
educational managers and leaders become corporate mystics who have a high level of 
consciousness and a spiritual perspective that gives insight, creativity, and productivity to 
awaken new levels of joy, energy, opportunity, and personal satisfaction (Cavanagh 
1999). 
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Abstract 
In collaboration with Minnesota State Colleges and Universities, Bemidji State 
University’s hybrid distributed online learning model just developed a statewide 
standards based, electronic portfolio using eFolio Minnesota to document students’ 
competencies in teacher education.  Constructivist approaches drive teaching and 
learning.  Students create artifacts, apply theory to practice, and demonstrate competence 
in ten standards and 100 indicators.  Joining community partners, students incorporate 
service-learning, clinical experiences, mentorship, and reflective practice.   
 
eFolio Minnesota is North America’s first statewide electronic portfolio infrastructure.  
This effort, sponsored by the Minnesota State Colleges and Universities, is one of the 
largest and most successful efforts of its kind in the world. 
 
Documents provided. 
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The purpose of this session is to share action research in creating opportunities 
to focus student teachers’ attention on implementation of Best Practice for 
classroom structures and reading instruction in elementary and/or middle school 
environments.  After years of preparation, student teachers enter a cooperating 
teacher’s classroom expecting to implement the methods and strategies learned 
through undergraduate course work.  They practiced implementing methods 
throughout their practica experiences.  Challenged to create state-of-the-art 
instruction based on Best Practice, the novice student teachers retreat to survival 
skills, the lesson plan and classroom management, and revert to traditional instruction 
methods recalled from their school days.  If student teachers received additional, 
structured support and coaching from their student t teacher coordinator and 
supervisors, would they strive to implement Best Practice? 
 
Online student teachers meet asynchronously in student teaching seminars 
structured for whole group, small group and one-to one support and coaching 
focused on intentional implementation of Best Practice.  Unlike traditional student 
teachers, online student teachers do not assemble in a physical space for seminars 
throughout their student teaching experience.  Therefore, we created a four-
pronged plan.  First, the whole group interaction sharpens the focus on Best Practice 
by providing weekly reviews of key practices, creating expectations for 
implementation and discussion of critical and challenging questions.  Second, we 
developed collaborative discussion groups for student teachers to meet peers, discuss 
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the week’s focus, share their experiences in implementing the practices in the their 
classrooms and critique group member lesson plans for Best Practice.  Third, specific 
links place the student teachers with their supervisor in a discussion area to comment 
on lesson plans, share journal reflections, ask questions, and clarify questions.    
Finally, a link opens a discussion area for cooperating teachers to interact with the 
student teacher supervisors in a Virtual Assembly.  This opportunity positions them to 
reinforce student teacher implementation of Best Practice. 
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DIFFERENCES IN PRAGMATIC COPMETENCE BETWEEN 
BILINGUAL AND MONOLINGUAL CHILDREN WITH MILD 

INTELLECTUAL DISABILITY 
 

Abstract 
 
The aim of this research is to establish possible differences in pragmatic competence 

between bilingual children with mild mental retardation and the monolingual children of the same 
age and the same intelligence. 
 The sample consists of 56 bilingual children who follow the lectures in Serbian and use their 
mother tongue at home and 64 monolinguals with Serbian as their mother tongue. In that way the 
sample involves 120 children aged between 8 years and 16 years that attend primary school for the 
children with intellectual disability. 
 Pragmatic competence of our students has been determined using the Scale for Estimating 
Pragmatic Competence of the Children with Mild Mental Retardation (Glumbic N., Brojcin B.). 
The first part of the Scale (factor of recognition) investigates the understanding of facial expression, 
conversational intentions, presuppositions, conversational impliciture, as well as the conversational 
impliciture and intentions in the same conversational acting. The second part of the Scale (factor of 
expression) estimates the adequacy of using honorific elements, adjustment of turn taking, time 
adequacy of topic maintenance, as well as the capability of using intonation in order to emphasize 
and change the meaning. 

In statistic data processing Independent Samples T-test for Equality of Means and Pearson 
Chi-Square Test are applied.  
 Although bilingual participants show slightly better results in the whole Scale as well as in 
subscale that measures factor of recognition, differences between these two groups do not reach the 
level of statistical significance. Bilingual students are significantly better in understanding of facial 
expressions and changing patterns of intonation, whilst the monolingual participants gain higher 
scores in a domain of adequate usage of honorific forms. 
 
Key words: pragmatic competence, intellectual disability, bilingual 
 
Introduction 
 
 Pragmatics studies the factors that manage our linguistic choice in a social interaction, as 
well as the effects of our choice on others (Kristal, 1996). It examines the way our phonological, 
sinthaxic and semantic competence are used in a context, both in a linguistic (previous and 
forthcoming statements) and the out of the linguistic ones (body manifestations, the level of 
formality, social and situational roles...) (Delahunty & Garvey, 1997). Pragmatics is dealt with the 
questions such as: what is the influence of the context and the audience on communication, when a 
message is the most efficient, how various types of messages are best used etc. (Phelps-Terasaki 
and Phelps-Gunn, 1992). It includes numerous sub areas that reflect communicative competence. 
The rules of conversation, politeness, narrative and extended discourse and implementing the 
communicating intentions all have clear developing path. The basic pragmatic development, such as 
communicating intentions and early overtaking of the role of speaker or listener in the mother-child 
relation, presents the basis for the appearance of vocabulary, then grammar and finally narration. A 
higher level of pragmatics, such as narrative competence, requires the adequate functioning of the 
basic linguistic levels, such as grammar and lexicon (Toppelberg and Shapiro, 2000).   
 The persons with MR are considered to reach the communicative competence that doesn't 
exceed the expectations based on mental age (Fowler, 1998). Although it's stated that those persons 
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can acquire an extended pragmatic competence (Fowler, 1998), the difficulties that can label them 
as “socially clumsy” exist even when the pattern of the communication is relatively normal 
(Abbeduto & Hesketh, 1997). Less cognitively effective children and adults with MR use the 
communicating strategies qualitatively similar to those used by younger children of average 
intelligence (Abbeduto, Short- Meyerson, Benson, and Dolish, 1997). From the researches done so 
far, it can be seen that the persons of different level of MR adopt the basic principles of the 
conversational competence sufficient for the “survival” in everyday life, however, more 
sophisticated aspects of the pragmatic skill, necessary for the building of the relationship of 
closeness with persons without MR, are seldom available to them (Abbeduto & Hesketh, 1997). 
 Bilinguism in the schools for the children with mild MR in Serbia is mainly associated with 
the minority bilinguism of the Roma ethnic community, as well as with their excessive 
representation in the exclusive education. Actually, the bilinguism of these children is often 
described as double semilinguism, suggesting the situation in which a bilingual person doesn't reach 
the complete competence in either of the languages (Hansegard, 1975, towards Miles, 1996). The 
development of the native language is incomplete, because it's disturbed by the introduction of the 
other language. This idea includes the reduced vocabulary and irregular grammar (Hansegard, 1975, 
cited in Skutnabb-Kangas, towards Miles, 1996), as well as the tendency towards the morphological 
simplification (Appel, Muzsken, 1987, towards Miles, 1996). The existence of three dialects that 
Roma in Serbia use, non-existence of a standard form of the written language and the lack of the 
trained personnel who could teach in the Roma language are just some of the reasons why the Roma 
children listen to the lectures in special schools only in the Serbian language (Glumbić, Brojčin, 
2003). However, in this case it's difficult to separate the influence of the very bilinguism or the 
double semilinguism related to the influence of poverty and generally bad socio-economic position 
of the families of these children. That those problems are not associated only with Serbia is implied 
by the example of the USA, where the same problems appear related to the students originated from 
minority communities, particularly those of the Afro-American background. So the conclusions of 
the American Congress stated  that: (a) in special education, there's disproportional representation 
of the children of diverse background, (b) the excessive identification  of the poor Afro-American 
students as MR, (c) unacceptably high frequency of sending the children with the minority 
background to the special education and (d) the lack of the appropriate services meant for the 
students with the limited mastering of the English language (Oswald, Coutinho, Best, Singh, 1999). 
 On the other hand, the superiority of the bilingual children with MR, compared to their 
monolingual peers, in various areas, sometimes is explained with less degree of showing clinical 
symptoms, as well as with an inductive though frustrating environment (Maćešić-Petrović, 1996), 
which, when it comes to the pragmatics, is significant in the light of the fact that the pragmatic 
development is closely associated not only with the cognitive development and adoption of the 
other language aspects, but also with the social development (Abbeduto & Hesketh, 1997; Menyuk, 
1988). 
 So, the studying of the pragmatics at bilingual and monolingual persons with mental 
retardation (MR) is also important from the aspect of the relation of the language and cognition, but 
also from the aspect of the development of the linguistic and social skills. 
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Objective 
  

The aim of this research is to establish possible differences in pragmatic competence of the bilingual 
children with mild mental retardation and the monolingual children of the same age and the same 
intelligence.  

 
Research methodology 
 
Sample 
 
 The sample consisted of 56 bilingual and 64 monolingual participants who attended schools 
for the children with mild intellectual disability. Chronological age of the participants ranges from 8 
to 16 (mean age of bilinguals is 12.02; mean age of bilingual participants is 11.98). There are 
44.64% bilingual and 54.69% monolingual girls. According to the obtained scores at intelligence 
tests all participants belong to the group of children with mild intellectual disability (50 < IQ < 70).  
 
Methods 
 

Pragmatic capabilities were estimated by using the Scale for Estimating Pragmatic 
Competence of the Children with Mild Mental Retardation (SEPC-CMMR) (Glumbic N., Brojcin 
B., 2002). The first part of the Scale (factor of recognition) investigates the understanding of facial 
expression, conversational intentions, presuppositions, conversational impliciture, as well as the 
conversational impliciture and intentions in the same conversational acting. Previous to each 
question there is a video with a certain situation familiar to the children of the investigated culture, 
after which a capability to understand what’s on the video is investigated. The second part of the 
Scale (factor of expression) estimates the adequacy of using honorific elements, adjustment of turn 
taking, time adequacy of topic maintenance, as well as the capability of using intonation in order to 
emphasize and change the meaning.  

The data on these abilities are obtained from the persons who are very familiar with our 
participants and who are acquainted with their characteristics and reactions in different social 
contexts. Using SEPC-CMMR the researcher could determine general level of pragmatic 
competence, pragmatic competence in certain domains such as Recognition factor and Expression 
factor and the level of mastering of individual capabilities which are incorporated in one of those 
factors. 

Both, monolingual and bilingual participants were tested in Serbian. 
 

Statistical analysis 
 

Descriptive statistical methods (percentage, means, Std. deviation) were used in the statistic 
data processing. In comparison of groups for significant differences Independent Samples T-test for 
Equality of Means and Pearson Chi-Square Test were applied.  
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Results 
 

 
Figure 1 – Score means of monolingual and bilingual participants in SEPC-CMMR as a whole and 

by way of recognition and expression factors 
 
Table 1 – Significance of the differences between monolingual and bilingual participants in SEPC-
CMMR as a whole and by way of recognition and expression factors 
 

t-test for Equality of Means SEPC-CMMR 
t df Significance Mean Difference 

Whole scale -1.870 118 0.064 -1.08 
Factor of Recognition -1.948 118 0.054 -0.82 
Factor of Expression -0.996 116.581  0.321 -0.45 
 

Although bilingual participants achieved better results in the Test as a whole as well as in 
the subscales, which specifically examine recognition and expression factors, estimated differences 
were not statistically significant. However, it is worth mentioning that differences between two 
subsets in the subscale which estimates recognition factors incline to significant values (t = -1.948, 
p = 0.054). Similar results were obtained in the Scale as a whole (t = -1.870, p = 0.064). 
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Figure 2 – Score means of monolingual and bilingual participants in capabilities related to 
recognition factor 

 
Table 2 – Significance of the differences between monolingual and bilingual participants in 
capabilities related to recognition factor 
 

t-test for Equality of Means SEPC-CMMR 
Factor of Recognition t df Significance Mean Difference 

Facial expression -2.752 118 0.007 -1.93 
Conversational intentions -1.550 118 0.124 -1.00 

Presuppositions 0.191 118 0.849 0.16 
Conversational impliciture -0.448 118 0.655 -0.24 

Conversational impliciture and intentions
in the same conversational acting -0.913 116.471 0.363 -0.47 

 
 Monolingual participants attained higher results in understanding of presuppositions. On the 
other hand, bilingual children better understand facial expression (t =-2.751, p< 0.01). All other 
differences between these two groups are out of the level of statistical significance. 
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Figure 3 – Percentage of successful monolingual and bilingual participants in capabilities related to 
expression factor 

 
Table 3 – Significance of the differences between monolingual and bilingual participants in 
capabilities related to expression factor 
 

SEPC-CMMR 
Factor of Expression 

Chi-
Square df Significance N φ correlation 

Honorific elements 5.172 1 0.023 120 -0.208 
Adjustment of turn taking 0.978 1 0.323 93 0.090 
Time adequacy of topic maintenance 0.104 1 0.747 93 0.029 
Using intonation in order  
to emphasize and change the meaning 

21.000 1 0.000 93 0.418 

 
Monolingual participants adequately use honorific elements of the speech more frequently 

than bilingual participants (70.31% and 50% successful participants, retrospectively). Although 
statistical analysis reveals significant difference between two sub samples (χ2 = 5.172; df = 1; p < 
0.05) obtained correlations are rather low (φ = 0.208). 

Bilingual children are slightly better in adjustment of turn taking (96.43%) than 
monolinguals (92.12%), but determined difference is out of the border of statistical significance (χ2 

= 0.978; df = 1; p = 0.323; φ = 0.090). 
Time adequacy of topic maintenance is apparently very difficult to achieve for great deal of 

our participants, regardless of their linguistic status. Only 57.81% of monolingual and 60.71% of 
bilingual children have adequate topic maintenance. There is no statistically significant difference 
between these two groups (χ2 = 0.104, df = 1, p = 0.747; φ = 0.029). 

Bilingual children are significantly better than monolingual children in usage of speech 
intonation in order to emphasize or change the meaning ((χ2 = 21.000, df = 1, p < 0.01). None of the 
bilingual children are unsuccessful in this activity. Moderate correlation between bilinguism and 
adequate using of intonation was also found out (φ = 0.418). 
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Discussion 
 
 On SEPC-CMMR (as a whole and by the studied factors) an advantage of the bilingual 
respondents can be noted, but it's only in the case of recognition close to the bordering values (p < 
0.054). So, the global results don’t suggest that the specificities of the bilingual respondents in the 
linguistic development or socio-economic circumstances have a significant influence on their 
pragmatic achievement, compared to the group of monolingual participants. Both groups of the 
respondents are more successful in factors of expression, than in factors of recognition of SEPC-
CMMR, which also implies that at this age the pattern of the adopting of the pragmatic capabilities 
at the children with mild MR is globally similar, regardless the bilinguism.  
 However, by analyzing of particular elements that make the factors of recognition and 
expression, we come to the data that uncover some subtle differences.  
 So statistically important better understanding of the facial expressing of the bilingual 
respondents was obtained (p<0.01). Although, at this point the socio-economic status of our 
participants was not displayed, we can assume that it significantly differs from the one described in 
other researches related to the students of special schools of the Roma ethnic minority.  Namely, in 
the high percentage it’s about the children growing up in extreme poverty, and they’re often 
described as „educationally neglected“. If we accept the possibility that our bilingual respondents 
more often belong to the group described as „pseudo“ or “socio-cultural“ MR, than it is case with 
monolingual respondents, then we can assume that we can more rarely talk about a biological base 
of MR related to them. This distinction is important in the light of emotion specificity hypothesis 
that considers the possibility that, besides the general cognitive restriction, persons with MR have a 
specific emotionally-perceptive deficit, which can be a cause of their problems in social adaptation 
(Rojahn, Rabold, & Schneider, 1995). This hypothesis is not always accepted and the results that 
imply that the recognition of facial expression at persons with MR is worse that it could be expected 
based on their mental age, are attributed to the existence of independent cognitive mechanisms or 
modular processing of information, which are connected with the general intelligence (Moore, 
2001). Anyway, our results could imply, if not the existence of specific emotional-perceptive 
deficit, then more expressed difficulties in recognition of the facial expression at monolingual 
children with mild MR. Of course, the obtained results can be explained simply by better 
knowledge of the facial expression interpretation at bilingual children, because of the semilinguism, 
that is the insufficient understanding of talking. 
 Except for the statistically significant distinction in understanding of a facial expression, the 
differences can also be seen in the structure of understanding of particular elements of the factors of 
recognition. Both groups achieve the best results in examining of the understanding of 
communicational implications and the understanding of the communicating implications and 
intentions within the same talking act, but whereas at the bilingual respondents come the 
understanding of the facial expressions and communicating intentions, monolingual respondents are 
the worst in understanding of the facial expression and the best of presupposition. Although in these 
skills it's hard to determine the relation of the biological and social conditioning, the facial 
expression could anyway be seen as, in a large degree, evolutionary determined (at least when it 
comes to the basic facial responses)  (Erickson & Schulkin, 2003), while the networking of 
presuppositions, beside the physical and lingual presence, is associated with the belonging to a 
community (the background knowledge that the members of community share) (Abbeduto, Short-
Meyerson, Benson,  Dolish, Weissman, 1998), so socially determined. So, the bilingual respondents 
achieve better results in the task with a stronger biological base, whereas the monolingual ones are 
more successful in the task where the success is more related to learning and belonging to a 
community. 
 In the example of the achievements during the checking of particular elements of the factors 
of expression, the profile of the achievements of the monolingual and bilingual respondents is even 
more obvious. Beside the bilingual being more successful in taking a word, time adequacy of 
elaborating of the subject and the use of intonation in order to emphasize or change the meaning of  

2007 HICE Proceedings 
Page 303



 9

word, only in the last case the difference related to the monolingual respondents is statistically 
significant (p<0.01). On the other hand, the monolingual respondents in significantly higher 
percentage adequately use the honorific elements of the language (p<0.01). So, the monolingual 
respondents are more successful in the pragmatic skill that is a result of learning of the acquired 
values of the particular community and the appropriate forms of expressing them, whereas the 
bilingual respondents are better in using the skills that appear in the early development – back to the 
age of 7 months in the babbling of a child a contrastive patterns of intonation appear, similar to 
those used by adults in the child's surroundings (Menyuk, 1971, towards Menyuk, 1988). The lower 
achievement of the bilingual respondents in checking the adequacy of use of the honorific elements 
can be a consequence of the weak or unconfident use of the language (as it was mentioned in the 
introduction, some of the consequences of semilinguism are irregular grammar and morphological 
simplification, which are very important in the Serbian language when expressing respect) but also 
of a different relation to the authorities or the way of expressing observation of the higher status of 
the ones he talks to.  The profile of the achievements of the bilingual respondents in the examining 
of the factors of expression of SEPC-CMMR implies the high achievements in examining the 
capabilities that appear in the early development and are relatively independent from the knowledge 
of language (adequate overtaking the words and the use of intonation to change or emphasize the 
meaning) and the weakness in the skills leaning on talk production and respecting of the social 
request of the community of majority. The monolingual respondents show the less clear profile of 
the achievements in this part of SEPC-CMMR. They generally harmoniously overtake the role of a 
speaker or a listener, more than two thirds o them adequately use the honorific elements, about 60% 
(similar to the bilingual group) time adequately elaborate the subject, while somewhat more than 
30% of them don't use the intonation to change or emphasize the meaning of the words. Inadequacy 
of the time range of elaborating of the subject probably is a consequence of the lingual deficits, 
although the reason could be also looked for in the inhibiting acting of these children's environment. 
So it's stated that parents of the children with MR often take the role of a manager, teacher and an 
assistant, that they control the playing of the child more, initiate less social interactions and use 
more of the irrelevant language directed to their children, whereas the children without MR treat the 
children with MR as lower in status and competence (Hatton, 1998). The expressed weaker use of 
changing the intonation related to the bilingual peers is probably the consequence of more 
emphasized biological substratum in the etiology of MR at the monolingual respondents. 

 
Conclusion 
 
 No significant differences are noticed in the global achievement in examining of the 
pragmatic competence of the bilingual and monolingual respondents. However, a closer analysis of 
the obtained results show that the bilinguals achieve better results in examining the skills that 
appear in the early development and behind which probably lies strong evolutional conditioning, 
whereas the difficulties are primary associated with the insufficient knowledge of language and 
adoption of the social norms of the community of majority. Opposite to that, the monolinguals are 
ahead in the estimation of the pragmatic skills that are the result of learning and breeding in the 
dominant community, whereas the difficulties are probably also consequence of the lingual deficits 
associated with MR, but also the stronger organic ground of MR than it's case at the bilingual 
respondents. 
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Abstract: 
 

Universities, as institutions of higher learning, should model applications of workplace 
learning and collaborative inquiry.  This happens best when there is a leadership commitment for 
strategic change.  The University of Alberta in Western Canada exemplifies a unique model of 
staff / organizational development integrating these constructs.   
 

The “Advantage Program” for non-academic staff development has as a primary focus of 
improving relationships across the university communities.  This program is based on an 
academic needs assessment which identified “relationships” as a major issue for staff 
development at the University.  Using these data, Staff Development and Learning applied for, 
and received, federal funding to develop a unique staff development program incorporating best 
practices of adult learning, program evaluation, and learning transfer.  Development and delivery 
of this program involved faculty from the disciplines of education, psychology, and 
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organizational development, as well as the Human Relations Office of Staff Development and 
Learning.   
 

The pilot program, consisting of 2 groups of 20 staff from across 2 campuses (a total of 
40 participants), ended in late June 2006.  Research consisted of program evaluations (formative 
and summative) and transfer of learning scenarios (also formative and summative).  A final 
research follow up 6 months after (early December 2006). will ascertain transfer of learning to 
the worksite  
 

Outcomes of the program are anticipated to have the following benefits: 
1. improved working relationships within university communities,  
2. informed decision makers regarding best practices of staff development 
3. improved environment of the university as a place of work and learning 

 
This session will provide an overview of the program, share program materials, and discuss the 
administrative and facilitative processes and evaluation strategies used to foster workplace 
learning at the University.  
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 Universities rely a great deal on the extensive contributions of time, energy, and talent of 
non-academic employees to ensure the success and advancement of the academic enterprise 
(Keohane, 2006). Support staff is the general term associated with this important group. And the 
nature of the work carried out by them includes, but is not limited to, clerical and technical 
support and building and grounds maintenance. Typically, this contingent of employees is 
significant in size. For example, at the University of Alberta in 2005-2006 the full time 
equivalent support staff complement was 5,794 (University of Alberta Facts, 2005-2006). In 
contrast, the number of full time equivalencies for faculty positions during the same time period 
was 3, 278.  
 

Support staff, like faculty and administrators, must perform their work while confronting 
the multiple and frequently opposing demands of an increasingly complex environment. Casey 
(1999) observes that the modern-day conditions of rapid change inherent in the workplace affect 
unequivocally the entire organization. Since the support staff group is essential to the successful 
operation of the institution, it is imperative for universities to ensure these employees have the 
capacity to deal effectively with the challenging conditions they are likely to encounter as they 
perform their work. A failure to support them toward this end can result in their decreased 
effectiveness (Barnett, 1999) and potentially hinder the productive functioning of the university. 
For this reason, universities need to acknowledge the centrality of support staff to the 
achievements of the organization and in doing so, provide learning and development 
opportunities that will assist them to develop the capacities needed to cope, adapt, and even 
flourish in the demanding and rapidly changing milieu that characterizes the contemporary 
university.  

 
 The goal of this paper is to share the experiences of one large urban university in meeting 
the learning needs of support staff.. Moreover, this paper is concerned with exploring an 
approach to organizational development that can assist support staff in improving their abilities 
under conditions of complexity and in which transfer of learning to varying unpredictable 
situations is essential. A novel program designed for support staff at the University of Alberta, 
The U of A Advantage Program, realizes such an approach to human resource development. The 
Advantage Program is described briefly and discussed in theoretical terms. This theoretical 
discussion will consider the role and value of a cognitive psychological perspective on learning 
particularly as it pertains to assisting individuals to manage successfully in the contemporary 
university environment. 
 
 As there is a dearth of literature regarding the developmental needs of support staff in 
university settings, this paper will draw from the literatures associated with adult education, 
workplace learning, and organizational development. The nature of the contemporary university 
context is delineated, the problematic effects of increasing globalization on organizations and 
individual employees in general will be discussed, and implications for workplace learning and 
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development are explored.  Program outcomes of improved working relationships and 
environments within the University of Alberta are highlighted. 
 

The Contemporary University as a Transforming Place of Work 
 

 That globalization has had an impact on contemporary organizations in all sectors of the 
economy is commonly acknowledged (Dale & Robertson, 2002). With few exceptions 
organizations today are experiencing substantial and lasting alterations as a result of the 
proliferation and increasing velocity of changing technologies, economics, and competing 
viewpoints that characterize the globalized economy (Casey, 1999).  
 
 Globalization as defined by Dale and Robertson (2002) is an exceedingly convoluted 
process that “represents a complex, overlapping set of forces, operating differently at different 
levels, each of which was separately set in motion intentionally, though their collective outcomes 
were not uniform, intended, or predicted” (p. 11). As a consequence of this process, 
organizational contexts, including those of higher education institutions, are undergoing 
unprecedented transformations and becoming increasingly complex.  
 
 Complexity is characterized by the presence of “a multitude of facts or ideas or 
possibilities … within a particular domain of activity or understanding” (Barnett, 1999, p. 31). 
The result of this condition on an individual level is an excessive burden of information and 
options that serve to obfuscate and compound decision making. Barnett claims, moreover, that 
the recent explosion of information acts concomitantly to imbue situations with multiple and 
often opposing “frameworks” of understanding (p. 31). The introduction of differing frameworks 
further complicates organizational contexts. Thus, employees are faced with a work environment 
that is characterized not only by complexity but by a state of “supercomplexity” in which 
conditions of “contestability, challengeability, uncertainty, and unpredictability” prevail (p. 29).  
 
 At an organizational level, the contemporary university, like other modern-day 
institutions, has not been immune to the challenges presented by supercomplexity. It may be 
suggested that supercomplexity at an institutional level is manifested by the conditions observed 
by Marshall, Adams, Cameron, and Sullivan (2000). These authors state that the university 
environment is distinguished today from previous eras by the presence of increasingly diverse 
student populations, the introduction of new research and teaching techniques, the expanding 
range of programs offered, and the pressure to internationalize. In addition, Fallis (2005) notes 
that modern-day universities find themselves in a situation where the usefulness of their long-
established traditions are being questioned and their mission and relative value in society are 
being challenged by governments and a range of public factions. With contemporary 
organizational contexts becoming evermore complicated and pluralistic, institutions of higher 
education are “experiencing pervasive fragmentation, chaos, and inconsistency” (Bergquist, 
1998, p. 89). 
 
 In recognition of the challenges evident in the transforming university context, there is a 
growing body of literature in the higher education sector that corroborates Barnett’s (1999) 
notion of supercomplexity and documents correspondingly the feelings of uncertainty, stress, and 
under-preparedness encountered by faculty and academic leaders as they endeavor to perform 
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their roles under such circumstances (e.g, Boud, 1999; Aziz, et al., 2005; Wolverton, Ackerman, 
& Holt, 2005). Simultaneously, these authors call for faculty and administrators to engage in 
learning and development activities that will assist them to develop the knowledge and skills 
necessary to manage and lead successfully in an environment marked by complexity and 
pluralism. A discussion of this nature is important and understandable given the strong 
leadership and organizational effectiveness that are required to steer universities into an 
influential and socially valued future position. In contrast, however, the literature is relatively 
silent regarding the learning and development needs of university support staff located in the 
same challenging environment. 
 
 It would be naive to assume that individual support staff members are not impacted by 
the same conditions of complexity and rapid change as faculty members and university 
administrators. Indeed, Casey (1999) observes that the modern-day conditions of rapid 
organizational change clearly affect all employees. Jick (2003) notes that while reaction to 
changing circumstances varies among individuals, stress and feelings of losing control are not 
uncommon experiences. This author implies furthermore that employees who occupy the lower 
echelons of an organization may be impacted by changing and unstable conditions to a greater 
degree as they are also often the recipients of change initiatives over which they have no 
influence. Moreover, in the rapidly changing and unpredictable context of supercomplexity, an 
individual’s fundamental understandings of “work, communication, identity, self, knowing and 
even life” are often diminished (Barnett, 1999, p. 31). Not surprisingly, an unnerving sense of 
instability can result and impact experiences of work accordingly (Casey).  
 
 For the above mentioned reasons, it may be construed that many university support staff 
members experience the effects of supercomplexity and changing conditions at some point 
during their employment. The corollary to this is that to lead a successful workplace existence, it 
is crucial for support staff to develop and strengthen their abilities to cope with, adapt to, and 
more importantly, to flourish in the midst of the challenging contemporary university 
environment. This realization prompts questions about how universities can assist support staff 
toward this end and particularly what role learning and development initiatives can play in 
augmenting the ability of support staff to build the resilience needed to be successful in a variety 
of challenging and changeable workplace situations. To understand clearly the learning and 
development needs of support staff, it is useful to first trace more explicitly the way in which 
employees’ work in general has changed in recent times. 
 

The Changing Nature of Work 
 

 With the dawning of technology and automation, work that previously required a 
specialized set of skills (e.g., switchboard operation) or involved simple repetitious activities 
declined and a shift toward an increasing integration of discrete tasks occurred (Casey, 1999). 
Following this phenomenon, employees were required to have a broader set of skills and 
knowledge that would enable them to manage a series of “‘multiactivity’” functions (p. 18). A 
major outcome of this shift in the nature of work was the increasing role of knowledge as a 
“productive” or economic force (p. 19). The arrival of the knowledge economy has had major 
implications for employees in terms of the knowledge and skills required by employees. 
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 Fenwick (2000) lists the ability to solve problems, communicate and interact with others 
effectively, adaptability, and the capacity for continuous learning among the “desirable” 
capabilities of contemporary employees (p. 295). Willsen (2004) adds that organizations today 
need employees with the ability to use “good judgment and make well-thought-out decisions” (¶ 
19). Accordingly, employees need higher-order thinking skills, that is, a capacity for abstract and 
critical thinking that allows them to analyze situations and impose meaning on them. With the 
notable increase in the need for abstract skills, employees are viewed as being more professional 
and therefore in less need of supervision (Casey, 1999). As a result, organizations have 
restructured and flattened their hierarchies of management and control implying need for 
individual self-management abilities as well. Therefore, critical thinking skills have become a 
vital necessity for today’s workplace and this realization has implications for workplace learning 
and development (Brookfield, 1987). The need to address the development or enhancement of 
qualities associated with a knowledge economy has in effect rendered the dominant workplace 
learning or training model inadequate.  
 

Workplace Learning and Development Approaches 
 

The Behavioural Approach 
 
 The most prevalent model of workplace training is the behavioural approach (Tang, 
1996; Merriam & Brockett, 1997). A behavioural approach to training is concerned with the 
development of the observable competencies and standards needed to address minimal 
workplace skill requirements (Tang). Based on the work begun by Skinner in the 1930s, the aim 
of behaviourist training is to condition individuals to behave in particular ways in response to 
environmental stimuli (Merriam & Brockett). Accordingly, Skinner claimed that environments 
could be arranged to control human behaviour. In an earlier era, in which learning was focused 
on modifying behaviours, wherein management alone was responsible for problem-solving, and 
employees were required to perform repetitive step-by-step tasks as directed, this approach to 
training was considered highly effective (Tang).  
 
 While this model may have been appropriate in a previous time period, it is considerably 
less viable in an age of supercomplexity where a variety of factors (e.g., multiple frameworks of 
understanding, flattened hierarchies, and the need for critical thinking) have coalesced to 
undermine its utility. Accordingly, Barnett (1999) states that in an environment of 
supercomplexity, individuals require not only procedural and declarative or factual knowledge, 
they also need knowledge that will permit understandings of what would be considered 
appropriate behaviour in varying organizational circumstances. This implies that knowledge and 
skills are required that are conveyed readily by individuals from one situation to another. 
 
 Another issue central to contemporary workplace is the need for knowledge and skills 
acquired in a workplace development program to be transferable to differing contexts associated 
with the employee’s variable work. Tennant (1999) acknowledges this concern and suggests that 
narrowly focused training aimed at skills development for specific tasks, as is the case with a 
behavioural approach, limits transference of learning to alternative situations. To better prepare 
employees to engage in new circumstances as needed, the development of knowledge and skills 
which are “‘generic’” or more general and therefore more readily adaptable and applicable to a 
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variety of situations is more fitting (Tennant, p. 163). Problem solving and critical thinking skills 
are an example of generic, transferable skills. These skills, particularly when they include 
reflection on one’s own actions, can assist individuals to deal with the complexity and instability 
found in today’s workplace (Brookfield, 1987). Schulz (2005) notes that learning focused on 
taking responsibility for understanding oneself within a particular setting greatly assists the 
transfer of new knowledge and skills into practice in alternative contexts. Accordingly, this 
author asserts that an alternative approach to learning and development that assists employees in 
developing transferable skills for the complex workplace is based in cognitive psychology. 
 
The Cognitive Learning Framework  
 
 Cognitive psychology provides a prominent framework for understanding learning and 
knowledge acquisition (Schulz, 2005). The cognitive learning paradigm is distinguished by its 
focus on mental activities or the knowledge structures related to processing information, solving 
problems (Shuell, 1986), and critical thinking (Merriam & Caffarella, 1999). Accordingly, there 
is an emphasis on perception or awareness, the process of thinking, and the way in which 
knowledge is structured or organized. More specifically, learning is about “accretion” or 
knowledge acquisition, “tuning” which is concerned with gradual shifts in the current knowledge 
structures or “schemas” which act to shape an individual’s worldview, and “restructuring” which 
involves the development of new schemas and the complete reorganization of existing schemas 
(Merriam & Caffarella, p. 205). With a focus on developing knowledge structures to facilitate 
the use of knowledge, transfer of learning to alternative contexts is enhanced. 
 
 In addition to the learning processes of accretion, tuning, and restructuring, another 
salient feature of cognitive learning approach to is “metacognition” or “‘the ability to think about 
thinking, to be consciously aware of oneself as a problem solver, and to monitor and control 
one’s mental processing’” (Bruer as cited in Merriam & Caffarella, p. 206). 
 
 While cognitive psychology, with its emphasis on thinking processes as opposed to 
behaviour modification, appears more relevant for employee development in the contemporary 
workplace, it has been criticized for separating learning from the situation in which the learning 
may eventually be put to use (Schulz, 2005). In response, it has been suggested that learning 
needs to be closely aligned with or situated in actual practice so that “learners are able to develop 
knowing and knowledge that is relevant for their operational work” (Schulz, p. 498). When 
viewed from this perspective, transfer of learning occurs when learners are submitted to multiple 
and varied authentic examples (Tennant, 1999) and opportunities for contextual application and 
practice of concepts and skills (Schulz, 2005).  
 
 This “situated” approach to learning shifts the emphasis from the mental activities 
associated with knowledge and thinking to include the contexts in which those activities take 
place (Merriam & Caffarella, 1999, p. 242). The idea is that learning cannot be separated from 
the environment or “social situation” (Schulz, 2005, p. 494). The notion of “situated cognition” 
is, however, one that is contested as it reiterates questions about transferring learning from one 
situation to another by reducing the emphasis on building cognitive structures. Nevertheless, 
cognitive conceptions of learning can provide a basis for workplace learning and development 
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initiatives that contribute to enhancing learners’ abilities to cope and manage effectively in 
complex and pluralistic environments. 
 
 Recently, the University of Alberta created and piloted a learning and development 
initiative for support staff, The U of A Advantage Program, which recognizes the cognitive 
approach to learning. This program prepares employees to cope successfully with the modern-
day environment of supercomplexity, specifically by focusing on transfer of learning from the 
classroom to the workplace. 
 

The UofA Advantage Program – A Model for University Organizational Development 
 

 The UofA Advantage Program is a 30-hour customized professional and personal 
development program. The program was created in response to a support staff workplace 
learning needs assessment undertaken in 2001 as a joint effort by the Non-Academic Staff 
Association and the University of Alberta Support Staff Human Resources unit. The needs 
assessment indicated that support staff had a wide range of developmental needs and interests 
related to their various roles on campus. Aside from the specific knowledge required to perform 
their work-related functions effectively, respondents indicated personal management, problem 
solving, decision making, and coping with change among their key learning needs and 
preferences (Support Staff Learning and Development Initiative Needs Assessment, 2002). 
 
 The Advantage Program is intended to provide participants with the knowledge and skills 
that can assist them in meeting some of the learning needs identified in the needs assessment. 
More specifically, the program is focused on the key outcomes of improved critical thinking and 
problem resolution skills, along with transference of those from the classroom setting to the 
actual workplace. It is also concerned with the outcome of an improved ability to work 
effectively with others by enhancing abilities to understand differing perspectives and situations, 
and accordingly to choose appropriate responses.  
 
 In keeping with a cognitive approach to learning, the program is based on four constructs: 
1) awareness of self and others, 2) appropriateness of response, 3) proactivity, and 4) 
internalizing. Each of these constructs will be delineated briefly below. 
 
 The first construct of awareness is defined as “knowing what to pay attention to, 
including signals from others and the effects that [one’s] actions have on others” (Advantage 
Program Learner Manual, 2006, p. 1-1). The development of this ability involves understanding 
self and others in terms of values, skills, emotions, and interpersonal styles as well as the larger 
university culture and climate. 
 
 Appropriateness is essentially about “choosing to behave in a suitable and proper manner 
depending upon context and [one’s] guiding principles” (Advantage Program Learner Manual, 
2006, p. 1-2). Appropriateness refers to employing good judgment and is predicated upon using 
guidelines and principles to guide decision making and choices around behaviours. 
 
 Proactivity is defined as “being responsible for [one’s] own behaviour and learning” 
(Advantage Program Learner Manual, 2006, p. 1-2). This construct is focused on anticipating 
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what needs to be done and doing it, the ability to self-assess and take corrective action, and being 
able to demonstrate initiative. 
 
 Finally, the fourth construct of internalizing involves the ability to “reflect critically” and 
“integrat[e] reflection and learning into [one’s] ‘habits of mind’” (Advantage Program Learner 
Manual, 2006, p. 1-2). 
 
 Several of the outcomes and content associated with the Advantage Program fall in line 
with cognitive learning principles and the knowledge and skills requirement for environments of 
supercomplexity. For example, the program emphasizes awareness and thinking skills, 
particularly critical thinking skills. Brookfield (1987) states that critical thinking begins with an 
expanded understanding of one’s own perspectives along with the viewpoints of others, 
including that of the organization. These aspects of perception are essential to better 
comprehending a challenging and complex situation. Accordingly, individuals gain a wider and 
more accurate array of information upon which to reflect and make decisions about how to best 
proceed in given situations. Such an ability, as already suggested, is critical for individuals in 
workplaces characterized by supercomplexity where knowledge that allows for discerning what 
constitutes appropriate behaviour in varying situations is necessary.  
 
 To be able to determine appropriate behaviours, individuals must have an awareness of 
their own perspectives along with those of others and they need to be able to examine and 
negotiate a change in at least some aspect of their own inherent worldviews to begin to broaden 
their own frameworks for understanding (Barnett, 1999). Upon doing so, individuals can enter 
into an “engaged responsiveness” or critical appraisal of their environments (p. 39). This in turn 
allows individuals to choose the appropriate frame of reference for understanding how to best 
respond.  
 
 In addition, the focus on critical thinking and problem resolution assists individuals to 
adapt and cope successfully in the face of adverse or complex conditions. For example, Sutcliffe 
and Vogus (2003) indicate that the typical response to difficult situations is to become stressed. 
The experience of stress causes a restriction or narrowing in the ability to process information 
accurately and effectively reduces the employee’s ability to deal with the unexpected and 
produce a positive outcome. Conversely, when employees can develop the underlying cognitive 
structures associated with critical thinking, they develop “concepts of themselves as competent 
and capable of initiative” (Basseches as cited in Brookfield, 1987, p. 149). When employees 
increase their self-perceptions as being more competent they also become more capable of 
rearranging their ways of thinking especially when faced with difficult situations (Sutcliffe & 
Vogus). This in turn serves to broaden the information considered and widen the range of 
possible alternative solutions. This tends to infuse employees with an awareness of choice 
around how to respond and reinforces a sense of agency and confidence in their abilities to adapt 
and self-manage in difficult circumstances. 
 
 The Advantage Program also incorporates didactic processes that are well-aligned with 
the cognitive learning approach and the need to transfer learning to new situations. In terms of 
teaching and learning, the program incorporates critical reflection and metacognitive experiences 
through journaling and group reflection activities. To improve transfer of learning the program 

2007 HICE Proceedings 
Page 314



 

also includes the application of knowledge and skills through the use of contextual case studies 
and a workplace project which must be completed within the duration of the program.  
 
 Tennant (1999) argues additionally that transfer of learning in the workplace is more 
likely to occur when the climate of the environment in which the learning is to be applied is 
positive and supportive. This means, for example, that supervisors need to sanction the learning 
and its application in the workplace. Accordingly, the Advantage Program involves supervisors 
in the program from the beginning and asks for their commitment to reflect regularly with the 
participants on what they have learned, and to provide the support needed for participants to 
complete their workplace projects (e.g., enlisting the involvement or assistance of other 
employees, or introducing the program participant to other staff members with expertise in a 
particular area).  
 
 An additional teaching technique associated with awareness of self and others includes, 
for example, the use of a variety of self-awareness instruments related to personality, learning 
styles, and guiding values and principles. The use of these instruments forms the foundation for 
critical reflection and metacognition necessary to understanding one’s own perspectives and 
thought processes. This also contributes to understanding how other individuals have lenses and 
filters on the world which in turn impact their thought patterns and behaviours. When individuals 
are able to adjust or restructure their thought patterns in response to new information the 
potential to see issues from alternative perspectives is increased (Merriam & Caffarella, 1999). 
The process of acquiring new perspectives for understanding varying contexts is critical in 
pluralistic environments and overlays closely with the notion of knowledge accretion, tuning, 
and perhaps even knowledge restructuring for a completely new worldview.  
 

Conclusion 
 

 Universities rely extensively on the contributions of support staff to ensure the success 
and achievements of the academic enterprise. As contemporary workplaces, however, 
universities cannot escape globalization and the ensuing conditions of supercomplexity in which 
a proliferation of ideas and competing perspectives exist. Accordingly, it is important for 
universities to make certain that support staffs located within the increasingly complicated 
university environment have the organizational support required to ensure their capabilities to 
work, cope, and adapt successfully in such unpredictable conditions. A failure to do so can have 
negative consequences in terms of the university progressing toward the realization of its 
mission. In this light, learning and development initiatives that support employees toward 
managing successfully and even flourishing in the current university milieu are critical. 
 
 In complex organizations, however, not all learning and development models are 
considered effective in assisting employees to meet the needs of the changing workplace context. 
A cognitive approach to learning, with its focus on critical thinking and problem solving, 
provides a valuable perspective that is well-suited to the development of knowledge and skills 
necessary to cope and manage effectively in contemporary environments of complexity. The 
development of the U of A Advantage Program is s a significant step toward assisting University 
support staff to enhance and apply critical thinking skills in an endeavour to manage and cope 
successfully in an unpredictable workplace.  
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 Nevertheless, while the development of the actual knowledge and skills for coping and 
managing well in the university environment is important, it is equally important for employees 
to feel valued and recognized for their significant contributions, and for them in turn to develop 
greater understanding and appreciation of the enterprise to which they are contributing. A 
learning and development initiative that broadens employees’ perspectives in a variety of ways 
can assist them to improve relationships with coworkers and supervisors, encourage them to take 
initiative appropriately, and aid them in participating more meaningfully in their work 
endeavours. As a result, employees will not only be able to cope with complex and pluralistic 
environments, they may begin to embrace these conditions and begin to flourish. Such an 
outcome could only be beneficial to both support staff and the university for which they work. 
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Abstract 

In recent years, court system personnel have become more concerned about the 

tremendous increase in individuals who come to court without representation by an 

attorney. The reason that the increase in these types of defendants and plaintiffs is of 

concern is that pro se litigants usually are poor, young, female, less educated, and are 

without counsel due to their inability to pay for legal counsel. As a result, the litigant’s 

access to fair court proceedings is not equal to that of a person who is represented by an 

attorney. Because of this, maintaining equity and ethical requirements of the court can be 

difficult, if not impossible. This paper session is a case study that presents a community 

education program developed to address this critical problem.   

In 2001, a group of judges with the New York State Unified Court System created 

a program called, “Clergy Day: Continuing the Partnership Between the Community and 

the Courts,” in order to educate pro se litigants through local clergy members. The judges 

involved in this initiative had learned that clergy were being called upon by the people in 

their congregations, temples, mosques (whatever religious setting they were leading) 

when they, friends, or family became involved in a legal dispute. Because clergy were 

well trusted members of their communities, a confidence not always afforded judges and 
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other personnel in the legal community, the judges believed a partnership with clergy was 

an excellent approach for informing the public about the workings of the court, especially 

in underserved communities. By creating this program, judges were able to meet with 

local clergy on a regular basis to educate them about the processes, terminology, and 

proceedings of the courts. As a result of these meetings, the clergy were able to go into 

their districts and convey accurate information to those in their community who did not 

have access to legal counsel.  

In the past five years, this collaborative education program has helped citizens 

regain trust and confidence in the legal system, improved conditions in the court, such as 

backed up dockets, and impacted equal access to the courts, especially in cases where 

legal counsel was not affordable. In addition, a partnership with the Interfaith Center of 

New York and the public library has been created, clergy-court roundtables are held 

regularly in five counties, and two clergy court councils have been established in two of 

those counties. This example of collaborative community education suggests the need for 

replication in other communities across the country. 
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Sojourn in the Globalized Classroom: A Case Report on Building Intercultural 
Competence through Global Issues  

By  

David Lewis Brooks, Associate Professor 

Kitasato University, Sagamihara, Japan 

Introduction 

Promoting a global perspective and building intercultural communicative competency 

among foreign language students is not only feasible in our increasingly globalized world, but is also a 

central responsibility for all educators. Understanding and acting upon the knowledge of how culture�

specifically beliefs, values, world view, use of language and nonverbal behavior, impacts one's 

communicative behavior is a crucial element (Samovar and Porter, 2001) which can be taught 

explicitly and experienced directly in a course where the teacher's culture is different from that of the 

students. Beyond study of the culture of the target language, a focus on content centered on critical 

world problems can activate students’ global awareness and engender compassion for solutions 

through volunteerism that can dramatically impact the acquisition of intercultural competence.  

This paper reports the case of one individual’s experience as a native language instructor for 

classes of monolinguals learning English and how that teacher adapted both teaching philosophy and 

instructional pedagogy to meets the constraints and the challenges of this opportunity. As a case report, 
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it describes how one individual teaches skill-focused and content-based courses for students of 

English as a foreign language can accomplish these goals by employing a focus on the importance of 

global issues and their proximity through the media and computers. The intercultural dimensions 

inherent in such courses can open doors for students in a monolingual and dominantly homogenous 

culture to cross-cultural understanding and provide avenues for genuine efforts for communicating 

beyond one's own culture. An explanation is made of how the students are first led through a 

contextual and metacognitive cross-cultural training process for the purpose of “inculturating” them 

into a new classroom communicative culture.  

Subsequently, instruction for promoting a “globalized” classroom environment in which 

students can actualize their intercultural competence by contemplating environmental and social 

problems, assessing different perspectives on the cross-cultural and moral values of such problem and 

issues, and seeking compassionate and just solutions (Meyers,1993) is discussed. While the essential 

competencies of intercultural communication are briefly addressed, their acquisition, facilitated 

through a focus on language project activities such as issue debates, poster sessions, advocacy 

campaigns, and virtual activism and real-time volunteer activities, is briefly explained. 

Necessity of Contextual and Metacognitive Cross-Cultural Training 

In order to combat the cross-cultural gap between the learners and the teacher who are from 

different countries, an approach which focuses on learning real language in a meaningful context, as 

well as helping the students to understand and make appropriate adjustments in their language learning 

experience through contextual and metacognitive cross-cultural training is advocated. 

An important perspective on the context of foreign language teaching is the understanding 

that most language students undertake the study of a foreign language for “reasons which arise directly 

or indirectly out the perceived needs of the community to which they belong” (Tudor, 1996, p. 128). 

Tudor further explains that language study takes places in an educational framework that is shaped by 

the socioeconomic conditions of the existing culture and which reflects its attitudes, beliefs and 

traditions. Never is such more evident than in the current teaching environment in which this author 

finds himself. For the great majority of secondary and university students in Japan, English has been a 

required subject since junior high school. For most, the real purpose for studying English has very 

little to do with interpersonal or actual communication, but everything to do with increasing potential 

for passing the rigorous high school and university entrance examinations. As a result, the experience 

of learning English has been one that is rather grueling, often leaving students with a strong sense of 

inadequacy as foreign language learners, especially in the oral communication skills. The 

examination-oriented curriculum in pre-university English education has focused their studies on 

memorizing long lists of difficult vocabulary, mastery of complex rules of grammar and usage, and an 

emphasis on word-by-word translation of English to Japanese (Anderson, 1993). With such an 

educational context as a background of shared experience, it is not surprising that most students have 

lacked confidence to undertake the learning of English as a vehicle for real communication and 

cross-cultural understanding.  
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Consequently, a central goal for overcoming barriers to learning communication in the EFL 

monolingual classroom is an overt and sometimes covert process of cross-cultural training. To be 

successful, this training must be socially, cognitively and metacognitively effective. O’Malley and 

Chamot (1990, p.8) purport that language students without metacognitive approaches are basically 

learners without direction or the skills to plan their learning, evaluate their progress, or set new 

directions because they do not monitor their learning. It should include the conscious knowledge of the 

feelings that the learning situation evokes.  It must, consequently, comprise knowledge of the self 

(Williams and Burden, 1997, p.155).  Yet, to go one step further, beyond the awareness of one’s 

personality, feelings, motivation, attitudes, learning styles and cognitive strategies, the conscious 

awareness of the social environment and cultural context at any particular moment for the learner must 

be included within the concept of metacognitive awareness.  

Williams and Burden (1997, p.188) stress that thee importance of the appropriate 

environmental conditions for learning a foreign or second language to take place cannot be 

underestimated. Teaching a learner how to understand the demands and nuances of different social and 

cultural contexts is tantamount to helping that learner to act intelligently (Sternberg, 1984). At the 

same time, by providing language learners with the kind of learning environment which enables them 

to learn how to learn, to behave in linguistically productive ways in the foreign language classroom 

culture, and to develop as culturally effective individuals in the target language, therefore, a 

metacognitive process of inculturization (Brooks, 1999) can have a profound influence upon the 

development of second language acquisition and the way in which the language is ultimately used.   
One of the primary functions of a language is to describe our environment so that we 
can form an image of ourselves in relation to it. The better we can come to understand 
the cultural context which gives rise to the language we are trying to learn, the more 
likely we are to come to understand the essential differences between the way in which 
that language is used and our own. (Williams and Burden, 1997, p.188)  

The classroom forms an essential habitat in the learner’s ecosystem. It encompasses the 

domains of the learning environment:  physical, social, instructional and psychological. The foreign 

language classroom adds an additional dimension – the intercultural domain of human interaction. 

This affords a new cultural learning environment that is affected by perceptions and realities of 

classroom structure, group processes, classroom climate and teacher-mediated activities. When a 

group of monolingual students forms a classroom for learning to communicate in a foreign language, 

especially when the teacher is from the target culture, there is the unusual situation in which the 

classroom culture is foreign to both the students and the teacher. It is a partly unknown culture to 

which both can and should learn to adapt in order to derive the benefits of learning a foreign language. 

Not simply the natural absorption of a new culture, normally referred to as acculturation, but rather the 

contextual and metacognitive cross-cultural training advocated here is an explicit, mutually-actualized, 

teacher-mediated process for intuitively acculturating the students and the teacher into this new 

classroom culture. Consequently, this process has been conceptualized with new terminology, referred 

to as metacognitive inculturization (Brooks, 1999). 
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Metacognitive Inculturization 

Metacognitive inculturization is a practical classroom-based instructional approach to 

cross-cultural training that assists language learners in consciously and unconsciously adapting their 

own culture to enhance the communicative environment of the communicative language classroom. 

Initially, students must be gently acculturated into the new classroom environment; however, there is 

the inevitable culture shock, which can be used effectively to nurture both their understanding of the 

process and their willingness to embark on a new journey of cross-cultural discovery and deeper 

language acquisition. Later, they can be helped by equip them with a specific repertoire of individual, 

pair, small group, and whole class behaviors for formalizing new patterns of learning, cognitive 

strategies, and, most importantly, interaction between themselves and with the teacher. 

How then is metacognitive inculturization accomplished? There are five stages in the 

process: 1) contextual reframing, 2) incorporating old and establishing new patterns of social 

interaction, 3) building trust and areas of comfort and challenge, 4) teaching both communicative 

instructional tasks and the communication and learning strategies that enhance their mastery, and 5) 

reflective assessment of the learning both the communicative content and the metacognitive content 

that is demonstrated through action that seeks to raise awareness, gather support, and seek solutions 

through advocacy and activism. Each of these will be explained in briefly below. In the practical 

reality of the classroom, few of the five stages can be given equal emphasis or are they accomplished 

with equal success because the efficacy depends on the will, expertise, and management of the teacher. 

It is important to understand that these stages are not at all sequential. In fact, two or more of the stages 

may be operating simultaneously. Furthermore, it should be recognized that because the goals of this 

process result, to a large extent, in a significant paradigm shift for the students, the process is neither 

quick, simple or without some measure of stress for both the learners and the teacher. The process 

actually takes months to accomplish as classes at most Japanese universities and colleges meet only 

once a week over two semesters. 

Contextual Reframing  

Because of the nature of the students’ previous experience with classroom learning of 

English as described earlier, it is paramount that reframing the context and content of the learning 

environment be a significant purpose of metacognitive inculturization. The primary method of 

reframing the traditional context for classroom learning is re-defining the nature of the classroom 

through identifying new purposes for the classroom as a language-learning environment. Additionally, 

it is central to this stage that there be the introduction of a curriculum content focused on global issues 

whose efficacy is supported by a course evaluation system based on accomplishing real-life objectives 

toward understanding and solving these issues. 

The second method for reframing is to alter the physical arrangement, movement of people 

and, more significantly, the range of activities that take place so that the students can experience and 

accept their inculturization within a newly defined learning environment experience. In reality, the 

re-defining and the altering of the classroom environment are accomplished using the same actions. 
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However, it is essential that students be asked to reflect on their new understandings and on changes in 

concepts about the nature of teaching and learning in a classroom. Initially, the instructor may actually 

perform for students – reciting a poem, acting a scene from a play, or singing a song and also have 

them perform both physical and cognitive actions and language experiences and ‘experiments’ -- in the 

form of moving, acting, practicing, and testing hypotheses and trying out new forms of social and 

language behavior. The purpose is to re-define the idea of the communicative language classroom 

beyond the students’ traditional view of it as kyoshitsu (classroom) to include new purposes as an area 

for performance, such as a theatre or concert hall (gekijo) and for experimentation – a laboratory 

(jikenshitsu), even gymnasium (undojo ). Later in the course, the students themselves are asked to 

perform as actors in a communicative situation, to think through problems and brainstorm solutions 

and to create and perform original texts in the target language. 

Incorporating Old and Establishing New Patterns Of Social Interaction 

In the next phase of the process using social structures and common ways of organizing 

behavior from Japan’s group-oriented culture, it is possible to assist the students in working 

cooperatively to overcome the barriers that impede oral communication. Many social constructs from 

Japanese society and education are drawn from the students’ own experiences and then explicitly 

adapted for use in class, group and pair activities for achieving communication in English. An attempt 

is made to build a set of adaptive communicative learning behaviors based on some of the forms of 

social communication they already possess, drawn on aspects of Japanese group-oriented social 

behavior. Some of the most useful constructs include kyoryoku (cooperation), kunren (training), 

sekinensha (responsible person), daihyo (representative speaker), kenkyusei (researcher), jikken or 

kento (experiment, trial), happyo (presentation), renshu (practice), junbi (preparation), chikara-awase 

(pooling strengths), kakunin (confirm), hone-tatemae (private self, public self) among others. The key 

to successfully building a set of adaptive communicative learning behaviors, therefore, lies in forming 

and maintaining culturally-appropriate, functional groups within the classroom. 

The Value of a Global Issues Content-Based EFL Curriculum 

 Many language educators have previously expounded at length on the value of 

content-based curriculum for foreign language education, so it would be redundant to belabor those 

advantages (Brinton, Snow and Wesche, 1989; Krueger and Ryan, 1993; Stryker and Leaver, 1997). 

Clearly, global issues as foreign language course content serves as substantive subject matter for 

reframing the collective values of the new classroom learning culture and for building multicultural 

awareness through critical pedagogy. While employing snippets of discrete texts for teaching specific 

skills may have value in some contexts, the global, holistic approach to a complete thematic unit of 

knowledge or indeed an entire discipline through content-based teaching of global issues offers many 

benefits.  For one thing, there are increased opportunities for a truly negotiated syllabus between 

teachers and students. What is studied can be based more on what the students really want and need to 

know and need to learn, which is especially true when the content is a theme or topic derived from the 

students themselves. Additionally, there is a greater possibility for focus on broad and authentic issues 
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and for a holistic approach or framework to an academic discipline. Not only is the learning more 

fulfilling for both the teacher and the learners because it is broad-based, interrelated and meaningful, 

but there is more likelihood that there will be positive input from and beneficial effects on the first 

language too (Manning, M., Manning, G, and Long, R, 1994, p.8). Furthermore, the role of the teacher 

often becomes multifaceted, not only a supplier of knowledge but also as a member of the learner 

community itself, and as a model for inquiry and risk-taking, the instructor serves as a coach for 

acquiring learning strategies applicable beyond the present course. Finally, the learning activities can 

be shifted from the behaviorist acquisition of skills towards the constructivist authoring (Short and 

Kaufman, 1988) of new knowledge and the actualization of new perceptions of the self as learner. 

A Model of Global Issues Content-Based Foreign Language Instruction 

Though the nature of the content may have a strong influence on the type of discourse and 

functional language to be taught, it is important to decide how the content will be taught and how to 

balance the course objectives with the multiplicity of learner, teacher and program goals. Having a 

pedagogical model will serve to guide instructional decision-making and maintain the balance 

between the content, language and learner-centered aspects. The instructor needs to consider what 

approaches to content-based instruction are viable, considering the many aspects of teaching: the 

curriculum, available resources, learner needs, investment of time and energy, and the uncontrollable 

conditions of the learning situation.  

No discussion of a global issues content-based model for language instruction could be 

made without giving credit to Chamot and O’Malley (1990) for their development of a pedagogical 

model integrating language growth with the acquisition of academic knowledge and skills through 

learning strategy instruction. The instructional model (see Fig.1) employed in the global issues EFL 

course described in this paper goes beyond attempting to balance the language and content objectives 

as recommended by Halvorsen and Gettings (1996). The model based on an earlier one by the author 

(Brooks, 2000) has been expanded to include a significant portion of instruction devoted to language 

learning strategies and to raising levels of cross-cultural awareness and intercultural competence, in 

addition to the central objectives of second language acquisition, cognitive growth, and content 

mastery. 

 Content-Centered Strategy-Based Model of EFL Instruction  
A concise explanation of the model diagram will help to clarify its intended meaning and 

scope. First of all, the first large outer circle encompasses the nature of content mastery, referring to 

formal academic learning that has a period of germinating concepts and acquiring facts, 

(conceptualization), understanding developmental cycles and systems, or the action of cause and 

effect (processes) and achieving some measure of skill (actualization). Language use, as defined as 

communicative competence is  

Fig.1 Content-centered strategy-based EFL curriculum 
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the complicated interrelationship between a set of essential components identified previously by 

Canale and Swain’s framework (1980) and subsequently modified as more than one dimension of 

activity (Clark, 1996, p. 24), so that in this author’s model, cubic objects representing the four 

competencies are placed inside consecutive concentric circles to represent this layering and 

interrelatedness. Moreover, all learning takes place in a socio-cultural environment (context) for a 

specific reason or for multiple goals (purpose), involving a specific set of rules of behavior and 

participants (structure), whose roles are governed by both the context, the constraints of the cultural 

milieu, and the explicit and implicit purposes of the learning itself. To be successful, the language 

learners can benefit when they adopt and employ cognitive, metacognitive, and affective strategies 

simultaneously (O’Malley and Chamot, 1990), which directly affect communicative competencies. 

Finally, intrapersonal (self-knowledge, learning styles, motivation) and interpersonal (emotional 

engagement, social skills) aspects of the learner, shown as the central block, are interlocked with the 

essential communicative competencies: cognitive (critical thinking), linguistic (grammar, vocabulary, 

functions), social (group roles), and cross-cultural (communication styles, implicit values) of 

communication, all of which are important in learning a foreign language.  

 

Multiplicity of Learner Goals and Competencies  

The challenge of mastering new and difficult content has some important repercussions and 
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benefits for the learners.  Doing so encourages EFL students to adopt learning strategies for survival 

and optimize their learning capacity as they may have never done previously. The benefits are evident 

in the following ways: 1) The efficacy of an acquired learning strategy is enhanced; 2) Motivation to 

learn them increases; 3) Practical facility with language learning strategies is improved because there 

is now reason and opportunity to use them; 4) The content and the requirements of the course expose 

EFL students to all the forms of the learning strategies (cognitive, metacognitive, social and affective) 

as well as in all modes of language learning (reading, speaking, listening and writing.)  The balance 

between content mastery and language acquisition can be navigated more effectively by teaching 

students language learning strategies, by emphasizing growth in cognitive skills (critical thinking, 

inference and logical reasoning, creativity and fluency of ideas, synthesis and analysis of main ideas 

and central points), and by helping raise their awareness of the interaction of their own and their 

instructor’s cultural presuppositions in order to form “a bridge of mutual intercultural learning.” (Jin 

and Cortazzi, 1998)  

Integration of Content, Cross-Cultural Learning and Language Tasks 

 There are five areas of instruction by which the teacher can meet and support the multiplicity 

of learner goals in a content-based EFL course focused on global issues: I.) supporting content 

mastery; II.) ensuring language acquisition appropriate for the needs of the learners; III.) enhancing 

mastery of language learning strategies; IV.) developing cognitive growth and augmenting academic 

and research skills; and V.) promoting appreciation for diversity, raising cross-cultural awareness, and 

building competency in intercultural communication. A course in global issues affords an excellent 

opportunity for the EFL teacher to reach all of these goals by integrating instruction, practice and 

application of each throughout the course. The task is less dauntingly than it appears because there is 

considerable overlap in actual syllabus implementation and lesson planning. Each of the areas could 

be discussed separately at length to highlight its important considerations; however, the teaching and 

ultimately their learning is accomplished in an integrated, holistic approach.  Below is a sample 

listing of potential content topics: 
Sample Issue categories: 
1. Aboriginal Rights 
2. Armament Issues 
3. Children's Issues 
4. Climate Change 
5. Communication 

6. Cross-cultural/Intercultural Issues 
7. Developing Countries 
8. Disaster Response 
9. Education 
10. Endangered Species 
11. Energy 
12. Environmental Issues 
13. Food Security 
14. Genetic Engineering 
15. Global Economics 
16. Human Rights 

17. English Dominance, its role 
Lingua Franca 

18. Multiculturalism 
19. Nuclear Proliferation 

 
20. Marine Ecology / Overfishing 
21. Peace 
22. Privacy 
23. Racism and Genocide 
24. Rainforests 
25. Refugees 
26. Regional Organizations 
27. Seas/Oceans 
28. Space Exploration 
29. Strategic Development  Issues 
30. Sustainable Development 
31. Technology Transfer 
32. United Nations 
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33. Wastes (chemical, biological, 
nuclear) 

34. Women's Issues 
35. World Health 

36. World Populations 
37. World Religions 
38. Other/General 

(Faulker,L. 2001)
 

 Supporting content mastery can be accomplished in a variety of ways. The choice of topics, 

depth of exploration, the level of language required, modes of presentation and interactivity for the 

learners, and opportunities for reinforcement will affect the students success in mastering content 

through the medium of the foreign language. Other factors which will support mastery of the content 

are: use of bilingual or L2 materials and directions in the second language, effective use of instruction 

tailored to second language learners (directed learning, pre-teaching, advanced organizers and guided 

reading tasks), clearly defined goals and performance objectives, and cooperative learning and content 

task grouping. 

Global Perspective and Intercultural Communication 

The intercultural perspective in a content-based EFL course in global issues provides avenues for 

teaching students about diversity that can open doors to cross-cultural understanding. The nature of the 

content affords the teacher the opportunity to teach students in a monolingual and dominantly 

homogenous culture to look for similarities or universalities among humans through the problems 

faced by various cultures and then to develop an appreciation for diversity by looking at the reasons 

for differences (Brooks, et al, 2001). The essence of the goals for global perspective should include:  
1. Developing respect in our students for the cultures and values of other ethnic groups 

as well as an increased understanding of their own.   
2. Helping students appreciate human similarities as well as differences.   
3. Providing opportunities for students to experience peoples of different ethnicity and 

an exposure to the diversity of world cultures in positive and supportive ways 
4. Demonstrating active efforts to understand and redress issues of intolerance, 

inequality, prejudice, and social inequities.  
5. Nurturing in students the ability to contemplate environmental and social problems, 

assess different perspectives on moral issues, and to seek compassionate and just 
solutions. (Meyers, 1993).  

Actualizing Learner Autonomy for Global Action and Advocacy 

Although the study of English does provide an instructional and experiential medium for 

intra-cultural awareness and cross-cultural communication, it is truly through actualizing this acquired 

awareness and intercultural competency the benefits of a global issues based EFL can be realized. In 

the sense, the classroom room becomes the learner’s journey toward “globalized” cross-cultural 

understanding and language mastery. As foreign language educators we must not relegate our students 

to the simple act of language acquisition alone, but nurture them to achieve these goals through 

advocacy and volunteerism for just solutions and sustainable economic and socio-political 

development. Setting one’s self as a model for activism on finding solutions to global problems is one 

way. There are a multitude of opportunities for empowering one’s self to work for the benefit of global 

citizenry right in one’s own community and also as an international volunteer. Local volunteer 
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activities can take the form of involvement in non-government organization (NGO) activities, in 

festivals, and community events sponsored by local chapters of international, national organizations 

and foundations who champion various causes, and through fund-raising efforts to provide donations 

of either goods or money for such causes. When one cannot locate such opportunities to actualize 

compassion and advocacy, then the teacher can empower the students to create them in the local 

community and in the school. Classroom events such a global issues poster talk, exhibits in the 

hallway bulletin boards, school-wide event speech contests and Internet-based media projects, such as 

podcasts and blogs, provide avenues for students to make their voice heard locally and globally.   

 The Internet offers a computer mediated intercultural communication environment for both 

learning about global issues and also for seeking ways to actually volunteer on-site, on-line or through 

advocacy efforts such as letter-writing, fund-raising, and other cooperative activities. This author has 

collected web links for a number of useful Internet sites for investigating global issues and taking 

action (Brooks, 2001). Familiarity with the programs of the world broadcast media can allow for 

formation of a bridge between global issue awareness, positive action and local and international 

activism. Almost every major broadcast network offers live-chat and e-mail connections with current 

newsmakers, government, advocacy and civic leaders during live programming, news documentaries 

and interviews. There are forums for on-line discussions and mailing lists on environmental problems, 

human rights issues, political accords and conflicts.  

In accomplishing the globalized EFL classroom, the stakeholders’ and participants’ roles are 

expanded to include that of: the teacher as intellectual activator, as catalyst for meaningful exploration 

of critical global issues, and as inspirer of positive action, wherein the student can act as global citizens 

and s volunteers for sustainable development and viable, equitable solutions, and the school itself can 

become an agent for global change.  

Summary of the Process of Globalizing the EFL Classroom 
Selection of content – global issues 
Establishing and developing learner autonomy 
Reframing roles and expanding beyond traditional functions of the classroom 
Liberalizing channels of dialogue and interaction through computer-mediated 

communication. 
Incorporating a training program of metacognitive inculturization  
Constructing a course dynamic based on project orientation versus simple content mastery – 

constructivism and renegotiation of shared meanings about the importance of 
empowered learning. 

Actualizing a broader and clearer vision of the world 
Establishing a new classroom culture and global learning community. 
Shaping shared values through co-building a curriculum focused on global issues. 
Confronting differences in cultures and bridging barriers through training in cross-cultural 

communication 
Reflecting on and rethinking the role and process of evaluation and assessment. 
Building globally effective habits of mind – language learning strategies as a vehicle for 

intracultural awareness and intercultural competence. 
Generating compassion and empathy through advocacy and volunteer activities. 
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Abstract: 

Nurses at all levels are expected to be able to respond knowledgably and skillfully in 

emergency situations. Experiences during the clinical training period, however, differ 

greatly among students, with most rarely getting the opportunity to actively participate in 

real patient crises.   In order to meet the ever-increasing teaching demands of nurse 

educators as well as to prepare nursing students to function competently in the clinical 

setting, faculty at the University at Buffalo designed and implemented a mock cardiac 

arrest that involved joint participation by both undergraduate and graduate students.  

Using Laerdral’s SimMan, a human patient simulator, both undergraduate and graduate 

students were taught how to manage a cardiac arrest. Various instruments were 

developed to evaluate the effectiveness of this teaching modality, including scales that 

measured pre- and post-simulation knowledge and confidence. Students were also asked 

to evaluate the strengths and weaknesses of the experience especially in regards to 

teamwork during an emergency situation. Management of the arrest by the graduate 

student was evaluated by a School of Nursing faculty using a scale that included 

competency criteria related to assessment, diagnosis, treatment, and resource 

management. A faculty person was likewise assigned to evaluate the undergraduate 

students’ performance. Using paired t-test statistics, post-simulation knowledge scores 

were significantly higher than pre-simulation scores (p=0.000), while post-simulation 

confidence scores were not statistically significant (p=.177).  Students at both levels 

reported a high satisfaction with the experience and with the opportunity of participating 

in a simulated cardiac arrest as a member of the health team. The use of a computer-

assisted human patient simulator involving different levels of nursing students appears to 

be an effective teaching method although more investigation into specific outcomes 

needs to be further researched.     
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Workshop Abstract: 

Research indicates that students experience heightened levels of engagement and 

understanding when using drama activities to explore literature.  In introducing active 

reading strategies (making connections and predictions, distinguishing between fact and 

opinion, linking cause and effect, defining vocabulary in context, sequencing 

information, etc) via drama activities, it is my belief that students can retain that 

engagement and learn to apply it to all aspects of reading, including standardized test 

passages.   

This workshop will explore the use of on-our-feet, interactive, creative drama 

activities that can be used to develop and strengthen active reading skills with middle 

school students, with particular focus on the use of drama activities to break down and 

comprehend short story, nonfiction, and poetry passages that often appear on 

standardized assessments.   

Participants in this workshop will work through a unit of drama-based ELA 

standardized test prep that I have been researching and crafting for my doctoral 

dissertation.  The group will then engage in a dialogue about how best to keep creative 

activities in the classroom post-NCLB.  Each participant will leave with a sample unit 

plan of drama activities for the ELA classroom, and a bag of tricks for keeping drama in 

our increasingly high-stakes, testing-driven climate. 
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ABSTRACT: 

 
 

Self-Determination in Physical Education:   
Designing Class Environments to Promote Health and Wellness 

 
 
The purpose of this study was to investigate the relationships between self-

determination, perceptions of the motivational climate, attitude, perceived ability, and 
health-related fitness indicators.  A structural model of health-related fitness was tested.  
The premise of the model is that perceived competence predicts the outcome variable, 
health-related fitness, with self-determination, attitude, and motivational climate 
predicting perceived competence.   

Participants were 827 sixth, seventh, and eighth graders.  Motivation, perceptions 
of the climate, attitude, and perceived competence were assessed using surveys.  Body 
mass index (BMI) and skinfold measures were used to assess body composition, and a 
measure of cardiovascular endurance was also collected.   

Perceptions of competence were related to the health indicators (BMI, percent 
body fat and cardiovascular endurance).  The health indicators were also indirectly 
affected by the motivational climate, where the focus was on learning and mastery.  This 
study suggests that providing a learning climate and structuring the environment so that 
students can be successful in their physical education endeavors is positively associated 
with health related components of fitness. 
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6. Abstract and/or full paper (see abstract below) 
 

It has been almost 10 years since the release of the first ever Surgeon General’s Report on physical 
activity and health. The clear message of that report, released in 1996, was that moderate physical activity can 
contribute significantly to overall levels of health and the quality of life for all Americans.  At the time of the 
reports release, there was great anticipation for what the potential impact and implications of the report could 
be.  Many presumed that with the messages regarding physical activity urgent changes would take place, the 
world of physical education would forever be changed, and the profession would be viewed with a new sense of 
importance and respect. 
 The reality, however, appears to be that the release of the Surgeon General’s Report did little or nothing 
to change the status of physical education in this country.  Physical education programs are still marginalized, 
exemptions for physical education are granted every day and in the current atmosphere of “high stakes testing” 
and No Child Left Behind, both time and money are often diverted away from physical education programs and 
to the more “academic” content areas. 
 Physical education for today’s K-12 students should be an altogether different experience than it was 20 
years ago.  With the National Standards from AAHPERD (American Alliance for Health, Physical Education, 
Recreation and Dance), increased accountability measures, and the emphasis on promoting physical activity for 
a lifetime, the role of physical educator has a new and distinct meaning within K-12 school curriculum.  More 
than ever before, physical educators should seek to work alongside classroom teachers in content areas to 
achieve the National Standards for Physical Education and increase their own accountability efforts.  This allied 
partnership between physical activity professionals and classroom teachers is one way to provide children with 
a cross-disciplinary approach within the curriculum.  The integrated approach of physical activity and 
classroom content merges learning through movement.  This session will provide instructional strategies for 
both the physical educator and the classroom teacher, and provide techniques for merging physical activity and 
health related knowledge into classroom content, with the goal of having classroom teachers value and promote 
physical activity and health knowledge for healthier, more active children.  
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Introduction 
 

Influential leaders stand in front, lean forward and inspire others to follow 

them. Whether the ability to lead is innate or acquired through training remains a 

topic of epistemological debate.  One aspect of leadership that is not debatable is the 

importance of followers in determining the overall effectiveness of an individual’s 

leadership ability.  
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This ability is manifested by influence upon and within organizations 

comprised of people working together systematically towards a common goal. How 

effectively the goals are attained is driven by the organizational leader’s influence in 

communicating that goal.  

In a normal operational mode, organizations run according to established 

standard operating procedures prescribed by the mission of the organization, job 

responsibilities and other preset criteria. During crises, the degree to which the set 

procedures are effective varies from organization to organization and leader to leader.  

In most cases, leaders who face crises are often required to rely on far more than the 

procedures and the norms in place as crises by definition are always unplanned.   

Within an organization, followers exist in the form of employees.  An 

organization cannot run solely on the presence and fortitude of its leader.  Great men 

(and women) with great ideas standing alone with those ideas are just that - greatly 

alone.  Without sharing their visions and imparting knowledge on others their 

leadership potential remains untapped (Kouzes & Posner, 2000).  

 

An introspective influence can have a positive impact on an individual who 

subsequently goes on to a leadership position.  However, until others are enlisted to 

follow they are not leaders by the commonly prescribed standards.  The leaders we 

interviewed had a healthy complement of both introspective insight and an 

understanding of the importance of the people within the organization. 

Regardless of the type of organization, leadership traits and styles exist.  

Because the mission and roles within organizations differ, so must the styles of the 
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leaders who lead them. The style most appropriate for each leader is necessarily 

situational.  Under a crisis, the situational variables become even more complex.  The 

tools, procedures or techniques that are commonly effective in most situations may 

not remain useful when dealing with crises.  As such, development of an 

understanding of leadership from those leaders who have faced various crises will be 

of great value to those interested in leadership. 

In this paper, a study of approaches and beliefs of a group of leaders who have 

led in difficult crisis situations will be examined.  In particular, the paper will study 

the leadership styles, assumptions regarding followers, and decision making of these 

leaders.  

Interviewee Selection Process 
 

This paper is based on interviews with individuals who are influential leaders 

in the public sector and furthermore have led in crisis situations.  When we sought 

leaders to interview we wanted to ensure each held positions in which they influenced 

others and were given an opportunity to enact a vision for their organization. Again a 

review of all data led to a further pairing down of our focus on influential leaders.  

Two of the eight leaders with audio interviews we determined were leaders with 

influence who were familiar with crises but not clearly influential crisis leaders.  As a 

result, the following list of interviewees was compiled: 

1. California Congressman Dana Rohrabacher,  

2. Former FEMA director James Lee Witt, 

3. Iraq War veteran Colonel Bryan McCoy, USMC  

4. Iraq War veteran Lieutenant Colonel Gregg Olson, USMC 
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5. Riverside County, California Deputy Fire Chief John R. Hawkins 

6. Former Assistant U.S. Attorney William Thomas 

Representative Dana Rohrabacher (R – 46th District) is serving his ninth term 

in Congress.  He is the Chairman of the Oversight and Investigations Subcommittee 

of the House International Relations Committee and as such is an outspoken advocate 

for human rights and democracy worldwide.  He made it a priority to investigate the 

U.N. Oil for Food program, technology transfer issues, State Department visa policies 

and Chinese proliferation of nuclear weapons technology.  Rohrabacher is also 

fofocused on volatile areas such as the massive cultivation of opium poppies in 

Afghanistan.  He led the effort to deny Most Favored Nation trading status to 

Communist China because of their opposition to democracy and negative human 

rights record. 

Our second interviewee, James Lee Witt, is also versed with leadership and 

crisis management in the public sector.  A former Director of the Federal Emergency 

Management Agency, Witt is currently Chairman and Chief Executive Officer of 

James Lee Witt Associates, a disaster recovery and mitigation management services 

agency.  His office provides service to state and local governments, educational 

institutions, the international community and corporations.  Appointed by President 

Clinton to serve as the Director of FEMA, Witt was elevated to cabinet status in 

1996. While serving as director FEMA from 1993-2001, Mr. Witt coordinated federal 

disaster relief on behalf of President Clinton, including the response and recovery 

activities of 28 federal agencies and departments, the American Red Cross and other 

voluntary agencies. 
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Our third influential leader is also versed in crisis leadership in a very real 

sense.  United States Marine Lieutenant Colonel Gregg Olson led the first battalion of 

Marines into the battle in Fallujah.  His crisis experience at the onset of the war in 

Iraq would prove to be a culmination of almost twenty years of training as an infantry 

officer of Marines. 

During our interview with Lt. Col. Olson, he relayed that within the context of 

serving as a military officer leaders have a “direct responsibility for preserving life” 

and even in crises leaders must “ensure people know you value their lives” based on 

the credibility built over time. He stressed the hierarchal structure of the military 

organization as the determiner, which necessitated leaders’ authoritative style.  

Although he said his personal style is most likened to that of a “Socratic 

developmental style - coaching.” 

Another Iraq war veteran, U.S. Marine Colonel Bryan McCoy, was the fourth 

leader interviewed by our crisis leadership team.  Like Olson, McCoy gave a prolific 

recount of his views of crisis leadership in war.  He stated that as a Marine officer he 

must “lead from the front,” and clarifying his personal style as “hands-on.”  McCoy 

was the battalion commander responsible for toppling the large statue of Saddam 

Hussein when his troops took Baghdad.  His style is more clearly authoritarian than 

Olson.  He said, “You cannot operate outside of your natural tendencies.  Leaders 

must learn to operate within these personality traits.”  With over 22 years of 

experience as a Marine officer, his style appears more aggressive, but just as 

influential as his fellow infantry battalion commander.  
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Familiar with crises under a different type of scenario was our fifth influential 

leader, Deputy Fire Chief John R. Hawkins.  Hawkins was the Assistant Chief, East 

Division, Magalia, California  when the tragic Cedar Fire took place, one of the worst 

he had experienced in over 40 years in firefighting.  Chief Hawkins was assigned as 

the California Division of Forestry and Fire Protection Team Incident Commander for 

the Cedar Fire in San Diego during the October 2003 California fire siege.  The Cedar 

Fire was one of the most destructive in terms of property and lives lost.  Like the two 

Marine officers, Hawkins was impacted by the loss of human life involved in having 

endured crises. None of these three leaders take it lightly.  Each care deeply for the 

now deceased, but understood the risks involved in their chosen occupations.  

Leaders understand that risks are often necessary, as did our sixth and final 

influential leader of focus, a former Assistant U.S. Attorney General, William 

Thomas, who had life threatening encounters during involvement with drug cartel 

arrests.  In his current position as a senior executive within the organized crime drug 

enforcement task force his “clientele” are most often hardened criminals. His was 

easily the most direct of the interviews with crisp and concise answers as would be 

expected of someone accustomed to being on the interrogator side of interviews. 

Regardless of leadership styles and where abilities come from, all leadership 

positions are coupled with some form of power.  The power to lead can likewise have 

varied sources of origin. Leadership power can be by position where the title and 

subsequent responsibility to lead are synonymous regardless of the traits of the 

individual holding the position. Leaders can have legitimate power where they have 

both the title and acquired expertise in their field to give credibility for their 
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leadership position. Referent power comes from a leadership title and entitlements 

thereof.  With referent power there is an underlying assumption that the person 

holding the position possesses a certain level of expertise and influence based on 

having attained the title.  Our chosen interviewees all had legitimate power as 

influential leaders (Northouse, 2004, p. 6).  

The term “leader” is further defined within the parameters of the individual 

leader’s realm of influence.  Leaders exist because of followers.  The leaders’ 

following is comprised of individuals, ideas and ideals, which impact their 

organization.  According to Kouzes & Posner (2000), followers prefer leaders who 

are credible, knowledgeable, and honest (p. 23). With these characteristics in place, 

inspiring a vision should soon follow. 

To assess whether or not individuals who bear the title do so deservingly 

requires an evaluation outside of the realm of these interviews. Assessing whether or 

not individuals who are titled as leaders do so deservingly requires a view of their 

impact on both the individuals within their organization and the organization overall.  

While there is no true litmus test for leadership, there are styles and approaches with 

various tools, which help to determine definitive types for individuals who are 

deemed leaders in various fields. 

Our group chose to focus on influential leaders in crises as the framework for 

our leadership interviews. Selection of interviewees was based on the following 

criteria. First, individuals had to hold a leadership position within an organization.  

The leadership position could be based on any of the various forms of power.  All 
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leaders discussed within the context of this paper hold positions power at the very 

least. Each clearly holds referent and legitimate power as well. 

To meet our second criteria, leaders had to have influence over a clearly 

defined group of followers. Individuals had to have followers over whom they clearly 

held some influence. The influence could have fallen anywhere within the range of 

supportive to directive. There were no preset influence exclusivities for selection.  We 

needed assurance that leaders met the basic guidelines for leadership by having 

followers.  Although we were not required to have a tally or roster of followers, 

having knowledge of their existence was necessary for consideration. 

The third and final criterion was crisis experience.  Individuals did not have to 

hold positions within conflict management; however, they needed to have some 

experience leading in a crisis situation to share insight from the experience.  Our 

definition of crisis was denotative. According to the Encarta Dictionary crisis means:  

1) Dangerous or worrying time. A situation or period in which things are very 

uncertain, difficult, or painful, especially at time when action must be taken to 

avoid complete disaster or breakdown.  

2) Critical moment. A time when something very important for the future 

happens or is decided. 

3) Turning point in disease. A point in the course of a disease when the patient 

suddenly begins to get worse or better. 

Our chosen leaders were not only members of an organization during a crisis, 

but played a role in leading members of that organization through to resolution.  The 

role these individuals played varied. Some leaders’ actions were more like 
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orchestrations than directions for crisis leadership plans.  They did not have to be 

responsible for authoring the designated resolution of the situation. Creation and 

subsequent implementation of crisis resolution plans were not necessary. Our chosen 

leaders simply had to be both present and play a role in resolution to fall within our 

guidelines of crisis leaders.  

The most important criteria are not listed as amongst our three.  The 

assignment guidance is of course the driving force behind completion of this 

assignment.  We were instructed to select three to five influential individuals to 

interview and assess certain aspects of their leadership styles based on the 

information given in interviews.  We did a few more interviews than required, but 

ones we felt were necessary in order to complete a broader picture of leadership. 

In order to stay within the spirit of using our newly acquired leadership 

assessment expertise, each of us selected individuals whom we felt met the three 

criteria stated previously. The agreement to pursue interviews was based more on the 

credibility of the cohort member who selected the leadership candidates than 

familiarity with them.  This method allowed for a truly experiential didactic 

exchange.  Leaders gave responses that gave true first impressions to the group 

members unfamiliar with them. Biographies and news articles pertaining to the 

leaders, when available, were reviewed afterwards. This process helped to solidify 

understanding of the magnitude of the influence of our leaders. 

In order to fall within our set parameters, interviewees were required to meet 

all three criteria for a thorough discussion regarding their leadership styles.  To meet 
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our crisis leader criteria each had to have been in a leadership role during a crisis 

situation that impacted their organization.  

As with traits, leadership styles have both positive and negative aspects.  

Positive aspects result when leadership styles are congruent with the situation and the 

individual leading. Likewise, lack of congruence can bring about negative impact.  

The leaders we interviewed each felt there was congruence between their styles and 

situations they faced.  Each acknowledged the need to adjust their styles from time to 

time according to amount of time allotted for decision-making and the impact on 

people.  For example, both of the Marine officers stated that coercive styles were 

often necessary during the war for the safety of their troops. We found that each 

leader was influential in their realm of responsibility.  Upon further assessment of our 

compiled data, we were able to align information with the traits and styles which 

most applicable to each leader. 
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Data Analysis 
 

After all interview data was compiled our group decided that the depth of 

information attained via audio interviews greatly outweighed the written responses.  

Hearing the voices of the influential leaders allowed us to gain a greater depth of 

understanding of their words.  With spoken words came intonation, inflection, pauses 

and emotion, which are absent in words reduced to writing.  A pregnant pause during 

conversation bares less impact than a mere comma typed on a page.  One interviewee 

laughed in response to a question about women in leadership. “Women can do 

anything,” was the retort of the Associated Press editor, Sonya Ross.  To the same 

question Congressman Rohrabacher said, “Women run my life,” then smiled.  How 

can this be written and have the same impact? We simply felt the experiential value 

of spoken voice negated the scripted text of written responses in the didactical 

interviewing experience.   

Participant responses were carefully reviewed and coded.  Common themes 

were recorded.  To enhance the reporting of common themes, excerpts from relevant 

interviews were used.  The results are presented below. 
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Leadership Profiles 

This section outlines the profiles of each of our chosen leaders in more detail 

than was discussed above.   

John R. Hawkins 

John R. Hawkins currently serves as Deputy Chief, Special Operations for 

Riverside County, California Fire Department.  Chief Hawkins is employed by the 

California Division of Forestry and Fire Protection (CDF).  Riverside County Fire 

Department contracts functional administration of the fire department to the CDF.  

Chief Hawkins’ command leadership career began in December 1973 as Fire Marshal 

(Battalion Chief) for the community of Oroville, California.  His professional career 

steadily advanced to his current assignment as Deputy Chief in 2004. 

Responsibilities as Deputy Chief of Special Operations include leading 

training, health and safety, technical rescue group, hazardous materials (Haz-Mat) 

group, emergency medical services (EMS), emergency dispatch, mobile emergency 

operations center group, telecommunications, and information technology groups.  

Total county fire department personnel are 2,200.  Chief Hawkins also commands 

CDF Incident Team 6.  CDF developed Major Incident Command Teams to manage 

large complex incidents.  CDF maintains 10 Major Incident Command Teams, five in 

the Northern Region and five in the Southern Region of California.  Each day of the 

year, two CDF (MICT) s’ are ready for deployment anywhere in the state, or outside 

of California if requested.  An MICT consists of 16 highly trained and certified 

individuals and 10 trainees that, as a team, provide incident management skills for 

any type of disaster, regardless of location.  Each team includes members with the 
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experience and skills to fill responsibilities including incident commander, planning, 

finance, logistics, safety, information, and air operations to name a few. 

As MICT Incident Commander Chief Hawkins led two major crisis incidents. 

The first major crisis incident occurred on July 14, 1991.  A Southern Pacific 

train derailed just north of Dunsmuir, California, carrying approximately 19,000 

gallons of a highly dangerous chemical, typically used as a soil fumigant and 

herbicide, which spilled from the derailed train cars into the Sacramento River.  

When this dangerous chemical is released into the environment, it forms both liquid 

and gas compounds that are highly toxic to people, plants, and animals.  Residents of 

Dunsmuir were evacuated; this hazardous material entered Lake Shasta and affected 

36 miles of the Sacramento River.  

 The second began in the Cleveland National Forrest on October 25, 

2003.  The Cedar Fire burned until November 3, 2003, advancing 25 miles in 16 

hours into the city of San Diego on October 26, 2003. The Cedar Fire consumed 

280,278 thousand acres, destroyed 2,232 residences, 22 commercial properties, 566 

outbuildings, and 148 vehicles.  Tragically, there were 14 civilian deaths – most in 

the early hours October 26th – one firefighter fatality, and 104 firefighter injuries 

(Hawkins, personal communication, March 2006). 
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Colonel Bryan P. McCoy, United States Marine Corps 

Colonel McCoy is currently the Operations Officer at the Marine Corps 

Training and Education Command in Quantico.  As the commanding officer of 3rd 

Battalion, 4th Marines in Iraq, Colonel Bryan P. McCoy led his battalion on a 

headlong charge to Baghdad, where he gave the now famous order to tear down the 

statue of Saddam Hussein in Firdus Square.  He subsequently returned to Iraq for a 

second tour shortly thereafter.  

Colonel McCoy’s stunningly aggressive leadership style motivated his 

Marines in the battalion's two tours in Iraq, resulting in several hundreds of enemy 

soldiers and terrorists killed, while sustaining tellingly light casualties.  Leading from 

the front, he was wounded seconds after throwing a grenade at an enemy position; an 

act caught on film and published in Time magazine. Seconds later, as a ricocheted 

piece of shrapnel struck and wounded his leg, McCoy continued on vigorously 

motivated his Marines to wipe out the enemy engaging his battalion.  Col. McCoy 

received the Legion of Merit Combat Valor award while commanding the 3rd 

Battalion, 4th Marines in Iraq (McCoy, personal communication, March 2006).  

"There are heroes in life, but we are not it. We're just Marines," said First Sgt. Justin 

Lehew (Newman, 2005). 
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Lieutenant Colonel Gregg P. Olson, United States Marine Corps 

Lt. Colonel Olson is a native of Cumberland, Rhode Island.  He was 

commissioned a Second Lieutenant in May 1985, upon graduation from the United 

States Naval Academy.  He is currently a student at the National War College, class 

of 2006. 

During our interview with Lt. Col. Olson, he relayed that within the context of 

serving as a military officer leaders have a “direct responsibility for preserving life” 

and even in crises leaders must “ensure people know you value their lives” based on 

the credibility built over time. He stressed the hierarchal structure of the military 

organization as the determiner, which necessitated leaders’ authoritative style.  

Although he said his personal style is most likened to that of a “Socratic 

developmental style - coaching.” 

His first assignment was with the 1st Marine Division, where he served with 

2d Battalion, 1st Marines as a rifle platoon commander, a battalion landing team 

embarkation officer, a rifle company executive officer and a rifle company 

commander.   While with 2/1, he deployed to the Western Pacific with both 13th 

Marine Amphibious Unit (MAU) and 15th Marine Expeditionary Unit (Special 

Operations capable).  From 1989 to 1992, he was assigned to Marine Barracks, 

Washington, D.C, where he held a variety of rifle company, barracks’ staff, and 

ceremonial billets. 

Upon reporting to the 2d Marine Division in 1993, he was assigned to 3d 

Battalion, 2d Marines.  He commanded Headquarters and Service Company, 

Weapons Company and served as the battalion operations officer.  While with 3/2, he 
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deployed to the Mediterranean and to Guantanamo Bay, Cuba, for migrant relief 

operations with Joint Task Force 160.  From 1996-1999, he was assigned as a faculty 

advisor and instructor, Amphibious Warfare School. 

Lt. Colonel Olson joined the 15th Marine Expeditionary Unit in July 2000 as 

the operations officer.  He deployed twice overseas and served ashore during 

Operation Enduring Freedom in Afghanistan and in combat operations in Iraq during 

Operation Iraqi Freedom. 

He assumed command of the 2d Battalion, 1st Marines in July 2003, and 

commanded the battalion during combat operations in Fallujah, Iraq, during 

Operation Iraqi Freedom-II, from March to October 2004.  He relinquished command 

of “The Professionals” in January 2006, and assumed duties as an Operations Officer, 

1st Marine Division until June 2006. 

He is a graduate of the Infantry Officers’ Course, Team Embarkation Officers 

Course, Amphibious Warfare School, Weapons and Tactics Instructors’ Course and 

the College of Naval Command and Staff.  He holds a secondary military 

occupational specialty as an embarkation officer and a Masters Degree in National 

Security Affairs. 

His personal decorations include the Bronze Star Medal with Valor, 

Meritorious Service Medal with three gold stars, the Navy and Marine Corps 

Commendation Medal and the Combat Action Ribbon (Olson, personal 

communication, March 2006).   
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Dana Rohrabacher 

Currently serving his ninth term in Congress, Dana Rohrabacher represents 

California's scenic 46th District.  Stretching along the Pacific coastline of Orange 

County and Los Angeles from Huntington Beach to the Palos Verdes Peninsula, the 

district includes Huntington Beach, Costa Mesa, Fountain Valley, Seal Beach, Santa 

Catalina Island, Midway City, Sunset Beach, Surfside, Rancho Palos Verdes, Rolling 

Hills, Palos Verdes Estates and Rolling Hills Estates as well as portions of Long 

Beach, Westminster, Santa Ana and San Pedro, and Newport Beach.  

As Chairman of the Oversight and Investigations Subcommittee of the House 

International Relations Committee, Rohrabacher is a most forceful spokesman for 

human rights and democracy around the world.  As new Chairman, one of his first 

priorities is an investigation into the U.N. Oil for Food program.  In addition to Oil 

for Food, Chairman Rohrabacher will look into technology transfer issues, visa 

policies practiced by the State Department, Chinese proliferation of nuclear weapons 

technology as well as other volatile areas of concern such as the massive cultivation 

of opium poppies in Afghanistan.  As a senior member of the International Relations 

Committee, Rohrabacher led the effort to deny Most Favored Nation trading status to 

Communist China, citing the rogue nation's dismal human rights record and 

opposition to democracy.  

Rohrabacher is a strong voice for lower government spending and taxes.  His 

record of fiscal restraint and pro-growth policies has won him acclaim from the 

National Taxpayers Union, Citizens Against Government Waste, the U.S. Chamber of 

Commerce and the National Federation of Independent Business.  
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Rohrabacher served as Chairman of the Subcommittee on Space and 

Aeronautics from 1997 to January 2005, having been given a two-year waiver to 

serve beyond the normal six-year term limit.  His final achievement as chairman was 

to secure the enactment of his Commercial Space Launch Amendments Act, signed 

into law by President Bush on December 23, 2004. The law clears the way for small 

and middle-sized entrepreneurs to build commercial space passenger vehicles and 

bolsters private sector participation in space travel.  

Rohrabacher led efforts in the 104th and 105th Congresses to restore the 

intellectual property rights of American inventors legislated away with the 

implementation of the General Agreement on Tariffs and Trade (GATT), authoring 

the Patent Term Restoration Act.  

The 46th congressional district is the birthplace of California's Proposition 

187, a reform initiative that removes illegal aliens from the state's welfare and 

education rolls.  Rohrabacher inspired the grassroots movement and, as a principal 

congressional spokesman for Prop. 187, framed the debate that led to the passage of 

the popular measure.  

Prior to his first election to Congress in 1988, Rohrabacher served as Special 

Assistant to President Reagan.  For seven years he was one of the President's senior 

speechwriters.  During his tenure at the White House, Rohrabacher played a pivotal 

role in the formulation of the Reagan Doctrine and in championing the cause of a 

strong national defense.  He also helped formulate President Reagan's Economic Bill 

of Rights, a package of economic reforms that the President introduced in a historic 

speech before the Jefferson Memorial (Rohrabacher, 2006). 
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William Thomas 

William “Bill” Thomas is a graduate of Pepperdine University’s Law School.  

He is a member of both the California and Georgia Bar Associations. After practicing 

law in California he was hired by the North Georgia District of the U.S. Attorney 

office. Thomas’ current position is Chief of Narcotics and the Organized Crime Drug 

Enforcement Task Force (OCDETF).  OCDETF works with a variety of federal 

investigative agencies and deputizes state and local officers.  They use the most 

powerful investigative tools, including court-authorized wiretaps, confidential 

sources, and undercover operations, to attack these undercover operations.  

OCDETF is a federal drug enforcement program that focuses attention and 

resources on the disruption and dismantling of major drug trafficking organizations.  

OCDETF provides a framework for federal, state, and local law enforcement agencies 

to work together to target well-established and complex organizations that direct, 

finance, or engage in illegal narcotics trafficking and related crimes.  Related crimes 

include money laundering and tax violations, public corruption, illegal immigration, 

weapons violations, and violent crimes.  The program has been in existence since 

1982 and operates under the guidance and oversight of the Attorney General 

(Thomas, personal communication, March 2006). Utilizing its resources and expertise 

of its 11 member federal agencies, along with support from its state and local law 

enforcement partners, OCDETF has contributed to the successful prosecution and 

conviction of more than 44,000 members of criminal organizations and resulted in the 

seizure of cash and property assets totaling more than $3.0 billion (D.O.J.; Justice, 

2006). 
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James L. Witt 

James L. Witt has over 25 years of disaster management experience 

culminating is his appointment as the Director of the federal emergency management 

Agency (FEMA), where he served from 1993-2001.  In this capacity, he is credited 

with turning FEMA from an unsuccessful bureaucratic agency to an internationally 

lauded all-hazards disaster management agency.  His leadership abilities have been 

praised by nationally recognized organizations, including the Council for Excellence 

in Government, Harvard University’s Kennedy School of Government, and the 

National Associations of broadcasters. 

Mr. Witt was appointed by President Clinton and confirmed by the U. S. 

senate as Director of FEMA in April 1993.  In February 1996, President Clinton 

elevated Mr. Witt to cabinet status – a first for a FEMA Director.  As FEMA 

Director, Mr. Witt coordinated federal relief on behalf of President Clinton, including 

the response and recovery activities of 28 federal agencies and departments, the 

American Red Cross and other voluntary agencies.  He also oversaw the National 

Flood insurance Program, the U.S. Fire administration and other pro-active mitigation 

activities that reduce loss of life and property from all types of hazards.  Mr. Witt 

directed 2,500 employees located in Washington, D.C. and 10 regional offices.  

From 1993 to 200, Mr. Witt oversaw more than 350 disasters.  More 

importantly, he was responsible for disaster response and recovery operations for six 

of the ten most devastating disasters of all time, including the most costly flood 

disaster in the nation’s history, the most costly earthquake, and one dozen damaging 

hurricanes. 
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As Director of FEMA, Mr. Witt was a visionary and architect of national 

government programs related to emergency preparedness and mitigation, response, 

recovery. In addition to his experience in emergency management on the state and 

local level, Mr. Witt has expertise integrating community based disaster management 

with national emergency management strategy.  He initiated Project Impact, the first 

federally funded program dealing with emergency preparedness and mitigation at the 

local level. 

Mr. Witt integrated flood mitigation, control and protection into FEMA’s 

policy.  After the devastating Midwest floods of 1993, Mr. Witt pursued an 

aggressive flood prone property acquisition and relocation program.  By purchasing 

properties that were repeatedly flooded, he saved taxpayers millions of dollars when 

floods again ravaged the same Midwest area again in 1995.    

James L. Witt is currently is currently Chairman and Chief Executive Officer 

(CEO) of James Witt Associates, LLC providing disaster recovery and mitigation 

management services to state and local governments, educational institutions, the 

international community and corporations (Witt, 2006).  
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Literature Review 

Leadership styles associated with crisis management are presented, 

specifically in relation to our theory that leaders who successfully direct their 

organizations during crisis challenges have previous crisis leadership experience, 

either hands on or training for a specific event. 

A crisis is defined as:  

Etymology: Middle English, from Latin, from Greek krisis, literally, decision, 

from krinein to decide.  

3 a: an unstable or crucial time or state of affairs in which a decisive change is 

impending; especially: one with the distinct possibility of a highly undesirable 

outcome <a financial crisis> b: a situation that has reached a critical phase 

<the environmental crisis> (Merriam-Webster Inc., 2006)  
 

Bernard Bass (1990) shares with us these expectations of leadership 

effectiveness in a stress environment:  

Leadership that is effective in coping with stress implies leadership that 

results in rationally defensible, high-quality decisions; the appropriate use of 

available information, skills, and resources; and the enhanced performance of 

followers in reaching their goals despite the threats and obstacles to do so 

(1990, p. 645). 

 

Our research found that contingency leadership principals are present in a 

crisis leader.  A leader should be chosen that suits the situation developed in the 
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business crisis plan.  Fred Fiedler’s (1976) research and theory tended to emphasize 

the need to place the person in the situation for which he or she is best suited.  Task-

oriented people should be selected to lead very favorable of unfavorable situations” 

(Bass, Stogdill, & Stogdill, 1990).  Northouse (2004) describes contingency theory: 

“Contingency theory is concerned with styles and situations.  It provides the 

framework for effectively matching the leader and the situation” (2004, p. 109).  

Many crises arise from lack of management action, and that most crises build 

up over time rather than any one single triggering event.  Tragic events resulting form 

the September 11, 2001 terrorist activities established the need for organizations to 

develop a crisis plan with an appropriate management structure.  Caroline Sapriel 

(2003) proposes the following: “Crisis management is about being prepared to handle 

adversity and minimize impact most effectively and facilitating the management 

process during chaos” (2003, p. 350).   

In a business crisis situation Useem (2001) emphasizes, “Leaders serve as a 

repository for people’s fears.  Leaders can act as a mirror reflecting a group’s anger, 

grief, resolve or joy on a much larger scale than is available to most.  Leaders can say 

I can hear you” (Useem, 2001, p. 89). 

Our research found situational leadership principals present in a crisis leader.  

As a long-term threat crisis unfolds the crisis leader must utilize all four of the 

leadership styles: a) directing, b) coaching, c) supporting, and d) delegating 

(Northouse, 2004, p. 88). Overall effectiveness of a crisis leader is contingent upon 

the leader adapting his or her style to the demands of the situation at hand, 
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understanding that a crisis is a living entity that is in a constant state of flux.  

Northouse (2004) states:  

Leaders cannot lead using a single style; they must be wiling to change their 

style to meet the requirements of the same task.  Situational leaders recognize 

that employees act differently when doing different tasks and that they may 

act differently when doing the same task (2004, p. 93). 
 

Weiss (2002) proposes that crisis leadership is guided by eight universal laws 

of leadership: 1) maintain absolute integrity, 2) know your stuff, 3) declare your 

expectations, 4) show uncommon commitment, 5) expect positive results, 6) take care 

of your people, 7) put duty before self, and 8) get out in front (2002, p. 30).  Crisis 

leaders must possess excellent communication skills.  During the crises that 

developed following the September 11, 2001, series of terrorist attacks, businesses 

suspended their focus on day-to-day operations to address the grief and shock 

afflicting their employees and families.  Insightfully Weiss relates, “When people are 

under long-term threat, reactions often take on a life of their own and pull people 

away from their primary mission” (p. 32).  Weiss also relates, “The first task of a 

leader during a sustained crisis is to recognize the crisis, articulate it to the group, and 

develop a plan for dealing with it” (p. 32). 

Path-goal theory is demonstrated in crisis leaders.  Authors identify unique 

situations where trauma has affected members of a workforce and external locus of 

control is dominating emotional reaction.  Circumstances directly associated to 

trauma create an environment where the crisis leader provides support to help 
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subordinates remove obstacles.  In this supportive role, the crisis leader attends to the 

employee’s well-being and human needs.   Bass (1990) clarifies the leader’s role in 

this situation:  

If what is missing can be supplied in other ways by the organization, such as 

through policies, regulations, improved communications, channels of 

information, contingent reward schemes, counseling services, and so on, 

substitutes for the leadership may result in the same outcomes that would have 

been expected from the appropriate leadership (1990, p. 627).  
 
When a traumatic event overcomes an organization, people must address the powerful 

emotions associated with the event, including public display of grief.  Authors reflect 

on the actions of Mayor Giuliani following the 9/11/2001 terrorist attack: 

Openly expressing these feelings can be very powerful for those who witness 

it, epically during times of extreme pain. Mayor Rudolph Giuliani’s public 

display of grief in the wake of New York terrorists’ attacks set the stage for 

honest expression of anguish throughout the city and, at the same time, 

strengthen people’s resolve to rebuild and restore confidence in the city 

(Dutton, 2002). 
 

A leader’s cognitive ability to analyze and address a crisis is the first critical 

step to organizational recovery. 

Former New York Mayor, Rudolph Giuliani, demonstrated both 

transformational and situational leadership traits epically during his charismatic 
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leadership actions following the September 11, 2001 terrorist attacks.  Northouse 

(2004) identified four factors of transformational leadership, the four I’s:  

a) Factor one is called charisma or idealized influence.  It describes leaders 

who act as strong role models for followers.  b) Factor two is labeled 

inspiration or inspirational motivation.  This factor is descriptive of 

leaders who, …inspiring them through motivation to become committed to 

and a part of the shared vision in the organization.  c) Factor three refers to 

intellectual stimulation.  It includes leadership that stimulates followers to 

be creative and innovative, and to challenge their own beliefs and 

values… d) Factor four …is called individualized consideration.  This 

factor is representative of leaders who provide a supportive climate in 

which they listen carefully to the individual needs of followers (2004, p. 

174). 
 

In his article, “Advice from Rudy,” Giuliani outlines additional leadership 

steps: 

Start small with success.  When taking a leadership role, try to achieve a clear, 

decisive victory as early as possible.  Aim to solve a problem small enough 

that it's easily understood and yields an unambiguous solution.  Develop and 

communicate strong beliefs.  Great leaders lead by ideas.  Prepare relentlessly.  

My first boss was a federal judge named Lloyd MacMahon.  He would 

frequently repeat a phrase that his first boss had drilled into him: don't assume 

a damn thing.  One of the most important aspects of preparation for any mayor 
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concerns disaster readiness.  When I was mayor of New York City, my team 

would rehearse our response to every conceivable disaster, from a plane crash 

to a biological attack.  And we didn't simply plan our response on paper; we 

performed trial runs in the streets to test how long the plans took in practice 

(2003, p. E12). 
 

Leaders can be trained to respond to crisis with preparation and practice.  

Executing your plan in a training environment is the optimum time to stop, review, 

and repeat when output does not meet expectations. 
 
 

Leader Response Examples 

During the interview process, each crisis leader was asked the same six 

questions as outlined in the Institutional Review Board application.  Several examples 

are discussed in the following paragraphs, along with key responses that were either 

relevant to the material pertaining to class discussions and presentations or responses 

that group members deemed significant to crisis leadership issues.  No implication of 

importance is intended in the following paragraphs; individuals and their ideas are 

discussed in a random order. 

Leader’s Perceived Leadership Styles 

The first question all interviewees were asked was, “How would you describe 

your leadership style?”  Although the leaders did not specifically use the terminology 

of Northouse’s text, most responses are readily identifiable. 

Congressman Rohrabacher described himself as having a leadership style.  He 

believes that by leading through example, his staff can readily predict his desired 
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response on most situations without his interaction.  He also believes that one of the 

most important leader traits is to be honest with yourself and those you come in 

contact with.  He stated, “You cannot be afraid of making people mad.”  Similar to 

Rohrabacher, Witt referred to having a style of leadership that involves his people in 

the decision making process.  Although both leaders have the final say regarding 

decisions, all members of the staff are encouraged to provide input into the process.  

Witt feels it is important to draw members into the discussion by asking them what 

their thoughts are and what they believe.   

Three leaders that were interviewed: Cols. Olson and McCoy, and one 

individual who wishes to remain anonymous, were identified as having a situational 

leadership style.  Most military personnel interviewed, including Olson and McCoy, 

discussed the need to quickly assess threats to the mission and the people involved.  

This determines if the leadership style of the moment needs to be very authoritarian 

or allow the individuals to remain empowered to make decisions for themselves.  

According to three interviewees, this style in particular requires the leader to be 

credible and the organization to be trust-based.  Members must know when their 

opinion is needed and when they must only respond to commands. 

Comparable to the other leaders, Hawkins sees himself as a highly 

participative leader and believes he is a transformational leader.  He believes in 

leading by example and others will follow because they have trust and respect in him.  

He does not believe in leading by trading favors. 
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Natural or Trained Leadership Characteristics 

The second question all interviewees were asked was, “Do you think leaders 

are born with leadership characteristics, or can people be trained to be leaders?”  One 

response was a simple, “I don’t know.”  This individual believes that people need to 

be inspired and that everyone fulfills a particular role in an organization, but he was 

not certain if these roles are due to training a natural ability.  One other respondent 

also believes that people are natural born leaders.  He believes that life’s personal 

experiences serve as a foundation for leadership, but not all people are destined to be 

leaders. 

All other leaders recognized both natural born abilities and trained or learned 

characteristics in leadership.  They believe that there has to be an interest and desire 

for leadership and that proper training can prepare people for the challenges of the 

position.  Leadership capacities that are within one’s personality and intellect must be 

recognized and then capitalized on by the leader.  The leader’s organization also has a 

responsibility in the leaders’ training and development. 

Valued Employee Leadership Characteristics 

“What leadership characteristics do you value in your employees?” was the 

third question asked of all interviewees.  Although numerous adjectives were used, 

almost all recognized that trust, respect, motivation, and purpose are characteristics 

that interviewees look for in their leaders.  Without the trust and respect of all 

individuals in the group, the group cannot have a unified vision and purpose.  Without 

the purpose, employees cannot be properly motivated. 
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One leader also requested the employee have a “force of personality.”  He 

expounded that this is the ability to impose will on a situation, the organization, and 

individuals.  This was determined to be necessary to work as a friction buster, giving 

the individual personal competence and confidence to take action as necessary. 

Another response is the desire to have an employee that has coaching and 

mentoring skills.  Not only is it necessary to nurture and develop all employees by 

providing feedback of strengths and weaknesses, but also is a valuable way for 

organizations to retain historical knowledge.  Coaching and mentoring also can help 

employees have a more human contact.  This contact can help develop a bond that 

will get them through difficult times of crisis. 

Challenges Dealing With Employees 

The fourth question was, “What challenges do you face in your day-to-day 

dealings with your employees?”  All subjects described the need for good and open 

communication to address the following issues: 

• Speak to your own problems 

• Provide clear guidance 

• Sift through facts vs. hype 

• Get the “real” version 

• Get everyone’s input (when practical) 

Several responses to this question also discussed the need to be able to 

discipline and even terminate the employment of likeable employees.  Especially in 

the crisis arena, the feelings of one person may need to be put aside for the better of 

the entire organization.  The leader is challenged to make all employees use systems 
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thinking to understand that each organization is only one piece of the puzzle and 

without even that one perfect piece, the puzzle cannot be complete. 

 
Leader’s Decision Making Process 

All leaders were asked to describe their decision making process.  All 

interviewees discussed the need to listen first to ensure that the problem is truly 

understood.  The leader must determine that the problem is truly an organizational 

issue and not simply a personnel issue of some type.  Next, the leader must listen 

again to all parties involved to ascertain that all opinions are heard.  Someone not 

providing input may result in the truth not being heard.  After listening to all 

opinions, the best options must be examined and a recommendation must be made 

based on the best option. 

A few of the interviewees also recognize the need to examine if there is a time 

luxury in the decision-making process.  A more thorough and thought out process can 

be used for a regular issue, but in times of crisis, a tempo shift needs to occur.  

Quoting one interviewee, a decision may need to “suffice vs. optimize.”  One of our 

military subjects described that training and planning is extremely important and 

required during times of crises.  A leader will need to plan for the best, the worst, and 

the most likely situation.  

Women in Leadership 

The final question all leaders were asked was, “What role do you see women 

playing in leadership and what advantage or disadvantage do women face in 

leadership position?”  A brief synopsis of woman in leadership is as follows: 
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• No difference in men and woman in leadership 

• She is a person 

• Woman play a role that is interchangeable 

• Woman also must have the necessary traits and principles of leadership 

• Woman are as capable of men as leaders 

All interviewees see women just as capable as men in leading an organization.  

Like men, women too must prove their needed skills and capabilities the position 

requires.  Also like men, women must lead by example to gain the respect and 

recognition of their employees.  One subject said he believes not as many women 

existed in leadership roles due to their not taking risks in obtaining these roles. 

When Col. Olson was asked this question, he explained that due to the statute 

of no women in battle, he is met with a difficult task of teaching his “men only” 

infantry battalion respect for women.  He must remind his men that they are built of 

families, which include women, and that women are not just one of the guys.   

Interviewees believe that women have several advantages in leadership roles.  

In general, subjects see women fulfilling many roles due to their versatility.  They 

also have an inherent advantage due to their ability to multitask.  Women also 

examine situations in human terms, meaning they can personalize a situation and put 

a softer edge to it. Women are creatures of thought, whereas men are creatures of 

action. 

In addition, the interviewees identified several disadvantages of woman in 

leadership.  Although they did not elaborate on all aspects of their comments, some 

items are as follows: 
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• Women become coarsened by society 

• Biases 

• Can be caught up in emotion 

• Few women are put to use in leadership 

• Still trying to prove their worth 

Some of the subjects recognize that their challenge in identifying women in 

leadership is to not loose site of the gender differences.  These differences must be 

recognized and capitalized on – taking full advantage of the strengths of each gender.  

The challenge for women is to become part of the team without becoming on of the 

guys in the process. 
Significant Quotes and Ideas 

The interview process was very valuable to the team in not only fulfilling the 

class requirement, but it also required meeting many magnificent people.  Although 

all comments were taken seriously and with the utmost respect, a few comments 

made by the individuals were very significant as the leadership theory learning 

experience continues.  Former FEMA Director Witt said, “If you make nine good 

decisions and one bad one, no biggie; we’ll manage through the bad one.”  He 

elaborated that a leader must be prepared for crisis at all times and that if the leader 

truly is prepared, the one mistake will seem like nothing to handle given that the other 

nine decisions were managed properly. 

Lt. Col. Olson also had a memorable quote, “You must question what you’re 

doing when the value of life is greater than the object you’re trying to obtain.”  
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Although he was referring to his battle situations, he believes all leaders in the 

business arena should implement this application. 

Lessons Learned 

In conducting research for the literature review of leadership, it was very 

evident that all authors of the journals categorized their subjects by some common 

trait or type of leader.  In order to categorize all leaders interviewed, the following 

paragraphs will summarize the commonalities as well as examine the differences 

among the interviewees. 

Interviewee Response Commonalities 

Most of the interviewees believe that leadership characteristics are both 

natural and trained.  They believe that although an initial desire to lead is required, 

leaders can be trained in certain aspects of technical and interpersonal situations.  The 

two interviewees who originally said they do not believe these traits are both natural 

and trainable also identified that leaders have to have purpose or desire to fulfill a 

lead role in their organizations. 

All interviewees have large overlaps in desired employee leadership 

characteristics and their particular leadership challenges.  The most preferred 

employee leadership characteristics (trust, respect, motivation, and purpose) help the 

leaders fulfill their vision with responsible employees.  However, no matter how 

trusting and respectful the employees, all discussed the usual office semantics 

involved in dealing with employees.   All leaders interviewed spend much time 

settling the challenges of office disagreements. 
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The decision making process was largely the same for all subjects as well.  

Other than the issue of required time until the needed response, all issues – office and 

military – were outlined as: 
 

• Listen 

• Opinions 

• Recommendations 

• Final decision 

After making the final decision, all are in agreement that as the leader, their 

decision is final and that they will stand behind the final declaration. 

The final commonality was the opinions of the subjects and women in 

leadership.  All basically believe that men and women are interchangeable in 

leadership roles.  They also believe that as leaders, the gender differences must be 

recognized. 
Interviewee Response Differences 

Although no responses were exactly alike, most responses could be 

categorized in common issues for all leaders.  However, the one question where the 

responses were most varied was the question pertaining to the defining of their 

leadership styles.  Although three interviewees were identified in an earlier paragraph 

as situational, all leaders described aspects of at least two or more leadership styles as 

described by Northouse (2004).  After examining the notes from the interviewee 

responses, all styles mentioned in the Northouse text are mentioned at one time or 

another by the interviewees. 
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Summary 

Throughout this paper, we have attempted to portray the view of leadership 

from those individuals who have first-hand experience in managing crisis situations.  

It was fascinating to listen to their responses to the questions and to try to imagine 

what it must have been like as crises unfolded and their individual leadership abilities 

took control of the situations.  This process has helped us become more appreciative 

of the significance of the experiences these leaders have managed, and has made us 

more aware of the importance of leadership in crisis scenarios. 

Although each leader interviewed for this project has their own personal 

leadership style and beliefs, and each has experienced crises under differing 

circumstances, all of them articulated the importance of being prepared to lead, and 

that nothing can take the place of proper training and experience when faced with 

dilemmas in which human life may be at stake.  The more training and experience a 

leader has, the more natural the behavior becomes when facing difficult situations.  

The leader who is properly trained and has an extensive background of experience, is 

more apt to rely on natural instincts and is able to base decisions on limited 

information, with a higher probability that the outcome will be met with success.    

As the world continues to become less stable due to shifting views of politics, 

economics, and religion, and as cultures continue to clash based on these differing 

perspectives, it will be necessary for all leaders to hone their crisis management skills 

in order to effectively negotiate the turbulence of an ever-changing global 

environment.  There is little doubt that crises – of all magnitudes – will continue to 

plague our world.  The success of dealing with these situations falls upon the leaders 
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who take their responsibilities seriously and have taken every opportunity possible to 

train for and gain experience in effective crisis leadership.     
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This paper presents a Canadian study conducted to investigate clarity of terminology used 
to describe the special education model and to describe the inclusive education model for 
learners with disabilities. The recent National Consultation into Canadian Interest in 
Strengthening Canadian Research into Inclusive Education listed clarification of crucial terms 
such as inclusion, full inclusion, special education, and integration as the first priority in 
Canadian research. Confusing use of terms used to describe services under the special education 
model and under the newer inclusive model of education has contributed to what the National 
Consultation referred to as “a deep rift between parts of the educational community with regard 
to how best to serve the educational interests of Canadians with disabilities”. 

This 18 month study’s central strategies are use of a scan of the Canadian literature on 
education of learners with disabilities, a questionnaire to obtain views on appropriate Definitions 
and resulting implications for the form of education from relevant groups across Canada (Crucial 
Terms Questionnaire or CTQ), and a national focus group process bringing together Canadians 
concerned with education and disability in a series of regional meetings to discuss Definitions 
and implications. The literature scan and analysis of responses to the CTQ provided background 
information for the focus group participants. A lexicon of crucial terms used in Canada along 
with a discussion of implications arising from the terms will be published and distributed to 
interested groups across the nation on study completion. At the time of writing this paper the 
project is at the end of the regional meetings stage. 

Gary Bunch of the Marsha Forest Centre, in partnership with York University, The 
Canadian Abilities Foundation, the Universite du Quebec a Montreal, and People First Ontario 
participated in the study.  
 
THE GENERAL PICTURE IN CANADA 
 

The overall education system developed in Canada for learners with disabilities is 
referred to as special education. In 1995 British Columbia defined this group as “Students with 
special needs have disabilities of an intellectual, physical, sensory, emotional or behavioural 
nature or have a learning disability or have exceptional gifts and talents” (BC Special Education 
Branch cited by Friend, Bursuck, & Hutchinson, 1998, p. 5). Education of Canadians with 
disabilities, since Confederation in 1867, has been the responsibility of each provincial or 
territorial government. There has been no direct federal presence at the elementary and 
secondary levels, though there is joint presence at other levels of education. Beyond varying 
responsibility for the development of education across Canada, the federal government does have 
other responsibilities. Through the Canadian Charter of Rights and Freedoms embedded in the 
Constitution Act of 1982, the federal government assumed a greater role than previously. 
Equality rights applying to education may be found in section 15(1) of the Charter. 

 
Every individual is equal before and under the law and has a right to the equal protection 
and benefit of the law without discrimination and, in particular, without discrimination 
based on race, national or ethnic origin, colour, sex, age, or mental or physical 
disability. 
 
By and large, equality rights for Canadians with disabilities have translated into a right to 

education in each provincial/territorial jurisdiction. The structure under which this right is 
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guaranteed is that of special education. However, the structure of special education is somewhat 
more complex than realized by most. All Canadian provinces and territories, in the past, created 
dedicated education systems (special schools, special classes, full-time or part-time integration) 
in parallel to the regular education system for typical students. Most Canadians refer to this 
alternate system as special education.  

Complexity enters into the situation due to change in the system. Initially, there were 
special schools. Then change came and special classes were developed. Change continued and 
integration became part of the special education system. The common element of this 
developmental pattern was reliance on segregated environments when considered appropriate by 
educators. The most recent change has been the advent of the concept, philosophy, and practice 
of inclusive education. Inclusive education was conceived of as a break with the common 
reliance on the alternate placements of special education. Advocates of inclusion look to the 
regular education system, regular education teachers, and the education curriculum for 
appropriate education for Canadians with disabilities. Under inclusive philosophy and practice, 
no student should be placed in any of the alternate settings of the special education model. The 
regular classroom, except under the most necessary instances, is the educational home of all 
learners “regardless of race, national or ethnic origin, colour, religion, sex, age, or mental or 
physical disability”.  

Naturally, this change, this new way of looking at education for learners with disabilities 
occasioned controversy and confusion for many educational decision-makers, teachers, parents, 
and others. As time has passed since the introduction of the term “inclusive education” in 1988, 
it has become apparent that, in Canada, part of the confusion results from the manner in which 
terminology describing special and inclusive education is being used. Even the fact that both 
approaches to education are referred to generically as “special education” adds to the confusion. 
The recent report Not Enough: Canadian Research into Inclusive Education (Bunch & Persaud, 
2003), outlining the findings of a national consultation into strengthening research into inclusive 
education indicated wide-spread support for regular class placement of students with disabilities 
in community schools with age-appropriate peers. Of the 165 Canadian organizations 
contributing to the consultation only one dissented from the view that persons with disabilities 
should be educated in regular classrooms in the company of typical peers. There was greater 
difference in whether these organizations believed that all students could or could not be 
educated together in the regular classrooms of community schools.  

Groups favouring inclusion tended to use terms such as  “include; inclusion; all students; 
every student; children’s rights”, etc. Those favouring placement of some learners with 
disabilities in more specialized settings tended to use terms such as “alternative setting; in 
keeping with the philosophy of inclusive education; to the greatest possible extent; the needs of 
some children can be better met in centralized education programs; degree of integration should 
change as the children’s needs change; inclusion as a goal” and “continuum of services”. 

Bunch and Persaud, and representatives of various of the organizations participating in 
the national consultation, are not the only ones aware of a Definitional problem existing around 
education of Canadians with disabilities. Winzer (1999) notes, that even among those favouring 
the inclusive approach, confusion exists. “Proponents of the various kinds of inclusion do not 
agree on Definitions .... Inclusion means different things to different people who want different 
things from it” (p. 39). More recently Bunch and Valeo ( 2000, p. 179) stated: 
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Problematics abound when one attempts to examine inclusion of students with 
disabilities. For instance, the very terms we use to refer to placement of these students 
within education are confusing. Three terms in particular are key to the present 
discussion. These are: a) inclusive or inclusion, b) integration, and c) mainstream. 
Though these terms have different meanings, they often are used interchangeably in the 
literature, by educators, and by others. 
 
That similar concern is felt in French Canada, as well as in English Canada, may be 

found in a recent chapter by Dore, Wagner, Dore, and Brunet. Dore et al. find that “the concept 
of mainstreaming seems too vague” (p. 187) and note that “ A new perspective accompanied by 
a different terminology has thus appeared. The term inclusion ... dramatically challenges not only 
the policies and organization of special education, but also the concept of mainstreaming” (p. 
187). A separate report in French describes the situation in French Canada.

It was recognition of such differences in use of crucial terms which signalled Definitional 
confusion among decision-makers and resultant  need for clarity which led to this study of 
crucial terms employed in description of the special education and inclusive education models. 

This project focuses on clarification of terminology associated with special education and 
terminology associated with inclusive education. Clarity of “crucial terms” will contribute to 
lessening of confusion. In an effort to seek clarity a range of terms associated with the Special 
Education Model, with the Inclusive Education Model, or with both was submitted to 
examination under the microscopes of the literature scan and of the CTAQ. Findings for the 
terms Special Education, Inclusive Education, Cascade or Continuum Model, terms now 
commonly used for Deno’s original model, Integration, and Segregation are presented in this 
paper.  
 
SPECIAL EDUCATION 
The Scan 

Winzer (1997) defines special education as “The process of designing, programming, and 
instruction for an individual who is exceptional (p. 24). In Winzer’s view, special education has 
moved beyond its close identification “with the school system and with school-aged children and 
their teachers.... It now includes infants and preschoolers, as well as adolescents and young 
adults” (p. 24). 

Special education in Canada can be traced to the mid-1800s when special schools were 
established for groups such as those who were blind or deaf. By the beginning of the twentieth 
century, segregated classes were established for students with a range of disabling conditions. 
After the Second World War special education services (special schools, special classes) 
increased dramatically and remained the core of the special education model to the 1960s. 
Beginning at that time, integration became a component of the model. Over the past 40 years the 
number of special schools in Canada has decreased. Special classes and full-time or part-time 
integration have increased and now form the core of the special education system.  

In 1999 Weber and Bennett described various settings through which special education 
services were delivered in Ontario. Though they did not discuss special schools, a number of 
these remain as alternate settings under the special education model for various groups of 
learners. Weber and Bennett did note the following alternate placements. 
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 Regular class with direct service to students or teachers 
 Regular class with indirect service to students or teachers 
 Regular class with withdrawal assistance 
 Part-time Regular and Self-Contained class 
 Full-time Self-Contained Class 

 
Andrews and Lupart (2000) noted that school systems typically followed a five-step process 

for placement of students with disabilities in a special education setting. They describe a process  
beginning with identification of students with special needs, and ending with placement in 
special classes, or with part-time placement in or outside of the regular class system. Their five-
step process looked like this. 
 

Referral →Testing →Labelling → Placement → Programming 
 

Weber and Bennett (1999) provide a schematic of what they term the Range of Settings 
Model, which is, in fact, simply another name for the Cascade/Continuum Model. 

 
Range of Settings Model 

___________________________________________________ 
Regular Classroom 

____________________________________________ 
Regular Class with 

Direct/Indirect Support 
____________________________________ 

Part Time Regular Class & 
Self Contained (Special) Class 

_____________________________ 
Full Time Self 

Contained Class 
___________________ 

Special School 
___________ 

 
Figure 1: The Cascade/Continuum Model of Possible Placements for Students with Disabilities 
from Weber and Bennett (1999) 
 
 Weber and Bennett do not use the term “inclusion”, preferring to remain with the 
traditional “integration” which was first associated with the special education model. Previous 
discussion makes the point that Weber and Bennett, however, treat integration as a synonym for 
inclusion. Their model, itself, is based on the premise that students with disabilities will be 
placed in a variety of settings in keeping with academic needs/abilities. The Cascade is a fluid 
system. Students may be placed in one setting or another, with settings proceeding toward the 
regular classroom or away from it, depending on whether progress, needs, or abilities change. 

Winzer (1999), too, offers a cascade model of services, one which is more 
complete than that of Weber and Bennett. It is interesting to note that Winzer’s model 
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equates integration and inclusion, thereby suggesting that inclusion is simply a part of the 
special education model. This is a contentious suggestion for many advocates of 
inclusion who would argue that the term “inclusion” is being misused. 

 
_________________________________________________ 

           Regular Classroom      Integration 
Inclusion 

____________________________________________ 
Regular Class & Support Personnel     Integration 

Inclusion 
_______________________________________ 

Regular Class & Resource Room 
__________________________________ 

Part Time Special Class 
____________________________ 

Full Time Special Class 
______________________ 

Special Day School 
_________________ 

Residential Day School 
          _____________ 

            Homebound/Hospital 
         __________ 

   
Figure 2: The cascade or continuum model of possible placements for Students with Disabilities:  

    Adapted from Winzer, 1999 
 
The special education model remains the dominant model in Canada. Most provincial 

ministries of education continue to hold to it, though recent emphasis on integration options has 
characterized practice. A number of provinces have described their position as embracing a 
philosophy of inclusion while continuing to place some students with disabilities in the full range 
of placements of the special education model. A variety of Definitions for special education are 
available, in addition to those noted in the above discussion. A web resource defines the full 
system of special education as “A mandated program organized through [provincial] and local 
educational agencies that ensures and provides appropriate educational opportunities for 
students qualifying under categories of disabilities” (Master Teacher, 2004). Though Master 
Teacher is a U. S. resource, the Definition fits the Canadian scene. 

A second web site defines special education as: 
 
Direct instructional activities or special learning experiences designed primarily for 
students identified as having exceptionalities in one or more aspects of the cognitive 
process or as being underachievers in relation to general level or model of their overall 
abilities. Such services usually are directed at students with the following conditions: 
physically handicapped; emotionally handicapped; culturally different, including 
compensatory education; mentally retarded; and students with learning disabilities. 
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Programs for the mentally gifted and talented are also included in some special 
education programs.  
 
The same site offers a much simpler Definition: 

  
Instruction specifically designed to meet the unique needs of a student with a disability, 

 including classroom instruction, instruction in physical education, home instruction, and 
 instruction in hospitals and institutions. 
  

It is apparent in this discussion that confusion of terms does exist in Canada, at least in 
terms of the literature. In addition, it is evident that at least some authorities view inclusion 
simply as a renaming of parts of the special education model. Thus, inclusion is equated with 
integration. 
 Is this same confusion evident when we hold inclusive education under the microscope of 
the CTQ? 
 
The CTQ  
 The Crucial Terms Questionnaire was designed to ask four questions for each term, in 
this instance, the term is Special Education: 

• What is your Definition of Special education? 
• What is the meaning of your Definition? 
• Is the term associated more with the Special Education Model of the Inclusive Model? 
• Why is it more associated with your choice? 
This design permits investigation of concepts underlying surface Definitions and 

associations. It also results in a questionnaire which demands time and concentration from 
persons who are familiar with both the special education and inclusive approaches. 
 Now, on to responses to the term Special Education. These individual CTQ discussions 
focus on the four questions asked in the order association, Definition, Definition meaning, basis 
of association. Each discussion records the varying responses from groups of CTQ participants. 
 
SPECIAL EDUCATION 
SPECIAL EDUCATION OR INCLUSIVE EDUCATION MODEL 

Interestingly, not all respondents connected the term Special Education primarily to the 
special education model. Whereas some 68 % did so, 20 % connected it to the inclusive 
education model and 12 % to both models. 
 
Definition:  

As might be anticipated from the range of connections made, there was variety in the 
Definitions of Special Education put forward. 

A significant number of respondents simply pointed out that a natural relationship existed 
between Special Education and the special education model. Points made included that the 
special education model is a direct response to the needs of students with disabilities and that a 
range of services/supports were involved. 

 
 Old Definition for special students with significant needs 
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 Education for students who are not regular students, but are special in some way 
 A continuum of services for students with identified learning needs 
 Programs and resources provided for students with special needs 

 
A second set of Definitions referred to the fact that Special Education differed from regular 

education. A number of these pointed to ways in which the two differed. 
 
 Having children outside regular settings 
 Learning programs that differ from the regular curriculum 
 A parallel and unnecessary system of education that labels and limits students with 

disabilities 
 Education of those who not do fit an artificial norm 

 
A third, and more general, type of Definition appeared to attempt to defend or explain 

Special Education. 
 
 Programs and services that are provided in a safe environment that cherishes and 

celebrates the uniqueness of each individual 
 Changes required to help children with special needs to be successful 
 Individualized programming to meet individual needs 

 
Meaning of Definition 

Responses extending to underlying meaning of Special Education brought out two concepts. 
The first was that one underlying meaning was that the differences perceived by educators and 
other decision-makers required a special service staffed by specialist teachers. 

 
 Trained educators who work with students identified in various Ministry categories 
 Educators have resources and vocabulary to understand differences amongst learners 
 Modified or accommodated curriculum individually designed to meet needs of students 

with exceptionalities 
 
The second group of responses to underlying meaning of Special Education focused on effect 

of Special Education on learners categorized as disabled. 
 
 Learning programs that differ from the regular curriculum 
 Learn different things. Not the same as everyone else 
 Means that most fundamental learning among all students – the ability to be creative, 

adaptable, and open – is lost 
 Educating students in a different way because they are different 
 A system parallel to the regular education system based on the belief that students with 

disabilities are often so different from others that they cannot be educated together 
 
Why Term is Associated More with Special Education Model 

Efforts to indicate why the term Special Education connected to either or both of the general 
approaches to education of students with disabilities brought out three discussions from 
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groupings of varying size. The first oriented on the idea that Special Education meant separating 
typical students and students with disabilities. 

 
 The implication is that a different program development and delivery system is required 
 Special education does not start with the premise that these students are the same  
 Identifies a different approach to teaching and learning than that in regular education 
 A parallel system with the belief that students with disabilities need and benefit from 

separation in terms of location, curriculum, and resources 
 
The second discussion related to how Special Education can be related to the inclusive 

education model or to both models. 
 
 All children can benefit from a continuum of services. Inclusion should not simply imply 

location 
 Can be delivered successfully in either inclusive or alternate model 
 Really both approaches, but more special education related as inclusion grows 

 
A final discussion offered by a few respondents adopted the strategy of defining the term 

Special Education by what it was not seen to be, that is, to compare it with inclusive education. 
 
 It is not inclusive by design 
 Non-inclusive 

 
A number of interesting points come from CTQ responses. The first, and perhaps most 

interesting, is that some 32 % of respondents identified Special Education as associated with the 
Inclusive Education Model. One would be hard put not to see this as a sign of confusion among 
respondents. Second is that a division of views of the effect of the Special Education Model was 
evident. One group focused on explanation and defence of the model, such as need for specialist 
educators and value of focusing on categories of exceptionality. The other pointed to 
shortcomings of the model, such as limiting learners with disabilities and deviating from the 
regular curriculum  
 
INCLUSIVE EDUCATION 
The Scan 

Bunch and Persaud (2003) state “Inclusive education is generally taken to refer to 
placement of persons with disabilities in regular educational environments to best meet their 
academic and social needs” (p. 4). They tie this Definition to the philosophy of inclusion for all 
Canadians articulated by the Government of Canada in publication such as Equal Citizenship for 
Canadians: The Will to Act (Federal Task Force on Disability Issues, 1996). 

Bunch and Persaud believe that the principle of inclusiveness implied in Canadian 
citizenship gives the Government of Canada a base for its approach to today’s requirements [for 
persons with disabilities]. The federal government can - and should - promote the equality 
commitments contained in the national instruments that underpin full citizenship. It also supports 
programs and policies that help all Canadians participate effectively in the economic and social 
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mainstream. Canadians have a right to expect inclusiveness, equality and the opportunity to 
achieve equal outcomes, no matter where they live. 

However, the above is a general statement of how an inclusive education might be seen to 
flow from the present position of the Canadian government on disability and equality rights in 
general. Other Canadian writers have attempted to elaborate and make clear what inclusive 
education for Canadians with disabilities means and what they see as its promise. The discussion 
is rife with challenge to educators as they attempt to understand the implications of inclusive 
education, and as they attempt to be as inclusive as possible without moving too far from the 
security of the familiar special education cascade of services.

Winzer (1997) offers a Definition of inclusion citing Bratlinger, and also, citing various 
authorities, notes that the advent of inclusion as an alternative approach for education of persons 
with disabilities has been met with the resistance commonly accompanying change. 

 
In the broadest sense, inclusion applies to cultural, social, linguistic, racial, gender, and 
physical and mental differences. Within special education, inclusion is today’s hot issue.’ 
The inclusion of students classified as disabled in mainstream schools and classrooms 
has been the dominant discourse among special educators during this decade. 
(Brantlinger). 
 
Obiakor, Algozzine, & Ford (1993) note that inclusion is associated with a growing 

concern about the quality and delivery of special education in contemporary schools. The effects 
of the excellence in education movement stimulated professionals to question seriously the 
appropriateness of classifying and placing some students in special education classrooms for the 
majority of their educational experiences  

 
Inclusion defies easy interpretation. At an essential level, it describes a merger between 
general education and special education. On another level, it is concerned where 
children sit - where they are placed. On a more philosophical level, the issue is how 
children can be treated equitably within the school system. ( p. 92). 
 
In a second publication Winzer (1999) goes on to compare inclusion, mainstreaming, the 

least restrictive environment, and integration. 
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Inclusion or inclusive schooling implies subtle but real differences from 
mainstreaming, the least restrictive environment, and integration. Advocates of 
inclusive schooling argue that the social-cultural realities of mainstreaming and 
integration are that one group is viewed as the ‘mainstream’ and the other is not; 
hence, one group must ‘push in’ to the activities and settings occupied by the 
other (Salisbury, 1996). Under the principles of inclusion, children do not push 
into the mainstream because the underlying supposition in inclusive programming 
is that all children would be based in the classrooms they would attend if they did 
not have a disability. (p. 39) 
 
Following this rather academic and complex examination of inclusive education 

and what it means, it may be of value to note succinct Definitions offered by a number of 
Canadian writers. 

 
Inclusion: Term used to describe a professional belief that students with 
disabilities should be integrated into general education classrooms whether or 
not they can meet traditional curricular standards and should be full members of 
those classrooms. ( Friend, Bursuck, and Hutchinson, 1998, p. 454) 
 
This review of Definitions is not the place to extend into discussion of 

implications of the Definitions noted. That is more properly sited in the responses of 
questionnaire participants in this study and reported in the companion report on those 
responses. However, it should be noted that Hutchinson of Queen’s University was the 
Canadian contributor to revision of an American text by Friend and Bursuck through 
addition of material on the Canadian situation. That Hutchinson seems to accept a United 
States Definition of inclusion may suggest that the same Definition fits both nations. Of 
interest, beyond a possible internationally acceptable Definition, is that the term 
“integration” is employed as part of the Definition of “inclusion”. Such intermingling of 
terms, in itself, has implication. Are the terms integration and inclusion synonymous? Do 
they have different import? Integration is a term used to describe certain placements in 
the special education model. If inclusion is a model of education for persons with 
disabilities distinctly different than the special education model, and rooted in a separate 
philosophy as Winzer suggests, can the term integration be employed when discussing 
inclusion?  

There seems to be no doubt regarding whether some Canadian authorities regard 
the terms inclusion and integration as synonymous. Weber and Bennett (1999) in their 4th 
edition of the popular text Special Education in Ontario Schools, equate integration and 
inclusion. Though they point to the absence of the term inclusion from Ontario 
educational legislation as their rationale for such equating of terminology in their text, 
doing so certainly may be contributing to the confusion around terminology, as least as 
far as Ontario goes. That such a dynamic may be real is suggested by Weber and 
Bennett’s recognition that, though integration is the preferred term in Ontario Ministry of 
Education policy, the term integration “has other contexts for some people [and] many 
educators and parents prefer the term ‘inclusion’” ( p. 17).  

Webber and Bennett then go on to coin the term “full integration” as a synonym 
for inclusion. Whatever the local validity for their rationale for such a strategy, the 
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apparent subsuming of inclusive education simply as a variant of integration as defined 
under the Ontario Ministry’s official publications is questionable, particularly in the 
national context. In this context, such strategies add to confusion, rather than to clarity.  

Other authorities are more definite that inclusion is not attached in any way to the 
special education model, that it is a term indicating a different approach to education for 
students with disabilities. Andrews and Lupart, professors at the University of Calgary, 
are among the most prolific writers on inclusive education in the nation. They state: 

 
Inclusive education means that all children have the right to be educated in their 
community schools and that classroom teachers have the ultimate authority and 
responsibility for educating them (Andrews and Lupart, 2000, p. 14) 
 
Bunch, now associated with the Marsha Forest Centre of Toronto, researches and 

writes on inclusive education. He views inclusion in regular classes of community 
schools as the right of a student and her/his family. “Choice of placement in a regular 
classroom, if such is desired, is advanced as an issue of human rights and natural social 
justice” (Bunch, 1994). He defines inclusive education in a text co-written with Valeo 
(1997). 

 
[Inclusion means that] all children, regardless of degree of disability ... attend 
their community schools in classes with their neighbourhood peers.... guidelines 
for inclusive practice [are] parental involvement, positive learning outcomes, 
opportunities for friendships, positive learning for regular students, 
collaboration, and curricular modifications. (p.. 3) 

   
 Academics are not the only people with deep interest in education and disability.  
An important group is that of parents and their advocates. One such group is the New  
Brunswick Association for Community Living. NBACL published Achieving Inclusion: 
A Parent Guide to Inclusive Education in New Brunswick (2000). It is the belief of 
NBACL that high quality education can best be achieved in an inclusive setting where 
children with disabilities  spend their days in neighbourhood schools in regular classes 
with students their own age.  NBACL defines the key features of inclusive education as: 
 

 The unconditional acceptance of all children into the regular classes and the life 
of the school. 
 Children receive as much support as necessary to be successfully included in 

neighbourhood schools in regular classes. 
 A commitment to talking parents seriously, and especially the parents’ dreams 

and goals for their child’s future. 
 A commitment to looking at all children for what they can do, rather than what 

they cannot do. 
 Accepting and understanding that children do not need to have the same 

educational goals to be able to learn together in regular classrooms. 
 Strong leadership from school principals to be able to learn together in regular 

classrooms. 
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 Schools are restructured in ways that focus on individual achievement and 
student learning. 
 Teachers and other educators look at their roles in different ways. 
 A commitment to providing children with and without disabilities opportunities to 

develop friendships. 
 
Lastly, we go to a text in the U. K. for a final piece of information on the Canadian 

meaning of inclusive education. Thomas and Vaughn (2004) in a new work on inclusive 
education note:  

 
The question has often been asked ”When did the word inclusion first start being 
used in favour of integration or the earlier mainstreaming”? In July 1988 a group 
of 14 people  from North America who were concerned about the slow progress 
of integration in education brainstormed around a table at Frontier College, 
Toronto, Canada, and came  up with the concept of inclusion to formally 
describe better the process of placing children with disabilities in the mainstream. 
This group included educators, writers, parents, and disabled adults who had 
first-hand experience of segregated education.    
 
What is seen in the above discussion based on the literature scan is disagreement 

or confusion around the meaning and implication of the term inclusive education. It is 
evident that some have moved the term from the meaning given it when first introduced. 
It has been made to fit into the special education model. Conversely, others, including 
parents, see it as being a distinctly different approach to education of learners with 
disabilities. 
 
The CTQ 
Special Education or Inclusive Education Model 

The great majority of respondents (88%) indicated that Inclusion was associated 
with inclusive education. However, a few respondents saw Inclusion as related to special 
education. 
Definition 
A number of themes were apparent in responses to this questionnaire item. One, 
involving a group of some size, offered Definitions of general nature which did not refer 
to education specifically, but to acceptance of persons with disability overall. 
A group of similar size simply stated that Inclusion equated to Full Inclusion. 
Still another small group suggested that Inclusion was a philosophy or movement. This 
may be an important point as it may be interpreted as suggesting that, while a valuable 
and positive philosophy, implementation may be a different thing. 
This latter possibility may be supported by yet another group of modest size whose 
responses suggested that students could be included, but not necessarily in the regular 
classroom. Other environments away from the regular classroom might be considered as 
inclusive. This is suggestive of the LRE concept. 

Lastly, a larger group equal in size to all those discussed above, defined Inclusion 
as an educational approach for all learners with disabilities which involves age-
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appropriate regular classrooms, neighbourhood schools, interaction with peers, and 
participation in classroom activities. 
Meaning of Definition 

As is the tendency in questionnaires attempting to look deeply at certain beliefs 
and positions on a topic, overlapping comments occur. People say what they said before. 
Nevertheless, some participants add to information provided previously. Two definite 
understandings of underlying meaning of Inclusion developed from responses. 
The first was that inclusion involved working with learners marginalized in education 
away from regular peers, regular classrooms and schools, seeing them as part of the 
larger community of learners, and benefiting through inclusion in regular classrooms. 
 

 We all belong to a common humanity. Each of us needs to feel appreciated and 
understood. We all belong 
 A child/person can function successfully as an individual in the same environment 

as his/her peers. 
 
The second meaning derived was that inclusion was a value system not indicating a 

particular location within the school system, but including time in the regular classroom 
and time elsewhere. One respondent defined Inclusion as meaning the LRE. 

 
 Same as Full Inclusion. No range of inclusion. Either students are or they aren’t 
 Same as Full Inclusion 

 
It is apparent that, while it is understood that Inclusion refers to placement of students 

with disabilities in regular classrooms, significant differences of understanding of what 
actually happens in practice exists. Fundamental differences in Definitions of Inclusion 
suggest that respondents approached the term and practice in sharply divergent manner. 
 
CASCADE/CONTINUUM OF SERVICES 
The Scan 

Many experts in the field recommend that in order to provide appropriate education 
for students who are exceptional a cascade, or continuum of services is necessary. 
Settings on the cascade involve a series of options that move from contrived to more 
natural arrangements. Within a cascade of services, the wider the pyramid, the more 
children are encompassed; throughout are increasingly restrictive environments, with the 
point of the triangle generally considered to be the most restrictive because it denotes 
children on home-bound instruction, who have little opportunity for social interaction 
with their peers (Winzer, 1999, p. 19) 

The distinguishing feature of this model is that a range of different settings for 
exceptional students is available on a formal, more or less permanent basis. The settings 
or learning environments are progressively more specialized, and students therefore, if it 
is deemed necessary and beneficial, may be “administratively” placed in these alternate 
settings on a short or longer-term basis. Important philosophical principles of the model 
are that students always be placed in the most enabling environment, and that no 
restricted placement ever be considered as permanent (Weber & Bennett, 1998, p. 40) 
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The CTQ 
 Special Education or Inclusive Education Model 

Respondents were split on whether the Cascade Model of alternate placements 
was associated more with the special education or with the inclusive education model. A 
slight majority viewed it as connected to inclusive education (52%). Some 40 % saw it as 
associated with the special education model. A lesser number (8%) suggested it was 
associated with both models of education for learners with disabilities. 
 
DEFINITION:  
Almost every respondent associating the Cascade Model with inclusive education defined 
it as an array or range of services. 
 

 An array of services 
 A spectrum of services from regular education to segregation 
 A range of services selected from the cascade only. An alternate placemen 

 
Almost every respondent associating the Cascade Model with special education 

defined it as an array or range of services. 
 
 Ranges from inclusion to total segregation 
 A variety of services ranging from one extreme to another 
 A range of placements from full-time inclusion to segregation 

 
Two respondents mentioned the term LRE directly or indirectly. 
 
 Services from LRE and narrowing for fewer students 
 Spectrum of services based on most inclusive environment 

 
It appears that respondents in this study exhibited considerable confusion regarding 

the Definition of Cascade/Continuum of Services and to which model it relates. This is an 
interesting finding as the Cascade Model was developed to describe the alternate 
placements of the Special Education Model, and as almost every participant associated 
alternate placement with the Special Education Model.  
Meaning of Definition 

More than half of participants responding question indicated that a 
Cascade/Continuum of Services referred to a series of alternate placements to meet the 
needs of students with disabilities. Inserted in responses were statements suggesting that 
placement changed as students’ needs were identified, that needs could be matched to 
services that services related to success and that quality of educational service remained 
stable across changing placements. 

 
 The first choice is the regular classroom and the student is moved as needs are 

identified 
 Providing for needs with various resources 
 varying location and level dependent on individual needs 
 Phases or steps looking at where students receive service 
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 Every student receives same quality of service, though they vary from student to 
student 
 Students are placed along the continuum according to perceived needs 

 
Other responses, while open to interpretation as referring to a range of placements, 

were somewhat diverse and vague. Additionally, a number of participants chose not to 
answer this question. 

 
It would seem, however, that most respondents held clear understanding of what 

Cascade/Continuum of Services meant. It was seen as alternate placements ranging from 
the regular classroom to segregated settings based on perceived student needs. 
Why Term is Associated with Both Models 

Once again, a fair number of respondents echoed comments already offered under 
Definition. Unless new information focused on why the respondent associated 
Cascade/Continuum with special education or inclusive education, the response is not 
commented on here. If new information relevant to earlier questions regarding this term 
was involved, it was blended into earlier discussion. 

The majority of responses dealing with why Cascade/Continuum was related to either 
special education or to inclusive education suggested that the Cascade/Continuum 
involved both special education and inclusive education components. 

 
 The special education range of placements includes inclusion 
 The individual student may reach potential in inclusive or special education 

approaches 
 Inclusive and segregated services are available 
 It identifies all approaches and services 

 
A small number of respondents again raised the LRE concept. 
 
 Program can be designed to focus on the most inclusive environment 
 Students in most inclusive environment 

 
Responses to the Cascade/Continuum of Services model coupled with the preceding 

discussion of alternate placements suggests significant confusion among many 
respondents regarding the meanings of the terms and how they interrelate. 
 Definite confusion existed among respondents on whether the model of a cascade 
or continuum of services related to Special Education or to Inclusive Education. An 
almost even split occurred. There was, however, little doubt that an array of services from 
full time regular classroom placement to segregated placement was involved. Placement 
was viewed as needs based, though the first choice of placement in the array of services 
was the regular classroom, which some defined as inclusion. 
 
Integration 
The Scan 

Integration: A situation where there is equal opportunity for a minority group or 
individual to join the majority. Basically, integration is a concept based on fairness. This 
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does not mean everyone must be treated the same; it means every person has access to the 
same opportunities (Toronto Parks & Recreation, 2004) 

Integration: Full participation of exceptional students in regular education classes 
(Andrews & Lupart, 2000, p. 552) 

Weber and Bennett (1999) do not specifically define integration. A reading of their 
discussion of integration and the Range of Settings (Cascade) Model suggests that 
integration generally refers to placement of students with disabilities in regular 
classrooms. This can mean full-time in the regular classroom with various levels of 
support, including withdrawal assistance, to variable shared time between a regular class 
and a self-contained class. 

[Integration] can be thought of as placing children with disabilities in regular 
classrooms only when they can meet traditional academic expectations, or where these 
expectations are not relevant (Friend, Bursuck, & Hutchinson, 1998, p. 6) 

In the 1950s and 1960s, integration was the common term used to refer to the 
education of students with exceptionalities in regular classrooms. Mainstreaming, often 
used as a synonym for integration, emerged in special education in the 1970s (Winzer, 
1999, p. 38). 

Two major characteristics defined mainstreaming. First, it usually applied only to 
some children, most especially those with mild disabilities. Second, the target population 
generally consisted of students identified as needing special education services and often 
moving from special classes into regular classrooms (Friend, Bursuck, and Hutchinson, 
1998, p. 38) 

In the 1950s and 1960s, integration was the common term used to refer to the 
education of students with exceptionalities in regular classrooms. Mainstreaming, often 
used as a synonym for integration, emerged in special education in the 1970s (Winzer, 
1999, p. 38). 

Two major characteristics defined mainstreaming. First, it usually applied only to 
some children, most especially those with mild disabilities. Second, the target population 
generally consisted of students identified as needing special education services and often 
moving from special classes into regular classrooms (Friend, Bursuck, and Hutchinson, 
1998, p. 38) 
 
The CTQ 
Special Education or Inclusive Education Model 

Responses to whether Integration is associated with the special education model 
or with the inclusive model indicated a clear split in views. Connection with the inclusive 
education model was selected by 48 %. Connection with the special education model was 
made by 44 %. At the same time, only 8 % connected it with both. 
Definition 

A sizeable group of respondents, almost all seeing Integration as connected to the 
inclusion model, defined Integration as students with disabilities in regular classrooms. 
The idea of students being together and participating with others, and of structuring 
classrooms to include all students were noted.  

 
 Encourages kids with special needs to participate more fully in a regular 

classroom 
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 Including students with age-appropriate peers in a regular class setting 
 Including people with disabilities in mainstream classrooms 
 Working and participating with people of varying ability levels forges strong 

communities. Integration would eliminate past practices of segregation, 
institutionalization, and places that amount to ghettos 
 Schools operating classrooms with heterogeneous populations 

 
A somewhat larger number, almost all seeing Integration as connected to the special 

education model, defined Integration as students with disabilities in regular classroom 
settings, but with limitations or conditions. Terms such as “function appropriately; as 
much as possible; sometimes graduated allowance; setting that is appropriate; partial 
programs; specific purposes;  and “full-time or part-time” signalled reservations on how 
far regular classroom placement would extend under the Integration concept.  

 
 When a person functions appropriately in the environment with peers 
 Support special needs students in regular settings, but their programs are still built 

in isolation from the regular classroom 
 Include students as much as possible in regular classroom/school setting 
 When students in segregated settings attend partial programs in regular settings 
 Students with disabilities are accommodated in a school system. Placed in regular 

classrooms for specific purposes 
 One of the options of the special education model in which full or part-time 

placement in the regular classroom is appropriate 
 
This result signals difficulty in differentiation between placing students with 

disabilities permanently in regular classrooms and placing them in regular classrooms on 
a conditional basis. 
Meaning of Definition 

Beyond those participants who repeated aspects of their Definitions of Integration 
and those with vague and tangential responses, three types of responses emerged which 
deepened understanding of what Integration meant. The first, largest grouping, indicated 
that limitations were attached. Limitations were being in a regular classroom, but not part 
of the regular learning group; continuing to receive special education services outside the 
regular classroom, and Integration being seen as a special allowance. 

A second large group suggested that Integration means inclusion. Direct references 
were made to inclusion. At other times, Integration was viewed as the end of special 
education. At still others Integration was seen as including all learners in the same 
classroom. 

 
 Students are simply included with the group, but not taught as part of the group 
 May have individualized, segregated or special programs components that are part 

of the pull-out program 
 A child being placed for short periods of time with peers – but not true integration 
 Tokenism. Although typical learners see students with disabilities, they learn that 

we should have them with us when it is convenient 
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 Students have home base which is not regular classroom setting and go to regular 
classroom for selected subjects 
 Primarily a physical placement for the student for a specified period of time 
 Based on present achievement student is placed in a regular classroom for some 

or all subjects 
 
Lastly, a few respondents indicated Integration meant lack of concern with level of 

disability. 
 
 The person does not require a special placement to have his/her needs met 
 I. E: a 12 year old child with significant intellectual disability would be included 

in a grade 6 regular class 
 Classes are not determined based on educational ability 

Why Term is Associated with Both Models 
Those respondents whose comments reflected why they viewed Integration as 

attached to special education or inclusion divided into two groups of almost equal size. 
One group, which saw an association with special education, expressed belief that not all 
students benefited from regular classroom experience, that integration was a deficit-based 
approach, that students are integrated on a permission basis, that students moved back 
and forth from regular classroom to special education settings, and that Integration did 
not connote learning as part of a regular class. 

 
 Deficit-based approach 
 Promotes a “grace and favour” approach; charity approach; academic elitism; 

teaches that students with disabilities are incapable of learning and dangerously 
tells them that thinking this is ok – even kind – because students are with  them 
sometimes 
 Student does not necessarily  play an active role in the classroom. May be allowed 

in, but isn’t part of the class 
 The student need not be included in any lesson in terms of teaching outcomes – 

just presence 
 One of a series of alternate placements based on achievement levels  

 
The group, which saw connection to inclusion, focused on inclusion as a permanent 

placement. 
 Emphasis is on placement with an age-appropriate group 
 Part of the circle of inclusion 
 Bring together what is needed for a student with disability to display talents and 

show growth 
 Every individual possesses strengths to share and all students will grow and 

develop more effectively and completely in a community 
 It is an inclusive approach 
 Students are included rather than excluded. 
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These patterns of response suggest that the meaning of the term Integration is unclear 
to many participants. If half of respondents hold one view and half another view as was 
the case here, the meaning of a term is certainly in question. 
 
Segregation 
 The Scan 
 To separate, keep apart. Segregation is usually associated with exclusion from a 
group, generally for mutual benefit, and rarely involves choice. It separates and isolates 
(Toronto Parks and Recreation, 2004) 
 In order to give a specific kind of learning experience, it may be deemed 
appropriate to place an exceptional student in a special setting full-time (Weber & 
Bennett, 1999, p. 39) 
 The segregation of students identified as having different needs. Students with 
mental handicaps are congregated in a special class or separate building (Google Search, 
2004). 
The CTQ 
Special Education or Inclusive Education Model 

The great majority of respondents found connection between the term Segregation 
and the special education model (89%). 
Definition 

A large group of respondents stated that the term Segregation could be defined as 
dividing students, as moving students with disabilities to a setting separate from the 
regular classroom. 

 
 Students with disabilities are taught in a class with other students with disabilities, 

but no typical students 
 Separate programs, schools 
 Having students with disabilities work outside a regular class setting 
 Education apart from the regular classroom for students with disabilities 

 
Two small groups of respondents went beyond this to emphasize why Segregation 

was undertaken. One of these groups indicated that Segregation was needs based. 
 
 When a person is removed from society to an artificial environment for the needs 

of the person to be met 
 
The second small group indicated the basis on which students with disabilities were 

segregated. 
 
 When individuals are divided according to a special set of criteria 
 Separating groups based on ability, race, or other characteristic 
 Labels the student and takes him out of the mainstream 

Meaning of Definition 
Participants encountered considerable difficulty moving to the underlying meaning of 

the term Segregation. The majority of those who did move to this level commented on 
less positive aspects of Segregation. 
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 Having to struggle to fit in and have what everyone else has. Being an outsider, 
different, no sense of belonging 
 Students socialize and communicate only with people with similar disabilities 
 Little regard for healthy school communities. Instead shows need to pursue 

convenience and academic elitism 
Why Term is Associated More with the Special Education Model 

A large number of respondents appeared to have little difficulty in indicating why the 
term Segregation connected to the special education model. They simply stated, in 
various ways, that separating typical students and students with disabilities is a basic 
special education strategy. 

 
 If its a special class, it must be special education 
 The old special ed model 
 The special education approach is to group students with disabilities away from 

the mainstream 
 Basis of the special education model 

 
A few respondents chose to explain why Segregation was connected to the special 

education model by making the point that Segregation was the opposite of inclusive 
education. 

 
 Does not exist in inclusion 
 Opposite to inclusive approach 
 Antithesis of inclusion 

 
Conclusion 
 It would seem that considerable confusion does exist across Canada when it 
comes to use of terminology describing the Special Education and Inclusive Education 
Models of education for learners with disabilities. This may be simply the confusion that 
appears when change occurs. Whatever the reason, it appears that Canadian educators, 
parents, governments, people with disabilities, advocates, and others may be speaking in 
the same tongues when it comes to education and disability, but that their meanings 
differ. 
 
Note: The full final report of the Crucial Terms Project may be found in French and 
English on the Marsha Forest Centre website. The scan of the literature report and the 
Crucial Terms Questionnaire report may be found on this site as well. 
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Abstract 

Attitudes of typical elementary and secondary students toward peers with disabilities are 
explored. Reference is made to friendship, inappropriate behaviour, advocacy, and acceptance of 
Special Education or Inclusion, as supportive of education of peers with disabilities. 51 students 
participated; 31 from Special Education schools and 21 from Inclusive schools. Students were 
interviewed in a one-to-one format and qualitative investigation of interview data undertaken. 
Findings indicate development of friendships/acquaintantships and lower degrees of abusive 
behaviour  in Inclusive schools compared to Special Education schools. Though students in both 
systems advocated for peers with disabilities, advocacy was more routine in Inclusive settings. Most 
students under both systems believed the approach taken by their schools to be appropriate for 
education of peers with disabilities. Findings were related to structural aspects of the schools, to 
social learning and social referencing theory, and effects of Special Education and Inclusion 
structures on school social life.  

 
Inclusion of students with disabilities in regular classrooms is a new and controversial 

international reform (Winzer, 1999) affecting education on the international level. It is a distinct 
departure from the Special Education Model with its range of alternate placements for students with 
disabilities. Special Education calls for integration into regular classes only for a portion of the 
group of students with disabilities. Integration is viewed simply as another placement under the 
Special Education Model. Accordingly, a student with disability may be moved to segregated 
placement at any time as a result of not meeting some undefined set of teacher expectations. Those 
who advocate for Inclusion consider this a flawed approach. Under Inclusion recourse to any setting 
other than regular classrooms would not occur except in exceptional instances. Special Education, in 
addition, is critiqued as not resulting in regular classroom teachers taking ownership of students with 
disabilities as they do for other students. Instead, many look to a Special Education teacher to 
assume functional ownership. Inclusive Education calls for regular class teachers taking ownership 
of all students equally, though collaboration with others is necessary and valued for planning and 
program delivery.  

It is argued, as well, that inclusion is in keeping with social justice and human rights. 
Advocates of inclusion consider it the right of all students to be educated in the company of  typical 
peers, and believe that Inclusion will result in stronger social and academic achievement, advance 
citizenship, and develop stronger community (Karagiannis, W. Stainback, & S. Stainback, 1996; 
Bunch & Valeo, 1997; Rioux, 1999; Staub & Peck, 1994; Bunch, 1999). Advocates of Special 
Education, who view specialized settings as necessary, reject such arguments and consider Special 
Education the most effective approach.  

One aspect of education of students with disabilities and controversy over placement is 
development of friendship/acquaintantship. Those favouring Inclusive placement believe that 
friendships between students with disabilities and typical students will develop. Downing and 
Eichinger (1996) cite Bishop and Jabala in concluding that, for any student, and particularly for 
students with disabilities, one of the most important outcomes of education is “that he or she will 
have friends”. Forest and Lusthaus (1989) agree. They suggest that friendship leads to a variety of 
other positive outcomes: “Children’s cognitive growth and social development are optimized when 
they feel they belong  and have relationships with others, especially friends” (p. 45).    

Walther-Thomas,  Korinek, McLaughlin, and Williams (2000) extend Forest and Lusthaus  
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in pointing out that schools need to “foster the development of (1) caring relationships and genuine 
friendships; (2) a sense of belonging for all students; and (3) holistic, heterogeneous and flexible 
learning opportunities for all students” if they wish to “develop the knowledge, skills, and attitudes 
to become caring and compassionate citizens" (p. 6). Evident is belief that in inclusive settings 
typical students care for their peers with disabilities, will help them, and will stand up for them. 

Downing and Eichinger (1996), however, point out that the literature is thin when it comes to 
supporting those who advocate inclusion. In discussion of the role of peers in the inclusion process 
they note “the dearth of literature on the development of friendships in inclusive settings” (p. 141). 
A related and confounding factor is research literature pointing to negative effect on friendship 
development for students with disabilities in regular classroom settings.  

Support for this view comes from a number of sources. Simpson (cited in Wood, 1998) states  
“Students with disabilities traditionally have lower positions of status than their nondisabled peers 
do, and this pattern of rejection holds in both general or special classes” (p. 152). Winzer (1999) 
cites Sipperstein and Leffert on social marginalization of students with disabilities in regular classes, 
and Luftig and Setlin and Murtaugh who found that “students with intellectual disabilities are not 
well accepted by their non-disabled peers and often have trouble making friends” (p. 210). Martlew 
and Hodson (1991) detail challenges encountered by students with mild learning difficulties in 
regular classes as higher levels of teasing/bullying than experienced by other children, and fewer 
friends.   

Both Thomas (1996) and Hutt and Gibby (1979) agree and note that this group of students 
becomes the butt of jokes, taunting, and teasing by peers. Salend (1994) extends this theme to 
children differing in ability and ethnicity in references to Ford and Jones (1990). These analyses also 
highlight disagreement between advocates for Inclusion and advocates for Special Education 
regarding abusive behaviour. Those who favour Inclusion argue that such behaviour will be lessened 
in inclusive settings. Those who prefer special settings point to research that indicates students with 
disabilities are rejected and suffer inappropriate treatment from peers in regular classrooms and need 
the protection of Special Education structures. 

Both sides of the discussion find flaws in the arguments of  the other. Interestingly, both 
sides may be seen as basing their views on the same theoretical positions, social learning and social 
referencing. As Bandura (1986) states, “many behaviours are learned quickly through observation 
and imitation of others". Inclusive advocates support the idea that being with typical peers  provides 
students with disabilities with role models of acceptable behaviour. They argue, as well, that placing 
students with disabilities with other students with disabilities provides role models for behaviour that 
has already been found unacceptable, but none for acceptable behaviour. Advocates of special 
education believe that typical students will tease and insult peers with disabilities. This view seems 
to arise from social learning theory as well, except that in this instance typical peers observe their 
peers with disabilities as not exhibiting acceptable behaviours and reject them on this basis. They 
wish to distance themselves from unacceptable models.  

Related to both reactions is social referencing theory, which suggests that one gains 
information about a social setting from a familiar, trusted person. If a teacher, for instance, responds 
to a student with disability in a manner, which marks that student as different than typical students, 
typical students would model the teacher. If a teacher responds to a student with disability in 
accepting manner, typical students would model the teacher. The first scenario would lead to 
inappropriate behaviour, from which students with disabilities must be protected by being placed in 
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a special setting. The other would lead to students getting to know and accept each other. In both 
scenarios typical students learn their behaviours through observation and imitation of peers, and 
through reference to familiar and trusted figures. 

This brief review makes it clear that the literature and opinion is divided on whether regular 
class placement of students with disabilities has positive or negative impact in terms of 
friendships/acquaintantships and related dynamics. The picture is obscured in that Inclusion is a 
recent approach and so much of the available literature speaks to effect of integration, a part of 
Special Education, and not to effect of Inclusion. The theoretical frameworks mentioned  suggest 
possible explanations of why typical students react to peers with disabilities as they do, or as adults 
believe they will, and why alternate educational approaches are advanced for students with 
disabilities. 

The study described here attempted to contribute to the discussion by examining attitudes 
toward peers with disabilities of students being educated under the Special Education and under the 
Inclusive Model. Typical students from both systems were interviewed to determine whether they 
knew peers with disabilities in their schools, whether they were friends with these students, whether 
peers with disabilities were treated appropriately or otherwise, whether they became advocates, and 
whether they accepted the model for education of students with disabilities chosen by their school 
system. 
 
PARTICIPANTS 

Participants were Ontario, Canada typical elementary and secondary students without 
disabilities from Grades 1, 3, 5, 7, 9 11, and OAC (final year of secondary). Participating schools 
were selected from a Special Education system (placements for students with disabilities ranging 
from full time special class to full time integration), and from an Inclusive system (regular class 
placements for all). One Inclusive elementary and one secondary school participated and one 
secondary and three Special Education elementary schools. The Special Education system asked to 
have three elementary schools participate as they wished wider representation from their elementary 
schools for purposes outside the scope of this study. 

Each school was requested to select randomly 3 students without disabilities from class lists 
for each nominated grade. Thirty-five students were interviewed and 21 retained from the Special 
Education elementary schools compared to12 interviewed and 12 retained from the Inclusive 
elementary school. Nine Special Education secondary students were interviewed and nine retained, 
with students representing all secondary grade levels. In the Inclusive secondary school 10 students 
were interviewed and nine retained. All those not retained either had a disability themselves, or were 
from elementary grades not requested as part of the study (see Table 1). 
 
METHOD 

Interviews were conducted by a teacher experienced both in elementary and secondary 
schools and in both Special Education  and Inclusive systems. Guide questions framed interviews. 
Ancillary questions were asked as deemed appropriate. Guide questions were of two types: general 
questions designed to assess knowledge of disability and overall attitudes of students toward peers 
with disabilities, and more specific questions if a student with disabilities was taught by anyone 
other 
than a regular classroom teacher.  
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Interviews were transcribed and responses coded to support development of categories of interest. 
Four categories emerged; Friendships/Acquaintanceships (whether typical students were friends 
with any peer with disability); Teasing and Insulting Behaviour (whether typical students were 
aware of 
 
Table 1: Numbers by Grade Level of Participating Students from Special Education  Model and  
              Inclusive Model School Systems 
 
           Grade Level   Special Education Model          Inclusion Model          

     
                    1                          3                     3 
                    3                     5                     3 
                    5                     6                     3 
                    7                     7                     3 
                    9                     2                     3 
                  10                     2                      
                  11                     1                     3 
                  12                     1  
                  13                     3                     3 
   
                Total                    30                    21 
 
students harassing peers with disabilities); Advocacy (whether typical students defended peers with 
disabilities); and Exclusion - Inclusion (views of typical students regarding appropriateness of the 
model under which peers with disabilities were educated in their school systems). 
 
FINDINGS 
 As noted, four categories of interest emerged from data analysis. They are discussed 
individually below. Selected quotes are provided as exemplars of typical statements of students. 
From such statements significant points suggestive of attitudes of regular students are drawn for 
each of the Special Education  and the Inclusive systems. 
 
Friendships/Acquaintantships

Considerable difference existed between students in Special Education schools and Inclusive 
 schools in terms of whether individual students had friendships with peers with disabilities, and 
whether students with disabilities were perceived to have friends in the schools and community in 
general. 
 

Special Education  Model: 
Students in Special Education elementary schools tended to know of one or more students 

with challenging needs, but few indicated personal friendships/acquaintantships. Many did not know 
the names of students outside their own classes. When asked if they knew any peers with disabilities 
in their own classes typical responses were: 

Brian, Grade 5: A- Not in my class. In another class. 
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Brigette, Grade 7: A- None in class. There=s two kids in Grade eight. 
 
However, friendships between regular students and their peers with disabilities did exist. Bert 

in Grade One said ADave is one of my friends@. Overall, though, friendships were uncommon in 
Special Education schools. The majority of elementary students gave neutral responses, not 
indicative of presence or absence of friendships. Students in Grades 1 and 3 also did not know 
whether their peers with disabilities were friends with other students. However, by Grades 5 and 7 
students routinely stated that peers with disabilities did have friends, but that these friends were 
other students with disabilities. When asked why friendships did not exist with typical students in 
many instances in their schools, Bert and Brigette explained that, except for gym, students with 
disabilities were in their Special Education class all day. Brigette said of the students with 
disabilities: 

 
They all hang out together. Like, you see them, they all run out in this big group and they go 
out and play in the field together. 
 
When asked whether students with disabilities mixed with other students, Brigette explained, 

ANo, not really. Some people.@  
 
Other comments in this area reinforce this picture of restricted friendships for students with 

disabilities.  
 
Dawn, Grade 7: A- He=s not very popular in the school. They=re like, I don=t know. 

He tries. He=s nice and he tries to make friends, but I guess people 
just don=t appreciate him. 

Lorne, Grade 5 Q. Does he have a lot of friends too? 
A- I think he probably does. My mom=s friend Judy works here and 
she usually has to help him exercise and stuff. And I think there=s 
another teacher in the school. I think she helps him too. 
Q. You don=t see them because they spend most of their time in a 
special class? 
A- Ya. I think they spend all their time there. 

 
This general picture extends to the secondary school level. 
 
Ken, grade 13:  A- For sure most of their friends are within the [special] classroom. 

Everyone knows who the special people are and they=ll talk to them 
if they approach them and there=s a conversation or something. But I 
think most of their friends are within the [special] classroom. 

Joyce, Grade 9: A- Well, they=ll come up to us and go >Hi= and they=ll start a 
conversation or whatever and we=ll talk to them in the hallways and 
stuff. But then whenever I see them, they=re with a friend from their 
class.  
Q. Do you see them around? 
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A- Ya. It=s just usually in the 100 hall though, >cause that=s where 
their classroom is. 
Q. Would they go to regular lunch with you guys? 
A- What they do is they go to a kitchen. I guess maybe it’s in there. 

But I see them with plates of food that=s different from everyone 
else=s and they don=t eat in the caf[eteria]. 

 
No secondary student claimed friendship/acquaintantship with any peer with disability.  

Every secondary student stated or believed that students with disabilities had friends, but that these 
were other students with disabilities. Both elementary and secondary students indicated little 
familiarity with friendship status of peers with disabilities outside school. Those suggesting that such 
friendships/acquaintantships did occur used vague phrasing such as “Probably. I’m not sure”.  
 
Summary: 

Special Education  schools were characterized by distance between typical students and peers 
with disabilities. This was particularly apparent at the secondary level, but also where segregated 
Special Education classes or extensive withdrawal programs existed at the elementary level. It is 
interesting to note the hypothetical nature of a number of responses. Phrases such as “I think@ used 
as a preface suggest that some students were uncertain of the extent of friendships, both in school 
and in the larger community. The following points emerged from analysis. 

$ Structures such as grouping and special treatment of students with disabilities acted 
as barriers to establishment of relationships between the two student groups. 

$ Social and academic separation existed between regular students and peers with 
disabilities with few exceptions. Though most evident at the secondary level, this 
point also held true at the elementary level. Secondary students were unfamiliar with 
peers with disabilities, not knowing their names in most instances. Elementary 
students tended to have some familiarity with peers with disabilities and knew the 
names of some such peers. 

$ Typical students believed peers with disabilities to have friends, though most 
indicated these friends were other students with disabilities. This view was strongest 
at the secondary level. 

$ Few instances of awareness of friendship status beyond school were noted. Where 
noted, existence of friendships was stated with uncertainty. 

$ There were instances, limited to the early elementary level, where typical students 
were friends with peers with disabilities. 

 
Inclusion Model 

Degree and quality of friendships/acquaintantships between those with and without 
disabilities were significantly different in the Inclusive Model schools. At the elementary level all 
students interviewed were friends of peers with disabilities and were aware of the quality of 
friendships their friends had in class, school, and the larger community. 

 
Carol, Grade 1: A- I know she has lots of friends because some of her friends come 

and play with her. And when I play with her, I see lots of her friends. 
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Martin, Grade 3 Q. Does she have friends outside of school? 
A- Yes. I=m sure she has them. Because she is nice and she has 
neighbours she can talk with. 

Kevin, Grade 5: A- He=s got people who he thinks is [sic] his friends, but they=re 
using him, kind of. Because he=s got very good Pokemon cards. And 
I think his friends just act like they=re his friend to get his cards. 
They, like, use him. 

Katie, Grade 7: A- Because she=s with us, so we consider her as our friend, and she 
considers us as her friends. 

 
Elementary students in the Inclusive school know students with disabilities in their own 

classes and often are friends with them or other peers with disabilities. They also know students in 
other classes by name and are aware of their friendship status. Interestingly, they have valuable 
insights into the quality of friendships and know when they are real or contrived. There is evidence 
of awareness of friendships and acquaintantships in the larger community.  
These patterns repeat at the secondary level. 

 
Marilyn, Grade 9: A- Yeah. A lot of people talk to him. Like when I come in, I say =Hi= 

to him all the time. And other people talk to him. Like the guys talk to 
him. There=s no reason why not. He=s pretty well to get along with. 
He doesn=t talk much. He=s quiet. He=s like everyone else. 

 
Interestingly, a number of students in the Inclusive schools commented on effect of the 

model on the development of friendships. Carol in Grade 1 said that she wanted to have her friend 
Alexandra in her class Abecause you make new friends@ in the regular class. Sue, an OAC student, 
noted, AI think it=s a good idea for them to get more interaction. >Cause I know, with Suki, she 
didn=t have as much interaction with other people as she would=ve liked. So that gave [her] more 
opportunity@. 
 
Summary: 

Both elementary and secondary students in Inclusive schools knew peers with disabilities 
personally and by name. They were aware of friendship status in school and, at times, out of school. 

$ Students at elementary and secondary levels claimed friendships with peers with 
disabilities and knew names of peers with disabilities in their own and other classes. 

$ Students were aware of the friendship status of peers with disabilities in the school as 
a whole. 

$ Students evidenced familiarity with friendship status beyond school as well.  
$ Students were aware that some friendships were superficial or contrived to the 

advantage of one or more typical students. 
$ Some students connected the Inclusive Model and development of friendships. 

 
TEASING AND INSULTING 

Concern with teasing and insulting of students with disabilities often is advanced as a reason 
to place students in segregated settings. There, the theory suggests, they will be protected from 
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unpleasant encounters which, it is feared, would characterize life in inclusive, or even integrated, 
environments. Proponents of Inclusion believe that no such protection will exist in a Special 
Education environment, but that Inclusion will reduce teasing and insulting behaviour.  

 
Special Education  Model 
Teasing and insulting behaviour was a part of life in elementary schools under the Special 

Education Model. However, such behaviour was not generalized. The majority of elementary 
students, asked if their peers with disabilities were teased or insulted, indicated they were not aware 
of such behaviour.  

 
Dean, Grade 7: Q. Did people call him names or anything like that? 

A- No.  
 
Ted (Grade3), Ed (Grade 5), and Brian (Grade 5) all indicated that teasing and insulting were 

not elements in their classes. Brian responded, when asked whether it was appropriate to call other 
people names, ANo. Everybody=s a human being@. 

Nevertheless, other elementary students were aware of teasing and insulting. Such behaviour 
appeared not uncommon. Dawn (Grade 7), who originally said she was not aware of teasing and 
insulting, then indicated that in the case of one boy in her class: 

 
Some people do make fun of him >cause he has disabilities. 

 
She described the behaviour as covert and behind the individual=s back.  

Lorne (Grade5) agreed that name-calling is part of what happens at school, saying APeople I 
know call them different things@. Laura (Grade 7) commented on examples of name-calling and its 
effect from experiences during recess, “I think they feel sort of weird because people call them 
names. Like, they=re dumb and stuff.” 

At the secondary level higher degrees of abusive behaviour were brought out. Only one 
secondary student, Patty in Grade 11, said unequivocally that people in her group did not name call. 

Other students mentioned negative interactions involving their typical acquaintances, often 
stating that they did not agree and halted such behaviour if they could. Jane, Grade 9, said that some 
students would tell peers with disabilities Asomething that=s not true@ simply to take advantage of 
them. Such behaviour was both overt and covert. Joyce in Grade 9 knew people who dismissed peers 
with disabilities saying, AOh, he=s retarded. He shouldn=t be in here@. Ray, Grade 10, said that 
some of his peers would show disgust when others were Aplaying around@ with students with 
disabilities. In Ray=s experience abusive behaviour was hidden at times, but was in public view at 
others as tormentors liked Ato see how they react....They talk to them and say things to see how they 
react@. 

Grade 10 Sara reinforced the idea that student reaction had two sides: 
 
Sometimes when they [students with disabilities] walk by there are kids who make faces or 
start whispering to each other. That=s all I see. If they go up on stage, >cause sometimes 
they have spirit days, everybody cheers for them and claps in a nice way@.  
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Lastly, Owen in Grade 13 held the view that public abuse of peers with disabilities was more 

common than was hidden behaviour. To support his point he provided the example of some peers 
saying to a student with disability: ‘Go ask that girl out. I think she likes you.’ simply to laugh at the 
girl=s reaction.  

Abusive behaviour appeared to be more a secondary school dynamic than an elementary one 
in Special Education schools. It took a variety of forms: name-calling, embarrassment in public, 
whispering, and active rejection. Evidence of such behaviour was apparent in elementary schools, 
though not generalized, particularly at early grade levels. The majority of secondary students, when 
asked, indicated awareness of abuse by their peers, though those interviewed did not suggest that 
they participated in such behaviour.  
 
Summary: 

Abusive behaviour was an acknowledged aspect of life in elementary and secondary Special 
Education  schools. However, it did not involve all typical students, being limited to relatively few 
individuals.  

$ Abusive behaviour was a dynamic in the schools. The  majority of students from 
Grade 5 to OAC mentioned instances of such behaviour. 

$ Teasing and insulting behaviour was both overt and covert. 
$ Abusive behaviour tended to take the form of name-calling, public embarrassment, 

whispering and making faces when those with disabilities were nearby, though less 
direct harassment also was noted. 

$ Teasing and insulting behaviour was attributed to student focus on differences in 
peers with disabilities, opportunities to create situations humourous to other typical 
students, and sheer dislike. 

$ A number of students at both the elementary and secondary levels indicated in one 
way or another that they disagreed with abuse of peers. At the secondary level some 
students indicated that they would intervene to halt such behaviour. Others stated 
that they would not intervene. 

 
Inclusive Model 
Abusive behaviour was not a concern of any extent in Inclusive schools. Though minor 

evidences of such behaviour could be ferreted out from interviewee remarks, the picture was starkly 
different from Special Education schools. As Rose (Grade 11) suggested, AOur school is pretty 
respectful with the disabled and they don=t make fun of other kids going in there@. 

Almost no suggestion of abuse among elementary students was found. However, a few 
students mentioned inappropriate behaviour. Kevin in Grade 5 spoke of nondisabled peers 
pretending a friendship to get Pokemon cards. As was the case in Special Education schools, some 
students used students with disabilities for their own needs.  

Desiree (Grade 5) speaks of rejection of a particular student with disability who Amay pick 
her nose, or she might be at a different level of learning because she doesn=t understand that maybe 
you can=t do that .... She=s not treated very well by some other students who say >Eew. Go away@.  

However, the response of the large majority of Inclusive school elementary students is best 
described by Diane, Grade 7:  
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Well, my opinion is I don=t think that some of the students should make fun of [students with 
disabilities] because it=s not really their fault. She was born that way, born with a disability. 
 
Comments of secondary students were almost entirely in defense of their peers with 

disabilities and the value of Inclusion. Edith (Grade 9) indicates that some students who do not know 
what to do when a student with disabilities acts inappropriately.Aare sort of paranoid by the fact that 
[a particular student] has a disease and you really don=t know what to do@. The only other 
evidence was provided by Wayne and Rose (both of Grade 11) who refer to students who joke at the 
expense of students with disabilities as “immature”. 

The majority of Inclusive Model secondary students offered comments such as: 
 
Francis, Grade 13 A- We don=t have the nicest people here, but I have never heard 

anyone say anything....I would speak out against any derogatory 
words. I don=t tolerate that. It=s not in my nature. People just don=t 
realize what they=re saying. If someone was saying something like 
that to them, they wouldn=t really enjoy it. So there=s no need for 
them to be doing it to other people.  

Summary: 
There appear to be some students in the Inclusive schools who would abuse peers with 

disabilities. There also appear to be many more students who would not tolerate such behaviour 
because, in their view, such behaviour violates the principles of Inclusion and relationships with 
others. 

$ Though abusive behaviour was known in Inclusive schools, it was a minor element. 
$  Abuse, which did exist, was reported to be both overt and covert. 
$ Teasing and insulting tended to be credited to immaturity and lack of knowledge in 

the tormenters. 
$ A number of elementary and secondary students indicated in one way or another that 

they did not accept abuse of peers with disabilities. 
$ A number of students suggested that proactive educational programs for students and 

teachers would be of value in reducing resistance to placement of students with 
disabilities in regular classrooms. 

 
ADVOCATE 

Some students defend the rights of peers with disabilities if they are teased or insulted, or if 
suggestions are made that they remain apart from regular classes. A common form of defense is to 
be reactive, to speak to and correct the abuser. A second form is proactive, one in which peers ensure 
that abilities and challenges of those with disabilities are understood through an educational 
program. Comments indicating some type of advocacy position were almost entirely restricted to the 
secondary level under both Special Education and Inclusive Education. 

Special Education  Model 
 As noted previously, abusive behaviour did not appear to be a dynamic in the earliest grades. 
Students in higher elementary grades indicated they would take advocacy positions. 
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Alex, Grade 7  A- Some of my friends make fun of people, but I just tell them that its 
not nice. I don’t want to be part of it. 

 
There was a sense of tentativeness to some such statements.  

 
Dean, Grade 7  Q. If someone said anything nasty to him, would you say anything?  

    A- I think I might. I don’t know. 
 
Others forthrightly said that they actively declined such roles, electing a passive response.   

 
Dawn, Grade 7 A- Well, Greg knows that he’s made fun of terribly … I just don’t get 

in the way. I just try not to say anything. 
Laura, Grade 7 Q. What do you do when you hear somebody calling them names. You 

ever do anything? 
   A- No. I just go on. 
 
Beyond these examples, few elementary students referred to advocacy in any way.  

The situation was quite different at the Special Education secondary school. 
Examples of the reactive approach were found in the school with almost half of the  

students interviewed indicating they would actively intervene. In most instances reaction was in 
direct response to witnessed abuse, as may be seen in the following quotations.  

 
Jane, Grade 9:  A- Ya, like, I mean although I=ve seen a lot of people insulting them 

and doing all kinds of stuff to them, but usually I try to stop it. 
 Miro, grade 13:  A- Ya. I tend to interfere. I=ll just walk up to my friends and 

just say >Leave him alone=. Try and change the topic and divert 
them from encouraging [other] students. 

 
It is obvious that students in this school are personally familiar with incidents of abuse. A 

few responses, however, had a hypothetical tone. It was unclear in these instances whether abusive 
behaviour had been witnessed personally. Nonetheless, it was apparent that the individuals 
concerned believe they would advocate for peers with disabilities. 

 
Sara, Grade 10: Q. Would you speak out if someone was offensive@ 

A- Ya, I would. I would defend the person because it=s not fair that 
they=re getting picked on for something that they can=t help. 

Owen=s (Grade 13) response introduced a passive response category much like that noted at 
the elementary level. This type of response indicates that though an individual might be aware abuse, 
no action would be taken. Other responses of this type appeared in grades 11 and OAC: 

Q. Did you ever feel inclined to say >I=ve gotta end it here, because this is wrong the way 
they=re treating the kids?= 
A- Sometimes I sort of feel like it, but I never acted on it.  

 
Summary: 
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Secondary and later grade elementary students in Special Education schools indicated 
rejection of inappropriate behaviour directed at peers with disabilities. While a number indicated that 
they would intervene to prevent such behaviour, an equal number would not. 

$ Half of the secondary students indicated they would actively intervene in instances of 
abusive behaviour. 

$ Half indicated that their response would be to do nothing. 
$ Need for advocacy was not mentioned in early elementary grades. At higher 

elementary grades it either was not mentioned or preference for passive response was 
noted. 

Inclusive Model 
Responses from the Inclusive secondary school fell into categories similar to those found in 

the Special Education school. One difference was the commonly hypothetical tone of some 
responses, which suggested that actual incidents of teasing and insulting had not been witnessed. 
Need for advocacy was not mentioned by elementary students. 

 
Karl, Grade 11: A- I could try to correct them. Some people might call them retards 

or something and that=s wrong. 
 to do

Francis, grade 13:  A- Not derogatory. We don=t have the nicest people here, but 
I have never heard anyone say anything like that....So, it would be - 
no....Totally....I don=t tolerate that. It=s not my nature. 

 
In addition to the reactive category, other categories were introduced by students in the 

Inclusive school. Some students dismissed as  immature those who teased or insulted their peers 
with disabilities, but also corrected them, or took other action.  

 
Wayne, Grade 11: A- There=s some kids that are immature, but we just ignore them. If 

you ignore them, they don=t say anything....If it got really bad, I=d 
probably tell the bus driver or principal. 

 
Rose, Grade 11: A- And the ones who laugh at them, they=re just immature. 

Q. Would you say anything to the students who laugh at them? 
A- Oh, for sure I do. 

 
An insightful suggestion by a few secondary students was that educational programs to 

reduce abuse be introduced. 
 
Karl, Grade 11: A- Other kids don=t know enough about him. They=re not educated 

that way. We could educate other people. I think they get educated 
just by Ralph being in this place. 

 
One student extended this suggestion to the teacher level.  
 
Sue, Grade 13:  A- We should be working with teachers on how to address issues. 
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Some teachers are great, but some they ----. 
 
Summary: 
 Elementary student responses suggested that no need for students to advocate arose. There 
were no examples offered of abusive behaviour. 

Secondary Inclusive school students routinely indicated that they would act as advocates. 
Compared to secondary students in Special Education schools, they articulated a larger range of 
reactions to the idea of inappropriate behaviour was articulated. 

$ Secondary students did not report significant numbers of abusive instances. 
Advocacy responses tended to be phrased hypothetically with the implication that 
they were  not based on actual witnessed events. 

$ The majority of secondary interviewees indicated that they would actively intervene 
if witnessing abusive behaviour. 

$ A subset of secondary students indicated that they would not intervene directly, but 
would advise a respected person in authority of abusive behaviour and ask these 
individuals to intervene. 

$ Secondary students suggested that abuse was related to immaturity and lack of 
knowledge and recommended that such behaviour could be reduced through an 
educational program that would explain disability and its effects. 

 
ACCEPTANCE OF EXCLUSION - INCLUSION 

Special Education Model 
 Interviewees accepted with little question the structures developed in their schools to 

support 
learning by peers with disabilities. Some Special Education school students questioned the value and 
effect of segregation while Inclusive school students did not question Inclusion, but did reject 
segregation. 
  
 Mitchell, Grade 3: Q. Do you think that children like to go or do they prefer staying in 

their own class. 
A- I think they would like to go because it=s more easy to concentrate 
when it=s not so loud. 
Q. Do you think it=s a good idea that they go out? 
A- Ya. 

Brigette, Grade 7: Q. So they don=t have a regular class like yours? 
A- No. They join other classes for gym. That=s all. 
Q. What do you think about that? 
A- I think it=s a good idea because if they can=t keep up in regular 
classes, then they should have special teachers to try to get them to 
understand it because they might have more troubles than other 
people. 

 
A lesser number of elementary students pointed to value of regular classroom experience as a 

complement to Special Education. Both responses of this type came from students speaking of peers 
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with disabilities who were placed full-time in Special Education classes.  
 
Lorne, Grade 5: A- But it would be better if they could do half time in our class. And 

another time in a special class. 
Q. >Cause they spend most of their time in a special class? 
A- Ya. I think they spend all their time there. 

 
Related to these responses indicating perceptions of positive values for special class 

placement are other responses that suggested negative possibilities. 
 
Laura, Grade 7: Q. So, somebody was in grade seven and they had a learning 

disability problem, they wouldn=t be in your class. They=d be in that 
[special] class. What do you think of that idea? 
A- I think it=s pretty good because, so then they=ll understand what 
they=re learning better if they=re in a class that has extra help. 
Q. How do the kids themselves feel about being in there? 
A- I think they feel sort of weird because people call them names. 
Like they=re dumb and stuff. >Cause they=re in another class. 

 
Some secondary responses also supported the value of experience both in regular and Special 

Education classes. These responses came from students who were in a school where full-time 
segregation was the norm. First, evidence that segregation was the norm. 
  
 Patty, Grade 11: Q. Do you think it=s a good idea they go to special class? Do you 

think it=s good for them? 
A- Ya. I=m pretty sure because in our class, we learn a chapter a 
day. For them, maybe, it=d be too fast, since they=re not totally with 
us. 

Ken, Grade 13:  Q. Would you come into contact with those students? 
- No, I wouldn=t normally. ACause I=m just not around them. Just 
not in class or anything. We=re actually at opposite ends of the 
school. 

 
Despite the fact that students in the Special Education secondary school did not 

spontaneously question the segregation model, when asked they found concerns with it. Also, when 
asked, they found positive aspects to peers with disabilities being placed in regular classes for part of 
their learning. 

 
Joyce, Grade 9: Q. Do you think these students should spend more in regular classes 

and maybe go out for help or have a [Teaching Assistant] help them? 
A- I think it would be good because you have all these kids who are 
sitting there and they=re making fun of them because they have a 
disability. I just think it would be better. >Cause then you could get 
to know them better if they were in regular classes. 
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Summary: 

Views in Special Education schools were mixed. Initial responses with regard to segregated 
placement of peers with disabilities accepted that such placement was necessitated by the needs of 
their peers. Further, valuable learning was believed to result. Considering placement more deeply 
brought out suggestions by some students of negative effect of segregation and possible values of 
regular class placement 

$ Elementary and secondary students were supportive of segregated placement in 
Special Education classes for peers with disabilities. 

$ This support was based on the perception that peers with disabilities needed help 
available only in Special classes. 

$ The help available would result in peers with disabilities learning more than they 
would in regular classes and they would Acatch up@ to regular peers. 

$ A limited number of students suggested that peers with disabilities might not enjoy 
special class experience as it centred them out as different. 

$ A subset of students believed experience in both special and regular classes would 
result in peers with disabilities getting the help they needed and also in interaction 
with regular students. 

$ Secondary students had almost no interaction with peers with disabilities compared 
to elementary students who had somewhat more. 

Inclusive Model 
In Inclusive schools inclusion was the norm for all, with the exceptions of short-term 

withdrawal for some elementary students, and a resource room at the secondary level where some 
students spend part of their time. The result was that during interviews in Inclusive schools few 
references to Special Education were made. Special classes simply do not exist. Those few 
comments made, however, indicated that special placement was inappropriate. Even the idea of 
having a resource room at the secondary level was questioned. 

 
Karl, Grade 11: Q. [Do] some think Ralph should be in a segregated school for the 

blind? 
A- Other kids don=t know enough about him....If they got to know 
him, they might change their views. I believe he should be here. 

 
Francis, Grade 13: Q. Does Lucy have friends in your class? 

- Yes. It=s just like anyone. I don=t think they belong in a special 
school.... I would be very upset if they decided to move them out of 
this school into another school.  

Barb, Grade 130: Q. What do students think of peers with disabilities going to the 
resource room at times? 
A- It’s not the topic of conversation. It kind of gets some negative 
connotations toward it. ACause, you know, if you=re going into a 
separate room and it=s not really what everyone else is doing. Then, 
if it=s out of the normal, then more attention is drawn to it. People 
will talk about it. 
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These comments typify responses of Inclusive school students about special placement of 

peers with disabilities. No student suggested that students with disabilities should be anywhere but 
in regular classes. The one secondary student who felt a peer with disabilities should not be in her 
class due to the academic nature of the work, did not suggest special placement, but simply 
placement in a less academically oriented regular class. 

A number of students indicated in various responses that they understood many peers with 
disabilities required adaptations and modifications in regular classes. They were quite comfortable 
with such supports and participated in their provision. 

 
Carol, Grade 1: Q. If someone said to you AWould you help Shalini with her work?@, 

would you do it? 
A- Yes, only a little bit. 
Q. Why only a little bit? 
A- Because she has to do it. 

Katie, Grade 7: A- She sits beside me. Sometimes she needs help with a certain word. 
What does it say or what does it mean? Or she doesn=t understand a 
question, what the work is asking. So she kind of asks me to help her 
out. 

Francis, Grade 13: A- Ernie has been in a few of my classes throughout high school in 
English and Religion mainly, and they write the same test almost. 
They participate the same. They=re marked a bit differently overall. 

 
Summary: 

$ Inclusive school students rarely mentioned any placement other than the regular 
classroom and then only to reject segregated provision. 

$ Mention was made of a modest amount of withdrawal at the elementary level and of 
a resource room model in the secondary school.  

$ Some students questioned the need for a resource room on the grounds that it 
separated students. 

$ Students accepted that included peers with disabilities should work at their own pace.  
$ Students believed it was part of their responsibility to actively support peers with 

disabilities with their work. 
 
DISCUSSION 

 Findings indicated differences and similarities in attitudes of typical students toward peers 
with disabilities in terms of whether students attended schools operating under Special Education or 
Inclusive Models of education. Previous discussion highlighted areas of 
Friendships/Acquaintantships, Teasing and Insulting Behaviour, Advocacy, and Acceptance of 
Exclusion – Inclusion.  
 Though advocates of both types of education service delivery for students with disabilities 
claim that their approach is superior in the social area, a search of the literature did not yield one 
research study focused on differences and similarities between Inclusive and Special Education 
models in the social sphere. Studies either examined the integration option of Special Education or   
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were anecdotal and exhortative in advocating inclusion. The present study, though dealing with a 
modest number of typical peers, does explore effects of Special Education and Inclusion and  
suggests differences and similarities exist. Why they exist will not be answered by one study. 
However, sufficient difference was found to warrant cautious exploration of this "Why" question.
   
 
Friendships/Acquaintantships: 

 The salient finding in this area is that students in Inclusive schools have friends and 
acquaintances with disabilities, whereas students from schools with Special Education structures do 
not. This occurs regardless of whether a school supports a withdrawal, a part-time special class, or a 
full-time special class program. Difference in friendships is apparent from early elementary (Grade 
5) through secondary levels.  

What lays behind this fundamental difference? Student responses point to simple routine 
contact, in the case of the Inclusive Model, between typical students and peers with disabilities. As 
Katie, grade 7, states, “Because she’s with us, so we consider her our friend, and she considers us 
her friends”. Wayne, grade 11, echoed Katie. “Abdul’s just in the class. No big deal. Just Abdul. 
Most  people like that”. In the Special Education schools students noted disruption or lack of such 
contact. Grade 5 Lorne, who attends a school supporting a special class, in response to a question 
asking why he did not interact with peers with disabilities said, “I think they spend all their time 
there [in the special class]”. Taylor (Grade 3) attends a school with a part-time special 
class/withdrawal program. He comments that two students in his class “always go out” and “read 
different books than us.” Joyce, whose secondary school has a special class, comments that she sees 
peers with disabilities, but only “in the one hundred hall, ‘cause that’s where their classroom is”.   
 Such comments underline the reality that social and academic interaction between typical 
students and their peers with disabilities are markedly different in schools with different structures 
for educating students with disabilities (see Table 2), and that structures have effect on friendship 
development and related dynamics. They also have before them the examples of teachers and 
administrators who do not question these different structures. 
 In this study, when educational service delivery is based on encouraging contact in all 
aspects of school life, friendships develop. When structure separates students due to differing 
abilities (see Table 2), 
 
Table 2: Typical Student Friendships with Peers with Disabilities by Grade 
               Grade         Special Education              Inclusion 
                   1                   1/3                    3/3 
                   3                   0/5                    3/3 
                   5                   0/6                    3/3 
                   7                   0/7                    3/3 
                   9                   0/2                    3/3 
                 10                      0/2                     
                 11                   0/1                    3/3 
                 12                    0/1  
                OAC                   0/3                    3/3 
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friendships tend not to develop. Worthy of note is that a number of Inclusive secondary students 
questioned appropriateness of a resource room as part of their school structure. They questioned it as 
it separated students from students. At the same time a number of students in the Special Education 
schools questioned the value of segregation and suggested value in having both groups together in 
regular classrooms at times. 
 
Teasing and Insulting Behaviour: 
 Those who favour Inclusive settings and those who favour special settings differ on the issue 
of which setting results in less abusive behaviour toward students with disabilities. Findings support 
those who argue that Inclusion promotes appropriate behaviour between  students more so than they 
do the arguments of those who prefer Special Education structures. From Grade 5 on it was apparent 
that students in schools with Special structures reported more inappropriate behaviour toward peers 
with disabilities than was reported in inclusively structured schools, though such behaviour occurred 
in both systems.  
 In the Special Education schools, 14 of 23 students (61%) interviewed from Grade 5 to OAC 
mentioned that they had witnessed abusive behaviour. Catalysts for the behaviour were differences 
apparent in peers with disabilities, opportunities to entertain other typical students at the expense of 
peers with disabilities, and sheer dislike of peers with disabilities. In the Inclusive schools 3 of 15 
students (20%) indicated that they had witnessed typical peers acting inappropriately toward peers 
with disabilities. Others hypothesized that such behaviour could occur, but had not witnessed it. 
 How might this difference between differently structured systems be explained? Again the 
answer may be simple and point to the structures themselves. One system has structures which bring 
students together. The other separates students on the basis of disability. Students in the Inclusive 
system find little inappropriate behaviour directed at peers with disabilities. The majority of students 
in the Special Education system have personal knowledge of such behaviour. Students in the first 
system report that they have friends who are disabled. Such reports are rare in the second system. 
The analysis which comes most readily to mind is that we do not tease and insult as readily those 
who are our friends and acquaintances, as we might those with whom we do not associate and whom 
the system centres out as different. While a necessarily tentative analysis, the evidence points in this 
direction.  
 
Advocacy: 
 Little mention of advocacy by typical students for peers with disabilities was mentioned in 
Inclusive or Special Education  Model schools prior to grade 7. From grade 7 on, obvious 
differences appear. A number of students in the Special Education secondary school (5 of 9 or 55%) 
indicated that they would react as advocates if witnessing acts of abuse. The others would ignore it. 
Similar findings were made at higher elementary grades. All students in the Inclusive secondary 
school indicated that they would advocate directly or would report to school officials were they to 
witness inappropriate behaviour. 
 A note of caution is required here. The issue of personal accountability in the face of abusive 
behaviour is a sensitive topic. It may be too sensitive for some students to speak. Interpretation of 
advocacy or non-advocacy between students in the two systems must be cautious given this 
possibility. A minimal analysis is that responses of a significant number of students in both systems 
suggested awareness that abusive behaviour toward peers was inappropriate and unacceptable, and 
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that it was their responsibility to intervene. 
However, not all determined to intervene as advocates. The difference between Special 

Education and Inclusive groups in terms of ignoring witnessed instances of inappropriate behaviour 
is important. The number of students from the one school system who chose to ignore and walk 
away in the face of abuse by typical peers was high. Typical students in inclusive settings, when 
discussing abusive behaviour, all said they would intervene.  

The question of why some students choose to defend peers with disabilities and some do not 
is left to future studies. The present study points to the difficult fact that some students in schools 
structured under the Special Education Model choose to be proactive and others passive when peers 
with disabilities are abused. Students in Inclusive schools choose to be proactive. 
 
Acceptance of Exclusion – Inclusion: 
 Both Inclusive and Special Education students accepted the model of education for students 
with disabilities approved by their school systems. The reasoning behind this acceptance was 
diametrically opposite for the two groups of students. Those in the Special Education system 
believed that peers with disabilities could not keep up in a regular class, that they needed a special 
setting due to their disabilities, and that Special Education settings were effective in answering their 
educational needs. Some believed that peers with disabilities would “catch up” to regular class peers 
as a result of special class experience. They were reinforced in this belief by school structures and 
teacher example that separated students on the basis of achievement. 

In Inclusive schools there was strong belief that the most suitable place for education of peers 
with disabilities was the regular classroom. Peers with disabilities would make friends in a regular 
setting and it was there that all students would come to know and value each other. Achievement did 
not enter into consideration. In fact, some secondary students questioned why a resource room 
designed to support achievement was needed when it emphasized difference between students. 
Students in Inclusive settings also realized and accepted that they had some responsibility for 
supporting their peers with disabilities to do well. Little such recognition of shared responsibility 
was apparent among students in schools with Special Education structures, though it was a dynamic 
at the elementary level. School structures and teacher example come into play here. 
 Finally, whereas no student in an Inclusive setting questioned regular class placement, and 
some strongly rejected segregated placement, some students in Special Education Model settings 
questioned segregation. These students perceived value in all students being together at least part of 
the time. A few went so far as to question the instructional effectiveness of special settings in spite 
of the model put before them by teachers and administrators. As Owen in OAC said: 

I think they should almost go to both [regular and special education settings]. Cause I don't 
know what they're learning. But they can't be learning much. 

 
 Finding that students accepted that with which they were familiar was not surprising. It is 
human nature to accept, that which characterizes society around you, what is modeled as routine and 
accepted by those those in positions of trust. Of interest, however, is that some students in Special 
Education schools questioned special placement to the exclusion of classroom interaction with 
typical peers. There is a suggestion here that some students did not accept separation, particularly 
complete separation, of peers on the basis of disability. 
 In sum, under Acceptance of Exclusion-Inclusion, dramatic differences in views of students 

2007 HICE Proceedings 
Page 424



 
 21

in the two systems were found on what constitutes appropriate education for peers with disabilities. 
Full-time or part-time segregation was accepted by one group. A few members of this group also 
suggested that some regular class experience would be of value. The Inclusive group supported 
regular class placement for all and questioned need for a resource room. This group valued the social 
interaction of the regular classroom over academic homogeneity. Fundamentally, both groups 
accepted as appropriate the structures determined for students with disabilities by the leaders of their 
individual school systems.  
 
Theoretical Notes 
 It is important to explore the roots of attitudes of any group if educators are to provide the 
most positive education structures possible for all students. Certainly, it is important to do so when 
the same theoretical positionings are employed in support of diametrically opposed educational 
approaches. Such tangled webs are confusing and must be untangled. 
 Social learning theory states that we learn from observation and imitation of those around us. 
Social referencing theory states that we look to familiar and trusted figures for guidance in our 
actions. We have in this study two quite different social responses to education of persons with 
disabilities. One approach creates structures, which separate students in order to provide appropriate 
programming for all, and to protect some students from inappropriate typical peer behaviour. 
Findings of this study indicate that the result of this modeling through school structures is disruption 
of friendship development, abusive behaviour as a school dynamic, less than routine choice to 
advocate, and almost uniform acceptance by typical students of separation of students. Some 
students, though, do question lack of classroom interaction between typical students and peers with 
disabilities, and mention possible detrimental effect on learning. 
 The other response models that it is beneficial to educate all students together in regular 
classrooms. Friendships will be made. Administrators and teachers have developed structures to 
support routine peer interaction. This study notes that all students interviewed believed friendships 
develop, that learning goes on for all, that an amount of abuse, though comparatively minimal, 
behaviour occurs, that advocacy is routine, and that students do not question the system, which has 
been established. A number of students reject the idea that students should be separated for any 
reason. 
 There is a suggestion in this study that the Special Education Model results in negative 
typical peer relationships compared to the effects of the Inclusive Model. This finding implies that 
educators must be aware of the effects of systemic structures on social development, and that social 
learning and social referencing theory may be of value in understanding effect of structures.  
 
Closing Word 
 Conclusions of this study must be tentative. They conflict directly with that side of the 
literature which suggests that students with disabilities learn effectively and, at the same time, are 
protected by special education structures from the slings and arrows they would experience if placed 
in regular classrooms with typical peers. This, also, is one study of limited size and involves only 
two school systems.  
 Nonetheless, this study suggests support for those who argue that Inclusive education 
compared to Special Education results in more positive social relationships. This holds true whether 
one looks at formation of friendships/acquaintantships, teasing and insulting behaviour directed at 
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those with disabilities, or advocating for peers with disabilities. The closing discussion suggests that 
these differences do not lie in the students themselves, but in the educational arrangements 
characterizing their education and that of their peers with disabilities. 
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Multiethnic education defined   

Multiethnic education is a product of the educational ideologies that have 

dominated early American pedagogy and educational standards.  The ideology also 

reflects the value system of contemporary American culture; its progression has 

weathered criticism and reform, standing strong as a major contributor to the current 

American educational trends.  While multiethnic education displays some characteristics 

of its predecessors, multiethnic education reveals an exclusive combination of ethnic 

sensitivity; educational equity; social, economic and political competency; systemic 

reform; and the encouragement of critical and empowered citizens. 

At this point, it is essential to highlight the deliberate specification of multiethnic 

education rather than multicultural education as a representation of the ideology’s 

educational principles.  The research reveals a dichotomy in the theoretical field.  

Numerous academic theorists adopt multiethnic as a representative term, while yet others 

embrace multicultural.  I have selected to use the term multiethnic education, endorsing 

the coherent rationale offered by Banks (1981): 

Multiethnic education refers to the process used by educational institutions to 
reform their environments so that students from diverse ethnic and racial groups 
will experience educational equity.  Multicultural education refers to a reform 
process whose aim is to create an educational environment in which a wide range 
of cultural groups, such as women, handicapped persons, ethnic groups, and 
various regional groups, will experience educational equity. Thus multicultural 
education is a much more comprehensive concept than multiethnic education, 
which is limited to the concerns and problems of racial and ethnic groups (p. 13). 
 

Therefore, multiethnic is selected as this analysis strictly examines the educational 

concerns of racial and ethnic groups.  Consequently, this investigation critiques an 

important component of the more extensive concept of the multicultural perspective on 

education. 
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The National Council for the Accreditation of Teacher Education (NCATE) 

defined multiethnic education as early as 1977, clarifying the ideology as the “process of 

preparing individuals for the social, political and economic realities which they will and 

do experience in culturally diverse and complex human encounters” (Battle Vold, 

Ramsey & Williams, 1989, p.12).  The NCATE believes that individuals will develop 

cultural competencies and become more responsive to the human condition and diversity 

of society. 

Banks suggested that multiethnic education should be viewed as a process as well 

as a reform movement.  This perspective will result in “a new type of schooling 

presenting novel views of the American experience and helping students acquire the 

knowledge, skills, and commitments needed to make our nation and our world more 

responsive to the human condition” (Banks, 1981, p. 115).  Nieto contended that the 

ideology challenges racism and discrimination in schools and affirms the pluralism 

students, teachers and communities represent.  She emphasized, “Multicultural education 

permeates the curriculum and instructional strategies used in schools, as well as the 

interactions among teachers, students and parents, and the very way that schools 

conceptualize the nature of teaching and learning” (Nieto, 1992, p. 208).  The ideology 

encourages the democratic principles of social justice because multiethnic education is 

grounded in critical pedagogy as the basis for social change.  

Nieto declared that amidst all evaluations and criticisms, multiethnic education 

surfaces as simply good pedagogy.  She argued “all good education takes students 

seriously, uses their experiences as a basis for further learning, and helps them develop 

into critical and empowered citizens” (Nieto, 1992, p. 222).  In a multiethnically rich 
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society, a proper education should account for the diversity of the student body and 

compensate for ethnic distinctiveness accordingly.   

 

The roots of multiethnic education 

Before encroaching on educational reform and infusing multiethnic education into 

the curriculum, it is appropriate to assess the historical development of the ideology 

hitherto.  Developing a historical awareness of the societal and curricular progression will 

properly guide the reconstruction of a multiethnic curriculum.  Originally, multiethnic 

education sprouted during the social movements of the 1960’s, rooted in social protest, 

emancipation and social change.  The advancement voiced the struggle against 

oppression and forged the groundwork for a future working toward social justice (Sleeter, 

1991, p. 22-23).   

Nieto affirmed that the discipline has impressively developed since its modern-

day reappearance in the early 1970’s.  She provided that past decades reveal how the 

movement has drastically increased pluralism in schools and communities, committed to 

teacher programs focusing on diversity, and produced numerous scholars who have 

devoted their efforts to multiethnic research (Nieto, 1996, p. vii).  Although the 

movement has recently been alleged as a passing fad, the educational atmosphere has 

strengthened the discipline and is building towards a brighter future, grounded in reliable 

theory and research. 

Theoretically, multiethnic education is structured as a response to the social 

movements of the 1960’s, but a practical application of the discipline reveals multiethnic 

education is rooted in the home and community.  “For most people, multiethnic education 
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begins in the home, long before they enter school” (Cortés, 1981, p. 25).  At its most 

basic structure, multiethnic education is built upon family, neighborhood and community 

dialogue.  This, “Citizen participation is, theoretically, fundamental to American 

democracy” (Grant, 1979, p. 117).  Such democratic participation is initially activated in 

the home and community.  The ability to foster multiethnic involvement in the 

community is of key importance to the discipline.  “Knowing more about these issues and 

about how to understand and live with each other directly affects the quality of our lives 

as individuals and as a nation” (Dilg, 1999, p. 98) The quality of our national identity and 

the future of multiethnic education is dependent on the level of contribution and 

activation of multiethnic education in schools and the community. 

 

The goals and objectives of multiethnic education   

The preceding analysis communicates a sweeping explanation of the basic 

principles of multiethnic education and the ideology’s historical development.  In greater 

examination, advocates of multiethnic education further emphasize the need for goals and 

objectives to be clarified. 

 The role of multiethnic education among Anglo-centric schools is to broaden the 

worldviews of its participants.  Howard stressed it is necessary to “enable students and 

processionals to become aware of just how unrepresentative and atypical their social 

reality is, and to encourage them to become actively engaged in learning about and 

learning from the many different cultural heritages that make up America” (Howard, 

1981, p. 119).  Once the level of consciousness in academia is elevated, the goals and 

objectives of multiethnic education may be actualized.   
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Multiethnic education is an ideology comprising goals and objectives on many 

fronts; theorists often interpret the cornerstones of multiethnic education through 

different lenses.  Ultimately, these perspectives all contribute to the overarching 

principles of the ideology.  For example, the Association for Supervision and Curriculum 

Development (ACSD) listed the essential goals of multiethnic education as: 

“Recognizing and prizing diversity, developing greater understanding of other cultural 

patterns, respecting individuals of all cultures, and developing positive and productive 

interaction among people and among experiences of diverse cultural groups” (Howard, 

1981, p. 127).  Likewise, Grant and Sleeter (1989) declared the ideological cornerstones 

as: “promoting an understanding and appreciation of America’s cultural diversity, 

promoting alternative choices for people regardless of race, gender, disability, or social-

class background, helping all children achieve academic success, and promoting the 

awareness of social issues…” (p. 144).  The perspectives of both the ACSD and Grant 

and Sleeter illustrated the basic principles of the ideology.  

The reduction of ethnic and cultural encapsulation, another key goal of 

multiethnic education, allows students to clearly identify with their own culture.  Those 

who view the world through a restricted lens are denied a full understanding of the 

human experience and are ethnically and culturally encapsulated.  “The multiethnic 

curriculum seeks to help individuals gain greater self-understanding by viewing 

themselves from the perspectives of other cultures” (Banks, 1987, p. 28).  Cummins 

suggested that students who are capable of collaborating with others in the democratic 

pursuit of social justice; and who see themselves as members of a global community with 
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shared economic, scientific and environmental interests, have developed respect both for 

their own cultural identity and for the identities of others (Cummins, 1991, p. xix). 

 It is essential to approach multiethnic topics and the dimensions of American 

society from numerous angles.  As ethnic and cultural groups respond differently to 

societal issues, Banks (1987) reasoned that one of the goals of multiethnic education 

“should be to change the basic assumptions about what ‘American’ means and to present 

students new ways of viewing and interpreting American society, literature, music, and 

art” (p. 25-26).  If the ideology is supported by less authoritative ambitions, the 

curriculum reform will not fully actualize its potential.  Likewise, another significant 

intention of the multiethnic curriculum is to present students with ethnic and cultural 

alternatives (Banks, 1987, p. 28).  

 When providing ethnic and cultural alternatives, students will often scaffold their 

experiences creating a sturdy foundation of societal understanding.  The interpretations of 

Cox and Ramirez revealed that providing ethnically and culturally diverse situations 

prompt students to expand their level of ethnic and cultural comfort.  The ideologists 

indicated two major goals of multiethnic education as “providing learning situations that 

reinforce the individual’s preferred or familiar ways of learning,” and “helping students 

become more comfortable and successful functioning in situations and ways that he or 

she has not previously experienced” (Cox & Ramírez III, 1981, p. 63-64).   

 Banks also promoted experience as a major component of multiethnic education, 

but he suggested that the ultimate goal is to reform the total educational environment.  In 

doing so, all ethnic groups will be able to experience equal educational opportunity 

(Banks, 1987, p. 29-30).  Modifying the entire educational environment needs to result in 
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a reflective representation of the multiethnic American society.  “This includes not only 

studying ethnic cultures and experiences, but also making institutional changes within the 

school setting so that students from diverse ethnic groups have equal educational 

opportunities and the concept of ethnic diversity is encouraged” (Banks, 1987, p. 29-30).  

This sweeping recommendation endeavors to provide students with the “skills, attitudes, 

and knowledge” needed to function within ethnically diverse cultures (Banks, 1988, p. 

36). 

 The overarching goals and objectives of multiethnic education are easily 

broadcasted—defining the skills and attitudes needed at the root of school reform 

requires greater understanding.  Assuming multiethnic education is embraced and 

pedagogical reform saturates school ideologies, the specific aptitudes of students and 

teachers will determine the efficacy of systemic refinement.  Banks established that 

cross-cultural competency is one of the key attributes and goals students should strive to 

achieve.  This competency allows students to responsibly function within “their own 

ethnic culture, the universal American cultures, as well as within and across different 

ethnic cultures” (Banks, 1981, p. 105).  Other specific attributes and goals of multiethnic 

education include decision-making and social action skills.  The multiethnic curriculum 

should develop the capacity for students “to make reflective decisions on issues related to 

ethnicity and to take personal and public action to help solve the racial and ethnic 

problems in our national and world societies” (Banks, 1987, p. 27).  Responsible societal 

solutions will be formulated by “an active and informed citizenry capable of making 

reflective personal and public decisions” (Banks, 1987, p. 27-28). 
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These specific skills will transform and empower the school curriculum, 

ultimately supporting the collective goals and objectives of the multiethnic education 

ideology.  It is imperative to consider that the preceding goals and objectives of 

multiethnic education in democratic American schools and communities are the goal and 

seldom the reality.  In response to the theoretical limits of the multiethnic education 

ideology, Nieto (1999) firmly specified, “If it is our goal to create safe, inclusive, and 

powerful learning communities that lead all students to high levels of achievement, then 

differences need to be faced honestly” (p. xii).  These goals and objectives need to be 

seriously considered and openly discussed so that the total school environment may be 

reformed—or at least responsibly revolutionized. 

 

Multiethnic education activated in the national community   

The preceding framework has explained the essence of multiethnic education and 

the goals and objectives of the ideology.  The next step in evaluating the potential of 

multiethnic education in American society is to explore its principles in action.  The 

following approach will provide insight into how multiethnic education may be best 

realized and applied to meet student and school needs. 

As with all reconstructive agendas, a clear plan of action is necessary to 

successfully implement a multiethnic curriculum.  Mary Kalantzis and Bill Cope declared 

that to be effective, multiethnic education, “needs to be more active.  It needs to consider, 

not just the pleasure of diversity but more fundamental issues that arise…” (Alford, 1999, 

p. 141).  Simultaneously, Battle Vold, Ramsey and Williams (1989) suggested that an 

approach infusing multiethnic education into a school curriculum would require the total 
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dedication of teachers and administrators.  Vold contended that a colossal movement of 

such magnitude must allow for: “continuing attention to refinement of multicultural 

educational programs, curricula, and teaching strategies, infusion of teacher education 

programs with a multicultural perspective, and pursuit of research that qualitatively (as 

well as quantitatively) studies the effectiveness of multicultural education” (p. 157).  This 

advancement should activate multiethnic education in the American school culture, 

promoting a healthy national identity that reflects the cultures, values and goals of the 

national community. 

Affirming the existence of an American national identity does not suggest all 

Americans are identical or must adopt Americanized characteristics.  In action, 

multiethnic education will genuinely identify with a distinctively unified American 

culture.  Burger (1973) reviewed that “the more one assimilates, the more he crushes 

ethnic pride and specialization.  The more he separates, the more he can be accused of 

prejudicial discrimination” (p. 8).  Consequently, it is imperative to provide students with 

the opportunity to “develop clarified, reflective and positive ethnic and national 

identifications” (Banks, 1988, p. 45).  An effective multiethnic curriculum considers 

cooperative solutions to global problems.  This lens encourages students to develop 

“global identifications and the knowledge, attitudes, and skills needed to become 

effective and influential citizens in the world community” (Banks, 1988, p. 45).   

While the multiethnic curriculum activates student identification on the ethnic, 

national and global levels, “the effective citizen in a democratic nation-state has a 

commitment to the overarching and shared national values and the skills, competencies, 

and commitment to act on them” (Banks, 1988, p. 137).  Students will respond to 
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democratic responsibilities and actively entertain social and political action.  Such action 

will transform a multiethnic school into a democratic institution that encourages social, 

economic and cultural democracy.  Effectively, an active multiethnic education will care 

and act “in ways that will develop and foster a democratic and just society… (Banks, 

1991, p. 140)” (Dilg, 1999, p. 75). 

 

Multiethnic education in a transforming society 

Progressing with a sound theoretical understanding of multiethnic education and 

having activated its objectives, the success of the ideology rests with its ability to adapt in 

a constantly changing society.  The multiethnic educational movement has developed 

since its disciplinary establishment in the early 1960’s, and it continues to operate as a 

transforming ideology. 

 In his analysis of societal change, Blumenberg (1981) proclaimed, “In a society 

increasingly fragmented and beleaguered, in a world that becomes more interdependent 

each day, it may well be that the promotion of human understanding is the most pressing 

(and basic) of priorities for educators” (p. 182).  Recognizing the current American social 

condition will reveal the readiness for multiethnic education to increase social cohesion 

and national unity.  Unfortunately, multiethnic education cannot be actualized in a 

vacuum—it must be experienced in its personal, social, historical and political context 

(Nieto, 1992, p. xxiii).  Multiethnic education is an appropriate way to allow students to 

develop the attitudes, values and commitments needed to effectively and responsibly 

experience the personal, social, historical and political arenas of society (Banks, 1988, p. 

150).   
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These characteristics and attributes will allow students to catch up with the 

transforming societal pressures and struggles.  Likewise, many proponents of multiethnic 

education suggest the total school environment must pull alongside the changing and 

democratically focused American society.  Systemic and pedagogical efforts must 

support revitalized student perspectives.  “In effect, the entire ‘culture’ of the school must 

be changed if the impact of multicultural education is to be felt, including curriculum and 

materials, institutional norms, attitudes and behaviors of teachers and other staff...” 

(Nieto, 1992, p. 253).  When such a democratic, multiethnic curriculum saturates school 

principles, equitable and capable alternatives will respond to student needs and result in 

socially responsible activation and engagement (Nieto, 1992, p. 222). 

Will American schools ever abandon fundamental theories and pedagogies, 

allowing education to accommodate for and parallel contemporary societal conditions?  It 

seems that society cannot assume that the collective partnership of American educators 

and administrators will initiate a multiethnic educational reform.  However, society is 

desperately anticipating academia to renovate its structural perspectives.  Howard (1981) 

proclaimed society can no longer “afford to perpetuate an Anglo-dominated notion of 

what it means to be a human being in the twentieth century” (Howard, 1981, p. 118).  It is 

much easier to espouse educational reform than to enact beliefs, but the chief 

cornerstones of multiethnic curriculum renovation need to be urgently implemented.  

Consequently, the multiethnic educational discipline needs a shared vision. 
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Solidifying a shared multiethnic vision 

The multiethnic educational ideology has been defined. Its theoretical roots, goals 

and objectives, activation in a national community, and role in a changing society have 

also been explored, heightening the level of unification and vision necessary to approach 

an educational community primed for change.  To be successful, the multiethnic 

educational discipline is in dire need of a shared vision—a common theoretical lens—in 

which to approach and activate the American school system. 

First and foremost, it is necessary to identify the spectrum of theoretical support 

provided by multiethnic educational theorists, researchers and leaders.  The discipline is 

proposed as a viable alternative to current theory and pedagogy by some while others 

wholeheartedly interpret the ideology as the solitary solution to systemic reformation.  To 

believe that multiethnic education will consume all divisions of American academia in 

the immediate future is ignorant.  Realistic ideological sustainability must be identified 

and adopted.  Nieto (1992) assured,   

Multicultural education is not being proposed as a panacea for all educational ills.  
It will not cure underachievement, remove boring and irrelevant curriculum, or 
stop vandalism.  It will not automatically motivate parents to participate in 
schools, reinvigorate tired and dissatisfied teachers, or guarantee a lower dropout 
rate…As long as this is the case, no school program, no matter how broadly 
conceptualized, can change things completely (p. 207). 
 

Within the traditional, bureaucratic school systems that direct American education, no 

discipline will produce instantaneous and conclusive results.  At best, multiethnic 

education will begin the healing progress; it will not cure all educational woes—no 

discipline will.  “Assuming that multicultural education is ‘the answer’ to school failure 

is simplistic at best, for it overlooks important social and educational issues that affect 

daily the lives of students” (Nieto, 1992, p. xxiii-xxiv).   
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 However, by embracing multiethnic education as a realistic response to the 

current national narrow mindedness, the multiethnic education model can produce a 

powerful and constructive impact on the education of nearly all students.  A successful 

vision depends on the level of responsibility teachers and administrators invest in the 

ideology.  When academia firmly supports these concepts, the unified collaboration will 

successfully drive the multiethnic curriculum.  With this atmosphere and vision, Baker 

advised “teachers will have the necessary support system to ensure successful 

implementation.  Accordingly…the degree to which multiethnic education becomes a 

reality in our schools depends largely upon the attitude and behavior of the teacher” 

(Baker, 1981, p. 33).  The multiethnic vision is grounded in the mentality and enthusiasm 

of every teacher, administrator or school personnel.   

Ramsey (1998) concisely summed up the framework of a sound multiethnic 

vision, insisting the ideology “at its best supports the development of identity, solidarity, 

critical thinking, and liberatory action” (p. 3).  In the grand scheme of educational 

reformation, this proposed vision coordinated a joint perspective, setting the stage to take 

the first step in executing a responsible and comprehensive multiethnic curriculum.  

 

The next step in executing multiethnic education   

Many of the leading theorists at the forefront of multiethnic education publicize a 

total reformation of the existing school system to produce true, substantial change.  

However, if multiethnic education is truly adopted as the future vision of American 

education, realistic expectations must guide reformative efforts.   

 

2007 HICE Proceedings 
Page 440



 15

Quite simply, complete systemic restructuring, executing a sound multiethnic 

curriculum is unrealistic.  A responsible and calculated approach to infusing multiethnic 

education into American schools is paramount.  Fortunately, the desired destination and 

implementation of the multiethnic ideology has been clearly articulated.  As a result, the 

finish line at the end of the road to future multiethnic renovation is within sight and just a 

few steps away.  Yet, the question surfaces—what is the next step? 

Although the end goal is visible, the first step in systemic reform must originate 

from the discipline’s current location and situational posture. 

Keeping in mind the American public school system is generally controlled by 

leaders in the business and professional communities, it is consistent to assume that 

schools mirror similar values, structures and attitudes.  “Schools do not exist in a 

vacuum.  They are social institutions that reflect the values and goals of the social 

systems of which they are a part” (Banks, 1988, p. 148).  If social institutions emulate 

social systems, a new level of awareness must be adopted by all, especially decision-

making individuals. 

 While many theorists suggest transforming the entire school system and 

environment, the necessary first step to positive ideological change modifies the previous 

perspective, recommending the renovation of the entire academic attitude.  A 

revolutionized attitude adjustment will encompass all institutional and curricular 

components.  For example, this new attitude will uplift and revitalize “curriculum and 

materials, institutional norms, attitudes and behaviors of teachers and other staff, 

counseling services, the extent to which parents are welcome in the school, and the 

relationship of the school to the community” (Nieto, 1992, p. 253).   
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For multiethnic education to genuinely stimulate change, all national citizens and 

participants in academia must completely invest in the cause.  Sleeter (1991) utilized 

Ashcroft’s explanation of physics to explain the potential ability of our nation’s citizens.   

‘A distinction is made between potential energy, which is stored and latent, and 
kinetic energy, which is in use and active.  This transformed kinetic energy 
science calls power’ (p. 149).  To the physicist, energy is never powerless: it is 
either latent or active.  Similarly, oppressed people do not lack power, but are not 
mobilizing their power as effectively as possible (p. 16). 
 

American educational leaders and citizens are competent and capable of enacting 

substantial change.  However, the national public needs to become energized, 

transforming potential energy and aptitude into action. 

Conservative expectations will best ease such a transition, empowering citizens 

and leaders to successfully build upon a solid foundation.  Capitalizing on the preexisting 

multiethnic resources within the current school system is of chief importance.  It is 

pointless to blaze a new trail when trial and error has already produced significant 

ideological progress.  Multiethnic curricular efforts have already gained support and 

established a sound foundation—the movement has snowballed for approximately forty 

years.   

 One of the most important current reformative trends is the training of educators 

who are conscious of the ethnic and societal challenges facing America.  Competent and 

capable teachers who radiate a positive attitude and energy will infect school districts, 

spreading multiethnic perspectives and awareness.  Grooming such teachers is of 

supreme importance.  “Teacher education institutions can perpetuate a cycle of 

empowerment which begins with their advocacy of a model of teaching that presents 

professional candidates who are competent in representing the needs and aspirations of an 
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increasingly diverse school population” (Martin, 1991, p. 297).  Once schools use 

teachers that facilitate a multiethnic education, updating traditional curricular content and 

pedagogies will be the next step in ideological transformation.  “Multicultural education 

means finding and using culturally, multicultural, and linguistically relevant materials in 

developing student’s basic skills.  It also means using a variety of approaches, from peer 

tutoring to dramatizations, in instruction” (Nieto, 1992, p. 262).  Installing a sound 

multiethnic curriculum, supported by appropriate pedagogies will strengthen the progress 

of multiethnic reformation.   

 These actions and dedications will undoubtedly qualify the validity of multiethnic 

education.  However, even if multiethnic educational reform begins to saturate State 

legislation and individual school districts, a change of such magnitude will take a long 

time, requiring a steady, deliberate pace.  As the gradual effects of multiethnic education 

begin to extend and infect all corners of American academia, the general public must 

actively perpetuate its transformative trends. 

 American citizens must ignite the reformation process.  In raising the level of 

multiethnic awareness, utilizing current resources, and educating teachers and 

administrators, the nation must take it upon itself to encourage the ideological reform.  

Simply stated—American citizens and supporters of the American educational system 

must do something.  Though ambiguous, each American citizen can make a contribution.  

Engaging multiethnic dialogue in new arenas, rallying support and giving each member 

of society a voice will contribute to a collective surge that will consume American 

educational standards and beliefs. 
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Complementing such perspective, this ideological synthesis finds that the greatest 

opinion shared by leading theorists is to positively impact the education of more students.  

Howard (1981) contended the “central thrust on multiethnic education has not been made 

available to the vast majority of student’s in our nation’s schools, namely, those who 

attend schools serving predominantly White student populations” (p. 117-118).  To be 

most successful, all individuals need to be included in the ideological conversations and 

the reformation process.  This is seldom an easy endeavor.  Many ethnic groups or 

individuals are resigned to their communities, uncertain that their involvement will make 

a difference.  Susana Merrimee identified the struggle for ethnic groups to be heard.  

“’When I come across the word [multiculturalism in the curriculum],’ she wrote, I see 

different kinds of ethnic groups struggling for power.  I see tension.  I see the winners, 

and I see those who are defeated.  How do we ensure the silent ones can have a voice?” 

(Daniels, Kathy, Elizabeth Radin Simons, Junia Yearwood & Darcelle Walker, 1999, p. 

143)   

Ethnic groups are often formally uneducated about their cultural heritage, 

suffering from societal pressures to assimilate into mainstream interaction.  Only when 

all ethnicities of society are aware of their own identity, will the nation be able to 

appreciate the diversity of which it is composed.  Banks (1988) supported this approach, 

stressing, “When individuals are able to participate in a variety of ethnic cultures, they 

are more able to benefit from the total human experience” (p. 33). 

The total human experience has not yet been achieved.  Multiethnic education 

aims to broaden the current systemic beliefs to include all individuals in the learning 

experience.  By elevating the level of multiethnic awareness and transforming current 
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perspective into a radiant, optimistic attitude, actualizing the goals and objectives of the 

multiethnic ideology is attainable.   

To not take the next step in transforming American education will be a disservice 

to its educational progress.  Dilg (1999) bluntly stated, “Not to take up this challenge and 

not to avail ourselves of the resources to make it possible is to cut ourselves off from one 

of the great learning opportunities before us for the twenty-first century” (p. 98).  The 

ability to adapt multiethnic education to the current transforming educational standards 

and pedagogy will markedly define America’s national solidarity, academic aptitude and 

democratic responsibility.   
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Abstract: Early in his career, Minnesota’s James Rest developed the  
Defining Issues Test (DIT) as a measure of the level of ethical thinking  
used by individuals based on Kohlberg’s six stages.  As a paper-and-pencil 
instrument it avoided the more cumbersome methods usually used by  
Kohlberg and his associates.  In the early 1990’s Bush and his associates  
developed a derivative of the DIT to investigate ethical reasoning about  
computer use, Ethical Dilemmas in Computing Test (EDICT).  This paper 
will describe a study in which two forms of the assessment were used in  
a Solomon Four Group pre- and post- test design to examine the  
effectiveness of a brief intervention based on role-taking and group  
discussion of computer professional dilemmas. 
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* Mission 
~For the past sixteen years I have implemented my personal advisory council of students.                     
~The mission of the council is to advise me on (1) my classroom teaching and learning, and (2) my 
personal/professional support for student growth and development outside the classroom: conversations, 
advising, counseling.  
~Student advice has impacted my teaching in (1) content, (2) methods, (3) evaluation/ assessments,  
(4) dispositions. 
 
 
* Power 
~ This is an advisory council of students that give me advice. It is NOT a board that tells me what to do.  
~The advisory council meeting is facilitated and documented by students. These students are identified by 
the council. 
~ The agenda is developed by me and one student, usually a student who has been selected by the council 
to serve as facilitator. 
~During the process of the student analysis of the evaluations, I am not allowed to speak. If I feel a need 
to speak (this has never occurred), I may raise my hand but the facilitator is not required to call on me.  
~ After all student analysis/discussion is completed, I am allowed to ask questions, make comments, offer 
clarifications if needed. 
 
 
* Structure 
~Students from each class section are invited to volunteer; one to three students from each section are 
identified. Meetings are held once per semester and/or once per school year. 
~ The agenda includes (1) my report on what I have done with their advice since the last meeting 
(accountability), (2) student analysis of student evaluations (what’s working/what isn’t working), (3) my 
questions/comments stimulated by their advice.  
~A student may serve as long as s/he remains as a student in the University. 
~ Council meetings are limited to two hours. 
~The physical design, usually a circle, allows all students to see each other. I sit outside the circle until 
the third item on the agenda.  
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* Resource 
~Students are the primary resource in this process. Over fifty students have served. 
~ An orientation is provided for new members prior to the meeting of the council. 
~ The ideal number of students participating in the process is six to twelve. 
~ Name plates for each student are provided; food is provided such as snacks, pizza, soda.  
~Supporting materials include a compilation of all student evaluations of my teaching. The compilation 
includes a statistical analysis of student responses, as well as a listing of all student comments under each 
section of the evaluation.  This is prepared by our office staff. 
~Meeting notes, i.e., student analysis/comments/discussion of the meeting are distributed to students prior 
to the following meeting along with the agenda of the meeting. 
~I prepare a report including (1) advising I have implemented and results; (2) advising I have not 
implemented, explaining why the advice was not implemented.  
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Abstract 

The purpose of this work was to provide an historical perspective on building coalitions 

in order to educate and assist individuals, concerned groups, committees, organizations, 

professionals associations and corporations to maximize resources in efforts to exert 

influence relative to legislative and executive proposals that affect the education of 

children and young adults.  All affected by legislative and executive policy have the 

obligation to participate in the development of said policy. This country’s greatest asset 

relative to national defense is an educated population. That population must exercise its 

right to vote in formulating philosophical parameters for the servants of the public, 

elected officials. An examination of the political efforts of coalitions relative to the period 

from 2005 to the California statewide election of eighty assembly members, twenty State 

Senators, and one Governor were highlighted. 
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Benefits of Establishing Education Coalitions n critical Issues in the Political Arena 

Education Policy and Leadership 

Purpose of Paper 

 The purpose of the work was to assist stakeholders relative to maximizing effort 

in exerting influence on elected officials to benefit the education of all children and 

young adults. The work examined nature of the legislative process in creating enactments 

that affect the environment conducive to student achievement. Do those professionals 

affected by legislative policy have the obligation to participate in the development of said 

policy? Creating collaborations among stakeholders’ influences elected officials relative 

to making something happen of great benefit as opposed to catering to selective special 

interest groups. 

Importance of Topic 

 The citizens of the largest state in the Union direct their focus towards the state 

capitol for two reasons: because they want to make something happen, or they want 

prevent their elected officials from taking action. Unfortunately, many state elected 

officials never hear from their constituents, and thus their inactions and practices are 

indirectly condoned. Special interest advocates have played a role relative to state 

legislative enactment in excess of a half–century. The California Legislature is comprised 

of forty state senators (elected every four years) and eighty assembly members (elected 

every two years). The governor and the Legislature created a 117 billion dollar budget for 

the 2005/2006 fiscal year. The majority of these revenues are set aside for public 
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education, kindergarten to operation of higher education (the University of California, the 

California State University and community college districts). 

 In the history of public education, schools have been provided with oversight 

from a locally elected board of trustees. These individuals, your neighbors have two 

major responsibilities: to select a chief executive officer (a superintendent, president, 

and/or chancellor) and adopt a proposed annual budget as presented by the chief 

executive officer.  

 Trustee members are agents of the state, chosen in a manner so prescribed in 

accordance with constitutional and statutory provisions. The board of trustees exists only 

as a body, apart from its individual membership. Its authority is as a whole or majority. 

Prior to the passage of Proposition 13 (the Jarvis-Gann property-tax initiative) in 

1978, the board of trustees had the power to generate revenue via local property taxes in 

order to adopt the education program relative to dollars invested for the fiscal year. The 

passage of Proposition 13 removed the power to generate revenues from local trustee 

members and transferred said power to the legislature and the governor.   

The Constitution of the State of California includes mandates requiring the 

Legislature to provide an effective system of public education, free of tuition charges and 

equally open to all. The State Legislature has “plenary” (absolute) power. Financial 

support for public education is based on State legislative enactment. The power of the 

“purse” is located in the State Capitol. Educational reform prior to and after No Child 

Left Behind will come from the State Capitol. A Legislator primary objective is---to be 

reelected. The California State Legislature consists of 40 State Senators and 80 Assembly 

members.  
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Knowledge of the legislative process, “How a Bill Becomes Law” is imperative 

for each member of the board of trustees, every classroom teacher and other professionals 

who are advocates for children and young adults.  

If those who have a stake in public education for this Nations’ most valuable 

resource ever got their collective act together, the vast majority of elected officials could 

not withstand the political pressure exerted.  

It is time for the sleeping giants in the political arena to be awakened. 

Rationale for Choosing Topic 

 In the California organization of government, the most influential branch is not 

the executive, legislative nor the judiciary, but the citizens of the State.  The State 

Constitution guarantees its citizens the right to make basic decisions themselves through 

the initiative, referendum and recall, methods to provide for direct democracy as opposed 

to the usual manner through elected representatives.  

On November 8, 2005, the citizens of the State of California voted to reject 

Proposition 74, Proposition 75 and Proposition 76. Two of the three propositions were 

the Governor’s Initiatives (Proposition 74 and Proposition 76). Proposition 75’s author 

admitted he was urged to file this measure by a top aide to the Governor. 

 Proposition 74 mandated that teachers must complete five years of satisfactory 

service prior to being granted tenure (instead of two years as granted by the Hughes-Hart 

Act of 1983). 

 Proposition 75 mandated that public employee associations or unions must 

receive advance permission to spend members’ dues on political activities. 
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 Proposition 76 mandated that spending growth would be limited and the Governor 

could impose mid-year budget cuts if the Legislature fails to act.  

 Proponents and opponents of each proposition spent millions of dollars. The 

outcome was decided by the electorate on November 8, 2005. One item was a certainty; 

the concerted effort or advocacy played a significant role on November 8, 2005. 

The impact of the decision render at the polls in November 2005 against the Governor’s 

proposals may be further demonstrated shortly after the California elections of eighty 

assembly members, twenty (one-half of the Senate) State Senators, and the Governor, the 

first Tuesday in November 2006. How those elected officials “lined up” in support of or 

opposition to the Governor’s practice in the past twelve months may change the political 

landscape for the forthcoming legislative session.  
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Review of Political Efforts 

 On June 13, 2005, California Governor Schwarzenegger called for a special 

election to bring reform to the largest state in the Nation. In a live address to Californians 

from the Ronald Reagan Cabinet Room in the State Capitol, the Schwarzenegger stated, 

“When I was elected governor I said I would put California’s financial house in order and 

reform a government that no longer listened to the people.” 

 In his annual State of the State speech in January 2005, Schwarzenegger indicated 

that if the (State) Legislature did not act on reforms this year, the people of California 

would through the initiative process. 

 Despite the complexity of state government, the vast majority pressure applied to 

the kingdom of Sacramento falls on relatively few people-the governor and his top aids; 

and the 120 members of the Legislature. The majority of the decisions directly affecting 

the public are made by the Legislature in conjunction with the governor. 

 The review of events consisted of three categories. All practitioners were briefly 

introduced on how a measure (a proposal to the Legislature) becomes law. The second 

category reviewed California’s choice: Propositions 74, 75 and 76. Category three 

established the usual methods to advocate in the political arena. 

How a Measure Becomes Law 

 The role of the Legislature is to solve the problems of the state by the passage of 

laws, through the appropriations of funds, and through the confirmation or rejection of 

the governor’s appointees. Legislation takes various forms, but most measures become 

statute after approval from both the Assembly and Senate and have been signed into law 

by the governor (Political Action, 1995).  
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 The legislative process is quite complex, with many players involved and 

numerous opportunities to affect a measure before it becomes state enactment. Through 

these creative collaborations, more so than individuals, seeking to get something from 

state government-or preventing something from happening-usually focus their attention 

on the Legislature (EdCal, August 1, 2005). 

  As indicated in California Journal’s Political Action Handbook (1995), all 

measures start as an idea from legislators, their committees, governor, all agencies, 

special interest groups (lobbyists) and citizens. A formal copy of the measure is prepared 

by the Legislative Counsel. A senator or assembly member submits introduction of the 

measure. It is numbered (as a Senate or Assembly Bill) and read for the first time, 

assigned to a committee by the Senate or Assembly Rules Committee and printed.  

 Once assigned to a committee in the house of origin, testimony is taken from the 

author(s), proponents, opponents, typical actions include, but are not limited to: do pass; 

amend and do pass; no action; hold in committee, which is death to the measure; amend 

and refer to same committee; refer to another committee, and/or send to an interim study. 

Measures with any fiscal implications are referred to the fiscal committee in the 

respective house of origin. Measures provided with do-pass recommendations are read a 

second time and place on file for debate. During floor debate, measures are read a third 

time and debated. Non-fiscal measures need 21 votes in the Senate and 41 votes in the 

Assembly for passage. For urgency and measures with fiscal implications, 27 senatorial 

and 54 assembly votes are required or the measure is defeated. Any member of the house 

of origin may seek reconsideration and a second floor vote. If passed, or passed with 
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amendments; the bill is sent to the second house (R. Wells, personal communication, 

May 2005). 

 Once a measure is moved to the second house, a bill from the house of origin is 

read for the first time and referred to committee by the Rules Committee. Within the first 

committee, protocol is identical to those in the house of origin. If the cleared by 

committee, the measure is read a second time and placed on the daily file, agenda for 

floor debate and a vote. While the measure is addressed on the floor, the procedures are 

identical to the first house. If the measure is passed without having been amended in the 

second house, it is sent to the governor’s desk. Resolutions are sent to the Secretary of 

State’s office. If amended in the second house and passed, the measure returns to the 

house of origin for consideration of amendments (R. Wells, personal communication, 

May 2005).  

 If necessary, resolution of two-house differences is addressed as follows: 

The house of origin decides whether to accept the second-house amendments.  If 

the amendments are approved, the bill is sent to the governor. If the amendments 

are rejected, the bill is placed in the hands of a two-house conference committee 

composed of three senators and three assembly members. (Political Action, 1995) 

If the conferees fail to agree, the bill is defeated. If the conference committee provided a 

recommendation for the compromise (report), both houses vote on the report. If the report 

is adopted by both houses, the measure moves to the governor’s desk. If either house 

rejects the report, a second or third conference committee may well be formed. Twelve 

days after the governor receives a bill, it may be signed into law, allowed to become law 

without signature or veto. A vetoed bill returns to the house of origin for possible vote to 
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override the governor’s action. The override effort requires a two-thirds majority of both 

houses to override. Urgency measures become effective immediately after signing. All 

other measures are enacted the following January 1 (J. Nicoll, personal communication, 

May 2005). 

California’s Choice: Propositions 74, 75 and 76 

 As provided by the Bruce McPherson, California’s Secretary of State (August 15, 

2005), indicated the following, Proposition 74, Official Title and Summary:  Public 

School Teachers, Waiting Period for Permanent Status. Dismissal. Initiative Statute. 

• Increases length of time required before a teacher may become a permanent 

employee from two complete consecutive school years to five consecutive school 

years. 

• Measure applies to teachers whose probationary period commenced or after the 

2003-2004 fiscal year. 

• Modifies the process by which school boards can dismiss a permanent teaching 

employee who receives two consecutive unsatisfactory performance evaluations. 

The summary of the Legislative Analyst’s estimate of net state and local 

government fiscal impact indicates, “Unknown net effect on school districts’ costs for 

teacher compensation, performance evaluations, and other activities. The impact would 

vary significantly by district and depend largely on future personnel actions by individual 

school districts” (cited by the California Secretary of State, August 15, 2005). 

A brief history of California’s probationary period policies were noted as follows 

by McPherson (2005) in the Official Voter Information Guide: 

2007 HICE Proceedings 
Page 461



Education Coalitions   11 

From 1927 to 1982, California had a three-year probationary period. Over this 

time, probationary employees typically had at least limited legal rights to 

challenge dismissal decisions. The most recent major change to the state’s 

probationary policies occurred in 1983 when the probationary period was 

shortened from three years to two years. In addition, certain legal protections then 

afforded to probationary employees were removed. These policies remain in 

effect today. (McPherson, 2005)    

 According to the Alliance for a Better California (September 22, 2005) 

Proposition 74 was entitled the “Punish New Teachers Act.”  They so argue the 

proposition would do nothing to improve public education or deal with the real problems 

facing our schools.  The Alliance supporters stated, “It unfairly attempts to blame 

teachers for the problems in our public schools, ignoring the realities of underfunding, 

overcrowding, and lack of materials and resources needed for effective teaching and 

learning” (September 22, 2005). Furthermore, if the measure passes, new teachers would 

serve a five-year probationary period rather then the current two years, and would lose 

the legal right to have a fair hearing on their dismissal for a full five years. In September 

2005, the California Teachers Association (CTA) so indicated from their website: 

There is already a system in place to fire teachers who are not performing in the 

classroom. Existing law allows teachers to be fired for unsatisfactory 

performance, unprofessional conduct, criminal acts, dishonesty and conduct unfit 

for association with children, no matter how long they have been on the job. 

(2005) 
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San Francisco Chronicle editorial writer, Louis Freedberg said Proposition 74:  

Makes no sense at all when we need more than 100,000 new teachers to meet the 

needs of our students over the next decade, it makes no sense to enact law that 

will guarantee that we will never have enough qualified teachers to meet the 

demand. (cited by the Alliance for a Better California) 

According to EdSource, Clarifying Complex Issues (September 2005) reports: 

Proponents of the initiative claim that it will help districts dismiss ineffective 

teachers more expediently and economically. They say that extending the 

probationary period to five years allows districts more time  to observe teachers in 

the classroom and mentor struggling ones before determining whether to grant 

them permanent status….Proposition 74 would also simplify the current process 

for permanent teachers, which proponents say is time consuming and can take up 

to two years. They also say that districts often face significant administrative and 

legal costs if they want to release a permanent teacher, with costs that can range 

from thousands to hundreds of thousands of dollars. These factors can deter a 

district from dismissing a veteran teacher. In lieu of dismissal, some school 

districts may transfer underperforming teachers to other schools or to a position in 

which they have contact with fewer children. Proponents say that while the 

process for removing a permanent teacher is streamlined under Proposition 74, 

teachers’ due process rights-including clear documentation, a hearing before an 

impartial judge, and appeal rights-are still protected. (EdSource, 2005)  

Proposition 74 was defeated on November 8, 2005: 

Yes 2,995,550   Percent 44.8%  No 3,678,563 Percent   55.2% 
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 Proposition 75, official title and summary as provided by California’s Secretary of 

State, Bruce McPherson: Public Employee Union Dues. Restrictions on Political 

Contributions. Employee Consent Requirement. Initiative Statement. 

• Prohibits the use by public employee labor organizations of public employee dues 

or fees for political contributions except with prior consent of individual public 

employees each year on a specified written form. 

• Restriction does not apply to dues or fees collected for charitable organizations, 

health care insurance, or other purposes directly benefiting the public employee. 

• Requires public employee labor organizations to maintain and submit records to 

the Fair Political Practices Commission concerning individual public employees’ 

and organizations’ political contributions. 

• These records are not subject to public disclosure. 

The summary of the Legislative Analyst’s estimate of net state and local  

government fiscal impact, “Probably minor state and local government implementation 

costs, potentially offset in part by revenues from fines and/or fees” (cited by the 

California Secretary of State, August 15, 2005).   

 The Alliance for a Better California (September 22, 2005) provided that 

Proposition 75 is a deceptive measure put on the ballot by big corporations and out-of- 

state billionaires who support Governor Schwarzenegger’s destructive agenda for 

California. The proposition unfairly targets deputy sheriffs, firefighters, nurses, police, 

teachers and other public employees with restrictions that do not apply to other groups or 

corporations, which regularly spend shareholder money on politics without permission. 

Proposition 75 is designed to reduce public employees to respond when politicians would 
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attempt to harm public safety, health care and education, effectively clearing opposition 

to the Governor’s perspective annual budget reductions for these agencies.  

 Proponents for the proposition included, but were not limited to Californians for 

Paycheck Protection and Small Business Action Committee. Both of these groups urge 

the yes vote in order to “Stop government employee union bosses from spending their 

members’ money on political campaigns without getting their written consent” 

(Continuing the Republican Revolution, September 2005).  

 Former California Governor, Pete Wilson, in his Tuesday October 18, 2005 

address to the Orange County Lincoln Club, explained the Proposition 75: 

Is by far the most important matter before the voters. Currently, public-sector 

unions can take money without the consent of union workers and spend it not only 

on collective-bargaining activities but also on political causes. That is what 

funding the months of hit ads on Governor Schwarzenegger.  Currently, if an 

employee objects to the union’s left-wing agenda, he or she must opt out-a 

difficult and intimidating process for quitting the union. Even after opting out, the 

former union member must still pay most dues. Proposition 75 would do a simple 

thing: force unions to ask for money, not just take it. It is a matter of survival for 

the state’s taxpayers. Since 2000, the unfunded liability of the State pension fund 

system has increase 1,600 percent, Wilson explained, as the unions have used 

their forcibly taken dues to intimidate politicians into supporting unsustainable 

pension spikes. (Wilson, October 2005) 

Wilson continued by indicating that the number one principle of the union is growth of 

the government. If the government grows…guess what? “The membership of the union 
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grows and so does the power of the union bosses.” Wilson stated, “Proposition 75 is a gift 

that will keep on giving to those who don’t wish to sit by and watch the march to 

socialism” (October 2005). 

 The Alliance for a Better California indicated:  

Supporters of Proposition 75 are not for workers rights. They are using that as a 

smokescreen to push their real agenda. They are against the minimum wage, 

against strengthening employee health care and against the eight-hour workday. 

And they support cuts to education, health care and oppose retirement security. 

Individual workers won’t have more choices under Proposition 75; they will have 

less privacy as workers who participate in political efforts will have to file a 

government form every year. (Alliance for a Better California)    

Proposition 75 was defeated on November 8, 2005: 

Yes 3,101,680 Percent  46.5% No 3,565,984 Percent  53.5% 

 California Secretary of State, Bruce McPherson provided the following relative to 

Proposition 76: State Spending and School Funding Limits. Initiative Constitution 

Amendment. 

• Limits state spending to prior year’s level plus three previous years’ average 

revenue growth. 

• Changes state minimum school funding requirements (Proposition 98); eliminates 

repayment requirement when minimum funding suspended. 

• Excludes appropriations above the minimum from schools’ funding base. 

• Directs excess General Fund revenues, currently directed to schools/tax relief, to 

budget reserve, specified construction, debt repayment. 
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• Permits Governor, under specific circumstances, to reduce appropriations of 

Governor’s choosing, including employee compensation/state contracts. 

• Continues prior year appropriations if state budget delayed. 

• Prohibits state special funds borrowing. 

• Requires payment of local government mandates.  

Summary as provided by the Legislative Analyst’s estimate of net state and local  

government fiscal impact: 

• The provisions creating an additional state spending limit and granting the 

Governor new powers to reduce spending in most program areas would likely 

reduce expenditures relative to current law. These reductions also could apply to 

schools and shift costs to other local governments. 

• The new spending limit could result in a smoother pattern of state expenditures 

over time, especially to the extent that reserves are set aside in good times and 

available in bad times. 

• The provisions changing school funding formulas would make school and 

community college funding more subject tot annual decisions of state 

policymakers and less affected by a constitutional funding guarantee. 

• Relative to current law, the measure could result in a change in the mix of state 

spending-that is, some programs could receive a large share and others a smaller 

share of the total budget. 

The Alliance for a Better California so described Proposition 76 as: 

The Cut Schools Funding Act…It slashes funding for our public school system, 

cutting nearly $4 billion every year, or $600 per student. It even overturns the 
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voter-approved Proposition 98, eliminating the minimum funding guarantee for 

education. This will lead to more overcrowded classrooms, teacher layoffs, and 

fewer textbooks and classroom materials. It also cuts funding for cities and 

counties, cutting police and firefighters, as well as local health care that protects 

children and the elderly. That means fewer police on the streets and fewer 

firefighters able to respond to emergencies. These local government cuts mean 

that community clinics relying on county funds could be forced to shut down, and 

that county hospitals would also be more at-risk for closing. This initiative also 

undermines our democratic system of checks and balances by giving the governor 

awesome new powers without any oversight. (September 22, 2005) 

Senior editorial writer and columnist for the Orange County Register, Steven  

Greenhut, on October 23, 2005 described Proposition 76 as: 

Another crucial aspect of the governor’s agenda, this modest measure falls short 

of the needed hard spending cap, but it does provide useful tools to end the over 

spending sprees engaged in by the previous governor. Proposition 76 limits 

growth in state government to average revenue growth in state government in the 

past three years, thus protecting against the tendency to spend onetime revenue 

windfalls on permanent programs. It loosens the absurd school-spending 

requirement that is crowding out other forms of spending, lets the governor 

unilaterally slash spending during a fiscal crisis, carries on the old year’s budget 

until a new one is approved, and provides more flexibility than the current system, 

which is hobbled by autopilot spending increases. The unions hate it, of course, 
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because it would slow the spending train. That’s a good-enough reason to support 

Proposition 76. (October 23, 2005) 

Proposition 76 was defeated on November 8, 2005: 

Yes 2,528,564 Percent  37.9% No 4,133,361 Percent  62.1% 

 Barbara E. Kerr, president of the 335,000-member of the California Teachers 

Association, released the following statement on November 9, 2005, relative to the 

successful defeat of Governor Schwarzenegger’s special interest initiatives, Proposition’s 

74, 75 and 76: 

The real winners today are the students of California. By rejecting the governor’s 

special interest initiatives, California voters proved once again that improving 

public education and providing funding to our schools remains their top priority. 

It’s time for the governor to keep his promises to our students by giving our 

schools the resources they need so all children can succeed. We are proud to have 

joined nurses, firefighters, police officers and all public employees in turning 

back these attacks. (CTA News) 

The California School Boards Association (CSBA) reported, California voters 

once again signaled their strong support for educational excellence in the results of the 

November 8, 2005 special election, forcefully rejecting a threat to the state’s minimum 

public school funding guarantees and rebuffing an ill-considered change to teacher tenure 

rules (CSBA, November 10, 2005). “We’re relieved that Californians saw Proposition 76 

for what it was: an attempt to eviscerate Proposition 98 and hand the governor new 

authority to make bigger education funding cuts in the future,” CSBA Executive Director 

Scott P. Plotkin stated after the election. 
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The California special election of November 8, 2005 cost the taxpayers $52.6 

million to hold. An estimated $71.3 million was raised in support for the Governor’s 

initiatives. Approximately $99.5 million was raised by the political action committees 

and concerned citizens who opposed the Governor’s efforts (California Secretary of 

State, Bruce McPherson). 

Political consultants, supporting or opposing the initiatives appearing on the 

November 8, 2005 ballot earned more than $14.1 million according to an Associated 

Press review of campaign finance statements filed with the California Secretary of State 

(cited by the Orange County Register, December 7, 2005). 

The Sacramento Bee reported on November 10, 2005, “Governor says he’ll take 

voters’ advice. Amy Chance, Sacramento Bee Political Editor reported at 3:44 p.m. 

Governor Arnold Schwarzenegger said Thursday, he got the message from voters loud 

and clear:  “work it out at the Capitol.” 

“So that’s exactly what we are going to do,” Schwarzenegger told reporters at an 

afternoon press conference. The Governor met with legislative leaders Thursday morning 

(November 10, 2005), where he indicated they agreed to work together in advance on his 

upcoming proposals for his January 2006, State of the State address (Chance, November 

10, 2005). 

What is ahead for public education, city and county health and protective service 

will be availed on or before January 10, 2006 by the Governor in his annual State of the 

State address. One can only speculate on the future, but before 1978, local control was 

the order of the day for public agencies.  
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 Prior to California’s Proposition 13 of 1978, the majority of funding for school 

and community college districts came from local taxes levied and collected by the local 

governing boards through the county treasurer/tax collector. Proposition 13, due to 

inaction of the California Legislature, transferred the main source of school funding to 

the State Capitol. Thus removing responsibility for generating revenue with support of it 

constituents, from the locally elected governing board of education. In essence, governing 

board members responsible for fiscal and program policy had diminished influence over 

factors that greatly affect their school or community college district. After the passage of 

Proposition 13, financial support for public education was based on state legislative 

enactment. Considering the political motivations of special interests in Sacramento, 

school finance has become, at best, risky business for school district fiscal administrators. 

If indeed, due to limited funding and boards of education retaining their political posture 

of keeping budget cuts furthest away from the classroom, the following scenario will 

remain in place. In order to maintain instructional programs, school and community 

college district business services division will share a disproportionate share of budget 

reductions. As in the past, it is a credit to school business officials that so few school 

community college districts have experienced major difficulties in remaining financially 

solvent (Bustillos, 1989, pp. 2-3).   

Advocating in the Political Arena 

 Based upon the  California Journals, Political Action Handbook, life as an elected 

official would be quite simple if all one had to do was reflect the views of the majority of 

voters back on the ranch or to vote exclusively on the merits of the measure. In the real 

world, however, most voters do not know or care about most issues, and conflicting 
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values compete in most elected officials. Many times an elected official has no perceived 

opinion about a measure, nor can they be expected to be an expert on all issues thrust 

upon them in the State Assembly, Senate, Governor’s office or the local council and 

boardrooms. Hence, the views and concerns of various groups and individuals are an 

important element of a decision to cast an “aye” or “nay” vote. Indeed, a critical 

component in many votes is the list of proponents and opponents that is sometimes 

attached to the analysis that accompanies a measure. Elected officials too often decide 

how to vote based on these lists as much as on the contents and merits of a specific 

measure (1995).  

 There exists no single method of the madness of advocating when working with 

elected officials. Some positions can be secured with hefty campaign contributions; other 

elected officials go out of their way to show their independence from their donors. Some 

elected official panic when they receive a handful of constituent letters on a measure; 

others can hardly be moved by a petition signed by thousand of registered voters. A 

number of elected officials take demonstrations seriously; others find them an invasion of 

their workspace. Some welcome visits from representatives of organizations; others play 

hide and seek (Political Action, 1995). 

 The political system makes it prudent for the elected official to raise funds all the 

time, not just the months before an election. Most business and labor organizations have 

formed political action committees (PACs) that raise money and help distribute it in the 

most advantageous manner. Lobbyists, corporate and professional organizations usually 

establish budgets for campaign support. Individual citizens may also obtain a piece of the 

action with relatively small contributions. The sustained effort and presence in the elected 
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officials work locale, Sacramento and the field office maintained at home is mandatory. 

A specialist is needed to observe trends, action and inaction, to establish formal and 

informal contacts, to make friends among staff and research assistants, in order to keep 

track of measures and influence potential amendments. Elected officials prefer to deal 

with individual and groups in the relaxed situation. It is often extremely difficult for an 

unknown person to get time with an elected official during the intensity of debate, but the 

regular, whether it is in the Capitol or the field office manages to get beyond the elected 

officials’ receptionist. Phone messages, correspondence, fax and e-mails on a periodic 

basis serve notice to the elected official that many out there are observing and care about 

the service provided of their organization (Political Action, 1995).  

 The advocacy effort must be sustained in good times as well that to be expected 

when under attack by a political party, a special interest group or a highly visible 

governor. In the November 8, 2005, special election call for by Governor 

Schwarzenegger, the Alliance for a Better California, established creative collaborations. 

The Alliances, Julie Rosen reported: 

We decided to take on each of the positions on an individual basis. We wanted to 

expose them nothing more as attacks and power grabs rather than real reforms. 

We talked about how Proposition 74 would hurt our ability to attract new 

teachers. Silencing our voices was the theme of Proposition 75. Proposition 76 

was the clearest power grab, allowing us to portray an already damaged 

Schwarzenegger as trying to become king of California. The strategy paid off. We 

respected the voters’ ability to determine for themselves how they would vote on 

each individual proposition. Tying Arnold to each of them was crucial. California 
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voters were clear. They did not like this election in the first place and they did not 

believe Arnold was offering the panaceas to California’s problems. Now Arnold 

has grown to govern, be a uniter instead of calling names. He needs to work to 

repair the relationship with the State Assembly and with the unions, not to 

mention the people. Most importantly, he actually has to achieve something. He 

has to do the hard work and run this state or else he will find himself without a job 

next November. (Rosen, November 10, 2005) 

 Advocating elected officials, what they propose or oppose is a full-time job. It 

requires a great deal of sophistication, marshalling of troops, expenditure of funds and the 

proper timing of each step. The job of keeping informed is up to every citizen. Do not go 

to sleep after the big victory is won. A measure defeated today can be resurrected 

tomorrow. The elected official is an amorphous, many headed organism. It bears 

watching at all times (Political Action, 1995). 
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Discussion 

Summary 

 The events of the summer and fall, 2005, in California relative to the special 

election called by Governor Schwarzenegger provided opportunity to examine how a 

measure becomes law, a review of California’s choice: Propositions 74, 75 and 76; and 

how interest groups could advocate as proponents or opponents relative to proposed 

measures. Each of the propositions took aim at public employees’ job security, ability to 

advocate on political issues and the abolishment of state finance mandates approved by 

the citizens in Proposition 98, the minimum funding guarantee for public education. 

 On June 13, 2005, Governor Schwarzenegger called for a special election to bring 

reform to California. In the State Capitol, the Governor reported, “When I was elected 

governor I said I would put California’s financial house in order and reform a 

government that no longer listened to the people” (Schwarzenegger, June 13, 2005). 

 The California Secretary of State, Bruce McPherson provided the summary of the 

Propositions 74, 75, and 76 while California’s non-partisan, Legislative Analyst, 

Elizabeth G. Hill provided the analysis of each proposition as to background, proposal, 

and possible fiscal impact. The Alliance for a Better California, the Association of 

California School Administrators, the California Teachers Association, Californians for 

Paycheck Protection, the Small Business Action Committee, former Governor Pete 

Wilson and Governor Arnold Schwarzenegger provided insight as to their position on the 

proposition brought before the electorate. 
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Interpretation 

 There exist no way to measure in a scientific manner the significance of 

understanding the political process in the Nation’s largest state. The governor, relative to 

calling for a costly special election, attacking public employees, their ability to participate 

in the political process in a concerted effort, and threatening to reduce and eliminate 

minimum guaranteed funding mandated was the key figure in aiding the establishment of 

creative collaborations among public employees. Governor Schwarzenegger either 

received outstanding counsel from his advisors and ignored it, or got some very bad 

advice and accepted it in calling for the special election. Whatever action the governor 

took, he did solidify the opposition for a sustained effort entering an election year. 

Conclusions 

 Based on the review of events leading up to and after the special election, I have 

concluded that governor is in need of taking stock of his strengths and weaknesses in 

those he chooses to take advice and counsel. After the expenditure of an estimated $225 

million by the stakeholders, diversion of energy to address the challenges in the most 

difficult to govern state, Schwarzenegger needs a political makeover and truly move 

forward as he stated, “work it out at the Capitol” (Chance, November 10, 2005). 

Schwarzenegger should have listened to his wife, Maria Shriver, who counsel him not to 

call the special election. As reported in the Sacramento Bee, if the governor makes 

another Terminator movie, Schwarzenegger said, “I would have the Terminator travel 

back in time to tell Arnold not to have a special election.”  

The governor did call the special election. As a result, a sleeping giant, the 

creative collaboration of the Alliance for a Better California, Association of California 
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School Administrators, the California School Boards Association, the California 

Association of School Business Administrators, the California Teachers Association, the 

California School Employees Association, members of the health care, firefighters, and 

peace officers associations, came out of hibernation hungry for prey. How long will the 

creative collaboration exist? Has the sleeping giant gone back into hibernation? The 

Governor’s annual State of the State address, detailing the financial plan for fiscal year 

2006/2007 was unveiled January 10, 2006. The financial Judgment Day may be closer 

than one could possibly imagine. Posturing commenced, 2006 is an election year. The 

results and analysis will be posted by the time of this presentation in 2007. 

Recommendations 

The local governing agency must regain responsibility to generate revenue, make 

hard line decisions, encourage those who are impacted by the potential decision to seek a 

means for input through organize channels. If the constituents choose not to participate in 

the democratic process, they can only expect more of the same, as in prior decades. An 

ineffective elected official, whose number one priority is not education, employment, 

health and safety, but that of being reelected, must be replaced by the public servant.  
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Abstract 

National University’s Master of Arts in Teaching Off Site Program is designed for 

practicing educators within their home school district who want to enhance their teaching 

skills, broaden their intellectual and professional understanding by interrelating 

educational theory and practice for the purposes of promoting their lifelong learning 

efforts as well as sustaining their commitment as instructional leaders in their K-12 

settings. The ten courses, nine session program of study, offer the practitioner the 

flexibility to interact with the instructor and colleagues in four onsite classes and five 

online sessions per course. It draws the best practices of on campus and online sessions 

into one course at convenient locations within the practitioners working environment. In 

essence, the “Best of Both Worlds” are provided for the graduate student practitioner. 

 

 

 

 

 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 482



Hybrid Courses     3 

Review of the Literature 

 At the close of the workday, two evenings a week, graduate students, especially 

the classroom educator, are not looking forward to making the trek to the “Ivory Tower” 

to hear what is wrong with education today. Securing an advanced degree, enhancing 

professional skills, possible promotion and moving on the salary schedule are motivators 

in graduate school. Some believe putting in seat time, hearing prescriptions for success 

from instructors who have never experienced the minefields of the classroom, or who are 

ten to twenty years remove from the “trenches” is a high priority on their personal low 

priority list. The highlight of the evening for the teaching practitioner is facilitated, 

collegial interaction, lead by a professional, who is in touch with events in their schools, 

and districts (M. J. Koeller, personal communication, August 14, 2006). 

 Graduate students have taken advantage of the opportunity to enroll in online 

courses in the past five years. While online enrollment seems to have peak and 

commenced to decline, online students who have moved back to the campus have 

commented, they missed the interaction with colleagues and the leadership of the 

instructor (M. Alpert, personal communication, August, 14, 2006). 

 As early as 2002, “A growing number of colleges are experimenting with ‘hybrid’ 

or ‘blended’ models of teaching that replace some in-person meetings with virtual 

sessions” (Young, 2002). 

 John R. Bourne, a professor of electrical and computer engineering at Franklin W. 

Olin College of Engineering who is editor of the Journal of Asynchronous Learning 

Networks, stated: “Within five years, you’ll see a very significant number of classes that 
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are available  in a hybrid fashion. I would guess that somewhere in the 80- to 90-percent 

range of classes could sometime become hybrid” (as cited by Young, 2002). 

Young goes on to indicate, such moves represent a marked shift in the vision for online 

education. Previously, universities focused solely on developing fully online courses that 

required no face-to-face meetings, hoping to attract students who could not otherwise get 

to campus. “But some high-profile efforts to do so, such as NYUonline, flopped, and 

some colleges report high dropout rates in classes that are completely virtual” (Young, 

2002). 

  Keith Hopper, assistant professor in the department of humanities and technical 

communication at Southern Polytechnic State University in Georgia, believes in the 

virtues of hybrid or internet supported courses. In fact he believes that a blend of online 

and face-to-face elements creates a learning experience more effective than either 

approach on its own (Distance Education Report, 2003). 

 In 2000, Hopper conducted a study of the characteristics of exemplary online 

courses. Hopper found that the best courses feature: 

• Abundant, timely feedback; 

• Learning by doing; 

• Judicious use technologies; and 

• Attributes recognized in effective classroom teaching. 

Another element of the study indicated, developers of exemplary courses also tended to 

view the absence of face-to-face interaction as a significant instructional challenge. 

Distance Education Report, in 2003 spoke with Keith Hopper about how his findings 

applied three years later, how he had implemented these principles in his courses, and 
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how, in following both his own teaching experience and his research, he has moved more 

toward creating rich hybrid learning for his students. Distance Education Report asked 

Hopper how he applied the principles generated from his previous research.  

 Hopper stated to Distance Education Report: 

I think the big lesson that I’ve learned in the three years since I was intensively 

studying online teaching and learning is that I’m a much bigger fan of internet-

supported courses than I am totally online courses. There’s just a whole host of 

advantages you can get out of it. You can choose the topics that really fit the 

online environment, and it gives graduate students a lot of flexibility. They really 

appreciate being able to see what will take place online or even negotiated when 

some of the online sessions will happen. I just get a lot of bang for the buck out of 

online-supported courses. (Distance Education Report, 2003) 

 According to the article from Online Classroom, “When developing blending 

courses-face-to-face courses that include online learning activities-it is important to avoid 

merely adding online course elements without carefully considering the overall course 

design” (Online Classroom, 2005).  

 Rather than adding to the professor’s and graduate students’ workload, the online 

elements should replace some of the face-to-face class time, indicates Michael Starenko, 

instructional designer at Rochester Institute of Technology. Starenko, who coordinates a 

blended learning pilot, tells faculty to reduce seat time in their blended courses, in order 

to : 

• Provide a tacit commitment to the power of online learning activities. 
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• Express reciprocity, if you add online activities, you enhance that experience with 

a reduction in time in class. 

• Provide graduate students with flexibility normally associated with distance 

learning. 

• Give graduate students a more varied and interesting learning environment. 

(Online Classroom, 2005)  

Adult learners have unique learning needs and expectations that set them apart 

from their younger counterparts. Adult learning has become an important force in 

American education, and a significant body of literature has established clear emphases 

for adult educators. These are typically recognized in the principles of the androgogy 

model developed Knowles (1980; 1984; & 1998)  which stresses need-to-know, 

immediacy of application, sharing of life experiences as a source of knowledge, 

independence and self-direction, and ownership of their learning as hallmarks of adult 

learners (as cited in Ausburn, 2004). Just as adult learners have unique characteristics that 

set them apart from younger students, so are the learning environments that join Internet 

learning with face-to-face experiences have characteristics that differentiate them from 

both traditional classroom and totally online situations. This mixed-mode of operation, 

generally termed hybrid or blended, has been recognized as an effective alternative that 

can combine the best features of each model, help foster rapport among the participants, 

and decrease graduate student psychological distances and isolation according to 

Wolcott, 1996; Horton, 2000; Horton and Horton, 2003 (as cited in Ausburn, 2004). 

There has been considerable support in recent literature, Bleed, 2001; Granitz and 

Greene, 2003; Horton and Horton, 2003; for the Internet plus face-to-face hybrid or 
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blended models that joins technology, campuses, and people. Some believe that this 

mixing bricks and clicks may be the ideal learning structure for non-traditional adult 

learners. It has been cited as the best method to resolve challenges many e-learning 

concerns expressed by both faculty and graduate students, a critical e-marketing strategy, 

and possibly the most popular and widely-used-format (as cited in Ausburn, 2004). 

Hybrid course design is often employed to take advantage of the best aspects of 

face-to-face and online environments. The online portion of the course can extend 

classroom  discussions beyond the class period, and the face-to-face meetings can 

provide some of the social aspects of learning that online course lack. Perhaps the 

greatest advantage of the hybrid model is the ability to maintain some of the structure of 

the face-to-face classroom while enabling graduate students to approach the course 

content based on their own learning objectives and interests (Joseph, 2005). 

Over twenty percent of all higher education students now take online courses. 

This is a dramatic increase from under one percent in 1995. How will hybrid or blended 

using online learning instructional strategies change higher education instructional 

delivery? First and foremost, teaching becomes visible. While online is password 

protected, faculty themselves have opened up their classes and instructional strategies to 

other faculty. Faculty are documenting, writing and sharing information about what they 

are doing. Faculty has documented how constructivism and collaboration can work using 

many online innovative techniques. The key word is innovation. Can hybrid or blended 

learning continue the trend commenced by online learning? The answer is a guarded yes, 

but certain conditions will need to be fostered. Support and training for the vast majority 

of faculty who have not been teaching online needs to be initiated. No other industry has 
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invested so much into information technology and so little into training. This needs to 

change. While academic support is critical, faculty exchange of ideas through internally 

rewarded time is also critical. Until other faculty knows what colleagues are doing, they 

will not learn of good instructional approaches that exist. The learning innovations are 

allowing higher education to get better at teaching and thus more productive. Bringing 

online learning into the classroom gives higher education a very easy way to adapt, 

innovate and become more productive (as cited in Vignare, 2006). 

Hybrid courses are frequently spoken as the future of e-learning, a best of both 

worlds. Yet there are those who questioned this scenario. Not for reasons of lack of 

course design, according to Dr. Saxon G. Reasons, instructional technology services 

programming manager at the University of Southern Indiana. Dr. Reasons notes, that the 

hybrid courses take more work from the student and more coaching from the faculty to 

strike a balance. She indicates that the instructor has to be sure communications cues are 

in the correct places. Students, who know how to look for cues in the face-to-face setting, 

may be thrown off balance in the online portion of the class. Dr Reasons believes there is 

a sense of confusion in hybrid courses due to individual faculty member’s inconsistency 

as to when students meet on site or online, that you do not find in online or traditional 

face-to-face environments. On another level, she notes, hybrid course may be a problem 

relative to advisement. Advisers may think that a student, who is working fulltime, or has 

a family, is automatically a good candidate for online or hybrid courses (Online 

Classroom, 2004). These challenges, Dr. Reasons mentioned in her report, can be 

addressed by long range planning, ongoing staff development and assessment (M. J., 

Koeller, personal communication, August 14, 2006). 
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Creation of Hybrid Courses at Off Sites: The Best of Both Worlds 

Save Energy…Try a Hybrid Program 

Networking with Colleagues in  

Your School and Adjacent Districts 

Master of Arts in Teaching (MAT) Program 

Program Core Requirement Courses (6 courses, 27 quarter units) 

MAT 612 Creating Meaningful Learning with Technology 

MAT 641 Cultural Democracy: Contemporary, Local and Global Issues 

MAT 642 Program Design: Curriculum Theory, Design and Assessment 

MAT 643 Models of Teaching: theories, Applications and Practices 

MAT 644 Foundations and Principles of Curriculum 

MAT 640  Applications of Research for the Art of Teaching (Capstone Course) 

Area of Specialization (4 courses, 18 quarter units): 

• Educational Technology 

• Reading Certification 

• Best Practices 

• Teaching and Learning 

• National Board Certification 

MAT Off Site Program Structure: 

1. A ten course Hybrid program of study 

2. Four site class session per course 

3. Five flexible online sessions per course 

4. Collegial atmosphere in your school district 
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PowerPoint Presentation 

1. Structure of the Hybrid MAT Program 

• How many class sessions should be on site? 

• How many class sessions should be online? 

• What content should considered for on site? 

• What content should be considered for online? 

2. Definition of a Hybrid Program 

• What is a “Hybrid” class? 

• What is a Hybrid Program? 

• What is a “Blended” class? 

• What is an online class? 

• What is the traditional class? 

3. Considerations in Hybrid Program Development 

• What steps are necessary in program development? 

• How do you establish a timeline? 

• Who will instruct classes within the Hybrid Program? 

• Are their fiscal implications for graduate students and faculty? 

4. Marketing the Hybrid Program 

• Who is responsible for getting the word out? 

• What role does faculty play in the marketing process? 

• What role do the graduate student advisors play in the process? 

• Do you have support of the University’s Leadership Team? 

• What are the incentives for the graduate students? 
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5. Staff Development 

• Who is training faculty on this program? 

• Who is responsible for ensuring best practices are shared among faculty? 

• Who develops Syllabus for each course within the program? 

• Who is the trouble shooter or contact person if a challenge arises? 

• Are there fiscal ramifications for ongoing staff development? 

6. Implementation for Success 

• Make high expectations a priority 

• Syllabus must be user friendly and detailed 

• Thorough orientation needed for opening of each course 

• Define all terms, assignments, deadlines and evaluation 

• Utilizing the control panel for access 

• What are Announcements? 

• What are Discussion Boards?  

• What are Drop Boxes?  

• What are the various scoring guides? 

• E-mails! Are we connected?  

• Are e-mail addresses current? 

• Do we have a Hybrid class assessment instrument? 

• Can we answer those questioning the Hybrid model? 
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Lessons Learned:  Distance Delivery of a Curriculum and Instruction EdD  
 

There is a shortage of school leaders, a need for greater diversity within the 

leadership ranks, and a need for new strategies that enhance the professional 

development of leaders in our schools.  This paper addresses how an innovative 

distance-education EdD program in the area of curriculum and instruction with an 

emphasis in instructional leadership was designed to address these problems in non-

urban areas of Utah.  In addition, lessons learned from implementing this program, 

which is now in its fifth year, are shared. 

In the state of Utah many professionals who could benefit from education in the 

area of instructional leadership are unable to access graduate study because they are 

full-time professionals who are place bound away from research universities.  In a 

statewide needs assessment of educators conducted by our university, there were many 

interested professionals who wanted to complete doctoral work in instructional 

leadership but could not, or would not, because the sacrifices they would have to make 

were too great.  It is extremely difficult for mature adults who have many 

responsibilities (e.g., full-time professional positions in education, spouses, children, 

mortgages) to relocate to pursue doctoral-level work.  Thus, many individuals who 

have exceptional potential cannot advance into leadership positions because they 

cannot acquire the education and credentials that would allow them to do so. 

In 1997, in an effort to serve such individuals in our state, Utah State University 

(USU) faculty and administrators began working on the development of a distance EdD 

with an instructional leadership emphasis.  Our challenge, as an institution, was to 
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develop a distance EdD program that addressed the outreach responsibilities of a land 

grant institution while maintaining the rigorous research and instructional expectations 

of a Carnegie doctoral-extensive university.  This was no easy task. 

During five years of dialogue and planning, faculty and administrators grappled 

with many issues and problems regarding distance delivery.  For example:  How can 

we develop a distance program that mirrors the quality of our on-campus program?  

How do we assure that quality mentoring occurs given geographical distances?  How 

will accepting a large cohort of new doctoral students influence faculty workloads? 

How do we assure the availability of scholarly learning resources for students who do 

not have easy access to a research library?  Will involvement in the program impact the 

scholarly productivity of faculty members and disadvantage tenure-track faculty?   

As the original proposal for this program was discussed, some faculty and 

administrators believed that a quality doctoral program could not be offered as a 

distance program. They sited concerns regarding the importance of developing a 

scholarly community of learners and the need for face-to-face mentoring.  Other faculty 

and administrators argued that we needed to serve the needs of the state and that we 

could develop a high-quality program using distance delivery.  Some faculty and 

administrators warned that if the Utah State University College of Education and 

Human Services did not meet the state's needs, other distance programs being 

marketed in the state (University of Wyoming, University of Phoenix, and potentially 

Western Governors’ University) would. 
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The collaborative work of faculty and administrators in several departments and 

units on campus over several years resulted in a program design that utilized the 

university's digital satellite network (EdNet), two different online course platforms 

(WebCT and SyllaBase), and intensive summer residency requirements.  The digital 

satellite network allows a faculty member to see the students (albeit one site at a time) 

and students to see the professor.   The requirements for the distance EdD are identical 

to the on-campus EdD with the exception that the distance program, due to delivery 

cost constraints, allows no electives in the area of emphasis.  Most core courses are 

offered over EdNet and enhanced with web-based course management and instruction. 

Only a few courses are taught totally online.  Students complete two summers of 

intensive summer residency requirements in their area of emphasis (9 credits each 

summer) and one summer of dissertation research on the USU campus.  Table 1 shows 

a typical course schedule developed for this program. 

After a long and sometimes combative process involving faculty and 

administrators in the School of Graduate Studies, the College of Education and Human 

Services, and University Continuing Education, support for the program was obtained.  

It took several years for issues such as mentoring, library access, compensation, use of 

cohort groups, and technology support to be discussed and negotiated.  Unfortunately, 

after all this work, program development came to a halt when full funding was not 

guaranteed by the state legislature.  The faculty and administration within the College 

of Education and Human Services refused to begin work on the program when only 

half of the money was appropriated by the legislature, even though a promise of future 
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full funding was proffered.  After a year of waiting for additional full line-item 

legislative funding, the program was finally put into effect in 2002.  A condition of this 

full funding was, however, that in addition to serving public education leaders, we 

would also provide an EdD for interested persons in higher education positions around 

the state.  It was also expected that new cohorts of doctoral students would be started 

every two years.  The program received ongoing funding of approximately $400,000 a  

year from the state legislature.   The College of Education and Human Services is now 

serving its third cohort of doctoral students in this program. 
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Table  1 
 
Sample Curriculum and Instruction Distance Doctoral Program Schedule  
______________________________________________________________________________ 

 
Fall – Year 1  EdNet & Online Delivery 
 
EDUC 7300   Foundations of Education   (3 cr.)  

 
Spring –Year 1  EdNet & Online Delivery 
 
EDUC 7150   Curriculum Theory  (3 cr.)  
EDUC 7310   Teaching & Learning Foundations (3 cr.) 

Summer #1 (9 cr.)  USU Campus and Online Delivery (+ Topic Identification Meetings) 
 
EDUC 7050   Theories of Instructional Supervision (3 cr.)  
ELED/SCED 7810  Writing in an Academic Setting (1 cr.) 
ELED/SCED 7500  Current Topics in Education: 

Assessment Issues for Instructional Leaders (2 cr.) 
   Theoretical Perspectives on Whiteness in a Diverse Society  (3 cr.) 
INST 6490  Issues in Technology for Adult Learners (3 cr.) 
 
Fall – Year 2  EdNet & Online Delivery 
    
EDUC 6600  Measurement, Design, & Analysis I (3 cr.) 
ELED/SCED 7810 Research Seminar (Readings and Faculty Presentations) (1 cr.) 
 
Spring – Year 2  EdNet & Online Delivery 
 
EDUC 6770   Qualitative Methods I   (3 cr.) 
EDUC 7320   Instructional Leadership   (3 cr.)  
      
Summer #2 (9 cr.)  USU Campus and Online Delivery (+ Topic Identification Meetings) 
 
ELED/SCED 7320  Cognition & Literacy (3 cr.) 
EDUC 7100    Practices of Instructional Supervision (3 cr.) 
EDUC 7080        Theories of Organizational Leadership in Education: (3 cr.) 
INST 6460  Distance Education (3 cr.) 
 
Fall – Year 3  EdNet & Online Delivery 
 
EDUC 7610   Measurement, Design, & Analysis II   (3 cr.)  
 
Spring – Year 3  EdNet & Online Delivery 
 
EDUC/PSY 6010   Program Evaluation (3 cr.)  
ELED/SCED 7350 Internship in Curriculum (3 cr.) 

Article Submission, & Conference Presentation Requirement Reminder 
  

Summer #3  USU Campus and Online Delivery 
   
Comprehensive Examinations 
EDUC 7670  Literature Reviews (2 cr.) 
EDUC 7970   Dissertation (1 cr.) 

  
Fall – Year #4  EdNet & Online Delivery 
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EDUC 7970   Dissertation (3 cr.) 
 
Spring – Year # 4 
 
EDUC 7970  Dissertation (8 cr.) 
______________________________________________________________________________ 

 

Funding 

The allotted funding from the state legislature allowed for two new faculty lines 

and a .5 FTE director position for the program.  The Departments of Elementary 

Education and Secondary Education, the two departments offering the bulk of the 

courses, each received one of the new faculty lines.  In return, each department agreed 

to teach 14 to 17 credits per year for the program.  Additional funds ($750 per distance 

EdD student enrolled in a 3-credit hour class) are distributed to all other departments 

offering courses for the program.   For example, the higher education students take 

courses from faculty in the departments of Agricultural Systems and Technology 

Education, Engineering and Technology Education, and Instructional Technology 

during the summer.  The funds these departments receive are used to cover faculty 

instruction.  So, if ten distance EdD students enrolled in a class, the department offering 

the course would receive $7500. 

To provide time for faculty to mentor the new doctoral students during the 

dissertation phase, each department receives $7000 per student who registers for all 12 

credit hours.  Funds are dispersed as students register for dissertation credits. These 

funds are used to buy faculty out of other responsibilities in their departments or to buy 

summer months so that faculty will be available to mentor doctoral students.  One-time 

monies ($10,000 per course) are also transferred to departments to release faculty to 
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develop online and EdNet delivered courses.  For faculty, this course-development 

money was a strong selling point for the program.  An additional pool of one-time 

money ($10,000 per course) was available for technology support (e.g., WebCT 

assistance, digitized teaching materials, video conferencing) when a course was being 

developed.   

 

What Have We Learned? 

We have just admitted our third group of doctoral students into this program.  

Every year we have students evaluate the program and we ask for input from faculty 

members.  We have learned a lot about offering this type of program and we continue 

to make improvements with each cohort.  Below is a summary of the important insights 

we have gained. 

1.  As some faculty had projected, the initial needs survey did not accurately 

reflect the number of students who would actually apply.  Saying you want to earn a 

doctorate is much easier than actually pursuing one.  Continuing Education has needed 

to increase their efforts to find a sufficient pool of strong candidates in non-urban areas 

of the state to fill the program.  We learned how challenging the recruitment of 

qualified doctoral students can be and that sufficient resources must be allocated. 

2.  The cohort concept is supported by students and faculty. The relationships 

that develop in these cohort groups are what help many students to continue on with 

and complete their degrees.  However, recruiting a pool of students at any given site 

can be challenging and attrition has at times resulted in only one or two students at a 
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site.  It is important to build cohort groups large enough that they can withstand the 

effects of attrition. 

3.  We had hoped that a distance doctoral program might help to diversify our 

doctoral student population. Unfortunately, there has been little racial/ethnic diversity 

within the pool of applicants and consequently few minority students within the cohort.  

4.  It is very important for distance students to understand the level of 

commitment and the amount of hard work it takes to complete a doctoral program.  We 

use a Declaration of Commitment (attached) to help students recognize what they 

should expect in our program.  This document also helps faculty to keep the standards 

high when students give feedback that the program is taking too much time or is too 

difficult.  While some complaining still occurs, students have commented that the 

document paints a very realistic picture of the program and that future students should 

take it very seriously. 

5.  While we had concerns that technology issues would create a lot of stress for 

students, they have generally reported little stress in this area.  Accessing library 

resources from a distance has been a problem for a select group of students so we 

continue to work on this.  Use of the online platforms (WebCT and SyllaBase) has not 

been perceived as stressful by the vast majority of students. 

6.  The majority of students continue to indicate that they would prefer courses to 

be delivered via interactive broadcast with some web-based support.  Only a few 

students have preferred to have courses that are totally online.  We are currently 
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experimenting with using interactive online conferencing technology (i.e., Breeze) as a 

way to enhance student access around the state. 

7.  We have found that both students and faculty value the summer on-campus 

weeks.  While students are not thrilled with the time and money it takes to come to 

campus each summer, once they are here they see the importance of this time.  Students 

enjoy meeting with faculty, meeting face-to-face with other doctoral students, using the 

library, and dedicating themselves to the life of the mind free of other distractions.  

8.  Professors report distance teaching of doctoral courses as more difficult with 

respect to engaging students, grading, awareness of student learning, class preparation, 

facilitating discussion, course management, feeling connected to students, and giving 

feedback. We try to adjust load allocations for faculty teaching in the program 

whenever possible so at not to overload faculty. 

9.  Adequate funding of a program like this is essential.  Without the resources to 

support experienced faculty in the development and teaching of doctoral courses as 

well as the mentoring of doctoral students there is little chance of lasting success.  We 

continue to feel strongly that a distance program such as this one should not be taught 

as an overload program or by adjunct faculty.  

10.  Overall, students evaluate the program very highly.  They find the 

coursework to be intellectually stimulating and satisfying.  However, some students do 

burnout after the coursework phase.  Being off campus, it is easy not to complete one’s 

dissertation.  We are currently working on ways to keep students engaged in the 

program once coursework has been completed. 
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11.  We have learned that providing opportunities for faculty and doctoral 

students to get to know each other is critical.  Distance students do not have as many 

opportunities to meet faculty members and select appropriate mentors as on-campus 

students.  Opportunities to engage with a range of faculty members, not just those who 

teach in the program, must be built into the program. 

Conclusion 

Issues of access will not go away and technology provides us with important 

tools for developing greater numbers of instructional leaders.  Our efforts to date 

indicate that students find the program difficult but stimulating.  Faculty, while they 

gain satisfaction from their efforts, find their courses considerably more time 

consuming to teach than on-campus graduate courses.  Mentoring students during the 

dissertation stage is also more challenging.  

Interestingly, while faculty have been encouraged to design totally online 

courses at our institution, most of the students and faculty in this program would not 

want to give up the interactive broadcast delivery system.  They feel the face-to-face 

contact, albeit electronic, is an important part of the teaching/learning experience.  The 

web-based support is considered to be very helpful but there is little encouragement for  

using it as the only delivery system. 

It was hoped that a distance EdD program would attract a more diverse student 

body to our program.  Unfortunately, our efforts have not resulted in a more ethnically 

or racially diverse student body.  Additional efforts need to be made with future 

cohorts to recruit more minority candidates.  We will continue to address this issue as 
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we fine-tune our admissions process.  Fortunately, we have been able to provide a level 

of education previously not available to educators in non-urban areas of the state. 

We feel we have been able to develop a distance doctorate that does mirror the 

quality of our on-campus program. And, in some ways, the distance program now 

surpasses our on-campus program.  Since students are in a cohort group they move 

through the program courses in a smooth coordinated manner.  We have also been able 

to design courses that specifically meet their needs because we have had the funding to 

do so.  The greatest challenge we still face is how to more effectively facilitate 

mentoring.  We are currently purchasing video conferencing cameras for all doctoral 

chairs and requiring that all doctoral students purchase such cameras as well.    
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Declaration of Commitment 
Distance Doctor of Education 

 

A doctor's degree is the highest professional degree given in higher education.  Potential students 
should be aware that the course work, reading assignments, and research expectations in a doctoral 
program are extremely demanding.  For every three-credit class, six-to-eight hours of out-of-class 
study a week may be expected. Thus, a typical semester of doctoral work in this program would 
require 18 to 20 hours a week of your time.  Once course work is finished, students must 
successfully complete a comprehensive examination and present a written dissertation proposal to 
a faculty committee.  When the comprehensive exam is passed and the proposal is approved by the 
doctoral committee, the candidate may begin work on the dissertation.  Visits to Logan to meet 
with your doctoral committee during the proposal and dissertation stage are to be expected.   

The dissertation is a piece of research that makes a substantial and original contribution to 
knowledge in the discipline being studied.  Students in the Ed.D. program are encouraged to 
engage in research that has immediate application and long-term implications for the quality of 
education in their communities and the wider world.  Once the dissertation is completed, it is 
critiqued by a committee of five faculty members; and an oral defense of the research is held.  
After all revisions requested by the doctoral committee and the thesis coordinator for the School of 
Graduate Studies are completed, the degree of Doctor of Education is awarded. 

The Distance Ed.D. provides a unique opportunity for you to develop content and research 
expertise.  There are, however, ten important questions you should ask yourself before pursuing 
this degree.  
 

1. Am I committed to developing research competence? 
2. Is perseverance one of my strengths? 
3. Can I develop and complete projects in a reasonable amount of time?  
4. Can I commit the time necessary to be successful in this program? 
5. Do I have the proper attitude?  (Doctoral work is an intensely intellectual experience and 

should not be considered as anything less.) 
6. Are my summers available?  (Each summer students need to plan on spending 

approximately one month in residency on the USU campus in Logan.)  
7. Will I be able to balance the demands of my professional position and other 

responsibilities with those of the doctoral program? 
8. Are the rewards I will receive upon earning my doctorate (intellectual, psychological, 

monetary) sufficient to sustain me through the challenges of doctoral study? 
9. Is my personal learning style such that I will be successful in a program that involves (a) 

a substantial number of electronically delivered and web-enhanced courses, and (b) the 
need to communicate electronically with peers, faculty, and library services? 

10. Is there a high probability that I will be able to complete the scheduled program in the 4 
years that are allotted?  This program is a lockstep cohort program in which students take 
a set sequence of courses. Each cohort group will have a cap on enrollment; therefore, 
there will be no space available for students from past student cohorts to join future 
cycles of the program.   Course substitutions are not allowed. 

 
Please do not take these questions lightly.  Utah State University is a "Doctoral Degree Extensive 
Institution" putting it in the top category of Carnegie Research Institutions in the country.  Our 
doctoral programs reflect that status.  You should assume that the rigor expected in this program 
will be consistent with expectations in our on-campus program and those of other major research 
universities.  The program will be academically rigorous. 
 
I declare that I have read the above information, answered all the questions affirmatively, and I 
would like to apply to the doctoral program with full knowledge of the commitment I am making. 
 
 
Name(printed)_____________________________Signature_____________________  
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            Abstract  
Researchers performed a qualitative analysis of the effect of a comprehensive, language rich 

curriculum on early literacy by measuring preschoolers pre-literacy as well as measuring the overlapping 
influences of parent involvement, teacher/child interactions, teacher burnout and workload, role of the 
paraprofessional and classroom disruptions. A positive effect was found for five of the six variables. No 
effect was found concerning classroom behavior. The research holds noteworthy implications for education 
as parent involvement, educator stress and satisfaction and teaching quality were significantly impacted. 
            Introduction  

Learning to read is the central skill for success. Poor reading skills lead to immediate consequences 
in school. Academic success can be predicted by third grade. Children who do not master basic literacy 
face a swift downward trajectory which begins in the preschool years.  Children entering kindergarten may 
have a vocabulary gap of eight years - even before they begin school (Katz,1999). The average middle-
income child has 1200 hours of being read aloud to, compared to 25 hours for low income children.1 Thus, 
the standard kindergarten curriculum assumes prerequisite knowledge that does not exist for 
disadvantaged children. Literacy researcher Edward Kameenui (1993) refers to this slippery slope as the 
"tyranny of time." "Simply keeping pace with their peers amounts to losing more and more ground for 
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students who are behind..." (p. 379). By the end of first grade, there are vast differences between skilled 
and unskilled readers, with skilled readers having twice as much exposure to print than unskilled readers. 
This reading gap is known as the "Matthew Effect" - "the rich get richer and the poor get poorer" (Matthew, 
5:29). 

However, the process to becoming literate is complex.  This pilot study is a qualitative look at six 
factors within a language-rich, integrated early childhood curriculum, The Block Academy: (1) parent 
involvement, (2) teacher/child interactions, (3) sensory integration (4) teacher burnout and workload (5) role 
of the paraprofessional and (6) student behavior. Early intervention programs can successfully reduce 
future academic failure.  Research which reveals how to influence literacy factors can shed light on how to 
intervene early before the achievement gaps are too wide and intractable.  
Background literature: First, research clearly demonstrates that parent involvement in a child’s learning 
greatly increases achievement for students of all ages and cultures (Cotton & Wikelund, 2004; Keith & 
Lichtman, 1994). Further, the earlier parental involvement begins in a child’s educational process, the more 
drastically a child’s likelihood of success increases (Smrekar et al., 2001).  In addition, to the parent, the 
teacher is critical to academic success.  No Child Left Behind (2003) states that a “highly qualified 
teacher must…. Be able to demonstrate subject area competence in any core subject taught… Nothing is 
more important to a child’s education at school than having a well-prepared teacher.” Studies show that 
increasing the frequency and quality of teacher-child interactions increases the likelihood of 
learning (Bowman, 2001).  Third, study looked at incorporating sensory integration (SI) into teaching pre-
literacy skills. SI is defined as interaction of two or more sensory processes in a manner that enhances the 
adaptiveness of the brain (Brain Trauma and Resource Dictionary, 2006). In Spring 2006, Sensory 
Processing Disorder was formally recognized in one diagnostic taxonomy - the new Diagnostic Manual of 
the Interdisciplinary Council on Developmental and Learning Disorders (ICDL). Sensory Processing 
Disorder (SPD) is a complex disorder of the brain. People with SPD misinterpret everyday sensory 
information, such as touch, sound, and movement. This can lead to behavioral problems, difficulties with 
coordination, and many other issues(FKD, 2006). However, research shows that intervention can obtain 
positive outcomes.  The field of educational kinesiology shows dramatic improvement in auditory 
discrimination, visual discrimination, recognition of letters, and reproduction of designs on pre-readers 
when the curriculum integrates sensory movement. Further, evolving research is demonstrating the positive 
impacts of sensory integration work with preschoolers (Blair & Peters, 2003; Dreiling & Bundy, 2003; 
Gullaud-Toussaint & Vinter, 2003; Lateiner & Sainburg, 2003). 

Fourth, teachers are caught between the demands for accountability and assessment which is 
time-consuming and at-times difficult.  These demands may deplete the teacher’s time for teaching.  In 
addition, prep time and workload can be overwhelming. Work stress and subsequent teacher burnout 
manifests in serious consequences on the health and happiness of teachers.  In turn, it negatively affects 
the students and their learning (Wood & McCarty, 2002). Teacher stress may be seen as the perception of 
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an imbalance between demands at school and the resources teachers have for coping with them (Esteve, 
2000; Troman & Woods, 2001). A sense of both physical and mental exhaustion exacerbated by the belief 
that expectations for teachers are constantly in flux, or in conflict with previously held beliefs, has been 
cited by numerous researchers as influencing teacher burnout (Bullough & Baughmann, 1997; Brown & 
Ralph, 1998; Hinton & Rotheiler, 1998; Esteve, 2000; Troman & Woods, 2001).  

Paraprofessionals can lighten the load for lead teachers if utilized effectively (Leighton, 1997).  
Most paraprofessionals work in harmony with or under the guidance of classroom teachers. Nevertheless, 
recent research reveals that, despite legal directives and professional counsel, a growing number of 
paraprofessionals are working without the proper leadership of certified teachers (Cable & O’Sullivan, 
2006). This overextension is not only unfair to students but also to the paraprofessional. That is, when 
paraprofessionals are required to perform tasks beyond the scope of their training or without proper 
instruction, they may feel overwhelmed or inadequate and suffer from stress and job dissatisfaction.  

In addition, to parent and teacher influences, students are impacted by peers in the classroom 
(Betts & Zau 2004; Vigdor & Nechyba 2004; and Stiefel, Schwartz & Zabel 2004). Researchers seek to 
know if engaging and meaningful curriculum will reduce behavior incidents. 

Lastly, many types of literacy curriculums exist and many offer positive results.  Yet, integrated, 
synergistic teaching appears to offer positive outcomes while matching up with the intrinsic design of a 
child’s nature.   This method allows the child to broadly explore knowledge in various subjects in a way that 
relates all leaning back to a central theme.  What is learned and applied in one area of the curriculum is 
related and used to reinforce, provide repetition, and expand the knowledge and skills learned in other 
curriculum areas.  Synergistic teaching allows the student to quickly perceive the relationships between 
learning in all curriculum areas.  Thus, with integrated curriculum, the learning is authentic, vibrant and 
meaningful resulting in increased skill retention, interaction and academic success (US Department of 
Education, 2001). However, the success of this type of curriculum has not been documented with early 
childhood participants. 

Purpose: The purpose of this study is to examine the effect of a comprehensive, language rich 
curriculum on early literacy by measuring preschoolers pre-literacy as well as measuring the overlapping 
influences of parent involvement, teacher/child interactions, classroom disruptions, teacher burnout and 
workload and the role of the paraprofessional. We hypothesize that each of the six factors will be positively 
influenced and will work together to increase pre-literacy skills in preschool children. 

Method  
Participants: Eighty-four (84) four-year-olds enrolled in four pilot Midwestern preschools: two Head 

Start centers, one YMCA and one private. Permission for participation was granted by at least one 
custodial parent/guardian. Socio-economic background was varied as was racial composition.  

Data Collection: Although quantitative data was collected, this report focuses solely on qualitative 
methods.  Monthly, researchers gathered descriptive information using observation, document analysis, 
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interviews, and open-response questionnaires of classroom teachers. These subjective techniques 
underpin and explain quantitative data, letting researchers raise issues and explore complex states. Davis 
& Bernstein (1997) found that careful analysis of qualitative comments provided more helpful information to 
improve performance than all the quantitative questions used. Accordingly, the evaluation task is one of 
finding meaningful ways to implement results for sustainability and improved performance. Thus, evaluation 
is a strategy that connects with the needs, experiences and perspectives of stakeholders leading to 
informed professionals making research-based decisions.  

Materials: This study evaluated the effectiveness of The Block Academy (TBA) is a scientifically- 
based early literacy program that builds essential pre-reading skills.  Written by a team of educators, 
researchers, scientists and developers in coordination with Mega Bloks,© this focuses on hands-on, 
experiential learning; sensory motor integration; and brain/skill development through the use of 
manipulatives. Block play fosters literacy skills while promoting creativity and positive social development.  
In addition, TBA embeds literacy through synergistic teaching also known as integrated curriculum.   
         This curriculum builds on brain-based learning.  The approaches rely on recent neuro-research which 
proves that authentic learning increases the brain's ability to make connections and retain new information 
(Hart, 1999).  Brain-based teaching strategies include manipulatives, active learning and real-life projects 
that link to multiple intelligences and learning styles.  Literacy researchers declare that understanding the 
workings of the human brain is the catalyst for dramatic and needed changes in classrooms (McGeehan, 
2001). Three key findings from brain research are weighted in the curriculum: 1) emotion is the gatekeeper 
to learning; 2) intelligence is a function of experience; and 3) the brain stores most effectively what is 
meaningful from the learner’s perspective (Westwater & Wolfe 2000).  

TBA incorporates this brain research to develop language/literature-rich environments, and assists 
teachers to deliver intentional, explicit, contextualized, and scaffolded instruction.  Thus, TBA presents the 
key components of scientifically-based reading research: oral language skills (vocabulary development, 
expressive language, and listening comprehension); phonological awareness (rhyming, blending, 
segmenting); print awareness; and alphabet knowledge (letter recognition); (NCLB Act 2003).  

In addition, (at the time of press) The Block Academy is the only program which implements 
“sensory integration” (SI) as a discrete programming element. Through a program component called 
MindBuilds, preschoolers perform simple movements to cross the center or midline of the body, thus 
increasing communication and processing between the two hemispheres of the brain.   

Program Framework 
A.  Organization: The Block Academy is organized around 10 relevant themes reflecting real world 
experiences common in the lives of preschoolers.  Each theme comes with an organizational notebook for 
executing the daily curriculum.  Teachers are given overt instruction in the materials needed for the activity: 
how the activity should be opened and closed, how long it should last and how it can be extended 
/modified, and the appropriate setting for the activity (large group, small group, individual). The sequence of 

2007 HICE Proceedings 
Page 510



 5

the activities is based on the developmental levels of the children.  Teachers assess the children across 70 
developmental objectives using observation, documentation and interpretation.  The literacy objectives on 
the assessment include phonological awareness, alphabet knowledge, receptive and expressive language, 
and print awareness, among others.  The instructional framework focuses on four core skill area: Oral 
language, Phonological awareness, letter and sound knowledge and print awareness 

1. Oral Language: Teachers explicitly teach vocabulary in an integrated, meaningful way and in the 
context of everyday activities and experiences.  The following strategies are used to promote oral 
and vocabulary development: talking singing, and playing with language, reading aloud, 
storytelling, story retelling, writing, play-children’s works.  There are descriptions of ways to 
promote vocabulary and language development in each of the 10 “construction zones” (interest 
areas).  Moreover, sustained reading periods, book groups, read-alouds and dramatization engage 
children with high-quality literature in powerful ways. Each activity is designed to allow children to 
practice and reinforce their literacy skills. 

2. Phonological Awareness: TBA imparts a continuum of phonological awareness skills: listening, 
rhyming, alliteration, sentence segmenting, syllable blending and segmenting, onset-rime blending 
and segmenting phoneme manipulation.  Instruction in Phonological Awareness skills is delivered 
daily in planned large and small group settings and is integrated into transitions and other events 
of the day.  Everyday includes songs, rhymes, poems or finger-plays, language play activities and 
games and writing experiences.   

3. Letter and Sound Knowledge: TBA promotes an understanding that a letter is a symbol 
representing one or more of the sounds in the English language; that these symbols can be 
grouped together to form words; and that these words have meaning. Ample practice is provided. 

4. Print Awareness: Teachers in develop children’s print knowledge through high quality children’s 
literature; book handling, directional orientation, print conventions, letters and words.  Interactive 
writing such as taking dictation and journaling and writing in response to literature are used 
regularly.  TBA proves instruction that moves from easier to more difficult alphabet letter naming 
activities, letter sound activities, and the integration of alphabet letter practice in other learning 
activities.    

B.  Teacher Support: TBA provides explicit instruction of the teacher- whether a novice or a veteran, TBA 
provides support to the educator.  Due to the fact that every hour of every day is planned, the teacher is 
“well-prepared” to teach.   The series of well thought-out teacher materials increase the enjoyment and 
performance of the learner.  The guided approach increase teacher quality, confidence and success.  The 
teacher’s organizational notebook details guidance on what teachers should be teaching and in the order in 
which it should be taught.  TBA has taken in consideration to determine that curriculum components 
(including the environment and teacher activities) are being implemented in a way that will support the 
development of the key literacy skills. TBA lessons include: all necessary materials, pre-planned teacher 
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activities for a full 8 hour day, teaching techniques, and the philosophy underlying the program.  Special 
notes provide clear advice to help teach the production of each new sound. Instructions for leading the 
activity and interacting with the children during the activity are provided as well as ideas for extending the 
activity and adapting the activity for use with English language learners, gifted children and/or children with 
disabilities.  Therefore, teaching is intentional- the teacher is focused upon the skills that a child is 
developing while engaged in the activity.   
C. Improving children’s oral language and background knowledge. 

The Block Academy provides subject matter in literacy, math, science, social studies, the arts, character 
development, physical education and sensory integration.  As children develop skills and learn concepts in 
these areas, they will improve their language skills and background knowledge, as well as increase and 
diversify their vocabulary.  The content knowledge and concepts are: 

THE BLOCK ACADEMY OBJECTIVES 
Language  Cognitive  Social/Emotional  Physical  Sensory 

Integration 
- Listening &  

Speaking 
- Reading and 

Writing 
 

- Learning & 
Problem 
Solving  

- Logical 
Thinking 

- Representation 
& Symbolic 
Thinking 

 

- Sense of Self 
- Responsibility 

for Self & 
Others 

- Pro-Social 
Behavior 

- Gross Motor 
- Fine Motor 

- Visual 
- Tactile 
- Gustatory 
- Olfactory 
- Auditory 
- Vestibular 
- Proprioceptive 

The complete curriculum was created to be developmentally appropriate and culturally competent.  Animals 
and themes capture the child’s attention and make the learning experience enjoyable.  
D.  Schedule. The strategies and processes of the curriculums will be applied to all subjects and activities 
throughout the day reinforcing language and reading development.   The entire day is literacy development. 

Planned, Intentional, and Focused Language and Literacy Activities 
Team Bldg (Large Group) - 
15minutes  
Foundation Building- 30 minutes 
Brain Building- 30 minutes 

Skill building (small group) - 30 
minutes 
Fuel Stop (snack) - 30 minutes 
Process Building- 30 minutes 

TBA emphasizes a balance between open-ended & teacher-directed 
activities. 

Imagination Building- 45 minutes 
Language Building- 45 minutes 
Body Building- 30 minutes 
Construction Zones- 60 minutes 

E. Parent Component 
A key strategy is parent involvement which is solicited in many ways from direct communications, 

parent visits at school and a weekly newsletter. The newsletter contains literacy tips, home activities, a 
curriculum overview of the week.  The “Ask Me” section lists questions to prompt the parent to ask about 
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the unit’s activities and stories.  Through such involvement, parents make a substantial contribution in 
promoting young children’s early literacy development thorough 1) bridging parent and home 2) opening 
dialogue between parent and child and 3) reinforcing learning at home.  
 
Results  
Results show positive outcomes in five of the six areas; only student behavior appeared to be unaffected. 

1. Parent involvement: Data consistently showed significant increase in parent involvement as 
manifested by increased communications between parents and teachers (both directions).  Parents 
used the weekly newsletter to ask teachers as well as children about classroom activities.   

2. Teacher/child interactions: Data consistently confirmed a significant increase in the number and 
quality of teacher interactions.  Teachers reported because the curriculum presented an 
overabundance of teaching strategies and activities that they were better able to devote time to the 
students. 

3. Sensory integration: Data consistently pointed to positive impacts by sensory integration 
components.  Students reported that the children enjoyed the MindBuilds activities and that they 
were simple to perform with the children.  Teachers perceived that the students were more alert 
and involved in learning when MindBuilds were consistently utilized. 

4. Teacher burnout and workload: Overwhelmingly, data reported positive outcomes in this area. 
Teachers and administrators reported a marked reduction in prep time.  Moreover, they felt that 
their prep time was more effective and focused. They reported reduced stress and higher job 
satisfaction. 

5. Role of the paraprofessional: Data consistently demonstrated positive outcomes in two areas.  
First, paraprofessionals better understood their assignments and role.  Thus and second, the 
paraprofessionals were more effective. 

6. Student behavior. No effect was found.    
 
Discussion 
 Qualitative analysis of The Block Academy Early Childhood Curriculum demonstrates marked 
success in five of the six areas correlated to the acquisition of pre-literacy. Separately, each of these 
factors positively impacts literacy and academic success. Logically, combining them should create an even 
greater effect.  More study is needed to determine.  
 Further, the implications of these findings have important implications for education.  First, parent 
involvement is repeatedly documented as crucial to the success of children.  Just about all families care 
about their children, want them to succeed and are eager to obtain better information from schools and 
communities so as to remain good partners in their child’s education (Epstein et al. 1997).  However, most 
families do not know how to fulfill this role (Henderson & Berla, 1994).  Data documents that studied early 
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childhood program gives parents the tools to be involved in the education of their most precious 
commodity: the child.  
 Second, consistent with earlier research, this study found that increasing teacher support increases 
teacher satisfaction and the quality of teaching.  Research has linked early learning and development to the 
quality of instruction (Barnett, 2004). This study demonstrates that increasing the curriculum support and 
resources available to teachers increases both the quality of instruction and reduces the stress and 
workload of the teacher.  These are key causes of teacher turnover (Barnett, 2004). Currently, early 
childhood teacher turnover is a grave concern as “annual turnover rates of 24%-50% are common for 
preschool teachers” (Barnett, 2003).   

High turnover inhibits development of good social and emotional relationships between 
preschoolers and teachers.  These bonds are essential for children’s cognitive as well as social-emotional 
development (Barnett, 2003).  Further, educational effectiveness suffers from high turnover and low morale 
because teaching quality suffers (Berk,1985). Next, a report from Rutgers’ National Institute for Early 
Education Research (2003, p.3) states “high turnover also harms educational quality by raising the cost of 
professional development and staff training and decreasing its benefits to programs and teaching staff.”   
Losing a teacher is a costly phenomenon, both for the students, who lose the security and value of being 
taught by trusted teacher, and to the schools and districts, which must recruit and train their replacements. 
A conservative national estimate of the cost of replacing public school teachers who have dropped out of 
the profession is $2.2 billion a year (AEE, 2005). According to a report by the Alliance for Excellent 
Education, (2005), “There is a growing consensus among researchers and educators that the single most 
important factor in determining student performance is the quality of his or her teachers. Therefore, if the 
national goal of providing an equitable education to children across the nation is to be met, it is critical that 
efforts be concentrated on developing and retaining high-quality teachers in every community and at every 
grade level.”  

In summary, while many early childhood programs tout success few if any offer solutions for parent 
involvement, sensory integration, parent involvement and teacher issues. “The challenges that students in 
America’s public schools face cannot be solved by educators alone; nor can these problems be solved by 
parents or families alone … More collaboration between the school and home will need to be focused on 
dealing with these problems,” (Drake 2000). The Block Academy offers positive outcomes for bringing 
teachers and parents together.  These factors join to create positive results for the academic success of 
preschoolers.  Continued study is needed to quantify results. 
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Abstract:   

1. Achieving success in literacy requires all the adults in a child’s world to work together. 
Using scientifically-based reading research, this exciting workshop unites all the players in a child’s 
world by showing the participant how to engage each adult to accelerate learning for the child. 

2. Imagine the educator’s perspective: Your goal is to educate and nurture by spending 
time knowing and loving each child.  However, because of the time-intensive burden of creating 
activities; planning lessons; meeting standards and executing assessments, you barely have time 
to interact with the entire group let alone the time to deeply value each child individually.  

3. Imagine the director’s perspective: You want your center to be the best: encouraging 
each child to explore, experiment, and develop skills in a developmentally appropriate way. 
However, you are responsible for standards and accreditation. You are burdened with staff 
turnover, funding issues and state and parent expectations.  

4. Imagine the parent’s perspective: No matter how great or difficult your own childhood, 
you want your child to have it better than you did. However, if school was hard for you, the 
classroom setting may be very intimidating. You may be awkward or unsure of how to participate in 
your child’s learning.  

5. Imagine the child’s perspective: You just want to play with blocks, sing, listen to stories, 
and pretend! The last thing you want to do is sit at a desk and work quietly. You have an insatiable 
curiosity and passion for life. However, you are constantly being watched and assessed. You may 
lose your zeal for learning. 
  Researchers performed a qualitative analysis of the effect of a comprehensive, language 
rich curriculum on early literacy by measuring preschoolers pre-literacy as well as measuring the 
overlapping influences of each of the above perspectives.  A positive effect was found for every 
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variable examined except classroom disruptions. No effect was found concerning classroom 
behavior. The research holds noteworthy implications for education as parent involvement, 
educator stress and satisfaction and teaching quality were significantly impacted. 
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Introduction  

In order to teach effectively, educators need to understand the generation of 

students they are trying to reach.  This paper will examine the Millennial generation, 

those individuals born around 1980.  We will review the era they grew up in, the 

population’s characteristics, learning styles, attitudes, values[u1], lifestyles and the 

implications this knowledge has for educators. We believe that by understanding the 

Millennials we can design programs, courses and learning environments better suited to 

these students.   We offer some examples of what has worked for us as librarians at 

Western Washington University and from our review of the literature.  

 

 Millennials Defined 

Neil Howe and William Strauss in Millennials Rising (2000), define Millennials as 

people born from about 1982-2002. The exact starting date for the cohort varies slightly 

in other articles. The Millennials Americans under Age 25 gives 1977 as the start date 

(Millennials, 2001).  They became known as the Millennials because they are the first 

generation to reach adulthood in the new millennium. A number of different names have 

been given to this generation as shown in Figure 1.  The large number of names could be 

said to be in keeping with the high degree of individualism characterized by this 

generation.  “You can’t name a generation like ours as easily…because we aren’t as easy 
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to typecast as the boomers or Gen X. .. our lives seem to be so much more diverse than 

(those) of our predecessors!” (Martin, 2005) 

Figure 1:  Other Names for Millennials  
 
Source: Gardner, 2005,   Elsner , 2005 and others 

Boomer Babies Generation.com 
Boomlet Generation Next 
Bridgers Generation Text 
Byte Block Generation Wired 
Civic Generation  Internet Generation  
Cyberkids Microwave Generation 
Digital Generation, Nintendo Generation 
Don’t Label Us Net Generation  
Echo Boom  NGen 
Echo Boomers Net Gen 
Gamers Newmils (UK) 
Generation 2000 Nexters 
Generation WWW Non Nuclear Family Generation 
Generation XX Sunshine Generation (Canada) 
Generation Y Thumbsters 
Generation Why Wannabees 

 

Demographics  

Population 

The Millennial generation is the largest cohort group in history as shown in 

Figure 2.  Larger than the Baby Boom generation, today they represent twenty-five 

percent of the U.S. population.  In the next decade the percentage will increase to forty 

percent. And like the Boomers, their sheer numbers mean they will be a major influence 

on American culture.   
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The Millennial population has more females than males.  There has been a 

fourteen percent rise in the number of females in the U.S. population from 1990-2000 

compared to a seven percent increase in males. 

What impact do these statistics have on education? In Washington State the 

legislature has mandated enrollment increases at the state universities to handle the 

demand. With the number of applicants increasing, qualified students are being turned 

away due to lack of space. Campuses need more classrooms, labs, computer facilities, 

residence halls, dining places and parking. We  (Hazel Cameron and Leza Madsen) are 

faculty members at Western Washington University in Bellingham where all facets of the 

campus are involved in planning to meet the changing needs and demands of Millennial 

students. 

Figure 2:  Chart of Generations   

Source:  (Strauss, 1991) 

Name of Generation Birth years Age in 2005 Comments 

        

Progressive 1843-1859 145+ not alive 

Missionary 1860-1882 123+ not alive 

Lost 1883-1900 104-121 only a few survivors 

G.I. 1901-1924 79-103   

Silent 1925-1942 62-79   

Boom 1943-1960 44-61 28% of population 

Thirteenth (GenX) 1961-1981 23-43 16% of population 

Millennial 1982- 14-22 34% of population (about 76 million) 
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We have seen an increase in the size of our library orientations and instruction 

sessions on our campus.  Hazel Cameron, librarian for the College of Business and 

Economics (CBE), provides information literacy classes to CBE. Many classes exceed 

the largest lab in the library. Leza Madsen, Librarian for Psychology, Dance and several 

programs in the school of education, provides integrated instruction for those 

departments.  In her Psychology 301 class, which has 125 students, she must repeat the 

two-hour classes four or five times each quarter.  

The WWU library also needs more study space, more computers, more book 

stacks, more everything. Western is expanding the distance education course offerings as 

another way to accommodate more students.  We have extended campuses and offer 

classes throughout the Puget Sound area from Bellingham, near the Canadian Border to 

Bremerton, a distance of about 120 miles. Other Washington state universities have also 

created extended campuses. Washington’s community colleges cannot handle the 

overflow because they are also experiencing increased demands for their programs. Fall 

semester 2006, the state’s largest campus, Seattle’s University of Washington, has 

assigned four students to dorm rooms designed for only two students.  The state has 

approved planning funds for a new four-year university in Everett thirty miles north of 

Seattle.  Along with the increase in students, come increased costs.  

Ethnic Diversity 

The Millennials are the most diverse population in U.S. history.  One in three is 

not Caucasian, one in five has immigrant parents, and one in ten has at least one parent 

who is not a U.S. citizen (Manuel, 2002). Thirty-four percent are black, Hispanic, Asian 
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or Native American (Greenfield, 2006). From the 1980’s on, daily interaction with other 

cultures and ethnicities has been the norm rather than the exception for this cohort.  

Economics 

Millennials are the richest generation in U.S. history. They grew up in an era of 

the largest financial boom in U.S. history.  Researchers estimate Millennials will control 

$600 billion a year in spending power and will continue to be the richest generation in 

history (Anderson, 2000). 

 Most come from families with only one or two children, therefore they have 

received more individual attention than children in previous generations.  They have been 

catered to with material goods, have more disposable income than previous generations 

and thus have been labeled “special” . 

They have been described as the most wanted children in history. While the 

1970’s saw the widespread use of birth control pills and abortion, the 80’s saw an 

increase in sperm banks, fertility clinics, adoptions, and test tube babies. Today 

childbearing years are being pushed beyond any previous limits.  The number of teen 

pregnancies and abortions is down.  

Profile of the Millennial Era 

The 1980’s and 1990’s were characterized by rapid technological change; the rise 

of interactive technology with the ability to access information in a non-linear manner; 

and a move from text-based to visual and graphically enhanced information.  

  Rapid technological change  

   The 1980’s and 1990’s were dubbed the “Information Age” or “Knowledge 

Age”, so-called because of the rapid rise in technology, especially in the dissemination 
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and control of information and new modes of communication. In the late 1990’s 

computers and media began to converge.  A single device could transmit voice, data and 

video. Combined with unprecedented economic prosperity this meant that the new 

technologies became common household commodities. Millennials grew up with hand-

held video games, camcorders, iPods, computers, cell phones and instant messaging 

devices. “Consequently they identify with their (automated) gadgets as a key part of who 

they are (Prensky, 2001).   

More techno-savvy than their parents, most Millennials have used online and 

electronic information far more than they have used print.  From an early age they 

learned to search computerized catalogs, databases and the Internet. Many articles in 

professional library journals report that students consistently choose electronic materials 

over print, including books, serials and newspapers.   

At WWU, professors often create assignments that require students to use print 

resources and limit the number of Internet sources they can use on a particular research 

assignment so that they will consult some print resources. In Hazel’s Cameron’s 

Information Literacy class (Library 125), she gave half the class an assignment using a 

print encyclopedia and the other half an electronic encyclopedia.  Those using the online 

encyclopedia had no problem identifying different aspects of subjects discussed. They 

were able to gather all the relevant material together. Those using the paper-based 

encyclopedia often did not consult the index so went to only one place in the 

encyclopedia. As a result, they failed to find all the relevant material on their topics since 

it was in more than one volume.   
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Rise of Interactive Technologies 

The Internet and handheld video games promote interactivity.  Communication is 

two-way, as opposed to print’s one-way capability. A computer fosters creativity through 

features such as hypertext links, web surfing, instant messaging and chatting.  

Millennials have adjusted to the rapid streaming of information by skimming or 

picking and choosing bits and pieces of information, as a result, they may view 

information at a superficial level, rather than delving deeper into their topics.   They may 

move about in a seemingly random fashion, favoring speed and convenience. No one 

student needs to follow the same path to discover the same information.  This sharply 

contrasts to linear access in a print-based environment. 

Change from Text to Image Environments 

The Millennial generation grew up in a visual learning environment. They spent more 

time watching TV, playing video games and using graphical computer interfaces than 

previous generations.  Games and videos were often designed for teaching.  Millennials 

experienced learning as fun, entertaining and something that was a social activity  

(Tapscott, 1998).    

As more information became electronic, more visuals were used. A shift 

occurred--- visuals not only complemented text, but often became the focal point, with 

the text complementary (Gross, 2003).  Textual material is often presented as snippets, 

abstracts, or links that are clicked in order to read the full material.  The immersion of 

Millennials into a graphical world meant that they developed sharper visual skills than 

their parents, who were more text–based.  
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It has often been falsely assumed that Millennials do not read, or that reading has 

decreased dramatically. In fact, in the past three years bookstores have reported increases 

of twenty to seventy-five percent in book sales to Millennial consumers. Books 

purchased by people under twenty five have jumped almost ten percent over the past four 

years and over one third of them list reading as their favorite pastime (Bhatia, 2001).  

The assumption that students did not read was prevalent when Hazel Cameron 

became Western’s librarian for College of Business and Economics in 2001. At that time 

no money was allocated in the budget to buy accounting books. The accounting faculty 

perceived that students did not read accounting books; they only read their textbooks and 

journal articles.  Hazel Cameron wanted to ensure that this was true, so in 2002 she did 

an assessment of the accounting collection.  One of the variables she examined was 

library circulation statistics which had been kept since 1995.  Non-circulating items were 

not included in the observations.  Findings indicated that forty percent of accounting 

books had circulated. Books are well used in this discipline, despite the fact that the 

library collection is aging.  Her research indicates that this collection will be used more in 

the future, not less. 
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Figure 3:  Accounting Collection Circulation Statistics 

Source:  Hazel Cameron 

Imprint Dates 

# times 

circulated 

Total 

Items % 

1994 or earlier 352 908 0.387665

1995 – 1999 25 39 0.641026

2000 to 2002 2 8 0.25

Totals 379 955 0.396859

 

The Millennial Lifestyles 

The Millennial lifestyle was characterized by affluence and busyness.  Childrens’ 

lives were highly structured and they moved from one activity to the next. Their hours 

were filled with school, sports, and social activities, with very little “down-time.”  

Multitasking was adopted as a necessity. New electronic devices were readily adopted as 

a necessity to keep track of busy schedules. 

Affluence 

With plenty of disposable income this generation can purchase computers, 

laptops, cell phones, iPods, and other technology.  In his article, Born with the Chip 

(Abram, 2004) details the social impact of a generation that has never known a time 

without personal computers, cell phones, or the Internet. The NetGen are brand-

conscious. The popularity of $100 sport shoes or designer handbags has been well 

documented in the media. 
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Highly Structured  

Seventy-five percent of the Millennials had working moms and twenty-five 

percent lived in single parent households (Generation Y and the Future of Public 

Libraries, 2001).   These children were not latchkey kids like Generation X.   Millennial 

parents had their children highly scheduled.   Whether it was sports, clubs, classes, 

volunteering or working, one hallmark of their childhood and youth was goal-setting.  A 

parent, teacher or mentor may have imposed the goals, but the results were the same: 

Today’s Millennials are driven and busier than previous generations. The term “play 

date” appeared as parents even scheduled playtime for their children.  Getting into the 

right nursery school, private school and college, has been the natural progression for 

many of them.   

In consideration of their heavily booked calendars, classes, work schedules and 

meal services must be more flexible and library hours extended. Students expect to find 

service opportunities, clubs, campus organizations and activities as well.   

WWU librarians have found that we may have to offer shorter instruction sessions 

or library credit classes and workshops due to students’ heavy schedules.  Recently we 

have re-evaluated our discipline-related workshops.  Numbers have been steadily falling 

off and there have been indications that many students cannot attend the classes because 

they have no openings in their busy schedules.    
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Fast-paced Lifestyle 

Technologies developed in the 1980’s and 1990’s allowed information and 

communications to move at a much faster speed. Millennials adjusted by processing 

information faster. Millennials often juggle text-messaging, surf the web, listen to music 

on their iPods, and read their homework at the same time. They have well-developed 

multitasking skills as they “seamlessly mix learning, communicating and playing” 

(Meister, 2006). 

Another researcher states, 
   
“…their capacity for parallel processing is increased which involves a more 

diversified form of concentration — probably less intense, and less centered on a single 
aspect” (Gross, 2003).  
 

Dividing their attention into small fragments has had significant implications on 

the way NetGens learn.  Researchers have shown the “quality of one’s output and depth 

of thought deteriorates as one attends to ever more tasks” (Wallis, 2006).   Most educators 

find that Millennials have short attention spans and have a hard time concentrating on one 

thing. They must be kept busy. Meyer’s calls this, “habitual multitasking”, a state 

experienced when “people lose the skill and the will to maintain concentration and they 

get mental antsyness” (Wallis, 2006). They want immediate results. They become 

frustrated when things are delivered too slowly. As one student stated: “We want 

everything to be easy, and we want it now…. We have no patience” (Abram, 2004).  
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Millennial Characteristics 

Researchers Frand, Howe and Strauss (2000, 2002) have identified a number of 

Millennial personality characteristics, values and attitudes, which influence their 

behavior.  These include a remarkable tolerance for diversity,  a preference for 

personalization, high expectations in school and work,  and a desire for collaboration and 

connectedness. They also they place a high value on education and learning. 

Diversity 

Millennials, as a rule, are highly tolerant of differences, whether due to ethnicity, 

body piercing, tattoos, or green hair.  This tolerance has been explained by the high 

degree of diversity within their generation.  Data from the Higher Education Research 

shows interracial interaction among college freshmen at an all time high.  In fact, it may 

be said they take diversity for granted.    

Personalization 

Millennials favor choice and they want to feel in control of their own destinies. 

The world in which they find themselves has offered a multitude of choices in products 

and services (Sweeney, 2005).  Their parents have involved them in many decisions. 

Millennials value individualism, independence and demand services that cater to them.  

Because of their tremendous buying power, marketers and producers have created 

products especially for them and marketed directly to them. As a consequence, 

Millennials have come to expect customization and personalization. They want products 
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and services that are specific to their own needs and do not feel pressured to conform to 

the crowd. “If other Millennials liked a different type of jean, they did not feel the need to 

conform but wanted what they wanted and how they wanted it” (Sweeney, 2005). 

High expectations 

  Millennial students are confident and optimistic with high expectations. Self-

confidence was instilled in them from the time they were young.   They also watched a 

large number of TV shows; videos and video games that portrayed a “hero generation” 

and many feel they have great abilities (Generation Y, 2001).  

Their self -confidence is corroborated in a 2004 study conducted by professors 

Richard Ghiselli and Joseph La Lopa of Purdue's Hospitality, Tourism and Management 

Department.  Their study explored the differences between students' job expectations and 

the realities of being a restaurant manager. Students surveyed said they expected to work 

50.8 hours a week and earn between $35,000 and $37,900 at their first management jobs 

following college graduation.  By comparison, managers actually work an average of 

57.3 hours each week and earn between $35,000 and $37,900 - but only after working in 

the industry for nearly eight years.  They also said they believed they should be promoted 

after working at a job for 12 months, while real managers indicated that it would take 

more than three years to become a full general manager of a restaurant  (Allen, 2005). 

Millennials have a preference for group activity. Their work style is highly 

collaborative and team-oriented and they often learn from their peers.  Generation Y 

often grew up in single-parent households where they were the only child or had only one 

or two other siblings.  Often both parents worked. In addition, many of their structured 
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activities brought them into daily contact with peers with whom they formed strong 

bonds and eventually they came to rely on their peers. 

 Communication technology has enhanced our ability to collaborate and connect. 

NetGens are frequently described as the most connected generation. Students 

communicate electronically with places geographically remote. The availability of 

inexpensive services such as SKYPE, YouTube, MySpace, Facebook and others, makes 

distance inconsequential. They stay in touch constantly using land phones, cell phones, 

beepers, personal digital assistants (PDAs), e-mail, Internet, instant messages (IM) and 

fax.  Currently the cell phone is the device of choice.  But even a cell phone is not just a 

phone--- it’s a game player, a camera, TV, and it may have Internet access.  Even when 

they are not physically with their friends or family, they are incredibly connected via text 

message or cell phone.  As Internet “natives” the Millennials spend an average of 13 

hours a week at computers.  In one survey, when asked, they said they could live without 

TV but not without their computers. Their connectedness is more often virtual, and less in 

person. There is evidence that even though a student may be “connected”, he or she may 

still be asocial---talking on a phone, but not to the people around them.   

Along with the many positive aspects of connectedness come new challenges for 

educators.  How do you communicate with a student wearing an iPod or MP3 player, 

talking on a cell phone or text messaging while you are lecturing? Connectedness has 

helped foster a closer relationship with their parents than the Boomer generation. 
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 The new relatively new term “helicopter parents” is one familiar to many 

teachers. We frequently observe parents highly involved in the daily lives of their 

kids even after they come to college. In fact, 

 “The Millennial Generation…shows the smallest gap with the values of older 
generations than any teens has shown since the history of polling” (Kleinfeld, 
2004).  They often put family commitments above that of work or others.   

Change in problem solving skills  

Millennials have grown up with hand-held video games.  Games allowed them to 

develop skills based on trial and error.  If the first time failed, they would merely revise 

their strategy and try again.  This furthered their exploration, discovery, and investigative 

skills.   Jon Beck and Mitchell Wade (2004) point out that gamers can learn by making 

mistakes and there are no long-term penalties for doing so.  Discovery skills often do not 

equip the Millennial with the accuracy skills needed in today’s world where errors are 

time consuming and affect the bottom line. One executive reported:  

We hear complaints from midlevel managers (typically boomers) 
that their new employees (typically the Millennials or gamers) 
seem to solve problems by successive approximation: "I'm having 
to review work product from my team three and four times. It's as 
if making the PowerPoint is so easy, they just throw something 
together that looks good but they have not really thought it 
through. And they think that's normal. So I find the problems; they 
fix them; I find more. Repeat until deadline. They don't understand 
that by the time I see something, it ought to be as right as they can 
make it." (McCarthy, 2005, Allen 2005) 
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However, discovery and exploration skills mean that Millennials are more willing 

to try new things. They learn from experience that they must take risks to succeed.  In 

today’s world of rapid technological change, this generation seems better prepared to 

succeed.  They will be the entrepreneurs of tomorrow.  One observer stated: 

"I really believe there is a substantial difference in people under age 25 versus those over 
30 " … I see it in their ability to navigate and explore and innovate…. is so dramatic it's 
unbelievable” (McCarthy, 2005).   

Education and Learning 

Millennials value education and learning.  They believe it is cool to be smart. 

Three out of four college freshman project they will earn a graduate degree (Coomes, 

2004).  They spend more time doing homework and less time watching TV than previous 

generations and are goal-oriented and driven to succeed at school.  Some push themselves 

by enrolling in university courses early and taking advanced placement exams. Parents 

can afford extra tutoring to ensure their children’s success. 

.  A recent trend, which appears to be distributed throughout the U.S., is that 

females now outnumber males enrolled in colleges today.  This can, in part, be explained 

by the fact that the Millennial population has more females than males.   

 They are smart – they average fourteen IQ points higher than their grandparents 

and seven points higher than their parents (McGaugh, 2005).  One reason for their higher 

scores may in part be due to the fact that the brain changes as a result of changes in 

behavior such as gaming and the acquisition of a large number of new skills (Sweeney, 

2005). 

It is not surprising that Millennials want to control their education. They see 

themselves as education consumers who "want to learn only what they have to learn in a 
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style that is best for them"  (Sweeney, 2005).  As one writer stated, “They want what they 

want when they want it.”    If we (colleges, libraries, etc.) do not have a good selection of 

materials in many formats, laptops, high speed Internet, they won’t come.  They will go 

elsewhere.  Perhaps this explains why we have ten Starbucks coffee stands on our 

campus---last year one opened in the library.  

Along with their affluence, or perhaps because of it, Millennials are the most 

educated generation in history. Students want their education to be relevant. They want 

skills that are transferable to the workplace  (Sweeney, 2005). This is one of the factors 

attributed to the sharp rise in the numbers of applications to technical schools and 

universities and colleges. About 1.5 million students now attend for-profit educational 

institutions in the country (Hemingway, 2003).  

Librarians must prove the relevance of our services, classes and workshops. We 

often stress to students that library instruction sessions can save them time in the future if 

they become more efficient researchers. Students unanimously rate the classes highly 

after they have taken them.  Some student comments from our class feedback forms say, 

”I wish I had taken this class earlier in my academic career,” or “This was really a 

valuable class, everyone should be required to take it.”  The challenge is getting them 

into the class in the first place. We must focus on marketing our classes to show them 

how they will benefit.   

 

Implications for Education  

The new generation of students requires new approaches to teaching. Methods 

that address multiple kinds of intelligence are needed.  Educators must create 
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collaborative, learner-centered models of education and focus on active engagement and  

24/7 models of delivery for classes and student services. 

Collaborative Learner-Centered Models 

Millennials enjoy learning from each other and they want to share in making 

decisions that affect them.  The research shows that they favor collaboration and 

collaborative learning environments. In response, instructors need to become more like 

consultants and guide the learning process rather than lecture for the entire time. As one 

author put it, we need to change from “sage on the stage” to a “guide on the side” (King 

1993).   Where lectures are necessary, they should be short with collaboration time built 

in.  Ideally, learning should take part in groups or clusters which allows students time to 

share and learn from one another. Assessment could include peer comments.   A 

collaborative model parallels students’ existing relationships, recognizes and encourages 

peer learning and provides variety.  It seems ideally suited to Millennials’ short attention 

span.  

Many teachers now provide opportunities for students to work in teams or groups. 

Last spring we co-taught a course in grant writing. Three instructors delivered content via 

lectures and guest lecturers; we employed BlackBoard, to post our PowerPoint 

presentations and lectures, which we recorded.  We linked the recordings to the class web 

page so that students could listen to missed classes or review class sessions.  The first 

week of class we suggested students form small groups to work together throughout the 

quarter. They teamed up on their projects and research. Students communicated with one 

other through the chat and threaded discussions. They posted their draft grant proposals 

to the site.  Each group gave a presentation. They evaluated each other’s work and 
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provided feedback. In recognition of the fact that individual contributions vary, we asked 

each student to assign a grade to each member of their group.  The instructors also 

assigned a grade. The final course grade factored in the student-assigned grades. The use 

of multiple lecturers, BlackBoard, pod casting, distance delivery and group presentations, 

resulted in extremely positive student feedback. 

Redesign Learning Spaces   

   We need to create flexible learning zones where noise and group activity 

is acceptable and desirable, along with spaces for quiet study. Western Washington 

University has responded to this change by creating more communal spaces within the 

library.  In Western’s main library there is a sky bridge connecting our two separate 

library buildings.  Casual, comfortable chairs are available. Inevitably by the end of the 

day the chairs have been pushed together. Students sit in groups on the floor.  Study 

carrels are being removed in favor of group seating. The number of soundproof study 

rooms in the library is being increased. 

Many articles on planning campus spaces indicate that dorms are being designed 

to incorporate social “hubs” even in laundry rooms, halls and bathrooms.  The spaces are 

being designed to encourage and facilitate “sociability”. 

Universities need to provide state–of-the-art technology to meet students’ 

demands. A large number of computers are required to deal with the increasing use of 

electronic information. Budgets for full-text databases and e-books are outpacing book 

budgets.  More journals are being purchased in electronic format. Equipment purchases 

require additional space and funds.  Campus computers must be upgraded regularly, 

although most budgets have not ensured the replacement of equipment. Students expect 
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wireless networks to accommodate their laptops. (If Starbucks can provide them, why 

can’t universities?) 

At Western a student technology fee was instituted to upgrade equipment and 

provide funds to build a student technology center with color scanners, video editing 

equipment, computers, and assistants on duty to help students with their projects. The 

fund was also used to purchase laptop computers which are checked out at the library and 

other places on campus.  

 

Interactive Learning 

Millennials prefer interactive learning situations. According to Prensky (2001),  

"…we now see much less tolerance in the workplace among the game generations for 

passive situations such as lectures, corporate classrooms, and even traditional meetings." 

Educators should use some of the technologies students are using.  It is beneficial to 

capitalize on their use of new technology to form new and different ways of interacting 

with and dealing with our students. Millennials have developed technical skills as 

creators of web content, and many are experts at the use of pod casts, graphics, video and 

gaming. Instructors could post course notes with web links so students can explore 

relevant resources, they could develop web pages containing class materials, they could 

create webliographies, use pod casts and other visual media to deliver course content.   

Teachers could also set up discussion boards, chat, or email and take advantage of other 

networking opportunities to encourage their students to collaborate with one another. 

More wired classrooms and learning centers will are needed.    
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Educators should also incorporate elements of discovery in their classes ---

Millennials like to be first-person learners involved in real life situations.  We should 

place more emphasis and provide opportunities for service learning.  It might also be 

possible to develop simulation technology or games for part of the content to enhance the 

“edutainment” or play aspect of learning. 

 In Hazel Cameron’s Information Literacy class Library 125, the students played a 

variation of the popular TV reality show, Survivor.  The class was divided into teams or 

tribes.  Questions were flashed on the projection screen.  Teams had to wait for the go 

signal and use the online catalog to answer the questions using ”best practices” for 

searching.   They were asked to stand up when they had the answer and share how they 

found it.  The winning team of each round got an idol (a small chocolate) , which gave 

them immunity.  When  a team lost more than two rounds, it had to vote off a team 

member who was banished to “Outcast Island”. Those with an idol were protected from 

being banished. One out of every five questions was a redemption question that could be 

answered by any team member or individual on Outcast Island.  If someone on Outcast 

Island  answered correctly they were restored to their team. Student response was 

overwhelmingly positive. 

Student Services 24/7 

Millennials want services available -- on demand anywhere, anytime, 24/7.  They do not 

want to attend all their class lectures during scheduled hours if they believe they could 

learn the material online at any time.  They want courses designed to meet their 

convenience, not the convenience of their instructors. They want maximum flexibility. 

They want to control their own learning and be able to learn the material at their own 
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pace with whatever resources they have available to them. In response, some components 

of learning could be self-paced and available to students online. Choices could be 

available so students can choose to attend a lecture or listen to it at a time and place of 

their choice. The practice is now being employed at some universities.  The University of 

Washington offers pod casts of many classes.  When instructors were asked if pod casts 

reduced class attendance, they responded that some students attended classes and listened 

to pod casts, others did not attend as many of the regular classes, but faculty were not 

concerned as long as the students learned. 

Students should also be given more assignments that are customized to their 

needs. There has been a tremendous increase in the number of distance-delivered courses, 

Blackboard, WebCT and other methods combining classroom and distance-delivery.  

   

Changing educational relationships 

In this era of rapid change the information the students learn is quickly obsolete. 

Students will be lifelong learners and as such, it is important they learn how to learn. As 

Frand states:  

“In many disciplines, the half-life of information is measured in months and 
years.  From this perspective, what a person can do is more important than what degree 
they obtained” (Frand, 2000).   

 
Frand also predicts the creation of more alumni and professional networks and the 

formation of learning and scholarly communities. He envisions a change in focus from an 

internal, on campus, temporal experience to one that is external, global and lifelong 

(Frand, 2000). 
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Conclusions 

Technology has played a major role in shaping the Millennial generation. 

Technology has brought individuals and classes together from great distances, changed 

the way people interact, and influenced their family and social relationships.  U.S. 

demographic trends forecast a society that is increasingly dependent upon technology, is 

racially and ethnically diverse, affluent and highly educated.   

New technology allows us to present information in many new and different 

ways. Students today can explore, discover and interact with information.  This in turn 

has changed the way students learn.  

Communication speed continues to increase dramatically. Millennials have 

adapted to the increased speed of delivery by multitasking and skimming. All of these 

factors have affected educators and educational institutions. In response, educators will 

need to change teaching methods, integrate new technology, plan student services and 

design spaces for the newest generation of learners.  They need to design education that is 

more personalized and customized to suit  individual students, rather than groups.  The 

use of online education, distance-delivery, service learning, and the use of peer 

evaluation and group learning all are steps in the right direction.   

Change comes at a high cost.  It will not be possible to enact all these changes all 

at once or single-handedly. In an era where lifelong learning will play an important role 

new learning communities will need to be forged and resources and knowledge shared.  
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As Goldenberg-Hart suggests: “We are no longer in an era when even a well-endowed 

institution can proceed alone.…What are needed are alliances among institutions…” 

(Goldenberg-Hart, 2004). 
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Towards a Pedagogy of Hope: International Perspectives on Education and 
Democracy Abstract 
 
Teacher preparation programs in the United States are becoming narrowly defined by the 
need to comply with top-down mandates like the Elementary and Secondary Education 
Act of 2002 euphemistically referred to as "No Child Left Behind." Part of the problem 
lies in the notion of the "highly qualified teacher" which to date is defined only as a 
passing score on one or more praxis examinations. Standardized test preparation, the 
alignment to standards and compliance has become the model for teaching and learning. 
The result, unfortunately, is teacher preparation programs that are devolving into dull, 
uninspired, technocratic licensure and certification factories that provide few if any 
opportunities for the critical examination of perspectives of social justice, equality, 
participatory democracy and alternative visions of teaching and learning from outside the 
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United States. Might the infusion of global perspectives on teaching and learning provide 
much needed redirection and rethinking of teacher preparation programs in the U.S.? 
How might authentic case studies/perspectives from around the globe help to counter 
corporate visions of education and renew a pedagogy of hope? How might broader global 
perspectives help to influence models of critical reflection and professional development?  
This interactive workshop, based upon a book in progress, is centered on these and other 
provocative questions. 
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Rethinking Reform and Re-growing American Democracy: A Call for Renewed 
Research and Real Accountability Abstract 
 
 

Over the past two decades, neo-conservative educational reform agendas have 
come to dominate American public education.  Their "at-risk" mind-set characterized by 
uncritical acceptance of narrow directives has become embedded within public education.  
For instance, yearly test results have emerged as singular measures of the worth of our 
schools, teachers, and children.  Such results provide numbers, but given what we know 
about teaching and learning, these numbers actually short-circuit deeper understanding of 
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student learning and high-quality teaching.  The purposes of this panel discussion are to 
examine and critique the current wave of reform, and propose alternative models of 
accountability (and renewed research) as they relate to educational equity, diversity, and 
democracy in America.   

"At-risk" reform has taken a firm grip of American education.  Since the 
publication of the polemic, A Nation at Risk by Terrel Bell's National Commission on 
Excellence in Education in 1983, educational reform has been guided by private and 
corporate interests and seized by opportunistic and culturally conservative politicians and 
policymakers.  Dominated by a discourse of negativity, malaise, crisis, and fear, the 
current wave of reform has swept into and over our schools, teachers and children.  This 
reform has taken the appearance of a misguided accountability scheme grounded 
primarily in standardized testing as a sole measure of the academic worth of children, 
teachers, and schools.  Fueled by the media, the "at-risk" agenda reinforces the notions of 
bad kids, bad teachers and bad schools by seizing every opportunity to publish declining 
scores, the ranks of low performing schools and under-qualified teachers.  As states and 
local school districts comply with the mandates of the No Child Left Behind Act of 2001 
(NCLB), "at-risk" reform becomes more firmly entrenched.  An alternative discourse and 
model of accountability must hinge upon restoring a social reconstructivist point of view 
to U.S. public education.  That viewpoint sees schools as mechanisms to improve society, 
and not as apparatus to transmit an uncritical acceptance of the past, the thrust of today's 
neo-essentialist point of view.  As such, our viewpoint places the highest value on good 
teachers and good teaching, instead of on test scores.  Consistent with this test-score 
emphasis, teachers are being reinvented as technicians, instead of decision-makers, and 
even more ominous, students are also being reinvented as test-takers instead of thinkers.   

Presenters will each engage the participants on a different aspect of this 
fundamental question: How can concerned educators “break into” (Apple, 2004) the 
current discourse about accountability in order to offer a more optimistic, accurate, 
inclusive, and democratic model for our schools and children? 
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Abstract: 
Our country is beset with three scourges – poverty, criminality and pollution.  The impact of which 
scourges causes a malignant malady that gradually saps our economy to the prejudice of our 
government’s efforts to give quality services to our people.  As the pattern or design of the 
creation of both Humankind and our Island Universe is the same, the latter is taken as a model 
for us in the shaping of a culture which evokes the desired behavior to attain our goal – to receive 
our corresponding reward of perfect love. 
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Title:  Profile of Students' Conception on the Use of Mathematical Relationships in Physics 
Topic Area: Science Education 
Presentation Format: Poster Session 
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Abstract: 
A profile of students' misconceptions was analyzed.  The profile includes how students analyze 
equations in  several topics in mechanics, electricity and magnetism.  These are concepts on friction, 
gravitational force,  density, capacitance, Ohm's law, Coloumb's Law, and electromagnetic waves. It 
was observed that students neglect the definition of the physical quantities involved.  The definition of 
a physical constant is neglected.  They analyzed equations as if the physical quantities are all variables. 
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Abstract: Many people, including parents and teachers, do not understand that a student 

can have learning problems or other disabilities and also be talented in academics or other 

areas.  Because of this misunderstanding, students with twice-exceptionalities; those 

students with both giftedness and learning disabilities; are rarely identified and are 

usually not well served by schools.  The concern over students who are twice-exceptional 

has slowly risen in the last two decades.  With large numbers of students who are 

believed to be both gifted and have a learning disability, the need for increased awareness 

and appropriate teaching strategies and interventions is imperative.   

                While there are a host of identification and services-related issues that keep 

more students with twice-exceptionalities from being identified and formally served, 

there are strategies and interventions that classroom teachers can use to aid these 

students.  This presentation aims to enlighten teachers to the existence of students with 

twice-exceptionalities, as well as to equip them with strategies, interventions, and 

accommodations that can be used in the education and remediation of students with 

twice-exceptionalities.  And upon completion of this session, the participant will be able 

to discuss the rationale for including twice-exceptional specific strategies in their 

classroom teaching cache, identify several ways of identifying characteristics of students 

who are twice exceptional, and practice several research-based strategies and 

interventions they can use in the education and remediation of their students with twice-

exceptionalities. 
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The Changing Educational Governance of First Nations Schools in Canada: Towards 
Local Control 

 
 

 
 
 
In 1867, Canada was established as a federal state in which each province “may 
exclusively make Laws in relation to Education” while the federal government may 
“make Laws for the Peace, Order, and good Government of Canada, in relation to all 
matters….[including] Indians and lands reserved for Indians.” Thus two separate 
educational systems were established, one for First Nations people who lived on reserve 
and the provincial system for all other Canadians.  
This paper gives focus to the federal system of education and the changing role of 
Canada and First Nations people in the delivery and governance of education. In 1969, in 
response to a proposed federal policy paper, First Nations people across Canada issued 
their own policy document Indian Control of Indian Education and over the past four 
decades First Nations have entered into a variety of educational governance models. Four 
governance structures are discussed in the paper, including issues of leadership, 
accountability, and educational attainment.  
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 In 1967, the four British North American colonies joined together to form the 

Dominion of Canada. The Constitution of Canada established the division of powers 

between the federal and provincial governments. Within the context of “peace, order, and 

good government,” the Constitution, Section 91 itemized the exclusive powers of the 

Canadian Parliament including federal responsibility for “Indians, and Lands reserved for 

the Indians” (91-24). Parliament, subsequently, enacted the Indian Act, 1876 and 

established the Department of Indian and Northern Affairs to administer Canada’s 

constitutional and other “obligations under various statues, treaties, agreements and 

government policy” (Auditor General, 2000, p. 4-8). Within this context, the Minister of 

Indian and Northern Affairs may, within the parameters of the Indian Act, “provide for 

and make regulations concerning schools for Indians living on reserves with respect to 

teaching, education, inspection and discipline” (p. 4-8). Over the last century Canada has, 

to varying degrees, provided directly or indirectly educational services for First Nations 

students living on reserve.  

In April 2000, the Auditor General of Canada released a report on Indian and 

Northern Affairs Canada Elementary and Secondary Education programs. The Report 

noted that “Indian and Northern Affairs Canada cannot demonstrate that it meets its 

stated objective to assist First Nations students living on reserves in achieving their 

educational needs and aspirations” (p. 4-5). Furthermore, the Auditor General noted: 

“The Department needs to resolve several major issues. These include the need to 

articulate its role in education…and to close the education gap for Indian students living 

on reserve” with all other students who attend provincial schools (p. 4-5). 
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 This paper, using historical documentation and current statistical information – 

including educational attainment rates – gives focus to (1) the development of First 

Nations formal education; (2) federal Indian educational policy; (3) First Nations’ 

endeavors to ensure education provides their children with “the knowledge to understand 

and be proud of themselves and the knowledge to understand the world around them” 

(NIB, 1972, p. 1).  

Six years after Confederation, Prime Minister John A. Macdonald, reflecting upon 

the importance of education to each colony stated:  

The question of education had threatened Confederation at its very inception, 

and a proposition that Education should be left to the General Legislature of the 

Dominion would have been enough to secure repudiation of Confederation. 

(Canada, Parliamentary Debates, 1872, p. 1999) 

Control of education was perceived as essential to community identity: French was 

predominately the language of instruction in Quebec while in New Brunswick, Nova 

Scotia and Ontario schooling was conducted in English. Similarly, schools in the latter 

provinces were considered non-sectarian while Quebec schools reflected the Roman 

Catholic beliefs of the inhabitants (Axelrod, 1997). While the Constitution Act did not 

define education, it gave force to provincial control of education. It stated: “In and for 

each Province the Legislature may exclusively make Laws in relation to Education” 

(Section 91 as cited in McInnis, 1966, p. 576). Over the last century, each province 

enacted an Education Act and associated legislation, established departments of 

education, professional requirements for educational practitioners, curriculum guidelines, 
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and has consistently protected its jurisdictional authority for education from the 

encroachment of the federal government.  

First Nations: Traditional and Formal Education  

 Unlike the colonial settlers or newcomers, First Nations people had lived across 

the land “since the world began” (Ray, 1996, n. p.). They too had their own traditional 

educational practices which reflected their language, culture, philosophy, spirituality and 

scientific beliefs (Cardinal and Hildebrandt, 2000). Traditional education was a 

community endeavor “interwoven into the life of the tribal society…an ongoing 

educational process about religion, life, hunting…bravery, courage, kindness, sharing, 

sharing, survival…it was a very extensive study of many things (Snow, 1977, p.6). 

First Nations’ educational practices, however, were influenced and ultimately 

superceded by western educational systems and beliefs (Battiste 2000, Barman, Hebert & 

McCaskill 1986). From the sixteenth century onwards, French and English speaking 

religious organizations, both Roman Catholic and Protestant, established educational 

institutions for Aboriginal people across Canada. As early as 1785, the British Crown in 

response to Chief Joseph Brant’s request for a school on their reserve, provided monies 

for a school in recognition of the Iroquois’ loyalty to the Crown during the American 

War of Independence. In eastern Canada, by 1867, day schools, boarding schools and 

Indian colleges existed, with varying degrees of permanency, for First Nations people - 

both males and females. In western Canada, prairie First Nations who negotiated the 

treaty right to education wanted formal education to “teach their children to prepare for 

the future” (Morris 1880/1991, p. 233) and enable their people to “cope with the 

newcomers” (Venne, 1997, p. 194). Formal education was perceived as an opportunity 
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for their people and a service to be provided by the Crown additional to their own 

traditional educational practices (Carr-Stewart, 2001). Despite their involvement in 

formal education and pre-Confederation treaties negotiated with the Crown, First Nations 

representatives were not invited to participate in the Confederation Debates nor was 

educational matters relating to First Nations people discussed at the Debates. The 

Constitution Act would, however, have profound affect on First Nations educational 

practices, language, culture, and community structure.  

Education and the Division of Powers 

Canada’s Constitution created not only a division of powers between the federal 

and provincial governments but with respect to education, it created the basis for two 

separate educational systems each with differing authorities. Provincial authority for 

education was outline in Section 94, while Section 91 (24) established federal 

responsibility for all education services for First Nations people.1 From 1867 onwards, 

educational delivery, standards, expectations and modes of schooling, and educational 

attainment were significantly different for students in each system (Barman, 1996).  

The Indian Act 

 The Indian Act, 1876, became the basis for the level of federal commitment to 

Indian education to the present day. All educational programs, services and level of 

financial commitment to education were defined by the federal government within its 

policy of assimilation and “racial superiority” (Chamberlain, 1997, p. 3). First Nations 

were denied involvement in the education of their children, yet the Act, Section 59, 

provided for “moneys arising from the sales of Indian lands, and from the property held 

or to be held in trust for Indians…should be set apart from time to time, to cover the cost 
                                                 
1 For the purpose of education later restricted to those who live on-reserve (Indian Act, 4 (2). 
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of…schools frequented by such Indians.” Furthermore, the Indian Act declared that “any 

Indian” who obtained a university degree, practiced law or entered religious orders “shall 

ipso facto become and be enfranchised under” the Indian Act (Section 86-1) and no 

longer considered an Indian for the purposes of the Act. Few people achieved such a level 

of education.  

 Prior to Confederation, First Nations were self-governing communities. The 

Indian Act limited the authority of the Chief and Council in all aspects of governance 

including education. The Act, Section 74 (1-7) was amended in 1880 to enable the Chief 

and Council, subject to Canada’s approval, to (1) establish “rules and regulations” related 

to the “religious denomination the teacher of the school established on the reserve” and 

(2) be involved in the construction and repair of school houses. In 1886, Section 76 (g) 

enabled Chief and Council to enact “rules and regulations” in relation to “the attendance 

at school of children between the ages of six and fifteen years” – an age requirement 

mandated by the Act. 

 Despite the federal obligation for Indian education, the construction and operation 

of schools was often left to First Nations’ communities and religious organizations. From 

time to time, requests were made to the federal government for assistance in operating the 

schools: federal policy allowed an annul contribution of $300.00 towards the operation of 

a school. Canada demanded, however that such an expenditure on Indian education 

needed to demonstrate a “fair return…for the expenditure” and was only provided if the 

school maintained an average attendance of twenty-five students (Indian Affairs, 1884, p. 

103). Requests to increase the level of funding were not heeded although Canada 

recognized that such a low level of funding attracted teaches who were “either 
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incompetent or [did] not take sufficient interest in his school to make it a success” (Indian 

Affairs, 1883, p. xviii). Operating on the belief that “the cost of educating Indian children 

is too high” (Indian Affairs, 1897, p. 292), Canada dictated a “rigid economy…in the 

management of all schools2 (p. 294). Poorly funded schools and the inability to attract 

teachers to reserve schools – often in remote areas – was an on-going issue (Special Joint 

Committee of the Senate and House of Commons, 1946-1948, INAC, 1964, RCAP 

1996).  

In 1894, an amendment to the Indian Act Section 137 re-enforced Canada’s 

Indian educational policy of not involving parents or communities in the education of 

their children. Canada declared “any existing Indian school to be [an] Industrial school or 

boarding school” and undertook to “make regulations…to secure the compulsory 

attendance of children at [residential] school.” By the turn of the century, as a result of 

the federal policy of closing day schools, residential schools became the norm and 

“isolated [children] from their own people” (Indian Affairs, 1896, p. xxiv). The force of 

law was used to ensure parents complied with the edict on residential schooling: parents 

who “prevented their children from attending were “upon summary conviction” fined, 

imprisoned, or both (Indian Act, Section 137-2).  

  Indian education policy prohibited students from using their native language in 

class or within the school premises. Immigrant children who entered the provincial 

school system were education in English or French with support system in the home and 

community to support them in their mother tongue. First Nations’ children, however, 

educated at a “location at a distance from” their home were denied a similar right (Indian 

                                                 
2 The 1928-29 fiscal year was the first time Indian Affairs acknowledge that “all expenditures for education 
had been provided by parliamentary appropriation. Annual Report, 1928-29, p. 14.  
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Affairs, 1891, p. xiii). Furthermore, Indian education, unlike provincial educational 

requirements, was not focused on academic attainment but rather on “farming and stock-

raising” (Indian Affairs, 1897, p. xxxviii) and separated Indian children further from 

other Canadian students. By the 1920s, Indian residential school curriculum ensured 

careful attention [was] paid to moral and religious training, discipline and 
order…(and) industries taught the boys to prepare the wood, draw the water, 
attend the horses and cattle, milk the cows. They cultivate the garden and do any 
other ordinary work in and around the building. The girls are taught house work 
in different branches. (Indian Affairs, 1899, p. 294) 
 

Limiting educational attainment further, Indian residential schools operated on a half-day 

system. Students split their school day between the classrooms and working in or around 

the residential schools. Following World War 1, “a special effort [was] made…to 

improve the program and expand the educational activities” (Indian Affairs, 1926, p. 14) 

enabling “Indian children throughout Canada [to study] more advanced work than in the 

past” (p. 13). The half-day system did not change.   

 In the 1920s, under mounting criticism regarding the substandard schools, the 

federal government amended the Indian Act in order to address school standards. Section 

9-4 stated “the Superintendent General shall have power to make regulations prescribing 

a standard for the buildings, equipment, teaching and discipline of and in all schools, and 

for the inspection of such schools”. At the same time, the Act extended the power of the 

“the chief and council of any band that has children in a school” to allow for “the right to 

inspect such school at such reasonable times as may be agreed upon the Indian agent and 

the principal of the school” (Section 9-5). While Indian Affairs tried to negotiate with 

provincial educational departments for the inspection of on-reserve schools, few 
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arrangements were solidified, similarly, few parents or council members gained 

permission to inspect the schools.  

 In 1951 the Indian Act under went significant amendments including the sections 

relating to education. The amended Act, Section 113-122 related to education and 

specified that the Minister was authorized to (a) “Establish, operate and maintain schools 

for Indian children” on reserve or (b) to enter into agreements on behalf of His Majesty 

with provincial/territorial governments, school boards, or charitable organizations” 

(Section 113). The Act did not change in regards to compulsory school attendance for 

children between seven and sixteen years of age (Section 115) or in regard to a child’s 

trust funds being utilized for “the maintenance of that child at school” (Section 114). 

Change did occur in relation to the administration of schools. Canada assumed 

responsibility for the operation of all schools on-reserve. The schools became known as 

federal schools and all teachers appointed to positions within the schools became federal 

civil servants.  

Academic Achievement 

Historically, regardless of the school type – day, industrial or residential – the 

quality of education provided in on-reserve schools was rarely at the level established for 

Canadian children educated within the provincial school systems. The authors of the 

1921 Canada Census Study noted, “The Indians are only very slightly connected with the 

education efforts of the different provinces, the responsibility for their education lying 

with the Dominion and private denominational institutions” (Dominion Bureau of 

Statistics, 1926, p. 38). The federal Government, through the Dominion Bureau of 

Statistics (1926) recognized that education provided for Indian children was less effective 
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that that provided by provincial systems for Canadian children in general. Furthermore, 

the Bureau argued that the inclusion of literacy statistics for the First Nations population 

in Canadian statistics was “most misleading” (p. 38). In a detailed table Comparative 

Data on Illiteracy3 of Population Over 10 Years in Canada, United States, Australia and 

New Zealand the Bureau’s statistics identified that 4.53% of the total Canadian 

population was unable to read or write, compared to 1.65% of the Australian population 

and 1.01% of the New Zealand population (p.31): two countries which did not include 

Aboriginal peoples I in their compilations. Canadian illiteracy rates were shown by 

province, in Alberta for example, the illiteracy rate was 5.18% when First Nations 

individuals were included and 3.73% when excluded (Table 25, p. 38). In a revealing 

comment on the state of Indian education in Canada, the Bureau wrote,  

Now, it is very clear the illiteracy of the Indian aught (sec) to be considered as a 
thing apart from that of the rest of the population…[for] taking the illiteracy of the 
population excluding Indians…[would result in] a more accurate description of 
the true situation. (p.38) 
 

Edwards (2005) argued the “quality of education” Indian students received “was 

generally poor”. By 1930 

Three quarters of all Aboriginal pupils in Canada were in grades one through 
three and only three in every hundred advanced beyond grade six. In comparison 
the general average at non-Aboriginal public schools in all the provinces in 1930 
indicated that well over half were beyond grade three, with a third studying at 
levels above grade six. (Edwards, 2005, p. 122)  
 

Little improvement in educational attainment levels for First Nations people occurred. In 

1940, Canada noted that  

A number of educational problems remain…one of these is…the acute shortage 
of fully qualified teachers…too much stress can not be placed on the effect of this 
condition on the educational standards of Indian school and upon the general 
progress of Indian pupils. (Indian Affairs, 1940-41, p. 166) 

                                                 
3 Illiteracy defined as complete lack of education (Canada Census, 1921, p. 19).  
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While Indian Affairs was concerned “with the outcomes of education provided at Indian 

schools,” such concern was short lived as school funding was reduced during Canada’s 

involvement in World War ll (Edwards). In a 1946 “survey of Ontario Indian day 

schools…63 percent of students in grades three through eight were reading in English at 

an accuracy rate determined to be low or very low (Edwards, p. 123).  

 The conclusion of World War ll signaled a new era for socio-economic 

development for Canadians. First Nations people with limited educational opportunity 

were in most instances denied an opportunity to participate in the new economy. In 1946 

the Joint Committee of the Senate and House of Commons received submissions 

regarding the state of First Nations education. McMurtry (1985) summarized the general 

tone of the submissions:  

Notoriously underfunded [schools were] poorly equipped and constructed, [and 
teachers] paid less than their colleagues in neighbouring public schools. The 
residential schools attracted great criticism because of the half-day labor system 
[which] obliged the children to work in the fields, sew, clean, etc. for several 
hours each day, thereby greatly restricting classroom time. (McMurtry, 1985, p. 
61)  
 

The Member for Yorkton, Saskatchewan added to the bleak picture of on-reserve 

education when he spoke in the House of Commons:  

While there are 130,000 Indians in the country, our education and training of 
these people take care of only about 16,000. Of this number enrolled, only 883 
reach grade 7, 324 reach grade 8, and seventy-one reach grade 9. I notice in three 
of the provinces there are no grade 9 students. (Castledean, House of Commons 
Debates, 1946, p. 5489) 
 

The Deputy Minister of Indian Affairs appearing before the Joint Committee noted, “that 

if Indians were given similar chances in becoming educated and trained in trades and 

professions and were treated as equals they would…[be] able to achieve” ( p. 13). 
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Following various reviews of Indian education in the 1950s, Canada undertook A Survey 

of the Contemporary Indians of Canada Economic, Political, Educational Needs and 

Policies in 1966: A document which ultimately was reviewed by the in-coming Liberal 

government in 1968.  

Indian Control of Indian Education4 

 In June 1969, the Liberal government unveiled the Statement of the Government 

of Canada on Indian Policy, more commonly referred to as the White Paper. The 

document stated that “Indian people have the right to full and equal participation in the 

cultural, social, economic and political life of Canada” and in order to accomplish such, 

proposed dismantling the Department of Indian Affairs and the transferring of 

responsibility for Indian education (and other services) to the provinces, and historical  

“legislative and constitutional” agreements be “removed” (Canada, 1969, p. 6).  Reaction 

and resistance by First Nations communities to this document was swift and potent 

(Villeneuve, 2001).  

 The White Paper served as a catalyst for First Nation action across the country as 

communities joined together in opposition to Government policy.  The National Indian 

Brotherhood, today known as the Assembly of First Nations, countered the Liberal policy 

paper with the document Indian Control of Indian Education: a statement of educational 

philosophy, values, and future direction for educational jurisdiction. Indian Control of 

Indian Education was based on the principles of local control of education and 

emphasized the role of parents in setting educational goals for their children. Goals, 

which not only provided “the training necessary for students to make a good living in 

modern society” but also reflected the traditional role of parents and “the right of treaty 
                                                 
4 Indian Control of Indian Education authored by National Indian Brotherhood, 1972. 
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Indians to choose an appropriate educational system for their children” (Henderson, 

1995, p. 245).  

Indian Control of Indian Education demanded the federal government “take the 

required steps to transfer to local Bands the authority and the funds” in order for 

communities to be involved in or responsible for: 

- Budgeting, spending and establishing educational priorities 

- Determining the types of school facilities required to meet local needs 

- Hiring of school staff 

- Curriculum development with special concern for Indian languages and 

culture. (NIB, 1972) 

In February 1973, the Minister of Indian Affairs, Jean Chrétin, notified the National 

Indian Brotherhood that he agreed “completely with the paper’s basic position of Indian 

parental responsibility and local control in education in partnership with the Federal 

Government” (Chrétien, 1973). The Department of Indian Affairs embarked upon a 

devolution plan to transfer educational administrative responsibility to First Nations. The 

transfer of schools was accomplished within existing federal legislation, administrative 

arrangements, and policies without any significant increase in budgetary levels – salary 

costs previously required for federally employed teachers offset requirements for teachers 

salary at the First Nations level. Maintaining statutory responsibility for Indian education, 

the role of the Department of Indian Affairs became one of establishing the level of 

funding for schools and ensuring annual statistical documentation was completed. 

 Blue Quills Native Education Centre became the first school in Canada to be 

managed by First Nations people. In taking responsibility, the Blue Quills Native 

2007 HICE Proceedings 
Page 566



 15

Education Council stated: “We, ourselves, must take the action which will remove the 

discrepancies which have existed in education for Indians in the past (Blue Quills First 

Nation College, 2002, p.5). Across Canada, First Nations have increasingly made the 

decision to administer the schools on their reserves as indicated below.  

 

Table 1 

First Nations Managed Schools, Canada5 

School Year Number of First Nation
Managed Schools 

1971-1972                      1 
1981-1982 159 
1991-1992                  329 
2001-2002                  494 
  

Sixty-three percent (63%) of the 494 First Nations managed schools are elementary 

schools usually comprising Kindergarten to Grade 6 classes (INAC, 2003, p. 42). In the 

2002-2003 academic year, of the 119,859 students living on reserve attending school: 

60% attended First Nation managed schools, 37% were bused to off-reserve provincial 

schools, 1% attended federal schools on reserve, while 2% attended private schools 

(INAC, 2003, p. 34).  

 Since the 1970s, both individual First Nations and organizations representing First 

Nations have entered into agreements with Canada in relation to educational jurisdiction 

and the operation of on-reserve schools. The following is a list of representative 

agreements:  

1975: James Bay and Northern Quebec Agreement (land claim) 
 Cree School Board established under the provincial Education Act 

                                                 
5 Basic Departmental Data, INAC, 1994-2003. 
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Board responsibility for elementary/secondary and post secondary education 
Board manages finances, employs school staff 
Cree language of instruction  
Students must be capable of continuing studies in Quebec schools, colleges and 
universities 

 
1970s Prince Albert Grand Council (PAGC) 

Education Board consists of Chiefs from each First Nation within PAGC 
Individual First Nations within the PAGC have own educational goals, 
governance structure, and hiring practices 
PAGC provides Second Level Services – support system and programming 
(special education, etc) to the schools 
 

1988 Kanai First Nation 
 Agreement with Kainai Board of Education  

Responsibility for the administration of elementary and secondary schools on-
reserve 
Manages post secondary services and Red Crow College 
Administration of education does not affect Treaty 7 right to education  

 
1998 Nisga’a Final Agreement (land claim) 
 Make laws for pre-school through grade 12 
 Curriculum, examinations and other standards to accommodate transfer of 

students between school systems at a similar level of achievement 
Teacher certification to be in accordance with British Columbia provincial  
schools 

 
1998 Mi’Kmaq Education Act 
 An Act Respecting Mi’Kmaq Education in Nova Scotia  
 Mi’Kmaq Education Act, Government of Canada, 1999 

These two Acts first of kind. The Act/s gives jurisdiction for education on-reserve 
to First Nations in Nova Scotia 
The Indian Act no longer applies – for educational purposes only 
Sets out the powers, duties, functions and structures of the Mi’Kmaq Education 
Authority – provides overall services 
Individual First Nations Education Authorities responsible for on-going 
educational services/activities.  

 
2006 Tripartite Education Jurisdiction Framework Agreement 
 Agreement between Canada, British Columbia and the First Nations Education 

Steering Committee 
Process to include development of federal and provincial enabling legislation to  
recognize First Nations jurisdiction 
Individual First Nations develop education laws and establish Community 
Education Authorities to deliver education programs and services 
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Towards Educational Equity  

 Across Canada, First Nations have implemented Indian Control of Indian 

Education in different ways. Jurisdictional mechanisms, however, have not been 

sufficient in helping to ensure that First Nations students enjoy the same educational 

opportunities as Canadian students in general. In 2002, the Department of Indian and 

Northern Affairs noted that what was devolved was “the specific operation of the school. 

What was not devolved was an [education] system which would support the school” and 

assist students in their educational goals (INAC, 2002, p. 5). The Auditor General (2000) 

noted “the progress in closing the education gap for Indian students living on reserves has 

been unacceptably slow. At the current rate of progress, it will take over 20 years for 

them to reach parity in academic achievement with other Canadians” (p. 4-5). Four years 

later, the Auditor General commented “we remain concerned that a significant education 

gap exists between First Nations people living on reserves and the Canadian population 

as a whole and that the time estimate to close this gap has increased slightly, from about 

27 to 28 years” (Auditor General, 2004, p. 1). Indian and Northern Affairs annual Basic 

Department Data 2003 documented that over the past decade high school graduation 

rates have decreased annually from 33.9% in 1995-1996 to 29.6% in 2001-2002 (p. 40).   

  In 2006, on the signing of the Tripartite Education Jurisdiction Framework 

Agreement between the First Nations Education Steering Committee, British Columbia 

and the federal government, it was noted by the Minister of Indian and Northern Affairs 

that the Agreement “is a major step toward our goal of closing the education gap between 

Aboriginal and non-Aboriginal” students (INAC, 2006, p. 1). Chief Negotiator for the 

First Nations Education Steering Committee, Nathan Matthew stated “the agreement also 
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strengthens the framework for the provision of high quality, relevant education for First 

Nations students in British Columbia” (p. 1). Indian Control of Indian Education 

mandated the administration of First Nations schools by First Nations communities and 

organizations. Three decades later, “the time has come for a radical change in Indian 

education” (NIB, 1972, p. 3), Canada must now commit to ensuring education reinforces 

students “Indian identify” and provides “the training necessary for making a good living 

in modern society” (NIB, 1972, p. 3) in order to ensure the educational “gap between 

[First Nations] people and those who have chosen, often gladly, to join us as residents of 

this beautiful and bountiful country” is addressed (p. 2). 
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Story as a Theory of Teaching 
 

If children are to make meaning out of classroom texts  

they need to ‘story’ them (Lyle, 2000, p. 59). 

Over the past fifteen or more years the very foundations of teaching and teacher 

education have shifted dramatically from an objective, rational stance that would reduce teaching 

to the interplay of discrete variables in a rather arid landscape to an emphasis on narrative as a 

tool to capture the richness and complexity of classroom events, teaching practice, and students’ 

understandings.  Indeed, the idea of "story," which surfaced within the teaching and teacher 

education community only a few years ago (see, for example, Carter, 1993), has rapidly seized 

the imaginations of both investigators and teacher educators.  Today the term is widely popular 

and one can hardly pick up a contemporary book or journal that doesn't contain some reference 

to this flourishing literature.    

The gist of the argument that underlies this shift toward story in teaching and teacher 

education can be summarized briefly as follows.  Teachers, and indeed everyone else, live 

storied lives (Bruner, 1986), and, thus, "think, perceive, imagine, and make moral choices 

according to narrative structures" (Sarbin, 1986, p. 8).  In Funkenstein’s (1993) words, "My 

acting-in-the-world...is the continuous plotting of a narrative, interpreting the past and projecting 

the future according to my image of myself" (p. 22).  We tend, in other words, to interpret our 
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lives by weaving comprehensive frameworks in which the incidents, people, actions, emotions, 

ideas, and settings of our experience are brought together, interrelated, and situated.  In this 

process we sort through our experiences, dividing the pertinent from the extraneous and filling in 

the gaps as we construct sensible renderings or accounts of our personal histories.   

From this perspective, story is a fundamental way of knowing, and this assertion is 

especially true in teaching because much of the practical knowledge teachers acquire arises from 

actions in situations--the essential ingredients of story.  Thus, to understand teachers’ 

knowledge, it is necessary to capture the stories within which this knowledge and understanding 

are embedded. 

Along these same lines, Doyle (1997) contends that teaching itself is a storied process 

and thus can only be known, by practitioner and researcher alike, as story.  He argues that: 

a classroom is a realm in which events take place, and it is through participation (i.e., 

action) in these events that students come to understand what the enacted curriculum 

embodies as content.  If teaching is event and action with respect to a curriculum, then 

story is a quite appropriate, if not the only, way of knowing teaching (Doyle, 1997, p. 

95). 

These arguments lead quite directly to conceptions of teacher education pedagogy that 

are grounded in story rather than simply propositions and prescriptions.  Story, in this light, is 

seen as an authentic way of grasping the richness and ambiguity of our experiences as teachers, 

the complexity of our understandings of what teaching is, the expanse of our feelings about 

being  

teachers, and our instincts about how others can be prepared to engage in this profession (for 

2007 HICE Proceedings 
Page 575



Story as Teaching Theory  3 
 
 
more detail, see Berliner, 1992; Carter, 1999). 

Arguments such as these have given rise to a teacher education literature that is rich with 

personal narratives and detailed cases.  Such stories are significant for teacher education not 

simply to illustrate a point derived from a network of propositional knowledge, nor merely as 

evidence for the practicality of various methods and conceptions, nor only as embodiments of 

political and social issues, or even just as vehicles for integrating knowledge and triggering 

personal reflection.  Rather, these stories give rise to meanings unattainable in any other way.   

My purpose here, however, is not to revisit this burgeoning literature on story as a 

medium for knowing teachers and teaching practice or for enhancing teacher learning and 

development.  I am interested, rather, in exploring “story” as a concept for K-12 teaching, that is, 

as a concept from which to theorize about the teaching process itself and about how one might 

think about and engage in teaching.  From this discourse perspective, attention is directed to 

story as approach, technique, or method which can be used to highlight the strands within which 

content can be framed over time during teacher and student interactions in classroom events.   

This use of story as teaching device is, of course, quite ancient.  Aesop’s fables and 

biblical stories and parables are prominent examples of this genre.  Moreover, storytelling, a folk 

art connected to theater, is a basic component of the educational programs offered for young 

children by many libraries and most schools.  The storytelling literature (see, e.g., Barton & 

Booth, 1990; Collins & Cooper, 1997; Mason, 1996; Rodari, 1996) is anchored in the 

consideration of the pedagogy of story, i.e., how to tell a story well.  From this base, the 

discussion extends out to the analysis of the dramatic features of stories and ways of involving 

audiences in the telling of a story and, ultimately, to the development of story creating capacities 
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in children.  Storytelling specialists who write about school contexts often comment on the 

advantages of increasing story content in curriculum (e.g., telling the stories of mathematical and 

scientific discoveries or dramatizing historical events).  

Recently, however, there has been a growing interest in story as a tool for framing 

curriculum and as a basic mode of conducting pedagogic discourse for teachers and students (see 

Egan, 1989; Lyle, 2000; and McEwan & Egan, 1995).  This work takes a much more expansive 

view of story as a general frame for organizing content and conducting teaching.  Rather than 

seeking a pedagogy for stories, the modern work aims at making story a pedagogy.  There is less 

concerning, in other words, for the teaching of stories than for the storying of lessons.  It is to 

this latter body of work that I now direct my attention. 

Why Story? 

There are several often interrelated arguments for using story as a central organizing 

concept in teaching.  In this section I try to examine briefly a variety of these views to give a 

flavor of the literatures.  The section is organized around the basic theme of narrative 

understanding as the central human sense making tool.  I recount this argument and then 

examine some of the ways in which story is said to function in this sense-making process.  From 

this discussion, I move more generally to a summary of the theoretical origins and underpinnings 

of story as pedagogy and curriculum.  In later sections I examine the claims associated with this 

approach, the forms and materials of instruction it presupposes, and the promise of this work for 

understanding and doing teaching.  

The nature of stories 

At a very basic level, "Stories consist... of events, characters, and settings arranged in a 
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temporal sequence implying both causality and significance" (Carter, 1993, p. 6).  Thus, a story 

carries information about how things work and what meanings events have.  In this regard, Egan 

(1989) argues that stories engage us in part because in story “we know how to feel about all the 

events and characters that make it up” (p. 30-31; emphasis in original).  In addition, stories are 

told to someone, an imagined reader, by someone, an implicit or explicit observer/narrator who 

recounts the events and often presumes to know what the characters are thinking.  Thus, a story 

also contains information about intention and motivation as well as a sense of audience, of who 

is looking in on events.  Finally, a story, by its very nature, resists a singular interpretation.  In 

Iser's (1996) words, story "launches multifarious patterns" (p. 19).  Thus, a story captures 

nuance, indeterminacy, and interconnectedness in ways that defy formalistic expression and 

expand the possibilities for interpretation and understanding.  

Story as sense-making tool 

The core argument for organizing thought and action in teaching around the concept of 

story is grounded in the view that narrative understanding is a major if not the fundamental and 

universal way in which people make sense of the world (see Bruner, 1985, 1990, 1996; Egan, 

1989).  Lyle (2000) has reviewed this literature with respect to how children make meaning in 

classroom settings, so I will not go into great detail here.  For present purposes, however, I will 

elaborate on this basic assertion and then examine some of the ways in which this sense-making 

process operates.   

Advocates of the central importance of narrative understanding maintain that humans 

have a universal predisposition to “story” their experience and that young children comprehend 

and create stories long before they can grasp abstract and detached facts, propositions, or laws.  
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In Paley’s (1990) words, “play and storytelling of their own making...are, after all, the children’s 

natural, intuitive means for interpreting all aspects of their world” (p. 163).  This basic 

propensity toward narrative knowing means also that human impose a narrative interpretation on 

information.  Thus, children are likely to construe the content they encounter in classrooms in 

storied forms.  Indeed, some would contend that such a narrative reconstruction of content is a 

necessary condition for understanding curriculum.  In Lyle’s (2000) words, “If children are to 

make meaning out of classroom texts they need to ‘story’ them” (p. 59).  From this perspective, 

story becomes an absolutely essential frame for all teaching.   

To clarify what narrative understanding and storied teaching means, I examine below 

some of the major features and effects of stories. For present purposes, I have selected four 

themes from the story literature to convey the central structure of this concept of teaching.  

These themes are: cohesion, imagination, subjectivity, and disruption.   

Cohesion/integration.  Gudmundsdottir (1995) maintains that “By using narrative form 

we assign meaning to events and invest them with coherence, integrity, fullness, and closure” (p. 

31).  This means that, as learners, we tend to seek interconnections and construct information to 

fill in that which is implied but not explicitly stated or apparent in texts or episodes.  At the same 

time, we use the evolving story line or structure (i.e., the emerging pattern of coherence) to 

exclude that which seems irrelevant and unnecessary. As Egan (1989) states, “Stories, then, have 

clear means of determining what should be included and excluded” (p. 24).  Clearly, this process 

of forging coherence is one of the major ways in which story functions in comprehending the 

world. 

In their discussion of the analysis of videotaped math lessons acquired as part of the 
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Third International Mathematics and Science Study (TIMSS), Stigler and Hiebert (1999) 

advance a similar view from the perspective of instruction:  

Imagine the lesson as a story.  Well-formed stories consist of a sequence of events that fit 

together to reach the final conclusion.  Ill-formed stories are scattered sets of events that 

don’t seem to connect.  As readers know, well-formed stories are easier to comprehend 

than ill-formed stories.  And well-formed stories are like coherent lessons.  They offer the 

students greater opportunities to make sense of what is going on.” (p. 61).   

With reference to the videotaped lessons themselves, Stigler and Hiebert (1999) go on to 

suggest that eighth-grade mathematics lessons in the United States are not always good stories. 

U.S. lessons contained, for instance, significantly more topics than Japanese lessons and 

significantly more topic switches than German and Japanese lessons, suggesting less lesson 

coherence.  Moreover, U.S. teachers made fewer explicit statements linking parts of the lesson 

together than Japanese teachers and significantly fewer U.S. lessons told a single story than 

German or Japanese lessons.  If we interpret teaching as cultural activity, which Stigler and 

Hiebert (1999) do, then these results suggest that U.S. mathematics lessons are not regarded by 

our society as “good stories to be told [but] rather [as] sets of objectives to be attained” (Egan, 

1989, p. 2).  

Imagination.  Egan (1989) is an especially passionate champion of the view that 

imagination is a crucially important goal of education and that a storied pedagogy is an essential 

strategy to foster children’s imagination.  His critique of Piaget’s stance on children’s cognitive 

development is based on the limited conception of logical or paradigmatic knowledge that Piaget 

used to design tasks for children to perform and his neglect of narrative forms of everyday 
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knowing at which children excel.  Egan further contends that children’s imaginations--”the most 

powerful and energetic learning tools” (Egan, 1989, p. 2)--are central to all understanding and 

that the general neglect of imagination in schools is, therefore, detrimental to all achievement.  

Finally, he argues that story is an necessary framework for selecting and organizing content and 

for conducting classroom lessons precisely because it activates and deepens imagination.  He 

focuses, in other words, on “the power of the story form in order to teach any content more 

engagingly and meaningfully” (Egan, 1989, p. 2).   

Subjectivity.  As noted earlier, stories, by their very nature, carry information about 

meaning, intention, motivation, and feelings.  Thus, a story has emotional and even moral power 

as well as a sense of the personal and provisional.  Some argue that this subjectivity of the story 

form compromises objectivity (e.g., Phillips, 1996).  Story advocates argue, however, that it is 

precisely this subjectivity that is the essential value of story.  Speaking from the perspective of 

biography, Parini (2000) contends that “the facts themselves...are lifeless when removed from 

the quickening fluid of narrative” (p. A72).  Thus, “the good biographer must find a mythos, or 

story, that will help tame the myriad facts of the subject’s life” (Parini, 2000, p. A72).  From this 

perspective, storied forms of interpretation and understanding are fuller and richer than factual or 

abstract representations.  As Paley (1995) puts it: “A fact by itself may open a door to the castle 

but if we place the fact into a story, unforeseen tunnels are revealed as we crisscross and mingle 

and expand out horizons” (p. 97).   

The subjectivity of narrative representation of content also means that students are 

challenged to grapple with nuance and indeterminacy in coming to know curriculum.  Advocates 

of story place particular value on these facets of students’ understanding. 
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Disturbance.   In a recent analysis of why literature matters, Iser's (1996) underscores 

the extent to which literature, compared to the dominant technological discourse of the age, is 

inherently a "perturbing noise" (p. 16).  In contrast to the smoothness and order of formalized or 

propositional discourse, story is "basically a noisy transmission channel" (Iser, 1996, p. 17).  

This noise results in part because story itself is constituted by "pattern breaking patterns" (Iser, 

1996, p. 17) or disjointed levels of information.  Interpretations of statistical tables are written to 

achieve precision and singularity of interpretation.  Stories are written to embellish, enhance, and 

enrich.  Thus the parts of a story text compete for attention and interpretation.  Moreover, the act 

of reading a story contextualizes it into a larger system of information the reader might use to 

make sense of the disjointed levels of the text, thus introducing more noise.   

The value of this "perturbing" noise is profound:  "the noise of literature carves out a 

space for unpredictability and invention that allows an unfettered imagination to impinge on 

cultural circulation" (Iser, 1996, p. 18).  Thus, story is not simply an alternative way of 

expressing or illustrating propositional knowledge, but rather an idiom that tells something very 

different.  In addition, story can be a staging ground for human self-enactment, "a panorama of 

what is possible, because it is not hedged in either by the limitations or the considerations that 

determine the institutionalized organization with in which human life otherwise takes its course" 

(Iser, 1996, p. 19).  Story can transport us, in other words, not only to experiences we have not 

had but to insights that cannot be expressed in conventional discourse.  Thus, a storied pedagogy 

carries within it the potential to continuously expand possibilities for interpretation and 

understanding. 

The Concept in Context: Practical and Theoretical Significance 
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Having outlined the core ideas associated with story as a concept of teaching, I now step 

back to view the larger context within which this concept lies.  To do this, I will discuss the 

practical and theoretical stature and significance of the concept.  In particular, I will examine the 

instructional forms and materials a storied pedagogy promotes, the theoretical origins and 

underpinning of this concept, opposing and/or competing stances, and the claims about teaching 

effects and outcomes.  

Instructional forms of a storied pedagogy 

Lyle (2000, pp. 55-60) surveys briefly several classroom-based applications of ideas 

derived from conceptions of narrative understanding.  Her descriptions include several 

applications of the “Philosophy for Children” program (Lipman, 1988) and her own research on 

the impact of materials prepared using a narrative structure.  For present purposes, I will 

examine two models: Vivian Paley’s uses of story in her kindergarten classes (see especially 

Paley, 1981, 1990, 1995) and Kieran Egan’s specification of the structure of a storied lesson (see 

Egan, 1989). 

One important general comment is in order:  Much of the work on storied pedagogy 

focuses on young children.  Although Egan has written about applications of his ideas to students 

in the 8-15 age span (e.g., Egan, 1992), the discussion most often focuses on the primary grades. 

Paley’s uses of story.  For Paley, story becomes the basic medium of communication in 

her kindergarten classes.  She begins from the premise that play and storytelling express the 

basic questions and problems that children are working on in the classroom.  Here, in other 

words, is “the spontaneous theater of the young” (Paley, 1990, p. 19) through which they come 

to know each other and connect their ideas to those of others.  Thus for her teaching means 
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listening intently to children’s stories, such as those of Jason—“the boy who would be a 

helicopter” (Paley, 1990)—to understand who they are, what they are working on, and how to 

help them.  In turn, she teaches by helping others hear the storyteller and by telling spontaneous 

stories of her own.  She sees her “contract” with pupils in these terms: 

Play contains your questions, and I must know what questions you are asking before 

mine will be useful....  Put your play into formal narratives, and I will help you and your 

classmates listen to one another.  In this way you will build a literature of images and 

themes, of beginning and endings, of references and allusions.  You must invent your 

own literature if you are to connect your ideas to the ideas of others (Paley, 1990, p. 18). 

The following example will illustrate how this process works.  In this episode, three 

children have constructed a story about the castle they live in and have, as the morning 

progresses, added next door a haunted house and a family of mice who run a cheese factory.  

Paley (1990) comments: 

As I connect my curriculum to the children’s we meet at a number of 

intersections: “How much does the cheese cost?  There are big chunks and little ones” 

“What if this whole room had no doors and no one could enter?  What would we have to 

do for ourselves?”  “Is it fair to tell Clara she can’t be a princess?”  About the last, 

Magpie [who is Paley’s story voice in the class] has a story, for the problem of Clara’s 

rejection is one I would like to deal with in a new way. 
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A tiny wisp of something flew past Magpie but he could see nothing.  Then he felt 

the tickle of silky wings on his back.  “Who’s there?” he asked.  “Why can’t I see 

you?” 

“Because I’m invisible,” a voice answered.  I’m a princess who lives in 

the castle on the hill.  It has no doors and my sisters and I make ourselves into 

invisible butterflies when we wish to go out.” 

“But, if your castle has no doors, how can someone come in?”  Magpie 

wondered. 

“We don’t want anyone to come in,” said the princess.  “We live alone.” 

Magpie shook his head.  “How unfortunate.  Just this morning I saw a 

little girl lost in the woods surrounding your castle.  She must have tried to enter 

but couldn’t find the door.” 

Magpie sense the wetness of an invisible tear and then heard a tiny 

whisper.  “That girl must feel sad.  What will she do?”  Magpie did not know. 

The little butterfly said good-bye and flew home, wondering what her 

sisters would say when she told them about the lost child (p. 93).   

Egan’s lesson model.  Egan (1989) has translated his analysis of the power of story to 

enhance imagination into a lesson model that embodies story principles.  In addition, he provides 

several examples of how this model can be applied to teaching various subjects in the elementary 

school curriculum.  The basic components of the model are: 
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The Story Form Model 

1.  Identifying importance: 

What is most important about this topic? 

Why should it matter to children? 

What is affectively engaging about it? 

2.  Finding binary opposites: 

What powerful binary opposites best catch the importance of the 

topic? 

3.  Organizing content into story form: 

3.1 What content most dramatically embodies the binary 

opposites, in order to provide access to the topic? 

3.2 What content best articulates the topic into a developing story 

form?   

4.  Conclusion: 

What is the best way of resolving the dramatic conflict inherent in the 

binary opposites? 

What degree of mediation of those opposites is it appropriate to seek? 

5.  Evaluation: 

How can one know whether the topic has been understood, its 

importance grasped, and the content learned?  (Egan, 1989, p. 41) 

The key to this model is, of course, the notion of binary opposites.  Egan argues that the 

central structural element around which children’s stories revolve and move forward is binary 

opposites, i.e., “conflicts between good and bad, courage and cowardice, fear and security and so 

on” (Egan, 1989, p. 26).  This, then, becomes the primary device for selecting and organizing 

content in a lesson.  Another basic criterion is affective engagement.  Egan holds that “if we 

cannot find anything affectively engaging in a topic then we should go no further” (Egan, 1989, 

p. 40).  Finally, Egan does not say very much about the evaluation phase of the model except to 
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urge that the assessment focus on what is educationally important rather than that which is 

simply easy to measure. 

Theoretical connections 

As indicated in the previous discussion, the concept of a storied pedagogy is grounded, 

for the most part, in developmental and cognitive psychology.  Lyle (2000), for example, 

attributes much of the core thinking on narrative understanding primarily to Bruner, Gardner, 

and Vygotsky and to the critiques of Piaget’s conceptions of child development such as Egan’s.  

Although she makes passing reference to literary criticism and linguistics, the preponderance of 

cited work is psychological.  I suspect that further elaboration of the concept will involve a 

closer connection to literary sources (e.g., Iser, 1996; Mitchell, 1981; Scholes, 1982).   

From a somewhat broader perspective, a storied pedagogy falls under the larger umbrella 

of child-centered approaches to teaching in the sense that it derives its fundamental rationale 

from postulates about the ways children make sense of their world.  This child centeredness is 

especially clear in the works of Paley and Egan.  Paley (e.g., 1990) contends that she learned her 

uses of storytelling in teaching from children themselves.  She confesses: “In my early teaching 

years I was in the wrong forest.  I paid scant attention to the play and did not hear the stories...” 

(Paley, 1990, p. 5).  Or, “I was neither a good listener nor an able storyteller when my name 

became Teacher” (p. 15).  It was when she finally responded to the insistence of the children’s 

stories that she understood the centrality of story in her teaching.  Egan (1989) takes a more 

formal approach, but arrives at the same point.  He critiques Piaget for utilizing a limited 

conception of knowledge that excludes imagination and for neglecting the natural propensity 

toward narrative understanding in children.  From this premise, he concludes that story should be 
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the model for selecting and organizing content and conducting lessons.   

As with many branches of child-centered pedagogy, advocates of story see themselves as 

a minority in opposition to the dominant principles and practices of schooling.  Paley (1995) 

summarizes an often expressed sentiment among story proponents as follows: 

The notion that storytelling is the natural method of teaching in the same way that 

fantasy is the natural and intuitive medium of play is agreeable to think about but not 

easy to accept as serious business.  Even demonstrating that children play invariably 

emerges with character and plot in progress and using this commonly observable 

phenomenon as evidence that it is the way children think does little to alter a firmly 

entrenched premise: The primary goals of teaching are “cognitive” and therefore 

antithetical to play.  Storytelling, hard work that is may be, seems too much like play (p. 

92). 

Egan (1989), along similar lines, contrasts his story model of planning with the traditional linear 

framework based on objectives, method, and evaluation. 

Part of the oppositional stance of story as a concept of teaching stems from differences 

over outcomes.  Story advocates claim they emphasize fundamentally different outcomes than 

the dominant model of schooling.  Established schooling, they argue, is based on logico-

mathematical knowledge that is abstract, detached, and dispassionate.  Story proponents, in 

contrast, emphasize imagination and subjectivity.  In a storied pedagogy, in other words, “Truth 

is not objective, fixed and unchanging; it is relative, interpretative and relational” (Lyle, 2000, p. 

53).  In the current climate of standards and standardized accountability, one can easily 

appreciate this oppositional sense.  
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Claims and warrants 

My final task in laying out story as a concept in teaching is to examine the claims of 

teaching effects and the evidence upon which such claims are based.  As suggested above, 

advocates of a storied pedagogy claims that this approach will stimulate children’s imagination, 

enrich substantially their understanding of what is being taught, and increase their capacity to 

make sense of the world.  These are formidable claims.  Evidence for the validity of these claims 

comes in several forms. 

In keeping with most work on teaching methods or models, the claims for effects and 

effectiveness of story pedagogy are largely derivative: If one accepts the fundamental principles 

about how children make sense of the world, then a pedagogy based on these principles 

necessarily follows.  Such an approach assumes a fairly tight linkage between learning models 

and teaching models, an assumption that has often floundered before.  A second form of 

evidence is provided in Paley’s (1981, 1990) compelling stories of the uses of storytelling in 

classrooms.  Some would argue, of course, that such  narrative representations are a singularly 

appropriate way to document and understand a story pedagogy (see, e.g., McEwan, 1995).  

Unfortunately, there are not a very many of these stories currently available, especially of the 

more formalized versions like Egan’s story lesson model.  Finally, there are a few more 

traditional studies that lend support to a story pedagogy.  Stigler and Hiebert (1999), for 

example, cites studies which suggest that students identify and remembers the major points of 

more coherent lessons better than they do in less coherent lessons (see Fernandez, Yoshida, & 

Stigler, 1992; Yoshida, Fernandez, and Stigler, 1993).  Lyle (2000) cites a few similar studies 

along these lines.   
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Overall, it would appear that the evidentiary base for a storied pedagogy is quite limited, 

although the existing work is certainly promising. 

Conclusion 

In summary, story appears to be a well-formulated concept of teaching.  At the same 

time, it is clear that the concept is embedded mainly in the literature on early childhood 

education and has a somewhat marginal status within the larger literature on teaching.  On the 

other hand, the concepts rests on some very compelling arguments about children and how they 

make sense of the world, arguments that suggest fundamental transformations of dominant 

modes of teaching practice.  Perhaps, with the continuing rise of narrative as an idea in teaching 

and teacher education, we will see this concept move to a more central position in our thinking 

and witness a more complete elaboration of the approach. 
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Themes in Pre-service Teachers’ Narratives of Classroom Events 
 
 Since the publication of Lortie’s (1975) classic study, Schoolteacher, 

investigators interested in the process of learning to teach have noted that teacher 

education students begin to learn about teaching very early when they are pupils in 

elementary and secondary schools, and this prolonged apprenticeship of observation is far 

more powerful than the curriculum of teacher preparation in shaping their attitudes and 

conceptions of how to teach (see Carter & Doyle, 1995, Wubbels, 1992).  Indeed, it is 

now clear that teaching is a deeply personal matter, personal understandings of teaching 

are profoundly systematic and theoretical, and learning to teach is a negotiated process 

(see Carter & Doyle, 1996).  Thus teacher educators must focus on how they might 

collaborate with novices in their exploration of self-understanding as teachers. 

The term “preconceptions,” which is commonly used to characterize novices’ 

understandings of teaching, can too easily make it appear that these personalized 

understandings are simply poorly formulated opinions that can be easily changed by 

rational argument and appropriate field experiences.  Such an interpretation seriously 

underestimates the passion these ideas embody, the extent to which they penetrate 

teachers’ lives, and their central role in framing how novices learn to teach (Holt-

Reynolds, 1992).  These frames are basic tools novices use for understanding the 
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complexity of teaching.  Like paradigms, preconceptions define what is recognized as 

notable in the stream of experience, specify how issues and problems can be thought 

about, and persist even in the face of discrepant information.  It is important, therefore, to 

understand more fully the essential content of novice teachers’ preconceptions and their 

function in learning to be a teacher. 

 To this end, the present paper is a report of the analysis of 137 short narratives 

prepared by a diverse group of elementary and secondary preservice teacher education 

students.  In these narratives—framed as personal well-remembered events (Carter, 

1994)—the students were asked to describe and interpret a particularly salient event from 

their own experiences as students in K-12 classrooms.  The analysis of the content of 

these narratives focused particularly on the themes that organized and anchored the 

personal meanings assigned by students to the events they recounted. 

Method 

 The sample for the present study was 137 students enrolled in 5 sections of an 

introductory teacher education course over a two-year period.  Nearly 65% of these 

students were female, 35% were minority group members, 20% were bilingual, and a 

wide range of both elementary and secondary teaching majors were represented.  

Approximately 60% of the students were traditional undergraduates in the early 20’s and 

the rest were older students returning to school for teacher preparation and/or degree 

completion. 

 The course was the first in the clinical sequence of the program focusing on 

classroom processes and instruction.  During the first two weeks of the course, each 

student was asked to write a personal well-remembered event derived from her or his 
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own classroom experience as a K-12 student. This genre of personal narrative was 

derived from Carter’s (1994) work on well-remembered events as windows into the 

understandings preservice teachers have of teaching.  The task consisted of a 2-3 page 

paper organized around the following parts (1) the selection of a particularly salient event 

from one’s past experiences as a K-12 student; (2) a detailed description of the event; (3) 

an explanation of why the event was memorable; and (4) a statement of what impact this 

event might have on the writer’s understanding of what it means to act as a teacher.  

Career studies suggest that teachers can often recall in considerable detail specific 

incidents that have been especially critical in their development (Sikes, Measor, & 

Woods, 1985), suggesting that having novices focus on specific well-remembered events 

may be particularly useful in understanding their preconceptions of teaching. 

 The analysis of these narratives involved repeated independent readings by the 

three principal investigators to identify the basic story structures (characters, sequence, 

plot, pattern of action) embedded in the texts (see Carter, 1993).  Attention then turned to 

the documentation of themes in the stories (e.g. outrage, relief, anger, joy) and the 

meanings the students assigned to these themes. 

Results 

 The results of this analysis suggest strongly that preservice teachers early in their 

preparation anchor their conceptions of teaching in relatively simple story structures that 

are imbued with either powerful personal feelings of humiliation and pain or high levels 

of individual elation and triumph.  For many—nearly 40% of the sample—the salient 

event came immediately to mind and the memory was accompanied by strong feelings of 

pain and/or anger.  Indeed, the event was very salient and was discussed in such vivid 
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terms that it seemed to have happened only yesterday.  The typical structure of these 

humiliation narratives involved an incident in which a teacher treated the writer unfairly 

and often harshly in front of his or her peers and never apologized for the affront.  The 

writer may have either made what he or she considered to be a reasonable mistake or 

neglected to complete a task because of legitimate mitigating circumstances, but the 

teacher reacted abruptly and without sympathy (and usually without knowledge of the 

circumstances).  In a minority of these cases, the treatment was continuous over a long 

period, i.e. the teacher “didn’t like me.”  The pain, and in most cases anger, was still 

strong, even after several years.  In very few cases did the writer report having told 

anyone, and especially the teacher, about the incident or their feelings in response to it.  

Many writers of humiliation narratives reported that the rest of their school careers after 

this incident were changed profoundly, usually in the direction of withdrawal and 

marginal participation.  The typical interpretation of these narratives for one’s own 

practice was a vow never to act in such a contemptible way. 

 On the other hand, most of the students told stories of elation and victory.  In 

these stories, a teacher recognized a particular talent or effort being made or provided a 

special opportunity for the writer to excel in some area.  These teacher acts generated 

considerable joy and were often seen as the source of general motivation to achieve or to 

select a particular career interest (e.g. wanting to be a teacher).  In some instances, the 

special teacher recognition of opportunity was said to change dramatically a pattern of 

school performance for the better.  In these stories, the writers typically vowed to be like 

the teacher they so fondly remembered and appreciated. 
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 Finally, in some instances, writers either had a difficult time remembering a 

salient K-12 event or told relatively “flat” stories of a school incident.  In most of these 

cases it appeared that he writers were only marginally involved in their school 

experiences, usually because their primary rewards were derived elsewhere, and they 

could not think of a particular incident that triggered this stance toward schooling. 

Implications 

 The findings of this study fit nicely with those of Holt-Reynolds (1992) who 

emphasizes that the apprenticeship of observation is framed in “studenting” terms that 

carry a strong motivational emphasis.  Teacher education students do not simply copy 

methods they have seen but rather interpret methods they are being asked to learn in the 

contest of how they remember their friends might react to a teacher’s actions.  The 

present study suggests that there also is, for most students, a deeply personal narrative 

structured around feelings of either humiliation or triumph that shape.  Two aspects of 

this finding are of interest.  First, to what extent do humiliations and triumph students 

differ in their basic stance toward teaching and learning to teach?  Clearly these are quite 

different motivations to enter teaching and one can easily imagine differences in attitude 

and approach as students come to face the demands of the profession.   

Second, the simplicity of the story structures suggests that work needs to b done 

to help teacher education students deal with the complexity of teaching in classrooms.  In 

many of the humiliation narratives, for example, it seems clear that the teacher was 

attending to a general classroom rule and was unaware that his or her actions were having 

such a strong negative effect.  Such unintended offences are likely to be perpetrated by 
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most teachers, even those who remember being humiliated.  Such a possibility certainly 

needs to be examined as one learns to teach.   
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Abstract 
 
Every technology is a two-edged sword bringing to its applications both advantages and 

disadvantages.  The same is true of outside technologies applied to education like radio 

frequency identification chips (RFID).  The nature of RFID is summarized and the 

potentials listed, along with the dangers for education, individual privacy, and society.  

Possible misuses of the technology in schools are enumerated.  

 

 

 

The Theremin 

The amazing legacy of Léon Theremin (1896-1993) was the eventual creation of radio  

frequency identification chips (RFID).  Theremin, a Russian, had toured the United States 

in the late 1920s giving concerts by waving his arms over a homemade apparatus with 

two antennae.  By manipulating his hands in the air, he was able to produce music from 

the device.  Invented in 1919 and named after him, the device was called a theremin (also 

called a thereminvox) and translated the position of his hands in the air into distinct 

sounds.  He thus became the first person to demonstrate that one could control an 

apparatus without physical contact and the theremin became the first musical instrument 
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specifically designed to be played without touching it.  

 

Though the theremin was actually a cover for espionage activities, its descendent, the 

RFID chip, works in a similar way. Strategically placed RFID readers wait silently and 

patiently for RFID chips to pass by, carried knowingly or unknowingly into range by 

their owners, embedded in their possessions, or hidden in their clothing. The readers scan 

the contents of the nearby chips by radio without touching them and can relay the results 

elsewhere. 

 

RFID Construction 

The RFID chip consists of two parts: the chip itself and an antenna.  These can be printed 

or lithographed at low cost and can be inserted into all manufactured goods at some point 

in the fabrication process.  In their book "Spychips," authors Katherine Albrecht and Liz 

McIntyre point to the dangers this seemingly innocent technology potentially poses 

(Albrecht & McIntyre, 2006). 

 

RFID readers could be hidden in stores, library shelves, homes, or public areas like parks 

or railroad stations to electronically record all of your possessions, "right down to the size 

and color of your underwear."  (Albrecht & McIntyre, 2006, p. 29.)  No one would be the 

wiser. 

 

The authors point out that the RFID chip is not just an improved barcode.  Whereas a bar 

code indicates a class of objects, e.g. a comb or a chocolate bar, an RFID chip records the 
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exact item in the class, that is which comb or which chocolate bar.  Moreover, this unique 

identifier is often invisible, remotely readable, and can be scanned without the owner’s 

knowledge or permission.  As if that weren’t enough, the RFID readers which do the 

scanning will bombard us with electromagnetic radiation. 

 

The RFID industry plans to chip everything.  This includes clothes, dentures, shoes, cars, 

currency, and postage. Eventually every item in homes, hospitals, and schools will be 

chipped, scanned, and tracked, and ultimately this technology could be applied to 

tracking people. 

 

There are already a number of chipped products on the market and these include Huggies 

baby wipes, Pantene shampoo, Caress soap, Right Guard deodorant, Wisk laundry 

detergent, and bags of Purina dog food. 

 

Chips could be as small as a grain of sand and are now being embedded in a wide variety 

of identification cards and credit cards. 

 

Because of the dangers to privacy and possible public backlash, the RFID industry would 

prefer that the technology not be called RFID. They prefer to change the name to 

proximity chips, contactless chips, contactless integrated circuits, contact free chip card, 

blink chips: anything but "RFID". 

 

A number of consumers’ organizations opposed to RFID technology and its concomitant 
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threat to privacy have sprung up in different countries around the world (Cartwright, 

2006).  One is CASPIAN: Consumers against Supermarket Privacy Invasion and 

Numbering.  Another is notags.co.uk.  In late 2006, CASPIAN urged consumers to return 

credit cards with imbedded chips because of the ease of identity theft. 

 

The American government had planned to install RFID chips in all passports by October, 

2006, but was unable to do so because it was discovered that the unencrypted chips could 

be read by bystanders with the appropriate RFID readers.  The passport owners would 

unknowingly have all their personal information read by strangers.   

 

In 2006, the United Kingdom proposed to establish UK identity card.  The card would 

not be compulsory (yet), but will be required in the future for a passport application.  The 

cost will be 92 pounds.   

 

Each UK identity card will contain an RFID chip to link it to massive data bases, and will 

provide more information than a conventional passport.  In fact, 51 categories of 

information will be collected.  In addition to the name, date and place of birth, address, 

previous addresses, additional information such as previous addresses, times of residency 

at different places, current residential status, information about other IDs, photograph, 

fingerprint, other biometrics, signature, nationality, national insurance number, passport 

number, and driver's license number would also be collected and stored.  In addition, data 

will be kept on the particulars of every person who has countersigned an application for 

an ID card, particulars of every notification given of lost stolen or damaged cards, as well 
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as the particulars of every person to whom information about the card was provided. 

 

Such an invasion of privacy is unprecedented and because eventually no one will be 

exempt from carrying such a card, UK cartoonists are having a field day: one cartoon 

shows the Queen carrying her UK identity card. 

 

Far more serious is the possibility of implanting such chips in people.  Programs are 

already in place to inject such chips under the skins of animals for identification of pets 

and livestock and one manufacturer now produces a device known as the VeriChip which 

can be implanted in humans.  In fact the chip can be used for control as can be deduced 

from VeriChip's advertising: such words as implantable, identification, protection, 

prevention, tracking, control, monitoring, and management are not uncommon.  The 

Florida-based company has given free equipment to 262 hospitals to instruct 1,100 

physicians on the use of the implanted chip to identify patients and link them to stored 

health records (Implanted microchips raise concerns, 2006). 

 

 

In Mexico, the attorney general Rafel Macedo de la Concha had an anti-kidnap chip 

inserted in his arm and insisted that his senior staff and 160 other employees do the same.  

In Cincinnati, Citywatcher employees were required to have a VeriChip implant to 

authorize them to enter a room storing videotapes of city streets.  To their credit, both 

houses of the Wisconsin State Legislature unanimously passed Assembly Bill 290 

introduced by Representative Marlin D. Schneider (D). The law makes it illegal to force 
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an individual to have a microchip implant and subjects violators to fines of up to $10,000 

per day. 

 

As University of Ottawa law professor Ian Kerr said recently:  

The data flowing out of bodies in an age of human-machine mergers gives 

potential for our autonomy to be compromised.  …technology has a seductive way 

of rendering invisible some of the politics behind it. 

 

Governments however like RFID chips, especially where it permits them to circumvent 

existing laws.  For example in the United States the Fourth Amendment to the 

Constitution prohibits governments from conducting unlawful searches or seizures.  

Governments could, however, allow industries to chip and scan people and then later buy 

or seize the data on grounds of national security.   

 

Of course, in order to accomplish such goals RFID chips must be promulgated 

throughout society and to achieve acceptance they're being sold to us on the grounds of 

security inventory tracking, our personal well-being, or other reasons. 

 

Follow the Money 

What is the real reason RFID chips are being promoted?  Sadly, the real reason (besides 

the government’s partiality) is that there is real money to be made in RFID technology: 

there is money in chips, money in scanners, money in tracking, and money in data bases.  

Beyond the individual tagging of unique elements by RFID technology, is the 
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interweaving of such elements that drive us ever closer to the database state.  Once again 

groups have sprung up to oppose movement in this direction, e.g. "Say No2ID and the 

database state." 

 

RFID and Schools 

With everything in society chipped, there is little reason to suspect that education will be 

immune from this technology.  Such technology could certainly be used profitably and 

efficiently in many of our institutions.  At school RFID chips could be used to track 

attendance, possessions, contents of lockers, homework, books taken home, books 

brought back, pages turned, and pages read. 

 

One could easily envision its being used by principals, teachers, counselors, and school 

nurses.  Eventually the tool would find its way into the hands of school social workers, 

psychologists, and psychiatrists.  Finally, it would become the agent of school board 

personnel and various levels of administrators.   

 

Off-campus it would be used by shopping mall personnel and store employees.  

Unfortunately it could also be used by nearby pedophiles, perverts, voyeurs, drug dealers, 

and other assorted persons with criminal intent. 

 

Virtually everyone associated with schools could be scanned.  In addition to students, this 

would include teachers, counselors, administrators, parents, visitors, and occasionally 

trespassers. 
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What could be scanned?  Briefcases come to mind, along with students’ knapsacks, 

satchels, schoolbags, student possessions, and even student lockers.  Scans could be 

conducted for drugs, boys carrying condoms, and girls with RFID tagged tampons. 

 

RFID chips could be used in disciplinary incidents to determine who was present at a 

particular time and location on or off campus, as well as tracking students who were 

absent without leave. 

 

It is only a matter of time before it is suggested that RFID technology be used to scan 

teachers’ possessions including personal items, briefcases, parcels, and even automobiles.  

RFID chips could record teacher attendance, check on punctuality, and give reports on 

proximity and association.   

 

Masking the dangers to personal privacy are the legitimate uses of RFID technology in 

schools.  These include documenting supplies, inventory, personnel, visitors, and 

trespassers. There is no doubt that RFID technology has some appropriate applications in 

the educational system.  Our problem will be to define its parameters. 

 

Every technology is like a two-edged sword and it cuts both ways.  Just as safeguards had 

to be introduced to ensure product pricing safeguards with the introduction of barcode 

checkout scanners, so we must be careful with RFID technology to be fully aware of its 

potential abuses and to use it only for constructive purposes, avoiding all potential 
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applications where individual rights, privacy, and liberty are threatened.  Our schools, 

and our society, deserve no less. 
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Critical imagination:  

A pedagogy for engaging pre-service teachers in the university classroom  

 

Abstract 

 

In this paper we consider the aspect of teacher education which takes place, not in the school, 

but in the university classroom. Teaching about teaching, it is argued, must be grounded in 

students’ understanding of the present, but must foster both hope and critique. Beginning from 

Maxine Greene’s (2000) concept of imagination, this paper develops a notion of critical 

imagination as a way of conceptualizing a critical pedagogy in the university classroom. Two 

pedagogical strategies based on critical imagination are outlined and analysed. Writing is 

prioritized as a pedagogical tool. Excerpts from our professional teaching journals, together 

with samples of students’ writing in response to these strategies, clothe the strategies in the 

reality of teaching practice. We argue that the use of teaching strategies based on critical 

imagination as a means of ‘jarring’ students to think differently seems to move our students to 

think a little more humanely and a little more critically. But this is neither a simple nor 

unproblematic task. 
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Introduction 

 

The current dominance of technicist modes of teacher education (and indeed teaching) present 

challenges for teacher educators who understand teaching and teacher education as a value-

laden and political endeavour. One version of this dominance of reproductive practice over 

transformative thought is the current advocacy of improving teacher education by more school 

based practice. In this paper we are considering those aspects of teacher education which take 

place, not in the school, but in the higher education classroom. Whether or not this is in 

conjunction with school based experience is not central to our argument here; it is the nature 

and content of the ways of thinking about teaching generated within the university classroom 

that is our focus. 

 

An antidote to technicism is to reinscribe teacher education with those characteristics of human 

life which make it truly human. If technicism reduces teacher education to a series of practical 

recipes which leave unexamined the purposes, values, constraints and possibilities of what a 

teacher might be and do, a focus on critical imagination may enable future teachers to develop 

self-reflective willingness to think against the grain in new ways. But this is neither a simple 

nor unproblematic task. 

 

Contradictory position of teacher education 

 

Educating future teachers is fraught with contradictory pressures and controls, with multiple 

groups vying to shape future teachers in ways which further a preferred vision of schools and 

society. Teacher educators are positioned within at least two discourses.   

 

On the one hand, they are part of the higher education discourse. Like all higher education 

employees, teacher educators confront the corporatisation and marketisation of these 

institutions and the future of university education. Gordon and Albrecht-Crane (2005, p. 408) 

suggest that all teachers in higher education confront a new historical conjuncture which calls 

for progressives to generate new analyses of political power and new strategies of pedagogic 

engagement. 

 

On the other hand, teacher educators are part of the school education discourse. As teachers of 

future teachers, they confront the government and semi-government regulators of the teaching 

profession who increasingly wish to ‘fix’ teacher education (for example, the 2004 review of 
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teacher education by the Victorian State Government which is the employer of the 70% of 

teachers in public schools in the state, and the recently announced inquiry into teacher 

education by the Australian Federal Government which funds student places at universities for 

the study of education). As members of the education community, they confront the 

immediacy of the requirements and discourses of  schools and practitioners and the future 

directions of schools.  As teachers of young adults who wish to become knowledgeable about 

education in order to gain employment in the field,  they confront the realities of young people 

and the nature of education.  

 

Thus within this conjuncture, teacher educators are called upon to consider their pedagogy, 

both as higher education teachers and as teachers of future teachers. On both fronts, it is 

helpful to think of the task as being within and against the academic discourse (Cartwright & 

Noone, 1996), and within and against the school education discourse. 

 

A critical pedagogy in teacher education 

 

We find a way forward in Maxine Greene’s (2000) view that it is the task of the educator to 

“create situations in which our students are moved to begin to ask, in all the tones of voice that 

there are, ‘Why?’”  (Greene, 2000, p. 6). To create situations in teacher education which 

provide the intellectual, moral, and emotional spaces which allow students to ask ‘why’ and to 

‘think differently’ is at the heart of our understanding of a critical pedagogy in teacher 

education. According to Britzman and Dippo (2003, p. 131-2), Greene suggests that the places 

to begin searching for a critical pedagogy are in uncertainty, in multiple perspectives, and in 

landscapes of meaning – “places fraught with contingency and strife but which represent both 

potential and inhibition”.   

 

Imagination in a critical pedagogy 

 

One of the ways which seems fruitful as a means of creating such pedagogical spaces is 

through the use of imagination. As Egan and Madoc-Jones (2005) put it, “imagination is not 

some idle or ornamental faculty, but is the hard working core of educational engagement” (p. 

2), an engagement which is transformative in the sense of students becoming more 

knowledgeable and creative in their thinking (Egan, 2005). Greene points out that imagination 

is not “wishful thinking” or fantasy, nor does it signify a special creativity which comes out of 

nowhere (Britzman & Dippo, 2003, p. 138). Imagination is what occurs as a person encounters 
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new ideas and engages in confrontations with arguments and controversies and “turns towards 

the world”. 

 

Imagination is key to the critical educational experience for Greene. She claims that “of all our 

cognitive powers, imagination is the one that permits us to give credence to alternative 

realities. It allows us to break with the taken-for-granted, to set aside the familiar distinctions 

and definitions” (Greene, 2000, p. 3). For Greene, this is a process of becoming “wide-awake” 

(Greene & Griffiths, 2003, p. 88), which she likens to Freire’s process of conscientization.   

 

In our view, imagination is a necessary component in thinking about a critical pedagogy in 

teacher education. It is not enough for critical teacher educators to raise the consciousness of 

future teachers through aligning themselves, and the future teachers, with current 

socio/economic/educational critiques – the basis of much exposition of critical pedagogy. As 

Ellsworth (1989) convincingly argues in her critique of critical pedagogy, attempting to 

enlighten students about the right (or, perhaps, left) way to see the world is to proselytize for a 

“more correct” view – a process that is merely another version of the repressive forms of 

education to which they have become accustomed and a process that can lead students to feel 

demoralized, immobilised and hopelessly at the mercy of existing social relationships of 

domination. Such a residue in future teachers is not consistent with sound social theory which 

recognizes a place for agency and contingency, nor our ethical responsibility as teachers to our 

students.  We think that imagination as a semiotic tool (Renshaw, 2003, p. 360) provides a 

means of constructing a pedagogy which does not leave students demoralized, but rather 

provides them with a hopeful way of thinking about education and the world. 

 

Hope and critical imagination 

 

Hopefulness in thinking about education is particularly necessary at the present time, says 

Halpin (2003). He sees hope as having a creative role in encouraging the development of 

imaginative solutions to seemingly intractable difficulties (p. 16).  What Halpin calls ‘ultimate 

hope’ entails a way of being which imagines a better way of life for oneself, for others and for 

society generally while recognizing that there are obstacles on the way which need to be 

challenged and overcome (p. 18). In other words, for Halpin, ‘ultimate hope’ is grounded in 

the here and the now. 
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Like Halpin, we agree that hope is essential for teachers, and, like Halpin, we are conscious 

that a particular form of hopefulness is necessary. Hope without critique can lead to romantic 

utopianism. Students may find it comfortable to imagine an as-yet-to-be-realized future in 

ways that they feel are comfortable for them, where they can consider that things will be better 

for them in the best of all possible worlds but without connection to present real life 

circumstances.   A pedagogy based on hope and imagination which allows students to generate 

idealized images of teaching and education based only on wish-fulfillment perpetuates the 

existing unjust institutional and social realities because it does not call them into question.  

Further, it does the students an injustice in that it positions them as less than full citizens of the 

current reality and ill equips them to endure, let alone change, the circumstances which they 

will find, and live within, when they become teachers. A pedagogical means to generate hope, 

but avoid false hope, and to generate discomfort but avoid depression (Giroux, 2003), 

cynicism, fatalism, relativism, fundamentalism (Halpin, 2003), demoralization and 

immobilization (Ellsworth, 1989), can, we think, be realized through the use of critical 

imagination.  

 

In our view of a critical teacher education, it is necessary to engage students in both a critique 

of how things are as well as a vision of how things might be; that is, to be hopeful about the 

possibility of things being better. This juxtaposition of a negative critique with an imagined 

positive reality is what we call critical imagination. This can be described as a dialectical 

process which operates in two directions.  A critique of the ‘now’ can be used to generate an 

imagined and hopeful ‘not yet’ – a concept of how things could be otherwise (Pinar, 2004, p. 

126).  Or the imagined ‘not yet’ can be used to critique the ‘now’. 

 

Figure 1 depicts this conceptualization. 
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Figure 1.  Model of critical imagination 

 

 

As this diagrammatic representation suggests, critical imagination only results through the 

mediation of a “critique of the ‘now’”. On the one hand, without “The imagined ‘not yet’”, 

one is left with the forms of critical pedagogy criticized by Ellsworth (1989), and more 

recently Giroux (2003), with its problems of dogmatism and cynicism. On the other hand, 

without  a “critique of the ‘now’”, one is left with wishful romanticism or naive utopianism 

ungrounded in contemporary reality. 

 

The linguistic nature of the practice of tertiary classroom teaching 

 

The issue for us as teacher educators is how this conceptualization might be translated into a 

practice in our university classrooms. To do this, it is necessary to go back one step to consider 

the nature of the practice of university classroom teaching. 

 

Without wishing to endorse the whole gamut of consequences of the linguistic turn in social 

theory and without wishing to define away the material reality of power relations in teaching, it 

is nevertheless the case that teaching is realized in language (Blake & Masschelein, 2003, p. 

55). In our classrooms we – teacher and students -  talk, write and read. It is in talking, writing 

and reading that the world is named, ideas are encountered, formulated and engaged with. 

 
    The ‘now’

      Critique  
     of the  ‘now’ 

 The  imagined 
     ‘not yet’ 

Critical imagination   

    Critical    
   pedagogy 

Romanticism, 
naive utopianism 
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Clearly there are also physical actions and physical surroundings which constitute our 

classrooms, and the world of social praxis outside our classroom which shape the nature of our 

classes. But what we do in the university classroom is linguistic. For us then, it seems a logical 

place from which to begin thinking about a possible critical pedagogy. This means focusing on 

the centrality of language in the construction of meaning in human interactions, as well in the 

construction of the shifting, contradictory and multifaceted aspects of human subjectivity.   

 

Specifically we foreground writing. The virtue of written language compared to spoken 

language is that it ‘stands still’ outside of the body and mind of the writer. It has a permanence 

(unlike speech) which allows the writer to re-visit it and literally see his/her sense-making. The 

writing becomes an object in the world external to the author’s head and in this sense becomes 

public. It is a means of translating the understandings one is making in one’s head into public 

utterances which can be interrogated with others. We believe that writing provides the 

possibility of disclosing “the ordinarily unseen, unheard and unexpected” (Greene, 2000, p. 

28). 

 

With Brodkey (1987), we believe that writing is a social practice and that we write our way to 

understanding. Writing becomes a means by which one’s own understandings is constructed.  

As Gide, cited in Forster (1982, p. 99) said “How can I tell what I think till I see what I say?”  

 

For these reasons, we foreground writing as pedagogy in our university classrooms as a means 

of enabling students’ hearts and minds to engage in critically imaginative moments.  

 

The nature of the critically imaginative moment 

 

The problem for a critical teacher educator is how to stir students to “wide-awakeness” 

(Greene, 2000, p. 43) from the domination of the status quo to a vision of what might be that is 

grounded in contemporary reality. Greene believes that for this to happen, there must be a 

shock, a crisis made from a combination of negative critique and questioning one’s own 

existence in relation to others (Britzman & Dippo, 2003, p. 133). This shock, or in our terms, 

‘jarring’, can be generated by interventions by teacher educators in a pedagogy based on 

critical imagination. 

 

We see critical imagination as operating in two ways. First, it can be the means by 

which Greene’s shock or crisis, or in our terms, ‘jarring’, is generated. ‘Jarring’ occurs 
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when students’ existing thoughts and ideas about the way things are are confronted by 

other ideas which discomfort them, dislodge their weddedness to their existing 

understandings, and cause them for that moment to withhold certainty, to stand back 

from what they already think. It is at these moments of openness, and uncertainty, that 

students may then imagine “what if”.    

 

The second engagement with critical imagination comes once the free space created by 

the ‘jarring’ of the students’ understanding has occurred. Critical imagination can 

allow the development of ideas about possibilities which are imminent within the 

constraints of ‘the now’. In other words, critical imagination can generate the ideas 

which can enter the free space once it is created. 

 

For example, now, in Australian schools a particular version of literacy is being 

enforced through mandated measurable assessment procedures. This description of ‘the 

now’ can be critiqued either on the basis of the version of literacy which this form of 

assessment requires, or on the basis of the nature of measurable outcomes as a form of 

assessment for literacy. In the first case, the notion of literacy is problematised; in the 

second, the notion of measurable assessment of outcomes is problematised. In both 

cases, issues of power relations between literacy and assessment are raised, including: 

Who mandates? How do they enforce the version of literacy or the form of 

assessment? Whose literacy? What can be measured? In whose interests?  Having 

identified a number of constraints of ‘the now’ through this critique, one can then 

imagine how literacy or assessment could be otherwise, to foster different interests, to 

empower the least powerful.  

 

In short, critical imagination provides a way of conceptualizing the ‘jarring’ of students out of 

their usual ways of understandings.   It also provides a way of conceptualizing the shift to 

‘other ways of thinking’ (Egan, 1992, p. 42) in students’ understandings as the basis of on-

going professional thinking.  The discomfort and uncertainty may be ongoing – a desirable 

way of being, in our view – a way of being in which one is constantly looking for other  ways 

of doing things  and thinking about things. As Fettes (2005, p. 4) points out, bringing students 

to understand the powerful connection between imagination and lived reality is a necessary and 
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primary task of teacher education.  To do so means engaging their emotions, feeling and 

empathy (Trotman, 2005, p. 51).  

 

 

Creating the imaginative moment in the university classroom 

 

As indicated above, the problem for a critical teacher (or teacher educator) is how to 

disconnect students from their weddedness to existing understandings and namings of 

the world, while also acknowledging students’ existing and becoming selves, and the 

experiences which have shaped their understanding of the world. In the following 

section, we outline two classroom pedagogical strategies which we have devised and 

used to create such moments. We also provide extracts from our action research data 

which illuminate the classroom dynamic and changes in student consciousness. Both 

strategies are built on the particular characteristics of a writing pedagogy as explained 

above. 

 

Strategy 1: WSACR - Write/share/add /confront/reconstruct 

This is a strategy that creates a ‘jarring’ moment for students by counterposing 

students’ existing ideas with a conflicting idea deliberately chosen by the teacher to 

provide a different naming of the world and to draw attention to different social power 

relations. While the sharing phase recognizes and utilizes the diverse views and 

realities which are inherent in any social grouping, the strategy puts the emphasis on 

the university teacher as the ‘jarrer’. Wink describes a similar process of Freirian 

problem solving in which the teacher’s role is pro-active and confrontational – asking 

“hard questions for the students’ musing” (Wink, 2005, p. 125) and providing a 

language for renaming or codifying the contradictions exposed by the counterposed 

ideas. Whether one describes the process as Freirian problem solving or the creation of 

a Greenean crisis or shock, the effect is to create a landscape of uncertainty in the 

student’s mind – a place “fraught with contingency and strife”, as Greene says. In such 

a space, the student is invited to critically imagine possibilities and inhibitions to those 

possibilities. In other words, as the student considers the oppositional views, he/she is 

engaged in critique and  reconsideration /reformulation/renaming of the world. The 
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reformulation requires the student to exercise critical imagination.  Following is a 

description of the procedure for the WSACR strategy. 

 

The strategy is a combination of individual and group writing and interaction. In 

response to a question posed by the teacher, each student initially writes several lines, 

then shares this with a peer. The partners then question each other’s views, ask for 

clarification, and share each other’s thoughts in order to extend the other’s view. An 

opportunity is then provided for each student to add to the original response. At this 

point, the teacher may provide further perspectives on the question, prompting and 

challenging the students to confront their existing response with questions such as: 

What are your reasons for…? What connection can you see between … and …? How 

would author X apply …? Do you find yourself resisting the points made by…? Why? 

Whose knowledge is it and whose interests does it serve? It is during this questioning 

process that the critically imaginative moment occurs – when the student is ‘jarred’ and 

has to consider a different point of view. Finally the student takes time to reconsider in 

writing these and other oppositional points of view, and indicate in writing how their 

original views have been extended and or challenged, or re-constructed. 

 

In Table (i), we present some of our reflections on the uses we have made  of this 

strategy and an example of a student’s writing which illustrates the change in thinking 

as the student is ‘jarred’ by the critically imaginative encounter. 

 

Strategy 2: Journalling  

Journalling is used in a variety of ways by different teachers in different circumstances 

(Holly, 1989). Some teachers and students see journalling as akin to diary writing, a 

style of ‘informal’ writing that describes personal thoughts and feelings. Others see 

journalling as reportage, a style of writing which recounts events and material, and 

which gradually allows students to become familiar with both discipline content and 

language, and with the ways of writing for the academy. While each of these forms can 

be useful developmentally, it is another form of journalling, academic journalling, 

which we find the most powerful form of writing to engage the students’ critical 

imagination. Like diary writing, it continues to privilege the “voice” of the writer, but 
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places this “voice” among discipline theorists. Students are thus able to critically 

reflect on their growth of understanding of their discipline; confront particular 

theoretical perspectives, which they may find problematic; and imagine new meanings 

in writing as they engage with contradictory ideas.  Academic journalling combines the 

personal with the political in that it allows the “voice” of the writer to be heard, but 

theorises and politicises the particular event to which the writer refers. Rather than 

seeing “personal” and “academic” writing as a dichotomy, academic journalling 

negotiates a position in writing that allows the writer to speak a multiplicity of voices 

into the cultural and academic dialogue (Cartwright, 1998). In this strategy, another 

voice is added to the dialogue – that of the lecturer. It is made known to the students 

that the journal is the vehicle for a written dialogue between the student and the 

lecturer, and in this sense is not private to the student. Following is a description of the 

procedure for the Journalling strategy. 

 

On the basis of the content of a particular class, the lecturer/teacher sets questions to 

be answered in writing by students. The nature of the questions is crucial.  On one 

level, the questions are designed to probe students’ understanding of the content of the 

lecture/tutorial. But the questions are framed in such a way that they require students to 

think below the surface of the matters under consideration and engage in critically 

imaginative thinking. The following questions act as guides for students’ responses:      

If these ideas were followed, what would be the implications? For whom? Why? What 

stops these ideas from being realized now? What competing views are possible?  

 In what ways do these ideas make me think differently about my experiences? What is 

it that causes me to maintain my theories/beliefs? What acts to constrain my views of 

what is possible? What view of power do they embody?  

 

During, or after the class in their own time, students respond in writing to the 

questions. Students submit their writing to the lecturer/tutor, but not for correction. 

The submission is for purposes of reciprocal written communication. Lecturer/tutor 

responds in writing to each student’s ideas, writing in the student’s journal at the end 

of the student’s script. The journal is returned to the student.  It is in the 

counterposing of the teacher’s views with the student’s views that the critically 
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imaginative moment occurs as the student is ‘jarred’ to consider other possibilities. 

This process is repeated over the semester, with a different question  provided each 

week for students’ response.  The cumulative effect over the duration of the semester is 

particularly important in this strategy. At the end of any one journalling cycle, the 

student is left uncertain. The ‘jarring’ is reinforced in each subsequent journaling cycle 

so that the comfort of a possible resolution is constantly deferred. Students experience 

living with the disruption of cognitive and emotional certainty.  They are thus living 

with the preparedness to withhold judgment and comfort in the face of alternative 

claims, which is the basis of critical thinking (Burbules & Berk,1999).  

 

In Table (ii), we present some of our reflections on the uses we have made  of this 

strategy and an example of student’s writing which illustrates the change in thinking as 

the student is ‘jarred’ by the critically imaginative encounter. 

 

Discussion 

 

This conceptualization of critical imagination assists in thinking about a number of issues, of 

which two are the dilemma of preparing future teachers to fit into the existing system as well 

as having understandings and values for changing the system; and the understanding of 

criticality. 

 

Preparing future teachers 

As we mentioned earlier in the paper, the need to ground critical imagination in reality – in the 

‘now’ – derives from a peculiarity of the education of future teachers. There is a tension in the 

education of teachers which, as Britzman and Dippo (2003, p. 133) express it, has to do with 

the present and the future. In the present, the future teachers are students, living within a 

student culture of strategic thinking about learning and a youth culture of anti-intellectualism, 

immediacy and narcissism. In the present also, the teachers of the future understand and 

experience schooling in a particular way – that is, as a hierarchical system that sets up certain 

expectations about the way education and schooling works, and for which they expect to be 

prepared as worthy employees. But critical teacher educators wish to develop in future teachers 

understandings about themselves as transformative educators who can make democratic and 

socially just changes in education and the world, not necessarily replicate existing practices 

and structures.  
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Similarly, Kincheloe (1993) points out a persistent tension in teacher education between 

preparing teachers for schools as they presently exist and educating teachers for schools as 

they could become (p. 230). Students need to be prepared to survive in existing institutions but 

for critical educators they need to be engaged in understanding the subtleties of institutional 

policies and critical reconceptualisation of teaching and teacher thinking to envision the pursuit 

of justice. Kincheloe suggests that the two discourses do not have to be mutually exclusive. 

We agree with Kincheloe (1993)  that it is important not to dismiss the need of  future teachers 

to be able to “get by” or “make it” in the every day world; but it is equally important that they 

be exposed to alternatives, to visions of what can be. As Kincheloe states: “Without such 

visions we are doomed to the perpetuation of the structural inequalities and the cognitive 

passivity of the status quo” (p.  227).  

 

The understanding of criticality 

And what does thinking critically mean anyway? We have found the work of Burbules and 

Berk (1999) useful in helping us think about ‘criticality’. Rather than take sides in the critical 

thinking versus critical pedagogy debate they prefer to think in terms of the practice of 

criticality by asking the question: “What are the conditions which give rise to critical thinking, 

that promote a sharp reflection on one’s own presuppositions, that allow for a fresh rethinking 

of the conventional, that foster thinking in new ways?” (p. 59).  

 

The principles informing our pedagogy based on critical imagination are consistent with the 

characteristics of conditions for critical thinking suggested by Burbules and Berk – 

contextual/non-contextual thinking, multiple interpretations, creating and dialoguing across 

alternatives, self-reflective willingness to think against the grain in new ways, a way of being 

rather than a way of thinking. These characteristics are also consistent with our notion of 

critical imagination in that while they involve  students in taking a critically reflective stance 

towards existing circumstances, they also encourage students in an openness to their 

environment, imagining ways that it might be better. Some of our attempts to create these 

conditions through particular pedagogical strategies have been outlined earlier.  

 

While the data outlined above provided a snapshot of where the critical pedagogy worked, 

other data collected from some students’ writing showed that their reactions could take other 

forms. This is not to say that such students had not been ‘jarred’ in their existing 

understanding, but it is to say that  such students seemed to  have not engaged in a serious 
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consideration of critique or possibilities. There is a range of ways that students appear to 

respond to the ‘jarring’. For instance, they can resist engaging in critique; they can reassert 

their existing understanding of the now as also the most desirable possibility; they can assert a 

romanticised version of a possible future which is not grounded in the reality of the now; they 

can play the  academic student game of ‘reading’ what the lecturer wants as a ‘right’ answer 

that would show as engagement or critique or imagination; they can go along with the tutorial 

process because their friends are conforming, and like their friends, they can forget about the 

content as soon as they walk out the door of the classroom.  

 

Two types of student reaction to exploring a present which is discomforting or to seriously 

considering alternatives are particularly noteworthy. One reaction entails serious engagement 

with imagined alternatives  being dismissed as a case of “You’re entitled to your opinion and 

I’m entitled to mine” – end of conversation. The other type of reaction dismisses imagined 

alternatives which do not fit with a comfortable view of the existing world as ‘bad’ or ‘mad’ – 

again, end of conversation. And not infrequently, the same student will hold both views 

simultaneously without understanding the contradiction in their argument. Both narcissistic 

individualism and conservative judgementalism seem to be easily adopted in order to avoid 

serious engagement with the ‘what if’ or the ‘not yet’.  While these two reactions seem to be 

particular ‘favourites’,  there are a number of other ways in which students can respond to the 

‘jarring’ that a critical pedagogy through critical imagination produces. But a broader 

discussion of the types of student responses to critical imagining is the subject of another 

paper. 

 

Despite some student reactions which we might deem less than effusive, the most common 

reaction has been of the type that all teachers recognize – the eyes widen, there is a gasp or an 

‘Oh’, as the ‘light goes on’. As a teacher, these are the signs that you have hit the mark, that 

your words have caused an engagement in which some sort of new sense is being constructed 

by the student.  

 

Conclusion 

 

Developing a critical pedagogy is for us an ongoing professional and political problem; it is an 

ongoing conversation. We constantly see things happening or not happening in our classrooms 

that give us occasion to go over our practice again, and yet again - to rethink why something is 

or is not working. In this paper, we have explored a notion of critical imagination as a basis for 
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undertaking a critical pedagogy within the teacher education classroom. The use of critical 

imagination as a means of ‘jarring’ students to think differently has informed the construction 

of pedagogical strategies through writing, two of which have been outlined. Examples of 

evaluative data collected from students and our own professional journals during teaching 

episodes using each of the outlined strategies have been presented. We find that our practice 

has been made richer, more hopeful and more effective as we have sought to realize critical 

imagination in pedagogical practice. Such practice seems to have moved our students to think 

a little more humanely and a little more critically. 
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Table (i) Example of Strategy - WSACR 

 
How I’ve used it 
 

What works for me? 
 

What are the 
difficulties/limitations? 

Stories from my 
classroom when using 
the strategy 

I use it in a number of 
classes, including first 
years and fourth year 
education students.   
Generally, I’ll use it 
when I want students to 
grapple with any 
concept at all which 
they seem to take for 
granted, eg getting into 
University, gender in 
language, the notion of 
ordering in schools, 
power relations in a 
range of sites, the 
construction of gender, 
the construction of 
‘student’. It will always 
be connected with their 
readings, and with the 
theories underpinning 
the content being 
taught. 
 

It’s a particularly 
effective way of 
focusing students quite 
deliberately on a 
particular 
notion/concept.   
Because it is somewhat 
‘teacher led’, and has a 
set format, they respond 
to each step quite 
willingly (due, no 
doubt, to their own 
construction as students 
and to the notion of 
conforming to 
'authority’).   It also 
involves them in a 
range of learning 
situations, writing, 
reflecting, reading, 
sharing with a partner, 
revising, re-reading, 
and reflecting critically.   
It enables me to 
intervene in their 
thinking/learning 
processes and challenge 
their taken-for-granted 
assumptions. 
 

If there is only a 1 hour 
tutorial, the strategy can 
take up quite a bit of 
that time allocation.    
Not that I necessarily 
see that as a limitation, 
if they are really 
engaging with the 
material.  I also use it in 
lectures, again with the 
understanding that it 
will constrain content – 
again I don’t see this as 
a particular difficulty. 
 

The following sample 
of student writing 
illustrates the process 
of thinking and writing 
which eventuates from 
this strategy. It is an 
example from Week 1, 
where a generative 
question was set as a 
way of validating and 
building from students' 
existing knowledge and 
experience, and as a 
beginning to a process 
of broadening and 
rethinking existing 
understandings about 
education. Within the 
one tutorial session, as 
the student’s certainties 
are ‘jarred’ and other 
possibilities are 
entertained, the student 
has begun to critique 
‘the now’ with hope 
that things could be 
better. 
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Sample of Student Work 
Generative question: How is it that you are doing this course at this institution? 
Write 
I don’t really know why I’m here. I’ve had no life long ambition to be a primary teacher or anything and 
basically I’m here because I didn’t want to go too far away. It’s better than doing nothing. 
Share/Add 
Being a girl, teaching seemed allright. Or hospitality. But my auntie's a teacher. My family didn’t push 
me because they are not academic people. But they give me economic support, and they want me to get a 
better job than them. 
Confront    (Lynne/Pat does class brainstorm on personal factors, and structural factors, influencing 
educational experiences and pathways) 
Reconstruct  
I’d never thought about bigger things controlling my life. I’ve always thought my family and me could 
do whatever we liked.  I got into this course because I got an all right TER score for this course in the 
selection system.. And it’s not really fair because some of my friends missed out because they got a low 
score and because their family couldn’t afford to send them and some of their parents didn’t think uni is 
much use. If I’d been in their family, I might not have gone either.  If things were different, all students 
could get into university if they wanted to. It could be just like school where you had a right to go to, not 
be selected for. And if it was just expected that everyone went to uni, kids who had parents that didn’t 
like it wouldn’t be stopped either. 
 

Table (ii) Example of a Strategy – Academic Journalling 

How I’ve used it 
 
What works for me? 
 

What are the 
difficulties/limitations? 

Samples of Students’ 
Academic Journalling 

There are a number of 
ways of journalling 
with the students.   
The way I use it is to 
have students write in 
their journals both in 
class, and out of class.   
In their weekly study 
program, I provide 
questions for them 
from their readings. 
Specific questions are 
set concerning  their 
time in a school 
classroom or issues 
that arise in their 
readings eg 
understanding of 
gender construction, 
understanding of 
power relations in 
different sites etc. 

Writing in class 
assists in students 
seeing their thoughts 
in writing, rather than 
the transitory nature 
of making points in a 
discussion.   It focuses 
the students on a 
particular 
concept/notion that I 
want them to 
interrogate.  Writing 
out of class enables 
me to gauge to what 
extent they are 
understanding what 
we are doing in 
lectures, tutorials etc, 
and how they are 
handling the theories 
being presented in 
lectures and tutorials. 

For me, the major 
difficulties come from 
the fact that I collect their 
journals each week, and, 
respond in writing to 
what they are thinking 
This can be very time 
consuming.  

The extracts from the 
student’s journal  
indicate the way in which 
the student is prompted 
to question her initial 
understanding as a result 
of the lecturer’s writing- 
back intervention.  The 
writing back provides 
one of the jarring 
moments which continue 
to occur throughout the 
semester.   The Week 10 
entry suggests that the 
dislodgement of certainty 
which has occurred has 
allowed alternative 
possibilities to be 
considered.   Further, the 
writing is now more in 
the academic genre. 
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Sample of Student Work 
Question: Is teaching people to read a political exercise? 

 
 Week 3:  
This view I don’t exactly agree with. Most people wouldn’t agree with it because politics shouldn’t 
be in the classroom. You have to lean to read and it’s got nothing to do with politics. It’s the 
teacher’s job to teach you to read.  
Lecturer’s written response: 
… What about the ways in which the government is telling teacher and schools how to teach 
reading? Doesn’t that bring politics into the classroom?  
Week 4: 
I’ve never really though about why teachers do it in a special way. I didn’t realize that governments 
could tell teachers how to teach. This stops teachers doing what they think is best for the kids. I 
don’t like to be told how to teach my class by the government. I want to do what I think is best and 
get the kids really interested. 
 
[Notice the change by Week 10… 
Week 10: Teachers may be resistant to critical pedagogy. As Freire (1997) comments, teaching the 
purely technical aspects of a procedure is not difficult and it means that the teacher doesn't have to 
think about values. I like his idea of teaching not being a mechanical method. One idea that I will 
use when I am teaching is the problem-posing approach because I have experienced it in this class 
and it is very encouraging because it makes you think of bigger issues. I didn’t really notice any shift 
away from a focus on individuals, which Symes and Preston (1998) say is a problem in an 
emancipatory perspective.  
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Submission for 2006 Conference Proceedings 
 

1. Learning to Read in the Social Studies Classroom: The Study of Black History in 
Children’s Literature 

2. Dr. Rose Casement 
3. University of Michigan-Flint 
4. 303 Kearsley Ave., 430 French Hall, Flint, Michigan, 48502 
5. roseanne@umflint.edu 
6.  Concern is often expressed about the reading performance of African American 

students in our public schools.  We have only recently understood the degree with 

which relevance is a factor in reading motivation and it has only been in the last forty 

years that children’s literature has begun to offering culturally diverse books written 

by authors and illustrators of color.  This poster presentation will address an 

important area where children’s literature depicting Black History can not only 

provide literature in which children of color will see themselves and provide 

motivational reading text but will also provide and important understanding about the 

history of African Americans in this country from the 1600’s to the present.   

In spite of the month of February being designated as Black History Month, 

few students, Black or White, leave school with an understanding of the depth and 

breadth of Black experience in America.  This poster presentation will provide the 

participants with stories and information they can use to develop reading skills along 

with deeper understandings of the distinct history of African Americans within the 

encompassing history of America.  Books will be identified as to their 

appropriateness for students from kindergarten through middle school so that they 

may also serve as reading study texts.    
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Background Experiences 

  

2

Introduction 

 The challenge of attracting and retaining quality bilingual teachers is accentuated by a 

shortage of trained, licensed bilingual teachers and increased pressures for school accountability 

at both national and state levels. Consequently, principals struggle to maintain a staff of qualified 

teachers willing to serve in urban schools (Jones & Sandige, 1997).  As a result, schools in urban 

areas are turning more frequently to a variety of alternative certification programs to recruit 

teachers in high need areas (Kwiatkowski, 1999).  

Information specifically related to the development and capacity building needs of first 

year, alternatively certified teachers who begin their careers in high poverty urban schools is 

limited. As the number of these teachers increases, it is imperative to examine how schools 

attempt to address their needs to become effective teachers. Earlier studies (Casey, 2004) suggest 

that novice, alternatively certified bilingual teachers may rely heavily on background experiences 

for support during the early years or that background experiences may mediate the strong need 

for support perceived by alternatively certified novice teachers.   Thus, this paper presents a pilot 

study currently being conducted to determine the manner in which background experiences 

impact alternatively certified teachers’ capacity development needs.  

Theoretical Perspective 

 A persistent shortage of bilingual teachers is most severe in elementary schools in urban 

areas where the most English language learners live (Barron & Menken, 2002). Increasing 

pressures for school accountability at both national and state levels coupled with federal 

mandates for highly qualified teachers in schools with high numbers of economically 

disadvantaged students, accentuate the challenge of attracting and keeping quality teachers for 

high poverty, urban schools.  The demands of this shortage of bilingual teachers has given rise to 

a number of non-traditional or alternative preparation programs. 
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Alternative teacher preparation programs vary in nature, scope and focus accentuating 

differences in teachers’ readiness to teach.  According to previous research, a main difference 

between traditional and alternative programs is that traditional certification programs attempt to 

prepare teachers for the schools we need whereas alternative certification programs try to prepare 

teachers for the schools we have (Hawley, 1992 as cited by Ovando & Trube 2000). For this 

reason, alternatively certified teachers may tend to have different needs that require both 

structural and professional support particularly during their first year of teaching.  

Recent research questioned and evaluated the effectiveness of both traditional and 

alternative teacher preparation programs (Darling-Hammond, et al., 2001, Goldhaber & Brewer, 

2001), and suggested additional exploration of the demands imposed on new teachers, 

particularly those from alternative paths. According to Darling-Hammond, et al.  

"a responsible research and policy agenda that builds on the evidence currently available 
about teacher education and certification should aim to illuminate more fully the specific aspects 
of teachers' knowledge and skills that make a difference for student learning and the way in 
which the features of different teacher education models-how they organize the acquisition of 
content and teaching knowledge and build knowledge about practice as it is applied-are related to 
different teaching outcomes" (2001, p. 71).  

 
 Consequently, it is imperative that researchers and professional practitioners engage in 

collaborative efforts that better prepare and support teachers to be effective with all students.  

Finally, it is imperative that future research be conducted to better understand the needs 

alternatively certified bilingual teachers and to ascertain how those needs are best supported. 

Some prior studies have been conducted using models of teacher development, suggesting that 

teachers tend to move through a progression of stages of development (Katz, 1972; Moir, 1990).  

Katz (1972) identified four developmental stages that take place during the first several years of 

teaching: survival, consolidation, renewal, and maturity. Similarly, Moir (1990) proposes that 

teachers move through five phases of development, and sometimes back and forth between 
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phases, during the first year of teaching.  Moir (1990) suggests five phases she terms 

anticipation, survival, disillusionment, rejuvenation and reflection.  

Purpose 

The purpose of this phenomenological, multiple case study (Taylor & Bogdan, 1984; Van 

Manen, 1990) was to determine the perceptions of alternatively certified bilingual teachers 

serving in high-poverty urban elementary schools.  Based on the literature, the study was 

developed to focus on three areas: a) the participants’ perceptions of relevant personal 

background experiences; b) the support and professional growth needs of these teachers; and c) 

the work experiences of these teachers in high poverty, urban elementary schools. 

Modes of Inquiry 

This pilot study employs a mixed methods design beginning with survey data.  The 

surveys were developed for preliminary data collection with both closed ended, quantitative type 

questions and open ended, qualitative type questions.  Following the collection and analysis of 

the survey data, in-depth individual interviews will be conducted with selected participants using 

a qualitative research method of inquiry with a phenomenological approach. The purpose of a 

phenomenological approach is to illuminate the specific perspectives of the participants, and to 

identify phenomena through the perceptions of the actors themselves in a particular situation 

(Taylor & Bogdan, 1984).  Phenomenology focuses on how individuals interpret their 

experiences and the meaning of those experiences regarding the phenomenon (Van Manen, 

1990).  Thus, the main concern is to understand the meaning the participants construct from their 

experiences (Merriam, 1998).  Incorporating the elements of qualitative design as conceptualized 

by Lincoln and Guba (1985) and Patton (2002), the researchers will attempt to focus on teachers' 

experiences in order to develop an in-depth understanding of each case. 
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Further, the researchers are studying the phenomenon in its natural context so that the 

true perspectives of the participants can be captured. According to Merriam (1998), the sample in 

a qualitative study is typically purposefully selected, not random, and small. To this end, a three 

level sample selection process was completed.  As such, surveys are being collected from 15 

alternatively certified bilingual teachers who are novice teachers with one to three years 

experience.  From those survey participants, a smaller group will be selected for the in-depth 

interviews. 

Data sources 
Three sources of data are included in this study. The first source of data includes survey 

results designed to provide background information about the participants and foundational 

information about their perceptions of the support they received.  The second source of data is 

individual interviews with purposefully selected novice alternatively certified bilingual teachers. 

These interviews will be conducted using open-ended questions, offering flexibility in probing 

and exploring unanticipated responses (Patton, 2002).  The third source of data calls for field 

notes to record any additional observations during the interviews of how the participants 

experience and interact in their own work environment - the social environment, informal 

interactions, and non-verbal communication (Merriam, 1998).   

Data Analysis 

Data analysis will be completed inductively to organize the data in order to capture 

emerging themes. Thus, the process will start with coding each participant’s responses (Kvale, 

1996). Following procedures detailed by Miles & Huberman (1994), every line in each interview 

transcript will be coded.  These codes will be organized by categories and crosschecked with the 

observation records and field notes.  

2007 HICE Proceedings 
Page 635



Background Experiences 

  

6

Findings 

The anticipated findings from this pilot study are discussed according to the three areas of 

focus. These include the background experiences, support and professional growth needs of 

alternatively certified bilingual teachers and their work experiences in high poverty, urban 

elementary schools.  

Background experiences 

 It is anticipated that relevant personal background experiences may mediate the strong 

support needs for novice teachers.  For example, experience working in a school system may 

provide the novice teachers with technical or operational knowledge that they can apply in the 

new position of teacher.  Similarly, novice teachers with roots in the community may experience 

less of the culture shock that is common to new teachers. 

Support and professional growth needs 

Earlier studies (Casey, 2004) show the areas of support and professional growth of 

alternatively certified bilingual teachers include recognition and appreciation, self confidence, 

self reliance, personal and collegial interactions, additional pre-service experiences, technical 

information about school operations and curriculum and more time to reduce the stress level 

associated with an overwhelming initial year of teaching.   It is anticipated that certain career, 

social or personal background experiences may influence the novice teachers’ perceptions of 

these needs.   

Experiences in High Poverty, Urban Elementary Schools 

Earlier studies (Casey, 2004) revealed that alternatively certified bilingual teachers 

experience a strong personal sense of calling to teaching and dedication to their students.  The 

teachers report caring deeply about their students, and recognizing their opportunity to help their 

students and role model for their students.  It is anticipated that teachers who enter teaching as 
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career changers who express dissatisfaction with a prior career or who enter teaching with strong 

ties to the community, will affirm this strong personal sense of calling.   

Conclusion 

Alternative teacher certification has gained attention and recognition as one avenue to 

respond to the current demand of more qualified teachers, particularly in strong areas of need 

like mathematics and bilingual education. While previous research casts some light on the 

benefits of hiring alternatively certified teachers (Darling-Hammond, et al., 2001; Goldhaber & 

Brewer; 2001; Ovando & Trube, 2000), few recent studies focus on specific areas of teaching, as 

is the case with bilingual teachers.  Thus, this study attempts to determine the impact of the 

novice bilingual teachers’ background experiences on their support and professional growth 

needs.   

Consistent with earlier research, anticipated findings may suggest that alternatively 

certified bilingual teachers who have background experiences in working in the school system 

may have different support and professional growth needs than the alternatively certified 

teachers who enter teaching through different career paths.  Specifically, novice teachers who 

have experience working in the schools or other relevant work/life experiences may need less 

psychological support due to increased sense of self-efficacy. On the other hand, alternatively 

certified teachers may need more support with such job specific tasks as lesson planning or 

pedagogical skills due to their expedited pre-service training.   

The needs reported by most of the novice teachers reflect the survival stage of teacher 

development that is characterized by high stress and self-doubt (Moir, 1990) and suggest that 

alternatively certified, bilingual teachers in high-poverty elementary schools may linger in the 

survival stage for a substantially longer period of time than generally anticipated. True to the 

notion of survival, teachers in challenging situations may respond to the overwhelming stress and 
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workload by focusing on daily needs and requirements. The findings suggest that background 

experience in the schools may increase feelings of self efficacy and, as a result, lessen this 

characteristic high stress and self doubt.   

Findings may also indicate that alternatively certified bilingual teachers experience a 

strong sense of calling to teaching in challenging situations and to work with students from 

poverty and who speak a language other than English.  While alternatively certified teachers who 

enter teaching after experiencing a lack of fulfillment in another career may feel a particularly 

strong sense of reward, commitment to the students, and/or dedication to the profession, those 

who enter teaching with a background working in the schools may also feel even stronger ties to 

the community and accentuated commitment to the students.  In this manner, the novice 

teacher’s cultural background and life experiences in the community may also alleviate the 

cultural dissonance that can occur between novice teachers and their bilingual students in high 

poverty, urban schools. 

Significance  

In many ways, the strong needs of first year, alternatively certified bilingual teachers and 

the instructional leadership support that they experience act as opposing forces. The 

overwhelming needs inhibit growth, while the support boosts the teacher’s successful entry into 

the profession. Therefore, instructional leaders must search for innovative ways to enhance the 

teaching capacity of alternatively certified bilingual teachers so that all students, regardless of the 

school context in which they are, may indeed experience academic success.  

Given the increased stress and workload associated with the challenging student 

demographics, alternatively certified, bilingual teachers in high-poverty schools may require a 

great deal of additional support, more than is currently offered. A number of social factors 

associated with poverty and cultural and linguistic differences of the student population make the 
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bilingual classrooms even more challenging than most. Moreover, bilingual teachers have the 

added challenge of instruction in two languages and, in the case of these novice teachers, the 

challenge of high-stakes testing. Logically, pre-service and in-service professional development 

needs also may be different. Curricula and resource management may be different. 

Correspondingly, the participants called for the most help with bilingual pedagogy, bilingual 

instructional issues, and bilingual resources.   

Alternative certification programs are known for capitalizing on candidates’ background 

experiences. Such is the case when beginning teachers are accepted in an alternative certification 

program specifically because of their bilingualism, maturity, and accumulated work experience 

(Stoddart & Floden, 1995).  Alternatively certified teachers may need more and differentiated in-

service training and support that is focused on their assignment and the context in which they are 

teaching. Teachers in fast-moving alternative certification programs may benefit from additional 

support in the form of reduced responsibilities at work or extended time to complete assignments 

in order to make the most of in-service training.  
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Abstract 

 

Many science classes in schools promote memorization of concepts but without any 

meaning for the student, therefore their interest for science is very low and they see 

science as a world apart from their lives (Thompson & Windschitl, 2002). Nevertheless 

because science explains how our lives depend on life of other organisms and the 

physical environment, one of the purposes of Science education should be that students 

understand these connections so that they can improve their empathy towards living 

things and their environment and act consciously and rationally in relation to all that 

surrounds them (Noddings, 1992; Ministerio Nacional de Educación, 2004). Therefore 

it is important to explore pedagogical practises that will promote this type of real 

comprehension of science.  

The present research explored whether a constructivist science learning environment, in 

which 9 to 10-year old Colombian girls had the opportunity to discuss scientific 

concepts and socio-scientific dilemmas, improved their understanding of the concepts 

and their empathy towards nature. For the purposes of this research the cognitive 

definition of empathy, the ability to comprehend what is affecting another living 

organism (Kohler, 1929; Mead, 1934; Wispè, 1992), was used. Data was collected from 

two 4th grade groups in a private bilingual school, a control group and an experimental 

group. Pre and post tests of scientific concepts showed that students who had the 

opportunity to discuss socio-scientific dilemmas gave better definitions for scientific 

concepts than students who did not have this chance. In addition, pre and post tests of 
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the use of scientific concepts, transcriptions of the discussions of the role-plays about 

the socio-scientific dilemmas and pre and post tests of empathy showed that most 

students made connections between science concepts, their lives and nature, improving 

their empathy toward other living organisms if they had the chance to discuss socio-

scientific dilemmas. It is argued that science learning should occur in constructivist 

learning environments and go beyond the construction of scientific concepts, to 

discussions and decision-making related to the social and moral implications of science 

applications in the real world. It is also argued that this type of pedagogical 

interventions and research on them be carried out in diverse socio-cultural contexts. 
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Abstract 
 

This article describes the idea for two studies that examine the effects of working memory capacity and 
the annotation forms on foreign language vocabulary learning in a multimedia environment. In 
Experiment 1, the effects of the form of annotation (animation, picture, text) on foreign language learning 
will be tested as a function of a learner’s working memory capacity. Recall of word translation and a text 
comprehension test will be administered. In Experiment 2, the animation will be presented in one of two 
ways, i.e., separated from the text or inserted in the text. The performance of low capacity participants are 
expected to differ more than the large capacity participants between the two conditions. 
 
 

Introduction 
 

The benefit of education based on the individual differences is highly regarded. One of the most 
important individual differences is the working memory capacity. Many previous researches showed that 
working memory capacity is related to the degree of text comprehension (Baddeley, 1983, 2003; Just & 
Carpenter, 1992).  

One factor that can also be affected by the working memory capacity is the integration of visual 
information with the verbal information, which is the case in multimedia instruction. Multimedia 
instruction imposes more cognitive load than the traditional instruction due to the additional load of 
processing visual information. Chandler & Sweller (1991), for instance, proposed that multimedia 
instruction increased the cognitive load, and that the multimedia instruction is not always better than the 
traditional instruction which only uses verbal texts. Therefore, it can be predicted that participants with 
large working memory can integrate visual information with verbal information, whereas participants 
with small working memory may have difficulty to integrate. The prediction was supported in many 
researches. In Plass et al’s (2003) research, for instance, students with small working memory learned 
quite well when they read a text along with a verbal annotation. However, they did not learn much when 
animation is added along with the text and the annotation. Therefore, using multimedia instruction in 
different ways based on the learner’s working memory capacity seems very useful in foreign language 
learning. 

In the following two experiments, how does the form of annotation (i.e., pictorial, animated or written) 
affect students’ performance will be investigated. In Experiment 1, the effects of the type of annotation 
and the student’s verbal working memory capacity on multimedia foreign language learning will be 
explored. In Experiment 2, the animated annotation is presented either separated from the text or inserted 
in the text.  
 

Experiment 1  
 

 In Experiment 1, the relationship between the form of annotation and the student’s working memory 
capacity will be explored. According to Mayer (2001), multimedia learning is achieved through three 
stages: Learners select and organize the visual and the verbal information separately, and finally integrate 
the visual information and the verbal information into a coherent mental representation. Based on the 
cognitive load theory, the graphic annotation which needs more cognitive load would make learning 
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difficult to students with small working capacity.  
 
Method 
 Two groups of 6th grade students will participate in this study: high verbal working memory and low 
working memory. Three types of multimedia material will be prepared based on a preliminary test. In the 
animated condition, the annotation is accompanied by an animation of the target word. In the picture 
condition, the annotation is presented along with a picture of the word. In the text condition, only the 
annotation of the target word will be presented. The participants will be allowed to study the text for a 
fixed amount of time, and they have to study the target word in one of the three annotation condition. 
Word recognition test and the comprehension test will be administered after the participants finished 
reading the text along with the annotation.  
 
Expected result 

The performance of the three annotation condition is not expected to differ for high verbal working 
memory group, because they have enough working memory to integrate the visual information and the 
verbal information. However, it is expected that the low verbal working memory group will perform 
poorly when the annotation is presented along with visual aid, especially when animation of the target 
word is added.  

W M (Low ) W M (High)

Dynam ic

Static

control

 
Figure 1. The expected result of Experiment 1 

 
 

Experiment 2  
 

 In Experiment 2, the way to reduce the cognitive load of animated annotation will be investigated with 
the low verbal working memory group. The animated annotation has the advantages of presenting the 
motion and change of state, but increase the extrinsic cognitive load especially for low working memory 
capacity learner. Yeung, Jin & Sweller (1997) reported that the learners with little background knowledge 
performed better when the additional information is presented separately from the main text than when 
the additional information is inserted with the main text. In Experiment 2, the effects of presenting 
animated annotation separately from the text will be tested.  
 
Method  
 Two groups of 6th grade students will participate as in Experiment 1: high verbal working memory and 

low working memory. The animated annotation will be presented either separated from the text or 
inserted in the text. All the other procedures will be identical to that of Experiment 1.  
 
Expected result 
   The two groups will differ more in the separate condition than in the insert condition, because the load 
for integration will be large in the separate condition than in the insert condition.  
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Figure 2. The expected result of Experiment 2 
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ABSTRACT 
Pursuing academic professional development is a 
challenge to each academic.  This paper describes the 
personal perspective of an academic who chose to 
participate in a postgraduate paper focussed on reflective 
practice.   Approaches to reflective practice are noted, 
and the method of journaling that was used is discussed.  

Keywords 
Academic professional development, reflective practice, 
journaling  

1 Introduction 
Change is a constant challenge, and during the past four 
years our regional tertiary institute has faced many 
changes and challenges.  The ever-increasing business 
needs to entice students to study had resulted in large 
numbers of students being recruited from China. With 
this influx of international students some class sizes 
doubled.  The Bachelor of Applied Information Systems 
Degree at the Western Institute of Technology in 
Taranaki experienced this trend.  My paper, Introduction 
to Business Communication for Information Systems, (a 
compulsory first year Degree paper), attracted domestic 
students from diverse backgrounds, school leavers, adults 
seeking a new career, and adults seeking further 
education.  Together with the international students the 
class varied in age, experience, ability and language 
comprehension. “Tailoring instruction to accommodate 
such a wide range of ability, previous experience, 
learning style and educational goals can be nightmarish”. 
(Haden and Gasson, 2004, p.281).  

Professionally I had a dilemma. How could I satisfy 
myself my teaching style and content delivery methods 
would meet the learning needs of my international 
students, whilst at the same time continue to respond to 
the learning needs of my domestic students?   

 

In this paper I note approaches to reflective practice and 
report on the method of journaling. It is a personal 
perspective of participating in academic professional 
development studying a paper focussed on reflective 
practice.  

 

2 Background 
It is expected that each semester the intake of students 
will differ from the last intake. Generally with each intake 
of students, I make small adjustments to my teaching 
style, delivery methods and the day-to-day processes 
within the classroom to respond to the learning needs of 
the new group.  Although there are differences in age, 
experience and abilities in the new class, in my 
experience there have usually been sufficient similarities 
to temper the differences.  In the main, there has not been  

 

a perceived need to radically change my teaching style 
and delivery of content methods.    

 

With the arrival of international students into my classes I 
actively sought academic professional development to 
ensure that I could provide for the needs of all of the 
students in my class.  Chamberlain and Hope (2003, p.22) 
report “While considerable research is available on 
teaching English for speakers of other languages 
(TESOL) teaching, we found limited published research 
into issues and impacts of NESB students in content or 
mainstream classes”.  

2.1 Professional development option - Reflective 
practice in language teaching 
The paper Reflective practice in language teaching 
offered by Waikato University was seen as a means to 
professional development.  This paper was in a Post 
Graduate Diploma for English Language teachers.  A 
general objective of the paper was to examine what you 
were doing in the classroom to enable continuous 
improvement.   The paper required the participants to 
reflect on and share experiences, theories, and insights in 
a “public” student (participant) forum.  It had been 
sometime since I had actively been engaged in reflective 
practice and my skills in this area would benefit from 
updating.   Importantly, reflective practice was perceived 
to be an important paradigm in ESL/EFL teacher 
education and was generally gaining acknowledgment in 
teacher education programs. (Farrell, 1998).  

2.2 What is Reflective Practice? 
Dewey (1933) discusses “the process of reflective 
thinking begins when we find ourselves in a situation 
where something arises (a difficulty or a problem), that 
we cannot resolve immediately. Florez (2001, p4) 
concurs “Reflective practice offers practical options to 
address professional development issues”.   Amulya (n.d.) 
draws attention to “Reflection as an active process of 
witnessing one’s own experience in order to take a closer 
look at it, sometimes to direct attention to it briefly, but 
often to explore it in greater depth”.   Atherton (2005) 
references Donald Schon (1983), discussing “that the 
capacity to reflect on action so as to engage in the process 
of continuous learning was one of the defining 
characteristics of professional practice”.  Reed and 
Proctor, (1993) comment on reflection-in-action, a 
different approach taken by Schon (1983). These authors 
discuss how Schon commented on the need for classroom 
boundaries to be removed and for other relevant 
considerations such as codes of conduct and 
accountability issues to be considered, either on their 
own, or in a combination as a structure for working 
through a problem.     
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2.3 Strategies for Reflective Practice? 
A number of methods are available to assist academics to 
develop reflective practice. It may be undertaken as an 
individual or as a member of a group.  For example 
(Farrell, 1998 pp 10-17) describes a group research 
project where the weekly meetings were used to describe 
reflection.  Observation is another technique (Bowers 
1987; Richards 1998).  Observation, though simple to 
arrange has its drawbacks.  For example generally only 
the actual delivery of the lesson is observable, and it is 
necessary to have very specific objectives for feedback.  
In addition the academic must value the opinion of the 
observer.     Richards and Ho (1998, p.153) list methods 
of “action research, case studies, ethnography, and 
journal writing. (Calderhead 1989; Zeicher 1987), note 
“Journal writing, or the use of ‘learning diaries’ (K.M. 
Bailey 1990; Jarvis 1992)” are also recommended.  

 

Richards and Ho (1998) comment on positive benefits for 
both academics and students as a result of journal writing.   
As this was a personal involvement in academic 
professional practice, the method I chose was journal 
writing. 

3. Method 
The goal of this study was to report on the results of 
participating in reflective practice for personal academic 
professional development.  

A journal was used to record classroom activities. One 
specific requirement of the course required five written 
reflections.  Each reflection had a given structure which 
included: 
• an objective 
• background/overview (to set the scene for the 

colleague who was to read, comment and assist with 
techniques or strategies 

• discussion on problem/opportunity 
• summary 
• two questions related to issues for support and 

guidance  
Each week one of these reflections was posted into a 
“Public” forum (via the Internet) and a specific colleague 
(also a participant in the course) was assigned to assist.  
The colleague acted as a mentor. 
3.1 Data Analysis 
Data in this analysis was qualitative.  It consisted of my 
interpretation of classroom activities, and colleagues’ 
comments on postings.  The data represented a snapshot 
of a situation at a single point in time.  “Analysing the 
notes and summarising the notes into a report form to 
post on the student (participant) forum resulted in the 
reflection process”. (Chamberlain, 2004 p.37).  

4.  Results 
My journal reflections recorded events and happenings in 
my classroom.  Florez (2001, p.1.) references 
(Brookfield, 1995; Theil, 1999) to succinctly describe the 
reflective process “In reflective practice, practitioners 
engage in a continuous cycle of self-observation and self-

evaluation in order to understand their own actions and 
the reactions they prompt in themselves and their 
learners”.   

4.1 Focus of Reflections 

My reflections focused mainly on how my teaching style 
and teaching methods assisted the learner with the course 
content.  Areas that raised concern were: 
• discerning learning problems from language 

problems  
• encouraging discussion to establish understanding of 

concepts  
• expanding the learning of domestic students whilst 

satisfying the learning needs of the international 
students 

• determining learning styles and using teaching styles 
to suit 

• learning from the students themselves what they 
needed to stay in study to enhance their learning  
(Chamberlain, 2004).   

4.2 Collegial comments on “public” postings of 
reflections  

My colleagues were all English as Second Language 
(ESOL) teachers.  Comments I received from my 
colleagues were very helpful in assisting with strategies 
to assist teaching my international students.  My 
colleagues also assisted me with an understanding of the 
style of learning that the international students were 
familiar with in their culture.  Feedback from colleagues 
assisted in achieving a ‘balance’ in managing the delivery 
of the course content to satisfy the needs of all the 
students in my class.   

4.3 My reflections on the “feedback of reflections” 

In teaching International students in Mainstream courses I 
was experiencing a new situation. The “feedback” of 
reflections I received from my colleagues reminded me 
that when I was new to teaching I focussed on curricula 
outcomes, and how I would plan a lesson in detail trying 
to cover every eventuality.  I was also focussed on how I 
was going to deliver the content, rather than being 
directed towards what my students could reasonably 
absorb.  Comments from my colleagues assisted me to 
recognise that I was “back at the beginning”, focussing on 
content at the expense of what my students could absorb.   
In recognising this, I also appreciated the difficulties my 
international students had in adapting to the New Zealand 
style of study and would need time to adjust to modes of 
learning quite different to those encountered in school.  
With this new understanding I considered I also needed to 
change my teaching style to work with and accommodate 
my students. 

My focus now was to build up my teaching experiences 
with my students and learn how to handle, react, and 
become proactive in different situations.   

 

5. Discussion and Conclusions 
Participating in the paper Reflective Practice disciplined 
me to journal and reflect on events and processes that 
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occurred in the classroom. Practising reflective practice 
was not a usual occurrence.  As noted in (Chamberlain, 
2004, p.34) “Practicing reflection required an adjustment 
to my daily routine.  I needed to learn techniques to 
practice effectively. I needed to be able to view my own 
actions and experience objectively, to examine that 
experience and gain from it.  I needed to take time from 
other tasks”.  Taking part in the paper on Reflective 
Practice gave me a structure to work within, and an 
objective to complete.  This ensured that I did record 
experiences in my journal, reflect and analyse the 
experiences.  The reflection process was the key to 
improving performance.  This view is consistent with a 
comment by Mclean (p.1 n.d.) “Most importantly, 
reflection helps us to develop our own learning and 
teaching framework”. 

The process of reflecting on experiences gave me a 
second perspective of what was/had happened and an 
insight into what was required to enable the procedure or 
practice to improve. At times it was as though a light bulb 
had turned on. Processes to put into place to improve 
performance would come to mind and were exciting to 
put into practice with my class and notice a difference.  
Amulya (n.d., p.1) comments “breakthroughs in action or 
thinking are helpful in revealing what was learned and 
what our theory or success looks like … we can become 
more purposeful – not just about our learning, but about 
how to work in more creative and sustaining ways”.  

Posting to a “public forum”, and in turn acting as a 
mentor to other participants in this paper, reinforced 
awareness that my problems were not unique to me.  
Responses to the two questions associated with each 
reflection allowed consideration of new ideas, different 
processes and problem-solving solutions.  

I learned to give the students a choice of methods as to 
how they would complete the exercises to better suit their 
learning styles and enhance their learning.   McLean (n.d. 
p.1) comments “Enhancing learning for our students 
involves more than just understanding and being able to 
apply general learning and teaching principals or 
guidelines…It also involves understanding ourselves as 
teachers, which means being aware of what we do and the 
impact of this on our student learning”. In using reflective 
practice I “pushed” my comfort zone as I examined past 
experiences to gain new perspectives on how to improve 
my performance. 

 

5. Limitations 
This study was limited to a personal perspective focussed 
on partial requirements of completing a paper in 
Reflective Practice to assist with personal academic 
professional development.    

6. Conclusions 
Reflective practice is a professional development tool for 
an academic.  It is a tool to look back at what has taken 
place in the classroom, look at the processes leading up to 
what happened in the classroom and to extend my 

understanding of the ‘what and why’ of the occurrence.  
Using the reporting system to other participants in the 
course was a personal challenge to discuss honestly my 
experience(s) in a “public forum”.   

 

Participating in reflective practice resulted in refining 
some of my strategies for teaching, and introducing new 
techniques relevant to my Introductory Communication 
paper. I became more aware of some of the assumptions I 
make about the learning styles of my students.  I gained 
techniques to use to encourage student discussion and to 
expand the learning of students who were able to work at 
a higher level.  The challenge is to continue to use 
professional practice for personal academic development, 
to reflect on not only what could be improved in my 
classroom but also to celebrate successes in the 
classroom. 
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Abstract 
This study examined the impact on middle school teachers’ conceptions of mathematics 

learning and teaching through reflections on their mathematical learning experiences within 
content-based professional development.  In such programs, reflecting on content is a prominent 
aspect.  However, it is less common to go beyond the mathematics and ask teachers to revisit and 
think about their learning experiences and implications of those experiences for how their 
students learn best and how to facilitate such experiences.  Without this extension, teachers focus 
on making sense of the mathematics and often miss the opportunity to consider such 
implications.  This approach is beneficial as it allows teachers to personally experience and 
explicitly consider the fruits of student-centered, reform-oriented instruction.  The presentation 
links research and practice by sharing the results of this study as well as the lessons learned 
about how to best engage teachers in such reflections.  

The research questions were: What do teachers express about how they best learned 
mathematics through these learning experiences? and How do teachers extend these ideas to 
considerations of how their students may learn best and how to teach accordingly?  The 
theoretical perspective was phenomenology due to the interest in the teachers’ perspective of the 
mathematical learning experiences.  The data included copies of the teachers’ written reflections 
and field notes.  Data analysis utilized the processes of Grounded Theory (open coding, axial 
coding, and selective coding) to identify the impact of the mathematical learning experiences on 
the teachers’ conceptions of learning and teaching mathematics. 

Upon reflecting on their mathematical learning experiences, the teachers noted several 
supportive processes, which as expected aligned with standards-based recommendations: 
working collaboratively with peers, using visual and written representations, hearing multiple 
ways to approach a problem, developing mathematical models and testing them on successive 
examples, and writing about their mathematical ideas.  They also found multiple instructor 
actions helpful: capturing in writing mathematical ideas as they are expressed, asking thought-
provoking questions, providing feedback, allocating adequate time to explore ideas, allowing 
learners to struggle through making their own sense of a mathematical idea, and creating a safe 
environment.  Finally, they noticed beneficial aspects of the tasks: open-ended and challenging 
(not too difficult or easy).  The teachers then echoed these aspects when they considered how 
their students might learn best and how to provide better instruction.   

While other programs have experienced similar results, this presentation offers new ideas 
for teacher development by also sharing lessons learned about engaging teachers in more 
substantive reflections about learning and teaching mathematics.  Teachers’ reflections are more 
insightful when they think about their learning experience in the role of a student before jumping 
to thoughts about teaching, when they have a clear understanding of the associated mathematics, 
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when they consider a specific learning experience or instructional technique, and when they have 
concrete reminders of the lesson for reference.  The presentation concludes with a discussion in 
which others can share similar experiences and ideas can be generated about investigating 
whether and how such reflections lead to changes within the teachers’ classrooms.  
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Apart from the use of sophisticated tools for delivering learning content, teaching approaches 
fundamentally remained unchanged for long time. We still focus on learning content. Learning 
ability and motivation of the learners are mostly taken for granted. As the number of students, aspire 
to get tertiary education increases, teaching becomes more challenging. While the desired learning 
outcome has not changed much, learning ability and motivation of the learners have been 
diminishing. Unless the learning ability and motivation of the learners are well addressed, there will 
be very little meaningful learning. We need to revisit teaching and learning to be au fait with the 
issues, which for long caused little disquiet. While there is no dearth of expertise in their respective 
domains, the teachers may not always have good comprehension of the cognitive processes. This 
paper aims to explain learning in a way, which is easily understood by teachers with little or no 
pedagogical training. It uses ‘Learning Triangle’, a concept introduced by the author. Learning 
Triangle is similar to Fire Triangle. The three sides of the Learning Triangle are Learning Ability, 
Learning Content, and Learning Motivation. These are comparable with Oxygen, Fuel, and Heat 
respectively of the Fire Triangle. In order to start the learning fire, we need to bring the three 
learning ingredients together in appropriate proportion. We will be revisiting teaching and learning 
with reference to the sides of the Learning Triangle. Finally, the author suggests responses to the 
varying learning conditions. This may help the teachers strategize teaching approach for effective 
learning. 

 
 

1.   Introduction 

Education system is to cater to the socio-economic needs of the world. The fast changing 
socio-economic map of the world directly affects the quality of learners attracted by the 
courses offered by various educational institutions.  Also, a greater percentage of 
populations aspire to get tertiary education today. Excepting some highly acclaimed 
institutions, most of the educational institutions have to grapple with the problem of a 
large mix of learners. Many of their courses attracting more able and motivated learners 
in the past may not attract many such learners today. Teachers of such courses have to 
content themselves with the next best ones satisfying the pre-requisites. While the desired 
learning outcome has not changed much, the ability and motivation of learners have 
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changed over the years, which calls for higher value-add.  Hence there is a need to re-
look into the approaches we take in facilitating learning. We need to constantly revisit 
teaching and learning.  

Aided by the sophisticated gadgets and gizmos, often we try to address the problems 
by introducing new tools and systems. Though some of these partially address the 
learning ability of the learners, most do not address the learning motivation. Development 
in cognitive science has also given us better understanding of the cognitive processes. In 
spite of all these advancements, many teachers still keep addressing mainly the issues 
related to learning content. Unless we are able to enhance learning ability and motivation 
of the learners, we will not be able to facilitate effective learning.  

 Many teachers express their frustrations about learning ability and motivation of the 
learners. Whatever may be the complaints of the teachers, fact remains that most of us are 
not going to get more able and motivated learners. Hence we need to facilitate learning in 
a way that the process itself will enhance learners’ ability and motivation. To get a 
desired outcome with lower input quality, we need to have a process which will add 
higher value. The process, in this case is the teaching approach. Though most of us are 
generally aware of these facts, we do not always address the problem effectively. 

After joining the teaching profession, the new teachers have to grapple with the 
problems related to learning. There are many good works by many cognitive 
psychologists/scientists, which help understand how students learn. Volumes of literature 
have been published. To comprehend these literatures one needs to have reasonable 
pedagogical training/experience and time.  In spite of having basic pedagogical training, 
the author also had to grapple with the problems related to effective management of 
learning. Need for a simplified, yet effective approach for facilitating learning was 
always felt.  

The paper is mainly based on the learning experience from the author’s own learning 
journey as a teacher. The paper is intended to provide insight into learning with the help 
of Learning Triangle. It explains the three key learning ingredients: learning ability, 
learning content, and learning motivation. Relationship between the three ingredients is 
discussed. It is intended to work as a simple vehicle to constantly revisit teaching and 
learning.   

Though mainly aimed at teaching students of tertiary institutions, the approach is 
applicable to any learning situation, inside or outside classroom. 
 
   

2.   Teaching and Learning  

2.1.   Teaching   

The great Indian philosopher, Swami Vivekananda said: “No one was ever really taught 
by another. Each of us has to teach himself. The external teacher offers only the 
suggestion which rouses the internal teacher to work to understand things. Then things 
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will be made clearer to us by our own power of perception and thought, and we shall 
realize them in our own souls.”1 

When we use the word ‘teaching’ it may mean to be from the teacher to students – 
unidirectional. It may also appear to be a top-down approach. Some perceive teaching as 
transferring knowledge.  Perhaps in the past, transferring knowledge was an important 
aspect of teaching. Today, we do not need a teacher for mere transfer of knowledge. IT 
tools can do this job more effectively. Then why do we need teachers? How should we 
view teaching in today’s world? 

We need teachers to start the learning fire. Teaching should be seen as sharing 
experience with the learners. Experience can be direct or indirect. Direct experiences are 
the ones experienced first-hand by the teacher. Indirect experiences are the ones shared 
by others. These may be the ones shared by various writers through books or journals or 
the ones shared by other people, may be by the teacher of the teacher. Inventors and 
discoverers share their experiences through research articles or other works. Sharing 
direct experience is not too difficult and also is very effective. But most of the time we 
share indirect experiences. In order to make such sharing effective, the teacher needs to 
acquire/internalize the indirect experience in such a way that when shared with other 
learners, the learners will feel it to be the direct experience of the teacher.  

Sharing is most effective when it is done face-to-face. When we share our experience 
face-to-face, we normally do not find it too difficult. Of course, while sharing experience, 
we need to pitch it to suit the audience. When a doctor explains about a disease to a 
patient he/she uses the language which is different from what he/she would use to teach a 
medical student. Some of us can be so effective in sharing that the people we are sharing 
the experience with, can feel it in way as if they themselves are experiencing.  When it is 
done effectively, learners will not even feel that they are being taught. They themselves 
will experience and learn.  

Some times, teachers perceive their roles to be more of assessors/examiners than of 
the learning facilitators. Teachers often tend to become too judgmental right from the 
beginning and play greater roles as assessors. While a teacher will still have to play the 
role of the assessor, he/she has to first facilitate learning.   

When we share experience, we are more easily accepted. We are able to teach in a 
subtle way. Effective teaching should lead to total learning. It is not only meant for the 
learner but also for the teacher. A teacher should consider every teaching activity as a 
learning experience and continually adapt the teaching approach to enable most effective 
learning.  

  When a teacher is tasked to teach a group of learners, she/he thinks of the ways 
she/he was taught the subject by her/his teacher. Often the teaching approach is greatly 
influenced by the approach adopted by the teacher’s teacher.  We unknowing disregard 
the changes in the learners and their learning needs. While all of us derive very valuable 
experience from our teachers, we need to adapt our teaching approach to suit our learners.  
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2.2.   Learning   

There are many words which are widely used and seem to be understood by even a lay 
person, but difficult to define. Difficulty arises mainly from the difference in views. 
Education, teaching, and learning are some such words. One may argue that definitions 
do not really matter! Definition helps us to get our mission right. Definitions are similar 
to the specifications of products. Clearly stated specifications help us design and produce 
high quality products.  

Learning is explained by various theories. The author views these theories more as 
complements to each other than to be contesting against each other. While behaviorism 
explains what is learning, constructivism explains how the learners learn. The paper does 
not aim to dwell on the theories of learning.  

Though it is very difficult to get a universally accepted definition of learning, the 
author prefers to use the following definition: learning is a relatively permanent change 
in behavior potential brought about by practice or experience3. The definition is based on 
what was suggested by Gregory A. Kimble in 1961.The change in behavior is caused by 
intellectual skills, cognitive strategies, verbal information, motor skills, and attitude. 
Successful learning not only achieves the immediate learning objectives but also 
develops learning skills and learning interest. One of the important aspects of desired 
outcome of any learning is the development of learning ability.   

Mere acquisition of knowledge does not lead to learning. It only means knowing 
some facts, terms, theories, etc. In order to translate knowledge into useful learning, 
learner must be able to comprehend, apply, analyze, synthesize, and evaluate the acquired 
knowledge and eventually be able to create new knowledge. This will lead to change in 
behavior potential. Unfortunately, the approaches taken to facilitate learning may 
sometimes lead to mere acquisition of knowledge, which may not result into any change 
in behavior potential.   

Often we relate mainly knowledge and skills to learning. Desired learning outcome is 
measured mainly in terms of knowledge and skills.  While knowledge and skills are 
important aspects of learning, learning should ultimately lead to an attitude which enables 
the learner to make positive contribution. Attitude can be considered to be the direction 
of mind. If our mind is considered to be a vector, then knowledge and skills constitute its 
magnitude. Attitude gives the direction to the mind-vector. Two persons may acquire the 
knowledge and skills of using gun. One with undesired attitude will use the gun to shoot 
an innocent person. While the one with desired attitude will use the gun to shoot the one 
who shoots the innocent people. Unlike knowledge and skills, attitude can not be taught. 
Attitude has to be demonstrated by the system and the people facilitating learning. 
Attitude is to be experienced by the learner.   

Learning is like a journey, which has a destination and a course. A successful journey 
is one, which leads a person to the destination through a course, which will encourage 
him/her to undertake similar journey again. A wrong course will not only cause a person 
to fail to reach the destination but also discourage the person from undertaking similar 
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journeys in future. Similarly, learning journey should lead to desired learning outcome. 
The course of the learning journey should also develop learner’s interest in learning. 
Hence it is of utmost importance to adopt appropriate approach for facilitating learning. 
There is no one-size-fits-all method for teaching. Also, it is not right to claim any method 
to be the best one. In order to adopt the best approach, one has to have good 
comprehension of the issues related to learning. 

 
         

3.   Learning Triangle 

The concept of Learning Triangle is based on the concept of Fire Triangle (Fig.1). Fire 
Triangle explains the components necessary for fire to occur.  For a fire to start and 
continue burning, it needs three ingredients: oxygen, fuel, and heat. These three 
ingredients represent three sides of a triangle. Just bringing the three ingredients together 
will not start fire. Fire will start only when an appropriate mixture of fuel and oxygen is 
subjected to required heat.   
 
 
 
 
 
 
  
 
 
 

 

 

 

         Fig. 1.  Fire Triangle. 

 
It is also important to understand fuel, which is basically a combustible material. It is 

generally composed of carbon and hydrogen and can be in different forms: flammable 
gases, flammable liquids, and flammable solids. Flammable gases are the ones, which 
burn readily. Solids or liquids actually do not burn.  Liquids need to be vaporized to burn. 
When a solid, such as wood is subjected to heat for prolonged period, it will decompose 
and produce carbon products. These carbon products will then combine with oxygen and 
eventually ignite. 

For learning to take place, we need to bring three important learning ingredients, 
namely learning ability, learning content, and learning motivation together. These three 
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ingredients represent the three sides of a triangle. This triangle is called the Learning 
Triangle (Fig.2). 

 
 
 
 
 

 
 
 
 
 
 
 
 

 

 

Fig. 2.  Learning Triangle. 

 
When the three ingredients are brought together in appropriate proportion, the 

learning fire will start. The learning facilitator is to ensure that the three ingredients are 
present in appropriate proportion. In order to do this, the facilitator needs to first 
understand the three ingredients well and then assess the presence of the ingredients in 
the given learning condition.  

Fire can never be started, when we have a match stick to provide heat and charcoal as 
fuel. When heat is provided by a match stick, we need to have highly flammable fuel to 
start the fire. Once the fire is started and is sustained for some time, the heat generated 
from the fire will be able to burn even charcoal. Similarly, we will not be able to start the 
learning fire if we deliver difficult learning content to learners with low learning 
motivation. In fact, it may even reduce learner’s motivation. To start the learning fire, we 
need to provide interesting and easy-to-understand learning content first.   

 
 

4.   Revisiting Learning Ability 

Learning ability is the ability of the learner to understand and assimilate the learning 
content. Learning ability is comparable with the oxygen side of the fire triangle. In the 
case of fire, oxygen itself does not burn but it is a must to start and sustain the burning 
process. Similarly, learning ability alone does not cause learning to take place, but it is a 
must to start and continue the learning journey. 
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Learning ability is a result of nature and nurture. A learner inherits some learning 
traits at the birth. The rest is the result of the learning journeys the learner had 
undertaken.  Hence the learning ability is the summation of the naturally inherited ability 
and the changes in behavior potential from the previous learning journeys. In order to 
facilitate effective learning, it is important to ascertain the learning ability of the learners. 

While facilitating learning, the teachers often discover that in spite of satisfying the 
prerequisites, some learners do not possess the required learning ability while some other 
possess more than what is required. To explain this, the author has introduced the concept 
of apparent learning ability and real learning ability. There is a difference in the 
perceived ability and the actual ability of the learner. The perceived ability, apparent 
from the formal documentary evidences is called apparent learning ability, and the 
learning ability actually demonstrated by the learner is called real learning ability.  

In order to facilitate effective learning, a teacher has to consider the real learning 
ability of the learner. While it is easy to determine the apparent learning ability, 
ascertaining the real learning ability is difficult. It can only be assessed by subjecting the 
learner to situations needing demonstration of the requisite behavior.      

For many years, engineering courses had attracted students with high real learning 
ability. The learners, more than satisfied the prerequisites. Teaching students with higher 
ability for many years brought about the change in teachers’ perception of expected 
learning ability. This eventually influenced the teachers to adopt teaching approaches 
suitable for learners of higher ability. Engineering courses in developing countries still 
attract students with higher learning ability. In the developed countries, many students do 
not prefer to pursue career in engineering.  

It is not only the engineering courses, popularity of most of the courses vary with 
time. They are dependent on socio-economic factors. As these factors change, the real 
learning ability of the learners joining the courses will also change. It varies between 
cohorts. It varies within the same cohort. We can no more take learning ability for 
granted. We really need to constantly evaluate it and respond accordingly. We need to 
vary the learning content and the teaching approach to suit the learning ability.  

The author feels that there is a change in general learning ability of most of the 
learners. This is caused by our lifestyle, influenced greatly by technology. Today’s 
learners are involved in many learning activities. A lot of them are related to their 
hobbies and interests. They do not have much difficulty picking up games etc. While the 
learning domain has widened, learning depth has been reduced. Today, many learners are 
not able/willing to go deeper.  

Learning facilitator needs to first ascertain learning ability of the learners. It is not 
difficult to ascertain learning ability of one learner. Difficulty arises when we have a 
group of learners with varying ability. The approach taken to ascertain ability should 
require the learners to demonstrate real learning ability. One approach can be a calibrated 
test requiring demonstration of real learning ability. The results of the test need to be 
analyzed. If there is no significant change in the mean and standard deviation of the 
scores, learning ability may be considered to be similar to the presumed ability. 
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Significant variation of mean and standard deviations will need adjustment of learning 
content. A negative variation in the mean score will entail further simplification of the 
learning content. A positive variation in the mean score will call for more challenging 
learning content. Standard deviation will give an indication of the mix of learners based 
on learning ability. A higher value of the standard deviation will require the teacher to 
use greater variation of the difficulty level of the learning content targeting learners with 
different learning ability.   

Once the learning ability is reasonably ascertained, the teacher will be able to deliver 
the learning content in a way which is intelligible to the learners. It is like choosing the 
language of communication based on the audience. If possible, the learning facilitators 
should also capitalize on the strengths of learners in other areas. They may use varying 
modes and media. 

 
 

5.   Revisiting Learning Motivation 

A mixture of fuel and oxygen will not cause a fire unless adequate heat is applied to it. 
Similarly, to start a learning fire, it is not enough just to provide some learning content to 
able learners. It needs the learning motivation to start the learning fire. Learning 
motivation is the desire or need of the learners to learn. Learning motivation is also a 
result of nature and nurture. Motivation can be intrinsic or extrinsic.  

Intrinsic motivation is stronger because it is the desire of the learner to meet own 
goals and needs rather than the expectations or goals set by others such as parents or 
peers. Intrinsic motivation refers to motivation, provided by the learning activity itself. In 
such case, the learner would want to learn because of the fun and enjoyment derived from 
the learning activity.  

Extrinsic motivation comes from the need for meeting the expectations and goals set 
by others such as parents or teachers. Such expectations or goals are generally linked to 
rewards or punishments. Extrinsic motivation refers to the motivation derived from the 
consequences of a learning activity.  

Intrinsically motivated able learners provided with fitting learning content create the 
perfect learning condition. Often the learners are extrinsically motivated, e.g. need for 
getting a degree, fear of failing a test etc. As the extrinsic motivation is related to the 
consequences of the learning activity, the learner may resort to short term measures to 
meet the needs related to the consequences.  

In order to facilitate effective learning, it is required to make the learning activity 
enjoyable for the learners. This may not be always possible and the learner may remain 
mainly extrinsically motivated. If the extrinsic motivations are also not strong enough 
then the learners may remain lowly motivated. A well designed reward system and 
effective communication of the long term consequences of learning would derive 
intrinsic motivation from extrinsic ones. We often dwell on what-to-learn and how-to-

2007 HICE Proceedings 
Page 661



  
 

9

learn. While these issues are very important, we need to link what and how with why-
learn. If we can successfully convince the learners about the reasons for learning, half the 
battle will be won.   

Highly able and highly motivated learners are the outstanding learners who need 
teachers with outstanding domain expertise and average teaching ability.  Unfortunately, 
many learners today are lowly motivated learners. A learner with deficiency in learning 
ability and learning motivation is an average learner. These learners need teachers with 
both outstanding domain expertise and outstanding teaching ability.  

Though an institution assigns one as a teacher for some learners, the learners may not 
accept the teacher as someone they would like to learn from. The first step for teaching is 
to win the learners and get their acceptance as a teacher who the learners would want to 
learn from. We also need to accept the learners as who they are; not as what ideally they 
should be. 

In order to decide on the delivery of the learning content, we need to ascertain 
motivation of the learners. An informal interaction/discussion with the learners can help 
the teacher gauge the motivation of the learners. Well designed questionnaire or focus 
group discussion can be useful in ascertaining the motivation of the learners.  

Unhappy learners will not learn. They will only address the needs to fulfill the 
immediate consequences of the learning activity.  Hence it is very important to motivate 
the learners.  
 
 

6.   Revisiting Learning Content and Responding to Learning Conditions 

Learning content refers to mainly what to learn and how much to learn. It also includes 
the delivery. Learning content should include not only documented materials but also the 
demonstrated skills and attitude. Learning content is comparable with the fuel. Learning 
content is closely linked with the desired learning outcome.  For formal learning set up, 
the learning content is mainly decided by the teacher. Teacher ensures availability of the 
learning content to the learners. A motivated learner also finds his/her learning content 
from other sources.  

In the case of fire, fuel can be of three types, i.e. flammable gas, flammable liquid and 
flammable solid. Depending upon the level of difficulty, learning content can be rated in 
the scale of low-medium-high. Learning content with low difficulty level can be 
compared with the flammable gas. As flammable gas is easiest to burn, learning content 
with low difficulty level is also easiest to learn. Like flammable solid, the learning 
content with high difficulty level is also most difficult to learn. The delivery method, 
quantity, and the difficulty level of learning content should depend upon learners’ ability 
and motivation.  

In order to burn wood, we need to subject wood to heat for a long period. Initial heat 
can be provided by burning flammable gas or liquid. Similarly, before delivering learning 
content with higher difficulty level, we need to deliver learning content with low and 
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medium difficulty levels. Wrong sequence of the delivery of learning content will not 
start the learning fire. It may even switch the learner off causing the learning fire to 
extinguish.  

Learning content is the main vehicle for the teacher to take the learner through the 
learning journey. Effective management of learning content and its delivery will also 
enhance both learning ability and learning motivation. In formal teaching, it is mainly 
through learning content that a teacher communicates with the learners. While delivering 
the learning content, teacher has to consider both difficulty level of the learning content 
and the importance of the learning content based on desired learning outcome.  Use of 
content management matrix2 may help in effective management of learning content.  

Depending upon learning ability and learning motivation, learning conditions vary. 
The quantity and the difficulty level of learning content should depend on the learning 
condition. Hence learning content has to be the response to the prevailing learning 
condition. 

If ability, motivation, and learning content (both quantity and difficulty level) are 
measured in the scale of low-medium-high, then the relationship between ability, 
motivation, and learning content may be expressed by the following learning condition 
table: 

 
 

Table 1. Learning condition table  

Learning Content(Response) 
Condition Ability Motivation 

Quantity Level of Difficulty 
1 Low Low Low Low 
2 Low Medium Medium Low 
3 Medium Low Low Low, Medium 
4 Low High High Low 
5 Medium Medium Medium Low, Medium 
6 High Low Low Low, Medium, High 
7 Medium High High Low, Medium 
8 High Medium Medium Low, Medium, High 
9 High High High Low, Medium, High 

 
 

Combination of learning ability and motivation make up a learning condition. 
Learning content is the response to a given learning condition. Conditions one, two, and 
three of the above table may be referred to as poor learning conditions. Conditions four, 
five, and six can be considered as medium learning conditions. Conditions seven, eight, 
and nine create rich learning environment. 

As the ability and motivation of learners vary, learning content must be adjusted. 
Fig.3 shows flow diagram for revisiting learning content with the change of learning 
ability and motivation of learners.  
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7.   Conclusions 

Learning content should be adapted for learning ability and motivation. Adjustment in 
learning content should depend on variation in learning ability and learning motivation. 
Learning content should be coated with ingredients for enhancing learning motivation. 
Adopting a good strategy for providing appropriate learning content will enhance both 
ability and motivation and hence will cause the learning condition to progress from poor 
to rich. If the learning content is not congruent with learners’ ability and motivation, the 
condition is unlikely to lead to any meaningful learning. It may have negative impact on 
learners’ motivation.  

Ascertain Real Learning Ability Ascertain Learning Motivation

NoNo

Yes Yes 

Content(adapted for both
difficulty and quantity)

Fig. 3.  Flow Diagram for Revisiting Learning Content 

Content (unchanged) 

Content (adapted for
level of difficulty) 

Content (adapted for
quantity) 

Different from

presumed ability? 

Different from 

presumed motivation? 

2007 HICE Proceedings 
Page 664



Subrata Chanda 
 

12

8.   Acknowledgements 

In order to understand learning well, one must understand the learners first. The author 
would like to thank the management of Ngee Ann Polytechnic for giving him the 
opportunity to work closely with the learners. Special thanks go to the very special 
teachers of the author: the numerous students he has worked with. Without them this 
paper would not be possible. 
 

References 

1.  S. Vivekananda, The Complete Works of Swami Vivekananda, Mayavati Memorial 
Edn.(Advaita Ashrama, 1962). 

2.  S. Chanda, Facilitating Effective Learning Using Learning Triangle Approach, International 
Conference on Education 2005, Singapore. 

3.  D. L. Morgan, Essentials of Learning and Cognition (McGraw Hill, 2002). 
4.  M. L. Bigge, S.S Shermis, Learning Theories for Teachers (Pearson Education, 2004). 
5.  T. Armstrong, Multiple Intelligence in the Classroom (ASCD, 2000). 
6.  M. Jarvis, The Psychology of Effective Learning and Teaching (Nelson Thornes, 2005). 
7.  C. T. Fosnot, Constructivism, Theory, Perspectives, and Practice (Teachers College Press, 

2005). 
8.  B. R. Hergenhahn, M. H. Olson, An Introduction to Theories of Learning, 7th edn. (Pearson 

Education, 2005). 
9.  D. Carr, Making Sense of Education (RoutledgeFalmer, 2003). 

10.  B. S. Bloom, M. D. Englehart, E. J. Furst, W. H. Hill, and D. R. Krathwohl, The Taxonomy of 
Educational Objectives, The Classification of Educational Goals, Handbook I : Cognitive 
Domain (David McKay , 1956).  

11. S. A Malone, Learning about Learning (Chartered Institute of Personnel and development, 
2003). 

12. C. G. Morris and A. A. Maisto, Understanding Psychology, 7th edn. (Pearson Education, 
2006). 

13. B. Schwartz, E. A. Wasserman, and S. J. Robins, Psychology of Learning and Behavior, 5th 
edn. (W. W. Norton & Company, 2002). 

14. S. B. Klein, Learning Principles and Applications, 3rd edn. (McGraw Hill, 1996). 
15. J. R. Davis and A. B. Davis, Effective Training Strategies (Berrett-Koehler, 1998). 
16. K. Marjoribanks, The Foundation of Students’ Learning (Pergamon Press, 1991). 
17. N. M. Lambert and R. L. McCombs, How Students Learn (American Psychological 

Association, 1998). 
18. F. Marton, D. Hounsell, and N Entwistle, The Experience of Learning, 2nd edn. (Scottish 

Academic Press, 1997. 
19. R. H. Bruning, G. J. Schraw, and R. R. Ronning, Cognitive Psychology and Instruction, 3rd 

edn. (Prentice-Hall, 1999). 
20. R. P. Cavalier, Personal Motivation (Praeger, 2000). 
21. D. Laming, Understanding Human Motivation (Blackwell, 2004). 
22. J. F. Volkwein, L. R. Lattuca, P. T. Terenzini, L. C Strauss and J Sukhbaatar, Engineering 

Change: A study of the Impact of EC2000, (Int. J. Engng Ed. 20(3) (2004) 318-328).  
 

2007 HICE Proceedings 
Page 665



Title Page 
 

UNIFIED PROGRAM PLANNING FOR THE ANALYSIS OF ENGINEERING TECHNOLOGY 
EDUCATION SYSTEM 

Area 
 

Engineering Technology Education 
 

Authors 
 
 
DR. K. CHANDRASHEKARA  
Professor,  
Dept of Mechanical Engg 
Sri Jayachamarajendra College of Engineering 
Mysore-570 006. 
Karnataka State  
INDIA 
email: dr.chandrusjce@yahoo.com 
  
Mobil No. 9886350474 
 
Dr. A.N. SANTOSH KUMAR  
Asst. Professor 
Dept of Mechanical Engg  
Sri Jayachamarajendra College of Engineering 
Mysore-570 006. 
Karnataka State  
INDIA 
Email: dr_ansk@rediffmail.com 
Ph: 91-0821-2413666 
Mobil No. 9886294359 
 
 
Dr. B.G. Sangameshwara 
Principal 
Sri Jayachamarajendra College of Engineering 
Mysore-570 006. 
Karnataka State  
INDIA 
email: bgsangam@yahoo.com    
Mobil: 9845395047  
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 666



UNIFIED PROGRAM PLANNING FOR THE ANALYSIS OF ENGINEERING TECHNOLOGY 
EDUCATION SYSTEM 

DR. K. CHANDRASHEKARA  
Professor, Department of Mechanical 
Engineering 
Sri Jayachamarajendra College of Engineering 
Mysore-570 006. 
Karnataka State  
INDIA 
email: dr.chandrusjce@yahoo.com 
 

Dr. A.N. SANTOSH KUMAR 
Asst. Professor 
Department of Mechanical Engineering  
Sri Jayachamarajendra College of Engg. 
Mysore-570 006. 
Karnataka State  
INDIA 
email: dr_ansk@rediffmail.com 

 
Dr. B.G. Sangameshwara 
Principal 
Sri Jayachamarajendra College of Engineering 
Mysore-570 006. 
Karnataka State  
INDIA 
email: bgsangam@yahoo.com 

  
ABSTRACT:  
 
The problems faced by the society such as peace and conflict, human rights, energy and other depleting resources, 
environmental pollution, excessive inflation and recession have their roots in various sources. One is related to 
Engineering Technology Education(ETE). The need for redesigning the Engineering Technology Education System 
(ETES) is established in the first section. The second section explains in detail the present scenario of ETE. In the third 
section a brief review of different approaches for problem solving is presented. Based on this, a ten step frame work 
for the analysis of the ETFS is proposed. In the fourth section, the risks involved in pursuing various strategies 
proposed, arriving at a single overall index of worth for the system, critical analysis of system dynamics using KSIM 
model [19) and factors considered in testing and implementing the model are envisaged. Concluding remarks are given 
in Section-V. 
 

I. THE NEED 

"All education springs from images of the future and 
all education creates images of the future. Thus all 
education whether so intended or not, is a preparation 
for the future. Unless we understand the future for 
which we are preparing we may do tragic damage to 
those we teach (l)". 

If we intend to impart good ETE to the students in the 
institutes, what sort of preparation we need and in 
what perspective the ETE should be viewed ? From 
where we should get explicit support for such 
preparation? What pedagogical traditions we must 
build into the ETES ? This paper answers some of 
these questions from the perspective of Educational 
Research Project taken-up in our institution. 

We are now caught in a web of global inter-
relationships in which our actions and those of others 
seriously affect our society and environment faraway 
in space and time from our own [2], More often ETE 
in any country is dealt at local and national level. But 
the nature of ETE for the future can not be thoroughly 
understood unless set in a global context. Many people 
have stressed the crucial role to be played by ETE in 
the contemporary issues such as peace and conflict, 
human rights, energy and other depleting resources, 
environmental pollution, excessive inflation and 
recession. These issues have human condition and its 
improvement as a common factor (31. There is much 
evidence that the use of ETE in tackling the. 
contemporary issues, which give rise to societal 
problems, has often led to much less desired results 
(41. Strategies have been developed  to remedy 
problems such as policy formulation, syllabus 
revision, faculty development, students development. 
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Industry institution liaison, entrepreneur development 
etc. often the strategies or solutions at these levels 
exacerbates the original problem and make the 
implementation more difficult. Many have concluded 
that something is seriously wrong with ETE. Others 
would not go this far but would argue that tackling the 
problems of ETE at symptoms level is no longer 
adequate. Looking into the future, the challenges that 
face society calls for dramatic change in the ETES's 
structure and form [5], [6]. In the next decade our 
world will have about ten billion people to manage 
and feed. We will have to get more food from what 
farmed land we have. This would call for innovations 
in the existing agricultural methods. This would also 
stress the need for a good water resource management 
and fertilizers which could result in higher yields. 
Increased energy will be required to build irrigation 
agriculture and to make artificial fertilizers. Coal and 
oil would be harder to fetch and amount of investment 
per unit of energy harnessing will continually increase. 
There would be also change in the level of tolerance of 
the society towards what ever is bad. This is to be 
expected because, in the coming decades, the world 
will be changing from humanity of illiterates to 
humanity of literates. Demonstration of western 
middle class levels of town planning, housing, 
transportation, health care, education and other 
amenities through mass media of communication to 
the people all over the world is going to change the 
needs and expectations of 'the society. 
Industrialization of countries could act as a possible 
medium by which the needs of the society could be 
satisfied and decrease the inequality. But, then, this 
calls for preparing our technical man power for the 
future. Until many of the world's governments 
understand that a large,- scale engineering knowledge 
acquiring process is built into the ETES, they always 
tend to produce mediocre technical man power. Lack 
of understanding of structure and form (morphology) 
of ETE,S often leads us to the wrong conclusion 
regarding problem solution. Our ETES has to be 
viewed as a system which should be forward- looking, 
which anticipates the hardships and hopes associated  
With ever changing  technologies, which identifies 
the schemes of global inter dependence and hanging 
economic realities. 
 - 
II. THE SITUATION 
The present ETES has several deficiencies. The 
system lacks flexibility, dynamism, credibility, 
reliability, compatibility, sustainability, etc. The non- 
uniform policy adopted in admitting students to the 
institutions has resulted in a worry amongst the 
engineering technology educators. Faculty of ETE 
usually feel that they do not carry the same social 
status that a practicing engineer carries. The working 
conditions of the teaching fraternity need to be 
improved. There are no built-in mechanisms into the 
system by which brighter engineers could pursue 

teaching profession    without any discontent, 
upgrade his knowledge continuously, use novel and 
innovative methods of educational technology, be 
aware of global issues, principles and practices of 
ETE, exercise critical thinking skills and creative 
imagination more effectively etc. 
 
Industries have their own reservations in 
participating actively in desirable changes in ETE. 
Quite a few large public and private sectors do not 
believe in the quality of technical man power 
generated by ETES and consequently have their own 
training programmes. There is much evidence that 
the infrastructure planning in institutions is generally 
inadequate. We have a incompatible, complex and 
confusing administrative set up both at macro and 
micro level. There is no just and sustainable policies 
in affiliation and accreditation of engineering 
institutes. Integration of macro(Government)and 
micro level (Institutions, Industries and Societal 
sectors) in the ETE is still to be achieved. 

 
We also have a very rigid syllabus framing process. 
Rigidity is also prevailing in the examination and 
qualifying process of ETES. The examination system 
does not have a desirable procedure by which the 
students attributes such as developing a more future-
oriented perspective both on their own lives and 
events of the wider world; exercising critical thinking 
skills and creative imagination more effectively, 
participating in more thoughtful and informed 
decision making in the present setup, engaging in the 
active and responsible citizenship, both in the local, 
national and global community and on behalf of 
present and future generation. Our system is not 
adequately promoting the spiritual, moral, cultural, 
mental and physical development of the students, not 
Preparing them for the opportunities, responsibilities, 
experiences of adult life and paucity of financial 
resources for these is very high . 
 
 
III. THE VISION 
In order to accomplish an effective, just and 
sustainable ETE for the future, it would appear that 
we need a way to deal successfully with the complex 
and interrelated issues of ETE [7]. We need a way to 
deal with issues in which value elements and 
structural elements of ETE-are given full 
consideration. Further, a set of guidelines is required 
for analysts to allow full and effective interaction 
among stake holders in this complex system such as 
political system, institutions, user system including 
decision and policy, makers, individuals or groups 
responsible for implementation of comprehensive 
approaches to public welfare programmes. 
 

2 
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Warren Kinston, and Jimmy Algie [S] are of the 
opinion that if individuals have to have control over 
their own actions, and to facilitate this. they require a 
frame work which encompasses the possible 
distinctive approaches to decisive action from their 
own practical stand point. The systemic approach 
seems to be appropriate for our work. Russel L 
Ackoff ct.al [9] discuss that the systems sciences 
practitioners arc of 3 types. Gerald Nadlcr (fi] in his 
paper, has identified that systems approach is an 
inductive process and encourages analyzing for as 
many "facts" as possible. Basic surveyof systems 
engineering methodology has been elaborately done 
by Arthur D Hall (10]. He is of the opinion that the 
systems engineering methodology when understood 
in its entirety could be understood as a process which 
portrays the essence of the systems approach. 
J.Douglas Hip and John N War Field [111 in their 
paper have discussed in detail the key products that 
result from the problem definition, value system 
design and system, synthesis steps and explain how 
these could be interrelated through interaction 
matrices. Based on the literature survey we have 
identified a ten step framework (-Table-1) for the 
analysis of ETES for the future. 

Table-1. Ten step frame work for the analysis 
of ETES.  
1) Analysis of the need. 

, 2) Problem structuring. 
3) Identification of morphology of ETES . 
4) Hierarchical multi-objective value 
system design. S) System triggers 
synthesis. 
b) Progressive modeling. 7) Total 
situation control: S) System fit 
between outcome and scenario. 9) 
Action Planning. 
10) Testing and 

Implementation. 

1. Analysis of the Need : 
Starting point in the needs analysis is arriving at a 
primitive need statement. The objective of doing the 
needs analysis is to generate pertinent 'information 
required for the effective problem formulation. The 
primitive need statement made is,: 

"To effectively impart Engineering Technology 
Education". 
 
Several attempts have been made to facilitate the 
process of information generation by a way of calling 
eminent persons in the field of ETE and conducting 
seminars, conferences and brain storming sessions. In 
doing so we were able to describe the past, present 
and future scenario of ETE. For example the 
questions such as : what are the expectations of the 
society from ETE ?, what is the relationship between 

 productivity, economy and ETE ?, how ETE could 
do better in satisfying the needs of the society ?, will 
the plan work if compatibility, flexibility and 
accountability is built into the system amongst the 
stake holders ?, what are the unknowables (risks) in 
these situations? generated useful information. This 
documentation has helped us in validating and 
redefining the need statement. The need is re-defined 
as: 
"To analyze the interrelationship, compatibility and 
sensitivity of the inputs to the environmental 
conditions, solution variables and output of the 
ETES" 
 
The dynamics of the system was also analysed to 
identify several other factors such as flexibility, 
accountability etc., of the system. During the needs 
analysis step, the constraints involved in .satisfying 
these needs were also identified and documented. 
(For example: resource mobilization, student input, 
faculty capability, technology growth, user system 
participation, political-social-economic constraints 
etc). 
 
2. Problem Structuring : 
L.Robin Keller and Joanna L Ho (12j are of the 
opinion that a well structured problem would open 
ways and means for generating options for the issues 
under study. This has helped us in conceiving a tide 
for the problem. 
"To design strategies or ways and means of 
effectively and optimally utilizing technology, 
policies, resources, information about societal needs 
by establishing and analyzing interrelationship, 
compatibility accountability, adaptability and 
sensitivity amongst the solution variables such as 
faculty development, students development, in 
fracture development, industrial organization’s 
participation so that the society will have a better 
world to live in future". 
The problem is out scoped so as to encompass the 
broader perspective of the problem. One, important 
product of problem structuring is a descriptive 
scenario explaining the nature of the problem and 
how it came to be -a problem. We could also identify 
some of the social sectors involved in the issue such 
as University, Community, Faculty, Students, User 
system etc. and identification of the actors involved 
in the problem solving situations - i.e. faculty of 
educational technology, education policy makers, 
policy implementing authorities, managements of 
institutions etc. The problem formulation also 
facilitated in identifying some other major -
constraints such as competence of actors involved, 
political-social-legal environment etc. We could 
partition the problem into relevant elements and also 
isolate some subjective elements of the problem. 
These are listed in Table-2. & Table-3 respectively. 
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1) Integrated development of faculty. 
2) Overall development of students. 
3) Effective infrastructural development 
4) Developing effective industry-institution 
liaison. 
5) Bringing co-ordination amongst policy makers, 
technology growth, user systems, educational sys-
tem, concerns of public welfare needs and 
resources. 
Table-3: Some subjective elements in the 
ETES 
 1) Policy makers and policies. 
 2) Technology 
forecasting.  
 3) Technology 
Utilization. 
 4) Expectations of user systems about the 
products of ETES. 
 5) Pedagogy of ETE. 
 6) Expectations of the society. 
 7) Political-Social-Economic- Legal  

environment. 
The description of interactions among relevant 

elements of the problem is identified in the Fig.l. The 
details are presented in the next topic, 

 

3. Basic structure and form of ETE: 

We are of the opinion that the initially chosen 
structure and form of ETES need not be entirely 
authentic but reasonably adequate to permit the 
systems approach methodology to be used, developed 
and structured. An initial form that is seemingly quite 
adequate for development is given in Fig. l. The 
overall system is depicted as a box with primary 
inputs and outputs. The primary inputs identified{ 
are the Policies, Technology forecasting, Resources 
(Macrol. evel), Needs and Public welfare concerns of 
society. Health, Education and Culture, employment, 
physical environment, community life, social 
mobility are identified as some other environmental 
factors. One must note here that the inputs are greatly 
influenced by the political-social-economic-legal 
environment. Output of the system is identified as the 
societal needs satisfaction. 
 
One important characteristic of the initially chosen 
structure and form is the feed back and feed forward 
nature of the solution variables chosen such as 
Industrial organization, Service institutions, self 
employed, _ faculty, students and infrastructure. One 

should also not~ neglect the role played by 
supporting functions such as management 
information system, examination system etc., at 
macro level and recruitment of faculty, educational 
technology, subsidies, grants etc, at micro level. The 
advantages of horizontal and vertical integration of 
the subsystems are kept in mind thus the basic 
relationship between the subsystems established. It is 
expected that the competency of faculty or the 
development of faculty is greatly influenced by the 
development of students and visaversa. Also 
development of faculty and students is affected by 
the infrastructure planning. Strategies for ETES 
implementation and control are considered to be two 
more environmental factors which are affected by the 
societal needs satisfaction level. Closed loop nature 
of the system identifies the cyclic nature of the whole 
process of Engineering Technology Education. 
 
Table-2: Relevant elements of the problem 

 
      1) Integrated development of faculty (IDF) 
      2) Overall development of students.(ODS 

3) Effective infrastructural development (EID) 
4) Developing effective industry-institution 
liaison.(EIL) 
5) Bringing co-ordination amongst policy makers, 
technology growth, user systems, educational sys-
tem, concerns of public welfare needs and 
resources.(PTU) 

Also some selected subjective elements in the ETE 
have been identified as shown in Plate 3. 
 
Table-3: Some subjective elements in the ETE 

 1) Policy makers and policies.    
 2) Technology forecasting   
 3) Technology Utilization 
 4) Expectations of user systems about the 
Products of ETE. 
 5) Pedagogy of ETE. 
 6) Expectations of the society. 
 7) Political-Social-Economic and Legal 
     Environment 

 
 
4. Hierarchical multi objective value system design 
 
In this step we have identified the objectives with 
respect to social sectors and ordered them in ~a 
hierarchical structure (Table-4). To study the 
contributory nature of each objective an objectives 
tree has been constructed. Fig.2. represents 
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 Fig.2. represents 

    INFORMATION FROM POLITICAL, SOCIAL & LEGAL ENVIRONMENT 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                      
   SYSTEM BOUNDARY 
 

 
 

Figure-2 A Composite view of ETE 
 
an objectives tree has been constructed. )Fig.2. 
represents apex portion of the objectives tree.. 
In constructing this objectives tree, the 
proposition of Heal (13), of multilevel planning 
method was also considered. Also information 
in literature (l41 is used. This method of 
portraying the objectives incorporates the 
advantages in establishing primary relationships 
amongst the objectives, constraints, solution 
variables and societal needs (15J. Also, the 
relations amongst the objectives, needs, 
solution variables which can be modified and 
constraints within which the objectives must be 
attained have been established. This has been 
achieved through the matrix method of 
portraying information [111. Fig.3. illustrates 
how this has been achieved (partly). One 
advantage of constructing the self interaction 
matrix is in relating objectives to constraints, 
alterables and needs. 
 
Table-4 : List of objectives (partial) 

1) To satisfy the needs and the 
concerns of public welfare of the 
society. . 
2) To bring in effective coordination 
between policy, technology, finance 

(resources), scientific research and concerns 
of public welfare needs. 
3) To establish compatibility between 
educational institution and user system. 
4) To develop acceptable technical man 
power for the user system. 
5) To use the technical man power effectively 
for various activities of national 
development. 
6) To provide a conducive atmosphere for 
effective functioning of the system. 
7} To effectively impart ETE through institutions. 
8) To effectively coordinate other means of 
engineering technology education (UGC 
initiated projects, and other agencies). 
9) To provide platform for implementing 
/using technology/know-how/engineering 
skills/point of view/creativity etc., for the 
benefit of the society. 
10} To provide conducive atmosphere for the 
research and development of technology. 
11) To provide opportunities for individuals 
to mobilize, utilize and enhance resources. 
12) To provide opportunities for a training 
and development of faculty (28). 
13) To assure reward the students can get by 
becoming a qualified professional (33). 
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5-System triggers synthesis : 
Objectives tree constructed and" interaction matrices constructed should help us in this phase in 
generating alternative approaches for attaining each objective. For example for the objective number 12, 
table.4, i.e. for fulfilling objective : "To provide opportunities for training and development of faculty", 
the following could be alternative approaches. 

i) Make him fully aware of his duties, responsibilities and functions. 
ii) Motivate the faculty by rewarding and compensating 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
iii) Make known to him his role in the humanity development. " 
iv) Train him thoroughly in Educational Technology, 
v) Provide opportunities to know what real engineer 
 

 
These alternative approaches could be also 
described in detail. The description of each 
alternative approach can further be used in 
identifying a set of activities which form plan/s 
for fulfilling program objectives. By this one 
could identify the relationship between 
identified activities and program objectives. 
The interaction between the planned activities 
and the program constraints would also become 
visible. A measurement system which could 
relate the activities to the attainment of the 
objectives could also be designed: In totality 
the system triggers synthesis should aid in 
combining and structuring sub systems and 
subordinate systems to form a functional entity. 
 
6. Progressive modeling 
This phase in our analysis could be considered 'the natural problem solving process. Sub problems, opportunities and directives
prevent the fulfillment of objectives. These 

situations could be explained by the constraints 
identified for each objective. For example the 
objective number 13 is considered. This 
objective is "To assure reward the students can 
get by becoming a qualified professional". Main 
constraints could be 'employment potential, 
country's economy, user system's requirement 
etc. These constraints explain the undesirable 
conditions for the attainment of the objective. An 
opportunity is a chance to improve the situation 
or condition. For the objective considered if one 
can identify some methods of improving 
employment potential and making the user 
system take active role in ETES one can say an 
opportunity has been provided. A directive is a 
new requirement that is imposed by the 
environment such as the governments policy in 
ETE, needs and concerns of public welfare etc,  

 

 

6 
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FIG.3. SELF IN7ERACIlON MATRIX (OBJECTIVES X OBJECTJVES) INDICATES 
INTERACTION BETWEEN OBJECTIVES 

 
If this is done for each and every objective one 
can think of understanding the problem in great 
detail and lot of pertinent information would 
come by. When the problem is understood in its 
entirety the time dimension involved in this 
research would also become visible. One 
important aspect of progressive modeling is the 
efficiency analysis. Here an analysis of. how the 
resources, mainly money, is utilized in the 
system with minimum waste is done.. The 
commodities to be increased or decreased are 
with respect to the solution variables: 
Obviously this would yield the visibility of how 
much of efficiency is to be built into the system 
and how. Another important feature of this 
phase is. service analysis. How the 
opportunities could be exploited to improve 
service or how the directives could be fulfilled 
would also become visible. 
 
Yet another important feature of this phase is 
analysis of co-ordination. Our system consists 
of many functions performed by each 
subsystem and these functions must be coor-
dinated to achieve goals and objectives. The 
desired result is synergy, meaning that the 
whole system receives a benefit greater than the 
sum of the parts. An example is the coordina-
tion between institutions and user system. 
When required by the user system it is the 
responsibility of the institutions to provide 
useful manpower. Clearly an information 
system is needed to coordinate the requirements 
of user system and activities of institutions. By 
rigorously going through this phase be can 
identify a set of activities along with 
opportunities, directives and a measurement 
system for the analysis of them. 

7. Total Situation Control : 
Several decisions have to be taken and number  

of criteria have to be identified with regards to 
the elements of the problems chosen (projects). 
Decisions have to be taken with regards to the 
consistency and the scope of the projects with 
the objectives and policies of ETE, economics 
of the projects, risks associated with the 
projects, public welfare that would result from 
the pursuit of each alternative project and the 
time dimension involved in each project. In 
doing this, major evaluation factors such as 
accountability of strategies proposed for each 
project, sensitivity amongst the various 
elements of the projects, adaptability of the 
system to ever changing environmental 
conditions and the reliability of the system 
should be taken into consideration. Several 
tools, techniques and methods have been 
proposed which could aid the analyst in taking 
decisions in complex systems [16]. At the end 
of this phase, important criteria which will 
identify the acceptability or. The degree of 
excellence of each project could be 
thoroughly understood. 
 
8. Analysis of systems fit between outcome 
and scenario. In this phase it is intended to 
make trade off studies and detailing of 
functional sequences in order to describe the 
total scenario of ETES. By this, strategies, 
activities, accountability, adaptability etc, could 
become very clear. We are of the opinion that 
the multi- objective optimization theory 
(MOOT) [17) could be used in eliminating 
inferior alternatives of projects. An 
experimental method suggested by Fumiko Seo 
and Masatoshi Sakawa [18] wherein the 
alternatives are evaluated -based on sensitivity 
analysis of Multi Attribute Utility Function 
(MUF), could also be considered for setting up 
a multi criterion optimization problem. 
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At the end of this phase the harmony of 
strategies (activities proposed), would become 
very transparent. For example, balancing the 
degree of excellence of faculty against cost of 
beneficiating, the degree of excellence of the 
students (identified by a measurement system) 
with, faculty development, user system 
participation with infrastructure development, 
balancing of expectations of the society and 
resources available with -political-social-
technological-economic harmony required will 
all become very clear. An analytical procedure 
could be identified to build in the nature of 
compromising amongst various alternatives of 
the projects. Fig.4 illustrates the morphology of 
the Unified Program Plan for the analysis of 
Engineering Technology Education System 
 
 
IV: THE ACTION 
The ninth and tenth phases in the frame work 
identified in our work are explained in this 
section. 
 
 
9. Action Planning: 
The first factor to be considered in action 
planning is the risk analysis. The evaluation of 
these risks is predominantly dependent upon 
expert opinion and subjective judgments. The 
functional performance parameters identified 
for each project could be broken down to lower 
levels and risks associated with each of these 
could be identified. 
 
 The second factor to be considered in action 
planning is the worth assessment of discrete 
alternatives of each project. This, could be done 
by defining the worth criteria and developing 
hierarchical structure of worth assessment 
criteria. Performance measures of various 
activities suggested for each project must also 
be identified. Further a single overall index of 
worth could be identified for each project and 
these could be used to identify the worth of the 
whole ETE9. At this stage we would be 
prepared to analyze our system's dynamics 
using KSIM model [19]; 
 
10. Testing and Implementation: 
 
There are various important driving forces for 
defining the process of testing and 
implementation of the activities/strategies, 
proposed for the ETES. Basic development 
goals of the regions pertaining to population  

 

 

 

growth control, employment potential, degree 
of industrialization, social political- economic 
environment etc., would be few amongst the 
driving forces. These goals are not in 
themselves to produce a set of projected 
activities for ETES but calls for thorough 
analysis of the system itself. One must also 
keep in 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

FIG-4-MORPHOLOGY OF UNIFIED 
PROGRAM FOR THE ANALYSIS OF ETES 
 

 

 

 

 

 

 

1. NEED Analysis Information 
generated Need Statement 
made and need redefined 

2. PROBLEM STRUCTURING 
Title for the problem conceived total 
scenario explained, relevant elements and 
subjective elements identified 

Critical analysis and thorough 
understanding of the problem 

Pertinent Information 

Analysis of proposed ETES 

Decision making and alternative ranking 

6. PROGRESSIVE MODELLING  
Sub problems, opportunities and 
directives identification  

5. SYSTEM.TRIGGERS SYNTHESIS 
Alternative approaches for attaining each 
objective and cross interaction matrices 
 

4. H.M. VALUE SYSTEM DESIGN 
Objectives trct, interaction matricies  
constructed 

3. MORPHOLOGY OFTHESYSTEM 
Intentional system, outputs subsystems  
identified. Inputs;, environment 
established 

7. TOTAL SITUATION CONTROL 
Economics, risks and degree of 
excellence of each project  

Systematic representation of data and 
information analysis 

A set of alternative approaches 

Preliminary design of the system 

Guidelines/strategies for ETES consistent 
with regional./national/global/ 
development goals 

Index of worth determination and detailed 
flow diagrams  

10. TESTING AND 
IMPOLENENTATION 
Allocation of various activities of ETES 
both spatially and amongst stake holders 

9. ACTION PLANNING 
Index of worth for the whole project and 
KSIM Modelling 

Optimization 8. ANALYSIS OF SYSTEMS FIT 
Consensus on projects chosen and trade 
off studies 
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Mind that while testing and implementing the 
strategies/activities identified for our system, 
the function of our systems model is to allocate 
various ETE activities both spatially and among 
various actors/stake holders of the system in a 
manner that is consistent with regional 
development goals and the constraints imposed 
by regional environment and preferences. 
 
 
V. CONCLUDING REMARKS 
For policy makers of ETES, frame work and 
models serve as mechanisms for exploring 
activities and strategies related to effective 
imparting of ETE. The resulting benefits 
towards the society through these activities and 
strategies could be estimated either for actual 
regions or idealized society by operating the 
models in a simulation mode. The time lag 
involved and the degree df excellence of ETE 
will depend, obviously, on development 
potential of any region in question. Systems 
frame work allows these influences. For 
example, the ever changing technology could 
be included by a way of constantly uprising the 

syllabus content, faculty appraisal etc. One can 
also think of using the conceptual model by 
working closely with ETE policy makers, 
universities, institutions and user systems. We 
have already begun to delineate the objectives 
with respect to the projects chosen. With these 
objectives we have already begun to design 
activities/strategies to reduce -faculty 
inefficiency, resources non-availability, 
discrepancies in student input, non- participation 
of user systems in ETE etc., and to modify 
infrastructure planning, supporting functions, 
interrelationship amongst subsystems etc. In 
many cases strategies could be compatible with 
the present trends in ETE, but some strategies 
might not be. Obviously, this would result in 
identifying a process for selecting appropriate 
strategies for various activities. Consequently, 
this would call for not only analytical models but 
specific sets of actions needed to impart effective 
ETE which considers social and institutional 
barriers. 
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Relative Effects of Teaching Vocabulary  
by Direct and Incidental Methods 
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Changhua City, Taiwan 

 
Abstract 

This study is aimed at comparing the effectiveness of direct vocabulary instruction and 

incidental vocabulary acquisition on the increase of college students’ English vocabulary 

size. Two third-year classes of a five-year college were selected as the subjects of the study 

and were given a pretest. The results showed no significant difference between the two 

classes’ vocabulary knowledge; therefore, the quasi-experimental design was used to assess 

the effects of both direct vocabulary instruction and incidental vocabulary acquisition. 

Following 12 weeks of direct vocabulary instruction versus incidental vocabulary acquisition 

methods, a posttest was administered. The results showed experimental group 1 had higher 

improvement in vocabulary building in contrast to experimental group 2. The direct 

vocabulary instruction method was obviously more efficient than the incidental vocabulary 

acquisition method.   

Keywords: vocabulary, direct vocabulary instruction, incidental vocabulary acquisition 
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INTRODUCTION 

Vocabulary instruction has long been neglected throughout the history. However, a 

functional vocabulary is basic to efficient reading, writing, and speaking. Decarrico (2001) 

in his article emphasized that whether for the first, second, or foreign language, vocabulary 

learning was essential to language acquisition. For a student, success in course achievement 

requires the ability to read with understanding, and to read with understanding presupposes 

that the student will possess sufficient sight vocabulary in order to process a large amount of 

information. Nevertheless, as Zimmerman (1997) stressed, vocabulary was to many 

nonnative English-speaking students a serious linguistic obstacle. From these viewpoints, 

vocabulary learning could be seen as a priority in language learning. 

According to Kemble (2003), there are basically two methods of vocabulary acquisition: 

words taught by teachers and consciously learned by students, and incidental sub-conscious 

word-absorption. Various methods, both formal and informal, for building vocabulary have 

been used by teachers, but which methods of vocabulary instruction work best for students at 

different age levels and of different degrees of ability is still a controversial issue. Research 

related to vocabulary teaching is, however, relatively limited in Taiwan. 

The purpose of this research is to compare the effectiveness of students’ vocabulary 

growth in college-level English classes in order to better facilitate students’ vocabulary 

learning and acquisition. Further, it is hoped to make some contributions to college English 
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Education in Taiwan. The research question addressed in this study is as follows: Do students 

in college-level English classes benefit most from direct vocabulary instruction or from 

incidental vocabulary acquisition?  

LITERATURE REVIEW 

Lexical knowledge has long been perceived as one of the critical indicators of one’s 

reading comprehension (Hsieh, 1997; Stanovich, 1986). Nassaji (2003), an advocate of 

interactive models of reading, stressed that efficient lower-level word recognition processes 

are fundamental for second language reading comprehension. He as well noted that word 

recognition processes should be emphasized even in highly advanced ESL readers. In fact, in 

order to have enough attention remaining for understanding, second language (L2) learners 

must be highly competent in lower-level text processing skills. 

Although sometimes L2 learners do not need complete knowledge of a word for 

understanding, more lexical knowledge is apparently desirable in many circumstances. One 

proposal has been made as to the relationship between vocabulary knowledge and academic 

reading performance and found high correlations between vocabulary size, depth of 

vocabulary knowledge, and reading comprehension (Qian, 1999). Chao and Chen (2005) also 

concluded that lexical knowledge and syntactic knowledge for reading comprehension was 

significant and the correlation was moderate. 
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Studies have shed light on L2 vocabulary teaching and learning as well. Huckin and 

Coady (1999) noted that L2 learners mainly acquire vocabulary knowledge incidentally by 

exposure to rich extensive reading materials. They become familiar with the meanings of 

words when those meanings are highly contextualized. Incidental learning of vocabulary was 

believed to have three advantages over direct instruction: (1) It is contextualized, (2) it is 

pedagogically efficient, and (3) it is more individualized and learner-based (Huckin & Coady). 

Decarrico (2001), however, argued that “providing incidental encounters with words is only 

one method of facilitating vocabulary acquisition, and that a well-structured vocabulary 

program needs a balanced approach that includes explicit teaching together with activities 

providing appropriate contexts for incidental learning” (p.286). 

Some experimental studies explored the effectiveness of explicit vocabulary teaching. 

Zimmerman (1997) tried to figure out whether vocabulary instruction made any difference in 

students’ lexical knowledge acquisition. She found out that the teaching of vocabulary could 

help students gain access to their reading texts and have better understanding of teachers’ 

instruction. Kemble (2003) discovered that students participating in his study preferred more 

vocabulary-specific activities within class time. Huang (2004) also pointed out the importance 

of direct vocabulary instruction for Taiwanese students as they retain words better through 

direct teaching than incidental learning.  
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EXPERIMENTAL DESIGN 

Participants 

Two third-year English classes at a five-year College, with a total of seventy students, 

were selected to participate in the present study. A pretest was given to find out if there were 

significant differences in the lexical knowledge of the two classes.  

 An independent-samples t-test was used to examine the difference of pretest means of 

the two classes. No statistically significant difference between the two classes’ vocabulary 

knowledge (t=1.74; p=1.74) was found. The quasi-experimental design was, thus, to be 

applied in the present study based on the results of comparing pretest means. Accordingly, 

one of the classes was assigned as the experimental group 1 (N = 35) receiving direct 

vocabulary teaching approaches, and the other was the experimental group 2 (N = 35) 

receiving extending reading approaches. 

 

TABLE I 

Pretest Scores for Experimental Groups 1 and 2 

Group N Mean SD df t 

Experimental Group 1 

Experimental Group_2 

35 

35 

58.54 

57.46 

11.80 

9.54 

34 

 

1.39 
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Procedure 

After receiving different vocabulary instructions from the same instructor for 12 weeks, 

both experimental groups 1 and 2 were given a posttest to measure their learning outcomes. 

Treatment 

Class Instruction Common to Both Groups. 

(1) Each group was given a series of lectures in which the instructor dealt with the 

factors involved in reading, listening, writing, and speaking process with a focus on 

reading comprehension. 

(2) The same textbook was used for both groups during the 12 weeks classes. 

(3) Two major tests (pretest and posttest) consisting of Matching and Cloze Test were 

given on the materials in the textbook. 

 Instruction Unique to Experimental Group 1 (direct instruction). 

(1) Students were required to keep a notebook as a personal dictionary in which to 

record the new words along with brief definitions, usages, sample sentences, 

synonyms, antonyms, homonyms, root words, suffixes, and prefixes. 

(2) For approximately five minutes each week, the teacher repeated some of the new 

words and their associations. 

(3) Three brief vocabulary tests were given during the 12 weeks. All the tests were 

Matching and Cloze tests. 
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Instruction for Experimental Group 2 (incidental learning). 

(1) Six articles that were theme-related to the articles in the textbook were given as 

reading assignments. Target words identified in the textbook repeatedly appeared in 

the six articles selected for students to learn without intention.  

(2) Students were questioned in the class to monitor comprehension after reading each 

article.  

(3) No specific instruction in the building of vocabulary was given. 

RESULTS 

Test Scores 

 Paired-samples T tests were conducted to find out if there were significant differences 

between pretest and posttest mean scores within experimental groups 1 and 2. The results, 

shown in Tables II and III, illustrate that only experimental group 1 made significant 

progress in vocabulary growth.  

 

TABLE II 

Differences between Pretest and Posttest Scores for Experimental Group 1 

Experimental Group 1 N Mean SD df t 

Pretest 

Posttest 

35 

35 

58.54 

66.46 

11.80 

9.73 

34 

 

-6.84*** 

    ***p<0.001 
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TABLE III 

Differences between Pretest and Posttest Scores for Experimental Group 2 

Experimental Group 2 N Mean SD df t 

Pretest 

Posttest 

35 

35 

57.46 

58.63 

9.54 

9.29 

34 

 

-1.86 

 

 An independent-samples t test was further conducted to determine if significant 

differences existed between the posttests of experimental group 1 and group 2. Results 

(t=6.93; p<0.001 shown in Table IV) indicate that the mean score of group 1 was 

significantly higher than the mean score of group 2. 

 

TABLE IV  

Posttest Scores for Group 1 and Group_2 

Group N Mean SD df t 

Experimental Group 1 

Experimental Group 2 

35 

35 

66.46 

58.63 

9.73 

9.29 

34 

 

6.93*** 

      ***p<0.001 

 

 

 

2007 HICE Proceedings 
Page 684



 

 9

DISCUSSION 

 Whereas experimental group 1 made significant gains in vocabulary knowledge, 

experimental group 2 demonstrated no significant improvement in target vocabulary growth. 

Moreover, after 12 weeks of different instruction methods, group 1 proved to have 

significantly higher achievement scores than group 2. The results of this study correspond to 

Zimmerman (1997), Paribakht and Wesche (1999), and Kemble’s (2003) claim that 

vocabulary learning rarely happens incidentally, and direct approaches to vocabulary 

instruction is recommended to help learners successfully absorb and retain unknown words.  

 Some research related to vocabulary learning pointed out that vocabulary growth arose 

from learning without intention (Jenkins, Stein & Wysocki, 1984; Huckin & Coady). 

However, L2 learners often failed to acquire the meaning of vocabulary through incidental 

learning. Reasons were identified as (1) learners’ failure to notice unfamiliar words, (2) their 

deliberate ignorance of unfamiliar words, (3) the lack of contextual clues, (4) their reluctance 

to use a dictionary when texts are over a hundred words, (5) the infrequent appearance of 

new words in texts, and (6) their incorrect inference of word meanings from texts (Hulstijin, 

Hollander & Greidanus, 1996).  

The fact that experimental group 2 did not show significant gain may have been 

influenced by certain characteristics of the group. Some possible reasons for the failure of 

the entire group need to be further studied. 
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A Study of the Relationship Between Organizational Innovation Climate and Perform -

ance of Innovative Management in the Excellent Vocational High Schools in Taiwan 

 

Abstract 
The purpose of this study was to explore the relationship between organizational 

innovation climate and performance of innovative management in the excellent vocational 
high schools in Taiwan. The samples of the study were drawn from the administrators in the 
50 vocational high schools of excellent performance, with a sample size of 862 respondents. 
Based on the result of this study, the conclusions were as follows: (1) The organizational 
innovation climate in the excellent vocational high schools was good; (2) The performance of 
innovative management in the excellent vocational high schools was good, and the 
performances of most dimensions are high-medium level except for “public relations 
innovation”; (3) There was significantly a relation between the organizational innovation 
climate and the performance of innovative management in the excellent vocational high 
schools; (4) “Campus innovation”, “curriculum and teaching innovation”, and “students’ 
activity innovation” were three of the simple ways for school to build up their features and 
make their schools noticed; (5) Funds deficiency, inflexible ways of using funds and failure 
of staff matching were the common obstacles when schools were innovating. According to 
the conclusions, six recommendations were as follows: (1) The excellent vocational high 
schools should focus on their public relations so as to achieve the goal of sharing resources 
with their communities; (2) The better organizational climate of schools, the higher 
performance of innovative management; (3) The first three simple ways of building up school 
characteristics are campus beauty, better curriculum design and instruction, and students’ 
activity variety; (4) The authorities concerned should raise more funds to assist schools 
innovating and popularizing the idea of innovative management; (5) Set up the channel for 
the schools to share their success for experiences of innovation; (6) Correct the evaluation 
indicators for the vocational high schools to conform to the school innovation. 
 
Key words: innovation, organizational innovation climate, performance of innovative 

management 
 
Introduction 

Recently, the education environment has undergone such an unexpectable change that 
the management of vocational high schools became harder and harder. The management of 
vocational high schools was deeply influenced by the failure of the functioning of vocational 
education, the decreasing student number, the unpopularity of curriculum and license system, 
and the change of educational policy. Therefore, the educational workers can feel the 
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challenge of management in the vocational high schools and most of them should make 
innovation, “No innovation, no schools [4].” 

Romer, a Stanford University Professor, pointed out that only knowledge and new ideas 
coming from knowledge innovation had potential energy to shift the organization 
management [32]. For this reason, “innovation” will be the core concept of the modern 
organizational management. Lin, H. M. (2005) also indicated that schools had to innovate to 
conform to school development [19]. 

Wu, C. S. & Lin, T. Y. (2003) indicated that whether in business or schools organizations, 
the staff all had to think about innovation, do with innovation, and manage by means of 
innovation[31]. Therefore, the management of vocational high schools should follow this 
concept, adopt new points of view and management skills, break the tradition, promote the 
school efficiency and promote the schools to the top again. To achieve the school innovation, 
the excellent vocational high schools should be enhanced by the growth of teacher’s 
professional development, effective combination with new technology, formation of new 
images for the vocational high schools, the promotion of the quality of administration and 
instruction. This study focused on the point of organizational innovation management, 
exploring the relationship between organizational innovation climate and performance of 
innovative management in the excellent vocational high schools in Taiwan. 
 
Purposes 

According to the background and research motivation mentioned above, this study was to 
achieve the following purposes: 

1.To understand the current situation of organizational innovation climate in the 
excellent vocational high schools in Taiwan. 

2.To realize the current situation of performance of innovative management in the 
excellent vocational high schools in Taiwan. 

3.To explore the relationship between organizational innovation climate and 
performance of innovative management in the excellent vocational high schools in 
Taiwan. 

 
Organizational Innovation Climate and Performance of Innovative Management in the 
Schools 

Innovation means that new knowledge and new ideas are systematically and gradually 
applied to the process of product design and production. In this study, innovation means that 
the 50 vocational high schools of excellent performance had such fame because they could 
apply some new ideas to administration, curriculum and instruction, activity, campus design 
and public relations. 
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Organizational climate means the attitude, faith, motivation and values those internal 
member posses after perceiving their organizational official system, leader’s leadership, and 
other environmental factors. Organizational climate will influence the organizational 
innovative ability. It was shown in the five dimensions: supports from organization, director’s 
encouragement, support from working partners, working challenge, and working 
independence. 

School management is a kind of concept transformation, and culture remolding [30]. It 
shows the performance by ways of elaboration education, total quality management (TQM), 
learning organization, six sigma standard deviation (6 σ SD) and ISO management. In this 
study, performance of innovative management was measured in five dimensions: 
administration innovation, curriculum and instruction innovation, activity innovation, public 
innovation, and campus innovation.  

Organizational effectiveness means the level of goals that an organization can achieve [6]. 
In this study, organizational effectiveness is defined as the level that an organization uses its 
own source to reach its goals. Litwin and Stringer(1968) thought that organizational climate 
will influence the member’s behavior, organization performance, and the achievement of 
goals [21]. Lin, Z. L. (1993), Wang, K. H. (1999), Do, M. (1999), Lee, T. Y. (2002), Chen, S. 
M. (2003) and Lin, T. J. (2004) all pointed out that there was significant relations between 
organizational climate and organizational effectiveness [20, 29, 8, 16, 5,�18]. On one hand, 
school is a kind of organization, Miller(1983), Purkey & Smith(1983), Hopkins & 
Crain(1985), Hoy & Miskel(1987) and Gaziel(1998) found that school organizational climate 
was one indicator to measure school effectiveness, You, J. N. (1990) and Chang, C. L. (1997) 
also found that school organizational climate was not only related to school effectiveness, but 
also can significantly predict school effectiveness. Hence, the researchers supposed that there 
was a very close relationship between school organizational climate and organization 
effectiveness [25, 26, 13, 15, 10, 34, & 2]. On the other hand, the school organizational 
climate was influenced by organizational support, director’s encouragement, supports from 
working partners, working challenge, and working independence [11, 28, 23, 7, 27, 9, 24, & 
14]. 
 
Research Framework 

The research framework was shown in Figure 1. 

 

 
 
 
 
 

Figure 1 Research framework 

Organizational Innovation Climate 
 
* Organizational support 
* Director’s encouragement 
* Supports from working partners 
* Working challenge 
* Working independence 

Performance of Innovative Management 
 
* Administration innovation 
* Curriculum and instruction innovation 
* Students’ activity innovation  
* Campus innovation 
* Public relations innovation 
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According to research purpose and literature review, this research was inferred that 

organizational innovation climate (organizational supporting, director’s encouragement, 
supports from working partners, working challenge and working independence) might 
probably influence the performance of innovative management (administration innovation, 
curriculum and instruction innovation, students’ activity innovation, campus innovation and 
public relations innovation). The relationship was shown in Figure 1. 
 
Research Method 

After collecting and reviewing the literature, the framework was built up. The study 
samples were drawn from the administrators in the 50 vocational high schools of excellent 
performance. First, this study found out that the questionnaires of organizational innovation 
climate were mostly adapted to business organizations, not to school ones. Chang, J. C. 
(2005), Liu, C. J. (2005), Huang, L. M. (2004), Yao, H. Y. (2004) and Liao, S. N. (2001) 
developed the questionnaires for school organizational innovation climate, and only Chang’s 
focused on the vocational high schools; others on junior high schools or elementary schools 
[3, 22, 12, 33, & 17]. Second, in the questionnaire developed, the researches mentioned 
above were almost directly or indirectly quoted the “KEYS: assessing the climate for 
creativity,” developed by Amabile (1996) [1]. Thus, this research continued to use the scale 
of Chang, J. C. (2005), adapted the Amabile’s questionnaire and took the real situation of the 
schools in Taiwan into consideration, then created the “questionnaire for organizational 
innovation climate in the vocational high schools.” The reliability of Cronbach α in the  
instrument was .9651 and Variance Explained was 68.198%, which showed there were high 
reliability and validity [3]. 

This research surveyed the perception of the administrators to the organizational 
innovation climate and performance of innovative management in the 50 vocational high 
schools of excellent performance in Taiwan, with a sample size of 1,250 respondents (25 
questionnaires per school) and a response rate of 68.96%. 862 eligible completions have been 
collected for data analysis via reliability analysis, factor analysis, description statistics, single 
factor t-test and canonical correlation coefficient analysis. 
 
Results and Discussions 
 
The current situation of organizational innovation climate in the excellent vocational 
high schools in Taiwan 
 

As shown in Table 1. The organizational innovation climates, in the excellent vocational 
high schools, listed from high to low, were working independence, support form working 
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partners, director’s encouragement, working challenge and organizational supporting. Each of 
them was all significant high-medium level, especially in the dimension” working 
independence (t=27.876, p<.05).” This meant the concept of delegation and empowerment 
were implemented in the vocational high schools, and most of administrators respected their 
subordinates. 

The organizational climate was significantly higher than the medium level, and almost 
achieving high-medium level. The researchers assumed that lots of vocational high schools 
experienced the external threat such as decreasing student numbers, the over-construction of 
public high schools, and lack of educational resources, so most of them were starting to shape 
their own features and increase their competitiveness. 
 
Table 1  The current situation of organizational innovation climate in the excellent vocational 

high schools 
Dimension Dim. Mean Item N. Item Mean Std. Deviation t-value(3.5) 

Working independence 20.1793 5 4.0359 .5634 27.876* 
Support from working 
partners 27.8102 7 3.9727 .5753 24.092* 

Directors encouragement 31.2643 8 3.9080 .6257 19.111* 
Working challenge 15.5669 4 3.8917 .6344 18.098* 
Organizational supporting 33.1711 9 3.6893 .6131 9.049* 
Total climate 127.8800 33 3.8696 .5325 20.337* 

* p<.05 
 

The current situation of performance of innovative management in the excellent 
vocational high schools in Taiwan 

 
As shown in Table 2. The performances of innovational management in the excellent 

vocational high schools, listed from high to low, were activity innovation, administration 
innovation, campus innovation, curriculum and teaching innovation, and public relations 
innovation. Except for the dimension”public relations innovation”, each of them was 
significantly higher than medium level.  The performance of innovative management was 
going to be at high level, which meant the concept of innovation had implemented into the 
school administration. The researchers assumed that the factors are mostly similar with the 
results of organizational climate: lots of schools are starting to shape their own features and 
increasing their competitiveness. In addition, the researchers also found that funds deficiency, 
fixed way of using them and failure of staff matching is the common obstacles when schools 
were innovating. Over half of the schools had confronted with fund deficiency and fixed 
ways of using them; and also over half of them had confronted with failure matching among 
teachers, administrators and parents. But, fortunately, when these problems happened, most 
of schools took a positive attitude to solve the problem. 
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Table 2  The current situation of performance of innovative management in the excellent  

vocational high schools 
Dimension Dim. Mean Item  N Item  Mean Std. Deviation t-value(3.5) 

Students’ activity innovation 44.7203 12 3.7267 .5443 12.199* 
Administration innovation 65.4988 18 3.6388 .5774 7.043* 
Campus innovation 28.8112 8 3.6014 .6501 4.564* 
Curriculum & Instruction 
innovation 39.4592 11 3.5872 .5879 4.345* 

Public relations innovation 34.9860 10 3.4986 .6214 - .066 
Total performance of 
innovation management 213.2651 59 3.6147 .5226 6.434* 

* p<.05  
 

The relationship between organizational innovation climate and performance of 
innovative management in the excellent vocational high schools in Taiwan 

 
As shown in Table 3. The five dimensions of organizational climate (organizational 

supporting, director’s encouragement, working independence, working challenge, and 
support from working partners) were taken as χ variables, the five dimensions of performance 
of innovative management (administration innovation, curriculum and instruction innovation, 
students’ activity innovation, public relations innovation, and campus innovation) were taken 
as η variables. Then the canonical correlation coefficient analysis was adopted to analyze and 
the path diagram was shown in Figure 2. There were two pairs of canonical correlation 
coefficient significantly related, especially the first canonical correlation coefficient ρ 
was .807 (p<.05), ρ2=.651, the second canonical correlation coefficient ρ was .212 (p<.05), 
ρ2=.045(it may be neglected). 
 
Table 3  Summary of canonical correlation coefficient analysis  

 Variables of organizational 
innovation climate  Variables of Performance 

of innovative management 
 χ1 χ2  η1 η2 
Organizational 
supporting -.581 .975 Administration 

innovation -.807 .284 

Director’s 
encouragement -.182 .206 Curriculum & 

Instruction innovation -.065 .704 

Working independence -.149 -.397 Students’ activity 
innovation -.129 -1.551 

Working challenge -.112 -.889 Public relations 
innovation -.042 .738 

Support from working 
partners -.145 -.186 Campus innovation -.016 - .355 

Pct. Var. CO. (%) 42.469 .582 Pct. Var. DEP. (%) 67.658 6.565 
Redundant (%) 65.190 12.964 Redundant (%) 44.076 .295 

ρ2 .651 .045    
Canonical correlation 

coefficient .807* .212*    

*p�.05 
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Figure 2  Path diagram of canonical correlation coefficient analysis 
 

Based on the result shown in Figure 2, there were significantly positive relations between 
the organizational climate and performance of innovative management. This meant the higher 
level of organizational supporting, director’s encouragement, working independence, 
working challenge, and support from working partners, the higher level of administration 
innovation, curriculum and teaching innovation, students’ activity innovation, public relations 
innovation, and campus innovation. The result was not similar to Chang, J. C. (2005), but the 
relations between independent variables and dependent variables were the same. 
 

Conclusions and Recommendations 
1.The school organizational innovation climate in the excellent vocational high schools 

was good, especially in “working independence”, but “organizational supporting” 
needs to be strengthened. All dimensions of school organizational climate achieved 
“high-medium” level. The researchers assumed that most of them were starting to 
shape their own features and increasing their competitiveness because of the external 
threat that excellent vocational high schools had experienced. 

2.The performance of innovative management in the excellent vocational high schools 
was good, and the performances of most dimensions rose to higher-medium level 
except for “public relations innovation”. 50 vocational high schools of excellent 
performance are all have performance of innovative management. First of all, most of 
them helped students to promote their performance (schooling and competition) 
according to their specialized. Second, some schools tried different ways and new 
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Working 
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policies of administration to accelerate the speed of working. Third, some schools 
changed their campus design to promote the situational instruction. Finally, most of 
them designed school-based curriculum for themselves, and combined technology 
within the curriculum. It’s a pity that there was still no performance in cooperating 
with their communities. 

3.There was a significant relation between the school organizational innovation climate 
and the performance of innovative management in the excellent vocational high 
schools, which meant the higher level of organizational supporting, director’s 
encouragement, working independence, working challenge, and support from working 
partners, the higher level of administration innovation, curriculum and instruction 
innovation, students’ activity innovation, public relations innovation, and campus 
innovation. 

4.“Campus innovation”, “curriculum and instruction innovation”, and “students’ 
activity innovation” were the three simple ways for school to build up their features 
and make their schools noticed. From Table 2, it’s an easy way to shape the school 
features via campus innovation, curriculum and instruction innovation, and students’ 
activity innovation. 

5.Funds deficiency, inflexible ways of using funds and failure of staff matching were 
the common obstacles when schools were innovating. 

 
According to the conclusions, six recommendations were as follows: 

 
The excellent vocational high schools should focus on their public relations, so as to 
achieve the goal of sharing resources with their communities 

Schools should focus on the communities primarily and look for opportunities to 
cooperate with business and other schools. In this study, the researchers found that there was 
only “public relations innovation” achieved medium level, which meant the relationship 
between school and communities needs to be strengthened. 

 
The better organizational climate of schools, the higher performance of innovative 
management 

The schools should activate the climate in the school, encourage staff to share their ideas, 
set up a good communication channel, bring in the concept of “task division”�schools can 
adjust their human resource more flexible� and then promote their performance. In this study, 
the researchers found that there was a significant positive relation between school 
organizational climate and performance of innovative management, which illustrated the 
importance of schools organizational climate. Thus, schools should build good organizational 
climate up, and then pursue the higher performance of innovative management.  
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The first three simple ways of building up schools characteristics are campus beauty, 
better curriculum design and instruction, and students’ activities variety 

Schools should start from these three ways to avoid losing the confidence in the 
beginning of innovation. As the researchers mentioned above, campus beautify, curriculum 
and instruction innovate, and student’s activity variety are three easier ways for schools to 
build up their own features. 

 
The authorities concerned should raise more funds to assist schools innovating and 
popularizing the ideas of innovative management 

According to the result, funds deficiency was the common obstacles when schools 
innovating. Authorities concerned, like Ministry of Education or Education Bureau of each 
counties/cities, should help the school which is starting to innovate and facilitate them to 
develop their characteristics smoothly. 

 
Set up the channel for the schools to share their success for experiences of innovation 

Schools could set up the channel for sharing the success experiences of innovation 
through seminar, conference and workshop, or website, to enlarge the eyesight and insight for 
each other. 

 
Correct the evaluation indicators for the vocational high schools to conform to the 
school innovation 

The researchers recommended that the authorities concerned could take the five 
dimensions of this study into consideration and help vocational high schools to pursue 
excellence.  According to this study, the performance of innovative management will be 
shown in five dimensions: administration innovation, curriculum and instruction innovation, 
students’ activity innovation, public relations innovation, and campus innovation, but the 
dimensions of vocational high school evaluation focused on “academic affairs and 
internship”, “student affairs and counseling”,” administrative support” and” professional 
department”, that might be out of fashion. 
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Abstract 
Due to the trend of globalization, learning English has been seen as an important task in Taiwan.  

Compared with the traditional English teaching method, Cooperative Learning is more likely to raise students’ 

motivation in learning English.  Therefore, Cooperative Learning was adopted by the researchers to improve 

the current learning situation.  The study was held in a two-day English summer camp in central Taiwan.  

The subjects were seventh to ninth graders from 30 junior high schools of a county in the central Taiwan which 

included 166 subjects participated in this English summer camp.  The techniques of Cooperative Learning 

were integrated into the lessons and the activities.  A fixed questionnaire and a random open ended 

questionnaire were conducted to evaluate the effect.  Data were gathered and analyzed by using the Excel.  

The results revealed the advantages of Cooperative Learning activities in EFL classrooms in Taiwan.  

Through the practice of CL in this English summer camp, students’ motivation was actually prompted.  

Students were willing to involve in English learning.  They also gave positive feedback of CL in the English 

summer camp.  Finally, this research recommended teachers to integrate Cooperative Learning into the EFL 

classroom under the Nine-Year Joint Curriculum.  

 

 

Introduction 
Learning English is a trend in the world.  Since English has become a main communication tool among nations, people 

who are equipped with English proficiency find that it is a great advantage in hunting jobs, studying, promoting, and seeking an 

international trade job position abroad (Chiu, 2002; Tsai, 1998).  In the development of English teaching, many approaches 

were launched in different areas to teach English as a foreign language or as a second language, such as Grammar Translation 

Method and Cooperative Learning Method.  Cooperative Learning Method has been well-claimed in teaching English as a 

foreign language and as a second language (Johnson& Johnson, 1989a; Kagan, 1992; Slavin, 1985).  The mutual 

interdependence exhibited an affective situation where higher cohesion was created.  Learners were intrinsically rewarded in 

the task-based activities, and the communicative skills were improved through Cooperative Learning setting.  Learners were 

required to communicate one’s understanding and help their teammates to do the task-based activities (Slavin, 

1985).  Therefore, learners were able to benefit from the CL setting.  Some researchers (Cheng, 2000; Lai, 2002; Tsai, 1998) in 

Taiwan also claimed it to be effective in teaching English.  Under Cooperative Learning, students could improve their four 

language skills, especially their oral communication.  Also, students could enhance their achievement and boost their esteem 

(Tsai, 1998). 
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Generally speaking, students’ English proficiency varied greatly in the EFL classroom in the junior high schools since the 

time of learning English was different.  Some students started to learn English since they attended the junior high school, 

whereas others learned it from the kindergartens.  Students who started later were likely to fall behind others in acquiring it, 

thus they became less motivated in learning English.  Once the extremely varied levels of language competence were mixed 

together and placed in one class to learn English, their language competence was not improved through the whole class language 

instruction.  On the other hand, the gap between the higher-achiever and lower-achiever in language proficiency would be more 

evident (Chen, 2004).    

 

Statement of the Problem 

Three major problems would be discussed in the EFL classroom in the junior high school in Taiwan.  They were (1) 

test-oriented teaching curriculum, (2) utilization of traditional teaching method, and (3) students with the different language 

ability being placed in the same language setting. 

Due to the educational system in Taiwan, students have to take the high school and the college entrance examination for 

precipitating their higher education.  They learn and study just for the countless tests.  Their primary motivation of learning 

English is extrinsic motivation because of the pressure of taking tests.  The real-life language skills are rarely learned, since the 

content of English textbooks in a junior high school focuses on the training of reading and writing skills (Chen, 2004).  

Students are required to memorize and write the English materials in exams.  Students scarcely have opportunities to 

communicate with classmates in the class. 

Despite the advantages of communicative competence based on teaching are well claimed by scholars (Cheng, 2000; Lai, 

2002; Tsai, 1998), traditional English teaching method is still adopted by most of the teachers.  The traditional English teaching 

method, Grammar Translation Method, has been mainly dominated in the language classroom.  In Taiwan, the EFL teaching 

program focuses on the reinforcement of reading skills, especially for the explanation of words, translation of context, and 

analysis on grammatical structures.  Students are insufficient in the skills of listening, speaking, and writing (Chen & Wei, 

1993), since students are trained to memorize vocabulary, to translate sentences, and to remember a lot of rules.  In order to 

explain the grammatical rules, the class is taught in students’ mother tongue.  The target language is seldom used.  Students 

just receive the information passively.  The traditional classroom education did not provide much interactive activities among 

the students and the teacher.  It made the students feel pressured instead of relaxed in the learning process.  Students rarely 

have the chances to create or to use the target language for initiating communication. 

After the Nine-Year Joint Curriculum was implemented, teachers encountered problems on students’ different English 

proficiency levels.  Fromkin, Rodman, and Hyams (2003) claimed, “The younger a person is when exposed to a second 

language, the more likely he/she is to achieve nativelike competence (p. 384).”  It also showed that the earlier L2 learner learns 

a language, the better the learner will excel in that language.  Hence, the Ministry of Education announced to extend the official 

English education to elementary school for sixth and fifth graders in 2001 (MOE, 2001).  In addition, each county and city 

government may decide to teach their elementary school at certain grades.  Furthermore, the versions of English textbooks used 

in different elementary schools are quite different.  When students attend junior high school, their English proficiency can have 

huge variation.  They came from different schools in which the teachers used different pedagogies and textbooks to teach.  

According to the NYJC policy, the English pedagogies can be adopted differently.  Some students are highly proficient that 

they can easily understand the contents, whereas some students have difficulty recognizing the English alphabets.  This has 

caused more teaching difficulties for language teachers.  On the other hand, teaching students with varied English proficiency 

will cause problems for students.  Chiu (2002) indicated that if the teachers’ lecture is too easy, high achievers will feel bored.  

On the other hand, if the teachers’ lecture is too difficult, low-achievers will become frustrated.  Receiving lecture in the same 
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classroom, the students could be interfered negatively (Chen, 2004).  They could lose their motivation in learning English.  

Besides, students lack of social skills in ways of communicating and working with others.  As a result, a group-based 

discussion is more outperformed than an individual-based work. 

 

Purpose of the Study 

Chiu’s study (2002) was done about the effects of implementing Cooperative Learning on junior high school students in 

Taiwan.  According to her study, it was positive for students’ learning.  CL could enhance students’ motivation in learning 

English and train them to be more responsible for their learning.  Therefore, the purposes of this study are to research whether 

Cooperative Learning would raise English learning motivation of the junior high school students, whether they are more willing 

to practice communication in English.  In order to deal with the English teaching problems in junior high schools in Taiwan, 

this study also attempted to provide an example for teachers to teach under the Nine Year Joint Curriculum policy by 

implementing Cooperative Learning method.  This research was based on the researcher’s hypothesis that after implementing 

Cooperative Learning method, the junior high school students’ English learning motivation would be improved.  The 

researchers designed a series of courses based on the theory of Cooperative Learning.  The curriculum was being practiced in 

an English summer camp which lasted for two days each.  The participants were junior high school students whose proficiency 

of English is lower than their average classmates. 

 

Limitations of the Study 

Due to a two-day English camp, this study could not evaluate the growth of students’ speaking and listening proficiency.  

This study could only provide results of the survey and the open ended questionnaires to evaluate the growth of learning 

motivation.  In addition, the survey was conducted under anonymity.  The researchers could not make sure that all of the 

students did the survey carefully and considerably.  Furthermore, the samples of participants were limited in a county in the 

central Taiwan.  The students came from 30 junior high schools in central Taiwan.  Finally, the English proficiency of the 

students was unknown by the researchers in advance.  The Cooperative Learning group would be arranged randomly.  The 

learning group could not be organized by their proficiency.  To prevent the students from (only) talking to the people they knew, 

students from the same school were divided into different groups.  Finally, due to the time limit, students might fill out the 

questionnaire in a hurry without answering questions carefully. 

 

A Review of Communicative Competence and Language-Acquisition 
Language learning strategies were affected by the cognitive development (McGroarty, 1993).  Learners under the CL had 

the more chances to drill the language skills under the task-based activities and then the cognitive development was enhanced.  

Under the task-based activities, learners had to elaborate on explanation and make it clear that their teammates could understand.  

Learners could also correct their teammates’ errors at the same time.   Learners in the same group could receive more 

comprehensible input and accuracy of language through the process of explanation.  Therefore, learners’ cognitive was 

enhanced through the classroom activities.  It showed that the cooperative groups outperformed the traditional Whole-Class 

instruction in providing situations, where students were able to be given a meaningful context to drill the four skills of language 

learning.  The cognitive perspective would be created as well.   

Cooperative Learning provided learners a natural context for communication when learners exchanged information and 

requested in a team work.  The natural redundancy referred to a result of the communicative requirements of interaction between 

peers (Kagan & Mcgroarty, 1993).  An experiment conducted by Pica, Young & Doughty (1987) showed that the greater 

redundancy was created during the natural repetition of words and paraphrase ideas in conversation, the more comprehension 
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emerged. 

The Cooperative Learning offered more opportunities for language- development (Olsen & Kagan, 1992).  Learners had 

more chances to actively participate in real communication.  Also, learners were able to drill their language ability with the 

diversity of activities.  While participating in those activities, peers’ collaborative coaching could also increase comprehension, 

and the social skills were also enhanced.  In the cooperative milieu, learners received more assistance from teachers and peers in 

contrast to the traditional whole class (Olsen & Kagan, 1992).   The language development was enhanced through those 

activities.  The Cooperative Learning exhibited learners a student-centered circumstance.  Beside, learners could benefit from 

the task-based interaction.  

 

Motivational and Cognitive Perspective 

Two major theoretical perspectives to explain the effectiveness of Cooperative Learning (CL): motivational and cognitive 

theories (Slavin, 1983b, 1989, 1996).   The motivational theory focused on cooperative incentive structure and cooperative 

task structure.  The main component was motivation, which counted on the group reward along with individual accountability.  

Group rewarding provided learners incentives to cooperate and encouraged their teammates to succeed.  In addition, the group 

accountability was employed with the group scores to stimulate group members to work toward their joint task.  Learners were 

more willing to devote themselves to assist less competent teammates.  The goal of cooperation was achieved ultimately.  The 

CL technique enabled learners to have more chances to assist other teammates and to reach group goal with the teammates’ 

collaborative help. 

In CL, each individual learner took his/her responsibility for one part, shared it with teammates, and collaborated with 

others for completing the joint work.  CL provided an environment where learners could work together to increase performance 

and achieve shared goals.  Compared to the traditional competitive whole-class, learners had to work by themselves and 

accomplish their own goals (Johnson & Johnson, 1991, 1998).  In addition, Sharan (1980) found that the academic 

achievement and social relationship were enhanced under the CL environment.    

 

Methodology 
Population 

The populations were 166 students, 69 boys and 97 girls, of the seventh grade to the ninth grade from 30 junior high 

schools with different language proficiency in central Taiwan.  Each student was assigned into a group of 4 to 6 people.  

Each team also consisted of a group leader, an assistant, to facilitate students’ learning.  The assistants’ duty was to guide 

student to solve the problems they encountered in Cooperative Learning activities rather than to release answers directly. 

 

The Curriculum 

Eleven Cooperative Learning activities were applied to in this English summer camp.  The techniques were 

Team-Games-Tournaments (TGT), Learning Together (LT), Co-op, and Jigsaw.  Information gap, role-play, and group 

discussion were also integrated into the lessons.  The theme-based activities were related to their school life, daily life and 

American culture.  The activities included Self-Introduction, Campus Conversation, Seeing a Doctor, Table Manners, 

Disneyland, Hollywood Shows, All-Night Party, Traveling around the World & Body ABC, American Festival, Asking 

Direction in Janfusun Fancyworld, Fast Food Store Conversation, and Hollywood Cinema.  The purpose of these activities was 

to practice what they had learned in class, so they could avoid the condition under traditional Whole-Class instruction such as 

rote-learning. 

 

2007 HICE Proceedings 
Page 705



 6

Instrument 

The questionnaire was designed from four perspectives: cognitive factor, affective factor, motivation factor, and strategic 

factor.  The survey was designed to evaluate if students’ motivation was enhanced during the English summer camp and if they 

liked the activities.  Therefore, a 5-point Likert scale about their motivation and their opinions on activities were designed in 

the survey.  The personal information was also provided by students.  Furthermore, in order to make sure that every 

participant understood the questionnaire thoroughly, the survey with how many questions was shown in Chinese.  Chiu’s (2002) 

sample of questionnaire was used as a reference. 

 

Data Collection 

The total numbers of participants were 166.  One hundred and twenty-six of them were valid samples.  The 

questionnaire was designed in fixed questions.  Yet, if a question was checked with more than one answer or missed, the 

questionnaire was viewed as invalid.  Furthermore, in order to know more about participants’ reflection on the CL-based skills, 

open-ended questionnaires were adopted, too.  Forty-six open-ended questionnaires had given to participants randomly. 

 

Findings and Results 
Students who participated in the English Summer Camp came from thirty different junior high schools.  Thirty-nine 

percent of students were male, and 61% were female.  The range of students’ age was from 13 years old to 16 years old.  They 

started to learn English at school (58%) more than in cram school (42%). 

According to Table 1, nearly half (45%) of the students agreed/strongly agreed that their motivation in learning English 

was prompted under the Cooperative Learning instruction.  Eighty-six percent of the students indicated that they would learn 

from the other students whose English were better than theirs.  Eighty-six percent of students felt excited when earning extra 

points for their team.  Earning the extra points for his/her group was one of the motivations for those students to keep going; 

namely they were extrinsically motivated.  However, 3% of the students did not think so.  They might be too shy to do that.  

 

Table 1  Students’ Motivation 

Item                                                        Percentage (N=126) 

 SA A N DA SDA

1. I think the competition activities among teams can enhance my motivation to learn 

English well. 
37 38 19 5 2 

2. I am willing to learn from my teammates whose English are better than mine. 40 46 8 6 0 

3. I feel excited or happy when I get bonus for my group in the activities. 47 39 11 3 0 

 

Responses to Cooperative Learning activities showed in Table 2 revealed that the majority of students strongly agreed 

(45%) the statement of No 6, “In this English Summer camp I am interested in the class of One Wild Night.”  The statement of 

No 9, “In this English Summer camp I am interested in the class of Conversation at Fast food store.” was agreed by 51% of 

participants.  A few students held neutral (36%) in the NO. 2, “In this English summer camp I am interested in the class of 

Seeing a Doctor.”  However, few students disagreed (12%) the NO. 7, “In this English Summer camp I am interested in the 

class of American Festival.” and few ones strongly disagreed (3%) the NO. 8, “In this English Summer camp I am interested in 

the class of Janfusun Fancyworld.” 

 

Table 2  Cooperative Learning Activities 
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Item                                                        Percentage (N=126) 

 SA A N DA SDA

1. In this English summer camp, I am interested in the class of “Campus Conversation”. 17 44 32 6 1 

2. In this English summer camp, I am interested in the class of “Seeing a Doctor”. 10 44 36 8 2 

3. In this English summer camp, I am interested in the class of “Table Manners”. 10 48 32 8 2 

4. In this English summer camp, I am interested in the class of “Disneyland”. 30 46 19 4 1 

5. In this English summer camp, I am interested in the class of “Hollywood Shows”. 27 45 21 6 1 

6. In this English Summer camp I am interested in the class of “One Wild Night”. 45 35 15 3 2 

7. In this English Summer camp I am interested in the class of “American Festival”. 10 47 30 12 1 

8. In this English Summer camp I am interested in the class of “Junfusun Fancyworld”. 9 49 29 10 3 

9. In this English Summer camp I am interested in the class of “Conversation at Fast food 

store”. 
25 51 19 5 0 

10. In this English Summer camp I am interested in the class of “Hollywood Cinema”. 35 42 16 5 2 

 

     According to the result showed in Table 3, 20% of the students strongly agreed that they spoke English more frequently  

 

Table 3  Students’ Willingness of Speaking 

Item                                                        Percentage (N=126) 

 SA A N DA SDA

1. I speak English more frequently without worrying about being laughed during 

Cooperative Learning Activities. 
20 43 24 12 1 

 

without worrying about being laughed during Cooperative Learning Activities, and 43% of students also agreed with this 

statement.  Twenty-four percent of students did not have opinions.  Twelve percent of students disagreed with the point, and 

only 1% student strongly disagreed. 

Compared to the traditional Whole-Class to Cooperative Learning activities (see Table 4), the majority of students  

strongly agreed they made friends easily (31%), asked group members questions more frequently (32%), found out the 

answers to the questions simply (28%), spoke constantly (25%), and thought it was more effective to learn English (35%) under 

Cooperative Learning environment.  That meant Cooperative Leaning provided students help in social skills and language 

learning from group members.  In the Cooperative milieu, learners received more assistance from teachers and peers in contrast 

to the traditional Whole-Class (Olsen & Kagan, 1992). 

 

Conclusion and Suggestions 
 As the results indicated that the Cooperative Learning was helpful for English learning in EFL classroom.  Longer 

time period for practicing the camp was recommended.  It can be expanded from 3 to 5 days, so that the curriculum can be 

extended.    Furthermore, Cooperative Learning can be integrated into different learning groups at different levels.  In addition, 

Cooperative Learning can be implemented into other courses and activities.  Besides, using Cooperative Learning can foster 

students’ motivation in their learning process.  To sum up, Cooperative Learning is strongly recommended by researchers in 

EFL classroom.  
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Table 4. Cooperative Learning vs. Traditional Learning 

Item                                                        Percentage (N=126) 

 SA A N DA SDA

18. It is easier for me to make friends in Cooperative Learning Activities than in 

whole-class English classroom. 
31 46 17 6 0 

19. I asked my group members questions more frequently than in whole-class English 

classroom. 
32 38 21 7 2 

20. I find it easier to find out the solutions (answers) of the questions than in Whole-Class 

English classroom. 
28 44 21 6 1 

21. I speak more often in Cooperative Learning Activities than in whole-class English 

classroom. 
25 33 31 10 1 

22. I think that it is more effective to conduct the English course with Cooperative 

Learning Activities. 
35 43 17 4 1 
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Taiwanese Teachers’ Beliefs about English Teaching and Learning 

 

Yu-Ping Chang, Yu-Tzu Wu, Ching-Jung Wu  

 

ABSTRACT 

 The purpose of this study was to investigate teachers’ beliefs about English teaching and 

learning and factors affecting teachers’ beliefs.  The data was derived from Likert five-scale 

questionnaires by 90 elementary school teachers teaching English in Taichung, Taiwan in 

Spring 2006.  Statistical software was used to analyze the data.  The results of the study 

showed that most teachers believed that Total Physical Response was the best way to teach 

children English; gender and years of English language teaching had significant differences in 

teachers’ beliefs about language teaching and learning.  Pedagogical implications and 

suggestions for further research were all mentioned in this study. 
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INTRODUCTION 

Along with the internationalization and globalization, English is getting more and more 

important in Taiwan.  In the past, Taiwanese students started to learn English at junior high 

school.  However, since the implementation of the Grade One to Nine Curriculum in 2001, 

students started to learn English when they were in fifth and sixth grades.  Since 2005, third 

graders have started to learn English.  To promote students’ English learning and to provide 

more effective English teaching, more must be known about teachers’ beliefs in Taiwan.  This 

study focused on exploring teachers’ beliefs in Taichung, Taiwan. 

 

Purpose of the Study 

The purpose of this study included the following two points: 

1. to investigate teachers’ beliefs about EFL teaching and learning, and 

2. to explore factors affecting teachers’ beliefs. 

 

Research Questions 

The following were the research questions of this study: 

1. What are teachers’ beliefs about English language teaching and learning in elementary 

school? 
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2. How are beliefs influenced by demographic background variables? 

 

Significance of the Study 

The following were the significances of the study: 

1. Teachers would know more how to teach and train their students. 

2. Program designers would have more ideas about how to make a better program. 

3. As for decision makers, they would have more ideas about what kind of resources that 

they need to purchase. 

 

REVIEW OF SELECTED LITERATURE 

This part reviewed literature related to this study, including definitions of belief, teaching 

methodology, impact on teachers’ teaching, impact on students’ learning, and study of beliefs 

about English language teaching. 

 

Definitions of Belief 

Belief is defined as a kind of psychological filter which rendered the individual selective 

in making discriminations as to what was attended to, admitted into, and kept out of one’s 

environment (Harvey, Prather, White, & Hoffmeister, 1968).  According to Barth (1978), 
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belief is defined “as the mental assertion and acceptance a statement and to act accordingly.  

This readiness may be weak or strong, ranging from mere tentative assumption to full 

conviction.  How strongly a person believes something may be judged from how he backs his 

belief by action” (p. 85).  Sigel (1985) defined that belief is a kind of mental condition that one 

shows acceptance, agreeable, or positive attitude toward things, people, or propositions. 

 

Teaching Methods 

This section talked about six well-known teaching methods pertinent to this study, 

including the Audio-Lingual Method, Natural Approach, the Direct Method, Total Physical 

Response, the Silent Way, and Communicative Language Teaching. 

The Audio-Lingual Method is also called “Michigan Method” which was developed by 

Charles.  This method was prominent in the 1950s and 1960s.  The goal of this method is that 

students would use the target language without thinking.  The role of teachers likes an 

orchestra leader who directs and controls the whole class.  The role of students likes an 

imitator who imitates teachers, tapes, and other models supplied by teachers.  While teaching, 

target language is used in the classroom; native language is not allowed to use in the classroom 

because it is thought to interfere students’ learning.  This method emphasizes on teaching 

speaking and listening before reading and writing (Brown, 2000). 
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Natural Approach was developed by Tracy Terrell and Stephen Krashen in the 19th 

century.  The goal of this method is that students would use the target language to 

communicate with others naturally.  The role of teachers is as a facilitator who tries to lower 

the students’ anxiety to learn the target language.  The role of students likes a computer who 

takes responsibilities for their own learning.  While teaching, target language is used in 

classroom; native language is not allowed, but is permitted in answering questions.  Grammar 

is not emphasized in this method.  Four skills, listening, speaking, reading, and writing are 

emphasized.  As for students’ errors, teachers usually tolerate them (Krashen & Terrell, 1983). 

The Direct Method was developed in the late 19th century.  The goal of this method is 

that students would think and communicate in the target language.  The role of teachers and 

students are more like partners.  They work as a team and they help each other.  While 

teaching, only the target language could be used in classroom; however, students’ native 

language is not allowed to use in classroom.  This method is focused on oral communication; 

reading and writing are taught after speaking.  As for errors, teachers try to get students to do 

self-correction first and then explain their errors (Larsen-Freeman, 2001). 

Total Physical Response method was developed by Asher in 1970.  The goal of this 

method is that students would learn foreign languages under pressures and stresses.  The role 

of teachers likes a director; the role of students likes a good listener.  Students listen to 
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teachers’ commends, orders, and instructions and then act them out.  While teaching, target 

language is used after introductions; native language is used in introductions.  The spoken 

language is emphasized over reading and writing.  As for students’ errors, teachers only 

correct major ones.  As students become more advanced, teachers will correct minor errors 

(Larsen-Freeman, 2001). 

The Silent Way was developed by Gattegno in the early 1970s.  The method takes its 

name from the silence of teachers using gestures, visual aids, wall charts, and rods.  The goals 

of this method include that students would use the target language to express their thoughts, 

perceptions, and feelings; students would become independent learners; and students would 

take more responsibilities for their own learning.  The role of teachers likes a technician, an 

engineer, a helper, and a facilitator.  The role of students likes active actors.  Students are 

forced to actively use what they know to learn a language and to actively engage in exploring 

the language.  While teaching, target language is used in classroom; native language could be 

used while giving students introductions or during feedback sessions.  Four skills are taught 

from the beginning of the class.  As for students’ errors, teachers try to get students to do 

self-correction (Brown, 2000; Larsen-Freeman, 2001). 

Communicative Language Teaching was developed by Bristish applied linguists in the 

late 1970s and early 1980s.  The goals of this method include that students would 
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communicate in a target language; students would use the target language appropriately in 

different types of situations; and students would use the target language for social interaction 

with others.  The role of teachers likes a facilitator, an advisor, and a communicator.  The 

role of students likes a communicator who tries to make himself/herself understand and 

understanding others.  Students also like managers who take responsibilities to their own 

learning.  While teaching, target language is used during communicative activities and for 

explaining activities and assigning homework; native language is permitted in classroom.  

Speaking is very important in this method.  Everything is done with communicative intents.  

As for students’ errors, teachers tolerate them during fluency activities (Brown 2000; 

Larsen-Freeman, 2001).   

 

Impact on Teachers’ Teaching 

Some studies have found that teachers’ beliefs are vital components of their teaching.  

The results of Qiu’s (1994) study indicated that there were five types of beliefs that influenced 

teachers’ instruction:  subject-centered views of curriculums, the pressure of entrance 

examinations in Taiwan, the students’ academic achievement, the teachers’ teaching 

experience, and the teaching styles of their ex-teachers.  The results of Rios’ (1996) study 
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showed that teachers’ beliefs, theories, and knowledge all played a powerful role in their 

actions.  He also found that teachers’ beliefs had significant effects on their behaviors.  

 

Impact on Students’ Learning 

In classrooms, teachers not only import knowledge to their students, they also consciously 

or unconsciously pass or impose their beliefs about learning on their students (Horwitz, 1988).  

According to Horwitz, the reason was because most teachers are authoritarians.  They control 

the whole classroom.  Students are passive.  They just listen to the teachers.  Teachers are 

seen as experts by students; therefore, students’ learning and beliefs are easily influenced by 

teachers.  Many studies had shown that teachers’ beliefs had great influence on students’ 

learning, students’ beliefs, and even students’ performance of language learning (e.g. Horwitz, 

1988; Kern, 1955).    

 

Study of Beliefs about English Language Teaching 

This section presented studies done by some researchers.  The results of Hsieh’s (2002) 

study of 415 elementary school English teachers in Taipei County showed that most of the 

teachers tended to be more skill-oriented.  The results of her study also showed that there were 
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significant differences caused by demographic background (e.g. genders and ages) and 

educational background (e.g. majors and degrees) on teachers’ beliefs about EFL learning. 

Zhuang (1998) did a study of 83 practice teachers from National Tainan Teachers College 

and National Pingtung Teachers College.  He found that teachers’ teaching beliefs were not 

significantly influenced by gender.  He also found that teaching beliefs in teaching method 

had more to do with teaching aids and teaching skills.  As for the teaching beliefs in teaching 

contents, it had more to do with designed curriculum, life experience, and test orientations. 

Chang’s (1996) study of 620 primary teachers from 66 public school in Taipei (four 

separate districts and 141 preserves teachers) and 93 practice teachers showed that teachers had 

positive attitudes toward teaching reading.  The result of her study showed that teachers’ 

beliefs towards teaching reading were inconsistent.  There were only 5.7% of the teachers 

whose beliefs were consistent.  There were differences among the experienced and 

inexperienced teachers in their beliefs about teaching reading. 

Feng’s (2002) study of 630 elementary school teachers in Kaoh-Siung showed that 

teachers who used progressive beliefs were better than teachers who used traditional beliefs.  

The result of her study showed that there was a very close relationship between teaching belief 

and teaching efficiency.  The result of her study also showed that the teaching belief did 

influence teaching efficiency. 
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RESEARCH METHOD 

The purpose of the research was to investigate teachers’ beliefs about language teaching 

and learning in Taichung, Taiwan.  There were 90 elementary school English teachers (15.6% 

females, 84.4% males) participating this study.  The returning rate of the questionnaire was 

100.0%. 

The reason to use questionnaires to gather data for this study was because it’s quick and 

easy to get answers (Lester & Lester, Jr., 2005).  The questionnaire was composed of two 

parts:  Part I, personal background information designed by the researchers of the study; Part 

II, beliefs of kindergarten English language teaching and learning designed by the researchers 

of the study.  There are four sections in Part II, including teaching/learning methods, 

teaching/learning materials, teaching environment, and learners’ attitudes composed of 17 

five-point questions.  The five scales are defined as:  strongly agree, agree, neutral (neither 

agree nor disagree), disagree, and strongly disagree.  The subjects who circle “strongly agree” 

for a certain answer will score five.  And four is assigned for the circle of “agree,” three for 

“neutral,” two for “disagree,” and one for “strongly disagree.” 

The following were the procedures of the study:  1) Decided the topic; 2) Started to do 

research related to this study; 3) Made an outline of the study; 4) Started to write the proposal 
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of the study; 5) Designed, edited, revised, and copied the questionnaires (Correction and 

adjustment were based on two college teachers’ suggestions); 6) Conducted the survey in 

Spring 2006; 7) Collected and analyzed the data; SPSS11.0 was used to analyze the data; 8) 

Started to write the results of the study, conclusion, and suggestions; 9) Edited and revised the 

first, the second, and the final drafts; and 10) Completed the study. 

 

RESULTS OF THE STUDY 

This section talked about the results of the study. 

 

Research Question One 

What are teachers’ beliefs about English language teaching and learning in elementary 

school? 

As for the teaching method, 37.8% teachers strongly agreed that Total Physical Response 

was the best way to teach elementary school English.  25.5% teachers strongly agreed that 

Communicative Language Teaching would be the New Trend of English Teaching in 

elementary school. 

As for the teaching methods/aids, most of the teachers strongly agreed that using big 

storybooks, posters, flashcards, realia, televisions, computers, tape recorders and video 

2007 HICE Proceedings 
Page 721



 13

recorders all could reinforce students’ English learning ability.  Among the eight aids, 

“flashcards” was the most helpful aid (46.7%). 

As for the teaching environment, 26.7% of teachers thought that there was sufficient 

multimedia in current teaching environment.  40.0% of teachers thought that there were clear 

English signs in their teaching environment.  44.4% of teachers thought that there were 

sufficient reading resources and lights in their teaching environment.  Most of the teachers 

thought overhead projectors, televisions, computers, tape recorders, and video recorders should 

be set in kindergarten English classroom.  Among the five, most of the teachers strongly 

believed that tape recorders should be set in the classroom (46.7%).    

Forty-six point seven percent teachers’ thought that less than 30 students would be the 

appropriate number for each class.  25.6% of teachers strongly agreed that kindergarten was 

the best stage to teach English.  The result of this question also showed that most teachers 

agreed that the best starting age to learn English was four to six (38.9%). 

As for the students’ attitudes, most teachers believed that the difficulty of contents, 

external disturbance, teaching methods, and learning motivation all affected students’ 

concentration on language learning.  Among the four, “the difficulty of contents” was the 

most influential factor affecting students’ concentration (50.0%).  
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Most of the teachers agreed that through usual activity, homework, singing, games, and 

test, teachers could easily see students’ learning efficiency.  Among the five activities, “tests” 

was the easiest way to see students’ learning efficiency (44.4%).  47.8% of teachers believed 

that with different teaching methods, students would have different responses. 

 

Research Question Two 

How are beliefs influenced by demographic background variables? 

Demographic background variables did make significant differences in beliefs about 

language teaching and learning. 

1. Gender made significant differences in beliefs about language teaching and learning.  

Female teachers used more teaching methods than male teachers (p < .001). 

2. Years of English language teaching made significant differences in teachers’ beliefs.  

More experienced teachers knew how to use different teaching methods appropriately (p 

< .001). 

 

 

CONCLUSIONS, IMPLICATIONS AND SUGGESTIONS 

 The conclusions of this study included the following five points: 
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1. Most teachers believed that Total Physical Response was the best way to teach integrated 

English skills; Communicative Language Teaching would be the new trend to teach 

English. 

2. Most of the teachers thought that “flashcards” was the most helpful aid to reinforce 

students’ English ability.  

3. Most of the teachers thought that tape recorders should be set in the classroom; less than 

30 students would be the appropriate number for each class. 

4. The difficulty of contents was the most influential factor affecting students’ concentration. 

5. Gender and years of English language teaching had significant differences in teachers’ 

beliefs about language teaching and learning. 

 

Implications 

There were some pedagogical implications derived from this study: 

1. Teachers may join in some conferences to get more information about teaching and then 

apply new ideas to their teaching. 

2. Besides using textbooks in classroom, teachers may set up field trips or play games to 

motivate students’ learning. 

3. English teachers may try different teaching methods to help students’ learning.  They 
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may even create their own method to teach their students. 

 

Suggestions 

Suggestions for further study included: 

1. Adding more other teaching methods in the future study is necessary (e.g. suggestopedia, 

functional approach, and content-based instruction). 

2. More background variables may be included in Part I, Personal Information. 

3. Getting more people from other schools to participate the study may make the results of 

the study more reliable. 

4. Researchers may use interviews or observation instead of questionnaires. 
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Abstract 
This study explored the undergraduate students’ learning effectiveness in two different 

formative assessment strategies and tried to understand the Students’ Achievement and Attitude 
in an e-Learning environment about the contents of Electrical Theory.  Quasi-Experimental 
Design was applied in this research and 45 students participated from two sophomore classes of 
Industrial Education and Technology Department for six weeks. These students’ classes were 
randomly assigned into two groups, Group A “FAM-WATA” (Formative Assessment Module of 
the WATA System) and Group B “N-WATA” (Normal WATA).  The results showed that the 
cognitive achievement of two different participant groups were significant difference (p<.01). 
There was no significant difference on the treatment of different formative assessment strategies. 
According to the questionnaire of WFASS (Formative Assessment Strategies Scale of the WATA 
system), it showed that learners had positive attitude toward to FAM-WATA strategies. 

 

Keyword:  Formative assessment, Web-Based Assessment and Test Analysis 
(WATA) System 
 

I. Introduction 
Concerning the learning effectiveness, as we known, successful learning stems from the 

conformity between students’ needs and learning environment (Federico, 2000). Bransford et al. 
(2000) suggested that the learning environment must consider centralizing in assessment in 
particular to value at formative assessment. The e-Learning environment provides students with 
opportunities to learn without time and space consideration (Hathorn et al., 2002).  However, it 
is a challenge to develop web-based learning that is suitable for the varied-needs of different 
students.  Buchanan (2000) stated that web-based formative assessment could improve students’ 
learning effectiveness in the WBI (Web-Based Instruction) learning environments and arise 
students’ interests in the subject contents. 

Except for assessment, multimedia is a very important component to improve the learning 
effectiveness (Khan, 1997). Gardner, Sheridan & White (2002) designed a program of on-line 
assessment that focus on “Self-Assessment” in their computer supported learning system, CECIL, 
and they stated that program could enhance the students’ learning outcome. Formative 
assessment refers to those activities that are used to help students’ learn.  Bransford et al. (2000) 
noted that formative assessment designs should be able to engage student attention and engender 
student commitment to self-evaluate and enhance learning effectiveness. 

A Learning environment provided with formative assessment has numerous benefits for 
learners. Online assessments have advantages over traditional assessments.  Zakrzewski and 
Bull (1999) found that online tests have three advantages for students at least.  Many 
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researchers (Brown & Knight, 1994; Black & William, 1998; Bransford et al., 2000) have 
emphasized the importance of formative assessment in student learning achievement.  
Formative assessments referred to those activities are processed to help students’ learning. 

The purpose of this research is to discover whether the benefits of such e-learning 
environments to the undergraduate achievement and attitude in web-based formative assessment 
of Electrical Theory.  Three questions are explored in this research.  Firstly, do the formative 
assessment strategies on Electrical Theory affect student-learning achievement?  Secondly, do 
they have difference on two formative assessment strategies of students’ achievement? Finally, 
what are their attitudes in web-based formative assessment?    
 
II. Methodology 
1. Participants and learning materials 

The participants in this study consisted of 45 students from two sophomore classes of 
Industrial Education and Technology Department in National University of Education. Those 
students’ classes are randomly assigned into two groups, Group A “FAM-WATA” (23 
participants) and Group B “N-WATA” (22 participants), to learn the topic “Time Response of 
Higher-Order Circuits”. The learning contents are displayed as powerpoint presentations in 
English. After study, the two group students practiced the self-examination of FAM-WATA and 
N-WATA, respectively. Two group of students participated in this study for six weeks. 
 
 2. FAM-WATA (Formative Assessment Module of the Web-Based Assessment and Test 
Analysis) System 

This module is built for students’ self-examination, and embedded in a WBI curriculum 
containing multimedia, self-assessment, and feedback and evaluated its effectiveness. The 
FAM-WATA is one module of the WATA system (Wang et al., 2004) with six strategies as 
following: 
  (1) ‘Repeat the test’: This strategy allows students to take the same test item repeatedly if they 

make errors on it. However, if they pass one test item correctly three times continually, 
then the item will be deleted automatically.  

(2) ‘Provide with no answer’: This strategy shows students incorrect answers they made 
without offering the correct answer. However, it also allows students leave the module to 
find correct answers in their own way.  

(3) ‘Ask questions’: This strategy allows students send questions to the teacher by e-mail.  
(4) ‘Query scores’: This strategy provides an interface for students to query peer and personal 

scores.  
(5) ‘Monitor answering history’: This strategy provides an interface for students to check their 
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personal answer history for each item.  
(6) ‘All pass and then reward’: This strategy rewards students with a Flash animation when 

they pass all the test items. Instruments 
 
3. N-WATA (Normal Module of the Web-Based Assessment and Test Analysis) System 

This module provides student some of the six strategies. A comparison of the strategy 
differences in these two modules is shown in Table 1. 

 
Table 1. Strategies differences between FAM-WATA and N-WATA. 

Strategies 
Module 

Repeat 
the test 

Provide with 
no answer 

Ask 
question

Query 
scores

Monitor 
answering 

history 

All pass and 
then reward

FAM-WATA + + + + + + 

N-WATA - + + + - - 

 
4. WATA Formative Assessment Strategies Scale (WFASS)  

WFASS was used to evaluate student attitudes toward the FAM-WATA. The WFASS was 
developed by Wang et al. (2004). There are six subscales and 29 statements in the WFASS. 
Participants are asked to respond to the six strategies of the FAM-WATA (sample items are listed 
in Table 2). All subscales used a Likert five point scale, including ‘strongly satisfied (5 points)’, 
‘satisfied (4 points)’, undecided (3 points)’, ‘unsatisfied (2 points)’, and ‘strongly unsatisfied (1 
point). 
 
    Table 2. Sample items of student perception of FAM-WATA scale. 
Strategies Items SD DA U  A SA
Repeat the test It gives me more opportunities to familiar with learning 

materials 
It allows me to know what I need to study more 

1 2 3 4 5 

Provide with no 
answer 

It pushes me to make clear what I didn’t understand 
It gives me more opportunities to think questions actively 

1 2 3 4 5 

Query scores It help me understand my grade status in class 
It helps me understand my classmate’s grade status 

1 2 3 4 5 

Ask Questions It gives me more opportunities to interact with my teacher 
It offers a more efficient way to clarify my incorrect 

concepts 

1 2 3 4 5 

Monitor 
answering history 

It helps me understand my answer history 
It helps me understand what I have learned 

1 2 3 4 5 

All pass and then 
reward 

It can arouse me to answer carefully in order to pass test 
It makes me have feeling of success if I pass test and get 
  Reward with flash screen, but my classmate don’t 

1 2 3 4 5 

SA, strongly agree;  A, agree;  U, undecided;  DA, disagree;  SD, strongly disagree;  
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5. Research designs 
This research is a quasi-experimental research using different types of WEB-base 

formative assessment (WFA), “FAM-WATA” and “N-WATA” as independent variables, and 
learning achievements as the dependent variables (Fig. 1).  
 

1. Learning achievements 
2. Different formative 

assessment strategies on 
student achievement of 
e-learning 

3. Attitude in Web-Based 
Formative Assessment 
（Analysis WFASS） 

dependent  
variables 

 
（1）FAM-WATA 
（2）N-WATA 

 

independent  
variables 

 

 

 

 

 

 

 

 

 

Fig. 1. Research designs. 
 

6. Data collection and analysis 
In this research, the data collected from the Quantitative data including the pre- and 

post-test scores of ‘Summative Assessment’ and questionnaire of WFASS.  After data collection, 
the data were analyzed using SPSS PC v.10.0 (Chinese Version). This research defined the 
pre-test achievements of ‘Summative assessment’ as the entry behavior of learning, and the 
post-test achievements as learning effects. Questionnaire of WFASS used a Likert five point 
scale. If the average score of the items was over 3.0, we assumed that the participants were 
satisfied with the strategies used in the FAM-WATA. The Cronbach’ alpha of the entire scale is 
0.89, and each subscale was around 0.60-0.80, including ‘repeat the test’ 0.74, ‘provide with no 
answer’ 0.67, ‘query scores’ 0.76, ‘monitor answering history’ 0.66, ‘ask questions’ 0.81, and ‘all 
pass and then reward’ 0.60. In addition, we also used the ANCOVA method to understand the 
effect of different types of Web-based formative assessment (WFA) on students’ e-Learning 
effectiveness. 
 

III. Results and Discussions 
Two tests were developed in this research, the ‘Formative Assessment’, which is based on 

portions of the contents of the course, and the ‘Summative Assessment’ formulated as a whole 
based on the entire course. The test items in ‘Formative Assessment’ and ‘Summative 
Assessment’ are not repeated and this research uses the questions in ‘Summative Assessment’ as 
the pre- and post-test questions of the achievement test. Both ‘Formative Assessment’ and 
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‘Summative Assessment’ were administered to the ‘FAMWATA’ and ‘N-WATA’, groups to 
evaluate learning effects. Both the formative and summative assessments were created on the 
WATA system (Wang et al., 2004). 
 
1. Formative assessment strategies on student achievement of e-learning  

Before using analysis of covariance to determine the effects of formative assessment 
strategies on subject achievement in web-based learning, Levine’s method was used to test the 
homogeneity of variances. No significant difference in the variance of treatment groups (t=-.33, 
P>.05) shown in Table 3, the basic assumption of homogeneity of variance was not violated.  

Paired t-test was also used to examine the effects of the pre- and post- test, and is shown in 
Table 4. PRE (pre-test score) as a covariate had a significant influence on the POST (post-test 
score) of subjects (t=-5.307, p<.01). Furthermore, the FAM-WATA (t=-3.270, p<.01) and 
N-WATA (t=-4.177, p<.01) are significant factors in subject achievement.  

 
Table 3. Paired t-test result of basic assumption of homogeneity. 

Strategies Number Average SD t-test 

FAM-WATA 22 45.63 9.32 -.33 
N-WATA 23 46.09 11.31  

 

 

 

Table 4.  Paired t-test result of student achievement of e-learning. 

Group Average SD t - value 
Pre-test 45.6296 9.3159 

Totality (N=45) 
Post-test 57.6289 13.6816 

-5.307**

Pre-test 45.1518   6.8803 
FAM-WATA  (N=22) 

Post-test 54.9991 13.9062 
-3.270**

Pre-test 46.0865 11.3109 
N-WATA  (N=23) 

Post-test 60.1443 13.2760 
-4.177**

** P＜.01 

 

2. Comparisons of different formative assessment strategies on student achievement of 
e-learning  

According to the analysis of ANCOVA, significant treatment effects were observed in 
WFA. The post-achievement test mean score and standard error of each group are shown in Table 
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5. In sum, post hoc analysis revealed that the FAM-WATA group performed not better than the 
N-WATA group. However, no significant interaction effects between FAM-WATA and N-WATA 
on subject achievement (F 1.478, p<.05) were found. 

Table 5. ANCOVA analysis of effects for different strategies on the achievement (n=45). 
Sources   SS  df  MS F-value 
PRE    218.808 1  218.808  1.190 
WFA    271.622 1  271.622 1.478 
Error   7719.758 42  183.804  
Total 157685.245 45   

WFA: different types of Web-based formative assessment, FAM-WATA and N-WATA 

 
3. Student perceptions of the FAM-WATA strategies 

Student perceptions towards the FAM-WATA were assessed by their responses to the 
WFASS. An average score above 3.0 points represents satisfaction with the design. The average 
score of student perceptions for each subscale of the FAM-WATA are all above 3.5 points (Table 
6). The ‘repeat the test’ subscale is 3.61, ‘provide with no answer’ is 3.67, ‘ask questions’ is 3.76, 
‘query scores’ is 3.88, ‘monitor answering history’ is 3.61, and ‘all pass and then reward’ is 3.62. 
In sum, the participants show positive attitudes toward the six strategies in the FAM-WATA. 
 
 
 
Table 6. Student perceptions of the FAM-WATA strategies (n=22). 

Subscale Items Average SD Cronbachα
Repeat the test 7 3.61 .32 .74 
Provide with no answer 4 3.67 .28 .67 
Query scores 5 3.76 .10 .76 
Ask Questions 3 3.88 .19 .66 
Monitor answering history 5 3.61 .16 .81 
All pass and then reward 5 3.62 .28 .60 
Totality 29 3.68 .24 .89 
FAM-WATA, Formative Assessment Module of the Web-Based Assessment and Test Analysis System. 

 
IV. Conclusion and Suggestions 

The results showed that there were significantly different on the cognitive achievement of 
two different participant groups. There was no significant difference on the treatment of different 
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formative assessment strategies. According to the questionnaire of WFASS (WATA Formative 
Assessment Strategies Scale), it showed that learners have positive attitude toward to 
FAM-WATA strategies. 

This research used a multiple-choice web-based formative assessment, FAM-WATA (6 
strategies) and N-WATA (3 strategies), there was no different on the treatment of different 
formative assessment strategies.  

According to the interview, we found most of the students accepted the e-Learning 
environment of Electrical Theory course. Participants lacked of learning independence and 
learning motivation, and were also perplexed by the English teaching material in e-Learning 
environment.  In addition, we found that it can not proper to express the symbol and to perform 
mathematical calculations in WATA system. We suggest further research is needed to solve this 
problem. 

In this study, it showed that the performance of the FAM-WATA group is significantly 
higher than the N-WATA group.. This finding suggests that the more diverse formative 
assessment strategies are embedded in the e-learning environment, the greater the learning effect 
obtained by the students. This study recommended that Web-based formative assessment 
strategies are required in an e-Learning environment to improve e-Learning effectiveness. 
Furthermore, this study also suggested that further researches on how to design Web-based 
formative assessment strategies in an e-Learning and the mechanism why these strategies are 
effective are required. 
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Abstract 

The process of adult learning faces many barriers, and that the situation, 
institutional or dispositional barriers could all affect the adult continuing 
learning, which is discovered in the findings before. However, within all the adult 
learners who bear the great stress in life, why some of them can successfully 
break through the barriers and accomplish their education, but some of them 
give up? In some studies about adult learner facing learning barriers overcoming, 
resilience is often mentioned. Resilience stands for the ability to successfully 
overcome the environment of challenge and thread and to recover from the 
untoward circumstances. 
 

This research conducts in-depth interviews with a congenital blindness 
50-year-old woman who is blind since forty but conferred the master degree and 
keeping studying for Ph.D. after she was blinded. The purpose of this research is 
to understand the process about how she overcame different kinds of learning 
barriers including physical and institutional ones, and the role which resilience 
played in the process of adult learning. 
 

The result of this research finds out that the process of adult learning 
overcoming the learning barriers includes: accepts the disability of oneself and 
transfer to the responsibility to the society, realizes that learning is the way for 
giving the meaning to one’s life, and establishes the concern to the other adults 
who have the same problem, enhance the motivation of learning. This result will 
also be the reference for realizing the adult overcoming the learning barriers. 

Different from normal students, adults often confront all kinds of difficulties and 
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thus stop learning.  In current adults’ dropout cases, personal or organizational issues 
are taken as the main reason for dropout; however, for those learners who confront 
learning barriers and even be under severe stress in their lives, some of them can 
complete their study despite of difficulties; whereas some of them give up. Besides, 
compared to adults who have sound body and mind, people with acquired visual 
impairments not only have little chance to get a job in the system of blind and visually 
impaired, but confront lots of frustrations and difficulties on the learning process with 
the limitation of reading speed by using fingers, opportunity to education, and 
environment.  Thus, it’s worth exploring the learning process for people with acquired 
visual impairments and could be a reference for educational organization for adult 
student counseling.       
Study Motivations 
1. To learn how adult leaner successfully overcome learning barrier 

Currently learning’s needs, styles, readiness, achievement, teaching content, learning 
motivations, and barriers are the study focus for adult learning; whereas there are few 
studies to discuss about adult learner’s completion of leaning when confronting 
difficulties. Carney-Crompyon � Tan(2002) found when deciding to continue or stop 
education, normal student will get more supports from family to continue education 
compared to adult learner; thus, it’s really admirable and worth exploring that adult 
learner can complete their education.      
2. To explore adult learning by resilience 

In documents that discuss about how adult learner overcome learning barrier, 
resilience is one of the most often mentioned concepts which is the ability to resile after 
successfully overcoming challenging and threatening environment. Zambrano (2004) 
found in a study for Mexican-American females that their resilience is the main 
attribute that they can finish high education under cultural and racial pressure for not 
supporting female to pursue higher education.  Besides, resilience also enables high 
school students who grow in high risk family to resile from life stress and problems 
(Dowdell, 1997). However, there’s no study exploring adult learning by resilience; thus, 
one of the objectives of this study is to discuss about the role of resilience when adult 
learner successfully overcome learning barrier. 
3. To provide a counseling reference for life long educational organization for adults 
Another motivation for this study is to discuss what counseling system that educational 

organization should provide for adult learner to minimize their barriers and help them to 
finish education, which is also an important issue at present time. 
 
 
Resilience 
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In recent years, resilience is a very popular topic when talking about prevention 
research and its applied fields.  In addition, in study about adaptation, invulnerability, 
and anti-pressure, resilience is often discussed. (Jew, Green &Kroger, 1999)  Thus, in 
this section, we will discuss about the origin, definition, and connotation of resilience.    
  

Resilience was originated from risk study.  Early resilience research is focus on high 
risk children, who have alcoholic parent(s) or have parent(s) who is suffering mental ill 
health.In the previous resilience-relevant research we found that early research focus on 
the characteristics of resilience and which was viewed as an ability to manage risks.  
However, because of the effect of positive psychology, resilience was gradually viewed 
as a process for individual and environment interaction and its way of formation and 
occurrence are more dynamic.  The applied field is enlarged from individual to group 
and organization.  Currently, resilience research is also applied to educational modules, 
especially in the effects to students with vulnerability character or invulnerability 
character and is developing an affecting module based on this.    

Most researches for resilience in Taiwan are focus on counseling.  Plus, we found 
that there’s no academic vocabulary of adult learner successfully overcome learning 
barriers.  Thus, we hope to know how adult learner successfully overcomes learning 
barriers by discussing the concept for resilience. 

  
The definition of resilience 

Researchers have different definitions for resilience, one is to view it as an ability, 
which helps individual to cope with difficulties and adapt to the environment 
successfully. Rak & Patterson (1996) took resilience as a special character or ability 
which enables the individual to develop a healthy interaction when facing with risks or 
pressure. 

 The other definition is to view resilience as a positive adaptive behavior in a 
meaningful adverse circumstance (Luthar, Cicchetti & Becker, 2000). Rutter (1990) 
viewed resilience as a positive reaction to pressure and traumatic Incident.  It’s a 
dynamic process rather than a character to cope with risks.  

In conclusion, resilience is an important indicator when an individual facing with 
serious threatens, no matter it’s viewed as ability or a dynamic process.  By 
generalizing resilience content, we think resilience incorporates a static character and 
dynamic process and helps adult learner to self control and overcome learning barrier 
positively by leveraging personal characteristics and inter-personal and environmental 
resources when facing with learning difficulties.  

 
 The content of resilience 
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From resilience’s definition, we know it’s not only ability for individual when facing 
with pressure, but a process for individual to adapt to the environment.  Thus, we know 
resilience includes: 
1.Resilience shows when individual facing risks 
Only when an individual facing with risks, there’ll show resilience, because resilience 
originates from a positive reaction to negative environment. When children lives in a 
dangerous environment, they react to it better than expected; we could view it as 
resilience.  Thus, we view resilience as a positive adaptive behavior in a meaningful 
adverse circumstance (Luthar, Cicchetti & Becker, 2000). 

 
2.Resilience is an ability to resolve problems flexibly and manage dangers 
Resilience is to develop a healthy and positive reaction to overcome difficulties and 
successfully adapt to the environment.  Psychologists who do research for resilience 
study the survivors from concentration camp, people who have more than one 
disabilities, and children who were born in a poor and fragile family found that people 
with resilience have down below abilities(”At The Heart of Recovery”,2001).  
A. they have a sense of reality and they’re self conscious: they know their own values 

and they don’t need other people or things to identify themselves with. 
B. the confidence for their own identification: people who have resilience don’t see 
themselves as a passive victim; instead, they’ll positively react to the risk, even when 
it’s out of their control.    

C. Adaptation: people who have resilience will come up with new ideas to resolve 
problems and adapt to the environment. 

D. Have exceeding belief: people who have resilience have a consciousness to excel 
their selves, and which will help them to believe that life is meaningful and valuable, 
no matter this is the belief in religion, the love for the Nature, art, music, or humanity.   

3.Resilience comes from the reaction between individual and the environment. 
Resilience comes from the reaction between individual and the environment. 
Waller (2001) doesn’t take resilience as a genetic trait for personality and think it will 
neglect the influence of ecology if individual’s influence is emphasized too much.  In 
other words, resilience doesn’t only come from the individual’s personality or reaction 
style, but is influenced by the interaction with the environment. Rutter (1993) pointed 
out that resilience is not an absolute ability and people who have resilience can’t always 
resist the pressure.  The increase or change of resilience is based on the outcome of the 
interaction between individual and environment. (Kaplan, Tuener, Norman & Stillson, 
1996). 

Resilience is formed by different abilities and protection factors. 
There’re two essential factors: One is the risk factor, including physical, psychological 
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and environmental factors that will increase individual’s weakness.  The other is the 
protection factor, including individual, social, domestic, and public safety network, 
which will help individuals to improve their weaknesses and protect themselves from 
environmental dangers (Kaplan, Tuener, Norman & Stillson, 1996). 
In conclusion of the points mentioned above, resilience originates from a process when 
individual trying to face with pressure based on protection factors’ help and 
successfully overcome the difficulties.  This study will further look into the 
phenomena of adult learner who face with learning problems and react with a positive 
way by resilience discussion.    
4.Resilience factors 
Knowing how resilience works and the relationship with the resource, factors with 
resilience development is very important.  Generalizing related documents, we could 
divide it into individual personality, family, school, and society 
systems. .(Grotberg,1995 �Holaday & Mcphearson, 1997� Kaplan, et al., 1996�Luthar 
& Zigler, 1991� Moen, 1997� Rak & Patterson,1996� Waller, 2001):   
(1) Individual personality 
Individual personality includes positive self esteem, the ability to look forward to life 
positively, has a sense of mission, eager to take responsibility and risks, has creativity, 
sense of humor, has the ability to regulate emotion, to dawn, to be aware of, and has the 
values to self control and being positive. 
(2) Family system 
Form a warm and positive relationship with at least an adult.  Have a positive family 
environment and combination.  Have a high and practical expectation from parents.  
Have family reliability and mission.  Have support from family and friends. 
(3) School system 
Have chances to participate in school events.  Have a high and practical expectation 
from teachers and school. Have a supportive and caring atmosphere in school.  Have 
clear rules, effective curriculum design, teaching, counseling, cooperation between 
school and family, self-esteem, responsibility, goal setting, clear communication, and 
ability to solve problems. 
Bernard (1995) pointed out that protection factor is originated from down below three 
factors: 1.a caring environment: have at least one adult to care about one’s future. 2. A 
positive expectation: have a clear and exact expectation and have a support with 
purpose.  3. A chance to be involved: have a chance to devote to the society.  Thus, 
emotion bonding of caring and support is an essential protection factor. 
In conclusion, we find that resilience is not formed by one single factor, but by different 
factors.  After generalizing researchers’ findings, we conclude that resilience is 
formed by individual’s personality and environmental supports.  Next, this study will 
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focus on these two factors to discuss the adult learner who successfully overcoming 
learning barriers.  
(4) Social system 
Have a positive community rules, including offer care system, commit and create an 
environment without drug abuse.  Have chances to participate in public affair and form 
relationship with neighbors.  Have job opportunities and group activities that form a 
sense of belongings that’s meaningful.  Plus, the system can offer a role model or 
supporting system out side of the family. 
 
Research Design  
This study is to discuss the process of adult learner successfully overcoming learning 
barriers by resilience.  To investigate more about how resilience works when adult 
learner has learning barriers, this study will present by interviews.  
This study is to discuss the process of adult learner successfully overcoming learning 
barriers by resilience. Thus, we should start from learning how adult learner see and be 
aware of his/her life and learning experience and to find out the process that he/she 
successfully adapts to school life and form his/her resilience. 
Because individual experience is more subjective and dynamic, Seidman (1991), 
pointed out that interviews provide the way to see people’s behavior and thus provide 
researcher to know interviewee’s behavior meaning.  Plus, researcher can learn how 
people form their world and how they see the incidents happen in their world.  The 
study focus on the process of adult learner successfully overcoming learning barriers by 
resilience, thus, researcher will guide interviewee to look back on the time in school 
and collect material by interview guide, which makes different interviews more 
systematic and comprehensive because it has a range and is more focused.  
 
Participant 
Because the focus for qualitative research is to know interviewee’s experience and 
point of view, sample selection is based on the most meaningful individual. 
During the one year in researcher’s study for PhD, there was a auditor, Mrs. Lin, who  
came from home away from school by 80 kilometer attended every time.  Surprisingly, 
she is a 50 year old female who has acquired visual disability, which was the self 
introduction of hers.  In common people’s stereotype, she should stay at home and 
shouldn’t go anywhere.  However, she didn’t hesitate to say that she was eager to 
continue education and hoped to study for her PhD.  What kind of motivations and 
experience make her to overcome learning barriers, finish master degree, and even 
study for PhD?  This is the issue that this study will discuss about and thus we’ll take 
this as the study case for interview and analysis.  
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  After reading the document, researchers concluded 10 main points, which came from 
the material recorded in the interview. 

  
We constructed a relationship of trust and friendliness to care about interviewee’s 

feelings and listen to her attentively to know the most genuine thoughts from 
interviewee.  Plus, we also examine, and do appropriate comments and analysis and 
see the truth of it.  

 
Results 
Mrs. Lin is a 50 year old female who has acquired visual disability and her eye-sight 
declined when getting old.  After graduation from college, she was responsible for a 
school administrative work and is retired now.  Her husband works in hospital 
information station.  One of her children just finished college education and the other 
is studying a vocational high school.  She has a part-time job in a college and runs a 
foundation that promotes blind people’s benefit.  In down below interview, we’ll 
analyze the process of her becoming blind and overcoming learning barriers, and 
finishing master degree of special education and we’ll also analyze the factors of 
resilience.     
1. The process to overcome learning barriers 
(1)Gradually becoming blind is a life of new learning 
Different from adults that go blind because of car accident or other accidents, Mrs. Lin 
went blind gradually and thus suffered from the fear of losing sight every day.  She 
can’t take care of the family like other females can because of losing sight. 

Because I’m gradually becoming blind, so it takes longer for me to adapt to it.  
But, I also fear that I’m losing my eye sight every day. 

 
People like us, who have acquired visual impairments, will be very difficult to 

live in this environment.  For example, be as a house wife. It’s ok that I can get 
up from bed, drive, and walk to market to shop, do laundry for family, or mop the 
floor, as long as I can see.  That means I can be as a woman, a house wife, a 
wife, or a mother, but once I lose my eye sight, I fail in playing those roles. 

 
(2). to accept what I am and to care about others 
Mrs. Lin first denied her physical disability and then accepted it, and even takes 
promotion as her mission. 

So I must know that I should acquire more ability to make up for my sense of 
loss. I’ve gone through the three stages in my life: At first I can’t accept it 
because I’m afraid that others will know it and edge me out.  And I said to my 
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self, ok, I’ll face it and let others know about it and see what’s going on and then 
now I take it as a mission for me.  

 
(3) Study is the realization of mastering your life 
Despite of visual disability, Mrs. Lin is very healthy; thus, after retiring, she took study 
as the thing she can do on her own. 

In fact, I’m quite healthy apart from my visual disability.  I found out later that 
study is the one thing that I can do and can do well. 
After my retiring I was 45, and I went like god, I still have 32 years to live, if I die 
at 78, then I don’t want to live a life like this! 
 
(4)First step to learn is to walk out of home 
The first thing is to step outside, so Mrs. Lin started from walking. 

At that time I told myself that the first thing is to walk.  And I just thought in the 
beginning that as long as I’d step outside; then that was it, I started to learn to 
walk at the age of forties. 

 
(5) Have no learning resource in neighborhood, so have to go far away from home. 
Introduced by brothers and sisters in the church, Mrs. Lin started to go to other place, 
Taipei, because there were no teachers in her neighborhood. 

We had a sister who told me that there was a Professor Chang in National 
Taiwan Normal University who has a license of Orientation and Mobility.  So I 
went there on my own to attend this class. 
I can’t find other ways and no one can teach me, because there’s no talents like 
that in central Taiwan.    
 
(6) Lack of related professional resources leads to a difficult learning process 
Because in Taiwan there are no integrated resources for adult visual disability, they 
need to travel around to learn their daily abilities. Mrs. Lin talked about this process in 
an easy way while revealing the pain and hard work she suffered from.  
Some sad I could learn the orientation and mobility in Taipei, massage in 
Taichung, and Taichung, and rehabilitation counseling in Kaohsiung and some 
even made fun of me that I was on a tour study in Taiwan,  I said yeah right.  It 
was an easy to say that but actually it was quite sad.  I have to travel around to 
meet my needs.  
Yeah, I need to go to find teachers and asked them again and again sincerely to 
have them take me. Ha ha ha… 
When looking back, I had lots of difficulties, really a lot.  And I don’t know 
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where to begin. 
 
(7). from a auditor to a master degree 
Compared to many visually impaired workers do, massage, Mrs. Lin felt it was way too 
much from what she did in college; thus she didn’t want to live on that, although she 
had leaned before. She went to National Kaoshiung Normal University to be an audit 
and thus evoked her motivation to register for exam.  
Well I can’t do massage after the training, so I went to National Kaoshiung 
Normal University to be an audit from 1991.  Though I graduated in 1977, I still 
understood what teacher taught and I tried to have the entrance exam and 
luckily passed the exam.  
 
(8).A strong learning motivation      
Mrs. Lin got master degree in two years.  Looked back to her learning life for two 
years, she didn’t know exactly how she got through it and she thought it might because 
of her strong motivation and goal, which was to bring visually impaired adults’ needs  
to attention. 
But sometimes when I looked back, I don’t know how I did it in two years.  Thus 
you could see my strong motivation, so I can overcome all difficulties.  Plus, I 
also had quantitative research and I had my demography test after doing 
questionnaire.  Today I looked back again and I don’t have any clues how I did 
it.  What I can say is my motivation was really strong and it was really painful 
that you acted like a prophet seeing so many people were suffering that you 
hope everyone could be aware of this problem by the dissertation. 
 
2. Resilience factors 
   In this part, we divide them to individual personality, support, caring, family, belief, 
sense of achievement, external assistance, and social devotion. 
(1) A personality that set high standard for one self 
Mrs. Lin used ego, id, and superego to analyze her and thought that along the way her 
superego is very strong and she sets a high standard for herself. 
I usually ask myself to try it and I’ll overcome all difficulties. 
But the demands of ego need to be satisfied most times when this individual has 
visual impairment.   
But this new individual’s ego is very weak and she hopes there’ someone to help 
her, accompany her, and listen to her.  
 
(2) High self awareness and helped herself to overcome barriers 
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Mrs. Lin analyzed her ego and superego reasonably and reminded herself to balance 
between these as my id.  

I have this kind of conflict everyday and I have to learn how to strike a balance 
between these and fell satisfied for both.  If I keep forcing myself, my ego will 
break down; nut if I keep following my ego, then my superego won’t get used to 
it, since I was so independent. 
So I’m still learning how to balance and form my id to make me feel more 
comfortable.  On the one hand, it has disregarded the impaired ability which I 
am incapable of at all, and on the other hand, it has been a great difficulty for me 
to break through in the so-called social responsibility or independency, and in 
this way it will be more equalized accordingly. 
 
(3) Got support and caring 

Mrs. Lin’s husband works and her children study in Taipei.  She was alone most of 
the time; thus coming to Chiayi to audit and interacting to postgraduates and teachers 
have supported her to continue learning. 
In my daily life, in a way, I’m quite lonely and you come to help me all the time, 
to help me with the lunch box or something like that.  Actually I like your help on 
that. 

Or in classroom, teacher asked me to share and he seemed inclined to my 
words, so I feel supportive here. 

 
(4) Love and hate blend in the family. 
Because Mrs. Lin’s family is used to the interaction with Mrs. Lin, she didn’t feel 
taking care of when being with them.  
Because of this relationship, my family can’t imagine every thing for me  
is very challenging because they can’t tell I’m visually impaired from my look.  I 
don’t like them; I could only say that they still treat me in a way I still can see. 
People who are more intimate with me have had a way of pattern to get along 
with me, even though I’m not what I used to be, they can’t get over with the 
pattern.  Once they get used to it, it’s difficult to ask them change. 
Mrs. Lin also understands her family suffers from having a blind family member 
among them.  
 But we see there’s no one to support my family and no one tell them what to do, 
so I think they are really suffering from it. 
Especially, she thinks she owed a lot to her partner because she was busy in taking care 
of herself and had no time for her partner. 
My husband must felt sad because I was normal when married to him and now 
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he really suffered from it.  A man must feel lost and painful about this.  But to 
myself, it has become a situation that I have no any other alternative but 
accepting the very true fact of disability which we call it “self-acceptance 
disability” in the field of impairers, and under this circumstance, what effort shall 
I do in addition to fit myself in with the physical incapability? 
Of course family is Mrs. Lin’s harbor of refuge. 
I’m not that strong, I can’t do all on my own and I need them to understand me 
and accompany me. 
 
(5) Religion helps to overcome many barriers 
Mrs. Lin is a Christian, she thinks that God will indicate a way for her to go on when 
she has physical problem but keeps learning. 
I believe God has opened a window for me. 
Just not long ago, I asked myself why I have to do this.  But I went like this, I will 
try my best and it’s God’s choice to decide whether I should go on or not. 
 
(6)Sense of achievement makes her willing to continue learning 
Feeling the pleasure made her willing to continue learning.  
I found pleasure in learning. 
Mrs. Lin had published a paper, regarding the situation of current visually impaired 
adults’ needs for assistant tools, and got many feedback from the society which made 
her feel a sense of achievement.   
She found that even she can’t see, she still has other abilities that help her to learn. 

I found that although I can’t see, I can tell what I feel and one of my strengths  
is that I can make someone to easily realize a complicated matter by 

explaining that in simple language. 
 
(7)External assistance strengthen the resolution of learning 
In National Kaoshiung Normal University, one of the professors encouraged Mrs. Lin 
and strengthens her resolution of learning.  
 He teaches visually impaired students and he told my husband that I’m gifted.  
He always encouraged me and gave me recognition and he even called me 
visually impaired talent. 
Periodical mental counseling also helps her to overcome her physical disability and 
help her to continue the education. 
You know I actually had lots of counseling, and had been counseled. I have 
treated with the Hypnotherapy by a human-centric teacher in Kaohsiung 
Normal University, who talked to me about this for a semester.  I had been a 
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volunteer and had a RET training.  It has been a year that I talk to a clinical 
psychology once a month, oh no, once a week…I can’t do it my self, I need to 
see where is my problem and try to resolve it by professional assistance. 

 
(8) The sense of mission made her go on 
Based on the social responsibility and sense of mission make her want to work harder 
be a role model to inspire others, including people who can see and can’t see. 
Yeah, right!  Sense of mission. 
I just think it could inspire many people and I just try and let God decide the  
result.  Just work hard and see what will happen! 
There was assistance who helped me before, he got into National Changhua  
University of Education, department of special education as a postgraduate 
 student.  He used to be a student in Tunghai’s business administration  
department or international business department.  He said seeing you like 
 this, if we don’t study hard, we’re wasting what we have. 
 
Conclusion 
Someone like me, a visually impaired 50 year old female, is poison to every one, 
not matter it’s for school or for work place.  Everyone will take me as nothing, 
but if I could luckily take a step and I think that’s a encouragement and 
recognition for me and for many people out there. 
(Mrs. Lin) 
    

During documentation, resilience is one of important indicators when adult learner 
 facing with learning barriers.  In this study, interviewee is a female, facing with her 
gradually declined visibility, she has to adapt her emotion and accept what she is now, 
learn take care of her and step out, and even finish her master degree in special 
education. She is very admirable.  We find that:She accepted her disability and turned 
it to social responsibility For adults that suffer from high pressure, they often react to 
deny and to blame every one and then to accept what they are and turn to contribute to 
the society and don’t confine themselves. 

 
Sense of loss for can’t be a mother or housewife could be made up by learning and  

the recognition of one’s ability.  Learner will have a sense of self acceptance and 
recognition and doesn’t need to be taken care of. Learning is a way to enrich her life. 
Attention to other people with the same problem will generate motivations for 
learning.When one’s focus turned to other adults who have the same problem, they will 
have more motivations for learning, because they didn’t learn for their selves but for a 
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higher social responsibility and meaning. 
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In America, reading has always been the most important 

subject in school and continues to be today (Smith 1965).  The 

history of reading instruction is full of varying theories and 

methods.  Brief examination of the history of reading 

instruction leads to deeper understanding of our methods today. 

American colonists taught reading through the use of 

primers that included the alphabet and a list of syllables 

(Smith, 1965).  Beginning instruction was based on the 

identification of the alphabet and correct pronunciation of the 

syllables in the primer (Smith, 1965).  With the completion of 

the primer the Bible become the focus of instruction, with 

memorization being the key approach (Moore, Readence, & 

Rickelman, 1983; Smith, 1965).  This dominated reading 

instruction until the introduction of the “word method” in the 

mid 1800s, which was based on the idea that words are learned as 

a whole, not by the letters that compose them (Smith, 1965).  

Skeptical of the effectiveness of the word method, many teachers 

continued to use the alphabet method for several years (Smith, 

1965).  The word method eventually led to focusing on sentences 

and even entire stories as the units of instruction instead of 

letters (Smith, 1965).  In the 1920s emphasis increased on 

silent reading due the use of its frequency in real life and the 

ability to read more words per minute (Smith, 1965).  Teachers 

eventually believed in the word method and temporarily abandoned 
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the alphabet and phonics methods of teaching, but in the late 

1930s returned to implementing phonics in instruction (Smith, 

1965).  Initiating in the early 1930s and continuing on, reading 

readiness became an increased concern, as did the use of 

research to support instructional practices (Smith, 1965).   

A Major Instructional Debate 

Following the emphasis on research-based practices, the 

debate over using phonics or whole language to teach beginning 

reading skills took center stage in the world of education.  

Today the approaches are also referred to as bottom-up and top-

down approaches, based on their methodology.  The bottom-up 

approach (phonics) begins with the smallest unit of sound, the 

phoneme, and builds on that to understand words, then builds on 

that to understand sentences, and so on.  The top-down approach 

(whole language) starts with comprehension of a text, then 

narrows in on sentences, then on words, and so on (Adams, 1990).  

Ken Goodman believed in the latter; that reading is 

fundamentally a language process (Pearson, 1997).  Classrooms 

reflected that belief with the widespread use of look-say basals 

in the 1960s (Pearson, 1997).  Other researchers were adamant 

about combination approaches.  Jeanne Chall published Learning 

to Read: The Great Debate after evaluating the evidence 

supporting each method and concluded that systematic phonics 

instruction led to an increase in reading performance and needed 
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to be included as a part of a complete reading instruction 

program (Chall, 1967).  The Cooperative Program in First Grade 

Reading was the first federally funded research program aimed at 

solving this debate (Stahl, 2001).  It concluded with similar 

findings as Chall; neither conclusion endorsed a program, but 

rather the inclusion of early systematic phonics instruction 

(Stahl, 2001).  

Current Perspectives 

The search for research-based methods to teach beginning 

reading continues today.  New research on eye movement during 

reading has led some people to the conclusion that successful 

readers process what they read through whole words (Ashby & 

Rayner, 2006).  However, further insight into these studies show 

that successful readers do actually process every letter in a 

word (Adams, 1990; Ashby & Rayner, 2006).  Successful readers 

have such a high familiarity with the letter combinations that 

most words are identified quickly, even automatically (Adams, 

1990; Ashby & Rayner, 2006).  Many studies have shown that a 

complete reading program includes systematic and explicit 

instruction on phonemic awareness (Adams, 1990; Chall, 1967; 

Phillips & Torgesen, 2006), as well as the other core areas of 

phonics, fluency, vocabulary, and comprehension (National 

Reading Panel [NRP], 2000).  This conclusion became federal 

mandate with the signing of the No Child Left Behind (NCLB) 
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legislation on January 8, 2002 (United States Department of 

Education, 2004b).   

Preventing Reading Difficulties 

Reading First is an initiative created in the NCLB 

legislation.  As the largest national effort ever to prevent 

reading difficulties (Phillips & Torgesen, 2006), it provides 

federal grants to states and districts who aim to increase 

reading achievement for first through third grade students 

through the use of research based instructional methods (United 

States Department of Education, 2004b).  There is strong 

research that children’s experiences before school have an 

impact on their reading success in school (Britto, Fuligni, & 

Brooks-Gunn, 2006; Durkin, 1966; Morrow & Gambrell, 2001; Snow, 

Burns, & Griffin, 1998).  Students of poverty start school at an 

average of 60% behind upper-class students (Neuman, 2006).  

Students who are successful readers by the end of third grade 

are far more successful in later years (Adams, 1990; United 

States Department of Education, 2004b).   

Research shows that early literacy interventions can help 

develop reading success with lasting benefits (Durkin, 1966; 

National Early Literacy Panel [NELP], 2005; Ramey & Ramey, 2006; 

Snow et al., 1998), refuting previous research that students are 

not ready for reading instruction until they are six years old 

(Morphett & Washburne, 1931).  In an effort to reduce the number 
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of students who ever suffer from reading difficulties, NCLB has 

included an early literacy initiative (United States Department 

of Education, 2006).  Research shows that starting reading 

intervention early is effective towards developing successful 

readers (Heibert & Taylor, 2000; NELP, 2005).  Early Reading 

First is aimed at providing preschool age children with the 

opportunities necessary to build foundational skills necessary 

to be ready for formal reading instruction in school (United 

States Department of Education, 2006).  Phonemic awareness and 

alphabetic knowledge are the most important for developing 

readers; these are the foundation for reading (Ehri & Roberts, 

2006).  Early Reading First provides grants for preschools and 

early childhood education providers, especially those serving 

low-income families, to teach oral language skills, phonological 

awareness skills, print awareness skills, and alphabetic 

knowledge skills (United States Department of Education, 2006).  

Institutions receiving grants are to base their programs on high 

quality language, print rich environments, scientifically proven 

language activities, literacy activities, materials, and 

programs (United States Department of Education, 2006).  

Students who might be at risk for reading failure are to be 

identified (United States Department of Education, 2006).  Both 

Reading First and Early Reading First are largely based on the 
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research findings of the National Reading Panel (United States 

Department of Education, 2006). 

Implications From Research 

These new findings in reading and the NCLB legislation have 

drastic implications for classroom practice and teacher 

professional development.  Reading success has become the 

primary focus in elementary classrooms (United States Department 

of Education, 2004b).   Reading instruction is to be systematic 

and explicit, focused on phonemic awareness, phonics, fluency, 

vocabulary, and comprehension (NRP, 2000).  Students should be 

encouraged to examine every letter of the words they read to 

help with automaticity (Ashby & Rayner, 2006).  Teachers need 

professional development on the research-based methods they are 

required to teach (Hiebert & Taylor, 2000; Snow et al., 1998).   

Teacher Training 

NCLB allotted funds for teacher development to meet the 

need for better teacher training (United States Department of 

Education, 2004a).  In Texas, that fleshed itself out in many 

ways, one of them being in the form of the Texas Reading Academy 

(University of Texas at Austin, n.d.).  These academies awarded 

stipends to teachers who actively participated in rigorous hours 

of instruction on strategies and methods that are scientifically 

proven to help build reading success.  There are separate 

academies for each grade, first through third.  A fourth grade 
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academy has recently been instituted (University of Texas at 

Austin, n.d.).  Many districts required their teachers to attend 

these in-services.   

Literacy Coaches 

Literacy coaches, also known as reading coaches, help 

provide the training and development of teachers.  The role of a 

literacy coach may vary from district to district, but the 

general purpose is universal.  Literacy coaches support 

classroom reading teachers as mentors and assistants by helping 

classroom teachers implement instructional practices 

(International Reading Association [IRA], 2004; Neufeld & Roper, 

2003; Texas Education Agency [TEA], 2003).  Literacy coaches are 

experts in their fields, attend trainings to maintain knowledge 

of current research (Neufeld & Roper, 2003; TEA, 2003), and 

often conduct presentations on best practices to practitioners 

(IRA, 2004).  Research on the effectiveness of literacy coaches 

is growing, but there is already adequate evidence to support 

their use (Neufeld & Roper, 2003).  Regardless of the method, 

all districts are required by NCLB to provide their teachers 

with teacher training on systematic, explicit complete reading 

instruction (United States Department of Education, 2004a), 

which will meet a need of educators for more training (Heibert & 

Taylor, 2000; Snow et al., 1998). 

Early Literacy Implications 
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The implications of current research reach beyond formal 

education and touch early childhood as well.  Early Reading 

First transforms preschools and early childhood centers into 

preschool centers of educational excellence (Roskos & Vukelich, 

2006).  These new centers are, in themselves, the evidence of a 

change in early literacy pedagogy (Roskos & Vukelich, 2006).  

Institutions receiving funding from this initiative must provide 

children with the foundational skills, including oral language, 

phonological awareness, print awareness, and alphabetic 

knowledge, to become successful readers (United States 

Department of Education, 2006).  These programs are not simply 

day care.  They are a means of providing students the 

opportunities they need to be successful with beginning reading.  

The environments should be literacy oriented (Roskos & Vukelich, 

2006) and should have libraries full of high-quality children’s 

literature (Morrow & Gambrell, 2001).  Leaders at preschool 

centers of educational excellence also need more training to 

help them meet the needs of their children (Hiebert and Taylor, 

2000).  Simply requiring them to use scientifically proven 

methods of teaching is not enough.  They must be taught what 

that means (Snow et al., 1998).   

Conclusion 

Beginning reading instruction has a long history of 

disagreement in methods and instructional practices.  Research 
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now provides evidence that beginning reading can start at birth 

with emergent literacy (Britto et al., 2006; NELP, 2005; Snow et 

al., 1998).  Opportunities to be engaged in and to explore text 

help children develop the skills necessary to be ready for 

formal reading instruction at school (Snow et al., 1998).  Early 

literacy programs are encouraged by Early Reading First to 

include activities on oral language, phonological awareness, 

print awareness, and alphabetic knowledge (United States 

Department of Education, 2006).  Elementary classrooms are 

encouraged to provide systematic and explicit instruction on 

phonemic awareness, phonics, fluency, vocabulary, and 

comprehension (NRP, 2000).  The goal is to help young children 

have the reading readiness they need to be ready for school, and 

to help all students learn to be successful readers (United 

States Department of Education, 2004b).  Beginning reading 

instruction will change and grow as more research is done about 

the way children learn to read.  As professionals, educators 

must be dedicated to teaching with scientifically proven 

methods, and to continuing research on this critical, life-

changing topic. 
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Creating a Culture of Achievement with College Journalism Students 
 
Irvine and Armento, (2002) posit that culturally responsive pedagogy creates a class environment 
where students’ culture is respected by their teacher which leads to academic success. 
Culturally responsive pedagogy when enhanced by constructivist instructional strategies can 
create academic achievement described as a culture of achievement (Ware, 2006). A class that 
attains a culture of achievement exceeds the high expectations of the culturally responsive 
teacher, and students appear highly motivated to independently demonstrate academic 
excellence. Data suggests culture of achievement was attained with University of Mississippi 
journalism students. The University of Mississippi is a mid-size southern university with a 
documented history of racial discrimination. Culture of achievement appears to be developing 
with journalism students at San Jose State University, a large urban school population with a 
significant amount of racial and socioeconomic diversity. The instructor of these two classes is 
an African American male who has created a culture of achievement with racially diverse 
students. 
 
The objective of this research is to generate documentation that supports professional 
development that leads to the creation of a culture of achievement. Data collected will be surveys 
from students and evidence of achievement such as published newspapers articles and 
photographs. The objective of this research also demonstrates the impact of professional 
development on an instructor’s pedagogy that will lead to culturally responsive pedagogy and a 
culture of achievement in the instructor’s class. Data suggests that the culture of achievement 
was achieved at the University of Mississippi and a preliminary review suggest that a culture of 
achievement will be attained at San Jose State University. 
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Abstract 
 
 

In this continuously innovative century, school education plays a much more 
important role than ever before. Each school must cultivate appropriately prepared 
students who can meet the intensive global competition and function in the fast 
changing business environment. In order to achieve this goal, curriculum planning is 
the first step each school must note. Both American and Taiwan’s educational leaders 
notice this key point. They also try their best to plan proper curriculum in response to 
the impact of increasing competition and the pervasive influence of technology. To 
reach this goal, however, two different yet somewhat similar curriculum planning 
models have been developed in these two countries respectively�Objective Model and 
Ban Chiao Model. To compare these two models is my research purpose. And from the 
research it is discovered that these two models are similar in concept but different in 
implementational details.   
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Comparison of Objective Model in Curriculum Planning 

In Taiwan and America 
 
 

With the new knowledge-based focus in this century, the emerging new economy 
has had tremendous impact on education, including curricula, the educational process, 
learning outcomes and instructional practices. Among the educational impact the ones 
on curricula are the most important. Educators decide what kinds of abilities students 
will need in order to plan appropriate curricula. Since the 19th century, many scholars 
in both America and Taiwan have proposed different curriculum models to meet the 
needs of society (Huang & Yang, 2004). But there is no consensus regarding what kind 
of model is the best for America or Taiwan. Based on this research background, I 
reviewed relevant literature and selected two models that America and Taiwan 
respectively most often use to discuss and compare deeply in hopes that a conclusion 
can be made that will provide a direction for educators to refer to. 
 
 

Objective Model: Curriculum Planning Model in America 
 

Bobbitt’s Contribution 
 

First of all, Bobbitt was one of those who addressed the concept of object mode. As 
early as 1918, F. Bobbitt addressed the concept of developing curriculum based on 
objective. He thought that the human being’s life was the implementation of every 
specific activity. For example, we wash our hands before doing eating since we would 
like to keep out health. In addition, if the object of education is to prepare individual 
for their future careers, then the specific activities and curriculum plan should help 
develop skills and knowledge that will enable students to successfully enter the job 
market. Bobbitt used an activity analysis method to divide human being’s life as falling 
under ten activities�1924�: 
1. Language activity. 
2. Health activity. 
3. National activity. 
4. Social activity. 
5. Mental health activity. 
6. Leisure activity. 
7. Religious activity. 
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8. Relatives activity. 
9. Occupational activity. 
10. Non-occupational practical activity. 

And the explanation of these activities is the connotation of educational object 
(Kliebard, 1968); other relative curriculum design and development has spread out 
from this model. 

 
Charters Contribution 
     

Responding to Bobbitt rationale, in 1924, Charters began to a use job analysis 
method to establish curriculum. His model has mainly four steps. The first is to decide 
educational ideal, the next step is to ensure over the goal has been established. After 
that, these activities need to be analyzed carefully. The fourth step is to develop job 
units based on those analyzed activities, ensures that the curriculum moves in the 
direction of the objective of education (Charters, 1924). 

 
Tyler’s Contribution 
 

About a quarter century after Bobbitt’s and Charter’s work, Tyler published a 
book titled Basic Theory of Basic principle of curriculum & instruction in 1949. In it 
he defined school as an institution that provides students with objectives, and 
education as an activity that includes contemplation. In his book, Tyler pointed out 
four questions to use as the basic theory of curriculum design and teaching as follows 
(1949): 
1. What is the object of education? 
2. What teaching experience that we have to provide in order to achieve educational 

object? 
3. How to effectively organize the educational experience.  
4. How can we know whether these objects have achieved? ( How to evaluate? ) 

Based upon those four questions, we can simply show Tyler’s advocated model as 
a straight line of curriculum developing model: 

 

Objective          Choice            Organization           Evaluation 

 
Figure 1. 

Tyler’s Straight Line Model 
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Apparently, Tyler’s model is based on the objective-oriented theory. This model 
takes curriculum as a means of aiming toward an educational object. Therefore, this 
model is also called means–objective model. This model aimed student's developing 
behavior as their target of teaching. Even though Tyler’s straight line model has been 
developed explicitly, it has several criticisms as followings (Huang & Yang, 2004). In 
case evaluation is not ideal; this model does not have a feedback mechanism to tell 
people how to correct it. Besides that, it seems lack a procedure between evaluation 
and organization; this procedure is execution. Also, the objective under Tyler’s 
straight line model has a behavioral orientation. Behavioral objectives have many 
advantages if applied to curriculum design, but they have some limitations on 
execution. For example, they do not apply to all subjects or the design of a subject’s 
content. 

 
Wheeler Contribution 
 
 Because of Tyler Model’s limitations, Wheeler continued the work by 
developing a spherical objective model (1967). In 1967, Wheeler further modified 
Tyler’s straight line model as spherical model (Huang & Yang, 2004). This he did 
because Tyler’s model did not provide for feedback or help students achieve the 
evaluative outcome or expected objective. Wheeler’s circular model has five 
procedures (Huang & Yang, 2004): Selecting an objective, choosing learning 
experience, choosing content, organizing and integrating learning experience and 
content, and evaluating. 
 

              
1. Objective                       2. Choosing learning experience 

5. Evaluation                            3. Choosing content 
                  4. Organizing and integrating learning experience and content 
     
  
  
 

Figure 2. 
Wheeler’s Spherical Model 

 
 
 

As the figure above show, Wheeler’s spherical model seems much more 
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progressive than Tyler’s straight line model since it has two advantages. First this 
model has a feedback mechanism, so it provides students with ways to measure their 
progress or accuracy. It also sets the school objective as a final step in as well as the 
first. Thus the curricular model remarks educators to refer to their objectives in their 
evaluative stage. In detail, Wheeler’s model divides into many details as middle 
objectives. The aggregation of middle objectives comprises the final objective. Middle 
objectives can further lead to the near future objective which can be achieved within 
short period. Eventually, based upon near-future objectives, it also leads to the 
concrete objective. This model clearly calls for the setting up of objectives. Even 
though Wheeler’s spherical objective model progressed beyond Tyler’s straight line 
model, this model also has received some criticisms. The objective under the Wheeler 
model includes behavioral characteristics. Behavioral objectives have many 
advantages if applied to curriculum design, but they also have some limitations on 
execution. How can one measure a student’s increased smoothness in writing, for 
example? Furthermore, this model seems to lack a procedure between organizing & 
integrating learning experience content and evaluation. According to Huang & Yang 
(2004), this procedure is the execution of this integrated content.  
 
Kerr’s Contribution   
    
 Kerr’s model contains four elements: objective, knowledge, school learning 
experience, and evaluation in 1968. To Kerr, a curriculum development design should 
first focus on the objective to be reached. He saw this objective as meaning the 
students’ expected behavioral changes after learning; these changes included 
perception, affection, and skills. Similarly, knowledge, the meaning of knowledge is to 
choose and organize curriculum content so as to achieve school’s object. According to 
Kerr’s model, the three elements needed to establish curriculum knowledge are unity, 
repetition, and order. In this context, unity means to establish a connection with the 
field of knowledge. Repetition means the repeating of certain curriculum elements 
while order means every continuous experience must be established on prior 
experience. Combined these three elements become the leading principle for 
organizing effective curriculum. The third element in Kerr’s model, learning 
experience, means the interactive effect between the learners and various 
environmental elements. It includes social opportunities from the school’s 
arrangement, the influence of the school community’s character, and relationships 
between teachers and students. Evaluation as the final element represents making sure 
to what degree the objective has been achieved. The standard of evaluation contains 
objective feasibility, content and method’s suitability, students’ needs and 
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achievement, as well as the efficiency of teachers’ preparation. Many standard 
evaluations just need to be modified a little bit for use in collecting information. In 
addition to objective examinations and paper commentary for evaluation, Kerr 
includes attitudinal scale, interview, aptitude test, multiple evaluations, investigated 
skills and group observations as ways to measure progress. 
 
Taba’s Contribution 
 

 In addition to the work of Tyler, Wheeler, and Kerr in curriculum development, 
in 1962, H. Taba added by pointing out seven steps of curriculum design and 
development. Those seven steps are diagnosing needs, drafting objective, choosing 
content, organizing content, choosing learning experience, organizing learning 
experience, organizing learning experience, and deciding the target and means of 
evaluation. 

  As the seven steps above show, this model is somewhat similar to Tyler’s model; 
however, it further divides into two parts�content and learning experience. 

 
Ban Chiao Model: Curriculum Planning Model in Taiwan 

 

 Taiwan’s Ministry of Education established the t\Teachers’ Community of 
Research and Study in Ban Chiao, Taipei County, on May 10, 1956, in order to 
enhance the quality of national teachers�Huang, 2000�. The Ministry of Education 
invited educator Kao Tzu to act as the first supervisor to reinforce educational research 
study. She was given the permission to increase the lab for educational research and 
arrange for researchers. At the same time, she accepted the challenge of training the 
person who would become president or supervisor of all elementary schools (Owe, 
1998). In 1972, Mrs. Kao took the authorization from the Ministry of Education to 
develop the program of elementary school curriculum design research. Then it has 
become the Ban Chiao model of everybody knows in Taiwan today (Huang, 2000). 

 For a clear understanding of the Ban Chiao Model, it can be extrapolated it from 
four aspects (Huang, 2000; Owe, 1998): 
 
Editorial basis:  

To look at the Ban Chiao Model from an editorial basis, means to use the 
experimental research to develop curriculum design. Realizing the importance of 
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social education, The Ministry of Education designated the Teachers’ Community of 
Research and Study to carry out the various developmental experiments regarding the 
subject of society curriculum in elementary schools.  

Editorial unit: 

Because the teachers’ community for research and study was established in Ban Chiao 
Taiwan, it named the Ban Chiao Model. 

Subject composition: 

For example, The Ministry of Education announced that the basis of social subject 
matter is social science, and used the combination of seven subjects anthropology, 
sociology, psychology, political science, economic, history, and geography to develop 
the curriculum. 

Total Objective: 

 The goal of the Ban Chiao Model of curriculum development is to develop the 
basic knowledge of good living attitudes, behaviors, and habits in children. Therefore, 
they will be able to adjust themselves and to adapt their living conditions in the future. 
Encouraging students to practice morals and ethics in order to be good students and to 
be good citizens as they are growing up is part of the overall objective put forth by the 
Ban Chiao Model. These aspects of the Ban Chiao Model guide most curricula put 
together in Taiwan.  
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 

Interrelated Procedure of Objective Model 
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 Using figure to directly talk about the interrelated procedure of the objective 
model as follows: 
  

 
 

 
  
 

Figure 3. 
Interrelated Procedure of Objective Model. 

 
 

Something we need to notice about is that the concrete objective under objective 
model does not always include the specific learning achievement, but it should 

Temporary General Objective 

Filtration: Educational Psychology 

Organizing Learning Experience 

Evaluating Learning Experience 

Source: Students Source: Society Source: Subject 

Filtration: Educational Philosophy 

Precisely Specific Objective 
 

Choosing Learning Experience 
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definitely contain the two elements of students’ behavior and students’ content. 
 

The Pros and Cons of Objective Model 
Advantages 
 
 First, some of the advantages of the Objective Model of curriculum 
development are easily observed. This model aimed at developing students’ behavior 
as the target goal of teaching. This shows that the planning done takes into 
consideration long-term view of outcome for the students. Second, it has the function 
of carefully managing objectives. Therefore, it is easy to observe the outcomes of 
attained objectives. In addition, it is easy to find the suitability of subject’s content, 
activity, and teaching methods based on the objective evaluation. Combined, many of 
the function in further analysis of the model are useful for the integrity of the 
curriculum, and for forecasting final results. Finally, the steps in the Objective model’s 
application are precise and logical, and thus, easily followed. 
 
Disadvantages 
 
 Besides advantages, some of the weaknesses must also be addressed. For 
instance, the objective under Tyler’s straight line model has a behavioral orientation. 
Behavioral objectives have many advantages if applied to curriculum design, but they 
have some limitations on execution. For example, they do not apply to all subjects or 
the design of a subject’s content. Furthermore, in general, it is too narrow because it 
judges the outcomes as successful or not based only whether objective has been 
achieved or not. Another weakness or disadvantage to some of the Objective Model 
lies in the limitations of choices of objectives. There are often limited to some 
behaviors which can be easily quantified, but excludes some objectives that cannot be 
quantified. For example, some objectives such as increasing respect for others in 
children cannot be objectively quantified. This means that much of what makes people 
moral or ethical cannot be included in measurable objectives. 

 
The Pros and Cons of Ban Chiao Model 

 
Advantages 
 
 Much like the Objective Model used in the United States, the Ban Chiao Model 
used in Taiwan presents both advantages and disadvantages. Since this model was 
purposefully composed by teachers in the anticipation of helping elementary school 
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teachers, its contents and materials show the conceptualization, spirituality, flexibility, 
and diversity needed in elementary schools.  
 
Disadvantages 

 
The goal of Ban Chiao Model is to help children to develop good attitudes, 

behaviors, and habits in their lives to carry into the future as the basis for adapting to 
current society, carrying out good national morals and ethics, becoming the active 
life-long learners, and being good citizens in their future. 

As these objectives show, the ideal of this curriculum is somewhat unrealistic and 
idealistic. Therefore, it easily becomes vacuous and difficult to implement. It cannot 
show its own unique character since it is somewhat similar to other models. Since the 
Ban Chiao model puts its highest emphasis on the basis of social science, it should 
define its educational goals based on the fundamentals of social science. However, this 
objective is out of line with the view of social science; therefore, it lacks content 
objective and process objective, which will produce many problems.  

 
Conclusion and Suggestion 

 

Generally speaking, both models presented are objective models of curriculum 
design no matter whether used in Taiwan or American. Both models always follow the 
procedure of analyzing needs, deciding objective, choosing content, organizing 
materials, experiencing, and evaluating to develop a curriculum that combines 
teaching and learning. Basically, the objective models that America and Taiwan have 
adopted are almost similar in concept; however, they differ in as in the details of 
execution. 

Therefore, the author concludes that the biggest problem in the objective model is 
that the choice of objective usually finds limits in some behaviors that just can be 
quantified. If this weakness can be overcome, the objective model will provides good 
guiding principles for directing curriculum design.  
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Abstract 

This study verifies an entrepreneurship attitude model and the influential factors 
for business department students at technology colleges and universities. This study is 
based on a literature analysis and theory to construct the entrepreneurship attitude 
model and the influential factors for students. Student personal characteristics are 
adopted as independent variable, environment cognition as the intervening variable, 
and attitude toward entrepreneurship as the dependent variable. The survey sample is 
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students studying in the business department at National or Private Colleges and 
Universities of Technology. One thousand eighty-five copies of a survey questionnaire 
were distributed with 881 copies returned, of which 792 questionnaires were valid. The 
responses were analyzed using stepwise regression and LISERL. The results indicated 
that student attitude toward entrepreneurship was affected by environment cognition 
and personal traits, which indirectly affected attitude toward entrepreneurship.  
Key Words� Attitude toward entrepreneurship�environmental cognition�personal traits. 
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1. Introduction  
The entrepreneurial revolution has taken hold across the globe and has undeniably 

impacted the world of business. The younger generation of the 21st century is 
becoming the most entrepreneurial generation since the Industrial Revolution. About 
5.6 million Americans are actively trying to start their own businesses today. They are 
younger than age 34 and nearly 80% of would-be entrepreneurs are between the ages 
18 and 34. These explosive numbers have come with similar increases in the field of 
entrepreneurship education (Donald, 2005). In Taiwan, remarkable growth and 
development in research in curricula and programs has occurred in the field of 
entrepreneurship and new-venture creation. Colleges and universities offer courses to 
students to prepare for the future. According to this trend, we ought to understand 
student needs for entrepreneurship studies.  

The impact of entrepreneurship education has been recognized as one of the 
crucial factors that help youths to understand and foster an Attitude toward 
entrepreneurship (Gorman, Fanlon & King, 1997�Kourilsky & Walstad, 1998). The 
attitude and knowledge of entrepreneurship are likely to shape their inclination to start 
their own business in the future (Wang & Wong, 2004). We need to understand how to 
develop and nurture potential entrepreneurs while they are still students in school. We 
are exploring and confirming the factors that influence student attitude toward 
entrepreneurship to help colleges and universities design and develop effective 
entrepreneurial programs.  

This study surveyed a sample of technological college and university students in 
Taiwan to examine their attitude toward entrepreneurship and the main factors 
affecting their attitude. We reviewed the past literatures to construct the research 
framework. 
2. Literature review  

There are various personal characteristics, cognitions, and social conditions that 
affect an individual’s choice to pursue entrepreneurial activities (Carter, Gartner, 
Gatewood and Shaver�2003). This article focuses on a specific set of environmental 
cognitions and personal traits, and examines the reasons individuals offer for student 
entrepreneurial attitudes. 
2.1 Attitude toward entrepreneurship 
 Schame pointed out that entrepreneurship is a part of the company management 
processes which focus on investment into new ventures, creating a new venture, 
building new organization departments, and supplying new products and services 
�Wang, 1991�. Low and MacMillan (1988) thought that entrepreneurship means to 
build a new venture. Zhang (2002) defined entrepreneurial attitude according to the 
following four statements:  
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1. Attitude is an individual’s tendency toward a specific thing and environment. It is a 
person’s inclination with persistence and consistency. In addition, this inclination could 
be inferred by the individual’s behavior. However, the intention in an attitude is not 
discerned only through behavior. Attitude encompasses general knowledge and 
comprises the cognitive, emotions and actions.  
2. The attitude must have a target. The target of an attitude is a concrete person or thing 
and could also be an abstract idea or thought.  
3. Attitude is analogous to inclination. When people hold a positive attitude toward a 
given target, they will hold the same positive attitude towards a similar target. 
 4. The person’s cultural traditions, family environment and educational environment 
are the environmental factors that affect the formation of attitude. In general, an attitude 
is a collection of personal traits that can be learned.  

Because external behavior might be restricted by a situation, an attitude might be 
reflected only in thought. The attitude includes the following three factors: 1. Cognitive 
composition: brief and idea 2. Emotion composition: The value and emotion 3. 
Behavior composition: Behavior and inclination toward action (Huang, 1986).  

In summary, the attitude is a mentally prepared state for any known subject. It is a 
subjective consciousness and that is affected by the environment. The attitude is a kind 
of lasting inclination. It can be an idiosyncrasy that could be shaped or changed via 
experience or study. The attitude toward entrepreneurship is an individual's concept 
about entrepreneurship, assessment and inclination towards entrepreneurial behavior or 
self-employment. If the individual has a strong attitude for starting a new venture the 
relationship between attitude and behavior is strong. This individual has a strong 
inclination towards entrepreneurship.  
2.2 Influence factor on the attitude toward entrepreneurship  

Greenberger & Sexton (1988) discussed why the entrepreneur wants to start an 
enterprise. There were four reasons. First, they would like to take a chance in the 
market.  Second, they believe their managerial skills are more efficient than those of 
other people. Third, they believe that their specialty could be developed into an 
enterprise. Fourth, they have already developed a product or service and they believe 
that can find a niche in the market. Fifth, this is the only way to start an enterprise and 
their other options are limited. Ghosh & Kwan (1996) focused on entrepreneurs from 
Singapore and Australia. They found that there were several reasons that these 
entrepreneurs started enterprises: 1.The individual wants personal growth. 2. They like 
the challenge. 3. There is more freedom in being a business owner. 4. The chance to use 
one's own knowledge and experience. 5. Do not like working for others. 6. They are 
affected by family or friends. 7. Family tradition.  

Carter, Gartner, Shaver & Gatewood (2003) explored and compared the reasons 
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that nascent entrepreneurs and non-entrepreneurs start enterprises and make career 
choices. The results of their research indicated that the main reasons individual's start 
enterprises are self- realization, financial success, roles, innovation, recognition and 
independence. Wang & Wong (2004) investigated the determinants of interest in 
entrepreneurship among university students in Singapore. Gender, family experience 
with business and educational level were found to be significant factors in 
entrepreneurial interests.  

The factors that influence entrepreneurs in starting an enterprise are divided into 
two classes. The first class involves the entrepreneur's own individual factors, including 
personal traits and conditions. The second class involves external factors such as family, 
friends and the external environment. This research focuses on the individual’s 
personal traits and environmental cognition. These are important variables that 
influence college and university student attitudes toward entrepreneurship in Taiwan.  

Personality is a person's inherent external behavior. The personality dominates a 
person’s words, deeds and role in life. Moreover, individual actions, looks, posture and 
thinking are derived from the personality (Yu Zhao, 1989). Costa& McCrae (1992) 
thought that the personality shows the individual’s degree of inclination towards a 
certain thing or action. The personality is a model of consistency that shows thought, 
emotion and action. They thought that personality is different in kind and degree for all 
persons. In other words, all people own every kind of personal trait, but the degree that 
each trait is individually manifested is different. 

In characteristics or traits-based research the researcher attempted to describe the 
entrepreneurial personality as the key component in creating a venture. In past research 
on personal traits and entrepreneurship the researchers indicated that the need for 
achievement, locus of control, risk-taking propensity, Type-A behavior and tolerance 
for ambiguity are the kinds of personal traits necessary to entrepreneurs. The Big-Five 
personality theory is comprised of the complete entrepreneurial traits. As outlined in 
Carter et al (2003), innovation, independence, self-realization, financial success, roles 
and recognition are the important reasons an entrepreneur chooses to start an enterprise.  

In 1946, Raymond Cattell used emerging computer technology to analyze the 
Allport-Odbert personailty list. The hypothesis that individuals describe themselves 
and each other according to sixteen different independent factors was examined. With 
these sixteen factors as a basis Cattell went on to construct the 16PF Personality 
Questionnaire, which remains in use by universities and businesses for personnel 
selection. The current 16PF takes these findings into account and is considered to be a 
very good test. In 1963 W.T. Norman replicated Cattell’s work and suggested that five 
factors would be sufficient �Wikipedia, 2006�The Big-Five model is therefore suitable 
for measuring individual personality.  
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 The potential for entrepreneurs today is greater than ever. The entrepreneur 
perhaps possesses some personal traits that make them more likely to start an enterprise 
than others (Li, 2000). For this reason, understanding the individual's personal traits 
could help us know the potential characteristics required for entrepreneurs. We will 
explore different personality traits and environmental factors that produce 
entrepreneurship. 

In the Big Five personality theory personalities are classified into the following 
categories; agreeableness, conscientiousness, extraversion, neuroticism and openness 
to experience. The Big Five are five broad factors or personal trait dimensions 
discovered through empirical research (Goldberg, 1993). Although psychologists have 
developed theories to account for the Big Five, the Big Five is a descriptive model of 
personality and not a theory (Wikipedia, 2006). Table 1 is a comparative list of the 
Big-Five personal traits and entrepreneurial personality. According to the comparison, 
the Big Five characteristics are similar to the traits for an entrepreneur. For example 
agreeableness is same as Type-A behavior and paying attention to human relationships. 
Conscientiousness is similar to the entrepreneurial goal-directed and responsibility 
characteristics. Third, extraversion is similar to entrepreneur characteristics such as 
likes challenge�need for authority�aspiration�need for achievement and confidence. 
Neuroticism is similar to characteristics such as locus of control and risk-taking. 
Openness to experience is similar to innovative and independence characteristics. 
Therefore, adopting the Big-Five five personal traits to measure the entrepreneurial 
personality is useful in examining entrepreneurial characteristics.  
Table 1  The list of comparison of Big-Five personality and entrepreneur traits  

Big-Five Type of 
personality 

Personality characteristic(s) The entrepreneur trait 

Agreeableness 
friendly�generous�helpful�
decent�trustworthy 

Type-A behavior�human 
relationship 

Conscientiousness 
control�regulate�acting 
spontaneously 

Goal-direction�responsibility 

Extraversion 
Enjoy being with people�full of 
energy�positive emotions�
action-oriented�enthusiastic�

challenge�attempt�need for 
authority�aspiration�Need for 
achievement�confidence 

nNeuroticism 
Tendency to experience 
negative feeling such as 
anxiety�anger or depression. 

locus of control�risk-taking  

Openness to 
Experience 

imaginative�creative�
conventional�more aware of art

Innovation�independence 
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The environment is a comprehensive factor in influencing entrepreneurs to start an 
enterprise. This includes economic, social culture and policy factors. The environment 
affects individual entrepreneurial will and ability. (Gnyawaii & Fogel, 1994). 
According to past research, a nation’s entrepreneurial environment appeared at the 
lowest limitation, which includes tax and other incident factors. The entrepreneurial 
environment includes all of the training and advisory services to any person that creates 
a new business. Government organizations can offer training and consultation services 
to improve the environment for starting enterprises. Therefore, the environment affects 
the entrepreneur’s motivation and the entrepreneur’s cognition of this environment 
would affect the individual’s attitude toward entrepreneurship. These factors affect the 
individual’s entrepreneurial behavior. Entrepreneurial environmental factors are 
described in Table 2 
Table 2  The influential factors of entrepreneurial environmental  
Researcher Influential factors of entrepreneurial environmental  

Scott & Tomey 
( 1988) 

1. Predisposing Factors :  roles of parents.  
2. Triggering Factors: seeking jobs, unemployment and job 
alertness. 
3. Enterprise's ideas.  

Bird( 1988) 
1. Society, policy and economic changes. 2. changes of the market. 
3. rescind the control  

Xu S. J ( 1990) 
1. Microeconomic environment.  
2. The society and political environment.  

Zhang J. S ( 1991) 
1.Economic chance situation: Three items of economic chance 
situation, such as fund supplying, supply of labor and the market 
scale. 

Wang Q. H 
( 1991) 

1. Government policies 2. The place of starting an enterprise 3. 
Industrial structure. 4. Market situation is 5. The fund and labor. 6. 
Attraction of human. 7. Site of factory and products. 8. The 
workforce supply and policy stability  

Cai S. Z ( 2001) 

1. The industrial structure changes. 2. The economic change. 3. The 
changes of the society. 4. The government's stability. 5. The stability 
of the political situation is 6. The changes of the law. 7. Changes of 
science and technology  

 
3. Methodology 
3.1 Sample 

This survey included undergraduates in the business management departments of 
technological colleges and universities in Taiwan. The sample size consists of 812 
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undergraduate students in Taiwan, which represents a 73 � response rate from the total 
number of questionnaires distributed.  
3.2 Instruments 

The survey instrument was based on an academic review of the entrepreneurship 
study field. The way the variables were derived and measured is described below. 
3.2.1 Personal traits 

Personal traits were the independent variables. In this study, the personal traits 
scale was revised from the NEO-EFI �Costa�McCrae, 1986�and Cai�2001�Big-Five 
personality questionnaires. The personal traits scale is a paper and pencil measure 
based on a five-factor personality model. This research divides student personal traits 
into five areas, including: (1) Human relationships; (2) Goal direction; (3) Need for 
achievement; (4) Locus of control; (5) Creative thinking. 
3.2.2 Environmental cognition  

In this study, environmental cognition is the independent variable. The strength of 
the influential factors upon action is proposed in starting an enterprise involving the 
society and political environment. This is based on Bird (1988), who proposed that 
human behavior is affected by the external environment. Environmental cognition is 
divided into four factors. (1) Family environment; (2) Educational environment; (3) 
Social environment and (4) Economic environment. 
3.2.3 Attitude toward entrepreneurship 

The attitude toward entrepreneurship is the dependent variable. The attitude was 
measured according to the method of the social psychologists Rosenber & Hovland 
(1960), who developed the concepts of putting forward an attitude. Attitude was 
divided into: (1) Cognition; (2) Emotion; (3) Motivation; (4) Behavioral intention. 
3.2.4 Measures 

In this study, respondents were asked to respond to each item on a 5-point response 
scale ranging from 1 (strongly disagree) to 5 (strongly agree). 
3.3 Validity and reliability 

We followed a two–step procedure using SPSS software to assess the validity and 
reliability. An exploratory analysis was conducted first that assessed the underlying 
factor structure of the scale items. To do so, we removed factor load items�.30. The 
remaining items were then factor analyzed again. The results revealed factors with 
eigenvalues greater than 1.0. In the next step we conducted Cronbach’s α to assess the 
reliability of the scale items. Table 1 shows the reliabilities. 

The results for the reliability and validity, the personality traits consisted of 19 
items, divided into five dimensions. Environmental cognition consisted of 14 items 
divided into four dimensions. The attitude toward entrepreneurship consisted of 21 
items, divided into four dimensions. 
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Table 3  Reliabilities of dimensions of instrument  
domain Item  Item no Cronbach’s α 
Human 
relationship 

4 7�21�22�23 .77 

Goal direction 6 10�12�13�15�18�19 .80 
Need for 
achievement 

4 25�26�27�28 .73 

Locus of 
control 

3 20�33�47 .58 

Creating 
thinking 

2 41�46 .64 

Personality traits reliability Cronbach α .83 
Family 
environment 

3 1�2�3 .70 

Education 
environment 

4 4�5�6�7 .82 

Social 
environment 

4 8�11�12�13 .76 

Economic 
environment 

3 9�10�14 .74 

 Environmental cognition reliability Cronbach’s α .85 
cognition 4 1�3�4�5 .82 
emotion 5 15�16�17�18�19 .88 
motivation 5 12�14�20�21�22 .87 
Behavior 
intendance  

7 13�23�24�25�26�27�28 .89 

Attitude toward entrepreneurship reliability Cronbach’s α .94 
 

4. Data analysis and results 
4.1 Research and data analysis 

We conducted regression and structural equation models (SEM) in this research. 
OUr research model included two independent variables and one dependent. The 
dependent variable was the attitude toward entrepreneurship. Environmental cognition 
and personal traits were the independent variables. We conducted regression analysis 
to test the efficiency among the variables. 

We conducted structural equation models (SEM) to test our research model. This 
is a general method for determining if the theoretical models fit the empirical data. The 
general SEM model can be divided in two submodels: a measurement model and a 
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structural model. The measurement model defines relations between the observed and 
the unobserved variables, and it specifies the manner by which each measure loads on 
a particular factor. In contrast, the structural model defines the relations among the 
unobserved variables. It specifies the manner by which particular latent variables 
directly or indirectly influence. We used the SEM to identify the relations and 
influence among attitude toward entrepreneurship, environmental cognition and 
personal traits. 
4.2 Regression analysis  

We applied regression analysis to estimate if the environmental cognition and 
personal traits were predictors of attitude toward entrepreneurship or not. As Table 4 
shows, the dependent variable is the attitude toward entrepreneurship and the 
independent variables were environmental cognition and personality traits. The results 
supported that environmental cognition and personal traits were significant predictors 
of attitude toward entrepreneurship. Furthermore, environmental cognition is an 
important predictor of attitude toward entrepreneurship. This could explain the attitude 
toward entrepreneurship better than personality traits (based on Adjusted R2). The 
parameter estimates (based on the β ) showed that environmental cognition and 
personal traits were positively and significantly related to attitude toward 
entrepreneurship. 
Table 4 Results of regression on Attitude toward entrepreneurship 

Attitude toward entrepreneurship Dependent Variable 
Independent variable  β SE R2 Adjusted R2 
Environmental cognition .552��� .047 .305�� .304� 

.465��� .049 Environmental cognition 
Personality traits .234��� .042 

.352�� .350� 

�p�.05(one-tailed test) 
��p�.01(one-tailed test) 
���p�.001(one-tailed test) 

 
4.3 Structural Equation Model 
4.3.1 The model data fit 
 The structural equation model was described in Fig. 1 and Table 5. The figure 
describes the model and the table shows its parameters. The SEM analysis was 
conducted using the LISERL program, based on the covariance matrix generated from 
this sample. All of the relationships entered into the model were significant, according 
to a maximum likelihood discrepancy function. This model was found to fit the data 
chi-square (n=300)= 225.33, GFI= 0.89, RMSEA= .088, NFI= 0.92, RFI= 0.89, CFI= 
0.94, and all parameters were found to be significant (p�.05). In contrast to the critical 
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index value that the grater part of indices are fit for critical standard. The means of the 
result, the empirical data was a fit for our research model.  
Table 5 The results of Structural Equation Model Analysis 
Fit Indicators 
indices Critical index 

N= 300  df= 62 200�N�500 
chi-square= 225.33 p�.05 
GFI= 0.89 �0.9 
RMSEA= .088 �0.1 
NFI= 0.92 �0.9 
RFI= 0.89 �0.9 
CFI= 0.94 �0.9 

 
4.3.2 The influence effects among the variables 

According to theory of this research, the relations and the influence effects among 
the Attitude toward entrepreneurship, environmental cognition and personal traits are 
supposed by the statistical result. The result in the Table 6 shows that the personality 
traits did not directly affect the attitude toward entrepreneurship significantly (γ=0.13, 
t=1.87, p> .05), but the personality traits could directly affect environmental cognition 
significantly (γ=0.47, t=4.99, p< .05). In addition, environmental cognition could 
directly affect the attitude toward entrepreneurship, and the coefficient was 0.60 (γ=.60, 
t =5.7, p< .05).  

 
 The results show that only the personal traits have indirect effects in this research 
model. They could affect the attitude toward entrepreneurship through environmental 
cognition. The indirect influence value is 0.28(0.47×0.60).  

According to the above research results personal traits were directly influential 
factors into the attitude toward entrepreneurship and environmental cognition. 
Environmental cognition is a direct influential factor into the attitude toward 
entrepreneurship. Moreover, personal traits are indirect influential factor on the attitude 
toward entrepreneurship (0.28+0.13=0.41). 

 
 
 

Table 6 The results of influence among the variables 
variables Direct/indirect effect Personality traits  Attitude toward 

entrepreneurship 
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Efficient value 
Standard error 
t-value 

0.13/0.28 
0.07/0.06 
1.87/4.73 

Total effect 
Attitude toward 
entrepreneurship 

Efficient value 
Standard error 
t-value 

0.41* 
0.07 
5.47 

 
 
 

Environmental 
cognition  

Efficient value 
Standard error 
t-value 

0.47* 
0.09 
4.99 

0.60 
0.10 
5.70 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Personal 
traits 

0.48

0.55 

Family’s 
environment 

0.60 

Fig 1  The structural equation model 

0.78

0.47

Environment
-al cognition

Attitude toward 
entrepreneurship

0.13

Education 
environment 0.75

0.73

0.60

Education 
environment 

Education 
environment 

0.70

0.83

0.68

Education 
environment 

Education 
environment 

Education 
environment 

Education 
environment 

0. 

0.56 

0.74 

0.77 

0.48 

0.64 

Creating 
thinking 

Locus of 
control 

Need of 
Achievement 

Goal direction 

Human 
relationship 
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5. Conclusion and suggestions 
 This study tested an influential model on the attitude toward entrepreneurship. 
The model was found to fit the data. Moreover, it was found that personal traits and 
environmental cognition were the important factors in entrepreneurship. Previous 
research, such as carter et al. (2003) and Wang & Wong (2004), called for studies on 
entrepreneurs and students with similar factors that affected their entrepreneurial 
interest and actions. Although there are some differences from previous research on 
personal traits, the result of this research was confirmed by the research of Gnyawaii & 
Gogel (1994), and could be explain by Bandura’s Social Learning Theory. The Social 
learning theory explains human behavior in terms of a continuous reciprocal 
interaction between cognitive, behavioral and environmental determinants. 
Accordingly, the environmental cognition could affect the individual attitude toward 
entrepreneurship. The personal traits could affect the attitude toward entrepreneurship 
through environmental cognition. 

According to the analysis result, the need for achievement, locus of control and 
creative thinking are the most important characteristics for entrepreneurship. The 
family, society, education and economic environment are also important factors. We 
could enhance the attitude toward entrepreneurship in students at technological 
colleges and universities through entrepreneurship education. We could supply 
entrepreneurial knowledge to students. We could also promote more entrepreneurial 
actions and foster entrepreneurial personalities. Finally, we could provide some 
suggestion as below. 

We should encourage students to attend entrepreneurial competitions and 
join workshops on entrepreneurship. They could get more information and 
resources and add to their cognition of the environment. There are two ways to 
help students. 
1. We could offer students more information via the school educational system. We 
could promote students in the pursuit of achievement and innovation. The government 
departments, enterprises, communities and social organizations are the suitable 
organizations for this assignment. 
2. Hold relevant lectures and classes to help students understand policies, resources and 
the entrepreneurial environment. We should teach them to analyze the direction and 
chances for entrepreneurship. This could increase student confidence about 
entrepreneurship   

We should foster student's positive employment attitude to improve their 
cognition of the environment and establish a foundation for entrepreneurship in 
the future.  

In accordance with result of this research, the attitude toward entrepreneurship in 

2007 HICE Proceedings 
Page 794



 14

undergraduates is affected by the environment. If students have a more positive 
employment attitude they would to know about the environment for critical 
occupations. The school should request that students be responsible, conscientious, and 
pay attention to learning achievement and attend entrepreneurial directed activities. 
When students possess a good employment attitude, this would increase their attitude 
toward entrepreneurship.  
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ABSTRACT 

Continuing education was becoming popular in Taiwan’s society. It benefited 

adults with extra opportunity and promoting job skills that had been working for 

many years. However, continuing education also imposed burdens on the students. 

The pressure was mainly from multiple roles they were required to take care of family, 

schooling, and work simultaneously. 

The purpose of this study was designed to measure non-traditional students’ 

perceptions of role conflicts between work and school and subsequent coping 

strategies, and to determine factors relevant to the role conflict and coping.  

To conduct the survey, a questionnaire was developed to investigate the work and 

school conflict and coping strategies. Results of the study were based on useable 

responses received from 485 non-traditional students in technological and vocational 

colleges, with a return rate of 80.83%. 

This study found marital status had a significant effect on work and school 

conflict, and coping strategies. The single students were better at work and school 

conflict and the married students were better at coping. In addition, maturity which 

was defined by combining age and years of work experience had a significant 

relationship with work and school conflict and coping strategies. For the participants 

in this study, there was a significant relationship among development conflict, quality 

conflict, and coping strategies. 
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Abstract 
The trend of language learning has focused on the interactive way in recent years.  In contrast to the traditional 

whole-class teaching, Cooperative Learning is more likely to enable learners to work together for learning.  In addition, the 

best language learning is that learners can be socially influenced by peers over interacting, communicating and practicing the 

language repertoire.  Therefore, this research aimed at animating the language learning process and demonstrating learners’ 

devotion to language learning.  Finally, some researches related to cooperative learning will also be reviewed. 

 

 

Introduction 
English has become a main communication tool in the process of globalization.  As a result, English education has been 

seen as an indispensable course throughout the EFL countries, too.  However, reinforcement of reading skills, explanation of 

words, translation of context, and analysis on grammatical structures were emphasized in Taiwan’s EFL teaching programs.  In 

addition to the reading skill, the skills of listening, speaking, and writing should be reinforced (Chen, & Wei, 1993).  

Furthermore, the traditional Whole-Class teaching in EFL classroom has caused difficulties for English teachers.  Students of 

different levels were taught in the same classroom and they were interfered negatively (Chen, 2004).  The low achievers were 

frustrated in learning English, too (Chiu, 2002).  Their English learning motivation were lost.  In recent years, the interactive 

language learning has dominated the English learning trend in Taiwan.  Cooperative Learning is more likely to enable learners 

to work together for learning.  In addition, the language learners could be socially influenced by peers over interaction and 

communication.  Students’ learning motivation and willingness of communication would be aroused under this teaching 

principle.  Finally, some researches in support of cooperative learning would be reviewed in the following discussion. 

 

A review of communicative competence and language-acquisition  

McGroaty (1993) pointed out that learners had been influenced by the developments in cognitive aspect.  It showed the 

cooperative groups outperformed the traditional Whole-Class structure in providing students a real situation.  And students 

were able to be given a meaningful context to drill the four skills of language learning, and the cognitive perspective would be 

created as well.  The related theories of this field were provided language learning strategy by Oxford (1990).  

The word “communication” derived from a Latin word for “commonness”. The prefix “com” suggested togetherness, 

joining, cooperation, and mutuality (Lobuts, & Pennewill, 1989, p. 177).  Therefore, communication was definable as “a 

reciprocal exchange between two or more individual”.  And the cooperation would be enhanced when communication emerges.  

As a result, the communication was also seen as, active not static, and as counting on the negotiation of meaning between two or 
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more individuals who shared their opinions to one another (Lobuts & Pennewill, 1989).   

Oxford (1990) further developed a categorization of language learning strategies in her book “Language Learning 

Strategies: What every teacher should know”. Oxford stated that the language learning strategy should be aimed at the 

development of communicative competence and, in return, interaction arose.  Oxford also pointed out that “language learning 

strategy” was essential and revealed the development of communicative competence.  An effective way to intrigue the growth 

of communicative competence depended on the balance among three aspects: metacognitive, affective and social strategy.  Its 

strength lied in actively participating in communication and having a discussion or negotiation with others.  Learners could 

gain more language communicative competence through cooperating with peers and getting involvement under the social 

settings (Liang, 2002).  

However, Krashen’s (1985) input model of the second or foreign language acquisition counted on adequate exposure to a 

comprehensible input.  And learners who participated in the meaningful activities could prompt the acquisition of language and 

the communicative competence.  Therefore, the second or foreign language acquisition was viewed as a highly interactive and 

collaborative process (Enright, & McCloskey, 1985). 

The cooperative learning offered more opportunities for language development through increasing active communication, 

complexity of communication, and social language development (Olsen, & Kagan, 1992).  In the cooperative milieu, learners 

received more teachers and peer interaction in contrast to the traditional Whole-Class. The linguistic complexity and 

comprehension were created through learners’ repetitions, explanations and elaborations.  Furthermore, the social language 

development, such as paraphrasing others’ ideas, asking for explanations and indicating agreement or disagreement, were 

included (Liang 2002).  Liang (2002) criticized the teacher-lectured language learning environment.  Students always 

“studied” the language and never put it into practice.  Therefore, the language teaching should focus on a real situation where 

students were able to actively participate in activities and practiced what they had learned in class (Liang, 2002)  Teachers 

should give students more chances to “use” the language rather than simply “study” the language.  Also, the teacher’s role in 

class was a guilder or an assistant rather than a controller.  The Cooperative learning provided students a student-centered 

circumstance, and then students could benefit from the cooperative activities demanded each learners’ devotion (Liang, 2002).  

 

Motivational perspective 

Slavin (1995, 1996, 2004) claimed two major theoretical perspectives to explain the effectiveness of cooperative learning 

(CL): motivational and cognitive theories.  The motivational theory applied cooperative incentive structures and cooperative 

task structures to the instruction.  The group rewards and individual accountability were both emphasized (Slavin, 1983).  

Learners were inspired to cooperate and encourage their teammates with the group rewarding.  Also, in order to stimulate 

group members to work toward the joint work, the group accountability was employed with the practice of group scores.  

Hence, each of learners’ devotion to assisting less capable teammates, reaching the rewards and accomplishing the joint tasks 

ultimately, were improved (Slavin, 1983). 

A number of studies had been conducted to compare the cooperative learning and the traditional Whole-Class (Tsai, 1998; 

Tsai, 2004).  In CL, each individual took responsibility for one part, shared it with teammates, and then collaborated with 

others for completing the joint work.  CL provided an environment where learners could work together to increase performance 

and achieve the shared goals.  Compared with the traditional Whole-Class, learners had to work by themselves and 

accomplished their own goals (Johnson & Johnson, 1991, 1998).  In addition, Sharan (1980) indicated that the cooperative 

learning influenced students’ performance, productivity and attitude.  

A research conducted by Sharan and Shaulu (1990) showed the relationship between the motivation and academic 

achievement on cooperative learning.  The research used the Group Investigation Method and viewed that students’ motivation 
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and academic achievement were improved when their orientation toward cooperating with others in a group was achieved.  The 

intrinsic interest was inspired under the cooperative learning environment (Sharan and Shaulu, 1990).  

Dornyei (1997) stated that the Cooperative Learning Method highlighted improvements in the learners’ self-esteem, 

self-efficacy, and confidence.  Due to the lessoned anxiety or stress in language learning, learners were motivated to engage in 

varied interaction while working intensively in the process of cooperation along with peer collaboration toward their joint tasks.  

The strength of CL spotlighted on positive interdependence among learners.  Learners who were in the same group would be 

motivated to assist their team members and complete the joint work ultimately (Bejarano, 1987). 

 

Cognitive Perspective: 

The cognitive development of cooperative learning focused on the developmental theories (Slavin, 1996).  As Slavin 

defined the cognitive perspective:  

The cognitive perspective holds that interactions among students’ will in themselves increase students’ 

achievement for reasons which have to do with mental processing of information rather than with motivations 

(Slavin, 1996, p. 48).    

The developmental theories held collaborating on the joint task, and students’ cognitive growth would be benefited.  Also, 

mental function could be enhanced as well (Slavin, 1996).  Learners in the cooperative learning setting could be benefited from 

the information-exchange, topic-discussion, or question-asking activities.  Working with their peers on the problem-solving 

task also helped the cognitive growth.  Compared with the traditional Whole-Class, this setting gave vent to openly discussions.  

Students had more chances to cooperate with classmates on the problem-solving tasks in such a learning setting.  Forman and 

Cazden (1985) revealed that students who were not capable of solving problems alone could learn from the cooperative process, 

and then their abilities could be enhanced as well after accomplishing the joint tasks.   

Vygotsky (1978) developed the concept of the “zone of proximal development”. The zone of proximal development was 

viewed as the distance between the actual developmental and the proximal level.  And the gap actually referred to what 

students could do on their own and what they could potentially do under the guidance of more competent individuals (Slavin, 

1996).  Learning could be viewed as a developmental process.  Students participated in CL activities and had discussions with 

their teammates.  As a result, learners were able to get internalized through the repeated drills by more capable individuals 

under the CL circumstances (Slavin, 1996).    

In addition, the point of Vygotskian paradigm gave great weights to the importance of culture (Cole & Wertsch, 1996).  

He stated that the cognitive development was regarded as a process of culture acquired.  The interaction among learners was 

culturally affected by the environment, and then they could be internalized under the positive social activities, such as peer 

interaction or adult-child interaction in the midst of the group activities.  The proximal development was easily intrigued by 

adults or more competent peers.   

However, Tude (1990) argued solely stressing on interaction-facilitator or pairing less or more capable students in one 

group might be insufficient in promoting the effectiveness of cognitive development.  Therefore, he put much emphasis on 

paying further attention to the process of cooperation and the specific circumstances. For instance, problem-solving activities 

could help promote the effectiveness of cognitive development.  

The Piagetians (Murray, 1982) called for the arising of cognitive conflicts could help learners’ cognitive growth.  Piaget’s 

view on the learning process was that the development occurred when negotiating with others and discussion activities.  

Additionally, Piaget argued that the growth of knowledge derived from the conflict.  Through the discussion, learners were 

more likely to combine what one actually knew and the new experiences together (Ginsburg & Opper, 1988).  
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Features of Cooperative Learning 

Cooperative Learning (CL) is a way of learning and life.  Cooperation, like a value, made students learn how to work 

together for achieving the goal (Jacobs, Power, & Inn, 2002).  In CL, six features to succeed in their task or a goal were 

heterogeneous grouping, positive interdependence, face-to-face promotive interaction, individual accountability/personal 

responsibility, social skill, and group processing (Huang, & Lin, 1996; Johnson, Johnson, & Holubec, 1994a, 1994b).  In the 

heterogeneous group, students could learn more with each other (Jacobs, Power, & Inn, 2002; Putnam, 1998; Sapon-Shevin, 

Ayres, & Duncan, 1994; Tsai, 2004), but Putnam (1998) indicated that students also worked in homogeneous groups when 

students were instructed in specific skills in a subject area, such as multiplying fractions in mathematics, or for other specific 

purposes.  In positive interdependence, the students had to believe that they “sink or swim together” (Huang, & Lin, 1996; 

Johnson, & Johnson, 1990, 1992, 1994b; Johnson, Johnson, & Holubec, 1994b; Johnson, Johnson, & Smith, 1991; Wang, 1992; 

Nevin, Smith, & Udvari- Solner, 1994), like responsibilities (Li, 1990).  Interaction was promoted after the positive 

independence.  Students in the group helped each other, shared needed resources, provided feedback to improve their 

performance, and reached to the same conclusions (Abrami, & et al., 1995; Huang, & Lin, 1996; Johnson, & Johnson, 1989, 

1992, 1994b, 1998; Johnson, Johnson, & Holubec, 1992, 1994b; Johnson, Johnson, & Smith, 1991; Nevin, Smith, & Udvari- 

Solner, 1994), like simultaneous interaction (Jacobs, Power, & Inn, 1992; Kagan, 1992; Kagan, & McGroarty, 1993), 

complementary action (Li, 1990) or face-to-face interaction (Villa, & Thousand, 1994).  Li (1990) put emphasis on that the 

more interaction the students promoted, the more implementation of learning they had.  Some researchers (Abrami, & et al., 

1995; Cohen, 1994; Jacobs, Power, & Inn, 2002; Johnson, Johnson, & Holubec, 1987, 1994a, 1994b; Kagan, 1992; Kagan, & 

McGroarty, 1993; Putnam, 1998; Slavin, 1989, 1990; Wang, 1992) pointed out that each student was an unique individual, and 

he/ she should take responsibilities in his/her group, called individual accountability, personal responsibility (Johnson, 

&Johnson, 1989, 1998; Johnson, Johnson, & Holubec, 1994a, 1994b), or individual and group accountability (Johnson, Johnson, 

& Smith, 1991).  The more students learned social skill and small- group skills, the higher the quality and quantity of their 

learning they had (Johnson, Johnson, & Holubec, 1987, 1994b; Wang, 1992), like collaborative skills (Jacobs, Power, & Inn, 

2002), social skill (Kagan, & McGroarty, 1993), cooperative skills (Putnam, 1998) or interpersonal and small-group skills 

(Nevin, Smith, & Udvari- Solner, 1994).  Group processing was important, too.  The teacher had to help each group solve 

their problems in working together, and the members in each group had to know how to improve the overall group performance 

and receive feedback from their participation (Abrami, & et al., 1995; Huang, & Lin, 1996; Johnson, & Johnson, 1989, 1990, 

1992, 1998; Johnson, Johnson, & Holubec, 1987, 1992, 1994a, 1994b; Johnson, Johnson, & Smith, 1991; Kagan, & McGroarty, 

1995; Nevin, Smith, & Udvari- Solner, 1994; Putnam, 1998; Wang, 1992; Tsai, 2004), like equal participation (Jacobs, Power, & 

Inn, 2002; Kagan, 1992).  However, the teacher had to give students more autonomy in their group because CL activities could 

give them some of power called group autonomy (Cohen, 1994; Jacobs, 1992).  Moreover, Slavin (1990) and Putnam (1998) 

emphasized equal opportunities for success.  They thought each group should have equal chance to success, and teacher had to 

put emphasis on adaptation to individual needs.  To sum up, these features of cooperative learning could promote group to 

work well (Johnson, & etc., 1991, 1994a, 1994b).  Comparison among cooperation and others, competitive and individual, the 

merits of cooperation were greater efforts to achieve, more positive relationships among students, and greater psychological 

health.  Hence, cooperation was important tools for students to succeed (Johnson, Johnson, & Holubec, 1994a). 

 

Techniques of Cooperative learning 

Many kinds of techniques in Cooperative Learning were utilized along with some activities, and it was implemented in a 

proper way (Huang, & Lin, 1996).  Some techniques to use cooperative learning in the classroom were Jigsaw, Students Team 

Learning (STL), Group Investigation (GI), Co-op Co-op, and Learning together (Chen, & Wei, 1993).  However, these five 
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techniques had some differences in learning, and evaluation.  In Jigsaw, SLT, and LT, students were divided into the 

heterogeneous group, but they choose their group according to their interests in GI and Co-op co-op.  In GI and Co-op co-op, 

students were evaluated according to their presentations.  Unlike GI and Co-op co-op, students were evaluated according to 

their quizzes in Jigsaw.  In LT and STL, students were evaluated according to their presentations or quizzes (Chang, 2005).    

 

Researches on Cooperative Learning  

Cooperative learning had been widely researched for its effectiveness on the second or foreign language class (Bejarano, 

1987; Wei & Chen, 1993a &1993b; Wang, 1992; Yang, 1997; Tsai, 1998).  Plus, implementing this technique could count on its 

group-based situation, affective climate and group members’ interaction on the target task.  The strength of cooperative 

learning could be on the following perspectives.   

Researches conducted by Wei and Chen (1993a) revealed the improvement of the four aspects of language learning 

because of the more opportunities and peer-assistance in practicing English in class.  Also, the overall language proficiency 

was promoted.  Speaking and listening proficiency were the most significant ones.  The result showed discussions and 

presentation related to language learning could improve the English proficiency.  Two hundred and sixty three students 

participated in this study, and over 80% of them gave positive response on activities.  They received more chances in practicing 

speaking and listening ability.  Furthermore, in order to prepare the oral presentations, learners had to search for more 

information to practice their reading skill.  Through those drills, learners received less fear than usual, and their communicative 

competence, interpersonal relations, confidence, and peer respect could be promoted.  Considering the adaptation to the 

teaching style, the author suggested that teachers should initially use the traditional Whole-Class and cooperative learning 

together, and then, tried to use this technique more often if students received positive reaction.   

However, Tsai (2004) indicated that the techniques of cooperative learning may promote students’ English reading 

comprehension.  The targeted students were senior high school and were tested by the Student’s Teams Achievement Division 

(STAD) for four weeks.  The author used the control group and experimental group to compare students’ reading 

comprehension.  The result showed the implementation of cooperative learning enhanced achievement on students’ reading 

comprehension.  Learners’ reading comprehension was enhanced owing to the discussion with peers.   As their reading 

comprehension was improved; in return, students were more active in class activities.  In addition, due to the EFL circumstance, 

teachers had to prepare their teaching materials, group worksheets, scorning sheets and examinations well prior to the class.  

Finally, the effectiveness of learning activities was promoted (Tsai, 2004).   

 Tsai (1998) stated that the cooperative learning resulted in improvement in listening and speaking proficiency indeed.  

On the other hand, the reading proficiency received little attention at first.  After a few months, the reading ability was 

gradually exerted in the experiment group.  Furthermore, the social skills, such as communicative skill, praise, respect and the 

supportive cooperative learning classroom, were the primary resources of resulting in an affective CL classroom.  She also 

revealed that the peer pressure and joint reward stimulated learners’ motivation when they cooperated with other group members.  

In addition, Wang (1992) stated that the CL could also promote positive effects in students’ academic achievement.  However, 

during the activities, students were inclined to make much noise and use the native language sometimes.  It required lots of 

patience to implement the CL efficiently.   

Bejarano (1987) yielded the cooperative small-group methodology in language classroom providing an immediate need 

for interpersonal contact.  Also, students were motivated to communicate with others in order to accomplish their group task.  

Furthermore, the group discussion also offered learners to use the language properly.  In addition, the arising of comprehension 

would be achieved in contrast to the traditional Whole-Class instruction.  As a result, the CL small-group served a means of 

communication in language acquisition and language learning.    
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Conclusion 

Cooperative Learning provided students an environment where served the communicative needs.  In addition, four skills 

of language drills under collaborative task-based group learning would be maximized.  Under the positive interdependent 

circumstance, learners were inclined to pool their information to the joint work which contributes to the successful group work.  

In the midst of activities-participation, learners’ interactions and the affective climate intrigued students’ motivation.  

Furthermore, students’ sense of achievement on reaching the shared goals also enhanced their improvements.  Therefore, 

learners were intrinsically motivated in participating Cooperative Learning activities; in return, their overall motivation and 

communicative competence were improved as well.   However, some critics were emerging in the Cooperative Learning 

activities.   When conducting the CL, students might use their native language and make noises when discussing with their 

team members.  Therefore, CL method could prompt students’ communicative competence and language learning motivation. 

 

Reference 

Abrami, P. C., & et al. (1995). Classroom connections: Understanding and using cooperative learning. Toronto: Harcourt Brace.  

Bejarano Y., (1987). A cooperative small-group methodology in the language classroom. TESOL Quarterly. v. 21, (3), 

p.483-504. 

Borich, G.. D. (2000). Effective teaching methods. Upper Saddle River, N.J.: Merrill. 

Chang, C. (Mar., 2005) The application and theories of cooperative learning. Journal of Education Research, v. 131, p. 45-60. 

Chen, G. (2004, November).The discussions and suggestions on bridging the English educational gap between junior high 

school and elementary school. Journal of Educational Research. Taipei: Higher Education Press 

Chen, Y., & Wei, C. (Jan., 1993). The implementation of cooperative learning to guide English teaching. English Teaching & 

Learning, v. 17, (3), p. 10-19. 

Chiu, N. (2002). Cooperative learning in one junior high school English classroom: an action research. Retrieved from: 

http://140.122.127.247/cgi-bin/gs/ntnugsweb.cgi?o=dntnucdr. 

Cohen, E. (1994). Designing groupwork: Strategies for the heterogeneous classroom (2nd ed.). New York: Teachers college 

press.  

Dornyei Z. (1997). Psychological processes in cooperative language learning: Group dynamics and motivation.  The Modern 

Language Journal, v.81, p. 482-493.  

Ellis, R. (1995). Understanding second language acquisition. Oxford: Oxford University Press.  

Enright, D. S., & M. McCloskey. (1985). Yes talking�organizing the classroom to promote second language acquisition. 

TESOL Quarterly, v.19, (3), p. 431-453.  

Forman, E. A., & Cazden, C.B. (1985). Exploring vygotskian perspectives in education: the cognitive value of peer interaction. 

In J.V. Wertsch (Ed.), Culture, communication, and cognition: vygotskian perspectives (pp. 323-347). Cambridge: 

Cambridge University Press. 

Ginsburg h. P. & Opper, S. (1988). Piaget’s theory of intellectual development (3rd ed.). Englewood Cliff, NJ: Prentice Hall.  

Huang, C., & Lin, P. (1996). Cooperative learning. Taipei: Wu-Nan Book Inc. 

Jacobs, G.. M., Power, M. A., & Inn, L. W. (2002). The teacher's sourcebook for cooperative learning: Practical techniques, 

basic principles, and frequently asked questions. Thousand Oaks, Calif.: Corwin press. 

Johnson, D. W., & Johnson, F. P. (1994a). Joining together: Group theory and group skills (5th ed.). Englewood Cliffs, N. J.: 

Prentice-Hall. 

Johnson, D. W., & Johnson, R. T. (1989). Cooperation and competition: theory and research. Edina, Minn.: Interaction Book Co. 

2007 HICE Proceedings 
Page 806



 

Johnson, D. W., & Johnson, R. T. (1989). Social skills for successful group work. Educational Leadership, v47, (4), p.29-33. 

Johnson, D. W., & Johnson, R. T. (1990). Cooperativelearning and achievement. In S. Sharan (Ed.), Cooperative learning: 

theory and research (pp. ). New York: Praeger. 

Johnson, D. W., & Johnson, R. T. (1991/1998, 5th ed.). Learning together and alone: Cooperative, competitive, and 

individualistic leaning. Boston: Allyn and Bacon. 

Johnson, D. W., & Johnson, R. T. (1992). Preparing children to live in an interdependent world. In Allan Combs (Ed.), 

Cooperation: beyond the age of competition (pp. 193- 202). Philadelphia: Gordon and Breach. 

Johnson, D. W., & Johnson, R. T. (1998). Cultural diversity and cooperative learning. In JoAnne W. Putnam (Ed.), Cooperative 

learning and strategies for inclusion: celebrating diversity in the classroom (2nd ed., pp. 67-85). Baltimore, Md.: Paul H. 

Brookes Pub. 

Johnson, D., Johnson R., & Holubec, E. (1992). Advanced Cooperative Learning. Edina, Minn.: Interactive Book Co. 

Johnson, D., Johnson R., & Holubec, E. (1994a). Cooperative Learning in the Classroom. Alexndria, Va.: Association for 

Supervision and Curriculum Development. 

Johnson, D., Johnson, R., & Holubec, E. (1994b). The new circles of learning: Cooperation in the classroom and school. USA: 

Association for Supervision and curriculum Development.  

Johnson, D., Johnson, R., & Smith, K. (1991). Active Learning: Cooperation in the college classroom. Edina, MN: Interaction 

Book.  

Johnson, R. T., & Johnson, D. W. (1994b). An Overview of Cooperative Learning. In Thousand, J. S., Villa, R. A., & Nevin, A. I. 

(Eds.), Creativity and collaborative learning: a practical guide to empowering students and teachers (pp. 31-44). 

Baltimore: P.H. Brookes Pub. Co. 

Johnson, R.T., Johnson, D. W., & Holubec. E. J. (Eds.). (1987). Structuring cooperative learning: lesson plans for teachers 1987. 

Edina, MN: Interaction Book Co. 

Kagan, S. (1992). Cooperative learning. San Juan Capistrano, CA: Kagan cooperative learning company. 

Kagan, S. & Mcgroarty, M. (1995). Principles of cooperative learning for language and content gains. In Daniel D. Holt (Ed.), 

Cooperative learning: A response to linguistic and cultural diversity (pp. 47-66). Washington, D.C.: Center for Applied 

Linguistics. 

Krashen, S. D. (1985). The input hypothesis. New York, NY: Pergamon.  

Li, H. (Aug., 1990). Practice of cooperative learning. Tittc News Letter, v. 47, p. 48-54. 
Liang (2002). Communicative language teaching and educational reform in Taiwan.  Journal of Paisa Humanities and Social 

Science, v.1, p.143-166. Retrieved from: http://www.ncue.edu.tw/~ccource/data/09.doc. 
Lobuts, J.F., & Pennewill, C. L. (1989). Individual and organization communication and destructive competition.  In D. 

Crookall & D. Saunders (Eds.), Communication and simulation: From two fields to one theme (pp. 177-187). Clevedon, 

Avon, UK: Multilingual Matters. 

McGroarty, M. (1993). Cooperative learning and second language Acquisition. In Daniel D. Holt (Ed.), Cooperative learning: A 

response to linguistic and cultural diversity (pp. ). Washington, D.C.: Center for Applied Linguistics. 

Nevin, A. I., Smith, K. A., & Udvari- Solner, A. (1994). Cooperative group learning and higher education. In Thousand, J. S., 

Villa, R. A., & Nevin, A. I. (Eds.), Creativity and collaborative learning: A practical guide to empowering students and 

teachers (pp. 115-127). Baltimore: P.H. Brookes Pub. Company.  

Olsen, R.E. W.—B., & Kagan, S. (1992). About cooperative learning.  In C. Kessler (Ed.), Cooperative language learning: A 

teacher’s resource book (pp. 1- 30). Englewood Cliffs, NJ: Prentice Hall.  

Oxford, R. (1990). Language learning strategies: What every teacher should know. New York: Newbury House.  

Putnam, J. W. (1998). The Process of Cooperative Learning. In JoAnne W. Putnam (ed.), Cooperative learning and strategies for 

2007 HICE Proceedings 
Page 807



 

Inclusion: Celebrating diversity in the classroom (2nd ed., pp. 17-47). Baltimore, Md.: Paul H. Brookes Pub. 

Sapon-Shevin, M., Ayres, B. J., & Duncan, J. (1994). Cooperative Learning and Inclusion. In Thousand, J. S., Villa, R. A., & 

Nevin, A. I. (Ed.), Creativity and collaborative learning: A practical guide to empowering students and teachers. 

Baltimore: P.H. Brookes Pub. Company. 

Sharan, S. (1995). Group investigation: Theoretical foundations. In Jon E. Pedersen, & Annette D. Digby (Eds.), Secondary 

schools and cooperative learning: Theories, models, and strategies. New York: Garland Pub. 

Sharan S. (1980). Cooperative learning in small groups: Recent methods and effects on achievement, attitudes, and ethnic 

relations. Review of Educational Research, v.50, p. 241-271.  

Sharan, Y., & Sharan, S. (1989). Group investigation expands cooperative learning. Educational Leadership, v. 47, (4), p. 17-21. 

Sharan, Y., & Sharan, S. (1992). Expanding cooperative learning through group investigation. New York: Teachers college 

press. 

Slavin, R. E. (1983). When does cooperative learning Increase student achievement? Psychological Bulletin, v. 94, p. 429-455. 

Slavin, R. E. (1989). Research on cooperative learning: Consensus and controversy. Educational Leadership, v. 47, (4), p. 52-54. 

Slavin, R. E. (1990). Cooperative learning: Theory, research, and practice. Englewood Cliffs, N.J.: Prentice Hall.  

Slavin, R. E. (1995). Cooperative learning: Theory, research, and practice (2nd ed.). Boston: Allyn and Bacon. 

Slavin, R.E (1996). Research on cooperative learning and achievement: What we know, what we need to know. Contemporary 

Educational Psychology, v.21, p. 43-69.  

Slavin, R.E. (2004). When and why does cooperative learning increase achievement ? theoretical and empirical perspectives.  

In h. Daniels and A. Edward (Eds.), The RoutedgeFalmer reader in psychology of Education. RoutleFalmers, NY: 

London.  

Sharan, S., & Shaulov, A. (1990). Cooperative Learning, Motivation to Learn, and Academic Achievement. In S. Sharan (Ed.). 

Cooperative Learning: Theory and research (pp.173-202). New York: Praeger.  

Tsai, S. (1998). The effects of cooperative learning on teaching English as a foreign language to senior high school students. 

Master Thesis. National Kaohsiung Normal University. 

Tsai, T. (July, 2004). The effects of cooperative learning on teaching English reading comprehension and attitude of senior 

students in high school. Journal of Research on Elementary and Secondary Education, v. 13, p. 261-283.  

Tudge, J. (1990). Vogotsky, the xone of proximal development, and peer collaboration: Implications for classroom practice.  In 

L.C. Moll (Ed.), Vygotsky and education: Instructional implications and applications of socialhistorical psychology 

(pp.155-172). New York: Cambridge University Press.  

Udvari-Solner, A. (1994). A decision- making model for curricular adaptations in cooperative groups. In Thousand, J. S., Villa, 

R. A., & Nevin, A. I. (ed.), Creativity and collaborative learning: A practical guide to empowering students and teachers 

(pp. 59-77). Baltimore: P.H. Brookes Pub. Co. 

Villa, R. A., & Thousand, J. S. (1994). One divided by two or more: Redefining the role or a cooperative education team.  In 

Thousand, J. S., Villa, R. A., & Nevin, A. I. (ed.), Creativity and collaborative learning: A practical guide to empowering 

students and teachers (pp. 79-101). Baltimore: P.H. Brookes Pub. Company.  

Vygotsky, L. S. (1978) Mind in Society. Cambridge: Harvard University Press.  

Wang, H. (1992). Using cooperative learning in the EFL classroom. National Taiwan Police College Bulletin, v. 5, p. 289-316.  

Wei, C. L., & Chen, Y. M. (1993a). Cooperative learning: A study of English teaching pedagogy- the perspectives of college 

students in Taiwan. In W. P. Li et al. (ed.), Papers from the tenth conference on English teaching and learning in the 

republic of China (pp. 175-191). Taipei: The Crane Publishing Company, Ltd. 

Wei, C. L., & Chen, Y. M. (1993b). The implementation of cooperative learning to guide English teaching. English Teaching 

2007 HICE Proceedings 
Page 808



 

and Learning, v. 17, (3), p.10-19. 

Yang, H. H. (1997). Action research: An example for applying cooperative learning to teach senior high school chemistry. 

Master Thesis. National Changhua Normal University. 

Yu, G. K. (1993). Cooperative learning for heterogeneous EFL classrooms in secondary schools in Taiwan. National Kaohsiung 

Normal University Journal, v. 4, p. 209-229. 

 

2007 HICE Proceedings 
Page 809



 

Cooperative Learning Activities in an EFL Junior High School Summer 
Camp 

 

Language Education 

 

Poster Session 

 

 

Chiu-Yen Chen                              Ming-Fen Chung 

love73122828@yahoo.com.tw                    mi520802000@yahoo.com.tw 

Po-Kai Chang                               Yang-Ting Pan 

ken8310@yahoo.com.tw                      ichjunge@hotmail.com    

  Yen-Ju Wang            Yi-Chen Chiang 

ju-1984@yahoo.com.tw            sharon-222@yahoo.com.tw 

 

*It is in alphabetical order by researcher’s names. 

 

Department of Applied Foreign Languages of National Formosa University 

Mailing Address: 64 Wen-hwa Road, Huwei Jen, Yulin Taiwan 632 R.O.C. 

Phone Number: 886-5-631-5805, 631-5808 

 

 

Key Words: Cooperative Learning, team work, EFL, camp 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 810



Cooperative Learning Activities in an EFL Junior High School Summer 
Camp 

 
Chiu-Yen Chen                              Ming-Fen Chung 

love73122828@yahoo.com.tw                    mi520802000@yahoo.com.tw 

Po-Kai Chang                               Yang-Ting Pan 

ken8310@yahoo.com.tw                      ichjunge@hotmail.com    

  Yen-Ju Wang            Yi-Chen Chiang 

ju-1984@yahoo.com.tw            sharon-222@yahoo.com.tw 

 

 

Abstract: 
Is it possible that students can learn a foreign language when they are playing with others 

simultaneously?  The possibility is not a dream at all.  Learning English as a foreign language 

through the game-like environment makes language learners learn better.  Therefore, this study 

would like to provide some activities and some useful suggestions to EFL teachers: to integrate 

cooperative learning activities into their language lessons at school or other language learning 

environments. Teamwork is the spirit of each activity, so each student has a chance to discuss with 

his/her team members.  Those activities were designed for junior high school kids.  They were 

related to their daily life, so that they could practice what they had learned at school as well as helped 

other students.  Each activity was designed according to the theory and tasks of Cooperative 

Learning.  The activities included information gap in Janfusun Fancyworld, discovery of Disney 

Land and so on.  

 

Introduction 
The practice of Cooperative Learning could boost students’ willingness to speak out in English and 

enjoy the learning process.  In this study, a communicative learning environment was built up by 

applying Cooperative Learning Method.  It raised the learning motivation of junior school students in 

Taiwan.  Importantly, group work is extremely concerned for this English summer camp.  In the 

process of each activity, a teacher had to be a problem-solver; he/she had to assist students during the 

activities.  Moreover, in order to enhance the overall group performance and receive feedback, each 

group member had to know how to deal with those problems (Abrami, & et al., 1995; Huang, & Lin, 

1996; Johnson, & Johnson, 1989, 1990, 1992, 1998; Johnson, Johnson, & Holubec, 1987, 1992, 1994a, 

1994b; Johnson, Johnson, & Smith, 1991; Kagan, & McGroarty, 1995; Nevin, Smith, & Udvari- Solner, 

1994; Putnam, 1998; Tsai, 2004;Wang, 1992), like equal participation (Jacobs, Power, & Inn, 2002; 

Kagan, 1992).  Every single students who is a unique individual ought to take responsibility for the 

group, which is called the individual accountability (Abrami, & et al., 1995; Cohen, 1994; Jacobs, Power, 

& Inn, 2002; Johnson, Johnson, & Holubec, 1987, 1994a, 1994b; Kagan, 1992; Kagan, & McGroarty, 
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1995; Putnam, 1998; Slavin, 1989, 1990; Wang, 1992), personal responsibility (Johnson, &Johnson, 

1989, 1998; Johnson, Johnson, & Holubec, 1994a, 1994b), or individual and group accountability 

(Johnson, Johnson, & Smith, 1991).   

The National Training Laboratories in American Maine developed a Leaning Pyramid (see 

Figure1) 

 

Figure1. Learning Pyramid 

 

 

 

 

 

National Training Laboratories, 

Bethel, Maine 

 

 

and pointed out that the worst learning effect was to listen to the lecture only, but the best learning effect 

was to teach others and to use what they had learned immediately.  Liang (2002) criticized what 

teacher-lectured language learning environment was where an environment students always studied the 

language without practicing.  Therefore, Liang (2002) suggested the language teaching should focus on 

a real life situation where students were able to actively participate in activities and practice what they 

had learned in class.  Therefore, students had a chance to practice what they had learned in each activity.  

Also, the teacher’s role in class was a facilitator or an assistant rather than a controller.  The Cooperative 

Learning provided students a student-centered language classroom.  Students could derive knowledge 

and friendship from the activities.  Furthermore, the social skills, such as asking for explanations would 

be learned from the activities. 

The cooperative language learning exhibited an air of information-sharing, meaning-negotiating 

and opinion-communication.  Furthermore, the communication was also viewed as actually 

participating real meaning and actual interactive situation.   Therefore, the language teaching had 

recently shifted from merely emphasis of the structural competence to communicative competence from 

the ability to use the language in context to use it appropriately in genuine real-life communicative 

situation (Bejarano, 1987).  Additionally, Krashen’s (1985) input model showed language acquisition 

and communication competence would be evoked by exposing to a comprehensible input with 

meaningful activities.  Second or foreign language learners would actively construct and genuinely use 

the language as they communicated with others in meaningful activities.  Therefore, the second or 

foreign language acquisition was viewed as a highly interactive and collaborative process (Enright, & 

McCloskey, 1988).   
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Cooperative Learning Activity 
 Preventing the students from rote-learning, the eleven cooperative language learning activities 

were practiced in the English summer camp.  Team-Games-Tournaments (TGT) and Learning 

Together (LT) were implemented in this research.  TGT was utilized when the teacher finished lecture.  

Students worked on activities, like Co-op Jigsaw, Information Gap, and Role-play.  LT was employed 

when students had a group discussion to do oral presentation to the class.   

Each activity had a theme, but all of them were closed to daily life.  The cooperative learning 

activities designed by the teacher included (1) Self-Introduction, (2) Campus Conversation, (3) Seeing a 

Doctor, (4) Table Manners, (5) Disneyland, (6) Hollywood Shows, (7) All-Night Party, Traveling around 

the World and Body ABC, (8) American Festival, (9) Asking Direction in Janfusun Fancyworld, (10) 

Fast Food Store Conversation, and (11) Hollywood Cinema.  Students could ask questions when they 

were curious and in the group discussion students could build up independent thinking.  Practicing their 

learned-knowledge, all the activities were related to students’ daily life.  During negotiation content, 

students responded the content naturally.  The natural redundancy referred to a result of the 

communicative requirements of interaction between peers (Kagan, & Mcgroarty, 1993).  An experiment 

conducted by Pica, Young & Doughty (1987) showed that students would get more comprehensible input 

by repeating words naturally and rephrasing ideas in conversation.  These activities were introduced as 

followed. 

(1) Self-Introduction 

For acquainting with each other, Self-Introduction was required at the beginning of this English 

summer camp.  The game was played by each member, including students, assistants and researchers.  

The purpose of playing this game was to reduce students’ affective filter.  The lower affective filter 

students kept, the more effective learning attitude they could have.  Through the game, students would 

not feel nervous and anxious in a new learning environment.  A repetitive sentence was spoken in turn 

in this game, one like “I’m ___ �English name�.  She is ___ �English name�.  He is ___�English 

name�.” The function of that was to get students memorized other’s names in a short time.  Meanwhile, 

the group’s name and slogan were designed, too.  

(2) Campus Conversation 

After acquainting with each group member and group leader, the main lecture, Campus 

Conversation was launched.  Students learned how to say lots of stationery items in English, and used 

them.  After uttering those words and sentences and showing pictures of each vocabulary, students 

proceeded with group discussion to figure out how to perform a campus conversation.  Students could 

create and recognize their own conversation, according to the content of this curriculum.  Thus, 

students could use those new things immediately instead of being rote learning. 

(3) Seeing a Doctor 

  The content was about how to describe their syndromes of their bodies and communicate with 

doctors in English.  Teachers asked students to repeat the conversation, so they could learn from the 

natural redundancy.  The group discussion was also being delivered.   
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(4) Table Manners  

Before having a lunch, the table manner was introduced.  The correct tableware usage was 

explained to students.  After knowing how to place tableware properly, students practiced in the 

lunchtime. 

(5) Disneyland 

Due to the time limitation, a group-to-group competition was explored.  First, assistants 

cos-played the role of Disney characters to attract students’ attention.  The games were started into four 

different places, and students had to go through all of them to compete with other groups.  There were 

four games: Mickey and Minnie, Donald Ducks, Beauty and the Beast, and Winnie the Pooh.  Students 

had to learn the origin of a character and complete their game competition within 25 minutes. 

(6) Hollywood Shows 

Before students performed, the rule of drama was introduced, and then a demonstrative, correct and 

incorrect, drama was performed by assistants.  Its purpose was to provide situations where they could 

remember the hints in the wrong drama; meanwhile, they could get the correct answer from the right one.  

After discussing the script and deciding the roles with their group members, social skills could be 

developed, independently.  After seeing the demonstration, they could practice in the rest of time or 

after dinner.   

(7) All-Night Party, Traveling Around the World and Body ABC 

Students learned the countries greetings from Traveling Around the World.  At the beginning, 

greeting with gestures and repetitive sentences were shown, and students remembered these sentence 

patterns.  This kind of activity was designed for students to remember what they had learned by 

showing gestures.  After familiarizing with all of the greetings, a group competition was to evaluate 

their comprehension.  The other game, Body ABC, was to act the shape of the alphabet to show other 

students, and they guessed words according to their performance.  This game also could evaluate how 

many vocabulary items students could remember in the previous activities.   

(8) American Festivals 

  The purpose of this lesson was that students could know the origin of American famous festivals by 

working together.  The festivals, Halloween and the Groundhog Day, were introduced in brief by 

teachers, and then students played games and recited the poem about these two festivals.  Via a group 

discussion, they had to finish the Jack-O’-Lanterns in turn and then showed their works to everyone. 

(9) Ask Direction in Janfusun Fancyworld 

The purpose of this activity was that students could know how to ask direction when they were lost.  

An amusement park was adopted as an example to show the main pleasure facilities.  Then, some basic 

sentence patterns were provided to students.  Thus, students could play drama to practice a short 

dialogue in an amusement park.  By the same token, a group discussion was crucial.  They had to 

know what they were going to perform and what words they were about to use. 

(10) Fast Food Store Conversation 

The content of this activity was that students could learn how to order a meal in the fast food store.  
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The conversation was demonstrated by assistants in advance, and students could speak out during their 

lunchtime.  Therefore, clerks, who were acted by assistants, would query them, and students had to 

speak out what they would like to have. 

(11) Hollywood Cinema 

Students performed their scripts and roles during the show time.  This activity could be viewed if 

they communicated and learned the tips of drama well.  After practicing the drama, the natural 

redundancy was produced. 

 
Discussion and Recommendations 

After the employment of the Cooperative Learning into an English summer camp, two merits of 

Cooperative Learning were found.  First, students could develop social skills through cooperative work.  

Through group observation, students negotiated and shared their feelings, opinions, and feedback, while 

they got a task.  If they achieved the task, they felt happy and excited and yelled loudly.  Therefore, the 

social skills would easily build up their confidence to English, and the friendship was also established.  

Second, group work made students interact with group members, assistants and even teachers.  

Students got support from group members and dared to speak out in grouping, so they were more 

confident than individual work to ask assistants and teachers what they were confused during activity as 

well as in the break time.  Nevertheless, three weaknesses and difficulties in the study process were 

discovered.  First, the time lengths of the two-day English summer camp were not enough to practice 

the cooperative skills, interpersonal and small-group skills.  But they were too difficult to get familiar 

with skills as soon as possible.  Johnson and Johnson (1989b) stated that if the cooperative skills were 

built up, cooperative groups would be productive.  Second, language learners complained that they 

could not utter the new vocabulary items, although they had inquired their members.  This was a 

difficulty for a teacher to make sure that all the group members could comprehend the content.  

However, what made them too difficult to pronounce the new words was the time length of each activity.  

Because of the content based on the numerous themes, they could not intake those input meanwhile.   

The following recommendations were suitable for teachers to launch Cooperative Learning 

activities during an English camp.  First, prolonging the length of days was necessary.  Since the 

temporal factor was an important parameter that interfered students’ learning quality, so the authors 

suggested that the two-day activities could be extended for three to five days.  The two-day camp was 

too short for students to learn English.  Consequently, once students had enough time, they would be 

more familiar with the CL skills (Johnson and Johnson, 1989b).  The Cooperative Learning skills 

should be explained before activities, so students could understand what they were going to do in the 

following activities.  In order to let students learn English through the CL activities more effectively, 

each activity should focus on one specific theme, so that students would not get confused, and they could 

concentrate on one thing.  Therefore, students would have more time to learn a theme.  By the group 

observation, the authors also found that the following advantages of using the Cooperative Learning 

were to extend relationship, stimulate positive learning attitude, promote motivation, enhance confident, 
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and eliminate mal-competition.  The extending relationship could be an ice-breaker for students to 

acquaint with each other easily.  Students said that they could make friends easily.  Additionally, some 

of them also claimed that they would imitate high-achievers, because they also wanted to help their 

groups to get high grade.  Besides, the positive learning attitude could also foster students to learn 

English independently.  Moreover, under the Cooperative Learning instruction, students could increase 

their confidence.  Once they had any problems, the peer tutoring could help each other to deal with 

problems, especially for the low-achievers.  Finally, the lasting problem on the traditional Whole-Class 

English classroom was that the most concerned issues for the high-achievers were getting high scores 

and being the top one.  Under such inappropriate learning environment, it was too difficult for 

low-achievers to learn English well.  Therefore, to learn English more effectively for both high- and 

low-achievers, the teacher had to improve the ill-learning environment. 
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Abstract 
 
This paper discusses a community support worker’s life transforming process from providing 
care for the live-alone elderly persons. It examines how adaptations and reflections in the course 
of time on the job impact the self-image and inner value of the study subject. The approach is 
based on interpretation from a feminism perspective. The work is done through in-depth 
interviews with a staff member with the Taiwan Lifeline Association, Liu Chiao Station. The 
result of this study is three-fold. First, it extracts the recurrent theme of the study subject’s life. 
Second, it identifies the elements and stages that constitute the transformation. Then, it considers 
the effects of the interaction between the researcher and the subject.
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1. Background and Motivation 
 
The interactive nature of social and human services requires adaptations from the service 
provider; the oftentimes emotional circumtances can generate quite an impact as well. The effect 
then leads to change in ways in interaction and perception. Many a time, this field of work brings 
on a life transforming process. 
 

There are a number of studies on the life transforming experience of volunteers. However, 
similar research effort on paid workers of this field is still lacking. The difference in driving 
incentive between a volunteer and a paid worker should make a direct application of the results 
on the former to the latter inadequate. 
 

The current effort seeks to bring insight into the life transformation process in the workers in 
the field of social and human services. More specifically, the goal is to establish the events that 
lead the transformation, and to identify the key elements and stages of the process. Then, it 
analyzes the effects of the changes. 
 
2. Methodology 
 
This study is qualitative research oriented and based on interpretation of semi-structured in-depth 
interviews. 
 
2.1 Qualitative Research Oriented 
 
Qualitative research is a suitable approach for learning about the why and how of the progress of 
life and social histories (Merriam, 2002). Since this study intends to examine the process of 
change of a person’s self-image and inner-value, it adopts a qualitative research approach. 
 

Interview is an important tool in qualitative research. The interview on life histories focuses 
more on the experiences of an individual and what he or she felt as he or she passed through the 
different stages of life (Rubin & Rubin, 1995). The design of the interview is to be flexible, 
rather than rigid. In addition, during the interview both verbal response and nonverbal adjunct 
are of significance (Brookfield, 1987). 
 

To understand the product of interviews invariably requires interpretation, mainly as a result 
of the need for clarification or for making sense. This work follows a hermeneutic path whereby 
an eventual intersubjectivity is achieved between the participants of the interview. 
 
2.2 Procedure 
 
The work was done with a community support worker who is with the Taiwan Lifeline 
Association, Liu Chiao Station, and whose main function is to provide care for live-alone 
elderly. The interviews were built upon the following questions: 
 

1. What is your personal background? 
2. Who are the people you work with and what is the content of your work? 
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3. How does your work affect your personal life? 
4. What is the most helpful thing the work brings to you? 

 
The interviews were recorded and the contents transcribed. Necessary steps have been taken 

to protect the privacy of the study subject. Attention was also paid to the nonverbal adjuncts of 
the responses. 
 
3. Observation and Anasysis 
 
The interviews together with the consequent interpretation uncovered what has changed and the 
process of change in the study subject’s life; the effects of the interactions between the 
interviewer and the interviewee also became known. 
 
3.1 Recurrent Theme 
 
A troubled marriage had been a source of agony for the study subject. As a result, a feeling of 
hurt and powerlessness, while at the same time a sense of perseverance, became a recurrent 
theme in the study subject’s life prior to being assigned to the Taiwan Lifeline Association, Liu 
Chiao Station.  
 

During the interviews, the subject described how her marriage caused her pain, and because 
of which that she attempted suicide several times. She did not have living support from her 
spouse; the situation was even worse since she alone had to shoulder the load of rearing four 
children. She also felt inadequate for her junior high school level of education. 
 

On many occasions, the subject also explicitly expressed a determination to persevere in the 
interest of the children. This attitude helped her face the seemingly unchangeable surroundings 
and undertake the opposite. 
 
3.2 Elements and Stages of Transformation 
 
There is no single event which can be attributed as the trigger of the transformation process. 
Rather, at the urge of friends and a desire to stay out of unpleasant surroundings, the subject 
registered for community support work program, before receiving her current assignment. That 
is, it may be argued that certain degree of change had already been underway at the moment of 
registration; however, it is still clear that her current work impacts greatly. 
 

The most notable indication of the occurrence of a transformation process in the study 
subject’s life lies in the elevated sense of well-being. There is also a change in the subject’s 
mannerism towards people. 
 
Internal changes 
 
The elderly who receive the service may be amiable or may be inappreciative. The subject 
expressed how she admired an elderly person who remained open and positive despite of having 
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lost eye-sight completely. She also described how at times she might get treated as a maid; in 
these cases, she expressed an attitude that says duty prevails and the rest is irrelevant. 
 

The more significant factor contributing to the transforming process is in witnessing those 
without children’s care. The subject expressed her satisfaction in seeing her children growing up 
and enjoyment of their affection for her. In other words, comparisons and reflections are the 
underlying causes. 
 
External changes 
 
The study subject is self-conscious of her relatively lower level of education. However, the work 
has given her an opportunity of accomplishment; her colleagues, many of whom are high school 
graduates, would actively seek out her advice. In this way, her work allows her to build up 
confidence which leads to clearly observable external changes. 
 

The study subject described how she would not have dared to ask for help even around the 
house. Then, she found that her husband had changed and she could get him to help out house 
chores. On the job, she found herself being asked for work advice and giving out suggestions to 
the people to whom she provides service. 
 
3.3 Effects of Interaction 
 
During the interviews, the interviewer follows a hermeneutic path and keeps refining 
understanding. The interviewee not only answers to the posed questions, but is also affected by 
the interviewer’s pursue and may obtain different perspectives of own story. In this study, it is 
through the interviews that the subject realized how she has changed in self-image and in ways 
of dealing with people. 
 
4. Conclusion and Discussion 
 
By way of the study of a community support worker, this research effort provided insight into 
her life transforming process due to her work. It examined how adaptations and reflections in the 
course of time on the job impact the self-image and inner value of the study subject. The 
approach is based on interpretation from a feminism perspective. 
 

The result of this study is three-fold. First, it extracts the recurrent theme of the study 
subject’s life. Second, it identifies the elements and stages that constitute the transformation. 
Then, it considers the effects of the interaction between the researcher and the subject. The 
overall outcome is a better understanding of how the subject transformed herself from a suffered 
housewife to a confident caregiver. 
 

Due to limitation of resources, the study was conducted with only one subject; however, the 
significance of which cannot be overlooked. As for future work, it will be of interest to be able to 
seek out subjects of contrasting characteristics. 
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ABSTRACT 

 
The purpose of this proposed study is to examine how mentor’s role plays in 

college education system of Taiwan and to evaluate the gap between students’ expected 
and actual satisfaction of services provided by their school mentors with 
importance-performance analysis methods.  First of all, the role of mentor in college 
education system of Taiwan is introduced and discussed.  Next, what services school 
mentors should provide to fulfill student’s needs and to enhance their satisfactions are 
examined.  Third, developing a formal questionnaire to evaluate students’ expected 
and actual experience of services provided by college mentors will be done with pilot 
test, reliability, and validity analysis. The population of this study is targeted on all 
college students in Taiwan.  The sampling method used in this study is convenience 
sampling of at least 500 students of one business college school located in Taichung, 
Taiwan.  The expected outcome of this study is to identify the gap between expected 
and actual experience students have gotten from their college mentors and to find out 
the solutions to close the gap by using SWOT (strength, weakness, opportunity, and 
threat) analysis. 
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ABSTRACT 
Due to the Education Reform in Taiwan, the number of higher education institutes 

has increased rapidly during past 10 years. In a competitive environment with 
declining enrollments, Technology and Vocational Education (TVE)  administrators 
or policy makers should address the question of attracting these students with more 
aggressive marketing programs. This study, adopting relationship marketing” 
perspective, was conducted to find the relationship between “student satisfaction” and 
“student loyalty” (the students’ future willingness to recommend their institutes to 
others). 600 TVE seniors of Great Taipei area were surveyed in this study, and 
Regression Analysis was performed to establish a model to predict “student loyalty” 
using “student satisfaction” as independent variables. The result indicates that factors 
revealed from the satisfaction scale could explain a significant amount of variance in 
student loyalty, and four factors � school administration, academic activities, 
interpersonal relationships, physical facilities � are the significant predictors. 
Accordingly, the researcher provides some discussions and implications for school 
administrators and policy makers.  
Keyword: student satisfaction, student loyalty, relationship marketing, regression 
analysis  

 
Introduction 

Taiwan is becoming a developed country and a leading exporter of technical 
products. “It is generally recognized that Technology and Vocational Education (TVE) 
has played an important role in Taiwan’s economic transformation” 
(www.edu.tw/english/index.htm, July 25, 2005, The Information Web of 
Technological and Vocational Education). The TVE system in Taiwan, a “second 
educational avenue,” parallels the avenue of conventional university, and provides 
                                                 
1 Yu-Fen Chen, Associate Professor, Department of Business Education, National Changhua University 
of Education, Changhua, Taiwain 
2 Chin-Hui Hsiao, Associate Professor, Department of Finance, Chihlee Institute of Technology, Taipei, 
Taiwan 
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another choice for students. 
According to the findings of The Seventh National Educational Conference, a 

five-year education reform program was implemented in 1998 at a cost of NT$157 
billion (www.edu.tw, July 25, 2005, Ministry of Education). One of the policies, the 
number of higher education institutes (including conventional and TVE institutes) 
should increase to fit the needs of general public and promote the quality of the nation. 
Accordingly, the number of higher education institutes has increased from 50 to 142 
during past 10 years (www.edu.tw, July 25, 2005, Ministry of Education). Most of 
them are private TVE institutes. Attracting and holding students has become a very 
important issue for TVE administrators because of increased competition and 
unprecedented consumerism. Institutions should address “the question of attracting 
these students with more aggressive marketing programs” (Hendry, 1983, p. 48). 
Therefore, applying effective marketing strategies to pursue permanent operating is 
becoming an important issue for TVE administrators. 

Customer satisfaction and customer loyalty are the key concepts in planning 
marketing strategies. The importance of customer satisfaction has already been 
recognized by private industry. Successful and innovative companies, such as Procter 
and Gamble and American Express, are increasing their efforts to monitor and improve 
satisfaction, because they realize the value of these activities in enhancing their images, 
understanding their markets, and increasing their profits (Hennig-Thurau, Gwinner & 
Gremler, 2002). Same as education business, student satisfaction can have a very 
important impact on future behavior. An abundance of researches were conducted to 
measure student satisfaction during past 20 years (Betz, 1970; Mangano & Conado, 
1979; Hendry, 1983; Chadwick & Ward, 1987; Nord, 1997; Belcheir, 1999; Chen, 2000; 
Guo, 2004). Betz (1970), one of the earlier researchers in this field, used a five-choice 
Likert-type scale to measure six dimensions of student satisfaction: Policies and 
Procedures, Working Conditions, Compensation, Quality of Education, Social Life, 
and Recognition. The later researchers developed many satisfaction scales through 
factor analysis to measure student satisfaction, and the number of satisfaction factors 
varied three to nine, however, most of them obtained the similar structures with Betz 
(1970).  

This study adopts “relationship marketing” perspective to find empirical evidence 
of the relationship between “customer (student) satisfaction” and “customer (student) 
loyalty” of TVE system in Taiwan. Customer loyalty is a primary goal of relationship 
marketing and sometimes even equated with the relationship marketing concept itself 
(Sheth 1996). Two main ideas referred to customer loyalty are “customer’s repeat 
purchase behaviors” or “customer word-of-mouth communication” (Hennig-Thurau, 
Gwinner & Gremler, 2002).  
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Students are among the principal concerns of a school; hence the level of student 
satisfaction influences the success or failure of the school operation greatly.  In the 
past few years, more and more academicians (Betz, Klingensmith, & Menne,, 1970; 
Mangano & Conado, 1979; Hendry, 1983; Chadwick & Ward, 1987; Hallwell, 1996; 
Nord, 1997; Belcheir, 1999) conducted studies on the different aspects of student 
satisfaction, as well as presented some recommendations on this matter for the 
references of education and related establishments. However, until so far, most studies 
about loyalty and customer satisfaction were emphasized on studying the correlation 
between both subjects for business companies. There are few studies focused on 
educational areas. Therefore, this study is attempted to found on the consumer 
behavior theory in delving into the correlation between customer (student) 
satisfaction” and “customer (student) loyalty” of TVE system in Taiwan.  

 
Research Purposes 

This study was conducted to investigate the relationship between student 
satisfaction and their “loyalty” which was defined as “the willingness to recommend 
the TVE institutes they were currently attending to others.” The main purposes of this 
study are briefly described as follows, 
1. To construct a valid and reliable scale to understand the level of student 

satisfaction. 
2. To explore the correlation of student satisfaction and their “loyalty”, where 

student satisfaction is independent variable and “loyalty” is dependent variable. 
3. Accordingly, provide some discussions and implications for policy makers and 

institute administrators. 
Definition of Terms 
1. Referral inclination: The concept of “referral inclination” is used to represent 
“loyalty” in this study, which refers to the inclination that the graduating students of 
the four-year college of a particular year recommend their school to other students 
after they graduate or urge other students to pursue their education in their school.  
The scale used to measure loyalty is ranged from 9, highest loyalty, to 1, lowest 
loyalty. 
2. Student satisfaction: The term “student satisfaction” in this study is based on the 
scores responded by surveying students in the “TVE Senior Student Satisfaction 
Survey”, a self-developed instrument to achieve the research purposes. 
3. Survey respondents: The term “survey respondents” herein refers to the 600 
graduating students, randomly selected among the different schools (that is, Taipei 
City and Taipei County) in Metropolitan Taipei, in the four-year college programs in 
the year of 2005. 
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Research Procedures 
This study employed the Questionnaire Survey methodology. Hence, research 

was conducted through the distribution of survey questionnaires. The methods and 
procedures are shown in the following: 
1. Make a comprehensive study of all related documents and literatures to determine 

research topic and structure. 
2. Compile and analyze related documents to produce self-developed 

questionnaires. 
3. Conduct pre-testing on the self-developed questionnaires. 
4. Revise questionnaires and print formal questionnaires. 
5. Conduct formal questionnaire survey and perform statistical analysis. 
6. Draw a research conclusion and present implications and recommendations based 

on the findings. 
 

Limitations of the Study 
   This study is subject to the following limitations:  
1. Subject: In this study, because of the limitation of cost and time, the data are 

collected from a sample rather than a census of a population. Generalization from 
the present study is limited because of the sample size. 

2. Respondents: This study is limited to the extent to which respondents are willing 
to report their feelings and beliefs. 

3. Scope: Generalizations of the findings of this study must be limited by the fact 
that the subjects were TVE senior students in Taipei, Taiwan. 

4. Instrument: The instrument was designed through a precise procedure; however, 
it is not possible to avoid some subjective opinions and ideas of the researcher. 
Moreover, the items and scales used in the instrument are in no way exhaustive of 
the many factors that can interact to influence student satisfaction.  

 

Literature Review 

This study aimed to explore the correlation between the student satisfaction (that 
is, customer satisfaction) and the degree of their loyalty (that is, referral inclination). 
Accordingly, the subjects, presented in the following, are student satisfaction, 
post-purchase behaviors, and loyalty and customer/student satisfaction in sequence. 
Customer/Student Satisfaction  
 The concept of a student satisfaction is derived from the concept of customer 
satisfaction. Customer satisfaction not only plays an essential role in marketing, but 
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also a critical factor in persuading consumers to make repurchases (Churchill & 
Surprenant, 1982). However, in conflict with the traditional concept of consumer 
satisfaction, Oliver & Swan (1989) argued that satisfaction is an emotional factor. Thus, 
satisfaction can be considered as a reflection of life experience: it is a subjective view 
based on personal experience, individual beliefs and relationships. Parasuraman, 
Zeithaml and Berry (1990) proposed that the concept of satisfaction could be equated 
to the gap between real-life experiences and expectations. However, all the concepts 
mentioned above are from a business operation viewpoint to discuss customer 
satisfaction. Stone and Thomson (1987) indicated that the notion and the contents of 
customer satisfaction should be modified for educational application. It should include 
constitutional amendments, administrative policies, educational goals and educational 
processes.  

Tough (1982) defined student satisfaction as the following: student satisfaction 
refers to the student’s perception or attitude towards the learning activities. Where the 
student is happy with his/her studies or adopts an aggressive learning attitude, student 
is deemed to be “satisfied”; where the student is unhappy or adopts negative or passive 
attitude, student is deemed to be “dissatisfied”. Hence, student satisfaction could be 
perceived as the student’s positive feelings or attitude towards his/her learning 
activities. The degree of student satisfaction is as the margin between “level of 
anticipation” and “actual results”. A smaller margin would mean greater satisfaction 
and a larger margin would mean lower satisfaction.  

The mission of education is not only to impact knowledge but also to enhance the 
student’s total development (Astin, 1993). One of the ways education institutions 
accomplish this mission is by continuously collecting information on student 
satisfaction, defined by various authors as an “ever-present campus variable” (Betz, 
Menne, Starr & Klingensmith, 1971), a key outcome of education (Astin, 1993; 
Sanders & Chan, 1996), and a “quality enhancement tool designed to improve the 
quality of the student experience” (Harvey, Plimmer, Moon & Geall, 1997).  

Colleges and universities use student satisfaction data to better understand, 
improve and change campus environments, thereby creating settings more conducive 
for student development. In this sense, student satisfaction is an indicator of the 
institution’s responsiveness to students’ needs and a measure of institutional 
effectiveness, success, and vitality (Hallenbeck, 1978; Low, 2000; Nichols, 1985; 
Upcraft & Schuh, 1996). 

 
Post-purchase Behavior 

Post-purchase behavior could be expressed in several aspects. On the positive 
side, it may be referred as “brand loyalty”. The “referral inclination” used in this study 
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is one form of brand loyalty in post-purchase behaviors. On the negative side, it is 
manifested in the forms of complaints, brand replacement, or negative publicity, etc. 
The following discussions are focused on the positive side of post-purchase behaviors, 
especially on “brand loyalty”. 

According to Parasuraman, Zeithaml, and Berry (1994), loyalty may be exhibited 
by the following five aspects: 1. commend the company to other persons; 2. 
recommend the company to inquirers; 3. encourage people to consume with the 
company; 4. regularly do business or shop with the company; and 5. give priority 
consideration to the company in the next shopping or business opportunity. 

Griffin (1995) deemed that loyal customers would behave as following: 1. make 
purchases regularly; 2. be willing to purchase all types of products offered by the 
company; 3. be willing to build up a good image for the company; and 4. quite immune 
to the sales or marketing campaigns of other companies. 

As for Jones & Sasser (1995), they perceived that loyalty is performed through 
the following three behaviors: 1. willingness to purchase again; 2. primary behaviors: 
including the number of times, frequencies, amounts, and quantities consumed by the 
customer most recently; and 3. secondary behaviors: willingness to recommend or 
introduce the company to other parties. 

Fredericks (2000) indicated that loyalty may be expressed through the following 
behaviors: 1. large volumes of purchases; 2. high frequency of purchases; 3. less 
sensitivity on price; and 4. brings new customers to the company. 

Chaudhuri & Holbrook (2001) defined loyalty under the following two 
dimensions: faithful devotion (meaning the customer strongly identify with the brand), 
and loyal behavior (meaning the customer is willing to make repeat purchases). 

In summary of the above, the study defines brand loyalty through two types of 
post-purchase behaviors: 1. repeat purchases: the willingness of doing purchases with 
the same company again, and 2. referral inclination: the willingness of recommending 
or introducing the company to others. For educational market, the concerns of brand 
loyalty in this study is mainly focused on the latter one, referral inclination. 
 
Loyalty and customer/student satisfaction 

Most studies about loyalty and customer satisfaction were focused on studying 
the correlation between both subjects for business companies. The following presents a 
compilation of the findings about the correlation of loyalty and customer satisfaction. 
Through these research conclusions, it is apparent that a positive relationship does 
exist between customer satisfaction and loyalty. 

According to the empirical research by Oliva & Macmillan (1992), there is a 
non-linear relationship between customer satisfaction and loyalty. Their study found 
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that the critical point of satisfaction is related to the customer’s willingness of making 
repeat purchases. When level of satisfaction is higher than the critical point, the 
customer’s inclination would rapidly increase as customer satisfaction grows. Where 
the contrary is manifested, inclination would drop quickly. 

In the “service – profit chain” study, Heskett, Jones, Lovemen, Sasser & 
Schlesinger (1994) also discovered a positive relationship between customer loyalty 
and customer satisfaction. 

Jones & Saaser (1995) conducted a study on automobile companies, telephone 
service companies, airline companies, hospitals, and personal computer dealers to 
understand the correlation between customer satisfaction and loyalty. Their study 
findings showed that the competition in business environment and the specific type of 
industrial structure would significantly affect the degree of customer satisfaction on 
customer loyalty; hence, in industries where a strong monopoly dominates the industry, 
customer loyalty would also become stronger. 

Parasuraman, Zeithmal & Berry (1994) proposed three kinds of behaviors which 
customers may adopt whenever they feel dissatisfied after purchases made: 1. take 
business away: customers would do purchasing of the products or services from other 
suppliers or companies; 2. external reaction: customers would air complaints to other 
individuals or organizations rather than the company; and 3. internal reaction: 
customers would directly react or complain to the company or supplier. 

Chaudhuri & Holbrook (2001) conducted a study on the correlation among 
customer satisfaction, willingness of making repeat purchases, and customer loyalty. 
This study revealed that customer satisfaction will have a positive effect on the 
customer’s willingness of making repeat purchases, and the willingness of making 
repeat purchases could be regarded as an expression of the customer’s loyalty. Hence, 
they concluded that there is a positive correlation between customer satisfaction and 
customer loyalty. 

According to the above research findings, this study was founded on the theory of 
relationship marketing in delving into the correlation between student (customer) 
satisfaction and student loyalty (post-purchase behavior). 

Methodology 
Population and Sample 

All senior students enrolled at Technology and Vocational Education (TVE) 
institutes in Greater Taipei area, Taiwan constituted the defined population for this 
study.  

To conduct the survey, the Greater Taipei area (including Taipei City and Taiwan 
County) was divided into four districts: southern, northern, western, and eastern. In 
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each district, two private TVE institutes were randomly chosen. In each school, 75 
senior students were randomly chosen as the samples. As a result, a total of 600 
participants who enrolled at TVE institutes in May 2005 were surveyed in this study.  
 
Instrumentation and Scale Purification 

A “TVE Senior Student Satisfaction Survey” instrument, based on the review of 
literature in this area, was self-developed for use in the study. There were three 
sections in this instrument, including (1) background characteristics, (2) student 
satisfaction scale, responses for the student satisfaction scale were made on five-point 
Likert-type scale. (3)student loyalty: the respondents were asked to replied to the 
question using nine-point scale, “If you were going to recommend a TVE institute to a 
person who had an interest, how strongly would you recommend the institute you are 
currently attending?” (Chadwick & Ward, 1987) 
Reliability and Validity 

To establish the reliability and construct validity of the survey instrument, the 
instrument was pilot tested.  

A pilot test of “TVE Senior Student Satisfaction Survey” instrument was 
conducted with 150 randomly chosen TVE senior students who enrolled in two TVE 
institutions in the Greater Taipei area, Taiwan. A total of 108 students completed and 
returned the pilot test instrument. Item Analysis (the Criterion of Internal Consistency 
and Correlation Analysis), Cronbach’s Alpha Coefficient, and Factor Analysis were 
used to pilot test data of the “TVE Senior Student Satisfaction Survey” to establish the 
reliability and construct validity of the instrument.  

In assessing Item Analysis, the Criterion of Internal Consistency and Correlation 
Analysis were used in the pilot data. The score of each respondent for the student 
satisfaction scale was added, and arranged in order from highest to lowest score. The 
highest 25% respondents and the lowest 25% respondents were selected to do the 
T-test of equality of means for each item. As a general rule, the items with Critical 
Ratio > 3 (or < -3) and P < .05 were kept; others were deleted. Also, the Person 
Correlation Coefficient was computed to test the significance (P< .05) for each item of 
the scale to decide whether the item should be retained or not. The details of Item 
Analyses were shown in Table 1. 
.  Secondly, Factor Analysis was performed to construct validity of the scale. five 
factors that Eigen values greater than one were revealed by the Student Satisfaction 
Scale factor pattern matrix. As a general rule, the items with factor loadings greater 
than .40 have been retained; others were deleted. All 31 items in Student Satisfaction 
Scale were retained, because all factor loadings are greater than .40. Five factors 
revealed by the Factor Analysis are listed below: Factor 1: School Administration; 
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Factor 2: Academic Activities; Factor 3: Physical Facilities; Factor 4: Campus 
environment; Factor 5: Interpersonal Relationships 

The items for each factor, their factor loadings, Eigen-values, explained 
percentage of variance, and the cumulative percentage of variance were shown as 
Table 2.  

Cronbach’s Alpha Coefficient shown in Table 3 contains the reliabilities that 
range from 0.76 to 0.90. The alpha for the entire scale used in the pilot study was 
almost 0.90, a relatively high reliability coefficient. All of the factor alphas were at 
least .70, which means the Student Satisfaction Scale is a well-designed measure of 
student satisfaction of the survey respondents. These results support the internal 
consistency of the responses to the Student Satisfaction Scale items that contributed to 
the generation of the constructs.  

 
Collection of Data 

To collect the data, the researcher contacted the school presidents and instructors 
previously by letter and/or telephone. The instructors were asked to participate in this 
study and to help the distribution of the instruments to their senior students. With the 
instructors’ permission, the researcher personally delivered the questionnaires to the 
instructors on those campuses, and explained the purpose of this study and the 
instructions of the questionnaire. The researcher provided her contact information for 
instructors to ask questions if they had any. The researcher also promised to share the 
results of the study with the instructors as soon as the study was completed. 

 The instructors were given two weeks to distribute and collect the questionnaires 
in either class time or out-of-class time. After administering the questionnaires, they 
were returned by mail. The instructors had been provided with a pre-addressed 
stamped envelope in which to return their questionnaires. 

Six hundred senior students who enrolled in 8 private TVE institutes in the 
Greater Taipei area participated in this study. A total of 503 questionnaires were 
verified to be useable among the 522 returned questionnaires. The returned 
questionnaires with unclear, missing, out-of-range or outlier data were discarded.  

 
Table 1   The Result of Item Analysis on Student Satisfaction Scale 

Itme # Critical Ratio 
(t) 

P (sig.) Pearson 
Correlation 

P (sig.) 

1 12.349 .000 0.607 .000 
2 14.106 .000 0.655 .000 
3 12.679 .000 0.709 .000 
4 12.316 .000 0.705 .000 
5 11.051 .000 0.727 .000 
6 13.657 .000 0.726 .000 
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7 14.691 .000 0.718 .000 
8 13.925 .000 0.653 .000 
9 17.304 .000 0.785 .000 
10 16.923 .000 0.754 .000 
11 15.995 .000 0.728 .000 
12 14.691 .000 0.763 .000 
13 12.261 .000 0.704 .000 
14 12.270 .000 0.721 .000 
15 12.623 .000 0.701 .000 
16 12.876 .000 0.718 .000 
17 11.984 .000 0.687 .000 
18 13.014 .000 0.645 .000 
19 13.342 .000 0.713 .000 
20 13.936 .000 0.704 .000 
21 9.641 .000 0.654 .000 
22 14.462 .000 0.750 .000 
23 15.480 .000 0.722 .000 
24 12.081 .000 0.652 .000 
25 11.555 .000 0.705 .000 
26 12.893 .000 0.761 .000 
27 11.554 .000 0.695 .000 
28 12.861 .000 0.501 .000 
29 14.003 .000 0.729 .000 
30 11.085 .000 0.633 .000 
31 11.024 .000 0.752 .000 

 
 
Table 2   The Results of Factor Analysis on Student Satisfaction Scale 

Factor and Item Factor 
Loadings 

Eigen 
Values 

% of 
Variance 

Cumulative % 
of Variance 

School Administration 
26. The policy for students to express their 

ideas or opinions 
12. The registration procedure  
13. The process of applying for documents 

(such as transcripts) 
11. The availability of providing up-to-date 

information about the job market or 
advanced study 

27. The respect shown for the ideas of 
students 

14. The special help available to resolve 
personal, urgent problems 

10. The quality of counseling about students’ 
life or personal matters 

8. The opportunity to get help in career 
design 

25. The friendliness of office staff to students 
23. The variety of elective course offerings 

 
0.775 
 
0.742 
0.697 
 
0.659 
 
 
0.683 
 
0.652 
 
0.645 
 
0.631 
 
0.616 
0.604 

 
 
 
 
 
 
 
 
 
6.145 

 
 
 
 
 
 
 
 
 
18.821 

 
 
 
 
 
 
 
 
 
18.542 

Academic Activities 
18. Instructors’ teaching ability 
17. Instructors’ professional knowledge 

 
0.821 
0.797 
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19. Instructors enthusiasm for students’ 
questions, and answering effectively and in 
a friendly way     

20. The fairness of the marking system 
22. The usefulness of required courses 
24. The helpfulness of courses in your job and 

life 
21. Instructors’ availability outside of class 

0.754 
 
 
0.725 
0.687 
0.573 
 
0.511 

 
4.591 

 
16.541 

 
35.362 

Physical Facilities 
2. Library support, such as book resources, 

journal resources, reading area 
3. The equipment of laboratories 
4. Multimedia facilities, such as computer, 

TV, VCR, and projection 
1.   The facilities of classrooms, such as 

space, desks, chairs, light, board 

 
0.827 
0.814 
 
0.762 
 
0.545 

 
 
 
3.211 
 

 
 
 
13.082 

 
 
 
48.444 

Campus Environment 
5.   The cleanliness and quiet of your school 
6.   The availability of places to relax between 
classes 
7.   Sport facilities and activities in the school 
8.   The quality of meal services available 
16. The open hours of facilities in your school 

 
0.687 
0.652 
 
0.632 
0.551 
0.478 

 
 
 
3.117 

 
 
 
9.998 

 
 
 
58.442 

Interpersonal Relationships 
30. The relationship among students in 

out-of-class time 
28. The friendliness of students toward each 

other in school 
31. Social interaction with faculty or staff in

 out-of class time 
29. The concern of faculty and staff for 

students 
15. The number of extracurricular activities 

provided 

 
0.786 
 
0.721 
 
0.563 
 
0.468 
 
0.417 

 
 
 
 
2.845 
 

 
 
 
 
9.011 

 
 
 
 
67.453 

 
Table 3  Cronbach’s Alpha Coefficient on Student Satisfaction Scale 

Factors α Coefficient Items 
School administration 0.8828  26, 12, 13, 11, 27, 

14, 10, 9, 25, 23 
Academic activities 0.8714 18, 17, 19, 20, 22, 24, 21 
Physical facilities 0.8351 2, 3, 4, 1 
Campus environment 0.7821 5, 6, 7, 8, 16 
Interpersonal relationships 0.7625 30, 28, 31, 29, 15 

Entire scale 0.8986  
 

 
Analysis of Data 

 
Student Satisfaction 

As indicated in Table 4, senior student participants are satisfied most with 
“Academic Activities” (mean = 3.0156) and dissatisfied most with “Campus 
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Environment” (mean = 2.5928). Each of other remaining factors has a mean below 3 
(neither satisfied nor dissatisfied =3 in Likert-type scale.) 
 
Table 4 Student Satisfaction Situations on Satisfaction Factors 

Rank Factor  Number of 
Respondents Mean Standard 

Deviation 

1 Academic  
Activities 503 3.0156 0.6041 

2 Interpersonal 
Relationship 503 2.9229 0.5831 

3 Physical  
Facilities 503 2.8776 0.6782 

4 School 
Administration 503 2.7485 0.6814 

5 Campus 
Environment 503 2.5928 0.5496 

 
 
Regression Analysis 

In order to realize the correlation between student satisfaction and student loyalty,  
the regression model was constructed. Five student satisfaction factors, revealed from 
student satisfaction scale, were used as predictors of student loyalty (the willingness to 
recommend the institutes they were currently attending to others). Multiple regression 
analyses were performed to determine which combination of the five predictor 
variables were the best predictors.  

Y�β 0 �β 1 1X �β 2 2X �β 3 3X �β 4 4X �β 5 5X �ε 
 

Where   Y: students’ “loyalty” which is defined as “the willingness to  
recommend the TVE institutes they were currently attending to others. 

1X : School administration, 2X : Academic activities,  

3X : Physical Facilities, 4X : Campus Environment,  

5X : Interpersonal Relationship 
 
 
Table 5.  The Results of Regression Analysis 

Variable β Standard Error t  P 

β 0  3.0945 0.03553 101.54 0.0001*** 

1X  0.3753 0.03351 5.498 0.0001*** 

2X  0.2854 0.03314 6.594 0.0001*** 

3X  0.1997 0.03681 5.673 0.0001*** 

4X  0.0954 0.03417 0.934 0.3841 
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5X  0.2161 0.03321 4.684 0.0001*** 

R 2 �0.6954�Adjusted R 2 = 0.6897 

F-value=28.324,  P=0.0001***,  D-W�1.71 
* P< .01,  ** P< .05,  *** P< .001 
 
The regression of satisfaction factor scores against rated willingness to 

recommend the institute show that all satisfaction factors (school administration, 
academic activities, physical Facilities, interpersonal Relationship) have significant 
influence on their “loyalty” except “campus environment.” It indicates that students’ 
loyalty is predicted significantly (P< .05) by four of five satisfaction factors, and its 
adjusted R 2 = 0.6897 means which accounted for high variability in student 
satisfaction; no multicollinearity and autocorrelation exits (D-W=1.71, VIF<10). The 
results are consistent with the findings of previous studies, which provided evidence 
for the significantly positive influence of satisfaction on 
loyalty/word-of-communication (Fornell, 1992; Anderson & Sullivan, 1993; Hallowell, 
1996; Anderson, 1998).  
 
 
 

Discussions and Implications 
This study was conducted to investigate the relationship between student 

satisfaction and student loyalty. Six hundred TVE senior students in 8 private TVE 
institutes in Taipei, Taiwan were surveyed to understand their satisfied level with their 
institutes and their willingness to recommend the institutes. 

Firstly, establish a regular survey system within the formal organization structure 
of institutes. According to the survey results (Table 4), the average scores of all 
satisfaction factors were below 3 except “academic activities” (just 3.0156), which 
indicates private TVE students were not satisfied with the institutes/departments they 
were currently attending. Therefore, the institutes should establish a regular survey 
system to understand the level of student satisfaction and evaluate whether the 
problems of dissatisfaction are impelled or improved or not. Moreover, students were 
dissatisfied most with “Campus Environment.” It can be explained that all respondents 
were from private TVE institutes, which they provide smaller campus and weaker 
facilities than public institutes do. Government should consider that the quality of 
public and private institutes should be balanced, and provide reasonable subsidy to the 
private institutes with high reputation.  

Secondly, 4 satisfaction factors, school administration, academic activities, 
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interpersonal relationship and physical facilities, have positive influence on student 
“loyalty” according the results of regression analysis. “School administration” has the 
strongest influence on student loyalty, which indicates that graduating students 
emphasize the needs of “career-orientated” services institutes can provide, such as easy 
processing on applying for documents, up-to-date information about the job market or 
advanced study, and getting help in career design. TVE administrators should not 
neglect the quality of student advising. Advisors should not only monitor academic 
progress, but also provide career guidance, especially offering instruction in course 
selection to obtain more professional licenses and certificates. Graduating students 
who have received careful career advice should tend to feel better about their schools 
because of their improved prospects for a preferred job. (Chadwick & Ward, 1987). 
The second powerful predictor for student loyalty is “academic activities,” which 
indicates that reasonable class sizes, accessible and knowledgeable faculty and 
specialized courses are the key components to satisfied students. TVE institutes should 
provide training courses or discussion group meetings for faculty to improve their 
knowledge, professional expertise, and the ability to explain and demonstrate. 
Moreover, TVE institutes should establish a tutorial system for students to make up for 
the lack of instructors’ availability outside of class. 

According to the previous researches (Fornell, 1992; Anderson & Sullivan, 1993; 
Hallowell, 1996; Anderson, 1998), customer satisfaction is the antecedent of relational 
outcomes, such as customer loyalty and positive word-of-mouth advising. 
Testimonials from successful former students might be one of particularly effective 
strategies to market the institutes.   
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ABSTRACT 

This paper reports the findings of a study that examined the potential impact of 

course management systems (CMS) on low-income students in gateway courses.  By 

merging student demographic data with course data from all gateway courses at a major 

Midwestern U. S. research university, the study sought to determine whether low-income 

students have diminished success—as compared to non-low-income students—in 

gateway courses in which a CMS is employed.  

Statistical analysis of the data reveals that low-income students have a noticeable 

difference in success, with success defined as a course grade of A, B, or C.  However, 

this study and the literature upon which it was built indicate that income status alone does 

not fully predict student academic success.  This study validates the use of CMS’s as an 

early warning tool, although significant additional research is warranted, as detailed in 

the paper. 
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INTRODUCTION:  
 
Even in the 21st century, we still have a literacy problem in our schools.  At least 40% of 
Ninth Graders across the nation in some of our schools are performing below grade level 
in reading, math or both subject areas according to the CRCT (Criterion-Referenced 
Competency Test) administered in the eighth grade.  Not only are they functioning below 
grade level, but by the time these ninth graders reach the twelfth grade, only 64% of them 
will graduate with a diploma.  The other 36%, you guessed it, dropped out, earned a GED 
(General Education Development), or attended some other alternative schooling and 
heaven knows what else.   
 
The high school graduates that are going on to post-secondary education, a great 
percentage of them, are simply not prepared for college due to various reasons such as 
poor study habits & study skills, test-taking skills, organizational skills, research & 
technology skills, and last but not least, lack of knowledge of course content.  As an 
educator, this is alarming and appalling to me. Therefore, I’m on a mission and I aim to 
do something about it by implementing Lesson Helpers in my Geometry classroom at 
Lithonia High School, in my Saturday tutorial sessions with GSU (Georgia State 
University) Upward Bound Math students, in my Math 0098 course at GPC (Georgia 
Perimeter College), and optimistically in the classroom of all educators. 
 
 
BACKGROUND INFORMATION:   
 
Lesson Helpers were created during the 2003-2004 school term as a remediation plan for 
students in the Ninth Grade Academy who were level one because they scored below 300 
on the math section of the Georgia CRCT (Criterion- Referenced Competency Test) in 
the spring of their 8th grade year.  There are six math domains on the CRCT and I decided 
to create a math booklet for each domain as the remediation plan per the NCLB (No 
Child Left Behind Act) by cutting and pasting old Algebra I final exam multiple choice 
questions and review questions for the GHSGT (Georgia High School Graduation Test).  
Next, I grouped the questions according to its math concepts in the following domains:  
Number Sense and Numeration, Geometry and Measurement, Patterns and 
Relationships/Algebra, Statistics and Probability, Computation and Estimation, and 
Problem Solving.  From these six booklets, I was inspired to publish Lesson Helpers.  
 
 
DESCRIPTION: 
 
Lesson Helpers are unique, original, and creative.  It serves as a resource manual for 
secondary mathematics for grades 7-12 featuring brain-based learning activities and 
strategies.  Lesson Helpers contain math concepts from the 6 CRCT math domains with a 
plethora of problem solving strategies, critical thinking problems, graphic organizers, 
standardized test problems, and applications.   
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PURPOSE: 
 
Lesson Helpers are multifold and can be used as a sponge activity, a warm-up, a game, a 
team building activity, a cooperative learning activity, a closing activity or an icebreaker.  
The primary emphasis is to improve student’s math concept awareness in reference to the 
6 CRCT math domains in addition to improving literacy skills. Lesson Helpers are 
designed to help students promote, encourage, and improve their logical reasoning skills 
by looking for patterns, their visual thinking skills by drawing a diagram or simply 
examining a graph or picture, their critical thinking skills by focusing on what is 
important, and their creative thinking skills by thinking outside of the box.  Lesson 
Helpers can be used in all disciplines and at all grade levels.  Lesson Helpers can be a 
study/review guide for students and a resource manual for teachers in the classroom to 
help encourage independent learning, self-tutorial, and reciprocal teaching. 
 
 
PLAN: 
 
The plan is to make the lesson fun, inspiring, interactive, engaging, motivating, and 
challenging by incorporating articles or puzzles found in the newspaper, magazines, 
television, radio, and the internet as a learning activity for the lesson.  As an educator, 
you will be able to connect this activity to your subject matter by using critical thinking, 
creative thinking, and some problem solving techniques. 
 
This fall, I am planning to provide my co-workers in the mathematics department with 
activities & strategies from Lesson Helpers.  Lesson Helpers will prepare the twelfth 
grade students who have not passed the math section of the GHSGT (Georgia High 
School Graduation Test) administered during their junior year of high school.  For this 
school term, Lesson Helpers will be utilized as a math remediation plan for the level one 
student in the Ninth Grade Academy per the No child Left Behind Act. 
 
 
PURSUIT 
 
Since the creation of Lesson Helpers, I have presented to parents, high school students, 
college students, participants in the 19th Annual HSTW (High School That Work) 
Summer Conference in 2004 held in Atlanta, Georgia, to new teachers and collaborative 
teachers in my school district as Staff Development for the last 3 years, to high school 
students enrolled in the Georgia State University Upward Bound Program for 2 years, 
and to college students enrolled in Math 0098 at Georgia Perimeter College for 3 
semesters.  The outcome is always a positive difference in student achievement which 
equals success and appreciation for the use of Lesson Helpers.   
 
Here is an example of a brain teaser:  Name a ship that can not sail revised into a Lesson 
Helper Critical/Creative Thinking Activity stated as: Can you think of 40 plus words, 
phrases or familiar sayings containing the word ship. Keep in mind that some of these 
ships can not sail.  For instance, give them three word examples like friendship, 
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citizenship, and leadership.  Have students take out a sheet a paper and number to 40 and 
watch the excitement unfold in three dimensions with reaching 40+ words, beating the 
clock, and the team building/competition with peers escalate.  After 3-5 minutes, use the 
think-pair share and the mix-pair share learning strategies for allowing students to work 
with a partner or in small groups.  As students get to know their classmates, they will 
move around the room visiting several classmates which is awesome and will increase if 
not double the number of words or phrases on their list and utilize the movement strategy 
which is keeping them on task, focused, and engaged.  Next, use the popcorn strategy to 
help students meet and exceed the goal of 40 plus.  Teacher will popcorn/call on the first 
student to share a couple of words from his list and have that student call on/popcorn 
another student to do the same until everyone has been popped or the goal has been met.  
This activity is fun, thought-provoking, engaging, interactive, and challenging.  To 
extend the activity and take it to a higher level of learning, have students to categorize 
their list.  You will not believe some of the incredible categories they will come up with.  
This activity is an all time- classic and my students love it.   
 
Other winners are the 8-digit puzzle using cards and the grid, Find Someone Who 
Knows/Autograph Activity, Bubble Gum Art, Word Sandwiches, The Equation Analysis 
Test, The Birthday Activity, Fill In The Blank, The Tag Activity, Slogans, Word 
Pictures, Unscramble, Toothpick Activities, Paper Folding Activities, Games like 
Knockout, Sorry, Bingo, Who Has, Jeopardy, Concentration, Connect 4, the Match 
Game, and activities like Write a Sentence with The Answer, Count the Number of F’s or 
Find 7 Math Terms in the Paragraph, Underlining & Circle Activities and more. 
 
 
CONCLUSION: 
 
Lesson Helpers are available at www.lulu.com/content/62305.  With a Lesson Helper in 
every classroom, it is a measurable goal for students to gain understanding of math 
concept awareness, critical thinking skills, and better preparation for passing standardized 
tests.  Research has shown that students who are critical thinkers have better grades and 
higher test scores. At my high school, students in the class of 2007 used Lesson Helpers 
as a resource to prepare for the 2006 GHSGT.  As a result, their test scores increased 3%.  
At the collegiate level, 9 out of 10 students taking the COMPASS Exit Exam last fall 
passed with the help of Lesson Helpers. This was quite an accomplishment and I look 
forward to the same or better statistics this year.   
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Proceedings submission 
 

1. Title of the submission: grammar instruction in the second language classroom 

2. Name of the author: Hsien-I Chiu (Ena) 

3. Affiliation of the author: Chia-nan University, Department of Foreign Language 

4. Address of the Author: No. 108 SungChang St. Fengshan City, Kaohsiung 

County, Taiwan, 83030 

5. E-mail address of the author: h.i.chiu@durham.ac.uk 

6. Abstract of the paper: 

The teaching of grammar in a second language curriculum has been in 

dispute for a long time. People may doubt that learning grammar will result in 

output fluency. The advice might be not to teach grammar in the language 

classroom so that learners can use the language more fluently without monitoring 

their production. Nevertheless, what can be seen is that grammar instruction still 

exists in language classrooms, especially when teachers have sufficient 

knowledge of the linguistic rules. They feel that if they explain the rules, their 

students will learn the target language much more efficiently. In an educational 

environment which is lacking in exposure to the language, it should be taken into 

consideration that learners may not have enough “natural” stimulus to learn a new 

language without grammar instruction. In this situation, although learners might 
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not be able to speak fluently, they could still have the opportunity to study the 

target language via textbook, dictionary, and other such materials if explicit 

grammar instruction were delivered. Is it possible that those linguistic rules could 

have a negative effect on their reading and listening skills, or could grammar 

instruction actually help learners in reading and listening? This is the focus which 

will be discussed in this paper.In this paper, first, a literature review will present 

the background of grammar instruction in language teaching. Second, a study will 

be conducted to investigate the questions about the effect of grammar instruction 

in a language classroom. Meanwhile, the methodology of the research will be 

explained. To illustrate the design of this study, the subjects and how the 

outcomes were measured in this research are presented as well as the construction 

of the experiment. Then, the results of the pre-test and post-test of the experiment 

are shown both graphically and with a description of the statistical analysis. 

Finally, the findings are explored and the paper concludes with an overall 

discussion. 
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 3

 
Grammar Instruction in the Second Language Classroom  

 
I. Introduction 

The teaching of grammar in a second language curriculum has been in 
dispute for a long time. People may doubt that learning grammar will result in 
output fluency. As Krashen (1987: 37-38) discussed in his monitor theory, 
focusing on the form and knowing the rules are pre-conditions to learners using 
the monitor. By fulfilling them, conscious learning becomes possible and the 
learner will use the monitor system as an editor. Then, what would be contributed 
to would be language accuracy, not fluency. However, it is important to have 
learners use acquisition instead of learning. The reason is that learning, which is 
taken as a monitor system, causes learners to check their language usage against 
the linguistic rules. This could cause the speed of using a language to be slowed 
down. 

According to this, the advice might be not to teach grammar in the language 
classroom so that learners can use the language more fluently without monitoring 
their production. Nevertheless, what can be seen is that grammar instruction still 
exists in language classrooms, especially when teachers have sufficient 
knowledge of the linguistic rules. They feel that if they explain the rules, their 
students will learn the target language much more efficiently. In an educational 
environment which is lacking in exposure to the language, it should be taken into 
consideration that learners may not have enough “natural” stimulus to learn a new 
language without grammar instruction. In this type of situation, although learners 
might not be able to speak fluently, they could still have the opportunity to study 
the target language via textbook, dictionary, and other such materials if explicit 
grammar instruction were delivered. Is it possible that those linguistic rules could 
have a negative effect on their reading and listening skills, or could grammar 
instruction actually help learners in reading and listening? This is the focus which 
will be discussed in this paper.  

In this paper, first, a literature review will present the background 
understanding of grammar instruction in language teaching. Second, a study will 
be conducted to investigatr these questions. As well, the methodology of the 
research will be explained. To illustrate the design of this study, the subjects  and 
how the outcomes were measured in this research are presented as well as the 
construction of the experiment. Then, the results of the pre-test and post-test of 
the experiment are shown both graphically and with a description of the statistical 
analysis. Finally, the findings are explored and the paper concludes with an 
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overall discussion. 
 
 

II. Literature Review 
1. The role of grammar in the foreign language curriculum 

The place of grammar in the language classroom has been a long-standing 
question, and advice about its methodology has been debated over the years 
(Mitchell, 2000b: 90). Nineteenth century language-instruction centered on the 
explicit teaching of grammar. However, with the increasing application of natural 
learning and communicative methods in foreign language pedagogy, the focus of 
teaching has moved from grammar explanations to natural acquisition activities. 
The immediate influence would be evoked in the field of the curriculum. 

Ur (1991: 77-78) indicates that there are four different opinions on the place 
of grammar teaching in the language-learning classroom. Some hold the opinion 
that learners do not need to learn grammar because one can learn one’s native 
language without learning grammar rules. Others feel that although grammar 
might be important, learners should learn grammar apart from the classroom 
lesson. The assumption here is that learners want to and can learn grammar 
independently. A third opinion is that learners cannot produce “real” language in 
the context of daily life by learning how to construct grammatical sentences. 
Grammar learning is only useful if the sentences produced are both meaningful 
and in the correct form. Finally, the fourth opinion is that learners could have an 
effective language learning experience by learning grammar. Those holding this 
opinion further posit that it should be interesting to design and conduct grammar 
activities to achieve such an effect. As discussed above, the different opinions 
pivot on one key question: Should grammar be explained explicitly in the 
language classroom? We could reword that as would explicit grammar instruction 
in the classroom be detrimental to students’ language learning? 
 
2. Objection 

The first objection is argued on the grounds of the nature of grammar in 
language. Is grammatical competence equivalent to language ability? As Tarone 
& Yule (1989: 69-71) indicate, some learners and teachers have the perception 
that knowing grammatical rules is equivilant to language competence goals. This 
might lead to a focus on grammar learning in the language curriculum. However, 
is learning grammar really helpful for the students’ comprehension and 
performance in the target language (Tarone & Yule, 1989: 74)? Widdowson (1988: 
146-147) also questions the effect of grammar practice from a textbook and 
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further asks what grammar is. He clarifies that the idea of grammar should be a 
natural phenomenon within aspects of language rather than a preliminary in 
pedagogical purpose. That is, even without special grammar instruction about 
language rules, learners should be able to manipulate the rules relatively easily in 
an intuitive way. Rutherford (1988: 231-232) also takes the same perspective in 
thinking that the nature of language could contribute to foreign language learning. 
He claims that a grammar-based classroom is not sufficient for the development 
of communicative competence. Grammatical accuracy may not guarantee 
meaningful understanding in real communication. What these writers are trying to 
clarify is the idea that learning grammar is not learning the language. Grammar 
does not cover the whole concept of the nature of language. 

Another argument is a point of view prevalent among native speakers. 
Teachers who are native speakers might claim that language competence and 
grammar are two different terminologies. To have a sufficient level of language 
competence, it is not necessary to explicitly know the linguistic rules (Williams, 
2000: 105-107). The reason that they might oppose teaching grammar could be 
that they are less aware of grammar if they have never received specific 
professional training.  According to the survey of Andrews (2000: 74), even with 
a certain amount of full-time experience, only 15% of native English speaking 
teachers were reported to have good or very good grammatical 
knowledge/awareness before getting formal certificate training in language 
education. Tarone & Yule (1989: 74) also state that very few native speakers can 
state the grammatical rules of their languages. This suggests that they might have 
difficulty if the curriculum required that they include grammar explanations in 
their teaching. In fact, teachers’ academic background and training might have a 
place in the explicit talk about classroom language (Mitchell, 2000a: 215-216). 
 The third argument is from the perspective of pedagogy. In Williams’ survey, 
56% of native teachers and 67% of non-native teachers reported that they think 
embedding grammar in situational contexts would be the most effective way of 
teaching foreign language learners grammar (Williams, 2000: 115). The 
underlying preference is to put grammar in a covert curriculum. Indeed, more and 
more classroom practices in the United States and Britain emphasize less explicit 
rule learning than before (Tarone & Yule, 1989: 74). From a learners’ point of 
view, the traditional explicit rules might interfere with their acquisition of 
native-like competence. Learners’ intuitional judgments of grammaticality are 
taken as a direct reflection of competence (Tarone & Yule, 1989: 74). If such 
intuitional judgment could happen naturally in the linguistic context and could be 
used unconsciously within the four skills, there would be little benefit for learners 
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to receive explicit grammar instruction. 
 
3. Approval 

For some other teachers, grammar instruction is still a necessary component in 
the language-learning classroom. As Mitchell claims (2000:216), even foreign 
language teachers who generally agree with the pupil-centered, topic-based 
approach follow course books that have a systematic progression in grammar. 
Take, for example, the national curriculum in the U.K.; though a “four skills” 
model was adopted, there is no detailed guidance about the specific syllabus. 
Under such freedom, some teachers might still prefer the systematic exposition of 
grammar in the classroom and adapt a structure-based textbook (Mitchell, 2000b: 
93-99). Even if it is advisable that grammar teaching be included within a covert 
syllabus, there might be problems if the native teachers lack awareness of their 
own grammar, as discussed in objective opinions (Andrews, 2000: 74). It is hence 
important to include grammar instruction inside the course book or curriculum. 
Since pedagogical attention to language form is a relatively easy matter for 
teachers to focus on in teaching the syllabus, it might lead a lot of teachers to be 
rule focused (Rutherford, 1988: 231-232). 

Another point in support of the explicit teaching of grammar is that grammar 
learning is not a negative process for learners’ language learning. Bloor (1986: 
157-158) posits that communicative language teaching has pushed grammar 
teaching out of the classroom; it has lost ground. He agrees with Krashen’s 
monitor theory that unconscious acquiring is different from explicit learning. 
However, he doesn’t take conscious awareness from explicit learning to have a 
negative influence. In his opinion, the conscious awareness of linguistic form 
makes learners utilize the monitor system to arrive at the correct forms. He takes 
the position of confirming the importance of grammar. It is truly important to 
make pupils learn how to communicate in the target language. While it may be 
true that they can become communicative in the language without learning a lot of 
grammar rules, they should know about language in general — which means 
being able not only to talk, but also to write. Many errors are forgivable in the 
spoken context, but become glaring when written. Therefore, it still seems 
necessary for students to learn grammar in the language-learning context. 

Pacher (1999: 94-101) also claims that the rules of grammar help learners 
learn the target language effectively. Common rules and aspects of the language 
could be indicted in advance and learning structures could allow learners to use 
similar structures to produce a variety of sentences. He further divides grammar 
learning into two different ideas. From one perspective, grammar is seen as a 
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product which uses explicit knowledge and meta-linguistic awareness. Taken 
from the other perspective, grammar is seen as a process which is operationalised 
in reflecting unconscious communicative acts. Explicit grammar instruction 
could have a positive effect in the acquisition-poor environment of the foreign 
language-learning classroom. Learners who do not have enough native speaking 
teachers or advanced learners around them to enrich their learning environment 
can still learn from grammar books and dictionaries. Although learners may be 
unable to absorb the rules quickly and use them right away, explicit grammar 
instruction may still be a useful strategy in such an acquisition-poor context. All 
these could be the reasons to support explicit grammar teaching in language 
learning classroom. 

Fotos (1998:301-303) posits that grammar instruction has never left the 
language classroom and suggest that the best way to adopt it is not to abandon 
grammar teaching, but rather to change the way of teaching it. Some further 
quotations in his paper indicate that isolated grammar teaching cannot develop 
learners’ ability to use those grammar points in communication though some 
other researchers suggest that some type of explicit instruction may benefit 
learners to activate their previous knowledge. He therefore suggests that some 
grammar instruction could be combined within certain communicative activities. 
Further, he suggests the tasked-based approach have both implicit and explicit 
grammar instruction (1998: 306). 

Concerning the role of grammar in the language classroom, Ellis (1993:3-6) 
reveals that “grammar consciousness raising” evoked a comeback for grammar 
teaching after Krashen’s comprehensible input had its hey day caused many 
teachers to view grammar teaching as a sin since it could be taken to be barrier to 
learners. He also mentions that the opportunities to use language in the language 
classroom lie not only on the oral or written output but also on the listening and 
reading input. That is, learners’ conscious attention to problematic grammar 
features is to be expected while they are trying to comprehend the reading or 
listening as well. Though Hopkins and Nettle (1994:157-160) later argue about 
this “comeback” grammar and some of Elis’ grammar teaching approaches, 
grammar use in reading and listening is not being argued. 

The discussion about grammar learning seems to be focused mostly on 
output speaking or writing. Nevertheless, for most EFL university students, the 
ability that they require first and foremost for their academic success in their 
major courses is to be able to use the language in reading and listening. Therefore, 
it should be interesting and necessary to investigate the effect of grammar leaning 
on learners’ input understand in reading and listening. Further, most objective 
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research claims that grammar learning has a negative influence on the output in 
language learning. To evaluate the impact of grammar instruction on input 
reading and listening could be a meaningful perspective to pursue. Consequently, 
the study context here will focus on grammar instruction in the university EFL 
classroom and its effect on reading and listening. 

III. Method 
1. Background 

This study was set in Taiwan, an EFL environment. The university EFL 
courses contain certain oral courses, but the pursuit of most universities is to 
improve students’ academic reading and listening abilities in the Freshman EFL 
course. The course examined here was a Freshman English course which trained 
students to increase their abilities in the input skills. The question under 
investigation was whether explicit grammar instruction had an impact on their 
learning results in reading and listening.  
2. Design of research 

The study was designed such that the subjects were divided into two groups. 
One group, which was the control group, had only the instructions included in the 
listening and reading sections. The other group, which was the experimental 
group, had explicit grammar instructions along with the listening, reading, and 
structure sections. Both courses lasted for one academic year and a pre-test was 
given before the course. After one year, a post-test was given to the two groups. 
Due to the non-randomized subjects, this was a quasi-experiment, though there 
were control and experimental groups. 

The course used “Longman Preparation Course for the TOEFL Test” as the 
textbook (Phillips, 1996). The book is made up of three sections which paralleled 
the format of the TOEFL at that time. In the course, different TOEFL skills were 
introduced and practiced. The first section focused on the listening test, the 
second section focused on the structure test and the third section focused on the 
reading test. 

Besides the skill sections, there were a pre-test and a post-test in the textbook. 
Students were asked to cut out the post-test at the beginning of the course and 
hand it in to their teacher. At the beginning of the course, a pre-test was done and 
at the end of the academic year, the post-tests were given back to students and 
done in class. The results of the pre-test were used as pre-test scores and the 
results of the post-test were used as the post-test scores in this paper. Since these 
two tests were complete tests made available in the professional TOEFL test 
textbook, the reliability and validity of the tests were assumed to be sound. The 
measurements were assumed to be fair and without bias. The pre-test and 
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post-test were two separate different tests within the text book. For both 
experimental and control groups, the same pre-test and post-test were used since 
their textbooks were the same. 

It is also necessary to discuss the internal validity of this study. The mortality 
threat that subjects may drop out while the study was being conducted met with 
no such problem since this course was a required course and students had to 
attend it. As for the location threat, the place to have class was always in the same 
business college. A maturation threat that changes in students due to natural 
mental development over time could be an unaccounted for variable leading to 
improvement for some students also exists. However, this study which was 
carried out over the course of one year of instruction was short enough to avoid 
improvement due to natural maturation. Likewise, the attitude of subjects could 
be influenced by a Hawthorne effect in that once they knew that they were 
involved in an experiment they would behave differently. To counter the 
Hawthorne effect, all the freshmen in the target university used the same textbook, 
but individual teachers could decide which parts to teach. This resulted in 
diversity among classes as to which sections they studied. Therefore, even with 
different content in the course, they did not suspect that they were different from 
the other students. To counter the regression threat, the threat that subjects placed 
in groups based on extremely low or extremely high scores regress toward a more 
average mean in subsequent testing regardless of the treatment, the similarities of 
the two groups studied were clearly shown in their pre-test both in reading and 
listening. This showed the two groups were equivalent and the regression threat 
could therefore be reduced. In the implementation of this study, the same teacher 
conducted the course for both classes. The individual differences among teachers 
was in this way controlled so that the threat of variability in the implementation 
was reduced. The particular teacher involved was a non-native teacher who had 
received prior linguistic training (Fraenkel & Wallen, 2000).  
3. Subjects 

The subjects were all freshmen in the Business College of a four-year 
university when the experiment was held. Before the experiment, they had studied 
English for six years. Their majors required that they take an English training 
class which focused on the skills tested by the TOEFL. Students from the same 
department were put in the same class. The experimental group was composed of 
International Trade majors and the control group was made up of Accounting 
majors. Students did not volunteer to attend the course; it was a required course 
for all students in the Business College. Every week, they attended a three-hour 
lecture about TOEFL. The course lasted for one school year. Since the groups 
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were not composed of randomized samples, both groups of subjects took the 
pre-test before the treatment. The treatment here was the grammar instruction. 
The teacher then gave a post-test after the treatment. The treatment was held 
independently for the different group samples and, hence, they formed two 
independent sample groups. As for the size of the samples, one group had 98 
students and the other had 102. That came to 200 in total, making this a 
large-scale experiment 

 According to the results of the reading and listening scores of a pre-test, the 
two groups had a similar frequency available before their treatment. The similar 
shape of the histogram in Figures 1 and 2 indicates the likeness of the subjects’ 
English proficiency before the treatment. However, a further precise, statistical 
number should be inspected. 

To this end, a t-test was conducted to test the differences between these two 
groups. According to the results of the pretest in reading (Table 1), the mean of 
the control group was 39.1 and that of the experimental group was 36.6. The 
standard deviation was 5.19 for the control group and 4.99 for the experimental 
group. Therefore, the mean difference was 2.5, a very significant difference 
(p=0.001). The two groups are different and, therefore, regression was employed 
later in the data analysis. 

In the listening pre-test, the mean of the control group was 39.8 and that of the 
experimental group was 38.6 (Table 1). The mean difference was 1.2 and 
standard deviation was 4.88 and 4.56 for the control and experimental groups 
respectively. Since the difference was not significant (p=0.07), the two groups 
could be viewed on the same basis. 
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Figure 1.  Frequency distribution in reading pre-test 
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Frequency distribution in  pre-test of listening
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Figure 2.  Frequency distribution in listening pre-test  
 
 N Mean SD t      df Sig. 

(2-tailed) 
 
F(Sig) 

 
 102 
  98 

 
39.12 
36.64

 
5.19 
4.99 

    Reading 
Control Group 
Experimental Group 
 
Total 

200   3.445 198 .001 .694 

 
 102 
  98 

 
39.82 
38.61

 
4.88 
4.56 

 
 

   Listening 
Control Group 
Experimental Group 
 
Total 200   1.81 198 .072 .109 

Table 1. Group differences in reading and listening pre-tests 
 
 

IV. Research questions and analysis 
The research question was, “What is the impact of grammar instruction on the input 
skills of listening and reading?” 

To examine the progress here, regression was used to show the result. First, the 
residuals were calculated from the regression line so that each student’ progress could 
be measured from a fair base. Then, based on the obtained residuals of these two 
groups, a t-test was used to show the outcomes that differed significantly from the 
residual scores.  

In doing hypothesis testing, it is surely important to consider the sample group 
that you are going to test. In this study, there were pre and post tests for the two 
different groups. We took the means of two groups and applied the two independent 
means t-test (Norusis, 2000). It was suitable since the sample size was small (less than 
100) (Vaus, 2002: 297). However, the sample size could make a difference in the 
number. Therefore, the effect of size would also be calculated to see the size difference 
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between the two groups. The reason is that the effect of size refers to any type of 
statistic that describes the way two variables are related, especially in the strength, 
direction, and the nature (linearity) of the relationship or group differences (Vaus, 2002: 
293). 
  
1. Listening 

A. Regression: 
As shown in Table 2 and Figure 3, a linear regression analysis was conducted to 

evaluate the prediction of post-test results from that of the pre-test in listening. Figure 
3 shows that the coefficient of the regression line was 0.3, which was not too strong. 
There were certain influences that could be predicted from the pre-test score. Also the 
mean of the progress residuals was -1.28 for the experimental group but 1.23 for the 
control group (Table 3). However, the significance of this difference should be told 
from the t-test based on the residual scores. This relates to the hypothesis testing in the 
following section. 
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Figure 3 . The scatter plot of regression in listening 
 
 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

Model   B Std. Error Beta t Sig. 

(Constant) 29.313 2.741  10.693 .0001 

Listening 

pre-test 
.310 .069 .303 4.469 .000

a  Dependent Variable: Listening post-test 
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Table 2. Coefficients based on the residual in listening 

 

 
B. Hypothesis testing  

Null Hypothesis:   
H0: Grammar instruction would not have any impact, positive or negative, on 

the listening test results. 
   Alternative Hypothesis:  

H1: Grammar instruction would have an impact, either positive or negative, 
on the listening test results. 

 
That is: 
H0: µx-µc= 0 
H1: µx-µc≠0 
 

First, we calculated the progress of the control and the experimental groups in 
listening. An independent t-test was used to state their relationship and to decide 
whether to reject or retain the null hypothesis for the t-test score could tell us if the 
difference was based on chance or not. The mean of the residual score in listening 
was -1.28 for the experimental group and was 1.23 for the control group, µx-µc= - 
2.51. To see if such a difference had any significance, the t-test score was examined. 
The finding was that it was significant (P<0.05) (Table 3).  

As mentioned before, the effect of size was calculated. Based on the residual 
score, the effect of size result was -0.59 for the listening part, as shown below. This 
means that the control group actually did better. The effect of size score was 
negative and was greater than one third of a standard deviation (-0.33). (Crowl, 
1996: 192). Therefore, the difference was considered meaningful. 

    

ES= 
__
Xe-

__
Xc  = -1.28-1.23   = -0.59 

        SDc      4.41 
 
That is to say, the null hypothesis was rejected and the alternative hypothesis 

was retained. Grammar instruction had an impact on the listening test score in this 
course. 

  

 N Mean SD t     df Sig. 
(2-tailed) 

 
F(Sig) 
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 102 
  98 

 
1.23 
-1.28 

 
4.24 
4.71 

    Listening 
Control Group 
Experimental Group 
 
Total 

 200   3.97 198 .000 0.96 

Table 3.  t-test on residuals in listening  
 
 
2.  Reading 

A. Regression 
As shown in Table 4 and Figure 4, a linear regression analysis was conducted to 

evaluate the prediction of post scores in the experimental group from the pre-test. 
Figure 4 shows that the coefficient of the regression line was 0.5 which could be 
meaningful. There were certain influences that could be predicted from the pre-test 
score. Also, from the t-test results, the mean of the progress residuals was -1.36 for the 
experimental group but 1.30 for the control group (Table 5). However, the significance 
of this difference should be told from the t-test based on the residual scores. This also 
relates to the hypothesis testing in the following section. 
 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

Model   B Std. Error Beta t Sig. 

(Constant) 18.708 2.476  7.557 .0001 

Reading 

pre-test 
.541 .065 .511 8.359 .000

a  Dependent Variable: Reading post-test 

Table 4. Coefficients based on residuals in reading 
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Figure 4. The scatter plot of regression in reading 

 
B. Hypothesis testing 
Null Hypothesis:   
H0: Grammar instruction would not have any impact, positive or negative, on 

the reading test results. 
   Alternative Hypothesis:  

H1: Grammar instruction would have either a positive or a negative impact on 
the reading test results. 

That is: 
H0: µx-µc=0 
H1: µx-µc≠ 0 

 
With the same method as was used in the listening test, we calculated the 

progress residuals of both the control and the experimental groups in reading. The 
two independent parameters were both considered to have normal distribution. A 
t-test was used to state their relationship and to determine whether to reject or retain 
the null hypothesis. The mean of the residual score in reading was -1.36 for the 
experimental group and was 1.30 for the control group (Table 5).µx-µc= -2.66. To 
see if such a difference had any significance, the t-test score was examined. The 
finding was that it was significant (P<0.05). 
  To make sure this significant difference was not due to the sample size, the 
effect of size was calculated. Based on the residual score, the result was -0.60 for 
the reading part as shown below. This shows that the control group did better. The 
effect of size score was negative and was greater than one third of a standard 
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deviation. Therefore, the difference was considered meaningful (Crowl, 1996:192). 
    

ES=  
__
Xe-

__
Xc  = -1.36-1.30   = -0.60  

        SDc      4.41 
 
That is to say, the null hypothesis was rejected and the alternative 

hypothesis was retained. Grammar instruction had a negative impact on the 
reading test score. 

 N Mea
n 

SD t      df Sig. 
(2-tailed) 

 
F(Sig) 

 
 102 
  98 

 
1.30 
-1.36

 
4.41 
4.75 

    Reading 
Control Group 
Experimental Group 
 
Total  200   4.11 198 .000 0.86 

Table 5.  t-test on residuals in reading 
 
 

  V.  Discussion 
Based on the findings of the test results in this study, grammar instruction does 

have an impact on students’ study in the input skills. Further, it seems that that 
influence is negative, as is suggested from the result. In both the reading and listening, 
the results of µx-µc were negative. This is very different from the assumption that 
grammar instruction might interfere with the output acquisition while it may not be a 
negative to input acquisition. 

Nevertheless, there is a limitation that needs to be noted. The same number of 
teaching hours had been distributed to both the control and experimental groups. As a 
result, the experimental group had less time in being exposed to TOEFL-like 
assessment since they needed to move that time into grammar instruction. If both of the 
groups received the same assessment exposure and one group had extra time in 
grammar instruction, there might have been different results. However, for the overall 
consideration, the fact which this study makes clear is that grammar instruction seems 
confusing and causes students to have a worse performance, even in the acquisition of 
reading and listening skills. Also, in reality, it is not possible for teachers to have extra 
hours to teach only grammar within a set curriculum. 

It would be meaningful to look at more empirical research on grammar 
instruction issues. Klapper and Rees (2003: 304-309) conducted a study in explicit 
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grammar instruction and suggested that there is still a substantial need for explicit 
grammar instruction in making foreign language learning more efficient and effective. 
However, at the same time they also pointed out that less explicit can be just as 
effective when extensive exposure to naturalistic use of the target language is available. 
Muncie (2002: 184:185) quoted Polio, Fleck and Leder’s (1998) finding that extra 
grammar training and corrective feedback did not cause a control group to outperform 
the experimental group in linguistic accuracy. However, Muncie also posited that these 
results could have been due to the influence of the type of instructional methodology 
used. He further suggested that there is a need to include a grammar component with 
some suggested guidelines that would give it a more function based nature. On this 
point, the present study used the same teacher employing the same methodology for 
both control and experimental classes, and the results still suggested that there was no 
positive influence from explicit grammar instruction. 

Jong (2005:229) conducted a study in listening acquisition and suggested that 
although it might not prevent grammatical errors in production, some L2 grammar 
knowledge can be learned through listening. Macaro and Masterman’s study (2006: 
297) also support the previous finding that explicit instruction leads to gains in some 
aspects of grammar rather than in accuracy in translation or free composition. They 
further interpret their findings stating that an explicit grammar course may not be 
useful in developing learners’ four language skills, but could still cause an awareness 
of the structures of the language. Graaff’s study (1997) in the acquisition of an 
artificial language also confirms that explicit instruction facilitates the acquisition of 
L2 grammar, but not language ability. 

Taking all of these studies into consideration, it seems difficult to conclude that 
the explicit teaching of grammar has an absolutely positive or negative impact on 
students since the subjects, context, and objects might vary from case to case. However, 
from the findings of these studies as well as the results of the present study, a more 
specific suggestion for the course evaluated here can be given, but a general suggestion 
will not be made from this study. This research suggests that in this TOEFL course, 
explicit grammar instruction should not be included as it prevents students from having 
sufficient time in exposure to the target language and may result in students feeling 
confused by the complex sentence transformations. Accordingly, it seems more 
beneficial for students to have direct input practice rather than linguistic rule 
explanations in this course.  

 
VI. Conclusion 
 

Regarding the question of the place of explicit grammar instruction in second 
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language learning, the literature review revealed that researchers have come to 
differing conclusions and have put forth a diversity of arguments, both for and against. 
This experiment was performed to observe the influence of grammar instruction on 
listening and reading assessment of a TOEFL course in hopes of providing curriculum 
design suggestions backed by persuasive reasoning. As discussed above, complex and 
explicit grammar instruction may not help learners in this particular language context.  
What we propose now is only a suggestion for teachers in the given course based on 
the results that have been found here. Nevertheless, the puzzle that comes up right 
away is that even though grammar is closely related to input comprehension, grammar 
instruction could not result in greater student progress in comprehension. This could be 
a possible question for future research. 
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For the presentation, how the Korean gifted young students view creativity is explored, 
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and elaborated definition on it (Sternberg, 1985) and comparing it cross-culturally (Niu & 

Sternberg, 2002). Even where there has been no definite notion of creativity, implicit knowledge 

on it enables us to judge creative ideas and products (Runco, 1999). For exploring implicit 

knowledge of Korean students on creativity, method used by Sternberg (1985) is mostly 

borrowed. Around 700 students in 3 different age groups (elementary, junior-high and high 

schools students) are asked to rate the questionnaire. All students are participants of the Korean 

counterpart of ‘Odyssey of Mind’. They will be considered to have talents, because they were 

filtered by teachers’ recommendation and showed excellent academic achievement.  

They are asked to rate each description of a questionnaire based on how close it is to the 

characters of creative people’. 5-point Lykert Scale is used for the questionnaire. For analyzing 

the questionnaire, principal-axis factor analysis with varimax rotation will be followed.  

Two issues are mainly discussed. First, cross-cultural comparison of implicit knowledge of 

creativity is examined based on the results of factor analysis. Second, gifted young students’ 

concept of creativity is compared with that of Korean adults. If there exists inconsistency among 

two groups, reasons of the difference are discussed. 
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ABSTRACT 

 

A little over 2,100 parents and children were surveyed to determine who has a 

greater purchasing power when it comes to picking out children’s clothing and actually 

purchasing children’s clothing. The study was also designed to test how much, if any, 

magazines, music, movies, movie stars, television, and television stars influence what 

types of clothing children purchase, and if the amount of allowance children earn per 

week increases their purchasing power. The results of the surveys indicated that music is 

not a big influencer for children when it comes to purchasing clothing. Magazines, 

movies, movie stars, television, and television stars do not heavily influence children’s 

purchasing habits; however, females are influenced more than males by all of the listed 

categories. Allowance does not increase children’s purchasing power. Overall, children 

do think that they have high purchasing power, but the parent’s of the children believe 

that their children have more purchasing power than they think they do. 

 

INTRODUCTION 

 

Teenagers and middle school children and money have always been an influential 

and stirring combination, fueled by advertising, media, and celebrities of all types 

(Norquist 2002). Children also constitute one of the largest consumer segments and many 
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advertisements are targeted towards children (Zhang & Sood 2002). Because of this, it is 

always fascinating to see children and their parents when they are shopping together.  

Almost always, there is the push and pull of trying to compromise on something that is 

affordable, stylish, and age appropriate. Regardless of whether the parents are passive or 

aggressive, or if the children are compliant or unyielding, ever since children have been 

old enough to voice their opinions, there has most likely been at least one struggle per 

parent and child relationship when it comes to purchasing power.  

 

Since the early 1990’s, children’s influence on family purchasing is steadily 

increasing (Caruana & Vassallo 2003). As a result of this, children have progressively 

become the focus of marketers (Caruana & Vassallo 2003). Not only would it be 

interesting to see what actually influences children, but it would also be very interesting 

to see what mediums of the media, whether it be magazines, movies, music, or television 

influence children the most when it comes to purchasing clothing. 

 

An average 43% of purchases were influenced by children when shopping with 

their parents (Caruana & Vassallo 2003). This supports the statement made earlier that 

children’s influence on family purchasing is steadily increasing. If children’s purchasing 

power of items that the whole family uses, such as groceries and other household items is 

increasing, it is only natural to think that children’s purchasing power of clothing is also 

on the increase as well. 
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Studies have also shown that mothers who shop with their kids wind up spending 

30 per cent more than they originally intended and fathers spend 70 per cent more 

(Caruana & Vassallo 2003). This may not seem like a lot, but when all of the extra cents 

are added up, children’s purchasing power is significantly raised. If children have the 

ability to make their parents spend more on items that the whole family will share in, they 

will be an able to influence increased spending on things such as clothing and accessories 

as well. 

Children are now socialized to become competent agents, capable of rationally 

evaluating advertising claims and purposes (Cross 2002). Since children are socialized to 

make mature, responsible decisions about products, it is natural to think that their parents 

respect their purchasing attitudes and decision making. Therefore, when children go 

clothes shopping with their parents, it is interesting to see how much purchasing power 

the children have when it comes to buying non-household goods.  

 

Parents with a higher education level and families with a higher household 

income engaged more frequently in consumer behavior related issues, including 

consumption with their children (Caruana & Vassallo 2003). This goes to show that 

parents have a large influence on whether or not children make educated purchasing 

decisions. Parents with higher education levels and a higher household income can also 

determine how influenced a child is by all of the mediums of media. 

 

Consensual parents perceived that they have a greater influence on children’s attitude 

toward advertising and consumption habits (Chan & McNeal 2003). This statement also 
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supports that children are influenced by their parents and their parents’ shopping 

behavior. There are many factors that influence children when it comes to picking out 

clothing, and actually purchasing clothing. 

 

 

HYPOTHESIS 

• H1 Children are influenced by the type of music that they listen to when it 

comes to purchasing clothing. 

Ever since MTV and the music video revolution, teenagers and middle school 

children have looked to their favorite singers and bands for influences on the way that 

they dress. Children pick up on what their favorite band or singer wears in their music 

videos, at concerts, and at award shows and other television appearances. The type of 

music that children listen to varies dramatically, and therefore, their dress is varied to 

what they wear, and the extent of how much each genre of music influences what types 

of clothing they want to purchase. 

 

• H2 Girls are more likely to buy clothing that they see in magazines, in 

movies, and on television than boys are. 

Girls tend to pay closer attention to fashion than boys do. As a result of this, it is very 

likely that girls would receive style inspiration from magazines, movies, and television. 

Girls oftentimes look to their favorite starts in movies and on television as cues to what is 

new, trendy, and fashionable. Magazines, especially teen magazines, and fashion 

magazines, almost all targeted towards girls, are an even better source of fashion ideas 
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and cues as to what is fashionable. Because boys typically are not as into fashion as girls 

are, they do not really pay attention to what stars are wearing on television and in movies. 

 

• H3 Children who earn a bigger allowance have more purchasing power than 

those that do not. 

Since parents that have high incomes have a lot of influence on their children’s 

purchasing power, it would only seem natural that children who have a large allowance 

would have more bargaining power with their parents. It would also seem likely those 

children that have a higher allowance would have more money to spend on items that 

their parents weren’t willing to buy for them otherwise.  

 

• H4 Overall, there is an equal balance between the purchasing power of 

adults and children. 

Parents generally have the final say in what children buy, which is a standard fact. 

Now more than ever children have a large say in what is purchased when both parents 

and children go shopping together. Also these days, it is more common for parents to be 

friends with their children. Roles for parents have changed, and most parents are not the 

strict, authoritative figure that they used to be. Parents and children have come to reach a 

better understanding of each other. Parent child relationships are more likely to be 

compromising and give-and-take.  
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METHODOLOGY 

Two different surveys were designed. One survey was to be taken by the middle 

school children, ages 9-12, and the other survey was to be taken by the parents of the 

children. The survey used a Likert scale in order to determine the frequency the answers 

to the questions being asked.    Both sets of surveys were distributed in November of 

2004 at Oaster Oakview Middle School, and Nelson Ridge Middle School, both schools 

including grades 4-6, and both schools located in New Lenox, IL.  

A total of 1074 surveys were returned (478 Parents and 596 children). To analyze 

the data the Analysis of Variance procedures were performed using SPSS 12.0 for 

Windows. The level of significance for all statistical analyses was set at .05 (p < .05). 

 

RESULTS 

Influence of Music  

Although it was found that children are more likely influenced by the music than 

their parents (because children listen to the music more often than their parents), there 

were no statistically significant differences between two groups. The results of the 

surveys also indicated that type of music children is listening is not a big influencer for 

children when it comes to purchasing clothing either. On the contrary to what believe 

children type of music preferred by children (pop, rock and roll, country, heavy metal, 

rap, jazz, Christian, etc) and shopping frequency are not related.  The type of music may 

be related to the style of fashion, but not related to the frequency of shopping and degree 

of interests in fashion. No significant differences shopping pattern were found between 

boys and girls either. 
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Influence of Mass Media (magazine, television, movies) 

There were significant differences in media influence in shopping behavior 

between the parents and children. Children who spent more time reading magazines, 

going to movies more frequently or spent more time watching television are defiantly go 

shopping more frequently and likely spend more money than those who are less devoted 

to the magazines, televisions or movies.  Also, girls are significantly more influenced by 

media than boys.   

Influence of Money 

Parents are more budget conscious and influenced by their finances when it comes 

to shopping but children are not. Very Contrary to what was thought; the amount of 

allowance that a child receives has little or no influence on how often they shop or how 

much they spend. Instead, children’s shopping pattern is more likely influenced by their 

fashion consciousness and degree of interest in fashion. Children of high fashion 

awareness will find their ways to acquire what they want. Parents’ income level and 

money spent on children’s fashion product are not related. This “keeping up with 

everybody” may put certain level strain on some family’s budget.  

Role of Parental Communication 

Parents and children agree that children have the power of making decision when 

it comes to purchasing certain products. When asked the question: “I let my child pick 

where they go clothes shopping. “I let my child decide which types of clothing he/she 

should buy.” 93.1% of adults said that they did let their child decide. 96.8 % of children 

surveyed responded that they can pick what they like regardless what their parents say. It 

2007 HICE Proceedings 
Page 880



appears that most parents surveyed tend to give-in when conflicts occur, creating “I want 

that and now”-generation. 

 

CONCLUSION 

The results of the surveys indicated that music is not a big influencer for children 

when it comes to purchasing clothing. Magazines, movies, movie stars, television, and 

television stars do influence children’s purchasing habits, and females are influenced 

more than males by all of the listed categories. Allowance does not increase children’s 

purchasing power. Overall, children do think that they have high purchasing power, but 

the parent’s of the children believe that their children have more purchasing power than 

they think they do. This would go along with the research findings which stated that 

children’s purchasing power is steadily increasing and the role parent’s in decision 

making is diminishing.  

These results provide some insightful information that can be applied in the area 

of consumer education, especially for preteen age group and their parents. 
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• RESULTS FOR HYPOTHESIS 1:  

o H1 Children are influenced by the type of music that they listen to 

when it comes to purchasing clothing. 
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• RESULTS FOR HYPOTHESIS 2: 

o H2 Girls are more likely to buy clothing that they see in magazines, in 

movies, and on television than boys are. 
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Effects of Creative Drama using Picturebooks on 
Young Children’s dramatic body expression and 
emotional expression  

* Backgrounds  

Picturebooks offer a unique opportunity for children to visual literacy, 
and verbal comprehension, imagination. Sung Min Jung(2003) 
suggests dramatic play is very interesting and creative activities for 
children’s development.  

Educational drama could make a positive effect on reducing 
children’s behaviors of shyness in that they can realize their self-
respect and conduct self-expression activities (Jang, Hye Jung, 2003). 

The study of effects of  educational theater for 5-years- old children 
on children’s peer acceptance and self-esteem  shows the 
experimental group children participated in the programmed 
educational theater for 9sessions were improved than the control 
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group in peer acceptance and self-esteem levels(Chun, Hee Young, 
2003). 

Surveys insist Picturebooks-based puppetry activity improves 
creativity in early childhood, and also shows effectiveness in 
enhancing fluency, flexibility, originality and imagination, which are 
sub-categories of creativity. Therefore, picturebooks-based puppetry 
activities are effective in improving creativity in early childhood (Ahn, 
Eui Koo, 2005; Lee, Kum Sook, 2005). The group of reading 
picturebooks to young children’s and its’ related activities have the 
higher scores on emotional intelligence (Sung Min Jung, 2003). 

 

* Purpose of this study  

The purpose of this study investigates the influence of creative 
drama using picturebooks on the improvements of dramatic 
movement and emotional expression ability. Dramatic body 
expressions include the creativity, variety and elaboration of the 
movement. Emotional expression abilities include self-esteem, 
confidence, empathy, and spontaneity in dramatic activities.   

 

* Research Questions  

1. Do reading picturebooks to children and its related dramatic           
activities influence on young children’s dramatic body expression? 

2. Do reading picturebooks to children and its related dramatic            
activities influence on young children’s emotional expression? 

 

* Methods and Materials   

The subjects are 8 five-year-old children (4 boys and 4 girls) in one 
day care center located in Seoul.   
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In order to conduct this study, 10 picturebooks are selected and 
totally 10 sessions are scheduled. For the present, 4 of 10 activities 
were conducted to children for this study.   

Dramatic activities are consists of various pantomime, impromptu , 

puppetry activity(dramatics), creative dramatics with selected 10 
picturebooks. 

This study has been conducting in natural settings in day center class. 
Participant Observation, Photographs, interviews (teacher and 
children) and field notes are collected to analyze the effects of 
creative dramatic.  

 

* The Ongoing research 

The ongoing research shows that young children participated in 
dramatic activities started to use their body effectively and actively in 
dramatic body expression. And very shy children in first session 
started to become more relaxed and overcame inhibitions to 
participation in forth session. These observations suggest that 
creative drama would have effects on changes in young children’s 
body and emotional expressions.  
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Christodoulou, N.  

Documenting first year student teachers’ learning experiences: Challenges, 
opportunities and lessons for the development of critical thinking 

 
1. Purpose of the study 
The purpose of this paper is to examine and document first-year undergraduate student-
teachers’ learning experiences and reflections on important educational issues, related to 
curriculum, instruction, learning and diversity, as illustrated in their journal entries and in 
other projects they were assigned.  Journaling is broadly used as a means for 
enhancement of students’ critical thinking skills and reflection on various issues, and for 
assessing their needs, thoughts, perceptions, and understandings.  Oftentimes journal 
writing is required as a coursework assignment and it is included in the teaching of 
elementary and secondary school students (Faulkner, 2004; Hopkins, 1999).  Also, it is 
used with student teachers in teacher preparation programs (Bailey, 1990; Bartlett, 1990).  
A few examples of the numerous that document its application include the use of journal 
writing in nursing, with nursing students (Hecker, Amon, Nickoli, n.d.), with athletic 
training students as part of their clinical course curriculum (Walker, 2006), and as a 
written reflection with art students (Jefferson County Public Schools, n.d.).  We, too, 
have used journal writing in the GK-12 and SKIT NSF-funded projects at a research-one 
University in the US to enhance understandings on teaching, learning and pedagogy of 
graduate students who are subject-matter experts and are not in teacher preparation 
programs (Christodoulou, Varelas, & Wenzel, under review). 
 
Journaling is broadly used with students in various courses and programs of study as a 
means for enhancement of their critical and reflective thinking, and for assessing their 
needs, thoughts, perceptions, and understandings.  Yet, it can also be used as a tool by 
instructors to assess the effectiveness of their teaching methodologies, and to expand 
their teaching repertoires to also include and combine other assignments, such as concept 
mapping, assigned readings, and portfolio creation, that add to the scope of journal 
writing for reflection.  This study, first, investigates how the use of a range of 
assignments and mainly journaling helps, if it does, first-year student-teachers to explore 
and shape their perceptions on teaching and learning.  The perceptions of first-year 
student-teachers about teaching and learning are from a student’s viewpoint, which needs 
to shift to that of an effective practitioner as they gain new awareness and images about 
teaching and learning that do not necessarily confront to those already acquired during 
their own schooling and studenting experience.  Such perceptions are not always 
effective ones to keep once they become teachers, nor they are perceptions that will ease 
their transition from the stage of students to that of student-teachers and to teachers.  At 
the level of student-teachers and teachers, individuals must start shaping their own 
teaching philosophies and start acquiring strategies pedagogically and contextually 
correct.  Second, the study documents the way student journaling becomes a 
metacognitive and learning tool for the instructor as she reflects on her first-year teaching 
experience, based on her students’ reflections. 
 
The following questions guide this study: 
1. What challenges and opportunities did first-year undergraduate student-teachers face 

during their first year at the college, as they have documented them in their projects?  

1 
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How did these challenges and opportunities become learning experiences according 
to their own reflections? 

2. Did journal-writing help them to develop their critical thinking skills as it is shown in 
their theorizing on critical educational issues (including issues of diversity, 
multicultural education, differentiated teaching, quality of student learning, teacher 
professional development, teacher professional knowledge, inside-of-school and out-
of-school curriculum, learning environment)?  What critical educational issues did 
they raise or notice in their journal entries, in the lesson critic they conducted, and in 
their philosophy of education statements? 

3. How did first-year student-teachers conceptualize teaching and learning and how did 
they illustrate students and the learning process in their projects and in their 
drawings? 

 
2. Theoretical framework 
Teachers as reflective practitioners 
All thinking and dialogue requires some form of reflection if learning is to take place. 
Individuals need time and reconsideration of events to put facts and ideas into sequence 
and eventually into a better understanding as to what happened during a specific event. 
Nevertheless, schools do little to prepare their students for reflection.  Reflection 
activities allow students a sense of intellectual ownership and a better understanding of 
oneself and one's own abilities. Reflection is more than problem solving.  While problem 
solving has an excessive concern for right answers, reflection focuses on how questions 
arise, which always requires greater synthesis and creativity than simple answers (The 
National Service-Learning Cooperative, 2004). 
 
Reflection was a central notion in the work conducted by Donald Schön (1983).  Schön 
distinguished reflection as “in-action” and “on-action.”  Reflection-in-action involves 
looking at experiences, connecting with feelings, and attending to theories in use. It 
involves the building of new understandings to inform our actions in the situation that is 
unfolding (Smith, 2001).  According to Schön, the reflective practitioner allows himself 
to experience surprise, puzzlement, or confusion in a situation which he finds uncertain 
or unique. He reflects on the phenomenon before him, and on the prior understandings 
which have been implicit in his behavior, in order to generate a new understanding of the 
phenomenon and eventually change the situation.  The notion of repertoire is a key aspect 
of and central to reflective thought. Practitioners build up a collection of practices that 
they can draw upon.  When a practitioner makes sense of a situation he perceives to be 
unique, he sees it as something already present in his repertoire, in which case, the 
familiar situation functions as a metaphor or an exemplar for the unfamiliar one.  Yet, 
certain things are to be taken as read. In this case, the full importance of reflection-on-
action becomes revealed, as in thinking and acting, questions arise that cannot be 
answered in the present, but further reflection allows for more understandings (Smith, 
1994). 
 
There have been three important areas of criticism with regard to Schön’s model (Smith, 
2001).  First, the distinction between reflection in and on action has been the subject of 
some debate (Eraut, 1994; Usher, Bryant, & Johnston, 1997), as Schön may well have 
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failed to clarify what is involved in the reflective process.  Second, there is some question 
as to the extent to which his conceptualization of reflective practice entails praxis.  Third, 
it could be argued that while Schön is engaged in the generation of formal theory he fails 
in questioning his own method, by not giving some kind of account of that he does of 
reflection-in-action and the reflective practicum (Usher et al., 1997). 
 
Also, the work by Conrad & Heidin (1986) on reflection has been critical.  According to 
them, reflection is a cluster of skills, involving observation, asking questions and putting 
facts, ideas, and experiences together to add new meaning to them all. Turning learning 
to learn in this way into a habit, can allow for new experiences and new learning. 
 
Reflection and self-assessment 
Reflection or reflective thinking is a kind of mental activity which happens under the 
operation of motivational forces (Wildman, Niles, Magliaro, & McLaughlin, 1990; 
Srimavin & Pornapit, 2004). In the educational context, reflection is regarded as a way of 
thinking about educational matters that involves the ability to make rational choices and 
assume responsibility for those choices (Mok, 1994).  Reflection in teaching or reflective 
teaching involves teachers using their beliefs about teaching and learning to analyze the 
situation critically, which helps them to take more responsibility for their own actions in 
class (Korthagen, 1993).  In order to develop reflective teaching, teachers or student-
teachers should have opportunities for reflection in order to understand the relationship 
between their own thoughts and actions (Farrell, 2001). 
 
Reflective teaching, an enquiry-oriented habit, helps the teachers to become adaptive and 
to engage in self-monitoring and self-assessment (Mok, 1994; Farrell, 2001).  These are 
tools that enable students to reflect on their practice and to understand that learning is a 
process, rather than a one-time event (Schön, 1983; Baldwin, 2000).  Among the 
suggested methods to enhance reflection is journal writing (Ho & Richards, 1993; 
Richards & Lockhart, 1994; McDonough, 1994; James, 1996), which is considered as 
one of the best practices, since writing is suggested as the best means to observe and 
collect evidence to help in the reflection process (Bartlett, 1990). 
 
The process of deep reflection helps students to improve as critical thinkers and as 
writers, too (Gardner, 2006).  Reflection is a form of metacognition, which is the process 
of thinking about thinking (Swartzendruber-Putnam, 2000), as it allows students to look 
back on their thinking, on their practices, and on their assumptions.  Reflection not only 
entails critical thinking, but active learning, too, allowing students to take ownership of 
their work while increasing their engagement with the activities at hand (Gardner, 2006). 
 
Critical Thinking 
While thinking is about processing data, critical thinking is about demanding justification 
or proof for data and understanding how the data was obtained (The National Service-
Learning Cooperative, 2004).  In a world that is increasingly filled with data the most 
important skill needed by people is to be able to come to grips with it all.  Therefore, 
people must be critical in pushing the issues of credibility and inquiring the practical 
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versus the theoretical value of data, which is the ability for dialogue and to make 
connections between data and its uses. 
 
Schubert and his colleagues (2002) provide a framework that allows us to assess student-
teachers’ critical thinking.  They raise issues and ask ten basic curriculum and pedagogy 
questions that include: What can be done to increase meaning in people’s lives? What 
knowledge and experience is worthwhile? What factors prevent focus on accessing things 
that are of worth to each person? What are the issues of diversity and otherness that 
influence education and opportunity? Which inquiry modes provide insight into 
educational and diversity matters? How the sharing of teachers’ and students’ awareness 
and stories provide critical educational understandings? What are the effects of explicit 
and implicit violence and oppression? How inquiring into the intended, taught and 
learned curriculum bring understandings on educational issues? What other educative 
forces there are besides schooling? How consideration on the past, present and future of a 
person enables us to reflect on the worth of things? 
 
Journal writing 
Critical thinking is enhanced with journal writing as the connective links between 
theories presented in the classroom and clinical practices are revealed (Andrews, 1998).  
Critical reflection applies to students who use journal writing as a dialogue between their 
instructors and within themselves (Hecker, Amon, & Nickoli, n.d.), since it is a process 
that involves raising questions, explicating new thinking, and transforming 
understandings about practice.  One area where journaling is crucial is nursing (Hecker, 
Amon, & Nickoli, n.d.).  Journals can be thought of as "public discourse," because 
reading aloud, group discussions, and feedback in class is an exercise that organizes 
thought and thereby facilitates analysis and synthesis (Heinrich, 1992).  As a pedagogical 
tool, journals and reflective writing create connections for students, and allow them to 
create connections for themselves on their own terms (Heinrich, 1992).  The 
"Triangulation Approach," is a model of journaling which incorporates all aspects of 
learning (Heinrich, 1992).  It helps students to link personal and professional experiences 
in light of the theory emerging from readings and class discussions.  Journaling is a way 
for students to reflect on their means of personal growth, understanding, and development 
(Magnussen & Trotter, 1997), allowing them to be less formal as they incorporate their 
own thoughts, feelings, and opinions into responses (Faulkner, 2004).  Nonetheless, there 
are some problems with reflective writing.  One problem is that students might resist 
journaling, because they feel uncertainty as to why their past and present experiences and 
their diaries are at the center of the timetable and the focus of learning (Durgahee, 1998).  
Yet, resistance is eliminated when reflection is explained and demonstrated as a 
purposeful exercise with clear direction (Durgahee, 1998). 
 
Journal writing has been used for several purposes. For example, trainee teachers use 
journals to reflect on the teaching and learning process, and practicing teachers write 
journals for inservice self-evaluation (Bailey, 1990).  To develop reflective teaching, 
teachers and trainee teachers need to collect evidence about their teaching. Keeping a 
journal is thus used as a means to enable the teachers and the trainee teachers to raise 
consciousness of their teaching, which is regarded as the first stage of reflective teaching. 

2007 HICE Proceedings 
Page 895



Christodoulou, N.  5 
 

This involves mapping their ideas about teaching and about the teachers themselves, 
about the content of teaching and about people influencing their teaching (Bartlett, 1990).  
With regard to self-assessment, journals can be used to help learners systematically 
collect data on their learning (Oscarson, 1989). Students may write about their learning 
goals, reflections on their learning or their learning development.  Some instructors 
incorporate journal writing into their daily curriculum and instruction activities.  For 
example, journal writing was used as a form of experiential self-assessment on an MA 
program in Resource Based English Language Learning to reflect on learning and to 
promote metacognition (Srimavin & Pornapit, 2004).  However, investigating the 
journals of four of the participants, it was found that although participants tried to follow 
the guidelines in writing their journals, there was little evidence of either deep reflection 
or self-assessment in the journals.  Others have used the process of journal writing with 
athletic training students to promote reflection and to assist the students’ clinical course 
(Walker, 2006).  It was found that journal writing assignments can benefit students by 
enhancing reflection, facilitating critical thought, expressing feelings, and the writing of 
focused arguments.  Furthermore, it assists with bridging the gap between classroom and 
clinical knowledge, and with exploring different options for handling daily experiences.  
Researchers use journal writing in adult English as a second language classes, as journal 
writing is closest to natural speech, and writing can flow without self-consciousness or 
inhibition (Schneider, 1994). Journals are a less formal way to practice writing daily 
without the restrictions of form, audience, and evaluation (Sommer, 1989; Grennan, 
1989).  Journal entries can provide tangible evidence of mental processes. They make 
thoughts visible and concrete, giving a way to interact with, elaborate on, and expand 
ideas (Clark, 1994; Grennan, 1989).  Journals are tools for growth through critical 
reflection, for it is not enough to observe and record experiences, but "equally important 
is the ability to make meaning out of what is expressed" (Clark, 1994, p. 355).   
 
Journal writing can take many forms (Hopkins, 1999). Teachers can use journal writing 
to meet specific goals, or the purpose can be wide open. Some teachers check journal 
writing and work on polishing skills; others use journals as the one "uncorrected" form of 
writing that students produce. Some teachers provide prompts to help students begin their 
writing. Others leave decisions about the direction and flow of student journals up to the 
students.  Journals are useful learning tools in a variety of adult education settings 
(Kerka, 1996). Dialog journals, for example, have become popular in adult literacy and 
English-as-a-second-language classrooms.  Other types of journals include the reader 
response journal or literature log in which learners record their responses to readings.  
The learning journal is a systematic way of documenting learning and collecting 
information for self-analysis and reflection, and can be more or less structured depending 
on the objectives and degree of self-direction of the learners.  The reflective journal is 
being widely used in the education of health care professionals as an instrument for the 
development of reflective practitioners, which becomes a professional conversation 
between the mentoring teacher educator and the preservice teacher trainee (McAlpine, 
1992).  Finally, the electronic journal is being used in distance education and other 
settings. 
 
Nevertheless, there are some more problems identified in regards to journal writing.  
First, merely writing in a journal does not automatically ensure critical reflection or other 
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learning outcomes (Kerka, 1996).  As several studies have shown, oftentimes journals 
serve more as a recordkeeping than a learning tool, which is either because the guiding 
questions students are given do not motivate reflection or because students do not know 
how to write reflectively (Holt, 1994).  For example, three nursing education studies 
(Fitzgerald & Weidner, 1995; Miller, Tomlinson, & Jones, 1994; Paterson, 1995) found 
that students wrote more descriptively than reflectively.  Second, open-endedness in 
journal writing causes student resistance in writing (Grennan, 1989), as it is difficult to 
know what to write about (Miller et al., 1994).  Therefore, "as a completely open-ended 
assignment, journals are doomed to failure" (Sommer, 1989, p. 115).  Third, it is the issue 
related to privacy and the teacher-learner relationship (Sommer, 1989), which is also 
associated to the danger that learners will write what they think the teacher wants to see 
(Paterson, 1995).  For example, in dialog journals students might feel overpowered by the 
instructor's voice if traditional power relations are maintained (Roe & Stallman, 1993; 
Cranton, 1994). 
 
To overcome some of the above problems learners should be given some guidelines, 
including discussion on the aims of a journal, its content, the reasons for keeping it, and 
its use (Paterson, 1995).  The individual developmental level, the perception of the 
trustworthiness of the teacher, the clarity and nature of the expectations of the journal, 
and the quantity and quality of feedback are factors that affect willingness and ability to 
reflect (Paterson, 1995).  Some strategies to encourage reflection include: learners use 
one side of a page for observations and descriptions and the other for thoughts, feelings, 
related experiences, and images stimulated by the description; learners are encouraged to 
explore a suggested theme or perspective; learners establish a routine for journal writing 
and they are allowed to experiment with various styles (Cranton, 1994).  Furthermore, it 
is suggested that the teacher functions as a "metaguide,” helping the learner to focus on 
the reflective moment (Paterson, 1995), or, in the case of adult educators, as a "seasoned 
traveler" steering adult learners to document their learning journey through journal 
writing (Schneider, 1994). 
 
Student-teachers’ conceptions on learning 
Nespor (1987) contended that beliefs are far more influential than knowledge in 
discerning how individuals frame problems and organize tasks and are stronger predictors 
of behavior.  Since beliefs are relatively static, changing beliefs often requires a lot of 
mental effort and it might happen when they are examined against one another (Nespor, 
1987).  Numerous studies in teacher education have illustrated the influence of teachers’ 
beliefs about teaching and learning on classroom practice.  Research also supports that 
philosophical views and perspectives of intern teachers often remain unchanged, as 
personal theories and experiences appear to be more influential than understandings 
developed in science methods courses (Carnes et al., 2002; McGinnis & Simmons, 1999).  
Yet, there is research that reports changes in teacher conceptions about teaching science 
and mathematics as teachers confront the issue of equitable practice and as collaborations 
between schools and universities form and develop (Hammrich et al., 2000).  Also, when 
teachers become aware that their beliefs drive their practices and influence student 
learning (Haney & McArthur, 2002), they reevaluate and adjust their teaching in ways 
that are more inclusive and equitable, and reframe from unsophisticated perceptions of 
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scientific inquiry (Windschitl, 2003).  Journal writing can help them gain understandings 
on their perceptions about teaching and learning, and consider their practices when it 
works as a reflective and metacognitive tool where they start thinking about their 
thinking. 
 
Educational issues 
In order to look for issues and notions in the journals I use three theoretical frameworks:  
Dewey’s construct of experience; Schubert’s four curricular orientations; and 
Schwab’s four commonplaces (as depicted by Schubert, 1997).  Particularly, I use the 
framework as it was developed by Christodoulou et al. (under review), which combines 
Schubert’s, Schwab’s and Dewey’s ideas. 
 
My textual analysis is based on notions that I see in student-teachers journal entries and 
assignments, which are drawn from the above frameworks.  The first framework (Dewey, 
1916, 1938) guides me in looking for notions and keywords such as educative 
experiences that carry the characteristics of continuity and interaction, abilities and 
interests of the students, student experiential background, students’ prior knowledge, 
active learning, experiential learning, and democratic education.  The second and third 
frameworks are somewhat based on Dewey’s notions, since they talk about notions and 
experiences in a Deweyan sense. 
 
Schubert’s (1996, 1997) four curricular orientations, namely intellectual traditionalism 
(IT), social behaviorism (SB), experientialism (E), and critical reconstructionism (CR), 
are particularly useful.  These four orientations derive from an extended study of the 
history of curriculum and instruction, and represent a wide range of philosophical and 
pedagogical approaches.  They refer to aspects of life and schooling within social, 
cultural, economic, and political contexts.  Each one of these conceptions portrays a 
differentiated stance relative to the most fundamental curricular question that Schubert 
poses—what is worthwhile to know and experience?  The four conceptions address issues 
of curriculum, instruction, and assessment, and each one falls at a different position 
relative to various continua, continua pertaining to critical issues, such as, social justice, 
discipline, student involvement, teacher’s role, subject-matter emphasis, etc. 
 
Schubert’s curricular orientations and Schwab’s commonplaces are, in certain ways, 
embedded within each other.  Schwab (1973) identified four factors that need to be taken 
into account when we think about teaching, learning, curriculum, instruction, and 
evaluation.  The commonplaces are: teachers, learners, subject matter, and milieu.  
Schwab’s commonplaces interact with one another, and thus all are to be considered 
whenever we engage with curriculum (Hollins, 1996).  Below the characteristics of each 
of the four orientations are described and developed in a way that includes and 
emphasizes the four commonplaces. 
 
Intellectual traditionalism (IT) centers on the beauty of the various areas of study, and 
celebrates the engagement with subject matter for its own sake as it provides the means 
for exploring complex ideas and mysteries of life.  For the intellectual traditionalist, 
students should be exposed to and learn about the nature, epistemology, content, and the 
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practices of the various disciplines or fields of study, so they can appreciate the worth and 
meanings of deep intellectual traditions.  Learning should cultivate an intellectual 
curiosity that can be achieved as students engage with ideas, concepts, and processes, and 
they come to appreciate their meanings and value in helping people comprehend nature, 
history, the world, life.  The role of the teacher is to induct the students into these 
practices and help them appreciate them as cognitive endeavors that are, of course, 
situated within sociocultural contexts.  Milieu should enable intellectual conversations 
based on life’s great questions and ides drawn from appropriate readings.  Subject matters 
must enhance curiosity and examination of the great questions that penetrate all aspects 
of understanding the world that are to be found in the great works of literature. 
 
Social behaviorism (SB) centers on the steps that teachers need to take to engage students 
into learning.  Social behaviorists focus on the orchestration that is necessary if students 
are to be successfully inducted into the various fields of study.  Many specific steps need 
to be thought out by teachers, planned well, implemented, and assessed.  Teachers need 
to concern themselves with the selection of developmentally appropriate subject-matter, 
efficient ways of delivering instruction, and valid and reliable assessments that determine 
exactly what students have mastered and what they are still lacking.  Research-based 
evidence and technology need to be integrated into the curriculum, and subject matters 
need to be selected and taught after the conduction of systemic investigation of what it 
takes to be successful in society today. 
 
Experientialism (E) puts students first and pays particular attention to educational 
experiences that build on students’ strengths, interests, needs, and aspirations.  
Experientialists care about the experiences that learners bring with them and the ways 
they connect with the world.  They involve the students themselves in planning the 
educative experiences that would allow them entrance into the various fields of study, 
and they recognize that the learning journey that each takes may be very different from 
that of another student.  The teacher should nurture and support these unique journeys 
that should be based on the students’ own experiences in and out of schools and 
classrooms.  Milieu must be such that nurtures active engagement into learning.  Subject 
matters need to be taught with the consideration that students learn best when learning 
springs from their genuine interests and concerns. 
 
Critical reconstructionism (CR) focuses on social justice or injustice and how student 
learning and advancement are influenced by students’ race, gender, socioeconomic, and 
ethnolinguistic membership.  Milieu is the “heart” of such orientation, with subject matter 
playing a very secondary role.  Although Schwab thought of milieu in the context of 
schools, we could think of milieu in a larger context that it is reflected on schools’ milieu.  
Schools’ milieu and their hidden curricula are symbolic of the inequities in societies and 
larger systems.  Critical reconstructionists are concerned about unfairness, bias, and 
discrimination, overt or covert, that has plagued our educational system.  Teachers should 
be students’ advocates who empower them to identify, expose, and escape from the 
injustices of a malfunctioning system fraught with problems, according to this 
orientation. 
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Further, I use the Philosophy of Education Rubric, developed from The Council on 
Teacher Education at the University of Illinois at Chicago, to observe the degree to which 
student-teachers mention the notions provided by the three frameworks above.  This 
rubric has been developed to evaluate the educational philosophy of education students 
who are in teacher preparation programs using a scale that distinguishes students as 
having beginning, developing, or proficient level of thinking on education.  It focuses on: 
the commitment to supporting teaching and learning, developing the potential of students, 
continued professional development, professional knowledge, critical thinking, and 
writing quality in regards to integration, focus, elaboration, organization, and 
conventions. 
 
3. Methodology 
This is a qualitative study.  It is a documentary account of an undergraduate course in the 
teacher preparation program of a private college in Cyprus, and the practices used.  
Moreover, it is a documentary of the continuing education of the teacher who teaches the 
course. 
Background 
The College in this study is one of the biggest and most established private educational 
institutions of tertiary education in Cyprus, which promotes and succeeds in the fields of 
teaching and educational research.  Twenty percent of its students are foreigners, mostly 
Asians, but enrollment of foreigners at the student preparation program is not supported, 
since the language of instruction is Greek.  Thus, at the College of Education are enrolled 
Greek native speakers, mostly Greek-Cypriots who are going to teach at the Greek or 
Cyprus educational systems.  Most of the programs at this private College are accredited 
by the Cyprus Ministry of Education and Culture (MOEC), including the pre-primary and 
lower primary teacher education program.  The students enrolled at the program are those 
who at their majority didn’t manage to take a placement at the state universities of 
Cyprus and Greece, which is granted with national standardized exams, and thus, they 
have enrolled at this College’s teacher preparation program.  The majority of these 
students have low school GPA. 
 
I examine the learning experiences and reflections on important educational issues and 
the critical thinking of first-year undergraduate students enrolled at the College of 
Education’s pre-primary and lower primary teacher preparation program.  I particularly 
analyze the assignments, and especially the journal entries they did during the two series 
of the School Experience course.  School Experience I and II (SE I and SE II) are 
undergraduate core courses taught at the first year of studies at the teacher preparation 
program, together with other pedagogical and educational foundation courses, theory and 
methods of teaching courses, subject matter courses and methodology. 
 
School Experience course 
SE I is taught at the fall semester and it is a prerequisite of SE II, which is taught in the 
spring semester of the same academic year.  The two courses aim to help student teachers 
get familiar with the components of the educational process, such as the teacher, the 
learners, the subject matters taught according to the official school curriculum, and the 
milieu, and to examine the role of each within the educational process inside and outside 
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of the school.  Further, the aim is to help students get familiar with the Cyprus 
educational system and the way schools operate.  Additionally, students have the 
opportunity to experience the school-life firsthand and to observe and become aware of 
the needs, difficulties, and challenges that the teaching and learning process comes with, 
and to suggest solutions to maximize the educational experiences of the students.  At the 
end of the courses students are expected to be familiar with the content of the official 
school curriculum, be adequately equipped to design, implement, and assess curriculum 
and plan lessons, examine critically the learning and teaching process, be capable of 
organizing the students, the space, the activities, and finding the means for teaching 
purposes, and to examine the implications of diversity in teaching and learning and the 
need for individualized learning. 
 
During the two courses, students examine different teaching models and methods, and 
they design individually or collaboratively a number of courses, that is, they design 
lesson plans, which they put into practice during their fieldwork.  The duration of each of 
the two courses, SE I and SE II, is about 15 weeks, during which students both attend 
classes at the College and conduct fieldwork, including teaching and classroom 
observations, at schools.  The in-classroom teaching includes workshop-like approaches, 
with student discussions and presentations on assigned readings and films, and some 
lecturing.  Students are asked to take notes, to brainstorm, to work on projects 
individually and in groups, and to keep a critical stance and an open eye to issues and 
notions observed, brought up, and discussed. 
 
Course attendance is obligatory and assessment is continuous.  Readings and assignments 
of the two courses differ, attending to the difficulty level and the particular goals of each 
of them.  For both courses some assignments are common, such as the preparation of 
lesson plans, each prepared (either individually or in groups of two) for a different 
subject-matter area of the official school curriculum of primary and pre-primary 
education prescribed by the Cyprus MOEC; the educational philosophy statement of the 
student teachers; the assessment of the educational philosophy of a kindergarten or 
elementary school teacher and that of their own; the critic of a lesson observed at a 
kindergarten school classroom; and the journal entries, based on their thoughts and 
observations on the assigned readings, and on their school visits and teaching.  For SE I 
the assignments were to be done in the form of portfolio. 
 
The journal entries were due each week.  Therefore, student-teachers had to write an 
average of 22 journal entries during the academic year, 11 for the fall semester (SE I) and 
11 for the spring (SE II).  They should comment and write their thoughts and 
observations on notions and issues discussed at the lectures, found in the readings, came 
up during the discussions, or which they had observed during their school visits or their 
teaching.  This was part of their continuous assessment.  In addition to the above, 
students were told that these journal entries should include their deep thoughts on the 
issues discussed, rather than being simple descriptions of people and events.  They were 
also told that the instructor was the only one to see their journal entries with the 
possibility of disclosing them, anonymously, to colleagues just to share class experiences 
with them for instruction purposes.  I asked them to think about it like the personal diary 
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they kept when they were teenagers where they would disclose their deepest thoughts and 
secrets and which was basically addressed to themselves rather than to anyone else.  
During the first weeks, and occasionally the weeks thereafter, especially when I was 
noticing that in their journals they were mostly describing events than reflecting on them, 
I was giving them some exemplary prompts just to assist them in thinking about what to 
write, i.e. write in detail about an observation you had made about a person, or a teaching 
technique used, or an event in the classroom; write about something that had impressed 
you the most and explain how and why.  During the second course, SE II, I asked them to 
make visible their educational philosophy in each of their journal writings. 
 
4. Data sources and evidence 
I use the journal entries of 20 students.  Although in the two sections of the course I had 
taught there were 43 undergraduate students, I only selected twenty of them based on the 
grade they received on the journal writing at the end of the academic year.  The cut-off 
point was grade 70 (out of 100), which illustrates some evidence of critical thinking and 
the mentioning or noticing of important aspects in the educational process.  The students 
who received a grade of 69 (out of 100) or below were those who, throughout the year, 
simply described events that they had observed without adding any evidence of deep 
reflection or critical thinking.  These students, despite my comments on their journal 
entries made no effort to examine events in depth, but rather they remained on the 
surface, doing simple description from the beginning until the end of the academic year. 
 
To discuss about evidence for the development of the critical thinking of the 20 students 
and the kinds of critical educational issues they raised I use the ten curriculum questions 
of worth (Schubert, et al., 2002), since they include issues and questions based on critical 
pedagogy identified through an extended study in the field.  I assess the journal entries of 
the 20 students and the lesson critic they had conducted to look at whether they think 
critically about teaching, learning, and pedagogical issues.  Schubert’s curriculum 
questions of worth enable me to analyze student reflective journal-writing, examining if 
there is any reference to notions and questions raised in these ten questions, or if any 
attempt is made to find answers to these or similar questions.  More precisely, I examine 
if they pick up issues derived from these questions or if they raise such questions 
themselves and whether they do it particularly from a critical reconstructionist 
perspective, since this category uses a more critical pedagogy approach to examine 
societal issues and their impact on student learning and advancement. 
 
In addition to the journal entries, I use the students’ critic of a lesson they had observed 
during their fieldwork at a kindergarten classroom, their educational philosophy 
statements, and their drawings.  To find what challenges and opportunities the first-year 
student-teachers faced during their first year at the college, and how these became 
learning experiences, I thoroughly look at their journal entries.  I do text analysis to 
enumerate the issues they refer to, as well as those they appeal to me as challenges, which 
are depicted in their other projects.  To understand the ways first-year student-teachers 
conceptualize teaching and learning I look at their drawings and their philosophy of 
education statements. 
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5. Results and conclusions 
The findings show that while student-teachers referred to the Schwabian commonplaces, 
i.e. students, teachers, subject-matter and milieu, they did not manage to reflect deeply on 
educational issues.  Student-teachers’ critical thinking remained at a basic level and 
mostly undeveloped.  These findings agree with what other researchers have found about 
the journal writing process and about assignments given to teacher education students in 
order to be engaged in deep reflection (Srimavin & Pornapit, 2004).  For instance, others 
have found that “the restrictions of the guided questions and the lack of reaction to the 
journals from the teacher obstructed the reflection process” (Srimavin & Pornapit, 2004, 
p.5).  Conversely, in this case there was reaction to the journals from the course 
instructor, though this was very superficial, with the instructor just keep telling the 
students to be more reflective, yet not offering them a way or the necessary skills to do 
so.  Also, although there weren’t guided questions, occasionally prompts were offered to 
help them to overcome the resistant feelings created due to the openness of the process.  
Perhaps, other supplementary methods could had been used to nourish student-teachers 
critical thinking, such as introduction to journal writing and its purpose, commenting on 
suitable journal writing, creation of concept maps and portfolios, and working to shape 
and to articulate their educational philosophy.  However, the development of critical 
thinking skills should be a collective effort, aimed for in all courses and derived from the 
department’s philosophy, rather than an individual effort aimed for in one course.  The 
findings make vivid the need to follow some basic guidelines in order to enable the 
development of students’ critical thinking (The National Service-Learning Cooperative, 
2004; Walker, 2006).  This is even more important in the case of undergraduate students 
who are just beginning to examine critical issues involved in the teaching and learning 
process, and who haven’t been taught to reflect and work metacognitively at school (The 
National Service-Learning Cooperative, 2004).  Thus, more effort is needed in designing 
activities to help undergraduate student-teachers to develop these skills. 
 
Also, most of the students conceptualized teaching and learning in a traditional sense, 
viewing students mostly as flowers who depend on the “gardener” to give them the 
necessary nutrition to grow.  Only two of the twenty students saw the teaching and 
learning process as a journey.  While this was the model underlying the class activities, 
students didn’t seem to change their initial impressions and understandings of teaching.  
Being students with low GPA, this model might accords with their own schooling 
experience.  The importance of offering more thoughtfully done and prepared 
assignments and readings by the instructor in the effort to increase understanding of, deep 
reflection and critical thinking on educational issues, is prevalent.  Findings also illustrate 
that critical thinking and deep reflection is not embedded within the students, but it is 
developed. 
 
6. Educational and scientific importance of the study 
This study makes explicit the need to help student-teachers become critical thinkers 
offering them such an opportunity through courses, projects, assignments and modes of 
inquiry.  Explicating the purpose of journal writing, working with them on developing 
their journal-writing skills, and giving them journal prompts as suggestive themes about 
what to write could enable them to see the merits of journal writing as at the same time 
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they get involved into deep reflection that will help them to develop their critical thinking 
skills.  Teacher educators should generate suggestive journal-writing prompts and 
develop a tool to assess the journal entries of student teachers so that there is consistency 
in assessment and students know in advance what the assessment criteria are.  This study 
offers one such framework.  Also, this study prompts us to consider quality in preparing 
student teachers to become effective teachers and to find ways to keep assisting them 
once they are in the field, which can be done by helping them to acquire self-assessment 
skills. 
 
Furthermore, teacher educators need to continually evaluate their teaching and search for 
more effective teaching methods.  This can be done by reflecting on students’ learning 
and by finding the means to assess their understandings on important educational issues.  
Journal writing can become the means to examine students’ understandings as well as 
their content knowledge.  Teacher educators, too, need to keep an open eye to current 
research so that they use evidence-based teaching.  They must continually challenge 
themselves in order to improve their teaching methods and to create opportunities for 
more effective learning for their students. 
 
Finally, it is indicated that teacher preparation programs need to: 1. Use up-to-date 
methods of teaching which are research supported and evidence based, rather than 
anachronistic ones.  2. Have a very thoughtfully developed curriculum inclusive of 
courses that will assist in preparing teachers who are critical practitioners and researchers 
ready to confront the challenges of this technological and full of data and knowledge era.  
3. Allow its staff to innovate.  Teacher preparation should be a collective effort with all 
staff members cooperating within the philosophical scope of their departments, which, 
simultaneously, allow space for the individual philosophies of their staff to exist.  Also, 
program and coursework evaluation need to be continually conducted to lead to program 
improvements based on research evidence. 
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ABSTRACT 
 

Self-directed learning (SDL) facilitates students' learning effects and it has become 

the new trend of formal and informal education. The course of practice training in 

industry, students must learn the SDL ability by themselves, and thus they can 

strength their learning effects and prepare for their future employments. However, 

only few studies had been done from the SDL perspective to explore the students' 

learning process of practice training in industry. Thus, this research employs a 

qualitative method to explore students' SDL process. To this end, three students that 

possess the characteristics of SDL were purposefully selected from three insurance 

companies involved in our practice training course. Data analysis guided by the 

constant comparative method will reveal the SDL process and the catalysts induced by 

the process. The findings of the research indicate the followings. 1. The initial 

participating motivation is an external incentive for the course, but the internal 

incentive is the actual reason to support the later learning process. 2. Students always 

access resources actively than passively. 3. If industry can offer systematic training 

projects, it can effectively guide students in planning their learning progresses. 4. 

Students always use a contrast method to evaluate their learning effects. 5. The 

catalysts involved in the process are found to be personal motivation, self-efficacy, 

instructor, and training project. According, we consider that the results of this paper 

can help to improve SDL ability for students, practice training course planning for 

teacher, and relative research for further. 

 

Key words: practice training course, self-directed learning, insurance.  
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Introduction 
 

During the last few years, technological and vocational education in Taiwan has 

been substantially developed. The education of universities of technology aims at 

developing professional personnel with advanced skills in the fields of technology, 

engineering, and management. Therefore, to further promote the quality of insurance 

education, it is essential to establish the link between insurance department of 

universities and insurance industries. 

Self-directed learning (SDL) facilitates students' learning effects and it has become 

the new trend of formal and informal education. The practice training in insurance 

industry, a course of SDL, changes learning environment from school to working 

place, which can help students to gain career experience and skill; however, it lacks 

the restriction on students' learning. Therefore, in the practice training course, students 

must learn the SDL ability by themselves, and thus they can strength their learning 

effects and prepare for their future employments.  

Given the above, however, only few studies had been done from SDL perspective 

to explore the students' learning process of practice training in industry. Thus, this 

research employs a qualitative design and a purposeful sampling method for data 

collection to explore students' SDL process. Data analysis guided by the constant 

comparative method will reveal the SDL process including participating motivation, 

accessing resources, learning planning, evaluation and adjustment, and the catalysts 

induced by the process. As a summary, the purposes of this research are: 

1. To understand the students’ motivation for participating in the practice 

training in insurance industry. 

2. To understand how the students access resources within the practice training 

in insurance industry. 

3. To understand how the students plan their learning progresses within the 

practice training in insurance industry. 

4. To understand how the student evaluate their learning effects after the practice 

training in insurance industry. 

5. To explore the catalysts induced by the process within the practice training in 

insurance industry. 

 
 

Review of the Literature  
 

Practice training in industry 

How to best facilitate student learning is a part of the academic education debate 
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but “learning by doing”, practice or experiential learning (kolb, 1984), is an 

acknowledged part of the enabling strategy. Hence, the practice training in industry 

provides an opportunity to students for the practical application of academic studies. 

Students will learn to apply their knowledge and skills in a real-life situation. This 

experience will help them to adjust future employment. In conclusion, educational 

goals of practice training are related to the following aspects (Rompelman, 2002): 

1. Acquiring insight into the financial insurance profession. 

2. Learning to express and communicate in human relations. 

3. Learning to apply as well as broadening technical knowledge and kills. 

 

Self-Directed Learning 

  Since Tough’s research on learning project of adults (1971, 1979), research in the 

area of SDL substantially increased. In which, several authors have outlined a process 

of SDL. Tough’s (1971) and Knowles’s (1984) models are linear in nature. In Tough’s 

(1971, 1979) discussion of highly deliberate efforts to learn, he presents a detailed 

linear process of 26 steps on how the learner plans this process. Knowles (1975, 1984) 

describes SDL in six consecutive steps: climate setting, diagnosing learning needs, 

formulating learning goals, identifying human and material resources for learning, 

choosing, and implementing appropriate learning strategies, and evaluation learning 

outcomes.  

  On the other hand, interactive models suggest that SDL is not linear. Spear and 

Mocker’s (1984) organizing circumstance, which is based on three interactive areas: 

personal knowledge, opportunities to learn, and chance situations. The three areas 

combine to shape a unique learning experience. They emphasize how the 

circumstances of one’s life will shape the learning. Garrison’s (1997) three 

dimensional model combines the social aspects of learning, the personal motivation of 

the learner, and how one regulates his/her efforts of learning. Recently, Roberson and 

Merriam’s (2005) SDL model also reveals the following process: self-directed 

learning begins with an incentive to learn plus an interest, leading to accessing 

resources, with systematic attention in their learning, some projects ended whereas 

others remained ongoing. There is also a catalyst, usually another person, interspersed 

in this process. 

 

 

Method 
 

This research employs a general qualitative design incorporating two steps of 

in-depth and semi-structured interview, on-the-spot observation, and relative learning 
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records and literature, for data collection. 

In our work, there were three students purposefully selected from 14 senior students 

of insurance department in a technology university to participate in this practice 

training course offered by three insurance companies. This practice training course 

was a sandwich course, which includes in-school study of 3 days and practical 

learning in an insurance company of the last 2 days in a week, and this course 

continued 14 weeks. Moreover, the three students were tested by SDLRS 

(self-directed learning readiness scale; Guglielmino, 1989) before interview, and were 

proved to possess the characteristics of SDL. Table 1 indicates the demographics, time 

of interview (midterm and final interview) and SDL experiences of the participants. 

Table 1 Participants of this research 

 Mark Susan Charlie 

Gender Male Female Female 

Age 21 22 23 

Training 

company 

A Life Insurance 

Company (Foreign) 

T Life Insurance 

Company (Local) 

S Life Insurance 

Company (Local) 

Time of 

Interview 

2006,4,6－AM 10:00~11:30 

2006,7,24－AM11:30~12:30 

2006,4,26－PM 4:00~5:00 

2006,7,26－PM 4:00~5:00 

2006,4,6－PM 5:00~6:00 

2006,7,26－PM 5:00~6:00 

Experiences of 

SDL 

School Associations; 

Projects 

non School Associations 

 

Besides, our framework of semi-structured questionnaire combines Knowles’ (1984) 

SDL linear model with Roberson and Merriam’s (2005) SDL interactive models 

(Figure 1). Data analysis guided by the constant comparative method will reveal the 

SDL process including participating motivation, accessing resources, learning 

planning, evaluation and adjustment, and the catalysts induced by the process.  

 

 

 

 

 

 

 

 

 

 

Figure 1.SDL process of practice training in industry 

Motivation 

Resources 

Planning 

Evaluate Catalysts 
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Results and Discussion 
 

The analysis of midterm and final interview with these three students reveals an 

interactive process of learning. The results of the SDL process indicate the followings:  

 

1. Participating motivation  

The process of learning originates from an internal or external incentive. An 

external incentive is usually something that others ask the student to do; an internal 

incentive is something that the student wants to understand the practical work of 

insurance company, and to find the same or different points between the theory and its 

practice of insurance. For example, Mark (one of the three students) related his 

participating motivation: 

 

I wanted to participate in this course due to the encouragement of my classmates… I 

was especially interested in learning, and wanted to learn the practical experience of 

underwriting or claim in insurance company so as to find the differences between 

school and company.   

 

2. Accessing resources  

One of dominant resources for this practical learning is instructor of insurance 

company. Students always access resources by asking their instructor actively. That is 

different from passive learning in school. For example, Charlie (one of the three 

students) believes that communicating with her instructor is the best way to get the 

knowledge. Besides, discussing with the other students and searching data with 

Internet are also the strategies to access learning resources.    

  

3. Learning planning  

The students mentioned that if their companies can offer them some systematic 

training projects, it can effectively guide them in planning their learning progresses. 

On the contrary, if training projects of industry are unsystematic and deficient, the 

students may learn slackly. Susan (one of the three students) related why she did not 

want to learn enthusiastically: 

 

At the beginning, I want to plan schedule for practical learning in the company, but I 

find that the company did not offer a systematic training project, so I feel that I have 

nothing to do all day… 
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4. Evaluation and adjustment  

The students always compare and evaluate their learning effects with their learning 

goals, past experiences, learning effects of the others in different insurance companies. 

According to that, they can adjust their learning goals and attitudes during the process. 

 

5. Catalysts  

During this process of SDL learning, the students usually discussed the impacts of 

some events that often speed this process or motivate them to learn on a deeper level. 

Susan told that she changes her learning motivation from looking for a job to 

increasing her practical experiences because she was admitted to a graduate school. 

Mark considered that the past successful experiences increase his self-efficacy, and 

this helps him to be successful in this course. Beside, Charlie related that the good 

instructor and training project will facilitate students' learning effects. 

 
 

Conclusion 
 

The course of practice training in industry has significant benefits. The practical 

experience can help students to more easily look for job in an increasingly 

competitive market. If students want to learn effectively in this course, which lacks 

the restriction on students' learning, they must possess the SDL ability. However, the 

SDL ability can be enhanced by some SDL experiences. Therefore, this research 

explores the SDL process of practice training in industry for the students. With this 

process, we can assist students to find the problems of SDL and improve their SDL 

ability. As a summary, the findings from this research include: 

1. The initial participating motivation is an external incentive for the course, but the 

internal incentive is the actual reason to support the later learning process.  

2. Students always access resources actively than passively in this course.  

3. If companies can offer systematic training projects, it can effectively guide 

students in planning their learning progresses.  

4. Students always use a contrast method to evaluate their learning effects, and 

adjust their learning motivation and attitude.  

5. The catalysts involved in the process are found to be personal motivation, 

self-efficacy, instructor, and training project. 

 

Accordingly, we suggest that the students should improve their SDL ability by 

attending the practice training in different industries, associations, and the other SDL 

activities. We also suggest that teachers should hold an information discussion 
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meeting of SDL experiences before the practice training courses. In addition, they 

should create SDL environments, and cooperate with industries to arrange systematic 

learning schedules for guiding students’ learning. All the above can improve students’ 

SDL effects. Finally, we consider that our findings and suggestions can help the 

relative research in the future. 
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ABSTRACT: 
 
This presentation will describe the Arkansas A+ Schools Network Programs being 
implemented under the direction of the Department of Curriculum & Instruction in the 
College of Education & Health Professions at the University of Arkansas Fayetteville. 
The program reflects a total school reform program that facilitates the learning of the 
state frameworks by every child through the two-way integration of the arts (art, music, 
dance, poetry, and drama) into the core curriculum. It is believed that children can both 
learn through the arts and demonstrate their comprehension through the arts.  The 
presentation will include a brief history of the program, its underlying philosophy and 
supporting learning theories,  its eight essentials for implementation,  the different roles 
of the participants(mentors, fellows, community artists, etc.), the strategies used for 
alternative assessment, and the  role of the advisory council and its working advisory 
committees.  It will end with the early findings of a formative empowering assessment 
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Abstract 
 

There is a continuing rise in the percentage of American population that is considered obese; as 

expected, this trend is also on the rise for children.  Accordingly, this health concern places an 

increased responsibility on the schools to provide useful and effective physical education (PE) 

programs.  The present study explored the reasons why some school programs are not expanding, 

how successful programs have evolved, and the need to change many programs.  This study 

compared standards in typical physical education courses.  The research clearly indicates that 

even though physical education programs are evolving for the better according to the mandates, 

the human health factor remains problematic as most children remain physically inactive, 

consequently, bringing bad habits into adulthood. 
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Introduction 
 

In 1996, the Surgeon General’s report addressed the public with his concern for 

American health and wellbeing.  This report highlighted issues for need of the public to become 

educated in, such as obtaining more physical activity everyday.  According to the report, many 

Americans are overweight and unhealthily heading down a road to self destruction.  The major 

concerns of the Surgeon General’s report described the need for action by the American public to 

help stop the unhealthy trend and illustrated many steps to remedy it.  The Surgeon General’s 

report identified that daily exercise for all Americans is important but even more crucial for 

young children and teenagers.  Of the many steps illustrated in the Surgeon General’s report, a 

vital step indicated the need for better physical education (PE) programs for youths. 

Overview 

The present study investigated the communicating of the importance of physical activity 

to children in secondary education.  It surveyed some current PE program items of interest plus 

ideal program additives; gathered information about superb programs available, and why 

children’s physical activity is not occurring.  This research study replicated, in a modified 

manner, a project previously accomplished in the state of Washington (Hill & Quam, 2003).  

They verified actions are taken by PE teachers to improve programs but they recognize much 

more is necessary as conveyed in the ideal desires of the teachers who participated in that study. 

This particular research study was accomplished in several Midwest public schools.  The 

desired outcome of the research study was providing the public with the knowledge that early 

education in their children’s lives about the importance of physical activity is essential.  This 

research study sought information on how the importance of physical activity is communicated 

to children.  The research questions were: 
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RQ1 What message do PE teachers send to children about the importance of exercise? 

RQ2 What is the ideal structure of PE courses? 

RQ3 How is the message of required daily physical activity transmitted to students? 

Review of Related Literature 

The nation’s present weight problems and chronic medical issues lead us to believe that 

apprehension to physical activity is prevalent.  There are many instances where changes in PE 

courses are evolving slowly and steady; but the necessity for this topic to be mainstreamed is still 

lacking.  The present research review discerned that the Surgeon General’s report has been 

followed and the nation’s PE courses have been reconditioned to remedy that unhealthy trend. 

Apprehension 

Even though the Surgeon General’s message spread onto the nation with great 

communication success, there still seems to be apprehension of participation in physical activity 

by youths all over the country (Lambert, 2000).  Another study indicated time spent exercising 

lessens as school grade levels increase due to the mounting tension of other school curriculum 

taking more precedence.  Yet obesity and other chronic medical illnesses are still plaguing the 

nation (Pate, Ward, Saunders, & Felton, 2005). 

Evolution 

Fresh ideas for more physical activity in enhanced PE courses are surfacing across the 

nation within the school curriculum (Oliver, Schofield, & McEvoy, 2006).   In that research, 

pedometers are used as motivational tools to assist PE teachers in promoting more physical 

activity outside of PE class as well as outside school time.  Likewise, creativity was displayed by 

some PE teachers (Pennington & Krouscas, 1999) in that a total restructuring of the PE course 

2007 HICE Proceedings 
Page 922



                                                                                   Enhancement of Physical Education     6  

resulted in positive outcomes for the attending students who exhibited a renewed enthusiasm in 

physical activity education.    

Necessity 

A recent study found an inference of declining ratios of high school children while 

physical activity time is on the rise (Pate et al., 2005).  The Report of the Surgeon General urged 

the nation into action to address declining health issues.  It was recommended that the citizens 

attain more daily physical activity; plus more viable information should be disseminated in 

school PE programs.  Even though this report conveyed the important message advocating more 

physical activity, experts believe the message was overshadowed by other major health issues, 

such as smoking which rated more prominently (Roos, 1997).  Educators in the PE realm remain 

extremely aware that changes in PE courses are inevitable but a must nonetheless (Wright, 

Patterson & Cardinal, 2000). 

Design and Methods 

The methodology employed in this research study was to interview PE teachers about 

their program and views.  First, the researcher gained access to the teachers by calling the school 

for permission to interview the PE teachers for a research study.  Second, the teachers who 

wished to participate in the research study called back to set up an appointment time.  The 

research was explained to the participants and informed consent was given to proceed with the 

audio taped interviews.   

Participant information:  All of the participants were from this Midwest area and were 

strictly PE teachers in suburban high schools.  Of the participants, few were female.  The 

participants were enthusiastic and personable teachers who spoke proper English.  They all 

appeared to be within normal and healthy weight standards.  This information was vital in 
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determining the overall success of communicating the importance of physical activity education 

to children. 

The interview portion of the research (Appendix A) was standardized with three open 

ended questions.  The questions were designed to seek information on the problems PE teachers 

face with their current program or course.  The interview questions inquired about obstacles to 

enhance their courses and about the effects of a national advertising campaign emphasizing that 

everyone obtain more physical activity.  The interviews were audio taped during the session then 

transcribed and analyzed afterwards to identify common themes.   

A survey portion (Appendix B) was also administered to the same interview participants.  

The survey focused on whether or not the participant’s current program or course had items of 

interest.  The participants chose from two responses “occurs” or “ideal.”  The content of the 

survey had items such as use of heart rate monitors, activity time during class, modifying known 

sports, running extracurricular activity programs, assigning fitness homework, developing fitness 

plans, resetting fitness goals, having incentives for passing, having evaluations sent to parents, 

providing written tests, integrating health concepts, using multiple testing sessions, aligning 

curriculum with state standards, setting fitness testing criteria for passing grades and asking if 

teacher exercises at recommended standards.   The survey was analyzed in a simple dichotomous 

fashion.   

Results and Discussion 

 Surprisingly, the interviews revealed some relatively interesting results into the realm of 

human nature.  All the PE teachers were emphatic that the importance of PE subject matter is a 

must for the students regardless of state criteria.  The problem they noted was not the program, 

subject matter or policy, although these were issues of concern.  The major problem most noted 
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was that the “children are lazy” and do not “challenge themselves” because “the kids will do the 

minimal, if that, in order to get whatever grade they want to achieve.”  Even though this type of 

result was not mentioned per se in any of the earlier reviewed literature, it was revealed by the 

respondents that children do not expect to work very hard in PE courses (Pennington & 

Krouscas, 1999). 

Another overwhelming trend in the data was that most PE courses are not thought of as 

“core requirements” to school and district officials so defense for this type of course falls short in 

the financial and support areas.  For example, most of the participants stated that their programs 

or courses were in “dire need of change,” “mediocre,” and that the school or district has put this 

issue on “the back burner” because courses such as English, science, math, and social science are 

considered more important.  Emphasis on physical activity needs to be a high priority from the 

top down in schools as well as governmental agencies (Roos, 1997).   

 Finally, another noteworthy commonality in the data was the aspect that most of the 

teachers interviewed were revitalizing their program to include a new course called “lifetime 

fitness.”  In the past, most PE teachers would modify traditional sports, like basketball, to 

involve all of the children in the activity portion of class.  Most teachers find this an old and 

unappealing method which many children also resonated yet some teachers still have this system 

in place.  The interviewed participants revealed that a better way of involving children in these 

modern times is to incorporate actual skills which lead to proper exercise techniques that the 

children might learn as well as integrate these skills into their life after schooling is completed.  

The participants described this as a course that would teach the children “more fitness aspect to 

the PE program to set up the kids when they leave here they have some idea of what they can 
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do.”  Similar findings were echoed by other researchers who found that most children would not 

continue to play football or basketball outside of the education realm (Hill & Quam, 2003). 

 The survey items proved quite popular in formulating new ideas for the teachers who 

participated in the research study.  Several of them wished to add some of these items from the 

survey to their program or course, such as incentives and assigning fitness homework.  Previous 

research stated that assigning fitness homework was a viable means to ensuring more physical 

activity attainment by students (Hill & Quam, 2003).   

As evidenced in table one (Appendix C), most of the participants already had many of the 

survey items incorporated into their own programs.  Some participants even suggested that both 

responses (occurs and ideal) to the survey items were indispensable to any PE program.  In other 

words, the participants who chose both responses stated that these were very important items 

which should be added to any PE program.  There were some participants who even gave 

reasons as to why they chose both of the available responses.  For example, one participant 

explained that it would be nice if other non PE curriculum teachers exercised often at 

recommended levels; this way the message of exercise would not be forgotten.  Yet other survey 

items were not selected but notes were attached as to the reasoning.   For example, one 

participant explained that there were no state standards for aerobics in this state.  

Conclusion 

 In summary, the message that PE teachers are sending the children is that exercise is 

important, however the teachers can only do so much within the timeframe that they have with 

the children.  Children are taking cues from the rest of society whether or not to make exercise 

an important issue in their lives. 
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The ideal structure of a course is one that would make the children want to participate in 

a form of exercise.  Many of the teachers interviewed found that modifying traditional sports 

often helps in this area.  Many of the teachers believe that providing skills to use any and all type 

of exercises will help develop an active physical lifestyle for the children into adulthood.  Many 

also believed that if the children can do some activity for most of the class time, they have 

reached one of many goals required from a PE class.  The rest of the required activity time 

needed to become and stay healthy will have to be a concern of parents and the rest of society.   

The message of daily physical activity is communicated positively by the actions of the 

PE teachers through their evidenced physique but it seems the rest of society communicates 

negatively by enabling nonparticipation in daily physical activity by most people.  The bottom 

line is that once everyone thinks daily activity for a healthy lifestyle is an important issue then 

children will more than likely follow suit. 

Limitations 

This project was only a sample research attempt at a large yet encompassing subject.  

Besides geographic locale being a major limiting factor, fewer participants than desired 

contributed to this project as availability due to scheduling problems arose.  Another limitation 

worth mentioning was that inclusiveness of all K – 12 grade PE teachers was not accomplished.  

Finally, even though school or district policy merited review for this research study, officials 

within the school systems did not desire their policy on PE be evaluated, which thwarted that 

aspect of this study.   

Future implications 

Even though some of the findings in this research study were expected, the factor of 

laziness was not anticipated as the major cause as to why physical activity is not taken seriously 
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in PE courses.  Therefore, further studies should be undertaken in the earlier childhood 

development areas in reference to physical activity learning.   

A similar research study could be developed to include parental childrearing techniques 

and child daycare facility activities.  The questionnaires for the parents could address how often 

they tell their children to be active in a form of exercise; as well as determine if they believe their 

actions attribute to the laziness factor.  These questionnaires could be handed out at pediatric 

medical offices and kindergarten facilities.  Likewise, since many children are from dual income 

households where children spend the majority of their day at care facilities, the child daycare 

facilities could be queried about what physical activities are emphasized and practiced on a daily 

basis. 
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Appendix A 

Standardized Interview Questions 

1.  How would you evaluate your current PE program? 

2.  What are the restrictions you face with enhancement of that program? 

3.  How has the current national advertising campaign, to get more physical activity, impacted or 

helped PE teachers? 
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Appendix B 

Survey Questionnaire 

This survey is being conducted as part of an assignment for my Communication course.  Thank 
you for taking the time to help me with this project.  Your participation in this survey is 
voluntary and your responses are confidential. Once you have completed the survey you will 
place it in a large envelope to keep your answers anonymous.  If you have any questions about 
this survey, please call my professor, Dr. S. Bennett Mercurio, 402-293-3727. 
 
If the question applies positively to your program, circle occurs.  Circle ideal for an item not 
currently in your program but would benefit your program. 
 
1.  Are your students active during at least 50 percent of class time? Occurs  Ideal 

2.  Do you modify traditional sports to promote more activity?  Occurs  Ideal  

3.  Do you integrate health/fitness components into PE lessons?  Occurs  Ideal  

4.  Does your PE curriculum align with state standards?   Occurs  Ideal  

5.  Teacher exercises at recommended levels, frequency and intensity? Occurs  Ideal 

6.  Does your school have an extracurricular physical activity program? Occurs  Ideal 

7.  Do you assign fitness homework for extra credit?    Occurs  Ideal 

8.  Are fitness scores the primary criteria in PE grading?   Occurs  Ideal 

9.  Does fitness testing occur several times a year?    Occurs  Ideal 

10.  Do students develop individual fitness plans?    Occurs  Ideal 

11.  Do students reset goal after fitness evaluations?    Occurs  Ideal 

12.  Do you report evaluation scores to parents?    Occurs  Ideal 

13.  Do you provide written tests on fitness concepts?   Occurs  Ideal 

14.  Do you utilize heart rate monitors in PE class?    Occurs  Ideal 

15.  Are rewards/incentives provided to pass fitness evaluations?  Occurs  Ideal 
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Appendix C 

                                                                                                                                                                        
Table 1 

Occurring and Ideal Items in PE Courses 

                        Item of interest                                Results 
  
 Occurs            Ideal            Both            None 
  
Activity during at least 50 percent of class time     20                     

Modify sports to promote more activity      20                     

School has extracurricular PE/activity program     10                  10 

Assign fitness homework for extra credit      10                  10 

Students develop individual fitness plans       8                     8                 4 

Students reset goal after fitness evaluations      10                    8                 2 

Incentives provided to pass fitness evaluations      18                    2 

Evaluation scores reported to parents      10                    5                 5 

Written tests on fitness concepts      12                    7                 1 

Integrate health/fitness into PE lessons      13                    5                 2 

Fitness testing occur several times a year      15                    4                 1 

PE curriculum aligns with state standards      17                    2                                    1a 

PE teacher exercises as recommended      17                    2                 1b 

Fitness scores are main criteria in PE grading     17                    1                 1                 1 

Heart rate monitors utilized in PE class                            20 

aOne picked neither but explained there were no state standards for aerobics in this state. 
bOne picked both responses noting it would be nice if all other curriculum teachers did as well.   
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Meeting the Needs of English Language Learners in the United States:  

The Process of Entering Ethnolinguistic Communities 

 

 Dramatic demographic shifts are occurring across the United States: 

• The growth of the language minority population is out-pacing student enrollment overall 

(National Clearinghouse, 1999), 

• Almost half of the nation’s schools report at least one English Language Learner enrolled 

(Han, Baker, & Rodriguez, 1997), 

• One in five children have parents who are immigrants (Capps et al., 2005), 

• More than 400 languages are represented (Kindler, 2002), 

• In California, for example, 2.6 million (41% of our 6.3 million) students speak a language 

other than English in their homes; of these, over 1 million are English Language Learners 

(California Department of Education, 2006). 

English-language learners (ELLs) face special challenges in our schools. In addition to 

transitioning to a new language, ELLs must navigate across cultures. Not only must ELLs 

acquire oral and academic English and cultural navigation skills, they must also try to keep up 

with their native English-speaking peers, who continue to develop their language and academic 

skills. Finally, many immigrant and refugee children bring with them the added stress of their (or 

their parents’) experiences with war, political violence, starvation, and poverty. These traumas 

not only cause psychological and health hardships, but also gaps in cognitive, social-emotional 

and academic development.  The overall result is a large and growing achievement gap 

(Wilkinson, Ortiz, Robertson, & Kushner, 2006), placing ELLs at risk for school failure, special 

education referral, and/or school dropout.  
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The challenges faced by ELLs are exacerbated when they attend schools having a 

shortage of personnel with knowledge of language acquisition and cultural influences on 

learning. While it may be ideal to recruit teachers representative of their students’ ethnolinguistic 

backgrounds, it is unrealistic when considering the 400-plus ethnolinguistic groups represented 

in our schools. Thus, it is imperative to give school personnel the knowledge base supporting 

effectiveness in meeting the needs of ELLs (in general) as well as a model for learning about the 

diverse ethnolinguistic groups that they will encounter in the public schools. This panel will 

present our multifaceted model for cross-cultural learning and entry into ethnolinguistic 

communities. Presenters include graduate students who participated in our OELA-funded 

preservice training program for school psychologists (Cook-Morales, O’Shaughnessy, & Green, 

2002); the experiences they share may be applied to preservice or inservice preparation of any 

school personnel. 

San Diego State University is located in a richly diverse community only a few miles 

from the Mexican border. Although typically associated with a high density of Spanish-speaking 

ELLs, over 100 different languages are represented in our schools and our Spanish-speakers are 

culturally diverse (e.g., different countries of origin, different Mexican states). We chose to focus 

on four ethnolinguistic groups representative of the diversity of our region:  

• Vietnamese – our second largest language group has a range of needs based, in part, on the 

immigration waves over the past 30 years; 

• Hmong – a traditional tribal culture often overlooked and misunderstood due to (our) lack of 

differentiation from other Southeast Asian cultures; 

• Sudanese – one of our growing recently immigrated African ethnolinguistic groups who face 

the additional burden of crossing both mainstream and African American cultures in the U.S. 
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Due to the effects of civil war, family separation and post-traumatic stress disorder are some 

of the many factors to consider when looking at the adjustment process for the Sudanese to 

the U.S. culture and educational system. Because the Sudanese originate from Africa, they 

are often misclassified as African American. This misclassification often leads to many 

Sudanese students being overlooked and underserved. 

• Spanish-Speaking Rural-Migrants – a distinct subset in our large Latino community. 

Our model for culture-learning and ethnolinguistic community entry is based in our belief that 

equal-status relationships and experiences with members of that culture/community is the 

foundation for cross-cultural competence. The process of entry, however, is complex and 

requires multifaceted methods of learning, ways of knowing, and reflective experiences. The 

presenters will describe their personal journeys and highlight the impact of specific experiences 

on their professional development. 

The first step is establishing a knowledge base from which to raise hypotheses about the 

ethnolinguistic group of focus. (Most cultural blunders occur due to lack of a knowledge base.) 

Most of our students begin the project with very little background regarding their ethnolinguistic 

group of focus. Consider, for example, that today’s college students were born long after the 

Vietnam war; the war is but a small section in a history book for most of them but a living legacy 

in the Vietnamese and Hmong communities. Students conduct library research on the country of 

origin (e.g., culture, religion, education, family patterns, economics, history), immigration 

patterns, experiences in the U.S. and U.S. schools, and patterns of educational achievement in the 

U.S. They augment this traditional scholarly knowledge base with reading back editions of 

newspapers and magazines, reading biographies and autobiographies (e.g., The spirit catches you 

and you fall down), and watching movies or documentaries about the ethnolinguistic group (e.g., 
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The lost boys of Sudan). Some students also take culture-focused courses to inform their 

knowledge base. 

As they gain a cultural foundation, multiple culture-focused experiences are added to 

their learning activities. Cultural plunges provide brief, one-time “immersions” in the 

ethnolinguistic groups; for example, attending religious ceremonies in both Vietnamese Christian 

churches as well as Buddhist temples. Our local Immigration and Refugee Center and Migrant 

Education Programs provide on-going service learning and volunteer opportunities. Some 

students have taken the additional step of participating in Saturday or Sunday schools sponsored 

by local cultural groups to preserve their language and culture amongst their children. Special-

focus conferences highlight the concerns of the ethnolinguistic group here in the U.S.; for 

example, the annual Hmong National Conference addresses educational, economic, and 

acculturation issues. Students also build experiences with their ethnolinguistic groups by creating 

experiences in their program-required field experiences in the schools, e.g., working with 

interpreters, tutoring children. Throughout these experiences, they seek cultural brokers to help 

them understand the culture that they are encountering and cultural liaisons to assist in 

development of their culminating learning experience. 

The experiential learning sequence culminates in an intensive language-culture 

immersion or ethnographic study. The majority of our rural-migrant families, for example, have 

roots in Oaxaca, Mexico. Two of our students participated in a month-long Spanish-cultural 

immersion in the capital city of Oaxaca, exploring the interface of colonial and indigenous 

cultures (and languages), and visiting the “town with no men” to gain an understanding of 

migration patterns and economics, as well as an appreciation of the impact on the families of our 

migrant labor force. Some of our Hmong scholars engaged in intensive volunteer service 
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learning, including culturally-specific educational programs, in our largest Hmong community in 

Fresno, CA. Most of our scholars arrange for a culminating ethnographic study of a student and 

his/her family in Southern California. They “shadow” the students from the time they get up in 

the morning to the time they go to bed: tracking and observing family interactions; going to 

school with the child to observe the child’s interaction with the curriculum, instruction, teachers, 

and peers; and observing the child’s and family’s interaction with the cultural community and 

larger community in after-school and week-end routines. 

The panel members’ descriptions of their culture-learning experiences, entry into 

ethnolinguistic communities, and outcomes of their endeavors will inspire participants in this 

session. Participants will become familiar with a model and techniques that can guide (a) their 

preservice preparation of school personnel, (b) development of an inservice professional 

development program to improve relationships between the school and the ethnolinguistic 

communities served, or (c) their own personal journey of culture-learning toward cultural 

community entry and collaboration. Our goals are for each participant to begin or renew their 

culture-learning journey and for each participant to walk away with at least one practical and 

effective way to enhance their cultural responsiveness to diverse ELLs. 
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Abstract 

Over the past decade, mobile computing and communication devices have become 
essential tools in higher education. It is now routine for faculty and students to 
carry laptops, cell phones, and PDAs that allow them to access data and 
information from anywhere—whether in a classroom, in a meeting, or while on 
the move. This paper looks at mobile learning—learning facilitated through 
small, portable devices such as handheld computers, PDAs, Internet-enabled cell 
phones, and hybrid devices that combine several of these devices into one. We 
will examine the benefits and challenges of mobile learning as well as criteria to 
consider in implementing mobile learning in online or traditional programs. We 
will also analyze the most common mobile computing/communication devices and 
discuss how they can be used to deliver and facilitate learning. The results of a 
survey on mobile technologies will also be presented. Lastly, we will examine the 
pedagogical implications of mobile learning. 

 
Keywords: mobile learning, e-learning, distance education, mobile communication/computing 
devices, educational podcast. 
 
 

Introduction. A Day in the Life… 

 Jason, a nineteen year old college freshman, woke up early Friday morning to download 

this week’s U.S. History podcast to his iPod. As he got into his car for the one-hour commute to 

campus, he put on his earbuds and began to listen to his professor’s test review session. The 

lecture ended as he entered the student parking lot. Before exiting the car, Jason received a text 

message on his smart phone from Paula, his study partner. She had some questions and wanted to 

meet up with him in the library before the test. He pulled out his laptop and backpack before 

locking the car door. By the time he reached the library, Paula was already connected and online 
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at her favorite table. She was busily transferring the professor’s lecture notes from the course 

web site to her pen drive. “What’s the answer to question number three?” she asked as Jason sat 

down. “I don’t know.” he answered; “Why don’t you Google it to find out?” “I’ve got a better 

idea,” she responded, “Why don’t you IM the professor? He’s online right now.” Professor Davis 

was on his way back to his office from Media Services when a familiar chime let him know that 

someone was IMing him. He pulled out his PDA and read the message. With stylus in hand, he 

typed the response, “Call me.” Ten seconds later, his cell phone rings. “Hello?”  “Hi Dr. Davis. 

Jason and I are in the library and we are having a hard time answering question number three.”  

“Are you in front of your computer?” Dr. Davis asked. “Yes, we are.” “Go to this week’s lecture 

notes and review the section on Western Expansion. You’ll find what you are looking for there.” 

“Thanks a lot,” Paula answered. “We’ll see you in class.”  

 

 Jason, as well as most of today’s college-aged students are products of the immersion in 

technological advancements of the last two decades.  These students are what Marc Prensky 

(2001a) calls “digital natives.”  Raised in a ubiquitous technology environment, this new 

generation finds computer games, email, the Internet, cell phones, instant messaging and now 

iPods integral to their lives. Thus, they increasingly expect the use of available mobile 

technology to be a part of their learning environment. According to Prensky, there can be no 

question that the thinking patterns of “digital natives” have changed.  Dr. Bruce D. Berry, as 

cited in Prensky (2001a), of Baylor College of Medicine surmised that the physiology of the 

brain of digital natives has changed due to digital input they receive growing up.  Regardless of 

whether the “digital native” brain physiology is evolving or these students just think differently, 

instructors must be cognizant of the need to use technology – now mobile technology – to reach 

these students.  

2007 HICE Proceedings 
Page 942



 3

 While “digital natives” are “native speakers” of the digital language of technology, 

instructors, on the other hand, are “digital immigrants” (Prensky, 2001a).  Because digital 

immigrants were raised in a pre-digital era, not speaking the language of technology, even those 

who have embraced technology and the opportunities it affords will always retain some degree of 

an accent. An accent is evidenced by digital immigrants who print important emails instead of 

reading them on the computer or printing out articles and highlighting them before typing a 

response on a word processor.   

 Prensky (2001a) suggests that this disparity of understanding between digital “natives” 

and “immigrants” in the educational landscape is the most serious problem facing education 

today.  Indeed, “digital native” students struggle daily to understand their “digital immigrant” 

instructors who are speaking an outdated language—that of the pre-digital age.  “Digital 

immigrant” instructors struggle to find ways to capture the attention of this new generation of 

students long enough for them to learn content and skills. The digital natives have come to 

expect the instant responses of hypertext, downloaded music, cell phones, online libraries on 

their laptops, interaction with the classmates through IM, and now, videos downloaded on their 

iPods. As students increasingly become disenchanted with the “digital immigrant” pedagogy, 

instructors will find that utilizing mobile technologies will help address the needs of  “digital 

natives” accustomed to the “twitch-speed, multitasking, random-access, graphics-first, active, 

connected, fun, fantasy, quick-pay off world of video games, MTV, and Internet.” (Prensky, 

2001b, page 5)  Today’s instructors, if not already familiar with the digital language of their 

students, must learn it to maximize learning and access to learning. 

Ray Schroeder, editor of the Online Learning Update blog at the University of Illinois at 

Springfield, predicts that over the coming year, mobile learning will expand and evolve 
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dramatically. He points to the term ‘podcasting,’ the New Oxford American Dictionary's 'Word 

of the Year,' as evidence of this growth and predicts that new podcasting features will be 

exploited for e-learning in an expanding array of mobile devices. As a result, Schroeder (2006) 

predicts, e-learners will no longer be chained to their computers and network connections; they 

will be learning while hiking in the mountains, strolling on the beach, or jogging along a city 

street. 

 

Mobile Communication/Computing Devices and their Potential Instructional Uses 

 Mobile learning is the intersection of mobile computing and e-learning (Quinn, 2000). 

Quinn’s vision of mobile learning, is that of portable computation that provides rich interactivity, 

total connectivity, and powerful processing. The goal is to make e-learning more independent of 

time and place. According to Wagner (2005), the mobile revolution has arrived: 

Wherever one looks, evidence of mobile penetration is irrefutable: cell phones, PDAs, 

MP3 players, portable game devices, handhelds, tablets, and laptops abound. No 

demographic is immune from this phenomenon. From toddlers to seniors, people are 

increasingly connected and are digitally communicating with each other in ways that 

would have been impossible only a few years ago (page 42). 

Consequently, it comes as no surprise that sooner or later people would begin to look for ways to 

integrate mobile computing with e-learning. For example, Duke University made headlines last 

year when it provided all incoming freshmen with their own 20-gigabyte iPod. Similarly, Indiana 

State University became the first public university in the state to require all students to have 

notebook computers, beginning with incoming freshmen in fall 2007. Personal Digital Assistants 

(PDAs) are also seeing more use in the classroom today. New educational software programs 

(such as quizzing and trivia programs, along with grade and assignment tracking tools) are 
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showing great benefits to both students and teachers. The increase in use is attributed to the 

affordability and portability that PDAs offer, making it possible for each student to have access 

to a computer anytime and anywhere. No longer relying on computer labs, teachers can have 

students typing on PDAs right at their desks. Students can also take PDAs outdoors on field trips 

where they can collect, store, and analyze data onsite.  

 As handheld computing devices continue to expand their market, it is expected that 

eBooks will expand with them. In response, online bookstores are continually expanding their 

holdings of eBooks, with some publishers now including eBook forms of their printed college 

textbooks. Currently, companies are working on adding audio, video, and text-to-speech 

components for eBook software.  

The following table lists the most common communication/computing devices, their 

features and functions, potential instructional uses, and the pros and cons of using these devices 

for mobile learning. 

 
Table 1 
 
Common communications/computing devices, their features, functions, and potential 
instructional uses. 

 
Device Features/Functions Instructional Uses Pros and Cons 

iPod Download music, audio 
books, podcasts, 
photos, and video. 
Address book and 
calendar synchronizes 
with MS Outlook or 
Outlook Express. Can 
serve as mass storage 
device. 

Download podcasts, 
audio and video lectures, 
mass storage device. 
Future versions will have 
bigger screens for use as 
e-book reader. 
 
Exchange information, 
collaborate, review and 
prepare for exams, 
review content, showcase 
and share projects; and 
provide visual step-by-
step directions that are 

Pros: With 87% market 
share, the iPod is popular 
with students. iPod-U 
allows professors to 
make lectures available 
to students for free 
download. Has many 
add-ons to add to its 
functionality. Great for 
students on the go.  
Appeals to digital 
natives’ need for 
immediacy of 
information. 
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difficult to convey with 
words only. 

 
Cons: Cost. It may not be 
affordable for all 
students. Requires 
Apple’s iTunes program 
for downloading. One-
way communication; not 
interactive. Screens are 
generally too small for 
use of any sophisticated 
applications. 
 

MP3 Player Digital audio player 
plays music and audio 
files. Some models 
have integrated voice 
recorder and line-in 
recording. 

Download and listen to 
podcasts and audio 
lectures. 
 
Review and study for 
exams, remain informed 
about course content, 
read (listen) to books. 

Pros: Compact and light; 
have no moving parts 
(unlike hard disk) 
increasing battery life; 
have excellent audio 
quality; are upgradeable 
and expandable. 

Cons: Single use device; 
other devices can be used 
to play audio files. 
Encoding files and 
transferring data can be 
time consuming. One-
way communication; not 
interactive. 
 

PDA  
Personal 
Digital 
Assistant 

Combines computing, 
Internet, and 
networking features in 
one system. Calendar, 
notepad, address book, 
and productivity tools. 
Programmable, 
Bluetooth, Wi-Fi 
equipped, pen/stylus 
input device. 

Plays audio, video, and 
Flash movies; displays 
and edits MS documents; 
access e-mail, Web 
content, send IMs, text 
messaging, and use for 
mass storage. 
 
Interactive, collaborative 
learning, student 
presentation of projects, 
research, word 
processing (with 
peripheral input device), 
taking notes in class. 

Pros: Large screen for a 
portable device makes 
reading easy; combines 
several computing and 
communication tools in 
one device. Text and data 
entry through screen 
keyboard, stylus, or 
external peripherals. 
 
Cons: Bulky unit won’t 
fit in pocket. Not 
efficient for entry of long 
emails or texts without 
peripheral input device.  
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USB Drive Mass storage device. Great for storing 
coursework, audio and 
video files. 
 
Share files for 
collaborative projects, 
transfer work to and from 
computers at school, save 
work and submit work to 
instructor. 

Pros: Small, portable, 
and USB interface is 
compatible with all 
computers. Great for 
transporting files from 
home to school. 
 
Cons: Single-purpose 
device. Other devices can 
also serve as mass 
storage devices.  
 

E-book 
Reader 

Download text-based 
materials. Store 
hundreds of e-books, 
newspapers, and 
magazines. 
Magnification and 
highlighting features 
facilitate easy reading 
and marking of texts. 
Full-text search makes 
it easy to find specific 
passages. 

Download and store text-
based instructional 
materials and electronic 
textbook.  
 
Read resources “on-
demand” and conduct 
research. 

Pros: Large screen for 
easy reading; digital 
bookmarks and 
highlighters let users 
mark their texts; back 
lighting facilitates 
reading in dark places; 
Full-text search 
capabilities make it easy 
to find specific passages. 
Can store all the content 
and textbooks for several 
courses. 
 
Cons: Single-purpose 
device with limited 
computing capabilities. 
May require proprietary 
text formats. Limited 
number of e-book titles. 
 

Smart 
Phone 

Combines telephone, 
PDA, camera, video, 
mass storage, Mp3 
player, Internet, and 
networking features in 
one compact system. 

Download audio and 
video lectures and 
podcasts; play audio, 
video, and Flash movies; 
display and edit MS 
documents; access e-
mail, Web content, send 
IMs, text messaging, and 
use for mass storage. 
 
Global collaboration, 
scientific 
experimentation, 

Pros: Combines a 
multitude of 
communication and 
computing features into 
one compact system. 
 
Cons: Small screen 
makes web browsing and 
reading text difficult. 
Small keys or virtual 
keyboard make text entry 
inefficient for longer 
emails or texts. Cost, 
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research, accessing 
information globally, 
interactive learning. 

some smart phones cost 
as much as entry-level 
PCs with a fraction of 
their functionality. 
 

Ultra-
Mobile PC 
(UMPC) 

Ultra-Mobile PCs have 
all the major features of 
a standard tablet PC but 
in a much smaller 
package. Supports 
audio, video, and 
gaming, in addition to 
having rich support for 
browsing the internet as 
well as for other 
communication and 
networking 
applications. Bluetooth, 
Wi-Fi and Ethernet 
enabled.  

Download audio and 
video lectures and 
podcasts; create and edit 
course-related 
assignments; surf the 
web, send e-mails, IMs, 
text-messages, log on to 
course web site while on 
the road. 
 
Global collaboration, 
scientific 
experimentation, 
research, access 
information globally, 
interactive learning. 
 

Pros: Ultra-small, ultra 
portable PC with 7” 
touch sensitive screen. 
Great for surfing the web 
and viewing multimedia. 
Its small size makes it 
ideal for traveling. 
 
Cons: Expensive; costs 
more than a high-
powered PC. Due to the 
small size, most UMPCs 
do not have a physical 
keyboard. 

Laptop 
Computer 

The most complete and 
functional system of all 
the portable devices. 
Bluetooth, Wi-Fi and 
Ethernet enabled. 
Robust productivity 
tool. 

Download audio and 
video lectures and 
podcasts; create and edit 
course-related 
assignments; surf the 
web, send e-mails, IMs, 
and text-messages; log 
on to course web site at 
home or while on the 
road. 
 
High level of 
interactivity for global 
collaboration, scientific 
experimentation, 
research. 
 

Pros: Great for students 
who need to take their 
work with them. Provides 
the most power and 
capabilities of all the 
portable devices. 
 
Cons: Still relatively 
expensive, size makes it 
bulky and heavy while 
traveling. Not very useful 
while walking. Not a 
good idea to use while 
driving. 

 
 
Benefits and Challenges of Mobile Learning 
 

Portable computing/communication devices such as laptops, PDAs, and smart phones 

connected to wireless networks enable mobility and facilitate mobile learning. Mobility and 
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portability allows teaching and learning to extend beyond the traditional classroom, and in the 

case of distance learning, to break away from the tether of the home office computer. Within the 

classroom, portable computing/communication devices give instructors and students increased 

flexibility and provide new opportunities for interaction. Mobile technologies also support 

learning experiences that are collaborative, accessible, and integrated with the world beyond the 

classroom (EDUCAUSE Learning Initiative, 2006). These benefits, however, do not come 

without some challenges. The following table illustrates some of the benefits and challenges 

associated with using mobile learning technologies in education. 

 
Table 2 
 
The benefits and challenges associated with using mobile learning technologies in education. 
 

Benefits Challenges 
• Great for people on the go. 

• Anytime, anywhere access to content. 

• Can enhance interaction between and 

among students and instructors. 

• Great for just-in-time training or review of 

content. 

• Can enhance student-centered learning. 

• Can be appealing to tech-savvy students 

because of the media-rich environment. 

• Supports differentiation of student 

learning needs and personalized learning 

(Kukulska-Hulme, 2005). 

• Reduces cultural and communication 

barriers between faculty and students by 

using communication channels that 

students like (Kukulska-Hulme, 2005). 

• May make it easier to cheat.  

• May give tech-savvy students an 

advantage over non-tech students. 

• May create feeling of isolation or of being  

out-of-the-loop for non-techies.  

• May require media to be reformatted or 

formatted in multiple formats. 

• May render some content outdated 

because of rapid “upgrades”—here today, 

outdated tomorrow. 

• May require additional learning curve for 

non-tech students and faculty. 

• May just be used as a new high-tech 

package for the same old dull and boring 

content.  
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Pedagogical Implications 
 

Mobile computing/communication devices offer a unique opportunity for teachers and 

students in different kinds of instructional settings to capitalize on the flexibility and freedom 

afforded them by these devices. However, these benefits demand new pedagogies and new 

approaches to delivering and facilitating instruction (Sharma & Kitchens, 2004). 

 If appropriately facilitated, mobile learning can benefit learners by providing 

instructional materials and interaction through their mobile devices wherever and whenever they 

need it. Instructors can also benefit in that they, too, will be able to access services and interact 

with students while students or instructors are on the move. To keep up with this changing 

phenomenon and to effectively facilitate mobile learning, Sharma and Kitchens (2004) argue that 

it is imperative that instructors learn about and adapt to the changing environments, when and 

where appropriate. 

 Naismith et al. (2004) relate mobile technologies to six major types of learning: 

behaviorist, constructivist, situated, collaborative, informal/lifelong, and support/coordination. 

Mobile technologies impact learning in the following ways: 

• Behaviorism: Quick feedback or reinforcement can be facilitated through mobile 

devices. 

• Constructivism: Mobile devices enable immersive experiences such as those provided 

by simulations or games. 

• Situated Learning: Learners can take mobile devices into authentic learning 

environments or “context-aware” environments, such as specially-equipped museums. 

• Collaborative Learning: Mobile devices provide a handy additional means of 

communication and a portable means of electronic information gathering and sharing. 
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• Informal/Lifelong Learning: Mobile devices accompany users in their everyday 

experiences and become a convenient source of information or means of communication 

that assists with learning. 

• Support/Coordination: Mobile devices provide just-in-time access to learning 

resources, news, information, planners, address books, calculators, etc. 

 

While mobile devices are not required for the previous six types of learning, their use enhances 

the personal experiences of the student within a more authentic context. Naismith suggests that 

mobile technologies will “change the nature of learning provision.” (page 10) 

 

Pedagogical Issues and Questions 

 As programs evaluate the potential of mobile learning, several pedagogical issues and 

questions need to be addressed. Paramount, are the issues pertaining to how mobile learning will 

impact teaching and learning. Further research can address the following questions: 

• What is the rationale for implementing mobile learning technologies? 

• Will increased use of shorthand in synchronous and asynchronous communication affect 

students’ writing ability in the long term? 

• Will brevity of expression trump depth of knowledge (Wagner, 2005)? 

• Will it become easier for students to cheat during tests?  Is this issue relevant to 21st 

Century learning? 

• What course content is suitable for transmission to mobile computing/communication 

devices? 

• Will the quality of communication and interaction be enhanced or diminished by 

adopting mobile learning pedagogy? 

• Do mobile devices allow students to interact with the peers and instructors at the same 

level and quality as if they were participating using a PC? 
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• Will a shift in emphasis from e-learning to mobile learning increase the gap between the 

haves and have-nots? 

• Will the quality of the instructional content be improved, enhanced or downgraded by 

transferring to a mobile-compatible format? 

• What types of resistance to change will faculty and/or students experience? 

• How will the instructor’s role change? 
 

Survey of Student and Faculty Ownership, Use, and Readiness for Mobile Learning 

 In order to determine if the distance education students and faculty on our campus were 

ready for mobile learning, an informal survey of student and faculty ownership, use, and 

readiness for mobile learning was conducted from August 24, 2006 to September 12, 2006. The 

Survey of Mobile Learning was made available to a population of 191 graduate and 

undergraduate students enrolled in one of twelve online courses through a posting on an 

educational technology blog site. 107 students (56%) volunteered to participate in the survey. In 

addition, 30 faculty (45%) from the School of Education also participated. When asked if they 

had ever taught an online or web-enhanced course, 66 percent (n = 20) answered ‘Yes.’ 

The survey consisted of three questions: (1) Which of the following mobile computing/ 

communication devices do you currently own? (2) Which of the following mobile computing/ 

communication activities do you regularly engage in? and, (3) Are you ready for mobile 

learning? The survey results are presented on the following pages in tabular and graphic form. 

The first survey item asked the question: “Which of the following mobile computing/ 

communication devices do you currently own?”  Table 3 lists the most common mobile 

computing/communication devices and the number and percentage of ownership as indicated by 

the student and faculty survey respondents. Figure 1 presents the data in graphic form. 
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Table 3 
 
Mobile computing/communication devices owned by survey respondents (Students, N = 107; 
Faculty, N = 30).  
 
 

Mobile Learning Devices       Students     Faculty 
                  ---------------  -------------- 
                                                                                                 n %    n % 
 
 

1.    iPod       36 33    6 20 
2.    MP3 Player      58 54    4 13 
3.    Personal Digital Assistant (PDA)   51 47    8 26 
4.    USB/Pen Drive      76 71  20 66 
5.    E-book Reader      11 10    1   3 
6.    Cell Phone      97 90  26 90 
7.    Smart Phone       20 18    2   6 
8.    Ultra-Mobile PC (UMPC)      4   3    0   0 
9.    Laptop Computer      98 92  25 86 
10.  Handheld Game Console (Gameboy, PSP)  31 28    2   6 
 

 
 
Figure 1  
 
Mobile learning devices owned by students and faculty (Students, N = 107; Faculty, N = 30). 
 

Q1: Which of the following mobile learning devices do you currently own?
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 The second survey item asked the question: “Which of the following mobile computing/ 

communication activities do you regularly engage in?”  Table 4 lists a variety of mobile 

computing/ communication activities and the number and percentage of students and faculty who 

engaged in those activities. Figure 2 presents the data in graphic form. 

 
Table 4 
 
Mobile activities survey respondents regularly engaged in (Students, N = 107; Faculty, N = 30). 
 
 

Mobile Activity Items        Students     Faculty 
                  ---------------  -------------- 
                                                                                                 n %    n % 
 
 

1.    Download and listen to podcasts/audio books  29 27    6  20 
2.    Download and read e-books/print-based content  32 29    8 26 
3.    Download and view streaming movies/video clips 69 64    8 26 
4.    Send and receive e-mail              105 98  29      100 
5.    Send and receive Instant Messages (IMs)  60 56    8 26 
6.    Send and receive short text messages (SMS)  48 44    4 15 
7.    Transfer files from one place to another via portable  88 82  23 76 
       storage devices (pen drives) 
8.    Play interactive games via Internet on handheld  34 31    1   3 
       game console 
9.    Transfer photos or other data via cell/smart phone 51 47    6 23 
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Figure 2 
 
Mobile activities survey respondents regularly engaged in (Students, N = 107; Faculty, N = 30). 
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 The third survey item asked respondents if they were ready for mobile learning. Table 5 

presents number and percentage of students and faculty who said they were ready for mobile 

learning versus those who said that they were not. Figure 3 presents the data in graphic form. 

 
Table 5 
 
Percentage of survey respondents who say they are ready for mobile learning versus those who 
say that they are not ready for mobile learning (Students, N = 107; Faculty, N = 30).  
 
 

Are you ready for mobile learning?      Students     Faculty 
                  ---------------  -------------- 
                                                                                                 n %    n % 
 
 
 

      Yes                100 94  18 60 
    No         7   6  16 40 
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Figure 3 
 
Percentage of survey respondents who say they are ready for mobile learning versus those who 
say that they are not ready for mobile learning (Students, N = 107; Faculty, N = 30). 
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Results, Conclusions, and Implications 
 

Are distance education students and faculty ready to make the jump from e-learning to 

mobile learning? Based on our informal survey, most distance education students enrolled in our 

online programs affirm that they are ready for mobile learning and already possess some of the 

basic tools needed to facilitate it. Of the 107 student survey respondents, 93 percent (n = 100) 

indicated that they were ready for mobile learning; 100 percent own a cell phone or smart phone; 

and, 92 percent (n = 98) own a laptop computer. Similarly, a slight majority (60 percent; n = 18) 

of faculty also affirmed that they were ready for mobile learning, with over 93 percent (n = 28) 

owning a cell phone or smart phone and 86 percent (n = 25) owning a laptop computer. 

Regarding mobile learning activities of students and faculty, 98 percent (n = 105) of 

students and 100 percent (n = 30) of faculty use e-mail; 82 percent (n = 88) of students and 76 

2007 HICE Proceedings 
Page 956



 17

percent (n = 23) of faculty transfer files from one place to another via portable USB devices; 56 

percent (n = 60) of students and 26 percent (n = 8) of faculty send and receive Instant Messages 

(IMs); and 44 percent (n = 48) of students and 15 percent (n = 4) of faculty send and receive 

short text messages (SMS).             

What this implies for faculty who would like to implement mobile learning in their online 

or traditional courses, is that they can begin by making content and information available to 

students in formats that are easily accessible via mobile phone or laptop computer since a 

majority of students and faculty already use them in many of their daily activities. Other mobile 

learning tools and activities can be phased in gradually. The following ideas could be 

implemented immediately with little to no additional cost. 

Most basic cell phones today can send and receive text messages, voicemail and e-mail. 

E-mail is a convenient way to communicate information to the learning community, so the 

instructor can begin by sending class-wide “broadcast” e-mails that students can access via a 

variety of mobile devices. Instructors can also configure their university voicemail systems to 

deliver important messages or class announcements when students call in. Voice E-mail, a new 

feature now available through Horizon Wimba, a plug-in compatible with most learning 

management systems, enables instructors to create one or two-way recorded audio 

communications within e-mail messages. Voice e-mails sent to students will contain a link to the 

audio recorded message located on a server. Faculty can send a voice e-mail to one student, to a 

group of students or to the entire class. 

A new product, available in both free and commercial versions, ClearTxt, enables users 

of the Blackboard learning management system to receive notice, within minutes, of information 

posted within a course, group, or organization. The technology sends a text message to a 
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student's cell phone as soon as new information is posted. Since virtually all students have and 

actively use cell phones, faculty would be assured that important notices would be rapidly 

received by the members of a class or group. 

Horizon Wimba’s Live Classroom allows students and instructor’s to log in to an audio 

chat via computer or telephone. Although not recommended due to safety issues, it would 

actually be possible for someone to attend (or facilitate) a live class discussion while driving or 

walking.  

Since laptop computers allow busy people to access the Internet and email from virtually 

any location that provides internet access, they can play an important role in mobile learning. To 

make instructional content more portable, instructors can begin to transfer their lectures into 

podcasts or streaming media files and post them onto their course web sites or onto free online 

resources such as Apple’s iPod University or YouTube for convenient download. Students can 

play the files on their laptops or transfer them to other mobile devices. 

Podcasting enables faculty to incorporate on-demand audio recordings into their 

curriculum. While it is relatively easy to produce a podcast, instructors will have rethink their 

approach to ‘packaging’ instructional content so that students are eager to listen to it. “The 

droning voice of a professor reading from yellowed lecture notes will not be so affecting,” 

according to Campbell (2005), “…but a voice that creates a theater of the mind,…can connect 

with the listener on a profound level.” The Division of Information Technology at the University 

of Wisconsin – Madison (2006) offers the following guidelines for creating podcasts: 

1. Avoid overly complex material that includes lots of facts and figures. Complex subject 

matter is often more effectively conveyed through handouts and readings than through a 

podcast. This is because most students will listen to podcasts as they perform other tasks 

2007 HICE Proceedings 
Page 958



 19

(i.e., riding a bus, driving, exercising, walking to class, etc.).  In most cases they won’t be 

taking notes as they listen. Always keep in mind the learner's context when selecting 

content for a podcast. 

2. Recordings of classroom lectures may not be the best use of podcasting. Podcasts of 

entire lectures often come across as overly formal and boring. Important visuals are 

excluded. Only use lectures as podcasts when you have a strong pedagogical rationale for 

doing so. 

3. Narrow the focus of a podcast. Limit the scope of the content to only a few main themes. 

Don’t try to communicate too much material in a single podcast. Instead, identify 

important concepts or issues students tend to struggle with and develop a podcast that 

addresses each one. 

By convention, most of the just-in-time podcasts (e.g., the CNN news and NPR news) 

last about three to five minutes. Perhaps the instructors can make better use of the limited time 

and only provide the information that provokes students’ thoughts. The instructors are also 

advised to focus on one theme/topic/issue in one podcast, so that learners have options to 

download the needed ones. Also, information of each podcasted event’s file size or the time 

duration should be provided.  

In the challenge of rising new mobile technologies for podcasting also comes a great 

opportunity for providing new types of services for traditional and distant learners. Meng (2005) 

believes “the greatest opportunities for these technologies are in the ways they will be used that 

have not yet been imagined.” (p. 10) The potential offered by podcasting makes it worth the 

effort of learning and using. 
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Summary 

In summary, the implications of mobile learning are far reaching, and its potential effect 

on education profound (Mobile Learning Group, 2004). The next couple of years will prove to be 

a period of rapid growth for mobile learning, with evolutionary, rather than revolutionary 

changes. Mobile learning capabilities will continue to expand with the introduction of smaller, 

more sophisticated and powerful gadgets capable of delivering data in a variety of formats 

anywhere at anytime. Today’s mobile computing devices have more computational power than 

the largest computers of a generation ago, and this trend is only increasing. The question of 

whether or not mobile learning will be adopted by faculty and students will depend to a great 

extent upon how efficient and necessary the services and features are. For example, if students 

like to be informed via SMS text message every time a new message is posted on the 

Announcements Page of their online courses, they would most likely subscribe to such a service 

if it were offered as an option. By the same token, if faculty could have the capability to easily 

facilitate their online courses and respond to individual student queries while traveling to a 

conference, many would gladly take advantage of it.  

Bottom line, students and faculty who already use mobile computing/communication 

devices will find ways to integrate them into all aspects of their lives—including the tasks of 

teaching and learning. As educators, we can assist our students by making our content more 

readily available and in formats that are more easily accessible via the more popular 

computing/communication devices. As these devices become more powerful, they may coexist 

with or supplant other technologies to make learning more portable.  
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Dejar Todos los Niños Atrasados (Leave Every Child Behind): 

U.S. Education Policy for Students of Limited English Proficiency 

 
This paper examines a variety of social and structural factors that impact education for Limited 
English Proficiency students. The No Child Left Behind Act is used as a key indicator in how 
national bilingual and ESL education has adapted and where LEP students currently stand in 
their chance for success. While many problems arise out of current educational policy, specific 
innovative and successful examples are cited as possible solutions for the future of multilingual 
education. Suggestions for changes relate to school structures, practices, staff composition and 
training, how NCLB impacts funding, the importance of community and parent literacy and 
engagement, and general educational policy. As a nation, the current system does not provide 
high quality education to LEP students and the system must be reexamined and adapted to 
support a growing number of students and their academic and socio-cultural needs.  
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Introduction 

There are currently 10.5 million immigrant children in the United States, three-quarters of 

which were born within the United States (Fix & Passel, 2003, p. 4). Half of all immigrants in 

the U.S. are from Latin America (Taylor, 2004, p. 44) and one out of every five K-12 students is 

the child of an immigrant. Up to 80% of Limited English Proficient (LEP) students are also 

raised by LEP parents (Fix & Passel, p. 4). Up to 56% of Hispanic parents are illiterate, while 

46% of Black parents and only 16% of White parents are illiterate (Brilliant, 2001, p. 4). 

Hispanic students drop out of school 28% of the time; this is more than double the national rate 

of 11%, and LEP students make up three-quarters of the Hispanic student population (Allen & 

Franklin, 2002, p. 4).  

There is an obvious need to address the education of 20% of the U.S. school population. 

There is an obvious problem when twice as many Hispanic children drop out of school before 

high school graduation compared to the majority (Anglo) students. While the Limited English 

Proficiency (LEP) student population encompasses dozens of languages and children from 

throughout the world, the Hispanic population makes up the majority of the LEP classification 

(Allen & Franklin 2002). Due to this fact, this paper solely refers to Spanish-speaking students. 

Independent of status as a legal or illegal citizen, children who do not speak English as a primary 

language deserve the same chance for success and a proper education as any other child in the 

U.S. should, yet the data proves that LEP students are failing and leaving school at 

extraordinarily high rates. The inability to speak English is a better indicator of remaining in 

poverty, living with food insecurities, and other measures of social hardship than even being a 

documented citizen (Fix & Passel 2003). In many cases, LEP students are not recent immigrants 

but are actually first or second-generation U.S. citizens. Due to parents speaking Spanish or 
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another primary language at home, it is increasingly difficult for the children to acquire English 

without a formal structure to support that acquisition in a short time frame, as is expected by 

mainstream schools.  

While this study began solely looking at the impact of the 2001 federal No Child Left 

Behind (NCLB) legislation on LEP students, it became evident that it is impossible to look at 

their success or failure without recognizing the impact of other social and structural factors that 

impact them. Teacher training, communication with the families of students, parent involvement 

in education, testing, funding, ESL vs. bilingual teaching, transition vs. dual-language, 

curriculum development, federal level policies, maintenance of a heritage language, and the 

social and emotional growth of the child all impact an LEP student’s ability to succeed in the 

education system. 

 

Historical Overview 

Education policy for migrants began in the 1920’s but did not receive any formal federal 

level attention until the 1960’s with the advent of the Civil Rights Movement. While states 

control a significant portion of education policy, migrant education required federal legislation 

due to the high level of mobility of migrant families (Pappamihiel 2004). Migrant farmers and 

their families would often move to a new geographic region in the middle of the school year to 

follow the crop harvests. LEP students may not move as frequently as they did in the past, but 

they are still part of an extremely mobile population, and this must be taken into account for each 

student’s academic performance and psychological wellbeing.  

In 1965, the Elementary and Secondary Education Act specified the goals and 

requirements for public education in the United States. In 1968, the Bilingual Education Act 
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gave formal legitimacy to the inclusion of native languages in the educational system. Under 

these policies the Office of Bilingual Education and Minority Language Affairs (OBEMLA) was 

established to monitor and regulate the training of students of whom English was not the primary 

language. At this point, some new students to the U.S. were exempted from high-stakes tests for 

up to six years after entry into the country.  

Ovando (2003) writes, “At the turn of the 20th century, language policy restrictionism and 

promotion of English became more important as an ideological support for new imperialism, as a 

practical instrument of colonial rule, and as a form of social control at home, directed at the 

revolutionary immigrant workers” (p. 18). Bilingual programs reestablished themselves during 

the “Opportunist Period” as Cuban immigrants intended to return to the island, and wanted their 

children to learn English, while also maintaining Spanish (Ovando 2003). The Clinton 

Administration “became active in promoting approaches designed to cultivate bilingualism, 

including “two-way” bilingual instruction. The former U.S. Secretary of Education Richard 

Riley declared: ‘It is high time we begin to treat language skills as the asset they are, particularly 

in this global economy’ (Crawford, 2003, p.1). Despite this push for multicultural education and 

appreciation, over the last decade, especially with the advent of NCLB, language education 

shifted back to a monolingual approach and many bilingual students became stigmatized in 

school and in society.  

In 2001, the Bush administration passed an educational reform that made drastic changes 

to the standards of teaching, learning, exemptions, funding, and virtually every other aspect of 

education. In theory, NCLB could aid LEP students but rarely are the positives noted or studied, 

because the consequences of the act on students are so prevalent and severe. NCLB will be 

further explored throughout this paper.  

2007 HICE Proceedings 
Page 969



7 
 

Throughout the years, various terms have been used to describe the LEP student. In the 

late-1960’s “migrant student” was the predominant label, as LEP students were a part of the 

migrant population moving as the crop harvests changed and parents relocated for work. 

Recently, an abundance of terms exists in educational literature. Such terms include: ESOL 

(English Speakers of Other Languages), ELL (English Language Learners), ESL (English as a 

Second Language), CLD (Culturally and Linguistically Diverse), Bilingual, or LEP (Limited 

English Proficiency). LEP student or bilingual are the terms most commonly used by politically 

neutral organizations. Since bilingual learner automatically refers to the child developing two 

languages, it is not always used because NCLB advocates solely English acquisition and not a 

bilingual approach.  

 

No Child Left Behind 

 The NCLB legislations broadly swept U.S. education policy, and LEP education was 

significantly impacted by NCLB. The Act, in combination with changes in the Elementary and 

Secondary Education (ESEA) Act, changed how LEP education functions on a federal level. The 

Office of Bilingual Education and Minority Language Affairs was changed to the Office of 

English Language Acquisition (Pappahmihiel 2004). NCLB also eliminated the Bilingual 

Education Act and was replaced by the English Language Acquisition Act. These seemingly 

simple name changes are the result of a broad strategy to move away from bilingual teaching and 

into a curriculum that solely supports English acquisition and assimilation of all immigrants 

(Varghese 2005). The Act states attention should be focused on “enabling all limited English 

proficient (LEP) students to learn English as quickly and effectively as possible” (NCLB, 

2002b).  
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 While some immigrant students were allowed to receive up to six years of exemption 

from taking high-stakes tests, NCLB cut that time down to 36 months. In effect, students who 

immigrate into the U.S. have three years to acquire enough English to take a test given to all 

students of that grade level. At some grade levels, the results of this test then determine if a 

student passes onto the next grade level or is held back. A class’ test scores could impact the 

evaluation of teachers (if pay or evaluations are linked to student performance); and schools that 

have two consecutive years of low scores will receive consequences that are often linked to 

financial support. “Federal money is allocated for the teaching of ELL’s, but school districts are 

assessed annually… based on the numbers of ELL’s who become proficient in English” (Taylor, 

2004, p. 43). In reality, it takes several years for both LEP students to begin to thrive in schools 

and for LEP programs to acquire the teachers, materials and support they need to be sufficient 

(García 2004). NCLB allows an ELL student to test in their native language for three years, but 

then they are tested in English. Depending on the program, English proficiency often takes 

longer than three years (Crawford, 2004). Once a child reaches adequate proficiency in English, 

he or she is then placed into mainstream classes, and is no longer classified as an ELL student. 

As a result, the ELL student test scores will remain low and the school will continue to not meet 

NCLB accountability standards. When funding is threatened after two years of low performance, 

it places the school and the students in that system in a cycle of failure and despair. 

Due to the emphasis on testing, many LEP students are two to three grade levels behind 

where their age level should place them. While I do not recommend that students should be 

allowed to pass onto the next grade level each year if they cannot do the appropriate work, the 

federal tests increase the number of students who fail. The tests no longer measure content in the 

mandated reading, science, and math, but students must also have a strong grasp of basic English 
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vocabulary and “common” social knowledge. Twyman, et al (2003) write, “Teachers must 

appropriately modify instruction and reduce the emphasis and reliance on the English reading 

skills needed to understand the content and the writing necessary to express content knowledge 

required in typical classrooms” (260). As a result, students who may be able to think cognitively 

at a fifth grade level in Spanish are placed in a third grade class because they do not have the 

language skills to express themselves. Forrest (2004) states NCLB “discourages the development 

of first language literacy as a means of transferring content and literacy skills into a second 

language” (p. 41). While often a controversial issue, transferring content through bilingual 

education is proven by numerous studies that back up this type of curriculum and pedagogy 

(Potowski 2004; Collier & Thomas 2004).  

 An aspect of education for LEP students that neither NCLB nor bilingual education 

frequently address, is the fact that many LEP students are not proficiently literate in any 

language. Children that were either foreign-born and did not attend school, received a poor 

education at this point, and students in the U.S. who have only experienced a few years in a ESL 

or bilingual program are not literate in any language. While such students speak Spanish fluently, 

and in some cases are proficient in English as well, they cannot read or write in either language. 

When the parents are illiterate or only know Spanish, there is no way for the children to gain 

sufficient Spanish skills, if only English is advocated at school. In effect, the students can speak 

both languages but cannot read or write in either language. A school district in North Carolina 

has experienced these problems, and a teacher states, “The biggest challenge in the district in the 

last two years has been students who are literate in neither their native language nor English. 

Although test modifications, such as allowing questions to be read aloud, may nudge some 

students into the passing range, a large number of ELL’s will be retained at grades 3, 5, and 8 for 
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performance on tests and other academic work (Allen & Franklin, 2002).  “Some students and 

their families may need literacy development in their first language to facilitate literacy 

development in English” (Forrest, 2004, p. 42). This illiteracy places these students behind in 

virtually any educational setting. Family literacy is further explored later in this paper.  

 Theoretically, NCLB does have some positive implications for LEP communities. The 

Act states that all students must meet the same high academic standards (although states can 

lower specific requirements), and this includes LEP students. In order to meet such standards, the 

Act recognizes that LEP students require different support than the average English-speaking 

student would need to succeed. The Act acknowledges that more funding and resources need to 

be provided for ELL’s to succeed on such tests. “In theory, NCLB takes into consideration that 

just providing the same quantity and quality of programs to ELL’s as to other students in unfair 

and unequal. As a result, NCLB allocates extra funds to support program development aimed at 

effectively educating ELL’s” (Forrest, 2004, p. 41). This recognition of the funding needs for 

LEP students is a drastic step in the right direction for success, yet the idealistic beliefs are not 

necessarily implemented properly, as funding is restricted after two years of poor test results 

from a school. Federal funding is also allocated in a fixed amount, so each year funds are shifted 

from districts and states to other schools as the numbers of students fluctuate. This practice is in 

contrast with the idea of increasing overall funds for all schools with the increasing population 

accordingly. In effect, more emphasis is placed on the test results and tension results between 

schools, districts and states for the highly competitive funds (Fix & Passel, 2003, p. 30).  
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Changing School Culture and Practice  

Currently only three states, California, Florida and New York, “require all teachers to 

attend some type of preservice training in how to teach students whose primary language is not 

English” (Allen & Franklin, 2003, p. 3). Other states may offer voluntary trainings for teachers 

and staff. The lack of mandatory training in more states leaves the vast majority of teachers 

without any pedagogical knowledge in how to work with LEP students and their families. While 

homeroom teachers for LEP students will likely be trained in techniques for either English 

immersion or bilingual techniques, it is not guaranteed that those teachers will be able to 

communicate effectively with their students. This problem is magnified by the fact that ESL or 

bilingual programs are not located in every school. In effect, while parents may be encouraged to 

choice their LEP children into the schools with appropriate programs, some parents choose not to 

do so (Allen & Franklin, 2002, p. 4). Parents may choose not to send their children into an ESL 

program for numerous reasons, which could include distance to the school, not understanding 

how ESL or bilingual programs work, and other misunderstandings. In these cases, the children, 

the teachers and the school staff are disadvantaged as they attempt to communicate with the new 

students.  

Should all staff be required to receive some extent of Spanish or ELL training, similar to 

the mandated Special Education training? Considering that currently 20 percent of the student 

population is already composed of LEP students, it seems virtually impossible that school 

teachers or staff members would not encounter LEP students at some point in their career. 

Despite the federal government’s and much of the public’s hesitations and fear, the U.S. should 

look to countries in which there are two or more official languages. In both Canada and Belgium 

all teachers are bilingual to a certain extent. While the level of proficiency may vary for teachers, 
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all teachers are required to achieve a specific level of both official languages (MacEachern 

2002). While the training may be questioned in many cases, a federal policy such as this not only 

encourages more diversity in the training of teachers, but it also brings national awareness to the 

diversity of the students and their linguistic needs.  

School staff and administration are also not required to understand how to work with LEP 

students or families, and this leaves those members of the community extremely disadvantaged. 

Should general school staff be required to take a general course on working with LEP parents 

and students as well? Should districts with high levels of Hispanic students hold special 

workshops on Spanish language acquisition for their professional staff? Should schools be 

required to have a specific ratio of Spanish-speaking staff members (in addition to appropriate 

teacher to student ratios)? Unfortunately, without numerous semesters of Spanish coursework, 

staff will not be able to gain language skills sufficient enough to effectively communicate with 

Hispanic parents or students. While the only logical solution is to higher more staff with Spanish 

proficiency or LEP training, the funding and ability to do this may be virtually impossible in 

many school districts and states.  

Students who enter the United States while they are in elementary or middle school may 

have a better chance of integrating into the school community and academic standards. This is 

partly due to the fact that elementary and middle school students often spend almost the entire 

day with one homeroom teacher. Other staff members teach special classes, such as art, music or 

physical education.  While the homeroom teacher of a LEP class may speak at least some 

Spanish, and in some cases may be fluent, the students are only in classes with non-Spanish 

speakers for a short time each day for specialty classes. On the other hand, high school students 

often change classes and teachers each period and have a decreased chance of being taught a 
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subject by someone who speaks Spanish. Older students may have a more difficult time 

academically, as well as socially as they try to fit into a new set of peers that may be more 

judgmental than younger children. Combined, these are likely significant factors in the reasons 

that so many Hispanic high school students dropout of school (Fix & Passel 2003).  

Due to funding and some teacher promotions reliance on students’ performance on 

mandated NCLB tests, many fear that teachers adapt their curriculums so much to the test that 

the students lose out on other important learning opportunities. “Some fear that the 

accountability issue could pressure schools to focus too heavily on English language 

development instead of on content delivery, since students must take the tests in English” (Allen 

& Frankin, 2002, p. 5). Allen and Franklin add that districts encourage teachers to modify 

general education requirements for their LEP students while also teaching the required content 

for the state. With students at such a broad variety of skill levels, it is increasingly difficult to 

teach a lesson to an entire class of LEP students. In effect, teachers must teach to the average of 

the class and give extra attention to those students lagging far behind. Those few students who 

may be able to absorb and thrive from a higher level of learning are held back as the teacher is 

already required to teach at so many different levels.  

While some teachers teach solely to the tests, others take the time to question not only the 

content of the curriculum, but also the pedagogical techniques suggested by administrative 

authorities. García (2004) writes that the provided content and prescribed techniques are “based 

on the agenda-driven transmission model of teaching isolated skills-based methods and prepares 

students to be good test takers but not critical thinkers” (p. 34). In order to increase the number 

of teachers in schools, some states have reduced specific certification requirements. García adds, 

“How can teacher quality improve if the requirements for becoming a teacher become less 
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rigorous? ‘Good teachers,’ therefore, will be defined as those who teach exactly what they are 

told to teach, and because accountability will be at the mercy of standardized test scores, these 

‘good’ instructors will adhere to scripted impersonal teaching-to-the-test lessons and materials” 

(p. 36). Teacher preparation is taken into question again, as Varghese and Stritkus (2005) write, 

“One of the major reasons that has been identified for the chronic underperformance of ELL’s in 

schools has been the inadequate and haphazard preparation of teachers” (p. 83). Teachers must 

then find a way to incorporate the required curriculum with the content that will raise better 

thinkers and learners in the long run. Modifying lesson plans and encouraging literacy in English 

and the native language take a significant amount of time and energy. Some ESL and bilingual 

teachers place an increased emphasis on using the native language at home as to validate a 

student’s culture, heritage and forms of familial communication. 

In cases where LEP students do not enter ESL or bilingual classrooms, the students are 

usually placed in lower-tracked classrooms. Many times LEP students are misclassified as 

having special needs or learning disabilities as well. In effect, “these [lower track/ special needs] 

classrooms rely heavily on individual work and question and answer formats, denying students 

the collaborative opportunities they need to improve their English skills” (Allen & Franklin, 

2002, p. 8). Allen and Franklin (2002) add that LEP students gain a great deal of English skills 

through group work as they can discuss and aid each other with vocabulary and general 

communication, the lower-track classrooms tend to stray away from such techniques and this 

negatively impacts those very students who would most benefit (p. 8).  

English immersion and bilingual teachers must take on additional responsibilities if they 

want their students to pass the required tests and graduate each grade year. More visible in 

elementary grades, recent immigrants have undergone significant emotional and psychological 
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stresses. “More and more students who are coming to the United States have serious gaps in their 

educational background… These deficiencies may have resulted from multiple relocations 

caused by civil strife or war, or in the case of girls, living in countries where they were not 

allowed a formal education” (Allen & Franklin, 2002, p. 3). Often Hispanic families are in 

poverty and this is especially the case after a recent immigration. Any available adult is likely 

searching for work and in many cases working multiple jobs at a time. Hispanic youth often act 

as crucial members of the family as they help raise and supervise younger children. In many 

cases, older siblings are also responsible for helping younger siblings with homework and 

general language acquisition (Salinas Sosa, 1997, p. 3). 

In order for students to learn it is imperative that teachers understanding the various 

emotional needs of migrant and LEP students. When students are repeatedly retained for poor 

academic performance, they may end up years ahead of their grade level classmates in age. In 

effect the maturation of students is magnified as children who are ten years old are in classes 

with students who are seven years old. A teacher must deal with emotional and social differences 

that arise out of such vast age differences. LEP students also frequently endure isolation and 

discrimination within a school community. They are often singled out for instruction or 

assistance, and this isolation will frequently translate into social isolation. While discrimination 

of LEP students may come from the non-LEP students. Discrimination also occurs within the 

LEP community. Currently, since most bilingual students’ families emigrate from Mexico, the 

minority students who may emigrate from El Salvador, Nicaragua or another Spanish speaking 

country may be excluded from the LEP student community. As students encounter these specific 

problems, along with the daily issues all children must face, it is increasingly important that 

parents and families are in touch with the teachers and the schools. If this communication is 
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available, and in some cases it may not even be possible, it brings up another set of needs and 

limitations for LEP students and their families.  

 

The Importance of Community Support 

In some educational circles it has been suggested that Hispanic parents do not care about 

their children’s education (Brilliant 2001). This lack of caring is assumed from Hispanic parents 

lack of involvement in school functions. A study was completed of Hispanic parents and the 

results show that parents do not participate in school events because they “lack familiarity with 

schools and resources and schools’ lack culturally appropriate research methodology and cross-

cultural sensitivity” (Brilliant, 2001, p. 1). It has been repeatedly shown that Hispanic or virtually 

any recent immigrant parent is overwhelmed and unfamiliar with the U.S. education system. 

When the parents cannot effectively communicate with any staff members this stress level is 

maximized. If a child is sick and needs to go home, the nurse cannot communicate to the parent 

about the illness without a translator. If the parent needs to pick the child up early from school or 

call for one reason or another, a translator must be tracked down, likely from working in a 

classroom, to speak to the parent. While classroom forms may be in the native language, school 

newsletters or other information would likely be in English. As previously stated, immigrant 

parents often have lower English literacy and speaking skills than their own children, and this 

impacts the academic progress of those students. For how many years are the children expected 

to translate information for their parents? How isolated does this inability to communicate with 

the school make parents feel? As the studies show, Hispanic parents’ low levels of participation 

in school environments do not equate with not caring. If anything, Hispanic parents understand 

that education is a social and economic equalizer for their children (Brilliant 2001).  
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“An essential component of student success has been attributed to parental involvement 

in children’s school-related activities… and parents are frequently cited as a child’s first and 

most consistent teacher” (Brilliant, 2001, p. 2). A value in NCLB is that the act actually 

advocates for family literacy and parent outreach, yet the funding assistance for such programs 

ranges from inconsistent to non-existent (Forrest, 2004). As a result, schools must shift money 

from other programs to fund the very policies that NCLB encourages but does not provide the 

resources to implement. García (2004) writes, “It is crucial for students to believe that their home 

and community languages and cultures are acknowledged and valued… It is of equal importance 

that system-created contradictions between institutional literacy (school-based) and family-based 

literacy be blurred or eliminated” (p. 35).  

 Parent literacy is one of the most crucial issues that must be addressed within LEP 

communities. Many Spanish-speaking parents and other immigrants may be eligible for night or 

evening language classes, but are often unable to attend for a number of reasons. These barriers 

include both logistical barriers (time, money, safety, child care, and the scattered locations of 

programs) and attitudinal barriers include (uncertainty about roles, anxiety about how they are 

being perceived, disagreements regarding educational policies, dissatisfaction with their own 

home involvement, and communication problems) (Salinas Sosa 1997). The key to family 

literacy and involvement is recognizing these needs and working to resolve them.  

 Family and community literacy programs can be successful. Salinas Sosa (1997) 

recommends that classes should be held on Friday evenings or in conjunction with other school 

programs. Providing childcare and transportation also increases attendance, and understanding 

the diversity of the parents and families also strongly impacts the success or failure of a program. 

In Virginia, a school was in desperate need of increasing family literacy as the students’ test 
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scores rapidly declined. In order to reach the most immigrant parents, the school rented an 

apartment in the apartment complex where almost half of the LEP students lived. Parents and 

children received separate lessons and then they all participated in shared activities to combine 

the different levels of learning. While this program encountered problems related to staffing, 

retention, and most of all receiving funding from grants, the positive results are astounding and 

display the social value of family literacy (Allen & Franklin, 2002, p. 6).  

Parent Advisory Councils (PAC’s) are recommended under NCLB and are recognized as 

effective practices. Under the Education Consolidation and Improvement Act, it is required that 

“appropriate consultation with parent advisory councils in the planning of migrant education 

curriculum” occurs (Papamihiel, 2004, p. 21). PAC’s are composed of a diverse group of 

parents, but there are no requirements that a migrant parent must participate on the council. In 

effect, many migrant parents may not even be aware of the opportunity and the potential impact 

on curriculum for their children. Similarly, there are no required ratios of diversity on school 

boards either. Even if a school district is over 50 percent LEP students, the school board could 

consist entirely of native English speakers or Anglo parents. Robinson (2002) explores this issue 

and writes, “Any political system controlled by a majority of its people may endanger the 

interests of the minorities” (p. 52). The literature on Latino representation in the decision-making 

process is sparse at best, yet if the federal system’s relation to minority representation is 

examined, it is apparent that minority representation does make a difference in many cases. 

Budgeting is the issue most important in LEP communities. Considering NCLB may restrict 

funding, providing consistent resources to LEP students is imperative. Texas can be used as an 

example of representation as “each school board can tailor its bilingual program (and budget) to 

its own preferences” (Robinson, 2002, p. 58). Robinson’s study (2002) shows that an increase in 

2007 HICE Proceedings 
Page 981



19 
 

Hispanic enrollment does not result in higher bilingual allocations for teachers, yet his study 

concludes that the relationship between representation on the board and allocation is subtle. 

Nevertheless, if a school board is designed to represent the needs of the students, it should be 

encouraged that LEP communities are represented accordingly, either through their own elected 

representatives, or through Anglo-elected officials who represent and monitor the needs of the 

Latino community.  

Parent liaisons that “support staff by serving as a link to the home and acting as a ‘two-

way cultural conduit between teachers and families’” are also used effectively in some schools 

(Brilliant, 2001, p. 3). These liaisons work with new LEP families to guide them into the school 

environment. This opens up a variety of resources and means of communication that may 

otherwise remain untapped. Brilliant’s study (2001) showed a significant difference between 

parents who were involved in the liaison program and those who were not involved. She reflects, 

“The atmosphere of empowerment and mutual respect exhibited in the workshops gave rise to 

learning ‘how to reach parents, develop new strategies, evaluation methods, (and) resources that 

we have and how to use them’” (p. 11). Parents who received training showed higher 

participation rates, attended more PTA (Parent Teacher Association) meetings, understood 

resources available at the library, and showed more participation in their children’s schoolwork 

and academic needs.  

 

Conclusions 

 The United States preaches a philosophy of opportunity, the American Dream, and 

diversity. Yet, the current educational structure does not offer equivalent or even equitable 
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educations to all students, and in some cases, our system sets some children up for failure both 

academically and emotionally.  

In many parts of the world speaking two or more languages is a 
part of life, and current estimates suggest that there are more 
bilinguals than monolinguals worldwide. A language conscious 
nation should see bilingualism as an asset, and ideally our schools 
would be resourced to respond to their multilingual populations 
and be able to educate all children to become proficient and 
confident in two languages. Opportunities for bilingual education 
would help reverse the current situation, where vast amounts of our 
potential linguistic resources remain neglected and untapped in our 
schools (Allen 2002, p. 38).  
 

 The United States government and those who design policy need to recognize that we 

live in a multilingual society. If we strip immigrant children of their native culture and language, 

we are limiting their rights and abilities to freely function in society. If schools strive to teach 

acceptance and diversity, the policies in our schools need to value the unique assets and skills of 

all children. By devaluing their native culture and practical educational experiences, students are 

not seen as intellectual beings, but instead as problems that need remediation. Despite the fact 

that the current government does not recognize multicultural education as a possibility, we must 

look to how current policies will negatively impact the increasing population of LEP students, 

and the long run costs to society.  

 “The rapidly growing number of CLD [Culturally and Linguistically Diverse] students 

requires schools and educators to find new ways to improve education for these students. Failure 

to do so will have far-reaching, detrimental effects on out society and our economy—students 

without a solid educational base will not be equipped to find employment in an increasingly 

technological work place” (Brilliant, 2001, p. 11). While English acquisition is necessary to 

successfully function in the U.S., our schools should promote English fluency while maintaining 

native language skills. In effect, a stronger workforce and population will result in the long run.  
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In order to treat bilingual students as assets to our educational institutions and society one 

can look at two-way or dual-language immersion programs as a potential solution. Allen and 

Franklin (2002) write that in Arlington, VA an elementary school takes a whole-school approach 

to bilingual education. All classrooms are composed of 50 percent each native English and 

Spanish speakers. Half of the academic subjects are taught in English and the other half in 

Spanish. The school principal states, “The two-way program gives the native Spanish-speakers a 

‘time to shine’ in the classroom… There’s no ‘earning’ a way into the mainstream classrooms[s] 

because [here] everyone is ‘in,’ and every single child in this school is learning a language (p. 

10). While this approach is progressive in the U.S., as it changes the preconception of LEP 

students from needing remedial help to acting as experts in the classroom, it would require a 

significant reform and acceptance in the pedagogical approaches to teaching. Nevertheless, the 

two-way immersion approach should be incorporated into schools or districts with high levels of 

LEP students on a trial basis. As a result, all students would be at a great advantage as bilingual 

citizens, rather than disadvantaged because of the system’s structures and constraints.  

In regards to education policy for LEP students, the main problems with NCLB are the 

emphasis on high stakes testing for all students and not providing the appropriate funds to 

implement and sustain the very values it recommends. Legislators can design a policy, but by 

ignoring current and effective practices, such as bilingual education, the government is placing 

those students already at psychological and emotional risk along a path in which it is virtually 

impossible to succeed. While basic standards for LEP students should be decided and resources 

should be made available at the federal level, states and even individual districts should be able 

to have increased opportunities to decide which policies would be the most effective for them. If 

these issues are not addressed in a timely manner, the future of a huge percentage of our youth 
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population is put at risk. Actions must be taken now to encourage family literacy, cultural 

diversity and understanding, and the realization that no matter what the policies the government 

tries to enforce, the United States is no longer a monolingual society.  
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Introduction 

“It is harder to be hostile toward someone who hears you out and acknowledges 

what you say and how you feel. It is easier to listen to someone who has listened to you. 

And respect breeds respect” (Ury, 1993 p. 73). 

 It is unfortunate but true that negotiations are typically undertaken when two 

parties are already in conflict. When differences seem vast and breakthroughs impossible, 

the deceptively simple ability of both parties to listen, to solicit and reciprocate respect 

becomes critical. Such was the case in the relationship and subsequent conflict that arose 

between Disney and Pixar, two leaders in the world of animated films.  

History of the Conflict   

The Walt Disney Company 

  In order to understand the conflict existing between Disney and Pixar studios, it 

is important to understand the organizational development and culture of each. Nearly 

forty-five years before the establishment of Pixar Studios, Disney Brothers Productions 

(to become The Walt Disney Company), founded by creative genius and innovator Walt 

Disney, began its ascent to the position of dominant producer of entertainment for youths 

and the young at heart. The company’s film and cartoon output was characterized by 

morality-based character development, strong story lines and creative and vibrant 

animation. Cartoon characters Mickey Mouse and Donald Duck, and films such as “Snow 

White,” “Cinderella,” and “Bambi,” became abiding parts of the American cultural 

landscape.  “Art for art’s sake” was a company tenet, and profit flowed in as a seemingly 

natural bi-product of the philosophy. The CEO who would lead Disney from 1986 to 

2004, Michael Eisner, said he was “awed...by Walt’s immense creativity and originality, 
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both as an artist and businessman, over a remarkable forty-year period” (Stewart, 2005, p. 

24). 

 During his tenure at Disney, Walt Disney created a culture that was the antithesis 

of the typical Hollywood studio.  Eschewing the glitz, politics and money-first orientation 

of Hollywood, Disney nonetheless became highly profitable due to its emphasis was on 

craftsmanship, message and the creativity of its animators.  Founder Walt Disney was a 

strong and controlling leader, yet he valued talent above all, and gave free reign to his 

creative staff to innovate and produce the best they were capable of (Compaine & 

Gomery, 2000).   

 Walt Disney died in 1966, succeeded as CEO first by E. Cardon Walker and then 

by Disney’s son-in-law Ron Miller.  Walt’s nephew, Roy, worked at Disney Feature 

Animation on feature films, and had a close relationship with the Disney animators. He 

sat on the Board of Directors, and was at the time company’s largest individual 

shareholder. Frustrated by stagnating creative leadership and management at Disney after 

Walt’s death, Roy resigned his position in film production.  The letter he wrote to the 

Board to announce his resignation in many ways foreshadowed the problems The Walt 

Disney Company would face 25 years later under the leadership of Michael Eisner. In the 

letter Roy stated the following: 

 “I do not believe [Disney] is a place where I, and perhaps others, can realize our 

creative capacities. Motion pictures and the fund of new ideas they are capable of 

generating have always been the fountainhead of the Company; but present 

management continues to make and remake the same kind of motion pictures, 

with less and less critical and box office success...the Company is no longer 
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sensitive to its creative heritage.  Rather, it has substituted short-range benefits for 

long-range creative planning” (Stewart, 2005, p. 44). 

 By 1984 The Walt Disney Company’s stock had fallen from a high of $123 in 

1973 to $50 per share (Stewart, 2005). A hostile takeover was a distinct possibility. 

Michael Eisner, President of Paramount Pictures, was hired to head The Walt Disney 

Company as its CEO and Chairman of the Board of Directors, replacing Ron Miller: 

symbolically, a representation of the “new guard” replacing the old.  

 Eisner, bringing in Jeffrey Katzenberg as his “creative arm” of the Walt Disney 

Studios division, led Disney through 10 unparalleled years of both critical and box office 

successes. Productions from those years include “Beauty and the Beast,” “The Lion 

King” and “The Little Mermaid.” Expansion into merchandising through the popular 

Disney Stores added to high revenues for the company (2006, LA Times). Michael 

Eisner, like Walt Disney, was a strong and charismatic leader of the company, and came 

to be similarly associated with the company’s public image. Unlike Walt Disney, Eisner’s 

leadership style was highly autocratic.  He was a micro-manager, retaining ultimate 

decision-making power over all business and creative aspects of the Disney output. As a 

result, after the successes of “Beauty and the Beast” and “The Lion King,” Disney 

releases slid into creative mediocrity and limited box office success (Stewart, 2005). 

  In 1992 the poorly attended opening of the over-budget Euro Disney theme park 

continued the downward slide of the company. Disney posted its first loss since 1984 

(Stewart, 2005).   In a move that weakened the creative component of Disney Studios, 

Studio Chief Jeffrey Katzenberg clashed with Eisner over his power to make decisions 

for his division, and left the company.   
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Pixar Animation Studios 

 Pixar Animation Studios was purchased from Lucasfilm in 1986 by Steve Jobs, 

Apple Computer CEO.  Its creative director is Steve Lasseter, a former animator at 

Disney Feature Animation. Jobs, like Walt Disney, is a charismatic, energetic innovator, 

and has given Pixar animators autonomy to create the films they want to create. (1995, 

Lasseter interview).  Pixar, new to Hollywood when compared with The Walt Disney 

Company, has gained rapid critical acclaim for its “creative and technical artistry” 

(Merony, 1999, p. 77).   Its ascent to the top of the animation world began with the 

partnership it formed with Disney in 1991, when the two companies entered into their 

first collaborative effort. The agreement, for Pixar to develop five films for Disney over 

ten years, began with the creation of the computer-animated film, “Toy Story.” Disney 

would pay 50% of production costs and retain distribution rights, rights to the films and 

characters and revenue on both profits and distribution. After successful collaboration on 

the five agreed-upon films—“Toy Story,” “A Bug’s Life,” “Toy Story 2,” “Monsters, 

Inc.,” and “Finding Nemo”—all phenomenal box office and critical successes (LA 

Times, 2006)—negotiations on terms of the partnership failed,  due largely to the 

acrimonious relationship between Jobs and Eisner. In 2004 Pixar announced the end of its 

collaboration with Disney. 

 At Disney, dissatisfaction with Eisner’s non-inclusive leadership style, creative 

and business decisions, dictatorial handling of the Board of Directors and the stagnant 

company profits led Disney’s Board of Directors to fire him as CEO, putting Disney 

President Bob Iger in his place.  Iger, a far more inclusive and forward-thinking leader 

“was asking the right question—not ‘what would Walt do?’ but ‘who would Walt be?’ in 
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the current entertainment world (2006, Gabler).  The opposite of the fiery Eisner, he has 

been described and having a “great temperament and people skills” (2005, Christianson).  

Far better able to negotiate with Steve Jobs, the two were able to reach an agreement in 

January of 2006 on the sale of Pixar to Disney for $7.4 billion. Disney’s Iger now serves 

as CEO, Jobs becomes Chairman of the Board and John Lasseter is Chief Creative 

Officer of the combined companies. 

Analysis of the Conflict: 

 The components of the Disney-Pixar conflict involve past leadership clashes, 

unbalanced negotiated agreements and potentially problematic issues brought on by the 

disparate sizes and cultural styles of the companies. The past sources of conflict have 

been largely overcome as a result of personnel changes and, as a result of Disney’s 

buyout of Pixar, the merging of the interests of both companies.  However, the success of 

negotiating potential areas of conflict remains to be seen, and may be a source of tension 

during the transitional merger period. 

Past Sources of Conflict: 

 Although there is never a single cause of conflict in any conflict situation, the 

abrasive and domineering leadership style of Disney CEO Michael Eisner played a major 

role in the original breakdown of negotiations between and Disney and Pixar (Stewart, 

2005). Eisner held an unrealistic sense of “ownership” of Disney, going so far as to insist 

that, like founder Walt Disney, he become the “voice and the face of the company” by 

hosting “The Wonderful World of Disney” (Stewart, 2005). His perception of himself as 

the “heir” to Disney personalized all aspects of his communication with Pixar’s Steve 

Jobs, and created a difficult climate in which to negotiate a new deal. Spangle and 
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Isenhart note the challenge of negotiations between “parties who are unwilling, unable or 

conniving”  (2003, P. 401).   Jobs came from the position that Pixar had both “the quality 

and technology to stand on its own” ( Zito  &  Evangelista, 2004) and that Pixar was a 

huge profit-maker for Disney. Eisner, personalizing his role as Disney’s CEO and 

standard-bearer, sought to preserve Disney’s—and his own-- supremacy at all costs and 

saw the negotiations as a threat to his control and abilities. What might have been an 

objective negotiation based on the advantages to each company became a war of 

personalities between two forceful and powerful personalities.  “Even if a negotiator 

could make a concession, he or she would not make it due to a strong dislike for the other 

party” (Lewicki et al., 2001).  Such was the dynamic that evolved between Eisner and 

Jobs, resolved only by Eisner’s removal as CEO in 2004. 

 A very tangible source of conflict also arose from the original negotiated 

agreement which had been made when Pixar was a fledgling, relatively unproven 

animation studio.  In the original agreement, Pixar agreed to cede to Disney distribution 

rights, rights to the films and characters and revenue on both profits and distribution of 

the films they created.  Disney would assume full costs of marketing, distribution and 

50% of production costs.  Though the agreement was beneficial to Pixar in 1994 when 

the partnership agreement was signed, it looked far less reciprocally advantageous in 

2005 after the five blockbusters Pixar had produced for Disney.  In response to continued 

interference in the creative process by Disney’s Eisner, Pixar sought complete artistic 

control of its films.  Further, it proposed paying a 10—15% distribution percentage only, 

rather than a percentage calculated on a film’s revenue (Zito  &  Evangelista, 2004). This 

represented Pixar’s BATNA, and when it was categorically rejected by Eisner, Jobs was 

2007 HICE Proceedings 
Page 994



Disney/Pixar 

 

8

committed to walking away from the negotiation.  Only the installation of Iger as CEO 

broke the stalemate.  

Potential Sources of Conflict 

 Because the buyout of Pixar by Disney has occurred within the past six months 

many sources of potential conflict remain, particularly in the areas of leadership and 

culture and style. Which of these may produce future conflict remains to be seen. 

The disparate size of the companies (Disney with 133,000 employees and Pixar with 850) 

as it relates to management seems bound to be a challenging issue for the companies.  To 

be determined within this category will be company leadership roles. At present, Disney 

CEO Bob Iger heads Disney Pixar.  However, there are those who doubt whether his 

communication skills “will translate to creative leadership...[he is seen] more as a 

technocrat than a visionary” (Christensen, 2005). Jobs, on the other hand, is actually “in 

the driver’s seat” according to some business analysts... “He didn’t need to do this 

(merger)” (Lee, 2006). He will be Board Chairman, owning 50% of the Disney Pixar 

shares, giving him the power to determine leadership in the company. This may lead to a 

leadership struggle within the newly formed company as the company’s begin to work on 

future creative projects.  

 Further, Disney “represents a conservative culture steeped in a traditional 

(hierarchical) management and cultural style” (Stewart, 2005). Pixar, in contrast, 

demonstrates a flat management style, defined by Daniel Dana as a style in which 

employees “work in self directed teams...have high decision-making authority...[and] are 

very interdependent” (2001).   
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In the Hollywood model [Disney’s], the energy and investment revolves around 

the big idea—the script—and the fine print of the deal. Highly talented people 

agree to terms, do their jobs, and move on the next project.  The model allows for 

maximum flexibility but inspires minimum loyalty... Turn that model on its head 

and you get the Pixar version:  a tight-knit company of long-term collaborators 

who stick together, learn from one another and strive to improve with every 

production” (Taylor and LaBarre, 2006). 

 

 This difference in culture will play an important role in how successfully the two 

companies are able to integrate. A failure to come to an understanding of how the Disney 

Pixar company cultures will function together would undoubtedly result in a critical 

future conflict. 

The Conflict Cycle 

 After looking at the analysis of the conflict between Disney Pixar, leading to the 

eventual buyout of Pixar, the cycle seems to follow the retaliatory cycle outlined in 

Figure 7-1, Dana (2001). The “trigger” of the conflict, leading to the breakdown of 

negotiations to continue their profitable partnership, was Michael Eisner’s refusal to base 

negotiations on the changed realities of the companies’ association.  In the ten years since 

the signing of the original partnership agreement Pixar had become an essential player in 

the creation of new and successful films distributed by Disney; these films in turn drove 

the success of Disney’s merchandising and theme park attractions. Pixar’s financial worth 

to Disney had grown exponentially from 1991 through 2001.  Eisner, rather than 

objectively assessing the worth of the Pixar’s value and demands, perceived the demands 
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for greater autonomy and financial control as a threat to his own power and control over 

the organization. Eisner personalized the conflict, becoming highly emotional about 

Disney’s right to predominate and control production of its “iconic” creative product and 

public image.  This stance created antagonism and anger between Eisner and Jobs. Jobs 

“acted out” by walking away from any deal and declaring the partnership with Disney 

dead (Zitto & Evangelista, 2004). This cycle repeated itself as news stories reported the 

rumored revival and then demise of talks between the principals. The resolution of the 

conflict came only when Eisner was replaced by Bob Iger, who was able to negotiate a 

transformational settlement to the conflict.  

 

Figure 7-1. The Retaliatory Cycle. Dana, p. 120 

 

Theory as Applied to the Disney Pixar Conflict  
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 “Without planning based on reliable theory, negotiation can become an exercise 

akin to Wiley Coyote attempting to trap that elusive roadrunner. Understanding 

why we make the choices we do and why others respond they way they do 

increases the potential for greater understanding and more positive outcomes” 

(Spangle and Isenhart, 2003, p. 38). 

 Transformation Theory, “….the process in which protracted struggles are 

transformed through conflict management or negotiation into fundamental and enduring 

changes” (Spangle and Isenhart, 2003, p. 47), can help explain both the origins of the 

conflict between Disney and Pixar and its transformation into a joined entity with the 

potential to lead the entertainment industry in new and exciting directions.   

    At the beginning of the struggle to renew their partnership agreement Disney 

Pixar lacked three components necessary to transforming their conflict in a way that 

could lead to a win for both sides (Spangle and Isenhart, 2003). To begin with, neither 

recognized the other’s claims related to profit sharing or creative autonomy (Spangle & 

Isenhardt, 2003). As noted above, from Pixar’s view the phenomenal success of its film 

productions gave it the right to far greater profits. More importantly, Pixar believed that it 

had earned the right to complete autonomy to continue to make its creative and acclaimed 

animated films, a success which the Disney Feature Animation division had been unable 

to duplicate. Disney, on the other hand, felt that without their marketing and distribution 

network and resources, Pixar would never have reached the level of success they had.    

 Secondly, neither saw their goals as compatible.  Disney’s perceived goal for the 

20 years of Michael Eisner’s stewardship had been profit.  As he stressed in a 

“manifesto” circulated to Disney executives, “We have no obligation to make art.  We 
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have no obligation to make history. But to make money, it is often important to make 

history, to make art...in order to make money, we must always make entertaining movies. 

(Stewart, 2005, p. 32).  Pixar, on the other hand, pursued a mission as much as a goal: to 

stay innovative and cutting edge while producing the most entertaining and high quality 

films possible.  Profit was seen as desirable but secondary outcome of the pursuit of 

excellence. 

 Finally, both appeared to see the emphasis in negotiations as company vs. 

company rather than in a larger, mutually beneficial context. The emphasis in 

negotiations between Pixar’s Jobs and Disney’s Eisner appeared to be based on 

domination (Disney) or preservation (Pixar) of respective interests.  As noted in the 

conflict analysis section, during the difficult re-negotiation of their partnership 

agreement, each company stayed focused on the benefits they had brought to the other 

company rather than on their mutual accomplishments. 

 It is these obstacles that a transformation theory of negotiation addresses and 

which appear to have been transformed in the Disney Pixar conflict.  The process 

occurring in the Disney Pixar negotiation appears to follow the four stages through which 

transformation occurs as outlined by Kriesberg (Spangle & Isenhart, 2003).   

 “The first stage is exploratory...the parties discover that the cost of protracted 

struggle is too high and so they make overtures that promote accommodation...” (Spangle 

& Isenhart, 2003, p.48). In the case of Disney, stagnant revenues and pressure from 

investors for better performance pushed the desire to come to an agreement with Pixar to 

the forefront of their agenda.  Michael Eisner, the main stumbling block, was removed, 

and a man with “people skills,” Bob Iger was put in his place to negotiation, definitely an 
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overture to Steve Jobs of Pixar to re-open talks. Pixar, by the same token, in looking at its 

options came to the conclusion that continued negotiation was desirable. Jobs stated that 

“After a lot of soul-searching, w came to the conclusion that this looked to be the most 

exciting path for Pixar’s future” (Lee, 2006). Jobs re-opened talks with Iger. 

 Kresiberg’s second stage of transformation theory “involves public gestures or 

actions demonstrating commitment to a cooperative solution” (Spangle & Isenhart, 2003, 

p. 48). Once talks were reopened, media interviews began to appear highlighting the 

changes in Disney leadership. “A New Day at Disney” appeared in the Los Angeles 

Times featuring Bob Iger, presented as the antithesis of Eisner (Christiansen, 2005); 

“Disney in Serious Talks to Buy Pixar,” in USA Today (2006) comments on current 

deals in existence between Disney and Job’s Apple Computer. 

 In the third state of the transformation process as outlined by Kresiberg parties 

reach specific agreements. At this point in negotiations Iger and Jobs were able to reach 

concrete agreements on major issues involved in the conflict, among them creative 

autonomy, profit and rights division, and issues of company culture, such as the 

continuation at Pixar of no employment contracts, fostering open-ended employment. 

 The fourth and final stage of the process that Kreisberg describes, 

“implementation and monitoring of the process” (Spangle & Isenhart, 2003, p. 48) is 

currently in process at Disney Pixar.  One implementation/monitoring mechanism related 

to company culture that has been instituted and publicized is the establishment of a 

“steering committee whose job is to oversee feature animation at both studios and to help 

maintain the Pixar “culture” among other duties” (Reuters, 2006). 
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 One aspect of the Pixar Disney not wholly accounted for the transformation 

theory of negotiation is the presence of a major roadblock to negotiations such as Michael 

Eisner presented in the negotiations between the two companies.  Because the Disney 

Board and investors had both the power and will to oust Eisner, negotiations were 

reopened successfully between Pixar and Disney, and agreements that led to a mutually 

beneficial agreement on Disney’s buyout were reached.  The transformation theory 

appears to apply only in the case that there are no immoveable obstacles to negotiation. 

Conflict Transformation 

 The transformation theory, as outlined above, seems a good place to work from in 

approaching the Disney Pixar conflict. In addition, there are aspects to negotiation that 

seem essential to any style or philosophy chosen. “Everything we know about leading 

other people stresses the importance of finding ways to include others in decision 

making, insetting performance goals, and in making the changes that impact their 

organizational lives” (Acuff, 2003, p. 49).  Moving beyond the prime movers and 

decision-makers of the deal and speaking to employees equally affected by buyouts and 

mergers would seem to play a pivotal role in the future performance of the merged 

companies. 

 Another approach to the conflict that could have a holistic impact on the 

negotiations would be the highlighting of the foundational spirit shared by Disney and 

Pixar.  Walt Disney was, after all, the original maverick; the “un-Hollywood-ized” 

innovator of cutting-edge animation. The shared ‘philosophical’ origins of Disney and 

Pixar might provide a sense of unity with which to move forward.   
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 Ultimately Walt Disney himself might have been the right man to unify Disney 

Pixar. Some fifty years ago he said: “We have created characters and animated them in 

the dimension of depth, revealing through them to our perturbed world that the things we 

have in common far outnumber and outweigh those that divide us.”  And he said 

something else that would appeal to Disney and Pixar animators especially: “I only hope 

that we don't lose sight of one thing - that it was all started by a mouse.” 
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Class Activity 

 The activity was conducted as part of our group presentation in class on May 6, 

2006. The attendees were presented with profiles of two hypothetical companies, Mega 

Co. and Mini Co. and told that they would be asked to negotiate on behalf of their 

companies. CEO’s for Mega Co. and for Mini Co. were assigned and packets distributed 

with company and roles profiles. Once the groups were established, Dr. Mitchell was 

asked to read a ‘newsflash’ stating that Mega and just bought out Mini and that the deal 

was final. With this new information to digest, the groups then planned together their 

strategies which involved the subsequent negotiations by the CEO, CFO, Head of HR and 

Head of Culture and Style of the respective companies.  Four attendees were assigned 

duties as observers and were provided with negotiation tools and observer checklists in 

order to document each of the four negotiations that followed. 

 The activity design and set up utilized several of the components of McKinsey’s 7 

S Framework Model. The 7-S Framework is a management model that describes seven 

interdependent features of a company.  Working in conjunction with one another they 

determine how a successful company should operate. The model itself consists of ‘seven 

S’s’ (Strategy, Structure, Shared Values, Systems, Staff, Style and Skills). For the 

purposes of the Disney/Pixar conflict, Strategy, Structure, Staff and combined Shared 

Values and Style were selected. Using each component, roles were then created for each 

(CEO, CFO, Head of HR and Head of Culture and Style respectively).  

 The debrief session and feedback from observers and participants was revealing 

on many levels.  The participants took their roles very seriously, and many of the 

outcomes from the negotiations conducted in class mirrored many events that have 

occurred before and since the Disney buyout of Pixar took place. Regardless of its 
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diminutive size in comparison to Disney, Pixar clearly utilized its market position and 

industry expertise to leverage itself successfully to maintain key roles and cultural 

autonomy whilst securing new opportunities for Pixar within the greater Disney structure 

for the future.  Finally, the analysis of the Disney/Pixar conflict proved to be a topic of 

interest because animated feature films continue to entertain and inspire us all. 
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Abstract 
 
 
 
 

Work-based Learning and Personal Development Planning:  
 integration or separation within the UK Foundation Degree curriculum? 

 
The University of Bedfordshire has extensive experience of developing degree 

qualifications that aim to meet the needs of employment and the local economy.  In the last 
four years, the University has seen a significant period of expansion and development in its 
offer of the new two year Foundation Degrees, almost all run in partnership with a small 
network of Further Education Colleges, other partner institutions and employers.   

Foundation Degrees are designed to be employer led and with work-based learning 
placed firmly at their core.  Hard practical experience of developing Foundation Degrees at 
Luton, as elsewhere,  has been that the engagement of employers in the design and delivery 
of these designated work-based programmes is the most challenging area, and also the one 
which is key to their successful development and delivery.  Imprecise articulation of needs, 
poor understanding of each other’s expectations and time-pressures are perceived as the 
main barriers to developing effective work-based programmes.  Accordingly, a process of re-
evaluation and re-development was started in 2005 to enhance the understanding and 
delivery of work-based learning within Foundation Degrees.   

This has been the start of a journey for the University.  Alongside our reassessment 
runs the development of a new raft of programmes for 2007 – 2009, programmes with which 
employers are gradually becoming fully engaged.  A parallel process of working with existing 
academic staff has also had to be undertaken. Many academic staff are having to engage for 
the first time with the concepts of learning through work – and to learn to work with negotiated 
learning agreements and outcomes and of exploring a diversity of reflective learning 
practices.  The boundaries of the lecture room and of higher education assessment have 
indeed moved.  There is perhaps nothing new here in global terms, but it is new for the 
University and its staff in terms of developing the new breed of employer led and truly work-
based programmes of the next few years.  

To further enhance student employability and in addition to the integration of work-
based learning into the curriculum, in 2005, the then University of Luton established a national 
Centre for Excellence in Teaching and Learning (the Bridges CETL), the focus of which is 
supporting students' personal, career and professional development through the 
undergraduate curriculum.  The inclusion of credit rated personal and professional 
development (PDP) modules within Foundation Degrees is relatively recent and in some 
areas PDP seems to exist in isolation without being linked directly to or recognised as 
contributing to the underpinning skills and competencies required for the effective undertaking 
of work-based learning.  In other areas, work-based learning is perhaps masquerading as 
PDP itself and has little connection to the reflective learning processes inherent in work-based 
learning at higher education level.   

Using case studies drawn from the University as a core, the proposed presentation 
will explore the ways in which the processes of re-examining the concepts of employer 
engagement and work-based learning within Foundation Degrees, how these have been 
approached at Luton, and how these have been coupled with an emerging understanding of 
how best to embed and link PDP and reflective processes within the work-based Foundation 
Degree curriculum.  
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Diversity in a Diverse World: Employing the Voice of Diverse Middle Grade Level 
Students to Inform Preservice and Inservice Teacher Education 

 
 

Objective of Presentation  

The purpose of the presentation is to share the results of a mixed method research study 

that explored the perspectives of adolescent students regarding diversity issues and to 

discuss how the voices of the students may serve to inform and improve preservice and 

inservice teacher education.  

Purpose of the Study 

The purpose of this ongoing research study is to provide insight into the perspectives of 

adolescents in regard to multicultural issues and to explore ways in which the views of 

young students may effectively enhance preservice and inservice teacher education.  As 

students and teachers encounter increasing diversity within the nation’s classrooms, more 

knowledge and understanding of the role of culture and the impact of diversity issues on 

teaching and learning is needed.  Teachers are challenged to become more 

knowledgeable of cultural issues in teaching and learning while also becoming better able 

to address the educational needs of students and families from diverse backgrounds.  

Furthermore, students must learn how culture is formed and how to understand and 

handle the many intercultural interactions they are certain to encounter (Cushner, 

McClelland, & Safford, 2006).  The researchers value the voice of students and seek to 
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use the information gathered in this study to enhance the education for public school 

students in addition to inform teacher education and professional development. 

 

This mixed method study utilizes the voices of urban sixth graders in order to provide 

insight into adolescent perspectives of multicultural issues.  Survey questions were 

analyzed for themes, and the interpretations were shared with the classroom teachers.  

The implications of the research will be used to help create culturally sensitive pedagogy 

for children and adults. 

Participants 

The participants of the study include one hundred fifty sixth graders from one inner-city 

elementary school in a large, southwestern city.  The students are primarily of a lower 

socioeconomic status. Of the 1200 students who attend the school, 94% are Latino and 

over 50% are English Language Learners (ELLs). 

Methodology 

Both quantitative and qualitative methods were employed to analyze, interpret, and 

describe the participants’ responses on a survey created by the researchers.  The survey 

included Likert-type as well as open-ended questions.  Survey questions were based upon 

a prior component of this study which included ninety suburban, middle school students.  

A multi-genre approach was used to collect classroom assignments including analytic 

writing, narrative vignette, and poetic and artistic transcription.  The data were analyzed 

for emerging themes which informed the researchers in forming the survey. The current 

study focused on the following research questions:  How comfortably do the student 

participants interact with others from different cultures?  What impact does the teacher 
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have in shaping cultural knowledge?  How does the teacher inhibit or promote the 

celebration of diverse cultures?  What do the students think all teachers should be teaching 

about diversity in the classroom?  Mean scores on the surveys were analyzed for emerging 

trends from the Likert-type questions.  The open-ended questions were interpreted for 

potential themes. 

Findings and Implications 

While the research study is ongoing, initial findings show that students still feel uneasy in 

addressing diversity issues among their peers.  In fact, they are still fearful of being the 

target of hurtful comments and actions.  The teacher continues to play an important role in 

establishing a welcoming, supportive atmosphere and in protecting students from 

misinformation and stereotypes perpetuated by educators who lack knowledge regarding 

the diversity of their students’ experiences and backgrounds (Nieto, 2004).  Students 

reported their understanding of different ways of learning.  In addition, students want 

teachers to know that difference does not mean “bad.”  This study supports the notion of 

expanding the role of the teacher to include that of cultural mediator.  Students indicated 

their desire for the teacher to help them understand more about themselves and others.  The 

participants willingly completed the survey, and their voices revealed a true need to discuss 

culture and the culture-learning process.  Implications for further study include replicating 

this study in other educational settings and connecting the results of the multiple studies to 

appropriate practice in teacher education. 

References 

Cushner, K., McClelland, A., & Safford, P. (2006). Human diversity in education:  An  

integrative approach (5th ed). New York:  McGraw-Hill. 

2007 HICE Proceedings 
Page 1013



Nieto, S. (2004). Affirming diversity:  The sociopolitical context of multicultural  

education (4th ed.). Boston:  Pearson Education Inc. 

2007 HICE Proceedings 
Page 1014



Beliefs About Language and Language Learning: Implications for Teachers of 
Linguistically Diverse Learners 

Hawaii International Conference on Education 

Proceedings 

1. Authors:        Dr. Melinda Cowart 
Associate Professor 
Department of Teacher Education 
College of Professional Education 
Texas Woman’s University 
P.O. Box 425769 
Denton, TX 76204-5769 
(H) 214.826.9159 
(O) 940.898.2154 
mcowart@mail.twu.edu 
 
Dr. Alexandra Leavell 
Associate Professor 
Department of Teacher Education and Administration 
College of Education 
University Of North Texas 
P.O. Box 310740 
Denton, TX 76203-0740 
Leavell@coe.unt.edu 
 

       Dr.Phap Dam 
Professor and Bilingual Program Coordinator 
Department of Teacher Education 
College of Professional Education 
Texas Woman’s University 
P.O. Box 425769 
Denton, TX 76204-5769 
pdam@mail.twu.edu 
 
Kay Hong Nam 
Instructor 
Department of Teacher Education and Administration 
University of North Texas 
P.O. Box 310740 
Denton, TX 76203-0740  

 
 
 
 
 

2007 HICE Proceedings 
Page 1015



Beliefs About Language and Language Learning: Implications for Teachers of 

Linguistically Diverse Learners 

Objective of Presentation  

The purpose of the  presentation is to share the results of a study that investigated the 

beliefs about language learning that were held by over 300 bilingual and ESL teacher 

education candidates participating in an alternative certification program in a large urban 

school district. Implications for appropriate practice and for reform in teacher education  

will be discussed.  

Presentation Abstract 

Teachers’ own experiences with and beliefs about learning have been shown to impact 

their instructional decisions in their classrooms (Calderhead, 1996; Nespor, 1987; 

Pajares, 1992). A large urban school district in the southwestern region of the United 

States has experienced ongoing critical shortages in the number of teachers qualified to 

provide effective education for linguistically diverse learners, a burgeoning segment of 

the school population. In response to this need, the district and a local university have 

collaborated to recruit and prepare college graduates from Puerto Rico, Venezuela, 

Columbia, and Mexico.  Several of the 350 program participants will enter the United 

States on specially-issued visas to train to become bilingual educators. Many speak 

English as their second language and have varying levels of proficiency in English.  The 

teacher version of the Beliefs about Language Learning Inventory (Horwitz, 1985) was 

administered in the first class of the program to determine beliefs about how language 
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should best be learned and taught. Demographic and language proficiency information 

was also collected.  After the responses have been analyzed, implications for teachers of 

linguistically diverse learners will be generated. The presenters will report the language 

learning and teaching beliefs of this unique group of future bilingual teachers.  

Recommendations for future practice and research will be discussed. 
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Domestic Tragedy, Domestic Relief: Katrina’s Impact on Schools 
 
 

When Hurricane Katrina slammed into New Orleans during the late summer of 

2005, the shockwaves of the devastating tragedy were felt intensely in multiple 

communities throughout the United States. In a brief instant, the citizens of one of the 

nation’s major cities were left homeless and helpless. As the residents of New Orleans 

and neighboring towns and cities were evacuated, it became evident that the havoc 

created by Hurricane Katrina would have a long-term impact on the education, health and 

social welfare systems within the devastation area as well as the cities that received 

evacuees.  

The objective of the presentation is to explore the roles and responsibilities of 

educators in appropriately addressing the unique needs of U.S. American residents who 

are displaced by national disaster. It is anticipated that session participants will acquire 

knowledge that will enable them to create a viable plan that will be useful in the event of 

future domestic catastrophes. 

The fleeing residents, originally called refugees until it was noted that they had 

not crossed an international border, became known as evacuees and required the type of 

assistance not usually associated with U.S. American society. The traumatic experiences 

of the evacuees, so dramatically depicted through numerous media outlets, ushered in a 

new era of domestic relief services and a paradigm shift for service providers and 

educators. The magnitude of tens of thousands of U.S. citizens experiencing conditions 

not unlike those endured by refugees seeking protection from the United Nations High 

Commissioner for Refugees, including the loss of home and family, the uprooting from 

what is familiar, deprivation, hunger and thirst, caused a demand for a new way of 
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addressing the chaos left by domestic tragedy. Service providers could no longer remain 

territorial. Information sharing and regular communication was imperative in order to 

save the lives of those who did not perish during the hurricane. 

Among the thousands of evacuees were thousands of children who were displaced 

by the hurricane and its aftermath. Cities such as Houston and Dallas each took in more 

than 25,000 evacuees and became responsible for their well-being. The school districts 

accepted the challenge of placing and educating the children of adult evacuees. In 

addition to providing teachers and classes, school districts had to address physical, 

emotional and psychological needs. Because some of the children had become separated 

from parents or lost their parents during the ordeal, teachers and administrators frequently 

became a source of support and normalcy that existed nowhere else at that time. 

 What should teachers and administrators know about students who are evacuees? 

What is the responsibility of the schools regarding evacuees? What are accurate sources 

of information about evacuees, their needs and requirements within school? What can be 

learned from the body of information regarding refugees that may apply to the distress of 

evacuees? What may educators learn from the trauma of the previous domestic tragedies 

that will facilitate the creation of a plan to follow if another disaster occurs?  These and 

other questions will be addressed during the presentation. Tips for teachers and 

administrators will be provided. A discussion in which audience participation will be 

encouraged will follow. 
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Student Teaching in a Professional Development School: Is One 

Semester Enough? 

The reform movement for teacher education has produced ongoing changes for 

almost two decades. Among the most visible changes has been the manner in which the 

student teaching or field experience for preservice teachers has been handled. Since the 

early 1990’s many colleges of education have experimented with different collaborative 

models known as university school partnerships and professional development schools 

(PDSs).  

One of the many benefits of maintaining a viable collaborative partnership for 

more than fourteen years is the possibility for changes in structures and roles that benefit 

either the P-12 students or the preservice, inservice, or university educators.  Teitel 

(1998) has suggested that most PDS’s attend to the major goals of improving teaching 

and learning for P-12 students, preservice teachers, and inservice educators at the school 

and university levels. Inherent to any successful university/school partnership is the 

identification of mutual goals shared by the school and university. After the goals are 

selected, the difficult task of accomplishing these goals begins. For successful reform to 

occur, multiple sources of feedback regarding what works and what doesn’t work are 

necessary. An advantage of sustaining a long-term PDS is the availability of sources of 

information and ideas from former and current preservice and inservice participants as 
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well as university faculty and administrators. Reflection, critical analysis of successes 

and lingering problems, and response is required in order to continue improving and 

refining the project. 

The information that will be provided is unique because it is about a truly 

collaborative PDS that has experienced a great deal of success for K-6th grade students 

and their teachers for the past fourteen years. More than 550 new teachers have been 

prepared at this PDS site. For the first seven years of the PDS collaborative, the field 

experience/student teaching semester lasted for one very intense semester, including all 

day student teaching coupled with methods and multicultural classes that were taught 

onsite. To limit the amount of time that student teachers were taken out of their 

classrooms and to enhance their understanding of ethnic, linguistic and academic 

diversity, course information was offered during a three-week long Professional 

Development Institute prior to student teaching. Follow-up seminars that were held after 

school facilitated further training, discussion, and reflection and provided a time for the 

submission of assignments. The semester was intense and challenging, requiring that 

each student teacher perform well every day. The last seven years of the PDS maintained 

some of the same assignments and requirements, but they were spread out over an entire 

school year. Unsolicited feedback from former participants who were serving as mentor 

teachers to new student teachers was shared with the site coordinator and other inservice 

teachers at the PDS. It was decided that reflections from additional participants were 

needed in order to determine whether a yearlong or one semester program was more 

effective in preparing new teachers for the field.  Former mentor teachers, administrators, 

university faculty and student teachers were queried regarding the benefits and 
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shortcomings of both models. A summary of the responses and suggestions for future 

practice will be provided during the presentation. Many of the responses were surprising 

and are worth considering during a time of rationed resources. 
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Crane/Bush 2007 

Title: Assessing and Developing Ethical Thinking in Counselor Education 
 
 
 
Abstract: The Defining Issues Test (DIT) was developed by Rest as a 
measure of the level of ethical thinking used by individuals; it was based it 
on Kohlberg’s six stages.  As a paper and pencil instrument it avoided the 
more cumbersome methods usually used by Kohlberg and his associates.  
Over the past 15 years Bush and his associates have developed derivatives of 
the DIT to investigate ethical reasoning about computer use and about 
business dilemmas, the Ethical Dilemmas in Computing Test (EDICT) and 
the Ethical Decisions Risk Audit (EDRA), respectively.  This paper will 
describe a derivative of the DIT called the Ethical Dilemmas in Counseling 
Test (EDICT-2) which uses a similar scoring system to assess the dominant 
stage used by counselors in training.  Two forms of the DIT were used in a 
Solomon Four Group pre and post-test design to examine the effectiveness 
of a brief intervention based on role-taking and group discussion of 
counselor education dilemmas 
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Introduction 
 
Allowed to converge in meaningful ways, art, technology, teacher education and social 
constructivism have the potential to open conversation and engagement, and to help 
make the “intangible tangible.”  By way of explaining that concept, Eisner (1998) reminds 
us there is nothing as illusive as thought, suggesting the process of making an idea 
visible, and therefore more tangible, allows for the possibility of authentic collaboration, 
interaction, and meaning making through reflection and interpretation.   
 
International experience in teacher professional development in rural Western China, as 
well as ongoing work with pre-service teachers at the University of Calgary, Canada, 
suggests that when professional practice is captured using digital documentation and 
other forms of visual expression, there is a greater opportunity for critical reflection and 
discussion.  Two case studies will be discussed later in this paper.   
 
In both China and Canada, I found that technology helps educators to communicate their 
thinking, both visually and in text.  In China, we introduced the use of digital and video 
cameras as well as the development of an online learning community to images and 
artifacts of teaching and learning and to support communication, dialogue, and a 
network of colleagues beyond typically isolated, individual classrooms and schools.  In 
Canada, I chair a group of researchers and pre-service instructors committed to 
exploring the potential benefit of the use of electronic portfolios to improve novice 
teaching practice.  In both contexts, technology enabled 
  

… reflection and improvement … [allowing] teachers and others to consider and 
analyze their personal practice and the practice of others.  These tools are also a 
way for public and concrete reflection on what learners know and what teachers 
do.  These tools can allow teachers to show students models of good 
performances and support formative assessment of learning in the classroom.  
Video tools can also help teachers evaluate and improve their curriculum, by 
assembling and aggregating student work so that teachers can look at it 
collectively and can explored what curriculum revisions may be needed to 
improve student performances (Darling-Hammond, 2005, p. 188). 

 
Underpinning this belief is the notion that “… seeing – taking something in visually and 
truly considering that thing – is not necessarily a result of looking.  Rather, seeing is the 
result of deliberate work: noticing, considering, comparing, and wondering.  It is serious 
cognitive activity, demanding full attention and engagement“ (Seidel, 1998, p. 70).  The 
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act of documenting what one sees is the natural consequence, or next step, after 
considered noticing.   
 
My recent work, in both Canada and China, suggests through the process of 
documentation of practice educators attempting to improve teaching and learning can 
come together and draw on the social constructivist principles that typically are 
consigned to theory and the academy rather than real classrooms.   
 
Social Constructivism and Teacher Education 
 
Beck and Kosnik (2006) explain that social constructivism “… is used increasingly today 
to refer to progressive reforms in education” (p. 1).  Social constructivism  
 

… implies a form of learning in which students are fully engaged, find the process 
meaningful, and relate ideas to the real world to a considerable extent.  Only in 
this way can they participate in constructing their knowledge and acquire the 
habits that make them lifelong learners.  The teacher fosters a culture in the 
classroom that supports critical and productive inquiry.  There is a strong sense 
of community and much collaborative learning.  The learning experience is 
holistic; in addition to the social aspect, emotional, aesthetic, bodily, and other 
forms of expression are involved.  This not only allows for broad personal 
development, but ensures the depth of understanding and experience needed for 
knowledge construction” (p. 2). 

 
In the Chinese context, social constructivism is a radical departure from their tradition 
approach to teaching and learning.  When the Ministry of Education for Peoples’ 
Republic of China (PRC) introduced the New National Curriculum (NNC) approximately 
five years ago, teachers were at a loss as to how to implement its core principles of 
inquiry based, student centered instruction; collaboration; and self-study (Crichton & 
Kopp, 2006). To address this problem, the PRC collaborated with international partners 
to development a range of professional development programs and projects. I was 
involved in two of them; one sponsored by the Asian Development Bank (ADB) and a 
second by the Canadian International Development Agency (CIDA).   
 
In the Canadian context, many of our pre-service teachers are unfamiliar with social 
constructivism beyond what they have learned in our program.  Most attended K-12 
schools prior to the adoption of the social constructivist approach to teaching and 
learning.  This presents a challenge for faculty, as we know teachers typically teach in 
manner in which they were taught.  Further, even though our provincial Ministry of 
Education has integrated social constructivism in its documentation, including curriculum 
guides and reference materials, many teachers currently in the schools have not 
adopted it in their practice. 
  
Therefore, the paper suggests that when we ask teachers (both novice and 
experienced), in either the Chinese or Canadian context, to change their practice and 
move from the more familiar teacher directed instruction toward a more student centred 
approach, we MUST allow them to experience social constructivism first as teachers 
before they are called upon to use it in their classrooms.  It seems only logical to assist 
them to foster a continuity of activity (Clifford & Friesen, 2003) that links theory and 
practice, requiring us to model the model of practice we hope they will take into their 
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classrooms.  One rich way to do this is through the use of technology and visual 
expression to support observation, documentation, reflection, and interpretation. 
 
The Role of Observation, Documentation, Reflection, and Interpretation 
 
Through an intentional process of observation, documentation, reflection, and 
interpretation, teachers can experience new approaches and begin to adopt them in their 
own practice. Further, it appears that without a process and opportunity to establish a 
continuity of activity, and reflect on its development, teachers may lose their way, giving 
up on innovation, resorting to previous practice, or simply continuing to grasp 
desperately onto the next new “thing”, actually losing touch with who they are and, more 
importantly, who they, and their students, might be.   
 
Just as seeing is not necessarily about looking, reflecting is not the same as interpreting 
– deeply.  Those schooled in interpretive thought (Jardine, 2003; Gadamer, 1989; and 
others) remind us that simply telling a story or reflecting on an experience is not 
necessarily enough. Jardine explains the truth  “… of an interpretation lies not simply in 
the fact [it] has been told (although this, of itself, is often difficult enough …) but in how 
and whether this tale can be made telling” (Jardine, 2003, p. 60).  So the challenge for 
professional development or pre-service instructors is to help the teller to move from a 
surface level sharing of the events (who, what, and when) to the deeper sense of what 
occurred, why it happened, and what might have been.  Tellers must be encouraged and 
guided in their observations, supported as they begin to interpret what they have 
observed in deeper ways --- ways that develop a deep knowing of an event.  And, we 
know that this form of deep knowing requires schooled and discipline reflection through 
the act of metacognition.   
 
Typically defined as the “… ability to think about one’s own thinking, John Flavell (1979) 
described two aspects of metacognition.  Metacognitive knowledge – that is 
understanding one’s own thinking and the developing strategies for planning, analyzing, 
and gaining more knowledge – and metacognitive regulation – that is, being able to 
define learning goals and monitoring one’s progress in achieving them” (Hammerness, 
2005, p. 376).  Both are critical for the interpretation of personal practice. 
 
Interpretation following metacognition has the potential to move from literal-factual 
observation and documentation (Tom sat in his chair and promptly broke his pencil.  He 
appears angry today.) into an attempt to suggest the “… generous possibilities of 
meaning that they embody” (Jardine, 2003, p. 61).  These generous possibilities can 
then be shared and read by others, making visible “… the sedimented layers of meaning 
encrusted in ‘the facts’ [allowing them] to be subject anew to transformation, healing, 
and change” (p.61).  This process allows the readers to become actively engaged in the 
reading and meaning making as they can observe and begin to reflect on the situation, 
allowing a rich collaboration of interpretation and discourse on practice to occur. 
 
The convergence of art, technology, teacher education and social constructivism 
envisioned in this paper supports the importance of developing the deep knowing 
required for educators (novice or experienced) to inform their teaching and learning.  
Through my experiences with teachers in both China and Canada over the last five 
years, it is obvious that simply exposure to theory and examples of best practices is not 
enough.  Further, teachers are generally too busy to engage in reflection on their 
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practice without encouragement or support from either pre-service programs or 
professional development.  Therefore, it is important to break the observation, 
documentation, reflection, and interpretation process in it component parts and help 
teachers to incorporate each aspect into their regular classroom practice. 
 
While it can be argued that teachers engage in observation as part of their everyday 
work, research (Horowitz, 2005) suggests meaningful observation is “encouraged 
through guiding questions, and understanding in light of the literature on development 
[which provides a] lenses for interpretation” (p. 122).   
 
Hammerness (2005) notes  
 

… when beginning and experienced teachers are asked to evaluate [observe] 
classroom scenes, novices tend to offer superficial, general observations that do 
not attend to the intellectual work of the classroom.  On the other hand, more 
expert teachers attend to specific aspects of the classroom that are linked 
directly to the intellectual work of students, to generate more detailed 
observations and interpretations, to weigh the relative importance of certain kinds 
of information, and to ‘take into account the complexity of problems which exist in 
classrooms’ (Carter & others, 1988) (p. 379). 

 
Further, Berliner (1994), proposes  
 

… teachers develop expertise in the classroom context through a set of stages or 
career life cycles – novice to advanced beginner, competent, proficient, and 
ultimately to expert.  Over time, they progress from learning the basic elements 
of the task to be performed and accumulating knowledge about learning, 
teaching, and student to making conscious decisions about what they are going 
to do, reflecting on what is working based on their experience, and, ultimately, at 
the expert level, sensing the appropriate responses to be made in any given 
situation.  Teachers appear to develop competence over a period of about five to 
seven years, and only a small percentage of teachers continue to develop into 
experts” (Berliner, 1994, cited in Hammerness, 2005, p. 380). 

 
In the two contexts (China and Canada) constituting case studies for this paper, 
experienced teachers who are asked to change radically their practice and pre-service 
teachers who have never experienced the new approach truly are both novices in terms 
of the innovation or change.  And while this paper will not go into the literature of change 
theory (Fullan, 1993) or diffusion of innovation (Rogers, 2003), it should be relatively 
obvious that the changes required to support social constructivism are enormous in 
terms of teacher and student roles, types of activities and assessment, and even 
classroom organization and structure.  Teachers cannot be expected to begin to know 
what it might look like, sound like, or feel like.  Therefore, they struggle to know what to 
observe, document, reflect on, and how to interpret and begin to make sense of it!   
 
Observation and documentation is not about creating a list of what teachers can or 
cannot do, but rather it is about developing a process for observation, documentation, 
reflection, and interpretation that allows teachers to invite others into their practice and 
thoughts and concerns.  It is about individual and collective growth through discussion 
about tangible evidence of teaching and learning --- about making visual thinking and 
transitory actions that otherwise be forgotten or deamed unimportant unless they are 
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captured and saved like those wonderful little bugs that we put in jars when we were 
young.  It was that capturing and observing that allowed us to watch and to begin to see 
what wasn’t immediately obvious.  Because the evidence was there in those little jars, 
others could join us in our observations and meaning making.  We had common 
evidence to discussion, and we could share the individual treasures within our personal 
jars, helping us to build common knowledge.  Thanks to technology (digital 
documentation) and art (visual forms of expression) we don’t have to capture our 
students in metaphorical jars – we can use tools that allow us to document, annotate, 
share, interact, and modify.   
 
As Dewey (1916) observed, “Education is not an affair of ‘telling’ and being told, but an 
active and constructive process” (p. 46).  Documentation makes the individual 
experience readable to the collective, opening it to a bigger audience of support and 
potential for a development of an authentic community of interpretation and support.  It 
attempts to make the invisible visible and the intangible tangible.  It is risky, and 
challenging, and scary – but if we believe that what doesn’t kill us (metaphorically) 
makes us strong, it is the only way to move our professional practice further.   
 
Revisiting documentation through reflection supports inquiry and deeper understanding.  
Rinaldi (2006) notes “Dialogue is of absolute importance.  It is an idea of dialogue not as 
an exchange but as a process of transformation where you lose absolutely the possibility 
of controlling the final result” (p. 1).  Therefore, developing a method of classroom 
observation that opens dialogue and creates a respectful space for critical dialogue and 
reflection allows teachers to "step back" and become observers of the tangible artifacts 
of the teaching process that reflect the often tangible moments of teaching and learning. 
 
Introduction to the Case Studies  
 
This paper reports on two experiences with digital documentation and visual 
representations.  The first took place a poor region of Hunan Province in Western China.  
The second case study presents two initiatives taking place in the Faculty of Education 
at the University of Calgary.   
 
Case Studies – Western China 
 
The People’s Republic of China (PRC) has the largest basic education system in the 
world with a student population of more than 200 million.  In attempt to transform its 
curriculum from teacher directed, knowledge-delivery oriented instruction to student-
centered learning designed to increase students’ capacity to problem solve, the PRC 
developed a New National Curriculum (NNC).  The key components of NNC are 
innovative practice with a move to student centered-instruction, inquiry, collaborative 
learning, and self-study.  This shift requires a far-reaching change in the approach of 
teachers to teaching and learning.  The PRC recognizes the success of NNC depends 
very much on the teachers’ ability to teach in a child-centered way, changing their roles 
from lecturers / dispensers of information to facilitators of knowledge construction.  This 
implies a major transition, as teachers typically teach in the manner in which they were 
taught and few, if any, have experienced student-centered instruction as learners.  The 
problem is particularly challenging for teachers in rural areas - especially in western 
provinces and poorer, more remote regions, as they tend to have much lower 
qualification standards than colleagues in more developed areas. 
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The Asian Development Bank (ADB) and the PRC Ministry of Education piloted an 
approach to assist rural teachers in their implementation of the NNC.  I was hired by 
ADB as a consultant in the last year of the project. We designed initial professional 
development activities and content based on field missions and responded to emerging 
needs as the project progressed. Fenghuang County in Xiangxi Prefecture of Hunan 
Province was selected for the pilot, as it was eligible for international development grants 
targeted at poverty alleviation.  
 
Professional development was designed to disrupt the existing teaching practices.  In an 
attempt to incorporate technology and NNC into their teaching the teachers used 
courseware (typically teacher developed power point slides with images and sound) as a 
supplement to their lectures.  The students sat passively, now in a darkened multimedia 
classroom, watching their teacher deliver a lecture.  Basically, nothing pedagogical had 
changed with the expenditure of scarce funds for technology in the schools, and there 
was little or little evidence of an understanding of the goals of the NNC.  The consultant 
team recognized that a “disruption” of the current practices would need to be respectful 
and well supported if it were to have the desired impact - improved teaching and learning 
in rural, basic education contexts. While the teachers commented that the students 
enjoyed their time in the multimedia classroom, it is important to note that the approach 
was still teacher directed, passive learning. Because the multimedia classrooms were 
still novel, like the earlier introduction of televisions in the classroom, they did not 
constitute innovative practice nor a move to implementation of the NNC. 

 
We knew that one-shot professional development would not be enough to change 
teaching practices.  As a support for the initial professional development, we designed a 
process for classroom observation and digital documentation.  This was essential 
because the education system in the PRC used regional “observers” to monitor and 
evaluate teaching practices.  If we did not help those monitors to understand the NNC 
and the role observation, documentation could play in reflection, we felt change would 
never take place.   
 
A classroom observation form was developed, suggesting characteristics of student-
centered teaching and learning.  The form included prompts for constructive comments 
and feedback.  Observers were given two workshops, instructing them in how to use the 
form and engage in constructive verbal feedback, helping them to understand what to 
document and how to comment, reflect, and interpret those documentations.  It is 
important to remind you that because of the sheer numbers of teachers in the PRC, 
individual, personalized training is impossible, so training the trainers is a common way 
to scale an implementation initiative.  Further, support materials must be designed so 
that the training does not become diluted or minimalized through the various iterations 
and sharing. 
 
Digital documentation was introduced as a way to open a conversation with teachers 
and observers.  A workshop was designed to introduce observers to this approach.  
Digital documentation was designed based on the work of Italian educators, using the 
Reggio Emilia approach1.  Reggio educators believe that it is essential to make visible 
the act of teaching so teachers can reflect on specific actions or events and begin to 
engage in constructive self-evaluation. Teachers can deepen their collective 
                                                 
1 http://www.latelier.org/usefullinks and Rinaldi, 2006 
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understanding and engage in on-going deliberations about what constitutes meaningful 
inquiry based teaching and learning.  By allowing teachers to see various aspects of 
their work, they learn to “assess the process as well as the product” (Alberta Education, 
2004).  Digital documentation also models authentic uses of ICT to support teaching and 
learning.  

 
As a method to sustain the professional development activities, an online community 
(Fenghuang Learning Community – FLC) was developed.  The FLC was designed to 
allow participants to sustain the momentum of the face-to-face training and to help them 
develop a community of practice as they began to implement their training.  The FLC 
included a forum, a web-log (BLOG), and an album.  The forum allowed participants to 
ask questions to colleagues and experts.  The BLOG was designed as an online journal 
for professional reflections.  The album was a collection of teacher developed lesson 
plans, resources, and photographs.  This approach is consistent with literature 
suggesting online communities are used to support professional development, create a 
supportive network to encourage risk taking and innovation, and help to motivate 
teachers as they engage in new teaching approaches.  Because the teachers were 
located in small rural schools, it was hoped that the FLC would encourage them to stay 
in contact with one another and share their subject matter expertise.   

 
The project accomplished the following: 
 

• Support for the reform, national curriculum through enhanced, strategic 
professional development 

• Support for professional development from school based leaders who attended 
the PD activities and began to understand its value and importance  

• Development of strategies to support and encourage the teachers’ activities after 
their professional development activities (FLC and observation and 
documentation process) 

• Development of relevant examples and models of teaching for teachers to review 
and modify 

• Development of activities that allow teachers to reflect on their teaching and 
observe and documentation promising practice 

• Access to technology that supports the curriculum and professional development 
activities, and that helps teachers to change their teaching 

• Access to information that helps teachers and leaders to see how technology is 
linked to curriculum and professional development 

• Opportunities to see technology being modelled appropriately so teachers and 
leaders can see how to use in authentic and powerful ways 

 
The work in China continues this year without monitoring and support from ADB 
consultants.  However, ADB and the MOE are paying close attention to see if the 
teachers and observers carry on the work we started.  Peking University is assisting the 
FLC, offering ongoing support and technical assistance.   
 
What impresses me the most, reflecting on this pilot, is the enthusiasm of the teachers.  
They embraced the materials, threw themselves into the work, and risked lots to try new 
things.  The documentation and reflection process captured their imaginations, and 
appeared to model an authentic use of technology (ICT) to move their teaching and 
learning further.   
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Case Studies – Pre-service Teaching - Canada 
 
Spring 2005 a team of researchers and instructors in the Faculty Education receive 
support from the Alberta Ministry of Education to embark on an electronic portfolio 
project for our pre-service teachers.  I was appointed chair of this team.  We knew that 
portfolios had been used for three distinct purposes in the past, and we were aware that 
the concept of electronic portfolios was not new.  
 
Collectively, we knew we wanted a tool to support reflection for our students’ learning 
experiences, and portfolios seemed a good option. Lyons (1998) suggests that portfolios 
function as (i) content for credentialing; (ii) a process to formalize assumptions about 
teaching and learning, and (iii) a process for enabling powerful, personal reflections 
about learning.   
 
Prior to starting our work, three of us attended an international conference on e-
portfolios, noting concerned by the emphasis placed on product rather than process.  
Therefore, we resisted the option of purchasing an electronic portfolio package, 
designed to commodify portfolios into a series of templates soliciting examples of work 
demonstrating pre-determined criteria, such as KSAs (knowledge, skills, and attitudes) 
about teaching. 
 
We recognized that the real value of a portfolio rests in  
 

… constructing, presenting, and reflecting on the contents or the evidence of the 
portfolio.  This inevitably involves sorting, gathering, and reflecting on the work of 
teaching – considering lessons taught, reviewing samples of the work of one’s 
students, defining effective teaching moments or failures – and articulating why 
these are important to one’s own philosophy and practice.  Validation and 
understanding emerge through portfolio conversations with peers and mentors, 
the presentation of portfolio evidence, and the recognition of the new knowledge 
of practice generated through this process (Lyons, 1998, p. 5). 

 
It is still early days in this project.  However, we have learned that a name is everything.  
By calling the project ePortfolio we unintentionally stressed product (a portfolio) over 
process (the maintenance of an e-Journal from which to draw content for a portfolio). 
 
As we start our second year of this project, we have shifted our emphasis to the 
development of an electronic field journal.  Our students, their university instructor, and 
their partner teacher read and contribute in a password protected BLOG environment 
that the student maintains.  The BLOG, developed using Drupal software, allows for text 
postings as well as the uploading of digital content (photos, art work, lesson plans, video 
clips, scanned images).  Within the BLOG, the triad can share, reflect, add observations 
and documentation, and encourage the type of reflection and interpretation discussed on 
the earlier sections of this paper. 
 
As the students prepare for graduation from our program, they can pull content from 
their electronic journals and use it in their electronic portfolios.  Technology makes it 
easy for the students to re-purpose their content and share it with others. 
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We believe that the e-Journals and ultimately the e-Portfolios will allow students to make 
public their journeys toward becoming teachers.  We have stressed the importance of 
multiple expressions of thought through the introduction of various options for visual 
expression and appropriate software to support them.  We also are considering how to 
manage the e-portfolios as an alumni opportunity once our students leave us, 
recognizing that they are the strength of the profession and our tie to the field.   
 
Conclusion 
 
Based on these two experiences, I believe the process of observation, documentation, 
reflection, and interpretation helps to make concrete what teaching is all about.  I agree 
with Lyon (1998) the process allows teachers to hold up for consideration and scrutiny 
the question of what constitutes effective teaching for the individual and a profession (p. 
5). 
 
Bransford et al (2005) note if teachers (novice or experienced) have “… the opportunity 
to identify some of the key characteristics of good learning experiences in their own 
educational history, they are more prepared to make sense of what they learn in their 
teacher preparation program [and professional development activities] about learning” 
(p. 85), recognizing that  “… teachers are often able to appreciate better the nature of 
good learning experiences for their own students after having an opportunity to be 
metacognitive themselves about their own experiences” (p. 85).  
 
Increasingly, I am struck by the importance of allowing visual representation through the 
arts, technology, teacher education, and social constructivism to converge.  It is this 
convergence that allows the creation of a process by which people can share their 
personal stories and understand how both the individual and collective reflection and 
interpretation through multiple forms of representation is valuable for the continuous 
journey being a professional.   
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Understanding Regulatory   Issues On  Negligence: Ways   
and   Means  of  Avoiding  Liabilities  
By:  Atty. Jocelyn P. Cruz, Ed.D.   

 
Introduction   

 “Education administrators hold leadership positions with significant 

responsibility. Most find working with students extremely rewarding, but as 

the responsibilities of administrators have increased in recent years, so 

has the stress xxxThe pressures associated with education administrator 

jobs have multiplied in recent years, as workers in these positions are 

increasingly being held accountable for ensuring that their schools meet 

recently imposed guidelines for student performance and teacher 

qualifications, and as they must cope with the additional challenges 

presented by current budget shortfalls. Many education administrators 

work more than 40 hours a week, often including school activities at night 

and on weekends. Most administrators work 11 or 12 months out of the 

year” (www.bls.gov))  

   
The work of an   administrator   is   very difficult, in the   sense that   

every   day   of their lives   they face with the possibility of being   sued. As   
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they   make quick decisions in the   course of their   work there is always   

the possibility     of committing acts that may have legal   implications. 

Decisions which are often made without consideration as to its legal 

consequences, can lead to legal   charges   and   repercussions.               

We do not discount the fact   that administrators are up to date   as 

regards to their legal   duties   and obligations. Years of   experience and 

trainings, have made administrators acquire the skills and knowledge   

necessary   to protect them   from liabilities.   However, liabilities   faced by 

the administrators may not be due  to  their  own  acts   or  omissions (as 

they  try  to  be  prudent  and careful) but  due  to  the acts  and omissions  

of  people that they   manage  .  

Being   the head, administrators are expected   to be   to be on top 

of the situation. He / she eventually are expected to   answer   for the acts 

of   his subordinates.                

A number of excellent administrators had   spent their   best   years   

of   their    life serving   the   school. However,  some of  them  succumb to   

the pressures   of   lawsuits   filed    by irked   parents .  Instead of   

spending   their time   productively, they were answering   complaints, 

spending   sleepless   nights   thinking    of their defenses, allotting their 

hard   earned money to support the litigation expenses.    

 Administrators and teachers      will never   realize   the   value of 

being   knowledgeable   of the   laws that govern their     work of      until a 

case   will   be   filed against them. 

Sewall (1995) said  “ I have seen teachers   and administrators   

struggle with legal issues as they attempt to define  appropriate actions for 

themselves      in   disciplinary, supervisory     and instructional situations. 

The frustration   and heartbreak  that can  be avoided    when teachers are 

fully cognizant   of their duties     is sufficient    in and of itself     to compel 

teachers   to seek ongoing    education   in   school law    and to cause  

teacher educators    and   school   districts actively     to   seek to   hone   

the skills of  teachers    and administrators     within their   purview.  “      
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               This paper seeks to familiarize the administrators  in the  

Philippines  of  their   legal liabilities, present the sources of obligation 

giving special   focus on quasi-delict, and    discuss the   foundation of 

quasi-delict, which is   negligence. The paper   hopes   to give suggestions   

and   precautionary measures     to   avoid   future   liabilities. This   paper 

hopes to enlighten the   administrators    of  the  need  to provide  legal   

training  for  teachers   as  a  way of  protecting them and  the 

administrators   from  the  burden of  lawsuits.  
 
The Seriousness of the Problem  
 Should administrator be alarmed about the possible consequences   

of being hurdled in court for quasi-delict?  Shaughnessy (2005) stated that 

dealing with a negligence lawsuit is unpleasant and expensive”  (note that   

the foundation   of quasi-delict in the Philippines is   negligence).   True 

enough, when one is sued   in court she must   be financially and 

psychologically prepared   for   the   expenses and the tensions attendant 

to the lawsuits.   

 It is  unpleasant  because   whether  you are  guilty or  not  of  the   

charges being   hurled on your  office , you  will be  forced  to  defend 

yourself in court . What  is  painful  is  the fact  that  litigation   often  times 

take years  before   its  finally  over. Not  until  you   get a  final judgment 

from   the Supreme   Court  ,you   will never  be at  peace  . It   is   painful, 

because relationships are broken. 

 Law  suits  are expensive . Its so difficult to  sustain  suit if you  do 

not  have the  money   to  support the litigation expenses.  A law  office  in  

the  Philippines  posted in the Internet that they generally charge lower 

than the Top Ten law offices without making concessions on efficiency 

and quality. For litigation cases whose duration is unpredictable so that 

the time involvement of every lawyer cannot be calculated with reasonable 

certainty, they charges an acceptance fee first, then bill by the hour. 

Acceptance fee for litigation cases starts at US$4,000.00 (approximately 
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Php 22, 000). Hourly billing is US$75.00 (approximately Php 3,500). If 

cases will last for  about 10 years  , you could   just  imagine  the  money 

that will  be  used to  support  the cost .  This only refers   to litigation   

fees. There   are other   fees     clients must   be   ready to bear.  

 When an injured  party  goes   to  court  to  vindicate himself, the  

civil damages involved  is   not  a small amount . In the    case   entitled    

University of   the East vs. Jader (G.R.NO. 132344.February   17,2000) 
shows that petitioner was ordered   by the court   to pay respondents     

the sum of   thirty Five thousand Four hundred Pesos (Php 35,400) with 

legal intrerest    of   6% per   annum computed from the date     of   filing of 

the complaint until fully paid; the   amount of    Five   thousand   Pesos   

(5,000) for   attorneys   fees, and  the  cost of  the  suit after finding      

petitioner  being  liable    for   failure   to   promptly inform    respondent  of  

the   result    of an   examination  and  in misleading   the latter into  

believing   that  he   had   satisfied    all  requirements    for the  course. In 

this   case, the school   allowed the   respondent   to graduate although he   

still   have deficiency in one   subject, which   deficiency     he discovered 

only when he    enrolled   in his law   review class.  

   Considering the damages  involved in this   case ,  administrator   

must   realize , the huge amount  of  money  they  could   save for   being   

prudent  and diligent .  

      In another   case, entitled   Filamer Christian   Institute    vs IAC  
(G.R.No. 75112.August 17, 1992) the Supreme court    affirmed the 

decision of the   respondent appellate court affirming the      trial   courts 

decision which ordered the payment of 20,000 liability   in the Zenith 

Insurance   corporation policy, 10,000 moral damages, 4,000 litigation and   

actual   expenses   and 3,000   attorney’ fees. The Supreme Court said 

that the petitioner has   the obligation    to pay damages for   the injury    

arising from the unskilled   manner   by which Funtecha    drove the 

vehicle. Funtecha was considered as an employee of Filamer   Christian 

Institute. The Supreme Court found that the petitioner   has   not   shown 
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that    it has   set forth   such   rules   and guidelines as would prohibit    

any one of its employees from taking control of its vehicles if one is not   

the official driver    or   prohibiting   the   driver and son o f the Filamer 

president   from authorizing   another r employee   to drive the   school   

vehicle. Furthermore the   Supreme Court Held, that the petitioner   has 

failed to   prove    that it had   imposed   sanctions or   warned its 

employees   against the use of its vehicle by persons other than the   

driver.      

  Cases filed    in   the   Supreme Court      involving violation of the 

provision of   law   on quasi-delict   reveal that funds are diverted and 

channeled to pay for   litigation expenses and damages.  The   above 

cases are just illustration of   the importance   of being cautious with ones 

action .Had the administrators been   diligent such cost should not   have 

been incurred. 

 It is also   to be noted that, though in most of the cases involving 

quasi-delict, the   school, its   administrators and teachers     were   able to 

prove   themselves not guilty of   the   charges    they were not   free   from   

stress, harassment    and pressures   attendant   to it. This particular point 

could be illustrated in the case St. Francis High School Et Al. vs. 

Honorable Court of Appeals Eleventh Division Et Al.  The following are the 

facts of the case: 

The complaint alleged that Ferdinand Castillo, then a freshman 

student of Section 1-C at the St. Francis High School wanted to join a 

school picnic undertaken by Class 1-B at Talaan Beach, Sariaya, Quezon.  

Ferdinand’s parents, Dr. Romulo Castillo and Lilia Cadiz Castillo, because 

[it] was short noticed, did not allow their son to join but merely allowed him 

to bring food [for] the teachers for the picnic.  This was with the directive 

that he should go back home after doing so.  However, because of 

persuasion of the teachers, Ferdinand went on with them to the beach. 

During the picnic, and while the students including Ferdinand, were 

in the water, one of the female teachers was apparently drowning.  Some 
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of the students, including Ferdinand, came to her rescue.  But in the 

process, it was Ferdinand himself who [was] drowned.  His body was 

recovered but efforts to resuscitate him ashore failed.  He was brought to 

a certain Dr. Luna in Sariaya, Quezon, and later on to Mt. Carmel General 

Hospital where he was pronounced dead on arrival. 

   A civil case for damages was filed against the owner of the 

school, the principal and the teachers involved, contending that the death 

of their son was due to the failure of the family in preventing their son from 

drowning. 

The trial court found in favor of the respondents and against 

petitioners-teachers Arquio, de Chavez, Aragones, Jaro and Cadiz; 

ordering all of them jointly and severally to pay respondents the sum of 

Php30, 000 as actual damages, Php20, 000 as moral damages, and 

Php15, 000 as attorneys’ fees.  On the other hand, the trial court 

dismissed the case against St. Francis High School, Benjamin Illumin and 

Aurora Cardona. 

They went to CA and appealed.  The following is the ruling of the 

CA: 

“Even we were to find that the picnic in question was not a school 

sponsored activity, nonetheless it cannot gainsaid that the same was held 

under the supervision of the teachers employed by the said school, 

particularly the teacher in charge of Class 1-C to whom the victim 

belonged, and those whom she invited to help her in supervising the class 

during the picnic.  St. Francis High School and [its] principal, Benjamin 

Illumin, are liable under Article 2176 taken together with the 1st, 4th, and 5th 

paragraphs of Article 2180 of the Civil Code.  They cannot escape liability 

on the mere excuse that the picnic was not an extracurricular activity of 

the St. Francis High School.  We find from the evidence that, as claimed 

by plaintiffs-appellants, the school principal had knowledge of the picnic 

even from its planning stage and had even been invited to attend the 

affair; and yet he did not express any prohibition against undertaking the 
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picnic, nor did he prescribe any precautionary measure to be adopted 

during the picnic.  At the least, we must find that the school and the 

responsible officials, particularly the principal, Benjamin Illumin, had 

acquiesced to the holding of the picnic.” 

Under Article 2180, the defendant-school and defendant-school 

principal must be found to be jointly and severally liable with the 

defendants-teachers for the damages incurred by the plaintiffs as a result 

of the death of their son.  It is the rule that in cases where the above cited 

provision finds application, the negligence of the employees in causing the 

injury or damage gives rise to a presumption of negligence on the part of 

the owner and/or manager of the establishment (in the present case, St. 

Francis High School and its principal) and while this presumption is not 

conclusive, it may be overthrown—only be clear and convincing in 

providing proof that the owner/manager exercised the care and diligence 

of a good father of a family in the selection/supervision of the employee/s 

causing the injury or damage, in this case the defendants-teachers.  The 

record does not disclose such evidence as would serve to overcome the 

aforesaid presumption and absolve St. Francis High School and its 

principal from liability. 

The case was brought before the Supreme Court and it ruled: 

“Respondent Court of Appeals committed an error in applying 

Article 2180 of the Civil Code in rendering petitioner-school liable for the 

death of the respondent’s son.  In the case at bar, the teachers-petitioners 

were not in the actual performance of their assigned tasks.  The incident 

happened not within the school premises, not on a school day, and most 

importantly, while the teachers and students were holding a purely private 

affair.  It is clear form the beginning that the incident happened while some 

members of C-1 class of St. Francis High School were having a picnic in 

Talaan Beach.  This picnic had no permit from the school head or its 

principal, Benjamin Illumin, because this picnic is not a school-sanctioned 

activity neither is it considered as an extracurricular activity. 
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As earlier pointed by the trial court, mere knowledge by the 

petitioner-principal of the planning of the picnic by the students and their 

teachers does not in any way or in any manner show acquiescence or 

consent to the holding of the same.  The application therefore of Article 

2180 has no basis in law and neither it is supported by any jurisprudence.  

If we were to affirm the findings of respondent-court on this score, 

employers will forever be exposed to the risk and danger of being hailed to 

court to answer the misdeeds of omissions of the employees even if such 

an act or omission s/he committed [was not] while s/he is in the 

performance of his/her duties. (St. Francis vs CA).   

This a  classic  example of  a  case ,   where it cannot be denied  

that the tensions and  pressures   experienced  by the parties  involved in 

this  case  may  be  unimaginable   .Administrators  must  also be  warned  

that  it  take years  for  a  case  to be  finally  decided.  

 Case filed in   courts lasted for number of years. Take for example 

the   case   of   International School, Inc. vs.   CA  (G.R. No.   131109. 

June 29, 1999) it almost took nine years   before the whole    court 

process   came into finality. The case   of   Amadora Vs CA (.R. No.L-

47745) took almost   16 years to   finish.  While the case of   PSBA vs. CA 

(G.R.No. 84698,January 4, 1992 lasted for almost   7 years. This is just to 

cite     few   cases   brought   before the courts. 

Administrators must be aware that cases   involving quasi-delict 

often disturbs the normal   operation  of  t he  school .. Shaughnessy 

(2005) stated that  “often educators are misinformed about some of 
the greatest sources of school lawsuits. While sexual abuse cases 
claim the headlines, the vast majority of cases involving teachers do 
not allege sexual abuse; rather, the most often litigated cases are 
those alleging negligence.” 

The  above  presentation   must  serve  as  a warning   that an 

ounce  of  perevention can  make  an  administrators life  a lot  easier.  
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Sources   of Obligation for   School Administrators     
Discussion on the   sources of civil obligation would help the 

administrators effectively perform their   duties.      

A school administrator who signed a contract and agreed to be the 

principal, the president or the vice president of the school accepted an 

obligation.  It is not just an ordinary obligation but also a civil obligation.  

As defined in Article 1164 of the Civil   Code of the   Philippines  “an 

obligation is a juridical necessity to give to do or not to do.”  The original 

term obligare means “to bind.”  Hence, when one enters into an obligation, 

s/he ties and binds his/herself to render service in favor of another person.  

In the case of failure to do such an act, the other party could seek the help 

of the court to compel him/her to do the act. As Nolledo  (1995) explains 

obligation is   a juridical   necessity     because of non-compliance    the   

court of justice   may be called upon    to enforce   its fulfillment. Or, in   

default   thereof, the economic   value   that it represents.       

Article 1165 of the Civil Code of the   Philippines enumerated the   

five sources of obligation namely: law, contracts, quasi-contracts, delicts 

and quasi-delicts.   Outside these, one could not seek the help of the court 

to enforce his/her rights.   

Law, as a source of obligation, is not presumed because it is 

considered a burden to administrators.  To be demandable, they must be 

clearly set forth in the law.  Hence one has no obligation to furnish free 

legal assistance to his/her faculty because there is no law requiring this 

and therefore, the faculty may not recover from his/her employee the 

amount s/he might have paid a lawyer s/he hired to recover damages 

caused while in the performance of his/her duties. 

 

Obligation arising from contracts has the force of law between the 

contracting parties.  This does not mean that the contract is superior to 

law.  A contract is valid if it is not against the law morals, good customs, 

public order and public policy.  A quasi-contract is that juridical relation 
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resulting from lawful, voluntary, and unilateral act by virtue of which the 

parties become bound to each other to the end that no one would be 

unjustly enriched at the expense of another.  Principal kinds of quasi-

contracts are negotiorum gestio (voluntary management of the property or 

affairs of another without the knowledge or consent of the latter) and 

solutio indebiti (the jurical relation which is created when something is 

received when there is no right to demand it).  A quasi-delict, meanwhile, 

is an act or omission by a person who causes damage to another—there 

being fault or negligence—but no pre-existing contractual relations. 

 

Commission of crimes causes not only moral evil but also material 

damage.  From this principle, the rule has been established that every 

person criminally liable for an act or omission is also civilly liable.  In 

crimes however that causes no material damage, there is no civil liability 

to be enforced.         

 
Quasi-Delict as a Source of Obligation  

De Cano (2004) stated that   many of the   legal   wrongs    

classified as  “Torts “ in common Law   are actionable    in Philippine Law 

as Quasi-Delict, while others   are   considered and treated   as crimes    

and   therefore   are governed by   the   Revised Penal   Code.   

The law governing    civil liability   for   quasi-delict can be found in    

Articles 2176 to 2194 of the Civil Code of the   Philippines. Jarencio  

(1972) stated that although t he term  “ torts   was widely known and used 

in Philippine Law   and jurisprudence    at   the time the   Civil Code was 

approved   on June   18, 1949, the Code   Commission preferred to use     

the   term quasi-delict   instead of tort.   

As an administrator, it is important that one is familiar with Article 

2176 of the Civil Code that states that “ Whoever by act or omission 

causes damage to another, there being fault or negligence, is obliged 

to pay for the damage done. Such fault or negligence, if there is no 
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pre-existing contractual relation between the parties, is called a 

quasi-delict and is governed by the provisions of this Chapter. 

(1902a)”.  

 

 Based on the above   provision, the law made it   clear    that a 

person can   be held liable for    the damage   caused by   his    act     or 

omission constituting   fault or   negligence.  Paras  as  cited by  De Cano 

(2004) enumerated the  following  requisites  of   Quasi  Delict  namely  : 

(a) act  or omission  ,(b)   presence   of  fault  or  negligence   (lack of   

due  care  )  (c)   damages to  another     (causal  connection   between  

the  fault   or  negligence  and  the  damage    ; and  (5)   no  pre- existing 

contractual  relation.  

 
Elements of   Quasi – Delict  : Explained   

The first   element to be proven to   be   liable   under quasi–delict is 
the act or omission. Liability   for personal   act   is founded     on that 

indisputable   principle   of   justice      recognized   by all legislation that 

when a person    by his act   or   omission   causes damage or prejudice   

to another, a juridical   relation   is   created by   virtue of   which   the 

injured    persons acquires a right    to be indemnified    and the person   

causing the damage   is charged with the corresponding    duty of 

repairing the damage   (De Cano ,2004).  

Liability   under 2176    may either arise from fault   or negligence. 

In the   case of   Ylarde   vs   CA  (G.R. No.  L. –33722,July 29,1988), the   

Supreme   Court    held   that “there   were acts   or   omissions   on the   

part of the private respondents     amounting   to fault or negligence which 

have   direct causal relation    to   the   death of   his pupil Ylarde. From a 

review of the record of this case, it is very clear that private respondent 

Aquino acted with fault and gross negligence when he: (1) failed to avail 

himself of services of adult manual laborers and instead utilized his pupils 

aged ten to eleven to make an excavation near the one-ton concrete stone 
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which he knew to be a very hazardous task; (2) required the children to 

remain inside the pit even after they had finished digging, knowing that the 

huge block was lying nearby and could be easily pushed or kicked aside 

by any pupil who by chance may go to the perilous area; (3) ordered them 

to level the soil around the excavation when it was so apparent that the 

huge stone was at the brink of falling; (4) went to a place where he would 

not be able to check on the children's safety; and (5) left the children close 

to the excavation, an obviously attractive nuisance”. 

 

The   Supreme Court  continued by  stating  that “ the negligent act 

of private respondent Aquino in leaving his pupils in such a dangerous site 

has a direct causal connection to the death of the child Ylarde. Left by 

them, it was but natural for the children to play around. Tired from the 

strenuous digging, they just had to amuse themselves with whatever they 

found. Driven by their playful and adventurous instincts and not knowing 

the risk they were facing, three of them jumped into the hole while the 

other one jumped on the stone. Since the stone was so heavy and the soil 

was loose from the digging, it was also a natural consequence that the 

stone would fall into the hole beside it, causing injury on the unfortunate 

child caught by its heavy weight. Everything that occurred was the natural 

and probable effect of the negligent acts of private respondent Aquino. 

Needless to say, the child Ylarde would not have died was it not for the 

unsafe situation created by private respondent Aquino, which exposed the 

lives of all the pupils concerned to real danger”. 

Clearly , these  case   illustrated  how   acts  or omissions which the  

Supreme  Court  found  to  be  lacking in   diligence .  

                   

The second element    is that there must be fault or negligence. 

The fault referred to in Article   2176 of the Civil   Code is fault substantive   

and independent     and   which in itself   is a source   of obligation 

between two   persons not similarly bound. Fault   requires the execution   
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of a positive act, which causes damage to another, while   negligence    

consists in the omission   to   do   acts which   result also in damage to 

another. 

 Negligence is statutorily defined   to b e   the   omission of t hat 

degree of diligence which is   required by t he nature   of t he obligation    

and corresponding to t he circumstances   of persons, time and   place 

(PSBA   vs CA G.R. No. 84698, Jan 4,1992)               

The third element refers to the presence of damage to another. 
It is defined to be the loss injury    or   deterioration   caused by    

negligence, design   or   accident    of   one   person   to another    in   

respect   of the latters’ personal   property.  

In Ylarde vs CA, as   earlier cited the Supreme Court held   that “ a 

truly careful and cautious person would have acted in all contrast to the 

way private respondent Aquino did. Were it not for his gross negligence, 

the unfortunate incident would not have occurred and the child Ylarde 

would probably be alive today, a grown-man of thirty-five. Due to his 

failure to take the necessary precautions to avoid the hazard, Ylarde's 

parents suffered great anguish all these years. Hence   Edgardo Aquino 

was ordered    to pay petitioners the following: (1) Indemnity for the death 

of Child Ylarde — P30, 000.00; (2) Exemplary damages — 10,000.00; (3) 

Moral damages — 20,000.00.”  

The   fourth   element is the   causal connection between the 
fault or   negligence   and the   damage.  Evidence   should be   

established   clearly   that the cause of the damage    is due to the   fault    

or negligence of the respondent   .The   negligence   of the latter must be 

the   proximate cause     of the injury of the   plaintiff.      

In St. Mary’s Academy vs Carpitanos (GR.No.L1433623, February 

6,2002) the   Supreme court held that  “for the   petitioner to be liable, 

there must be a finding that the act or omission considered as negligent 

was the proximate cause of the injury caused because the negligence, 

must have a causal connection to the accident.” 
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From the records it appears that from 13 to 20 February 1995, 

defendant-appellant St. Mary's Academy of Dipolog City conducted an 

enrollment drive for the school year 1995-1996. A facet of the enrollment 

campaign was the visitation of schools from where prospective enrollees 

were studying. As a student of St. Mary's Academy, Sherwin Carpitanos 

was part of the campaigning group. Accordingly, on the fateful day, 

Sherwin, along with other high school students were riding in a Mitsubishi 

jeep owned by defendant Vivencio Villanueva on their way to Larayan 

Elementary School, Larayan, and Dapitan City. James Daniel II then 15 

years old and a student of the same school drove the jeep. Allegedly, the 

latter drove the jeep in a reckless manner and as a result the jeep turned 

turtle.Sherwin Carpitanos died as a result of the injuries he sustained from 

the accident.   

In this case, the respondents failed to show that the negligence of 

petitioner was the proximate cause of the death of the victim. 

Respondents Daniel spouses and Villanueva admitted that the 

immediate cause of the accident was not the negligence of petitioner or 

the reckless driving of James Daniel II, but the detachment of the steering 

wheel guide of the jeep. 

Significantly, respondents did not present any evidence to show 

that the proximate cause of the accident was the negligence of the school 

authorities, or the reckless driving of James Daniel II. Hence, the 

respondents’ reliance on Article 219 of the Family Code that “those given 

the authority and responsibility under the preceding Article shall be 

principally and solidarily liable for damages caused by acts or omissions of 

the unemancipated minor” was unfounded. 

Further, there was no evidence that petitioner school allowed the 

minor James Daniel II to drive the jeep of respondent Vivencio Villanueva. 

It was Ched Villanueva, grandson of respondent Vivencio Villanueva, who 

had possession and control of the jeep. He was driving the vehicle and he 
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allowed James Daniel II, a minor, to drive the jeep at the time of the 

accident. 

Hence, liability for the accident, whether caused by the negligence 

of the minor driver or mechanical detachment of the steering wheel guide 

of the jeep, must be pinned on the minor's parents primarily. The 

negligence of petitioner St. Mary's Academy was only a remote cause of 

the accident. Between the remote cause and the injury, there intervened 

the negligence of the minor's parents or the detachment of the steering 

wheel guide of the jeep. 

The fifth element is no pre-existing contractual relation   exists 
between the plaintiff    and the   defendant. Any juridical tie must not 

bind the parties involved. However it should be noted that in PSBA   vs. 

CA  (G.R.No. 84698,January 4,1992) the Supreme   court    adopted t he 

view   that    obligations arising   from    Quasi-Delicts or   Torts    may 

exist even if there is  a   contract.   In that case the Supreme    Court cited 

Air France vs. Carroscoso (124 Phil. 722), where   private respondent was 

awarded damages for his unwarranted expulsion from a first-class seat 

aboard the petitioner airline. It is noted, however, that the Court referred to 

the petitioner-airline's liability as one arising from tort, not one arising from 

a contract of carriage. In effect, Air France is authority for the view that 

liability from tort may exist even if there is a contract, for the act that 

breaks the contract may be also a tort. (Austro-America S.S. Co. vs. 

Thomas, 248 Fed. 231).   

 

Applicability   of   Article   2180   to  teachers  and  heads of Establishments 
of  both  Academic   and non- Academic  Institutions  

Provisions on Quasi- Delict that directly has  an impact  on  school   

administrators must  be studied   carefully . It is  to  be noted   that Article 

2180 enumerates the persons to whom the obligation stressed in Article 

2176 could be imposed to wit:  
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Art. 2180. The obligation imposed by Article 2176 is demandable not 
only for one's own acts or omissions, but also for those of persons 
for whom one is responsible.  

xxx.  

Employers shall be liable for the damages caused by their 
employees and household helpers acting within the scope of their 
assigned tasks, even though the former are not engaged in any 
business or industry.  

Xxx 

Lastly, teachers or heads of establishments of arts and trades shall 
be liable for damages caused by their pupils and students or 
apprentices, so long as they remain in their custody.  

The responsibility treated of in this article shall cease when the 
persons herein mentioned prove that they observed all the diligence 
of a good father of a family to prevent damage ( Civil Code  of the   
Philippines ).     

It   is very clear from this   provision, that the law does   not only    

hold   persons     liable   for their personal acts. In   certain cases, persons   

may also be held liable   for the acts or omission of   another  person. 

Hence, the   administrator may find himself   liable for the acts or 

omissions committed by the   teachers, employees   or staff under his 

supervision.  

This  is   the  point which Sewall (1995)  would  like to  stress .  

Teacher lack  training on  legal matters affecting  their  profession . 

Seldom that  they  are  informed   of   the  risks  and danger involve when   

one  commits  negligent acts . Few  schools  provide   inservice  training  

that would make the  teacher aware  that certain  acts  or  behavior   may  

be  violative  of  anothers  right  . Administrators   may  focus   their  

attention   on  areas pertaining  to  curriculum  ,  evaluation, program  

development   and others , but leave  to  individual  teachers  the   

responsibility of  Knowing  the Law .  
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Considering these, the   administrator must realize that her   real 

protection lies on teachers   who are aware of   their duties   and obligation 

under the law.   Paragraph 1 and 7 of Article   2180 imposes   a liability 

upon teachers   or heads      of   arts and trades   for   failure   to exercise 

that degree of care, custody   and   supervision    over their   pupils, 

students, and apprentices     in order   to prevent   damage to third   

person  (Jarencio   1972, citing Manresa).          

 
LIABILITY FALLS DIRECTLY ON THE TEACHER OR HEAD OF 
SCHOOL 

The liability imposed by this article is supposed to fall directly on the 

teacher or the head of the school of arts and trades and not on the school 

itself. .[Amadorra et Al  Vs CA G.R. No. L-47745.  April 15, 1988.] 

However,  whenever  there is a  complaint involving   a teacher  , 

the  school   is  always  being  made a party  to the suit . These   can  be    

understood   as  civil  cases    would involve    financial  liabilities . The  

teachers  may not  have  the   means  to pay  for  the  damages , hence 

they  will  run  after the school to be assured   that  they can   recover 

damages .  

The  Supreme Court  also  explained  that “ And while a school is, 

admittedly, not directly liable since Article 2180 speaks only of teachers 

and schools heads, yet, by virtue of the same provision, the school, as 

their employer, may be held liable for the failure of its teachers or school 

heads to perform their mandatory legal duties as substitute parents 

(Sangco, Philippine Law on Torts & Damages, 1978 ed., p. 201). Again, 

the school may exculpate itself from liability by proving that it had 

exercised the diligence of a good father of the family. 

Often  times, it’s the  administrators  who  faces   the   wrath of  the  

parents and try  to  cover up  for  her teachers. So in practice,   the   

administrator carry  the   burden and the  aches   all  by himself/herself . 

However , if  one  would  look  at the law ,it  will  point  to    teachers  as 
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person primarily  liable  in  an academic institution. Administrators  are 

sued  on   the  principle  of  respondeat superior.  

To  clearly  explain the respective liabilities of   teachers and heads  

of  establishments, the   Supreme  Court  ruled that : “ The provision in 
Article 2180 of the Civil Code should apply to all schools, academic 
as well as non-academic. Where the school is academic rather than 
technical or vocational in nature, responsibility for the tort 
committed by the student will attach to the teacher in charge of such 
student, following the first part of the provision. This is the general 
rule.  In other words, teachers in general shall be liable for the acts of 
their students except where the school is technical in nature, in 
which case it is the head thereof that shall be answerable. There is 
really no substantial distinction between the academic and the non-
academic schools insofar as torts committed by their students are 
concerned. The same vigilance is expected from the teacher over the 
students under his control and supervision, whatever the nature of 
the school where he is teaching.”   

Paragraph 7 of Article 2180 before refers only to “teachers or heads 

of establishments of arts and trades and not to academic schools.”  The 

distinction was made based on the fact that schools of arts and trades 

engage in hazardous activities so that negligence of the teacher is 

predicated on his failure to adequately instruct and warn concerning 

correct procedure and inherent danger.  In the case of Amadora vs. court 

of appeals, the Supreme Court ruled that Paragraph 7 of Article 2180 

should apply to all schools, academic as well as non-academic.  In that 

decision, the SC ruled, “Where the school is academic rather than 

technical or vocational in nature responsibility for the tort committed by the 

student will attach to the teacher in charge of such student, following the 

first paragraph of the provision.  This is the general rule.  In the case of 

establishments of arts and trades, it is the head thereof and only he who 

shall be held liable as an exception to the general rule.”  
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It should be stated that Article 2180 is now qualified by Article 218 

and 219 of the Family Code, as earlier stated, which provide: “The school, 

its administrators and teachers, or the individual, entity or institution 

engaged in child care shall have special parental authority and 

responsibility over the minor child while under their supervision, 

instruction, or custody” (Article 218).  Under this provision, schools 

handling students below 18 years of age no longer exercises mere in loco 

parentis (not exercised when there is actual parental authority) but 

substitute parental authority.   

To   understand   the   rationale for   holding   school  heads  or  

teachers   for  the  tortuous   acts   of   the  students     the   supreme  

Court  explains  that :   

         “The  protective  custody  of  the   school  heads  and  
teachers  is mandatorily substituted  for that  of the  parents   ,and   
hence, it  becomes   their  obligation  as   well   as that  of  the  
school   itself to  provide    proper  supervision  of the  students’ 
activities    during the   whole   time   that  they  are  at attendance   in 
the  school  ,including recess   time  ,as  well  as   to   take   the   
necessary   precautions    to protect the  students  in their  custody    
from  dangers   and  hazards  that would  reasonably  be  anticipated   
,including   injuries that  some   students  themselves    may  inflict 
willfully  or   through  negligence    on their  fellow  students .( 
Palisoc vs Brilliantes   41 SCRA  548 )           

Administrators  and teachers  must  realize  that the  law  is   

imposing   tremendous  responsibility  on them.    

 

RESPONDEAT SUPERIOR, BASIS OF LIABILITY OF SCHOOL FOR 
NEGLIGENCE OF TEACHERS AND HEADS 

If at all, the school, whatever its nature, may be held to answer for 

the acts of its teachers or even of the head thereof under the general 
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principle of respondeat superior, but then it may exculpate itself from 

liability by proof that it had exercised the diligence of a bonus 

paterfamilias. Amadora et Al  vs CA G.R. No. L-47745.  April 15, 1988.] 

Nolledo (1998) explains that Article   2180   is based on the 

relationship of pater familias, between the people mentioned therein. He 

emphasized that Article 2180 must be distinguished from the doctrine of 

respondeat superior and vicarious liability in American Law.  Vicarious 

liability refers to instances where an individual or organization is held liable 

for damages resulting from the wrongs of another.  Respondeat superior is 

a form of vicarious liability that refers to liability imputed to an employer, 

resulting from wrongs committed by an employee.  He explains that in 

American Law, the negligence of the child, employee or servant or teacher 

is made conclusively the negligence of the parent, employer, or master, 

irrespective of whether the person who is responsible for the act of 

another is negligent or not.  Under the Philippine Law, the presumption of 

negligence on the part of parent, employer, or master is merely disputable.   

The defense of diligence of a good father of the family is available under 

Article 2180, which is not true in the case of respondeat superior of 

American Law.  It is important to take note that the responsibility imposed 

by this article is direct and primary.  The parent, employer, and teacher 

may be independently sued. 

 However, in determining the liability of the employer, several 

factors should be considered.  One has to prove first that there is an 
existing employer-employee relationship.  Individuals and 

organizations are responsible for wrongs committed by employees, but 

are not responsible for wrongs of independent contractors (Tort Law 

Sampler). 

This point could be exemplified in the case of Maximo Soliman Jr. 

vs. Hon. Judge Ramon Tuazon and Republic Central Colleges (G.R. 

No.66207. May 18, 1992):   
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Security guard Jimmy Solomon shot Maximo Soliman Jr. on the 

abdomen with a .38 caliber revolver while he was in the campus ground.  

Were if not for the timely medical assistance to him, the plaintiff could 

have died.  A civil complaint for damages was filed against Republic 

Central Colleges as private respondents.In resolving  the  issues whether   

the school  is   liable  or not     for  the  death  of  Soliman  the   Supreme  

Court   held that   “ It is settled that where the security agency recruits, 

hires and assigns the work of its watchmen or security guards, the agency 

is the employer of the watchmen or security guards.  Liability for illegal or 

harmful acts committed by the security guards is being attached to the 

employer agency and not to the clients of customer.  As a general rule, a 

client or customer of a security agency has no hand in selecting whom 

among the pool of security guards or watchmen employed by the agency 

should be assigned to every client.  The duty to observe the diligence of a 

good father of a family in the selection of the guards could not, in the 

ordinary course of events, be demanded from the client whose premises 

or property are protected by the security guard.  The fact that the client 

company may give instructions or directions to security guards assigned to 

it does not, by itself, render the client responsible as an employer by the 

concerned guards and liable for their wrongful act or omission.  Those 

instructions or directions are ordinarily no more than requests commonly 

envisaged in the contract for services entered into with the security 

agency.  They’re being no employer-employee relationship between the 

Colleges and Solomon, petitioner student could not impose vicarious 

liability upon the Colleges for the acts of Solomon.”  

Secondly, for the wrongs to be imputed, they must have 
occurred within the scope of employment.  Activities are within the 

scope of employment if they occur within the course of carrying out job 

requirements.  Some activities are clearly within the scope of employment 

while others are ancillary to its scope.  If it were ancillary, then the court 

would have determined whether it is frolic or detour.  Frolic includes 

2007 HICE Proceedings 
Page 1057



activities of an employee that have no relationship to the scope of 

employment.  Damage arising form the activities determined by a court to 

be frolic do not result to employer liability.  Detour includes activities of an 

employee that, although ancillary to the scope of employment, are 

incidental to the scope of employment.  An employee might be held liable 

for damage arising from activities determined by a court to be detour ( Tort 

Law  Sampler   ) .   

Note that a finding that respondeat superior applies means that an 

injured party could sue an employer for the action of their employee.  This 

may be important to an injured party because, although an employee may 

be liable for his/her own wrongs, s/he might not have the financial 

resources to compensate the plaintiff for damages awarded by the court.  

Thus, a finding that respondeat superior applies means that the plaintiff 

could collect damages from the employer. 

Custody defined    
An administrator is a parent to more than thousands of children.  

His/her responsibility is not confined within the perimeter of the school.  As 

long as the school authorized the activity whether outside or inside the 

school premises, administrators could be held liable.  Hence conducting 

activities such as field trips, camping, alay-lakad, and sports fests requires 

extraordinary diligence for school children are more exposed to risks. 

 

   The student is in the custody of the school authorities as long as 

he is under the control and influence of the school and within its premises, 

whether the semester has not yet begun or has already ended. As long as 

it can be shown that the student is in the school premises in pursuance of 

a legitimate student objective, in the exercise of a legitimate student right, 

and even in the enjoyment of a legitimate student right, and even in the 

enjoyment of a legitimate student privilege, the responsibility of the school 

authorities over the student continues. .( Amadorra et Al  Vs CA G.R. No. 

L-47745.  April 15, 1988.] 
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In the case of FEU vs. Sison (G.R. No. L-45551. February 16, 

1982), the Supreme Court ruled that “the general rule that the authority of 

the school is co-extensive with its territorial jurisdiction, or its school 

grounds, so that any action taken for acts committed outside the school 

premises should in general be left to the police authorities, the courts of 

justice and the family concerned is not rigid or one without exception.  It is 

better view that there are instances when the school might be called upon 

to exercise its power over student or students for acts committed outside 

the school and beyond the school hours in the following: (a) in cases of 

violations of school policies or regulations occurring in connection with 

school sponsored activity off campus; or (b) in cases where the 

misconduct of the student involves his status as a student or affects the 

good name or reputation of the school. 

The true test of school’s right to investigate or otherwise suspend or 

expel a student for a misconduct committed outside the school premises 

and beyond school hours is not the time or place of the offense, but its 

effect upon the moral and efficiency of the school and whether it, in fact, is 

adverse to the school’s good order welfare and advancement of its 

students.  Likewise, the power of the school over its students does not 

cease absolutely when they leave the school premises, and that conduct 

outside the schools hours may be subject a student to school discipline if it 

directly affects the good order and welfare of the school or has a direct 

and immediate effect on the discipline or general welfare of the school.  

Defense   against   Liability  :  Diligence  of  a Good   Father   of  a  Family   
School   administrators, however need not   be afraid    of liabilities   

as   Article 2180 explicitly states that  “The responsibility treated of in this 

article shall cease when the persons herein mentioned prove that they 

observed all the diligence of a good father of a family to prevent damage. ” 

In   detrermining  the kind   of  negligence  a  person   is   required   

to   exercise   it   is   important    to   look at   whether or not   (a) there is  a  
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stipulation   agreed  upon  by  the parties as  to  the   kind  of diligence   

required    ,(b)  in the  absence of   stipulation   , that  required by law in 

particular case and (c)  if  both  contract and law are  silent   then the  

diligence    expected   of a  good  father of a family  (  De Leon  1995 )   

Often  times , teachers  and  administrators   thought  that waivers  

can  exempt   them  from liabilities. It   must be  pointed  out  that  what  

would exempt  them from liabilities  is  the  fact  that   they  exercised the   

diligence required  by  law .          

In  Ylarde  vs. Doronio ( Gr. No. L-33722,July  29, 1988 ) the  

Supreme   Court explain  the  kind  of  diligence   required   when dealing 

with a minor   child. The   court  said that   a minor   should   not  be held 

to the   same    degree of   care    as  an   adult  ,but   his   conduct should 

be  judged   according   to  the  average conduct    of person   of  his  age  

and   experience . The   standard  of   conduct   to   which a   child   must 

conform    for  his  own   protection    is  that   degree of  care  ordinarily  

exercised   by children  of   the  same   age ,capacity  ,discretion   

,knowledge    and experience   under    the  same  or   similar  

circumstances . Bearing  this  in mind we  cannot  charge  Ylarde     with  

reckless  imprudence . “.    

Conclusion:  
Every administrator must be aware of the legal liabilities that are 

attached to his/her position.  It is imperative that they know the bounds 

and the parameters of their  rights  and obligation. It  is  about time that  

they  realize   that need  for  training their  teachers  and   raising  their  

awareness  on   legal  issues    confronting  their  profession . As  Sewall 

(1995)  stated “ it is time for  districts, in  collaboration   with colleges  of   

education   and the  legal  profession  ,to  provide   pertinent  tort  liability  

information  to   teachers to raise  their  awareness   of  t he  full role  and  

range   of  responsibilities   which a  teacher  assumes   when entering a  

classroom .  
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The  best way to  protect  an administrator  is   to   have  teachers  who  

are legally   conscious  of  their  rights and obligation  . 
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Communicating and Collaborating with Parents and Families:  
Ways and Means   To   Avoid Legal Skirmishes 

 
By 

Dr. Jocelyn P. Cruz   
 

Introduction   

“The State recognizes the sanctity of family life and shall protect and 
strengthen the family as a basic autonomous social institution. It shall equally 
protect the life of the mother and the life of the unborn from conception. The 
natural and primary right and duty of parents in the rearing of the youth for civic 
efficiency and the development of moral character shall receive the support of the 
Government.” 

Article 2 Section12 of the 1987 
Constitution 

 

Parents are charged by God with the duty to look after their children’s 

spiritual formation and moral education. This duty was clearly   emphasized in 

the   teachings of the church. Quoting from Declaration on Christian Education, 

Gravissimum Educationis, the Council Fathers stated that: 

“ Since parents have given life to their children, they are bound by a grave 
obligation to educate their offspring, and so must be regarded as their primary 
and principal educators. Their role in education is of such importance that where 
it is missing, its place can hardly be supplied. ... The family is therefore, the 
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principal school of the social virtues which are necessary to every society. It is 
therefore above all in the Christian family, inspired by the grace and the 
responsibility of the sacrament of matrimony that children should be taught to 
know and worship God, and to love their neighbour.” 

 
In   addition to this, Pope Pius XI teaching on his   encyclical entitled, Divini 

Illius Magistri (On Christian Education), further stressed the role of   parents 
when it   states that    “Leo XIII ... sums up the rights and duties of parents: "By 
nature parents have a right to the training of their children, but with this added 
duty that the education and instruction of the child be in accord with the end for 
which by God's blessing it was begotten. Therefore it is the duty of parents to 
make every effort to prevent any invasion of their rights in this matter, and to 
make absolutely sure that the education of their children remain under their own 
control in keeping with their Christian duty." ... The first and necessary element in 
this environment, as regards education, is the family, and this precisely because 
so ordained by the Creator Himself. Accordingly that education, as a rule, will be 
more effective and lasting which is received in a well-ordered and well-disciplined 
Christian family; and more efficacious in proportion to the clear and constant 
good example set, first by the parents, and then by the other members of the 
household.” 

This natural right of the parents to rear and educate their children is also 

recognized and supported by the state. The 1987 Constitution of  the  Philippines 

contains  provisions  emphasizing the role of  the  parents  in  the   education  of  

the young .  The   aforecited  provision (Article   2  Section 12  ) clearly  indicates 

the  serious  responsibility  imposed   by  law  in educating their  children. They 

are   obliged       to   rear their   children for civic   efficiency and they are charged 

with the    duty   of   developing the   moral   character of their   children. This   

obligation is directly imposed on parents. However, parents are assured that the 

state   will extend the   necessary support and   assistance   so that   they can   

effectively   perform their   role. 
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Obviously, the  parents  cannot  perform alone the task  of  educating  their   

children; there  are forces  that  help   shape  the moral   development  of  their  

siblings . As the latter matures, it becomes imperative for parents to seek for 

outside   help. Hence, parents find themselves   voluntarily delegating    portions 

of their children's education to those whom they know will educate them in full 

conformity with their    beliefs and values. Thus, they send their children to   

school   with the hope   that they could   be partners   in the task of   educating 

their children. 

Parents’ interest to be   actively   involved   in the  education  of  their   

children  in   school   is understandable, considering  that they  have  been  

advocating   for   quality   education   and they  are  the  people who know  their 

children  well.  We cannot take for   granted   the   contribution of parents   

because the parents and the child represent two-thirds of the parent-school-child 

team. “By the age of eighteen, children have typically spent only 13% of their 

waking life at school, and there are credible reasons for believing that parents 

have a role in shaping; the remaining 87% is spent in a way that promotes school 

success. Furthermore, since   the   school    has students who devote    less than 

10% of their lives   up to   graduation    from   high school, it makes   sense    that 

partnership   be formed   with   people who have influence on them a much   

greater   percentage of   time”. (Jones as cited by Drake   and Roe 1994). 

It  is in this  light that teachers and educators   must   realize  that  parents’  

involvement  in  school  is   one area which  should  be given   priority. Research 

indicates that family involvement in schools increases student achievement 
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(Henderson & Berla, 1994; Ballen & Moles, 1994; Epstein, 1995). When parents 

are actively involved in their child’s education, children tend to model their 

parents’ attitudes and actions.   Additionally, as parents serve as advocates 

within the school, they duly affect their children’s development and school-wide 

reform. Parents and schools need to work toward a common goal and share 

responsibilities in order for a child to do well in school.  “When they see that both 

school and parents are involved in their classroom, students become motivated 

to do well in school.” (Center for Literacy, 1995, p.1). These   studies evidently   

show   that we   cannot   undermine   the   valuable contribution of   parents in 

school. Their   active involvement   and participation can make a lot of difference   

in   students’ success. 

It is therefore incumbent upon parents to assume the leadership role and 

support the educational process. Therefore, collaboration is the key to fostering 

school success. No less than   the former    President of the United States of 

America, Richard Clinton issued the GOALS 2000 report and    mandated that 

parents, educators, and community members to  work collaboratively to benefit 

America’s children. It is clear from this mandate that   the most progressive 

nation in the world has   recognized the   vital   role of   parents in child’s 

education. Such   collaboration and involvement   was   seen   as   potent force 

for child’s success. 

Considering these, we can expect parents   to be active partners    of   

school   when   their   children’s welfare and interest are   at stake. As Chavkin 

(1989) noted 
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 “ parents are increasingly   demanding changes in the schools their children 

attend. Parents are taking issues to the table concerning curriculum, special 

education, student assistants, school policies, modified testing, attendance and 

the list goes on. The traditional PTA meeting has evolved into a real decision 

making partnership.  Parents are assuming more direct responsibility in the 

schools and will no longer be silent partners in education .” 

Sadly, however, many school administrators and teachers     are not yet   

ready with   such   mechanism and strategies.  The   result   of the   study conducted by 

MetLife Survey of the American Teacher (the insurance company has conducted 

an annual teachers' survey since 1984) reveal that, “new teachers consider 

engaging and working with parents their greatest challenge and the area they are 

least prepared to manage during their first year of teaching”. The study further 

showed that “less than half of the new teachers surveyed were satisfied with their 

relationship with parents, and a quarter said they were not prepared for the 

responsibility of engaging parents in supporting their child's education. Principals 

are not much more positive about their interactions with parents; only half of 

those surveyed expressed satisfaction with those relationships.” 

Hence, it is   not surprising    to find   instances where parents and school   

relationship    is not always characterized as peaceful and ideal. As a matter   of 

fact there   are cases where “parents and teachers frequently find themselves in 

an adversarial relationship—practically a “turf war” over the education of a child. 

While in a good parent-school relationship, everybody wins, especially the child, 

a bad relationship produces only one real loser, the student caught between 

2007 HICE Proceedings 
Page 1067



angry, frustrated adults.” If this happens, such   relationships   can be 

devastating. As one   parent   said   “ one of the most   complex   relationship   

we can have is to be    the parent of     a school aged child.   And I’m not talking 

about      the relationship with our child, but with the school he or she attends.” 

It is in this   light that this   paper   was written. Although,  a large body   of  

research would show  the   beneficial   effect  of  a  harmonious   school   parent   

relationship,  a large  body   of   research   would also   demonstrate  that 

developing  mechanism  for  effective    school parents  collaboration is  also  

problematic . The paper   hopes to shed   light to   some   concerns   to   lessen   

the adversarial impact   of a   problematic   parent-school relationship. As  Green 

(2004)  said  “ attitudes and actions that foster an adversarial relationship 

between parents, teachers, and administrators are in no one's best interest, and 

certainly not in the best interest of students.”  

This   paper   would like   to address the issue of “whether or not schools   

are legally   bound to provide mechanism    where   parents      can actively   

collaborate   and   participate   in areas      affecting the   welfare of their   

children. Furthermore, the paper   hopes to answer   the following   sub-issues   

to   wit   : 

1. Are parents   legally   responsible   for the   formal education   of their 

children? What would legally justify their need   to be     involved in school? 

3. What legal parameters should the school impose    to   regulate   parents’ 

involvement and     participation in school? 

4. How can these barriers   be overcome? 

5. What will happen   if schools   fail to successfully   implement this mechanism? 
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Answers   to these questions  are important  so that  the administrators   and  

teachers  would have   a  better  understanding   of   their  role  as   far as  their  

relationships  with   parents  are  concern . Finding answers to these   questions 

would lead to prevent adversarial   relationships between   parents and   schools. 

It is therefore the objective of this   paper   to: 

1.  Carefully   examine the role of parents   in   the education   of their children 

2.  Make a survey   of   laws and jurisprudence  justifying   parents   need to   

collaborate   and communicate with the school. 

3.  Determine the legal   parameters to be observed by the school   in   regulating   

the extent of parent’s   involvement in   school. 

4. Cite   studies and cases describing   the   effect of parental involvement   in 

school. 

 

 

Review of   Related   Literature 

Should administrators and teachers encourage parental involvement in 

school? 

Many researchers, policy makers, and practitioners   have   documented 

and produced   well-grounded study    on the importance   of    parent’s 

involvement.  Henderson & Berla, 1994, Olmstead & Rubin, 1983 studies   as 

cited by Caplan, Hall, Lubin and Flemming (1997)  indicate that when parents 

participate in their children's education, the result is an increase in student 

achievement and an improvement of students' attitudes. Increased attendance, 
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fewer discipline problems, and higher aspirations also have been correlated with 

an increase in parent involvement. In addition to   this, they also   mentioned that 

the   positive effects of increased parental involvement have been known for 

some time). In addition to this, Epstein (1983, as   cited   by Caplan)   reported 

that when teachers were committed to increasing parent involvement, the 

parents “ . . . felt that they [the parents] should help their children at home; . . . 

understood more about what their child was being taught in school; . . . were 

more positive about the teacher's interpersonal skills, and rated the teacher 

higher in overall teaching ability . . .." This change in parents' perceptions is true 

even after socioeconomic status and student ability are taken into account. 

Furthermore, increased parental involvement creates the perception that 

the school is more effective, it is likely that student achievement will increase 

(Caplan, Choy, & Whitmore, 1992). 

Izzo, Weissberg, Kasprow, and Fendrich  (as  cited   by  Downey, 

2002)  explain that: “when parents communicate constructively with 

teachers and participate in school activities, they gain a clearer 

understanding of what is expected of their children at school and they may 

learn from teachers how to work at home to enhance their children’s 

education” When parents attend parent-teacher conferences, for example, 

it creates continuity between the two dominant spheres of influence in the 

child’s life, home and school, and likely signals to children the parents’ 

value for education.  In addition, some have argued that children learn 
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more when they receive consistent messages from home and school. 

Downey also cited    Epstein who   wrote that   the “main reason...for 

better communications and exchanges among schools, families, and 

community groups is to assist students at all grade levels to succeed in 

school and in life.” 

Downey also presented studies showing that children’s school 

performance is enhanced by a strong parent-teacher relationship. He cited 

the study   conducted   by    Stevenson and Baker which reported that    

children performed better in school (as measured by teacher ratings of 

how well the child performed in school and whether the child performed up 

to his or her ability) when teachers rated the parents as actively involved 

in school activities such as PTO and parent-teacher conferences in their 

sample of 179 children drawn from the Time Use Longitudinal Panel 

Study. In   addition to this,   Downey   also   cited, Grolnick and 

Slowiaczek study  which involves 300 children   ages     11-14 year-olds 

and found a strong association between teachers’ reports of parental 

involvement (measured as frequency of attendance at parent-teacher 

conferences, open school night, and school activities and events, such as 

the PTO) and teacher reported grades, controlling for parents’ education. 

In similar review,  Downey presented   several studies reporting    the 

opposite pattern: an inverse relationship between parent/school contact and 

children’s school success. He cited   the work of     Demimonde who analyzed 
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the National Education Longitudinal Study (NELS), a nationally representative 

sample of nearly 25,000 eighth graders collected in 1988, and found negative 

associations between parents’ contact with the school regarding academic 

matters and students’ math and reading test scores and grades. In   addition to 

this, he   also   presented    the   studies   made   by    Rigsby, Stull and Morse-

Kelly who   suggested   that one reason for this puzzling pattern is that parents 

may become involved with adolescents’ schooling when the youths experience 

either behavioral problems or poor grades. Unfortunately, cross-sectional data do 

not allow us to assess that possibility. 

Similarly, Downey stated   that some study designs avoid the limitations of 

correlation research by comparing children involved in an intervention program 

with those who did not experience the intervention. Moses (et al.) reports the 

results of an intervention in which parents were involved in children’s schooling in 

several ways: as project leaders, through informational meetings, through 

participation in workshops, and by acting as voluntary classroom helpers. In this 

study, students demonstrated a marked increase in math performance compared 

to the achievement of students from previous years lacking this parental 

involvement intervention. Although it is impossible to know if the intervention 

program was the only major difference in the children’s experiences across the 

different school years, the results of this study are consistent with the claim that 

nurturing parental involvement in the classroom can improve school 

It is   interesting to note, however, that that the   study conducted by 

Downey revealed that   “ it is unlikely that increasing parents’ participation at 
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PTA meetings and in helping with homework alone will have a substantial 

impact on children’s school performance. Programs that successfully raise 

children’s school performance via parental involvement do so by meeting 

the broad need of parents. For example, the success of the Chicago Child-

Parent Center Program is probably a function of the wide range of services 

provided to parents, including educational workshops, reading groups, and 

craft projects, health and nutrition services, health screening, speech 

therapy, and nursing and meal services.” 

Types   of Parents involvement 

Epstein (1991) has stated that parental involvement is composed of six 

types or categories, which are equally important.  Decision-making, 

communicating, learning at home, parenting, volunteering, and collaborating with 

the community are all vital aspects of involvement. 

Parental involvement includes varying responsibilities on the part of the 

parents and the community. 

The relationship between parents and schools has been stated in a variety 

of ways.  Greenwood and Hickman (1991) as cited in Volk (1994) determined 

that five basic models characterize parents’ roles.  These models include parents 

as the audience, parents as paraprofessionals, parents as teachers of their own 

children, parents as learners, and parents as decision makers.  No matter which 

model a family might follow, they will continue to influence the student and the 

student’s school experiences.  According to Bronfenbremer (1979), Comer and 

Hanes (1991) and Epstein (1995) (as cited in Onikama, Hammond, and Koki, 
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1998), there are 3 interconnected influences on a developing child’s life. These 

three influences include: family, school, and the community.  These factors can 

work in concert to either negatively or positively impact the child. With this in 

mind, parents need to play an even more active role in their children’s school life.  

The school and the parents must work together as partners to achieve overall 

success for the child.  Home-school collaboration is an essential component of 

an effective two-way bilingual program.  Crawford’s research proves that “for 

language minority students, parental involvement is essential to reinforce 

children’s native language development and to communicate high expectations 

about academic achievement”  (Crawford, 1989 as cited in Navarette, 1996, p. 

167). 

Considering  the above  studies   one can   surmise  that   parental involvement 

have  an  effect   on  children ‘s  success in  school . Based  on the  study  cited  

teachers   and   administrators must  be  encouraged  to look into  this   area  and  

find   better ways  to  make parents   involve. 

B.   Discussion and Analysis 

The Role of Parents in the Education of their Children: Legal 

justifications   for parents   Involvement   in   school. 

"Parents are the first and most important educators of their own 
children, and they also possess a fundamental competence in this area; 
they are educators because they are parents" (16). 

1994 Letter of Pope John Paul letter to the families 

The church has consistently   reiterated and recognized the   crucial role of 

parents   in   child’s learning. Same recognition is   afforded by the State to   the 
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parents in the Philippines.  Laws were enacted to   safeguard their   rights to   

participate in matters affecting the   welfare and interest of   their children in 

school. No less than the fundamental law   of the Land states that “The natural 

and primary right and duty of parents in the rearing of the youth for civic 

efficiency and the development of moral character shall receive the support of 

the Government.”  (Article II, Sec 12).   This  policy    emphasizes   the 

importance   of  the   role   of  the   parents   in  child’s  success   and  the  

willingness   of  the  state    to  provide  the  necessary  assistance  to   effectively   

perform their  function . Considering that the   family  is  the    foundation of  the    

society ,  the   success  of  every  school children  would   have  an impact  on  

the  over all  success   of   our   country. Hence, the state,   have   expressed 

their   interest     in extending   their   full support to assure that   parents   comply   

with their   obligation. 

 

Although, the  law  imposes   on the  parents  the   obligation  to   rear  

their   children, they   cannot  perform  such   role all   by themselves . There   are 

many forces that shape the   education of the child. One of these   forces   is the 

school.” School   historically   have gone    through stages   from preparing    the 

young   to   withstand   evil by teaching them to   read, to preparing   an informed 

citizenry   for   duties   essential   to   democracy   x x x The school for   many 

decades   were places   were children   could   learn things    that   could   lead   

them to a better   life, better   than that of their parents (Drake   and Roe   1994).  

Hence, parents    voluntarily relinquish certain   rights to the   school   believing 
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that they   could    provide quality education for their children. They willingness   

is based on the belief that   the   school   can make a difference   in the life of 

their   children. Hence parents    choose the school, which they think, will   

provide   the   necessary   training   to their   children in accordance with their   

belief, principles and   values. Once   they have chosen the   school   that passes 

their standards    they   give to the teachers in school the right to stand in their 

place. However, this does not   mean that when parents enroll their   kids   in 

school   they completely   relinquish their right to the school     to educate   their   

children.  Justice Isagani   Cruz   in   Tan vs CA wrote   “xxx. The mere fact that 

the parents have enrolled their children in the school does not mean they have 

surrendered to it full authority in the pursuit of the said objectives. The education 

of the youth is a collaborative effort between the parents and the school, and 

neither can deny the other its assigned role in this endeavor. The parents should 

have the right to examine the policies of the school and to demand a higher 

quality of education for their children.”   When parents   send   their   children to school   

they turn over   their   authority   to them. However   it should be   noted   that there is only partial 

relinquishment of   their right   because parents   remain   responsible   for   the kind of   

education that the school gives their   children. It is   for   this reason   that the   state   

has   given   the parents the     right to “ x x   to participate in the planning and 

implementation of policies and programs that affect them.”(Article   XV Sec.3 par.4 of the   

Constitution”. The school   therefore   should  recognize  the critical role of parents in the 

education of their children . Each parent  must   therefore  be  encouraged  by the  school   to 

learn about the educational program, the educational goals and objectives of their school and his 

or her own child's progress. The school, should also  encourages parents to participate in 
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activities designed by them to involve parents  in activities   like  conferences, dialogue  

consultation and   symposium   in order to encourage effective communication. 

It is  through  these  activities  that  parents are made aware    of what is   being  taught in 

school, how it   is   being taught    and   who   are the   teachers teaching the subjects.” It  is  

through  these  processes   that   parents  get  to know  how their  kids  are being  handled by 

their   teachers ,  what  curriculum and textbooks are used  and the methods and 

practices employed in school .These   information  are important  to  the  parents  

.  They  are able to   check    whether  there is  consistency   with the  principles 

of good formation or of the beliefs, culture, and faith which the family professes 

and practices with  that what  is  being  taught  in   school .  In other words, “the 

parents must be concerned that no harm is done to the children in school, either 

from misguided teachers, administrators, or other school personnel, or through 

false ideologies or philosophies that might find their way into the school's 

educational program and practices. Parents have the obligation; therefore, to be 

aware of the need to be vigilant regarding the way the school does its work of 

educating their children. It is not enough to simply enroll the students and think 

their job done, leaving everything in the hands of the teachers.” (The Child in the 

Family, School and Community: Extensions of the Home) 

This   would   only be possible   if   the school   would   provide for   

mechanism   were parents can involve themselves in the discussions   of 

pertinent issues affecting their   children in school. A   perusal of   the law    

would reveal that   “ Every educational institution   shall   provide for the   

establishment of appropriate bodies   through   which the members of the 

educational community    may discuss relevant   issues, and communicate   
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information    and   suggestions for assistance and support   of the   school   and   

for the   promotion   of their    common interest.  Representative   from each 

subgroup   of   the educational community    shall   sit and participate     in these 

bodies, the rules and procedures of which   must be approved   by them    and   

duly published. (Section 7, BP 232). 

When the law   speaks of members of   the community   it means the   

following:“(1). Parents or guardians or  the head of the institutions   or foster   

home   which has   custody    of   the pupil or   the   students 

(2). Students or those enrolled   in    and who regularly     attend an educational 

institution   of secondary or higher   level    or a person engaged in formal study, 

Pupils are those    who   regularly attend   a   school   of elementary     level 

under   the supervision    and tutelage of   the teacher. (3). School   personnel 

which includes the teaching and academic   staff, school administrators, 

academic non-teaching personnel, and non-academic personnel and (4).   

School. 

These are the persons identified by law   as comprising the   educational   

community and are involved in organized teaching and learning   system  (Sec. 

6).  It should   be noted that   the parents were the   first person identified by law    

as one of the persons comprising the educational community. 

Thus, the school, under   the law   is   legally   bound to   provide for   

mechanism   where   parents as   member of   the educational community   can 

collaborate and   communicate   with the school. There must be a   venue    
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where   they can talk about issues   and concerns, discuss existing policies, 

clarify   rules    and    provide   suggestions, recommendations   and solutions   to   

problems .As Epstein wrote    “ the main reason    …for   better   communication    

and exchanges   among   schools families and community groups    is to assist   

students    at all   grade   levels   to   succeed   in school and in life. Parent’s   

active involvement    in the education of   the child is   highly   encouraged by the 

state. Participation, coordination   between and   among the schools,parents and  

community   must be  encouraged  . 

Under the  law ( Chapter 2 Sec 8 par. 1  BP 232 )    parents   have  the   

right  to “organize by  themselves  and /or  with  other   teachers  for the  purpose 

of   providing a   forum for the discussion of  matters relating to the total  school   

program    and  for  ensuring  the  full  cooperation    of  parents    and  teachers 

in the   formulation    and  implementation    of   such  programs “ 

The organization of Parent Teachers organization are highly encouraged. 

In fact    Article 77 of the Youth and Welfare Code states that  “ Every elementary 

and   secondary     school   shall organize a parent teacher    association for   the   

purpose   of   providing a forum   for the   discussion of a problems   and their   

solutions, relating to the    total   school   program, and   for insuring    the full 

cooperation   of   the   parents   in the   efficient   implementation of   such   

program.  All parents who have children   in school   are encouraged    to   be 

active   members of   its PTA, and   to   comply with whatever obligations   and 

responsibilities    such   membership entails.” 
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If   every parent expects that the school will do its duties and 

responsibilities towards the pupils accepted in that school,  the   school  also  has   

the   right to   expect that  parents  will  also   do  their  share is assisting  the  

school  to   perform its   function.  It is obvious, however, that parents must work 

together with the school in order to give their children the best education that 

both parents and school can give. Hence, the State as one of its   declared policy 

reiterated   the need   to “ foster, at all   times, a spirit   of shared purpose    and   

cooperation   among   the   members and elements   of the educational   

community   and   other sectors   of society, in the realization that   only in such 

atmosphere   can the true   goals and objective of   education   be   fulfilled (Sec 

5 of BP 232).” Clearly the law   emphasizes    the importance   of these   

members    to bind    together and closely work with each   other towards the 

attainment of   one goal. As the saying goes “ It takes a whole   village to   

educate a child, the members are called upon to do   their share in molding and   

educating the schoolchildren. As   Etzioni observed  “ the individual and the   

community    make one another   and that individuals    are   not able to   function    

effectively   without deep   links to others, to community  “ The way   these   

people relate   to each   other   is   crucial for organizational   success .It can be 

gleaned from the above   cited provision   that   our   government   would exert all   

efforts in promoting   harmonious relationships between the members of an 

educational community. Cooperation   among these members   is   essential   to 

the realization of   desirable   educational   outcomes.  Parents being a member 

of the educational community    needs to   be   part of the   group    working 
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toward   the common good    sharing a set of   values   within   the school  (Drake 

1994). 

 

Legal Parameters on how   should   the school administrators and teachers    

deal   with parents to overcome  barriers for   parental involvement   in 

school . 

When parents enroll their children  in a certain school they   also   have   

certain expectations   on how the   school   is   going to   be   managed.  Section 

17 of   BP   232   states that  “Every school administrator shall: xxxx 2.Be 

accountable for the efficient and effective administration and management of the 

school.  Assume and maintain professional behavior in his work and in dealing 

with students, teachers, academic non-teaching personnel, administrative staff, 

and parents or guardians.” 

Many of our teachers and   administrators   are aware of their duties 

towards their pupils, and more often than not, they go beyond the call of duty for 

the good of their pupils.  Acting as parents to their students ,they  are   aware   of  

their   duty   to  give the   best  instruction to their  students. They  make   

themselves   available  for   consultation   and   are   more than  willing   to   

extend  their   assistance   to   students   who  may  have   difficulty   coping with 

the   lessons in school . They   monitor   student   progress  because   they  are  

interested   in promoting  the   welfare  of  the   students . 

Section 16 of BP 232 provides that “ Every teacher shall: xxx 3. Render 

regular reports on performance of each student and to the latter and the latter's 
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parents and guardians with specific suggestions for improvement.”  Looking at 

this   provision, it is inevitable that parents need to communicate and collaborate 

with the schoolteacher. The parents must have time to confer with the   teacher 

so that   they would   be updated with the performance of the   child.  It is in this   

situation when parents   are able to intervene    because there are venues   

where suggestions and recommendation to improve   child’   performance is 

being laid down. 

Furthermore, the  Code  of Ethics  for   Professional teachers  mandates  

them  to “x x x l inform parents, through proper authorities    of   the progress and   

deficiencies    of   learners    under him   exercising   utmost   candor    and tact in 

pointing out   learners’ deficiencies   and in   seeking parents    cooperation   for   

the proper guidance and improvement of learners.”  Parents are most interested   

to know in what way they can intervene   and help their   children. In case of poor   

performance, the way teacher   communicates learners’ deficiencies matter   a 

lot. Hence, teachers are expected to be convincingly effective in seeking parent’s 

cooperation to help the child.        Added to this Section 3   of the same Code 

states that  “ A   teacher shall   hear with   sympathy   and   understanding and    

shall discourage    unfair   criticism. “. A teacher in   dealing with   the parents   

should   understand   that their   children are so precious to them. Irritating and 

uncalled   for   remarks may embarrass parents.   It is therefore advisable; that 

teachers should exhibit   fineness in giving   remarks to the students in front of t 

he parents. 
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If the school fails in this area, parents would usually do something   to help 

remedy the situation. Problematic   situations in schools would drive parents to 

go to the   school and    ask   how they   can be of help   in solving their   

problem.  Parents of course would expect   cordial treatment on the part of the 

teachers and  administrators  .This kind of treatment encourages parents to be 

involved. 

Becoming  involved in school   may not   be   an   easy task for  many 

parents . Many of them  lack academic skills  and  they  often   feel   very much   

inferior   and   disadvantaged    when they   get   inside  the school . “It's hard to 

get parents to come to the school to meet with teachers or the principal, open up, 

and take the personal risk of saying `I don't know what you're talking 

about....'(Teacher, Roosevelt High School).”  A perusal of the provisions in the    

Code   of   Ethics for   Professional   Teachers, specifically, Article 1X, section 1  

states that “ A   teacher shall establish   and   maintain   cordial relation with   

parents, and   shall conduct   himself    to merit   their   confidence and   respect 

“.   If the teachers   would be conscious of   what this provision   mandates, one 

of the barriers for effective parents involvement can be overcome. 

Parents  must   feel   that  they  are   welcome in school .  As  Green said   

“sending overt or covert signals to parents that their involvement is not only 

undesirable, but also will result in their child suffering for it, is a damaging course 

of action. It undermines the role and rights of parents, it encourages distrust and 

ill will toward teachers, and, most importantly, it interferes with and inhibits what 

matters most: the education of the young.” 
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It  must be the  concern   of  the   administrators   and  teachers  to   identify   

barriers to   parental  involvement  .  Finder  and   Lewis (1994 ) identified   3   

barriers   to  parents   involvement  in  school ,  to  wit: ( 1 )  Diverse school 

experiences among parents, (2)  Diverse economic and time constraint,  (3) 

Diverse linguistic and cultural practices. Explaining   each of  the  factor  Finder 

and   Lewis   said  that      Diverse  school   experiences   of  parents  can   

create  obstacle   to involvement . Parents who have dropped out of school do 

not feel confident in school settings. Needed to help support their families or care 

for siblings at home, these individuals' limited schooling makes it difficult for them 

to help their children with homework beyond the early primary level. For some, 

this situation is compounded by language barriers and lack of written literacy 

skills. Furthermore . Finder   also  explained  that    Diverse economic and time 

constraints is  another  factor that   discourages  parents  to   be  actively involve 

in the  school . Time constraints are a primary obstacle for parents whose work 

doesn't allow them the autonomy and flexibility characteristic of professional 

positions parents'. Also   the   author  mentioned   that   concerns present a major 

obstacle to participation in their child's school activities.   The  last  barrier  

identified  by these  authors   is  diverse   linguistic and cultural practices. Parents 

who don't speak fluent English often feel inadequate in school contexts. One 

parent explains that "an extreme language barrier" prevented her own mother 

from ever going to anything at the school. Cultural mismatches can occur as 

often as linguistic conflicts (Finder ,1994).  
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Addressing these concern  would  encourage   parents  to be  involve in  

school . 

These are simple rules, which   administrators and teachers must observe to be   

able to   establish rapport   and   build patents   parent’s confidence. They are not 

costly   but its effect could   bring positive influence to the success of the child. 

 

Legal Parameters on How Should Parents’ Deal With The School, 

Administrators And Teachers 

Section   76 of The Youth and   Welfare Code   states   that  “ The   home   

shall   fully support the   school    in the implementation   of the total   school 

program  - curricular and extra –curricular  - toward the proper   physical, social, 

intellectual    and moral development of   the child.” The law   mandates the 

parents to   be   supportive in the school efforts to promote   the   total   

development   of the   child. Such   support   is best   exemplified when teachers   

and   parents worked   well with   each   other, respect each   other    and 

recognizes their authority. 

Section 11 of BP 232 provides that  “x x x 3. Teachers shall be deemed 

persons in authority when in the discharge of lawful duties and responsibilities, 

and shall, therefore, be accorded due respect and protection.”  Similar provision 

can be   found in   Section 12 when it states “x x x School administrators shall be 

deemed persons in authority while in the discharge of lawful duties and 

responsibilities, and shall therefore be accorded due respect and protection.” 

It is important to stress these provisions, for   there are instances when   

parents   may have overlooked the fact that the administrators and teachers are 
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person in authority. If parents demand respect, they are also   called upon by law 

to do to the same. 

Legal Dilemmas of   Administrators and Teachers in their dealing with 

Parents 

Although the law mandates the   school to collaborate and communicate 

with parents, there are instances   that   the   school is antagonized by the 

presence of unruly   parents. The first dilemma the   school would be confronted 

with is how to get rid of   problematic parents   without getting rid of the   latter’s 

children in their school    (considering that the students had nothing   to do   

directly   with the   incident). It   is possible   that   the students   are very good   

but his or   her parents   cause   headaches and trouble with the   school. It   is a 

very difficult   situation, which   an   administrator may   be confronted with. 

In the   case   of Tan vs. CA, the   parents filed a complaint against the 

Principal and the   Administrative Consultant of the school   for   refusing   to   

admit   certain students   for the school year 1987-1988  because the parents of   

the latter   had     heated   controversies, with the latter, committed acts of 

misbehavior, and refused to dialogue with the school administration. They 

decided not  to admit students    believing that it would be best for all concerned 

if these children enrolled in other schools. 

The Supreme   Court ruled that  “— Where relations between parents and 

students on the one hand, and teachers and administrators upon the other hand, 

have deteriorated to the level here exhibited, a private school may, in the interest 

of the rest of the student body and of the faculty and the management as a 

whole, and of the children of the parents affected, require the affected children to 
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be enrolled elsewhere. The maintenance of a morally conducive and orderly 

educational environment will be seriously imperiled if, under the circumstances of 

this case, Grace Christian is forced to admit petitioners' children and to 

reintegrate them to the student body. It may even be argued that petitioners' 

children have been innocent victims in a deplorable confrontation between some 

parents and respondent School, but the situation here finds some analogy in 

labor cases where, because of pre-existing and supervening strained relations, 

reinstatement is not always a feasible solution." (Supra) 

The high court in this case favored the   school when it ruled   the non-

admission of students, whose parents had strained relationship with the school. 

In this case the innocent victim, the school children, suffered from   this   

relationship. 

In this case, obviously one party has to   feel   the axed of   the law. 

The  ruling of  the  Supreme  Court  may   be  disadvantageous on the  part 

of the  students  who   may   have   been   affected. Should  we make the   

innocent victim  suffer  from   the   acts  done  by  their   parents .  Justice  

Isagani  Cruz   in his   dissenting   opinion in Tan vs CA   said   “While I do not 

disagree with the ruling as a general principle, I think it should be applied on a 

case-by-case basis, taking into account the particular attendant circumstances, 

especially the reason for the strained relations. Conceivably, these may have 

been caused by the school itself, and not always innocently. Where, say, the 

school is run by an authoritarian who obstinately refuses to listen to others, or it 

enforces clearly whimsical or arbitrary policies, or it deliberately provokes the 

parents precisely to cause the strained relations, I do not think the parents should 
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be faulted for protesting. The doctrine would clearly be inapplicable in such cases 

notwithstanding the strained relations. At any rate, there should be no question 

that not every complaint of the parents is per se unreasonable. It should not 

follow that because their complaints have strained their relations with the school, 

their children can on that score alone be denied re-enrollment.” 

It is suggested  that  school   exercise  caution  in  making   decision that   

would   greatly   affect   the  future  of  school  children . 

Another dilemma faced by   school   administrators   and teachers is the   

extent, which the parents can   question school   policies without infringing on 

their   academic freedom.”.  Article  IV Section 5(2)  provides that  “ Academic   

freedom  shall   be   enjoyed     in all institutions  of  Higher Learning”. As  

formulated in the  Constitution   , academicn  freedom includes ,institutional   

academic freedom , faculty  academinc freedom and student  academic  

freedom. The  1940 Statement of Principles on Academic Freedom and Tenure, 

which was developed by the American Association of University Professors 

(AAUP) and the Association of American Colleges and Universities stated  that 

“Teachers are entitled to full freedom in research and in the publication of the 

results, subject to the adequate performance of their other academic duties. 

.Teachers are entitled to freedom in the classroom in discussing their subject, but 

they should be careful not to introduce into their teaching controversial matter 

that has no relation to their subject.. College and university teachers are citizens, 

members of a learned profession, and officers of an educational institution. When 

they speak or write as citizens, they should be free from institutional censorship 
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or discipline, but their special position in the community imposes special 

obligations. As scholars and educational officers, they should remember that the 

public may judge their profession and their institution by their utterances. Hence 

they should at all times be accurate, should exercise appropriate restraint, should 

show respect for the opinions of others, and should make every effort to indicate 

that they are not speaking for the institution.” 

On  the   other  hand  in    Tan  vs CA   the  Supreme   Court  held  that  “It 

is true that private schools — not unlike public utilities and other private 

corporations whose businesses impinge on the public interest — are subject to 

reasonable regulation and supervision of the State (Const., Art. XIV [4] [1]). At 

the same time, however, private schools have the right to establish reasonable 

rules and regulations for the admission, discipline and promotion of students. 

This right to establish and enforce reasonable rules and regulations extends as 

well to parents and parent-teacher associations, as parents are under a social 

and moral (if not legal obligation, individually and collectively, to assist and 

cooperate with the schools. In the instant case, since petitioners have failed to 

comply with the conditions and prerequisites for admission, i.e., registration 

within the prescribed dates, payment of duly-approved tuition fees, and 

compliance with school rules and regulations, Grace Christian cannot be 

regarded as having acted arbitrarily or capriciously in refusing to re-enroll 

petitioners' children.” 

The   above  law   and  jurisprudence  must  set  guidelines  for  teachers   

and  administrators   on how  this   right must   be  properly   exercise .  Justice   
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Cruz in Tan  vs  CA    argued in dissent that “  “The parents should have the right 

to examine the policies of the school and to demand a higher quality of education 

for their children. The method must, of course, be lawful. But refusing the 

children re-admission simply because their parents have incurred the displeasure 

of the school is to me an arbitrary decision that this Court should not condone.” 

It is   clear then that the parents can   question the policy of the school   

provided   that   it   should be done in a   proper   manner . The  school in  the   

exercise  of  its  academic  freedom and in its  desire to promote  a morally 

conducive and orderly educational environment may not admit students  whose   

parents the  school   had  strained   relations .They  may  not   be   forced  to    

reintegrate these student  in their   school . G.R. No. 90063, December 12, 1989, 

pp. 5-6; 7) . 

The   third dilemma which   school administrators and   teachers   are   

faced with   is whether or   not their   power   to   discipline   extends even to the 

parents   of the   school children. In the same   case   Tan Vs   CA, the   Supreme 

Court ruled,    “ It is true that private schools — not unlike public utilities and other 

private corporations whose businesses impinge on the public interest — are 

subject to reasonable regulation and supervision of the State (Const., Art. XIV 

Sec.4 par.1). At the same time, however, private schools have the right to 

establish reasonable rules and regulations for the admission, discipline and 

promotion of students. This right to establish and enforce reasonable rules and 

regulations extends as well to parents and parent-teacher associations, as 

parents are under a social and moral (if not legal) obligation, individually and 

collectively, to assist and cooperate with the schools. In the instant case, since 

petitioners have failed to comply with the conditions and prerequisites for 
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admission, i.e., registration within the prescribed dates, payment of duly-

approved tuition fees, and compliance with school rules and regulations, Grace 

Christian cannot be regarded as having acted arbitrarily or capriciously in 

refusing to re-enroll petitioners' children. (Supra)” 

The fourth dilemma which administrators   are faced with   is how to 

convince   teacher    to positively view      this   task of collaborating and 

communicating with parents   working with parents amidst the fact that they a re 

already overburdened with long list   of   responsibilities. Law to work with 

parents mandates teachers; however, these teachers are   not provided   with the   

necessary training    to   develop their   skills, communication proficiencies, and 

facilitation competencies.  In the Philippines most   of   the   income   of t he 

school   goes to   the   salary of the   teacher and   little is   left   for professional   

development. 

Teacher education at the undergraduate level typically provides little 

training in parent involvement. For a family involvement program to succeed, the 

school must provide professional development activities for teachers that would   

equip them with the necessarily skills in dealing with parents. 

There are more other issues that concern the administrators, these are 

but a few. Weighing the positive and negative consequences, administrators are 

being   challenged   to   move forward and take a stand. 

Below are sample   cases where parents have   expressed their   concern on 

matters   that have affected their children education. 

Survey of   Cases Brought by   Parents   Clamoring    for School Reform 

1. In Labad vs. University of Southeastern Phils. The   Parents Teachers 

Association filed a letter-complaint with the president of respondent university, 

2007 HICE Proceedings 
Page 1091



charging Ms  X with "Dishonesty", "Grave Misconduct", and "Unfitness as a 

Teacher". The parents alleged that the   teacher   lied to the parents when she 

publicly announced during the PTA meeting that she paid P64, 000.00 although 

the Tensor Printing charged only P54, 000.00, that she violated several 

provisions of R.A. 7079, Campus Journalism Act of 1991, that she trusted (sic) 

an unfinished assignment to Jeffrey Tero's mouth of (sic) the full view of his 

classmates while she was seated on her table. Her temper is beyond control, 

which could endanger our children physically, psychologically and emotionally. 

These are but some of   the   issues   raised by t he parents. This is an example 

where parents would not   just be a silent   partner on   issues   affecting their 

children. 

 

2. .In the case entitled   Austin Hardware Inc. vs. Court of Appeals; the Parents-

Teachers Association of Pedro Cruz Elementary School addressed complained 

the   operation   of X    Hardware   Inc. for being a nuisance. They   alleged   that 

the company’s operation    in   Lope K. Santos, which is a very narrow street, 

produces   traffic jam due to the   heavy trucks used by X Hardware. The blowing 

of horns disturbs the classes going on in the school. Further they alleged that   

the unloading of steel bars creates much noise detrimental to the pupils' learning. 

Aside   from this the parents also complained    about the emission of   a foul 

odor, causing air pollution dangerous to the pupils' health. In this case the   

parents together   with   other complainants were successful   in   revoking the   
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license   of the said company. Their success   brought better school environment   

to schoolchildren 

3. In the   case entitled    Leopoldo vs. People of the Philippines, the Parents 

Teachers Association of the Panabo High School filed a   letter complaint against   

the Principal and   Resident Auditor regarding, among other things, the alleged 

overpricing of 12 fire extinguishers for P15, 000.00. It was alleged that the   

Principal     purchased the fire extinguishers and office and school supplies 

without the benefit of a public bidding, which resulted to considerable overpricing 

of the fire extinguishers, and the supplies.  The   Supreme Court finds them guilty 

for   purchasing the fire extinguishers and office and school supplies without the 

benefit of a public bidding, in gross and evident bad faith, resulting in the 

considerable overpricing the gross prejudice of the government. (Leopoldo   Oani   

vs. People of   the   Philippines .Gr No. 139984).  It is   evident   from   this case   

that parents are vigilant in   safeguarding the funds intended   for their school 

children.  They will not close    their   eyes   to   anomalous transactions   taking   

place in school. And they   will   go to the extent of fighting the battle in court. 

4.In the case   entitled   Bloomfield   vs. CA, the   Parents   Teachers association 

filed a complaint seeking to stop the implementation of the increase in tuition fees 

by petitioner school. It   was asserted that the increase was adopted without the 

prior consultation required by law and that, in any case, the approved increase 

was exorbitant (at 21.22%). Petitioners, on their part, contended that the parties 

did, in fact, hold consultations at which the wage increase for teachers mandated 

by Republic Act 6727 and the resulting increase in tuition fees allowed by 

Republic Act No. 6728 were discussed at length. The Solicitor General, 

answering the complaint for and in behalf of the DECS Secretary, attested to the 
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approval by DECS of a fifty percent (50%) tuition fee increase for the school year 

1989-1990. The  Supreme  Court  held  that   The judicial action initiated by 

private respondent before the court a quo appears to us to be an inappropriate 

recourse. It remains undisputed that the DECS Secretary has, in fact, taken 

cognizance of the case for the tuition fee increase and has accordingly acted 

thereon. We can only assume that in so doing the DECS Secretary has duly 

passed upon the relevant legal and factual issues dealing on the propriety of the 

matter. In the decision process, the DECS Secretary has verily acted in a quasi-

judicial capacity. The remedy from that decision is an appeal. Conformably with 

Batas Pambansa Blg. 129, the exclusive appellate jurisdiction to question that 

administrative action lies with the Court of Appeals, not with the court a quo. 

Evidently  this   case   would  again   prove  that   parents   would   really   go  out   

of   their   way   questioning   the policy   of  the   school . However,   as  long  as   

the   school   did not   deviate   or  violate the  legal  requirements   of t he   law , 

their   decision  prevails . 

Clearly in these cases, the collective action of the parents they  seek  

correction  for  anomalous   transactions, misconduct of   school   authorities and   

detrimental environment condition that can affect the interest of  school children. 

Timely intervention of parents   and their   vigilance   not to   tolerate   abuses in 

school resulted    to a   better school. It is in these instances    that the   valuable   

support of the parents cannot be taken for granted. However , there   are   cases  

where  parents  should   be  taught   ,although   recognizes  the   rights  of  

students  and   their   parents  to  address their grievances both to school 
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authorities, media, and the general public to the extent of sometimes 

countenancing uncivil and rowdy behavior ,  the   Supreme  Court, as  expresses  

by Justice   Isagani   Cruz ,   will not    hesitate to strike down violence and 

anarchy when certain students and their inevitable supporters misuse the grant 

of "ordered liberty" mandated by the Constitution. Educators who insist on high 

standards and who enforce reasonable rules and discipline deserve support from 

courts of justice and other branches of Government. 

It  is   therefore  recommended   that  if  school  recognizes   the  valuable   

contribution   of  parents   in the school  , they   must  develop  an   effective  

mechanism  that   encourages parents to  participate  and  collaborate  with  

them. If we're truly interested in establishing a dialogue with the parents of  our  

students    we need to understand what parents think can be done to improve  

such   relationship. According   to  Finder and   Lewis  (1994)  there is  a need   

to  (1)  clarify how parents can help. Parents need to know exactly how they can 

help. However   due  to  lack of   information   they   do not   exactly  know  how  

they   will be  involved in   children’s ,(2) Encourage parents to be assertive. 

Parents who do see themselves as needed participants feel strongly that they 

must provide their children with a positive view of their history and culture not 

usually presented at school,(3)Develop trust. Parents affirm the importance of 

establishing trust. In the opportunities we provide for involvement, we must 

regularly ask ourselves what messages we convey through our dress, gestures, 

and talk (4) Build on home experiences. Our assumptions about the home 

environments of our students can either build or sever links between 
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home.,(5)Use parent expertise. Moll (1992) underscores the importance of 

empowering parents to contribute "intellectually to the development of lessons." 

He recommends assessing the "funds of knowledge" in the community, citing a 

teacher who discovered that many parents in the Latino community where she 

taught had expertise in the field of construction. Consequently, the class 

developed a unit on construction, which included reading, writing, speaking, and 

building, all with the help of responsive community experts -- the children's 

parents. 

Further ,  Finder(1994)    stressed  that  “Too often, the social, economic, 

linguistic, and cultural practices of parents are represented as serious problems 

rather than valued knowledge. When we reexamine our assumptions about 

parental absence, we may find that our interpretations of parents who care may 

simply be parents who are like us, parents who feel comfortable in the teacher's 

domain. Instead of operating on the assumption that absence translates into non-

caring, we need to focus on ways to draw parents into the schools. If we make 

explicit the multiple ways we value the language, culture, and knowledge of the 

parents in our communities, parents may more readily accept our invitations.” 

Added  to   this,  if  administrators  and  teachers   are  serious  about   

improving  parental  involvement  in  school   they  would  look   at  the  laws   as   

effective  guidelines  in leagally   dealing   with parents. 

The   school  and   the   parents  must   be  partners   not   enemies .  Their   

relationship   must be described  as  harmonious  rather   than   adversarial. As   
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both   of  them  desire  to   promote  the   utmost  development   of  t he   child   

they should  not  part  ways  . They  should   cooperate  . 

 

Conclusion: 

The welfare of the school children   is always a priority. The law 

recognizes both the legal right   and the natural right of the parents to   rear and   

educate their   children. Parents and schools need to work toward a common 

goal and share responsibilities in order for a child to do well in school.  When 

they see that both school and parents are involved in their classroom, students 

become motivated to do well in school.” It is   about time that schools must   

provide for   mechanism where parents can have the venue to collaborate and 

communicate with them on matters   affecting their children. Considering that 

parents are invaluable   resources, the school should   take advantage and   

exert effort   to transform this resource positively. Encouraging parents to be 

involved in educating their   children proves to be a worthy   undertaking. 

However, each one   should   be aware of the legal   parameters protecting their   

relationships. Being aware   of their rights and obligations   could contribute to 

the building of a strong parent school, administrator and teacher team.  Working 

on the same goal, each should   realize that that in working as one they   could 

achieve success. 
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Abstract:  

 

This case study explores innovative instructional techniques employed to teach the 

theory and hands-on elements of flight to three Air Cadets. Two males (ages 16 and 

17) and one female (16) earned their Glider Wings through an intensive six week 

course over the summer consisting of ground school and flight training.  
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Current educational principles were applied by their instructor (the author) in 

response to the differences encountered between the young female and the two 

young males learning how to fly. Instructional techniques were applied to their 

different learning styles and ability to assimilate information followed by repeated 

performance of specific and measurable motor skills. 

 

In this example, the model demonstrates how the principles and ethics of teaching 

(ie: professionalism, standards, evaluation, and authority) can be practically applied 

outside classroom walls while in a structured environment. Consequently, the 

instructional effectiveness addressed the differences of learning styles between the 

female and male students in a filed environment outside the classroom.  
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A program evaluation (Isaac & Michael, 1997) was conducted assessing the 
impact of 90-minute Innate Health assemblies presented over a two-week period to the 
student body at Morgantown High School. The approach used in this program, Health 
Realization/Innate Health (HR/IH), is derived from a brief therapy model (Lewis, 2003) 
based on the assumption that people have innate resiliency, a capacity for common sense 
and personal responsibility that is always accessible regardless of their circumstances or 
their past experiences. HR/IH has been implemented and evaluated in several school 
settings with results that suggest it offers significant promise to address low self-esteem, 
depression, stress and anxiety in students; issues that are often the root causes of 
disruptive behaviors and poor performance (Marshall, 2004; Mills & Spittle, 2001). 
HR/IH as implemented in school settings is a psychoeducational program that involves 
explaining the principles underlying psychological functioning (Banks, 1998) and 
creating a context in which participants are encouraged to discover and engage their own 
innate health and capacity for resiliency.  Participants are asked to recognize how thought 
works to create experience; and how, as the thinkers of their own thoughts, they create 
their moment-to-moment perceptions and experience of reality. The program focuses on 
understanding that people think and the process of thinking, not on what people think, the 
content of thinking (Pransky, Mills, Sedgeman, & Blevens, 1995). As students come to 
realize that their own thinking is creating their states of mind, they come to understand 
how to use their state of mind, or feeling state, as a guidance system letting them know 
when to take their thinking seriously, and when to let it go and wait for negative or non-
constructive thinking to pass before acting. 

The program we presented was designed and delivered by Judith A. Sedgeman, 
Education Director of the West Virginia Initiative for Innate Health at West Virginia 
University (www.wviih.org), who is one of the leading theorists in HR/IH (Pransky et al., 
1995; Sedgeman, 2005).  We developed a logic model (Rossi, Lipsey, & Freeman, 2004) 
detailing the expected impact of Innate Health assemblies based on program goals and our 
evaluation methodology (see Table and Figure 1). Student questionnaires (n=806) addressing 
satisfaction with and learning during the assemblies were completed. Teachers returned 
preliminary (n=46) follow-up (n=35) surveys focusing on the need for, satisfaction with, and 
perceived impact of the program. School level data was collected on attendance and 
disciplinary referrals before and after implementation.  
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Because of the crowded classroom setting in which the program was delivered, 
the program consisted primarily of lecture with question and answer. In an ideal setting, 
there would be opportunity for small group interaction and more student participation. 
Across 5 Likert-type items (internal consistency α=.85) addressing students’ satisfaction 
(e.g., “The program held my attention and made sense to me.”) and learning (e.g., “This 
program helped me understand why people get upset and how people calm down.”), the 
average rating was 3.0 (SD=.93), which coincides with an answer of “pretty much”. 
Student comments on this survey (“Please add any other comments you would like to 
make about the program”) indicated many students would have liked to be more involved 
in the program and have more chance for discussion and interaction.  

Teachers were asked just prior to and 5 weeks after the program concluded how 
often they observed students fighting/engaging in hostile or dangerous conduct and how 
often they observed students in emotional reactions. They were also asked a series of 3 
Likert-type items (internal consistency α=.57) regarding the level of stress present in their 
school (e.g., “How would you rate your stress level when you are dealing with upset 
students?”). School-wide attendance and referral rates were collected for time periods 
covering 53 school days prior to and following delivery of the program. Means (standard 
deviations) indicate small non-significant decreases in each of these teacher and school-
wide measures (See Table 2). Our data do not allow us to conclude that the program 
impacted these variables, but it does give reason for optimism. Each student participated 
in a single workshop in less than optimal teaching/learning conditions and yet there was a 
consistent break across multiple measures indicating change occurring concurrent with 
the time at which these workshops occurred. 

Based on qualitative analyses of student and teacher comments, we are utilizing a 
peer counseling model this year. Now, as student peer educators are being prepared to 
deliver HR/IH programs, they are developing modules that incorporate the information 
into discussions, games and other student-focused activities. We are preparing a follow-
up qualitative study designed to understand each of these peer counselor’s experiences as 
they have learned about the HR/IH model and sought to utilize it in their work with their 
peers. 

 
Table 1 
Innate Health Program Goals and Anticipated Outcomes 
Program Goals 
 

Anticipated Outcomes 

Students will understand how and why people 
experience a “rollercoaster ride” of emotions; 

Students are able to self-correct and require 
less attention/intervention. 

Students will understand how the human mind 
works naturally to bring us back into balance; 

Students display fewer emotional reactions 
or outbursts. 

Students will understand how and why people 
can override that natural resiliency; 

Students display fewer hostile, negative or 
dangerous behaviors. 

Students will learn how they can reconnect to 
their own common sense and wisdom when 
they need it most. 

The “tone” or “climate” of student life is 
less stressful and more positive and 
constructive.  
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Table 2 
Teacher and School-wide Measures Before and After Program Implementation 
Item/Scale Pre 

 
Post 

About how many times in the past 5 weeks have you observed 
students fighting or engaged in conduct that you consider hostile 
or dangerous? 

2.49(4.6) 2.14(2.3)

About how many times in the past 5-weeks have you observed 
students in emotional reactions? 

6.18(6.7) 5.23(5.8)

On a scale of 1 to 5, 1 being never stressed at all and 5 being 
stressed most of the time, how would you rate the stress level 
among your students? 

3.29(0.6) 3.26(0.6)

On the same scale, how would you rate your stress level when you 
are dealing with upset students? 

3.14(0.7) 2.94(0.9)

On a scale of 1 to 5, 1 being never and 5 being most of the time, 
how often do you observe that students have the ability to calm 
down and regulate their own behavior? 

2.83(0.6) 2.74(0.8)

Percentage (across 53school days) of students absent  7.44(1.7) 7.16(1.6)
Number of Disciplinary Referrals during 53 school day period 200 102 
Note: Numbers in parentheses are standard deviations. 
 
Figure 1 
Logic Model for Program Assessment 
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Abstract: 

 
  
It is recognized that learning to read is a significant challenge for children who are deaf 
or hard of hearing.  Even when receiving reading instruction, the average change in 
reading achievement for children who are deaf is approximately 0.3 grade levels per year 
until most children reach a third or fourth grade ceiling (Paul, 1988).  Gallaudet 
University’s Research Institute (GRI, 2002) reported that median reading comprehension 
scores for 17 and 18 year old students who are deaf equaled the fourth grade reading level 
of their same age peers who hear.  Furthermore, only 3% of 18 year olds who are deaf 
will achieve the same reading level as the typical 18 year old reader with hearing 
(Marschark, Lang, & Albertini, 2002).  Even more disturbing is the fact that nearly 30% 
of students who are deaf leave school functionally illiterate (Kelly, 1995; Traxler, 2000).   
Several studies provide hope for greater success in reading achievement for children who 
use cochlear implants (Boothroyd & Boothroyd, 2002; Moog & Geers, 1999; Unthank, 
Rajput, & Goswami, 2001).  However, Spencer, Tomblin, and Gantz (1997) found that 
nearly 60% of cochlear implant users scored a year or more below grade level peers.   
  
It is interesting that even though much is known about the serious literacy problems of 
children who are deaf or hearing impaired, relatively little research exists to evaluate the 
process of how they learn to read and how best to design early intervention programs to 
try and improve long term reading outcomes.  To address this issue, the Multidisciplinary 
Literacy Project for Children who are Deaf or Hard of Hearing has been established at the 
University of Tennessee. The goal of the project is to develop educational leaders able to 
serve as consultants or direct service providers in preliteracy education for children who 
are deaf or hard of hearing.  Graduate students in the project are recruited from the areas 
of education of the deaf, audiology, and speech/language pathology.  
 
The Multidisciplinary Literacy Project is designed to prepare special educators who 
understand the relationships between spoken or signed language and literacy, and the 
different ways in which children with hearing impairment learn to process meaning and 
context from sound and orthography.  As part of the project, graduate students acquire the 
skills to collect the data needed to predict the best preliteracy teaching strategies, modify 
interventions, and share their findings with other professionals. As they progress through 
the training, students are asked to focus their thinking, organizing, and problem solving 
skills as they apply preliteracy interventions with special attention to their own 
disciplinary strengths and scope of practice statements. As a result, this project facilitates 
collaboration through hands-on multidisciplinary practice in pupil literacy assessment, 
providing relevant interventions, and pupil/preliteracy program evaluations.  
 
To accomplish the goals of the project, graduate students participate in a seminar that 
addresses a well-developed and peer-reviewed framework of literacy acquisition for 
children with normal hearing (van Kleek, 1998), and includes ongoing discussions of 
multidisciplinary collaboration during both the fall and spring semester.  They also 
participate in ten hours a week of hands-on practicum work, including a longitudinal 
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research project dealing with the collection, analysis, and dissemination of data on how 
children with hearing loss most effectively acquire preliteracy skills 
 
This work-in-progress is a 5 year federally funded personnel preparation project.  This 
session will address issues from the first and second years of the project.  Topics will 
include student teaching issues between disciplines, collaborative team meetings for 
graduate students, and research agendas for each discipline.  Preliminary findings from 
research on the use of curriculum based measures to evaluate response to intervention in 
critical pre-literacy areas such as rapid naming of vocabulary, rhyming, and alliteration 
will be presented.  Additionally, collaborative assessment and intervention strategies will 
be discussed. 
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 Rhinology and Laryngology, 111,79-84. 
 
Gallaudet Research Institute (May, 2002). Literacy & Deaf Students. Retrieved January 
 12, 2003, from http://gri.gallaudet.edu/literacy. 
 
Kelly, Leonard P. (1995). Processing of bottom-up and top-down information by skilled 
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Traxler, C.B. (2000).  Measuring up to performance standards in reading and 
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and Deaf Education, 5, 337-346. 
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 phonological awareness skills of young deaf children. 8th Symposium on Cochlear 
 Implants in Children, Los Angeles. 
 
van Kleek, A. (1998).  Preliteracy domains and stages: Laying the foundations for 
 beginning reading. Journal of Children’s Communication Development, 20, 33- 51.  
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Academic Achievement: Reciprocal Effect Model 
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Auyporn Ruengtrakul2 

 

Abstract 
 This study tests theoretical and developmental model of causal ordering among 
academic self-concept, nonacademic self-concept, and academic achievement and studies the 
difference of self-concept structure of student between sector of schools in a multicohort-
multioccasion design with 3 age cohorts and each with 3 measurement waves. Participants 
were 1,350 students in mattayomsuksa 1 to 5 between public sector schools and private sector 
schools. Data were collected by SDQII-Thai version, ROPELOC-Thai version, and RSAA. 
The results were between data analysis and model validation.  

Introduction 
 Over the past decades, student’s academic achievement are important goal for 
instructors and administrators. Self-concept is one of important factors related to academic 
achievement (Marsh & Craven, 1997) and involves a description and evaluation of one’s 
perceived academic ability (Byrne, 1996; Hattie, 1992), which has been  wildly studied. In 
pictural representation of the multidimentional, hierarchical model of self-concept, by 
Shavelson et al. (1976), self-concept was divided in to academic and nonacademic. Research 
suggests that academic self-concept helps to predict academic achievement (McCoach & 
Siegle, 2002) and one third of the invariance in achievement can be accounted for by 
academic self-concept alone (Lyon, 1993). Several researchers have tried to explain about its 
effect, structure, development, and applied to enhance student’s academic achievement. Early 
studies, self-concept was presumed to make a causal difference in addressing some of the key 
social issues(Marsh & Craven, 1997) and made the debate about the developmental process 
between academic self-concept and academic achievement. For compromise the debate, 
Marsh and Craven (1997) claim that academic self-concept and academic achievement are 
mutually reinforcing construct and draw conclusions about the related effects of self-concept 
structure and this solution has profound policy implication for wide range of issue in the 
public interest. They develop perspective on their causal ordering between academic self-
concept and academic achievement using a multicohort-multioccasion design with student in 
grade 2, 3, and 4, each with three measurement waves separated by one year interval. The 
study shows when the student grew up, their academic self-concept response became more 
reliable, more stable, and more strongly related with academic achievement and wildly 
support good view for the generalizability of reciprocal effect model.  
   Most recent researches involving self-concept concentrated in test theoretical and 
developmental self-concept model (Marsh, Papaioannou & Theodorakis, 2006; Guay, Marsh 
& Boivin, 2003), apply self-concept knowledge for improving student outcome in various 
educational situations (Burnett, 2003; Freeman, Sullivan & Fulton, 2003; Egbochuku & 
Obiunu, 2006). Furthermore, the scope of self-concept researches still aim to study 
relationship between academic self-concept and academic achievement while nonacademic 
self-concept was incurious. William (1993) presented result from a study of the relationships 
among academic achievement, Nonacademic self-concept and gender, the result of this study 
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 3

revealed that  nonacademic self-concept may be useful in predicting achievement although 
academic self-concept effects were substantial and significantly larger than nonacademic self-
concept effect. For this reason, this study aimed to test theoretical and developmental model 
among academic and nonacademic self-concept and academic achievement by using 
reciprocal effect model which based on drawing relationship from related literature review.  

Related Literature  
 Self-concept was considered to be important factor fostering student’s academic 
achievement. Previous research has revealed that self-concept tends to rise through the 
adolescent years (Guay, Marsh & Boivin, 2003). The student who perceived themselves to be 
more effective, more confident, and more able to accomplish than students with less positive 
self-perception (McCoach & Siegle, 2003).          
 Self-concept was categorized in to academic self-concept and nonacademic self-
concept (Shavenson, Hubner & Stanton, 1976), each influences academic achievement 
differently by nature. Academic self-concept involved a description and an evaluation of 
one’s perceived academic ability and nonacademic self-concept involved a description and an 
evaluation of one’s perceived nonacademic ability. Both have influent to academic 
achievement during student have experience in real life. The strongly relationship between 
academic self-concept and academic achievement were causal ordering (Marsh, Papaioannou 
& Theodorakis, 2006; Marsh & Craven, 2006; Guay, Marsh & Boivin, 2003) and were 
reinforcing together. In present day, the way to portray their effects were reciprocal effect 
model which made explicit empirical test of causal ordering through the application of 
multiwave panel design in which the same construct were collected from the same individual 
on multiple occasion (Marsh, Papaioannou & Theodorakis, 2006).  

However, Reciprocal effect model was largely on academic self-concept and 
generalized to elucidate self-concept construct for improving student academic achievement 
while nonacademic achievement, the important factor to academic achievement has few study 
and unclear to explain.  

Objectives 
 The purpose of the present study is to test theoretical and developmental model of 
causal ordering among academic self-concept, nonacademic self-concept, and academic 
achievement in a multicohort-multioccasion design with three age cohorts and each with three 
measurement waves to explain (1) the difference of self-concept structure and academic 
achievement and (2) the correlation among academic self-concept, nonacademic self-concept, 
and academic achievement of student between two  school sectors.  

Variables in the study 
 This research was multicohort-multioccasion design for studying causal ordering 
adapted from model design of Guay et al. (2003). It was different in which this causal model 
was added a nonacademic self-concept. For testing theoretical and developmental model of 
causal ordering between academic self-concept, nonacademic self-concept, and academic 
achievement, Variables in model is composed of (1) an academic self-concept is latent 
variable which measure from two observes variable; mathematic self-concept and verbal self-
concept. (2) a nonacademic self-concept is latent variable which measure from three observe 
variables; leadership, self-esteem, and cooperation. (3) an academic achievement is latent 
variable which measure from student grade point average rated by teacher.   
 In definition, academic self-concept involves a description and an evaluation of one’s 
perceived academic ability (Bryan, 1996; Hattie, 1992) such as math self-concept, reading 
self-concept, and verbal self-concept and nonacademic self-concept involves a description 
and evaluation of one’s perceived nonacademic ability such as self-confidence, open 
teamwork, coping with change. Nonacademic self-concept latent variable in causal ordering 
model have three observe variable, leadership ability (LS) refers to leadership capacity, self-
efficacy (SE) refers to ability to handle thing and find solution in difficult situation, and 
cooperative teamwork (CO) refers to cooperation in team situation (Richard, 2000).  
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Figure 1 Causal ordering of academic self-concept, nonacademic self-concept, and academic 

achievement. 

 
Figure 2  Multicohort-multioccasion design with 3 age cohort and each with 3 measurement waves. 

Research Method 
1. Participants   

      Participants were three cohorts of  1,350 students, matayomsuksa 1 to 5 (age 
between 12 – 18 years old), from public schools and private schools and were selected by 
multistage sampling.  
 2. Research Instrument  
     Three research instruments were used for collecting data included (1) Self 
Description Questionnaire (SDQII-Thai version) to collect academic self-concept data 
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contains 20 items, (2) Review of Personal Effectiveness and Locus of Control (ROPELOC-
Thai version) to collect nonacademic self-concept data contains 9 items and (3) The Rating 
Student Academic Achievement Form (RSAA) to collect student academic achievement.  
SDQII and ROPELOC were adapted from SDQII of Marsh (1992) which was designed to 
measure multiple dimensions of self-concept to adolescents contains 102 items, 11 factors 
including Math, Physical Appearance, General, Honesty/Trustworthiness, Physical abilities, 
Verbal, Emotional Stability, Parent Relationship, School, Same-Sex Relationship, and 
Opposite-Sex Relationship. SDQII is considered to be the most validated self-concept 
measure available for use with adolescents and  ROPELOC of Richard (2000) contains 45 
items, 14 factors including personal abilities and beliefs (Self-Confidence, Self-Efficacy, 
Stress Management, Open Thinking), social abilities (Social Effectiveness, Cooperative 
Teamwork, Leadership Ability), organizational skill (Time Management, Quality Seeking, 
Coping with Change).  In this research, research instruments were shorter than the original  
because  this research was specifically study in some observe variables to answer research 
questions. 
      Data was collected 3 times by researcher in academic and nonacademic self-
concept from two research instruments (SDQII and ROPELOC), and use teacher for rating  3 
times student academic achievement. Each data collection period difference 1 month. The 
first cohort was collected from student mattayomsuksa 1(T1), 2 (T2), and 3 (T3), the second 
cohort was collected from student mattayomsuksa 2(T1), 3(T2), and 4(T3), and the third 
cohort was collected from student mattayomsuksa 3(T1), 4(T2), and 5(T3) 
 3. Data analysis 

    Data from student were analyze by (1) SPSS to analyze descriptive statistics and 
(2) LISREL to validate the reciprocal effect model among academic self-concept, 
nonacademic self-concept, and academic achievement by considering (i) Goodness of Fit 
from maximum likelihood of estimation, the comparative fit index (CFI), the nonnormed fit 
index (NNFI) and the root-mean-square error of approximation (RMSEA) (ii) Correlated 
uniqueness with longitudinal data from confirmatory factor analysis (CFA) and (iii) Test of 
invariance over difference age cohorts and school sectors from multiple group analysis. 

Findings 
 It is expected that the proposed reciprocal effect model among academic self-concept, 
nonacademic self-concept, and academic achievement will show difference of causal ordering 
to understand structure and effect between the student of  public school and private school. It 
should be noted that the present research work is in the process of  data analysis and model 
validation.  

Educational Importance of the Study 
 Because the result of educational assessment of Thai Educational Reform in 2005 
from The Office of Education Council (OEC) and The Office of National Education Standard 
and Quality Assessment (ONESQA), Thailand, revealed that student quality and standard of 
academic achievement, in basic education, was unsatisfied, especially in Thai Language, 
Mathematics, and English, and unequal in the right to study in many educational areas and  
school sectors, including resources management in education. Hence, knowledge about 
factors to enhance student efficiency is being the critical perspectives. The result of this study 
could be an important information for instructors, administrators, and policymakers in other 
educational areas to improve their plans, strategy, and supporting to their student academic 
achievement and to make fairness of the right to study happen.     
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 The Doctoral Process   2 

 
Abstract 

The ABD, or “all but dissertation” stage of the doctoral process, starts with the 

completion of all course work and ends with the successful defense of a dissertation.  More than 

half of all doctoral students’ education end at this period and it has traditionally been very 

problematic for most students.  The challenges graduate students encounter in the doctoral 

process during the “ABD” period can expand the dissertation process longer than anticipated and 

potentially lead some students to drop out without having attained their goal. In fact, according 

to the Chronicle of Higher Education (Smallwood, 2004), the attrition rate in doctoral programs 

could be as high as 50 percent, higher for minority students.  According to the authors of this 

article, the problems can be alleviated by personal planning and adjustments to the doctoral 

processes and knowledge of the program and the “players”.  This article provides suggestions for 

changing the process of both sides of this academic process–for the professorate and graduate 

students–and the benefits and problems of current doctoral work. 
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INTRODUCTION 

The United States system of higher education is often said to be the best in the world and 

its doctoral degrees, the crown jewels of our educational system.  Most research indicates that 

doctoral students are generally satisfied with the quality of their doctoral experiences; however, 

statistics show that up to half of all students, who enter doctoral programs, leave without receiving 

the Ph.D. (Smallwood, 2004).  

In a recent study, Michael T. Nettles and Catherine M. Millett (2006) surveyed more than 

nine thousand students from the top 21 doctorate-granting institutions in the United States for their 

book Three Magic Letters, which provides empirical data to help us understand the doctoral 

process.  Their findings indicated that more than 30 percent of all doctoral students surveyed felt 

they never had a faculty mentor.  In addition, Nettles and Miller (2006) determined that two-thirds 

of graduate students who enter programs, do not have any debt at the beginning of the program, 

but accumulate large sums of debt by its conclusion, suggesting that students who plan to 

undertake doctoral education should look into the affordability of both their undergraduate and 

graduate education.   

Students in the Nettles and Millett (2006) survey  also indicated that the social interaction 

between graduate students and faculty depended on the graduate discipline with faculty members 

in the engineering, sciences, mathematics and education having high interaction with their 

students, while social sciences and humanities faculty members having less student interaction.   

This is unfortunate because faculty interaction and mentorship are considered valuable tools for 

retention and progression. 

Nettles and Millett (2006) also noted that there were some differences in the quality of the 

academic experience of graduate students.  Students in the humanities had a high opinion of the 
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proficiency of their professors’ abilities, while those in the social sciences, mathematics, and the 

science were more critical of their professors’ abilities.  These authors also found that issues of 

race and gender continue to be a controversial issue in higher education, noting significant gaps in 

the experiences of minority and female graduate students.  These gaps in experience begin when a 

student is admitted into the program, to getting a teaching assistance or obtaining research 

assistant jobs to publishing research while still in graduate school, with these gaps not favoring 

minority students.  Finally, the study also found a strong preference among female and minority 

doctoral candidates for mentors and advisers who are from their same race or ethnicity, which is 

nearly impossible given the color of the academy – Male and Caucasian. 

Although a serious problem exists in academia, calls for action have mostly gone 

unanswered.  However, one thing is certain, doctoral education could be improved in numerous 

ways and doctoral students often receive training that is ineffective and does not prepare graduates 

for their future jobs; leaving many dissatisfied and seeing no point in completing the doctoral 

process, if they do not have a clear enough idea about where and how to get a job that would make 

full use of a Ph.D. degree. 

However, sacrifice and commitment may be at the root of the attrition problem.  

Committing to a Ph.D. means sacrifice.  Doctoral completion requires perseverance and very hard 

work.  It also means time, energy, organization, money, rest, good nutrition, tenacity, flexibility, 

cooperation, motivation, and developed goals.  Many students run out of steam while working on 

a dissertation, especially if they see no clear road to completion.  

This study discusses the experiences of African American Ph.D. students and professors at 

a historically black college and university and college (HBCU) and focuses on the joys and 

impediments on the road to the doctorate, as well as offering suggestions for successful studies. 
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CONTEXTS OF THE INVESTIGATION 

Florida Agricultural and Mechanical University (FAMU) is a historically black university 

located in Tallahassee, Florida.  FAMU is one of eleven institutions in Florida’s State University 

System and its enrollment consists primarily of undergraduate students.  FAMU offers 62 

Bachelor’s degrees in 103 majors/tracks, and 36 Master’s degrees.  Recently, Black Enterprise 

Magazine’s in its September 2006 issue honored FAMU as the number one college for African 

Americans in the country.  

FAMU was established in 1887, as the State Normal College for Colored Students.  It 

became a Land grant university in 1891 under the Second Morrill Act, changing its name to State 

Normal and Industrial College for Colored Students.  It became an official institution of higher 

learning until the 1905 Buckman Act.  Then, in 1909, it became the Florida Agricultural and 

Mechanical College for Negroes, and in 1953 the name was changed to its current name, Florida 

Agricultural and Mechanical University.  FAMU is noted for its College of Pharmacy, College of 

Journalism, and School of Business and Industry.  Currently, FAMU has 620 faculty members.    

In 1997, FAMU’s College of Education implemented a non-traditional Doctor of 

Philosophy program (FAMU Program Description Ph.D., 1998).  The Department of Educational 

Leadership designed a cohort (group or a band) model, where groups of 22-25 students would go 

through the course work together.  Dorn and Papalewis (1997) suggested that the formation of 

doctoral students and faculty cohorts promotes the retention of graduate students in professional 

studies.  Cohorts promote team building, improved task completion and adds much needed 

support to members trying to work full-time while earning their doctorates, which was the custom 

at FAMU. 
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This three-year program was designed to provide access and opportunity for qualified 

applicants who desired to acquire the critical knowledge, methodologies, and skills to become a 

transformational cadre of informed educational leaders for the State of Florida and the nation.  

The goal of the Ph.D. program in Educational Leadership is to provide the State and nation with a 

pool of Black PhDs who can assume leadership in transforming schools and school districts in 

rural and urban communities.  Another program goal was to recruit and prepare personnel who 

will serve as leaders, staff development trainers, and administrators in agencies, postsecondary 

institutions, and other educational entities 

The composition of the cohorts mirrored the national trends toward the awarding of 

doctorates with more women than men being admitted to the program. Thus, more women have 

graduated that men.   The following table shows the breakdown of the cohorts pursuant to gender: 

Table 2: Gender Composition of Cohort Admissions 

 
 

Cohort 

Number of 
Males 

Admitted 

Number of 
Females 
Admitted 

  Group 1 (Cohort 1997) 7 14 
  Group 2 (Cohort 1998) 4 21 
  Group 3 (Cohort 1999) 7 14 
  Group 4 (Cohort 2000) 5 7 
  Group 5 (Cohort 2001) 5 4 
*Group 6 (Cohort 2002) 2 2 
  Group 7 (Cohort 2004) 5 6 
  Group 8 (Cohort 2006) 1 9 

The program places a strong emphasis upon the acquisition of theoretical content and 

research methodology and the program evaluates progress towards these goals by assessing the 

graduation rates and interviewing alumni and their employers.  As of Fall 2006, 48 students have 

graduated.  The table below shows the number of students who have graduated by cohort since the 

beginning of its implementation. 

Table 2:  Cohort Graduates 
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Cohort 

Number of 
Graduates 

Group 1 (Cohort 1997) 16
Group 2 (Cohort 1998) 11
Group 3 (Cohort 1999) 12
Group 4 (Cohort 2000) 1
Group 5 (Cohort 2001)  9
Group 6  (Cohort 2002) 0
Group 7  (Cohort 2004) 0
   Total 49

 

Eighty-four (84) percent of the graduates are working in leadership positions as assistant 

principals, principals, professors/lecturers, directors, or administrators.    

 

REVIEW OF LITERATURE 

African American and Doctorates 

In the last two decades, there has been a steady increase in the number of African 

Americans earning doctorates.  In fact, there are more African American doctorates in this county 

than any time in American history.  According to the Journal of Blacks in Higher Education in 

2004 African Americans earned 1,869 doctoral degrees presented in American colleges, making 

up 7.1 percent of all doctorates awarded to American citizens; an increase of  more than 9 percent 

in one year.   

“In 1987 only 787 African Americans earned doctorates.  This year’s total of 1,869 

doctorates is nearly 2.4 times as many as were earned in 1987.  In 1990 the black 

share of all doctoral awards was 3.6 percent.  This number has grown to 7.1 

percent, showing significant progress in a relatively short period of time of 15 

years.” http://www.jbhe.com/news_views/50_black_doctoraldegrees.html). 
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This progress, however, does not hide the fact that African Americans receive slightly 

more than one half of the doctorates given to their Caucasian counterparts.  In addition, there 

continues to be a disparity  between African Americans and Caucasians in terms of the doctoral 

academic disciplines with, 41.3 percent of all doctorates awarded to African Americans in 2004 in 

the field of education compared to 19.1 percent of doctorates earned by Caucasians in that same 

field.  Finally, there is a gender gap between the number of African American females and males 

receiving doctorates with African American women holding the majority of the doctoral awards.  

In 1977, African American women earned only 38.7 percent of all doctorates awarded to African 

Americans, but since 1990 African-American women have increased their number of Ph.D.’s 

from 550 to 1,224.  This is an increase of 123 percent and by year 2000 women earned 65.7 

percent of all doctorates awarded to African Americans.  Even though African American men 

narrowed the doctoral gap in both 2001 and 2003, and by 2004 black women increased their 

percentage of doctorates to 65.5 percent of all doctorates received by African Americans.   

Table 3: The Number of African American Doctorates 

.  
Source: Journal of Blacks in Higher Education 
http://www.jbhe.com/news_views/50_black_doctoraldegrees.html 
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Historically black colleges and universities awarded 350 doctorates to recipients of all races in 

2004, a huge 19 percent increase over 2003.   

Factors Accounting for the General Discontent 

Lack of Planning 

The major elements of the typical Ph.D. program, in order of importance, are 1) the 

committee, 2) the bachelor’s/master’s degree, 3) the post-graduate work, 4) the qualifying exams, 

and 5) the dissertation.  However, most students look at this list in the reverse order with the 

dissertation being the crowning achievement of the doctoral program, but many of the problems 

that currently exist in doctoral education process may occur much earlier before one enters a 

doctoral program with one’s decision to choose a graduate school for doctoral study.  Most 

students have only a vague idea about how the professional training in graduate school differs 

from their undergraduate experience.  In addition, they need to obtain better information about 

what graduate school entails.  Therefore, this decision must be made carefully and with complete 

consideration to the student’s goals and needs.  Let’s face it the typical doctoral program takes 

five to seven years to complete.  That is a big chunk out of one’s life.  Therefore, lack of fit may 

be one reason for attrition in the doctoral process. Students should research the graduate school 

option thoroughly before making the best possible choice of career path and graduate program.   

Students should use all the sources that are available to research choices as one moves through the 

application and decision making process.  Although the place may appear perfect, investigation 

may assist a student in finding a more suitable match.   For example, once you are on the campus, 

investigate particular advisors, observe them and their work with other students and talk to their 

students and other students in the program. 

The Need for Mentors 
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Arce and Manning (1984) and Blackwell (1987),  found that graduate students and 

graduate degree recipients perceive the relationships with faculty and mentors, as well as peer 

socialization, to be critical to their satisfaction and successful completion of graduate programs. If 

African American students are to persist in graduating from doctoral programs, mentoring, which 

allows the university to become more cognizant of the doctoral students’ feelings and perceptions, 

may be the answer?  Although the idea of having a mentor or being a mentor has become very 

popular these days; there is no single definition of “mentor”.  Rather, most of the definitions 

include the function of mentors.  While many of us use the term quite often, very few know the 

true model for its use.  The term mentor and the model for its use came from Greek mythology.  In 

fact, when Odysseus went off to the Trojan War, he charged his household manager, mentor, with 

the development of his son, Telemachus. 

The practice of mentoring beginning teachers emerged in the 1980s as a professional 

development strategy for achieving a variety of goals. One goal focuses solely on teachers who 

are just entering the profession, while two others extend the benefits of mentoring to other 

educators in the school and district community. Mentorship promises potential benefits in three 

areas (Little, 1990).  Some believe that mentoring is important for induction−to help transition 

student into the work world. Some believe that mentoring is important for career enhancement−to 

provide an avenue for leadership, public recognition and professional development and program 

innovation. Mentoring is a tool that graduate schools can use to nurture and provide growth for 

their students. It can be an informal practice or a formal program. Protégés observe, question, and 

explore, whereas, mentors demonstrate, explain and model. 

A mentor helps shape the growth and development of the protégé.  Many of our great 

leaders participated in a mentor/protégé relationship. To name a few, Socrates and Plato, Freud 
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and Jung, Boas and Mead, Sortre and de Beauvoir, Hayden and Beethoven, and so on. Although 

the mentor may serve as a teacher and or sponsor, the mentor’s primary function is to assist the 

protégé in realizing his/her potential. In planning mentor/protégé relationships in the university 

setting, the program should plan for human growth and development, as well as career mentoring.   

There is a growing body of research relating to organizational dynamics and career 

mentoring which may be appropriate during professional career development, especially the 

doctoral program. Further, according to Nettles (1990), the frequency and quality of interactions 

that minority students have in the graduate school environment is an important determinant of 

graduation for African American students. Therefore, to be successful, African American students 

must put forth effort to form positive relationships in the university environment. 

Feelings of Isolation and Lack of Financial Support 

While getting a graduate degree is an amazing experience, it can be a time of isolation, 

alienation from others, and uncertainty about life in general. Carrington and Sedlacek (1976), 

Clewell (1987), and Nettles (1990) found that graduate students, especially minority graduate 

students, often feel alienated and isolated in their graduate schools and typically view themselves 

as being outside the mainstream of their academic programs.  Ali & Kohun (2006) believe that 

feelings of isolation amend doctoral students is an important factor, contributing to the high 

attrition rate at doctoral programs.  According to these researchers, “despite this recognition, the 

feelings of isolation has yet to be addressed fully in the design of some doctoral programs” (Ali & 

Kohun, 2006, p. 21).  These feeling of isolation prolong the dissertation phase of the doctoral 

process. Lovitts (2001) explains: 

“There are complex processes with which most students have little familiarity or 

prior experience.  Students who reach this stage know (or discover) that they must 
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conduct research that distinguishes them from their peers.  Most [students] feel 

inadequately prepared to do this type of research and find themselves unprepared 

for writing in the style required for a dissertation” (p. 72). 

 

RESEARCH METHODOLOGY 

Qualitative research methodology, not quantitative methodology, was determined more 

appropriate for this research analysis.  Qualitative methodology values the participants’ views of 

reality and seeks to discover these views in an interactive process allowing the participants to 

create the research data in their own voices or words (Marshall & Crossman, 1999).  

The qualitative methodology utilized in this descriptive study is portraiture.  The objective 

of portraiture is to capture the “essence” of truth from the stories of individuals in life.  “In 

portraiture, the voice of the researcher is everywhere: in the assumptions, preoccupations, and 

framework she brings to the inquiry; in the questions she asks; in the data she gathers; in the 

choice of stories she tells; in the language, cadence, and rhythm of her narrative” (Lightfoot 

Davis, 1997, p. 85).  Portraiture was used to allow the professors and graduate students to freely 

tell their stories and provide relevant insights. The professor participants to the study are the 

following: 

Elizabeth K. Davenport, Ph.D, J.D.   Dr. Davenport is a graduate of Michigan State 

University’s (MSU) College of Education, receiving a Ph.D. in Teacher Education, Curriculum, 

and Social Analysis. Dr. Davenport holds a Bachelor of Arts degree in Education and a Juris 

Doctorate from the University of Michigan as well as an LL.M from New York University School 

of Law. An Associate Professor at Florida A&M, she also has Master’s degrees in 

Telecommunications and Adult and Lifelong Learning from Michigan State University and is the 
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former Coordinator of the Ph.D. program at FAMU. 

Patricia Green-Powell, Ph.D.  Dr. Green-Powell is an Associate Professor in the 

Department of Educational Leadership and Human Services at Florida A&M University.  Her 

Bachelor degree in Speech Pathology and Audiology is from Florida A&M University and her 

Master of Science and Doctor of Philosophy degrees are in Educational Administration and 

Supervision from Florida State University. Dr. Green-Powell is the former vice president of 

Student Affairs at FAMU and prior to that position, she was vice president for Student Affairs at 

Bainbridge College. She also worked as an associate business professor at South Carolina State 

University. 

Marian W. Smith, Ph.D.  Dr. Smith received her Ph. D in Mathematics Education from 

Georgia State University, her Master’s of Education from the University of Georgia and the 

Bachelor of Science degree in Mathematics from Fort Valley State College (now University). She 

is a Professor of Mathematics Education at Florida A&M University, where she teaches 

undergraduate courses in mathematics for pre-service teachers.   She has been extensively 

involved in mathematics education throughout her career.  

The recent graduates of the Ph.D. program are the following: 

Deborah Barnes, Ph.D. Dr.  Barnes holds a Bachelor of Science in Business Education 

and Masters of Science in Public Administration from Florida A&M University.  In addition, she 

holds a Specialists degree in Higher Education from Florida State University and a Ph.D in 

Educational Leadership from FAMU.  Dr. Barnes taught at an area high school for ten years and 

five years at the university level.  She is currently a Program Director for the Leon County School 

District. 
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Genae B. Crump, Ph.D. Dr. Crump has a Bachelor of Arts degree in Business 

Administration from the University of Florida and a Master’s of Science degree from Florida State 

University in Educational Leadership.  A former K-12 teacher, she works for the Florida 

Department of Education.   She received her Ph.D in Educational Leadership from Florida A&M 

University this past summer. 

Marsha Glover, Ph.D. Dr. Glover is an Elementary Reading and Language Arts Developer 

in the Division of Curriculum Services for Leon County Schools and has ten years of experience 

as a classroom teacher and seven years of experience as a district administrator in the Leon 

County School (LCS) system.  She holds a Bachelor of Science and Masters of Science in 

Elementary Education from Florida A&M University.  In addition, she holds Ph.D in Educational 

Leadership also from FAMU.   

The Results from Our Discussions: 

   Professors and recent graduates discussed the doctoral process. The results and discussions 

are reported in a narrative based on the identified themes. Key themes that emerged from our 

dialogue were: 1) the lack of fit between the students’ needs and the graduate school chosen, 2) 

the need for mentorship, 3) feelings of isolation graduates felt after the completion of classes and 

the lack of emotional and financial support, and 4) negotiating the system.   The following is a 

summary of our discussions:-- 

1)  The lack of fit between the students’ needs and the graduate school chosen.  Two 

of the recent graduates believed that convenience led them to choose the FAMU Doctoral program 

and no consideration prior to admission to ascertain their academic goals or needs. 

Dr. Crump stated: 
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My dissertation was eventually a policy study.  However, there were no classes 

within the program I could take nor were there any experienced professors, 

except my chair, who could advise me on this topic.  This required me to work 

closely with her in order to graduate.  There was also the problem with the 

general experience level of the professors who were serving on dissertation 

committees, most had experience writing only their own dissertation, not actually 

serving on committees.   

Whereas Dr. Barnes felt that “lack of fit:” occurred after the completion of classes: 

After we finished the classes, our needs were never met.  In fact, we had no 

contact with the university.  Let me take that back, we only heard from the 

University when they had a problem or we had a question.  It was very 

impersonal during the writing stage of the doctoral process.  

 
2)   The need for mentorship.  The need for mentorship to be included within the 

program was discussed by both the professors and the graduates. 

 Dr. Barnes stated: 

Although we needed mentors , and mentors might have alleviated the problems in 

the program, there were none; therefore I fulfilled my need for mentors with 

outside sources, i.e., God, friends and families.  In fact, until I met my sixth and 

last chair, there was no real contact with the University after completion of 

courses.  My last chair brought the mentorship and structure that I needed to 

complete the program. 

 
 Dr. Crump added: 
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Although the Cohort method was great, when you get to the dissertation stage, 

there was no one to really advise you.  One-on- one time with a professor would 

have been great.  I did get that with the final dissertation chair and that approach 

assisted me in completing the process. 

 
Dr. Glover had a different experience with a consistent chair, which allowed her to create a 

mentor-mentee relationship: 

Even though my dissertation topic changed for the fifth or sixth time, it was finally 

on a subject that I was very passionate about writing…technology, which was my 

chair’s passion also. She mentored me through the process and provided me with 

several experiences that enhanced me professionally. With her guidance, we 

presented at conferences together, submitted articles to be published, and she 

allowed me to teach as an adjunct professor for one of her undergraduate level 

courses for four semesters. I can truly say that this part of my doctoral experience 

was most positive.  

 Dr. Davenport, who created a mentor process for the program while Ph.D. Coordinator for 

the program, stated:   

It has been said that “leaders with lasting impact understand the importance of 

developing the next generation of leaders. Young leaders know the value of finding 

an experienced someone to show them the rope.” Study after study emphasizes the 

key role mentoring plays in academic and career development. Mentors serve as 

sources of advice, information, encouragement, and support. Mentors can be the 

first link to building a network with other professionals; they can provide 
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constructive criticism and be an advocate for the junior colleague in professional 

activities. 

 

Dr. Davenport saw mentoring as an academic tool:   

The mentoring process is one of a set of tools to achieve high performance in 

students. I see mentoring as a three party effort, with the mentor as a learning 

leader who facilitates a learning process. As the chair, and major professor of a 

doctoral committee, I want my students to develop the acquisition of attitudes and 

capabilities for their future role as leaders, which is enhanced by open dialogue 

and free form thinking, rather than limited by discussion guided by a set agenda.    

In fact, I advise my students to explore their passions when selecting a research 

topic and my assignments are ways of synthesizing information which will lead to 

the completion of their dissertation. 

 
3.  Feelings of isolation graduates felt after the completion of classes and the lack of 

emotional and financial support.  As Dr. Glover stated in regards to isolation:   

During the two years of coursework, my cohort members were supportive of each 

other, shared common concerns, and had an opportunity to have a significant 

impact on each of our organizations. This impact was significant because 

classroom discussions revolved around the problems and issues we faced in our 

organizations. Although the coursework was rigorous for the two consecutive 

years of Saturday and Sunday classes, the highly intense cooperative learning 

experience was invaluable because it allowed each member to grow collectively 

as well as individually.  
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Although she found the cohort experience supportive, Dr. Glover found the act of writing 

isolating.   

Completing the dissertation was quite overwhelming for me at many times. The hardest 

challenges stemmed from completing the methodology chapter and developing my technology 

survey. I often felt like I was alone on a deserted island and no one was coming to rescue me. This 

entire Ph.D. experience has also allowed me to grow spiritually. I truly had to depend on God to 

get me through this process.  

Concerning the area of financial support, all of the graduates come into the program at 

essentially financial support and they agreed with the following statement by Dr. Glover: 

In 1998, I was offered an invitation to join the Cohort Class of 2001. This was a 

blessing because the students in the first three cohorts were beneficiaries of 

FAMU’s financial assistance in the paying of tuition and other fees associated 

with doctoral study. 

 
In regards to isolation and frustration, Dr. Smith added:   

There is a problem in going from the classroom to the dissertation process. 

Course-work involves sitting, listening, reading books and other people’s paper.  

However, one experience requires formulating something new, locating relevant 

data, and writing.  One task is sometimes communal; the other you can only do 

alone. These two sets of activities are very different, and often students are not 

sure whether they can accomplish the second, and if so how, the former has 

prepared them for the latter. I know almost no doctoral student who has not 

frequently considered dropping out of graduate school or experienced period of 
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extreme depression−crying jags, loss of motivation, eating and sleeping 

problems.  When I was in graduate school, friends of mine dropped out, took time 

off for depression or secretly felt desperate during the doctoral processs. 

 
4)  Negotiating the system.  For the most part, the professors, who graduated from 

majority institutions (Michigan State, Georgia State, and Florida State Universities) and graduates 

from FAMU, saw no difference in the need to negotiate the system than the recent graduates. 

Dr. Crump stated:   

The process at FAMU is no different than any other system.  However, you must 

pick the right major professor, realizing that he or she is the person on your side.  

Then you must trust that professor to work with the rest of the Committee.  The 

major professor is your most important choice. 

 
But Dr. Green-Powell believed that the program should be changed and more emphasis 

should be placed on creating an environment conducive for adult learners.  According to Dr. 

Green-Powell, effective learning organizations understand that adults have special needs and 

requirements as learners.  

Dr. Green-Powell states:    

Malcom Knowles identified the following characteristics of adult learners:  

• Adults are autonomous and self-directed. They need to be free to direct 

themselves. Their teachers must actively involve adult participants in the 

learning process and serve as facilitators for them.  
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• Adults are goal-oriented. They usually know what goal they want to attain. 

The university must show participants how this class will help them attain 

their goals.  

• Adults are relevancy-oriented. They must see a reason for learning something. 

Learning has to be applicable to their work or other responsibilities to be of 

value to them.  

• Adults are practical, focusing on the aspects of a lesson most useful to them in 

their work. They may not be interested in knowledge for its own sake. 

Therefore, we must incorporate more principles of androgyny into graduate 

programs to be of assistance to our adult learners. 

Conclusion 

 The number of minority faculty members in America need to be improved.  Today, one-

fourth of college students are people of color, but only one out of every 30 faculty members at 

predominantly white institutions is a person of color.  Although this experience may change in 

historical black institutions, these colleges and universities can never make up for the deficient.  

Higher education is making progress in increasing minority students and support staff, but there 

has been almost no progress in increasing the number of minorities in college and university 

faculties.  Therefore, programs, like the one at Florida A&M University, despite the obvious 

problems, should be applauded for their efforts.  The following are suggestions for students 

anticipating doctoral work: 

Suggestions for Surviving the Doctoral Process 

1. Know why you are here! What motivated you to begin this “journey”? 
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2. How will a Ph.D. credential be beneficial to you professionally? 

3. Identify your support system, which will be available to you at certain intervals and for the 

duration. 

4. Consider ALL of your current life’s activities. Determine the areas that are essential, and 

identify the activities, that can be placed “on hold.” 

5. Maintain a healthy sense of self. 

6. Use a plan –Do- Review strategy for establishing and maintaining an organized life. 

7. Tenacity and flexibility are essential traits for success. 

8. Examine your communication and interpersonal skills. 

9. Read, Read, Read! 

10. Build a personal research and resources file. 

11. Create a workspace that cannot be disturbed (e.g. office at work, church,). 

12. Plan ahead in various aspects of your daily life (always use your time wisely). 

13. Keep extra paper and printer ink cartridges on hand. 

14. Find a support system at the University if possible. 

15. Try to have a computer at home, which you use exclusively. 

16. Use “Save” feature on your computer often during the development of a document. 

17. Begin to think about your research project? The dissertation should be a consideration from 

day one. 

18. Select a topic of interest and passion and stick WITH IT.  

19. Get to know your professors. Think about the formation of a dissertation committee and 

chair in years one and two. 

20. Saturday rituals: car pool; bring a lunch; use the lunch hour carefully; get sleep on Friday 

night; keep a personal care kit (Rxs, extra clothes, grooming articles, etc) 

21. Keep work and school tasks separate. 

22. Build strong ties with your cohort members. 

23. Use Internet resources and other university libraries. 

24. Keep a notebook or file of ALL materials and papers for EACH class. 

25. While each class taken is important, give 150%to your Statistics class. The extra effort will 

serve you well during the dissertation phase of your work. 
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26. Continuously acknowledge ALL the support given to you during this process. Help others to 

know that they are integral to your continuous success toward accomplishing the Ph.D. 

credential. 

   27. Always find some “me time” everyday.  “Me time” is time you spend with yourself and no 

one else. Take at least 30 minutes to 1-hour a day to pray, exercise, meditate, and eat ice-cream or 

whatever. This keeps you strong spiritually, physically, and mentally.  
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Abstract 

This study was designed and conducted for the purpose of providing a profile of the 

career paths and perception of success from African American women chief administrators in 

Florida two-year public community colleges from personal and professional portraitures; the 

level of acceptance and success they receive as chief administrators, and factors that impede their 

accessibility and attainment of higher level administrative positions in academia.  This study was 

also conducted to provide additional scholarly literature to the small body of knowledge that 

exists regarding the personal and educational characteristics of the women in this study.  Finally, 

this study was conducted to provide recommendations to educational decision makers that can be 

implemented to increase institutional acceptance of African American women. 
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INTRODUCTION 

Black women administrators constitute one of the smallest minority groups in higher 

education today existing mainly in lower administrative positions below the dean level.  

Therefore, the obvious question is this:  What are the barriers that persist in the lives of African 

American women who serve as chief administrators in Florida community colleges?  This study 

investigated career paths and perceptions of barriers and obstacles of African American women 

chief administrators in Florida two-year public community colleges regarding the level of 

acceptance and success as an administrator and factors that impede access and attainment of 

higher level administrative positions in academia to these women.  To this end, portraitures and 

qualitative methodology was utilized that sought to record and interpret the experiences and 

perspectives of the individuals being studied, documenting their voices and their visions, their 

authority, knowledge, and wisdom (Lawrence-Lightfoot & Davis, 1997).  The use of interviews 

provided descriptions, explanations, and an opportunity to measure what participants knew 

(Seidman, 1991). 

LITERATURE 

Title VII of the 1964 Civil Rights Act was an effort to promote equality in the workplace 

(Rai & Critzer, 2000), as it prohibited employment discrimination based on race, gender and 

other defined attributes (Fosu, 1992).  However, “it was not until the late 1970s that affirmative 

action programs began to get under way and qualified women and ethnic minorities began to be 

recruited by universities” (Lim & Sobek, 2000, p. 49).  Gender discrimination continues to 

hinder the achievement of all women faculty and administrators in higher education (Valverde & 

Castenell, 1998).  Despite the presence of affirmative action officers in many Predominantly 
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White Institutions (PWIs), the percentage of African American women administrators and 

leaders has not changed significantly over the years (Gray, 1997). 

The term glass ceiling has become popular as a way of referring to the lack of female 

representation at top levels of organizations and suggests that invisible factors prevent African 

American women from ascending to leadership positions (Valian, 1998).  White men usually 

occupy upper management positions in higher education (Patton, 1994), with 60.8 percent of all 

employees in executive, administrative, or managerial positions in institutions of higher 

education being men (Digest of Education Statistics, 1993).  Basinger (2001, p. 2) stated that 

“…20% of the nation’s college presidents are women,” with this minimal proportion having 

doubled in the decade.  Chliwniak (1997) provided the following descriptive statistics on the 

gender gap in higher education: 

“Only 16% of college and university women are presidents; only 13% of chief 

business officers are women, and only 25% of chief academic officers are women.  

Yet, women comprise more than 52% of the current student body.” 

 
While colleges and universities are dominated by male leadership concerns regarding 

administrative procedures that exclude women and create chilly campus climates continue to 

plague academic institutions.  Many believe that by closing the leadership gap, institutions would 

become more centered on process and persons (described as feminized concerns) rather than 

focused on tasks and outcomes (attributed to masculine styles of leadership).  “The advantage of 

one leadership style over the other creates a more inclusive environment for African American 

women and also incorporates a paradigm shift from the “traditional” campus climate to a climate 

that can now envision transformational leadership.” (p. 1) 
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Vaughan (1990) observed that women in higher education administration are 

disadvantaged because the route to senior-level administration is most frequently by way of 

academic line (instructional dean) positions.  Touchton and Davis (1991) reported that the 

proportion of women higher education administrators increased as the level of the position 

decreased.  Women are less likely than men to participate in upper levels of administration 

(Warner & DeFluer, 1993).  Within all higher education institutions, including two-year colleges, 

the percentage of women presidents doubled between 1986 and 1998 from 9.5 percent to 19 

percent (ACE, as cited in Community College Week, 2002).  The highest percentage, 22.4 

percent, is at community colleges.  Community colleges reported the greatest increase of women 

in senior-level positions between 1986 and 1991 (Faulconer, 1995).  Ummersen (2002) stated 

community colleges have more presidents than other higher-education institutions because they 

are more gender diverse than four-year institutions and more open-minded about women in 

leadership positions.  Yet, little existing research explores what may be at work in shaping 

women’s career paths at community colleges.  Tedrow and Rhoads (1998) suggested, 

“community colleges are interesting sites for analyzing the leadership style of women” (p. 1).  

Lane (2002) states “[o]ver the last decade, women have fractured the glass ceiling that 

once separated them from community college leadership roles” (p. 1).  More effort will be 

needed to truly break the gender barrier.  Matkowski (2002) states one might argue that even a 

thin glass ceiling successfully holds down promising women-that where any glass ceiling exists, 

there is the loss of opportunity.  It is important for us to acknowledge that the glass ceiling is the 

one that prevents women from doing their best work; it is the ceiling that diminishes their worth, 

dampens their enthusiasm, and mistreats their talents. 
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The Community College Path to the Presidency 

In the 1992 legislative session following the Roundtable, the Florida Legislature 

recognized the under representation and salary disparity of women in higher education executive, 

administration, and management (EAM) positions, especially at the senior level.  In order to 

rectify this situation, the Florida Community College System Equity Accountability Program Act 

(1992) was enacted.  A comparable section of the statute applied to the state university system 

(State University System Equity Accountability Program Act, 1992). 

Roueche, et al. (1989), reported that of community college presidents, 4 percent of the 

CEOs were appointed to the presidency as their first administrative position, 22.9 percent were 

named vice president of academic affairs, and over 17 percent were named college dean as their 

first job.  In The American college president: A 1998 Edition, Ross (1998) indicated the progress 

of persons of color in attaining the college presidency is even slower than that of women.  

Women in the Community College 

The Community College System Equity Accountability Program Act (1992) specified 

that beginning May 1, 1993, each Florida public community college would include in its annual 

equity update a plan for increasing the number of women in senior-level administrative positions.  

The plans were required to include specific measurable goals, objectives, and strategies for 

accomplishing the goals within specified time periods.  The colleges were responsible for 

designing and implementing specific gender equity strategies.  DiCroce (1995) suggested that 

“The community college offers the ideal setting for African American women presidents to 

provide leadership… and in so doing; they have a positive impact on their institutions, the larger 

higher education community, and society as a whole” (p. 253).  “Simply put, African American 
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women community college presidents can use the power of their office and the strengths of their 

gender to give this “inequity” an institutional voice” (DiCroce, 1995, p. 257).  

With the passage of the Community College System Equity Accountability Program Act 

(1992), Florida mandated that the public community colleges improve the status of women in 

administration with the goal of achieving gender equity.  Ramey (1995) stated “[t]here is a need 

for more research on African American women…it is important that educators know what 

African American women are doing, the obstacles they are facing, and how they are progressing 

at institutions of higher education” (p. 118).  Is the under representation of African American 

women administrators a correlation link to barriers and biases these women experience while 

pursuing administrative positions in community colleges?  In 1991 (NCE8, 1994), women 

constituted 38 percent of the EAM positions in public two-year colleges, and 15 percent of the 

presidencies by 1995 (ACE, 1995).  In 1994, data revealed that women represented 38 percent of 

all full-time EAM positions (FL DCC, 1995 b), 25 percent of full-time senior-level EAM 

positions, and 11 percent of the presidencies (FL DCC, 1996) in Florida public community 

colleges.   

African American Women Administrators 

The representation of administrators of color has not increased substantially since the 

mid-1980s when Moore, et al. (1985), found that 90 percent of their survey respondents were 

White.  The research brief entitled: Career Paths for Community College Leaders by Amey and 

VanDerLinden (2002) examines the career paths and backgrounds of senior administrators in 

traditional positions as chief academic officers and senior student affairs officers, as well as 

those administrators in continuing education, and occupational education.  About 84 percent of 

those administrators who responded in 2000 to this survey were White.  
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In examining leadership by race, Chenoweth (1998) found that the majority of African 

American presidents head two-year institutions, with only 36 leading four-year institutions.  

When controlling for race and gender, only 3.5 percent of all higher education administrators are 

African American women (Touchton & Davis, 1991).  These women are working in lower 

administrative positions and do not progress into senior level positions of academic leadership 

and responsibility (Bower, 1996).  Even in the 117 historically Black colleges and universities 

(HBCUs), less than 10 percent have African American women as chief academic officers or 

presidents (Gill & Showell, 1991).  Research by the Black Issues in Higher Education and 

Community College Week editorial staff reveals that “among the nation’s 1,200 two-year 

institutions, only sixty-four have African American presidents, constituting slightly more than 5 

percent of the national two-year president pool−and that includes the eleven presidents who work 

at historically Black institutions” (Evelyn, 1998, p. 18).  “While the climb to the top may be less 

subject to the whims of fate for today’s African American scholars, those who sit at the helm of 

community colleges are still scant in numbers” (Evelyn, 1998, p. 18). 

Bower (1996) reported factors, including the current political climate, the reduction in 

student financial aid, the attacks on affirmative action, and the increasingly negative perception 

of underserved minorities by “majority” culture, among those that complicate the problem and 

hinder further progress. 

CONCEPTUAL FRAMEWORK 

The theoretical framework for this study was based on the intersection of gender, life-

stories, career paths and leadership.  The literature provided the details regarding each 

component of the framework.  The model assumed that individual differences contribute to 

variance in leadership disposition.  
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echelon of the hierarchy of higher education administration serves as a barrier, whether real or 

imagined, for African American women.  Many are unable to envision themselves in positions of 

leadership and power, for example, Vice-President for Academic Affairs. 

Moore (2000) supports this assertion, as she reported the following findings from her 

dissertation research involving African American women administrators in 1890 land-grant 

institutions: 

“There are low numbers of African American women administrators currently 

employed in historically Black 1890 land-grant institutions.  1890 land-grant 

universities are doing a much better job in hiring African American females in 

administrative positions.  However, the numbers of African American female 

administrators is still low and therefore presents a problem of not having enough 

role models for aspiring women to emulate in their quest to reach the top” (p. 1). 

 
The shortage of African American women administrators is not new.  “On the brink of 

the twenty-first century, our nation continues to struggle with the challenges of becoming a 

multicultural society” (Turner & Myers, 2000, p. 1).   

METHODOLOGY 

The purpose of this study was to  (a) provide a profile of African American women 

administrators in Florida community-colleges; (b) examine the career paths of these women; (c) 

describe some of the barriers and obstacles these women had to overcome to achieve their status; 

(d) discuss the professional realities, level of job satisfaction, and stressors, if any, as 

experienced in the job; and (e) identify perceived success factors and coping strategies used in 

day-to-day job responsibilities. 
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This study was grounded in African American women’s viewpoints and voice, and places 

African American women’s experiences at the center of analysis.  Wagner-Martin (1994) 

contends the lives of women are different from men and that difference deserved to be visible.  

Data for this study came primarily from interview transcripts, biographical questionnaire, and the 

participants’ artifacts to develop the participants’ career life line, and outline their leadership as 

chief administrative officers (CAO’s) in community colleges.  The combination of these 

strategies contributed to the creation of portraitures that connected to barriers, career paths, and 

leadership as chief administrators of community colleges.  

 Portraitures were created of each woman’s response to interview questions and profiles 

of their careers as chief administrative officers.  To introduce the reader to each African 

American chief administrator in this study, a portraiture has been designed and presented that 

portrays each administrator’s career experiences, barriers, and community college leadership.  To 

anchor the reader’s understanding of each chief administrator, this study detailed the 

administrator’s experiences and successes.  To protect the confidentiality and privacy of each 

administrator, fictitious names have been used.   

Using the purposeful sampling method (Bogdan & Biklin, 1982; Patton, 1989), all 

African American women administrators in Florida public community colleges who hold a 

position as president, provost, vice president, and academic dean with at least three years 

experience in their current position were asked to participate in a study.  The total African 

American women administrators identified in Florida community colleges equals 32, or 18.29 

percent. 

Bush (2000) conducted research that analyzed barriers and career paths of African 

American women superintendents in educational administration.  Similarly, in this study, the 
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questions are focused exclusively on African American women who have achieved senior-level 

administrative status in community colleges.  Specifically, the study was constructed to answer 

the following research questions: 

1. What are the common characteristics of African American women administrators 

who have broken through the glass ceiling and achieved senior-level administrative status in a 

community college? 

2. What were their barriers to success and how did they overcome these barriers? 

3. What support systems did they encounter or have in place that allowed them to 

achieve their specific goals and aspirations in a community college setting? 

To answer these questions, the women in the study were asked the following interview 

questions: 

1.   What characteristics of leadership do African American women administrators 

need to break through the glass ceiling and achieve senior-level administrative status in a 

community college? 

2.   What barriers/stressors do African American women encounter as chief 

administrators and how do they overcome these barriers and stressors? Explain.         

3.   What aspirations, career paths, and specific goals lead to job satisfaction and 

promote mobility in community college settings for African American women chief 

administrators? 

4.   What are the career worries, obstacles, and rewards associated with leadership for 

African American women chief administrators? 
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5.   What role, if any, do the personal backgrounds, for example, education, personal 

attributes, mentors, and internal motivation, play in the survival, success, resiliency, and vision 

of African American women chief administrators? 

6.   What are the significant life/personal experiences−as an African American 

woman-afforded you the opportunity to acquire a position as a chief administrator of a Florida 

community college? 

7.  What are the implications of the impact of racism and sexism in the socialization 

process of African American women chief administrators in community colleges? 

 8.   What personal work adjustments and job satisfaction appear to be predictors of 

your career status and the career status of other African American women chief administrators? 

As the voices of these chief administrators are conceptualized and explored, the 

contributions of these women, their leadership views and styles, and barriers to leadership 

became evident.  Sarah Lawrence-Lightfoot (1983) called her methodology “portraiture” from 

her work of studying high schools to that of a portrait artist.  Carey’s (2002) qualitative study of 

three African American women administrators in higher education also used portraitures to offer 

her assessment of their success and resiliency by combining the stories of their professional lives 

and career paths in higher education.  

The work setting of each African American chief administrator in this study was 

presented in the portraiture.  The following women participated in the study: 

 1.   Janice, a campus president, who had served in numerous leadership roles with 

student enrollment ranging from 14,000 to 38,234 in diverse campus climates and her title of 

“The Diversified Leader,” symbolized her leadership style and commitment to diversity and 

students.   
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2.  Diana, “The Dedicated Leader,” was an associate vice provost who regarded her 

responsibility to manage a $1.2 million dollar budget as a driven administrator with a need to 

produce job excellence.  

3.  “The Passionate Leader,” Angela, was motivated in her leadership role as a dean 

to identify and implement academic opportunities that encouraged and supported a learning 

campus environment.   

4.  Paula, “The Focused Leader,” provided a leadership as an associate vice president 

on a campus located in an urban setting.  She viewed her numerous teaching, training, and 

learning experiences as assets towards professional development.  

5.  “The Savvy Leader,” Tammy, was a vice president whose energy was spent 

enhancing educational opportunities for students and faculty.  Her style of leadership employed a 

passion for innovation in the community and her community college.   

6.  “The Enduring Leader,” Vicki, was a dean who clearly viewed herself as a leader 

of vision who developed, implemented, and evaluated programs and services for enhanced 

student development.   

7.  Pat, “The Steadfast Leader,” has maintained a path of leadership at the same 

community college for over 20 years.  Her untiring commitment to students and education had 

resulted in advanced professional education programs.   

8.  “The Soft Spoken Leader,” Amanda, had proven to be an effective dean who 

provided leadership to faculty and students.  She regarded herself as a problem-solver for faculty 

and students.   

9.  Jean, “The Assertive Leader,” had acquired fourteen years of administrative 

experience as an executive dean, campus dean of instruction, and assistant dean of student 
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affairs.  She regarded herself as an inspirational leader who was dedicated, hardworking and 

committed.   

10.  “The Prepared Leader,” Yvette, had served as the chief academic and executive 

officer for over ten years.  Her commitment to develop and expand continuing education 

opportunities for students established her campus as a great learning community.   

11.  Hazel, “The Assured Leader,” was a vice president who currently served as the 

chief academic officer for her college.  Her style of leadership and commitment to student 

development provided an ongoing learning experience for students.  

12.  “The Team Leader,” Yvonne, was a district vice president who managed a $5 

million dollar operating budget.  Her style of leadership and desire to empower others 

symbolized her as an innovative and efficient leader.  

13.  Stephanie, “A knowledgeable Leader,” was a dean who advocates for student 

issues.  Her exposure in leadership positions within higher education has allowed her to prevail 

as an administrator.   

14.  “The Dynamic Leader,” Alicia, was a dean who executes internal and external 

leadership to achieve institutional goals.  Her passion for cross-cultural education was 

exemplified through the many programs she oversaw at her college.   

15.  Gloria, “The Defined, Polished Leader,” was a president whose commitment to 

academic excellence and student success was conveyed on campus and in the community.  She 

clearly visualized her leadership role as an African American CAO as one that allowed her to 

empower others while maintaining the ideals as a visionary leader.  
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16.  “The Human Relations Leader,” Ruth, was a dean with nineteen years of higher 

education experience.  She regarded her leadership role in higher education as challenging yet 

rewarding to students.   

17.  Dionne, “The Student Driven Leader,” was a dean who symbolized her style of 

leadership as a role that served the needs of all students.  She placed a significant priority on 

students as she viewed them as the “new leaders of the future.”  

18.  “The Organized Leader,” Jennifer, was a dean who gave attention and detail to 

every aspect of her division.  She provided leadership and support to the development and 

expansion of her division.   

19.  “The Visionary Leader,” Lee, was an associate provost.  She advocated the 

utilization of leadership as a role that served the needs of all students.  She placed a significant 

priority on students as she viewed them as the “new leaders of the future.” 

20.  Last, Gail, “The Progressive Leader,” served as an associate provost and had 

close to twenty years experience in higher education.  Her commitment to students and enriching 

their academic experience had afforded her the opportunity to acquire numerous professional 

careers in higher education. 

FINDINGS 

In the 20 women who where studied, it was important to examine the life stories of these 

African American female administrators from community colleges across Florida and find the 

patterns within their individual and collective stories.  The 20 African American women chief 

administrators in the aforementioned study spoke about personal and professional life 

experiences and connected those experiences to their career paths as chosen leaders in Florida 

community colleges.  The life stories of these women were used to predict barriers, 
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characteristics of success, and suggestions for novice female leaders.  The biographical survey 

determined that the majority of the African American women administrators were deans, had 

doctoral degrees, were married, were in the 50-59 age category, and were employed in colleges 

with less than 10,000 student enrollment. 
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Figure 3.  Degrees Earned by Participants 

Most of the participants had 3-4 years administrative experience, believed that African 

American women administrators needed a terminal degree, enhanced professional skills, and 

diversity work environments to break the glass ceiling and achieve senior-level administrative 

status in a community college.  They  took advantage of opportunities to develop their skills and 

improve work performance, and take calculated risks and cope well with change or difficult 

situations; perceived White male dominance, the good old boys’ network, infrequent job 

opportunities, negative stereotypes, and self-imposed challenges as barriers; overcame barriers 

through professional development and leadership seminars, hard work, and perseverance; were 

generally treated with dignity but bothered by crude, insensitive, or inappropriate conduct at 

work, and balancing work and family are difficult but they cope; were  satisfied with their 

current career or job, are take charge individuals, and are content and composed when stressful 

situations occur at work.  Finally, they were resilient, resourceful, and visionary in their quest in 

attainment of chief administrative positions in community colleges. 

The women participants of this study exhibited admirable strengths in spite of the barriers 

or glass ceilings they experience or have experienced while in academia.  Consequently, the 

variation of themes in the personal and professional stories of these women’s lives, experiences, 

and voices may contribute to the educational leadership literature and enrich future research 

(Reinharz, 1994).  Moreover, at this stage of life, these women have lived long enough to have 

experiences that differed from the men simply due to gender.  

Participants in this study demonstrated several characteristics that African American 

women administrators needed to possess to succeed and achieve senior-level administrative 

status within a community college.  Participants noted the attainment of a terminal degree was a 
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linkage to women in higher education.  Further, the study supports Snearl’s (1997) research that 

asserts that successful African American women administrators who “have acquired a doctoral 

degree are self-confident; have high self-esteem; are committed, independent, active, and 

sensitive” (p. 132).  All twenty women in this research study possess many if not all of the 

above-mentioned qualities.  African American women must also acquire professional 

development and expose themselves to various work environments to ascertain leadership 

advancement in academia. 

Educational training through leadership seminars, workshops, and exposure to new 

professional experiences not only prepares an African American woman for leadership, but it 

helps to dispel negative perceptions of her as an ineffective leader.  Many African American 

women have stated they do in fact work much harder and longer that their White male and 

female colleagues, to eliminate the image of intellectual and professional incompetence assigned 

to them.  African American chief administrators in they study recognized their professional 

performance serves as the template against which other African American women will be 

judged, and that their successes or failures will be taken into consideration when hiring decisions 

are made in the future. 

Long hours at the office, time spent away from family, and often the neglect of quality 

time for self-or as Gloria noted “TLC”–can promote personal and professional sacrifices for 

African American women in their struggle to break the glass ceiling and achieve senior-level 

administrative status in a community college.  Mentors are also noted as very instrumental to the 

career advancement and development of African American women who aspire to achieve senior-

level administrative status in a community college. 

2007 HICE Proceedings 
Page 1158



 African American Leaders  20 

Through the analysis of data, several themes emerged from the participants’ responses to 

the interview question.  One such theme was “White male dominance” and the “good-old boys’” 

network which the participants’ stated was embedded in higher education.  White male 

dominance in higher education has seemingly plagued the mobility of African American women 

and their attainment of higher positions of leadership for years.  The assessment of this factor by 

these administrators further validates why disproportionate numbers of African American 

women may exist in higher education-the community college more specifically. 

Each of the three interview questions designed to answer research question two 

referenced “White male dominance” and the “good-old boys’” network as apparent barriers 

African American women encounter in academia.  Other noted barriers by respondents were 

infrequent job opportunities, lack of mentors, stereotypes, rigid climates, self-imposed 

challenges, and the “awareness” of the glass ceiling in higher education.  The acknowledgement 

of existing barriers and challenges seemed to define the participants’ social consciousness and 

leadership skills.  Surviving and triumphing over the subtleties of White male dominance helped 

garner the amazing sense of perseverance that was so apparent in the professional experience of 

these participants. 

Most of the participants in this study stated African American women must acquire a 

terminal degree in order to advance themselves professionally.  African American women 

administrators view a terminal degree as a necessity to move forward in the academy.  While 

these women know the importance of acquiring a doctoral degree, the low representation of 

African American women as chief administrators in higher education who have earned doctoral 

degrees continues to prevail.  Academic and professional development- along with a vision was 

also attributes needed by African American women administrators in community college 
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settings.  African American women must visualize themselves as leaders, know what academic 

and professional preparation are needed to become a chief administrator, and then chart a 

professional plan to advance their career. 

An analysis of the data led the researcher to determine that African American women not 

only have to deal with gender bias, but the added burden of racism as well.  The subtleties of 

racism have allowed African American women to perceive their presence in academia as having 

had a positive impact on the institution. 

From the responses to the interview questions, the participants believe that the following 

characteristics were necessary for success in their environment: 

1.  Perseverance – This implies the ability to cope–given all the obstacles one may 

face. Racism must be made inconsequential to one’s professional development. 

2.  Self-development – Self-development is at least, in part, derived from family 

values and role models.  For the African American woman this means that one has to grow 

beyond both gender and racial hurdles; it is the link between having the capacity to do it and 

actually doing it. 

3.  Discipline – African American women have to discipline themselves to move 

forward despite the twin thorns of racial and gender discrimination. 

4.  Over-preparation – Since African American women are viewed as less scholarly 

and competent than their White counterparts, they must be over prepared, which means that the 

time sacrificed for the job is disproportionate to their White female and male counterparts. 

5.  Organizational savvy – African American women need to know the “politics of 

the game.” 
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CONCLUSION 

The conclusions drawn from this study provide significant insight into race and gender 

bias in the work place as perceived by African American women administrators in Florida 

community colleges.  These findings and conclusions also provide a basis for further research 

and study of African American women chief administrators in higher education.  African 

American women in particular continue to be vastly underrepresented at both the lower and 

upper administrative levels of higher education.  Though African American women have been 

instrumental in the development of educational opportunities, they remain far underrepresented 

in the higher echelons, and do not have access to leadership and responsibility.  The widespread 

and pervasive under representation of African American women at most institutions of higher 

education remains an ongoing challenge. 

According to many sources, women do have their own style of leadership that tends to be 

more transformational than authoritarian.  “Transformational leaders engage others in decision 

making; they share power and information, thereby providing a type of leadership that involves 

all concerned and affected by professional decisions” (Gupton & Slick, 1996, p. xxxi).  The 

previous research also concurs with the findings of this research.  The picture painted above is 

one of considerable complexity containing a number of dilemmas for African American women.  

“Concepts of leadership remain constant and the general cycle of disadvantage for women in 

relation to leadership opportunities remain unaltered” (Middlehurst, p. 13).  Transformational 

leadership provides hope that the process that sustains continual improvement in higher 

education, will endure. 

It is important to listen to the stories of African American women chief administrators.  

Stories are powerful research tools.  They provide us with a picture of real people in real 
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situations, struggling with real problems.  They banish the indifference often generated by 

samples, treatments, and faceless subjects.  They invite us to speculate on what might be changed 

and with what effect the change will have.  Most important, they invite us to remember that we 

are in the business of teaching, learning, and researching to improve the human condition.  

Telling and listening to stories can be a powerful gift of regard−of caring−for one another.  
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Abstract 

Action research is a systematic approach used by practitioners to conceive questions and 

control methodologies, and to explore classroom or school-based problems. Action research is 

the perfect marriage of theory and practice. Teachers are in a perfect position to answer pressing 

questions in areas such as curriculum, teaching and learning, achievement, and No Child Left 

Behind.   When teachers and traditional researchers are able to work together to find answers to 

such question, often-systematic change occurs.  In this article, the authors highlight the process 

of university faculty collaborating on an action research project to improve teaching and 

learning. 
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INTRODUCTION 

 Most teachers would agree that problem-solving, managing dilemmas and making 

practical, pressing decisions lie at the heart of their daily work.  Yet. most of them do not engage 

in systematic problem posing and documentation of information about instruction and learning to 

improve educational outcomes.  This failure is unfortunate, because we as teachers and teacher 

educators have valuable insights into the teaching process and investigations conceived, 

implemented, and evaluated by teachers in real classrooms with real students, promises real 

changes to the academic environment.   

 However, this kind of research cannot be achieved by researchers who are separated from 

students, but from teachers with a close involvement with students and with the professional skills, 

which are intended to enhance our understanding of them.  As we observe and interact every day 

with our students, we as teachers form ideas and draw conclusions and inferences about learning 

and instruction, but these observations often remain private, not accessible to public scrutiny and 

critique−not even to our next-door colleagues.  Therefore, to make academic research more 

relevant, teacher-researchers should try out their theories with colleagues in real situations and 

organizations by doing action research. 

 Action research combines theory and practice through change and reflection in the 

university environment within a mutually acceptable academic framework.  With the “increasing 

recognition of the value of qualitative/interpretive research methods in educational inquiry, methods 

typically employed by teachers in their action research studies to gather observational and anecdotal 

data” (Kyle & Hovda, 1987a, p. 1) there has been a resurgence of interest. 
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This article is the result of a collaborative hypothesis-testing approach to action research 

with questions posed by three university professors from three diverse backgrounds.  The 

questions to be answered by the researchers were: 

· What do we want are students to do differently? What are the results or outcomes we 

want? 

· What do we want to try differently in our teaching practice (including changes in any 

aspects of curriculum, instruction, assessment, classroom expectations, etc.)? 

· What are the predetermined indicators, which allow us to see if what we are doing 

differently is helping create the desired results? 

The main purpose of our collaboration was to foster critical thinking skills in our 

students.  We believe that professional practice in education must be based not on the scientific 

selection of means suited to specific ends, but on the application of understanding to ever-

changing classroom situations.  The practitioner is therefore the best person suited to generate his 

or her own expert knowledge.  The concept of action research relies on these ideas and is 

characterized by both group consensus concerning the values underlying the processes being 

investigated, and the absence of a distinction between the practice being researched and the 

process of researching it.  If the value of theory developed through research on education can 

only be determined through an action research process, educational research should be recast in 

terms of the action research paradigm.  This study is, in particular, reinforces the importance of 

teacher-teacher interaction, which normally, unless teachers do something about it, does not occur.  

Elliot’s (1985) work, along with other similar projects (Tikunoff & Ward, 1979), indicates that 
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collaborative research between teachers on practical and theoretical aspects of instruction can 

constitute a fundamental staff development experience.  

CONTEXTS OF THE INVESTIGATION 

Florida Agricultural and Mechanical University (FAMU) is a Historically Black College 

and/or University (HBCU) located in Tallahassee, Florida.  It is one of 11 institutions in the 

former Florida’s State University System with a student enrollment primarily consisting of 

undergraduate students.  FAMU offers 62 bachelor’s degrees in 103 majors, 36 master’s degrees 

with 56 majors within 11 of the University’s 13 schools and colleges.  It also has two 

professional degrees and 11 doctorial degree programs.  FAMU’s School of Business and 

Industry (SBI) and the College of Education are currently accredited by Southern Association of 

Colleges and Schools (SACS).  The SBI is currently seeking accreditation from the Association 

to Advance Collegiate Schools of Business International (AACSB), while the College of 

Education is accredited by the National Council for Accreditation of Teacher Education 

(NCATE) and the Florida Department of Education. 

Recently, Black Enterprise Magazine in its September 2006 edition ranked FAMU as the 

number one College for African Americans in the country due to its high graduation rate, as well 

as its high academic and social atmosphere.  Although FAMU is noted for its College of 

Pharmacy, the School of Journalism and SBI are also highly acclaimed.  Currently, FAMU has 

620 faculty members; of which two of the professors in this study teach in FAMU’s College of 

Education, while the third teach in the SBI. 
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MAKING SENSE OUT OF THE LITERATURE 

Most people who have written about or engaged in this form of inquiry emphasize its 

benefits.  In trying to make sense of this literature, we found it helpful to organize it in the following 

manner: 1) historical development, 2) forms, and 3) purposes and uses.  Action research allows 

teaching professionals to experience problem solving and to model it for their students.  It allows 

the teachers to carefully collect data to diagnose problems, search for solutions, take action on 

promising possibilities, and monitor whether and how well the action worked.  The cycle can 

repeat itself many times, focusing on the same problem or on another.  The process can help 

develop a professional problem-solving ethos (Corey 1953; Sirotnik 1987).  The action research 

literature abounds with such case examples of problem-solving.   

Historical perspectives on action research 

 The term action research was coined by Lewin (1946); however, according to McKernan 

(1987), it can be traced back to the nineteenth century.  Action research has evolved from a complex 

web of scientific and social problem solving.  It is our conviction that action research pre-dates the 

work of Lewin (1946) who is often mentioned as the “founding father” of action research through 

his work in the Group Dynamics movement of post-war Reconstructionist period.  Not only can 

numerous examples of teacher/practitioner curriculum and social problem solving be found in the 

literature before 1946; careful analysis reveals that the Lewinian model, a series of spiraling action 

cycles, is a root derivative of the reflective, scientific method, as elaborated by Dewey (1910) and 

others.  

2007 HICE Proceedings 
Page 1173



  Exploring Teacher Inquiry 7 
 

 

Forms of action research 

The research methodology used in this study is educational action research and classroom 

research (Angelo 1991), which provide a rationale for studying our own teaching and learning as 

well as the students’ learning.  Part of effective teaching is the ability to reflect on what is 

happening in the classroom, and to identify any differences in what was planned and what 

actually occurred.  Oja and Smulyan (1989) describe four forms of action research: 

1.     Teacher-as researcher- aims to improve educational practice by engaging teachers in 

the processes of planning, acting, and reflecting.  

2.     Experimental Social Administration- “aim[s] to affect policy and practice rather than 

engaging teachers in reflection on their own practice.”  

3.     Simultaneous-Integrated Action Research allows practitioners to participate and 

involves a less rigid experimental design. 

4.     Collaborative Action Research “brings together teachers, staff developers, and/or 

university faculty with goals of improving practice, contributing to educational theory, and 

providing staff development” (pp. 22-24). 

 The teacher-as-researcher model is the form that is of most relevance to this study.    

Purposes and uses of action research 

 There are various purposes and uses for action research, which are: 

 1.     To solve practical curriculum problems and improve instruction.  In his report of the 

problems considered, conclusions reached, and actions taken at the 1951 Association of School  and 

Curriculum Development (ASCD)  (Alexander, 1952) Cooperative Curriculum Research 

Conference in Chicago and at the ASCD’s 1952 Convention in Boston, Alexander summarizes in 
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eight points why curriculum research merits attention.  The third point was that “curriculum 

research must be carried on in action (school) situations, must deal with day-by-day problems of 

teachers and other educational practitioners, and must give direct help to those seeking solutions to 

problems of curriculum and teaching” (Alexander, 1952, p. 472). 

 2.     To develop more reflective practitioners.  Several educators, including Ross (1987) in 

particular, argued for more reflective practitioners, “ones able to see the connection between 

educational aims and immediate practice” (p. 472).  In her view, “the processes of action research 

can facilitate the development of practitioners able to make such connections” (Id.). 

 3.     To address the critical interfaces in the emergent agenda for educational change.  

Proponents of this view, including Holly (1987), Whitford, Schlechty & Shelor (1987), and Nixon 

(1987), argued, “[i]t is through the opportunity to engage in activities such as action research ... that 

teachers are acknowledged and nurtured as decision-makers” (Kyle & Hovda, 1987b, p. 171).   

There is a sense of teacher advocacy in this purpose of action research.   

 4.     To empower teachers and contribute to the effort to change the social order.   Some 

action research thinkers mainly from Australia (Carr & Kemmis, 1986; Kemmis & Di Chiro, 1987; 

and Smyth, 1987 & 1989, among others) have espoused a critical-interpretive perspective.   

According to McKernan (1987), this perspective has much in common with critical theory and 

interpretive sociology.  Their aim is to heighten human understanding through hard critique.  

“Rather than equipping practitioners with field research methods, the aim is to sharpen analytical-

conceptual understanding and communal discourse so that participants can be emancipated through 

their collective understanding” (McKernan, 1987, p. 14). 

2007 HICE Proceedings 
Page 1175



  Exploring Teacher Inquiry 9 
 

 

 Given this array of forms, purposes, and uses of action research, it is not surprising that there 

should be differing definitions of action.  However like with forms, purposes, and uses, the many 

definitions of action research have many things in common.  For instance, the concept of 

collaboration underlies any discussion or conception of action research.  

Collaboration: The heart of action research 

The stress on the collaborative nature of action research is entirely in keeping with the views 

expressed by Lewin (1946), who first coined the term action research and saw it as an activity, 

which aimed at realizing the common good rather than some individualistic conception of the good.   

Corey (1953), another pioneer in this field, also stressed that “people who engage in action research 

must usually be able to work effectively with others who are involved in the situation that is being 

improved. The key phrases in this recurring theme was nearly harmonized by Shumsky (1956) 

when he stated that action research “means providing a social setting where people can work 

together, dream together of a better community, and try to translate their dreams into the language 

of action and evaluation” (1956, p. 182).  Clearly then, the self-evaluative element within action 

research is essentially a collaborative one, with teachers recording and analyzing their own practice 

but within a framework of shared, purposeful endeavor (Nixon, 1987). 

Collaboration in educational action research can take various forms.  However, whatever 

form it takes, collaboration is an integral part of the action research process.  Collaborative 

inquiry is said to liberate “teachers’ creative potential, stimulate their abilities to investigate their 

own situations, and [mobilizes] human resources to solve educational problems” (Ojai & Pine, 

1987, p. 110).  “It is a concurrent process of research and staff development ... teachers 

participating in collaborating action research become agents of their own change” (Id.).  Despite 
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its many benefits, collaboration can be especially problematic.  In fact, it can be jeopardized by a 

number of constraints and issues ranging from the division of labor between practitioners and 

researchers, problem of language, time to conduct inquiry, problem of inquiry skills for practitioners 

to issues of accountability and validity (McKernan, 1987; Nixon, 1987).  However, according to 

Cohen (1988), the first step to restructuring curriculum is to identify key dimensions of the 

structure of instruction that affect pedagogical practice and student learning.  The second step 

involves a consideration of experience and available research to serve as starting places for 

structural change. 

CONCEPTUAL FRAMEWORK AND METHODOLOGY 

 We spent most of our first efforts together discussing the field of action research and 

relating them to our own practice.  Authors:  Elliot, 1976-77; Fullan, 1977; Nixon, 1981; 

Rorschach & Whitney, 1986; Goswani & Stillman, 1987; McCuctheon, 1987; and Smyth, 1987, 

appear to be reliable sources in this respect.  The second part of our efforts was determining the 

best ways to reflect and change 

 At the beginning of the academic year, all participants constructed their intellectual 

biographies, and discussed their views about education and knowledge in general and learning and 

instruction in particular.  We kept journals throughout the year and collected observational data in 

the classes of the participants.  We interviewed some of our students at the beginning, in the middle, 

and at the end of each term, and collected samples of their work.  The data collected from the 

students was used for the purpose of triangulation. 

 Each of our meetings was audio taped and we took turns keeping minutes.  These minutes 

and tapes served the purpose of systematically keeping track of our deliberations.  They also helped 
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us keep track of changes with group dynamics and with the participation of individual members 

both in terms of substance and form.  Other ways of keeping track of changes included journals, 

interviews, and classroom observations.  The data was analyzed in light of relevant theories of adult 

development.  In addition, we did reading concerning adult development and identified a few 

sources, starting with Kyle & Hovda (1987c); Noffke & Zeichner (1987); Oja (1980); Oja & Pine 

(1987); and Oja & Smulyan (1989).  The following is the conceptual framework of the study, which 

embodies the integration of traditional and teacher research. 

                         Traditional Research            Teacher Research 

 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

Figure 1.  Traditional vs. Practitioner/Teacher Research. 
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Participants  

 Three FAMU professors participated in the study: 

 1.   Elizabeth K. Davenport, LLM, Ph.D, J.D.  Dr. Davenport is a graduate of 

Michigan State University’s College of Education, receiving a Ph.D. in Teacher Education, 

Curriculum, and Social Analysis.  She holds a Bachelor of Arts degree in Education, a Masters 

of Law (LLM) from New York University School of Law, and a Juris Doctorate from the 

University of Michigan.  Dr. Davenport also holds Master’s degrees in Telecommunications and 

Adult and Lifelong Learning from Michigan State University.  She is an Associate Professor 

with the Educational Leadership and Human Services program at the College of Education, 

Florida A&M University. 

 2.   Marian W. Smith, Ph.D.  Dr. Smith received her Ph.D. in Mathematics Education 

from Georgia State University, the Master’s of Education in Mathematics Education from the 

University of Georgia and the Bachelor of Science degree in Mathematics from Fort Valley State 

College (formerly Fort Valley State University).  She is a Professor of Mathematics Education at 

Florida A&M University, where she teaches undergraduate and graduate courses in mathematics 

education for pre and in-service teachers.  She has been extensively involved in mathematics 

education throughout her career.  

 3.   Johnston Osagie, PhD.  Dr. Osagie is an Assistant Professor of Finance in the 

School of Business and Industry.  He received his Bachelor of Science in Accounting and 

Financial management, and Master’s and a doctorate in Business Administration from the United 

States International University (now Alliant University) located in San Diego, California. 
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OUR DISCUSSIONS AND CONCERNS 

Dsr. Davenport’s and. Smith’s concerns:  Meeting Standards without Sacrificing Quality 

Curriculum 

 The educational standards movement has gained much public visibility.  Rigorous 

educational standards have been strongly advocated by within and without of Colleges of 

Education.  For example, NCATE standards, which the professors are now subject to, focus on 

candidate performance, especially Standards 1-3. 

 Standard 1: Candidate Knowledge, Skills and Dispositions expects that candidates 

preparing to be teachers or other school professional know and to demonstrate the content, 

pedagogical, and professional knowledge, skills, and dispositions necessary to help all students 

learn.  Candidates should know the subject matter they plan to teach and have knowledge of 

instructional strategies to help all students learn.  They are expected to be able to assess student 

learning and create meaningful learning experiences for all students.  Candidates for other school 

personnel roles are expected to have the professional knowledge expected in their field and to be 

able to create positive environments that support student learning.  

 Standard 2: Assessment System and Unit Evaluation expects that the professional 

education unit has an assessment system that collects and analyzes data on applicant 

qualifications, and candidate and graduate performance.  It is expected that the teacher 

preparation institution assess a candidate’s competence before admission to a program, during 

the course of the preparation program, including assessment of field-based and clinical 

experiences, and before the completion of the program and/or recommendation for licensure.  

Multiple assessments should be used and must include performance-based assessments. 
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 Standard 3: Field Experiences and Clinical Practice expects the professional education 

unit and school partners to design and implement field and clinical experiences so that candidates 

develop and demonstrate the knowledge, skills, and dispositions so that all students learn.  

Rubrics for this standard expect that clinical practice is sufficiently extensive and intensive for 

candidates to demonstrate competence in the professional roles for which they are preparing.  It 

is also expected that all candidates in field experiences or clinical practice that include students 

with exceptionalities and students from diverse ethnic, racial, gender, and socioeconomic groups.  

Standard 3 also expects that practicing teachers who are returning for a master’s degree engage 

in field experiences related to their coursework.  These experiences may take place in their own 

classrooms or schools. 

Therefore, there are several current challenges facing educational leaders and those who 

prepare them.  Today, schoolteachers and leaders need to be creative and proactive in addressing 

these challenges, which may necessitate rethinking (and possibly redefining) school leadership 

and school governance.  To make standards inclusive for today’s diverse student populations, 

educators must be developmental and flexible, employ varied assessment tools, allow equitable 

access to meaningful content, involve the entire community in their implementation, and serve as 

a catalyst for other reforms.  

In addition to NCATE requirements, Dr. Davenport’s students seek Florida certification 

in Educational Leadership and are required to take the Florida Educational Leadership 

Examination (FELE).  The leadership core curriculum consists of the eight areas of educational 

administration specified below: 
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1.     Public School Curriculums and Instruction, 

2.     Organizational Management and Development, 

3.     Human Resource Management and Development, 

4.     Leadership Skills, 

5.     Communication Skills, 

6.     Technology, 

7.     Educational Law, and 

8.     Educational Finance. 

Dr. Davenport’s goal in evaluating her course of study: Legal Aspects of Education 

(EAD 5333), was to create a competency-based course that involves six major facets, such as the 

alignment of curriculum to ensure coverage of essential skills, knowledge, attitudes, and 

abilities; the opportunity for continual learning experiences; and the implementation of a course 

portfolio.  Dr. Davenport also taught a similar course in Texas and wanted to make sure that her 

current course met NCATE and FELE requirements. 

Both Dr. Davenport’s and Dr. Smith’s course development was governed by the 

organizing principles and rationale which guide the implementation of the Educational 

Leadership and Elementary Educations programs at the Florida A&M University which are 

embodied in the conceptual framework through the vision and mission statements of the program 

faculty and in congruence with (a) the vision and mission statements of both the unit in which 

the program resides and the university, (b) the set of belief statements which the faculty accepts 

about what is expected of professional educators in both school and non-school settings, (c) the 

specific goals and objectives of the program, and (d) the programs expected outcomes. 
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Conceptual Framework 

 

Figure 2.  A diagram of the exemplary professional. 

Virtually every recent national and international test reveals that a large percentage of 

American students are unable to perform moderately complex tasks or employ higher order 

thinking skills to solve problems.  Dr. Smith works to change and improve traditional 

mathematics teaching and learning.  In most mathematics classrooms across America, teachers 

introduce the present day’s lesson and explain a few sample problems.  (The demonstration of 

these examples often constitutes the entire lesson.)  During the remainder of the class, students 

work individually on assigned problems very similar to the examples the teacher performed 

during the lesson.  Those students who attend to the assignment may receive help from the 
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teacher if they request it.  Only after students have spent time practicing a computational skill are 

they typically exposed to application problems−usually word problems.    

 A key component in the improvement of mathematics instruction for all students is 

getting greater attention to the elementary mathematics program through the provision of 

stronger mathematics leadership.  Preservice teachers who are on the threshold of getting 

involved with young children have a very important job.  Students should have a positive attitude 

for mathematics in order to permeate it to the students they teach.  Effective teachers of 

mathematics require appropriate pedagogical and mathematical foundations, but thrive only in an 

environment of trust, which encourages leadership and innovations.  

Several years ago an innovative strategy was initiated into the teacher education 

mathematics courses emphasizing the use of Manipulatives, Applications, and Cooperative 

Learning or MAC.  These tools incorporated the regular content of the required mathematics 

methods course in hopes of creating positive attitudes of pre-service teachers.  Positive attitudes 

of pre-service teachers should foster more effective learning for their students.  Teaching 

effectively means being able to captivate students with activities that cause critical thinking; 

students share the value of this discipline.  

Dr. Smith believes that the primary goal is to teach students not only how to compute 

mathematics, but to understand mathematics.  Therefore, the main purpose of her course changes 

was to provide three suggestive tools that can be used to enable students to understand the 

mathematics they learn, which are Manipulatives, Applications, and Cooperative Learning.  Dr. 

Smith strongly believes that understanding is the base on which all mathematical objectives rest. 
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Manipulatives 

Dr. Smith also believes that the use of Manipulatives builds a foundation for children’s 

mathematical concepts by improving the child understanding of the mathematics they learn.  

Manipulative materials are objects that appeal to many senses and that can be touched, moved 

about, rearranged, and otherwise handled by children.  Manipulatives provide one means of 

reaching that goal.  Manipulatives allow students to use visual representation to help them learn 

basic concepts they have grasped with symbolic representations (Gardella, 2000; Piez & 

Voxman, 1997).  Manipulatives help students think and reason in meaningful ways (Stein & 

Bovalino, 2001).  They also help students make connections and explore mathematical concepts.   

Further, Manipulatives can be objects from the child’s environment like blocks, money, 

and measuring instruments (Kennedy, 1993).  According to Driscoll (1989), Manipulatives not 

only help children in the intermediate grades develop new concepts but can also be used to 

provide remedial help.  Recent research indicates that to promote meaningful learning, 

mathematical instruction should begin with experiences that are real to students and then proceed 

to the symbolic level (Baroody, 1990).  Hence, to make mathematics more meaningful, 

Manipulatives are the tools used to make materials more real to pupils; thus holding the promise 

of helping many students understand mathematics.  These tools help keep abstract ideas concrete 

and build students’ confidence by giving them a way to test and confirm their reasoning.  Dr. 

Smith realized that helping pre-service teachers develop strategies for producing tentative 

models, judging, or conjecturing was much more valuable in a classroom devoted to having 

students apply and understand mathematics.  
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Unfortunately, many pre-service teachers are not inclined to use Manipulatives in their 

classrooms (Van De Walle, 2004).  Pre-service teachers often hold traditional beliefs concerning 

the nature of teaching mathematics.  We may even conclude that if we give pre-service teachers 

experience with, and pedagogical knowledge of, the use of Manipulatives could be a factor 

necessary to the improvement of mathematics education.   

Applications 

Dr. Smith believes that the use of applications/problem solving helps to build a 

foundation for children’s mathematical concepts.  Applications in mathematics refer to a 

collection of activities directed toward the formulation of mathematical understanding/thinking. 

According to the NCTM Standards (1989, 1991) students should be able to use problem solving 

approaches to learn, investigate and understand mathematical content, as well as to solve 

problems and to apply the process of mathematical modeling to real-world problem situations.  

Further, it is reflected in the Standards that applications/problem solving should be a primary 

goal of all mathematics instruction.  Because of the complexity of applications/problem solving, 

a number of different methods are utilized to determine the students’ understanding.  One 

example of an activity could be:  Estimate the circumference of your head, then use a tape 

measure to find the actual measurement of your head.  Was your estimation close and if so how 

close?  As students pondered their responses to questions of this nature, some of their beliefs and 

dispositions about mathematics are revealed.  Students need to have an awareness of what goes 

into making life possible.  

Everything we do−like traveling by car, train, or airplane depends on mathematics.  

When we talk on the telephone, attend a sporting event, listen to music, go to the hospital or take 
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out insurance, we are depending on mathematics.  As teachers of prospective teachers, we owe it 

to our students to make them aware of the depth, the scope and the impact of the applications of 

mathematics in today’s world. 

Most classroom discussions dealing with applications of mathematics use to have to be 

done as discussions only but due to computer technology, it is easier to have students carry out 

some well-chosen applications of mathematics.  We concur with Hiebert (1997) when he stated 

that “[i]f we want students to understand mathematics, it is more helpful to think of 

understanding as something that results from solving problems, rather than something we can 

teach directly” (p. 184). 

 Games with Manipulatives are also a great way to allow students to apply what they 

learned to the real world.  Using board games and card games along with cooperative learning 

are ways that students can become involved in a positive mathematical environment.  Games are 

highly motivational to students and can be used effectively to practice specific skills.  “Using 

games in the classroom and at home will maximize students’ problem-solving competence, 

ability to communicate and reason mathematically, perception of the value of mathematics, and 

self-confidence in their ability to apply mathematical knowledge to new situations.” 

Cooperative Learning 

Cooperative Learning is a great benefit to the overall method of teaching.  By its very 

principle, it enables students to flourish with the academic system by implementing a balanced 

degree of separate and assembled interaction.  The purpose of cooperative learning is to 

encourage student accomplishment by coupling individual accountability with group incentives 

and recognition.  It is very important that students take a more active role in the learning process.  
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Students must realize that mathematics is not a spectator sport.  Learning cooperatively allows 

students to become actively involved in their learning process.   

Thus, the purpose of Dr. Smith’s classroom changes was to determine if an approach 

involving the use of MAC was effective in creating more positive attitudes in mathematics for 

pre-service teachers.  The following research question is addressed in the study:  Does the MAC 

approach when incorporated with the regular content of a required mathematics methods course 

for elementary education major make a contribution to creating a positive attitude toward 

mathematics?  

Teaching Finance: Finding Relevance in Dollars and Cents 

Financial literacy is becoming increasingly relevant.   It is easier these days for young 

people over 18 to borrow money and obtain store cards and loans.   Therefore, Dr. Osagie’s   

philosophy of teaching finance is to make it understandable, while teaching the context of the 

bigger picture, which is both the personal and business side of the subject 

Finance, according to Webster's New World Dictionary is defined as 1) money resources, 

income, etc., or 2) the science of managing money.  The management of money is most relevant 

in the study of the subject of Finance.  Finance, therefore, is relevant to all business enterprises.  

To help students understand finance, they must understand about the entire business, as well as 

having an understanding of the entire economy.   

      Most students do not have the financial background to see why the material is relevant.  

Without knowing how students will react to various situations and contracts in the university 

environment.  Therefore, professors are severely hampered in our efforts to examine the actions 

and possible meanings of those in the financial system.  In Dr. Osagie’s classes, he uses real 
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world experience.  One strategy he uses so that the application of the material can be seen as 

relevant for students is the use of examples.  These examples can be made up or can be from real 

world companies. 

He also uses case studies.  There are innumerable ways to conduct a case class. Case 

classes are generally reserved as the final or capstone course in Finance. Cases provide a means 

of allowing the students to gain “almost real” life experience while apply theory to practice.  In 

Dr. Osagie’s classes, two groups present by either 1) playing out roles as managers and 

consultants, or 2) preparing a one-page brief.  The goal of utilizing live case studies is to assist 

students in 1) integrating information from the classroom, 2) gaining public speaking experience, 

and 3) preparing for the Finance world. 

Dr. Osagie uses these live cases in his course to bridge the theory/practice gap and expose 

students to real issues in the world of Finance.  Analysis of live case studies involves a current 

issue or situation that a company is investigating.  In addition to these strategies, other 

multimedia tools are also integrated into the course, such as the use of Blackboard, computer 

projectors, television, and audiotapes. 

Dr. Osagie asserts that it is important in today’s environment for students to learn the 

benefits of saving, spending, investing, and planning wisely for their future.  There is a strong 

demand by students for courses in financial empowerment and a significant amount of 

employment opportunities for students with a background in finance.  Personal Finance 

contributes to the development of an enhanced pipeline of financial empowerment, which 

undoubtedly would provide an appropriate framework for tackling the problems of student 

financial literacy and debt.  Therefore, Dr. Osagie applied his philosophy of financial 
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empowerment by empowering the students in his classroom through the use of solid examples 

and a foundation of financial theory. 

RESULTS 

The initial purpose of our inquiry research was to improve the teaching and learning of 

our students.  Before beginning to teach our courses, however, we created indicators for success.  

The indicators were:  student satisfaction, teacher mentor satisfaction (for Education students), 

and student achievement.  For Dr. Osagie, one goal was employer satisfaction with financial 

internships which is a common practice at SBI.   Student success would be determined by their 

answers to a survey on the Blackboard and through student evaluations for that semester.  

Mentor teacher satisfaction would be determined by the responses on the Mentor Teacher 

Evaluation forms.  Finally, student achievement would be determined by an increase in student 

scores on Teacher Certification tests and objective tests created for all three courses. Therefore, 

data was analyzed at three levels: student perception, mentor teacher perception, and results on 

standardized and objective tests.   Many of our goals are still undetermined, but initial results 

from the Blackboard survey indicated overwhelming student satisfaction.  In addition, student 

and mentor evaluations also showed student and mentor teacher support for the changes taking 

place in the class.   We, as professors, have also felt more satisfaction in our teaching and 

learning environment from this collaborative event and intend to continue our efforts. 
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Abstract 
 
Families and Schools Together (FAST) is an early-intervention/prevention, collaborative, 
school-based, multifamily family-support program for early childhood, elementary, and 
middle school aged children.  FAST applies research based, systematic interpersonal 
engagement strategies to engage families in an eight-week program. The goals are: to 
enhance family functioning, prevent the target child from experiencing school failure, 
prevent substance abuse by the child and other family members, and reduce the stress that 
parents and children experience from daily life situations.  The positive results of the 
FAST program have recently been experimentally proven by four independent, multi-
year, federally funded studies.  These four studies consisted of randomized trials in 
different settings and different cultures.  All focused particularly on low income 
communities.  In these studies, it was proven that FAST:  promotes resilience, decreases 
aggression and anxiety while increasing attention span at home and at school, builds and 
strengthens relations within and between families and schools.  FAST is currently being 
implemented in 45 states and 5 countries. 
 
Paper 
 
Families and Schools Together (FAST) is an outreach and multifamily support group 
process for building multi-systemic, caring, long term relationships for children, i.e. 
protective factors, to enhance their resilience against daily stresses.  Busy parents today 
can benefit from institutional structures sharing the responsibility for engaging families 
of same age children into meeting one another in a common space.  At FAST, multiple 
families attend to have fun as a family, eating and playing at their own family table; then 
they network with peers, and finally, they spend one to one, parent to child, quality time.  
Family outcomes include parents feeling they are not alone, increased family closeness 
and family communication, feeling more respected by their children, decreased family 
conflict, increased parental friendships with other parents, and increased parent 
leadership in the school and the community.  Child outcomes include increased social 
skills, increased obedience and respectful communication with parents and teachers, 
increased attention span, impulse control, and academic performance, and reduced 
aggression, violence, and anxiety both at home and in the classroom.  These outcomes 
cross over several domains (child, family school, community), reduce multiple risks, and 
correlate with preventing substance abuse, violence, delinquency, and school failure.  
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The trained, parent-professional, collaborative FAST team supports parents as the primary 
prevention agents for their own children by developing interdependent support networks 
of parents including other parents, the school, and the community.  The program’s three 
components include 1) outreach to parents, 2) positive, multifamily engagement groups, 
and 3) two years of parent run, monthly, community development planning. Families (5-
25) participate for 8-10 weeks in structured activities based on research, which are 
designed to build respect for parents, strengthen reciprocal, caring bonds within families 
and across families, and strengthen trusting relationships between family members with 
the school and with the community. During the 8-10 weeks, there is only one, 15 minute 
formal presentation (it is on substance abuse); other than that, the entire curriculum is 
imbedded in the activities: there are no other lectures. This experiential learning approach 
enables all ages to participate, regardless of literacy and language skills.  FAST applies 
family stress theory, family systems theory, social ecological theory of child  
development, and adult education and community development theory, to achieve its four 
goals: 
 
• Enhance family functioning 
• Prevent the target child from experiencing school failure 
• Prevent substance abuse by the child and other family members 
• Reduce the stress that parents and children experience from daily life situations. 

 
Proven Results 
Statistically significant improvement in FAST child’s behavior vs. control reported by 
parents and teachers 

Improved social skills  
Improved attention span, academic competence and performance 
Reduced aggression and anxiety/depression 

 
Statistically significant increased FAST parent leadership in community vs. control 

Increased parent involvement in school 
Improved family cohesion 
Reduced family conflict 

86% of participating parents report new friendships 
44% of FAST parents return to pursue further adult education 
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Intervention 
 
We recommend Universal access, i.e. inviting families of whole classrooms or all 
Newcomer Families. The key is outreach, with persistence, making certain that each 
family is home-visited. Experimental studies show that universal recruitment in low-
income, high-risk communities result in half of the participating children at pre-tests at 
“indicated” levels of problems.   
   

 Universal  
 Selective 
 Indicated 
 

Benefits– 
 
• Fosters respectful school/community/parent partnerships with local parents 
• Appeals to ethnically diverse, low-income, stressed communities 
• Impacts positively on child outcomes across childhood domains 
• Strengthens internal family communication and respect for parents 
• Can effect community development/systems change 
• Predictable, high program retention rates across 600 communities 
 

Target Population –All children and families 
 

Randomized trials studies on FAST used four different strategies for recruitment of 
families, and have demonstrated the sustained benefits of universal recruitment by 
classroom and by grade (K-3) in high risk, urban and rural communities:  low-income, 
rural Native American populations; inner-city, low-income Latino families in the 
Midwest.  In addition, mixed recruitment, i.e. universal combined with targeted showed 
effectiveness, in which no more than 50% of the children were at risk, using mixed-
cultural recruitment.  Finally, the teacher at-risk checklists were used prior to 
randomization and also showed statistically significant impacts, with low-income, inner 
city, African-American families in the South.  FAST has been translated into 5 languages, 
and has proven over 12 years of dissemination to be sufficiently adaptable locally to 
appeal to many different cultural, racial, social class, and language groups of families. 
FAST has consistently maintained above an 80% retention and graduation rate for 
families in communities with high poverty, high mobility, high crime and drugs, high 
single parents, and low trust of institutions, such as schools. If a family tries coming 
once, 80% will complete FAST.  Parents report liking FAST because it feels respectful 
and their kids want them to go. 
 
Although in 1988 when FAST was initially developed, the multi-family groups served 
only teacher-identified, at-risk, elementary school youth, 6 to 12 years old, this has 
changed. We recommend universal recruitment. Developmentally appropriate adaptations 
have been created for babies, preschool, middle school, and new mothers/grandmothers.  
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How It Works  
 

A community first must create a collaborative planning committee, including local parent 
representatives, to assess community assets and needs.  If engaging parents in prevention 
of substance abuse is a priority, they should select FAST.  If they identify raising stress-
resistant children, strengthening families, involving parents in schools and communities, 
and engaging interdependent groups of families to develop the community, i.e. to 
increase the social capital in their community, they should select FAST 
www.wcer.wisc.edu/FAST 
 
An implementation team is then created with 1-4 local parents, a school representative, 
and two community agency representatives, (one specializing in substance abuse 
treatment for adults, and another specializing in mental health services including 
domestic violence) to be trained by FAST National Training Center (non-profit).  The 
teams must be culturally representative of the intended participating FAST families (this 
is a core component which cannot be changed). The professionals can be repositioned by 
their agency to participate in this community outreach process, because about 1/3 of 
FAST graduates will self-refer for treatment or therapy over the next two years.  
  
The parent-professional team then becomes trained to do FAST; this training involves 
supervision of the first multi-family group implementation, and results in certification of 
the team and the site, following process and outcome evaluations.  Recruitment and 
outreach to parents, multi-family groups, and parent-run community development groups 
are the components of FAST: 
 
Outreach to recruit whole families to attend weekly multifamily support groups and 
monthly multifamily meetings.  These face-to-face home visits by team members at times 
and places convenient for the parent are a vital component.  Busy, stressed, or suspicious 
parents may need repeated visits to build enough trust just to try the program even once.  
 
Multifamily support groups are held weekly for eight to ten weeks and include 5 to 25 
whole families at a time. (For middle school, there is also a 12-week youth group; for 
baby FAST there is also a home visiting program). Group meetings last about 2 ½ hours, 
and have a series of fun activities, repeated each week, which are sequential, and include: 
• Creating a family symbol, in which the parent is in charge of the process  
• A family meal at a family table in which the parent asks the child to serve the parent 
• Family communication games at the family table (age appropriate), with parents in 

charge of the turn-taking and positive questions, related to drawings and feelings; 
• One-to-one adult time for private conversation and processing daily stresses; 
• Respite for parents in a parent self- help support group  (no curriculum), while 
• Children play in developmentally appropriate peer groups with active supervision; 
• One-to-one parent-mediated play therapy with one of their children (15 minutes); 
• A “fixed” family lottery (every family wins once); with built in reciprocity: i.e.  the 

family which wins the lottery, also wins the responsibility for hosting the next meat 
• Opening and closing routines involving all participants, which demonstrate the 

community bonding and effectiveness of family rituals for young children.  
FAST team members do not lecture, but rather support parents to lead their families at 
their own family table in highly participatory, research-based activities.  Because these 
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meetings occur in well-lit, public settings, with lots of culturally representative parents 
and professionals walking about to make certain things run smoothly, and the positive, 
respectful agenda stays the same each week, the environment feels predictable and safe. 
 
• Parents have fun, play, and laugh with their own children, without alcohol or drugs 
• Parents communicate with their own family members, respectfully, without conflict 
• Parents repeatedly request their child’s obedience and experience success 
• Parents act in charge of their families during the activities, with supportive coaches 
 
Multifamily meetings are held each month for 21 months after families “graduate” from 
the 8 –10 week engagement program. The parent graduates set their own local agenda for 
FASTWORKS, which is the community development component of FAST.  Gradually 
the facilitating role of the original team transfers to the emergent parent leaders who 
graduated with their families from FAST.  FASTWORKS projects have included reading 
mentors, youth clubs, community gardens, clean up campaigns, monitoring school buses. 

 
Positive bonds built with the team professionals from the school and community agencies 
provide additional protective factors for the child and family. Over time, these trusting 
relationships support the parents’ ability to appropriately self-refer, because they know 
someone in the treatment community.  Over the two years of FASTWORKS, our data 
show about 1/3 refer to substance abuse treatment, or family counseling, as needed.   
  
Implementation Essentials  
Each new FAST site creates a parent-professional collaborative team to be trained to 
recruit families and implement the multifamily support groups.  This shared governance 
team must be culturally representative of the families being served in FAST, and must 
minimally consist of consumer representatives and institutional representatives: 

• Substance abuse professional from a community based agency 
• School representative, professional  
• 1-4 parents from the host school involved at every level  
• Community agency representative (preferably providing mental health and domestic 

violence services 
• Youth advocate (adult) to insure the youth voice is heard (middle school) 
• Two consumer youth representatives (middle school girl and boy)  
 
During the initial 2 day (Phase I) team training, the 10 values of FAST are discussed as a 
team: e.g. a commitment to shared governance with consumers and providers, and the 
central value that every parent loves his/her child.  The summaries of the research studies 
upon which FAST is founded are read and discussed by the team.  Role playing is used to 
train teams about parent empowerment and respectful interactions to parents as 
prevention partners.   
 

2007 HICE Proceedings 
Page 1200



Adaptations-60% 
Local adaptation has been critical to the success of FAST, which has been replicated in 
over 800 communities since 1990, (the first statewide, substance abuse prevention 
initiative in Wisconsin, $1 million annually for 10 years).  Because the FAST team must 
be local and culturally representative of the families, it will create subtle minor and major 
changes to fit their own community.  Sixty percent of FAST should be locally adapted to 
fit the local community’s assets and needs; the adaptations are checked with the visiting 
FAST Trainer for parent empowerment, one of the most challenging aspects of FAST.  
The Certified FAST trainer comes three times to the local site in 8 weeks to directly 
observe the implementation.  S/he has core component checklists to monitor the program 
integrity of the implementation.  The next morning, s/he gives feedback to and processes 
with the local FAST team to problem solve and create and celebrate unique, local 
adaptations.  This celebration of adaptations increases local investment in FAST and 
helps to make replication successful.  Retention rates are continuously monitored by the 
Trainer.  
 
Core Components-40% 
The core components are processes and cannot be changed or adapted by local sites. 
Examples of core components are 1) cultural representation of the families on the team; 
2) discussion and endorsement of the values by the team; 3) guaranteed provision, each 
week at FAST, that one child per family receives 15 minutes of uninterrupted, quality 
time with one of their parents (developmentally appropriate, research based, parent-child 
time:  for babies, 0-3, infant massage; for young children, 3-8, non-directive, non-
judgmental play time; for 9-13 year olds, youth selected topic- talk time).  These 15 
minutes of time must be for only one child with one care-taking adult and must be 
supported by team coaches for success; unacceptable adaptations are having two adults 
with one child, or a professional substitute with one child; or cutting the time to only 5 
minutes.  If the team changes the 40% core components, or does not graduate a minimum 
of 5 families, the site will not be certified, and the site cannot call it The FAST Program.  
Program integrity checklists and site visit checklists on three site visits are used by the 
FAST trainers to monitor that the core processes are intact.  Soon there will also be a 
formal Certification Board test for team members and trainers.   
 
Each site (school or community-based) is expected to run two to three multi-family FAST 
groups per year, in order to feed the FASTWORKS community development processes 
with a minimum of 40 new graduated families annually.  To administer FAST, we 
recommend one half-time staff person per school site, is recommended.  With multi-site 
initiatives in districts or counties, additional organizational infrastructure is 
recommended.  Staff turnover and ongoing programmatic drift can be addressed by 
building local capacity by investing in training a local person to become a trainer intern 
and then under-supervision, to become a Certified FAST Trainer.  There are over 300 
Certified FAST Trainers now in the US.  After the team has been created and funding 
identified, it takes only 5 months from the beginning of training to the receipt of the 
FAST outcome evaluation report.  This gives local administrators a quick turn-around to 
make decisions about the benefits to their own community of taking FAST to scale.  
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Space and Materials  
Program implementation demands a large enough space to host 60 to 100 big and little 
people sitting at family tables (think of restaurants); several separate play areas are 
needed; 2-3 private parent group meeting rooms, and an area for food preparation. The 
FAST Web site, www.fastnational.org is regularly updated with new training materials.  
National satellite-broadcast training allows local teams to stay connected to evolving best 
practices, as FAST improves with feedback from the field and new data. 
 
Training and Technical Assistance 
FAST training is purchased from FAST National Training Center (non-profit), and 
includes a total of 5 meetings with a Certified FAST Trainer over 5 months.  The trainer 
meets for two days with the team initially, to develop a cohesive team, to review the core 
program components and areas for adaptation, and to plan implementation.  The trainer 
provides technical assistance, makes three site visits for direct observation of program 
implementation, and reviews program integrity checklists.  Each team member (up to 10 
per team) receives a Program Manual, six days of team training over a 5 month period, 
and eligibility to become a trainer. Each new site administers sets of pre- and post-FAST 
questionnaires to parents and teachers (parents and youth for the middle school program) 
for data analysis, to determine local outcomes. Submitted data, graduation of a minimum 
of five families and a Consumer Feedback Parent Panel are required for Certification. 
 
Each local site is encouraged to develop their capacity to grow their own program into 
new settings by having a team member become a Certified FAST Trainer. This process 
includes a weeklong pre-certification seminar (offered at least twice a year) and a 
supervised internship. It takes about a year to develop a local Certified FAST trainer. 

 
Target Areas  

 
Protective Factors to Increase 
 
Individual 
Ability to manage stress and anxiety  
Impulse control 
Improved attention span 
Positive social skills 
No substance use attitudes 
 
Family 
Family closeness 
Commitment to no substance abuse among all family members 
Parent-child communication 
Parental monitoring and control of youth 
Positive attitudes toward youth and their development 
Interdependent group of parents of same aged school children 
Developing positive relationships with neighbors 
Parental interest in continuing education 
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Peer 
Assertiveness skills 
Refusal skills 
Resistance to negative peer pressure 
 
School 
Child and parent: Feelings of trust with the school 
Child: Appropriate classroom behaviors 
Child: Academic competence and performance 
Parent: Parental involvement 
 
Community 
Parent leadership in the community 
Intolerance of pro-drug environment 
 
Risk Factors to Decrease 
 
Individual 
Anxiety and depression 
Lack of self-control 
Aggressive behavior 
Social Isolation 
 
Family 
Stress level of daily living 
Lack of family connectedness 
Lack of family communication 
Family conflict 
Child abuse and neglect 
Lack of parental monitoring or discipline 
Parental and other family substance abuse 
Social Isolation 
Lack of trust or knowledge about community resources 
 
Peer 
Association with aggressive youth 
Pro-drug influences 
 
School 
Lack of affiliation or bonding 
Lack of parent involvement 
Classroom aggression and violent behavior 
Academic Failure 
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Community 
Lack of connections between parents, school and community 
Lack of social capital 
Social isolation  
 

McDonald and Wheeler's Risk Factors and FAST 
 

Risk factors How FAST addresses challenges 

Family isolation 

• Parent group offers informal support system for parents 
raising children the same age  

• Kids' Time builds friendships for children in the same 
school  

• Program provides a fun evening out in the neighborhood 
with other families from the same school  

• Collaborative team connects parents with community 
resources and activities to use as needed  

• Collaborative team and school acts as a conduit for 
parents to access community  

Family stress 

• Structured and routine activities set for chaotic families  
• Activities are scheduled to decrease parental stress to 

create a willing parent for Special Play  
• Parents' group builds a support system for parents  
• Collaborative team empowers and supports parents  
• Parents' Time includes 15 minutes for parents to share 

daily life stresses one-to-one  

Poor parental 
socialization practices 

• Activities are routine, clearly defined, parent directed, and 
teach basis of conflict resolution and social skills building 

• Collaborative team is supportive of parents, offer 
assistance when asked, and serve as behavioral role 
models  

• Parents' group provides a safe environment to explore 
and learn parenting skills  
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Poor parental supervision 
of child 

• Collaborative team encourages, supports, and expects 
parents to supervise their own children; 7-12 other adults 
are available to assist parents before problems get out of 
control  

• Activities structured to promote parental success  
• Activities teach positive communication, effective 

listening, and basis of conflict resolution  
• Parents' group is a safe environment to explore and learn 

parenting skills with peers  

Poor discipline skills 

• Collaborative team provides ongoing support and 
reinforcement to parents for positive skills  

• Collaborative team provides opportunity and structure for 
parent to develop and use problem solving skills  

• Positive discipline is role modeled by staff  
• Parent group; safe environment to process parenting with 

peers and receive feedback  

Parental rejection and 
criticism 

• Each parent is taught and positively coached in Special 
Play (one-to-one child directed quality time)  

• Parents do Special Play 15 minutes a day with the 
targeted child  

• Family fun activities, family meal, and winning together as 
a family build parent/child relationship  

Excessive family 
conflict/marital discord 

• Sessions are designed to minimize conflict; families can 
experience each other positively  

• Non-judgmental and supportive collaborative team 
encourages help-seeking behavior  

• Collaborative team is a conduit for referral and advocacy 
for all family members  

Parental mental health 

• Team members promote relationship building with 
parents  

• Parental informal support systems develop other  
• Linkages are created for referrals  

Differential family 
acculturation 

• Culturally sensitive collaborative team use parents' 
primary language  

• Collaborative team empowers parents  
• Cultural values are respected  
• Collaborative team and school provide a conduit into the 

community  
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McDonald and Wheeler's Protective Factors and FAST 
 

Resiliency factors How FAST builds protective factors 

Family bonds 

• Curriculum design promotes family as a unit and 
something special  

• Relationship building activities provide family with fun 
memories  

• Each parent is taught and positively coached in Special 
Play (one-to-one child directed quality time)  

• Parents do Special Play 15 minutes a day with the 
targeted child  

Family routines and 
rituals 

• Program design models routine and rituals while families 
experience its effect  

• Program components become rituals for families (in 
Special Play and closing activities)  

Supportive families 

• Collaborative team supports and empowers parents as 
the primary prevention agency for their children  

• Program reduces parental stress to increase their 
supportive ability  

Good marital relationship 

• Activities promote positive interactions and build basis for 
conflict resolution  

• Curriculum design minimizes opportunities for conflict; 
parents can enjoy their time together as a family  

• Collaborative team provides referral  

Positive and moral 
development 

• Collaborative team provides connection link to community 
churches, centers, and resources  

• Supportive follow-up design encourages continued 
linkages  

Positive friends and 
activities 

• Kids' Time safe, structured environment to develop 
friendships  

• Positive curriculum activities  
• Positive games and activities taught in Kids' Time  

Child develops positive 
coping and decision 

making skills  

• Kids' Time team role models, coordinate activities, and 
supervises coping and decision making skills  

• Program curriculum teaches basis for communication, 
effective listening, and conflict resolution  

• Collaborative team models  

Academic, social, and life 
skills support 

• Collaborative team encourages and supports parents as 
primary in child's life  

• Program at school site promotes parents academic 
support  

• Program provides multi-family gathering for parents to 
interact with child's peers  

School bonds • School representative in collaborative forges strong 
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school bond  
• Program at school site strengthens bond with familiarity  
• Program brings together school and family. Children see 

parents at school, with school staff  

Community bonds 

• Collaborative team creates linkages  
• Collaborative team advocates on behalf of parents  
• Follow-up continues to empower parents in the 

community  

Close, trusting 
relationship with at least 

one caring adult  

• Program design empowers parents as the primary 
prevention agent for their children  

• Program curriculum creates strong parent/child bond  
• Collaborative team develops trusting relationship with 

parent and child  
• Follow-up strengthens relationship building  

 
 
Program Background  
FAST was initially developed in 1988 by a parent, social worker, family therapist, 
community developer, Dr. Lynn McDonald, to bring family and mental health research 
into practice to address the urgent social problems of primarily low-income children. At 
the time she was working with adolescents with drug and alcohol problems and court 
records using an intense, in-home, family therapy approach, which was very effective at 
keeping youth in the community, but worked with only one family at a time and needed 
very experienced family therapists.  What about creating multi-family groups, intervening 
earlier before the problems were “in the system,” and using teams who had no knowledge 
of family therapy?  Could one imbed the principles of family systemic processes into 
standard family enactments? Would this work?  Could they be trained? FAST started 
with teacher identified, at-risk, elementary school youth and their families.  It worked. 
McDonald trained teams for statewide replication.  It worked.  Diverse settings needed 
new adaptations? It worked.  What about for all families, as a family tune-up? Universal 
recruitment for all families?  It worked. 
 
Not only do the structured, non-individualized, family enactments strengthen FAST 
families in their hierarchy, cohesion, communication and reduction of family conflict, but 
unanticipated friendships across families developed, reducing social isolation. Over-
dependence on professionals is a problem of any home visitation model.  Multi-family 
groups counteract the isolation typically experienced by American families. FAST 
efficiently helps parents to meet and become friends with other parents at their child’s 
school, which supports all parents in raising their children. FAST builds social capital. 
FAST parents consistently advocate for FAST to be made available to all families. Since 
1998, universal recruitment on both a school-wide and classroom basis has met with 
much success.  Developmentally appropriate multi-family groups have been effective for 
babies, pre-school, middle school, and teen mothers.  
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Although FAST’s research and development has been funded by nine separate Federal 
agencies, local FAST replications have been funded by United Way, county drug 
prevention dollars, and county mental health, and welfare reform.  Funding has been 
granted for statewide initiatives in California, Missouri, North Carolina, South Carolina 
and Wisconsin. School Districts have implemented the program using federal resources 
such as Safe Schools, Healthy Student, 21st Century grants. 
 
Evaluation Design 
 
FAST has been evaluated for 12 years in two distinct ways: experimental designs in four, 
large, federally funded, multi-year, randomized trials; and in single replication, site 
specific, outcome evaluations, which are non-experimental, repeated measures, pre and 
post, across two settings, by parent and by teacher.  These are described below: 
 
1) Experimental Designs:  Four different, separately funded, research designs by three 
non-overlapping groups of researchers independently and rigorously evaluated FAST.  
Each study randomized the families into FAST vs. control (or comparison) at different 
points in relationship to recruitment.  Each tested a different hypothesis using separate 
measures.  Each one was a federally funded experimental test of FAST as a program with 
distinct goals: family support, drug abuse prevention, preventing school failure, or 
reducing referrals to special education.  Each study focused on a different population:   
 
a) Southern, inner-city, stable African American families; 75% with incomes below 
$15,000; recruited from teacher identified at-risk after randomization; 1/3 of the children 
already in educational services for special needs; nine schools; Sample size 400 families, 
intent to treat analysis; one year follow-up. 
 
b) Midwest, small city, mixed cultural groups, low and middle income, half universal and 
half teacher identified at-risk; nine schools; pre-tests and demographics used to create 
matched pairs prior to randomization.134 families, one year follow-up.  
 
c) Midwest, inner-city, low-income, stable Latino and high mobility African American 
families; randomized classrooms and then universal classroom recruitment; comparison 
FAME program using behavioral parent workbooks and aggressive follow-up for two 
years; ten schools; 465 families; two year follow-up. 
 
d) Northern Wisconsin, rural, three American Indian Nations; three schools; universal 
recruitment; 100 families, matched pairs prior to randomization; one year follow-up.  

 
Two instruments were used across all four studies which measured child functioning, as 
assessed by parents and teachers:  the SSRS (Gresham and Elliot, Social Skills Rating 
Scale) and the CBCL (Achenbach, Child Behavior Checklist).  This enabled comparison 
across the studies and the populations.  (Please see outcome section below for graphs)  
  
2) Replication site evaluation: FAST replication site evaluations employ a repeated 
measures, non-experimental design with two independent raters. Parents and teachers 
now complete Strengths and Difficulties Checklist (Rutter) and a Parent Involvement in 
School survey before the program begins and after 8 weeks of programming.  Parents 
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also complete portions of the Moos and Moos Family Environment Scale (FES).  These 
surveys measure child and parent behaviors that, according to a substantial body of 
research, are highly correlated with the onset of problem behaviors in later years.  Each 
site receives questionnaires and collects the data to be analyzed. Since 2001, an 
independent evaluation center, Center for Health Policy and Program Evaluation 
(CHPPE) based at the University of Wisconsin-Madison, Department of Preventive 
Medicine, analyzes FAST replication data for multi-site replications, as well as random 
checks of evaluation reports for patterns which can improve implementation practices.   
 
Outcomes  
The outcomes across both the FAST experimental studies and replication evaluations are 
statistically significant, repeated and redundant:  Various outcomes in each study were 
shown to be significant.  Below are four graphs of child aggression levels reported in 
these four studies, showing statistically significant changes of FAST children vs. control 
(or comparison). Why report on aggression levels of young children?  Childhood 
aggression at age eight (similar to conduct disorder) is correlated with problems across 
several domains, including adult chronic drinking problems and substance abuse 
addiction. Longitudinal research reports that childhood aggression levels were correlated 
at age 38 with chronic substance abuse problems, chronic unemployment, school drop 
out, and court involvement. Below we report reductions in childhood aggression. 
 
Child Outcomes:  
Four experimental studies across populations and sites show statistically significant levels 
of childhood aggression as rated by either teachers or parents at one or two year follow-
up, with FAST children less aggressive than control (or comparison), including low-
income African American, mixed cultural, Latino, and Native American children. 
   

New Orleans FAST Experimental Study 
Low Income African American  N=400 Families 

  P<.001 
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Rural Wisconsin FAST Experimental Study 
Low Income American Indian 

N=100 Families 
  P<.001 
 
 

Milwaukee FAST Experimental Study 
Low Income Latino 
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N=128 Families 

  P<.001 
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Madison FAST Experimental Study 
Low Income Diverse Cultural Group 

 

N=124 Families 
  P<.001 
 
 
Replication study in California conducted independently. 
 

California Statewide Initiative 
FAST Children’s Conduct Disorder 

N = 139 
P < .001 
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Program Retention Rates: 
Of interest to policy makers, funders, practitioners and community collaborative: 
across the 4 research studies, and across 600 replications in 38 states and 5 countries, in 
rural or inner city settings, FAST retention rates are consistently high: if a family tries 
once and attends one multifamily group session, 80 percent will graduate from the 8-10 
week program. If the team is trained, 80% percent retention rate is a predictable outcome.  

 
Recognition  
 
Model Program— U.S. Department of Health and Human Services 

Substance Abuse and Mental Health Service Administration 
 
Family Strengthening Program—U.S. Department of Justice 

Office of Juvenile Justice and Delinquency Prevention 
 
School Reform Model—U.S. Department of Education 
   Office of Education Research and Improvement   
 
Innovation in Government (Finalist)—Harvard University School of Government 

And Ford Foundation 
 
Effective Program— White House 

Office of National Drug Control Policy 
  
Exemplary Program—U.S. Department of Health and Human Services 

Administration of Youth and Families, OHD 
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Abstract 
 
This presentation will examine whether Families and Schools Together (FAST) is equally 
successful for four different groups, African-Americans, Caucasians, Asians/Pacific 
Islanders and Hispanics/Latinos.  Outcomes such as parental involvement in school, and 
social support are examined, and strategies used to make the program culturally 
appropriate are discussed.  This paper is an analysis of more than 300 FAST cycles that 
have been conducted since 2002.  Responses from 1386 parents were analyzed for this 
paper. 
 
 
 
 

2007 HICE Proceedings 
Page 1213



MUSIC PERCEPTION LEVELS OF PRIMARY SCHOOL PUPILS 
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E-mails: jelena.davidova@du.lv 
              irena@dau.lv 
 
Abstract 
By characterizing the problems of music perception formation and development in 
primary school and underlining the role of music perceptions in the process of 
music education, the authors of the article analyze the methodological aspects and 
criteria of music perception in primary school. Taking F. Gotsdiner’s (1974 ), V. 
Ostromensky’s (1975), Starcheus’s (1986), R. Frances & W.-J. Dowling  (1988), 
V. Matonis’s (1988), E.-C.  Carterette & R.-A. Kendall (1989), G. Cupchik (1992),  
L. Mackevicha’s (1998) conceptions  as a methodological basis, the researches 
have worked out the types, criteria of music perception and  have investigated 
music perception levels of primary school pupils. 

 
Introduction 
The research materials on the issues of aesthetic relations of genesis and bearing on 
various works of art published by researchers abroad contain valuable information 
about certain regularities in the artistic perception of a personality (Jacobson, 
1964; Pawlowski, 1975; Rubinstein, 1976; Bludova, 1977; Tarasov, 1979; 
Kostyuk, 1989; Vigotsky, 1991; Doman & Doman, 1994; Vidnere, 1999 et. al.). 
These authors’ works are concerned with different aspects of artistic perception 
within the context of such psychological problems as the ability of artistic activity 
and the formation of creativity. 
However, the contemporary pedagogical practice is quite unbalanced: on the one 
hand, psychological and pedagogical sciences acknowledge that perception of 
music is the primary and main kind of musical activity (Teplov, 1947; Blinova, 
1969; Nazajkinsky, 1972; Ostromensky, 1975; Deutsch, 1982; Frances & 
Dowling,  1988; Carterette & Kendall, 1989; Terentyeva, 1990; Mackevicha, 1998 
et. al.); on the other hand, research is urgently needed to reveal the peculiarities of 
primary school pupils’ music perception, its levels of development and relationship 
with the emotional and intellectual development. 
Aim of the research: to study levels and types of primary school pupils’ music 
perception. 
Methods of the research: 

 Analysis, comparison and summary of literature on psychology, 
philosophy and pedagogy; 
 Questionnaires of primary school pupils; 
 Interviews with pupils and music teachers; 
 Identifying experiment. 
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Basis for the research: 1640 primary school pupils in Latvia; 57 music teachers 
of Latvian schools.  
 
Theoretical basis of the research 
Music perception is a perception aimed at understanding those values, which 
characterize music as an art, as a peculiar form of reflecting reality and as an 
aesthetic artistic phenomenon. The transition from comparatively simple 
sensations to a complex perception does not happen by “putting together” separate 
sensations or their elementary associations. This process is the result of an 
analytical and synthetic activity, which singles out the main features, and, in this 
way, links into one whole the newly perceived images with those perceived earlier. 
Therefore the essential properties of music are emotionality, uniformity, imagery, 
variety, understanding, associativeness, selectiveness, invariability, and constancy. 
The components of the structure of psychological mechanisms of music perception 
are: 

 Musical hearing (ear for music); 
 Emotional experience of music; 
 Thinking; 
 Memory; 
 Ability to act creatively. 

J. Nazajkinsky distinguishes the following essential features of music 
perception: 

 emotionality (it is characteristic of the people; moreover, it is 
different for each individual); 
 integrity, imagery (music, first of all, is perceived as whole: 
melody, rhythm, timbre, harmony etc. taken together; afterwards it 
is possible to analyse by what expressive means it has been 
achieved and specify the character of imagery and mood); 
 kinds of variations (at different moments, one and the same 
composition is perceived differently); 
 understanding (it is closely linked with thinking; the psychologists 
maintain that perception without thinking, without rational 
moment is impossible); 
 associativeness is psychological basis of thinking (music can bring 
up various emotional and imaginative associations, visual and 
thinking associations, memories about something experiences 
before); 
 selectiveness (possibility of choice), which is based on the activity 
of musical hearing and musical thinking, i.e., to distinguish in 
music intonation, melody, rhythm, imagery, nuances, mood etc. In 
a wider sense, this is interpreted as the understanding of style and 
genre, musical taste; 
 unchangeability, constancy, which mainly based on the identifying 
process. They are typical of the basic elements of expressiveness 
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(melody, rhythm, partially also of harmony and texture), which we 
get to know by means of comparison (Nazajkinsky, 1972). 

The more music affects all human nervous system activities the more valuable the 
obtained teaching results are. 
Music perception is determined by: 

 The context of the composition with the surrounding reality; 
 External and internal personal conditions; 
 Life and musical experience of each individual. 

Characteristic of junior class pupils is: 
 Heightened aspiration for aesthetic and artistic activity; 
 Impressiveness; 
 Emotionality; 
 Imagination of perception. 

World perception is one of the main conditions for shaping various types of artistic 
perception. A special sensitiveness of junior class pupils to different kinds of art is 
a precondition for shaping aesthetic abilities. Directness and sensory openness of 
junior class pupils are preconditions for the development of aesthetic abilities. 
Moreover, imagination and artistic thinking, their heightened emotionality often 
stimulate the development of their artistic creativity. 
On the basis of M. Blinova, A. Maslow, J. Nazaikinsky, N. Vetlugina, M. 
Starcheus, N., Peery J.C., Peery I.W.& Draper T.W., N. Terentyeva, L. Vigotsky, 
G. Tarasov, L. Mackevicha (Blinova, 1969; Maslow, 1971; Nazajkinsky, 1972; 
Vetlugina, 1980; Starcheus, 1986; Peery, Peery  & Draper, 1987; Terentyeva, 
1990; Vigotsky, 1991; Tarasov, 1993; Mackevicha, 1998; Rodriguez, 1998) 
conceptions we have concluded that the development of the subjective artistic 
perception of junior class pupils is influenced by the following factors: 

 The type of artistic personality of a junior class pupil: the link 
between the first and second signal system is explicit in them. 
 High sensitiveness of sensory zones of the nervous system. 
 Sensitivity of junior class pupils, which promotes the perception of 
artistic wholeness. 
 Syncretism of different artistic abilities, which manifests itself in a 
heightened interest and aspiration of junior class pupils for various 
kinds of artistic activity. 
 Emotional sensitiveness of junior class pupils. 

Music perception is dynamic and has a tendency towards development. For 
shaping and developing music perception, it is necessary to have both external 
(music that sounds) and internal (psycho physiological) conditions, as well as 
certain accumulation of musical experience acquired during the process of music 
learning and education. 
 
On the basis of music perception level and type conceptions proposed by the above 
mentioned authors we have determined the model of music perception levels in 
which we distinguish the following levels: 
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1. The characteristic feature of this level is the influence of music on physiological, 
emotional and imagination levels. At this level we cannot speak of pupils’ 
understanding the depth and wholeness of a composition because music influences 
only physiological, emotional and imagination aspects. Thinking, which is directly 
bound with understanding, is not activated at all or is activated to such a small 
extent that we can’t speak of understanding the depth or wholeness of the 
composition. 
 
2. At this level only general forms and combinations are perceived. The perception 
at this level is fragmentary: the listener tries to comprehend the general mood of a 
composition, to determine its emotional tone. This is often done by taking into 
consideration only one of intonation development sides – melody, rhythm, timbre, 
dynamics. The evaluation of the performance, determining of stylistic similarities 
and composition differences, understanding of the author’s intentions and going 
deeper into the author’s artistic world do not take place at this level. 
 
3. At this level mutual relationship between “I” and the aesthetic object as well as 
the understanding of unique originality of the object (music) and its elements is 
important. At this level the listener distinguishes the main features of a 
composition and analyses the music means of expression (melody, harmony, 
peculiarities of rhythm etc.). A vital feature of this level is the listener’s judgement 
of attitude to a composition and understanding of its unique originality. 
 
4. The level is characterized by both an original view on the wholeness of a 
composition and emotional experience, which is necessary for the aesthetic 
evaluation of the object. A distinguishing feature of this level is uniformity and 
depth, as well as the development of understanding the author’s artistic world, 
ability to make judgements about stylistic peculiarities of music and quality of 
performance: the listener can perceive music as a dialectical wholeness of 
interrelations between period, style and music expression means. Moreover, the 
fourth level is characterized by the stability of emotional attitude to certain 
compositions, genres, styles and authors and also by a critical attitude, based on 
comparisons with previously acquired musical experience. Consequently, the 
critical attitude bears deliberate, logical and analytical character. 
 
The hierarchy of these levels can be depicted as follows: by developing and 
becoming stronger in a listener’s artistic experience, the kind of activity becomes a 
special strategy in music perception. The function of perception strategy is a 
specific mechanism of creativity whose epicentre is image perception transition to 
images of consciousness. Therefore the development of music perception requires 
purposeful musical education, aimed at enrichment of pupils’ musical experience 
and development of their musical thinking, musical hearing, musical memory etc. 
 
We worked out criteria and indicators for determining music perception levels, 
which are based on the conceptions proposed by M. Matonis, N. Terentyeva, G. 
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Cupchik and L. Mackevicha (Matonis, 1988; Terentyeva, 1990; Cupchik, 1992; 
Mackevicha, 1999). They are shown in table 1. 

 
Table 1: Criteria and indicators for determining music perception levels 

Indicators Criteria Level 1 Level 2 Level 3 Level 4 
Emotionality – During listening 

to music different 
kinds of emotion 
are reflected in 
movements, face 
expression; 
– After listening to 
the composition the 
listeners shared 
their emotions, 
stirred up by the 
music 

– Taking as the basis 
some side of the 
development of music 
expression means the 
listener tries to 
understand the general 
mood of a composition, 
to determine the 
emotional tone; 
– There are no stable 
emotional and aesthetic 
impressions 

– The listener 
emotionally 
experiences the 
uniqueness of a 
composition; 
– Tries to determine 
the author’s mood 
while composing this 
piece; 
– Unconscious 
emotional attitude to 
certain compositions, 
genres, authors 

– By means of 
emotional criteria 
the listener evaluates 
the development of 
the author’s artistic 
world, 
understanding 
stylistic peculiarities 
and performance; 
– Stable emotional 
attitude to certain 
compositions, 
genres, styles 

Understanding – Thinking is not 
activated to all 
because the listener 
cannot speak about 
understanding the 
depth and 
wholeness of a 
composition 

– The listener tries to 
understand the general 
mood of a composition, 
to determine its 
emotional tone; 
– The listener expressed 
his/her ideas about a 
comprehensible and 
incomprehensible 
change of emotions 

– The listener 
distinguishes the 
main features of a 
composition; 
– Analyses music 
expression means 

– By thinking 
independently, the 
listener evaluates the 
stylistic peculiarities 
of music; 
– Analyses the 
peculiarities and 
quality of 
performance; 
– Makes judgements 
about uniformity and 
depth of a 
composition; 
– Compares the 
composition with the 
material acquired 
before 

Wholeness – The listener 
makes judgements 
only about the 
general mood of a 
composition; 
– Immediately after 
listening to the 
composition the 
listener can 
identify the image 
characteristic of the 
composition 

– The listener tries to 
understand the general 
mood of a composition; 
– The listener makes 
judgements about 
separate elements of a 
composition 

– Identifying of 
general forms; 
– By analysing the 
main features of a 
composition, the 
listener compares 
his/her own musical 
experience with the 
peculiarities of the 
composition he/she 
has listened to; 
– Tries to find mutual 
relationship between 
his/her own musical 
experience and the 
composition 
 

– The listener 
perceives the 
composition as a 
dialectic wholeness 
of interrelations 
between period, 
style and music 
expression means 
 
 
 
 
 
 
 
 

 
 
Depth and 
breadth 
associative 
activity 

–The listener links 
the composition 
with a concrete 
image; 
– Images are 
created by direct 
emotional 
experience 

–Association activity in 
correspondence with 
the development of 
composition forms and 
musical material 
(images are created 
depending on the 
peculiarities of form) 

– Images from other 
compositions are 
added and compared; 
– Original 
comparisons are 
made; 
– Images bearing 
symbolic character 

– The listener 
compares his/her 
own images with the 
author’s 
conceptions, genre 
and style 
peculiarities; 
– Synthesis of 
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emotional and 
intellectual images 
and phenomena 

Independence 
in judgements 
about music 

– The listener 
expresses his/her 
own attitude to the 
composition: likes, 
dislikes 

– The listener expresses 
his opinion of the form 
and several elements of 
a composition 
according to his/her 
own mood 

– The listener 
expresses his/her 
judgement about 
various music 
expression means; 
– Expresses his/her 
judgements and 
attitude to the 
composition; 
– Can explain what 
the characteristic 
features of the 
originality of this 
composition are 

– The listener makes 
judgements about 
the depth and 
wholeness of a 
composition; 
– Evaluates the 
stylistic peculiarities 
of music and quality 
of performance 

Anticipation – The listener does 
not anticipate the 
form of a 
composition, the 
development of 
rhythm; 
– The listener does 
not anticipate 
intonation 
development 

– The listener 
anticipates the general 
form; 
– Partially anticipates 
the rhythmical 
development of a 
composition; 
– Anticipates intonation 
development with 
difficulties 

– The listener 
anticipates the 
development of form 
and rhythm; 
– Partially anticipates 
the development of 
melody (based on 
scale) 

– The listener can 
anticipate the 
development of the 
author’s artistic 
world understanding 
to a quite high level 

 
Methods and Results 
While working out music perception levels, we faced the question: Shall we speak 
of the 4th level of junior class pupils’ music perception? In an attempt to find the 
answer to this question we used the method of interviews with teachers of music. 
We interviewed 57 teachers of music who had been working at schools in Latvia of 
general education for 5–20 years, and we have come to the conclusion that the 
teachers are unanimous in saying that the 4th level of music perception is not 
typical for the junior class pupils because the development of their music 
perception level is not high enough to enable them to evaluate and make 
judgements about such complicated issues as the development of the author’s 
artistic world understanding, synthesis of emotional and intellectual images and 
phenomena etc. 
Taking into consideration the age group peculiarities of junior class children’s 
music perception and analysing opinions of several music educationalists on music 
perception levels, we propose a hypothesis which states that, depending on 
individual peculiarities, the 1st – 4th class pupils have 2nd and 3rd music 
perception level. 
When we speak about anticipation as one of the criteria for determining music 
perception levels, it is necessary to say that the feeling of the wholeness of musical 
forms is based on children’s memory and develops gradually. Therefore, in junior 
classes, to develop this feeling it should be advisable to use both folk music 
intonations, which attach great significance to the structure and expressiveness of 
the native tongue, and multiform contemporary samples. 
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To determine the presence of anticipation, an identifying experiment was carried 
out. 24 pupils of Daugavpils Secondary school No 10 (3rd – 4th classes) participated 
in the experiment. 
Each pupil was instructed to attentively listen to the fragment, then sing it and at 
the point where the melody stops, immediately, without pausing, continue it. 
Fragments from the following three melodies have been chosen (the end of each 
fragment is marked by a vertical dotted line): 

 Latvian folk song “Aijā, Ancīt, aijā” (Sleep, dear Ancīt, sleep). 
 “Lullaby” by J. Brahms. 
 German folk song “A Cuckoo”. 

The continuation of the fragment, which was the closest to the character of the 
given melody in respect of scale and rhythm, became as a criterion for a correct 
answer. The results of diagnosing are shown in table 2. 
The number of correct answers for each task in various age groups and for pupils 
with different musicality levels has been determined: 

 Less musical – LM, 
 Medium musical – MM, 
 Very musical – VM. 

Musicality levels were determined by applying the method proposed by the 
Russian educationalists K. Tarasova and I. Isayeva (Tarasova & Isajeva, 1994). 

 
Table 2: The 3rd–4th class pupils’ anticipation levels in Daugavpils secondary school No. 10 

Name of the 
melody 

Musicalit
y level 

Coped with 
 (Level III) 

Didn’t cope with 
(Level II) 

Didn’t finish at 
all (Level I) 

LM 4 — 3 
MM 6 4 1 

Latvian folk song 
“Aijā, Ancīt, aijā” 
(Sleep, dear Ancīt, 
sleep) 

VM 4 2 — 

LM 4 4 1 
MM 10 — 1 German folk song 

 “A Cuckoo” VM 4 — — 
LM 4 5 3 
MM 5 2 1 

“Lullaby” by J. 
Brahms 
 VM 3 1 — 

 
After analysing the results, we see that the quality of feeling melody’s character 
and form improves depending on the pupils’ musicality level. Besides the 
diminishing of the number of correct answer is directly related to the difficulty of 
the musical fragment. Thus, the greatest number of correct answer goes to “A 
Cuckoo” (18 out of 24), less to “Sleep, dear Ancīt, sleep) (14 out of 24) and the 
least to “Lullaby” by J. Brahms (12 out of 24). 
The anticipation development level fixed by the results of the research often 
coincided with the teacher’s view about musicality and the development of each 
pupil’s music perception, however, we can’t speak of the highest level of 
anticipation here and therefore Table 2 does not show Level 4 at which a pupil 
anticipates the development of the author’s artistic world understanding. 
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To determine the 1st – 4th class pupils’ music perception levels at primary schools 
in Latvia by applying the criteria of emotionality, understanding, wholeness, depth 
and breath of associative activity, independence in judgements about music, we 
made use of a questionnaire method. 
Having analysed the questionnaire data, we can conclude that the primary school 
pupils have the first, second and third levels of music perception. 
The analysis of both questionnaire and identifying experiment results enables us to 
determine the music perception level of primary school pupils: 

 I level– 134 pupils; 
 II level– 1160 pupils; 
 III level– 346 pupils. 

 
The data are shown in Figure 2. 

Level 2
70.84%

Level 3
20.83%

Level 1
8.33%

 
Figure 2: Music perception levels of Daugavpils primary school pupils 

 
The diagram shows that the 2nd level of music perception predominates – 70,84%. 
The first level of music perception– 8,33%: in this group, the indicators of music 
perception level are low. The reasons may be different – insufficient musical 
experience, lack of interest etc. The activity of these pupils’ cognition processes 
was also low. It testifies to the fact that the pupils’ music perception is passive 
rather than active. 
The 3rd level of music perception – 20,83%: in this group, the indicators of 
emotionality, music understanding, associative activity and independence are high. 
These pupils are interested in music, their music perception is active and they have 
their own opinion of music art, composers and musical images. 

 
Conclusions 

 
1. Spiritual growth is the principal goal of the development of perception of music 
wholeness. This entails special training of listeners. Therefore, organized musical 
education and self-education should be aimed at creating situations when, during 
listening to music, all listener’s artistic perception layers – beginning from 
emotional experience and ending with the wholeness of artistic images – are active 
and develop. 
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2.  The development of the subjective artistic perception of junior class pupils is 
affected by the following factors: 

 Junior class pupil’s artistic personality type; the bond between the 
first and second signal system prevails in them; 
 High sensitiveness of sensory zones of the nervous system; 
 Junior class pupil’s sensitivity that promotes the perception of artistic 
wholeness; 
 Syncretism of different artistic abilities, which manifests itself by a 
junior class pupil’s heightened interest in and disposition to various 
kinds of artistic activity; 
 Emotional sensitiveness of junior class pupils. 

 
3. The analysis of some conceptions has resulted in working out a model of music 
perception levels. The criteria for determining music perception levels have also 
been indicated: emotionality, uunderstanding, wholeness, depth and breadth 
associative activity, Independence in judgements about music, anticipation. 
Using such research methods as identifying experiment, questionnaires, and 
interviews with pupils and teachers we determined the music perception levels of 
primary school pupils in Latvia. The research results confirm the advanced 
hypothesis: depending on peculiarities, the primary school pupils have abstract and 
formal and partially objective music perception level. 
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learning outcomes between the two course formats was present. These findings 
support the continued legitimization of online learning. 
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 Our research examines the impact of a semester-long internship curriculum on the 

students in Vanderbilt’s undergraduate major in the Department of Human and Educational 

Development (HOD.)  During the required internship semester the students work 32 hours per 

week at a business or non-profit organization along with a weekly three-hour academic seminar.  

Students may choose internship sites in cities with resident faculty in Nashville, Washington, 

D.C., Atlanta, New York, San Francisco, and London, or meet with faculty by distance learning 

from places around the world including Uganda and sea-going vessels.  

 The students’ internship assignments are assessed in two ways. First, their work is 

assessed by the internship faculty based on students’ abilities to apply theory from their 

academic coursework. Second, their assignments are assessed by their internship site supervisors. 

Our research addresses improvement in the quality of undergraduate education, a need strongly 

communicated in the Boyer Commission Report (1998) and the U.S. Department of Labor’s 

Secretary’s Committee on Achieving Necessary Skills (1991; 1999).  Our research objectives are 

to investigate the effect on student learning and development of a curriculum where traditional 

and non-traditional assessment systems intersect. 
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 Although the student experience outside the classroom has been investigated from many 

approaches including internship learning (Sweitzer & King, 2004), service learning  (Eyler & 

Giles, 1999), leadership (Cress et al, 2001), and student involvement (Astin,1993), we feel that 

further research into the combination of academic and real-world assessment systems that occur 

during the HOD internship have implications for the improvement of educational quality at 

undergraduate institutions.  

Our research questions are: 

1. What is the effect of the HOD internship on students during their undergraduate 

experience? 

2. What is the value of the HOD internship to graduates and employers?  

3. What are the elements of the HOD internship curriculum that serve as catalysts for 

cognitive, moral, cognitive and social development? 

4. Does this developmental internship have a different effect on students than the more 

traditional vocational internship?  

5. Does the combination of a structured internship curriculum combining academic and 

experiential learning assessed by both academic and workplace criteria improve the 

quality of undergraduate education? 

Background/Theoretical Framework:  

In the final analysis, the challenge of college, for students and faculty members 
alike, is empowering individuals to know that the world is far more complex than 
it first appears, and that they must make interpretive arguments and decision-
judgments that entail real consequences for which they must take responsibility 
and from which they may not flee by disclaiming expertise. (Association of 
American Colleges, 1991, pp.16-17). 
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 The Human and Organizational Development Program was created in the late 1980s to 

address the need for professionals that understood human factors that influenced organizational 

effectiveness. This met a critical need in a workplace that was struggling to address Japanese 

competition with initiatives like Total Quality Management and Re-engineering. The program 

quickly gained success and is now the most popular undergraduate major at Vanderbilt 

University, graduating approximately 200 students a year.   

 The educational philosophy of the HOD internship curriculum is grounded in 

constructivist and social learning theory – in a belief in the value of situated and experiential 

learning, active involvement, and responsibility of the learners. It emphasizes connecting 

academic knowledge and theories to personal and professional practice. Using an integrated, 

building block approach, the course work each semester builds upon the previous, ultimately 

culminating in the semester long internship experience. The curriculum moves the students from 

an internal to an external focus as they progress through the course work, expanding their 

perspective as they mature and gain life experiences. The internship helps them to apply their 

classroom learning, advance their developmental level, and transition from college students to 

productive adult members of society – informed and engaged citizens of the world. 

 The HOD internship seminar, as the capstone course, is the ultimate field experience in 

the course sequence. Unlike most, it is not a vocational internship designed to develop and 

practice a specific skill set for a profession or career field. The educational purpose of the HOD 

internship is to provide students with a powerful experiential learning activity to solidify their 

classroom learning and facilitate cognitive, social and moral development  – a real world 

“laboratory” in which to test and apply the core competencies and key processes of the HOD 

program. The professor for this experience serves as both an academic facilitator and mentor, 
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challenging the student to reframe and examine workplace issues in new and different ways. This 

pushes students to examine their culturally embedded assumptions, a critical step in the process 

of developing reflective judgment and critical thinking skills (King & Kitchener, 1994; Kegan, 

1994; Brookfield, 1993), advancing the students’ level of development. These are also 

foundational skills for developing cross-cultural communication, an essential competency in the 

increasingly globalized world of the 21st century.  

The educational approach of the internship curriculum relies heavily on experiential 

learning techniques and transformational learning theories; to help students process their 

internship experiences; to help them move towards higher order thinking; and to help move them 

through the transition from student to productive member of society. Robert Kegan stated, 

“While training increases the fund of knowledge, education leads us out of or liberates us from 

one construction or organization of mind in favor of a larger one”(1994, p.164).  The HOD 

internship holds this definition of education and incorporates it into the curriculum design and 

instructional methodologies. It draws upon multiple theories that focus on how learners construct 

“meaning” by connecting thought and experience. Real learning is not just the sum of all the 

knowledge and information of experience, but the result of interaction with that experience. 

Learning doesn’t occur from the cognitive process of taking in new information – it comes from 

the experience of personally interacting with the information, examining assumptions and 

forming a new “reality”.(Dewey, 1938; Vygotsky, 1962;  Mezirow, 1990; Jarvis, 1987; Kolb, 

1984,1991, Agyris & Schon, 1978; Kohlberg, 1984) Significant and transformational learning 

occurs when the learner develops a new meaning or way of viewing the truth. The popular 

concept of the “paradigm shift” was drawn in part from Thomas Kuhn’s work on constructing 

new realities. (Kuhn, 1996) Simply put, learning begins when an experience occurs that the 
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person is unprepared to handle with their current thinking. Mezirow (1990) calls this a 

“disorienting dilemma”, a situation in which old responses are ineffective. Actions taken to 

resolve the dilemma begin the reconstruction or transformation process of learning. The 

individual must reflect on why their old assumptions, behaviors, beliefs, “paradigms” are not 

working.  

 With this in mind, the role of the educator in the HOD internship is to provide situations 

that place the student in purposeful disorienting situations and allow them to “reconstruct” their 

meaning (Mezirow, 1990).  This has been humorously described by Brookfield (1987) as 

“placing cow plops” in their paths of learning. To be successful, the internship facilitators must 

use this approach as they create the learning environment that will help students examine their 

assumptions and expand and reframe their view of the world. In the first three years of the HOD 

program, concepts/principles/tools/techniques have been presented in the classroom. This has 

exposed the students to the key competencies and theories, often creating inert knowledge.  

 The internship academic seminar creates purposeful learning by processing the 

experiences from the internships and through the course deliverables. The key deliverables are 

evaluated in two assessment systems. The instructors evaluate academic content in the traditional 

grading method. The workplace supervisors evaluate deliverables using real-world criteria of 

applicability, usefulness, and adding value to the organization. Supervisors give students 

performance feedback at mid-semester and at the end of the internship. Students complete 

parallel self-assessments to compare points of view. These activities provide practical, applied 

and situated learning experiences that help the students construct meaning and develop personal 

theories about the world. To help students internalize and transfer the learning into the “real 

world,” the instructor facilitates the classroom activities, helping students move through the 
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experiential learning model. This is based on Kolb’s work on the cycle of learning and 

progresses through five stages: experience, publish, reflect, reconstruct, and experiment. (1984, 

1991)  Using this approach, the HOD Internship provides powerful learning to advance the 

capabilities of the students and prepare them for the workplace. 

Methods, techniques, or modes of inquiry: 

 The mixed method research uses both quantitative and qualitative data to create a picture 

of the impact of the internship experience on students. Data are collected through surveys and 

interviews of students, internship faculty, and supervisors. The findings are triangulated to 

describe the impact of the internship semester on student development. Student surveys are given 

at the end of the internship semester, upon graduation, and five years after graduation. To 

evaluate survey responses, basic descriptive statistics are employed. These statistics are 

frequency distributions (counts), percentages, and numeric means when Likert scales are used.  

Qualitative data are gathered through open-ended questions, interviews, and observations to tell 

the story of students’ development as they move through their “learning dilemmas” and to 

describe the critical interactions of students, faculty, and their supervisors at the workplace. A 

pilot study employing subject-object interviews based on Kegan’s (1994) adult development 

framework addresses pre- and post growth assessments in the development of students’ critical 

thinking skills.   

Data sources or evidence:  

Data were obtained from multiple sources, including:  

a) Interviews and written surveys of 3, 000 internship supervisors over 10 years. 

b) Written survey responses using Likert rating scales and open ended questions from 1,500 

students over 10 years. 
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c) Survey responses from HOD graduates taken 5 years after graduation beginning in 1998. 

d) Interviews with HOD internship faculty  

e) A pilot study from a small sample of internship students using subject-object interviews 

based on Kegan’s model of adult development (1994) to determine pre-post growth 

assessment in the development of  critical thinking.  

Results and or conclusions: 

 The structure of the internship curriculum has made a difference in the way the students 

develop during their internship experience. Preliminary data from student surveys, faculty 

interviews, and interviews with internship supervisors indicate the students exhibit more self-

directed learning, mature social skills, initiative, as well as an increased awareness of the 

importance of the social contract and welfare of others. The curriculum of the internship appears 

to facilitate higher levels of learning and pull students to higher levels of thinking.  Supervisors 

and past graduates credit the structure of the learning environment for this development, 

indicating that it pushes them to examine organizations in different ways and reframe situations 

from multiple perspectives. The faculty involvement is also noted as a critical difference between 

the HOD internship and internship programs at other universities.  Our ongoing research in 

2006/2007 seeks to validate the initial findings and gather additional data about internship 

program research from similar universities.  

Educational importance of the study: 

 The dynamics of globalization and rapid social and technological change have pushed 

universities to re-think the basic purpose and structure of higher education.  Inert bodies of 

knowledge no longer serve the needs of a workplace and highly specialized technical skills sets 

will not guarantee the level of innovation needed to survive in the new competitive environment.  
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The workplace needs graduates with the skills to adapt and adjust to changing situations, to 

rapidly assess available data and make quality decisions. The workplace needs graduates that can 

innovate and think. (SCANS, 1991, 1999)  Our research examines an educational program that 

focuses on developing students with these competencies. Student learning is evaluated by how 

well they apply their competencies in the workplace context and the perceived value of their 

contributions. This introduces the students to a non-standard measure of educational quality. Our 

research explores the effectiveness of the curriculum and instructional strategies of an academic 

internship program at a tier one research university. Data from this study could be used to 

improve the quality of internship experiences at other universities and improve the quality of 

graduates entering the workforce, enhancing the perceived value of higher education in the 

society at large.  
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families were stronger than the influence of the peer group. 
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The Enculturation of the Pre-Service Teacher 

Education Student into Urban Settings 
 
 

The University of North Texas (UNT) is one of the larger institutions that prepares  

teachers in the state of Texas.  UNT prepares approximately 500 new elementary teachers per 

year.  The state of Texas, like many others, is experiencing dramatic changes in the population;  

recently Texas has become a minority-majority state with minorities now making up about 50.2  

percent of the state’s population (U.S. Census Bureau).  Non-Hispanic whites comprise 49.8  

percent, Latino origin comprise 34.6 percent, African-Americans comprise 11.7 percent, Asians  

comprise 3.2 percent, and Other accounts for 0.8 percent according to Census Bureau figures.   

The challenge for teacher preparation programs is that of preparing teachers for an  

increasingly diverse student population as today’s classrooms will be very different from the  

classrooms of only a few years ago.  For example, in Dallas public schools nearly one-third of 

the students are now classified as ESL students (English as a Second Language.  Seventy-five  

percent of the kindergarten students this fall in Dallas will be classified as Latino and English  

Language Learners.   Communities that were considered to be suburban just a few years ago are  

now rapidly becoming urban communities with rapidly increasing diverse populations. 

However, the majority of our pre-service elementary teachers are European American, 

attended suburban schools, and have had limited experiences with inner city schools.  In order to 

prepare our students to deal with increasing urban school populations, several of our professors 

have developed a fear reduction activity called “Community Plunge.”  Our pre-service teachers 

engage in a two-semester Internship program during their final year.  The first semester they take 

four methods classes and spend two days a week in an elementary school.  The second semester 

they are placed back in the same school five days a week while completing a traditional student  

teaching semester.   

   The second day of the first semester, students are divided into small groups of four or  

five students.  They are then sent out on a type of cultural scavenger hunt which is designed to  

give them an introductory experience in the community which is served by the urban school.  In 

a limited fashion, they are to experience the community’s socioeconomic and cultural 

organization; in addition, they are expected to develop a spirit of camaraderie.  Each group 
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receives a map of the area, bus schedules, a distinct route to explore, and a cultural questionnaire 

which must be filled out.  Each group is to travel together following the route that has been 

preselected and researched; they are to travel by foot or public transportation.  They are required 

to eat lunch in a local restaurant; it cannot be a chain fast food restaurant.  They must also visit a 

number of designated businesses or agencies and ask questions of the shopkeeper or employees 

in order to complete their questionnaire.  Upon their return to the school three to four hours later, 

the groups will share their experiences and discuss the type of community in which the children 

who attend that school live.   

This presentation will explain the “Community Plunge” activity, provide a sample copy  

of a route, a copy of the questionnaire to be filled out, and discuss the typical outcomes of such  

an activity.  The understandings and insights gained by the students from this activity help them  

to become more sensitive to and familiar with the socioeconomic and cultural organization of the  

community in which the children who attend the school live.  It has proven to be a very valuable  

activity and can be modified to fit any type of environment. 

  

 

 .        
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Queer Theory and Rural Studies  2 

Abstract 

 

This paper outlines the basics of queer theory, its definitions and influences, with 

emphasis on its traditional urban roots.  The second section is an overview of the research 

in rural studies and highlights not only its definitions but also the field’s lack of 

exploration in the area of sexual identity formation.  The third section, utilizing a feminist 

perspective, explores the intersection of these two areas and the need for the creation of a 

new field of study entitled queer rural studies. This intersection is then applied to the field 

of education to elucidate the practical need for queer rural studies.  A roadmap for the 

development of this field is given as a practical strategy to conclude the piece. 
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Queer theory’s main thrust is to question power and how power informs 

patriarchy.  The work of Michel Foucault has been pivotal in denaturalizing dominant 

constructions of sexual identity.  He emphasizes that sexuality is not a personal attribute 

but a cultural category.  In other words, society creates classifications of people, 

including sexual classifications like heterosexual and homosexual.  Therefore, sexuality 

is a “discursive production rather than a natural condition [which] is part of [the] larger 

contention that modern subjectivity is an effect of networks of power” (Jagose, 80). 

This questioning of performance has been pivotal to the denaturalization of 

patriarchy and explanations of what it means to be “normal.”    Gender identity, of which 

sexual identity is a part, occurs when gender as a performance is repeated.  People are 

always participating in activities which are already gendered by the heteronormative 

discourses that discipline the body.  For example, for females, certain parts of the body 

are shaved with a razor, whereas a man shaves different parts of himself.  The quantity of 

hair in these locations becomes quite irrelevant but rather this act constitutes a gendered 

activity.  Therefore, the repetition of activities produces identity.  Since all activities have 

a predetermined meaning through a patriarchal structure, queer theory challenges what it 

means to be gay, lesbian, bisexual, or transgendered, as well as what it means to be a 

woman, a wife, or a family.   

Queer theory is, in many ways, an extension of postmodernism and 

poststructuralism, for it questions any fixed notions of difference, particularly those 

related to heterosexuality and variants of heterosexuality (i.e. homosexuality, bisexuality, 

transsexuality).  Queer theory refuses to play into these hierarchical structures, so gender 

and sexuality become a question of performativity.  Queer theory relies heavily on the 
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work of Michel Foucault, particularly his History of Sexuality (1990).  In this work, 

Foucault demonstrates that sexuality is constructed via both society and power, meaning 

the social regulation of society becomes a major mode of expressing and producing 

power, and spends much time hypothesizing that Western sexual ideals are a result of the 

nineteenth-century bourgeois.  Foucault believes that individuals do not have a unique 

identity, which is fully-formed internally, but rather that society creates this identity 

through interactions with institutions.  As one moves through institutions, identity is 

constantly shifting based on power constructs.  These power constructs are not 

exclusively external, however, but both external and internal, for one plays a part in this 

creation as much as society does. 

A further expansion on Foucault’s theory of sexuality can be found in the works 

of Judith Butler.  Her work Gender Trouble (1990) specifies how gender operates as a 

regulatory construct that privileges heterosexuality and, furthermore, how the 

deconstruction of normative models of gender legitimates lesbian and gay subject-

positions.  She refigures gender as a cultural fiction, which is performative and therefore 

based on reiteration.  She critiques all of feminism, for feminism, which so 

wholeheartedly rejects patriarchal culture, actually makes patriarchy inescapable through 

reinscribing the masculine and the feminine.  Therefore, we reinscribe our genders 

through the performance of them.  This reinscription is critical to queer theory.  Queer 

theory questions the stability of any identity, in particular the notion that one 

characteristic (i.e. female, gay, black) can ever comprise all of identity, and that 

performance both challenges and reinscribes identity.   

One common error in relation to queer theory is the assumption that queer theory 
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is another name for lesbian, gay, bisexual, and transgender (LGBT) studies.  It is not.  

Whereas traditional LGBT studies have focused on personal identity, queer theory 

focuses more in societal identity and performativity.  In Butler’s most recent work, 

Undoing Gender (2004), she discusses “those who…hold out the promise that sexuality 

might exceed and displace gender.  Homosexuality in particular leaves gender behind” 

(pp. 183-184).  To explain further, sex in US society is traditionally defined through 

biology, and determined chromosomally.  Gender is taken, in postmodern thought, to be 

the performance of biology in a cultural context – it is what makes a person know when 

she is looking at a female or a male on most occasions.  Sexuality, however, takes this 

one step further, for while gender is related to performing sex-based roles, sexuality is the 

attraction one feels towards another’s gender performance.  When using normative 

standards, heterosexuality is the norm, and all performances hinge on their similarities to 

heterosexual culture; therefore, homosexuality, as the ultimate deviance, not only 

challenges heteronormativity by also gender performativity.  This is not to imply that 

gender performativity maps directly onto sexual preference, but rather that it is possible 

for both the homosexual person meeting gender role expectations as well as the 

homosexual person deviating from these expectations to operate counter to a heterosexual 

norm through their refusal to conform to heteronormativity. 

Homosexuality, often the cornerstone of debate in queer theory, has been the 

subject of much research recently.  Almost exclusively, however, this research has been 

done in urban environments, with emphasis on LGBT persons living in and around cities.  

This has led to a research bias and the development of theories geared towards LGBT 

persons and their allies in a certain type of environment.  To cite Halberstam (2003), 
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“Most queer work on community, sexual identity, and gender roles has been based on and 

in urban populations and exhibits active disinterest in…non-metropolitan sexualities and 

genders and identities” (p. 162).  One only has to make a cursory glance at much of the 

research done in the name of queer theory and it becomes clear that rural queers are not a 

part of the equation.  However, to turn to the field of rural studies is actually of less help 

than queer theory. 

The field of rural studies has focused on those areas that were not urban and, thus 

were often defined by “lack.”  Rather than defining rural environments by what they 

typically do have, the “lack” of access to resources (like public transportation, 

telecommunications networks, and support systems) is often the defining feature.  

According to the Bureau of the Census (as citied in Howard, 1999), “rural populations are 

defined as those residing in communities and towns of 2,500 persons or fewer and those 

residing outside of towns.”  To boil rural studies down to its basic definition, rural studies 

is the research of any topic which has an impact on rural areas.  Much research has been 

done in the areas of economic development, and geography.  Rural studies scholars, 

typically sociologists, search for ways in which to make rural communities socially, 

environmentally, and economically sustainable.   

Two key journals lead the field of rural studies, The Journal of Rural Studies and 

Rural Society.  A search of these journals, which combined publish approximately eight 

volumes a year, each volume containing approximately eighteen articles, revealed that, 

since 1985, one article related to LGBT issues in rural areas was published.  Therefore, in 

over 2800 articles, only one article, published in 1995, has ever discussed rural LGBT 

issues. 
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Therefore, the lack of attention paid to rural gay issues is a two-way street – both 

queer theorists as well as rural studies theories like to pretend that all the queers are 

urbanized.  This is typically due to a large intellectual community located in urban 

centers, which is not often the case in rural environments.  In addition, it is difficult to 

find a population to sample, often because rural LGBT persons are not identifying 

themselves as LGBT.  Heteronormative pressures lead many to identify away from the 

stigmas attached to LGBT persons in rural communities, and often, due to the lack of 

services for LGBT persons, there is no need for a label (Bell and Valentine, 1995).  I 

theorize that rural LGBT persons are actually more likely to queer their identities than 

urban LGBT persons because of the sense of hostility which emerges towards queerness 

(perceived or actual) in rural communities, thus requiring fluidity and flexibility in roles. 

Rural environments are often upheld as firmly heterosexual, and often this is 

misconstrued that urban environments are not.  However, in relation to performance, 

urban LGBT persons are typically more accepted by the heterosexual majority, but this 

majority still exists; whereas in rural areas, LGBT persons are not as accepted if at all.  

There is an implication in this logic that rural queers (which, in this piece, is used to 

represent those who perform LGBT identities) are therefore stymied in performance 

whereas urban queers are freer to be themselves.  While this may appear to make sense 

on the surface, I agree with Halberstam that “rural environments nurture elaborate sexual 

cultures even while sustaining surface social and political conformity” (Halberstam, 

2003).  The existing models of queerness do not reflect the agency that rural queers have, 

instead focusing on the myth of the lonely, isolated queer.  I argue for a different notion 

of queerness, including the types of queering in which those in rural environments 
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engage, which may help them to not be as readily identifiable as LGBT due to the 

oppression which may be present, but in fact may be quite empowering to the performer. 

Just as feminism called for the emergence of poststructuralism and 

postmodernism, and out of these arenas queer theory, it also cries out for a queering of 

itself, and thus comes rural queer studies.  Rural queer studies ignores the bias of 

metropolitanism as a basis for queer community building and instead focuses on queer 

communities within rural life.  Whereas urban environments often have less constraints 

around LGBT persons, rural environments require that “relationship to the communities 

is never expressed in general terms but is constantly being negotiated and renegotiated in 

particular, everyday interactions and these interactions are themselves located in shifting 

relationships among community residents” (Naples, 2004, p. 373).  Naples’ (2004) work, 

as it is applied here, is key in understanding how “by shifting the standpoint to those who 

are marginal to the mythic community insider, certain less visible features of community 

life are brought into view” (p. 373).  For example, I have two friends whom are teachers 

in rural environments, whom are both homosexual, and have been together for over 

twenty years.  However, these two men maintain separate households because 

“community life” is important to them, as they both serve on various committees in their 

town, and they both feel that being openly gay (through living together) would make 

them unwelcome in the community.  By shifting to these outsiders, it becomes apparent 

that “community life” is rigidly defined around heterosexual norms, particularly for these 

two men.  Queer rural studies would shift the focus from the metropolitan-based research 

of queer persons to date to the marginalized other of this group – the rural queer. 

As mentioned previously, rural studies to date has often emphasized “lack,” and 
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queer theory has viewed rural environments, in turn, as lacking.  This normalizing of the 

queer as urban has led to the assumption that coming out in rural environments is non-

existent, and that this process must involve some form of “’migration’…from a rural 

space to an urban space” (Halberstam, 2003, p. 163).  What is disconcerting to me, 

however, is the lack of discussion of resiliency of rural queers, as well as the assumption 

that all rural queers are closeted. 

In relation to rural queers, the research often follows Rofes’ (2004) model of 

Martyr-Target-Victim, which has previously only been applied in the context of queer 

youth in schools.  However, I argue that this model is often that which queer theory 

utilizes when dismissing rural queers. The Martyr-Target-Victim model posits that queers 

are offered three types of perspectives, the Martyr, like Matthew Shephard; the Target, 

those who are subject to harassment and bullying; and the Victim, those who have been 

affected by harassment and bullying.  Therefore, this model references the “lack” present 

in much of queer theory in relation to rural queers – the lack of positive models which 

emphasize resiliency and openness.   

When resiliency is offered as an alternative to the Martyr-Target-Victim model, it 

is often done as an afterthought.  This emphasis on problems has obscured the agency and 

resiliency of rural queers and consistently breaks rural queers into groups of victims or 

survivors (Rofes, 2004).  There is a need to focus on the skills and strategies found in 

rural environments to balance the victim literature which is so readily available (Rofes, 

2004).  I emphasize the need for balance, however, for if resiliency is not explored in the 

context of counterbalancing the current Martyr-Target-Victim emphasis, then we have 

continued to reiterate the victim status, or the “lack” of agency so present in current queer 
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theory thought (Rofes, 2004).  This is similar to bell hooks’ (1984) assertion that 

womanhood equates to sisterhood, that somehow through the struggle for “woman” all 

women come together.  This not only reiterates the “otherness” of woman, but also insists 

upon a commonality of “woman.”   

In addition, there is also a common queer theory perception that all rural queers 

are closeted, or not open regarding their sexuality.  Currently, in the United States, many 

of the larger metropolitan areas are moving towards legal social tolerance, whereas not 

one rural area has made that move, hence leading to a perception that those lacking this 

tolerance are closeted.  Many rural environments are oppressive, yet so is the United 

States itself, for social tolerance is not the same as social equality (Miceli, 2005).  With 

the advent of technology, queers are finding it much easier to socialize into a supportive 

community, even one formed only via computer.  These technologies have enabled many 

rural queers to be visible in their physical communities while simultaneously connected 

to a queer community, whether this is nationally or locally.  Alliances are formed 

regionally via rural queers that enable activism within home communities.  The personal 

experiences of rural queers are changing, yet the research is not.  This “partial 

perspective” (Collins, p. 236) is blocking true progress in queer theory for its 

presumptive insider politics, the vision of the urban queer, is troubling in that there is a 

“hidden assumption…[that queers are] unified, stable, and unchanging” (Olesen, 2000, p. 

227). 

For a practical example of the need for rural queer studies, one can turn to 

contemporary sex education.  Sex education in the U.S. comes in two formats which 

appear to contradict one another but actually have much in common, for both are linked 
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to an essentialist focus on behavior.  The first more conservative approach views 

abstinence as the only safe and moral choice.  This approach is often linked with 

conservative religious groups and is popular because, in recent years, federal funding for 

sex education is contingent upon the belief that abstinence is the standard expectation 

outside of marriage, despite the fact that “research is consistently showing this approach 

to be ineffective” (Whatley, 1999, p. 232).  The conservative approach views language as 

provocative, and some view talking about sex as the equivalent of emotional molestation.  

The fundamental belief behind this approach is “If we talk about it, we may ignite 

desire.”   

Whereas the conservatives withhold information to discourage sex, 

comprehensives feel access to information offers students the tools to say no.  However, 

the fundamental problem in both approaches is that both refuse to accept secondary 

school students as capable of having any sexual agency, or choosing when and where and 

how to have sex.  This refusal, however, has “everything to do with how our youth 

experience life as youth in contemporary American culture, as well as with our culture’s 

unwillingness to take seriously the tensions and struggles that are specific to young 

people” (Best, 2000, p. 161).  However, the problem for LGBTQ students is the inherent 

heteronormative metanarrative in the curriculum, and it is with this understanding that I 

shift the focus to what this education addresses (rather than how much education to 

provide). 

To top off the essentialist heteronormativity narrative, there is a deafening silence 

in field of sex education related to rurality and queerness.  In a recent review of key sex 

education resources available online, ranging from Department of Education resources to 
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the Sexuality Information and Education Council of the United States (SIECUS), there 

was no mention of queer identity in a rural context with the exception of rural HIV/AIDS 

prevention.  Any initiatives aimed at healthy queer development are always urban-based 

and typically emerge from some sort of resource center or university.   

Sex education is a prime example of queer theory’s need to view the relationality 

of queerness to location.  By establishing the field of rural queer theory, the “original” 

field of queer theory becomes better equipped in its own interventions, thinking, and 

practices, which then better informs fields like sex education.  For me, the promise of 

queer theory lies in its ability to deal with sex in context, just as the promise of rural 

studies lies in its ability to deal with any topic in a rural environment, yet these fields 

have ignored the potential for reevaluation in both areas.   

I propose the following key road map for the development of queer rural studies 

(Pinar, 1998).  Begin the search by acknowledging the need for understanding of all 

forms of queerness, including those outside of metropolitan areas, and formally 

acknowledge the lack of rural voices which have shaped so much of contemporary queer 

theory.  From there, evaluate the ways in which not only homosexual lives but also 

heterosexual lives are created and maintained in rural environments, always recognizing 

that sexuality is not imposed upon rural environments but rather that sexuality is shaped 

by rural environments.  With this evaluation, one can then begin to recognize how queer 

lives in rural environments disrupt current concepts of rurality and sexuality as well as 

how this disruption is made visible.  Finally, use rural queer studies to make 

heterosexuality more visible, both for traditional rural studies academics whom have 

ignored queerness under the presumption of heterosexuality, as well as for traditional 
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queer theorists whom have ignored queerness in rural environments under the 

presumption of metropolitanism. 

As stated by Naples (2004), “A consistent theme in feminist approaches includes 

an emphasis on self-awareness and self-reflection.  We need to understand our own 

cultural biases and assumptions in order to examine the research process and analysis” (p. 

380).  The development of rural queer studies requires that we dig a bit deeper into our 

fields and uncover what is not being discussed.  Recognizing that queer theory and rural 

studies can never go back to before, I call for a move forward to help those not currently 

represented find agency through research.  Queer rural studies recognizes that, when one 

voice in our field is silenced, our field may be perpetuating an injustice.
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Helping Students with Autistic Spectrum Disorder 

Succeed in Higher Education 
 

Introduction 
 
 The purpose of this paper is to explore how professionals in higher education can 

help students diagnosed with Autism Spectrum Disorder (ASD), including those 

diagnosed with Asperger’s Syndrome, succeed in higher education.  People with ASD 

manifest many different characteristics.  Some of the major behavioral characteristics are 

impaired social interactions, communication difficulties, repetitive behaviors, and a 

restricted range of interests (Volkmar & Lord, 1998).  According to the Diagnostic and 

Statistical Manual, Fourth Edition (American Psychiatric Association, 2000) the 

definition of autism is complex but includes the following conditions:  impairment in the 

use of nonverbal behaviors; failure to develop peer relationships; lack of spontaneous 

seeking to share enjoyment, interest, or achievements; and lack of social or emotional 

reciprocity.  In addition, the DSM-IV states that persons with autism may exhibit delays 

in the development of spoken language or, in people for whom language is present, the 

inability to initiate or sustain a conversation and the stereotyped and repetitive use of 

language.  People with autism also may exhibit repetitive behavior and preoccupation 

with parts of objects.  The DSM-IV further defines Asperger’s Disorder as consisting of 

the same conditions with the exception that there is typically no significant delay in 

language or cognitive development.  Students with ASD who enroll in colleges and 

universities are more likely to be those diagnosed with Asperger’s Syndrome and High 

Functioning Austism (HFA) than with Autism, since they are more likely to experience 

success in K-12 schools and be better prepared for academic life.   
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The number of students with disabilities in higher education has steadily 

increased.  According to Salzberg (2003) one in 11 entering freshman in the U.S. reports 

a disability. Enrollment of students with disabilities is spread across all institutions and 

programs.  All this is happening in an economy where a college education is becoming 

increasingly important for success.  Recent statistics indicate that a college graduate earns 

58% to 92% more than a high school graduate (Shaw & Scott, 2003), making a college 

education more and more attractive as well as necessary. 

The number of people diagnosed with ASD in the US has steadily risen over the 

past several decades.  Because of diagnosis at younger ages, more are receiving the 

benefits of early intervention including improved teaching techniques in K-12 education.  

As a result, many more students with ASD are reaching their full potential and are 

choosing to enroll in higher education.  ASD affects approximately 0.6% of the general 

population (Chakrabarti & Fombonne, 2001), approximately 70% of whom have learning 

disabilities (Fombonne, 2003).  According to the American Society of Autism (n.d.), one 

in 166 children are born with ASD, accounting for between one and 1.5 million 

Americans.  It is the fastest growing diagnosed disability in the U.S., increasing at the 

rate of 10% to 17% per year.  During the 1990s, the U.S. population increased by 13% 

while the diagnosis of autism increased 172%. 

 The increasingly successful intervention strategies in K-12 schools is resulting in 

a higher number of students with ASD graduating from high school and entering higher 

education.  This increasing population in colleges and universities will test the ability of 

higher education institutions to cope with the special needs of students with ASD and 

insure that they have a viable opportunity to growth, development, and learning in a 
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supportive environment.  The purpose of this paper is to describe a four part model that 

depicts the major challenges which students with ASD in higher education face and the 

supports which can be implemented to help them successfully meet those challenges.  

The model emphasizes enhancing social interaction, improving academic performance, 

finding direction, and developing planning and organization skills. 

 

Enhancing Social Interaction 

 Social interactions are some of the most challenging situations that students with 

ASD face.  Social skills, or the lack of them, is characterized by a lack of social cognition 

(Minshew & Goldstein, 1998) and a decrease in executive function (Roth, Isquith, & 

Gioia, 2005).  Executive function is the ability to control one’s emotions, thoughts, and 

behavior through conscious awareness.  According to Wing (1996), students with ASD 

can appear aloof or indifferent or disinterested in social contact with others.  They may be 

receptive to social advances by others but are often unable to initiate social interactions 

themselves.  In addition, their expression and language use may appear odd to others 

because it appears wooden or mechanical.  Wing also notes that students with ASD may 

have difficulty understanding the invisible rules of social behavior, comprehending the 

social intent of others, processing social information, and responding appropriately to 

social situations.  As a result of these conditions, students with ASD may have difficulty 

making friends, socializing with others, and establishing effective interpersonal 

relationships.  In the classroom, students with ASD may find it difficult to work in 

groups, learn from other students, and share their knowledge appropriately.  As a result, 

students with ASD can be confused and easily overwhelmed by the demands of college 
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life, which may be very different from their previous experiences.  They can also be 

avoided or ostracized by other students and faculty can find them annoying. 

 There are many social arenas in which students need to operate, including 

dormitories, dining halls, social events, and classrooms.  These will be discussed here:  

general social situations  and classroom social situations.  Outside of the classroom, 

students with ASD are presented with many situations that call for appropriate social 

interaction for which they may be ill prepared.  A student mentor is a good strategy to 

help students with ASD learn how to behave in complex social situations.  The mentor 

provides a sense of social connection, advice on what to do and how to do it, and can be a 

role model for appropriate behavior and decisions.   

 Another strategy for helping students with ASD achieve success socially is to 

provide structured social situations such as clubs and service groups in which 

expectations for behavior are clearly identified.  When social behavior is understood, the 

student with ASD faces less anxiety and stress and is more likely to try to engage in 

social interactions rather than shy away from them.  Also, in these situations, students 

with ASD can observe other students’ behavior allowing them try out new behaviors in a 

relatively safe environment.   

 It is important for students with ASD to learn to structure their leisure time 

constructively so that they find a balance between leisure and studying.  Building a sense 

of accomplishment in independent living skills is important to help the student with ASD 

build self-confidence as well as learn to live independently.  It may also be important to 

provide support services and counseling for roommates and student mentors who may 

have close and extended contact with the ASD student.   
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 The classroom presents another social milieu in which students with ASD may 

encounter difficulty.   First, students with ASD will likely not be as adept at picking up 

on hidden curriculum issues, such as responding to instructors’ preferences regarding 

points of view and expression.  Second, students with ASD may not be as able to learn 

from social situations in class as other students.  For example, they may not interact well 

in groups or respond to interactive approaches to learning such as role plays and 

simulations.  Instructors who rely on group work, such as collaborative learning and peer 

teaching, should take into consideration that students with ASD need clear rules for group 

behavior.  In addition, instructors need to realize that students with ASD will not always 

understand subtle social cues and may miss opportunities for learning from the instructor 

and the other students.   

 Specific guidelines for participation and clear expectations for outcomes are 

beneficial for students with ASD in these situations.  A student mentor or buddy in class 

can be the key to academic success.  The student with ASD needs to understand the rules 

of social interaction.  The mentor can help the student with ASD understand what the 

instructor wants, and what the social expectations are.  The second key element for 

success in the social classroom is that instructors need to learn how to make their 

expectations for behavior explicit and not assume that all students will understand how to 

behave in the desired way.  This can be done through written directions, examples, 

demonstrations, and a variety of other approaches.  Indeed, other students may very well 

benefit from these activities as well. 

 Not knowing what to do and not fitting in can be very stressful for students with 

ASD.  The resulting stress inhibits clear thinking and decreases the likelihood of making 
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good decisions.  Coping with stress, then, becomes an important factor for success in 

social interactions.  Stress reduction techniques such as physical activity can add to the 

students’ sense of well being.    

 Solving problems is a complex activity that involves both using higher order 

cognitive skills and understanding ones’ emotions and values.  Problem solving models 

generally include isolating the decision to be made or problem to be solved, identifying 

and prioritizing alternatives, and making a commitment to a course of action.  However, 

dealing with ones’ own values, emotions, and sense of commitment make this 

mechanical-sounding process highly personal and emotionally charged.  Some of the 

more challenging aspects of problem solving for students with ASD are understanding 

the complexity of the problem—identifying all of the factors involved, learning to 

prioritize alternatives, and factoring in the emotional elements.  These aspects are what 

can make problem solving a challenging activity for students with ASD.  Guidance in this 

process is critical for success.  Guidance can come from a variety of sources including 

student mentors, stories, examples of problem solving by others, and emotional support 

from friends and family.   

 

Improving Academic Performance 

 The second major area of concern is the cognitive skills required to comprehend 

assignments and succeed in academic courses.  The learning of students with ASD can 

often be characterized as fact driven and detail oriented (Minshew, Meyer, & Goldstein, 

2002).  Students with ASD, however, are often not able to make connections or see 

patterns among those facts.  In terms of Bloom’s (1984) taxonomy of cognitive skills, 
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they may do well with knowledge acquisition and comprehension but have difficulty with 

the higher order cognitive skills such as application, analysis, synthesis, and evaluation.    

 To help students with ASD succeed in higher education where higher order 

cognitive skills are important, teachers and advisors must help students learn the subject 

matter in a step by step process.  Not only should the expected outcomes be made 

explicit, but a model depicting the desired outcomes should be provided so that students 

with ASD can see a concrete example of what is expected.  Several strategies can be used 

by faculty to aid learning.  First, directions for assignments need to be detail oriented.  

Divide the assignment into smaller steps with explicit directions for each step.  This will 

allow the student to do a part of the assignment and then receive feedback.  Smaller steps 

means the student receives feedback more often and can help build a sense of 

accomplishment while building skills.  This approach can also lend itself to helping 

students with ASD master the more complex cognitive skills required for a course.  If an 

assignment builds, then more complex cognitive skills will be a natural progression from 

knowledge acquisition and comprehension.  Each step of a multi-step assignment can be 

based on more complex cognitive skills. 

 A second important strategy is to provide examples of competed work that 

exemplify the outcomes desired by the instructor.  Often referred to as “target 

assignments” in a student outcomes matrix, target examples provide a concrete example 

of what is expected.  The combination of specific directions, assignments divided into 

discrete steps with frequent feedback, and concrete examples of desired outcomes 

provides an environment optimum for student success in the classroom. 
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Finding Direction 

 Many college age students are in need of help in selecting academic majors and 

careers.  Students with ASD need special help in these areas for several reasons.  Many 

students with ASD have a restricted range of interests (Volkmar & Lord, 1998).  They 

may also possess limited experience in work or even poor attitudes toward work due to 

negative past experiences.  In addition, some students with ASD may exhibit a lack of 

ability to verbalize their own career interests, have a lack of connection to the real world, 

or fear doing new things outside their regular routine.   

 Ramsey (2006) describes the changes college students with ASD experience as 

transitions and suggests a “person-centered” transition support team to help ASD students 

negotiate the transitions they face.  Academic advisors will find that a combination of 

techniques is often required to help students with ASD learn about academic and career 

options and to actively explore those options.  Activities such as a combination of 

computer career discovery programs, books and materials designed to explore academic 

and career options, individual counseling, and observing people at work may be 

necessary.  A focus on planning short term goals followed by developing a more long 

term outlook can be successful (again, as in the classroom, emphasizing a step-by-step 

approach that breaks a process down into component parts and does not overwhelm a 

student with it’s complexity and size).  For example, a student might, with help, plan 

their study time, then next semester’s schedule, and then look to thinking about bigger 

career decisions.  Learning problem solving skills, as discussed earlier, is also important.  

How to understand a novel situation can be a very useful skill to avoid frustration.   
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 Learning to make a successful transition to work is one of the most important and 

difficult tasks for college students with ASD.  As Salzberg (2003) points out, in 

comparison to other students, students with disabilities graduate at a lower rate.  Of major 

importance is a transition to work that provide for success to encourage the student to 

seek employment opportunities rather than shrink from them.  Work situations that can be 

monitored such as internships or co-ops with cooperative employers, and work-study 

positions on campus can help build confidence and competence. 

 

Developing Planning and Organization Skills 

 Many students with ASD have difficulty using their time and energy to stay on 

task and accomplish goals.  They may exhibit behavior somewhat similar to students 

diagnosed with ADHD, such as difficulty focusing on one subject for an extended time 

period, the tendency to talk tangentially, and being easily distracted.  Further, students 

with ASD may not be able to identify and prioritize all of the steps needed to reach a goal 

(lack of problem solving skills). 

 It is important that students with ASD receive help in becoming organized and 

planful early in their academic career.  If they have assistance from someone to deal with 

the stresses of college life and from whom they can learn to become organized, they will 

have a much better chance of success.  The helper, perhaps a student mentor, provides a 

role model for the student with ASD.  Simple tools such as a time chart or weekly planner 

for prioritizing and organizing can be very helpful.  The art of prioritizing can be 

challenging to any student as they experience freedom from home and close supervision 

for the first time.  Students with ASD may find prioritizing their time overwhelming, not 
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only from the viewpoint of too many options or temptations, but more realistically from 

the aspect of just not knowing what the right or best activity is to do at what times.  This 

is where the guidance and role model of a student mentor can be indispensable. 

 

Conclusions 

 Patton and Dunn (1998) identify four key elements to helping students with 

disabilities attain successful transitions:  assessment, planning, follow-through, and 

coordination.   Ramsey (2006) suggests a comprehensive support team consisting of 

collaboration among family, school, students, agencies, and the community.  These 

activities are essential elements in any program for success.  While attention to individual 

areas of concern has been emphasized in this paper, it is acknowledged that an overall 

intervention plan is an essential element in helping students with ASD succeed in higher 

education.  Typically, there is an office on campus that manages disability services and 

this would be the logical place to begin for coordination of services.   

In addition to the bureaucratic response from the institution, intensive personal 

commitment is often required to help students with ASD achieve success in higher 

education.  Students with ASD need support, encouragement, and models to successfully 

cope with the challenges of the academic world.  Because support staff have had prior 

experience with disabilities, they are often easier to train in the specific issues of ASD.  

As Satzberg (2003) points out, faculty typically do not have an understanding of 

disability issues, however, they are critical for insuring the success of students with ASD 

in higher education.  It is essential that faculty be educated to understand and attend to 

the needs of students with ASD.  The formula for success is based on explicit guidelines 
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for behavior, concrete examples of successful learning outcomes, personal assistance, and 

prolonged support system intervention. 
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Abstract This study investigated the impact of a faculty development program 
regarding the integration of technology into the curriculum at a large, mid-western 
university across a three-year period. A multi-faceted intervention involving 
training, support, project completion, and evaluation was implemented. Results 
indicate substantive changes in faculty expectations and assumptions regarding 
technology as well as increases in faculty and student technology skills and use, 
the degree to which faculty integrate technology into their curricula, and the 
demand for the availability of advanced technologies and technology-equipped 
classrooms.  

The primary purpose of this study was to examine the impact of a three-year staff development 
program aimed at increasing technology integration into the coursework of pre-service teachers 
at a large mid-western university. Changes in faculty expectations, technology skills, technology 
use and integration were examined. In addition, student perspectives were examined. 

For years teacher educators and researchers have lamented that K-12 schools do not respond to 
changes in what is considered to be best practice. However, in the area of technology, the roles 
appear to be reversed. Schools are demanding teacher candidates who are technologically savvy. 
Universities are struggling to catch up to this demand (Becker, 1993).  

Research clearly indicates that substantive change in teaching beliefs and practices is a slow, 
arduous process fraught with barriers. Resistance is the norm, rather than the exception (e.g. 
Byrd & Doherty, 1993; Duffy & Roehler, 1986). Technology standards have been established for 
pre-service teachers (ISTE, 2000), and yet, many teacher educators are reluctant to integrate 
technology into their curricula. One reason for this is that university faculty lack basic 
technological skills and do not understand how to integrate technology into their instruction nor 
into a K-12 curriculum (White, 1994). Additional barriers to technology integration are time 
constraints and institutional traditions and expectations (Campbell, 2002; Gillingham & Topper, 
1999).  

Research regarding elements necessary to effect change in this area indicates that faculty need 
not only the appropriate equipment, but also technical support, training, and the support of a 
learning community (Seels, Campbell, & Talsma, 2003). Training aimed at lasting, substantive 
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change in teaching practices must take place over an extended period of time, rather than in a 
one-day workshop format (Duffy & Roehler, 1986). This “longer timetable allows teachers time 
to absorb information, try ideas out in their classrooms, and then come back for more discussion” 
(Seigel, 1995, p.45). Guskey (1985) suggests that changes in experienced teacher beliefs 
regarding practices and beliefs come only after they begin implementing new practices and see 
positive changes in student learning.  

Zhao, Pugh, & Byers (2002) found that successful integration of technology into instruction was 
more likely to occur when 1) teachers had the requisite skills and knowledge about what was 
necessary in using a specific technology in their teaching, 2) teachers believed the technology to 
be a tool to achieve a curricular objective, rather than that technology itself was the objective, 3) 
access to useful and functional technology was available, and 4) teachers worked with peers who 
used and were excited about using technology in their teaching. Others have found that pre-
service teachers are more likely to report higher use of technology in their student teaching if 
they report high general technology proficiency, have the technology available in their 
classrooms, and have mentor teachers who use technology more frequently (Negishi, Elder, 
Mamil, & Mzoughi, 2003). The concept of university faculty also serving as mentors was 
highlighted by Drazdowski, Holodick, and Scappaticci (1998) when they said, “As an education 
department faculty member and supervisor of student teachers, I must model in my own 
classroom what I expect of intern teachers during their student teaching semester.” 

Each of these findings regarding individuals can be linked to research in motivation indicating 
that people who feel a sense of competence, autonomy, and relatedness are more likely to be 
willing to engage in an activity than those who lack competence, feel controlled and/or isolated 
(e.g. Deci, Vallerand, Pelletier, & Ryan, 1991). 

This study investigated the effects of a three-year staff development program, grounded in 
motivation theory, on faculty expectations regarding technology, their technology skills, 
technology use, and integration of technology into their courses. Student outcomes were also 
addressed. 

Method 

Seventy-six faculty members, instructors, and clinical supervisors at a large Midwestern 
university participated in the study. 

A multi-faceted intervention was implemented in the hopes of effecting substantive change in the 
integration of technology into pre-service teacher education programs.  To enhance teachers’ 
technology competence, all new College of Education faculty in 2001 were required to 
participate in a new course “Integrating Technology in the Curriculum” (ITC). Participation was 
made voluntary in subsequent years in an effort to support participants’ sense of self-
determination. In addition, the opportunity to participate was extended to veteran teacher 
education faculty interested in enhancing their technology skills and integrating technology into 
their courses. In all, between Fall 2001 and Spring 2004, 76 faculty members participated in the 
course. The course was reshaped each semester to meet the needs of the students enrolled and to 
keep abreast of changes in technology. Participants experimented and developed competency 
with various hardware and software programs. In addition, participants completed and evaluated 
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technology integration projects, and in the final two semesters of the project, created electronic 
portfolios that demonstrated skills aligned with ISTE Standards for Teachers. 

To help foster a sense of autonomy, faculty were required to submit a proposal describing a 
technology integration project of interest to them (i.e. how they would use the skills taught in the 
course to improve their instruction). Faculty were either given a course release or paid for their 
participation. To ensure accountability, payment was contingent on completion of a project 
evaluation and participation in a showcase of participants’ projects.   

To foster relatedness among participants and to ensure that participants received adequate 
technical support to complete their projects, participants were assigned to “Collaborative Theme 
Groups,” based on common themes in their proposed projects. Participants were therefore 
involved with others who were using technology and were excited about its integration into their 
classes. Each group was facilitated by a member of the grant staff knowledgeable about the 
technologies being used in these integration projects. These groups met on a monthly basis to 
discuss progress on projects, share ideas, and ask questions.  

 
CoE Technology Survey  
To assess participants’ perceived knowledge and skill in using technology, participants 
completed the 106-item College of Education Technology Survey.  This survey was initially 
created in 1999 and has been systematically revised to reflect changes and advances in available 
technology.  The survey has been subjected to numerous validation procedures and found to be 
an effective tool. Survey respondents indicate on a scale of 1-5 the degree to which they agree 
(high) or disagree (low) with statements regarding their knowledge and skill in using handheld 
computers, multimedia, word processing, spreadsheet, presentation, and database software, e-
mail, the internet, and the world wide web; managing and storing files, and addressing 
technology-related social, ethical, legal, and human issues. Of the surveys’ nine subscales, eight 
have internal reliability scores ranging from .91 to .98 and one subscale has a reliability of .74 
(see Table 1).  
 
Interviews 
Study participants also engaged in individually-administered, structured interviews to identify 
the ways in which they integrate technology into their teaching, particularly the degree to which 
they use technology-equipped classrooms, Blackboard (a university-wide course management 
system), handheld computers, and readily available software and hardware. For the purpose of 
this study, attention was focused on their knowledge and use of data collection, management, 
and analysis tools. 

Department chairs in the College of Education were interviewed regarding the changes they have 
seen in faculty requests for technology, use of technology, and their perception of the impact of 
the project on these changes. 

Syllabus Reviews 
Faculty course syllabi across the College of Education were reviewed for changes in technology 
requirements and integration. Participants were interviewed regarding their integration of 
technology and their expectations of students and the university. Teacher education program 
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requirements were also reviewed. Pre-service teachers participated in focus groups to discuss the 
use of technology by faculty and the degree to which they felt prepared to integrate technology 
into their own curricula. Focus group participants responded to the same survey regarding their 
technology skills. 

Results 

Table 1 indicates ITC course participants in the first four semesters of the grant (i.e., Fall ’01, 
Spring ’02, Fall ’02, & Spring ‘03) made statistically significant gains pre-ITC to post-ITC in 
their self-reported ability to use spreadsheet software, navigate and use the World Wide Web, 
and in their ability to incorporate multi-media into their curriculum. The statistically significant 
decline in participants’ self-reported skill in word processing may not reflect an actual decline in 
participants’ word processing knowledge and skill, but greater awareness of the power of the 
software program. Prior to taking the course, ITC participants may have been unaware of what 
they didn’t know about word processing programs; the course may have provided them with 
greater awareness. The CoE Technology Survey was revised during the grant period to reflect 
changes in the content of the ITC course and the emergence of new technologies. The survey 
rating scale was also revised from a four-point scale that asked respondents to indicate the degree 
to which they were able (i.e., not able to very able) to perform a skill on a five-point Likert-type 
scale. 
 
Table 1 

t-tests for Paired Mean Differences on CoE Technology Survey Composite Variables for Fall 
’01, Spring ’02, Fall ’02, Spring ‘03 
 
 Mean (SD)   
Variable Pre Post df t-value 
Word processing 4.3 (.67) 3.3 (1.1) 34 -4.49*** 
Presentation software 3.0 (1.24) 3.7 (.96) 33 3.06** 
Spreadsheets 3.0 (1.26) 4.0 (1.22) 34 4.25*** 
World Wide Web 2.4 (1.11) 3.7 (1.23) 33 4.60*** 
Graphics 2.4 (1.02) 2.8 (.75) 13 1.44 
Disk and file management 3.3 (.56) 3.5 (.48) 13 2.68* 
*ρ < .05, **ρ < .01, ***ρ < .001     
Rating Scale: 1 = not able; 2 = not very able; 3 = somewhat able; 4 = very able 
 
ITC course participants in the final two semesters of the grant (i.e., fall ’03, & spring ‘04) made 
statistically significant gains, from pre-ITC to post-ITC, in their self-reported word processing 
skills, and in their ability to use presentation and database software, to navigate and use the 
World Wide Web, and to manage computer files and disks (Table 2). They also made 
statistically significant increases in their self-reported ability to incorporate multi-media into 
their curriculum and use hand-held computers effectively after participating in the course.  In 
addition, all course participants during the grant funding period indicated plans to increase the 
degree to which they integrated technology into their courses.  
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Table 2 

t-tests for Paired Mean Differences on CoE Technology Survey Composite Variables for Fall 
‘03, Spring ‘04 
 
 Mean (SD)   
Variable Pre Post df t-value 
Word processing 4.2 (.59) 4.5 (.45) 19 4.0*** 
Presentation software 3.8 (.92) 4.5 (.49) 19 3.82***
Spreadsheets 3.6 (1.89) 4.3 (.75) 19 1.8 
Databases 2.2 (1.20) 3.0 (1.32) 19 3.28** 
World Wide Web 4.3 (.53) 4.7 (.32) 19 3.63** 
Multi-media 2.5 (1.13) 3.8 (.87) 19 5.10***
Disk and file management 2.8 (.55) 4.4 (.97) 19 7.9*** 
Handheld computers 2.5 (1.45) 4.0 (1.26) 19 4.23***
Social, ethical, and legal issues 4.0 (1.10) 4.1 (1.06) 19 .45 
**ρ < .01, ***ρ < .001 
Rating Scale: 1 = strongly disagree; 2 = disagree; 3 = neutral; 4 = agree; 5 = strongly agree 
 

Syllabus reviews indicate that participant faculty have increased the degree to which they 
integrate technology into their courses in the form of greater use of course websites. In addition, 
they have increased student requirements to use technology to complete projects, communicate 
with their classmates and instructors, and access information across the three-year period. 
Reviews of 2004 syllabi indicate that project participants are integrating technology into their 
curricula to a greater degree than non-participants, as shown in Table 3. 

Table 3 

Percentages of 2004 Syllabi Indicating Use of Various Technologies  
 
Type of technology Participant Syllabi

n= 48 
Non-participant Syllabi
n= 60 

Course website 60.4% 11.7% 
e-mail 100% 95% 
Internet-based resources 43.8% 21.7% 
 

Faculty interviews indicate the integration of technology does not always manifest itself on 
syllabi. For instance, a syllabus might indicate that students will complete a project, but may not 
indicate that the requirements of the project will include using multi-media. Interviews of faculty 
participants indicate even greater change in the degree to which they have integrated technology 
into their curricula. One faculty member stated that s/he “used to use an overhead with 
transparencies,” but after taking the ITC course s/he uses “PowerPoint, the internet, and 
simulations all the time in class.” These items were not included in the syllabus. 
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Pre-service teacher focus group participants indicated that their instructors were substantially 
integrating technology into their courses. One participant said “It seems like more teachers are 
using Blackboard®, none my first semester freshman year, and all the way to five my first 
semester sophomore year.” Another indicated, “Computers are a huge part of every class, i.e. 
Blackboard, email, Microsoft® Word® and PowerPoint®.” In addition, focus group participants 
have noticed the change in facilities. “There weren’t projectors in every room when I started 
here, but now there pretty much are.”   

Table 4 

Frequency of Use of Computer Hardware in the Classroom Reported by Faculty  
 

Hardware Use N Never Rarely Sometimes Frequently Always
Computer & Monitor for Instructor 
Use 

45 1 
2.2% 

2 
4.4% 

4 
8.9% 

14 
31.1% 

24 
46.7% 

Projector (e.g., Proxima) 45 4 
8.9% 

3 
6.7% 

6 
13.3% 

11 
24.4% 

21 
46.7% 

Internet  45 2 
4.4% 

2 
4.4% 

15 
33.3% 

14 
31.1% 

12 
26.7% 

Document Camera (ELMO) 45 3 
6.7% 

6 
13.3%

15 
33.3% 

8 
17.8% 

13 
28.9% 

TV Monitor or Screen to project 
DVD/VCR player 

45 5 
11.1%

3 
6.7% 

26 
57.8% 

10 
22.2% 

1 
2.2% 

Student computers available in 
classroom/lab 

43 16 
37.2%

10 
23.3%

12 
27.9% 

1 
2.3% 

4 
9.3% 

Digital still camera 45 15 
33.3%

9 
20.0%

20 
44.4% 

0 
0.0% 

1 
2.2% 

Audio-tape player 45 25 
55.6%

10 
22.2% 

8 
17.8% 

0 
0.0% 

2 
4.4% 

Digital video camera 45 25 
55.6%

12 
26.7%

7 
15.6% 

0 
0.0% 

1 
2.2% 

Wireless laptops (cart) 45 29 
64.4%

7 
15.6%

6 
13.3% 

3 
6.7% 

0 
0.0% 

Distance Education Equipment 45 35 
77.8%

5 
11.1%

4 
8.9% 

0 
0.0% 

1 
2.2% 

Handhelds (cart) 45 37 
82.2%

8 
6.7% 

4 
8.9% 

0 
0.0% 

1 
2.2% 

Mimeo (captures what is on the white 
board) 

45 34 
75.6%

8 
17.8%

2 
4.4% 

1 
2.2% 

0 
0.0% 

Rating Scale: 1= Never; 2 = Rarely; 3 = Sometimes; 4 = Frequently; 5 = Always 
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Faculty who indicated that they were not using various forms of technology were asked why they 
did not use it. Eleven who responded to this question indicated that the particular technology did 
not align well with their teaching strategies or that they saw no real need to use it. Two indicated 
that they did not know how to use the mimeo, digital video camera, and distance education 
equipment. Four participants indicated that the hardware was unavailable to them. This was 
mentioned with regard to off-campus courses and items not regularly in on-campus classrooms 
(i.e., handheld carts, mimeo, digital cameras, and wireless laptop cart). 
 
Table 5 

Frequency of Use of Computer Software in the Classroom Reported by Faculty (N=45) 

Software Use Never Rarely Sometimes Frequently Always 
Word processing  2 

4.4% 
2 

4.4% 
2 

4.4% 
12 

26.7% 
27 

60.0% 

Presentation software  1 
2.2% 

3 
6.7% 

4 
8.9% 

16 
35.6% 

21 
46.7% 

Internet browser   2 
6.5% 

4 
12.9%

5 
16.1% 

8 
25.8% 

12 
38.7% 

Spreadsheet  11 
24.4% 

6 
13.3%

16 
35.6% 

8 
17.8% 

4 
8.9% 

Database  26 
57.8% 

7 
15.6%

8 
17.8% 

1 
2.2% 

3 
6.7% 

Rating Scale: 1= Never; 2 = Rarely; 3 = Sometimes; 4 = Frequently; 5 = Always 

Faculty who were interviewed in the summative evaluation completed the CoE Technology 
Survey a final time as part of that process. As shown in Table 6 below, with the exception of 
databases, faculty continued their confidence in using technology.  

Table 6 

CoE Technology Survey Subscale Means, Standard Deviations, and Alphas: Faculty 
 

Subscale Cronbach’s α n= 40 
M(SD) 

Word Processing (19 items) .91 4.6 (.49) 
Spreadsheets (11 items) .95 4.0 (.96) 
Presentation Software (17 items) .95 4.5 (.74) 
Databases (12 items) .98 2.7 (1.16) 
E-mail, Internet, Web (11 items) .74 4.5 (.40) 
Multimedia (13 items) .95 3.6 (.97) 
Disk and File Management (12 items) .94 4.5 (.77) 
Handheld computers (6 items) .97 3.5 (1.42) 
Social, Ethical, Legal and Human Issues (5 items) .91 4.2 (.65) 
Rating Scale: 1 = strongly disagree; 2 = disagree; 3 = neutral; 4 = agree; 5 = strongly agree 

2007 HICE Proceedings 
Page 1274



We have the technology   8 

Paper presented at the Hawaii International Conference on Education, Honolulu, HI January, 2007 

Interviews with department chairs indicated that faculty expectations with regard to technology 
have changed. One administrator said, “It used to be that I asked who wanted to use a 
technology-equipped classroom…now it is easier to ask who does not and count them.” 

Thirty-four pre-service teachers participated in focus groups and completed the CoE Technology 
Survey as part of the project summative evaluation. As shown in Table 7, students are confident 
in their own knowledge, skill, and ability to use technology with the exceptions of the use of 
handheld computers, multimedia, and knowledge and skill in using databases. These three 
exceptions are now being addressed in the new two course sequence of the technology curricula. 
 
Table 7 

CoE Technology Survey Subscale Means and Standard Deviations for Pre-service Teachers’ 
Self-Reported Knowledge and Skills (N= 34) 
 

Subscale M SD 
Word Processing (19 items) 4.4 .42 
Spreadsheets (11 items) 4.1 .92 
Presentation Software (17 items) 4.2 .65 
Databases (12 items) 2.6 1.0 
E-mail, Internet, Web (11 items) 4.4 .55 
Multimedia (13 items) 3.4 .87 
Disk and File Management (12 items) 4.3 .73 
Handheld computers (6 items) 2.4 1.33 
Social, Ethical, Legal and Human Issues (5 items) 3.7 .91 
Rating Scale: 1 = strongly disagree; 2 = disagree; 3 = neutral; 4 = agree; 5 = strongly agree 

Discussion 

Our K-12 teachers’ lack of readiness to integrate technology into their curricula has spawned a 
myriad of studies regarding possible reasons for their lack of skill, their unwillingness to invest 
in technology integration, and potential solutions. This project began with the objective of better 
preparing our pre-service teachers to use educational technology in their own classrooms upon 
graduation. What ensued was nothing short of amazing. The curriculum in which our pre-service 
teachers learn to be teachers has been infused with technology. This project demonstrates that 
staff development can indeed result in substantive change – not only in skills, but in practices, 
attitudes, and expectations – if carefully designed and implemented. Care must be taken to 
provide for autonomy, relatedness, and competence through the building of a learning 
community and providing adequate support and mechanisms of accountability. 
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Abstract 
The researcher is engaged in a study to evaluate and disseminate an initiative involving a 

group of designated ‘gifted and talented’ pupils and the Post-Graduate Teacher Training 

Business Education cohort of the research University. This project is seeking to develop 

exciting and innovative ways to introduce and teach Business Education to 14-16 year olds. 

This partnership initiative is being evaluated with a view to drawing up 

standards/recommendations for a template of future good practice. 

 

Because of the nature of the research, some respondents are, inevitably, children of school 

age. This raised certain difficulties. When planning the data collection, analysis and 

interpretation, the researcher became particularly aware that there could be difficulties in 

relying on the evidence of children as being accurate and valid. There are also a number of 

ethical issues to consider which are particularly germane to research with children. 

 

This paper describes the research, the nature of the data collection, the problems of its 

interpretation and how the researcher has addressed these issues. In particular, it looks at the 

issues regarded as problematical when dealing with children and how these might be solved. 

Key issues, outlined by Punch (2002) include children not being used to being treated as 

adults and therefore finding it difficult to respond; adults seeing children as being different and 

children really being different.  The paper explores how the researcher tried to overcome 

certain of these problems and suggests a method of peer involvement by which data collected 

from children may be made more accurate. This particular study may be deemed to be 

research on a small scale, undertaken within the general context of the larger research aims. 

It is specifically to test the theory that childrens’ responses will be more genuine under a 

particular set of circumstances.  
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There are times, however, when small scale research is appropriate and 

indeed where it is both desirable and valuable: for example, where a localized 

problem is identified….(Greig and Taylor 1999:7) 

 
Introduction 
This paper is based on experiences within a learning project that has been taking place since 

2002. It initially looks at the background to the research project and at the outcomes of a 

number of ‘light touch’ evaluations. The main focus of the paper is the technique that was 

then developed to try to ensure that the ‘pupils voice’ (Convery 1992) that was being listened 

to was as genuine as possible.  

To evaluate the project requires a paradigm that will allow for the interpretation of written and 

oral contributions from chosen respondents. The paradigm chosen is a non-positivist one, 

which therefore includes interpretative perspectives. The interpretative approach is viable as 

the researcher will be seeking to understand the different perceptions of the groups 

approached. It is not expected that participants will provide a homogeneous view of (for 

example) benefits, disbenefits, inputs or progress, but that a more complex picture will 

emerge.  The researcher has an open mind regarding the benefits that pupils may quote but 

intuits that social and behavioural benefits (such as a gain in confidence) may emerge and be 

just as important as educational benefits. 

The underlying assumptions that make up the research perspective may be stated as limiting 

significance to the interactions that took place within the framework of the partnership; giving 

due credence to the opinions and views of pupils and allowing all the voices in the study to be 

heard with equal clarity. (Clarke, 1996).  

 

Background and participants 
The project is a collaborative one between a University Department and a secondary school. 

The participants – the Researcher, the Research Institution, the School and the Excellence in 

Cities programme are briefly described below. 

 

The researcher is a Senior Lecturer in Education on Post Graduate Initial Teacher Training 

courses in Business Education and Citizenship.   

 

The Research Institution is the Business Education department of the School of Education 

and Professional Development (SEPD) at a University in the North of England. The SEPD 

has, as one of its focus areas, Initial Teacher Training in a number of subjects. The Business 

Education department trains teachers to teach Business and Citizenship in Secondary (11-19) 

schools and colleges. The School of Education is one of seven academic schools. It has over 

3,000 students including around 1,500 post graduate students and 85 research students. Post 

Graduate Certificate in Education students are on a one or two year course leading to a 

teaching qualification and Qualified Teacher Status. 
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The school is an 11-16 comprehensive school situated in a village near Barnsley, a town in 

the North of England. It has been made anonymous throughout the paper by the use of the 

pseudonym ‘Westway School’. It is in a relatively deprived area characterised by a number of 

indicators of relative poverty and deprivation, (Barnsley, 2005). For example 27% of children 

in the area are dependent on adults who do not work; 25% of all children live in single parent 

households; 41% of the population aged 16 – 74 had no qualifications in 2001 whilst 

attainment at all Key Stages of the English National Curriculum is below the national average. 

In addition, the ‘staying on’ rate is low, with 11.3% of all 16 - 19 year olds not in employment, 

education or training. 

 

In the  inspection report issued to the school by the Office for Standards in Education 

(Ofsted), in 1998, amongst the schools strengths outlined were a very good culture of positive 

working relationships in a well cared for learning environment, with the majority of pupils with 

good attitudes to school. However, there were criticisms that pupils’ skills in independent 

learning were underdeveloped. Teaching was at least satisfactory in 91 per cent of lessons; 

13 per cent were very good or excellent; and 9 per cent were unsatisfactory, (Ofsted 

inspection report, 1998). 

The subsequent 2005 Ofsted Report adds the information that: 

There is a small but increasing number of pupils who live in public care. Socio-

economic circumstances are well below average. Indicators for the wards 

served by the school show high levels of unemployment, much of which dates 

from before 1995 and resulted from the demise of the local mining industry. 

Other indicators confirm a picture of high levels of deprivation, and low levels of 

education in the area. The school is part of Excellence in Cities, and receives 

funding from the Leadership Incentive Grant and the Single Regeneration 

Budget.  

The report also mentions the Partnership as of positive benefit to the school: 

Close links have been established with a neighbouring university and its staff 

and students, and reciprocal visits help to broaden the pupils’ experiences and 

interests. (Ofsted 2005). 

 
The Excellence in Cities (EiC) programme was launched in 1999, originally covering 25 

Local Education Authorities1 (LEAs). Partnerships are now running in 58 local authorities and 

more than 1,000 secondary schools. EiC proposes a set of strategies that are focused on 

better teaching to lead to improved learning, behaviour and attendance, and to develop 

leadership skills and potential. Joyce et al (1997:15) conclude that different experiences help 

pupils to develop: 

                                                     
1 Local Education Authorities are part of the local government structure in the UK, responsible 
for schools. 
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Increasing the range of learning experiences provided in our schools increases 

the likelihood of more students becoming more adept learners.  

A key strand of EiC provision is to encourage certain pupils into higher education. These 

pupils are described as those who have no family history of University learning: neither 

parents nor parental generation, nor siblings, have attended this level of education. The aim is 

to alter their aspirations so that they consider University to be an attainable and desirable 

target. Familiarity with University surroundings, in order to take away notions of ‘exclusivity’ or 

‘unattainability’ is thus considered central to the provision. According to the Department for 

Education and Skills (DfeS) Standards Unit (accessed August 5 2006): 

Excellence in Cities…offers a real chance to transform urban secondary 

education in these areas where standards have been too low for too long.  

 
The Gifted and Talented Strand 
The Project works with the ‘gifted and talented’ cohort designated at Westway School. One 

thread of EiC support is this ‘gifted and talented’ strand which is described by the DfES 

Standards Unit as ensuring that  

…schools introduce teaching and learning programmes and complementary 

out of school hours study support programmes for their most able 5-10% of 

pupils.(DfES Standards Unit, ibid) 

But what are ‘gifted and talented’ children? The DfES Standards Unit defines ‘talented’ 

students in just three subjects: Art, Music and PE. Talented students are the top 5-10% of 

pupils per school as measured by actual or potential achievement in these areas. Gifted 

pupils are measured as the top 5-10% of pupils in each measured by actual or potential 

achievement in the other curriculum subjects. 

 

Welding (1998) suggests the generic characteristics of gifted students; in general they have a 

‘thirst for knowledge’, high powers of reasoning and the ability to understand abstract and/or 

difficult concepts quickly. They can also express themselves lucidly and show analytical and 

independent thinking. 

In education, however, there is no clear definition although ‘gifted’ appears to apply to 

academic work, whilst ‘talented’ applies to more creative areas. Kendall (2003:2) concludes: 

Pupils may be included in the gifted and talented cohort for a variety of 

reasons, including being talented in sport, music or art, not only because of 

their academic achievement or potential.  

However, when schools are looking to decide on this cohort that is marked for higher 

attainment and possible future University entrance, they were often unclear on why pupils had 

been chosen: 

Schools were not, in general, able to distinguish between pupils identified as 

‘gifted’ and those identified as ‘talented’. (Kendall, ibid.) 
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Gifted and talented cohorts are not ‘absolutes’; as they are measured in top percentages, the 

‘gifted and talented’ of one area may not have made the definition in other, higher achieving, 

areas. Also, once a pupil is in the cohort, it is not necessarily the case that they will remain in 

the top 5-10%. Pupils develop at different rates and are likely to ‘peak’ at different times. In 

many schools, and Westway was no exception, teachers feel uncomfortable with the name 

and tend to avoid using it. Whilst, in official documentation, both internally and externally 

(such as Ofsted reports) the soubriquet is used, Westway decided to call its particular cohort 

the ‘Experiential Learning Initiative’. 

 

The Project 
The project takes place with reciprocal visits between the school cohort and the University on 

three occasions throughout the year. This serves the dual purpose of introducing the school 

students to a University setting in a non-threatening manner, and allowing teacher trainees to 

work with a specific group and type of student that they may otherwise not encounter. The 

school cohort comprises approximately 45 pupils drawn from Years 8,9 and 10 

(approximately, 12 to 15 years old). The school does not include its youngest pupils (Year 7), 

considering that they are still bedding down into the school system, nor its oldest (Year 11), 

cutting down outside activities so that they can concentrate in their GCSE (16+) 

examinations. The school cohort is thus a ‘rolling’ one – each year two of the years move up 

(Year 8 and Year 9), one moves out (Year 10 into Year 11, and therefore no longer involved) 

and one moves in (Year 7 into Year 8). The cohort at the University is between 30 and 40 

trainees, depending on the year.  As they are all embarked on a one-year course, these 

personnel change annually. 

 

Aims 
The overall aim of the project was to develop ways to deliver elements of Business Education, 

Economics, Enterprise and Citizenship in innovative ways using the skills and ideas of 

trainees and pupils. The group has met three times a year over a four year period and 

developed and recorded a number of activities and lesson ideas. From the observations, 

conclusions and evaluations, the aim is to develop a model that could be utilised to good 

effect by other institutions. 

There are three main aims from the point of view of the Research University.  

o To raise awareness and interest in pupils regarding the content of Business 

Education so that many would consider a possible career in business. This is linked to 

innovations in the curriculum such as work-related learning, enterprise education, work 

experience and personal financial management. 

o To investigate how Citizenship teaching could be integrated into Business Education 

based on the high proportion of Business and Economics related content in the Citizenship 

National Curriculum.  
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o To enhance the Initial Teacher Training (ITT) course by allowing students a first 

introduction to pupils and an opportunity to work with them outside the confines of a school 

placement. In addition, it would help ITT students to reach certain of the Standards for 

Qualified Teacher Status. 

 

Research with children 
It is only in the last decade of the twentieth century that literature appears that begins to look 

at the child subject2 as more than a cipher, or an incompetent respondent (Pilcher, 1995, 

Robson and Kellett 2004). Children needed to be under adult supervision or the protection of 

(in particular in schools) in loco parentis teachers. That they could have thoughts and 

opinions that could help to shape research and policy was seldom considered, leading one 

commentator to state that; 

“The views of pupils/students represent the single most neglected source of 

potential data for school improvement.” (Hannam 1998:3) 

 Since the mid 1990s, however, there has been: 

A marked epistemological shift from research which objectifies children, placing 

their needs under the auspices of the family, to research conducted with 

children (Weller 2005:304) 

At least two distinct movements have emerged. One, exclusive to educational research, is the 

idea of ‘listening to the pupils voice’. This is a development that considers that children as 

either the objects of research, or the recipients of policy derived from research, should have a 

role and a ‘voice’ in discussions, research and policy.  (Convery 1992; Cooper and McIntyre, 

1996; Dadds, 1998; Ruddock and Flutter, 2000).  Nieto (1994), discusses the importance of 

listening, whilst Sammons (1995) points to increases in overall pupil achievement from 

listening to (and acting on) their opinions. Day (1992) suggests that one of the major ways in 

which teachers can act as role models for children as pupils is by listening to them. Not only 

should children be heard, but they should be convinced that, in the power balance, their views 

carry some weight. Co-operation is also key: Brown (1994:5) found that if the adult (teacher) 

co-operated with the child (pupil/respondent) then this  

…promoted an atmosphere of joint responsibility, mutual respect and a sense 

of personal and group identity. 

whilst other commentators have concentrated on the benefits to be gained from listening to 

children. For example: 

Particularly, we learn how articulate and in touch even the youngest pupils can 

be when they are given time to talk about their learning and their experience of 

it at school. (MacGilchrist et al 2005: 65) 

This has had particular applications in the classroom and in recommendations for teacher-

pupil relationships: 
                                                     
2 ‘Child’, as subject, is taken to mean those under 16 (Holloway and Valentine, 2000); 
‘teenagers’ are 13 – 19. The children in this research are thus both teenager and, by 
definition, child. 
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When teachers dismiss student experience, they blind themselves to the way 

students learn, construct identity and negotiate their place in the world. 

(Steinberg & Kincheloe, 1998: 230–231) 

Much of the research and commentary is, naturally, targeted at improving the learning 

process.  

When students are engaged to take an active role in the learning process they 

are empowered to shape their experiences, what they search for, interpret, 

understand and apply. (Villaverde & Kincheloe, 1998:150) 

The empowerment that invites comment here allows students a degree of equality with 

teachers, and a degree of influence over their learning process, although some commentators 

would still aver that there is a long way to go: 

While pupils are often considered the key stakeholders in education, rarely are 

their voices seriously taken into account in polices devised to improve 

teaching, learning and achievement. (Wood 2003:365) 

However, this is not to say that such techniques cannot also be used to improve the accuracy 

and efficacy of the research itself, 

 

The other movement, in more general areas such as marketing and sociological research, is 

that of ‘children-centred research’ (Valentine, 1999) or ‘child-centric research’ (Bannister and 

Booth 2005). This stems from the increasing interest shown in children as respondents 

themselves, rather than as an anonymous or invisible part of ‘education’ or ‘the family’ 

(Corsaro, 1997; Holloway and Valentine, 2000). The field is international and interdisciplinary 

and has been dubbed the ‘new social studies of childhood’ (Barker and Weller, 2003).  

 

Problems of research with children 
There are particular problems or issues associated with research with children. Ethical issues 

are particularly relevant (and explored below), along with participant consent and the power 

relationship between the adult researcher and the child subject. There are also, particularly in 

educational research, questions over how frank or genuine are the pupils responses. In initial 

interpretations of the data collected under the ‘light touch’ evaluations of the Project, the 

researcher noticed that pupil answers appeared to be very similar to those given by adults – 

both teachers and trainee teachers. For example, when asked which session was ‘most 

useful’, teacher and trainee responses were, predictably, linked to educational validity. 

Surprisingly, so were pupil responses: 

Pupil A: because we planned and learnt more terms and information about 

business 

Pupil K: the tips and work will be very useful and again has been a great 

experience with all aspects 

Pupil J: I learnt lots about business studies by answering the questions 
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Of course, this could be because they were sharing a viewpoint, but this seemed unlikely as 

each had a different role in the Project and different viewpoints would therefore be expected. 

The question therefore arose as to how frank the pupils were being in their answers. Children 

have a tendency to lie or evade for reasons that may not be immediately apparent to the 

researcher. For instance they may lack knowledge, understanding or even an opinion, yet feel 

that they need to provide an answer. In this case, they may well merely guess in an attempt to 

fulfil what is required of them (Ennew, 1994; Gersch, 1996; Richman, 1993). Children usually 

find themselves in a disadvantageous power situation; they are used to having rules imposed 

and being passive recipients rather than proactive instigators. Often, they are not used to 

being asked for an opinion. The question remains as to whether the researcher can ‘really 

believe’ children’s accounts of their experiences (Morrow, 1999). There are also issues when 

the child response runs counter to ‘accepted wisdom’. As Wood (2003:368) suggests: 

What pupils say may also clash with dominant discourses about effective 

practice, both at the macro-level of government policy, and the micro worlds of 

schooling.  

Punch (2002:321) outlines three major issues that may make children as respondents 

different to adults and may affect the perceptions of researchers.  

The way in which researchers perceive childhood and the status of children in 

society influences how children and childhood is understood.  

Firstly, children are not used to being treated as adults – children are a different generation 

and rightly suspicious of older generations: 

The concept of generation is key to understanding childhood. This means that 

the adult researcher who wishes to research with children must confront 

generational issues. (Mayall 2000: 121) .  

In particular, the power balance between child and adult must be addressed. Secondly, adults 

see children as being different and therefore treat them in different ways to adult respondents. 

. . . while children as research subjects may be envisioned as sharing the 

status of adults, they are none the less thought to possess somewhat different 

competencies and abilities. It is up to researchers to engage with these more 

effectively. (James et al., 1998: 188) 

Thirdly, there really are differences, for example in vocabulary, understanding and 

experience. Children’s ability to make sense of the world is necessarily limited. Consider, for 

example, the types of ‘easy’ question on the TV quiz show “Who wants to be a Millionaire’ 

that require cultural or contextual or linguistic knowledge.  

So children are the same as adults, or they are different. Which view or perception is adopted 

by a researcher influences how data are handled and interpreted. 

Those who see children as ‘the same as’ adults, use similar research methods and treat 

responses with equal validity. If children are seen as similar to adults but likely to have 

different skills and different ways to express themselves (James et al., 1998: 189) the 

researcher needs ways to access those skills. Hence data collection devices such as 
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worksheets and sentence completion (Morrow 1999), pictures and diaries (Nesbitt 2000) and 

even radio workshops (Hecht 1998) may be used. For those who see children as different, an 

ethnographic approach is valid, but problematical, as discussed below.  

 

Research methodologies and child respondents 
There are many other methodologies designed to improve both responses and the validity of 

responses with child respondents. These have been developed across different disciplines, 

including health, welfare and education. Greig and Taylor (1999) list several classic ways of 

doing research with children, and several special ways. Classic methods include observation 

of various sorts, correlation, experimentation, surveys, case studies and ethnography. Special 

ways include testing and task development, assessment of development, psychobiological 

measures, cognitive tasks and tests, socio-cognitive and socio-emotional tasks, interviews 

and questionnaires. Other avenues may also be used, for example photographs, drawing and 

diaries (Barker and Weller 2003). The description of a study (Martin et al:2002:121) carried 

out by 21 teachers in London and China is typical of the research instruments used; for 

teachers the use of questionnaires, vignette case studies, observation, journals, and/or focus 

groups; for children: 

• non-verbal paper and pencil exercises (for example classifying random 

animals into a scheme for designing a zoo) 

• discussion prompter topics (for example, how to redesign the classroom 

learning environment) 

• group investigation tasks involving the solving of a problem or the creation 

of an innovative idea (for example, using toy cars to create a smooth traffic 

flow around a toy town 

• enactive activities in order to illustrate an abstract creative or critical 

thinking strategy 

Although the list is long, it is not, however, exhaustive, and there is no suggestion that any of 

the problems, as perceived by Punch (2000), are being tackled. The closest any method 

comes to breaking down the barriers between child and researcher is that of participant 

observation where 

The observer becomes a friend with her subjects and interacts with them in the 

most trusted way possible. (Greig and Taylor 1999:88) 

Such friendships however are rare, and the power differential remains. Children need to be 

convinced that teachers and adults other than teachers: 

… are really interested in what they have to say [and] that their views will be 

given careful consideration… (Ruddock and Flutter 2001:2)  

An ethnographic approach is likely to be predicated on the use of participant observation, 

which may be described as the practice of doing research by joining in the life of the social 

group or institution that is being researched (McKernan, 1996). Here, however, is the major 

problem linked to research with children, and it is 
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… that adults are unable to be full participants in children’s social worlds 

because they can never fully be children again. (Punch 2000:322). 

It is this aspect of participant as researcher that this small scale research is investigating. 

Within their own worlds, children are the most knowledgeable and expert ‘members of the 

community’ (Rudduck and Flutter, 2000:76) so why not use them as researchers? The 

hypothesis is that, if adults cannot full engage in the child’s world, certainly other children – 

particularly peers – can. Is it possible to train peers in interview technique sufficiently well to 

allow them to carry out the interview as peer-to-peer events? If so, will this lead to more 

‘honest’ and ‘genuine’ answers from the child respondents? 

The aims of the research are thus to train a small number of ‘pupil researchers’; to allow them 

to conduct and record interviews and to correlate the responses against those of a ‘control’ 

group of pupils and against adult and previous pupil responses. The similarities or differences 

in key answers are compared to see whether the peer interview technique is effective. 

 

Ethical issues 
Children as research subjects present certain ethical problems for the researcher (Thomas 

and O’Kane, 1998; Christensen and James 2000). The children must be able to understand 

the nature and purpose of the research, and to be in a position to withdraw or decide not to 

participate at any time. This can only be achieved within the notion of ‘informed consent’ 

(Alderson, 1995, Lewis and Lindsay, 2000). The most important aspect of research with 

children is sensitivity to the balance of power (Morrow and Richards, 1996, Valentine, 1999). 

An adult researcher is immediately and ‘naturally’ in a position of power over a child 

respondent, physically, intellectually and by status. This can colour all the responses so that 

the child only delivers that which s/he feels is ‘expected’ or ‘right’, rather than a genuine 

response. Consideration was given to other methods by which frankness could be 

encouraged. Internet based discussion, for example (Kitchin and Tate, 2000), or a ‘phone-in’ 

type radio programme (Weller, 2006) but even here, the power lies in the hands of the 

internet moderator or the radio phone-in host (Barnard, 2000). These, by the nature of their 

anonymity, might even generate more suspicion in the respondents.  

Bassey (1999) suggests three ethical principles: respect for democracy, respect for truth and 

respect for persons. O’Leary (2004) suggests responsibility for the production of knowledge 

and responsibility for the researcher. In this research, Bassey’s three principles were fulfilled 

as follows. Respect for democracy was achieved by ensuring that all participant views, 

however collected, were given equal weighting. Within the realm of this principle, it was seen 

as important to make sure that data collection took place in a neutral situation that would not 

adversely affect the outcome. To fulfil the second principal, interviews and focus groups were 

openly recorded, with the specific permission of all research subjects. Here, it was particularly 

important to establish that school students understood what was being asked of them and to 

what use the data would be put. To fulfil the third principle, respect for persons, all 
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participants and institutions were assured of anonymity and given the opportunity to withdraw 

at any time 

In researching with children, Bassey’s third principle: ‘respect for persons’, is seen as vitally 

important. Research with a group of children – even a group designated as ‘gifted and 

talented’, raises different issues to research with adults. In terms of informed consent, for 

example, permission for participation was sought from both adult ‘gatekeepers’ (parents and 

school) and the children themselves - with the final decision on participation resting with the 

child. Authority figures (such as teachers or parents), were only present or absent at the 

specific request of pupils. 

 

Peer interviewing 
Pupils from the Year 11 cohort who had completed the three year cycle were asked to 

volunteer to be interviewers, to have the opportunity to take an active role in the research. 

Robinson and Kellett (in Robinson, 2004) explain that this participatory role in research is 

important to children. The nature of the research was explained to them, and the reasons for 

using pupils to interview other pupils rather than adults. In particular, attention was drawn to 

reducing ‘the power differential’ (Maclure 2003) between children and adult researchers. This 

is a very delicate matter, as ‘over-training’ will unbalance the power structure and put the 

trained teenager in the same position of power as the trained researcher. However, training 

there must be, as Robson (2002:290) says: 

You don’t become a good interviewer just by reading about it. Skills are 

involved which require practice, preferably under ‘low-risk’ conditions where it 

is possible to receive feedback on your performance. 

Teenagers cannot just be ‘let loose’ to carry out research on other teenagers, but need to be 

trained in the techniques required, including empathy and acting as a facilitator of discussion. 

The effectiveness of teenage-centred methods relies as much upon the 

researcher as a successful facilitator, as upon the actual techniques 

implemented (Weller 2006:306) 

Three volunteers offered to be trained. The training was informal and, at times irreverent. This 

was deliberate as the researcher did not wish to give the trainees any sense of self-

importance that would create a greater power differential between them and the peer group 

that they were interviewing. A number of aspects of interviewing were explored. It was 

established that trainees understood the questions and the language in which they were 

couched. The research context and setting were seen as important, so advice from them was 

sought as to the best time and place for the interviews to be conducted. They were also able 

to ‘pilot’ the questions. The use of a tape recorder in the interview sessions was not perceived 

as a problem by either the pupil interviewers or the interviewees: they accepted that a 

verbatim record would be needed and had no issues of trust.  

 

Criteria 
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It was necessary to establish certain criteria to judge whether or not more ‘honest’ answers 

were forthcoming. These were 

• The use of natural language and idiom, both by interviewer and interviewee, as an 

indication of levels of relaxation and ‘conversation’ taking place rather than ‘stimulus-

response’. 

• The correlation of answers with the ‘control’ group. The researcher interviewed similar 

children, in similar circumstances, but without any attempt to reduce the power 

differential. 

• The correlation of answers with those given by previous groups of child respondents, 

teacher trainees and adults. 

 
Results 
In each interview situation there were several examples both of natural language and of 

interviewers allowing discussion to wander and then bringing it back on track. Simple 

prompts, that ensured inclusion, were peppered throughout the interviews, for example: 

Interviewer 1: Any comments from you two? 

Interviewer 2: What do you think S_____? 

Interviewer 2: P_______ do you have an input? 

Interviewer 3: What would you say L______? 

There were also examples of interviewers re-establishing control, for instance: 

Interviewer 2: Can we settle back down children and get on to next question; 

that got too heated… 

And clarifying questions where they thought that this was necessary e.g. 

Interviewer 1: which do you think has had the most … erm … which do you 

think has done the most work to make sure what we’ve done has been 

successful? 

Interviewer 3: Which session over the three years did you feel you had the 

most input, this means, like, making decisions and that 

There were also plenty of examples of natural language, including idiom (which the 

researcher has, on the whole, translated) and bad language – as used naturally within the 

peer group - and inviting no comment or censure from them, in fact, passing unremarked. 

Typical examples that also indicated the relaxed and informal atmosphere included 

exchanges such as: 

J___ Can we just do this more relaxed now instead of formal. I thought the 

second one was best because you had to make a product and then… 

(Laughter) 

N___ Second one was best cos you like made a product and could advertise it 

and everything and I just thought that it was good business skills. 

A___ First one cos I was in a group full of birds... (Laughter) 
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So J_____ shone in Year 8 and is now… a child genius 

He’s like the boy with five brains 

J______ I’ve only got one 

(Laughter) 

 

J___’s now looking at C_____ with puppy eyes 

Shaking his bottom lip 

Shaking his foot like, wagging his tail 

Followed by the interviewer bringing the discussion back to the point 

Interviewer 2: Come on next question 

One interviewer (2) even took votes on key questions to ensure an accurate response. 

Interviewer 2: Ok so who thought first year was the worst 

J: Put your hand up 

Interviewer 2: That’s three people, four, thought the first year was worse. Who 

thought the second year? 

No people 

Interviewer 2: Who thought the third. Just N_____, all by himself. OK, the next 

question 

 
A number of key questions were chosen from the interview as being those most likely to elicit 

opinion rather than a factual statement. In some cases, answers concurred with those of 

teachers, trainees and the control group. In other cases, there were marked differences. This 

is an indicator that certain answers were given with greater honesty and frankness. 

Interestingly, where there is agreement, it may arrive from different directions. For example, in 

the first pair of questions (Table 1) the criteria by which teachers and trainees are judging 

usefulness appears to be ‘learning’ whilst for the pupils, the criteria appears to be ‘enjoyment’. 

Other reasons (and areas for further research to address) include the isolation and trepidation 

felt by younger pupils, and the feeling, for them, that it is the older children, and the trainees, 

who have the power.  

The tables show typical answers and comments drawn from majority responses across the 

various interviews. 
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Table 1 
 
Question Teacher Trainee Control group Peer interview 

Which session of 

the three carried 

out this year 

(2004/5) was the 

best/most useful? 

 

Session 3 
‘everyone seemed to 
be busy, everyone 
seemed to have 
something to do’ 
‘I think the games 
gave it a fun element’ 
‘it seemed a bit 
manic, but the pupils 
all seemed to learn 
something’ 

Session 3  

‘most interactive’  

‘it helped to know the 

team better’ 

‘gave pupils more 

knowledge and skills’ 

 

Session 3  
‘helped you to learn more about business 
studies’  
‘let you express your opinion on the whole 
time because we have been looking at and 
testing games then evaluating them in our 
groups’ 
 ‘it gave me the basic impression of 
business and helped me understand what 
goes off out there’ 
‘because we planned and learnt more 
terms and information about 
business’ 
‘the tips and work will be very useful 
and again has been a great 
experience with all aspects’ 

Session 2, ‘because we had to make up 
questions for the game’ ‘more involved, fun’ 
‘everything fell into place’  
Session 1 ‘ cos there’s loads of planning 
and loads of talking in your team’ 
 ‘because we had to make questions up (for 
the game) which meant, I had to learn the 
answers to the questions to see if they were 
right, so I learnt questions about business 
studies and ethics 
 

Which session of 

the three carried 

out this year 

(2004/5) was the 

worst/least useful? 

 

Session 1 
‘It was useful in that 
they visited the 
University, but other 
than that, I don’t think 
they learned much’ 
‘Just planning, there 
was nothing very 
interactive’ 
‘The library visit was 
interesting for them’ 

Session 1 
‘We got to meet the 
pupils for the first time 
and to plan, I think this 
went well’ 
‘The pupils seemed to 
enjoy it, and we were 
able to teach them 
about aspects of 
marketing’ 
‘I think they enjoyed 
working on the 
computers’ 

Session 2 
‘We learnt little’ 
‘The second one, building it, all we did was 
build it, we didn’t learn nowt’ 
‘I’m not good with glue and stuff, so it wasn’t 
much fun for me’ 
‘Yea, I was bored with it’ 
 
 

Session 1:  
‘No, I thought first one  
I was totally confused’ 
‘…where we had to come up with ideas and 
that 
Yea,  that’s the one that I really think was 
boring’ 
‘I’d say the first one cos I felt a bit more 
intimidated cos I didn’t know anybody and 
then it were all new’ 
Session 3: 
‘I thought it were last one, cos we just went 
round playing games really, didn’t we? 
Yea but there were questions on it, and 
then we were sat there for ages not doing 
owt’ 
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Table 2 
 
Question Teacher Control group Peer interview 
Which session 

over the three 

years did you feel 

you had most 

input? 

 

‘I think it’s always the first 
session in any year – there’s all 
the planning and preparation’ 
 
‘I don’t think any one session, 
the very first year, when we 
tried to guide them what to do, 
maybe that one’ 

Year  2, session 2  
‘everyone’s views were considered’  
‘everyone had a say’ 
‘It felt more comfortable’ 
 

Year 2 Session 1  

‘the preparation, we all had our say’ 
‘planning what we were doing’ 
 

Year 2, session 2 
 ‘I think it was the second one where we did 
them, like, product things 
That robot and that 
I agree 
When we all had to think of our own product 
and sell it and an advert  
And it wasn’t just all games’ 
‘I thought the second one because we were in 
the middle age group so there isn’t much 
pressure on us’ 
 

Which session 

over the three 

years did you feel 

you had least 

input? 

 

 
‘The one they most got involved 
in was the enterprise one, I 
think that was the second year, 
they seemed to be able to get 
on without us taking part’ 
 
‘When they made those 
educational toys and marketed 
them, all we did was provide 
some of the materials’ 

 
Year 1, session 1 

‘it wasn’t very interesting so it was 
difficult to make an input; other people 
took control. 
‘the ones that had been before knew 
what to do. I didn’t find it interesting or 
enjoyable’ 
‘ I did not know what I would need or 
what to expect’ 
‘I thought the first year because I wasn’t 
quite sure what was happening’ 
 

 
Year 1 

‘First year we didn’t even know what business 
studies was’ 
‘I don’t know for me actually I can’t say that 
I’ve had a bad year but it probably would be 
first one cos it were nowt like the other two 
Yea, other two I had loads of ideas but first 
one I though right, I’ll not say owt’ 
‘First year, cos I felt right intimidated 
Yea 
…And I didn’t know what to say 
Yea, first year’ 
‘It were like first time and it was oh my god 
what do I do’ 
 

 
NB. Each year there is a different trainee cohort, so this question is not applicable to them. 
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Table 3 

Question Teacher Trainee Control group Peer interview 

What benefits do 

you think the 

pupils have 

gained? 

 

‘Visit a university’ 
 
‘See inside a 
University library and 
learn how to use it’ 
 
‘Working with 
different age groups’ 
‘They are more 
confident’ 

‘able to look inside a 
university’ 
 
‘working outside the school 
rules – just to be able to get 
up and go when they 
wanted’ 
 
‘working with different age 
groups’ 

‘Work about fair trade and stuff ‘ 
 
‘learnt about aspects of business and 
citizenship we would otherwise not have 
covered’ 
 
‘I have gained a basic knowledge of 
business studies’ 
 
‘how to give your opinion’ 

‘I’ve learned how to build a game’ 
‘How to advertise stuff’ 
‘Get your point across’ 
‘Research stuff, searching on the 
internet’ 
‘Listen to others better’ 
‘Work better in a team’ 
‘Put more input in’ 
‘I feel I’m more confident in 
discussions, like this one and others’ 
‘Sorry to say but I don’t think we 
learnt owt of business studies’ 

Which group do 

you think has done 

the most to make 

the Project a 

success? 

 

‘University tutors and 
school staff have 
done all the 
organisation, but it’s 
the pupils who really 
make it work’ 
 
‘Without the 
willingness of the 
pupils to take part 
and do the work, the 
projects would not 
work’ 

‘We have! The trainees do 
all the work with the pupils 
and then have to evaluate 
the outcomes’ 
 
‘University tutors and 
school teachers as they do 
all the planning’ 
 
‘I would have to say the 
kids themselves, they have 
been ace’ 

‘University students have brought all 
students together; they seem to have 
organised the paper work and resources; 
this is who we spend the most time with 
and who brings our groups together; they 
helped us to develop our ideas’ 
 
‘the Westway teachers, they have to do 
all paperwork and bookings and letters 
and that’ 

‘Well no I think us the students 
haven’t really put that much into it 
apart from turning up on time and 
going’ 
‘university students have had to drop 
their classes which are more 
important than ours when they come 
round here like and they have to give 
us ideas’ 
‘And I think teachers as well, they 
have to book coach and be in 
communication with tutors at the 
university and make sure we get on 
the coach, that we get there safely 
and come back safely and that they 
sort it all out  I think teachers like 
They have done more 
Yea, they have 
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Conclusions and recommendations 
Judgements about the effectiveness of peer interviewers based on the relationship they 

appeared to have with the interviewee group, the use of supplementaries and positive 

encouragement, showed that they were operating as efficient interviewers. They made sure 

that views were heard, and that everyone in the group was included. They allowed the 

conversation to drift in places, but the pulled it back when they felt it had gone too far. In this 

respect, they operated with equal efficiency to adult interviewers. Where training needs more 

work is in the use of supplementaries – some interesting avenues were not opened up in 

places where an adult researcher would have done so. 

It is also apparent that a much deeper analysis of responses needs to take place before any 

specific conclusions can be drawn. In general, however, it can be shown that peer-interview 

answers were not always concurrent with those of (most importantly) the control group and 

opinions that would not have found their way into adult/child interview situations have been 

expressed. Advising on interviewing children, Greig and Taylor (1999) are clear that it is 

important to establish ‘a sense of rapport with the participant’ and to encourage ‘flexible 

adaptation to suit the cognitive and linguistic competence of each age group…’. Here, the age 

group, at 15, may be considered almost adult, and the cognitive abilities of those designated 

as ‘gifted and talented’ may be at a sufficient level to ensure that they respond as adults. This 

peer-interview technique may not be appropriate therefore for child-centred research with 

children of lower ability or a younger age. Further research to establish age and ability 

boundaries for such interviewing to be successful need to be established. In addition, this 

small case study has looked at just one aspect of interviewing children, there are many other 

aspects (such as, for example, location, ambience and language levels) that are equally 

worthy of attention. 

Certain issues, however, do appear clear (at least with this age and ability group). Firstly, the 

power balance no longer becomes an issue when peer interviewing is used. Although the 

interviewer still has a certain amount of power (in terms of when and how to ask questions, 

interjections, and the amount of time or space respondents are given to answer), this is 

tempered by the group dynamics. The lack of a power differential has, in this small study, 

encouraged pupils to talk about their vulnerability and intimidation. 

Secondly, if pupil interviewers are made familiar with questions is peer-interview training, this 

strengthens the pilot stage of a questionnaire. Pupil interviewers will, in a training situation, 

ask for explanation or elucidation and this will serve to make the whole exercise more 

accurate and efficient. 

Thirdly, a greater degree of frankness will ensue because pupils are more relaxed, more likely 

to speak in a natural or idiomatic way, and therefore more likely to express themselves clearly 

and with honesty. Greater accuracy is assured if: 
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Children can relate their experiences through an active role in the data collection [using] the 

tools, environment and ultimately the voice with which to effectively relate their experiences 

(Banister and Booth 2005:158) 
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Utilizing different forms of media as a teaching tool in counselor education courses is a 
powerful, creative, and fun way to appeal to multiple learning styles and to teach a 
diversity of topics. Using podcasts, music, movies, internet sites and other formats allows 
educators to attract the attention of students and  offer material in auditory, visual, and 
kinesthenic. In addition, it assists instructors in connecting with students at an emotional 
and cognitive level. In the mental health fields it is especially important to have 
techniques that can expose students to diverse information and offer it in a format that 
has the ability to evoke affect and stimulate critical thinking. 
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Although everyone is a sexual being, counselors-in-training often do not feel comfortable 
discussing sex and counselors have reported not feeling adequately trained to work with 
sexual issues. In this workshop participants will learn about research documenting the 
importance of discussing sexual issues with clients and counselors’ lack of comfort with 
this topic. Creating a sex therapy class can help counselors-in-training become more 
comfortable with sexual discussion, assessment, and intervention with individuals and 
couples. 
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Abstract of poster: 

This project describes geographic information systems (GIS), as a 

powerful analytical, and visual tool that can be integrated in a science 

methods course taken by physics, chemistry, earth science, and life 

science education majors. In this course, preservice teachers are taught 

about GIS, how to use, build, and develop GIS exercises for a high 

school curriculum. This project also shows how to meet the National 

Educational Technology Standards for Teachers (NETS-T) and the 

Interstate New Teacher Assessment and Support Consortium 

(INTASC) Principles. The poster will display the rationale, objectives, 

instructional strategies, examples of projects and plans for enhancing 

the use of GIS in teacher education. 
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Abstract 

The purpose of this case study was to examine the effects of obsessive-

compulsive disorder on the academic achievement of a student with 

Tourette’s syndrome. Contrary to some reports we found no association 

between the academic achievement of a 13 year old with Tourette’s 

syndrome and his obsessive-compulsive behaviors.  
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Tourette’s Syndrome, Obsessive-Compulsive Behaviors and 

Academic Achievement 

 Obsessions and compulsions are two symptoms most frequently 

associated with Tourette’s syndrome (DSM-IV-TR). Presence of Tourette’s 

syndrome along with other comorbid diagnoses, such as obsessive-

compulsive disorders, in students can lead to lowered academic 

achievement (Piacentini, Bergman, Keller, & McCracken, 2003; 

Robertson, Banerjee, Eapen, & Fox-Hiley, 2002). Channon, Pratt, and 

Robertson (2003) conducted a study to see if impairments in executive 

functioning were associated with Tourette’s syndrome alone or Tourette’s 

syndrome in conjunction with comorbid symptomatology such as 

obsessive-compulsive disorders (OCD). The results of their study 

suggested that OCD contributed to deficits in inhibition, strategy, 

memory and learning categories. Mrdjenovich and Bischof (2003) found 

that college students who had a higher level of OCD symptoms earned a 

significantly lower course grade, even though they had enrolled in fewer 

credit hours than a comparison group. 

 For our case study we observed and interviewed an Asian 

American male adopted at age five months, and diagnosed with 

Tourette’s syndrome as well as OCD. Age of onset for both was seven 

years. At the time of our study, the participant, an only child who lived 

with his mother, was 13 years old and in the eighth grade in a suburban 

public school. His primary language was English, he was taking Catapres 
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PCDev&DCall/proposal/4 

at the time this study was conducted to help control his motor and vocal 

tics and had a Section 504 Accommodation Plan. 

 Data were gathered from parent, student, and teacher surveys 

based on the Leyton Obsessional Inventory, observations in the 

participant’s classroom as well as home, his Section 504 Accommodation 

Plan, standardized test scores, progress reports, report cards, and 

samples of his school work. 

Results from the teacher survey indicated that obsessive-

compulsive tendencies did not get in the way of learning in the 

classroom. In the survey completed by the participant he indicated that 

frequent trips to the bathroom got in the way of learning some of the 

time. The parent indicated it was difficult for the child to stay on task 

while doing homework as a lot of time was spent checking it to make 

sure it was just right. The mother also felt that frequent trips to the 

bathroom got in the way of her son’s learning some of the time. In the 

classroom, the participant was well organized and focused on tasks 

assigned throughout the observations. When observed at home, the 

student completed his homework independently and accurately. 

However, he moved around frequently and seemed restless. 

Our data yielded findings that seem to contradict those of other 

studies (e.g., Piacentini, Bergman, Keller, & McCracken, 2003). The 

participant in this study did not seem to have any difficulty 

concentrating on schoolwork. Difficulty concentrating on homework was 
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noted, however, there was no negative impact on academic achievement. 

One reason for these results may be accommodations provided by the 

Section 504 plan such as extended time for tests and frequent parent 

teacher contact, which may have provided enough support for the 

participant to be successful academically 
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Abstract 

Music stores are replete with cassettes and compact discs proclaiming 

the benefits of playing classical music for infants so as to enhance their 

mathematical achievement. This presentation reports the findings from a 

study comparing scores of students on a math test after being exposed 

to rap and classical music.  
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Effects of Rap Music on Math Achievement: Melody or Cacophony? 

In today’s society, chances are, most eighth grade students are not 

listening to classical music in their spare time. They are more interested 

in rap music and artists they hear on the radio or see on television. This 

study explores the effects of listening to classical music vs. rap music on 

the mathematical achievement of eighth grade students.   

 Bridgett and Cuevas (2000) have researched the effects of listening to 

works by two of the most famous classical composers, W.A. Mozart and 

J.S. Bach. They found that although average scores on a mathematical 

test did improve, the effect of music on undergraduate student 

achievement was not statistically significant for the participants of the 

study. Costa-Giomi (2002) found exposure to music instruction had no 

affect on the mathematical or language achievement in fourth grade 

students. The corpus callous of musicians has been found to be thicker 

and more fully developed than in non-musicians, reinforcing the idea 

that music enlarges existing neural pathways and stimulates learning 

and creativity (Campbell, 1997). In The Mozart Effect, Don Campbell 

suggests that at a young age phonics, music notation, and math, link 

auditory centers to the left and right hemispheres. He also posits that it 

is at this point in time that symbols in the outer world and meaning in 

the inner world being to form a relationship. Anvari, Trainor, Woodside, 

& Levy (2000) conducted research to assess similar relationships 

between phonological awareness, music perceptions skills, and early 
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reading skills in preschool aged children. The relationship between 

music, phonological awareness, and reading could not be explained by 

links between auditory memory, vocabulary, and math like Campbell had 

found. Hall and Zentall (2000) found learning and music do share a 

common ground. They concluded that a learning station, which included 

exposure to music from a popular video game, resulted in improved 

completion and accuracy of math homework in middle school students.  

The Encyclopedia Britannica (2004) defines rap music as a musical 

style in which rhythmic and/or rhyming speech is chanted (“rapped”) to 

musical accompaniment. For the purposes of this study, a successful 

student is defined as one who has high test scores and stays on task 

while working on mathematical problems. 

Campbell (1997) suggests that listening to classical music can 

improve concentration, memory, and spatial perception, while listening 

to rap music can excite the nervous system leading to dynamic behavior 

and self-expression. Based on these findings, the hypothesis for this 

research was that listening to classical music will result in higher 

mathematical achievement while those who listen to rap will have 

significantly lower achievement in eighth grade mathematics.        

Six female, 12-13 year old eighth grade students were divided into three 

groups: control, classical, and rap. While taking a ten-minute math test 

either no music, classical music, or rap music was played in the 

background. Use of calculators was permitted. During the ten minute 
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testing period participants in the classical group listened to Mozart’s 

Sonata for Two Pianos in D Major and those in the rap group listened to 

ten minutes of popular rap hits by the artist Outkast. After completion of 

the math test, students were interviewed individually. A focused 

interview technique was used (Ary, Jacobs, & Razavieh, 2002).  

The mean test score for the control group was + 2.75 points, with 

an average of 2.25 points taken off for incorrect or unanswered 

questions. The mean test score for the classical group was +3 points, 

with an average of 2 points taken off for incorrect or unanswered 

questions. The mean test score for the rap group was + 1.83 points, with 

an average of 3.17 points taken off for incorrect or unanswered questions 

This study found that students who listened to classical music scored 

higher on a mathematical test than did students who listened to rap 

music. Through the focused interview process it was clear to see that the 

two students who participated in the rap group were not pleased with the 

musical selection played during their 10-minute testing period. Both 

preferred to work in silence and stated that they had difficulty 

concentrating and staying focused during the 10-minute task. Perhaps it 

was the difficulty of staying focused that resulted in their lower test 

scores. Campbell (1997) stated that classical music can improve 

concentration, memory, and spatial perception.  
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Abstract 

 
Developing high-level reflection skills proves troublesome for some preservice teachers. 
To examine the potential of an online environment for increasing productive reflection, 
students in three sequential undergraduate education classes responded to regular online 
prompts. We coded student comments for productive and unproductive reflection, 
knowledge integration, and analysis of the four aspects of teaching (learners and learning, 
subject matter knowledge, assessment and instruction ) as described by Davis, Bain, & 
Harrington (2001). We adapted a scoring approach recommended by Davis & Linn, 
(2000); Davis (2003) to analyze what aspects of teaching preservice teachers included, 
emphasized, and integrated when they reflected on their own beliefs about teaching. 
Discussion examines the utility of online environments for producing productive 
preservice teacher reflection. 
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Using Technology to Develop Preservice Teachers’ Reflective Thinking 

 Preparing teachers to assume the complexities of classroom practice demands that 

professional preparation include opportunities for the development of self-reflection.  

While there are a number of perspectives regarding what constitutes reflective thinking 

and how to describe it, most theorists agree that developing reflective thinking skills is 

fundamental for professional competence (Cole and Knowles, 2000; Jay, 2003; Larrivee, 

2000; Osterman & Kottkamp, 2004; Steffy, Wolfe, Pasch & Enz, 2000; Valli, 1997; 

York-Barr, Sommers, Ghere & Montie, 2001; Zeichner & Liston, 1996 cited in Cooper 

and Larrivee, 2006).    In today’s environment of increased federal and state 

accountability mandates, reflection becomes even more important to professional 

teaching practices.  A current teacher education yearbook edited by McIntyre & Bird 

(2000) identifies constructivist theory as a primary concept behind change at all levels of 

educational practice, emphasizing that students and teachers must make meaning, solve 

problems, and apply learning to make informed decisions.  Such changes require teachers 

to become reflective learning facilitators. Even though much has been written about what 

constitutes reflection and its importance for professional competence, the professional 

literature is less clear about how best to scaffold and encourage preservice teachers’ 

reflective thinking.  The purpose of this action research study is to examine the potential 

of an online learning discussion forum for increasing productive, preservice teacher 

reflection.   For purposes of our study we utilized and adapted Davis (2006) and 

Loughran’s (2002) notions of productive reflection as those written, online responses that 

demonstrate a complex view of teaching and learning through integrating and linking the 
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following four aspects of teaching:  1) learners and learning, 2) subject matter 

knowledge, 3) assessment, and,  4) instruction.  

 Historical perspective of reflective teaching 

Reflective teaching, the ability of teachers to function as professional problem 

solvers, emerges in response to the technical view of teaching.  Specifically, reflective 

practice emerged as a result of the process-product research prevalent during the 1970s 

(Vacca, Vacca, & Bruneau, 2005). However, reflective thinking and teaching can be 

traced all they way back to John Dewey (1933), who advocated that teachers must be 

thoughtful students of their own practice rather than followers of routines. Dewey depicts 

reflection as a “deliberate purposeful act that enabled teachers to use their artful skills to 

help students learn in meaningful ways.”  He includes three critical attitudes teachers 

need to demonstrate: open-mindedness (ability to consider problems in new and different 

ways); wholeheartedness (ability to engage by thinking); and responsibility (ability to 

consider the consequences of one's actions).   

More recently, Schon describes reflection as central to growth and development 

within all professions (Schon, 1983; Schon, 1987).  Reflective practice is the ability to 

integrate professional experience with theory and research to formulate solutions to 

problem situations.  Schon determines that reflective practice is a decision-making theory 

which defines a set of elements professionals might use for on-the-spot decision making, 

resolving unique or complex problems as they occur (Schon, 1983).  Drawing on Schon’s 

work, researchers (Osterman, 1990; Kirby & Teddlie, 1989; Hatton & Smith, 1994) 

theorized that studying the actions of competent professionals revealed much about how 

motivated teachers solved complex problems (reflection on action). It is critical that 
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professionals at all levels refuse to compromise the process of reflective practice.  School 

initiatives must consider the ramifications of individual professional reflections. In order 

to support reflective practices, decision-making groups within the school system must 

embrace the concept that intentional actions are not haphazard reactions, enabling 

individuals to act rather than to react (Osterman, 1990). A number of researchers 

(Hollingsworth, 1989; Bartelheim & Evans, 1993; Osterman, 1990) noted the 

discrepancies between teachers’ and administrators’ reflective beliefs when making 

instructional choices in daily practice, or when implementing school reforms.   

Van Manen’s studies (1991) produced a more distinct description of reflectivity.  

He described three levels of reflectivity: technical, practical, and critical reflection. 

Technical reflection focused on the effectiveness of teaching strategies and student 

achievement. At level two, practical reflection emphasized how to apply specific teaching 

strategies to analyze and clarify personal experience. Finally, critical reflection, a 

systematic process of constant critique and self-questioning provided deeper insights into 

the meaning of experience itself.  

Elements of Reflection 

 According to Vacca, Vacca, and Bruneau (2005) reflective practice values 

situational knowledge, promoting “knowledge on practice which is the heart of 

professional growth” (2005, p. 445). Osterman distinguished reflection from reflective 

practice, focusing on the difference between concentration and consideration, and action 

(1990). Likewise, Gur-Ze’eve, Masschelein, & Blake (2001) differentiated between 

reflection as a process and reflectivity as an action. 
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Zeichner and Liston (1987) determined that the purpose of reflection on practice 

is to help teachers better understand and control their own teaching and learning. There is 

no step-by-step approach to help practitioners learn to reflect (Marten & Spielman, 2005), 

but practitioners must be carefully guided through an interactive process.  After 

establishing a collegial, collaborative environment, educators need uninterrupted time 

and space and a well-designed and predictable structure to participate in the reflective 

process (Marten & Spielman, 2005).  Accordingly, discussing instructional practices and 

how they relate to student progress, scaffolds teachers’ progression through the various 

levels of reflection. In order to guide teachers through this process, it is critical to pre-

assess their levels of reflectivity.  The facilitator must determine where to begin engaging 

dialogue, and how to move these learners from reflectivity to reflective practice. 

Sarason, adds a final caution; “the more things change, the more they stay the 

same” (1971, p. 172).  As teacher education programs move toward supporting a 

reflective process to support teacher reflectivity, they need to distinguish the domains of 

reflection quantitatively as well as qualitatively and provide support for new teachers to 

engage in reflective practice as well as administrator expectations for observing within 

teacher-reflective classrooms.  Changes to an organizational structure must be purposeful, 

data-driven, reflective, and linked to student achievement. 

Rationale for Reflective Teaching 

 All learning for students and teachers must support diversity, provide time for 

reflection, and offer opportunities for teachers and students to create practices that 

enhance learning, motivation, and achievement (McCombs, 2001).  According to 

Tomlinson (2005), teachers face a daily challenge to tailor instruction to meet the diverse 
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needs of their learners.  Even though reflection focuses on the moral, ethical, political, 

and instrumental issues embedded in teachers’ daily thinking and practice, it helps 

practitioners better understand what they know in order to reconsider what they practice 

(Korthagen & Wubbels, 1991; Loughran, 2002). Superior reflective practice includes 

opportunities to observe the quality and recognition of teaching and student learning 

institutionally and within the content areas (Kreber, 2005).  In order to develop an 

effective reflective practice, teachers must learn the skill of framing and reframing 

(Schon, 1983; 1987).  Thus, according to Boud and Walker (1998), reflective processes 

must focus on both the teachers and learners’ assumptions and expectations of learning.   

Reflective practitioners must rely on their skilled observations of student 

performance and their professional reactions to the students’ performances.  They are 

more open to innovation; therefore, reflection leads to more creative thought in the 

development of strategies to cope with the cultural, social and political environments 

where learning takes place (Davis, 2006; Hammersley-Fletcher & Orsmond, 2005).  

Students and teachers must make sense of and appreciate beliefs, values, understandings, 

and perceptions (Hammersley-Fletcher & Orsmond, 2005).  When teachers and students 

consider all of these areas, then we can conclude that someone is truly learning how to 

reflect (Korthagen & Vasalos, 2005).  

 Productive, or effective reflection, includes an analysis of integrated knowledge 

(Davis, 2006).  Schon (1983, 1988) shares that reflective teachers have the ability to 

critically and intelligently examine personal premises in their schools’ assumptions of 

educational practice.  It is only during the process of reflection that professionals become 

conscious of how thought transforms human experience, helping them develop and 

2007 HICE Proceedings 
Page 1320



                                           Teaching Reflective Practice Through Technology 8

demonstrate complex views of teaching (Armstrong & Hipp, 2006; Davis, 2006).  

Reflective practice involves the process of teaching and the thinking behind teaching, 

rather than simply evaluating instructional delivery.  Therefore, reflection addresses the 

question of why as opposed to how, and the most critical phase of reflection is learning 

from the process (Hammersley-Fletcher & Orsmond, 2005).   

Teachers are challenged when they reflect on educational research in relation to 

their own teaching (Kreber & Cranton, 2000).  Action research encourages reflective 

practitioners to provide opportunities for refining their instructional delivery.  Reflection 

leads to self-knowledge, a vital component for successful professional development 

(Hammersley-Fletcher & Orsmond, 2005). Similarly, Loughran (2002) argues that 

reflection helps develop the habits, skills, and attitudes necessary for teachers’ self-

directed growth.   

  Researchers must indicate how their conceptualization of reflection is related to 

the characteristics which they consider fundamental to teaching, permitting them to 

explore deeply the quality of their reflective skills (Korthagen & Wubbels, 1991).  Kreber 

(2005) supports further research by suggesting that people who excel in what they do 

tend to reflect on the experience more so than people who perform less well.  It is 

important and encouraging to see a professional question his or her practice through 

another’s eyes; if learning through practice matters, then reflection on practice is crucial 

(Loughran, 2002).  Consequently researchers must study the impact of reflectivity on 

student achievement.    

Newer online instructional formats offer an instructional tool for promoting 

reflective thinking.  As online learning packages become more available in college and 
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university environments, it seems worthwhile to examine their utility for scaffolding 

reflective thinking.  Blogs and blogspots (Philleo & Stiler, 2003), wiki technology (West, 

Wright, & Graham, 2005), eportfolios (Pelliccione, Dixon, & Giddings, 2005), email and 

online discussions (Whipp, 2003) show some promise for developing reflective thinking, 

but more research is needed to understand how best to apprentice reflective thinking. 

As Loughran (2002) so appropriately quoted Soren Kierkegaard; “the irony of life 

is that it is lived forward but understood backward.”  To examine our own professional 

practices in preparing reflective practitioners, we investigated the impact of our 

instruction on preservice teachers by examining online reflection in three, sequential 

teacher education classes at Gettysburg College. As part of regular coursework in our 

program sequence we explored:  

1. the content of our preservice teachers’ reflections, including what they 

consider, emphasize and integrate in online postings 

2. whether student posted reflections yielded productive reflection 

Our approach extended and adapted Davis’ (2006) work by examining whether students’ 

postings yielded productive reflection in online discussion board forums. 

Methods 

Participants 

 This study took place in our classes during the fall semester of an undergraduate 

teacher education program at a small U.S. liberal arts college. The sample consisted of 44 

students, seventy-five percent of which were female; all but one student in the study were 

Caucasian and traditional students. The majority of participants, sophomores taking their 

first or second education classes (n=29), offset the smaller number of juniors and seniors 
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(n=15). The authors requested permission to conduct this action research in Social 

Foundations of Education (n=20), Educational Psychology (n=20), and Developmental 

Reading Instruction (n=4). Two students were members of two courses simultaneously, 

although only one student met the criteria used when coding class reflections. Therefore 

this student contributed to the data twice, once for each class in which she participated. 

 While a ninth semester student teaching option is available, most students 

complete our teacher education program within four years. The program adheres to the 

standards established by the Interstate New Teacher Assessment and Support Consortium 

(INTASC, 1992), is competency-based, and has received accreditation from the 

Pennsylvania Department of Education. The liberal arts are central to the program’s 

teacher education efforts. Students seeking certification must complete an academic 

major in addition to an education minor. The program requires all students to successfully 

complete two of the courses for certification included in this study, Social Foundations of 

Education (Ed 209) and Educational Psychology (Ed 201). Students from a variety of 

certificate areas complete the third course, Developmental Reading Instruction (Ed 331). 

Additionally, the program requires forty hours of field experience for admission to the 

student-teaching semester. Field experiences focus on topics relevant to course material 

and objectives. 

Data sources 

Online Posts 

Preservice teachers completed a minimum of one reflection entry per week, each 

written online, in a course management system called ‘Angel’. Angel features a variety of 

tools to assist with teaching and learning, including areas for links, course resources, 
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online file distribution and collection, chat rooms, instant messaging, assessment design 

and implementation, grade, group, and attendance management, and discussion boards. 

As a regular part of coursework, we emphasized the importance of student reflection 

early and often during the semester.  

 Focusing on academic topics covered in coursework, we did not grade student 

reflections. We examined the first and fourth posts produced by students, each post a 

response to an instructor-generated prompt. Instructors imposed a twenty-four hour 

window on students to complete their reflection. Instructor-generated prompts 

encouraged students to create connections between content topics and teaching and 

learning methodologies, as well as the evidence required to make those connections. In 

total, the 44 preservice teachers in this study composed 88 journal entries. As this study 

examined both the first and fourth posts completed by students, we excluded from the 

sample students that completed only one of the two posts (nineteen students in 

Educational Psychology, and one from Social Foundations). 

Coding and analysis for research question 

Our research question examined “whether student posted reflections yielded 

productive reflection” in an online discussion board format. To characterize what aspects 

of teaching and learning preservice teachers included in their reflections, we adapted the 

coding structure used by Davis (2006) to analyze reflection on action, coding comments 

within each entry as focusing on learners and learning, subject matter knowledge, 

assessment, and/or instruction (Davis, 2006). We coded comments about a student’s level 

of participation within a democratic classroom, for instance, as focusing on learners and 

learning. A comment referring to the text or article used in class would be coded as 

2007 HICE Proceedings 
Page 1324



                                           Teaching Reflective Practice Through Technology 12

subject matter knowledge. If a preservice teacher reflected on the value of authentic 

assessment, we coded that comment as focusing on assessment. Finally, any comment 

dealing with the elements of a lesson or the mechanics of teaching we coded as focusing 

on instruction. Davis (2006) elaborated on these four aspects of teaching, as found in 

Appendix A; her work does not frame student reflection as a developmental progression, 

but instead focuses on the connections preservice teachers make among the four aspects 

of teaching. Concerned with how students describe learning environments, she 

incorporated subject matter knowledge and assessment (Bransford et al., 1999) rather 

than focusing on self talk, students, a task, or situations.  

We coded comments into three areas: what preservice teachers included, 

emphasized, and integrated in their online reflections. Davis, working from a scoring 

system used in previous studies (Davis & Linn, 2000; Davis, 2003), recognized 

integration as an indicator of productive reflection, but also measured inclusion and 

emphasis. 

In Davis’ (2006) study, inclusion, or how many of the four aspects of teaching 

appeared in each reflection, quantified the concerns and topics preservice teachers 

brought to bear in their journal entries. Emphasis examined the aspects of teaching that a 

preservice teacher emphasized in their journal entries. Integration, an indicator of 

productive reflection, identified how many of the four aspects of teaching preservice 

teachers combined within the context of their journal entries on their own teaching. For 

example, if a preservice teacher reflected on how an assessment worksheet did not 

engage students with lesson content, and instead allowed them to complete it without 

higher level thinking, then that preservice teacher connected ideas about all four aspects 
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of teaching (Davis, 2006). Davis’ scoring system allowed integration scores to 

accumulate throughout the entire content of a reflection, allowing preservice teachers 

multiple opportunities to integrate all four aspects of teaching. For example, if assessment 

and instruction were integrated in paragraph one, and learners and learning and subject 

matter knowledge were integrated in paragraph two, that student would be scored as 

integrating all four aspects of teaching in their journal entry. 

Our study differs in several key ways. First, we do not limit the pool of student 

reflections to those on action, but expand our analysis to include reflections on academic 

work and its relation to other content areas, field experiences, and actions. Secondly, we 

focused our analysis on whether or not students integrated the four concepts used when 

coding their reflections, learners and learning, subject matter knowledge, assessment, 

and/or instruction.  

 Given that our sample consisted of non-student teachers, we revised scoring 

procedures to better capture the full range of our students’ academic and field 

experiences. These revisions to Davis’ (2006) scoring model allowed us to more 

accurately assess the content of student reflection. Since Davis used only reflections on 

action, every student received at least a score of ‘1’ in inclusion, as every reflection 

included the instruction aspect of teaching. As such, each entry also received at least a 

score of ‘1’ in emphasis, as even the single appearance of an aspect of teaching, as 

recorded in the inclusion score, yielded at least one opportunity for emphasis on the same 

aspect of teaching. Given that our study expanded the pool of reflections available for 

analysis by removing the automatic scoring elements for both inclusion and emphasis. 
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Thus, in our study, it was possible for a student to receive ‘0’ in both inclusion and 

emphasis. Making this change improved the validity of student scores.  

Additionally we did not score emphasis from 1 to 4, as Davis did, allowing us to 

measure the frequency of comments on all aspects of teaching, as opposed to the overall 

emphasis on any particular aspect(s) within the reflection. By scoring all aspects of 

teaching mentioned in the emphasis score, we gained insight into the potential 

relationship between inclusion and emphasis. Additionally, this change encouraged 

further study of the potential relationship between word count and emphasis, and also 

word count and integration. All of these adjustments improve the integration score’s 

ability to predict the productivity of any given reflection, as students had to (1) include at 

least two aspects of teaching (inclusion score) for an integration score to exist, and then 

(2) sufficiently develop their reflection (emphasis score) to allow for true integration of 

the aspects of teaching. A summary of our scoring system is found in Table 1. 

Table 1 Scoring system for inclusion, emphasis, and integration scores 
 
Score Range Notes 
Inclusion score 0 (no aspects of 

teaching included) to 
4 (4 aspects of 
teaching included) 

• All entries could score from 0 to 4, as no 
inclusion score was awarded based on the data 
sources 

   
Emphasis score 0 (no aspects of 

teaching emphasized) 
to  X (X times any 
aspect of teaching 
was emphasized) 

• Entries with no clear emphasis were coded 0 
• Entries did not have a maximum emphasis 

score, as we measured every instance that an 
aspect of teaching was mentioned 

   
Integration score 1 (no integration) to 4 

(4 aspects of teaching 
integrated) 

• An entry might be coded as integrating all four 
aspects of teaching if the preservice teacher 
integrated any combination of all four aspects, 
throughout the entirety of the reflection 
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Results 
 

 Our study examined the content of preservice teachers’ reflections and whether 

posted online reflections could be classified as either productive or unproductive 

reflection in three sequential classes required in the Education program.  We determined 

what students considered (inclusion score), what they emphasized (emphasis score), and 

what they integrated (integration score) when they posted online reflections. Our findings 

indicated that students in all three classes most frequently included ideas about learners 

and learning followed closely by postings incorporating instruction and subject matter 

knowledge.  Preservice teachers in our sample infrequently included assessment in their 

reflections though they integrated assessment with instruction, learners and learning, and 

subject matter knowledge in their postings.   

Quantitative analysis for the content of preservice teachers’ online reflections 

 We characterized the student postings in each class by describing the concepts 

students included, emphasized, and integrated relative to teaching.  While the inclusion 

and emphasis scores merely describe reflection, the integration score suggests more 

productive, analytical reflections.   Average inclusion, emphasis, and integration scores 

by each class are summarized in Table 1.  
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Table 2 Average inclusion, emphasis, and integration scores by class for 88 postings 

Class    N Mean  Mean      Mean      Mean   Mean class                                    

                word count           inclusion emphasis integration            score /post       

 
Ed 209   20 260  2.975  8.975  2.8  14.75 

Ed  201   20 175  2.675  6.775  2.4  11.85 

Ed 331    4 130  2.5  7.75  2.5  12.75 

Grand Total 188 

 

Inspection of Table 1 reveals that the preservice teachers in this sample did not write 

more extensive reflective postings, include, emphasize, or integrate analytically between 

concepts as they advanced through the program.  In fact the highest scores for all 

categories occurred in the first course in the professional sequence (Ed 209).  Preservice 

teachers in the third course in the sequence (Ed 331) scored only slightly higher on all 

reported measures than preservice teachers in the second course of the sequence 

 (Ed 201).  Higher emphasis scores appeared to be consistent with more fully integrated 

reflections, and higher integration scores appeared to be important for productive 

reflection, findings that are discussed more fully in our analysis of reflective postings.  

For Ed 209 and to a lesser extent for Ed 331, higher word counts seem related to higher 

integration scores for preservice teachers in this sample, although the nature of this 

relationship warrants further investigation. The reflections varied a great deal in length. 

The mean word count for a reflection across the examined classes was 188. The word 

count across all reflections ranged from a low of 73, produced twice by two students, and 

a high of 645. Measuring word count provides a tantalizing opportunity to further 
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examine productive and unproductive reflection via the depth and focus students bring to 

bear when producing their reflections.  

Productive vs. unproductive reflective thinking 

 Our second research question focused on whether or not posted reflections 

yielded productive, analytical reflections that applied a complex professional vision and 

made connections to more expert teacher practices.  To examine the role that integration 

plays in producing productive reflections, we categorized high and low reflective scores 

based on the average scores of individual posts.   We defined high productive scores as 

those scores of 15.5 and above, derived by averaging total individual post scores with an 

integration score of either 3 or 4.   Similarly, unproductive reflection scores categorized 

as 10 or below were derived by averaging total individual post scores categorized with an 

integration score of either 1 or 2.  Only 12 individuals (27%) achieved productive 

reflections online; 32 individuals (73%) demonstrated unproductive reflection.  Table 3 

summarizes the number and percentage of students creating productive and unproductive 

reflections in each sampled class using the integration score criteria defined above. 

Table 3  Number and percent of students producing productive/unproductive reflections 
by class 
                                    Productive reflection        Unproductive reflection 
Class  N  f %    f % 
 
Ed 209  20  9 (45%)    11  (55%) 

Ed 201  20  3 (15%)       17  (85%) 

Ed 331    4  0             (0%)      4  (100%) 

 

Table 3 reveals that entry level students in the program sequence (Ed 209) produced the 

bulk of productive reflections.  These data indicate that for this sample of students, the 
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number of students creating productive reflections from online postings decreased as 

students advanced through the program.  The number of students creating unproductive 

reflections persisted in 300 level coursework. 

 Table 4 below summarizes the percentage of productive and unproductive 

reflective posts derived from integration score ratings by class. 

Table 4 Percentage of productive and unproductive posts by class   
Class  N  Productive reflection  Unproductive reflection 
                (Integration rating 3-4)                (Integration rating 1-2) 

Ed 209  20   62.5%    37.5% 

Ed 201  20   40%    60% 

Ed 331    4   50%    50% 

 

Within the entire sample, 51% of students crafted productive posts, while the remaining 

students submitted unproductive reflections. These figures lend further support for 

examining the large number of individual postings labeled as unproductive; they suggest 

that while students may have the ability to construct productive posts, they may not do so 

consistently across assignments. These data support the interpretation that for some 

students productive reflection may progress developmentally. 

Productive post samples with coding 

 To demonstrate the differences between productive and unproductive reflective 

posts categorized by the computed integration score, we selected productive postings 

from two representative individuals in ED 209 and Ed 201 for further discussion. 
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Ed 209 student post scored high integration and high total score: 

 Although I do not believe the American school system is as much of a failure as Ayers  [To 
Become a Teacher] suggests, I do believe there is room for improvement and that many of his suggestions 
have the potential to make a profound impact in the classroom.  [K] His first suggestion in particular, that 
classrooms could be lived in the present tense, made me realize how much of my own education has 
emphasized preparation as the value of education, whether for the next exam, the next educational level, or 
for standardized tests. [L-A] We were hardly ever encouraged to value education for its own sake and this 
affected our motivation to learn.  [I] I therefore strongly feel that teachers should demonstrate the present 
and inherent value of what students are being taught. In addition, I believe Ayers’ fourth suggestions also 
important and that all schools should encourage their students to embrace diversity. This can only be done 
by exploring the concept of race and racism—in the past as well as the present and in the world as well as 
the local community. [K-I-L].  I believe this is an important step in discouraging racism in the future. This, 
in my opinion, would be an instance in which Ayers’ sixth suggestion could be enacted—where adults could 
tell children the truth.  As for teachers telling students the truth with regard to other issues, I do not always 
feel it is appropriate for them to do so. [K-I] My question for Ayers would be the motivation behind and 
purpose of telling an inner-city student, for instance, that academic success is strongly dependent on family 
income and class background. [I-L] As a teacher, you have the opportunity to motivate, challenge, 
encourage, inspire, and in general have a positive impact on this student’s life.  [I-L] In my opinion, telling 
them the truth as Ayers presents it is enough to discourage any student from valuing or respecting 
education, and you would therefore lose your authority as a teacher. [I-L] They might completely lose their 
motivation to attend school if they view the entire educational system set up to make them fail.  And how in 
the world would this be beneficial to them?  In conclusion, although I do not agree with all of Ayers’ 
suggestions, I do feel that many of them have the potential to have a profound impact in the classroom. [K-
L].  
 
 
Table 5 Scoring for Ed 209 student post scored high productive reflection (word count 388) 
                                                                                                                                    Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    1  5  L-A 

Learners & learning   1  5  K-I-A 

Assessment    1  1  I-L 

Subject matter knowledge   1  4  K-L 

Totals     4  15  4  23 

 

 This student’s post demonstrates that she is thinking deeply about the effects a 

teacher may have on learners and she questions the ethical responsibility of teachers to 

remain optimistic about student potential.  This student has included assessment in her 

posting, atypical of most student responses in our sample.  The integration score shows 

good variety for connections among the four aspects of teaching that are well-explained 
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and meaningfully elaborated. Her word count, 120 words more than the average posted 

word count for her class, demonstrates her commitment to written reflection. 

Ed 201 student post scored high integration and high total score: 

 Through the in-class simulation I felt very conflicted in how I previously thought about how I want 
to teach my students and what kind of teacher I will be. [K-I] In a perfect world all of my children will 
come from upper low to middle SES with loving families and participate in enriching extracurricular 
activities…but this is not reality.  I’ve volunteered and observed inner city classrooms in Philadelphia and 
I’ve seen troubled students with my own eyes. [L] After this simulation I have come to the decision that 
even though a child with all odds against him or her will benefit in some ways, shape, or form from 
receiving one to all of the developmental assets that I can provide.[K-L] Even though it did not seem to 
make a huge difference if a student had 5 red cards and only one green card because he/she in the end had 
4 red cards, but that’s when you know that you have to persevere. [K-L]I understand that improper 
technique and interventions can do more harm than good, but if properly advised by counselors, I feel that 
it would help. 
 
It is going to take work, in and outside of the classroom, and I will try to get parents involved in their 
student’s academic life and achievements through assignments [I] that both student and parent have to 
collaborate on or possibly planning a night or weekend activity [I-L] where the child and parent come to 
the classroom or see their child’s artwork, etc.  I plan to do my best to bring the information to the student, 
making it engaging and relatable to them so there’s a smaller probability that the student will look at 
school as a waste of time.  After this simulation, I realized that even after all of my efforts, if I still have a 
student who does not want to learn or be in school, then that is their choice.  I will be there to listen to 
them, help them, and find others who can help them equally if not more than I can throughout their 
academic career. [I-L] 
 
Table 6 Scoring for Ed 201 student post scored high productive reflection (word count 346) 
                                                                                                                                    Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    1  4  K-I 

Learners & learning   1  5  K-L 

Assessment    0  0  I-L 

Subject matter knowledge   1  3   

Totals     3  12  3  18 

 
This student clearly sees the complexity of teaching and is beginning to recognize that 

environmental influences may impact significantly both learners and learning.  She 

recognizes that she will have to work hard instructionally to motivate learners and that 

she will play a role in student acquisition of developmental assets.  Additionally, she 

notes the key role that parents will play in supporting their student academically and she 
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specifically addresses pedagogical strategies for involving parents in academic 

curriculum. One hundred and seventy words more than the average word count for her 

class, this student demonstrates elaborated productive reflection. 

Unproductive post sample with coding 
 
 To characterize unproductive reflection more concretely, we included one 

representative post from Ed 201 for further discussion: 

Ed 201 student post scored low integration and low total score: 

 I think I learned a lot from this simulation.  I realized how difficult it is to come back and thrive if 
you start at a disadvantage. [L] So many more things can happen to you than if you had started off  
privileged or with the green protective cards.  This helped me understand why it is so difficult to get 
through to at risk students and how important it is to start helping at risk students young.[K-L] 
 
Table 7 Scoring for Ed 201 student post scored low integration unproductive reflection 
(word count 73) 
                                                                                                                                        Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    0  0  K-L 

Learners & learning   1  2   

Assessment    0  0   

Subject matter knowledge   1  1   

Totals     2  3  1  6 

 

Her word count score well below the average word count for posts in her class (100 

words), this student does not elaborate her thinking about teaching and learning and 

demonstrates little disposition for written reflection.  She focused primarily on learners 

and learning in her post, but she offers no concrete instructional pedagogical strategies 

for helping at risk students learn content. While her post has potential for moral and 

ethical considerations, she does not explore them; she merely puts together her ideas 

about learners and learning. 
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 We also examined the posts and scores of those students who achieved total 

scores just below the cut off score for productive reflection (15.5+) to gain further 

insights into the consistency and development of their reflections. In almost all of these 

cases, students’ total scores dropped because of one descriptive posting addressing a 

students’ lack of consistent commitment for creating critical reflection.  In all but two 

cases in our sample, low integration scores were associated with low ranking post scores; 

these posts failed to meet the necessary criteria to be classified as productive reflection. 

Discussion 

 Since our results showed that a high percentage of students in all three classes 

created both unproductive and productive reflections, questions about consistency and the 

methodology of reflection inevitably arose. Marten & Spielman (2005) called for a 

collegial collaborative environment that provided scaffolding opportunities for reflective 

practices. Given the inconsistent quality of reflections produced by the students across all 

three classes, we questioned the content and methodologies instructors used to teach 

preservice teachers about reflection.  

 It is clear that reflection in an online environment yielded productive reflection, as 

measured by the integration score of each post, but it is entirely possible that facilitating 

reflective growth and consistency requires instructors to offer students multiple avenues 

and opportunities for practicing reflective thinking. Because we could not determine what 

factors influenced students at the time they submitted their online reflection, we 

questioned whether the online discussion board environment supported or hindered the 

reflective process.  
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 Key to our concerns were student surroundings during reflective thinking and 

posting; was their concentration impaired by the noise and confusion of a disruptive 

environment, or were they in a location that encouraged quiet and extended 

introspection? Also we worried that the online environment removed students from the 

relevant content by allowing them an extended time period between exposure to content 

and their resulting reflection. It also gave students the flexibility to avoid reflecting on 

their experiences at all, as there was no teacher/student accountability in the online 

ungraded discussion forums. Simply put, students may have chosen not to, or forgot to, 

submit their reflections. 

 A possible solution aligned with the suggestions made by Marten and Spielman 

(2005) incorporates an opportunity for reflection within the classroom, and then 

combines an initial reflection with a supplemental online posting. While increasing the 

work load for instructors, this strategy provides immediate feedback on student 

understanding of relevant content in the form of reflections, and then challenges students 

to use their understanding by responding to an online prompt, a mechanism that 

encourages integration of the four aspects of teaching while scaffolding students toward a 

productive reflection. 

Recommendations for further study 

 The data and resulting discussion leaves us with a number of unanswered 

questions that warrant further study. Chief among these is that while integration clearly 

predicts the productivity of an individual post, the percentage of “productive” students 

across all three classes encourages us to examine the perceived relationship between 

integration as a measure of productivity, and word count. While the current data is 
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inconclusive when attempting to predict integration, and thereby productive reflectivity, 

via word count, there does seem to be a potential relationship between the two 

measurements. Similarly, the data also suggests that further work be done to determine 

the nature of any relationship between word count and emphasis; does a longer post help 

us predict the depth of focus (emphasis score) of a particular post? 

 As for understanding the relationship between integration and productivity, we 

also feel the data suggests further investigation on the ability of students to be reflectively 

productive more or less frequently when unprompted as opposed to prompted. This issue 

may also be influenced by the content students use to reflect; experience-based reflection 

versus academic reflection. Lastly, this study encourages us to look to the online 

discussion board posting of reflections as a tool for developing reflection across an 

education program. Further research must be done to determine the best vehicles and 

methodologies needed to truly measure and scaffold this assertion. 
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Appendix A Coding for the four aspects of teaching 
 
We utilized the following representative examples for the four aspects of teaching (2006) 
to code student online reflections (adapted from Davis, 2006). 
 

Learners and Learning Subject Matter 
Knowledge 

Assessment Instruction 

Alternative ideas or students’ 
   ideas   
Prior knowledge & experiences 
Engagement and motivation 
Collaboration 
Individual students 
Commonalities across students 
Cognitive & social   
   developmental processes 
Social context of learning 
 

Nature of subject area     
   content 
Nature of knowledge 
Inquiry 
Subject area content 
Connections among      
   concepts, facts,  & 
   theories, etc. 
 
 

Methods 
Timing 
Goals 
Learning outcomes 
Multiple approaches 
Multiple uses 
Assessment approaches  
   requiring the use of  
   concepts, facts, theories, 
   & methods of inquiry 

Constructing knowledge 
Elements of lesson planning 
Links to later & previous 
   activities 
Management ( of students,  
   materials, and/or activities 
Artifacts and/or worksheets 
Finding lesson ideas 
Instructional representations 
Activities 
Instructional goals 
Driving questions 
Amount of time 
Teacher confidence 
Instructional sequence & goal 
   alignment 
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Abstract 
 

This article describes the idea for two studies that examine the effects of working memory capacity, 
cognitive style, and learning aids on science text comprehension. In Experiment 1, we will explore the 
effects of graphic aids on learning as a function of working memory capacity and cognitive style (e.g., 
visualizers and verbalizers). We expect that presenting text and graphic aids simultaneously (text + 
graphic condition) is beneficial to the visualizers, whereas presenting text and keyword simultaneously 
(text + keyword condition) suits the verbalizers. In Experiment 2, we will explore the possible interaction 
effect of the cognitive style and the type of organizational activities on learning science texts. 
 
 

Introduction 
 

The efficiency of text aids depends on the learner’s working memory capacity and cognitive style. 
According to Baddeley(1986), the difference in the capacity and speed of working memory affects the 
performance of complex tasks like reading, reasoning, and so on. A person who has high working 
memory capacity outperforms because they have more cognitive resources to process complex 
information.  

Also we can use external aids like a graphic aids to reduce the cognitive load of a text to memorize 
well (Sweller. et. al., 1998; Hegarty & Steinhoff, 1997). In Mayer and Sims’s study(1994), participants 
performed well in the text+graphic condition. However, graphic aids do not always help learning: 
Presenting text and visual external representation simultaneously helps people who have high spatial 
memory capacity, but interfere people who have low one. 

Cognitive style, an individual’s preferred and habitual approach to organizing and representing 
information, also affects the efficiency of graphic aids (Riding, 2002). Graphic aids are efficient only 
when they match student’s cognitive style (Plass, Chun, Mayer & Leutner, 1998).  

In Experiment 1, we will show that the efficiency of learning aids depends on the learner’s working 
memory capacity and cognitive style. In Experiment 2, we will explore the possible interaction effect of 
the cognitive style and the type of organizational aids on learning science texts. 

 
 

Experiment 1  
 

 The main goal is to find out the efficiency of learning aids (text only, text + graphic, text + keyword) 
as a function of working memory capacity(high, low) and cognitive style(visualizer, verbalizer). 
 
Method 
   About three hundred middle school students are going to participate in the experiment. 3 types of 
presentation mode will be used in Experimental 1: text, text + graphic, text + keyword. At the first phase 
of the experiment, we will measure a working memory span and then ask participants to answer the 
ILS(the Index of Learning Style, Felder, 1988). We’re going to select four groups based on the working 
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memory capacity and the cognitive style: visualizers and verbalizers of high working memory, and 
visualizers and verbalizers of low working memory. Participants will be randomly assigned to one of the 
three conditions: control (text only), text + graphic, text + keyword conditions. After learning the text, 
they will be asked to solve eight problems about text for each text. The participants will study 2 texts. 
 
Expected result 

High working memory group is expected to perform well in all of three conditions, regardless of their 
cognitive style, because they have enough resources of working memory. However, low working memory 
group will perform better when the learning aids match their cognitive style. See Figure 1. 
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  Figure 1.Expected results of Experiment 1 

 
 

Experiment 2  
 

 If there is an interaction between the cognitive style and the type of learning aids, we can also predict 
that there will be an interaction effect between the cognitive style and the organizational activities on 
learning. So, in Experiment 2, we will explore whether to draw a graphic or to find keywords, whichever 
matches the student’s cognitive style, is beneficial to the low working memory group. 
 
Method  

About three hundred middle school students are going to participate in Experiment 2. 3 types of 
organizational activities will be used: control (text only), graphic(draw graphic aids), and keyword(find 
keywords) conditions. 

At first phase of the experiment, we will measure the working memory span and then ask participants 
to answer the ILS. We’re going to use four groups as in Experiment 1. Participants have to perform tasks 
on three conditions: control (text only), graphic, and the keyword conditions. After learning, they will be 
asked to solve eight problems for each text. There will be 2 texts. 
  

 
Expected result 
 As low working memory group doesn’t have enough cognitive resources, they are expected to get 
benefit only when they are in the condition that matches their cognitive style it’s helpful to them. See the 
figure 2.    
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Figure 2. The expected results of Experiment 2.  
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Abstract   

Cutting, a form of self-mutilation, is on the rise among young people.  More and more 

adolescents are using self-inflicted physical pain as a way to cope with their emotionally 

charged lives and to identify with a peer group.  Research indicates that awareness of 

this phenomenon is growing.  Our study of 62 books on self-injurious behavior found a 

dramatic increase in published literature coinciding with the availability of the Internet 

which became popular in the mid 90's.  Also in 1995, Princess Diana confessed to the 

BBC that she was a 'cutter'.  The world-wide-web and other mass media have made 

information about cutting accessible to teens across the globe.  As of September 25, 

2006, there appear to be over 4,090,000 websites, 584,000 Internet blogs and 471,000 

message boards pertaining to the subject.  The question puzzling researchers and 

educators is how much of this growth is due to social fad or a true escalation of a 

mental defect.  Even more important is how educators as the first line of defense, can 

recognize teens who are in trouble and help these young people who are physically 

harming themselves. 
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Self-mutilation or self-injurious behavior is the act of purposely harming oneself 

as a means of dealing with emotional anxiety.   “For some young people, self-abuse is 

an extreme coping mechanism that seems to help relieve stress; for other’s it’s a way to 

make deep emotional wounds more visible” (Associated Press, 2006, p. 1).  In the world 

of adolescents, self cutting, the preferred method of self-mutilation, is on the rise.  

Cutting is intentionally destroying soft tissue using knives, scissors, razors, paperclips, 

push pins and nail clippers, rulers with metal edges, fingernails or any other instrument 

that will cause the skin to bleed. “…analysis of responses form 2,875 randomly selected 

male and female undergraduates and graduate students at Cornell and 

Princeton…seventeen percent said they had purposely injured themselves; among 

those, 70 percent had done so multiple times” (Associated Press, 2006, p. 1). 

P. Welsch, an English teacher in a Virginia High School and a member of the USA 

Today’s Board of Contributors, believes that self-injury is “the next teen disorder”.  He 

parallels its incline with anorexia and bulimia before it was viewed as a rampant 

problem for teens (Welsch, 2004).  “Wendy Lader, Ph.D. and co-author of the book 

Bodily Harm, says an estimated 1% of the U.S. population as a whole resorts to 

physical self-injury…it has become more common as teens search for a new way to 

rebel and express themselves” (Warner, 2002, p. 1).  In addition, a report in 2004 

entitled, “Young People and Self Harm:  A National Inquiry, First Interim Report” 

suggests that large studies in Britain estimate that approximately 10% of youth 11- 25 

years of age self-injure.   The report also shows that on the national scope a dramatic 

increase has occurred in disclosures of self-injury to national children’s help lines over 

the 5 years before the study, noting a 65% increase in the last 2 years (Young People 
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and Self Harm:  A National Inquiry, 2004).  What confuses most people is that “cutters” 

rarely cut themselves with the intention of suicide.  “In fact, most studies find that self-

injury is often undertaken as a means of avoiding suicide” (Purington & Whitlock, 2004, 

p. 1).  Cutting is used as a way to deal with their personal pain, taking “a person at a 

high level of physiological arousal back to a baseline state”. (American Self-Harm 

Information Clearinghouse, 2001 p. 1)  Do to the concealment of this affliction, the 

victims are shrouded in harsh judgments and disapproval.  “Many of them have met with 

ridicule or hostility from the professionals they have turned to” (Brophy, 2006, p. 3).  

Therefore, these kids choose to live in isolation and loneliness.  “The guilt and secrecy 

associated with self-harm impacts on their daily lives: their relationships; the clothes 

they wear; their interactions with their friends’ and their sense of self-worth” (Brophy, 

2006, p. 8).   

Adolescence is a time of rapid change and growth both emotionally and 

physically.  Young people are trying to form their identities as well as their connections 

in the world.   Psychosocial development at this age involves our children asking 

themselves, “who am I and where do I fit?”, as well as establishing intimacy with a good 

friend, and developing a connection with a peer group (Carr-Gregg, 2006; Huebner, 

2000; Gibbons and Stiles, 2004).  Children who self-harm in their isolation their search 

for acceptance and a sense of affiliation to a group are turning to the most accessible 

source of connection, the Internet.  Suler (2005, p.1) states, “They look for comrades 

and new groups where they can feel a sense of belonging.  All these relationships 

become a big part of exploring one’s identity.”  Connection with a peer group when none 

exists is a very positive side of Internet use.  However there is an equally negative effect 
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as well.  “Although such virtual communities may provide a much-needed source of 

support and cathartic sharing, the possibility that self-injury is communicable suggests 

that the Internet may also serve to spread or deepen the practice in adolescent 

populations” according to Whitlock, Powers and Eckenrode (2006, p. 3).  Ideas spread 

via the Internet are almost contagious; the Internet poses many problems because, “of 

the ease with which information is spread” (Carlson, DeGeer, Deur and Fenton, 2005, p. 

23). 

Information About Adolescent Cutting in the Mass Media 

The present study sought to investigate books about adolescent self-injury and 

their publication dates, quantify Internet sites pertaining to self-injury, and provide 

examples of celebrities and other mass media portrayals pertaining to self-injury. 

Method 

A library search was conducted (beginning with the year 1970) of the publication 

dates of books with titles that included one of the following terms: self-mutilation, self-

harm, bodily harm, cutting and self-injury. The number of books and publication dates 

were sorted and graphed. The Internet was searched (on September 25, 2006) using 

the following terms: self-injury cutting, self-mutilation cutting, and self-harm cutting. The 

number of websites, message boards, and blogs were sorted and counted. Media 

popular with adolescents (magazines, popular music, films) were searched to find some 

of the most famous examples of self-injury. 

Results and Discussion 

Figure One is a graph of self-injury books and their publication dates.  
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The data show there are no published books on the subject until the late 70’s and 

again in the late 80’s and early 90’s, with a significant jump from 1997-1999 and then 

the number doubles from 2000 to the present in materials related to the subject of self-

harm. The dramatic increase in number of books published coincides with the wide 

spread use of the Internet and the commercialization of the world-wide-web from 1996-

1998 (Wikipedia, 2006). 

  The results of the keyword searches (self-injury cutting, self-mutilation cutting, 

and self-harm cutting) on the Internet suggest that there may be over 4,090,000 

websites, 584,000 Internet blogs and 434,000 message boards pertaining to cutting. 

These data were gathered on September 25, 2006, but a few weeks later on October 

29, 2006, the number of websites (on Google) had grown from 199,000 to 200,000 for 

self-injury and cutting, from 209,000 to 219,000 for self-mutilation and cutting, and from 

292,000 to 303,000 for self-harm and cutting. 

Examples of websites are “Self-Injury – Why do I Keep Cutting Myself?” and 

“Cutting: Self Injury by Teens.” A blog is an online diary or journal that is written by one 

person and read by many.  Message boards have postings that can be read by anyone, 
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however if a person wishes to contribute he/she needs to join and there is usually a set 

of rules or requirements to join.  Both of these mediums can and usually do contain 

pictures. Table One shows the number of websites, blogs, and message boards 

associated with various key words. 

 

 

Table 1. Keywords, the Internet, and Adolescent cutting 

Keywords:  self-injury cutting 

Google  Yahoo  AltaVista - Worldwide 

Websites  199,000  3,280,000   3,840,000 

Blogs    33,800     333,000     354,000 

Message Board   51,000     434,000     471,000 

 

Keywords:  self-mutilation cutting 

Websites  209,000    487,000     469,000 

Blogs    72,200      51,000      72,900 

Message Board  32,900    172,000      31,800 

 

Keywords:  self-harm cutting 

Websites  292,000  3,050,000   4,090,000 

Blogs   519,000       95,400      584,000 

Message Board 351,000      375,000      471,000 
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Table One demonstrates the almost unimaginably large number of sites 

pertaining to cutting and shows that this phenomenon has grown to be vast and 

accessible worldwide via the web. Many of these results may be duplicates; 

nevertheless, the number of sites is vast and rapidly growing as illustrated in the 

dramatic increase of websites from September to October 2006. 

Mass media in addition to books and the Internet have spread information about 

adolescent self-harm. The mass media may have contributed to the popularity of the 

cutting phenomenon.  In 1995, Princess Diana told the BBC “So yes, I did inflict upon 

myself.  I didn’t like myself; I was ashamed because I couldn’t cope with the pressures.  

…I just hurt my arms and legs” (BBC Interview, 1995, p.5).  Diana confessed to 

intentionally harming herself in order to regain control of her life (BBC Interview, 1995).  

Being loved by many around the world, Princess Diana’s story was repeated by various 

news organizations worldwide, as were similar tales from other famous celebrities 

including Angelina Jolie, Johnny Depp, Fiona Apple, Drew Barrymore and Marilyn 

Manson (Famous Self Injurers, 2006).  Their stories of self-mutilation have shown up on 

the Internet, in magazines, newspapers, news programs as well as in the lyrics of songs 

on the radio.  Here are two examples of popular songs about cutting.  

Iris 
by The Goo Goo Dolls 

 
  “And I don’t want the world to see me 
 
  ´Cause I don’t think that they´d understand 
 
  When everything´s made to be broken 
 
  I just want you to know who I am 
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  And you can´t fight the tears that ain´t coming 
 

  Or the moments of truth in your lies 
 
  When everything feels like the movies 
 
  And you bleed just to know you´re alive.” 

 
     (Rezeznik, 1998, track 11)    

 
Bad Habit 

by the  Dresdon Dolls 

“Biting keeps your words at bay 

Tending to the sores that stay 

Happiness is just a gash away 

When i open a familiar scar 

Pain goes shooting like a star 

Comfort hasn't failed to follow so far... 

 

And you might say it's self-indulgent 

You might say its self-destructive 

But, you see, it's more productive 

Than if i were to be healthy” 

   (Palmer, 2004, track 8) 

In addition to media outlets already mentioned are movies and television.  There 

are at least three major motion pictures, Thirteen, Secretary and Girl Interrupted with 

main characters who cut, as well as several television shows including 90210 and 7th 
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Heaven and MTV’s, The Real World.   It appears that our society may have 

inadvertently saturated the market with information on “how to” and “why to” self-harm. 

This study of information about adolescent cutting in the mass media suggests 

that there is an association between the availability of the Internet, the surge of 

published literature, and the recent media stories of popular icons as “cutters” 

themselves. This growing phenomenon is not only offering children a connection to a 

peer group and relief from isolation, but also access to a coping mechanism they may 

not have discovered on their own. Whether self-inflicted cutting is a fad or an escalation 

of a true mental defect has not been definitively established.   

How Educators Can Help 

Educators need to have the knowledge and confidence to reach out and help 

adolescents – our kids are cutting themselves.  “If teachers, who are at the front line, 

are made more aware of this growing problem, a move towards preventing this 

“epidemic” will be made”(Carlson, et al., 2006, p. 22).  “School-based work appears to 

be one of the most promising areas where the prevention of self-harm can be 

successfully tackled”(Brophy, 2006, p. 6).  “As this “epidemic” continues to grow, it is 

imperative that mental health workers team with the educational system to help identify, 

respond to, and serve adolescents participation in these secret, maladaptive, self-

cutting behaviors” (Carlson, et al., 2006, p. 25).  

A teacher has approximately 40 contact hours with students a week.  They have 

the best opportunity to help a child redirect self-destructive impulses before they are 

acted upon.  But teachers need to know what to look for and how to respond when they 

see it.  Tracy Alderman, a school psychologist and author says, “The stereotypical self-
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injurer is bright, sensitive, helpful to other people, the caretakers of their friends and 

family, good listeners, above average students, and invisible.  They are creative, artistic, 

neat kids…” (Galley, 2003, p. 2).  It is how they behave that gives them away.  The 

behavior of cutters was addressed in an article appearing in The Brown University Child 

and Adolescent Behavior Letter in March of 2004.  The article entitled, “Wounds, scars 

and the visibility of self-injury:  Is this troubling behavior a growing problem in 

adolescents”, explained that “In addition to symptoms suggestive of depression 

(tearfulness, low self-esteem, etc.), other indicators of self-cutting behavior include:  

difficulty controlling impulses, anxiety, failure to recognize positive factors in his/her life, 

continually wearing long sleeves, wrist bands, or long pants even when the weather is 

hot and humid, and refusing to be involved in physical activities that would involve 

revealing skin (Cited in Carlson, et al., 2006, p. 25).  Another visible sign in these 

students is the inability to calm themselves and to express their feelings verbally 

(Carlson, et al., 2006).   

When a teacher works with a student who they suspect is self-harming they 

should do the following according to the advice of psychological experts (Malikow, 2005; 

Royal College of Psychiatrists, 2004): 

• Listen, pay attention to words and body language 

• Recognize signs of distress and try to connect with the student  

• Validate their feelings (take them seriously) 

• Offer sympathy and understanding 

• Be Patient 

• Remain calm, control your own feelings, and don’t judge 
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• Highly encourage and help arrange for them to see the school counselor 

The skills mentioned above are skills that all teachers’ possess and should 

practice everyday with every student. With potential self-injurers, these empathic skills 

of teachers could potentially help children to avoid painful and very lonely journeys. 

All teachers need to be aware, accessible, and not afraid to make contact with 

the children in their classrooms.  Remember that often all a student wants is “to be able 

to talk to someone who will listen and respect them, not specifically about self-harm but 

about problems and issues in their daily lives…Equally important, school staff and 

others must reach out to young people – rather than expect young people to come 

forward – and provide opportunities for them to discuss problems before they turn to 

self-harm as a way of coping” (Brophy, 2006, p. 6-7).  It is time for teachers to recommit 

and “reconnect to the core professional skills and values:  empathy, understanding, 

non-judgmental listening, and respect for individuals” (Brophy, 2006, p. 12).  Teachers 

make a difference in children’s lives and have the power to interrupt the escalation of 

self-harm when armed with confidence and knowledge. 
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The concept of critical thinking is everywhere defined and applauded as an 
essential part of almost every educational program from elementary school to 
post-graduate studies. At the same time, like almost every concept commonly 
discussed in academic circles, there is rare agreement about its meaning among 
any assembly of educators numbering more than one. The purpose of this paper 
is to outline four general meanings of the phrase. Two have ancient roots, but are 
still practiced in some form today. Two are modern, and one of these shall be 
used to launch a criticism of the other. 
 
The concept of critical thinking has its roots in ancient Greece, where there was 
general agreement among intellectuals that immutable “truths” existed, and that it 
was the task of great minds to discover them.  
 
The first version of critical thinking to be discussed here involves the idealist 
philosopher Plato and his mentor-marionette Socrates. Plato and his followers 
believed that truths were universal, eternal, remote from ordinary experience and 
accessible only to philosophers. Falsehoods, on the other hand, were common 
and could, when unmanaged, cause untold mischief, especially when generally 
believed by citizens in that worst of all possible political systems, democracy.  
 
Plato did not want to hide the truth from ordinary people. Rather, he imagined 
that only a few good men were capable of real wisdom. The rest, he seems 
sincerely to have believed, “could not handle the truth!” Accordingly, he 
anticipated the Nazi tactic of the Big Lie, and had Socrates present it as a useful 
method to persuade people to accept elite domination in what he construed to be 
their own and everyone else’s best interest. This describes absolutism. Indeed, 
outspoken American literary critic Leslie Fiedler (42) has called Plato, “the father 
of all totalitarianism.” Using a metallic metaphor that allocated people, on the 
basis of their innate qualities, to the categories of gold, silver, bronze and iron, 
Plato provided a template for dividing the inherently superior to whom decision-
making authority was granted from the inherently inferior from whom uncritical 
obedience was demanded. A subtle shift from metallurgy to biology was all that 
was required to transform Plato’s myth into the 20th-century pseudo-science of 
eugenics that was embraced by Fabian socialists like George Bernard Shaw, 
liberal American jurists like Oliver Wendell Holmes and, of course, Adolf Hitler. 
 
To protect a hierarchical and militarized social order, Plato imagined a state ruled 
by Philosopher-Kings and administered by Guardians, who might not fully 
understand the truth, but could be trusted to enforce it. Until such a dictatorship 
of the professoriat could be created, however, Plato had to make do with the wit 
and wisdom of Socrates, who spent his time bantering with a local audience of 
Philosopher-Fools. Socrates was defeated in arguments about as often as 
Superman was defeated in fist fights. His main technique was to use brisk 
“Socratic” cross-examination to reveal the errors of his colleagues. By these 
lights, critical thinking meant the exposure of foolishness by someone wise 
enough to engage winningly in discussion with interlocutors gifted in such 

2007 HICE Proceedings 
Page 1362



dazzling ripostes as “Yes, Socrates” and “Of course, Socrates.” If we are 
suspicious that Socrates’ debates were rigged, or at least slanted in the reports 
of his ardent admirer Plato, we cannot deny that there was a formal method in 
play.  
 
Socrates’ boast that he was the wisest of men, because he admitted that he 
knew  nothing (other than how to make his friends look silly) points to the fact 
that his method had much in common with the criterion of falsification put forward 
in the 20th century by Sir Karl Popper. He happily displayed the capacity to reveal 
others’ mistakes while cheerfully finessing the need to prove his own beliefs. 
Thus, he avoided “the pitfalls that Aristotle encountered after he formulated the 
theory of deduction and faced the problem of first principles.” That both “Socrates 
and Popper are left in a certain condition of ignorance because the weeding 
process of falsification never leaves us with a final and absolute truth” was, no 
problem for Plato (Ross). He employed the honorable hoplite Socrates to act as 
his sword against his adversaries, while leaving the matter of first principles to his 
faith that such things are non-inferentially justified and are self-evidently matters 
of pure mind. Today, many equate critical thinking with the Socratic method, 
which was a negative dialectical exercise that provided a way to reveal logical (or 
occasionally factual) errors in a statement of belief. Its task is one of interrogation 
intended to test the consistency of hypotheses and their conformity with the rules 
of logic and (intermittently) empirical reality. 
 
A second variation on the theme of critical thinking arose among the admirers of 
Hermes. Decked out in his winged sandals and cap, this multitasking Olympian 
god of, among other things, commerce, cowherds, orators, poets, travellers, 
weights and measures, and the cunning of liars and thieves performed his work 
by using his special spiritual knowledge to examine Delphic prophecies. In the 
same tradition, interpreters of pagan soothsayers and divinely inspired 
monotheistic texts alike sought to determine what the deity or dieties had in mind 
when speaking through the oracles at Delphi, from burning bushes, amongst 
chicken entrails and tea leaves, or in sacred books like the Qur’an. For these 
hermeneuticists, critical thinking involved using their wits to ferret out hidden 
meanings in otherwise murky talk and text.  
 
For both Socratics and hermeneuticists, critical thinking was intended to discern 
truths that were more than human inventions, conventions and legends. Critical 
thinking was a means of engaging the supernatural either negatively by revealing 
and contradicting human error or positively by elevating human receptivity to 
divine messages. In both cases, critical thinking was indispensable if humanity 
was to learn and understand what was beyond normal human powers of 
observation, knowledge and comprehension. In both cases, critical thinking 
involved an emerging relationship with universal truth, religion and the gods.  
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Post-Renaissance Europe brought change in all areas of philosophical inquiry 
from aesthetics and epistemology to ethics and ontology. It brought along 
advances in other areas including political economy (capitalism and democracy), 
and in science and technology as well. Despite the refusal of traditional religion 
to stand meekly aside, and notwithstanding the current atavistic reconstructions 
and distortions of fundamentalisms in Christianity, Islam, Hinduism and other 
theological systems, modernity has forced most serious thinkers to stage at least 
a strategic withdrawal from asserting transcendental truths. Hermeneutics has 
thus increasingly embraced secular and humanistic concerns. Led into modernity 
by the likes of Schliermacher, Dilthey and, more recently, textual and inter-textual 
interpreters such as Derrida, Gadamer and the postmodernists, attention has 
turned to semiotics, a variety of literary theories and the deconstruction of texts—
although sometimes the result of such investigations regularly are dismissive of 
any constant, communicable or even knowable meanings at all (cf. Eagleton, 
1983, 2004). 
 
Earlier types of critical thinking, no matter how far from their roots modernists and 
postmodernists may have taken them, were originally dedicated to building a 
bridge between metaphysical, transcendental truths and those human beings 
with the wisdom and the wit to comprehend them. Post-Enlightenment critical 
thinking lowers its sites in keeping with the times. 
 
The third and dominant variant in terms of its importance to contemporary 
education amounts to a set of instructions about “how to think” in accordance 
with scientific method, technological rationality and value-free inquiry. It aims to 
solve problems expeditiously, economically and efficaciously. It is, in effect, the 
current “official” doctrine of critical thinking. Rooted in analytical techniques 
consistent with the views of 18th-century empiricism and connected to the 
practical, instrumental preoccupations of late capitalism, it is a honeybee-colored, 
self-help exercise that might well be labeled Smarts for Dummies. 
 
According to standard descriptions, critical thinking is “the process of evaluation 
or categorization in terms of some previously accepted standards [and] seems to 
involve attitude plus knowledge of facts plus some thinking skills” (Russell 651). 
More precisely, it is “the correct assessment of statements” including twelve 
specific skills such as determining the meaning of statements, the adequacy of 
definitions and the reliability of authorities, and detecting assumptions, 
ambiguities and contradictions” (Ennis 83-84). To this, one pedagogical expert 
adds ten “attitudes [that] are necessary for critical thinking,” including curiosity, 
objectivity and no less than fifty discrete skills including “judging intuition,” 
“distinguishing a fact from an opinion” and four dozen more (D’Angelo 7-25). 
 
Critical thinking, we are led to believe, insists that inquiry be free of bias, 
prejudice and, above all, ideology. Though ideology also admits of many 
meanings, for simplicity’s sake it will be defined here as a set of more of less 
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coherent assumptions and beliefs which, taken together, construct a conceptual 
lens through which individuals perceive reality and with which they explain and 
justify that reality. It is not necessarily used in the traditional Marxist sense of 
“false consciousness” but it does carry with it the presumption of prejudice. 
Critical thinking, in this sense, focuses on microanalysis and is suspicious of 
macroanalysis, to say nothing of grand theory and abstraction of any kind. A 
convenient definition of critical thinking is “the art of analyzing and evaluating 
thinking with a view to improving it” (Paul and Elder, Critical Thinking 4).  
 
For those who thus equate critical thinking with careful and dispassionate 
analysis, intellectual virtues such as clarity in conceptualization, rigor in 
application and honesty in execution are essential to its use. Unessential and 
unspeakably annoying are entanglements with larger contextual matters such as 
“history” or “political economy,” which tend to complicate matters. Also excluded 
are inquiries for which no objective criteria of validity are available. Aesthetics 
and ethics are not, in themselves, ruled out, but canny ethicists are admonished 
to restrict their statements to those that are unaffected by “egotism, prejudice, 
self-justification, and self-deception.”  
 
Of special concern to official critical thinking are statements that betray “pseudo-
ethics” or “sociocentric counterfeits of ethical reasoning.” These, of course, 
consist of any statements involving “religious thinking (based on theology), 
conventional thinking (based on social folkways and taboos), political thinking 
(based on ideology and vested interest) and legal thinking (based on political 
processes and social pressures” (Paul and Elder, Ethical Reasoning 1). Skeptics 
may be forgiven for asking what is left. They need not worry, however, for what 
often begins as an example of unreconstructed logical positivism quickly slips 
political ideology in through the back door. Thus, Paul and Elder deny that others 
may build ethics on ideology, but seem to have no difficulty equating ethics with 
the American way of life. “For any action to be unethical,” they claim, “it must 
inherently deny another person or creature some inalienable right” (Ethical 
Reasoning 12). So, acts such as “torture” and “intimidation” are listed in a class 
of acts that are deemed “unethical in-and-of themselves.” No high level 
accreditation in philosophy or political science is needed to recognize this as an 
expression of classical liberalism. While it is possible to be in substantial 
agreement with these claims, it is also necessary to acknowledge that other 
perfectly coherent ethical systems can be built in the absence or even in 
opposition to such principles as “inalienable rights,” a splendidly Jeffersonian 
notion that may others in his time and since have, after due deliberation, rejected.  
 
Critical thinking, moreover, is no merely academic affair. It promises realistic, 
beneficial pay-offs. It is therefore highly attractive to serious policy makers and to 
citizens who want constructive solutions to important social and scientific 
problems. Its popularity is understandable. Our civilization is confronted with 
countless troubles—many quite dangerous and most of our own making. Solving 
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them would seem to be of the highest importance. Because we are said to be 
facing ostensible ecological, cultural, social, economic, political and spiritual 
crises and conflicts that threaten our way of life and, perhaps, the survival of our 
species, any scheme that promises to improve our thinking deserves our 
attention, and may have much to recommend it.  
 
Some, however, are skeptical of the sort of critical thinking that seeks to improve 
thought in a social vacuum. Critical thinking is not (or is not only) about the 
niceties of formal arguments, nor is it about the ahistorical analysis of individual 
cases in discrete situations. In terms of ethics, critics of official critical thinking 
are concerned about violations of individual rights (whether endowed by a creator 
or not, and whether inalienable or socially, politically and legally constructed). 
Genuine criticism, they say, also involves scrutinizing all forms of inquiry and 
knowledge to disclose how they contribute either to the oppression or to the 
emancipation of humanity.  
 
Following James (14), in his perceptive study of Herman Melville’s novel Moby 
Dick, we can imagine that our society is like the fictional whaling vessel, that our 
cultural crisis mimics the “crisis of Ahab [and] is that of a civilization which has 
recognized that it is on the way to complete mastery of the arts and sciences of 
civilization.” It can be argued that the Promethean desire to master human and 
non-human nature lies at the root of our problems and sums up our pathology. If, 
therefore, criticism is not restricted to winkling out logical fallacies and goes on to 
address real material conditions and vital human problems, we may come to 
appreciate that the main threats to our civilization—environmental degradation, 
cultural illiteracy, social inequality, economic inequity, state tyranny, corporate 
corruption, technological hegemony and personal alienation in all its forms—are 
at least partly the result of our impulse toward mastery. This impulse leads to the 
ancient Greek sin of hubris, for which the gods invariably inflicted severe 
punishment.  
 
From this hypercritical perspective, the idea of critical thinking as mere problem 
solving may have less to recommend it than we might originally have supposed. 
It could, in fact, be part of a much larger predicament. Our future may not be 
decided by those who have the analytical capacity to think more clearly about 
how to solve problems, but by those who possess the political and economic 
power to determine what counts as a problem as well as those in whose interest 
the search for a solution will be undertaken. Adding ethanol to gasoline may 
produce a superior fuel, but that may not impress people starving for want of corn. 
From this perspective as well, it can be demonstrated that every exercise in 
critical thinking is knowingly or unknowingly infused with commitments to 
particular human interests, and that those who cry the loudest that they are 
unbiased, unprejudiced and, above all, non-ideological are the ones that must 
bear the closest critical inspection. They may or may not be liars or hypocrites; 
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but, if they are sincere, they are quite possibly delusional, and that may be more 
distressing still.  
 
Scrutiny, of course, is not easy to impose. A first step, however, would be to 
remind ourselves (and to teach our students) that knowledge is “a product of 
social relationships wherein exercise of power is a major factor. In this way,” 
Spring (99) tells us, “students would not only argue with the material but would 
also investigate why particular types of knowledge exist and not other types.” 
Moreover, as Rossanda et al. (647) explained: “as a public institution for the 
masses, the modern educational system was born of the modern bourgeoisie 
and carries with it the imprint of the bourgeois state.” Nothing could be more 
obvious. The principal purpose of schools is to generate competent producers, 
credulous consumers and compliant citizens. Capable problem solvers can fit 
into all those categories. 
 
Official critical thinking is deeply connected to instrumental reasoning. It views 
thought as a means to a material end, not as an autonomous and self-justifying 
activity. In public educational institutions, the material end, of course, is normally 
the successful negotiation of a course in the hope that a sufficient number of 
successfully negotiated courses will one day translate into a certificate, a diploma 
or a degree leading to subsequent employment.  
 
What this truncated view of education encourages is the bifurcation between the 
acquisition of marketable skills and the achievement of authentic human growth 
including the capacity to criticize the conditions of life within the employment 
circumstance. Both industrial and postindustrial society depend for their 
continued profitability on the suppression not only of the political will and 
economic interests of the middle, working and lower classes, but also on their 
consent, connivance and complicity in their own oppression. As Volpacchio (132) 
persuasively put it: “Instrumental processes do not carry with them emancipatory 
interests. The socio-cultural life-world as a normative order, therefore, may also 
be defined by its independence and opposition to the alienation and necessity of 
the work experience rather than … the affirmation of the work experience.” Thus, 
when, in 1844, Marx famously described religion as the “heart of a heartless 
world,” he was attributing to religion the dual roles of “an expression of human 
suffering and a protest against human suffering.” So, in the 21st century labour 
market of contract work, part-time employment and increased automation, 
mechanization and cybernetic production, postsecondary education is called 
upon as never before to offer critical insight into the process of dehumanized 
consumerism that empties our lives of meaning and ethical indifference to the 
fate of others whose lives are sacrificed for our big box purchases.  
 
“The learning processes of moral development,” Vopacchio continues, “which 
establish intersubjectivity and release repressed interests occur through 
interaction with others and not machines or the reorientation of skills to the role of 
labor in cybernetic systems.” He concludes: “the social and political level thus 
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has a priority over instrumental processes in the course of human development” 
(132). Institutional education is moving rapidly in quite the opposite direction. 
 
Official critical thinking sets itself apart from historical understanding and such 
projects as the critique of technology. “Technology,” Horkheimer affirmed (79), 
“makes memory superfluous.” Corporate culture disdains historical reflection. 
Henry Ford’s famous aphorism that “history is more or less bunk,” fits exquisitely 
into official critical thinking’s indifference to factors of social, political and 
historical importance. Corporate culture, as filtered through secondary and 
postsecondary programs also sustains an ideology of liberal individualism insofar 
as personal responsibility for success or failure is concerned, but not with regard 
to personal growth and intellectual development. Taylorized education in the 
rhetorical form of quantifiable learning objectives—suitably augmented with 
processes of the accountability of supposedly objective exit standards—create 
an environment in which learning can be tested, though little of real-life 
importance is ever taught. This is because, co-extensive with problem-solving 
skills, are teaching and evaluation methods that eliminate ambiguity, establish 
precise behavioural learning outcomes and incline toward true-false, multiple-
choice, definitional and short-answer questions as legitimate means for students 
to demonstrate “mastery” of a subject, or of a module or a unit within it.  
 
Schools and the curriculum “delivered” by schools replicate precisely the social 
relations of production and distribution that exist in the larger society. The 
teacher as worker and the student as (at entry) customer and (at exit) product 
are susceptible to evaluation according to quantitative methods of productivity 
and quality control as well as empirical accountability measures. The business 
model transforms the purpose and process of education, yet remains uncriticized 
because to do so would be to cloud critical thinking with values, not the facts so 
prized by Charles Dickens’ Mr. Grandgrind and so distorted in the contemporary 
cultural milieu. To do so would permit the framing of discussion according to 
(someone else’s) ideology, and that would never do. 
 
In scrupulously avoiding truly serious questions, yet making much of phrases 
such as critical thinking and problem solving, the way is opened for clever 
entrepreneurs to substitute something weak, insipid and ultimately self-defeating 
in place of what Volpacchio (130) calls “the reflective capacity in the critical 
sense of questioning [either the educational or the economic] system.”  
 
A small cottage industry of proselytizers and pamphleteers has arisen to train 
teachers in the transferable skills of critical thinking. One organization, the 
Foundation for Critical Thinking, has (at last count) produced fifteen forty-eight-
page booklets that cover everything from How to Detect Media Bias and 
Propaganda to Taking Charge of the Human Mind. Its proprietors, Richard Paul 
and Linda Elder, gleefully attempt to establish a precise way to separate “all 
thinking” into eight distinguishable elements (Analytic Thinking 3). Thinkers, they 
allege, move more or less sequentially through a process of identifying a purpose 
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or a problem within a point of view. That point of view is based on assumptions. 
The assumptions lead to implications which permit the use of data to make 
inferences based on concepts to solve the problem (Analytic Thinking 5). The 
point of critical thinking in this scheme is to ensure that each step is completed 
properly according to a common set of “intellectual standards” such as clarity, 
accuracy, relevance, logic and fairness (Analytic Thinking 6-7). The problems 
with problem solving in this account are that:  
 

• they do not address the question of who decides what problem to 
investigate and what counts as a legitimate problem in the first place;  

 
• the procedural sequence could easily be altered since there is no “logical” 

reason for setting out the process in any particular order; and,  
 

• since some of the intellectual standards such as breadth, depth, 
sufficiency and practicality are rather far from operational variables, it is 
hard to distinguish one criterion from another. 

 
Hence, the amount of usable guidance is questionable (not that it matters much, 
because the authors indicate that we may “select” those standards to fit the 
problem we are trying to solve).  
 
Critical thinking, in this framework, merely amounts to a short-hand and rather 
nebulous version of inductive reasoning. Its only firm point is that no factors 
(especially those related to power relations among thinkers, and between 
thinkers and the rest of society) are permitted to intrude into the grammar of 
inquiry. Their advice is purely formal and procedural. It is a restatement of the 
scientific method in a manner allegedly applicable to non-scientific problems. As 
a prescription that is supposed to apply to “all thinking,” it is intended to relate 
equally to moral, aesthetic and interpersonal as well as commercial, botanical 
and, of course, educational issues. It is a one-size-fits-all guide to thinking.  
 
The fourth perspective that to be addressed might be termed “critical 
consciousness” or, borrowing the phrase of the Frankfurt School, “critical theory.” 
It, too, is a form of critical thinking, but it differs from the other three in important 
but different ways.  
 
It insists, for instance, that critical analysis of the relationships between ideas and 
their social contexts are are necessary, partly because human understanding is 
largely a social construction and partly because intellectual endeavors are guided 
by material human interests. So, it is time and possibly well past time to attempt 
a more comprehensive kind of critical thinking. Such an attempt does not 
excessively demean the valuable, though limited contributions of Platonism 
positivism. Instead, it discloses the fundamental conceit of liberal education in its 
corporate form, which is that contemporary curricula insists that students be 
taught that huge and potentially catastrophic issues can be reduced to problems 
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that can be solved within existing social structures by pragmatists and 
technocrats. It does not deny that there are controversial issues be discussed, 
but it insists that they be discussed in an unbiased or, at least, a balanced 
manner within a framework of depoliticized discourse. This does not, of course, 
remove political commitment but, as Lilienfeld nicely put it, “simply provides a 
vocabulary which permits its practitioners to celebrate and serve whatever social 
developments emerge over the horizon” (263). Corporate power disguises its 
own interests using the false claim that its cultural paradigm amounts to no 
ideology at all. It thereby advances “the notion of society,” Lilienfeld adds, “run by 
benevolent technicians operating on the basis of actuarial logic and impersonal 
algorithmic methods” (264) in the dispassionate business of adjusting to what 
“the reality is” at any given moment. It goes without saying that this reality will be 
whatever is in the material interest of the economic elites. 
 
To criticize specific environmental, economic and social policies of governments, 
private corporations or influential “special interests”, of course, places teachers at 
risk, no matter how disastrous the conventional course of action might be. So, it 
is necessary to develop critical consciousness at a level deeper than worries 
about global warming, poverty and war. To do so, it is useful to attend briefly to 
the ideas of Jürgen Habermas and his critique of critical thinking in education. 
 
Habermas begins with a discussion of what he terms “knowledge-constitutive 
interests.” He contends that there are three fundamental human interests that 
direct our attention towards different objects of study, employ different methods 
of inquiry and seek to achieve different kinds of purposes. Human knowledge is 
not therefore seamless, but is constituted by our intentions and shaped by deep 
linkages among knowledge, experience and conscious purpose (Rational Society 
81-122; Knowledge and Human Interests 301-317). Habermas argues that what 
we think is less important than how we think. We can alter our opinions in the 
light of new experience, but our epistemological presumptions are more difficult 
to change and these assumptions are rooted in the interests that knowledge 
strives to satisfy. 
 
The interests he defines are not those of different sides in debates such as 
socialists and free marketers, Catholics and Protestants, feminists and male 
chauvinists and so on. He digs deeper and identifies different kinds of knowledge 
which have different criteria for truth claims and which represent different 
communities with different political, economic and ideological concerns. Because 
the differences are so fundamental, a great deal of argumentation never gets to 
the point of disagreement about facts (which are at least resolvable) because it 
proceeds from different bases, uses incompatible vocabularies, and generates 
grotesque distortions of rational debate. He labels the three interests technical, 
practical and emancipatory.  
 
Habermas’ categories of knowledge-constitutive interests have a direct bearing 
on how we think and how we teach. Knowledge may not synonymous with power, 
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but the two are certainly related. Different kinds of knowledge share more than 
philosophical assumptions and language; they also reflect different patterns of 
domination. Habermas has long struggled against positivism and scientism, but 
not against empiricism and science. Emancipation, no less than domination, he 
believes, requires reliable information. 
 
Habermas’ first category is akin to what we call scientific knowledge. It rests on 
the assumption that it is possible to acquire objective knowledge of an external 
world. He calls it “empirical-analytic” knowledge. It serves technical interests. Its 
purpose is the control of non-human nature. The second category consists of the 
social sciences and humanities. It imitates science, but concentrates on the 
quirks and contingencies of human life. Acknowledging that human beings are 
not like billiard balls whose motion is governed by exchanges of kinetic energy, it 
nonetheless tries to approximate scientific understanding of motives and 
meanings. His term for it is “historical-hermeneutic” knowledge. It serves practical 
interests. Its purpose is to control other people. 
 
Natural science offers the epistemological model for both empirical-analytic and, 
to a degree, historical-hermeneutic knowledge acquisition. In their more 
pretentious moments, after all, experimentally minded social scientists—
especially in economics and psychology—try to come up with quantifiable data to 
generate law-like statements about the price of lettuce and the behaviour of rats. 
Paradoxically, just as social studies were starting to flirt with the mathematical 
complexities of multiple regression and factor analysis, the pure sciences began 
to experience something of a paradigm shift themselves as they become 
accustomed to the implications of an unsteady universe that has outdistanced 
the comfortable reality of Newtonian mechanics and plunged headlong into the 
ultimate chaos of black holes, anti-matter, time warps and parallel universes. 
Science itself is becoming perilously close to being problematized in a 
postmodern manner that is decidedly unmannerly. As Jean-François Lyotard put 
it: “Capitalism inherently possesses the power to derealize familiar objects, social 
roles, and institutions to such a degree that the so-called realistic representations 
can no longer evoke reality except as nostalgia or mockery” (74). The same 
applies to science. 
 
There remains now the third category of knowledge, which is linked to self-
reflection and which Habermas entitles “emancipatory.” According to Stephen 
White (6), “Habermas found that modern society has fostered an unbalanced 
expansion in the technical interest in control. The drive to dominate nature [has 
become] a drive to dominate other human beings.”  
 
Official critical thinking is an important contribution to the “tool box” of corporate 
modernity. Its failure is to admit that it is also a legitimate object of critical study. 
A critical assessment of our work and our lives requires that we rediscover the air 
around us, the waters in which we swim. Critical thinking, minimally defined as 
logical analysis and problem solving in the unacknowledged context of late 
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capitalist culture will not succeed in allowing us to open our eyes to the realities 
before us. Pretend problems will be solved by sham solutions. Crime, poverty, 
inequities of class, race and gender and all the other social issues that consume 
our thoughts and our taxes may be ameliorated from time to time, but they will 
not be resolved in any meaningful way. 
 
To accept this is to open an important door of perception. Combining moral 
concerns with critical social awareness permits us better to understand our 
situation and provides the motivation to do something about ourselves, our 
schools and our communities. It helps to remove distortions and to engage in 
actions that will make important changes, or at least make transparent the 
reasons why such changes cannot be made. To reject it and embrace the 
abstract, reified and wholly formal version of critical thinking is to close the door 
on our conceptual cage. 
 
Whether we can imagine profound postcapitalist political and economic changes 
in the next decade, anticipate their fulfillment in the next century or whether we 
will (should our species survive) have to await the next millennium is an open 
question. Whether such changes will be progressive or will consolidate global 
barbarism is also unclear.  
 
Max Weber pretty much anticipated the 20th century in 1904 when he said that 
we would soon find ourselves living in an “iron cage” (182). As for the quality of 
life in that cage—no longer made of iron but of silicon—he added:  
 

No one knows who will live in this cage in the future, or whether at 
the end of this tremendous development entirely new prophets will 
arise, or there will be a great rebirth of old ideas and ideals, or, if 
neither, mechanized petrification, embellished with a sort of 
convulsive self-importance. For of the last stage of this cultural 
development, it might well be truly said: “Specialists without spirit, 
sensualists without heart; this nullity imagines that it has attained a 
level of civilization never before achieved.” 
 

In the current century, our task is difficult but clear. Prophets—old or new—can 
be dangerous. The prospect of spiritless and heartless existence is not attractive. 
We must alert ourselves and our students to our conditions and our possibilities. 
These prospects and the praxis required to achieve them cannot arise from the 
cookie-cutter critical thinking that is passed off as authentic analysis in 
contemporary classrooms. Words attributed to the hero of the Christian narrative 
put it nicely: “I am come that they might have life, and that they might live it more 
abundantly” (St. John 10:10). To do that for ourselves requires a population that 
has risen to critical consciousness. To help others develop such a consciousness 
is, perhaps, the highest calling of a teacher. 
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Abstract 

 
Beginning in the later 1970s, many research turned their attention to the question of 

how variation in child care affected children’s development. Since then, the view of early 

childhood professionals have dominate discuss of what constitutes quality in programs for 

young children which focus on the following variables: classroom composition, 

curriculum and program philosophy, physical environment, staff characteristics, 

adult-child interactions and parent-staff communication( Ceglowski& 

Bacigalupa,2002;Larner, 1996).  

Also, many educators and government officers develop quality early childhood 

program standards and accreditation criteria to evaluate the programs. However, parents’ 

voice has gone mostly unheard. Parents are the final decision maker for their children, if 

they do not choose a high quality child care programs, it might inhibit children 

development. Kagan&Neville (1992) stated that if parents desire to purchase high quality 

child care rather than low quality, then in an ideal market, an increased number of higher 

quality program should become available; however, it does not be the case.  

Thus, the purpose of this paper is to understand what the reasons that influence 

parents’ preschool selections are base on the literatures. This paper is presented in three 

sections: (1) importance of parents’ attitudes toward quality child care; (2) factors 

influence parents’ selection; and (3) methods of assessing parents’ attitudes on child care 

center selection.  
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The presented approach to procedural knowledge representation is  based upon structural 

learning theory (Scandura, 1977, 2001). The procedures to be represented act upon a domain of tasks 
and give results in a range of solutions. Table 1 lists the domains and ranges of some procedures. 
 
   Table 1. Examples of Domains and Ranges of Procedures 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 

A basic tenet of the theory is that if an individual has learned a taught procedure to resolve a 
domain of tasks, then he or she will apply it. The procedure may be analyzed into subcomponents of 
decisions and subordinate operations. The operations are considered to be atomic for the population 
for whom the procedure is taught. The term atomic in this context means, that at a certain level of 
analysis, performance on a subordinate operation is considered to be all or none. For example, to 
represent an algorithm for adding natural numbers, one might consider the set of addition facts for 
numbers less than 10 to be atomic.  Upon further analysis one could certainly subdivide the addition 
facts. But the assumption for a first level of analysis would be that individuals applying the addition 
algorithm would know all the addition facts. Such a representation can be demonstrated by a flow 
diagram similar to those frequently used in computer programming. Figures 1, 2, 3 and 4 show flow 
diagram representations of procedures for the subtraction of natural numbers, addition of fractions, 
transforming simple sentences into questions, and assigning oxidation numbers to chemical 
compounds. 

The flow diagrams may be abstracted to directed graphs in which individual paths through the 
procedures can be easily displayed. Figures 5, 6, 7 and 8 show the paths with their decision points 
and the corresponding numbered subordinate operations of the flow diagrams in Figures 1,2,3, and 4, 
respectively.  

 

Domain  
 

Procedure 
 

Range 

Two Whole  
Numbers 

Subtraction Differences 
(Whole Numbers) 

Two 
Fractions 

Addition Sums 
(Reduced Fractions) 

Simple 
Declarative  
Sentences 

Transformation Questions 

Formulas 
of 

Chemical 
Compounds 

Assigning Oxidation Numbers 
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Figure 1. Flow Diagram of Borrowing Subtraction Procedure 
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Flow diagram for addition of fractions reproduced with permission of 
author and publisher, Greeno, J.G. Cognitive objectives of an instructional 
theory of knowledge for solving problems and on answering questions.  In 
Klahr, D. Cognition and Instruction:  Tenth Annual Carnegie Symposium 

on Cognition.  Arlington, Va.  Office of Naval Research, 1976.

 
Figure 2. Flow Diagram of Addition of Fractions Procedure 
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Figure 3. Flow Diagram for Transforming Sentences to Questions 

 

 
Figure 4. Flow Diagram for Assigning Oxidation Numbers 
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Figure 5. Directed Graph for Borrowing Subtraction Procedure 

 

 
Figure 6. Directed Graph for Addition of Fractions Procedure 
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Figure 7. Directed Graph for Transforming Sentences Procedure 

 

 
Figure 8. Directed Graph for Assigning Oxidation Numbers 
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Associated with each path is a sample problem or task solvable by that path. For example, 
through the subtraction procedure there are 10 paths (See Figure 5). The paths partition the domain 
of tasks into path equivalent tasks or equivalence classes of tasks. (The terms equivalence class and 
partition will be used interchangeably throughout the paper.)  Another assumption of the theory is 
that if memory is error free, then the extent to which a person has learned the procedure can be 
observed through which subset of tasks he or she can solve or not solve. On the basis of equivalence 
and supposition of an error free memory, it should be ideally possible to measure a person’s 
knowledge of a procedure through testing with a single item from each equivalence class. For the 
subtraction procedure, then, 10 items, one from each equivalence class should allow one to judge 
with what paths of the procedure a student is successful or not successful. 

 The flow diagram representation of procedural knowledge also unveils the prerequisites 
needed for instruction of a procedure. Most prerequisites correspond to the decisions of the 
procedure and its atomic subordinate operations. Figure 9 shows prerequisites for the above 
borrowing subtraction algorithm.   

 

 
Figure 9. Prerequisites for Subtraction Procedure 

 
 The paths of a flow diagram also reveal a hierarchical lattice of path difficulty. By tracing 

through the directed graphs one can see that in some procedures certain paths contain all the 
operations of another path plus one or more of its own. One can say that a path of a flow diagram is 
superordinate to another path of the diagram if it contains all the atomic operations of the subordinate 
path plus some of its own. Figures 10, 11, and 12 show the path hierarchical lattices for the 
subtraction procedure ( Figure 1), the addition of fractions procedure (Figure 2) and the assigning 
oxidation numbers procedure (Figure 3), respectively. The path numbers are represented in the nodes 
of the lattices. 

 

 
Figure 10 Path Hierarchy for Borrowing Subtraction Procedure 
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 7

 
Figure 11. Path Hierarchy for Addition of Fractions Procedure 

 

 
Figure 12. Path Hierarchy for Oxidation Numbers Procedure 

 
Table 2. An Example of the Intersection Items between a Path and Item Forms. 

Path Partition Item Forms 
Stimulus Instances 

from Partitions in the 
Intersection 

3. 
No borrow; no 0 in answer 

or problem 
 45 

            -23 

3. 
No borrow; x-0 fact in 

problem 
 36 
-10 

3. 
No borrow; 0-0 fact in 

problem 
 802 
-301 

3. No borrow; x-x in problem 
 342 
-321 

3. 
No borrow; small unequal 

lengths 
   268 
   - 24 

3. 
No borrow; large unequal 

lengths 
28759643 
-   427102 

 
Data Collection  

To test the efficiency and effectiveness of the flow diagram representation for procedural 
knowledge, data from a previous study (Durnin, 1971) was used. In that study two parallel tests of 
subtraction problems were constructed. The length of the tests was obtained through the intersection 
of the 10 equivalence classes with 21 item forms (Hively et al., 1968).  Table 2 shows an example of 
problems from the intersection of the partition of Path 3 with intersection of six item forms. Thus, for 
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Path 3 six items were generated in each test to assess the consistency of student performance with 
problems associated with that equivalence class. Through this approach 37 items were generated for 
each test. Table 3 shows the number of items on each test for each equivalence class. Parallel items 
were constructed for each intersection of path and item form. The parallel tests, Test A and Test B, 
were administered on consecutive days. The items were randomly distributed throughout each test. 
The two forms of the subtraction test were administered to 25 ninth graders in a general mathematics 
class. No time limits were applied to the students.  

 
Table 3. The Number of Items Associated with Each Path of the Borrowing 
Subtraction Procedure through Intersection with Item Forms. 

Path Number of Test Items 
1 3 

2 2 

3 6 

4 1 

5 4 

6 1 

7 9 

8 3 

9 4 

10 4 

  37 Total Items 
 

Data Analysis 
 The data obtained was used to measure the internal consistency of responses within the 10 
equivalence classes of the borrowing subtraction procedure. The performance on the first item on the 
test belonging to an equivalence class is used as a predictor of performance on or consistency with 
subsequent items within the class.  Paths 4 and 6 are not used because they contain only one item. 
Table 4 shows the internal consistency results.  
 
Table 4. Path by Path Analysis of Consistency from First Item in a Equivalence Class by Successes 
and Failures on Subsequent Items within the Same Class 

Class Number of 
Items 

Success 
Consistency 

(Percent) 

Failure 
Consistency 

(Percent) 

Total 
Consistency 

Total Percent 
Consistency 

Path 1  3 49/50 (98%) - 49/50 98% 
Path 2 2 24/24 (100%) 0/1 (0%) 24/25 96% 
Path 3 6 115/120 (96%) 1/5 (20%) 116/125 93% 
Path 5 4 60/72 (83%) 0/3 (0%) 60/75 80% 
Path 7 9 136/160 (85%) 14/40 (35%) 150/200 75% 
Path 8 3 24/32 (75%) 10/18 (56%) 34/50 68% 
Path 9 4 36/48 (75%) 19/27 (70%) 55/75 73% 
Path 10 4 34/42 (81%) 32/33 (97%) 66/75 88% 
Total 35 478/548 (87%) 76/127 (60%) 554/675 82% 
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 As can be seen from the table the atomicity of the subtraction facts paths 1 and 2 are pretty 
well established with 98% and 96% total consistency with the first problem encountered. Success on 
the subtraction of columns using subtraction facts ≤ 10 and continuing to the next column is also  
consistent at 96%. The atomicity assumption weakens with paths 5, 7 and 8. These paths require 
borrowing. With the collection of problems requiring borrowing, success on the first problem is 
indicative of success on the remaining borrowing problems 83% of the time. With regard to failure 
on the first problem the consistency percentages increase steadily from paths 7 to 10, with path 10 
failure being 97% predictive. The problems were distributed randomly throughout the test so that 
decreasing successful performance would not be primarily due to test fatigue but more to item 
complexity.  
 Another question is the stability of consistent performance. Table 5 replicates Table 4 except 
that the results are with a parallel form of the test being given the second day. The first test item of an 
equivalence class on the first day is used to predict equivalence class performance on the second test. 
Figure 13 gives a visual representation of the close relationship between internal consistency and 
external consistency. 

 
Table 5. Path by Path Analysis of Consistency from the First Test Item in a Equivalence Class by 
Successes and Failures on Subsequent Items within the Same Class on a Second Test 

Class Number of 
Items 

Success 
Consistency 

(Percent) 

Failure 
Consistency 

(Percent) 

Total 
Consistency 

Total Percent 
Consistency 

Path 1  3 73/75 (97%) - 73/75  97% 
Path 2 2 45/46 (98%) 0/4 (0%) 45/50 90% 
Path 3 6 137/144 (95%) 1/6 (17%) 138/150 92% 
Path 4 1 24/24 (100%) 0/1 (0%) 24/25 96% 
Path 5 4 83/96 (86%) 0/4 (0%) 83/100 83% 
Path 6 1 16/20 (80%) 2/5 (40%) 18/25 72% 
Path 7 9 142/180 (78%) 16/45 (36%) 158/225 70% 
Path 8 3 34/48 (71%) 14/27 (52%) 48/75 64% 
Path 9 4 43/64 (67%) 36/36 (100%) 79/100 79% 
Path 10 4 42/56 (75%) 42/44 (95%) 84/100 84% 
Total 37 639/753 (85%) 111/172 (65%) 750/925 81% 
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Figure 13. Graphical Relationship between Internal Consistency and External Consistency by Path 
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 Again the path prediction patterns were repeated from Test A to Test B. Test A and Test B 
comparisons were made with item forms and the intersection, all paired problems by item form and 
path. Since path 4 did not have a corresponding item form instead of 925 points of data for item 
forms there are 900. Table 6 presents these results.  
 
Table 6.  Comparison of Predictions from Performance on First Test A Items to Corresponding Test 
B Items in the Same Class for Intersection, Item Forms and Equivalence Classes 

  

% Success 
Predictions 
 Test  A to  

Test B 

% Failure Predictions  
Test A to  

Test B 

% Total Predictions  
Test A to  

Test B 

 Intersection 
(All 37 paired items) 

632/736 (86%) 122/189 (64%) 754/925 (82%) 

Item Forms 
(First 21 item forms on A to 
same form performances on 

B) 

591/717 (82%) 121/183 (66%) 712/900 (79%) 

Equivalence Classes 
(First A path partition items 
to  same equivalence class 

performances on B) 

639/753 (85%) 111/172 (65%) 750/925 (81%) 

 
Table 6 shows the relative efficiency of the flow diagram representation to more extensive 

testing, regardless of the refinement or further subdivision of the domain of subtraction problems by 
item forms and intersection of path partitions with item forms.  Predicting problem success appears 
to maximize at about 80% . Longer tests do not increase the predictability of performance. Another, 
but similar, perspective is gained from Table 7. It shows the test retest correlation between first items 
of Test A intersection, item forms and equivalence classes with total Test B performance. The 
correlation  for equivalence classes is nearly the same as the total test reliability (i.e., intersection) 
and considerably higher than the correlation of item forms . Thus, a test of 10 items from equivalence 
classes formed from a flow diagram representation of subtraction is just as good in predicting overall 
subtraction performance as a longer test of 37 items and better than a test of item forms of 21 items. 

 
Table 7. Correlations between Test A Performance and Test B Performance by Students 
 Intersection Item Forms  Equivalence 

Classes 
Test A (first items) – Total Test 

B  Correlation 
.84  

(37A items to 37 
B items) 

.48  
(21 A items to 37 

B items) 

.82 
(10 A items to 37 

B items) 
 

With regard to confirmation of the hierarchy Figure 14 shows the hierarchy lattice for the 
borrowing subtraction procedure. Directly beneath the lattice are the percents of those successful on a 
super ordinate task who are also successful on a subordinate task. If a student is successful on all 
tasks of a superordinate class, then that student should be successful on all subordinate tasks. Figure  
14 shows the path hierarchy for the subtraction procedure and the percent success among students 
successful on a given path with all tasks belonging to subordinate paths. 
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Figure 14. Path Hierarchy for Borrowing Subtraction Procedure and Percent Successful on 
Subordinate Path Tasks           
 
The percentages on Test A were essentially mirrored on Test B. The data suggests that if a 

person is successful on a series of tasks of  superordinate path then it appears that that person should 
be, at least, 90% successful on all tasks of a subordinate path. These results provide a partial 
validation of the hierarchy.  

Discussion 
The results of the study show that students attempt to apply a taught procedure. The 

borrowing subtraction procedure was one commonly taught in the United States in the 1970s. At 
different times and in different places other procedures may be taught (e.g., a complements of 10 
procedure used in the 19th century or an equal additions procedure taught in Europe). By path 
performance and hierarchical success the results tend to confirm that these students were taught a 
borrowing procedure. It also confirms that the success of their application depends upon the 
complexity of the path. Student failure increased with those paths that involved more component 
operations and decisions.  

Although not generalizable from one study, the flow diagram representation of procedural 
knowledge appears to have several advantageous implications for testing and instruction. For testing, 

1

2

4

5 3

7 6

89

10

 Percent Lower Path Success Given  100% Success on a Higher Path 

 

Successful Path Percent Success on All Tasks 
of Subordinate Paths 
Test A Test B 

        10        93%  95% 
           9      94.4%  91% 
          8             93.5%  97.7% 
          7            94%  91% 

 6                   90%               95% 
           5                   96.6%            95.5% 
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it appears that the path equivalency of tasks would reduce the number of items required for 
determining student success on one part of a domain of tasks.  From just performance on one item of 
an equivalence class one can predict with about 80% accuracy success or failure on any other item in 
the class. Also with regard to test reliability the 10 item subtest had approximately the same 
correlation coefficient as the 37 item test. Thus, if not certain prediction on each path, the flow 
diagram representation provides for greater test efficiency. The path hierarchy also provides a model 
for adaptive testing.  A student successful on a higher path would  not need to be tested on all related 
subordinate paths. This could lead to a further reduction in test items and could be applied with  
computerized testing.  Finally, the representation could be useful for diagnostic testing and 
remediation. Through testing using the flow diagram representation one can identify on what paths 
the student is successful and on what paths the student is having difficulty. Thus, remediation can be 
easily targeted to specific paths rather than the entire procedure.  

With regard to instruction the flow diagram representation identifies the component 
operations and decisions that are prerequisite to learning the procedure. Also the path hierarchy 
provides a specific outline for the sequence of instruction. With the renewed emphasis on learning 
operations in the elementary grades (cf. NCTM, Curriculum Focal Points, 2006) the lattice hierarchy 
can be used to order instruction from the simplest path to more complex paths.  How the paths may 
be used either with a discovery or expository strategy is discussed in Durnin (1982). Thus, a flow 
diagram representation of procedural knowledge can be used to enhance both testing and classroom 
instruction. 
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Adult Learners Perceptions of an Undergraduate HRD Degree Completion Program  
 

Introduction 
 
 A fundamental change has occurred in the student body of higher education institutions.  

The student body has aged as more adults have returned to college.  Adult nontraditional students 

have enrolled in record numbers.  In fact, they have become the fastest growing segment of the 

student population (Kerka, 2001).  It has been projected that there will be a 57.3% increase in the 

number of individuals between the ages of 45 and 54 who enroll in higher education by the year 

2050 (Murdock & Hoque, 1999).  

 Much of the increase in adult enrollment in higher education has been directly attributed 

to the growth of distance education programs (Holmberg, 1995). This perception is supported by 

the fact that 60.5% of the students enrolled in distance education programs were over age 30 

(Shea, Motiwalla, & Lewis, 2001).  Distance education (DE) delivery methods has been opening 

higher education doors to students who might not have otherwise been able to complete a college 

degree program (Belanger & Jordan, 2000). 

 The increase of adult enrollment in higher education has not just created a new 

demographic, but instead has created a unique phenomenon that required further study.  High-

ranking educational leaders have supported the need for additional study of distance education.   

Marshall Smith, Acting Deputy Secretary of Education suggested that distance education has 

changed the fundamental delivery constraints of higher education (Carnevale, 2000). In addition, 

Knowles (1990) pointed out that adult learners are different from adolescent learners and have 

distinct learning needs and motivations.  Holmburg (1995) suggested that, in addition to 

schoolwork, many adult students also had family, professional, and social commitments.  Yet, in 
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spite of these other commitments adult enrollment in college programs continued to increase 

(Neal, 1999).  

 An example of a distance education program that has attracted adult learners is offered at 

the University of Arkansas.  In 1996, the University of Arkansas began to offer an undergraduate 

degree in Vocational Education with an emphasis in Human Resource Development (Thompson, 

Brooks, & Lizarraga, 2002).   Referred to as the Human Resource Development (HRD) program, 

it was established to address needs of adult students throughout the state of Arkansas.  

 One hundred and twenty-five total credit hours are required for completion of the 

bachelor’s degree in Vocational and Adult Education.  These credit hours are divided into four 

specific components (Thompson et al., 2002):  

1. General Studies: This component of the program consisted of fifty-six credit hours.  

2. Technical: This component of the program consisted of thirty-three credit hours.  These 

credits may be obtained by: the completed business coursework, by receiving experiential 

learning credit for work experience through completion of a skills test by the National 

Occupational Competency Testing Institute (NOCTI), and by receiving credit for 

previous work experience through developing a portfolio.   

3. Internship: This was a 12-hour component of the program in which students are given 

credit for completing a work-based project. 

4. Human Resource Development Course Work: This is the distance-learning component of 

the program.  It was comprised of 8 classes (24 hours) that are conducted by video-

teleconferencing technology.  

 Video-teleconferencing technology is used to provide courses to 10 sites throughout the 

state of Arkansas (Thompson et al., 2002).   In order to accommodate the busy schedule of 
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working adults, the courses are offered over the weekend.  They are conducted between 4:30 

p.m. and 9:30 p.m. on Friday evening and between 8:00 a.m. and 1:00 p.m. on Saturday (Chu, 

1999).  Each class meets for five hours at a time.  This allowed for an accelerated schedule in 

which students completed a semester in 9 weeks as opposed to the 15 weeks that are typically 

necessary to complete a semester at the University of Arkansas (Thompson et al., 2002). 

Theoretical framework 
 
 Due to the enormous potential of distance education (DE) to increase enrollment, many 

colleges and universities have either created DE programs, or are in the process of creating DE 

programs.  Approximately 44% of the higher education institutions in the United States have 

offered some form of distance education (Carnevale, 2002).  The growth of distance education 

programs has been steady over the past few years.  The U.S. Department of Education reported 

that the number of distance education programs jumped by 72%, to 1190, from 1995 to 1998 

(Carnevale, 2000). Tricker et al. (2001) estimated that there is over ten million distance learner’s 

worldwide.  In fact, the growth of distance education has been so dramatic that Albright (1999) 

stated that it is “…academe’s most prominent growth industry at the turn of the millennium” (p. 

95).  Belanger and Jordan (2000) supported this notion and suggested that the financial and 

business challenges of the 21st century have created an imperative for distance education. 

The use of distance education technology to develop distance education programs have opened 

higher education doors to adult students who might not have otherwise been able to complete a 

college degree (Belanger & Jordan, 2000; Neal, 1999; Carr, 2000).   Distance education may 

have provided the only viable opportunity for adult students to complete their educational goal 

(Holmberg, 1995). 

 Belanger and Jordan (2000) pointed out that there are three forms of teleconferencing: 

audio, data, and video.  All three forms required synchronous transmission among the 
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participants and involved using real-time live video and audio to support learners at multiple 

locations.  The instructor would facilitate the class from one of the locations.  Since the class 

occurred in real-time, students were able to ask questions and receive feedback at any time.  It 

required rooms at each site that were equipped with cameras, video monitors, audio speakers and 

microphones. The advantages of this form of distance education were: it allowed near real-time 

interaction between learners and the instructor, it gave instructors the ability to explain complex 

problems and it allowed instructors to modify their course presentation based upon feedback.   

 The need for program evaluation has become greater.  Perry (2001) asserted, “With 

limited budgets and taxpayers becoming more results oriented, it has become necessary for 

institutions of higher education to develop processes to ensure that educational programs are 

meeting the needs of stakeholders” (p. 573).  This is especially true when the primary 

stakeholders were adult nontraditional students such as found in distance education. Tricker et al. 

(2001) stated, “Providers of distance courses need to be conscious that they are working with a 

student body who, whilst valuing education, are more than ready to criticise [sic] courses which 

they feel are wasting their valuable time and money” (p. 166).  Thus, it is important that 

programs, which catered to an adult student body, be evaluated.  Evaluation is necessary to align 

program goals with adult student needs (Simonson, 1997).  However, evaluating these programs 

has been difficult. The rapid expansion of distance education programs has caused many to 

question the traditional means of assuring that they were providing quality instruction (Swail & 

Kampits, 2001).  Merisotis and Phipps (1999) suggested that most of the research in distance 

education tended to focus on student outcomes such as attitudes toward and performance in 

individual courses.  They stated that there is a large gap in the research focused upon measuring 

outcomes of an entire undergraduate program.  The gap in the literature demonstrated the need 
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for additional research on the perceived effectiveness of distance education programs that served 

nontraditional students. 

 Simonson (1997) pointed out that evaluation is a systematic investigation, which is used 

to determine the value of an educational program.  One of the key elements of a program 

evaluation was to determine if the program has met the needs of the primary stakeholders (Vella, 

Berardinelli, & Burrow, 1998).  In a distance education program adult students were the primary 

stakeholders and thus, understanding student perspectives was crucial to ensure that program 

features have met expectations (Carter, 2001).  Tricker et al. (2001) suggested that student 

satisfaction could be measured with a variety of different instruments.  One instrument that has 

often been used as an effective tool for collecting the data necessary to conduct an evaluation 

was a questionnaire (Caffarella, 1994).   

 Novak (2002) suggested that the quality of learning in distance education has been a 

highly debated issue. He indicates that there is an immediate need for additional summative and 

formative evaluation of distance education.   

 An approach to evaluation mentioned by Caffarella (1994) was the Levels of Evaluation 

method.  This was based upon a model developed by Kirkpatrick (1996).  He suggested that 

there are four levels of evaluation; Reaction, Learning, Behavior, and Results.  The Reaction 

Level measured how participants felt about the program.  The Learning Level measured what the 

participants learned.  The Behavioral Level of evaluation measured if the participants had 

applied what they learned and changed their behavior.  The Results Level of evaluation measures 

if the learning experience has had a tangible impact.   Although, Kirkpatrick’s (1996) four levels 

of evaluation apply primarily to training programs, they have been used to measure the 

effectiveness of undergraduate programs (Hallett & Essex, 2002). 
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 Hallett and Essex (2002) examined the importance of the application of the four levels of 

evaluation in an educational setting.  They proposed using the levels to measure distance 

education.  They suggested that each level of evaluation would begin by identifying goals such 

as: student comfort (level one), higher order thinking skills (level two), transfer of training to 

real-life situations (level three), and student return on investment (level four).  The next step in 

the evaluation process was to identify objectives based upon the goals written in specific terms.  

Some examples of these included: student satisfaction in terms of instructional material (level 

one), ideas in a written format (level two), students ability to access knowledge post instruction 

(level three) and student return on investment in terms of fulfilling monetary, career or personal 

goals (level four).  The third step in their evaluation process was to develop performance criteria 

for each level of evaluation.  The final step in their method of evaluation was to determine how 

to collect specific data.  They recommended the use of a survey for data collection.       

Evaluation Approach for the Current Study 

 Gall et al. (1996) stated that the identification of stakeholders is a crucial step in 

conducting a successful evaluation.  Although there are numerous stakeholders in the program 

(faculty, administrators, etc…), the primary stakeholder that will be evaluated in this study were 

the participants.   Therefore, an evaluation approach was needed that could examine the impact 

that the program has had upon the participants.  After reviewing the various approaches to 

conducting a program evaluation, the Kirkpatrick (1996) model was selected for the current 

study.   As mentioned by Hallett and Essex (2002), it provided a good framework for an 

evaluation of distance education.  Specifically for the study, it addressed not only perceptions of 

the program (level 1), but also perceptions of how learners have applied their knowledge of HRD 

(level 3) and perceptions of how participation in the program have personally benefited the 
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learners (level 4).  The second level of the Kirkpatrick model (learning) was not evaluated in this 

study.  This level was purposefully skipped because learning was evaluated throughout the 

program through the assignment of grades.           

Purpose of the Study 

 The purpose of the study was to evaluate an undergraduate distance education program 

based upon adult learner perceptions.  The study investigated the value of the Human Resource 

Development program at the University of Arkansas by examining the students’ reasons for 

returning to college, their attitudes toward the program, and the impact that the program has had 

upon their lives.   The research questions for this study: A. What was the primary influence that 

encouraged participants to return to college to finish their degree, and to what extent did this 

vary by age, gender, and degree completion? B.  How did students perceive the program based 

upon distance learning, video teleconferencing, curriculum, cohort design, experiential learning, 

self-directed learning and student/instructor interaction and did these perceptions vary by age, 

gender and degree completion? C.  Did participants apply the skills and knowledge taught in the 

program and did this vary based upon age, gender, or degree completion?  D. Has participation 

in the program had a perceived economic benefit, and did this perception vary by gender, age, or 

degree completion? E. Was there a correlation between enrolling in the program for employment 

concerns and the perceived economic benefit of the program? 

Method 

The Sample and Population 

 The Human Resource Development program at the University of Arkansas was designed 

to attract adult students who were attempting to complete their undergraduate degree.  As a pre-

requisite to enrolling in this program, students had to be currently working, have five years of 
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work experience and completed 40 to 60 undergraduate credit hours.  Students enrolled in the 

Human Resource Development courses as a cohort.  Students in each cohort are moved through 

the HRD component of the program together.   Each cohort completes the HRD coursework 

within four semesters; however, students graduated at various times depending upon the other 

degree requirements which had to be met. 

 All of the members in cohorts 1 through 6 were selected to participate in this study.  

Based upon student enrollment records, there were 271 individuals identified as participants in 

cohorts 1 through 6 of the HRD program.  

 The instrument was mailed to 257 members of cohorts 1 through 6.  There were no 

follow-up mailings.  There were 46 individuals who had invalid addresses in the student 

enrollment database.  These individuals were subsequently removed from the study.  Thus, 212 

participants of the HRD program at the University of Arkansas received the survey instrument.  

There were 97 instruments returned.  This represents a 46% response rate. 

  Instrument 

 An instrument was developed for the purpose of collecting data for the study.  The 

instrument consisted of a 43-item questionnaire.  The first section, demographic data, included 

age, gender, and degree completion.  The second section focused on data concerning 

participants’ reasons for returning to college, perceptions of the program, and the effect that 

participation in the program has had in their lives.  The latter section of the instrument utilized a 

five point Likert-type scale (Gall et al., 1996) ranging from strongly agree to strongly disagree.  

The scoring of each item was as follows: Strongly agree = 5, agree = 4, neutral = 3, disagree = 2, 

and strongly disagree = 1.   
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 Based upon the Kirkpatrick (1996) model of evaluation, this analysis needed to include 

not only perceptions of the program, but also of the behavior change and economic impact that 

resulted from participation in the program. The items in the second section of the instrument 

focused on four key elements: reason for returning to college, perceptions of the program itself, 

and application of skills and knowledge and economic benefit from participation in the program.    

 A field test was conducted to examine the readability and reliability of the instrument.  

Fourteen participants of the program were selected and sent a modified version of the 

questionnaire. Of the 14 participants who were included in the field test, nine responded to the 

questionnaire. 

  The reliability of the instrument was checked by calculating coefficient alpha to 

determine the internal consistency of each of the subscales (Creswell, 2002).  To increase the 

reliability of the subscales of the instrument, four items were removed prior to any additional 

analysis being conducted.   This removal resulted in an alpha reliability that exceeded .70.  

Data Analysis 

 The Statistical Package for Social Sciences (SPSS) was used to analyze the data collected 

from the survey instrument. Attitudinal scales are ordinal in nature (Fowler, 1988; Hodge, 2003).  

The Mann-Whitney U test was computed to determine if attitude differences based upon gender 

or degree completion existed (Gall et al., 1996).  The Kruskal-Wallis One-Way ANOVA was 

calculated to determine if there was a difference based upon age (Creswell, 2002).  The 

significance level for each test was set at .05  

 The final analysis was conducted to determine if there was a correlation between the 

participants’ primary reasons for returning to college and their perceptions of the economic 
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benefit that they received from participation in the program. A Spearman Rho correlation 

coefficient was calculated for this analysis (Creswell, 2002). 

Findings 

 The instrument was mailed to 257 members of cohorts 1 through 6.  There were no 

follow-up mailings.  There were 46 individuals who had invalid addresses in the student 

enrollment database so they were removed from the study.  Thus, 212 participants of the HRD 

program at the University of Arkansas received the survey instrument.  There were 97 

instruments returned for a 46% response rate.   

 The profile of the participants is as follows: the majority of respondents (69, 71.1%) to 

the questionnaire were female while 28 were male (28.9%). Seventy-three (75.3%) of the 

respondents to this study had completed their degree.  The majority of the respondents (59.8%) 

were between 40 and 60 years of age. The next largest group (30.9%) was between the ages of 

20 and 30.  

 The first research question examined the participants’ primary motivations to return for a 

college degree. Eighty eight percent of the participants indicted that career advancement was the 

primary reason for returning to finish their degree.  Eighty-six percent of the participants 

believed that a college degree was necessary to be successful in our current economy.  Less than 

half (41%) of the participants indicated that they had been passed over for promotion prior to 

entering the program due to not having a degree. The analysis to determine if there was any 

difference in reasons for returning to school revealed a significant different between male and 

female respondents. Female participants rated career advancement as a more important reason 

for continuing their education than male participants based on their mean rankings. Degree 

completion and age did not influence participant’s motivation to return to school. 
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 The second research question examined the perceptions of the HRD program. The first 

was distance-learning component of the program.  Eighty-seven percent of the respondents 

indicated that they chose to finish their degree in the HRD program because it offered courses 

through distance education.   Ninety percent of the participants felt that distance education 

offered adults the best opportunity to finish their degree. The analysis revealed a significant 

difference between male and female respondents.  Female participants indicated more positive 

attitudes toward distance education than male participants based on their mean rankings. Degree 

completion and age did not influence participant’s perception of distance leaning. 

 The second part of the program examined was participants’ perceptions of the physical 

learning environment in the distance education classrooms. Over four-fifths (86%) of the 

participants responded that the physical environment of the video-teleconferencing classroom 

was conducive to learning. The majority (99%) of the respondents indicated that they had plenty 

of opportunity for class participation. They (96%) also responded that the equipment used in the 

video-teleconferencing classroom was easy to learn to use and operate.  The participants (93%) 

indicated that they could clearly hear and see the material being presented in each class.  Only 

83% of the respondents indicated that they felt comfortable speaking in front of the cameras and 

microphones in the video-teleconferencing classroom. Gender, degree completion and age did 

not influence participant’s perceptions of the physical learning environment of the program. 

The third aspect of the program that was reviewed in this evaluation study was 

participants’ perceptions of the curriculum of the HRD courses. The majority of the 

respondents (98%) indicated that they understood how the theories taught in the 

classroom applied to their real world experience.  They also indicated (93%) that the 

subjects covered in the eight HRD courses were meaningful. The analysis revealed a 
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significant difference between female and male responses.  Female participants indicated 

a more favorable view of the curriculum than male participants based on their mean 

rankings. Degree completion and age did not influence participant’s perceptions of the 

curriculum. 

 The fourth part of the program examined was the cohort design.  All of the 

students of a particular cohort moved through the program at the same time and took the 

same courses. Ninety three percent of the respondents indicated that the cohort design 

helped to facilitate discussion among the various sites and that class discussions with 

members of their cohort facilitated their learning.  Eighty-six percent of the respondents 

believed that the members of their cohort participated equally in class discussions.  

Eighty nine percent of the respondents indicated that the cohort was an essential element 

of the program. The analysis revealed a significant difference regarding degree 

completion. Participants who did not complete the degree indicated a more positive 

perception of the cohort design than those who had completed the degree based on their 

mean rankings. Gender and age did not influence participant’s perception of the cohort 

design. 

 The fifth item examined was the use of experiential learning in the program. 

Ninety-six percent of the respondents indicated that adults should be given college credit 

for previous work experience.  They (89%) also identified the NOCTI exam as a good 

method through which college credit could be given.   However, only 78% of the 

respondents indicated that the portfolio was a good way for adult students to receive 

college credit.  Gender, degree completion and age did not influence participant’s 

perceptions of experiential learning. 
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 The sixth part of the program examined the self-directed learning opportunities in the 

HRD program. The participants of the HRD program had a strong desire to be self-directed 

learners: 95% of the respondents liked to be in control of their own learning, 86% of the 

respondents liked setting their own learning goals and 81% of the respondents believed that the 

internship helped them to become more of a self-directed learner.  However, only 71% of the 

respondents indicated that the internship is an important part of the HRD program. Gender, age 

and degree completion did not influence participant’s perceptions of self-directed learning. 

 A final component of the program evaluated by the study was student/instructor 

interaction in a distance education environment. Attitudes toward student/instructor 

interaction were positive, 96% of the respondents felt that the instructors valued their 

opinion.  In addition, 91% of the respondents indicated that the feedback in the HRD 

courses was received as quickly as in traditional non-distance education courses. Gender, 

age and degree completion did not influence participant’s perceptions of 

student/instructor interaction. 

 The third research question addressed evaluation by examining participant’s perceptions 

of their ability to apply the skills and knowledge taught in the program.  Eighty-six percent of the 

respondents felt that they had become better communicators as a result of the HRD program.  

Only 73% of the respondents indicated that they had taken on more of a leadership role in their 

organization as a result of participation in the HRD program. Even fewer (68%) of the 

respondents reported that they had facilitated team building within their organization.  Eighty-

nine percent of the respondents indicated that they had applied the principles of HRD to their 

organization. Seventy-five percent indicated that they had assisted with the development of 

training programs.  Only 67% of the respondents felt that they had evaluated the training needs 
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of their organization.  Seventy-six percent indicated that they had continued with their 

professional development. The analysis revealed a significant difference between female and 

male respondents concerning the application of skills taught in the program to the workplace. 

Participants had a significantly more positive perception of being able to apply the skills and 

knowledge taught in the classroom to the workplace than male participants based on their mean 

rankings. Degree completion and age did not influence participant’s perceptions of application of 

skills and knowledge in the workplace.  

 Research question four focused on the perceived economic impact that participation in 

the program had upon participants. Seventy-five percent of the respondents indicated they had 

been more successful in the workplace since participating in the HRD program.  Seventy-nine 

percent of the respondents felt that participation in the program had made them more likely to be 

promoted.  However, only 52% of the respondents indicated that their salary had increased as a 

result of participation in the program.  Ninety percent of the respondents believed that the 

benefits of the program outweighed the costs. The analysis revealed a significant difference for 

economic benefit between female and male respondents.  Female participants had a significantly 

more positive perception of the economic benefit of participation in the program than male 

participants based on their mean rankings. Degree completion and age did not affect participant’s 

perceptions of economic benefit of the program. 

 The final research question was conducted to determine if there was a correlation 

between the participants’ reasons for enrolling in the program and the perceived economic 

benefit that they acquired from participation in the program. It was revealed career expectations 

as a motivator to enrollment in the program was moderately correlated with the perceptions of 

obtaining economic benefits as a result of program participation (.497).    
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Discussion 
 
 Female participants were significantly more likely than male participants were to have 

employment concerns as their primary influence for returning to college. It may be that they are 

in the process of returning to the workforce after taking time off to focus on family concerns and 

felt that the degree would ease the transition back.  Female students comprise the majority of the 

participants of the program.  It is crucial that the program is designed to support their needs.           

Distance education was perceived as an important aspect of the program. The respondents 

viewed distance education as the best opportunity for adult students to complete their degrees.   

Female participants had significantly more positive attitudes toward distance education than 

male participants did.  This may help to explain why the program has been so attractive to female 

students.  There were more than twice as many female students enrolled in the program as there 

were male students enrolled in program. 

 The video-teleconferencing classroom provided a positive environment that was 

conducive to learning.  The necessary equipment of the video-teleconferencing classroom was 

easy to learn and operate.  The cohort design was an important aspect of the program.  Having 

cohorts helped to facilitate class discussions among the various locations.  These discussions 

increased the students’ learning.  

 The participants had positive attitudes toward the instructors in the program.  They felt 

that the instructors valued their opinions and gave feedback in a timely manner. 

Participants agreed that they were able to apply the skills and knowledge learned in the 

classroom to the workplace. Communication skills were perceived to be more commonly applied 

than team building or training needs analysis skills. The organization in which they were 

employed and the position that they held may have influenced this perception.    
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 There were mixed opinions concerning the economic benefit of participation in the 

program. This suggests that the expected economic benefit of participation in the program is 

currently greater than the actual benefit.   However, the actual benefit may increase over time. 

This may be linked to the fact that they were more likely to have entered the program because of 

employment concerns.        
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Abstract 

 

What is performance assessment? What is transfer?  What do transfer tasks look 

like in World Language Assessment? How do I design assessment within the 

communicative modes? The author uncovers these questions by examining world 

language assessment and unit planning using the Understanding by Design (UbD) 

model and reframing the foreign language National Standards (5Cs.) This unique 

approach to language assessment design moves away from a curriculum of coverage, 

focuses on what is worthy of understanding, and guides the instructor in a paradigm 

shift toward performance assessment that demonstrates what students can do with the 

language.  

Instructors can use results of student performance on the Integrated 

Performance Assessment (IPAs) to shape and inform instructional practice. Program 

articulation is realized due to recursive curricular themes and an assessment system 

based on desired results inherent within the design. The author explains survey 

research results of instructional leaders, language supervisors, and teachers, and the 

implications for professional development, curricular reform, and teacher preparation 

programs.  

 

 

 

 

2007 HICE Proceedings 
Page 1409



Hawaii International Conference on Education 
 
 
a) INCIDENT RATE OF ALCOHOL ABUSE AMONG COLLEGIATE 

ATHLETES – A RESEARCH SYNTHESIS 
b) Kinesiology and Leisure Studies 
c) Poster Session 
d) Kevin Edmonson, Jesse Parker, Audrey Seeger, Jon Gray, and Mark Gaus 
e) Department of Health and Kinesiology – Sam Houston State University 
f) P.O. Box 2176 77341 
g) jpg005@shsu.edu – Dr. Jon Gray 
h) 936-294-1170 
i) Dr. Jon Gray 
 

Abstract 
 

Purpose: Alcohol is estimated to contribute to 1,700 student deaths, 599,000 injuries, and 
97,000 cases of sexual assault or date rape each year (National Institute on Alcohol 
Abuse and Alcoholism, 2005). The College Student Journal has reported that collegiate 
athletes more frequently abuse alcohol and engage in alcohol-related risk behaviors than 
non-athletes. Because of this, it is important to examine the alcoholic usage patterns of 
collegiate athletes that determine the differences between gender, athletes and non-
athletes, and identify sports that have the highest incident rate.  Methods: Research 
criteria for this synthesis required published information from 2000 to 2006, with 
findings from empirically based studies dealing with collegiate athletes, and the incident 
rate of alcohol abuse. The publications included relevant material that comprised 
information about alcohol abuse among the various collegiate sports, gender differences, 
and the differences in incident rates between student-athletes and non-athletes. To 
investigate accurately, pertinent keywords were identified. These keywords included:  
alcohol abuse, college athletes, college students, fraternities, sororities, gender, NCAA, 
consumption, performance, football, basketball, baseball, track, tennis, swimming, golf, 
lacrosse, volleyball, outcomes, behavior, prevention, risk factors, and symptoms. 
Numerous journals were identified through a thorough search of several databases: 
Dissertation Abstracts Online, EBSCOhost, Educational Resources Information Center 
(ERIC), and the University Health Center from the University of Georgia. The following 
journals were identified and examined for the synthesis: 
 Clinical Journal of Sport Medicine 

College Student Journal 
 Journal of American College Health 
 Journal of Applied Sport Psychology 
 Journal of Athletic Training 
 Journal of Drug Education 
 Journal of Studies on Alcohol 
 Psychological Assessment 
 The Sport Journal 

2007 HICE Proceedings 
Page 1410



In addition to the journals, several websites were utilized for research with this synthesis 
to gather information concerning the incident rate of alcohol abuse among collegiate 
athletes. The websites included: Ask, Google, NCAA, Medicine and Science in Sports 
and Exercise, Microsoft Network (MSN), and Yahoo. The investigators initially reviewed 
over 40 articles during the search process. The investigators identified 11 studies that met 
the search criteria for the study to be included in the synthesis table. Results: After 
reviewing the studies, trends indicate that male athletes consume more alcohol and on a 
more frequent basis than female athletes. Also, athletes tend to binge drink more often 
than non-athletes. Finally, two studies that examined alcohol usage among different 
sports, found that collegiate divers, swimmers, and wrestlers consume more alcohol than 
other collegiate athletes. However, trends among specific sports are conflicting and a 
theme could not be established. Conclusion: Further research needs to consider the 
importance of and consequences to wider implications of alcohol abuse by both college 
athletes and non-athletes, regardless of gender.  Moreover, studies that incorporate 
specific implications of alcohol consumption among collegiate athletes may assist in 
establishing behavioral practices and interventions to target specific concerns of 
collegiate athletic programs.        
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Introduction: School as social environment 

 

It has been widely recognized, that school as a shared contextual environment and student’s 

educational achievements coincide. Teachers favour small teaching groups on the grounds of better 

educational results, and the socioeconomic status of a school or surrounding neighbourhood is 

thought to be related to students’ academic achievements. For example, school composition 

(Opdennakker & Van Damme 2001), characteristics of school process (Trautwein et al. 2002; 

Opdennakker & Van Damme 2001), and location of the school (Young 1998) have been shown to 

influence adolescents’ educational achievements. Instead, the meaning of school as a culturally 

shared social environment is much less studied. The rare studies concentrate mostly on a specific 

social process and study the effects of this process solely on educational achievements (e.g. Griffith 

2002). School as a large social environment, that influences adolescents’ well-being and conditions 

of learning as a whole, has been for great part neglected. Adolescents, however, spend over half of 

their waking hours in school, exposing themselves to its social environment, which influences their 

whole being, not just academic competence.  

 

The fact that the studies of school social environment concentrate strongly on students’ academic 

achievements can be seen as a major limitation. Thus, the purpose of this paper is to elaborate the 

nature of school as shared social environment. This is done by utilizing the concept of social 

capital. Based on theoretical review of literature and both qualitative and quantitative data, the 

social capital in schools is explored. First, the concept of social capital in school-related youth 

studies is looked at. This is made by broad review of school-related articles that study adolescents’ 

social capital. The articles are asked a question of how school social capital is seen to manifest itself 

in practice and what the effects of school social capital are like.1 Next, based on the review, some 

critical points of the research related to adolescents and school social capital will be pointed out, 

and, finally, some of those will be answered through empirical research results. The study is part of 

a larger research project, and it applies mixed methods.            

 

 

 

                                                 
1 The original review consists all empirical articles found in available databases (June 2004) concerning children or 
adolescents and social capital. Those articles were read to answer following questions: What are the sources of social 
capital of children and adolescents? How is social capital seen to manifest itself in practice? What are the effects of 
social capital like? Here the articles dealing with school as a source of social capital are under observation. The original 
article has been submitted in Acta Sociologica (Ellonen & Korkiamäki, forthcoming). 
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Basis of discussion: Social capital in schools 

 

The essence of social capital is usually seen in social networks, mutual trust and in norms. (ONS 

2001.) Formal and informal networks are thought to share norms, values and understandings that 

facilitate co-operation within the community (ONS 2001). Although some theoreticians emphasize 

the individual character of social capital (e.g. Bourdieu 1986, Portes1998; 2000), social capital is 

mostly defined as communal characteristics (Putnam 1993; 2000; Coleman 1988; Woolcock 1998). 

It is seen as a communal asset, where people can draw resources – when needed – to conduct their 

well-being.   

 

One of the first ones to connect the concept of social capital and school was James Coleman with 

his colleagues (1966; 1988). In Coleman’s article (1988), that was to become a classic in the field, 

he elaborated the role of social capital in explaining dropping out of school. By showing empirical 

evidence that so called intergenerational closure helps to create and maintain norms that support the 

school achievement and healthy cognitive development, he characterized the relationships between 

parents, children and children’s parents as key characteristics of social capital. Afterwards, many 

researchers have tested Coleman’s results from different perspectives. For example, based on 

Coleman’s results and theoretical thoughts, Anguiano et al. (2004) and Teachman and Paasch 

(1997) have shown that social capital in local communities have a significant effect on school 

attendance and achievement (Anguiano et al. 2004; Teachman & Paasch 1996; Teachman & Paasch 

1997). Although Coleman’s theory has also received a lot of critique, his work can be seen as a 

major forerunner in the field of social capital in schools.  

 

Nowadays, the role of social capital in schools is widely recognized. By doing an expansive 

literature review, we found that nearly half of the articles studying social capital in adolescence 

consider school as the environment, or as one of the environments, in which social capital is formed 

and created (Ellonen & Korkiamäki, forthcoming). Some of them see social capital as a 

straightforward outcome of being a student of certain school (e.g. Teachman & Paasch 1996; 1997), 

but more often the authors seek to see school as a holistic community in which interactions between 

teachers and students, between teachers and parents as well as among parents are important. 

According to the authors, broad co-operation between the various parties enables the emergence of 

a shared set of social norms, which is necessary for social capital to occur. (E.g. Croninger & Lee 

2001; Morgan & Sorensen 1999.) The school community is also recognized in being able to 
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produce social capital for other systems present in adolescents’ lives, such as family (Anguiano 

2004).  

 

In the school-related social capital studies social capital is usually defined as individual-level 

expression, such as an attitude or a perceived social resource. For example, trust (Harpham, Grant 

and Rodriguez 2004), sense of solidarity (Cartland et al. 2003; Ravanera et al. 2003) and the 

atmosphere prevailing in school (Parcel & Dufur 2001) have been categorized as measurable 

characteristics of social capital. From the social resources social support is the mostly studied 

indicator of social capital2. While social support studies indicate mainly on teacher–student 

relationship, the other meaningful relationships in school, such as networking among students, are 

for great part left aside. (Anguiano 2004; Croninger & Lee 2001).  

 

The effects of school social capital are, according to these reviewed studies, purely positive. From a 

mostly problem-based baseline, social capital is seen to prevent or decrease the occurrences held 

harmful to children’s and adolescents’ well-being, such as dropping out of school (e.g. Crowder & 

South 2003). Students who feel they receive support and guidance from the teacher and who trust 

their teacher will more likely complete high school. This is especially true for socially-at-risk 

students who enter high school with low educational expectations and a history of school-related 

problems. (Croninger & Lee 2001.) Also, the effects of school social capital on adolescent’s 

academic achievement were studied showing that high social capital furthers better academic results 

(e.g. Morgan and Sorensen 1999). However, studying the effects of school social capital on 

anything else than dropping out of school, was rare (see however Caspi et al. 1998). Instead, the 

effects of social capital from other sources, such as family and neighbourhood, were studied much 

broader. Social capital provided by family or neighbourhood was shown to have significant effects 

on adolescent’s behaviour, attitudes as well as entire welfare.  

 

 

Critiques and answers:  

The community level social capital and the importance of peer group  

 

School can thus be seen as a fundamental source of social capital effecting adolescents well-being. 

This is a valuable complement to studies about adolescents and their living environments: the social 

                                                 
2 Also, social control was studied as a social resource indicating social capital, but none of these studies were related to 
school environment.  
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processes in schools are broadly brought under empirical examination. When looking at these 

studies as social capital studies they, however, lack few essential points of views.  

 

First, children and adolescents as active actors – a factor highly emphasized in what is termed 

“new sociology of childhood” (see e.g. Alanen 1992; James & Prout 1997; Cieslik & Pollock 2002) 

– are paid very little attention to in school related social capital research. Children and adolescents 

are mostly presented as targets of, for example, supportive actions carried out by adults. Sometimes 

they are totally left in an outsider position, for example when the social capital of an adolescent is 

measured as a parent–teacher relationship. In turn, looking at the purely structural factors, like the 

number of school changes, as indicators of social capital excludes the social interaction between 

children and the surrounding environment. Children and adolescents are seen as passive bystanders 

in their own lives, not as active users and builders of social capital both of their own and of their 

surroundings (cf. Morrow 1999).  

 

Second, the effects of social capital are unquestionably seen as something positive. However, the 

effects of social relationships can be both positive and, at least in the outsider’s eyes, negative (see 

e.g. Portes 1998; cf. Nylund 2004, 189). Many community-level practices of social support, 

participation, trust and reciprocity – often understood as social capital – justify a behaviour that 

from a generally accepted perspective is often considered to be negative. For example peer groups – 

also in school space – do not only provide positive information and support, but also further risk 

behaviour, such as smoking and bullying (cf. Goodwin & Armstrong-Esther 2004). 

 

Third, the meaning of peer group and friendship altogether is left very much untouched in the 

school social capital studies. Providers of social capital in adolescence are usually defined as adults: 

parents, teachers or adult neighbours (Ellonen & Korkiamäki, forthcoming). However, relationships 

with their peers, according to several studies, are among the most important social relations in 

childhood and adolescence (e.g. Forssén ym. 2002, 94; Cotterell 1996). The older the children get, 

the more their identities are constructed in the company of other children, where they come to 

understand their own present and prospective social relations and positions (cf. Matthews 2003). 

However, the peer groups of adolescents have been paid surprisingly little attention to in social 

capital studies. Minors are mostly studied in same way and in the same kind of contexts as adults, 

not acknowledging the way in which children and young people de- and reconstruct the adult reality 

(see e.g. Corsaro 1997). Also, the characteristics typical of children’s and adolescents’ social 
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relationships, such as informality of relationships and context-boundness, (see Morrow 1999) are 

largely left ignored in social capital research.  

 

Finally, fourth limitation is that the adolescent’s social capital studies usually neglect the social 

capital’s communal feature. Most social capital studies focus on examining the determinants of 

social capital on individual-level, for example, the teacher – student (Croninger & Lee 2001) or 

teacher – parent relationships (Anguiano 2004). These individual-level relationships are seen as 

mechanisms through which the communal social capital comes across individuals: supportive 

teacher – student relationship, for example, is seen as an indicator of supportive atmosphere. 

Communal characteristic of social capital is thus seen purely theoretical. The real community-level 

effects are, however, not to be analysed at the individual-level. Effects of community-level 

characteristics, such as school inner atmosphere or coherence, have to be dealt as community-level 

variables and analysed in multiple levels. This way some real community-level determinants, such 

as the effects of supportive environment, can be found. This, as well the meaning of the peer group, 

is dealt with in more detail in the following.  

 

School and community social capital 

 

To examine the real nature and determinants of social capital the concept should, thus, be 

operationalized also at community-level. This means that instead seeing schools as a place of, for 

example, individual supportive relationships, school should be viewed as a source of community 

support. This is usually seen as parallel to other community-level positive resources, such as school 

collective efficacy, sense of belonging, school connection or attachment (Wight, Botticello & 

Aneshensel 2006; Torsheim & Wold 2001). With these concepts and community-level empirical 

analysis studies have shown the real community effect: the positive school experience has direct 

effects on student’s well-being.  

 

The same have been shown in our study. Based on representative sample of Finnish 15 -16 years-

olds3 we have shown that school-level social control affects decreasingly boys’ active delinquent 

                                                 
3 The research is based on the Finnish Self-Report Delinquency Study (FSRD) from the year 2004. The survey was 
conducted in 55 Finnish-speaking municipal comprehensive schools with the 9th graders (15–16-year-olds). The schools 
constituted a random cluster sample with the geographical area and community residential density as stratification 
criteria. Students answered anonymously and 85% of them completed the questionnaire (N=5142). The schools from 
which fewer than 70 responses were obtained were excluded to ensure reliable results. The final number of respondents 
was 4,609.  
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behaviour. The more there is social control in the school, as a community-level characteristic, the 

less boys engage on active delinquency. However, if the variation in social control within a school 

is wide – if some of the students are being controlled more than the others – the risk of active 

delinquent behaviour increases. According to our study school social control explains as much as 17 

% of the differences between schools in boys’ deviant behaviour. On girls, however, the school-

level social control had no significant effect. This suggests that girls are more exposed to the 

influence of a smaller unit than school, such as a group of friends. (Ellonen, forthcoming.)  

 

Same kind of multilevel analysis was also done on adolescents’ depression and school-level social 

support4. Previous social capital studies suggest that when adolescents perceive social support from 

teacher, it could be an indicator of social capital in school. Our study, however, suggested that when 

individual-level perception of social support is taken into account, the effect of school-level social 

support is insignificant. This means, that social support is purely individual-level resource and can’t 

be seen as an indicator of some community-level phenomenon. The variation within one school in 

social support perception had, however, significant effect in the school-level. This means, that the 

inequality within one school in perceiving social support affects adolescents’ mental health beyond 

their individual perception of perceived social support. (Ellonen, Autio & Kääriäinen, manuscript.)  

 

The above mentioned results suggest that measuring community social capital purely at the 

individual-level is somewhat misleading. Based on our study, social support, for example, is purely 

an individual-level phenomenon and it can’t therefore be seen as an indicator of a community-level 

phenomenon. In the case of social control, also the common generalization of effects of community-

level social control based on individual-level analysis would be misleading, when there are clear 

differences between sexes. In addition, social resources perceived at individual-level can also be 

seen as evidence of a negative phenomenon in the community:  if, for example, all members of a 

community do not perceive support or control, it would indicate the inequality in the community, 

which, in turn, has shown to be negatively related to adolescents’ wellbeing. Whether this is the 

question about social capital or about something else than social capital – or perhaps the negative 

                                                 
4 The data used here forms part of the Finnish School Health Promotion Survey (SHPS) conducted among 8th and 9th 
graders in Finnish high schools (14-16-years-old). The national data was collected in 2002-2003, and over 80 % of 
Finnish 8th and 9th graders took part in the survey. We excluded schools from which fewer than 70 responses were 
obtained to ensure reliable results. The final number of respondents is 95 103, over 70 % of all Finnish 8th and 9th 
graders.  
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side of social capital – is yet to be analyzed. In any case, this can be solidly studied only by dealing 

with community effect as the factor of its own.  

 

Social capital and peer group in school 

 

In school environment, the community of peers comes together with the communities of school and 

families. Thus, the school offers a great viewpoint for examining the social networks and the way in 

which the informal social processes work in societal and institutional context. School, as one of the 

most central institutions in children’s and young people’s lives, forms a focal context for mutual 

interaction among students. Various kinds of groupings, inclusions, complicities and memberships 

are created and maintained in the space of school. These including and excluding practices both 

entitle to social capital and bound the access to it.  

  

The importance of peers in school was illustrated in the narratives of Finnish 8th graders (15-16 

years-olds) collected for the purposes of our study.5 In the narratives, the accounts of teachers and 

other adults besides family members were rare, which naturally might be a result of the framing of 

the questions and topics. However, when the students wrote about ‘people around them at school’, 

they wrote almost exclusively about their friends – and about students who were not their friends. 

Only two of the 54 students wrote about talking to a teacher, and one of them told about asking help 

from a school social worker. Also, when educational activities were mentioned, they were mostly 

referred to as symbolic border-makers between different social categories, not as achievements 

guiding the founding of human (educational) capital. This indicates school’s importance as a social 

space. Furthermore, it highlights the meaning of school as a place where social capital can emerge 

or develop, especially in the networks and relationships among adolescents. (Korkiamäki, 

forthcoming.)         

 

In the narratives, the students performed social capital at school in several ways. They told about 

receiving and providing social support to and from their friends at school, and about controlling and 

being controlled by each others. Most importantly, however, the stories were about inclusion and 

exclusion. The writers created situational communities, where time, space and interaction formed 

                                                 
5 The data was collected in spring 2006 at a high school situated in a midsized Finnish town. All the 8th graders who chose to 
participate, of which 22 were boys and 32 were girls (N=54), were asked to write essays about who is important to them and why, 
and/or what do they do, where, with whom and why at school time and outside the school hours. The analysis was done by utilizing 
the method of Membership Categorization Analysis (see e.g. Hester & Eglin 1997), where the members’ categories were identified 
and the category-specific features qualified. Examined here are the school related accounts of the informants’ narratives. 
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the basis for including some students while shutting out the others. The existence of social capital 

(namely support, control and inclusion) was established especially by the use of school space, the 

active use of verbal and nonverbal communication with or towards each others, and the utilization 

of multiple communities’ social resources. (Ibid.)      

 

The including–excluding categorizations made by students seem to often be dichotomist and 

constructed around school attendance and success or around generally accepted behavior in school 

– or the lack of it – like being one of “the good school girls” or one of “the bads”. However, no 

matter which of these two extremes a student attaches him or herself to, to him or her the correct 

way to act is according to the norms of this peer group, whether appropriate or not according to 

public, generally accepted school (adult) norms. Also, in either one of these differing types of peer 

communities, the resources provided by the community seem to be the same: support, control, and 

the sense of belonging, or being included. What might from an adult point of view seem alarming, 

for example integration in an anti-school community, might from a child’s point of view provide all 

the necessary resources for him or her to live a full and satisfying life. On the other hand, being 

excluded from a certain community denies a child an entry to the resources of this community that 

often would be profitable for his or her own well being. Thus, the most fortunate ones seem to be 

the children who are part of multiple peer communities and benefit from multiple kinds of 

resources. At the same time, there are children who, often as a result of community tightness, 

togetherness and homogeneity, are excluded from the communities they could or should be a part 

of.  

 

 

Concluding discussion: Challenges and possibilities  

 

It is not insignificant what the source of social capital is. The differences in how, for example, 

support and control are perceived by an adolescent seem to ride especially on the source of support 

and control, and according to the position a child has in this relationship. If control and support are 

based on homogeneity and horizontal relationships they are probably also easily acceptable. In 

teacher-student -relationships the interaction is vertical by nature, as teachers being the experts and 

students often standing at the bottom of the hierarchy, which makes specifically the control harder 

to swallow. Thus, peer groups are of great importance in being the sources of social capital.  
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It must, however, be notified, that social capital is not only a positive resource of support and 

control, but also a source of justifying unfavorable behavior. It can also be seen as a negative 

outcome of intense community relations where the efficacy of the group is based on the excluding 

practices of shutting out “the others”: the tighter the community, the stricter the barriers. Through 

culturally shared understanding the community defines its borders and thus allows some people to 

be included in community resources, while the others get shut out. This often means that the ones 

needing the social capital of a group the most are the ones that are left out. This poses a great 

challenge to school adults: to build trustworthy, informal relationships and to create open and 

flexible networks where every student has a place to belong to, or feel included in, can be seen as a 

task of the school community as a whole. 

 

However, students do not stand at the mercy of school adults. They create and reconstruct social 

relationships, choose from the available resources, participate in forming trustworthy atmospheres, 

and reproduce the existing norms. They also support and control the other members of school 

community and, in this way, actively produce new resources. In other words, by being active, 

conscious and interactive, the students utilize and construct the social capital not just of their own 

but of the entire community. Social capital is thus more than a set of individual experiences put 

together. It is rather a communal accumulation of social capitals, where – at its best – the school 

community can compensate the lack of social capital from other sources.    
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A C.L.A.S. Act: Le Moyne College and Service Learning 
 

This is a description of the residential service learning interest group for first year 
students at Le Moyne College, Syracuse, New York.  The interest group links Religion 
200, a required core course all students take during their first or second year at Le 
Moyne, and Education 105, the first required course for students in the education 
certification program, and a twenty-hour service component.  Through journal entries 
written in response to weekly prompts, students reflect on and integrate their tutoring 
experiences into their academic study.  Because of the interdisciplinary aspect of this first 
year learning community, C.L.A.S. Act (Community Learning and Service) members 
experience their education fieldwork qualitatively different from the experience of other 
students engaged in education practicums.   
 
Sr. Joan Kerly, FMSJ, the Director of Service-Learning, Dr. Kathleen Nash, Associate 
Professor of Religious Studies,  Dr. Antonio Eppolito, Associate Professor of Education, 
And Michael Morocco, Director of People in Action for the Town of Dewitt, have each 
contributed to the success of this program.  Special acknowledgement is given to Sr. Joan 
Kerly and Kathleen Nash in the development of this presentation. 
 
Religion 200 and Education 105: The curricula have much in common.  Religion 200 is 
an introduction to religion as a dimension of human experience which affects aspects of 
life.  Education 105 is an introduction to aspects of the K-12 experience in a democratic 
society.  The professors explore the concepts of education in a democracy and the 
practice of democratic values in education and study the historical, philosophical, and 
sociological approaches while examining cultural pluralism and its impact on the 
American education system.  In addition, multicultural education, economic diversity, 
children with special needs, and English for speakers of other languages are discussed 
throughout the education course. 
 
New York State requires all candidates for State certification to complete field service 
hours in each education course.  The service-learning component of the Learning 
Community fulfills this requirement by scheduling each Le Moyne student to two hours 
per week of after-school tutoring at the Springfield Garden Apartments located near the 
Le Moyne campus.  This arrangement assists in the mission of the Le Moyne College 
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Education Department to educate and nurture future teachers who will serve as leaders 
within their classrooms, schools, and communities.  The mission is operationalized in 
claims we make.  Basic to these claims is the hope that students will become contributing 
citizens of a global community concerned about the well being of others who have 
different customs, religions, economic status, and values.  The integration of Religion 
200 and Education 105 curricula adds that valuable connection for Le moyne students as 
they piece together the components of their Liberal Arts studies.  The professors assist 
them in making those connections.  This is done in an academic setting as well as in a 
real life drama where children from different customs, religions, economic status, and 
countries live. 
 
A claim that the Le Moyne Education Department makes is that students have knowledge 
of the K-12 curricula being taught in the public schools.  As the elementary and early 
secondary children bring homework to the after-school program, the Le Moyne students 
experience content being taught, which skills are emphasized, and what reasonable 
standards are set for mastery.  Le Moyne students see for themselves what a fifth grader 
needs to know in math, science, social studies, and English as they assist the children. 
 
A second claim made is that the Le Moyne student is acquainted with the strategies to 
teach content successfully.  The first year college student learns by doing and by trial and 
error.  This first attempt proves to be a valuable teaching experience for them as they 
continue in their sequence of courses in pedagogy leading up to student-teaching in their 
senior year. 
 
A third claim is that the Le Moyne student initiates self evaluation and reflection of one’s 
motivation for teaching.  In this situation, the students cannot help but reflect if teaching 
as a career is for them.  Each has to come to grips with the necessary questions.  Do I 
have the patience?  Do I have the tolerance for the reluctant learner?  Is this what I want 
to do? 
 
A fourth claim has to do with the head-hand and heart.  Education must emphasize caring 
for the whole person.  This is the process related to human development, cultural 
understanding, learning differences, motivation, and communication.  By participating in 
the Learning Community, Le Moyne students experience first hand these facets of a 
residential community at Springfield Garden Apartments.  They talk with the children 
about dreams of going to college and of choosing a profession.   
 
The Learning Community experience offers much to the Le Moyne student. It gives them 
an atmosphere where they become part of the vital relationship between student and 
teacher.  As future teachers, they take ownership of the program and build upon the 
everyday successes each encounters.  These successes, and frustrations, are reflected in 
weekly journals and shared with each other in the college courses.   
 
The following description gives an overview of the components of the C.L.A.S. Act. 
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What is C.L.A.S. Act?  It is a group of students and instructors committed to 
Community, Learning, and Service with the People in ACTion Program at Springfield 
Garden Apartments, a housing complex across the street from the Le Moyne College 
campus in the Town of Dewitt.  Children from Springfield Garden attend the Jamesville-
Dewitt Central School District. 
 
Who are the participants?  First year college students from Le Moyne College who are 
enrolled in both Religion 200 and Education 105 participate.  They tutor elementary and 
early middle school children in the People in Action after school program. 
 
Why the need for tutoring?  Springfield Garden is a low income housing complex with 
many single parent and immigrant families.  The Town of Dewitt’s recreational program 
first identified a need for after school activities for the children.  Once a recreational and 
social center was up and running, its staff determined a further need for an after school 
program to encourage to complete homework, to provide tutoring for students to 
strengthen reading, writing, and mathematical skills, and to help students fulfill their 
educational goals.  As the number of students and parents asking for assistance increased, 
the director of the after school program, People in Action, contacted Le Moyne College 
for volunteers. 
 
How did Le Moyne College become involved?  Le Moyne College is a diverse learning 
community that strives for academic excellence in the Catholic and Jesuit tradition 
through its comprehensive programs rooted in the liberal arts and sciences.  According to 
its mission statement, Le Moyne seeks to prepare its students for leadership and service 
in their personal and professional lives.  It also recognizes that the academic study of 
religion and a search for meaning are important aspects of liberal education and crucial 
for intellectual life.  Thus, each Le Moyne student takes two Religion courses as part of 
its Core Program.  C.L.A.S. ACT students enroll in Religion 200 and Education 105.  
Education 105, the first course in the Teacher Education Program, introduces students to 
American education while examining cultural pluralism, multicultural education, as well 
as other aspects of our diverse society.  Part of the requirement for New York State 
certification is participation in a practicum to work with students from diverse 
backgrounds.  In addition, Le Moyne’s Office of Service Learning integrates community 
service opportunities with academic course work.  The two academic departments and the 
director of Service Learning collaborated to integrate the College mission statement, the 
learning goals of the two academic departments, and the concept of service learning to 
create C.L.A.S. ACT.   
 
What are the objectives of C.L.A.S. ACT?  First, Le Moyne students explore the 
diversity of human experience by examining religious traditions and values, understand 
the act of teaching by implementing educational practices, and reflect on their personal 
growth and value systems.  Second, the children in the tutoring program receive 
assistance building academic skills and increasing their mastery of subject matter content.  
Third, tutors serve as role models so that Springfield Garden students can imagine 
themselves attending college. 
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What are reflective journals?  Each week the Le Moyne students use journal prompts to 
reflect on readings and topics of discussion in both Religion 200 and Education 105 and 
theirexperiences in the tutoring program.  Journal prompts, for example, deal with 
extrinsic and intrinsic motivations, epistemology as teaching, symbolic expression of 
personal values, teaching as ministry, cultural differences, injustices, and education and 
religion as methods of acculturation. 
 
What is a learning Community?  Ideally, it is a group of college students and an 
instructor engaged in learning.  More specifically, at Le Moyne a Learning Community is 
made up of a group of students enrolled together in two or more linked courses.  The 
female students in common courses live together on one floor of a college residence, as 
do the male students in another residence.  This living arrangement affords positive 
intellectual interaction between and students outside the classroom.  Professors may, for 
example, asks groups of students to discuss and reflect on readings and then devote class 
time to a more in-depth analysis of the questions and ideas.  They may coduct review 
sessions to model how to synthesize content from several courses.  A number of Le 
Moyne’s academic departments collaborate to offer numerous Learning Community 
experiences for first year students. 
 
Does C.L.A.S. ACT make a difference?  Assessment is a key element of the program 
which leads to improvement on a yearly basis.  Certainly, student achievement in the 
public school is a priority and most results indicate that more students are meeting 
success.  For the Le Moyne student, the Learning Community has helped each clarify 
personal motives for entering the teaching profession, and to better define service as an 
integral part of their education at Le Moyne.   
 
Antonio M. Eppolito, Department of Education, Le Moyne College, Syracuse, New York  
(acknowledgement given to principal developers of the REL 200 and EDU 105 Learning 
Community, and co-authors of C.L.A.S. ACT: Sr. Joan Kerly, FMSJ, and  
Dr. Kathleen Nash, Le Moyne College) 
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Abstract 
 

Emotional intelligence and leadership performance has been widely 
studied within the last decade with numerous scholarly articles published.  

Interest on improving principal leadership performance is high based on new 
research that links principal performance and student achievement.  Emotional 
intelligence of school principals and informal school leaders is recently being 

investigated as a means to improve principal performance in distributing 
leadership, forming learning communities, and leading change; all performances 
that have been associated with high emotionally intelligent leaders.  Research on 

emotional intelligence and school leadership performance only dates back to 
2005 and useful findings are limited.  Yet, early results indicate that the greater 

the emotional intelligence of school leaders, the more likely they are to be judged 
by self and others as effective or high performing leaders.
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 While emotional intelligence is a relatively new theoretical construct, much 

has been written about how emotional intelligence contributes to leadership 

performance in the world of business.  Yet, this is an under-researched area for 

education.  Recently, however, more emphasis is being attached to social-

emotional learning in the wake of episodes of school violence (Elias & Arnold, 

2006).  Additionally, the relationship between emotional intelligence and school 

leadership performance has also caused new interest in improving principal 

performance (Cook, 2006; Stone, Parker, & Wood, 2005; Barent, 2005; Erickson, 

2006).  Emotional intelligence is most simply defined as the ability to accurately 

identify and understand one’s own emotional reactions and those of others 

(Chermiss & Adler, 2000).  More formally defined, emotional intelligence refers to 

the ability to identify and express emotions, understand emotions, assimilate 

emotions in thought, and regulate positive and negative emotions in oneself and 

others (Matthews, Zeidner, & Roberts, 2002).  While the theory was popularized 

by Goleman’s best selling book, Emotional Intelligence: Why it Can Matter More 

than IQ  (1995), research and theory on emotions has roots to the beginning of 

the 20th century when Thorndike (1905) identified and called it social intelligence. 

He described social intelligence as “the ability to understand and manage men 

and women, boys and girls—to act wisely in human relations” (p.228).  Emotional 
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intelligence emerged again when Gardner (1983) introduced the concept of 

multiple intelligences.  He divided personal intelligences into interpersonal and 

intrapersonal intelligence and asserted that these intelligences were as important 

as the type of intelligence typically measured by IQ tests.  However, while the 

roots of this theory can be traced back nearly a century, the majority of books 

and research addressing emotional intelligence have appeared within the last 

decade. Among the numerous current theories of emotional intelligence, the 

three that have produced the most interest are those of Bar-On (2000), Mayer & 

Salovey (1998), and Goleman (1998).  All three theorists seek to develop an 

understanding of how individuals recognize, apply, and manage emotions in 

order to predict and improve individual effectiveness.  Bar-On (2000) developed 

an instrument in the 1980’s to measure and assess emotional intelligence in the 

area of well-being, and he authored the term emotional quotient (EQ).  Bar-On 

defined emotional intelligence as an array of emotional, personal, and social 

abilities that influence how well an individual can effectively cope with daily 

demands and pressures.  Mayer & Salovey wrote the first academic article on 

emotional intelligence in 1990.  These researchers defined emotional intelligence 

as “the ability to perceive emotions, to access and generate emotions so as to 

assist thought, to understand emotions and emotional meanings, and to 

reflectively regulate emotions so as to promote both better emotion and thought” 

(p. 22).  It was, however, Daniel Goleman’s 1995 book, Emotional Intelligence: 

Why It Can Matter More Than IQ that brought the theory to the forefront and 

captured the attention of the corporate world. Goleman’s theory (1998, 2001) is 
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grounded specifically in work performance and has fueled interest for the last 

decade in linking emotional intelligence to job performance.  Goleman defines 

emotional intelligence as “the capacity for recognizing our own feelings and those 

of others, for motivating ourselves, and for managing emotions well in ourselves 

and in our relationships” and refers to his work performance theory as primal 

leadership theory (1998, p. 317). He postulates that the fundamental task of 

leaders is to “prime good feelings in those they lead” and contends that a leader 

needs to “create a reservoir of positivity that frees the best in people” (p. ix). 

Goleman based his theory on social and emotional competencies and created a 

framework, which consists of self-awareness, self-management, social 

awareness, and relationship management.  He contends that mastering skills in 

these four areas translates into success in the workplace.  He asserts that a 

person’s ability to perceive, identify, and manage emotions can reflect social and 

emotional competencies that are essential for success.  While there are a 

number of theorists defining emotional intelligence slightly differently, there is 

sizable overlap among them and research does indicate that emotional 

intelligence has an effect on the workplace and organizational effectiveness.  

Companies and organizations such as American Express, L’Oreal, and the U.S. 

Air Force have benefited from implementing emotional intelligence programs 

(Bradberry & Greaves, 2003).  Workplace studies have indicated that effective 

leaders consistently have greater emotional competencies (Boyatzis & Van 

Oosten, 2003; Bradberry & Greaves, 2003; Cherniss, 2003).  A growing body of 

research suggests that emotional learning can be improved through education 
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and is not necessarily an inherent trait (Cherniss & Goleman, 2001; Mayer & 

Salovey 1997) and, in fact, emotional competence may improve as we grow 

older (Goleman, 1998; Bar-On, 2000).   

 Research indicates that emotional intelligence is a significant predictor of 

leadership success. Goleman (1998) studied over 2,000 supervisors, middle 

managers, and executives and concluded that emotional intelligence 

distinguished star performers from average performers.  Goleman, Boyatzis, & 

McKee (2002) matched star performers against average performers in senior 

leadership positions and found that emotional intelligence competencies 

accounted for 85% of the differences in their profiles. In Latin America, 

Fernandes-Araoz (2001) conducted a study of about 200 executives and 

classified them as either successes or failures.  He too concluded that, for 

successful executives, emotional intelligence was the most frequent relevant 

characteristic with relevant experience second and IQ a distant third.  For the 

executives classified as failures, almost all had a weakness in overall emotional 

intelligence.  A similar analysis of 315 managers in Japan and Germany was 

conducted by Goleman in 2001 which also concluded that the biggest difference 

between successful executives and executives that failed was emotional 

intelligence.  A study of nearly 1200 Air Force personnel found that higher 

performance had significantly higher emotional intelligence scores than low 

performers and further concluded that age, gender and ethnicity were not related 

to job success (Bar-On, Handley, Fund 2006).  Cherniss (2003) provided data 

from a variety of organizations that indicating that star performers are higher in 
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emotional intelligence than average performers and asserts that the primary 

cause of an executive’s failure involves deficits in emotional competence.  He 

also concluded that organizations benefit economically when they are aware of 

emotional intelligence and promote it within their workers.  Fullan (2001) 

concluded from his research that effective leaders are able to combine 

intellectual and emotional intelligence to address the culture of change within the 

workplace.  He also postulates that in the culture of change, relationships are 

critical and emotional intelligence must be high for change efforts to be 

successful.  Because of the interest in emotional intelligence as a means of 

improving the bottom line in business, appraisals to measure the skill and ability 

of leaders’ emotional intelligence have been developed, tested, and widely used. 

 Research on effective school leaders is generally linked to productive 

schools as measured by student performance.  Yet, some research has 

attempted to determine the specific behaviors or competencies that help school 

leaders meet the demands and responsibilities of their jobs.  Stone, Parker, and 

Wood (2005) were among the first researchers to explore the relationship 

between emotional intelligence and school leadership.  They studied 464 

principals and vice principals from nine school districts in Canada.  Their 

research sorted leaders into two groups of “above average leaders” and “below 

average leaders”.  They concluded that leaders who were in the above average 

leadership group scored higher in emotional intelligence than did the leaders in 

the below average leadership group and that emotional intelligence was a 

significant predictor of the success of school administrators.  
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Cook (2006) studied 143 elementary principals and correlated leadership 

performance with emotional intelligence.  He asked principals to self-assess 

leadership performance using the Educational Leadership Improvement Tool 

(DeFranco & Golden, 2003) which assesses principal performance in nine areas 

reflecting the Interstate School Leaders Licensure Consortium (ISLLC) Standards 

for School Leaders which is widely adopted by licensure boards, principal 

leadership preparation programs, and principal preparation accreditation 

associations. Additionally, these same principals were asked to complete the 

Emotional Intelligence Appraisal: There is More Than IQ assessment developed 

by Bradberry & Greaves (2003) which contains 28 questions addressing four 

areas of emotional intelligence: 1) self-awareness, 2) self-management, (3) 

social awareness, and (4) relationship management and based on.  Each 

principal was scored in the four areas and in overall emotional intelligence.   

Cook conducted a multivariate analysis of variance (MANOVA) to determine the 

effects of emotional intelligence on the principal’s leadership performance and a 

factorial analysis of variance (ANOVA) to determine the influence of gender, age, 

and years of experience on emotional intelligence and leadership performance.  

Overall, the principals rated their emotional intelligence relatively high.  Their 

highest subscale was social awareness and their lowest subscale was 

relationship management.  Likewise, most principals rated themselves highly for 

leadership performance.  Principals’ emotional intelligence level was compared 

to leadership performance. Results from the MANOVA found that the average 

ratings across the nine leadership performance categories differed significantly 
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by principal’s level of emotional intelligence.  Principals classified in the highest 

category of emotional intelligence skills rated themselves as having significantly 

higher leadership skills as compared to principals who rated lower in emotional 

intelligence.  Specifically, higher strength principals evidenced significantly higher 

in the leadership performance categories of leadership attributes: visionary 

leadership, instructional leadership, data driven improvement, organization to 

improve student learning, organization to improve staff efficacy, and educational 

management.  However, high emotional intelligence principals did not rate 

themselves higher in the areas of community leadership and cultural competence 

than lower emotional intelligence principals.  Cook did not find any significant 

effect of gender, age, and years of experience on emotional intelligence ratings.   

 Barent (2005) avoided some of the problems associated with self-

reporting in her study of emotional intelligence and principal performance.  She 

asked 443 teachers from 15 participating schools to provide their perceptions of 

their school culture using the School Culture Quality Survey (Anchin, 2004). This 

survey measured four scales: (1) shared vision or the extent to which the 

teachers view themselves as having a vision shared with each other and the 

principal, (2) facilitative leadership or the degree to which the teachers see the 

principal providing ease in working toward common goals, (3) teamwork or the 

degree to which teachers view themselves as working cooperatively with one 

another and with the principal, and (4) learning community or the extent to which 

teachers see the principal and staff working toward their goals and vision.  She 

also asked principals to self-assess themselves on emotional intelligence using 
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the EI Test developed by Mayer, Salovey, & Caruso (2000). This assessment 

examined how principals manage emotions, understand emotions, use emotions, 

and perceive emotions. Scoring of the EI Test is done by expert scoring and 

consensus scoring by trained members of the International Society for Research 

on Emotions. Barent’s analysis (2005) used Hierarchical linear modeling which 

provides linear equations that predict the characteristics of members who are 

nested within a group.  The advantage of using hierarchical models is that it 

takes advantage of the natural relationship of teachers being nested within 

schools. The hierarchical linear model was conducted to determine if 

relationships exist between principals’ global EI and teachers’ global perceived 

culture.  The study revealed mixed results but the principals’ ability to perceive 

emotions was a positive predictor of school culture.  This means that as 

principals’ scores in the ability to perceive emotions of their teachers increased, 

school culture also increased.  However, the findings also suggested that the 

principals’ ability to manage emotions negatively influenced teachers’ 

perceptions of school culture.  This negative relationship between the ability to 

manage emotions and school culture may be explained by the personalization 

that may be needed in leading schools.  The researcher explained that the 

principal’s ability to manage emotions may cause teachers to interpret the 

principal as capable, in control, and not requiring teamwork-type of assistance or, 

perhaps, the teachers are more intimidated by an “in control” principal.  The 

researcher also suggests that the instrument may not be appropriately to 

measure this construct in schools as it was designed for the corporate world. 
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 Erickson, (2006) expanded the earlier research on emotional intelligence 

and principals to include teacher leaders.  To provide in-depth, comprehensive, 

systematic information for understanding how leaders behave emotionally in 

differing situations and how they developed their emotional competence, 

Erickson selected a teacher leader who was reputed to exemplify superior 

emotional intelligence. Case study research techniques were used to collect 

background information, profile information, observations, interview data, and 

impressions about the individual.  Emotional intelligence assessments of the 

Individual from supervisors and colleagues added to the case file. The teacher 

leader being studied is a head football coach in a highly competitive league in 

Pennsylvania, serves as a teacher leader on a variety of school decision-making 

teams, and is a former school principal. He is a mature (late career) teacher 

leader who has encountered many stressful, conflict laden situations involving 

students, parents, colleagues, and community in his long career. Erickson used 

the four areas of emotional intelligence from the Emotional Intelligence Appraisal 

developed by Bradberry & Greaves (2003) and based on Goleman’s primal 

leadership theory as the basis of her in-depth interview which includes: 1) self-

awareness, 2) self-management, (3) social awareness, and (4) relationship 

management. She expanded the Bradberry and Greaves assessment to include 

Goleman’s latest expansion to his primal leadership theory which he terms social 

intelligence.  Goleman asserts that empathy and ability to create a link or 

relationship with others are the two main ingredients of social intelligence (2006).  

Goleman claims this includes being able to read a situation to know how to make 
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a good impression and being able to sense the feelings and intentions of others 

(Goleman, 2006). Erickson encouraged the subject of the case study to think of 

different situations that were emotionally charged or emotionally stressful and to 

describe in detail specific behaviors in these situations.  She also asked the 

subject to describe how he was able to “read a situation” to make a good 

impression and how he was able to sense another’s feelings and intentions. The 

data provided an opportunity for in-depth examination of the specific behaviors, 

attitudes and skills of a high emotional-social intelligent leader.  The findings of 

Erickson’s case study research concluded that her subject is very aware of his 

emotions and was able to recognize feelings as they happen, both in himself and 

in others; is clearly able to manage his emotions appropriately and maintain a 

stable and optimistic outlook; can use emotion and passion to achieve goals and 

to inspire others; can manage the emotions of others so as to be perceived as “a 

natural leader” or “popular”.   In short, the subject clearly met Goleman’s (1995) 

criteria as a “social star” (p.44).  Analysis of the case record provided a 

descriptive picture of a person who is high in emotional intelligence and provides 

better understanding of how emotional intelligence is useful in school leadership, 

particularly in situations where there is emotional turmoil, stress or conflict.  

Additionally the case record help determine how the individual acquired 

competence in emotional-social intelligence. 

Practical Implications 

 Goleman’s work and that of other researchers make clear that what sets 

the beloved leaders apart from those we hate is excellence at things like 
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motivating power, empathy, integrity, and intuitive ability. Goleman and 

colleagues findings in brain science reveal that this kind of intelligence uses 

different parts of the brain than does the academic kind.  Yet, Goleman and 

others assert that emotional intelligence can be learned.   

Business is paying careful attention to emotional intelligence as a means 

to improve leadership and thus, improve the corporate bottom line.  As more 

emphasis is placed on collaboration among teachers to accomplish school 

improvement; emotional intelligence has increasingly captured the attention of 

principals and teacher leaders. Goleman (1995) believes that people with high 

emotional intelligence will be better team members and will contribute better to 

group success. He states that socially adept people will recognize appropriate 

give and take and will create group harmony that allows the group to take 

advantage of the talent of the members.  New leadership theories advocate that 

leadership should be a practice that is shared by many and distributed to people 

who have the competence to get the job done.  Educational leadership has 

adopted the shared or distributed theories of leadership.  Additionally, federal 

and state mandates for school improvement have caused researchers to 

reconsider the skills needed by leaders to make and sustain change.  Fullan’s 

research (2001) lead the way for thinking about emotional intelligence and 

leadership for change which further contributes to the interest in understanding 

the emotional intelligence of school leaders. 

Continued examination of emotional intelligence as it applies to education 

is warranted as the research linking effective leadership to student achievement 
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is expanded (Marzano, Waters, & McNulty, 2005).  By developing quality 

examples of situations where leaders use high emotional intelligence (i.e. 

Erickson, 2006), we can strengthen school leadership preparation programs and 

provide ongoing professional development to school leaders, thereby causing 

them to exercise greater emotional maturity in stressful or emotionally charged 

situations.  This may be particularly helpful for new leaders who can benefit from 

our understanding about how emotional intelligence develops in a leader over 

time and with age.  Additionally, a deeper understanding of emotional intelligence 

can facilitate shared leadership in schools which results in the creation of 

learning communities and is clearly linked to the kind of culture required for 

changes leading to optimum student achievement.  Emotionally intelligent 

leaders are made, not born, and deeper understanding of emotional intelligence 

will make stronger school leaders. 
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Children's Literature:  Dealing with a Bully 
 

 Bullies!  Don’t you just hate ‘em?  Don’t you abhor the hurtful attitude and 

taunting language?  Don’t you detest how bullying makes the victims feel?  Bullying has 

occurred throughout generations in all kinds of societies—both with animals and people.  

Birds have a pecking order and wolf packs shun the most susceptible member.  Slavery 

was a form of bullying, and even the corporate world today includes bullying in the glass 

ceiling system which often excludes minorities and women from high-ranking positions.  

Children bully others who are smaller and weaker.  Bosses bully subordinates.  

Coworkers bully associates to make them feel important.  Although there are many 

facets to the bullying arena, this focus is on varying measures of dealing with bullies at 

the early childhood level. 

Defining Bullying 

Dictionary.com defines a bully as “[a] person who is habitually cruel or 

overbearing, especially to smaller or weaker people.”  The Gale Encyclopedia of 

Childhood and Adolescence (1998) identifies the bully as “[a]n aggressive child who 

repeatedly victimizes a less powerful child with physical and/or emotional abuse”.  

Olweus (1993, p. 9) describes bullying as “exposure, repeatedly and over time, to 

negative actions (words, physical contact, making faces, gesturing, or intentional 

exclusion from a group) on the part of one or more other students.”  Trawick-Smith 

(2006, p. 313) classifies bullying as “proactive aggression that has no clear goal and is 

often displaced and hostile in intent.”  Even Webster's 1828 Dictionary uses explicit 

language in characterizing a bully as “[a] noisy, blustering overbearing fellow, more 
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distinguished for insolence and empty menaces, than for courage, and disposed to 

provoke quarrels.”   

 

Bullying, in the stages of children, generally involves one or more larger or older  

child/children subjugating a defenseless youngster who is incapable of protecting 

him/herself.  Warner and Sower (2005) state that bullies often are reacting to a kind of 

bias or diversity issue when they beset others.  The target frequently possesses a 

characteristic that is “different” which provokes attack; for example, freckles or an 

unusual name can incite an assault.  According to Hendrick (2003), bullying 

encompasses varying types of verbal behavior such as mockery, derision, insults, and 

threats.  This vocal harassment causes emotional distress and poignant anguish.  

Verbalized bullying is often accompanied by physical harm that ranges from mild 

contact to death.   

The most accepted definition of bullying is the one offered by Olweus, a 

recognized expert on the topic of bullying: “aggressive behavior that (a) is intended to 

cause harm or distress, (b) occurs repeatedly over time, and (c) occurs in a relationship 

in which there is an imbalance of power or strength” (Fleming and Towey, 2002, p. 6). 

The Effects of Bullying 

No one likes to feel like the object of ridicule or the helpless anxiety that derision 

can cause.  Young children are extremely vulnerable targets of persecutors.  These 

youngsters are learning how to deal with their own emotions, societal norms, acceptable 

actions, appropriate behavior, and communication skills all at the same time; they often 

do not have the ability to handle tormentors through language or actions because of the 
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lack of maturity.  Because of this inexperience, some children become aggressive in 

order to obtain a personal objective.  These children quickly learn that somehow 

overpowering someone else can attain that objective.  This sense of accomplishment 

can promote a feeling of well-being and confidence which may escalate into more  

frequent aggressive behavior.   

Bullying seldom occurs in complete isolation because the bully likes the audience 

of his/her exploits to appreciate the prowess of intimidation.  Bullies can also control 

situations so that the injured party is portrayed as the transgressor.  For example, in  

self-defense, a child might tell the bully to “leave me alone” which the bully manipulates 

into being an horrendous offense that justifies retaliation.  The victim feels insignificant 

and helpless because of experiential immaturity.  Several studies (Olweus, 1987; 

O’Moore and Hillary, 1991; Williams, Chambers, Logan, and Robinson, 1996) indicate 

that psychological anguish imposes recurring apprehension and trepidation on the prey 

of tormentors.  Symptoms of this anxiety are diverse and wide-ranging, and may include 

(but are not limited to) shame, panic, health problems, isolation, social ineptitude, 

loneliness, depression, and low self-esteem (Rigby, 2003; KidsHealth; Stop Bullying 

Now!). 

      The prevalence and violence of school shootings in recent years has brought about 

a new focus on the issue of bullying in schools. The Columbine High School shootings 

in Littleton, Colorado in 1999 and the Jonesboro, Arkansas shootings in 1998 have 

drawn more attention to the issue of violence in schools (IACP, 2006). According to the 

International Association of the Chiefs of Police (IACP), “…research reported by the 

U.S. Secret Service and the U.S. Department of Education noted that almost 75% of the 
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shooters in these and other attacks felt bullied or threatened at school” (IACP, 2006, p. 

2). They further note that “[c]lear correlations emphasize the link between bullying and 

anti-social or criminal behavior, indicating that early intervention to prevent bullying may 

reduce an individual’s proclivity to commit crime” (IACP, 2006, p. 2). Fleming and 

Towey (2002) reported the results of a study published by Anderson, Kaufman, Simon, 

Barrios, Hammond et al, in 2001 on school associated violent deaths in the United 

States that occurred during the years 1994-1999, which found that homicide 

perpetrators were twice as likely to have been bullied by peers.  Fleming and Towey 

(2002) noted that approximately 67% of school shooters were bullied. “Multiple studies 

have emphasized the link between bullying and anti-social and/or criminal behavior: 

approximately 60 percent of boys identified as bullies were convicted of a crime by the 

age of 24” (IACP, 2006, p. 1). 

 
A recent report published by the National Institute of Child Health and Human  

Development (NIHCD) “…estimated that 1.6 million children in grades 6 through 10 in 

the United States are bullied at least once a week and 1.7 million children bully others 

as frequently” (Ericson, 2001, p. 1). Banks (1997: p. 2) noted that “[a]s many as 7% of 

America’s eighth-graders stay at home at least once a month because of bullies. The 

act of being bullied tends to increase some student’s isolation because their peers do 

not want to lose status by associating with them or because they do not want to 

increase the risks of being bullied themselves.”  

Forms of Bullying  

The act of bullying most often occurs with children in elementary and junior high school,  
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with such acts decreasing with the age of the children involved. Acts of bullying 

are seen less often during a child’s high school years (Fleming and Towey, 

2002). There are certain areas where acts of bullying occur more frequently than in 

others – these locations include the playground (elementary schools), classrooms, 

lunchrooms, and hallways (Fleming and Towey, 2002), and can occur either outside or 

within an adult’s area of supervision (Ericson, 2001).  Fleming and Towey (2002, p. 6) 

provide information in Table 1 table that enables one to examine the various types of 

bullying that occurs with children: 

Table 1: Common Forms of Bullying1 

  Direct bullying Indirect bullying 

Verbal bullying Taunting, teasing, name calling Spreading rumors 

Physical bullying Hitting, kicking, shoving, 
destruction or theft of property 

Enlisting a friend to assault 
someone for you 

Non-verbal/non-physical 
bullying 

Threatening, obscene gestures Excluding others from a group, 
manipulation of friendships, 
threatening email 

When one looks into the gender differences between the various forms of 

bullying, boys most often utilize direct forms of physical bullying with other boys; girls 

are more likely to resort to indirect bullying tactics such as spreading rumors and forms 

of social isolation such as exclusion from groups (Fleming and Towey, 2002; Banks, 

1997). Fleming and Towey (2002) provide information from previous research that 

shows that boys report higher victimization rates than girls and that girls report being 

bullied by both boys and girls.  
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Ways to Combat School Bullying 

Many of the studies and authors recognized in this report highlight the Olweus 

Bullying Prevention Program, first implemented in the 1980s in Norway and Sweden 

(IACP 2006; Fleming and Towey, 2002; Erickson, 2001). Considered the leader in 

bullying prevention and intervention, this model notes that bullying is not just a problem 

between two (or more) children; adults, teachers, parents and the community must also 

be involved in finding successful resolutions to this form of school violence. It is often 

“…under-reported and not well understood” and causes a “…detrimental impact on the 

lives of bullies and their victims” (IACP, 2006, p. 1). Fleming and Towey (2002, p. 1) 

noted that “…solutions must be system- and community-wide. Policies of zero 

tolerance, ‘three strikes’, mediation, and short-term fixes just don’t work.” 

Zero tolerance or three strikes policies in which children are either suspended or  

expelled.  

“…raises a number of concerns. First, they may cast a very large 

net (recall that approximately 20% of elementary school children admit to 

bullying their peers with some frequency). Even if policies are limited to 

forms of physical bullying, the numbers of affected children is not 

insignificant. Second, such severe punishments also may tend to have a 

chilling effect on the willingness of students and school staff to report 

bullying. Finally, children who bully are in great need of pro-social role 

models, including classmates and adults at their school. Although 

suspension and expulsion may be necessary in a small minority of cases 
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in order to maintain public safety, zero tolerance policies cannot be 

considered an effective bullying prevention or intervention strategy” 

(Fleming and Towey, 2002, p. 13). 

Group treatment for bullies is also not recommended by Fleming and Towey 

(2002), as bullies included in these treatment sessions may learn more techniques to 

continue their bullying ways, and may even have their behaviors reinforced by other 

group members. Fleming and Towey (2002) also noted that one aspect of group 

treatment often focuses on self-esteem issues; these authors noted that those who bully 

often do not suffer from problems of self esteem. They also do not recommend 

mediation programs for bullies, due to the imbalance of power between the bully and 

the victim, such a situation is not a conflict, and should not be treated as such (Fleming 

and Towey, 2002).  Instead, the message should be sent to the bully that his/her actions 

will not be tolerated, and the message should be sent to the victim that an environment 

of safety for the victim is the main goal; in fact, forcing the victim to face the bully could 

be a distressing situation for the victim (Fleming and Towey (2002).  

Adult intervention   

The adults involved in children’s lives are often unfamiliar with or unaware of the 

bullying problem, and therefore do not often discuss this with their children, or if they do, 

it is only to a limited extent (Banks, 1997 c.f. Olweus, 1993).  Ericson (2001) noted that 

bullying often occurs out of the presence of adults or in front of adults who don’t 

intercede. “Student surveys reveal that a low percentage of students seem to believe 

that adults will help. Students feel that adult intervention is infrequent and ineffective, 
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and that telling adults will only bring more harassment from bullies. Students report that 

teachers seldom or never talk to their classes about bullying” (Banks, 1997 p. 3 c.f. 

Charach, Pepler, and Ziegler, 1995).  

Victimization Warning Signs  

How does one know, or suspect, that a child is being bullied? Fleming and 

Towey (2002, p. 10 c.f. Olweus, Limber, and Mihalic, 1999) presented the following list 

of possible warning signs of bully victimization: 

• returns from school with torn, damaged, or missing articles of clothing, 

books, or belongings;  

• has unexplained cuts, bruises, and/or scratches;  

• has few, if any, friends;  

• appears afraid of going to school;  

• has lost interest in school work;  

• complains of headaches, stomach aches;  

• has trouble sleeping and/or has frequent nightmares;  

• appears sad, depressed, or moody;  

• appears anxious and/or has poor self-esteem’  

• is quiet, sensitive, and passive.   

Chula Vista Police Department’s (CVPD) Response to School Bullying 

The International Association of Chiefs of Police highlighted the work of the 

Chula Vista Police Department (CA) for that department’s response to school 

bullying. After implementing the Olweus Bullying Prevention Program in schools, which 
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emphasized “…community involvement and the establishment of clear rules and 

policies against bullying” (IACP, 2006, p. 1), the Chula Vista Police Department reported 

the following results: 

      “17% less name calling 

      19% less exclusion from groups 

      18% less hitting and kicking 

      13% fewer false rumors 

      21% fewer threats 

      12% less racial name calling 

Bullying has been reduced 23% in bathrooms, 27% in gym class, and 11% in the 

lunchrooms.”  

Olweus Bullying Prevention Program components  

The Olweus Bullying Prevention Program components encourage a multi-faceted 

approach to school bullying. The program encourages the distribution of student 

surveys in schools on a regular basis, establishing a school-wide climate against 

bullying that includes the implementation of clear policies to address bullying, training, 

increased adult supervision, and holding school-wide assemblies to address and 

discuss bullying, identifying at-risk students, intervention strategies, and teaching 

students the skills and knowledge necessary to help combat bullying (IACP, 2006). In 

addition, the U.S. Department of Justice’s Community Oriented Policing Services has 

established specific recommendations for how law enforcement officers and agencies 

should address bullying and other anti-social behaviors (IACP, 2006). These measures 
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include enlisting the assistance and involvement of school principals as well as adopting 

a multi-faceted comprehensive approach. According to the IACP (2006, p. 3): 

 “A multifaceted, comprehensive approach includes:  

• establishing a school wide policy that addresses indirect bullying (e.g. 

rumor spreading, isolation, social exclusion), which is more hidden, as well 

as direct bullying (e.g. physical aggressiveness);  

• providing guidelines for teachers, other staff and students (including 

witnesses) on specific actions to take if bullying occurs;  

• educating and involving parents so they understand the problems, 

recognize its signs and intervene appropriately;  

• adopting specific strategies to deal with individual bullies and victims, 

including meeting with their parents, encouraging students to report 

bullying;  

• developing a comprehensive reporting system to track bullying and the 

interventions used with specific bullies and victims, encouraging students 

to be helpful to classmates who may be bullied;  

• developing tailored strategies to counter bullying in specific school hot 

spots, using environmental redesign, increased supervision (e.g., by 

teachers, other staff members, parents, volunteers) or technological 

monitoring equipment, and conducting post-intervention surveys to assess 

the strategies’ impact on school bullying.”  

Dealing with Bullies Through Children’s Literature 
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 Educational and psychological experts (Olweus, 2006; Trawick-Smith, 2006; 

Warner and Sower, 2005;  Fleming and Towey, 2002) agree that the symptoms and/or 

effects must never be ignored.  Keeping the problem to oneself and yearning for the 

bullying difficulties to disappear never works.  Education World (2006) declares that the 

substitution of classes or educational institutions is not an adequate resolution. This 

option does not supply any kind of affirmation for the victim, and the behavior could 

follow him/her in an alternative manner.   

  

  

 Stop Bullying Now (2006), Safe Child (2006), and The American Academy of 

Child & Adolescent Psychiatry (2006) all concur that fighting or using physical force on a 

bully will not provide an affirmative solution for either the victim or the bully because the 

target is using the bully's own tactics as a release. Borba (1999) advises that hitting 

back may cause aggression that may escalate rapidly.  In Mayer and Mayer's (1999) 

children's book, Just a Bully, the target does try to retaliate when he is shoved by the 

bully; the victim states that this approach does work and that both parties are scolded.  

Tyrone the Horrible (Wilhelm, 1988) tells of the small protagonist challenging his large 

oppressor to a fight with no success.  Both books adeptly illustrate that corporal 

confrontations offer no positive outcomes. 

 The first thing that young children need do is to tell an adult when they have been  

victimized by a bully.  According to Stop Bullying Now (2006) and What's Bullying? 
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(2006), this is not "tattling" behavior; all children have the right to feel safe, and 

confiding in a grown-up is the first step to achieving this goal.  This is a common 

element in children's literature that deal with bullying; some examples are Who's Afraid 

of the Big, Bad Bully? (Slater, 1995), Jody and the Bully (Anders, 1996), Myrtle 

(Pearson, 2004), and Stop Picking on Me (Thomas, 2000).  In these books, a trusted 

adult such as a parent, grandparent, or teacher is informed of bullying harassment 

which results in reassuring conclusions.  Validation and encouragement are key 

components of developing the self-assurance of a child who is intimidated by a bully.  In 

Chrysanthemum (Henkes, 1996), the love from her family and the support from her 

teacher help the youngster to build confidence. 

 One strategy that can be helpful in counteracting taunts is to "agree" with the 

tormentor (Hansen, 2006; Borba, 1999; Safe Child Program, 2006).  This use of 

disarming the bully is the fundamental tenet of eliminating the basis for bullying such as 

anger, fear, and frustration.  In Lovell's (2001) Stand Tall, Molly Lou Melon the miniscule 

heroine is told by her grandma to believe in herself who guides the child to show the 

superior side of the characteristics that the bully is denigrating.  Tyrone the Horrible 

(Wilhelm, 1988) illustrates this concept in a different manner.  When Tyrone continually 

takes Boland's lunch, Boland turns the tables by agreeing that bully can have his 

lunch—which consists of "double-thick-red-hot-pepper sandwiches”. 

 Another technique that is advocated by experts (KidsHealth, 2006; Murrah, 2006; 

Stop Bullying Now, 2006; Encyclopedia of Psychology, 2006) is to maintain contact with 

a group or establish a buddy system.  Picking on a lone victim can elevate the bully's 

success rate.  Working in tandem with friends and classmates may alleviate much of the 
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stress and frustration of being an intended victim.  The main character in Henton's 

(1998) The Band-Aid Chicken persuades chicken friends that the principle of a pecking 

order is painful and debilitating.  When Hermie, the ant, is oppressed by a large frog in 

Hermie and the Big Bully Croaker (Lucado, 2003), Hermie's friends rally around him to 

help find a solution for being physically small.  Hooway for Wodney Wat (Lester, 2002) 

depicts a shy and timid "wodent" who has a speech impediment.  When the huge school 

bully misinterprets Wodney's verbal orders, the reactions of Wodney's classmates boost 

his self-esteem and his confidence begins to develop.  

 Bullying is prevalent in our society, especially in establishments where several 

children are present at the same time.   Feelings of self-assurance are diminished and 

confidence flounders when a youngster is confronted by a bully.  Children's literature 

that relates to teasing, mockery, and bullying can provide a gratifying perspective on 

varying kinds of bullying problems that can occur as well as a myriad of possible 

solutions for not becoming a victim.  Children can make a connection with story 

characters and their feelings, and this association can promote self-confidence, 

empathy, and insight. 
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to evaluate educational software systems built with X-TEC (Techno-Didactical 
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The Quantitative Evaluation Framework and the Techno-Didactical Extension 
for Instruction/Learning Based on Computer model are based on the paradigms 
of software engineering applied to the construction of educational software. 

The Quantitative Evaluation Framework evaluates the Educational software 
quality on a three dimensional space. The dimensions of our Cartesian quality 
space are: Functionality; Efficiency and Adaptability. Each dimension 
aggregates a set of factors. A given factor is a component that represents the 
system performance from a particular point of view. 

The quality of a given system is defined in a tri-dimensional Cartesian quality 
space and measured, in percentage, relatively to a hypothetically ideal system, 
represented in our quality space. 
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On What Conception of Citizenship Should We Build a Model for Civic Education? 
Rethinking a Deliberative Context for Teacher Education from the Aims of Citizenship 

Education in the New Quebec Education Program 
For our part, we believe that free education must be understood exclusively as denoting education which is as 

free as it can be within the constraints of an overall educational program and within the constraints of the social 
environment. Thus may it always turn out, and, in fact, it often turns out that the child’s behaviour is far from 

the same thing as the interests of the group. Then conflict may always arise, which, without forcing the child to 
do anything in particular, will make him see the value of changing the way he behaves so as to accord with the 

interests of the group. The school routine should be so organized that the child finds it best to go in step with the 
group, in the same way as when he is at play; that any departure from the group seem just as meaningless as 

quitting a game. Just like playing a game, life should demand a constant straining at the leash, a constant joy in 
concerted activity. (Vygotski, 1926) 

 
Within the framework of current reflection of a philosophical nature on citizenship, 
citizenship education and the training of those who will take on this type of teaching, we 
hope to achieve a double objective that can be summarized thus: 

• To contribute to the development of a conception of citizenship founded on the 
theory of deliberative democracy 

• Identify the normative implications of this conception for citizenship education 
and for the training of teachers. 

This investigation, which is organized into two segments, takes inspiration most notably from 
certain American authors who have already presented work along similar lines – examples 
being Amy Gutmann (1999) and Stephen Macedo (2000). On the other hand, reflections of 
this nature have never been put forth in terms of the Quebec context. Yet, at this present time, 
when work on the application of major educational reforms which prescribe the 
implementation of a new citizenship education program is being undertaken, clarifying the 
notion of citizenship should in fact be an essential prerequisite step before attempting 
elaboration on the types of training to be involved. This present exercise in clarification is 
stimulated, then, on the one hand, by the absence, within the Quebec educational reform 
project, of references in its undertakings to political philosophy, philosophy of law, or 
democratic theory, and on the other, by the fact that the term “citizenship” is employed by the 
Minister of Education without this notion being specifically conceptually defined from the 
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outset, in what is a relatively young debate within Quebec.1 Obviously, the resulting 
confusion cannot but impact initial training of teachers within Quebec’s universities, 
considering especially that it is the teachers who are principally responsible for the 
transmission of knowledge connected to concepts more or less well-defined in the field of 
citizenship studies. 
To fill these gaps, we propose to first explain why the conception of citizenship resting on the 
deliberative theory of law and of democracy reveals itself to be superior to predominant 
conceptions. In other words, we will show that the deliberative model – rather than liberal or 
republican models – is in a position to provide some of the requisites of democracy and of 
citizenship at this definite historical period. We will then attempt to define, using grand 
strokes, the normative framework of civic education which, within pedagogical practice, 
would conform best to the conventions of the conception of citizenship being here asserted. 
Our task will consist in the end of expressing as much the implications as the consequences 
of the deliberative conception in regard to the training of citizens, and this in order to give 
some direction to the mandate of Quebec’s citizenship education project as well as to define 
the idea of dialogical competence that the teacher himself will have to possess to confront the 
underlying issues at stake in educating the future citizen. 
1. Citizenship: A Notion to be clarified within Education Reform in Quebec 
First and foremost, we can only be sympathetic to this educational policy of integration into 
the curriculum of instruction which encompasses citizenship education (Commission des 
États généraux sur l’éducation, 1996; Commission des programmes d’études, 1999; Conseil 
supérieur de l’éducation, 1998; Groupe de travail sur la réforme du curriculum, 1997; 
Inchauspé, 2001; Leblanc, 2000; Ministère de l’Éducation, 2002, 2001, 1999, 1998, 1997)2 
All the same, two important omissions leave room for significant confusion and leave the 
project open to attack from anyone who would question the necessity of installation of a 
citizenship education program (within primary and secondary curricula) at all: 

• No attempt to describe, explain or define citizenship appears in Quebec’s school 
training program. It cannot thus be known in what the idea of democratic 
citizenship consists, either in terms of daily life or in its ideal sense. Indeed, 
Quebec’s project for citizenship education reveals itself to be as obscure as it is 
ineffectual, at the very least from the point of view of its content, because 
everything seems to take place “as if” this notion of citizenship had already been 
given an agreed-upon meaning. Yet, as demonstrated by a study published by the 
Éditions du Conseil de l’Europe, a report using the results of a questionnaire 
sampling more than 450 subjects and supposed to highlight perceptions of 
citizenship education by European citizens active within NGO’s, the definitions 
and representations of the term “citizenship” cover an immensely wide field of 
possible meanings in the minds of the European public, often even contradicting 
each other; multiplicity of meanings are demonstrated also in the Canadian 
context by the research of Will Kymlicka (1992). The concept of citizenship 

                                             
1 “The decision to situate formally a citizenship education program within the primary/elementary and 
secondary school curriculum is […] one that was made in Quebec only recently. It follows directly 
from the Estates General on Education which took place in 1995-1996.” (Lebuis, Lamer et Maher, 
2001, p. 158) 

2 See particularly Point 5.3, entitled “Social Universe,” in the “Educational Program,” where one 
can read that “[t]he disciplines of the domain of the social universe – geography, history and 
citizenship education – provide the student privileged tools for social integration, which permit 
comprehension of the major aspects of how societies function and of the organization of 
territories.” (Ministère de l’Éducation, 2000, p. 267).  
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stretches across understandings encompassing political, juridical, ethical, social 
and cultural dimensions. To judge by respondent results in the enquiry to which 
we here refer, it is difficult, in this case, to have a clear grasp of the essence of the 
idea of citizenship as filtered through the biases of popular perception; it is 
impossible to consider this idea a plain and simple one in terms of aspects linked 
either to its ideal or to effective practice, or that its meaning can be determined 
satisfactorily by canvassing interpretations found in public culture; if the concept 
of citizenship, for the great majority of European citizens questioned, is that which 
“confers a collection of social, civic, and political rights,” it can also well involve 
certain other definitions of a more contractualist, substantive nature, sometimes 
mutually exclusive, sometimes totally compatible, depending on the interviewees, 
their age-group, or marital status: for example, “citizenship means the integration 
of the individual into the social or cultural structures of the society where they 
live”; “Citizenship is a political notion which establishes a contract between the 
individual and the state”; “Citizenship […] concerns cultural belonging as much 
as geographical position”; “[C]itizenship […] is […] a principle of equality and of 
social justice”; or again “Citizenship and civic responsibility are synonyms.” 
(Heydt, 2001, pp. 13,14) 

• In fact, citizenship has to be defined because its definition varies according to 
space, time, and social variation, according to a not so new but still relevant view: 

• “The problem of moral education is among those questions that are now 
undergoing a reassessment in psychology and in culture in the most decisive and 
most thorough-going fashion. The thousand-year link between morality and 
religion has been broken, and, under the force of analysis, morality is beginning to 
acquire an increasingly temporal character. It is now possible to establish beyond 
all reasonable doubt the experiential, temporal character of morality, and its 
dependence on historical and social conditions, and its class character. Every 
nationality and every epoch, and likewise every class, possesses its own morality, 
which is always a product of social psychology. There is the morality of the 
Hottentot, who, it is said, responds when asked the question, “What do you 
consider to be good, and what do you consider to be bad?” by declaring, “Good is 
when I steal a wife; bad is when I'm robbed.” Moral concepts and ideas vary 
depending upon the social environment, and what is considered bad at one time 
and in one place, elsewhere might be considered the greatest of all virtues. And if 
there are any common feature in all these different manifestations of moral 
consciousness that can be identified, this is only because certain common 
elements shared by every human society were once part of the social order. Thus, 
from the standpoint of social psychology, ethics must be looked upon as a certain 
form of social behaviour that was established and evolved in the interests of the 
ruling class, and is different for different classes. This is why there has always 
existed a morality of the ruler and a morality of slaves, and this is why epochs 
characterized by crises have represented the greatest crises of morality.” 
(Vygotsky, 1926) 

• Since it has never been clearly demonstrated that the exercise of citizenship within 
a democracy is a human activity susceptible to shaping at school, there is no way 
to defend the institutional changes being brought to the scholarly curriculum in 
regard to civic education. In fact, why not leave the responsibility of socializing 
the young individual and of “orienting his social conscience towards acting as a 
responsible and enlightened citizen” (Ministère de l’Éducation, 2001, p. 165) to 
the family or to civil society? Why should the state education system intervene in 
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the matter? To these questions, precisely no beginnings of a governmental 
response have been furnished. Yet, these questions impose themselves in real and 
incontestable fashion, as it appears that currently the view that the responsibility 
for citizenship education rests firstly, and prior to at school, with the family, the 
parents and the child’s immediate environs is a widespread one. It is true that 
citizenship education refers generally, within public culture, to “a set of ideas 
grouping at once the civic and political socialization of the future citizen and his 
capacity to make sense of the humane values of a democratic society. This 
education into citizenship is a complement to civic instruction […],” if this latter 
is still interpreted at the level of his “cognitive aspect,” that is, that “the object of 
civic instruction is knowledge of rights and duties.” But it seems also that 
“citizenship education is, in the majority of cases, presented as having to remain 
the responsibility of the family […]”; said otherwise, it is a commonplace that 
“citizenship education remains in general the responsibility of the parents,” they 
being more in a position to intervene directly, and at the earliest possible moment, 
regarding the behaviour of their child or children – who learn in any case first by 
imitation – to “develop respect for common rules,” “individual responsibility 
within the collective welfare” or “respect for the law by […] setting an example.” 
(Heydt, 2001, pp. 19, 16, 23, 24) Even among the great thinkers of education, 
“numerous authors, among whom we find the philosopher Jacques Maritain, 
affirm that this education [of citizenship as learning of a sense of responsibility to 
the group, the collective and common good] depends above all on the family. 
They judge that “functions of school and state in regard to education play thus 
only auxiliary roles in relation to the familial group […]” (MARITAIN, J., 
L’Homme et l’État, p. 620) “because the primary educational sphere is that of the 
family” (MARITAIN, J., L’Éducation au bien-vivre, p. 1021) ” (Conseil de la 
coopération culturelle, 2001, p. 36) 

This absence of precision of definitions is an undeniable obstacle for Quebec’s citizenship 
education program; if we do not address it, teaching of this type will acquire, at best, a status 
that is purely decorative and that is treated formulaically, and at worst, such a manifestly 
uncertain and unclear sense of direction that the teachers themselves will gradually set it 
outside their main pedagogical focus, according it a barely discernible position within the 
school-day timetable. For those initiating the reforms and designing the program, it ought to 
have been seen as imperative to pose themselves questions of a more general nature. For 
example: 

What is citizenship? 
How can we teach citizenship in the school? 

Even though these questions seem to us to be entirely prerequisite to installing in any 
concrete way a citizenship education program, there is nevertheless no hint of any rigorous 
response to them emanating from the Department of Education. Behind the naïve allure of 
their wording, these questions open themselves to reflection leading down multiple paths, 
wherein attempts to answer can only be partial and revisable. Despite this, they remain 
central, especially in the current context of the application of the objectives and principles of 
Quebec’s educational reforms, where the idea of citizenship and that of forming the future 
citizen are employed time and again in inopportune manner and as if they went without 
saying. 
It is true that the intervention of the philosophical disciplines would be relatively pointless if 
the concepts used were already clear and well-understood, if ideas were pooled so as to form 
a coherent whole, if the terms were made sufficiently explicit through consensually derived 
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meanings. But here as elsewhere,3 debates on citizenship education have not yet fulfilled 
these ideal conditions of total conceptual clarity, of coherence fully attained and of complete 
absence of ambiguity. This moreover would confirm the ever-expanding abundance of 
contributions and publications in the domain of citizenship education. Each one of these 
authors tries to clarify things, to make terms more precise, to give sense to these questions, to 
understand them as much in theoretical terms as in practice, through an approach that almost 
always traces its roots to philosophical reflection on the connections between educational 
models and conceptions of citizenship. In fact, the point of departure here very often remains 
a general question of substructure: “Upon which conception of citizenship should we found a 
model of citizenship education?” 
2. Conceptions of Citizenship: Variables and Plurals. From Democratic Theory to 
Pedagogical Practice 
We should make clear that our intention is not to review in detail conceptions of citizenship 
such as have shaped the history of modern politics. Other authors have already done this 
work brilliantly and thoroughly;4 we leave the concerns of historians and sociologists to 
continue their pursuits. We wish rather to propose a philosophical conception of citizenship 
which should stand or fall in the face of both reason and an already burgeoning literature in 
the domain of political philosophy and the philosophy of law, particularly that which turns on 
the theory of deliberative democracy. This theory – inspired most notably by the 
Habermasian model of discourse – provides a framework of analysis permitting a definition 
of the idea of citizenship from a normative perspective, because it demonstrates, as we will 
see, the “equiprimordial” aspect of individual rights and of democratic solidarity: it is via the 
participative deliberation of citizens that we establish and legitimate the rights that bring us 
together within a society, but at the same time, these are always already those same rights that 
render possible this participation on the context of communication and expression. 
In order to study critically the dominant conceptions of citizenship, our point of departure 
rests specifically on a general exposé of the political theory of Jürgen Habermas, who 
summarized – as his title suggests – the “Three Normative Models of Democracy.” 
(Habermas, 1998, p. 259-274) This account plunges us immediately into the debate which 
interests us: it seeks to describe two models, two ideal-types, “opposed in polemical fashion, 
on the matter of their conception of the citizen […]” (Ibid., p. 259) and to propose a third 
way, which we designate as “deliberative.” In his comparison of the two models which 
dominate political modernity, Habermas presents first the historical foundations and 
characteristics both of the “liberal” model which articulates itself around the doctrine of 
rights (the partisans of liberty) and of the model which proceeds from the “republican” 
concept (the partisans of virtue). It then demonstrates how the deliberative conception of 
democracy can rectify where these two models appear to have gone wrong from the point of 
view of a critical eye. In effect one could place the different conceptions of citizenship within 
two great philosophical conceptions, both more encompassing than those modernity offers; 
and to effect this, beyond reference to Habermas, we can rely in particular on an essay by 
Daniel Weinstock orientated along these lines and bringing us also back to the diverse 
meanings of citizenship based on two prototypical conceptions of a more general type. In one 
                                             
3 It is worth noting that Quebec is far from keeping up with the debate and that discussions are 
presently in progress in numerous countries. In the other provinces of Canada, of course, the content 
of citizenship education programs also comprise the object of both intellectual and societal debates, 
following the example of France, Belgium, the US, Japan, Great Britain, Portugal, Brazil, etc.  
4 We think, for example, of that excellent work from sociologist Dominique Schnapper (2000) who 
retraces the principal developments of the concept of citizenship through the study of the historical 
transformation of nations, while also presenting the great texts of the founders of political theory of 
yesterday and today. 
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of his texts, Weinstock states that the liberal concept, represented paradigmatically by a 
panoply of influential authors stretching back over the years and continuing up to the present 
day (John Locke, Adam Smith, John Rawls, Ronald Dworkin, Charles Larmore, etc.), is that 
which, of the two dominant conceptions, “dominates modern Western political philosophy.” 
(Weinstock, 2000, p.18) This concept “emphasizes the juridical dimension of citizenship. The 
citizen is above all bearer of certain rights […] the principle function of which is to protect 
him against infringement upon his private sphere of autonomy […]. Thus, this conception 
[…] conceives the activity of the citizen as centring […] on the private sphere.” (Ibid.) The 
second philosophical conception which characterizes more globally political modernity is that 
which one currently denotes the republican concept, of which contemporary authors like 
David Miller (2000), Benjamin Barber (1992), William Galston (1991) or Stephen Macedo 
(1990) are presently major promoters; this sits in the Rousseauist tradition of the search for a 
virtue that properly befits citizenship. This conception is described by Weinstock as an 
inversion of the liberal concept’s priorities: the republican concept – more oriented towards 
the public sphere – “puts […] the emphasis on the direct participation of the citizen […] in 
the pursuit of the common good” (Weinstock, 2000, p.19) and on a strong sense of belonging 
to the political community. 
It is in this rather dualist context that certain authors, Habermas at the head of the list, judge it 
henceforth necessary to propose a third and new way that, for lack of a better term, we 
ourselves call, the “deliberative conception of citizenship”5 and which might constitute an 
interesting theoretical alternative to the classical opposition of liberal and republican values. 
This alternative to the current dualism would, in the deliberative conception, be leant support 
by the thesis of the co-originary character of private autonomy (founded on individual rights 
and subjective liberties) and public autonomy (resting on the solidarity and democratic 
participation of citizens).6 This is why the deliberative conception would accommodate as 
much the liberal as the republican version, from whence it would principally draw its strength 
and its superiority. It is from within this perspective that we advance the hypothesis that the 
deliberative conception of citizenship, constructed from out of a framework of analysis 
supplied by a discursive theory of law and of democracy, exemplifies better than the other 
conceptions – though without rejecting them – the ideal of an authentically democratic 
community of citizens. 
At the heart of Habermasian theory of deliberative democracy, we find the general idea of a 
society for which business should be conducted via the application of the principles of 
democratic deliberation of all its members. The “principle of discussion” – to the effect that 
norms which unify citizens be the result of a process of public discussion – and the “principle 
of procedure” – that the justification of norms be the result of a certain formal procedure of 
argumentation (respect of the other and of the fixed demands of a common agreement, 
responsibility for asserting the opinions one holds, etc.) – correspond to two basic 
requirements within the model of deliberative democracy. These “discursive” and 
“procedural” dimensions involve, via their combination, a “principle of self-legislation,” 
where all citizens conceive themselves, by means of “procedure” and “discussion,” as the 
“authors” of the rights and norms that they must observe as “addressees,” in order to regulate 
and stabilize their shared life. More simply, the system of rights which protects individual 
                                             
5 Though he assimilates this into the typically republican conception, the formula “deliberative 
conception” appears already in Michel Pagé, in a sociological study on citizenship. (Pagé, 2001, p. 
45).  
6 But if political and private autonomy, being co-originary, are equally fundamental, then the 
democratic process of the formation of a system of citizens’ rights must always be founded on a 
collection of citizens’ equal liberties, including as much individual freedoms as freedoms of public 
expression, of democratic participation and of communication. 
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liberties (or the private autonomous sphere) is felt to be legitimate as long as it is the result of 
the deliberative practice of all citizens (or of the exercise of public autonomy). 
In this perspective, the primary interest of the theory of deliberative democracy would come 
principally from the fact that it ensues in a sense from an “educated mix” of liberal and 
republican visions, by conjoining certain apparently contradictory ideas drawn from each. In 
effect, we are relying here, as already mentioned, on the Habermasian thesis of the co-
originary character of private and public autonomy, to demonstrate that the superiority of a 
deliberative conception of rights resides in the fact of its being at once entirely compatible 
with the achievements of liberal pluralistic democracies, recognizing the primacy of private 
freedoms of the rights-bearing subject and with the republican idea of participationist 
democracy calling for a more direct form of citizen involvement in public life. In the 
deliberative conception of citizenship linked to the theory of deliberative democracy, this 
compatibility is expressed in a manner foreign to the liberalism predominant in political 
modernity as well as to the philosophical tradition which revolves around a republican 
conception of the community of citizens. If this turns out to be defensible in real terms, the 
idea of deliberative democracy would involve a conception of citizenship that is itself quite 
singular, characterized by full compatibility with the two forms of autonomy (private and 
public),7 yet impossible to attribute either to the liberal or to the republican conception alone. 
According to the framework here proposed, the mode of social integration of citizens would 
work, following Habermas, through a communicative educational context, of which the 
effects make themselves felt even on into the domain of political socialization. (Habermas, 
1998, p.155) In fact, this educational context is concerned with equipping (future) citizens: 
“at the level of information of which they make use, their capacity to reflect and take account 
of consequences of decisions which have a political impact, their willingness to formulate 
their interests taking into account […] those of their co-citizens […]; in a word, [it] is 
concerned with their ‘communicative competence’ […].” (Preuss, 1990, p. 125; cited and 
translated in Habermas, 1997, p. 445) This is why we speak of a “deliberative model” aiming 
to constitute a new intermediary position between the liberal and republican models, or again, 
between “the opposite pulls of ‘cold’ negative freedom and ‘warm’ intimate community,” to 
take up terms used by Ralf Dahlendorf. (cited in Campbell, 1996, p. 227; Zieba, 1994, p. 24-
25) 
Although perhaps appearing tangibly inadequate in terms of its defensibility and depth, this 
preparatory conceptual analysis remains all the same necessary so as to explain how our 
position aims to distinguish itself from the educational policies predominating in Quebec. 
Since our approach aims to take into account explicitly a normative conception of citizenship 
on which to found a model of civic education, this constitutes a considerable departure from 
the educational program put forward by government which does not identify clearly any 
particular conception of citizenship either capable of being or forcing itself to be prioritized 
within Quebec society. As a consequence, politicians, public functionaries and those working 
in collaboration with the Education Department tend to employ the idea of a program of civic 
education which prescribes and will prescribe the integration of a form of instruction which 
                                             
7 Note that we find this idea also in the work of Robert Alexy – to whom we owe a rigorous theory of 
juridical argumentation – when he affirms that the principle of autonomy plays in two directions. It 
refers to private autonomy as well as to public autonomy. The essence of private autonomy is 
individual choice and realization of a personal conception of the good. Public autonomy is defined by 
a collective choice and realization of a political conception of the just and the good. In public 
autonomy, human rights and democracy are necessarily linked. (Alexy, 1996, p. 209-210). And in 
concert with Habermas, Alexy thinks that to render possible and protect the two forms of autonomy is 
the principal function of the democratic constitutional State.  
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conceals – more or less arbitrarily – a form of noncommittal and undifferentiated interlacing 
of conceptions of citizenship. In effect, these tend to adopt according to circumstances and 
assimilate without distinction a typically individualist liberal vision of protected private 
autonomy via subjective rights (partisans of liberty) as well as a vision centred on strong 
adherence to self-styled values predominating within a national territory and on the 
valorization of certain collective duties of participation (partisans of virtue), without however 
demonstrating how it is possible to reconcile these tendencies within pedagogical practice, 
even when more often than not they oppose each other at the level of philosophical theory. 
The distinctive mark of our approach reveals itself, by contrast, in the fact of its opting for a 
particular conception of citizenship which could serve as basis for constituting a model of 
citizenship education; regarding this, we will permit ourselves once more to delineate the 
essential elements of this conception simply by recalling the convergent positions of several 
authors who have defended a discursive-procedural theory of law and of democracy.8 
Whether it be Amy Gutmann, Bernard Manin, Joshua Cohen, Jürgen Habermas, Seyla 
Benhabib or James Bohman, to name only six authors, for they are not alone in their position, 
all have at least one point in common, and that despite the variety and the originality of their 
fundamental and respective theses (which can obviously not be given account of within the 
confines of this article): decisions concerning the political community of citizens can claim 
legitimacy (and legality) when they are produced out of democratic deliberation by all 
members. In short, these authors affirm the idea that legitimate and acceptable norms uniting 
citizens in a democratic rights state must be the result of public discussion. 
Let us, at the same time, underscore that the idea of democratic citizenship defended here can 
also gather credence from earlier works within this theoretical deliberative democracy 
movement. Dennis F. Thompson, well before the appearance of Democracy and 
Disagreement9 in 1996, argued in favour of a deliberative theory of democratic citizenship 
based on procedures of public discussion. Since 1970, Thompson had been issuing a caution 
which for us represents the nucleus of the problem of democratic citizenship and opens the 
way to the normative model defended by deliberative democracy theoreticians: “citizenship” 
does not come down simply to possessing certain rights, to the fact of living legally in a given 
national territory (liberal model), or simply to developing a patriotic loyalty to and strong 
sense of identification with one’s nation-state (republican model); it refers also and especially 
to the present and future capacity to influence political life and to be actively involved therein 
(deliberative model). (Thompson, 1970) And we infer from this that argumentative 
discussion as much as dialogue is central, for this latter model, since the satisfaction of the 
conditions of deliberative democratic participation rests, in large part, on reflexive practices 
of the language community, that is, on the free exchange of reasons and arguments. (Ibid.) 
Admittedly, it is true that our penchant for a particular conception of citizenship could lead to 
a significant problem stemming from the theoretically and philosophically “non-neutral” 
perspective that we appear to advocate. Using the interrogative form, we could express the 
same idea accordingly: Is it possible to have a “predilection” for such and such a conception 
of citizenship without falling – from an educational point of view – into a form of “civic 
indoctrination” of the young? It is, perhaps, to skirt this question and its attendant dangers 
                                             
8 We can easily cite work which makes use of such theory, across a literature mainly with an 
interdisciplinary perspective. The impact of the theory of deliberative democracy on current 
developments in political philosophy and the philosophy of law is apparent in recent anthologies. 
(Bohman et Rehg, 1997; Elster, 1998; Macedo, 1999) 
9 For several commentators (Duhamel et Weinstock, 2001, p. xviii-xx), the Anglo-American version 
of deliberative democracy is represented in paradigmatic fashion by the theses of Gutmann and 
Thompson (1996), while the Continental European version undergoes its most complete development 
in the works of Habermas (1998, 1997). 
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that some educational researchers preach rather an attitude of “neutrality” in regard to 
citizenship. One cannot here avoid mentioning the position of Michel Pagé, aligned exactly in 
this direction. In effect, this thinker sees citizenship education first as an occasion to present 
“a diverse menu of ways to live citizenship which can be proposed to young people, 
permitting a greater number to find a suitable one for themselves. In making their choice, 
they get to know other ways which, one day, may suit them better over the course of the 
development of their individual political and social consciousness.” (Pagé, 2001, p. 53) 
Following from this, “[a] citizenship education project cannot […] affirm the primacy of a 
given conception […].” (Ibid., p. 50) Yet, on the other hand, this position raises a question 
which is itself very problematic: On what normative basis will we thus be able to evaluate 
Quebec’s new educational policy for citizenship education? On this point, the neutrality of 
Pagé leaves an explanatory void and rejects all attempts to furnish, through rational exercise, 
what might be considered a critical and normative benchmark – that is, an idealized 
framework for thought – in light of which it becomes possible to judge and evaluate work and 
discussion now in progress regarding citizenship education and citizenship. Needless to say, 
we understand very well the reasons which spur certain authors to show themselves neutral, 
asserting the impossibility of opting for any particular conception. In fact, if we take a clear 
position in favour of one or other of the different conceptions, we expose ourselves to the 
question of how to reconcile citizenship education with the necessary neutrality of the 
school.10 
Probably to avoid getting bogged down in one of the deepest controversies regarding this 
much argued-over question, a thinker of liberal allegiances like Brian Barry will go to the 
point of alleging that there is in the end no need to institute any robust method of citizenship 
education from a national point of view (Barry, 2001, pp. 194-249), since the capacity to 
become a responsible citizen in a liberal democracy will develop out of itself through the 
possession of that able dose of general culture which a “systematic instruction” must produce 
intergenerationally: “if we want citizens to be able to participate effectively in politics, what 
they need are skills that a good education will automatically provide: the ability to acquire 
and manipulate information and the ability to present an argument lucidly, both on paper and 
orally” (Ibid., p.228). Beyond this, in taking up here an argument from Harry Brighthouse, 
Barry rejects the relevance even of a “political education,” invoking the principle that a 
“[l]iberal democracy, unlike other forms of government, depends for its legitimacy on 
consent. But the quality of that consent is compromised if it is simply manufactured by the 
state through the school system.” (Ibid., p.231) 
But Barry seems in turn to forget that this fear of heteronomy and of indoctrination within 
education is completely unjustified within a deliberative model of citizenship education, since 
it permits and recommends precisely discussion, evaluation and even revision of different 
conceptions of citizenship in play in a society. We can thereby even overcome the initial 
problem of neutrality, as favouring and choosing a deliberative conception as a normative 
model does not mean denying the diversity of conceptions of citizenship which coexist 
legitimately, on condition, of course, of consent to “the fundamental norm of equality integral 
to all citizens in a democratic society.” (Pagé, 2001, p.50) In fact, it is in defence of such a 
model that Gutmann “recognizes explicitly that certain conflicts concerning social justice 
                                             
10 But it must at the same time be admitted that this question is far from being uniquely one for 
citizenship education; on the contrary, it can be posed at every juncture and for every pedagogical 
initiative: for example, during national elections, should teachers organize debates on the political 
(indeed partisan) issues, the programs of the principal parties and the different competing candidates, 
or instead, on the contrary, adopt a perspective of detachment and neutrality, even completely 
avoiding broaching those questions linked to the electoral opinions and choices and avoiding 
pronouncing on them at all? 
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cannot now (or perhaps can never) be resolved by a universally justifiable collection of 
substantive criteria. These conflicts are much better approached and resolved […] through 
concrete deliberation, through exchange of arguments respecting reasonable differences” 
(Gutmann, 2002, p. 54) Gutmann’s approach overlaps with a deliberative type of model of 
civic education inasmuch as the promotion of democratic participation converges with the 
perspective which states that future citizens be capable of understanding and evaluating 
multiple conceptions of the good life which enter into competition in the society. (Ouellet, 
2000, p. 206) And it would here be difficult – if we really wanted to give all our energy to a 
deliberation supported from generation to generation – to neglect the properly “civic” 
dimension of education (Macedo, 2000, p. 275-279), or again, the necessity for a citizenship 
education based on a deliberative conception upholding the legitimacy of efforts intended to 
inculcate shared political virtues and aptitudes, while leaving to specific communities a large 
share of the questions relative to values and orientation. 
Although an explicit analysis of arguments made in the context of a democracy is not as such 
here presented, all the same we have been able to note the importance that the Board of 
Governors for Education accord to the learning of deliberation,11 via the practice of peer 
discussion. The rationality for the development of the capacity to argue and deliberate 
democratically appears also to be of a “procedural” nature: this is not, moreover, by chance, 
if the Board insists rightly on the notions of “democratic deliberation” and of “regulated 
speech” within the educational process aiming to develop “[t]he capacity to debate one’s 
ideas and those of others” (Conseil supérieur de l’éducation, 1998, p. 23), through the 
participation of each student in discussion exercises on that which should reciprocally be 
demanded, permitted, or defended, within an educational establishment. 
As a consequence, and inspired by the Board’s vision, we suggest that the well-established 
practices of the “democratic school,” of “school-based democracy” or of “democracy in the 
act of learning” (Meirieu, 1995, 1991, 1984; Develay, 1996) developed by a long line of 
educators, would be the ideal context in which to train students into citizenship. Among the 
principal representatives of this dialogical educative approach, the experiments in “self-
government” by students as promoted by John Dewey and Jean Piaget,12 or those of the 
cooperative and institutional pedagogical approach of Célestine Freinet (1994, 1969, 1964, 
1960) and of her school cannot go unmentioned; also relevant to this perspective is the 
method of moral dilemma, notably that which inspired the later works of Lawrence Kohlberg 
(1986, pp. 485-546), in the domain of educational psychology. These approaches – which 
today find an echo in the numerous contributions to educational theory interested to install 

                                             
11 We employ here the notion of “deliberation” in the limited sense of a discursive activity which 
leads back to a (common) resolution of practical (in the Kantian sense) questions. A deliberation can 
be called “practical” when it aims toward a decision; it connects the collective and contradictory 
examination of diverse arguments to the discussion such that one series or other of these arguments 
prevails (for example, for or against a decision). 
12 It is indisputable that Piaget despised passivity in education, thus recalling “the well-known notion 
of self-government. […] To instil senses of discipline, solidarity and responsibility, the “active” 
school makes every effort to place the child in a situation such that he experiences directly these 
mental realities and discovers, little by little, within himself constitutional law. […] By themselves 
elaborating the laws which will regulate discipline within the school, by themselves electing the 
government charged with executing those laws, and by themselves constituting the judiciary power 
whose function is dealing with transgressions, children acquire the possibility of learning by 
experience what obedience to the rule, attachment to the social group and individual responsibility 
are.” (Piaget, 1997, p. 42) 
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a “deliberating community of speech class” (Campbell, 1996, pp. 226f; Young, 1992, pp. 47-
60) – seem to us best placed to develop in students the capacity to take part in the democratic 
processes of deliberation and action, which would be able serve the cause of civic training, 
thus permitting more enriched reflection on citizenship itself. In fact, “[t]he orientation of the 
school towards a type of citizenship education […] and a putting into practice thereof [will be 
capable of] aiding […] reflection on the exercise of power and on the exercise of 
responsibilities within social interactions.” (Crémieux, 2001, p. 121) And regarding this 
maximization of complex and responsible social interactions, reference to the cooperative 
learning movement – for example, the methods of Elizabeth Cohen – could reveal itself as a 
path towards the concretization of “interactional” learning. To stress the point, the idea 
behind a “complex instruction” in cooperation promoted by Cohen is to vary the activity of 
learning as much as possible to the point that even the best in the class cannot possess and 
make use at the same time of all the “multiple skills” required, permitting the establishment 
of more egalitarian, democratic interactions, via the creation of mutual dependency between 
students in terms of completion of an activity the complexity of which extends beyond the 
specialized competence a single person can call on in a given situation. In a word, we all of a 
sudden ask a student to depend on others. (Cohen, 1994, p. 40) 
It is then in this direction that we must point efforts to tackle on a deeper level the problem of 
citizenship education: it is a question of defending the idea that a deliberative conception of 
citizenship derives from that which entails and is demanded by education, in particular the 
demand for “school-based democracy”; conversely, the exercise of “school democracy” 
should serve to support a conception of citizenship and can help us to understand the 
conditions and aptitudes necessary to its practice. Consequently, we believe that is not 
necessary to settle – even though it be of great importance – for a “normative” and 
“deductive” discourse (which moves from a theory of citizenship to pedagogical 
prescriptions13), but that, on the contrary, required also, as part of subsequent work on 
democratic citizenship education, would be adoption of an “inductive” approach which 
departs from already existing practices of school democracy in order to construct or redefine, 
when necessary, the contours of citizenship by democracy,14 meaning that we could not avoid 
being confronted with a self-referential, if still generative, circle: in fact, to close this section 
with the words of Charles Hadji, “to be able to educate democratically in terms of 
[citizenship], would it not be necessary to already live in a democracy, implying the existence 
of citizens already democratically educated into [citizenship]? True democracy could only be 
organized by a truly democratic regime… the existence of which is suspended during an 
education into democracy!” (Hadji, 1996, pp. 7, 8) 

                                             
13 From a normative point of view, Gutmann informs us admirably regarding the fact that an ideal 
conception of “[d]eliberative democracy underscores the importance of publicly supported education 
that develops the capacity to deliberate among all children as future free and equal citizens. The most 
justifiable way of making mutually binding decisions in a representative democracy – including 
decisions not to deliberate about some matters – is by deliberative decision making, where the 
decision makers are accountable to the people who are most affected by their decisions. Deliberative 
decision making and accountability presuppose a citizenry whose education prepares them to 
deliberate, and to evaluate the results of the deliberations of their representatives. A primary aim of 
publicly mandated schooling is therefore to cultivate the skills and virtues of deliberation ” (Gutmann, 
1999, p. xii-xiii). This position describes in a paradigmatic way what citizenship education based on 
deliberative democracy should be: the shaping of citizens capable of deliberating together.  
14 We pay here entirely ready recognition of the place of François Galichet who, through his fertile 
comments, brings our attention to how pertinent can be such reflection on citizenship education which 
is at the same time inductive and deductive. 
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It must be said that these observations alow us to draw attention to two other correlates. First, 
the inductive method has acquaintances with historical thinking when it studies the many 
ways in which social problems are (or not) posed and resolved, and assesses the proposed 
solutions in relation to the evidential basis upon which they rest (Ethier, 2004). Second, the 
true democracy might mean a reciprocal society where human and natural resources are allot 
and production is set up by all humankind through deliberation with the intention of 
actualizing each one potential while having in mind durable development and equity. This, of 
course, counter-opposes to the class content philosophy of “equal possibility of obtaining 
inequality” that permeates capitalism and flows from its economic foundations, social 
relationships, and regulative norms. 
3. The Development of Aptitudes for Deliberative Citizenship: The Teacher Challenged 
within His Training 
As for, more specifically, the situation in Quebec, as is known, we are presently (and will 
continue to be) moving from the exercise of citizenship to a specific kind of apprentice 
(especially in the secondary system where it will no longer only be a question of developing a 
so-called “transverse” competence as is the case at the primary/elementary level, but also 
competence of a more “disciplinary” nature) which must be integrated, to a great extent, into 
the teaching of history. (Groupe de travail sur la réforme du curriculum, 1997, p. 62) This is 
why, in the language of the reformers, we now speak of offering students a new type of 
formal instruction bearing on citizenship education. Obviously, this teaching includes (and 
will, by its very nature, always include) a mandate for intergenerational transmission of 
properly institutional, structural, cultural, historic and national knowledge serving as basis for 
state organization of law and of democracy and of their durability in and relevance to 
contemporary Quebec: as the Working Group on Curriculum Reform recommended in 1997, 
in its program, the study of institutions and their functioning (birth and development of types 
of democracy, functioning of political, judiciary and administrative powers), the rights of the 
person (instruments related to human rights, their mechanisms of protection), of the 
mutability of social relations (modes of living, collective values) and of issues of intercultural 
and international understanding (local, regional, national and even supra-national aspects). 
(Ibid.) 
But in this context, we notice at the same time a rather strange situation which will do 
nothing to aid effective installation of a citizenship education program. Knowing even that it 
will be seen as bearer of the symbols of the State as state and as a primary force responsible 
for the transmission of that knowledge linked to the concepts and principles of citizenship – 
more or less clear and precise from a theoretical and conceptual point of view – capable of 
being differentiated into meanings that are multiple, changing and dependent on those 
interpreting them, the student undergoing initial teacher training in Quebec’s universities 
presently receives too little (or sometimes receives precisely no) specific training in this 
domain of citizenship studies (primarily composed of different streams of political theory, 
their conceptions of citizenship and their educational implications).15 This requires, however, 
the contribution of new content (associated with issues implicit to the education of the future 
citizen and to the complex challenges of such an education) and of new professional practices 
(connected to the great responsibility that a future teacher has as communicative agent of this 
content).16 Faced with this requirement – that the school provide “to the student the 

                                             
15 Let us mention also that several European researcher-educators have been led to make essentially 
the same assertion for the European circumstance. (Tschoumy et Buffet, 1995, p. 109-179).  
16 This perspective to the effect that teacher training is manifestly inadequate in proportion to the 
teacher’s new role in regard to citizenship education is expressed succinctly within this book: Quelle 
formation pour l’éducation à la citoyenneté ?, edited by Ouellet (2004).  
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privileged tools for social integration, which allow comprehension of the most important 
aspects of the functioning of societies and the organization of territories” (Ministère de 
l’Éducation, 2000, p. 267) – some will still respond by asserting that it is not always 
necessary to offer formal teaching about citizenship to children and that, beyond this, we 
could be satisfied with the idea of a “hidden curriculum,” notably in the framework of 
university education programs; for example this is Gutmann’s position (1999), one for which 
she is well-known since the appearance of her book Democratic Education. And even if 
Gutmann reiterates several times that the development of aptitudes for deliberative 
citizenship is a necessary precondition for a civic education adapted to democratic society, 
she defines this educational task as being at times “unintentional” (operating in a sense by 
indirect methods), to the degree that the skill for deliberation can be inculcated without 
entirely self-aware or deliberate intervention: this insistence on deliberative citizenship, she 
writes, is not to imply that “cultivating deliberative citizenship should be the focus of all 
educational institutions or all educators. Parents, the primary educators of children, need not 
focus on educating their children for citizenship. Universities need not primarily aim at 
educating democratic citizens. Deliberative citizens may be the unintended by-product of 
educational efforts that aim at something else. A good liberal arts education, for example, is 
likely to cultivate many deliberative skills and virtues out of a commitment to critical 
inquiry.” (Ibid., p. xiii-xiv) 
Nevertheless, a positive assessment of such a hidden curriculum as so described, while 
interesting, should not distract us or lead us to deny the fact that one finds also indicators that 
give us the inkling that an important relationship exists between the university curriculum 
and degree of citizen participation (a type of engagement that one can certainly hope to find 
among teachers who, for the most part, carry on their shoulders the responsibility for 
citizenship education); this, at least, was demonstrated to be the case by an American 
investigation conducted over the course of the 1990’s of several thousand undergraduate 
students most of whom were aged between 22 and 25. (Nie et Hillygus, 2001, p. 30-57) As a 
common sense hypothesis might suggest, students taking social science and humanities 
subjects were more involved in the political sphere and in civil society than those studying 
engineering, business or even education. (Ibid., p. 46-47) This difference appeared to show 
itself in several domains: rate of electoral participation, voluntary and community service, 
involvement in political parties, etc. For example, the effect of the social science curriculum 
on the community service dimension translates into a great improvement in individual 
involvement in voluntary and civil society activities, situated somewhere between the poles 
of family and the State (as is the case for the social causes promoted by charitable 
organizations): the number of hours devoted to community service tended on average to triple 
and even quadruple – an increase in hours reserved for civic and community voluntarism 
being correlated to the quantity of credits accumulated in the social science domain. (Ibid., 
pp. 34, 48) To this could also be added the relationship between degree of political 
engagement and development of verbal aptitude (that is, argumentation): parameters of 
discussion and persuasion (linked notably to political allegiances as well as to choice of 
parties and of candidates) are generally considered in the analyses of political participation as 
an important indicator of civic and political engagement. (Campbell, Converse, Miller and 
Stokes, 1960; cited in Nie et Hillygus, 2001, p. 35) “Although political discussion does not fit 
the classic definition of political participation – an attempt to influence government policy or 
the selection of government leaders who make that policy – it is nonetheless an important 
characteristic of democratic citizenship”; the desire to discuss and to persuade regarding 
political issues reveals “both an individual’s level of political interest and his or her degree of 
political engagement,” if this desire “represents the attempt not only to defend one’s interests 
and preferences but also to get someone else to share and pursue those same interests.” (Ibid.) 
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It is in this sense that Murray Edelman, who has never ceased to insist on the importance of 
language in politics, affirms that “language is an integral facet of the political scene: not 
simply an instrument for describing events, but itself a part of events, shaping their meaning 
and helping to shape the political roles officials and the general public play.” (Edelman, 
1977, p. 4; cited in Nie et Hillygus, 2001, p. 42) 
Certain recent empirical studies – concluding thus that “verbal aptitude and a social science 
curriculum each seem to have an independent direct influence on political engagement and 
behaviour” (Ibid., p. 48) – clearly concur with a strong assessment of the dimensions of social 
understanding and especially of dialogical competence within the framework of training 
teachers to teach citizenship education, an emphatic and especial component of our own 
conclusions. 
Conclusion 
While liberal thought centres principally on education in subjective rights (and in their 
juridical mechanisms of protection) and the republican tradition supports rather the notion of 
a “virtuous” education guided by the value of active devotion to the public interest, we have 
suggested the idea that a deliberative conception of citizenship might be extended to 
pedagogy via a model of civic training characterized by a dialogic approach. To simplify for 
purposes of the limited constraints of this text, let us say that a model of citizenship education 
oriented toward this dialogical approach refers generally to the idea that the exercise of a 
form of direct and participative democracy in the school – stimulating a free exchange of 
ideas and of points of view through procedures of argumentative discourse – constitutes the 
ideal framework for training in citizenship in the context of a democracy founded on public 
deliberation. In other words, to promote a deliberative model of civic training is to recognize 
that, even within classroom settings, mutual understanding between participants comes at the 
price of argument, the future limits of which are a fully-constituted political community itself 
based on discussion. (Porcher et Abdallah-Pretceille, 1998, p. 113) 
We find that there are certain procedural and conversational conditions which are constitutive 
of a deliberative conception of citizenship, from which we can derive the prescriptive 
preconditions for a model of citizenship education. These preconditions can be translated into 
requirements for a pedagogical program. Effectively, a model of civic education the inter-
subjective dimension of which takes the deliberative conception as starting point must 
include at the minimum arrangements both for procedure and for discussion. We thus allow 
here for a concise formulation of these elements which must be integrated into a civic model 
of education which aims to stay true to such an active approach, but we insist also on the fact 
that this type of pedagogy requires principles which, arising out of theoretical reflection as 
they do, can never really be produced in some pure state in the real world and in the ever 
approximate application of our ideas: 
Procedural Requirements 
In a deliberative educational context oriented according to specific elementary procedural 
conditions (symmetrical and equal treatment of concerned parties, absence of arbitrary 
internal and external constraints, etc.), students determine their own communal and reciprocal 
expectations, such that only the best argument can serve as instrument of proof of validity of 
a claim to normativity or prescriptiveness. 
Discussion Requirements 
These young learners, with the teacher (and with his or her help) become full-fledged 
participants in a discussion in which they learn little by little to deliberate together (which is 
to say, to discern the pertinent characteristics of conflict-based discussion and to weigh all 
pros and cons before making collective decisions that have the strongest possible basis), in 
order to produce for themselves inter-subjective acts of agreement. 
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By doing this, as preconditions both of possibility and effectiveness for deliberative 
citizenship education, the teacher will have him- or herself to be in a position to provide in 
very precise manner a sequence of steps for argumentation which delimit conflict-based 
situations up to the proposition of argued-for solutions. We conclude therefore that it reveals 
itself as self-evident that it is essential, and this should be obvious to all, that, within the 
desired framework of a deliberative form of citizenship education, the (future) teacher 
develops this type of competence in dialoguing before himself demanding this from his 
students. 
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After decades of totalitarianism and social oppression under a communist regime, 

in the last decade of the 20th century Romania experienced a sharp transition to a market 

economy and a democratization of social and political life. In this new environment, the 

first private higher education institutions were established as a necessity to answer critical 

demands of the society and the new market-oriented economy. In a relatively short time, 

new specializations became highly sought on the job market (lawyers, economists, 

computer programmers, accountants etc.). The public higher education system, like all 

the other state-controlled segments of society, was very slow to adapt to these new trends, 

and at the time was struggling with its own transition and transformation. 

This situation created great opportunities for the newly formed private institutions 

and they rapidly proliferated. This trend continued even though the initial need for more 

specialists in some areas was no longer of actuality. On the contrary, the multiple forms 

of private higher education units created, supersaturated the job market with scores of 

graduates, many of them lacking the basic knowledge required to support their diplomas. 

The Romanian government and the political class in general were completely unprepared 

for such developments and were faced with difficult problems in trying to regulate and 

administrate this phenomenon. In particular, specific mechanisms were needed in order to 
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distinguish between serious private institutions and pseudo-universities that were selling 

diplomas to every high-school graduate willing to pay a specific amount of money. 

This was the general environment in which the accreditation process was 

introduced, and because of the immediate need for such procedures, many problems were 

encountered. The implementation of accreditation had a significant impact on a national 

scale especially considering its initial unregulated character, the proliferation of private 

institutions, and the undeveloped apparatus of assessment and evaluation in higher 

education. 

The accreditation process was specifically designed to encourage the 

development of high quality educational institutions, adapted to the new society and 

flexible towards the quick changes in the market-oriented economy. In the same time, 

accreditation was meant to restrict the uncontrolled proliferation of enterprises that did 

not offer a solid educational product to the consumers. Overall, accreditation was 

designed to steer the development of the educational system, public and private, in the 

right direction, toward high quality and standards comparable with the ones existing in 

the developed countries. 

The present study is aimed at analyzing the process of accreditation and its impact 

on the development of private higher education institutions in Romania. From the 

published literature, as well as the interviews conducted during a 2004 visit to Romania, 

several conclusions can be drawn. For the private universities that were subject to this 

study, the complete accreditation process took an average of twelve years. Based on the 

length of this procedure, it can be concluded that either the institutions struggled to match 

the required standards, or the mechanism for accreditation set very high standards that 
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were impossible to be achieved in a shorter time. After analyzing the interviews with 

both private university rectors and governmental officials, it is obvious that both these 

factors contributed to a very slow outcome. The rectors’ statements revealed the initial 

shortcomings, the lack of infrastructure, professional teaching staff, and the inexperience 

in designing curricular programs. Nonetheless, some of them managed to overcome the 

initial barriers, sometimes with help from local authorities or other universities. In time, 

the tuition money was reinvested and the universities developed.  The success of their 

graduates attracted even more applicants to the private system. 

The interviews offered valuable details concerning several aspects of the 

accreditation in Romanian higher education. The accreditation process, in spite of the 

initial problems and flaws, served a stringent necessity, and all the rectors interviewed 

agreed that its introduction stopped the rapid deterioration of the educational environment 

and contributed to the development of high quality private institutions. Accreditation 

encouraged competition between private universities, and also in a later period, between 

the best private universities and the public ones. In addition, accreditation served as a 

protector of the student/consumer interests and stopped the proliferation of low quality 

educational enterprises. Overall, the introduction of accreditation standards, that all 

private universities were required to meet, guided them toward offering a higher quality 

educational product and encouraged them in better serving the students’ needs. 

Of special importance are the requirements concerning the teaching staff that 

forced the universities to have their own stable and highly specialized group of 

professors, and restricted the number of different universities one professor or lecturer 

can teach at. Also very important are the requirements concerning the infrastructure of 
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the universities applying for accreditation, their administrative organization, the quality 

of the curricula and textbooks used. Last but not least important, the requirements related 

to the final graduation examinations were intended to ensure that graduates are well 

prepared and deserve to obtain a nationally recognized diploma. All these standards 

imposed by the accreditation process encouraged the development of high quality private 

universities, some of them currently being able to successfully compete with the best 

Romanian state universities. 

In spite of all the advantages accreditation had on the private and public sectors of 

higher education, there are several aspects that need to be improved. Many of them were 

revealed during the interviews with the rectors from private institutions. The most 

criticized is the lack of state financial support for private higher education institutions. 

Even though private universities are entitled by law to receive public funds for research 

activities (research grants), none of the analyzed institutions received any type of state 

funding. The amount of money the state has available for private universities support and 

the modality of institutional selection remain obscure. Moreover, the introduction of a 

high level of taxation on private universities’ profit, through a governmental ordinance 

and not an organic law voted by the Romanian Parliament, further inhibits the 

development of the private sector and was highly criticized by all the rectors interviewed. 

Some of the rectors also considered the pre-imposition by the National Council 

for Academic Evaluation and Accreditation (NCAEA) of each university’s matriculation 

figures to be restrictive and to contradict the principle of university autonomy. On the 

other hand, the same factor could also be an accelerator in selecting the best higher 

education institutions from both sectors. Some governmental officials and state university 
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rectors considered that this measure was necessary in order to make sure no institution 

enrolls more students than it can properly train, for any given specialization. The overall 

effect of this relatively new strategy, initiated in 2002, will be however easier to analyze 

in the future. 

The 1994-2002 NCAEA activity report stated that the private higher education 

sector became a real competition for the public sector, especially after the 

implementation of the dual-track tuition in state universities. The state universities’ desire 

to compensate the insufficient budgetary financial resources, led to a proliferation in the 

number of public university students who had to pay for their tuition. Several interviews 

revealed that the overabundance of this new category of students quickly contributed to 

the overall decrease in the quality of the public education, even though more funds were 

available, and also had a complex influence on the development of the private sector. 

First, this measure made private universities more competitive, the tuition charged by 

some private universities being actually less than the newly introduced public university 

tuition. Secondly, this measure however attracted to state universities candidates that 

would otherwise enroll into private ones, thus sharply reducing the number of applicants. 

It is envisioned that some of the private universities, even accredited ones, will disappear 

as a result of the harsh competition. Some will only survive if they manage to improve 

their curricular activities, and introduce attractive programs that are not offered in the 

public educational system. In order to counterbalance the negative effect of the future 

disappearance of several private universities, the NCAEA considers several lines of 

action. The first one resides in the introduction of higher education clusters as a result of 

the reunion of private and public tertiary education units, based on individual signed 
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agreements. The second possible line of action would be the generalization of tuition in 

higher education, following a system currently used in many developed countries, 

including the USA.  
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INTRODUCTION/RATIONALE: 

The shortage of transplantable organs and tissue in Ontario is not a novel notion 

either within or outside the health care sector, however the gravity of the problem is 

never fully comprehended by the majority of the population.  To highlight the seriousness 

of the issue, 242 Canadians died while waiting for a life saving transplant in 2004, with 

over 120 of those deaths in Ontario (Trillium Gift of Life, 2005).  The number of 

available donors for a kidney transplant was 427, with approximately 1288 individuals 

awaiting a transplant.  This state of affairs often has people waiting an average of five to 

six years for an organ such as a kidney to become available.  While these individuals 

await their transplant, some require expensive maintenance treatments such as dialysis- a 

form of treatment often necessary for individuals who have undergone kidney failure.  

This directly places an added economic burden on our health care system.   

The issue of organ and tissue donation scarcity and its effect on the general 

wellbeing of the population dominates both lay and medical discussions regarding 

transplantations.  These discussions flow from the policy level to those immediately 

involved, such as donor families, recipients, their direct caregivers and other health 

professionals involved in their overall care (Siminoff & Chillag, 1999).   

 

Trillium Gift of Life Network 

 The Trillium Gift of Life Network (TGLN) is the agency in Ontario responsible 

for increasing organ and tissue donation across the province and improving all processes 

and functions related to organ and tissue procurements.  As outlined by the Trillium Gift 

of Life Act, the network’s mandate includes: 
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- To help plan and promote activities related to organ and tissue donation for 

transplant purposes.  

- Coordinate the work of designated facilities and centres in connection to 

organ and tissue donation and transplant. 

- The establishment and management of waiting lists for organ and tissue 

transplants. 

- Facilitation of the appropriate information to interested families willing or 

considering organ donation. 

- Provision of education to the public and health care community about organ 

and tissue donation (Trillium Gift of Life Network, 2002). 

 

In an overall effort to increase organ and tissue donation in Ontario, TGLN instituted five 

main initiatives in 2004 aimed at achieving its outlined objectives.  These included: 

 

- The implementation of routine notification and request (RNR) by 2006/07.  

This strategy will require every hospital in Ontario to report every death to the 

TGLN.  These reports will facilitate the accurate identification of a potential 

donor (Trillium Gift of Life Network Report, 2004/05). 

- Organ donation after cardiac death (DCD) will be an option for families of 

patients who have decided to withdraw life support after there has been a 

determination by the physician that there exists no positive long-term 

prognosis for recovery, and for those patients who do not necessarily meet the 
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criteria for neurological death (brain-dead).  The introduction of DCD in the 

United States has been widely accepted and donation rates have increased by 

roughly 20 percent. (Trillium Gift of Life Network Report, 2004/05). 

- Effective training for all TGLN in-hospital coordinators to add a value-

positive approach to organ donation.  These coordinators will be trained to 

support donor families while advocating for the almost 2000 individuals in 

Ontario who continue to wait for a transplant (Trillium Gift of Life Network 

Report, 2004/05).   

- The implementation of “First Things First,” the United States breakthrough 

collaborative.  This is an initiative that utilizes evidence-based strategies 

implemented by both hospital staff and organ procurement agencies such as 

TGLN with a special focus on performance improvements and outcomes.  

This initiative involves the sharing of ideas through a network of teams 

spanning numerous sectors, with the aim of building on each others success 

(Trillium Gift of Life Network Report, 2004/05). 

- Increased education and awareness of organ and tissue donation to all 

Ontarians, focusing on the gravity of the waiting list times and the benefits of 

organ donation (Trillium Gift of Life Network, 2004/05). 

 

LITERATURE REVIEW: 

Ontario’s current perspective on Organ donation 

The mandate to increase organ and tissue donation through increased educational 

initiatives is one that requires much thought and consideration.  This stems from the fact 
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that according to recent surveys conducted in Canada, although the majority of Ontarians 

are in favour of organ donation, the actual number of people who have signed a donor 

card is low (Trillium Gift of Life Network, 2005/06).  In 2004, TGLN commissioned 

Navigator Ltd. to conduct a survey of Ontarians attitudes towards organ and tissue 

donation.  This survey was designed to explore Ontarians donation intentions, awareness 

of donation processes and information needs.  A telephone survey was conducted with 

603 respondents using a random digit dialing technique with a proportionate province-

wide sample.  A sample of this size provided a margin of error of 3.99%, 19 times out of 

20 (Trillium Gift of Life Network, 2005/06).  The survey revealed that 77% of Ontarians 

indicated their willingness to donate their organs for transplant.  Only 66% of Ontarians 

indicated they would be likely to donate a family member’s organs even if they were 

unsure of the family member’s wishes, while 94% were either likely or somewhat likely 

to donate a family member’s organs when they were aware of the family member’s desire 

to be a donor (Trillium Gift of Life Network, 2005/06).    

Further results of the survey indicated that 85% of the respondents would accept 

an organ transplant if they had a life threatening disease that could only be treated by a 

transplant.  Virtually all Ontarians (96%) agreed that it was important to discuss the issue 

of organ donation with family members, but only 44% had actually done so (Trillium 

Gift of Life Network, 2005/06).  This gap in communication between individuals and 

families regarding their intention to be a tissue or organ donor is one that must be 

addressed, and a primary method in doing so is via education in secondary/post-

secondary schools and community settings. 
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Organ Donation Promotion in Schools/Adult Education 

 It is essential to assess the knowledge and opinions regarding the process of 

human organ and tissue donation prior to developing reasonable and targeted 

educational/instructional tools to address any shortfalls within the population.  Targeting 

individuals at an early age may prove to be the most effective means to attain the highest 

positive outcome in organ donation numbers.  It is obviously preferable and more 

effective to discuss donation where rational and thorough discussions can take place, 

such as in the classroom or at home, rather than at a time of grief in the hospital setting 

(Trillium Gift of Life Network, 2005).   

Little research has been conducted to gauge the knowledge and opinions 

regarding organ and tissue donation among teenagers.  In multi-cultural centers like the 

United States and Canada, there exists the potential for great disparity among different 

ethnic groups regarding their attitudes towards organ donation. A Gallup survey in 1992 

performed in the United States indicated that individuals who were young and less 

educated were less inclined to choose to be organ donors (Gallup Organization, 1993).  

These results contrast those demonstrated in a study performed by Sanner (1998), in 

Sweden, which found a more positive take by youngsters on the issue of organ donation 

compared to the adult population.   

  In a study conducted among college students in the United States by Rubens 

(1996), it was observed that Asian-Americans, Hispanics, whites and international 

graduates reported more positive attitudes towards organ donation than African-

Americans.  A similar study was conducted by Spinger et al, (1999), focusing on students 

attitudes and opinions about organ donation in a single high school.  This study clearly 
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showed the general unwillingness of ethnic minority students to become organ donors 

when compared to their Caucasian counterparts (Springer et al., 1999).   

 In an effort to “form minds while they are young” the Trillium Gift of Life 

Network in Ontario is currently developing a program geared towards the promotion of 

organ and tissue donation in the school system.  The relationship between TGLN and the 

Ontario School Board Association has blossomed over the last few years.  In addition, 

post-secondary student associations from 15 institutions have embraced Trillium Gift of 

Life Network’s ongoing promotion of organ donation (TGLN, 2005).  These two 

initiatives can be seen as positive steps aimed at improving the per capita rate of organ 

donation in Ontario.  

 

Factors influencing opinions on the topic of organ and tissue donation 

Dr. Callender, a transplant surgeon from Howard University School of Medicine 

highlighted five major obstacles to organ and tissue donation.  They include lack of 

awareness, religious myths, distrust of the medical community, fear of premature death 

and racism (Callender et al., 1982).  Despite these obstacles, community-based 

educational programs such as the DC Organ Donor Program (DCODP) and the Dow 

Take Initiative Program have helped address most of these fears (Callender, 1997).  

These initiatives have developed into the formation and implementation of the National 

Minority Organ/Tissue Transplant Education Program (MOTTEP), a program initially 

targeting the African-American population now covering other ethnic minority groups 

within the United States (Callender, 1997).   
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Role of Community Education 

There is no underestimating the influence of family and the immediate 

community on the formation of individual opinions regarding the topic of organ donation.  

The best way to influence individuals living in minority communities is therefore to use 

of their own as an example.  This method has already been used and its success well 

documented within the African-American community.  Ethnically similar individuals 

who are transplant recipients go into the communities from which they hail with their 

families and other health professionals.  Here they are empowered to educate others with 

personal testimonies, which have proven to break regular obstacles to donation 

(Callender, 1997).    

Religious and cultural beliefs are core issues that must be properly addressed 

when undertaking promotion activities related to organ donation.  Although most 

religions have no objections regarding organ donation per se, people who practice these 

religions tend to use that as an excuse to exempt them from such duties.  For example, in 

one survey, African Americans were more likely than Caucasian Americans to believe 

that organ donation is against their religion (Simionoff, 1999).  Superstitious notions of 

death may be a cause for preventing discussions of such topics among families and 

communities.  A study conducted by Braun et al. (1999), showed that family discussion 

may play an important role in the formation of positive or negative attitudes towards 

organ donation.  In this study, it was reported that in some Asian-American cultures, 

family members do not openly discuss death (Braun et al., 1999).  Another issue related 

to religion is the importance many cultures attach to being buried “intact”, without being 

cut open and altered (Siminoff, 1999).   
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The two other factors raised as obstacles to organ donation, fear of premature 

death and distrust of the medical community, and go hand in hand.  In the United States, 

the public’s level of mistrust with the health community has been high, despite recent 

improvements.  A poll of randomly selected 318 white respondents and 126 African 

American respondents showed 21.2% of white respondents agreed that physicians were 

less likely to save their lives if they were known to be organ donors.  This percentage was 

much higher, 37.9%, with African-American respondents.  Such mistrust has its origins 

in the negative past experiences of slavery and unethical experimentation performed on 

individuals as recent as this century (e.g. Tuskagee Experiment).  A great deal of 

investment must be made to bridge the mistrust that has existed over the years. 

 

RESEARCH QUESTIONS/OBJECTIVES: 

For my research project, the following issues will be studied and addressed: 

1. Highlighting factors that hinder adult and community education for the 

Trillium Gift of Life Network organ donation program in Ontario. 

2. Comparing the per capita donation rate of different cities and regions in 

Ontario, exploring reasons behind any differences and strategizing how 

education can be used as a tool to bridge these gaps. 

3. Exploring the educational strategies that the Trillium Gift of Life has 

implemented in assisting them to fulfill their mandate. 

4. Performing a critical appraisal of the effectiveness of these educational tools 

and strategies of the TGLN in community outreach programs, and obtaining 

feedback from members of these targeted communities.   
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METHODOLOGY: 

 This study design will be of an observational, non-interventional nature with both 

qualitative and quantitative components.  Two to Four (2-4) informal interviews will be 

conducted with educators who specialize in encouraging organ donation in both health 

professionals as well as in the general community in order to evaluate the challenges they 

face in promoting organ donation in these two distinct groups.   

Four to Six interviews will also be performed with participants attending 

educational sessions organized by the Trillium Gift of Life to get a clearer understanding 

of their views on organ donation as well as their take on the usefulness of educational 

programs and strategies in improving the donation rate.  At these forums, surveys used 

and validated by the Trillium Gift of Life to determine the effectiveness of their 

educational methods and approaches to organ donation will also be distributed and 

information collected in order to complement the data collected from the interview 

sessions.   

All interviews will be audiotaped with occasional notes taken to record non-

verbal behaviours.  During the interviews, participants will be asked to comment on a set 

of standard questions designed to elicit thoughts and attitudes towards defining and 

evaluating the usefulness of organ donation.  The audiotapes will be transcribed and 

coded for themes according to a qualitative research method.   
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IMPLICATIONS: 

 Change is never an easy task to under take, even though the deed may be noble 

and just.  From the literature highlighted above, it is obvious that the task of improving 

organ and tissue donation must be tackled, but after thorough deliberation.  Ontario, 

possessing multi-cultural cities similar to the United States, no doubt faces similar 

obstacles in promoting this venture.  It may be wise to utilize similar tactics as 

undertaken in the United States to improve organ donation in minority communities, such 

as involving community members in the planning and implementation of various 

strategies aimed at increasing minority donation rates (Callender, 1997).  However, there 

may be notable differences between the situation in Ontario and the United States.  The 

scars of slavery and racial inequality, although existent in Canada, does not appear to be 

as significantly embedded in the Canadian culture as it is in many minority groups in the 

United States.  In addition, due to Canada’s universal healthcare and drug subsidy 

coverage, all patients who require a transplant and are eligible would receive a successful 

outcome if only an organ is procured.  In the United States, there is potentially the added 

issue of a patient unable to afford the transplant even if an organ is available.  Therefore 

it is conceivable that in the United States people would be less likely to donate even if 

they are aware of the need to procure organs, as they may think that finances would play 

a significant obstacle for recipients regardless of the availability of an organ.  

With the ever increasing amount of stress on our health care system from 

individuals sustained by long-term care practices such as dialysis, and where 

transplantation can be seen as the most beneficial outcome for both patient and citizen, 

the need for proper and thorough education regarding the benefits of organ donation 
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within all communities cannot be overemphasized.  However, it must be emphasized that 

education alone cannot ameliorate the effects of cultural and/or religious beliefs and their 

biases on the subject of organ and tissue donation.  It is equally important to educate the 

organ donation promoters and healthcare professionals about the depth and meaning of 

culture, and explore ways to respect the differences that exist in our communities.  Only 

then will we be able to make any substantial headway in this area (Bowman, 2004).   
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Abstract 

 The purpose of this study was to employ a qualitative approach to gain the individualized 

perspectives and thoughts of novice teachers on the challenges faced in their first years of 

teaching as well as the supports, if any, that are in place to assist them. Graduates from a two-

year pre-service education program were surveyed and three cases were further investigated to 

investigate new teachers. This study reveals that novice teachers report difficult placements, 

wage dissatisfaction, lack of leadership on the part of the administration, and insufficient 
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mentorship programs as primary challenges in their initial years of teaching.  Participants cited 

successful board-level mentorship programs comprised of experienced teachers, divisional 

meetings, professional development, greater familiarity with report card writing programs, split-

grade training, and wages that are reflective of teaching duties and demands as essential changes 

to improve and ease the transition to teaching. 

Keywords: New teachers, mentoring, transition to teaching, pre-service programs, 

elementary schools, professional development 

Introduction 

Over recent decades, several studies have documented that an alarming number of 

teachers are leaving the profession.  In effort to shed light upon the attrition rates among novice 

teachers, research studies note some of the recurring themes and patterns in the experiences of 

teachers entering the profession.  Recent studies report that certain indicators proved to be most 

prominent in leading novice teachers to resign from the profession.  They include societal 

attitude toward teachers, financial issues, time scarcity, workload, working conditions, and 

relationships with students and parents (McCoy, 2003).  Still other studies cite the teaching 

profession’s inability to induct beginners gradually as a prime reason for the high rate of teacher 

turnover (Croasmun et al, 1997).  In the teaching profession, there exists few opportunities for 

intern or trainee experiences.  In fact, novice teachers generally have full teaching 

responsibilities, many for which they received no prior professional training.  Generally, they 

must also attend classes simultaneously and have limited expert supervision while teaching 

(Shulman & Colbert, 1989).  

New teachers report high levels of stress and job insecurity (OCT, 2003).  The first and 

second year Ontario teachers surveyed felt the hiring process was both awkward and complicated 
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and in many instances reported the need to combine partial assignments to create full time 

teaching jobs.  New teachers who were coping with assignments in combined grades, special 

education or grades with provincial testing reported they were ineffectually prepared for such 

positions and felt unable to teach the new curriculum (OCT, 2003).  Moreover, among these 550 

first year teachers surveyed by the Ontario College of Teachers (2003) less than half reported 

satisfactory classroom resources and in-service professional learning.  

The purpose of this study was to employ a qualitative approach to gain the individualized 

perspectives and thoughts of novice teachers on the challenges faced in their first years of 

teaching as well as the supports, if any, that are in place to assist them.  The intent of this 

undertaking was to inform school administrators, policy makers and educators about the 

challenges that pervade the teaching environment of novice teachers and shed light on the types 

of supports needed to ease the transition of beginning teachers to ensure they continue to develop 

and refine the knowledge and skills requisite to success in the teaching profession.   

Reports indicate that novice teachers cite confusion, late hiring, poor communication, and 

allegations of unfair hiring practices as common experiences at the outset of their careers.  

Further research identifies well-planned induction programs with mentorship opportunities as the 

key to mitigating attrition rates.  Two California based schools which boast established induction 

programs with attrition rates of 5 of 148 and 1 out of 46 respectively are cited as evidence to 

support this (Black, 2004). 

While incentives and resources to support induction and mentoring are insufficient in 

Ontario schools, this problem is compounded by the fact that teaching-related commitments 

leave little time for mentors and novices to engage successfully in consistent and meaningful 

mentoring relationships.  Among the suggestions put forth by the Ontario College of Teachers 
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are intensive summer induction programs with paid opportunities for guided planning and 

orientation to novice teachers, release time to receive feedback and plan with mentors, 

observation and team teaching with mentors and experienced teachers, and release time for 

administration for mentoring and leadership roles. 

Challenges for First Year Teachers 

 Research indicates that there exists minimal support to help first year teachers navigate 

through the difficulties they are faced with as they enter the profession.  The OCT (2004b) 

documents that “no overall progress is evident with respect to providing new Ontario teachers 

with mentoring, orientation or other formal programs to support their entry to the profession” (p. 

3).  It further reports that only one in six first year teachers (16.8%) participated in a formal 

mentoring program (OCT, 2004b).  Furthermore, only 17% of new teachers were assigned an 

experienced teacher mentor and even among those who reported holding a regular teaching 

assignment only 29% were involved in a mentoring program. Of the one in five who reported 

that they had received formal or informal mentoring, only half said the experience was 

satisfactory or somewhat satisfactory (OCT 2004a).  One central Ontario grade 3 teacher shares 

her early experiences:  “I would have had a much better start if there had been more 

administrative support when I first started teaching. I walked into a class with no resources and 

had three days to find my own resources with no money.  There were no supplies and staff were 

too busy to help me, though they tried” (McIntyre, 2004, p. 2).   

It appears that many first year teachers can identify with these or similar experiences as less 

than half of the first year teachers surveyed (47.3%) gave positive marks to their employer’s 

orientation and in-services (48.8%) and more than two in five (42.2%) gave a negative account 

of the resources made available to them (OCT, 2004b). 
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In light of the lack of formal job-entry programs, it is not surprising that informal supports 

are significant during the first year.   First year teachers praised the informal supports received 

by local school administrators (79.4%), teacher colleagues (90.6%), family and friends (94.6%) 

and their students (83.7%).  First year teachers, according to the results of the study, also value 

their pre-service education courses and practice teaching (OCT, 2004b).  While most of the 

teachers surveyed considered themselves well prepared for teaching, confident in their abilities, 

satisfied with their first year in the profession and optimistic for their professional future, stress 

was a significant factor for most (71.1%).  Among the most stressful factors were the challenges 

inherent to the first year teaching assignment (88.2%) and perceived job insecurity (57.3%) 

(OCT, 2004b). 

The OCT (2004b) also asked new teachers to consider the professional development 

priorities that would improve their confidence, competence and professionalism as teachers.  The 

results of the research indicated that new teachers’ first priority was mentoring (OCT, 2004a).  

These novice teachers, who clearly expressed the need for constructive feedback and support 

from principals and vice principals and the opportunity to network with other teachers, 

considered the benefits of mentorship to encompass collaboration, feedback, observation and 

sharing with experienced colleagues (OCT, 2004a).  Professional development focused upon 

immediate teaching skills including instructional planning and classroom management was a 

secondary priority for many first year teachers seeking to gain expertise in meeting the myriad of 

student  needs in their classroom (OCT, 2004b).  According to the survey, the teachers’ third 

priority was focused upon assessment, evaluation and reporting to parents.  Specifically, new 

teachers who were struggling with combined grades, special education teaching assignments or 

the teaching of grades with provincial testing felt they were inadequately prepared for these 
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positions and considered themselves incapable of appropriately delivering the new curriculum 

(OCT, 2004a). 

The OCT survey of second year teachers further indicates that while only 1/3 of second year 

teachers report regular participation in a formal mentoring program and more than 42% give 

negative marks to the resources available to them, they, like their first year counterparts, praise 

informal support from local school administrators, teacher colleagues, family and friends and 

their students (OCT, 2004b).  Approximately half of second year teachers surveyed reported less 

work-related stress and greater confidence in their job security (McIntyre, 2003). 

Support for New Teachers 

OCT (2004a) reports that planned and sustained support for novice educators through an 

induction program not only eases their transition from pre-service to professional but is essential 

in mitigating teacher attrition.  Furthermore, this document reveals that the provision of a mentor 

is the most significant and cost effective intervention within an induction program.  Harry Wong, 

an expert on American teacher training and retention, stresses that schools that adopt well-

planned induction programs including mentorship opportunities get results.  In particular, Wong 

refers to the Leyden High School District in Illinois which hired 90 new teachers and lost only 

four from 1999 to 2002 as a result of the implementation of a strong new-teacher induction 

program (Black, 2004).  Wong also cites  California’s Newport-Mesa School District and 

Louisiana’s LaFourche Parish Schools which boast established induction programs for novices 

and minimal attrition rates, 5 out of 148 and 1 out of 46 respectively (Black, 2004).  OCT (2001) 

highlights the importance of induction and mentorship relationships for new entrants to the 

profession.  According to the document, the systematic, meaningful guidance and support of 
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highly experienced and successful teachers are indispensable for the professional development of 

newly appointed teacher education graduates (OCT, 2001).  

In 1995, The Royal Commission on Learning, recommended “that school boards be required 

to provide appropriate and sustained professional support to all first-year teachers, to ease their 

entry into full-time teaching” (OCT, 2004a).  Though subsequent studies yielded evidence that 

Ontario’s school boards were engaged in planning, developing and implementing induction 

programs that included mentorship opportunities, sadly, a decade later, according to the OCT 

(2004a) report, only about one in five of Ontario’s new teachers are involved in mentoring 

programs.   

 According to OCT (2001), heavy teaching schedules, administrative and teaching-related 

commitments leave little time for mentors and new teachers to engage successfully in consistent 

and meaningful mentorship relationships.  Incentives and resources to support induction and 

mentoring are also insufficient (OCT, 2001).  The report makes numerous suggestions for the 

support of new teachers.  Among these are intensive summer induction programs providing paid 

opportunities for guided planning and orientation to novice teachers; release time to spend with 

mentors on planning and feedback, observation and team teaching with mentors and other 

experienced teachers, retired teacher re-employment as mentors and to provide release time for 

vice principals and principals for mentoring and other school leadership roles, and compensation 

to Associate Teachers and mentors (OCT, 2001). 

Induction Programs 

While new teacher induction programs vary from school board to school board, in 

general their purpose is to help novice teachers make the transition from “students of teaching, to 

teachers of students” (Moskowitz and Stephens, 1997).   Induction programs may include any of 
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the following initiatives:  school and board orientations, individual growth plans, regular 

seminars on issues of significance to new teachers, regular opportunities to observe and be 

observed by teacher colleagues, opportunities for action research projects with colleagues, 

additional release time for professional development and teacher mentors or mentoring teams 

(Gordon, 1991; Huling-Austin, 1992; Clement, 2000). In teacher mentoring programs, novice 

teachers are paired with a veteran teacher or at times, a team of veteran teachers for the purpose 

of providing guidance and support.  The role of the mentor includes answering questions, 

observing classes, problem solving and conversing with new teachers about issues they may be 

encountering in the classroom.  Mentoring is often a component of a larger induction program 

though it may be used separately in an effort to support and retain new teachers (Brewster and 

Railsback, 2001). Essentially, induction programs serve to introduce beginning teachers to 

teaching methods, school policies as well as the “culture of teaching” (Brewster and Railsback, 

2001).  The induction period is widely accepted as the first three years on the job and 

accordingly most school districts provide some level of formal induction or support for two or 

three full years (Gordon, 1991; Schaffer, Stringfield & Wolfe, 1992). Research in the field, 

however, suggests that a teacher’s professional development occurs in stages that generally 

continue well beyond their first years in the profession.   Feiman-Nemser and Remillard (1995) 

propose that teaching expertise is not achieved until the five to seven year mark.  In particular, 

they characterize a teacher’s development as a continuum, moving initially from a period of 

survival and discovery, to a second state of experimentation and consolidation and later to a final 

stage of mastery and stabilization.   According to Conyers, Ewy and Vass (1999), teacher 

competence is achieved at this third stage which may then serve as a solid foundation for future 

development toward proficiency or true expertise as a professional.  For the most part, teacher 
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mentoring programs implemented by school boards tend to focus on the “survival and discovery” 

stage, providing support to teachers in their first year (Feiman-Nemser and Remillard, 1995; 

Huling-Austin, 1992).  During this preliminary stage of the novice teacher’s development, the 

goal is to provide intensive, individualized assistance in order to meet his/her immediate needs in 

adjusting to the demands of teaching and becoming socialized to the school organization 

(Feiman-Nemser and Remillard, 1995; Huling-Austin, 1992).  

Supports Offered by Induction Programs 

Psychological support entails support of the most immediate personal and emotional 

needs of novices to the classroom.  Such support focuses on providing the new teacher with 

moral support thereby protecting him or her from a sense of isolation.  Psychological support is 

also geared at assisting the novice in finding a means by which to balance the unfamiliar 

demands and expectation of the profession.  Essentially, in their effort to reduce stress, veteran 

teachers serve as a “sounding board” for beginners offering sympathy, perspective, advice and 

the assurance that their experience is normal (Stansbury and Zimmerman, 2004).   

Instruction-related support, on the other hand, addresses the fact that beginning teachers 

encounter a myriad of problems and responsibilities that are initially significant hurdles though 

they eventually become standard tasks associated with teaching.  Instructional-related support 

focuses upon the very practical aspects of teaching and may entail locating materials and 

resources, organizing classroom space and the sharing of instructional strategies (Stansbury and 

Zimmerman, 2004).    

Because the ultimate goal of teacher induction is for the novice to gain independence and 

expertise as a professional, researchers and teacher educators suggest that the second function of 

mentoring programs should encompass “development” (Mutchler et al, 2000).   Development, in 
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this context, entails the building of a personal understanding of pedagogy which enables a 

beginning teacher to refine and adjust teaching practice and thereby develop his or her own 

professional identity (Feiman-Nemser and Remillard, 1995).   A longitudinal study conducted by 

the National Center for Research on Teacher Learning (NCRTL) indicates that there are five 

significant issues that contribute to the success of mentoring programs and in turn to the quality 

of K-12 teachers in the profession (NCRTL, 2000).  According to the NCRTL, to contribute to 

educational reform,   

• Mentoring must be connected to a vision of good teaching 

• Mentoring must be informed by an understanding of how one learns to teach 

• For veteran teachers, mentoring must be viewed as a professional practice, not simply a 

new social role for experienced teachers 

• Mentors require time to mentor as well as opportunities to learn to mentor 

• Mentoring is impacted by the professional culture of the school and broader policies and 

values (NCRTL, 2000). 

 

The foundation of mentoring programs for beginning teachers must be rooted in professional 

knowledge and skill.  Mentoring, as a professional practice, necessitates resources, specifically in 

the form of time and training (Mutchler et al., 2000).  The reality unfortunately, is that effective 

programs geared at supporting new teachers continue to be few and far between (Renard, 1999; 

Weiss & Weiss, 1999).   Though programs for novice teachers are popular and somewhat 

widespread, for the most part they are not effective because of inadequacies in funding, staff 

training, administrative support and attention to the needs of beginners (Moskowitz & Stephens, 

1997). 
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 The development of effective supports for new teachers cannot occur until the areas in 

which they need support are identified.  The research indicates that the first priority for novice 

teachers surrounds day to day issues, namely dealing with behavioral problems, locating supplies 

and resources as well as determining specifically what materials and resources they require 

(Gordon, 1991).  The research also documents that beginning teachers need assistance and 

support with: the learning of school routines and procedures, initial classroom setup, lesson plan 

design, development of classroom management, motivation of students, teaching with limited 

resources, student performance assessment, communication with parents, organization and time 

management  (Gordon, 1991, Kestner, 1994, Mutchler et al, 2000).  To ascertain whether or not 

induction programs are relevant and worthwhile to participating teachers, Danin and Bacon 

(1999) recommend that program developers inquire about the specific areas novice teachers 

would like covered at program orientations or meetings.   

 

 

Benefits of Mentorship Programs 

The benefits of providing quality support for new teachers have also been identified by 

research. Specifically, novice teachers who have participated in induction programs report that 

they acquired a more extensive and sophisticated repertoire of teaching strategies, stronger 

classroom management skills, greater efficiency in dealing with behaviour and discipline issues, 

increased job satisfaction, lower stress, lower anxiety and frustration levels, as well as increased 

opportunities for self-reflection on teaching practices and philosophy (Mutchler et al., 2000).   

Researchers and facilitators of mentoring programs have also recognized that the benefits 

associated with mentoring are not exclusive to novice teachers.  On the contrary, mentors derive 
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significant benefits from the mentoring experience (Huling, 2001).  For example, in a study of 

178 mentor teachers, more than two thirds indicated that their participation in mentoring 

programs “definitely” provided them with positive professional growth (Hawk, 1987).  When 

asked to elaborate on their professional growth, more than half of those surveyed indicated that 

acting as a mentor compelled them to focus on and improve classroom teaching, increased their 

awareness of the need for educators to communicate with one another and helped them to 

understand their principal and those in other central leadership roles (Hawk, 1987). 

  Other research has found that mentor teachers experience a form of professional renewal 

in which they are re-energized and their commitment to teaching is strengthened (Ford and 

Parsons, 2000: Steffy et al., 2000).  Mentors further report that the mentoring experience obliged 

them to reflect on their personal beliefs about teaching and provided an opportunity to validate 

their teaching experiences (Ganser, 1997). Furthermore, the research shows that as mentor 

teachers guide their novice counterparts, their professional competency as teachers also improves 

(Huling, 2001).  Studies have also documented that mentor teachers consider their work with 

new teachers as a source of new ideas on curriculum and teaching (Ganser, 1997).  For example, 

mentors in a New York City study reported that their relationship with mentee teachers assisted 

them by providing feedback on demonstrations and sharing strategies, literature and resources 

(Mei, 1993).   

In a study of urban mentor teachers, Freiberg, et al. (1996) found that mentors felt 

increased confidence and maturity in dealing with other adults and that they held more clearly 

defined beliefs about teaching and curriculum. Their analyses reveal that it was common for 

mentor teachers to move into leadership positions whereby they achieved high levels of success 

because of the training and insight gained from their experiences as mentors.  The study found 
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that as a result of their experience with the mentorship program, 100 per cent of the mentors 

studied were offered unsolicited positions which provided professional opportunities to build on 

what they had learned as mentors (Frieberg et al., 1996). 

The benefits of mentorship programs are not exclusive to teachers. A review of the 

prominent research suggests there are substantial benefits for students, schools and school 

boards.  In fact, research conducted into California’s Beginning Teacher Support and Assessment 

(BTSA) system, one of the largest statewide teacher induction programs, indicates that beginning 

teacher attrition in school districts participating in BTSA programs has dropped to less than 10% 

(Wood, 1999).  A substantial decrease in comparison to a statewide attrition rate of 50% during 

the first five years of teaching (Wood, 1999).  Likewise, Breaux (1999) found that in Louisiana, 

after three years of implementing a Framework for Inducting, Retaining and Supporting 

Teachers program (FIRST), the district established an 88% retention rate of certified new 

teachers.  Accordingly, less time and money spent by school boards on recruiting and hiring 

replacements is a benefit associated with providing quality support for new teachers (Halford, 

1999).    In areas other than new teacher retention, induction programs have also been correlated 

with increased student achievement and test scores, higher quality teaching, increased teacher 

effectiveness, and stronger connections among teaching staff resulting in a more positive and 

cohesive learning environment for students (Goodwin, 1999). 

Method 

Participants were selected randomly from a pool of approximately 40 graduates of the 

Master of Teaching (MT) program from 2002 to 2004.  The current teaching assignments of the 

participants span the primary, junior and intermediate divisions with one participant teaching 

within each division.  All subjects have been teaching for three years or less and are certified 
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teachers in Ontario, teaching within the greater Toronto area.  The Master of Teaching program 

is a two-year program which leads to the conferral of both a teaching certificate in Ontario and a 

Master of Teaching degree after successful completion of the program.  The MT program offers 

students extensive opportunities for practical experience and is rooted in a theoretical framework 

with a foundation of current research.  The program is innovative in that it is the first program in 

Canada to offer a Master degree and a recommendation for teacher certification within either the 

primary/junior or junior/intermediate divisions. 

Procedure 

Participants were informed of this research study via e-mail in October 2004.  A mass e-

mail to approximately 40 graduates of the Master of Teaching program from 2002 to 2004 was 

distributed in October of 2004.  The e-mail indicated that a positive response to the e-mail 

including an attached completed copy of the survey would be sufficient as informed consent to 

participate in the study.  Three participants were chosen on the basis of who replied first.  Each 

participant was sent two subsequent surveys electronically.  The first survey was distributed in 

October of 2004 with an aim to gain general feedback on the thoughts, feelings and attitudes of 

the participants.  This survey consisted of nine open-ended questions that probed the challenges 

that the participants faced and supports in place to assist them.  The initial responses were 

analyzed and found to reveal common themes amongst participants.   

The second survey was administered in November of 2004 and consisted of 14 questions, 

13 of which are based on a Lickert scale and one open-ended.  This questionnaire is one that was 

created by the MT program as an assessment tool to obtain feedback from students after 

completing their first and second year of the program.  In administering this survey, the MT 

program requests that respondents remain anonymous, therefore, the purpose for administering 
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this survey to graduates a third time was to match insights from their experiences to those of 

their pre-service training.   

The third and final questionnaire was distributed in February of 2005 and consisted of 12 

questions, one of which was based on the Lickert scale and 11 open ended.  All communication 

was conducted via e-mail and responses to the first survey informed questions on subsequent 

surveys.   

Rosie   

Rosie is in her third year of teaching.  Rosie teaches in a middle to upper-middle class 

community in a school with approximately 500 students.  The school population is comprised 

primarily of English speaking students with approximately 1% of the population identified as 

English as a Second Language/English Literacy Development.  Rosie teaches in the intermediate 

division of this elementary school.   

Rosie describes the plight of the novice teacher as one who does not simply get their feet 

wet but rather one who jumps into the pool head first.  Questioning yourself “every day, every 

lesson until you have at least one student give you positive, unsolicited feedback,” is the reality 

of the novice teacher in Rosie’s experience.  The reward of a job well done reflected in the 

comments of a student seem to provide some relief for a teacher desperately seeking to have her 

hard work validated and acknowledged.   

Rosie maintains that to list the challenges she has faced as a novice teacher to date would 

require too much time and be comprised of an inexhaustible register of challenges.  She does, 

however, list the following as her top five challenges: 

1. Writing report cards with little background on how to use the system, file maker pro, writing 

comments, etc. 
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2. Dealing with principals, and other colleagues. 

3. Implementing new and innovative approaches in a system that frowns on “going it alone” 

and with staff that generally hate doing anything new. 

4. Classroom management 

5. Grade 8 mathematics  

 

When taken in their entirety, these challenges appear to be daunting.  Rosie accepts these 

challenges as a reality that novice teachers face in transition to the classroom.  In coping with 

such challenges, she deems that they are best tackled one at a time.  She affirms that overcoming 

these challenges is possible “if you have a team that is meeting at least once a week, a board that 

is extremely helpful with PD (professional development) [and] a school that is helpful with PD” 

(October, 2004).   

In Rosie’s experience, she has had the benefit of attending numerous professional 

development workshops which have supported her transition to teaching.  In fact, she commends 

these workshops as “confidence boosters.”  Although she has recently changed school boards, 

she credits her first assignment with an alternative school board for having a mentoring process 

for all new teachers (novice or new transfers to the school) which went a long way in preparing 

her to perform her duties effectively.   

In addition to the school level administrative support noted above, Rosie was able to take 

advantage the various supports in place with her board that are aimed at assisting novice 

teachers.  More specifically, Rosie found having a mentor extremely helpful in her first year.  

She maintains that:  
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without my mentor I would have crashed and burned during my first year.  My 

stress level would have been higher than necessary and I would have been on the 

fringe of the school culture…Not only did it make walking into my first 

classroom easier, it set me up for success (March, 2005). 

 

She makes it very clear that adopting a peer-mentoring system is indispensable for the novice 

teacher.  Moreover, she highlights the pairing of novice teachers with seasoned veterans as 

essential to ensure a smooth transition and back-up system in the field within the school 

environment.  

While the MT program has evolved since her graduation, as one of the initial graduates of 

the program, now in its fifth year, she appreciates how it has prepared her for her transition to 

teaching: 

what the MT program provided was a knack for juggling many projects at once (a 

necessity as a teacher), various ideas for using research in the classroom, 

portfolios, special needs training, diversity education, confidence to step into a 

classroom that can only come with two years of advance training, and the ability 

to work under pressure (October, 2004). 

   

Rosie was pleased to have been involved with “a cutting edge program at OISE/UT” and admits 

that what the program lacked in certain areas when she was a student, it made up for it in what it 

did provide in many others.  While students in any program will enjoy a diverse range of 

experiences, Rosie feels that her transition from pre-service to novice teacher could have been 

ameliorated by greater attention to training in the following areas: 
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1. Classroom management. 

2. Report card writing, i.e. comments, using the Ontario report card program etc. 

3. Implementing lesson plans across different grades (especially split grades) 

4. Time management with regard to curriculum (i.e. history/geography and how to fit it all 

into one school year). 

 

Rosie’s experience in the teaching field to date is a positive one that seems to highlight the 

realities of teaching with a touch of optimism.  However, when I read her response to my 

question of whether or not she had considered leaving the profession, I was somewhat surprised.  

She emphasized three major reasons why she has considered leaving profession. The first is a 

lack of pay that is reflective of the amount of work effort required of a successful teacher in 

today’s educational setting.  The second reason for which she has considered leaving the 

profession is personal.  The mother of a new baby, Rosie would like to spend more time with her 

new born.  Finally, Rosie has considered leaving the profession.  Due to the serious issues related 

to teaching that she does not foresee changing in the future.  She describes issues related to the 

lack of appropriate parenting on behalf of parents of her students.  “They want to be friends with 

their children instead of parenting, thus making it extremely difficult to teach at the intermediate 

level,” she criticizes.   

Overall, Rosie remains in the profession in part due to the supports she has found from 

veteran teachers willing to help and professional development training offered by the school 

board.  She remarks that “each have helped me since beginning in the profession and will 

continue to do so in the years to come” (March, 2005).   

Charlie 
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Charlie is a primary teacher in an affluent area and is in his first year of teaching.  The school 

demographic is predominantly homogeneous with less than 5% of the 230 students representing 

visible minorities. He finds his first year experience to be very stressful and states that “there are 

just so many things coming at you, you don’t know where to begin.  Personally, I am finding it 

overwhelming on many levels - organizational, instructional, and emotional” (October, 2004).  

Charlie is self-critical and feels like no matter how well he prepares he has not done enough.  As 

a novice teacher with a Master degree, Charlie concedes that “nothing prepares you for the 

myriad of decisions you must make on a daily basis – all of which affect how smoothly (or not 

smoothly) your classroom runs” (October, 2004). 

 While Charlie graduated with confidence in his ability to manage classroom behaviour, 

he did not expect to be witness to behaviours in the primary classroom that include tantrums, 

kissing, licking, kicking, and drawing on walls, floors and desks.  Having already directed two 

students to the School-Based Support Team for behaviour issues, Charlie does not feel prepared 

to deal with the number of “emotionally charged” situations that have arisen thus far at the onset 

of his career.   

 Planning, assessing and reporting are other areas Charlie has found to be significantly 

challenging.  He contends:  

I am always reminded that, ‘we teach children, not curriculum.’  But there is such 

a disconnect between who and what we are expected to teach (the children, of 

course) and how we are asked to assess and report (on the curriculum 

expectations).  This creates an inherent contradiction that puts pressure and strain 

on teachers (March, 2005). 
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In effort to meet these challenges head on, Charlie has taken advantage of opportunities provided 

by his principal and school board to sign up for workshops and in-service training.  He 

commends his principal for allowing him to participate in a number of professional development 

workshops and for providing the financial support necessary to do so.  For instance, in 

commenting on school level support, he describes the principal’s support in the following 

manner: 

I have already attended workshops on the Learning Carpet (for math/language) 

and Magic 1,2,3 (for behaviour).  Also, she is paying for me to attend Reading for 

the Love of It! (conference) and will give me time off to take Tribes training.  

Furthermore, she gave me the opportunity to visit with another grade one class to 

get ideas on teaching a balanced literacy program (October, 2004). 

  

 Charlie lauds his administration as being tremendously supportive on many levels.  

Moreover, he recognizes the benefit of a three day workshop for beginning teachers offered by 

his school board in the summer prior to entering the classroom.  Finding the workshop very 

useful, he explains “at my workshop, I got many of the ideas I used in my first few weeks, as 

well as some free goodies for my class.” 

 Despite the supportive environment Charlie characterizes above, he describes a sense of 

confusion as to where to go or who to ask when in need of various items or supports.  Charlie 

was nominated to be the Union Steward at his school and is  finding it very challenging to assess 

exactly what information should be disseminated among staff.  Often, at staff meetings, he finds 

himself in an uncomfortable situation when discussing certain sensitive issues that he knew he 

was not prepared to handle when nominated to the position.  
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Charlie admits that, before entering the profession, he did not consider himself prone to 

depression, but he has since experienced mild bouts.  The level of frustration caused by the 

challenges of teaching, coupled with a profession that is characterized by political instability and 

a public perception of teaching as an “easy” job has caused Charlie to seriously consider leaving 

the teaching profession and to reconsider his personal and professional goals to some degree.  

  Charlie credits other teachers and friends as the fundamental supports contributing to his 

mental and physical well-being.  For him, the board’s resource centre and teacher leaders within 

his family of schools have been instrumental in areas such as literacy training and he states: 

“were it not for the initiative and support from my principal, I would not have discovered any of 

them” (March, 2005).  Charlie elaborates on his principal’s support and distinguishes the 

principal’s role as especially significant for the novice.  He states: 

I think principals can really set a good tone for their staff, encouraging the 

sharing of time and resources, so that new staff members feel welcome and safe to 

ask the ‘dumb’ questions.  Although their role is important, I know that how a 

principal manages their staff is largely based on their personality and leadership 

style (March, 2005). 

 

Although he was assigned a mentor as a novice teacher, Charlie found that, in his 

experience, the “assigning [of] a teacher mentor is not always successful because personalities 

don’t always mesh.”  Rarely calling upon his mentor and equally rarely sought out by his mentor 

to ask how he is doing, Charlie seeks the advice of various other teachers whom he considers 

mentors more so than his “official” mentor.  He recommends grade or division-specific teams 
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that meet and are available for questions though he recognizes that this is not always possible in 

smaller schools where the novice teacher may be the only teacher of a grade (March, 2005).  

Joseph 

Joseph is in his first year of teaching and has been assigned as a rotary teacher within the 

intermediate division of his school.  The school demographic is predominantly middle to lower 

middle class with approximately 40% of the 600 students representing visible minority groups.  

The ESL population is very low with less than 1% of the school population falling in this 

category.   

 Joseph is finding his first year to be challenging on many fronts.  He uses the analogy of 

“wandering around in a forest at night without a map, compass or flashlight” (October, 2004) to 

describe his experiences in the first two months.  He admits that he feels he was well trained in 

the field of pedagogy but concedes that one cannot be fully trained to deal with having their own 

classroom and being responsible for all that occurs.  

 Although Joseph highlights the benefit of four practicum blocks as effective practice 

teaching experience offered within the two year Master of Teaching program, after only 2 

months in the profession, he has discovered that having his own classroom full-time can be a 

daunting new reality (October, 2004).  In fact, he suggests that one way to bridge the gap 

between the reality of this experience and pre-service training is to mandate 2 year programs 

with greater teaching practice as a requirement for entering the profession (February, 2005).   

When asked what it is like to be a novice teacher Joseph replied: 

It is very difficult.  I wanted to quit every day for the first month and a half.  I 

regularly feel very lonely and question everything that I’m doing.  I wonder if 
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I’ve chosen the right profession.  I wonder if the job is worth the stress, which 

right now it is not. (October, 2004) 

 

Critical analysis of his decision to enter the profession is a sentiment that characterized Joseph’s 

experience for the better part of the year.  Four months later, and five months into the school 

year, when asked to comment on whether or not he had considered leaving the profession Joseph 

admitted that choosing a new career was a daily contemplation.  On this subject, he comments:   

I found that the stress of the job and the long hours I was putting in was not worth 

the money.  I was spending 12 hours at the school and returning home to eat and 

spend another 2-3 hours doing school work.  I would spend about 6-12 hours over 

the weekend also working on school work.  I lost all semblance of a social life 

and watched my family and personal life deteriorate.  I lost 10-12 pounds over the 

first 3 months of my teaching career (February, 2005). 

Joseph revealed that he went as far as contacting people about other employment opportunities in 

another profession during the same period.  Evidently, for some, the entry into the profession can 

be financially, physically, mentally, socially, and emotionally challenging.   

Joseph admits that “everything is a challenge.”  When he described the various 

challenges that have led him to seriously consider leaving a career after two years of training and 

a Master degree.  He admits that classroom management, remembering which students have 

allergies and what they are, programming for special needs students and administrative paper 

juggling are among the top contributors.  He states that: 

one of the major challenges is meeting the learning needs of students on 

[Individualized Education Plans] IEP’s.  I know I’m not right now doing enough.  
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But I see 90 students under my rotary system with 20-25 of them having IEP’s.  

With all my other time just taken up on planning I don’t feel I have time to cater 

my program to each of these students’ needs. (February, 2005) 

 

In mitigating this challenge Joseph suggests that more planning time would be beneficial.   

 

In determining which supports are in place to assist him in his transition to teaching, 

Joseph speaks positively of his board’s mentorship policy.  He highlights a one day workshop at 

the beginning of the year, 40 minutes of planning time with a mentor every other week for the 

remainder of the year for “coaching” and “guidance,” 8 after school seminars at the board office, 

and board sponsored coverage for he and his mentor during the 40 minute sessions as the 

positive elements of this program (October, 2004).  Despite the fact that the lack of available 

time has eliminated the opportunity to attend any of the seminars so far in his career, Joseph 

maintains that the program seems to be very promising and that his mentor is very helpful in that 

she provides a number of resources and anecdotes on how to deal with different situations.  “I 

would be lost without her” (February, 2005).   

 Although the mentorship program offered by his school board and access to a resource 

person recommended by the school administration have been beneficial, Joseph admits that 

having a greater level of support would put his mind at ease.  Joseph finds that the informal 

supports at his school, namely the other teachers in the school, have been the most conducive to 

his survival in his transition to in-service teacher.   He asserts that “it has really been a sink or 

swim scenario.  No one has held my hand.  If I need help I need to ask for it and seek it out on 

my own” (October, 2004).     
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 A sense of isolation as acknowledged by other participants in this study seems to resonate 

with Joseph’s experience as a novice teacher.  Compounding his frustration during this transition 

is his having to worry about whether or not he has enough textbooks and organizing them.     

 What is unique to Joseph’s contribution to this study is his view of the administration as 

an unlikely avenue for support.  He contends: 

 

the administration has not done a whole lot but they have a school to run and 

important things to deal with.  I’m just one of a number of their concerns.  My 

principal did sign me up for this mentorship program and did give my name and 

informed me of the resource person for our school.  I don’t know what more they 

could do aside from assigning me someone in the school from day one that I 

could count on for help. (February, 2005) 

 

While acknowledging the potential limitations of the administration due to the same factors such 

as time and responsibilities, Joseph does commend the limited support he did receive.  He notes; 

“My school administration could be more proactive in making sure I attend professional 

development and providing extra planning time to help me stay organized” (February, 2005).  He 

shares his frustration and offers a solution that would help minimize his workload, free up time 

and forward him a sense of control on the responsibilities required of him in his new role.  He 

comments: 

the important things I would like are more resources and rough long range plans.  

If I had this it would eliminate a lot of my stress.  I don’t know week to week 

what I am doing.  Every Friday before I leave I do my best to plan the next week 
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and that is as far ahead as I can think.  Some days I plan the night before or even 

the day of because I just don’t have enough time to do it all. (February, 2005) 

In addition to the provision of resources, Joseph recognizes that greater opportunity for 

constructive feedback and advice on strategies on how to deal with various classroom situations 

would be conducive to improve the transition to teaching experience.   

Discussion 

All participants indicated a strong reliance on informal supports as crucial resources to 

the novice teacher.  Respondents depended largely on colleagues for support with lesson 

planning, long-range planning, report card writing, and unforeseen administrative duties.  To this 

end, one respondent quoted the kind words of a colleague who voiced support and 

encouragement assuring her that she was not alone and that she would indeed make it through 

the school year with the colleague’s collaboration.  This theme was echoed by the participants 

studied by the OCT (2004b) wherein 90.6% of them praised the informal support by teacher 

colleagues as vital in easing their transition to the classroom. 

The results of this study are also in keeping with those of The College’s Consultation and 

Transition to Teaching study (Oct, 2004).  That is, that mentoring is an important priority for 

new teachers (New Teacher Induction, 2003).  The experiences of the participants studied also 

resonate with the findings of the Teacher Supply and Demand Consultation; pre-service 

graduates require orientation and induction experiences to facilitate their first teaching 

assignments (Teacher Supply and Demand: Report on the Consultation, 2001).   

As communicated both by the participants in this study and those surveyed by the OCT 

(2003, 2004) new teachers require constructive feedback and advice from an experienced mentor 

and support from administration and colleagues (OCT, 2003).  The responses of the participants 
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surveyed convey that, in conjunction with the novice teachers surveyed by the OCT, they would 

benefit in both confidence and competence from an induction program in which peers, 

administration and boards would offer some level of support to facilitate the transition from pre 

to in-service. This supports the finding of Brewster and Railsback (2001).  Their early 

professional experiences would very likely have been more favourable had a comprehensive 

support framework been in place such as the model induction programs outlined by the Ontario 

College of Teachers (OCT, 2003). 

 Despite the fact that teacher induction boasts professional opportunities and benefits for 

both experienced and novice teachers and that mentorship opportunities are deemed the most 

powerful and cost-effective intervention in an induction program, this study indicates that neither 

of these practices are commonplace.  This supports the findings of other researchers (OCT, 2003; 

Renard, 1999; Weis & Weis, 1999).   

This study reveals that while some of the challenges faced by novice teachers entering the 

profession may be mitigated by greater application in the pre-service classroom, there are many 

challenges that must be dealt with at the board level.  Clement (2000) has a similar perspective.   

While the implementation of effective induction and mentorship programs are certainly 

costly, the research findings yielded from this study indicate that investment in mentorship and 

induction programs which engage experienced teachers as mentors to support the transfer of 

novices from pre-service to in-service are critical to the success of new teachers, their long term 

growth and retention in the teaching profession.  In this light, one of the recommendations that 

this study seeks to promote is for school boards to investigate the plausibility of assigning multi 

level and demanding placement (ie. grades 3 and 6) to the more experienced educator who has 

prior experience in either one or both grades of the combined grade classroom.  As teacher 
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competence is not achieved until the third stage of teaching (Conyer, Ewy and Vass, 1999), only 

experienced teachers should be assigned grades where provincial and state assessment tests are 

administered.  New teachers need intensive assistance to meet the demands of teaching (Feiman-

Nemser and Remillard, 1995).  

Summary  

This study reveals that novice teachers report difficult placements, wage dissatisfaction, 

lack of leadership on the part of the administration, and insufficient mentorship programs as 

primary challenges in their initial years of teaching.  Participants have cited successful board-

level mentorship programs comprised of experienced teachers, divisional meetings, professional 

development, greater familiarity with report card writing programs, split-grade training, and 

wages that are reflective of teaching duties and demands as essential changes to improve and 

ease the transition to teaching for novice teachers. 
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 The Tao/path of the hero is used in many cultures to teach ideals and to pass on culturally 

significant archetypes. In this paper, a number of these diverse cultural examples will be 

discussed including 1) an introduction to the Tao or path as a literary theme beginning with Lao 

Tsu using the Tao as the binding symbol in the Tao Te Ching,  2) the initiation of a distinctly 

American version of the Tao in the river journey that Mark Twain uses as a path of 

enlightenment on which Huck Finn unlearns the bigotry taught him by his culture, and finally 3) 

the blues tao/road/crossroad where the blues songs of slavery and freedom, of misery and 

delight, bigotry and enlightenment are sung.  

 To understand why this image of the hero’s journey down a road, river, or other path of 

learning is found in so many cultures, it is important to first understand a concept that is logically 

connected: the concept that an individual’s perceptions are limited. Therefore a good individual, 

a model citizen, or a hero is one who seeks knowledge and truth by undertaking a journey. The 

first part of this idea, the idea that the individual’s perceptions are limited has led educators, 

philosophers, scientists, religious leaders, and others throughout the ages to various descriptions 

of  individual and group differences in thought and perceptions. Since one's perception of the 

universe is the only universe that person knows, the immediate delimma for the individual is that 

s/he can never be sure how close her/his personal perception comes to reality. Further thought on 

this delimma brings the realization that every person has her/his own perception of reality. 

Finally, the delimma reaches its ultimate end when the searching mind asks, "Is there really an 

ultimate reality out there?" Descartes sought to answer his question on existence of a real world 

outside himself with his famous conclusion, "I am, I exist, is necessarily true ezh time it is 

expressed by me, or conceived in my mind" (pp. 126-127).  

 In ancient Greece, Plato used the analogy of the cave to demonstrate how sense 

perceptions only provide a partial mental picture of the material world.  According to the Rouse 

translation (1956), Plato’s allegory of the cave demonstrates how the individual must look at 

mental reflections of the actual objects of the world, which he represented as the shadows of 

objects reflected on the wall from the light of a fire (pp. 312-315).   

 The apostle Paul wrote, "For now we see through a glass, darkly; but then face to face: 

now I know in part; but then shall I know even as also I am known." (I Corinthians 13, 12)  This 
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is the King James version.  In other translations, the Greek word for glass is translated as mirror.  

It is important to note that mirrors in New Testament times were made of polished metal and 

provided a much more distorted reflection than today's modern mirrors.   

 The German philosopher Immanuel Kant described "phenomena" as "dinge an mich," or 

"things as they seem to me." On the other hand, he termed "noumena" as "dinge an sich," or 

"things as they really are." He stressed the problem the individual has in knowing what anything 

outside the individual's mind is really like. Kant believed that one could only know things by 

transcending "sennlichkeit" or individual sense interpretation (p. 318). 

 The Indian tale of the blind men at the elephant is an excellent tale for showing the 

importance of open mindedness and listening to the democratic process. In this tale, five old 

blind Indian men are led out to touch an elephant for the first time. One touches only the 

elephant's side. Another feels only the elephant's ear. The third Indian feels a leg. The fourth 

investigates the trunk while the last blind man is led to the other end, feeling only the elephants 

tail. Imagine the trouble they might have had in trying to recollect later on their tactile 

perceptions of the elephant. If each was narrow minded or preferred making only individual 

decisions then the following argument might have issued:  

 "An elephant is like the side of a barn," the first old man might have declared.  

 The second might have argued, "No, no, you are wrong. An elephant is more like a 

banana leaf." 

 The third insists, "No, an elephant is like a large tree trunk."   

 "No, an elephant is like a giant water hose," says the forth. 

  "No, you're all wrong, an elephant is like a bush," argues the fifth. 

 Each blind man argues based on his own limited perception, failing to listen to the 

perceptions of the other blind men that could have broadened each of their perceptions. Had they 

listened to one another, perhaps all the blind men could have come closer to the truth about 

elephants. In modern leadership or management theory, Owens names five leadership styles: 

authoritarian or autocratic, bureaucratic, laissez-faire, charismatic, and democratic (Owens, p. 

134).  Of these, only the democratic style encourages participatory decision making. This means 

that open input from all participants is encouraged in all the steps of problem solving: identifying 
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problems, selecting alternatives, planning, implementing solution strategies, and evaluating the 

effectiveness of those strategies.   

 Mark Twain wrote an essay entitled, "Which is the Dream" (1967) in which he asked, 

“which is life, which is the dream?” (p. 169).   In Huckleberry Finn, Twain tells of two friends 

whose lives are drawn closer together because of slavery. One is Jim, an African American who 

is attempting to escape from slavery. The other is young Huck, who helps his friend escape. 

Ironically, a free state is just across the river, but Twain uses his artistic licence to have the two 

characters escape down the river, thereby allowing the reader to accompany these two down a 

path of learning, a road trip, a river journey.  

 It is the journey of that an individual takes in order to increase her/his vision of reality. 

Whether he is intentionally seeking insight as Siddhartha did on his road to becoming Buddha, or 

unintentionally as Saul did on the road to Damascus, the person on the road achieves some sort 

of knowledge through a vision, revelation, or other form of learning. In the very first verse of the 

Tao Te Ching, it is written that “the Tao that can be spoken is not the eternal Tao. This describes 

both the ideal goal and the limitation of the individual on the path. One seeks and/or might gain 

greater understanding but there is always a limit, for anything that can be put into words, into the 

paradigms of human understanding, “are not the eternal Tao.” Legend has it that the Tao Te 

Ching was written by Lao Tzu around 2500 to 3000 years ago. 

 In the aforementioned journey of Huck Finn and Jim, the journey is not only a journey to 

freedom for Jim, but for young Huck, it is a journey on which he will unlearn his prejudices. In 

the upside-down world of his time, right was made to seem wrong, and wrong was made to seem 

right. In his absurd world, he had been taught that helping a slave escape to freedom would 

condemn him to hell. But as his river journey teaches him about Jim’s humanity about the 

tremendous brotherly love he and Jim form for each other, Huck overcomes his own prejudice. 

At the crossroads of his journey, he must decide whether to save his own soul (according to the 

conventions of his elders), or obey the law of love and help his friend, Jim, to escape. He finally 

decides that he would rather go to hell than betray his friend.  

 When Robert Johnson wrote his “Crossroads,” no one knows exactly what choices he 

faced as he made his pact with the Devil. His song simply tells us that he went down to the 
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crossroads and made some sort of bargain. Was he, like young Huck, actually fooled by the 

reverse logic of his world into thinking he had sold his soul to the Devil in order to play the 

Blues. Or was he more like old Faust, yearning to gain some ability beyond all other humans by 

making an unholy pact. The interpretation is left to the listener, but both interpretations of this 

ancient myth warn us to think carefully about the choices in our lives. 

 In the early 20th century song, "Basin Street Blues," the singer invites the listener to: 

"Come along with me, To the Mississippi," on a trip down to New Orleans to Basin Street. In a 

literal interpretation, we might say that the river is simply the most convenient travel route of its 

time by which pleasure seeking Americans to get to Storyville, the famous old New Orleans 

where pleasure seekers went, in those times, to seek all the delights of the flesh. New Orleans 

was a place where, even during slavery, free persons of African descent and mixed blood could 

be found mixing freely in the bars, gambling establishments, music theaters, and houses of 

prostitution that lined the streets and back alleys of Storyville. Ironically, this is the same river 

where slaves were sold into bondage, freedom was won from oppressors, and where Mark Twain 

had Huck Finn unlearn his bigotry.  

 Mythologically, the blues and its offspring, jazz, country, and rock and roll, are all a part 

of a musical river through which the songs of slavery and freedom, of misery and delight, 

bigotry and enlightenment are sung. These were the songs which developed a new American 

voice quite different from the English ballads and fiddle tunes that had been brought to 

Jamestown. Like the Sioux Flute, the Blues represent a earthy, organic side of the American 

experience. Here the Blues tells us of the mixing of people of many American subcultures 

seeking temporary carnal relief from their burdens. The Blues and its offspring, Jazz, Country & 

Western, and Rock & Roll would establish a literature of the diversity in America as American 

democracy slowly grew to embrace more and more people. At a spiritual level, the Blues become 

the literature of American at its crossroads, dealing with many of the painful issues mentioned in 

this essay concerning its diversity and ultimately its democracy. Even today, democracy is still 

being tested, sometimes slowly and painfully growing, sometimes taking a step backwards. 

Often the rich and powerful  seem to be able to use influence with politicians, legal loop holes to 

avoid taxes, and avoid the spirit of democracy in ways that keep the world upside down for the 
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poor and for minorities. In these times, the Blues are still being sung by people who understand 

the absurdities of life in a world turned upside down.  

 With the late Dr. James Walker, I developed a class on the American Song As Literature 

(ASAL). One presenter in that class was Dr. Harold Aldridge, a retired professor of psychology 

from North eastern State University, who is an accomplished Blues singer and guitar player. Dr. 

Aldridge has visited the ASAL class several times to talk about and play the Blues he learned 

while growing up in Haskell, a predominantly African American community in northeastern 

Oklahoma. He has allowed us to videotape him talking about and singing these Blues for the 

CD-ROM that we have developed with NSU Video Technology Services for the new web-based 

version of the ASAL course. In one demonstration, Dr. Aldridge demonstrates how the rail gangs 

used to sing together in order to safely lift and move heavy rails onto the tracks they were laying. 

In the song, the boss sings the order to lift the rail together. Then all the men would sing and 

march in short rhythmic steps as they carried the rail. Then, as the boss sang the order to lower 

the rail in place, all the men would lower the rail at the same time. In this case, as in many cases 

where songs are developed to make hard labor more tolerable and safe for the workers, the 

rhythm of the song is determined by the rhythm of the work. These complex rhythms created by 

the complexity of the work causes African American music, including the Blues, to often focus 

on “off beats” or syncopated rhythms. 

 Dr. Aldridge goes on to tell of his research and writings about High John the Conqueror, 

who is an embodiment of the spirit of the Blues. High John represents the empowerment that the 

Blues brings to the hard working, hard living, often underprivileged and disadvantaged people 

who developed and listened to the Blues. Therefore, the Blues go beyond any sad laments about 

the hardness of life. Instead, the Blues have traditionally empowered the poor and 

underprivileged classes of American society.  Where Gospel music often provides a similar kind 

of empowerment by focusing on the eternal, the spiritual, and the afterlife, the empowerment of 

the Blues focuses on both, the eternal and on the incarnate, the organic of here and now.  

 Many songs in Blues and other Blues-based genres such as Rock, Country and Jazz 

celebrate the pleasures of the incarnate world. They often tell of a place where one can go to 

escape the upside down world, even if only temporarily. The Cajuns sing “Allons Dancer 

2007 HICE Proceedings 
Page 1542



Colinda” (let’s dance, Colinda) or of a “Fais Do Do” (a house party). The Jazzmen of New 

Orleans invited party goers to join the band down on Basin Street, and the song “Kansas City” 

has been played by Jazz, Blues, Country, and Rock bands through the years:    

 Standing on the corner of 12th Street and Vine,   

 Standing on the corner of 12th Street and Vine, 

 With my Kansas City baby and a bottle of Kansas City wine.     

 The spirit of the blues comes when the Blues poet tries to understand the mixings of the 

incarnate and the eternal. Like a giant iceberg, reality appears in two forms, the part of the 

iceberg that can be clearly seen above water, and the part that is distorted and hidden 

underwater. Both are parts of the same whole but the poet accepts much of what is hidden by 

faith and, like the singer of the Psalms, sometimes feels secure in the love and security of the 

eternal, but other times feels lost and forgotten. This juxtaposition of celebration and lament in 

life is a key element in the way the Blues poet survives and creates beauty in the world turned 

upside down. 
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Abstract 
 
 

Students applying to the Utah Valley State College (UVSC) School of Education teacher 

preparation program participate in a group interview as a part of the application process. 

This research was undertaken to analyze the interview score in relation to the general 

belief that if a student performed at a high level on the interview score they would also 

perform at a high level in the program.  To test this hypothesis, professors and a program 

advisor identified those students who were low performers in the program.  This was 

done at the end of the students’ training, and the evaluators identified low performers 

independently of each other, selecting from an alphabetical list of all students in that 

year’s class.  Statistical tests were conducted to determine the relationships between 

interview scores and low performing students.  Results suggested that low performance 

on the part of teacher candidates is not necessarily connected to low interview scores. 

 

Introduction 
 

 
As students apply to the teacher education program, we have been anxious to select the 

very best candidates from the group making application.  We have used traditional 

indicators such as the ACT and CAAP (writing) tests as well as a cumulative GPA.  We 
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have also used a group interview which is designed to give an indication of three major 

traits felt to be important in the teaching process: communication skills, interpersonal 

relations, and leadership skills.  Some researchers have found that obtaining high scores 

on the interview will almost guarantee that a student will perform at a high level in the 

program (Byrnes, Kiger & Shectman, 2003).  Other research results indicate that for 

acceptable, good, very good, and outstanding teachers, there is no significant correlation 

between verbal scores and expert assessments of teacher effectiveness (Andrew, Cobb & 

Giampietro, 2005).  Additional studies have found similar results, and suggest that the 

communication skills and general knowledge scores on the National Teacher 

Examinations were not found to be strongly enough related to performance in teacher 

education programs, as measured by GPA, to merit there use as requirements for 

admission (Williams, 1993).  For others, the jury is still out.  Interviews are used to help 

in assessment but to this point, consistent validity and reliability have yet to be 

determined (Harrison, Smithey & McAffee, 2006).  Additionally, in some programs, 

dispositions have been used (Ginsberg & Whaley, 2003) but we haven’t included 

dispositions per se as part of our selection criteria, except as they are integrated in the 

results of the interview process. 

 

First, the interview helps to determine the ability a student has to communicate and use 

the language appropriately.  Second, the interview provides insight into a student’s 

relationships with others.  It has been felt that a teacher should be warm and caring, and 

seeking to support and build others.  Third, the interview provides opportunities to see the 

leadership skills that a student has to support learning.  As we meet with these students, 
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we aren’t looking so much at the type of leadership you might expect from a manager or 

principal. Rather, we are interested in the presence of transformational leadership, which 

encompasses the ability to build and lift others.  It has been suggested that strengths in 

these three areas are particularly important characteristics for a teacher to have to 

optimize the learning process in his/her students (Byrnes, Kiger, & Shectman, 2003). 

Our real interest was to analyze the interview score in relation to the impact it had on a 

student being able to perform at a high level in the program – and as measured by student 

success indicators at the conclusion of teacher training. 

 

Problem 

 

Group interviews are conducted as one of four elements in the selection process.  The 

purpose of the interview is to determine if students have acquired three skills felt to be 

important in the teaching process.  Does a group interview provide the data needed to 

help in the selection of the best teacher candidates?  This idea was generally supported by 

the professors in the program.  They have adopted the idea that if a student performs at a 

high level in the interview they would have the skills to perform at a high level in the 

program.  The problem was to determine if in fact students who perform at a high level 

on the interview would also perform at a high level in the program. 
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Method 

 

In the process of selecting candidates for our teacher education program, data from four 

elements are used.  Students must achieve an ACT score of 18 or better on each of the 

sub units of the test with an overall score of 20 (the possible range of scores for the ACT 

is 0-36).  Students must receive a 3 or better on the CAAP writing test (possible range: 0-

4).  Students must have a cumulative GPA of 3.0 or better (possible range: 0-4.0).  In 

addition, they must participate in a group interview where three things are considered.  

First, can they use language verbally in an appropriate manner (communication skills)?  

Second, do they show that they are sensitive to others in the group such that they consider 

the ideas of others and seek to draw them into the activity (interpersonal relations)?  And, 

third, do they show leadership skills in ways that people with whom they participate will 

feel lifted or transformed to be a part of the group process?  As a function of the 

interview, students were given a score from one to six with six being high. 

 

After completing the program, three professors and an advisor were asked to identify 

students who were low performers in the program.  Low performance included low 

academic performance in the professional course work, low ability to transfer theory into 

practice, and low performance in field experiences and student teaching situations where 

the teacher candidate had the responsibility for preparing and providing the instruction.  

Only students identified by all three professors and the advisor were used to be analyzed 

in the study.  Interestingly, all teacher candidates selected as low performers by the three 

professors and advisor were common selections with the exception of two.  The two not 
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selected by all evaluators were not used in the study.  In making selections of low 

performers, the evaluators were not given information about where teacher candidates 

had scored when they were initially considered for the program.  The evaluators selected 

low performers from alphabetical listings.  The students with low performance were 

prominent enough that independently common lists were made by each professional 

making the assessment.  Table 2 illustrates the number of students selected for the 

program in a particular year and the initial (at the time of application) rank positions of 

students that had low performance for each of those years. So, for example, a number 10 

would represent the student with the tenth highest score that was initially selected for the 

program and so on through the list from 1 to whatever number the last person being 

considered for admission into the program might be.    

 

Student teaching scores were also obtained for all teacher candidates finishing the 

program. These scores are based on a series of criteria upon which each student is 

evaluated by his/her cooperating teacher and college supervisor. For each criterion, the 

student was given a score from 0 to 4 (4 being highest). The scores across all criteria for 

both final student teaching evaluations (from the cooperating teacher and from the 

college supervisor) were averaged. The final average score (possible range: 0-4) 

represents each teacher candidate’s overall student teaching performance. To ensure 

reliability across the two raters of student teacher performance, we performed a paired-

samples t-test for student teaching evaluations for each year (2003, 2004, 2006). The 

results of this calculation follow (Table 1): 
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Table 1.  
Paired Samples T-Tests for Student Teaching Evaluations by Cooperating Teachers and 
College Supervisors. 
 

 

 

Coop = cooperating teacher, Super = college supervisor, *p < 0.05 
 

For the class of 2006 and 2003, the evaluations by the cooperating teachers and the 

college supervisors were not significantly different from each other, suggesting that the 

scores obtained were reliable. Interestingly, for the class of 2004, when the low achieving 

students’ student teaching scores were removed from the whole class, the paired-sample 

t-test for the remaining group was insignificant (t = -1.617, df = 88, p = 0.109). 

 

Results and Discussion 

 

From previous research we had learned that the students who didn’t receive high scores 

on the interview and were not admitted to the program in a particular year performed as 

well as students in the top or middle group when admitted in a subsequent year 

(Farnsworth, et.al., 2003).  In this research we wanted to determine if students who 

performed at a low level during the two years they were in the program were also given 

low interview scores.  Interestingly, it was found that students who performed at a low 

level were distributed throughout the list of teacher candidate applicants.  To look at the 

spread in a statistical sense, the median score was determined as a reference point for 

each of the four years included in the student application list.  Then we calculated a mean 

Class  Coop  Super  t      df  Significance 
2006  3.918  3.927         0.488     102       0.627 
2004  3.875  3.831        -2.092       97       0.039* 
2003  3.820  3.811        -0.348       94       0.728 
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score of the low performing students using the position number of low performers from 

the application list for each year.  The mean score achieved in each year for low 

performing students was slightly lower than the median score but certainly not at the low 

end of scores.  These scores are shown in Table 2. 

 

Table 2.  
Low Performing Students by Year and Position in Application List 
 

Low Performing 
Students as Evaluated By 

Program Professionals 
 

Low 
Performing 
Students 

2006 

Low  
Performing 
Students 

2004 

Low  
Performing 
Students 

2003 

Low 
Performing 
Students 

2002 
  32 8 2 41 
  38 15 35  
  46 29 41   
  54 45 82   
  57 50 88   
  64 71 102   
  68 80    
  99 85    
  106 88    
  132     
  138     

140 
  144     
1. Total N of Students by year 146 93 109 61 
2. Low Performing Student Mean 86 52.33 58.33 41 
3. Low Perf. Minus Intv. Scores 77.6 64 65 61 
4. Median reference score 73 46.5 54.4 30.5 

 

We then ran a correlation between the median reference scores and the mean of the low 

performers.  The correlation results indicated that r = .9770 which is significant at .025. 

This would suggest that low performance on the part of teacher candidates is not 

necessarily connected to low interview scores. 
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Further, in order to determine the impact of interview scores, we next eliminated them 

from the application total.  We then reordered the scores for applicants to the program 

and correlated the median scores for each year and the new mean scores (of the low 

performing students) minus the interview score.  Again the mean scores for the low 

achieving students were correlated with the median scores of the entire group, producing 

an r = .9331, which is significant at .05.  For three of the years the rating of the interviews 

had placed the teacher candidate at a higher position on the application list. This would 

suggest that including the interview scores for low performing teacher candidates may 

have inordinately increased their total admittance score. 

 

Our attention now turned to the predictive power of the interview and the other admission 

requirements on the primary indicator of teacher candidate success – their student 

teaching performance scores. Over the two-year teacher preparation program, the number 

of students in each year’s class dropped somewhat (due to students moving out of the 

area, having babies, etc.). The n’s for each year’s graduates are listed below (Table 3), 

and the 3rd column in the table represents the number of low performing teacher 

candidates in each graduating class. Note that we have not pursued the data from the class 

of 2002 any further. Because only one low performer was identified, further statistical 

tests cannot be calculated.  

 

Table 3.  
N’s for Graduating Classes, Years 2003, 2004, 2006 
 

 
 Class  Total Graduates  Low Performing Students 
 2006   103    13 
 2004   99    9 
 2003   95    4 
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For each year (2003, 2004, 2006), we performed stepwise multiple regression statistics 

with the scores from the admittance requirements (GPA, ACT, CAAP, Interview) as 

independent variables, and student teaching scores (college supervisor scores alone, 

cooperating teacher scores alone, and the average of both scores) as the dependent 

variables. We tested 3 models for each year: 1) The above variables analyzed for the 

whole class for that year, 2) the above variables analyzed for the low achieving students 

for that year, and 3) the above variables analyzed for the remainder of the class for that 

year (i.e., without the scores from the low achieving students).  

 

For the class of 2006, none of the independent variables predicted student teaching 

scores. The same results were found in the class of 2004, except for the third model, 

where the remainder of the class (without the scores from low achieving students) found 

that the interview score predicted student teaching scores (see Table 4). Finally, in the 

class of 2003, for Model 1 (the whole class) none of the independent variables predicted 

student teaching scores. However, for Model 2 (the low achieving students), GPA 

predicted student teaching scores from the cooperating teacher, and for Model 3 (the 

remainder of the class without scores from low achieving students), GPA and the 

interview score predicted student teaching scores (see Table 5). 

 

Thus, the interview only contributed to the variance accounted for in two instances: the 

class of 2004 and the class of 2003 – when the low achieving students’ scores were 

removed. GPA also contributed to the variance in 2003 for low achieving students and 
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for the remainder of the class, however, no other variables entered the regression 

equation. 

 
Table 4.  
Multiple Regression Statistics for the Class of 2004, Model 3: Remainder of Class 
 
 

 

 

*p < 0.05 
 

Table 5.  
Multiple Regression Statistics for the Class of 2003 
 

 

 

 

 

 

 
*p < 0.05 
 

 

 

 

 

 

 

Model 3: Remainder of Class (without the scores from low achieving students) –  
The interview score predicted student teaching scores: 
 

R  R Square F Change df Significance 
0.228  0.052  4.815  88 0.031* 

Model 2: Low Achieving Students –  
GPA predicted student teaching scores from the cooperating teacher: 
 

R  R Square F Change df Significance 
0.979  0.958  45.225  2 0.021* 

 
Model 3: Remainder of Class (without the scores from low achieving students) –  
GPA and the interview score predicted student teaching scores: 
 

R  R Square F Change df Significance 
0.329  0.108  5.331  88 0.023* 
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Conclusion 

 

The interview has not been found to consistently predict the success of a person selected 

for the teacher education program.  Indeed, for low achieving students, it does not predict 

success at all. One hypothesis that could be made is that the low achieving students are 

essentially a different population from the rest of their peers in the class – i.e., they 

simply function differently. Unfortunately, we are dealing with very low numbers in the 

“low achieving” groups for each year. To acknowledge this, however, is not to say that 

there is no value in these results – we start to see a pattern emerging over time that will 

require further study. However, the interview portion of the admittance requirements 

does provide an opportunity to see the performance of a student in relation to, (1) their 

ability to verbally communicate using the language in an appropriate manner, (2) their 

ability to show concern for others and draw them into the activity, and (3) their ability to 

show leadership skills as they relate to transformational leadership. The fact that these 

characteristics are not connecting to the end-of-program indicators of success may be a 

topic for consideration as the program continues to grow and develop. 
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             The Spiral Journey of the Hero of the People in Native American Mythologies 

 A young girl named Wincincala (Little Girl) was walking along one day when she spied a 

little bird lying on the earth on his back with his wings spread out on the ground and his little 

talons up in the air.  At first she thought the little bird might be dead, lying with his back on the 

ground in that unusual way, but when she looked at him intently, she saw that he was very much 

alive, and she walked over to find out whatever he might be doing. 

 She could see that the little bird was now looking back up at her, and so she asked him: 

“Zitkala, (Little Bird) what are you doing there on the ground, lying on your back with your 

wings spread out on the earth and your little feet stuck up in the air?  I thought for a moment that 

you were dead, until I saw you looking back at me.” 

 “Well, Wincincala, I heard today the sky is going to fall,” said the little bird, as he turned 

his eyes back up toward the sky. 

 “The sky is going to fall!”  Wincincala replied, looking up at the sky with great concern, 

and then back down to the little bird with his little feet held up in the air and his back to the earth 

with his wings spread out.  Then she looked back up to the sky and then back down to the little   

bird, and up to the sky and down to the bird, and then she realized what Zitkala was trying to do.  

“Zitkala,” she said in wonder, “Zitkala, you don’t think that you can hold up the sky with your 
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little feet, do you?” 

 “You do what you can, Wincincala; you do what you can,” answered the little bird. 

 Among the distinct universals of the many highly varied Native American cultural 

traditions is the spiral pattern of repetition with variation which embodies purposive tension.  

This pattern is not exclusive to Native American Traditions, but it is emphatically present in and 

characteristic of Native American Cultures, and this sacred spiral, which is true to life, endures 

from the contexts of the traditional sources throughout periods of conflict and oppression into a 

modernity and post-modernity in whose alien spiritual context it inculturates, yet retains its 

essential identity, surviving as a living mythos which transfers and re-establishes traditional 

cultural content in a way that transcends the destructive and repressive forces of the nightmare of 

history over these past five centuries, persisting amid the genocidal virulence of the age of 

modern imperialism and remaining vitally coherent despite the existential angst and the 

deconstructed disillusionment of post-modernity.  This affirming spiral pattern of repetition with 

variation is inherently comic in the purposiveness of its tension, comic in the broad literary sense 

of the genre, including not only funny but also profoundly serious forms of the comic as 

expressive of hope and perseverance, and it is a great source of affirmation and strength, since it 

allows the survival of identity and traditional thought patterns amidst grave injury and dramatic 

shifts and reversals in situation, that is, this sacred spiral pattern empowers shape-shifting in 

traveling from one world or epoch to the next, even in the potentially tragic face of cultural 

genocide, of language loss or alteration of ritual, and the spiral lives on without the loss of the 

essential characteristics of a world view.  Thus, the sacred spiral which may be described as 

repetition with variation survives both as traditional thought and as the preserver of traditional 
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thought, as both content and form, and it flows like blue analogical water in the minds and hearts 

of Native American peoples down through the harsh rocks in the river of history, flows 

throughout the centuries as it embodies a continuance of an interpretive mode which allows for 

adaptation, even in oppressive historical contexts such “kill the Indian” or the later “kill the 

Indian and save the man”: intensive attacks on traditional peoples and their cultures.  For at its 

heart, this spiral pattern of repetition with variation is the story of life, death, and rebirth. 

 As such, the spiral provides a living interpretive mode which empowers adaptation 

without the loss of the original paradigm within the deep structure of the thought which it 

preserves in the process of adaptation.  In other words, this sacred spiral pattern is a moving and 

adaptive circle and cycle where the wobbling of the prayer wheel rather than being the sign of 

weakness and injury to the mythos, becomes the empowering of the wheel’s balance and the 

impetus of the wheel’s dynamic movement; because it wobbles, that is, it varies amid its 

repetition, in its normative state, this spiral can remain essentially itself even when struck to the 

point of wobbling by outside forces, simply incorporating the forced variation into its own 

varying spiral movement, absorbing the impetus of the hostile blow into its own spiral flow and 

transforming the force into its own movement in order to survive and continue.  You cannot 

destroy the turning of a wheel by striking its balance to cause it to wobble if its regular 

movement includes wobbling because wobbling is an essential aspect of its balance.  In other 

words, you cannot threaten a mythos with winter when the mythos in itself sees life as a cycle of 

spring, summer, fall and winter, and spring, summer, fall and winter, and spring... In such a 

mythology, even winters different from past winters are absorbed into the enduring spiral 

pattern.  
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 To put it succintly, can you threaten the Phoenix with death?  So this living spiral persists 

as a mode of mimesis across the boundaries of time and historical context; the sacred spiral of 

repetition with variation lives in the hearts and minds of the peoples in times and cultural 

topographies far removed from its original context.  So the Earth Divers always succeed after 

several cycles of drowning.   

 And we can perceive numerous, distinct examples of this sacred spiral in Native 

American traditional stories, historical rhetoric, and the adaptive literature of the past two 

centuries.  For example, consider the Lakota traditional story I told you a moment ago of the 

encounter of Wincincala and Zitkala in the mythic realm.  This brief serious comic story 

expresses both humor and transcendent courage in a mythic conversation about the catastrophic 

potential of life.  Ultimately, it is a response to our sense of our own mortality, of our being 

mortal creatures with immortal dreams, here emphasized by the smallness of the bird’s feet and 

the largeness of the pending disaster of the falling sky.  But it is not a thematic equivalent of the 

despairing response of the European Chicken Little who runs about spreading panic in his tragic 

view of life.  Rather, here hope remains, in spite of the enormity of the potential disaster, an 

amazingly resilient hope is implied potently and effectively through the little bird’s “You do 

what you can, Wincincala; you do what you can.”  This story is an embodiment of the sacred 

spiral of repetition with variation. 

 Notice the basic points in the process of revelation and interpretive response: The little 

girl (Wincincala) sees the little bird lying on the earth by himself in a way that living birds do not 

ordinarily do.  The question of death presents itself and her tensive curiosity is evident.  She has 

entered a cyclic process of question and discovery embodied in purposive plot tension.  Though 
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he seemed the very image of death, the bird is not dead, but alive.   

 Now she pursues the essential question in a second form, that is, she repeats with 

variation, voicing a second interrogative (whatever is the little bird doing lying on the ground in 

this variant of bird activities looking as if he were dead ?), asking the living bird for an 

explanation of his unusual behavior.  The second aspect of the discovery cycle (an expression of 

the sacred spiral pattern) comes in his response: he has heard that the sky is going to fall today.  

Whatever our initial response to this seemingly eschatological utterance, though, the heroic ethos 

of facing mortality with courage implicit in Zitkala’s response to a falling sky flows through the 

image of his holding his little feet up and engenders the continuation of the spiral cycle of 

seeking and discovering. 

 In the third basic form of the question’s variation, Wincincala now asks, “You don’t think 

you can hold up the sky with your little feet, do you, Zitkala?”  And in reply, she (and we) 

receive the climactic revelation which with its didactic and open-ended resolution both fulfills 

the purposive tension of the spiraling cycle and implies the continuation of the spiral in whatever 

variant context may yet come: Whatever happens, whatever catastrophe threatens or occurs, even 

in the face of the falling sky of mortal life, “You do what you can, Wincincala; you do what you 

can.”  And notice that even the thematic injunction is repeated twice, varied with the noun of 

address to the little girl. 

 Thus runs one wonderful traditional Sioux story from an ancient oral tradition in an 

offering of insight and a description of the flow of sacred power, a description which is like the 

self-portrait the wind paints in a field of dancing wild flowers, but there are many fields of highly 

varied flowers, myriad such spiral canvases surviving and persisting throughout the cycles of 

2007 HICE Proceedings 
Page 1562



 

 
Page 6

demanding and dangerous centuries in Native American tribal cultures and histories.  Once you 

become aware of the sacred spiral, you can see its flowing form in a thousand expressions of life, 

death, and rebirth in the living stories and words of the people, both in the ancient and modern, 

in the old stories and in the new, in the chants of tradition and in the poems of today.  The people 

live, because life flows in the sacred spiral in their minds and hearts, in their cultures and in their 

very souls, and in the stories of their heroes. 

 So in one Cherokee story of creation’s etiological continuing process the purposive 

tension of the people’s need for light in a dark world sends Possum on a mission to steal the sun 

from some greedy people on the other side of the world who were refusing to share it with 

others.  But when he tries to conceal the sun in his once bushy tail, his tail is burned bald by the 

sun’s heat, and he fails, which explains the state of Possum’s tail today.  Then Buzzard tries to 

carry the sun away on his head, but his head is burned bald, as it is today, and he fails as well.   

But then Grandmother Spider takes up the mission as the next repetition movement in the spiral 

pattern, but this time in a variation she succeeds in carrying the sun off in a walled pot which she 

made out of clay, as a culture hero bringing fire and inventing pottery, and the people have light 

all over the world (Erdoes 154-155).  And every night turns into day, but each day and each night 

are different days and nights simultaneously in the very repetition of their sameness, flowing in 

the purposive tension of the cycle of life and death and rebirth in the life of the people and in the 

story of the hero. 

 So an historical hero of the Dakota people, Charles Eastman, Ohiyesa, in his 

autobiographical From the Deep Woods to Civilization recounts his inculturating journey from 

the traditional world of the Dakota culture and language to the European-American world of the 
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late nineteenth and early twentieth century, using the spiral pattern of metaphor to find a 

common ground of understanding amid the repetition of the universal aspects of humanity, so 

that he can identify to a degree with the civilization of the non-Native Americans who surround 

his people, and yet he retains his specific identity as a traditional person as well, consciously 

remembering and respecting the variations constituted in substantive differences between the two 

different mythologies.  So while he serves his people as both a medical doctor and a tireless 

advocate, he remains the son of Many Lightnings, fulfilling the warrior’s quest given to him by 

his father. 

 So N. Scott Momaday in “The Way to Rainy Mountain,” follows in a sacred spiral of 

narrative the history and life of his grandmother’s people, the Kiowa, so that her mythos like the 

image of her praying (Momaday 73) lives on in the flow of a spiral of the memoried text in the 

living memory of both the author and the reader of his text.  So Leslie Marmon Silko in her 

poem “Where Mountain Lion Lay Down With Deer” re-engages and identifies with the 

movement of First Man and First Woman “down/the memory/spilling out/into the world”(Silko 

962): in a movement of archetypal repetition with variation; and Joy Harjo portrays so very 

powerfully the sacred spiral of living and dying, past and present, repetition and variation in the 

consciousness of “The Woman Hanging From the Thirteenth Floor Window,” whose hoping 

grasp leaves open the possibility of surviving a sky-falling situation as dreams of wild rice 

(Harjo 696-698) and all her relations remain in the midst of her poverty, her cultural dislocation, 

and her seeming despair, and the poem itself is her hope and rebirth.   

 So Mary Tallmountain tells of her aunt’s reply to a question of lost language and lost 

years away from her people while she was living as a journalist in the non-Indian’s world in her 
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beautiful poem “There is No Word For Goodbye.”  For as her Athapascan aunt, a culture 

preserver, replies to Mary Tallmountain, you can in the hearing of the text see the structure and 

the gentle power of the sacred spiral of repetition with variation in “the river flash” flow of the 

imaginative discourse and you feel the spiral in her “light as a bluebell” touch; you can know the 

sacred spiral in the thematic affirmation of her aunt’s response: “She looked as me close./We just 

say, Tlaa.  That means,/See you./We never leave each other./When does your mouth say 

goodbye to your heart?/....We always think you’re coming back,/but if you don’t,/we’ll see you 

someplace else./You understand./There is no word for goodbye” (787-788). 

 This is an heroic and inexorably optimistic comic ethos found universally among the 

many varied and highly diverse traditional tribal cultures of Native America and it involves the 

intrinsic relationship of the hero and the people.  The hero lives for the people and the people 

honor and remember the hero for the deeds which make the people live.  This living timocratic 

remembrance handed on from one generation to the next constitutes a spiral of immortality for 

the hero, the expression of which in the experiential memory of the people’s stories also 

continues to give life to the people and to help them to maintain their identity in the face of the 

difficulties of  history.  As the hero’s honor is remembered in the stories in each generation, the 

life of the people lives in their retelling of the stories, reborn in the re-inspiration of this 

spiritually symbiotic relationship, and the civic education of the young is shaped in the emulation 

of the hero’s virtue in each new day in the life of the people.       

 For example, Glooscap is a great mythic hero of the Algonquin tribal peoples of the 

Northeast.  He is both a creator and a transformer, as well as a bringer of culture.  He 

periodically returns to the people when they are in need.  One story tells of a time when the 
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rivers were drying up and what water was left was befouled, because a great water monster had 

blocked the source with his massive bulk, so that he could consume all of the water himself.  The 

people sent a representative to the water monster to negotiate, but to no avail.  Then Glooscap 

remembered his people and returned to them, and he fought the giant water monster, in the end 

freeing the water for all the people by squeezing the massive monopolistic beast between the 

hero’s great hands until the monster was small.  And you still see the little transformed water 

monster in swampy areas, for he had been transformed by Glooscap into the harmless bullfrog of 

today (Erdoes 181-184).  So Glooscap saved the people from a deadly lack of life-giving water, 

and the people honor in turn Glooscap by telling the story of his saving deed from one generation 

to the next, and the hero lives forever in the heart and the temporal deeds of the people, as the 

people live in the storytelling.   

 Both the heroes of the mythic realm who live and die and live again, and the flesh and 

blood heroes of legend who live but once in this world, represent an inspiration and a continuing 

source of strength for the people as they honor the living memory of those who gave their lives 

to give life to the people.  At the heart of this ethos is the mythos of all my relations, a sense of 

the oneness of creation and its sacramental significance in an animistic world view where 

everything is alive to the Creator and everything is connected, so that the people live within an 

organic sense of relatedness, in which individual identity is inextricable from the corporate 

reality of the people and the tapestry of universal life.  It is, then, important to note that we are 

not dealing with the degenerated image of the hero in modernity, the leader who tends to see the 

people as those who are meant to serve and die for him, or the leader who in Orwellian parody 

gives voice to the dynamic of service to the people but in actuality exploits his relationship with 

2007 HICE Proceedings 
Page 1566



 

 
Page 10

the people to enrich himself and his cadre or simply to hold on to political power as an end in 

itself.  The will to power has nothing to do with the traditional hero.  The last words of Ta-Sunka 

Witko as he died for the integrity of his undying devotion to the people expressed his heart-felt 

concern for the life of his people.  

 The Flathead people of Montana tell the story of their Trickster-hero, the great giant-

slayer Coyote, who, when he heard that many of the people had been swallowed by a terrible 

giant, went in search of this titanic malefactor.  He wandered far on his quest looking for the 

giant, until one day he happened upon an old woman who, weakened by starvation, was crawling 

on the ground.  The great Coyote informed her he had come to slay the giant with the stick he 

was carrying, only to be told by the poor elder that “You are already in the giant’s belly.”  

Coyote was astonished, threw his stick away, but kept on walking until, seeing in the distance a 

fiery hill, he identified the giant’s heart, which was a puffing and beating volcano.   And so the 

hero plunged his hunting knife into the mountain, and the terrible earthquake that followed was 

indeed the death throes of the giant.  Then Coyote took all of the people the giant had swallowed 

and led them to safety through the open mouth of the dying giant (Erdoes223-225).  So the 

people honor the Coyote hero with the living remembrance of their stories throughout the ages, 

and the stories they tell of the hero give life and identity to the people. 

 The hero and the people are then intrinsically one living context, even if the people reject 

the hero for a time, even if the hero leaves the physical presence of the people in the quest, or 

when the hero departs for another world; even then the hero remains essentially who he or she is 

in the life-breath of the people, for all identity is shaped in relationship, and there is no identity 

apart from relationship. 
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 Again, the life, death, and rebirth of the hero empowers the life, dying, and rebirth of the 

people from one generation to the next in whatever historical difficulty, from every winter into 

each new spring, whether the rebirth be in the stories of the people of history or in the realm of 

the ancient divine myth, whether the hero is immortal or mortal, or whether he or she exchanges 

one ontological state for the other, living for dying or dying for living, in the struggle to make the 

people live.   

 The Oneida people tell of a time long ago when they were under attack by a strange 

group of barbarians who had driven them into the mountains to hide.  A brave young woman 

came up with a plan to save the people.  She allowed herself to be captured by the barbarians and 

even tortured to give credence to her finally promising them, after much suffering, to lead these 

terrible enemies to a place where the people were hidden at the base of a cliff, while she had 

prearranged with the surviving warriors of her people to trap the barbarians in an avalanche.  

Though Brave Woman lost her life, she saved the lives of her people from the onslaught of the 

menacing enemy, and she lives forever in the fragrance of the honeysuckle; for when they found 

honeysuckle growing on her grave her people named the honeysuckle in her honor, “The Blood 

of Brave Woman,” so she lives forever in the sweet odor of her immortal courage and sacrificial 

love (Erdoes 252-253). 

 So the traditional Native American tribal stories of monster slayers, transformers, 

tricksters, and culture heroes share this same spiral ethos of the people and the hero with the 

great men and women of legend who live to serve, nourish, and save the people in these mythic 

stories flowing with the life of the old and the new in amazingly resilient traditions which are 
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shaped in spirals of repetition with variation over the centuries and amid dramatic historical 

changes.               

 So it was that the previously mentioned Charles Eastman was born in 1858 in Minnesota 

to the Dakota people and named Ohiyesa.  After a tragic war in 1862 which the Dakota fought 

with the United States, and with Ohiyesa’s father Many Lightnings imprisoned and then 

presumed executed, the four year old child was taken by his maternal grandmother and uncles to 

a refuge in Canada, where he grew up as a traditional Dakota youth, until at the age of 15, the 

age of his being recognized an adult warrior, when his father whose sentence had been 

commuted, reappeared to take Ohiyesa back to the States to be educated as an American; for as 

his father told him, the best way to fight for his people in that day and age was to learn 

everything the white man knew, and then to use that knowledge for the good of this people.  So 

Ohiyesa, who at the age of 15 knew not one word of English, entered elementary school in North 

Dakota, determined to serve his people.  By the time he turned 32, Ohiyesa, Charles Eastman, 

had graduated from Dartmouth with Honors and from Boston University Medical School.  He 

spent the rest of his long life working in the purposive spiral of repetition with variation for the 

good of his tribe and all the other Native tribes as an M.D., as a writer, as an educator, as a 

preserver of culture, as an advocate for Native people, and as a promoter of inter-cultural 

understanding between Native Americans and other Americans, while never losing his identity 

as a Dakota.  He did all of these things even after he had gone out as the agency physician to pick 

up the wounded and the dying of his people scattered across the massacre of Wounded Knee.  

And his people continue to honor his memory today, remembering his example of a true hero, 

whose name, “Ohiyesa”, translates appropriately as, “the champion.” 
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 So today we have this living spiral dynamic as an example before us from the living 

mythopoesis of the old stories and the history of our great, ancient cultures which have the power 

to adapt and change, yet remain in essence the same, to live still like running water from an 

inexhaustible stream through the spiral journey of the mythic hero who lives for the life of the 

people and who is reborn in their hearts each time the old stories are retold, repeated in all the 

variations of Changing Woman’s changing world, and making the people live anew.  Can we not 

teach this ancient path of service and honor to our young today to give rebirth to our civic 

culture?  For  beyond the corruption and the shamelessness of the mundane world we live in 

today, the spirituality of the hero and the people yet lives in the stories of the people. “You 

understand?  There is no word for goodbye.” 
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TEMPORARY STAFFING AGENCIES INVESTED IN 
TEMPORARY WORKERS’ TRAINING: 

AN EMPLOYEE�ORGANIZATION RELATIONSHIP 
PERSPECTIVE 

Thomas Chia-Yi Feng 
Doctoral Student, Dept. of Industrial Education and Technology, 

National Changhua University of Education 
Abstract 

In recent years, increasing use of temporary workers has been a way towards a more 
flexible economic life. Temporary staffing agencies have also been a rapidly growing 
segment of the service sector over the past fifteen years. Prior research of occupational 
training has mostly focused on permanent employees without paying much attention to 
temporary workers. In addition, the argument of human capital theory predicts that 
firms will be unwilling to invest in general skills training resided with the individual, 
not with the company, and make their employees more attractive to other firms. The 
logic would apply particularly strongly to temporary staffing agencies.  

In contrast, when temp agencies improve their workers’ skills, they can send them on 
better-paying job assignments and better service their business clients. Therefore, 
training is an avenue for temporary staffing agencies to add value to their temporary 
workers, making them more attractive to client organizations. The purpose of this 
study emphasized on the perspective of employee-organization relationship 
(quasi-spot contrast, under-investment, over-investment and mutual investment) 
proposed by Tsui, Pearce, Porter, and Tripoli. (1997) to examine the temporary staffing 
agencies’ willing of investing in temporary workers’ training. According to literature 
review, we presented the current situation of temporary workers’ training and tested 
empirical hypotheses in the future research. It will provide the suggestion about 
temporary workers’ training for temporary staffing agencies.  

 
Keywords�temporary workers, training, employee-organization relationship 
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Introduction 
The utilization of temporary workers is increasingly becoming a permanent feature 

of the modern labor market. Businesses find advantages in employing temporary 
workers because they tend to provide the organization with flexibility. This flexibility 
not only applies to staffing arrangements, but also to increased functional flexibility 
when using highly skilled temporary workers (Westman, 2001; Uzzi & Barsness, 
1998). Using temporary workers might businesses to lower fixed costs while 
increasing the company’s flexibility to response to market demands (Westman, 2001; 
Matusik & Hill, 1998). 

As the number of temporary workers increase, temporary staffing agencies have also 
been a rapidly growing segment of the service sector over the past fifteen years (Ward 
et al., 2001; Koene et al., 2004; Finegold et al., 2005). Prior research of occupational 
training has mostly focused on permanent employees without paying much attention to 
temporary workers (Virtanen et al., 2003). In addition, the argument of human capital 
theory predicts that firms will be unwilling to invest in general skills training resided 
with the individual, not with the company, and make their employees more attractive 
to other firms (Becker, 1964; Finegold et al., 2005). The logic would apply particularly 
strongly to temporary staffing agencies. 

In contrast, when temp agencies improve their workers’ skills, they can send them on 
better-paying job assignments and better service their business clients. Therefore, 
training is an avenue for temporary staffing agencies to add value to their temporary 
workers, making them more attractive to client organizations (Albrecht, 1998; Koh & 
Yer, 2000).To meet client organizations’ strict demands on the skill of temporary 
workers, investing in training is explicitly a must for temp agencies to get a 
competitive edge over their competitors (Davidson, 1997; Koh & Yer, 2000 ). 

There is evidence, however, that employers are less ready to invest in the training of 
employees who will not be in a position to provide a long-term payback (Feldman et 
al,1994; Kochan et al.,1992; Morris,1999; Tregaskis, 1997; Virtanen et al., 2003). 
Related research evidence of the training in temporary work is scare and limited to 
subjective self-reported data (Quinlan et al., 2001; Virtanen et al., 2003). Feldman et al. 
(1994) found that temporary-agency employees reported minimal, if any, occupational 
training. Similarly, some surveys that temporary workers reported less occupational 
training and lack of safety training (Aronnson et al., 2002; Kochan et al., 1992; Morris, 
1999; Sedes, 1993). 

In the past, much research has been done on the effects of company-provided 
training on permanent employees’ performance and attitudes (Bartel, 1991, 1994, 1995; 
Krueger & Rouse, 1998; Koh & Yer, 2000). However, there is not only little research 
into the effects such investment has on temporary workers’ performance and attitudes 
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(e.g. Koh & Yer, 2000), but also a clear lack of research into the effects such 
investment of temporary staffing agencies has on temporary workers’ training. 
Moreover, this study aims to look into this area by the role of four types of 
employee-organization relation (quasi-spot contrast, under-investment, 
over-investment and mutual investment) proposed by Tsui, Pearce, Porter, and Tripoli. 
(1997) as determinants of  the investment of temporary staffing agencies in temporary 
workers’ training. This study extends the view of employee-organization relation to 
cover the issues associated with investment of temp agencies in temporary workers’ 
training.  
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A Study on School Administrators’ Ethical Dilemmas and Their 
Ethical Orientations in Taiwan 

 

Abstract 

Research objectives 

The purpose of this study is to investigate the ethical dilemmas that school 

administrators confront in their administrative work. Meanwhile, the ethical 

orientations underlying the decision-making process of school administrators will be 

explored.  

The working of educational administration is complicated and unpredictable 

because it is highly people-intensive. Educating students to become citizens with 

ethics in the society is morally imperative to school administrators. Besides, impacted 

by the diverse values circulating in the society, school administrators encounter more 

and more ethical dilemmas when making decisions. How to make a best decision from 

several options with competing values in a given situation challenges current school 

administrators. 

However, compared with a wealth of studies on the related topics in the United 

States, little have been done to understand school administrators’ ethical dilemmas, 

ethical orientations, and factors which are related to school administrators’ ethical 

orientations in Taiwan. Meanwhile, cultural differences in educational setting should 

be taken into account.  For instance, Confucian ethics has influenced the thinking 

process of Taiwan’s people for a long time. Therefore, school administrators in Taiwan 

may have different ethical dilemmas and ethical orientations from the administrators in 

other countries. Based on both western and Confucian ethics theories, ethical 

orientations of utilitarian, justice, care, critique, and virtue will be used to examine the 

ethical orientation of the school administrators in Taiwan. Also, these orientations will 
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be compared across gender, age, school level, position, years of administrative 

experience and educational background of the administrators in this study. 

Therefore, this study expects to answer the following questions. First, what kinds 

of ethical dilemmas do the school administrators in Taiwan usually face when they 

engage in administrative practices? Second, what kinds of ethical orientations do 

Taiwan school administrators prefer while making decisions? Third, what kinds of 

factors will influence the development of ethical orientation of the school 

administrators in Taiwan? And fourth, are there any statistically significant differences 

among gender, age, school level, position, years of administrative experience and 

educational background?  

 

Proposed methodology 

This study is based upon data gathered from a combination of group interviews and 

questionnaire survey, which both qualitative and quantitative data will be collected. 

Using purposeful and snowball sampling, twenty-four school administrators from 

different schools, across elementary, secondary and high schools participate in 

semi-structured focus group interviews. In order to ensure the diversity of subjects, 

gender, years of experience, position, and school level are considered in interviewee 

selection. Participants are asked to describe a situation wherein they were experiencing 

an ethical dilemma. Then the ethical decision making process are investigated to 

identify their ethical orientations. Finally, the reflection of the factors influencing their 

ethical decision making will be further explored. In addition, telephone interviews will 

also be contacted to verify interviewee’s statements if necessary. 

According to the findings of literature review and focus group interviews, a 

questionnaire is developed. The questionnaire is constructed with a five-point Likert 
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scale format in which the subjects express the extent to which they agree or disagree 

with the research questions, such as “when making decision, I consider the principles 

of equal treatment and equal respect.” By using random sampling with different school 

levels, approximately six hundred respondents will be surveyed. Respondents will be 

asked to identify the ethical dilemmas in their administrative work, underlying ethical 

orientations and their related factors. In addition, the data will also be used to compare 

across the demographic variables, including gender, age, school level, position, years 

of administrative experience and educational background.  

 

Expected outcomes 

This study is a tentative attempt, and the expected outcomes are as follows: first, 

the common ethical dilemmas that the school administrators in Taiwan confront in 

their work will be described. Second, the ethical orientations that school administrators 

perceive will be identified. Third, the factors that influence school administrators’ 

ethical orientations will be discussed. Fourth, based on the statistical analyses, the 

relationships between gender, age, school level, position, years of administrative 

experience, and educational background and school administrators’ ethical orientations 

will be reported, and non-significant findings will also be discussed and explained. 

As aforementioned, this study will not only help school administrators to review 

their ethical dilemmas and ethical orientations, but also help them to reflect what 

factors significantly influence the development of their ethical orientation. Also, the 

findings of this study will be used to substantiate western research perspectives from 

the related literature; moreover, the differences between eastern and western school 

administrators’ ethical dilemmas, ethical orientations, and related factors will be 

compared. Finally, the results will contribute to the knowledge related to educational 
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administration ethics in Taiwan’s educational administration academia. 
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ABSTRACT 

 
 
Research Objectives 
 

The study sought to determine how the peace process has helped the Mangyan 
Alangans in their quest for sustainable development. The study was conducted at the 
Mangyan Alangan settlements from year 2000 to 2001. 

 
Specifically, this study attempted to answer the following questions: 
1. How may the culture of the Mangyan Alangans be described in terms of:  

a.   Social life 
b.   Economic life 
c.   Political life; and   
d.   Religious life? 

 
 

2. What is the extent of the peace process of Mangyan Alangans in terms of:  
a.     Building structured democracy 
b.     Interdependence 
c.     Preservation of natural resources  
d.     Respect for the integrity of culture  
e.     Respect for human rights; and 
f.      Sharing of responsibilities? 

 
3. What is the level of sustainable development of the Mangyan Alangans in 

Oriental Mindoro in terms of:  
  a.   Social tolerance 
  b.   Economic tolerance  
   c.  Political development; and  
  d.   Ecological management? 

 
4. Is there a significant relationship between the extent of peace process among the 

Mangyan Alangans and their level of indigenous sustainable development in 
Oriental Mindoro? 

 
5. On the basis of the foregoing findings and analysis, what is the appropriate  
management strategy model for the Mangyan Alangans and their leaders that will 
be formulated considering their role in the greater social welfare and development 
of the ethnic group in the country? 
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Research Methodology 
 
This study is a descriptive research, which uses the phenomenological approach-an 

approach that unfolds day-to-day life experiences. The study of indigenous culture is 
indeed a study of its holistic perspective on human experiences.  To know such, one has to 
be conscious of the ways by which a person consciously or unconsciously relates to his 
environment. This can be done by relating ones experiences with open mind and on the 
part of the listener, a third ear (heart) to relate to others his reflections and insights. 
Sometimes, the experience of others might be in conflict with one’s experiences but from 
differences, one grows and is enriched. As noted by Mina Ramirez (1984) a 
phenomenological approach is a human approach because it uses life experiences as facts 
or first-hand information on which to base its findings. As an approach in analysis, it 
attempts to look at a phenomenon holistically and by a process of reflection, attempts to 
come out with what contributes to the truth. Ramirez further said, it is a pedagogical                          
approach because the subjects of the research get to know themselves, and to consciously 
reflect on the reality of their lives and their socio-cultural millieu. 
 
 
Subjects of the study 

 
The subjects of the study were the Mangyan Alangans located in the province of 

Oriental Mindoro, Philippines. Using the Sloven Statistical Formula (1985)).  Four hundred 
three (403) respondents from one thousand four hundred eleven (1,411) households were 
selected at random taken from fifty-one sitios in the nine barangays of the municipalities of 
Baco, Naujan and Victoria. They are representing the indigenous lifestyle of the tribe. 

 
 

Findings 
 

This research attempted to make an ethnographic study of the culture of the 
Mangyan Alangans in Oriental Mindoro in order to determine the extent of peace process 
and their level of indigenous sustainable development. Such phenomenon serves as basis 
to formulate a management strategy model for the Alangans. 

 
 1. The indigenous culture of the Mangyan Alangans is focused on the social, 
economic, political and religious practices. The social practices are confined within the 
family in the esokén of the balaylakoy. Proper sanitation is not given priority because they 
believe that spirits would inflict bodily harm if they are clean. Birth of a child may occur in an 
open field or at home. Gatherings like planting, harvesting and weddings are good times to 
seek marriage partner. Marriage is basically parental arrangement although there are 
cases where boys and girls are given free choice. Sickness according to these indigenous 
people is caused either by nature or by man. This can be determined by the 
magmamarayaw through a ritual called marayaw. Leaving the dead body in the balay is a 
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practice of the Alangans. Sometimes, they leave the remains in between big stones or 
between the big branches of a tree.  Economic activities consist mainly of swidden farming, 
fishing, trapping and gathering of forest products. The Political practices of the Alangans 
are focused on the leadership of the Tanungan-aplaki or Kuyay-lakoy. He is basically 
assisted by the agpamuons who are the elders in the community. Selection of     
tanungan-aplaki is based on reputation, age and experience. Indigenous election is done 
by counting the number of white or black pebbles assigned to the candidates. There are 
times that they use two kinds of leaves designated to the aspirants. The Alangans have 
primal religion. The foregoing practices of the Alangans basically evolve on their belief on 
supernatural beings. No socio-economic and political activity could be done without 
consulting the agalapét or god. The agalapét is regarded as their guardian in all 
endeavors and to some extent the decision-maker. This is the reason why the Alangans 
have developed peace-making attitude in order to appease the spirits hovering over them. 
Failure to do so would mean disaster. 
  
 2. The Mangyan Alangans highly agree on building structured democracy, 
interdependence, respect for the integrity of culture, respect for human rights and sharing 
of responsibilities as manifestations of peace process. These indigenous people agree that 
preservation of natural resources is an illustration of peace process. For them, large-scale 
removal of trees, poverty, and infrastructures, increase of population in the mountainous 
areas are not the prime reasons for the destruction of natural resources. They stressed that 
massive mining and illegal logging are the primary grounds for the destruction of natural 
resources. 
  
 3. Mangyan Alangans agree that social tolerance, economic tolerance and political 
development are factors to attain indigenous sustainable development. However, they 
highly agree that ecological management is the primary reason to attain sustainable 
development. 
  
 4. A significant relationship exists between the extent of peace process among the 
Mangyan Alangans and their level of indigenous sustainable development. This is revealed 
by the computed f-values of 36.52, 285.90, 142.42 and 193.14, which are significant at 5% 
level of significance. 

  
 5. The appropriate Management Strategy Model for the Mangyan Alangans is called 

Indigenous Management System Model (see figure I). 
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Conclusions 
 
In the light of the foregoing findings the following conclusions were drawn: 
 
1.The Mangyan Alangans have distinct culture that should be recognized and 

respected. 
 
2.The building of structured democracy, interdependence, respect for the integrity of 

culture, preservation of natural resources, respect for human rights and sharing of 
responsibilities are factors to attain peace among the Mangyan Alangans. 

 
3.Social tolerance, economic tolerance, political development and ecological 

management are avenues for indigenous sustainable development. 
 
4.The extent of the peace process predicted and influenced the level of indigenous 

sustainable development. 
   

5.There is a need to have a management strategy model for the Alangans. 
 
 
Recommendations 

 
Based on the foregoing findings and conclusions, the following points are highly 

recommended: 
 
 1. There is a need to strengthen SANAMA to act as indigenous counterpart agent 
for development of the Mangyan Alangans. Through environmental scanning, SANAMA’s 
conditions, threats and opportunities from the external and internal environments would be 
determined. Through this process, problems could be easily resolved. 

 
2. There is a need for the PAMUNUAN to conceptualize the vision on development 

in the Mangyan Alangan area. The PAMUNUAN should identify the ways that the vision of 
SANAMA could be accomplished. This is done by implementing the strategies mentioned 
in the model. 
 3. There is a need for a continuous education system, which should be 
implemented through various activities in order to provide values to the community that will 
strengthen the vision of the Alangans. Continuous education through seminars, lectures, 
symposia and orientations would be the most accessible way of obtaining knowledge. This 
knowledge base would be implemented through everyday activities.  

 
4. The Management Strategy Model should be implemented to enhance the 

extent of the peace process and the level of indigenous sustainable development among 
the Alangans. 

 

2007 HICE Proceedings 
Page 1585



The ultimate challenge therefore is the effective implementation of the 
model in the Mangyan Alangan areas in order to suffice the peoples’ demand for 
sustainable development. 
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Figure I 

Indigenous Management System Model 
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Abstract: The purpose of this paper is to provide a brief overview of research 
concerning collaborations between schools and libraries including: the criteria 
observed in successful, productive collaborations; the roles educational leaders 
play in these collaborations; and how these collaborations can enhance all 
curriculum areas k-college.  It includes an introduction to the Collaborative 
Learning Center in the University of Nevada, Las Vegas Libraries and discusses 
the process of enhancing the programs developed by the Center.   

 
Introduction 

Historical Context 
 Library collaborations are not a new concept.  In the nineteenth century, a feeling that 
certain foundational institutions were disintegrating and the belief that the success of the 
democratic process depended on the enlightenment of its citizenry, focused attention on ways 
that the library and education might secure the republic against the destructive changes taking 
place.  Therefore the belief was that the libraries and education could “eradicate obstacles to 
democracy and maintain equality and prosperity” (Harris, 1990, p. 243). 
 During this period of social progress in the United States, known as the Progressive era, 
libraries and education developed core values and professional standards.  These core values and 
professional standards are what define and guide educational institutions today.  In the forefront 
was the value that access to materials and learning was important to maintaining a democratic 
society.  Educational institutions maintained standards that professionals in these areas used in 
order to maintain the core values that they saw as necessary.  These educational and civic groups 
were reacting against the terrible conditions that resulted from the Depression of 1893.  In 
response, many middle class, educated women set out to improve conditions through social 
reform.  The fields of education and libraries worked together to develop plans and activities to 
meet the needs of the children and community in their local area. 
 However, the Depression that brought cooperation between schools and libraries also 
created conflict.  Harris (1995) states that three positive conditions must exist for library growth 
to flourish: 

1. Stable social conditions 
2. Healthy economic conditions 
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3. Peaceful political conditions 
 Unfortunately, these conditions were not prevalent during this time.  Having less money, 
people were unwilling to support both schools and libraries.  They were unwilling to support 
both schools and libraries at the expense of their own comfort of living.  Fewer funds meant 
money was to be saved and stingingly distributed.  As a result, both groups had to prove and 
defend their existence. 
  
Definition of Collaboration 

 Unlike the words cooperate, which means to work or act together toward a common 
purpose, or partnership, which means in association with for a common interest, collaboration 
must involve an intellectual exchange.  However, the interpretations for the word collaboration  
leads to different understandings and evaluations of the ideas and content in a collaboration 
program. Bergstrom, Clark, Hogue, Iyechad, Miller, Mullen and Perkins (1995) make a 
distinction between levels: 
 
 

Levels Purpose Structure Process 
Networking • Dialog and common 

understanding 
• Clearinghouse for 

information 

• Roles loosely defined 
 

• Low key leadership 
• Minimal decision making 
• Informal communication 

Cooperation 
or Alliance 

• Match needs and 
provide coordination 

• Limit duplication of 
services 

• Ensure tasks are done 

• Roles somewhat 
defined 
 

• Facilitative leaders 
• Complex decision 

making 
• Formal communications 

within the central group 
Coordination 
or 
Partnership 

• Share resources to 
address common issues 

• Merge resource base to 
create something new 

• Roles defined 
 

• Autonomous leadership 
but focus in on issue 

• Group decision making 
in central and subgroups 

• Communication is 
frequent and clear 

Coalition • Share ideas and be 
willing to pull 
resources from existing 
systems 

 

• All members involved 
in decision making 

• Roles and time 
defined 

• Shared leadership 
• Decision making formal 

with all members 
• Communication is 

common and prioritized 
Collaboration • Accomplish shared 

vision  
• Build interdependent 

system to address 
issues and 
opportunities 

• Consensus used in 
shared decision 
making 

• Roles, time and 
evaluation formalized 

• Leadership high, trust 
level high, productivity 
high 

• Ideas and decision 
equally shared 

• Highly developed 
communication 
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However, in an article by Marter (1989) on the subjects of artists and architects, she defines 
collaboration as being used to describe various interactions, but then went on to state, “What 
actually constitutes collaboration, however, is a complex matter” (p. 315). 
 
Reasons for Collaborations 
 Ziarnik (2003) believes that the different strengths of schools and libraries provide 
complementary services in their communities.  Both institutions have a strong commitment to 
promote reading and information literacy, which created a natural alliance.   According to 
Fitzgibbons (2000), libraries and schools collaborations were essential concepts to implementing 
educational reforms and improving student learning.  She stated four basic concepts that have 
implications for schools and library collaborations 

1. Learning begins before schooling 
2. Good schools require good libraries 
3. People in a democratic, learning society must have access to libraries throughout their 

lives 
4. Support of libraries is an investment in people and communities 

 Callison (1997) listed seven common purposes the schools and libraries shared: 
1. Library services 
2. Critical use of information and technology 
3. Listening Skills 
4. Visual Literacy 
5. Understanding themselves and the world 
6. Develop students to their fullest potential 
7. Lifelong learning 

 These common purposes should help develop a working relationship between these two 
institutions.  Collaborations “can result in dramatic changes in the reading programs offered” 
(Callison, 1997, p. 41). 
 In a study conducted across three states (Hamilton-Pennell, Lance, Rodney & Hainer, 
2000), researchers examined library media programs in Alaska, Pennsylvania, and Colorado   
The study used a survey of library media programs and statewide available data, including 
standardized test scores, teacher-pupil ratio, per-pupil expenditures, and median household 
income.  According to these findings, student test scores tended to be higher when: 

1. Schools had a full-time library media specialists 
2. School libraries were open for longer hour 
3. Library resources and collections were larger 
4. The library media specialist was actively involved 
5. The school library and public library worked cooperatively 

 Krashen (1995) presented a study comparing school libraries, public libraries and the 
NAEP Reading Scores.  Scores from forty-one states were used, due to complete data sets for 
these states.  In tables 1 and 2, he presented data that showed a positive correlation between 
reading comprehension with number of books and library use. 
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Table 1 Descriptive Statistics 
 

Variable Mean Standard Deviation 
Reading Comprehension 

4th grade NAEP score 
 

216.51 
 

8.52 
School Library 
Books per child 

 
17.146 

 
5.12 

School Library 
Service available 

 
22.780 

 
18.89 

Public Library 
Annual Circulation 

 
5.839 

 
1.89 

Expenditures per child 4903.01 1476.50 
 

Table 2 Inter-correlations Among Variables 
 

 School Library 
Books 

School Library 
Services 

Public Library 
Circulation 

Expenditures 

Reading 
Comprehension 

 
.495 

 
-.513 

 
.559 

 
.058 

School Library 
Books 

 
 

 
-.035 

 
.453 

 
.205 

School Library 
Services 

  
.041 

 
.315 

 
.051 

Public Library 
Circulation 

   
-.188 

 
.090 

N=41  p<.01  p<.05 
 
In table 3, Krashen presented a multiple-regression analysis in which all variables were entered 
together, resulting in similar conclusions as the correlation data table above. 
 

Table 3 Multiple-Regression Analysis 
 

Variable b beta Standard 
error 

t p 

School 
Library 
books 

.4459 .2680 .2151 2.07 .046 

School 
Library 
services 

-1.2819 -.4566 .3073 -4.17 .0000 

Public 
Library 

Circulation 

1.3196 .2928 .5576 2.37 .024 

Expenditure -.000046 .0264 .0006309 -.07 .942 
Dependent variable = scores on NAEP Reading Comprehension Test 
r2=.602 adjusted r2=.545 s=5.746 F=10.59 p<.001 
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Collaborations 
 Kirschenbaum and Reagan (2001) analyzed 57 collaborations between universities and 
school districts.  Data was gathered on the collaborations as well as interviews with the program 
coordinators.  Included in this data was levels of collaboration, based on a 1 to 3 scale, 1 
representing low levels to 3 representing high levels of collaboration. 

The results were that high levels of collaborations were more successful than other types 
of collaborations. Characteristics of a high level of collaboration included “open and frequent 
communication, a shared recognition of need for the program, joint program development 
involving all stakeholders, a working contract, effective leadership at the school level, and 
mutual respect. Unsatisfactory levels of collaboration were characterized by poor 
communication, the transience of school staff, and the lack of a shared sense of investment in the 
program. ”(Kirschenbaum & Reagan, 2001, p. 490-492).  
 Midthaseel and Bru (2001) and Idol, Paolucci-Whitcomb and Nevin (1995) conducted 
studies using specific elements of collaborations.  Midthassel and Bru (2001) believed that the 
“teachers’ perceived relevance” was important for the success of a collaboration.  Using a 
quantitative, qualitative mixed methodology, they conducted a 2-year study with 42 teachers in a 
primary and secondary school in Norway. Idol, Paulucci-Whitcomb and Nevin (1995) believed 
that the triadic model by Tharp and Wtzel (1986) could be developed toward a successful 
collaboration.  This model had three components a) the target, or the problem to be solved, 
usually in terms of a specific student, b) the mediator was the person who had the means and 
influence to achieve the goal concerning the problem, and c) the consultant was the person with 
the knowledge and skill to help the mediator accomplish the goal. In these studies, the 
researchers showed that there were certain characteristics that may increase motivation of 
participation in a study.  
  
Change Theory 
 Change Theory help researchers understand the process involved in planning, 
implementing and actualizing policy and reforms within an organization.  Change Theory 
analyzes the internal process of change.  Although external factors may provide an impetus for 
change, change will not occur unless the people within the organization accept the change.  
“Change is a complex process associated with the norms, beliefs, and culture of an organization.   
Providing leadership for change involves an understanding of motivation and an orientation 
toward holistic thinking in terms of the dynamics within the organization’s social system and the 
interactions between the organizational system and external forces” (Chance & Chance, 2002, p. 
199). 
 Hall and Hord (2006) presented a number of basic themes or patterns that they observed 
repeatedly in their research, which they called change principles.  

1. Change is a process, not an event 
2. There are significant differences in the development and implementation of change 
3. An organization does not change until the individuals change within it 
4. Change comes in different sizes 
5. Interventions are the actions and events that are key to the success of the change process 
6. There will be no change in outcomes until new practices are implemented 
7. Administrative leadership is essential to long-term change success 
8. Mandates can work 
9. The school is the primary unit for change 
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10. Facilitating change is a team effort 
11. Appropriate interventions reduce resistance to change 
12. The context of school influences the process of change 

 A conceptual framework concerning change, the Concerns-Based Adoption Model 
(CBAM), focused on understanding the participants involved in the change process.  In the 
Concerns-Based Adoption Model, there were a number of relevant perspectives that became the 
“cornerstones for the concepts, tools, and procedures” (Hall & Hord, 1987, p. 10) for developing 
this model; these perspectives included a) understanding the participants’ point of view, b) 
change requires someone to change and c) everyone and anyone can facilitate change. Essential 
elements in this framework were 

1. The change facilitator, the person who facilitated the change 
2. The interventions and adaptations that the change facilitator made 
3. The resource system, the resources accessed by the change facilitator 
4. The context of the change 
5. Three diagnostic dimensions, the informal and systematic ways change facilitators used 

in order to understand individuals and groups involved.  There are three diagnostic 
dimensions 

• Stages of Concern – how individuals perceived and felt about the change 
• Levels of Use – what the individual did or didn’t do in relation to the change 
• Innovation Configurations – described the operational forms of the change 

“This knowledge, if used well, can reduce, if not avoid altogether, the apprehension and dread 
associated with change, and lead to successful results” (Hall & Hord, 2006, 16). 
 
Change Theory Affects  
 Participants also bring in their own influences based on their values and interest to a 
collaboration.  One of the first steps in order to achieve change, according to the Concerns-Based 
Adoption Model (CBAM), is to understand the attitudes and skills of those people in the 
situation that will change (Hall & Hord, 1987). In Kirschenbaum & Reagan ( 2001), research 
study, one of the characteristics of a  high collaborations was shared recognition of need for the 
program.  The emphasis here would be on the individual participants’ perception and attitude of 
the need for the program. Therefore, in order for the change to be implemented and 
institutionalized, the changes must “fit within the belief structure and philosophical orientation of 
the school” (Chance & Chance, 2002, p. 217) and the participants in the collaboration. 
Implementation then would need to be thought through, from beginning to end, taking into 
account the actual change and the population that would need to change. 

 
Discussion 

 
At the University of Nevada, Las Vegas’ Lied Library, the Collaborative Learning Centers’ 
Instruction Section is charged with fulfilling the part of the Libraries' Instructional Mission 
dealing with teaching faculty/library faculty collaboration.  The instructional mission of the 
University of Nevada, Las Vegas Libraries, in the spirit of the University's teaching mission and 
in collaboration with other faculty, is to create, promote, and evaluate programs and services to 
empower the University community to: 
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• Develop qualities such as creativity, curiosity, and patience that enable them to 

effectively locate and navigate information organized in a variety of ways. 
• Identify and use tools, skills, and mechanisms appropriate to find needed information.  
• Evaluate information and understand the significance of its context.  
• Communicate and use information effectively.  

 
These critical thinking skills, or information literacies, are crucial for life-long learning in 

the information age. 
To achieve this instructional mission, Instruction Section personnel are expected to 

interact with teaching faculty in the provision of quality library instruction sessions for groups of 
students.  These sessions vary from one-time sessions in library classrooms, scheduled with the 
instructor, introducing students to resources strategies and resources needed to meet specific 
course assignments; to intensive multiple day workshops with cohorts of doctoral students, 
exploring resources needed to begin extensive research leading to chapter 2 literature reviews for 
doctoral dissertations.  In both cases the course instructor is strongly encouraged to attend and 
actively participate in the library instruction sessions.  It has been found that the most productive 
sessions are those where teaching faculty and Instruction section staff team-teach the class, each 
contributing according to their expertise – the teaching faculty member from the “content” 
perspective and the library staff member from the “information strategies” perspective. 

Implied in the mission statement is that collaboration between teaching faculty and library 
faculty should take place prior to the class coming to the library for an instruction session.  These 
collaborative efforts ideally should include discussion and revision of class assignments in terms 
of their aiding the students’ meeting specific course requirements and also acquire information 
literacy skills transferable to other situations. 
 

Conclusion 
 

 In order to achieve the goals established in the UNLV Libraries Mission Statement, the 
following activities would be implemented: 
 Frequent meetings of library instructional staff to discuss needs of students related to 

information problem-solving skills needed to meet course assignments, develop strategies for 
engaging teaching faculty in collaborative efforts, create a variety of teaching strategies 
appropriate to individual teaching styles and taking into account the spectrum of subject 
disciplines and course levels covered, set goals for implementation of outreach efforts, and 
develop procedures to achieve these goals, and finally, generate methodology for measuring 
outcomes of library instruction sessions.  

 Key to the collaboration process would be concerted efforts to facilitate conversations 
between teaching faculty and instruction librarians prior to scheduled class workshops to 
discuss specific instructor requirements of class assignments for which students will be 
accountable, elaboration of specific goals of the library instruction session from the instructor 
perspective, description from the librarians’ perspective of processes to be employed in 
introducing students to information sources, research strategies and techniques for assessing 
the quality of information retrieved, and finally, negotiation of their shared role in the class 
session. 

 A critical component of the instruction librarians’ tools would be access to a collection of 
current course syllabi, allowing Collaborative Learning Center staff to inform themselves of 
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the level, structure and specific requirements for the class, and to better understand where the 
library instruction session fits in the instructor’s course sequence. 

 Finally, and as briefly mentioned above, the collaborative process needs to have an 
unobtrusive but meaningful assessment system built into it that provides evaluation and 
feedback to those engaged in the collaborative effort.   
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Abstract 

This paper draws upon research aiming at investigating teaching and learning at higher education within the 
so-called Bologna Process. It discusses the ways in which students learn at Engineering Education and it 
analyses their implications for redesigning initial training and rethinking teachers’ role. Data were gathered 
through interviews and questionnaires. A questionnaire was designed including both closed and open-ended 
questions. Four levels of information were included: biographic data (gender, age, initial training, current job 
position, etc), academic education (reasons for choosing Mechanical Engineering, reasons for selecting 
University of Minho, expectations about Mechanical Engineering course, etc), transition from University to 
labor market (difficulties faced, scope and nature of the work, etc) and graduate and post-graduate interests 
(areas, type and organization  for high level courses, specific courses, Masters’ and PhD courses). Background 
characteristics, such as years of experience, academic years of experience at the current job were also 
included. Overall, findings suggest a positive evaluation of initial training, namely the ways students adapted 
to university, relationship between students, and length of their practicum. They also highlight a number of 
issues to be improved: a more hands-on approach, a better pedagogical intervention from lecturers, a more 
adequate articulation between content knowledge at secondary school and university education. 

Keywords: Mechanical Engineering Education, Bologna Declaration 

1 Introduction 

Understanding the ways in which students at higher education live and assess their learning experiences is a 
key issue in improving the education and development opportunities provided to them, especially in times of 
change and challenge. Engineering programs are under restructuring according to the so-called Bologna 
Process in Europe (Hedberg 2003, Heitmann 2005, Teixeira et al. 2006). Issues related to new modules, new 
curriculum structure, active learning, and student independent work, cooperative learning (as is the case of 
Project-led education) became key features in this process. Along with this is the discussion of what should be 
done in terms of teaching and learning, assessment, development of competencies/skills (technical and soft) 
within the view of lifelong learning in the context of higher education. Thus, an educational paradigm shift is 
under debate. Traditional teaching and learning at higher education is mostly an outcome-led process, in 
which key technical competencies are to be acquired and assessed, usually through final exams. The need to 
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think about teaching and learning at higher education from a different perspective is recognized. This implies 
a different role for both the student and the teacher. 
 The reasons behind the shift from traditional to more student-centred education in higher education 
may be associated with various reasons, namely focus on learning rather than on teaching, articulation with 
professional practice, enhancing critical thinking, better understanding of the subject matter, development of 
cross-disciplinary competencies,  team work, research and communication skills, conflict management, 
project management and autonomous and creative work, etc. (Schachterle and Vinter 1996, Helle et al. 2006). 
The idea of self-regulated learning also becomes a key issue in a more student-centred process which is “an 
active, constructive process whereby learners set goals for their learning and then attempt to monitor, regulate, 
and control their cognition, motivation, and behaviour, guided and constrained by their goals and the 
contextual features in the environment” (Pintrich 2000). Learning is then seen as a multidimensional process 
which embodies personal aspects (both cognitive and emotional), and behavioural and contextual ones 
(Zimmerman 1998). Therefore, learning is a dynamic and open process which requires students to engage in a 
wide array of tasks and activities which imply, in turn, careful planning, decision-making and self-reflection. 
 These are some of the thoughts and ideas that have inspired the authors to undertake the present study 
in order to explore Mechanical Engineering students’ views on their training course at the University of 
Minho in the context of a deep and complex process of restructuring under the so-called Bologna Declaration 
(Teixeira et al. 2006). One of the main objectives of the Portuguese law document (Decree-Law nº 74/2006, 
24/3) is “to assure the qualification of the Portuguese people, applying the Bologna Process, a unique 
opportunity to enhance people with higher education, to improve quality and relevance of education offer, to 
promote the mobility of our students and graduates and the internationalization of our education offer”. This 
requires the need to reform Portuguese Higher Education System according to the new learning-teaching 
paradigm, in order to comply with one of the aims of Bologna Process which is the construction of a 
European Area of Higher Education. 

 It is within this context that this study was carried out. This work deals with initial training, more 
specifically with initial training of Mechanical Engineers, within times of change of educational paradigm 
within the context of the so-called Bologna Process. It is a study of the conceptions and experiences of 
Mechanical Engineers in regard to their initial training, the transition to the labour market and their 
perspectives on further training and professional development opportunities. It is a descriptive study following 
mainly a quantitative methodology, although at the beginning a qualitative approach was used. 162 
Mechanical Engineers were involved in the study which included, in the first phase, an exploratory interview 
which constituted the basis for the construction of the questionnaire used in the second phase of data 
collection. The process of qualitative data analysis is carried out according to a comparative and horizontal 
analysis. The quantitative data was analyzed statistically with the use of SPSS 11.5®. This and other issues 
will be discussed further in the paper. 

2 Bologna Declaration in Short 

Over the last few years, a number of works have been dedicated to the issue of Bologna Declaration, namely, 
Hedberg 2003, Augusti 2005, Heitmann 2005, Teixeira et al. 2006, Grünwald et al. 2006 just to mention a 
few. In 1999, the ministers of education of 29 countries and university leaders from the whole of Europe met 
to discuss the future development of higher education in Europe. The post-summit declaration issued by the 
ministers – the Bologna Declaration, as it is known – expressed the goal of developing a European Higher 
Education Area by 2010. This development process is known as the Bologna Process (Bologna Declaration 
1999). Two years after the Bologna Conference, the ministers met in Prague, and then again in Berlin in 2003, 
and more recently in Bergen in 2005. The number of member countries increased to 40. In fact, the ministers 
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have decided to meet every two years to reconfirm the Bologna Declaration goals, to analyze the results and 
to set guidelines for the next period.  
 The Bologna Process defines 10 action lines or objectives on the road towards the achievement of a 
European Higher Education Area. These goals overlap, or are inter-dependent, but each goal is important 
itself. The objectives defined in the Bologna Process include the adoption of a comparable degree system with 
two main cycles, aimed at facilitating movement between countries. This in turn is a condition for achieving 
the goal of increased mobility for students and academic and administrative staff in higher education. The 
promotion of quality assurance and increased inter-institutional cooperation is also an objective. 
 The 10 action lines defined on the conferences of ministers responsible for Higher Education at 
Bologna, Prague and Berlin are: 
 1. Adoption of a system of easily readable and comparable degrees; 
 2. Adoption of a system essentially based on two main cycles; 
 3. Establishment of a system of credits, favourably the European Credit Transfer System (ECTS); 
 4. Promotion mobility for students and academic and administrative staff; 
 5. Promotion of European cooperation in quality assurance; 
 6. Promotion of the European dimension in higher education; 
 7. Lifelong learning; 
 8. Higher education institutions and students; 
 9. Promoting the attractiveness of the European Higher Education Area; 

10. Doctoral studies and the synergy between the European Higher Education Area and the European 
Research Area. 

The first 6 action lines were defined in the Bologna Declaration, action lines 7 to 9 were established in 
the Prague Communiqué, and finally, the action line 10 was defined in the Berlin Communiqué. It should be 
highlighted that the social dimension of higher education may be seen as an overarching or transversal action 
line. Further information and details on this issue can bi found at www.bologna-bergen2005.no. 
 In short, the main objectives of the Bologna Declaration are to increase the mobility and employability 
of the European higher education graduates, and thus ensuring competitiveness of European higher education 
on the world scale. Achieving these goals will also require identification and solution of a number of social 
issues. This paper draws upon a broader piece of research aiming at investigating issues of teaching and 
learning at higher education within the so-called Bologna Process. 

3 Research Methodology 

The goals of the study reported in this paper were twofold: to analyze the perceptions of Mechanical 
Engineers in relation to their training at University and to discuss the implications of these for improving 
teaching/learning process, in particular the teacher and student’s role. Three main research questions were 
behind this study, namely (Flores 2006): 

1. How do Mechanical Engineers graduated at the University of Minho evaluate their initial training 
(curricular organization, practicum, theoretical vs practical components of the program, activities 
undertaken ...)? 

 2. How did they adapt to their workplace? 
 3. What are the key areas for further training and professional development opportunities? 
 In order to capture their views on their initial training, on their transition to the labor market and on 
further training and professional development opportunities, a combination of methods was used. Exploratory 
semi-structured interviews were conducted with 8 Mechanical Engineers (former students at the University of 
Minho) in order to examine the ways in which they looked back on their initial training at University. 
Diversity in terms of age, years of experience and date of conclusion of their degree was taken into account to 
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select the interviewees. The interviews lasted about an hour and were used to explore and identify key 
dimensions and categories to be transformed into questions to be used during the main phase of data 
collection. A questionnaire was then designed which included both closed and open-ended questions. 
 Several levels of information were included: initial training; practicum; first years at the workplace 
and further training and professional development opportunities. Background characteristics, such as gender, 
age, years of experience, academic qualifications and years of experience at current job were also included. 
Data were collected in January to March 2006. The process of qualitative data analysis was undertaken 
according to two phases: a vertical analysis (Miles and Huberman 1994) according to which each of the 
respondents’ interviews was analyzed separately. A second phase was then carried out according to a 
comparative or horizontal analysis (cross-case analysis). In this phase, the method of ‘constant comparative 
analysis’ (Glaser and Strauss 1967) was used to look for common patterns as well as differences. Quantitative 
data were analyzed statistically with the use of SPSS 11.5®. Overall, 162 Mechanical Engineers responded to 
the questionnaire: 91.4% are male and 8.6% female; 51.9% are 30 years old or younger; 47.5% are between 
31 and 39; and 94.4% are employed at the moment. Figures 1 through 3 show the results obtained from the 
Mechanical Engineers relative to the gender, age and employability, respectively.  
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Figure 1. Gender of the Mechanical Engineers that responded to the questionnaire. 

 
 

0.6

51.9
47.5

0

10

20

30

40

50

60

70

80

90

100

Less than 30 Between 30 and 40 More than 40

[%
]

 

2007 HICE Proceedings 
Page 1603



Figure 2. Age of the Mechanical Engineers that responded to the questionnaire. 
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Figure 3. Employability of the Mechanical Engineers that responded to the questionnaire. 

 

4 Results and Discussion 

In this section some of the main results and opinions from Mechanical Engineers relative to the topics 
included in the questionnaire are presented and discussed. From the data, it is possible to know that 63.3% of 
the respondents changed job over the last three years, see figure 4. The main reasons put forward were better 
working conditions; better professional career; end of contract; geographical proximity. 
 

36.7

63.3

0
10
20
30
40
50

60
70
80
90

100

Yes No

[%
]

 
Figure 4. Did the Mechanical Engineers change their job over the last three years? 

 
 When asked about the main motives for entering a Mechanical Engineering Course at the University 
they pointed out several situations: vocation/calling – 31.5% (1st choice); enjoying working with machines – 
19.1%; enjoying working with cars – 18.5% and employment opportunities – 16.7%.  

Also of interest is the fact that for the large majority of the respondents (78.9%) Mechanical 
Engineering was the first choice in terms of career when applying at a post at University, see figure 5. This is 
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also the case of the University of Minho, which was the first choice for 65.2% of the respondents, as it 
illustrated in figure 6.  
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Figure 5. Option for choosing Mechanical Engineering course when entering at the university for the first time. 
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Figure 6. Option for choosing the University of Minho. 

 
 When asked about the overall evaluation of the quality of Mechanical Engineering course obtained 
from Mechanical Engineers at the University of Minho, the opinion from the respondents is, in general, good, 
as it can be observed in figure 7. Several reasons were identified for this positive evaluation, namely the broad 
overview of the course, professional opportunities, good technical knowledge-base for future work and 
adequate curricular organization of the course. Following are some opinions of the respondents: 
 

“The course has provided me with a good basis of technical knowledge. It has provided 
me with a good preparation for the labour market.” 

 
“It is a very broad course at all levels in the mechanical world. Thus it opens many doors 

in terms of future job.” 
 
“I’ve learned how to identify problems and looking for solutions.” 
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“I think the course was useful because I developed technical and scientific knowledge 
which is relevant to my work and because I’ve always had several job opportunities.” 
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Figure 7. Overall evaluation of the quality of Mechanical Engineering course. 

 
The large majority of the participants in the study (79.5%) revealed that the course has met their 

expectations (see figure 8). They emphasized the following issues for this: good preparation to face future 
work/profession; being broad enough in terms of knowledge and competencies; practical component and 
curricular organization adequate; lecturers’ professionalism. However, 20.5% stated that the course did not 
meet their expectations and they highlighted the following issues: being too theoretical; the lack of liaison 
between University and industry; poor preparation to the labour market; lack of articulation and inadequate 
curricular organization, and lack of support, and poor pedagogical preparation from some teachers/lecturers. 
The following quotations are illustrative of this: 
 

“I think the course should be more practical, especially during the first years.” 
 
“As it is, it’s too theoretical, with poor effect on your real job…” 
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Figure 8. Does the Mechanical Engineering course correspond to the initial expectations? 
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In the present study, the respondents also identified a number of issues related to their course at the 
University of Minho in relation to which they feel more or less satisfied. Concerning with the adaptation to 
the University of Minho, 41.6% of the respondents are completely satisfied. In relation to the range of 
professional options in terms of job/career, 58.0% of the respondents are satisfied. 35.2% of the respondents 
are not satisfied, nor dissatisfied with the teacher/student relationship, development of social and professional 
skills. Concerning with the access, during the course, to laboratory work and study visits, 30.4% of the 
Mechanical Engineers are dissatisfied. Finally, 21.4% of the respondents are completely dissatisfied with the 
support from the University in finding a job. Figures 9 through 13 show these opinions.  

Along with this is also a number of key issues to be improved according to the participants in this 
study. They refer to a more hands-on perspective from the beginning of the course; the introduction of 
curriculum units related  to resource management; better pedagogical approach of some teachers/lecturers; 
more emphasis on transversal competencies such as teamwork, communication skills, leadership, etc; better 
articulation between what is taught at University and at secondary education; and better articulation between 
university and industry. To some of them: 
 

“I think the curricular structure of the course need improvement, namely in regard to the 
practicum. It will help to develop and apply knowledge if you have a more hands-on 
work.” 

 
“It needs to be more in line with Portuguese industry needs…” 
 
“We need a better articulation between University and Industry, and therefore better 

integration in the labour market…” 
 
“The course should include more projects during the five years and more hands-on work 

especially during several periods of time in industry…” 
 
“Even though there are teachers/lecturers with good pedagogical preparation, there are 

other who need training on pedagogy skills, namely in approaching the content and 
relating to students… Some of them are for too many years on the job without 
training…” 

 
“I think teachers/lecturers should be evaluated in order to distinguish between good and 

not so good teachers…” 
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Figure 9. Degree of satisfaction relative to the adaptation to the University of Minho. 
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Figure 10. Degree of satisfaction in relation to the range of professional options in terms of job/career. 
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Figure 11. Degree of satisfaction in terms of the teacher/student relationship. 
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Figure 12. Degree of satisfaction in relation to the access, during the course, to laboratory work and study visits. 
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Figure 13. Degree of satisfaction in terms of the support from the University in finding a job. 

 
Overall, findings suggest a positive evaluation of initial training, namely the ways students adapted to 

university, relationship between students, and length of their practicum. They also highlight a number of 
issues to be improved: a more hands-on approach, a better pedagogical intervention from lecturers, a more 
adequate articulation between content knowledge at secondary school and university education. For instance, 
in relation to the graduate and post-graduate interests, namely in what concerns with the first priority for 
thematic areas of interest, the respondents emphasize the importance of management, energetics and new 
technologies, as it is illustrated in figure 14. 
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Figure 14. First priority for thematic areas of interest in post-graduate courses. 

5 Concluding Remarks 

In this paper, some results from a study carried out at the University of Minho in 2006 were presented and 
discussed. This study is concerning with the initial training of Mechanical Engineers, within times of change 
of educational paradigm within the context of the so-called Bologna Process. It was a study of the conceptions 
and experiences of Mechanical Engineers in regard to their initial training, the transition to the labour market 
and their perspectives on further training and professional development opportunities. In the sequel of this 
process, the roots and aims of the Bologna Declaration were also presented. 
 If, in general, results point to the correspondence between expectations and reality and a balance 
globally positive in regard to Mechanical Engineering Course, on the other hand, the respondents feel 
dissatisfied in relation to some aspects which need to be reorganised within the context of a restructuring 
process of the course.   

Data suggest that Mechanical Engineers feel dissatisfied in relation to the support of the University 
when searching the first job, as well as the access during the course to lab activities. Mechanical Engineers 
were more satisfied with the duration of the practicum and the adaptation to the University of Minho. They 
highlight as aspects to be improved within the context of Initial training the need to a permanent up to date in 
scientific terms of the subject matter, the existence of short-term practicum in enterprises throughout the 
course, a more hands-on approach, a greater emphasis of the learning of transversal competencies related to 
the labour market, and a deeper articulation between the University and the labour market.  
 On the other hand, Mechanical Engineers described the beginning of the careers as being difficult and 
easy, which depended on a number of factors. They said that they looked for support from colleagues from 
work, superiors and chiefs, lecturers from the University and supervisors to solve the problems and difficulties 
such as lack of experience, relating to other people, adaptation to the work environment and the lack of 
preparation from initial training.   
 As far as further training and professional development are concerned, themes include, among others, 
Environment, Energetic, Interpersonal relationships, Leadership, Project, ICT, and so on. They also prefer an 
intensive course after work, guided by specialists from industry. These and other findings suggest 
implications for the restructuring of the curricula, for the articulation and pedagogical coordination and for the 
pedagogical training of teachers at higher education. 
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Abstract: 
 
One of the myriad of issues facing educators today deals with effectively promoting 
academic excellence amongst the African American student population (Ladson-Billings, 
1994; Nieto, 2004).  Research continues to show that African American students 
persistently score lower than any other nationality on the academic achievement scale 
(Aronson, 2002; Banks & Banks, 2005; Davis, 2006).  Statistics also prove that African 
American students are dropping out of school intellectually by the second and third 
grades (Davis, 2006).  As Thernstrom and Thernstrom (2003) stated the academic 
achievement gap between African American students and that of their European 
American counterparts begin during the elementary grades and “by the time African 
American youngsters leave elementary school, they have fallen tragically behind” (p. 23).  
 
The purpose of this workshop is to share the results of a study which allowed 9 
elementary-school aged students and their parent(s) and/or guardian(s) the opportunity to 
voice their concerns and their ideas about current school and teacher practices.  This 
interactive session will allow participants to reflect and dialogue about what parents and 
students voiced as key elements to promoting academic excellence among African 
American students.     
 
Close the gap during the early years, and African American students will be on the road 
to success (Thernstrom & Thernstrom, 2003). 
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Abstract 
This talk will be delivered from a “hands-on” perspective by the Head of a specialised 
residential school and will be based on case-studies.  It will be targeting teachers, 
parents and teenagers themselves and attempt to break some of the myths that 
surround the effect of ADHD on the emotional growth and development of teenagers.  It 
will attempt to provide pragmatic tools towards a better understanding from parents and 
carers, and better self-management for the teenagers themselves.  The foremost 
argument will be that many behavioural difficulties observed in ADHD teenagers are 
predictable and as such can be proactively avoided.   The presentation will argue that 
teachers must play a key role in this preventative effort at this conjuncture in emotional 
development, even when manifestations of maladjustment occur outside the classroom 
itself.    
 
 
Background and purpose - The “relapse” of early teenage years 
ADHD is often well diagnosed in early childhood and treated with medication.  Parents, 
educators and child progress through the diagnosis in relative harmony.  At a much later 
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stage, as the complex processes of adolescence are triggered, ADHD behaviour returns 
with full impact and shakes all early successes (Hallowell, 1993; Nadeau, 1994).  Up to 
30% of students with ADHD never complete high school (Weiss & Hechtman, 1986).   At 
worst the idiosyncrasies of the ADHD diagnosis are ignored altogether at this later stage 
by parents and carers who think these issues resolved; at best they are considered but 
their impact not fully grasped: issues of “character” taking priority in the interventions.  
However successful the early childhood interventions and medical response may have 
been, the ADHD diagnosis and its impact on behaviour have not “vanished”, but rather 
remained dormant in a large percentage of cases, and it is normal and expectable for a 
teenager to experience further challenges as he/she enters adolescence with this added 
burden (Cimera, 2002). Impulsivity becomes increasingly intolerable as academic 
pressure and structure increase through high school (Frederick & Olmi, 1994).  It is 
essential for parents, carers and educators to be aware and informed of the specific 
dangers which lie ahead if they are to be avoided.  The stakes are high and figures 
would suggest that a majority of teenagers with ADHD will fall at this “second” hurdle and 
head for high school difficulties and, eventually, exclusion, petty criminality, dysfunctional 
family relationships and an altogether haphazard chance at emotional stability and 
happiness (Barkley, 1990; Zentall, 1993). 
 
 
Specific behavioural patterns and dangers 
The speaker will review, through case studies encountered in his own practice – a 
residential school with a high ratio of ADHD teenagers - each of the following issues, 
specific to an ADHD diagnosis in young adults.  A general awareness of each of these 
topics will be advocated. It will be argued their recurrence should lead the way to a 
reflection on prevention: 
 
(i) Lying (Hallowell & Ratey, 1994)  
(ii) Petty criminality (Barkley 1990; Zentall 1993) 
(iii) Drug use (Barkley 1990; McGee, Partridge, Williams & Silvia, 1991; Bender 1997) 
(iv) Difficulties in establishing relationships with the opposite sex (Robin, 1990; Weiss, 
1992; Nadeau, 1994) 
(v) Oppositional/ confrontational attitude within the family unit (Johnston, 1996) 
(vi) Digging the “gap” between school and home (Damico & Augustine, 1995; Frankel, 
Myatt, Cantwell, & Feinberg, 1997) 
(vii) Thrill seeking and the need for physical outlets (DiScala, 1998) 
(viii) The search for attention with peers and thirst for popularity (Robin, 1990; Woodward 
& Ferguson, 1999; Hodgens, Cole, & Boldizar, 2000) 
 
Non-medical tools of intervention. 
The speaker will point out the tools which are best suited, from the perspective of his 
own practice, as efficient modes of intervention and show how these are far more likely 
to be within the hands of the educator or teacher, during adolescence, than any other 
adult or professional surrounding the teenager.  It should thus be every classroom 
teacher’s mission, but sadly rarely is, to seek the development of the following tools:  
 
(i)  the education of the teenager and the family about the pitfalls of ADHD (Snyder, 
1997; Churton, Cranston-Gingras, & Blair, 1998); 
(ii) the development of self-management tools and skills with regards to behaviour and 
academic performance (Reid & Harris, 1993); 
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(iii) a healthy dose of humour in the face of very predictable behaviour and the de-
dramatisation of tense situations (Barkley, 2000; Visser, 2001); 
(iv) a shift away from issues of “character” (Hallowell & Ratey 1994); 
(v)  the production of appropriate and congenial role models (Visser, 2001);  
(vi)  the search for healthy outlets for adrenalin and healthy thrill seeking (Portner, 1993; 
Griss, 1998;  Virgilio & Berenson, 1998); 
(vii) the education of peers towards a higher degree of social acceptance of the ADHD 
teenagers (Harris, Milich, Corbitt, Hoover & Brady, 1992; DuPaul & Henningson, 1993; 
Fiore & Becker, 1994; Fregusson & Woodward, 1999); 
(viii)  mentoring and coaching towards healthy relationships (Roberts & Jansen, 1997) ; 
(viii)  love, understanding and support (Hallowell & Ratey, 1994).     
 
 
Conclusion 
An ADHD teenager is one with a dangerous propensity to self-destruct.  Consider the 
idiosyncrasies listed above and the very narrow margin for success becomes too 
painfully clear.  Failure is rarely mitigated and normally affects the very core of that 
young adult’s emotional stability: a break away from the family unit, a dysfunctional 
approach to relationships, and too often experimentation with substance abuse and petty 
crime.  Although at the start of adolescence, most high school teachers shy away from 
this role, the teacher’s task is clearly crucial at this dangerous conjuncture: he/she alone 
has the information and the means to turn back this process and guide these teenagers 
back towards normality, and the tools to inform and guide families.  A teacher possesses 
the most efficient and resourceful tool of all that of making teenagers understand that 
they are not inherently or fundamentally faulty and that their attraction towards 
impulsivity is common and expected.  This should, by no means, trivialize such 
behaviour but it may help show these young adults that others are facing the same 
difficulties and that others have emerged successfully from the similar challenges.    
Rhodes encouraged narrow (emotional buffer), medium (review of syllabus and the 
creation of appropriate outlets: play, sports, social skills acquisition) and broad ecological 
interventions (a role “consultant” to the school and the home eco-systems and the 
provision of adequate information) from teachers (Cullinan, 2002).  This three layer role 
is particularly crucial when it comes to the emotional growth and well-being of ADHD 
adolescents.  It will be argued that if high school teachers are reluctant to take on this 
role, there may be few other professionals capable of meeting these needs.    
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 Anger has been widely recognized as one of the five 
basic human emotions regardless of culture.  Anger is the 
feeling most individuals report having the most difficulty 
managing.  News reports across the world are replete with 
examples of poor anger management.  Poor anger 
management also has serious associated health problems.  
This presentation will review etiology of anger issues, 
effective anger management strategies, anger resolution 
techniques and anger prevention.   
 
 In the K-12 sector of education students often display 
anger management deficits.  These deficits create emotional 
blocks to learning for the students and classroom 
management problems for educators.  If appropriate 
solutions for anger are not learned, these same students take 
these deficits into higher education and ultimately the work 
world.  This presentation will focus on anger management  
from pre-school to adult.  Techniques which can be used in 
the classroom as well as in counseling will be shared.  A 
three-pronged approach, which incorporates numerous 
theoretical approaches, will be reviewed.  Suggestions for 
emotional literacy classes and prevention will also be 
shared. 
 
  

2007 HICE Proceedings 
Page 1620



Objectives of this session are: 
 
Knowledge 
 
1. Participants will understand the brain chemistry as it 

pertains to anger management. 
2. Participants will be able to list the stages of anger 

development. 
3. Participants will understand the idiosyncratic nature of 

anger management. 
 
Dispositions 
 
1. Participants will develop an understanding of diversity 

issue as it pertains to anger management. 
2. Participants will be assisted in developing an attitude 

of acceptance of anger in themselves and others. 
 
Performances 
 
1. Participants will demonstrate the effective application 

of at least one anger management strategy with 
themselves. 

2. Participants will demonstrate the effective application 
of at least one anger management strategy with others. 

3. Participants will develop an anger management plan 
for the environment of their choice. 

 
 
A bibliography for further development will be provided. 
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Exploring Christian Leadership in Learning Environments 
 

By: 

Gilbert Fugitt, M.A.  
Farzin Madjidi, Ed.D. 

Bonni Stachowiak, M.A. 
Dave Stachowiak, M.A. 

Joe Wyse, M.A. 
 
 

 Abstract 
 
  

Leadership is critical to any organization. Particularly as we continue to shift to 

more of a human capital economy, and as manufacturing is increasingly replaced by 

automation or by outsourcing to other countries, leadership becomes essential. 

Leadership becomes even more challenging when faith is central in one’s approach to 

leading.  God calls Christian leaders to an even higher standard.  Matthew 20:26-28 

(English Standard Version) informs us to lead in a sacrificial manner and to serve our 

followers:  “But whoever would be great among you must be your servant, and whoever 

would be first among you must be your slave, even as the Son of Man came not to be 

served but to serve and to give his life as a ransom for many.”  This call to leadership 

takes on unique perspective, when this brand of leadership takes place in Christian 

learning environments.  

This paper explores the topic of Christian leadership in learning environments.  

Through a thorough review of leadership literature, various models and theories of 

leadership are reviewed and the strengths and weaknesses of each model or theory are 

evaluated.  The review of literature also encompasses theories of learning, including adult 

learning theory.  Then, to gain a better understanding of Christian leadership in learning 

2007 HICE Proceedings 
Page 1625



 2

environments, four prominent Christian leaders of educational endeavors were 

interviewed and the results analyzed, compiled and summarized.   The participants 

included two presidents of Christian universities, Murray Dempster, President of 

Vanguard University located in Costa Mesa, California, and Jacob Preus, President of 

Concordia University in Irvine, California, Jeanette Hsieh, executive vice president and 

professor of education at Trinity International University in Deerfield, Illinois, and Zig 

Ziglar, an internationally known motivational speaker and founder of Ziglar Training 

Systems.  Zig Ziglar provided a written response to the questions.  

The focus of the interviews conducted, as relates to this paper, are around the 

following interview questions: 

1. How would you describe your leadership style?  

2. Do you think leaders are born with leadership characteristics, or can employees be 

trained to become leaders?  

3. What leadership characteristics do you value in your employees?  

4. What challenges do you face in your day-to-day dealings with your employees?  

The Christian leaders in learning that were interviewed for this paper made reference 

to traits they admired in their employees which connected with the trait and situational 

styles of leadership as well as transformational leadership.  The parallels to 

transformational leadership were particularly strong, with all interviewees making a 

connection to it in some form. 

Two surprising observations were made by the authors.  First, there was no direct 

reference to prayer in the decision making process.  This was unexpected because all four 
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leaders were from evangelical protestant backgrounds or are leaders in evangelical 

protestant universities.  Second, intellectual stimulation, a component of transformational 

leadership, was not explicitly revealed in the interviews. This was viewed as curious 

since three of the four interviewees are in positions of leadership in higher educational 

institutions. 
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Exploring Christian Leadership in Learning Environments 

Introduction 

Leadership is critical to any organization. Particularly as we continue to shift to 

more of a human capital economy, and as manufacturing is increasingly replaced by 

automation or by outsourcing to other countries, leadership becomes essential. 

Leadership becomes even more challenging when faith is central in one’s approach to 

leading.  God calls Christian leaders to an even higher standard.  Matthew 20:26-28 

(English Standard Version) informs us to lead in a sacrificial manner and to serve our 

followers:  “But whoever would be great among you must be your servant, and whoever 

would be first among you must be your slave, even as the Son of Man came not to be 

served but to serve and to give his life as a ransom for many.”  This call to leadership 

takes on unique perspective, when this brand of leadership takes place in Christian 

learning environments.  

In this paper, the topic of Christian leadership in learning is explored.  Through a 

thorough review of leadership literature, various models and theories of leadership are 

reviewed and the strengths and weaknesses of each model or theory are evaluated.  The 

review of literature also encompasses theories of learning including adult learning theory.  

Next, to gain a better understanding of Christian leadership in learning environments, 

four prominent leaders of educational endeavors in Christian settings were interviewed 

and the results were analyzed, compiled and summarized.   

The focus of the interviews conducted, as relates to this paper, are around the 

following interview questions: 
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1. How would you describe your leadership style?  

2. Do you think leaders are born with leadership characteristics, or can employees be 

trained to become leaders?  

3. What leadership characteristics do you value in your employees?  

4. What challenges do you face in your day-to-day dealings with your employees?  

Review of the Literature 

Examining the multitudes of definitions of leadership is a good starting point. 

Classical theories of leadership are important to any discussion of the topic. As the great 

theorists’ beliefs about leadership evolve over time, more modern theories of leadership 

appear. Current leadership theories are topical, as well as the role of women in 

leadership. Any review of literature on leadership requires exploring various theories of 

learning and how leaders can provide for greater levels of self and organizational 

learning.  

Leadership Defined 

Throughout the study of leadership, no one generally-accepted definition of 

leadership has existed. From Stogdill’s (1948) belief that we are leaders based on the 

traits we possess to Covey’s (1990) assertion that we are leaders based on living up to 

timeless principles, leadership theorists have lacked a common definition of leadership. 

As Stogdill (1974) reflects on leadership research, he states that “there are almost as 

many different definitions of leadership as there are people who have tried to  

define it” (p. 7).  
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Despite the vast quantity of diverse leadership definitions, two themes have 

emerged in modern theories. Modern definitions focus more on leadership being a 

process (Rauch & Behling, 1984; Schein, 1992; Hersey, Blanchard, & Johnson, 2001; 

Yukl, 1991), and therefore accessible to all people and not only those with innate 

abilities. More recent leadership definitions also concentrate on leadership as a means to 

influence others (House et al., 1999; Rauch & Behling, 1984; Yukl, 1991), versus the 

more power-oriented models from the past. 

Despite the more modern thinking on leadership definitions, there are those 

definitions that still envision leadership as more based on position than influence. Fiedler 

and Garcia (1987) state that leadership “refers to the person who is elected or appointed 

or who has emerged from the group to direct and coordinate the group members’ efforts 

toward some given goal” (p. 2).  

In this paper, a definition is used that centers on influence and on leadership being 

a process. Definitions that closely align with this model of leadership are presented in 

table 1. This model supports the current thinking in leadership theories and research.  
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Table 1: Definitions of Leadership 

“Leadership is an influence relationship among leaders 
and followers who intend real changes that reflect their 
mutual purposes.” 

(Rost, 1993, p. 102) 

“When persons with certain motives and purposes 
mobilize… institutional, political, psychological, and 
other resources so as to around, engage, and satisfy the 
motives of followers.” 

(Burns, 1978, p. 18) 

“…is the ability to step outside the culture… to start 
evolutionary change processes that are more adaptive.” 

(Schein, 1992, p. 2) 

“…the ability of an individual to influence, motivate, and 
enable others to contribute toward the effectiveness and 
success of the organization…” 

(House et al., 1999, p. 184) 

“Leadership is the process of influencing others to 
understand and agree about what needs to be done and 
how it can be done effectively, and the process of 
facilitating individual and collective efforts to accomplish 
the shared objectives.” 

(Yukl, 1991, p. 7) 

 
Leadership versus Management. There are fundamental differences between 

management and leadership, but both skills are critical to being effective in maximizing 

the productivity of employees in an organization. Frederick Taylor (1911), known as the 

“Father of Scientific Management,” was instrumental in our first viewing management as 

a profession. In the early 1900s, he performed time-and-motion studies to determine ways 

that manufacturing work could be more efficient. Taylor’s model did not create concern 

for the individual workers (as many of today’s leadership models do), but he did propose 

a different type of a position in companies than had existed before, that of a manager. 

There are also multitudes of definitions of management. The common themes in 

the definitions clarify that managers are responsible for accomplishing goals. 

“…management [is] the process of working with and through individuals and groups and 

other resources (such as equipment, capital, and technology) to accomplish organizational 
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goals,” (Hersey et al., 2001, p. 9). Managers focus their efforts on planning, organizing, 

staffing and controlling. 

While the research supports that there is a difference between leadership and 

management, there are great differences of opinion when it comes to where overlap exists 

between those roles. It is evident that someone can be a leader without having a formal 

title as manager. Also clear is the fact that one can be termed a manager by their company 

and not demonstrate a leadership role in their position. Some theorists even take it to the 

extreme to say that a person can only either be a leader or a manager, not both. Bennis 

and Nanus (1985) assert, “Managers are people who do things right and leaders are 

people who do the right thing” (p. 21). Most argue that both skills are needed for success, 

and since there has been such a lack of leadership shown by most managers, leadership is 

emphasized today. 

Strong management is vital to success, but in and of itself, it is not adequate in 

today’s complex world. Leadership is needed to influence change, inspire followers, 

focus on a future direction, and challenge the status quo.  Rost (1993) clarifies this with 

the following distinctions between management and leadership (p. 149): 

Table 2: Leadership versus Management 

LEADERSHIP MANAGEMENT 

Influence relationship Authority relationship 

Leaders and followers Managers and subordinates 

Intend real changes Produce and sell goods and/or services 

Intended changes reflect mutual purposes Good/services result from coordinated 
activities 
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Followership. Our definition of leadership would be incomplete without 

clarifying the role of the follower. All of this emphasis on the leader could leave one 

pondering if people still consider workers to be mere machines, as was in the case in our 

history. In fact, followership is critical to accomplishing goals and getting the most 

productivity out of individuals. Stogdill (1974) distinguishes followership as he writes, 

“It may be that the true antithesis of leader is not follower, but indifference, i.e., the 

incapacity or unwillingness either to lead or follow” (p. 77). Effective followers have 

very similar characteristics as leaders. Kelley (1988) provided the following essential 

qualities of followers: 

 They manage themselves well. 

 They are committed to the organization and to a purpose, principle, or 
person outside themselves. 

 They build their competence and focus their efforts for maximum impact. 

 They are courageous, honest and credible.  

 
Perhaps the most important quality of followers is that they communicate their 

opinions, the data they gather, and their ideas. Unfortunately, many managers stifle this 

critical communication, because their desire to control is too strong. Followers all too 

often are punished for bringing up concerns and for expressing opinions different than 

those of their manager. The result is an organization with not as many minds, fewer ideas, 

and less creativity being utilized, due to this stifling of communication. 

Trait Theory 

In the 1930s and 1940s, hundreds of studies were conducted to determine a 

common set of traits that leaders possessed. Prior to this, leadership qualities were said to 

have been hereditary, as in the case where a king’s position was passed down to his next 
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of kin. Stogdill (1948) became a proponent of the trait approach to leadership as he 

conducted his research at Ohio State University. 

Stogdill (1948) wrote an article in the Journal of Psychology that reported on all 

of the research that had been done between 1904 and 1947 on leadership traits. His 

findings showed that those individuals in leadership positions had the following 

characteristics: capacity, alertness, insight, achievement, responsibility, initiative, 

persistence, self-confidence, and sociability. 

Another of Stogdill’s important findings was that individuals who possessed these 

leadership traits did not necessarily become leaders. Stogdill asserted that a leader’s traits 

needed to be appropriate to the situation. Stogdill (1974) wrote “A person does not 

become a leader by virtue of the possession of some combination of traits, but the pattern 

of personal characteristics of the leader must bear some relevant relationship to the 

characteristics, activities and goals of the followers” (p. 76). One of the illustrations 

Stogdill (1948) used involved the military. He demonstrated how the traits needed for a 

military leader was different than someone who would run a business.  

In 1974, Stogdill published a revised list of leadership traits. In his second study, 

he researched the work that had been done between 1948 and 1970 on the topic of 

leadership traits. While the list of characteristics was similar to the one in his first study, 

this time he factored in a leader’s personality into the equation. Stogdill communicated 

about the complexity of leadership as he contemplated leadership traits in various 

situations and how to choose leaders. Stogdill explained how the situation can change 

significantly in a short period of time and that can compound the difficulty of selecting 

the right leader for a given situation.  
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Stogdill (1974) explains “The findings suggest that leadership is not a matter of 

passive status or of the mere possession of some combination of traits. Rather, leadership 

appears to be a working relationship among members of a group, in which the leader 

acquires status through active participation and demonstration of his or her capacity to 

carry cooperative tasks to completion. Significant aspects of this capacity for organizing 

and expediting cooperative efforts appear to be intelligence, alertness to the need and 

motives of others, and insight into situations, further reinforced by such habits as 

responsibility, initiative, persistence, and self-confidence” (p. 77).  

Evaluation of Trait Theory. The trait theory of leadership is less complex than 

many of the other leadership theories presented here. While Stogdill did introduce the 

situation as a factor in leadership effectiveness, most research focused on the leader’s 

traits and not on the situational or followership variables (Mann, 1959).  

In its simplicity, trait theory fails to provide a means for leadership development. 

If a person does not possess the needed traits, a trait theorist would suggest replacing the 

leader with someone with the appropriate characteristics. Considering that over 100 years 

of research have not produced a consistent set of traits that will warrant leadership 

success, it seems that the approach of moving individuals around until their leadership 

traits fit the situation is problematic.  

What trait theory does provide is a means for self-awareness. By comparing one’s 

characteristics with a set of leadership traits, strengths and weaknesses may be assessed. 

A greater awareness of one’s own leadership style can provide for greater levels of 

leadership success.  
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Skills Theory 

One of the weaknesses of trait theory is that it does not provide the opportunity 

for leadership development. This next leadership approach, the skills theory, is like the 

trait approach in that it centers on the leader. However, the skills theory allows for the 

possibility of leadership development and growth.  

Katz (1955) challenged the thinking that leadership consisted of possessing traits 

and introduced three skills he asserted were critical for any administrator. As shown in 

Figure 1, Katz proposes that varying degrees of three core leadership skills are necessary. 

Katz distinguishes between leadership traits, which consist of who a person is, versus 

leadership skills, which offer the potential for any individual to acquire.  

Figure 1: Katz’s Leadership Skills Visual 

 
SOURCE: Adapted from “Skills of an Effective Administrator,” by R. L. Katz, 1955, 
Harvard Business Review. 
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First, Katz describes technical skills as those that are needed to perform tasks or 

procedures. The lower a person is in an organizational hierarchy, the more they will 

require technical skills. As someone enters into supervisory and management roles, Katz 

suggests that human skills are required to a greater degree. He states that employees 

should feel secure enough to communicate openly with their supervisors and differing 

viewpoints should be embraced. Finally, Katz (1955) describes conceptual skill, or that 

which “involves the ability to see the enterprise as a whole…” (p. 35). The higher up in 

the organization the leader is from a position standpoint, the more Katz claims he or she 

needs the ability to see the bigger picture.  

Despite Katz carving out a path to allow for a transition from trait-based theories 

to skills-based approaches, much change did not occur until the early 1990s. At this time, 

the U.S. Army and Department of Defense funded research that sought to create a skills 

oriented theory of leadership. Mumford’s research team leveraged the findings from the 

Army’s research and created a skills-based leadership approach (Mumford, Zaccaro, 

Connelly, and Marks, 2000). Their model focuses on the knowledge and skills that allow 

for effective leadership. The skills model centers on three leadership competencies: 

problem solving abilities, social skills, and knowledge. Leaders are said to be able to 

develop their leadership abilities through training and experience.  

Evaluation of Skills Theory. Skills theory demonstrates recognition of the 

complexity of leadership by including a wide variety of skill components. Instead of 

approaching leadership from an ‘all or nothing’ standpoint, skills theory states that 

leadership skills may be developed by providing individuals with experience and 

developmental opportunities.  
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Skills theorists are not without criticism, however. This approach lacks the ability 

to predict whether or not an individual will succeed as a leader. A correlation between the 

outlined skills and effective leadership performance is not established in the research. 

While the complexity of the model conveys the richness of leadership, it also causes a 

challenge by becoming more generalized and less able to describe effective leaders.  

Style Approach 

The skills approach to leadership led to a group of theories that focused on the 

behavior of the leader. With a behavioral approach, leadership becomes accessible to 

anyone, as long as they demonstrate a successful leadership-oriented behavior. 

Researchers who use the style approach introduce two general behavior types: task 

behaviors and relationship behaviors.  

Two of the best known style theorists are Blake and Mouton (1978), who 

developed a theory based on two dimensions: concern for people and concern for 

productivity (see figure 2). Depending on where one’s leadership behaviors are plotted on 

the leadership grid, the success of the leader can be predicted.  

2007 HICE Proceedings 
Page 1638



 15

Figure 2: Blake and Moulton’s Leadership Grid 
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A person with a 1,1 leadership approach is termed an impoverished manager. In 

this case, the individual shows a low concern for both people and performance. Their 

tendency is to exert a minimum amount of effort and their emphasis is solely on job 

security.  

Individuals with a 1,9 leadership style is called a county club manager. These 

individuals have a high concern for people and a low concern for productivity. 

Relationships are of the highest priority and these individuals seek to avoid conflict at all 

costs, something Blake and Mouton (1978) deem as dangerous in producing the greatest 

levels of productivity when working with people. 

Those who plot as a 9,1 on the leadership grid are deemed task managers. They 

care about getting the job done and are not concerned about people. This style is known 

for being directive and feedback from employees is not sought in this approach. 
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Lastly, people who use 9,9 leadership behaviors posses what Blake and Mouton 

believe to be the ideal techniques. These individuals have a high concern for people and 

productivity. Leaders who use this style regularly ask their team members for input and 

they arrive at goals and objectives through mutual agreement.  

One of the roles of the leader is to ensure candor in the group and to encourage 

conflict (Blake and Mouton, 1978). They suggest the use of a “Grid Organizational 

Development” specialist, to ensure that the team achieves the highest levels of 

productivity and concern for people. They claim that the “use of the 9,9 theory increases 

the prospect that mutual understanding will be achieved” (p. 156).  

Blake and Mouton (1978) emphasize how communication remains a challenge as 

teams develop. They recommend plotting an organization’s managers on the leadership 

grid and to continually seek to exhibit the leadership behaviors of the team management 

approach. Blake and Mouton (1978) write, “Without planned, deliberate, organized 

follow up, the insights into managerial behavior acquired from a Grid Seminar are 

unlikely to find their way into operational action” (p. 156).  

Evaluation of Style Approach. Once again, a weakness of this model exists in the 

inability to find consistent correlations between particular leader behaviors and leadership 

effectiveness (Yukl, 1991). Additionally, this approach does not have a universal 

application. However, the style approach has contributed greatly to the thinking in 

leadership. The combination of task and relationship behaviors is significant in 

recognizing what it takes to get goals accomplished.  
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Situational Leadership 

Instead of focusing on traits or behaviors alone, as did many of the models that 

came before it, situational leadership focuses on applying the correct approach in a given 

situation. The situational approach was first created by Hersey and Blanchard in 1969, 

which Blanchard et.al. revised slightly in 1985. It asserts that the correct style depends on 

the development level of the person being led. Someone new to a task requires a high 

degree of direction, specific instructions on how to perform the task. Someone with more 

experience at performing a particular task does not require specific instructions and 

commands, but rather a high degree of autonomy.  

There are four leadership styles that may be used in situational leadership (see 

figure 3): 

 S1 – Directing – establish goals, give instructions, set deadlines, 
demonstrate how goals are to be achieved 

 S2 – Coaching – encourage toward the achievement of goals, ask for 
followers’ input, coach to the right performance 

 S3 – Supporting – praise, listening, encouragement 

 S4 – Delegating – low amount of input on tasks, provide follower with the 
ability to determine how to get the job done, low support 
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Figure 3: Situational Leadership Model  
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Figure 1. Situational Leadership Model. Blanchard, et. all (1985)  

The approach the leader takes depends on the follower’s development level. The 

development levels are shown in the bottom portion of figure 2. Followers may be 

determined to fit in to one of four development level categories: D1, D2, D3, and D4, 

with D1 being the lowest level of development.  If a follower is new to a task, a 

delegating style is necessary. These followers need to learn how to perform the task and 

have a high level of commitment already, since they are new to the task, and do not 

require great levels of support. More support is necessary as the follower begins to learn 

the task, as he or she may become frustrated during the learning process. The final stage 
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of development (D4) requires little direction and the leader also does not provide 

unneeded support (Blanchard, Zigarmi, and Zigarmi, 1985). 

Evaluation of Situational Leadership. One of situational leadership’s strengths is 

its accessibility, both in terms of how easy it is to comprehend and in terms of the appeal 

it has in the business community. Situational leadership can also be applied in settings 

outside of work, including family life and in education. Critics of situational leadership 

state that it can be problematic to expect that a leader will accurately assess the situation 

in order to use the most appropriate leadership behavior.  

Contingency Approach 

There are many leadership theories classified as contingency approaches, in that 

they propose that how much a leader succeeds will depend on how well the leader’s style 

matches a given situation. The most recognizable situation-base approach is Fiedler’s 

(1964) contingency theory. Fiedler’s model asserts that a leader’s effectiveness will be 

based on the need the leader has for structure and the degree to which the leader has 

influence over the situation (Fiedler, 1967).  

The contingency theory is researched using a questionnaire called the Least 

Preferred Coworker (LPC) scale. Instead of describing ideal leadership qualities, the 

respondents are asked to complete the survey considering the coworker they prefer to 

work with the least. The lower the LPC score, the more likely the leader is to be task-

oriented. The higher the LPC score, the more likely the leader is to stress relationships. 

Fiedler asserts that relationship-oriented leaders will describe the person they least prefer 

to work with more favorably than task-oriented leaders and that the higher the LPC score, 

the less directive a style the leader will exhibit.  
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Evaluation of Contingency Approach. The contingency theory is supported by 

vast amounts of research (Strube & Garcia, 1981). It does not place value judgments on 

various leadership approaches, but rather that a behavior can be effective in one situation, 

but not in another. The contingency theory is not without critics, however. Fiedler and 

Garcia (1987) explain that “the contingency model has been justly criticized because it 

predicts leadership effectiveness but fails to explain the underlying processes that result 

in effective performance” (p. 7). 

Path-Goal Theory 

The path goal theory considers follower motivation and what it takes to 

accomplish goals. This theory was developed by House, Evans, and Mitchell and asserts 

that a leader should clear barriers and create incentives along the path a follower travels 

in accomplishing goals (House & Mitchell, 1974). 

The path-goal theory’s fundamental structure is based on Vroom’s (1964) 

expectancy theory (see figure 4). Expectancy theory states that people are motivated to 

act when they believe their behavior will lead them to the rewards they value. Valence is 

how strong an individual’s desire is for a particular reward. Expectancy is how likely an 

individual believes it is that they will receive the desired incentive.  

Figure 4: Expectancy Theory Formula 
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House and Mitchell (1974) suggest that performance increases as the leader 

connects goals with desired rewards. The follower will be motivated by the leader to the 
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extent that they can visualize either long-term or short-term rewards that they value and 

believe they can receive. The extent to which the leader will be able to motivate an 

individual will depend on the follower’s and the task’s characteristics. 

Path-goal leadership outlines four leadership behaviors: directive, supportive, 

participative, and achievement-oriented. A directive leader indicates specifically how 

tasks are to be accomplished and focuses on traditional management behaviors. 

Supportive leaders work to better the well-being of their followers and are approachable 

and friendly. The participative leadership style is employed by sharing information with 

followers and getting them involved in decision making. Finally, achievement-oriented 

behaviors are used as the leader sets goals and continually seeks to improve performance.  

Evaluation of Path-Goal Theory. Path-goal theory was the first leadership 

approach that outlined four leader behaviors, instead of the people and task-oriented 

models presented prior to this theory being introduced. Path-goal theory was a significant 

contributor to situational leadership, which has been used by most of the fortune 500 

companies to develop their employees. Path-goal leadership does tend to be more 

transactional in nature and does not allow for when motivation may occur beyond the 

quest for desired rewards. It did pave the way for transformational leadership to be 

developed, therefore contributing to a more holistic theory (Evans, 1996). Path-goal 

theory also is becoming increasingly complex and therefore harder to research adequately 

(Evans, 1996; Jermier, 1996).  

Leader-Member Exchange Theory 

This theory focuses on both the leader and the follower and on leadership being a 

process. More specifically, leader-member exchange theory centers on the interaction 
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between leaders and followers. LMX first emerged in the mid-1970s (Dansereau, Graen, 

and Haga, 1975; Graen and Cashman, 1975). It introduced a new concept in leadership: 

that leadership was not necessarily something that a leader did to a follower, but rather a 

dyadic relationship between people and comprised of an in-group and an out-group.  

Those individuals who take on extra responsibilities and demonstrate initiative in 

their work are referred to as the in-group. Those who seek only to maintain the bare 

minimum of their working responsibilities that allows them to keep their job are called 

the out-group. A negotiation occurs between leader and follower as an individual desires 

to move into the in-group and to take on additional work for the organization. Scandura 

(1999) recommends that, “leaders should offer in-group relationships to all work group 

members initially. Also, out-group members should be re-tested periodically by the 

leader making offers of in-group roles” (p. 37). She argues that no discrimination on 

factors besides work performance should take place in determining who should be given 

in-group relationships.  

Evaluation of Leader-Member Exchange Theory. Research of LMX theory 

demonstrates that this leadership style is related to organizational commitment, employee 

behavior, an empowerment culture, and job performance (Graen and Uhl-Bien, 1991). 

The model’s emphasis on communication is helpful in establishing positive working 

relationships. While having an out-group may seem unfair, it tends to reflect the realities 

involved in human relationships and bring to the consciousness what already inevitably 

exists. However, LMX is shown to leave too much opportunity for discrimination and 

can be viewed as promoting a culture that is unfair.  

2007 HICE Proceedings 
Page 1646



 23

Transformational Leadership 

Burns (1978) introduced a model that contrasted two approaches to leading 

others: transactional and transformational leadership. Bass (1985) extended Burns’ 

transformational leadership model by focusing more on the follower’s needs and by 

stating leaders fell onto a continuum somewhere between transactional and 

transformational leadership styles. 

Using transactional leadership, a leader gets work accomplished by exchanging a 

reward or punishment with a follower to get the desired behaviors. Bass (1990) describes 

contingent rewards which are given when mutually agreed upon goals are accomplished. 

He illustrates two types of management by exception: active and passive. Active 

management by exception is when a manager actively watches for deviation from rules 

and procedures. Passive management by exception is exhibited when a follower is only 

confronted if the results are not met. Finally, a laissez faire approach is demonstrated 

when a leader avoids making decisions and abdicates responsibility for management.  

Bass (1990) contrasts a transactional approach with a transformational style. 

Using this model, leaders focus on followers’ needs, motivations, and goals. Bass 

outlines four dimensions of transactional leadership. Charisma is demonstrated when 

leaders provide a strong vision and mission for their followers. A leader can use 

inspiration to communicate the expectations to a follower in terms of powerful stories 

and symbols, so that a follower is inspired to achieve the results. Intellectual stimulation 

is used with followers to connect with their rational minds and their desire to problem 

solve. Lastly, a leader can show individualized consideration as they treat each employee 

individually and provide them with personal attention and coaching. 
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Evaluation of Transformational Leadership. Research supports the conclusion 

that using a transformational leadership style will result in greater performance and 

follower motivation (Yukl, 1999). It is an approach that has appeal in that it provides a 

means for a leader to create a vision, as well as allowing for followers to have an active 

role in the process and getting their needs met. Yukl criticizes the model for the overlap 

that exists between some of the styles and also because it sets up a situation where a 

leader is seen as a hero and the follower’s contribution can be minimized.  

Servant Leadership 

The concept of being a servant-leader has been in existence for ages. In the Bible, 

we are told that the first shall be last and that the last shall be first. Greenleaf (1998) is 

known, however, for articulating the servant leadership philosophy in the modern age, 

with his essays. The idea behind servant leadership emerged for Greenleaf as he read 

Hesse’s (1956) Journey to the East, a story about a group of travelers on a mythical 

journey, accompanied by a servant named Leo, who does chores for them and also 

inspires them with songs and stories. Leo disappears and they are unable to continue their 

journey; devastated they abandon their plans. In the end, it turns out that Leo was their 

leader all along. 

Central to the servant leader philosophy is the concept of ethical altruism, or 

being concerned with the consequences of your actions and how they will affect others. 

Greenleaf believes that leadership is only available to those who are servants first. He 

writes, “The natural servant, the person who is servant first, is more likely to persevere 

and refine his hypothesis on what serves another’s highest priority needs than is the 
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person who is leader first and who later serves out of promptings of conscience or in 

conformity with normative expectations” (p. 8). 

Evaluation of Servant Leadership. The introduction of servant leadership to the 

business community has been helpful in that it balances out the lack of caring that 

individuals in a capitalistic society can sometimes exhibit. Brady (1999) emphasizes how 

caring in the workplace can help create greater levels of trust and generate more 

cooperative relationships, which will in turn create a more productive environment.  

Due to its theoretical nature, it is difficult to ascertain to what extent an individual 

is a servant leader. Greenleaf has not developed an instrument to determine where a 

leader falls on their service orientation. He provides us with a wonderful model to claim 

to live by, yet without quantitative feedback on how much we are able to employ a 

servant leadership approach, it will be difficult to continue to spread the benefits of this 

model. 

Theories of Learning 

Many leadership theories exist in the profession of learning as well. Expectancy 

theory is addressed when considering an individual’s motivation to learn. Needs theories, 

such as Maslow’s (1943) hierarchy of needs and Alderfer’s (1969) ERG theory, are used 

to emphasize the importance of communicating how the learner’s needs are met in 

conducting the training. The goal orientation approach to learning is similar to the path-

goal theory in that the trainer seeks to support the trainee in achieving goals and desired 

performance.  

Researchers also draw from the field of psychology in establishing learning 

theories. Skinner’s (1953) reinforcement theory demonstrates how individuals are 
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motivated to perform or avoid specific behaviors, depending on the outcomes they have 

experienced in the past when demonstrating those behaviors. In learning, this theory 

emphasizes how important it is for the trainer to ascertain which outcomes the learner 

finds most positive and which results will be considered as negative by the learner.  

Social learning theory is one of the less structured learning theories. It asserts that 

individuals desire to learn by observing others who they consider to be credible and 

knowledgeable. Bandura (1982) stresses the importance of self-efficacy in learning, or 

the belief an individual has about whether he or she will be able to perform the task being 

trained or master the requisite knowledge. When an individual has doubts about his or her 

ability to learn, he or she will tend to withdraw from the training program, since the 

individual believes that regardless of how much effort is contributed, he or she will be 

unable to succeed.  

Adult learning theory emerged out of the need for an approach that indicated how 

adults learn. Most of the learning-oriented research had focused on pedagogy, or ways of 

educating children. Knowles (1990) is the theorist most commonly associated with 

andragogy, or the theory of how adults learn. His model links adult learning to the 

following principles: 

 Adults need to be able to connect what they are learning to an outcome 

 Adults desire to be self-directed in their learning opportunities 

 Adults have past experience to contribute to the learning  

 Adults want to have a problem-centered approach to learning 

 Adults are motivated by extrinsic and intrinsic motivators in their quest for 
learning 

 
In The Fifth Discipline, Senge (1990) describes the techniques a company can 

leverage to learn from its mistakes and continually work toward greater levels of success. 
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Senge suggests that companies use team learning to avoid what Senge terms 

organizational learning disabilities. Using team learning, the group’s collective 

intelligence is maximized. The group creates an environment where continual learning 

and improvement is the goal and where failure is seen as a wonderful learning 

opportunity. Conflict is not only tolerated, it is encouraged as a vital component of 

learning. 

Team members learn from each other not just by discussing topics but by using a 

technique called dialog. Most conversations in organizations are what Senge (1990) calls 

discussion. This method of communication usually results in someone winning and others 

losing and in making decisions. In dialog, the goal is not to make a decision, but instead 

to fully explore another’s ideas and come to view an issue from an entirely different 

perspective. Team members agree to suspend their assumptions, treat each other as 

equals, and focus on seeking to understand what is behind others’ views. 

Evaluation of Learning Theories. Knowles’ (1990) adult learning theories 

contributed greatly to the importance that is now placed on experiential learning (or the 

belief that people learn by doing). The responsibility placed on both the learner and the 

trainer for creating the learning experience is appropriate and creates a relationship not 

dissimilar to that described in transformational leadership. In stressing self-directed 

learning, Knowles created the momentum that would eventually result in a greater 

emphasis on knowledge management in companies, as well as on organizational and 

team learning (Senge, 1990). 
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Leadership Interviews 

If an organization is seeking to emulate God, it is necessary to try to understand 

the essence of God. According to the authority of the Bible, God is holy, just and 

loving. A Christian organization is built on and managed by a foundation of 

holiness, justice, and love - three virtues that sound much different from the 

typical virtuous mission statements of most modern organizations (Dockery & 

Thornbury, 2002, p. 341). 

To provide a complete picture of how leadership and learning intersect in a 

Christian environment, segments of four interviews are presented in this paper. Two 

presidents of Christian universities, Murray Dempster, President of Vanguard University 

located in Costa Mesa, California, and Jacob Preus, President of Concordia University in 

Irvine, California, provide insights into how to lead in complex environments. Zig Ziglar, 

an internationally known motivational speaker and founder of Ziglar Training Systems, 

encourages leaders to look for the best in people. Jeanette Hsieh, executive vice president 

and professor of education at Trinity International University in Deerfield, Illinois, 

emphasizes the unique culture of academic environments and the need to create and 

foster shared governance.  

In deciding who to select to interview, Christians who were in senior leadership 

positions in academic organizations, for-profit training organizations, and governmental 

education departments were sought. Interviews were conducted in person by at least one 

of the authors, with the exception of Zig Ziglar, who requested that he responded to the 

questions in writing.  
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Several common themes concerning styles and approaches to leadership emerged 

from the leaders interviewed for this paper. These include direct and indirect references 

to the trait and skills approach to leadership, as well as the situational approach, style 

approach, and transformational leadership which are examined below.  

Born and Trait Understanding of Leadership 

Three of the four interviewees asserted explicitly that leadership is partially from 

birth (trait approach) and partially can be learned (skills approach). J. Hsieh stated that 

she did not “believe that everyone is born with the capability to be an outstanding leader” 

(personal communication, March 6, 2006). However, being born with such traits does not 

mean that the person will be an outstanding leader. She commented further that 

“environment plays a part. For example, you learn to speak and to be persuasive” (J. 

Hsieh, personal communication, March 6, 2006).  J. Preus also affirmed that great leaders 

are born, but a great family upbringing plays a role in the development of their leadership 

skills (personal communication, February 14, 2006). M. Dempster indicated that he 

believes that leadership qualities can be God given from birth, but still can be developed 

over time (personal communication, February 10, 2006). Z. Ziglar wrote that “all of us 

are born with certain inherent abilities and tendencies, but I’ve never seen where a 

woman gave birth to a leader. So I believe with all my heart . . . that many employees can 

be trained to become leaders” (personal communication, February 21, 2006).  

Style and Situational Approaches to Leadership 

Two interviewees indicated that the style or situational approach may be a part of 

his or her understanding of leadership. M. Dempster stated that “just because one is able 

to lead in one organization does not mean they will be able to go somewhere else and 
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succeed. A leader’s style must match the organization in which they are leading” 

(personal communication, February 10, 2006). J. Hsieh stated that the situation she is in 

almost requires a certain approach to leadership to have success. Because she is a 

university leader, she emphasized that one must take into account “shared governance” 

with the faculty when leading in such a situation (personal communication, March 6, 

2006). 

Transformational Leadership 

Transformational leadership may best be understood in juxtaposition to 

transactional leadership. Bass (1990) unpacks transactional leadership as managers 

engaging “in a transaction with their employees: They explain what is required of them 

and what compensation they will receive if they fulfill these requirements” (pp. 19-20). 

In contrast, transformational leadership, “occurs then leaders broaden and elevate the 

interests of their employees, when they generate awareness and acceptance of the 

purposes and mission of the group, and when they stir their employees to look beyond 

their own self-interest for the good of the group” (p. 21). What makes a leader a 

transformational leader? Bass (1990) cites several characteristics, including charisma, 

inspiration, intellectual stimulation, and individualized consideration. These 

characteristics are different than those of transactional leaders, which are listed as 

contingent reward, management by exception (passive or active) and laissez-faire 

management. Bass (1995) notes that, “the intensity, extremity and direction of most 

leader behaviors were not what distinguished transactional and transformational leaders” 

(p. 469). Tichy and Devanna (1986) list seven characteristics that differentiate 

transformational leaders from transactional leaders: they are (a) change agents, (b) 
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courageous, (c) believers in people, (d) value driven, (e) life-long learners, (f) able “to 

deal with complexity, ambiguity and uncertainty,” and (g) visionary (pp. 271-280). 

Table 3 summarizes the distinctive characterstics found in transformational leadership. 

Table 3: Transformational Leadership Characteristics 

TRANSFORMATIONAL LEADERS 
(TICHY AND DEVANNA) 

TRANSFORMATIONAL LEADERS 
(BASS) 

Act as Change Agents Have Charisma 

Are Courageous Inspiration 

Believe in People Intellectual Stimulation 

Driven by Values Individualized Stimulation 

Are Life-long Learners  

Are Visionary  

Able to deal with Ambiguity and 
Complexity 

 

 

All four leaders interviewed, either directly or indirectly, promoted a 

transformational style of leadership as their preferred style. Z. Ziglar described his style 

as one that “gives hope and encouragement . . . that not only enables following through, 

but contains the direction and encouragement to do so” (personal communication, 

February 21, 2006). He is advocating that leaders are to provide opportunities to 

transform those they lead. J. Hsieh defined her leadership style as shared leadership, by 

which she means building consensus. She stated that, “I try as much as possible to have 

consensus, to have people around me reach consensus” (personal communication, March 

6, 2006). Dockery and Thornbury (2002) emphasize this theme of leadership being about 

creating relationships by describing how God, our ultimate leader, stresses relationships. 

They write, “God is relational. God called a people (not just scattered individuals) into 
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covenant relationship - first Israel and then the church” (p. 119). M. Dempster focused on 

people when he explained his leadership style. He stated that, “leadership is forming 

relationships that empower you to lead. Unless you have followership, you are not going 

to have leadership” (personal communication, February 10, 2006).  Further, he focuses on 

fostering teamwork, collegiality, and community building in his leadership efforts. These 

statements match the individualized consideration aspect of transformational leadership 

(Bass, 1990, pp. 21-22). Individualized consideration is defined as giving “personal 

attention” and treating “each employee individually” while coaching and advising (p. 22).  

J. Preus indicated that being a visionary is important in his leadership style. He 

stated that “leadership is more verb than noun,” and that activity rather than status is 

important (personal communication, February 14, 2006). In addition, J. Hsieh mentioned 

that it takes a strong visionary leader to lead in higher education (personal 

communication, March 6, 2006). This matches the idea that charisma is a part of the 

picture when it comes to transformational leadership. Bass (1990) defines charisma as 

building the “vision and sense of mission” in an organization and gaining “respect and 

trust” (p. 22). M. Dempster also directly mentioned this aspect of transformational 

leadership when he spoke to the need of dreaming dreams and articulating the future as a 

leader (personal communication, February 10, 2006). 

Several of the interviewees indirectly revealed that inspiration is a part of their 

leadership style. Inspiration is defined as communicating “high expectations” using 

“symbols to focus efforts” and expressing “important purposes in simple ways” (Bass, 

1990, p. 22). Z. Ziglar used stories throughout his responses to communicate important 

ideas in simple ways (personal communication, February 21, 2006). Z. Ziglar used a 
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mining metaphor from Andrew Carnegie to illustrate his point. The full story as told by 

Z. Ziglar states: 

Andrew Carnegie, the first great industrialist in America, who was given 

credit for producing more millionaires than any other person (until recent 

times), at one point had 43 millionaires working for him. This was well 

over a hundred years ago. A reporter asked how he was able to hire that 

many millionaires. He responded, “None of them were millionaires when I 

hired them.” Question: “How did you develop them to that degree?” He 

explained, “You develop people the same way you mine gold. You go into 

a gold mine expecting to move tons of dirt to find an ounce of gold, but 

you don’t go in there looking for dirt. You go in looking for gold.” That’s 

a philosophy I buy into (personal communication, February 21, 2006). 

This example reveals Z. Ziglar’s ability to inspire, especially through simple stories. 

Surprisingly, the forth characteristic of transformational leadership, intellectual 

stimulation, was not explicitly revealed in the interviews. Bass (1990) defines intellectual 

stimulation as promoting, “intelligence, rationality, and careful problem solving” (p. 22). 

Perhaps this can be partially attributed to three of the four interviewees being in positions 

of leadership in higher educational institutions. It is assumed that their organizations are 

in the business of intellectual stimulation, and they are surrounded by highly educated 

colleagues. Thus, intellectual stimulation is simply part and parcel of their work 

environment. It may be helpful to explore in future study the reasons why this 

characteristic of transformational leadership was not more explicit in the conversation.  
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Leaders Assumptions about Their Follower’s Abilities 

“The best boss I ever had” (Buckingham, 2005, p. 23). That is a phrase that any 

leader would hope their employees would say about them. This question can be a 

Pandora’s Box for some leaders. However, for all of the leaders interviewed, the common 

themes of respect and dependability of employees was evident. Our research was limited 

as we were able to conduct interviews with leaders only and not with their employees. 

Therefore, the information presented is self-reported from the individual leaders without 

input from their employees. 

Valuable Characteristics for Employees. The characteristics valued for employees 

by the leaders interviewed centered on trust, encouragement, vision, and loyalty. The 

leaders were adamant that individuals who were good employees had these 

characteristics and knew their role within the company. These leaders looked at their 

employees as chess pieces with unique skills, not checkers who fill up space. Curiously, a 

servant’s heart was not mentioned among the leaders, as might be expected in a Christian 

environment. However, this could be because such an attitude is assumed within a 

Christian organization. 

The leaders valued trust in their employees for a variety of reasons. One of them, 

according to J. Hsieh, was the necessity of being able to communicate openly, to get the 

elephants out on the table (personal communication March 6, 2006). A key learning from 

this is that leaders want to know what is going on in their organizations. According to J. 

Hsieh, “I think that when we get into a closed meeting room it is very important for us to 

fight like mad and to give our perspectives and to be able to accept and to give 

perspectives” (personal communication, March 6, 2006). It is the responsibility of the 
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employees is to be honest with the president or CEO once the genre of trust is 

established. 

Employees who have the characteristic of being encouraging are also a vital 

component. According to Z. Ziglar, “they have a good word to say about their co-workers 

and they are loyal to the leadership of the company” (personal communication, February 

21, 2006). A key learning from this is that employees do not work in an isolated 

environment. Their conduct affects the rest of the organization. Therefore, helping other 

employees see they are integral piece within helps everyone with the practice of, “leading 

from any chair” (Zander & Zander, 2000, p. 67). 

Why is being a visionary for employees seen as a key characteristic? According to 

J. Preus, it is important for employees to think big and look beyond what their 

organization is doing currently (personal communication, February 14, 2006). Being able 

to look at what the possibility is for a company allows them to dream and create that 

possibility (Zander & Zander, 2000). This visionary characteristic is coupled with being 

willing to learn from mistakes. In contrast to a visionary employee, the compromised 

employee that Reddin (1967) defines is, “one who recognizes the advantages of being 

oriented to both task and relationships but who is incapable or unwilling to make sound 

decisions” (p. 14). This type of employee is essentially the “yes” person in the 

organization. The leaders we interviewed looked upon this type of individual as a 

hindrance instead of a benefit. 

Being a loyal employee to the vision of the organization is another vital 

characteristic within an organization. The ability for a team to be unified at an 

organization is essential to the vision of the company. As J. Hsieh states, “there is 
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something about one voice that is necessary for an effective team to lead the university” 

(personal communication, March 6, 2006). Loyalty among employees and leadership has 

helped these leaders become successful within their respective fields. Employees that are 

not loyal can drive a wedge into the leadership and be a cancer to the organization. A key 

learning point is being proactive and hiring individuals that exhibit past behavior of being 

loyal because past behavior is the best predictor of future behavior. According to Z. 

Ziglar, “my bible tells me I should ‘work as unto the Lord,’ not because somebody is 

watching me, but because it is my responsibility as a leader to set the example in work 

ethic and character qualities” (personal communication, February 21, 2006). The leader’s 

loyalty to the organization permeates in the attitude of the employees. A reciprocal 

reaction begins to occur within organizations that have loyal leaders; they hire and train 

loyal employees that make a company not only profitable but also a truly great place to 

be employed. 

Summary 

This paper focused on a leadership definition centered on influence and on 

leadership being a process. Leadership and management are both critical areas for the 

success of any organization. The Christian leaders in learning that were interviewed for 

this paper made reference to traits they admired in their employees which connected with 

the trait and situational styles of leadership as well as transformational leadership.  The 

parallels to transformational leadership were particularly strong, with all interviewees 

making a connection to it in some form. 

Each leader generally viewed their employees with respect and valued 

dependability and loyalty in their employees.  They also recognized their employees’ 
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unique contributions to their organization.  When these leaders needed to make decisions 

involving their employees or the organization, they found comfort in prevention and pre-

planning, as well as taking the time to gather all the appropriate facts. 

They also recognized that old stereotypes still exist in regards to women’s roles in 

an organization.  The glass ceiling is still a reality it today’s world.  However, each 

interviewee made reference to the unique strengths that both men and women bring to the 

table in their organizations.  

Two surprising observations came out of the interviews.  First, there was no direct 

reference to prayer in the decision making process.  This was unexpected because all four 

leaders were from evangelical protestant backgrounds or are leaders in evangelical 

protestant universities.  Second, intellectual stimulation, a component of transformational 

leadership was not explicitly revealed in the interviews. This was viewed as curious 

because three of the four interviewees are in positions of leadership in higher educational 

institutions. It is assumed that their organizations are in the business of intellectual 

stimulation, and they are surrounded by highly educated colleagues. Thus, intellectual 

stimulation may be constantly integrated into the work environment and is simply part 

and parcel of their work environment.
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 We frequently hear of the inequities in public education: schools in wealthy 
communities outperform schools in poor communities, urban schools are less safe than 
rural schools, white students outperform their minority peers, boys score higher than girls 
in math and science but lag behind girls in literacy. To a large degree, the responsibility 
for these differences rests within greater societal structures than schools but that does not 
mean that they can be ignored by schools. Indeed, teachers (and administrators) have a 
great responsibility to do their best to create equity in their classrooms and to model 
ethics for their students. Because of the strong teaching capacity of modeling, teacher 
educators also have a great responsibility to be role models in the areas of ethics and 
equity in their own classrooms. This poster presentation of work-in-progress will ask 
participants to consider how teacher educators can both model ethics and equity and more 
directly teach in ways that support ethics and equity in public school classrooms.  
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Abstract:   
One of the Authors uses his 40 years of mathematics teaching as a Professor of 
Mathematics, as President of the Hawaii Association of Mathematics and Sciences, and 
as State Mathematics Championships Head to provide a framework for helping students 
to succeed in mathematics.  Another author uses her more than 30 years as a Professor of 
Social Work to provide the counseling and guidance dimension to helping students in 
math.  The third author is a student majoring in math who provides the student's 
perspective and who shares experiences gained from working as a math tutor.  This 
workshop is then designed to explain how teachers and/or counselors can help students to 
succeed in mathematics:  Develop an appropriate attitude to mathematics; Use class 
notes; Approach homework, Ask good questions, Study more effectively for tests, Use 
supplemental resources, Avoid "mental blocks", Respond when "lost" in class, and Check 
mathematics work. 
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Abstract 
More than 150,000 students with emotional and behavioral disorders (EBD) and learning 

disabilities (LD) are educated in day treatment and residential schools for youth with EBD and 
committed to juvenile corrections (Snyder & Sickmund, 1999; U.S. Department of Education, 
2003). Many of these students have poor academic and social outcomes (Blackorby & Wagner, 
1996; Carson, Sitlington, & Frank, 1995; Greenbaum et al., 1996; Malmgren, Edgar, & Neel, 
1998; Murray, Goldstein, Nourse, & Edgar, 2000; U.S. Department of Education, 2000; 
Wagner, 1995). Student educational and social failure may be compounded by these 
exclusionary schools settings’ lack of participation in current educational reform efforts 
(Gagnon & McLaughlin, 2004; Coffey & Gemignani, 1994).  

Although the 2004 reauthorization of the Individuals with Disabilities Education Act 
(IDEA) is consistent with the No Child Left Behind Act (2002) and ensures that students with 
disabilities are included in general and special educational reforms, there is limited information 
concerning curriculum, assessment, and accountability policies in juvenile correctional schools 
for committed youth and psychiatric day treatment and residential schools. Based on principal 
reports, it is known that students in elementary day treatment and residential schools may not be 
provided a district or state developed curriculum, participate in district and state assessments, or 
have their assessment results reported to the state (Gagnon & McLaughlin, 2004)and no 
national data exists concerning juvenile correctional schools. 

Of particular concern, is the lack of information on state level approaches to the issues of 
curriculum, assessment, and accountability for youth in juvenile correctional schools for 
committed youth and psychiatric day treatment and residential schools. The lack of state-level 
information on policies is disturbing, given the fact that, “State Education Agencies provide the 
base for reform efforts” (Gagnon, McLaughlin, Rhim, & Davis, 2002, p. 4).  

To address this significant need, a national study of State Director’s of Special Education 
was conducted. The objectives of the research were to identify state level policies for educating 
youth with and without high incidence disabilities who attend day treatment or residential 
psychiatric schools or juvenile correctional schools in three areas: (a) curriculum;  
(b) assessment; and (d) accountability. To achieve these objectives, all U.S. State Directors of 
Special Education and the Director of the District of Columbia were surveyed. Participants 
could complete the survey via mail or on-line surveys. To date, 48 State Directors of Special 
Education have responded.  

Preliminary data analysis indicates several critical issues concerning state-level policies 
and practices. For example, there is considerable variability in the approach taken to curriculum 
(e.g., district approved, state approved, school developed, based on student IEPs) for both types 
of schools. Further, concerning day treatment and residential schools, more than 20% of 
Directors said no state-level approach to curriculum existed. Approximately 75% of State 
Directors identified a diploma as the primary goal of education for youth in both settings, as 
opposed to obtaining a GED or vocational training. However, only about one-fourth of Directors 
reported that day treatment and residential schools were supervised by the state and 1/3 reported 
juvenile correctional schools were supervised by the state. Almost an equal number of directors 
noted that student state assessment scores were reported at the school level, to student home 
schools and parents, and districts. Less than ½ of Directors reported state assessment results 
from either type of school were reported to the state. The proposed presentation will focus on 
these and other results, as well as implications of this study for district and state policymakers, 
principals, and teachers.  
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Recent immigrants to the United States often find themselves “immigrants” into 
the community college culture as they attempt to gain English language skills for 
social, academic, and employment purposes. Complicating their transition into 
American community college culture is the expectation that students at this level 
be computer literate and capable of utilizing technology for academic 
applications. Consequently, English Language Learners frequently find 
themselves “digital immigrants” in tertiary educational contexts. 
 
In response to on-going student requests, two community college ESL 
instructors developed curriculum and implemented an ESL and Technology class 
that promotes student language, literacy, and technology skills development. 

Acculturating Digital Immigrants to the College Learning 
Environment: Creating an academic computer course for intermediate 

level  English Language Learners to support the synchronous 
development of  language, literacy, and technology skills   

Acculturating Digital Immigrants to the College Learning 
Environment: Creating an academic computer course for intermediate 

level  English Language Learners to support the synchronous 
development of  language, literacy, and technology skills   

Abstract 
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The presentation discusses the development of the course, including course 
format, objectives, and topics covered. Additionally, data collected on student 
performance, skills development, and perceptions will be presented. Finally, the 
author will provide question and answer time for session attendees to discuss 
the curriculum development process utilized, challenges and pitfalls, and the 
most positive aspects of the course in its current form.   
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Abstract 
 
This paper details the results of a study of 230 Michigan kindergarten teachers who completed a 
recent survey designed to gather information about the current state of Michigan kindergartens. 
In addition to detailed data that reveals teachers’ literacy instructional practices, teachers 
provided written responses to three open-ended questions: “What are the main issues facing 
kindergarten teachers?” “What does developmentally appropriate mean to you?” and “What kind 
of professional development would be useful to kindergarten teachers?” Their patterns of 
response and vibrant words provide a window on the current kindergarten teaching experience 
and highlight the pull (or tensions) that many teachers experience in their instructional decision 
making because of the complex links between policy and practice.  
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Too Much! Too Soon! Too Fast! 

 Kindergarten Teachers Speak Out About the Impact of Educational Policies on  
Literacy Instruction, Teachers, and Children 

 
Patricia A. Gallant, Ed. D. 

University of Michigan-Flint 
 

 
Kindergarten is a pivotal year in a child’s continuous educational experience.  It represents the 
arrival of school as a significant partner with parents, childcare providers, and others involved in 
early learning experiences.  Results from national research studies confirm its importance to the 
educational success of young children (West, Denton & Germino-Hausken, 2000). Since 1990, 
the U.S. has experienced a dramatic increase in state and federal level policies related to earl 
literacy, standards, and accountability. Kindergarten has, through increasing federal, state, and 
local attention, become a target for educational change and considered a tool for narrowing the 
achievement gap (Gershoff, 2003).  Although there has been an explosion of research on early 
literacy development during the past decade, however, relatively little research exists about the 
kindergarten teacher’s experience during an era of increasing standards and accountability 
(Vecchotti, 2003).  This Michigan Kindergarten Survey Report is, therefore, particularly timely.  
 
Dr. Patricia Gallant, assistant professor of education at the University of Michigan-Flint, in 
partnership with colleagues from the University of Vermont, designed a survey for individual 
kindergarten teachers (Gehsmann, Woodside-Jiron & Gallant, 2005).  The purpose of the survey 
was to provide a window into current kindergarten literacy instructional practices, to identify 
issues of importance to kindergarten teachers, and to plan appropriate professional development 
in literacy from the teachers’ perspectives. The comprehensive survey addressed program and 
teacher demographics, teachers’ beliefs about teaching literacy, their use of literacy materials and 
literacy instructional practices, and the their instructional priorities and sources of influence. In 
addition to this quantitative data, open-ended questions related to professional development, 
developmentally appropriate practice, and issues confronting kindergarten teachers provided 
opportunities for teachers to raise issues or offer information not addressed in prior questions. 
 
In spring 2005, the survey was distributed to Michigan kindergarten teachers in six counties: 
Genesee, Lapeer, Oakland, Saginaw, Shiawassee and Tuscola. Copies were first mailed to public 
elementary school superintendents and principals with a request to distribute the surveys and 
postpaid return envelopes to kindergarten teachers.  Of the approximately 500 teachers surveyed, 
229 responded.  Responses were anonymous. This paper summarizes some major results and 
provides implications for future study. 
 

Demographics and Teacher Beliefs 
 
Kindergarten Programs and Schedules  
Approximately one half of the schools represented in the survey offer only half-day sessions. 23 
% offer only full-day kindergarten and 27 % reported varied scheduling configurations.  13 % 
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reported multi-age groupings that include kindergarten.  65% reported that more than half of 
their students had participated in early education programs.   
 
Kindergarten Teachers 
Respondents’ average years of teaching experience is 15, with a range from one year to 38.  The 
average number of years respondents have been teaching kindergarten is 9.  Over two thirds of 
the teachers hold a masters level degree, 96% an elementary education endorsement, 64% a ZA 
endorsement, and 18% a reading endorsement. 
 
Teacher Beliefs 
Teachers responded to a series of 24 statements designed to measure their beliefs about what 
constitutes best practice, using a Lickert scale.  The statements reflected issues related to 
structure (child-centered or systems-directed orientation) and theories of learning (maturationist, 
behaviorist, or interactionist view). Responses indicated that Michigan kindergarten teachers’ 
beliefs tend to reflect a more child-centered orientation, and an interactionist view of the learning 
process.  
 
Top Five Most Frequently Reported Kindergarten Teacher Beliefs 
Kindergarten teachers should: 

1.  Provide children with open-ended materials and experiences 97% 
2. Encourage building (i.e., legos, blocks) 95% 
3. Design the classroom for problem solving:  88% 
4. Expect children to be motivated if curriculum is appropriate 81% 
5. Make teaching decisions based on children’s abilities/interests:  79% 

 
Five Least Often Reported Teacher Beliefs 
Kindergarten teachers should: 

1. Provide workbook or other seatwork activity:  34% 
2. Use privileges, prizes, rewards or competitions to motivate children:  34% 
3. Base judgments about learning on completion of behavioral objectives: 32% 
4. Wait for indicators of a child’s maturational readiness to learn before making reading 

materials available:  32% 
5. Involve children in whole class activities for most of the day:  12% 

 
Literacy Programs and Curriculum 

 
Literacy Materials 
Teachers were provided a list of 30 common literacy materials and a separate list of 30 teaching 
methods, and asked to check which ones they used at least three times a week for intentional 
literacy instruction.   
 
The following materials are used by at least 75% of respondents: 

• Chants, songs, poetry:  94% 
• Big books:  87% 
• Sound/word letter games:  82% 
• Word wall:  77% 
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• Reading center:  77% 
• Writing center:  76% 
• Art/construction materials:  75% 
• Fiction/trade books:  75% 
 

The following materials were reported by less than 30% of respondents: 
• Author sets 25% 
• Commercial kits 18% 
• Genre sets 18% 
• Culturally responsive materials 18% 
• Comprehensive core reading program (e.g. commercially published basal) 21% 
• Sound boxes 17% 
• Word box or ring 12% 
• Supplemental Reading Programs (commercial) 12% 

 
It is also interesting to note the types of texts that kindergarten teachers report using at least three 
times per week.  Their responses indicate the presence of materials typically used for explicit 
reading instruction. 

• Big books 87% 
• Fiction trade books 75% 
• Nonfiction/Informational texts 66% 
• Decodable books    58% 
• Leveled texts 57% 

 
This part of the survey also indicated the presence of some commercial products for literacy 
teaching in kindergarten.   

• Handwriting practice sheets 46% 
• Phonics workbooks/worksheets   43% 
• Core reading programs 21% 
• Supplemental reading programs 20% 

 
Literacy Instruction 
As with instructional materials, teachers were provided a list of 30 instructional practices and 
asked to check which ones they used at least three times a week for intentional literacy 
instruction.  Responses suggest that they devote a significant amount of time to literacy-related 
activities.  The following literacy instructional practices were used three times weekly by at last 
70 % of respondents for intentional literacy instruction: 

• Teacher read aloud:  96% 
• Shared reading:  82% 
• Independent writing or journals:  77% 
• Explore time (blocks, art, music, etc.)  76% 
• Literacy centers:  75% 
• Guided Reading 73% 
• Dramatic Play:  72% 
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The following instructional practices were reported by less than 30% as being used at least three 
times weekly: 

• Book talks 28% 
• Reading workshop 24% 
• Puppetry 29% 
• Reader’s Theatre 2% 
• Sustained silent reading 27% 
• Round robin reading 13% 
• Spelling instruction 15% 

 
Several practices received middle rankings:  book buddies, show and tell, storytelling, 
independent reading, repeated readings, making words, interactive writing, handwriting 
instruction, letter of the week. 
 
Literacy Indicators 

As kindergarten teachers reflected on the outcomes of their programs, they rated the 
importance of a number of literacy indicators.  Our list of indicators came from the 
kindergarten accomplishment list in Preventing Reading Difficulties in Young Children 
(Snow, Burns & Griffin, 1998). 
Although respondents gave rankings above fifty percent to each indicator listed, the following 
are highly valued by over 70% of Michigan respondents: 

• Produces/recognizes rhyming words 97% 
• Concepts About Print and Concept of Word 92% 
• Recognizes all letters of the alphabet   95% 
• Recognizes print in environment 95% 
• Predicts upcoming words in patterned texts 95% 
• Makes logical predictions of upcoming events in unfamiliar stories 93% 
• Rereads own stories 84% 
• Spells phonetically, accurately representing the first and final consonants in words 

83% 
• Retells, reenacts or dramatizes familiar stories, including the major story elements 81% 
• Writes first and last names 80% 
• Talks about words and word meanings 77% 
• Recognizes onsets and rimes and uses to read unknown words 76% 
• Uses reading and writing to enhance free and dramatic play 73% 
• Segments 1 syllable words into phonemes 72% 
• Reads 20 words by sight 70% 

 
Respondents ranked the following indicators as relatively less important: 

• Reads regularly-spelled single syllable words 67% 
• Forms letters correctly 55% 
• Reads color words 55% 
• Memorizes stories after several readings 45% 

 
Sources of Influence and Professional Development 
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Sources of Influence on Practice 
Teachers reported the extent to which varied sources have been influential in determining the 
way they teach kindergarten children. They ranked potential sources of influence in the 
following categories:  a) administration of programs, b) the context of education, c) children d) 
educational practice, e) colleague influences, f) professional preparation and g) experience.   The 
following were ranked either “most influential” or “considerably influential”: 

• state and federal mandates 78% 
• availability of materials 78% 
• children’s preschool experiences 73% 
• first grade expectations 72% 
• classroom based tests 67% 
• changes in the teaching profession 67% 
• societal changes in the family 66% 
• graduate courses 62% 
• professional literature 58% 
 

The lowest ranked influences were  
• teacher evaluations 43% 
• undergraduate courses 33% 
• special mentors 39% 
• superintendent 26% 
• local boards of education 24% 

 
Professional Development  
Teachers listed three areas of professional development from which they thought kindergarten 
teachers would benefit.  Many noted a need and desire for professional development in which 
they could spend time with other kindergarten teachers to share best instructional practices, have 
group discussions about topics of importance to them, and for collaboration.  Several noted that 
they would benefit from observations in other kindergarten classrooms and that they prefer 
attending conferences and workshops that relate specifically to kindergarten age children and 
best teaching practices for kindergarten.   
 
They listed some general topics:  early childhood training, working with parents, classroom 
management, time management, classroom organization, behavior management, motivation, 
working with at risk students, working with struggling readers, child development and 
milestones, developmentally appropriate instruction, learning through structured play, using 
music to teach curriculum, differentiating instruction, selecting materials, making materials, 
integration of content areas, movement activities, small motor skills, brain-based learning, 
assessment techniques, technology. 
 
They listed topics related especially to literacy instruction:  balanced literacy approach, guided 
reading, grouping for instruction, shared reading, developmental writing techniques, interactive 
writing, writer’s workshop for kindergarteners, literacy centers (development and 
implementation), phonics instruction, phonemic awareness instruction and development, making 
words, language acquisition, children’s literature. 
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Some teachers requested training and information related to state and national initiatives:  MLPP 
(Michigan Literacy Progress Profile) training, how to use MLPP to guide instruction, “Playful 
Literacy” training, how NCLB affects kindergarten, appropriate practices for NCLB and state 
goals, instructional activities for GLCE’s, how to develop appropriate lessons and centers for 
teaching benchmarks and standards, information on effectiveness of Reading First. 
 

Issues 
 
Teacher Autonomy 
Teachers ranked their perceived levels of flexibility/autonomy in daily curriculum decisions on a 
scale from “very much” to “almost none.”   59 percent reported that they had “much” or “very 
much” flexibility.  Over 40 percent of the respondents reported a low level of flexibility in 
making curricular decisions.   
 
Their optional responses to two open-ended questions support that autonomy is an issue: 

• What, if anything, would make a difference in your ability to provide the type of program 
you would like to provide?    

• Based on your responses to this survey, what do you see as the major issues confronting 
kindergarten teachers in the area of literacy? 

 
Many teachers wrote lengthy and passionate responses.  They raised issues related to student 
readiness, parental influences, parental involvement, and professional development.  The most 
frequent and strongly voiced issues, however, related to time, class size, the need for additional 
adult support in the classroom, lack of materials and resources, and a tension between curricular 
change and developmentally appropriate practice.  Direct quotes from their written responses 
have been selected that represent the types and range of responses.   
 
Time 
Overwhelmingly, teachers expressed the need for more time because of their responsibility to 
achieve more in less time.  They highlighted inequities in the amount of classroom time to which 
Michigan kindergarteners have access. Teachers of half-day programs expressed frustration and 
pressure because they are expected to address the same curriculum and achieve the same student 
outcomes as those who teach in full day programs.  Almost unanimously, teachers indicated that 
they either needed to increase classroom time from a half day to a full day for all or to maintain 
their present full day programs. They declared the need for more instructional time to address the 
rise in curricular demands, and often voiced that there was little time for exploration and play.  
 
~Half days are way too limiting based on current State Benchmarks & Standards. Kindergarten 
should be a full day and mandatory. 
 
~If I had all day kindergarten, I could teach more appropriately and fulfill school’s curriculum 
without cramming information down these young children! I am trying to teach a full time 
curriculum in a part time program. 
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~The amount of assessments we are expected to do has gotten way out of line.  We are losing 
time each day to teach, and with all the requirements for what to teach. Children have less and 
less time to play. 
 
~Too much curriculum to cover in too little time.  Standardized tests are putting pressure into 
the lower grades to drop “play” and replace it with more “sit down” work and worksheets to 
prove learning. 
 
Class Size 
Teachers reported class sizes ranging from 13-31 students.  Most teachers indicated class sizes 
between 24 and 31. Several teachers suggested that capping class sizes to 20 students or less 
would make a difference in allowing them to address the broad range of developmental 
differences and the increasing curricular expectations. 
 
~With my 27 4.5 to 6 yr. olds, so much time is spent on social skills, appropriate school 
behaviors & expectations & classroom management.  The progressive curriculum & grade level 
expectations from state and district levels do not consider or allow for developmental 
differences. It only makes sense.  If there are less students in each class, the teacher has more 
time for small groups and individual needs. 
 
Additional Adult Support 
Related to the issue of class size, teachers expressed a need for additional adult support (i.e., 
paraprofessionals, literacy specialists, psychologists, social workers) to address student needs. 
 
~Additional classroom support-- a teaching assistant assigned full-time to my classroom. This 
was the case in prior years.  Kindergarten assistants were cut from our programs this year.  A 
major mistake! 
 
~Paraprofessionals to help in the room.  It enables the teacher to work at greater intensity with 
at-risk children. 
 
~More involvement of specialists in the building (i.e. psychologist for evaluation of individual 
strengths & weaknesses of students who are not making expected progress. social worker- to 
work w/ students and families in need.  Additional “certified” support for at risk students and 
literacy specialists would make a difference. 
 
Materials 
Many teachers reported that access to more and better instructional materials would help them to 
provide the type of program they want. 
 
~I would like more materials.  I spend a great deal of my own money in order to make learning 
fun in my classroom. 
 
~Available funds to support programs is also a must... you need the resources to 
 accomplish your goals.  
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~More literacy materials: big books, leveled readers, trade books, appropriate library materials. 
 
~Developmentally appropriate materials for hands-on activities and centers in the classroom. 
 
Readiness for School 
A high percentage of teachers expressed concern that kindergarteners begin school with a broad 
spectrum of readiness levels, and that the curriculum is not appropriate for many students.  Some 
suggested changing the school entry dates, readiness screening, and the need for more preschool 
experiences. 
 
~Many kids come to kindergarten ready to begin reading and then many come not knowing any 
letters, colors, etc. 
 
~I think politicians and administrators should step into our classrooms and actually assess 
students and see for themselves the beginning, middle, and end of the year students…NCLB is 
not based on early childhood research.  It considers all children the same, and they simply 
aren’t. 
 
~Are these kids developmentally ready for the concepts we expect them to learn?   
 
~Children are coming to school with fewer skills and yet expectations that they will read in 
kindergarten is a given.  It is just not happening in high-risk communities.   
 
~More and more kindergarteners have not been read to.  They seem to have fewer experiences 
such as going to museums, concerts, plays, or trips to see free things in their communities. They 
do not play interactive games (ex. board games or card games.)  Too many individual activities 
(ex. computer, television, Gameboy)   
 
~Many students, because of their backgrounds, are not developmentally ready for what is 
expected because of state and federal mandates.  Many children feel defeated at an early age.  
As a result, more feel like failures and eventually qualify for special education and or support 
services.  Once someone feels like a failure, it’s difficult to convince them otherwise.   
 
~Too many children begin kindergarten too young to meet the demands of them today.  I believe 
a June 1st cut off date instead of December 1st would be best. 
 
~There are a lot of expectations with little amount of instructional time. Students with no 
preschool experience are already behind and continue to fail. 
 
Parents 
Although some teachers identified parental involvement as an issue, there were relatively few.  
They noted parent attitudes and the connection between parental involvement and readiness. 
~Many parents devalue kindergarten. 
 
~Parents’ lack of knowledge:  failure to read to children, failure to talk to children. 
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~Parents are too “busy” and not willing to be equal partners in raising and educating their 
children.   
 
~I tell my families. “I have your child 2.5 days a week, 100 days a year, and you have them 7 
days, 365.  But in a lot of families this does not matter. 
 
~Many families/parents are not reading to children.  Lack of time families have for children, 
inconsistent family dynamics/structures, the number of students who go between different homes, 
caregivers, one or both parents do not live with them on an consistent basis -- all this is 
staggering.  We need to teach all students, but this does make it more difficult. 
 
Curricular Change vs. Developmentally Appropriate Practice 
More teachers identified the tension between curricular changes and developmentally appropriate 
practice than any other issue.  The perception that the literacy curriculum is being “pushed 
down” from first grade to kindergarten and that young children are asked to do too much was 
voiced frequently.  Although two teachers voiced that the state standards and benchmarks were 
achievable by most of their students, nearly all other respondents described them as 
developmentally inappropriate for many kindergarten students and a source of pressure for both 
students and teachers. 
 
~Teachers are required to teach so many grade level standards/benchmarks/content expectations 
that it is impossible to teach students at their own rate of development.  If these things were not 
required, I could have the type of kindergarten I want. 
 
~I sure wish there was a coalition to stop the runaway train of kindergarten being 1st and 2nd 
grade! 
 
~I feel that what I was taught in my early childhood courses is not what is considered when 
requirements are placed on kindergarten teachers.  What I believe kindergarteners should do, 
and what I must do are often very, very different.  I feel I have to sneak play into learning rather 
than let the children learn through play.  
 
~Who is making grade level expectation policy, and why aren’t early childhood educators 
involved?  
 
~We are forced to teach a curriculum that is not developmentally appropriate.  We have direct 
instruction SRA that places children in reading groups the first couple weeks of school and 
children spend too much time in these groups---takes away from centers and other literacy 
activities that could be done. 
 
~We are having more children that are unsuccessful in kindergarten because the expectations 
from the state and federal government keep getting harder.  And it doesn’t stop at the 
kindergarten level. 
 
~I am so glad that someone is taking a look at what kindergarteners are now being required to 
do.  Children are losing their childhood too soon.  I hope this helps legislators and others see 
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that childhood is being lost.  Children are capable of doing so much, but the very fun of being a 
kid is being lost. 
 
~Too much, too soon, too fast!   There will be a cost to all of this push down curriculum.  I am 
already seeing children with anxiety disorders. 
 
Implications and Next Steps 
 
Kindergarten is an important policy issue.  A child’s access to kindergarten, and ultimately the 
level of resources and initiatives available, depends on residency within a particular state, school 
district, or local school.  This study highlights variability in access to preschool programs, the 
provision of half/full day programs, the length of the kindergarten school day within these 
programs, the number of children served in classrooms, and the school-based assistance that 
children receive from adults other than the teacher. Regardless of these startling differences in 
the provision and structure of programs within individual states and schools, the rigorous 
standards and assessment policies of recent years apply to all kindergartens, regardless of the 
amount of time children have access to instruction.  This type of inequity does not exist in any 
other grade in our schools.  
 
Because kindergarten teachers are at the heart of this experience for children, it is important to 
include their voices in the research.  Focus groups, interviews, conversations, and observations in 
kindergarten classrooms to understand the nature of literacy instruction and to confirm or 
discredit the survey findings is an important next step.  What do these teachers believe about 
teaching, and how does this relate to their practices? What kinds of instructional practices are 
observable in these classrooms?  What do they need in order to teach the way they want to teach?  

 
The survey data will be further analyzed to identify the types of teacher professional 
development programs that exist and whether they align with current curricular expectations.  
This information will help those who provide teacher training and professional development 
develop to design training specifically for the needs of kindergarten teachers.  Teachers in 
Michigan perceive a dichotomy between play/exploration and curricular requirements for 
reading and writing instruction – as if one excludes the other.  Purposeful professional 
development could help teachers plan instruction in which children can achieve literacy 
standards through instructional strategies that capitalize on children’s penchant for learning 
through exploration, play, and social interaction. 
 
 

References 
 

Gehsmann, K., Woodside-Jiron, H., & Gallant, P.  (2005, December).  Kindergarten practice and 
theshifting political, theoretical, and pedagogical Scene.  Paper presented at the annual 
meeting of the National Reading Conference, Miami, FL. 

 
Gershoff, E. (2003). Low income and the development of America’s kindergarteners. Living at 
 the Edge: Research Brief No. 4. National Center for Children in Poverty.  

 

2007 HICE Proceedings 
Page 1685



 
  12  

  Kindergarten Study 
  P. Gallant 

Snow, C. E., Burns, M. S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in young 
 children.  Washington, D. C.: National Academy Press. 

 
Vecchiotti, S. (2003). Kindergarten: An overlooked educational policy priority. Social Policy 
 Report, 17(2), 3-19. 
 
West, J., Denton, K., & Germino-Hausken, E. (2000). America’s kindergarteners, NCES 2000- 

070, Washington, D. C.: National Center for Education Statistics.  
 
 

 
 
 

 
 

 
 
 
 
 
 
 
 

 
 
 
 

 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 1686



Raising the Bar of Teacher Quality: Accountability, Collaboration, and Social Justice 
Page 1 

Authors: DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu; Lisa.Loop@cgu.edu 
C:\Documents and Settings\User\Local Settings\Temporary Internet Files\OLK56\2006.10.17 Teacher Quality Article Submitted for Proceedings HI Int Conf.doc   rev. 11/20/2006 

1.  Title  
Raising the Bar of Teacher Quality: Accountability, Collaboration, and Social Justice 
 
2. Names of the Authors, 3. Affiliations,  4. Addresses, and 5. Emails 
DeLacy Derin Ganley, Ph.D. 
Assistant Professor, School of Educational Studies 
Co-Director, Teacher Education Internship Program 
Claremont Graduate University 
925 North Dartmouth Avenue 
Claremont, CA  91711 
Tel: 909/621-8076 
Fax: 909/607-7793 
Email: DeLacy.Ganley@cgu.edu 
 
Anita P. Quintanar, Ph.D. 
Assistant Professor, School of Educational Studies 
Co-Director, Teacher Education Internship Program 
Claremont Graduate University 
925 North Dartmouth Avenue 
Claremont, CA  91711 
Tel: 909/621-8076 
Fax: 909/607-7793 
Email: Anita.Quintanar@cgu.edu 
 
Lisa S. Loop 
Co-Director, Teacher Education Internship Program 
Claremont Graduate University 
925 North Dartmouth Avenue 
Claremont, CA  91711 
Tel: 909/621-8076 
Fax: 909/607-7793 
Email: Lisa.Loop@cgu.edu 
 
6. Submitted Material 
A 402 word abstract and a full paper.  (We’d prefer the full paper to be published) 

2007 HICE Proceedings 
Page 1687



Raising the Bar of Teacher Quality: Accountability, Collaboration, and Social Justice 
Page 2 

Authors: DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu; Lisa.Loop@cgu.edu 
C:\Documents and Settings\User\Local Settings\Temporary Internet Files\OLK56\2006.10.17 Teacher Quality Article Submitted for Proceedings HI Int Conf.doc   rev. 11/20/2006 

Abstract  
This paper, titled “Raising the Bar of Teacher Quality: Accountability, Collaboration, and 
Social Justice,” makes the point that conversations regarding teacher quality need to 
include dialogue regarding the role of accountability, collaboration, and social justice.  
When these principles are taken into account, teacher quality is framed in ways beyond 
what is revealed by scores on standardized tests and accrued degrees.  Teachers who 
embrace the ideals of accountability, collaboration, and social justice have a developed 
sense of ownership and hold themselves responsible.  They work to cultivate their craft, 
build subject-matter competency, and use data to improve their practice and outlooks.  
They understand that scaffolded support can enable all their students to reach the highest 
of expectations and goals.  They build authentic and sustainable relationships with their 
students and colleagues.  This type of internal motivation raises the bar far above any 
other external measure and really is at the core of what it means to be a quality teacher.  
Given the significance of this internal calling, we ask How can policy highlight the 
importance of understanding teacher preparation and quality in terms of accountability, 
collaboration, and social justice? 
 
The authors of the paper co-direct an internship teacher preparation program in 
California. The program, which allows individuals to earn a multiple-subject or single-
subject credential as well as their Master of Arts degree in Education, is guided by the 
following vision: 

The best social justice program a nation can offer its 
children is a great education.  A free and just democratic 
nation must have a well-educated, personally responsible 
and responsive citizenry who are given every opportunity to 
fulfill their purpose in life, including raising healthy families 
that make up and contribute to the community. This 
opportunity begins in the home and ultimately includes the 
classroom, the workplace and larger society.  

 

To provide such an education we need teachers deeply 
committed to academic excellence, equity, and integrity; 
who work diligently to develop the skills and attitudes 
necessary to teach every child as though they were teaching 
their own; who work closely with the parents of their 
students; and who use technology and other resources as a 
means to maximize achievement and opportunities.  

 

The integrity and character of great teachers prompts 
them to hold themselves accountable for doing the hard work 
it takes to make this vision a reality for all the students 
assigned to their classrooms 

 

These are the teachers we seek to prepare for our 
schools.
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Title:  
Raising the Bar of Teacher Quality: Accountability, Collaboration, and Social 
Justice 
 
Authors:  
DeLacy Derin Ganley, Anita P.  Quintanar, & Lisa S. Loop  
 
Introduction 
Historically, reform efforts to address poor student achievement have focused on a 
variety of issues other than teacher quality.  Movements such as TQM (Total Quality 
Management), class size reduction (CSR), school leadership, parental involvement, and 
multicultural curriculum have not directly addressed the power or influence of the 
individual classroom teacher. 
 
However, research shows us that individual teachers can profoundly impact the academic 
achievement of their students (Brophy & Good, 1986; Darling-Hammond, 2000; 
Marzano, Pickering, & Pollock, 2001; Sanders & Horn, 1994; Wright, Horn, & Sanders, 
1997).  In fact, Brophy and Good’s meta analysis (1986) indicates that hundreds of 
studies refute the myths perpetuated by earlier research (namely Coleman, 1966; Jencks, 
Smith, Ackland, Bane, Cohen, & Grintlis, 1972), which held that student variables like 
natural ability, aptitude, socioeconomic status, and home environment are the foremost 
predictors of student achievement.  In short, current research indicates that teacher quality 
is a significant, if not dominant, variable in achievement outcomes. 
 
Teacher educators, however, often find it difficult to agree upon a common definition of 
teacher quality.  To develop exemplary teachers, Claremont Graduate University’s 
Teacher Education Internship Program (CGU’s TEIP) addresses the techniques, attitudes, 
skills, and experiences necessary to become a quality teacher by embracing the ideals of 
three key terms: Accountability, Collaboration, and Social Justice.   
 
Accountability 
Teacher quality is indelibly linked to accountability. To create awareness of this, we 
work with teachers to internalize the belief that they have the power to impact student 
achievement.  We repeatedly expose our teachers to the message that Good Teaching 
Matters (Haycock, 1998) so that they leave our program understanding that it is what 
each of them does (and, in turn, doesn’t do) in their respective K-12 classrooms that 
determines their students’ success.  CGU’s teachers work with Just For the Kids-
California to unearth data that shows there are teachers cultivating stellar academic 
success among poor, non-white, non-native speakers of English.  Such data speaks to 
hope and discredits the idea that certain kids “can’t do it” (Education Trust; Reeves, 
2003).   
 
When teachers are empowered by the knowledge that students can and will learn when 
under the guidance of quality teachers, we find they become intensely motivated to 
master the strategies and techniques known to bring about academic success.  That is, 
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developing one’s craft as a teacher takes on greater meaning and significance as it 
becomes a means for teachers to uphold their responsibility to their students.   Thus, our 
teachers are internally driven to understanding how Spencer Kagan’s cooperative 
learning techniques can facilitate academic language proficiency in English learners, and 
they are willing to work in demanding five-hour workshops with Larry Ainsworth to 
make sense of and effectively utilize the California Content Standards.  Their thirst to 
become skilled pedagogists reflects the degree to which they understand the correlation 
between teacher quality and student academic success.  Furthermore, our teachers come 
to acknowledge that variables like poverty and language fluency are challenges but not 
barriers that legitimize a student’s failure or that justify teachers lowering their 
expectations.  They realize that such variables can and need to be addressed via well-
informed, explicit, and purposeful instruction (Delpit, 1995).   
 
TEIP’s commitment to accountability extends beyond our efforts to foster responsibility 
in our teachers; it also involves holding ourselves accountable.  Accordingly, to gain an 
understanding of the challenges faced by today’s educators, students, and schools, we 
routinely speak with our teachers and their school personnel, visit school sites, and attend 
various conferences.  With insights gleaned through such dialogue, our program’s 
curriculum is continually updated and revitalized.  We utilize new information to 
challenge our assumptions, beliefs, and behaviors as they relate to today’s schools.  As of 
late, our learning has revolved around sharpening the program’s curriculum to more 
adequately address English learners and students with special needs.   
 
As leaders, we also hold ourselves accountable by seeking better ways of critiquing our 
program.  School personnel and colleagues in the field tell us our teachers are 
exceptionally well-prepared and this is why districts like to hire our teachers; why our 
alumni rapidly advance to leadership roles in their school districts; and why our alumni 
remain in the field when an average of 50% of all new teachers in California leave the 
profession within the first five years (Ingersoll & Smith, 2003; Lambert, 2006).  Such 
stories provide qualitative evidence that suggests our program is fulfilling its mission.  
Although reassuring, as program leaders, we are not adequately satisfied.  In order to be 
accountable, quantitative data is needed to triangulate these findings (Senge, 1990).  With 
this aim in mind, we teamed up with other teacher preparation programs and became part 
of an executive planning committee for the (AICCU’s) Accountability in Teacher 
Education Conference held in February, 2006.  The conference initiated a statewide 
discussion to address three central questions: 1) How do we assess the competency of our 
teacher candidates? 2) What makes a quality teacher? and 3) How do we create a fair and 
effective system of accountability?  Additionally, as of Spring 2006, we have contracted 
with the California Institute for Education Reform to independently administer surveys to 
our graduates and their supervisors so that we can compare our alumni’s competency in a 
variety of critical standard areas to that of other first-year teachers.  This kind of 
quantitative investigation will provide us with the data needed to determine if our alumni 
are indeed interrupting cycles of academic failure in their respective K-12 classrooms.   
 
Collaboration 
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In addition to instilling in our teachers the belief that their performance is the single most 
important factor to their students’ success, we also teach them vital collaboration skills.  
Respect for the knowledge of others is a cornerstone to learning; however, the 
individualistic Euro-centric model embraced in our country often runs contrary to the 
collaboration required for success in various aspects of life.  Institutions –whether 
families, schools, communities, or businesses– are healthier and more productive when 
members work cooperatively toward common goals while simultaneously respecting 
individual needs, strengths and differences (Senge, 1990; Wheatley & Kellner-Rogers, 
1996).  This kind of cooperation doesn’t happen by chance.  It must be a deliberately 
sought out goal, and it necessitates strong leadership and interpersonal skills.  Good 
leadership begins with true respect and love for others, is strengthened with a clear 
understanding of who we are as individuals, and becomes synergistic when we build in 
the room necessary for individuals to come together, learn from one another, and proceed 
collectively as a group.   
 
Rosenholtz (1991) makes the case for collaboration’s role in successful schools.  She 
notes that one of the main differences between high- and low-performing schools is the 
degree to which stakeholders collaborate.  However, she argues that collaboration in and 
of itself is not the end goal; it’s the kind and focus of the collaboration that matters.  
Rosenholtz found that in low-performing schools, the focus of teacher sharing often 
revolved around students’ failings and resulted in teachers distancing themselves from 
the notion that they can impact student success (1991, p. 53).  In contrast, according to 
Rosenhotltz, teacher sharing in high-performing schools often revolved around shared 
goals, beliefs and values, leading and binding the teachers to a “ennobling vision that 
placed  teaching issues and children’s interests in the forefront” (Rosenholtz, 1991, p. 
39).  Such collaboration brings “new ideas, fresh ways of looking at things, and a stock of 
collective knowledge that is more fruitful than any one person’s working alone” 
(Rosenholtz, 1991, p. 41).    
 
We agree with Rosenholtz that teacher-to-teacher collaboration is a foundation for 
successful schools.  We also see, however, the importance of collaboration among all 
school stakeholders.  The ethnographic project that our teachers work on throughout their 
program is designed to cultivate in them the skills necessary to engage in effective 
collaboration with their students and their families, colleagues, and community.  The 
project begins with an examination of themselves; moves outward to learn about several 
students in their classroom; expands again as they learn about their students’ families 
through home visits and interviews; looks further into the school and community to 
uncover assets; and finally ends with an analysis of how they and their schools fit into 
and can successfully engage the larger socio-economic and political context.   
 
This project is a powerful tool that has been developed and refined over twenty years 
across a variety of TEIP leaders and visions.  Our own continued learning sustains critical 
revisions that further bind student learning, relational intelligence, the value of individual 
differences and the power of collaboration to student achievement.  Learning such skills 
while under the tutelage of a teacher preparation program is ideal because teachers 
benefit from the on-going and supportive coaching of their faculty.  Additionally, in the 
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case of CGU, the program’s cohort structure supports the teachers’ learning by allowing 
them to collectively reflect and learn from each other’s experiences.   
 
Rebecca Gimarse, an alumnus from the 2003/2004 cohort who is currently a first grade 
teacher at Philadelphia Elementary School in Pomona, cites the ethnography project as a 
transformational exercise that was a vital part of her teacher preparation program.  
"CGU's ethnography project enabled me to learn to engage in truly effective 
collaboration.  It pushed me to challenge my assumptions of students and their families, 
colleagues, and the community.  It helped me understand what it means to be a quality 
teacher and set the tone for exemplary classroom teaching, effective school leadership, 
and models of excellence."   
 
Just as collaboration nurtures the development of exemplary K-12 schools, it can also 
foster growth in any organizational structure.  CGU’s TEIP utilizes collaboration to 
enhance its own growth and learning.  The program is led collectively by three directors.  
The structural model we have developed promotes flexibility, innovation, and learning 
while still providing for the clear authoritative structure necessary for any effective 
organization.  This structure is predicated upon the individual strengths and differences 
amongst the leadership, its staff, and faculty and encourages the greater good as we draw 
upon these strengths, learn from them, and collaboratively define and work towards 
common goals and values.  Organizational prerequisites include respect, comparable 
work ethics, high expectations, transparent and frequent communication, regular 
recognition of accomplishments, and a common commitment to long-term goals but 
open-mindedness regarding the means to that end.    
 
Social Justice 
The lenses of critical theorists have made us keenly aware that historically schools have 
been a mechanism for perpetuating class inequities and structures (Anyon, 1980; Freide, 
2002; McLaren, 2003).  Jeffrey Howard of Boston’s Efficacy Institute has described the 
model of education employed in many American schools as one based on the innate 
abilities that are passed from parent to child.  Borrowing from the earlier works of 
researchers like Hunter and Schmidt (1990) and Rosenthal (1991), Howard (1991) 
describes this innate ability model as one that is constructed for three groups of students: 
the “very smart” (VS), the “sorta smart” (SS), and the “kinda dumb” (KD).  In this 
construct, the VS students get the rigorous curriculum; the SS students get the standard 
curriculum, and the KD students receive the dummied down curriculum.  Some (namely 
Rist, 1970) argue this kind of sorting begins during the second week of kindergarten and 
is most damaging to those pegged as “sorta smart” or “kinda dumb” because the 
curriculum they receive in their “tracked” classrooms limits their ability to access what 
Howard calls “get smart instruction.”  In such a system, Howard argues, there is not 
much “value added” instruction in schools.  After thirteen years of schooling, the original 
designations are largely unchanged: The “sorta smart” students are still often SS, the 
“kinda dumb” students are still often KD.  This process creates a self-fulfilling prophecy 
that stratifies our society into “haves” and “have nots.”   
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As researchers and policymakers ignore research that shows teachers can interrupt this 
cycle, it is common for today’s students and their families to be blamed for academic 
failure (Flores, Tefft-Cousin & Diaz, 1991; Poplin & Weeres, 1992; Thompson, 2002, 
2003, 2004; Thompson, Warren, & Carter, 2004).  Echoing in too many teacher 
lunchrooms: She’s not motivated.  His parents just don’t care.  She doesn’t have what it 
takes.  He should be in special education classes.  She’s definitely not college-bound.  In 
these same schools, though, there are star teachers who have success with these same 
“incapable” students, leading them to make at least a year’s worth of progress if not more 
(Darling-Hammond, 2000; Haberman, 1995; Marzano, Pickering, & Pollock, 2001; 
Reeves, 2003).  High school students may choose to ditch every class with the exception 
of these star teachers, under whose guidance they thrive (Haberman, 1995).  The 
challenge for teacher preparation programs is to produce enough star teachers to create a 
“tipping point” (Gladwell, 2000) within schools.   
 
CGU is committed to preparing teachers able and eager to break the cycles of academic 
failure that have traditionally plagued poor, non-white, and linguistically-diverse 
students, often relegating them to permanent underclass status.  To fulfill our mission, 
investment must be made in teacher candidates who share this goal.  Accordingly, CGU’s 
recruitment efforts focus upon individuals who have an understanding of societal 
inequities.  Ultimately, the candidates we admit share our vision and are willing to 
sacrifice in order to become the type of teacher who is prepared to make a difference in 
high-needs schools.  Many of our teachers have personally overcome the societal 
inequities associated with being poor, non-white, and/or linguistically diverse (e.g., 59% 
of the 2005/2006 cohort are non-white, 73% are fluently bilingual).  In other cases, our 
teachers have not personally come from disenfranchised communities but share our 
mission to right inequities.  By reflecting the cultures and languages of the student 
populations in area K-12 schools and by caring about issues of social justice, CGU’s 
teachers are role models to their students in a variety of ways.   
 
We work diligently with our teachers to continually develop their capacity to 
meaningfully engage issues of social justice with their K-12 students.  For example, this 
Spring in a large-group assembly, our teachers debriefed with each other what was 
happening on their respective campuses in terms of student-led “walkouts” protesting 
national immigration legislation.  They discussed how they used the opportunity to 
advance the conversation of social (in)justice in their classrooms and to contextualize 
current events for students.  Many reported being inspired by their students and engaging 
them in dialogue about the specifics of immigration legislation, how power and politics 
influence lawmaking, how their families and communities might be impacted, and the 
role of civil disobedience in promoting social change.  Discussions focused on the 
historical importance of thoughtfully planned and well-informed acts of protest (such of 
those organized by Martin Luther King, Rosa Parks, and Cesar Chavez) and how 
technology (such as phone-based text messages and My Space websites) was being 
utilized to organize this current movement.  These teachers were able to create an 
environment where their students spoke openly and emotionally about the proposed laws.  
Such instances of proactively engaging issues of social justice are not uncommon; our 
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teachers relish and seek “teachable moments” where they can address social justice as it 
relates to their students’ lives. 
 
CGU’s TEIP also looks for opportunities to advance social justice.  For the past three 
years, we have been involved in a targeted effort to increase the number, quality and 
diversity of credentialed teachers adept at working with students with special needs.  This 
effort reflects our understanding that K-12 special education (SPED) classrooms are often 
under-staffed by under-qualified teachers [i.e., according to the Council for Exceptional 
Children (2002), there are over 30,000 unqualified special education teachers working in 
our nation’s schools].  It also reflects our understanding that the preparation traditionally 
provided to Education Specialists lacks a focus upon cultural proficiency (Ruiz, Vargas, 
and Beltran, 2002).  The need for qualified Education Specialists is particularly great in 
California. Consider the following data: 

 Between 1993 and 2000, there was a 41% increase in the number of students in 
California identified with special needs (Evans, Eliot, Hood, Driggs, Mori, & 
Johnson, 2005); 

 In 1998, California had to issue 5,000 emergency credentials to cover this 
increase (Evans et. al, 2005); and 

 One third of the nation’s 30,000 unqualified special education teachers work in 
California (Council for Exceptional Children, 2002).   

Dousing hopes that the near future will have an adequate supply of SPED teachers to 
work with our students with special needs is the gross shortage along the educational 
pipeline: California has one of the greatest SPED faculty shortages in the country and 
produces the least number of SPED-related doctoral graduates in the region (Smith, 2002; 
Smith, Pion, Tyler, & Gilmore, 2003).  This data beg the question: How will we have the 
teachers to support our students with special needs when there are not enough university 
faculty to prepare these K-12 teachers?   
 
The primary goal of our PULSE (Preparing Urban Leaders in Special Education) Pipeline 
Project is to increase the number and diversity of quality educators who serve students 
with special needs.  For this project, we embrace a K-Ph.D. perspective.  Using a career 
ladder model, we steward Education Specialists through their credential programs 
(Levels I and II), MAs in Education, and (eventually) doctoral programs.  Committed to 
bolstering the supply of quality SPED teachers working in elementary, secondary, and 
university settings, we provide extensive personalized instruction, on-site coaching, and 
fellowships.  Additionally, in July 2006, Deb Smith will be joining CGU’s School of 
Educational Studies’ faculty.  Smith’s extensive background in special education will 
help to further actualize our goal of preparing quality SPED educators across the K-Ph.D. 
pipeline.   
 
Conclusion 
Reform efforts to address poor student achievement have historically focused on a variety 
of issues other than teacher quality.  No Child Left Behind (NCLB) is somewhat unique 
in the sense that it holds as a presupposition that a teacher’s competency is linked to 
student achievement.  It recognizes that teacher variables are some of the foremost 
predictors of student success. These variables include the teacher’s level of experience, 
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level of pedagogical competency, and expertise in content knowledge.  NCLB has 
basically made emergency credentials obsolete.  Poor and hard-to-serve schools have 
benefited the most from this change, as these schools have traditionally been filled with 
the highest number of non-credentialed teachers, thus perpetuating the likelihood for 
cycles of academic failure among the students who need the highest quality public 
education our nation can provide (Ed Trust). 
 
Although we acknowledge the problematic way NCLB mandates have been implemented 
by states (i.e., Are scripted programs really the path to educational equity?) and regularly 
debate the pros and cons of parts of the NCLB doctrine, we endorse the way NCLB links 
student achievement to teacher quality.  We applaud the bi-partisan spirit that 
acknowledged that data needs be disaggregated to expose the effectiveness of schools in 
meeting the needs of poor, non-white, and non-native speakers of English.  We applaud 
NCLB’s definition of a good school as one that acts upon the belief that all children can 
and should reach academic proficiency.  And, likewise, we agree with the Act’s 
definition of a good teacher as one who is able to cultivate such success in all of his/her 
students. 
 
Future educational reform efforts should also embrace these tenets and, accordingly, 
focus upon teacher quality.  Yet, there is a caveat: teacher quality needs to encompass 
issues of accountability, collaboration, and social justice.  When these principles are 
taken into account, teacher quality is framed in ways beyond what is revealed by scores 
on standardized tests and accrued degrees.  Teachers who embrace the ideals of 
accountability, collaboration, and social justice have a developed sense of ownership and 
hold themselves responsible.  They work to cultivate their craft, build subject-matter 
competency, and use data to improve their practice and outlooks.  They understand that 
scaffolded support can enable all their students to reach the highest of expectations and 
goals.  They build authentic and sustainable relationships with their students and 
colleagues.  This type of internal motivation raises the bar far above any other external 
measure and really is at the core of what it means to be a quality teacher.  Given the 
significance of this internal calling, we ask How can policy highlight the importance of 
understanding teacher preparation and quality in terms of accountability, collaboration, 
and social justice? 
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Abstract 
 
This descriptive case study highlights the problems created when a three-two majority 
alliance was formed on the five-member board of trustees of the Northville School 
District,1 a medium-sized (10,250 students), suburban/urban, elementary (K-8) school 
district in California.  The problem started when the three member Board Majority did 
not follow a legal mandate to revise the District’s Uniform Complaint Procedure Policy 
(UCPP).  The mandated revision would have assured compliance to new state and feral 
laws that granted “protected class status” to transgender and transsexual students. 
 
In California, a Uniform Complaint Procedure Policy (UCPP) delineates specific 
procedures for persons of “protected classes” to file a discrimination complaint against a 
public K-12 school district.   The UCPP is called a “uniform policy” because all public 
K-12 districts are subject to the same laws and, accordingly, every district’s UCPP is 
supposed to be identical to one another in terms of language and interpretation.  As 
required by law, Northville’s UCPP already extended protected class status to students 
who experienced unlawful discrimination because of their ethnic group identification, 
religion, age, sexual orientation, race, ancestry, national origin, gender, color, or 
disability (physical or mental).  The mandated changes not approved by the Board 
Majority would, as dictated by law, extend protected class status to transgender and 
transsexual students.   
 
The rhetorical focus of the dissenting Board Majority indicated that they were 
uncomfortable protecting the rights of other-than-heterosexual persons.  Questions asked 
included Where will little boys dressed as little girls go to the bathroom?  What will 
prevent “these children” from becoming “Peeping Toms?” (Minutes, Special Meeting, 
February 26, 2004, 7.1 p. 3+; Board Minutes, February 5, 2004, 7.1 p.  9+).  One board 
member publicly referred to transgender people as “trash” (Board Minutes, February 5, 
2004, p.88).  Another Board Majority member (who was, coincidently, a chaplain) fretted 
about the “sexual” and “homosexual agenda” and wondered how she would “answer to a 
higher power” if she voted in favor of revising the policy (Board Minutes, February 4, 
2004).   
 
Along with threatening the civil rights of transgender/sexual students, not being in 
compliance with state and federal laws endangered the District’s financial viability.  The 
California Department of Education threatened to withhold over $51 million in school 
funding. 
 
Once the financial stakes of the Board’s objection became known, the community 
objected with furor.  Attendance at school board meetings ballooned to over a thousand.  
The media swarmed.  Police in bulletproof vests were called in to maintain the order. 
 

                                                 
1 Even though all of the information found in this case study is part of public record, the identity of the 
district is veiled.  In places where a proper noun is absolutely necessary, a pseudonym (Northville School 
District) is used.  Likewise, people are referred to by title, not name.   
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This descriptive case study is important for three main reasons: First, it narrates a story 
that shows the importance of school board elections and the power of elected board 
members.  Second, it can be used as a tool for discussing issues of social justice and the 
politicalization of education.  And, lastly, it contributes to the field of educational policy 
by examine the relationship among school board politics, educational law, and social 
justice.  A number of poignant questions specifically designed to facilitate dialogue can 
be found at the end of the study. 
 
Methodologically, this qualitative case study draws upon participation-based research.  
One of the study’s co-authors was the Northville School District’s Superintendent during 
this period.  Data was gathered through participant observation and organizational 
documents.  Specifically, the case draws upon notes, recollections, and insights as well as 
upon a number of articles of public record, including Board of Trustee meeting minutes, 
correspondence, memorandums, and newspaper articles.  The variety of data triangulates 
the research findings and provides balance to the data analysis.  These methods assure the 
case study that unfolds is an accurate story of the political passions and agendas of school 
board members in discord and dissent. 
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Title:  
A case study of discord & dissent: The story of a school board’s act of non-
compliance with state and federal law 
 
Authors:  
DeLacy Derin Ganley and Barbara DeHart  
 

Introduction & Overview 
 
This descriptive case study highlights the problems created when a three-two majority 
alliance was formed on the five-member board of trustees of the Northville School 
District,2 a medium-sized (10,250 students), suburban/urban, elementary (K-8) school 
district in California.  The problem started when the three member Board Majority did 
not follow a legal mandate to revise the District’s Uniform Complaint Procedure Policy 
(UCPP).  The mandated revision would have assured compliance to new state and feral 
laws that granted “protected class status” to transgender and transsexual students (herein 
referred to as transgender/sexual students). 
 
In California, a Uniform Complaint Procedure Policy (UCPP) delineates specific 
procedures for persons of “protected classes” to file a discrimination complaint against a 
public K-12 school district.   The UCPP is called a “uniform policy” because all public 
K-12 districts are subject to the same laws and, accordingly, every district’s UCPP is 
supposed to be identical to one another in terms of language and interpretation.  As 
required by law, Northville’s UCPP already extended protected class status to students 
who experienced unlawful discrimination because of their ethnic group identification, 
religion, age, sexual orientation, race, ancestry, national origin, gender, color, or 
disability (physical or mental).  The mandated changes not approved by the Board 
Majority would, as dictated by law, extend protected class status to transgender/sexual 
students.   
 
The rhetorical focus of the dissenting Board Majority indicated that they were 
uncomfortable protecting the rights of other-than-heterosexual persons.  Questions asked 
included Where will little boys dressed as little girls go to the bathroom?  What will 
prevent “these children” from becoming “Peeping Toms?” (Minutes, Special Meeting, 
February 26, 2004, 7.1 p. 3+; Board Minutes, February 5, 2004, 7.1 p.  9+).  One board 
member publicly referred to transgender people as “trash” (Board Minutes, February 5, 
2004, p.88).  Another Board Majority member (who was, coincidently, a chaplain) fretted 
about the “sexual” and “homosexual agenda” and wondered how she would “answer to a 
higher power” if she voted in favor of revising the policy (Board Minutes, February 4, 
2004).   
 

                                                 
2 Even though all of the information found in this case study is part of public record, the identity of the 
district is veiled.  In places where a proper noun is absolutely necessary, a pseudonym (Northville School 
District) is used.  Likewise, people are referred to by title, not name.   
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Along with threatening the civil rights of transgender/sexual students, not being in 
compliance with state and federal laws endangered the District’s financial viability.  Put 
simply, the general rule of thumb is no compliance, no funding.  Following this logic, the 
California Department of Education (CDE) threatened to withhold all state and federal 
funding, which District officials estimated at over $51 million.  The State Superintendent 
of Public Schools (the chief of the CDE) repeatedly threatened sanctions.  In a letter to 
Northville’s School Board, the State Superintendent warned that he would “take all 
available steps to compel [the district’s] compliance” and that he would “move with 
deliberate speed if you challenge my authority” (April 1, 2004, letter to Northville Board 
from State Superintendent of Public Instruction). 
 
Even after hearing these warnings and understanding the financial ramifications of being 
denied state or federal funds, the Board Majority held firm and continued to reject 
mandated language changes.  The Majority garnered support from conservative 
organizations and community members and defended its perspective in the media. 
 
The UCPP issue crystallized (Rae & Taylor, 1970, p. 24). preexisting political differences 
amongst the previously courteous Board members.  Unable to sway the Majority, the 
two-person Board Minority became increasingly frustrated at and embarrassed of its 
impotence.  As the cleavage around the UCPP issue deepened, board interactions became 
increasingly contentious.     
 
The District Superintendent and her staff felt trapped by the Board’s decision.  They felt 
it was immoral not to allow transgender/sexual students to have the right to file a 
discrimination complaint.  State and district attorneys agreed that prohibiting such a right 
was indeed illegal.  Despite potential political fallout and the ire of the Board Majority, 
the Superintendent’s publicly-stated position was that any student who felt he/she had 
experienced discrimination in the District would be allowed to file a discrimination 
complaint (Board Minutes, April 1, 2004, p. 105).  
 
When the Board Majority’s act of noncompliance became known to the public at large 
(thanks in large part to one of the Board Minority members writing an open letter to a 
county newspaper), the community objected vehemently to the Majority’s position.  The 
community understandably worried about the viability of its schools if the District were 
denied over $51 million in funding.  Internet conversations abounded.  Parents and 
community members gathered.  Attendance at school board meetings ballooned to over a 
thousand.  At these meetings people shouted, jeered, and waved poster-board statements.  
The media swarmed.  Police in bulletproof vests were called in to maintain the order.  
 
After four months of teeth gnashing, the Board Majority voted to adopt the state’s 
language so that its policy would be in compliance.  But, still not wanting to accept the 
state’s mandated language, the Board Majority superimposed upon the policy its own 
unique definitions of key policy words.  When viewed in light of the Board’s customized 
definitions, the District’s revised policy still did not offer protected class status to 
transgender/sexual students.  Put simply: At first blush it might seem that the Board 
Majority had acquiesced because Northville’s policy was indeed revised to reflect the 
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mandated changes word-for-word.  Accordingly, Northville’s UCPP now read like 
everyone else’s.  But, unlike other districts, Northville’s policy now had accompanying 
documents that provided new/different meanings to key policy words.  If one used the 
District’s accompanying definitions, the policy would not extend protected class status to 
transgender/sexual students. 
 
Surprisingly to many given the heavy warnings of the California Department of 
Education, Northville’s UCPP policy and its accompanying definition were accepted and 
the District was proclaimed “in compliance.”  Not acknowledging the District’s 
customized definitions but instead only recognizing the core UCPP, the State 
Superintendent claimed victory.  In a letter written to all California School District 
Superintendents, the State Superintendent explained that he had brought the rogue district 
into compliance and that no California public school district would ever be allowed to 
customize its UCPP or impose upon the policy its own definitions of key words (letter 
dated April 29, 2004).  His letter did not mention that he neither forced the district in 
question to remove its customized definitions nor that transgender/sexual students (to this 
day, October 2006) are still not protected by this District’s policy.   
 
This descriptive case study is important for three main reasons: First, it narrates a story 
that shows the importance of school board elections and the power of elected board 
members.  Second, it can be used as a tool for discussing issues of social justice and the 
politicalization of education.  And, lastly, it contributes to the field of educational policy 
by examine the relationship among school board politics, educational law, and social 
justice.  A number of poignant questions specifically designed to facilitate dialogue can 
be found at the end of the study. 
 
Methodologically, this qualitative case study draws upon participation-based research.  
One of the study’s co-authors was the Northville School District’s Superintendent during 
this period.  Data was gathered through participant observation and organizational 
documents.  Specifically, the case draws upon notes, recollections, and insights as well as 
upon a number of articles of public record, including Board of Trustee meeting minutes, 
correspondence, memorandums, and newspaper articles.  The variety of data triangulates 
the research findings and provides balance to the data analysis.  These methods assure the 
case study that unfolds is an accurate story of the political passions and agendas of school 
board members in discord and dissent. 
 
The case study found below is in the form of a chronologically-based narrative.  
 

The Case Study 
 
December 2003: The District Prepares for a Coordinated Compliance Review (CCR) 
The California Department of Education (CDE) monitors district-level compliance to 
state and federal laws through a procedure called a Coordinated Compliance Review 
(CCR).  In California, these “audits” occur every four years and are implemented by a 
team of three to five CDE staff.  Although the Review Team could conceivably verify 
compliance with any of approximately 150 compliance issues, it usually provides each 
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district with a list of specific items that will be the focus of a particular CCR.  Although 
the items on these “focus lists” vary from audit to audit, the one item that remains 
constant and that is inspected and verified every CCR is a district’s Uniform Complaint 
Procedure Policy (UCPP).  Laws mandate that every district’s UCPP match the State’s 
UCPP requirements both in terms of language (verbatim match) and in terms of 
interpretation/spirit.  Accordingly, every California public school district should have the 
exact same UCPP; this is why it is called a “uniform” complaint procedure.  As a part of 
every CCR, the Review Team confirms this match.3   
 
In December 2003, in routine preparation for a CCR, the District determined that the 
language of its UCPP needed to be revised to reflect changes in the Education Code 
(which reflect state and federal laws).  Changes to the policy would be needed in order 
for the District to clear its CCR and ultimately receive the “green light” for the allocation 
of state and federal funds.  Given that language is routinely deleted and/or added to 
district policies as new legislation is implemented into law, revising the policy should 
have been a fairly pedestrian task.  Accordingly, as was typical, the District 
Superintendent brought before the District’s five-person, publicly-elected Board of 
Trustees the preexisting UCPP with the proposed new language inserted into the text in 
bold.  If there had been language that needed to be deleted from the preexisting policy, 
the District Superintendent would have lined out the outdated words.  By stylizing the 
text in this way, the Board is able to see the proposed revision in relation to the 
preexisting policy and can hone in on the specific language changes.   
 
In this instance, the only proposed change to the preexisting policy was the inclusion of 
the word sex:  

The Governing Board recognizes that the district has primary 
responsibility for insuring that it complies with state and federal 
laws and regulations governing educational programs.  The 
district shall investigate and seek to resolve complaints at the 
local level whenever possible.  The district shall follow uniform 
complaint procedures pursuant to state regulations when 
addressing complaints alleging unlawful discrimination based on 
ethnic group identification, religion, age, sex, sexual orientation 
[sic], race [sic], ancestry [sic], national origin [sic],4 gender, 
color, or physical or mental disability, in any program or 
activity, that receives or benefits from state financial assistance.  

                                                 
3 There are two likely reasons a district’s UCPP is inspected every CCR.  First, the State’s UCPP 
requirements change fairly regularly to reflect new legislation.  The CCR is the State’s method for 
confirming that the districts are aware of and responsive to these new laws.  Second, the UCPP protects 
civil rights as mandated by federal nondiscriminatory laws.  Accordingly, the CCR’s examination of a 
district’s UCPP is part of an accountability loop that makes sure school districts, the state, and the federal 
government are all on the same page.   
4 For accuracy sake, it should be noted that the District’s preexisting UCPP did not actually contain the 
words sexual orientation, race, ancestry, or national origin.  The absence of these words from the District’s 
UCPP was deemed an oversight.  Other District policies addressed the issue of sexual orientation, race, 
ancestry, and national origin and, accordingly, the Board never questioned the inclusion of these words.  
The only “truly new” addition to the policy was the inclusion of the word sex. 
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The district shall also follow uniform complaint procedures when 
addressing complaints alleging failure to comply with state or 
federal law in consolidated categorical aid programs, migrant 
education, child care and development programs, child nutrition 
programs and special education programs.  (Summary of Title 
V, Presented to the Board at January 15, 2004, Board Meeting)  

Along with adding the word sex to the UCPP language, the CDE also required districts to 
adopt a new definition of gender.  The CDE’s new definition of gender now included “a 
person’s actual sex or perceived sex and includes a person’s perceived identity, 
appearance or behavior, whether or not that identity, appearance, or behavior is different 
from that traditionally associated with a person’s sex at birth” (Board Information, 
January 15, 2004).  Accordingly, the CDE was saying that the word sex was determined 
by the anatomical features with which a person was born but a person’s gender referred 
to a person’s self-identity or perceived identity, regardless of whether or not this identity 
matched one’s anatomical parts.  (The definitions of sex and gender are included herein 
because they later became of central focus to the case at hand.)   
 
Combined, these two changes –the inclusion of the word sex and the redefinition of 
gender– resulted in protected class status being extended to transgender/sexual students, 
giving them the right to file a uniform complaint if they experienced discrimination 
and/or harassment.  These changes were a response to the (California) School Safety and 
Violence Prevention Act of 2000. 
 
January 2004: The Board Reacts to the Proposed Changes  
At its January 15, 2004, meeting the Board of Trustees received the first reading of the 
revised UCPP.   Although the presenting of the proposed changes to the District’s Board 
of Trustees was customary in every way possible, the reaction of the Board was anything 
except routine.  As soon as learning about the proposed changes, three of the five board 
members rallied together to express opposition and, in doing so, formed a new alliance 
and a conservative majority.   
 
This newly formed three-person conservative majority now controlled the District’s five-
member Board of Trustees.  One Board member felt altering the District’s policy so that 
transgender/sexual students would have the right to file a complaint if harassed would 
“harm the morality of our kids” (Board Minutes, February 5, 2004, p. 87).   She 
repeatedly asked, “Where will the little boys dressed as little girls go to the bathroom?”  
(Minutes, Special Meeting, February 26, 2004, 7.1 p. 3+). Another Board member, a 
chaplain, publicly fretted that the proposed revision was part of “the sexual [homosexual] 
agenda” (Board Minutes, February 5, 2004, p. 87-88).  If the policy change was 
approved, she felt the Board would have to “answer in the long run to a higher power” 
(Board Minutes, February 5, 2004, p.88).  She felt that the issue was not about civil rights 
but about (deviant) “sexual choice” (Board Minutes, February 5, 2004, p.88).  The other 
majority member justified her no-vote by saying the State did not have the right to tell the 
District what to do.  Nevertheless, her bias was evident when she declared, “I’m voting 
no.  I can’t [with] a clear conscious, I cannot vote for this trash” (Board Minutes, 
February 5, 2004, p.88).  Meanwhile, one of the two Board members in favor of 
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compliance urged her peers (in vain) to “not let our personal thoughts on some things get 
in the way of progress in education” (Board Minutes, February 5, 2004, p. 87).  
 
To some, the rhetoric used by the Board Majority was reminiscent of language used in 
the 1940s when the Board of Trustees in this same district took action to maintain the 
segregation of Latino children in area schools.  The Board’s decision was overturned in 
1947 as a result of Mendez vs. Northville, a case that ultimately desegregated California 
public schools seven years prior to Brown vs. the Board of Education.  It was in the scope 
of this case that the judiciary first claimed separate but equal unlawful.  Reflecting upon 
the language used in both eras suggests a history of exclusion and prejudice in the 
District.  
 
Although personally appalled at the callousness the Board expressed in not wanting to 
protect the rights of transgender children, the District Superintendent (who was appointed 
by the District’s Board seven years prior) was initially not overly concerned with the 
Board Majority’s stance.  She figured that surely the Board Majority would pass the 
revised policy once it realized how much money noncompliance would cost the District.  
Ultimately she believed the issue would be resolved as part of the CCR.  She was wrong. 
 
February 2004: The CDE Responds to the Dissenting Board  
Once the CCR got underway (in February 2004), the lead reviewer of the CCR Review 
Team demanded an emergency meeting with the District Superintendent in her office.  In 
this meeting, he sought an explanation for why the UCPP had not yet been revised.  Upon 
learning of the Board Majority’s opposition, he insisted that he immediately be able to 
speak with the Board.  He explained to the District Superintendent that he thought he 
would be able to convince the Board Majority to change its no-vote.  He thought he could 
approach the Board Majority in a way that would garner its support because he was 
previously a fundamentalist Christian.  Additionally, he thought he could explain the 
legal mandates in a clear, meaningful, and persuasive manner.   
 
The CCR Review Team met with the Board of Trustees on February 26, 2004.  At this 
meeting, the lead reviewer explained that noncompliance put all of the District’s state and 
federal funds at risk.   
 
Despite his efforts (and much to his own dismay as well as to the growing concern of the 
District Superintendent and her staff), the Board Majority still would not budge.  
According to a timeline of events prepared by Northville’s public information officer, the 
Board still “declined to direct [District] staff to revise the policy” (Timeline of Events 
Regarding the Uniform Complaint Procedure, prepared by Northville’s public 
information officer). 
 
The CCR Review Team presented its Report of Findings at a public meeting in the end of 
February 2004.  At this meeting, the Review Team explicitly reiterated the importance of 
the Board responding to all its recommendations within a 30-day period.  Accordingly, 
the District was given thirty days to submit a revised UCPP.   
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March 2004: The California Department of Education Takes A Stand 
It wasn’t until the CCR’s Report of Findings that the California Department of Education 
(an office led by the publicly-elected State Superintendent of Public Instruction) 
determined that the District was not in compliance – and furthermore that the Board 
Majority was taking a defiant, obstructionist, and illegal stance.  With this determination 
now made, the CDE sent a barrage of threats to the District.  In an April 1, 2004, letter to 
the Board, the California Department of Education (under the signature of the State 
Superintendent of Public Instruction) warned  

If you refuse [to comply], I will take all available steps to compel 
your compliance.  Such steps may include withholding 
consolidated application funds [of $11 million] from your district 
in the current and/or future fiscal years.  It would pain me to do 
that, since any loss of funds potentially hurts the children of your 
district.  However, I will move with deliberate speed if you 
challenge my authority.   

 
In this same letter, the State Superintendent of Public Instruction also questioned the 
morality of the Board’s act:  

As one elected official to another [sic], I frankly find your 
reluctance to protect all of your children disturbing.  It is 
immoral and unconscionable for elected officials to condone 
discrimination in any form, and your actions not only condone it, 
they encourage it…If you object to the law, then strive to change 
it.  Do not victimize the very people you claim you are serving. 

 
In subsequent telephone conversations to the District Superintendent, the CDE clarified 
that legally all state and federal funding was in jeopardy – not just the $11 million in 
categorical funds but also the District’s $40 million in General Revenue Limit funds (the 
District’s primary source of revenue).  Combined, the District was at risk for losing $51 
million – approximately 75% of its annual budget.   
 
Even after hearing the CDE’s warnings, the Board Majority remained firm.  They 
declined to adopt the new language.  
 
With the Board Majority’s heels dug in the District Superintendent became highly 
concerned with the District’s financial viability.  The $11 million in categorical funds 
(which accounted for 15% of the District’s overall budget) seemed most at risk because 
there was precedence of the CDE withholding money due to district-level 
noncompliance.  Although there was no precedent, the CDE’s threat of possibly 
withholding $40 million in General Revenue Limit funds escalated the District 
Superintendent’s sense of urgency.   
 
Aiming to be proactive, the District Superintendent and a high-level colleague from the 
County Office of Education flew to Sacramento to meet with the Deputy State 
Superintendent (the “number two person” at the California Department of Education) and 
the CDE’s team of lawyers.  In this meeting (and in subsequent telephone conversations), 
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the District Superintendent attempted to ameliorate the situation to the extent possible.  
The State Superintendent of Public Instruction did not participate in these talks; the State 
Superintendent later told the District Superintendent that the CDE’s attorneys had 
advised him not to talk to the District Superintendent during these tumultuous times.   
 
March 2004 Continues: Positions Become Further Entrenched & Fortified As The 
Number of Stakeholders Grows 
In early March 2004, the Board’s act of noncompliance became public (thanks in large 
part to a Board Minority member writing an open letter to a county newspaper).  The 
local story was quickly picked up by the national media, and members of the Board 
Majority seized upon the opportunity to “sunshine” their perspective.  One Board 
Majority member was a guest of Fox’s [Bill] O’Reilly Factor as well as made 
appearances on CNN.   
 
The publicity attracted the attention of national players –including the ACLU (a nonprofit 
organization that advocates for the civil rights of all) and the Education Alliance (a 
conservative Christian organization that supported the Board Majority’s noncompliance 
and that advocates for the privatization and/or elimination of public education).  These 
parties helped to fortify and further polarize the Board Members’ positions. 
 
On March 23, 2004, the District received notification from the Bank of America 
rescinding approval of the District’s credit application for moneys to fund its Certificates 
of Participation (COPs) that were earmarked to complete the District’s asset management 
plan.  Making reference to the Board Majority’s stance on the UCPP Policy, the Bank 
stated it would not release any money until the District was assured that it would receive 
its routine funds from the CDE.  The disintegration of this arrangement, which took over 
a year to secure, sparked fear among District administrators that other partnerships might 
also be in peril.  (It also, of course, sparked fear that the District would not have the funds 
to fix facilitates in need of repair.)   
 
As the issue became more public and the parties’ positions crystallized (Rae & Taylor, 
1970, p. 24), there were other financial ramifications, too.  In California, schools are 
served through a county office system.  It is the responsibility of County Offices of 
Education (COEs) to proactively and closely monitor school districts’ budgets (as per 
AB1200).  In late March, 2004, Northville District was contacted by its County Office of 
Education (COE), requesting an official meeting.  At this meeting, CDE officials told the 
District Superintendent that if Northville were financially sanctioned by the CDE that 
Northville wouldn’t be able to pay its bills and/or meet its fiduciary responsibilities.  If 
this happened, the COE would have to label the District “qualified,” an unattractive 
ranking that reflects financial insecurity (Memo to Board of Trustees from the District 
Superintendent titled “Re: Letter of Credit,” March 23, 2004).   
 
Although many parents in the community were chagrined by the Board Majority’s stance, 
it was the aforementioned financial repercussions that prompted them to protest the 
Board’s action.  In March 2004, parents in the school community initiated a grassroots 
effort to recall two of the three dissenting Board members.  (The two Majority members 
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targeted for recall had two and a half years remaining in their terms.  The third Majority 
member was up for re-election in November 2004 and, hence, it was deemed unnecessary 
to include her in the recall.  They were banking on her losing this re-election.  It turns out 
that the grassroots group was right about the non-reelection of this third Board Member, 
but the recall effort itself was stymied because only 6800 of the needed 7200 signatures 
needed to initiate the recall were collected.) 
 
By this point, District personnel was preoccupied by the case.  The looming threat of 
financial sanctions held the attention of everyone.  Instead of focusing conversations 
around student success, the District community was mired in political rhetoric.   
 
April 2004: Tensions Rise at a School Board Meeting 
On April 1, 2004, attendance at a School Board meeting ballooned to over 1200.  
(Typically attendance ranged between four to ten people.)5  Worried that the situation 
would turn violent, over twenty-five police (some in plainclothes and others in bullet-
proof vests) infiltrated the crowd and guarded the proceedings.  At the time, the District 
Superintendent wondered if she too should wear such protection.  After all, she was the 
one who had the task of running a meeting where people shouted, jeered, and waved 
poster-board statements, aiming to talk over and out-shout each other.  Members of the 
community booed and hissed whenever anyone from the Board spoke.  Local and 
national media swarmed. 
 
At this meeting, forty-three community people exercised their right to speak to the Board 
regarding its UCPP position.  (Typically only one or two people from the public might 
speak at a Board meeting.)  Thirty-five of the community speakers protested the Board 
Majority’s stance; eight supported it (Board minutes, April 1, 2004). 
 
Member upon member from the community asked the Board to have respect for the law 
and respect for all types of people.  Some community members spoke as parents of gay, 
lesbian, bisexual, and transgender children.  Others spoke on behalf of their organizations 
and churches.   
 
When a transgender adult (male to female) from the community spoke at this meeting, 
one of the Board Majority uttered in a stage whisper that the witness was “trash.”  Not 
surprisingly, this escalated the already palpable hostilities.  The transgender adult 
responded to the Board Majority member by saying: 

I tried to be an ideal boy.  So I played sports; I worked on the 
family farm; I joined 4H.  I did everything most boys did…I 
thought that after I worked hard enough at being a little boy, I 
could overcome these feelings to be a little girl.  I finally spent 
22 years in the army as a commissioned officer, retiring as a 
major.  I am not trash.  I am a proud individual.  (Board Minutes, 
April 1, 2004, p. 19) 

 
                                                 
5 Given the increased attendance, the meeting had to be held a different location.  This move required 
additional logistical planning and attention on the part of District personnel and police. 
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Approximately 200-300 people were not let into this meeting because of space 
limitations.  (It was a first-come, first-seated kind of situation, and they simply arrived 
too late).  The vast majority of the group standing outside was from a Latino Christian 
church that supported the Board Majority’s stance.  While most of this group picketed 
outside of the building, a handful of representatives from the group were brought in to 
provide pro-Board testimony.  A few quotes from the Board Minutes include: 

(Following is the paraphrase provided by the translator):  She 
says that she represents the Hispanic Community that couldn’t 
come in because there are so many people.  She is for traditional 
families, and she is against her kids being taught homosexuality. 
(Board Minutes, April 1, 2004, p. 66) 
 
(Another representative from the Latino church): …You guys are 
the Board members.  You stand for what you believe and stay 
with that.  Because even though there’s a lot of people in here 
that are screaming and yelling against you, there’s a lot of people 
outside who are praying for you.  (Board Minutes, April 1, 2004, 
p. 69) 

 
The Board Majority also received support from a City Council member in a neighboring 
city that had some of its schools in the Northville District.  He urged the two Board 
Members in the minority to change their vote so that the Board could send a unanimous 
message to the California Department of Education.  He said: 

I am here to support the Board vote…I think it is important to 
recognize some issues that I haven’t heard from a lot here: local 
control and one of conscience.  If you don’t owe the people your 
conscience, if you do not give them that, then you are nothing 
but a rubber stamp and [you] don’t deserve to be elected.  (Board 
Minutes, April 1, 2004, p. 65) 

 
April 2004 Continues: The Board Majority Maintains Its Course of Action 
On April 8, 2004, the Board Majority called a special, spur-of-the-moment6 Board 
meeting.  In this meeting, the Board Majority fired the District’s attorney of thirty-three 
years.  This veteran attorney had been recommending that the Board follow the law (i.e., 
that it revise the UCPP), and the Board Majority knew he was not going to look for legal 
avenues to meet its position.  Upon this surprise firing, the District Superintendent 
proposed a recruiting process to find suitable candidates for the now-open position.  No 
such process was needed, for the Board Majority had already pre-selected its candidate: a 
relatively unknown, fresh-out-of-law-school, local attorney with no experience in school 
law.  This novice attorney had founded the Education Alliance, an ultra conservative 
group committed to the privatization and elimination of public schools.  He was deeply 
sympathetic to the Board Majority’s stance and was hired on the spot.  Accordingly, 
within a ten-minute period, one attorney was fired and another hired.   

                                                 
6 The Chair of the Board (who was not in the majority) was given less than twenty-four hours advance 
notice of this meeting.  The District Superintended was summoned less than twelve hours prior to the 
meeting. 
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The speed and seemingly pre-determined nature of these actions (i.e., the expedited firing 
and the subsequent on-the-spot hiring) suggested to some that the Board Majority might 
have developed the plan prior to the meeting.  Strict Open Meeting Laws (i.e., the Brown 
Act in California) prohibit public officials from discussing or lobbying for votes prior to 
public meetings.  Suspicion by and accusations of some community members that the 
Board Majority had violated these Open Meeting Laws triggered a time-consuming 
investigation by the County’s District Attorney’s Office.  Once again, the District’s focus 
was being pulled away from its students and their achievement. 
 
As a response to what was happening in Northville, a state senator from the District’s 
legislative area crafted legislation that would put school districts into state receivership if 
their elected boards ever refused to follow state law.  Although, as of this writing 
(October 2006), the bill has not yet been passed into law, the senator has pledged on-
going commitment to this legislation. 
 
Meanwhile, the two-person Board Minority became increasingly frustrated at and 
embarrassed of its impotence.  Not wanting to be associated with the Board Majority, 
they sought out public venues to differentiate their position from the Board Majority.  
Such public display of Board dissention is atypical and further exacerbated the dissention 
between the camps.7   
 
April 2004 Continues.  Semantics: The Board Majority Concentrates on the Wording of 
the Policy 
Although the rhetoric of the Board Majority clearly indicated that they were 
uncomfortable protecting the rights of other-than-heterosexual persons, the three 
dissenting Board members started to shift their argument from sexual orientation to the 
semantics of the definitions of the words sex and gender.  As noted before, the word 
gender was already in the District’s policy.  In order to be in compliance, however, the 
CDE was now requiring the District’s policy to include the word sex.  As also discussed 
earlier, with both the words sex and gender now being required in the revised policy, the 
CDE provided clarifying definitions of these terms.  Unlike federal law and the CDE, the 
Board Majority believed that sex and gender are synonyms and, accordingly, argued there 
was no need to alter the preexisting policy to include both words.  But, legally, without 
the new language being added to the policy, transgender/sexual students would not be 
specifically identified as a protected class and, of course, without mirroring the CDE’s 
language, the District would not be in compliance.  To many it seemed that personal bias 
was being (thinly) veiled via confusing and pedantic semantic discussions regarding the 
definitions of sex and gender.  In short, talk of social justice and equity was being 
replaced by complicated discussions regarding word definitions. 
                                                 
7 Eventually the bifurcation of the Board led to a request by a Board Majority member to reorganize the 
Board.  At a May 6, 2004, Board Meeting a Board Majority member replaced the President of the Board 
(who was in the minority).  The stated reason for removal: Cause – Dereliction of duty (Board Agenda, 
May 6, 2004, p. 5; Board Minutes, May 6, 2004, p. 97).  Interestingly, when the Board was reconstituted 
(as a result of one of the Board Majority members loosing her re-election campaign in November 2004), 
the ousted President was re-instated. 
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On April 12, 2004, as a result of consultation with the District’s newly hired attorney, the 
Board Majority finally (and reluctantly) agreed that the District’s UCPP would have to be 
revised to include the word sex (Board Minutes, April 12, 2004, p. 46-47).  Accordingly, 
the Board voted to make its UCPP a verbatim match.8  But, still not wanting to accept the 
state’s mandated language, the Board Majority voted three to two to superimpose upon 
the policy a newly-constructed definition of gender. For the purpose of the District’s 
Uniform Complaint Procedures, the Board said that gender would be defined as follows: 

“Gender” is the biological sex of an individual or the alleged 
discriminator’s perception of the alleged victim’s sex, and 
includes the alleged discriminator’s perception of the victim’s 
identity, appearance, or behavior, whether or not that identity, 
appearance, or behavior is different from that traditionally 
associated with the victim’s sex at birth.  The perception of the 
alleged victim is not relevant to the determination of “gender” 
for purposes of the Uniform Complaint Procedure.  It is the 
perception of the alleged discriminator which is relevant.  (Board 
Minutes, April 12, 2004, p. 38)9 

 
The Board’s superimposed definition of gender changed the spirit of the policy and did 
not protect the rights of a transgender/sexual student (or a student perceived as being 
transgender/sexual).  Accordingly, in what might be labeled as a “smoke-and-mirror 
style,” the Board added the word sex to the District’s UCPP (so that its policy would be a 
verbatim match to the CDE’s policy, as dictated by law) but also included its own unique 
definition of gender and, in doing so, negating the intent of the State’s policy.   
 
The Board Majority justified the inclusion of its own definition of gender by arguing that 
the CDE’s definition of gender was ill-grounded because it was not in-line with 
California Penal Code Language.  More specifically, the Board Majority argued that the 
CDE’s Education Code inaccurately interpreted and improperly extended the California 
Penal Code (which is designed to address criminal action).  The Board Majority never 
clarified a relevance or legal basis for using the Penal Code as the framework for its 
rationale.  That the Board Majority utilized Penal Code language clearly was unusual 
and, many would argue, both irrelevant and inappropriate.  The Penal Code did, however, 
serve the Board Majority’s position.  At this point, the heart of the issue became Whose 
perception matters?  The victim’s or the discriminator’s?   
 
In summary, on April 12, 2004, after over four months of teeth gnashing, the Board 
approved its revised UCPP (which included its own definition of gender) and submitted it 

                                                 
8 Reminder: A district’s UCPP is supposed to be a verbatim match.  Accordingly, all California K12 school 
districts should have the exact same UCPP; all should utilize the exact language as dictated by the CDE’s 
Education Code.   
9 Reminder: The CDE defines gender as “A person’s actual sex or perceived sex and includes a person’s 
perceived identity, appearance, or behavior, whether or not that identity, appearance, or behavior is 
different from that traditionally associated with a person’s sex at birth.”  (5CCR section 4910(k), Legal 
Advisory written by CDE’s General Counsel to all County and District Superintendents, April 2004, p. 1). 

2007 HICE Proceedings 
Page 1713



A case study of discord & dissent: The story of a school board’s act of non-compliance with state and federal law 
Page 16  

Authors: DeLacy.Ganley@cgu.edu & Barbara.DeHart@cgu.edu  
C:\Documents and Settings\User\Local Settings\Temporary Internet Files\OLK56\2006.10.17 Case study submitted for proceedings of HI Int Conf.doc rev 11/20/2006 

to the CDE for approval (Board Minutes, April 12, 2004, p. 46-47).  This submission was 
needed to address the noncompliance findings revealed by the CCR and was a response 
to the CDE’s threats.  (Clearly, though, the District had not met the CCR Review Team’s 
allotted 30-day deadline.) 
 
April 19, 2004: The CDE Accepts Northville’s  UCPP and Its Customized Definitions 
Yet Publicly Announces Northville’s Compliance 
Despite its many threats to the District, the CDE accepted Northville’s revision to its 
UCPP because it included (as required by law) the word sex (Letter from State 
Superintendent of Public Instruction to Board of Trustees, April 19, 2004).  But, 
surprisingly to many within the District and to those handful of individuals in-the-know 
outside of the District, the CDE never required the District to remove its unique 
definition of gender from the policy.  Accordingly, to this day (October 2006), the 
District’s UCPP still includes the District’s unique definitions, and, as a result, most 
disturbing of all, transgender/sexual students are still not technically protected by Board 
policy.  As such, the District was never completely forced into compliance. 
 
Ironically, in an April 29, 2004, letter to all California public school districts, the CDE 
(under the signature of the State Superintendent of Public Instruction) announced that it 
had indeed brought the District into compliance.  In this letter, the CDE noted that the 
District had revised its UCPP.  It did not, however, reveal that the CDE had not forced 
the District to remove its unique definition of gender from the policy and had, 
accordingly, allowed the rogue Board to customize its UCPP.  Furthermore, the CDE 
admonished the District and stated that no California public school district would ever be 
allowed to write its own definitions to policy words (but, again, did not note that it had 
indeed allowed Northville to do just this).  Below are key passages from this letter: 

Recent attempts by one local school board to circumvent 
California’s anti-discrimination laws have prompted me to 
provide all school districts with the attached legal advisory that 
spells out the areas of law that protect students from 
discrimination and harassment, generally, and specifically, in 
respect to gender and sexual orientation. 
 
As you may know from recent media reports, a majority of 
members on the Northville [sic] School District Board  
attempted to limit the rights of certain students by refusing to 
enact a uniform complaint procedure required by state law that: 
(1) protects students from harassment, and (2) gives them 
safeguards and a process for resolving discrimination 
complaints… 
 
After a thorough legal review, I unequivocally rejected the 
district’s attempt to circumvent protections from discrimination 
for all students.  No local school district or county office of 
education has the authority to choose which laws to enforce or 
adopt its own definitions of any protected class.  Students in 
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the Northville [sic] School District have and will continue to 
have the same legal protection from discrimination and 
harassment that all other students in California enjoy.   
 
I want to make it clear that if any local educational agency 
attempts to adopt a similar discriminatory policy or fails to 
resolve a complaint of alleged discrimination on any basis, my 
office will respond with every legal means available to protect 
the students we are all elected to serve. 

 
To be sure: Although the CDE wrote that it would “respond with every legal means 
available” to any local educational agency that attempted to adopt a rogue discriminatory 
policy, the CDE never used any legal means to force Northville to remove its illegal 
definition of gender from its UCPP.   
 
Epilogue 
Since no school funds were ever withheld nor was any legal action ever taken against the 
District, the Board Majority members expressed vindication.  They agreed they won a 
moral victory because the District was never forced to delete its definition of gender.   In 
short, they claimed victory because they were able to dominate educational discussions in 
California for over a six-month period, drawing attention to an issue of great personal 
concern.   
 
In the Fall of 2004, the Board Majority met with an attorney to start proceedings to file a 
lawsuit against the California Department of Education that would force the CDE to 
clarify any vague language in California Education Code/Title V terminology.  If the 
Board Majority’s lawsuit were victorious, the CDE would have had to rewrite its UCPP 
language so that transgender/sexual students would not be offered protected class status.  
The lawsuit, however, was never actually filed.  After one of the Board Majority 
members lost her November 2004 re-election, the Board dropped this agenda.   
 
To date (October 2006), no transgender/sexual student has ever filed a uniform complaint 
alleging discrimination or harassment in the Northville District.  Accordingly, the issue 
has yet to be clarified through the legal system.   
 
Current Status of the Players 
As of October 2006, two of the three Board Majority members remain on the District’s 
Board of Trustees.  As noted above, one of the Board Majority members lost her 
reelection in November 2004.  A new member who opposed his predecessor’s position on 
this particular issue replaced her.  An upcoming November 2006 election will determine 
the fates of the two remaining Board Majority members.  Time will tell if after the 
election the reconstituted Board will revisit this issue or the proposed lawsuit against the 
CDE. 
 
The two minority Board members remain on the Board.  One came up for re-election in 
November 2004 and was the top-vote receiver for the second time.  The other member 
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was reinstated as the Board President after the November 2004 election but has decided 
not to run for re-election in November 2006.   
 
The District Superintendent is now a faculty member at a small private graduate 
university.  She directs a doctoral program in Urban Educational Leadership and teaches 
on issues regarding social justice as they relate to educational administration.  She left the 
District in August 2004 on her own accord (she had announced her intentions to retire in 
October 2003 – far prior to any of these issues arising). 
 
The CDE still forges ahead under the leadership of the same Superintendent of Public 
Instruction.  Pundits occasionally suggest the State Superintendent might be considering 
running for Governor. 
 
Today, despite continued political tensions and district superintendent turnover, the 
Northville School District is focused upon student achievement and closing the 
achievement gap.   
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Discussion/Facilitation Questions 
 
Using the specifics of this descriptive case study, identify and discuss the major themes 
and issues at play. 
 
In the context of this case and its stakeholders, discuss the difference between 
responsibility, accountability, actual authority, perceived authority, and power.  For 
example, are there instances where somebody had responsibility without authority? 
 
In the context of this case, discuss the roles and responsibilities of the California 
Department of Education (as personified by the State Superintendent of Public 
Instruction), the District’s elected Board of Trustees, the appointed District 
Superintendent, and the CCR auditing team. 
 
As evidenced in this case study, are there adequate “checks and balances” in place to 
protect the integrity and viability of school districts?  What other steps might be put in 
place to protect districts and their schools? 
 
The California Department of Education made several threats to the District (i.e., 
withholding funds, issuing injunctions, etc.), but, in the end, it did not follow-through on 
these threats.  To be sure, it was in its purview to withhold funds from noncompliant 
districts.  Speculate answers to the following questions: Why didn’t the CDE specifically 
ask the District to remove its unique definition of gender from its UCPP?   Why might 
have the CDE decided not to take on this issue?  And, why did the CDE send a letter to 
all public school districts in the state saying it had “unequivocally rejected the district’s 
attempt to circumvent protections from discrimination for all students” when it hadn’t?  
What issues might have impacted the CDE’s decisions?  And, what are potential 
repercussions of their non-action? 
 
In this case, the District Superintendent said that her office would allow any student to 
file a discrimination complaint even if the student was not identified in the District’s 
UCPP as a member of a protected group.  Does (or should?) a district superintendent 
have the authority to operationalize school practices in ways that deviate from board-set 
policies?  Would the District Superintendent have been insubordinate if District staff had 
accepted a complaint filed by a transgender student?  And, if a district superintendent can 
operationalize school practices independently of board policy, why is revising district 
policy at the board-level crucial? 
 
There are times when an individual is praised for obstructing a system because the 
system’s goals are at odds with his/her personal belief system (i.e., think about the praise 
we bestow upon American Revolutionaries for their efforts to thwart the British).  There 
are other times when a person is deemed “inappropriate” or “abusive” if he/she uses 
his/her position of authority to hinder the goals of a system or institution.  What is the 
defining factor between these two different reactions?  Does the difference depend solely 
upon the third party’s personal belief system?  Or something else (such as a balancing of 
different beliefs or rights)?                

2007 HICE Proceedings 
Page 1717



A case study of discord & dissent: The story of a school board’s act of non-compliance with state and federal law 
Page 20  

Authors: DeLacy.Ganley@cgu.edu & Barbara.DeHart@cgu.edu  
C:\Documents and Settings\User\Local Settings\Temporary Internet Files\OLK56\2006.10.17 Case study submitted for proceedings of HI Int Conf.doc rev 11/20/2006 

 
Imagine that the District’s Trustees hadn’t revised the District’s UCPP and that the 
California Department of Education withheld funds as a result of noncompliance.  Given 
this fictional outcome, discuss what different stakeholders (i.e., community leaders, 
District personnel, other elected officials, etc.) could have done to protect the District’s 
budget.  (Remember that the community could try to recall District Trustee members and 
hold a new election but that this process is time intensive and, accordingly, the District 
would still be denied needed funds in the meantime.) 
 
If districts legally have to be in compliance with state and federal laws, why are district 
boards even asked to vote on compliance issues?  Is the district-level vote a facade?  
Stated differently, given that districts need the financial support of state and federal 
funds, do they really have an option not to comply?  Discuss the issue of choice; of local-
level control (in relation to state and federal control); of democracy.   
 
Discuss the rights of people to proselytize and promote their religious beliefs and the 
rights of people to have varied lifestyles (that may or may not be at odds to others’ 
religious sensibilities)?  When a religious person expresses that another’s sexual 
preferences or lifestyle is “wrong,” is it harassment?  Likewise, is it silencing of free 
speech and religious freedoms when people aren’t allowed to express their religious 
views publicly? 
 
How should elected officials reconcile conflicts between their professional decisions and 
their personal viewpoints?  For example, if you are an elected official, what role can or 
should your religious or personal views play in your professional life and decision-
making?  Can one really make decisions that are completely void of personal views 
and/or interpretation? 
 
What role do politics play in the education of children? 
 
What means are available to the Federal and State educational departments for protecting 
and educating students and employees in a district with a rogue board? 
 
Some might say that the events discussed in this case distracted District personnel from 
what really matters: student achievement.  Others would argue that grappling with issues 
of civil rights is paramount to all other concerns.  How should school leaders reconcile 
the immediate needs of their educational communities (i.e., the needs of students 
currently in the system) with the resources needed to bring about future social change and 
social justice? 
 
The initial three-to-two Board decisions regarding the Uniform Complaint Procedure 
Policy “crystallized” (Rae & Taylor, 1970, p. 24) the political cleavage among the 
District’s Board members.  Labels of “conservative” and “liberal” were assigned to each 
side and political “in-fighting” became the norm in regard to the culture of board 
decision-making.  What are the implications of this for student achievement in the 
district? 
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One of the goals of higher education is to improve the quality and the market 

relevance of higher education training. This is a challenge that requires a good strategic 

plan and the presence of regular information and monitoring on the program’s internal 

efficiency and external productivity.  

 

As a result, various studies, reports and discussions were done in the past and 

even recently to prove the program’s internal efficiency and productivity, but whether the 

information is reliable is one question prompting the author to come up with new 

indicators, measures and design to evaluate the internal efficiency and external 

productivity of a tertiary program.  

 

The study attempted to review different theories and models to measure a 

program’s internal efficiency and productivity. Among the theories and program 

evaluation models reviewed which also served as underpinnings for this study were: 
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Tuckman’s (1985) input-process-outcome model; Kaufman’s (1988) Organizational 

Elements Model; Gredler’s (1996) input-output model; the Value-added Theory of Winch 

in 1996; Stufflebeam’s CIPP Circa 2003 Model. and the Outcome Based Evaluation 

Model of Randall in 2004; 

 

 Using one program of De La Salle College of St. Benilde as case test, the 

intricate linkages and interdependence of the input-process-output (internal efficiency) as 

well as the intricate linkages and interdependence of educational outputs and outcomes 

following the formative and summative program evaluation technique, different possible 

measures of internal efficiency and external productivity were identified and reviewed... 

 

The different identified measures were grouped using the input, process, output, 

and outcome model. The identified input variables in this study were grouped into two 

categories, the raw inputs and the productive inputs.  The raw input includes the student 

characteristics such as age, high school grade point average or GPA, and possession of 

personal computer and internet access. The following however, were identified as 

productive inputs: faculty characteristics and physical facilities of the school made 

available to students. On the other hand, the educational services or components of the 

program were identified as the process variables of the study.  The following were 

considered in the evaluation of the program’s educational services: curriculum; 

instructional program (which includes the teaching styles, learning resource materials, 

etc); school policy (on admission, retention and graduation); extension program; co-

curricular program; and practicum or internship program. 
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The students’ and faculty members’ experiences and perception of the program 

were identified in the study as the program’s output.  Profile of the senior students in 

terms of their cumulative college GPA; number of terms in the program; and the dropout, 

cohort and graduation rate were also used in this study to describe the program’s output. 

Outcome in this study refers to the graduates’ employment destination after completing 

the program, advance trainings or education received, and community involvement.  

Some of the factors noted in the employment career of the graduates are the employment 

information received or the recruitment method used, selection criteria used by the 

employer, waiting period to obtain a job, type of post held, type of firm, location, salary, 

satisfaction on the job, congruence or relevance of schooling to job, skills and values 

manifested on the job, and overall job performance. 

 

 Four sets of questionnaires were prepared for the four groups of respondents.  The 

first set was designed for the senior students or students who are in their terminal year. 

The second set was prepared for the faculty members; the third set was intended for the 

graduates while the last set was for the immediate supervisors/heads of the respondent 

graduates. The questionnaire was made of 7-point Likert scale type of questions with 

some open-ended questions. 

   

In the pursuit of the objectives of this study, multiple techniques were also 

employed in gathering data. Other than the use of survey instrument, factual data were 

also produced from first hand documents and interviews conducted.  Face-to-face 
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interviews to randomly selected respondents were done. Primary data from school 

records was also gathered from the Registrar’s Office particularly the enrolment history 

of every student in the program understudy; this is from the year the program was first 

offered until the time the study was conducted or the total population of senior students.  

 

The internal efficiency indices were then processed and analyzed using critical 

path model. Visit to the school as well as to the graduates’ employment sites were also 

done to validate the information gathered. 

 

 For matching or comparing the assessment of the students and the faculty 

members on the characteristics of the productive inputs and other school-related variables 

of the program, two-way analysis of variance was used to determine significant 

difference. Multiple regression technique was also used to determine the possible 

relationship between the factors assumed to be responsible for educational outcome. 

 

On the other hand, answers to the open ended questions, were grouped or 

clustered with certain prescribed parameters, tabulated and analyzed. Analysis made on 

the multiple data gathered was further reviewed and analyzed using cross validation and 

triangulation technique resulting to a new paradigm of measuring internal efficiency and 

external productivity of a higher education program. 
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Findings and Conclusion 

1. Enrollment trend is influenced by the school’s policy particularly its recruitment 

and admission policies. 

2. Most of those with high academic performance belonged to the older age group 

while the younger group is of average scholastic standing. Female students were 

found to be performing better than the males.  

3. The program’s external productivity is more dependent on the students’ GPA 

followed by the number of terms spent in the program.  This means that the higher 

the academic performance of the student is the higher his or her ability and 

chances to complete the program within the regular period or expected term of 

graduation, the greater the external productivity of the program will be. 

4. The quality of students admitted to the program can serve to describe the 

performance of the students in college. Students with high academic performance 

in high school have a more likely chance to graduate with honor in college.  

5. The program is successful in achieving the expectations or demand of the labor 

market as evidenced by the graduate employees’ superior job performance as 

rated by the employers/immediate heads, job destination, job search time, and job 

search method. 

6. The older the graduates are, the more externally productive the program becomes 

measured in terms of the graduates’ job destination. 

7. Young, male dominated student population were not as externally productive as 

indexed by the graduates’ community extension involvement after college. 
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8. Despite the growing problem of unemployment in the country as the literature 

suggests, graduates of the program under study are very competitive in the labor 

market, especially measured in terms of waiting time, job search method, and 

overall job performance. In fact, they are found to be performing much better than 

their employee counterparts. 

9. The external productivity of the program is dependent on the cumulative GPA and 

number of terms in the program.  Specifically, the higher the scholastic 

achievement of the graduates, the better is their employment profile measured in 

terms of their job search time, salary, job performance, skills and attributes 

manifested, and job satisfaction. The same group of graduates has the higher 

chance to complete their studies within the regular ten trimesters.  

10. The older the graduates are, the more externally productive they are than those 

with average or below average academic standing. 

11. Graduation rate is higher for students admitted as freshmen than students admitted 

as transferees from other programs or school. 

12. Employers prefer graduates who are honest, diligent, disciplined, industrious, 

resourceful, cooperative, and exhibits professionalism in the conduct of their work 

assignments. Graduates with these traits are more likely to have a good chance to 

be employed and enjoy a good career. 

 

Recommendations 

1. There is a need to review the school’s co-curricular program as this influences the 

program’s external productivity. 
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2. School policies are important to monitor students’ performance. Schools should 

review not only its graduation but also its admission and retention policies, these 

two including the graduation requirement are equally important if the school 

would like to raise the program’s level of efficiency and effectiveness.  

3. Continue and strengthen the faculty development and in-service program to 

include a program aim to enhance the faculty members’ competencies and ability 

in encouraging student participation particularly in drawing out students’ ability 

to think critically while integrating Filipino and moral values in the lesson. These 

are the areas rated the lowest by both the students and the faculty members. 

4. From the raw input variables only age and gender/sex are found to have a 

significant influence on the graduates’ job search or waiting time, job satisfaction, 

attributes of the graduates and the graduates’ overall job performance. This only 

shows that student related factor influence to some extent the program’s internal 

efficiency and external productivity, hence, a strong and functional student 

service as well as academic administration program are highly recommended and 

for the heads of these two programs to review the school’s policy for admission; 

and to perhaps consider age as one criterion for student admission. 

5. There is a need to adopt a competency-based and value based curriculum in 

college.  This recommendation is base on the noted finding that employers prefer 

not only competent but as well as value-laden job applicants/employees.   

6. Study for possible adoption the new framework introduced in this study in 

measuring the higher education program’s internal efficiency and external 

productivity.  
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Figure 1.  Proposed Framework for Measuring a Higher Education Program’s Internal 

Efficiency and External Effectiveness 
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The past five decades have witnessed immense changes in higher education in North 
America. First, massive expansion of colleges and universities has resulted in a process 
of democratization that some perceive as a threat both to academic objectives and 
academic standards as intellectual ambitions are displaced by narrow vocational 
interests. Second, postmodernism and cultural relativism on the one hand and the 
resurgence of religious fundamentalism on the other have challenged the modern 
Western canon, the core values of the “Enlightenment” and the confident assumption 
that objective knowledge and mastery of nature and of human nature would facilitate 
unfettered social and relentless material progress. Third, political and social stress from 
the “Cold War” to the “Clash of Civilizations” has brought competing ideologies onto the 
campus and left both academic freedom and cultural assumptions about the purpose of 
liberal education in doubt. On this panel, three professors who have taught from the late 
1960s into the new millennium will reflect on the changes they have observed through a 
combined total of more than a century in the classroom and will, from three different 
perspectives, analyze: the pedagogical, philosophical and political trends that have 
affected and altered higher education; the nature, meaning and consequences of those 
trends for liberal education; and the apparent state of permanent crisis in postsecondary 
education. Ample time for open discussion will be provided. 
 
Dr. Gregory G. Gaydos, Associate Professor in the College of International Studies at 
Hawaii Pacific University in Honolulu, focuses on the role of liberal education in a world 
polarized by religious, political and cultural differences, and in a country where those 
divisions have also brought tensions to educational institutions that are being pressured 
to respond to ideological challenges from within and without and from both the left and 
the right with issues such as academic freedom, patriotism and the right to dissent 
chronically at issue. Not since the 1960s, if not before, has the campus been asked to 
justify and to defend the tradition of the Enlightenment and the goals of open and 
informed discussion of controversial topics in a climate of greater passion. The manner 
in which the academy responds to contemporary ideological polarization will not only 
influence current events, but will have profound consequences for the future of 
intellectual and educational development. 
 
Dr. Philip H. King, Professor of Psychology and Quantitative Methods at Hawaii Pacific 
University (retired), addresses the question of the quality of education in postsecondary 
institutions. A liberal arts education once betokened a process of personal, professional 
and social growth that aspired to develop citizens who combined distinction in 
intellectual achievement with a sure sense of civic responsibility, and sentiments, 
insights and skills that went far toward ensuring both individual success and substantial 
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social contributions as well. These lofty goals have largely fallen into disrepute as 
academic standards have been diluted by grade inflation, curriculum has been narrowed, 
fragmented and reduced, and inspired teaching and eager learning have succumbed to 
a pervasive cynicism. Educators and students now labor under the constraints of 
managerial models that cater to the fetishism of paper productivity and ritually perform 
exercises in program evaluation and accountability that measure everything but what 
really counts. Except in a relatively few nationally known elite schools, in occasional 
oases of local excellence and in spite of the dedicated efforts and fine work of countless 
individual administrators, teachers and students, institutional leadership from the highest 
offices to introductory classes seems increasingly incapable of restoring the aims and 
aspirations, much less the achievements, of liberal education at its best. 
 
Howard A. Doughty, Professor of Liberal Studies in the Faculty of Applied Arts and 
Health Sciences at Seneca College in Toronto, Canada, and Visiting Scholar at Hawaii 
Pacific University, will address the relationship between higher education and political 
economy, arguing that postsecondary institutions are both shaped and constrained by 
dominant political and economic institutions – especially large corporations, both public 
and private. With limited political and financial autonomy, liberal education is undermined 
by demands that colleges and universities abandon the humanities and social sciences 
and promote vocational programs that serve mainly the immediate practical needs 
demanded by commerce and industry. By uncritically importing commercial norms of 
accountability and striving to achieve quantitative production goals rather than fulfilling 
qualitative hopes for free thought, social awareness and public responsibility, liberal 
education has been put in the service of a corporate agenda that seeks the graduation of 
ideological conformists, compliant citizens, submissive workers and passive consumers.  
 
Each panelist will approach the topic of liberal education from different disciplinary and 
philosophical positions. Each will set out a basic framework from which to evaluate the 
current state of academic discourse in the liberal arts. Each will provide a diagnosis, an 
assessment and a recommended therapy to reinvigorate liberal education. While each 
panelist will supply stern criticisms of the present state of affairs, all are committed to the 
preservation, defense and expansion of the liberal arts as essential to personal 
development and to the revival of a robust, independent and rational exploration of 
contemporary society as a first step toward properly identifying and ultimately 
ameliorating, if not solving, the broad range of environmental, cultural, economic and 
political problems, both domestic and global, that currently beset us. 
 
Vigorous debate among the panelists and with the audience will help clarify positions 
and sharpen the discussion as the session seeks to demonstrate by precept and 
example how necessary free and open inquiry is to any serious investigation and 
development of subsequent strategies to make educators active leaders of social 
change rather than reactive servants of power and purveyors of received ideology. 
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A Glance at Black Liberation Theology 

African-American Church Leadership:  A Practice of Social Justice? 

 

The move to the New World brought with it an exchange in gender roles whereas 

black women were treated as the male slaves and lost much of their ability to exercise the 

political power exercised in Africa.  While slavery leveled the playing field in gender 

issues for African male and female slaves, it also paved the way for African-American 

men to find their only refuge of power in the pulpit. Cole and Guy-Sheftall reminded the 

readers that most of the church pastors, during the time of slavery, were men- men who 

were chosen by white men (2003).  This was, in my opinion, the initiation of 

manipulative religion in the black church. This was the only institution that allowed black 

men to have authority (Cole and Guy-Sheftall Cole and Guy-Sheftall Cole and Guy-

Sheftall, 2003). This power, however, was authorized by white slave owners in an 

attempt to maintain mental and physical control of the servants (Cone, 1990). 

Gender Talk:  

“Perhaps it is not surprising that African American men, who were prohibited 

from exercising power in other public arenas, would be adamant about 

maintaining authority in the one institution they did manage to control, Black 

churches. Their embrace of patriarchy in Black Churches was aided by passages 

in the Bible that support the subordination of women (2003).”   

James Cone supported this by showing how the dominant culture was able to use the 

passages in the Bible, that referred to the origins of slavery and the encouragement of 

slaves being obedient, to promote submission to the dominant culture (1990).  It is in my 
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opinion that, “turn the other cheek,” was meant to teach people to “do unto other as you 

would have them do unto you Luke 6:28-31 (King James Version).”  Therefore, violence 

should not begat violence. “Turn the other cheek” has never been a rule that should allow 

anyone of any race or ethnicity to dominant others. 

 Drawing upon various discussions of spirituality, leadership, gender roles, and 

critical race theory, this paper unfolds the nature of social justice in the one area that has 

provided leadership and education for most African-Americans-the church.  It calls for 

fervent collective responsibility in the leadership and membership of the church to 

recognize behaviors of oppression. Then it calls for the forthright change in dominant 

oppressive behaviors passed down from colonial history to behaviors that promote a 

climate of living and acting in a realm of social justice for all. If African American 

churches continue to be the wheels that keep the African American community churning, 

then we must practice what we preach—from the inside out! 
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ABSTRACT 
 
Parents, teachers, administrators, policymakers, and society in general have long 

held an interest in the literacy development of our children and youth.  With the passage 
of the No Child Left Behind Act of 2001 (NCLB), the national interest has heightened 
and extended down into pre-kindergarten settings.  Included in this federal law are two 
grant incentive programs, Reading First and Early Reading First, which are intended to 
improve student achievement by requiring that states and school districts implement 
literacy instruction based on scientifically-based reading research.  The Early Reading 
First program is directed specifically at programs that serve preschool age children.   

This study examines how one experienced early childhood teacher incorporates 
early literacy instruction into her overall preschool curriculum.  It provides an 
opportunity to understand deeply how the teacher delivers early literacy instruction and 
what influences her pedagogy.   

Qualitative methodologies associated with case study research were employed, 
particularly ongoing field observations and in-depth interviews.  The research question 
explored the participant’s approach to early literacy instruction.  Teaching strategies were 
identified, described, and associated with the recommendations in the literature for best 
practices in early literacy instruction.   

The findings of this study indicate that the teacher delivers early literacy 
instruction within the early childhood philosophical framework of developmentally 
appropriate practices.  Her teaching aligns with the recommended best practices for early 
literacy instruction for preschool children set forth by the International Reading 
Association and the National Association for the Education of Young Children (IRA & 
NAEYC, 2000).  This study contributes to what Roskos, Christie, and Richgels (2003) 
call a cumulative and growing research base in early literacy education.  The findings 
may support early childhood teachers in their professional growth by sharing vivid 
examples that respond to the question, “How do I do this with my preschoolers?” 
 The final portion of the paper addresses the relationship between the purposes of 
Early Reading First as outlined in NCLB and the recommendations for best practices in 
early literacy instruction, grounded in the philosophy of developmentally appropriate 
practices, set forth by the IRA and the NAEYC.  The researcher argues that 
developmentally appropriate practices in early literacy instruction are based on 
scientifically-based reading research and therefore meet this requirement of NCLB. 
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Dewey argues that individuals’ capacities are released as a result of their engagements in 

various communities. “Society…is many associations not a single organization. Society means 

association, coming together in joint intercourse and action for the better realization of any form 

of experience which is augmented and confirmed by being shared” (Dewey, 1985, 197). The 

notion of education for global citizenship is a noble pursuit, but is unattainable without education 

for citizenship on the micro level. Noddings (2005) argues that global citizenship is “the value of 

working for and preserving a network of relationship and connection across lines of difference 

and distinctiveness, while keeping and deepening a sense of one’s own identity and integrity” 

(22).  Before we can move toward education for global citizenship, educators need to 

acknowledge its importance and incorporate its practice in the classroom. 

In classrooms in which content is delivered by transmission and passively acquired by 

students, students are effectively denied the opportunity to actively participate in a shared, 

thoughtful experience. However, students should have the opportunity to inquire into and 

dialogue about their classmates’ divergent perspectives and experiences. “The more communities 

are truly democratic in that they educate members to understand their own interests and actions 

in relation to those of others, the more they will tend to break down the barriers that separate 

us…” (Siegfried, 1996, 225). 

Likewise, teachers should have the opportunity to dialogue with other teachers about 

important policies and issues that affect their students, make decisions about actions that should 

be taken and act for the sake of a common purpose. As a member of several groups with 

seemingly divergent interests, such as the community of teachers in their schools, the universal 

community of all teachers, the community of teachers and students, the community of teachers 

and administrators, etc., teachers’ capacities to be political leaders and change agents can and 
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should be released. If they engage in a community of inquiry, teachers will have the support and 

inspiration to serve as change agents. Such action is sorely needed. “Teachers cannot wait for 

society to get it right. They will become their own worst enemies if they do not take action to 

help break the current deadlock of despair that envelopes public schools everywhere” 

(Hargreaves and Fullan, 1998, 4). Teachers who are members of a community of inquiry learn its 

value as a vehicle for political education. A community of inquiry can be a forum within which 

teachers can discuss their practices, the issues that affect the lives of their students, and the 

importance of reflecting on such matters. “Experience without contemplating the meaning or 

purpose of that experience is just doing; educative practice requires doing, thinking about what 

you’re doing, and considering why it matters” (Oakes et al, 2002, 72). 

The community of inquiry, as it is discussed by advocates of the approach, such as 

Laurance Splitter and Ann M. Sharp, “is characterized by dialogue that is fashioned 

collaboratively out of reasoned contribution of all participants” (Splitter and Sharp, 1995, 336). 

Furthermore, it respectfully acknowledges the importance of regarding “the production of 

knowledge as contingent, bound up with human interests and activities and therefore always 

open to revision” (Splitter and Sharp, 1995, 337) and the importance of understanding that “the 

meanings that totally subjective experience do reveal are narrow and paltry compared to the 

meanings one can derive from communal inquiry” (Splitter and Sharp, 1995, 341). Thus, the 

conventional understanding2 of the community of inquiry seems to mesh perfectly with Dewey’s 

logic of inquiry and the importance of the role that the community plays in the process. 

This ideal account of a community of inquiry sounds auspicious. It has been described as 

“an educational means of furthering the sense of community that is a precondition for actively 

participating in society” (Splitter and Sharp, 1995, 337).  Furthermore, its proponents argue that 
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the community of inquiry succeeds in cultivating the growth of individuals by virtue of their 

association with others in the community and, as a result, helps to release individuals’ capacities 

in much the same way that Dewey describes. Thus, a community of inquiry in which teachers 

participate in and dialogue about the policies that affect their students is a forum for great hope. 

Likewise, a classroom community of inquiry in which students are reasoning, challenging, 

hypothesizing, listening, corroborating, generalizing and clarifying bodes well for the future of 

democratic citizenship. Dialogue, though, is where the community of inquiry stops and is, 

therefore, insufficient for a community of inquiry interested in action. This paper will argue that 

a community of inquiry is a important addition to the classroom. However, in its current 

formulation, the community of inquiry requires enhancements that will serve to cultivate not just 

good thinkers, but good thinkers who are active, thoughtful participants in the world. 

The literature on the community of inquiry asserts that, “it is only to the extent that 

individuals have had the experience of dialoguing with others as equals, participating in shared, 

public inquiry that they will be able to eventually take an active role in the shaping of a 

democratic society” (Splitter and Sharp, 1995, 343). The literature says nothing of action but 

only alludes to the potential for action that comes from dialoguing. “It is only [through the 

conversion of classrooms into communities of inquiry] that the next generations will be prepared 

socially and cognitively to engage in the dialogue, judging and on-going questioning that is vital 

to the existence of a democratic society” (Splitter and Sharp, 1995, 343). Thus, while the 

literature on the community of inquiry offers an explanation of the important role of the many 

dimensions of dialogue, it neglects the mechanisms by which reasoned dialogue can and should 

become meaningful action. 
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Why should the community of inquiry move toward action? According to Barber (2003), 

action is an opportunity for a community to make a commitment to what it has decided is worth 

doing. Action is also a critical element in reinforcing the bonds that participants have created 

amongst themselves and in developing new bonds. Kluth (2000) described meaningful action as 

a vehicle for authentic, community-referenced instruction for all students. Meaningful action has 

a significant role to play in the community of inquiry. Gent and Gurecka (1998) have suggested 

that the potential benefits of action include creating more natural peer supports, responsible 

citizenship, and integrated learning and enhancing students’ ability to reflect on the impact of 

what they have learned as a result of the action they took. The literature on meaningful action 

further recognizes action as a strategy for enabling students to integrate and apply the knowledge 

and skills they learn in school to address significant needs in their school or communities (Yoder, 

Retish & Wade, 1996). Thus, action is an opportunity for a community to make a commitment to 

what it decides is worth doing and is a critical element in reinforcing the bonds that its 

participants have created amongst one another and in developing new bonds. This is 

accomplished as individuals work with and for each other to effect significant change.  

…Programs of common work are valuable both to participants and to the communities 

they serve. They build a genuine sense of community in the neighborhood. Such 

programs…lower the pressure on central government to monopolize the governing and 

administering of functions….They provide dignifying work for those who in the present 

economy are disqualified by age or race or training from succeeding in the private 

sector….By completing the cycle of citizenship begun with common deliberation…these 

projects provide a complete institutional framework for civic action and civic 

responsibility… (Barber, 2003, 211). 
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Furthermore, there is evidence that meaningful action by students results in enhanced 

personal development, such as higher self-esteem (Williams, 1990). Thus, scholars have argued 

that action offers various contributions to students’ educational experiences. Barber’s strong 

democracy shows how to incorporate action. 

For his political philosophy, Barber (2003) argues for a strong democracy, which is 

characterized by three distinct but interrelated components: talking, deciding and doing. His 

discussion of the tenets of a strong democracy is grounded in a Deweyan sensibility. Barber 

begins by arguing that “the task of democracy must be to invent procedures, institutions, and 

forms of citizenship that nurture political judgment and succor common choice and action in the 

absence of metaphysics” (Barber, 2003, 166). Thus, Barber reiterates Dewey’s shift from the 

metaphysical to the pragmatic. He reinforces the Deweyan notion that ideas gain strength when 

they are mediated and that these ideas must be flexible enough to withstand adjustment and 

modification when new information is received. This complements the notion in the community 

of inquiry that ideas that are reached on one’s own are less powerful than those one can derive by 

filtering one’s notion through the multiple perspectives of members of a community. “Many 

citizens are bound together intimately through their common citizenship, and they interact 

guided by opinions that in themselves are slender and provisional but that when woven together 

into a communal will and a public purpose inspire powerful conviction” (Barber, 2003, 166). 

Thus, the communities help to release individuals’ capacities and deepen the meaning of ideas 

through ongoing talk about ideas. For Barber, though, this is only one of three important 

components of a strong democracy. He would argue that ideas, once deepened, have the potential 

to be willed by and for the community that is, decided upon and then acted upon. 
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Barber argues that political talk is at the heart of any strong democracy. He explains that, 

“strong democratic talk [1] entails listening no less than speaking; [2] …is affective as well as 

cognitive; and [3] [manifests] intentionalism [which] draws [strong democratic thought] out of 

the domain of pure reflection into the world of action” (Barber, 2003, 174). Thus, Barber 

delineates three distinct characteristics that political talk needs to exhibit in order for a strong 

democracy to be achieved. 

The first characteristic, which “entails listening no less than speaking,” seems to fall well 

within the conventional understanding of community of inquiry that itself allows for the many 

different dimensions of dialogue, including listening. Without listening, one is unable to offer 

counter-examples, infer consequences, recognize logical fallacies, perceive implications, and 

respect the other participants and perspectives in the community (Splitter and Sharp, 1995). 

Silence, which is highly valued by Barber, is also recognized by the community of inquiry. For 

Barber, “…one measure of healthy political talk is the amount of silence it permits and 

encourages, for silence is the precious medium in which reflection is nurtured and empathy can 

grow (Barber, 2003, 175). Splitter and Sharp (1995) agree with this conception of silence and see 

it as that which 

opens the way for meaningful dialogue and questioning to take place, and in a 

community of inquiry it can be an important indicator that the group itself is engaged in 

thinking: pausing to reflect, to ponder, to wonder—and to consider how to move forward 

(47). 

Thus, both Barber and the community of inquiry regard silence as an indispensable form of 

participation. 
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The second characteristic of the role of talk, as described by Barber, as “affective as well 

as cognitive” is paralleled by the community of inquiry. Lipman (2003) argues that 

Having education revolve around inquiry requires that the classroom be converted into a 

community in which friendship and cooperation would be welcomed as positive 

contributions to a learning atmosphere (94). 

Five of Barber’s nine functions of strong democratic talk parallel a characteristic of an ideal 

community of inquiry that “not only care[s] for the logical procedures but for the growth of each 

member of the community” (Splitter and Sharp, 1995, 338). For example, persuasion 

(legitimizing the argument) in Barber’s framework parallels developing and delivering a logical 

argument in the community of inquiry. Exploring mutuality (exploring each other’s value 

commitments) in Barber’s framework parallels discovering and respecting each other’s beliefs 

and points-of-view in the community of inquiry. Maintaining autonomy (constantly 

reencountering, reevaluating, and repossessing…beliefs and principles”) in Barber’s framework 

parallels reflection in the community of inquiry. Witnessing and self-expression (reformulation 

of personal interests and beliefs while allowing for disagreement and dissent) in Barber’s 

framework parallels a commitment to deliberation in a democracy in the community of inquiry. 

Reformulation and reconceptualization (formulating a new, invigorated understanding based on 

mediated perspectives) in Barber’s framework parallels self-correction in the community of 

inquiry. Thus, there are characteristics of the community of inquiry that fit nicely into Barber’s 

framework and promote his desire to move talk out of the realm of pure philosophical reason and 

invigorate talk with feeling and affect. 

Ultimately, the cornerstone of the community of inquiry is strong reasoning, making 

good connections, making valid inferences, and recognizing logical fallacies (Splitter and Sharp, 
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1995). Therefore, the affective element of feeling, while present, is clearly subordinate to the 

cognitive element. Thus, one cannot ignore that the community of inquiry, while concerned with 

the development of individuals, has as its utmost concern the pursuit of logical, well-reasoned 

inquiry as mediated and reformulated by the members of the community. Adding Barber’s 

affective element to the conception of the community of inquiry clearly serves to enrich the 

understanding of the potential for the inquiry and bring the dialogue one step closer to political 

talk.  

Barber’s third characteristic is that “[talk’s] intentionalism draws it out of the domain of 

pure reflection into the world of action” (Barber, 2003, 173). Within the conventional 

understanding of community of inquiry, one could generously argue that this is addressed only in 

the most marginal respect. The community of inquiry alludes to the potential for action by 

individuals who have engaged in dialogue. It acknowledges the importance of preparing 

individuals to take action by honing their reasoning skills. “A community of inquiry should be 

prepared, even eager, to apply its hard-earned value judgments in and beyond its own physical 

environment” (Splitter and Sharp, 1995, 181). It does, not, however, see action as its immediate 

goal or the community of inquiry in its conventional formulation as sufficient. “We are prepared 

to invoke the community of inquiry as a necessary ingredient in the formation of a better, more 

reasonable world, but we know only too well that it is not sufficient” (Splitter and Sharp, 1995, 

182). Thus, if students are to engage in a community of inquiry, they need an enhanced version 

of the community in which they are moved to do more than just talk. “Strong democracy is 

pragmatism translated into politics in the participatory mode” (Barber, 2003, 178). Students’ talk 

must, ultimately, translate into action, action that would help them bring their ideas to fruition, 

would serve to raise consciousness and would move inquiry from the safe realm of talk for the 
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sake of talk where risks carry few to no overt, global repercussions to an action-oriented inquiry 

“where participation is harder [and] the stakes are much higher” (Barber, 2003, 211). In its 

current formulation, the community of inquiry does not address decision-making and action as 

central steps, and it must. 

Not all communities of inquiry need to embody strong democracy. However, this paper 

argues that a strong democracy includes transferable components that could enrich and are even 

critical to a community of inquiry interested in action. While the failure to treat decision-making 

and action as ends is a deficiency of the community of inquiry as it is currently understood, it is a 

deficiency that is easily remedied. In order to accomplish this, the community of inquiry would 

need to be enhanced so that it encompassed decision-making and action as key focuses of the 

community. However, this remedy needs to be discussed with agenda-setting in mind. Agenda-

setting is one of Barber’s nine functions of a strong democracy and “cannot precede talk, 

deliberation, and decision but must be approached as a permanent function of talk itself” (Barber, 

2003, 182). The members of the community need to allow their goals to arise organically from 

their discussions. For example, students who engage in a community of inquiry cannot commit to 

topics they will afford serious consideration or to changes they will make until they have 

discussed the issues, listened to each other’s perspectives, and explored each other’s value 

commitments. It is only by the community’s commitment to engage in political talk that 

proposed agenda topics worthy of inquiry and dialogue can organically arise. Once the agenda is 

set, talk can occur and decision can be made. 

Since decision-making and action have been suggested as enhancements to the 

community of inquiry in order to propel it closer to a strong democracy, it is important to 

understand what Barber means by decision-making and action. Decision-making is the second 
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phase of Barber’s strong democracy and is “predicated on will rather than choice and on 

judgment rather than preference” (Barber, 2003, 200). An individual may have several different 

preferences but may have to act against those preferences for the sake of the common will. Thus, 

“In place of ‘I want Y,’ the strong democrat must say, ‘Y will be good for us.’” (Barber, 2003, 

200). 

In a conventional community of inquiry, it is not uncommon for the group to arrive at 

possible discussion questions and then vote on those questions. One could argue that this process 

constitutes decision-making because the community clearly chooses a question to discuss, and 

those who did not vote for the question understand that they must go along with the choice the 

community has made. However, this is not consistent with Barber’s conception of decision-

making.  

…If [one assumes that] public willing cannot be reduced to mere choosing, then it seems 

evident that voting is the weakest rather than the strongest expression of the spirit of 

democracy and that the majority principle corrupts rather nourishes… (Barber, 2003, 

202). 

The choice of which question to discuss is merely an aggregate of the greatest number of 

“I want Y” responses in which the majority principle wins. Thus, the decision is a result of 

personal choice instead of “a seeing that is common” (Barber, 2003, 202) as well as a will for 

ourselves and not for all, both of which are contrary to successful decision-making in a strong 

democracy. Furthermore, it is as if “choosing” over “willing” reduces the community’s decision-

making to something that cannot be taken seriously because it has no implications beyond the 

discussion itself. In fact, this reduction characterizes a fairly typical experience for participants in 
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a conventional community of inquiry in which a question is chosen, but there is no substantive 

end in view toward which to work. 

To will is to create a world or to bring about events in a world, and this act entails…the 

ability to create or modify reality….Or preferences are merely contemplative or 

speculative until we make them subjects of our wills and transform them into actions 

(Barber, 2003, 200). 

If the community thought about the topic under discussion as something that required action, 

something that could be arrived at by addressing “Y would be good for us,” it would more 

closely resemble what Barber has in mind when he talks about decision-making. 

Engaging students in an enhanced community of inquiry that exercises real political 

decision-making has considerable benefits for the future of democracy in its focus on the Y in “Y 

will be good for us.” Thus, teachers engaged in the decision-making process who wish to will a 

common good might decide that it is imperative to engage students in a classroom community of 

inquiry in its expanded formulation, that is, a community of inquiry that allows for agenda-

setting through enriched talk, decision-making and action. As the test of common talk, common 

decision-making “serves to transform interests and to reorient identity…” (Barber, 2003, 209) 

and necessarily lends itself to action, which is the third phase of Barber’s strong democracy.  

Earlier in this paper, I used Barber’s (2003) definition to define action as an opportunity 

for a community to make a commitment to what it has decided is worth doing and a critical 

element in reinforcing the bonds that participants have created amongst themselves and in 

developing new bonds. These goals are accomplished as individuals work with and for each 

other to effect significant change. Action brings together the community of teachers as change 

agents, the community of students as learners and the community of teachers and students as 
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active, thoughtful participants in a democratic classroom community of inquiry. Each has a 

purpose and a contribution to make to the process, whether as performer or recipient. Thus, 

enriched talk, decision-making, and action can enhance a community of inquiry by embedding 

strong democracy at its core and imbuing it with qualities that promote change. 

Implementation of an enhanced community of teachers can occur when someone 

identifies an authentic problem or a frustration and invites others to engage in the first step of the 

enhanced community of inquiry: inquiry. Teachers are surrounded by problems, so finding one 

will not be one of them. How, though, do you engage students in a community of inquiry that 

stays true to Dewey’s notion of inquiry by starting with an authentic problem? 

As a strategy for teaching academic content, implementation of a classroom community 

of inquiry can be partnered with a social studies or a science class in which students are 

encouraged to identify problems about which to inquire. However, manufacturing a problem 

seems far less inspiring than addressing a problem that has immediate relevance. For example, 

consider a student who challenges a school policy or rule. The teacher who is faced with this 

dilemma has two choices. The teacher can either shut the student down completely or serve as a 

nurturing pedagogue who uses the situation as an opportunity to enculturate her student into the 

process of strong democracy. 

For example, suppose that a student uses roller blades for transport to school. Rather than 

changing into another pair of shoes, he wears his roller blades to class. He rolls into his fifth 

period class, and his teacher explains that school policy prohibits him from wearing roller blades 

in class.  The student asks, “But why? They get me to class faster!”  The teacher has several 

options for responding. 
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First, she can acknowledge that the student has a right to question the policy, and, if the 

rationale for the policy is known, share that rationale with the student. 

Possible response: You are entitled to question the policy. I questioned it myself, and the 

reasons for the policy make a lot of sense. Ms. Locke explained that if a student wears roller 

blades in school, there is a danger that the student could hurt himself or someone else. 

On the other hand, if the underlying rationale is unsatisfying or unknown, the teacher can 

suggest that the student research the problem and see what, if anything, can be done to change it 

and to whom, if anyone, they might be able to present a proposal. 

Possible response: You are entitled to question the policy (and I might even agree with 

you). However, this policy is in place, and it is my responsibility to enforce it. But, that does not 

mean that you shouldn’t try to do something about it. 

Finally, she can explain to the student that as an employee of the school, she may or may 

not be willing to help him herself. However, she can reassure the student that he will be given 

whatever resources possible to help him pursue his inquiry, do his research, and engage in 

discussion. 

Possible response: Because my job is at stake, I won’t be able to be too involved, but 

there are a lot of things you can do. You can use the Internet to find out what led to instituting 

the policy. You can assemble as a group and discuss the information you acquired and what your 

next steps should be. You can write a letter to the board of education explaining why you believe 

the policy to be antiquated. 

This approach has several advantages. First, it dissolves the power struggle between the 

teacher and the student. Second, it empowers the student. Third, it engages a problem with 

meaning and relevance for the student. Thus, the problem serves as the (Deweyan) starting point 
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for inquiry, and the relevance sparks the student’s (Deweyan) interest to pursue the inquiry and, 

hopefully, follow the problem through all the stages of the enhanced community of inquiry. 

Barber’s comprehensive plan for a strong democracy offers great potential for the 

community of inquiry even beyond that which has been discussed thus far. For example, 

concepts such as empathy, continuity and imagination invite exploration. However, the purpose 

of this paper was to begin to show how the tenets of a strong democracy can be applied to the 

current construal of the community of inquiry in order to make it a powerful vehicle for political 

talk, political decision-making, and political action. “We have to learn how to teach children to 

think for themselves if we are to have a democracy worth having” (Lipman, 2003, 35). In an 

educational system that disempowers teachers and students with policies and procedures that are 

often inexplicable and prescribed content and standards that are often stifling, an enhanced 

community of inquiry that truly celebrates its participants as global architects committed to 

democracy and change proffers great hope for the state of education and a world worth living in.  
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1 A note to all the compulsive editors, like me: “Barberians” is not misspelled. This is a reference to Benjamin 
Barber, whose theoretical framework is utilized in this paper. 
2 This is understood as the way in which community of inquiry is discussed by Splitter and Sharp. 
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Abstract 
The instructor-learner paradigm has been the principal model of teaching for many years. 
However, over the past two years, the authors have been using industry partners within academia 
to hire students as employees generating a new learning paradigm where students actively 
engage with web developers at a healthcare industry, working as interns while attending classes 
full-time. This enabled professors to act as both an employer and an instructor to the student, 
providing real-world symbolism of learning on-the-job. The additional benefits to the students of 
this relationship included improvement of communication skills, time management skills, and 
handling of stress under pressure of a deadline, as well as experience gained in development and 
maintenance of a live website that receives over one-million hits per month. This paper discusses 
the implementation of the project, the management of the project and students involved, as well 
as the outcomes and discussion of future implications. 
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IMPLEMENTATION OF THE SENSORY INTEGRATION 
FRAMEWORK IN EDUCATION OF THE CHILDREN WITH 

AUTISM 
 
Abstract 
 
 Children with autistic spectrum disorders (ASD) often show significant impairments in the 
process of sensory integration. They usually demonstrate extreme aversion to certain sensory 
stimuli such as: avoidance of noisy environment, touch or movement. Otherwise, they manifest 
excessive seeking of smells, specific food, visual stimuli etc. Poor sensory integration may increase 
behavioral difficulties of these children that could finally lead to their social isolation.  
 Although the original theory of sensory integration was developed for children with learning 
disabilities (Ayres, 1972) it soon became clear that children with ASD could have most benefit from 
the therapeutic and educational approaches based upon sensory integration theory. In educational 
setting teacher and teacher assistants should carefully observe the children’s behavior and according 
to the results of their observations they should decrease or increase their motor or sensory demands.  
 Unfortunately, there is no strong evidence that individuals with autism are most likely to 
benefit from therapies addressing their sensory and motor difficulties. Improvement of research 
designs and developing a clearer theoretical foundation for use of sensory integration approach 
would certainly enhance our educational practice.  
 
Key words: sensory integration, education, autism 
 
Sensory abnormalities in autism 
 

According to the Diagnostic and Statistical Manual of Mental Disorders (DSM-IV, 1994) 
criteria autistic disorder could be diagnosed in individuals with qualitative impairments in 
reciprocal social interactions and communication abilities and with a restricted pattern of behavior 
since early childhood.   

Apparently, under or oversensitivity to sensory stimuli was not included as one of the 
diagnostic criteria for autism in the DSM-IV despite the fact that sensory abnormalities have long 
been recognized as being associated with autistic spectrum disorder (O’Neill, 1995). Anyway, these 
abnormalities are usually subsumed under the rubric of non-triadic features (Happe, 1995) due to 
the fact that they are neither universal nor specific to autism. Certain groups, including children 
with fragile X syndrome and those who are deaf-blind, appear to demonstrate higher rates of 
sensory symptoms than children with autism (Rogers, Ozonoff, 2005). Notwithstanding sensory 
symptoms are more frequent and prominent in children with autism than in typically developing 
children. A number of studies provided evidence that sensory abnormalities are present in 70% to 
80% of these children. Dawson and colleagues, in their case study report of an infant with autism, 
found that disturbances in sensory processing were apparent during the first year of life (Dawson, 
Osterling, Meltzoff, & Kuhl, 2000). There is evidence to suggest, furthermore, that such 
disturbances are more common during infancy and childhood than during adulthood. Parental 
reports and autobiographical accounts from individuals with autism indicate that both patterns of 
hyper- and hypo- sensitivity could be seen in children with autistic spectrum disorders.  

Children with autism often demonstrate extreme aversion to or excessive seeking of sensory 
stimuli, avoidance of noisy situations, unusual preoccupation with smells or visual stimuli, or 
fearfulness of typical activities that involve touch, sounds, and movement (Schaaf, Miller, 2005). 
Some children usually ignore sensory stimuli whilst the others are preoccupied by them. Children 
with autism tend to show these abnormal sensory responses to both social and nonsocial stimuli and 
in the absence of known peripheral dysfunction (e.g., hearing acuity or visual impairments). Thus 
some researchers have suggested shifting toward the investigation of more complex levels of 
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information processing including attention control mechanisms and executive functions to help 
explain some of these unusual sensory features or motor deficits (Rogers, Ozonoff, 2005).  

Harrison and Hare (Harison, Hare, 2004) described sensory abnormalities in five sensory 
modalities as well as kinesthetic and proprioceptive sensations: 
 

• Hyper and hyposensitivity to stimulation, often fluctuating between the two 
• Distortions, e.g. depth may wrongly perceived or still objects perceived as moving 
• Sensory tune-outs, e.g. sound or vision may suddenly blank out and return 
• Sensory overload 
• Difficulties in processing from more than one channel at a time 
• Multi and cross channel perception, e.g. the perception of sound may be accompanied by 

perceptions of color or taste akin to synesthesia. 
• Difficulties in identifying source channel of sensory stimulation. 

 
It was found that sensory processing abnormalities significantly correlate with higher levels 

of stereotypic, rigid, and repetitive behaviors (Baranek, Foster, & Berkson). In addition, some of the 
children are self-absorbed by certain sensation in such extant that unusual sensory processing 
constrains their ability to participate in learning and play activities in the school. Thus, poor sensory 
processing may contribute to the maladaptive behavioral profile of these children and impact on 
their ability to fully participate in daily life activities.  

Recognizing the importance of an adequate sensory processing some authors developed 
various methods and techniques directed towards sensory integration of the children with autistic 
spectrum disorders.  

 
Sensory integration 
 

Sensory integration approach is designed to guide intervention for children who have 
significant difficulty processing sensory information, which restricts participation in daily life 
activities. The theory of sensory integration was developed by Jean Ayres (Ayres, 1972). She 
argued that there was strong relationship between neural processes engaged in receiving, 
modulating and integrating sensory input and adaptive behavior. The main objective of sensory 
integration therapy is to improve the child’s ability to process and integrate sensory information. 
Subsequently, that child will improve his or her participation in daily life activities including school 
tasks.  

Professionals who use the sensory integrative approach follow a set of principles, based on 
sensory integration theory, that guide the therapists’ clinical reasoning skills. Schaaf and Miller 
(Schaaf, Miller, 2005) delineated some of the fundamental principles of Sensory Integrative 
Approach 
 

• Just Right Challenge - The therapist creates playful activities with achievable challenges. 
Although the child has to make certain effort in order to reach the goal, the success is 
guaranteed. 

• The Adaptive Response - In response to appropriate challenge, the children adapt their 
behavior with new and useful strategies. 

• Active Engagement - The therapist has to be very well informed on core features of the 
disorder he is dealing with in order to create such kind of playful activities which will entice 
the child to participate actively in play. 

• Child Directed - The therapist carefully observes the children's behavior in order to discern 
subtle behavioral cues and to follow them in realization of therapeutic activities. 
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The intervention strategies involve the use of planned and controlled sensory experiences 
including, but not limited to, vestibular, proprioceptive, and somatosensory activities, such as 
swinging, deep pressure touch, and tactile stimulation. The activities are child-directed with an 
emphasis on the production of functional and adaptive responses to sensory stimuli.  

Sensory integration therapy is classically provided in clinical setting and it is carried out by 
trained therapist. The therapist uses keen observation skills to observe and interpret the child’s 
behaviors and interests and then creates a playful environment in which the child actively pursues 
achievable challenges (Bundy et al., 2002). Sensory integration interventions are typically 
implemented in clinical environment with specialized equipment such as suspended swings. It is the 
therapist's responsibility to develop an intervention plan based on the student's needs and the 
therapist's professional knowledge base. Treatment plans are designed individually and carried out 
approximately 1 to 3 times per week, in one hour sessions. Duration typically entails several months 
or even years for children with autistic spectrum disorders. 

There are more than 80 studies on effectiveness of sensory integration. However, firm 
conclusion about positive outcomes could not be reached due to the many methodological 
limitations of contemporary studies. Schaaf and Miller (Schaaf, Miller, 2005) argued that there were 
three key challenges to interpreting existing research that evaluates the effectiveness of sensory 
integrative approach. First of all, intervention approach is extremely individualized in a manner that 
standardization of treatment procedure is not very likely to be completely done. The second 
shortcoming is related to scientific methodology (different theoretical approaches, dependent 
measures were not related to the purpose of the intervention, there were no specifically targeted 
outcomes etc.). At least, but not at last, the heterogeneity of samples in previous research increased 
within-group variability and reduced the probability of finding significant group differences. 

Apart from the shortcomings mentioned above, significant improvements in the study of 
sensory processing disorder have been made. However, there is much to be done in order to 
incorporate sensory integration approach into school curricula for children with autistic spectrum 
disorders.  

 
Sensory integration in the school setting 

 
The feasibility of implementing classical Sensory integration procedure in a school setting is 

low because of the need for specialized equipment and the “pull-out” model that may conflict with 
zero-reject principles of inclusive movement. In addition, many conventional educational 
environments are sensory complicated and unpredictable. Hence, the therapist should adapt 
traditional procedure in order to meet specific sensory needs of the children with autism in school 
environment.  

For example, sensory integration approach has been used for over than ten years in 
Peterborough (United Kingdom). The children with sensory difficulties are seen individually or in 
groups. Many primary schools run their own sensory circuits, which involve both, sensory 
integration equipment and physical education equipment as well. Therapeutic team collaborates 
with parents who apply sensory integration strategies at home (Wheble, Hong, 2006). 

Educational team should recommend Sensory integration interventions for those children 
with autism who could benefit from this type of treatment. The trained therapist develops an 
intervention plan based on the student's needs and the therapist's professional knowledge base. 
Introductory activities precede the creation of intervention plan. During these initial activities, the 
therapist carefully observes the child’s responses to various sensory stimuli in different 
circumstances. Sensory integration therapy could be incorporated into ordinary schedule in a way 
that teacher and teaching assistant increase or decrease sensory and motor demands in order to 
create a challenging and therapeutic environment. If a child shows significant distress to sensory 
stimuli, the therapist has to find out a way to employ systematic desensitization or habituation to 
particular stimuli in the classroom.  
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Child-centered approach postulates that therapist should provide an adequate challenge for 
each child with autism. Given that many children with autism belong to withdrawn social subgroup 
they usually avoid direct tactile contact. That is the reason one could use water as medium of 
communication during ordinary school activities such as physical education. Braun claims that 
structure of water-play (a room with a shallow pool and a dry area, equipped with taps, shower-
pipes, mirror and toys) make up a particularly interesting indication in the treatment of autism. The 
therapeutic work is actually centered on recovering an initial feeling of an envelope, thanks to the 
exploration of specific characteristics of this structure, which correspond for the child to the spatial 
projection of his physical envelope (Brun, 2005). 
 One of the possibly most fruitful approaches of sensory integration in a school setting is 
sensory summation approach or “Sensory Diet”. Children with autism are provided with a 
classroom program of sensory-based activities designed to meet their sensory needs. Prescribed 
activities are integrated into the child’s daily routine. Special education teacher and teaching 
assistance may also carry out this program under supervision of trained specialist. Baranek indicates 
that sensory diet generally requires less equipment than classical sensory integration and can often 
be provided in an inclusive setting (Baranek, 2002).  
 Every child has a different regulatory and sensory profile. Hence, all possible activities 
incorporated in sensory summation procedure may not be appropriate or useful for every student 
with autism. However, some of the following activities could be recommended in general, with 
exceptions in individual cases. 
 
Visual stimulation 
 
 The amount of visual material should be reduced as much as possible limiting the amount of 
visual information on worksheets, storing working materials in containers and taking away all 
unnecessary equipment hanging from ceiling or walls. The student with autism may benefit from 
using touch screen instead of computer mouse. Some children with autism may like to sit with back 
to teacher, which means they could look at a solid wall.  
 
Auditory stimulation 
 
 The teacher should minimize or completely rule out all unnecessary noise using ear plugs or 
head phones. If a child became overload by auditory stimuli he or she would be engaged in other 
auditory activities (i.e. listen to favorite music). In the course of a school year student with autism 
could be significantly desensitized. 
 
Tactile stimulation 
 
 Tactile stimulation could be the source of anxiety and pain for some children with autism 
due to the distorted cortical processing of tactile inputs. Teachers and peers should avoid tactile 
contact with these children if it hurts them. Children with autism should always wear comfortable 
clothes and school uniforms, made of cotton or other suitable materials, without any labels. Tactile 
stimulation could be provided by manipulation with squishy, soft or sandy gadgets. In some cases 
teacher could use surgical brushes, joint compressions and other equipment which is usually applied 
in clinical setting.  
 
Olfactory stimulation 
 
 Children with autistic spectrum disorders are often attracted by unusual smells. On the other 
hand, some ordinary scents could annoy them. That is why amounts of perfume or cologne should 
be as minimal as possible and the laundry products should be scent free. It is well known that 
certain essential oils (Neroli, Roman Chamomile, Eucalyptus, Sandalwood etc.) were used in 
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aromatherapy sessions to calm down children with autism. Given that essential oils could not be 
frequently use in the classroom there are many other options such as scented lamps, candles, 
scented markers or stickers. 
 
Proprioceptive and vestibular stimulation 
 
 Proprioceptive and vestibular stimulation could be realized during physical education 
classes. Students with autism usually enjoy in jumping, bouncing, swinging, sliding and other 
repetitive movements which enhance their vestibular and proprioceptive orientation.  
 
 Teachers, teaching assistance and other school personnel should monitor the child’s 
reactions to the sensory integration interventions that have been employed. If a child shows adverse 
reactions, the activity that has taken place should be immediately discontinued and the treatment 
approach should be modified accordingly. 
 
Conclusion 
 
 Much of the research concerning sensory abnormalities and sensory integration approach in 
children with autism is usually biased by certain methodological misconceptions. There is still 
much to be learned on the relationship between sensory abnormalities and other diagnostic features. 
Research needs to determine maturational processes which could interfere with the process of 
sensory integration. At least, carefully controlled studies would reveal what type of intervention is 
the most beneficial for children with autistic spectrum disorders.  
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(A revision of a teacher-education program with emphasis on 
developing the whole person.) 

 
We teach who we are.  Parker Palmer in his book The Courage To Teach goes 

further.  He suggests that: 
Teaching, like any truly human activity, emerges from one’s inwardness, for 
better or worse.  As I teach, I project the condition of my soul onto my students, 
my subject, and our way of being together.  The entanglements I experience in 
the classroom are often no more or less than the convolutions of my inner life.  
Viewed from this angle, teaching holds a mirror to the soul.  (p. 2)   
 
What does this mean in a teacher-education program?  Do we include courses that 

focus on the inner life of the teacher? Is it a legitimate undertaking? Will the public 
education system support such an endeavor?  

 
 The Teacher Education Program at Faculté Saint-Jean, University of Alberta, 
Edmonton, Alberta, Canada is a well recognized four-year education program that is 
offered to students wishing to teach in either French schools or French Immersion 
schools in the predominantly English setting of Western Canada.  The program has 
existed since 1962.   
 

Two years ago, the professorial staff undertook the task of assessing and 
evaluating the Education program to see if it adequately reflected the philosophical 
approach of both new and senior staff members as well as the new directives from 
Alberta Education.  

 
Considerable changes had taken place due in part to staff retirement, expansion, 

newly hired professors, all of which led us to believe that a program revision was called 
for.  The Alberta Ministry of Education had also suggested major changes such as a 
sharper focus on First Nations education, inclusive education, non-violent classrooms, 
etc., which we wanted to make certain had been incorporated in our program.  

 
 The revision process required lengthy consultations with schools, school 

superintendents, principals and teachers in the school system as well as discussions 
among the professors at the Faculté responsible for the delivery of the program.  These 
conversations led to animated exchanges on such issues as the goals of education, on the 
role of teachers, on the changing living situations of our students, on the major changes 
taking place in society and on the environment. 

 
A significant conclusion was that students needed meaningful experiences which  

would invite them to assess whether or not their value systems would enhance their 
satisfaction  as teachers in the classroom or make teaching a dissatisfying job. 
 
 The above stated focus on developing the whole person became a central principle 
of operation adapted by consensus. 
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 Therefore the new program will incorporate credited courses for work done in 
developing countries or volunteer work in inner city schools.  In addition to experiences 
which will assist students to assess their compatibility with the profession, there will be a 
central course which will be an avenue for discussion and integration of their various 
experiences and a format for possible further growth.  My intention in this presentation 
would be to describe the development of this course, the content, the links to other 
required courses. 
 
 The syllabus that I have developed has two main foci. The first is to help the 
students to know who they are.  As stated above by Parker Palmer, the teacher teaches 
who he or she is. It is imperative therefore that the student teachers know who they are. 
Exercises will include psychological tests, awareness exercises, scheduled feedback 
interviews.  The second component will focus on relationships and the skills needed to be 
effective in relating to students, colleagues and parents. 
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Identifying At-Risk First Time College Students: 

An Equity Audit at a Regional University in the South 

The success of minority students in college has been well documented as being 

below par in comparison to white students (American Council on Education, as cited in 

Smith, 2004; Furr & Elling, 2002; Nettles, Theony, & Gosman, 1986; Roach, 2004).  Just 

(1999) asserted as have others, that all students whether they are white or minority, are 

increasingly likely to enter college under-prepared with this being even more so for 

minority students.  At the same time, college attendance rates have increased for minority 

students, although their graduation rates are still very low (Just, 1999).   Over ten years 

ago, Warner and Brown (1995) suggested that the first year experiences of minority 

students are often highly stressful and may influence decisions about remaining in 

college.  Being first generation college students may contribute to this higher attrition rate 

(Astin, Tsui, & Avalos, 1996).  Another possible risk factor is that many minority 

students attending majority white institutions may also face difficulties integrating 

socially and academically with the majority population (Astin, Tsui, & Avalos, 1996).   

Although universities and community colleges in the United States are 

experiencing higher enrollment rates, student attrition remains at unacceptable levels at 

many of these institutions (Braunstein, Lesser, & Pescatrice, 2006).  Texas, in particular, 

has implemented a system called “Closing the Gaps” to address the problem (Closing the 

Gaps, The Higher Education Plan, 2005).  Interestingly, 2002 retention data from Lamar 

University indicated that the retention rate for first year African American students was 

83% but only 79% for White students and 76% for Hispanic students.  Although this is 

encouraging, the second year retention rate for African American students who entered in 
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2001 was only 64%, which was less than the retention of White students at 73%.  The 

retention of Hispanic students was also much lower, approximately 64% for students who 

entered in the fall of 2001 (cited in Higher Education Accountability System, 2006). 

 With the increase in our country’s minority population it is very important that 

minority students integrate into the college environment and remain to graduate in order 

to prepare all of our students to make a positive contribution in an increasingly hi-tech 

world (Brown, 2001; Clark, 1999; Johnson, 2000; Just, 1999).  Therefore the purpose of 

this study is to compare the grades earned by freshmen students (FGPAs) for years 2001-

2005 who earned entrance exam scores (SAT, ACT or TOEFL) in the similar range in 

relation to the student’s gender, ethnicity, or age.   

Problem Statement 

Minority student attrition is at an unacceptable level.   As a state, Texas must put 

a high priority on promoting quality of economic and social life for its citizens by 

effectively educating all students, including the less well-prepared students, since such 

students pose the greatest risk of eventually becoming dependent of the state (Astin, Tsui, 

& Avalos 1996).  This study will compare FGPAs at a regional university in the South 

(referred to as the University) by SAT, ACT, or TOEFL, to gender, ethnicity, and age.  

The overarching purpose of this equity audit is to identify risk trends early in a student’s 

college experience so that the university may target such populations with support 

programs.  

Review of Literature 

Retention and attrition of students attending colleges and universities have long 

been issues of concern for educators, administrators and researchers.  Studies conducted 
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over the last several decades provide substantial evidence of a consistently positive 

relationship between academic achievement and retention (Aiken, 1964; Deberard, 

Spielmans & Julka, 2004; Livengood, 1992; McCormack & McLeod, 1988; Murtaugh, 

Burns & Schuster, 1999; Ryan & Glen 2002/2003; St. John, 1989; Terenzini & 

Pascarella, 1978).  Given the nature of this relationship, leaders and researchers in higher 

education seek to determine predictors or determinants of student academic success in a 

variety of ways.  Additionally, the examination of characteristics which are related to 

student attrition provides useful information for increasing matriculation and retention 

(Barefoot, 2004; Deberard, et al, 2004).   

Attrition and Retention of Students 

Although universities and community colleges in the United States are 

experiencing higher enrollment rates, student attrition remains at unacceptable levels at 

many of these institutions (Braunstein, Lesser, & Pescatrice, 2006).  This phenomenon is 

particularly evident in minority populations (American Council on Education, as cited in 

Smith, 2004; Roach, 2004; Furr & Elling, 2002; Nettles, Theony, & Gosman, 1986).  

Consequently, Furr and Elling (2002) noted that while student retention is an important 

issue for all students, retention and success of under-represented populations is a concern 

which warrants further study.   

There appears to be a discrepancy between the academic success and retention 

rates of minority students compared to white students even when predictive variables 

such as high school GPA and SAT/ACT scores are in a similar range (Young & Rogers, 

1991; Furr & Elling, 1992; Breland as cited in Nettles, et al, 1986).  Current and 

historical evidence has generated several themes which may provide information and 
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tools to promote retention and success for minority students.  Two predominant themes 

include the examination of specific factors associated with minority student attrition and 

retention and the examination of programs and interventions to enhance success, 

matriculation and retention.   

 A study conducted by the American Council on Education (2003) revealed that 

there has been a consistent increase in the percentage of minority students entering 

colleges and universities but the graduation rates for these students continue to lag behind 

those of white students. Nettles, Thoeny & Gosman (1986) stated that the remarkable 

increase in black enrollment specifically, appeared on the surface to reveal a powerful 

momentum toward the attainment of equality in higher education.  Unfortunately, the 

researchers found that these students’ college performance demonstrates that many 

challenges confront universities in the United States.  Graduation rates among students 

who graduate within six years of enrolling in college were reported as follows: 59% for 

white students, 38% for African-American and Native American students, and 46% for 

Hispanic students (as cited in Smith, 2004).  This data suggest that higher education 

communities may need to revise strategies for increasing minority student retention and 

closing the gap in graduation rates (Smith, 2004). 

Diversity Issues and Student Success  

Hrawboswki & Maton (1995) suggested that minority students’ lack of or 

perceived lack of sources of support such as peers, faculty, administrative staff, family 

and community can create stress and distraction which in turn decreases student effort 

and success.  They also found that many minority students make poor academic decisions 

in selecting undergraduate coursework, such as enrolling in too many at once or too few 
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math and science courses, starting at an advanced level when remedial courses may be 

needed, and not utilizing academic resources (e.g., study groups, tutoring, faculty).  

Additionally, for minority students in predominantly white universities, or for any group 

different from most students on campus, achieving social and academic integration 

involve unique challenges (Nettles, 1991; Sedlack 1987; Tinto as cited in Hrawbowki & 

Maton, 1995).  On the other hand, data from a multiple-variable model in a study of 

8,000 students over a four year period revealed that black students were more likely to 

graduate than other ethnic groups if they enter equally prepared.  However, in an 

extensive review of the literature, Furr and Elling (2002) found that African-American 

students typically reported that the environment of mostly white institutions was more 

alienating than those of historically black institutions.  They concluded that the feelings 

of alienation contributed to eventual drop out within the first or second year of 

enrollment.   

Regarding drop-out rates, Smith (2004) suggested that “the educational, cultural, 

and socio-economic backgrounds of some students of color and first generation-college 

students have not adequately prepared them for successful navigation through the 

academic cultural minefields of higher education” (p. 48).  Apple (1990) addressed the 

concept of a hidden curriculum in higher education which refers to unspoken, unwritten 

values, dispositions, and social and behavioral expectations that guide and govern 

interactions between students, faculty and administrators.  An example might be the way 

in which a student approaches a professor concerning grades or performance.  There is 

generally a specific manner in which students are expected to interact with faculty, yet  

Smith (2004) suggested this process may be somewhat nebulous for minority students.  
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Padilla (1995) found that formal interaction with faculty and representatives of 

organizations had a greater effect on performance of black students than involvement in 

student social life.  Factors contributing to minority student attrition appear to be 

predominantly of a socio-cultural nature and may require a differentiated approach.   

Some researchers argue that it is unrealistic to expect students of color to 

disengage from their culture and families of origin in order to reach conformity with 

college norms and expectations (Cabrera, Stampen & Hansen as cited in Barefoot, 2004; 

Tierney, 1992).  This idea is not new.  Nearly 30 years ago, in a study assessing the 

relation of students’ pre-college characteristics and freshman year experience to 

voluntary attrition, Terenzini & Pascarella (1978) found that pre-college traits were not 

significantly related to attrition and that student integration in the academic systems of 

the university was more vital to success than social integration.  Multiple regression 

analyses indicated that certain interactions between pre-college characteristics and 

freshman year experiences and perceptions may be the most important influence in 

attrition or retention.  Researchers suggested that attrition reduction efforts should focus 

on what happens to students during their time on campus.  These findings may provide 

insight to the role of diversity education for faculty and administrators. 

In contrast, several researchers provide evidence that factors unrelated to faculty 

instruction and communication or lack of institutional commitment contribute to minority 

student attrition.  Garza and Landeck (2004) explored factors that place college freshman 

of Hispanic or Mexican descent at greater risk of dropping classes in mid-semester and 

found that a variety of problems external to academics exerted a significant influence on 

students’ decision to withdraw prematurely.  Among them, personal-related problems 
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such as peer influence, family responsibilities, financial constraints and job requirements 

accounted for 84% of total explanations for males and 81% for females.  Consistent with 

this, in an extensive review of the literature, Braunstein, McGrath and Pescatrice (1999) 

found that minority enrollment and retention rates have been negatively affected as 

financial aid emphasis has moved from grants to loans and tuition at most universities has 

escalated.  Stressors associated with life pressures and societal expectations in general 

may contribute to minority student attrition. 

An over-arching theme within the literature on student retention in general 

revolves around the notion of student persistence and may be described in a variety of 

ways with regard to the relationship between persistence, commitment, motivation, 

coping, self-esteem, ability to integrate socially, and the “fit” between the student and the 

institution itself (Crocker & Luhtanen, 2002; Deberard, Spielmans & Julka, 2004; Furr & 

Elling, 2002; Pascarella & Terenzini, 1980; Tinto, 1993;).  In a longitudinal study of 

predictors of academic achievement and retention among college freshman, coping 

emerged as a significant predictor of achievement (Deberard, et al, 2004) which is 

congruent with the evidence presented by Brown & Cross (1997).  Findings of Deberard, 

et al (2004) also revealed that acceptance-focused coping, in which the individual 

internalizes attributes of failure, was related to poor academic achievement.   

In earlier studies, motivation and support emerged as possible predictors of 

minority student success. Clark & Plotkin (1964) as cited in Nettles, Thoeny & Gosman 

(1986) found that for black students entering mostly white universities, success was 

dependent upon student motivation and personal goals regardless of their pre-college 

characteristics such as high school GPA or college entrance exam.  Additionally, total 
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level of social support was a significant predictor of academic achievement as also 

reported in Cutrona, Cole, Colangelo, Assouline & Russell (1994) in Deberard, et al, 

2004).  Higher levels of students’ perceived global or total social support was positively 

related to retention and success.  Combining several indices of possible predictors of 

success in students of color may assist educators and administrators with a more 

comprehensive model for retention/attrition intervention programs. 

Tinto’s (1993) theoretical model of attrition processes addressed academic and 

social integration as strong predictors of success in the freshman year, but also identified 

attitudinal characteristics which have strong predictive power.  One of these is the 

commitment of the student to a personal educational goal and a particular institution.  

Tinto (1993) argued that despite the predictive nature of academic performance, reasons 

students may leave college also included failure to connect to campus social systems, 

boredom, and lack of involvement and group affiliation.  When financial problems were 

added to this mix, student persistence decreased dramatically, resulting in a decline in 

academic performance and premature departure from higher education.   

Citing Tinto’s (1975) model of the persistence/withdrawal process where 

academic and social integration are the core determinants of student persistence as an 

element of study design, Morrison (1991) investigated student attributes associated with 

academic motivation in students during their freshman year.  Individual student needs 

were assessed during orientation week utilizing Stratil’s (1988) College Student 

Inventory which measures academic motivation, social motivation, general coping 

strategies, and receptivity to support services.  Findings indicated that when students 

identify factors in their individuality that related to motivation, educators obtain 
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information that can be “part of a learning path designed to meet individual needs,” 

(Morrison, p. 10, 1999).   Early recognition of students’ perceptions may assist in 

developing strategies to increase student retention.    

Current Trends in Retention Programs 

Institutions of higher education utilize a variety of programs to increase student 

matriculation and retention and reduce attrition.  The literature indicates that the 

freshman seminar or some type of planned, guided freshman orientation program is 

currently the most popular (Barovick & Baron, 2001; Raymondo, 2003; Tierney, 2004) 

However, some researchers question whether or not these programs are effectively 

reaching minority students (Degaspari, 2004; Santovec, 2004; Torrez, 2004).  To increase 

desirable pre-college characteristics, educators may need to start preparing students 

before they enroll for college (Cloud, 2002).  Torrez (2004) found that by developing 

parent information frameworks that support college preparation for Latino students may 

increase the potential pool of Latino college applicants.  She found that improved, 

targeted counseling for parents and students in secondary education contributed to 

increased perceptions of access to college.  This has resulted in California State 

University creating a system in which college faculty and students tutor “at-risk” 

populations in the 172 high schools from which the majority of Cal State’s students 

graduate.  These tutors educate pupils in the basics and carefully explain what classes 

they will need to master in high school to get in to college and eventually graduate.   

Another targeted approach involves acquiring grant money to improve academic 

achievement.  Santovec (2004) found that Latina students participating in a Title V grant 

funded transition center reported dramatic increases in writing, English and time-
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management skills, confidence and grades.  Another college is utilizing a two-million 

dollar, five-year grant from the National Science Foundation to improve three existing 

programs targeted to women and minorities, one of which includes expanding mentoring 

services and introductory math and science courses for students during the summer 

before they enroll for freshman year (Degaspari, 2004).  City University of New York 

(2003) developed a program through grants to offer financial, personal and academic 

assistance to students who are considered educationally and economically disadvantaged 

(Barefoot, 2004).  This program offers a higher education program that begins before 

students enroll and continues through undergraduate study.  Some of these programs 

require additional personnel and a commitment from the institution.  

Gurin, Dey, Hurtado & Gurin (2002) provided evidence for creating a framework 

for understanding the structural and informal interactional diversity within a university to 

decrease relational discontinuities and facilitate cognitive growth.  They consistently 

reported a significant positive relationship between structured diversity experiences and 

1) learning outcomes overall; 2) development of skills required to effectively participate 

in and lead a diverse democracy, for all three groups (White, African-American, Asian 

American).  The authors concluded that the results of their longitudinal analyses provided 

evidence that the “actual experiences students have with diversity consistently and 

meaningfully affect important learning and democracy outcomes of a college education,” 

(Gurin, et al, 2002, p. 345).  Suggestions included designing the specific framework and 

structured activities to meet the needs unique to the student body of the institution.   

In order to examine the unique needs of a specific university, White and Mosely 

(1995) conducted a study to identify what they described as an “elusive variable” which 
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may affect retention and persistence of students from freshman to sophomore year at a 

commuter-type university in Texas.  The researchers found that over a twelve year period 

(1982-1994) freshman to sophomore retention of first-time enrolled college students was 

steady at about 60%.  The authors suggested that a critical component of retention at 

commuter-type universities is the personal advisor-counselor approach in which entering 

freshman are assigned a personal advisor-counselor with whom they are required to meet 

with weekly for the first eight weeks of the fall semester.  Upon completion of this 

requirement, the advisor can reduce the required meetings to better meet the needs of the 

student based on his or her matriculation and success.  White & Mosely (1995) argued 

that retention is increased through consistent, structured, caring advisement-counseling 

for the first semester and beyond if needed.  This led them to recommend that for 

universities seeking “to decrease attrition of FTIC-FIT students, the major 

implementation is an advisor-counselor program” (White & Mosely, p. 402, 1995).   

Methodology 

 This study utilizes two research methodologies: 1) descriptive research to describe 

populations, and 2) comparative analysis to identify populations whose academic 

achievement may be significantly less than their peers. By identifying target populations, 

departmental academic advisors may be able to target and track potential at-risk students, 

and develop programs to address the unique needs resulting in increased retention and 

graduation rates for at-risk students. 
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Population 

 The population includes all First Time In College (FTIC) students (N = 7397) 

attending the University during the fall term for five years from September 2001 through 

September 2005.   

Data Collection  

 Following IRB approval, a dataset was provided by the university’s Institutional 

Research and Reporting office. The dataset included demographic information, GPA, and 

admittance qualifying exam (SAT or ACT) for all FTIC undergraduate students who 

enrolled and attended during each fall term from 2001 through 2005. Identifiers such as 

name and Student ID number were not included with the dataset to protect the identity of 

the subjects. 

Data Analysis  

 SPSS was used for descriptive and comparative analysis of the data. Data were 

analyzed for the overall five year period and by each of the five years to identify trends 

for each group reported in the dataset. Groups were compared to the full population and 

to other groups by gender, age, GPA, SAT (or equivalent) and ethnicity to identify and 

investigates possible inequities. Differences among sub-populations were tested for 

significance at p < 0.05 level. 

Although means were computed from actual reported data, three data fields were 

collapsed to facilitate comparative analysis: 1) GPAs were collapsed from the actual 

reported score to 9 groups representing 0.5 grade points per group; 2) SAT scores were 

collapsed from reported scores to 12 groups representing a range of 100 points. ACT 

scores were included with comparable SAT groups utilizing a comparison table published 
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by the College Entrance Examination Board (1999); 3) age of FTIC students was 

collapsed from a range of 35 years (16 years to 51 years) to 5 groups.  

The integrity of the data is assumed from the source, the student records database 

of the university. The reliability of the data is also from the source. In that, this study 

relies primarily on descriptive data (group within population) self reported by the 

participants, and scale data reported as official record by intuitions of high integrity 

(GPA, SAT and ACT scores) the reliability of the data is assumed.  

Findings 

Descriptive Findings and Discussion  

 During the five years from 2001 through 2005, 7397 students enrolled and 

attended the University to begin their higher education experience. During the five year 

period, FTIC enrollment increased by 25% (n = 1339, 2001 to n = 1683, 2005). Table 1 

reports that except for a small decrease of 25 students in 2002, enrollment of FTIC 

students increased steadily over the five years surveyed. Among FTIC students, more 

females entered college than males. In 2001, 10.8% more female students than male 

students enrolled. The percentage of female students increased by about 1% each of the 

five years.  Table 2 reports enrollment and percentages by of FTIC students by gender for 

each year from 2001 through 2005. 

Table 1 

FTIC Enrollment, 2001 - 2005 

2001 2002 2003 2004 2005 Total
FTIC 1339 1312 1411 1652 1683 7397  
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Table 2 

FTIC Gender, 2001 - 2005 

2001 2002 2003 2004 2005 Total
Male 597 (44.8%) 591 (45.0%) 572 (40.5%) 695 (42.1%) 679 (40.3%) 3134

Female 742 (55.4%) 721 (55.0%) 839 (59.5%) 957 (57.9%) 1004 (59.7%) 4263  

 For FTIC students during the 2001 – 2005, the greatest number of students (88%) 

was in the 17 – 19 age range. Table 3 reports in 2001, 70 students aged 16 enrolled, with 

only one additional FTIC student of this age range enrolling during the remaining four 

years of this study. Other age ranges, 20 -25, 26 – 35 and 35+ varied by about ± 1% 

during the 5 years of the study. 

Table 3 

Age Distribution of FTIC, 2001 – 2005  

2001 2002 2003 2004 2005 Total
16 and lower 70 (5.2%) 0 (0%) 0 (0%) 1 (0.1%) 0 (0%) 71
17 - 19 1105 (82.5%) 1167 (88.9%) 1255 (88.9%) 1480 (89.6%) 1534 (91.1%) 6541
20 - 25 115 (8.6%) 117 (8.9%) 114 (8.1%) 126 (7.6%) 111 (6.6%) 583
26 - 36 35 (2.6%) 23 (1.8%) 34 (2.4%) 36 (2.2%) 30 (1.8%) 158
36 + 14 (1.0%) 5 (0.4%) 8 (0.6%) 9 (0.5) 8 (0.5%) 44  

 Among ethnic groups, during the five years included in this study, the greatest 

increase in enrollment was among Black students. Table 4 reports FTIC enrollment and 

percentage by ethnicity for 2001 through 2005. In 2005, 185% (n = 406) more Black 

students enrolled than in 2001. This increase in black students was greater than the 344 

increase in total student enrollment over the same period. During the same period, 

enrollment among white FTIC students decreased by 18% (n = 183). Hispanic, Asian, 

American Indian and International student enrollment held steady totaling just under 10% 

for the five years investigated. The change in ethnic percentage is illustrated in Figure 1. 
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Table 4  

Ethnic Distribution of FTIC, 2001 - 2005 

2001 2002 2003 2004 2005 Total
Am Indian 2 (0.1%) 6 (0.5%) 8 (0.6%) 6 (0.4%) 13 (0.8%) 35
Asian 33 (2.5%) 36 (2.7%) 41 (2.9%) 37 (2.2.%) 33 (2.0%) 180
Black 219 (16.4%) 318 (24.8%) 393 (27.9%) 547 (33.1%) 625 (37.1%) 2102
Hispanic 79 (5.9%) 72 (5.5%) 81 (5.7%) 97 (5.9%) 125 (7.4%) 454
International 11 (0.8%) 3 (0.2%) 9 (0.6%) 9 (0.5%) 7 (0.4%) 39
White 994 (74.2%) 877 (66.8%) 879 (62.3%) 863 (52.2%) 811 (48.2%) 4424  

Figure 1. Ethnicity of FTIC Students, 2001-2005  
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The average SAT score of FTIC students at the University during 2001 – 2005 

was 942. Table V reports that over the five years from 2001 to 2005, the average FTIC 

SAT score varied by 6% from a high of 975 in 2001 to a low of 920 in 2004. The trend in 

the SAT score is illustrated in Figure 2. Nationally, the average SAT score for college 

bound students was 1024 over the same period. The national average also rose slightly (8 

points, 0.78%) over the five year period (College Board, 2005). Beginning fall 2005, the 

university required a score of 700 or higher on the SAT for admittance. 

The average GPA for the FTIC student during 2001 – 2005 was 2.32. Table 5 

reports a five year downward trend for average GPA among FTIC students at the 
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university. The highest average FTIC GPA was in 2001 at 2.53, and the lowest in 2005 at 

2.17, a reduction of 15.4 %. The trend in GPA is illustrated in Figure 2. 

 

Figure 2. Comparison of Enrollment, Average GPA and average SAT for FTIC 2001 – 

2005 
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Table 5 

Average GPA and SAT of FTIC, 2001 - 2005 

  2001 2002 2003 2004 2005 Average 

SAT 975.39 941.75 937.62 919.69 937.99 942.98 

GPA 2.53 2.39 2.35 2.25 2.17 2.39 

 

Overall, descriptive analysis of FTIC students for the years 2001 to 2005 

identified an increase in enrollment of 25%, with a 185% increase among Black students. 

When grouped by gender or age, the change in the percentage for sub-populations within 

groups was small. Also, during the five years included in this study, the average SAT of 

FTIC was below the national average, and fell every year, while the national average rose 

slightly. The average FTIC GPA also fell by 15.4% during the five years of this study. 

Comparative Findings and Discussion  
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The differences in the mean GPA for sub-populations among demographic groups 

were analyzed for significance using a One Way ANOVA. If the differences in average 

GPA for sub-populations within a group were found to be significant at p < 0.05, then the 

crosstabs procedure was used to identify differences for discussion. 

Gender.  The difference in the average GPA between male (M = 2.08) and female 

students (M = 2.25) was investigated.  The relationship between GPA and Gender was 

tested by Independent Samples t-Test and no significance at p < .05 was found.  

Ages.  The number of FTIC students aged 16 in 2001 was 70, yet in the next four 

years only one additional FTIC student of this age range enrolled. The one-time 

enrollment of students aged 16 is attributed to a program that allowed exceptional youth 

to begin their college experience up to two years prior to their projected graduation from 

High School. Participants in this program do not appear to be included in the dataset for 

2002 – 2005. The 2001 cohort was filtered and removed from analysis.  

On the average, students aged 20 – 25 earned a lower GPA (M = 1.87) than 

students of other age groups. Students aged 35 and older earned the highest average GPA 

(M = 2.43). Table 6 reports the average GPA for each age group and all FTIC students. 

Students aged 17 – 19 earned a GPA (M = 2.13) just below the average of all students (M 

= 2.17) and the average GPA for students aged 26 – 35 (M = 2.37) was above the above 

the average for all students.  

The significance of differences among GPA of students of various age ranges was 

tested and found at p < .05. Significance was found in the difference in GPA between 

FTIC students aged 25 and below with students aged 26 and older. Using the crosstabs 

procedure, it was observed that 10% of students in all age groups earned a GPA of 0.00. 
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Our dataset does not follow students to investigate progression and attrition, but a GPA 

of 0.00 suggests those students quit attending without withdrawing. When these students 

were also filtered, Table 7 indicates significance was still found in the difference in GPA 

between students 25 and younger and 26 and older. In other words, students 25 and 

younger were more likely to have a lower GPA than students older than 25. 

Table 6 

Mean GPA by Age for FTIC 2001 – 2005 

Age GPA
17 - 19 2.13
20 - 25 1.87
26 - 30 2.37
30 + 2.43
All 2.17  

Table 7  

Significance in difference in GPA by Age Range of FTIC 

17 - 19 20 - 25 26 - 35 35 +
17 - 19 0.000 0.000
20 - 25 0.000 0.000
26 - 30 0.000 0.000
30 + 0.000 0.000

* Difference in Means identified with significance at p  < .05  

Ethnicity.  The difference in mean GPA among ethnic groups was tested for 

significance and found to be significant (p < .001). Significant differences between means 

of ethnic groups are reported in Table 8. Black students were found, as a group, to earn 

the lowest average GPA (M = 1.82), International FTIC students earned the highest 

average GPA (M = 2.75), followed by Asian (M = 2.45), White (M = 2.32) and Hispanic 

(M = 2.25). The average GPAs for these four groups were all higher than the aver GPA 
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for all FTIC students (M = 2.17). Along with Black students, the average GPA for 

American Indian students (M = 2.06) was below the average for all students.  

Table 8 

Significance of Differences among Means of GPA by Ethnicity for FTIC 2001-2005 

Ethnicity Ethnicity Mean Difference Sig.
White Black 1.01 0.000

Black White -1.01 0.000
Hispanic -0.88 0.000
Asian -1.27 0.000
International -1.94 0.000

Hispanic Black 0.88 0.000
International -1.05 0.042

Asian Black 1.27 0.000

International Black 1.94 0.000
Hispanic 1.05 0.042  

SAT Scores.  FTIC students were grouped according to SAT scores. Students who 

scored lower than 700 were not included, as they will not meet the requirements for 

future college admission. When the average GPAs of students who scored in a similar 

SAT range were examined by ethnicity, significance was identified for several groups in 

several ranges, most predominately Black students in the SAT range from 700 to 999. 

The ethnic groups for whom the difference in the mean GPA was significant as compared 

to other groups is reported for each SAT range for which significance is found in Table 9. 

No significance was identified in the difference in GPA among students of different age 

ranges when the dataset was filtered to compare only students of a similar SAT range. 
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Table 9 

Significance of differences in means among ethnic groups, by similar SAT range.  

SAT Range
700 - 

799
800 -

899
900 - 

999
1000 - 

1099
1100 - 

1199
1200 - 

1299
1300 - 

1399
1400 - 

1499 1500 + ALL

Asian * Black 0.002 0.029 0.024 0.000
Asian * Hispanic
Asian * White

Black * Asian 0.002 0.029 0.024 0.000
Black * Hispanic 0.023 0.000 0.000
Black * White 0.000 0.000 0.010 0.001 0.049 0.000

Hispanic * Asian
Hispanic * Black 0.023 0.000 0.000
Hispanic * White

White * Asian
White * Black 0.000 0.000 0.010 0.001 0.049 0.000
White * Hispanic

* Significance values are only reported for differences reporting significance at  p  , .05  

Implications 

 This study identified that FTIC students Black and that students who are aged 25 

and younger were more likely to earn a significantly lower GPA than students of different 

age range and ethnicity. This is an important finding and one which causes concern as 

there is a five year trend of black students enrolling at a significantly greater rate than 

other ethnic groups.   Lower GPA among Black students is most pronounced among 

students aged 20 -25 who earned less than 1100 on the SAT.  As the university continues 

to become more ethnically diverse, it must also implement programs to insure the success 

of these students.  
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Identifying at-risk students early in the college process so that they can be helped 

early in the college process is vital to their success.  Institutions of higher education and 

society can no longer wait to identify these students until they have failed out of school.  

An improving economy and expansive growth in the business market are spurring a need 

for trained workers.  Employers are equating “trained” with the completion of a college 

degree.  Increases in government spending, new construction, and the “graying” of the 

current workforce are also factors in the need for hiring college graduates (Simon, 2005).  

Companies are eager to hire college graduates, especially in the fields of business, 

engineering, accounting and computers. (Doyle, 2005; Job Outlook Survey, 2005).  We 

need all of our students to succeed in order for our workforce to represent our society.   

By identifying target populations, departmental academic advisors may be able to 

target and track potential at-risk students, and develop programs to address the unique 

needs resulting in increased retention and graduation rates for at-risk students.  The 

University should provide mentoring programs, early and consistent academic 

counseling, work more closely with high schools on academic curriculum, involve 

parents and the schools regarding college expectations among other academically 

supportive endeavors.  We also concur with a recommendation made by Nettles, Thoeny 

and Gosman (1986) that administrators and educators need to look beneath the surface to 

identify specific student characteristics in these populations which may contribute to 

higher attrition rates, particularly when students are entering with similar GPA’s and 

college entrance scores. 

In order to help students understand the more subtle, under-the-surface aspects of 

college life, we recommend involving parents in the college process to help Black 
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students understand and navigate their academic journey more easily.  Also, it is 

important that faculty and administration reflect the diversity of the student population.  

Hiring and retaining faculty from diverse backgrounds promotes the successful retention 

and graduation of students, especially those from culturally diverse backgrounds (Jones, 

2003; Richardson & Skinner, 1990; Shankar, 2002; Smith, 2003; Mills &? Wisneski, 

2003). These faculty members provide support to students, serving as role models, 

mentors, and promoters of the academic cultures of their campuses.  A diverse faculty 

will provide opportunities for students to contribute to the university, enhance a sense of 

belonging and acceptance, and smooth the progression towards academic identity 

(Shankar, 2002). 

We also recommend that future studies investigate successful programs targeting 

identified at-risk populations. Since our data were limited to FTIC, attrition was not 

addressed, especially the problem of attrition for Black students in the second year (cited 

in Higher Education Accountability System, 2006).  However, future studies should 

follow a cohort of students over several semesters to investigate if low GPA in the first 

semester of college has a significant relationship to attrition.  Future studies should also 

investigate how living on campus and off campus effects students performance.  

Conclusion 

As the overall minority population in our country increases, the minority 

undergraduate population will increase.  At the University, the student population is 

steadily becoming more diverse, although students are coming to college less prepared 

for the rigors of college life.  With this trend of inadequate preparation and 

disproportionate performance coupled with the 185% increase in Black students over the 
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same five year period there is solid evidence to indicate that educators need to increase 

support for these students.   While this study does not address the reasons for lower GPA; 

it does suggest that FTIC Black students under 25 years old are at-risk and need greater 

support to be successful. 

 It is imperative that we start the intervention and identification of at-risk students 

earlier to insure the best chance of success for all students.  Across the nation, institutions 

of higher education must take a more serious stance to educate all students, White and 

minority students alike.  With the retirement of an enormous number of baby-boomers, it 

is vital that we prepare all of our citizens for future jobs that will require a college degree 

and high-tech skills (Just, 1999).   
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Abstract  
 
 
 

Increasingly, research has indicated that silent or implicit assumptions reveal hidden bias 
toward others, our environment and societal expectations.  Relationships between health 
and explanatory style have also been widely studied.  This research study was designed to 
examine the relationship between fitness level, silent assumptions and hidden bias.  
Participants of the study include 20 students attending a commuter-type university in the 
south.  Fitness assessments and anthropometric measurements were conducted by the 
researchers in the health and human performance research lab and included height, 
weight, age, resting heart rate, blood pressure, body composition, body mass index, 
muscular strength, muscular endurance, muscular flexibility and aerobic capacity.  Silent 
Assumptions Inventory (Davis, Eshelman, & McKay, 1996) was administered to each 
participant.  Student researchers are currently analyzing the data to determine possible 
relationships between fitness level and 10 specific indicators of assumptions that are 
associated with varying levels of health.  If relationships can be determined, valuable 
information concerning perceptions, and health and fitness may be presented for health 
promotion specialists and health educators.  Implications, if any, will be discussed.    
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ABSTRACT 

Researchers and psychologists expound the benefits of using different teaching methodologies to 

enhance the learning outcomes of students. It is a well known fact that a variety of teaching 

methodologies provides opportunities to the students of various learning abilities and personalities, 

consequently enhancing the self-esteem of the students.  

 

This report describes the process of the research which was conducted. It describes the different 

activities inherent in science that were introduced to students through the computer interface. 

Thereby, providing a different learning environment to the students. The learning process 

incorporated power-point presentations, interactive quizzes and simulations with hands-on 

activities through practical experiments and robotic models. The aim was to observe any gains in 

the learning outcomes when students were introduced concepts in ‘Light’ and ‘Electricity’ through 

computer-assisted instruction or computer assisted learning. 

 

Learning outcomes were assessed periodically with a pretest and posttest, including regular class 

tests, observation schedules, feedbacks, informal discussions and questionnaires. Different 

teaching strategies were used intermittently when action research cycles revealed that continuous 

exposure to a teaching strategy would lead to boredom.  

 

Independent learning gains, cooperative skills and research skills did improve significantly for 

students of average ability and special students. As a result of which it was decided that the 

students in Bay View High would continue their visits to the Discovery Centre in the next 

academic session to provide a different learning environment to the students. 
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1.   Introduction 
 
There are several approaches to integrating computers into the curriculum ranging from learning 

from the computers to learning about the computers (Coe & O’Neil, 1995; Soe, Koki & Chang,, 

2000). The focus of this research is on ‘learning from computers’, also termed as computer-

assisted learning (CAL) from the students’ perspective. 

 

There is no literature available of computer assisted learning being introduced in schools in 

Pakistan. However, efforts are being made by the government for increasing computer literacy in 

schools (“Private Sector to help in computer literacy plan,” 2001). Presently the emphasis in 

schools in Pakistan is ‘learning about computers’ and not ‘learning from computers.’  

 

The aim of this article is to report an action research project conducted on computer assisted 

learning to determine whether or not there are benefits in learning when students are provided a 

new learning environment. Action research was the appropriate method as it involves a diagnostic 

procedure to determine what the problems are and then develop solutions through a reflective 

process (Burns,  2000; Carr , 1996). 

 

1.1 The learning environment in the school   

My students who participated in the action research come from affluent backgrounds with 

educated parents. Thirty five of the students participated and four students who opted not to 

participate were assigned equivalent work. In school, the students are not expected to use the in-

house computers for the home work tasks neither are they allowed to use the internet facility 
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available. An opportunity to integrate computers into the curriculum came about through the vision 

and efforts of the staff of the Discovery Centre. The centre was well equipped to provide computer 

assisted instruction leading to computer assisted learning, with a strength of twenty computers and 

multimedia facilities, educational software and technology to build Lego robotics. 

 

2.  Rationale  Computer Assisted Learning 

An opportunity arose to use a computer centre (The Discovery Centre) for science teaching 

purposes. Through the use of computers students could visit selected websites to provide an 

interactive experience of exploring science concepts.  

 

A review of related literature revealed that Computer Assisted Learning (CAL) had several 

benefits for students. Davies (1971) and Peterson (1995) give the benefits of exposing students to a 

new learning environment. To impart an innovative experience of learning to my grade 8 students, 

I decided to expose them to an interactive experience of exploring science concepts through the 

use software and visit selected websites through computers.  

 

 2.1 Implementation of the action plan 

Students who had prior experience and were confident at working with computers were identified 

through a questionnaire. An inexperienced student was paired with an experienced student so that 

they would gain confidence through peer teaching in the initial stage. Later on students would also 

work individually at the computers at the Discovery Centre. Students visited the centre once a 

week for ten weeks during school timings.  The action steps were monitored through a reflective 
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journal, pre-tests, post-tests and questionnaires. The teachers who accompanied the students were 

also given the same questionnaire to obtain a feedback. 

 

2.2  A review of literature  

A review of related literature revealed that Computer Assisted Learning (CAL) encourages 

independent learning (Cook,  1995); the role of the teacher as an information provider decreases;  

Davies (1971) and Peterson (1995) claim that it increases the motivation to learn and sustains 

interest in subject matter. Wild (1995) and Herrera (2001) discuss the gains in reading 

achievement and mathematical problem solving whilst Mander, Wilton, Townsend, and Thomson 

(1995) show that there are improvements  in  written language skills especially for ‘special 

students’  through CAL. 

 

3 The Four Cycles of Action Research 
 

This action research project developed into four cycles. The plan, action, observation and 

reflection of each of the four cycles is described. According to several authors (Bustamante,  2001; 

Coburn, Kelman,  Roberts, Synder, Watt & Weiner, 1985; Cook, 1995; Davies, 1971; Kulik cited 

in Coe, & O’Neill, 1995; Peterson, 1995) a positive change has been perceived in the learning 

outcomes through computer assisted learning in students of average ability as well as ‘special’ 

students. The purpose of the first action cycle was to discover whether there were gains in learning 

outcomes through computer assisted learning in science (Jones & Moreland, 2003).  
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3.1      First cycle 

 3.1.1  The plan 

The topic of light was only to be taught in the Discovery Centre in the first cycle and there would 

be no teaching conducted on this topic as a part of the regular classroom teaching. This was to 

assess the learning gained through exposure to a different learning environment, the computer, as 

supported by Coe and O’Neill (1995). 

 3.1.2 Action of the first cycle 
 
Here, students would see the application of some of the concepts learned through an initial 

exposure to the computer interface. The learning gains through this exposure would be realized 

when students work in pairs building separate parts of the robot.  

 

    3.1.3 Observation of first cycle 
 

Self esteem (Purdie & Hattie, 1995) was enhanced for those who were asked for help by their 

colleagues and even for those who had learnt from their peers. They had improved their learnings 

in two ways, in their communication skills and computer manipulative skills. Thus a number of 

students using computers with cooperative learning opportunities show  “increased cooperation 

and improved learning as a result of peer tutoring” (Apple computer as cited in Coe & O’Neil, 

1995, p.127).  

 

 3.1.4 Reflection of first cycle 

Comparing results of the pre-test and post-tests shows a significant gain in learning outcomes 

through four hours of interaction with the computer. In the first action cycle, it was observed that 
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some students did not cooperate or help each  other  out  when  they  were  working  in  groups  of  

four.  

 

3.2 Second cycle 
 
 

3.2.1 The Plan  
 
In order to enhance their social skills, the second cycle was planned to give students the 

opportunity to work in groups (Kagan, 1992), visit websites with simulated experiments and 

perform practicals on the topic of ‘Light’ at the Discovery Center. Practicals were included to help 

shift from ‘concrete experiences to abstract’  and to ‘learn by doing’ as advocated by Piaget and 

Dewey (Ornstein  &  Levine, 1993). Simulated experiments were included to supplement the 

laboratory work, motivate and make science interesting for the students as well as build a social 

climate motivating them to learn within group dynamics (Chauhan, 1996). 

 

3.2.2 Action of the second cycle 

The groups formed were mixed ability groups and mixed gender. According to Vygotsky (cited in 

Mevarech, Kramarski, 1993) this technique helps develop positive interpersonal  relationships; 

mixed ability groups help  students to live in the real world situations, avoid stereotyping of roles, 

enhancing the skills of  tolerance and appreciating the differences in others (Woolfolk,1998). 

Some peer teaching was also observed occurring in the mixed ability groups. 

   

3.2.3    Reflection of second cycle 

The summary of group evaluation, reveals that students were applying cooperative skills of 

explaining to others in their group, exercising patience, sharing the tasks amongst themselves and 
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ensuring that all members gained in experience of undertaking different tasks involved during the 

experimental process.  

 

Students asserted that working in groups enhanced learning as discussions amongst members 

helped in clarification of concepts especially when any member of the group became confused.             

 
3.3 Third Cycle 

3.3.1 The Plan 

The third cycle was to introduce the topic of ‘Electricity’. This topic was chosen because teachers 

and students generally consider it to be difficult for students of class eight to understand. The 

difference between this cycle and the first cycle was that regular classroom teaching was going to 

be a normal feature of this topic to determine whether both methods used simultaneously would 

lead to better understanding. I believed that this would expedite understanding of the concepts 

involved. 

 

3.3.2 Action of the third cycle 

Students visited interactive sites showing the flow of electrons, demonstrations of series and 

parallel circuits, and simulations, which involved adjusting the voltage and resistance of a circuit 

to make the bulb glow. A worksheet directed students which sites to visit. Students worked in the 

same groups as in action cycle two, built electrical Lego cars and at  same time identified whether 

the electrical connections made were in series or parallel.  
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3.3.3 Observation of the third cycle 

The test scores for ‘Electricity’ were generally less than those for ‘Light’. Female students were 

stated to have found the topic of ‘Electricity’ more difficult than the topic of ‘Light’ whereas the 

male members of the class were quite satisfied with both the topics. Some students reasoned that 

they had read the topic of ‘Light’ from the text book themselves but had not done the same for 

‘Electricity’. 

 
3.3.4 Reflection of the third cycle 

Unlike that of ‘Electricity’, the class test scores in ‘Light’ were an improvement for the majority of 

the students when compared with their post-test result, in the first cycle. The improvement could 

have been due to the lapse of a longer time after the initial introduction of the topic of ‘Light’ with 

continuous feedback and reinforcement helping the transfer of concepts into the long term memory 

(Woolfolk, 1998). Self-regulated reading for the topic of ‘Light’ could be another possible factor 

for the better scores. It may also have been because their interests had been tapped and their 

curiosity aroused (Woolfolk, 1998) through the initial activities at the Discovery Centre. In 

contrast, when the topic of ‘Electricity’ was started the computer assisted learning encountered 

was no more a new experience. 

   

3.4 The Fourth Cycle  

3.4.1 The Plan  
 
 
The aim here was to provide another medium of learning in which students would also have 

greater control and undertake further research. Utilizing Vygotsky’s Social Development Theory 
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and Bandura’s Social Learning theories, I ensured that students were divided into mixed ability 

and mixed gender groups of a maximum of four students (TIP, n.d.). The anticipation was that 

students would undertake research using the computer skills learnt; employ the cooperative skills 

learnt in cycle two; verbalize their research and work in a team in an efficient and organized 

manner while sharing the workload effectively (Kutnick, 1997). This action plan enabled the 

constructivist learning to occur where students construct their knowledge through interactions with 

others thereby enhancing the students’ learning skills.  

 

3.4.2 Action on fourth cycle 

Students were assigned a task which involved presenting a habitat and the population within it 

with an emphasis on the relationships that existed between the communities. This included 

studying the relationship between the physical and biotic environment, highlighting the favorable 

and unfavorable conditions that affected the ecosystem. Students were grouped in fours, two  

girls  and  two  boys.  

 

  3.4.3 Observation of fourth cycle 

Students cooperated really superbly and had mastered the skill of working together in a 

peaceful atmosphere. Some students’ self-esteem had also increased during the process of 

presentation. Students also visited the websites to discover more information (Student, 

Personal communication, April 21, 2003). The majority of the groups opted to make a 

model, charts and a booklet. One group opted for a web page display instead of a booklet. 
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 3.4.4 Reflection of fourth cycle 

Students said that they enjoyed working in their groups, having control over what they 

presented and designing a creative presentation. Students had also undertaken further 

research using skills learnt in the earlier action research cycles. The overall outcome  of the 

final cycle was satisfying as students had applied their learnings acquired during the earlier 

three cycles. 

 

4 Discussion 

The discussion that follows elaborates on the insights on learning that I gained through the action 

research process and those that were achieved by the students. 

 

  4.1 The Process of action research 

As a classroom teacher, I was often involved in attempts to improve the learning outcomes for my 

students but the process of action research ingrained the skill of a systematic research which was 

a collaborative effort. Thus, there were learning gains for other teachers as well, especially the 

teachers who accompanied me to the Discovery Centre. 

 
 

4.2 Teacher training 

Computer literate teachers are required to be able to integrate computers into the learning 

processes for students. Teacher training institutes do provide opportunities for teachers to 

practice integrating computers into the learning process when developing lesson plans. The action 

2007 HICE Proceedings 
Page 1807



Mrs Fehmida Goderya-Shaikh, Research Student.  
 Deakin University, Faculty of Education, Geelong Campus.  Vic.  Australia   3217 

12

cycles show that there are definite gains in students’ learning outcomes when teachers incorporate 

CAL in their classes. 

Joyce, Brown, and Peck (1981) discuss the advantages of flexibility in teaching styles and utilizing 

different learning environments in enhancing learning outcomes for students who stand at 

different conceptual levels (Boyd, 1999). This was further established in my action research where 

students of average ability improved in the tests scores. It is apparent that being computer literate 

for students and teachers is a perquisite to be able to use the computers for instructional and 

learning purposes.  

Several authors state that changing teacher beliefs and empowering them with the ability to 

merge different learning environments in their classrooms will enhance their students learning 

outcomes (Aldrich, Rogers, & Scaife, 1998; Coburn et al. 1985; Dool & Kirschner, 2003; 

Faseyitan, Njock, & Hirshbuhl, 1996;  Joyce, Brown,  & Peck, 1981; Pelligrino, 1998; Yerrick & 

Hoving, 2003). This was partly achieved as the three teachers who accompanied us to the 

Discovery Centre definitely had changes in their beliefs that computers could be used to enhance 

learning for students.  

A balance needs to be maintained  in the amount of exposure students receive to the computer 

interface as a learning tool.  This dawned on me during the third cycle when a few students stated 

that they could learn the same concepts from their science text book.  

 
4.3 Students learning outcomes 

Three students, two of whom were slow learners and the third a special student did significantly 

better then expected in the assessments. This may have been due to the self paced learning and 
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being able to revisit sites of interest enabled by using the computer as a tool of instruction thereby 

enhancing computer assisted learning (Cotton, 2001). Using computers as a tool for learning shifts 

the onus for learning from the teacher to the student (Coe & o’Neil, 1995). Students learn to take 

some of the responsibility for learning and self directed learning is also experienced. 

Interactive sites help in maintaining interest, hold students attention and enhance learning. 

However, if used in excess it may deter the student from the objective of learning as indicated at 

the end of the third cycle by some exceptional students.  

Computer-assisted learning does enhance communication skills through co-operative learning 

and it also builds up team-work, conflict resolution, community collaboration and peer 

tutoring (Kulik et al. 1990). The majority of the students commented that working in groups 

improved their skills during the exposure to the Discovery Center.  

Further research can be conducted on the number of students and teachers who visit these sites, 

what motivated them to visit the sites, their opinions on how useful these sites are in the learning 

outcomes for both students and teachers and what, if any, challenges were encountered. 
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ABSTRACT 
 

     The National Reading Panel Report (2000) indicates that there are five distinct areas 
of reading instruction, which students need to learn in a systematic way to achieve.  
These areas are:  phonics, phonemic awareness, vocabulary, fluency and comprehension.  
The use of a core reading program and the protected block of instructional time is a 
national effort to allow teachers the time to teach reading; however, research indicates 
that those most at-risk of reading failure will need additional instruction which is much 
more systematic and remedial in nature (Allington & Walmsley, 1995).  Supplemental 
and remedial reading programs have been explored and documented as a means to reach 
our children most at-risk of reading failure in first grade (Allington & McGill Franzen, 
1989; Hiebert & Taylor, 2000).  Know-It’s The Link to Reading is a unique, small group 
supplemental reading program, which meets the needs of all readers in the regular 
classroom setting.  There are also remedial components of the program that are utilized 
for re-teaching and additional instruction.  This instructional program is based on flexible 
grouping model, which provides learners with additional support in acquiring the five 
areas outlined above by the National Reading Panel.  The unique aspects of the program 
are motivational elements and scaffolding by teacher and peers (Baker & Wigfield, 1999 
; Henderson, Many, Wellborn and Ward, 2002).   
 
     A one year study was completed to evaluate the Know-Its program in a large urban 
school district in the southwest.  Six first grade classrooms and one control group 
classroom participated in the study.  All the classrooms, excluding the control classroom, 
utilized the Know-Its program four days per week engaging the learners in small group 
supplemental reading instruction.  Pretesting and posttesting of the students was 
completed using the Dynamic Indicator of Basic Early Literacy Skills assessment 
(DIBELS). Teachers’ perceptions of the program also indicated program effectiveness.  
Lastly, a review of the efficacy research revealed significant growth in reading 
achievement for all students who used the Know-Its program.   
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Introduction 

     At a time when national attention is focused on early reading and decoding, teachers 

and schools have to make careful decisions regarding core reading programs.  Core 

reading programs and high quality children’s literature are a necessary foundation for 

successful reading; however, all core reading programs are not sufficient in helping early 

readers achieve at their highest levels. Also there is a need for schools to select 

supplemental reading programs to meet the needs of at-risk readers and English language 

learners (Heibert & Taylor, 2000).  

     Supplemental reading programs such as Distar, Early Steps and Reading Recovery 

have been evaluated and each suggests effectiveness for the most at-risk students in the 

classroom; however, there are few if any evaluations of supplemental reading programs 

which meet the needs of all learners in the regular classroom (Quirk &Schwanenflugel 

,2004; Santa & Hoien,1999 and Shanahan & Barr 1995).   Research on supplemental and 

remedial programs, which are based on flexible grouping and are able to highly engage 

learners with motivating reading and writing, are difficult to find.  According to Gambrell 

(1996) the need to foster motivation begins with the teacher and the selection of 

materials.  This notion of motivation and the need to cultivate it in the classroom plays a 

critical role in literacy development.  The Know-Its program is a program which actively 

engages readers though motivating materials and systematic approaches which also meets 

state standards and federal No Child Left Behind guidelines.   

 

     The National Reading Panel (NRP) report (2000) was the most recent meta-analysis 

completed which gave direction for schools to adopt practices of teaching reading 
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consistent with research.  The scarcity of adequate instruction in reading is not the result 

of a lack of effective methods that have been well researched.  Among other methods, 

there is a well-established research base supporting the five areas outlined by the NRP for 

students with and without learning disabilities.  The difficulty arises when those most at-

risk are evaluated for continued growth and results fail to measure up to new national 

standards. 

The term at-risk is the most recent label used to describe those children who are in 

danger of not fulfilling their academic learning potential (Cunningham & Allington, 1996).  

Being at-risk can be defined as a proleptic cycle that children begin when they enter school. 

Prolepsis is a process by which adults create and/or provide different experiences and 

interactions for a group of children that are grounded in beliefs about those children that are 

based on cultural experiences and expectations (Cole, 1992).  Students who are at-risk of 

reading failure are often children of poverty or members of cultural and linguistic minorities.  

They usually begin kindergarten with about 1,000 less hours of exposure to print and school-

like literacy than their peers  (Cunningham & Allington, 1996).  These children are often 

perceived as less able, lacking the discrete skills to be ready to learn to read, and therefore, at-

risk for reading failure (Allington, 1995; Allington & McGill-Franzen, 1995). This perception 

of a deficit within the child which needs to be remediated before a child can benefit from the 

regular school curriculum shapes the instruction that these children are provided (Johnston & 

Allington, 1991). Teachers perceive these children as different from other students, so they 

interact differently with them (Johnston & Allington, 1991; Roller, 1994). 

In an attempt to correct the perceived lack of ability and readiness, teachers often 

provide literacy instruction that is remedial in nature and can be described as " slow-it-down-
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and-make-it-more-concrete" (Cunningham & Allington, 1996).  The at-risk readers are 

separated from their more proficient peers, either in specialized classrooms or in separate 

instructional groups within the classroom.  The instructional activities in which they participate 

tend to be presented at a slower pace and in a more isolated fashion, emphasizing drill on 

specific skills (Johnston & Allington, 1991).   The children notice that their instructional 

activities are different from their peers' instructional activities (Dole, Brown, & Trathen, 1996). 

They begin to feel defeated, make little progress, and do not experience success (McGill-

Franzen, 1994).  They get further and further behind their peers.  Consequently, the teacher’s 

expectations that they will experience difficulty in learning to read are often fulfilled.  

Current challenges to the deficit assumption recognize that the children who are less 

successful than their peers with school literacy tasks have diverse racial, economic, and 

linguistic backgrounds (Allington & Walmsley, 1995).  These children often come from 

minority populations and low-income homes (i.e. eligible for free or reduced cost lunches), and 

score low on achievement tests (Dole, et. al. 1996).   They may be second language learners, or 

the discourse of their homes may be significantly different from the discourse in the school 

(Heath, 1983; Michaels, 1991).  Their language development is often delayed.  They may have 

less broadly developed declarative knowledge than their peers from mainstream families 

(Winne, Graham, & Prock, 1993).  Mainstream children, then, appear to know more because of 

their greater experiences with literacy.   

     Although these differences between mainstream children and at-risk readers are only 

evidence of varied experiences, the differences are frequently viewed as deficits, and therefore 

the causes of difficulty in learning to read. Instructional activities planned for these children 

reflect the perception that these children require a slower pace, an emphasis on discrete skills, 
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and repetitive drill.  Comparisons of proficient and at-risk readers indicate that at-risk readers 

have less wait-time for self-correction behaviors to take place and participate more often in 

instruction that is phonic-cue centered with little emphasis on meaning construction (Roller, 

1994).  Roller (1994) also found that even at-risk readers who made progress tend to stay on 

these types of tasks, with little shift to reading material that is more appropriate. These at-risk 

readers, then, are denied experiences that would support growth in literacy understandings.  

Allington and Cunningham (1996) assert that the slower pace of instruction ensures that the at-

risk readers continue to fall further behind their peers.  While peers continue to become better 

readers, the at-risk readers struggle to maintain their status, and consequently, the gap between 

the two groups widens (Stanovich, 1986).  

Student Perceptions 

     As children participate in classroom activities, they begin to develop a perception of 

themselves as literate individuals at school.   These perceptions influence their self-efficacy, 

their expectation of the outcome of their activity, and their judgment about the reasons for their 

success or failure (Shell, Colvin, & Bruning, 1995).  If children are successful with the tasks 

that are presented, they see themselves as capable members of the school literacy community.   

As they continue to experience success, they develop an expectation that they will succeed at 

future tasks, and they are motivated to participate in similar activities (Cohen, McDonell, & 

Osborn, 1989).  Children who repeatedly find literacy activities difficult, however, begin to 

perceive themselves as unable to succeed with the tasks that they are expected to complete 

every day.  This low self-efficacy may affect a child’s effort and persistence (Cohen, et al., 

1989) resulting in discouragement and the decision that there is no reason to continue to try to 

succeed.  While at first, these children attribute their failure more to their lack of involvement 
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with literacy activities than to their ability to succeed, as they experience repeated failures, they 

begin to attribute their lack of success to external factors such as luck, task difficulty, or the 

availability of help with the tasks  (Shell, Colvin, & Bruning, 1995). 

     Children’s expectations for the outcomes of their reading efforts are also affected by 

their success or difficulty in literacy activities.   If they repeatedly read difficult text that 

does not make sense to them, children develop a perception of reading as simply a matter 

of attempting to decode words, instead of as a process of constructing meaning.  Since 

they do not expect the text to make sense, they may not monitor their own comprehension 

and may, instead, read passively without accessing appropriate strategies They often 

disengage from the literacy activities and have more frequent off-task behaviors.  Hence 

the need for engaging reading and the opportunity to practice new skills and strategies 

within the context of teacher –guided,  supported flexible groups and with small peer 

groups (Paris & Oka, 1989). 

 

The Need for Engaging Supplemental Programs 

      At-risk learners need help in developing links from what they already know by 

bridging the gap between the text and background knowledge.  This connection can be 

made by relating the content of the text to personal experiences, enhancing meaning 

construction.   Almasi & McKeown, (1996) found that when teachers model a question-

the-author stance to support meaning construction, students were able to begin using 

open-ended queries to promote student dialogue.   Meaning construction followed 

personally relevant paths and learners began to bridge new information with their existing 

knowledge.  The lesson began with the teacher modeling the questioning process.   
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Students read segments of a text and then reflected on the reading in a group discussion 

by framing their own questions directed toward the author.      

      One way to support this bridging is by using literature that provides students with 

connected reading experiences.  Connected reading experiences include books with 

stories where students visualize themselves participating in the story as a character and or 

stories with characters they are familiar with.  Eldredge, Reutzel, and Hollingsworth, 

(1996) found that connectivity to the characters allowed the students to produce questions 

from their own perspective and thus improved comprehension. Goatly, Brock, and 

Raphael, (1995) also found that when students were taught to incorporate personally 

relevant information with questions generated from a reading selection responses were 

richer and meaning construction took place for all learners.  Connected reading 

experiences would include shared or guided reading, along with author studies.  This type 

of instruction would also allow learners to discover similar exposure to book language 

and engagement would be enhanced by familiarity to text, (Morrow, Sisco, & Smith, 

1992).        

       Story retellings can also be used to help the learner incorporate their own background 

knowledge with the text.  Initial attempts at retelling need to be supported by the teacher 

and, as students become more fluent in applying their background knowledge, the 

teacher’s role can be minimized (Morrow et al., 1992).  Another strategy used with 

retellings includes teacher modeling of a retelling while students add in details that are 

specific to their background knowledge.  Learners then model the process of the retelling 

to another student and help them incorporate into the retelling their background 

knowledge,  (Labbo and Teale, 1990). 
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Promoting High Engagement of Students 

     Bridging the gap between new text and background knowledge is not sufficient for at-

risk readers to be successful. Students must also be engaged with text in order to activate 

background knowledge and relate it to varying types of text.  High engagement with the 

text helps learners improve meaning construction and gain a sense of ownership in their 

own learning, (Almasi & McKeown, 1996).  According to Dole et al., (1996) this 

engagement can be accomplished through the use of text that is rich, vivid and related to 

the learner’s background. One strategy they found successful is story content instruction.   

Story content instruction focuses on pre-reading activities such as semantic mapping, 

previewing vocabulary, vocabulary discussion groups or writing activities, which include 

making predictions.     

      High engagement is enhanced further in classrooms that foster an environment where 

all student responses are valued and accepted by the teacher. Students do not search for 

the one right answer they think the teacher is seeking but rather they learn to search for 

the links that relate to their life and construct meaning based on this idea.  These links 

help the student to see the high utility value of the reading and this transfers over to other 

reading situations, (Dole et al., 1996).  Anderson, Chan and Henne (1995) found that high 

engagement with text promoted a positive student perception toward reading as a 

problem solving process as opposed to reading being viewed as work by the student.  The 

authors also found that switching the focus from task completion to problem solving 

helped poor readers become dependent in their learning.  High engagement with the text 

in their study involved a four-step process that students used daily.  During the reading 

phase students suggested questions to their inquiry group that they might have about the 
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reading.  Next the learners read the selected text within the group and often volunteers 

read aloud.  When questions arose during the reading peers helped each other to resolve 

the problem and this strengthened weak problem solving skills that at-risk students 

tended not to use before this type of instruction.  After the reading was completed 

students discussed questions that they still had and they focused on what strategies helped 

them to discover answers in the reading.  They also discussed what strategies didn’t work 

for them and why.     

 Supporting Student Dialogue and Collaboration 

      Activating prior knowledge and engaging learners can be a beginning to help promote 

better meaning construction but it can not take place in isolation or even between the 

student-teacher dyad.  Learning with these two elements needs to include student 

dialogue and collaboration.  Teachers will need to support student dialogue by giving 

students extended opportunities along with instruction on what and how to share 

information about a text.  The teacher will need to move away from being a manager of 

instruction and take on a new role which involves scaffolding (Goaltly & Raphael, 1992).   

       Students participating in collaboration will need to have the opportunity to try out 

new ideas in a smaller,  non-threatening environments and receive feedback from peers, 

(Labbo & Teale, 1990 ).  Dialogue will also help the learner negotiate and construct 

meaning from the text in personally relevant ways, ( Morrow et al., 1992).  Reciprocal 

teaching within collaborative groups is one way for students remain engaged in the 

collaboration process.  Goatly, Brock and Raphael, (1995) found that students who 

engaged in book club reading incorporated reciprocal teaching as a strategy in 

constructing their own meaning of a text.   According to the authors, student dialogue 
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was viewed as an additional source of learning and the teacher’s role as the only 

knowledge source was diminished.  Learners tended to find relevance in their own 

learning and consequently, engagement spilled over into the student taking on a greater 

role in managing their own learning.  Dahl (1993) also found that student collaboration 

and dialogue helped learners in the negotiation of writing.  Students who used dialogue 

tended to negotiate meaning and also the processes of writing.  Groups that had worked 

together many times also incorporated self-appraisal and this indicated that students were 

self-monitoring their learning. 

 Modeling, Explicitly Teaching Strategies and Scaffolding Use 

      At-risk readers need high engagement, collaboration, dialogue, stimulating text to 

read and help in activating background knowledge.  These elements help the learners to 

make meaning from the text they are reading.  These elements also need to be embedded 

in the explicit teaching of reading strategies.  When teaching the strategies learners need 

to see the value of using the new strategies and how this can apply to other reading 

situations (Danoff, Harris, & Graham, 1993;  Goatley et al., 1995 ).   

       According Dole et al., (1996) new reading strategies need to focus on procedural and 

conditional knowledge.  This is important for at -risk readers so that they can begin to 

learn to read on their own.  The authors describe the process of doing this with a 

modeling, coaching and fading away approach.  This scaffolding helps learners 

incorporate the conditional and procedural knowledge into their own group of personally 

effective reading strategies.   The teacher can use explicit cognitive modeling of the new 

strategy through story mapping, games, think-alouds, or retellings (Juel, 1996 ).   Labbo 

and Teale, (1990 )  assert that performance of the new task should be in an authentic 
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context so that learners might see how the new strategy transfers to other relevant 

situations. Examples of this might be reciprocal teaching, reading to younger children, 

the use of email for writing letters or writing books.   As the teacher moves away from 

being a transmitter of knowledge and more toward a facilitator of learning a social base is 

set up and three things tend to take place with regard to student learning:  first, learning 

occurs inside the interaction collaboration element, second; learning is meaningful and 

functional to students and they begin to see the utility value of strategies being taught and 

lastly, meaning is negotiated and not controlled by the teacher or the text (Goatly & 

Raphel, 1992).   

Repeated Reading and Sharing of Stimulating Text 

      The use of explicit teaching for reading strategies coupled with highly engaged 

students provides students with connected reading experiences which in turn increases 

fluency, (Nagy & Scott, 2000).   These authors also found that shared reading which is 

supported with dialogue and scaffolding by the teacher tended to improve comprehension 

and reduce oral reading errors for students.  Learning to use strategies in context is 

necessary so that learners can begin to generalize their use to other types of text.  This 

also helps the learners see the utility value of the strategy and this may help to maintain 

the strategy use with other types of text (Danoff et al., 1993).   

       Stimulating text where students become actively engaged and the use of repeated 

readings provide learners with the type of reading that makes incorporating the new 

learning more authentic (Therrien, 20004).  Students are able to improve vocabulary 

acquisition greatly with repeated exposure to the text and this almost doubles the effect 

when teacher talk and collaboration are added (Nagy, Herman  & Anderson, 1985). The 
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use of whole texts tends to pull in the other elements that make unsuccessful readers 

successful at incorporating strategy use.   

The Know-Its Approach to Small Group Supplemental Reading 

    Know-Its- The Link to Reading ® was developed by a Title 1 Reading Specialist.  

Understanding that children learn in different ways that they need to be engaged in the 

reading process was the impetus for creating the program.  As stated by Snow (1998) 

there are three major obstacles in learning to read:  (1) difficulty with the alphabetical 

principle; (2) failure to use comprehension skills and strategies; and (3) motivation.  The 

Know-Its program addresses these three obstacles as it intertwines meaning-based 

reading, writing, phonics, sight-words, comprehension, and fluency in motivational 

materials.  The program also has data to support significant outcomes for all readers in 

the classroom. 

     The Know-Its program begins with predictable books to establish the importance of 

meaning-based texts and the goal of reading.  Then the program implements explicit and 

systematic phonics, which is found significantly more effective than incidental, 

embedded, or whole-to-part phonics instruction (Stanovich, 2000).  However, this 

phonics instruction also includes reading with real text and writing.  Students engage in 

shared reading, direct instruction and practice with manipulative; therefore they are 

learning the concept or strategy in flexible ways and applying their new knowledge in 

different contexts.  For example, a stretch band is used to help the students understand the 

concept of blending and un-blending letters in a word.  By stretching the band and saying 

the sounds they gain understanding of the process with multiple senses.  These stretching 

activities also provide learners with instructional cues, which enhance thought (Clark, 
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2004) 

      Phonics is not an end to itself.  The purpose of phonics is to be able to unlock new 

words automatically so that metacognition is focusing on comprehension.   

Metacognition is simply thinking about your own thinking and strategically decoding text 

to make meaning.  This is what good readers do.  The Know-Its books are 

developmentally aligned to phonetic skills and are integrated with meaning-based 

strategies.  As students read the text in small groups the teacher points out strategies 

needed to decode words. The learners practice the strategy with magnet boards, 

manipulating the initial or final sounds and then apply the strategy when reading the text.  

This scaffolded approach allows the learners to work as apprentices, learning the new 

strategy without struggling (Vygotsky, 1978).  Later, the learners again practice the new 

skill or strategy in a different context such as a game or writing activity.  The flexible use 

of strategies and the practice of it make the program unique.  This notion is greatly 

supported in the literature as a necessary component of any reading program (Brown, 

2003; Many, 2002; Roehler & Duffy, 2000;).   

     The Know-Its program implements multiple reading strategies as it integrates meaning 

and phonics-based approaches.  Learners experience phonemic blending, structural 

analysis, sight word patterns, comprehension strategies and fluency as part of the 

complete program.  
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Methods 

Design and Participants 

     This research of the Know-Its supplemental reading program explored the use of the 

program in six, first grade classrooms over a period of 10 months.  The school, 80% 

Hispanic in population was situated within an innercity of 1.3 million people in the 

southwest.  The school also served as the center of the neighborhood community in 

providing services to families for preschool age children and adults earning GED 

certificates.  This school was selected for the project because of its diverse nature.  

Specifically, the research question for this study sought to understand the efficacy of a 

supplemental reading program in six, first grade classrooms and also to understand the 

teachers’ perspectives as they taught this supplemental program to a diverse group of 

students.   

     This mixed-method study included pre and post student test data from the DIBELS, 

observations and teacher interviews.  The teacher interviews were utilized to better 

understand trends in the data and confirm fidelity to the instructional model, Know-Its.  

The Know-Its supplemental reading program was taught in six of the seven classrooms.  

One classroom was randomly selected to be the control group.  This control classroom of 

20 students did not receive the treatment; however, they were taught with the core 

reading program and the core program contained a supplemental program, which was 

taught.  No children in the study were denied needed instruction; the control group 

instruction was linked to the core reading program.  The experimental group (N=94) 

received the methods and materials of the Know-Its program four days per week for 20-

25 minutes each of those days.  Each teacher in the experimental group completed a 3-
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hour training session for the Know-Its program prior to using it in their classroom.   

     This mixed-method approach served as an exploratory method to investigate this 

inquiry regarding the efficacy of a supplemental reading program. The use of random 

assignment of the subjects was also supported in other evaluation studies of supplemental 

reading programs (Brabham & Villaume, 2003; Center, Wheldall, Freeman, Outhread & 

Mcnaught; Santa & Hoien, 1999). The phenomena were further studied through the use 

of the qualitative interviews.  Lomax (1999) describes this approach to research as a 

“simple” experimental method, as the subjects were randomized.   At best this study is an 

analytical precursor to larger more complex studies looking at multiple variables.  

Pressley (2003) has also suggested that “true” experimental designs fail to show the true 

picture of program efficacy and that it is best to look at interventions and instructional 

practices as the key element in studies.  The Know-Its program focused on practice and 

interventions under teacher control and decision-making.   

Instruments 

     Data for the study consisted of the Dynamic Indicators of Basic Early Literacy Skills 

(DIBELS) subtests, teacher and student observations, and post teacher interviews of why 

and how the program worked for them.  The DIBELS pretesting was done the first week 

of school prior to any exposure to the experimental treatment.  Posttesting with the 

DIBELS was completed the last week of the school year.  Each child was tested 

individually on all five areas of the DIBELS.  The DIBELS subtests included:  initial 

sound fluency (ISF), phonemic segmentation fluency (PSF), nonsense word fluency 

(NWF), oral reading fluency (ORF) and word usage fluency (WUF).   

     A pretest/posttest model was used to analyze the data and a constant comparative 
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method was used to analyze the field notes and teacher interviews (Strauss & Corbin 

1990).   

 Findings  

     May outcome measures indicated that on three of the five DIBELS subtests the 

treatment group outperformed the control group.  The subtests from the DIBELS with 

significant gains were:  The word usage fluency (WUF), phonemic segmentation fluency 

(PSF) and nonsense word fluency (NWF).   

 
The word usage fluency (WUF) data chart is listed in table 1. 
 
 
TABLE 1 
Tests of Between-Subjects Effects 
 
Dependent Variable: WUF (Spring)  

Source 
Type III Sum 

of Squares df Mean Square F Sig. 
Corrected Model 9013.261(a) 3 3004.420 9.667 .000 
Intercept 17213.039 1 17213.039 55.383 .000 
Group (knowits) 2406.120 1 2406.120 7.742 .007 
wuf_f .070 1 .070 .000 .988 
group * wuf_f 5502.081 1 5502.081 17.703 .000 
Error 29215.269 94 310.801    
Total 220464.000 98     
Corrected Total 38228.531 97     

a  R Squared = .236 (Adjusted R Squared = .211) 
 
Note that the treatment group (Know-Its) was significantly higher than the control group 

with significance at .001 level.  The treatment group highlighted in blue indicates that 

their significance was at .007 while the control group scored at .000 

A test of normality was also used to control for equivalence in ability of all groups.  

A scatter plot of this is below to show the amount of variation in all scores. 

*Note that the Know-Its classrooms are indicated in blue, the group that did not use 
Know-Its is indicated in red.  The blue (Know-its) treatment significantly surpassed the 
red (control group). 
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R-Square = 0.26

WUF (Spring) = 28.18 + 0.67 * wuf_f
R-Square = 0.22

 
The nonsense word fluency (NWF) measures also indicated significance for the treatment 
group.  
 
TABLE 2 
Dependent Variable: NWF (Spring)  

Source 
Type III Sum 

of Squares df Mean Square F Sig. 
Corrected Model 30432.114(a) 2 15216.057 26.206 .000 
Intercept 3010.310 1 3010.310 5.185 .025 
Group (Know-Its) 4031.217 1 4031.217 6.943 .001 
nwf_f 30431.453 1 30431.453 52.412 .000 
Error 55159.162 95 580.623    
Total 310137.000 98     
Corrected Total 85591.276 97     

a  R Squared = .356 (Adjusted R Squared = .342) 
 
 
* The Know-its treatment group significantly surpassed the control group. 
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Lastly, table 3 indicates that the phonemic segmentation subtest (PSF) is significant for 
the treatment group (Know-Its) over the control group (non-know-its group).   
 
 
 
 
 
TABLE 3 
Dependent Variable: PSF (Spring)  

Source 
Type III Sum 

of Squares df Mean Square F Sig. 
Corrected Model 5347.045(a) 2 2673.523 15.996 .000 
Intercept 47046.399 1 47046.399 281.492 .000 
psf_f  (Know-its) 2783.567 1 2783.567 16.655 .003 
group 1236.662 1 1236.662 7.399 .000 
Error 18718.815 112 167.132    
Total 323589.000 115     
Corrected Total 24065.861 114     

a  R Squared = .222 (Adjusted R Squared = .208 
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*Note that there are very similar trends in the data from this subtest as it relates to the 
NWF subtest.  The scatter is very close at the beginning of the year; however, as time and 
instruction with Know-Its progresses, the Know-Its group surpasses the non-treatment 
group. 
 
 
       
Teachers’ Qualitative Responses to Know-Its  

     Post interviews and observational field notes were used as a way to capture greater 

understanding of the efficacy of the Know-Its program.  Again, it is important to 

remember that statistical significance has little meaning if you don’t have data to support 

the “how” and “why” of an evaluation study (Reinking and Alvermann, 2005).  This 

mixed-method study employed qualitative analysis of the field notes and teacher 

interviews to better understand how the program supported learning and why students 

achieved at higher levels in the treatment group over the control group (Strauss & Corbin, 
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1990).   A grounded theory methodology was employed to analyze the data and 

determine major themes in the teachers’ responses.   

     Seven major themes emerged across the interviews for all five treatment group 

teachers.  Three of the themes gave insight into “how” the teachers felt the Know-Its 

program worked and four of the themes gave insight into “why” it worked in their 

classrooms.  Each theme is described below with data to support these notions. 

The “How” of Efficacy for the Know-Its Program 

     All six teachers responded in “how” the program supported early literacy learning 

related directly to the organization of the curricular materials and the links to state 

standards such as the Oklahoma Priority Academic Student Standards (PASS). One 

example of this is noted below: 

 
“I feel confident as a teacher in knowing that this program 
(Know-Its) is supporting my students’ learning because of the 
references in each lesson to our Oklahoma “PASS” skills.  It 
is also easy to provide remediation for the same lesson to 
students who need this because of the additional materials 
which are also referenced to the state standards.” 
 

     Teachers also responded that the Know-Its program aligned well with their 

assessments, including the DIBELS.  Quick assessments within the program supported 

teacher intuition when students understood a particular strategy and were ready to move 

forward with new instruction. 

 
“The quick assessments in the program made me feel 
confident that my instruction was focused at the right pace 
and direction.  As a teacher this assessment tool was very 
valuable in knowing that my students were on the right track 
between my district’s large assessments which only occurred 
three times each year.  The Know-Its program was my 
barometer for assuring that my students were learning what 
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they needed to know to be successful readers.”   
 
 
     Lastly, teachers responded to “how” the Know-Its program worked in supporting early 

reading as it related to “No Child Left Behind” guidelines. The teachers reported that all 

of the areas in the National Reading Panel (NRP) report were supported.  These included 

the five areas of:  phonics, phonemic awareness, fluency, comprehension and vocabulary.  

An added bonus for “how” this program worked was the necessary link to writing. 

Students received flexible practice with reading strategies and spelling strategies, which 

then transferred to writing applications.   

     Insights into “why” Know-Its was effective are detailed below.  The common link in 

all four responses indicated that the organization of the materials and their sound 

curricular application to early reading supported a teacher’s multiple levels in a first 

grade classroom including support for remedial and English language learners.   

     All six teachers responded that the Know-Its program was just good teaching with 

basic reading skills and organization was the key of the program.  Teachers just needed 

an understanding of what strategy or skill they wanted to teach and the materials were 

organized in such a way to facilitate this quickly.  The examples of responses below are 

indicative of all six teachers who participated in the study.  

 
“I enjoyed having readily available materials at a moments 
notice.  I knew what I needed to help the students practice a new 
skill and the links to standards helped me a great deal.” 

 
“Most of my students come to me at all different levels and this 
includes E.L.L. students and some special education students.  I 
believe they benefit from this program (Know-Its) because it 
starts with the basics and progresses upward.  The games make 
it fun for them to learn and they don’t even know that they are 
practicing new learning.  I know why it is working because they 
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demonstrate the strategy or skill in different ways through 
writing, word sorting, or games.” 

 
“Children need hands-on activities and this program (Know-Its) 
provides the link from my small group instruction to real 
reading.” 
 
“Know-Its encourages kids to talk and share their thoughts.  It 
supported vocabulary development with small group instruction 
and writing activities.  It also supported decoding a lot because 
the kids learned skills to apply to unfamiliar words and they 
also learned how to use those new words properly when 
speaking, reading and writing.”   

 
 

Discussion 

     Supplemental reading programs have been explored and documented as a means to 

reach children most at-risk of reading failure in first grade (Allington & McGill-Franzen, 

1995).  Pinnell, Lyons, DeFord, Bryk and Seltzer (1994) provided a review of 

supplemental reading programs which looked at instructional models for at-risk first 

grade students; however, as some suggest there are mismatches in the study based on the 

five necessary areas of reading, namely, phonics, phonemic awareness, fluency, 

comprehension and vocabulary (Rasinski, 1995; Shanahan & Barr, 1995).  The link in 

practice which relates the studies deals not with the evaluation, but with similar results.  

These results suggest that it is not just the phonological instruction that impacts the 

learning for these at-risk students, but also the strategy instruction combined with it.  

Lovett, Borden, Lea’Lacerenza,  Steinback and De Palma also found this to be true in 

their study when they evaluated the paired methods of phonological instruction and 

reading strategies.  These authors state that it wasn’t the amount of time, but the approach 

that demonstrated positive responses for the children.  Know-Its provided these children 
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with such a combined approach and this was also supported through the teachers’ 

qualitative interviews.  Time spent on the program was a factor for teachers, since they 

felt they may have needed more time; however, Luftig (2003) reported in his study that 

time was the not the necessary element.  Student achievement was supported with even a 

small amount of daily instruction for the most at-risk readers.   There was a congruence 

with the Know-Its program and the core reading curriculum which also enhanced the 

outcome for the students.  Congruence was a large factor to consider because 

supplemental programs designed to enhance overall instruction for at-risk readers often 

do not provide this needed congruence and alignment with state standards.  This was 

found to be an issue with Reading Recovery (Tunmer & Chapman, 2003).  

     The key to effective supplemental and remedial reading programs is not just the 

incorporation of the five elements, but also the use of phonological and strategy-based 

instruction to improve outcomes.  According to Alexander (2003), reading is a 

multidimensional thought process that requires the use of reading and writing strategies 

to bring together the interplay of knowledge, interest and strategic processing.  Few 

programs are able to meet these instructional needs for early literacy.  As mentioned 

above the programs most cited in the literature include Reading Recovery, Reading 

Success, Direct Instruction Skill Plan, Early Steps, First Steps and after school volunteer 

programs such as America Reads (Fitzgerald, Morrow, Calfee, Venezky, Woo and 

Dromsky, 2002; Pinnell, Lyons, DeFord, Bryk, & Selter, 1994; Rush, 2004 and Santa & 

Hoien, 1999).  These evaluation studies cited stopped short in their examination of the 

efficacy of each program.  According to Reinking and Alverman (2005) it is not enough 

to indicate significant gains from test scores indicating that the program worked.  How 
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the program worked is probably the most needed element along with a strong theoretical 

model to explain the outcomes.  Not unlike another supplemental program, Fast Start, 

Rasinski and Stevenson suggest that supplemental programs have the greatest impact on 

first grade students who have yet gained fluency and have minimal sight word skills 

(2005).  Consequently, the population in the study added to the efficacy.   

     The Know-Its program clearly demonstrated that students performed better on 

standardized testing with this type of supplemental reading program.  What makes this 

research unique is the use of a mixed-method approach in understanding the “why” and 

“how” related to efficacy of the program.  Through the experiences of everyday life 

children learn about literacy as it is valued by their culture.  Children gradually master 

early literacy through their interactions with teachers and peers.  These interactions 

influence their conceptions as literate people and they become the lens through which 

they understand the world.  (Barton, 1994; Vygotsky, 1978).  

     The intent of this investigation was not to suggest that children should work only in 

literacy activities directly supervised by the teacher.  There is strong practical and 

research evidence that suggests that children derive many benefits from collaborating 

with their peer.  Rather the intent is to expand the lens through which these literacy 

events are viewed so that their complexity is appreciated and the consequences they have 

on individuals are better understood. 
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ABSTRACT 

This research investigated the importance of students’ intrinsic motivation on 15-year-old 

mathematics literacy in Canada while controlling for students’ gender and socioeconomic status. 

In order to provide a clear national picture of the effects of these variables, a large-scale dataset 

was used in the analysis. With the use of hierarchical linear modeling, school-level variables 

were used to explain between-school variability in mathematics literacy, and variability in school 

slopes of each contextual student-level variable in separate models. Consistent with prior 

research, intrinsic motivation was a significant positive predictor of mathematics literacy. 20% of 

the variability in mathematics literacy was attributed to schools. Principals’ perception of student 

behaviors affecting students’ learning was a significant school correlate in the between-school 

variability model. Schools where students feel more supported by their teachers are more 

equitable for students with different levels of intrinsic motivation. 
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Introduction 

“Curiosity is a basic propensity in human functioning” (Deci & Ryan, 1985, p. 245). 

Psychologists and educators have often observed that young children are intrinsically motivated 

to learn (Deci & Ryan, 1985). As students progress through school, however, their curiosity, 

interests and attitudes toward learning deteriorate (Harter, 1981; Hidi & Harackiewicz, 2000; 

Makri-Botsari, 1999). Specifically, their motivation, interests, and attitudes toward school in 

general and toward academic subjects such as mathematics, science, and reading, tend to decline 

(Eccles & Midgley, 1989; Wigfield & Eccles, 1992). What are schools doing to reverse this 

trend? How can schools nurture and strengthen students’ motivation, and ensure that our young 

adults leave the school system with the motivation and necessary skills to continue a life-long 

learning journey? 

The purpose of this study was to examine the student- and school-level correlates of 

mathematics literacy for young adults, at age 15, with a particular focus on students’ intrinsic 

motivation using data from the Programme for International Student Assessment (PISA). To 

accomplish the goal of examining both student- and school-level factors, hierarchical linear 

modeling (HLM) was employed. 

The Role of Intrinsic Motivation 

Self-determination Theory 

Deci and Ryan (1985) proposed the self-determination theory (SDT) where self-

determination is an essential ingredient of intrinsic motivation and that other extrinsic factors 

undermine intrinsic motivation. The SDT of motivation begins with the assumption that “humans 

are active, growth-oriented organisms who are naturally inclined toward integration of their 

psychic elements into a unified sense of self and integration of themselves into larger social 
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structures” (Deci & Ryan, 2000, p. 229). SDT focuses on three innate psychological needs for 

competence, relatedness and autonomy (Deci & Ryan, 1985). The results of these psychological 

needs are that humans have innate curiosity to engage in interesting tasks, to show competence, 

and to pursue relatedness with others in their social groups.  

Definition of Intrinsic Motivation 

In a classic paper, White (1959) argued for a different concept of motivation. He defined 

competence as one’s ability to interact efficaciously with his surroundings and that motivation to 

achieve competence is derived outside the primary drives and instinct. White posited an 

effectance motivation that is either inborn or learned. A person who possesses effectance 

motivation is curious to find out how the surrounding can be changed and what repercussions 

result from the change. Effectance motivation might lead a person to perform the task even if it 

does not increase his ability or chances of survival. By performing the task, he or she will gain 

satisfaction that exceeds what is necessary to get the work done. Intrinsic motivation is defined 

as the performance of a task for its basic contentedness rather than some external cause. An 

intrinsically motivated person engages in a task because he or she is interested in and enjoys it 

rather than because of external rewards and pressure. Intrinsically motivated tasks are the ones in 

which the reward is in the task itself. 

Operational Definitions of Intrinsic Motivation 

Intrinsic motivation has been operationally defined in many ways. The first approach 

builds on the definition that intrinsically motivated behaviors can occur without the presence of 

any external reward. The second definition proposes that intrinsic motivation is the essence of 

free will and is associated with feelings of interest, enjoyment, and autonomy (Deci & Ryan, 

2002). A common approach to the measurement of this operational definition is the use of self-
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reports of interest and enjoyment. In SDT, interest is an important aspect of intrinsic motivation 

because intrinsically motivated behaviors are the model of self-determined activity which are of 

interest to one’s intrinsic self, and therefore, perform without any separable reason (Deci & 

Ryan, 1991). Deci (1998) argued cogently that “intrinsically motivated behavior is done because 

it is interesting” (p. 149, as cited in Hidi, 2000). In the present study, intrinsic motivation for 

mathematics is operationally defined as students’ self reported interest and enjoyment in 

mathematics. 

Intrinsic Motivation and Educational Outcomes 

In many studies, intrinsic motivation has been associated with various educational 

outcomes across the age span, ranging from early elementary students to college students. Some 

of the studies have associated intrinsic motivation with the educational outcomes directly, 

whereas others have examined the effects on the relevant factors that have influenced intrinsic 

motivation; therefore, inferring that intrinsic motivation is a mediating variable in the observed 

relationship. 

Higher intrinsic motivation has been associated with higher recall and conceptual 

learning (Benware & Deci, 1984; Grolnick & Ryan, 1987; Vansteenkiste, Simons, Lens, 

Sheldon, & Deci, 2004) and higher creativity (Amabile, 1985; Amabile & Hennessey, 1992; 

Amabile, Hennessey, & Grossman, 1986). In other non-experimental study, researchers have 

found significant positive relationship between academic intrinsic motivation and achievement 

(Gottfried, 1985; 1990). Higher intrinsic motivation has been associated with affective outcomes 

including positive emotions (Ryan & Connell, 1989), satisfaction (Vallerand, Pelletier, Blais, 

Briere, Senecal, & Vallieres, 1993), and lower anxiety (Gottfried, 1985, 1990; Ryan & Connell, 
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1989). Finally, students with higher intrinsic motivation are found to have higher persistency 

(Vallerand & Bissonnette, 1992) and task involvement (Cordova & Lepper, 1996). 

Methodology 

Hierarchical Linear Modeling 

In the present study, HLM was used to model student- and school-level variables 

affecting 15-year-old mathematics literacy scores in Canada. Most educational research involves 

multilevel data structure where individuals may be nested within organizational settings 

(Raudenbush & Bryk, 2002). HLM is a useful statistical technique to analyze multilevel data 

where two (or more) sources of data, obtained from two (or more) levels of structure, are 

combined (Kreft, 1995). HLM allows the simultaneous modeling of student- and school-level 

factors while avoiding the problems of aggregation bias, misestimated standard errors, and 

heterogeneity of regression (Lee, 2000). A two-level HLM model, with students’ mathematics 

literacy scores modeled at the student-level, nested under schools at the second level, was run 

using HLM version 6.02 program (Raudenbush, Bryk, Cheong, & Congdon, 2004).  

An Overview of PISA 

The purpose of PISA is to measure how well young adults, at age 15, are prepared for the 

challenges ahead as they approach the end of compulsory education in the member countries of 

OECD (OECD, 2001). In order to achieve its goal, PISA is forward-looking, emphasizing how 

young adults apply their knowledge and skills to solve problems in authentic context, rather than 

the degree to which they have mastered a particular curriculum. Students completed a 

questionnaire while the school principals completed the school questionnaire. During the 

development of the instruments, the different cultural and educational contexts of OECD 
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member countries were taken into account in order to ensure that the instruments were 

internationally valid and sound (OECD, 2001, 2004, 2005).  

Results 

Preliminary Data Analyses 

The Canadian data was collected from 27953 15-year-old students in 1087 schools. There 

were 13748 female and 13469 male with 736 missing cases in gender. Variables that were 

statistically nonsignificant were dropped from the model. The results presented in this section are 

discussed with gender and SES controlled at the student level. That is, the between-school 

variability of these two student demographic variables is fixed at 0 in all the models. The results 

of each variable should be interpreted by taking into account other variables included in the 

model as well as their statistical properties. 

Null Model 

Students are found to vary significantly around their school means (t(1054) = 252.28, p < 

.001). The student-level variability in mathematics literacy is estimated at 5723.79 while the 

school-level variability is estimated at 1456.52. This yielded an intraclass coefficient of .20, 

showing that about 20% of the total variability in mathematics literacy could be attributed to 

schools (i.e. between-school variance). The mathematics intercept is 531.15 (SE = 2.11). There is 

significant variation in school means (τ00 = 1457.42, p < .001). 

Random Coefficient Model 

The mathematics intercept is estimated at 508.28 (t(254) = 167.60, p < .001). A one unit 

increase in intrinsic motivation increases mathematics literacy by 18.53 units (p < .001), 

controlling for other variables. A male student is predicted to score 10.22 units (p < .001) higher 

than a female student; a one unit increase in SES is estimated to increase mathematics literacy by 
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25.65 units (p < .001). About 17% of the variability in students’ mathematics literacy is 

explained by the variables modeled. 

School-level Correlates of Mathematics Intercept 

School-level correlates are used to explain between-school variability in mathematics 

literacy controlling for students’ intrinsic motivation, gender, and SES. Student morale has a 

significant positive effect (b = 8.58, p < .001), showing that as principals’ perceptions of student 

morale become more positive, mathematics intercept increases by 8.58 units. A one-unit increase 

in school mean students’ intrinsic motivation decreases the mathematics intercept by 12.53 units 

(p < .05). As principals’ perception of student behaviors affecting student learning increases by 

one unit, mathematics intercept increases by 5.23 units (p < .05). Altogether 35% of the 

estimated initial between-school variance is explained by the modeled school-level correlates. 

Random Intercept and School Slope Model 

Because the schools were found to have statistically significant intrinsic motivation 

slopes, further analyses were conducted to examine if the school-level correlates could explain 

the variability in the school slopes when gender and SES were controlled. As school mean 

students’ perception of teacher support increases, the effect of individual intrinsic motivation 

become less (γ12 =  -7.60, p < .05). The result also shows that individual intrinsic motivation has 

a greater effect on mathematics literacy for schools with higher principals’ perception of student 

behavior affecting learning (γ11 = 3.27, p < .01). The intercept for the intrinsic motivation slope 

is 21.34 (p < .001). There is still significant school variance in the intrinsic motivation slopes 

after conditioning for school-level correlates. 

Discussion 
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The null model partitioned the total variance in mathematics literacy into within- and 

between-school component. 20% of the total variance in students’ mathematics literacy is 

attributed to schools and there is significant variation in school means. Students’ intrinsic 

motivation is a significant positive predictor of 15-year-old mathematics literacy. At the student-

level, a one-unit increase in students’ intrinsic motivation increases mathematics literacy by 

18.53 units. This finding is consistent with prior non-experimental research that shows intrinsic 

motivation has a positive association with academic achievement (e.g. Gottfried, 1985; Vallerand 

et al., 1993).  

School-level variables were entered into the level-2 equations to account for between-

school variability in mathematics literacy. The model explains 35% of the estimated between-

school variance. As principals’ evaluation of student behaviors affecting students’ learning and 

student morale become more positive, the mathematics intercept increases. Mean students’ 

intrinsic motivation in the school has a significant statistical negative effect on mathematics 

intercept. This result is unexpected and inconsistent with previous research and more research is 

needed before any conclusion can be made. 

In order to identify school-level variables that could account for the variability in school 

slopes of students’ intrinsic motivation, the slope parameter was allowed to vary while 

controlling for gender and SES. Higher mean students’ perception of teacher support is 

associated with smaller differences in mathematics literacy between students with differential 

intrinsic motivation whereas higher principals’ perception of student behavior affecting learning 

is associated with larger differences. The results imply that there is less inequality among 

students with different intrinsic motivation in schools where students feel more supported by 

their teachers on average. Students with lower intrinsic motivation are likely to do better in 
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schools with more teacher support. As students have different levels of intrinsic motivation, 

teachers should try to build good relations with their students so that students with low intrinsic 

motivation can perform better academically. 

Limitations 

The results of the present study must be interpreted with caution for several reasons. 

First, using a large international database such as PISA 2003 for research has its advantages and 

disadvantages. The sample size is large; therefore, there is sufficient power to detect any 

associations that may exist in the population. Further, the sampling nature of the survey means 

that the results can be generalized to a diverse national student population. On the other hand as 

the purpose of the survey is to allow a wide variety of researchers to make use of the data to 

answer different research questions, the questionnaire items may be too general. Second, 

secondary data analysis of large national dataset does not allow causal interpretation of the 

school effects. That is, the HLM analyses on these students are correlational and 

nonexperimental. Although results in the present study have sometimes been described as 

effects, it could not provide empirical evidence of causal direction.  

Finally, the school-level variables were derived from the questionnaires completed by 

school principals, and there are several limitations that should be taken into account in the 

interpretation of the data. First, it is difficult to generalize from a single source of information for 

each school because students’ academic achievement is a multi-dimensional construct and is 

dependable on many factors. Second, principals may not be the best source of information in the 

school.  
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Conclusion 

The results of the present study show that students’ intrinsic motivation is positively 

associated with 15-year-old mathematics literacy. Student behaviors and student morale are 

positive related to school mean mathematics literacy. Schools with more positive students’ 

perceptions of teacher support in general are more equitable for students with different intrinsic 

motivation. Teachers should try to build positive relationships with students and try to meet 

students’ needs. Students who feel supported by their teachers in the schools in general are more 

likely to do well in academic achievement. Facilitating students’ intrinsic motivation can also 

improve their performance. 
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Abstract 

Edgar Schein (2004), organizational culture consultant to Fortune 100 companies, defines 

organizational (or corporate) culture, as the “shared basic assumptions about the correct way to 

perceive, feel and act” within an organization.  As such, culture can have an unseen but powerful 

impact on the success – or failure -- of organizational initiatives (such as sales or incentive 

programs, levels of individual empowerment, initiative or accountability, team cooperation, and 

more).   This paper and presentation will demonstrate two case studies in which a culture 

assessment workshop was used to facilitate organizational learning and leadership effectiveness.  

Specifically, in both cases through a culture assessment workshop, credit union leaders learned 

the key drivers of their respective corporate cultures, and used this knowledge to enhance their 

organizational success.  

The methodology used in the workshops helped senior managers of each credit union to 

“peel back the onion” of the three layers of culture, using a model developed by Schein (2004).  

The first level is comprised the artifacts that one can see which represent what is valued at the 

organization (e.g., office space utilization, meeting length, mission/vision statements, who 

comprises senior management and why, etc.).  Second are the espoused values, why insiders 

think and/or say they do what they do (e.g., we do such and such because we value employees, or 

the knowledge of our volunteers, or because we believe in planning).  The third and final level of 

culture is the underlying assumptions that truly drive how to act, think, and feel.  It is here we 

find the true cultural factors, and they stem from looking at the artifacts and espoused values and 

objectively asking why individuals within an organization really do what they do.  

Schein’s model of the “Levels of Culture” (2004, p. 26) identified above, and appended 

with this author’s addition of the “iceberg” metaphor, provides a framework for understanding  
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(see Figure 1).  The iceberg overlay demonstrates that although “Artifacts” and “Espoused 

Beliefs and Values” are above the surface and visible, the true meaning and drivers of the culture 

are the “Underlying Assumptions” which are bulk of the iceberg and unseen below the water 

line.  The phrase, “Swimming below the water line,” helps remind us to “dig deeper” when 

seeking to understand our culture, and was a continued theme throughout the workshops. 

Figure 1.  Levels of Culture illustrated by an iceberg, where Underlying Assumptions  
are unseen below the water line. 
 

 

 

 

 

 

 

 

In each case, as a result of the workshops, the credit union executives identified 

approximately ten key underlying assumptions, representing the true drivers and “rules” of their 

respective corporate cultures.  In each case, the workshop also led to the development of action 

steps to reinforce the desired cultural elements, discard the less favorable elements, and identify 

new factors that would be desired for the future culture.  This presentation will highlight the 

steps involved in the workshops, the specific findings for each organization, and broader lessons 

learned for the educational and consulting communities. 
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Abstract. This paper addresses the possibility and usefulness of introducing data mining to a 
general library science degree curriculum. Currently, I teach technology skills to school 
librarians in a graduate program that has just applied for accreditation to train all-purpose 
librarians. Consequently the program must define technology skills for an expanded 
curriculum, and compile data for a new accreditation. Assessment tools developed through 
the online software system Livetext currently supply accreditation data on student 
technology skills through rudimentary data mining. As the accrediting bodies ask questions 
that were unforeseen when the initial database was developed, new data mining goals will 
unfold. My paper will examine this process, especially the situation of data mining as a part 
of an expanded technology skill set for future librarians, and the possibility of using my work 
with LiveText as a model or case study for practical experience with data mining. 

 
 
1   Technology In the Curriculum of the Library Information and Media Studies 
(LIMS) Program 
Required technology skills for librarians who work in school libraries, or indeed any kind 
of library setting, are undoubtedly changing, but this larger issue will be addressed in this 
paper for a specific setting, Chicago State University (CSU), in regards to the ever more 
important issue of data mining. As library environments grow together through 
technology, the nature of librarian technology training may well impose more 
standardized expectations on the profession. As a result, CSU’s growth from an 
institution currently focused on school librarians, to one that addresses a range of 
proliferating technology skills for general purpose librarians, that is librarians who will 
be qualified for academic, public, and specialty libraries, may offer some insight to 
institutions facing similar issues.  
 
“Chicago State University opened it doors as a teacher training school in a leaky railroad 
freight car in Blue Island, Illinois on September 2, 1867.” (Chicago State University, n.d., 
para. 1). From these origins the school went through many permutations, first as a 
Normal school, then becoming the parent organization to the larger Illinois University 
system, a trajectory leading finally to the status of CSU as an independent university in 
1971. Along the way the training of teachers has always been a priority, and the College 
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of Education (COE) at CSU is the direct descendant of these many changes. For this 
paper, it’s important to note that the COE is part of an institution accredited since 1954 
by the National Council for Accreditation of Teacher Education (NCATE). The REEL 
Department within the COE is composed of Reading, Elementary Education and the 
Library, Information and Media Studies (LIMS) Program. It is the LIMS program where 
school librarians are trained in three streams, two of which are predominant, the Masters 
of Science in LIMS, and a track leading to an endorsement for students extending their 
existing teaching credentials to the library. The result is that LIMS is largely a graduate 
program. Currently I’m the professor responsible for the technology skills of all students. 
Significantly, before the end of 2006, the program will apply for accreditation to train 
general-purpose librarians who can work in academic, public, and specialty libraries.  
 
Accreditation in the United States is controlled by paraprofessional organizations. In 
order for the LIMS program to educate a wider range of librarians, the program’s 
application to the American Library Association (ALA) must suceed. There are six 
standards or objectives broken down into 19 goals and a process involving numerous 
stages, the first of which is pre-candidacy. The pre-candidacy stage alone can last three 
years with a possible three-year extension for a total of six years. During this time we 
must prepare for an initial visit from ALA. Even as we inaugurate this process, the 
NCATE accreditation process continues. NCATE requires that we monitor and compile 
statistics over four years for their next visit in 2011, and this process is itself undergoing 
a transformation from one set of standards to another. As a result we are currently 
preparing for NCATE’s visit through the utilization of rudimentary data mining 
technology with an online software system called LiveText. It will help the LIMS 
program rewrite all the reports and assessment instruments to fit new the NCATE 
standards and the ALA standards, a process that includes the translation of the old 
NCATE standards where appropriate, and the addition of new standards for other areas. 
For technology education within LIMS, the implications are wide-ranging. The three 
professors in the program and the chair must compile evidence to meet the standards and 
sub-standards of the two accrediting bodies in two ongoing accreditation processes. My 
task to teach technology is therefore tied to my ability to gather evidence that defines my 
work, and LiveText capabilities with data mining may well be the best way to achieve 
this task. Significantly however, the definition of this task is itself a process in flux not 
only because of the accrediting bodies’ changes, but also because of changes in the wider 
world of library practice. 
 
Technology for libraries is at a critical stage at the entire CSU campus. From the school 
librarians who participate in the LIMS program, to the librarians at the CSU Douglas 
library, there is the inescapable reality of technology-centered institutions replacing the 
older print and text based world that many current librarians favored when they entered 
the profession. For the LIMS program there are two key areas where this change has had 
an impact. First there is the campus environment and then there are the environments 
where LIMS students work or hope to work. 
 
In Fall 2006, the CSU Douglas Library inaugurated a robotic system that replaces most of 
the open shelves where print items were held. The robotic system finds books in large 
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metal containers and then librarians open these containers to get the items for patrons. 
Users who search the online catalog find that they are using both an automated system for 
searching and an automated book retrieval system for material published before 1995.  
Just as importantly, the online catalog accessible from the CSU home page anywhere in 
the world, or on campus via a Local Area Network (LAN), is one click away from 
accessing the bibliographic records of the entire I-Share system. I-Share is a system 
composed of 65 academic institutions, and this in effect makes the collections of the 
system’s 65 libraries available via interlibrary loan. Of course for specific items, 
restrictions regarding non-circulating materials will continue to limit access to distant 
physical locations, but despite this last impediment, the I- Share system brings the 
circulating print collections of these institutions together as if they were one large or 
virtual collection. As a result of the automated book retrieval system and the I- Share 
system, CSU students now access print materials in a highly automated system that 
largely replaces simple, physical movement. When we factor in that most up-to-date 
journals are now only accessible in electronic form at the CSU library, librarians and 
students at this campus confront a library environment that has become largely a web-
based system for searching and retrieval. As a result, it is only the act of browsing the 
shelves for books published after 1995 that ties the CSU library to the look and feel of the 
older print and text based world that lured many current librarians into the profession. 
 
The second major way LIMS student are confronted with change is through the 
institutions where they currently work or hope to work. LIMS students come from 
throughout the region, and like most US cities this means the central city is only part of a 
larger group of diverse governmental organizations. The Chicago Public School (CPS) 
system employs the largest amount of LIMS students, but the city itself is not as large as 
the rest of the region in either size or population. For example, while the city had a 
population of 2,896,016 in 2000, the region was home to 9,157,540 (Perry, et al., 2001, p. 
6-7). 
 
Consequently, LIMS students work in a wide range of technology environments. For 
example, while school libraries in Chicago are still institutions that do not share a single 
automated online catalog, or employ large amounts of web based tools, other school 
district libraries in the region do indeed possess significant web-based environments 
leading, for example, to centralized management of school collections, particularly for 
the purpose of maintenance, acquisition, and even retrieval. Even in the CPS system 
however, centralized collection development, maintenance and use has made a major 
inroad in the form of database collections shared throughout CPS, and these kinds of 
growing web-based resources can only be expected to grow in size and influence. 
 
Ultimately all the libraries of importance to LIMS students, from the CSU Douglas 
Library, to the libraries where LIMS students work or hope to work, all these libraries 
can be seen as comprising a range of technology centered environments, and in their 
diversity, these environments share one major feature. They are all subject to flux and 
change leading inevitably toward greater use of technology. In fact many would argue 
that most of these libraries will inevitably grow together through virtual, shared spaces 
(Webster, 2006). For these reasons, and for retaining NCATE accreditation, as well as 
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attaining ALA accreditation, the curriculum of the LIMS program is continually 
reassessed and updated, especially its technology component. So the technology skills 
librarians need are growing in importance even as the evidence that they have learned 
vital technology skills require ever more systematic collection and presentation, and it is 
this last issue that requires data mining for accreditation purposes. 
 
2   LiveText Online Software 
Here a quick word about LivetText software is in order. “LiveText is an electronic 
portfolio system that is accessible through the Internet. It is a file cabinet system, with 
data mining capabilities.” (Purpose of LiveText, 2005, para. 1). Essentially, the system 
facilitates interaction at education institutions, particularly collaboration, as well as the 
collection and grading of student work. It is in the latter element, student grading or 
achievement, where a simple form of data mining could come into play. LiveText 
compiles information on student achievement that allows analysis leading to simple, 
predetermined forms. Just as importantly, for legal reasons regarding the confidentiality 
of student grades, these reports are cleansed of individual markers to ensure privacy. 
Many integrated library systems accomplish similar tasks regarding use and circulation, 
especially in regards to the primacy placed on the privacy of patrons in the generation of 
data. Even so, despite these similarities in the generation of reports and the importance of 
privacy, some might not describe these actions as true data mining, but before I move on 
to the next section of my paper where I address the issues of definitions, let me simply 
state two things. As noted above, LiveText has data mining capabilities, and at present, I 
use LiveText to automatically compile statistics on my students’ works as measured 
against NCATE, and very soon, ALA guidelines. This means an outside reviewer will see 
data from semester to semester, or over longer periods, that reveals how students meet 
specific standards. At this stage in the use of LiveText within the LIMS program, data 
mining remains a possibility because LiveText software has the capability even if it does 
not require programming from users such as myself to generate reports. Ultimately, the 
greater data mining capabilities of the system will unfold as data compilation in specific, 
as yet unforeseen forms, comes into focus for the process of accreditation. The range of 
standards and sub-standards that must be met ensure that the data collected must indeed 
be carefully extracted and managed, and so data mined for accreditation purposes 
remains a possible future use. 
 
3   Data Mining Definitions 
Data mining as a practice within libraries operates under many understandings regarding 
use, and these various uses affect definitions. The ALA website has numerous things 
written on data mining. For example:  
 

Data mining is the practice of aggregating information about consumers' 
preferences and interests from a variety of sources, including cookies, 
stealth data software, voluntary purchases, and mailing lists, with the 
purpose of creating comprehensive profiles. Most often the profiles are 
used for targeted advertisements, but federal and local governments are 
also increasingly relying on data mining to assemble profiles to investigate 
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criminal and fraudulent activities (Tools Used for Collecting Online Data, 
2006, para. 5). 

 
This description of data mining is in keeping with many common understandings. Data 
mining emerged in business and has recently grown in importance to governmental 
agencies due to security issues in the US (US Government Accountability Office, 2005). 
The emphasis on consumers indicates both how data mining is so frequently used today, 
even as it reveals how libraries may well come to deploy it in the future, that is to more 
accurately predict the needs of library users as if they were consumers. Data mining 
might well be used in library settings for the creation of profiles to spot user patterns, and 
ultimately, to predict user behavior. Such complex analysis is dependent upon a key 
distinction. Data mining is not easily done from systems that currently manage library 
services. As Kevin Cullen notes:  
 

Data mining is performed in a data warehouse. While an operational 
database system like an integrated library system (ILS) is optimized for 
processing transactions (circulation, purchases, cataloging, etc), a data 
warehouse is optimized for analysis. This makes it easier to find patterns 
and avoid bogging down the transactional system (Cullen, 2005, p. 31). 

 
Cullen goes on to clarify that an ILS is not optimized for data mining precisely because it 
has other functions, hence his distinction between integrated library systems and data 
warehouses set up for the express purpose of data mining. Operational databases that 
libraries use to manage collections are set up to compile statistics on numerous elements 
but do not automatically lead to stand apart data warehouses whose purpose is to serve 
wide-ranging inquiries that are not currently part of the operational duties. 
 
The definition of these inquiries reveals an important rationale for stand-apart data 
warehouses. If ILS systems come with predetermined questions in Structured Query 
Language (SQL), actual data mining refers to more open-ended searches, something 
beyond that which SQL traditionally provides. In short, data mining asks questions that 
the database may not have been designed expressly to answer, even if the database or 
data warehouse was indeed set up to optimize analysis of the data. That’s why it is so 
useful for consumer behavior. A system with information on consumer behavior would 
be mined not to prove something already known about consumers and to provide 
statistics on this behavior, but to find patterns that exist in the data that were not 
suspected when the data was collected or compiled. Data mining techniques allow for 
computer-driven exploration of the data, hence admitting a more abstract form of 
interaction than SQL permits. 
 
Scott Nicholson, perhaps the most important source on data mining in libraries today, 
mentions a number of uses including the more traditional understandings centered on an 
analysis of patterns of user behavior (Nicholson, 2003b). In this area, that is patron 
behavior from the standpoint of the library, a central concern with privacy distinguishes 
the use of data mining from the business or governmental spheres. Significantly, 
Nicholson defines another vital use of data mining in libraries. His article, “Bibliomining 
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for Automated Collection Development in a Digital Library Setting”, describes research 
that deploys data mining to build a collection (Nicholson, 2003a). This is one possibility 
arising from bibliomining, a combination of data mining and bibliometrics. For the sake 
of clarity, here is the main definition he offers in that article. 
 

Bibliomining is the application of statistical and pattern-recognition tools 
to large amounts of data associated with library systems in order to aid 
decision-making or justify services (Nicholson, 2003b, p. 4). 

 
Data mining for libraries or bibliomining could be used to automatically build library 
collections through an analysis of materials, or it can be used for the more readily 
understood issue of defining user needs, something quite similar to tracking consumer 
needs in the business world.  
 
The process of accreditation in the LIMS program however, is not a library process and 
so falls outside of this definition of bibliomining. LIMS is involved in a process 
concerned with patterns of success in the education of librarians. As a result a more 
broadly defined definition from a respected scientific resource, the McGraw-Hill 
Encyclopedia of Science and Technology, may be of use. 
 

The automated process of turning raw data into useful information by 
which intelligent computer systems sift and sort through data, with little or 
no help from humans, to look for patterns or to predict trends (Data 
mining, 2005, para. 1). 
 

According to this part of a broad definition, my work with LiveText approaches data 
mining, as opposed to bibliomining. Significantly however, data mining with LiveText 
attempts to preserve the important aspect of privacy, something of great concern to 
librarians and the process of bibliomining.  
 
For these reasons, we can see LiveText and its data mining capabilities falls more within 
broader definitions of data mining. My use of LiveText was indeed set up to compile 
information on student grades and achievement, material set up to appear in easily 
readable forms and bar graphs in response to SQL, but there is the possibility of 
exporting the data and then utilizing this for as yet unforeseen purposes. As mentioned 
before, unforeseen demands from our existing data on student achievement is something 
to be expected whenever an accreditation process is set in motion. Hence work with 
LiveText approaches the common definition of data mining that emerges from business 
and governmental practices, with an emphasis on privacy similar to that found in library 
data mining or bibliomining, despite LiveText’s built-in SQL ability.  
 
4   Using LiveText to Illustrate and Define Data Mining for Teaching Librarians 
Technical Skills  
The definitions above clarify elements of the data mining process and its possible uses in 
the library, leading to an important conclusion. Librarians who already are facing ever 
more technologically oriented environments will at the very least encounter the products 
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of data mining. Even if librarians don’t perform data mining, it is hard to see how they 
can avoid the issue of profiling users to better serve them. Just as importantly, in an era of 
digital collections and libraries, librarians will inevitably encounter digital collections or 
libraries that were built as some level with techniques that include the use of 
bibliomining. As a result, at this stage in the development of the LIMS curriculum for 
librarians who can work in a wide variety of libraries, an introductory component on data 
mining will indeed be a useful addition. 
 
As there are so many possible uses of data mining, a practical, integrated curriculum 
component that introduces the concept would be a reasonable start. For this reason, my 
use of LiveText makes an interesting model. It is an operational system like those found 
in libraries, but it specifically has the capability of data mining built-in. This ability to go 
from an operational system towards data mining, neatly mirrors a process that many 
librarians may well soon confront in their work environment.  
 
Moreover, LiveText can utilize data mining on student work according to specific 
standards, an issue likely to interest any of the students involved. In the LIMS 
curriculum, an examination of LiveText would reveal how computer systems turn raw 
data into easily recognizable patterns and results through SQL. Data that tracks student 
success will naturally interest the very students who are the subject of the data because 
they can see how they are progressing within a class at LIMS. Just as importantly, 
students would see data not on themselves as individuals, but on entire classes because 
the reports are meant to conceal individual statistics for the sake of privacy. This is 
another important point for US librarians. Any data mining on library users or patrons 
will have to be conducted with an eye towards preserving privacy. The issue of insuring 
privacy in LiveText demands an action outlined by Nicholson in his article, The 
Bibliomining Process (2003). Therein he demonstrates how any category of data that 
leads to one person being classified alone in that category might allow one to cross 
reference guidelines, and thereby uncover the identity of that single individual. As a 
result, Nicholson proposes a careful structuring of categories to avoid this problem 
(2003b). Categories holding one person might well be a regular outcome of LiveText 
SQL regarding LIMS students because classes for graduate students in the LIMS program 
may only admit 20 students to a section, and very often these sections have far fewer than 
20. The results are reports where one person may stand out at a specific level of 
achievement within a single standard. Utilizing easily understandable examples from 
Nicholson’s work, one can see that standard LiveText reports that arise from built in 
SQL, should in fact be altered to insure future privacy.  
 
In brief, LiveText is an operational system, with standard SQL capabilities, that can work 
towards the development of data mining, especially with an emphasis on privacy. For 
these reasons, LiveText makes a useful model for instructing future librarians on data 
mining. It is an operational system with data mining capabilities and these two qualities 
make it similar to many standard ILS systems. Just as importantly I will use it for real 
world analysis in a way that will interest students because it will track their progress so 
they could be in a unique place to judge its effectiveness. And finally, it has features to 
ensure privacy that may fail, and so a cleansing of data to ensure privacy will become a 
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feature that can be demonstrated to students. This may well be a process that they will 
encounter any time they mine data on library users. Future librarians will inevitably 
encounter the products of data mining in their ever more technologically oriented work 
environments and LiveText may well be a simple, working model that can take some of 
the mystery away from this complex process. 
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Mind-Body Connection on a High Wire: A Cross  
Disciplinary Ropes Course Experience for Graduate Students 

 
 Aristotle espoused a mind-body holistic approach to understanding man. Few would argue 

with this idea today or think it profound, yet when we educate students we more often than not take 
Plato’s dualistic stance. Typically, we teach our content area and pay no mind to the whole learner. This 
past summer two classes from diverse graduate programs merged and melded to learn how to be leaders 
for a ropes course. Physical Education graduate students and students in a Counselor Education program 
together participated in the Challenge Course, co-led by an Exercise Scientist and a Psychologist. The 
course is intended to teach the Physical Education program graduates to lead a challenge course for school 
age children and the Counselor Education students are presented with an alternative mode of therapy. 

 The Physical Education majors typically approach the course as a means to learn a set of 
skills and new activities to use in their classes with the students. The Counselor Education students view 
the course as an extension of a group dynamics course and predominantly focus on the processing aspect. 
By combining the diverse classes the students had the opportunity to lead a group of participants who 
exhibited different modes of learning and thinking than their peers in their own discipline. This pushed the 
students to stretch themselves and observe a different perspective than their own in their area of study. For 
example the Physical Education students commented on how instructive it was to observe the Counseling 
students “processing” after the execution of an element. The Counseling students were initially 
intimidated by the Physical Education students’ physical prowess but learned that they still could 
contribute to the group’s success in completing a task. 

 The leaders divided the two classes into two separate groups equally divided, to include 
members from both disciplines. The groups were reassigned for the first three days with attention to 
placing individuals with particular personality characteristics or skills with a complementary individual in 
that group. The students were required to keep a daily journal and reflect on their experiences. Participants 
were asked prior to the course to compose their goals for the experience. The group was also required to 
compose group goals for the week. Each member of the class led a group at the conclusion of the week. 
Participants evaluated the leader and the leader did a self-evaluation as leader. Students also evaluated 
themselves as group participants.  

 This panel discussion will address the manner in which the class was organized and the 
rationale behind it. Journal readings from the students will be read and discussed as examples of the 
student reflections. The presenters will discuss the manner in which decisions about group composition 
and activities were made for the groups. This is the second summer that this course has been offered. The 
first year the classes remained separate with a section for counseling students and another section for 
Physical Education students.  This year, the interdisciplinary approach was tried because we found that the 
Counseling students had a tendency to over analyze and were deficit in leading groups in the physical 
domain. The Physical Education students lacked the process skill, but excelled in the leadership of the 
physical skill sets. The cross-disciplinary approach was found to be significantly more advantageous in a 
variety of ways. The feedback from the participants confirmed that the cross-disciplinary team-teaching, 
combined classes approach promoted much growth on cognitive, affective and behavioral levels. This 
feedback will be part of the discussion. The leaders will discuss with the audience mechanisms to 
implement such an approach at their challenge course and answer logistical questions. Open discussions 
will follow the panel presentation.  

Key words; ropes course, graduate students  & cross discipline  
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Abstract 
This paper presents a case study of the development of a training program that 

addresses needs of the microfabrication industry.  We conducted training needs 

analysis at the Microelectronics and Materials Technology Centre (MMTC) RMIT to 

identify skills and knowledge required in microscale fabrication of photonics 

modulators.  Six capabilities, each of which related to one of the steps in the production 

cycle, were identified and described in terms of vocational competencies.    

 
Introduction 

Over the last decade, there has been a continuously growing demand in microscale 

fabrication for highly qualified technicians who are skilled in a broad range of 

operations within the micro fabrication process. Microelectronics, Bioresearch and 

Photonics – all these cutting-edge industries are potential employers for this type of 

specialist. In Australia there is no Nationally or State accredited program that provides 

this training. The Microelectronics and Material Technology Centre (MMTC) at RMIT is 

one of the organisations that will benefit from such a program. During the past few 

years MMTC has successfully produced photonics modulators for various companies 

and organisations including defence and overseas partners. The Centre needs 

technicians trained in these particular technological processes to satisfy an increasing 

demand for these devices. The School of Infrastructure, Electrotechnology and Building 

Services (SIEBS) and MMTC have combined their efforts in the development of a 

training program.   
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To be able to work on the production of microscale devices a technician requires 

scientific knowledge that provides understanding of parameters, conditions and desired 

outcomes of technical operations, and extensive workplace training. Traditionally 

MMTC provided training for their postgraduate students to enable them  

to work on selected processes. Our goal was to design a program that would be 

available to young people with limited scientific knowledge, who wished to develop 

practical skills and gain employment in an area of emerging technologies.  

 

Our approach to this development included the designing of a number of competency 

units that reflected the whole production cycle.  Although our primary goal was to 

provide training to MMTC technicians, we believed the competencies ought to be broad 

enough to be applicable to other areas of emerging technologies such as bioresearch 

and microelectronics. The educational challenge of this task included translating the 

complex technological processes into a set of skills and knowledge that could be 

assessed at the workplace or in a simulated environment in a range of applications. 

The diversity of student backgrounds and levels also had to be considered.   

 

Microscale Fabrication Processes 
Microscale fabrication of photonics modulators includes six main processes: 

Photolithography, Optical Packaging and Testing, Vacuum Deposition, Electroforming, 

Micromilling and Dicing, and RF packaging and testing.  

 

• Photolithography.  This process requires competence in photolithographic 

patterning (spinning, baking, aligning, exposure, developing and etching). Pre-

requisite knowledge includes theoretical topics in optics and chemistry, such as 

image formation and diffraction; basic principles of spin deposition and 

chemistry of photoresist materials. This process also requires intensive practice 

in a Clean Room by the use of photolithography techniques to make various 

forms.  

• Optical packaging and testing. Optical “pigtailing” technique is used for 

attaching an optical fibre to a photonic chip. It requires competence in pigtailing 

and testing procedures including temperature cycling and mechanical stability.  

Other practical skills that need to be demonstrated include optical alignment 

and packaging. 

• Vacuum Deposition. This addresses basic principles of vacuum deposition. A 

competence in a range of deposition techniques including thermal and electron 

beam evaporation and DC and RF sputtering has to be achieved. 

2007 HICE Proceedings 
Page 1889



                                                                                                                                                                                                Page 3 of 13 
 
10/21/2006 

 

• Electroforming. This process uses photolithography techniques to create 

microscopic metallic forms.  It requires practical skills  in mould fabrication, 

electroplating and mould removal. 

• Micromilling and dicing. This process requires practical experience with tools 

including mechanical micromill, laser machining and precision wafer saws. In 

addition, basic knowledge of CAD-CAM and relevant software is necessary. 

• RF packaging and testing. This process requires competence in RF packaging 

techniques including chip mounting, soldering and precision wire-bonding, and 

RF testing procedures such as lab equipment calibration, measurement and 

interpretation of results. Technicians will also test the mechanical integrity and 

environmental validity of the packaged modulator.  

 

Competency Based Training 
Over the last few years Australian vocational education and training (VET) system  

has undergone significant change from module/subject based to competency based 

courses. A number of Training Packages (TP) have been developed by Industry 

through national Industry Skills Councils and other recognised bodies and enterprises. 

The majority of courses that are currently being delivered by training organisations are 

based on Training Packages. Each course includes a set of industry recognised 

competencies in a specific vocational area. A unit of competency describes skills and 

knowledge needed for effective performance in the workplace. These units are usually 

formulated in broad terms to allow implementation in various industry and workplace 

environments. The units of competency from one or more TP constitute a qualification. 

TP qualifications vary from Certificate I to Advanced Diploma level.  

 

Where needs of a specific industry or enterprise cannot be met by existing TP training 

an organisation can develop a course and accredit it within a State or Territory.   

The Victorian Qualifications Authority (VQA) is a government organisation that registers 

and accredits such courses. The VQA website states that accredited courses “are 

developed to address an education or training 'gap', where the required competencies 

are not covered by a Training Package.” Course developers must use TP 

competencies where possible. If there are no TP competencies that describe required 

skills, the course developers may write their own units of competency. 
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Development of a Unit of Competency for Microscale Fabrication 
Even though pre-requisite knowledge is an integral part of a unit of competency the 

emphasis of competency based training is on practical skills that have to be 

demonstrated and assessed. To develop the microscale fabrication course we have 

“translated” each of the fabrication processes listed above into a unit of competency. 

These units of competency place strong emphasis on hands-on processing skills with a 

very basic understanding of materials science, mathematics and engineering.  
 

A unit of competency, as defined by VQA, has seven components: 

 Unit code  

 Unit title – statement of the broad area of competency and expressed in 

terms of an outcome 

 Unit descriptor – Information relating to the purpose of the unit 

 Elements of competency – describe the functions a person is able to 

perform in the work area 

 Performance criteria – specifies what is to be assessed and level of 

performance 

 Range statement - required knowledge, organisational and technical 

requirements 

 Evidence guide – advice on appropriate context and scope of the 

competency application 
 

The following is an example of a complete unit of competency keeping a standard 

format and all necessary components.  
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Perform photolithography process in microscale fabrication 

Nominal hours 80 hours 

Field of Education 030101 Manufacturing Engineering 

 
1.   Unit descriptor 

This unit of competency sets out the knowledge and skills required for the 

photolithography process used in the fabrication of microelectronic devices.  

It introduces one of the basic operations used in the fabrication of microelectronic 

devices – photolithography process. This involves a sound underpinning knowledge of 

OH&S and clean room usage, photoresist material property and typical application of 

microfabrication components and equipments. 

  1.1 Licence to practice 

No licensing, legislative, regulatory or certification requirements apply to this unit at the 

time of publication. However, practice in this unit is subject to regulations directly related 

to occupational health and safety and where applicable contracts of training such as 

apprenticeships and traineeships. 

2.   Application of the unit 

This unit of competency is intended to apply to any recognised development program 

that leads to the acquisition of a formal award at Diploma level or higher. This unit 

applies in a manufacturing environment where photolithography process technology is 

used as part of the microtechnology manufacturing process. 

 

3.   Competency Field 

 Manufacturing Engineering 
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4. Elements Performance criteria 

1.1 Established OH&S requirements and risk control 
measures and procedures in preparation for the 
work area are followed 

1.2 Relate clean room classifications to usage and 
identify the clean room characteristics 

1.3 Identify the role of airlocks and curtains in clean 
rooms 

1.4 Identify risks in failing to maintain clean room 
conditions 

1.5 Enter a clean room using correct procedures 

1.6 Identify personal health issues related to work in 
the Microelectronic manufacturing industry. 

1. Maintain clean room conditions 

1.7 Identify chemical storage and waste disposal 
procedures 

2.1 OH&S requirements for carrying out the work 
are followed. 

2.2 The required equipment is set up to perform a 
photolithography operation according to industry 
safe working procedures. 

2.3 All preoperational equipments are checked and 
performed according to enterprise procedures. 

2. Set up equipment to perform required 
photolithography operation 

2.4 Checks on the systems are performed according 
to manufacturers’ specifications and enterprise 
procedures and rectified, if required. 

3.1 OH&S requirements for carrying out the work 
are followed. 

3.2 Select most appropriate materials for the 
required task. 

3.3 Prepare wafer by carrying out cleaning and 
dehydration baking 

3.4 Spin photoresist and ensure photoresist coating is 
applied homogeneously to the wafer. 

3.5 Apply baking process and heat the wafer to the 
required temperature for the pre-determined time 

3.6 Inspect the mask and ensure mask is clean.  

3.7 Apply Masking process to the wafer and ensure 
Mask alignment procedure is correctly applied to 
the wafer. 

3.8 Expose the wafer according to the correct 
procedure. 

3.9 Place the wafer for post-exposure bake under 
correct temperature. 

3.10 Place the wafer in developer bath for required 
development time, rinse and dry the wafer well. 

3. Perform photolithography process 

3.11 Checks are conducted to ensure the wafer is in 
accordance with specifications. 
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5. Required Skill and Knowledge 

5.1 Detail of required skills/knowledge associated with this unit 

Assessors should gather evidence to show that sufficient knowledge and skills 

have been demonstrated to identify all components of the photolithography 

process, their characteristics and appropriate applications in industry. 

An indication of the essential knowledge and skills required is given below: 

 
1. Related OH&S applicable to Photolithography  

• Chemical handling safety 
• Chemical processing 
• Waste disposal 
• Safety consideration for Common clean room procedure  

2. Clean Room Operation and Maintenance 
• Clean room classifications 
• General cleaning processing 
• Common clean room procedure: spinning, baking & 

developing resists. 
• Clean room equipment maintenance 

3 Optical theory 
• Basic concept 
• Image formation 
• Image diffraction 

4. Introduction of material for used in photoresist  
• Material property requirement 
• Common used materials 

5. Phtolithography process  
• Post-exposure bake 
• Develop 
• Hard bake 
• Develop inspect 
• Lithography 

4. Elements Performance criteria 

4.1 OH&S requirements for completing the work are 
followed. 

4.2 Work site is made safe in accordance with 
enterprise procedures. 

4.3 Wafer is checked and compared with 
specifications. 

4. Complete photolithography operation  

4.4 Wafer is verified as conforming to specifications 
and recorded according to enterprise 
procedures. 
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6. Photolithography Equipments: 
• Spin coater 
• Hot plate 
• Mask aligner 

 
 

 

5.2  Key Competencies 
The seven key competencies represent generic skills considered necessary for effective 

participation by an individual in the workplace. 

Performance Level 1 - at this level, the candidate is required to undertake tasks 

effectively. 

Performance Level 2 - at this level, the candidate is required to manage tasks. 

Performance Level 3 - at this level the candidate is required to use concepts for 

evaluating and reshaping tasks. 

 

Key Competency Example of Application  Performance 
Level 

How are ideas and information 
communicated within this 

competency? 

By obtaining and understanding processing 

procedures for photolithography and operating 

procedures for clean room equipment operations. 

2 

How can information be 
collected, analysed and 
organised? 

By locating and identifying characteristics of 

photolithography equipment and components from 

manufacturers’ specifications, manuals and 

technical data sheets. 

2 

How are activities planned and 
organised? 

By listing all equipment and materials required for 

the operation. 

2 

How is team work used within 

this competency? 

By consulting appropriate personnel to ensure that 

work is effectively coordinated with others. 

2 

How are mathematical ideas 
and techniques used? 

By identifying appropriate photolithography material 

and processes to achieve the required degree of 

wafer. 

2 

How are problem solving skills 

applied? 

By making decisions for dealing with unexpected 

situations through discussions with appropriate 

personnel. 

2 

How is use of technology 

applied? 

By selecting the correct method of photolithography 

to perform the required process. 

2 
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6.   Range Statement 
This unit of competency shall/may be used to identify all commonly used photolithography 

processes, their characteristics and appropriate applications in industry.  

The following variables may be present and may include, but are not limited to, the 

examples listed under the scope. All work is undertaken to state or territory legislative 

requirements. 

Variable Scope 
Appropriate personnel • supervisor 

• colleague 

• team leader 

• supervising engineer 

• teacher 

• laboratory manager 

 

Enterprise procedures • the use of tools and equipment  

• instructions, including job sheets & drawings  

• reporting and communication  

• manufacturers' specifications and 

operational procedures 

 

Occupational health & safety 
requirements 

• legislation 

• protective equipment 

• material safety management systems  

• hazardous substances and dangerous goods 

code 

• local safe operating procedures 

• awards provisions 

Environmental procedures • liquid waste 

• solid waste 

• gas, fume, vapour, smoke emissions, 

including fugitive emissions 

• excessive energy and water use 

• excessive noise 
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Variable Scope 
Resources and equipment • computer access 

• microscope 

• scientific calculator 

• Photolithography equipment data and 

manuals 

• Photolithography processes available 

• Clean room facilities  

• materials to used in a clean room operation 

• standard operating procedures for the 

workplace 

 

Photolithography equipment • Spin Coater 

• Hotplates 

• Mask Aligner 

• Microscope 

• Profilometer 

 

Materials • Photoresistive polymers/ developers 

• Substrates 

• Primers 

• Masks 

• Enchants 

• DI water/ dry nitrogen 
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7.   Evidence Guide 
The evidence guide provides advice on assessment and must be read in conjunction 

with the Performance Criteria, Required Skills and Knowledge, the Range Statement 

and the Assessment section in the course submission. 

7.1 Overview of Assessment 

A person who demonstrates competency in this unit must be able to perform common 

photolithography processes, and their characteristics and appropriate applications in 

industry. 

 
7.2 Critical aspects for assessment and evidence required to demonstrate 
competency in this unit 

Assessors should gather a range of evidence that is valid, sufficient, current and 

authentic. Assessors must be satisfied that the candidate can competently and 

consistently perform all elements of the unit as specified by the criteria, including 

required knowledge, and to be capable of applying the competency in new and different 

situations and contexts within the timeframes typically expected of the discipline, work 

function and industrial environment. 

 

In particular this shall incorporate evidence that shows a candidate is able to: 

(i) implement Occupational Health and Safety workplace procedures and 

practices including the use of risk control measures as specified in the 

performance criteria and range; and 

(ii) demonstrate essential knowledge and associated skills as described in 5.1 

of this unit;  

(iii) demonstrate a representative body of performance criteria within a 

timeframe typically expected of the discipline, work function and industrial 

environment; and 

(iv) demonstrate the ability to perform common photolithography processes, 

understand their characteristics and appropriate applications in industry on 

more than one occasion and in different contexts. 

 

7.3 Conduct of and specific resources for assessment 

Evidence should show competency when working in a realistic environment and a 

variety of conditions. The candidate will have access to all tools, equipment, materials 

and documentation required. The candidate will be permitted to refer to any relevant 

workplace procedures, product and manufacturing specifications, codes, standards, 

manuals and reference materials. 
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7.4 Context of assessment 

This unit may be assessed on the job, off the job or a combination of both on and off the 

job. Where assessment occurs off the job, that is the candidate is not in productive 

work, then an appropriate simulation must be used where the range of conditions 

reflects realistic workplace situations. The competencies covered by this unit would be 

demonstrated by an individual working alone or as part of a team. The assessment 

environment should not disadvantage the candidate.  

7.5 Interdependent assessment 

This unit could be assessed in conjunction with any other units relating to processes 

and  operations requiring the exercise of the skills and knowledge covered by this unit. 

 

7.6 Method of assessment 

Evidence can be gathered through a variety of ways including: 

• observation of processes and procedures; 

• oral and/or written questioning on required knowledge and skills; 

• testimony from supervisors, colleagues, clients and/or other appropriate 

persons; 

• inspection of the final product or outcome; 

• a portfolio of documentary evidence. 

 
Where performance is not directly observed and/or is required to be demonstrated over 

a period of time and/or in a number of locations, any evidence should be authenticated 

by colleagues, supervisors, clients or other appropriate persons.  

Questioning techniques should not require language, literacy and numeracy skills 

beyond those required in this unit of competency.  

The candidate will have access to all resources as described in 7.3 of this unit. 

Assessment should also reinforce the integration of the Key Competencies. 

7.7  Consistency of performance 

Assessors must be satisfied that the candidate can competently and consistently 

perform all elements of the unit as specified by the criteria, including required 

knowledge, and to be capable of applying the competency in new and different 

situations and context 
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Teaching and Learning 

Teaching methods in the Microscale Fabrication course are based on the integration of 

theory and practice. The students learn in the laboratory by observation and repetition. 

Flexible teaching methods are implemented where computer-based models have been 

developed. Short tutorial sessions provide an introduction to the basic scientific 

knowledge related to a particular process.  

 

Conclusion 
The training program in Microscale Fabrication proved to be highly successful. Positive 

student feedback and interest from various companies that use all or some of the 

microscale fabrication processes indicate that there was a need for this type of training.  

 

 

References: 
 

Accreditation and Training Packages, The Victorian Qualifications Authority 

URL: http://www.vqa.vic.gov.au/vqa/accreditation/packages.htm 
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Abstract 
 

 Data from teacher work samples of 88 clinical practice teacher candidates 
from a private university were analyzed to determine whether under the 
candidates’ tutelage their students achieved academic growth as evidenced by 
pre- and post assessments. Data indicated the P-12 students of the clinical 
practice teacher candidates made academic growth. When data were 
disaggregated per populations cited in No Child Left Behind (NCLB) legislation, 
academic growth was documented in each of the NCLB categories of 
IDEA/SPED, English Language Learns (ELL), Talented and Gifted Students 
(TAG), and students in Title I Schools. Data disaggregated by race and ethnicity 
indicated each population subgroup made academic growth. Analysis of growth 
by grade levels of early childhood education (ECE), elementary education 
(Elem), middle school (MS), and high school (HS) indicated students of the 
teachers in all levels of authorization made growth, also. Clinical practice 
candidates identified student-centered instructional approaches as the 
predominant approach for instruction, followed by teacher-centered, teacher-
student centered, project-centered, and the infrequently used student-project 
centered instructional approach. Analysis of various assessment practices 
indicated the most frequently used forms of summative assessment by clinical 
practice teacher candidates were student fixed-choice responses at the 
knowledge level, followed by student-constructed response at the knowledge 
level, and finally student-constructed response at the reasoning level. 
Implications of the findings as well as some challenges and benefits of 
monitoring P-12 student learning were discussed. 
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Looking at Work Sample Results Collectively and the Effect on P-12 Student 
Learning 

 
Introduction 

Documenting that teacher candidates can facilitate P-12 student learning 

is the bottom line in teacher education. Other criteria are important in examining 

the value of teacher education, but they directly or indirectly point to the ultimate 

criterion: teacher candidate efficacy in advancing student learning. 

The teacher work sample (TWS) is one way to explore if teacher 

candidates can facilitate P-12 student learning, but it is also so much more. In 

completing a work sample, teacher candidates learn about teaching and learning 

and demonstrate their ability to plan for instruction through their curriculum, 

assessment and instructional knowledge, and skills. The clinical practice 

candidates reflect and analyze their work. Additionally, the candidates 

demonstrate that they can report progress to students and their parents; and 

perhaps most importantly, they document that they can teach and their students 

can learn. One teacher candidate recently stated to his peers, “The work sample 

is not for the university, the cooperating teacher, the clinical supervisor, but for 

the students in your classroom and you.”  The knowledge gains for P-12 students 

and teacher candidate are cause for celebration among teacher candidates 

examining the effects of their work. 

Review of Literature 

 Teacher work sample methodology (TWSM) is an outgrowth of standards-

based curriculum for teacher education (Girod, 2002). It was conceptualized as a 

means to connect teaching and learning meaningfully and to document student, 
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candidate and unit work systematically. “TWSM presumes that teaching will lead 

to learning and that the knowledge and skills needed to help all children 

accomplish designated learning outcomes of importance are in place” (Schalock, 

2002, p. 51). Foundational to the TWSM framework is that teacher candidates 

are responsible to bring about learning gains in all pupils (Brodsky, 2002). The 

teacher work sample is an exhibit providing evidence of a candidate’s ability to 

design, implement, and assess standards-based student learning and reflect on 

that learning process in a meaningful manner (Renaissance Partnership Project, 

2004). As with other systems for candidate evaluation, it is a primary data source 

that grew from research on teaching (Danielson & McGreal, 2000), can be used 

to screen out unqualified candidates from certification (Haefele, 1993), and it 

provides an opportunity for data-driven improvement (Schmoker, 1999) of 

candidates and their students. It is documentation of candidates’ teaching and 

learning knowledge, skills, abilities, competence and professionalism (Wandberg 

& Rohwer, 2003). Since TWSM is standards-based, it facilitates internal 

alignment of instructional strategies and classroom assessments that reflect the 

language and intent of the standards (Drake & Burns, 2004). The TWS provides 

documentation that candidates have gained the knowledge and skills taught in 

the teacher education program to become competent teachers and that the 

candidates’ students have made academic gains during the time period the 

candidate was responsible for their learning opportunities required by standards 

of The National Council for Accreditation of Teacher Education (NCATE). The 

TWS can also provide evidence a candidate can establish scaffolds for complex 
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skills and procedures that accommodate the current diversity in our classrooms 

(Glasgow & Hicks, 2003). 

The Study Context 

The study was conducted at an NCATE-approved school of education at a 

private institution with an enrollment just over 3,000 students. The teacher 

candidate work sample is a requirement of the university’s state law and was 

implemented over ten years ago. The law requires that work samples be 

completed for each level of authorization (ECE, ELEM, MS, HS) that the 

candidate is seeking, be based on the state curriculum standards, include at 

least 10 lessons, and be of two weeks duration. The work sample includes 

demographic data about the classroom and the school, pre and post 

assessment, and plans for reporting student progress. The work sample 

requirement was nested in the School of Education’s (also referred to as the unit) 

comprehensive assessment plan that included 20 clinical observations as 

formative assessments and four formal evaluation conferences, video recordings, 

dispositional assessments, standardized tests, standards for grade point 

averages, and many other assessment protocols.  

During the first decade of using work samples, the unit had carefully 

tracked the scores assigned by clinical supervisors to the work sample and even 

conducted studies to make sure that the scores on the second work sample 

improved, as anticipated, from the first work sample. Unfortunately, resource 

limitations always put the P-12 learning results as a lower priority, leaving this 

aspect of the work sample data unexplored. The authors conducted a preliminary 
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study regarding P-12 student academic growth resulting from TWS instruction in 

the spring of 2005 to examine the feasibility of a larger study. Twenty work 

samples were examined by the authors to determine if student growth was 

occurring as measured by the various assessment practices employed by 

teacher candidates. The results of that study can be found in Table 1. 

The preliminary study reinforced the authors’ concerns about trying to 

summarize the P-12 student achievement given the many variables. However, 

exploring the meaning of all this work and trying to capture the effect of teacher 

candidates on learning for accreditation and program evaluation seemed 

appropriate as long as the limitations of the study were clearly presented. The 

preliminary study involved 610 students, and 93% made academic growth. Table 

1 shows the diversity of the classrooms, but achievement results were not 

reported by program or race/ethnicity categories. The preliminary study resulted 

in new research questions related to TWS assessment and instructional 

practices and disaggregated data by NCLB program and race/ethnicity 

categories.  

This paper focuses on one teacher education unit’s effort, including the 

related benefits and challenges, to examine P-12 student learning through 

reviewing the results of the teacher work sample.  A snapshot of the experience 

of one teacher candidate will build the context behind the study. 
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Table 1  Candidate Clinical Practice Impact on P-12 Learning in 2005 
Work 
sample 
# 

%Improvement  
from  
Pre to Post 
Assessment 

% P-12 
Students 
Improving 

Diversity in the Candidate’s Classroom  

1 41.25% 90% 2 Hispanic, 1 African American, 1 German, 3 
ESOL (20 students total) 

2 53.7% 100% Majority Caucasian (18 students total) 
3 21.11% 88.89% 5 ESOL, 2 IEP, 2 TAG (18 students total) 

4 45% 100% 6 ESOL, 4 IEP, 50% Free/Reduced Lunch (27 
students total) 

5 16.24% 84.44% 38 Caucasian, 3 African American, 4 Asian, 4 
Hispanic, 2 IEP (49 students total) 

6 31.05% 96.77% 10 IEP, 73 Caucasian, 7 African American, 6 Asian, 
2 Other (88 students total) 

7 31.48% 96.3% 20 Caucasian, 2 Asian, 2 Multi-ethnic (28 students 
total) 

8 81.44% 100% 
26 Caucasian, 2 Hispanic, 2 Asian, 2 ESOL, 15 
TAG  
(30 students total) 

9 13.04% 43.48% 22 Caucasian, 1 Asian (23 students total) 

U
nd

er
gr

ad
ua

te
 - 

B
.A

., 
B

.S
., 

B
.M

.E
. 

10 56.26% 96.77% 15 Hispanic, 13 Caucasian, 3 African American,  
15 ESOL, 6 IEP (31 students total) 

11 46.34% 100% 16 Caucasian, 4 Filipino, 2 Japanese, 2 Hispanic, 
 5 Multiracial (29 students total) 

12 42.78% 96.67% 3 of ethnic background  
(30+ students total) 

13 48.46% 100% 3 ESOL (speak primarily Russian), 1 IEP  
(30 students total) 

14 20% 85% 50% Caucasian, 25% African American, 20% 
Hispanic, 5% Asian., 13 IEP (62 students)  

15 46.04% 100% 
7 languages spoken: English, Romanian, Russian, 
Chinese, Cantonese, Spanish & Vietnamese; 2 
ESOL 
 (26 students total) 

16 44.84% 100% 20 Caucasian, 11 Minority, 3 IEP (31 students total) 
17 57.25% 100% 2 IEP (20 students total) 

18 31.36% 90.9% 4 ESOL, 19 Caucasian, 3 Russian, 2 Asian  
(24 students total) 

19 73.85% 92.31% Information not available 

G
ra

du
at

e 
– 

M
.A

.T
. 

20 19.42% 92.31% 5 IEPs: Vietnamese, Lebanese, other ethnic groups 
 (26 students total) 

 

Case Study 

MK, a Master of Arts in Teaching candidate, was assigned teach English 

in a very diverse, lower socioeconomic (SES), urban, Title I high school with a 
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NCLB annual yearly progress (AYP) designation of “Not Met” in the “All Students” 

category in language arts. The work sample lessons were focused on the novel, 

The Secret Life of Bees. The pre and post assessment was a constructed 

response opportunity for students designed to assess knowledge, reasoning, and 

product levels of learning. The work sample included formative assessments in 

the form of packet check-in dates and chapter quizzes. Quiz results indicated 

that students were making progress, and packet check-in helped the students 

stay on the successful side of the mounting work load. The effect of such 

structure in the classroom was a tremendous change in the homework 

completion rate. Homework completion rate was 20% for the regular classroom 

teacher, while the clinical practice teacher was able to encourage 80% of the 

students to complete their homework, according to the university supervisor’s 

data. Of the 24 students in the class, 21 (87%) achieved growth between the pre 

and post assessment. All English Language Learners, African American/Black, 

Asian Pacific Islander, and Hispanic students in the class demonstrated 

academic growth.  

The university supervisor offered this comment in one of the observation 

evaluations. “MK, you have learned to articulate high expectations and to allow 

some flexibility in how each student arrives at completion of the assignment,” 

and the cooperating teacher offered, ”MK, has earned the respect and trust of 

the students. Directions for the activity were clear and included goals and 

assessment points. Assessments included packet collection and student 

polling.”  Excerpts from the reflections by the teacher candidate stated,  
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It was a challenge initially to balance structure and flexibility and content 

and instruction for all students……I realized early on in my student 

teaching that what I teach does not supersede how I teach. These 

concomitant skills must complement and support one another for me to be 

an effective educator…While I recognize and respect the uniqueness of 

each student, I do not always know the best way to help them be 

successful…throughout the program I have developed strategies to make 

earning more accessible…Believing every student had the potential to be 

successful was a guiding force in my student teaching. The goals I set for 

myself as an educator and for my students as diverse learners untied the 

knowledge and theoretical foundations built at the University…I am an 

advocate for my student and an educational leader in thought, word, and 

action. (MK, 2006) 

This description of one teacher candidate’s experience is intended to help 

the reader become better acquainted with the essence of the work sample 

methodology. 

Research Foci and Study 

The study attempted to investigate responses to the following research 

questions: 

1) Do teacher candidates promote K-12 student academic growth? 

2) Do teacher candidates promote growth in all NCLB categories of 

students? At all Grade levels? 

3) Are various instructional approaches used to promote student growth? 
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4) Do teacher candidates use various assessment practices to capture 

student growth? 

The work samples of 88 teacher candidates were included in the study. 

The work samples were scored by the university supervisor and are archived in 

the work sample storage. Teacher candidates submitted a summary report on 

their work samples that included grade level information, subject(s) taught, state 

standards, assessment and instruction methodologies, and demographic details 

on the students. These work samples were taught in the spring semester of 2006 

during the 15 weeks of full-time student teaching. The work samples were 

focused on various state curriculum standards in various disciplines as displayed 

in Table 2.  

Table 2 88 Work Sample Topics by Academic Discipline 

Discipline Percentage 
Science 26% 
Social Science 24% 
World Languages 1% 
Health and PE 4% 
Language Arts 24% 
Math 21% 
 

Thirty-two of the teacher candidates were undergraduate students, and 56 

were graduate students. These 88 work samples involved 1,907 K-12 students, 

275 who were English Language Learners (ELL), 163 were identified as Talented 

and Gifted (TAG), and 180 had been identified for special education services. 

Thirty-three percent of the students were in schools categorized as Title I. The 

1,907 students were distributed across the various levels of licensing 
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authorization: ECE, 35%; ELEM, 32%; MS, 3%; and HS, 30%. Table 3 shows the 

distribution of the race and ethnicity of the 1,907 students in the study. 

Table 3 Distribution of the Race and Ethnicity of the P-12 Students 

Category Percentage 
Asian /Pacific Islander 8% 
American Indian/Alaskan Less than 1% 
Black/African American 7% 
Hispanic 13% 
White 64% 
Unknown 8% 

 

Results 

The following are answers to the research questions guiding this 

investigation. 

1) Do teacher candidates promote K-12 student academic growth? 

In reviewing the assessment results for individual students as reported by 

the teacher candidates, 92% of the students demonstrated some form of 

academic growth. The assessments used in the work sample were teacher- 

candidate developed or publisher-developed and varied greatly from multiple 

choice to observation protocols. This was a limitation of examining how effective 

teacher candidates were in promoting the academic growth of P-12 students. 

2) Do teacher candidates promote growth in all NCLB categories of 

students?  At all Grade levels? 

While this was not a study about the amount or type of academic growth, 

which are crucial variables in examining the performance of P-12 students, 

assessing growth and non-growth provides some relevant data. Data indicated 

that there was no significant statistical difference (p < .05) in the growth amongst 
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various racial and ethnic groups, special education students, English Language 

Learners, or students in poverty. Table 4 shows the percentage of students 

making growth when disaggregated by NCLB related categories. 

Table 4 Percent of Students Demonstrating Academic Growth by NCLB Category 

Category Percentage 
English Language Learner 89% 
IDEA 89% 
TAG 92% 
Students in Title I Schools 92% 
 

The disaggregated data by race and ethnicity, as displayed in Table 5, 

show no significant difference (p < .05) from the performance of the entire group 

of P-12 students. 

Table 5 Percent of Students Demonstrating Academic Growth by Race and 
Ethnicity Category 

 

Category Percentage 
Asian /Pacific Islander 92% 
American Indian/Alaskan 100% 
Black/African American 93% 
Hispanic 90% 
White 92% 
Unknown 93% 
 

Data disaggregated by level of licensing authorization reveal a similar rate 

of achievement across all groups and was statistically significant at p < .001. 

Table 6 displays these data. 
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Table 6 Percent of Students Demonstrating Academic Growth by Authorization 
Level 

 
Authorization Level Percentage 
ECE 89% 
ELEM 93% 
MS 92% 
HS 95% 
 
 

3) Are various instructional approaches used to promote student growth? 

Teacher candidates were asked to report the dominant instructional 

strategy in their work sample among three choices:  1) Teacher-centered; 2) 

Student-centered; and 3) Project- centered. Examples of each category were 

provided on the reporting form to clarify the terms. Respondents were unable to 

label one dominant strategy, since work samples are evaluated on the use of a 

variety of instructional strategies. Therefore, the data in Table 7 are presented 

with combinations of categories to reflect more accurately patterns in the teacher 

candidates’ reported data. Analysis of these data was statistically significant (p 

<.001) with most reporting a student-centered dominant instructional strategy. 

Table 7 Percent of Students Experiencing Various Instructional Strategies 

Category Percent 
Teacher-centered 27% 
Teacher and Student -centered 6% 
Student-centered 62% 
Student and Project-centered 1% 
Project-centered 4% 
 

When student growth data are reported based on the work sample 

instructional method, more than 90% of the students made growth across all 

instructional strategies (p < .001).  
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4) Do teacher candidates use various assessment practices to capture 

student growth? 

Using a matrix of assessment practices based on the work of Richard J. 

Stiggins, teacher candidates reported that three forms of assessment were most 

commonly used. Those assessments and achievement targets were:  1) selected 

fixed choice response at the knowledge level; 2) student-constructed response at 

the knowledge level; and 3) student constructed response at the reasoning level. 

Discussion 

 While these data support the hypothesis that academic growth is achieved 

under the tutelage of clinical practice students, there is still a concern that 8% of 

the P-12 students did not demonstrate academic growth. This finding should be 

investigated to determine why growth was not demonstrated in all students.  

 Clinical practice students varied assessments and instructional 

approaches. However, the question remains whether there is enough variability 

in those assessments and instructional approaches. Can the students be 

encouraged to explore a greater variety of assessments and instructional 

approaches when completing the teacher work sample, or do the attempts to 

secure more quantitative data encourage more narrow approaches to 

assessment, and will best practice in assessment be redefined? 

Examination in the assessment and instructional approach areas should 

attempt to determine why a greater percentage of students at the high school 

level showed more growth than students at the ECE level. Could this be a factor 

of limited assessments available with the ECE student?  
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This investigation revealed benefits for P-12 students, candidates, and 

parents. The P-12 students benefited, as they were provided clear and 

appropriate learning targets. Additionally, students benefited when formative and 

summative assessments informed the instruction of the clinical practice 

candidate. 

Candidates benefited from a climate of clear expectations, accountability, 

and inquiry inherent in completion of the work sample, and the development of a 

sense of efficacy when examining the academic growth of their students. 

There are also benefits to the parents of the students under the tutelage of 

clinical practice candidates. Parents are given data regarding their student’s 

academic growth which can help build credibility of the candidate.  

Lastly, monitoring P-12 student learning documented for the school of 

education unit the value added by its teacher education program and the use of 

an assessment practice directly related to authentic teacher work.  

 It is recognized this study has limitations that should be considered when 

reviewing the findings. Assessment practices in the TWS varied widely, leading 

to inconsistent measures of student academic growth. Additionally, self-report 

data have some potential for increased error. However, the data were consistent 

with the TWS P-12 student performance data. Although attempts were made to 

define the terms used for instructional and assessment practices, there was 

potential for candidate misunderstanding of the terms. The last limitation is an 

outgrowth of binary assignment of student growth. Narrowly defined categories 

do not allow for nuances present in assignment of ratings.  
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and practices by which to reinstate and rejuvenate Indigeneity in colonial contexts.  
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Executive Summary
“Canada could experience a one million worker shortage by the year 2020, but for 
some sectors, shortages already exist.”  - Conference Board of Canada

“Jobs are there and they will be there in the future, if businesses can stay in business.  
And that hinges on having enough skilled people.” - Toronto Star

“Critical talent is scarce, and about to become much more scarce because of two 
looming trends: the retirement of the Baby Boom generation and a growing skills gap.” 
- Deloitte Research

“By 2020, Canada could be short a million workers.” - Stats Canada

Everyone knows that Canada is facing a serious labour shortage.  This shortage isn't 
occurring due to a lack of people.  The problem is the lack of skilled people – those 
without the necessary skills and education to successfully work in a trade. Companies in 
the market for new employees are not just looking for the willing, but also the able.

The Aboriginal population, in particular, faces a number of roadblocks to pursuing a 
career in the trades.  Below average education rates and insufficient workplace skills 
make it difficult to find work.  Stats Canada cites that only 10% of Aboriginals hold a 
high school diploma – a common requirement for the trades.

Hence, the task for educators and educational institutions is to provide the necessary 
preliminary skills to prepare these individuals for a career in the trades.  There are a 
number of characteristics of traditional educational models that hinder the pursuit of 
education and training. Addressing these would lead to better employment outcomes for 
those either unemployed or under-employed.

In answer to the labour shortage and the plight of Aboriginal Canadians, a private sector 
partnership presented a proposal for an alternative learning model to the National 
Research Council of Canada (NRC).  This group consisted of software developers, 
ShirWin Knowledge & Learning Systems Inc., of Alberta, in collaboration with content 
developer O'Connor Educational Consulting, of New Brunswick, and Genesis Group, a 
Nunasi Corporation subsidiary, of the North West Territories.  These three organizations 
comprised the development team for a proof of concept. For more information on the 
rationale behind the overall project and its scope, contact Debra Greig at 
debra@shirwin.com.

This document briefly provides an overview of the project's first phase, the proof of 
concept, and offers graphical descriptions of some of the key features included in the 
instructional model.  We also describes a new paradigm for trades preparation in 
Canada.
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Project Background
The Interactive Apprenticeship Study Project…Aboriginal Theme is a multi-phase 
project beginning with the development of the software architecture necessary to 
support a new learning model.  Phase 1 has culminated in a proof of concept, which will 
be used to secure funding for subsequent phases. 

The Industrial Research Assistance Program (IRAP) of the National Research Council 
of Canada supported this first phase. Other research sponsors included the Department 
of Indian and Northern Affairs (DIAND), and Agriculture and Agri-Food Canada. The 
overall project spanned sixteen months beginning in December 2004 and was completed 
on March 31, 2006. 

The goal of the project was to develop interactive learning technologies to deliver 
comprehensive, apprenticeship study materials for Aboriginal (First Nations, Métis and 
Inuit) Learners across Canada.  The project  incorporated 
learning concepts in Math, Science, and Reading 
Comprehension with sample learning activities intended 
to prepare learners to enter an apprenticeship program in 
any province in Canada. 

The vision is to see Canadian Aboriginal men and 
women setting and achieving the goal of filling 
journeyperson jobs in substantive numbers.  The vision includes reduced demands for 
social programs, increased self-esteem and a reduced incidence of the cycle of 
generational poverty for Aboriginal people.  The vision also sees a bridge being 
established to span the gap between Aboriginal unemployment, and an unprecedented 
demand for skilled trades and technical workers in Canada.
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Project Overview
The goal of the Interactive Apprenticeship Study Project…Aboriginal Theme research 
initiative is to develop an innovative, coordinated composition of interactive learning 
and support systems to improve the educational opportunities of Canadian Aboriginal 
people and to assist them into 
successful trades careers. 

Recognizing the need for  a new 
instructional paradigm emphasizing 
active Learner participation and 
hands-on experience, we designed an 
architecture around interactive 
lessons, practise simulations, and 
engaging game play.  The over-
arching architecture evolved into a 
network of learning systems 
intended to support this new 
educational model.

During the design of the learning environment, a number of  inter-connected and inter-
related sub-systems emerged;  Image 1 shows these sub-systems.  Due to the complexity 
of the project, each of the eight sub-systems evolved into a sub-project, with its own 
design and development team.  A brief explanation of each of the sub-projects follows:

• Interactive Lessons – includes instructional content, visual demonstrations, 
practise simulations, lesson quizzes, and various interactive resources.

• Exams – includes competency pre-tests, competency exit exams, and final 
practise tests.

• Instructional Content Database – responsible for storing all instructional content 
as well as the editors needed to maintain the content.

• Learner Support Systems – comprises all of the tools available to the Learners, 
including access to the interactive lessons, DeFacto™, the discussion board, the 
white board, the chat rooms, and the progress map and reports.

• Instructor Support Systems – deals with the instructors needs, including access 
to white boards, the discussion board, chat rooms, and reports of Learners' 
progress and achievements.

• Administrator Systems – all functions related to users needs are dealt with here, 
such as granting application access to new Learners, Tutors, and Instructors.

• DeFacto™ – the engaging, educational, and entertaining game, designed to 
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deliver learning material using a unique alternative to traditional models.

• Information Site – this is where Canadian trade information, links to 
government websites, and additional educational materials are located.

The working title of the product prototype is the Pan Canadian Trades Preparation. 
The final name for the product will be decided towards the end of the project.
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Approach and Rationale
This project  will create a comprehensive and coherent approach to  learning all trades 
entrance competencies in reading comprehension, mathematics, and science required for 
successful entry into a trade in Canada.  

The following observations guide our approach to curriculum design:

1. The need to know specific competencies for a trade may change or vary. 
Entrance level competencies for trades may vary  between provinces and 
territories and may change over time.

2. Industry innovations will influence what people need to know in order to enter a 
particular trade.  Trade designations may develop or change in response to 
changing economic conditions and industry standards.  

3. Criteria for entering an apprenticeship program may vary between provinces 
and territories.  Passing trades entrance examinations may or may not be a 
criterion for entry, and the content on examinations may vary or change both 
with respect to the number of questions chosen from each domain and with 
respect to the level of difficulty of the questions selected. 

4. The correlation between grade levels used in public education, and competency 
mastery for trades entrance, may diverge as well as overlap.

These considerations justify an inclusive approach to presenting entrance level 
competencies.  For the purpose of this project, all competencies that are, or might be, 
tested on a provincial or territorial trades entrance examination for a particular trade are 
included in the learning plan for that trade.

The prototype for this project addresses this dynamic environment by  associating the 
competencies that will help a user identify what should be learnt for a specific trade. 
Our current taxonomy may be over inclusive with respect to the competencies and a 
more refined analysis of trades entrance standards across Canada might subsequently 
modify these in future project phases. 

Our taxonomy is the result of an analysis of the five entrance levels that correspond to 
groupings of trades based on Alberta Advanced Education, Apprenticeship Trades and 
Industry Training1.  This grouping of trades, also known as “trade clusters”, identifies 
the trades that are addressed by the NWT Apprenticeship Support Materials.  The 
learning  content developed in the NWT Apprenticeship Support Materials illustrates 
some of  the degrees of freedom  that can play a role in the selection and sequencing of 
trades entrance competencies to achieve the pan-Canadian goals for this project.  For 
more information about the NWT Apprenticeship Support Materials contact John 
Simpson at jsimpson@genesisgroup.ca.

1  Contact Debra Greig at debra@shirwin.com for a breakdown of the trades in each of these entrance levels.
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While the trades clusters keyed to exam levels used by Alberta and NWT demonstrates 
one possible way to route people through the competencies required for trades entrance 
examinations, the taxonomy developed for this project is designed to permit “fine 
tuning.” For example, the examinations for apprentice hair stylists or plumbers can be 
keyed to the competencies that must be mastered by a person intending to become a hair 
stylist or a plumber in a province or territory when an inclusive approach is taken. 

Learning Hierarchy
The diagram below illustrates the learning hierarchy for each of the three domains: 
Math, Science, and Reading Comprehension.  The competencies will be defined from 
the competency taxonomy  developed during the early stages of the proof of concept 
phase.  Each of the three domains consists of competencies, which are taught through a 
series of lessons and culminate in performance exams.

DOMAIN
e.g.: Mathematics

COMPETENCY PRE-TEST
e.g.: Questions relating to all aspects of the competency.  This test determines whether 
the Learner needs to take the lessons or not, for that competency. 

COMPETENCIES
e.g.: Percents, ratios, rates

LESSONS
e.g.: Percent

SUB-LESSONS
e.g.: Addition and subtraction of percents

SUB-LESSON FURTHER EX PLANATION
e.g.: Extra material with more detail about sub-lesson (not all will have this)

SUB-LESSON QUIZ
e.g.: Quiz on addition and subtraction of percents only

LESSON EXAMPLES
e.g.: Questions on percents only with explanations for answers

LESSON QUIZ
e.g.: Quiz on percents introduced in all previous lessons and sub-lessons

COMPETENCY EXIT EXAM
e.g.: Questions relating to all aspects of the competency
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Just-In-Time Learning
At the core of our approach to instructional design is the emphasis on self-directed 
learning, which permits Learners to choose what they will study and when.  Learners 
may choose to move non-sequentially through the material and visit prerequisite 
material as needed.  Image 2 below describes this just-in-time learning model.
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Phase One:  Proof of Concept
The purpose of the proof of concept was to create a new, exciting, and interactive 
learning platform.  It is now ready to be evaluated by members of various stakeholder 
groups including, but not limited to, federal government agencies, provincial trades 
associations, educators, aboriginal representatives, and private sector industries. This 
first phase of the project represents the proof of concept as the prerequisite for receiving 
the next round of funding from various stakeholder groups.

The World Wide Web is the portal to trades information and interactive learning 
opportunities.

General Information Site
The general information site provides links to federal, provincial, and municipal 
agencies, associations, and institutions that support and encourage participation in 
apprenticeship programs across the country.  

Selecting a new career, especially with limited knowledge of the choices available, is 
often a daunting task.  Pan Canadian Trades Preparation, through the Interest 
Questionnaire,  explores aptitudes and interests shared by those in various trades, to 
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expose a new entrant to the possibilities. Selected trades may be explored by way of 
video depictions of a trades person on the job.  Links to informational websites listing 
current job availability, wage expectations, and future prospects,  may further assist with 
career selection.

The next step for a new entrant is to determine whether they are ready to begin formal 
study.  The skills assessment evaluates a prospective entrant's current understanding of 
Math, Science, and Reading Comprehension, against baseline competencies.  Those 
with the requisite skills will be encouraged to apply.  Those failing to meet the 
necessary requirements will be directed to local programs or institutions for further 
assistance. 

From the new entrant's choice of trade and the results of the skills assessment, the Pan 
Canadian Trades Preparation will develop a Learning Plan outlining the competencies 
necessary for their career selection.  It will also show competencies that have already 
been covered based on the results of the skills assessment.  The Learning Plan can been 
seen in Image 5 below.
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The prospective applicant's chosen trade in this example is a cook.  The Learning Plan 
shows all competencies required for entry into this trade.  Selecting an alternate trade 
would generate a different Learning Plan.
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Interactive Lessons
The new learner to the Pan Canadian Trades Preparation can approach their learning 
needs through a combination of interactive lessons and game play.  These are accessed 
through the Navigator, by first selecting a domain (in this example, Math was chosen), 
then choosing the unit (here we have Number Concepts), and then selecting the desired 
competency.  Each competency consists of multiple lessons.
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The Learner has chosen Understanding Rational Numbers, and information about this 
competency, including percentage of lessons completed, scores achieved on competency 
exit exams, and book marked questions (for later review) are displayed both on the 
competency icon and in the right-hand information panel.

Subject theory is offered through a combination of explanation, example, and text. 
Image 7 above is explaining the relationship between 20 of the 100 pieces of cake and 
20 percent.

The Learner is then invited to apply the theory using simulators and other interactive 
tools.  In the Reading Comprehension example below, the Learner matches the 
statement on the right with a phrase in the reading on the left.  Definitions of newly 
introduced terms are available by clicking on a particular word in the Vocabulary panel. 
The Learner can review lesson content at any point using the navigation bar at the 
bottom of the window.
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The lesson is capped off with a short review quiz, followed by constructive feedback of 
any difficulties encountered.  The Learner is presented with a question and four possible 
responses, from which they choose the best answer.  The Learner selects their answer 
and if it is incorrect, is given the correct answer and a short explanation of how the 
answer was derived.  The Learner would also be encouraged to review the concepts 
related to this question.  See Image 9 below for a sample quiz question.
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The Progress Map is an individualized learning plan superimposed with the Learner's 
progress.  As with the Navigator, this can also be an access point to the interactive 
lessons.  Learners may progress sequentially, or may challenge more advanced material 
according to their interests or needs.  Should the Learner experience difficulties with 
objectives in a lesson, they can easily link to prerequisite material.

Also, like the Navigator, the Progress Map displays 
percentage of lessons completed and book marked 
questions (for later review).  For additional motivation, as 
competencies are completed, the competency icons are 
removed to reveal an image.  This may be a trade related 
image, selected by the software based on the Learner's 
chosen trade, or one that the Learner uploads as part of 
their profile.
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Exams
Exams are offered as an integral part of the program's instructional design.  Learners 
may use them in one of two ways: first, as a mechanism to support their study, and 
second, as an evaluation tool to assess their progress.

The capstone task, for the Pan Canadian Trades Preparation, is to take the practise 
exam covering all of the competencies in Math, Science, and Reading Comprehension, 
for the Learner's chosen trade.  The exam will be comprised of a random selection of 
questions large enough to determine basic understanding of the learning material.
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Image 12 shows a Reading Comprehension question in the exam viewer, and therefore 
has an associated reading.  The Learner can annotate and highlight important passages, 
as shown in the left panel of the image.  To select an answer, the Learner will simply 
click on the appropriate response, as shown in Image 13.  

The exam viewer allows the Learner to move forward and backward through the 
questions, using the navigation buttons in the lower right hand corner of the question 
window.  Just below the question window, the exam viewer displays how much time is 
remaining for this exam (if the exam is timed) and how complete the exam is.

During the course of an exam, some questions may require additional thought, and the 
Learner may want to return to them later in the exam.  Clicking on the Flag this  
Question button, will allow Learners to quickly find and return to those questions.

Once all questions have been satisfactorily answered, Learners will click on the Hand in 
button to have the exam scored.  The application will immediately display their grade 
together with their final exam report, as shown in Image 14 on page 21.
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Image 13 shows the exam viewer with a Math question that has no associated reading. 
In this example, the Learner has chosen response C as their answer.  Notice the Time 
Remaining bar is indicating the passage of time, as is the time remaining clock.  Also, 
notice that one tenth of the questions have been answered, as stated in the lower right 
hand corner, and the Completed bar has started to progress.

Performance on exams will be communicated to the Learner in the form of curriculum 
reports, which are produced to assist Learners in understanding their knowledge gaps to 
better guide their study.  Reports will show overall scores achieved on each of the 
competencies in Math, Science, and Reading Comprehension, with recommendations 
for those areas needing improvement.
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DeFacto™
DeFacto™ is a fun and challenging alternative to the traditional lesson approach.  The 
Learner may choose to play alone or in a multi-player environment against other 
Learners.  The game allows Learners to have fun while studying the required material. 
Lesson material is transferred into the game, in the form of questions.  This allows a 
Learner to complete a competency entirely from the game, and have it registered on 
their Progress Map.

The objective of the game is to complete all ten levels.  The higher the level, the more 
difficult the game board.  Further, each level consists of four independent challenges.  In 
order to complete a challenge, a player must answer a minimum number of competency-
based questions correctly.  Within a level, the required number of questions increases 
with each challenge.

The goal is to achieve the highest possible score for each challenge. These are recorded 
and may be submitted for competition with other players.
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Image 15 shows DeFacto's opening screen.  There is navigation on the far left, levels 
and challenges are shown in the middle, and the monthly high scores are listed on the 
right.  The four navigation buttons allow the player to view DeFacto's rules, purchase 
additional bonus items (described later in this section), assign competencies (for 
question selection) to the game, and dress up the player's game character.

In the middle are the levels and challenges, showing the high scores for each challenge 
(if the challenge has been played and the player received any points in that challenge) 
and whether or not quota has been reached.  Challenges coloured green are the ones that 
the player has met quota.  Any challenge that is white means the player has not yet 
played it, or was unable to meet quota.

The high scores on the right are listed as monthly high scores so that new players have 
the opportunity to have their name appear in the list.  The Hall of Fame is reserved for 
players with the all-time high scores, and these will be persistent.
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DeFacto™ has five components:  the game character, the questions, the game board, the 
score, and the bonus items

The game character represents the player's 
online persona.  Several animated characters 
are available, and we have chosen the Shirbal. 
Game characters can be customized with 
designer clothing and accessories.

The objective of the game is to place as many pieces as possible on the game board. 
Points are awarded each time a piece is placed.  The quota is the total number of pieces 
the player must place on the board to complete the challenge.  In the example in Image
16, the player must meet quota by placing 5 pieces on the board.

The player may choose to answer a very easy, easy, hard or very hard question. The 
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associated game piece will be larger for easy questions and smaller for hard questions. 
The harder the question that the player selects, the easier the piece is to place on the 
board.

DeFacto™ is tightly integrated with the learning material.  Whenever a question is 
presented, the player always has the option to review the material associated with that 
question.  This will pause the game and launch the appropriate lesson, providing a just-
in-time learning experience.  After the lesson, the player will be returned to the game at 
the point where additional instruction was requested.  Additionally, the question may be 
bookmarked for future review.

The game ends when the player cannot place any more pieces on the board and they 
have no more bonus items to assist them or they have reached quota and have quit the 
game.
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Learner Support Systems
Learners will have a private, personalized workspace to work through the Pan 
Canadian Trades Preparation.  The Learner Support System is the gateway to various 
tools used to deliver the lessons and access help from other Learners, Instructors, or 
Tutors.
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The discussion board is the Learner's asynchronous communication link to Instructors, 
Tutors, and to each other.  Learners can post questions to other Learners and to 
Instructors and Tutors.  They may also participate in the discussion around the various 
topics as they would in a face-to-face environment.  A greater understanding of concepts 
is gained, and required, by Learners, when they explain them to other Learners.

The Learner's coach is always available to them, and offers context sensitive help, such 
as assistance with using the software, or, during the interactive lessons, offers 
suggestions of additional content to review.  Learners can choose their their coach from 
a selection of animals, characters, or people.
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Chat rooms offer Learners synchronous, real time, discussions with other Learners or 
with Instructors or Tutors.  Learners may browse currently active conversations, join a 
conversation, or start a chat room of their own.
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The Pan Canadian Trades Preparation assists in bringing together Tutors and Learners. 
Individuals may submit their applications and, if approved, may add their name and 
qualifications to the online Tutor Board.  Learners can review available Tutors and 
initiate contact to negotiate services.
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Phase Two: Full-Scale Development
In Phase One we gained valuable incites into the activity and practise models necessary 
to take learners from elementary to advanced understanding of the trades competencies. 
Building on the educational goals, the instructional motif and the technology 
infrastructure conceived and realized in this phase, we are ready to begin Phase Two 
development.

The over-arching  principle requires the content to be strictly applicable to the needs of 
the trades and to be culturally sensitive to our aboriginal audience. Therefore, the 
educational goals and the learning content heavily influence the application's behaviour 
and range of activities necessary to provide an engaging and effective learner experience 
that meets the instructional needs of this group.

The immersive and supportive technology platform will be derived from the fully 
developed lesson content and will use active discovery, practise, simulation, real-world 
exercises, and relevant game play. 

This application will be marketed to learners both self-directed, and to those enrolled in 
formal educational institutions. The initial pilot is scheduled for December 2008.
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A Mathematics Methods Class Emphasizing Manipulatives: A Pre-Post Comparison 
of Elementary Preservice Teachers’ Mathematics Anxiety 

 
 

 
Major Objectives 
 
 Limited research studies exist which use pre-post measurement, interviews, and 

classroom observation to examine the effectiveness of a university mathematics methods course 

for pre-service teachers. The purpose of this study was to present research concerning the effects 

of mathematics anxiety among pre-service teachers, and to discuss ways in which mathematics 

anxiety can be reduced among pre-service teachers and their future students.  

Theoretical Perspective 
 

Research has drawn attention toward the factors that play a role in the teaching and 

learning of mathematics (McLeod, 1994).  Burns (1998) wrote, “The way we’ve been 

traditionally taught mathematics has created a recurring cycle of math phobia, generation to 

generation, this has been difficult to break.” Mathematics anxiety in students’ has become a 

concern for our society and is prevalent among pre-service teachers (Hembree, 1990). They also 

have poorer attitudes toward mathematics than the general college population (Gresham, et.al 

1998). Mathematics anxiety has been the topic of more research than any other area in the 

affective domain (Grouwns, 1992). It has its roots in teaching and teachers and has been tied to 

poor academic performance of students as well as to the effectiveness of elementary teachers. 

This is cause for concern, considering that teachers who possess higher levels of mathematics 

anxiety may unintentionally pass on these negative feelings to their students (Morris, 2001).  

Research Methods 
 
 This study utilized both quantitative and qualitative techniques in a quasi-experimental 

design to investigate the effects of mathematics anxiety among pre-service teachers. Heavy 

emphasis was placed upon concrete learning of mathematical content by use of manipulatives 

during the mathematics methods and materials courses for pre-service teachers. 
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Conclusion 

The qualitative data suggested that pre-service teachers had high levels of mathematics anxiety 

and that the mathematics methods course with emphasis on hands-on instruction did relieve and 

reduce their anxiety. Through questionnaire guided interviews, pre-service teachers indicated they 

were better able to understand the mathematics material when presented on the concrete or 

pictorial levels. The quantitative data from the pre-and-post mathematics attitude survey indicated 

a significant difference in pre-service mathematics anxiety levels.  

Significance of the Findings 

 Teachers have an impact upon their students’ mathematics anxiety levels. The results 

suggested using concrete instructional strategies can be effective in reducing mathematics anxiety 

in pre-service teachers. Pre-service teachers need a positive environment that is centered around 

concrete manipulatives. This study provides others with information that how teaching occurs 

affects students’ attitudes and that what they are able to teach effectively will reduce the 

mathematics anxiety levels of their future students.  
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6. Abstract:  The quality of a student’s learning experiences can be a critical factor 
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Designing Longitudinal Studies of Mathematics Curricula: Insights from the NSF 
COSMIC Project 

 
Douglas A. Grouws 
Melissa McNaught 

University of Missouri 
 
 Research supports the assertion that students learn best what they are given an 
opportunity to learn (Floden, 2002; Hiebert & Grouws, in press).  In the mathematics 
classroom, teachers are the ultimate decision makers in determining the learning 
opportunities afforded to students.  In making these decisions teachers look to curriculum 
resources such as curriculum guides, state and national standards, grade level 
expectations, and so on, to guide their decisions.  This curriculum guidance almost 
always involves heavy reliance on the content presented in the district’s adopted 
mathematics textbook.  In fact, for some teachers the textbook becomes the intact course 
of study, while for other teachers it becomes one of several important tools in planning 
lessons and assembling a course of study.  In either situation the textbook plays a strong 
determining role in what takes place in the classroom, and subsequently what 
mathematics students learn and how they learn it. 
 
 Given the important relationship between textbooks and the intended curriculum, 
it is essential that researchers examine the effects of curriculum, as manifested in student 
textbooks, on student learning.  This is particularly important because there are a large 
number of textbooks from which school districts can make their adoption choices and the 
textbooks differ in substantive ways from one another.  These textbook differences are 
reflected in the use of such labels as reform-oriented, standards-based, traditional, and 
NSF-supported.  Because of this variety in textbooks, and the importance of the textbook 
in all aspects of curriculum formation and implementation, it is imperative that research 
studies uncover the differences in student learning that are related to studying from 
curricula of different types.  Particularly important studies to conduct are those that go 
beyond the ill-defined labels previously mentioned and instead focus on central, well-
defined, attributes of the curricula such as how the mathematical content included in the 
textbooks is organized.  Well conducted studies of this type are not common.  For 
example, after reviewing the research studies associated with NSF-support curricula, the 
authors of a report from the National Research Council concluded “the corpus of 
evaluation studies as a whole across the 19 programs studies does not permit one to 
determine the effectiveness of individual programs” (NRC, 2004, p. 189).  Clearly the 
education field needs more high quality research studies that focus on mathematics 
curricula. 
 
 This paper provides insights into conducting high quality longitudinal studies of 
the effects of mathematics curricula on student learning. The focus is on suggestions and 
considerations in conceptualizing and designing such studies with special attention to 
implementation and assessment issues. With regard to implementation, special attention 
is given to developing valid and reliable observations protocols, teacher diaries, and 
interview protocols. With regard to assessment, particular attention is devoted to solving 
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the problem of what are sometimes quite different curricular objectives for the curricula 
being compared.  Different curricular objectives are a research design issue, especially 
when comparing so called reform curricula in mathematics to more traditional curricula. 
 
 The observations and recommendations presented in this paper are based in part 
on a four-year, NSF-funded research project being conducted at the University of 
Missouri.  The COSMIC (Comparing Options in Secondary School Mathematics: 
Investigating Curriculum) project involves a three-year comparative study of integrated 
mathematics curricula and single-subject curricula on student learning at the high school 
level. The sample includes secondary schools in five states and over 2500 students from a 
variety of SES backgrounds. For more information on the COSMIC project see the 
project website at:  cosmic.missouri.edu 
 
Implementation Issues 
 
 Prior research suggests that different teachers implement the same curriculum in 
different ways (Chávez, 2003; Tarr, Chávez, Reys, & Reys, 2006). Put another way, the 
enacted curriculum is filtered through the teacher’s beliefs and goals and thus modified as 
it is presented to students.  On one hand, it is not uncommon for teachers to emphasize 
certain parts of a curriculum in their teaching and, on the other hand, to sometimes omit 
the teaching of entire sections of the textbook.  For example, elementary school teachers 
often spend little or no time on the geometry ideas in a textbook and sometimes teach 
only a small portion of what is included in the textbook.  Thus, for these reasons and 
others, it is critical to assess how the curriculum is being implemented in the classroom 
when looking for differences in student learning from textbooks of different types.  Note 
that there are varying perspectives on the issue of curriculum implementation and some 
researchers believe that a truly faithful implementation is not possible (Remillard, 2005); 
however, most researchers agree that it is an important dimension to consider in 
analyzing data from curriculum studies, and the degree of implementation should always 
be carefully documented in comparative studies.  The documentation can be viewed 
through two lenses: content and presentation.  
 
 Content.  Fidelity of implementation with regard to content is measured by 
determining the extent to which the content of the curriculum (textbook in this case) is 
used as written. This extent of use lies on a continuum from using the curriculum content 
exactly as it is written in the textbook to the other extreme of regularly skipping content 
or substituting content for what is in the textbook.  Evidence concerning implementation 
of this type can be, and should be, measured from several perspectives. One is that of the 
teacher and the other is that of the researcher.  One teacher measure the COSMIC project 
uses is a Table of Contents record, where a teacher provides information regarding 
textbook coverage and the extent to which the content is altered for each lesson taught by 
recording information in a copy of the textbook’s table of contents section. An on-line 
instrument shows the participating teacher a copy of the textbook table of contents 
section and then the teacher selects from four options to indicate the level of fidelity with 
regard to the content:  (1) content taught primarily from textbook; (2) content taught from 
the textbook with some supplementation; (3) content taught primarily from an alternative 
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source; and (4) content not taught.  Another data source used in the COSMIC project 
comes from each teacher offering detailed information about lessons taught in the form of 
a Textbook Use Diary that focuses on a particular unit or chapter of the textbook. This 
particular instrument asks the teacher to provide such information as what materials were 
used to plan instruction, what supplementary materials were used in teaching the lesson, 
were calculators used in any part of the lesson by the teacher or students, what specific 
examples and textbook pages were utilized during instruction, and what problems were 
assigned as homework.  This instrument provides useful information to the researcher 
and provides a means to triangulate the data gathered from the Table of Contents 
instrument. 
 
 The researcher perspective comes into play in this type of research study when the 
researcher conducts classroom visits and teacher interviews. In the COSMIC project 
classroom visitation protocols were written for use with specific curricula in order to 
guide the classroom observer to note important content aspects of the curriculum as 
imbedded in the textbook.  For example, if the textbook lesson includes a specific content 
task then the protocol calls for the observer to record whether that task was included as 
part of the lesson presentation by the teacher.  Furthermore, at the end of the lesson, the 
observer records judgments about the quality of the treatment of the content by rating 
such things as the extent to which the content was developed with a focus on meaning 
and understanding.  Follow-up teacher interviews are used to delve deeply into teacher’s 
reasons for supplementing or altering the approach presented in the textbook. 
 
 Presentation.  Presentation implementation of a curriculum refers to how 
textbook lessons are presented to students and the way students are expected to engage 
with the textbook material during the mathematics class period. This particular aspect of 
implementation is particularly important when studying what are often referred to as 
reform-oriented textbooks, textbooks that are based on research regarding how student 
learn mathematics.  For example, these textbooks often call for students to work in small 
group settings, to engage in discussion of ideas, to discover skills and procedures, and so 
on.  COSMIC project personnel interviewed textbook authors and studied the advice and 
suggestions given in the teacher’s edition of the textbooks to assemble a profile of what 
the designers of the curriculum expected. The identified features were then included in 
the observation protocol developed.  The observer records evidence of particular 
presentation features being implemented by recording anecdotes, indicting presence or 
absence of key features, and making Likert scale ratings. Briefly, the protocols developed 
encompassed the components of the specific curricula and the observer records whether 
the component was observed or in some cases the extent to which they are observed.  
Thus, in many ways the visitations focus on assessing the extent to which the textbook 
authors’ intent for the textbook’s use in the classroom is being honored. 
 
 Procedurally in the COSMIC study, the classroom visitor takes copious notes 
during the lesson and then immediately after the lesson completes a protocol upon which 
s/he has received previous training.  The protocol embodies the various methods of 
recording and summarizing date previously mentioned.  In addition, upon completion of a 
class visit, the observer indicates the overall level of fidelity of implementation with 
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regard to textbook content and recommended teaching process using Likert rating scales. 
High content fidelity consists of the content being enacted as written in the textbook and 
the textbook used as the primary source of content for the lesson. High presentation 
fidelity indicates the enacted curriculum being consistent with the expectations of the 
authors as expressed in the author interviews and the author philosophy as reflected in the 
notes and suggestions to teachers in the Teacher’s Edition of the textbook. Each rating is 
independent of the other allowing for the possibility of a high fidelity rating on one 
aspect of implementation and a low fidelity rating on the other for a given lesson. 
 
Assessment Issues 
 
 The most important measure of the value of a curriculum is what students learn 
when studying from the curriculum.  Reliable assessments of student learning are 
therefore of paramount importance in comparative studies of curricula of different types.  
There are different points of view, however, about what mathematics it is important for 
students to learn and how that learning should be assessed.  Some scholars emphasize the 
importance of acquiring proficiency with essential skills in order to support additional 
and higher-order mathematics learning.  Other scholars take the position that developing 
comprehension and meaning of the mathematical ideas through discovery-oriented 
activities is of critical importance.  Furthermore, some professionals are critical of 
standardized tests, particularly standardized tests that rely primarily on multiple-choice 
test items.  Other authorities question the reliability of the scoring of open-ended test 
items and the limitation of such tests in only being capable of assessing a limited number 
of items in a given testing period.  Thus, the researcher interested in conducting 
comparative curriculum studies is faced with the dilemma of what to measure and how to 
measure it.  
 
 The authors of the NRC report on evaluating mathematics curricula recommend 
“at a minimum, one of the outcome measures used to determine curricular effectiveness 
should have demonstrated curricular validity” (NRC, 2004, p. 196).  A corollary to this 
assertion is that if a researcher wants to evaluate the learning of students using different 
curricula, it is important that the assessment cover content common to all curricula 
included in the study.  The COSMIC project takes account of these recommendations by 
developing and using a test that measures content common to each of the curricula 
studied.  This involves an initial content analysis of each curriculum studied to identify 
common objectives across curricula, then developing an instrument that assess these 
objectives.   
 
 Standardized test measures are not written with a specific curriculum in mind and 
are instruments designed to provide a global picture of what mathematics students know 
and can do.  For this reason many consider it important for a standardized achievement 
test to be part of a package of student assessments used in comparative studies of 
curricula.  Senk and Thompson (2003) point out that the information garnered from 
norm-referenced tests is useful only in that student performance under certain conditions 
can be compared to that of a national group of students; however, they emphasize that the 
inferences about student learning that can be drawn from such general tests are limited. In 
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order to provide a window onto how students studying from particular textbooks perform 
in relation to their national peers the COSMIC project as part of its assessment package 
uses the mathematics subtest of the Iowa Test of Educational Development. 
 
 In summary, the COSMIC project position on assessing students’ mathematics 
learning is that multiple measures of student learning are required in order to give a full 
and accurate picture of what students learn.  Thus tests used in comparative studies 
should be designed (or chosen) to assess students’ depth of knowledge, skills acquisition, 
and conceptual development in a variety of formats. Furthermore, provisions should be 
made to assess content common to curricula studied, and conceptual development should 
be measured using tests designed to measure the processes of reasoning and problem 
solving, regardless of whether they might favor the objectives of one curriculum or 
another. 
 
Conclusion 
 
 High quality comparative studies of mathematics curricula of differing types are 
needed in order for school personnel and policy makers to make informed decisions 
about how to increase students’ mathematics learning.  These studies must take account 
of curriculum implementation in order that there can be meaningful interpretation of the 
data collected.  The data on effectiveness gathered must center on student learning and be 
measured on a variety of dimensions using multiple testing formats. 
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ABSTRACT 

Parental involvement can have very positive effects on student success, school 

and teachers’ quality and program design. Meanwhile, during the procedure of 

actualizing the positive effects of parental involvement in childhood education, the 

teacher is the key. Teachers’ attitudes toward parents and parental involvement are of 

great importance to the level and quality of parental involvement, which play integral 

roles in the quality of childhood education.  

Currently in China, children’s development and childhood education are still new 

and developing areas. While many western countries are making great progress in the 

theoretical and practical development in childhood education, research in this area in 

China is very limited. There is little research that has examined kindergarten teachers’ 
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attitudes toward parental involvement in childhood education. In order to address the new 

issue and to provide implications for the development of quality parental involvement, 

kindergarten teacher education programs and childhood education in China, this study 

was initiated to examine teachers’ attitudes toward parental involvement in selected 

government kindergartens in China. A sample of 159 kindergarten teachers from 16 

government kindergartens in Nanjing, China was selected in this study. The instrument 

employed in this study was a self-designed survey questionnaire which contained three 

parts: (1) demographic information, (2) teachers’ attitudes toward school-based parental 

involvement, and (3) teachers’ attitudes toward home-based parental involvement. After 

data collection, descriptive statistics was first computed to examine the data. Then, paired 

t-test was conducted to determine if there was any statistically significant difference in 

teachers’ attitudes toward school-based and home-based parental involvement. Finally, a 

multiple regression analysis was performed to examine the relationships between 

teachers’ attitudes and their selected demographic characteristics.   

The research findings and conclusions are as follows: 

(1) Chinese kindergarten teachers had positive attitudes toward both school-based 

and home-based parental involvement. 

(2) There was a statistically significant difference in teachers’ attitudes toward 

school-based and home-based parental involvement. Teachers had more positive attitudes 

toward home-based parental involvement than school-based parental involvement. 

(3) There were statistically significant correlations between teachers’ attitudes toward 

school-based parental involvement and their age, highest degree and membership in 

professional organizations. Those teachers with younger age, higher degree or more 
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memberships in professional organizations had more positive attitudes toward school-

based parental involvement.   

(4) There were statistically significant correlations between teachers’ attitudes toward 

home-based parental involvement and their age, highest degree and class size. Those 

teachers with younger age, higher degree or larger class size had more positive attitudes 

toward home-based parental involvement.  
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ABSTRACT OF PROPOSED RESEARCH 

The implications of the course “drama in education” on the 4th grade undergraduates  

I. INTRODUCTION 

 

1.1. Purpose of the study 

The main purpose of the study is to find out the implications of the course “drama in 

education” on the 4th grade undergraduates’ understanding of the concept “drama”; on the 4th 

grade undergraduates’ self-awareness, occupational improvement and daily life experiences. 

 

1.2.Research Questions 

Four major research questions will guide this study:  

1. What do the 4th grade undergraduates think about the drama before taking the course 

“drama in education”?  

2. What do the 4th grade undergraduates think about the drama after taking the course 

“drama in education”?  

3. In what ways do the 4th grade undergraduates’ thoughts about the concept “drama” 

change throughout the course “drama in education”? 

4. What are the effects of taking the course “drama in education” on the 4th grade 

undergraduates’ understandings of the concept “drama”, self-awareness, occupational 

improvements and daily life experiences? 

 

1.3.Significance of the Study 

This study is expected to: 

a. provide positive contribution in order to increase the quality of teacher education,  
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b. guide future studies conducted on drama and the effects of the drama education in 

higher education level, 

c. take attention to importance of drama education at higher education level. 

 

II. REVIEW OF LITERATURE 

 

A review of the literature will undertaken for the purpose of determining what 

information was previously documented to the broad topics of drama and “drama in 

education”.  

Since this investigation will focus on the implications of the course “drama in 

education” on the 4th grade undergraduates in terms of various aspects, the chapter is 

organized according to two main themes, which provided grounding for this study: 

1. Drama 

2. Drama and Education 

2.1. “Drama in Education” in the World 

2.2. The Course “Drama in Education” in the Curriculum of Faculty of 

Education in Türkiye 

2.3. Research studies done related to implications of “Drama in Education”  

 

III. METHOD 

3.1. Design of the Study 

The design of the study will be qualitative research design to answer the research 

questions. Patton (1987) expressed that qualitative methods enable the researcher to study 

selected issues, cases or events in depth and detail.  
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Three main components of a qualitative research are collecting data from various 

sources; conducting different analytic or interpretive procedures (coding for conceptualizing 

and interpreting the data); and reporting the results of analyzing data in detail (Strauss & 

Corbin, 1990). 

In qualitative researches, there are three kinds of data collection method; interviews, 

observations and written documents (Patton, 1987; Yıldırım & Şimşek, 2003).  

The current study will be designed as a qualitative study based on the light of the 

characteristics of qualitative research to explore the implications of the course “drama in 

education” on the 4th grade undergraduates’ understandings of the concept “drama”; on the 4th 

grade undergraduates’ self-awareness, occupational improvements and daily life experiences. 

Observations, interviews, mind map will be constituted as the main data collection 

method for this study. In addition, 4th grade undergraduates’ portfolios for the course “drama 

in education” will be analyzed as written document. Also, Inventory of Multiple Intelligences 

will be applied to the undergraduates to provide information about their multiple intelligences.  

 

3.2. Participants 

 This study will require qualitative data that provide dept and detail information, 

descriptions through direct quotation and careful description of situations, events, people, 

interactions and observed behaviors to explore the answers to the research questions. For this 

reason purposeful sampling will be preferred while selecting the participants of the study. 

Patton expressed the power of the purposeful sampling method, saying, “The power of 

purposeful sampling lies in selecting information-rich for study in depth” (Patton, 1987, pp. 

51-52). 

Based on the purposeful sampling method, the participants of the study will be 

comprised of 4th grade undergraduates who will be enrolled in the course “drama in 
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education” in the faculty of education in Başkent University during the fall semester in 2006 – 

2007 academic year. The 4th grade undergraduates whose major are Primary Education 

Teaching will take the course “drama in education” as compulsory course while the 4th grade 

undergraduates from the other departments will have a chance to take the course as elective 

course.  

 

3.3. Data Sources and Collection Instrument 

Observations: The sessions of the course will be recorded by the help of video camera 

then the records will be analyzed in the light of the observation form developed by the 

researchers focusing on the research questions. Also one of the researchers will be instructor 

of the course and one will be assistant of the instructor so they will observe each course then 

take notes during and after each session of the course. Moreover, photographs taken during 

the course will be used as supporting data. 

Interviews: The undergraduates and the instructor will be interviewed. Interview 

instrument will be developed by the researchers and controlled by an expert. The type of the 

interviews will be semi-structured interview. The interviews will be conducted face-to-face 

and personal trusting atmosphere.  

Portfolios: The undergraduates’ portfolios, which they will prepare during the course, 

will be analyzed as written document.  It will include the undergraduates’ homework, 

projects, self-evaluation papers etc.    

Inventory of Multiple Intelligences: The inventory will be applied to the 

undergraduates’ to take information about their multiple intelligences.   

Mind Map: The undergraduates will be given the concept “drama” then asked to make 

their own mind map for it. Then individual maps will be analyzed together in order to reach 

the final form of the map for whole class. 

2007 HICE Proceedings 
Page 1965



  Güneysu, S., Küçükturan, G. A, Temiz, N. 
  2006 

 6

 

3.4. Data Collection Procedure 

The data collection plan of the study is presented in Table 1.  

Table 1. Data collection plan of the study 

Data Collection Method Date 

The undergraduates and the instructor will be interviewed. 1st week of the study 

The mind map will be done. 1st week of the study 

The inventory will be conducted. 1st week of the study 

Observations will be conducted. From 1st week to 9th week 

Interviews The undergraduates will be interviewed at the 

beginning of the study. 

8th week of the study 

The mind map will be done. 8th week  

The inventory will be conducted. 8th week of the study 

Portfolios will be gathered. 9th week 

 

3.5. Data Analysis  

In the study, the qualitative data will be analyzed by the help of the following steps 

presented in Table 2. These steps are based on the descriptions as stated in “Sosyal bilimlerde 

nitel araştırma yöntemleri” (Yıldırım & Şimşek, 2003) and “Basics of qualitative research” 

(Strauss & Corbin, 1990).  

Table 2. Overall data analysis procedure of the study 

 

Overall data analysis procedure 
Main Steps Sub-steps 

Determining the pre-codes 
Reviewing data 
Formation of parts 
Labeling parts 
Coding data 
Revising the codes emerged 

Data Coding 

Constituting the last code list  
Simultaneous review of codes Generating Categories 
Investigating common aspects among the codes  
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Formation of the themes and categories by commonality  
Systematization 
Defining and organizing by providing quotations and 
presentation of findings 

Reaching conclusions & 
Interpretation 

Interpretation of the findings  
 

  

3.6. Validity and Reliability 

For validity, the researchers will use multiple data sources in order to meet the 

validity. It can be named as data triangulation. Also, the researchers will report the study in 

detail.  

 For external reliability, the researchers will clearly explain researchers’ role and the 

participants and the situation of the study. For internal reliability, the researchers will describe 

the data and findings of the study and support the findings by using direct quotations. The 

findings of observations will be supported by findings of interviews. Also, three researchers 

will revise the data.  

3.7. Limitations of the Study 

Because of the fact that this study will be conducted in a single and private university 

that will be chosen purposefully, findings of the study may not be generalized. In this regard, 

there will be a risk to meet the reliability aspect of the study. 

Two of the researchers will have participant-observer role as an instructor and an 

assistant so there may be possible researcher effects in the study. This limitation will threat 

the internal validity. 

 

3.8. Assumptions 

It is assumed that participants of the study will provide honest and accurate 

information during interviews.  
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3.9. Expected Outcomes of the Study 

The general expected outcomes are as follows;  

 There will be differences between 4th grade undergraduates’ thoughts about the 

concept “drama” before and after taking the course “drama in education”. 

 The 4th grade undergraduates’ understanding of the concept “drama” will improve 

throughout the course “drama in education” in various ways. 

 Taking the course “drama in education” contribute to improvement of the 4th grade 

undergraduates’ understandings of the concept “drama”, self-awareness, occupational 

improvements and daily life experiences. 
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ABSTRACT 
 

A rich wealth of traditional knowledge is associated with the use of materials, objects 
and devices by Taiwanese indigenous people in their daily lives. It is intriguing that the 
indigenous people, not knowing the underlying science concepts and principles, are 
able to use materials and objects that come in handy to prepare foods, to build boats and 
houses, to make animal traps and musical instruments, and so on. A number of 
examples are collected in the forms of photographs, videos, books, and real objects in 
this study. They appear to be good topics to be included in a science classroom that 
emphasizes both inquiry and multicultural education. Various ways are suggested in 
order to use these examples fruitfully in a science classroom at the primary and 
secondary school levels. About 20 science teachers in the Taitung area, which is located 
at the south eastern part of Taiwan, will be invited to participate in this study. It is 
proposed that, as part of their professional development activities, they will be 
collaboratively involved in developing instructional modules using these examples. 
The proposed professional development activities will include a series of workshops, 
and science teachers are expected to work in small groups under the guidance of 
experienced science teachers and university science educators. The expected outcomes 
will include not only the developed instructional modules, but also teachers’ 
acquaintance with the traditional indigenous cultures and their proficiencies in teaching 
science in a multicultural setting. The instructional modules will be tried out in 
classroom settings by the participating teachers. Students’ science learning outcomes in 
cognitive, skill, and affective domains are expected. Potential instructional impacts on 
indigenous children are of special interest, and they will also be investigated in the 
study. 
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Abstract 

This paper compares teacher education in China with Canada, with the aim of fostering a cross-

cultural dialogue between the two systems. Using case studies the paper attempts to address the 

following questions: What can the two countries learn from each other? Can Canadian teacher 

education be a possible alternative model for China? Can Canada’s teacher education curriculum 

be used to enhance greater pedagogical preparation and more pre-service teaching practice for 

China? Is Canada’s move towards strengthening professionalism in teaching of value to China? 

It is hoped that this study will shed new light on the current reform in teacher education in China. 
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Shibao Guo, University of Calgary 
Lydia Pungur, University of Alberta 

 
 

In Canada, there has been a movement towards the professionalization of teachers, as defined by 

the Bachelor of Education degree requirement and by having a monopoly over teaching in 

provincial schools. Canadian teacher education has focused on academic disciplines, pedagogical 

training, and an emphasis on field experience. In China, teachers and education have had a long 

and honoured tradition since the era of Confucius. Great progress has been made in the area of 

teacher education since the early 20th century. There are a variety of qualifications for teachers 

ranging from normal school certificates for primary school teachers to university degrees for 

senior secondary school teachers.  In recent times teacher education has become the focus of a 

well-organized and structured system aiming at developing professional, qualified, and skilled 

teacher candidates. There has been a new emphasis on professional development to improve 

teacher qualifications, and on the treatment and respect accorded to teachers (Li, 1999). Despite 

the recent progress and new emphasis, challenges continue to persist in regards to the quality and 

direction of teacher preparation and its relationship to the reputation of education in general (Li, 

1999; Guo, 2005). 

One such challenge pertains to the focus of teacher education. A number of researchers 

(Paine, 1990; Zhang, 1995; Li, 1999) maintain that educational policy on teacher preparation in 

China focuses on subject specialization and only second on methodology and educational 

practice. Such factors have led to China’s teacher education programs neglecting to educate its 

student teachers in actual teaching skills, with courses tending to the abstract and lacking 
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applicability to real world teaching situations (Guo, 2005). This is reflected in a lack of practica 

time devoted to subject teaching. Little time is given to reflective and collaborative practices and 

the social foundations of education. The pre-service teacher is simply seen as an apprentice to the 

master teacher (Li, 1999). Zhou (2002) has called attention to the outdated system of post-

secondary education built on the Soviet model, and he calls for more internship, and new 

curricula, a call mirrored by Qi, Wei, Lu, Qiao, and Chen (2004) who argue for new models 

based on initial post-secondary schooling (three or four years) followed by one year of teacher 

education. Paine (1990) sees the need for teaching to become less teacher-centred and more 

interactive. Curriculum and program changes are not the only solution, however. The social 

status of the teaching profession once so highly thought of and respected (Li, 1999) needs to be 

reclaimed through renewed professionalism (Zhou, 2002). 

This paper compares teacher education in China with the Canadian situation, with the aim 

of promoting understanding between the Canadian and Chinese systems.  It attempts to address 

the following questions: What can the two countries learn from each other? Can the Canadian 

teacher education system be a possible alternative model for China? Is Canada’s teacher 

education curriculum able to act as a model for greater pedagogical preparation and more pre-

service teaching practice? Is Canada’s move towards strengthening professionalism in teaching 

of value to China?  It is hoped that this study will shed new light on the current reform in teacher 

education in China. 

Teacher Education in Canada: Two Case Studies 

Canada has fifty faculties of education. Universities took over the sole responsibility of teacher 

education at the end of World War II from normal schools (Sheehan & Wilson, 1994). The 

University of British Columbia (UBC) and the University of Alberta (U of A) are such 
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universities, which host two of the oldest and largest teacher education programs in Canada. The 

programs provided are also very comprehensive. Hence, we chose them as two case studies for 

this paper. Differences exist in the requirements and programs of these two Canadian 

universities. The U of A provides Bachelor of Education (B.Ed.) degrees, combined degrees, and 

after-degrees in various specializations in the elementary (kindergarten to grade 6) to secondary 

(grades 7 to 12) and adult routes. Diplomas are also offered to enrich qualifications. It is one of 

the only universities still offering B.Ed. degrees without prior degrees. The UBC offers 

elementary (grades 6 to 7), middle years (which varies from grades 6 to 9), and secondary 

(grades 8 to 9 and higher) post-degree programs, as well as diplomas in education, performing 

the same function as at the U of A.   

Admission Criteria 

First of all, the UBC and the U of A have different admission criteria (see figures 1-3). The UBC 

requires an existing arts or science degree besides work experience with children or youth for the 

B.Ed. (University of British Columbia, 2004c; 2004e; 2004g). This is equated to having the 

academic background in subject areas that prospective teachers will operate in, allowing for a 

concentration on teaching theory, methodology, and the practicum in the B. Ed. It is explicitly 

stated that a summary of work experience with children or youth, a personal essay based on 

teaching experience, and two confidential reports are a part of the non-academic requirements.  

“Non-academic qualifications are an integral part of admission requirements for the UBC 

Teacher Education Program. An applicant will normally be denied admission to the Teacher 

Education Program if one or more of the above is determined unsatisfactory even if academic 

requirements are met” (UBC, 2004a, para. 4).   
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At the U of A, for the transfer route (see figures 1 and 3), one year of pre-professional 

study is required in arts or science before the three year B.Ed. (University of Alberta, 2004d). 

Just like at the UBC, it is suggested that applicants gain experience working with children or 

youth. Grade point average (GPA) is the only determining factor in admitting students at the U 

of A, for experience is intended to “assist applicants in confirming their choice of education as a 

career” (U of A, 2004a, p. 31). After-degree applicants (see figure 4) also have to meet certain 

stringent admission requirements (University of Alberta, 2004d).  

Curriculum Design 

The B.Ed. program at the UBC (see figures 5 and 6) requires the completion of 60–62 credits 

(the equivalent of approximately 20 courses).  These include courses related to teaching 

principles, educational foundations, and social aspects of education. In the elementary and 

middle years routes, curriculum instruction and method courses are mandatory in the major 

subject areas (e.g. reading and language arts, mathematics, science, social studies, and physical 

education), approximating 30% of the total course weight (UBC, 2004d; 2004f) and the field 

placement is of four months duration, accounting for a further 30% of the whole program. Due to 

the more specialized nature of secondary schooling, students in the secondary option focus on 

curriculum and instruction courses in a first and second subject area. A further 15% of the course 

load is made up of electives related to the area of concentration or subject major with a 

practicum extending the full school term and totalling 30% of the program’s credits (UBC, 

2004h).  The UBC also offers a five-year Bachelor of Education program designed for students 

who are members of Canada’s First Nations. The focus of the program is to include First Nations 

perspectives and abilities towards the teaching of elementary and secondary level students (UBC, 

2004b).  A diploma program aimed at qualified teachers who have completed their Bachelor of 
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Education is also a feature of teacher education at UBC (UBC, 2004j). In all three options a 

degree of emphasis is placed on coursework that focuses on childhood and adolescent 

development factors and on education within a social context. These credits add up to about 17% 

of the total course weight.  

The U of A B.Ed. program is philosophically similar to the UBC’s with an academic core 

and educational theory and practice, as well as the teaching practicum (see figures 5 and 6). 

However, as the U of A requires one year of pre-professional study for the transfer route more 

subject courses are required, including non education electives, over the course of the three 

years. As at the UBC, the elementary education route is designed to prepare teachers to provide 

instruction in all subject areas within a multicultural setting (U of A, 2004e) while the secondary 

route (U of A, 2004f) involves students selecting a major and a minor subject for specialization. 

Minor specializations require 18 credits of coursework in the field of specialization (usually 

outside of the Faculty of Education) and a curriculum and instruction course in the subject area 

in the Introductory Professional Term (IPT) taken during the third year. The major subject area 

of specialization requires 36 credits towards their major teaching area as well as relevant 

education courses to be taken before the Advanced Professional Term (APT) during their fourth 

year. Both elementary and secondary options stress subject knowledge, pedagogical learning, 

critical and analytical skills, ethical considerations, and understanding and respect of children’s 

and adolescent’s developmental and socio-cultural contexts with extensive course work designed 

to facilitate a widespread grounding, including credits in education psychology and ethics and 

law in teaching.   
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Field Experience  

The University of British Columbia field experience model (figure 7) is designed to help student 

teachers put the theory they have learnt into practice. The emphasis is on a gradual 

familiarization with teaching in an actual school environment. At the elementary and middle 

levels, student teachers begin with weekly seminars and school visits for a total of eight half 

days. Following this initial period of acclimatization, student teachers are assigned to a school 

advisor by a UBC faculty advisor and a school coordinator at the host school. The next stage is a 

gradual taking on of a greater course load over a two-week period. The student teachers are 

expected to teach a minimum of six to nine lessons and teach one hour per day. At the secondary 

level, the initial school experience involves a series of seminars followed by the two week school 

orientation phase where they are expected to observe classroom settings and practices, in 

cooperation with their assigned school advisor, in the first week followed by the assumption of 

responsibility for planning and teaching lessons in their second week. The last stage for all levels 

is the extended practicum. At this stage, student teachers are expected to take responsibility for 

independent lesson planning, gradually taking on more teaching responsibilities and a greater 

course load, and work closely with their school advisors in reflective practices. At the UBC the 

main players in the practicum are school advisors who mentor the student teachers, the school 

coordinator or administrator, who are charged with administrating the program from the school 

end, and faculty advisors, who are the bridge between the school and the university (University 

of British Columbia, 2004i).   

Field experience at the U of A (figure 8) is designed to facilitate similar ends and follows 

the Collaborative Schools Model (U of A, 2004b). The IPT lasts a total of five weeks. The first 

week is a period of orientation prior to assignment to a school and mentor teacher. During weeks 
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two to five, teaching time is increased to 50% of the teaching load and student teachers are 

required to teach three to four connected lessons in a curriculum area. The APT lasts a total of 

nine weeks and student teachers teach incrementally up to 80%. They are gradually immersed in 

the full responsibilities of teaching lessons, planning, and the assessment of students. Reflective 

practice is stressed in the practicum. The U of A field placement model involves several major 

actors. At the school there are mentor teachers, who provide the front line guidance for student 

teachers and are actively involved with assessment, and school coordinators who select mentor 

teachers and provide support for mentors and student teachers. University facilitators are liaisons 

between the school and the university, acting as mediators, allowing for open communication 

channels. Field experience associates are responsible for ensuring that all levels of the field 

placement model are functioning properly and working together (U of A, 2004c).     

Licensing and Certification 

Although provincial bodies certify teachers, as education is under their jurisdiction, it is the 

universities that recommend individual teacher graduates that have completed Bachelor of 

Education degrees, who are Canadian citizens or permanent residents, after undergoing a 

criminal record check. In British Columbia, the BC Teachers’ College licences teachers who are 

evaluated by designated evaluators who analyse transcripts as well as character references and 

teaching observations (British Columbia Teachers College, 2004). Ontario’s teacher college 

regulates the teaching profession in that province and is also responsible for setting and 

overseeing ethical and professional standards amongst its members. In order to teach at a 

publicly funded school in the province, a teacher must be a member of the college (Ontario 

College of Teachers, n.d.). In Alberta, the provincial government evaluates and certifies teachers. 

Teachers, upon graduation from an accredited teacher education program, are issued with an 
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interim certification, to be followed, after a minimum of two years full time teaching in an 

Alberta school setting, with a permanent certification (Government of Alberta, 2005). Other 

provinces such as New Brunswick, Nov Scotia, Prince Edward Island, and Saskatchewan have 

similar systems. What all jurisdictions have in common is the necessity for the completion of an 

accredited teacher education program at the post-secondary level (usually a Bachelor of 

Education degree) and the requirement that the candidate be deemed fit to hold the position of 

teacher. A formal evaluation and assessment are integral to the certification process.  In order to 

teach in a province or territory of Canada, teachers must be certified by the relevant provincial or 

territorial certification authority (government or teacher college). Therefore, out of province 

teachers need to apply for certification when desiring to teach in a different jurisdiction even if 

they hold a certification from another jurisdiction in Canada. Teachers from outside of Canada 

must also apply for certification. This may require further professional study. For example, in 

Ontario the teachers college states that teachers who do not meet Ontario standards will need to 

acquire additional qualifications from an Ontario teacher education faculty before they can be 

licensed to teach (Ontario College of Teachers, n.d.). 

Discussion:  Strengths and Weaknesses of the Canadian Models 

Focusing on Pedagogy and Practice  

Compared to the Chinese model, Canadian teacher education is more standardized at the 

university level.  The structure and courses strike a balance between subject area and pedagogy. 

A broad range of subject grounding, combined with pedagogical theories and reflective practica 

are the lynch pins of Canadian teacher qualifications. Although theoretical courses do play a role 

in Canadian teacher education programs, there seems to be a need for more practical pedagogical 

courses that relate to such areas as planning and classroom management. Moreover, teaching 
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methodologies (methods courses) provide specific tools for teachers from which they can draw 

upon. A body of research exists on teaching strategies. Canadian universities encourage a variety 

of teaching methodologies be they child-centered (co-operative learning, jigsaw, individualized 

learning, mastery-based learning, inquiry learning) or teacher-centered (lecture, didactic 

method). Student teachers can incorporate different teaching methods into their field experience 

and have a base of knowledge from which to continue their life-long learning.  

   Expanding pedagogical theory and practice in China would better prepare teachers, 

distinguishing them from other professions and areas of concentration. Further, the model 

provided by the UBC, by requiring a prior degree in the arts or science, allows for grounding in 

subject content prior to admission into the B.Ed. This allows greater use of time in teacher 

education for pedagogical and methods courses. In addition, the field experience component 

places an emphasis on collaboration between universities and schools, with key players in place 

to ensure that the experience is beneficial and meets the needs of ensuring a quality student 

teaching experience. Canadian field experience models are highly elaborated, organized, and 

valued for the preparation they offer to student teachers in actual teaching practices. China could 

examine these field placement models as a method for increasing teaching skills in real world 

applications. 

Emphasizing Social Foundations of Teaching 

Socio-economic considerations can assist teachers in understanding contextual variables that 

affect their students’ lives. The Canadian teacher education places an emphasis on the social 

foundations of teaching through coursework in educational philosophy, sociology, history, 

anthropology, and the social context of learning. The Council of Learned Societies (1997) 

stressed that social foundations of education allow for the critical understanding of education 
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within diverse contexts and offer interpretation and meaning to the effects of schools and 

schooling while providing teachers the resources to develop an ethical and value oriented stance 

towards education. Such grounding can help guide the creation of educational goals and the 

means employed to achieve them and “contains a prescriptive as well as a descriptive 

dimension” (Standard I, para. 1). The U of A, in its program description, remarks on the 

importance of understanding and respecting all children and their socio-cultural setting. 

Schooling does not exist in a vacuum but needs to be understood in terms of the students’ entire 

background (University of Alberta, 2004e). For example, both the U of A and UBC offer teacher 

education courses that deal with individual and group differences amongst children and 

emphasize childhood development issues and special needs concerns (see figure 6 for a complete 

list of courses in this area.).   

Professionalization and Teacher Autonomy 

In effect, teacher education in Canada has been moving towards professionalization.  Normal 

schools, without research faculties, predated Faculties of Education. Currently, in British 

Columbia and Alberta, and across Canada, a Bachelor of Education and or an After-Degree are 

offered. Russell, McPherson, and Martin (2001) found that there is a movement towards two-

year teacher-education programs across Canada. For example, the University of Calgary has a 

two-year Master of Teaching program instead of the older Bachelor of Education.  Community 

Colleges offer introductory and transfer courses, but universities, some of which were recently 

upgraded, have a monopoly over teacher education, and in turn, teachers alone are licensed to 

teach in provincial schools (except in cases of exceptions under the authority of the minister of 

education). Teacher education is usually structured to be a mix of subject academic courses and 

pedagogic courses.  In general, “Teacher education has developed over the years as a balance 
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between liberal education, field experience, and pedagogy” (Council of Ministers of Education, 

Canada. 1996, section 12). Courses are theoretical or abstract, with a practicum contingent where 

teaching skills are stressed.  However, unlike professions like medicine, teachers have not gained 

the credibility of having a distinct body of knowledge (Fris, 1995).  Since the 1980s, education 

reform documents have included suggestions for teacher education. Therefore, faculties of 

education are “caught in a maelstrom of political, public, and internal pressure to improve 

teacher education” (Cole, 2000, p. 3). 

In general, teachers in Canada have professional autonomy to choose pedagogic methods 

but have limited input into curriculum development, which is authorized by provincial 

governments. An Alberta Education report (1995) survey suggested that a large majority of 

teachers and administrators felt they had sufficient authority in choice of teaching methodology 

but less than 20% felt that they had a constructive influence on curriculum decision making 

(Council of Ministers of Education, Canada, 1996).  

As well, Canada has highly motivated politically active teacher federations and 

associations that actively highlight teacher concerns and challenges to education. Although 

concerns about the political, economic, and social conditions of teaching in Canada persist, 

teachers have become active in giving voice to these problems and have achieved a measure of 

solidarity and public presence. As admission requirements increase the qualification of teachers, 

compensation and benefits have reflected this. However, the position of teachers in Canada, 

while it has improved, still faces challenges that in some ways reflect those in China. 

Weaknesses in the Canadian Context 

Criticisms exist of Canadian teacher preparation. One is that new teachers sometimes feel 

unprepared with some parts of the job, namely classroom management, evaluation, yearly 
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planning, parent and peer relationships (Russell et al., 2001). The initial survival phase can lead 

to newly qualified teachers thinking that their university degree was inappropriate or irrelevant 

(Olson & Osborne, as cited in Russell et al.). Studies reveal a gap between theories and practice, 

as university courses are often considered too theoretical while the practicum is considered ‘real 

learning’ (see Russell et al.).  Innovative teacher programs include some commonalities: making 

student teachers’ experiences and issues important in dialogue so as to tie in theory to reflective 

practice; collaborative environments (student cohorts, with school boards and university, within 

university departments, between teachers, mentors and student teachers) with inquiry practice; 

overt explanations of teachers’ actions, thinking while planning, implementing and evaluating 

(Russell et al.).  Another avenue for continued teacher education are the induction programs that 

exist in some North American jurisdictions, as those with mentor teachers have reported an 

easier start into teaching. Russell et al. (2001) explain: “Just as restructured pre-service programs 

attend to a candidate’s beliefs, understandings, and experiences, within a collaborative setting, so 

successful induction programs set expectations with a novice’s level of experience and 

pedagogical knowledge” (p. 14).  Induction leads to lower attrition. Further, life-long learning, 

such as diplomas offered by the UBC, in addition to existing degrees, benefit teachers in 

enabling them to be experts in more subject areas and gain greater mastery. 

Further difficulties arise over the general treatment of teachers in Canada. Teachers have 

not caught up to other professions in pay, and teacher unions continually fight for better teacher 

conditions. Statistics Canada and the British Columbia Teachers’ Federation (BCTF) contend 

that teachers' salaries are not keeping pace with pay in other professions. This has led to concern 

over retention. For example, it was remarked that because British Columbia’s teachers are 

considered amongst the best in the world, recruiters from many U. S. states and England have 
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been attempting to entice them through attractive benefits packages as well as higher salaries 

(B.C. Teachers' Federation, 2001). In Alberta, following provincial cutbacks in the early 1990s, 

the Alberta Teachers’ Association (ATA) formed a task force to promote public education 

(Flower& Booi, 1999). Some money has trickled back by the 2000s. However, issues of 

inadequate educational funding remain for stakeholders, as do high-class sizes, lack of assistance 

in the classroom, deficient planning and collaboration time with peers and for professional 

development, and extensive paperwork (Alberta’s Commission on Learning, 2003).  In British 

Columbia similar issues have been voiced by the BCTF with concerns about school closures, 

increased class sizes, lack of resources, and downsizing (British Columbia Teachers’ Federation, 

2004).  Teacher demand is an important issue that is affected by the world and domestic market, 

by attrition, and by the paradox of high teacher demand in some subject areas while there is 

underemployment in others.   

Potential Applications of the Canadian Experience 

In examining Canadian teacher education models, are there constructive benefits that can be 

translated into the Chinese context? As previously noted, certain reforms in Chinese teacher 

education would be beneficial. As Zhou (2002) and Guo (1996) wrote, the Chinese system is 

test-oriented, is outdated and it does not produce innovative thinkers. His solution is to educate 

teachers as professionals, with more internship and courses, increased collaboration between 

teachers and university students, and between schools and teacher education institutions, and to 

make the curriculum flexible. When analysing the two systems, it is apparent that in Canada, at 

least for elementary and junior high teachers, the degree requirement points to higher 

qualifications. Canada’s system of teacher education has mirrored that of other nations, such as 

the United States, which have transferred responsibility for teacher education from normal 

2007 HICE Proceedings 
Page 1984



   

 15

schools and colleges to universities (Sheehan & Wilson, 1994). This has facilitated professional 

development in terms of providing teachers with a broader education and in bringing the benefits 

of research conducted at universities to bear on the teaching profession, despite concerns related 

to the ivory tower complex amongst academic faculty (Sheehan & Wilson, 1994). This, together 

with reflective, collaborative practica as existing in Canadian programs and the stringent 

certification regulations required by Canadian jurisdictions, can help address the need for greater 

professionalization of teachers and reform of the curriculum. The trend in Canada towards pre-

professional education reflects the reform of curricula modelled by Qi, Wei, Lu, Qiao, and Chen 

(2004). Canadian universities’ greater emphasis on pedagogical training and social foundations 

would help in the movement away from the dominant Virtuoso model (Paine, 1990) and allow 

for flexible teaching processes when based on the teacher’s professional assessment of the 

learning environment.  Although there is upgrading of institutional levels in China, continued 

progress would no doubt raise teacher qualifications and, arguably, social standing.  

It is not the intention of this paper to idealize Canadian teacher education, as there have 

been criticisms that newly qualified teachers (NQTs) have not been adequately prepared. To 

compensate, induction mentoring programs can be put into effect and existing induction 

programs for NQTs (Yang & Wu, 1999) should be expanded. As well, professional 

development, as exist in Canadian jurisdictions can be formalized. Further, collaborative practice 

mechanisms can be opened up in the form of school-university partnerships, collaboration 

between schools, as well as within schools for planning and growth supposes.  

Concluding Thoughts 

This paper has presented two cases studies of teacher education in two provinces: the U of A and 

the UBC. At the latter, a B.Ed. requires a first degree while the former model could be used as a 
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transitory model towards the goal of raising teacher education. There are costs involved in 

raising post-secondary education levels, but for progress and development, it is assumed that this 

would be beneficial.  The potential for research and professional development gained by the 

transfer of teacher education to the university level is highly desirable and has demonstrably 

improved teacher professionalism and social status (Sheehan & Wilson, 1994).  An increase in 

professionalization can also be traced to the strict certification and assessment of teachers, which 

is designed to ensure confidence in the profession (British Columbia Teacher College, 2004) and 

make certain that all teachers are qualified and fitted to their responsibilities. China’s concern 

with qualifications reflects this and is a vital step in the development of the teaching profession. 

As Zhou (2002) noted, a primary emphasis in the development of teacher education is 

certification as this has the benefit of helping make teaching a true profession. This may be 

overstated, as Canada’s experience has not made teachers equal in status and compensation with 

other professions like law and medicine, but it has ensured greater accountability and ethical and 

professional standards.  

The transfer of teacher education to university education faculties has also reinforced 

pedagogical training. Education faculties in Canada, whether following the UBC or the U of A 

model, allow for a great deal of subject orientation prior to admittance to the B.Ed. (see figures 1 

to 3), granting more weight to the teaching of pedagogical and educational principles. Although 

there are complaints in Canada about lack of teacher preparation, such a grounding is crucial 

towards making teachers better able to understand real world situations, flexible in their outlooks 

and methodologies, and more responsive to students’ needs. This may be seen as a challenge to 

the virtuoso model of teaching as practiced in China.  However, the Chinese model, in its turn, 

offers much to Canadian teaching practices, namely the disposition towards teaching, not simply 
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as a profession but as an art and ingrained character trait (Paine, 1990), which, allied with 

Canadian teaching models, should be extremely beneficial in creating truly well rounded and 

committed teachers. It is clear that with China’s long-standing teacher tradition, any system 

change must fit into the specific cultural traditions and political climate. 
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Figure 1. Admission Requirements for Elementary Year Options 
 

University of British Columbia University of Alberta 
• A 4 year Bachelor Degree in the arts or science or 

equivalent.  
• A total of 90 credits of coursework in the arts, music, 

visual and performing arts, or human kinetics (physical 
education) must have been gained prior to admission to 
the B.Ed. Program, including: 

• 6 credits in English Literature and composition. 
• 3 credits in mathematics. 
• 3 credits relating to Canadian content (e.g. 

anthropology, sociology, art history, political science, 
etc,). 

• 3 credits in a laboratory science (e.g. biology, 
chemistry, astronomy, etc.) 

• 3 credits of Canadian history or geography. 
• 18 credits from Art, Biology, Chemistry, Earth and 

Ocean Sciences/Geology, English, French, Geography, 
History, Mathematics, Music, Physics. OR 

• 18 credits from Anthropology, Asian Studies, 
Astronomy, Biochemistry, Botany, Canadian Studies, 
Chinese, Classical Studies, Creative Writing, Dance, 
Drama, Economics, Family Studies, First Nations 
Studies, German, Italian, Japanese, Kinesiology, 
Linguistics, Microbiology, Oceanography, Philosophy, 
Physical Education, Physiology, Political Science, 
Psychology, Punjabi, Russian, Sociology, Spanish, 
Statistics, Women’s Studies, Zoology OR 

• 18 credits from any combination of the above 2 lists (no 
more than 12 credits in any one discipline). 

• A GPA of at least 65% based on the 36 stipulated 
academic credits (not based on the entire degree). 

• Demonstrated experience working with children and 
youth. 

• Applicants who have taken all or part of their first 
degree in a non-English language institution need to 
demonstrate English competence through a recognized 
English Language test. 

• One year of pre-professional 
study in arts or science. 

• Completion of at least 24 
transferable credits. 

• Good standing in the faculty 
from which the transfer occurs. 

• An admission GPA of at least 2.0 
on all transferable credits. 

• Recommended coursework in the 
following: 
 6 credits in 

Language/Literature.  
 3 credits in Computing. 
 3 credits in Health 

Education.  
 3 credits in Fine Arts. 
 3 credits in Mathematics. 
 3 credits in Natural Science. 
 3 credits in Physical 

Education. 
 3 credits in Social Science. 
 3 credits in an open option.  

• A minimum of 60 credits from 
another post-secondary 
institution may be allowed as a 
transfer credit. 

• Students with 24 credits enter 
the Bachelor of Education 
program in year 2. Students with 
60 credits enter the program in 
year 3. 

• Recommended previous 
experience working with 
children. 

• Demonstration of English 
language proficiency. 
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Figure 2. Admission Requirements for Middle Year Option 
 

University of British Columbia University of Alberta 
• A 4 year Bachelor Degree in the arts or science or 

equivalent.  
• A total of 90 credits of coursework in the arts, music, 

visual and performing arts, or human kinetics (physical 
education) must have been gained prior to admission to 
the B.Ed. Program. 

• 6 credits in English Literature and composition. 
• 3 credits in mathematics. 
• 3 credits relating to Canadian content (e.g. 

anthropology. sociology, art history, political science, 
etc.). 

• 3 credits in a laboratory science (e.g. biology, chemistry, 
astronomy, etc.) 

• 3 credits of Canadian history or geography. 
• 18 credits from Art, Biology, Chemistry, Earth and 

Ocean Sciences/Geology, English, French, Geography, 
History, Mathematics, Music, Physics. OR 

• 18 credits from Anthropology, Asian Studies, 
Astronomy, Biochemistry, Botany, Canadian Studies, 
Chinese, Classical Studies, Creative Writing, Dance, 
Drama, Economics, Family Studies, First Nations 
Studies, German, Italian, Japanese, Kinesiology, 
Linguistics, Microbiology, Oceanography, Philosophy, 
Physical Education, Physiology, Political Science, 
Psychology, Punjabi, Russian, Sociology, Spanish, 
Statistics, Women’s Studies, Zoology. OR 

• 18 credits from any combination of the above 2 lists (no 
more than 12 credits in any one discipline). 

• A GPA of at least 65% based on the 36 stipulated 
academic credits (not based on the entire degree). 

• Demonstrated experience working with children and 
youth. 

N/A 
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Figure 3. Admission Requirements for Secondary Year Options 
 

University of British Columbia University of Alberta 
•  A 4 year Bachelor Degree in the arts or science or 

equivalent. 
•  6 credits in English Literature and composition. 
•  Concentration on one or two subject areas identified as 

commonly taught in B.C. secondary schools. This element 
can be broken down into 1 major subject, 1 major subject 
and 1 subject of concentration, or 2 subject concentrations 
(see below). There are 28 identified teachable subjects 
divided into: 

•  General subjects (e.g. Art, English, Mathematics, Music, 
Physical Education, French, English as a Second 
Language) 

•  Modern Languages (e.g. Chinese, German, Italian, 
Japanese, Punjabi) 

•  Science (Biology, Chemistry, Physics, Earth Sciences) 
•  Social Studies (History, Geography, Social Science) 
•  Career Preparation.  
•  Not all subjects are allowable as teaching majors and some 

need to be taken in tandem with another subject.  
•  A subject major contains a minimum of 42 credits in the 

subject (including at least 30 in the third/fourth years of 
study). Some subjects such as social studies and science 
require an additional 12-18 credits at the introductory 
level. 

•  A subject concentration requires 12 less credits at the 
senior (third/fourth year) level.  

•  A GPA of at least 65% (usually an applicant needs higher) 
based on the senior credits in the subject majors and/or 
subject concentrations. 

•  Demonstrated experience working with children and 
youth. 

• Applicants who have taken all or part of their first degree 
in a non-English language institution need to demonstrate 
English competence through a recognized English 
Language test. 

• One year of pre-professional 
study in arts or science. 

• Completion of at least 24 
transferable credits. 

• Good standing in the faculty 
from which the transfer 
occurs. 

• An admission GPA of at least 
2.0 on all transferable credits. 

• Recommended coursework in 
the following: 
 12 credits in the 

applicants teaching 
major.  

 6 credits in the minor 
teaching area. 

 6 credits in 
Language/Literature. 

 3 credits in Computing. 
 3 credits in an open 

option. 
• A minimum of 60 credits 

from another post-secondary 
institution may be allowed as 
a transfer credit. 

• Students with 24 credits 
enter the Bachelor of 
Education program in year 2. 
Students with 60 credits 
enter the program in year 3. 

• Recommended previous 
experience working with 
children. 

• Demonstration of English 
language proficiency. 
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Figure 4. Admission Requirements for the University of Alberta After-Degree Route  
 

Elementary Option Secondary Option 
• 3 or 4-year degree from an 

accredited postsecondary 
institution. 

• GPA of at least 2.0, or 
equivalent, based on the most 
recent 24 credits 

• Completion of 12 credits from 
at least 3 credits of the 
following areas (minimum of 
3 credits must be from 
Language and Literature 
field): 
 Computing 
 Fine Arts 
 Health 
 Language and Literature 
 Mathematics 
 Natural Sciences 
 Physical Education 
 Social Sciences 

 

 

• 3 or 4-year degree from an accredited postsecondary 
institution. 

• GPA of at least 2.0, or equivalent, based on the most 
recent 24 credits. 

• Minimum of 48 credits in a major and minor subject 
teaching area: 
 30-36 credits in a major subject teaching area such as: 

- Art 
- Biological Sciences 
- Career and Technology Studies (e.g. Business and 

Technology)  
- Drama 
- English language 
- General Sciences 
- Mathematics 
- Music 
- Physical Education 
- Physical Sciences 
- Second Languages (e.g. Cree, French, German, 

Italian, Japanese, Spanish, and others) 
- Social Studies 
 9-18 credits in a minor subject teaching area such as: 

- Art 
- Biological Sciences 
- Career and Technology Studies (e.g. Business and 

Technology) 
- Chemistry 
- Drama 
- English Language 
- English as a Second Language 
- General Sciences 
- Health Sciences 
- Intercultural and International Education 
- Mathematics 
- Music 
- Native Education 
- Physical Education 
- Physical Sciences 
- Physics 
- Religious and Moral Education 
- Second Languages (e.g. Cree, French, German, 

Japanese, Mandarin, and others)  
- Social Studies 
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Figure 5. Required Courses: Elementary and Middle Route 
Route University of British Columbia University of Alberta 

Elementary Principles of Teaching; Pre-
Practicum Assessment; 
Communication Skills in Teaching; 
Introduction to Elementary Reading 
& Language Arts; Educational 
Application of Development 
Theories; Analysis of Education; 
Orientation School Experience; 
School Organization in its Social 
Context; Learning, Measurement 
Teaching; Development and 
Exceptionality in the Regular 
Classroom, one of Educational 
Anthropology, Sociology, History, 
Social Foundations, and Philosophy; 
Curriculum and Instruction in 
Language Education, Art, Music, 
Science, Mathematics, Mathematics, 
Social Studies, Physical Education. 
Extended teaching practicum of four 
months.        
 

Non-education credits (24) from seven 
subject elements: Language/Literature. 
Mathematics, Natural Sciences, Social 
Sciences, Fine Arts, Physical Education, 
and Health Education. Core courses in 
Education Psychology, Inclusive 
Education, Education Assessment, 
Managing the Learning Environment 
(classroom management), and Ethics and 
Law in Teaching. Method courses in 
Language Arts and Mathematics are 
required. Students choose a further four 
methods courses in art, music, science, 
social studies, or physical education. A 
computing course is also mandatory. 
Practicum consists of a five-week 
placement in the Introductory Placement 
term and nine weeks in the Advanced 
Professional Term. Minor subjects include 
Early Childhood Education, Education 
Psychology, English as a Second 
Language, Fine Arts, Language and 
Literacy, Mathematics/Science, Music, 
Native Education, Physical Education, 
Second Languages (Arabic, Cree, French, 
German, Italian, Japanese, Mandarin, 
Spanish, Ukrainian), Social Studies, Visual 
Studies. Further coursework outside of the 
Faculty of Education (preferably directed 
towards the minor subject areas or the 
seven elements) is also required.  

Middle Similar to above but added to the 
curriculum and instruction courses 
are Home Economics, French as a 
Second Language, and Design and 
Technology. One elective in the 
subject area of concentration 
(Language Arts, Mathematics, 
Science, Social Studies, Art, Home 
Economics, Music, French as a 
Second Language, Physical 
Education, Design and Technology), 
Education During the Adolescent 
Years  

N/A 
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Figure 6. Required Courses: Secondary Route 
 

University of British Columbia University of Alberta 
Similar to Middle years but only courses in 
curriculum and instruction relating to subject 
specialization. Electives to be related to this 
subject major or subject concentration(s). 
Language Across the Curriculum in 
Multilingual Classrooms added.  Practicum 
extending through the full school term.   

Core courses in Education Psychology, 
Inclusive Education, Education Assessment, 
Managing the Learning Environment 
(classroom management), and Ethics and Law 
in Teaching. A computing course is a 
requirement. Courses in the major and minor 
subject areas of specialization including non-
education subject courses (36 credits for major 
subject areas, 18 credits for minor subject 
areas) and secondary education curriculum 
courses (two for major subjects, one for minor 
subjects). Practicum consists of a five-week 
placement in the Introductory Placement term 
and nine weeks in the Advanced Professional 
Term. Major and minor subjects of 
specialization include Art, Biology, Career and 
Technology Studies (Business and Technology, 
Human Ecology, Resources, Technology 
Education), Chemistry, Drama, English 
Language Arts, General Sciences, Mathematics, 
Music, Physical Education, Physical Science, 
Physics, Second Languages (Cree, French, 
German, Italian, Japanese, Spanish, 
Ukrainian,), Social Studies. Special Education 
is also offered as a minor subject. 
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Figure 7. The UBC Field Experience Model 
 

School Advisor 
 Provides front line advice, support, 

and feedback to the student teacher
 Offers suggestions and promote 

reflective practices. 
 Observe student teachers and 

encourage them. 
 Ensure proper planning by the 

student teacher. 

School Coordinator or Administrator 
 Discusses issues and concerns with 

student teachers and school 
advisors. 

 Offer advice to student teachers on 
school policies and procedures. 

 Keep up to date on the progress of 
the practicum. 

 Act as problem solvers and 
facilitators. 

Faculty Advisors 
 Liaison between the university and school. 
 Act as mediator and guide between student teachers and school advisors.  
 Provide a link between theory and practice. 
 Clarify issues regarding the teaching practicum. 
 Communicate with school coordinators. 
 Offer guidance to student teachers and school advisors over issues, problems, 

and concerns. 
 Regularly observe and provide feedback to student  
 Prepare a final anecdotal summative report on each student teacher.  

Student Teacher 
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Figure 8. The University of Alberta Field Experience Model 

Mentor Teacher 
 Provides front line advice, support, 

and feedback to the student teacher.
 Assist student teachers in 

developing classroom management 
skills, gaining familiarity with 
teaching resources, lesson planning, 
and reflective practice 

 Tasked with providing guidance 
and modeling professional 
behaviours through the 
development of supportive 
relationships, and are responsible 
for holding the key evaluatory role.

School Coordinator 
 Identify qualified mentor teachers. 
 Provide support to mentor and 

student teachers 
 Act as bridge between the school 

and the university. 
 Charged with practical and 

professional arrangements for the 
student teachers. 

University Facilitator 
 Liaison between the university and 

school. 
 Act as mediators and enable open 

communication between all parties.
 Dialogue with mentor and student 

teachers. 
 Buttress the efforts of the mentor 

teacher in the areas of reflection, 
classroom skills, feedback, and 
evaluation. 

 Observe student teachers. 

Field Experience Associate 
 The university’s coordinator who 

provides leadership for facilitators. 
 Address concerns of all parties and 

maintain close communication with 
schools. 

 Help develop and implement field 
experience policies. 

 Make regular visits to schools. 

Student Teacher 
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Abstract 

This paper focuses on the employment experience of immigrant women 

from Taiwan, Mainland China and Russia who were highly educated, skilled 

professionals in their home societies. The paper is informed by the notion that 

race, gender and class are socially constructed relations that are intersecting in 

the process of searching for meaningful employment (Mojab, 1999; Ng, 1993). 

The study is based on observations of an English as a second language (ESL) 

program for employment preparation in an immigrant-serving organization in 

Alberta, Canada and interviews with the program coordinators, the ESL teachers, 

and the immigrants who took this program. Data show that immigrant women 

romanticize communication skills, believing that fluency in English is the primary, 

if not sole, requirement for successful employment. Data also reveal ethnic 

names, accent, employers’ requirement for “Canadian experience”, devaluation 

of international credentials and work experience, domestic responsibilities, and 

male-dominated professions marginalize immigrant women. In order for 

immigrant women to become equal and active participants in Canadian society 

the provision of bridging programs (ESL instruction and skills retraining), 

education of employers and inclusive policies is necessary. Along the same line, 

ESL teachers have responsibilities to help immigrant women become agents of 
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resilience (Waxman, Gray, & Padron, 2003). A number of other suggestions for 

assisting immigrant women are also made.   

Introduction 

This paper examines issues confronting professional immigrants in access 

to high-status occupations in the Canadian labor market. Canada is a country of 

immigrants. Canada faces a skills shortage and has a tradition of actively 

recruiting skilled immigrants from abroad. In 2005 Canada accepted about 

245,000 immigrants and hopes to be taking in as many as 300,000 immigrants a 

year within five years (Joe Volpe, Minister for Citizenship and Immigrating, cited 

in Jimenez, 2005). In 2000, of the total 227,209 immigrants and refugees 

admitted to Canada, 23 percent (52,000 individuals) were admitted as skilled 

workers (Couton, 2002). Skilled workers refer to immigrants who have education, 

work experience, knowledge of English and/or French and other abilities that will 

help them to establish themselves successfully as permanent residents in 

Canada (Citizenship and Immigration Canada, 2006). Many skilled immigrants 

were in professional or managerial positions in their home countries. However, 

following their arrival in Canada, many of them experience unemployment or 

work on low-pay jobs. They often encounter barriers in the Canadian labor 

market. Sometimes, such barriers are depicted as systematic factors such as 

nonrecognition of international experience and credentials (Basran & Zong, 1998; 

Guo, 2005; Mojab, 1999; Li, 2001; Reitz, 2001). Other times, barriers are 

depicted as individual factors such as a lack of Canadian experience and 

inadequate command of English (Alboim, Finnie, & Meng, 2005; Boyd, 1999).  
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Theoretical framework 

Among all these challenges, many Canadian employers criticize 

immigrants for a lack of English and consider it as one of the major reasons for 

not employing them (Environics Research Group, 2004). Behind such deficit-

oriented views of immigrants often lie overly simplistic, skilled-based definitions 

of language and conjectures about immigrants who are portrayed as lacking 

appropriate linguist tools and other basic workplace communication knowledge 

(Katz, 2000). Some immigrants also share the similar view on language (Krahn, 

Derwing, Mulder, and Wilkinson, 2000). 

However, the commonly held assumptions about seeing language as 

merely a workplace skill need to be questioned. In this study, I take a critical 

discourse perspective and view language as reflective and constitutive of 

people’s roles, relations, and identities (Gee, 1990; Katz, 2000; Norton, 2000). 

Discourses ‘are ways of being in the world, or forms of life which integrate words, 

acts, values, beliefs, attitudes, social identities, as well as gestures, glances, 

body positions and clothes’ (Gee, 1990, p. 142). In other words, skilled 

immigrants’ discourses constitute their entire ways of being, and their 

engagement in discourses entails displays of their membership in the new social 

groups and professional communities in Canada to which they belong or desire 

to belong (Katz, 2000). From this perspective, language is not simply a means of 

expression or communication; rather, it is a practice that constructs, and is 

constructed by, the ways language learners understand themselves, their social 

surroundings, their histories, and their possibilities for the future.  
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Beyond language barriers, race, gender, and class are socially 

constructed relations that are intersecting in immigrant women’s process of 

searching for meaningful employment (Dei, 2005; Mojab, 1999; Ng, 1993, 2005; 

Stasiulis, 2005). Many (Gannage, 1999; Ng, 1996) argue that in the labour force, 

the category of “immigrant women” has served to commodify them to employers, 

reinforcing their class position in providing cheap, docile labour to the state under 

exploitive conditions that are often permeated with racism and sexism. In her 

research with immigrant women, Mojab (1999) finds that skilled immigrant 

women faced de-skilling in Canada. She maintains that advanced capitalism 

simultaneously creates and destroys jobs, and requires both the skilling and 

deskilling of the labour force. Highly skilled immigrant women are usually seen as 

potential source of manual labour. They face unemployment or are pressured 

into non-skilled jobs. Access to the job market is not determined by education 

alone, but is constrained by other factors such as gender, national origin, race, 

and ethnicity. Systemic racism and ethnicism affects immigrants differently. 

Women from advanced countries (such as the US, Australia, Britain, or New 

Zealand) are treated differently from those originating in the Third World 

countries. Only those with financial resources at their disposal can afford the 

Canadianization of their experience. 

Much is to be learned from those skilled immigrants whose voices are 

marginalized and often silenced by the dominant discourses and those in power 

(Foucault, 1980). Two research questions inform the study: 1) What are the 
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challenges facing skilled immigrants in access to high-status occupations in the 

Canadian labor market? 2) How do they overcome these challenges?   

Methodology 

Research site and participants 

The study was conducted in the Milton Aid Society (MAS, a pseudonym), 

an immigrant-serving organization located in Calgary, Alberta. With more than 

9,000 newcomers arriving annually, Calgary is the fourth most popular 

destination in Canada (after Toronto, Vancouver, and Montreal) for newcomers. 

In 2003 there were 15,783 immigrants to Alberta, 70% of whom had post 

secondary education (Statistics Canada 2003). 58% of these immigrants chose 

to live in Calgary while 29% of them chose Edmonton and 13% of them chose 

other regions in Alberta. Incorporated in 1981, MAS is a nonprofit organization 

which provides settlement and integration services to all immigrants and 

refugees in Southern Alberta. MAS provides a variety of services, including 

resettlement services, family and children services, community development and 

integration, business, employment and training, computer training for 

employment, career bridge workshops, language training, and an engineering 

and technology upgrading program. 

The study was conducted in an English as a second language (ESL) 

program for employment preparation in MAS. The program involved 14 weeks of 

in-class instruction on ESL and employment skills training and then a 4-week 

work placement component in the area of professional skills of the individuals. 

The purpose of the program was to expand skilled immigrants’ English language 
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knowledge and to gain a Canadian experience in order to prepare them for the 

Canadian workplace. 

Twelve skilled immigrants, three program administrators, and one ESL 

teacher participated in the study. Seven of these immigrants came from the 

People’s Republic of China, and three from Taiwan, one from Russia, and one 

from India. Their ages ranged from 35 to 44 years of old, and seven of whom 

were male and five were female. Before they were enrolled in the program, their 

English language skills were assessed by the Immigrant Language and 

Vocational Assessment-Referral Centre (ILVARC) in Calgary. Their Canadian 

Language Benchmarks (CLBi) ranked 5 to 6, known as intermediate levels. This 

paper reports the experience of these five immigrant women. Prior to 

immigrating, all of the women have a post-secondary degree and had worked 

full-time in responsible and well-paid positions. Currently they are working on 

low-paid jobs or employed (see table 1).  

Table 1: Positions before and after immigration 

Pseudonyms Societies 
of origin 

Education Prior to 
Immigrating 

Years of 
work 
experience 
in home 
countries 

After Arrival 
in Canada 

Mei Wang China Bachelor 
of Science 

Senior 
Engineer 
and 
Manager 

17 Unemployed 

Sana Dilova Russia Master of 
Science 

Economist 3 File clerk and 
librarian 

Lilly Xu Taiwan Master of 
Arts 

Producer in 
a radio 
station 

19 Unemployed 

Rosemary Li China Bachelor 
of Science 

Engineer 12 Cleaner in a 
hotel 
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Sally Xia China Master of 
Science 

Finance 
Analyst 

4 Safeway 
cashier 

 

Three program administrators and one ESL teacher also participated in 

the study. The program administrators had been working for MAS for about two 

to three years and they were responsible for overseeing the employment 

program, applying for funding, designing the ESL program, hiring the ESL 

teacher, and finding the work placement for the immigrants. The ESL teacher 

had been employed at the beginning of the program. The focus of the study was 

on the immigrants, but the administrators and the ESL teacher were included in 

order to gain a holistic view of the program.      

Data collection and analysis 

Two interconnected research techniques– interviews and naturalistic 

observations– were used for data collection over a one-year period in 2005. 1 

hour to 1 hour and a half individual interview with the 12 skilled immigrants was 

conducted in the places chosen by the participants, such as in the classroom or 

in their own homes. 1 hour and 45 minutes interview with both the coordinator 

and the ESL teacherii was conducted in their meeting room. These interviews 

were audio recorded and subsequently transcribed. A semi-structured interview 

was used with some guided questions (McMillan & Schumacher, 2001; Spradley, 

1979). The purpose of the interviews was to understand what kinds of challenges 

skilled immigrants faced in access to high-status occupations in the Canadian 

labor market and how they overcame these challenges. A 10-hour observation of 

the classroom teaching was conducted and was recorded in field notes. The 
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purpose of the observations was to understand how the ESL program prepared 

immigrants for the Canadian workplace.  

McMillan and Schumacher (2001) suggest the process of qualitative data 

collection and analysis is recursive and dynamic. Data analysis in this study was 

ongoing throughout the data collection period. The ongoing analysis helped to 

identity emerging patterns and themes (e.g. Communication Skills). The inductive 

analysis strategy was applied to the interview data in order to understand how 

participants perceive the challenges skilled immigrants faced in finding 

meaningful employment and how they overcame them. Observation data of the 

classroom teaching were also analyzed inductively to identify teachers’ goals for 

skilled immigrants.   

Findings and discussions 

The section reports the employment experiences of the five immigrant 

women. Data show that immigrant women romanticize communication skills, 

believing that fluency in English is the primary, if not sole, requirement for 

successful employment. Data also reveal ethnic names, accent, employers’ 

requirement for “Canadian experience” and devaluation of international 

credentials and work experience, domestic responsibilities, and male-dominated 

professions marginalize immigrant women. 

Communication Skills 

One of the main goals of the ESL program is to teach appropriate 

communication skills to immigrants. The communication skills include how to 

present themselves in the workplace. For example, the program suggests that 
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immigrants choose an anglicized name, reduce their accent, and learn how to do 

a small talk.  

Name Anglicization. In the ESL program, the immigrants were encouraged 

to anglicize their names so that they might get more opportunities for job 

interviews. For example, the program coordinators said: 

• We have spoken extensively in class about changing your name to 

an anglicized name. We’ve not pressured individuals to change 

their names in any way. We’ve talked about the pros and cons of 

doing that and the presentibility versus another and the pros and 

cons of the perception of those names. It’s being able to give a 

realistic point of view to these individuals so they make decisions 

for themselves and then aware of potential outcomes.  

• I would suggest she change her name. Honestly, it’s not a perfect 

world. Change your name to Mary or Anne or something because 

people can’t read your name even, right? 

Four out of the five immigrant women chose anglicized first names. They were 

aware that their ethnic names reveal their ethnicity and may activate stereotypes 

and discrimination (Bart, Hass, Phibrick, Sparks & Williams, 1997). A number of 

studies in the US, UK, and New Zealand, suggest that Anglo-Saxon/European 

names (e.g. Laura Smith) are more likely to get calls for interviews than Asian 

names (e.g. Li Hu) (Bertrand & Mullaninathan, 2003; Brown & Gay, 1985; Wilson, 

Gahlout, Liu & Mouly, 2005). Wilson et al. (2005) explain that ethnic names may 

signal a lack of assimilation, trigger more pronounced stereotypes, or may cause 
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psychological discomfort because of pronunciation difficulties. Asians and other 

ethnic minority applicants are disadvantaged when compared to whites in terms 

of job opportunities. Along the same line, Carmichael and Woods (2000) argued 

that ethnic minorities pay an “ethnic penalty” in the competition for jobs.  

In spite of the “ethnic penalty”, one immigrant woman, Mei Wang chose 

not to change her name. She said passionately:  

I don’t want to change my name. It has a special meaning. It is part of who 

I am.  

Name is part of this immigrant woman’s identity. She is concerned that her 

identity will be taken away if she changed her name to an anglicized name.  

Accent. In response to the question about their most valued ‘skills’ in 

gaining Canadian employment, most immigrants referred to issues like accent 

reduction and gaining confidence in unfamiliar cultural practices:  

I speak English with a heavy accent. I need to reduce my accent so 

that I will sound like other Canadians.  (italics in Chinese) 

Immigrants are willing to change their accents in order to fit in the Canadian 

workplace. With respect to accent, immigrant women need to consider whether it 

is an issue of intelligibility or identity (Lippi-Green, 1997). If it is an issue of 

intelligibility, they perhaps need to improve their pronunciation and enunciation. 

However, to some degree, their accent is the foot in the past. To change their 

accents means to change their identities. This can cause serious psychological 

problems. Immigrants are also willing to adapt to Canadian workplace culture in 

spite of its superficiality. For example, they learned to change their clothes every 
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day, match the color of their socks with their pants, and chew gums to get rid of 

the bad smell. They also choose to ignore discrimination in the workplace. In any 

case immigrants’ main problem appears to be getting past the door so that they 

might enjoy an opportunity to demonstrate their capacity. Immigrants romanticize 

the English language, believing that fluency in English is the primary, if not sole, 

requirement for successful employment. They seem to view language as merely 

a workplace skill.  

Culture and Identity. However, the commonly held assumptions about 

seeing language as merely a workplace skill need to be questioned. From a 

critical discourse perspective, language is viewed as reflective and constitutive of 

people’s roles, relations, and identities (Gee, 1990; Katz, 2000; Norton, 2000). 

From this perspective, language is not simply a means of expression or 

communication; rather, it is a practice that constructs, and is constructed by, the 

ways language learners understand themselves, their social surroundings, their 

histories, and their possibilities for the future. For example, in her workplace, Mei 

learned:   

• Mei: The people here like to greet and praise each other more 

frequently than we did in our country. I have noticed those kinds of 

differences and try to use them in everyday life, but I don’t’ feel 

comfortable. 

• R: Can you tell me why? 

• Mei: I don’t feel sincere when I’m doing that.  

   (italics in Chinese) 
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Mei learned that praising her co-workers frequently was perceived as 

‘appropriate’ language behaviours in the workplace. Such language behaviours 

were valued by both her co-workers and her Canadian employer, but she did not 

feel comfortable to adapt such language behaviours and sometimes chose not 

demonstrate them because they violated values immediately connected with who 

Mei perceived herself and her culture (Norton, 2000).  

The example of Mei suggests that language is not just a discrete 

workplace skill. Katz (2000) warns us of the dangers of conceiving of language 

as a discrete and isolated skill (Katz, 2000).  Language learning is connected 

with social, institutional, and historical forces and contexts (Gee, 1990; Katz, 

2000).  

Everyday Canadian English. One obstacle that skilled immigrant women 

faced in searching for meaningful employment was everyday Canadian English. 

The immigrants noticed the difference between the language they learned in the 

classroom and the language used by people in their daily life. For example, one 

immigrant commented:  

The teacher used a formal way to speak, but in daily life people don’t 

speak that way. They use slang, jargon, and they speak at a very fast 

speed. They don’t use complete sentences. It is more informal. We don’t 

understand. It’s difficult for us.  

All the immigrants in the study reported that they had difficulty in comprehending 

everyday English. They said the teacher’s use of even and slow pace, precise 

enunciation, single dialect, and complete sentences in the classroom helped 
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them with their listening skills. However, in their daily interactions, they had 

difficulty in communicating with people with different accents, who do not slow 

down because they are immigrants, and who use a more informal language.  

Immigrants reported that it is important for them to learn both basic 

interpersonal communication skills (BICS) and professional language proficiency 

(PLP). BICS refers to daily conversational skills where PLP refers to specialized 

professional language skills. Participants wanted to learn more technical 

terminology in the program in relation to their professional fields. They also 

expressed a desire to learn everyday Canadian English (Nasdadi, Mougeon, 

Rehner, 2005; Duff, Wong, Early, 2000). They suggest that ESL teaching needs 

to go beyond classroom English to include natural English such as the natural 

pace and intonation, idiomatic expressions, and incomplete sentences.  

 Restricted Opportunity to Interact with Native-speakers. However, the 

immigrant women reported that they were willing to try everything they can to 

improve their communication skills outside the classroom. However, sometimes 

their communication difficulty was caused by their limited access to English 

speakers.  For instance, Rosemary, who was a cleaning lady in a hotel, said:  

Sometimes I practice English with my supervisor, but I work by myself 

most of the day. I want to practice English, but I have nobody to talk to.  

Rosemary wanted to communicate with people but she was unable to achieve 

her goal because her job limited her opportunity for practice English. She noted 

that she could practice her English only in this language skills program. 

Immigrants’ limited access to English speakers provided restricted opportunities 
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for them to practice their communication skills. Duff, Wong, and Early (2000) 

studied immigrant women and men seeking employment as resident care aides 

or home support workers in a work-oriented programs sponsored by an 

immigrant service agency in Western Canada. They found that these immigrants 

had restricted opportunities to interact with English speakers before, during, and 

after their language skills program, which prevented them from integrating more 

fully into English-speaking society.   

Unwillingness of the Native-Speaker. Sometimes immigrants’ 

communication difficulty is also caused by the unwillingness of the target 

speakers. For example, one participant said: 

• Not everyone is willing to talk to us. I usually go to church to 

practice my English.  

• Some people hate immigrants and they are not very polite and not 

very open to immigrants. They try to ignore you. It’s hard. 

The unfriendly receptiveness of English speakers is another reason that prevents 

immigrants from interacting with them. To overcome this barrier, some 

participants turned to church and senior homes for assistance. One participant, 

Wenhua noted that some people in the church helped her to practice her English 

and also took her to the Rockies for sightseeing. Another participant, Angela who 

volunteered in a senior home noted that the seniors were very patient with her.  

Canadian experience 

Another challenge that skilled immigrant women faced was a perceived 

lack of Canadian experience. Employers often use the lack of Canadian 
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experience as one of the major reasons for not hiring immigrants. One immigrant 

women stated:  

• If all the companies close their door, where can I find the opportunity? 

They need Canadian experience, but how can I get Canadian experience 

if I’ve just arrived in Canada?   

• If I don’t have Canadian experience, I can’t get a job. If I can’t get a job, I 

cannot become a professional engineer.  

One coordinator put it nicely: 

When an employer says ‘do you have Canadian experience’, it is also a 

way for him to say in a nice way, we don’t want you. 

These comments illustrate that professional immigrants are caught up in a 

double jeopardy (Basran & Zong, 1998). In the first place, non-recognition of 

international credentials prevents them from accessing professional employment 

in Canada and acquiring Canadian work experience, which subsequently makes 

it difficult for them to be qualified for professional employment.  

Skilled immigrants have experienced devaluation and denigration of their 

prior learning and work experience after arriving in Canada (Basran & Zong, 

1998; Krahn et al., 2000; Li, 2001; Mojab, 1999; Reitz, 2001). According to Guo 

(2005), non-recognition of international experience and credentials of immigrants 

can be attributed to the misconceptions of difference and knowledge. A deficit 

model of difference can lead to a belief that differences are deficiency, that the 

knowledge of professional immigrants, particularly those from the Third World 

countries, subjugated knowledge in Foucault’s term (1980), is incompatible and 
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inferior, hence invalid. Furthermore, knowledge is used as a power to keep out 

the undesirable in Canadian employment. Knowledge is power; knowledge is 

socially constructed, culturally mediated, and historically situated (McLaren, 

2003). The nature of knowledge as social relations prompts us to ask the 

following questions: What counts as legitimate knowledge? How and why does 

knowledge get constructed the way it does? Whose knowledge is silenced? Is 

knowledge racialized? Studies have clearly shown that, while immigrants from 

Third World countries encounter difficulties with their international experience 

and credentials, those from advanced countries have relatively successful 

experiences (Majab, 1999). It can be speculated that knowledge has been 

racialized in Canada. The knowledge brought by new immigrants is deemed 

inferior because their real and alleged differences are claimed to be incompatible 

with the cultural and social fabric of the ‘traditional’ Canada (Li, 2003). Clearly 

Canadian work experience becomes an excuse for employers to exclude skilled 

immigrants.  

Gender 

Domestic Responsibilities. All the married women reported that domestic 

responsibilities limited their efforts to obtain suitable employment. As mothers, 

and wives, the women were primarily responsible for child care and housework:  

We wake up before six. I finish at five, then I go to pick up my son at the 

daycare centre. We take the train, change to the bus, and come home 

around seven. We have dinner around eight. I’m really busy with taking 

care of my son and studying in the evening. I’m so tired everyday. 
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One woman had to turn down a job offer as its requirement to travel conflicted 

with her responsibility for child care:  

In a job interview, the employer seemed to like me. But I could not take 

the job because I need to travel a lot. My husband is working. Who is 

taking care of my child? 

In China, Taiwan and Russia, these women had relied on family members and 

domestic workers to take care of children and housework while they worked full-

time on their professional positions. In Canada, without the social network and 

unable to afford domestic help, the women struggle to accommodate the 

schedules of paid work and family responsibilities on their own (Man, 1999). 

 Male-dominated Professions. Two of the five women were trained in an 

engineering field, which is a very male-dominated sector in North America. These 

women faced double disadvantages as an immigrant and a woman. The program 

coordinator explained:  

Gender is a barrier. Some of our female clients are trained in a very male-

dominated sector in North America. So if you’re an engineer in a 

manufacturing setting, chances are an engineer in Canada would be a 

man, so segueing the gender realities of a foreign-trained female in a very 

male-dominated sector is really tough.  

Implications 

The findings of the study show that immigrant women romanticize 

communication skills, believing that fluency in English is the primary, if not sole, 

requirement for successful employment. Data also reveal ethnic names, accent, 
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employers’ requirement for “Canadian experience”, devaluation of international 

credentials and work experience, domestic responsibilities, and male-dominated 

professions marginalize immigrant women. The interactions of race, gender, and 

class shape the employment experience of immigrant women. Their ethnic 

names and accents become a marker for people of colour who come from a 

different racial and cultural background, who do not speak fluent English, and 

who are willing to work in lower position jobs. These individuals’ real and alleged 

differences are claimed to be incompatible with the cultural and social fabric of 

the “traditional” Canada, and they are therefore deemed unassimilated and 

undesirable (Li, 2003; Ng, 1986).  

The findings also suggest that communication skills are not discreet 

workplace skills, but are connected with adult ESL learners’ identity and culture. 

Instructors and administrators of ESL programs need to be aware that ESL 

learners feel hurt if they have to use anglicized names and erase their accents as 

these are part of ESL learners’ identities. With respect to accent, there is a need 

to distinguish if it is an issue of intelligibility or identity. If it is a matter of 

intelligibility, ESL instructors need to work on their learners’ pronunciation; if it is 

a matter of identity, instructors and administrators need to value ESL learners’ 

varieties of English, in Kachru and Nelson’s (2001) words, “World Englishes.”  

Moreover, adult ESL learners expressed their need to learn everyday 

Canadian English, but constrained by the limited opportunity to converse with the 

target speaker. Programs such as ChatMates organized by MacEwan English 

Language Institute in Edmonton, Alberta, Canada will be helpful for adult ESL 
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learners (Edwards & Gratton, 2006). Chatmates in a conversation partner 

program co-ordinated by the ESL department of the Institute. A volunteer and an 

ESL student will be paired for a number of weeks throughout the year. ESL 

students will have the opportunity to practice their English speaking skills outside 

of the classroom.  

Language training programs for immigrants need to go beyond linguistic 

training. Adult educators need to become cultural brokers and transformers by 

providing immigrants with strategies to challenge employers’ racism. Adult 

educators have responsibilities to help professional immigrants become agents 

of resilience (Waxman, Gray, & Padron, 2003).   

Furthermore, policies and cultural awareness and race relations/diversity 

training activities should be directed at Canadian employers, schools and 

communities to recognize and value international experience and credentials of 

immigrants.  North American educators and employers need to value the cultural 

linguistic, and occupational capital (Bourdieu, 1986) that immigrants bring with 

them. They need to acknowledge that many immigrants are well-respected 

professionals in their home countries and are capable of making contributions to 

their respective fields, if they are given an opportunity. Their credentials and 

expertise need to be valued and their expertise needs to be nurtured.  
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Scientific Literacy and its Necessary Development for Informed Populations 
 

Statement of the issue: Learning science content knowledge cannot be separated from 

the skills and abilities necessary to understand scientific concepts.  This combination of 

knowledge and understanding is often described in detail as the “science literacy” that 

educators, policy makers and scientists would like to see students demonstrate.  In an 

issue of Daedalus devoted to scientific literacy twenty years ago, A.B. Arons enumerated 

twelve abilities that a person who has acquired scientific literacy will possess (Arons, 

1983). This list included skills such as being able to recognize that scientific concepts are 

invented or created by acts of human intelligence and imagination and are not objects 

accidentally discovered.  A scientifically literate person should be able to recognize that 

to be understood and correctly used; terms for scientific concepts require careful 

operational definition, rooted in shared experience and in simpler words previously 

defined.  A scientifically literate person should be able to recognize when questions such 

as “How do we know…? Why do we believe…? What is the evidence for…?” have been 

addressed, answered, and understood, and conversely, when something is being taken on 

faith (Arons, 1983).   

 

Building upon this notion the American Association for the Advancement of Science 

noted that a science-literate person is “one who is aware that science, mathematics, and 

technology are interdependent human enterprises with strengths and limitations; 

understands key concepts and principles of science; is familiar with the natural world and 

recognizes both its diversity and unit; and uses scientific knowledge and scientific ways 

of thinking for individual and social purposes” (AAAS, 1990 pg. xvii).  Furthermore, the 

2007 HICE Proceedings 
Page 2024



National Research Council defines scientific literacy as “the knowledge and 

understanding of scientific concepts and processes required for personal decision making, 

participation in civic and cultural affairs, and economic productivity” (NRC, 1996 pg. 

22). 

 

There is ample research evidence to demonstrate that students cannot simply read about 

science in order to keep pace with constantly evolving scientific knowledge. Rather, they 

need to do science, they need to be critically engaged in scientific texts, and they need to 

constantly evaluate what they observe and learn (Crawford, et al., 1999; Lederman, et al., 

2002).  As students do this, educators believe they become scientifically literate.  To fully 

engage students to develop their science literacy, requires that teachers teach in ways that 

may be unfamiliar to them and that they have science content knowledge necessary to 

help them guide their students’ thinking and understanding (Loucks-Horsley and Stiles, 

2001). 

 

Literature review: It is important to consider the views and beliefs of teachers on 

matters that impact science literacy.  Several studies have shown that university students 

training to become teachers have views of science that do not align with what would be 

considered an understanding a teacher should hold.  One study conducted to determine 

the extent to which “anti-scientific” attitudes are found among university students 

uncovered a startling picture (Yates and Chandler, 2000).  Nearly 50% of the 232 

students surveyed (202 were education majors), believe “past lives can be uncovered 

through hypnosis,” “star signs (astrology) can be used to analyze your personality 
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makeup,” “certain crystals possess magical healing properties,” “extra-terrestrial craft, 

known as UFOs, sometimes visit the earth,” and “the spirit world can be contacted 

through séances or through psychic people known as mediums.”  Although a faculty 

panel had rated these beliefs as clearly inconsistent with the principles of valid and 

acceptable knowledge, a significant number of the students accepted all of these “New 

Age” statements.  Furthermore, 50% or more had no opinion or agreed with several “anti-

scientific” statements including:  “the primary purpose of scientific language is to 

confuse the average person,” “for any hope of solving the significant problems facing 

mankind, we ought to put our faith in spiritual or supernatural means,” “physical disease 

can be cured by faith or mental powers alone,” and “never trust statistics because 

numbers can be twisted to support any line of argument” (Yates and Chandler, 2000). 

 

Teachers hold alternate/mis-concepts about key concepts in every field of science (Duit, 

1998).  Their alternate concepts confound their presentation of important scientific ideas 

to their students and become a source for the formation of similar or related 

misconceptions in their students.  Yip (1998) suggests that misconceptions formed by 

children can be attributed to three sources:  1) naïve ideas arising from everyday 

experiences and language usage of the learners; 2) erroneous concepts formed by the 

learners during the lessons due to misunderstanding or lack of understanding; and 3) 

misconceptions passed from teachers through wrong or inaccurate teaching. 

 

Not only do teachers hold alternate conceptions about science content, they typically 

have naïve views of many aspect of the nature of scientific inquiry (Abd-El-Kjalick & 
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BouJaoude, 1997; Pomeroy, 1993; Aguirere, et al., 1990; Bloom, 1989; Carey & Stauss, 

1968, 1970).  A significant portion of teachers did not endorse the tentative nature of 

scientific knowledge, but believed that science is a body of knowledge that has been 

“proven” to be correct (Aguirere et al., 1990).  A majority of teachers still held a 

positivistic, idealistic view of science (Pomeroy, 1993); others believed in a universal 

stepwise procedure, “The Scientific Method,” for “doing science,” thus dismissing the 

creative and imaginative nature of the scientific endeavor (Abd-El-Khalick & BouJaoude, 

1997; Lederman, 1992). 

 

 

Contribution: Why should we be concerned with the scientific literacy of teachers and 

their students?  A democracy cannot address issues of global warming, health risks, or the 

issues surrounding stem cell research if the populace is scientifically illiterate.  In fact, 

popular misconceptions of scientific issues can be found almost weekly in our 

newspapers, witness these examples: 

 

“Finding of Fact:  Myth About Lung Cancer Can Be Deadly” (O’Connor, 2003) 

“Vaccine Refusal is Cited in Whooping Cough Case” (Perez-Pena, 2003) 

“Scientists Find Lemmings Die as Dinners, Not Suicides” (Yoon, 2003) 

 

The popular myth that cancer spreads by contact with air stops some Americans from 

agreeing to potentially lifesaving surgery (O’Conner, 2003).  A recent outbreak of a 
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vaccine-preventable disease, whooping cough, began with children whose parents had 

refused to have them vaccinated (Perez-Pena, 2003). 

 

While the nation continues to be increasingly baffled by and ignorant of the current 

scientific explanations for natural phenomena occurring all around it, scientists 

continually revisit and revise their own explanations for why these phenomena occur.  

Identifying and employing methodologies to develop science literacy should be a critical 

consideration for teacher preparation. 

 

Relevance: The proposal relates to policy and practice by focusing on science literacy 

and its necessary development for informed populations. 

 

Implication for Action: Extending the dialogue to explore teaching strategies to enhance 

teacher preparation in science education.  

 

Learner/participant outcomes: Participants will emerge from this presentation with a 

sense of what changes need to occur as we continue to tackle the notion of what scientific 

literacy means in education and beyond. 

 

Methods: The session is designed to engage the audience in dialogue of what scientific 

literacy is about, its impact on educating students, and implications for teacher 

preparation. 

 

2007 HICE Proceedings 
Page 2028



References 

 

Abd-El-Kjalick, F. and BouJaoude, S. (1997).  An exploratory study of the knowledge 

base for science teaching. Journal of Research in Science Teaching, 34: 673-699. 

 

Aguirere, J.M., Haggerty, S.M., and Linder, C.J. (1990).  Student teachers’ conceptions 

of science, teaching and learning:  A case study in preservice science education.  

International Journal of Science Education, 12: 381-390. 

 

American Association for the Advancement of Science (1990).  Project 2061:  Science 

for All Americans.  New York, NY:  Oxford University Press. 

 

Arons, A.B. (1983) Achieving Wider Scientific Literacy.  Daedalus 112(2) pp. 92-93. 

 

Bloom, J.W. (1989).  Perservice elementary teachers’ conceptions of science:  Science, 

theories, and evolution.  International Journal of Science Educaiton, 11: 401-415. 

 

Carey, R.L. and Stauss, N.G. (1968).  An analysis of the understanding of the nature of 

science by prospective secondary science teachers.  Science Education, 52: 358-363. 

 

Carey, R.L. and Stauss, N.G. (1970).  An analysis of experienced science teachers’ 

understanding of the nature of science.  School Science and Mathematics, 70: 366-376. 

 

2007 HICE Proceedings 
Page 2029



Crawford, B.A., Bell, R.L., Blair, L.M., and Lederman, N.G. (1999, March)   The impact 

of science apprenticeships on student conceptions of the nature of science and scientific 

inquiry.  A paper presented at the annual meeting of the National Association for 

Research in Science Teaching, Boston. 

 

Duit, R. (1998). STCSE Bibliography:  Students and Teachers Conceptions and Science 

Education. [Available on-line http://www.upn,uni-kiel.de/aktuell/stcse/stcse.html.] 

 

Lederman, N.G., Abd-El-Khalick, F., Bell, R.L., and Schwartz, R.S. (2002).  Views of 

Nature of Science Questionnaire:  toward valid and meaningful assessment of learners’ 

conceptions of nature of science.  Journal of Research in Science Teaching, 29(6): 497-

521. 

 

Lderman, N.G. (1992). Students’ and teachers’ conceptions of the nature of science.  

Journal of Research in Science Teaching, 29(4): 331-359. 

 

Loucks-Horsley, S and Stiles, K.E. (2001).  Professional Development Designed to 

Change Science Teaching and Learning.  In J. Rhoton and P. Bowers (Eds.)  Issues in 

Science Education:  Professional Development Planning and Design.  Arlington, VA:  

NSTA Press. 

 

National Research Council (1996).  National Science Education Standards.  Washington, 

DC:  National Academy Press. 

2007 HICE Proceedings 
Page 2030



 

O’Connor, A. (2003). “Finding of Fact:  Myth about lung cancer can be deadly.”  New 

York Times (late edition). October 7, 2003. pg. F5. 

 

Perez-Pena, R. (2003). “Vaccine Refusal is Cited in Whooping Cough Case.”  New York 

Times (late edition). October 7, 2003. pg. B1. 

 

Pomeroy, D. (1993).  Implications of teachers’ beliefs about the nature of science:  

Comparison of beliefs of scientists, secondary science teachers, and elementary teachers.  

Science Education, 77: 261-268. 

 

Yates, G.C.R. and Chandler, M. (2000).  Where have all the skeptics gone?:  Patterns of 

New Age beliefs and anti-scientific attitudes in pre-service primary teachers.  Research in 

Science Education 30(4): 377-387. 

 

Yip, D.Y. (1998).  Teachers’ misconceptions of the circulatory system.  Journal of 

Biological Education 32(3): 207-215. 

 

Yoon, C.K. (2003). “Scientists Find Lemmings Die as Dinners, Not Suicides.” New York 

Times (late edition). October 31, 2003. pg. A10. 

 
 
 
 
 

2007 HICE Proceedings 
Page 2031



Title of the submission:  The Sisters in Science in the Community Program 

Authors:   

 Penny L. Hammrich, Ph.D. 
 Dean and Professor of Education 
 100 Powdermaker Hall 
 65-30 Kissena Blvd. 
 Queens College/CUNY 
 Flushing, NY 11367 
 Penny.hammrich@qc.cuny.edu 
 718-997-5220 
 
 Michelle E. Myers, Ed.D. 
 Associate Dean of Education 
 100 Powdermaker Hall 
 65-30 Kissena Blvd. 
 Queens College/CUNY 
 Flushing, NY 11367 
 Michelle.myers@qc.cuny.edu 
 718-997-5220 
 
 Michelle Ariano, M.S. 
 Coordinator of SISCOM 

100 Powdermaker Hall 
 65-30 Kissena Blvd. 
 Queens College/CUNY 
 Flushing, NY 11367 

Michelle.Ariano@qc.cuny.edu 
718-997-5220 
 
Sonia Rodrigues, M.S. 
Coordinator of Special Projects 
100 Powdermaker Hall 

 65-30 Kissena Blvd. 
 Queens College/CUNY 
 Flushing, NY 11367 

Sonia.rodrigues@qc.cuny.edu 
718-997-5220 

 
 

2007 HICE Proceedings 
Page 2032



The Sisters in Science in the Community Program 

 

 

Introduction 

Female students’ academic achievement in and perceptions and attitudes of mathematics and science are 

subjects that have received considerable attention from the educational research community for more 

than two decades (Tolley, 2003).  Government entities, colleges and universities, and K-12 systems have 

worked on many fronts to address the disparities between male and female students in science and 

mathematics achievement, known as the gender gap.  Systematic efforts have also been made to reverse 

the negative attitudes girls have about science technology, engineering, and mathematics (STEM), 

which is one reported source of the gender gap. 

 

Subsequently, STEM-based educational programs have been implemented to adjust the often skewed 

perceptions girls possess about mathematicians, scientists, and careers in similar fields.  A myriad 

science and mathematics programs have been designed to meet the special needs of girls.  Even more 

pronounced are the instructional materials, teachers’ guides, checklists, and computer-based resources 

that have been created to change the face of instruction in order to close the achievement gap (AAUW, 

2004).   

 

One of the many efforts to remedy the gender inequity is the Sisters in Science Equity Reform Project 

(SISERP).   Funded by the National Science Foundation for over ten years, the project focuses on the 

diversity inherent in learning through various tools by which scientific and mathematical principles can 

be explored, analyzed, and communicated.  SISERP houses six innovative science programs designed to 

foster gender equity and inclusion in STEM education:  Sisters in Science (SIS), All Sisters in Science 

(ASIS), Sisters in Sports Science (SISS), Sisters in Science in the Community (SISCOM), Information 

Sisters in Science-Career Opportunities Matter (iSIS.com), and Sisters in Science Dissemination and 

Outreach Program (SISDO).  The primary goal of the SISERP programs is to provide urban school aged 

girls with access to meaningful STEM instruction in an environment unencumbered by the restrictions 

of stereotypical practices regarding gender. This paper discusses the state of gender equity in science 

education as well as providing year one results of the SISCOM program. 
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The Sisters in Science in the Community Program 

The overall goal of the SISCOM project is to replicate the Sisters in Sport Science program, which is the 

most innovative and successful portion of the Sisters in Science Equity Reform Project, in area 

community based organizations. Utilizing sports as a vehicle for learning, girls gain a better 

understanding of  the underlying principles of science and mathematics embedded in the mechanics of 

performing a sport. SISCOM is an informal science enrichment program that addresses the need for 

urban girls to gain equitable access to science education in a non-competitive and academically non-

threatening community/family setting. 

 

The extended school based program targets 6th – 10th grade girls. The intention is to reach a wider 

population of girls and to create a community approach to promoting science and mathematics literacy 

and career awareness.  This approach also targets families who otherwise may not be involved in school-

based initiatives. The project activities build upon the existing science and mathematics curriculum of 

the Sisters in Sport Science program through specific activities and learning methods shown to increase 

minority girls’ interest and achievement in science and mathematics through the vehicle of sports.  

 

The following objectives are being pursued: 1) To increase science and mathematics achievement of 

minority 6th – 10th grade girls both with and without disabilities through the vehicle of sport; 2) To 

enhance the self-identities of minority girls in the areas of self esteem, physical fitness, skill 

development, goal setting, and problem solving through the vehicle of sport and science and 

mathematics; 3) To increase families’ and caregivers’ knowledge of sports as an effective way to foster 

science and mathematics achievement; 4) To increase minority girls’ career awareness of science, 

mathematics and sport related fields; and 5) to increase community-based organization youth workers’ 

knowledge of, enthusiasm for, and expertise in teaching science and math to urban youth. 

 

Modes of Inquiry 

Through the utilization of minority athletes, university undergraduate and graduate students, and 

community based staff, SISCOM provides a weekly after school program, special Saturday sports events 

and summer internships for sixth –grade girls, bi-weekly Saturday Academies and career camps for 

seventh grade girls, and academic research internships for eighth grade girls.  The sixth grade 

curriculum features science activities linked to tennis, fencing, basketball, and golf.  The seventh grade 
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units are centered around track and field, volleyball and soccer.  All sport science activities are matched 

to the AAAS Benchmarks and state specific science and mathematics standards, and have an equity 

focus (see figure 1).  

 
Figure 1:  Modules/Units 

rogram/Grade Leve Unit/Module Unit/Module Unit/Module Unit/Module
Year 1 

 
Tennis –  

Geometry 
Forces –  
Fencing 

Motion –  
Basketball 

Mechanics – 
Golf 

Year 2 Biomechanics – 
Track & Field 

Anatomy &  
Physiology –  

Volleyball 

Health –  
Soccer 

 

Year 3  Research Research Research Research 
*Note:  Year 3 are experiences not unit/modules 

 
 

Evaluation 

The goal impact of the SISCOM project is to improve science achievement of economically 

disadvantaged middle school students in science, through the development, implementation, and 

dissemination of a replicable, model program for use with underserved youth, especially girls, in 

informal educational settings. Key elements that have been incorporated into the SISCOM 

program include the longevity of intervention, fostering community relationships, inquiry-based 

lessons that relate directly to students’ lives, and student access to caring adults and non-

stereotypical role models.  Findings from participant survey results include the following:  

• Student’s view on why it is important to go to school: The students were asked to 

indicate how important nine items relating to why it is important to go to school.  

Scores on this scale ranged from 0 to 7 with a mean of 3.83. Again, the relatively low 

percentages are noteworthy. While parental expectations to succeed and personal 

satisfaction were cited by a higher percentage of the program participants than any of 

the items, both of these percentages were just over 50 percent. Nonacademic reasons (“I 

have nothing better to do,” “It’s a place to meet my friends,” and “I play on a team or 
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belong to a club”) were cited less frequently than the more academically focused 

reasons. Teachers do not appear to play a significant role as might be expected. The 

relatively low percentage of the students who felt that what they learn in school is 

related to future job options is both low and characteristic of students their age in 

general. 

• Why School is Important: The students were asked a series of questions relating to 

why they thought it was important to go to school.  On the whole the responses were a 

bit discouraging. Only two responses received more than 50 percent of the program 

respondents citing them as important reasons for going to school. It is readily apparent 

that parental expectations are very important as this item was cited by more respondents 

important than any of the other items.  

• Resources: The students were asked about what resources they had at home supportive 

of doing well in school. The students were asked if they had a calculator, a computer at 

home to use, a desk, a dictionary or atlas, an encyclopedia, or a laptop computer. Of 

these items they were most apt to report having a calculator and least apt to have a 

laptop computer.  

• Parents:  It appears that parents are more apt to reward good behavior and are less apt 

to impose limitations (i.e., amount of television watched or time “out” on school 

nights). 

• Classroom Contexts: The students were asked about 19 different “contexts” they may 

have experienced on a regular basis in their science classrooms ranging from watching 

experiments to performing experiments, from taking notes from material written on the 

board to making presentations. On the average, the students reported experiencing from 
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none to all 19 of the items. The mean was 6.4. An interesting pattern results when the 

data were sorted by the percentage of students indicating that the activity was regularly 

done in their science classrooms. Four of the five lowest percentages are related to 

technology. The five items with the highest percentages pertain to traditional teacher 

practices.  It is the sixth lowest item that should be of concern to anyone focused on 

student achievement. Three-quarters of the students report that they are not tested or 

quizzed on a regular basis. 

 

Year 1 Science knowledge (Pre-test results): A pretest of the participants’ science was 

administered before their participation in the SISCOM project began. The pretest 

consisted of 30 items taken from a recognized middle school science test. Participant 

scores ranged from 3 correct answers to 18 correct answers. The mean number of correct 

answers was 9.37. Almost one-third of the participants scored between 8 and 10 correct 

answers.  Of the students who participated in both Year 1 and Year 2 of the project and 

who took the science knowledge tests in both years, ALL demonstrated higher scores on 

their Year 2 tests ranging from a 7.6 percent increase to a 48.1 percent increase with 50 

percent experiencing a 30 percentage point gain or more. 
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An In-depth Case Study: Technology Integration in an English Composition Class 
 

Abstract 
 

This qualitative case study investigated the challenges an experienced English instructor 
of a college composition course for international students faced in the transformation of 
learning environments through the use of technology and the evolution of his perception 
of the use of technology. This one-year research project examined the instructor’s first 
integration of Microsoft Track Changes and Blackboard/LearnOnline. The data were 
collected through interviews with the instructor and students, e-mail correspondence, 
transcriptions of discussion board threads, and the researcher’s logs as a technology 
mentor. The data were analyzed using N6 Software and other inductive methods. The 
instructor’s adoption of technology was evaluated using Levels of Use of the Innovation 
(LoU) (Hall, Loucks, Rutherford, and Newlove, 1975). Analysis of the data revealed 
several key strands of resistance to the use of technology: uncertainty, skepticism, 
workload, and incompatibility. Strands of advantages were time efficiency, convenience, 
and better instructional outcomes. The instructor’s decision-making was mapped over 
time as he tried to balance the advantages and disadvantages. In the initial trials, he was 
not able to see advantages due to the low level of technology integration. Implications of 
this research include recommendations for professional development at the K-12 as well 
as higher education levels. 
 

Introduction 

Background  

This is a qualitative case study that investigated an experienced instructor’s initial 
reluctance to use instructional technology and his gradual acceptance of it. The subject 
was a highly respected veteran instructor with thirty-years’ experience teaching English 
courses, including those designed for English for Speakers of Other Languages (ESOL) 
students.  The professor’s nickname is Dr. Ish because he is known for using the novel 
Ishmael (Quinn, 1993) in his English composition classes.  He is a tenured faculty 
member at a Mid-Atlantic state university in the United States.  He focuses on how he 
can best help international students develop communicative English skills in the United 
States.  He is interested in recent technology in a classroom, but, he is uncertain and 
skeptical about technology and new instruction. Yet, he remains open-minded about its 
possibilities and benefits. 

This proceeding will provide an overview of the year-long study and includes a 
summary of key information about this case study. 
 

Statement of the Problem 

 In the field of adoption or innovation theories, several researchers have conducted 
quantitative studies (Signer, Hall, & Upton, 2000; Christou, Eliophotou-Menon, & 
Philippou, 2004; Newhouse, 2001).  However, instructors’ evolving perceptions toward 
technology and key factors that influenced their decisions have not yet clearly been 
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discovered.  Specifically, few studies have been conducted about experienced instructors’ 
perceptional change toward technology integration in their courses. 
 
Purpose of This Study 

The purpose of this study is to investigate the experienced instructor’s evolving 
perceptions of technology, including his initial reluctance to use it and his gradual 
acceptance and adoption of it.  This examination can reveal key aspects of promoting 
successful technology integration by experienced instructors. 

 
METHODOLOGY 

 
Research Questions 

This research investigated an experienced instructor’s evolving perceptions of 
using technology, and the rate of his adoption of this technology in a college composition 
course for international students.  This study also examined the factors that affected his 
decisions and the challenges the instructor faced through the use and integration of 
technology.  The research questions used to guide this study were as follows:  

1. How does the instructor’s Levels of Use regarding technology change over time in 
a college composition course for international students? 

2.  (a) How do the instructor’s perceptions about using technology evolve over time? 
  (b) What are the instructor’s challenges with using technology in his English 

course for international students?  
3.   What factors influence the instructor’s decisions regarding his adoption of 

technology? 
 
Participants 

The core informant of this study was an English professor, Dr. Ish, who teaches at 
a Mid-Atlantic, mid-sized state university in the United States.  The instructor is a 
tenured professor and a veteran of 30 years’ teaching English.   

Dr. Ish used technology for the first time in his course in the spring 2005 semester.  
He received individualized technology training one month prior to the start of the spring 
semester, December 2004, and received ongoing assistance whenever necessary during 
the spring and fall semesters of 2005.  Five female students agreed to be interviewed at 
the end of the semester. 
 
Research Design  

This research used a qualitative case study method to examine in-depth evolving 
perceptions of the experienced instructor who employed instructional technology in his 
English writing courses.  The data were collected from the following multiple sources: (a) 
the researcher’s logs about the instructor’s technical training, (b) email correspondences, 
(c) transcripts of asynchronous discussion forums, (d) weekly interviews with  the 
instructor, (e) interviews with selected representative students (n=5), (f) the students’ 
course papers, and (g) student informal course feedback.  
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Data Analysis 
The instructor’s gradual adoption of technology was evaluated using Levels of 

Use of the Innovation (LoU) developed by Hall, Loucks, Rutherford, and Newlove, 
(1975). The data were analyzed using N6 Software and other inductive methods. The data 
of the researcher’s logs, email correspondences, and weekly interviews with the 
instructor were categorized by month.  The data of each moth were classified into the 
seven categories that Hall, et al. (1975) suggested.  

First, the data of the researcher’s logs, email correspondences, and weekly 
interviews with the instructor were coded, and refined as categories emerged. Next, 
transcripts of asynchronous discussion forums, interviews with students (n=5), the 
students’ course papers, and student informal course feedback were investigated for 
whether the data would support or refute the instructor’s perceptions. All key data were 
triangulated and interpreted. 
 
Settings 

The setting of this case study was an ESOL section of an introductory English 
writing course, entitled Writing for a Liberal Education, which is required for all students 
at the beginning of the college program.  This English course included a hybrid course, 
with face-to-face classroom sessions and supplemental online activities.  The purpose of 
the course was to introduce the procedures and requirements of writing academic and 
research papers in a liberal university, while also addressing common problems 
associated with student writing.  Fourteen international students were enrolled in the 
course in fall 2005. 
 

The Role of the Researcher 

The researcher worked as the instructor’s technology mentor during this research.  
The researcher conducted individual technology training sessions for the instructor one 
month prior to the spring semester, 2005.  During the spring and fall semesters in 2005, 
the researcher provided ongoing assistance to the instructor.   

Limitations 
Since this case study examined only one participant, the findings may not be 

applicable to other instructors.  This study was also limited by the influence of the 
potentially biased perceptions of the researcher’s perspectives as a technology mentor.   

 
FINDINGS 

Question One 
The first question examined the instructor’s Levels of Use.  Dr. Ish’s Levels of 

Use increased from Level 0: Non-use to Level IVB: Refinement over the two semesters.  
The results of monthly-basis evaluation formed a cycle.  The start of the second cycle 
showed a regression about one or two level(s) from the level reached at the end of the 
prior semester.  The highlight of findings for Question One was that, the instructor was 
not able to reach Level IVB: Refinement in the category of Knowledge until he actually 
uncovered obvious evidence of students’ increased learning with the use of technology.  
At first, because of unclear cognitive effects, the instructor considered the option of not 
using technology in the future. 

2007 HICE Proceedings 
Page 2041



 
 

Research Question Two 
The highlight of the findings for Question Two was that the instructor’s 

perceptional change from skeptical to open-minded.  The instructor was initially skeptical 
about using technology. He did not believe that technology would help students increase 
learning.  Although he faced several technical problems, he was not able to find any clear 
advantages. Thus, he showed strong resistance to using technology.  However, two events 
impacted his perceptions: a workshop about Microsoft Outlook at the institution and self-
discovery of positive students’ outcomes such as in depth comprehension of reading and 
quality writing.  The workshop made him question whether he knew the skillful ways to 
use technology.  In the workshop, although he thought he knew how to use the Outlook 
functions, he learned other skillful ways to complete the same task more efficiently.  The 
discovery of improved students’ outcomes was eye opening to him. It helped him to see 
that using technology could enhance student learning. These two events helped him 
reduce his resistance dramatically and become more open-minded.   

The second part of Question Two investigated the instructor’s challenges using 
technology in a college composition course for international students.  Because the 
instructor did not believe technology would fit into a writing course or his teaching 
philosophy, it was challenging for him to find the clear value of using technology for his 
ESOL writing course.  Furthermore, his protective style toward his traditional course 
design placed him in a difficult position to discover the benefits of using technology.  He 
wanted to maintain the traditional teaching style and class format that he had developed 
for over 30 years because he was certain that it worked well.  Over the course of this 
study, he overcame the challenges. 
Research Question Three 

The third question investigated the key factors that influenced the instructor’s 
decisions regarding technology.  This study identified five factors: uncertainty, workload, 
perceived and discovered advantages, commitment to using technology, and the mentor’s 
appropriate support.  Discovering the best ways of using technology often required the 
instructor to increase his workload; thus, he faced the dilemma of weighing advantages 
against his increased workload.  Furthermore, the advantages needed to be compatible 
with his course and teaching philosophy.  The powerful ways to perceive advantages 
were discovering the values to using technology for himself and fitting the technology 
into his belief system concerning teaching and learning.  Overcoming technical problems 
he had to have commitment to using technology. He was initially not committed to using 
technology.  However, his commitment grew during this study because he received 
support from the mentor, and he discovered clear advantages: improved student outcomes 
from using technology.  Receiving appropriate support from the mentor was also crucial.  
It was specifically aimed at helping the instructor find advantages and benefits in his 
course design and his teaching philosophy.  Moreover, the mentor always respected the 
instructor’s decisions and philosophy. Fostering the instructor’s ownership of technology 
helped him maintain his willingness to use it.  
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DISCUSSION 
Persistence to Learning 

Persistence to learning was important to increase the instructor’s Levels of Use.  
One is active involvement with technology and the other is having time for reflection.  
Hall et al. (1975) suggested the importance of continually using technology. They suggest 
that if a professor continuously uses a form of technology, he will use it regularly and he 
will eventually be able to focus on student learning.   

Reflection was another importance aspect of persistence to learning about an 
innovation.  Time away from teaching courses, such as summer vacation, may allow for 
instructors’ time to develop knowledge and skills.  In Dr. Ish’s case, during June, after 
the spring semester and before the summer session, he was able to reflect on his 
instruction in the spring semester. This reflection may be related to Freese’s views (1999). 
He stated that having an opportunity to reflect on one’s instruction by linking theories or 
expert knowledge is important. In this way, one can recognize one’s weaknesses. Dr. Ish 
sought advice from his mentor and reflected on his instruction when Dr. Ish had time 
away from technology and teaching. He wanted to develop more convenient, more 
efficient, and more effective ways to use technology.  Persistence to learning guided his 
active involvement and reflection, which were significant aspects to increase Levels of 
Use.   
 
Emerging Resistance 

Evans (1996) states the significance of desirability.  “Desirability depends 
crucially upon dissatisfaction and relevance” (Evans 1996, p.80).  Initially, the 
instructor’s expectations toward technology were that technology should save his and his 
students’ time, make things faster, and improve students’ learning. The expectations were 
not satisfied and technology did not support relevance to his essential objectives.  Thus, 
Dr. Ish’s perceived dissatisfaction and perceived incompatibility between his goals 
influenced what he was experiencing during the fall 2005 semester.  
 
Becoming Open-minded to Technology 

In this case study, Dr. Ish performed a “grass-roots” approach for his curriculum 
development (Schubert, 1986, p376).  No authority power gave him pressure. Dr. Ish was 
the center of technology integration and instructional change.  His perceptional change 
occurred from his experience with and discovery about technology.   

Dr. Ish initially did not have the skills to integrate technology and had not 
discovered any clear positive effects. Debski (2000) suggests that having a difficult time 
discovering clear positive effects is a general experience.  In the fall semester, an Outlook 
workshop that he attended influenced him to become more open-minded.  He questioned 
his idea toward technology: whether he knew enough about technology to state that 
technology was not reliable or lacked any advantage.  He noticed that there may be more 
room for him to improve his knowledge and skills. 
 
Challenge  

Overcoming concerns about changing his traditional course was the most critical 
challenge for Dr. Ish.  Operating the spatiality and temporality of technology was Dr. 
Ish’s challenges (Smith, Alvarez-Torres, & Zhao, 2003).  Asynchronous and virtual 
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formats allowed students to participate in discussions from anywhere as long as they had 
Internet access (Smith, Alvarez-Torres, & Zhao, 2003).  For Dr. Ish, a new learning 
format that was spatially eliminated and did not require access during a specific time was 
a great movement of pedagogical transformation.   

Asynchronous discussions such as Discussion Boards are designed for students 
who have more geographic and chronological diversity (Smith, Alvarez-Torres, & Zhao, 
2003).  Dr. Ish initially included asynchronous discussions into his course by having a 
real-time Discussion Boards in the Language Lab during course hours.  In this manner of 
the use of asynchronous discussions, Discussion Boards, Dr. Ish changed only the forms 
and physical place of the face-to-face class discussion that he used to have in his 
traditional class.  His use of Discussion Boards was similar to synchronous approaches, 
but it did not employ the technological power that true synchronous formats have.   
 
Key Factors 

The following aspects were determined as key factors that influenced Dr. Ish’s 
decisions regarding his adoption of technology: discovering advantages, uncertainty 
about an increased workload, making a commitment to using technology, and accessing 
the mentor’s support. 

Several researchers have stated the importance of knowledge creation (Fullan, 
2001; Rogers, 1995).  Knowledge creation should include information about what 
benefits the innovation has.  In this case study, two types of knowledge creation were 
discovered: unsolicited and solicited.  The first type is when the mentor delivered new 
knowledge without being asked for it.  The second type is when the instructor discovered 
the information while exploring technology or faced the needs of the information.  
Specifically, identifying values of using technology was the critical key factor. The 
benefits were usually compatible to his teaching style and course design. This aspect is 
also supported by several researchers (Rogers, 1995; Wetzel, 2001; Grant 2004). 

Collinson and Cook (2000) stated that faculty have difficulties finding time to 
learn new knowledge or skills because they have to complete current duties, and they 
may not want to do extra work that is not necessary or may end up wasting time.  
Because using instructional technology is a new practice, benefits or advantages may not 
be clear (Rogers, 1995).   

The commitment can be explained by what Argyris (2000) calls external and 
internal commitment.  Dr. Ish struggled with inserting new techniques into his 
professional life.  However, he was self-motivated based on this internal commitment to 
seek many possible ways to use technology for his own benefit and his students. His 
commitment can be also explained by his having a mentor. Having a mentor can be an 
important catalyst.  As several researchers suggest, having a mentor can provide not only 
technical, but also emotional support (Fullan, 2001; Hargreaves, Earl, Moore, & Manning, 
2001).   

Darling-Hammond, et al. (2005) stated the importance of having an opportunity to 
connect expert knowledge in practice.  In this case study, providing appropriate support 
was important to maintaining Dr. Ish’s interest in and willingness to use technology.   

This case study revealed key elements of technology integration for the 
experienced instructor. Since this study examined only one experienced instructor, it may 
not always be applicable to other instructors, but the findings may be useful for 
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instructors, administrators, or professional development divisions that face similar 
situations or issues. 
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Enhancing Teaching with International Research Experience: Applications from a 
Universidad Autónoma de Nuevo León and Texas A&M University Collaboration 

 
It is widely believed that the students now enrolled in higher education must be prepared to work 
in a global economy. The American Council on Education (ACE) stated that “the need for 
graduates with international knowledge and skills has increased substantially” (Siaya & 
Hayward, 2003, vii). Research conducted by ACE revealed that despite undergraduates’ positive 
perceptions about international activities, few had actually participated in such activities. More 
worrisome, institutions failed to take advantage of local resources, such as international students 
and faculty, to increase their students’ international knowledge and skills. However, in the 
absence of undergraduates’ authentic international experiences, local resources represent an 
important opportunity to develop students’ global awareness. 
 
A United States Department of Agriculture (USDA) project designed to enhance teaching and 
research efforts through international collaboration is underway at Texas A&M University 
(TAMU) and the Universidad Autónoma de Nuevo León (UANL). TAMU and UANL faculty 
members and graduate students began collaborative research projects studying agricultural and 
natural resource issues in the U.S.-Mexico border region in late 2005. Results from a quarterly 
evaluation in early 2006 revealed that research partners had shared their experiences with peers, 
colleagues, and students in their home institutions. 
 

Purpose 
The purpose of this poster is to illustrate methods used to enhance teaching in higher education 
classrooms by incorporating knowledge gained from international research experiences. The 
USDA project provides real-life applications of international research and teaching experiences. 
 

Information to be Shared 
Initial evaluation results revealed that researchers were using a variety of methods to share their 
knowledge. Faculty members listed lectures, invited presentations, seminars, annual reports, and 
staff meetings as their venues of choice. Graduate students shared their knowledge through class 
presentations and development of research posters. Finally, project directors established a project 
Web site to increase awareness about the collaborative international research projects between 
Texas A&M University and the Universidad Autónoma de Nuevo León. 
 

Educational Importance 
Faculty members and graduate students can apply their international experiences in ways that 
help foster international awareness in their home universities. This poster provides several 
possible applications, and may inspire other faculty and graduate students to develop their own 
unique methods of incorporating international experiences into academia. Ultimately, this project 
reminds us about the importance of preparing students who will become productive members of 
an international community. 

                                                 
Acknowledgement: This research was supported through funding from the Cooperative State Research, 
Education and Extension/United States Department of Agriculture, Grant No. 2005-51160-02282. 
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Beyond Behavior: Extending the Theory of Reasoned Action to  

Examine College Choice, Well-Being, and Performance 

Academic performance during the first semester of college can be predicted by a variety of 

indicators such as standardized test scores (Tross, Harper, Osher, & Kneidinger, 2000), high school 

grades (Tross, Harper, Osher, & Kneidinger), alcohol consumption (Pritchard & Wilson, 2003), and 

intangible qualities such as effort (Bauer & Liang, 2003). In addition, psychological factors such as social 

skills (Strahan, 2003), anxiety (Svanum & Zanita, 2001), depression (Fazio & Palm, 1998; Haines, Norris, 

& Kashy, 1996), and stress level (Pritchard & Wilson) can be used to predict first-semester performance. 

One psychological factor that is receiving particular attention is adjustment. Students who have better 

adjustment to their new environment and academic requirements demonstrate better academic 

performance (Aspinwall & Taylor, 1992; Van Heyningen, 1997). The current research will consider how 

adjustment and psychological well-being serve as predictors of academic performance, as well as 

consequences of various social psychological factors. The attitude about college and the chosen 

institution and the influence of important others such as parents, peers, and counselors will be examined 

with regard to the decision to attend college and their relationship to psychological adjustment, well-being, 

and academic performance.  

One theory that has been used extensively to examine the association between attitudes and 

behaviors is Fishbein and Ajzen’s theory of reasoned action (TRA; Ajzen & Fishbein, 1980; Fishbein & 

Ajzen, 1975). The TRA has been used to predict behaviors as varied as deciding to join the military 

(Schreurs, Derous, DeWitte, Proost, Andriessen, & Glabeke, 2005) and deciding to drink milk (Booth-

Butterfield & Reger, 2004). The TRA proposes that two factors contribute to the intention to engage in a 

behavior. Intention serves as the best predictor of behavior because, if the behavior is under the person’s 

complete control and the person is willing to exert effort, intention will directly produce behavior. However, 

this theory leaves open the possibility that a behavior is not entirely under the individual’s control. For 

example, a student may intend to attend a certain college, but not be accepted or find that it is financially 

impossible to attend. Therefore, the behavior of attending that college is not within the student’s 

behavioral control.  

When the behavior is controllable, the two TRA factors that contribute to behavioral intention and 

eventually behavior are the perceived social pressures regarding the performance of the behavior, known 

as subjective norms, and the appraisal of the behavior by the person considering the behavior, referred to 

as the attitude toward the behavior (Ajzen & Fishbein, 1980; Fishbein & Ajzen, 1975). When a student 

considers whether to attend college and what college to attend, these two factors are at work. Parents, 

peers, guidance counselors, and teachers provide the subjective norms. These subjective norms include 

others’ ideas about the importance of a college education, peer pressure from friends to attend the same 

college that they plan to attend, the expectation that college is what one does after high school, and 

perhaps even continuing a family tradition of attending a particular school (e.g., Harvard, Yale, Texas 
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A&M). The student takes into consideration how important the others’ approval is which impacts the 

intention, and therefore, behavior.  

Recent theorizing (Ajzen & Fishbein, 2005) proposes that the subjective norms are particularly 

powerful because they include both injunctive (i.e., what the student should do) and descriptive (i.e., what 

others are doing or have done) norms (Cialdini, 2003). However, injunctive and descriptive norms can 

predict intention independently. Studies have determined the independent roles of descriptive and 

injunctive norms in predicting the intention to diet (Conner, Martin, Silverdale, & Grogan, 1996) and 

gamble (Larimer & Neighbors, 2003). A meta-analysis (Rivis & Sheeran, 2003) determined that 

descriptive norms and injunctive norms were somewhat weakly correlated, and therefore serving 

separate functions in the prediction of behavioral intention.    

The student also has to determine his/her attitude toward attending college in general, and 

eventually toward a specific college. Determining this attitude depends on the student’s own evaluations 

of the college and its programs, evaluations of the college’s social atmosphere, and opinions about the 

school’s reputation. If the student believes that the advantages of attending a college outweigh the 

disadvantages of attending that college, then a positive attitude is formed. If the disadvantages of 

attending a college outweigh the advantages of attending, then a negative attitude is formed (Ajzen & 

Fishbein, 2005).  

Such a concise model may seem too simplistic to predict a behavior as complicated as choosing 

what college to attend. Usually that decision relies on a multitude of factors including financial resources, 

student’s gender, intellectual ability, etc. However, these subject variables indirectly impact the behavior 

through their impact on subjective norms and attitudes toward the behavior (Ajzen & Fishbein, 2005). For 

example, the student’s assessment of the school’s academic reputation contributes to the student’s 

attitude toward attending a particular school. Other factors such as the costs of tuition and fees contribute 

to the assessment of whether the behavior is controllable and impact the link between intention and 

behavior.  

Many models that explain the decision to attend college and which specific college to attend 

focus predominantly on economic (e.g., tuition cost) and sociological factors (e.g., student SES; Bateman 

& Spruill, 1996; Cabrera & La Nasa, 2000; Trusty, Robinson, Plata, & Ng, 2000). These models typically 

describe the process as a “funnel” (Litten, 1982) or a series of stages (Hossler & Gallagher, 1987) that 

culminates in the decision to attend a specific institution.  

As education researchers have examined this process, social psychological researchers such as 

Fishbein and Ajzen have looked at broader methods of predicting behavior. Their TRA (Ajzen & Fishbein, 

1980; Fishbein & Ajzen, 1975) incorporates many of the factors involved in the education theorists’ 

models. For example, these models (Hossler & Gallagher, 1987; Litten, 1982) describe at least three 

areas that students consider—quality of the academic programs, economic considerations, and social 

opportunities. Each of these can be conceptualized as part of the TRA, specifically, the student’s attitude 

toward the behavior. These processes (Litten) involve input from others (e.g., guidance counselors, 
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friends, admission counselors) but especially from parents. Again, this input from others fits within the 

TRA framework as the subjective norms.  

Once a student has chosen to attend a specific college, one might think that the TRA has fulfilled 

its usefulness. The subjective norms supplied by others and the student’s own attitude have produced the 

behavior of choosing to attend a college. However, we propose that the TRA factors continue to influence 

students beyond the college choice decision. We propose that these attitudinal and subjective norms 

relate to students’ adjustment, students’ psychological well-being, and ultimately the students’ academic 

performance. Thereby, this research proposes extending the TRA beyond simply engaging in a behavior 

to predict psychological health and performance after the behavior.  

Researchers have acknowledged the necessity of extending the research beyond the all-

important college choice decision to examine the influence on students after the school year has begun 

(Bateman & Spruill, 1996). However, a wealth of research examining this avenue is not available. As a 

result of this manner of thinking, college choice is typically conceptualized simply as an outcome variable, 

instead of considering it as part of the development process that an adolescent undergoes. On a more 

practical level, next to increasing admissions, retention is of paramount interest to administrators as they 

consider the growth and state of the college (Elkins, Buckingham, & Cochran, 2003; York, 1993). If 

greater attention is made to how the college choice process affects not only the decision to attend a 

particular college, but also performance and factors such as psychological health and adjustment that 

may contribute to leaving school, then the overall environment of the college can be improved.  

Martin and Dixon, in their development of the College Choice Influences Scale (Dixon & Martin, 

1991; Martin & Dixon, 1991), identified five areas that students consider when deciding whether to attend 

college and what college to attend. One influence on a student’s college choice is the influence of 

important others. For example, students may decide to attend college because their parents encourage 

them to do so, or because their friends are going to college. This exemplifies Fishbein and Ajzen’s (Ajzen 

& Fishbein, 1980; Fishbein & Ajzen, 1975) subjective norms, and particularly an injunctive norm (Cialdini, 

2003). A second influence is a family tradition of attending a specific institution. Besides just encouraging 

college attendance, a family may have a specific institution in mind. This is also a part of subjective norms 

and more specifically a descriptive norm (Cialdini). Another influence Dixon and Martin identified is a 

student’s attitude toward a particular university or college which incorporates the student’s evaluation of 

the overall reputation of the institution and, in particular, the school’s reputation for a certain field of study. 

This clearly exemplifies the attitude toward the behavior portion of the TRA. 1  

Once students have begun to attend college, other variables beyond college choice have been 

examined to determine their impact on academic performance. Specifically, psychological adjustment and 

well-being have been shown to affect both college performance and retention (Aspinwall & Taylor, 1992; 

Van Heyningen, 1997). Gerdes and Mallinckrodt (1994) found that emotional and social adjustment 

                                                 
1 Dixon and Martin’s model also includes other factors that do not relate as directly to the TRA such as the opportunity to use college 
as a life and career planning resource and the opportunity to experience new social environments or to gain independence from 
home and parents. As these are not important to the application of the TRA, they were not considered further. 
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predicted college performance and retention better than did academic adjustment, for example. Pritchard 

and Wilson (2003) demonstrated that some emotional and social factors such as stress and self-esteem 

contributed to students’ performance and their eventual decision regarding whether to leave school. And 

some researchers have argued that emotional instead of academic factors are the primary reasons that 

first-year students leave school (Szulecka, Springett, & de Pauw, 1987). Additionally students who 

reported very high stress levels were also likely to have lower grade point averages (Felsten & Wilcox, 

1992).  

This research will examine the psychological variables important to the TRA and the decision to 

attend a particular college. In addition, this research will examine how these TRA variables that were 

important in the decision to attend college relate to psychological adjustment and well-being and their 

eventual relationship with academic performance. We hypothesize the following: 

(1) The more positive the attitude toward the chosen school and the more powerful the subjective 

norms (i.e., the more conformity to the family, friends, and counselors and the expectation of attending a 

particular school), the better the psychological adjustment  

(2) The more positive the attitude toward the chosen school and the more powerful the subjective 

norms (i.e., the more conformity to the family, friends, and counselors and the expectation of attending a 

particular school), the more positive the psychological well-being. 

 (3) The more positive the psychological adjustment, the better the academic performance as 

assessed by first-semester grade point average. 

(4) The more positive the well-being, the better the academic performance as assessed by first-

semester grade point average. 

Method 

Participants 

 Participants for this study were recruited from the first-year seminar classes of two institutions of 

higher education. Students (n = 51) recruited from a women’s college were 18.2 years old on average, 

were enrolled for an average of 15 semester hours of classes, were attending a college 97.2 (SD = 128) 

miles from home on average, and the majority of participants were Caucasian (78%). Students (n = 124, 

39 males, 84 females, 1 not indicated) recruited from a co-educational, private university were 18.1 years 

old on average, were enrolled for an average of 15 semester hours of classes, were attending a college 

1218.5 (SD = 1391) miles from home on average, and the majority of participants were Caucasian (77%). 

Students completed the questionnaires in exchange for the chance to win a gift certificate in a lottery. The 

overall average response rate was 27% across both samples. 

Questionnaires 

The College Choices Influence Scale (Dixon & Martin, 1991) assessed the factors that students 

considered when deciding whether or not to attend college. The questionnaire contains 26 items, rated on 

a 1 (disagree strongly) to 6 (agree strongly) Likert-type scale. The scale contains three subscales of 

particular interest: (1) the student’s attitudes toward the chosen college as a measure of the attitude 
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toward the behavior (six items; e.g., “I came to [college/university] because it has a friendly reputation”; α 

= .72); (2) the degree that other individuals influenced the student’s decision to attend college as a 

measure of the subjective norm’s injunctive qualities (five items; e.g., “In my family, going to college is 

encouraged”; α = .62); and (3) the influence of family tradition of attending the chosen institution as a 

measure of the subjective norm’s descriptive qualities (three items; e.g., “Other members of my 

immediate family attend or have attended [college/university]”; α = .76).  

The College Adjustment Test (Pennebaker, Colder, & Sharp, 1990) measured the psychological 

adjustment to the new college environment. This questionnaire contains 19 items that students rated on a 

1 (not at all) to 7 (a great deal) Likert-type scale. Students indicated how often they had certain 

experiences over the past week. Three subscales measure the degree of homesickness, optimism, and 

general negative affect and can be combined for an overall adjustment score. Homesickness was 

assessed with five items (e.g., “Missed your parents and other family members”; α = .72). Optimism was 

assessed with six items (e.g., “Liked college in general”; α = .72). Negative affect was assessed with eight 

items (e.g., “Worried about how you will perform academically at college”; α = .78). The composite score 

of overall adjustment was created by reverse scoring homesickness and negative affect items and 

averaging those items with the optimism items (α = .81) so that higher numbers indicate better 

adjustment.  

Well-being was assessed using the Psychological and General Well-Being Inventory (Dupuy, 1984). 

The scale contains 22 items with six subscales assessing depression, positivity, anxiety, vitality, self-

control, and general physical health. Participants were asked to respond to statements regarding their 

well-being in the past month on a 6-point Likert-type scale. For each item, the scale varied to match the 

specific item. Depression was assessed with three items (e.g., “During the past month, you have felt so 

sad, hopeless, or had such problems you wondered if anything was worthwhile?”; α =.84). Positivity was 

assessed with three items (e.g., “During the past month how happy, satisfied or pleased have you been 

with your personal life?”; α = .70). Anxiety was assessed with five items (e.g., “Have you been bothered 

by nervousness or your nerves during the past month?”; α = .84). Vitality was assessed with four items 

(e.g., “How much energy, pep or vitality did you have or feel during the past month?”; α = .66). Self-

control was assessed with two items (e.g., “Have you ever been in firm control of your behavior, thoughts, 

emotions or feelings during the past month?”; α = .60). General physical health was assessed with two 

items (e.g., Have you been concerned, worried or had any fears about your health during the past 

month?”; α = .45).2 

Additional Data 

 The registrar’s office of each school provided the participants’ first-semester grade point average, 

and this information was matched with participants’ questionnaire responses.  

                                                 
2 Because of the low reliability, the vitality, self-control, and general physical health subscales were not included in the analyses. 
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Procedure 

In both samples, participants received the questionnaires in a first-year seminar class during the 

first few weeks of the students’ first semester. Some participants completed the questionnaire in class, 

while others returned them at a later time. Participants read and signed informed consent forms before 

completing the questionnaire, voluntarily provided their student identification numbers, and received a 

written debriefing. 

Results 

To test the hypotheses, correlations were computed between the measures of the attitude toward 

the college, others’ influence, and family tradition and the measures of psychological adjustment, well-

being, and academic performance. Significant correlations were found between the attitude toward 

college, others’ influence, and measures of adjustment and well-being (see Table 1). Attitude toward 

college and others’ influence were positively correlated with overall adjustment (r = .43, p < .01 and r = 

.20, p < .01, respectively). The attitude toward college was also significantly correlated with the three 

measures of well-being—positivity (r = .34, p < .01), depression (r = -.30, p < .01), and anxiety (r = -.16, p 

< .05). Others’ influence was negatively correlated with anxiety (r = -.15, p < .05). Family tradition was 

positively correlated with positivity (r = .15, p < .05). Others’ influence was positively correlated with grade 

point average (r = .20, p < .01).  

Multiple regression analyses were then performed to examine the extent to which the TRA 

components were associated with adjustment, well-being, and academic performance.   

Hypothesis 1 

When attitude toward college, others’ influence, and family tradition were simultaneously 

regressed onto adjustment, the overall model was significant (F(3, 169) = 14.28, p < .001). Attitude 

toward the college was the strongest predictor when controlling for the influence of others and the family 

tradition of attending a specific college (β = .41, p < .001). In addition, others’ influence remained 

significant when controlling for the attitude toward college and family tradition (β = .14, p < .05). Similar 

findings occurred when attitude toward college, others’ influence, and family tradition were regressed onto 

the subscales of overall adjustment (see Table 2). Therefore, there was strong support for Hypothesis 1. 

Hypothesis 2 

In a second model, attitude toward college, others’ influence, and family tradition were 

simultaneously regressed onto the measures of psychological well-being. The overall models predicting 

positivity (F(3, 168) = 8.13, p < .001), depression (F(3, 168) = 5.92, p < .001), and anxiety (F(3, 168) = 

3.19, p < .05) were significant. Again, attitude toward college was the strongest predictor when controlling 

for the influence of others and family tradition. A more positive attitude toward the college was related to 

greater positivity (β = .32, p < .001), less depression (β = -.31, p < .001), and less anxiety (β = -.16, p < 

.05; see Table 3). There was strong support for Hypothesis 2. 
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Hypothesis 3 

When the subscale measures of psychological adjustment (i.e., homesickness, general negative 

affect, and optimism) were simultaneously regressed onto grade point average, the overall model was 

significant (F(3, 159) = 3.12, p < .05). Both homesickness and general negative affect remained 

significant predictors when controlling for the other measures of adjustment (β = .18, p < .05 and β = -.19, 

p < .05, respectively). Thus, there was support for Hypothesis 3.  

Hypothesis 4 

When the measures of psychological well-being (i.e., positivity, depression, and anxiety) were 

simultaneously regressed onto grade point average, the overall model was significant (F(3, 161) = 2.75, p 

< .05). Depression was marginally significantly associated with grade point average when controlling for 

positivity and anxiety, (β = -.20, p > .05). There was some support for Hypothesis 4. (See Table 4 for full 

results of Hypotheses 3 and 4.)  

Canonical Correlation Analyses 

To examine the association between variables of the TRA (attitude toward college, others’ 

influence and family tradition) and measures of adjustment (homesickness, general negative affect and 

optimism), a canonical correlation analysis was performed to evaluate the shared multivariable 

relationship between the two variable sets. The analyses produced three functions that explained about 

30% of the variance shared between the variable sets. Only the first function will be examined as it 

accounted for 27.5% of the variance.  

 Table 5 presents the standardized canonical function coefficients and the structure coefficients for 

Function 1. Looking at the Function 1 coefficients, the relevant criterion variables were optimism and 

homesickness. With regard to the predictor variables, attitude toward the college and family tradition were 

the primary contributors to the predictor synthetic variable. Thus there is evidence that the TRA variables 

are predictive of adjustment variables. 

To examine the association between variables of the TRA (attitude toward college, others’ 

influence, and family tradition) and measures of psychological well-being (positivity, depression, and 

anxiety), a second canonical correlation analysis was performed. The analyses produced three functions 

that explained about 20% of the variance shared between the variable sets. Only the first function will be 

examined as it accounted for 14.6% of the variance.  

 Table 6 presents the standardized canonical function coefficients and the structure coefficients for 

Function 1. The relevant criterion variables were positivity and depression, with anxiety playing a 

secondary role. With regard to the predictor variables, attitude toward the college was the primary 

contributor to the predictor synthetic variable while family tradition was a secondary predictor. Thus there 

is evidence that the TRA variables, particularly attitude toward the college, are predictive of well-being 

variables. 
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Discussion 

This research demonstrated that the components of the TRA (Ajzen & Fishbein, 1980; Fishbein & 

Ajzen, 1975) are related to a student’s adjustment and well-being, and in so doing, demonstrated that the 

TRA can be applied more extensively to predict psychological well-being and adjustment after the 

behavior has been performed. For two samples of first-year college students, the attitude toward college 

was related to levels of overall psychological adjustment, including optimism, general negative affect, and 

homesickness. The attitude toward college also predicted well-being variables such as positivity, 

depression, and anxiety. The influence of others also served as a predictor of psychological adjustment. 

Academic performance in the form of first-semester grade point average was negatively impacted by 

adjustment and well-being, specifically, homesickness, general negative affect, and depression.  

Implications for College Professionals 

This research provides evidence that admissions, student services, and academic affairs 

personnel need to work collectively to insure the health and success of first-year students. The factors 

identified as important cross boundaries between academic and administrative areas and demonstrate 

the necessity of communicating and working together to protect positive attitudes toward the college and 

provide continuing, positive subjective norms. For these college students, the attitude toward the behavior 

component of the TRA predicted several psychological variables. It is, therefore, important that campus 

professionals and students work to maintain a positive environment on campus in order to maintain the 

influence of this positive attitude. Not only does this positive attitude make the campus more pleasant, but 

this positivity may provide a reserve for coping with the inevitable difficulties of the first year. Reinforcing 

the positive attitude that students arrived with may permit the student to focus cognitive and emotional 

resources on adjusting and maintaining good mental health rather than struggling with doubt about 

whether the correct decision was made. The importance of the positive attitude toward the college also 

brings into question the increased use of the Internet to recruit students instead of the on-campus visit. 

Seeing the facilities, meeting faculty and students, and imagining oneself in the college environment may 

go much farther in creating a positive attitude than a colorful website can provide. Perhaps forming a 

positive attitude about the college and making the best decision about which one to attend justifies the 

expense of making the trip to potential institutions. 

This research validates the importance of others in the decision making process. Powerful 

subjective norms from parents, teachers, and peers imply social support from those sources for the 

behavior. That is, choosing the behavior, in this case to attend a particular school, that was advocated by 

these important others indicates that the student has made the correct decision. This reassurance would 

likely produce the positive well-being and adjustment effects that we observed. Some of the sources of 

subjective norms such as parents and family are likely the providers of necessary resources for the 

students. This implies that, having chosen the option that the important others have championed, the 

students would have a reserve of social support for their decision and can be assured that they can rely 
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on the family when the usual problems of the first semester arise, such as roommate disagreements, 

financial strain, homesickness, etc.  

In addition, the students that were surveyed are part of an age group that is sometimes referred 

to as “millennials.” These millennials are much more connected to their parents than past generations of 

students may have been (Brownstein, 2000). This suggests that parents are likely more influential in the 

students’ choice of college in the first place, and that this increased level of involvement makes the 

subjective norms very salient. It is possible that subjective norms, in general, are very powerful in 

directing the behavior of this group of students. Therefore, college professionals must work to provide 

constructive subjective norms to assist students when they face decisions regarding possible new 

behaviors. Faculty, other college professionals, and college peers face the task of supplementing the 

subjective norms provided by parents. Consequently, colleges and universities need to be clear about the 

subjective norms of their institutions when recruiting students. Many institutions are making attempts to 

fulfill the need for positive subjective norms by developing communities on campus. The development of 

linked learning experiences and first-year seminars exemplifies the understanding that subjective norms 

and the providers of those norms are important.  

This research also demonstrated that the psychological well-being and adjustment that are 

associated with the influence of the TRA components may influence students’ academic performance. 

For these students, homesickness, general negative affect, and depression were related to lower grade 

point averages. This highlights the need for the development of intervention systems on campus to 

respond to mental health concerns. Some of these interventions may include adequate access to mental 

health professionals through student health services or training for faculty to help them understand and 

support students when the students face mental health and adjustment challenges. Besides the 

compassionate need to develop such programs and resources, response to these needs could preserve 

healthy grade point averages which are another important predictor of retention (Cabrera, Nora, & 

Casañeda, 1993).  

It also appears that having a fit between the student and the college is important. For the college, 

this may have a large impact on retention and on the psychological health of the student body. Training 

for admissions personnel could include interviews about the variables that are influential in this research 

as a way to assist with identifying students who would be likely to do well psychologically, as well as 

academically, at their college. 

Limitations and Future Research 

While these results are strong and informative, they are limited in their ability to determine causal 

relationships between the TRA components, psychological adjustment, well-being, and academic 

performance. While the inability to uncover cause-and-effect relationships is a liability of descriptive 

research and regression analyses, this research may still prove useful for many colleges and universities. 

Another concern for this research is that it examined first-year students at only one point during the 

semester. An alternative research design would include longitudinal data, perhaps over the four years of 
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school, but at least at multiple points throughout the first year of college. Additional research should also 

determine the utility of the TRA (Ajzen & Fishbein, 1980; Fishbein & Ajzen, 1975) to predict performance, 

retention, and other variables beyond the first year of school. The decision to remain in school is perhaps 

a decision that utilizes the TRA variables each and every year and continues to involve subjective norms 

and attitudes toward the behavior. Examination of the norms, attitudes, and their consequences for the 

students at every class level would provide additional, helpful information. Finally, this research did not 

assess students’ intention to remain at their chosen school. Future research should consider the 

subjective norms and attitudinal variables as important predictors of student retention.  

Conclusion 

This research demonstrated that the components of the TRA (Ajzen & Fishbein, 1980; Fishbein & 

Ajzen, 1975), as they apply to the decision to attend a particular college, predict psychological 

adjustment, well-being, and academic performance. This well-researched theory of social psychology 

brings a novel way of examining the college choice process and its consequences. This research 

contributes to the body of information available regarding the TRA by extending the reach of the theory 

beyond the performance of the behavior to its consequences. Also this research serves as a useful 

resource for admissions personnel, campus mental health professionals, parents of high school students, 

and others who have influence on their decisions. By considering the information provided here, perhaps 

those involved can assist with making the decision in such a manner to produce the healthiest outcomes 

for their students in the long run. 
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Table 1 
 
Intercorrelations Between Subscales 
 
 1 2 3 4 5 6 7 8 9 10 11 

1. Attitude  -----           

2. Others’ .15 -----          

3. Family .14 .14 -----         

4. Homesickness -.35** -.07 -.09 -----        

5. General negative affect -.20** -.13 .04 .30** -----       

6. Optimism .45** .27** .14 -.37** -.26** -----      

7. Overall adjustment .43** .20** .06 -.72** -.79** .68** -----     

8. Positivity .34** .09 .15* -.37** -.46** .52** .62** -----    

9. Depression -.30** -.06 .02 .33** .55** -.32** -.58** -.56** -----   

10. Anxiety -.16* -.15* .06 .26** .64** -.23** -.56** -.48** .67** -----  

11. First semester GPA -.07 .20** -.05 .07 -.16* .11 .10 .03 -.19* -.17* -----

* p < .05; ** p < .01 
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Table 2 
Regression Analyses: Predicting College Adjustment 
 

 
Multiple Regression Results 

  
Simple 

association 

 
Beta 

 
R2 

 
df 

 
F 

Predicting College Adjustment 
from: 

     

Attitudes .43*** .41*** .20*** 3,169 14.28*** 
Others’ influence .20** .14*    
Family tradition .06 -.01    

      
Predicting Homesickness from:      

Attitudes -.35*** -.34*** .11*** 3,169 7.92*** 
Others’ influence -.07 -.01    
Family tradition -.09 -.04    

      
Predicting General Negative Affect 
from: 

     

Attitudes -.20** -.19* .04* 3,169 3.35* 
Others’ influence -.13+ -.11    
Family tradition .04 .08    

      
Predicting Optimism from:      

Attitudes .45*** .42*** .23*** 3,169 18.48*** 
Others’ influence .27*** .19**    
Family tradition .14+ .06    

      
 
Note: + p < .10, * p < .05, ** p < .01, p < .001 
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Table 3 
Multiple Regression Analyses: Predicting Psychological Well-Being 
 

Multiple Regression Results 
  

Simple 
association 

 
Beta 

 
R2 

 
df 

 
F 

      

Predicting Positivity from: 
     

Attitudes .34*** .32*** .11*** 3,168 8.13*** 
Others’ Influence .09 .04    
Family Tradition .15* .11    

      
Predicting Depression from:      

Attitudes -.30*** -.31*** .10*** 3,168 5.92*** 
Others’ Influence -.06 -.04    
Family Tradition .02 .06    

      

Predicting Anxiety from: 
     

Attitudes -.16* -.16* .04* 3,168 3.19* 
Others’ Influence -.15 -.15+    
Family Tradition .06 .10    

 
Note: + p < .10, * p < .05, ** p < .01, p < .001 
 
 
Table 4 
 
Multiple Regression Analyses: Predicting GPA  
 

Multiple Regression Results 
  

Simple 
association 

 
Beta 

 
R2 

 
df 

 
F 

      

 
     

Predicting GPA from: 
     

Homesickness .07 .18* .04* 3,159 3.12* 
General Negative Affect -.16* -.19*    
Optimism .11 .13    

      

Predicting GPA from: 
     

Positivity .03 -.13 .05* 3,161 2.75* 
Depression -.19* -.20+    
Anxiety -.17* -.10    

      
 
Note: + p < .10, * p < .05, ** p < .01  
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Table 5 

Canonical Solution for Theory of Reasoned Action Predicting Adjustment 

 
Variable Coef rs rs

2 (%) hs (%) 
 

Homesickness -.309 -.642 41.22% 41.22% 
General Negative Affect -.109 -.407 16.56% 16.56% 
Optimism .802 .945 89.30% 89.30% 
     
Rc

2     
Attitude toward College .876 .938 87.98% 87.98% 
Others’ influence .327 .475 16.56% 16.56% 
Family Tradition .091 .252 75.17% 75.17% 
     
     
 
 
 
 
 
Table 6 

Canonical Solution for Theory of Reasoned Action Predicting Psychological Well-Being 

 
Variable Coef rs rs

2 (%) hs (%) 
 

Positivity -.803 -.922 85.01% 85.01% 
Depression .543 .732 53.58% 53.58% 
Anxiety -.391 .354 12.53% 12.53% 
     
Rc

2     
Attitude toward College -.943 -.971 94.28% 94.28% 
Others’ influence .023 -.114 1.30% 1.30% 
Family Tradition -.242 -.359 12.89% 12.89% 
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ABSTRACT 
Introduction 
 
The North Carolina 1-2-1 (NC 1-2-1) grant program is funded by the North Carolina 
Department of Public Instruction through the No Child Left Behind (NCLB) Enhancing 
Education Through Technology (EETT) grant.  North Carolina 1-2-1 is based on the 
premise that an improved teaching and learning climate, increased student motivation, 
and higher student achievement occur when each student in a classroom, grade level, 
student-grouping, or school has access to a personal computer for his or her own 
curricular use throughout the school day or during a specific class or course of study.  
Evaluation of the grants will occur over a three-year period. This presentation examines 
the utility of the Retrospective Analysis (post-then design) methodology for evaluating 
four NC 1-2-1 technology grants.  
 
Research Objectives 
 
• To determine the reliability of the post-then design for examining student abilities 

regarding technology in the classroom. 
• To determine the reliability of the post-then design for examining student, parent, 

administrator and teacher attitudes regarding technology in the classroom. 
 
Proposed Methodology: A Post-Then Design 
 
Four elementary schools in North Carolina served as the sites for this study.     
 
A baseline inventory of surveys (pre test) was administered to participants (teachers, 
students, principals, parents) prior to the beginning of the 2005-06 school year. After 
receiving professional development on the use of specific applications of technology, 
teachers were required to implement said technologies. At the end of the school year, 
teachers completed surveys created in the post-then design. (Surveys will be made 
available through the Apppendices in our final paper.)  
 
Pre-tests were administered to students and their parents in grades 3 through 5 during the 
first month of the school year (2005-2006). Throughout the school year students were 
required to use the technology identified by the school’s particular grant. Surveys created 
in the post-then design were administered to students and their parents during the final 
days of the school year. Pre tests were administered in hard copy, post-then surveys were 
collected on line. 
 
Expected Outcomes: 
 
• Using a post-then design in combination with pre/post test is a more reliable measure 

of participant behavior (i.e., ability).  
• Post-then design in combination with pre/post test provides a consistency in findings 

in participant attitudes. 
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• Use of post-then design accounts for effects of response shift bias. 
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Abstract of the Dissertation 

An Exploration of Intergenerational Connections: 

Focus on Intergenerational Learning 
 

By 

Jerry Ann Harrel-Smith 

Claremont Graduate University, 2006 

 

 A close relationship with a grandparent has the potential to become an important 

source of secure attachment (Ainsworth, 1978) for children.  In an era of increasing life 

expectancy what can be learned from grand-relationships that have remained close for 

decades?  In order to explore this demographically timely issue, a questionnaire with both 

quantitative and qualitative questions was designed [Research Questionnaire on 

Intergenerational Connections (RQIC)].  Hypotheses were generated to evaluate the 

potential interactions of age, gender, and culture on the attitudes of undergraduates 

toward their grandparents, great-grandparents, and other elders in their families and 

communities.  

 Students (N=85, 54 females + 31 males)) represented a wide range of cultures 

with no majority.  Fourteen great-grandparents and 191 grandparents were reported.  

Most students (n=56) had at least one close grand-relationship.  Very few (n=10) 

reported a close relationship with an other elder. 

 In early childhood (< 5 years) nearly 68 percent lived close enough (< 99 miiles) 

for monthly visits.  More Middle-Eastern and Hispanic-Latino students lived near (< 12 
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miles) their closest grandparent when their were young (< 6 years) compared to other 

cultural groups.  These proximity findings affirmed that availability of contact was 

important in the formation of early attachments. 

 The traditional role of women (of all generations) as nurturers emerged.  More 

females (72.2%) than males (54.8%) reported a close grandparent.  Women were also less 

likely (27.7%) to report the absence of close grand-relationships than were men (45.2%).  

Women selected more than twice as many grandmothers as grandfathers.  Men also 

preferred grandmothers, but by a smaller margin.   

Selecting from a checklist with 21 grandparental roles/styles, both genders saw 

grandmothers in the traditional roles of kin keeper and reservoir of family wisdom.  The 

changes in the American grandparent that Neugarten (1964) observed were more evident 

in grandfathers.  Only grandfathers were seen as fun seekers and only by granddaughters.   

Both genders saw grandfathers as active-authoritative in style.  Differences between 

cultural groups were also found. 

 Asked about their most memorable time, most described recent event in ongoing 

vital relationships.  The highest ranking theme, gender-linked travel, particularly to 

countries of origin, may be related to Erikson’s (1950) concept of identity formation.  

Other highly ranked themes were family gatherings and talk/lifestories.  Additional 

illustrations of these two linked themes were included from an informal family gathering. 

Implications for educators and intergenerational activity planners were considered. 
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When asked to write about their most memorable time with their closest 

grandparent talk/lifestories (n=4) was one of the two (support n=4) most frequent themes. 

Some students (n=3) wrote specific memories of teaching/learning with a grandparent.   

Most students reported that they had learned (n=46/56) from their closest 

grandparent (family/cultural values, personal qualities, and philosophy of life).  However, 

more than half of the students with close grand-relationships (n=30/56) felt that their 

grandparent had learned nothing from them.    

Some elders had learned important personal qualities from their grandchildren 

and to how to understand the young.  In addition, three students, from diverse cultures, 

taught their grandmothers about cultural integration.  Three Euro-Anglo men taught new 

technology in a grand-relationship. 

  Although we would appear to be far from the post-figurative society Mead 

(1970) envisioned, where learning would flow easily between the generations.  The 

capacity for intergenerational learning, between grandparent and adult grandchild, may 

be emerging in the enduring grand-relationships of undergraduates today.  This is a 

potentially healthy social phenomenon that is well worth monitoring in the future. 

 

 

 

 

 

 

A-IG learn(8/10/06) 
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The Electronic Solution 
 
 

Preface 
 

This is a book with a simple message.  Today’s technology affords a more efficient 
manner for children to learn in the classroom.  As educators, we have an important task, 
and it seems that the challenges increase each year.  The next few pages will share the 
most important tool that I’ve found since becoming an English teacher in 1973. 

 
 

To Teachers 
 

Imagine teaching in a world where students came in the room and were on task before the 
tardy bell.  Where: 
 

• Writing assignments were viewed in an anticipatory manner 
 

• Editing and subsequent drafts were welcome     
 

• The teacher could truly capitalize on the “teachable moment” unencumbered by 
the limits of available text 
 

• There was such a plethora of exciting teaching material that the word “boredom” 
simply wasn’t a part of the class’ lexicon 
 

• Typical 9th grade behavior still existed, but was reduced by 90% with far less 
heavy handedness on the teacher’s part 
 

• Every student had a well-educated personal “tutor” always standing by with a 
positive attitude 

 
During a training session I heard another teacher mention that he taught a laptop English 
class.  I later asked him some specifics of his class.  As he shared, I was struck by how 
similar his observations were.  He mentioned how quickly they got on task, and that he 
didn’t have to encourage them to do so.  It was also mentioned how each day seemed to 
offer a sense of discovery.  What struck me the most was how he said “It’s too bad that 
every high school in America doesn’t offer such an opportunity to students.” 
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Tools 
 
Jonas Salk is most famous for handing doctors a tool that could save lives and prevent 
paralysis. 
 
Henry Ford presented us with a tool that released us from the constraints of using a horse 
for transportation. 
 
Those of us in the classroom have been given lots of problems and issues with few 
solutions.  The laptop computer is arguably the greatest tool since the ballpoint pen to 
assist learning.  Unfortunately, few schools are using it. 

 
 

The Challenges 
 
As one of the many “baby boom” teachers, I’ve been witness to the same challenges that 
most teachers have had during the last 25 years.  Our concerns are similar throughout the 
nation.  They include:  
 

• Increasing class size 
• The challenges of increased cultural diversity 
• Higher frequencies of attention deficit syndrome 
• Shorter class attention spans 
• Individual student writing challenges 
• Access to current materials 
• Increasing Individualized Education (IEP) and 504 Plans 
• Increasing range of ability within each class, challenging the pacing of instruction 
• Decreased motivation by students to get and remain on task 
• Inconsistent attendance 
• Avoidance behavior by certain students 
• Increasing unawareness and apathy regarding the national and global stage 
• An un-level playing field regarding access to technology 

 
 

Change 
 
Things created by humans are often subject to change.  Of course there’s the obvious, 
such as the new annual models of cars, but I can think of few things made by humans that 
are not renovated within a few years.  Those wonderful movie theaters with the scrolled 
artwork surrounding the screen have been nearly all torn down to make room for 24 
screen complexes.  Although I’ll admit to some nostalgia for the old Orpheum Theater, it 
is also nice now to have a wide selection when going to the movies.  
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Today’s supermarkets bear little resemblance to the corner grocery stores of the 40s and 
50s.  Downtowns are being “revitalized,” and the way we travel today has seen an almost 
inconceivable transformation in the last 100 years.  However, if you asked a parent or 
grandparent if the looks of a classroom have changed that much in the last 50 years, I’m 
not sure they would say there is a dramatic difference.   
 
I recently walked the halls of my high school alma mater in Des Moines, Iowa.  It was 
amazing how similar the classrooms looked to when I sat in those chairs.  There were a 
few differences.  Television monitors were installed in the hallways with a videotaped 
looped message.  I could also see computer keyboards and monitors in the library, but for 
the most part, the physical structure of Theodore Roosevelt High School looked just like I 
left it back in 1969. 
 
My contention is that educators and their institutions have been some of the most reticent 
professionals to change of any degreed personnel in the work force.  Combine that with a 
clientele whose thought process has been conditioned since birth to move at today’s 
nearly frenetic pace and I can easily see why many schools aren’t meeting the needs of 
our children.  Ironically, we have a powerful tool at our disposal that, as I write these 
words, is currently being used at a miniscule level.  I suspect that most teachers don’t 
fully understand the potential of each student in their class having a laptop computer on 
their desk. 
 
My first teaching contract was in Kansas City, Kansas during the 1975-76 school year.  
I’ve since taught in five states and 8 metropolitan school districts.  For the most part, 
those teaching models looked similar to each other until my 2000-01 session.  Although 
my 9t h graders received the same curriculum as the previous years, two of the five classes 
had a new and powerful learning tool at their disposal.  All of the enrolled students’ 
parents agreed to buy their son or daughter a laptop computer.  The end result was a 
positive influence on kids’ ability to achieve in school. 
 
The following comments are written from the perspective of an English teacher, but I 
believe you will find the concepts to be relevant regarding other disciplines. 
 
California’s Mission Viejo High School has roughly 2850 students with a faculty of 
around 140.  12 of us teach classes where each student has a laptop computer.  I have 
found it to be the most important technological tool introduced since I began public 
school as a student in 1956.  When each student has a laptop computer at his or her desk 
with access to the Internet, classroom dynamics change for a number of reasons, 
including the following: 
 

• No longer are students limited to text materials or even the school’s library. 
 

• No longer is an individual student tied to the teacher’s class pacing designed for    
the majority. 
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• The very negatives that we’ve heard so much regarding television are now 
harnessed and used to an advantage. 
 

• Poor handwriting becomes a non-issue 
 

• Spelling ability becomes less of a factor 
 

• Discipline problems decrease 
 

• Students get on task much more quickly 
 
 

Reluctance to Change 
 

Change more often than not meets with resistance. 
 
In the seventeenth century, dancing the waltz was initially considered scandalous.  
Moralists were shocked at the sight of a lady permitting a man to encircle her with his 
arms and pressing the contours of her waist.  Religious leaders almost unanimously 
regarded the waltz as vulgar and sinful.   
 
Adolph Sax was vandalized and the victim of an assassination attempt because of his 
invention in 1840.  Woodwind makers formed an organization designed to prevent bands 
from adopting the new instrument because it was felt the saxophone could imitate so 
many others that it would put them out of business.  Filmmakers in the 30s and early 40s 
were considered disreputable for using the tenor sax as a part of their musical score, 
because the sound was believed by many to be too sexually suggestive. 
 
Laptop learning has not escaped criticism either.  Even though our data clearly 
demonstrates that kids learn more effectively using this instructional method, the 
resistance to change has been significant.  In fact, it has been suggested by some 
educators that those of us who are teaching in this manner are actually doing academic 
harm to our kids because it departs from the traditional instruction model.  This argument 
may be why the most significant resistance has not come from students, parents or 
administrators, but rather teachers themselves. 
 
 

Data 
 
Few issues can be more boring than test taking results, so I will cut to the chase.  We 
compared scoring percentages from the California Standards Test (CST) college prep 
students in electronic learning classes against their counterparts in traditional sections.  
The results are below. 
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     Traditional learning   Laptop Learning 
 
Word Analysis and Vocabulary  66.3     75.3 
 
Reading Comprehension   65.1    74.5 
 
Literary Response and Analysis  60.5    68.1 
 
Written and Oral Communication  73.2    82.6 
 
Writing Strategies    71.0    83.5 
 
 
There were 449 students in the total sample.  It should also be noted that if anything, 
demographics favored the traditional learning models.  For example, there were a higher 
percentage of athletes in the laptop learning class.  The traditional learning classes had a 
higher percentage of girls.  The percentage of minority students in general and African 
American males in particular was higher than the school average in the laptop-learning 
group.  In fact, the electronic classes included all ethnicities. 
 
The difference also couldn’t be explained because of some students having better 
teachers.  These scores include teachers who had both traditional and laptop learning 
classes with the same curriculum.   
 
A percentage point improvement over the school year is often viewed as a major victory.  
Many times, school rankings will be separated by a difference of .5 to 2 points.  But I 
can’t remember a time when I’ve seen scores average over a 9.5 percent increase 
resulting from changing a class tool.  These numbers were consistent by grade level and 
across disciplines. 
 
 

On Task Behavior 
 
Some teachers estimate that as much as 20% of their effort goes into maintaining an 
environment where students can learn. This often involves this issue of discipline.  Kids 
are adept at employing “avoidance strategies” to delay class instruction or being on-task.  
Our experience has been that the use of the laptop has significantly diffused that issue. 
 
It is such a joy to watch students come into the room and, without the slightest prompting 
on the teacher’s part, immediately take out their laptops and go to my website.  They 
know that the assignment page is updated daily and nearly a third of the period will pass 
without me having to get up and do active teaching.  This issue is huge because it allows 
me to do several other things including: 
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• Handling the inevitable individual student concerns effectively 
• Keeping grades and attendance on the computer up-to-date 
• Walking the room to see how various students are progressing 
• Giving my voice a rest..! 

 
Remember!   Our research documents that at the end of the school year; these same 
students perform significantly higher on standardized testing.  In other words, better 
scores are being produced in an environment where the teacher is not physically working 
as hard and yet is meeting the students’ needs more effectively. 
 
 

Teaching Efficiently 
 

Word economy doesn’t come easily to many of us.  Some may not admit it, but we 
teachers like to hear ourselves talk.  Teachers often think that kids won’t get the benefit 
of a good education if we’re not actively “instructing.”  Some of us even think that we 
haven’t done a good job of teaching if we’re not tired at the end of the day, but there is a 
downside to such thinking. 
 
The attention span, as it relates to verbal instruction, lasts less than 90 seconds.  Research 
has demonstrated that the trick is to say as few words as possible. 
 
“Teacher-burnout” is a fact of life on most job sites.  Most schools’ instructors feel 
overworked, overstressed and underpaid.  The average secondary school teacher has 
come to accept excessive class sizes and little support in terms of tutoring.  The laptop 
computer is a tool that addresses numerous issues. 
 
Most teachers have some students who write poorly.  In a perfect world, these students 
could use a full time tutor just to address spelling and grammar.  Class size usually 
prohibits such help however, so we do our best with the numbers we are given. 
 
Even though I usually give the class a general assignment, the notebook computer often 
allows students to tailor the lesson to individual interests.  All of us have a tendency to do 
better with an activity we enjoy.  When we were writing about Romeo and Juliet, some 
students chose to address the obvious family conflict issues.  Other students recognized 
the power of the keyboard that was at their desk and saw some non-traditional angles.   
 
Their laptop computer allowed them to discover the distance between Verona and 
Mantua and appreciate why “banishment” was such a dire sentence.  Some researched the 
average springtime temperature in Verona so they could get a sense of why Capulet’s 
party fostered such an instant romance.  Girls had a tendency to be interested in Italy’s 
late 1500s fashions and several boys examined the weapons of that time period.  All of 
this information, including the pictures, was accessed without students leaving their 
desks. 
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The Writing Process 
 
A good teacher is always excited. 

 
Students often have the perception that they’re poor writers simply because they have 
poor handwriting.  As we all know, that’s not necessarily the case.  Teachers 
subconsciously look more favorably upon nice handwriting when doing subjective 
grading. The word-processor has been a great leveler of the playing field, because as long 
as the student understands sentence mechanics, their writing isn’t susceptible to the 
teacher’s predisposition to grade more critically.  
 
Papers that are written and formatted in an organized manner such as MLA or APA 
format are more likely to receive a better grade.  Because the laptop will “tutor” students 
with templates, the quality of their work improves in a logical sequence. 
 
Large class sizes are a particularly frustrating situation when it comes the writing process.  
Students will get their paper returned with red ink and often have little understanding of 
why a sentence will be flagged as a run-on or fragment.  Because many kids do not 
understand the concept of subject and predicate, they have a hard time understanding the 
problems in their sentence structure.  The laptop helps to address this concern.   
 
The magic box in front of them inherently has their trust.  They know the computer isn’t 
out “to get” them, and they are far less likely to second-guess the judgment of the 
machine.  When they see that wavy green line under their sentence, my experience has 
been that they are now motivated to identify the problem and find the solution. 
 
Roget’s Thesaurus and even the dictionary are wonderful resources that we wish our 
students would use more.  The reticence of kids to use them is a fact of life however.  
Laptop students aren’t reluctant to find an alternative or definition to words, because they 
access so many choices right from their fingertips.  Ironically, less effort now yields 
greater choices in synonyms more quickly. 
 
We were writing a literary analysis on our most recent novel.  It can be challenging to 
teach this document because all the parts of the essay have to carry a central message.  
The one example given in the textbook was good, but it was clear that some students 
were not relating to it.  What a difference it was to teach the same lesson electronically.  
Suddenly, the examples were endless, as numerous universities provided artifacts 
covering a wide range of subjects.  There was something far more personalized about the 
lessons as the students “discovered” previously written essays.  The retention rate seemed 
to be higher as well, because the information wasn’t being lectured.  Instead, it was “self-
discovered.” 
 
Students also sense true preparation for college when they are using their laptops to write.  
I remind them how their keyboarding speed will greatly help them when they are at a 
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university.  The fact that a keyboard is being used daily naturally increases character 
speed and lowers the error rate.  Without even consciously trying, access to technology 
puts high school graduates at a competitive advantage upon entering college. 
 
 

Teacher Credibility 
 

It has been said “If I say it it’s a lie, if you say it it’s the truth.”  My point is that students 
have a lot more “buy-in” if they believe they have found the answer to a question or an 
assignment.   
 
Assess to the Internet has changed the rules.  Current information is always at their 
fingertips, and if the right question is put in front of students, they will find credible 
answers. 
 
It is one thing for the teacher to say that Anne Frank endured horrific conditions.  But the 
credibility factor is elevated so much more if it is one of the students who self discovers 
and then describes the conditions at Bergen-Belsen.  Once kids are pointed in the general 
academic direction, they quickly learn to employ the powerful search engines available.  
Because there is such an overwhelming amount of information out there, one of the 
bonuses is that seldom are two presentations similar. 
  
One of my favorite teachable moments was when the asteroid “Eros” was visited by a 
NASA spacecraft on Valentine’s Day.  My classes were able to discover the purpose of 
the space mission and find out why the celestial body was so named.  It was so much 
more effective for the students to discover the information rather than have it lectured to 
them.  
 
 

Pacing 
 

Teachers design lesson plans and the pace of instruction to benefit the majority of 
students.  Unfortunately, bright students are often not challenged because the frequency 
of new information is too slow.  Conversely, kids at the other end of the learning 
spectrum are often frustrated because they can’t keep up with the majority of the class. 
 
Because the electronic screens focus students’ attention so intently, there is seldom any 
stigma to proceeding at the optimal individual pace.  Amazingly, overachievers will think 
of creative ways to augment their response to an assignment.  The online resources are so 
vast; there is no possible way for teachers to be aware of them all.  Perhaps it is one of 
the reasons that even though the same novels are taught each year, the material seems 
fresh when kids do their PowerPoint presentations.  It is never just more of the same old 
thing. 
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The Ecological Impact 
 

Teachers know the incredible amount of paper that is sent to the trash by classrooms each 
day.  On one hand, we want to teach the importance of being responsible residents of our 
planet, and yet our society is highly dependent on paper.  “Laptop” students still use 
paper, but it is considerably less than my traditional students.  Much of the essay revision 
is completed on screen prior to printing.  Because the word-processing program usually 
“advises” when there is a grammar problem, the first actual rough draft isn’t nearly as 
“rough” as it might be without the electronic assistance. 
 
Some people suggest that real learning isn’t taking place because of the electronic aide.  
Because overcrowding has become a fact of life, teachers need all the help they can get.  
If it comes in the form of a rectangle box that is the size of a notebook, I submit that 
we’re looking at an effective 21st century classroom tool.  It is also one that isn’t 
susceptible to family problems, political dynamics or a personality clash with any 
student.  The temperament of the magic box is consistent each day of the calendar. 
 
 

Cueing Sounds 
 
For years I spent a good portion of my effort simply making sure that students were on 
task.  That issue has now been reduced by 90%.  Once an assignment is given, there is a 
cueing sound of the surrounding keyboards.  It’s a subtle and yet effective auditory signal 
that is an ancillary benefit to most kids’ desire to conform.  From a teacher’s perspective 
it’s easier to get a sense that the class is really working when you hear the rhythm of the 
keyboards at their desks.  The same auditory clue doesn’t exist with pen and paper. 
 
 

Technical Savvy 
 
Many teachers are afraid to embrace an electronic strategy for learning because they are 
intimidated by the kids being more technically advanced than they are.  I believe that is 
the wrong approach.  Each person has their area of expertise when it comes to computers.  
Furthermore, we’re not teaching computer skills.  Instead, we are teaching the same 
disciplines that we’ve always taught.  The only difference now is that we have a more 
effective tool to help us.  My point is that when a technical problem inevitably happens, 
we shouldn’t feel compelled to be the “experts.”  Let the kids do that.  It empowers them 
when they do. 
 
One of the advantages to having students who you rely on for help is that it is often their 
first time to shine above the other kids in class.  My attitude is to only focus upon my 
subject area.  There will always be technical wizards.  If they’ll help me with computer 
glitches, I’ll continue to teach English. 
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Teachable Moments 

 
Prior to this electronic teaching model, students asked me fact-based questions to which I 
didn’t have the answers.   I knew the information existed, but the potential distraction 
from instructional minutes precluded us from getting the answer at the moment.  If I 
wrote the question in my planner and had the time to find the answer, I could get back 
with the class.  Students could do the same, but some didn’t have the research skills 
necessary to retrieve the information.  With the current model that we are employing, that 
scenario no longer exists. 
 
Since students have been armed with this magic box, there has never been a time 
when we didn’t immediately find the answer to an information-based question.  
Teachers were never supposed to internalize every fact on the planet.  Rather, our job was 
to know how to access information.  Now, when students ask, “How many popes have 
there been?”  It’s easy and fun to find out.  What is the planned return path of the Space 
Shuttle?  A few keystrokes and the class is engaged.  What is the line of succession after 
the vice-president?  Now there is no more guesswork.  And best of all, students are now 
empowered to find future information on their own.  Good teachers know when to get out 
of the path of actively engaged students. 
 
 

 Correlation of Technology and Academic Success   
 

Dina Borzekowski of Johns Hopkins University in Baltimore studied children who had 
varying combinations of televisions and computers in their bedrooms.  Her research 
showed that kids in the 3rd grade with televisions in their rooms scored lower on 
standardized tests.  However, students at the same grade level who had computers in their 
bedrooms consistently scored higher on the same tests. 

 
 

Computer Skills 
 

We boarded our flight, stowed our carry-on luggage, found our seats and while waiting 
for the doors to close, looked out and saw them loading the luggage.  With the security 
concerns of today, it’s no longer a simple task of moving bags on the plane.  As the 
suitcases were put on a belt, a young lady scanned every handle for a barcode.  It was 
clear that her hand-held device had to okay and document the piece before she would 
allow it to go on our plane.   
 
The people who were doing the heavy lifting dressed as one might expect for the job.  I 
noticed, however, that the person with the hand-held device was female and dressed as if 
she could go from that job to being a ticket agent.  I couldn’t help but imagine that she 
was getting paid more as well.  The machine she was using required some level of 
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computer literacy and there are probably a million similar stories where comfort with the 
keyboard has aided in the job market. 
 
If you have a student who is planning to be a mechanic, he’ll be more marketable with 
computer experience.  Diagnostics using digital aids are now the norm.   
 
I noticed that our trash collector, who sits in the cab of a truck, observes several screens 
indicating not only GPS location information, but whether or not each client is current 
with their billing statement.  He’s not even called a trash collector anymore.  His job title 
is “Solid Waste Manager.” 
 
 

The Configuration of Most Classrooms 
 

When Apple first started getting computers in the classroom, there was excitement in the 
air.  In many cases, it was kids’ first exposure to the operation of a keyboard and monitor.  
Unfortunately, those Apples never became an integral part of most schools’ curriculum.  
In fact, on average, most secondary classrooms in America have between 1 and 3 
computers in the back of the room.  There is likely to be a computer “lab,” usually near or 
in the library.  To get the entire class on those machines, the teacher usually needs to 
“schedule” the class.  Better yet, some classes are on a regular rotation where the teacher 
knows the lab is available to the class on the second and fourth Tuesday of the month. 
 
Having so little whole class access to a computer connected to the Internet is tantamount 
to a slow and painful death of digital literacy.  When America had the Anthrax scare, 
every congressman who was exposed received a dose of powerful antibiotic.  If 38 people 
were infected and were only given 4 vials of medicine, the outcry would be deafening.  
But we have come to accept second best when it comes to our children’s education.  To 
make matters worse, the price for competing globally is miniscule compared to things we 
don’t even question.   
 
People who know far more than I about economics tell me it wouldn’t take the equivalent 
of a year’s funding of a war that was a mistake.  It wouldn’t even take a month’s war 
budget.  Even a week of foreign occupation money would be overkill when it comes to 
funding every child in America’s school for this technology.  In fact, less than a full day 
of paying for troops overseas, according to research, would provide enough money to 
boost standardized testing scores by ten points, if teachers were trained how to effectively 
implement this technology. 
 

 
Textbooks 

 
Tightening budgets throughout the country have necessitated the most efficient use of 
instructional materials.  At the moment of this writing, there are some states that are 
cutting hundreds of millions of dollars from state textbook budgets.  Even in the best of 
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economic times there are some inherent problems with the traditional concept of 
textbooks.   
 
The information age allows classrooms access to current information.  With this in mind, 
the traditional textbook is at a disadvantage.  Publishing companies now cater to state and 
even district standards.  Combine that with research and development along with 
textbook adoption committees, and by the time classrooms get the books, the information 
is at least 2 years old.  Textbooks are still the foundation for learning, but the research is 
clear.  Students who have daily school access to digital information perform higher on 
standardized tests. 
 
 

Unit Costs 
 
When talking to other teachers, it is understandable that there are questions regarding 
how to fund such a program.  Indeed, as I write this, the parents of my students or 
sometimes the students themselves are paying between one and two thousand dollars for 
their laptop computers.  This of course invites the questions regarding equal access to 
technology.   
 
There are several observations. 
 

1. Schools with students who are unable to afford such classroom tools typically 
qualify for title one funding.  Administrators may want to consider numerous 
options including: 

 
a. Class sets of laptop computers 
b. Some sort of a loan/lease program 
c. Shared funding of a purchase 
d. Title one funding  

 
2. The unit cost of the machines is coming down in price.  With each new month, 

more can be purchased for less money. 
 

3. We may be on the precipice of laptop computers being as affordable as the canvas 
shoes worn by the kids.  Major US companies have announced a commitment to 
creating a $100 laptop computer.  Ironically, their announcement said that even 
though this computer will cost much less, it will actually have features that most 
computers don’t have now.  The vision is for notebook computers to be tougher 
so they aren’t as susceptible to damage after being dropped.  Of course they are 
intended to have built in wireless access to the Internet.  Amazingly, it is believed 
that these laptops will be able to generate their own power so the user isn’t 
constrained to a facility’s electrical system.  That’s important, because some 
teachers and administrators have said to me “You don’t understand.  Our school is 
so antiquated that plugging in a computer blows a fuse.”  In fact, we do have 
children in America who attend school in buildings that are over 100 years old. 
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4. Schools with talented people will entice businesses to “partner” with or “adopt” 

programs.  High tech industries in particular are interested in nurturing gifted 
young people who may later work with their companies. 

 
 

 
Classroom Management 

 
Consider ordering mirrors for your classroom.  Interior designers will tell you that 
mirrors make the environment look bigger.  Tensions can be prevented when there isn’t a 
claustrophobic feeling.  The primary reason for having mirrors however is that they allow 
you to see students’ screens from more angles.  As you can imagine, students have been 
known to do unauthorized activities when they believe that the teacher can’t see what 
they are doing.  Mirrors also give you a side of your students that you may have not 
previously known.  For a few brief moments, they get lost in their own world as they 
primp themselves.  It’s amazing how many students have told me “Mr. Harris, I love 
these mirrors.” 
 
 

 
 
 
 
 
 
 
 
 
 

Reading and Grading Essays 
 
 
 
 

If you’re an English teacher at the secondary level, your life is consumed with reading 
essays.  At times, the mountains of papers seem to take on a life of their own.  The 
problem is compounded when the student’s handwriting is less than perfect.  Privately, 
other teachers have admitted to me that they’re predisposed to give a lower grade to a 
student whose handwriting makes reading the essay stressful.  As I mentioned before 
when talking about the writing process, there is a subliminal notion that one who has poor 
fine motor skills is also ungifted as a writer.  It is not necessarily true, but the 
predisposition to negatively grade is still there. 
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There is such a difference when the stacks of papers are all word-processed.  Teachers are 
able to decode the writing more quickly and thus give more attention to the students who 
need help the most.  It is also better for the students because they are getting the skills 
necessary for the next level of education. 

 
 

The Web Page 
 

Initially, I was not the least bit interested in a personal web page.  My first reaction was 
that it was more work and something new to learn.  Frankly, I probably would not have 
made one, but a group of us were asked to do it to satisfy part of a digital high school 
grant we had received.  The first time I used the page in class, I was hooked. 
 

• It can be used for precise instruction in which you don’t have to repeat yourself in 
class or throughout the day. 

 
• The absent student can access it. 

 
• It can be read and comprehended at the individual student’s pace. 

 
• Once the page is made, it can be stored and used the following year if you so 

desire. 
 

• Teachers’ web pages are accessed with a sense of anticipation rather than the 
usual attitude with traditional instructions.  I have no trouble getting students on 
task.  Rather they’re competitive about accomplishing the assignment. 

 
• The possibilities are limited only by the teacher’s creativity.  For example: 

 
One of the reasons students will intuitively get on task quickly is to discover that day’s 
activities.  As a “warm-up” I’ll often try to include an activity unique to that day’s date.  
Often this relates to something historical.  Obvious dates are September 11th, November 
22nd and December 7th.  I believe that English and history teachers are particularly 
fortunate, because so many historical events can be tied to their discipline.  For example, 
March 15; “The Ides of March,” can be discussed from a literary point of view or a 
historical perspective.  But there is a larger issue. 
 
Students are far more likely to retain information if they discover it themselves rather 
than receive the same information from a lecture format.  Research has demonstrated that 
the lecture method has the lowest retention rate of any method of instruction, and yet at 
the secondary level, it is the primary teaching method.  Numerous studies have been 
made on what and how much people retain, but one of the most in depth was done by the 
Saskatchewan Department of Education in 1991.  Their study states that the retention rate 
of information learned from the lecture method is roughly 5% after just 24 hours. 
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Student based learning has quite a different result.  Repeated studies quote a 90% 
retention rate after 60 days when learning centered on the student is employed.  The 
College of Charleston, South Carolina published the following graph in 2000.   
 

 
 
 
One of the most effective things we teachers can do is say fewer words to our students.  
Daily lectures exhaust the instructor, eventually leading to “teacher burnout.”  To make 
matters worse, our efforts are 95 % ineffective.  We now have a better learning tool at our 
disposal.  If we’ll put a little effort into adjusting our teaching method and make a few 
adjustments, we can have less of a physical demand on us and have a better end result. 
 
Psychologists have repeatedly said that we remember: 
 
 10% of what we read 
 20% of what we hear 
 30% of what we see 
 50% of what we both see and hear 
 70% of what is discussed with others 
 80% of what is experienced personally 
 95% of what we teach to someone else 
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With those numbers in mind, it is little wonder why cooperative learning groups are so 
effective in the classroom.  Unfortunately, it is the least used learning method in public 
education. 
 
 

Your Website 
 

Consider having an assortment of pictures of yourself that you can change regularly.  It’s 
good for kids to see you in a venue other than as their teacher.  If you have years on your 
resume such as I do, kids are also amused by what you looked like in the past.  Everyone 
loves pictures. 
 
My principal and I were reviewing data in her office.  When she realized how effective 
the laptop learning program was, she began asking questions.  I explained that part of the 
reason was that kids came into the room and immediately went to my website.  She had 
not seen the site, and so I explained that it was at www.harrisenglish.com 
 
When the site opened I noticed two things.  The first was that she wanted to see the site’s 
introduction, even though she could easily go to “skip intro.”  Additionally, she wanted to 
see the full complement of pictures I had of myself.  Everyone enjoys seeing pictures; 
especially if they are scenes taken of a person out of the role that one is usually viewed. 
 
The opening page of a website is important, because it suggests the quality of the rest of 
the pages.  Realtors will tell you that potential buyers of a house are influenced by the 
condition and quality of the front door.  The opening page of your website is an 
electronic front door.   
 
When a person enters a house for the first time, one naturally observes the initial view.  
The same is true of the website.  People will find the site more inviting if there are 
interesting things at the entrance.  Hopefully you won’t be afraid to share a few photos of 
yourself.  If you are camera reticent, at least have some eye-catching people shots from 
scenes centered on school activities. 
 
 

To Administrators 
 

As you know, not all teachers will “buy in” to an electronic teaching program.  Even if 
they do, there are some basic skills that are necessary if those same teachers are going to 
be effective teachers.  One of the advantages of laptop learning is that short attention 
spans are more effectively engaged if the teacher has the proper teaching skills.  
Therefore, at a minimum, teachers will need to be proficient in the following: 
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• The ability to send and receive e-mail 

 
• A grading program…  Preferably, one that the entire school or even school district 

is using 
 

• A word processing program 
 

• Slide presentation software that allows kids’ projects to be seen on a screen that 
the class can observe 
 

• Negotiating the Internet 
 

• Effectively using “search engines”  
 
 

Security 
 

It seems that every month there is a news story on the television where some school has 
been vandalized.  Invariably, it is the computer lab that has been the target.  The stories 
are often heartbreaking because the equipment often was not or could not be insured. 
 
Laptop computers are easier to store in a secure location.  Often, schools have a walk-in 
safe.  If the school has a class set of laptops, or even several class sets, the carts can be 
rolled into a secure location with relative ease.   
 
I can’t say that our school has never had a laptop theft.  In fact, we average one per year.  
My thought is that it’s pretty amazing that number is so low considering how 
irresponsible some children can be.  However, most secondary students who own their 
laptop computer, behave responsibly.  In addition to their schoolwork, their magic box 
also has games, music, pictures and book-marked website addresses.  They don’t want to 
lose such a treasure trove.  Our experience has been that kids are more vigilant about 
their computers than they are textbooks, or their traditional notebooks. 
 
 

The Negatives 
 

There are other negatives in addition to security.  Perhaps the biggest is finding the 
funding for such a program.  It can get expensive.   
 
The second biggest challenge is finding the right teachers who will make a commitment 
to the program and be willing to accept the initial learning curve.  Some teachers have 
done it “their way” for so many years that they are not willing to embrace a different 
system.  That may be the reason that younger teachers have a tendency to gravitate to this 
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learning tool.  Recent college graduates are often already familiar with building a website 
and adding hyperlinks. 
 
I feel safe in saying that 100% of the time there will be some sort of anomaly as it relates 
to the computers in the room.  It is seldom that all students’ laptops in all of the classes 
are working perfectly.  I’m convinced that as software gets more glitch resistant and 
manufacturers figure out a way to reduce the most common mechanical malfunctions, we 
will see fewer breakdowns.  Some of us remember television repairmen who came to 
houses with an assortment of tubes and test equipment.  Televisions in the early days 
broke down a lot.  Most houses in the United States now have numerous TVs and the 
odds are that they have all been working without incident for years.   Laptop computers 
will get better too, and they will become an indispensable tool just like the ballpoint pen.  
Ironically, as they get less expensive, their reliability will increase. 
 
 

Our Desire for Students’ Success 
 

Each summer I return to Des Moines, Iowa where I attended school K through 12.  It is 
always fun to get with my old buddies, but this year, one was pretty despondent about his 
job.  He and I were friends in high school and we even went to the same 4-year college in 
Missouri where we continued to socialize.  I was a month or two into my junior year of 
college before I realized that Jim wasn’t there.  I later found out that he’d taken a 
manufacturing job in Des Moines.  Now, with us in our fifties, Jim opened up about why 
he dropped out of college.  He mentioned a lack of tuition money, although he admitted 
that there were plenty of people around him getting financial aid.  But what it really came 
down to is the reading and writing process.  Jim became overwhelmed, and simply 
thought he couldn’t succeed in college, so he quit. 
 
I’m not suggesting that the laptop computer will keep all students from dropping out of 
high school or college.  What I do believe however is that this tool will help demystify 
written communication skills.  We are fortunate to be at the confluence of technology, 
access to information, and a clientele who are intuitive in their ease with the keyboard.  
This combination facilitates a fertile learning environment when led by a talented teacher. 
 
I believe that all teachers want their students to have long-term success, but we have 
needed help because of the social changes.  I believe that our country should make it a 
national goal to give all secondary students access to laptop learning by the year 2015, 
and have the curriculum taught by a qualified teacher.  If we do so, I’m convinced that 
students who are in those classes will test 10 percentage points higher on standardized 
assessments. 
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Attendance 

 
Laptop learning classes have fewer students who arrive tardy.  The irony is that those 
same students could access the information at home.  One of the reasons they come to 
school is that most kids are intuitively competitive.  I’ve learned not to push the upload 
button on that day’s website until about 10 minutes before that class walks in the door.  
They are conditioned and excited to find out what online activity there will be for the 
day. 
 
Absent and tardy students negatively impact those who are present.  Each student who is 
not in class or is late means the teacher must document the anomaly in some manner.  
Each student who is not present erodes instructional minutes.  Even if the class is on task, 
it is usually necessary to confer with an individual or return graded tests and assignments, 
so it is nice when attendance is 100%.  There is a 50% chance that I will have full 
attendance in my E-core class.   The numbers are not as favorable with my traditional 
sections. 
 
 

Final Thoughts 
 

Every day of work reminds me how fortunate I am.  A series of circumstances have 
congealed to create an environment where students are motivated to learn.  It is my belief 
that this formula is currently a secret.  Even at my facility, I hear comments from other 
teachers suggesting that they can’t wait until the next vacation.  Invariably, those teachers 
aren’t using the model that 12 at our building have employed. 
 
We are fortunate to live in a country possessing unparalleled resources.  Even though we 
sometimes hear about some nations’ schools out-performing our students in science and 
math, we have to ask ourselves a question.  Why do we see so many from those same 
areas of the world coming to America to study at our universities?  Occasionally, we’ll 
hear about a Rhodes scholar going to England to study.  For the most part, however, the 
United States’ colleges are the centers of choice for learning.  We must be doing 
something right. 
 
As I stated at the beginning, classrooms have available a new tool for learning.  This tool 
is more efficient and addresses concerns that are so often recanted by educators.  We 
have a responsibility to equip our children with the best learning tools available on the 
planet.  Most of us are not doing that now.  If we genuinely want our children to remain 
competitive, they’ll need to be at the vanguard of learning. 
 
If you have any questions or thoughts, I can be reached at my e-mail address. 
 
Jharris586@aol.com 
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ABSTRACT 

 
 

 This paper represents the basis for more in-depth research into the 

recruitment and retention of faculty and administrators of color into the academy 

in the US. Recent reports indicate that the numbers of faculty and administrators 

of color in US institutions of higher education continue to be low, compared to the 

numbers of white faculty (Kayes & Singley, 2005). This is despite the fact that 

there has been an increase in the numbers of doctorates being earned by people 

of color in the US (Mabokela & Green, 2001). Universities such as Villanova 

University in Pennsylvania, The University of Wisconsin at Madison, Michigan 

State University, and other institutions across the country, are spending 

significant time, resources and money in the development and implementation of 

programs expressly for the recruitment and retention of “diverse” faculty and 

administrators, in their institutions. The same issues associated with the problem 

of hiring faculty and administrators of color in higher education, and creating 

environments that nourish and foster the retention of those recruits, are as real, 

legitimate and pervasive today, as they were when the diversity initiatives first 

gained momentum in the 1980s (Ware, 1986; US States News. 2006; Pullman, 

2006; Wu & Kidder, 2006). 
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OBJECTIVES: 

This research will attempt to answer the following questions: 

1. Are people of color who are earning doctorates choosing to go into 

other professions than becoming university faculty members or 

administrators? 

2. Why are those who are choosing to become faculty members and 

administrators either rapidly moving from institution to institution, or out 

of the university teaching/administration professions? Are these faculty 

members and administrators leaving the profession or moving from 

institution to institution more than white faculty members and 

administrators? 

3. What are universities doing to recruit people of color to their faculties 

and administrative positions? 

4. What are these higher education institutions doing to retain faculty and 

administrators of color after they hire them?  

5. Are programs and policies being implemented by higher education 

institutions successful in their goal to retain faculty and administrators 

of color? 

6. What can US institutions of higher education do to recruit and retain 

more faculty and administrators of color? 

7. What are the projections for improvements in this situation over the 

next several years? 
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My presentation at this conference will provide a review of the literature and 

statistics related to the issues and the well-developed programs associated with 

the retention of faculty and administrators of color at US institutions of higher 

education. An interactive session will follow my presentation, in which I will 

request presentation attendees who are interested and willing, to participate in 

this research by sharing their experiences and ideas related to this topic, and by 

volunteering to answer a survey on the topic, as a pilot to the more extensive 

study.  

Methodology 

 I will select and contact faculty and administrators at selected US 

institutions of higher education that represent urban, rural, predominantly white 

and predominantly black campuses. The selected schools will represent 4-year 

universities, and community colleges, in various areas of the US geographically. 

The inclusion of community colleges is very important in this study, as many 

“minority” students attend community colleges prior to attending universities, and 

the representation of faculty and administrators of color is just as important in 

those domains as on the 4-year university campuses. I will submit a short survey 

to each of the selected participants, request specific statistical data, and possibly 

follow-up with interviews when deemed necessary. I will contact the university 

administrators charged with the development and implementation of diversity 

programs and policies at the selected institutions to obtain information about the 

success of their programs and policies for increasing their “minority and diverse” 

faculty and administrators. I will solicit input from faculty and administrators of 
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color who should be beneficiaries of the diversity programs and policies. Where 

available, data already collected by the universities and community colleges 

administering these diversity programs, will be requested. 

I will also request the participation of faculty and administrators at 

institutions who have no extensive or well delineated diversity programs in place, 

to find out their perspectives on their own initiatives or lack of them, and on the 

most prominent programs that other institutions have implemented. These 

contacts will be initiated with letters of request to participate. Then, survey 

instruments that I am developing, will be sent to those agreeing to participate. 

Anonymity of individuals will be protected. Finally, either personal or telephone 

interviews will be scheduled as necessary and appropriate.  

 When this data is gathered, reviewed and analyzed, a written report of 

findings, with recommendations of best practices both for improving, and creating 

new programs of recruitment and retention will be prepared and submitted for 

publication. 

The research paper to be presented at this conference is preliminary to 

the more extensive and long-term study described in the methodology above, 

and will hopefully provide the opportunity to gain input from attendees regarding 

the questions being investigated here. In the analysis of the data, particular 

attention will be given to the responses from faculty and administrators of color 

who have “seemingly” moved from institution-to-institution, both over short 

periods of time (5 years or less), and after they have been employed in the same 

institution for more than the usual 7 year time period necessary for tenure. 
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Expected Outcomes: 

This research is expected to produce a document that will provide a 

detailed examination of the status of faculty and administrators of color at US 

institutions of higher education; what institutions are doing to recruit and retain 

them; and, what is needed to improve the success of these diversity initiatives. 

This research will identify the best practices used by various 4-year universities 

and community colleges, for successfully recruiting and retaining faculty and 

administrators of color. It will provide guidance for the production of new, more 

effective approaches to the recruitment and retention of faculty and 

administrators of color at universities and community colleges in the US. 
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An examination of Gender Equity among High School Athletic Training 
Services 
   Hatzel B, Borders S, Dickey M:  Grand Valley State University, Allendale, MI. 
 
Objective:   To assess the perception of equality in the delivery of athletic 
training services among select men’s and women’s high school sports.  Design 
and Settings:  A 35-question descriptive survey was developed to assess 
gender equity.  The instrument was assessed prior to deployment to improve 
face and construct validity.  In addition, content validity and inter-rater reliability 
was examined when pre-tested among a local group of high school ATC’s.  A 
random sample of 1000 High School ATC’s was provided by the National Athletic 
Trainers’ Association.  Each subject was emailed an introduction letter and a link 
to the web based survey.  The instrument consisted of 7 demographic questions, 
25 questions regarding athletes’ access and utilization of athletic training 
services, and 3 Likert Scale questions regarding participants’ perceptions about 
the equality of services provided within their respective school.  Measurements:  
Frequencies, percentages and chi-square tests were calculated using SPSS 12.0 
(SPSS Inc, Chicago, IL).  Subjects:  A total of 312 participants responded to the 
survey (48% female, 52% male).  The average age of the respondents was 33 
years old, with 42% having earned a Bachelor’s degree and 57% possessing a 
Master’s degree.  Results:  The amount of time spent per athlete was 
standardized across comparable men’s and women’s sports (Baseball, Softball, 
M/W Basketball, M/W Soccer) in order to more accurately compare equity among 
services provided.  Overall, it appears that time devoted to providing services for 
comparable Men’s and Women’s sports does not differ.  Despite these findings, 
women respondents were more likely to report (p<.05) that male and female 
student athletes had unequal opportunities for access to athletic training services 
at their high school.  When comparing the amount of time spent per athlete per 
week between male and female ATC’s, women reported spending more time 
(min) with athletes than their male counterparts (baseball 19.5, 18.6), (softball 
23.4, 22.8), (men’s basketball 28.9, 27.0), (women’s basketball 32.2, 28.3), 
(men’s soccer 23.5, 19.9), and (women’s soccer 27.2, 25.5).  Conclusion:  
Despite relatively equal distribution of ATC services between men’s and women’s 
high school athletics, female ATC’s tend to feel that services are not equally 
accessible.  As a result, it seems that female ATC’s may be attempting to 
increase accessibility to all athletes by spending more time with both men’s and 
women’s teams than their male counterparts.  Further investigation is needed to 
examine why female ATC’s feel that athletic training services are not equally 
accessible.    
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MUSCLE ACTIVATION DURING THERAPEUTIC EXERCISES OF THE 
SHOULDER  
   Hatzel BM, Makino S:  Grand Valley State University, Human Performance 
Laboratory, Allendale, MI. 
 
Objective:  To identify muscle-firing characteristics during 8 common therapeutic 
exercises utilized in shoulder strengthening protocols during both concentric 
(CON) and eccentric (ECC) phases.  Design and Setting:  Subjects were asked 
to complete 8 exercises: External Rotation (ER) and Internal Rotation (IR) with 
90° of humeral abduction (90), ER and IR with the humerus adducted and 
adjacent to the torso (NEUTRAL), ER and IR in the scapular plane (SCAP), Lat 
pull down (LAT), and Horizontal Abduction (HOR ABD).  Range of motion, 
velocity and resistance during each exercise were controlled for by the utilization 
of custom-built manipulandum devices and a metronome set at 35 bpm.  Fine 
wire electrode placement into the Subscapularis (SUB), Supraspinatus (SUP), 
Infraspinatus (INF) and Teres Major (MAJ) then followed.  Muscle recruitment 
(Integrated EMG) was analyzed using a 4 x 8 (Muscle x Exercise) Repeated 
Measures ANOVA (p < .05) for both CON and ECC phases of the activity.  
Patients or Other Participants:  Fifteen subjects (1 Male, 14 Female, Age = 21 
± 0.88yrs., Height = 169.17 ± 6 cm, Weight = 163 ± 28 lbs.) with no previous 
history of shoulder pathology.  Main Outcome Measures:  EMG data were 
filtered, rectified and integrated (IEMG) during each exercise (repetitions 3-7) in 
order to establish muscle recruitment.  The IEMG was normalized to the highest 
recorded activation for each muscle across all exercises.  Results:  Significance 
was identified during both CON [F (21,416) = 2.797, P< .001)] and ECC [F 
(21,416) = 1.682, P < .04) phases of the Muscle and Exercise interactions.  
Significant differences were followed by Tukey HSD post-hoc analysis.  The data 
indicated that during the CON phase ER 90 and ER SCAP had significantly 
greater muscle activation than ER NEUTRAL and HOR ABD.  In addition, during 
the ECC phase ER 90 and ER SCAP had significantly greater activation than ER 
NEUTRAL, while LAT had greater activation than IR NEUTRAL.  Conclusions:  
Regardless of the phase of activity ER 90 and ER SCAP produced more muscle 
activation when compared to the other ER exercises included in this 
investigation.  In addition, the LAT created the most activation when compared to 
IR NEUTRAL during the ECC phase of the exercise.  This investigation highlights 
exercises commonly utilized during rehabilitative protocols which resulted in 
greater muscle activation than similar exercises targeted at the same muscle.  
This information will allow clinicians to develop rehabilitative programs aimed at 
increasing strength in a more efficient manner.  In addition, it provides insight into 
the differences that may exist when training the musculature during both 
concentric and eccentric phases of activities.    
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Abstract:  Do online students exhibit different learning styles than onsite 
students; and, if so, what accommodations relating to learning style differences 
may be made for online students? 

 
 
Instructional Issues 
 
Most of us that have been teaching online classes are bothered by a fundamental question.  That question 
centers around the effectiveness of online instruction.  We do not wish to beg the question of how 
effective we might be in our “on ground” onsite or traditional classes but we assumed that when we have 
face to face contact with students that we may be able to pick up feedback from our students that indicates 
whether or not we have been effective –and, as a result, give us time to change strategies within our 
classes.  Indicators such as the raised hand or body language may give us messages relating to student 
comprehension that are missing in online delivery.  Such direct feedback does not occur within the online 
instruction format.  Over the years, we have had above average success in online class instruction, and our 
failure rate has not been much different than what has occurred within onsite classes using the traditional 
methods.  Perhaps we have done more to retain students in online classes or maybe we have just been 
lucky.  We have held several assumptions about the makeup of online classes and wanted to explore our 
assumptions further.  As we explored the question of effectiveness, it occurred to us that students who 
take online classes might do so to satisfy particular needs and might even have different learning styles 
than those students in our onsite classes.  We decided to find out. 
 
We used several measures to collect data.  We developed our own online questionnaire to survey students 
at the beginning and end of online and onsite classes.  This would allow us to get attitudinal information 
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from first time online users.  We could also sample students who had previously taken online courses to 
see if their expectations were different from those of first time online students.  We also wanted to 
measure any attitudinal changes occurring by the end of the course.  The results confirmed many of our 
suspicions but also gave us some new insights into student motivation within our classes. 
 
We also wanted to look at learning styles for online learners and contrast it with those of students in our 
traditional offerings.  Rather than develop our own learning styles instrument, we looked at measures 
already in use.  Of those we surveyed, (listed at the end of the paper) we found the Solomon and Felder 
survey from North Carolina State University to be well suited to our needs.  It has high validity and has 
been in use for some time. Results from the survey are returned quickly and could be correlated rather 
easily.  The survey could be completed quickly, and students also enjoyed taking the survey.  We have 
collected data for three years from a variety of groups in an attempt to gather learning profiles for these 
students.  Data were collected from graduate and undergraduate students in both online and traditional 
onsite classes.  Our hope was that we would see a difference in the learning profiles for our online 
students from that of our onsite students. We had two purposes for collecting and analyzing the 
information.  We thought, at the very least, this information would enable us to enhance our online 
offerings by developing assignments that would meet this “online” student profile.  And, even if there was 
no difference in the learning styles, by ascertaining our current students’ profiles, we could adjust our 
teaching styles and assignments from semester to semester.  This last assumption proved to be very 
timely. 
 
Background Information 
 
At MTSU, we have offered online instruction for over ten years.  Like most schools, we have learned 
much about the process.  We are still trying to discover what “best practice” is for online classes.  All of 
us involved in this study have approached online learning based on our traditional teaching methods and 
experiences.  We share a variety of teaching styles, and so our online offerings, while similar in many 
respects, have also all been somewhat different.  We have had the benefit of working with our information 
technology staff and have had to work with the administration choice of WebCT, or work with no front 
end shell program (our own websites).  Through our experiences, we have been able to share our triumphs 
and failures.  Not only has his made us individually better, but it has also enabled us to collectively 
identify some weaknesses in our delivery. 
 
Tennessee is a largely rural area.  Our service area covers all of middle Tennessee – an area of several 
hundred square miles and more than 30 counties.  When we started our online offerings, we discovered 
our area had grown both in size and complexity.  Not only were we dealing with a wide area, but we were 
also dealing with almost a dozen different service providers and we had students from other states and 
countries.  Some of our students had access to T1 lines and others had dial-up connections.  We mention 
this not just because we are serving a different clientele than other states -- we are not -- but because we 
spent much of our energy on delivery problems rather than refining our curricular offerings.  Though all 
of us work with practicing teachers (or preservice teachers), our programs range from undergraduate 
teacher licensure preparation through Masters and Ed.S. Degrees in Curriculum and Instruction involving 
add-on licensure in areas as diverse as English as a Second Language and Professional Administration. 
Finally, after solving most of our start-up problems, we were ready to look at the quality of our courses. 
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Our Online Survey 
 
We developed several surveys to attempt to understand our students’ perceptions about online classes.  
We had done this individually for some time to get feedback on our own courses, but thought it was time 
to get departmental input on all our courses.  The survey used (See Online Class Survey Instrument 
[Appendix A]) is our own and probably similar to those used by other universities.  We originally 
suspected that techno-savvy students would be those most likely to take online classes and many students 
might prefer onsite traditional course offerings.  We had other ideas that were both confirmed and 
rebuked by our results.  We also wanted to measure students’ attitudinal changes form start to end of the 
classes. 
 
We learned students take online classes for the convenience of pursuing a degree on their own timetable.  
They want to be with their families; they don’t like the commute, and they don’t want to fight for a 
parking place.  Another thing we learned is that people who take online classes have a tendency to work 
on assignments at times which we would never offer to on-campus classes.  Parents get online after their 
children are in bed.  Professionals and educators stay at work to take advantage of business internet 
connections.  Undergraduates tend to be online after midnight.  In other words, online classes meet at any 
time a user is ready.   Perhaps one of the biggest reasons students took online classes was not to have to 
come on to the MTSU campus at all!  Finally, many students who did not like online classes said it did 
not meet their learning styles or they preferred a traditional classroom setting. 
 
Once we understood that it was not the techno-savvy folks making up the largest portion of our online 
students, we were faced with the challenge of finding out how to improve instruction further.  Did 
students with certain learning characteristics or abilities do better than others?  Perhaps there was a profile 
of the successful online student – or at least we could find some multiple personalities that might tell us 
more about who we were dealing with and how best to meet their needs.  Would the research by Howard 
Gardner and Associates help define students who had gifts in spatial, logical, or linear thinking as having 
some advantages in online classes?  Unfortunately, no easy way to identify those folks seemed to readily 
apparent to us. 
 
Learning Styles  
 
As a result, we considered examining educational research which focused on learning styles.  It is 
important that instructors provide assignments to complement learning styles.  Matching instructional 
style to learning style has been shown to enhance learning, that is, “…retain information longer, apply it 
more effectively, and have more positive attitudes toward the subject of the course.” (Moallem, 2003)   
Were some student’s learning styles predisposed to success in an online class? We discovered an online 
survey tool to assist us in defining and examining these learning pre-dispositions.   Barbara Soloman and 
Richard Felder at North Carolina State University have developed a simple online survey to give students 
feedback on their learning styles.  The survey is short (44 questions), has been used since 1997, and 
returns results to students in a short time.  The four matched learning style areas contained in the survey 
are:  
 
 

Solomon – Felder Learning Styles Summary 
Active – like to use new material such as Reflective – need time to think about new 
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discussion, explaining, group work.  Taking 
notes is difficult.  Active learners must be 
involved in learning by doing what 

information, not good at memorization or just 
reading material one time 

Sequential – like information presented in 
linear steps.  Need some help putting the “big” 
picture together 

Global – big picture learners  can learn 
different things and then put them together 

Sensing – like learning facts, follow proven 
methods of exploration and problem solving, 
good at memorization, careful, practical 
learners, like real world connections 

Intuitive – like discovering possibilities and 
relationships, tend to take risks in learning, 
don’t like to bog down in repetitive tasks, may 
be prone to careless mistakes 

Visual – learn best by what they see, like 
charts graphs, pictures, films, demonstrations 

Verbal – learn more from written or spoken 
presentations, like hearing discussion and 
explanation 

 
The survey asks student to choose their preferences and gives them feedback concerning their own 
learning style. (See attached printout).  Obviously, each student has some of all the learning styles but not 
necessarily a balance of each.  Students who have a predilection for one style over another may have 
difficulty learning in some areas.  By assessing not only our students’ learning styles but also looking at 
our assignments in our classes, we were able to “map” student preferences and our offerings.  Some 
studies have found that student with indicators of extroversion (Active), intuition (Intuitive), thinking and 
judging (Active and Sequential) tend to be more satisfied with online learning. (Altman, 1988).  Learner 
satisfaction has a high correlation with distance education success. (Kelly, 1994)  We were able to bear 
out these results when we compared the responses to our survey and the Learning Styles Index results. 
 

Online Learning Styles

Active
13% REF

9%

Sensing
15%

Int
12%

Visual
19%

Verbal
12%

Seq
8%

Global
12%

Active
REF
Sensing
Int
Visual
Verbal
Seq
Global

On Site Learning Styles

Active
11% REF

7%

Sensing
19%

Int
8%

Visual
27%

Verbal
5%

Seq
15%

Global
8%

Active
REF
Sensing
Int
Visual
Verbal
Seq
Global

 
Examples from Fall, 2006  N=16 for Online and N=64 for On Site 
 
While we found students who preferred visual learning were slightly less inclined to prefer online classes, 
we found no one discernable learning style to be prevalent in most of our online classes.  Preferences 
were more likely dictated by other considerations than learning styles.  For example, setting one’s own 
pace of learning outweighed the visual learning style preference one might expect as a consideration in 
choosing online classes.  What we did find was that satisfaction in online course seemed to increase when 
we were careful to design assignments to cover all learning styles.  This confirms earlier findings in 
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classes where teachers design a variety of assignments, the students use all learning styles. (Feldman, 
1996) 
 
We found the following modifications and design considerations to be useful in meeting all learning 
styles. 
 
Active/Reflective Post notes or guides to information 

Use guided readings 
Add field experiences to online classes 
Use online discussions through software or list serves 
Add group work to get students to exchange information 

Visual/Verbal Organizers as product (webbing, charts, flow charts)  
Teleresearch  
Audio presentations (PowerPoint/Impactica) 
Assignment details are elaborated in written document 
 

Sensing/Intuitive Case studies. 
Analogies / Examples before theory. 
 

Sequential/Global Connect new material to old. 
Overview of assignment and objectives defined.  
Road map for a complex assignment 
 

 
 
We would strongly recommend the use of this survey at the beginning of courses so modifications may be 
made.  The website for the survey can be found at http://www.engr.ncsu.edu/learningstyles/ilsweb.html. 
Of course, if good course design is used at the onset, all learning styles should be met but it is possible to 
have a class with a imbalance or learning preference quite different from design expectations.  We have 
certainly found each class may have quite a difference in balance of learning styles.  Some of this may be 
due to the use of screening tools for certain classes or perhaps it is the luck of the draw.  “Learning styles 
are a way to help improve your quality of learning. By understanding your own personal styles, you can 
adapt the learning process and techniques you use.” (Learning-styles-online.com, homepage)   We have 
found helpful information at Learning-styles-online.com website http://www.learning-styles-online.com/  
this site is dedicated to helping you better understand learning styles, as well as providing an easy way to 
discover your own styles.”  
 
A consideration that is not found in any survey is a measure focusing on whether or not students have a 
propensity to procrastinate.  No student will initially admit to procrastination – especially if it might affect 
entry into a class.  There is no disputing that some students not faced with mandatory attendance will not 
be on time.  Deadlines help, but this does not force students to participate in discussion or other areas 
where they must be active, on-time participants.  Assessment should include incentives to not only get 
students to participate in a timely fashion but also in a meaningful way.  Calendars and timelines help, but 
students can still “sit” in the back of the room if you let them.  Course design and instructor persistence 
also help but cannot make all students successful if they choose to procrastinate.  Even time logs with 
WebCT and other programs do not provide any indication of quality time spent on task.  These logs are 
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measures of access time and login events only.  The logs though are useful tools for knowing which 
students might need some “prodding” to keep up with assignments. 
 
 
Conclusions  
 
Our “Best Practice” ideas have been continually evolving to keep up with our students.  We have tried a 
variety of things to make sure students understand what kinds of challenges they face in an online class.  
Though we are now teaching the “computer generation,” most students have been trained to succeed in an 
“on-ground” atmosphere for at least 12 years before they enter college.  Many must relearn how to 
succeed in another setting.  It is important to remember to remove as many obstacles to their success as 
possible to that online delivery is centered on learning content usable by various learning styles.  Our 
advice is to keep the process dynamic and to seek feedback from students to be sure learning is as student 
centered as possible.  
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Appendix A:  - Online Class Survey Instrument 
Instructions for completing this survey: 

 There are 4 parts to this survey:   
• The first part consists of your perceptions about online classes before you enrolled and should be 

answered based on ideas you had prior to enrolling.  
• The second part deals with your perceptions now that you have completed or are currently 

enrolled in an online class.   
• The third part is filling out the online survey to determine your learning style.  
• Finally, in the fourth section you are asked to indicate how well the online course has met your 

learning needs.  This information not only gives us feedback about your motivation for taking an 
online class but will be invaluable in helping us design online classes that fit a variety of learning 
styles.  

What you need to do: 
1. Answer the questions in Parts 1, 2, & 4 on this form, save it as “perceptions-yourlastname.doc” & 

attach the file to an email to your instructor.   
2. After you complete the online “learning styles” survey (Part 3) save it as “surveyresults.htm” and 

attach to an email to your instructor.  
If you have problems emailing the files as attachments, please contact your instructor. 
 

Part One 

Online Course Perceptions Prior to Enrolling 

Place an X next to all that are reasons that you considered before taking this course (what 
you considered before the course started) 

  A 
I don't want to drive to campus 

 B I don't like to sit in a classroom 
 C It was not possible for me to be available on the day/time that the on ground 

class was offered 
 D I have a learning style that matches online learning style 
 E I like to do my coursework at any time during the day or week  
 F I have taken online classes before and knew what to expect 
 G Online courses usually have less work 
 H I find the online assignments compatible with my needs and abilities 
 I I am computer/technology proficient and am at ease with technology 
 J This course is only offered in an online format 
 L I like being the person responsible for my own learning 
 M I was curious about how to take on online class 
 N I like being able to set the pace of learning 
 O I like being able to see all of the course content at any time 

 P Obligations to family 
  Q Distance from MTSU 
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1.    If there are any other reasons not listed for taking an online course, please tell me 
below.  

2 
 

Would you take another online course? (Check yes or no) 
Yes 
No 

 
Part Two 

Online Course Perceptions While in Course 
Now that you have enrolled or have completed an online class, place an X by ALL of the 
reasons that you think are GOOD REASONS for taking an online class. 

  A I don't want to drive to campus 
 B I don't like to sit in a classroom 
 C It was not possible for me to be available on the day/time that the on ground 

class was offered 
 D I have a learning style that matches online learning style 
 E I like to do my coursework at any time during the day or week  
 F I have taken online classes before and knew what to expect 
 G Online courses usually have less work 
 H I find the online assignments compatible with my needs and abilities 
 I I am computer/technology proficient and am at ease with technology 
 J This course is only offered in an online format 
 K I would not take this course if it were not required 
 L I like being the person responsible for my own learning 
 M I was curious about how to take on online class 
 N I like being able to set the pace of learning 
 O I like being able to see all of the course content at any time 
 P Obligations to family 
 Q Distance from MTSU 

2.     Are there reasons that would prevent or deter you from taking another online class?  Please 
explain below. 

   
  

Part Three 
Take the Learning Styles Assessment at http://www.engr.ncsu.edu/learningstyles/ilsweb.html (or use 
previous results) please do so to help us answer questions we have concerning our online courses.  Once 
you have completed the survey, save it as “surveyresults.htm” and attach it to an email to your instructor.   
  

Part Four 
After you have taken the online survey, look at your results to answer the survey questions in Part 4.  
Please read the following information and answer the questions following this section about this online 
course. 

 
 Brief Description of Learning Styles 
Active and Reflective Learners: 
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Active learners tend to retain and understand information best by doing something active with it – 
discussing or applying it or explaining it to others. Reflective learners tend to think about it quietly 
before responding.  They tend to like to work alone.  Active learners might be described by “Let’s 
try it and see how it works” while reflective learners might prefer “Let’s think it through first”. 

Sensing and Intuitive Learners: 
Sensing learners like learning facts and solving problems by established patterns, while intuitive 
learners prefer discovering possibilities and don’t depend on explained material. Sensors tend to 
be good at memorization and hands-on learning, while intuitive learners tend to grasp new 
concepts and abstractions. 
Sensors are more careful and practical than intuitors while intuitors tend to be more innovative and 
work faster.  Sensors like courses with connection to the real world while intuitors don’t want to 
get bogged down in routines “plug-in” courses.  

Visual and Verbal Learners: 
Visual learners learn best when they can “see” pictures, diagrams, time lines, and etc. while verbal 
learners create pictures out of words – spoken or read. 

Sequential and Global Learners: 
Sequential learners understand best when things are laid out in a linear fashion – each step 
logically follows the previous one.  Global learners tend to make connections in large jumps, 
absorbing material randomly without any seeming connection. Sequential learners follow logical 
paths in coming up with solutions to complex problems but global learners can solve problems 
quickly once they have grasped the “big” picture.  Sequential learners can explain problem 
solution step by step whereas global learners may have difficulty explaining how they arrived at 
the solution.  
 

For more explanation of your Learning Styles Survey, http://www.ncsu.edu/felder--
public/ILSdir/styles.htm  Now take a look at your Learning Styles Survey results from the online survey 
and consider the following questions: 
3.     How does this online course fit with your learning styles?   
4.     Specifically, how has the arrangement of this course met your learning style?  Conversely, if the 

course has not met your learning style, identify how your needs were unmet.  (If you have some needs 
met and some not met, so much the better.)   

5.     Finally, if the course could be changed to meet your learning needs, what changes would you 
suggest? 

 Use space below to answer questions 3-5: 
3. The course fits will because I can see what’s expected of me through the examples that are given 

for each assignment.   
4. As I said, everything that is expected of me is laid out in a clear manner.  I can easily obtain help 

from the instructor for any problem that I am experiencing.   
5. I do not suggest any changes.  This course works really well for me.  

6. Answer the questions in Parts 1, 2, & 4 on this form, save it as “perceptions-yourlastname.doc” & 
attach the file to an email to your instructor.   

7. After you complete the online “learning styles” survey (Part 3) save it as “surveyresults.htm” and 
attach to an email to your instructor.  Thanks for your help! 
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Appendix B – Felder-Solomon Learning Styles Questionnaire 
 
NC STATE UNIVERSITY  

   

Index of Learning Styles Questionnaire  
Barbara A. Soloman 
First-Year College 

North Carolina State University 
Raleigh, North Carolina 27695  

Richard M. Felder 
Department of Chemical Engineering 

North Carolina State University 
Raleigh, NC 27695-7905 

Directions  

Please provide us with your full name. Your name will be printed on the information that is returned 

to you.  

Full Name  

 
For each of the 44 questions below select either "a" or "b" to indicate your answer. Please choose only one answer for each 
question. If both "a" and "b" seem to apply to you, choose the one that applies more frequently. When you are finished 
selecting answers to each question please select the submit button at the end of the form.  

   

1. I understand something better after I 

  (a) try it out. 

  (b) think it through.  
2. I would rather be considered 

  (a) realistic. 

  (b) innovative.  
3. When I think about what I did yesterday, I am most likely to get 

  (a) a picture. 

  (b) words.  
4. I tend to 

  (a) understand details of a subject but may be fuzzy about its overall structure. 
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  (b) understand the overall structure but may be fuzzy about details.  
5. When I am learning something new, it helps me to 

  (a) talk about it. 

  (b) think about it.  
6. If I were a teacher, I would rather teach a course 

  (a) that deals with facts and real life situations. 

  (b) that deals with ideas and theories.  
7. I prefer to get new information in 

  (a) pictures, diagrams, graphs, or maps. 

  (b) written directions or verbal information.  
8. Once I understand 

  (a) all the parts, I understand the whole thing. 

  (b) the whole thing, I see how the parts fit.  
9. In a study group working on difficult material, I am more likely to 

  (a) jump in and contribute ideas. 

  (b) sit back and listen.  
10. I find it easier 

  (a) to learn facts. 

  (b) to learn concepts.  
11. In a book with lots of pictures and charts, I am likely to 

  (a) look over the pictures and charts carefully. 

  (b) focus on the written text.  
12. When I solve math problems 

  (a) I usually work my way to the solutions one step at a time. 

  (b) I often just see the solutions but then have to struggle to figure out the steps to get to them.  
13. In classes I have taken 

  (a) I have usually gotten to know many of the students. 

  (b) I have rarely gotten to know many of the students.  
14. In reading nonfiction, I prefer 

  (a) something that teaches me new facts or tells me how to do something. 

  (b) something that gives me new ideas to think about.  
15. I like teachers 

  (a) who put a lot of diagrams on the board. 

  (b) who spend a lot of time explaining.  
16. When I'm analyzing a story or a novel 

  (a) I think of the incidents and try to put them together to figure out the themes. 
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  (b) I just know what the themes are when I finish reading and then I have to go back and find the incidents that 
demonstrate them.  

17. When I start a homework problem, I am more likely to 

  (a) start working on the solution immediately. 

  (b) try to fully understand the problem first.  
18. I prefer the idea of 

  (a) certainty. 

  (b) theory.  
19. I remember best 

  (a) what I see. 

  (b) what I hear.  
20. It is more important to me that an instructor 

  (a) lay out the material in clear sequential steps. 

  (b) give me an overall picture and relate the material to other subjects.  
21. I prefer to study 

  (a) in a study group. 

  (b) alone.  
22. I am more likely to be considered 

  (a) careful about the details of my work. 

  (b) creative about how to do my work.  
23. When I get directions to a new place, I prefer 

  (a) a map. 

  (b) written instructions.  
24. I learn 

  (a) at a fairly regular pace. If I study hard, I'll "get it." 

  (b) in fits and starts. I'll be totally confused and then suddenly it all "clicks."  
25. I would rather first 

  (a) try things out. 

  (b) think about how I'm going to do it.  
26. When I am reading for enjoyment, I like writers to 

  (a) clearly say what they mean. 

  (b) say things in creative, interesting ways.  
27. When I see a diagram or sketch in class, I am most likely to remember 

  (a) the picture. 

  (b) what the instructor said about it.  
28. When considering a body of information, I am more likely to 

  (a) focus on details and miss the big picture. 
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  (b) try to understand the big picture before getting into the details.  
29. I more easily remember 

  (a) something I have done. 

  (b) something I have thought a lot about.  
30. When I have to perform a task, I prefer to 

  (a) master one way of doing it. 

  (b) come up with new ways of doing it.  
31. When someone is showing me data, I prefer 

  (a) charts or graphs. 

  (b) text summarizing the results.  
32. When writing a paper, I am more likely to 

  (a) work on (think about or write) the beginning of the paper and progress forward. 

  (b) work on (think about or write) different parts of the paper and then order them.  
33. When I have to work on a group project, I first want to 

  (a) have "group brainstorming" where everyone contributes ideas. 

  (b) brainstorm individually and then come together as a group to compare ideas.  
34. I consider it higher praise to call someone 

  (a) sensible. 

  (b) imaginative.  
35. When I meet people at a party, I am more likely to remember 

  (a) what they looked like. 

  (b) what they said about themselves.  
36. When I am learning a new subject, I prefer to 

  (a) stay focused on that subject, learning as much about it as I can. 

  (b) try to make connections between that subject and related subjects.  
37. I am more likely to be considered 

  (a) outgoing. 

  (b) reserved.  
38. I prefer courses that emphasize 

  (a) concrete material (facts, data). 

  (b) abstract material (concepts, theories).  
39. For entertainment, I would rather 

  (a) watch television. 

  (b) read a book.  
40. Some teachers start their lectures with an outline of what they will cover. Such outlines are 

  (a) somewhat helpful to me. 
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  (b) very helpful to me.  
41. The idea of doing homework in groups, with one grade for the entire group, 

  (a) appeals to me. 

  (b) does not appeal to me.  
42. When I am doing long calculations, 

  (a) I tend to repeat all my steps and check my work carefully. 

  (b) I find checking my work tiresome and have to force myself to do it.  
43. I tend to picture places I have been 

  (a) easily and fairly accurately. 

  (b) with difficulty and without much detail.  
44. When solving problems in a group, I would be more likely to 

  (a) think of the steps in the solution process. 

  (b) think of possible consequences or applications of the solution in a wide range of areas.  

When you have completed filling out the above form please click on the Submit button below. Your results will be returned to 
you. If you are not satisified with your answers above please click on Reset to clear the form.  

Submit Reset
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Socratic Dialog:  A useful tool to expedite development of critical thinking skills. 
 
Hayes, K.D., and Devitt, A.A.  Purdue University, Department of Food Science, 745 
Agriculture Mall Drive, West Lafayette, IN 47906.  hayesk@purdue.edu 
aadevitt@purdue.edu 
 
Critical thinking skills are core outcome measures for higher education.  Generally, 
critical thinking skills are not extensively developed or practiced during primary and 
secondary education.  As such, early cultivation of critical thinking skills is essential for 
mastery prior to collegiate matriculation.  Weekly engagement in 50 minutes of Socratic 
dialog was utilized to develop the critical thinking skills of students in an introductory 
college course at Purdue University.  Students’ critical thinking ability was assessed 
longitudinally over a 16-week semester using the ACT-CAAP (Collegiate Assessment of 
Academic Proficiency) Critical Thinking Test.  The ACT-CAAP measures the students’ 
ability to analyze, evaluate and extend an argument described in a short passage.  
Standardized evaluation of the ACT-CAAP Critical Thinking assessment tool suggests 
that the median difference score is 0.9 when comparing college freshmen to sophomores.  
We hypothesize that the implementation of Socratic dialogs in the classroom for 16-
weeks will expedite development of critical thinking skills in college freshmen.  We 
expect the median difference from the pre- and post-intervention scores will be similar to 
the difference noted between college freshmen and sophomores.  This would suggest that 
Socratic dialog is a useful pedagogical tool which facilitates the development of critical 
thinking skills.   
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Abstract 

English Language Learners use the same or similar cognitive processes as native speakers 
of English, but they typically use fewer reading strategies.  ELLs can benefit from learning the 
same reading strategies that are described in the reading literature for native speakers of English. 
Reading strategies which prepare the ELL to read and assist comprehension will insure that 
students learn from English language text effectively.  After reading, the teacher must plan 
strategies that engage ELLs in using, applying, and extending the information previously read in 
English. Teaching effective strategies to use before, during, and after reading English language 
texts will insure that ELLs comprehend the text and, in the process, they will learn English. 
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With the current emphasis on accountability in education and the current public pressure 

on educators to make rapid progress with English language learners, these are some pertinent 

questions for ELL teachers at all levels.  How do English language learners best learn to read?  

How do their teachers help them bridge the gap from understanding and speaking English to 

reading comprehension?  Do ELLs need the same reading strategies as native English speakers 

or do ESL teachers need to use different reading strategies?  A review of the research on English 

language learners’ reading processes (Fitzgerald, 1995) included an overview of seventeen 

reports comparing ESL readers’ processes to those of native speakers.  This report provides some 

direction for those who teach reading to English language learners.  Fitzgerald concluded that 

many aspects of the reading process appeared similar in both English language learners and 

native speakers of English.  The major differences in ELL readers and native English readers 

seemed to be quantitative:  ELLs used fewer reading strategies less frequently.  However, the 

cognitive processes used by English language learners and native language readers seemed to be 

quite similar.  The meta-study also found several characteristics the more proficient ELL readers 

had in common.  Among other factors, the more proficient readers used prior knowledge, 

recognized the meaning of text, and used a greater variety of strategies more frequently than less 

proficient ELL readers.  Because both ELL and native language readers use similar cognitive 

processes when they read, similar reading strategies should be effective for both populations as 

they approach English language texts.  This paper proposes the use of pre, during and post 

strategies from the reading literature for use with English language learners. 

Activation of schema and prior knowledge is one of the most beneficial strategies that 

ELL teachers can engage in before reading to increase comprehension (Murtagh, 1987). Prior 

knowledge can be activated in many ways:  by previewing vocabulary, correcting commonly 
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held myths, making predictions, and by assessing what is already known about a topic. If 

preparation by determining and building background knowledge is neglected, ELLs may have 

trouble setting a purpose for reading, they may have difficulty distinguishing important and 

subordinate ideas, and they may have difficulty asking questions. By engaging in strategies 

which develop background knowledge before reading a text, ESL teachers can find how much 

background knowledge students have on the topic at hand and as that information is shared by 

the group, build background knowledge.  The more students know about a subject, the more 

interesting it becomes. As a result, the use of background building strategies motivates students 

to read and learn from English language texts. 

Possible sentences is a pre-reading strategy which combines vocabulary development and 

prediction (Moore & Arthur, 1981).  This strategy focuses on five to eight new and/or familiar 

words that the student will encounter in the upcoming reading selection.  Before reading, and 

without searching in the dictionary for the meanings of the words, students create possible 

sentences by making guesses and using the new word in a sentence.  As these vocabulary 

statements are shared, students not only predict the new vocabulary meanings, but they 

simultaneously access their own prior knowledge for use as they read the text.  An added benefit 

is that curiosity about the possible sentences motivates students to read the text and discover the 

actual meaning.  As they read, the students use the text’s context clues to verify whether their 

possible sentences are accurate.  After reading, the teacher asks for new sentences in which the 

words are to be used correctly, and those that are acceptable are recorded in their vocabulary 

notebooks.  These new sentences demonstrate comprehension, extend the use of the text’s 

concepts, and allow for a form of personal response to the text.  Many aspects of literacy are 

used in the possible sentences strategy: prediction, writing skills, speaking skills for discussion, 
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evaluative thinking, and comprehension monitoring as meanings are corrected.  As English 

language learners move through the process of creating, evaluating and correcting possible 

sentences, their teachers can determine their degree of background knowledge, and the students 

can learn from each other as they discuss, share, and build background together. 

Another pre-reading strategy, cubing (Cowan & Cowan, 1980) was originally developed 

as a thinking strategy to help authors overcome writer’s block.  However, cubing can also be 

used to determine and build background.  Before reading, cubing causes English language 

learners to activate schema as they think in depth about what they know about the topic of the 

text at hand.  After reading, cubing can be used to consolidate knowledge, discuss and review, 

and summarize what has been learned either orally or in written form.  The teacher must prepare 

the cube in advance.  A cardboard cube or box is covered with six labels:  Describe it; Compare 

it; Associate it; Analyze it; Apply it; and Argue for or against it.  Before reading the text, the 

students use the cube to discuss the topic at the six levels. (Note that the levels represent six 

levels of thinking.)  As a variation, instead of discussing the topic, students may write about each 

aspect of the topic for a limited period of time (3-5 minutes); after writing they share information 

with the class or in groups.  Cubing helps students delve deeper into their background knowledge 

than might be possible with simple K-W-L charts or brainstorming, and it also provides a good 

foundation for purposeful discussion and works as a pre-writing strategy.  Speaking, elaboration, 

and writing are developed with the cubing strategy. 

A third pre-reading strategy that builds schema and motivates ELLs to read is the 

anticipation guide.  Anticipation guides build background knowledge before reading by 

presenting a small number of statements related to the text.  (The statements may be correct or 

incorrect.)  The reader must decide if he agrees or disagrees with them.  Anticipation guides, also 
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called prediction guides or reaction guides, are well-adapted to topics that may be controversial, 

or topics about which there are commonly held misconceptions, such as “AIDS may be spread 

by kissing.”  To create an anticipation guide, the teacher will write three to six statements about 

the basic concepts of the reading, choosing ideas which will stimulate student prior knowledge 

and stir discussion.  Students must read the statements and answer whether they agree or disagree 

before reading the text itself.  Students then discuss their answers, telling why they hold their 

particular opinion rather than just stating yes or no.  The discussion builds background, motivates 

students to read, and gives ELLs a voice.  After reading, students get a chance to change their 

answers in discussion groups.  In the final discussion, the teacher brings closure and corrects any 

misconceptions that may still exist.  The formal use of the anticipation guide should be extended 

informally as the student is guided to use prediction as a pre-reading strategy for all texts.  

Anticipation guides are excellent tools for English language learners as they promote critical 

thinking and cross-cultural understanding (Conley, 1985).  By using pre-reading strategies such 

as anticipation guides, cubing, and possible sentences ELLs practice the metacognitive strategies 

such as prediction; they activate prior knowledge and access schema; and ELLs are more 

motivated to read English texts because the pre-reading strategies have aroused their curiosity as 

well as made texts more accessible. 

Students are motivated to read by pre-reading strategies, but they still may need reading 

strategies which are designed to assist comprehension during the reading itself.  Often teachers 

are guilty of simply testing reading comprehension rather than helping ELLs develop strategies 

to understand and remember what they have read.  Assistance strategies help students construct 

meaning based on what they already know, and encourage them to organize and prioritize ideas.  
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Three during reading strategies that help students comprehend are the guided reading procedure, 

question/answer relationship, and marginal glosses. 

Re-reading is one of the simplest and most obvious reading strategies that good readers 

use when they don’t understand.  The guided reading procedure provides a structure which 

teaches ELLs to use the strategy of re-reading.  The guided reading procedure (Manzo, 1975), 

models re-reading and helps students to accurately reconstruct the gist of the text.  It is an 

intense, close, and structured reading procedure and should be used only occasionally and for 

important texts.  Before starting GRP, the teacher should select a text that takes from five to ten 

minutes for ELLs to read.  First, build background by determining what students already know 

about the subject, and set a purpose for reading.  Then direct the students to “Read and remember 

all they can.”  After reading, have students to share what they remember and record all 

information on the board.  Ask students for further facts that might be important and to note any 

facts that may be inconsistent or incorrect.  Redirect the students to the text to prove or disprove 

the information which has been recorded.  After the second reading, add new information, 

prioritize, and sequence the recorded notes.  Questions, quiz, or a written summary may be used 

afterwards to reinforce what was learned.  Using GRP helps students rehearse the strategy of re-

reading so that they can use this strategy independently to assist comprehension. 

Not only do ESL teachers want students to understand the literal facts, but they also want 

their students to be able to understand the implications and applications of what they have 

understood from the texts they have read.  The question answer relationship or QAR (Raphael, 

1986) is one way to organize questioning and make sure that literal, inferential, and applied 

learning levels have been attained.  The QAR strategy makes it clear to ELLs that they must read 

both “between” and “beyond” the lines.  The teacher first models the QAR levels, and when the 
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levels are understood, allows students to take over the development of questions.  Level one is 

“Right there!”  or literal comprehension; the students can point to the answer directly in the text.  

Level two is “Think and search!”  The answer is in the text, but the exact words are not used; the 

student must think about what the author is saying and state it in his own words.  Level three 

QAR is called “You and the author!”  The student must use his own knowledge plus what he 

read in the text to draw a conclusion.  QAR level four is an application question:  “On your 

own!”  The student must figure out the answer for himself.  The best way to introduce QAR is by 

writing sample questions at each level on a text the students have read together.  Then allow 

students to start to make the QAR questions themselves.  QAR uses listening, speaking, reading, 

and writing, as well as strengthens comprehension more than some other questioning techniques 

(Jenkins & Lawler, 1990).  

English language learners sometimes wish their teachers were right beside them as they 

read a text—ready to answer any and every question.  The marginal gloss reading strategy serves 

this purpose.  In a marginal gloss, the teacher assists the comprehension of difficult texts during 

reading by creating a set of directions, or marginal gloss, for the student to follow and respond to 

at the same time as he or she reads.  Singer and Donlan  (1985) direct the teacher to create the 

marginal gloss by folding a piece of paper the same size as the text page in half, creating a 

column for teacher comments or questions and one for student answers.  Create one sheet for 

each page of the text to be read, and write the explanations, directions for reading, or questions 

on one side of the paper at the same position in the text where the information is to be found.  

Students answer the questions as they read the lines of text.  The gloss notes on the adjacent page 

make it seem as if the teacher himself were pointing out what is important as they read.  

Marginal glosses are best for initial strategy instruction for ELLs.  They help them prioritize 

2007 HICE Proceedings 
Page 2128



Strategies that Bridge the Comprehension Gap      

 

9

what is important in a text.  The use of these typical reading strategies for native speakers and 

readers such as re-reading, questioning, and marginal glosses will assist English language 

learners to comprehend texts and teach them strategies for their own autonomous use at the same 

time. 

Reading strategies which offer English language learners an opportunity to reflect, 

remember, and clarify what they have learned are used after reading.  After reading, good readers 

will think critically about what they have learned and this will help them to retell and retain the 

material.  English language learners can become more autonomous learners when they use 

strategies for reflection and extension after reading. 

Learning logs (Newkirk, 1986) provide insight for the teacher on how the students are 

synthesizing their learning, but also they help the students to make connections to what they 

already know and help them to become more consciously aware of their own learning strategies.  

They can be open ended or the teacher can provide guiding questions to cue the students’ 

response and provide an opportunity for a student to reveal his problems or concern. Students 

may write in their own languages.  Learning Logs are regular, short, ungraded, and unedited, and 

they promote genuine consideration of what has been learned.  Nothing nurtures academic 

growth better than periodic self-evaluation. 

GIST statements help students to focus on the main idea and to summarize a passage.  

GIST stands for Generating Interactions between Schemata and Text (Cunningham, 1982). 

Using this strategy will help students check their understanding and prepare for writing essays 

and exams.  In order to teach students the GIST strategy, after reading a short paragraph, the 

class works together to write a summary of the contents of only the first sentence in fifteen 

words or less.  The second sentence is read and students summarize the first two sentences in 
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fifteen words or less.  Continue until the paragraph is read, each time asking students to write a 

summary of the group of sentences in fifteen words or less.  Finally they will have written a 

summary of the entire paragraph in fifteen words or less.  After learning the procedure, it can be 

applied to any story, chapter, or article.  Through this strategy, ELLs learn to summarize and 

pick out the main idea, and as they rehash the text several times, retention of the text information 

is increased. 

A third post reading strategy for ELLs is the ranking ladder (McCloskey & Stack, 1995).  

This strategy is well suited for beginning ELL readers.  Using graphic representations helps 

students store knowledge as images as well as in language.  The ranking ladder helps learners 

prioritize concepts in order of importance.  After reading, as a review, choose a series of 

concepts with the students.  Draw a ladder and label the top rung “Most Important” and the 

bottom rung “Least Important.”  Discuss the order in which to rank the items and have the 

students explain why they think the ranking is more or less important.  This is an easy way to 

have students move up to the evaluative level of thinking and extends the use of the concepts 

which have been learned, and the longer a concept is used, the more likely it is to be 

remembered. 

Native speakers of English and English language learners use similar cognitive processes 

when learning to read.  Those ELLs who are more proficient readers of English use more reading 

strategies, and they use them more frequently.  This paper has proposed some reading strategies 

to help bridge the comprehension gap for the ELL population.  Pre reading strategies activate 

prior knowledge and schema as well as motivate the reader; strategies for use during reading are 

designed to enhance comprehension; and post reading strategies offer an opportunity for 
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reflection, response, and enhanced retention.  It is hoped that these strategies from the literature 

of reading can be taught by ESL teachers to the ELL population with positive results. 

2007 HICE Proceedings 
Page 2131



Strategies that Bridge the Comprehension Gap      

 

12

 
References 

Conley, M. (1985). Promoting cross-cultural understanding through content area reading 

strategies. Journal of Reading, 28, 600-605. 

Cowan, G., & Cowan, E. (1980). Writing. New York: Wiley. 

Cunningham, J. (1982). Generating interactions between schemata and text. In J. Niles & L. 

Harris (Eds.), New inquiries in reading research and instruction.. Thirty-first yearbook of 

the National Reading Conference (pp. 42-47). Washington, D.C.: National Reading 

Conference. 

Fitzgerald, J. (1995). English-as-a-second-language learners' cognitive reading processes: A 

review of research in the United States. Review of Educational Research, 65(2), 145-190. 

Jenkins, C., & Lawler, D. (1990). Questioning strategies in content area reading. Reading 

Improvement, 27, 133-138. 

Manzo, A.V. (1975). The guided reading procdure. Journal of Reading, 18, 287-291. 

McCloskey, M.L., & Stack, L. (1995). Voices in literature. Bronze (p. 118). Boston: Heinle & 

Heinle. 

Moore, D., & Arthur, S.V. (1981). Possible sentences. In E.K. Dishner, T.W. Bean & J.E. 

Readance (Eds.), Reading in the content areas: Inproving classroom instruction. 

Dubuque, Iowa: Kendall/Hunt. 

Murtagh, J.D. (1987). Reading in a second or foreign language: Models, procerses, and 

pedagogy. Language, Culture and Curriculum, 2, 91-105. 

Newkirk, T. (1986). To compose: Teaching writing in the high school. NH: Heinemann. 

Raphael, T. (1986). Teaching question/answer relationships, revisited. Reading Teacher, 39, 

516-522. 

Singer, H., & Donlan, D. (1985). Reading and learing from text. Hillsdale, New Jersey: Erlbaum. 

2007 HICE Proceedings 
Page 2132



Strategies that Bridge the Comprehension Gap      

 

13

 

2007 HICE Proceedings 
Page 2133



Strategies that Bridge the Comprehension Gap      

 

14

 

Author Note 

 
Dr. Hearn is Director of the Reading Center and Assistant Professor of Educational 

Studies at the University of Tennessee, Martin.  She is past President of Tennessee Teachers of 
English to Speakers of Other Languages.  She coordinated an ESL program and taught ESL from 
1991-2004 from grades K-12 in Jackson, Tennessee. 

 

 

2007 HICE Proceedings 
Page 2134



1  Hedrick, Williams, and Tuschinski  
  Motivating students to want to read 

Motivating students to want to read: It takes more than labeling the books’ reading levels  
 
 
 

Reading Education 
 
 

Workshop Format 
 
 

Wanda B. Hedrick, Ph.D. 
University of North Florida 

Department of Childhood Education 
4567 St. Johns Bluff Rd. 
Jacksonville, FL  32224 

904.620.1365 (work) 
904.382.9725 (cell) 
904.620.1025 (fax) 
whedrick@unf.edu 

 
  

Lunetta M. Williams, Ph.D. 
University of North Florida 

Department of Childhood Education 
4567 St. Johns Bluff Rd. 
Jacksonville, FL  32224 

904.620.1777 (work) 
904. 434.9056 (home) 

904.620.1025 (fax) 
lmwilliams@unf.edu 

 
 

Linda Tuschinski 
University of Central Florida 

Florida Literacy and Reading Excellence Project 
4000 Central Florida Blvd. 

Orlando, FL 32816 
321.228.9303 (work) 
904.737.1078 (home) 
321.733.9816 (fax) 

ltuschin@mail.ucf.edu 
 

 

2007 HICE Proceedings 
Page 2135



2  Hedrick, Williams, and Tuschinski  
  Motivating students to want to read 

 
 
 
• Abstract 

o This workshop session explains principles of motivation most closely 
related to getting students to read independently, establishes the value 
of allowing all students time to read self-selected material, presents 
multiple strategies that students could use to successfully select books 
that they are motivated and able to read, and demonstrates powerful 
ways that students can share what they are reading to motivate them to 
read more. 

 
• Objectives of workshop session 

o Explain principles of motivation 
o Establish the value of all students self-selecting material to read during 

part of reading time 
o Present multiple strategies students can use to successfully select 

books that they are motivated and able to read 
o Demonstrate powerful ways students can share what they are reading  

 
• Content 

o The focus in reading instruction in many schools has been on: 1) 
finding children’s reading levels and matching them with appropriate 
reading material; 2) having children practice their fluency by reading 
aloud; and 3) guiding children as they read in order to improve their 
comprehension.  Motivating children to read on their own has been 
less of a priority and yet many teachers are asking, “How do I get my 
children to want to read?”  The aforementioned activities in helping 
children learn to read should be a large part of reading instruction, 
however, if children do not choose to read on their own, they are less 
likely to improve in their reading abilities and may even lose some of 
these abilities if they do not read on their own.  Many schools see this 
decline in their students’ reading abilities as they return from a 
summer break. This session will provide participants with strategies 
and tools that will help schools get students motivated to want to read.        
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6) Abstract of Study: 
 

In math classrooms around the country, teachers rely on traditional instructional 
techniques that may not be the most effective means to engage a variety of learners. 
Using language from the theory of multiple intelligences (MI), traditional math 
instruction predominantly engages a logical-mathematical intelligence. However, where 
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does this approach leave students who favor other MI domains? During this study, a math 
writing program that engaged logical-mathematical, linguistic, intrapersonal, and 
interpersonal intelligences was implemented in both a seventh and eighth grade math 
class at a Catholic school in Salt Lake City, UT. The effects of this program on student 
achievement, attitude, and content retention were analyzed and reported.  

It was stated in The Principles and Standards for School Mathematics (2000) that 
all students should be enabled to organize and consolidate their mathematical thinking 
through communication, analyze and evaluate the mathematical thinking and strategies of 
others, and use the language of mathematics to express mathematical ideas (NCTM, p. 
60). Writing as a form of communication allows students with certain learning types to 
encounter the academic concepts with preferred MI learning styles, which promotes more 
efficient learning (Posner, 2004, p. 26). Writing enhances students’ ability to organize, 
clarify, and direct mathematical thinking (McIntosh & Draper, 2001, p. 554). Writing 
also promotes neural connections between verbal and mathematical domains in the brain, 
which may improve long-term memory of math concepts (Jackendoff, 2002, pp. 65-66).  
In addition, teachers benefit from deep insight into students’ mathematical thinking as 
expressed in their writing (Pugalee, 2004, p. 28). 
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Abstract 

This project developed from a group of doctoral students that were supervising student 

teachers at the university.  They met on a bi-monthly basis to discuss how the supervision of the 

student teachers was progressing.  They talked about ways to improve upon the process of 

student teachers being mentored by their cooperating teachers, since research shows that 

cooperating teachers are more influential on student teachers than their course work and 

supervision by the university. It was decided that the doctoral students would work directly with 

the cooperating teachers to enhance their mentoring skills. 
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Introduction 

Professional Development Schools 

The American formulation of the professional development school was attributed to the 

Holmes Group, founded in 1986, by a group of university deans with the idea to develop a 

complex, multi-purpose school and university partnership.  This partnership would be dedicated 

to educating the student population at the schools, customize in-service professional 

development for the staff as well as prepare teacher candidates through quality supervision and 

mentoring (Harris & van Tassell, 2005). 

The UNLV Professional Development Schools are a collaboration between the 

University of Nevada, Las Vegas and Clark County School District. The primary aim of these 

schools is to work toward continuous teacher education improvement and reform in order to 

promote increased P-12 student learning.  

This mentor project originated in one of the Professional Development School (PDS) that 

is situated directly on the campus of the University of Nevada Las Vegas, with foot access to and 

from the campus as well as direct street accessibility.  It is part of the Clark County School 

District, a public school system that is the fifth largest in school population in the United States. 

Defining Mentor  

 A common definition of a mentor is “a veteran teacher who supports, encourages, 

counsels and befriends a less-experienced person in order to promote the latter’s professional and 

personal development” (Orland, 1999, p. 75). However, in Quality Mentoring for Novice 

Teachers (Odell & Huling, 2000), a more detailed, definition states that mentors are 

“experienced teachers who have as part of their professional assignment the mentoring of 

preservice or beginning teachers as they are learning to teach; mentors study the pedagogy of 

2007 HICE Proceedings 
Page 2141



Mentor 4

mentoring” (p. XV).  Mentoring is “the professional practice that occurs in the context of 

teaching whenever an experienced teacher supports, challenges, and guides novice teachers in 

their teaching practice” (p. XV). 

A relationship is developed between a beginning teacher and an experienced teacher, the 

mentor, within the context of teaching.  (Odell & Huling, 2000). The mentor provides support in 

teaching skills, instructional content, and instructional strategies.  The mentor also provides 

information concerning the school, district, and state expectations. (Jones & Pauley, 2003). 

Mentoring helps improve education through the process of assisting new teachers (Banshbackh 

& Prenn, 1995).  Mentoring can increase retention of teachers, promote professional growth, 

increase personal satisfaction and school productivity (Kajs, 2002).  It may also help educational 

professionals determine their strengths and interests and guide them toward areas of their 

greatest potential (Haak, 2006). The mentor needs to be knowledgeable about the subject as well 

as the educational system.  The mentor has to be prepared to maintain a professional relationship, 

engage in collaborative problem solving, cultivate effective communication, provide constructive 

feedback and share professional philosophies and knowledge. Effective mentors need to be 

actively involved in the classroom (Odell & Huling, 2000). It is an ongoing process that 

continues to grow and change, involving collaborations of many entities including the student 

teacher, cooperating teacher, school, and university.  It is influenced by individual attitudes and 

beliefs about teaching as well as “the system” (Orland, 1999). 

Change Theory 

 Change Theory helps researchers understand the process involved in planning, 

implementing and actualizing policy and reforms within an organization.  Change Theory 

analyzes the internal process of change.  Although external factors may provide an impetus for 
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change, change will not occur unless the people within the organization accept the change.  

“Change is a complex process associated with the norms, beliefs, and culture of an organization.   

Providing leadership for change involves an understanding of motivation and an orientation 

toward holistic thinking in terms of the dynamics within the organization’s social system and the 

interactions between the organizational system and external forces” (Chance & Chance, 2002, p. 

199).  “This knowledge, if used well, can reduce, if not avoid altogether, the apprehension and 

dread associated with change, and lead to successful results” (Hall & Hord, 2006, p.16). 

Project Description 

UNLV Professional Development School 

 The project started in one of the Professional Development Schools.  The school’s 

enrollment during this time was 470 students in kindergarten through fifth grade, consisting of 

45% Hispanic, 17% African American, 27% White.  The school’s population was also 100% free 

and reduced lunch and included a 55% tranciency rate.  Thirty classroom teachers were 

employed during the 2005-2006 school year.  Of those thirty, twelve teachers were assigned to 

be mentors (cooperating teachers), based on experience, teaching expertise, and previous 

mentoring practice. 

 The 2005-2006 cohort of undergraduate elementary education majors completed an 

application to participate in the cohort program, were approved by the advising center of the 

College of Education, and finally interviewed by a panel of teachers and university staff before 

admittance to this program. 

 Cohort members are referred to as interns during the first two trimesters, and thereafter 

during student teaching are called residents.  Course work was offered on the PDS campus 

generally during early morning hours by both adjunct instructors, full-time UNLV faculty, and 
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doctoral students. Time not in course work was spent in an assigned classroom at PDS under the 

guidance of a mentor teacher. 

Mentor Seminars 

This project developed from a group of doctoral students who were supervising student 

teachers from the university.  They met on a bi-monthly basis with four university personnel to 

discuss how the supervision of the student teachers was progressing.  As they met during the first 

semester, they talked about ways to improve upon the process of student teachers being 

mentored by their cooperating teachers, since research shows that cooperating teachers are more 

influential on student teachers than their course work and supervision by the university (Guyton 

& McIntyre, 2000).  As the meetings developed and progressed, the realization emerged that 

there was a need for the cooperating teachers to meet as a group and learn more about mentoring 

(Odell & Huling, 2000). .  It was decided that the doctoral students would work directly with the 

cooperating teachers to enhance their mentoring skills. 

 During the spring semester, the doctoral students met bi-monthly with the cooperating 

teachers as a group at each of the elementary school sites. During these meetings, they discussed 

mentoring topics that the cooperating teachers felt would benefit themselves as well as the 

student teacher assigned to them.  Based on the knowledge of change theory, the cooperating 

teachers were actively engaged in creating these seminars in order to develop systematic change 

within the mentor program. These meetings also gave the cooperating teachers the opportunity to 

share successes and reflect on issues as a community of learners.  The meetings were 

supplemented with research-based articles on mentoring which the cooperating teachers read 

then discussed as a group with the supervisor helping to facilitate such interactions.   
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Reflections of Supervisor and Cohort Director 

During the seminars, the supervisors and cohort director learned a great deal about the 

mentors involved in this group.  They discussed the seminars regularly and took notes during the 

seminars.  Their personal reflections and discussions revealed the following findings over the 

course of two months of meetings: 

1. When cooperating teachers gathered together on a regular basis 

outside of traditional school meetings, they began to share ideas 

openly, discuss specific issues concerning their interns and 

problem solved among themselves. 

2. Cooperating teachers discovered aspects about each other that were 

previously obscured by daily teaching duties and which helped 

increase camaraderie among them. 

3. Cooperating teachers perceived themselves as more effective 

mentors after attending the seminars.  

Based on these observations and the discussions among the doctoral students, it was 

concluded that these mentor seminars should have been completed and planned based on the 

information learned from Quality Mentoring for Novice Teachers (2000) and Change Theory.  A 

collaboration between the supervisors, cooperating teachers and university instructors needed to 

be developed.  In order for the student teachers to practice what was being learned in university 

classes, the supervisors and cooperating teachers need to know what was being taught in these 

classes.  In order to help the student teachers with specific classroom situations, the university 

instructors need to know what is happening in the classrooms and the expectations of the 

cooperating teachers.  In order to support the student teacher, the supervisor needs to have an 
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Mentor 8

understanding in both these areas.  To enhance the cohort experience, the following ideas could 

be implemented: 

1. schedule frequent meetings between key cohort personnel to encourage collaboration, 

increase communication, establish and maintain focus on purpose, goals and 

expectations 

2. learn more about the expectations and ideas of the people involved in the cohort 

3. conduct mentor seminars using a formalized plan to increase productivity 

4. use case studies, that focus within the context of the cohort, in the mentor and intern 

seminars to help understand roles and instructional practices 

5. continue to adapt seminars based on perceived needs as well as stated needs of the 

cohort group 

6. encourage the interns to question and be prepared to reflect and respect the different 

philosophies and strategies of the mentors (cooperating teachers) 

7. introduce a “buddy” system for the interns 

The Current Project 

 This year, the current cohort and mentor project has been expanded to two PDS sites.  

The project has also evolved to include 

 Frequent mentor seminar meetings that started earlier in the year 

 Seminars that included the course instructors 

 Active involvement of all participants to develop goals and ideas for the seminars 

 The development of a PALS program with the local chapter of Phi Delta Kappa 

The project continues to grow and change based on the observed needs in the group, with the 

continued goal of enhancing the learning experience for the interns and the mentor teachers. 
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Development of a Comprehensive Secondary Education 
Department Preparation Program at California University of 

Pennsylvania:  Changing from a Blend of Content Department-
Based Secondary Education Programs and Education Foundations. 

 
Introduction 

California University of Pennsylvania is one of 14 Pennsylvania state universities 
fully owned and operated by the Commonwealth of Pennsylvania.  Together, the 14 
schools are known as the Pennsylvania State System of Higher Education (PASSHE). All 
PASSHE schools originally developed in the late 1800’s as teacher preparation 
institutions (primarily for elementary education K-6), and over time, all 14 universities 
developed teacher education programs for secondary education (grades 7-12) in various 
certification area.   

 
Two models developed among the 14 schools during the mid-to-late 1900’s.  In the 

first model; secondary education teacher preparation became housed in the content area 
with a foundations department providing the methodology courses.  Examples of these 
are that biology education became part of the biology department and English education 
became part of the English department.  These departments also provided the subject 
specific methodology course.  The second model is that all secondary education programs 
became housed in an educational foundations department or educational studies 
department with the content being provided by the arts and sciences. 

 
The Secondary Education program at California University of Pennsylvania offers 

initial teacher certification in: 
• Art Education K-12 
• Biology Education 7-12 
• Chemistry Education 7-12 
• Communications Education 7-12 
• Earth & Space Science Education 7-12 
• English Education 7-12 
• Foreign Language Education K-12 
• Mathematics Education 7-12 
• Physics Education 7-12 
• Social Studies Education 7-12 

 
Working closely with the content providers, Secondary Education at Cal U has 

received accreditation from NCATE, the Pennsylvania Department of Education, and has 
received National Recognition from many agencies.  This success is because of the 
blending of the two traditional models, by using the best practice regardless of the source, 
and by putting the education major front and center in every decision. 
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Content Department-Based Programs 
Content department-based programs are staffed with dedicated faculty, but often there 

is no certified teacher or only one certified teacher among the department faculty.  The 
strength of this type of program is in its strong content knowledge.  The education majors 
housed in these types of programs benefit from typically having a curriculum the same as 
a non-education major.  In other words, both biology majors and biology education 
majors take the same required biology courses and related electives.  This is a change 
from the late 1970’s where biology education majors often took a “botany for Teachers” 
course instead of the “real” botany course that “real” biology majors took.    

 
A second strength is that, when doable, the subject specific educational methodology 

course, i.e. Teaching of Biology, is taught by content department-based faculty.  One of 
the problems with this approach is that, over time, the professor of the course becomes 
further away from his or her public school teaching.  It is common for such professors to 
be 15 or more years removed form their days as a classroom teacher. 

 
A third strength is that content department-based faculty often supervises student 

teachers.  Most, if not all, of the specialized professional associations, such as the 
National Council for the Social Studies, the National Council for Teachers of English, the 
National Council for Teachers of Mathematics,  the National Science Teachers 
Association, etc. require as a condition for National Recognition that student teachers are 
supervised by a same-certified supervisor. 

 
The weakness of a content department-based program is in that the content 

department usually has the education majors take the initial teacher education 
methodology courses through an Educational Foundations or an Educational Studies 
department.  The weakness is not in the education faculty or education courses, it is in 
having the secondary education program not connected to the other secondary education 
programs, i.e. biology educational methodology courses may be substantially different 
than chemistry education methodology courses.  Having ten to twelve secondary 
education programs being run independently causes difficulty in aligning to the state 
department of education program guidelines and requirements.  Accrediting agencies, 
such as NCATE, often require consistent teacher education program decision points.  The 
majority of content department-based programs have developed their own sets of 
decision points causing confusion among secondary education majors.   

 
A second weakness is that, content department-based programs often view the 

education majors as second class citizens within the department.  As stated above, many 
of these departments are staffed entirely by content experts or a token education person.  
However, most content department-based programs work diligently to overcome the 
inherent deficiencies and produce excellent teacher candidates. 

 
 
Educational Studies Department-Based Programs 

One of the strengths of this type of secondary education program is that the professors 
are all certified teachers.  A second strength is a connection to the education foundations 
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methodology courses.  In the example cited above, both biology education and chemistry 
education students take the same educational methodology courses. One weakness of this 
type of program is weak communication between secondary education and the arts and 
science content providers.   

 
A second weakness is that it is possible that a subject specific methodology course 

(Teaching of Biology) is taught by a non-biology certified professor or completely 
eliminated and replaced with a generic teaching course populated by all secondary 
education students (Modern Methods for all Content Areas).   

 
A third weakness is that it is possible for student teaching supervising professors to be 

certified in a different area than the student teachers they supervise, i.e. an English 
certified student teaching supervisor can be supervising a biology student teacher.  The 
previously mentioned problem of having professors being far removed from public 
school teaching also applies with this approach. 

 
 
One Solution: a Secondary Education Department 

At California University of Pennsylvania, the Secondary Education Department has 
evolved from the Educational Studies model.  Since 2001, Secondary Education at Cal U 
has developed into a blend of the best of both models 

 
One of the strengths of this type of program is its “connectedness” to the other 

secondary education programs at the university.  This connection allows for secondary 
education majors, many of whom are earning dual certifications, to observe similar 
educational activities regardless of content.  Activities, such as field experience, are 
structured so that teacher education majors, regardless of content area, are required to 
complete similar tasks, albeit in their content area, and required to make similar 
reflections on their field work. 

 
A second strength is being able to follow a consistent educational philosophy, such as 

constructivism.  All of the required educational methodology courses are content mapped 
to give a consistent knowledge and skills foundations.  This consistency gives the 
secondary education major a strong preparation in becoming a teacher as well as a major 
benefit for the students pursuing two or more certifications. 

 
A third strength is in allowing for alignment in the decision points required by state 

and national accrediting agencies.  This common path to teacher certification is easily 
communicated to all students without having to keep track of certification area. 

 
A fourth strength is in the use of in-service teachers as the professors of the Teaching 

of courses.  Eliminating tenure track professors ensures that no professor of a subject 
specific methodology course is taught by a person 15 years from the classroom.  Also, 
using qualified, retired teachers as student teaching supervisors also ensures that these 
supervisors have recent public school teaching experience. 
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Summary 
At California University of Pennsylvania, the preparation of secondary school 

teachers employs the best practices of the two traditional secondary education models.  
The Secondary Education Department works closely with the following departments for 
each certification area: 

 
Art and Design Department    Art Education K-12 
Biological and Environmental Sciences Department Biology Education 7-12 
Chemistry and Physics Department   Chemistry Education 7-12 and Physics 

Education 7-12 
 
Communication Studies and  
Theater & Dance Departments    Communications Education 7-12  
  
Earth Science Department    Earth & Space Science Education 7-12 
English Department     English Education 7-12 
Modern Languages and Cultures Department  Foreign Language Education K-12 
Mathematics and Computer Science Department  Mathematics Education 7-12 
History and Political Science Department  Social Studies Education 7-12 
 
Our demonstrated excellence in teacher preparation has allowed Cal U to partner with 

five local school districts in the development of Professional Development Schools for 
Secondary Education that compliments our Elementary PDS program. 
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Abstract: 
A model that intends to predict the properties and characteristics of alternative conception  was 
constructed. The principle of cognitive miser and other principles were used for this purpose. In this 
model, misconceptions are preceived to be products of knowledge processing that intends to minimize 
the use of cognitive energy. In such situation, a person chooses a cognitive process that requires lesser 
energy than a process that requires higher energy and as the result of this choice, misconception occurs. 
Along with the model, empirical studies were done with the help of other authors to support the model. 
In doing this, student's alternative conceptions and their bases were identified. The process needed to 
arrive at misconception and process needed to arrive at correct answer were compared. Results of the 
comparision shows that the process needed to arrived at misconception needs lesser effort than the 
process needed to have the correct answer. This agrees with the constructed model.  
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Short description:  
 
At the end of class, do you think your health students understood what was covered?  
Yes? No?  Don’t know?  Here is an effective way to find out!!!  The purpose of this 
session is to introduce and demonstrate the Personal Response System (PRS), which is a 
cutting-edge technology, used to enhance student learning. The PRS gives both the 
instructor and student immediate feedback regardless of class size or content, and is 
especially helpful when teaching sensitive topics.  The audience will have the opportunity 
to utilize the PRS and see how its inclusion can change the dynamics of any classroom.   
 
 
Extended description: 
In this session we plan to introduce and demonstrate the Personal Response System 
(PRS).  You may have seen PRS in action when they “poll the audience” on the popular 
game show, “Who Wants to Be a Millionaire.”  The PRS software can be used in a 
classroom in many different ways. For example:  Questions or statements may be used to 
survey the students about their opinions or common misconceptions.  Other uses may 
include responding to in-class quizzes, multiple-choice questions, or true/false 
statements. 
  
The PRS can be used in any class size or subject area.   This can be especially useful 
while discussing sensitive topics, such as sexuality, to address common misconceptions 
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or opinions.  For example: the instructor poses a question/statement using the PRS 
software, students then press buttons on their “remote” that correlates with their response.  
The value of using the PRS is that students are given the opportunity to participate 
anonymously in class, but also receive immediate feedback regarding their responses and 
how they compare to the correct answer and/or their peers’ responses.   
 
In addition to benefiting the students, the PRS also gives the instructor immediate 
feedback.  For example: If the instructor poses a question that has a correct answer, and 
the majority of the students’ responses are incorrect, this allows the instructor to direct 
additional discussion about the answers/topic before moving on. The feedback also 
allows the instructor to review the curriculum or teaching methods used in class so 
changes can be made to foster more correct responses and better understanding in the 
future. 
 
We plan to bring the PRS and demonstrate a class taught with and without PRS to show 
how it can be utilized to positively influence the dynamics of a class.   
 
Objectives:   

1. Attendees will analyze the influence of technology in a health classroom. 
2. Attendees will have the opportunity to see the Personal Response System utilized.  
3. Attendees will have the opportunity to use the PRS.  
4. Attendees will be able to ask the presenters questions related to this tool.  
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Short Description: 
 
“And the Survey Says…” 
 
At the end of class, do you think your health students understood what was covered?  
Yes? No?  Don’t know?  Here is an effective way to find out!!!  The purpose of this 
session is to introduce and demonstrate the Personal Response System (PRS), which is a 
cutting-edge technology used to enhance student learning. The PRS gives both the 
instructor and student immediate feedback regardless of class size or content, and is 
especially helpful when teaching sensitive topics.  The audience will have the opportunity 
to utilize the PRS and see how its inclusion can change the dynamics of any classroom.   
 
Extended Description for PRS 
 
In this session we plan to introduce and demonstrate the Personal Response System 
(PRS).  You may have seen PRS in action when they “poll the audience” on the popular 
game show, “Who Wants to Be a Millionaire.”  The PRS software can be used in a 
classroom in many different ways. For example:  Questions or statements may be used to 
survey the students about their opinions or common misconceptions.  Other uses may 
include responding to in-class quizzes, multiple-choice questions, or true/false 
statements. 
  
The PRS can be used in any class size or subject area.   This can be especially useful 
while discussing sensitive topics, such as sexuality, to address common misconceptions 
or opinions.  For example: the instructor poses a question/statement using the PRS 
software, students then press buttons on their “remote” that correlates with their response.  
The value of using the PRS is that students are given the opportunity to participate 
anonymously in class, but also receive immediate feedback regarding their responses and 
how they compare to the correct answer and/or their peers’ responses.   
 
In addition to benefiting the students, the PRS also gives the instructor immediate 
feedback.  For example: If the instructor poses a question that has a correct answer, and 
the majority of the students’ responses are incorrect, this allows the instructor to direct 
additional discussion about the answers/topic before moving on. The feedback also 
allows the instructor to review the curriculum or teaching methods used in class so 
changes can be made to foster more correct responses and better understanding in the 
future. 
 
We plan to bring the PRS and demonstrate a class taught with and without PRS to show 
how it can be utilized to positively influence the dynamics of a class.   
 
Objectives:   

5. Attendees will analyze the influence of technology in a health classroom. 
6. Attendees will have the opportunity to see the Personal Response System utilized.  
7. Attendees will have the opportunity to use the PRS.  
8. Attendees will be able to ask the presenters questions related to this tool.  
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Title:  Managing Diabetes: Use of the Transtheoretical Model 
Topic area: Health Education 
 
Rationale: Diabetes Mellitus is characterized by high blood glucose resulting from 
defects in insulin secretion, insulin action, or both. Type 1 diabetes occurs due to 
autoimmune destruction of the ß-cells in the pancreas which leads to insulin deficiency. 
Type 2 diabetes is characterized by insulin resistance. Traditionally type 2 diabetes has 
been diagnosed in adults but now the prevalence of type 2 diabetes is growing among 
children. More than 18 million adults have diabetes and it is the 6th leading cause of 
death in the U.S. 
Objectives: To list the health care behaviors involved with managing diabetes; to 
describe the Transtheoretical Model and its stages; and to discuss strategies for health 
care providers to enhance diabetes management by applying the Transtheoretical 
Model.  
Methodology: A thorough literature review of published manuscripts was conducted. 
Managing diabetes requires adopting a myriad of health care behaviors including 
regular self-monitoring of blood glucose, taking medications appropriately, eating 
nutritiously and on schedule, maintaining or achieving a healthy weight, engaging in 
regular exercise, recognizing and managing hypoglycemia and hyperglycemia, 
practicing appropriate foot care, quitting smoking and dealing with any illness that 
arises. Patient compliance with recommendations is poor.  
Expected outcomes: Health behavior models can aid the non-psychologist practitioner 
in the understanding of the self-management struggles that people with diabetes face. 
The Transtheoretical Model was developed by Prochaska & DiClemente and has been 
examined to assist with diabetes management. Understanding and applying this model 
may improve the effectiveness of health care providers as they deliver diabetes 
education. The basic tenets of the theory state that people are in a continuum of 
readiness to change behavior in a series of stages. The stages include 
precontemplation (no intention to make a positive behavior change), contemplation 
(thinking about making a change and may within the next 6 months), preparation 
(planning for change), action (in the process of change) and maintenance (practice of 
the new behavior for at least 6 months). The ideal reason for determination of a 
person’s stage of readiness to change a behavior is for the intervention to facilitate a 
move from the current stage to a healthier stage. The goal is for the intervention or 
education to match the current stage for optimal benefit. Covert and overt activities that 
people use to progress through the stages can be applied and using the right tools at 
the right time to assist in a move through the change cycle is recommended. Many 
behaviors involve multiple steps to change, so the readiness to change must be 
assessed for each individual behavior. Training should include education about the 
behavior change cycle, motivational interviewing and stage specific interventions, basic 
counseling, relapse prevention, grief and adjustment models, categories for helping, 
behavior therapy and self-efficacy. Educators should use basic skills including reflecting 
and summarizing the patients’ statements back to them. Applying the transtheoretical 
model may assist in moving clients through the stages and enhance compliance with 
treatment strategies.  
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Best Practices in Northwest Arkansas Middle School Mathematics 

 Achievement in mathematics at the middle school level has been a concern for 

some time, especially with the current emphasis on achievement of all children as a result 

of No Child Left Behind.  Recent research has attempted to investigate this concern; 

however, the majority of these studies have focused on pre-service teaching rather than 

in-service teaching.  In the field of middle school mathematics, existing research is even 

more sparse.  The goal of this study is to describe some of the “best practices” that 

middle schools are using to help students achieve in mathematics.  The results of this 

study can assist schools in improving mathematics teaching. 

 This study investigated key areas associated with teaching mathematics by 

comparing high- and average-performing schools.  In order to identify schools as high- or 

average-performing, three years of state assessment data were analyzed.  At the time of 

the study, three years of data were available for only grades 6 and 8.  Based on AYP 

mathematics percentage scores calculated from the state assessment scores, 5 high-

performing and 7 average-performing schools in Northwest Arkansas were identified.  

Schools were further categorized by configuration. Group 1 consisted of schools that 

contained grades 5-7 (grade 6 tested), group 2 consisted of schools that contained grades 

5-8 (grades 6 and 8 tested), and group 3 consisted of schools that contained grades 7-9 

(grade 8 tested). 

 Principals, math coaches, and classroom teachers at the selected schools were 

interviewed about practices in six areas: instructional strategies, assessment, curriculum 

development, pedagogical knowledge and content knowledge, professional development, 

and teacher beliefs and attitudes.  The instructional strategies area explored which 
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teaching techniques were used in the mathematics classroom, as well as how math 

instructional programs were selected and utilized. The assessment questions focused on 

the implementation of both formal and informal assessments and how the results of the 

assessments were used to improve mathematics achievement. Curriculum development 

questions explored how mathematics curriculum was developed and implemented. The 

pedagogical knowledge and content knowledge section investigated how teachers’ 

knowledge of different teaching techniques and mathematics background impacts student 

learning. The professional development questions encompassed the types of professional 

development teachers experience, how professional development activities impact math 

teaching, and the use of teacher collaboration as a method of improving teaching. Finally, 

teacher beliefs and attitudes were examined to evaluate how teachers’ personal 

philosophy, perceptions of their own abilities, and perceptions of their students impact 

student mathematics achievement.  Questions for the interviews were adapted from the 

Best Practices Study developed by the National Center for Educational 

Accountability/Just for the Kids.  Additional interview questions specific to mathematics 

education were developed by the researcher. 

 Data were analyzed in two ways, using a typological approach.  First, the data 

were examined for differences between high-performing and average-performing 

schools.  Secondly, the data were examined for differences between school 

configurations.   

 The results of the study indicate that there are differences between high-

performing and average-performing schools.  Differences between high-performing and 

average-performing schools were found in each category except pedagogical knowledge 
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and content knowledge.  High-performing schools show more congruity between teachers 

and administrators, and have implemented effective mathematics teaching practices for 

longer periods of time. High-performing schools have more effectively aligned 

mathematics curriculum, and use the results of mathematics assessments to make 

informed changes in curriculum and instruction.  Differences between school 

configurations were only found in the areas of instructional strategies and professional 

development.  Math teachers in group 1 schools are more likely to collaborate and to 

apply professional development directly to the classroom than teachers in other 

configurations.  In addition, math teachers in group 3 schools are more autonomous and 

prefer to use direct instructional techniques. 

 This study has identified some best practices in middle school mathematics.  

Collaboration with accountability, high expectations, curriculum alignment, and efficient 

use of assessments and assessment results are all related to improving student 

achievement in mathematics.  Through the course of this study, specific procedures and 

practices were identified that can be implemented by any school that seeks to improve 

mathematics achievement.  As low- and average-performing middle schools implement 

these practices, their continued improvement should allow all students to reach their full 

potential in the field of mathematics. 
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Arkansas Best Practices Study—Elementary Schools 

 A consistent goal of education is improving student academic achievement, and educators 

acknowledge that a variety of factors influence how a student performs in the classroom.  In an 

effort to further our understanding of these factors, the National Center for Educational 

Accountability (NCEA) and Just for the Kids created a framework for analyzing best practices in 

today’s school systems (http://www.just4kids.org/bestpractice/index.cfm).  As part of the NCEA 

State-Comparable Best Practice Study, the Arkansas Best Practices Study examined 17 high-

performing elementary schools to identify practices and procedures that help students succeed, 

with the goal of distributing this information to other schools in the state and the nation.  Prior 

NCEA research indicates that practices throughout a school system contribute to high student 

achievement;  therefore, practices at the district, school, and classroom level were examined in 

order to identify which factors contribute to student achievement. 

 The Arkansas Best Practices Study accumulated data on elementary schools over the 

course of the last three years.  In addition to analysis of the three school system levels (district, 

school, and classroom), data were analyzed based on five general themes related to best 

practices:  Curriculum and Academic Goals; Staff Selection, Leadership, and Capacity Building; 

Instructional Programs, Practices, and Arrangements; Compilation, Analysis, and Use of Data; 

and Recognition, Intervention, and Adjustments.  These five areas were identified by NCEA as 

fundamental themes for analysis.   

 The first area of analysis, Curriculum and Academic Goals, encompasses how a school or 

district uses the state standards to develop and improve curriculum, taking into account vertical 

and horizontal alignment and use of materials.  In addition, this area of analysis examines the 

process of setting academic goals and how those goals influence student achievement.  Secondly, 

Staff Selection, Leadership, and Capacity Building explores how teachers and principals are 

recruited and selected for hire as well as which policies are used to retain effective teachers and 

2007 HICE Proceedings 
Page 2165



principals.  The availability and applicability of professional development activities, the amount 

of teacher collaboration and how and when teacher support is provided are also included.  For 

the third area of analysis, Instructional Programs, Practices, and Arrangements, the main focus 

is on how teachers select and use published programs in the classroom, including the role of the 

district, school, and teachers in the selection of instructional programs.  Influences of legislation, 

how instructional time is allocated, the impact of the school schedule, and the use of student 

grouping arrangements are also explored in this area of analysis.  The fourth theme, Compilation, 

Analysis, and Use of Data investigates how schools use testing to influence instructional 

practice, how data are organized and distributed to schools, teachers, and parents, and whether 

schools or teachers use testing other than standardized testing to monitor student performance.  

Additionally, teacher and principal evaluation systems are included for analysis.  The last theme, 

Recognition, Intervention, and Adjustment, encompasses recognition programs for teachers and 

students.  Included are both remedial and enhanced programs, with a focus on improved 

academic achievement.  A sixth area of analysis, Factors Influencing Educational Practices, was 

included to identify underlying supports that are beneficial for increasing student achievement.  

This area explores how the school board, teachers’ unions and associations, parents, and 

community influence practices.  School climate, funding, and core beliefs about teaching and 

learning are also examined in this area of analysis. 

 The methodology for the Arkansas Best Practices Study was created by the National 

Center for Educational Accountability (NCEA).  NCEA currently facilitates Best Practices 

studies in 22 states, and has established a common protocol to be used in each state throughout 

the nation.  The common school selection process and interview protocol allows for comparisons 

between state findings, with the overall goal of identifying best practices that would improve 

student achievement across the United States. 
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 Schools for the Arkansas Best Practices Study were selected from a list generated by 

NCEA.  A set of criteria were developed by NCEA to categorize schools as high-performing or 

average-performing based on three years of state criterion-referenced testing data in mathematics 

and literacy for continuously enrolled students.  In 2003-2004, seventeen elementary schools 

were chosen for the Arkansas Best Practices Study: twelve high-performing schools and five 

average-performing schools.  In 2004-2005, five high-performing and two average-performing 

elementary schools were visited.  Each year, the schools were matched with regard to size, 

income level, ethnic background, and limited English proficiency population.  Data were 

collected through interviews of superintendents, curriculum coordinators, principals, schools 

counselors, and classroom teachers.  Additionally, districts and schools provided documentation 

to support and further explain the processes that occur within the district and at the individual 

schools.  All interviews were transcribed and subsequently analyzed using rigorous qualitative 

methods. 

 The data analysis process revealed information on what practices work in schools to 

improve student achievement and what practices do not work.  Analysis of the data revealed 

differences between high-performing and average-performing schools at every school system 

level (district, school, and classroom) in each of the six areas of analysis.  Two key differences 

were identified from the data: 1) principals in high-performing schools serve as strong 

instructional leaders and strive to hold teachers and students accountable, and 2) high-performing 

schools function with a team-oriented atmosphere that includes frequent teacher collaboration.  

Within these two differences, specific behaviors were identified as indicative of high-performing 

schools.  Schools that arrange teacher schedules to foster grade-level collaboration appear to 

have more consistent results between classrooms.  Additionally, vertical alignment is seen as an 

ongoing process and is constantly refined throughout a school year.  Horizontal alignment is also 

a crucial factor, leading to increased student achievement in higher grades, as less information is 
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repeated from grade to grade.  Teacher collaboration contributes to the feeling of camaraderie 

and accountability.  When teacher collaboration is encouraged, all teachers feel that they are 

invested in student test scores, even if their particular grade level is not being tested.  The data 

also indicate that schools that foster teacher involvement in choosing professional development 

activities, choosing instructional programs, and developing academic goals and curriculum show 

increased student achievement as well as increased teacher satisfaction.  Communication 

between administrators, teachers, and parents is an important factor in student academic 

achievement. 

 The results of this study are valuable to schools that are struggling with regard to student 

achievement.  Suggestions can be drawn from the results, giving districts, schools, and teachers 

actual practices to implement.  These findings can help inform practice throughout the nation in 

order to improve teaching and learning.  Best Practices studies in Texas, Tennessee, and Illinois 

have found similar results, indicating that certain practices foster student achievement regardless 

of where in the country the school is located.  The Best Practices studies can assist school 

systems in curriculum development, as district and school administrators can use practices from 

the high-performing schools in their own curriculum selection and development process.  In 

addition, the high-performing schools successfully utilize a variety of teacher induction 

procedures, which can be shared with schools that are striving to improve student achievement. 
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1. Give participants an overview of the LaT2T project and the 

federal Transition to Teaching grant program. 

2. Share LaT2T successes and how they were achieved. 

3. Present LaT2T problems that were encountered and how they 

were addressed. 

4. Provide ideas for management of a project of this magnitude. 

 

The Louisiana Transition to Teaching (LaT2T) project, which 

began in October 2004, is a partnership of 30 high-needs school 

systems and four universities that constitute public education 

institutions in four separate areas of Louisiana. Its focus is to 

expand the alternative certification model that each university 

possesses. The universities and their corresponding alternative 

certification programs are as follows: University of Louisiana at 

Monroe (TeachNortheast), McNeese State University (Teach SWLA), 

Nicholls State University (Teach Bayou Region) and, Northwestern 

State University (Teach Northwestern). The purpose of this project 

is to increase the number of teachers in critical shortage areas 

enrolling in these programs through an intensive recruitment, 

selection, placement and retention campaign.  

LaT2T program activities were defined within goals of 

recruitment, selection, induction and retention, program delivery, 
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placement, collaboration, and evaluation. During the first two years 

of the project’s implementation there were many successes. The 

project boasted an above average success rate in all objectives. 

However, difficulties were encountered as well. In year one 1 of the 

grant, initial progress was delayed due to Louisiana’s contracting 

laws and hiring policies. Before any funds could be disbursed to 

partner institutions, approval from the Louisiana State Office of 

Contractual Review had to be obtained. In year two, the grant was 

delayed further as a result of the state’s struggle to rebound after 

Hurricanes Katrina and Rita. In spite of challenges that were 

encountered during the first year of the project, LaT2T was 

responsible for adding 84 new teachers of record to Louisiana’s 

teacher workforce. All of these new teachers taught in a critical 

shortage area and matriculated through one of the project’s four 

alternative certification programs.   
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Professional Development for Teachers:  

Interactive LEARNing Modules 

 

I - Teaching the Emotional Child 

II - Respecting Cultural Diversity – Effective Classroom 
Practices 

 
Presented by  
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PH: 318-342-1300 
FAX: 318-342-1299 

 

The University of Louisiana at Monroe’s Interactive LEARNing 

(Look, Explore, Apply, Reflect, and Note) Modules offer professional 

development for teaching interns specifically and for classroom 

teachers in general. The modules are designed to supplement 

teachers’ programs of study and to provide support and additional 

instruction in the areas in which both novice and veteran teachers 

often seek assistance: Assessment and Accountability; Behavior 

Management; Inclusive Instruction; Instructional Technology; 

Teaching the Emotional Child; and Respecting Cultural Diversity – 

Effective Classroom Practices. The poster session will provide an 
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overview of the contents of two of the modules: Teaching the 

Emotional Child and Respecting Cultural Diversity. 

Each of the modules is divided into three parts and is 

formatted for interactive learning. As outlined below, learning 

activities include several options for interacting with the content. 

 

Look at key points of the presentation and documents 
and listen to the details.  

 

Explore supportive documents, websites, and reference 
lists.  

 

Apply the information to a real classroom, preferably 
your classroom or situation. 

 

Reflect on concepts and implications; consider 
discussing with a colleague.  

 

Note your Action Plan for improvement.  

 

2007 HICE Proceedings 
Page 2173



     Helping Minority and At-Risk       1 

       
 
 
Running head: HELPING MINORITY AND AT-RISK STUDENTS: 
 
 
 
 
 
 
 

Helping Minority and At-Risk Students:  

The Holmes Model of Brief-Intrusive Counseling  

 
 

Jill Holmes-Robinson, Ph.D., LCPC, NCC 

Georgetown University 
 
 
 
 
 
Contact Information for Submission ID # 1199: 
Dr. Jill Holmes-Robinson 
Georgetown University 
Director – Women’s Center 
327 Leavey Center  
Washington, DC 20057 
(202) 687- 5466 (w) 
(410) 418- 4723 (h) 
E-mail: jhr26@georgetown.edu 
Fax: (202) 687- 8940 
 
 
 
Topic Area: 
Counselor Education / Higher Education / Secondary Education  
 
Presentation Format: 
Workshop 
 

2007 HICE Proceedings 
Page 2174



     Helping Minority and At-Risk       2 

Abstract 

 
This workshop provides a counseling option for the Student Affairs Professional in 

Higher Education and the Professional School Counselor in secondary school settings to utilize 

with their student population. The Holmes Model of Intrusive Brief Counseling is an integrated 

model of Intrusive Counseling utilizing various cognitive-behavioral interventions subsumed 

within the framework of Brief Therapy. The model addresses the need for quick intervention due 

to the increased amount of administrative work that saturates these professional’s time, in 

addition to their student contact and counseling responsibilities.  

The model is particularly useful with minority students who generally are averse to 

“long-term” counseling and prefer brief direct intervention, and to the “at-risk” student who 

needs immediate attention. Holmes (2004 and 1999) suggests an integrative model of intrusive 

brief therapy that incorporates four phases: (a) contact, (b) challenge, (c) conversion, and (d) 

empowerment. 

 The Holmes Model of Intrusive Brief Counseling can assist the school counselor and the 

college student professional in providing students with symptom relief in a pragmatic format that 

is beneficial to the student [counselee] and easily applicable for use by the professional. The 

workshop will include overview / training and practice utilizing actual case studies to apply the 

Model to various student incidents. 

 

 

 
Holmes-Robinson, J., (2006) Helping At-Risk Students, The Professional School Counselor’s Handbook 2nd Edition  

Austin, TX: PRO-ED / CAPS In-Press  
Holmes-Robinson, J., (2004) Helping At-Risk Students, The Professional School Counselor’s Handbook (pp. 735- 

743). Austin, TX: PRO-ED / CAPS Press  
Holmes, J., (1999). Counseling in student affairs: Utilizing brief therapy to bridge the gap 

between theory and practice. Unpublished manuscript, University of Virginia, Charlottesville.    
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  Peer Intervention      2 

   
Abstract 

 
Peer intervention, the utilization of undergraduate or graduate students as peer counselors 

or organizers of self-help efforts on college campuses, can serve as both an effective tool for 

intervention, programming, and student development, as well as an efficient method of securing 

paraprofessional assistance for the student affairs practitioner who has limited professional staff 

support and is often overwhelmed by administrative and programming duties.  

The goal of this workshop is to provide the student affairs practitioner and clinicians in 

university counseling centers with pragmatic information, training methods, specific strategies 

and examples of current university programs that utilize peer intervention. The workshop will be 

divided into three comprehensive sections: (1) Peer Intervention, (2) Training Peer Counselors, 

and (3) Programming Initiatives and Interventions.  

The sections will incorporate the following information: (1) Peer Intervention: will 

provide a brief overview of the definition, effectiveness and history of using peer counselors and 

peer intervention in university counseling centers and within student affairs; (2) Training Peer 

Counselor: specific guidelines and concepts for training peer counselors incorporating basic 

elements of counseling, facilitation skills, group dynamics and caveats;   (3) Programming 

Initiatives and Interventions will provide a sample of current university peer intervention 

initiatives briefly covering (a) Women Health and Help Issues  – women peer advising; (b)Peer 

Interventions for Special Populations – specific peer support interventions for Lesbian, Bi-

sexual, Transgender students, African-American women and men, and specific support groups 

interventions for multicultural students attending predominantly White institutions; and (c) Off-

Campus Outreach – two specific community based high school outreach peer support group 

programs facilitated separately by both male and female college students to address vital 
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  Peer Intervention      3 

information about specific issues facing teenage girls and boys in a supportive forum fostering 

self-esteem and mutual respect.  

Workshop will be presented by Dr. Jill Holmes-Robinson – Director of Georgetown 

University Women’s Center; Dr. John C. Wright – Staff Psychologist for Multicultural and 

International Student Populations, Georgetown University Counseling & Psychiatric Services; 

and Dr. Celeste R. Thomas – Clinician and Peer Outreach Coordinator for the University 

Counseling Center at James Madison University. 
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Abstract 
                                        156 words 

 This study investigated the effects of using integrative arts for 37 (20 boys, 17 

girls) junior high school 8th graders.  Participants from Tainan city, Taiwan, completed 

Chinese version of questionnaires that measure students’ self-esteem, self-worth, social 

skills, and creativity.  These students joined a year of extracurricular art education, 

which integrated the subjects of fine art, music, dancing and embroidery training.  

Teaching strategies of lectures, hands-on practices, displays, performances, team 

competitions, peer-tutoring, small group discussions, and field trips were used.  

Paired t-tests comparison and students’ weekly art projects were used as the indicator 

of students’ performance.  It was found that student’ post-test scores significantly 

higher than pre-test scores in the scales of social skills and creativities.  In addition, 

the students made slight improvement on their self-esteem and self-worth scores.  

Corroborating data from observations, individual interviews, and daily classroom 

records were obtained.  Research recommendations and educational implications are 

discussed.          

 

 
 

Key words: Self-Esteem, Self-worth, Social skills, Creativity, Secondary Education 
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The Effects of Promoting Junior High School Students’ Self-Esteem, Self-Worth, 

Social Skills and Creativity through Integrative Arts Curriculum in Taiwan 

Purpose of the study 

 The purpose of this study is to investigate the impact of integrative art curriculum 

on junior high school students’ self-esteem, self-worth, social skills, and creativity.  

Theoretical Framework 

The last 20 years have witnessed a substantial growth in research on involvement 

in the arts (e.g., Arnold, 1996; Brown & Morrissey, 2004; Emert, 2004; Harter, Waters., 

Whitesell, 1988; Gfeller, 1987; Kellman, 1996; Leibmann, 1994; Robbins, 1994; 

Scheiby, 1999; West, 2002; Williams, 2000, 2003).  According to these theories and 

results, involvement in the arts is effective in promoting self worth and social skills for 

both normal populations and populations with mental disorders.  Robbins (1994) 

asserted that artistic expression could reflect a child’s object constancy, growth and 

development, and ordering of his or her internal feelings and imaginations.  Kellman 

(1996) discussed art education developing students’ awareness of art’s presence in 

daily life, evoking curiosity about the many stories and narratives found in art objects, 

and encouraging respect for and interest in the diverse lives of people throughout the 

world.  Arnold (1996) asserted that arts provide the kinds of challenges and 

cooperative learning environments that support a sense of quality and mastery; that 
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could give students access to how they are unique and allow them to take a greater role 

in their own learning; and that also could supply a forum in schools that allows 

children to express their ideas and give voice to changes in their value systems.  For 

instance, music has been advocated as a therapeutic mediator that increases social 

interaction, improves the quality of life, enhances personal growth and increases 

self-actualization (Gfeller, 1987; Leibmann, 1994; Scheiby, 1999; West, 2002; 

Williams, 2000, 2003).   

In addition, Williams and Taylor (2004) showed that the process of creating art 

has long been considered empowerment, and for many years artwork has been used as 

a way to gain insight into a person’s emotional status.  They also revealed that art 

interventions such as art, music therapy, storytelling, and support groups can foster 

identity and self-concept change with incarcerated women and lead them to alter their 

self images. 

The review of the above literature reveals that the intervention of using single art 

education was frequently used by most of the investigators, the integrative art 

curriculum including music, fine art, dancing, and embroidery was rarely explored in 

art education community.  We were curious how much effect the integrative art 

curriculum could be for adolescences. 

The present intervention provides the opportunity for students to engage in self 
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expression through the use of a various of arts at students’ extracurricular.  The two 

major research questions were: 1) Are there correlations between junior high school 

students’ self scores and major study variables of post-test? And 2) Are there 

significant differences between the pre- and post- extracurriculum art intervention in 

students’ self-esteem, self-worth, social skills, and creativity?  

Methodology of the study 

Participants and Setting  

This study took place at a junior high school, located in the suburban area of 

Tainan city in Southern Taiwan.  The participants consisted of 37 grade 8 students (20 

boys, 17 girls).  The students are from various social economic status families. 

Treatment 

     Lectures, hands-on activities, displays, performance, team competitions, 

peer-tutoring, small group discussions, and field trips were conducted in each 2-hour 

session that lasting 2 semesters.   

Instrument 

Student Questionnaires.   The Junior School Student Questionnaire (JSSQ), a 

208-item questionnaire containing five sections was developed by the investigators..  

The first section elicited respondent demographics; the second section was 

“Coopersmith Self-Esteem Inventory” (CSEI) that developed by Coopersmith (1967, 

2007 HICE Proceedings 
Page 2183



 6

1984) to measure students’ perceptions of self-esteem; the third section was 

“Self-Perception Profile for Adolescents” (SPPA) that developed by Harter (1988), to 

assess adolescents’ perceptions of their competency and adequacies across a range of 

domains as well as to provide a measure of global self-worth”.  The fourth section 

was “Social Skills Scales” (SSS) that developed by first investigator (1992), to assess 

adolescents’ social skills and behaviors.  The final section was “Creative Life 

Experience Scales” (CLES) that developed by Hocevar & Bachelor (1989), to measure 

students’ creativity. 

Procedures  

Thirty-seven students, either volunteers or nominated by their classroom teachers 

or parents, joined this study.  Two investigators, 2 research assistants, and 10 teaching 

assistants conducted a series of integrative arts intervention at Tainan University of 

Technology on Thursday morning from September 2005 to June 2006.  All the 

students responded both pre-and post-tests of JSSQ on the beginning and the end of 

this study. 

Data analyses  

The data analysis strategies of Spearman correlations, paired t-tests, and 

qualitative analysis were used to compare differences between the before- and 

after-arts intervention. 
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Results 

Correlations between Junior High School Students’ Self-scores and Major Study 

Variables of Post-test? 

Zero order correlations were calculated between students’ self scores and 11 

potential variables measured by the JSSQ.  As shown in Table 1, the result indicted 

that 7 variables (i.e., self-worth, social skill, creativity, gender, GPA, self-expectation, 

family income, and home study time) were significantly correlated with post- test of 

self-esteem total scores.  Significant correlations ranged from r =.69 (p =. 00, 

self-worth) to r = -.16 (p =. 02, gender).  Eight variables (i.e., self-esteem, social skill, 

creativity, gender, GPA, self-expectation, family income, and home study time, and 

activity) were significantly correlated with post-test of self-worth total scores.  

Significant correlations ranged from r =.69 (p =. 00, self-esteem) to r = -.16 (p =. 04, 

GPA).  Nine variables (i.e., self-esteem, self-worth, creativity, GPA, father’s and 

mother’s educational levels, self-expectation, mother’s expectation, and home study 

time) were significantly correlated with post-test of social skills total scores.  

Significant correlations ranged from r =.57 (p =. 00, self-esteem and self-worth) to r = 

-.16 (p =. 03, self-expectation).  Nine variables (i.e., self-esteem, self-worth, social 

skill, group, GPA, father’s and mother’s educational levels, father’s and mother’s 

expectation) were significantly correlated with post-test of creativity total scores.  
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Significant correlations ranged from r =.32 (p =. 00, social skill) to r = -.15 (p =. 04, 

GPA). 

Are there Significant Differences between the Pre- and Post- Integrative Art 

Intervention in Students’ Self-Esteem, Self-Worth, Social Skills, and Creativity? 

In order to examine the difference before and after science intervention, paired 

t-tests were conducted.  As shown in Table 2, the results indicated that after 

integrative art curriculum, the students’ mean scores of post-test of social skills and 

creativity were significantly higher than the scores of pre-test. 

Educational importance of the study 

 The initial findings of this study revealed that the students benefited from 

attending the extracurricular integrative arts intervention.  They perceived friendly 

learning environment, built positive social skills, and have better creativity 

performance in arts.  This result seems to remind secondary school teachers and 

teacher educators that conducting the extracurricular arts intervention appropriately into 

regular curriculum is capable of promoting positive outcomes. 

Previous studies indicated that using extracurricular intervention succeed in 

enhancing students’ achievement, self-esteem, and math and science performance 

(Fouad, 1995), and attitudes in science (Ronald, 1993).  This study found that 

extracurricular art intervention significantly promotes student performances in social 
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skills and creativities.   It is highly suggest that teacher support, student’s 

responsibility and involvement, and inquiry-oriented activities are all important 

components of successful art teaching.  The initial finding of this study reveals that 

with the use of extracurricular art intervention, students’ self-esteem, self-worth, social 

skills, and creativity are very likely to be promoted simultaneously.  We expect that 

more classroom teachers and art educators would be attracted to examine the potential 

benefits and practical utility of using extracurricular arts intervention. 
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Table 1 Correlations between Taiwanese Junior High Students’ Self Scores and Major Study Variables of Post-test 
 
  1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 

1 Self-esteem 1.00                

2 Self-worth .69 1.00              

3 Social skill .57* .57* 1.00             

4 Creativity .22 .31* .32* 1.00            

5 Group .02 -.05 -.05 -.20* 1.00           

6 Gender -.16* -.22* .11 -.07 .06 1.00          

7 GPA. -.20* -.16* -.27* -.15* .11 -.02 1.00         

8 Father’s Edu. -.06 -.05 -.09 -.16* .13 -.11 .27* 1.00        

9 Mother’s Edu.. -.10 -.11 -.16* -.26* .17* -.07 .15* .45* 1.00       

10 Self-exp. -.22* -.19* -.16* -.08 .19* .08 .33* .21* .22* 1.00      

11 Father-exp. -.10 -.07 -.17* -.20* .14* -.02 .26* .17* .31* .51* 1.00     

12 Mother-exp. -.08 -.08 -.17 -.21* .17 -.02 .25* .17* .31* .51* .99* 1.00    

13 Family Inc. -.18* -.19* -.10 -.12 .05 .10 .06 .21* .30* .15* .11 .10 1.00   

14 Study stu. -.26* -.22* -.28* -.10 .05 -.08 .21* .22* .10 .22* .25* .24* .18* 1.00  

15 Outdoor time .08 -.01 .07 -.11 -.01 .07 -.20* -.06 -.09 -.06 -.04 -.03 .06 -.09 1.00 

Note. *<.05; **<.01; ***<.001; Father’s edu.= Father’s education level; Mother’s edu.= Mother’s education level; Self-exp.= Student self-expectation degree levels; 

Father-exp. = Father expects his children toward degree level; Mother-exp. = Mother expects her children toward degree level; Family Inc.= Family income; 

Home stu. =Home study time. 
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Table 2 The Comparisons of Paired t-test between Before- and After- Art Intervention  

 
Note. *: p<.05; ***: p<.001 

a Higher scores indicate that students have positive self-esteem.  Possible scores 
ranged from 50-100. 

b Higher scores indicate that students have positive self-worth..  Possible scores 
ranged from 45-180. 

c Higher scores indicate that students have positive social skill.  Possible scores 
ranged from 40-200. 

d Higher scores indicate that students have higher creativity.  Possible scores 
ranged from 49-196. 

     

 
 

Paired Variables n x  SD t p 
 78.96 10.13 

Pre-post Self-esteem a 37 
 79.14 8.14 

-.14 .89 

118.43 18.11 
Pre-post Self-worth b 37 

119.97 20.84 
-.50 .62 

133.82 15.39 
Pre-post Social Skills c 37 

139.47 15.28 
-2.98 .005** 

Pre-post  Creativity d 37 
119.96 
124.46

28.74 
28.47 

-1.50 .05* 
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Abstract 
                                        177 words 

 This study investigated the effects of using integrative science intervention for 37 

(16 boys, 21 girls) 8th grade high academic achievement students.  The participants 

from Haulien city, Taiwan, completed Chinese version of questionnaires that measure 

students’ personality, classroom learning environment, science experience, attitudes 

toward science, and science perceptions.  These students joined a year of 

extracurricular science education, which integrated the subjects of biology, physics, 

and earth science.  Teaching strategies of lectures, hands-on practices, displays, team 

competitions, peer-tutoring, small group discussions, and joining science projects were 

used.  T-tests comparison, quizzes, classroom observation, interviews, and grade of 

science fair were used as the indicator of students’ performance.  It was found that 

student’ post-test scores significantly higher than pre-test scores in the scales of 

student’s attitudes toward science, perceptions of science and learning enviornment.  

In addition, the students made slight improvement on their personality, self-worth, 

science experience, and science classroom performance.  Corroborating data from 

observations, individual interviews, and daily classroom records were obtained.  

Research recommendations and educational implications are discussed.          

Key words: Personality, Self-worth, Classroom learning environment, Attitude toward 

science, Perception of science        
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The Effects of promoting Junior High Academic Student’s Personality and 

Science Performance through Integrative Science Intervention in Taiwan 

Purpose of the study 

 The purpose of this study was to investigate the impact of integrative science 

intervention on secondary school high academic students’ personality, classroom 

learning environment, science experience, science perceptions and attitudes toward 

science.  

Theoretical Framework 

Early psychodynamic theorists (e. g., Freud, 1925), proposed that mature 

personality is characterized by the capacity for productive work and satisfying 

interpersonal relationships.  Social learning theorists such as Bandura (1982), claim 

that people who view themselves as self-efficacious in interpersonal situations accept 

greater challenges, expand more effort, and generally are more successful in reaching 

their goals.  Maslow (1987) postulated that development of healthy personality 

growth requires a shift in the relative importance of needs from the most primitive (e.g., 

physiological and safety) to the most “human” (e.g., truth and beauty).  Personality is 

characterized by a consistent and enduring pattern of behaviors and thoughts that 

individuals employ in a wide variety of interpersonal situations.  Phillips (1978) 

described an individual’s personality as essential tools to initiate and maintain vital 

interpersonal relations.  Personality promotes social adjustment that correlates with 
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overall psychological adjustment and later functioning in society.   

William James (1890/1950) have struggled with the question of whether various 

aspects of personality, including personality trait studies believed that personality traits 

change in meaningful way during adulthood.  Contemporary hypotheses about the 

development of personality traits stem from theories about what personality traits are.  

Costa’s and McCare (1992) and McCrae and Costa’s (1996) five-factor theory asserted 

that personality traits arise exclusively from biological causes (i.e., genes) and that 

they reach full maturity in early adulthood.  Currently, in Srivastavs, John, Gosling, & 

Potter (2003) a large sample (n =132,515; aged 21-60) study found that 

Conscientiousness and Agreeableness increased throughout early and middle 

adulthood at varying rates; Neuroticism declined among women but did not change 

among men.  The present study was interested to explore whether these adolescent’s 

Big-Five personality traits changes between the pre- and post- science intervention.  

In addition, many researchers have emphasized the importance of students’ 

attitudes toward science and science achievement.  White and Richardson (1993) 

pointed out that students’ scientific attitudes are possible effectors of students’ 

scientific achievement.  They suggested that through the use of innovative teaching 

methods, hand-on instruction, and enthusiastic teachers are likely to change students’ 

attitudes toward science.  In Taiwan, Lin (1992), believed that if adolescents enter 
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junior high school with positive feeling toward science, it is likely that they tend to 

have a positive commitment to science that might influence life long interest and 

learning in science.   

The importance of learning environment in classroom has been widely addressed 

in previous studies over the past 20 years (e.g., Aldridge, Fraser & Huang, 1999; Fraser, 

1986, 1994, 1998; Lerman, 1989; Reynold, 1992).  There are also a variety of 

instruments to assess students’ perception on learning environment (Fraser, 1998).   

Instead of developing new instruments to assess classroom learning environment, this 

study tried to explore how and to what extent the use of extracurricular science 

intervention can promote on students’ attitudes toward science and their perceptions of 

classroom learning environment. 

Fouad (1995) indicated that extracurricular intervention was successful in 

promoting students’ career knowledge and high school choice; and moderately 

successful in improving students’ self-esteem and science performances.  Ronald 

(1993) examined the impact of a 10-week Saturday, supplemental-educational 

intervention integrating mathematics, science, language arts, and counseling on 

minority high school students’ (n =51) mathematics achievement and attitude toward 

science.  The data analysis indicated significant positive changes in both dependent 

variables.  He also suggested that through the use of innovative teaching methods, 
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hands-on instruction, and enthusiastic teachers, students’ attitudes toward science 

could be significantly enhanced.   

The review of the above literature reveals that extracurricular science intervention 

is significantly effective on students’ science performance, attitudes toward science 

and self-esteem/self-worth (Fouad, 1995; Ronald, 1993).  Limited studies were 

focused on investigating why students liked the extracurricular science intervention 

and how they were benefited from the intervention.  In addition, the intervention of 

using single subject of science education was frequently used by most of the 

investigators, the integrative science curriculum including biology, physics and earth 

science was rarely explored in science education community.  We were curious how 

much effect the integrative science curriculum could be for the high academic 

adolescences. 

The present intervention provides the opportunity for students to engage in self 

expression through the use of several of science at students’ extracurricular.  The two 

major research questions were: 1) Are there significant gender differences between the 

pre- and post- integrative science intervention in students’ personality? 2) Are there 

significant differences between the pre- and post- integrative science intervention in 

students’ classroom learning environment, perception of science, and attitudes toward 

science?  
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Methodology of the study 

Participants and Setting  

This study took place at a junior high school, located in the Hualien city in 

Eastern Taiwan.  The participants consisted of 37 8th grade high academic students 

(16 boys, 21 girls).  Four students (2 boys and 2 girls) were randomly selected as 

target samples for observing their personality traits.  These students are from various 

social economic status families and different classrooms. 

Treatment 

     Lectures, hands-on activities, displays, team competitions, peer-tutoring, small 

group discussions, and science projects were conducted in each 3-hour session that 

lasting 2 semesters.   

Instrument 

Student Questionnaires.   The Junior School Student Questionnaire (JSSQ), a 

276-item questionnaire containing 7 sections was developed by the investigators..  

The first section elicited respondent demographics; the second section was 

“Self-Perception Profile for Adolescents” (SPPA) that developed by Harter (1988), to 

assess adolescents’ perceptions of their competency and adequacies across a range of 

domains as well as to provide a measure of global self-worth”.  The third section was 

“What is Happening in the Classroom”(WHIC) that developed by Fraser (1998) to 
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measure students’ perceptions of classroom learning environment;  The other sections 

were measured students’ science experience, science classroom performance, attitudes 

toward science, and science perception respectively that developed by investigators. 

Students’ Observation Form (SOF).  In order to realize the 4 target students 

personality traits, an observation form was designed to code the students’ performance 

during their science intervention.  Table 1 presented 5 domains in the SOF: 

Neuroticism (N), Extraversion (E), Openness (O), Agreeableness (A), and 

Conscientiousness (C).  The main framework of this coding schedule was based on an 

established observation schedule originally designed for observing students’ activities 

(Newton, Driver, & Osborne, 1999).   

Procedures  

Thirty-seven students, nominated by their school administrator or classroom 

teachers, joined this study.  Two investigators, 5 research assistants, and 3 teaching 

assistants conducted a series of integrative science intervention at lab of junior high 

school on Tuesday afternoon from September 2005 to June 2006.  All the students 

responded both pre-and post-tests of JSSQ on the beginning and the end of this study. 

Each week period focused on different units (e.g., light refraction, force and water 

pressure, oxidation and reduction, electrochemistry, chemical equilibrium, atom and 

molecule, acid and base, mole and stoichiometry, gas properties and atmospheric) 

2007 HICE Proceedings 
Page 2199



 9

Data analyses  

The data analysis strategies of paired and independent t-tests and qualitative 

theme analysis were used to compare differences between the pre- and post- science 

intervention. 

Results 

Are there Significant Gender Differences between the Pre- and Post- Integrative 

Science Intervention in Students’ Personality? 

In order to examine the difference between the pre- and post- science intervention, 

independent t-tests and a series of observation were conducted.  As shown in Table 2, 

Figures 1 and 2, the results indicated that after integrative science intervention, the 

boys’ mean scores of scholastic competence (SC), Social acceptance (SA), Athletic 

competence (AC), Romantic appeal (RA) and Global self-worth (GS) were 

significantly higher than girls’ scores.  In addition, 4 target samples’ personality traits 

were differences from the pre- and post science intervention.  

Are there significant differences between the pre- and post- integrative science 

intervention in students’ classroom learning environment, perception of science, 

and attitudes toward science?  

In order to examine the difference before and after science intervention, paired 

t-tests were conducted.  As shown in Table 3 and Figure 3, the results indicated that 
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after integrative science intervention, the students’ mean scores were significantly 

higher than pre-test scores in the scales of attitudes toward science, science perception, 

and total scores of WHIC.  In addition, the students made slight improvement on their 

science experience, science classroom performance, and teacher support, involvement, 

investigation, cooperation of the WHIC.   

Educational importance of the study 

 The initial findings of this study revealed that the students benefited from 

attending the extracurricular integrative science intervention.  They perceived 

friendly classroom learning environment, built more extraversion, agreeableness, 

conscientiousness and openness personality traits and lesser the trait of neuroticism.  

This result seems to remind secondary school teachers and teacher educators that 

conducting the extracurricular science intervention appropriately into regular 

curriculum is capable of promoting positive outcomes. 

Previous studies indicated that using extracurricular intervention succeed in 

enhancing students’ achievement, self-esteem, and math and science performance 

(Fouad, 1995), and attitudes in science (Ronald, 1993).  This study found that 

extracurricular science intervention significantly promotes students’ personality and 

science performance.  It is highly suggest that teacher support, student’s responsibility 

and involvement, and inquiry-oriented activities are all important components of 
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successful science teaching.  The initial finding of this study reveals that with the use 

of extracurricular science intervention, students’ self-worth, personality, classroom 

learning environment, science attitudes and perceptions are very likely to be promoted 

simultaneously.  We expect that more classroom teachers and science educators would 

be attracted to examine the potential benefits and practical utility of using 

extracurricular science intervention. 
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Table 1 Target Students’ Observation Form 

Date:___________  Target Student:______________ Observer :______________ 

Domains Codes ~10min ~20min ~30min ~40min ~50min ~60min ~70min ~80min ~90min ~100min Total 
 Senstive            

Tense             
Moody            

Neuroticism 
(N) 

Anxious            
Enthusiastic            

Talkative            
Energetic            

Extraversion 
 (E) 

Assertive            
Open mind            

Wide interest            
Imaginative            

Openness 
(O) 

Insightful            
Sympathetic            

Kind            
Affectionate            

Agreeableness 
(A) 

Friendly            
Organized            
Thought            
Planful            

 
Conscientiousness 

(C) 
 Honest             
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Table2 The t-test Comparisons of Sub-dimension of SPPA between Pre- and Post- 

Science Intervention by Gender 

Tests Variable Gender n x  SD t p 
Boy 16 14.63 3.48 Pre- SCa  Girl 21 13.62 2.92 .96 .35 

Boy 16 15.00 2.54 Post- SC  
Girl 21 13.00 2.32 

2.09 .05* 

Boy 16 16.13 2.60 Pre- SAb 
Girl 21 14.05 3.02 2.20 .04* 

Boy 16 16.50 2.01 Pos- SA Girl 21 14.00 2.76 2.49 .02* 

Boy 16 12.50 3.16 Pre- ACc 
Girl 21 10.38 3.40 1.94 .06 

Boy 16 15.00 2.31 Post- AC Girl 21 10.59 3.36 3.67 .001** 

Boy 16 13.94 2.44 Pre- PAd 
Girl 21 12.71 3.18 1.28 .21 

Boy 16 13.00 2.49 Post-   PA Girl 21 11.88 2.20 1.21 .24 

Boy 16 13.75 2.54 Pre- JCe Girl 21 13.45 1.96 .40 .69 

Boy 16 14.80 3.16 Post- JC Girl 21 12.94 1.82 1.70 .11 

Boy 16 12.56 2.71 Pre- RAf 
Girl 21 11.33 2.99 1.29 .21 

Boy 16 14.00 1.94 Post-     RA Girl 21 11.71 1.53 3.40 .002** 

Boy 16 14.94 2.77 Pre-     BCg 
Girl 21 14.29 2.10 .82 .42 

Boy 16 15.11 1.76 Post-     BC Girl 21 13.94 1.34 1.90 .07 

Boy 16 16.44 3.71 Pre-     CFh 
Girl 21 14.81 3.53 1.36 .18 

Boy 16 16.10 2.13 Post-     CF Girl 21 15.00 3.50 .90 .38 

Boy 16 15.25 2.59 Pre-     GSi 
Girl 21 14.14 3.31 1.10 .28 

Boy 16 15.30 2.54 Post-     GS Girl 21 12.88 2.18 2.62 .02* 

Note. *: p<.05; ***: p<.001 
SCa: scholastic competence; SAb : Social acceptance; ACc: Athletic competence; 
PAd : Physical appeal; JCe: Job competence; RAf: Romantic appeal; BCg: 
Behavioral conduct; CFh: Close friendship; GSi: Global Self-worth. 

Higher scores indicate that students have positive performance.  Possible scores 
ranged from 5-20.     
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Table 3 The Comparisons of Paired t-tests between Pre- and Post- Science Intervention 

Note. *: p<.05; ** p<.01; ***: p<.001 
a Higher scores indicate that students have more science experience.  Possible scores 

ranged from 43-172. 
c Higher scores indicate that students have positive science classroom response.  Possible 

scores ranged from 24-96. 
d Higher scores indicate that students have positive attitudes toward science.  Possible 

scores ranged from 43-215. 
e Higher scores indicate that students have positive feeling about science.  Possible scores 

ranged from 45-180. 
f Higher scores indicate that students have positive classroom learning environment.  

Possible scores ranged from 56-280. 
g Higher scores indicate that students have more student cohesiveness.  Possible scores 

ranged from 8-40. 
h Higher scores indicate that students have more teacher support.  Possible scores ranged 

from 8-40. 
i Higher scores indicate that students have more involvement.  Possible scores ranged 

from 8-40. 
j Higher scores indicate that students have more task orientation.  Possible scores ranged 

from 8-40. 
k Higher scores indicate that students have more cooperation.  Possible scores ranged from 

8-40. 
l Higher scores indicate that students have positive equity.  Possible scores ranged from 

8-40. 

Paired Variables n x  SD t p 
 98.08 14.63 Pre-post Science experiencea 37  101.50 17.47 -1.47 .16 

56.35 11.55 Pre-post Science classroom 
performanceb 37 60.42 10.73 -1.65 .11 

171.58 15.48 Pre-post Attitudes toward 
science c 37 

174.04 16.92 
-2.75 .05* 

159.68 23.43 Pre-post Science perceptiond 37 163.05 23.21 -2.89 .05* 

196.39 19.40 
Pre-post   Total Scores of WHICe 37 

201.52 20.18 
-3.61 .01* 

30.46  3.33 Pre-post Student cohesivenessf 37 33.35  3.45 -4.56 .00*** 

24.52  6.12 Pre-post Teacher supportg 37 25.12  4.38 -.40 .69 

26.19  5.63 Pre-post Involvementh 37 27.31  5.63 -1.08 .29 

25.62  7.29 Pre-post Investigationi 37 26.35  6.09 -.58 .57 

31.58  4.26 Pre-post Task orientationj 37 34.46  3.05 -3.74 .001** 

31.16  4.26 Pre-post Cooperationk 37 32.72  4.27 -1.21 .16 

28.44  5.08 Pre-post Equityl 37 31.64  4.94 -3.20 .004** 
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Figure 1.  Boy’s Scores of Sub-dimension of SPPA 
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SC: scholastic competence;  
SA : Social acceptance;  
AC: Athletic competence;  
PA : Physical appeal;  
JC: Job competence;  
RA: Romantic appeal;  
BC: Behavioral conduct;  
CF: Close friendship; 
GS: Global Self-worth. 

2007 HICE Proceedings 
Page 2209



 19

 
Figure 2.  Girl’s Scores of Sub-dimension of SPPA 
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Figure 3.  The Comparisons of Paired t-tests between Pre- and Post- 
Science Intervention 
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SC: Science experiencea ;  
SP: Science classroom performanceb ;  
AS: Attitudes toward science c ;  
SC: Science perceptiond ;  
WHIC: Total Scores of WHICe ;  
CO: Student cohesivenessf ;  
TS: Teacher supportg ;  
INVO: Involvementh ;  
INV: Investigationi ;  
TO: Task orientationj ; 
COO: Cooperationk ; 
EQ: Equityl. 
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                 One country, three systems: 
      Medium of Instruction policy in education in Bangladesh 
 
                    Tania Hossain 
                International Christian University 
Introduction 
    Bangladesh (which was a part of Indian Subcontinent before 1947) was the colonial 
rule for more than 150 years, having been colonized by the British in 1757 as a result of 
Battle of Plassy. In 1947, India gained its independence from the United Kingdom and 
then Pakistan separated from India. Language played an important play in Muslim 
separatism in South Asia. Historically, East and West Pakistan fought for their identity. 
Bengali was the identity for the East Pakistan and Urdu for the identity of West Pakistan. 
In 1952, East Pakistan emerged with the language movement known as “The Bhasha 
Andolon” (Rahman, 1995: 37). This language movement led Bangladesh to become an 
Independent nation. 
     Bangladesh has a population over 130 million. The most widely used language in 
Bangladesh is Bengali, spoken by about 100 million people out of total population. 
Bengali is an Indo-Iranian Language of the Indo-European family. Many other languages 
are also spoken in Bangladeshi such as Sylhetti, Chittagonian. According to the census of 
1991, sixty language varieties are spoken in Bangladesh (see Hossain & Tollefson, 2006). 
Bengali plays an important role in most institutions but other languages also play a central 
role in rural areas. Including these languages English sometimes use as a second language 
in Bangladesh. It plays an important role in government, education, media, and job 
market. English is used by only 3% of total population (Baumgardner, 1996). 80% people 
live in rural area and 47% people are illiterate. Thus, education itself is non-existence to 
many people in Bangladesh. In spite of this fact English remained an important language 
in Bangladesh. 
   With an area of 144,000 square kilometers, Bangladesh is one of the extremely poor 
countries in Southern Asia. Bangladesh shares borders with the Bay of Bengal, between 
Burma and India. Bangladesh remains an over-populated, poor and ill-governed nation 
despite existing domestic and international efforts to improve economic and demographic 
conditions. 
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Theoretical Background 
     In order to understand language policy in education in Bangladesh, it is important to 
understand historical structural approach. The “term historical-structural” approach is 
first mentioned by Tollefson (1991) and Street (1993) in critical language policy research. 
The approach focuses on the influence of the social and historical factors on language 
policy and language use (Tollefson, 2005). In this approach, it is presumed that the initial 
goal of research is to analyze and discover the historical and structural pressures that lead 
to particular plans and policies. Structural factors have an effect on planning bodies, the 
composition of planning bodies and also the economic interest of the planners. In this 
approach, historical processes are inseparable from structural factors. In the 
historical-structural approach, the country’s role in the international division of labor, the 
socioeconomic development of the country, the decision making of the political 
organization and other factors affect a wide range of language planning and policy 
(Tollefson, 1991). In this approach, the interests of the sociopolitical groups are 
maintained in the language policy. So one aim of this policy research is to understand the 
historical basis of language policy and to explicate clearly how policy supports political 
and economic interests. The primary insights of this approach are derived from critical 
theory.  
Critical Theory 
     Critical theory includes works by thinkers such as Bourdieu (1991), Foucault 
(1972,1979), Gramsci (1988), and Habermas (1979,1985, 1987, 1988). Although there 
are disagreements among the various critical thinkers and their works also vary in 
different aspects, normally critical theory investigates the process through which 
inequality is created and sustained. It also tries to reduce the social inequality and tries to 
bring social justice. 

Critical theory includes a broad range of work examining the 
processes by which systems of social inequality are created and 
sustained. Of particular interest is inequality that is largely 
invisible, due to ideological processes that make inequality seem 
to be the natural condition of human social systems. Critical 
theory highlights the concept of power, particularly in institutions, 
such as schools, involved in reproducing inequality (Tollefson, 
2005:3). 

Similarly, Wolfson and Manes (1985) point out, ‘language use reflects and indeed 
influences social, economic, or political inequality’ (quoted in Ricento, 2000:15). In this 
approach, the connection between the language policy and the attitudes of the community 
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is discussed, i.e. why some languages have higher status in the society compared to others. 
In this approach, it is discussed that the socio-economic status of a speaker is related with 
the use of language. It is assumed that the choice of official language is determine by 
historical and structural factors. 
     The key ideas of critical theory are power, struggle, colonization, hegemony 
ideology, and resistance. In critical language policy (CLP) research, power expresses the 
ability to control events to achieve one’s aim. Power is implicit in all social relations. At 
the time of discussing power, CLP research focuses on the dynamic relation between 
social structure and individual agency especially in institutions. Power is always implicit 
in the policy making process. Language policies are important mechanism through which 
the state and other policy making institutions influence of language behavior (Tollefson, 
2005).    

Struggle refers to social change and social justice. Many CLP researchers believe 
that the world consists of dominant groups which control the state and oppressed groups. 
Many language policies adopted by the state and the institutions which are governed by 
the dominant group seem to serve the interest of the oppressors. For example Pennycook 
(2002) argues that sometimes promoting mother tongue education can be part of efforts 
by the dominant groups to maintain their system of privilege. However, oppressed groups 
may also expand their power through these policies. Generally CLP research presumes a 
model for social change which involves struggle between competing social groups 
(Tollefson, 2005). 

 CLP research investigates the processes through which ethnocultural groups are 
impacted by the dominant institutions such as schools, corporations, international 
agencies and other powerful sources. Habermas points out, “the day-to-day 
communicative interactions of people living within identifiable cultural traditions are 
characterized by face-to-face interaction in the family and other primary institutions; but 
these primary sources of identity are increasingly subject to encroachment by the market 
mechanisms and bureaucratic controls of capitalist societies-a process called 
colonization”(Habermas, 1978,p.355, quoted in Tollefson, 2005). CLP research examines 
the role of language policies in the process of colonization. The spread of English, for 
example, is not only because of one’s willingness to learn a new language for well-being; 
rather it is one of the systems that destroy the cultural identity. Habermas claims that 
colonization actually takes part through language shift, which is a major social problem 
of our age (Tollefson, 2005).     

Hegemony refers to the institutional practices which give power to the few people 
and disadvantages others. CLP research tries to discuss hegemonic practices. For 
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example, Tollefson (1989) examines that for the refugees and immigrants “survival 
English” contributes to their economic marginalization. CLP research gives importance 
to these sorts of practices.  

Ideology means the unconscious beliefs and presumptions which contribute to 
hegemony. Bourdieu (1991) mentioned that the inequality between the cultural and 
linguistic capital of dominant and non-dominant groups is made by the structure of social 
institutions. CLP research tries to reduce the inequality of the society and also tries to 
disclose the explicit and implicit policies which contribute to the hegemony (Tollefson, 
2005).  
     CLP research investigates the way through which the ethnic minorities may 
undermine the existing logic of social systems by creating and maintaining alternative 
social system. For example, African American school children may use vernacular 
English rather than standard English not only to sustain their cultural identity but also to 
challenge the social hierarchy. Although in the appropriate social contexts, it is important 
to accept and learn standard English, oppressed ethnolinguistic groups may practice 
resistance by creating and maintaining social systems where the dominant language is the 
non-standard language. In the struggle for social justice, there is also an ongoing struggle 
to adopt the alternative policies (Tollefson, 2005).   
    One example of the historical structural analysis is research by Vai Ramanathan, a 
linguist who teaches in the MA-TESOL program in an American university. She is 
interested in teacher education, discourse analysis, and issues in L2 literacy. In her essay 
“English is here to stay” (1999), she explores how institutional practices in education in 
India keep English out of reach of low-income learners and low caste groups in Gujarat. 
She points out that Indian middle class people with their easy access to English possess 
power and privilege in the society. She point out how English and its privileges are not 
accessible to the lower caste people because of their economic condition and the caste 
system. By the term lower caste, she actually focuses on the Dalits and OBC’s (Other 
Backward Classes). She focuses on Dalits and OBC’s because the Indian institutions have 
taken several steps to empower Dalits and OBC’s. For example, the school offered extra 
English language classes in the first year when Ramanathan observed the class. She found 
that college is broken into two divisions: “a” stream and “b” stream. In ‘a’ stream, 
students took English as a subject from 5- 12 grades in the Gujarati medium school. 
Students in the ‘a’ stream are from the middle class and their literacy rate is relatively 
high. Students in the ‘b’ stream had opted to drop English as a subject from grade 10-12 
so they have knowledge from grade 5-9 and their medium of instruction was only in 
Gujarati. Students of the ‘b’ stream are Dalits and OBC’s with rural backgrounds. 
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Majoring in the English literature seems to be only for the students who are from the 
English medium track, as English medium students can understand Chaucer and 
Shakespeare. From the Gujarati medium school, only a few students from stream ‘a’ can 
take English as their major. But to do that they have to a pass a special examination 
administered by the faculty. The students (especially from Dalits and OBC’s) who 
dropped English after their 9th grade have no possibility to take English as a major. Thus, 
the institutional tracking system affects the accessibility of English for both ‘a’ and ‘b’ 
stream students.        

In addition, the way of teaching is unrealistic and the students mentioned that the 
English class is not sufficient for them to adjust to the real world. The teachers are not 
totally aware of the text itself and none of the teachers have training in the methodology 
of English or Applied linguistics.  
     In spite of all these things, many parents keep their children in English medium 
schools to get good jobs and social success, which is closely tied with English. Though 
motivation for learning English is very strong in India, the tracking system keeps the 
poorest and the disadvantaged students from learning it. Dalits and OBC’s struggle more 
than others not because of their poor language skills but because of their poor economic 
condition. They cannot enroll in other language schools to develop their skills, though 
these students need English most. They are unable to develop their English skills as they 
are tracked into the “b” streams. They can never really gain fluency in English which is 
necessary to get a good job in India.  
     As Ramanathan’s research shows, critical theory generally examines the way through 
which social inequality is produced and sustained. In many ways critical theory has 
influenced language policy research. Among these influences is the assumption that 
historical categories such as class, race and gender are central explanatory factors. The 
second assumption is that ethical standards and political commitments to social justice 
are inseparable from research methodology. According to this principal, researchers 
should analyze the ideologies of alternative policies and the link between language 
policies and social inequalities. Similarly, critical scholars like Robert Phillipson 
(1992)”Linguistic Imperialism” explore how language is one of the tools for the unequal 
division of the social power and privileges and also prevents social and economic 
development for those who do not know languages of power such as English in the 
former British and American colonies. As, Fishman mentioned, sometimes language 
planning tries to reproduce sociocultural inequalities and language planning “can be used 
for evil purposes” (Ricento, 2000: 20). 
 (This Historical Structural Approach submitted to the journal English Studies of 
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International Christian University for publication).   
Colonial language policies 
    Modern Indian education started with the advent of the East India Company 
(1600-1854). The British came to Bengal in 1757 and were present until 1935. British at 
the beginning wanted to improve the Indian educational system on the basis of the 
indigenous system of education. It is assumed that there was no specific language and 
education policy at that time. It is also not evident the British wanted to teach English to 
the people of the Indian subcontinent. At first, the British placed importance on local 
languages, but it was the Indians who at first wanted to learn the English language. In 
1800, the Marques Wellesley, the Governor General, established the college of Fort 
William in Calcutta. Its aim was to teach East India Company officials local Indian 
language and cultures. However, the educated Indian middle class opposed these policies 
and they felt themselves excluded from social, political and economic advancement. In 
1816, the Bengali middle class established “The Hindu College”. The aim of the college 
was to teach English language and literature. Thus, it was not only the British but also the 
local elites who demanded English on account of its social and economic prestige 
(Pennycook, 1994:80). In 1820, the people of the town of Panswell expressed their desire 
to learn English when they wrote to the Governor of Bombay that they wanted “to learn 
English that we may be employed in your service and maintain ourselves” (Parulekar 
1955:133, quoted in Rahman, 1995:30). In 1823, the Governor of Bombay wrote that: “A 
man with such knowledge of English as we require, would easily get 150 or 200 rupees as 
a clerk to a merchant” (Basu 1952:203, quoted in Rahman, 1995).  
      Thus, access to jobs in the colonial administration was strictly tied to mastery of 
English. Viswanathan (1989) argued that English language teaching in India was as a 
form of social, cultural and political control. It produced a class of people who were 
alienated from their own language and culture and discontented with the colonial rule 
(Pennycook, 1994:103). Similar circumstances can be found in other colonial settings. In 
the U.S, for example, Commissioner of Indian Affairs J.D.C. Atkins, in his annual report 
of 1887 mentioned,  

No unity or community of feeling can be established among different 
peoples unless they are brought to speak the same language, and thus 
to become imbued with like ideas of duty. Deeming it for the very best 
interest of the Indian, both as an individual and as an embryo citizen… 
no school will be permitted on the reservation in which the English 
language is not exclusively taught (cited in McCarthy, 2002:285).   

     Reliable data concerning British language policy can be found beginning in the year 
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1835. Lord William Bentinck who was appointed as a Governor-General India in 1928 
accepted the Minute, which was formulated on 2nd February 1835 by Thomas Macaulay. 
His Minute asserts the supremacy of English and Western culture. Bentinck was a 
vigorous promoter of English education in the Indian sub-continent. His main interest 
was to create an anglicized Indian elite. He also recommended that vernacular languages 
should be used among the masses. Maculay was a supporter of English education and 
held that local people would welcome the minute if it led to increased employment. 
     This change can be observed in 1835 in the Governor-General-in-Council’s 
resolution which declared: “The great object of the British government ought to be the 
promotion of European literature and science among the natives of India; and that all the 
funds appropriated for the purpose of education would be best employed in English 
education alone” (Sharp 130, quoted in Rahman, 1995: 37). 
     Maculay also suggested that Madrassah (one kind of boarding schools where 
religious education was taught, usually to poor students) and the Sanskrit college of the 
Muslims should be abolished, no scholarship should be given for oriental studies, and all 
Arabic and Sanskrit books should be destroyed. It created great agitation among the 
Indians, especially those who would lose their income and social status because of this 
change (Rahman, 1995). The reaction of the Muslims was extreme, because they thought 
that they would suffer if Madrasah from Calcutta were abolished. As Madrassah was a 
source of income for many Muslims, some Muslims held the view that the Government 
wanted to convert people to Christianity. The agitation continued but the policy remained 
unchanged. On the other hand, the reaction of the Hindu Bengali was divided into two 
groups. One approved of westernization and the other supported traditionalism. The 
traditionalists organized themselves and established Dharma Sabha (a kind of religious 
meeting). The Indian reaction to the Macaulay Minute was ambivalent and divided 
throughout the British period. Those who were working for the British were supporters of 
this policy and most others were not. This language policy increased the use of English in 
all domains of India, especially in the higher level of the Judiciary. Actually the British 
desired that English should eventually be the language of business throughout the country. 
Of course the use of coercive measures did not turn all Indian people into European 
people, nor did it promote mass literacy and education. In addition, the use of English 
contributed to the low rate of literacy and of course most people were not bilingual. Thus, 
English created class division.  
     However, Lord William Bentinck realized that the imposition of the English 
language for all local languages would be impossible and then in one Resolution, the 
Governor-General-in-Council declared that Indian people could conduct Judicial and 
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fiscal proceedings in any language that they understood. This sort of controversy went on 
throughout the time of the British and the British did not formulate any single language 
policy over the entire colonial period. However, the Indian elites were the supporters of 
an overall British language stance (Rahman, 1995). A very few people had access to 
colonial education, and the colonial language was acquired by only a tiny minority of the 
Indian people. 
Post-Colonial Education and Language Policies 
    In 1947, India gained its independence from the United Kingdom and then Pakistan 
separated from India. Language played an important play in Muslim separatism in South 
Asia. Hindi was a part of the Hindi separatism and also the identity marker of Hindu. The 
Hindi-Urdu conflict constantly divides India and Pakistan. Historically, East and West 
Pakistan fought for their identity. Bengali was the identity for the East Pakistan and Urdu 
for the identity of West Pakistan. In 1952, East Pakistan emerged with the language 
movement known as “The Bhasha Andolon” (Rahman, 1995: 37). 
2.9.1The Bhasha Andolon” or the language movement 
     In the late 1940s, just before the creation of the state of Pakistan, controversy over 
language focused on Urdu and Bengali. Urdu was widely used in West Pakistan, while 
Bengali was the dominant language in East Pakistan (later Bangladesh) and spoken by 
more than 50% of the combined total population of East and West Pakistan. Upon 
Pakistan’s independence from Britain, Urdu was specified as the state language of 
Pakistan and the medium of instruction for schools. Mohammad Ali Jinnah, the strongest 
advocate of Pakistan’s separation from India, the leader of the Muslim League, and the 
first leader of independent Pakistan, actively promoted Urdu as the sole official language 
of Pakistan. Initially, much of the Bengali-speaking population of East Pakistan 
supported a united Pakistan. The opportunities created by independence from Britain 
seemed more significant than any concern about relations with West Pakistan.  For 
instance, the Lahore Resolution adopted by the Muslim League in March 1940, calling 
for political independence, won wide support in both regions. The Delhi Resolution of 
April 1946, adopted by the Muslim League’s Legislators’ Convention, also called for 
independence. Thus when Pakistan came into being in 1947, it consisted of two regions 
(East and West Pakistan) separated by approximately 1600 kilometers of Indian Territory.   

Although the population of mainly Bengali-speaking East Pakistan was greater 
than that of West Pakistan, the central government was dominated by Muslim League 
leaders from the West.  As a result, Urdu was adopted as the sole state language. The 
rationale was that Urdu was similar to Arabic and Persian, and thus was more “Islamic” 
than Bengali, which, it was claimed, had links with Hinduism through its historical 
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relationship with Sanskrit. In response to official support for Urdu, Bengali nationalists 
protested. In late 1947, for example, one month after the independence of Pakistan, a 
booklet appeared in Dhaka titled Pakistaner Rastra Bhasha Bangla na Urdu (The State 
Language of Pakistan is Urdu, not Bengali). The booklet argued that Bengali should be 
the medium of instruction in East Pakistan, and that Urdu and Bengali should be 
co-official languages in the country. The movement to support Bengali led to the creation 
of Rastra Bahasa Sangram Parisad (The State Language Action Committee), which 
spearheaded the Bengali language movement.   
 In 1948, the Constitutional Assembly of Pakistan debated the language issue, 
with one representative from East Pakistan arguing: “I consider that Bengali is the lingua 
franca of our state. I am voicing the sentiments of the vast millions of our state, and 
therefore Bengali should not be treated as a provincial language of the state” (Constituent 
Assembly of Pakistan Proceedings, 1948, pp. 15-16, quoted in Islam, p. 43).  In response 
to such public support for an official role for Bengali, Prime Minister Liaquat Ali Khan 
linked Urdu to the central role of religion in the division of India and Pakistan, and 
therefore to Pakistani nationalism and national identity: “Pakistan has been created 
because of the demand of a hundred million Muslims in this sub-continent and the 
language of a hundred million Muslims is Urdu. Pakistan is a Muslim state and it must 
have as its lingua franca the language of the Muslim nation [i.e., Urdu]” (Constituent 
Assembly of Pakistan Proceedings, 1948, p. 17, quoted in Islam, p. 43).   
 The controversy over Urdu and Bengali escalated in late March, 1948, when a 
national strike was called in East Pakistan. Mohammad Ali Jinnah, the Governor-General 
of Pakistan, delivered two speeches in English in Dhaka, in which he strongly supported 
Urdu:  “Let me make it very clear that the State language of Pakistan is going to be Urdu 
and no other language.  Anyone who tries to mislead you is really the enemy of Pakistan. 
Without one state language, no nation can remain tied up solidly together and function” 
(Jinnah, 1948a, p. 182; quoted in Rahman, 1995, p. 87). Jinnah linked support for Bengali 
with opposition to Pakistan, calling advocates of the Bengali language enemies of 
Pakistan, communists, and traitors, among other terms (Manik, 2004). Thus Jinnah linked 
support for Urdu with Pakistani patriotism, as well as with Islam. Subsequently, Jinnah’s 
government sought to replace the Bengali writing system with Arabic writing, and later 
with Roman script, but these efforts were met by popular resistance and were 
unsuccessful.  
 In June 1949, the Awami Muslim League was formed in East Pakistan as a 
provincial opposition party that opposed the Urdu policy (Later, the League dropped 
“Muslim” from its name in order to attract wider support from the secular middle class).  
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The Awami League emphasized the grievances of Bengalis who believed that the 
language policy represented broader political and economic policies that favored West 
Pakistan.  Despite the League’s growing influence, the Basic Principle Committee of the 
National Constitutional Assembly in February 1950, reiterated the policy of supporting 
Urdu as the sole state language. In response, Bengali politicians proposed that both Urdu 
and Bengali should be the state languages, with Dhaka hosting half of the sessions of the 
federal parliament. The Youth League, formed in Dhaka in February, 1951, also called for 
equality for Bengali, as well as for autonomy for East Pakistan.   

Tensions over the language issue continued to escalate. On February 21, 1952, 
student demonstrations were held in East Pakistan against the policy of favoring Urdu.  
Police fired on the demonstrators, killing several students and bystanders. The result was 
a dramatic increase in public awareness of and support for the Bengali Language 
Movement, and a sharp increase in support for the independence of East Pakistan.  
Indeed, this event convinced many in East Pakistan that Bengalis would never be able to 
participate equally in politics and the economy in a united Pakistan. The event is 
celebrated in Bangladesh each February 21 as Martyr’s Day. Perhaps most importantly, 
the East Pakistan United Front was formed in 1954, uniting the Awami League with other 
Bengali political parties. The United Front adopted a 21-point program that included two 
important language-policy goals: making Bengali a co-equal official language with Urdu 
and guaranteeing the right to Bengali medium of instruction in education. In the 
provincial election in East Pakistan in March 1954, the United Front won 227 seats, while 
the ruling party won only ten seats. Yet in May 1954, the central government dismissed 
the United Front provincial government, claiming that its platform would lead to the 
dissolution of Pakistan.  

Throughout the 1950s, confusion and intrigue characterized politics in Pakistan, 
with a series of short-lived governments (see Akram, 2003).  Finally, in 1958, the 
military proclaimed martial law, dismissing the provincial governments and outlawing 
political parties.  For Bengali nationalists, martial law represented the end of hope for 
full participation in Pakistani politics, and seemed to ensure domination by West Pakistan.  
General Ayub Khan, who proclaimed himself President, was well-known for his 
opposition to the use of Bengali as an official language.  As a result, Bengali nationalists 
became increasingly militant, as they had little hope for affecting changes in policies at 
the federal level or reducing the wide economic disparity between East and West 
Pakistan.   
The crisis continued until elections planned for 1970.  In the election, the Awami 
League, which supported Bengali as well as provincial autonomy, won overwhelming 
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support in East Pakistan, and claimed 298 out of 310 seats in the provincial assembly.  In 
the national assembly, the Awami League claimed 167 seats, compared to 88 for the 
Pakistan People’s Party, the ruling party in West Pakistan, led by Z.A. Bhutto.  
Negotiations between the federal government and the Awami League continued until 
March, 1971, when the central government, unwilling to permit the Awami League to 
play an effective role in the government, ordered a military attack on East Pakistan.The 
attack changed the Bengali movement for autonomy into a military struggle for 
independence. Several million Bengali refugees flowed into West Bengal in India.  
When India recognized Bangladesh in December, 1971, and committed its forces to 
support Bangladesh, the Pakistani army surrendered on December 16, and the 
independent state of Bangladesh was born (This Section on Bhasa Andolon also appears 
in an article “Language Policy in Education in Bangladesh”). 
The constitution of Bangladesh and the Bengali language 
    The new Constitution of Bangladesh, adopted on November 4, 1972, placed the 
Bengali language at the center of Bangladeshi nationalism.  In particular, the 
Constitution’s official narrative of the independence struggle highlights the fundamental 
role of the Bengali language:  “The unity and solidarity of the Bengali nation, which 
deriving its identity from its language and culture, attained a sovereign and independent 
Bangladesh through a united and determined struggle in the war of independence, shall be 
the basis of Bengali nationalism” (Constitution of Bangladesh, 1972, 1-4).   The 
Constitution also declared Bengali the “state language” (Constitution of Bangladesh, 
1972, 3), and it established a state educational system with Bengali as the medium of 
instruction.  No provision addressed the many minority languages.  Indeed, the 
nationalist ideology was promulgated in part by a discourse that linked Bengali to the 
state of Bangladesh, without regard to language variation in Bengali or the minority 
languages of the region (This Section on Constitution of Bangladesh also appears in an 
article “Language Policy in Education in Bangladesh”). 
 Despite the central role for Bengali in the nationalist movement for 
independence, and the constitutional provision for Bengali as the medium of instruction, 
the educational system did not immediately adopt Bengali as a universal medium of 
instruction.  In practice, three educational systems evolved.  In Bengali-medium 
schools, English was taught as a compulsory subject, while most classes and informal 
interaction took place in Bengali.  In English-medium schools, Bengali was used for 
much of the informal social interaction, but English was used for subject-matter 
instruction.  In addition, the Madrasah religious educational system used Bengali and 
Arabic as media of instruction.   
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National Education Commission: the medium of instruction and the 
place of foreign languages in the educational system of Bangladesh 
   In its efforts to overcome its overwhelming economic problems, the new state of 
Bangladesh placed a high priority on education.  One of the primary mechanisms for 
debating the appropriate roles for English and Bengali has been a series of educational 
commissions established by the government.  The first National Educational 
Commission issued its influential report, known as the Qudrat-e-khuda Education Report, 
in 1974, three years after independence (Ministry of Education, 1974).  Like the 
Constitution, the Commission’s report presented an ideology of Bangladeshi nationalism 
in which the Bengali was the embodiment of national aspirations and culture.  Yet the 
Commission also provided a pedagogical rationale for Bengali-medium instruction. The 
Report claimed that Bengali has many advantages as medium of instruction, particularly 
its value in developing students’ “natural intelligence,” original thinking, and imagination 
(Ministry of Education, 1974, p. 14).  However, despite its support for Bengali and its 
recommendation that Bengali should be the medium of instruction, the Commission 
argued that English should remain the language of higher education until the colonial 
educational system could be reformed.  The Commission recommended that 
second-language instruction should begin in grade 6, with English compulsory (and that 
offerings should also include Arabic, Russian, Persian, and Chinese). The Commission 
also recommended that English-language instruction emphasize language (including 
reading skills) rather than literature.   
 Despite its ideological and pedagogical support for Bengali-medium education, 
the Commission recognized numerous problems in implementing its recommendation.  
Among these, the most important were lack of textbooks and other materials and 
inadequate preparation among teachers (especially in Dhaka, where many teachers were 
accustomed to English-medium instruction). To make possible greater Bengali-medium 
instruction, the Commission called for increased textbook production and a new 
teacher-training center. In addition, the Commission recognized that English-language 
education was undermined by inadequate preparation among teachers outside the capital.  
Although all teachers were required to teach English, in practice few teachers outside the 
capital were qualified to do so.   
 In higher education, the Commission recommended that university departments 
should be permitted to choose between Bengali and English, but that all students should 
become competent in English. To further this goal, the Commission recommended a new 
Modern Language Institute to spearhead efforts to improve English-language instruction 
throughout the educational system. 
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 In the Commission’s report, the Madrasah educational system was organized 
differently from the rest of education in Bangladesh. Its curriculum included religious 
instruction and Arabic language and literature, as well as math, history, science and other 
subjects; but its main emphasis was on Islamic education. The Commission 
recommended that English be a compulsory subject from grade 7 in the Madrasah system, 
and that the medium of instruction should be Bengali. In practice, English received 
relatively little attention in the Madrasah system. 
 Thus the 1974 Education Commission was faced with serious practical problems 
limiting its ability to ensure Bengali-medium education and English-language instruction. 
The Commission supported Bengali, recognized the importance of English, and 
recommended steps to ensure that students in the schools would improve their English 
proficiency. In its report, the Commission linked Bengali and English with different 
values. Bengali was the embodiment of Bengali identity and the foundation of the 
movement for an independent Bangladesh; English was the language providing access to 
international business, science, and technology. In addition, English was the language of 
the international aid agencies that provided the country with much of its income, 
particularly after the devastating civil war and floods of the early 1970s.   
 Later educational commissions (which issued reports in 1987, 1997, and 2000) 
continued this dual-language focus, with Bengali and English continuing to express 
different, non-contradictory values. Over the years, the commissions tended to extend the 
teaching of English. The 2000 report, for example, made English an optional subject in 
grades one and two, and compulsory from grade three (in comparison to grade six in the 
1974 report). More recently, English was made compulsory from grade one, though this 
policy has yet to be fully implemented. The 2000 Commission also recommended that 
Bengali should eventually become the sole medium of instruction, but availability of 
textbooks continued to limit this option. In particular, in engineering, science, medicine, 
and law, English would have to continue as the medium of instruction, since 
Bengali-medium textbooks were not available (This Section on National Commission 
Report also appears in an article “Language Policy in Education in Bangladesh”). 
 
 
Present Educational system of Bangladesh 

There are two sectors in the Education system of Bangladesh- formal and non-formal 
education sectors. All general education falls in the category of formal education. 
General education means primary, secondary and higher education. It also includes small 
pre-primary sub sector, technical education, vocational training sub sector and also 
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religious education. This general education has a formal organization, overall structure in 
terms of management, curriculum and education delivery. Actually it is similar to the 
modern education system. It is the main vehicle of Bangladeshi education system. The 
non-formal education mainly focuses on out-of-school, school drop outs, non-starters, in 
the young and adolescents group especially among the rural poor and females. At present, 
the rate of literacy in Bangladesh is 48.7% which symbolizes that more than half of the 
population is illiterate. Non-formal education tries to give basic education of these 
students. Generally non-formal education is a complimentary with formal education. In 
the following sections, I will describe the formal and non-formal education in details 
(Non Formal Education Project, 1994).  
 
Formal 

      As mentioned earlier formal education deals with all general educations like 
Bengali medium education, English medium education, Religious education vocational 
training education, technical education and pre-primary education. This general 
education is the major vehicles of the education system of Bangladesh. In formal 
education, medium of Instruction is normally Bengali (except English medium schools) 
but English plays also an important role in the educational system.  

Bengali-medium schools 
Approximately 60% of the primary school children in Bangladesh attend 
government-funded primary schools, while virtually all secondary-school children (97%) 
attend non-government schools.  
Table 2: Primary and secondary schools in Bangladesh 
Type of School Number of 

institutions 
Number of teachers Number of students 

Govt. primary 37,671 157,236 10,669,819 
Non-govt/other 
primary 

40,692 157,819  6,892,009 

TOTAL PRIMARY 
EDUCATION 

78,363 315,055 17,561,828 

Govt. secondary   317  6,954  221,125 
Non-govt. junior 
secondary 

3,287 21,587  741,776 

Non-govt. secondary 12,958 158,408 7,198,233 
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TOTAL 
SECONDARY 
EDUCATION 

16,562 186,949 8,162,134 

(Source: Bangladesh Educational Statistics 2003, 2003, p. 1) 
     Most government schools typically have much larger student-teacher ratios than 
private institutions. Most rural public schools and many urban schools for poor and 
working class children are Bengali-medium schools. A five-year primary school for 
children six-to-ten years of age is followed by a secondary school of five additional years. 
In 2000, a new policy was adopted calling for six years of primary schooling beginning in 
2003, but this policy has not been fully implemented. Policymakers have also discussed 
extending schooling to a full twelve years at some point in the future (World Bank, 2000). 
 In government schools, course objectives, content, and methodology are 
dictated by the central government’s education ministry. The primary curriculum for the 
first two grades includes Bengali along with subject areas of arithmetic, environmental 
science, art, crafts, music, physical education, and religion. Beginning in grade three, 
English is added as a second language. At the secondary level, the curriculum for grades 
6-10 includes Bengali and English, as well as science, math, art, crafts, music, physical 
education and religion. After grade eight, students may enter vocational training 
institutes. If they choose to continue in the academic schools, they may major either in 
Science or Humanities. In both tracks, English is a compulsory subject.  The first 
national examination (the Secondary Certificate Examination) takes place at the end of 
grade 10. The second national examination takes place at the end of grade 12.  For both 
exams, English is a compulsory subject.  For the small number of students who continue 
beyond grade 12, options include a two-year general degree in arts, science, and 
commerce, or a four-year honors degree; or four-year professional degrees in medicine, 
engineering and agriculture. Post-graduate degrees are offered at the MA and PhD level. 
The medium of instruction in tertiary institutions is English; curricula, syllabi, and 
materials are in English. Thus students who attend Bengali-medium schools and wish to 
continue their education must eventually enter English-medium institutions, where they 
are at a significant competitive disadvantage compared to student who attend 
English-medium schools beginning in the elementary level (Hossain, 2004) (This 
Section on Bengali medium school also appears in an article “Language Policy in 
Education in Bangladesh”). 
English-medium instruction 
     Alongside Bengali-medium schools are English-medium schools, in which all 
instruction is in English, except Bengali language courses and religious education.  
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English-medium schools are private, and are attended by children from wealthy families.  
At the primary level, less than 10% of the students attend English-medium schools 
(Khandoker, 1997). After grade 10, students become eligible for writing the Ordinary 
Level Exams (O-Levels), followed a year later by the Advanced Level (A-Level) exams.  
Both O- and A-level exams are prepared in England, administered in Bangladesh, and 
marked in England. In order to write these exams, students must visit the British Council 
in Dhaka. After completing the A-Level exams, students can continue at universities in 
Bangladesh, though many leave the country to study abroad. 
Private English-medium schools are located exclusively in urban areas, where the middle 
and upper classes live. In Dhaka, 81 schools offer English-medium instruction; many also 
offer at least some instruction in Bengali. Enrollment varies widely, with many small 
schools of only 100-200 students, and other enrolling thousands (e.g., Scholastica Ltd.). 
Public enrollment figures for 33 of the 81 schools  show a total enrollment of 30,300. 
Based on such data, a reasonable estimate is that approximately 75,000 students attend 
private English-medium or bilingual schools in Dhaka. In Chittagong, several thousand 
children also attend such schools. Although they play a crucial role in the education of the 
Bangladeshi elite, such schools enroll only a tiny fraction of the total primary and 
secondary school enrollment of more than 25 million students. Indeed, the gulf between 
speakers of Bengali and English pits students educated in the vernacular against those 
educated in the colonial language, with the latter enjoying competitive advantage 
throughout the years of schooling and employment  (This Section on English medium 
school also appears in an article “Language Policy in Education in Bangladesh”). 
Madrasah education 
     The Madrasah (religious) system of education is an integral part of the national 
education system.  At the secondary level, for example, nearly one-sixth of the students 
attend Madrasah schools (Bangladesh Educational Statistics 2003, 2003).  Most of the 
students in the religious schools are from poor families in rural areas. The religious 
schools are free, and often include room and board. The curriculum is based on the Koran, 
and generally does not include English language teaching, science or technology. Most 
graduates of the religious schools are unable to find employment, because they lack 
language or technical skills. Because of graduates’ difficulty finding employment, the 
government in 2000 called for the Madrasah system to include Bengali, English, math, 
science, and other subjects; to date, this requirement has not been implemented. 
 Access to these three options for education is determined by location (urban 
versus rural) and socioeconomic status. Hasan (2004) found that students from urban 
areas show higher English-language proficiency than students from rural areas. Urban 
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students watch cable television, have internet access, and read English newspapers.  
Thus many urban students have the opportunity to use English outside the classroom.  
Moreover, urban schools are higher quality than rural schools. For instance, in some 
urban schools, computer education is compulsory. As a result, urban students enjoy 
enormous advantages in the system of competitive examinations, and thus gain access to 
higher-quality education throughout their schooling.   
     Students from middle- and upper-class families also have access to higher-quality 
English-medium education. Indeed, socioeconomic class is positively correlated with 
English language proficiency (Hasan, 2004). Despite compulsory education, children 
from poor and working-class families, particularly those in rural areas, attend 
lower-quality schools and have little opportunity to use English outside of school.  Many 
children from poor families have essentially no proficiency in English, and many do not 
continue their education beyond primary level. Of course, economically advantaged 
families also can provide opportunities for children to use English outside of school, and 
thus they support English-language use. Many upper-class families use English at home, 
along with Bengali (This Section on Madrasha eductaion also appears in an article 
“Language Policy in Education in Bangladesh”). 
Non-formal education 
   Besides these three types of formal education, another type of education system exists 
in Bangladesh which is known as non-formal education. There are many definitions of 
non-formal education and the following is the definition is given by FREPD (The 
Foundation for Research on Educational Planning and Development), 

Non-formal education is essentially a method of defining development 
needs and formulating programmes of communications and education 
to increase the participation of the rural poor in agriculture production, 
and in the progress of nutrition, rural health delivery system, family 
planning and other programmes designed to improve their productivity 
and welfare if not survival. Accordingly non-formal educational 
methods are essentially an integral aspect of all development 
programmes fostered under a variety of private, community and 
governmental auspices to achieves these ends (FREPD, 1979). 

The non-formal education activities mainly focus on out-of-school youths and adults of 
the rural area. Most of these youths are illiterate and depressed. Normally government or 
other organizations offers programs to assists them. These rural people are faced many 
realities such as Threat of starvation, the burden of excessive population, low levels of 
health and nutrition and the weakness of the local government and the rural social 
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institutions etc. Usually formal and non-formal education are correlated and integrated 
through the appropriate development of curriculum. Non-formal education should not be 
considered as a way of imparting education to the adult learners but it should be 
developed for all categories of learners and at all levels of education (FREPD, 1979).  
     The Government of Bangladesh (GOB) has expressed strong commitment to the 
eradication of illiteracy and to the universalization of primary education. Education for 
all (EFA) by the year 2000, targets the enrollment into the primary schools of all age 
groups and the remarkable increase of general literacy. Besides Government, a large 
number of voluntary and Non-Governmental Organization (NGO) are involved in the 
literacy campaign. A large number of NGO have developed non-formal education (NFE) 
programs. Most of it targets the school dropouts and the non-starter in the young and 
adolescent age groups especially among the rural poor and the females. Normally the 
program offers basic literacy, life skills, income generating literacy and other 
development inputs. These programs are implemented directly through the donor 
assistance or under the assistance of GOB/ NGO partnership arrangements (Non Formal 
Education Project, 1994).  
     But only the poverty is not responsible for drop out or non-attendance in the school. 
The nature and the quality of the school are also important factors like inflexible 
attendance structures, lock step programming, rigid examination process, large class size, 
teachers are unmotivated and frequently absent, shortage of material, for the poor 
children particularly for the rural children the materials are irrelevant, teaching materials 
and methodologies which is totally academic- all these factors are also responsible. 
Sometimes it is almost impossible for some parents to assists their children to meet 
school requirements and expectations. To some extent, these factors seem to be more 
important than poverty which influence students enrollment and the attendance to the 
school (Non Formal Education Project, 1994).  
     NFE has developed an educational system to give a second chance to these types of 
students and in 1991 the Integrated Non-formal Education Project (INFEP) was 
established to assists in the attainment of universal education. INFEP makes a substantial 
contribution to the increase of NFE provision, both through NGO subvention, and 
through the direct operation of programs. In 1994, about 420,000 learners were enrolled 
in such programs. INFEP has plans for further expansion.  (Non Formal Education 
Project, 1994).  
     Many different types of programs are run by NFE and those programs depend 
according to the learner’s age, program location, and program provider etc. But there is a 
problem of terminology in the description of NFE operation such as basic education. 
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Generally all non-formal education except the specific purpose continuing education 
such as vocational or skill extension training, is basic education. Sometimes Basic 
education implies the programs for the 6-10 year age group students. The current pattern 
and scale of illiteracy arisen from both failure to enroll school and early drop out. The 
main cause of this is the extreme poverty of the rural people. Almost 45% in 2004 lives in 
below poverty line (World fact book, 2006). NFE has offered education at a lower cost to 
the parents or no direct parent charges, mainly through the provision of free books and 
materials and also with an absence of formal schooling-uniforms and schools extras. 
NFE determined the class time in such a way so that students can continue to assists their 
parents or to work independently. The non-formal education actually a complementary 
education with the formal education for the children, adolescents and adults who are 
illiterate, never went to school or drop out from the school. In the Bangladeshi 
socioeconomic contexts most of the students came from poorest sections of community, 
predominantly rural, although number of urban poor are similarly education deprived. 
The enrollment of woman in the in the formal school is low because of traditional 
discrimination against girls. Thus, NFE has given significant importance on the female 
education (Non Formal Education Project, 1994).  
     Under the Ordinance of 1961 about 13,000 NGOs were registered of which some 
438 including 91 foreign NGOs are registered under the Ordinance of 1978. At present 
2,152 NGO’s are working all over the world (ADAB, 2003). Most of the programs tried 
to meet the needs of the poor and almost all the NGO’s tried to have a program which has 
a real and direct relevance to the needs and the aspirations of the learners. To fulfill 
learners desire need based curriculum, participatory teaching methodologies and 
materials were implemented. Local resources in buildings, instructional materials and 
teachers normally use. All the programs demonstrated in a flexibility of organization and 
the capacity to adjust to the time constraints of the learners. There is a systematic 
supervision of teaching, attendance and learners attainment. Non-formal education offers 
an inexpensive form of education and it is very attractive to many children and has a high 
retention. NFE education is not an alternative system of education but, “it is intended to 
be complementary and supplementary, aimed at dealing with drop outs and non-starters 
among the country’s poorest families, until such a time as the primary school system can 
fully cope with more effectively” (Non Formal Education Project, 1994, p. 17).       

 Some problems also exist in the NFE’s educational program such as poorly 
conceived, badly planned and ineffectively implemented. Finance is also a problem for 
some NGO’s to run the program and some programs become short lived. It is very 
difficult to make a simple classification of NFE programs because of its wide range of 
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provision. Particular program names, program planned outcomes, ages of entry and 
program lengths vary, and specific funding bases and organizational parameters differs 
greatly. NFE’s programs can be classified on the basis of he following four dimensions: 
a. Age group categories 

Under 6 years 
Ages 6-10 
Adolescent, ages 11-14 
Adult 

b. Program Type 
Pre-school 
Basic Education (for entry to Grade 3 formal) 
Early Primary Education/ Non-formal Primary School (for entry into Grade 4 
formal) 
Second Chance Basic Education/ Primary Education for Older Children( for 
entry into the secondary school) 
Non-formal Primary 
Literacy for Adolescents 
Adult Literacy 
Continuing Education (post basic literacy) 
Integrated Literacy Programs within income generation agriculture extension, 
health care etc.  

c. Operating Authority 
NGO 

Voluntary and Community Groups 
INFEP 
Line Ministry/ Authority Development Projects 
d. Funding Base 

NGO with direct donor assistance for NFE 
NGO with donor assistance through a larger NGO 
NGO self funded 
GOB subvention (INFEP; GEP) to NGO 
NGO with donor assistance for integrated development projects which include 
integrated NFE 
GOB (INFEP) direct operation 
Other development projects through donor or GOB  

The level of NFE primary programs is equivalent to the level of formal education. 
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December 1993’s BRAC data indicates that 94 percent of the 1993 graduates from the 
BRAC NFPE schools were admitted to government primary schools, Grade IV. No 
comparable data exists for the adolescence programs those who went to the formal school 
(Non Formal Education Project, 1994).  
The use of Bengali and English language 
     After liberation, the vision of Bangladesh naturally encompassed hopes and 
aspirations for the Bengali and Bengali become the state language of Bangladesh. The 
status of English reduced. Officially Bengali replaced English in all places except some 
foreign missions and in the army where English is the official language. All schools 
became the single language schools where most of the students have previously been able 
to sit for secondary and higher secondary examinations in three languages: Urdu, Bengali 
and English. To meet the demands of the university, many attempts were made to 
translate English books into Bengali. But English was compulsory at the B.A level. The 
rate of passing was very low and English become optional at the university level. The 
standard of English fell down when it became optional (Alam, Zaman & Ahmed, 2001). 
     In 1975, the fall of the government changed national life and identity. Bengali also 
suffered a set back. The status of English re-appeared. Many English medium schools 
were created at that time and many private schools with foreign tastes and high fees were 
established (Siddiqui, 1994, p. 31). The abolition of English from public schools 
encouraged some parents to send their children to the tutorials where students can sit for 
English Cambridge and O’level examination. The students of these schools normally 
weak in their own mother tongue and try to seek admission outside the country (Alam, 
Zaman & Ahmed, 2001).  

Within a population of 130 million, it is estimated that only 3 percent of Bangladeshi 
people can speak English (Baumgardner, 1996), and not all of them with great proficiency. 
Ninety-eight percent of the total population uses Bengali as their first language. However, 
Bengali has not acquired the honor that it perhaps deserves. The literacy rate at present is 
only 48.7 percent. Moreover, the majority of the population does not know the correct 
usage of standard Bengali. Nevertheless, English is compulsory from the first grade of 
school. Many students who study English from the age of five do not understand English 
well. So Bangladesh, which is one of the poorest, most illiterate and most poorly educated 
countries in the world, is using English as a compulsory subject in education.  
Economic and political domains 
     English is the second language of almost all of literate Bengali speakers of 
Bangladesh. English is important for economic and financial reasons, since work abroad 
is one very significant way of solving unemployment and earning foreign exchange. 
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However, virtually all economic rewards still accrue to English rather than Bengali. At 
present it seems that the English language will function as the most important linguistic 
vehicle in the development of Bangladesh. English in Bangladesh is a prestigious 
language and it is also a language of power. It is a marker of economic prosperity and 
social mobility. English is highly esteemed. This situation is stable; nationalism is now 
taking second place to economic security and prosperity. 
   Within upper socioeconomic groups, the upper class and sometimes middle class 
people use English for everyday conversation and interaction. It is considered to be a sign 
of affectation, of expressing social superiority. English partly determines how life is lived 
in Bangladesh. The issue is not only a struggle for power but also a struggle for 
possession between the elite and the rural people. Bengali may eventually take over this 
role but it seems that it is a long process. 

  Knowledge of English determines political and economic opportunities- which social 
group will be the gainer and which social group will be the loser. As Tsui and Tollefson 
have mentioned, 

 In former colonial states, the colonial language was adopted as a 
medium of instruction by a small number of schools and made available 
to an exclusive group of indigenous people. This exclusive group joined 
the elite of society who had access to power, wealth and status, and 
acted as auxiliaries to the colonizers and as brokers between the 
colonizers and the colonized. 

     This is situation found in Bangladesh. English is also used as a medium of 
instruction because of political reasons. Elites of Bangladesh are reluctant to implement a 
language policy that can reduce the existing social inequality. The privileged minority 
groups who are educated want to hold the political and economic power of the country 
and also want to limit the majority of the population who are uneducated and deprived of 
economic and political opportunities (Hossain, 2003). Quite often policy makers may 
hide their real goals for political or social reasons. Tsui and Tollefson (2004) mentioned 
that “the adoption of a colonial language as the lingua franca may be seen as an ethnically 
neutral move, but it is by no means a politically neutral move”(p. 8). This statement is 
applicable at this time in Bangladesh. The political reason of taking English as a medium 
of instruction is not neutral. It is only for a few people of Bangladesh: “The dominance of 
English is asserted and maintained by the establishment and continuous reconstruction of 
structural and cultural inequalities between English and other languages” (quoted in 
Pennycook, 2000:113).  
   Phillipson points out “It is legitimate and valid to consider local uses and functions of 
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English as forming a distinct language” (Phillipson, 2000:88). English is actually a 
language which creates distinctions among the people. Bengali dominates the 
Bangladeshi’s speaking life. It is the language of intimacy or nearness. It is the language 
of home, the neighborhood, and the market place. English is commonly used in the high 
social level. Knowledge of English leads to the most prestigious social position. There is 
political pressure to retain English for the international and other purposes also. English 
includes some in the society and excludes others (Phillipson, 2000:88). This statement is 
applicable in the context of Bangladesh. Basically English education is available to the 
Bangladeshi aristocracy and urban dwellers, while this education is absent for the 
largely rural classes. 
English and class distinction 
     Students from the elite class can go to the culturally advantaged and economically 
affluent urban-based institutions where they can learn Standard English. In this process, 
students who are from the poorly equipped schools are disadvantaged. As Phillipson and 
Skutnabb-Kangas (1996:441) point out: Because English is used by “…most of the 
world’s big business and elites in many countries worldwide, it is the language in which 
the fate of most of the world’s citizens is decided, directly or indirectly” (quoted in 
Pennycook, 2000:113). The elites who attain near-native competence in the top 5 
percent of English benefit from superior schooling. They are relatively few, however, 
and belong to the population found only in Dhaka and in big cities such as Chittagong. It 
is from these elites that most of the political and economic leaders of the country are 
drawn. So “language becomes a proxy for social class”(McCarthy, 2002:287). In 
Bangladesh, the use of English is a marker of good education and modernity. It is a 
marker of a person’s identity. Fishman noted in his book, The Spread of English, 
“Languages are rarely acquired for their own sake. They are acquired as keys to other 
things that are desired” (1977). The English language in Bangladesh will continue to be 
the most important single linguistic vehicle of modernization and integration into the 
world community.  
Teaching process 

     The English teaching process is unrealistic in Bangladesh, because it does not fulfill 
the proper needs of most of the Bangladeshi people for skills for higher education and a 
medium for communication and trade. The English level of Bangladeshi students at the 
pre-university and the university level is remarkably low (Baumgardner, 1996, p. 191) 
and the teachers who teach English are poorly educated. At the time of my field work I 
saw that teachers are still following grammar translation method in the classroom.  
Those teachers who are most poorly educated teach English in the villages. Teachers of 
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English themselves have not been exposed to suitable oral models. Thus, a different 
variety of English emerges in poorly equipped schools, inadequately financed programs 
and less affluent institutions (I will also describe the teaching process in details in chapter 
IV). 
Conclusion 

English is a part of our colonial heritage (Alam, Zaman & Ahmed, 2001) and its 
introduced with the Macaulay’s  “ Minute” (1835). Since then English occupied a special 
positions in the curriculums of schools, colleges and universities in the Indian 
Sub-continental society. In 1947 after the partition of India and Pakistan, English also 
gained the status of official language in both newly independent nations. After 
Bangladesh has emerged, English lost its status first and regained its position. English is 
now used as a second language, academic language, compulsory subject for primary, 
secondary and higher education (Dutta, 2001).  

     Since many days have passed only 3 percent people can speak in English and 
nearly half of the population are still illiterate. Economic and social opportunities also 
depend on the knowledge of English. But a complex education system exists in 
Bangladesh which creates the distinction among the learners. This distinction hindered 
the development of a nation.  
 
 

 

 

Bibliography 
ADAB (2003). Directory of NGO’s (2003-2004). Dhaka: Association of Development  
    Agencies in Bangladesh.  
Alam. F, Zaman. N & Ahmed. T (2001). Revisioning English in Bangladesh. UPL:   
     Dhaka, Bangladesh. 
Alidou, H. (2004). Medium of Instruction in Sub-Saharan Africa. In J. Tollefson, & A.     

B. M. Tsui (Eds). Medium of Instruction Policies: Which Agenda? Whose      
Agenda? (pp.195-214). Lawrence Erlbaum Associates, Mahwah: NJ.    

Asian Development Bank (2001). Education and National Development in Asia: Trends, 
Issues, Politics, and Strategies. Manila: Philippines.   

Bangla- The official Language of Bangladesh retrieved August 31st 2006 from 
http://www.betelco.com/bd/bangla/bangla.html   

Baumgardner, J. (1996). South Asian English: structure, use and users. Urbana and      
Chicago: University of Illinois Press. 

2007 HICE Proceedings 
Page 2236



 26

Bengali Language, Bankim Chandra Chatterjee, History of Bengali retrieved August 31st 
2006 from http://languages.iloveindia.com/bengali.html   

Bangladesh, country packets retrieved September 1st, 2006 from 
http://www.elca.org/countrypackets/bangladesh/desc.html 

David, B.L. (1989). Towards understanding multilingualism among the Mbete of nort  
 hern Congo. Michigan: University Microfilms International, A Bell & Howell 
       Information Company.   
Dutta, S.K. (2001). English language and literature in Bangladesh: towards a 

methodology. In F. Alam, N. Zaman. & T, Ahmed (2001). Revisioning English in 
Bangladesh. UPL: Dhaka, Bangladesh. 

Doncaster, K. (1995). Making Meaning in Research Interviews: A Critical Discourse  
       Analysis. Unpublished doctoral dissertation, University of Lancaster: United  
       Kingdom.   
Foucault, M. (1972). The archaeology of Knowledge. New York: Pantheon.  
Foucault, M. (1979). Discipline and punish. Harmondsworth, UK: Penguin.   
Government of the People’s Republic of Bangladesh, Ministry of Education (1974).  

Kudrat-e-Khuda Commission Report (National Education Commission Report), 
Dhaka: Bangladesh.  

Grimsci, A. (1988). A Grimsci reader: Selected writings (D. Forgacs, Ed.). London:     
Lawrence &Wishart. 

Habermas, J. (1979). Communication and evaluation of society. London: Heinemann. 
Habermas, J. (1985). The theory of communicative action, volume I. London: Polity. 
Habermas, J. (1986). Autonomy and solidarity. London: Verso 
Habermas, J. (1987). The theory of communicative action (Vol. II). Boston: Beacon     

Press. 
Habermas, J. (1988). On the logic of the social sciences. Cambridge: MIT press. 
Ivanic, R. and Simpson, J. (1992). Who’s who in academic writing? In Fairclough, N. 

(ed.) Critical Language Awareness. London: Longman. 
Khan, M. M. (1994). Bangladesh Towards 21st Century. PIB Press, Dhaka: Bangladesh. 
Hossain, T. (2003). English education in Postcolonial Bangladesh. Unpublished MA 

Thesis. 
Hossain, T. & Tollefson, J. W. (2006). Language policy in Education in Bangladesh, In J. 

W. Tollefson, & A. B. M. Tsui (Eds). Languae policy, Culture and Identity in Asian 
Contexts. Lawrence Erlbaum Associates, Mahwah: New Jersey. 

Humayun, R.  (2003).  Bangladesh er Bivinna Jatishotta o Tader Bhasa.  Seminar on 
the Occasion of International Mother Language Day, Vidyasagar Society, Dhaka. 

2007 HICE Proceedings 
Page 2237



 27

Islam, S.M. (1994). Essays on EKUSHE: The language Movement 1952, Dhaka, 
Bangladesh: Bangla Academy. 

Kaplan, R.B and Baldauf, Jr, R.B (1996). Language planning from practice to theory, 
Multilingual Matters Ltd.  

McCarthy, T.L (2002). Dangerous Difference: A Critical-Historical Analysis of      
Language Education Policies in the U.S.A. In Tollefson J.W. (Ed), Language 
Policies in Education: Critical Issues. Lawrence Erlbaum Associates, Mahwah: NJ. 

Mehotra, R.R(1998). Indian English: Texts and Interpretation, Amsterdam/Philadelphia: 
John Benjamins Publishing Company.  

People’s Republic of Bangladesh (1994). Non-formal Education Project: Project 
Preparatory Technical Assistance. Dhaka, Bangladesh.  

Pennycook, A. (1994). English, politics, Ideology: From Colonial Celebration to      
Postcolonial Performativity. In Thomas Ricento (Ed.), Ideology, Politics and 
language policies. Focus on English. Amsterdam/Philadelphia: John Benjamins       
Publishing Company. 

Pennycook, A. (1994). The cultural politics of English as an International Language, 
Pearson Education Limited: London. 

Pennycook, A. (2002). Mother tongue, governmentality, and protectionism. International     
Journal of Sociology of Language, 154, 11-28  

Phillipson, R. (1992). Linguistic Imperialism. Oxford University Press: New York.  
Phillipson, R. (2000). English in the new world order. In Thomas Ricento (Ed.), Ideology, 

Politics and language policies. Focus on English. Amsterdam/Philadelphia:  John 
Benjamins Publishing Company. 

Rahman, T. (1995). Language and Politics in Pakistan. Islamabad, Pakistan: Oxford     
University Press. 

Ramanathan, V. (1999). “English is here to stay”: A critical look at institutional and    
educational practices in India. TESOL Quarterly, 33(2), 211-231. 

Ricento, T. (2002). Ideology, Politics and Language Policies: Focus on English.     
Amsterdam/Philadelphia: John Benjamins Publishing Company. 

Siddiqui, Z.R. (1994). The Decline of Bangla. In S.M. Islam, Essays on EKUSHE: The     
Language Movement 1952, P. 31-34, Dhaka, Bangladesh: Bangla Academy. 

Sharma, R.N. (2003). History and Problems of Education in India, Delhi, India: Surjeet     
Publications. 

The Foundation for Research on Educational Planning and Development (1979). A Pilot 
Research Project on Educational Planning and Development, A Micro Study. 
Dhaka: Bangladesh.  

2007 HICE Proceedings 
Page 2238



 28

The World Bank and Bangladesh Centre for Advanced Studies (1998). Bangladesh 2020, 
A Long-run Perspective study. UPL, Dhaka: Bangladesh. 

The World Fact book (2005). Economy – overview. Retrieved 11th November 2005, from 
http://www.cia.gov/cia/publications/factbook/geos/bg.html). 

The World Fact book (2006). Bangladesh. Retrieved 29th September 2006, from 
https://www.cia.gov/cia/publications/factbook/geos/bg.html 

Tollefson, J. W. (1989). Alien winds: The reeducation of America’s Indochinese refuge-    
es. New York: Praeger.    

Tollefson, J. W. (1991). Planning language, planning inequality: Language Policy in     
the Community. New York: Longman.     

Tollefson, J. W. (2006). “Critical Theory in Language Policy Research”, In Tom     
Ricento (Ed.), An introduction to Language Policy: Theory and Methods.      
London: Blackwell: in press.  

 
 

 
 

 

 

 

2007 HICE Proceedings 
Page 2239



 1

Factors Influencing Preschool Teachers’ Beliefs about Developmentally 
Appropriate Practice 

 
 

Wei-Ying Hsiao, Ed.D. 
Associate Professor, Coordinator 

Early Childhood Education  
Department of Teacher Education  

Shawnee State University 
940 2nd St. Portsmouth, OH45662 

whsiao@shawnee.edu 
740-351-3220 

 
 

 Tsung- Hui Tu, Ph.D. 
Assistant Professor, Coordinator 

Early Childhood Education 
Teaching, Leadership, and Curriculum Studies 

Kent State University 
2491 State Route 45 South, Salem, Ohio 44460 

tut@salem.kent.edu 
330-337-4229. 

 
Abstract 

The purpose of the research is to discover the factors that influence teachers’ 
beliefs about Developmentally Appropriate Practice in preschools. A total of 173 
preschool teachers participated. 

The research is a quantitative research. The instrument of The Teacher’s Beliefs 
Scale (TBS), a self-report instrument to measure Developmentally Appropriate Practice 
of teachers’ beliefs, was utilized in this research. The statistical software, SPSS 11.0 for 
Windows--Graduate Package (2002), was used to analyze the data from the 
questionnaire through descriptive statistics and multiple regression. The Principal 
Components Analysis (PCA) was utilized to answer the validity of the Teacher's Beliefs 
Scale (TBS) and determine the underlying factor structure of the teachers' beliefs 
concerning Developmentally Appropriate Practice (DAP) and Developmentally 
Inappropriate Practice (DIP) among preschool teachers. Hierarchical multiple regression 
was utilized to examine the effects of gender, ethnicity, education background, teaching 
experience, and DAP understanding level on each component. 
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I. Introduction 

A teacher's beliefs directly influence the teaching philosophy and its educational 

focus of Early Childhood program (Charlesworth, Hart, Burts, & Hernandez, 1991; 

Porter & Potenza, 1983). Gillingham, Young, and Kulikowich (1994) indicated that 

teachers' beliefs influence the ways they prepare the learning environment and 

instructional materials.  

The Developmentally Appropriate Practice has been promoted by the National 

Association for the Education of Young Children (NAEYC) for more than two decates. 

DAP has been the essential framework for early childhood education. Teachers whose 

beliefs are aligned with Developmentally Appropriate Practice (DAP) most likely 

prepare a developmentally appropriate environment or employ developmentally 

appropriate teaching strategies. Conversely, teachers whose beliefs are aligned with 

Developmentally Inappropriate Practice (DIP), most likely prepare an environment and 

implement teaching strategies in a developmentally inappropriate way.  

Recent research studies have shown that when children attended DAP preschools 

or kindergartens, they received more benefit in terms of achievement and behavioral 

outcomes in later school years and experienced less stress. In contrast, when children 

attended DIP preschools or kindergartens, they experienced more stress and were not 

interested in academics in later school years (Bryant, Burchinal, Lau, & Sparling, 1994; 
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Burts et al., 1990; Burts et al., 1992; Frede & Barnett, 1992; Love, Ryer, & Faddis, 

1992; Mantzicopoulos & Neuharth-Pritchett, 1995; Marcon, 1994). Barnett (1995) 

indicated that high quality developmentally appropriate early childhood programs 

promoted positive outcomes on children's cognitive and social development.  

The purpose of the study is to exam the beliefs of Developmentally Appropriate 

Practice (DAP) among preschool teachers. 

II. Methodology 

 The sample of the study involved a total of 173 teachers. Ninety-one percent of 

subjects in this study were females because most preschool teachers are female. It would 

have been difficult to obtain an equal number of male and female subjects in the study. 

 The research instrument in the current study was a four-page questionnaire 

containing two sectionsdemographic questions and the Teacher's Beliefs Scale (TBS). 

The instrument included 10 demographic questions and 35 questions of the Teacher's 

Beliefs Scale (TBS). 

Hierarchical regression analysis was used in which the variables were entered in 

three steps or models. In order to analyze nominal variables appropriately in the 

regression, dummy variables were created to represent gender and ethnicity. Model 1 

included variables of gender and ethnicity. Model 2 added teaching experience and 

educational level. Model 3 added DAP understanding level. 
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III Data Analysis Results 

The sample of the research was not a very ethnically diverse group. According to 

self-identified ethnicity in Table 1; it can be seen the vast majority (74%) being 

Caucasian. The mode of the total sample's age range is over 51 years old (Table 2). 

 
Table 1 
 
Self-Identified Ethnicity of Study Reported by Subjects 
                  
Ethnicity         N    % 
__________________________________________________________  ___ 
Total study population (N = 173) 
African-American          7      4.0 
Asian          6      3.5 
Caucasian            128      74.0 
Hispanic/Latino(a)         25     14.5 
Native American         5       2.9 
Missing data           2       1.1 
 
Totals         173    100 
                  

 

Construct validity of participant responses on the Teacher Beliefs Scale in the 

current study was investigated by using the Principal Components Analysis (PCA). In 

the current study, a 5-component solution was accepted as the best to meet criteria. The 

rotated 5-factor solution, based on Varimax rotation, accounted for 54.71% of total 

variance. 

Table 2 
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Age Range of Study 
                  
Age                  N      %          
Range                
Total study population (N = 173) 
18-23         5      2.9 
24-29       14      8.1 
30-35       17      9.8 
36-40       34      19.7 
41-45       28      16.2 
46-50       33      19.1 
over 51       42      24.3 
 
Totals             173           100.0 
                 

 

 Multiple regression was used to this research. Five separate multiple regression 

analyses were used to test the relationship between the demographic and background 

characteristics of the subjects and their scores on each of the five DAP/DIP components.  

Component I--Inappropriate Materials and Structure. Gender and ethnicity, F 

(3, 161) = 17.76, p < 01, and teaching experience and education level, F (2, 159) = 8.50, 

p < .01, were statistically significant factors that influenced teachers' beliefs on 

Component I (DIP)--Inappropriate Activities and Structure. 

Component II--Appropriate Social and Literacy. Neither gender and ethnicity 

nor teaching experience and education level was a significant factor that influenced 

teachers' beliefs on Component II. Only the DAP understanding level, F (1, 158) = 
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25.11, p < .01, was a statistically significant factor that influenced teachers' beliefs on 

Component II. 

Component III--Inappropriate Activities. Only gender and ethnicity, F (3, 161) = 

4.59, p < .01, was statistically significant factor that influenced teachers' beliefs on 

Component III. 

Component IV--Appropriate Child Choice. None of the variables in the three 

models was statistically significant in explaining the variance in Appropriate Child 

Choice. No factors influenced teachers' beliefs on Component IV in the study. 

Component V--Appropriate Individualization. DAP understanding level was a 

statistically significant factor that influenced teachers' beliefs on Component V. Neither 

gender and ethnicity nor teaching experience and education level explained a significant 

proportion of variance in appropriate individualization.  

 

IV. Conclusion and Application 

This study offered information concerning teachers' beliefs about Developmentally 

Appropriate Practice in preschool programs. The study could be used to re-evaluate the 

implementation of NAEYC's Developmentally Appropriate Practice in preschool 

programs. If the Developmentally Appropriate Practice position statement of NAEYC is 

"really" appropriate in preschool programs in the United States, then how the actual 

DAP program is implemented in preschools will be very important in the future. Also, if 
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there are some ambiguous portions of the NAEYC DAP statements such as academic 

teaching or teaching strategy, then it would be very important for NAEYC to consider 

making the DAP statements clearer or offer more training with the purpose of helping 

teachers to understand more specifically the DAP issue. According to Gestwicki (1999), 

implementing DAP in the classroom causes misunderstanding because of the lack of 

DAP training. 

The discovery of the factors affecting teacher's beliefs in DAP/DIP (educational 

background, teaching experience, and DAP understanding level) is important to the 

process of defining the criteria regarding teacher selection. These factors should be 

taken into consideration regarding preschool teachers and others seeking to be a DAP 

qualified teacher in the future.  
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Abstract  

  The purpose of this study will be to explore the school adaptation 

of immigrant mothers’ children in kindergarten. In order to understand 

the process of school adaptation of the immigrant mothers’ children in 

kindergarten, this study will employs qualitative research as the 

research method. The participant will be a five-year-old girl of immigrant 

mother’s child who will be the first year in kindergarten and purposive 

sampling will be used to select subject from Kaohsiung city in the south 

of Taiwan. In this study, the data collected will be derived from in-depth 
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interviews and field observation. Also, the research will use the 

temperament scales to understand more about the subject. 

Based on the finding of this study, the researcher hopes to offer 

suggestions for Taiwan’s government authorities and school authorities 

to assist immigrant mothers’ children successfully in school. 

       Besides, based on the finding of this study, the Ministry of 

Education of Taiwan should make long-term policies to assist immigrant 

mothers’ children successfully in school. For school authorities, they 

should make long-term and short-term plans in sequence to assist 

immigrant mothers’ children in school. For teachers, they should be use 

of efficacy strategies to facilitate children of immigrant mothers in school 

adaptation. 
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Abstract  

   In the last 20 years, the percentage of international-marriages in 

Taiwan has gradually increased. The Ministry of Interior’s statistical 

report stated that the number of marrying couples amounted to 173,065 

on 2003 in Taiwan and every four married couples included one married 

couple where the bride was of another nationality. The same year, one 

out of every eight newborn babies had a mother from another nationality 

(The Ministry of Interior’s statistical report, 2004). In other words, after 
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six years the total number at first grade children who have foreign 

mothers will be one in eight. This indicates that the population of 

Taiwan area will become diverse and inter-racial. It is a new era in 

Taiwan, and the new challenge of Taiwan government to assist foreign 

mothers rearing and educating their children, need to be properly 

addressed.  

(1) Research objectives 

The purposes of this study will be to explore (1) the childrearing 

attitudes of immigrant mothers and how they solve the childrearing 

problems, (2) the impact of inter-racial marriage and its relation between 

immigrant mothers and childrearing, 

(2) Proposed methodology 

In order to understand the child-rearing experiences by the 

immigrant mothers from southeastern Asia in Taiwan, this study 

employs phenomenology as the research method. The participants will 

be immigrant mothers from southeastern Asia selected from Kaohsiung 

city in the south of Taiwan. Purposive sampling will be used to select 

four (Johnson & Christensen, 2000) immigrant mothers who have 

children from birth to six years old. In this study, the data collected will 

be derived from in-depth interviews.  

The immigrant mothers will be interviewed by the researcher using 

semi-structured outline (Appendix 1). Interview questions will address 

the feelings and meaning of their experiences. The semi-structure 

interview protocol was designed to measure immigrant mothers’ 

perceptions of the following: has the mother had any assistance to (1) 

adapt to the new society and culture, (2) children’s school readiness, (3) 
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strategies for home learning, (4) beliefs about role of self as teacher, (5) 

parental efficacy beliefs in relation to the child’s social and academic 

development. Demographic information will include family structure, 

background and socioeconomic status. 

(3) Discussion of expected outcomes 

      The researcher applies thematic analysis approach to analysis all 

collect data and appear several themes and findings. Based on the 

finding of this study, the researcher hopes to offer suggestions for 

Taiwan’s government authorities and school authorities to assist 

immigrant mothers from southeastern Asia nurturing their children 

successfully in Taiwan. 

       Besides, based on the finding of this study, Taiwan’s government 

should make long-term policies to assist immigrant mothers from 

southeastern Asia rearing and educating their children successfully in 

Taiwan. For school authorities, they should make long-term and 

short-term plans in sequence to assist immigrant mothers’ children in 

school.   
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Appendix 1: Immigrant mothers’ interview guides  

  Post marriage adaptation to new culture and country 
1. Some people feel that when they come to a new culture, they 

should change to fit the demands of the new culture. How do 
you feel about this? 

2. Do you feel the need to adapt to a new culture? (including 
language, dietary habits, rearing children, daily life, social 
contact, job, or religion) if no, Why not? If yes, how did you 
adapt to a new culture and country?  

3. What have been your experiences communicating with 
teachers?  

4. What are the differences in the way children are taught in your 
country and Taiwan? How do your children do in school? 

5. What do you expect from your children in school? 

6. What do you do to support your children learning at home? 

Your child rearing experiences/ experience of mothering  

1. How do you feel to be a new mother in a new country? 
2. Do you ever have doubts about how you are raising your child? 

Can you give me an example of a child rearing dilemma or a 
difficult decision you have had to make?  

3. Have you ever tried out any new child rearing practices that 
differ from the way you were raised and from what you knew? 
How did it feel? How did it work out? 

4. How is the experience of being a mother and raising young 
children differs between your country and Taiwan?  

5. How does being in a new culture make the experience of 
mothering better? How does it make it more challenging or 
difficult? Describe what you think is most difficult about what 
you do as a mother. 

6. Do you and your husband sometimes have disagreements 
about how your children should be raised? What kinds of 
disagreements do you have? What happens, how do you get 
them resolved? How do you feel then?   
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HIC Education Proposal (Hsu, Cheng) 

 The meaning of radio has been transforming from time to time. Technology of 

radio broadcasting has also been improving from early tubes to AM/FM/SW to digital 

satellite, DAB, or HD radio broadcasting. As a tool for communication, it can be used for 

those voices not easily heard to be heard among student, faculty, and administrators by 

public, similar to NPR’s mission statement. The student’s radio thus becomes the central 

for this study. 

This multi-year project begins from establishing a functional student radio station 

among the department of communication within the university, but focuses on social 

semiotics. Meanings of symbolic activities are the units of analysis. The Cultural-

Historical qualitative methodology is used for data generation as well as interpretation. 

The expected outcome is to generate a meaningful concept on how students are 

learning and experiencing their environment by using radio as a tool. While they are 

producing programs for the university community, they are also the consumer of the 

radio programming. The social semiotics from the activity of radio station operation is to 

be studied. 
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Introduction 

Broadcasting in education has been a valuable tool and brought into a 

newer technology era (Lankshear & Knobel, 2003; Ludlow & Duff, 2003; Reese, 

2003; Teng & Taveras, 2005). Although those newer audio-visual technology on 

the web can really draw a lot of people’s attention, traditional media such as 

radio, television, and newspaper do not fad away as some people predicted. In 

the early development of radio in the Republic of China, for example, newspaper 

has always seeing it as a great threat. Newspaper operators, at once, wanted to 

stop the communication with radio. The same thing happened when television 

was introduced and radio operators saw it as a life threaten. (���) When a new 

technology introduced, older ones face challenges. Those challenges do not 

mean a death sentencing, but an opened door of another. Newer technology 

does open a new channel of communication, but it does not replace the older 

ones. They co-exist. Communication in the atmosphere has been transformed 

and each of the technologies within communication is given new meanings. In 

this essay, I will use a student radio as an example and tool to examine social-

cultural transformation of a university community. This study is a multi-year 

project in progress. The tool usage and students’ psychology function will be the 

main focus. Participants are students from the department of communication in a 

national university in southern Taiwan, R.O.C. 
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Meaning Making and Tools 

Culture and history have very complex and dynamic dialectical 

relationship. The developments of culture and history do not always see eye to 

eye. “Cultural development progresses and [historical development] is both 

supported and constrained by the possibilities of a particular historical times.” 

(Moran & John-Steiner, 2003, p.79)  

Creativity as Meaning Making 

As states earlier, Vygotsky tries to make links between mediation, 

consciousness, and creativity. (Cole, 2003) The creativity that based on 

imagination is a process of development that “develop between different 

[psychological] functions,” and “the development of such flexible relationships 

between functions we will call a psychological system.” (Vygotsky et al., 1997, 

p.92)Vygotsky further states: 

New systems [psychological systems] are not just linked with social signs 

but also with ideology and the meanings which some function acquires in 

the consciousness of people. (Vygotsky et al., 1997, p.98) 

By using the social signs as a mediational psychological tool to create meaning, 

one creates the artifact by his or her own hands from the self that has 

differences. The creation of consciousness that created by the differences 

transforms oneself in the history. Moran and John-Steiner explains, “In the midst 

of rapid historical and cultural change, creative individuals need to sustain their 

sense of integrity and determination.” (Moran & John-Steiner, 2003, p.78)  

2007 HICE Proceedings 
Page 2260



Since the development of social and cultural is an ever-resting historical 

process, one’s meaning of the world should be somewhat in between totally 

different and the same. As Cole (2003) thinks that life is in between extremely 

random and structured, one need to be able to maintain the continuity and 

integrity. Otherwise, one can totally lost the orientation or be determined without 

consciousness. (Cole, 2003; Lee, 1985; Vygotsky, 1925/1999) Thus, creativity, 

which is based on imagination, proceeds by using one’s immediate knowledge to 

make sense of the changing surroundings. It is a cultural historical product. 

However, on the other hand, one can also alter the course of changing according 

to one’s own purpose by using the artifacts that comes from the creation, the 

culturally and historically mediated produce. The tension from the different 

sources of knowledge needs to be resolved by imagination, “precondition for 

consciousness and active process of creating the illusion of continuity of 

experience.” (Cole, 2003) Thus, creations of the creativity based on imagination 

are means for oneself to ease the uncertainty with continuity and integrity. 

Creativity, then, is the self-transforming and meaning making process. 

Moran and John-Steiner (2003) points out that the transformation of 

oneself is one of the goals for creativity that Vygotsky thinks. He mentions, 

“creativity creates the self as well as external artifacts” (p.78). The idea is pointed 

out by Vygotsky: 

It is for oneself, in the mind, that poems and novels are produced, dramas 

and tragedies are acted out, and elegies and sonnets are composed. 

(Vygotsky et al., 1998, p.165) 

2007 HICE Proceedings 
Page 2261



When Vygotsky talks about “elegies and sonnets”, they are “Sonnets to Orpheus 

and Duino Elegies”, poem cycles that were composed by Rainer Maria Rilke. 

Rilke was an Austro-German poet who went to Russia and got inspired for his 

first famous poem cycle “The Book of Hours” in 1905. His poem cycle of “Duino 

Elegies” in 1923 was a reflective mediation on the contradiction of human 

existence. His work “Sonnets to Orpheus” in 1923 is a cycle of poems on a death 

of a young girl. He extended the mediation on human existence to the mediation 

of death. (Encyclopaedia Britannica inc., 2001) The creativity of Rilke’s works 

was generated from imagination that was inspired and contain certain social 

perspectives of the culture and history. His mind created those poems that based 

on imagination, but at the same time, those creations transformed the mind. 

Therefore, Vygotsky argues: 

“Art is the social technique of emotion, a tool of society which brings the 

most intimate and personal aspects of our being into the circle of social 

life." (Vygotsky, 1971, chapter 11) 

The creation of art works are symbolic activity and “Every symbolic activity ... 

was at one time a social form of cooperation.” (Vygotsky, 1999, p.41) The 

cooperation then requires communication between minds by using psychological 

tools; therefore, “signs, psychological tools and artifacts are the media through 

which mind and culture communicate.” (Moran & John-Steiner, 2002, p.25)  

 Human uses of tools, both psychological and psychological tools, are for 

the working to the nature so one can relate to the environment more effectively, 

and at the same time, changing the internal function of one’s mind. (John-Steiner 
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& Souberman, 1978, p.133) Tools then are used by human beings for different 

purposes which thoughts and ideas are put in; therefore, “existing tools and 

symbols are the fossilized thought and ideas of people who have come before in 

history.” (Moran & John-Steiner, 2003, p.79) Those once existing but no longer 

being used tools are, on the other hand, still carry the thoughts and ideas of the 

inventers from the past, but because of the changed environment and human 

mind, they lost the needs from human beings. “When these tools and symbols do 

not serve current needs, new ones can be created.” (Moran & John-Steiner, 

2003, p.79) Those new tools that are creativities based on imaginations from 

human being’s experiences to the world. Cole agrees that and argues “new 

media [tools] do not replace old media, they displace them.” (Cole, 2003) The 

new tools, therefore, bring new ways and possibilities for human beings to 

experience, connect, relate, and make meaning of the world. At the same time, 

human beings loose the previously available ways and possibilities. Let us bring 

in the idea of time and place to analyze this issue. When one uses the new tools 

that brings new ways of communication that could not be done by using the old 

tools, the meaning that one created and imagined for the old tools are changed 

through out the cultural and historical progress of using the old tools. At the same 

time, the new tools that are invented at different (later) time and space are no 

longer serving the same meaning as the old tools during the past time (or 

another space); therefore, the meanings that embedded with the old tools are 

transformed to the new tools with new meanings, and the old tools are therefore, 

displaced.  
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The transformation of meaning of tools in fact, is a developing process of 

the human psychological creative function. “Creativity forms a lifelong zone of 

proximal development that contributes to the sustained development of a creative 

personality.” (Moran & John-Steiner, 2003, p.78) The creativity as a process of 

meaning making develops the learning process in the cultural practice and social 

organization. Vygotsky uses the giftedness as an example to point out the 

relationship between the personal and cultural development in the social activity. 

Knowledge Construction 

If we say radio broadcasting is a tool for knowledge construction, students 

who are participating into the production has their minds in radio. As radio in 

Taiwan is regulated in audio only operation by law, there are still a lot of 

possibility that is not seen on the final product of radio program production. 

Those unseen activities contribute to the final product but missing from general 

perception and public concept of radio; thus, the meaning of radio is audio for 

some and activity for others especially those who produced those programs. That 

is the meaning of this study. 
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 Virtual communication has drawn a lot of attention recently and is often associated 

with internet and computing technologies. From a cultural-historical point of view on 

studying virtual communication, the concept formation on it is fundamentally important 

from social aspects to individual’s mind. 

 In this paper, research objective is to study university student’s concept formation 

on virtual communication from a course on this issue. While students learned virtual 

communication from different sources, those prior knowledge become pieces of 

building blocks that later are introduced differently by the instructor: Knowledge from 

direct experiences has conflicts with the given knowledge from the instructor. 

 A cultural-historical qualitative methodology is used for this study. Data was 

generated by student’s weekly journal, papers, oral examinations, and projects. From 

students’ weekly journal and papers, transformation on student’s concept of virtual 

communication has been made. Through oral examinations, the instructor conducted 

more detailed and supporting dialog with students that further assisted students’ 

concept formation. Projects are the material form of students thought on the concept of 

virtual communication. 

 The outcome is enormous. Students’ knowledge prior to this course was varying. 

Student’s knowledge after taking was varying. However, from the data generated, we 

can detect the traits of transformation on their concept formation that generated new 

ideas, new understandings, and new knowledge. 
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Introduction 

Virtual communication has drawn a lot of attention recently and is often 

associated with internet and computing technologies. From a cultural-historical 

point of view on studying virtual communication, the concept formation on it is 

fundamentally important from social aspects to individual’s mind. 

 In this paper, research objective is to study university student’s concept 

formation on virtual communication from a course on this issue. While students 

learned virtual communication from different sources, those prior knowledge 

become pieces of building blocks that later are introduced differently by the 

instructor: Knowledge from direct experiences has conflicts with the given 

knowledge from the instructor. 

 

The Virtual Reality of Imagination 

Imagination is often used similarly as fantasy that relates to something 

created not in reality by a human mind in English. (Cole, 2003) According to the 

Merriam-Webster dictionary, the word imagination is defined as “the act or 

power of forming a mental image of something not previously know or 

experienced … a mental image; a creation of the mind”(Mish, 1997)  Cole 

distinguished the Russian term “Voobrazhenie (Воображение)” from the 

English word “imagination” by citing a Russian psychologist, Suvorov’s point 
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that “the formation of any image or representation of reality involves creative 

exercise of imagination.” (Cole & Levitin, 2000, p. 68) Cole explains that the 

Russian term Voobrazhenie can be separated into three parts, 

Vo-obraz-(z)henie. “Vo” has the meaning of into, obraz has the meaning of 

image, and (z)henie is a suffix of the indication of process in Russian. The whole 

word of Voobrazhenie can be explained into English as “the process of image 

making.” (Cole & Levitin, 2000, p.68) In other words, imagination is not a final 

product from creativity, but a process of into image making. 

When one makes links from oneself with the environment, sensory tools are 

needed. Vygotsky argues two of the most important sensory tools, eyes and 

ears:  

The eye and the ear - organs which are called receptors or ‘analyzers’ in 

physiology and sensory organs or organs of external of perception in 

psychology – are organs which receive and analyze external elements of 

the environment; they break down the world into its separate parts, into 

the external stimuli which are linked to our appropriate reactions. 

(Vygotsky et al., 2002, p.111) 

It goes without saying that receptors such as eyes and ears are essential 

for picking up the stimuli, the immediate information, from the environment, but 
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they have to work with one’s mind cooperatively in order to conduct the into 

image making activity, the imagination. 

When a human being looks at an image, the triangulation mental process 

model provides both phylogenetic and cultural natures of psychological process. 

In the natural, physical world, the light is reflected from an object and received 

by the human eyes. If the image is kept frozen in one’s visual, there is no 

conscious awareness. In fact, the human eyes constantly moving in and out 

from focusing an object or an image. (Cole & Levitin, 2000) This instinct action of 

human eyes is called saccadic eye movement. Saccadic eye movement has 

been studied for varies of mental, physical, and educational problems such as 

attention, reading disabilities, information integration, and autistic. Basically, on 

cycle of saccadic movement of human eyes can be completed in the velocities 

of 500 degrees per second in tens of milliseconds to center at an object of 

interest. (Itoh & Tokyo Gakugei Univ. (Japan). Research Inst. for the Education 

of Exceptional Children., 1987; A. O. Ross & State Univ. of New York Stony 

Brook., 1973; R. G. Ross & et al., 1994)  Cole believes that the saccadic eye 

movements are not an by-product from other phenomenon, but they are normal 

human vision’s foundation. The saccadic eye movement is important to the 

study of fixed image phenomena. Cole describes: 
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“It has long been known that if one creates perfect coordination 

between eye movements and objects in the visual field by use of 

an apparatus that fixes the image relative to the retina, one’s 

image of the object disappears; the visual field is experienced as a 

uniform gray.” (Cole & Levitin, 2000, p.66) 

In other words, some degree of discoordination is necessary for us to see the 

world. Cole explains the relevance between fixed image and imagination: 

“… the existence of two different kinds of objects on the basis of 

the dynamics of the process of image disintegration in the course 

of fixation and reappearance when the visual object was permitted 

to move relative to the retina.” (Cole & Levitin, 2000, p. 66) 

In other words, if the eye movement is perfectly coordinated with the 

image in the visual field or retina, the image of an object will fade away and 

leave as a degrees of gray. Cole describes that while the image is fading away, 

it is broken into pieces. The whole image will be reappeared by moving the 

image freely across the retina. Unfortunately, the image is not always moved as 

a whole across the retina. A lot of times, it will partially be moved and the image 

therefore will be reappeared partially. Cole believes that the kind of restored and 

reappeared image is formed really depends on the content of the image. (Cole, 
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2003) There are three essential elements that complete a full image. According 

to Cole, they are “phylogenetic contributions arising from the history of our 

species, cultural contributions arising from repeated sense-making through 

cultural forms, and the active resolving actions of the human brain.” (Cole & 

Levitin, 2000, p. 67)  

After all, the image is not made solely based on physical responses. The 

imagination is an intervening process that is not entirely resolute from external 

stimulation, but the immediacy of phylogenetic contributions, the medicated 

cultural forms, and the activities of synthesis. 

The Research Design 

 A cultural-historical qualitative methodology is used for this study. Data was 

generated by student’s weekly journal, papers, oral examinations, and projects. 

From students’ weekly journal and papers, transformation on student’s concept 

of virtual communication has been made. Through oral examinations, the 

instructor conducted more detailed and supporting dialog with students that 

further assisted students’ concept formation. Projects are the material form of 

students thought on the concept of virtual communication. 

 The outcome is enormous. Students’ knowledge prior to this course was 

varying. Student’s knowledge after taking was varying. However, from the data 
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generated, we can detect the traits of transformation on their concept formation 

that generated new ideas, new understandings, and new knowledge. 
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A pilot study of the use of psych verbs fear and frighten  

among Taiwanese students 
 

Hsiao-hui Hsu 
Jun-min Kuo 

 
 

Abstract 
Psych verb constructions have so far received a great deal of attention 
(Bellettiz & Rizzi, 1988; Grimshaw, 1990; Pesetsky, 1995), since their 
variation presents a serious challenge to any theory of syntax-semantics 
interface.  Psych verbs like fear and frighten subcategories for an experiencer, 
which undergoes the emotional state, and a theme.  A problem with these 
verbs is that the linking of thematic roles to syntactic position is not uniform.  
Fear has an experiencer subject and a theme object, and frighten has a theme 
subject and an experiencer object.  The paper presented here analyzes 45 
ill-formed sentences with regard to their thematic, semantic, and linking 
structures.  Results do not strongly support three hypotheses and do indicate 
the importance of the interaction between lexical entries and their semantic 
content to the analysis of syntactic constructions. 

 

 

Introduction 

 “Psych verbs” is a name assigned to verbs denoting mental states, like fear and frighten.  

Belletti & Rizzi (1988) argue that psych-verbs, which describe psychological states, should have 

the D-structure at which the Experiencer is in the subject position and the Theme is in the object 

position regardless of a variety of surface word orders they show.  However, Belletti & Rizzi’s 

claim is not decisive as Grimshaw (1990) and Pesetsky (1995) provided counterarguments with 

their proposal.  Grimshaw and Pesetsky claim that object experiencer verbs are causative, and 

the theme is the causer of the event.  In one group, the verb like fear, usually denotes meaning as 

stative as shown in sentence a. 

a. The little boy fears the big greyhound.   (Subject Experiencer) 

The Experiencer is lexicalized as the subject and the Theme is associated with the object position. 
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 3

 In the other, the verb like frighten, typically denotes feelings or emotions as illustrated in  

sentence b. 

b. The big greyhound frightens the little boy. (Object Experiencer) 

The Experiencer is realized as the object and the Theme (Cause) is in the subject position.  It is 

shown that the two verb groups (subject experiencer and object experiencer) given above differ 

with regard to their thematic structures.  This difference is reflected in event-structural features 

that are encoded grammatically.  Adapting here the convenient terminology suggested in 

Pesetsky (1995), I will refer to these groups as ES verbs and EO verbs. 

 In this paper, ES verb fear and EO verb frighten are chosen for analysis.  I hypothesize that 

first, students have the ability clearly distinguish among different thematic roles in ES verb fear 

and EO verb frighten.  Second, subjects have a basic knowledge of event structure assigned to 

fear and frighten.  Third, students would be more accurate with ES verb fear than with EO verb 

frighten.  I will first present three noted studies of ES and EO verbs in terms of their thematic 

and argument structures.  Then I provide analyses of ill-formed ES verbs fear and EO verb 

frighten produced by my students with respect to their thematic, semantic, and linking problems.  

Third, I present and discuss some major problems arising from these ill-formed sentences.  Last, 

conclusion is presented. 

 

I. Previous Studies of Psych Verb Constructions 

 Three noted previous studies of psych verb constructions (Belletti & Rizzi, 1988; Grimshaw, 

1990; and Pesetsky, 1995) will be examined in this section.   

Belletti & Rizzi (1988) 

 Belletti and Rizzi posit a D-structure to solve the crossing thematic roles and the binding 

problem in the EO verb constructions.  The EO psych verb constructions are derived by 

movement.  Three Italian sentences in 1 (a)–(c)-1 are discussed by Belletti and Rizzi (1988, pp. 

291). 

(1) a. Gianni teme questo.  (Gianni fears this) 
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b. Questo preoccupa Gianni. (this worries Gianni) 

c. A Gianni piace questo. (to Gianni pleases this) 

c-1. Questo piace a Gianni. (this pleases to Gianni) 

The subject in 1(a) is the Experiencer and the object is the Theme with temere, while in 1(b) the 

subject is the Theme and the object is the Experiencer with preoccupare.  The third sentences (c) 

and (c)-1, represented by piacere “please”, involves a dative Experiencer and a nominative 

Theme, with both orderings allowed.  Belletti and Rizzi believe that the D-structure 

configurations of 1(a), (b), (c), and (c)-1 do differ.  The D-structures of these sentences are 

illustrated below (Belleti & Rizzi, 1988, pp. 293). 

         S                                         S 

 

 NP             VP                         NP            VP  

 

            V         NP                               V’          NP 

                                                    V       NP 

Gianni     teme        questo 

                                            ec   preoccupa  questo  Gianni 

                                                   piace            a Gianni 

Suppose that their proposal applies to English, then, the D-structure of the EO sentence in 1(e) 

can be represented as in 1(f). 

In 1(f), the Experiencer John is higher than Theme the television set in the structure.  To get 

the surface structure in 1(e), Theme NP the television set in 1(f) should move out. 

1(e) The television set worries John. 

 

1(f)            S 

 

   NP                  VP 
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                 V’            NP 

 

          V             NP 

 

    e   worries      the television set  John 

 

Grimshaw (1990) 

 Grimshaw proposes that the lexical entry of a verb contains not only a thematic tier, but also 

an aspectual tier.  For an ES verb like fear, the Experiencer is realized as a subject as the most 

prominent argument, and the Theme occupies the object with less prominent, as in (2). 

(2) The little boy Experiencer fears thunder Theme. 

The other verb does not pattern this way, like EO verb frighten.  Here the Experiencer appears as 

a postverbal object, and the Theme is realized as a subject, as in (3).  The Experiencer has 

maximal thematic prominence but is not realized as a subject. 

(3) Thunder Theme frightens the little boy Experiencer. 

Here, we have an interesting situation in which the thematic prominence relations of argument 

structure do not match expectations based on constituent structure.   

 The critical difference between these two verbs is that frighten and fear belong to different 

aspectual structures.  In particular, the verb frighten possesses a causative meaning not shared 

by the verb fear, the subject causing a change of psychological state in the object.  Accordingly, 

(4) is a reasonable paraphrase of (4)-1. 

(4) Thunder frightened the little boy. 

(4)-1 Thunder caused the little boy to experience fear. 

The verb frighten is causative and not stative.  The verb fear, on the other hand, is always stative.  

Grimshaw posits the structure of ES verb like fear as in (5), whereas EO verb like frighten as in 

(5)-1. 
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(5) fear(x       (y))                (5)-1 frighten(x     (y)) 
      Exp       Theme                       Exp     Theme  (Thematic tier) 
 
 
     State       State                        Cause     State   (Aspectual tier) 

Grimshaw argues that the central idea is that these two verbs have the same thematic prominence 

relations, but they differ with respect to their aspectual properties. 

 

Pesetsky (1995) 

 Pesetsky proposes yet another analysis of psych verb constructions.  He suggests that the 

subject argument with the EO class bears the role Causer, whereas the object argument with the 

ES class bears one of the roles, Target of Emotion and Subject Matter of Emotion.  First, 

consider the distinction between Causer and Target of Emotion illustrated in (6) and (6)-1 

(Pesetsky, 1995, pp. 56). 

(6)  Bill was angry at the article in the Times. [Target of Emotion] 

(6)-1 The article in the Times angered Bill.    [Causer] 

In (6), the experiencer Bill appears in subject position and Target of Emotion the article in the 

Times is associated with the object position.  But in sentence (6)-1, Causer the article in the 

Times is associated with the subject position, and the object Bill is realized as Experiencer.    

 The distinction between Causer and Subject Matter of Emotion is seen in (7) and (7)-1. 

(7) John worried about the television set. 

(7)-1 The television set worried John. 

In (7), John was experiencing the worry described in the example.  Whatever the nature of 

John’s concern, the television set is Subject Matter of Emotion.  In (7)-1, on the other hand, the 

television set bears that familiar role of Causer.  It is the television set that causes John to 

experience worry.  Here, in sentence (7), the subject John bears the role of Experiencer, whereas 

Subject Matter of Emotion is associated with the object position the television set.  In (7)-1, the 

subject the television set is realized as Causer, and the object John is associated with the role of 
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Experiencer. 

 

II. Method 

 The subjects were 40 sophomores, all majoring in English at University in northern Taiwan.  

They were asked to make 2 sentences each for the ES verb fear and EO verb frighten, 

respectively.  172 sentences were collected and 45 of them were chosen for further analysis in 

terms of their ill-formed structures with respect to the behavior of psych verb constructions in 

general. 

 

III. Data Analysis 

 Forty-five ill-formed sentences are categorized into different type tokens for further 

discussions in terms of their syntactic and semantic structures. 

A. The analysis of ill-formed sentences of ES verb fear 

Table 1 displays different types of ill-formed sentences of ES verb fear written by students. 

 

Table 1: Ill-formed sentences of ES verb fear 
Sentence Type (N= 25) 

   Type 1  Fail to show thematic structures     4 

   Type 2  Misuse of transitive verbs      16 

   Type 3  Misuse infinitive phrases       1 

   Type 4  Fail to use the Subject Matter of Emotion   1 

   Type 5  Misinterpret stative reading         1 

   Type 6  Misuse the passive form of the verb    2 

    

Type 1 

* The horrible scene fears my sister. 

 In type 1 error, the sentence fails to show the thematic structures expected for ES verb fear.  

The thematic hierarchy observed in the ES verb is that, Experiencer of the verb appears as the 

subject, whereas the Theme is lexicalized as the object.  In this sentence, my sister bears the role 
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of Experiencer which is realized as the subject position.  And the horrible scene needs to be in 

the object position. 

Type 2 

* (a)She fears of the risk of failure. 

* (b)The girl fears about spiders. 

 ES verb fear behaves like ordinary transitive verbs in the respect in which the verb can 

directly take an object.  The sentences provided are ill-formed in terms of their syntactic 

structures in which students fail to recognize the property of transitive verb. 

Type 3 

* Grandmother fears to be dead. 

 Grimshaw (1990) proposes that ES verb like fear is stative in terms of its aspectual structure.  

Following Pustejovsky (1995) a more complex subtventual structure of event types, the event 

structure for the verb fear is that of a state.  The verb fear is allowed to take infinitive phrase to 

do something which denotes an activity (an event).  Contrary to the parameter, the infinitive 

phrase to be dead in the sentence does not bear the characteristic of activities, but categories 

another aspectual type, that of state, which denotes the sate of the situation of death.  In this case, 

it is not possible to position the phrase to be dead denoting a state in the object following the verb 

fear, which only allows indefinite phrases that denote an event. 

Type 4 

* When I came home too late, I often fear my mother angry. 

 In this sentence, the object position following the verb fear needs an NP or a clause.  My 

mother angry does not possess any nature of nominalization.  The subject I is thinking in some 

way about my mother gets angry.  Perhaps, I fear that my mother would punish me for going 

home late.  Whatever the nature of my concern, that my mother gets angry is the Subject Matter 

of Emotion not a Cause (Pesetsky, 1995).  As for the adverb often, it should be replaced with 

usually.  The adverb often is to describe the frequency or repetition of doing things (actions), 

whereas usually is used when describing what happens in most situations (state).  As seen in the 
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previous discussion, the verb fear represents as a state not an activity.  The sentence, I fear that 

my mother would get angry, is categorized as a psychological state in which the concern is 

coming from my mother gets angry.  Hence, the adverb usually fulfills the event structure role to 

modify the verb fear which takes a state interpretation. 

Type 5 

* After the test, my brother fears for a long time. 

 Here, it might involve the interface of Chinese and English; it is more like a direct 

translation from Chinese.  Back to the meaning of the sentence, there must be some nature of the 

tests that causes my brother to be in a transition of a specific mental state without intending to.  

That is, the nature of the tests, for example, the results of the tests, trigger worry in my brother’s 

mental state.  The trigger or stimulus is the Causer, and my brother is the Experiencer.  Here, 

the verb fear bears no role of causative argument, that is, fear has the stative reading not an 

eventive one.  Therefore, the original sentence can be modified into (a)After the test, my brother 

worried about the results of it for a long time.  In (a), my brother in the subject position is the 

Experiencer, and the object the results of the test bears the role of Subject Matter of Emotion.  

The set merely provokes worries about the matters of test results.  

The other modification would be an eventive one: (b) After the test, the results of it worried 

my brother for a long time.  In (b), the subject the results of the test bear a Cause role, whereas 

the object my brother takes up the role of Experiencer.  Both sentences (a) and (b) allow a 

durative adverbial for a long time but differ in their interpretations.  In sentence (a), distinct 

scope of the durative adverbial for a long time takes over the entire event relative to the state 

referring to an anxious or uncomfortable feeling in my brother’s mind, not the actual act of 

worrying.  In sentence (b), the presence of adverbial phrase modifies the event worried, we 

arrive at an event prediction over the process.   

Type 6 

* My dog is feared when she did something wrong. 

 In this sentence, I suspect that students treat the word feared as an adjective functioning as 
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the complement of copula be.  In fact, feared is the past tense of the verb fear and it does not 

possess any syntactic function of being an adjective. 

 A sentence made by one of the students, I have always feared snakes, induces an interesting 

point associated with the present perfect structure.  The student who wrote this sentence may 

intend to talk of results within the realm of experience, memory, or feeling.  That is, the 

experiencer has been affected by some past situations and bears the results of that change.  For 

the student, present perfect signals a significant persistence of results, the continued reliability of 

conclusions based on earlier behavior.  This interpretation parallels the one of EO verb.  It is 

the use of a present perfect linking up a past time situation with a present point of view to reveal 

the speaker’s mental state. 

 Given the data I have analyzed, 16 out of 25 sentences fail to recognize the characteristic of 

transitive verb encoded in the ES verb fear.  Surprisingly, only four ungrammatical sentences 

are detected in their failure to show expected thematic structures.  Results show support to the 

first hypothesis. 

B. The analysis of ill-formed sentences of EO verb frighten 

 

Table 2: Ill-formed sentences of EO verb frighten 
Sentence Type (N= 20) 

 

  Type 1  Misuse adjectives       1 

  Type 2  Fail to show thematic structures    2 

  Type 3  Misuse prepositions       3 

  Type 4  Misuse adverbs        1 

  Type 5  Misuse the Theme       10 

  Type 6  Fail to recognize transitional event    3 

Type 1 

* Mother is frightening to death when she heard about the car accident. 

 The word frightening denotes a meaning in which the emotion is necessarily accompanied 

by external manifestations of the feelings on the part of the one who experiences the emotion.  A 
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person or an event triggering the emotions conveyed by the verb frighten may be very expressive, 

as shown in the example, the car accident; and one can talk of a frightening car accident in this 

case, not a frightening person. 

 The frightening car accident projects psychological influence on the Experiencer, mother; 

hence, the Experiencer undergoes a psychological change caused by the cause, the car accident.  

The adjective passive frightened, not the word frightening should be adopted here. 

Type 2 

* (a)He frightens to be a loser. 

* (b)John frightens that his mother wants to kill him. 

 EO verb frighten is lexically unique specifying one of its argument as Experiencer 

positioned as the object, whereas the other argument bears a Cause role associated with the 

subject position.  Based on Pesetsky’s classification of EO verb (1995), he is experiencing the 

fright described in the example (a), to be a loser; and John is thinking in some way about his 

mother trying to kill him in sentence (b).  Whatever the nature of He or John’s specific concern, 

to be a loser and that his mother wants to kill him are the Subject Matter of Emotion.  Hence, the 

subjects He and John should take up an ES verb fear which predicts the construction of the verb: 

(a)He fears to be a loser; (b)John fears that his mother wants to kill him. 

 Moreover, the phrases to be a loser and that his mother wants to kill him in these two 

sentences are associated with the role of Experiencer positioned as the objects, and the subjects 

He and John bear a Cause role which is considered semantically uncomprehensible.  If this is 

what students assume, then, it is He / John provokes the emotion of fright to the objects to be a 

loser / that his mother wants to kill him, which is not semantically comprehensible and fails to 

parallel the thematic construction of EO verb.  It is the Cause to be a loser / that his mother 

wants to kill him casually connected to the emotion described by the predicate, the Experiencer 

He / John.  To make these sentences structurally acceptable, the objects to be a loser and that his 

mother wants to kill him should be repositioned to the subject; and the original subjects He and 

John are associated with the object position: (a)To be a loser frightens John; (b)That his mother 
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wants to kill him frightens John. 

Type 3 

* (a) Mary is frightened the loud noise. 

* (b) I was frightened with the bonge jump. 

 Pesetsky (1995) claims that the word frightened in the examples suggests that this EO 

predicate is not unaccusative and passivilization freely.  In the prominence theory of argument 

structure, in sentence (a) where the Experiencer Mary is realized as a subject and by phrase 

corresponds to the Theme (i.e., by the loud noise).  The well-formedness of this example should 

be: Mary is frightened by the loud noise.  According to Grimshaw (1990), the by phrase in a 

passive is an adjunct linked to the argument of the verb.  Thus the by phrase is realized as the 

maximally prominent argument.   

 As discussed in the analysis of type 2 examples, in sentence (a) the object the loud noise is 

assigned a role of Subject Matter of Emotion, on the other hand, the subject Mary bears the 

familiar role of Experiencer.  Based on this analysis, the verb position is frightened should be 

replaced with ES verb fear.  As to the second ill-formed sentence (b), Grimshaw (1990) 

mentions that the adjective passive frightened can occur with prepositions like about, by, or at.  

Therefore, the preposition with in the sentence needs to be changed to the ones like about or at. 

Type 4 

*Jack frightens the dog very much. 

 This is another example of direct translation from Chinese.  However, the thematic 

structure of EO verb and a representation for adverb very much as event predicates will be further 

examined.  Pustejovsky (1995) claims that adverbs can be divided into two types: wide-scope 

and narrow scope.  Adverbs behaving as a manner or speaker-oriented ones can be explained in 

terms of different scope assignments of the same adverb. 

 The adverb very much modifies only the sentences that denote a state as shown in the 

following examples: 

John loves Mary very much. 
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I enjoyed the show very much. 

Thank you very much. 

There is no change occurring in either sentence and no reference to initial or final periods.  As 

discussed before, the event structure for the frighten verb is that of a transition not the one of state.  

Hence, the EO verb frighten here will not allow modification by the adverb very much. 

Type 5 

* (a)I really frightened of getting lost in the forest. 

* (b)What do you frighten? 

 Back to the thematic structures of EO verb frighten, it requires an NP as its complement that 

bears the role of Experiencer.  Assuming in sentence (a), I is the Experiencer who undergoes the 

change of mental state, then, I should be positioned in the object not in the subject.  To 

accommodate the original structure of the sentence, the pronoun I is assigned in the subject 

position associated with the role of Experiencer; and getting lost in the forest is positioned in the 

object position bearing the role of Theme.  Then, the verb frightened of should be replaced with 

be frightened of shown in the following: 

I was really frightened of getting lost in the forest. 

 Sentence (b) entails that you do something to cause the object to get frightened, for example, 

I frightened the big greyhound away.  Assuming I realize you did something before and ask you 

question regarding the thing you did, the question should go in this way: What did you do?  If I 

come to realize you took some actions to the object the big greyhound, in this case, I would 

proceed my question as What did you do to the big greyhound?  I guess that the real intention of 

the student who makes this sentence is to express he or she fears something; therefore, the 

question is ruled out as What are you frightened at? or What are you frightened about? 

Type 6 

* John has frightened of the dog because he was being bitten. 

 This sentence indicates that the past experience of John’s being bitten by the dog, which 

projects a change on John’s mental state.  Under the condition of a transition of psychological 
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state deriving from the past event, this sentence can be modified as John has feared the dog 

because he has been bitten.  John is the Experiencer and the object, the dog, is Subject Matter of 

Emotion.  Or John was frightened at the dog because he has been bitten.  The subject John is 

realized as the Experiencer, whereas the Cause is associated with the object, the dog. 

 First hypothesis is not supported in the analysis of thematic structure of the verb frighten.  

Unlike the results observed in the analysis of fear, evidence shows the verb frighten causes more 

problems to students in sentence-making.  The second hypothesis is not strongly supported.  

Total 18 sentences (4 for Type1 and 1 for type 5 in fear analysis; 10 for type 5 and 3 for type 6 in 

frighten analysis) result from failing to possess basic knowledge of event structure.  Last, the 

results shown in the previous analyses do not reveal a significant difference (20 for ES verb, 25 

for EO verb) in the accuracy of using both verbs. 

 

IV. Discussion 

 Six major types of ill-formed sentences of ES verb fear are found; and six for EO verb 

frighten is obtained in this study.  Among these ill-formed sentence types, there are several 

general characteristics that contribute to psych verb constructions in terms of their thematic, 

semantic, and aspectual features.  First, students fail to recognize the thematic structures 

expected for EO verb frighten.  The common error made by students is that the thematic roles of 

psych verbs Experiencer, Cause, and Subject Matter of Emotion are misplaced in positions.  The 

phenomena may indicate that students fail to recognize that the argument structure is structured 

in accordance with the thematic hierarchy.  The results also reveal that students are unable to 

specify the causative property of EO verb. 

 Second, a suggestion proposed by Pustejovsky (1995) claims that an event structure is able 

“to provide a natural representation for adverbs as event predicates” (pp. 68).  Based on the data 

analyzed here, it seems that students do not acquire the concept of different scope assignments of 

the adverbs indicated here by Pustejovsky.  I suspect the most convenient method used by 

students in applying adverbs is through Chinese meaning directly translated from English.  If 
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this is the case, it definitely will not be feasible to provide needed knowledge for students to 

distinguish different scopes assigned to adverbs in different situations, not to mention further 

consideration of ambiguity arising from complex interpretations of the verbs. 

 Third, the understanding of parts of speech of ES and EO verbs is highly questioned in 

student writing.  The appearances of these verbs my mislead students into making unacceptable 

sentences, however, unable to recognize argument-taking categories like verbs, adjective, or 

nominalization of ES and EO verbs is the crucial reason of producing ill-formed sentences. 

 Moreover, to produce well-formed sentences involves the relationships among the semantic 

categories (S-selection) of a predicate’s arguments, the selection for syntactic categories 

(C-selection), the their syntactic positions.  For EFL learners, syntactic categories may be 

learned through instructions; however, semantic selection and its syntactic position might very 

likely cause learning difficulties in acquiring or learning a foreign or second language.  As seen 

in my previous discussions, several sentences result from the misunderstanding or 

unknowledgeable about these three crucial bits of information of argument-taking lexical items. 

 

V. Conclusion 

 Bearing all these analyses in mind, three hypotheses have not been supported.  A central 

focus of this paper lies in the alternative study of syntax into constructions typically named 

according to their lexical entries and semantic content.  A series of problems concerning the 

thematic roles assigned to ES and EO verbs, the discussion of event structure, and the lexical 

entries should be reconsidered by positing the interaction among s-selection, c-selection, and 

linking.  As to EFL learner at a state when he or she can entertain the notions of word meanings 

that are learned by noticing real-world contingencies for their use, the question arises, how does 

the learner decide from which particular verb concept to choose?  The solution to be offered is 

that the range of frames associated with each verb, operating jointly, to such a degree that 

semantically relevant information in the syntactic structures can solve such learning problem.  

The power provided by joint operation of frame and verb relations helps learners construct when 

2007 HICE Proceedings 
Page 2293



 16

asked to select verbs according to their particular semantic and thematic structures.  The very 

concern of this paper demonstrates the point that learning starts by noting problems with the 

lexicon, and then comes to apply syntactic and semantic proposals to those so far intractable 

problems. 
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Introduction 

As Taiwan’s government proceeds with the policy of “Go South,” a wave of unrest 

regarding multinational marriage has been brought up. According to the Ministry of the 

Interior (2005), approximately one out of nine marriages currently in Taiwan is 

considered a multinational marriage. At the beginning, these women referred specifically 

as those who were born in Southeast Asian countries and married Taiwanese men, then 

settled down in Taiwan. These women were so called “foreign spouses” or “foreign 

brides.” The stereotype of females in multinational marriages in Taiwan includes the 

perception that most of them marry men of lower social economic position and education 

level and their children learn with difficultly.  

 The society population structure also tends to multiplication in Taiwan, take the 

respections of multicultural into consideration, also avoiding discrimination, the 

government suggests using “the new resident” or “the new immigrant female” in stead of 

“the foreign bride,” “the foreign spouse.” 

With the increase of new female immigrants and the decrease of fertility rates in 

Taiwan, the percentage of babies born to new immigrants has been increasing gradually. 

According to the statistic data, for the 92 school year (2003) the study population of 
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newly immigrated children in the elementary schools are 26,627, the population are 3,413 

in the junior high schools, but for the 93 school year (2004) the study population of newly 

immigrated children in the elementary increased to 40,907, the population is 5,504 in the 

junior high schools (Ministry of Interior, 2005). Under comparison, within one year, the 

study population of the immigrated children increased by 15,371 people. 

Because of cultural difference and language barriers, the immigrant women have 

difficulty to adapt to life in Taiwan in a short time. In addition, the marriage age is low. 

For example, the proportion of the marriage age of the newly immigrated women in 2002 

below 24 years old is 72%; they are too young to bear the children. Owing to the 

insufficient experience and adjustment difficulty, the next generation has difficulty in 

learning, interpersonal relationships and personality development (Ministry of Interior, 

2003). 

According to scholars’ observation, there are several barriers that the newly 

immigrated children often encounter including self-identify, culture difference 

compromise, lack of confidence, racial labeling, poor peer relationships, social 

discrimination, and the obstacles of language learning (Mao & Lai, 2004�Tsai & Huang, 

2004�Wang, 2004).  

The issue of family education of newly immigrated children draws attention 

because of these new female immigrants with different cultures and languages. 

Specifically, the education problem of the newly immigrated children has drawn 

attention and became a fervent topic of public affairs. In particular, the newly immigrated 

children were viewed as a minority group in education. The Taiwan government has 

begun to show concern for newly immigrated children’s educational problems and to 

implement educational policy to equalize the opportunities of education. 

Purposes of this study 
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The purposes of this study are as follows:1) Analyzing the current leaning and 

adjustment conditions for the newly immigrated child of female from South-East Asia at 

an elementary school in the Taitung area, Taiwan;2) Exploring the difficulties and 

methods of problem-solved during teacher’s teaching process when faced with the newly 

immigrated child;3) Based on the teacher’s teaching  process and interaction with the 

newly immigrated child, the result will be recommendations useful for tackling 

educational issues relating to newly immigrated children. 

Methods 

  This study discusses the current theories related to learning adjustment and 

education obstacles of the children of recent immigrants. Johnson and Christensen (2000) 

state that researchers will select appropriate research approaches based on considerations 

of their purposes, time, finance, available sample and supporting data. With this in mind, 

and also based on the research purposes and especially with an eye towards the 

acquisition of the most thorough and specific information, qualitative research methods 

including collective and individual interview methods were adopted in this study. The 

collected data is mainly based on interview, classroom observation, and related 

document analysis. With the in-depth interview, the researcher was capable of obtaining 

more pertinent information and strengthening the data interpretation. In the in-depth 

review, the subjects included the teacher, Nancy, and one student, Jessica, from an 

immigrant family. 

 

 

Results 
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1. The school performance of newly immigrated child 

The learning attitude and school performance, especially the subjects of Mandarin 

and mathematics of the student of newly immigrant does fall behind those of native 

children. Because Jessica lacks linguistic knowledge to understand the sentences or 

problems, she has obstacles in learning Mandarin and mathematics. In terms of the class 

performance, the data shows that Jessica seldom raises her hand to answer questions, only 

if she feels that the curriculum is interesting or in experimental curriculum, she will 

attempt to answer questions.   

2. The teacher’s teaching strategies differed with the newly immigrated child 

In order to help the new immigrant child, the learning process was adapted for Jessica. 

The teacher, Nancy, explained the situation of Jessica for the whole class, to make sure 

everyone in class will provide good help for Jessica’s learning and adoption of school life. 

In addition, Nancy designed and prepared different materials to assist Jessica’s study. For 

example, using the different pattern of questions to establish her self-confidence 

gradually. In summary, the teacher’s teaching strategies differed with the newly 

immigrated child. In order to help the student of immigrants, the teacher adjusted 

teaching materials and methods. Specifically, through the assistance of peer groups, the 

newly immigrant child could adjust her learning pace. In addition, the teacher spent time 

implementing remedial instruction after class in order to help Jessica catch up in class. 

3. The teacher gains professional development interaction with the newly 

immigrant child 

Although Nancy encounters difficulties and frustrations in counseling Jessica, the 

support and care from peer teacher draws Nancy to seek out more strategies while 

teaching the new immigrant children. With the different teaching skills and problem 

solutions for the children of immigrants, the teacher gains professional development.       
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Educating Language Minority Students on Campus: Challenges and Possibilities  
-- Report on a State Funded LMS Education Project 

 
Language Minority Students constitutes an important component of campus diversity in 
American colleges and universities.  While they are rigorously recruited to get into 
universities, existing studies indicate lower GPA and lower graduation rate for LMS (e.g. 
Gerardi, 1996).  A lack of support across university campus is a common phenomenon 
nation wide in the United States.  How could we help these students so that they could 
not only get into the door of higher education but also successfully achieve academic 
expectations on campus as their native peers?   
 

This report describes and reflects on a state funded LMS Education Project that 
aims at providing on campus LMS academic support services.   It intends to examine how 
a private, medium sized, comprehensive university with no formal ESL classes or 
programs struggled and managed to involve the whole university community to establish 
appropriate services including individual counseling, technological support, academic 
tutoring, tutor training, and faculty workshops.  It focuses on both the process and the 
result of this establishment to explore the challenges and possibilities that institutions in a 
similar situation usually encounter.   The report is organized to highlight the following 
themes: 1) What kinds of services were provided and to what extent was the university 
community involved?  2) How effective were the services and how did the involved 
faculty, tutors, and LMS benefit from the services? 3) What are the challenges that still 
remain?  Data supporting the findings were collected during the year of the project from 
July 2004 to July 2005.  The data sources include record of conferences with LMS, 
handouts distributed at the training sessions for tutors and faculty members, 
questionnaires collected from the students, tutors, and faculty members at the end of the 
year, e-mail correspondence with the university administration and the faculty members 
throughout the year, LMS’ academic transcripts and GPA from the two semesters during 
the year.  Questionnaires were organized and analyzed to find out about participants’ 
perceptions of the program in terms of the services provided and the effectiveness of the 
program.  A statistical comparison of LMS’ grades and GPA in different semesters serves 
to examine the effectiveness of the program.  All other forms of data were used to 
provide the larger context in which the services were developed and provided.   
 

The findings of the study show: 1) A variety of services were provided and the 
project involved the whole university community including the Provost Office, the 
University Writing Center, freshmen advisement, Admissions Office, International 
Student Services, and professors across the disciplines. 2) Among all the services 
provided, both faculty and tutor training played an important role raising awareness and 
developing understanding of the challenges LMS may face in a university classroom.  
Individual tutoring and faculty workshops across the disciplines are the most effective in 
translating services into student improvement in academic achievement and faculty’s 
increased awareness and capability of using strategies to help not only LMS but also 
general student population when it comes to literacy related tasks within the disciplines; 
3) Challenges remain in the areas of identifying and outreaching LMS in a timely 
manner, involving more faculty members, coordinating LMS services with other 
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academic services on campus, and introducing more specific instructional strategies to 
tutors and professors. 
 
 Existing studies on LMS in higher education have mainly focused on classroom 
situations.  The model reported here is intended to address the situation where ESL 
designated courses do not exist with the hope that it can also be effective as a supplement 
to ESL course instruction.  
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 2

Students’ Perceptions on Communicating Mathematically 
-- A case study of a secondary mathematics classroom 

 
 
This paper takes Vygotskian’s constructivist point of view to report on the findings of a 
case study focusing on students’ perceptions on communicating mathematically.   
Specifically, students’ views on talking and writing in mathematics will be examined.  
Through analysis of interview data supported by empirical evidence from class 
observation, the study focuses on the relationship between students’ view point and their 
actual performance in communicating mathematically.  The study is motivated by the 
reform demand and the new curriculum standards for math education that emphasize the 
importance of conceptual knowledge, reasoning, discourse, and representation (see 
Draper, 2002; Huang, 2002; NCTM, 1991, 2000; NJCCCS, 2000; Smith III, 1996 etc.).  
The study is also motivated by existing research that calls for a connection to be made 
between language and mathematics to promote understanding (Bickmore-Brand, 1990; 
Hiebert et al., 1996; MacGregor & Price, 1999; Manouchehri & Enderson, 1999; 
Monroe, 1996; etc.).  
 

Studies in the area of teaching and learning mathematics with understanding reveal 
that reflection and communication are the key processes in building understanding 
(Hiebert, 1996; MacGregor & Price, 1999; Manouchehri & Enderson, 1999; Monroe, 
1996; Warfiel, 2003; etc.).  However, few studies approach communication in and about 
mathematics from the students’ perspectives.  With calls for mathematics reform and an 
emphasis on communicating about math topics in math education (National Council of 
Teachers of Mathematics, 2000) and to address the language/literacy demand in 
curriculum standards, mathematics teachers are facing the challenges of both teaching the 
math content and engaging students in communicating about math.  To address the 
challenge, classroom teachers not only need to have the knowledge and the skills to 
approach mathematics teaching from both content and communication perspectives, but 
also need to understand the perceptions of students.  With no understanding of students’ 
perceptions, it would be very difficult for a teacher to effectively motivate the students to 
socialize into the target discourse. 
 

The general theoretical framework that the study draws on is a Vygotskian 
constructivist point of view which views intellectual development as rooted in language 
development that itself is ultimately formed in social interactions (Vygotsky, 1978).  In a 
math classroom, interactions could take a variety of forms.  Talking, reading, and writing 
are some forms of interaction among those effective ones.  However, the value of a 
particular form for learning may not always be obvious to learners.   Learning theories 
make it very clear that learner factors including purposes and motivation play extremely 
important roles in a learner’s response to a learning activity.  Thus, it is important to 
examine students’ point of view of particular learning activities so as to find the root of 
motivation. 
 

The study draws upon data from a larger research project focusing on communicating 
math.  In the original research project (Huang et al, 2005; Huang & Normandia, 2005), 
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the study, through the use of functional linguistic approaches to discourse analysis, 
examined students’ performance in talking and writing math for the expression of math 
content related to different levels of cognitive involvement.  In this paper, we shift the 
focus from the language product to participants’ perceptions on talking and writing math.  
Specific questions that guided the study include: 

1. How do students view the role of talking in relation to different aspects of math 
performance? 

2. How do students view the role of writing in relation to their understanding of the 
math content?   

 
Through examining the students’ perception on communicating mathematically, we 
intend to gain a better understanding of talking and writing math from students’ 
perspectives.  With such an understanding, we hope to provide instructional implications 
for classroom teachers to address the new demand and challenge in today’s mathematics 
teaching.    
 
Methods 
The study, which employed an ethnographic approach to data collection, is an 
exploratory one conducted to investigate learners’ point of view on certain classroom 
activities.  It was conducted in a suburban private high school located in central New 
Jersey.  Data were collected between February 18 and May 20 through classroom 
observations, audio taping, formal and informal interviews, and collection of artifacts 
such as relevant chapters in the textbook, course plans, and student work products 
including oral interactions and written work.    

 
A total of 51 lessons of 77 minutes in length were observed from February 13 to May 

20 of 2003.  Field notes were taken during on-site classroom observations.  They were 
used as a record to identify the relevant content of the lessons to facilitate the selection of 
usable audiotapes.  It also helped to record those events that are relevant but cannot be 
captured by audio recording.   
 

Audiotaping was used to obtain classroom oral interactions that occurred as a result 
of participating in classroom activities.  A total of 16 lessons of 77 minutes in length 
were audiotaped with the hope that analysis of both the teacher and the students’ 
verbalizations would help reveal participants’ use of academic language to talk math. 
Students’ written work was also collected to help the researchers analyze students’ 
writing capability in math.   Analysis of data from audiotaping and students’ written work 
is used in this study to examine the relations between students’ perceptions and their 
actual performance in communicating mathematically.    
 

Interviews were conducted during the entire period of data collection in the form of 
“informal conversational interviews”, which means “the questions emerge from the 
immediate context and are asked in a natural course of events” (McMillan & 
Schumacher, 1989, p.405).  This strategy was used to obtain data from both the teacher 
and the students regarding their backgrounds as well as their perceptions.  
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Formal interviews were conducted with the students only on a voluntary basis and 
focused mainly on their perceptions about the relationship (if any) between 
communication (including talking and writing) in mathematics and mathematics learning.  
Twenty-two students participated in the interview either individually or in groups during 
their lunch break.  The following guiding questions were framed to help provide a focus 
for the interview: 

1. How do you feel about talking and/or writing in this mathematics class? 
2. Do you feel that talking and/or writing have benefited you?  How? 
3. Do you feel more comfortable expressing your understanding of math content? 

Examples? 
Each interview was audio taped and lasted about 20 to 40 minutes. 
 

Copies of assignments and student work included the writing across the curriculum 
assignments, class exercises, homework, and tests as part of the data for analysis of 
students’ progress in learning the math content and communicating about math topics.  
The course plans provided an outline for the content coverage and the relevant chapters 
from the textbook provided a basis for topic analysis. 
 
 To address the questions raised in this paper, data analysis is limited to interview data 
for participants’ perspectives.  Published findings regarding students’ performance in 
talking and writing math will be utilized for a discussion on the relations between 
students’ perceptions and performance and to validate students’ perceptions.    
 
 All audio taped interviews were transcribed.  Primarily phenomenological in nature, 
this study drew on ethnographic approaches as it attempted to describe, identify and 
ascribe meaning to the collective and individual experiences of the participants and its 
emerging culture (Moustakas, 1994; Cresswell, 1998; Thomas, 1993) in the context of 
integrating communication and math content.  Grounded theory informed the design that 
relied on capturing emergent themes and allowing for their growth and on-going 
validation (Strauss & Corbin, 1998).  As the researchers were participant observers, the 
study also benefited from the increased emic validity characteristic of participatory 
research (Freire, 1972; Fals-Borda, 1980).  Periodic informal and formal discussions 
among the researchers and between researchers and students served as an inductive base 
from which to identify characteristics of communication activities in students’ eyes.  
Themes of personal reflections were identified through such discussions and deepened 
and expanded through document analysis including researchers’ field notes and 
transcribed interview data.   
 
Findings and Conclusions 
 
From a sociocultural perspective (Ochs, 1988), communicating math is basically about 
learning to communicate and communicating to learn.  In this study, we try to find out 
how students perceive this relation.   
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In traditional mathematics teaching, a lot of attention is paid to the students’ ability to 
follow the procedures to do math.  Nevertheless, being able to follow the procedure at the 
moment of instruction, even in the case of arriving at a correct answer, does not 
necessarily indicate an understanding of the concept.  Student interviews indicate that 
verbalization of theoretical understanding for actions help them achieve understanding at 
this level.  The interview data also indicate a conflict between students’ knowledge about 
talking or writing and their desire to talk and write mathematically.  The responses from 
the students provide implications for classroom practice.  Teachers need to insist on 
effective strategies even facing resistance initially.  Being persistent does not mean that 
we need to force the students without a reason.  We need to communicate the dual goals 
of mathematical education to the students explicitly: doing math to solve problems and 
communicating mathematically. 

 
The study is an attempt to examine communication about mathematics in a school 

setting from students’ perspective.   At the theoretical level, the study contributes to our 
understanding of how students perceive the issue of communication about mathematics.  
Such a perspective may provide researchers and educators with a better focus on the 
relations between students’ understanding and performance in particular communication 
activities in school math.   As a result, the study offers pedagogical implications and 
directions for classroom actions.  Analysis of student interviews strongly indicates that 
talking and writing is important to mathematics learning.  It is not a waste of time.  A 
specific requirement for practice is important.  Students will listen if they know the goals 
of learning and are willing to put in effort and participate if the connection between the 
goals and activities are made clear to them.   
 

 
Note: This work was supported, in part, by a Grant-in-Aid-for-Creativity Award from 
Monmouth University.  
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6. Abstract: 

The purpose of this phenomenological study is to understand parents’ perspectives 

on choosing television programs for their toddler and preschool children. The 

participants in this study are five Taiwanese parents who have been living in the United 

States for more than one year and have experience of choosing television programs for 

their children. The method of gathering information in the study is a face-to-face 

interview, which lasts for about 30 to 45 minutes. These parents would be asked to 

share their experiences with choosing children’s television programs and parental 

expectations of quality television programs. There are three valuable findings for this 

research. Based on the findings, the result shows that parents are concerned about 

negative effects of television programs lacking educational values. Media education 

suggests that it is useful for children and adults to interact and converse with each other. 

Children view parents as “significant others” and they are willing to learn from those 

adults. Because of the importance of their roles, parents should strive to provide a 

joyful and healthy environment for their children and strive to involve the children in 

selecting better television programs. 
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Abstract 
 

The major purpose of this investigation was to clarify the relationship between organizational 

climate and informal learning methods in the workplace for the members of Social Education 

Institute in Taiwan. 

 

The pilot study was executed to make sure the instrument, Questionnaire of Organization 

Climate and Informal Learning Methods, with good reliability and validity. The sample consisted of 

352 staff in 19 institutes. The instrument was sent to each institute from May to July in 2003. The data 

was submitted for statistical treatment using descriptive statistic analysis, one-way ANOVA, and 

Pearson’s product-moment correlation. 

 

According to the findings, they were generalized to seven conclusions, just as follows: 

1. The informal learning methods in the workplace can be divided into two categories- 

nine kinds of learning methods. 

2. The staff of Social Education Institute used analogies with the past experience most, 

and the main learning subject was computer use. Most of respondents indicated they 

spent 1-5 hours per week learning informally in the workplace. 

3. Demographic variables, including gender, age, education, and status, were related to 
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the methods of informal learning. 

4. The staff of the Social Education Institutions preferred learning alone. 

5. The staff of the Social Education Institutions was aware of the workplace filled with 

highly supportive, warm, and independent climate. Moreover, the respondents 

reflected their workload was high. 

6. Demographic variables, including age, education, working years and status, were 

related to the perceptions of organization climate. 

7. Organization climate in the workplace was related to the methods of informal learning. 

According to the conclusions, this research proposed suggestions for the leaders, the staff and 

adult educators to create learning climate in the workplace, and to build an informal learning situation 

for each. 
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Abstract 

Teaching students to write well is one of the most challenging instructional areas for 

teachers (Nagin, 2003); however, one rural, middle school is ranked fourth in the largest 

school system in the state of Alabama for its high scores on the Alabama Direct 

Assessment of Writing (ADAW), yet 73% of its students receive free or reduced lunch 

and live in an area with high poverty rates. In the middle school of approximately 650 

students and 31 teachers, many teachers attribute three factors to the rise in student test 

scores on the ADAW: the principal, the school culture, and teachers who are committed 

to best practice. This presentation will focus on best practice as a means of increasing 

student achievement. 
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Abstract: 
 
The 1983 publication entitled A Nation At Risk was the first of several negative reports on the 
need for change and improvement in the nation’s educational system. The emergence of a 
rapidly evolving global community brought about by technological advances and the changing 
landscape of a culturally diverse society, framed the complex dynamics that serve as a means in 
making educational issues a permanent fixture on our national agenda. The role of the principal 
is being transformed; as the impact of a plethora of initiatives and movements brought about by 
these compelling forces are experienced.  
 
Principals leading urban schools serving large numbers of minority and English Language 
Learners, who come from linguistically diverse groups, are especially prone to criticism. They 
bear the brunt of demands for changing roles and expectations. The challenge in finding ways to 
make teaching and learning more vivid and real for the increasing number of students in cultural 
minorities, and especially those in poverty, has been given unprecedented importance to school 
principals leading in a culture of change. 
 
As such, this paper will explore the cultivation of leaders who understand the change process, 
driven by a strong moral purpose with the clear intent of making a positive difference in the lives 
of the students, families, and communities. Furthermore, it will examine principals who are able 
to improve the schools’ performance by developing a new way of thinking about the culturally 
responsive roles and responsibilities of leadership as it is integral to effective leadership in 
schools with increasingly diverse student populations.   
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Abstract 
 

In Taiwan, earlier research on the policy of higher education evaluation mainly 
depicts the situation of policy might face or discussing the policy process and function 
of it. Up to this point, there were few empirical studies of reasons for policy change 
regarding it and few researches linked with the field of policy science. Since the 1990s, 
Historical Institutionalism has gradually established its academic status and deeply 
influenced the research of public policy. To date, only few studies have been made in 
the domain of educational policy research in Taiwan, despite the growing awareness of 
the importance of this issue.  

The purpose of current research is to review the implementation of the policy of 
higher education evaluation in Taiwan and to examine the relevant issues involved. 
Current research has shown the importance of three features in the process of policy 
making. The first feather is the interaction between internal and external factors. The 
second one is the influence of path dependence and critical junctures, and the third one 
is the asymmetry of power. In addition, it is hoped that readers will develop a different 
viewpoint about the policy of higher education evaluation in light of Historical 
Institutionalism and further their research on the challenges faced in upper higher 
education in Taiwan with critical perspectives. 
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The challenges 
 When we look into the connection between politics and political science, there 
exists a necessary nexus between them. That is, the outcomes of various political 
activities are bound to be manifested in public policies; on the other hand, the impact 
of the operation of public policies will subsequently influence certain political 
activities. Hence to a certain extent, political science is an essential component of 
politics, since politics mainly studies political behavior and political process, and these 
behaviors and processes are mostly reflected in real-life political practice, namely 
policy planning, policy making, policy operation, policy assessment and so forth 
(Dorey, 2005). Apparently, education policy is a part of public policy, and the 
development and trend of the Taiwanese education policy has long been greatly 
affected by political factors (Tian-Yuan Wu, 2006), following the reconstruction of 
political order and transformation of state capacity in Taiwan, the arising problems of 
social welfare and educational employment will gradually ensue, revealing fully the 
critical dilemma of inappropriate distribution of resources in social welfare and 
educational employment that the nation has fallen into. Take for instance the Taiwan 
higher educational expansion policy, in order to cater to the desperate needs of the 
society for college education, the government, in the name of coping with social 
changes, meeting the needs for educational reform and boosting the nation’s 
competitiveness, set up the legalization foundation for enforcing the educational policy 
using mild official language in various policy reports, with the intentions of gaining the 
acknowledgment and support of the people, subsequently increasing the legitimacy of 
its policy enforcement to bolster its political strength (Ming-Chi Wu, 2006) . 
 However, we ought to take note that as the expansion policy progresses and the 
reform of the admission policy took place, even though higher education made 
significant progress from elite education and mass education to universal education, 
the expansion of higher education and its structural changes also brought about a new 
problem – how would the government handle the allocation of resources reasonably in 
order to help each university uphold its teaching qualities as well as to oversee the 
actual improvement of its school effectiveness. In this regard, the government came up 
with an evaluation institution as the solution to this predicament, this evaluation 
institution would serve as the yardstick for the allocation of resources, it was hoped 
that the enforcement of this evaluation institution will help solve the various problems 
above, yet unfortunately, amidst recurring policy failures and legalization crises, it 
seems that the evaluation institution that was expected to reform and innovate 
possesses aspects that need to be reconsidered and contemplated. 
 Keeping in mind the lesson above, if we analyze the evolution of higher education, 
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not only can we observe the status of educational policy in the country and its impact 
on a macro-perspective, we can also scrutinize the interactions between actors and 
certain policies on a micro-perspective, enabling us to understand the factors of 
institutional change and subsequently accumulating policy learning experiences. This 
essay inspects the current development of universities from a national standpoint in 
order to establish a corresponding evaluation institution that is reasonable at the same 
time. Therefore, what is institution? Why do institutions change? What are the 
correlated factors that influence institutional changes? These are the main concerns of 
this essay. First and foremost, through corpus analysis, we research, comment on and 
reconstruct foreign studies and dissertations related to this subject, through which we 
understand the basic significance of historical institutionalism as well as its 
development and main characteristics in order to form a corresponding research model. 
Then, focusing on the historical changes of ‘university evaluation’, we brush up on the 
origins and developments formed by educational policies or institutions and the power 
connections of policy networks in the midst of evolutionary changes. At the end of this 
essay, we reflect on the development of the university evaluation institution of our 
country and offer suggestions so that the logical connection between the problem 
structuring and the policy planning of this evaluation institution can be more closely 
bonded. 
 

Historical Institutionalism as an Approach to Policy Analysis 
“Institution” is one of the long-standing and key research topics in the field of 

social science, as well as an eternal puzzle in the eyes of social scientists. It certainly 
does not matter whether institution is seen as a congealed preference, a culture of 
symbolic interaction or a carrier of history, for it has always been a central topic in the 
social science discipline �Jia-Yu Shi, 2004; Turner,2005; Yu-Shuang Li, 2005�. 

As the new perspective in “institutional research”, the research scope of new 
institutionalism keeps expanding following the incessant development within 
academia and applications of its theories, spreading out from its economic roots to play 
a part in more and more social science domains. Historical institutionalism, which is a 
branch of new institutionalism, utilizes viewpoints such as path dependence, critical 
junctures, the asymmetry of power to portray the effects of  politics, economics and 
social context on the dynamic trajectory of institutional change, subsequently it has 
displayed concrete results in issues of various disciplines including politics, social, 
culture and medicine, and lately it has even begun to delve into the institutional 
phenomena of the field of education�Shiao-Fen Liu 2006; Wei Sun, 2002; Wei Sun, 
2003�, becoming a vital tool in institution analysis. 
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I. Institution and institutional change from a New Institutionalism 

Perspective 
    From the viewpoints of new institutionalism academics, March and Olson (1989) 
see ‘institution’ as the norm of social organization that includes conventions, 
procedures, customs, roles, faiths, culture and everyday knowledge. Political 
institution, in accordance with ‘roles of actors’ and ‘contextual relationships’, sets the 
rules of appropriate conduct and defines the roles and obligations of actors under those 
contexts. According to Hall and Taylor (1996), ‘institution’ is the formal rules and 
informal procedures, customs, norms and conventions entrenched in various political 
and economic organizations. They can be the embodiment of constitutional order, as 
well as the standard operating procedures of a bureaucracy, or the administrative 
traditions of unions and bank-firm relations. Steinmo, Thelen and Longstreth (1992) 
assert that institutions are both formal organizations and informal rules and procedures 
that structure the conduct of political actors. In essence, these institutions refer to the 
institutions of state and society that define the interests of political actors, structure the 
authority relationships among groups, and are exemplified by voting institutions, party 
institutions, intergovenmental relationships et cetera. Goodin (1996) view institution 
as a ‘valued, stable and recurring’ pattern of behavior. Steinmo even contends that 
institutions establish the rules of the political game and as such they define who can 
play and how they play.  
 How new institutionalism defines institution certainly is not limited to the 
discourses of these academics, however, in the academic community at present, 
researches regarding new institutionalism do not go beyond supplementations, 
emendations, and restatements of the dissertations expounded by the aforementioned 
academics, by means of case studies, historical studies, corpus analysis and other 
forms of research. Compared to ‘old institutionalism’, new institutionalism presents a 
more insightful definition of institution. Institution is defined not only as formal 
institutions that include constitutional order, economic order and law, but also as 
informal institutions that involve customs, cultures, faiths and conventions. In other 
words, institution comprises not only the institution of state on a macro-level, but also 
departmental relationships on a middle-level and individual behavior on a micro-level. 
More importantly, institution is not merely an organizational form, it influences or 
even determines political conduct and its subsequent rules, mechanism and outcome.  
 Therefore, on the topic of institutional change, new institutionalism puts heavy 
emphasis on ‘institutional failure’, employing induced institutional change and 
imposed institutional change to overcome this problem. In general, imposed 
institutional changes are normally introduced and executed by governmental laws and 
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orders, while it saves the negotiation cost of institution building, its operational 
outcome is very limited (the merging of universities in our country serves as the best 
proof), on the contrary, induced institutional change is a gradual change, even though it 
adapts better to actual reform, it takes a long time and yet does not always produce 
evident results. Apparently each approach has its own pros and cons; hence a 
combination of both approaches is usually used in actual application. Comparisons 
between the two approaches are shown in the table below: 
 
Table 1: Comparisons of Institutional Change 

Type of Change Induced Change Imposed Change 

Direction of Change Upward (from low to high) Downward (from high to low) 

Degree of Change From partial to whole More extensive, can influence wholly 

Motive of Change Self-enforced and unanimity rule Cost profit rule 

Source: Modified from Yu-Shuang Li (2005). Analysis of Constitutional Change by a Chief Justice – 

from a New Institutionalism Perspective. Masters dissertation of Institute of Public 

Administration, National DongHua University (unpublished). 

 
 Take for example the research topic of this paper; analysis of institutional change 
implies an understanding towards changes in institutional equilibrium. From the 
standpoint of ‘an institutional equilibrium turning unstable and the subsequent 
establishment of a new institution’, we seek to explain how the original institutional 
structure (evaluation institution for higher education) cannot cope with arising 
problems (the rapidly escalating number of universities and colleges), as a result new 
normative forces or incentives (withdraw mechanism/ competitive funding programs) 
surface in succession. Therefore, if we return to regard the discussion above from a 
policy science perspective, the accumulation of institutional changes is sufficient to 
generate motivation for policy changes, resulting in the amendment of old policies or 
the adoption of new policies. Essentially, the modes of policy change do not go beyond 
the four types stated below (Chang-Tai Chiu, 2005; Ding Wu, 2003; Dorey, 2005): 
(1) Policy innovation: Enacting new programs in specific policy domains. 
(2) Policy succession: Tweaking and modifying gradually on the current policy. 
(3) Policy maintenance: Maintaining the current policy without making changes. 
(4) Policy termination: Abolishing the policy and substituting it with a new one. 
    Amongst the four, policy innovation and policy termination are the more extreme 
phenomena, because the cost of policy innovation far exceeds that of policy succession, 
and for policy termination there is need to admit past policy blunders or failures, 
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consequently creating an easy target for the combined opposition from vested interest 
holders. Based on these grounds, when policy change occurs due to unstable 
institutional equilibrium, policy succession is usually the more common phenomenon 
observed. Precisely because policy succession is a common phenomenon, when 
‘institution’ becomes an intervening variable in the form of policy, not only does it 
affect the trend of institution, it also influences the preferences of actors, in other 
words, institution becomes a function of changing variables that comprises of policy, 
institution trend and actor preferences as a whole, this alters the conventional view that 
old institutionalism is limited to only insitutions with formal meaning, furthermore it 
demands serious introspection on the obsession of behaviorism with behavioral 
variables and its disregard for the importance of the meaning of institution. Therefore, 
it will be along this train of thought that this paper does a thorough research into 
historical institutionalism as the basis of subsequent analysis and study. 
 
II. Historical Institutionalism as Crux of Dissertation 
    Observing the current development of theories within academia, ‘new 
institutionalism’ is not a unified term, each academic’s views on its internal branches 
are also varied, however, this essay does not contend to make fine distinctions in 
regard to a research approach as it will certainly limit my capability to detect and 
locate problems. Thus, we use the classification widely accepted within the academic 
sphere to distinguish the different research perspectives of new institutionalism, 
utilizing “Political Science and the Three New Institutionalisms” penned by Hall and 
Taylor and published in 1996 in the British “Political Studies” journal to categorize 
new institutionalism into ‘rational choice institutionalism’, ‘sociological 
institutionalism’ and ‘historical institutionalism’. Since ‘historical institutionalism’ 
combines the characteristics of both ‘rational choice institutionalism’ and ‘sociological 
institutionalism’, and overcomes the limitations of ‘human rationale’ and ‘social 
culture’ by means of history, thus rediscovering the role of state in institution, and also 
this essay focuses on the evolution of the higher education evaluation policy and 
eschew the methodological aspects, therefore, so as not to lost ourselves in the vast 
domains of theories and conjectures, we will put emphasis on the point introduction of 
historical institutionalism instead of elaborating on each detail individually.  
(1) Institutional change is mutually influenced by various ‘endogenous motives’ 

and ‘exogenous motives’ 
    March and Olsen (1996) points out that there are two types of forces that affect 
changes, one being ‘endogenous motives’ which denotes factors that shape the 
institution or policy itself or that are involved in the inner workings, these factors 
interfere, conflict, overlap amongst themselves, thus wearing down the aforesaid 
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institution, therefore creating a need for amendments, adjustments, terminations and 
integrations, subsequently inducing changes in institutions or policies. ‘Exogenous 
motives’, on the other hand, are external environmental forces that promote 
institutional change either directly or indirectly, this type of change is the most widely 
recognized, for example the change of course in state policy, changes in social 
phenomenon or economic environment are sufficient to trigger institutional or policy 
changes. 
(2) Institutional change shows signs of path-dependency 
  The sense of history of historical institutionalism puts strong emphasis on the lasting 
effects of various institutional factors on government policies and public choice (Peters, 
1999), and the reformation of various institutions and the formation of policies will 
sometimes form a trajectory of policy development, creating the phenomenon of ‘path 
dependence’, causing the evolution of institution or policy to be locked in a certain 
direction of development, unless there is sufficient force to overcome the initial 
institutional inertia, if not the influence of that institution will linger on.  
(3) Critical junctures and punctuated equilibrium 

Even though historical institutionalism academics stress on the continuity of  
institution and utilizes path dependency to explain institution phenomenon, in reality 
the thoughts of actors at different time points are probably more influenced by 
contingent or unexpected factors and consequently produce changes. If we solely use 
path dependence to attempt an explanation, it can only expound on ‘What happened in 
history?’ and yet it cannot answer ‘How these events occurred?’ (Wan-Ling Hu, 2001). 
Therefore, historical institution not only reflects on the institutional factors of ready 
facts, it also appreciate the contingencies of history and the critical junctures that 
conceals other alternative paths during policy development. Meanwhile, institutional 
and policy changes do not aspire to reach an ultimate equilibrium, instead it is the 
process of a disturbed equilibrium moving towards another equilibrium, this is the 
concept of ‘punctuated equilibrium’ as stated by historical institutionalism academic 
Krasner (1984). The concept of ‘punctuated equilibrium’ points out that the direction 
of institutional evolution is not necessarily within the grip of the institution designer 
but is rather a very complicated process (Immergut, 1998) 
(4) An asymmetric relationship between power and actual operation process 

Under the circumstance in which power is asymmetric, historical institutionalism  
purports that the institution participants that possess advantages are usually situated in 
institutional locations of greater importance, sometimes even possessing actual power 
of resources allocation (Mei-Chiang Shi, 2005), they reject new participants through 
institutional veto, and vulnerable institutional participants, by means of renderings of 
idealism and interests under different environments, can attempt to create negative 
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topics, and by utilizing various veto points, they can highlight the existing structural 
problems in order to gain the sympathy and support of other participants or interested 
parties, thus having a shot at changing the policy. 
 In brief, historical institutionalism, as a new branch of new institutionalism, lays 
its emphasis on the influence of history legacy as well as the power interactions 
between institution participants when explaining institutional change and policy 
making, especially when explaining political behavior, it places great emphasis on the 
significance of the ‘preferences of the decision-makers’, ‘limited resources’ and the 
‘power game process’. As indicated in Fig 1, the initial equilibrium between actors and 
institution in a political environment is affected by the emergence of critical juncture, 
creating an impact on the original institution, subsequently producing changes and 
causing loss of equilibrium. Thus in the direction of path dependence, actors and 
institution will keep on adjusting, complementing and integrating in order to reach a 
new equilibrium through the continuous tweakings and adjustments of the institution. 
On this basis, the historical institutionalism viewpoint clearly builds up the links 
between input factors that affect policy and its output during the decision-making 
process, providing us with a new perpective when we scrutinize the evolution process 
of the higher education evaluation institution.  

 
Fig. 1 Research structure 

The controversial policy and developmental trajectories 
 Looking at the developmental history of Taiwanese higher education in retrospect 
(Bo-Zhang Chen, 2005; De-Hua Chen, 2005; Guo-Chi Yang, 2006), we can perceive 
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clearly that in the past, developments of university education in both quality and 
quantity are managed and monitored by the government. After the University Law 
underwent amendment in 1994, the government, on the grounds of academic freedom 
and university autonomy, gradually loosened its grip on universities. When the 
government no longer interfered with the university operations, and Taiwan itself 
lacked an institutionalized external control mechanism as a replacement, due to the 
influence of drastic increase in the number of universities (an increase of 85 
universities within 10 years, with a growth rate of 140%, refer to Table 2 for details), 
not only does it dilute governmental resources and funding for higher education, the 
educational ideology and departmental allocation of the universities are distorted as a 
result of resources distribution (Zhuang-Xi Zhang, 2005). A policy discourse depicted 
as an ‘evaluation institution’ is consequently formed, in other words, in the planning of 
policy schemes, the government views the basic problems as problems of quantity, 
thus it hopes to solve the various problems stemming from the cause of quantity 
through the fine-tuning and institutionalization of the evaluation institution. And the 
higher education evaluation institution, as an embodiment of Taiwanese educational 
reform and having gone through 30 years of change starting from 1975, despite the fact 
that it has solved some problems, has also created problems that bring about a certain 
amount of controversy and challenge towards the legality and legitimacy of the 
evaluation institution, such as the impact on university autonomy, conflicts among 
assessment targets, announcement and tracking of the evaluation outcomes and the 
correlation between evaluation outcome and funding allocation.  
 
Table 2 Growth of Universities in Terms of Quantity 

University College     Type  

Year Public Private Total Public Private Total 

Total of Higher 
Education 
Institutions 

1995 16 8 24 18 18 36 60 
1996 16 8 24 21 22 43 67 
1997 20 18 38 21 19 40 78 
1998 21 18 39 22 23 45 84 
1999 21 23 44 25 36 61 105 
2000 25 28 53 24 50 74 127 
2001 27 30 57 23 55 78 135 
2002 27 34 61 23 55 78 139 
2003 32 38 70 19 54 73 143 
2004 34 41 75 17 53 70 145 
2005 41 48 89 10 46 56 145 
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Source: cited from De-Hua Chen. (2005). Retrospect and Vision of Higher Education Taiwan, issued at    

    The Conference on Developmental Trend of Taiwan Educational Policy, Taipei: National Taipei    

    University of Education. 

 

 Hence, if we look into the regulatory cycle of policy change from a diachronic 
and evolutionary standpoint in order to counter institutional controversy and overcome 
institutional dilemma, understanding of the new generation higher education 
evaluation institution must inevitably include the historical legacies of institutional 
development. Therefore, in the section below we will expound on the course of change 
of the higher education evaluation institution by merging the core concepts of 
historical institutionalism with the recent research findings of the Taiwanese academia.  
I. The endogenous and exogenous motives of policy change 

From a historical institutionalism viewpoint (March & Olsen, 1996), policy  
change undergoes the tugging forces of the endogenous and exogenous motives, 
creating motivation for institutional or policy change, institutions are thus tweaked and 
adjusted to accommodate new needs. And the sources of motivation for changes in the 
higher education evaluation policy can be categorized into: 
(1) Exogenous motives 
  a. Political factors 

As a state apparatus, Taiwan universities have undergone a transition from 
‘dominant state apparatus’ to ‘latent state apparatus’ (Tong-Wei Zhou, 2002), using 
strategic industry and technology policy as a stand, the state influences research and 
teaching and even the service orientation of universities through technological 
bureaucracy and resources allocation. In order to restore the balance which has long 
been lopsided, through adjustments in the evaluation institution it is hoped that the 
relationship between universities and the state develops in harmony and that the 
universities re-establish their deserved merits.  
  b. Economic factors 

Taiwan universities are progressively striving towards ‘independence’,  
‘autonomy’ and ‘self-governance’ (Ministry of Education, 2006), yet as these 
universities are still receiving fundings from the Ministry of Education, these 
universities are obligated to show results on a certain level and accept the monitor ship 
of the Ministry of Education as duties fulfilled towards the government, the taxpayers 
and the public, and ‘evaluation’ is the means by which the Ministry of Education 
oversee each university’s performance. Moreover, the adjusted and shrinking budget of 
universities implies that governmental departments must consider cautiously whether 
‘performance responsibilities’ or ‘equal opportunities’ should be the primary 
consideration when allocating funds. Therefore, there must be a just and meticulous 
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institution by which the resources for universities are allocated, via the ‘evaluation 
institution’, university departments with good performances and fine potential are 
given major funding, enabling the limited resources to reap greater returns as well as 
helping the schools develop their own attributes. 
  c. Social factors 

The falling population of children in Taiwan is one of the social phenomena  
affecting the educational development in the country, concerning the change in 
population birth rate, according to the 2006 statistics from the Ministry of Internal 
Affairs, in the 25-year interval from 1981 to 2006, the birth rate of the country has 
plunged from 414,069 births to 22,8321 births (Ministry of Internal Affairs), 
decreasing by nearly half, even though the synergistic effect of the expansion policy 
and the admissions policy surpasses the impact of the drop in young population, thus 
diminishing its significance on the universities’ recruiting, it can be foreseen that the 
blow of the decrease in young population will fall like a tsunami attack, from primary 
schools, secondary schools to universities, the number of students will likely show 
negative growth as years go by, ultimately causing universities to be in excess, and 
throwing the market mechanism into the scenario as catalyst, there will surely be 
schools that face closure due to an inadequate number of students recruited. The 
enforcement and enhancement of the evaluation institution will cause anxiety amongst 
the schools appraised, (Jia-Shiung Huang, 2005), but in order to accommodate the 
trend of decreasing young population as well as to uphold the social responsibilities of 
universities and defend the interests of consumers and taxpayers, it will help  
university transformations and solve the problem of uneven university standards, 
promoting benign competition amongst the universities and creating a healthier higher 
education environment in the country. 
  d. Cultural factors 

In the wake of incessant amendments and slackening policies, universities are 
gradually going back to being autonomous (Bo-Zhang Chen, 2005) in the aspects of 
curriculum planning, human resource recruitment and budget listing, yet the role of 
government has never changed during the interval, in other words, universities mostly 
depend on the educational resources provided by the government, abiding by the 
government policies and institutions to plan their school developments. Therefore, on 
the grounds of governmental assisting and supervising, an audit culture is deeply 
rooted within the university spheres, each academic performance is carefully evaluated, 
each school activity diligently recorded, each evaluation indicator meticulously 
calculated, in the end the indicators become the goals themselves, the schools assessed 
have too many evaluations to handle and the terrors of evaluations set in. Indeed, Chen 
(2005) points out that higher education evaluations might, among other problems 
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caused, impede academic innovations, form a submissive culture, cause overemphasis 
on results and effectiveness, and take too much time from improving teaching 
standards, however, the positive values of the fact that evaluation institution raises the 
awareness of higher education provider towards quality (Marshall, 2002) should not be 
overlooked, nor should we underestimate the contribution of topics concerning higher 
education quality (Ottewill & Macfarlane, 2004). Thus, we acknowledge that 
‘evaluation’ itself is not the problem, the main thing is to devise and improve the 
institution so that universities can establish a self-inspecting and self-evaluating 
institution, subsequently achieving the culture and spirit of self-governance. 
  e. Educational factors 

Although the enforcement of the expansion policy satisfies the social need for  
university education, the limited educational resources and short book supply simply 
cannot accommodate the escalating needs, university teaching staff and student 
guidance are also affected to a certain degree, thus in order to achieve balanced 
development of both ‘quality’ and ‘quantity’, the enforcement, furtherance and 
improvement of the evaluation policy is absolutely necessary. 
(2) Endogenous motives3 
  a. Conflict of evaluation objectives 

Since higher education evaluation institution must possess the two objectives 
which are formative evaluation and conclusive evaluation, the conflict of evaluation 
objectives is often the basic reason for the incessant adjustment of the evaluation 
institution. In other words, it is hard to tell whether the evaluation institution 
(especially self-evaluation part) is actually a transitional procedure for information 
gathering or a self-reflection of a critical nature. 
  b. Setting up an assessment organization 

Even though Taiwan has currently set up an assessment board to lessen the 
public anxiety over the evaluation institution and to delve into the research for 
evaluation devices, train professional evaluation talents and execute objective and just 
evaluation procedures, the Ministry of Education (2005) comments that during the 
initial stage of establishing an assessment board, this organization involving private 
juridical persons will face challenges in terms of public trust, professionalism and 
autonomy due to university law and government procurement law, lack of evaluation 
talents, and the handling of evaluation outcomes. 
  c. Selection of the Evaluation Committee 

As stated above, there is but a small number of professional evaluators in Taiwan  
currently, therefore the evaluation committee consists mainly of internal personnel of 
                                                 
3 Higher education evaluation currently enforced in Taiwan mainly comprises of department evaluation  
  and general school evaluation, but due to the limitation of essay length and the fact that these two  
  types basically face similar problems, we shall not discuss them separately. 
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the universities (such as the previous or current Dean of College or Vice Dean of 
College) and veteran lecturers that study the administrations of higher education or 
have practical experiences of them. Therefore, members of the evaluation committee 
may generate doubt due to their high representativity and homogeneity, consequently 
affecting the justness of the evaluation outcome, therefore setting up a set of common 
standards by which to select the evaluation committee members and ensuring the unity 
of evaluation standards of the committee are the critical points that decide whether the 
evaluation institution will run smoothly. 
  d. Designing the evaluation indicators 

Akin to the problem of the evaluation committee, evaluation indicators are  
also a perpetual problem . The setting of the evaluation indicators will directly affect 
the response of higher education institutions, thus before enforcing the evaluation 
institution, the ratio of quality and quantity indicators should be suitably apportioned 
in order to encourage self-relocation of different types of higher education institutions, 
and to prevent the higher education institutions from taking the paths of ‘research’, 
‘technology’ and ‘specialized’ universities and overlooking the importance of 
‘teaching’, ‘humanities’, and ‘general studies’ universities. 
  e. The enforcement of evaluation institution 

The period and time duration of higher education evaluation is also one of the  
concerns of the evaluated groups. Frequent evaluations would cause disruptions in 
universities, yet rare and sporadic evaluations would diminish the various functions of 
tracking evaluation, creating difficulties in eliciting immediate response and 
improvement from the evaluated parties. Taking in the current situation (Ministry of 
Education, 2005), even though the time duration of evaluation has been prolonged 
from 1 day or half a day to 2 days, enabling the evaluation committee to inspect the 
evaluated party thoroughly in order to counter the false impressions deliberately 
created by the latter, all-too-frequent evaluations will leave little time and space for the 
evaluated schools, already too occupied with acting in response to the evaluation 
indicator, to contemplate on upgrading the teaching quality of the school as well as to 
improve on the learning experience of students. 
  f. The disclosure of evaluation reports 

Since the evaluation institution targets on performance improvement and quality  
upgrade, the disclosure of the evaluation outcome will undoubtedly boost higher 
education institutions’ quality while at the same time satisfying the consumption 
demand of the public. However, all-around disclosure of the evaluation outcome might 
cause the public to misapprehend its applicable scope, and might also cause the 
evaluated party to recoil from dealing candidly with its problems, thus hindering the 
improvement of education quality (Shiau-Sia Dai, 2005). Therefore, the format of the 
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evaluation report, whether the report should be made known and the method of 
disclosure will all affect the impact and the influence of the evaluation institution. 
 
  g. The utilization of the evaluation outcome 

If the evaluation outcome results in substantial rewards or punishments, then  
higher education evaluation shall lose its function as a prompt to motivate universities’ 
self-criticism, self-improvement and self-learning. Therefore, the utilization method of 
future evaluation outcomes and whether the evaluation outcomes should serve as an 
indicator to reward or fund universities (and the types of universities subsidized should 
also be considered) and eliminate or expand departments might induce changes in the 
original institution. 
 To sum up the points above, when the original institutional undergoes the impact 
of exogenous motives as well as the feedback of endogenous motives, causing the 
available educational resources allocation to be insufficient and thus bringing on the 
Pareto improvement, through policy succession and with minimum barriers and 
optimal cost, the profit gained from policy change is greater than its cost, making 
possible the succeeding innovation of the institution as well as its enforcement and 
furtherance. Take for instance the ‘Education Evaluation for Universities’ entrusted by 
the Ministry of Education to the juristic person of Taiwan Assessment and Evaluation 
Association, this education evaluation is conducted in response to the rapid changes of 
society as well as to react on the suggestions for improvement of the previous 
evaluation, it carries out legalized assistance and supervision under the support of 
university law, however in the aspects of evaluation institution enforcement and 
furtherance, the institution has not yet reached a state of equilibrium and stability due 
to flaws in the designs of the institution (endogenous motives), thus providing the 
motivation for subsequent institutional amendment. 
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Fig. 2 the endogenous and exogenous Motives of Institutional Change 
II. The Design Models of Path-Dependent Institution 

Path dependency contends that the trajectory of historical change formed on a 
specific time point will condition the developmental route of ensuing events, providing 
political actors with restrain conditions and opportunities of  decision-making. 
Tracing the development of higher education evaluation over these 30 years, the 
emphasis and method in each phase may differ, but we can still sum up that the Taiwan 
higher education evaluation is mainly aimed at improving quality and performance, 
and that it follows policy change trajectory that consists mostly of general evaluation 
(especially school evaluation) , if we view institutional development in a chronological 
sequence, the Taiwan higher education evaluation institution can be chiefly divided 
into 6 periods (Chen-Yu-Ye, 2006; Ying Yang, 2006): 
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Taiwan higher education underwent rapid expansion during the 70’s and the 
educational sphere was influenced by foreign accountability mindsets, thus in order to 
perceive the education quality of various university departments, the Ministry of 
Education conducts subject evaluations on five subjects, namely Mathematics, Physics, 
Chemistry, Medicine and Dentistry, the outcomes on which future funding and awards 
and approvals for various applications will be based on. Although the subject 
evaluation headed by the Ministry of Education in the 70’s has successfully initiated 
the establishment of the Taiwan higher education evaluation institution, there was a 
serious lack of evaluation experiences as well as shortage of funds and manpower, 
therefore the evaluations of the universities are only conducted intermittently, during 
the interval of 1983-1984, the Ministry of Education temporarily put the evaluation 
project on hold in order to improve on the evaluation institution. 
(2) Formation of evaluation institution: 1991-1994 

 The justness of the assessment committee in the preceding subject evaluation was 
being question, therefore following the suggestions of various case research reports, 
the Ministry of Education entrusted the job of subject evaluation to professional 
academic associations. Observing the overall image, apart from breaking out of 
governmental control, public trust towards the evaluation results have also increased 
considerably, however due to the varying organizational structures of the professional 
academic associations as well as the choices of academic organizations, there was a 
lack in objective indicators, therefore demands for the establishment of an assessment 
board that is independent from the Ministry of Education came in incessant torrents. 
Besides, the effect of subject evaluation towards improving the quality of university 
education is understandably limited, therefore the Ministry of Education, having 
accumulated evaluation experiences, encouraged universities to establish and develop 
their own unique features, at the same time it conducted audits on the programs for 
middle-term development of various universities, the outcomes of which will serve as 
a reference for funding allocation. 
(3) Laying down legal basis: 1995-2000 

  Although education evaluation gradually took shape after the developments in 
two phases, the handling of the evaluation work lacked official legal basis nonetheless. 
The successive amendments of the 1994 University Law and the 1997 Private School 
Law enabled the groups involved to conduct evaluations on a legal standing. Apart 
from continuously promoting various evaluations (for example, conducting audits on 
the programs for middle-term development of various universities), a general school 
evaluation comprising mainly of overall school affairs was conducted in 1997 for a 
trial period of 1 year. If we take note of the nature of the evaluation, we learn that up to 
this point, the Ministry of Education laid its emphasis on the establishment of external 
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evaluations institution, thus before year 2000, the establishment of self-assessment 
institution in Taiwan universities were still uncommon. 
(4) The first change of course of evaluation institution: 2001-2004 

  As mentioned before, Taiwan universities that set up self-assessment institutions 
were few in number, thus in order to encourage the establishment of 
self-quality-control in universities, the Ministry of Education issued an ‘Application 
Standards for Funding for Self-Assessment in Universities and Colleges’, providing 
funds for universities to conduct self-assessment. Hence, it was after year 2001 that the 
evaluation institution took its first change of course from the establishment of external 
evaluation institution to the furtherance of the self-assessment concept. Besides, the 
much-discussed assessment unit also conducted a case study of ‘Plan Outline for 
Forming a Corporate Juristic Person for Handling University Evaluation Affairs’ in 
year 2002 with the aid of Taipei Municipal Teachers College. In the following year, the 
Ministry of Education presented the research outcome to be discussed at the ‘Higher 
Education Appraisal Committee’, and the major results of the discussion were as such: 
first, in response to actual need, evaluation work is recommended to be entrusted to 
professional organizations, and also, so as to ensure the continuation of the evaluation 
institution and to hand down the experiences of conducting evaluations, an evaluation 
centre that is independent from administrative organizations should be set up as soon 
as possible.  
(5) Expansion of Legitimacy: 2004-2005 

  Following the previous experiences of conducting evaluations and the 
suggestions of various case reports, the Ministry of Education entrusted the handling 
of university school affairs evaluation to the juristic person of Taiwan Assessment and 
Evaluation Association in 2004. Overall, the ‘University Education Evaluation’ 
enforced in 2004 integrated fully the research proposals of ‘Establishment of General 
Evaluation Indicators for University Evaluations Research’ by Zheng-Jie Huang, 
Long-Sheng Li (1998)and ‘Efficacy Assessment of 1997 Trial University Evaluation 
Study’ by Yue-Lun Hu, Han-Chiang Chen (1998) as well as other studies (cited from 
Jin-Shu Zhang, 2005), applying appropriate tweaks and amendments to the evaluation 
institution, even though the design of the evaluation indicators still put great emphasis 
on the display of research results, the disclosure methods of the evaluation reports are 
not yet transparent and there was still correlation between the utilization of the 
evaluation outcomes and the allocation of funding, in reality the development of 
evaluation institution in this phase had already incorporated previous evaluation 
experiences and is now striding towards the goal of professionalization. 
(6) The second change of course of evaluation institution: 2005-now 

  Although the preceding evaluations have already increased the legitimacy of the 
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evaluation institution by a large margin, the Ministry of Education declares that there is 
still much room for improvement in the aspects of clarifying evaluation objectives, 
handling follow-up evaluations, inducting global verification institutions and 
student-oriented teaching evaluations etc. Therefore, so as to benefit the furtherance 
and future plans of the university evaluation institution, the Ministry of Education 
subsequently made the decision to ‘establish a university evaluation unit as soon as 
possible before the end of year 2005’ at the 2005 ‘1st Meeting of University Evaluation 
Guidance Committee’ in response to the demands of various organizations for the 
establishment of an assessment board. Not long after, ‘Evaluation Centre for Higher 
Education’ is launched in the form of corporate juristic person to handle the workings 
of university evaluation as well as future Taiwan evaluations of higher education. A 
new power centre is formed and that would be the second change of course in Taiwan 
Higher Education evaluation. 

Summing up the developmental routes of policy change in each phase, we observe 
that there is a ‘path-dependency’ in the development of the evaluation institution. The 
interval from 1997-2004 is more unusual, there seemed to be a time faultage and a lack 
of logic connection, yet in these 7 years that seemed to remain stagnant, the  
significance concealed within its inner layer implies the process of institutional change 
and policy evolution. The various evaluations after the first general school affairs 
evaluation in 1997 are actually targeted to adjust the evaluation institution in order to 
increase the legitimacy, on the other hand, during the interval 1997-2004, the number 
of higher education policies increased drastically due to the pressure of global 
competition, thus diminishing the prominence of the evaluation institution on 
governmental agenda, hence a ‘punctuated equilibrium’ emerged in the development 
process of the evaluation institution. Nevertheless, for the adhockery elites, the 
learning impact of past policies will shape the cognitive structure of decision makers, 
subsequently influencing their outlook on problems and their assessment of the 
schemes. An important consideration for governmental departments when outlying 
evaluation institutions is that by means of the withdraw mechanism formed by the 
evaluation institution, the university development dilemma brought about by policy 
failures can be eased, and in the situation where resources snub each other, the 
universities are encouraged via evaluation institutions to improve the quality of 
education and increase the education efficacy in order to take hold of competitive 
funding which helps increasing Taiwan higher education’s competitiveness. While 
some academics (Bo-Zhang Chen, 2005; Siu-Ru Yan, 2004) suspects that the hidden 
motive behind evaluation institution is to solve quantity problems and views economic 
development as a major consideration in reformation, thus it has strong tool 
characteristics, emphasizes efficiency over substance, demarche over objectives, and 
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does not contemplate the nature, needs and values of a university education. However, 
from the various reform programs enforced by the government, we observe that in the 
‘continuation’ and ‘improvement’ aspects of the evaluation institution, the government 
has already avert focus from the instrumental objectives such as ‘evaluate what 
( evaluation indicator)’ and ‘how to evaluate (evaluation procedure)’ to the direction of 
‘why evaluate’ and ‘who should evaluate’, for example the amendment of the 2005 
‘University Law’ adapts the evaluation institution as an important part of the university 
internal management institution. If we observe from critical junctures, there are 
numerous possibilities for the ‘continuation’ and ‘improvement’ of higher education 
evaluation institution, but how did the Higher Education Evaluation Centre established 
in 2005 stand out amongst the rest, heading the developmental route of Taiwan higher 
education evaluation institution? This paper contends that it is due to the influence of 
specific factors under a certain time and space, such as the educational backgrounds 
and educational idealisms of the major decision-makers and participants, and also the 
related power allocation, the reformation atmosphere of campus societies towards the 
evaluation institution, the ecology and power struggles between administrative and 
legislative departments and so forth. Therefore, tracking along the concept and 
analytical structure of historical institutionalism, we proceed to conduct further 
analysis on the evolving power relationship between government and university. 

 
III. Asymmetry of Power 
 From a historical institutionalism standpoint, policy planning involves the 
decision-making of different actors in different institutional locations, and 
consequently these decisions will determine the rules of game by which interaction 
between actors abide by. If we adopt this perspective, we perceive that the 
establishment of an evaluation relationship is in reality the establishment of a certain 
kind of power relationship. As shown in Fig. 3, even though the evaluation institution 
is under governmental control all along, the relationship between the government and 
the universities involved reaches a state of equilibrium between state, university and 
market. Yet ever since the evaluation institution changes course for the first time, the 
emergence of an assessment board triggers a remarkable change in this balanced power 
relationship, where it appears that the university is enclosed by intermediary agency, 
state and market. Due to the influence of the evaluation institution, the power 
relationship between university and state, intermediary agency and market will 
resemble as an asymmetric, seesawing power relationship. Under this circumstance in 
which power is asymmetric (especially between state and university), various actors 
within the institution will take the opportunity to alter or influence the direction of 
institution via resources exchange and idea communication. For instance, the 
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government can offer governmental subsidy as an incentive to draw the support and 
co-operation of universities for the enforcement of the evaluation institution, while the 
universities can persuade the government into appropriately adjusting the contents of  
the evaluation institution by conveying the ideas of human values. 

 
Fig. 3 The change of power relationship as institution evolves 
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viewpoint, in which we learn that institutional change and policy formation are more 
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often than not affected by external social changes and past policy legacies, 
subsequently causing policy succession. In the process of thus investigating, not only 
can we grasp the factors of institutional change from a macro-perspective, we can also 
observe the interactions of actors from a micro-perspective, subsequently 
accumulating policy learning experiences and uncovering ideas for policy innovations. 
We stand on the government’s side, giving high approval to the professionalization of 
higher education evaluation institution, expanding the legitimacy of evaluation 
through amendment, furtherance and innovation of the evaluation institution. However, 
we must take note whether, in the process of institutional development, the asymmetry 
of power between actors will produce unintentional ‘latent functions’ that offset the 
initial benevolent ‘manifest functions’ (Zhong-Hua Gu, 2004), even forming 
immobilism to a certain extent, turning the evaluation institution into a hurdle for 
university reform towards autonomy (Habermas, 2003).  
 Therefore, a logical policy development would be to lessen direct reward or 
punishment following the assessment outcomes, this is to prevent the performativity of 
evaluation from extinguishing the original spirits and values of universities, also, there 
is a historical connection and a partnership between the government and universities 
apart from evaluation relationship, if the asymmetry of power formed by the 
evaluation institution is unbalanced and cause university autonomy to be threatened by 
the governmentality of the state, then the co-operative relationship between state and 
university cannot be established. Hence, this paper surmises that the future evaluation 
relationship between state and university will resemble a co-operative relationship, 
like our need for wealth management and health management, the process of 
evaluation needs the necessary rewards and punishments, but more importantly, the 
issues we must look into in the future would be whether the problems we intend to 
correct are taken action on and subsequently improved after the evaluation.  
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Abstract 

Recent government initiatives with an emphasis on reading, while laudable, have focused 

many educators on the needs of struggling readers.  As a result, the continuing need for all 

readers, including those already reading at or above grade level, to receive reading instruction 

and to improve their reading skills is often ignored.  The failure to address the express needs of 

advanced readers can result in declines in positive attitudes toward reading and may harm their 

reading comprehension abilities. 

 In a project funded by the U.S. Department of Education, third, fourth, and fifth grade 

teachers from throughout Utah participated in intensive professional development activities to 

improve their abilities in working with different reading skill levels, especially with advanced 

readers.  In this presentation we will explore changes in advanced readers’ attitudes towards 

reading in relation to their teachers’ implementation of reading instruction appropriate for 

advanced readers. 
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How Advanced Readers Are at Risk and How to Rescue 

Many schools focus on basic reading while ignoring the needs of advanced readers, 

placing the advanced readers at risk.  The failure to address the express needs of advanced 

readers has been shown to result in declines in positive attitude toward reading and may harm 

their reading comprehension abilities. 

The National Assessment of Educational Progress (NAEP) reading results for Utah fourth 

graders show that in 1994 6%of students were advanced readers, that in 1998 5% of students 

were advanced readers, and that in 2002 6% of students were advanced readers.  However, 

NAEP reading results for Utah eighth graders then show that in 1998 only 1% of students were 

advanced readers and in 2002 only 2 % of students were advanced readers. These results show 

the decline in comprehension abilities for advanced readers over a four year period 

(www.nces.ed.gov).  Swiatik and Lupkowski-Shoplik (2000) have also shown that declines in 

positive attitude toward reading result as gifted students grade level increases.  On a 4-point scale 

(with 1 being “I don’t like it at all,” and 4 being “I love it”) gifted third graders rate reading as 

3.53, fourth graders as 3.49, fifth graders as 3.40, and sixth graders rate reading as 3.22.   

The World Class Reader Model (see Figure 1) was developed in response to issues such 

as these.  The model consists of four components for advanced reading: 1) Learning to Read; 2) 

Reading to Learn; 3) Reading for Leisure; and 4) Reading to Serve.  Learning to Read is based 

primarily on academic reading, where students learn to select broad-based literature, extend 

vocabulary study beyond definitions, consider important issues at several levels of 

sophistication, and comprehend grammar development through a system of thought rather than a 

set of rules.  Reading to Learn is also based on academic reading, where advanced readers learn 

to understand interdisciplinary connections, use a variety of advanced inquiry skills to identify 

2007 HICE Proceedings 
Page 2342



bias and extract relevant information from fictional and non-fictional literature, and demonstrate 

proficiency in working with inference. Reading for Leisure is based on an active reading 

strategy, where students learn to use reading to complete depth work in a self-selected area of 

interest and challenge, and make personal, social and cultural connections with self-selected 

literature.  Lastly, Reading to Serve is also based on an active reading strategy, where advanced 

readers learn to apply reading skills in problem solving processes, and use tools and strategies to 

locate, organize, and analyze information that addresses community, national, or global issues. 

Instruction based on The World Class Reader Model seeks to challenge advanced readers 

intellectually as well as create an increasingly positive attitude toward reading. This research 

report focuses on attitudes. 

Method 

As one evaluation of instruction in the World Class Reader Model, advanced readers 

from selected Utah school districts were asked, at the beginning of the winter semester of the 

school year, to complete the My Class Activities (MCA) instrument to assess their perceptions of 

interest, challenge, choice, and enjoyment of reading instruction in their classrooms.  The same 

survey was then again administered at the end of the school year, after the advanced readers had 

worked with teachers who had received training in instructional strategies associated with the 

four components of The World Class Reader Model. 

For a comparison of effects, advanced readers who were students of participating 

teachers were divided into fourth, fifth, and sixth graders as the three levels of one Independent 

Variable (IV) with Title I school status as another IV.  The numbers of students in each cell is 

shown in Table 1.  The total number of students in this analysis was 200.   
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Scores on the survey instrument generated perception scores in four areas of reading 

instruction (i.e., interest, challenge, choice, enjoyment) on a 5-point scale.  These served as the 

Dependent Variable (DV). An Analysis of Variance (ANOVA) was performed to test the 

significance of the full model for each scale of the MCA. A total of 4 ANOVAs were performed.  

ANOVAs were used for testing significance of main effects and interactions among individual 

DVs.  Post-hoc tests were also used for interpreting significant main effects or interactions when 

the full model was statistically significant. 

Findings 

Interest: The full model for interest was significant at the p < .0001 level (df=11, 

F=3.399, R2=.116). Findings from pre- and post- comparison data showed that in the area of 

interest there was a significant main effect for grade level (see Figure 2).  This indicates that 

students who received appropriate advanced reading instruction in fourth grade and especially in 

fifth grade, were less affected by the typical decline in interest in reading than sixth graders.  

Challenge: The full model for challenge was significant at the p > .0001 level (df=11, 

F=6.445, R2=.199).  In the area of challenge, data analysis showed a Title I and a grade main 

effect, as well as a Title I by grade interaction (see Figure 3). Again, students who received 

appropriate advanced reading instruction in fourth grade and especially fifth grade were less 

affected by the typical decline in perceptions of challenge then sixth graders.  Students in non-

title I schools tended to perceive reading instruction as more challenging, though sixth graders in 

non-title I schools were more like fourth through sixth graders in Title I schools in their 

perceptions of challenge.  

Choice: The full model for choice in was significant at the p < .0001 level (df=11, 

F=2.194, R2=.078).  In the area of choice data showed a Title I effect and a Title I by grade 
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interaction (see Figure 4). There were small decreases in perception of choice of reading 

instruction in both non-title I and Title I schools, but the decrease was slightly more pronounced 

in non-title I schools.  The decline in perceptions of choice seemed more marked among non-title 

I fourth graders than any other group.  

Enjoyment: The full model for enjoyment was significant at the p = .015 level (df=11, 

F=2.194, R2=.78).  Enjoyment data revealed a significant effect for grade level .  Pre- and post- 

survey results show that there is a significant fourth and fifth grade effect on sixth grade in both 

areas (see Figure 5).  This again indicates that students who received appropriate advanced 

reading instruction in fourth grade and especially fifth grade, were less affected by the typical 

decline in interest in reading than sixth graders. 

Conclusions 

In sum, the data on advanced readers’ attitudes toward reading showed that while over 

one semester period, instruction based on the World Class Reader Model didn’t stop the pattern 

of decreasing positive attitude toward reading, it did interrupt it. 

Of course, the expectation that great changes will happen after a one semester’s effort is 

somewhat unrealistic.  In the second year of the project, teachers will be expected to fully 

implement the model for the entire school year. 

Further, teachers were only partially and incrementally implementing the WCRM as the 

received training on its components.  Further study is needed to determine what variables in the 

teachers’ implementation were present (i.e., the degree to which teachers are actually 

implementing the model) and how these are related to changes in student attitude and 

achievement.  In the second year of the project, teachers will have had instruction on all aspects 
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of the model.  Training session will focus on implementation and refinement.  This will provide a 

better test of the model. 
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Table 1.  Number of students by grade level and school type. 

 4th 5th 6th 

Title I 42 45 38 

Non-Title I 32 63 40 
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Figure 1.  World Class Reader Model 
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Figure 2.  Student Ratings of Interest in Reading 
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Figure 3.  Student Ratings of Challenge in Reading 
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Figure 4.  Student Ratings of Choice in Reading. 
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Figure 5.  Student Ratings of Enjoyment in Reading 
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1 

Implications of the Failure to Employ Highly Qualified Teachers under the No 
Child Left Behind Act: A Growing Issue for School Administrators 

 
 

Background 
 

Since the implementation of the federal No Child Left Behind Act (NCLB) in 2002, 

many facets of the American public education system have been impacted. One issue of 

relatively recent concern is that of “highly qualified” teachers. By the end of the 2005-

2006 school year, all teachers of core academic subjects were to have been deemed 

highly qualified according to federally approved state standards (Porter-Magee, 2004). 

Many states are still struggling with this highly qualified teacher issue. In many 

instances, although teachers possess the proper state teacher certification for the area in 

which they are teaching, they do not meet the federal standards which would give them 

the highly qualified designation. Under NCLB, those districts with teachers deemed to be 

less than highly qualified will begin to face sanctions after 2006. Even prior to 2006, one 

of the provisions of NCLB was that parents had to be notified, after four consecutive 

weeks of instruction, if their children were being taught by teachers deemed to be less 

than highly qualified. 

 

Issues 

 

On the surface, it is difficult to dispute the logic of having highly qualified teachers in the 

nation’s public schools. Research by Linda Darling-Hammond (2000) concluded, “The 

most consistent highly significant predictor of student achievement in reading and 

mathematics each year tested is the proportion of well-qualified teachers in a state: those  
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with full certification and a major in the field they teach.”  However, U.S. Department of 

Education statistics released in 2003(U.S. Department of Education) showed that nearly  

half of all secondary teachers did not have a college major in their assigned subjects, 

which runs contrary to NCLB requirements. In a recent study by two researchers from the 

Education Commission of the States (Wanker & Cristie, 2005), they found that, “…a 

number of NCLB requirements are proving particularly challenging for states. For 

example, few states are on track to implement high quality staff development for all 

teachers; only 10 states appear fully on track to ensuring that both new and veteran 

teachers are highly qualified to teach in their subject area…”  Wanker and Cristie went 

on to say, “ECS analysis of data from March 2003 to 2004 indicates that, although states 

have passed a number of policies relating to defining a ‘ highly qualified teacher’ and 

addressing subject matter competency, many states have struggled to address the 

measurable objective requirements in this category.”  These authors further clarified this 

statement by positing the following statement, 

 The issues and challenges that face states regarding the highly qualified teacher  

 category include (a) ‘certified’ versus ‘qualified’ – NCLB forces states to  

 confront the fact that a previously ‘certified’ teachers is not necessarily a ‘highly  

 qualified’ teacher, which may provoke redesign or certification procedures and  

 ways for teaching teachers already in the classroom” (Wanker& Cristie, 2005). 
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In a 2004 article addressing the issue of teacher quality in California’s public schools, the 

following was asserted by the author (Darling-Hammond, 2004), 

The growing number of underqualified teachers has contributed to growing 

inequality in opportunity to learn. Students in high-minority and low income 

schools are several times as likely to have underqualified teachers as those in 

more affluent schools. Students in the lowest achievement decile on the state’s 

Academic Performance Index (API) are more than six times as likely to have 

underqualified teachers as students in the highest decile. The presence of 

underqualified teachers is strongly related to both student socioeconomic status 

and to student achievement. 

 

Regardless of the socioeconomic situation of the district, many will face the specter of 

dealing with the highly qualified teacher issue. Failure to be labeled as highly qualified 

will certainly have a negative influence upon the morale of those teachers identified as 

lacking. In the words of one author, “ Unfortunately, many existing teachers are unhappy 

about having to prove that they are qualified to teach the subject that they may have been 

teaching for years” (Porter-Magee, 2004). 

 

The author of this paper conducted an online survey of 240 Illinois public school 

superintendents in the spring of 2006 (Hunt, 2006). Among the thirty questions asked  
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were some directed specifically toward the issue of teacher qualifications. Just over 26% 

of the superintendents of the targeted Title 1 districts responded to the survey. Over 25% 

of the respondents admitted that they had teachers that were not highly qualified in their  

districts, and another 11% were unclear about the qualifications of their teachers. In 

Illinois, as is the case in many other locations, the largest areas of teacher non-

compliance were in special education, middle level education, and bilingual education. 

 

One factor that has led to confusion and frustration regarding the qualifications of 

teachers is that under federal NCLB guidelines, each state is allowed to establish its own 

requirements pertaining to the highly qualified issue. Porter-Magee (2004) states, 

 … one of the biggest loopholes in the highly qualified teacher provision includes 

 a rule that governs how states can prove that existing teachers have demonstrated  

subject area mastery. Known as the High Uniform State Standard of Evaluation 

(HOUSSE) provision, it says the states may decide for themselves what existing 

teachers must do to demonstrate mastery in the subjects they teach. Because the 

federal government has not articulated acceptable minimum HOUSSE standards, 

many states have opted to craft standards that yield the greatest number of highly 

qualified teachers, rather than risk the political backlash of admitting that some 

percentage of existing teachers are not highly qualified by NCLB’s rigorous 

definition. 
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In spite of the supposed flexibility presented to states via the HOUSSE approach to 

teacher qualifications, the superintendents in the previously mentioned (Hunt, 2006) 

surveyed districts also indicated that the highly qualified issue was beginning to wear on  

some teachers. Some cited this issue as one that was beginning to negatively impact 

teacher morale. In the case of the less than highly qualified teachers, they are not only in 

a position of worrying about the academic success of their students, but they are also 

facing the stress of attempting to become highly qualified. It is not unusual for districts 

with students failing to make AYP to institute major staff development efforts, in the 

hope of better addressing the student achievement issues. At the same time, the less than 

highly qualified teachers must also be involved in coursework or professional 

development activities related to their qualification deficiencies. Building level 

administrators are those individuals initially facing the brunt of the teacher stress and are 

the individuals that must do whatever they can to help ameliorate the feelings of teacher 

anxiety. 

 

Another impact upon building level administrators is the obligation for the district to 

notify parents if their children are being taught by teachers judged to be less than highly 

qualified. In actual fact, the notification letters, which must be sent out after the fourth 

week in this scenario, often are generated by building level administrators. While the 

letters themselves are fairly “boilerplate” in nature, the act of stating that specific teachers 

are not highly qualified is not routine for building level administrators. In many cases,  
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these administrators sincerely believe that the teachers they are identifying to parents are 

actually excellent teachers. However, if they do not meet the outlined standards, they are 

not highly qualified. When there are parental concerns regarding these letters, the  

building level administrators are the individuals typically charged with responding to 

these parental concerns. 

 

 

A third way in which administrative morale is influenced by the highly qualified issue is 

in the area of recruiting and hiring new teachers. As previously stated, the largest areas of 

non-compliance are in the areas of special education, middle level education, and  

bilingual education. It has always been difficult of find a sufficient supply of candidates, 

particularly in the areas of special and bilingual education. In the past, it was not unusual 

to employ teachers in those areas with the proviso that they would immediately begin 

working on permanent certification in the appropriate area. Many states would routinely 

grant provisional certification, often for a year, to such individuals. In some states, it was 

permissible to employ teachers in high need areas without provisional certification. 

Illinois, for example, often grants letters of non-jeopardization, which would allow 

teachers certificated in other areas to be employed in high need areas and to work on the 

proper certification at a pace determined by the employing school district. Now, in the era 

of NCLB and highly qualified teachers, provisional certification and letters of non-

jeopardization are some what moot. Principals are now often placed in an untenable  
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situation. On the one hand, they must fill special education, middle school, and bilingual 

positions, because they have students that must be taught. On the other hand, there are not 

enough highly qualified candidates available to fill the positions available. This situation 

is particularly acute in rural, urban, and lower-paying school districts.  

 

Conclusions 

 

It does appear that NCLB and the highly qualified teacher issue will be with us for the 

immediate future. With this in mind, what can and should building level administrators 

do in order to manage their morale issues, and those of their teachers, pertaining to this 

issue?  First, building leaders must do all they can to facilitate the movement of their less 

than highly qualified teachers toward highly qualified status. This could include making 

information available regarding HOUSSE procedures in each location. It could also 

include providing as many staff development and college course opportunities as possible 

to assist teachers in their efforts to achieve highly qualified status. It is often possible to 

bring college coursework to campus and to host a cohort type of setting for teachers 

working on their qualifications. 

 

Administrators can also share the good news with the bad. While building leaders may be 

required to issue the dreaded letters regarding qualifications, they can also share with 

their parents and other constituents the many positive things happening in their buildings.  
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They can share the success of their students on nationally standardized tests, and NCLB 

measures, which are often positive, even with less than highly qualified teachers. They 

can inform their constituents of the successes of the schools’ academic teams, the 

happenings in the talented and gifted programs, etc. A large volume of positive 

information of this nature can help dampen the negative impact of the highly qualified 

issues. 

 

Finally, building level administrators need to form support groups in which they discuss 

their frustrations, as well as their many successes, with other administrators. Such 

sessions will help administrators see that they are not in this alone. They will also see that 

they cannot, and should not be judged by this one issue alone. They need to be reminded 

of the many positive advances that are occurring in their respective buildings. 
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Abstract 
 
 This Panel Session presented and discussed both quantitative and qualitative 
formative evaluation data supporting the benefits of integrating behavioral and cognitive 
developmental approaches within two preschool settings serving normally developing 
children.  One setting is a University Nursery School and the other is an inner city 
preschool, day care, head start, and kindergarten setting.  Both settings utilize 
developmentally appropriate practices in formulating, delivering, and monitoring their 
programs.  Both settings expressed an interest in taking advantage of the Competent 
Learner Model (CLM) to assist them with their more challenging learners.  The CLM 
blends applied behavior analysis, direct instruction, and precision teaching practices to 
assist educators to develop competent learners.  This is accomplished by focusing on 
developing Competent Learner Repertoires including observer, listener, talker, reader, 
writer, problem solver, and participator repertoires, the sets of skills needed to learn 
under everyday circumstances.  In the course of implementing the CLM each setting has 
collected data to monitor the development of these repertoires.  In addition, each setting 
collects data on the developmental progress of their learners.  The relationship among 
these data, the impact on teacher decision-making, and the benefits of blending the 
behavioral and cognitive developmental practices were presented and discussed. 
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Skinner Meets Piaget on the Preschool Playground: Practical 

Synthesis of Applied Behavior Analysis and Developmentally 

Appropriate Practice Orientations 

Bobbie Gibson Warash, Reagan Curtis, and Dan Hursh 

West Virginia University 
 

Imagine the scenario --- Piaget (1971) and Skinner (1968) meet on the preschool 

playground in Reggio Emilia, Italy, not to dispute ideas but to “share” theoretical issues 

that would contribute to a quality and functioning early childhood classroom. How 

beneficial this would be to the preschool teacher who is struggling to grasp the 

philosophical views of Reggio Emilia within her/his educational training and background 

of developmentally appropriate practice. Add the behaviorist background of the special 

needs teacher to the mix and there is a menagerie of philosophical issues floating in the 

air. Who is right? Do early childhood educators have to dichotomize between 

philosophies? Can an integration of the teachings of Skinner, Piaget, and Malaguzzi 

(1998) preserve the integrity of the preschool classroom?  

With the increased excitement and notable strengths of the project approach used 

in Reggio Emila combined with the increased number of inclusive preschools, the early 

childhood teacher is left to filter through various adaptations and approaches. Can early 

childhood educators consider themselves developmentally appropriate, have children 

engage in long term projects where teachers facilitate fruitful conflict and “scaffold” 

children to their developmental potential, and integrate behavior analytic practices and 

teaching methods such as Direct Instruction and Precision Teaching in their fully 
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inclusive classrooms. This paper focuses on the integration of developmentally 

appropriate practice (DAP), the project approach of Reggio Emilia, and the use of a 

behavior analytic model, specifically the Competent Learner Model (Tucci et al, 2004), 

as the theoretical basis for a quality preschool environment at the West Virginia 

University Nursery School. 

We recognize that constructivist and developmentally appropriate practice 

perspectives based on work by Piaget (1971), Vygotsky (1978), Bredekamp and Copple 

(1997), and others are often presented as near polar opposites of behavioral accounts of 

learning and development. While it is true that the foundations of behaviorism originated 

partially in opposition to constructivist accounts of development, we are finding 

substantial overlap and room for integration of these two perspectives in practical 

application. The first author is director of a constructivist oriented preschool influenced 

by Reggio Emilia and is exploring applications of behavioral theory, the second author is 

a constructivist trained developmental researcher, and the third author is an educational 

psychologist trained in Applied Behavior Analysis. The contrasts between these 

philosophical foundations are clear, but the commonalities are often ignored. Both 

constructivism and behaviorism have as their goals the development of independent 

learners, learners who have the skills to construct their own learning. Both suggest that 

sufficient support be provided so that the skills needed to construct learning are 

developed. Both focus on the learning of individual students, tailoring instruction to 

assure for that learning. We recognize that what we are proposing flies in the face of 

tradition, but for the sake of their students, early childhood educators must explore the 

potential of integrating these two highly influential perspectives. 
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 Reggio Emilia has made many contributions to the early childhood field. One 

derivative Reggio has accomplished is the opportunity for early childhood professionals 

to reconfigure their educational views and to “think outside the box”, which helps to 

achieve harmony between contrasting perspectives. As they accept the innovative 

philosophy developed in Reggio Emilia, many early childhood teachers strive to adapt 

documentation and other Reggio practices to help their classrooms become better and 

more interesting for all children, including those children with special needs.  

 With the growing number of children with various disabilities and challenging 

behaviors in the regular preschool classroom, it is essential for early childhood teachers 

to have the necessary skills to identify and help these children. Teachers must recognize 

the critical warning signs of a young child who may not be learning or the child who has 

behavior issues that impede his/her learning. In addition, teachers must know how to 

make modifications that include individualized instructional strategies for these children. 

Teachers are not obtaining the type of training in higher education institutions that is 

needed for this kind of preschool intervention (Chang, Early, & Winton, 2005). Teachers 

who receive more training on how to work with children with disabilities feel more 

confident and have a more positive attitude towards inclusion (Warash, Curtis, & 

Morgan, 2006). Teachers need help applying recommended practices and converging the 

practices of the early childhood teacher and the special education teacher. The early 

childhood teacher needs strategies and skills to work with young children who have 

learning or behavior challenges in order to capitalize on the advantages of early 

intervention. Without the expertise to implement appropriate instructional strategies, 

teachers become frustrated and children do not get needed interventions. Intervening 
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early applies to young children not only exhibiting behaviors associated with a learning 

disability, but also to young children with other developmental difficulties and 

challenging behavior that inhibit their quest to be competent learners.  

Behavioral approaches have been the predominate source of techniques that 

special education teachers have employed. Now special education teachers and early 

childhood teachers have classrooms with typically developing children, children with 

challenging behaviors, and children identified as needing special services. Can teachers 

use behavioral approaches in their classrooms and still be exemplifying developmentally 

appropriate practice? We believe so. It is not an “either/or” issue, but rather a 

convergence of teaching methods. This takes us to our third part of the paper. We have 

demonstrated that developmentally appropriate practice has changed over the years with 

still another position statement in the process of emerging. We have described the value 

that Reggio Emilia has placed on children’s ability to create beyond stage expectations. 

We have described the combination of the philosophies of Reggio Emilia and 

developmentally appropriate practice. Now it is time to integrate the theory and practices 

of B.F. Skinner into the developmentally appropriate classroom. Just as Reggio Emilia 

has entered the early childhood arena, it is now time to disregard prejudices, cross 

theoretical battle lines, and see how the work of BF Skinner and Applied Behavior 

Analysts can inform practice in early childhood classrooms. 

The WVU Nursery School, which is considered developmentally appropriate by 

professionals who have had contact with it, uses approaches of Reggio Emilia and has 

recently incorporated the Competent Learner Model (Tucci, Hursh, & Laitinen, 2004). 

The Competent Learner Model (CLM) views learning as primarily a result of intensive, 
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individualized instruction within a classroom setting. Just like developmentally 

appropriate practice and the Reggio Emilia approach, the foundations of the CLM include 

an appropriate curriculum, effective teaching strategies, and ways to structure the 

learning environment so that children acquire the competencies needed to be competent 

learners. The language is somewhat different than what developmentalists are used to but 

the intent is the same. CLM is one method of giving teachers the tools they need to 

intervene with children who have challenging behaviors or learning difficulties. 

CLM gives teachers specific techniques to incorporate in the classroom, 

techniques which can be woven into the developmentally appropriate classroom 

environment. The focus of CLM is for learners to develop the seven repertoires in order 

to perform successfully in every day environments. The repertoires include talker, 

listener, problem solver, participator, observer, reader and writer (Tucci et al, 2004). 

Tucci, the developer of CLM says these competent learner repertoires are the core of all 

learning. Teaching the component behavior of a repertoire over time strengthens the 

generative repertoire. Are these not the same behaviors early childhood educators want 

children to learn? Yes, the manner of instruction maybe somewhat different but if it 

works to help a child become more competent, so the child feels good about his/her 

accomplishments, then the child can progress.  
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Skinner goes to Reggio: Studying the Impact of  

Competent Learner Model Training in a Constructivist Oriented Preschool 

Reagan Curtis, Bobbie Gibson Warash, Liyu Chen, and Dan Hursh 

West Virginia University 

 We explored the impact on teacher decision-making and student repertoire and 

developmental skills evaluations of implementing in-service training based on a specific 

behavioral perspective, the Competent Learner Model, in a constructivist-oriented 

preschool heavily influenced by the Reggio Emilio approach (Tucci, Hursh, & Laitinen, 

2004; Vakil, Freeman, & Swim, 2003).  

Method 

 We utilized quantitative data in this mixed-methods study to focus on student 

repertoire and developmental skills evaluations, while the qualitative data was used to 

focus on teachers’ decision-making processes and perceived impact of CLM training 

(Collins, Onwuegbuzie, & Sutton, 2006; Onwuegbuzie, & Leech, 2005). Quantitative and 

Qualitative findings were integrated to inform our conclusions relative to the impact of 

CLM training in this preschool context.  

Two quantitative student evaluations were conducted by preschool teachers prior 

to implementing CLM training: one based on a developmentally appropriate practice 

framework [The Work Sampling System Preschool-4 Developmental Checklist; Meisels 

et al., 1995] and another based on the CLM framework [Competent Learner Repertoire 

Assessment (CLRA); Deem, 1998]. These measures were each conducted again with the 

same students as training neared completion and a follow-up administration of each 
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measure will be done during Fall 2006. We are interested both in how closely correlated 

these two assessments are and in measuring any change across time. 

The Work Sampling System is an authentic performance based assessment tool 

where teachers document and evaluate children’s skills, knowledge and behaviors over a 

period of time. The data reported here are based on the checklist component, which 

utilizes the following scale: 1=Not Yet, child cannot demonstrate indicator; 2=In Process, 

children demonstrates indicator intermittently; and 3=Proficient, child can reliably 

demonstrate indicator. 

 The CLRA consists of evaluation formats for identifying aspects of each of the 

seven Competent Learner Repertoires.  Students are observed during typical class 

activities and raw data from those observations are translated into five levels of repertoire 

development:  1=repertoire is not established, 2=exists only as an approximation, 

3=established but rarely exhibited, 4=established and exhibited often but needs further 

development across people/places/items, and 5=established and fully developed.  

The two full-time teachers kept a collaborative decision-making log briefly 

describing student issues that arose. Individual teacher interviews were conducted near 

the beginning and end of CLM training, with follow-up interviews to occur during Fall 

2006. The semi-structured interview protocol focused on teacher decision-making 

centered on entries in the decision-making log. We are interested in the dynamics and 

foundations of teacher decision-making and how CLM training may impact those. The 

initial interviews have been transcribed and preliminary analyses are described below. 

 The CLM Course of Study is a 12 unit mastery-based instructional sequence.  It 

uses video clips of actual teachers and students interacting to illustrate the integration of 
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Applied Behavior Analysis, Direct Instruction, and Precision Teaching with students with 

challenging behaviors.  Teachers selected a student to work with based on initial Work 

Sampling System and CLRA assessments. As teachers practice applying what they learn, 

a coach checks for mastery of the skills taught in each unit.  

Results and Discussion 

 Focusing first on student repertoire and developmental skills evaluations, initial 

summary analyses are reported here. The mean (SD) across all items for each measure 

before and near completion of training was computed (see Table 1).  

Table 1 

Mean (SD) across items for Work Sampling System Preschool-4 Developmental Checklist 

and Competent Learner Repertoire Assessment (CLRA) before and near completion of 

Competent Learner Model training. 

Measure Before Training Near Completion 

Work Sampling 

System 

1.40 (.42) 

n=20 

1.92 (.17) 

n=19 

CLRA 

 

4.49(.55) 

n=19 

4.68 (.23) 

n=16 

*Note: Sample size varies due to absences. 

Our first question was how strongly correlated the Work Sampling System and 

CLRA would be considering that both are direct observation measures of children’s 

developmental skills, but each derives from different theoretical foundations. Moderately 

strong and statistically significant Pearson correlations were observed between these 

measures both before [r(19)=.49, p<.05, r2=.24] and near completion of training 
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[r(16)=.69, p<.05, r2=.48]. These correlations support the assertion that the Work 

Sampling System and CLRA were measuring similar constructs. 

 Our second question involved a focus on change across time. A repeated 

measures MANOVA was calculated with the mean across items on the Work Sampling 

System and CLRA as dependent variables. Time (before and near completion of training) 

was the within subjects independent variable (see Table 1). This analysis revealed 

significant change across time at the multivariate level [F(2,14)=16.41, p<.05, partial 

η2=.70]. Subsequent univariate tests demonstrated significant change across time for the 

Work Sampling System [F(1,15)=31.64, p<.05, partial η2=.68] and the CLRA 

[F(1,15)=4.81, p<.05, partial η2=.24]. This substantiates these measures’ sensitivity to 

developmental change. This change might be related to CLM training, but we cannot rule 

out maturation or other time-related factors.  

 Prior to the initial interviews, the teachers’ collaborative decision-making log 

included entries referring to six children. We focus here on one child, Micah 

(pseudonym). Micah’s initial individual assessment data from the Work Sampling 

System showed him to be In Process, demonstrating indicators intermittently on all items 

(M=1, SD=0). On the initial CLRA assessment, all of Micah’s repertoires were at least 

established and exhibited often except for three Participator repertoire items rated as 

either existing only as an approximation or as established but rarely exhibited (M=4.17, 

SD=1.19). 

 Micah’s decision log entry indicated that two teachers and a graduate student 

“discussed the need to work with Micah on printing his name.” The interviews revealed 

that the graduate student (who leads circle time for Micah) initiated this log entry. The 
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teachers and graduate student collaboratively decided they would emphasize writing his 

name at appropriate times during the day when it was meaningful to him. This included 

asking him to write his name on any product he created (play plans, art work, etc.). They 

also discussed transitioning to Kindergarten with the whole class and that Kindergarten 

teachers want them to be able to write their names. The teachers recognized a potential 

barrier in that Micah’s “name is sort of longish… so he may get M-i-c- and… gets 

interested in something else... So we make more effort to follow through with him.”  

During these initial interviews, the teachers did not recognize any effects of their 

efforts, but had just begun working with Micah that week. They also did not recognize 

any impact of CLM training, but again had just begun that same week. The decision logs 

after this initial interview indicate they continued to work with Micah in various ways 

including individualized teacher instruction time and pairing with a peer. The quantitative 

data reveal that after training, Micah reliably demonstrated all indicators on the Work 

Sampling System (M=2, SD=0). Micah also showed improvement on the CLRA 

(M=4.50, SD=1.17). The decision processes leading to these approaches, the 

effectiveness of these techniques, and whether the teachers felt CLM training impacted 

their decision-making are issues we will pursue with additional analyses and data 

collection.  

Educational and Scientific Importance 

 These preliminary results systematically replicate earlier findings (Deem, 1998) 

that showed a significant correlation between the CLRA and the Vineland Adaptive 

Behavior Scales plus CLRA growth from fall to spring for normally developing 

preschool students.  The present findings extend CLRA’s sensitivity to change and 
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correlation with another measure to a different set of learners in a different setting.  This 

study also included participation in the CLM Course of Study by the teachers in the 

setting. These results warrant the preliminary conclusion that a combination of 

Behaviorist and Constructivist practices is possible and potentially beneficial for teachers 

and students.  This may be so due to the common goals (student independent learning), 

supportive instructional practices (guided practice), and focus on individual student 

progress of both approaches.   

Practitioners want and need solutions to the various difficulties students display in 

preschools. Regardless of the theoretical framework influencing the program, a solution 

to issues pertaining to behavior may be embedded in a combination of theoretical views.  

In addition, because of current laws that mandate preschool inclusion, special educators 

with their more behavior analytic orientation and early childhood educators with their 

more developmental views are coming together in the early childhood classroom. It is not 

an either-or method, but a sharing of what works. 
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Multilevel analysis of teaching and learning styles and their 
effect on student achievement 

 
Anong Intaprom1 

Sirichai Kanjanawasee2 
 

Abstract 
 
The purposes of this research are to explore the class, teacher and school-related 
factors on student achievement and to investigate the effects of teaching styles and 
learning styles on student achievement. Participants were students and teachers from 
public and private schools in Thailand. Data were collected from student achievement 
tests, and teacher and student questionnaires. Multilevel analysis was used in this 
study. The developed model, as presented in the research, is related to the validation 
process. The results are expected to have important implications for teachers, 
administrators, policymakers, and educators. 
 
Introduction 
 
Student achievement plays a very critical role in successful educational management. 
The students who get high scores are considered successful learners. In contrast, the 
students who get low scores are considered unsuccessful learners. Educational 
management is held accountable for low student achievement. Successful educational 
management is generally linked to high achievement of students. 
 To be successful in learning is not easy. Educators, researchers and teachers 
should plan systematically and strategically for classroom practice. Studies indicate 
that the teacher plays an important roles in the class. The teacher’s characteristics, 
teacher’s behavior and teaching styles are important with regard to student outcomes 
(Opdenakker & Damme, 2006; L. F. Zhang, Huang & L. Zhang, 2005; Heiman, 
2006). He or she can make a difference (Betts, Zau, & Rice, 2003).Hence teaching 
style is a very important component of successful learning outcomes.  
 The student learning styles also play a critical role in successful learning 
outcomes. It seems quite serious for teachers to manage such good learning 
environments supporting their needs and learning styles (Cleverly, 1994; Mupinga, 
Nora, & Yaw, 2006; McMillan & Dwyer, 1990; Long & Coldren, 2006; Honigsfeld & 
Dunn, 2006). Studies indicate that the learner has his or her preferred learning style. A 
learner who is able to identify his or her preferred learning style will not only be able 
to consolidate existing learning styles, but also identify and strengthen those less 
frequently utilized (Astin, Closs & Hughes, 2005). Teachers therefore need to take 
student learning styles seriously. The student learning style is as important as the 
teaching style. Both these factors affect student learning and achievement. 
 

1 Anong Intaprom is a Ph.D. Candidate, Doctoral Program in Educational Research Methodology, Department of Educational 
Research and Psychology, Faculty of Education, Chulalongkorn University, Bangkok, Thailand. E-mail address: 
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(66)1-5950816 
2 Sirichai Kanjanawasee is a professor, Department of Educational Research and Psychology, Faculty of Education, 
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 2

 Although Thai government has placed a great deal of emphasis on education 
management for years, the students achievement has been a neglected area. There 
have been very few research on teaching and learning styles and their impact on 
student achievement in Thailand. The Thai education management is at a critical 
juncture at present. It is necessary to find ways to improve the Thai student 
achievement. And since the teaching and learning styles have complex patterns of 
variability with a focus on nested sources of variability, research that employs a 
multilevel analysis will be the most appropriate and will be used in this research. 
More specifically, the model proposed by Opdenakker & Damme (2006) will be used 
in this study and would include demographic variables and the teaching and learning 
styles. 
 
Objectives 
 
The purposes of this study are to explore the class, teacher, and school-related factors 
of student achievement and to investigate the effects of teaching styles and learning 
styles on Thai student achievement 
 
Conceptual Model 
 
As review of literature indicates (Opdenakker & Damme, 2006), the measurement of 
teachers’ self-report reveals three components of teaching variables. The first 
component refers to the extent to which the teacher has an instructionally innovative 
and student-centered teaching style. The second component refers to the extent to 
which the teacher has a traditional teaching style, namely, content-centered teaching 
style with a focus on subject matter acquisition, cognitive development and discipline. 
And, the third component refers to teachers’ classroom management. The three 
components are orthogonal in that there is no significant relations between these three 
components. Therefore, the components of teaching styles reflected in the classroom 
practice are student-centered teaching style, content-centered teaching style, and 
classroom management.  
 With respect to teacher characteristics, the gender of the teacher, his/her 
education and certification, classroom management skills and his/her job satisfaction 
were considered. Besides, Ramsay & Ransley (1986) recommended that studies of 
teaching styles should not be divorced from questions of attitudes but should use 
techniques that allow measures of attitude to be studied simultaneously with measures 
of behavior. Accordingly, the present study directly incorporated attitudinal and 
behavior measures into the notion of teacher characteristics and teaching styles. 
 With regard to learning style preferences, the model is adapted from Honey 
and Mumford (1992 cited in Papanikolaou, Mabbott, Bull & Grigoriadou, 2006). 
There are four learning styles. The first learning style is activists. In this learning 
style, students prefer activities where there are new experiences, problems, 
opportunities of active experimentation from which to learn. The second learning 
style is reflectors. In this learning style, students prefer activities in which they are 
allowed to watch, think ponder over activities. The third learning style is theorists. In 
this learning style students prefer activities where they have the opportunity to explore 
a model, a concept, and a theory. The fourth learning style is pragmatists. In this 
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 3

learning style, students prefer activities where they can concentrate on practical 
issues, such as when they are shown techniques for doing things they see practical 
advantages. 
 Multilevel modeling was used to study the class, the teacher, and the school-
relatedness of student achievement and to investigate the effects of teaching styles and 
learning styles on Thai student achievement. The relations between student 
achievement, teaching styles and learning styles were also investigated by mean of 
multilevel analysis. The modified model is displayed in figure 1. 
 
 
 
 
 
 
 
 
 
 
 
 
 
………………………………………………………………………………………….. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure1 Multilevel conceptual model of multilevel analysis of teaching styles and learning styles on students achievement 
 
 
 

____________ Opdenakker and Damme’s model 
 

      -------------------        additional variables 
 
 

Figure 1 shows Opdenakker & Damme’s multilevel structural equation model. 
The additional variables are also illustrated. Opdenakker & Damme’s model comprise 
the teacher characteristics with four variables-- the gender of the teacher, his/her 
education and certification, classroom management skills and his/her job satisfaction. 
Furthermore, the two types of teaching styles, the student-centered teaching style and 
the content-centered teaching style, are corporative variables. In addition, the 
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variables in dash-line boxes are additional variables which the researchers included to 
prove the effectiveness of the model. 
 
Research Method 
 
Data Sources 
The target population are the teachers and students in public and private schools in 
Thailand. The samples comprise 400 teachers and students in public and private 
school in Thailand. They are also divided into subgroups for the validation and 
exploration processes. 
 
Variables and Research Instruments 
 
Individual-level: Six variables of characteristics of teachers are included with gender, 
teacher education and certification, class management skills, job satisfaction, attitude 
and behavior. Moreover, four types of learning of the students are inclusive variables 
– activists, reflectors, pragmatists and theorists. The instruments are student 
achievement test and five-point Likert scale measuring both the variables of the 
teachers and the students. 
 
Class-level: Two teaching styles are in the data process, student-centered teaching 
style and content-centered teaching style. The instruments are five-point Likert scale 
measuring the styles of teaching.  
 
Analysis: Multilevel modeling is used to study the class, the teacher, and the school-
relatedness of students achievement and to investigate the school-related of teaching 
styles and learning styles. 
 
Conclusion 
It is expected that the results will have important implications for teachers, 
administrators, policymakers, and educators in improving educational practice. The 
multilevel structural equation model will show significant relationship between each 
level of variables. Consequently, The Thai educators will get the substantial 
components to enhance The Thai student achievement.  
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Abstract 

 
Teacher education programs commonly offer theoretical foundation courses for student-teachers 

with the aim of broadening students’ understanding of child development and the background of 

various classroom practices that they will encounter during their careers as teachers. Often is the 

case however, that students in a teacher education program are more concerned about learning 

specific instructional and classroom management techniques (McBee, 1999; Moore, 2003). The 

present study seeks to determine student-teachers’ attitudes regarding the usefulness and 

importance of learning about theories of child development and educational psychology as they 

first begin a one-year (post undergraduate degree) teacher education program and how these 

attitudes change after taking a set of educational foundations courses during the month prior to 

beginning their student-teaching. Thirty-five elementary teaching candidates were surveyed on 

the first day and again on the last day of a 5-week educational foundations course that ends as the 

students begin the first days of their student-teaching. The survey contains both open-ended and 

Likert-type questions regarding the students’ concerns as they enter the classroom, attitudes of 

the importance of learning about theory, and their expectations for the utility of theory. 

Preliminary results show that beginning students are most concerned about their relationship 

with their mentor teacher and classroom management issues as they enter the teacher education 

program. Attitudes about  the importance of theory differed based on type of theory (child 

development or educational psychology). We expect to find that student-teachers’ attitudes will 

be influenced by exposure to previous theory-based courses. In addition, we expect to see 

changes in their attitudes after taking a foundation course that centers on the application of 

theory in teaching. Results provide implications for teaching theory courses in teacher education 

programs. 

2007 HICE Proceedings 
Page 2385



Title of the Submission:  LA GEAR UP  Summer Learning Camp:  An Innovative Summer Enrichment 
Program for Enhancing Literacy Skills Across the Curriculum and Promoting Life-Long Learning 
 
Topic Area of the Submission:  Reading Education 
 
Presentation Format:  Workshop 
 
Names of Authors: 
 
Dr. Loretta Walton Jaggers, LA GEAR UP Director 
Professor of Education 
Teacher Education Department 
College of Education 
Grambling State University 
Grambling, Louisiana 
Phone Number: (318) 274-2122-Work 
Mailing Address: 
P. O. Box 1150 
Grambling, Louisiana 71245 
E-mail address: 
 jaggerslw@gram.edu 
 
Dr. Nanthailia McJamerson, LA GEAR UP Co-Director 
Professor of Education 
Teacher Education Department 
College of Education 
Grambling State University 
Grambling, Louisiana 
Phone Number: (318) 274-2309-Work 
E-mail address: 
mcjamersonn@gram.edu 
 
Corresponding Authors: 
Dr. Doris Williams-Smith, Head 
Teacher Education Department 
Grambling State University 
 
Dr. Anthony Johnson, Assessment Coordinator 
Project LA GEAR UP 2006 
Teacher Education Department 
Grambling State University 
 
Dr. Elaine Foster, Counselor/Tutor Coordinator 
Project LA GEAR UP 2006 
Teacher Education Department 
Grambling State University 
 
Dr. Kathryn Newman, Professor of Education 
LA GEAR UP Explorers Club Consultant 2006 
Teacher Education Department 
Grambling State University 
 
Mrs. Diana  Frank 
LA SIP/LA GEAR UP Guidance & Counseling Coordinator 
State Department of Department of Education 
Baton Rouge, Louisiana 

2007 HICE Proceedings 
Page 2386



 
 
 
 
 

Presentation Abstract 
 
 

LA GEAR UP Summer Learning Camp: An Innovative Summer Enrichment 
Program for Enhancing Literacy Skills Across the Curriculum and 

Promoting Life-Long Learning 
 

Session Objectives 
 

     Given varied content, activities, and materials the participants will be 
able to . . . . . . . . . . . . . . . 
 

• Describe the format and goals of the LA GEAR UP summer learning 
camp; 

• Identify specific activities that were used to develop and enhance 
specific Reading/Literacy skills across the curriculum; 

• Participate in various enrichment activities that were used during the 
camp implementation process to develop and strengthen leadership 
skills, test taking strategies, and math and science skills. 

• Explain how the “Explorers Club” program component was used to 
present various career opportunities.    

 
Session Overview 
 
     Grambling State University received an $85,674.00 grant from LA 
SIP/LA GEAR UP (Louisiana Systemic Initiatives Program and Louisiana 
Gaining Early Awareness and Readiness for Undergraduate Programs) to 
implement two one week summer learning camps for 120 8th, 9th, and 10th 
grade students.    Camp I was held July 16-July 22, 2006.  Camp II was held 
July 23-29, 2006.  The project was billed, “CSI: Grambling”.  The major 
focus of this enrichment program was to use forensic investigations to 
develop and strengthen basic math, science, and literacy skills.  The 
culminating activity was a field trip to the crime lab.  The participants 
participated in Leadership Training, Tutoring/Test Prep, and diverse 
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recreational activities.  Opportunities were also provided for participants to 
explore career choices and generate ideas for the school year through 
participation in the Explorers Club.  The project was a collaborative effect 
between the Department of Teacher Education, the School of Nursing, the 
Chemistry Department, and Grambling Middle Magnet School at Grambling 
State University.   
 
      The session activities will include highlights of the LA GEAR UP 
implementation process of the 2006 Summer Learning Camps at Grambling 
State University. The highly interactive workshop activities are designed to 
include the use of multi-media resources and cooperative/collaborative 
group experiences to demonstrate the key components of the Grambling LA 
GEAR UP Summer Learning Camp Model.  The evaluations from the 
campers and camp staff will also be presented to demonstrate the 
effectiveness of the program activities.  The products/student artifacts from 
the various activities will also be presented.  Participants will have an 
opportunity to experience the implementation process as sample activities, 
strategies, and resources are presented.  LA GEAR Packets will be provided 
for each of the participants. 
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Mixed-Method Research in the Study of Schools Facing Challenging Circumstances 
 

Introduction 
 Educational researchers and practitioners face both conceptual and practical challenges in 
dealing with data from mixed methods research studies. They are in need of illustrative 
discussions of various strategies for data analysis and integration of mixed method data. This 
paper addresses analytic strategies and insights learned from the mixed-method study of success 
of schools with unique challenging circumstances in Canadian urban contexts. The paper 
demonstrates major analysis and integration strategic processes, such as multiple steps of data 
reduction and thematic categorization reorganization of survey data, microanalysis of extreme 
cases, and synthesis of results from different data types.  
 

Theoretical Framework 
 Mixed-method research has been increasingly used in educational research and 
evaluation as alternative to traditional mono-method ways of conceiving and implementing 
inquiries (Creswell, 1994; Greene, Caracelli, and Graham, 1989; Reichardt & Rallis, 1994; 
Tashakkori & Teddlie, 2003). Various paradigmatic assumptions were debated and proposed as 
alternatives. For example, purists argued paradigmatic incompatibility that different paradigms 
have fundamentally different and incompatible assumptions about human nature, the world, and 
knowledge claims (Guba & Lincoln, 1989; Smith, 1983). Recent work has been focused on 
conceptual frameworks for the mixed methods research, including pragmatism (House & Howe, 
1999; Tashakkori & Teddlie, 2003) which acknowledges differences but is willing to mix 
methods, and the dialectic stance (Greene & Caracelli, 1997) suggests that differences exist and 
such differences are important, thus cannot be ignored or reconciled but must be honored.  
 Researchers benefited from conceptual frameworks that link purposes of mixed-method 
research to design issues (Creswell, 1994; Greene, Caracelli, and Graham, 1989). For example, 
Greene et al. (1989) reviewed 57 empirical mixed-method research projects and identified five 
common purposes of mixing qualitative and quantitative data: triangulation, complementarity, 
development, initiation, and expansion. The triangulation purpose of the mixed method research 
seeks evidence for convergence and corroboration while complementary mixed method research 
is aimed at strengthening results through elaboration, illustration, and clarification by using 
different methods. The developmental purpose of the mixed method research is intended to use 
one method to help develop the other method. The initiative mixed method research is interested 
in paradoxical and contradictory perspectives or tensions resulting from juxtaposition of different 
methods whereas the expansion purpose extends the breadth of the inquiry by incorporating 
different methods for different components or aspects of the inquiry.  
 Despite increasing use of mixed-method research, it is often difficult to find empirical 
mixed-method research that integrates the different method types at the data analysis and 
synthesis level (Greene et al., 1989; Jang & Quinn, 2006). Many researchers call for more 
strategies for integrating multiple data as a priority for further mixed-method work. Shifting 
away from debates on paradigmatic differences, current mixed-method practice seeks practical 
guidelines for integrating multiple data sources more systematically. In recent years, a few 
journals and books attempted to meet such needs by having special issues dealing with 
methodological reflections on integration of mixed-method data and synthesis of findings in 
drafting reports (Brannon, 2005; Li, Marquart & Zercher, 2000; Weisner, 2005). As we benefited 
from such well-illustrated documents of mixed-method research work, we believe that our 

2007 HICE Proceedings 
Page 2390



 3

illustration of analytic strategies used in this mixed-method research work will serve other 
researchers and practitioners seeking practical guidelines through examples of mixed-method 
research. 
  

Research Background 
The Schools with Challenging Circumstances (SCC) research project was initiated and 

implemented through collaborative partnerships among two district school boards, the Ontario 
Ministry of Education and a team of researchers at the Ontario Institute for Studies in Education 
of the University of Toronto (OISE/UT). The purpose of the project was to contribute to the 
knowledge base regarding student success in schools facing challenging circumstances, with a 
particular emphasis on innovative leadership practices. Given the need for richer descriptions of 
leadership practices within schools facing challenging circumstances, the prime aim of this 
project was to provide evidence-based accounts of various factors associated with school 
improvement and student achievement and further to provide the basis for sustainability of 
improved student learning.  

Current educational reform efforts paid considerable attention to identifying difficult and 
challenging circumstances that schools increasingly face and improving schools in such 
challenging circumstances (Harris & Chapman, 2001; Gore & Smith, 2001; Maden, 2001; Muijs 
et al., 2004). While all students face probabilities of risk, the disparity between students with 
high and low achievement constitutes the attainment gap. In particular, schools located in 
disadvantaged communities face high rates of academic failure and dropouts, physical and 
mental health problems, staff turnover, and mobility. For schools in these communities, low 
socioeconomic status and high levels of unemployment at family and community levels remain 
key challenging factors.  

Recent immigrants face challenges related to settlement, language and employment. To 
help make connections within the community, some schools provide translation services but 
other schools do not have the funds for this service. Hence, the families may feel disconnected to 
the schools. Additionally, their children, trying to integrate into the school system, may have 
different educational values and experiences than their parents, further complicating the 
educational experience. Yet, there are schools that have demonstrated success, and whose 
students are showing improved learning outcomes regardless of the social and community 
challenges. Demonstrating success with this equity issue is critical to the continued excellence of 
Ontario schools. 

A number of studies of successful schools in challenging circumstances have provided 
empirical evidence of school improvement and effectiveness by addressing themes related to 
instructional practice (Hopkins, 2001; Reynolds et al., 2001), leadership (Hargreaves & Fink, 
2006; Harris & Chapman, 2001; Leithwood & Steinbach (2002); Murphy, 2002; Ryan, 2006; 
Spillane, 2006), Data richness (Bernhart, 2004; Bray, 2005; Connell, 1996; Earl & Katz, 2005; 
Hopkins, 2001); positive school culture (Joyce et al., 1999), learning community (Louis & Kruse, 
1995), professional development (Freeman, 1997; Guskey, 2000; Van Horn, 2006; Randi & 
Zeichner, 2004; ), parent involvement (Henderson & Berla, 1994; Henderson & Mapp, 2002; 
Seeley et al., 1990), and resources (Reynolds, 1998).  

While there are wide ranges of studies that have considered the aforementioned factors 
associated with improving schools in challenging circumstances and produced overarching 
school improvement models, research on school improvement and practical strategies needs to 
be grounded in specific school contexts and be sensitive to unique challenging circumstances. 
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From the methodological perspective, we need to maximize our research skills and capacity by 
utilizing quantitative research to test relative strengths of all important factors and qualitative 
research to provide context-rich meanings to the multidimensional construct of school 
improvement in multiple challenging circumstances.   
 

Method 
Participants 
 Two district school boards each identified 10 schools that showed increases in their 
provincial standardized tests over time despite unique challenging circumstances. The 
challenging circumstances that the identified school faced included a diversity of socio-economic 
status, ESL populations, special education, lengths of time for the principals, and mobility. A list 
of staff members, ten parents, and class lists of all Grade 5 and 6 students was obtained in 
consultation with school principals. Three teachers, five parents and five students were randomly 
selected from each school. The principal and three teachers were interviewed individually and a 
focus group of parents and students respectively were interviewed.    
 
Data collection procedures 
 The research team used a mixed-method research approach for data collection and 
analysis in order to understand the complex nature and processes of student success from various 
participants’ perspectives. The purpose of the mixed-method research was complementarity in 
that mixed-method data would allow for clarification and illustration of results from one method 
with the use of another method. Nonetheless, the purpose of the mixed-method research was not 
clearly defined at the data collection planning stage, and as a result, analysis of the different data 
types required various integration strategies.   
 The SCC research team collected quantitative and qualitative data concurrently by 
employing individual interviews (n=80), focus groups (n=40), and large-scale surveys (n=440). 
The qualitative data consisted of interviews with principals and teachers and focus groups with 
parents and students. The interview questions probed such issues as: What makes a school 
successful in terms of improving student achievement? How does school administration work 
collaboratively with staff to put into place both processes and programs that are effective? How 
is instructional and transformational leadership developed, demonstrated and sustained by all 
members of the school community? All qualitative data were transcribed and analyzed using N6.  
  A school life survey (Ross, Hannay & Brydges, 1998) was used to collect information 
regarding school staff’s perspectives on school leadership, school culture, attitudes to school 
changes, professional development, teacher efficacy, use of data in decision making, and shared 
decision making. The factor-analyzed survey data were combined with preliminary results from 
the qualitative data analysis in order to prepare initial progress reports sent to the school 
principal for clarification and feedback. About one half of the schools provided feedback, which 
was used to clarify the description of the school context. 
 
Analytic strategies for mixed-method data  
 The lack of clear definition of the purpose of the mixed-method research required the 
research team to develop analytic and integration strategies very carefully. Early data analyses 
resulted in a lack of commonality between the survey and interview data. The complementary 
purpose of the mixed method research was not best served by the collected data types. 
Accordingly, the team took an integrative approach to the data analyses. In this integrative 
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approach, insights learned from different methods are transferred to a substantive framework, an 
interface for data integration. The final theoretical framework is achieved through multiple 
iterations of a spiral reconfiguration of substantive interpretations of findings.  We sought data 
transformation (i.e., qualitizing or quantifying) and data consolidation (combining qualitative 
and quantitative data to create a new variable) as a major strategy of integration.  Figure 1 
summarizes the mixed-method data analysis procedure employed in this study. 
 We used both parallel and cross-track analytic strategies (Li, Marquart & Zercher, 2000). 
The first step in the parallel analysis of the mixed-method data sets was data reduction of a large 
volume of interviews. A team of researchers reviewed the data iteratively in order to develop a 
set of thematic categories. We negotiated inherent meanings of the initial 16 categories and 
developed descriptions of the categories. Using the initial categories set, we reviewed the entire 
data set again to identify examples of text, perspectives associated with the categories, and links 
among the categories. We concluded that some of the categories overlapped, and thus were 
combined with other major categories. Descriptions of resulting 11 major themes were 
summarized with examples of text that illustrate meanings of the themes. The 11 major themes 
included: Leadership, Programs, Data use, Communication, Diversity, Professional Development, 
School and class culture, Community Outreach, In-school Resources, Literacy, Numeracy, 
Social and Emotional Behaviors, and Parental Involvement. Among them,  “Leadership” was 
seen interacting with most of the themes, but the interactions were especially prominent among 
the themes of Professional Development, Communication, Accountability and Data Evaluation 
and Assessment, Programs, Resources, and School Climate and Culture.  

The next analytic strategy was data transformation. The major categories that emerged 
from the interview data were transformed into a thematic matrix of 11 major categories across 
four different participant types (Principals, teachers, parents and students). This process helped 
identify commonalities and discrepancies within and across the categories by participant type 
and further develop a conceptual model in which the categories were embedded. In this 
framework, the categories were represented to have a hierarchical relationship, open network 
with no sequence, or parallel links. For example, the category of “Social, Emotional and 
Behavioral” issues reflected the common perspective that ensuring students’ social, emotional 
and behavioral stability is a prerequisite to academic success in school with challenging 
circumstances. Schools whose students and student families face challenging social and 
emotional circumstances clearly articulated that there is little or no prospect of academic success 
if there are not social and emotional programs in place to help the school community (student, 
parents, teachers and administrators) approach. Other categories such as “Literacy and Numeracy 
Programs,” “Diversity in Learning”, and “Community” were expressed to have parallel 
relationships which contribute to academic success through shared leadership. 
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Subsequent analyses of the survey data were conducted to confirm the relationships of 

the categories reflected in the framework and identify extreme school cases. The survey data 
were analyzed in comparison with the results from the qualitative data analysis. One problem 
that we encountered was that dimensions measured in the School Life survey did not correspond 
directly to the thematic categories that emerged from the qualitative data. We resolved the 
problem through data consolidation. We reviewed the survey items to create a new set of 
variables by combining the results from the qualitative data analyses with the survey data. Newly 
created composite variables were used to examine correlational relationships among the themes 
and compare overall perceptions about the major themes held by teachers and principals across 
the participating schools. The results from the correlational analyses confirmed similar patterns 
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in the relationships among the 11 themes associated with school improvement and student 
achievement. That is, the category of “Leadership” was strongly associated with categories of 
“Professional Development” and “Communication” whereas it showed moderate or weak 
relationships with the category of “Community.”  

The next step was atypical case studies. Treating individual schools as a unit of analysis, 
we created box plots to compare average levels of perceptions about the major themes among the 
20 schools across the two school district boards. We were able to identify school cases which 
showed significantly different perspectives from the overall perspective. We revisited the 
qualitative data with the extreme school cases to substantiate causes. For example, a focused 
analysis of interviews from school cases with teachers’ low ratings of “Professional 
Development” revealed relatively fewer references to professional development concerns about a 
lack of communication, and staff’s resistance to the change process.      

The final step in this mixed-method data analysis was to synthesize results holistically in 
drafting the study report. A descriptive summary of the major categories was corroborated 
through integration of the results from the survey data analysis. The proposed conceptual 
framework expressed relationships among the categories by integrating both qualitative and 
quantitative data with illustrations using some school cases. The drafting process was 
collaborative and dialogic in that the team members with different expertise took the lead in 
discussing data integration strategies.  

 
Educational Importance of the Study 

 In response to calls for more strategies for integrating mixed-method data, we 
demonstrated how we analyzed school interviews and survey data to gain a comprehensive 
understanding of school success in schools with challenging circumstances. We believe that our 
illustration of analytic strategies used in this mixed-method research work will serve other 
researchers and practitioners seeking practical guidelines through examples of mixed-method 
work. We focused our attention on large urban Canadian school districts as they were attempting 
to identify factors that have led to success in student achievement in schools facing challenging 
circumstances. The factors are specifically directed to improving literacy and numeracy in 
elementary schools. We hope that this work will bring together qualitative and quantitative 
researchers and students, along with school district partners to better understand the complexity 
of school improvement in challenging circumstances.  
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ABSTRACT 

      Although many studies have addressed burnout, secondary trauma, and job 
satisfaction among child welfare workers throughout the United States, a review of the 
current and available literature revealed limited research addressing the impact of 
vicarious trauma and its relationship to worker retention, recruitment, and job 
satisfaction. A study was conducted within the context of traumatology theory and 
examined how vicarious trauma affected child welfare workers and the degree to which it 
impacted their collective community, the child welfare system. The research questions 
that guided the study were: (a) To what degree does vicarious traumatization have an 
impact upon the child welfare worker in Pennsylvania? (b) How does vicarious trauma 
affect the child welfare system in Pennsylvania and does the child welfare system have an 
impact on the level of vicarious traumatization in the child welfare worker? and (c) What 
are the effects of vicarious trauma and its relationship on worker retention and job 
satisfaction in Pennsylvania’s child welfare system? Although this particular study 
focused on the effects of vicarious trauma on child welfare workers, the results are 
important and relevant for professionals in all human service fields—those that deal with 
people—including, but not limited to, nurses, teachers, social workers, counselors, first 
responders, and psychologists. That is, anyone who works with people can be damaged 
by the work they choose to do. 

      This qualitative, multi-case study was grounded in the Constructive Self 
Development Theory (CSDT) developed by Lisa McCann and Laurie Pearlman. CSDT is 
a developmental and interpersonal theory with a trauma focus that explains the impact of 
trauma on an individual’s psychological development, identity, and adaptation. Focus 
groups and informant interviews were the primary source of data. The researcher utilized 
an “interpretive” approach to data collection and analysis, inquiring not only about 
physical events and/or behavior, but also about how the participant makes sense of those 
events and/or behaviors, following such lines of inquiry as: How does one make sense of 
listening to and knowing about the trauma of children? How does this empathetic 
engagement influence a professional’s worldview, personality, safety, self-esteem, and 
coping mechanisms? In this particular qualitative study, 300 professionals within the 
child welfare system were interviewed. An analysis of their responses indicated severe 
disruptions in worldview, frame of reference, self-capacities, ego resources, 
psychological needs and cognitive schemas, and memory and perception. Of the three 
contributing factors of vicarious trauma, the organization proved to be the most 
disruptive and least supportive. Vicarious trauma has gone unrecognized in the child 
welfare system in Pennsylvania. 

      During the investigation, additional questions beyond the framework of the initial 
study emerged. From the viewpoint of educators who prepares students for the workforce 
in such areas as human service systems, law enforcement, and medical and mental health 
crisis and knowing that there are risks to the naive person who often describes her or his 
reason for a particular career choice as “wanting to help people,” we have the ethical and 
moral responsibility to teach and emphasize vitality in addition to providing the 
educational base necessary to help the student lessen the severity of impact-to-self which 
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is a threat to the human services profession as well as the human services professionals 
who often work with the most damaged persons in our society.     

Theoretical Framework 

Constructivist Self Development Theory  

      This qualitative, multi-case, participatory action study was grounded in the 
Constructivist Self Development Theory (CSDT) developed by Lisa McCann and Laurie 
Pearlman (1990a, 1990b). CSDT is a developmental and interpersonal theory with a 
trauma focus. This theory explains the impact of trauma on an individual’s psychological 
development, identity, and adaptation. 

METHODOLOGY 

      In this naturalistic, discovery-oriented inquiry I did not manipulate the environment 
nor place constrains on the potential outcome of the study. Rather, I attempted to gain a 
deeper understanding of the lived experiences of the workers in the child welfare system. 
The design of this qualitative, multi-case, participatory action research emerged slowly 
and was developed cooperatively with the participants in the study. 

      Initially, I conducted two focus groups. The first focus group consisted of members of 
the Retention and Recruitment Committee which consisted of county administrators, the 
president of the state wide foster parent association, the president of the private foster 
care program, and several members of the local and state offices of Pennsylvania 
Children, Youth and Families. The second focus group consisted of 67 county 
administrators of the Pennsylvania Children and Youth agencies. It was from these two 
initial focus groups that three research questions evolved and were the focus of this 
research study. Those questions were: (a) To what degree does vicarious traumatization 
have an impact upon the child welfare worker in Pennsylvania? (b) How does vicarious 
trauma affect the child welfare system in Pennsylvania and does the child welfare system 
have an impact on the level of vicarious traumatization in the child welfare worker? and 
(c) What are the effects of vicarious trauma and its relationship on worker retention and 
job satisfaction in Pennsylvania’s child welfare system? 

      Twenty-four focus groups and 65 individual interviews were conducted and served as 
the major source of data collection. Observations, detailed field notes, debriefings with a 
co-researcher, and a review of pertinent documents added to the wealth of information. It 
was during that presentation that one administrator stated, “I now have a name to attach 
to the behaviors I have been observing with my staff.” It was that administrator who 
asked if I could include her county agency in the study. She invited me to meet with her 
and her supervisors, caseworkers. That request snowballed. Eight additional 
administrators asked if their counties could be included in the study. My research design 
had changed again. Instead of meeting with regional focus groups, I met with county 
focus groups. At that meeting I was also presented with an opportunity to conduct 
impromptu interviews with several of the administrators. They discussed specific 
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situations that were occurring with members of their staffs. This type of interviewing is 
called “opportunistic or emergent sampling” (Patton, 2002, p. 240). Once this research 
started additional county administrators called and requested to participate as well. The 
total number of counties involved in the study increased to 16. 

ANALYSIS 

      Analysis was a recursive process for me. I constantly examined my approach, 
analyzing the manner in which I asked questions and determined which questions 
provoked the more powerful interactions among the participants. After a day of 
interviewing, I would listen to the tapes, review my field notes, and engage in a personal 
reflection process about how I, as a research instrument, was affected by the group 
process.  

      The analysis of the data began with the first focus group held with the Recruitment 
and Retention Committee. Analysis of the data collected during my field research began 
immediately after the first focus group and continued long after the field research ended. 
Near the end of each session, I asked one recurring question of the participants: “Is there 
a question that I should be asking you or the participants in upcoming focus groups so 
that I can gain a better understanding of this culture?” 

      Upon completion of my field research, I continued the analysis of the taped 
interviews and focus groups by listening to each of the 89 taped sessions. As I listened to 
the tapes, I took notes and indicated those themes which immediately revealed 
themselves, the verbal intensity of the overall group, the degree of intensity with which 
the participants shared their information, and the dynamics of the group–whether one 
individual dictated the conversation or if it was a shared group experience. This process 
is known as inductive analysis (Patton, 2002). Of the 89 tapes, I chose 21 of them–17 
focus groups and 4 individual sessions–that I planned to transcribe. The 17 focus group 
tapes best represented the group of 270 focus group participants and came from groups 
that were very verbal, shared relevant information, and interacted with one another in 
sharing that information. The informants in those cases provided the richest information, 
while they fluently articulated their concerns better than the members of the other groups. 

      As I proceeded with the additional focus groups and individual interviews, I noted a 
strong similarity in the themes being reported by all respondents. It was very clear to me 
after the first eight focus groups that the participants were reporting no additional themes. 
They used different words, yet they shared the same lived experiences of other 
caseworkers throughout the Commonwealth. Although no new themes appeared to 
emerge, I proceeded with the taped interviews because the participants had repeatedly 
reported that “someone is finally listening to us” and I wanted to give them the 
opportunity to be heard if only by me. The interviews were conducted with a semi-
structured format, engaging the participants as “conversational partners.”  

      I randomly selected tapes from the 21 I had selected and began the transcription 
process. After completing the 11th transcription–8 focus groups and 3 individual 
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sessions–it became evident that no new themes were emerging; I had reached a point of 
saturation. The focus groups provided a greater wealth of information than did the 
individual interviews. My findings support the work of Stewart and Shamdasani (as cited 
in Berg, 2001) in that the dynamics among the participants within a focus group produce 
a synergistic effect that permits the participants to “feed off” or build on common themes. 
This group dynamic provided the opportunity for the respondents to explain, explore, and 
validate their experiences. When conducting the focus groups, I observed the interactions 
among the participants and witnessed much nonverbal, powerful communication between 
them. The rich interactions could not be experienced in one-on-one interviews. 

RESEARCH FINDINGS 

      A total of 300 individuals participated in this research study. These participants were 
administrators, supervisors, caseworkers, or staff members from 16 public children and 
youth county agencies throughout Pennsylvania. Of the 300 participants, 65 participated 
in one-on-one interviews. Thirty of the 65 participated only in the individual interview 
process; the other 35 were also involved in focus groups, yielding a total of 270 
individuals who participated in the 24 different focus groups. Near the end of each 
session, I asked one recurring question of the participants: “Is there a question that I 
should be asking you or the participants in upcoming focus groups so I can gain a better 
understanding of this culture?” 

      The average age of all participants was 37.5 years. The participants reported 
involvement in one or more of nine job-related responsibilities within child welfare 
agencies. These totals are reported in Table 1. 

      The total of the numbers reported in Table 1 is 316. Several individuals reported 
having more than one job responsibility within their agency; hence, the discrepancy 
between the total number of participants (N = 300) and the total number of positions 
(316). 

      The 300 participants reported other relevant personal information, which is 
summarized in Table 2. This information included their gender and marital status. Of the 
300 participants, 144 reported having one or more children living with them. 

      For the most part, the participants in this study were college graduates. The 
caseworkers, supervisors, and administrators were all professionals with baccalaureate or 
masters degrees. Of the 279 administrators, supervisors, and caseworkers, only 69 held 
degrees within the human service field–counseling, social work, or psychology. The 
others reported degrees in diverse fields including anthropology, art, criminal justice, 
education, geology, and parks and recreation. While one of the support staff members 
held a baccalaureate degree in business, the other 20 held either associate degrees or high 
school diplomas. 
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Table 1 
Reported Positions Within Agency 
Position Number 
Administrator  12 
Supervisor  63 
Ongoing Services 82 
Intake Services 75 
Adoption 14 
Foster Care 38 
Independent Living 5 
In-home Services 6 
Support Staff a 21 
a Clerical, Fiscal, Reception 

 
 
 
 
 

Table 2 
Reported Personal Information 

Gender Marital Status a 
Male Female Married Divorced Separated Significant 

Other 
Single Other b 

47 253 159 15 5 18 98 3 
a Two individuals did not report their marital status 
b These individuals reported living with extended family members 

      Due to the massive amount of information being reported, I separated the information 
into four sections: (a) a case-by-case narrative analysis of the eight focus groups and the 
themes and contributing factors of vicarious trauma identified at each site, (b) a narrative 
analysis of three individual interviews and the themes and contributing factors of 
vicarious trauma identified for each individual, (c) a cross-case analysis of the eight focus 
groups within the Constructivist Self Development Theory theoretical framework, and (d) 
a cross-case analysis of the three individual interviews within the Constructivist Self 
Development Theory theoretical framework. The five components of the Constructivist 
Self Development Theory are (a) frame of reference, (b) self-capacities, (c) ego 
resources, (d) psychological needs and cognitive schemas, and (e) memory and 
perception. Each of these is further subdivided into other factors. There are three factors 

2007 HICE Proceedings 
Page 2403



that contribute to vicarious trauma: (a) the organization in which one works, (b) the 
clientele with which an individual works, and (c) a person’s own life experiences. 
Additional themes emerged in the focus groups and interviews and include (a) PTSD 
symptoms, (b) supervision issues, (c) training concerns, (d) the influence of the job on 
relationships, (e) misperceptions of others regarding the role of child welfare, and 
(f) concerns over state and federal regulations related to child welfare in Pennsylvania. 

Cross Case Comparison: Lessons Learned  

Similarities 

      As I reviewed the eight site case studies, I found that several common themes were 
woven throughout all the interviews. The eight sites were similar in several areas. Each of 
the five Constructivist Self Development Theory components was reported in the 
discourse at each of the eight sites. Two of the factors that contribute to vicarious 
trauma–the organization and exposure to clients’ material–were also reported in each of 
the eight focus groups. Additionally, members of each of the eight groups reported PTSD 
symptoms. Concerns about supervision and the effects of the job on relationships were 
reported in all eight focus groups. A summary of these similarities can be found in Table 
3. 

Differences 

      There were also areas in which the focus groups differed. Those differences can be 
quickly viewed in Table 3. Only five of the focus groups talked about the effects prior 
trauma histories had on their vicarious trauma symptoms. Only three of the groups 
discussed the effects that training, or lack of it, had on the performance of their jobs. 
Three groups reported community misperceptions, and only two of the groups discussed 
the relationship of state and federal regulations on their jobs. 

Intra-Case Comparison: Lessons Learned  

Similarities 

      There were also similarities and differences between the responses of the three 
individual interviewees. They all reported the five components of the Constructivist Self 
Development Theory. All three reported only one of the contributing factors of vicarious 
trauma–exposure to clients’ material. Additionally, all three reported PTSD symptoms 
and discussed the effects supervision had on their jobs. All three also discussed the 
effects of the job on relationships. These similarities are summarized in Table 4. 
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Differences 

      There were five areas in which these three individuals differed. Only two of the 
individuals discussed the effects the organization can have on vicarious trauma. Only one 
of the three reported having a personal history of trauma as a contributing factor of their 
vicarious trauma. Two of the interviewees discussed training and state and federal 
regulations. Only one of the three discussed misconceptions the community had. 

Table 3 
Cross-Case Comparison of Identified Themes 
CSDT Components: S 1 S 2 S 3 S 4 S 5 S 6 S 7 S 8 
1) Frame of 
Reference X X X X X X X X 

2) Self Capacities X X X X X X X X 
3) Ego Resources X X X X X X X X 
4) Psychological 
Needs and Cognitive 
Schemas 

X X X X X X X X 

5) Memory and 
Perception 

X X X X X X X X 

Contributing 
Factors: 

        

The Organization X X X X X X X X 
Exposure to Client 
Material 

X X X X X X X X 

Personal History of 
Trauma 

 X X X X   X 

Other Themes:         
PTSD Symptoms X X X X X X X X 
Supervision X X X X X X X X 
Training   X  X   X 
Effects on 
Relationships 

X X X X X X X X 

Community 
Misperceptions 

   X X X   

State and Federal 
Regulations 

   X X    

      Within the eight focus groups, there were 69 participants, 56 females and 13 males. 
All eight focus groups echoed disruptions in all five aspects of the Constructivist Self 
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Development Theory—frame of reference, self-capacities, ego resources, psychological 
needs and cognitive schemas, and memory and perception. 

      In reporting their experiences, the participants spoke of many items subsumed under 
the “frame of reference” category. These included a strong sense of hopelessness, 
disconnectedness from their loved ones, changes in their world views, a lack of trust for 
others, and the perception that “everyone” was a perpetrator. Demonstration of the 
second aspect, self-capacities, included an inability to communicate with loved ones, 
increased cynicism, and the lack of a sense of value. Ego resources are the third aspect. 
The participants expressed a loss of personal identity and questioned their competency 
and knowledge, indicating they were always “under the microscope.” Memory and 
perception, the fourth aspect, was exemplified by high levels of depression, graphic 
pictures “burned” into their minds, and the avoidance of public activities and places. The 
fifth aspect, psychological needs and cognitive schemas, was indicated by expressed fears 
for personal and family safety, professional shame, and the lack of external support and 
understanding from individuals outside the child welfare field. 

Table 4 
Individual Case Comparison of Identified Themes 
CSDT Components: I 1 I 2 I 3 
1) Frame of Reference X X X 
2) Self Capacities X X X 
3) Ego Resources X X X 
4) Psychological Needs and 
Cognitive Schemas 

X X X 

5) Memory and Perception X X X 
Contributing Factors:    
The Organization X  X 
Exposure to Client Material X X X 
Personal History of Trauma X   
Other Themes:    
PTSD Symptoms X X X 
Supervision X X X 
Training  X X 
Effects on Relationships X X X 
Community Misperceptions   X 
State and Federal Regulations  X X 

      The focus groups also gave testimony supporting the three factors that contribute to 
the level of vicarious traumatization—the organization in which one works, the clientele 
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with which an individual works, and a person’s own life experiences. Many of the 
participants spoke of shame-based supervision, the lack of internal support, turf issues 
between unit supervisors, the amount of paperwork, the variety of interpretations of the 
same federal or state regulation, and non-approachable administrators and supervisors. 
They vividly discussed horrific situations and shared the painfulness of the intrusive 
images they observed. They talked of the intense levels of need–physical and emotional–
of the families they served. They also expressed the effects of their personal lives on their 
jobs. They indicated that the job is easier to deal with when their own personal lives are 
“in order.” 

      The focus group participants exhibited many PTSD symptoms: intrusive images 
startle responses, multiple triggers, and avoidance of certain places. Addition themes that 
emerged during these focus groups included supervision issues, disrupted relationships, 
misperceptions of their role as viewed by the professionals and the community in general, 
and concerns about state and federal regulations. 

      The three individual interviews were chosen because they were representative of the 
three contributing factors of vicarious traumatization. These individual interviewees also 
gave evidence of disruptions in the five aspects of CSDT and identified some of the 
common themes expressed by the focus groups. 

RECOMMENDATIONS 

      Everyone affiliated with the child welfare system–the state office, county 
administrators, supervisors, caseworkers, support staff, foster parents, county 
commissioners, judicial officers, judges, attorneys–must have an increased knowledge of 
the job these professionals perform and the plight of the system in which they are 
performing that job. There must be mandatory training to make all of them aware of the 
“cost of caring.” The state child welfare system must develop and offer ongoing training 
through the University of Pittsburgh Competency Based Training to address vicarious 
trauma and ways to ameliorate its effects. 

      A great part of the responsibility for remedying the situation lies with the supervisors 
in each of the county offices. Not only are they affected by what happens to children, 
they are, or should be, the front line defense mechanism for the caseworkers who are 
most affected by vicarious traumatization. Supervisors must not only be made aware of 
this problem, they must be required to undergo specialized training to recognize vicarious 
traumatization and to assist their colleagues in coping with it. Each aspect of their 
training must be given a trauma focus. Supervisors must receive training that addresses 
styles of supervision, within a trauma framework, and ways in which to improve their 
communication skills. They must be made aware that helping their colleagues to heal is 
more important than the paperwork, which must be completed. 

      Next, as a way of bringing credibility to the child welfare professionals within the 
Commonwealth of Pennsylvania, a statewide professional organization for child welfare 
professionals must be established. Membership in the organization must not be based on 

2007 HICE Proceedings 
Page 2407



academic degree; rather, organization membership must be based on employment status 
in the child welfare system. This organization would then act as an advocate association 
for professionals in the child welfare system. 

RECOMMENDATIONS OF THE STUDY 

      Much of the current research on child welfare and human service professionals has 
focused on burnout, low pay, and secondary trauma as reasons for the high turnover rates 
in these professions. The current research, however, focuses on vicarious trauma as an 
overriding reason for the huge exodus rate in these professions. Because this is one of the 
few studies that examined vicarious trauma and its effects on human service 
professionals, additional research must be performed to either substantiate or deny these 
results. Additionally, research must be performed in other states to determine if this is an 
issue specific to Pennsylvania or if it is a problem found across the nation. 

      More research must also be performed in the area of organizational environment. 
While it is evident that vicarious traumatization affects all child welfare professionals, 
research should be performed to determine if a greater level of vicarious traumatization is 
realized in front line workers as compared to others who serve in a peripheral capacity. 
Additionally, studies should be performed to determine whether or not vicarious 
traumatization is an issue in other human service professions. One can only assume that 
the answer to this query will be “yes.” 

      To address the educational concerns of preparing students to enter these “helping” 
professions, educators need to discuss the “cost for caring” with their students. They must 
discuss with their students the manner in which their career selection will affect them. 
They must then help their students by discussing strategies for self-care. We must drive 
home the point that we owe those who are important in our lives to not damage them by 
the work we choose to do. 
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Introduction  

The purpose of this study is to describe and examine the problem solving 

behavior of middle school students when solving ‘compare’ word problems. Research 

shows that students tend to be less successful when solving relational word problems than 

when solving other types of word problems (Jean, 1999; Lewis and Mayer, 1987; Stern, 

1993).   Riley et al. (1983) categorize word problems into three major classes.  The first 

class consists of “change” problems in which a set of objects is transformed, by some 

action, to be either increased or decreased.  The second class is made of “combine” 

problems in which two sets of objects are merged together.  The third class consists of 

“compare” problems that contain two separate sets and a difference set.  Compare 

problems are recognized by the linguistic marker: “less than” or “more than.  

In particular, compare word problems are built with a relational statement that 

brings together the two sets to be compared (Lewis & Mayer, 1987). It is this relational 
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statement that is the locus of attention in representing compare word problems. The 

relational statement can be presented in two symmetric forms that would require the same 

mathematical operation which leads to the solution of the problem. In one form, the 

relational statement is consistent with the problem solver’s information processing 

format, in which the unknown variable is the subject of the statement (e.g., John has five 

marbles. Tom has twice as many cookies as John. How many marbles does Tom have?). 

Thus, problems of this form are called consistent language problems. In the other form, 

the relational statement is inconsistent with the problem solver’s information processing 

format, in which the unknown variable is the object of the relational statement (e.g., John 

has 5 marbles. He has one seventh as many marbles as Tom does. How many marbles 

does Tom have?).  Word problems that pertain to this form are called inconsistent 

language problems (Lewis & Mayer, 1987). 

Research (Jean, 1999) shows that middle grade students demonstrate higher rates of 

achievement when solving language consistent word problems than when solving 

language inconsistent word problems. In the same vein, Jean (1999) found that students 

were more likely to successfully solve language consistent word problems when the latter 

were additive than when they were multiplicative.   Thus, mathematical thinking is likely 

to have an interactive effect with language consistency on students’ performance in 

compare word problems. It is suggested that these problems present students with 

cognitive challenges that may be linked to their linguistic constructions.  

One may assume that the combination of the nature of the relational statement (of 

compare word problems) and the type of mathematical thinking that underlines the 

problem text may affect students’ performance when solving compare word problems. It 

is the intention of the researcher to investigate the thinking process of students when 

solving compare word problems.  
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Research Questions 

1. What are the cognitive and linguistic abilities that students demonstrate when 

solving additive vs. multiplicative compare word problems? 

2. What are the cognitive and linguistic abilities that students demonstrate when 

solving consistent vs. inconsistent language problems? 

3. What are the interactive effects of cognitive and linguistic skills on students’ 

successful compare word problem solving? 

 

 

Method 

To address the research question mentioned above, the researcher selected a 

sample of students, developed an instrument, collected data, and analyzed the data. 

Participants 

Participants of the study were upper elementary and middle school grade (5–7) 

students attending public schools in Connecticut. The students who were selected had 

similar reading and mathematical skills. An approximate number of 50 students 

participated in the study. These students were selected among the students who had 

permissions from their parents to participate in the study. 

 

Materials 

The materials that were used in the study were a tape recorder, notebooks, 

worksheets, calculators, paper test and pencils. The test materials were prepared by the 

researcher. The test was of made of 8 word problems. Each problem had three sentences. 

The first sentence addressed the quantification of the first set involved in the problem. 
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The second sentence denoted an interrelationship between the first set mentioned in the 

first sentence and a second set whose content was not given. The third sentence (actually 

a question) characterized a multiplicative relationship between the second set and a third 

set.   

Data Collection 

The researcher administered the test to each student individually in a quiet room. 

Once the participants completed the problem solving task, the researcher conducted an 

interview with the student and tape-recorded him or her. The problem solving task and 

the interviewing session lasted for 60 minutes. During the interview session, the 

researcher probed students. He asked them from time to time questions that stimulated 

their thinking. For example, he asked “How did you translate the second sentence? How 

does it help you solve the problem?” What does ‘Helen has 
5
1  as many books as Pete 

does’ mean to you? Is the problem difficult? Can you read it over? Can you restate the 

statement ‘Helen has 1/5 as many books as Pete does’ mean to you?’ in another way?” 

“Here is a set of a three statements: Can you point to one of the three statements that 

means the same thing as the second sentence of the problem?” 

 

Data Analysis 

In the process of data analysis, the researcher first created for each type of word 

problem a two-by-two able that included the linguistic variable with 3 categories 

(meaning preservation in the second sentence, Identification of linguistic symmetry, and 

pronoun-referent association) as columns and the cognitive variable with the three 

categories (i.e., use of proper operations in both first set relations and multiplicative 

thinking in the second set association, use of opposite operation in the first set 
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association only and perform successful multiplicative thinking in the second set 

association, and/or show lack of conceptual understanding by making erroneous 

associations between the first and third sentences or referring to other set information 

not related to the problem solution) as rows. There were 9 cells in the 3×3 tables for each 

problem type. The researcher counted the number of participants who satisfied the 

categorical definition of each cell. For example, a cell can mean the number of students 

who correctly identified the linguistic symmetry (on the linguistic variable) and 

committed no reversal errors (on the cognitive variable).   

The researcher presented a combination of both qualitative and frequency 

analyses to address the research questions. The quantitative analysis used frequencies and 

percentages of students who demonstrated either a designated linguistic attribute or a 

designated cognitive attribute or both designated linguistic and cognitive attributes. The 

qualitative analysis documented the different thinking processes that a student 

demonstrated on the spot as the researcher questioned and/or probed him or her. The 

researcher used results from both the quantitative and qualitative analyses to present the 

relationship that existed between the linguistic and cognitive variables in the explanation 

process of students’ success across the two types of compare word problems and two 

types of mathematical thinking (additive and multiplicative).  

 
Significance of the Study 

The results of the study will allow teachers and school administrators to take 

appropriate measures to address the needs of students when facing cognitively 

challenging word problems. Being aware of students’ cognitive processes in word 

problem solving, teachers will be able to design teaching strategies that can help students 

develop adequate problem solving skills. These teaching strategies will consist in 
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translation of linguistic expressions and mathematical model building. These new 

practices will allow teachers to assist students in developing conceptual understanding 

that is the underlying factor for successful mathematical problem solving.  

The study will provide teachers with the opportunity to be informed about the 

cognitive abilities students use when solving additive and multiplicative word problems. 

By the same token, the results of the study will enlighten teachers about the instructional 

interventions that can help students to improve their multiplicative thinking in problem 

solving.  Since the study has for purpose to investigate students’ additive and 

multiplicative thinking when solving compare word problems, teachers will be better 

equipped to assist students in their development of multiplicative thinking in regard to 

their current level of mathematical thinking. 

 
 
 
 
 
Examination of the Features of Compare Word Problems 
          The purpose of this paper is to study the problem solving behavior that students 

demonstrate when solving compare word problems. Thus, it is noteworthy to describe in 

greater details compare word problems. They can come into two symmetric forms: 

consistent and inconsistent language problem. The distinction between these two forms 

resides in the structure of the relational statement which is the characteristic of compare 

word problems, in which two sets of objects are linked. In the consistent language 

problems, the unknown of the problem is the subject of the relational statement. On the 

other word hand, the unknown of the problem is the object of the relational statement 

(Mayer & Lewis, 1987). The grammatical structure of the consistent language problems 

is aligned with the processing format of the problem solver. In addition, the linguistic 

marker that outlines the relational statement directly indicates the type of arithmetical 

2007 HICE Proceedings 
Page 2414



operation that is conducive to the solution process. However, the grammatical structure of 

inconsistent language problems runs oppositional to the problem solver’s processing 

format. A successful problem solver needs to mentally rotate the relational statement of 

the problem in order to fit it into the structure of the corresponding consistent language 

problem in which he or she will associate the linguistic marker to the corresponding 

arithmetical operation that leads to the solution of the problem. During the solution 

process, a problem solver is likely to commit error of not appropriately choosing the right 

arithmetical operation that corresponds to the mental rotation of the relational statement 

(Lewis & Mayer, 1987). In other words, an inconsistent language problem solver that 

selects an arithmetical operation which is directly related to the linguistic marker in the 

relational statement generates a reversal error due to a misrepresentation of the problem. 

Knowing that the success of inconsistency language problem solver resides in his 

capacity to correctly transform the relational statement of the inconsistent language 

problem into a relational statement of an equivalent consistent language problem, the 

investigator proposes to study the influences of the features of inconsistent language 

problems on the problem solver’s success.  

        A further survey of compare word problems highlights that they are inherent of 

several features that are likely to influence the success of a problem solver. One, compare 

word problems are made of three sentences. The first sentence states the known set of 

objects. The second sentence establishes the relationship between the known set of 

objects in the first sentence and the unknown set of objects contained in the third 

sentence (presented as question).  

 The linguistic sophistication of the second sentence may impede students’ 

recognition of the communality between the first and the second sentence. For example, 

the linguistic construction of the following two sentences:  “At Amoco gas costs $2.50 
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per gallon. This is $0.30 less per gallon than gas at Mobil.” does not completely offer a 

novice reader the opportunity to contemplate the line-by-line relationship between the 

cost of a gallon of gas at Amoco and the cost of a gallon of gas at Mobil. The second 

sentence terminates with ‘gas at Mobil’ instead of ‘gallon of gas’. A complete 

representation of the comparison of the cost of a gallon of gas at Amoco with that at 

Mobil requires of a reader to refer to his prior knowledge which will dictate him to fill 

the linguistic gap between the first and second sentences. At this point, a novice problem 

solver that bases only on the linguistic structure of the text of the problem may have 

difficulties fabricating a solution strategy that captures the genuine relationship between 

the first sentence and the second sentence. However, an experienced problem solver will 

shift his or her attention from the linguistic structure of the relational statement to his 

knowledge of sets to compensate for the shortcomings of the linguistic structure of the 

relational statement in order to genuinely represent the relationship between the first and 

second sentences. In referring to the example given above, a competent problem solver 

will see that the first sentence states the quantified value of a gallon of gas at Amoco and 

that the second sentence exhibits the difference between the quantified value (in dollars 

and cents) of a gallon of gas at Amoco and the quantified value of gas at Mobil.  

 Conversely, a novice problem solver may otherwise contemplate through the 

second sentence the difference between the quantified value of a gallon of gas Amoco 

and gas at Mobil. This representation is faulty on two grounds. First, one cannot compare 

a countable set of objects with an uncountable set of objects. A set of gallons of gas is 

definitely a countable set of objects, in the sense that it has a one-to-one correspondence 

with the set of positive integers that is also countable. In other words, every number of 

gallons of gas in a sequential order corresponds to the elements of the set of positive 

integers. For example, ‘a gallon of gas’ corresponds to 1, ‘two gallons of gas’ 
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corresponds to 2, and so on. The establishment of the countability of the number of 

gallons of gas is valid for the quantification of gas. Conversely, the absence of unitization 

of gas makes gas an uncountable set. In approaching the set of gas to the set of positive 

integers, one cannot find a one-to-one relationship between the elements of the set of gas 

with the elements of the set of integers.  Let’s imagine one can say that a SUV consumes 

more gas than a car. If we do not know how many units of gas each vehicle consumes, we 

may be in trouble to validly conclude that a SUV consumes more gas than a car does. In 

the same fashion, if one says that SUV consumes 2 gallons of gas hour and a car 

consumes gas per hour, one is also in difficulty to determine the relationship between the 

amounts of gas consumed by both vehicles.  

 Second, one cannot mathematically compare two quantities of different units. 

This means, a countable set of number of gallons of gas does not have a one-to-one 

correspondence with an uncountable set of gas vis-à-vis the set of positive integers. 

Therefore, the tentative construction of a mathematical relationship between the contents 

of the first sentence and those of the second sentence of compare word problems that is 

based only grammatical structure is not valid. Once again, the representation of word 

problems implies more than a line-by-line linguistic structure of the text. It requires of a 

problem solver to refer to a prior template that fit the contents of the problem at hand. 

This schema will force the problem solver to impose a unit (e.g., gallons) on gas in order 

to construct a genuine comparison between the amounts of gas consumed by a car and a 

SUV.  

        Two, the relational statement can be made up of two types of linguistic markers: 

additive and multiplicative. The additive markers are ‘more . . than’ and ‘less . . than’. On 

the other hand, the multiplicative linguistic markers are ‘n times .. as many’ and ‘1/n 

times . . as many’. Previous findings (Stern, 1993) allure that the nature of the linguistic 
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markers may influence students’ capability to confection equivalent relational statements 

that fit the construction of consistent language problems. Additive markers such as ‘more 

than’ or ‘less than’ may be more conductive to the identification of language symmetry 

than multiplicative markers like ‘n times as many’ and ‘1/n times as many’. For example, 

students probably can see the relationship between ‘Albert has 6 baseball cards more 

than Dan’ and ‘ Dan has 6 cards less than Albert’ at much higher rates than between 

‘Robert has 4 times as many cards as Sean’ and ‘Sean has ¼ as many cards as Robert’. 

Since students develop additive thinking at earlier stages of their lives than they do 

multiplicative thinking, they must be proficient in recognizing or creating symmetric 

relational statements that fit problems involving ‘more than’ or ‘less than’.  

       The linguistic markers included in the relational statement are also identified as 

negative and positive. Linguistic markers such as ‘more than’ and ‘n times . . as 

many’ are positive markers. On the other hand, linguistic markers like ‘less than’ and 

‘1/n times . . as many’ are considered negative. The positivity and negativity of 

linguistic markers are acquired through cultural preferences in the sense that adults 

feel more tuned to refer to ‘more’ than to ‘less’ by expressing the same idea. For 

example, it is commonplace that an adult would say that “I have more books than my 

friend does.” more than she would say “My friend has less books than I do.” Thus, 

there is no doubt that the types of linguistic markers used in the relational statements 

can influence a problem solver’s success when solving compare word problems. 

 However, it remains to find out if students may develop preferences when it comes to 

creating relational statements, starting with ‘more than’ or ‘less than’. Research 

(Clark, 1969) shows children are more apt to understand relationships that are 

expressed with ‘more than’ than with ‘less than’. This fact is due to the surrounding 

environment that nurtures ‘more’ more than ‘less’. It is popular to observe among 
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adults utterances like ‘I have more money’, ‘Sean is taller than Jack’. Thus, children 

seem not to see that these two sentences are equivalent: ‘Sean is taller than Jack’ and 

‘Jack is less tall than Sean’. This inability may affect students’ capacity of creating 

equivalent relational statements that fit consistent and inconsistent language 

problems, respectively. In other words, students may be more successful to convert 

relational statements of inconsistent language problems into relational statements of 

corresponding consistent language problems when the original relational statement 

involves ‘more than’ than when it involves ‘less than’. 

          Similarly, the inclusion of multiplicative markers like ‘n times as many’ and 

‘1/n times as many’ in compare word problems may impede children’s performance 

in compare word problems. In the same fashion that ‘more’ is more used than ‘less’, 

‘n times . . as many’ is more frequent among adults and children than ‘1/n times . . as 

many’. For example, relationships like ‘Marie has 5 times as many T-shirts as Karen 

does’ and ‘Ken has 1/5 as many T-shirts as Marie does’ are not necessarily seen as 

equivalents among children to the fact that adults do not nurture children’s 

mathematical thinking equally with both linguistic markers. Culturally, the use of 

negative markers is discouraged to the benefit of the use of positive markers. Thus, 

children are likely to have difficulty to identify the equivalence between the relational 

statements of both inconsistent and consistent language problems, let alone establish 

the equivalence by themselves. Therefore, students are more likely to succeed in 

solving compare word problems than involve ‘n times. . as many’ than compare word 

problems that involve ‘1/n times . . as many’.  

Three, a close look at the linguistic markers indicates different mathematical 

operations such as addition, subtraction, multiplication, and division, operation of 

fractions. Addition and subtraction come under the additive operations that define 
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additive thinking. Conversely, multiplication and division are corresponding 

multiplicative operations that define multiplicative thinking. The multiplicative 

operations involve multiplying or dividing whole numbers with fractions. The 

incorporation of fractions in the multiplicative operations is likely to interfere with 

problem solvers’ capacity to successfully solve compare word problems. Indeed, the 

conceptual understanding of fractions remains a Gordian knot in novice problem 

solvers’ skills.  

Four, the grammatical structure of the relational statement of compare word 

problems can also impact the problem solver’s ability to correctly transform the 

relational statement of an inconsistent language problem into that of an equivalent 

consistent language problem. In some cases, the pronoun that links the first 

proposition with the second proposition (i.e., the relational statement) is a personal 

pronoun like he, she, or it.  For example: ‘Helen has 12 pairs of shoes. She has three 

pairs of shoes more than Alice.’ In other cases, the pronoun that relates the first 

proposition with the second proposition may be a demonstrative pronoun such as 

‘this’. For example: ‘Gas at Amoco costs $2.40 per gallon. This is 50 cents less than 

gas at Mobil.’ Now, it remains to investigate to which extent the nature of the 

pronoun may influence the problem solver in his recognizing the link between the 

first and the second sentences. Previous studies show that young children may 

encounter difficulties in processing the referential roles of pronouns (Wykes, 1981). 

As children develop higher thresholds in reading comprehension, they become more 

proficient in recognizing the referential role of pronouns (whether personal or 

relative) in the structure of relational statements. In a search for the pronominal 

reference, a proficient reader is required to select and test possible referents that can 

be the exact referent for the pronoun. The proficiency with which a problem solver is 
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capable of linking a referent sentence to another sentence resides in his capacity to 

identify the communality that the referent sentence shares with the pronominal 

sentence. For example, a student must realize that “This” in the expression: “This is 

50 cents less than gas at Mobil” refers to the cost of a gallon of gas at Amoco. When 

a child is able of identifying the referent sentence that is represented by the pronoun, 

he or she is in position to correctly transform the relational statement “This is 50 cents 

less than gas at Mobil” into “Gas at Mobil costs 50 cents more per gallon than gas at 

Amoco.” Again, the recognition of the pronominal reference may tax the cognitive 

processing in regard to confectioning a solution model for the unknown variable of an 

inconsistent language problem. Thus, students who are trained to search for 

pronominal referents between adjacent sentences are more apt to be successful in 

solving compare word problems. 

       Fifth, a close examination of compare word problems indicates that presence of 

rates may also impede students’ cognitive processing of compare word problems in 

several ways. First, students may not realize that rates are written as ratios of two 

quantities of different units (Singh, 2000). For example, expressions like ‘Gas at 

Amoco sells $2.30 per gallon’ and ‘Butter at Met Food costs 50 cents per stick’ are 

compound statements that may interact with students’ multiplicative thinking while 

solving both forms of compare word problems. Students must be aware of the 

existence of the two quantities in rates when they compute the sale price of 5 gallons 

at Amoco or the total sale price of 12 sticks of butter at Met Food. Students must 

realize that butter is not directly quantified but sticks that become units of 

measurement of butter.  

    Similarly, the quantification of gas is done through its unit of volume that is 

gallon. Therefore, students must know that they multiply $2.30 by 5 gallons and 
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divide the product ($2.30*5 gallons) by gallons in order to get the total sale price of 

gas in dollars. Again, student must realize the proportional relationship between 

dollars and gallons before they can internalize ‘$2.50 per gallon’ as a rate.  The 

conceptualization of rates may account for a substantial proportion of variance in the 

success of compare word problem solvers.  The presence of rates in relational 

statements in both forms of compare word problems may influence students’ capacity 

to develop a solution model that is appropriate to the problem at hand.  

 

Students’ Performance in Compare Word Problem 

Previous studies (Mayer & Lewis, 1987; Stern, 1993; Jean, 1998; Jean, 1999) 

have shown that students committed more reversal errors when solving inconsistent 

language problems than when solving consistent language problems. In addition, 

research supports that students’ ability of identifying language symmetry embedded 

in pairs of linguistic markers such as ‘n times as many and 1/n times as many’ & 

‘more than n and less than n’ is highly related to their successful performance in 

inconsistent language problems. Research also shows that multiplicative thinking is 

capable of influencing students’ performance in compare word problems. In other 

words, students who are able to master multiplicative thinking are more likely than 

students who can only demonstrate additive thinking to solving inconsistent language 

problem with successful results. Previous study (Jean, 1999) also found that language 

symmetry and mathematical operation had a significant interactive effect on students’ 

reversal error generation in compare word problems. In other words, students tended 

to commit the same amount of reversal errors in multiplicative and additive problems 

when they could identify language symmetry with both multiplicative and additive 

linguistic markers; but they tended to generate more reversal errors in multiplicative 
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problems than in additive problems when they could identify language symmetry 

with only additive markers.  

    Similarly, Jean (1999) found that language symmetry and language consistency 

had a significant interactive effect on students’ performance in compare word 

problems. Students who showed complete mastery of language symmetry generated 

the same amount of reversal errors when solving both consistent and inconsistent 

language problems while students who demonstrated partial mastery of language 

symmetry committed more reversal errors when solving inconsistent language 

problems than when solving consistent language problems. The above findings 

suggest that students have strong difficulties to solve inconsistent language problems. 

This difficulty resides in the nature of the relational statement. The fact that the 

subject of the second sentence that relates to the previous sentence (which captures 

the number of objects in the set) is a personal pronoun does not match with the 

processing format of the problem solver. The latter expects that the subject of the 

relational statement would be related to the unknown of the problem. This unexpected 

presentation, albeit grammatically correct, upsets the problem solver’s processing 

format and negatively affects his or her chance of solving the problem correctly. In 

other words, the problem solver is likely to mis-represent the situation described in 

the problem text and not be able to mentally rotate the relational statement of the 

inconsistent problem in a format that corresponds to the relational statement of an 

equivalent consistent language problem (Kintsch & Greeno, 1985). Thus, the success 

of inconsistent language problem solvers resides in their proficiency of converting 

relational statements of inconsistent language problems into relational statements of 

corresponding consistent language problems.  
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      The grammatical construction of relational statements in inconsistent language 

problems is likely to play an important role in students’ competence of contemplating 

symmetric forms of the same idea. Since the subject of the relational statement of 

inconsistent language problems starts with a personal pronoun, it remains to find out 

the difficulty that students may have in relating this personal pronoun to its identifier 

in the first sentence.  

      In addition, students’ failure in inconsistent language that involves negative 

multiplicative markers is associated with their conceptual understanding of fractions. 

In general, students tend to have difficulties to represent fractions when solving word 

problems. Students misunderstand the relational role of fractions in the representation 

of a mathematical problem. They seem to treat fractions in the same manner they treat 

other rational numbers. They fail to contemplate the proportional relationship 

between two quantities having the same reference. The acquisition of fractions 

requires that students visualize the multiplicative relationship that exists between two 

sets of quantifiable objects. When a student must determine the number of objects 

included in a set through the intermediacy of a multiplicative relationship with 

another set of objects, she or he needs to have not only a good conceptual 

understanding of fractions, but also sufficient procedural skills to operate on the 

fraction and the given quantity of objects. Thus, the use of fractions, in combination 

with language symmetry, may render the task of creating mirror images of relational 

statements between inconsistent and consistent language problems much more 

difficult. It is likely that students will improve their performance in solving 

multiplicative compare word problems when they are able to represent fractions and 

language symmetry equally well.  
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       Again, the linguistic markers that make up the relational statements of compare 

word problems are mathematically loaded. For example, ‘more’ indicates addition, 

‘less’ implies subtraction, and ‘n times as many’ indicates multiplication. They are 

likely to be the sole guides for novice problem solvers to represent a problem and 

thus create a solution model. However, a crude translation of these key words into 

mathematical operations is not sufficient to successfully solve inconsistent language 

problems. Students must also consider the situation that undergirds the problem in 

order to make a good use of key words in compare word problems. In other words, 

conceptual understanding must be the driving force in compare word problem solving 

that will dictate which mathematical operation to use to confection a solution model 

for the problem at hand. Conceptual understanding is the resulting formation of a 

schema that encompasses decomposition of textual propositions into mental 

representations, adjustment of mental representations to the situation that cuts across 

the problem text, and connection with prior knowledge.  Obviously, a student will be 

successful in solving consistent language problems with the only assistance of 

linguistic decomposition of key words involved in the problem. The process is 

somewhat straightforward in the sense that the linguistic construction of consistent 

language problems already fits the problem solver’s processing format. The complete 

cycle of conceptual understanding is not even necessary for a novice problem solver 

to successfully solve consistent language problems. He may skip the process of 

searching for the situation that is described in the text. In a few words, his success 

depends on how well he can translate the actual linguistic markers into mathematical 

operations. In other words, the linguistic construction of the text is directly associated 

with the solution model. 
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        However, the success of a student when solving inconsistent language problems 

depends on his capacity to create a global view of the text that surpasses the sole 

knowledge of key words involved in the problem. This global view incorporates a 

relationship with a prior template that fits the problem at hand. It is the result of the 

recognition of this template that leads a problem solver to confection a relational 

statement that fits the corresponding consistent language problem. Now, it remains to 

investigate the retrieval process that is conductive to the right template. The above 

analysis shows that there are several components of the compare word problems that 

directly or indirectly influence the fabrication of the solution model which can be 

validated by the reality check. The grammatical construction of the relational 

statements of inconsistent language problems is revealed to be in contradiction in the 

way human beings process information. It is presented that the unknown of the 

problem is the object of the relational statement and the subject of the relational 

statement is directly related to the first sentence that describes the known quantity. 

Now, the bulk of the task of recognizing a template that matches the gist of the 

problem text heavily depends on how well the problem solver can decompose the 

propositional material and create an adequate mental representation. In other words, 

the easiness with which a problem solver can make sense of the relationship between 

the linguistic structure of the relational statement (of inconsistent problems) and the 

content of the first sentence greatly accounts for his ability to fabricate a relevant 

solution model, which requires a mental rotation of the relational statement. However, 

the influence of the mental manipulation of the linguistic structure of the relational 

statement in creating an appropriate solution model is conditional upon the presence 

of other factors like quantified rates, the mathematical nature of linguistic markers 

and fractions involved in problems. Thus, it is more appropriate to ask, What is the 
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probability that the linguistic structure of the relational statement will influence the 

success of an inconsistent problem solver given that he is able or not to make sense of 

quantified rates, that he is competent or not to handle fractions, and that he is capable 

or not to create language symmetries with both positive and negative markers?  In 

other words, the question suggests that the effect of the linguistic structure of the 

relational statement on creating a corresponding relational statement that fits the 

problem solver’s processing format is nonlinear.  

An investigation of the functioning of the conscious memory of a human problem 

solver will allow us to visualize the suggestion made above (Anderson, 1995). The 

good functioning of the working or conscious memory requires that information 

chunks are well organized in the storage area of the working memory so that 

information processing can be maximized. The successful organization of chunks of 

information in the storage area of the working memory is based on how well they 

were stored in the long term memory so that they can be retrieved in large numbers. 

In addition, the more organized the chunks of information are, the less space they 

occupy in the working memory, thus the more space is available for information 

process. In the same fashion, when students develop a good understanding of the 

interrelations among linguistic structure of the relational statements, quantified rates, 

linguistic markers, and fractions, they will be able to retrieve them from their long-

term memories for information process as an organized package. Thus, the positive 

effect of any of these chunks of information on confectioning a relational statement 

(that fits the problem solver’s processing format) will be adjusted by the concomitant 

effects of the other pieces of information.  

       On the other hand, when a student does not master at least one of the pieces of 

information (i.e., markers, fractions), the effect of the grammatical structure of the 
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relational statement (for example) on the fabrication of a relevant solution model will 

be decreased by the effects of the other factors (e.g., linguistic markers). In other 

words, even though students may have a good understanding of the grammatical 

structure of the relational statement of inconsistent language problems, they will have 

difficulties to process a template that perfectly matches the problem at hand if they do 

not maximize their understanding of these particular components such as the 

mathematical tenor of the linguistic markers and fractions that may constitute 

compare word problems. The reason is that the different pieces of information are not 

well stitched together in the working memory; therefore, they occupy so much space 

in the working memory that there leaves so little space for information process and 

conceptual understanding. As a result, novice problem solvers are likely to come up 

with a solution model that is not relevant to the gist of the problem.    

       In addition, the poor organization of information in the working memory may 

prevent novice problem solvers from realizing that their solution model is faulty in 

the sense that they cannot exercise their metacognitive skills to monitor the results of 

their problem solving strategies. This metacognitive task would allow them to 

compare the efficiency of their solution model with other alternative solution 

strategies. At this point, students may realize that the key words mentioned in the 

problem text do not translate in a one-to-one relationship to the valid solution model. 

Thus, they would reconceptualize the problem in a different way that captures the full 

essence of the problem. This is the time when students will look back at their prior 

knowledge and selectively retrieve a schema that does not fit the key words 

mentioned in the relational statements of the inconsistent language problems, but the 

situation described in the problem text.  
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         Again, the nature of the grammatical structure of inconsistent language 

problems provides us with the opportunity to examine the cognitive functioning of a 

sophisticated problem solver that can successfully jog between reading 

comprehension and problem solving strategies. The problem solver collects 

information from the problem text at two levels. First, she locally reads every one of 

the textual propositions that composes the problem and translates each of them in 

some mental form in the working memory. The efficiency with which the problem 

solver inputs information is associated with the grammatical rectitude of the 

propositions. However, this phase of data collection is not sufficient yet to guarantee 

conceptual understanding that will lead to successful problem solving. In order to 

complete the full cycle of conceptual understanding, the problem solver must perform 

a global reading of the different textual propositions in order to make sense of the 

situation described in the text. It is important to highlight that key words can be 

deceptive in confectioning an appropriate solution model if a problem solver stops his 

or her data collection at the local stage of reading. In particular, inconsistent language 

problems require students to develop a conceptual understanding that surpasses the 

sole recognition of key words mentioned in the problem. The success of an 

inconsistent language problem solver definitely requires him or her to develop a 

global view of the different textual proposition in order to fabricate a solution model 

that rightly responds to the tenor of the problem at hand. It is noteworthy to mention 

that this global view is undergirded by a selected schema retrieved from the long-term 

memory. 

        On the other hand, consistent language problem solvers do not have to burn so 

many cognitive energies which are tantamount to the search of an appropriate 

template that is removed from the textual composition of the problem to fabricate a 
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realistic solution model. The grammatical structure of the relational statement is in 

direct correspondence with problem solvers’ processing format. The key words by 

themselves are sufficient to help problem solvers retrieve a schema that corresponds 

to the gist of the problem. In solving consistent language problems, problem solvers 

may carelessly read each of the textual propositions and formulate a model of 

solution. In other words, the correctness of the grammatical structure of the 

propositions is sufficient to help problem solvers discover the solution model without 

having to endeavor any mental rotation of the relational statement. Thus, a correct 

solution to consistent language problems cannot tell if a problem solver has a deep 

conceptual understanding of the problem. For, conceptual understanding is a 

relationship between prior knowledge and current information.  

         The examination of the two forms of compare word problems may leave the 

opportunity for the researcher to investigate students’ solution strategies that may go 

off the assumptions proposed by Lewis and Mayer (1987). Again, the differential 

interpretation of the several components of the compare word problems may account 

for unpredictable models of solution. As reviewed above, the presence of different 

varieties of pronouns (i.e., personal or relative), the inclusion of either positive or 

negative linguistic markers, the incorporation of rates in the problem, or the inclusion 

of fractions in the linguistic markers, may influence a novice problem solver’s 

behavior in many different ways. Students may capitalize on one or two of these 

several components to confection a solution model. Again, students will arrive at a 

solution alternative that is irrelevant to the situation described in the text. However, it 

is as important to find out about these students’ problem solving strategies as to 

survey their mode of thinking to evaluate why they committed reversal errors or not. 

These unexpected solution models can provide cognitive psychologists and 
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mathematics educators a wealth of information in order for them to enhance the 

modeling of students’ problem solving behavior and to improve instruction and 

learning. 

 

Language and cognitive development 

    The above discussion of the compare word problem solver’s behavior highlights 

the importance of both language and cognitive development in mathematical problem 

solving. The cognitive bearing of compare word problems resides in the ability of 

students to contemplate two sets of objects being linked by a difference set, in which 

one set of objects is given and the other set is not known but is implied through the 

difference set. Once problem solvers realize that these sets of objects are related by a 

given mathematical relationship, they will be constrained to determine how to 

manipulate the relational statement to find the content of the unknown set. Here, 

being aware of the existence of two sets and in how they exist (as suggested in the 

relational statement) has the greatest weight on the approach in which problem 

solvers will act upon the relational statement to distribute the frequencies of objects 

of the two sets.  

In Piaget’s (1972) cognitive development treatise, we find that children who reach 

at least their concrete operational stage can demonstrate the principle of conservation 

and reversibility. They can realize that the volume of an object is the same as it goes 

under different forms. An operational thinker is likely to see the sameness of the 

volume of water held in two containers of different shapes.  In the same fashion, these 

children can demonstrate reversibility and interrelationships between two sets. 

Equivalently, concrete operational thinkers are likely to be cognitively competent to 

solve both forms of compare word problems. They can contemplate the 
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interrelationships between two sets and visualize the contents of each of two sets 

through the binding relationship between them.  

On the other hand, the linguistic sophistications of problem solvers will facilitate 

their proficiency in executing each of the different steps shown in the cognitive 

model. The nature of the linguistic markers and the grammatical structure of the 

relational statement account for a great deal in the problem solver’s capacity of 

deciphering the schema to use to solve the problem. In addition, the orthogonal 

projection of each of the textual propositions onto the mental representation (which is 

seated in the working memory) requires for an impeccably pragmatic and semantic 

knowledge of the words, which outline the problem text. As argued above, the extent 

to which problem solvers can create a relevant solution model varies with the degree 

of the coherence which exists among the different chunks of textual and mental 

information. Such coherence takes shape in the conceptual understanding 

development which transcends individual pieces of information.  

The positive cohabitation of language and cognition resides in the fact that 

language can propel problem solvers to discover certain higher-order thinking areas 

that would go unnoticed. In particular, inner language serves as lubricating oil that 

facilitates the connection of thoughts and ideas in the working memory.  That 

connection should facilitate a problem solver to visualize the way of transforming the 

relational statement of the inconsistent language problem to fit the relational 

statement of the corresponding consistent language problem. Since research (Lewis & 

Mayer, 1987) showed that individuals who reached the operational stage failed to 

solve inconsistent language problems, it is likely that linguistic sophistication may 

account more than cognitive development for problem solvers’ failure in inconsistent 

language problems. 
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Whereas one is conscious of the interrelated functioning of the cognitive and 

linguistic development in the successful modeling of compare word problems, one 

may not know which one of two dimensions (cognition or language) is absent when 

problem solvers fail to provide for the efficient model to solve inconsistent language 

problems. In fact, language and cognition develop with the support of one another 

after children reach the minimum threshold of language development. Thus, it is 

suggested that the success of a mathematical problem solver can be boosted through a 

deliberate effort of enhancing students’ understanding of vocabulary and 

mathematical expressions. By the same token, the deficiency of either language or 

mathematical expressions is likely to impede the success rate of a problem solver due 

to the intimate interrelationships that exist between language and mathematical 

expressions.  

 

Analysis of the Results on Students’ Problem Solving Behavior  

The analysis of students’ problem solving behavior will be examined within each 

type of Compare word problems (i.e., Consistent and Inconsistent Addition, Consistent 

Subtraction, Consistent and Inconsistent Multiplication, and Consistent and Inconsistent 

Division). The analysis will be conducted at two different levels. A descriptive, non-

inferential statistical analysis will be conducted at the linguistic and cognitive 

constitution of each problem type. The descriptive statistical analysis will be done across 

the different linguistic and cognitive components of the problem types. The linguistic 

variables pertain to meaning preservation, pronoun-referent identification, and 

identification of language symmetry.  

The cognitive variables allude to logical associations of the three sets depicted in 

the three statements of each problem type. Perception of sets association is further broken 
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into three sub-categories: (1) One set relation in which participants associate sets in a 

genuine manner that capture the gist of the problem; (2) Set association in which students 

commit reversal errors in referring to proper sets; (3) set relation in which students 

committed severe lack of conceptual understanding in which they associate sets that are 

not conceptually related. The researcher will present the relationship that exists between 

the linguistic and cognitive variables in the explanation of students’ success across the 

different types of compare word problems. The purpose of this section of this analysis is 

to evaluate the interdependence of the linguistic and cognitive constitution in successful 

word problem solving. This analysis will also shed light on students’ relative strengths 

when solving additive versus multiplicative Compare word problems.  

Second, a qualitative analysis of each problem type will also be conducted. In 

such a case, the researcher will select two students’ sample work to examine their 

individual thinking processes. The qualitative examination of selected students’ work will 

help the researcher investigate the dynamic of students’ thinking as they constructed 

meanings and confectioned solution models. In some cases, the researcher probed 

students to have a better idea of their conceptual understanding and creation of problem 

solving strategies. In other cases, the researcher just examined students’ works to capture 

their problem solving behavior.  

 

Descriptive Statistical Analysis of Students’ Problem Solving Behavior 

This portion of the analysis looks at the frequency distribution of different 

linguistic and cognitive traits that students demonstrated when solving each type of 

compare word problem. The statistical analysis, albeit descriptive, sheds light on how 

these linguistic and cognitive components can be use to model successful compare word 

problem solving. 
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 1. Analysis of Consistent Addition Word Problems 
 
Table 1  –  Frequency Distribution of Consistent Additive Word problems 
                           Cognitive variable 
     
Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry  
Identification 

24 2 2 0 28 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
2 

 
0 

 
11 

 
First 
Sentence 
Preservation 

 
9 

 
0 

 
1 

 
0 

 
10 

 
Number of 
participants 

 
32 

 
2 

 
2 

 
1 

 
37 

 

The table indicates that 32 out of 37 students who solved the consistent addition 

problem solved it correctly. In other words, they successfully identified the two 

sequential steps involved in the problem, determined the solution of the first subproblem 

without committing reversal error, and obtained the cost of the 4 boxes of butter at 

Shaw’s by multiplying the cost of a box of butter by 3. Further analysis revealed that 

there were 24 out of the 32 students who correctly identified the language symmetry 
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associated with the second sentence of the problem. Hence, there were 8 out of the 32 

students who did not identify the language symmetry associated the second sentence. As 

a result, it was likely that identification of the second sentence was highly associated with 

successful problem solving of compare word problems. (Jean, 1999; Stern, 1993). On the 

other hand, the other 25% of students who did not identify the language symmetry but 

correctly solve the two-step consistent addition problem demonstrated that the linguistic 

structure was sufficient to guarantee the solution procedure of consistent addition 

problems without having to develop a deep conceptual understanding as captured by the 

identification of language symmetry. 

In addition, the results showed that language identification was large connected 

with the preservation of the second the sentence. There were 9 out of the 24 students who 

could identify language symmetry associated the sentence who successfully preserved the 

meaning of the second sentence. Although both linguistic skills helped assess the 

conceptual understanding of the second sentence, students seemed to identify language 

symmetry more than they preserved the meaning of the second sentence. Again, the 

internal analysis revealed that linguistic skills were highly related with the cognitive 

skills (e.g., identification of two sequential subproblems and additive and multiplicative 

set relations) involved in successful problem solving of two-step consistent addition word 

problems. 

This result greatly supported that language symmetry identification and 

preservation of the second sentence all contributed to the conceptual understanding of 

compare word problem. In fact, these two tasks are just two different methods to measure 

the same concept. The task of selecting one of three or four statements that correctly 

matched the meaning of the second sentence (or the relational statement) is amount to the 

same thing as asking the participants to rewrite the second sentence in their own words 
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without changing its meaning. Both tasks pointed to the participants’ ability to 

contemplate the relationship between the cost of a boxof butter at Met Food and the cost 

of a box of butter at Shaw’s.  

Further, the results revealed that the 9 students who could preserve the meaning of 

the second sentence did also preserve the first sentence of the problem. While both 

linguistic skills were highly related to successful problem solving, first sentence 

preservation should not have direct influence on compare word problem solving. The 

effect of the first sentence preservation was embedded in the second sentence 

preservation that captured the gist of any type of compare word problem. Since the 

meaning of the second sentence is associated with input from the first sentence, the effect 

of the first sentence on consistent addition problem solving is also related to the degree to 

which the information in the first sentence is well used in the translation of the second 

sentence. 

On the other hand, the results showed that 2 out of 37 students (who solved the 

consistent addition word problem) committed reversal errors. In other words, they used 

subtraction instead of addition to determine the cost of a box of butter at Shaw’s. 

However, the percentage (5%) of student who generated reversal errors was small enough 

to signal that students were more likely to correctly solve consistent addition word 

problems than they did not. This result was in alignment with previous studies (Jean, 

1999; Lewis & Mayer, 1987; Stern, 1993)  

Further, the data indicated that 2 out of 37 students who were exposed to the 

consistent addition word problem were successful at completing the first step of the 

problem but they stopped from completing the second step, which was to obtain the cost 

4 boxes of butter at Shaw’s.  

 

2007 HICE Proceedings 
Page 2438



 

2. Analysis of Inconsistent Addition Word Problems 
 
Table 2  –  Frequency Distribution of Inconsistent Additive Word problems  

 Cognitive Variable 
 
Linguistic 
Variable 

    

 Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

 
7 

 
5 

 
0 

 
0 

 
12 

 
Pronoun-
Referent 
Identification 

 
5 

 
5 

 
0 

 
0 

 
10 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
0 

 
0 

 
9 

 
First 
Sentence 
Preservation 

 
12 

 
8 

 
0 

 
0 

 
20 

 
Number of 
participants 

 
19 

 
15 

 
0 

 
2 

 
36 

 
The frequency table above indicates that 19 out of 36 (53%) participants correctly 

solved the inconsistent addition word problem. In other words, participants correctly 

identified three sets of objects as depicted by the cost of a gallon of gas at Amoco, the 
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difference set that related the cost of a gallon of gas at Amoco and the cost of a gallon of 

gas at Texaco, and the costs of 4 gallons of gas at Texaco. Participants correctly used the 

arithmetic operation (i.e., addition) to find the cost of a gallon of gas at Texaco by 

referring to the cost of gallon of gas at Amoco and cost difference that related the cost of 

a gallon of gas at Amoco and the cost of a gallon of gas at Texaco, as stipulated by the 

relational statement: “This is $.30 less per gallon than gas at Texaco)”. Finally, the 

participants successfully found the cost of 4 gallons of gas (i.e., $11.56) at Texaco by 

multiplying the cost of a gallon of gas at Texaco by 4 gallons. 

In addition, the data highlighted that 15 out of 36 (33%) students were successful 

at identifying the two sequential steps involved in the problem solution, but committed 

reversal errors when computed the cost of a gallon of gas at Texaco. In other words, 

students used subtraction instead of addition to determine the cost of the gallon of gas. 

Similarly, the data evidenced that only 2 students demonstrated severe lack of conceptual 

understanding in which they associated the first and the third statement of the problem or 

referred to quantitative information not mentioned in the problem.  

The analysis revealed that 12 out of 36 students who correctly identified the 

symmetry of the relational statement.  In addition, 7 of them could correctly solve the 

two-step inconsistent addition word problem. Hence, there were five remaining students 

who were not successful at solving the two-step inconsistent addition problem. The above 

analysis indicated that identification of language symmetry seemed not to be related with 

the correct solution process of inconsistent language problem. In other words, the number 

of students who could correctly identified the language symmetry (i.e., “This is $.30 less 

per gallon than gas at Texaco”) was approximately distributed between those who could 

solve the two-step word problems without committing reversal errors and those who 

could solve the two-step word problems while committing reversal errors.  
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 In the same fashion, the data showed that among 10 students who could identify 

the referent of the pronoun “This”, there were 5 of them (or 50%) who did not generate 

reversal error when solving the inconsistent addition problem. In other words, being able 

to identify the referent of a pronoun apparently did not make any difference in one’s 

ability to solve an inconsistent addition word problem. Yet, this result needed to be 

further analyzed in context of other problem types.  

On the other hand, the data highlighted that there were 14 out of 19 students who 

did not generate reversal error when solving the inconsistent addition problem there were 

who could not identify the referential meaning of the pronoun “this”. Also, there were 12 

of these 14 students who could not identify the mirror-mage of the second sentence 

solved the inconsistent addition word problem without generating reversal error. This was 

evident that students experienced great language deficiencies in expressing their thoughts 

verbally, while they might have strong cognitive abilities to help them confection a 

solution model that corresponds to the situation described in the problem at hand.  

Again, the examination of the data indicated that the 9 students who correctly 

preserved the meaning of the second sentence correctly solved the two-step inconsistent 

addition word problem. However, these 9 students represented only 47.37% of the 

students who could solve the problem without generating reversal errors. This means that 

52.63% of the students who could not correctly preserve the meaning of the second 

sentence were successful at solving the inconsistent addition word problem. As a result, 

students experiences major obstacles to demonstrate their linguistic knowledge while 

confectioning a solution model. This suggests that students’ language development trail 

behind their cognitive development. 

 

Combined Analysis of Consistent and Inconsistent Addition 
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The results of the descriptive analysis revealed that students were more apt to 

demonstrate the two sequential stages involved in the solution process without generating 

reversal error when solving consistent addition word problems (86%) than when solving 

inconsistent addition word problems (53%). Similarly, students were more likely to 

commit reversal errors when solving inconsistent addition word problems (42%) than 

when solving consistent addition problems (5%). In the same fashion, the data showed 

that students slightly tended to demonstrate more severe conceptual misunderstandings 

when solving inconsistent addition word problems (5%) than when solving consistent 

word problems (3%).  

However, the data showed that students could identify the two set relations 

involved in the problem solution when solving inconsistent addition word problems 

(95%) at a higher rate than when solving consistent addition problems (91%). As a 

reminder, students could still correctly identify the set relations even though they commit 

reversal error (i.e., using an arithmetic operation that was incongruent with the situation 

described in the problem) when completing the first set relation. However, they needed to 

demonstrate their multiplicative or additive thinking when completing the second stage of 

the solution, i.e., obtaining the cost of 3 boxes of butter. In case that students used any 

other operations (like division or subtraction) that were relevant to the relation between 

the cost of one box of butter and the cost of 3 boxes of butter, skipped the second 

sentence in the solution model, and/or committed reversal error, they failed to correctly 

identify the two sequential set relations involved in the problem solution. According to 

the results, students tended to identify the two sequential stages of the solution process 

throughout both consistent and inconsistent addition word problems. Therefore, students’ 

success in solving inconsistent addition word problems may be addressed by increasing 

their performance in correctly identify the symmetry of the relational statement included 
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in the problem. For, language symmetry identification is directly related to successful 

problem solving in inconsistent addition problems.  

 In the meantime, the results showed that students were more likely to correctly 

identify language symmetry in consistent addition word problems (76%) than in 

inconsistent addition word problems (33%). Again, the structure of the second sentence 

in the inconsistent addition problems offered challenges to students to rearrange the 

relational statement of the inconsistent addition problem into the relational statement of 

the corresponding consistent addition problem, which matches problem solvers’ 

processing format. For, the ability to rearrange the relational statement heavily depends 

on students’ ability to recognize the meaning of the pronoun (i.e., this) in the first 

sentence. As opposed, the structure of the second sentence in the consistent addition word 

problem does not present any major challenge to problem solvers in the sense that the 

latter do not need to search for the meaning of any variable (or place holder) in the first 

sentence or to rearrange the relational statement since it already matches problem solvers’ 

processing format. Thus, it is safe to admit that language symmetry identification was 

much more difficult when dealing with inconsistent addition problems than when dealing 

with consistent addition word problems.  

On the other hand, the data exhibited that students appeared to preserve the 

meaning of the second sentence in consistent addition word problems (30%) at higher 

rates as compared to inconsistent addition problems (25%). Again, the structure of the 

second sentence in inconsistent addition word problems made it harder to students to 

reconstruct the second sentence without changing its meaning. The search for the 

meaning of the pronoun by itself took a great deal of cognitive calories, let alone the 

mental representation of the entire textual proposition. In delving through the relational 

statement of the second sentence, students found no major challenges to overcome. 
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Hence, it was not surprising that students had more difficulties when preserving the 

meaning of the second sentence in the inconsistent addition problem than when 

preserving the meaning of the second sentence in the consistent addition word problem. 

In addition, the results showed that language symmetry identification and second 

sentence preservation were highly related among themselves and with correct 

identification of the two sequential stages involved in the problem solution, and absence 

of reversal error commission across both consistent and inconsistent addition problems. 

In other words, every student who successfully preserved the meaning of the second 

sentence or identified language symmetry involved in the relational statement were 

successful at solving the two-step consistent or inconsistent addition word problem. 

 Nevertheless, the data revealed that students could identify language symmetry 

more than they could preserve the meaning of the second sentence. Although language 

symmetry identification and preservation of the second sentence capture the mental 

representation of the second sentence, preservation of the second sentence appears to take 

more thinking than does language symmetry identification. For, the task of second 

sentence preservation requires students to rewrite the second sentence in their words. As 

opposed, language symmetry identification called on students to read multiple candidate 

statements that captured the same meaning as the second sentence. In reading these 

candidate statements, students were free from composing their thinking or were not 

engaged in deep synthesis of information. Needless to say, students would always show 

more success when identifying language symmetry in relational statements than when 

preserving the meaning of the relational statement. However, the degree of difficulty 

between language symmetry identification and second sentence preservation seems not 

be genuine in the sense that if we happen to control the effect of assessment on students’ 

ability to demonstrate language symmetry and meaning preservation by using a common 
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assessment instrument, we may find that students are equally capable of identifying 

language symmetry and preserving meaning.  Yet, it remains that both language 

symmetry and meaning preservation are highly predictive of successful consistent or 

inconsistent problem solving.   

3. Analysis of Consistent Subtraction Word problems 

Table 3 –  Frequency Distribution of Consistent Subtraction Word problems  
 Cognitive Variable 
     

 Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

6 0 4 0 10 

 
Second 
Sentence 
Preservation 

 
2 

 
0 

 
2 

 
1 

 
5 

 
First 
Sentence 
Preservation 

 
6 

 
0 

 
2 

 
1 

 
9 

 
Number of 
participants 

 
7 

 
0 

 
4 

 
2 

 
13 

 
The frequency table indicated that only 13 students participated in the assessment. 

Seven of them (or 53.8%) correctly demonstrated two sequential set relations involved in 

the solution process and generated no reversal error while determining the cost of gallon 
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of gas at Texaco. The data also revealed that none of the 13 students committed reversal 

error when completing the two set relations. In addition, the data showed that 4 students 

out the 13 students could just complete the first stage of the solution without generating 

reversal error and 2 students out the 13 students (15%) demonstrated serious lack of 

conceptual understanding. When adding together the number of students who did not 

commit reversal errors, whether they completed one or both set relations involved in the 

solution process, there were 11 students of 13 (84.6%) students who did not generate 

reversal when solving consistent subtraction word problems. 

On the other hand, the data highlighted the linguistic structures that underlined 

students’ success when solving the consistent subtraction problem. The results indicated 

that 10 out of 13 (or 77%) students were able to correctly identify the mirror image of the 

relational statement included in the problem. In corollary, the data exhibited that 6 out of 

these 10 (or 60%) students correctly demonstrated the two sequential set relations and 

committed no reversal error when solving the first set relation, i.e., determining the cost 

of a gallon of gas at Texaco. Conversely, these 6 students represented 86% of the total 

number (n = 7) of students who could correctly solve the problem as demonstrated in the 

previous sentence.  

 In the same fashion, the data showed that the 4 students who could correctly 

demonstrated the first set relation without committing reversal error were the same 4 

remaining 4 students who could correctly identify the symmetry of the relational 

statement contained in the problem. When taken together, the number of students who 

could correctly contemplate the mirror image included in the relational statement was 

congruent to the number of students who could correctly demonstrate the two sequential 

stages involved in the problem solving and not generate reversal error when completing 
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the first stage. In other words, students’ ability to detect language symmetry was highly 

related to their ability to correctly solve the problem as elicited above. 

 In the same vein, the data indicated that 5 out of 13 (or 38%) students could 

correctly preserve the meaning of the second sentence when rewriting it in their own 

words. Out of these 5 students, 2 (or 20%) students correctly solved the problem, 2 

correctly demonstrated the first stage of the solution without generating reversal error, 

and the remaining student showed serious lack of conceptual misunderstanding, i.e., 

ignoring the relational statement when confectioning a solution model for the problem. In 

total, there were 4 of the 5 students (having the ability to preserve the meaning of the 

second sentence) who did not commit reversal error and correctly demonstrated either 

one or two sequential stages involved in the solution process.  

Three deductions may be driven from the results above. First, students were more 

likely to identify language symmetry (77%) than to preserve the meaning of the relational 

statement (38%). This may be explained by the differential development of students’ 

literacy skills. Since the task of language symmetry identification was required to be done 

by reading while the relational statement preservation task was required to be completed 

in writing, it is possible that students were more fluent in reading than in writing. In 

addition, writing is a much higher-order skill that requires that students not only visualize 

a possible target to a stimulus, but also formulate their own alternate statements. Needless 

to say, that a writing task burns more cognitive calories than does reading. Hence, it is 

safe to admit that students were more apt to preserve the meaning of the relational 

statement than identify the mirror-image of the relational statement. Second, the results 

suggest that both language symmetry and relational statement preservation are both 

related to students’ demonstrated success in consistent subtraction word problem solving. 

In other words, the more students were able to identify language symmetry and preserve 
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the meaning of the second sentence included in the problem, they more likely they were 

able to correctly demonstrate the two sequential stages involved in the problem and not 

generate reversal error when completing the first stage. In addition, language symmetry 

identification and second sentence preservation are not two completely uncorrelated skills 

that can explain students’ success in solving consistent subtraction word problems. In 

other words, each of these two linguistic skills involves cognitive communalities such as 

identity of elements, equivalency of weights, and set relation, while language symmetry 

identification is loaded in mental rotation and meaning preservation is heavy in 

connection with previous knowledge, and set formation.  

Third, students’ cognitive development superseded their language development in 

solving the consistent subtraction word problem. In other words, students were capable of 

of demonstrating the two sequential stages of the problem solution and not generating 

reversal error, although they would have a poor linguistic command of the textual 

structure of the problem.  

 The data exhibited that 9 out of 13 students who were tested correctly rewrote the 

first sentence without changing the meaning of it. Of these 9 students, 7 (or 66.7%) could 

correctly demonstrate the two sequential stages involved in the problem solution and did 

not generate reversal error, 2 (or 22.2%) could correctly demonstrate only the first stage 

of the solution without generating reversal error, and the remaining student (or 11.1%) 

who showed severe lack of conceptual understanding of the problem. In total, the data 

indicated that 88.8% of the students did not generate reversal error when completing the 

first stage of the solution, i.e., getting the cost of a gallon of gas at Texaco. Hence, 

preservation of the first sentence tended to be highly associated to successful problem 

solving in consistent subtraction word problems. Nevertheless, the linguistic texture of 

the fist sentence is less crucial than the linguistic texture of the relational statement when 
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it comes to fabricating a solution model to consistent subtraction word problems. That 

students can always correctly solve consistent subtraction word problems (because the 

linguistic structure of the problem aligns with students’ processing format) supplants the 

effect of their capacity to preserve the meaning of the first sentence. In other words, the 

effect of meaning preservation of the first sentence might be insignificant at successfully 

solving subtraction word problems after controlling for the effect of cognitive variables. 

Therefore, the relationship between the first sentence preservation and problem solving in 

consistent subtraction word problems might not be genuine.   
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4. Analysis of Inconsistent Subtraction Word problem 

Table 4  –  Frequency Distribution of Inconsistent Subtraction Word problems  
                                        Cognitive Variable 
     
Language 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

 
Severe lack of  
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

5 0 0 1 6 

 
Pronoun-
Referent 
Identification 

 
3 
 

 
0 

 
0 

 
0 

 
3 

 
Second 
Sentence 
Preservation 

 
2 

 
1 

 
0 

 
0 

 
3 

First 
Sentence 
Preservation 

4 4 0 3 11 

 
Number of 
participants 

 
5 

 
5 

  
3 

 
13 

 
The results showed that 5 out of 13 (38%) students who were tested could 

demonstrate the two sequential stages involved in the solution process without 

committing reversal error, 5 (or 38%) could also demonstrated the two sequential stages 

but generated reversal error when completing the first stage, and the 3 remaining (or 
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24%) students showed serious lack of conceptual misunderstandings. In other words, the 

data suggested there were a larger proportion of students who committed reversal error or 

showed severe conceptual misunderstandings (62%) as compared to students who did not 

generate reversal error (38%) when solving the inconsistent subtraction word problem.  

 The results of the analysis revealed that 6 out of 13 students who were tested 

correctly identified the mirror-image of the relational statement (or second sentence) 

included in the problem. The data also showed that 5 of these 6 (or 83%) students could 

correctly demonstrate the two-step problem solution without committing reversal error. 

Since there were only five students who could correctly demonstrate the two stages of the 

solution process without generating reversal error, it is safe to conclude that 100% of the 

students who identify symmetry in the relational statement were successful at solving the 

inconsistent subtraction word problem. On the other hand, the data indicated that the 

remaining student who could correctly identify language symmetry in the relational 

statement showed severe conceptual misunderstandings when solving the problem. It is 

noteworthy to highlight that none of the 6 students who could recognize the mirror-image 

of the relational statement generated reversal error when solving the two-step inconsistent 

problem. In other words, the data pointed to the strong relationship between language 

symmetry identification and correct problem solving of the two-step inconsistent 

subtraction problem.  

 Similarly, the data indicated that only 3 out of the 13 students who were tested 

were able to correctly identify the referent for the pronoun—this— included in the 

relational statement. Further, the data showed that the 3 students were successful at 

solving the two-step inconsistent problem. Again, none of the 3 students committed 

reversal error when completing the first step of the problem solution, i.e., finding the cost 

of a gallon of gas at Amoco, or showed serious conceptual misunderstandings in 
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designing their solution models. This was a significant support of the assumption that 

students who could relate the first sentence (i.e., At Macy’s marbles cost $6.oo per bag.) 

to the second sentence (i.e., This is $1.60 more per bag than marbles at J.C. Penny) 

through the correct identification of the pronoun-referent relationship were likely to 

correctly solve the two-stage inconsistent subtraction word problem.  

 Conversely, the data showed that 77% of the students who were tested did not 

correctly identify the referent to the pronoun “This” included in the relational statement. 

This result suggested that students had difficulty to draw the meaning of the pronoun 

(i.e., this) in referring to the first sentence. In other words, they could not establish the 

correspondence between the cost of a bag of marbles at Macy’s and its representative 

(i.e., this) in the second sentence. Hence, students failed to rotate the relational statement 

of the inconsistent subtraction problem into the relational statement of the corresponding 

consistent subtraction word problem. There were two reasons that might explain the 

deficiencies of students in identifying the pronoun-referent relation. First, students might 

have poor linguistic command to write down their thinking. Second, students might have 

undeveloped skills in reading comprehension when it comes to establishing relationships 

between adjacent textual propositions in order to create meaning of the problem.   

It is crucial to mention that the ability of recognizing the referent for the pronoun 

is an important input in students’ capacity to mentally appreciate the two symmetrical 

forms of a relational statement. Indeed, the data revealed that only the 27% of the 

students who could identify the pronoun-referent relation could also correctly identify the 

symmetry of the relational statement included in the inconsistent subtraction problem. 

Then, since the data also established a strong association between language symmetry 

identification and successful problem solving in two-step inconsistent subtraction 
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problems, then it concluded that the ability to identify the referent of the pronoun (i.e., 

this) was highly related to correct problem solving of inconsistent subtraction problems. 

In addition, the data revealed that only 3 out of 13 (i.e. 23%) students could 

preserve the meaning of the second sentence (or relational statement) when rewriting it in 

their own words. Of these 3 students, 2 correctly solved the two-step inconsistent 

subtraction problem without generating reversal error, and the remaining student 

committed reversal error when completing the first stage of the problem solution. The 

data also indicated that the 3 students who preserved the meaning of the second sentence 

were among those who could identify the pronoun-referent relation and language 

symmetry in the relational statement. 

On the other hand, the results exhibited that 77% of the students could not 

preserve the meaning of the second sentence. There were several reasons that can explain 

this result. First, the task of rewriting a statement without changing its meaning requires a 

genuine understanding of the situation described in the statement. Second, the 

understanding of the second sentence depends on the correct retrieval of the referent of 

the pronoun (i.e., this). Third, students might not be able to contemplate the difference set 

that is embedded in the relational statement (i.e., This is $1.60 more per bag than marbles 

at . .) so that they can translate it in their own words.  

In addition, the data revealed that 11 out of 13 (or 85%) students could preserve 

the meaning of the first sentence. However, only 4 out of these 11 (or 36%) students 

could correctly solve the two-stage inconsistent subtraction word problem. The data 

showed that 5 students committed reversal error when solving the problem, and 3 

students demonstrated a severe lack of conceptual understanding. However, the 

significance of the effect of the first sentence preservation is no comparison with the 

effect of the second sentence preservation on students’ success at solving the two-step 
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inconsistent problem. The second sentence contains the crucial information that must be 

correctly interpreted to lead to the solution model of the problem. On the other hand, the 

meaning of the first sentence contributes to that of the second sentence but it is not 

sufficient in itself to solve the problem. Hence, it may be possible that a student who 

could not preserve the meaning of the second sentence correctly preserved the meaning 

of the first sentence. 

 

Comparative Analysis between Consistent and Inconsistent Word problems 

In overall, the data showed students were more likely to demonstrate the two 

stages of the problem solution without generating reversal error when solving consistent 

subtraction problems (53%) than when solving inconsistent subtraction problems (38%). 

The fact that the students’ problem solving success depended not only on their ability to 

recognize two set relations involved in the solution process, but also on their ability to 

avoid committing reversal error when completing the first stage of the solution. Indeed, 

the data revealed that students tended to generate more reversal errors when solving 

inconsistent subtraction problems (38%) than when solving consistent subtraction 

problems (0%). In addition, the results showed that students were more likely to 

demonstrate only the first stage of the solution without generating reversal errors when 

solving consistent subtraction (31%) than when solving inconsistent subtraction problems 

(0%). It is important to highlight that even though students could not completely 

contemplate the two stages of the problem solution, but they still did not generate 

reversal errors. Thus, in total, students avoided generating reversal errors at much greater 

rates when solving consistent subtraction problems (84%) than when solving inconsistent 

subtraction problems (38%). Similarly, students tended to show slightly more severe 
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conceptual misunderstandings when solving inconsistent subtraction problems than when 

solving consistent subtraction problems.  

 As a reminder, students demonstrated severe lack of conceptual understanding 

when they made wrong associations among the set three sets of objects involved in the 

problem. For instance, students may choose to link directly numerical information from 

the first sentence with that of the second sentence, or use inappropriate arithmetic 

operations to associate the first and the second stages of the solution, and/or generate 

reversal errors when completing the first stage of the solution. There was a reason why 

students showed more severe conceptual misunderstandings when solving inconsistent 

language problems than when solving consistent language problems. The fact that 

students were inefficient to mentally rotate the relational statement of inconsistent 

subtraction problems into the relational statement of corresponding consistent subtraction 

problems may increase the storage space and decrease the processing space of their 

working memories so that they would not be able to process other tasks such as finding 

the cost of a bag of marbles at J.C. Penny, recognizing the referent of the pronoun (i.e., 

this) included in the problem, and the cost of 4 bags of marbles at J.C. Penny. It is 

noteworthy to say that information which is not well organized in the working memory 

tends to occupy a great deal of storage space, thus in turn, expulses other important 

pieces of information to be also grafted in the storage space, and reduces the processing 

capacity of the problem solver to carry out multiple tasks of information processing. 

Therefore, students were more apt to demonstrate multiple errors when solving 

inconsistent subtraction word problems than when solving consistent subtraction word 

problems. In other words, the ill-organization of the relational statement in the conscious 

memory of students may cause them to commit more conceptual errors when solving the 

problem.  
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As opposed to consistent subtraction problems in which the format of the 

relational statement is aligned with the processing format of problem solvers, the latter 

are less likely to mis-process other information such as the computation of the cost of 4 

bags of marbles at J.C. Penny. This was the result that the information that related to the 

first stage of the solution process was so well-organized in the storage space of the 

working memory that students were successful at storing and processing other tasks 

relevant to the solution process.  Nevertheless, the rate of severe conceptual 

misunderstandings can be reduced by assisting novice problem solvers to break the 

problem into several pieces. This strategy has for purpose of reorganizing important 

pieces of information so that they can offer the problem solver the opportunity to 

contemplate viable connections that are sufficient for the problem solution. For instance, 

when students learn to disintegrate the inconsistent subtraction problem into four major 

tasks such as searching for the referent of the pronoun (i.e., this), reconstructing the 

meaning of the relational statement, finding relevant pieces of information leading to the 

determination of the cost of one bag of marbles at J.C. penny, and getting the cost of 4 

bags of marbles at J.C. Penny, then they will appreciate the multiple connections that 

exist among these multiple tasks that enlighten their problem solving paths. In corollary, 

in breaking the problem into multiple pieces and establishing strong connections among 

them, students exponentially decrease the space that the combined tasks occupy in the 

storage space of the memory and thereby increase the space dedicated for information 

processing.   

It is advisable to affirm that the more difficult it is for students for contemplate 

the symmetry of the relational statement of inconsistent language problems, the more 

likely they tend to commit other conceptual pitfalls other than just generating reversal 

errors when completing the first stage of the solution process. Students’ difficulty may 
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originate from different issues such as incorporation of fractions, relative pronouns, or 

sophisticated multiplicative markers. Since these correlated issues may contribute to the 

ill-organization of information in the storage space of the memory, they will certainly 

lead to a slight amount of space reserved for information process in the conscious 

memory. Thus, students will be susceptible to show severe conceptual misunderstandings 

at greater rates when solving inconsistent language problems. 

 

Combined Analysis of Addition and Subtraction Problems 

The data showed that students tended to correctly identify the two sequential set 

relations involved in the solution process and not generate reversal errors at higher rates 

when solving consistent addition problems (86%) than when solving consistent 

subtraction problems (53%). Similarly, the data indicated that students were not more apt 

to commit reversal errors (whether they completed at least the stage of the solution or 

not) when they solved consistent addition problems (89%) than when they solved 

consistent subtraction problems (84%). In addition, the data pointed that students 

committed more serious conceptual misunderstandings when solving consistent 

subtraction word problems (15%) than when solving consistent addition word problems 

(3%). The results above suggest that students were more able to represent relational 

statements involving positive additive markers (e.g., more than) than relational 

statements involving negative additive markers (e.g., less than). This result is in 

correspondence with previous research in the sense that children were more likely to 

express their thoughts with positive markers than with negative markers (Clark, 1969). 

The environment in which children are raised provided them the opportunity to cultivate 

more positive linguistic markers than negative linguistic markers. For example, parents 

would make a comparative statement regarding the age of two children as follows: “Joe is 
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4 years older than Janet.” instead of “Janet is 4 years less old than Joe.” The first 

statement prompts more understanding to a child than does the second statement. In other 

words, a child would not think in a short time that “Janet is 4 years less young than Joe” 

is equivalent to “Joe is 4 years older than Janet.” Students’ cognitive behavior seems to 

be influenced by home learning when solving compare word problems. Therefore, it is 

not surprising that students were more apt to be successful when solving consistent 

addition problem than when solving subtraction word problems.  

However, the lesser degree of success that students experienced when solving 

subtraction problems than when solving addition word problems was not due directly to 

misinterpretation of the relational statement but to their interactive effect of the negative 

linguistic marker (e.g., less than) with the bearing of the two set relations implicated in 

the problem solution. For instance, the data revealed that 31% of students could correctly 

solve the first stage of the problem but stopped short from completing the second stage 

which the multiplicative relation between the cost of a gallon at Amoco and the cost of 

four gallons of gas at Amoco. It could happen that students spent so much time and 

cognitive energies configuring the representation of the relational statement which would 

produce the first step of the solution process that they had no more room to processing 

the second step of the solution process. Or, the inclusion of the negative marker may 

induce students to use problem solving strategies that were totally irrelevant to the 

situation described in the problem. Indeed, the data showed that 15% students were more 

likely to develop mis-conceptional models to solve the subtraction problem (15%) than to 

solve the addition problem (3%). 

Concurrently, the data indicated that students showed that students were equally 

likely to recognize language symmetry in both consistent addition and subtraction word 

problems (76%). Also, the results revealed that students were likely to preserve the 
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meaning of the second sentence at much higher rates when solving consistent subtraction 

problems (38%) than when solving consistent addition problems (30%).  Across both 

consistent addition and subtraction word problems, the data indicated that more than 75% 

of students who could correctly solve the two-step word problem were successful at 

recognizing the language symmetry included in the relational statement. Similar result 

was obtained in the case of the relationship between preservation of the second sentence 

and successful consistent addition problem solving. The data also indicated that students 

who could preserve the meaning of the first sentence correctly solved the two-step 

problem whether it was subtraction consistent addition consistent. However, the structure 

of the first sentence does not make any strong assumption between preservation of the 

first sentence and correct two-step problem solution. Again, the students’ success in 

solving either type of consistent problem is based on their capacity to correctly represent 

the second sentence. In other words, students could still preserve the meaning of the first 

sentence when rewriting it but did not demonstrate correct problem solution, unless they 

interpreted well the second sentence. 

 Conversely, the data highlighted similarly comparative results within inconsistent 

language problems. The data supported that students tended to correctly identify the two  

stages of the solution when solving inconsistent addition word problems (53%) than 

when solving inconsistent subtraction problems (38%). Similarly, students showed more 

serious conceptual misunderstandings when dealing with inconsistent subtraction 

problems (23%) than when dealing with inconsistent addition problems (5%).  However, 

the data indicated that students committed more reversal errors when solving inconsistent 

addition word problems (53%) than when solving inconsistent subtraction word problems 

(38%). Again, the differentiated structure of the relational statements of both inconsistent 

addition and subtraction word problems may explain why students did not generate 

2007 HICE Proceedings 
Page 2459



reversal errors equally across both types of problems. The relational statement of the 

inconsistent addition problem consisted of a negative additive marker (e.g., less than) and 

a relative pronoun (i.e., this). On the other hand, the relational statement of the 

inconsistent subtraction problem included a positive additive marker (e.g., more than) and 

the demonstrative pronoun (i.e., this). The successful representation of each of the two 

relational statements depends on students’ ability to relate the pronoun (i.e., this) to its 

referent in the first sentence and to mentally rotate the linguistic content of the relational 

statement into its symmetrical form.  The data revealed that students identified the 

referent of the pronoun at a greater rate when dealing with inconsistent addition problems 

(27%) than when dealing with inconsistent subtraction problems (23%). The realization 

of the task of identifying language symmetry also varies with the nature of the linguistic 

marker in the relational statement. It is evidenced that students would be more likely to 

transform a positive additive marker into its equivalent negative additive marker than to 

convert a negative linguistic marker into its positive linguistic marker.  

The data supported that students were more like to identify language symmetry 

when solving inconsistent subtraction problems (46%) than when solving inconsistent 

addition problems (33%). These results above suggested that language symmetry 

identification worked in interaction with the nature of linguistic markers in impacting 

students’ success in problem solving across both inconsistent addition and subtraction 

problems. In other words, the presence of the negative marker in the relational statement 

of inconsistent additive increases the difficulty with which students will reverse the 

relational statement into the relational statement of the corresponding consistent addition 

word problem. On the other hand, the presence of the positive marker included in the 

relational statement of the inconsistent subtraction problem will decrease the difficulty 
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with which students will reverse the relational statement into that of the corresponding 

consistent subtraction problem. 

 
5. Analysis of Consistent Multiplication Compare Word problems 
 

Table 5 – Frequency Distribution of Consistent Multiplication Word problems  
 Cognitive Variables 
Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

 

Language 
Symmetry 
Identification 

15 0 1 0 1 17 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
1 

 
0 

 
2 

 
12 

 
First 
Sentence 
Preservation 

 
21 

 
0 

 
3 

 
0 

 
5 

 
29 

 
Number of 
participants 

 
26 

 
0 

 
7 

 
4 

 
8 

 
45 

 
The data indicated that 26 out of 45 (or 58%) students could correctly recognize 

the two sequential stages of the problem solution and did not generate reversal error. In 

the same vein, there were 7 (or 15%) of the students who could complete the first stage of 

the solution process without committing reversal error. On the other hand, there were 8 
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(or 17%) of the students who showed serious lack of conceptual understanding of the 

problem. Yet, the data indicated that there were none of the students who committed 

reversal error while solving the two-stage consistent multiplication problem.   

The data also revealed that 17 of the 45 (or 37.77%) students correctly identify 

the mirror-image of the relational statement. Conversely, 62% of the participants failed to 

recognize the linguistic symmetry of the second sentence. Since some of the alternate 

statements presented as candidates for the mirror-image of the relational statement were 

written with fractions and participants had serious misunderstanding of fractions, it was 

sufficient to understand why few participants were successful at recognizing the correct 

statement that matched the meaning of the relational statement. Yet 15 of these 17 

students who could identify language symmetry were among the 26 students could 

correctly solve the two-step consistent multiplication problem. Also, one of the 7 students 

who could complete only the first stage of the problem solution without generating 

reversal error was included among the remaining 2 students who could identify the 

mirror-image of the relational statement. In the same fashion, the remaining student who 

could identify the language symmetry involved in the relational statement was one of the 

8 students who showed severe lack of conceptual understanding of the componential 

structure of the problem.  

 On the other hand, the data indicated that 12 out of 45 students (26.66%) could 

preserve the meaning of the second sentence. The results revealed that 9 out of these 12    

(or 75%) students were among the 26 students who could correctly solve the problem. 

Similarly, the results showed that one of these 12 (or 9%) students was one of the 7 

students who could correctly identify the two sequential stages of the problem solution 

without generating reversal error. In total, 84% of students who could translate the 

second sentence without changing the meaning of it completed the first step of the 
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solution process without committing reversal error. The data also revealed that 2 out of 

the 12 students who could correctly preserve the meaning of the second sentence showed 

severe lack of conceptual misunderstandings when solving the consistent multiplication 

word problem. 

 The data evidenced that 29 of the students could rewrite the first sentence without 

affecting its meaning. Twenty-one out of the 29 (or 72%) students who could preserve 

the meaning of the first sentence were included among the 26 students who could 

correctly solve the problem. Similarly, 3 of the 8 students who could preserve the first 

sentence were part of the 7 students who could complete the first stage of the solution 

process without committing reversal error. Finally, the remaining 5 students who could 

preserve the first sentence were included among the 8 students who showed serious 

conceptual misunderstanding when solving the problem.  

 In addition, the data revealed a strong relationship between language symmetry 

identification and second sentence preservation in consistent multiplication problem 

solving. In other words, students who were able to preserve the second sentence could 

also correctly identify the language symmetry involved in the relational statement. 

Similarly, the data indicated that students who were successful at identifying language 

symmetry and preserving the meaning of the second sentence could correctly solve the 

two-step consistent multiplication problem. The data pointed that 58% of the students 

who could correctly solve the problem successfully identified language symmetry 

involved in the relational statement. 
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6. Analysis of Inconsistent Multiplication Compare Word Problems 

Table 6 – Frequency Distribution of Inconsistent Multiplication Word problems 
  

                                   Cognitive Variable 
Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences, 
commit reversal 
errors, or refer to 
other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

7 0 2 3 12 

 
Pronoun-
Referent 
Identification 

 
7 

 
4 

 
4 

 
20 

 
35 

 
Second 
Sentence 
Preservation 

 
4 

 
0 

 
0 

 
0 

 
4 

 
First 
Sentence 
Preservation 

 
5 

 
3 

 
2 

 
14 

 
34 

 
Number of 
participants 

 
8 

 
4 

 
4 

 
26 

 
42 

 
The results showed that 8 out of 42 (or 19%) students who were exposed to the two-step 

inconsistent multiplication word problem correctly identify the two steps involved in the 

solution process and did not generate reversal error when completing the first step of the 
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solution (i.e., the number of miles Richie runs in a week). Out of the 42 participants, 4 (or 

10%) students completed the first step without committing reversal error but stopped 

short from completing the second step. There were also 4 (10%) students who could 

identify the two steps involved in the solution process but generated reversal errors when 

completing the first stage of the solution (i.e., the number of miles Richie runs in a week). 

Then, the data exhibited that 26 of the 42 (or 61.90%) participants demonstrated a severe 

lack of conceptual understanding when solving the problem in several ways. One, 

participants might make association between the first and third sentences. Two, they 

referred to numerical information that was irrelevant to the situation described in the 

problem text. Three, they distorted the meaning of the different parts of the fraction 

provided in the relational statement. Four, they established more than two relations with 

data provided. Fifth, they made use of arithmetic operations that did not underlie either 

one of the two relations mentioned in the problem.  

 In comparison with the percentage of students who had a poor understanding of 

the relational statement or the structural network of the problem, there was a relatively 

small percentage (28.57%) of students who solved the inconsistent multiplication word 

problem without committing reversal error. An in-depth examination of the data showed 

that conceptual understanding of fraction was to blame for students’ inability to solve 

correctly the multiplicative inconsistent problem. The participants failed to appreciate the 

relational role of fractions in the relational statement. Some treated the fraction (i.e., 1/5) 

as an integer (i.e., 5), or the cardinality of a set, or any non-conventional number. 

Because of the presence of the fraction in the relational statement, the participants could 

not contemplate the relation between Joe’s the number of miles Joe ran in one week and 

the number of miles Richie ran in one week.  
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Now, the examination of the data allows us to visualize the effects of diverse 

linguistic skills necessary to solve the problem. The data showed that there were 12 (or 

28.57%) students who could correctly identify the mirror-image of the relational 

statement, which captures the meaning of the entire problem. Yet, 7 out of the 12 (or 

58.33%) students could identify the two sequential stages in the solution process and 

correctly solve the problem without generating reversal error. Of the remaining 5 students 

(who could identify language symmetry), 2 students could solve the problem without 

generating reversal error but did not pursue to complete the second stage of the solution 

process, and the other 3 students had a severe lack of conceptual understanding of the 

problem. In all, 9 out the 12 (75%) of the students who could identify language symmetry 

were successful at solving the two-step inconsistent multiplication word problems. 

Conversely, the data indicated that 35 out of 42 (or 83%) students could correctly 

associate the pronoun (i.e., He) with its referent (i.e., Joe) in the problem. Out of these 35 

students, 7 could identify the two sequential stages in the problem solution and did not 

generate reversal error, 4 could not demonstrate the sequential stages of the solution but 

did not generate reversal error, and 20 showed a severe lack of conceptual understanding 

of the structural network of the problem. This apparently resulted that pronoun-referent 

identification was not related to successful problem solving in inconsistent multiplication 

word problems. This lack of relationship could be explained by the presence of the 

fraction in the relational statement. One must remember that students had a poor 

understanding of fractions in the word problem. Thus, even though they could 

successfully relate the first sentence to the second sentence, they would not be able to 

relate the different propositions in order to fabricate a contextually, comprehensive 

representation of the problem. In fact, when solving inconsistent addition word problems, 

the participants’ performance in pronoun-referent identification was highly related to 
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their performance in identifying the two sequential stages of the problem and not 

generating reversal error. In addition, the contribution of the linkage of the pronoun––

He—with its referent (i.e., Joe) did not create as many nodes in the comprehension 

network of the inconsistent multiplication word problem in the same manner as the 

linkage between the pronoun –This--- with its referent (i.e., the cost of a gallon of gas at 

Amoco) did in the comprehension network of the inconsistent addition word problem. 

This meant that the referential structure of the inconsistent addition problem offered 

problem solvers a greater base of relationship between the first and second sentence than 

did the referential structure of the inconsistent multiplication word problem. In any 

matter, one thing stood out of the results. Participants’ ability to identify language 

symmetry was highly related to their ability to identify the referent-pronoun relation.  

Also, the data revealed that 4 out of 42 (10%) students were able to rewrite the 

second sentence without changing its meaning. The criteria of an acceptable translation 

were that participants kept the meanings of the key phrases such as ‘per week’ and ‘1/5 as 

many miles as’ when rewriting the first and second sentences. A qualitative observation 

of participants’ responses showed that these 4 participants wrote sentences such as “He 

runs one fifth of what Joe does.”, “Richie runs 5 times more mile than Joe”, “For every 

five miles Richie runs, Joe runs one mile”. Because the difficulty of the problem resides 

in the understanding of “1/5 as many miles as . .”, it is crucial to find out how students 

converted this phrase in their own words. Even though that the students did not include 

the translation of “per week” in their rewriting, they demonstrated enough understanding 

of the relational statement to correctly solve the inconsistent multiplication problem.  

On the other hand, a great deal of students attempted to provide translations such 

as “In 1 week he runs 1/5 as miles per week as Richie does,” “Every week Joe runs 1/5 as 

many miles per week as Richie does.” Although, these translations carry the rewriting of 
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“per week”, they do not exude explicit understanding of the relational statement. While 

the understanding of “per week” is necessary for the complete representation of the 

textual propositions, the understanding of “1/5 as many miles as. .” captures the gist of 

the problem. Therefore, it is safe to assume that participants who could correctly rewrite 

the phrase “1/5 as many miles as. .” were up to successfully find at least the number of 

miles Richie runs in one week, given that Joe runs 6 miles a week. 

 In addition, the data evidenced that there were 34 out of 42 (81%) participants 

who could rewrite the first sentence without changing the meaning of it. However, a 

perfect translation of the first sentence was not directly related to successful problem 

solving in inconsistent multiplication word problems. Of the 34 participants, 5 (or 62.5% 

of them) could correctly identify the two sequential stages involved in the problem 

solution and did not generate reversal error, 2 (50%) could only complete the first stage 

and did not generate reversal error in the solution process, 3 (75%) could still identify the 

two sequential stages implicated in the solution process but committed reversal error 

when solving the problem, and 14 (54%) showed severe lack of conceptual understanding 

of the componential structure of the problem.  

The frequency distribution of students who could preserve the meaning of the first 

sentence across the four cognitive models of the solution process showed that first 

sentence preservation was not associated with successful problem solving since there 

were approximately the same percentage of students who could preserve the meaning of 

the first sentence who could also either solve the problem correctly or committed severe 

lack of conceptual understanding. It is noteworthy to mention that the rewriting of the 

first sentence required only the translation of “per week” that participants had to replace 

by “a week”, “every week”, or “in one week”. Again, the correct translation of “per 

week” was not crucial in fabricating a realistic solution model. As opposed, the 
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preservation of the second sentence was crucial when confectioning a solution model to 

the problem. The proportion of students who could preserve the meaning of “He runs 1/5 

as many miles per week as Richie” were equally likely to correctly identify the two 

sequential stages of the problem solution without generating reversal error. However, 

among the 34 out of 42 (or 81%) students who could preserve the meaning of the first 

sentence, only 5 (or 14%) could create a correct solution model to solve the problem. 

More than half of them either committed reversal error or showed severe lack of 

conceptual understandings when solving the inconsistent multiplication word problem. 

 

Combined Analysis of Consistent and Inconsistent Multiplication Word Problems 

An overall examination of the data showed how students interacted across the 

different linguistic and cognitive strands of both consistent and inconsistent 

multiplication problems. The results revealed that students were more likely to identify 

language symmetry when dealing with consistent multiplication problems (38%) than 

when dealing with inconsistent multiplication problems (29%). This differential 

performance did not easily lead to interpretation for two reasons. First, the linguistic 

structure of the relational statement of the inconsistent multiplication problem seemed to 

not cause a major obstacle for students to find the referent of the pronoun –He– h 

included in the second sentence. Indeed, the data revealed that 83% of the students could 

correctly identify the referent (i.e., Joe) in the first sentence for the pronoun (i.e., he). 

That less than 20% of students could not identify the pronoun-referent relation in the 

problem should not have significantly affected students’ ability to identify language 

symmetry in the relational statement. Since the difficulty of students to contemplate 

mirror-images of relational statements included in inconsistent word problems was 

mainly due to the presence of the pronoun which was a place holder in the first sentence, 
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it would make sense that once students would do away with the difficulty of dealing with 

referent-pronoun relations, they should be able to visualize language symmetry with the 

same likelihood when dealing with both consistent and inconsistent multiplication word 

problems. However, the data indicated that students did much better with language 

symmetry when dealing with consistent multiplication problems than when dealing with 

inconsistent problems.  

 Second, the mathematical structure of alternate statements provided for students 

to choose the one which was the best representative for the relational statement was 

similar for both consistent and inconsistent multiplication word problems. Both sets of 

the four statements included fractions. Since students had discomfort to represent textual 

propositions that contained fractions, we may assume that students would experience 

equal difficulty to recognize language symmetry across both consistent and inconsistent 

multiplication word problems. However, students still recognized language symmetry at 

much greater rates when dealing with consistent multiplication word problems than when 

dealing with inconsistent multiplication word problems. 

 Given that the above discussions did not significantly provide strong arguments 

for students’ preferences to language symmetry recognition in favor of consistent 

multiplication word problems, one must debate about the impact of the structure of 

relational statements in both consistent and inconsistent multiplication problems on 

students’ prior knowledge and interest to problem solving.  The make-up of the relational 

statement of consistent multiplication problem was simple in the sense that it included 

only markers (i.e., n times as many) that were congruent with students’ processing format 

and familiar with their day-to-day language. On the other hand, the make-up of the 

relational statement of the inconsistent multiplication word problem was constituted of a 

sophisticated, academically loaded mathematical expression (i.e., 1/5 as many miles per 
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week as . .) that seemed to be unfamiliar to most students. The analysis of the relational 

statement of the consistent multiplication problem seemed to be more invitational to 

meaning construction and problem solving, as compared to the relational statement of the 

inconsistent multiplication problem. In other words, the structure of the relational 

statement of the consistent problem could even prepare students to ‘see’ the mirror-image 

of the relational statement.  

As opposed, the structure of the relational statement in the inconsistent 

multiplication problem was likely to block students’ interest in constructing meaning and 

visualize the symmetric representation of the relational statement, which was “Richie 

runs 5 times as many miles as Joes”. It is important to notice that students can visualize a 

symmetric representation (of the relational statement of the consistent problem), which 

would involve fractions in its mathematical shapes. This meant that students were 

capable of operating a 180-degree rotation of a relational expression when the latter was 

free of fractions. In other words, the structure of the non-fraction relational statement was 

susceptible to arouse students to conceptualize the symmetric form of the relational 

statement and to further recognize the fractional shape of the symmetrical form. Au 

contraire, students found it extremely hard to demonstrate language symmetry when they 

were first presented with a fraction-embedded relational statement. The presence of the 

fraction in the relational statement reduced the interconnections among the different 

pieces of information relevant to meaning representation, which had to take place in the 

working memory in order for students to contemplate the mirror-image of the relational 

statement. In particular, the storage space of students’ conscious memory was so crowed 

with ill-organized fraction information that there was no space left for information 

processing when it came to construct a non-fraction equivalent relational statement.  
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 It is noteworthy to highlight that students’ inability to construct symmetrical 

statements for original fraction-embedded relational statements was not just congruent to 

inconsistent multiplication problems but also to consistent division problems, in which 

the relational statement is written with fractions. (There will be a special discussion about 

division problems separately later). Hence, the presence of pronouns in the personal 

pronoun seemed not to play a major role in students’ inability to identify language 

symmetry in multiplicative word problems, regardless that problems were language 

consistent or inconsistent. Indeed, the data revealed that students exceeded their 

proficiencies in identifying pronoun-referent relations across both inconsistent 

multiplication word problems (83%) and inconsistent division word problems (91%). 

Therefore, the inclusion of fractions in the original relational statement seemed to be the 

emissary goat in students’ inability to recognize language symmetry. 

 The examination of the results also points that students were more likely to 

preserve the meaning of the second sentence when the problem was language consistent 

(26%) than when it was language inconsistent (10%). In demonstrating their skills of 

meaning preservation, students had to successfully find for the referent of the pronoun 

and well represent the multiplicative marker as identified by “n times as many miles . .as” 

or “1/n as many miles . . as”. For the same reasons that students could better identify 

language symmetry in the relational statement when the latter was free of fractions, 

students also manifested their capacities to preserve the meaning of the second sentence 

at greater rates when it is written without fractions. As argued above, students did not 

develop deep conceptual understandings for fractions. In other words, fractions were not 

well interconnected with other vital pieces of information in the storage space of 

students’ working memory. Thus, the inclusion of fractions in the second sentence 
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became an obstacle for other information (i.e., identification of the mirror-image of the 

relational statement) to be successfully processed.   

 The data highlighted that students tended to preserve the first sentence more when 

they were looking at the inconsistent multiplication problem (81%) than when they were 

looking at the consistent multiplication problem (64%). Yet, the representation of the first 

sentence was not primordial in confectioning a solution model for either of the two types 

of multiplication problem. It might only reinforce to the understanding of the second 

sentence, which was the epicenter of the problem. Indeed, the data showed that among 

the 81% of the students who correctly preserve the first sentence more than half of them 

showed severe lack of conceptual understandings of the inconsistent multiplication 

problem.  

On the other hand, the data revealed that among the 64% of the students who 

preserved the first sentence more than two-thirds of them were successful at solving the 

two-step consistent multiplication word problem. Even though the data did indicate that 

first sentence preservation was more relevant to successful problem solving in consistent 

multiplication problems than in inconsistent multiplication problems, this result was not 

congruent with the distribution of cognitive and linguistic bearings of the problem. In 

statistical terms, it is safe to admit that after controlling for the effect of the second 

sentence preservation, the effect of the first sentence on students’ success in solving 

either type of the multiplication problems might be insignificant. In other words, the first 

sentence preservation may have a spurious relation with the correct problem solution 

process in the sense that this relation is maintained only when the second sentence 

preservation relates to both of them. Hence, as soon as the effect of the second sentence 

preservation is being extirpated from both the first sentence and successful problem 

solving, the relation between the first sentence preservation and successful problem 
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solving no longer exists. In other words, students may incorrectly solve the multiplication 

problem regardless of their ability to preserve the meaning of the first sentence.  

 In addition, the data indicated that students were more likely to correctly identify 

the two sequential stages involved in the problem solution without generating reversal 

error when completing the first stage when solving consistent multiplications (58%) than 

when solving inconsistent multiplication problems (19%). Since the hallmark of correct 

problem solving in inconsistent problem is the ability not to generate reversal error, (i.e., 

using an arithmetic operation that is incongruent to the gist of the problem, but relevant to 

the key word mentioned in the relational statement), one might understand why students 

generated more reversal errors when solving inconsistent multiplication problems. 

However, the amount of students (9.5%) who committed reversal errors when identifying 

the two sequential set relations involved in the solution process was far less than the 72% 

of students who correctly solved the two-step problem. Indeed, the results showed that 

62% out of the 72% students showed serious conceptual misunderstanding when solving 

the inconsistent multiplication problem. In other words, students might choose to do one 

or more of the following strategies: (1) ignoring the relational statement in the solution 

model; (2) making use of numerical information or operations that were not relevant to 

the question posed in the problem; (3) referring to more than two set relations in 

confectioning the solution model; and (4) generating reversal error when completing the 

first step of the solution. In so doing, students were likely to elicit their poor 

representations of the gist of the problem.  

Again, the combination of the different cognitive tasks which students had to do 

in order to fully represent the problem packed the storage space of students’ working 

memory and left negligible amount of space for information processing. As a result, 

students would refer to as many defective problem solving strategies that did not tap on 
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the situation described in the inconsistent multiplication word problem. Again, the 

presence of fractions in the relational statement was to blame for students’ use of 

defective strategies in solving inconsistent multiplication problems. The qualitative 

examination of students’ work showed that they had a low conceptual understanding of 

fractions. 

 On the other hand, the structure of the relational statement of the consistent 

multiplication problem offered fewer opportunities for students to commit reversal errors 

or show serious conceptual misunderstandings. In other words, students were able to 

carry out multiple cognitive tasks such as recognizing the two sequential stages involved 

in the problem and the operations congruent to the execution of each stage, without 

missing the big picture in the problem.  
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7. Analysis of Consistent Division Word Compare Problems 

Table 7 – Frequency Distribution of consistent Division Word problems 
  

Cognitive Variables 
  
 

 
 

    

Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first 
set 
relation 
completed 
only to 
address 
the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

Total

Language 
Symmetry 
Identification 

9 0 3 1 5 18 

 
Second 
Sentence 
Preservation 

 
2 

 
0 

 
1 

 
0 

 
2 

 
5 

 
First 
Sentence 
Preservation 

 
6 

 
1 

 
1 

 
0 

 
7 

15 

 
Number of 
participants 

 
9 

 
1 

 
3 

 
5 

 
16 

 
34 

 
The above frequency table revealed that only 9 out 34 (26%) students could 

demonstrate the two sequential stages involved in the solution process of the consistent 

division word problem without generating reversal error. On the other hand, 16 out of 34 

(47%) evidenced severe conceptual mis-understanding when solving the consistent 
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division problem, 3 out of 34 (or 8.8%) students could correctly the first stage of the 

solution without generating reversal error, 1 out 34 (or 3%) students generated reversal 

errors when solving the problem, and 5 (15%) students who avoided solving the problem. 

Contrary to previous research (Lewis & Mayer, 1987; Jean, 1999), participants did not 

show superior performance in consistent division problems (38%) as compared to their 

performance in inconsistent division problems (45%) (to be established later).  

An overall look at the data indicates that 17 out of 34 (or 50%) students were able 

to recognize the mirror-image of the relational statement of the consistent division word 

problem. Half of these students could correctly demonstrate the two sequential 

relationships involved in the solution process and did not commit reversal error when 

completing the first step of the solution process. In addition, none of these 17 students 

was the student who solved the problem by generating reversal error. The data also 

showed that the 3 students who completed only the first step of the problem solution 

without generating reversal error were among the remaining students who could identify 

language symmetry. Finally, the data revealed that 6 out the 17 students who showed 

serious lack of conceptual understanding were included among the students who could 

recognize the mirror-image of the relational statement. In overall, there were 9 out of 12 

(or 67%) of the students who could identify language symmetry in the relational 

statement who could solve the two-stage consistent division problem without generating 

reversal error.  

Yet, there were still 33% of the participants who had no understanding of the 

relational statement of the problem. A qualitative review of the participants’ papers 

showed that a large portion of participants’ misunderstanding was due to a lack of 

conceptual understanding of fractions, which were involved in the constitution of the 

relational statement. Students failed to realize that fractions incorporate multiplicative 
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relationships between two sets of objects. In some cases, students ignored the relational 

statement when confectioning their solution models of the problem. This was a result of 

their inability to deal with fractions. In so doing, the participants went far from 

constructing models that could correctly capture the gist of the problem, which resided in 

the fractional constitution of the relational statement. 

Conversely, the data revealed that there were only 5 (or 15%) students who could 

rewrite the second sentence without altering its meaning. Again, a poor concept of 

fractions was to blame for participants’ failure to preserve the meaning of the second 

sentence. They found it hard to establish the multiplicative relationship between the 

number of hours Mary works in a week and the number of hours Robert works in a week 

by look at the phrase “1/4 as many hours as . .”. In addition, the data showed that only 3 

of these 5 students could correctly solve the consistent division problem and the 

remaining 2 students committed severe conceptual misunderstanding when solving the 

problem. In other words, the data did not tend to support a strong relationship between 

language symmetry identification and successful problem solving. 

The data highlighted that 15 (or 44%) students did preserve the meaning of the 

first sentence. Yet, the data did show that first sentence preservation was associated with 

successful problem solving in consistent division word problems. In other words, the 

results indicated that 7 out of 9 students (78%) who identified the two sequential stages 

of the solution process and/or did not generate reversal error when completing the first 

stage were among the 15 students who preserved the meaning of the first sentence. 

Similarly, the data revealed that 8 out of 16 (or 50%) students who committed reversal 

error (when completing the first step of the solution process) or totally dismissed the 

second sentence in the construction of their solution models were the remaining 8 

students who preserved the meaning of the first sentence. Nevertheless, one must not 
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generalize from the demonstrated relationship between preservation of the first sentence 

and lack of reversal error in consistent division problem solving since the linguistic 

constitution of the first sentence does not contain the epicenter of the gist of the problem. 

Certainly, in order for participants to correctly fabricate a solution model, they had to 

represent every textual proposition in their working memory, including the first sentence. 

But they had to realize that the relational statement (i.e., the second sentence) was the 

epicenter to which every other textual proposition had to be attached to contribute to the 

formation of a model that represented the situation described in the problem. 
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8. Analysis of Inconsistent Division Word Compare Problems 

Table 8 – Frequency Distribution of Inconsistent Division Word problems 
 Cognitive Variables 
Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first 
set 
relation 
completed 
only to 
address 
the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

Total

Language 
Symmetry 
Identification 

8 0 1 1 1 10 

 
Pronoun-
Referent 
Identification 

 
15 

 
4 

 
0 

 
2 

 
9 

 
30 

 
Second 
Sentence 
Preservation 

 
8 

 
3 

 
0 

 
1 

 
1 

 
13 

 
First 
Sentence 
Preservation 

 
10 

 
3 

 
0 

 
2 

 
6 

 
21 

 
Number of 
participants 

 
15 

 
5 

 
2 

 
2 

 
9 

 
33 

 
The data showed that there were 15  students (out of 33 participants solving the 

problem) who could correctly identify the two sequential set relations, which was 

included in the solution process of the inconsistent division word problems without 

committing reversal error, 5 out of 33 (15%) students who could still correctly identify 
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the two sequential set relations included in the solution process of the inconsistent 

division word problems but committed reversal error when completing the first stage, 11 

out of the 33 (33%) showed severe conceptual misunderstanding of the problem, 2 out of 

33 students completed only the first step without generating reversal error, and 2 out of 

the 33 students did not elicit their problem solving process. These preliminary results 

showed that less than half (i.e., 45%) of the students were successful at solving 

inconsistent division problems. These types of word problems require that students 

mentally rotate the multiplicative relational statement to fit their processing format. Yet, 

the inconsistent division problem did not include fractions in its relational statement. 

Hence, participants’ ability to transform the relational statement was not tampered with 

their understanding of fractions, but it was highly associated with their comprehension of 

multiplicative relations. This substantial rate (45%) of success in inconsistent division 

problem solving as compared with the lower rate (38%) of success in consistent division 

problem solving could be associated with participants’ ability to demonstrate 

multiplicative thinking after control for their inability to deal with fractions. Yet, this 

result was not in conflict with previous research in compare word problems (Jean, 1999; 

Stern, 1993) in which students tended to generate more reversal errors when solving 

inconsistent language problems than when solving consistent language problems. In fact, 

the results of the analysis showed that students generated more reversal errors (24%) 

when tackling inconsistent division problems than when solving consistent division 

language problems (3%).  

Now, an in-depth analysis of the data will shed light on the effect of language 

comprehension in inconsistent division problem solving. The results showed that 10 out 

of 33 students could recognize language symmetry when solving the problem. Yet, the 

data indicated that 8 out of 15 (53%) students who correctly demonstrated the two 
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sequential relations involved in the solution process were among the 10 students who 

could identify the mirror-image of the relational statement. The data also revealed that 

none of the 5 students who could still correctly demonstrate the two sequential relations 

involved in the solution process, but generated reversal error were part of the students 

who recognized language symmetry in the second sentence. In addition, 2 out of the 11 

(or 18%) students who showed serious lack of conceptual understanding were included 

among the students who could identify language symmetry in the problem. The above 

results allow two derivations. First, language symmetry identification was associated with 

successful inconsistent division problem solving (i.e., 80% of the students who identified 

language symmetry were successful at solving inconsistent division word problems). 

Second, there was a large proportion (67%) of students who did not recognize the mirror-

image of the relational statement included in the problem.  This result could probably be 

due to students’ inability to deal with fractions that were included in the make-up of the 

candidate statements for the relational statement. While participants could decipher the 

meaning of the relational statement (which was written without fractions), they might 

have difficulty to recognize the same relational statement when it was written with 

fractions.  

On the other hand, the data revealed that 30 out of 33 (90%) students could 

determine the referent of the pronoun (“She”) involved in the relational statement. The 

data also indicated that the 15 (100%) students who correctly identified the two 

sequential stages in the solution process of the inconsistent division problem were 

included among the 30 students who could determine the referent of the pronoun. 

Similarly, the results showed that 4 out of the 5 (80%) students who could identify the 

two sequential set relations in the solution process were included in the remaining 15 

students who identified the relation between the pronoun (i.e., she) and its referent (i.e., 
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Shirley). In the same fashion, the results revealed that the 9 (100%) students who had 

serious misrepresentations of the problem were also among those who could identify the 

referent of the pronoun (i.e., she). These results suggested that participants’ ability to 

identify the referent of the pronoun did not necessarily explain their success in 

inconsistent division problem solving since the number of students who could identify the 

two stages of the solution process or show severe lack of conceptual understandings 

corresponded to the exact same students who were able to determine the referent of the 

pronoun. In other words, there seemed to be no genuine relationship between pronoun-

referent identification and successful problem solving in inconsistent division problems. 

This result was in conflict with the case of inconsistent additive word problems. The data 

suggested that there be a genuine relation between pronoun-referent identification and 

successful problem solving in inconsistent additive problems. The previous analysis 

argued that the referent (i.e., the cost of gas at Amoco) of the pronoun (“this”) was more 

likely to create a greater network for confectioning a solution model than the referent 

(“Shirley”) of the pronoun (“She”) did. By the same token, students were more likely 

(91%) to identify the referent of (“She”) than to identify the referent of (“This”) (27.7%).  

Conversely, the data showed that 13 out of 33 (or 40%) students could rewrite the 

second sentence without changing the meaning of it. In other words, there were 60% of 

the 33 students who could not preserve the meaning of the relational statement. Since it is 

predicted that preservation of the relational statement is likely to be associated with 

participants identifying correctly at least the first stage of the solution process and not 

committing reversal error, most of the 13 students who could preserve the second 

sentence were supposed to be successful at solving the inconsistent division word 

problem. In fact, the data evidenced that 8 out of the 15 (53%) students who correctly 

solved the problem were included among the 13 students who preserved the second 
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sentence. Conversely, the data revealed that 3 out of 5 (60%) students who committed 

reversal error when solving the problem were among the remaining 5 students who 

preserved the meaning of the second sentence. 

The data also evidenced that there were 21 out of 33 (65%) students who 

preserved the meaning of the first sentence. Of these 21 students, there were 10 who 

correctly identified the two-stage solution process without generating reversal error, 3 

students who committed reversal error when solving the 2-stage inconsistent division 

problem, and 8 students who committed serious misrepresentations of the problem. It is 

noteworthy to highlight that preservation of both first and second sentences was 

associated with successful problem solving in inconsistent division word problems.  

 

Combined Analysis of Division Compare Word Problems 

The results of the analysis showed that students were more likely to correctly 

identify one or the two sequential set relations involved in the problem solution and not 

generate reversal error when solving inconsistent division problems (66%) than when 

solving consistent word problems (38%). In similar fashion, the data revealed that 

students tended to demonstrate the two sequential stages of the solution process without 

generating reversal error when solving inconsistent division problems (45%) than when 

solving consistent division problems (29%). On the other hand, the data indicated that 

students generated more reversal errors and correctly completed the two sequential stages 

of the solution when solving inconsistent division word problems (21%) than when 

solving consistent division word problems (3%). Even though the data clearly pointed out 

that students committed more reversal errors in inconsistent division problems than in 

consistent division problems, this did not reveal that students were less successful when 

solving inconsistent division problems than when solving consistent problems. In 
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corollary, the data highlighted that students tended to commit more serious conceptual 

misunderstandings when solving consistent division problems (49%) than when solving 

inconsistent division problems (25%). Taken together, this statistics showed that students 

fared better off when solving inconsistent two-step division problems than when solving 

two-step consistent language problems. This result can be interpreted in the context of the 

mathematical constitution of the relational statement included in each problem type. The 

relational statement of the inconsistent division problem is made of a multiplicative 

positive marker (i.e., “n times as many miles per week as”) while the relational statement 

of the consistent division problem is made of a negative multiplicative marker (i.e., “1/4 

as many hours per week”). The literature is replete of illustrations where children are 

used to refer to positive multiplicative markers more than they do to negative 

multiplicative markers (Clark, 1969). This occurs for two reasons. First, the cultural 

environment does not nurture children’s vocabulary in negative multiplicative markers. 

Second, the use of negative multiplicative markers requires a proficient understanding of 

the working of fractions. Again, research shows that middle school students do not 

develop conceptual understandings for fractions as much as they do for natural integers 

(Jean, 1999). The inclusion of fractions in the relational statement makes it difficult for 

students to examine the symmetrical form of the relational statement. In other words, 

students would have more preference to visualize the mirror-image of a relational 

statement when the latter which is fraction-free or includes a positive multiplicative 

marker than when it includes a negative multiplicative marker. In this study, however, the 

results showed that students were slightly more prevalent to recognize language 

symmetry when dealing with consistent division problems (32%) than when dealing with 

inconsistent problems (30%). Yet, this could be the result of sampling procedure (e.g., 

size, selection process). In a case of a fully random selection of participants, one could 
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expect that students produce empirical data that will support their propensity to recognize 

language symmetry at much higher rates when the language symmetry involves positive 

multiplicative markers than when it involves negative multiplicative markers. 

 However, the data provided greater evidence that students could preserve the 

meaning of the relational statement in inconsistent division problems (21%) at much 

higher rates as compared to consistent division word problems (15%). It is important to 

highlight that second sentence preservation is equally related to language symmetry 

recognition in predicting students’ success in compare division word problems. The result 

above clearly demonstrated that the structure of the relational statement of inconsistent 

division problems favored students’ problem solving.   

Nevertheless, the impact of fraction representation on students’ problem solving 

in compare division word problems must be understood in the context of language 

consistency. It is evidenced that language inconsistency is in conflict with problem 

solvers’ processing format. In other words, when the unknown of the problem is the 

object of the relational statement, students must realign the relational statement in order 

to begin the second sentence with the unknown of the problem. Lewis and Mayer (1987) 

predicted that problem solvers would commit more reversal errors when solving 

inconsistent language problems when solving consistent problems, in which the unknown 

of the problem is the subject of the relational statement. Certainly, the results of the study 

showed that students committed more reversal errors in inconsistent division word 

problems (21%) than in consistent division word problems (3%). However, the results of 

the study also indicated an interactive effect of fractions and language consistency on 

students’ problem solving behavior in compare division word problems, in which the 

inclusion of fractions (or negative multiplicative markers) in the second sentence of  

consistent division problems forced students to create solution models that were 
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irrelevant to the situation described in the problem. But, this interactive effect was more 

detrimental when students solved consistent division word problems (45%) than when 

they solved inconsistent division word problems (which were fraction-free, of course) 

(20%). 

In the same vein, the data showed that students were likely to demonstrate severe 

lack of conceptual understandings when dealing with inconsistent multiplication word 

problems (62%) in which the relational statement contained a negative multiplicative 

marker than when dealing with consistent multiplication word problems (26%). This 

result was the positive interactive effect of fractions and language consistency on 

students’ problem solving in compare multiplication word problems. In other words, the 

presence of fractions reinforced the difficulty with which students had to visualize the 

symmetric form of the relational statement of the inconsistent problem in order to 

confection a solution model relevant to the gist of the problem. Indeed, the data exhibited 

that students tended to recognize language symmetry at higher rates when solving 

consistent multiplication word problems than when solving inconsistent multiplication 

word problems. Similarly, the data pointed that students were more likely to preserve the 

meaning of the second sentence, which was related to successful two-step multiplication 

word problem solving, when problems were language consistent (26%) than when they 

were language inconsistent (10%).   

Again, both multiplication and division compare word problems provided the 

opportunities to appreciate the effects of fractions in relation to language consistency on 

students’ problem solving. The results pointed that students were able to demonstrate 

their proficiency in multiplicative thinking throughout compare word problems, after the 

inclusion of fractions was held constant. This means that students were likely to succeed 

in multiplicative compare word problems whether the problem was language consistent 
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or inconsistent, as long as the problem was immune of negative multiplicative markers 

(e.g., 1/n times as many . . as).  

The data indicated that students were more likely to preserve the meaning of the 

first sentence when rewriting the first sentence of the inconsistent division problem 

(44%) than when rewriting the first sentence of the consistent division problem (64%).  

However, the distribution of the frequencies of these students depicted that first sentence 

preservation was not related to problem solving in compare division problems. In 

consistent division problems, the data indicated that approximately half of the 44% 

students were not successful at identifying the two sequential set relations involved in the 

solution without generating reversal errors. Similarly, in inconsistent division problems, 

the data revealed that half of the 64% students correctly identify the two sequential set 

relations involved in the solution without generating reversal errors when completing the 

first set relation. This amounts that the ability of rewriting the first sentence without 

changing the meaning of it does not have any meaningful significance on compare 

division word problem solving. Since preservation of the first sentence does not relate to 

division compare problem solving, it must be assumed that the preservation of the second 

sentence encapsulates the gist of the problem. Previous analysis suggested that 

representation of the first sentence contributed to the understanding of the second 

sentence, in particular, in inconsistent language problems. Given that the representation 

of the second sentence is primordial in the elaboration of a solution model for the 

division compare word problem, it implies that the preservation of the first sentence may 

be related to the full conceptual solution model of the problem only through the workings 

of the second sentence. Nevertheless, this relationship is purely spurious in the sense that 

it is almost inexistent in the absence of the relationship of the second sentence to both of 

them. In summary, the preservation of the first sentence is certainly important in correctly 
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solving the division compare word problem but it does not hold the crucial place in the 

solution model construction. 

 

Comparison between Additive and Multiplicative Compare Word Problems 

 This section of the analysis will look at the similarities and differences between 

additive and multiplicative word problems in regard to students’ problem solving 

behavior. The data revealed that students were more likely to identify the referent for the 

personal pronoun (i.e., he or she) included in the second sentence of inconsistent 

multiplicative word problems than to recognize the relative pronoun (i.e., this) involved 

in the second sentence of the inconsistent additive word problem. The basis of the 

referent for each of these pronouns was responsible for students’ differential success in 

retrieving the referent for the pronouns. In the inconsistent multiplicative (i.e., 

multiplication or division) word problems, the identification of the personal pronoun was 

just one word that referred to the name of the person mentioned in the first sentence. The 

presence of the personal pronoun did not impose greater cognitive and linguistic burden 

on the problem solver to search and find the referent for the pronoun.  

On the other hand, in the inconsistent additive (i.e., addition or subtraction) word 

problems, the identification of the relative pronoun required that students search in the 

first sentence for a string of words, which encapsulated the meaning of the pronoun. In so 

doing, students were more apt to choose to a wrong set of words which did not 

completely capture the meaning of the pronoun. For example, students may report ‘gas’ 

or ‘gas at Amoco’ – instead of ‘the cost of gas at Amoco’ – as referent for the pronoun 

“this”.  At the same time, the results showed that identification of the pronoun-referent 

relation was associated with correct two-step problem solution, while the recognition of 

the pronoun-referent relation in inconsistent multiplicative problems did not have a 
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genuine association with correct problem solution. In other words, students who correctly 

identified the two sequential stages involved in the problem solution without generating 

reversal errors included the vast majority of students who could identify the pronoun-

referent relation involved in inconsistent additive word problems. On the other hand, 

students who could identify the pronoun-referent relation involved in inconsistent 

multiplicative word problems were approximately equally included among students who 

correctly solved the two-step problem without generating reversal errors, generated 

reversal errors while completing the two stages of the solution, or showed serious 

conceptual misunderstandings. The reason why the pronoun-referent identification was 

more related to correct problem solution in inconsistent additive problems than in 

inconsistent multiplicative word problems was that the referent for the pronoun (i.e., this) 

accounted for more understanding in the meaning of the second sentence, which is the 

epicenter of the solution model building. In other words, the identification of the 

pronoun-referent relation becomes a correlate with problem solvers’ success. On the 

other hand, the impact of the identification of the referent (i.e., Joe) for the pronoun (i.e., 

he) did not contribute as much in the construction of the meaning of the second sentence 

of the inconsistent multiplicative word problem as the identification of the pronoun (i.e., 

this) did vis-à-vis the construction of the meaning of the second sentence in the 

inconsistent additive problem.   

 The data revealed that language symmetry identification and second sentence 

preservation were both related to correct problem solving of the two-step problem 

whether the problem was additive or multiplicative. This relation was also felt across 

both consistent and inconsistent language problems. In other words, students who could 

correctly identify the mirror image of the relational statement involved in the problem 

were more probable to correctly solve at least the first stage of the solution.  
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On the other hand, the data suggested that students could identify language 

symmetry differently across additive and multiplicative problems. Students tended to 

identify language symmetry at greater rates when dealing with consistent additive 

problems than when dealing with inconsistent additive problems. The process of 

transforming the relational statement of inconsistent additive (i.e., addition or 

subtraction) problems leads to more reversal errors than the conversion of the relational 

statement of consistent additive word problems does. Hence, students tended to be more 

successful at visualizing the language symmetry of relational statements of consistent 

additive problems which fit their processing format.   

Inversely, the data indicated that students tended to recognize the mirror-images 

of relational statements when solving consistent multiplication and inconsistent division 

problems, in which the relational statement does not include fractions, than when solving  

consistent division and inconsistent multiplication problems, in which the relational 

statement includes fractions. These results suggest that the inclusion of fractions in the 

relational statement interferes with language consistency on students’ problem solving 

success. Normally, one would expect that students have more difficulty transforming the 

relational statements of inconsistent language problems into the relational statements of 

the corresponding consistent language problems, than vice versa. However, the inclusion 

of fractions (which are ill-represented in students’ working memories) in the relational 

statement affects students’ behavior in producing reversal errors while transforming 

relational statements more than the absence of fractions in the relational statement does.  

 In the same fashion, the data showed that students who could preserve the 

meaning of the second sentence tended to correctly solve at least the first stage of the 

two-step problem at much higher rates when solving inconsistent language problems than 

when solving consistent language problems. On the other hand, the data highlighted that 
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students were able to preserve the meaning of second sentences more when dealing with 

additive word problems than when dealing with multiplicative problems. This pointed 

that students were more capable to handle additive linguistic markers (e.g., more than and 

less than) more than they did multiplicative linguistic markers (e.g., n times . . as many 

and 1/n as many . . as).  

 The data clearly showed that students tended to demonstrate severe lack of 

conceptual understanding when solving multiplicative problems than when solving 

additive word problems. However, an in-depth examination revealed that students 

showed more serious conceptual misunderstandings when dealing with consistent 

division and inconsistent multiplication problems than when dealing with consistent 

multiplication and inconsistent division problems. Indeed, the data showed that students 

performed at a rate less than 50% across both consistent division and inconsistent 

multiplication word problems as compared to their performance rate which was between 

45% and 58% in consistent multiplication and inconsistent division problems, 

respectively.  On the other hand, students performed at much higher rates in consistent 

addition (86%) and subtraction (53%) problems than in inconsistent addition (53%) and 

subtraction (38%) problems.  The results also indicated that students committed more 

reversal errors when solving inconsistent addition (42%) and subtraction (38%) word 

problems than when solving inconsistent multiplication (9.5%) and division (21%) 

problems. These results seemed to be in conflict with previous studies (Jean, 1999) that 

showed that students generated reversal errors at higher rates on multiplicative word 

problems than on additive word problems.    

The examination of the data indicated that students’ success in problem solving 

was best represented by their cognitive skills than by their linguistic skills. This means 

that students had a poor linguistic command to demonstrate certain linguistic skills that 
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were relevant to successful problem solving. For example, the data showed that only 37% 

of the students who could correctly solve the two-step inconsistent addition problem 

could recognize language symmetry involved in the relational statement, 26% of them 

could identify the referent for the pronoun (i.e., this) mentioned in the second sentence, 

and 47% of them could preserve the meaning of the second sentence. Inversely, there 

were at most 53% of the students who could correctly solve the addition problem who 

could not identify language symmetry, recognize the pronoun-referent relation, or 

preserve the meaning of the second sentence. This suggests that instructional measures 

must be taken to increase students’ literacy skills in mathematical problem solving. 

Substantive skills in literacy are capable of helping students improve their problem 

solving performance.  In the same fashion, students demonstrated their poor linguistic 

skills when solving consistent multiplication problems. The results exhibited that at most 

65% of the students who could correctly solve the two-step problem could not identify 

language symmetry or could not preserve the meaning of the second sentence. 

 

Qualitative Analysis of Students’ Problem Solving Behavior 

In this section of the paper, the researcher reports the analysis of selected 

students’ work samples. The purpose of the qualitative analysis is to allow the researcher 

to investigate the dynamic process of students during problem solving. At least two work 

samples are analyzed qualitatively for each problem type. In this sense, the researcher 

will be able to have a first-hand information about the cognitive and linguistic 

functioning of students during problem solving. The protocol of presentation follows this 

format: the researcher reports as precisely as possible the students’ statements (whether 

said or written). Then, he analyzes the students’ statements in light of the theoretical 

framework of the word problem solving.  
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Examination of Individual Students’ Problem Solving work on the Consistent Addition 
Word Problem 
 
Butter at Met Food costs $2.49 per box. 
Butter at Shaws costs $0.65 more per box than butter at Met Food. 
How much do 3 boxes of butter cost at Shaws? 
 

Analysis of Raymond S.’s work  

 Raymond read the problem aloud. He added $2.49 with $.65 to obtain $3.14. 

Then he wrote $3.14 as a sum of in 3 dollars, 10 cents and 4 cents in decimal numbers. 

Finally, he multiplied each of the 3 components of the sum by 3 (for 3 boxes) and 

summed them up to obtain $9.42.  The student’s auditory work elicited his 

comprehension of the additive marker (i.e., more than) in the context of consistent 

language problem solving. In other words, he did not commit reversal error, this means, 

he did not use subtraction with the given data (i.e., $2.49 and $0.65) to derive the cost of 

one box of butter at Shaws. In addition, Raymond showed great command of place values 

and multiplication to obtain the cost of 3 boxes of butter at Shaws. He clearly 

demonstrated his understanding of the multiplicative relation between the cost of one box 

of butter and that of the 3 boxes of butter. In so doing, the student identified the referent 

(i.e., butter) that validated the relationship between the cost of one box and that of the 3 

boxes. Upon the researcher’s probe, Raymond said he had used addition to determine the 

cost of a box of butter at Shaws because the word ‘more than’ indicated ‘+’.  

 

Examination of Jason’s work.  

Jason indicated that he added $2.49 and $.65 together to obtain the cost of a box 

of butter. It was evident that the student could correctly manipulate the relational 

statement to derive the cost (i.e., $3.14) of a box of butter in the context of an additive 

consistent language problem. In addition, Jason added the cost of a box of butter by itself 
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three times to get the cost of 3 boxes of butter. His strategy demonstrated that his additive 

thinking was more pronounced than his multiplicative thinking. Yet, his conceptual 

understanding of the set relation between the cost of a box of butter and that of the three 

boxes of butter was established although he referred to the additive procedure. Clearly, 

both Raymond and Jason arrived at the same correct solution, although one of them used 

multiplicative procedure and the other used additive procedure to associate the cost of a 

box of butter with that cost of three boxes of butter. 

Similarly, Shawn, Jeanine, and Diasha also used the same strategies to arrive at 

the cost of the three boxes of butter at Shaws. They all derived the cost (i.e., $3.14) of a 

box of butter at Shaws by combining $2.49 and $.65 together. Then, they obtained the 

cost of the 3 boxes of butter by multiplying $3.14 by 3. In so doing, the students 

demonstrated their capacity to look at the referent unit (i.e., box of butter) that justified 

their mathematical procedure. In fact, the underlying multiplicative relationship between 

the cost of one box of butter referred as to $3.14 per box and 3 boxes rendered the 

multiplication of $3.14 and 3 possible through the elimination of the common unit (i.e., 

box of butter) between the two factors. The examination of the above students’ responses 

to the problem highlighted their capacity to effectively solve additive consistent language 

problems.  

Examination of students’ work on the consistent subtraction word problem  
  
At Texaco gas costs $2.69 per gallon. 
 Gas at Amoco costs $0.30 less per gallon than gas at Texaco. 
 How much do 4 gallons of gas cost at Amoco? 
 
Analysis of Robert’s work 
Robert wrote two arithmetic operations on his worksheet: 
   $2.69          2.39 
 – 0. 30 ×    4 
  $2.39        $9.56 
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He continued: “First you have to subtract $2.69 and $0.30 to find out how much gas cost 

in Amoco then you multiply how much you got from subtracting 4 times then you get 

your answer $9.56. ”The analysis of Robert’s work showed his ability to break the 

problem into two sequential steps: (1) Finding the cost of a gallon of gas at Amoco; and 

(2) Finding the cost of 4 gallons of gas at Amoco in 4 weeks. He explained that 30 cents 

had be to taken away from $2.69 to obtain the cost of a gallon of gas at Amoco. This is an 

evidence that Robert identified the relationship between the linguistic marker (i.e., less 

than) and the underlying arithmetic operation (i.e., subtraction). In addition, Robert 

mentioned that the cost of 4 gallons of gas at Amoco could be obtained by multiplying 

the cost of one gallon of gas by the multiplier 4. Robert’s problem solving behavior fit 

the description provided by Lewis and Mayer (1987), in which problem solvers are more 

likely to solve consistent language problems without committing reversal because the 

structure of the relational statement of the problem aligns with the format of problem 

solvers’ thinking process. 

 The examination of students’ work samples across both consistent addition 

and subtraction word problems revealed that students were successful at confectioning 

solution models that were consistent with the linguistic markers included in the relational 

statements. The results of the qualitative analysis are in correspondence with Lewis and 

Mayer’s (987) Theory of Language Consistency. The latter states that translation of the 

relational statement of consistent language problems fits the thinking format of problem 

solvers. 

 
Examination of students’ work on the inconsistent addition word problem  
 
Gas at Amoco costs $2.59 per gallon. 
This is $0.30 less per gallon than gas at Texaco. 
How much do 4 gallons of gas cost at Amoco?   
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Analysis of Crystal’s work:  

       Crystal reported that she had to add $2.59 to $.30 to obtain the cost of a gallon of gas 

at Texaco. When the researcher asked her to explain why she added the numbers, she told 

that a gallon of gas at Texaco cost more. As the researcher also asked her about the 

meaning of “This” in the second sentence, she replied that “This” meant “gas at Amoco”. 

Again, Crystal could contemplate the mirror image of the given expression “This is $0.30 

less per gallon than gas at Texaco” which is “At Texaco gas costs $0.30 more per gallon 

than gas at Amoco.” Through her responses, the researcher noticed that she transformed 

the relational statement in the way to fit the format of her thinking processing. In so 

doing, she correctly captured the gist of the problem that was in line with the situation 

described in the problem, meaning that a gallon of gas was more expensive at Texaco 

than at Amoco. On the other hand, Crystal correctly demonstrated the multiplicative 

relationship between the cost of a gallon of gas at Texaco and 4 gallons of gas at Texaco. 

Her choice of the multiplicative procedure evidenced her ability to visualize the ratio 

between the two quantities $2.89 and one gallon. Without this knowledge, it would be 

impossible for her to undertake the multiplication of a ratio (i.e., $2.89/gallon) and 

another number (i.e., 3 gallons) that shares the quantification of the denominator of the 

ratio. Again, Crystal demonstrated her ability to correctly solve an additive inconsistent 

language problem.  

  

Analysis of Brandon’s work:  

Brandon subtracted $0.30 from $2.59 to obtain the cost of a gallon of gas at Texaco. He 

pointed to “less than” as the reason why he used subtraction. Then the researcher asked 

him in which place gas cost less. He replied that gas cost less at Texaco. Again, the 

researcher asked him what “This” stood for in the second sentence. He responded that 
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“This referred to “gas at Texaco”. The examination of Brandon’s replies suggested that 

he had a poor conceptual understanding of the relational statement (i.e., “This is $0.30 

less per gallon than gas at Texaco.”). He failed to mentally rotate the relational statement 

to the corresponding relational statement that fitted the situation described in the 

problem. In other words, Brandon lacked the linguistic and cognitive skills which would 

allow him to capture the essence of the problem. Brandon did not realize that the relative 

pronoun “This” was a referent for the cost of a gallon of gas at Amoco. Had he known 

about it, he would have realized the fact that gas at Amoco cost $0.30 per gallon less than 

gas at Texaco. Consequently, his problem solving model would reflect the reality of the 

problem. In other words, he would add $0.30 to the cost (i.e., $2.59) of a gallon of gas at 

Amoco to obtain the cost (i.e., $2.89) of a gallon of gas at Texaco. Brandon’s problem 

solving model was locally based in the sense that he was unable to incorporate the 

linguistic information included in each of the propositions in the larger representation of 

the concept that retains the essence of the situation described in the problem text. He 

failed to visualize the additive marker (i.e., less than) in relation to the relative pronoun 

that held the place for the price of gas at Amoco. As a consequence, his model was not 

comprehensive enough to capture the meaning of the relational statement. One can argue 

that Brandon did not develop sophisticated linguistic thresholds that can espouse the 

cognitive demands of the additive inconsistent language problems.   

 However, Brandon correctly related the cost (albeit erroneously computed) of 

a gallon of gas with 3 gallons of gas at Texaco. He multiplied the cost of a gallon of gas 

(i.e., $2.29/gallon) by 3 gallons to obtain $9.16. It is understood that Brandon did not 

obtain the correct final solution which was $2.89 because he had committed reversal error 

while determining the cost of a gallon of gas at Texaco. Yet, the analysis highlighted 

Brandon’s conceptual understanding of the multiplicative relationship between a ratio of 
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two quantities and another number which was of the same nature as the denominator of 

the ratio. Brandon’s successful demonstration of the multiplicative relation between the 

cost of gallon of gas and that of three gallons of gas over his failure to mentally rotate the 

relational statement in order to fit the cognitive exigencies of the inconsistent language 

problems resided in the fact that the processing structure of the relation between the 

second sentence and the third statement was straightforward, meaning that it was aligned 

with the format of human thinking process.  

 

Examination of students’ work on the inconsistent subtraction word problem  
 
Marbles at Macy’s cost $6.00 per bag. 
This is $1.60 more per bag than marbles at J.C. Penny. 
How much do 4 bags of marbles cost at J.C. Penny? 
 
Analysis of Jason’s work: 

  First, Jason read the problem. Then, he took a pause. The researcher asked 

him to read the problem again. Jason read it over and wrote in his worksheet: $6.00 – 

1.60 =         4.40 * 4 = 17.60. The researcher asked him to explain what he wrote. Jason 

replied that one bag of marbles at J.C. Penny cost $4.40. He continued to say that 4 bags 

of marbles cost $17.60. The researcher asked: “What does [More] mean in the problem?” 

He replied: “Less”. The researcher asked: “Why is it less?” He replied: “Marbles as 

Macy’s cost $6.00.” The researcher asked: “Where you do pay more for marbles?” Jason 

responded: “Macy’s”. The researcher again asked: “What does ‘This’ stand for?” He 

replied: “Marbles at Macy’s”.  

 The analysis of Jason’s responses shows that Jason developed a deep 

understanding of the problem as depicted in the second sentence. He also had a great 

command of the relative (i.e., This). He could easily identify ‘This’ as a place holder for 

marbles at Macy’s. Therefore, he was able to visualize the cost of marbles at Macy’s that 
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was $1.60 more per bag than that of at J.C. Penny. Consequently, he realized that marbles 

at J.C. Penny cost less per bag than at Macy’s. At this point, he confectioned his solution 

model not on the key word (i.e., ‘more than’ which triggered addition) but on the global 

representation of the problem that ran across the first two sentences of the problem. In 

other words, he was successful to transform the relational statement (i.e., “This is more 

than $1.60 per bag than marbles at J.C. Penny”) of the inconsistent subtraction language 

problem into the relational statement (i.e., “Marbles at J.C. Penny cost $1.60 less per bag 

than marbles at Macy’s”) of the corresponding consistent subtraction language problem 

to fit his processing format. On the other hand, Jason took care of the solution process of 

the subsequent subproblem which was the cost of four bags of marbles at J.C. Penny. To 

do that, he multiplied the cost of one bag of marbles by 4 bags to obtain $17.60. Again, 

Jason demonstrated his understanding of the multiplicative relation between the cost of 

one bag of marbles with the cost of 4 bags of marbles. In sum, Jason was successful at 

breaking the problem in two subproblems: 1) finding the cost of one bag of marbles at 

J.C. Penny; 2) finding the cost of four marbles at J.C. Penny. Jasone noticed that the 

information in the relational statement (or the second sentence) was vital to address the 

first subproblem. In fact, the relational statement is the epicenter of the representation of 

the problem. Once Jason determined the cost of the one bag of marbles at J.C. Penny, he 

was aware that the cost of four bags of marbles was dependent on the solution of the first 

subproblem.  

  
Examination of Crystal’s work on solving inconsistent subtraction language problem 
 
 First, Crystal read the problem. Then, the researcher asked: “Where do 

marbles cost most?” She replied: “At J.C. Penny”. The researcher said: “Read the second 

sentence and tell me what ‘This’ stands for.” She replied “Marbles”. The researcher 
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asked: “What does ‘more than’ mean?” She replied: “Add”. The researcher said: “How 

do you solve the problem?” She wrote on the worksheet: 6.00 + 1.60 = $7.60; 1.60*4 = 

6.40; and 7.60*4 = $30.40. 

 The analysis of Crytal’s work shows that she did not developed a conceptual 

understanding of the problem. She developed her solution model based on the key word 

knowledge (i.e., more than). In other words, she realized that the cost of bag of marbles at 

J.C. Penny had to be obtained by adding $1.60 to $6.00, which was the cost of a bag of 

marbles at Macy’s. In so doing, she failed to conceptually relate the first sentence (i.e., 

the cost of bag of marbles at Macy’s) to the second sentence that indicated the amount of 

dollars by which the cost of one bag of marbles at Macy’s exceeded the cost of one bag 

of marbles at J.C. Penny. In addition Crystal’s lack of conceptual understanding was 

further evidenced in her multiplying $1.60 by 4 to obtain $6.40. Apparently, this amount 

represented the cost of 4 bags of marbles at J.C. Penny. In so doing, Crystal completely 

mis-represented the situation described in the problem text. She apparently ignored the 

importance of the linguistic materials that would place $1.60 in a relational context with 

the first sentence, instead of isolating it as the cost of a bag of marbles at J.C. Penny. On 

the other hand, Crystal seemed to establish the conceptual relation between the cost of 

one bag of marbles at J.C. Penny , which she had found to be $7.60 (albeit erroneously 

generated), and the cost of four bags of marbles at J. C. Penny. Hence, she obtained the 

cost of four bags of marbles (i.e., $30.40) by multiplying $7.60 by 4. Although, Crystal 

seemed to be at least able to visualize that the cost of four marbles was related to the cost 

of one bag of marbles at J.C. Penny, which she derived in relation to the cost of one bag 

of marbles at Macy’s (albeit erroneously computed), she failed to bring closure with her 

own problem solving strategy. For, she also found that the cost of 4 bags of marbles at 

J.C. Penny was $6.40 by multiplying $1.60 by 4. At the end, she did not mention which 
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final answer she would consider as the cost of four bags of marbles at J.C. Penny, 

whether $30.40 or $6.40.  So, she was not sure of which model was valid to determine 

the cost of four bags of marbles at J.C. Penny. Therefore, Crystal’s problem solving 

model was not just simply poor in the sense that it she committed reversal error in 

determining the cost of one bag of marbles at J.C. Penny.  But, she had a severe lack of 

conceptual understanding in which she could not perceive the logical connection between 

the cost of a one bag of marbles at J.C. Penny and the cost of four bags of marbles at J.C. 

Penny. For, the fact that she generated the cost of four bags of marbles (by multiplying 

1.60 by 4) demonstrated that she could not even figure the relation between the cost of 

bag of marbles at Macy’s and the cost of marbles at J.C. Penny.  

 Crystal’s poor problem solving strategy could be a result of her poor reading 

comprehension. For example, she did not understanding the relational meaning of the 

relative pronoun ‘This’. Hence, she failed to recognize the conceptual relation between 

the cost of a bag of marbles at Macy’s and the cost of marbles at J.C. penny. In addition, 

Crystal was unable to create meanings through different lexicons that compose the 

different textual propositions of the problem. The fact that Crystal considered that the 

cost of four bags of marbles at J.C. Penny could be obtained by multiplying $1.60 by 4 

evidenced the fact she could not represent the gist of the second sentence. Hence, she was 

restricted to see in $1.60 as the cost of one bag of marbles. Again, the remedy of 

Crystal’s problem solving strategy was dependent on her improving her reading 

comprehension skills. 

 
Examination of students’ work on the consistent multiplication word problem  
 
Robert works 7 hours per week. 
Mary works 6 times as many hours per week as Robert does. 
How many hours does Mary work in 3 weeks?                                                     
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Analysis of Crystal’s work  

       Crystal read the problem and wrote on the worksheet 7*6 = 42 and 42*3 = 126. The 

researcher asked: “Can you explain me what you wrote?” She replied: “Because Mary 

worked 6 times more hours than Robert, I multiplied 7 by 6”. The researcher asked: 

“What about the second multiplication?” Crystal replied, “I multiplied 42 by 3 because it 

said that ‘How many hours does Mary work in three weeks.” The examination of 

Crystal’s work showed she was able to break the problem into two sequential 

subproblems: (1) Finding the number of hours Mary works in one week; and (2) Finding 

the number of hours Mary works in three weeks. Crystal also used the multiplicative 

relational statement of the second statement to find the number of hours Mary worked in 

one week. In so doing, Crystal established the liaison between the first and second 

sentences. As predicted by Mayer (1987), Crystal did not have difficulty to solve a 

consistent multiplicative language problem. For, the linguistic structure of the relational 

statement fits very well the thinking process of problem solvers. At this point, the 

superfluous knowledge of key works is more likely (than a deep conceptual 

understanding of the situation described in the problem) to dictate the choice of the 

multiplication to use to solve the problem. As opposed, the linguistic structure of 

inconsistent language problems would provide more opportunities to problem solvers to 

develop their conceptual understanding. For, problem solvers would have to contemplate 

the underlying structure of the inconsistent language problem in order to develop a 

relevant solution model. (Kintsch & Greeno, 1985)  

 
Examination of students’ work on the consistent division word problem  
 
Robert works 36 hours per week. 

Mary works 
4
1  as many hours per week as Robert does. 

How many hours does Mary work in 5 weeks? 
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Analysis of Derrick’s work:  

         Derrick first read the problem and said that Robert worked for 9 hours in one week. 

The researcher asked: “Can you explain me how you got your answer?” He replied: 

“Since I know 4 times 9 equals 36, I divided 36 by 4 and got 9. Then I timed 9 hours 

times 5 weeks gave me 45 hours.”  

 The analysis of Derrick’s thinking process indicated that he had no major 

difficulty to represent the meaning of the problem. He interpreted ¼ of 36 in a 

multiplicative way in the sense that 36 is a multiple of 4. In other words, he noticed that 

there were 4 nine’s in 36. In addition, he showed his procedural knowledge of dealing 

with a product of an integer and a fraction by dividing the integer by the denominator of 

the fraction. Again, Derrick’s conceptual understating of the consistent multiplicative 

language problem was positively supported by his procedural knowledge of the product 

of an integer by a fraction. In other words, the meaning of the relational statement (i.e., 

Mary works 
4
1  as many hours per week as Robert does.) could not just be based on the 

simple translation of the linguistic marker (i.e., 
4
1  as many). The above analysis 

evidenced that the conceptual understating of fractions reinforced the confectioning of 

the meaning of the second sentence in relation to the first sentence (i.e., Robert works 36 

hours per week.). On the other hand, Derrick made the logical connection between the 

number of hours Mary worked per week and the number of hours she worked in 5 weeks. 

He successfully multiplied the number of hours Mary worked in one week by 5 weeks to 

obtain 45 hours. [In so doing, he demonstrated his knowledge of the multiplication a ratio 

of two different quantities by another quantity.]  
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Examination of students’ work on the inconsistent division word problem  
 
Shirley runs 35 miles per week. 
She runs 7 times as many miles per week as Marvin does. 
How many miles does Marvin run for 4 weeks? 
 
Analysis of Derrick’s work 

     Derrick read aloud the problem and paused for a moment. Then, he said that Marvin 

ran 5 miles per week because 7 times 5 equaled 35. He continued to say: “Since you 

know that Marvin runs 5 miles times this by 4 weeks which equals 20 miles.” The 

researcher asked him to explain how he had found 5 miles. He replied that there were 7 

five’s in 35. The examination of Derrick’s thinking processing demonstrated his 

understanding of the relational statement that captured the multiplicative relationship 

between the number of miles Shirley ran per week and that of miles Marvin ran per week. 

He correctly recognized that Shirley ran for more miles per week than did Marvin and 

realized that the number of miles (i.e., 35) Shirley ran per week was 7 times as many 

miles as Marvin (i.e., 5). In addition, the demonstration of his solution process to 

determine the number of miles (i.e., 5) Marvin ran showed his conceptual understanding 

of the multiplicative relationship between the first and second sentences. Derrick also 

identified the pronominal relationship between “Shirley” (in the first sentence) and ‘She” 

(in the second sentence). Hence, he could make this association that the number of miles 

Shirley ran per week was 7 times as many miles Marvin ran. At this point, Derrick could 

derive a mathematical model that allowed him to determine the number of miles Marvin 

ran per week. It is accepted that Derrick’s linguistic sophistication largely contributed to 

his problem solving success. 

 Moreover, Derrick could identify the relationship between the number of 

miles Marvin ran per week and the number of miles He ran for four weeks. He correctly 

multiplied 5 miles per week by 4 weeks to obtain 20 miles. In sum, Derrick successfully 
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completely the two steps of the problem solving involved in the solution process of the 

problem. He broke the question posed in the problem into two subquestions: (1) finding 

the number of miles Derrick ran in one week; (2) determining the number of miles 

Derrick will run in 4 weeks. In so doing, he realized the order and interdependence 

between the first and second subquestions.   

 

Examination of Shawn’s work: 

          Shawn read the problem for a first time. Then he said that Marvin ran for 35 times 

7. He computed the multiplication and found that Marvin ran 245 miles. I asked him to 

reread the second sentence. He positively replied and made a pause. He then exclaimed: 

“Oh! Marvin runs for 5 miles.” The researcher asked: “How did you find out that Marvin 

ran 5 miles?” He replied that Shirley ran 35 miles and she ran 7 times more than Marvin. 

Shawn’s surprising response that followed the second reading evidenced that he 

happened to take ownership of the meaning of the problem in relating the first and the 

second sentences. At this point, he was successful to confection the global meaning of the 

situation described across the first two sentences. As opposed, his prior response of 245 

miles was the result of a local representation of the second sentence that depended on the 

simple translation of the phrase: “7 times as many”. This representation was limited in 

the sense that it did not transcend the linguistic cover of the relational statement to reach 

the deeper structure on which the problem had to be interpreted. Again, Shawn’s 

exclamation (i.e., Oh!) and the wide opening of his eyes highlighted his joy of tapping on 

the true structure of the problem that immediately convinced him to reconsider his 

solution model. At this point, he recognized that the linguistic marker “7 times as many 

miles” had to be interpreted as “divide by 7” instead “multiply by 7”. So his problem 

solving model became:  
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Number of miles run by Marvin = 
week

miles_35 × 
7
1  = 

week
miles_5  

Needless to say, reading comprehension plays a primordial role in Shawn’s mathematical 

problem solving behavior. The knowledge of textural constitution and linguistic markers 

helps monitor the success of a problem solver. In addition, Shawn was successful in 

liking the number of miles Marvin ran in 4 weeks by multiplying 5 miles by 4. This 

evidenced his knowledge of multiplicative relationship between sets. 

 
 

 

Examination of Diasha’s work: 

         Diasha read the problem for the first time. The researcher asked: “What does ‘She” 

stand for?” She replied that “She” stood for Shirley. The researcher then asked: “Who 

runs more miles, Shirley or Marvin?” She replied:  “Marvin”. The researcher asked her to 

reread the problem. She read the problem again. The researcher asked: “How do solve the 

problem?” She computed the multiplication of 35 by 7 to obtain 245. Then she multiplied 

245 by 4 to get 980.   

 The analysis of Diasha’s responses revealed that she lacked the conceptual 

understanding of the schema of the problem. Although she could realize that “She” was a 

referent to Shirley (in the first sentence), she was not conscious of the fact that the 

number of miles Shirley ran in one week was 7 times as large as the number the miles 

Marvin ran. Her solution model was irrelevant to the situation described in the problem 

text. She showed that Marvin ran 7*45 miles = 245 miles. In so doing, she committed 

reversal error in the sense that she failed to rotate the relational statement of the 

inconsistent language problem to fit the relational statement (i.e., “Marvin runs 1/7 as 

many miles as Shirley does”) of the corresponding consistent language problem. On the 
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other hand, Diasha successfully identified the relationship between the number of miles 

run by Marvin ran in one week and the number of miles he run in four weeks. She 

correctly multiplied 245 miles by 4 to obtain 980 miles. Although Diasha committed 

reversal error in determining the number of miles Marvin ran in one week, she had 

enough cognitive competence to break the problem into two subproblems and related 

their solutions. 

 

Examination of students’ work on the inconsistent multiplication word problem  
 
Joe runs 6 miles per week. 

He runs 1
5

 as many miles per week as Richie does. 

How many miles does Richie run in 4 weeks? 
 
Analysis of Brandon’s work 

          Brandon read the problem and paused. The research asked him: “What does ‘He’ 

stand for?” He replied: “Joe”. The researcher said: “How do you interpret the second 

sentence (i.e., He runs 1
5

 as many miles per week as Richie does)?” He replied: “one fifth 

of the number of miles Joe runs . . and paused” The researcher then asked: “Can you 

draw a ketch to represent one fifth?” He drew a circle with 6 equal slices.” The researcher 

said: “What does each slice represent?” He responded: “one fifth”. The researcher asked: 

“Now, let’s say that Joe runs one half as many miles per week as Richie, how many miles 

does Richie run?” He said: “12 miles” The researcher said: “How do you figure it?” He 

said: “Because 12 is 2 times of 6.” The searcher said: “Let’s say that Joe runs one third as 

many miles per week as Richie does, how many miles does Richie run?” He paused and 

replied: “18”. The researcher said: “how did you get this?” He said: “18 is 3 times of 6.” 

The researcher said: “Now, let’s return to the problem. Can you answer the question?”   

He replied: “30”. The researcher asked: “Can you draw a picture to show your response?” 
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He replied by drawing six lines and writing a 6 on the middle on each of the five lines. 

He then added 6 five times to obtain 30 miles. The researcher the said: “So how many 

miles Richie runs per week?” Brandon replied: “30 miles”. Then he said that Richie ran 

120 miles for 4 weeks. The researcher repeated: “How did you get 120 miles? He said: 

“He multiplied 30 by 4”.  

The examination of the probing/answer session showed that Brandon’s 

understanding of the problem grew by spurt. He seemed to have a view of the problem at 

the beginning, but his conceptual understanding was clouded by the presence of the 

fraction (1/5) in the second sentence. However, he quickly regained his understanding as 

the researcher brought him to the point where he could handle the transformation of the 

relational statement in the presence of some basic fractions like ½ and 1/3. He then could 

extrapolate his understanding to unfamiliar fractions like 1/5. Again, Brandon could also 

support his conceptual understanding of the multiplicative relational statement through 

drawing a sketch. In sum, Brandon had the ability to mentally rotate a relational 

statement of a multiplicative inconsistent language problem into a relational statement 

(e.g., Richie runs five times as many miles as Joe does.) of a corresponding multiplicative 

consistent language problem in the presence of familiar fractions. Hence, it is imperative 

that the middle school students develop their conceptual and procedural understanding of 

fractions so that they will be successful in problem solving involving multiplicative 

thinking. While the conceptual understanding of fractions is crucial in multiplicative 

problem solving, the lack of procedural knowledge of fractions can hamper students’ 

understanding of fractions-based mathematical expressions. For example, Brandon 

demonstrated his understanding of the relational statement (e.g., He runs ½ as many 

miles as Richie) since it contained a fraction with which he was familiar. However, he 

had difficulty to first visualize the meaning of the same type of relational statement when 
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it contained an unfamiliar fraction (e.g., 1/5). In the terms of cognitive processing, the 

storage of the meaning of one fifth occupies so much space in the working memory that 

there is a small space left for the global representation of the second sentence in relation 

to the first sentence. Conversely, the easier problem solvers can allocate fraction meaning 

in their long-term memories, the more organized and larger chunks of fractions 

information they can hold in their storage space, and the more efficient they will be in 

representing the gist of the problem.     

 
Analysis of Jada’s work:  
Jada wrote: 
[6 miles every week 
1/5th of the mile per week 
1/5 + 1/6 = 2/11 
2/11 + 2/11 + 2/11 + 2/11 = 8/44 
Step I: I put my words on the top. 
Step 2: Next I added 1/5 + 1/6, and got 2/11 
Step 3: Then I added 2/11 4 times, and got 8/44.] 
 

The analysis of Jada’s work showed that she had a severe lack of understanding of 

the relational statement: “1/5 as many miles per week as . .” Her lack of conceptual and 

procedural knowledge of fractions contributed to her conceptual mis-understanding of the 

entire problem. She could not visualize the multiplicative bearing of the relational 

statement in other to determine the number of miles Richie runs per week. In addition, 

she did not demonstrate any ability to contemplate the problem under two sequential 

subproblems and develop valid problem solving models that would address the solution 

of each of them. Evidently, Jada referred to information and strategies that were totally 

irrelevant to the problem under study. She used the addition of 1/5 and 1/6 to obtain 2/11. 

She dismissed the multiplicative role of 1/5 to the point that she added 1/5 with 1/6, 

which was not given mentioned in the text. Again, Jada not only was lacking knowledge 

in simple addition of fractions of different denominators, but also had difficulty to model 

2007 HICE Proceedings 
Page 2510



the situation described in the problem. For example, her final answer of 8/44 was far 

from the true number of miles Richie ran in three weeks. Furthermore, a lack of reading 

comprehension skills could compromise Jada’s mis-understanding of the problem at 

hand. While, she might have difficulty to realize the linguistic symmetry of the relational 

statement (i.e., 1/5 as many per week as Richie does”, she should have been able to 

interpret the question (i.e., “How many miles does Riches run in 4 weeks”) since the 

latter carries with it the multiplicative relation between the number of miles Riche run in 

one week and the number of miles he ran in 4 weeks. Again, Jada had no concept that the 

problem could be broken into two steps: (1) the number miles Richie runs in one week; 

(2) the number of miles Richie runs in 4 weeks. It is perceived that a competent 

knowledge in reading comprehension and operation of fractions would positively 

influence Jada’s problem solving behavior in inconsistent language problems. 

 Cognitively speaking, lack of knowledge in fractions and reading comprehension 

contribute to the decrease of the information processing space in the working memory. 

Thereby, the large, unorganized chunks of information in fractions and discrete textual 

terms fill to capacity the storage area of their conscious memories until problem solvers 

were unable to identify the schema (or retrieve previous information from the long-term 

memory) that fits the given information in order to confection a valid solution model. 

Consequentially, Jada would read the first two sentences of the problems and did not take 

conscience of any relationship between them and which relationship would dictate her 

that the number of miles Richie ran per week could be obtained by multiplying the 

number of miles (run by Joe) by 1/5. This sort of cognitive processes requires that Jada 

have her knowledge in fractions and other lexicons (e.g., how many, per week, etc.) well 

organized in her working memory so that they did not stop her from making connection 

between her previous knowledge (or schema) and the given information (i.e., ‘Joe runs 6 
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miles peer week, he, and 1/5 as miles’). In addition, Jada would have enough room in her 

conscious memory to evaluate the effectiveness of each of different solution models vis-

à-vis the problem at hand. Also, she would study the validity of an adopted solution 

model with the reality, in the sense that this solution touches base with the situation 

described in the problem. Had Jada had enough room in her working memory, she would 

have been able to examine the extent to which her solution (e.g., 8/44) fit the reality of 

the problem which required that Richie run for more miles than Joe did and complete 120 

miles in 4 weeks. Again, Jada was incapable to carry out this cognitive task due her 

unsophisticated knowledge in fractions and reading comprehension.   

 It is important to highlight that Jada erred in greater extent than just 

committing reversal errors (i.e., use of an arithmetic operation that is irrelevant to the 

meaning of the relational statement). Jada would commit reversal errors if she multiplied 

6 by 1/5 to obtain the number of mile Richie ran in one week. However, she used 

addition to combine 1/5 with the inverse of 6. This analysis revealed that in order to 

remedy Jada’s problem solving it would be necessary to adopt a more comprehensive 

strategy that is based in problem representation and fraction manipulation. Had Jada 

committed reversal errors, it would be much easier to build her problem solving skills by 

helping her better represent problems. In other words, one would use her knowledge of 

fractions and key words to help her improve mathematical problem representation. 

Therefore, the researcher is conscious to highlight the difference between just reversal 

error commission and severe lack of conceptual understanding. While both types of 

incompetence express mis-representation of a problem under study, severe lack 

conceptual understanding seems to reveal that a problem solver is far from making sense 

of the problem at all. To help a problem solver remedy from his or her severe lack of 

2007 HICE Proceedings 
Page 2512



conceptual understanding, teachers need to investigate the different areas in reading 

comprehension and mathematics that are lacking in the student’s background.   

 

Implications and Conclusion 

The analysis of both descriptive statistical data and qualitative examination of 

students’ work pointed to the importance of linguistic and cognitive development in 

successful mathematical problem solving. It was evident that students who could 

demonstrate language symmetry in interpreting the relational statement were successful 

at solving inconsistent language problem, whether it was a multiplicative or additive 

problem. On the other hand, the preservation of the second sentence which is another way 

for students to visualize the relationship between the first two sentences of inconsistent 

language problem constituted an important factor for successfully solving the problem. 

However, both types of analysis revealed that the presence of fractions in the relational 

statement strongly influenced students’ problem solving behavior. Although students 

were more prompt to commit reversal errors in language inconsistent problems than in 

consistent language problems, they were likely to do so at much higher rates when the 

problems were fraction-related than when they were fraction-free. Hence, it is suggested 

that educators and instructional leaders provide students with learning experiences which 

would boost their conceptual understanding in fractions.  

 Similarly, the data revealed that the majority of the students were successful at 

identifying the two sequential subproblems, in which they found the solution of the first 

subproblem and used this solution as an input to determine the solution of the second 

subproblem. Although some students erroneously computed the solution for the first 

subproblem, they established the right relationship between the solution of the first 

subproblem and the second subproblem. In cases where students did not consider the 
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logical breaking of the problem into two steps, the data revealed that students had severe 

lack of conceptual understanding of the problem at hand. In other words, they tended to 

use the quantitative information given in the problem in a way that was far removed from 

the correct representation of the problem. Thus, they failed to develop valid problem 

solving models that could contribute to the determination of the solution of the problem. 

 In sum, the examination of the data strongly suggested that students be taught 

problem representation, fractions, and problem solving model building. Teachers are 

recommended to develop students’ reading comprehension skills. It is likely that 

students’ improvement in reading comprehension will promote their capacity to search 

for connections among textual propositions and prior knowledge, in order to formulate a 

correct representation of the problem at hand. Since problem solving models are related 

to the mental representation one constructs out of the reality of the problem, it is crucial 

that students are capable of representing the reality of the problem as it is. 
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Introduction 

Nowadays, schools are under constant attack to show successful academic 

performance. However, no one ignores that academic success of schools largely depends 

on the quality of the climate that exists in schools. Duper and Meyer-Adams (2002) 

define a positive school climate in the following terms: “warmth, tolerance, positive 

responses to diversity, sensitivity to others’ views, cooperative interactions among 

students, teachers, and school staff, and an environment that expects and reinforces 

appropriate behavior” (P. 360-61). However, research on school climate is replete of 

results that go against the characteristics of a positive school climate. The columbine 

High School shootings and other acts of violence in public schools showed that schools 

do not always enjoy such a positive school climate as described by Dupper et al. (2002). 
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As a result, school administrators around the country have put in place strategic plans to 

counteract violence that destroys the positive climate that is needed for effective teaching 

and learning. Some of these school safety plans are implemented while other plans still 

sit on school administrators’ shelves. Now, it comes to find out the extent to which these 

plans have been carried.  

 Several studies highlight both administrators and teachers’ perceptions towards 

school climate. Yet, there are a few studies that pay attention to the perceptions of 

students regarding the school climate of their own schools. Students, as members of 

schools too, need to express their own views in regard to an environment that is 

conducive to their educational success. The assessment of students’ perceptions can 

provide a wealth of information on how school climate can be improved. 

 

 

In a study entitled “Students’ Perceptions of School Safety: Effects by Community, 

School Environment, and Substance Variables”, Kitsantas et al. (2004) found that relative 

school safety and community safety had significant effects on students’ perceptions 

towards school climate. In other words, students considered school safety as a premium 

in their learning in schools, while they viewed community safety as an indirect factor that 

may contribute to positive school climate, due to the fact that community safety was 

considered as an indirect predictor of school climate. 

Bucher and Manning (2005) provide a list of strategies that can be used to build 

positive school climate. First, they propose a positive process-based rather than a 

negative product-based approach to safety. They argue that schools should spend time 
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developing a level of consciousness among all its stakeholders rather than just collecting 

the most sophistical equipments in fight against school violence. Schools should 

empower all of their members to meet the challenges of a violent environment.  

Second, they [Bucher and Manning] propose that schools establish continuous 

preventative programs for safety. School administrators are encouraged to provide 

conflict resolution and peer mediation sessions to students and staff. In so doing, schools 

will be better prepared to face safety issues. Third, the researchers propose that schools 

focus on the elimination of low-level violence, especially in secondary schools. Duper 

and Meyer-Adams (2005) argue that “Bullying, peer sexual harassment, victimization 

based on known or presumed gay or lesbian sexual orientation, or the psychological 

maltreatment of students by teachers” are concerns that must be addressed in any school 

safety plan. Any one of these acts of violence can have undue consequences on student 

learning. School administrators must deal with these acts of violence in a proactive 

manner, i.e., training both teachers and students to talk about safety issues, report them at 

once to the concerned authority, and devise ways to decrease their occurrence in schools.  

Fourth, Bucher and Manning (2005) recommend that schools develop a school climate 

that nurtures all students. As a negative school climate can highly affect teaching and 

learning in classrooms, school administrators must take all measures to foster and 

promote a positive school climate by providing peer support to students who are 

disenfranchised, assisting teachers in their handling of violent students, and creating a 

positive collegial atmosphere between instructional and administrative staff. When 

schools fail to foster boost and positive school climate, the latter can “foster resilience 

and become a risk factor” (Freiberg and Stein (1999).  
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Given that school administrators take heed to these above recommendations and 

make plans to implement them, it remains to investigate the extent to which students, 

who are the main reason of the existence of schools, feel safe in learning in their schools. 

Thus, the purpose of the study was to appraise public school students’ perceptions 

towards the climate of their schools.  

The research questions that will guide the study are: 

1. What are the students’ attitudes towards school climate? 

2. What are the effects of gender on students’ attitudes towards school climate? 

3. What are the effects of ethnicity on students’ attitudes towards school 

climate? 

4. What are the effects of age on students’ attitudes towards school climate? 

 

 
 
 
METHOD 

This section of the report will provide the following a description of : (1) a demographic 

information about  the participants and the sampling procedure used to conduct the 

survey; (2) the instrument and the procedure used in the data gathering; and (3); the data 

analysis. 

 

Population and Sample 

The study was conducted among students in public schools in the United States. The 

students were described by their age, gender, language, and ethnicity. Most of the 

students who participated in the study were aged between 9 and 18. There were 317 
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students who were of less than 9 years. The were 1088 9-year-old students, 2622 10-year-

old students, 3481 11-year-old students, 4466 12-year-old students, 4994 13-year-old 

students, 4655 14-year-old students, 3740 15-year-old students, 2965 16-year-old 

students, 2179 17-year-old students, 931 18-year-old students, and 114 19-year-old or 

older students. The larger numbers of students were of age of 12, 13, and 14 years old. 

Students were of different ethnic backgrounds such as Asian, black, Hispanic, 

Native American, white non-Hispanic ethnicities. There were 742 Asian students, 9612 

black students, 8907 Hispanic students, 2051 Native American students, 7827 white 

students, and 3199 students that composed other ethnicities. The total pool of students 

was made of 15906 male and 15432 female students. 

 The participants in the study spoke of different languages at home other than 

English. The different home languages spoken are English, Spanish, Chinese, Japanese, 

French, Arabic languages, Vietnamese, French, etc.   

 

 

 
TABLE OF DEMOGRAPHIC DATA 

Gender  Sample size Valid Percent 
Male  15906 49.2 
Female 16432 50.8 
 
Ethnicity Sample Size Valid Percent 
Black 9612 32.0 
White 7827 26.0 
Hispanic 8907 29.6 
Asian 742 2.5 
Native American 2051 6.8 
Other 3199 18.1 
 
Age Frequency Valid Percent 
Less than 9 317 1.0 
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9 1088 4.5 
10 2622 8.3 
11 3481 11.0 
12 4466 14.2 
13 4994 15.8 
14 4655 14.8 
15 3740 11.5 
16 2965 9.1 
17 2179 6.7 
18 931 3.0 
More than 18 114 .3 
             
 
Instrumentation 
The instrument that was used in the study was a questionnaire created by Dr. Brian 

Perkins who currently is the chair of the Educational Leadership Department at Southern 

Connecticut State University. The questionnaire is made of two sections. One section 

refers to demographic information that is relevant to the age, gender, ethnicity, language, 

and school district of participants. The second portion of the questionnaire pertains to the 

survey items that capture the different aspects of school climate. The format of the 

questions that is closed-ended requires the respondents to select one of the four options as 

described by the Likert Scale. These options are Strongly Disagree, Disagree, Not Sure, 

Agree, and Strongly Disagree. The survey items have a fairly high internal consistency 

reliability of alpha .82. The content-related validity of the items was studied to evaluate 

the extent to which they measured the targeted perceptions of school climate among 

public school students. (The questionnaire is provided in the appendix).   

 
Data Collection Procedure 

The data were collected with the assistance and cooperation of different stakeholders that 

were interested in the outcomes of the study. Dr. Perkins who is the research director had 

the support of different school district officers who were responsible for the 
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administration of the questionnaire to students in chosen schools. Letters of consent were 

written by Dr. Perkins and forwarded to school districts in order to secure the support of 

local schools and parents in the release of students to participate in the study. Once the 

survey questionnaires were administered and collected, designated individuals in school 

districts mailed the questionnaires out to a research center in New Haven, CT. There, the 

data were entered in SPSS and become accessible for data analysis. 

 

Data Analysis 

Since the purpose of the study was to determine the distribution of students’ perceptions 

towards school climate, the data analyst decided to evaluate the effect of the gender and 

ethnicity on student attitudes following four different statistical methods that espoused 

the nature of the data. Yet, the data analysis was limited to five ethnic groups: black, 

white, Hispanic, Native American, and Asian students, since these groups contained the 

majority of the students who participated in the study. 

One, the analysis will be used to evaluate the influence of gender and ethnicity on 

students’ responses on each of the 25 different items that measures a distinct aspect of 

school climate. Since both independent variables and dependent variables are categorical, 

the statistical design that is appropriate to assess the effect of gender or ethnicity on 

student attitudes on each of the 25 outcome variables is the chi square procedure. The 

SPSS (i.e., Statistical Package in Social Sciences) is used to run the chi square analysis 

that provides significant inferential statistics (i.e., chi square) to evaluate genuine 

relationships between gender and student attitudes and between ethnicity and student 

attitudes towards each of the survey items. In addition a t-test will be conducted to 

2007 HICE Proceedings 
Page 2522



 8

corroborate the results of the chi square analysis vis-à-vis the impact of gender on 

students’ attitudes towards school climate. 

Two, the analyst will conduct item analysis to determine the degree of internal 

consistency of the items. This level of analysis will shed light on the constitution of 

factors that cut across the 25 different items that compose the survey. First, he will recode 

some of the items so that each of the 25 items will measure students’ positive attitudes 

towards school climate. Second, he will run the analysis to appraise the correlation of 

each item with the linear combination of the other items. The value of this correlation 

will inform the analyst about the importance of a specific item in the internal consistency 

of the survey items. At the same time, the item analysis will provide Cronbach’s internal 

consistency reliability coefficient. Values of Cronbach’s coefficients that are between .90 

and 1.00 indicated high reliability coefficients. In other words, the items are highly likely 

to measure a unique factor. 

Three, as a result of the item analysis, the analyst will conduct a factor analysis. 

This analysis will assess the existence of different factors that may cut across the items. 

To do so, he will use the factor analysis procedure to group the items in three subgroups 

that determine the factors that underlie the items. Yet, the researcher will decide about the 

number of factors that can represent the items in referring to both the content of the items 

and the statistical information provided by the factor analysis procedure.  

 

Four, following the results of the factor analysis, the researcher will run a multivariate 

analysis to study the main effects and interaction effect of gender and ethnicity on the 

outcome variables or resulting factors (i.e., safety, achievement motivation, and racial 
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self-concept). The multivariate analysis is appropriate since the independent variables are 

categorical and the data on the dependent variables are continuous and assumed to be 

normally distributed, due the exceedingly large number of participants in the study (N = 

28524). Lower scores of each of the dependent variables are interpreted as low positive 

attitude towards the dependent variable; conversely, higher scores are interpreted as high 

positive attitudes towards the outcome measure. 

Fifth, a regression analysis was used to study the relationship between age and 
  
student attitudes towards school climate. 
 
 
 
 
 
A1. Effects of Gender on the Outcome Variables 
In this section, the researcher will describe the results of the relationship between gender 

and school climate within each outcome measure (or item) that make up the school 

climate survey. 

 
1. Dependent Variable: I feel safe at my school. 

The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “I feel safe at my school,” (chi square = 70.58, p < .01). The data 

showed that male students (16%) were more likely than female students (13%) to 

disagree that they would feel safe at school. Similarly, male students (61%) tended to 

agree that they felt safe at their schools more than female students (63%) did. Likewise, 

male students (23%) were less likely than female students (24%) to be uncertain about 

their safety at their schools. The data evidenced that male students tended to either agree 

or be uncertain about their being safe at their schools more than female students. The 
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overall examination of the opinion difference among male and female students shows that 

there were not meaningful differences in the way that students perceived their safety at 

their schools, although the chi square test indicated significant relationship between 

gender and the outcome measure “I feel safe at my school.” [The observed statistical 

difference was due to an exceedingly high sample size (N = 28847).] In other words, the 

distribution of students’ opinions vis-à-vis the outcome variable is independent of their 

gender. In fact, the data showed that both male and female students were more likely to 

develop more positive attitudes than negative attitudes toward feeling safe at their 

schools. The results also supported that approximately 25% of both male and female 

students were uncertain about feeling safe at their schools. Thus, it suggests that there 

need further studies to find out why a strong approximately 25% of the student sample 

were reticent to express their opinions about their feeling safe at their schools. 

 

2. Dependent Variable: An adult in my family visits my school often. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome measure: “An adult in my family visits my school often,” (chi 

square = 57.67, p < .01). The data revealed that male students (43%) were more likely 

than female students (41%) to agree that an adult in their families visited their schools 

often. Similarly, the data showed that male students (49%) tended to disagree that an 

adult in their families visited their schools often less than female students (51%) did. 

Likewise, the results evidenced that male students (17%) were slightly more likely than 

female students (16%) to be uncertain about having an adult in their families visit their 

schools often. The analysis of opinion differences showed that there was a 2% point 
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difference between male and female students in the way they expressed their agreements 

and disagreements toward having an adult in their families visit their schools often. 

Although this difference was small, it showed the change in the distribution of students’ 

attitudes toward the outcome variable across the two level of gender. Furthermore, the 

data indicated that both male and female students were more likely to disagree than they 

agreed that an adult in their families visited their school often.   

 

3. Dependent Variable: I enjoy learning at my school. 

The data demonstrated that there was a significant relationship between gender and the 

outcome measure: “I enjoy learning at my school,” (chi square = 170, p < .01). The 

results showed that male students (61%) were less likely than female students (64%) to 

have positive attitude toward enjoying learning in their schools by a 3-percent point. 

Similarly, the data indicated that male students (22%) tended to disagree that they 

enjoyed learning at their schools more than female students (21%) did. Again, there was a 

3 percent point difference between male and female students as they disagreed that they 

enjoyed learning at their schools. Likewise, the data revealed that male students (17%) 

were less probable than female students (15%) to be uncertain about their enjoying 

learning at their schools. The overall examination of the results meant that the 

distribution of students’ attitudes toward enjoying learning at their schools did not 

meaningfully change within each level of gender. Although the chi square test revealed a 

significant relationship between gender and students’ opinions vis-à-vis enjoying learning 

at their school, male students tended to show a bit more strength in the direction of their 

opinions toward enjoying learning in their schools than female students did by a constant 
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point difference. However, the analysis informed the reader that both male and female 

students were more likely to show positive attitudes toward enjoying learning at their 

schools than they were not. 

 

4. Dependent Variable: Students at my school fight a lot.  

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome measure: “Students at my schools fight a lot,” (chi square = 

19.88, p < .01). The results indicated that male students (50%) tended to agree more than 

female students (52%) did that students in their schools fought a lot. Conversely, the data 

showed that male and female students (24% - 25%) were approximately equally likely to 

disagree that students in their schools fought a lot. Similarly, the results pointed out male 

and female students (24%) were equally likely to show their uncertainties that students in 

their schools fought a lot. In overall, the analysis did not indicate meaningful change in 

the distribution of students’ attitudes toward the outcome variable across both levels of 

genders. Even though the chi square test suggested a statistically significant interaction 

between gender and the outcome variable, this interaction was not meaningful. The 

exceedingly large sample size (N = 28847) was the factor that conditioned the statistical 

significant but not meaningful difference in the way that male and female students 

viewed students fighting in their schools. Yet, the data implied that both male and female 

students were more probable to agree that students in their schools fought a lot than they 

were not. Similarly, a strong approximate 25% of students, regardless of gender, for not 

ascertaining that students fought a lot in their schools suggested further studies to 

examine what could explain their silent attitudes. 
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5. Dependent Variable: I will continue my education at a junior or university. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “I will continue my education at a junior college or 

University,” (chi square = 260.83, p < .01). The data showed that male students (77%) 

were less likely than female students (83%) to agree that they would continue their 

education at a junior college or university. Similarly, the data analysis revealed that male 

students (18%) more likely than female students (14%) to be uncertain about the outcome 

variable. In the same fashion, the data indicated that male students tended to disagree 

more than female students did that they would continue their education at a junior college 

or university. The examination of the distribution of students’ attitudes towards the 

outcome variable certainly changed across the two levels of gender, as presented above.  

On the other hand, the data analysis pointed out that students tended to show strong 

positive attitudes towards their pursuing their education at a junior or university more 

than they expressed their negative attitudes towards it. 

 

6. Dependent Variable: Students at my school trust the teachers 

The results showed a significant relationship between gender and the outcome variable: 

“Students at my school trust the teachers,” (chi square = 44, p < .01). The data revealed 

that the percentage of female students (36%) exceeded the percentage of male students 

(27%) who had positive attitudes towards the outcome variable. On the other hand, the 

data indicated that male students (24%) were more like than female students (22%) to 

express negative attitudes as whether students in their schools trusted teachers. Yet, the 
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results showed that male and female students were equally likely to be uncertain by a 

very large proportion percentage (40%) about the idea that students in their schools 

trusted teachers. The magnitude of the percentage of students being uncertain about their 

peers trusting teachers suggested further investigations to find out if they were other 

variables that affected their non-expressed opinions. 

 

7. Dependent Variable: Teachers are able to stop someone from being a bully. 

The results showed a significant relationship between gender and the outcome variable: 

“Teachers are able to stop someone from being a bully,” (chi square = 70, p < .01). The 

data analysis pointed out that male students (35%) tended to agree that teachers were able 

to stop someone from being a bully more than female students (31%) did. On the other 

hand, the data indicated that female students (39%) were slightly more likely than male 

students (38%) to disagree that teachers were able to stop someone from being a bully. 

The data analysis implied that students were more probable to disagree with the outcome 

variable than they were probable to agree with it, regardless of their gender. In addition, 

the results showed that female students (29%) outnumbered male students who were 

uncertain of whether teachers were able to stop someone from being a bully (27%).  

 

8. Dependent Variable: I am hopeful about the future of the United States. 

The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “I am hopeful about the future of the United States,” (chi square = 162, 

p < .01). The data evidenced that male students (63%) tended to agree that they were 

hopeful about the future of the United States more than female students (60%) did. 
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Conversely, female students (30%) outnumbered male students (25%) who were 

uncertain of whether they were hopeful about the future of the United States. In addition, 

the results showed that male and female students (10%) were approximately equally 

likely to disagree that they were hopeful about the future of the United States. The 

analysis highlighted that the distributions of students’ attitudes varied across the two 

levels of gender. It is noteworthy to mention that students’ positive attitudes exceeded 

their negative attitudes towards the outcome variable. 

 

 

 

9. Dependent Variable: At my school, teachers respect the students. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “At my school, teachers respect the students,” (chi square = 28, p < 

.01). The data indicated that male and female students (58%) were equally likely to have 

positive attitudes towards the idea that teachers in their schools respected students. 

Similarly, the showed that female students (21%) seemed to disagree that teachers in their 

schools respected students slightly more than male students (20%) did. In addition, the 

data revealed that male and female students tended to be uncertain about the outcome 

variable at equal rates (20%). The overall examination of the results informed that the 

distribution of students’ attitudes towards the outcome variable did not meaningfully 

change across the two levels of gender. Although the chi square test revealed that gender 

had a significant effect on students’ opinions as to whether teachers respected students in 

their schools, this statistical effect was not meaningful. The result of this significant 
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effect was an artifact of the exceedingly large sample size (n = 28756) of participants in 

the study.  In the case of a small sample of participants, gender would surely have non-

significant effect on students’ opinions. Regardless of the non-significant effect of gender 

on the outcome variable, the data showed that students tended to have positive attitudes 

as to whether in their schools teachers respected students at much higher rates as 

compared to their negative attitudes. 

 

10. Dependent variable: The noise in my school disrupts my learning. 

The chi square analysis showed that gender was significantly related to the outcome 

variable: “The noise in my school disrupts my learning,” (chi square = 27, p < .01). The 

data revealed that female students (39%) slightly outnumbered male students (37%) who 

agreed that the noise in their schools disrupted their learning. Conversely, the data 

showed that male students (45%) were slightly more likely than female students (44%) to 

disagree that the noise in their schools disrupted their learning. On the other hand, male 

students (18%) were slightly more probable than female students (17%) to be unsure as to 

whether the noise in their schools disrupted their learning. The data highlighted that  

 

11. I wish that I were of a difference race. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “I wish that I were of a difference race,” (chi square = 54, p < .01). 

The data showed that female students (83%) were slightly more likely than male students 

(82%) to disagree that they wished that they had been of a difference race. Similarly, the 

result revealed that male students (7%) tended to agree that they wished that they had 
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been of a different race more than female students (6%) did. On the other hand, male and 

female students (11%) were equally likely to be uncertain as to whether they wished they 

had been of a different race. Basically, the distribution of students’ attitudes did not 

change across the two levels of gender. The fact that the chi square revealed a significant 

relationship between gender and the outcome variable was due to the exceedingly large 

sample size of participants in the study. Therefore, the statistical significant result was 

not meaningful in reality. However, the data analysis highlighted that both male and 

female students tended to disagree that they wished they had been of a different race at 

much higher rates than they agreed with that.  

 

 

12. Dependent Variable: My teachers make me feel good about myself. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “ My teachers make me feel good about myself,” (chi square = 90, p < 

.01). The data revealed that the percentage of female students (57%) exceeded that of 

male students (53%) who agreed that their teachers made feel good about themselves. 

Similarly, the results showed that male and female students (25%) were equally likely to 

be uncertain as to whether their teachers made them feel good about themselves. On the 

other hand, the data indicated that male students (21%) tended to have negative attitudes 

toward the outcome variable at higher rates as compared to females (18%). Apparently, 

the analysis pointed that the distribution of students’ attitudes varied across the two levels 

of gender. In addition, the data implied that students across the two levels of gender had 

2007 HICE Proceedings 
Page 2532



 18

positive attitudes towards the outcome variable at higher rates than they had negative 

attitudes toward it.  

 

 

 

13. Dependent Variable: Some children carry guns or knives in my school. 

The results showed a significant relationship between gender and the outcome variable: 

“Some children carry guns or knives in my school,” (chi square = 104.78, p < .01). The 

results showed that male students (40%) seemed to disagree that some children carried 

guns or knives a little more than female students (39%) did. Conversely, the data 

indicated that female students (41%) were more likely than male students (36%) to be 

uncertain that some students carried guns or knives in their schools. On the other hand, 

the results highlighted that the percentage of male students (23%) exceeded the 

percentage of female students (20%) who agreed that some students carried guns or 

knives in their schools. The overall analysis revealed that students’ attitudes toward some 

children carrying guns in their schools varied across the two levels of gender. In addition, 

the analysis showed that both male and female students tended to disagree that some 

children carried guns or knives more than they agreed.  

 

14. Dependent Variable: I believe that I will live beyond the age of 25 years.  

The results showed a significant relationship between gender and the outcome variable: 

“I believe that I will live beyond the age of 25 years,” (chi square = 65, p < .01). The data 

indicated that male and female were equally likely to agree that they believed that they 
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would live beyond the age of 25 years. Also, the data showed that female students were a 

bit more likely than male students to be uncertain about the outcome variable. On the 

other hand, the data supported that male students tended to disagree that they believed 

they would live beyond the age of 25 than female students did. The examination of 

differences between students’ attitudes across the two levels of gender implied that 

gender did not meaningfully affect students’ opinions, although the chi square test was 

significant due to a large sample size (N= 28524). It is safe to confirm that the 

distribution of students’ opinions towards the outcome variable was independent of the 

effect of gender. Yet, the analysis allowed to verify a larger number of both male and 

female students agreed that they believed they would live beyond the age of 25 more than 

they disagreed with the outcome variable.  

 

15. Dependent Variable: There are some children who I have seen bullied at least 

once per month. 

The results showed a significant relationship between gender and the outcome variable: 

“There are some children who I have seen bullied at least once per month,” (chi square = 

49, p < .01). The data pointed out that male students (51%) outnumbered female students 

(49%) who agreed that there were some children who they have seen bullied at least once 

per month. On the other hand, the data indicated that the percentage of female students 

(28%) exceeded the percentage of male students (25%) who disagree that there were 

some children who they have seen bullied at least once per month. The examination of 

the data convincingly highlighted that the distribution of students’ attitudes toward the 

outcome variable varied across the two levels of gender. Conversely, the data showed 
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that male and female students (23%) were equally likely to be uncertain of whether there 

were some children who they have seen bullied at least once per month. In addition, the 

data evidenced that students tended to agree with the outcome variable at higher rates 

than they disagreed with it. 

 

 

16. Dependent Variable: My teachers care whether I am successful or not. 

The results showed a significant relationship between gender and the outcome variable: 

“My teachers care whether I am successful or not,” (chi square = 101, p < .01). The data 

revealed that the number of female students (66%) exceeded the number male students 

(62%) who cared whether they were successful or not. Conversely, the data showed that 

male students (14%) outnumbered female students (11%) who disagreed that teachers 

cared whether they were successful or not. Also, the data evidenced that male students 

(24%) seemed to be more uncertain than female students (23%) that teachers cared 

whether they were successful or not. The analysis clearly showed that the distribution of 

students’ attitudes towards the outcome variable depended on the level of gender. On the 

other hand, the analysis indicated that students across the two levels of gender expressed 

more positive attitudes than negative attitudes towards the outcome variable. 

 

17. Dependent Variable: My parents are proud of me. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “My parents are proud of me,” (chi square = 78.69, p < 

.01). The data showed that female students (85%) were more likely than male students 
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(83%) to have positive attitudes vis-à-vis their parents being proud of them. Yet, the data 

indicated that male and female students (5%) were equally likely to have negative 

attitudes towards their parents being proud of them. The data also indicated that male 

students (12%) were a bit more probable to be uncertain than female students (11%) that 

their parents were proud of them. The examination of the data seemed to support that the 

distribution of students’ attitudes varied across the two levels of gender. On the other 

hand, the data implied that both male and female students highly agreed that their parents 

were proud of them more than they disagreed with that. 

 

18. Dependent Variable: At my school, teachers are fair to everyone. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “At my school, teachers are fair to everyone,” (chi 

square = 27.82, p < .01). The data indicated that male and female students (41%) were 

equally likely to agree that at their schools teachers were fair to everyone. Conversely, 

the data showed that male students (34%) were slightly less probable than female 

students (35%) to disagree that at their schools teachers were fair to everyone. On the 

other hand, the data pointed out male and female students (25%) were equally likely to be 

unsure as to whether teachers were fair to everyone at their schools. Hence, the 

examination of the data highlighted that the distribution of student attitudes toward the 

outcome variable was quite the same across both levels of gender although the Pearson 

chi square test revealed a statistically significant relationship between gender and the 

outcome variable. The significant effect of gender on the outcome variable probably to 

was due to the exceedingly large number of participants (n = 28561) in the study. In the 
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case of small samples, the statistical result might not prevail. Thus, it is safe to accept that 

the statistically significant effect on the outcome variable was not important or 

meaningful in reality. On the other hand, the data displayed that students across both 

levels of gender agreed that at their schools teachers were fair to everyone at far higher 

rates (41%) as compared to when they disagreed or were uncertain that at their schools 

teachers were fair to everyone. However, when the total rate (59%) of student 

disagreements and uncertainties was compared to the rate of student agreements (41%) 

toward the outcome variable across the two levels of gender, it showed that students did 

not express their positive attitudes as to whether teachers were fair everyone with so large 

an approval. Thus, it is suggested that further teachers be conducted to investigate the 

relationship between teachers and students in the schools in which the study took place in 

order to remedy teacher fairness toward students. 

 

19. Dependent Variable: Students who are not of my race generally do better in 

school than I do. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “Students who are not of my race generally do better in 

school than I do,” (chi square = 126, p < .01). The data showed that female students 

(58%) outnumbered male students (53%) who disagreed that students who were not of 

their races did better in school than they did. Inversely, the data revealed that the number 

of male students (15%) exceeded the number of female students (11%) who agreed that 

students who were not of their races generally did better than they did. Similarly, the data 

evidenced that male students (34%) were more likely than female students (26%) to be 
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uncertain about the outcome variable. The examination of the data clearly showed that 

the distribution of students’ attitudes vis-à-vis the outcome variable was not the same at 

the two levels of gender. On the other hand, the data analysis indicated that both male and 

female students were more likely to disagree than to agree that students who were not of 

their races generally did better than they did. 

 

20. Dependent Variable: I am bullied during the school day at least once per month.  

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “I am bullied during the school day at least once per 

month,” (chi square = 99.82, p < .01). The data showed that female students (79%) 

tended to disagree at much higher rates than male students (75%) did with the outcome 

variable. Inversely, the data revealed that male students (15%) outnumbered female 

students (11%) who agreed that they were bullied during the school day at least once per 

month. Similarly, the data pointed out male students (10%) were slightly more likely than 

female students (9%) to be uncertain that they were bullied during the school day at least 

once per month. Thus, the examination of the data clearly pointed out that the distribution 

of student attitudes toward the outcome variable varied across the two levels of gender. 

On the other hand, the analysis clearly showed that students disagreed at much higher 

rates than they agreed that they were bullied during the school day at least once per 

month. 

 

21. Dependent Variable: If I work hard in school, I will be a successful adult. 
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The results showed a significant relationship between gender and the outcome variable: 

“If I work hard in school, I will be a successful adult,” (chi square = 192.72, p < .01). The 

data indicated that female students (89%) outnumbered male students (86%) who agreed 

that if they worked hard in school, they would be successful adults. Inversely, the data 

highlighted that male students (5%) exceeded the number of female students (3%) who 

disagreed that if they worked hard in school, they would be successful adults. Similarly, 

the results revealed that male students (10%) were slightly more likely than female 

students (8%) to be uncertain of the outcome variable. Thus, it is quite safe to confirm 

that the distribution of student attitudes of whether students would be successful if they 

worked hard in school changed across the two levels of gender. On the other hand, the 

results confirmed that both male and female students were more likely to have positive 

attitudes than negative attitudes vis-à-vis the outcome variable. 

 

22. Dependent Variable: I look forward to coming to school most days. 

The results showed a significant relationship between gender and the outcome variable: 

“I look forward to coming to school most days,” (chi square = 104.53, p < .01). The data 

revealed that the number of female students (66%) far exceeded the number of male 

students (61%) who had positive attitudes toward the outcome variable. Inversely, the 

data indicated that male students (24%) were more likely than female students (20%) to 

have negative attitudes as whether they looked forward to coming to school most days. In 

the same fashion, the data showed that male students (15%) tended to be slightly more 

uncertain than female students (14%) to look forward to coming to school most days. 

Hence, the examination of the data evidenced that student attitudes towards the outcome 
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variable were not distributed in the same fashion across the two levels of gender. On the 

other hand, the data confirmed that students agreed that they were looking forward to 

coming to school most days at much higher rates than they did not. 

 

23. Dependent variable: The children in my school live in my neighborhood. 

The chi square analysis showed that gender was significantly related to the outcome 

variable: “The children in my school live in my neighborhood,” (chi square = 33, p < 

.01). The data revealed that female students (49%) slightly outnumbered male students 

(48%) who agreed that children in their schools lived in their neighborhoods. Conversely, 

the data showed that male students (26%) were more likely than female students (24%) to 

disagree that children in their schools lived in their neighborhoods. On the other hand, 

female students (27%) were slightly more probable than male students (26%) to unsure as 

to whether children in their schools lived in their neighborhoods. The data highlighted 

that students tended to agree with the outcome variable at far higher rates as compared to 

when they disagreed that students in their schools lived in their neighborhoods. In 

addition, the data exhibited that the distribution of student attitudes toward the outcome 

variable fairly depended upon the levels of gender.  

 

24. Dependent Variable: My parents want me to go to school. 

The results showed a significant relationship between gender and the outcome variable: 

“My parents want me to go to school,” (chi square = 152, p < .01). The data pointed out 

female students (96%) were a bit more likely than male students (94%) to have positive 

attitudes vis-à-vis their parents wanting them to go to school. Whereas, the data showed 
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that male students (2%) slightly outnumbered female students (1%) to disagree that their 

parents wanted them to go to school. Similarly, the data indicated that the number of 

male students (4%) exceeded the number of female students (2%) who were uncertain of 

whether their parents wanted them to go to school. Although the chi square test revealed 

that gender had a significant effect on students’ attitudes toward the outcome measure, 

this effect was not meaningful or important. In other words, this relationship is likely to 

have no external validity among the other students of the same population that did not 

participate in the study. On the other hand, the data analysis revealed that more than 94% 

of students in both levels of gender agreed that their parents wanted them to go to school. 

 

25. Dependent Variable: There were races of children whom are smarter than 

others. 

The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “There were races of children whom are smarter than others,” (chi 

square = 95.55, p < .01). The data supported that male students (37%) outnumbered 

female students (33%) who agreed that there were races of children whom were smarter 

than others. Whereas, the data evidenced that the number of female students (36%) 

exceeded the number of male students (32%) who disagreed that there were races of 

children whom were smarter than others. Yet, the data pointed out that male and female 

students (31%) were equally likely to be uncertain as to whether there were races of 

children whom were smarter than others. The analysis clearly highlighted that the 

distribution of student attitudes vis-à-vis the outcome variable was not the same across 

the two levels of gender. On the other hand, the examination of the data indicated that 
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students formulated equally their agreements, disagreements, and uncertainties by 

approximately 33% of the time. This suggested that students, regardless of their gender, 

could not make a clearcut decision as to whether there were races of children whom were 

smarter than others. This overall non-significant difference among student attitudes 

toward the outcome variable does not annihilate the significant interactive effect between 

gender and the outcome variable. It is acceptable that an independent variable may not 

have significant effect on a given dependent variable while it has a significant interactive 

effect with another variable on the dependent variable (Kerlinger, 1985).  

 

 The chi square analysis revealed that gender had a significant effect on most of the 

outcome variables that measure different aspects of school climate. The results indicated 

that male and female students’ attitudes somewhat varied across the five levels of the 

Likert Scale. At the same time, a closer examination of the data showed that male and 

female students tended to either agree or disagree or be uncertain by an approximately 

large percentage with the outcome variable under study. At this point, it is meaningless to 

affirm that male and female students really differed in their strong attitudes toward school 

climate. This viewpoint is supported by the t-test that looks at the attitude mean 

difference between male and female students. While the chi square test magnifies the 

differences between male and female students’ attitudes at each of the five levels 

(Strongly Disagree, Disagree, Not Sure, Agree, and Strongly Disagree) of the Likert scale 

and minimizes the magnitudes of male and female students’ attitude percentage points at 

each of the five levels, the t-test minimizes the small deviations of attitudes and 

maximizes the difference between attitude means (or modes) of male and female 
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students. Consequently, it is important to carefully interpret the significant results of the 

chi square and the t-test. A significant chi square may not necessarily lead to a significant 

t-test. The results of the F or t tests in the context of each outcome variable are provided 

below.     

 

Interpretation of the t-Test results 

The analysis of variance showed that male (mean = 3.56) and female (mean = 

3.63) students were approximately equally likely to agree that they felt safe at school. 

The attitude mean difference (.11) did not signify a meaningful difference between male 

and female attitudes.  Similarly, the t test showed that male (mean = 2.72) and female 

(mean = 2.73) students tended to be uncertain equally as to whether an adult in their 

family visited their schools, p > .05. Conversely, the results revealed that male students 

(mean = 3.60) tended to agree that they enjoyed learning at their schools less than female 

students (mean = 3.75) did (p < .01); however, the attitude mean difference between male 

and female students was so negligibly small (.15) that it is quite acceptable to affirm that 

male and female students were equally likely to agree that they enjoyed learning at 

school.  

On the other hand, the data showed that male (mean = 3.41) and female (mean = 

3.45) students were approximately equally likely to be uncertain that students in their 

schools fought a lot. The data indicated that male students (mean = 4.23) seemed to agree 

that they would continue their education at a junior college or university less than female 

students did (mean = 4.40), p < .01. However, the attitude mean difference was not large 

enough to confirm that gender had a significant effect on students’ responses on the 
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outcome variable. Yet, the results highlighted that female students tended to show more 

positive attitudes towards continuing their education at a junior college or university 

more than male students did. 

 Conversely, the t test analysis showed that male and females equally tended to be 

uncertain that students at they schools trusted their teachers, p > .05. In addition, the 

results evidenced that male (mean = 2.92) and female (mean = 2.85) students equally 

seemed to be uncertain that teachers were able to stop someone from being a bully. Since 

the values of 2.92 and 2.85 are closer to 3, which represents ‘Not Sure’ on the Likert 

Scale, than to 2 which represents ‘Disagree’, it implies that both male and female 

students were uncertain as to whether teachers were able to stop someone from being a 

bully. On the other hand, the t test revealed that male (mean = 3.74) and female (mean = 

3.67) students were approximately equally probable to agree that they were hopeful about 

the future of the United States.  

The data also indicated that male (mean = 3.51) and female (man = 3.50) students 

were equally likely to be somewhat uncertain as to whether teachers at their schools 

respected students, p > .05. Likewise, the results showed that male students (mean = 

3.41) tended to be somewhat uncertain that their teachers made them feel good about 

themselves less than female (mean = 3.52) students did, p < .01. Yet, the mean difference 

is small enough to dismiss the statistical effect of gender on students’ attitudes vis-à-vis 

the outcome variable.  Similarly, the data revealed that male (mean = 3.39) and female 

(mean = 3.52) students tended equally to be uncertain that they were some children who 

they had seen bullied at least once per month. 
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The t test analysis showed that female students (mean = 3.80) were more likely 

than male students (mean = 3.68) to somewhat agree that their teachers cared whether 

they were successful or not, p < .05. Nevertheless, the attitude mean difference between 

male and female students was so small that the statistically significant effect of gender on 

the outcome variable can be rejected. On the other hand, the results indicated that male 

students (mean = 4.27) slightly tended to agree that their parents were proud of 

themselves less than female (mean = 4.36) students did, p< .01. However, the difference 

between the mean values that is less than .10 is conductive to accept that male and female 

students were quite equally likely to agree on the occurrence of the outcome variable. 

Yet, the data clearly showed that male (mean = 3.06) and female (mean = 3.06) students 

equally likely to be uncertain that at their schools, teachers were fair to everyone, (p > 

.05) 

  The results of the data analysis showed that gender had no significant effect on 

students’ attitude toward outcome variable: “I believe that I will live beyond the age of 

25 years,” p > .05. The table of means indicated that male (mean = 4.22) and female 

(mean = 4.24) students were approximately equally likely to agree that believe that they 

would live beyond the age of 25 years. Conversely, the data revealed that male students 

(mean = 4.34) tended to have less positive attitudes towards the outcome variable: “If I 

work hard in school, I will be a successful adult” than female students did, p < .01. 

However, gender could account for only .7% of the total variance in the outcome 

variable. It means that 99.3% of the variance in the outcome variable was due to other 

factors. Thus, the significant impact of gender on students’ attitudes as to whether they 

would be successful adults if they worked hard was not realistic or meaningful. The fact 
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that the sample size (n = 31537) that was involved in the study was so large caused the 

small difference between the group means (.14) appeared so wide. By consequence, the 

probability of occurrence of this mean difference (i.e., .14) was very small. Thus, it 

became possible to reject the null hypothesis of no difference between group means in 

favor of the alternative hypothesis that posited that male and female students had 

different attitudes vis-à-vis the outcome variable. Thus, it is extremely important to 

interpret the significantly statistical results in concordance with the effect size of the 

gender on the outcome variable that was less than 1% (!).  At this point, a judgment call 

is required to dismiss that gender had a meaningful (albeit statistically significant) effect 

on students’ attitudes toward the outcome variable. 

Similarly, the t test procedure revealed that gender had a significant effect on 

students’ attitudes toward the outcome variable: “I look forward to coming to school 

most days”, p < .01. In other words, the data showed that female students (mean = 3.64) 

seemed to be more uncertain than male students (mean = 3.51) as to whether they looked 

forward to coming to school most days. Again, the data indicated that gender accounted 

for only .2% or less than half of a 1% of the total variance in the outcome variable. Thus, 

it is safe to state that gender had no meaningful impact on students’ attitudes as to 

whether they looked forward to coming to school most days. 

 
In the same fashion, the results evidenced that gender had significant effects on 

the outcome variables: “The children in my school live in my neighborhood,” “My 

parents want me to go to school,” and “Students who are of a different race are smarter 

than I,” p < .05. But the data also showed that gender could explain less than half of a 

one-percent of the total variance in each of the two outcome variables. Therefore, it is 
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accepted that gender had no meaningful effect on students’ attitudes toward the outcome 

variables.  

 

The data showed that gender had significant effect on students’ attitudes vis-à-vis 

the outcome variable: “Students in my school fight a lot,” p < .01. In other words, male 

students (mean = 2.59) were slightly more likely than female students (mean = 2.55) to 

disagree that students in their schools fought a lot. Again, the effect size of gender on the 

outcome variable, that was near zero, evidenced that gender had no meaningful impact on 

students’ as to whether students in their schools fought a lot.  

The results exhibited that gender had no significant impact on students’ attitudes 

toward the outcome variable: “I wish that I were of a difference race,” p > .05. In other 

words, male (mean = 4.35 and female (mean = 4.37) students were equally likely to agree 

that they wished that they had been of a different race.  Conversely, the data revealed that 

gender had a significant effect on the outcome variable: “Some children carried guns or 

knives in my school,” F(1, 27949) = 8.11, p = .004. In other words, male students (mean 

= 3.35) tended to be uncertain that children in their schools carried guns or knives in their 

schools less than female students (mean = 3.39) did. Besides, the data indicated that 

gender accounted for approximately 0% of the variance in students’ attitudes as to 

whether some children carried guns or knives in their schools. Thus, it is safe to admit 

that gender had no meaningful effect on the occurrence of the outcome variable.  

Similarly, the results showed that gender significantly influenced students’ 

attitudes toward the outcome variable: “There are some children who I have seen bullied 

at least once per month,” F(1, 27949) = 32.98, p = .001. Or, male students (mean = 2.61) 
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seemed to disagree less than female students (mean = 2.70) did as to whether there were 

some children who I had seen bullied at least once per month. Yet, the data also indicated 

that gender explained approximately 0% of the total variance in the outcome variable. 

Thus, it is quite acceptable to admit that gender had no important effect on students’ 

attitudes vis-à-vis the outcome variable.  

In the same vein, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variable: “Students who are not of my race 

generally do better in school than I do,” F(1, 27949) = 96.94, p < .01. The table of means 

highlighted that female students (mean = 3.77) outperformed male students (mean = 

3.64) who were much closer to agree than be uncertain that some children who were not 

of their races generally did better in school than others. However, the data displayed that 

gender accounted for only .3% of the total variance in the outcome variable. Hence, it is 

safe to admit that gender did not influence students’ attitudes toward the outcome 

variable. 

In the same fashion, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variable: “I am bullied during the school day at 

least once per month,” F(1, 27949) = 62.37, p < .01. In other words, female students 

(mean = 4.20) outscored male students (mean = 4.10) who were uncertain as to whether 

there were races of children whom were smarter than others. However, the data displayed 

that gender accounted for only .2% of the total variance in the outcome variable. Hence, 

it is safe to admit that gender did not have any influence on the distribution of students’ 

attitudes as to whether they were bullied during the school day at least once per month. 
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In the same vein, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variables: “Students who are not of my race 

generally do better in school than I do,” F(1, 27949) = 96.94, p < .01; “I am bullied 

during the school day at least once per month,” F(1, 27949) = 62.37, p < .01; and “There 

are races of children whom are smarter than others,” F(1, 27949), p < .01. In other words, 

female students (mean = 3.12) outscored male students (mean = 3.00) who were 

uncertain as to whether there were races of children whom were smarter than others. 

However, the data displayed that gender accounted for only .2% of the total variance in 

the outcome variable. Hence, it is safe to admit that gender did not have any influence on 

the distribution of students’ attitudes toward the outcome variable. 

 

 
 
 
 
A2. Effect of Ethnicity on the Outcome Variables 
 In this section, the researcher will describe the results of the relationship between 

ethnicity and school climate within each outcome measure (or item) that make up the 

school climate survey. 

 
1. Dependent Variable: I feel safe at my school.  

The chi square analysis revealed that ethnicity significantly influenced students’ opinions toward the 

outcome variable: “I feel safe at my school”, (chi-square = 497, p < .01). The results showed that Asian 

students (70%) outnumbered white (68%), Hispanic (62%), Black (57%), and Native American students 

(54%) who had positive attitudes as to whether they felt safe at their schools. Similarly, the data indicated 

that white students (68%) exceeded the number of Hispanic (62%), Black (57%), and Native American 
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students (54%) who had positive attitudes toward feeling safe at their schools. Obviously, the data revealed 

that Native American students (54%) were the least of the five ethnicities that showed positive attitudes 

toward feeling safe at their schools. Conversely, the data pointed out that black and Native American 

students were nearly equally likely (18—19%) and more likely than white (14%), Hispanic (11%), and 

Asian students (8%) to have negative attitudes as to whether they felt safe at their schools. In addition, the 

data showed that black, Hispanic, and Native American students were equally likely (26%) and more likely 

than Asian (21%) and white students (19%) to be uncertain as to whether they felt safe at their schools. The 

data clearly highlighted that the student attitudes toward feeling safe at their schools were contingent upon 

the level of ethnicity. Further examination of the data indicated that students across all the five ethnic groups 

tended to have more positive attitudes than negative attitudes toward feeling safe at their schools. It is also 

recommended that further study be undertaken to find out why Native American were the least satisfied 

with the outcome variable.  

 

2. Dependent Variable: An adult in my family visits my school.  

The results showed ethnicity had a significant effect on the outcome variable: “An adult 

in my family visits my school,” (chi square =643, p < .01). The data revealed that black 

students (41%) outnumbered Hispanic (33%), Native American (31%), white (28%), and 

Asian students (22%) who had positive attitudes toward having an adult in their families 

who visited their schools often. Similarly, the data pointed out that the number of 

Hispanic (33%) students exceeded the number of Native American (31%), white (28%), 

and Asian students (22%) who had positive attitudes toward the outcome variable. It is 

noteworthy to see that Asian students were the least to agree that an adult 

 Inversely, the data evidenced that Asian students (58%) were more likely than white 

(55%), Native American (52%), Hispanic (47%), and black students (45%) to express 
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negative attitudes as to whether an adult in their families visited their schools often. In 

addition, the data revealed that both Hispanic and Asian students (20%) were more 

probable than white and Native American students (16%) and black students (13%) to be 

uncertain that an adult in their families visited their schools often. The overall 

examination of the results above indicated that the student attitudes toward the outcome 

variable varied with the level of ethnicity. On the other hand, the data indicated that 

students across the five ethnic groups tended to have more negative attitudes more than 

positive attitudes as to whether an adult in their families visited their schools often.  

 
 

3. Dependent Variable: I enjoy learning at my school. 

The results of the study revealed that ethnicity significantly influenced students’ 

responses on the outcome variable: “I enjoy learning at my school,” (chi square = 465, p 

< .01). The data showed that black and Hispanic students (71%—72%) approximately 

equally outnumbered Asian (66%), Native American (63%), and white students (62%)  

who agreed that they enjoyed learning in their schools. Conversely, the data revealed that 

Native American (20%) seemed to disagree that they enjoyed learning at their schools 

more than white (18%), black (15%), Asian (13%), and Hispanic (12%) students did. In 

the same fashion, the results showed that white students (18%) were more likely than 

black (15%), Asian (13%), and Hispanic students (12%) to have negative attitudes toward 

the outcome variable. On the other hand, the revealed that Asian students (20%) tended to 

be more uncertain that they enjoyed learning at their schools did than white (19%), 

Native American (16%), Hispanic (15%), and black students (14%) did. In the same 

fashion, the results revealed that white students (19%) seemed to be more uncertain that 
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they enjoyed learning at their schools than Native American (16%), Hispanic (15%), and 

black students (14%) did. Thus, the data analysis evidenced that student attitudes toward 

the outcome variable varied with the level of ethnicity.  

     Furthermore, the examination of the results revealed that students had more positive 

attitudes than negative attitudes as to whether they enjoyed learning at their schools. Yet, 

the results evidenced that there were between 13% and 20% of students in each ethnic 

category who were not sure as to whether they enjoyed learning in their schools. It is 

suggested that researchers investigate factors that might explain the negative and no-

opinion responses to the statement (i.e., “I enjoy learning at my school”).  

 
4. Dependent Variable: Students at my school fight a lot.  

The chi square analysis showed that ethnicity significantly influenced students’ 

responses to the outcome measure: “Students at my school fight a lot”, (chi square = 

1272, p < .01). The data highlighted that Asian students were more probable (39%) than 

black (25%), white students (25%), Native American (22%), and Hispanic students 

(21%) to disagree that students fought a lot in their schools. In the same fashion, the data 

pointed out black and white students (25%) equally seemed to disagree that students at 

their schools fought a lot more than Native American and Hispanic students (21%—22%) 

did. Conversely, the data exhibited that black and Native American students (57%—

58%) outnumbered Hispanic (51%), white (48%), and Asian students (25%) who 

disagreed that students at their schools fought a lot. Similarly, Hispanic students (51%) 

tended to disagree more than white (48%) and Asian students (25%) did that students 

fought a lot in their schools. On the other hand, the data showed the number of Asian 

students (35%) exceeded the number of Hispanic (28%), white (27%), Native American 
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(21%), and black students (17%) who were uncertain that students in their schools fought 

a lot. Thus, the overall examination of the data clearly showed that student opinions 

toward the outcome variable were contingent upon the level of ethnicity. On the other 

hand, the results revealed that, except for Asian, students were more likely to agree more 

than to disagree that students fought a lot in their schools. Also, the results indicated that 

there were a large number of white and Hispanic students (27%) and Asian students 

(35%) who were uncertain about the occurrence of the outcome variable. Hence, it is 

suggested that further studies be conducted to investigate the ‘No Sure’ responses of 

these ethnic groups vis-à-vis the outcome variable. 

  

 

5. Dependent Variable: I will continue my education at a junior college or 

university. 

The results of the chi square analysis showed that ethnicity had significant effect on 

students’ responses toward the outcome variable: “I will continue my education at a 

junior college or university,” (chi square = 415, p < .01). The results highlighted that 

Asian students (85%) came in first position to agree that they would continue their 

education in a junior college or university, as compared to white students (80%) who 

came in second position, Hispanic students (76%) who came in third position, and black 

and Native American students (72%) who came in fourth position. Conversely, the data 

revealed that Asian students (2%) were less likely than the other four ethnic groups (4%) 

to disagree that that they would continue their education in a junior college or university. 

However, the data pointed out Native American students (24%) outnumbered Hispanic 
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(20%), white (17%), black (13%), and Asian (12%) students who were uncertain that 

they continue their education in a junior college or university. Thus, the results suggested 

that student opinions toward the outcome variable depended upon the level of ethnicity. 

Also, the data analysis implied that students across the five ethnic groups were far more 

likely to have positive opinions vis-à-vis the outcome variable than otherwise. Yet, it is 

worthy to notice that approximately 25% of the Native American students were not sure 

if they would pursue their post secondary education. Thus, it is recommended that further 

studies to be conducted to investigate the reasons why Native American students had 

reservations about continuing their education. 

 

 

 

6. Dependent Variable: Students at my school trust teachers. 

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “Students at my school trust teachers,” (chi square = 1096, p < 

.01). The data showed that black students (26%) were less likely than Native American 

(38%), white and Asian students (41%), and Hispanic students (42%) to express their 

positive attitudes toward the fact that students at their schools trusted the teachers. 

Similarly, the results showed that both white and Asian students (41%) were less likely 

than Hispanic students (42%) and more likely than Native American (38%) to agree that 

students at their schools trusted the teachers. 

 Conversely, the data revealed that black (32%) and Native American (28%) 

tended to disagree that students at their schools trusted the teachers more than white 

(20%), Hispanic (18%), and Asian students (14%) did. Similarly, the data exhibited that 
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white students (20%) tended to disagree with the outcome variable at higher rates than 

Hispanic (14%) and Asian students (12%) did. On the other hand, the results showed that 

Asian students (44%) outnumbered black (41%), Hispanic (40%), Native American 

(40%), and white (38%) who were uncertain that students at their schools trusted the 

teachers. In the same fashion, the data showed that black, Hispanic, Native American 

students were approximately equally likely (40%) and more likely than Asian students 

(38%) to be unsure as to whether students in their schools trusted the teachers.  

Thus, the overall examination of the data clearly revealed that the distribution of 

student attitudes vis-à-vis the outcome variable was contingent upon the level of 

ethnicity. Also, the results suggested that students across the five ethnic groups had a 

greater tendency to be uncertain toward the outcome variable than they did otherwise. On 

the other hand, the examination of the large numbers of the no-opinions responses within 

each of the five ethnic groups suggested that further studies be conducted to evaluate why 

students did not produce an open response to the outcome variable. It is recommended 

that face-to-face interviews be conducted to find out about ethnic groups’ reluctance to 

take a position on the issue at hand.    

 
7. Dependent Variable: Teachers are able to stop someone from being a bully. 

The results of the chi square analysis showed that ethnicity had significant effect on 

students’ responses toward the outcome variable: “Teachers are able to stop someone 

from being a bully,” (chi square = 1136, p < .01). The results demonstrated that white 

(28%) and black students (29%) tended to agree that teachers were able to stop someone 

from being a bully less than Asian (32%), Native American (35%), and Hispanic (41%) 

students did. Conversely, the data showed that black (45%), white (44%), and Native 
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American students (41%) outnumbered Hispanic (30%) and Asian students (25%) who 

disagreed that teachers were able to stop someone from being a bully. Also, the data 

indicated that Asian students (43%) were more likely than Hispanic (29%), white (28%), 

black (24%), and Native American students (23%) to be uncertain that teachers were able 

to stop someone from being a bully. 

Thus, the data clearly highlighted that the distribution of student attitudes vis-à-vis the 

outcome variable varied with the level of ethnicity. In addition, the results showed that 

students across the five ethnic groups, except for the Asian students, tended to 

demonstrate greater negative attitudes toward the outcome variable than they did 

otherwise. In fact, the data revealed that approximately 43% of Asian students were more 

probable to be uncertain than to either agree or disagree that teachers were able to stop 

someone from being a bully. It is suggested that further studies be undertaken to 

investigate why Asian students, in particular, were so reticent to openly express their 

views as to whether teachers were able to stop someone from being a bully.  

 
 
8. Dependent Variable: I am hopeful about the future of the United States. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “I am hopeful about the future of the United States,” (chi square = 251, 

p < .01). The data revealed that 60% of black, 63% of white, 64% of Hispanic, 61% of 

Native American, and 50% of Asian students agreed or strongly agreed that they were 

hopeful about the future of the United States. Conversely, the results of the analysis 

showed that 12% of black, 11% of white, 8% of Hispanic, 11% of Native American, and 

15% of Asian students disagreed they had hope in the future of the United States. In 

addition, the data indicated 28% of black, 23% of white, 28% of Hispanic, 27% of Native 
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American, 35% of Asian students were not sure of whether they were hopeful about the 

future of the United States.  

The above data clearly demonstrated that the distribution of student attitudes 

toward the outcome variable varied with the level of ethnicity. In addition, the 

examination of the results revealed that students across the five ethnic groups had greater 

tendencies to have positive attitudes vis-à-vis the outcome variable than they did 

otherwise.  Approximately, one third of the students in each ethnic group, except white 

students, had unexpressed concerns about the future of the United States. Although the 

number of students who were unsure of whether they were hopeful about the future of the 

United States was less than the number of students that had positive attitudes towards the 

outcome variable, the former hinted that there might be some factors that impacted on 

students’ reticence to contemplate hope in the future of the United States. Hence, it is 

recommended that face-a-face interviews be conducted to find out about the reasons why 

students were unsure about the outcome variable. 

 
 
 

9. Dependent Variable: At my school, teachers respect the students.  

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “At my school, teachers respect the students,” (chi square = 1263, p < 

.01). The data showed that 48% of black, 62% of white, 66% of Hispanic, 58% of Native 

American, and 63% of Asian students agreed or strongly agreed that teachers respected 

students. Conversely, the data revealed that 30% of black, 17% of white, 14% of 

Hispanic, 24% of Native American, and 12% of Asian students disagreed that teachers 

respected students at their schools. On the other hand, the results showed that 20% of 
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black, 20% of white, 19% of Hispanic, 16% of Native American, and 18% of Asian 

students were uncertain of whether teachers respected the students at their schools.  

Thus, the results displayed that the distribution of student attitudes as to whether 

teachers respected the students at their schools changed across the five levels of ethnicity. 

Also, the data highlighted that students across the five levels of ethnicity tended to have 

more positive attitudes toward the outcome variable than they did otherwise.   

 

10. Dependent variable: The noise in my school disrupts my learning. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “The noise in my school disrupts my learning,” (chi square = 589, p < 

.01). The data showed that Asian students (46%) and Native American students (45%) 

were approximately equally likely and more probable than black students (43%), 

Hispanic students (34%), and white students (34%) to agree that the noise in their schools 

disrupted their learning. Conversely, the data revealed that 30% of black, 17% of white, 

14% of Hispanic, Native American students (37%) and Asian students (37%) were 

equally likely and less probable than black students (44%), Hispanic students (45%), and 

white students (48%) to disagree that the noise in their schools disrupted their learning. It 

is noteworthy that mention that white and Hispanic students were approximately likely to 

agree that the noise did not disrupt their learning in their schools. On the other hand, the 

results showed that Asian students (27%) outnumbered Hispanic students (20%), Native 

American students (17%), white student (17%), and black students (12%) who were not 

sure as to whether the noise disrupted their learning in their schools. The data highlighted 

that approximately one third of the Asian students were unsure of the occurrence of the 
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outcome variable. In sum, the data displayed that students across the five ethnic groups 

tended to disagree more than they agreed that the noise disrupted their learning in their 

schools, except for Asian and Native American students. However, when the number of 

Asian or Native American students who disagreed are added to the respective number of 

Asian or Native American students who were not sure about the noise disrupting their 

learning in their schools, the total number exceedingly surpassed the number of students 

who agreed that the noise disrupted their learning in their schools. Hence, it is safe to 

admit that all the five ethnic groups tended to have high positive attitudes toward the 

outcome variable, i.e., they agreed that the noise did not disrupt their learning in their 

schools.  

In addition, the results displayed that the distribution of student attitudes as to 

whether the noise disrupted their students’ learning in their schools changed across the 

five levels of ethnicity. In other words, students did not perceived the outcome variable 

with the same pattern of agreement across each of the five ethnic groups. 

 

11. Dependent Variable: I wish that I were of a different race.   

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “I wish that I were of a different race”, (chi square = 819, p < .01). The 

results showed that 87% of black, 80% of white, 81% of Hispanic, 75% of Native 

American, and 77% of Asian students disagreed that they wished they had been of a 

different race. Conversely, the data exhibited that 6% of black, 7% of white, 6% of 

Hispanic, 9% of Native American, and 6% of Asian students agreed that they wished they 

had been of a different race. Inversely, the data displayed that 7% of black, 14% of white, 
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12% of Hispanic, 15% of Native American, and 17% of Asian students agreed that they 

wished they had been of a different race. Thus, the overall examination of the data 

indicated the distribution of student attitudes toward the outcome variable did not stay the 

same across the five levels of ethnicity. In addition, the data displayed that students 

disagreed that they wished that had been of a different race at much higher rates than they 

did not. 

 

 

12. Dependent Variable: My teachers make me feel good about myself. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “My teachers make me feel good about myself,” (chi square = 657, p < 

.01). The data exhibited that 63% of Hispanic, 53% of Native American, 53% of white, 

52% of black, and 49% of Asian students agreed that their teachers made them feel good 

about themselves. Conversely, the data displayed that 25% of Native American students, 

24% of black students, 20% of white students, and 17% of Asian students, 14% of 

Hispanic students disagreed that their teachers mad them feel good about themselves. On 

the other hand, the data revealed that 23% of black, 28% of white, 23% of Hispanic, 21% 

of Native American, and 38% of Asian students tended to be uncertain that their teachers 

made them feel good about themselves.   

Thus, the data highlighted that the distribution of student attitudes as to whether 

their teachers made them feel good about themselves varied with the levels of ethnicity.  

In addition, the results pointed out students across the five levels of ethnicity were more 

prompt to have positive attitudes toward the outcome variable than they were not. 

However, the fact that the data analysis demonstrated that approximately one third of 
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white students and one third of Asian students were unsure as to whether teachers made 

them feel good about themselves suggested that further studies be conducted to find out 

why so many students did not either agree or disagree with the outcome variable.  

  

13. Dependent Variable: Some students carry guns or knives to my school.  

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “Some students carry guns or knives to my school,” (chi square 

= 315, p < .01). The results showed that 39% of black, 36% of white, 44% of Hispanic, 

37% of Native American, and 43% of Asian students disagreed that some students carried 

guns or knives in their schools. Conversely, the data displayed that 23% of black, 24% of 

white, 18% of Hispanic, 25% of Native American, and 14% of Asian students agreed that 

students carried guns and knives in their schools. On the other hand, the data pointed out 

that 37% of black, 39% of white, 38% of Hispanic, 37% of Native American, and 42% of 

Asian students were not sure as to whether students carried guns and knives in their 

schools. 

The data exhibited that the distribution of student opinions as to whether students 

carried guns or knives in their schools varied with the level of ethnicity. Further, the 

examination of the data showed that students across the five levels of ethnicity were more 

probable to be uncertain toward the outcome variable than they were not. In fact, the data 

revealed that between 37% and 42% of students within each of the five ethnic categories 

did not make decisions to either agree or disagree with the outcome. Again, the 

magnitudes of these proportions were large enough to assume that there might be some 

influential factors that explained their no-opinion self-reports. It is suggested that further 
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studies be conducted to examine the reasons why students across all ethnic groups were 

undecided to report whether students carried weapons or not in their schools. 

 

14. Dependent Variable: I believe that I will live beyond the age of 25 years. 

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “I believe that I will live beyond the age of 25 years,” (chi 

square = 753, p < .01). The results revealed that 65% of black, 82% of white, 68% of 

Hispanic, 68% of Native American, and 75% of Asian students agreed they believed that 

they would live beyond the age of 25 years. The data highlighted that 82% of white 

students believed they would live beyond the age of 25 years while only 65% of black 

students believed so. Conversely, the data showed that 5% black, 3% white, 6% of 

Hispanic, 6% of Native American, and 3% of Asian disagreed they believed that they 

would live beyond the age of 25 years. On the other hand, the data showed that 19% of 

black, 14% of white, 25% of Hispanic, 21% of Native American, and 20% of Asian 

students were not sure as to whether they believed they would live beyond the age of 25 

years.  

Hence, the data highlighted that the distribution of student attitudes vis-à-vis the 

outcome variable changed across the five levels of ethnicity. In other words, students did 

not respond to the outcome variable in the same manner as they change from one ethnic 

membership to another one. Also, the data displayed that students across the five ethnic 

groups believed that they would live beyond the age of 25 years at far much higher rates 

than they did not. It is noteworthy to notice that 25% of the Hispanic students were 

undecided as to whether they believed they would live beyond the age of 25 years. It is 
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suggested that face-a-face interviews be conducted to investigate these Hispanic students’ 

opinions about the outcome variable.  

 
 
15. Dependent Variable: There are some students who I have seen bullied at least 

once per month.  

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “There are some students who I have seen bullied at least once 

per month,” (chi square = 553, p < .01). The data indicated that white students (56%) and 

Native American (53%) students outnumbered black students (49%), Hispanic students 

(48%), and Asian students (33%) who agreed that other students being bullied at once a 

month. Conversely, the data showed that Asian students (34%) and black students (29%) 

were more likely than Hispanic students (25%), Native American students (24%), and 

white students (23%) to disagree that there were students who they saw bullied at least 

once per month. On the other hand, the data exhibited that the number of Asian students 

(33%) far exceeded the number of Hispanic students (26%), black students (20%), white 

students (20%), and Native American students (23%) who were uncertain that there were 

some students who they saw bullied at least once per month. Thus, the data pointed that 

out that the distribution of student attitudes toward the outcome variable varied across the 

five levels of ethnicity. In particular, Asian students reported their agreements, 

disagreements, and uncertainties by the same amount of votes. Whereas, white students 

reported their agreements by a number of votes that were approximately twice as many 

votes as they reported their disagreements and no-opinions. In addition, except for Asian 

students, the data highlighted that students across the five levels of ethnicity tended to 
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agree more that there were some students who they saw bullied at least once per month 

more than they did otherwise.   

 
 
 16. Dependent Variable: My teachers care whether I am successful or not. 

The chi square analysis indicated that there was a significant relationship between 

ethnicity and the outcome variable: “There are some students who I have seen bullied at 

least once per month”, (chi square = 423, p < .01). The data revealed that Hispanic 

students (67%) and white students (66%) outnumbered black students (61%), Native 

American students (61%), and Asian students (60%) who agreed that their teachers cared 

whether you were successful or not. Conversely, the data indicated that black students 

(16%) and Native American students (15%) tended to display their negative attitudes 

toward the outcome variable more than Asian students (10%), Hispanic students (9%), 

and white students (8%) did. On the other hand, the data indicated that the number of 

Asian students (30%) far exceeded the number black students (23%), white students 

(23%), of Hispanic students (23%) and Native American students (23%) who were not 

sure their teachers cared whether you were successful or not. Hence, the distribution of 

student attitudes across the five levels of ethnicity did not follow the same pattern. In 

addition, the examination of the data showed that students across all the ethnic groups 

signified their positive attitudes toward the outcome variable at much higher rates 

(between 59% and 67%) than they did otherwise. It is noteworthy to notice that white and 

Hispanic students were more likely than the other ethnic groups to show their positive 

attitude toward the outcome variable; whereas, Asian students were the least to signify 

that their teachers cared whether they were successful or not. Thus, it is recommended to 
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conduct further investigation of why Asian students did not report by a larger rate that 

their teachers cared whether they were successful or not. 

  
 
17. Dependent Variable: My parents are proud of me. 

The chi square analysis showed that ethnicity was significantly related to the 

outcome variable: “My parents are proud of me”, (chi square = 744, p < .01). The data 

revealed that Asian students (72%) were less likely than white students (81%), Native 

American students (81%), black students (83%), and Hispanic students (84%) to agree 

that their parents were proud of them. Conversely, the data analysis showed that 4% of 

black, 5% of white, 6% of Hispanic, 8% of Native American, and 6% of Asian students 

disagreed that their parents were proud of them. On the other hand, the data showed that 

Asian students (21%) outnumbered white students (11%), Hispanic students (11%), 

Native American students (11%), and black students (9%) who were uncertain that their 

parents were proud of them. The data revealed that the distribution of student opinions as 

to whether their parents were proud of them varied from one ethnic group to another 

ethnic group.  

It is highlighted that Asian students were less likely than the other ethnic groups 

to agree that their parents were proud of them. The data also pointed out black and 

Hispanic students were more likely than the other ethnic groups to agree that their parents 

were proud of them. The results suggested that Asian students might have a different 

yardstick of assessing their parents’ pride about them, as compared to black and Hispanic 

students in particular. Research shows that Asian students fared better than black and 

Hispanic students in academic performance. Thus, one would assume that Asian may be 

more likely than the other ethnic groups to agree that their parents are proud of them. 
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Perhaps, the students used something other than academic performance to appraise their 

parents’ pride to their regard. It is suggested that further studies be conducted to find out 

about the differential views of the five ethnic groups.  

 
 18. Dependent Variable: At my school, teachers are fair to everyone. 

The chi square analysis revealed that ethnicity had a significant effect on the 

outcome variable: “At my school, teachers are fair to everyone,” (chi square = 827, p < 

.01). The data indicated that black students (33%) were less likely than white students 

(41%), Asian students (42%), Native American students (44%), and Hispanic students 

(47%), agreed that teachers were fair to everyone in their schools. As compared with the 

other ethnic students, Hispanic students showed the highest rate of agreements that 

teachers were fair to everyone at their schools. Conversely, the data showed that  white 

students (45%) and black students (42%) outnumbered Native American (43%), and 28% 

of Asian students (28%), Hispanic students (26%) who disagreed that teachers were fair 

to everyone in their schools. On the other hand, the data pointed out Asian students 

(30%) were more likely than Hispanic students (26%), black students (24%), white 

students (23%), and Native American (21%) to be unsure as to whether teachers were fair 

to everyone in their schools. Thus, the examination of the data demonstrated that the 

distribution of student attitudes toward the outcome variable varied with the levels of 

ethnicity. Also, the results showed that black and white students tended to display 

negative attitudes more than positive attitudes as to whether in their schools teachers 

were fair to everyone, as compared with Hispanic, Native American, and Asian students 

who seemed to have more positive attitudes than negative attitudes toward the outcome 

variable. However, the data revealed that no ethnic group showed its positive attitudes 
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toward the outcome variable by no more than 47%. This implies that students across the 

five levels of ethnicity did not feel convinced that teachers were fair to everyone. 

 
 
19. Dependent Variable: Students who were not of my race generally do better in 

school than I do. 

The results of the chi square analysis procedure showed that there was a 

significant relationship between ethnicity and students’ responses toward the outcome 

variable: “Students who were not of my race generally do better in school than I do,” (chi 

square = 960, p < .01). The data showed that black students (59%) were more likely than 

white students (55%), Hispanic students (55%), Native American (53%), and Asian 

students (45%) students to disagree that students who were not of their race generally did 

better in school than they did. It is noteworthy to mention that Asian students were of the 

smallest proportion who disagreed with the statement. Conversely, the data revealed that 

Asian students (43%) outnumbered white students (38%), Hispanic students (32%), 

Native American students (32%), and black students (25%) who were not sure that 

students who were not of their race generally did better in school than they did. On the 

other hand, the data highlighted that black students (16%) and Native American students 

(15%) were more likely than Hispanic students (12%), and Asian students (10%), and 

white students (7%) to agree that students who were not of their races generally did better 

in school than they did. Thus, the examination of the data showed that the distribution of 

student attitudes did not have the same pattern across the five levels of ethnicity. In 

addition, the data pointed out that students across the five levels of ethnicity tended to 

show disagreements as to whether students who were not of their races generally did 

better in school than they did at much higher rates than they did otherwise. The 
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combination of the proportions of student disagreements and uncertainties across the 

levels of ethnicity indicated that students were strongly opposed to the idea that students 

who were not of their race generally did better than they did.  

 

20. Dependent Variable: I am bullied during the school day at least once per month. 

The data showed that ethnicity had a significant on outcome variable: “I am 

bullied during the school day at least once per month,” (chi square = 861, p< .01). The 

results revealed that black students (82%) and Asian students (79%) were more likely 

than white students (76%), Hispanic students (73%), Native American (72%) to disagree 

that they were bullied during the school day at least once per month. Conversely, the data 

pointed out that black students (7%) and white students (9%) were less likely than 

Hispanic students (12%), Native American students (12%), and Asian students (13%) to 

be unsure that they were bullied during the school day at least once per month. The 

combination of the disagreement and uncertainty data within each ethnic group showed 

that students were largely opposed that they were bullied during the school day at least 

once per month by a rate that was greater than 84%. On the other hand, the data indicated 

that only 11% of black, 14% of white, 16% of Hispanic, 15% of Native American, and 

7% of Asian students agreed they were bullied during the school day at least once per 

month. Evidently, students from all the five ethnic groups tended to disapprove more 

with the statement than they agreed with it. Further data analysis indicated that the 

distribution of student opinions vis-à-vis the outcome variable varied across the five 

levels of ethnicity. 

 
 
21. Dependent Variable: If I work hard in school, I will be a successful adult.  
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The results of the chi square analysis procedure showed that there was a 

significant relationship between ethnicity and students’ responses toward the outcome 

variable: “If I work hard in school, I will be a successful adult,” (chi square = 1046, p < 

.01). The data indicated that black students (91%), white students (88%), Hispanic 

students (87%) outnumbered Native American students (80%), and Asian students (80%) 

who agree that if they worked hard in school they would be successful adults. 

Conversely, the data showed that only 3% of black, 4% of white, 4% of Hispanic, 7% of 

Native American students, and 5% of Asian disagreed that if they worked hard in school 

they would be successful adults. On the other hand, the results displayed that black 

students (5%) tended to be uncertain as to whether if they worked hard in school they 

would be successful adults at far lesser rates as compared to Hispanic students (10%), 

white students (11%), Native American students (13%), and Asian students (15%). The 

examination of the results indicated that the distribution of student attitudes toward the 

outcome variable changed from one ethnic group to another. The data also highlighted 

that students across the five ethnic groups had much more positive attitudes toward the 

outcome variable than they did not. 

 

22. Dependent Variable: I look forward to coming to school most days. 

The chi square test showed that ethnicity had a significant effect on the outcome 

variable: “I look forward to coming to school most days, (chi square = 1184, p < .01). 

The results showed that Hispanic students (70%) and black students (67%) outnumbered 

Native American students (62%), Asian students (59%), and white students (52%) who 

had positive attitudes as to whether they looked forward to coming to school most days. 

The distribution of the data indicated that white students showed the lowest rate of 
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agreement and Hispanic students the highest rate of agreement with the outcome variable. 

Conversely, the results showed that the number of white students (22%) and black 

students (21%) outnumbered exceeded the number of Native American students (19%), 

Asian students (15%), and Hispanic students (15%) who had negative attitudes toward 

the outcome variable. On the other hand, the data displayed that Asian students (21%) 

were more likely than white students (16%), Native American students (15%), Hispanic 

students (15%), and black students (11%) to be unsure as to whether they looked forward 

to coming to school most days. Thus, the data highlighted that the distribution of student 

attitudes toward the outcome variable did not vary with the same pattern across the five 

levels of ethnicity. In addition, although the data indicated a fair range of variation in 

students’ agreement with the outcome variable across the five ethnic groups, they tended 

to express more positive attitudes than negative attitudes as to whether they looked to 

coming to school most days. 

 

23. Dependent Variable: The children in my school live in my neighborhood. 

The chi square analysis showed that ethnicity was significantly related to the outcome 

variable: “The children in my school live in my neighborhood,” (chi square = 561, p < 

.01). The data revealed that black students (53%) and Hispanic students (52%) 

outnumbered Native American students (45%), white students (43%), and Asian students 

(35%) who agreed that students in their schools lived in their neighborhoods. Conversely, 

the data pointed out white and Hispanic students were equally likely (29%) and more 

probable than Native American students (26%), black students (23%), and Hispanic 

students (20%) to disagree that students in their schools lived in their neighborhoods. On 
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the other hand, the data indicated that Asian students (37%) were more likely than white 

students (27%), Hispanic students (27%), Native American students (28%), and black 

students (23%) to be unsure as to whether children in their schools lived in their 

neighborhoods. It is clearly that white, Hispanic Native American were approximately 

equally likely be uncertain toward the outcome variable. Thus, the results showed that 

students across the five ethnic groups were far more probable to agree that children in 

their schools lived in their neighborhoods than they were not, except for Asian students 

who were not sure or disagreed more than they agreed with that. In addition, the data 

exhibited that the distribution of student attitudes toward the outcome variable fairly 

depended upon the levels of ethnicity.  

 

24. Dependent Variable: My parents want me to go to school. 

The chi square analysis showed that ethnicity was significantly related to the 

outcome variable: “My parents want me to go school,” (chi square = 209, p < .01). The 

data revealed that 95% of black students, 96% of White students, 95% of Hispanic 

students, 93% of Asian students, and 91% of Native American students agreed that their 

parents were proud of them. It is clear that Native American students were less likely 

than the other ethnic groups to agree that their parents wanted them to go to school. The 

data also pointed out that black, white, Hispanic, and Asian students were approximately 

equally likely to agree that their parents wanted them to go to school. Conversely, the 

data indicated that, except for Native American students (5%), the other four ethnic 

groups (2% of black, 1% of white, 2% of Hispanic, and 1% of Asian students) were 

approximately equally likely to disagree that their parents wanted them to go to school. 
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Similarly, the results revealed that Asian students (5%) were more likely than Native 

American students (4%), Hispanic students (3%), White students (3%), and black 

students (2%) to be unsure as to whether their parents wanted them to go to school. 

Obviously, the smallness of the percentages of student disagreements and uncertainties 

toward the outcome variable across the five levels of ethnicity implied that students 

highly expressed their desires to go schools most days. In addition, the data exhibited that 

the distribution of student attitudes toward the outcome variable fairly depended upon the 

levels of ethnicity.  

 

25. Dependent Variable: There are races of children whom are smarter than others. 

The chi square analysis revealed that ethnicity had a significant effect on the 

outcome variable: “There are races of children whom are smarter than others,” (chi 

square = 286, p < .01). The data indicated that Asian (41%) and Native American 

students (40%) were more likely than black students (36%), Hispanic students (34%), and 

white students (31%) to agree that there were races of children whom were smarter than 

others. Conversely, the data showed that the number of black (36%) and white students 

(35%) approximately equally exceeded the number of Hispanic students (32%), Native 

American students (31%), and Asian students (25%) who disagreed that there were races 

of children whom were smarter then others. On the other hand, the data pointed out that 

Asian students (34%), white students (33%), and Hispanic students (33%) approximately 

equally outnumbered Native American students (29%) and black students (27%) who 

were not sure as to whether there were races of children whom were smarter then others. 

The results revealed that black and Native American students showed their uncertainties 

vis-à-vis the outcome variable with nearly equal rates. Though there were differences in 
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the way the five ethnic groups expressed their agreements toward the outcome variable, 

students in each of the five groups were unsure as to whether there were races of children 

whom were smarter than others at far higher rates as compared to when they did not. 

 
 
 
Internal Consistency Reliability  

Before conducting any internal consistency estimates of reliability, it was important 

to reverse-scale items that were constructed to assess students’ negative attitudes toward 

school climate to align them with the rest of the items that were constructed to measure 

students’ positive attitudes vis-à-vis school climate. The items that measured students’ 

negative attitudes toward school climate were Items # 4, 10, 13, 15, 19, 20, and 25.  Thus, 

the reversing process will rescale respondents’ ratings in the way such that score 1 will 

become 5 (i.e., strongly agree), 2 will change into 4 (i.e., agree), 3 will stay as 3 (i.e., not 

sure), 4 will change into 2 (i.e., disagree), and 5 will become 1 (i.e., strongly disagree). 

Low scores on the Likert scale (i.e., 1 or 2) will be interpreted as low positive attitudes 

toward school climate. High scores on the Likert scale will be interpreted as high positive 

attitudes toward school climate. The results of the internal consistency reliability showed 

a relatively strong Cronbach’s alpha coefficient of .823.     

 

Item Analysis 

The results of the item analysis provide a table of correlation between each item and 

rest of the other items included in the survey. The exploration of the correlation table 

indicates that 20 items that measured students’ attitudes toward school climate had 

significant indices of correlations with the rest of the items, except for Item10, Item11, 
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Item20, Item23, and Item25 that were not strongly related to the rest of the items. Thus, it 

is suggested to run another item analysis without the least correlated items such as Items 

10, 23, and 25. The results of this analysis indicated a Cronbach’s alpha = .823. As a 

result, each of the items showed a correlation coefficient that was more than .20 with the 

rest if the items. For Item10, Item11, Item20, Item23, and Item25 to show correlation 

coefficients below .20, it is assumed that a single factor is not sufficient to account for the 

total variance in the survey items. Perhaps, the survey items (i.e., Items #10, 11, 19, 20, 

23, and 25) tend to relate to different factors that run across the survey. (See Corrected 

Item-Total Statistics Table below). 

 

 

  

Factor Analysis 

An exploratory factor analysis was conducted to determine the set of factors that 

were suggested in the item analysis. A preliminary exanimation of the content of the 

items suggested that there were five factors that cut across the 25 items. These factors 

were Safety, Trust, and Racial Concept, General Climate, and Bullying. Safety underlies 

Item1, Item4, and Item13. Trust is represented by Item3, Item5, Item6, Item7, Item9, 

Item12, Item16, Item18, Item22, and Item24. Racial Self-Concept underlies Item11, 

Item19, and Item25. General Climate is represented by Item2, Item5, Item8, Item10, 

Item14, and Item21. Bullying is represented by Item15 and Item20. 

The results revealed that Trust, General Climate, Safety, Self-Confidence, and 

Race self-concept respectively accounted for 14.07%, 7.82%, and 5.31%, 3.95%, and 
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3.37% of the variance reduction in the survey outcome variables. These five factors 

explained in total 34.53% of variance in students’ attitude toward school climate. 

However, the results of the rotated factor analysis showed the factors were not totally 

distinct from each other. Bullying was even embedded into Safety. In other words, 

Item15 and Item20 that represented Bullying were significantly correlated with Safety. 

The results of the factor analysis showed that a large number of items (i.e., Items # 5, 8, 

11, 14, 16, 17, 20, and 21) that defined Trust were significantly correlated with General 

Climate. Similarly, the data revealed that Trust-focused items such as Item3, Item7, 

Item12, Item21, were also related to Self-Confidence. On the other hand, General 

Climate-focused items were significantly correlated with their factor and poorly 

associated with the other factors, except for Item10 that was poorly correlated with 

General Climate (and fairly correlated with Safety factor). The data revealed that Item21 

of General Climate was significantly related with Self-Confidence.  

Likewise, the data evidenced that Safety-related items were significantly 

correlated with the Safety factor and poorly related to the other factors, except for Item13 

Item 20 that were significantly associated with Trust and General Climate, respectively. 

On the other hand, the items that defined Self-Confidence were significantly related to 

their factor and Trust and General Climate. That suggested that Self-Confidence was not 

a distinctive factor that could have a unique contribution on students’ attitude toward 

school climate after controlling for the effect of Trust and General Climate factors. 

Conversely, the items that were assumed to define Racial Self-Concept factor were 

significantly related to the factor and poorly related to the other factors. The limited 

number of items that are used to describe the Racial Self-Concept factor seemed not 
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affect the magnitude of the loadings between the outcome variables and the factor, and of 

Cronbach alpha (i.e., the internal consistency estimate). On the other hand, Item11 that is 

one of the items composing the Racial-Self Concept factor was approximately equally 

correlated with the General Climate factor.  This means, the occurrence of item11 (i.e., “I 

wish that I were of a different race”) also could be explained by General Climate. In 

anyhow, it is recommended that other items assessing Racial Self-Concept be constructed 

and added to the existing three items. The increased size of the number of items will 

improve the size of the correlations between the outcome variables and the factor. 

The overall examination of the factor analysis highlighted that were five factors 

(i.e., Trust, Safety, General Climate, Self-Confidence, and Racial Self-Concept) that 

could differentially explain students’ attitude vis-à-vis school climate. Yet, the factor 

validities matrix revealed that the effect of Self-Confidence could be supplanted by those 

of Trust and General Climate on students’ attitudes toward school climate. Interestingly, 

two items (i.e., “Item3: I enjoy learning at my school” and “Item21: I look forward to 

coming to school most days”) that were assumed to characterize Trust were fairly 

associated with it and strongly associated with the Self-Confidence factor. These two 

factors were likely to attribute to the Self-Confidence factor the power to influence 

students’ attitudes toward school climate. A proliferation of items like Item3 and Item20 

can enhance the effect of the Self-Confidence factor. Hence, the principal researcher is 

urged to build new items that would have interrelationships with Item3 and Item20 and 

administer them to a new sample of students in order to study the correlations of these 

items to the rest of the items defining the Self-Confidence factor. 
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In sum, the item analysis and factor analysis have dual purpose. First, they 

contribute to the study of the correlation between individual items and the rest of the 

items and between individual items and factors determined by the items. Second, they 

help study the discriminatory power of items to separate between positive and negative 

opinions of students across different outcome variables that measure school climate. The 

results of the item analysis revealed that the outcome measure (“I wish that I were of a 

different race”) has a corrected inter-item correlation of .158, “There are some children 

who I have seen bullied at least once a month” has a  corrected item-total correlation of 

.215, “Students who are not of my race generally do better than I do” has a corrected 

item-total correlation of .20, “I am bullied during the school day at least once per month” 

has a corrected item-total correlation of .175, “There are races of children whom are 

smarter than others” has a corrected item-total correlation of .131, and “I believe that I 

will live beyond the age of 25 years”  has a  corrected item-total correlation of .268. 

These relatively small item-total correlations suggest that these items will not be able to 

fully proceed to the separation between the positive and negative opinions of students in 

regard to a particular aspect of school climate. 

   

Two-Way Multivariate Analysis of Variance  

This section of the analysis pertains to the study of the effects of gender and 

ethnicity on Trust, General Climate, Safety, and Racial Self-Concept, and Self-

Confidence. This criterion measures were obtained by summing students’ responses 

across designated items from the school climate survey. The multivariate analysis 

procedure was used to evaluate the main effects of gender and ethnicity and their 
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interaction on the three dependent variables that measure three different aspects of school 

climate.  

Main Effect of Gender on the Outcome Measures: Trust, General Climate, Safety, 
and Racial Self-Concept, and Self-Confidence  
 

The results of the multivariate analysis revealed that gender had a significant 

effect on the linear combination of Trust, General Climate, Safety, and Racial Self-

Concept, and Self-Confidence, [F(1, 25090) = 174.32, p < .001)]. In other words, male 

and female students did not have the same attitudes toward the three dependent variables. 

The stepdown analysis of variances indicated that gender had separate significant effects 

on each of the five dependent variables. The univariate F-test showed that gender had a 

significant influence on students’ responses toward Trust [F(1, 25094)] = 14.14, p < 

.001]. However, since the effect size with which gender influenced students’ attitudes 

toward safety was near zero it is safe to accept that gender had no important effect on 

student attitudes toward safety. In other words, students expressed their positive attitudes 

vis-à-vis safety by the same magnitude regardless of their gender. In fact, the table of 

means indicated that male (mean = 35.69) and female (mean = 36.22) students scored 

approximately equally on their attitudes towards the Trust measure. 

 

In the same Fashion, the univariate F test showed that gender had a significant 

influence on students’ responses toward General Climate, [F(1, 25094) = 18.71, p < 

.001]. Nevertheless, the results displayed that gender could account for only .1% of the 

total variance in achievement motivation. Hence, it is practically meaningless to accept in 

reality that gender had any effect whatsoever on student attitudes vis-à-vis the 

achievement motivation outcome. In fact, the table of means revealed that male (mean = 
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25.20) and female (mean = 25.51) students were approximately likely to have positive 

attitudes toward the General Climate measure.  

Similarly, the univariate F test showed that gender had a significant effect on 

student attitudes vis-à-vis racial self-concept, [F(1, 25094) = 22.82, p < .001)]. In the 

meantime, the results pointed out that gender could explain only .1% of the total variance 

in racial self-concept. In addition, the table of means indicated that male (mean = 10.87) 

and female (mean = 11.10) students tended to have positive attitudes toward the racial 

self-concept measure at equal rates. Thus, the above results demonstrated that gender was 

far from having any important and realistic impact on student attitudes toward racial self-

concept, regardless of the significant F test. 

Likewise, the univariate F test showed that gender had a significant effect on 

student attitudes vis-à-vis Safety [F(1, 25094) = 21.06, p < .001)]. In the meantime, the 

results pointed out that gender could explain only .1% of the total variance in Safety. In 

addition, the table of means indicated that male (mean = 16.27) and female (mean = 

16.61) students tended to have positive attitudes toward the racial self-concept measure at 

equal rates. Thus, the above results demonstrated that gender was far from having any 

important and realistic impact on student attitudes toward safety, regardless of the 

significant F test. 

The univariate F test showed that gender had a significant influence on students’ 

responses toward Self-Confidence, [F(1, 25094)] = 25.60, p < .001]. However, since the 

effect size with which gender influenced students’ attitudes toward safety was near zero it 

is safe to accept that gender had no important effect on student attitudes toward safety. In 

other words, students expressed their positive attitudes vis-à-vis safety by the same 
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magnitude regardless of their gender. In fact, the table of means indicated that male 

(mean = 20.34) and female (mean = 20.78) scored approximately equally on their 

attitudes towards the Trust measure. 

The multivariate results are in correspondence with the t-test results in the sense 

that gender had no students’ attitudes towards school climate. 

 

Main Effect of Ethnicity on Trust, General Climate, Safety, and Racial Self-
Concept, and Self-Confidence 
 

The multivariate F test showed that ethnicity had a significant effect on the five 

criterion measures: Trust, General Climate, Safety, and Racial Self-Concept, and Self-

Confidence, p < .01. The univariate F-test revealed that ethnicity had a significant effect 

on students’ responses on the Trust measure [F(4, 25094) = 114.47, p < .001)]. The table 

of means showed that black students (mean = 37.51), white students (mean = 35.51), and 

Native American students (mean = 35.20) scored approximately equal but lower than 

Hispanic students (mean = 43.62) and Asian students (mean = 36.21). The post hoc 

multiple t-test analysis showed that there were significant mean differences between six 

pairs of ethnic groups (p < .01). Higher scores meant that a particular ethnic group was 

much more likely to express positive attitudes toward school climate than another group 

that scored lower on the Trust measure.  

 

Main Effect of Ethnicity on General Climate 

On the other hand, the results displayed that ethnicity had a significant effect on 

achievement motivation measure [F(4, 25094) = 100.41, p < .001)]. The table of means 

indicated that Native American (mean = 24.96) and Asian students (mean = 24.87) that 
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scored approximately equally tended to have lower positive attitudes toward achievement 

motivation than white students (mean = 25.29), Hispanic (mean=25.43), and black 

students (mean = 26.21) did. The post hoc multiple t-test analysis revealed that there were 

significant mean differences between six pairs of ethnic groups on General Climate 

measure (p < .01).  

Similarly, The univariate analysis revealed that ethnicity had a significant effect 

on Safety, F(1, 25094) = 68.48, p < .001. The table of means indicated that Asian 

students (mean = 17.65) had more positive attitudes toward Safety than did Native 

American students (mean = 15.68), White students (mean = 16.17), black students (mean 

= 16.32), and Hispanic students (mean = 16.37). The post hoc multiple t-test analysis 

showed there were significant mean differences between six pairs of ethnic groups.  

The univariate F- test revealed that ethnicity had a significant effect on students’ 

responses on the Racial Self-Concept measure [F(4, 25094) = 56.01, p < .001)]. The table 

of means showed that Asian students (mean = 10.57) and Native American students 

(mean = 10.73) scored approximately equal but lower than Hispanic students (mean = 

11.16), black students (mean = 11.41), and white students (mean = 11.16) in their 

attitudes toward Racial Self-Concept. The post hoc multiple t-test analysis showed that 

there were significant mean differences between six pairs of ethnic groups (p < .01). 

Higher scores meant that a particular ethnic group was much more likely to express 

positive attitudes toward school climate than another group that scored lower on the 

Racial Self-Concept measure.  

However, a survey of the table of means on Racial Self-Concept showed that 

there were no two ethnic groups that differed by more than 1 point in their positive 
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attitudes toward the outcome measure. Thus, the statistically significant mean differences 

between the ethnic groups were due to the large size (n=29500) that was involved in the 

computation of the standard error of the mean that was used to evaluate the probability of 

occurrence of these mean differences. It resulted that the larger the sample size, the 

smaller the standard error of the mean; thus, the smaller the standard error of the mean is, 

the farther are these small mean differences adjacent to origin (i.e., 0), and the smaller the 

probability is that sampling error can cause the occurrence of these ‘infinitesimally small’ 

mean differences. Nevertheless, these small mean attitude differences between ethnic 

groups were not worth of being considered in reality. Therefore, it is accepted that 

ethnicity did not have a sound and meaningful effect on students’ responses on Racial 

Self-Concept.   

 

Main Effect of Ethnicity on Self-Confidence 

The results displayed that ethnicity had a significant effect on Self-Confidence 

measure [F(4, 25094) = 169.52, p < .01)]. The table of means indicated that Hispanic 

students (mean = 21.53) and black students (mean = 21.03) tended to have higher 

positive attitudes towards Self-Confidence than white (mean = 19.76), Native American 

(mean = 20.130), and Asian students (mean = 20.36) did. It is recognized that Native 

American and Asian students scored approximately equally on the Self-Confidence 

measure. In other words, they were equally likely to have positive attitudes toward vis-à-

vis Self-Confidence.  

 

Main Effect of Ethnicity on Self-Confidence  
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The results of the univariate analysis revealed that ethnicity had significant effects 

on Racial Self-Concept, F(4, 25094) = 56, p < .001. The data highlighted that black 

students (mean = 11.41) had higher positive attitudes toward Racial Self-Concept than 

white students (mean = 11.09), Hispanic students (mean = 11.16), Native American 

(mean = 10.73), and Asian students (mean = 10.57). The multiple t-tests revealed that the 

mean differences between the ethnic groups were significant (p < .01), except for the 

mean differences between Hispanic and white students (p > .01), and between Asian and 

Native American students (p > .01). In reality, mean differences of less than 1 point are 

far more likely to occur by sampling error than by any intervening factor. Yet, these 

small mean differences can appear to have small probabilities of occurrence when the 

sample size that is involved in the computation of the standard error of the mean is 

exceedingly large. This phenomenon could also be due to the chance factor that 

magnified the observed mean differences between several ethnic groups in regard to their 

attitudes vis-à-vis racial self-concept. Therefore, it is safe to confirm that mean 

differences of 1 or less were not important or meaningful, although they were statistically 

significant. This means, it is acceptable to admit that only the attitude mean differences 

between Hispanic students and white, Asian, and Native American towards racial self-

concept were statistically sound. 

 

Interaction Effect between Gender and Ethnicity on the Outcome Measures 

The F test result showed that gender and ethnicity had a significant interactive 

effect on student attitudes towards each of the outcome variable p < .01)]. Yet, the results 

indicated that the interaction of gender and ethnicity could account for only .2% of 
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variance in the safety measure. This implies that the distributions of male and female 

students’ attitudes toward safety followed the same pattern across the five levels of 

ethnicity. In other words, ethnicity had no influence on the relationship between gender 

and students’ attitudes towards safety measure. This result is further corroborated by the 

negligibly small proportion of variance that gender could explain in the total variance of 

students’ attitudes towards safety measure. 

 In the same fashion, the results also displayed that the interaction between gender 

and ethnicity could explain only a minute percentage of the variance in the other outcome 

variables. This means, the distributions of male and female students’ attitudes toward 

Trust, General Climate, Racial Self-Concept, and the Self-Confidence were parallel (i.e., 

did not have different slopes) across the five levels of ethnicity.  

 
 

The Effect of Age on Safety 

The regression analysis procedure indicated that the age of students could 

significantly predict their attitudes toward Safety, F(1, 27021) = 34.25, p < .001. In other 

words, students’ age accounted for .1% of the total variance in Achievement Motivation. 

In addition, the results indicated that age and Safety had a Pearson correlation coefficient 

of r = -.036. That means, the younger the students the more positive attitudes toward 

Achievement Motivation. Inversely, the older the students the less positive attitudes they 

had vis-à-vis Safety. Although age had a low correlation with Safety, it indicated the 

tendency of age to be inversely related to Safety. However, the magnitudes of both 

correlation and effect size showed that age did not have important effect on students’ 

attitudes towards safety. 
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The Effect of Age on Racial Self-Concept 

The regression analysis also revealed that age had a significant effect on Racial 

Self-Concept, p < .05. Yet, the data showed that age could account for only 0% of the 

total variance in Racial Self-Concept. Thus, it is safe to accept that age did not reliably 

predict students’ attitudes toward Racial Self-Concept.  

 

The Effect of Age on Trust 

The regression analysis procedure indicated that the age of students had a 

significant effect on students’ their attitudes toward Trust F(1, 26648) = 3161.76, p < 

.001. Also, the data indicated that students’ age accounted for 10.6% of the total variance 

in Trust. In addition, the results indicated that age and Trust had a Pearson correlation 

coefficient of r = -.33. That means, the younger the students the more positive attitudes 

toward Trust. Inversely, the older the students the less positive attitudes they had vis-à-

vis Safety. Although age had a low correlation with Trust, it indicated the tendency of 

age to be inversely related to Trust.  

 

 

 

The Effect of Age on Self-Confidence 

The regression analysis procedure showed that students’ age could significantly 

predict their attitudes toward general climate measure, F(1, 26650) = 3487.40, p < .001. 

The R-square indicated that age explained 5.7% of the variance in students’ attitudes. 
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This effect size is large enough to accept that age was negatively correlated with Self-

Confidence (r = -.24).  On the other hand, the correlation analysis evidenced that 

students’ age was significantly inversely related to their attitudes toward younger the 

students, they more positive attitudes they had towards Self-Confidence, (r = -.24, p< 

.01).  

 

The Effect of Age on Self-Confidence 

The regression analysis procedure showed that students’ age could significantly 

predict their attitudes toward the Self-Confidence, F(1, 26650) = 3487.40, p < .001. The 

R-square indicated that age explained 11.50% of the variance in students’ attitudes. This 

effect size is large enough to accept that age was negatively correlated with Self-

Confidence (r = -.34).  On the other hand, the correlation analysis evidenced that 

students’ age was significantly inversely related to their attitudes toward younger the 

students, they more positive attitudes they had towards Self-Confidence, (r = -.34, p< 

.01).  

 

Discussion and Conclusion 

The study was conducted to evaluate students’ perceptions towards school 

climate. There were several statistical procedures that were used to assess the impact of 

student’ gender, ethnicity, and age on their attitudes towards school climate. Since the 

school climate survey was made of 25 items, a factor analysis was run to dissect the 

different constructs that cut across the items. The results of the factor analysis showed 

that students’ attitudes could be separated into three major factors: school safety, 
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achievement motivation, and racial self-concept. The results of the analysis showed that 

trust, general climate, safety, self-confidence, and racial self-concept accounted for 14%, 

7.8%, 5.3%, 3.95%, and 3.38%, respectively of the total variance in the total number of 

the items. In the meantime, an internal consistency analysis was conducted to evaluate 

the degree of consistency of the items that measured each of the different factors. The 

results also showed that school trust tended to have a higher reliability coefficient than 

the other factors. This result could be corroborated by the fact that school safety measure 

is made of the largest number of items. On the other hand, self-confidence [that has a 

fewer number of items] tended to share a significant proportion of variance with trust 

measure. Likewise, racial self-concept that is made of only three items is significantly 

correlated with the items. The differential degree of consistency among the three 

underlying factors of the attitude items was reflected in the relationships with students’ 

age, gender, and ethnicity.    

The results of the chi-square analysis evidenced the significant effect of gender on 

students’ attitudes within each of the 25 items. In other words, male and female students 

would have show different attitudes towards school climate in regard to each of the 25 

outcome measures. However, the t-test and the multivariate analysis exhibited that gender 

had no significant impact on students’ attitudes towards school climate. In order to 

reconcile the oppositional directions between the results of the frequency analysis and the 

variance analysis, the investigator looked at the mean differences between male and 

female attitude and the effect sizes. Both results showed that the effect of gender was 

meaningless even though it [effect] was statistically significant. In the same manner, 

gender had no meaningful impact on each of the three factors taken separately. 

2007 HICE Proceedings 
Page 2587



 73

 As for ethnicity, the two statistical procedures (i.e., chi square and multivariate 

analysis) showed that the distribution of students’ attitudes towards school climate varied 

across the five levels of ethnicity (i.e., black, white, Asian, Hispanic, and Native 

American). In other words, at least one of the five ethnic groups of students scored 

differently from the other groups on their attitudes towards school climate. In the same 

vein, the results showed that ethnicity had significant effect on each of the three factors 

(safety measure, achievement motivation, and racial self-concept). However, the analysis 

showed that ethnicity seemed to have a lesser degree of influence on the distribution of 

students’ attitudes on racial self-concept. This result can be explained by the fact that 

racial self-concept is not highly reliable.  

 On the other hand, the results of the regression analysis exhibited that age had a 

significant effect on their student attitudes towards school climate. Age could explain 

3.5% of the total variance in student attitude. This effect is translated by a negative 

relationship between age and attitudes towards school climate. In other words, the 

younger the students were, the more positive attitudes they had towards school climate. 

Conversely, the older they were the less positive attitudes they had towards school 

climate.  The regression analysis further showed that age had similar effect on trust, 

general climate, and self-confidence that underlie school climate. However, age 

accounted for a larger proportion of variance in student attitude towards trust measure 

(10.6%) than Self-Confidence (11.50%). On the other hand, the results indicated that age 

had no effect on student attitudes towards racial self-concept. The reason for these 

differential effects partially resides in the fact that safety measure is more reliable than 

achievement motivation and racial self-concept. Anastasi (1986) asserts that the validity 
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coefficient between a predictor and a criterion measure depends on the reliability of the 

both the predictor and the criterion. The results of the internal consistency reliability 

indicated that self-concept that was made of only three items did not have a moderately 

acceptable reliability coefficient. Therefore, there is sufficient reason why age would 

have no significant validity coefficient with racial self-concept. Yet, the results of the 

factor analysis and the internal consistency suggested that an addition of supplementary 

items to self-concept and achievement motivation can improve their reliabilities, and then 

their validity coefficients with age. 

In sum, the study showed that students did not feel safe at school at a reasonably 

high rate. They reported that fighting broke out by approximately 50% of the time spent 

in school. There were approximately only 32% of students who reported that they trusted 

their teachers. In other words, 68% of students did not trust their teachers.  In addition, 

50% students felt that bullying was too prevalent on the school plants. These results 

indicate that school administrators must conjugate their efforts to create a positive school 

climate as described by Duper and Meyer-Adams (2002). Only when such a positive 

climate takes place in schools can effective teaching and learning occur in classrooms. 

The study highlighted that teachers were not fair enough to students and did not respect 

students by a larger proportion. These results also suggest that schools must take the lead 

to empower teachers and students to develop more positive relationships and cooperation, 

which will be beneficial to teaching and learning (Bucher and Manning, 2005).  
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AMERICAN SCHOOL CLIMATE SURVEY 
STUDENT VERSION - 2005 

 
 
This survey is designed to get your opinions concerning some aspects of school climate 
and your attitudes concerning your school, your community and yourself.  Your input is 
very important.  Your responses are strictly anonymous and you will not be asked to 
identify yourself at anytime during the survey.  Please respond honestly and completely.  
At the end of the survey, please feel free to add any additional comments that you find 
appropriate and were unable to address in the survey.  Thank you, in advance, for taking 
the time to respond. 
 
 
DIRECTIONS: 
• Indicate your response with a check mark. ( ) 
• Make your marks dark. 
• Erase changes completely. 
 
BACKGROUND INFORMATION 
 
1. GENDER 

  Male   Female 
 
2. ETHNIC BACKGROUND 

  Black  White, Non-Hispanic  Hispanic  Native American  
Other ___________ 
 
3. HOME RESIDENCE (City & State)  4.  Age 
 
___________________________   _________________  
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5. HOME LANGUAGE 

  English  Spanish  Portuguese  Cantonese   Mandarin  Thai 
 

  Arabic  Hindi   Korean  Japanese  Other  
_______________ 
 
Following you will be asked a series of questions about your school.  Please indicate how 
strongly you agree or disagree with each statement by filling in one of the five responses. 
 
1. I feel safe at my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
2. An adult in my family (or someone that is taking care of me) visits my school 

often. 
  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 

 
3. I enjoy learning at my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
4. Students at my school fight a lot. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
5. I will continue my education at a junior college or university. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
6. Students at my school trust the teachers. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
7. Teachers are able to stop someone from being a bully. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
8. I am hopeful about the future of the United States. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
9. At my school, teachers respect the students. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
10. The noise in the school disrupts my learning. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
11. I wish that I were of a different race. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
12. My teachers make me feel good about myself. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
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13. Some children carry guns or knives in my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
14. I believe that I will live beyond the age of 25 years. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
15. There are some children who I have seen bullied at least once per month. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
16. My teachers care whether I am successful or not. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
17. My parents are proud of me. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
18. At my school, teachers are fair to everyone. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
19. Students who are not of my race generally do better in school than I do. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
20. I am bullied during the school day at least once per month. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
21. If I work hard in school, I will be a successful adult. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
22. I look forward to coming to school most days. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
23. The children at my school live in my neighborhood. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
24. My parents want me to go to school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
25. There are races of children whom are smarter than others. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
COMMENTS: 
 
________________________________________________________________________
___________________________ 
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________________________________________________________________________
___________________________ 
 
 

 

 

 

 

  Reliability Statistics 
 

Cronbach's 
Alpha 

Cronbach's 
Alpha Based 

on 
Standardized 

Items N of Items 
.816 .823 25

 
 

 

 

 

 Item-Total Statistics 
 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Squared 
Multiple 

Correlation 

Cronbach's 
Alpha if Item 

Deleted 
I feel safe at my school. 85.6386 132.031 .509 .317 .803
An adult in my family (or 
someone that is taking care 
of me) visits my school 
often. 

86.5096 136.855 .230 .102 .815

I enjoy learning at my 
school. 85.5597 129.835 .564 .440 .800

QR4 86.6642 136.608 .247 .224 .814
I will continue my education 
at a junior college or 
university. 

84.9223 137.575 .306 .181 .811

Students at my school trust 
the teachers. 86.0934 130.827 .534 .405 .802

Teachers are able to stop 
someone from being a 
bully. 

86.3531 130.210 .475 .366 .804

2007 HICE Proceedings 
Page 2593



 79

I am hopeful about the 
future of the United States. 85.5326 134.417 .387 .202 .808

At my school, teachers 
respect the students. 85.7312 128.673 .571 .509 .799

QR10 86.1726 140.601 .098 .117 .822
QR11 84.8723 139.909 .174 .134 .816
My teachers make me feel 
good about myself. 85.7702 128.482 .597 .512 .798

QR13 85.8634 132.012 .418 .237 .806
I believe that I will live 
beyond the age of 25 
years. 

85.0083 137.419 .277 .171 .813

QR15 86.5753 136.770 .222 .183 .816
My teachers care whether I 
am successful or not. 85.4959 131.423 .494 .334 .803

My parents are proud of 
me. 84.9230 134.947 .425 .294 .807

At my school, teachers are 
fair to everyone. 86.1776 127.734 .551 .489 .800

QR19 85.5225 138.463 .207 .186 .816
QR20 85.0826 138.566 .183 .173 .817
If I work hard in school, I 
will be a successful adult. 84.8286 135.754 .426 .357 .807

I look forward to coming to 
school most days. 85.6584 130.792 .443 .318 .805

The children in my school 
live in my neighborhood. 85.9965 139.947 .142 .048 .819

My parents want me to go 
to school. 84.5360 139.564 .326 .268 .812

QR25 86.1701 139.108 .135 .137 .821
 

 

 

 

 Rotated Factor Matrix(a) 
 

Factor 
  1 2 3 4 5 
I feel safe at my school. .406 .166 .382 .157 -.011 
An adult in my family (or 
someone that is taking care 
of me) visits my school 
often. 

.209 .093 -.024 .225 -.029 

I enjoy learning at my 
school. .475 .218 .066 .521 .048 

QR4 .163 -.046 .579 -.020 -.026 
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I will continue my education 
at a junior college or 
university. 

.113 .427 .033 .137 .052 

Students at my school trust 
the teachers. .620 .087 .206 .129 -.022 

Teachers are able to stop 
someone from being a 
bully. 

.560 .009 .198 .224 -.076 

I am hopeful about the 
future of the United States. .314 .266 .023 .216 -.018 

At my school, teachers 
respect the students. .775 .130 .073 .042 .030 

QR10 -.028 .010 .393 -.103 .097 
QR11 -.053 .295 .123 -.023 .292 
My teachers make me feel 
good about myself. .701 .189 .013 .228 .045 

QR13 .313 .076 .418 .094 .076 
I believe that I will live 
beyond the age of 25 
years. 

.082 .471 .085 -.013 .052 

QR15 .097 -.041 .484 .050 .050 
My teachers care whether I 
am successful or not. .535 .271 -.008 .111 .065 

My parents are proud of 
me. .222 .521 -.011 .165 .103 

At my school, teachers are 
fair to everyone. .738 .068 .080 .123 .018 

QR19 .023 .159 .058 .022 .644 
QR20 -.077 .227 .375 -.027 .165 
If I work hard in school, I 
will be a successful adult. .171 .620 -.035 .238 .058 

I look forward to coming to 
school most days. .325 .209 .013 .543 .016 

The children in my school 
live in my neighborhood. .098 .121 -.052 .142 -.009 

My parents want me to go 
to school. .089 .608 .002 .064 .041 

QR25 .028 .011 .107 -.009 .509 
Extraction Method: Maximum Likelihood.  
  Rotation Method: Varimax with Kaiser Normalization. 
a  Rotation converged in 7 iterations. 
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Abstract: 
Many children with autism engage in challenging behaviors, including aggression, self-
injury, and severe tantrums that interfere with educational and adaptive behavior 
instruction in educational settings. Challenging behaviors can cause children to be 
removed to a more restrictive educational setting and can lead to social isolation. Self-
management strategies have been shown to reduce target behaviors in clinical settings 
and more research is needed to demonstrate the effects of this approach in educational 
settings. A functional assessment was conducted to determine the function of the behavior 
for each participant and then a self-management program was designed to teach 
replacement behaviors to meet the student’s needs. Through a multiple-baseline design, 
this study examined the effects of self-management strategies to reduce the occurrence of 
disruptive target behaviors (e.g., aggression, non-compliance) of three students with 
autism. Results show that following the self-management intervention participant 
students decreased intervals of disruptive behavior and increased desired replacement 
behaviors in classroom and school settings. The findings are important toward developing 
independence for children with autism. 
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Graduate Student of Graduate School of Educational Measurement & Statistics, National Taichung 
University, Taiwan 

 

Abstract 

The aim of this study intends to analyze the hierarchical and ordering structures of decimal 

concepts for fifth and sixth graders in Taiwan and compare the differences between these two graders 

by using ordering theory proposed by W. M. Bart (1973). The study tests a instrument called 

Decimal Concepts Test which has 35 items and is divided into three parts (the meaning of decimals, 

the numeral notation of decimals and the applications of decimals) on 139 students, including 67 

fifth graders and 72 sixth ones. Results show that the hierarchical and ordering structures of decimal 

concepts vary with these two graders in all three parts. This study may be of importance in providing 

math teachers for further understanding of how students organized the decimal concepts. Besides, 

teachers could arrange an effective decimal concepts instruction for students based on these results. 
 

Key words: decimal, hierarchy structure, ordering theory. 
 
1 Background and Motivation 

Decimal concepts’ learning plays an important role in the math curriculum of elementary schools 

in Taiwan. It is not only because the decimal concepts are an extension of the whole numbers, but 

also the foundation of rational numbers learning. Nevertheless most studies related to decimal 

concepts used traditional paper-and–pencil test or individual interviews which are hardly for teachers 
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to detect students’ hierarchical structures of decimal concepts in a short time.  

By using ordering theory and it’s software called OT software (Lin & Huang, 2005), this study 

can explore the hierarchical and ordering structures of decimal concepts for fifth and sixth graders 

respectively and compare the differences between these two graders rapidly. 

 
2 Literature Review 
2.1 Ordering Theory 

    In more recent years, ordering theory is used to explicate the ordering relationship between two 

items in psychometrics studies�because it is suitable to present the hierarchical structures of items. 

Suppose item i and item j ( ji ≠ ) are both binary scoring, right answer is represented by 1 and wrong 

is 0. The cell numbers of people answering right-right(1,1) is 11n , right-wrong(1,0) is 10n , 

wrong-right(0,1) is 01n and wrong-wrong(0,0) is 00n which are all listed in Table 1 (Lin, 2005b). 

Table 1 Contingency table of numbers of item response of item i and item j ( ji ≠ ) 
  item j  

 1 0 
sum 

1 11n  10n  •1n  item i  
0 01n  00n  •0n  

sum 1•n  0•n  
01

01

••

••

+=
+=

nn
nnn

 

 

    Airasian & Bart (1973) indicated there are four response patterns which are (1,1), (1,0), (0,1), 

(0,0). The response pattern of (0,1) rejects item i is a precondition of item j but (1,0) accepts item i is 

a precondition of item j. (Bart, 1976; Bart & Kurt,1973) . Moreover, according to Table 1, define 

01n /n and its range is 1)(0 01 ≤≤ nn . The smallest the 01n /n is, the more probability item i is a 

precondition of item j. The biggest the 10n /n is, the more probability item i is a precondition of item j. 

Besides the 01n /n and 10n /n, Airasian & Krus(1973) think whether item i is a precondition of item j 

also depends on tolerance level ε (0�ε�1). 

(1) If 01n /n � ε, it means item i is a precondition of item j. Then item i could be linked forward to 

item j.  

(2) If 01n /n � ε, it means item i is not a precondition of item j. There is no directional relationship 

between these two items. 

Bart & Krus (1973) recommended ε value could be appropriate at 0.2. But researchers can also 
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assign the ε value in empirical studies by themselves. 

 
2.2 Decimal Concepts Related Studies 

Gu (2001) found that special education teachers who used the Lattice Method to teach their 

students with learning disability multiplication with whole numbers and decimals achieved greater 

success than in the traditional teaching methods. In addition the Lattice Method improved 

self-esteem and self-confidence in the students. 

Lachance & Confrey (1995) found that building decimal instruction upon students’ ratio 

reasoning and fraction sense is a key component to helping students develop meaningful strategies 

for understanding and working with decimal numbers.  

Merenluoto (2004) suggest that if students’ cognitive distance to the task demands is too wide, 

the cognitive conflict is passed unnoticed in dealing with fractions and decimal numbers in some 

Finnish lower grades 7-9 students. In addition moderate sensitivity combined with high estimation of 

self-efficacy and low tolerance seems to be restrictive to a more radical change and deeper 

understanding of the concepts of fractions and decimal numbers. 

Peled & Segalis (2005) found children who received abstraction and mapping instruction that 

encouraged them to generalize procedural steps and connect procedures in three different number 

domains (whole numbers, fractions, and decimals) improved in conceptual knowledge and in solving 

transfer problems. 

Stacey, Helme, Archer & Condon (2001) reported on a study comparing the use of Multi-base 

arithmetic block (MAB) and an alternative, LAB (linear arithmetic blocks) on the basis of epistemic 

fidelity and accessibility for students. Use of LAB was associated with more active engagement by 

students and deeper discussion. 

 
3 Method of Data Analysis 
3.1 Samples and Software 

There are 139 subjects, including 67 fifth graders and 72 sixth ones. All of them are from an 

elementary school in Taichung County of Taiwan. The study applies the OT software (Lin & Huang, 

2005) to explicate the hierarchical and ordering structures of decimal concepts. 
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3.2 Decimal Concepts Test   

The instrument is called Decimal Concepts Test (as Appendix One) which has 35 items and is 

divided into three parts of decimal concepts, including the meaning of decimals, the numeral 

notation of decimals and the applications of decimals. In addition, this instrument had been 

examined by two senior elementary school teachers and an expert on mathematics education before 

it formally tested on the 139 subjects. 

 
4. Result and Analysis 

This study applies the OT software to explore the hierarchical and ordering structures of decimal 

concepts at the threshold (ε) 0.2. Results and analyses can be depicted as follows:     

4.1 The Meaning of Decimals 

In this study, the meaning of decimals consists of two concepts which are basic knowledge of 

decimals (item1, item2 and item3) and the conversion between decimals and fractions (item 8, item 9, 

item 10 and item 11). The attribute matrix of items and concepts are represented in Table 1. 

According to those items, the hierarchical and ordering structures are depicted in Fig. 1.1 and Fig. 

1.2 respectively. Main points are summarized below. 

(1) The number of levels of fifth graders is one more than that of sixth graders. It seems that sixth 

graders are more familiar in the meaning of decimals than fifth graders. 

(2) For fifth graders, item 1 is the prerequisite concept for all items, but this relationship does not 

reflect clearly in sixth graders. Furthermore, basic knowledge of decimals was the prerequisite 

concept for the conversion between decimals and fractions for fifth graders. 

(3) Of the two graders, item 8 and item 9 (convert decimals to fractions) are the prerequisite concepts 

for item 10 and item 11 (convert fractions to decimals). It is likely that the learning of converting 

decimals to fractions is much easier than the learning of converting fractions to decimals for 

these two graders. 

 

 

 

Table 1 Attribute Matrix of the Decimals’ Meaning Concepts 
No. of Attributes 
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Items  
Conversion between Decimals and Fractions  Decimals’ Basic 

Knowledge Convert Decimals to Fractions  Convert Fractions to Decimals 

1 1 0 0 
2 1 0 0 
3 1 0 0 
8 0 1 0 
9 0 1 0 
10 0 0 1 
11 0 0 1 

 

 
 

 
 
 
 
 

Figure 1.1 The Ordering Hierarchy of the Meaning of Decimals’ Concepts of Fifth Graders 
 
 
 
 
 
 
 
 
 

Figure 1.2 The Ordering Hierarchy of the Meaning of Decimals’ Concepts of Sixth Graders 
 

4.2 The Numeral Notation of Decimals 

The numeral notation of decimals is composed of five concepts which are decimals writing, 

decimals reading, understanding of decimal place value, understanding of decimal place name, 

divide a decimal into many parts or combine many parts into a decimal (item 24, item 25 and item 

27). The attribute matrix of items and concepts are represented in Table 2. According to those items, 

the ordering and hierarchical structures were depicted in Fig. 2.1 and Fig. 2.2. Main points are 
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summarized below. 

(1) The number of levels of fifth graders is one more than that of sixth graders. It seems that sixth 

graders are more experienced in the numeral notation of decimals than fifth graders. 

(2) The items of decimals writing (item 12, item 13, item 14 and item 15) are on the first (lowest) 

level. Item 20�item 21 comprised of understanding of decimals place value and conversion of 

many units to one unit are on the highest level in the hierarchical and ordering structures for both 

fifth and sixth graders. 

(3) Of two graders, item 12, item 13, item 14 and item 15 (decimal writing) are the prerequisite 

concepts for all items in fifth and sixth graders. What is more, item 20 and item 21 (understanding 

of decimals place value and conversion of many units to one unit) are the most difficult concepts 

for these two graders. 

Table 2. Attribute Matrix of the Decimals’ Numeral Notation Concepts 
Attributes No. of 

Items  
 Decimals  

Writing 
Decimals 
Reading 

Understanding 
of Decimals 
Place Value 

Divide a 
Decimal into 
Many Parts or 

Combine 
Many Parts 

into a Decimal  

Understanding 
of Decimals 
Place Name 

12 1 0 0 0 0 
13 1 0 0 0 0 
14 1 0 0 0 0 
15 1 0 0 0 0 
16 0 1 0 0 0 
17 0 1 0 0 0 
18 0 1 0 0 0 
19 0 1 0 0 0 
20 0 0 1 0 0 
21 0 0 1 0 0 
22 0 0 1 0 0 
23 0 0 1 0 0 
24 0 0 0 1 1 
25 0 0 0 1 1 
26 0 0 0 0 1 
27 0 0 0 1 1 
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Figure 2.1 The Ordering Hierarchy of The Numeral Notation of Decimals’ Concepts of Fifth Graders 

 

 
  
 
 
 
 
 
 
 

Figure 2.2 The Ordering Hierarchy of The Numeral Notation of Decimals’ Concepts of Sixth 
Graders 

      

4.3 The Applications of Decimals 

 As to the applications of decimals, it includes four concepts which are ordering decimals from 

the smallest to the biggest, conversion between one unit and many units of decimals, decimals 

addition and decimals subtraction. The attribute matrix of items and concepts are represented in 

Table 3. According to those items, the ordering and hierarchical structures were depicted in Fig. 3.1 

and Fig. 3.2. Main points are summarized below. 

(1) Of two graders, the number of levels for both graders is the same. Nevertheless, for sixth graders 

only item 21 is on the highest level, but there are four items, including item 20, item 21, item 22 

and item 23, on the highest level for fifth graders.  

(2) Of two graders, item 28, item 29, item 30, item31, item 32, item33, item 34 and item 35 

(decimals addition and decimals subtraction) are the prerequisite concepts for all items. 

(3) Item 21 (belong to the concept of conversion between one unit and many units of decimals) is the 
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most difficult concept for these two graders. 

 

Table 3. Attribute Matrix of the Decimals’ Applications Concepts 
Attributes No. of 

Items  
 Ordering 

Decimals from 
Smallest to 

Biggest 

Conversion 
between One Unit 
and Many Units of 

Decimals 

Decimals Addition Decimals 
Subtraction  

4 1 0 0 0 
5 1 0 0 0 
6 1 0 0 0 
7 1 0 0 0 
20 0 1 0 0 
21 0 1 0 0 
22 0 1 0 0 
23 0 1 0 0 
28 0 0 1 0 
29 0 0 1 0 
30 0 0 1 0 
31 0 0 1 0 
32 0 0 0 1 
33 0 0 0 1 
34 0 0 0 1 
35 0 0 0 1 

 

 

 

 

 

 

 

Figure 3.1 The Ordering Hierarchy of The Applications of Decimals of Fifth Graders 
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Figure 3.2 The Ordering Hierarchy of The Applications of Decimals of Sixth Graders 

 
5. Conclusions and Recommendations 

5.1 Conclusions 

  To put it briefly, the findings of this study are in line with many previous studies. Additionally, 

researchers find that conversion between one unit and many units of decimals is the most difficult 

concept for fifth and sixth graders. The decimals addition and decimals subtraction are much easier 

than understanding of basic knowledge of decimals for fifth and sixth graders. This information 

deserves to be noticed. 

 

5.2 Recommendations 

As mentioned above, the ordering hierarchies of decimal concepts in all three parts (the meaning 

of decimals, the numeral notation of decimals and the applications of decimals) vary with two 

graders. To conclude, this study may be of importance in providing math teachers with an advanced 

understanding of how students organized the decimal concepts. Then, teachers can arrange an 

effective instruction for students based on these results. 
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Appendices 
Appendix One 

Please try your best to finish the following 35 items within 50 minutes. 
Name of School:_________  Grade :_____  Class:_____  Name of Student:__________ 
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�True or False 
1. (    ) .12 is a decimal number, 94.12 is not a decimal numbers. 

2. (    ) 94.00 is not a decimal number. 

3. (    ) There are 100 decimal numbers between 4.6 and 4.7. 

�Order every decimal number, from smallest to largest, in every item. 
4.  0.5   0.07   0.689                                             

5.  1.3   0.06   0.475                                             

6.  2.7   4.09   0   6.01                                                            

7.  4.88   0.68   1.98   0.05   2                                                           

�Convert the following decimals to fractions. 
8.  0.61                  

9.  5.90                  

�Convert the following fractions to decimals. 

10. 
5
3                  

11. 
4
32                  

�Write down the sum of item 12-15 in decimal form. 
12.  one hundred, one and one hundredth                      

13.  three hundred and nine tenths                      

14.  ninety-nine and nineteen hundredths                      

15.  one thousand, three hundred and nine tenths                      

�Write down how to read the following decimals in item 16 -19. . 
16.  0.06                                 

17.  55.55                                 

18.  214.02                                 

19.  770.37                                 

20.  There are 100 centimeters in 1 meter. So 2 meters and 4 centimeters =                meter. 

21.  There are 1000 kilograms in 1 kilo. So 1 kilo and 80 kilograms =                 kilo. 

22.  There are 1000 kilograms in 1 kilo. So 30.5 kilo =         kilos and           kilograms.. 

23.  There are 100 centimeters in 1 meter. So 6.3 meters =         meters and            centimeters. 

24.  6 ones, 0 tenths and 9 hundredths are put together, then the total number is                .(in decimal form) 

25.  8 hundreds, 8 tens, 0 one, 3.tenths and 2 hundredths are put together, then the total number is             . 

26.  Write the name of decimal place. 

     12.374   3 is at              place, 7 is at              place, and 4 is at               place 

27.  57.04 are        tens,        ones,        tenths and        hundredths 

�Decimal Addition and Decimal Subtraction. 
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○280.3 + 0.9 = ○290.4 + 0.07 = ○3025.42 + 3.9 = ○313.33 +16.6 = 

○326.6 - 0.4 = ○3338.55 - 6.02 = ○3446.39 - 7.7 = ○3511 - 0.83 = 
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Abstract 

The purpose of this study is to analyze the hierarchy structure of fraction addition 

concepts for fifth and sixth graders in Taiwan. The methodology of data analysis is 

based on ordering theory. There are 64 fifth graders and 72 sixth graders in this study. 

The test, Fraction Addition Test (FAT), includes 16 items. Then, according to the 

response data of these two graders, two different hierarchy structures of fraction 

addition concepts are acquired so that the researcher compare these two hierarchy 

structures. The results show there are some differences between these two which could 

provide references for cognition diagnosis, curriculum design and remedial instruction. 

Finally, based on the findings, some recommendations and suggestions for future 

research are discussed. 

 

Key words: fraction addition concepts, hierarchy structure, ordering theory. 

 
1 Background and Motivation 

The acquisition of fraction addition concepts is the prerequisite to the learning of 

fraction subtraction, fraction multiplication and fraction division. Moreover, the 

fundamental rules of fraction operation are the foundations of learning ratio, 
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probability, decimal and percentage. Although a large number of studies have been 

made on fraction addition, most research are mainly traditional paper-pencil tests or 

individual interviews (Hunting & Sharply, 1988; Piaget, Inhelder & Szemunska, 1960). 

Traditional paper-pencil tests can hardly show the hierarchical structures of fraction 

addition concepts of pupils. On the other hand, individual interviews will take a lot of 

time and manpower to grasp the information. Therefore, the ordering theory is applied 

in this study so that the hierarchical structures of fraction addition could be clearly 

understood. 

Bart & Krut (1973) proposed ordering theory. Some research applied this theory to 

verify the order of operational abilities of J. Piaget (Bart & Mertens, 1979; Bart & 

Read, 1984). However, children’s mathematics knowledge also has some kind of order 

from the perspective of the mathematics learning psychology. Thus, it’s reasonable and 

feasible to apply ordering theory in  the analysis of hierarchy structures of fraction 

addition. 

Ordering theory with its OT software can remedy those shortcomings above and 

draw the hierarchy structures of fraction addition concepts fast and economically. 

 
2 Literature Review 
2.1 Ordering Theory 

Ordering theory is mainly used to determinate the ordering relationship of 

precondition between two items in psychometrics studies. Item hierarchy can be 

showed by the analysis of ordering theory. Take item i and item j ( ji ≠ ) , which are 

both binary scoring,  for an example, right answer is represented by 1 and wrong is 0. 

The cell numbers of item response right-right(1,1), right-wrong(1,0), wrong-right(0,1) 

and wrong-wrong(0,0) are showed by Table 1 ( Lin, 2005b). 
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Table 1 Contingency table of numbers of item reponse item i and item j ( ji ≠ ) 
  item j  

 1 0 
sum 

1 11n  10n  •1n  item i  
0 01n  00n  •0n  

sum 1•n  0•n  0101 •••• +=+= nnnnn  

 

 Airasian & Bart (1973) considered four response patterns, which are (1,1), (1,0), 

(0,1), (0,0). The response pattern of (0,1) doesn’t satisfy the condition that item i is a 

precondition of item j (Bart, 1976; Bart & Krus,1973). Then, according to contingency 

Table 1,  it is defined nn01  and the range is 1)(0 01 ≤≤ nn �The smallest the nn01  

is, the more probability item i is a precondition of item j. Airasian & Bart (1973) 

suggested whether item i is a precondition of item j depends on tolerance level ε (0�ε

�1). 

(1) If 01n /n � ε, it means item i is a precondition of item j. Then, item i could be 

linked forward to item j. 

(2) If 01n /n � ε, it means item i is not a precondition of item j. Then, there is no 

relationship between these toe items.  

Bart and Krus (1973) recommended ε can be appropriately at 0.2. Researchers can 

also assign the ε in empirical studies by themselves. 
 
2.2 Fraction Addition Related Studies 

Tatsuoka (1987) categorized seven subtasks by doing task analysis on fraction 

addition and found some wrong operations rules commonly committed by students. 

Painter (1989) also found four major wrong operations rules frequently used by 

students. Jordan, Miller, and Mercer (1999) investigated 125 elementary students with 

and without learning disabilities on fraction addition. They compared effects of 

concrete, semi-concrete, abstract instructions in fraction concept and skills. It was 

found that students taught fraction concepts and skills in a abstract instruction  

performed significantly better. Empson (1999) also found that fraction concepts are 

influenced by the structure of the child’s mathematics knowledge and the contexts of 

2007 HICE Proceedings 
Page 2614



 5

thinking about and discussing fractions. Mack (1995) found that students 

over-generalized the meaning of symbolic representations for whole numbers to 

fractions vice versa. Watanabe (1995) suggested that the schemes to coordinate units 

were closely related to how children understood fractions. Morris (1995) found 

students of low ability were able to acquire and use semantic processes and transfer 

these processes to novel tasks. Semantic processing was positively associated with 

performance.  

Based on the literature above, one is concluded that fraction addition is an obstacle 

for many elementary school students. Therefore, this study is essential and feasible. 

 
3. Method of Data Analysis 

3.1 Samples and Software 

There are 136 valid subjects from an elementary school in Taichung County of 

Taiwan. Of all the subjects, 64 subjects are fifth graders, 72 subjects are sixth graders. 

Lin and Huang (2005) developed the software OT for the data analysis of ordering 

theory. This software is used in this study.  

3.2 Fraction Addition Test   

The instrument is the Fraction Addition Test (FAT, as Appendix One) modified 

from a related paper (Lin, 2005a). It consists of 16 items which includes the fraction 

addition operations of like denominators and unlike denominators. The Fraction 

Addition Test had examined by two senior elementary school teachers and an expert 

on mathematics education before it formally tested on  subjects. 

 
4. Result and Analysis 

This study applies OT software to explore fraction addition concept structures. 

This study assigns the threshold (ε) of OT software as 0.1. The result and analysis are 

as follow. 

4.1 The Results and Analysis of Fifth Graders’ Hierarchy Structure  
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Figure 1. The Hierarchy Structures of Fraction Addition for Fifth Graders 

    

The hierarchy structure of fifth graders is depicted Figure 1. Those items are 

divided into four levels. There are some information as the following in Figure 1. 

 (1) Item1, item2, item3 are fraction addition of like denominators and they belong to 

the first (lowest) level. So it is obvious that the fraction addition of like 

denominators is a prerequisite to the unlike denominators in fraction addition 

operations  

 (2) Item 4, item 5 and item 6 are unlike denominators of a multiple relation .Item 7, 

item 8, item9 and item 10 are unlike denominator of a prime relation. Those items, 

needed to find a common denominator for themselves, are categorized as the 

second and third level. 

 (3) Item 11 to item 16, which are unlike denominators of neither a multiple nor a prime 

relation but they have at least a common factor bigger than 1,  belong to the third 

and fourth level. 

 (4) For fifth graders, from easiest to the most difficult items,  they are fraction 

addition of like denominators, fraction addition of unlike denominators of a 

multiple relation, fraction addition of unlike denominators of a prime relation, 

fraction addition of unlike denominators of neither a multiple nor a prime relation 

but they have at least a common factor bigger than 1. 

(5) Items with which summand is a mixed faction, addend is a mixed faction, 
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reduction of fraction and carry a number can be found in every hierarchy. 

Therefore, they are not factors influencing the hierarchy structure of fraction 

addition. 

 

4.2 The Result and Analysis of Sixth Graders’ Hierarchy Structure 

 

Figure 2. The Hierarchy Structure of Fraction Addition for Sixth Graders 
 

    The hierarchy structure of sixth graders is depicted in Figure 2. All items are also 
divided into four levels, but the items in every level are different from those of fifth 
graders. According to Figure 2, some results can be found as follows. 

 (1) Item 1, item 2 and item 3 are fraction addition of like denominators. Item 4, item 5, 

item 6 and item 7 are fraction addition of unlike denominators of a multiple 

relation. These items belong to the lowest level. 

 (2) Item 4, item 5, item 6 are fraction addition of unlike denominators of a multiple 

relation. Item 7, item 8, item 9, item 10 are fraction addition of unlike 

denominators of a prime relation. These items belong to level 1 to level 3. 

 (3) Item 11 to item 16 are unlike denominators of neither a multiple nor a prime 

relation but they have at least a common factor bigger than 1. These items belong 

to level 2 to level 4. 

 (4) To find a common denominator is not as important as those of fifth graders. This is 

very different from Figure 1. 

(5) Items with which summand is a mixed fraction, addend is a mixed fraction, 
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reduction of fraction and carry a number can be found in every level. Hence, they 

are not factors influencing the hierarchy structure of fraction addition. 
      

4.3 The Comparison of Fifth and Sixth Graders’ Hierarchy Structure  

 (1) Fraction additions of like denominators and unlike ones belong to different levels 

in fifth graders, but this phenomenon is not so apparent in sixth graders. 

 (2) To find a common denominator between unlike denominators influences the 

performance of fraction addition especially in fifth graders. But, in general, unlike 

denominators of a multiple relation and unlike denominator of a prime relation and 

unlike denominators of neither a multiple nor a prime relation but they have at least 

a common factor bigger than 1 determinate the levels of hierarchy structure of 

fraction addition. 

 (3) Items with which summand is a mixed fraction, addend is a mixed fraction, 

reduction of fraction and carry a number do not influence the performance of 

fraction addition both in fifth and sixth graders. 

 
5. Conclusions and Recommendations 

5.1 Conclusions 

  It is obvious that to find a common denominator in unlike ones influences the level 

in hierarchy structure of fraction addition according to Figure 1 and figure 2. This is in 

accordance with the result of a previous study (Tatusoka, 1987). But, we find some 

information in which previous study didn’t find. 

 

5.2 Recommendations 

We can find what influence the level in hierarchy structure of fraction addition 

concepts. Besides, the differences between fifth graders’ and sixth graders’ hierarchy 

structures can serve as references for cognition diagnosis, curriculum design and 

remedial instruction. It is recommended that future issue could focus on the 

comparisons of hierarchical structures 
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Appendices 

Appendix 1  Fraction Addition Test 
 

School:_________  Grade :_____   Class:_____   Name:__________ 
 

(1) 
11
7 +

11
3  = 

 

(2) 
8
35 +

8
6  = 

 

(3) 
6
57 +

6
23  = 

 

(4) 
9
5 +

18
7  = 

 

(5) 
4
35 +

8
1  = 

 

(6) 
12
87 +

6
53  = 

 

(7) 
8
4 +

9
3  = 

 

(8) 
6
1 +

5
3  = 

 

(9) 
3
14 +

5
3  = 

 

(10) 
9
63 +

11
2  = 

 

(11) 
12
7 +

8
3  = 

 

(12) 
16
8 +

12
5  = 

 

(13) 
8
33 +

6
5  = 

 

(14) 
18
103 +

24
6  = 

 

(15) 
14
56 +

4
34  = 

 

(16) 
10
35 +

14
62  = 

 

           
 

2007 HICE Proceedings 
Page 2621



 12

 
Appendix 2  Attribute Matrix of Fraction Addition Concepts 

No. of items 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 

Like denominators 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 

Unlike denominators 0 0 0 1 1 1 1 1 1 1 1 1 1 1 1 1 

Summand is a mixed 
fractions 

0 1 1 0 1 1 0 0 1 1 0 0 1 1 1 1 

Addend is a mixed 
fraction 

0 0 1 0 0 1 0 0 0 0 0 0 0 0 1 1 

Summand can be reduced 0 0 0 0 0 1 1 0 0 1 0 1 0 1 0 0 

Addend can be reduced 0 1 1 0 0 0 1 0 0 0 0 0 0 1 0 1 

Summation can carry 0 1 1 0 0 1 0 0 0 0 0 0 1 0 1 0 

Type 1 unlike 
denominators 

0 0 0 1 1 1 0 0 0 0 0 0 0 0 0 0 

Type 2 unlike 
denominators 

0 0 0 0 0 0 1 1 1 1 0 0 0 0 0 0 

Type 3 unlike 
denominators 

0 0 0 0 0 0 0 0 0 0 1 1 1 1 1 1 

Type 1:  unlike denominators means unlike denominators of a multiple relation (e.g. 

9
5 +

18
7 ) 

Type 2:  unlike denominators means unlike denominators of a prime relation (e.g. 

8
4 +

9
3 ) 

Type 3:  unlike denominators means unlike denominators of neither a multiple 
relation nor a prime relation but they have at least a common factor bigger than 1 

(e.g. 
12
7 +

8
3 ) 
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      The science of psychology and the faith of religions are often at odds in the public 

school systems in the American culture.  A lack of understanding of religious convictions 

outside of one’s own upbringing and subsequent exploration often lead to 

counterproductive interactions in the counseling office and in the classroom.   Religious 

traditions that are not the majority view, often overtly or covertly interact negatively with 

the school system (i.e., Children who do not celebrate any holidays, children who must 

wear religious head garbs against general school policies, and religious time 

commitments that cause interference with the academic schedule). The religious 

traditions are often tolerated, but not embraced by the school, the teacher, or the 

preponderance of students unless they are the local majority view.    

    Each school system has a culture that determines the general rules of behavior, 

definitions of respect, levels of expectations and norms for beliefs.  This school culture is 

usually determined by the racial, ethnic, socioeconomic and religious background of the 

majority of citizens that inhabit the town.  Many towns have a dominate culture due to 

migration patterns and early settlements when people from the same countries moved into 

neighborhoods together.  Along with a community dominate culture, most often comes a 

dominant religion.  Although in modern society, most neighborhoods are no longer pure 

to one culture, dominance in culture and religions still prevail in many areas.   A 
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successful teacher must understand the school culture and religious principles that he/she 

is teaching within to negotiate his/her way around the education process.  Dominant 

school cultures/religions are prevalent in all decision processes including textbooks, 

tolerance of behaviors, athletic privilege, sexuality, recognized holidays, celebrations in 

school, activities/clubs that are permitted, and social norms of behavior.  What happens 

socially and educationally to the children who are outside of these cultural and religious 

norms?  How does it affect the education process, if personal culture and religious beliefs 

conflict with the school norms?  This paper will focus on what it is like for a religious 

minority to be in a majority school, as well as, the teacher’s experience of the same.  

     The United States has a culture built on Judeo-Christian Principles.  Kosmin & 

Lachman (1993) wrote about a theory of the history of the religion(s) in America.  

 “ Some historians suggest that America’s religious history began on 
October 12,  1492, when Christopher Columbus landed on and too  
possession of an island of the New World, which he named San Salvador  
(Holy Savior)…With optimism that later events hardly justified, 
Columbus declared, “I believe that they {Native Americans} would easily 
be made Christians, as it appears that they have no religion.” He wrote 
afterward that the stated purpose of his initial voyage and subsequent 
explorations was not only to bring the unconverted to Christianity but also 
to raise funds in order to capture Jerusalem for Christendom, an event he 
hoped would usher in the second coming.”   

 
Since the United States was colonized by Europeans, Christianity has been the 

dominant religious force in culture, government, and education.   It is written into 

the First Amendment of the Unites States Constitution that there shall be a 

“separation of church and state”.  What this does not account for is; a separation 

of ingrained culture, unconscious drives, and thought patterns developed in 

childhood about what is good, bad, holy and evil.  All people carry these beliefs 

2007 HICE Proceedings 
Page 2624



 3

around, and they cannot be separated from “state” unless they are personally, and 

sometimes interpersonally, revealed, examined and consciously decided upon.  

     Because of the first Amendment, many civil rights leaders, and cultural waves, 

words, such as, tolerance and diversity have moved to the forefront of our 

American vocabulary.  Although this is a positive direction for the culture, with 

the change has come the thought that we are no longer biased or prejudiced 

personally or as a society.  Children are taught “tolerance” in schools.  Children 

are exposed to lessons throughout grade school about how everyone is equal and 

differences are good.  Because of these lesson plans and programs that are in 

place, children are growing up to believe that he/ she is not prejudiced or biased 

against other races or religions.  There are many factors that promote bias 

thought/behavior outside of school.  Just to name a few: parents’ overt and covert 

messages, media portrayals, peers, and developmental insecurities that promote 

joining a group that excludes others, and messages given by the government 

during campaigning around moral (abortion) or  exclusion ( immigration) issues. 

Because children are being “taught” not to be prejudiced, prejudice has gone 

underground, or in other words unconscious.  When someone is raised in a 

particular religion, the individual will usually identify as a member of that 

religions when asked.  Even if a person does not practice or necessarily believe in 

the dogma of the religion, a person will often qualify the answer, but still pick a 

religion and/or sect.   

     There are covert and overt messages experienced by most children that are 

raised in a religion.  One message is often the concept of good and bad.  There is 
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often an undercurrent of fear associated with not believing in God or in a 

particular faith.  There is also a disloyalty that is associated with moving to a faith 

that one is not born into.  The disloyalty may be to the family, as well as, the 

religion.  Although these are often barely remembered and often subliminal 

childhood messages, these messages stay with us long into adulthood.   

     Alfred Adler (1963) speaks about fictional finalism.  In this concept, although 

someone may be saying the correct words and even having the correct thoughts, 

there is often a hidden (sometimes even from the person having it) belief buried 

deep down inside that ultimately drives behavior.  These beliefs may cause people 

to hold on to their “truth” as learned in childhood or even adulthood.  Knowing 

the “truth” gives people a sense of control over their environment.  It is 

comforting to “know” the answers to the correct existential questions, correct 

afterlife questions, and correct ways in which civilized people should all behave.  

Many people hold onto glimpses of fictional finalism to explain the 

unexplainable.  

      The cultural and religious norms that dominate a community do not separate 

church and state.  Overtly they seem separate, but they are covertly 

(unconsciously) working together to enter decision making surrounding practical, 

moral and ethical questions as they arise.  For instance, what about a Gay, 

Lesbian, Bisexual, Transsexual (GLBT) Club at the local high school?  What 

about handing out condoms at the nurse’s office?  What about deciding whether 

or not to declare school holidays, other than Christian holidays?  These “state” 

decisions are often guided by individuals and groups who are “churched” and / or 
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carry with them a “fictional finalism”.  The separation of church and state are 

understood consciously, but the influence of the decisions is unconsciously 

predisposed by culture and religious upbringing of the individual making them.   

Therefore, they are not really separate.  This is an example, as mentioned earlier, 

of how rules (First Amendment), cultural waves, and rhetoric, force bias to the 

unconscious, where it is much harder to detect, recognize and acknowledge.  

 

The Teacher  

The teacher brings a cultural, ethnic, and religious background to the classroom.  Most 

times because of self selection and natural gravitation, a teacher will select a community 

with which he/ she feel comfortable.  Comfort comes with sameness. Hence, people 

gravitate to sameness. One only needs to look in a diverse high school lunchroom to see 

how children of the same color and culture gravitate to each other to eat.  Same 

understandings, same backgrounds and values that are shared between the community 

and the teacher makes for a comfortable working environment. People will gravitate to a 

good Person / Environment fit.   Even if one holds different beliefs initially, there is often 

an adaptation process that happens to allow for “survival” even in a Darwinian sense.  If 

a teacher needs his/her job for food, shelter and living, a teacher will often adapt to the 

culture for survival.  Even though the tenure process had begun so that teachers could 

speak out without repercussion to their employment position, after the customary pre-

tenure period, much assimilation takes place.  The teacher often becomes part of that 

community’s educational culture due to assimilation for survival. In many cases, the 

teacher feels affirmed by the school system, that the values, definition of respect, and 
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norm behaviors are correct because they are the same. There is power in numbers and 

sameness. 

     If there are differences of behavior and thought that are too great for adaptation, 

discomfort often ensues.  A teacher may either leave the environment for one with a 

better match, or they may stay and fight (after tenure).  As proven by most therapeutic 

relationships, confrontation without a strong bond and relationship, does not work.  

People who are continually confrontational are often disliked, and even ostracized.  So 

how does a teacher begin to fight for students who have different beliefs and cultures 

than the mainstream?  The fight must begin from within.   

     All teachers need to do self-evaluations associated with his/her “fictional finalism” 

and unconscious reactions, as related to other cultures and religions.  Teachers need to be 

honest with his/her self about their deepest beliefs. These beliefs are not bad and do not 

make anyone a bad teacher.  It is very brave to be able to look at oneself honestly. A lack 

of self awareness of the deep beliefs, and/or a belief that one has no bias and prejudice, is 

where the damage is done.  No one wants to admit his/her biases because most people are 

taught that bias is wrong.  It is impossible to grow up in a society that has many cultures 

and not have some bias.  Admitting your bias is the first step.  Teachers should ask 

themselves a series of questions with an open and honest mind and heart, to get in touch 

with personal biases: 

1. Am I open to the belief that I am bias?  If I resist that thought, why?  Who told me 

that it was not acceptable to have bias?   

2. What are my deep down beliefs about religion and God in general? 
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3. What is the majority culture and religion in my school community?  How close or 

far am I from those cultural and religious beliefs?  

4. How much do my personal, moral and behavioral codes have to do with my 

religious and cultural upbringing?  

5. Which religions do I consider to be radical, cult like, too strict, too loose or 

ungodly?  

6. How much do I actually know about my own family’s religion?  How have I 

embraced it or rejected it?  How does that affect my personal views on religion 

now? 

7. Which religions do I know the least about?  

8. Do I know the religious beliefs of the children in my class?  If so, how many are 

not in the majority? If not, is it because it is hidden by the child out of fear of not 

fitting in? 

9. Am I open to the fact that other cultures and religions define abstract concepts 

like respect, good behavior, and education differently? 

10. Am I trying to be like Christopher Columbus and convert the savages (school 

children) to Judeo-Christian beliefs (respect, morality, behavior, as defined by 

you).  

     Carroll (2004) suggested that there are four major categories in America in which 

people self report being a member (Protestant, Catholic, Jewish and Muslim).   There are 

many denominations within Christianity; however the Protestant movement is still the 

overwhelming largest (WASP) for now.   Of course, there are several denominations 

within the Protestant umbrella, and hence, several different religious and cultural guides. 
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According to Newport & Carroll (2003) in a gallop poll, 8 in 10 (79%) of Americans 

identify with the Christian faith.  Forty seven percent reported being Protestant. Sixty 

percent of the Americans surveyed said that a religion is very important in their lives.  

     Women dominate the teaching profession.  According to Kosmin & Lachman (1993) 

the religious identification profile of adult females in the US is: 60.6% Protestant, 26.6 

Catholic, 1.7 Jewish, 1.5% Mormon, .2% Muslim, .3% Eastern religions.  If these 

numbers are true, we might assume that female teachers have a similar profile.  What 

does that mean to the religious minority child who has a different culture and religious 

background?  

     It is unfair and mischaracterizes to lump people in those large categories of religious 

choice because there is extreme diversity and differences of thought and tradition 

between, and among people who identify with specific religions. Worshippers in the 

same religions often differ with conservative or liberal thoughts on cultural issues based 

on geographic locations, national backgrounds, as well as, personal and educational 

endeavors.  The dominant culture greatly influences the religious thought, the ritual and 

the community practices.  

      

The Child  

     Imagine being a child in a school when there was a “holiday” celebration going on in 

a classroom and you do not celebrate that holiday, or perhaps, you do not celebrate any 

holidays.  What would that be like for the physically and/or emotionally isolated child?    

How would that affect the child’s social development?  How would the teacher view this 

child? What would happen to the teacher’s expectations of the child?  How does the 
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teacher feel about the parents? What does the child feel as he/ she must leave a 

celebration for religious purposes?   

     Once a teacher comes to self understanding about his/ her own biases and prejudices 

surrounding religious practices other than his/her own, the next step is to be taken.  

Ignorance and ignoring breeds disrespect and fear.  If a teacher has a particular child in 

his/ her classroom that is of a minority culture /religions to the community, the teacher 

can assume that they child is isolated, at least cognitively.  It is up to the teacher to create 

an inclusive atmosphere to help every student to identify with the class and feel ask if 

he/she belongs to the group. Some suggestions for inclusion might be: 

1. Ask the students to share about his/ her holidays before they have to take off from 

school.  Ask what he/ she are doing during that time and the significance of the 

ceremony or days off. This should be done in an inclusion context so others can 

share and find commonalities. (ie. Yom Kipper, Easter and Lailat – al- Bara’h 

{Night of Forgiveness} are all about forgiveness of sin). Students can share what 

they do on holidays with the same meanings.  

2. Ask the students who have “different dress” (ie. hats, garb) to explain to the class 

the significance of the clothing.  Ask other students why they choose to wear 

“labels” and the significance of that.   

3. When a student cannot celebrate holidays and /or birthdays consider not having 

celebrations other than academic ones for the class.  The exclusion feels bad for 

the child and the teacher.  Resentment builds and the child is labeled by the peers 

as different.  
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4. Monitor your personal fictional finalism surrounding your deepest beliefs of 

others and keep it in check when making decisions around behaviors, discipline 

and parents.  

 

     It is often frightening for a secular teacher to discuss any subjects around religion 

because of the separation of church and state.  It is very important not to influence, 

encourage or criticize someone’s religion.  Religious customs, ceremonies and ritual must 

be handled in an educational fashion.  It often feels frightening to discuss religion in a 

classroom because of the sensitivity of the subject.  The fear stems from the same 

argument that people have surrounding homosexuality.  People are afraid that if someone 

learns about something, they will engage in it.  Discussing religion, as a child 

understands it, will not convert students to another religion, just as discussing 

homosexuality does not promote heterosexual or homosexual behavior.  There is always 

a fear that parents will not understand your inclusive classroom.  A teacher has to decide 

if the fearful parents or the excluded child are more important to the education process.  

     This subject matter should be treated the same as politics.  Although you may 

personally identify with a particular political ideology, both sides should be presented in 

a classroom equally and without judgment.  Religion is the same.  It is important that a 

teacher does not make judgments about parents and their religion and culture.  Once the 

teacher cognitively blames the parents for fundamental or liberal beliefs, the teacher’s 

expectations for the child academic success naturally decreases.  This is when the child is 

at risk for “being left behind”.   
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Dr. Joanne Jodry 

Dr. Frances Trotman 

 
      Despite philosophical and theoretical therapeutic orientations, transference and 

countertransference are terms known to every mental health professional.  These concepts 

originally introduced to psychology by Sigmund Freud (1856-1939), are the 

underpinnings and the fundamental basis of any helping relationships.  Over the years, 

these terms have been used and altered from the original meanings.  For purposes of this 

paper, transference refers to the largely unconscious but also conscious way that one feels 

toward another due to early history, trauma, experiences etc.  Countertransference refers 
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to the largely unconscious but possibly conscious reaction (usually by a professional) one 

feels toward another’s (usually a client or student) behavior.  If unconscious drives or 

countertransferences of a counselor go unnoticed and unexamined, counseling might be 

skewed to the past history and experiences of the therapist instead of the client. 

      All people have unconscious drives or transferences towards others that give reactive 

instinct to his/her thoughts, behavior, conversations, and feelings. Most people are 

unaware of the “transferences” exchanged in every relationship on a daily basis.  Even 

though it is mostly unexamined, people understand instinctively that he/ she “just doesn’t 

like something” about that person, or feels someone is “up to no good”.  An argument can 

also be made that many “in love” feelings are a series of transferences and/ or 

countertransferences.  The sense of being swept away by the chemistry that often takes 

place in a romantic relationship can be an unconscious reaction to the past. Some 

theorists suggest that we “marry our mothers or fathers”.  Often in therapy, couples will 

realize how true that statement resonates through the later part of marriages after the 

lustful dust settles.  These are all examples of transferences and / or countertransferences. 

     Because we get these instinctual (often unconscious) feelings, we often make 

judgments about others that are based on our own personal history, development, and 

personality, and not necessarily the objectivity of the situation.  When we “trust our 

instincts,” we should first know how our instincts came about and whether or not they are 

marred by other historical personal drives.  Everyone experiences cognitive instinctive 

behavior based on the past, whether or not, they are emotionally healthy.  It is vitally 

important for teachers to understand this personal internal transference process in order to 

make his/ her classroom a more balanced, inclusive place to thrive in learning.  If a 
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teacher can maintain high expectations, and find caring and positive reinforcement for all 

students regardless of the personal internal dialogs or instincts, every student will have a 

more equal chance in the classroom to succeed.  Baker (1999) suggested in a study that 

she did with children in grades 3 to 5, “that perceptions of a caring, supportive 

relationship with a teacher and a positive classroom environment were related to school 

satisfaction” (p.57).   Brown et.al.(2003) suggested that the students perception of 

alienation from school directly affects how well he/ she did in school.  The factors that 

the study suggested were directly influencing alienation were associated with gender, 

race/ ethnicity and placement in special education. All of these factors can be affected 

positively by a teacher and will allow every student to thrive.   

      It is also vital for the teacher to be the role model behavior of inclusion despite the 

professional teachers past history and experiences. Bandura’s (1977) Social Learning 

theory suggested that children learn social behaviors by observing and imitating role 

models.  If this is true, each teacher must consistently behave as a role model through 

language, (verbal and non-verbal) tolerance and inclusion.  Other behavior may have a 

deep wounding impact on a child and affect his/ her educational and emotional progress.  

When a teacher does not have the same regard for one student as she/he does for another, 

the classroom tone picks up on the preferences and that gives the students permission to 

dislike others as well. Instincts (or reactions to transference) need to be self monitored in 

order to promote positive learning for all students equally.  In order to accomplish this, 

the transference/countertransference process needs to be understood.  

     We are all a product of our own history.  Our values, views of relationship, fears, 

ambitions, philosophy and existential goals and instincts are ever evolving due to new 
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experiences. Teachers must begin by realizing the depth of the ingrained thoughts/values 

and what these thoughts are protecting internally.  They must be willing to explore the 

personal past emotional events and see how that affects him/her today.  Ideals and values 

become ingrained in our psyche due to our past experiences from our parents, extended 

families and our environment. Our thoughts of good and bad are formed from the societal 

messages that are sent through interactions and communications.  Some are clear, verbal 

and direct, and some are convert, unspoken but just “instinctually “ known to be the 

“truth”. People who deviate from the “right” or the “truth” are wrong and need to be 

brought to the right side.  If they resist, all hope is lost.  The larger society gives clear 

messages about who we need to fear; people who are different than ourselves.  Society 

gives a clear message of unacceptable behavior; those who behave unlike ourselves. 

Society gives a message about who is bad; those outside the majority norms.   

Need to “Know” 

    The more we “know” the safer we are in our environment. “Knowing” dangers, right 

from wrong, and good from bad are fundamental teachings of most families and societies. 

Society encourages dichotomous labels on people, events, lifestyles etc., in order to 

differentiate between things, and teach children to behave under the control of their 

parents’ rules and civilization’s norms.  As children learn and grow, our first teachers (in 

most cases, parents) begin to teach us survival tactics.  As previously stated, Bandura’s 

(1977) Social Learning theory suggests that children (and adults) learn more from 

modeling behavior of others as opposed to being told what to do.  Children watch 

parent’s behavior and begin to pick up on covert (often unconscious) social cues that 

parents send out.  Children sense when parents are fearful or uncomfortable and the child 
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models the same behavior in like situations.  It becomes the normal reaction, and 

therefore, the “right” reaction. They teach us to feed ourselves and care for ourselves and 

exchange praise and love for doing it “right”.  In a healthy family, the child thrives and 

trusts the caregivers are giving them knowledge and truth.  The parents, who are also 

products of history and society’s social norms, give both conscious and unconscious 

social cues to their children. The parents are the role models for the children’s values, 

likes, fears and sense of safety. Just as the child does not know to be afraid of a mouse 

until the mother has jumped onto a chair screaming, the child does not know to be afraid 

of certain “types” of people until a societal cue, such as, crossing the street to avoid 

someone, has been taught.  No words need to be spoken, but the messages are sent.  

When parents are discussing politics at the kitchen table, values are being established and 

internalized by the small onlookers, and likewise, so are unconscious judgments of right 

and wrong, good and bad.  Parent(s) who tell a child to watch out when he/she goes to 

certain parts of town sends a message as to where the parent(s) instincts lie and what will 

keep one safe. All of these unspoken unconscious instincts become internalized and give 

us “instinct” about people and students.  

   Political correctness: Un-biased people scare me 

     It is impossible to live in any culture and be raised without prejudice and biases.  As 

soon as the “good and bad” words are introduced to a toddler’s vocabulary, judgments 

about yourself and others will naturally flow.  In the American culture, an evolution has 

taken place that has put a positive connotation on words such as diversity and 

multiculturalism.  Words such as prejudice and bias have negative connotations and no 

one wants to have them associated with their sense of self.  Children learn in schools 
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about tolerance and hopefully inclusion.  This is certainly a positive aspect to our 

American evolution; however what this conscious education has done is to push the bias 

deeper underground in our consciousness. Many people put up defenses when confronted 

with an accusation that suggests they are less than perfectly inclusion with no bias toward 

another.  Conversations are often ended when there is a suggestion of prejudice.  It has 

become so politically incorrect to have bias that people deny that they do!  People who do 

not realize personal bias and prejudice are the people who can do the most harm in the 

classroom as the leader.   Due to the political and cultural evolution in America teachers 

often do not realize personal bias/ prejudices because they have gone to the unconscious.  

They now seem like “good instincts”.  It is the insightful teacher who is able and willing 

to examine personal baggage (that often ends up in the unconscious) that is brought to the 

classroom everyday, with personal histories, values and biases that will be the 

outstanding teachers in this new millennium.   

Why teachers become teachers? 

    Why did you become a teacher?  Common answers of love of learning, making a 

difference in the child’s world, and giving back to society, are often a universal given 

 (Serow, 1993).  But think about your deeper motives for a moment.  Some of the 

commonalities of issues in the human experience are often the deeper underlying 

personality or character issues that helps one gravitate toward a profession. 

Power, Control, and Authority Issues 

     Consider you issues surrounding power and control.  In your interpersonal 

relationships, who has the control?  What do you feel like when you are “out of control”? 

How much do you need to be in control of others?  What happens when others disobey 
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you?  What does it feel like for you to be controlled by others?  What are your values 

around respect for authority?  If you are deeply honest about some of these questions, you 

may gain some insight into your own need to control or be controlled. 

     If all goes well, you are in control of your classroom.  What does that feel like to have 

other people under your authority?  Some teachers have issues of control that spill into 

the classroom, and they may run a very rigid learning experience.  Structure, in most 

settings in strived for, but rigidity can impede learning.  Why does one need to have a 

strong control over others?  Many times strong controls over others are born in childhood 

from the survival instinct.  If things in a child’s home are “out of control,” children may 

react by over controlling situations and people.  If someone who has been emotionally 

hurt, and has ineffective coping skills, attempts to control his/ her emotions may result in 

rigidity.   

     If a teacher is not structured and has very loose controls on the classroom, likewise 

issues of control can be in play.   Teachers may have a fear of being disliked or perhaps 

do not want the responsibility for the decision making.  If a teacher does not like telling 

others what to do, likewise, that can be a control issue. 

     The interaction and attitude that the teacher has with school administration gives the 

teacher a clue into the power and authority needs.  If the teacher is always compliant, and 

wants to get along at any cost, the teacher may have a need to bow to authority and be a 

follower.  This may possibly indicate some self-esteem issues that need to be addressed.  

If the teacher is in constant disagreement with the administration, this may indicate that 

the teacher does not like to be told what to do by anyone, and that he/ she may need to 

review past authority figure relationships.  In any of these cases, countertransference may 
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be occurring and the teacher may unconsciously react to the student or administer out of 

“instinct”.  Some of these interactions, especially with students, may hinder the student 

development. 

     Power and control play a role in all people’s lives, and no matter where the teacher 

stands around this issue, an honest look around power, control, and authority are essential 

for a teacher to be prepared for the next century in teaching.  

Childhood school experiences – mastering trauma 

     Many times a teacher is unconsciously recreating an earlier experience in his her life 

by becoming a teacher.   This could be to master a past trauma or to recreate a moment 

that was peaceful and/or happy.  Many teachers find themselves in the grade that he/ she 

felt the best or worse in as children.  If a teacher experienced a trauma in school such as 

being put down, made to feel stupid or felt unconnected, the teacher may recreates a 

sense of security by going back and fixing it as an adult.  If a teacher had a difficult social 

situation or felt a sense of isolation with peers in school, the teacher is now returning as 

the one in power.  One could only guess, if a student pushed that isolating or hurtful 

button of the past how a teacher who was not aware of the countertransference occurring 

would react.  The teacher may be reduced to childhood and act as such again.  This time 

the teacher has power, so the child could be punished extra harshly or marked because of 

the unconscious wound.  If there was a sense of accomplishment at a certain time of the 

child’s life, the teacher may be going back to try to recreate that time frame.  There may 

be a sense of justice that the teacher brings to the teaching table.  On the other hand, there 

may be countertransference toward anyone who reminds the teacher of the past pain. 
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Every teacher needs to examine the past history of school experiences, and use the gained 

insight to see if any unconscious motivations are involved in the professional goals.  

Mentor 

   Many teachers become teachers because of mentors.  Often teachers mentor students, 

and inspire career goals in teaching.  Teachers inspire most children through praise, hope, 

and admiration.  If a mentor inspires a teacher, the teacher needs to ask why.  What was it 

that teacher did that inspired your realized goals?  What was it about the teacher that 

touched you?  What did I need from that teacher that he/ she gave me?  Not only may the 

teacher want to recreate that for other children, but the teacher needs to examine the self 

to look at the interaction.  The teacher, as a student, had needs met that were inspired by a 

teacher/mentor.  There was an interaction between teacher and mentor that worked in that 

situation.  One cannot generalize that experience and hope that it works with others.  The 

qualities of the teacher, and the ability to recognize and fill needs in the student is what 

inspires. Countertransference could occur when a teacher does, possibly say the same 

thing as his/ her mentor and the student does not respond.  The key is finding out what 

each child needs, as your mentor did.  Teachers can begin by examining him/ her self and 

what needs were / are fulfilled by the mentor.  

Performer, Center of attention, Need for admiration 

   An effective teacher is also an entertainer and performer. How much does your need to 

be the center of attention affect your career choice and goals?  For many hours a day, a 

teacher stands in front of a classroom, and is the director, performer, and critic.  The need 

for attention and perhaps admiration can turn into countertransference if the student is not 

paying attention, or even worse heckling.  It is innate in the human experience to want to 
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be admired, and liked by people, including your students.  Depending on past issues, it 

could lead to unconscious overreaction if the student shows less than admiration.  As 

humans, we tend to like people who like us.  If all children are going to get an equal 

education, the teacher must look at his/ her personal need for attention and admiration. 

Existential meaning 

A teacher may become a teacher because it affects the minds, hearts, and futures of 

children.  A teacher can play a crucial role for a child and develop a sense of well being 

due to the relationship.  What more important position can one hold in life?  For many, 

this creating of a meaning to your life is an important reason that one chooses to be a 

teacher.  There is a sense of importance and self-esteem associated with being a teacher if 

the reason you chose it was the creation of meaning in your own life. 

Academic settings 

Teachers spend at least sixteen years in school.  Many teachers who found self-esteem 

and comfort in getting good grades have learned to enjoy the academic environment.  If 

you are a teacher who continued in the environment because of comfort and ease of self-

esteem producing activities, than one needs to be aware of that.  If grades are of vital 

importance to your own self-esteem, how does that play itself out with your students? 

Convenience 

Teaching schedules traditionally coincide nicely with the life of parents.  Often a 

teacher’s hours are the same as their children’s school schedule.  Also, the hours are such 

that there is more time off than if the teacher were in the corporate world.  This is a nice 

bonus to the profession.  How much does this factor play into your decision to be a 

teacher?  
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So why? 

     These are some considerations for you to look at when looking at your personal 

motives to be a teacher.  It is important for one to understand one’s own career 

motivation, before moving to the next realm of choosing the bravery of challenging 

oneself, and one core beliefs.  

Self Awareness is freeing 

      Although it is often painful and frightening to challenge one’s own core beliefs, it is 

also freeing.  Once one realizes that the world does not crumble if new ideas are 

embraced, there is a freeing effect that takes place.  People hang on to core beliefs 

because there is a safety in sameness. (Remember, these core beliefs give us instinct 

which is brought to the classroom).  Life and events are so uncertain that it is the human 

condition to try to make them certain, for a sense of safety.  To challenge one’s own core 

thoughts that produce instincts with children, or other adults, is a challenge that the best 

teachers will take on and embrace.  

     So how would you do that?  There are several ways to expand and challenge your own 

thoughts.  Here are a few suggestions: 

1. Travel to another country, and embrace the culture for a period of time.  Tours 

where you spend most of your time on a boat, or bus keep you isolated from the 

true culture.   

2. Cognitive psychotherapy will help you to challenge your own belief system. 

3. Multicultural activities.  Go to events in places that you do not usually go.  People 

set life patterns where they do repetitive things.  Same restaurants, same annual 
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events, same vacations etc.  Step out of your own box and experience new things.  

Go to a new place where you are the minority and pay attention to how that feels.  

4. If your school has developed a negative culture of complaining, stay out of it.  

Surround yourself with positive people who do not blame the children for their 

life circumstances.   Also keep hope or get out. 

5. Self Care.  In order not to become #4 you need to replenish the well.  The stress 

and emotional toll of the everyday classroom is not to be taken lightly.  You need 

to honor your own stress levels and do replenishing activities.  Activities range 

from mediation to running, but each teacher needs to find what relaxes him/ her 

and practice it regularly.  When we are mentally exhausted or physically tired, it 

is more difficult to self-monitor instincts.  

6. Look at the students in your class that you have the most negative 

“countertransference” with, and attempt to figure out why.  In order to do this, 

you have to go under the assumption that this is your problem, and not his/hers.  

That is a hardest step to take.  It is easier to blame the child. Often the teachers 

will get other teachers to affirm their position that this is a “bad kid”.  If the child 

is at fault, there is nothing you can do.  If the interaction is at fault, you can 

change it. So assuming that it is your issue that is hurting the interaction ask 

yourself the following: 1) How does this child make me feel? 2) Does anyone else 

in my life make me feel this way? 3) Has there been any events that made me feel 

this way? 4) Is there something about the child’s culture that I do not like or think 

is wrong? 5) What are my core beliefs that conflict with this child’s behavior or 
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thoughts? 6) How can I adjust myself so it is more compatible with the child’s 

style or culture? 

Summary 

     Multicultural classrooms are happening throughout the American culture, and the 

teacher of the millennium needs to be prepared.  In addition, if the modern teacher is 

going to affect every child, not just the one’s he/ she likes, than steps in teacher education 

are going to have to be implemented that include self- awareness, core beliefs, and 

instinctive  behavior.  
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Abstract 

  English teaching and learning principles and approach have been changed gradually 

whereas the language teachers may still keep on repeating the routines and may not 

recognize the change.  This study explored pedagogical beliefs and practices of sample 

teachers teaching English as a foreign language in secondary schools, Nakhon Ratchasima 

province, Thailand.  It was intended to set a baseline for English teacher professional 

development.  The number of 262 copies of questionnaire was distributed to these 

participants and 194 of the questionnaires (74.05 %) were completed and returned. Results 

showed that the majority agreed on the importance of linguistics and vocabulary as the most 

important aspects in English learning compared to pronunciation, culture, translation, 

grammar and literature.  In relation to English teachers’ skills of teaching, most of the 

participants believed that teachers’ ability to motivate students’ learning was most important 

and that learning experience as a language learner and training influenced their decision on 

teaching pedagogy the most.  The participants held on both the beliefs of traditional 
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pedagogy and the beliefs of new teaching principles at “high” level.  Results also revealed 

that their English teaching was based on traditional practices at “high” level, while their new 

trends of teaching practices were at “moderate” level.  In addition, they had expressed their 

concerns about English teaching practices which seemed to reflect less on new paradigm. 

  

Keywords: teachers’ beliefs, language teaching, teaching English as a foreign language 

 

Introduction 

 It has been over 40 years since teaching English as a foreign language was first 

introduced into Thai educational context.  During this time, English teaching and learning 

principles and approach have been changed gradually, starting from classic grammar 

translation method to audio-lingual approach and, later on, to a great number of methods 

under the umbrella of communicative language teaching approach (Celce-Murcia, 1991; 

Richard and Rodgers, 1986).  Until then, the paradigm has shifted from focusing on best 

methods to the present post-method era (Brown, 2002) which emphasizes more on the 

importance of teaching and learning a language in contexts instead of relying on fine 

method-based instruction.  Furthermore, the field of teaching and learning English has 

developed into many sub-fields as recognized by various English educational contexts and 

terms such as teaching English as a foreign language (EFL), English as a second language 

(ESL), English for specific purposes (ESP), English as a lingua-franca, and English in 

bilingual education. This manifold exposes English teaching into even more complicated 

phenomenon. 

 These advancement and change in teaching and learning English are the results of 

widely research in the field and the interest of the linguists and language educators alike. 

They are also the impact of the need for English literacy and competency that reflects the 

even more importance of English as a lingua-franca.  As an English teachers, one needs to 

seek for professional development to serve learners’ needs, to be more efficient in teaching 

practices and to catch up which the advancement of new teaching principles and 

technologies.  However, the professional development search may be different from what 

ones have perceived due to the rapid change of language teaching theories and practices.  

Current beliefs and practices the teachers hold are able to suggest the development of their 

professional framework whether their practices are in accordance with new teaching 

principles.    
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Studies on beliefs and language learning and teaching 

 Recently, many studies have dedicated to the investigation of the effects of beliefs on 

particular aspects of language teaching.  In their studies, Johnson (1992) and Lynch (1989) 

have found that teachers’ specific beliefs resulted on their teaching behaviors.  This finding 

is in consistent with Richards’ and Lockhart’s (1996) point of view who have stated that it is 

necessary to recognize teachers’ beliefs and their thinking process about teaching and 

learning in general in order to understand their teaching behaviors.  Apart from their 

accumulation of knowledge and professional experiences, what teachers believe shapes their 

pedagogical practices.   

 Additionally, in their book, Language Teaching Awareness: A Guide to Exploring 

Beliefs and practices, Gebhard and Oprand (1999) have urged language teachers to reflect on 

their own beliefs and practices simultaneously.  It seems to be obvious that beliefs and 

practices of language teachers enable them to reflect on the development of their 

professional. These are also indicated in a great number of research in this topic (see, Horwit, 

1987; Brousseau,1987;  Johnson, 1992; Bednar, 1993; Cohen, 1994; Olson, and Singer, 1995; 

Ryan, 1995; Ross, 1995; Schulz, 1996; Fang,1996; Mori, 2000; Lawrence, 2000; Johnson, 

2000; Muchmore, 2001; Saengboon, 2002; Kim, 2003; Davis, 2003; Harris, 2004; Clair, 

2004; Sifakis and Sougari, 2005). 

  

Research procedures 

 The purpose of this present study was to explore pedagogical beliefs and practices of 

Thai teachers teaching English as a foreign language in secondary schools, Nakhon 

Ratchasima province, Thailand.  Participants were 262 teachers drawn from the total of 556 

Thai teachers, who were teaching English at 108 different public schools in Nakhon 

Ratchasima province, by simple random sampling.  Most of the teachers who taught at 

secondary school level obtained a degree in the field that they were assigned to teach.  For 

example, in order to be an English teacher they are required to have a bachelor’s degree or 

higher in English education.  

 The number of 262 copies of questionnaire based on teachers’ beliefs and practices 

about teaching English was distributed to each participant and 194 copies of the 

questionnaire (74.1 %) were completed and returned.  Participants were 38 males and 156 

females.  Their average years of age were 40.6.  The majorities (52.8%) had more than15 

years of teaching experience and during this career path 60.3% of the participants had 
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attended teaching English training more than 10 times.  According to their educational 

backgrounds, most of them (89.2%) held a bachelor’s degree, 9.8% obtained master’s degree.   

 

Findings 

 1.  Beliefs about acquired knowledge and skills necessary for English learning 

process. 

 Results showed that 47.94% of the participants agreed that linguistics was the most 

important factor in English learning compared to those who heeded for culture, translation, 

and literature (25.26%, 24.74% and 2.06% respectively). The majority (53.61%) believed 

that vocabulary was the most important factor in the ability to learn English compared to 

those who believed in the importance of pronunciation (29.90%) and grammar (16.49%) as 

the key factors. 
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Figure 1 Beliefs about acquired aspects of the language (1) 
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Figure 2 Beliefs about acquired aspects of the language (2) 
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 2.  Beliefs about teachers’ skills of teaching that most influence English learning. 

 According to English teachers’ skills of teaching, most of the participants (37.1%) 

agreed that teachers’ ability to motivate students’ learning was the most important compared 

to their teaching techniques (33.3%) their language competency (25.8%) and their use of   

teaching and learning materials (3.6%). 
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Figure 3 Beliefs about teachers’ skills of teaching that most influence English learning. 

  

 3.  Beliefs about the influential factors that affect English teaching.    

 Most of the participants (32.8%) believed that principles derived from an approach or 

method gained from learning and training about teaching English influenced their decision 

on teaching pedagogy the most compared to those who agreed on personality factors (22.6%), 

their own experience as language-learners (18.0%), experience of what works best (11.8%), 

established  practices (9.3%), and educational-based or research-based principles (5.5%). 
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Figure 4 Beliefs about the influential factors that affect English teaching.    

 

 4.  Traditional-based beliefs about English pedagogy. 

 Most of the participants agreed that as long as learners had a chance to listen, practice 

and remember the language that the native-speakers used, they had already learned the 

language.  This was considered traditional beliefs because it was based on traditional method 

such as the audio-lingual that emphasized on a lot of drills and specific functional use of 

English.  In all other items, teachers’ agreement was at “high” level as shown in table 1. 

 

Table 1 Teachers’ beliefs that reflect traditional English pedagogy.  

 

Teacher’s beliefs Mean S.D. 
1.  It is best to learn English in the English- speaking countries. 
2.  It is important to learn English from audio-cassettes or in a sound 

laboratory. 
3.  It is important to speak English in the native-like accent. 
4.  If learners have already practiced particular aspect of the language, they 

will be able to produce the new language based on what they have 
already practiced. 

5.  To learn a foreign language is to practice the language forms intensively 
and nationally. 

6.  As long as learners understand the language forms, they would be able 
to use it automatically.  

7.  As long as learners listen to, practice and remember the language that 
the native-speakers used, they have already learned the language. 

3.69 
3.95 
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 5.  Teachers’ beliefs that was in consistent with contemporary English teaching 

principles. 

 New trends of English teaching emphasize learner-centered oriented.  Errors are not 

treated as obstacle but part of learning process.  Some aspects of language learning are based 

on recent research in second language acquisition such as how to treat errors and how 

language is learned.  The results of this study indicated that teachers tended to agree on 

recent principles of English teaching and learning with the average mean of 4.06 or at the 

“high” level as shown in Table 2.   

 

Table 2 Teachers’ beliefs which are in consistent with contemporary English teaching 

principles. 

 

Teacher’s beliefs Mean S.D. 
1.  Anyone can learn English well. 
2.  Learners can improve their English learning by their own. 
3.  To be a successful language learner, one needs to take risks in using 

the language.   
4.  Children can learn a new language better than adults. 
5.  Guessing meaning is possible if one does not know the new words. 
6.   In English learning process, it is O.K. to make errors.  
7.  As long as learners can understand the language communicated, they 

have learned the language, although there are some mistakes in the 
language use,  

8.  Learners can learn English implicitly outside the classroom 
. 

3.40 
4.80 
4.41 

 
4.36 
3.73 
3.93 
4.21 

 
 

4.36 

0.96 
0.82 
0.66 

 
0.73 
0.97 
0.91 
0.71 

 
 

0.71 

 4.06 0.81 
 

 6.  Teacher’s traditional practices of teaching English. 

 In traditional practice, 3 Ps (presentation, practice and production) method of 

language teaching is employed. Audio-lingual approach still dominates the classroom 

environment.  In this study, most of the participants agreed that their English teaching 

practices were based on traditional practices at “high” level as shown in table 3.   
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Table 3 Teacher’s traditional practices of English teaching 

 

Teacher’s traditional practices of English teaching Mean S.D. 
1.  Most of your teaching materials were used for teaching vocabularies and 

language forms. 
2.  You usually begin your class time teaching by presenting vocabularies 

and their meanings. 
3.  You encourage your students to use correct forms of language every 

time they speak up. 
4.   Your teaching procedure usually follows the warm up, presentation, 

practice and production pattern. 
5.   You always have your students correct their mistakes, otherwise, they 

will be difficult to do it right later on. 

3.57 
 

3.77 
 

3.52 
  

3.77 
 

3.85 
 

0.70 
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0.74 
  

0.77 
 

0.86 
 
 

 3.70 0.75 
 

 7.  Contemporary practices of English teaching. 

 In relation to teachers’ ways of teaching that were in consistent with recent principles, 

most of the participants agreed that their teaching English which based on contemporary 

principles was at “moderate” level as shown in table 4.  It seemed like a number of 

participants did not tolerate learners’ doing mistakes in language use and they tended to 

overlook students’ participation in lesson planning.   

 

Table 4 Teacher’s Contemporary practices of English teaching 

 

Teacher’s Contemporary practices of English teaching Mean S.D. 
1.  You praise your learners or give them rewards when they use language 

well. 
2.  When learners make errors, you let go as long as you understand what 

they have said. 
3.  You implement varying strategies in your teaching in order to make 

your lessons interesting.  
4.   You provide learners the opportunities to present language use from 

various sources, even though it is not relevant to what they are studying. 
5.   Your learners participate in planning the lessons. 

4.08 
 

2.75 
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 8.  Teachers’ concerns about English teaching and learning. 

  According to their concerns about the pedagogical beliefs and practices summarized 

from the open-ended section provided in the questionnaire, the participants believed that 

adequate time of language skills practicing and aural-oral drills should be provided for the 

students, along with the encouragement of high motivation, attitude, and interest.  

Furthermore, they believed that teachers should prepare their lesson well and command high 

level of teaching skills.  The learners’ English backgrounds should be improved and the 

students should have the opportunity to study with the native speakers of English.  

Appropriate learning and teaching environment, learner-centered approach, and the use of 

modern teaching materials and technology should be encouraged.  In addition, the 

participants pointed out that the entrance examination was not in consistent with the current 

teaching paradigm which emphasized integrated use of language in four skills; listening, 

speaking, writing and reading. 

 

Discussion and conclusion 

 Teachers’ beliefs about specific aspects of language teaching and learning are likely 

to reveal the tendency of their emphasis on teaching those aspects more than the others. In 

this case, most of the participants seemed to focus on vocabulary, pronunciation, and 

linguistics as basic knowledge and skills for language learning.  They were likely to hold on 

both traditional and some new beliefs. When it comes to practices, however, they tended to 

stick more on their old teaching behaviors. The participants’ survey responses opted to 

reflect less on implementing recent research and finding into their language classroom, 

especially, as what Brown (2002) has proposed in terms of Interlanguage, risk-taking, and 

meaningful learning.  In response to this finding, teachers might have to be encouraged to be 

more tolerant to learners’ making mistakes in language use and not to overlook students’ 

participation in lesson planning.  

 In relation to teachers’ skills, most of the teachers had realized the importance of 

motivation but were not clear about how to response to it for they do not seem to concern 

much about using and producing teaching materials.  The results also reflect on less use of 

research-based resources. Many of them had undergone many times of training after 

graduation and relied more on these resources.  It is surprising that the teachers view 

personality and experience as language-learners as being more influential to their teaching 

than research-based principles.  Finally, it is important that teachers teaching English in 
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secondary schools be encouraged to reflect on their beliefs and to put more use of the beliefs 

on new paradigm into practices.   
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Appendix 

 

Questionnaire   

 

Part 1:  Please fill in the appropriate responses: 
 
1.  Sex: (    )  Male    (    )   Female 
2.  Age: (    )  20-30 years old    (    )  31-40  years old     
  (    )  41-50 years old   (    )   51-60  years old 
3.  Education: 
  (    )  Lower than bachelor’s degree (    )   Bachelor’s degree 
  (    )  Above bachelor’s degree 
4.  Years of English teaching experience: 
  (    )  1-3  years   (    )   4-6 years   
  (    )  7-9  years   (    )   10-12  years  
  (    )   13-15  years   (    )   more than 15 years 
5.  How often have you got professional training after you graduate? 

  (    )  1-2  times   (    )  3-4  times  
  (    )  5-6  times   (    )  7-8  times  
  (    )  9-10  times   (    )  more than 10 times    

 
Part 2:  Please respond to each of the following statements as they apply to your belief: 
 

1.  Which aspect of language do you think is the most important for language learning? 
(Please tick ONE only).   
  (    )  Culture    (    )  Literature   
  (    ) Linguistics   (    ) Translation 
 
2.  Which of the following knowledge or skills do you think is most important for the 
ability to learn a language? (Please tick ONE only).   
  (    )  Vocabulary   (    )  Pronunciation  
  (    )  Language forms 
 
3.  Which of the followings do you believe is the most important factor in language 
teaching? (Please tick ONE only).   
  (    )  Teachers’ language competency  
  (    )  Teachers’ techniques of teaching 
  (    )  Teachers’ ability to produce and use of teaching aids 
  (    )  Teachers’ ability to motivate students 
 
4.  Which of the following factors do you believe is the most influential factor on your 
decision making about teaching English?  (Please tick ONE only).   
 (     ) Personality factors (     ) Approach or method gained from training 
 (     )  Experience as language-learners   (     ) Experience of what works best   
 (     ) Established practice   (     ) Educationally-based or research-based principles   
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Part 3: Please respond to each of the following statements as they apply to your belief.  
Decide whether you agree or disagree with each statement.  Tick (/) 5, if you strongly 
agree; tick 4, if you agree; tick 3, if you are undecided; tick 2, if you disagree; tick 1, 
if you strongly disagree. 

 

Teacher’s beliefs about English teaching and learning 

 

Statements  5 4 3 2 1

1.  It is best to learn English in the English- speaking countries. 

2.  It is important to speak English in the native-like accent. 

3.  If learners have already practiced particular aspect of the language, 

they will be able to produce the new language based on what they have 

already practiced. 

4.  As long as learners understand the language forms, they would be able 

to use it automatically.  

5.  As long as learners listen to, practice and remember the language that 

the native-speakers used, they have already learned the language.   

6.  Learners can improve their English learning by their own. 

7.  It is important to learn English from audio-cassettes or in a sound 

laboratory. 

8.  Children can learn a new language better than adults. 

9.  To be a successful language learner, one needs to take risks in using 

the language.  

10. Guessing meaning is possible if one does not know the new words. 

11. To learn a foreign language is to practice the language forms 

intensively and nationally. 

12. Anyone can learn English well. 

13. In English learning process, it is O.K. to make errors.  

14. As long as learners can understand the language communicating, they 

have learned the language, although there are some mistakes in the 

language use,  

15. Learners can learn English implicitly outside the classroom.   
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Teacher’s   practices of English teaching 

 

Statements 5 4 3 2 1

1.  Most of your teaching materials were used for teaching vocabularies 

and language forms. 

2. You encourage your students to use correct forms of language every 

time they speak up. 

3. You praise your learners or give them rewards when they use language 

well. 

4.  Your teaching procedure usually follows the warm up, presentation, 

practice and production pattern. 

5. Your learners participate in planning the lessons. 

6.  You always have your students correct their mistakes, otherwise, they 

will be difficult to make it right later on.    

7. When learners make errors, you let go as long as you understand what 

they have said. 

8. You implement varying strategies in your teaching in order to make 

your lessons interesting.  

9. You usually begin your class time teaching by presenting vocabularies 

and their meanings. 

10. You provide learners the opportunities to present language use from 

various sources, even though it is not relevant to what they are 

studying. 

     

 

Part 4 Other comments on teaching and learning English: 
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Abstract  

 The new five-year curriculum for bachelor’s degree in education with more than 

one year internship at a school site has provoked Thai educators’ concerns about the 

qualification of cooperative teacher professional development schools (CTPDS).  These 

two successive researches were conducted at a primary school in order to look for the 

patterns of school development and to find out the influential factors of teaching and 

learning in the school. One of the research project was to set general standard for the 

eligibility of CTPDS.  The other focused on one specific aspect of teacher development.  

Both research projects were qualitative participatory action research (PAR); the 

collaboration of school’s personnel and university’s faculty members.  Each project took 

one year to be completed. Data were collected via supportive group discussions, 

individual interviews, classroom visitations and documentations. For the first project, 

eight standard criteria of CTPDS were proposed as the results.  In the second project, 

findings revealed the patterns of the development.  Specifically, the success of these two 

studies revealed the effectiveness of utilizing PAR process to develop school-based 

management and teacher professional in Thai educational context. 

Key words:  School-based Management, Teacher Professional Development 
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Introduction 

  The extension of one year in-service duration of internship at schools is new five-

year curriculum for bachelor’s degree in education in Thailand.  It is part of Thai 

Educational Reform (The 1999 National Acts of Educational Reform) that emphasizes the 

importance of teacher professional development.  It is also to assure the competency of 

the new generations of teachers to be able to work in relevance to educational reform 

policy. This change casts the burden on the host schools of the interns to get ready for 

such educational environment. It is also the responsibility of higher education institutes to 

look for the highly qualified schools suitable for their students’ internship and help the 

cooperative teacher professional development schools (CTPDS) to meet the requirements.   

  Many higher educational institutes have launched research-based projects at their 

proposed CTPDS for similar purpose which was to empower teachers’ potential in 

classroom management and in professional development in general (See  Rajabhat Ban 

Somdejchaopraya Institute, 2001; Rajabhat Chankrasem Institute, 2001; Rajabhat 

Kanchanaburi Institute, 2001; Rajabhat Suan Dusit Institute, 2001; Rajabhat Suan 

Sunantha Institute, 2001).  Most of the projects adopted participatory action research 

(PAR) model for the research and found it most effective.  The methodology they 

employed was based on the Plan, Do, Check, Act (PDCA) steps of action research.  In 

these studies, PAR process was proved to transform the daily practices of teachers.   

 This article presents two successive studies conducted at one school site.  One 

study was to find out the possible model of school-based management in order to set 

standard criteria for other CTPDS.  The other focused on one specific aspect of teacher 

development, which was teaching English as a foreign language.  Both research projects 

were qualitative participatory action research; the collaboration of the school’s personnel 

and the faculty members of Nakhon Ratchasima Rajabhat University.   

 

The School Site 

 Ban Lak Roi is a public elementary school located within a short distance from 

Nakhon Ratchasima Rajabhat University.  This school is one of the University’s CTPDS 

based on the notification of Ministry of Education.  There are sixteen teachers including 

the administrator and 410 students reigned from kindergartens to sixth graders.  The 

number of students in each class is from 25 to 30.  Like all other elementary schools in 

Thailand , classes are categorized into two levels--first, second and third grades are in 
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Level 1 and fourth, fifth and sixth grades are in Level 2.  In Level 1, only one teacher is 

assigned to handle each particular class in all subjects for the whole academic year, while 

in Level 2 a group of teachers rotate to take part in one specific subject for an hour each 

day.  Similar to all other public schools in Thailand, each teacher has clerical errands to 

take care of besides teaching.          

  

1st Study   

 The first study (Pimolbunyong et al., 2004) was aimed at the development of the 

whole school in order to set general standard criteria for the CTPDS.  Five principles of 

school-based management; decentralization, participation and involvement, returning 

power to people, self-management and checking and balancing (Boonprasert, 2000) were 

reviewed in this study along with the roles of people involved.   

 Research procedure started with introducing the project to school personnel at 

teachers’ meeting by the research team.  After each party got familiar with each other, 

another meeting was held for the revision of school action plan.  In the meeting, SWOT 

Analysis was applied and the analysis of previous information from the school survey 

about parents and community’s need and related documents were discussed in order to 

investigate the school’s baseline.  The next step was the cooperation among the research 

team, the school administrators, and teachers in developing the school development 

planning.    

 Using the SWOT analysis and the brainstorming of all teachers, four development 

strategies were set in response to this analysis; 1) the development of teaching English for 

communication , 2) the integration of learning and teaching activities, 3) the development 

of the teachers in manipulation of learning process, and 4) the development of teaching 

materials and technology.  For the rest of the project time, the school manipulated the 

developed plan with the help of experts in the area.  The research team visited, supervised 

and followed up the school as planned.  Finally, criteria of CTPDS were developed.  

Content analysis was used to analyze the data.   

 As the results, model of school-based management and criteria of CTPDS were 

constructed based on the best practice of research process. They were as follow;   

 1.  The development process 

 The development process for criteria of CTPDS was clarified as the following four 

steps:  
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 1.1)   Study related documents and manage an experts’ interview to specify 

framework for criteria construction; 

 1.2)   Manipulate some workshops for criteria drafting; 

 1.3)   Synthesize and develop criteria and indicators for CTPDS; 

 1.4)   Hold public criticism of the criteria constructed. 

 2. Criteria of cooperative teacher professional schools 

 The criteria consisted of three important components--criteria statements, indicator 

statements, and criteria for considerations. The total of eight criteria and twenty-eight 

indicators were as follow. 

 2.1) School readiness 

 Criterion statement 1 The CTPDS are ready for in-service internship of teacher-to 

be-students. 

 Indicator 1  The schools volunteer to participate in teacher professional 

development partnership. 

 Indicator 2  The ratio of teachers per students is proper and the number of 

facilities provided is appropriate.   

 Indicator 3  The schools’ personnel are qualified according to their academic 

proficiency and their teacher professional efficiency. 

 Indicator 4  The schools are located within transportation reach community. 

 Indicator 5   The schools are situated in safe environment for teacher 

professional practice. 

 2.2) Schools’ administration and management 

 Criterion statement 2 The schools’ administration and management are consistent 

with the goals of the Nation’s Educational Acts. 

 Indicator 6  There is a specific plan for academic administration, budgeting, 

personnel administration, and general administration that provides 

students the utmost benefits. 

 Indicator 7 The administration is decentralized and involves stakeholders’ 

participation in decision-making. 

 Indicator 8 Team-based work culture, knowledge construction and systemic 

problem-solving oriented are encouraged. 
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 Criterion statement 3 The schools’ administration is based on moral principles. 

 Indicator 9 Administrators and schools’ committee enable to be the role model 

for students, teachers, parents and community members. 

 Indicator 10 The schools’ administration and management is legal- and moral-

based, transparent, and recheck able. 

 Indicator 11 There is the ability to handle the education effectively and 

economically with the limited resources.  

 Criterion statement 4 The schools’ administration and management allows the 

access of quality and efficiency inspection. 

 Indicator 12 Quality assurance system is available for inspection both by the 

assessors and by the community. 

 Indicator 13 Information technology system for the administration is available 

for the sections of academic administration, budgeting, personnel 

administration, and general administration. 

 Criterion statement 5  The schools’ development plan is provided.  

 Indicator 14 There is the school’s plan or strategic plan for development. 

 Indicator 15 Actions are thoroughly practiced according to plan. 

  2.3)  Learning management 

 Criterion Statement 6  The schools focus on learner-centered based. 

 Indicator 16  There is the up-to-date school’s curriculum which is in relevance to 

the need of the students, community, and society. 

 Indicator 17 Curriculum management is systemic and continuity. 

 Indicator 18 Learning activities are varying, flexible, and suitable according to 

the nature and needs of students. 

 Indicator 19 Facilitation, follow up system, and supervision of teaching and 

learning quality are emphasized and conducted regularly.   

 Indicator 20 There is the effective use of teaching materials and technology. 

 Indicator 21 Both outside and inside database and learning resources are 

available for teaching and learning. 

 Indicator 22 The assessment processes are varying, appropriate, and in relevance 

to learning process and contents. 

 Indicator 23   Classroom research for teaching and learning development is 

encouraged. 
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 2.4) Personnel care taking and professional development  

 Criterion statement 7  There is the encouragement of personnel care taking and 

professional development for the benefits of students. 

 Indicator 24 Teacher professional development is encouraged systemically and 

continuously. 

 Indicator 25 The administrator and teachers satisfy with their job and royal to it. 

 Indicator 26 There are teacher networks and organizations available in the 

community for the educational benefits. 

 2.5)   Community relations system   

 Criterion statement 8 The schools provide the opportunities for the stakeholders’ 

involvement in school administration and management.  

 Indicator 27 Parents’ and community’s involvement in school administration and 

management is encouraged. 

 Indicator 28 Parents and community participate in school’s activities 

continuously. 

 It was noted that the success of this research project was also due to the 

administrator’s supports and sincerity. The administrator took roles in providing 

opportunities for the teachers to share and propose ideas, facilitated the teachers in 

working, and followed up supportively and regularly. 

 

2nd Study   

 This latter study (Jogthong et al., 2006) focused on the development of the 

teachers’ potential in teaching and learning English as a foreign language. Similar to the 

first study, it was primarily an attempt to look for patterns of teacher professional 

development and, more specifically, to find out the influential factors which affect the 

potential of teaching and learning English in the school. This was also to set a 

development model for other schools and for this cooperative teacher professional 

development school itself to be the host of in-service training. Study reviews had 

indicated that participatory action research worked well in many educational contexts (see 

Gudjonsdottir, 2000; Lemelin, 2003; Ryan, 2001; and Vanosdall, 2004).  This study, thus, 

utilized participatory action research principles in working with the school personnel. 

 Similar to most of the elementary schools in Thailand (Luanganggoon, 2001), 

there was not any English teacher at Ban Lak Roi School who received a certificate or a 
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degree in English teaching or in related fields.  However, English had practically been 

taught in every class at this school, as well as at all other schools, and the demand of 

English teaching for young learners was getting high. Based on the group discussions and 

the school’s documentations, school curriculum which integrated English into other 

learning contents was proposed by the group of teachers in this school.  

 The main activities employed for this research and development were planning for 

English integrated learning and teaching, fostering learner centered-based classroom 

practice, and conducting classroom action research.  According to English integrated 

learning and teaching management, all teachers in the school were trained to enhance their 

language skills competency and to integrate English into their everyday lessons. 

Workshops and seminars in English teaching and learning including classroom research 

were held regularly mostly after school and a few times outside the school when 

appropriate.  The duration of this research was one academic year, starting from April, 

2005 to March, 2006. The results of this research and developments were as the 

followings. 

 1.  Patterns of the development 

 Findings revealed patterns of the development in three areas. 

 1.1) Pattern of research cooperation development.  As for the administrator, 

cooperation was based on the role taken in participation for this research, funding, and 

academic promotion. For the teachers, cooperation could be enhanced by encouraging 

understanding, supervision, participation in all activities, and promotion opportunities.   

 1.2)  Pattern of procedure for development.  The process began with problems 

and needs analysis, then looking for the possible solutions, taking actions, evaluation and 

conclusion, and dissemination if satisfied, otherwise, restarting by analyzing problems 

and needs.       

  1.3) Pattern of supervision. The supervision styles varied due to situations. 

They were formal, semi-formal, and informal--with whole group, small groups, group 

representative, and one-by-one supervision. Notably, supportive and friendly styles 

worked best with all said types of supervision.  

 2.  External and internal factors for development 

  External and internal factors were found affect the development.   

 2.1) External factors. The external factors were:  

  2.1.1) Learning resources for teachers and students;  
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  2.1.2) Community and parents supports;  

  2.1.3) Supervisor and consultant networks;  

  2.1.4) Promotion opportunities; and  

  2.1.5) Funding. 

 2.2) Internal factors.  As for the internal influential factors, they were:   

  2.2.1)  Administration factors, which comprised of facilitation, cooperation, 

participation, encouragement, and supervision;   

  2.2.2) Working culture factors, which were identified as age, years of 

teaching, knowledge and working experience, and working environment; and 

  2.2.3) Teachers’ workload which were classified as the job of teaching, 

doing school’s supplementary tasks, and monitoring school activities.   

 3.  Positive changes in the development    

 The results of the development at Ban Lak Roi School also revealed changes 

within students, teachers and the administrator. 

 3.1)  Students’ attitude towards English learning. The students became more 

open-minded, enthusiastic, and interested in studying English. They were able to use more 

English words naturally, developed the habit of self-study, and showed good relationship 

towards their teachers.  

 3.2)  School personnel’s attitude towards teaching and learning.  Teachers and 

the administrator accepted that they had learned along with their students and were more 

confident and open-minded in learning new things. They believed in the students’ ability 

to learn. Their English skills had improved. They also had the opportunity to develop the 

skills of teaching English across the disciplines and were able to conduct their own 

research. Cooperation, acceptance in each other and in changes, and learning to work 

systematically were achieved procedures for these personals resulted from this research.  

The satisfactory of research participation was at the high level and there was a tendency 

of professional development continuity of participants.   

4.  Standard criteria of English teaching and learning in schools 

Finally, standard criteria of English teaching and learning in schools had been 

proposed as follow; 

 4.1)  Schools’ policy or strategic planning for the development of English 

teaching and learning has been stated clearly;  
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 4.2) Effective patterns of teaching and learning English management are 

encouraged and; adequate, modern, and usable technologies are available;  

 4.3) Teachers show good English skills, employ the student-centered teaching 

skills, and have undergone classroom or action research and; 

 4.4) Systemic and regular supervision and supports from the community and 

parents are encouraged.  

 

Concluding remarks 

 In order to serve the urgent need to enhance teachers’ potential of teaching and 

learning management in schools, due to the 1999 Thai Educational Reform Acts, 

participatory action research may be the solution for the development.  The results of 

these two studies have confirmed that in Thai educational context, participatory action 

research yields effectiveness and positive results in the development of school-based 

management and teacher professional. The cooperative nature and supportive 

environment of this research type process allow participants to work with the researchers 

spontaneously, resulted in positive changes within the organization.  
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6. Abstract 
 
 Students, regardless of language competency or ethnicity, are capable of 
understanding and being successful in mathematics.  “All students should have access to 
an excellent and equitable mathematics program that provides solid support for their 
learning and is responsive to their prior knowledge, intellectual strengths, and personal 
interests” (National Council of Teachers of Mathematics, 2000, p. 13).  Students who are 
successful in mathematics have access to a wide range of careers.  In contrast, students 
who are not successful have limited opportunities.  Teachers must modify and expand 
their instructional to meet the needs of linguistically diverse students.  Preservice teachers 
who are themselves, second language learners, must see these strategies modeled and 
experience them first-hand. 
 These strategies are beneficial for all students, but are essential for the 
linguistically diverse students.  These strategies include: 
 •Using mathematics manipulatives 
 •Using graphic organizers 
 •Using cooperative learning and peer teaching 
 •Using demonstrations and modeling 
 •Creating mathematics vocabulary lists 
 •Using technology 
 •Connecting prior knowledge to new learning activities 
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Instructional Strategies for Teaching Mathematics to Linguistically Diverse Students  
 

Dr. Gae Johnson 
Northern Arizona University 

 
Students, regardless of language competency or ethnicity, are capable of 

understanding and being successful in mathematics.  “All students should have access to 
an excellent and equitable mathematics program that provides solid support for their 
learning and is responsive to their prior knowledge, intellectual strengths, and personal 
interests” (National Council of Teachers of Mathematics, 2000, p. 13).  Students who are 
successful in mathematics have access to a wide range of careers.  In contrast, students 
who are not successful have limited opportunities.  Teachers must modify and expand 
their instructional to meet the needs of linguistically diverse students.   
     These strategies are beneficial for all students, but are essential for the linguistically 
diverse students.  These strategies include: 
      •Using mathematics manipulatives 
 •Using demonstrations and modeling 
 •Using technology 
      •Using graphic organizers 
 •Using cooperative learning and peer teaching 
 •Creating mathematics vocabulary lists 
 •Connecting prior knowledge to new learning activities 
      ECI 300, Elementary Mathematics Methods is a required course for all preservice 
elementary education majors. Having preservice teachers in this course, who are 
themselves second language learners, must see these strategies modeled and experience 
them first-hand.  If they are to be able to effectively teach mathematics to linguistically 
diverse students, they must have the knowledge, skills, and dispositions to do so.  Often 
this means taking the preservice teachers through the activities in the role of the student. 
This provides the preservice teachers the necessary perspective and range of experiences.  
It is often challenging to teach something that one has never experienced as a student.  
Struggles and challenges provide a preview of what their students may also experience. 
     The use of manipulatives and models are a significant component of any mathematics 
class, whether content driven or pedagogical in focus.  Mathematical ideas and concepts 
are by nature abstract.  Manipulatives and models provide a context for the concept 
(Reyes, Lindquist, Lambdin, and Smith, 2007).  The goal is to provide meaning for the 
concept.  Research supports the belief that learning occurs best when students have a 
meaningful context for the mathematical knowledge and understand relationships 
associated with this knowledge (National Research Council, 1999). 
     Certainly, it must be understood that the use of manipulatives and models do not 
guarantee success.  However, their use can support learning and foster deeper 
understanding if used appropriately.  Ross and Kurtz (1993) provide the following 
guidelines on the use of manipulatives and models. 
 1. Manipulatives and models are chosen to support the objectives of the lesson. 
 2. Children have had experiences with the manipulative. 
 3. All children are actively engaged with the manipulatives or models. 
 4. The children are evaluated on their development of reasoning and  
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understanding of the concept, not on the simple manipulation of the objects.   
(p. 256) 

Since most learners in the elementary setting are still concrete operational in their 
thinking, the proper use of mathematical manipulatives and models can be valuable 
teaching tool.  Such manipulatives include:  tangrams, pentominoes, base ten blocks, 
geoboards, attribute pieces, pattern blocks, fraction bars, fraction circles, decimal grids, 
and, cuisenaire rods.  Their use is particularly important in teaching linguistically diverse 
students.  The concrete objects bridge the concept to something the learner can touch, 
pick up, and manipulate.  They foster a flow of natural communication. 
     A particular activity that has proven to be especially effective is the following: Cutting 
A Paper Tangram Activity. 
 
 
 

CUTTING A PAPER TANGRAM ACTIVITY 
1. Give each student a square of 6-inch by 6-inch paper. 

2. Fold the square in half diagonally to make two triangles.  Open the paper and cut 
on the fold. 

 

 
 

3. Fold one of the triangles in half.  Open and cut on the fold.  Lay these two 
triangles aside, as they require no further cuts. 

 

 
 

4. Make two folds on the other large triangle.  First fold it in half; then open it and 
fold the top down until its tip meets the midpoint of the bottom edge of the 
triangle.  Open the paper and cut along the second fold.  Set aside the small 
triangle that is created. 
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5. The remaining piece is a trapezoid.  Cut on the fold that was made in step 4. 

 

 
 

6. Fold one small trapezoid as shown.  Open the paper and cut on the fold, creating a 
triangle and a square.  Set these pieces aside. 

 

 
 

7. Fold the other trapezoid as shown to form a triangle and a parallelogram.  Open 
the paper and cut on the fold. 

 

 
 

8. You now have the seven pieces that make up the Tangram puzzle. 

(five triangles, one parallelogram, and one square) 

 

 

Cuisenaire Company of America, Inc., Learning With Tangrams, White Plains, NY, 
1992. 
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     The activity, if used in the following manner, enables the teacher to address three 
learning styles: auditory, visual, and kinesthetic.  I distribute a copy of the written 
directions to each student.  I also have the directions on a transparency.  I read each 
direction and then model the action(s) to follow.  I instruct the students to complete each 
step together.  When they complete a step, they are to hold the product in front of them.   
This offers the opportunity for student self-checking and teacher guidance.    
     The activity provides rich opportunities to introduce or review geometry vocabulary.  
As terms, such as square, quadrilateral, trapezoid, parallelogram, angles, vertices, acute, 
obtuse, congruent, and similar, are discussed, term is written on the board, illustrated with 
a drawing, and briefly defined, first in the student’s words and then in age appropriate 
mathematical terms.  The use of an advance organizer is often helpful for the students to 
record the vocabulary and definitions. 
      Linguistically diverse learners often benefit from the use of advance organizers.  
Advance organizers, whether graphic or diagrammatic, support the acquisition and 
organization of new information.  Woolfolk (2001) proposed that they can “direct 
attention to what is important in the coming material; they highlight relationships among 
ideas that will be presented and remind you of relevant information you already have.” 
(p. 288).  Providing power point outlines and content outlines to students helps connect 
the spoken word and written word.  This can help minimize the struggles that second 
language learners often experience.  Teachers must be careful to allow time for language 
processing.  This processing time is beneficial to all students. 
      The tangram activity can be also used in a cooperative learning and peer teaching 
setting.  English speakers paired or grouped with English learners can be beneficial to 
both parties.  The English learners have their knowledge reinforced.  The second 
language learners benefit from the peer interaction.  Cooperative learning is deemed one 
of the most appropriate situations for second language acquisition (Freeman & Freeman, 
2001). 
      The role of technology, like all resources, is dependent upon the teacher’s ability to 
appropriately integrate it into the natural curriculum.  Like manipulatives, the use of 
technology is no guarantee in itself.  However, technology as a resource is increasing as 
teachers recognize the ability to create both independent and collaborative learning 
environments. (Butler-Pascoe, 1997).  The technology can be as simple as an overhead 
projector with written directions and vocabulary terms to power point content 
presentations to multimedia productions.  Technology-enhanced classrooms utilize 
multiple modalities to meet the diverse needs of students and support learning of all 
students (Bickel and Truscello, 1996).  If used appropriately, technology may particularly 
beneficial to linguistically diverse students.  
      All of the previous strategies should be used to connect prior knowledge to new 
learning activities.  Too often mathematics is viewed as a “list of topics or collection of 
skills” (Reyes, et al, p. 109).  Students must see the three connections of mathematics: 
connections within the topic of mathematics, connections with other areas of the 
curriculum, and connections to the real world. 
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Abstract 

 This study will explore the challenges, complexities, issues and events encountered by a 

contemporary American Indian education leader of a school system serving predominately 

American Indian students in an American Indian community. While the educational setting for 

the study is on a Federally-established American Indian reservation, the uniqueness of this study 

lies in the fact that the school district is a state accredited public school district operated under 

the authority of the state government. 

 The purpose of this single case study will be to examine the leadership characteristics and 

style of a practicing American Indian K-12 education leader in order to develop an understanding 

of educational leadership within an American Indian cultural framework. The focal point of the 

study will be the analysis of data to extend the understanding of the interactions of the leader to 

promote and achieve success for students, staff, district schools, tribe, parents, and tribal 

communities.  

 Data for the case study will be collected through multiple methods: onsite visits, 

interviews, observations, and related artifacts. 
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Proposed research questions for the study include: 

• What leadership attributes does an American Indian superintendent demonstrate? 

• How does an American Indian superintendent develop leadership understandings and 

practice? 

• What primary factors influence the perceptions, interpretations, and perspectives of the 

superintendent? 

• What strategies does an American Indian superintendent apply to the practice of 

educational leadership? 

• What methods does an American Indian superintendent use to validate the traditional and 

contemporary cultures within an education setting? 
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Socio-economic Influences and the Impact on Student Readiness to Learn 
 
 

This session addresses the connection between socio-economic influences and 

student readiness for learning.  Economic and social environments affect all students and, 

therefore, directly impact schools.  Recognizing the socio-economic needs, addressing 

the issues and causes, and influencing solution finding are foundational to creating a 

supportive environment for learning. 

Literature on administrator preparation recognizes the need for a caring and 

humanistic atmosphere for schools.  Education standards stress the importance of 

preparing educational leaders who promote student success through “nurturing and 

2007 HICE Proceedings 
Page 2681



sustaining a school culture conducive to student learning” as well as being cognizant of 

“the political, social, cultural, and economic systems and processes that impact schools.” 

Questions to be addressed include:  What should principals know about socio-

economic issues and their influences on students and schools?  What are the primary 

issues affecting our students?  What action can be taken within the school to address 

these issues?  How can the school and community support each other?  Participants will 

also share the success of a school action team designed to address socio-economic 

student needs.  
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 Teacher retention and parental involvement are two frequently regarded 

issues in the current educational system. The relationship between parents and teachers is 

a strongly debated topic among school educators and administration, particularly in urban 

areas.” Urban children from low-income families are at the greatest risk of school 

failure.” (Temple, 1998) It is this relationship of parents and teachers that expands and 

contributes to much of the issues surrounding teacher retention. This becomes an urban 

dilemma as the availability and retention of high quality teachers,  has adverse affects on 

the quality of education in urban areas. Further, teacher retention and failure to attract 

new teachers, has impacted the performance of schools with its inherent staffing 

problems. “Most clear are the adverse effects on retention rates, and hence teacher 

turnover, in such schools.” (Clotfelter, 2004)   Studies have shown that low achievement 

and the high school drop-out rates tend to be of great national concern, and teacher 

retention in urban areas is a contributor to this national crisis.  

The growing concern among educators, parents and administrators are the reasons 

teachers decide to leave schools in urban settings. Teachers list a number of reasons they 

do not remain teaching particularly in the early years following college. The lists range 

from personal reasons such as, marriage, pregnancy, including the demands of  
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child rearing.  Increasingly however, the list includes job satisfaction, poor leadership, 

and lack of parental support and student discipline problems. “These factors contribute to 

teachers’ general esteem and status quo in society, which features largely in theory 

professional commitment and morale.”  (Buckley, 2005)  What teachers want is no 

different than what is required by most people in society, and that is to feel some 

satisfaction at the end of the day. The preponderance of the social needs of teachers and 

lack of parental support, becomes a moniker by which teachers garner their exodus. 

 Additionally, urban schools also have a unique set of their own challenges. 

Teachers are faced with overpopulation of classes, and have a limited number of 

resources to disperse to all students. The environment causes an avalanche of problems 

such as behavioral, cultural and a lack of technology in the classroom.  Such an 

overpopulated and technologically adverse environment, causes students to become less 

engaged and motivated in a learning institution.  “A lack of student motivation in turn, 

contributes to poor academic performance.” (Smith, 2003)  This type of urban blight 

tends to add to the lackluster of teacher morale and motivation, and questions why 

teachers continue to teach in urban schools. As June St.Clair Atkinson state 

superintendent of North Carolina schools states, “The most troubling issues for the state’s 

schools include  
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teacher retention, lack of technology in the classroom, and diverse student needs.” 

(Michael, 2006)  These factors can influence any relationship and commitment for 

teachers in an urban setting, and can be a catalyst for low student achievement.   

Additionally, there has been much debate on the variables that affect student 

achievement. Among those are class sizes, socio-economic backgrounds, and school 

environment. However as Sanders writes, “differential teacher effectiveness is a strong 

determinant of differences in student learning than class size and heterogeneity.” 

(Sanders, 2002)  The changing of the guard in teacher retention,  leaves a significant hole 

and gaps in educating the youth. As teachers began to leave schools, it forms a disconnect 

in organizational culture, leaving a non-cohesive environment that affects student 

performance. 

 Organizational culture can create an environment of instability which then affects 

student achievement. “If  curriculum fails to have meaning and relevance for students, 

those students simply do not try.” (Arroyo, 1999) The organizational culture in a school, 

can have an impact on student achievement, just as teacher retention affects the 

organizational culture.  Edgar H. Schein suggests that the interpretation of core beliefs in 

organizational culture are the basis by which decisions are made, acceptance is granted,  

and truth is determined. (Schein, 2004). This further suggests that without core values 

within a school, then both the student body and teacher flounder.   Bringing  
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organizational culture to the forefront not only aids in the achievement of students, but 

also helps the teacher and the administrators assess reasons for school responsiveness and 

performance.  

 Schools are also faced with higher standards today with regard to teacher 

retention and school performance. Teachers and school administrators are now called to 

be managers and effective facilitators, in addition to disseminating education.  This shift 

from mere education to business management, also causes a heavier burden to be placed 

on school performance . “The American education system was designed at a time when 

our economy was transforming from agrarian to industrial. As the education system took 

shape around the needs of an industrial society, schools were structured to develop the 

skills and abilities necessary to be successful in that economy”. (Tom Vander, 2001). The 

old standards movement, has developed a shift in policy that overhauls state standards 

and accountability systems.  

 School reform policies in the United States revolve around strong accountability 

systems with consequences for performance. With the advent of the Federal No Child 

Left Behind ACT (NCLB), many schools focus largely on meeting the performance 

levels called for in the legislation. “Schools that repeatedly fail to meet the federal 

standards must offer tutoring services and eventually can be forced to replace staff 

members and totally restructure.” (Anderson, 2006)  The performance of schools and  
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teachers as aligned with the No Child Left behind Act,  adds to the complexity of the 

issue of whether teachers leave schools or are asked to leave schools in urban areas.  

 And how does the No Child Left Behind Act influence parental involvement 

which is one of the main factors influencing teacher retention? The answers lie with the 

inherent power parents possess within this legislation.  The NCLB legislation requires 

states and schools to give parents easy-to-read, detailed report cards on schools and 

districts, telling them which schools are succeeding and why. (Education, 1996)  Included 

in the report cards is student achievement broken out by race, ethnicity, gender, English 

proficiency, disability status, low-income status and more importantly about the 

professional qualifications of teachers.  

 The Act ensures that parents have timely information about the schools their 

children attend, and whether or not the schools are performing well or not. This measure 

promotes parental awareness  so that parents do not fell stuck in dead-end low performing 

schools.  Under the federal NCLB laws, schools are also required to make needed 

improvements. The important caveat here is that the NCLB legislation, gives parents the 

option to transfer their children to a higher performing school at will. It also provides for 

supplemental education services, such as tutoring, after school programs or remedial 

classes.   

 Further, the intention of the No Child Left Behind Legislation is to be supportive  
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of  parents, even if it means the parents will indeed make other choices for their 

children’s schooling. “With No Child Left behind legislation permitting students to 

switch from so-called failing schools, key questions are whether parents will act to select 

another school and which schools they will choose.” (Neild, 2005) Indeed, many 

questions arise that suggests parents do not fully understand or are not communicated, the 

value of NCLB legislation.  

  Some parents may feel a comfort zone in knowing the legislation exists, without 

fully understanding their rights unless the school and its administrators talk in an 

informative and communicative role. In part, it could be perceived that parents will 

indeed awaken to the fact that there are choices,  and their children have every right to 

the best education although it is like waking a sleeping giant.  In other words, No Child 

Left Behind sounds good, but are the implications furthering the exodus of quality 

teachers in urban schools?  This also may imply that the No Child Left Behind 

legislation, helps to create a gulf between parents and teachers while sabotaging quality 

retention of educators.  Further research on the effects of the No Child Left Behind Act in 

a parent empowerment based model and the correlation on teacher retention is needed.  
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Summary  

  

 Teacher retention has long been a problem in urban communities.  Teachers cite 

that  one of the prevailing reasons they leave urban schools is lack of parental support and 

involvement in the school.  The development of a collaborative relationship between 

teachers and parents requires education, empathy, and a more strategic approach to parent 

involvement. As schools exhibit frustration with the parents and vice versa, their children 

become increasingly lost in the shuffle and have little direction. Understanding and 

establishing a relationship model for parents and teachers is key. For this reason, the 

focus is on changing the landscape of how these at-risk parents and teachers develop a 

community that involves relationship building. 

 Currently, there are many programs that exist to bring such a relationship to the 

community. However, increasingly schools administrators are finding that these 

programs simply do not work.  Parent training groups frequently show low attendance 

and are costly and difficult to administer. (Lim, 2005) There is an urgent need however, 

for such groups to exist or co-exist in the conjunction of parent/teacher association 

groups. School administrators should focus on breaking old patterns to build relationships 

between parents and teachers that extend beyond traditional parent/teacher associations.   
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  The drive to recruit and develop quality teachers may require the breaking of 

traditional schools of thought, and develop a more sophisticated recruitment program. 

Successful retention requires a recruitment program that enlists qualified teachers who 

intend to stay.  In addition, qualified teachers need to made aware of the complexities of 

teaching in an urban setting, so that their expectations are not relegated to unrealistic 

ideas. Teaching in urban settings can be a difficult undertaking, but the correct mix of 

mentorship, leadership and parental involvement could change the landscape of  schools 

in urban areas.   
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Comparative evaluation of two majors designed for elementary science teacher preparation 
 

For students to understand inquiry and use it to learn science, 
their teachers need to be well-versed in inquiry and inquiry-based 
methods.  Yet most teachers have not had opportunities to learn 
science through inquiry or to conduct scientific inquires 
themselves. (Pg 87 Inquiry and the National Science Education 
Standards: A Guide for Teaching and Learning) 

Science content knowledge is positive indicator of pre-service teachers’ ability to teach 
science, and the Integrated Science (ISCI) major was designed to maintain rigorous science 
content.  However, Shulman (1987) describes pedagogical subject matter knowledge as the 
integration of pedagogical knowledge and subject matter knowledge into the ability to use both 
in a way that is instructionally appropriate.  To improve their teaching students need to learn the 
pedagogical theory that is directly related to the subject matter they will teach.  (Berlinger, 1989, 
Shulman, 1986, 1987).  We attempted to address this concern as we developed the ISCI major. 

The majority of the core courses in the new ISCI major were designed for pre-service 
teachers.  Some were electives in the older Group Science (GSCI) major and five are new 
courses specifically designed for the ISCI program.  Three courses were specifically designed or 
revised to integrate two or more science content disciplines.  Our goal in the new major was to 
maintain rigorous content while demonstrating relevant pedagogy for K-8 teachers.  In particular 
the faculty adopted the learning cycle and use or demonstrate the 5E instruction model in all our 
courses.  

In the old group science major students have many elective options and regularly took 
courses with content science majors.  These courses were also taught in large lecture classes 
where the “audience” was diverse.  Conversely, in the ISCI program, most of our courses are 
limited to twenty-four students and faculty provide opportunities for independent inquiry, 
cooperative group work, and semester-long projects.  In many cases the laboratory sessions 
precede the discussion and flow based on students’ questions and needs.  Students are constantly 
reminded to consider, and demonstrate through lesson plan development, how the science 
content can be adapted to relevant lessons for the K-8 classroom.  
 The research project evaluates the impact of the revision on students’ science teaching 
efficacy.  Self-efficacy as a predictor of behavior is grounded in Bandura's (1977) work.  He 
hypothesized that efficacy has two dimensions: self-efficacy, and outcome expectancy.  Bandura 
described self-efficacy as a belief that a person could do something to produce a specific 
outcome and outcome expectancy as "a person's estimate that a given behavior will lead to 
certain outcomes" (p. 79).  Bandura (1977; 1981; 1982; 1989a & b) theorizes that over time 
individuals are able to anticipate their behavior in a specific situation.  Cause and effect based on 
experiences would change individual’s beliefs about how they will cope in a specific situation in 
the future.  Self-efficacy beliefs are "not simply inert predictors of future behavior", individuals 
with more efficacious beliefs "make things happen" (Bandura, 1989a, p. 731). 
 A person with high self-efficacy is confident about a specific task and that may influence 
his/her behavior including effort, persistence, ability to learn, and ultimately performance and 
achievement  (Bandura, 1977, 1982, 1989; Schunk, 1989a & b; Zimmerman, Bandura, & 
Martinez-Pons, 1992).  Applying Bandura's theory of social learning to elementary science 
teaching, if teachers have low science teaching efficacy they are likely to avoid teaching science.  
Conversely, if teachers have confidence in their science teaching ability, science will be taught.  
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Riggs and Enochs (1990) developed a science teaching self-efficacy instrument for pre-service 
teachers.  This instrument measures both of Bandura’s constructs of efficacy.   

Teachers’ sense of efficacy, that is, the extent of their belief that their efforts affect 
student learning is a significant indicator of effective teachers.  Several researchers ((Finson & 
Beaver, 1994; Riggs & Enochs, 1990; Wilson & Scharmann, 1994; Koballa & Crawley, 1985) 
have demonstrated that elementary teachers with low science efficacy tend to avoid science 
instruction; or if not, then science instruction is sporadic or is given inadequate amounts of time.  
This study focuses on pre-service elementary science teachers and examines the impact of 
content combined with pedagogy on their science teaching efficacy.  As I compare students who 
completed the old group science major to the new integrated science major I would test the null 
hypothesis that the revised program has no significant impact on science teaching efficacy. 

The Science Teacher Efficacy Belief Instrument (STEBI-B) was administered to 
approximately 50 students from each test group.  The instrument was especially developed for 
pre-service teachers, and includes 23 Likert-scaled statements relating to personal beliefs about 
teaching science.  Response categories are "strongly agree," "agree," "uncertain," "disagree," and 
"strongly disagree."  The STEBI-B measures two sub-scales related to Bandura's (1977) theory 
of self-efficacy and applied to teaching by Gibson and Dembo (1984).  The two subscales are 
personal science teaching efficacy (PSTE) and science teaching outcome expectancy (STOE).  
The questionnaire also included demographic data including gender, age, and number of high 
school and college science credits completed.  Students’ responses were tabulated in Excel® and 
analyzed using SPSS®.   

I will present the findings of this research and discuss its implications for elementary 
teacher preparation in science.  Specifically, I will address the impact of content vs. content 
linked to pedagogy, the importance of providing opportunities for lesson planning and service 
learning in school and their impact on pre-service teacher science teaching efficacy .  
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ABSTRACT 
 
Blogs, Podcasts and Wikis are freely accessible Web tools that can easily be 
used in arts education at all levels to enrich teaching and to engage student 
learning.  Examples of virtual art galleries created by University students are 
shown, along with their embedded Podcasts and Wikis. How these Internet tools 
are used in the arts classroom for student curated exhibitions, critiques, and 
reflections is discussed. 
 

PAPER 
 

     Imagine a group project with boundaries as fluid as the Pacific Ocean and 
with the fantastic reach of a Hawaiian rainbow.  Current Internet tools, Blogs, 
Wikis and Podcasts provide a spectrum of possibilities and have created a sea 
change for teaching and learning in the arts.  Easy to access from the Web, free 
of charge, and simple to use, these tools enable students to create exciting 
personal digital spaces and give teachers an exciting arena unlike any other in 
educational history. 
 
     With Blogs and Wikis, the operational dynamic is community authorship.  An 
abbreviation of the word, Weblog, a Blog is essentially an online journal arranged 
in chronological order.  The author creates postings that may include text, 
hyperlinks, images, sound files and movies, that may or may not center on a 
specific theme. 
 
     Sample artist Blogs often include online portfolios of art work.  One interesting 
example of a Photo Blog is Kathleen Connally's, A Walk Through Durham 
Township, Pennsylvania.  This artist takes beautiful photos on her daily walks 
and posts them on her Blog. (Connally, 2006) 
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     A simple Google search will result with hundreds of artists' Sketchbook Blogs 
and some interesting art project making Blogs such as SwarmSketch by Peter 
Edmunds (Edmunds 2006) and Learning to Love You More, by Yuri Ono (Ono, 
2006), to name a few.  Viewing these few examples will inspire new pedagogical 
applications in the arts. 
 
     Blogs may be enabled to accept, limit, or deny general access.  These 
parameters may be arranged in the initial set-up to allow for maximum security or 
exposure.  Visitors to the Blog may comment on the page and build content. 
 
     In my graduate courses at the University of the Arts in Philadelphia, I have 
used Blogs for group asynchronous glossary building, for conducting online 
project collaborations with art professors at other universities, for showcasing 
student project portfolios, and for critiques and reflections. (Julian, 2006) In my 
courses, Blogs have proven to be a perfect venue for an eLecture, either as a 
supplement to my face to face course meetings, or by inviting guest artists and 
eLecturers into the classroom. (Julian 2004) 
 
     Opening up the arts classroom to input from distant authors and outposts 
reflects the current sociological phenomenon of crowdsourcing.  Coined by J. 
Howe in Wired Magazine in 2006, crowdsourcing is a term to describe the 
outsourcing of knowledge work to geographically remote persons on the Internet. 
Popular web sites like Wikipedia, Ebay, YouTube and Blogger enlist the outside 
participation by unrelated persons to create content. (Howe, 2006) 
 
     In a recent exhibit, Phantom Captain, Art & Crowdsourcing, at Apex Art 
Gallery in Tribeca, New York, curator Andrea Grover displays the works of artists 
who explore "distributed creativity."  Volunteers from 10 - 10,000 contribute to an 
ongoing art project.  "The effort is an exploration of a crowd's aptitude for creative 
consensus, rendering something akin to a portrait of contemporary collective 
unconscious." (Grover, 2006) 
 
     Art Education graduate students enrolled in my Interactive Media course at 
Uarts explored the potential of Blogs, Wikis, and Podcasts for small scale 
crowdsourcing in a recent project. Their challenge was to create a virtual art 
gallery on Blogger using all three tools.  Blogger is an extremely user friendly 
Internet application.  The students were instructed to post a minimum of six Web 
ready jpgs with corresponding image credits, either their of their own personal 
artwork or that of invited artists. To view them on Blogger, they downloaded their 
images to Image Shack, Photo Bucket, or Flickr, popular image hosting sites. 
 
     Additionally, they were instructed to include their curators' statements as text 
and also as a Podcast sound file on their Blogs.  Podcasts are amateur digital 
radio on the Internet. To create the Podcasts, they used an iPod with an attached 
Griffin iTalk mic, their cell phones with Audio Blogger, or by simply speaking into 
the computer microphone and using Gab Cast. 
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     Each student's  virtual exhibit Blog also included an original Quicktime movie, 
Ink City, made with iMovie.  For this project, inspired by the work of Chen 
Shaoxiong, students took digital photographs of urban scenes in Philadelphia, 
then rendered them in black washes on paper, scanned them, and imported 
them into iMovie.  They worked individually to combine the class images or to 
use only their own for their piece.  After uploading their movies to Ourmedia.org, 
they placed the corresponding link in their Blog. 
 
      Using Peanut Butter Wiki, each student also incorporated a Wiki into his or 
her virtual galleries.  A Wiki's appearance is similar to a Blog with the added 
feature "that anyone can edit anything anytime they want." (Richardson, 2006)  
Unlike a Blog, where each post is separate and stacked in chronological order, a 
Wiki's content may be constantly edited. 
 
     Because of this interesting aspect, after each student began their virtual art 
gallery Wiki by briefly writing out their artist's intention for the works, members of 
the class were able to go into each of their classmates Wikis to make edits. They 
could add new insights and interpretations of the work, references and hyperlinks 
to other artist and also images, all on the original posting. 
 
     With a Wiki it is possible to create a community authored critique or art review 
on the Internet, one that includes multiple perspectives and experiences, one that 
could potentially be scaleable and crowdsourced.  
 
     Gallery 605, the course Wiki, was created simultaneously, to function as a 
metacritique of the students' entire virtual gallery experience where they could 
build a consensus of their virtual gallery experience using Blogs, Wikis, and 
Podcasts.  It also proved to be an effective formative assessment method for the 
project, unfolding in real time. 
 
     In summary, the tradition of artist collaborations takes on an entirely new 
significance and scope when conducted on the Internet.  The phenomena of 
crowdsourcing and Blogs, Wikis and Podcasts are artifacts of our very interesting 
socioeconomic times, with exciting applications to the art classroom.  Like 
Hawaiian rainbows they bridge vast distances and connect distant points in 
space, and like the Pacific ocean, they are a fluid medium of great exploration 
and joy. 
 
 
 
      
 
      
 
 

2007 HICE Proceedings 
Page 2698



June Julian 
Teaching with Blogs, Podcasts & Wikis 

4 
 

References 
 

Connally, Kathleen. (2006). A walk through durham township, pennsylvania. 
Retrieved October 25, 2006 from http://www.durhamtownship.com 
 
Edmunds, Peter. (2006). SwarmSketch. Retrieved October 25, 2006 from 
http://swarmsketch.com 
 
Howe, Jeff. The rise of crowdsourcing. Wired. Vol. 14.06, June 2006. 
 
Ono, Yuri. (2006). Learning to love you more. Retrieved October 25, 2006 from 
http://learningtoloveyoumore.com 
 
Grover, Andrea. (2006). Phantom Captain: Art & Crowdsourcing. Retrieved 
October 25, 2006 from http://www.apexart.org/exhibitions/grover.htm 
 
Julian, J. (2006). Teaching art in the blogosphere. Paper presentation. Hawaii 
International Conference on the Arts and Humanities, Honolulu, Hawaii. 
Published in the Proceedings. 
 
Julian, J. (2004). Online guest lectures add to the learning experience. Published 
in Internet Cl@ssroom, September 2004. 
 
Richardson, Will. (2006). Blogs, wikis, podcasts, and other powerful web tools for 
classrooms. Thousand Oaks, CA: Corwin Press. 
 

 
 

Resources 
 

Blogger http://www.blogger.com 
 
Audio Blogger http://www.audioblogger.com 
 
Image Shack http://imageshack.com 
 
Flickr http://flickr.com 
 
Gab Cast http://www.gabcast.com 
 
Peanut Butter Wiki http://www.pbwiki.com 
 
Our Media http://Ourmedia.org 
 
 

2007 HICE Proceedings 
Page 2699



June Julian 
Teaching with Blogs, Podcasts & Wikis 

5 
 
 
 

2007 HICE Proceedings 
Page 2700



 
Title: Techniques to Engage the Online Learner 
Authors: Virginia W. Junk, William S. Junk, and Brenda Toevs 
Affiliations and Mailing Addresses: Virginia W. Junk and Brenda Toevs: School of 
Family and Consumer Sciences, PO Box 443183, University of Idaho, Moscow, ID 
83844-3183.  William S. Junk: Computer Science Department, PO Box 441010, 
University of Idaho, Moscow ID 83844-1010 
E-mail addresses:  vjunk@uidaho.edu and billjunk@cs.uidaho.edu 
Full paper follows below: 

2007 HICE Proceedings 
Page 2701



 
 
 
 
 
 
 
 
 
 
 

Techniques to Engage the Online Learner 
 
 
 
 
 
 
 
 
 

Dr. Virginia Junk, Professor 
School of Family and Consumer Sciences 

 
William Junk, Assistant Professor 
Computer Science Department 

 
Brenda Toevs, Graduate Student 

School of Family and Consumer Sciences 
 

University of Idaho 
Moscow, ID 83844 

 

2007 HICE Proceedings 
Page 2702



ABSTRACT 
 

 A survey conducted by the Sloan Consortium in 2003 revealed 1.9 million 

students were enrolled in online classes with institutions projecting 2004 enrollment to 

exceed 2.6 million students (Saba, 2005). To effectively serve these students, 

educational materials must be developed, structured, and distributed using pedagogy 

that best support online learning. 

 In this paper we review the recent literature regarding electronic pedagogy – the 

term for preparing materials for the online learner. We identify a list of twenty reported 

components for success and then augment this with what the authors have learned 

during five years of teaching online WebCT classes. We also provide examples of 

WebCT course pages that illustrate the application of selected concepts. Suggestions 

for how to implement these concepts are discussed. Implications for future online 

instruction, based on the evolving electronic pedagogy are provided. 
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INTRODUCTION 
 

The National Center for Education reported over 56% of higher education 

institutions in the United States offered distance education in the 2000-2001 academic 

school year, with 90% of the institutions using asynchronous internet instruction 

(Natriello, 2005). A survey conducted by the Sloan Consortium in 2003 revealed 1.9 

million students were enrolled in online classes with institutions projecting 2004 

enrollment to exceed 2.6 million students (Saba, 2005). 

There are a numerous learners whose only feasible way to obtain information or 

courses is from online sources. The emergence of online learning enables us to reach 

audiences that previously were hard to serve. Cooperative Extension and higher 

educational institutions see e-learning as a way to expand their offerings to those who 

would otherwise not have access (Naidu, 2003). Online learning allows students more 

workshops or classes to choose from and results in a greater flexibility in personal 

scheduling. In order to best serve these audiences we must prepare educational 

materials that are developed, structured, and distributed using pedagogy that targets 

effective online learning.   

 As in the traditional classroom, it is important for instructors to be knowledgeable 

and responsive to the needs of learners, developing an understanding and appreciation 

for their students. When creating online materials, it is particularly important for 

instructors to understand the pedagogical differences that exist between face-to-face 

and online learning situations. Learning should move away from a teacher-centered to a 

student-centered approach using inquiry and project-based learning activities (Lowes, 
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2005). Online learning should involve three types of interaction: 1) learner to learner 2) 

learner to content and 3) learner to instructor (Misanchuk & Anderson, 2001). 

The goal of an online program should be to provide an environment which 

actively engages students in the learning process and promotes independent learning 

where students take ownership of their work. The role of instructors shifts, placing more 

emphasis on facilitation where the instructor provides the structure for the course with 

scheduled assignments and due dates, and guidelines on how to complete assignments 

(Lowes, 2005).  

What We Know About Online Education Instructors 

Some of the same things that make for successful face-to-face instructors also 

apply to successful online instructors.  These things include good communication and 

organizational skills as well as the ability to use questioning strategies which promote 

critical thinking skills in students (Davis & Roblyer, 2005). However with online teaching, 

instructors need to be able to interpret students’ needs through nonverbal cues since 

verbal cues are unavailable. One means of accomplishing this task is to watch for 

changes in the level of student participation. Initially some students may experience 

difficulty getting started with a course. These difficulties can discourage them 

significantly. Instructors who anticipate these difficulties will be able to better assist their 

students and enhance the online learning experience (Palloff & Pratt, 2003).  

Successful instructors find ways to get students involved by using facilities such 

as chat rooms or threaded discussions on a discussion board. Instructors can pose 

questions that require students to use higher order thinking skills (Junk and Culbertson, 

2004) and then post responses to students’ postings that challenge students to further 
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explain their viewpoint. Posing questions that are open-ended in nature can encourage 

higher level thinking such as evaluation, analysis and integration. 

One of the most important determinants of the quality of student experiences and 

learning outcomes in an online program is the quality of interactions between the 

students and instructor. When instructor involvement is low, outcomes are not as 

positive as in a face-to-face course. However, when the instructor’s interaction level is 

high, this can enhance the student’s learning experience. Learning outcomes are more 

likely to be reached with a high level of interaction (Zhao, Lei, Lai & Tan, 2005). One 

indicator of quality of student experiences is the course evaluation scores from student 

evaluations. Some find that online course evaluation scores are higher than face-to-face 

courses (Junk and Culbertson, 2004). 

 The online instructor assumes four roles in the teaching / learning 

process. The first role is pedagogical. In addition to being a content provider, the 

instructor also becomes the content facilitator (Bonk & Dennen, 2003). The instructor 

asks questions, encourages students, and designs instructional activities. The second 

role is a social role. The instructor needs to provide a friendly, nurturing and safe 

environment, which enhances communication through discussions and feedback. The 

third role is a managerial role, where the instructor coordinates assignments, specifies 

due dates and expectations, and responds with timely feedback. The instructor should 

inform learners of their role and responsibility before the course begins, making sure 

that students are familiar and comfortable with using the required technology (Patsula, 

2001). While it is important for the instructor to challenge the learner, create curiosity, 

and to help learners achieve personal learning goals, it is essential to avoid information 
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or assignment overloading for the sake of the student and the instructor (Patsula, 2001). 

The fourth role is technological, providing tutorials or information regarding the use of 

technology contained on the web site (Bonk & Dennen, 2003). 

Palloff & Pratt (2003) found that in order to keep learners engaged, a typical 

online class will require an average of 18-19 hours per week of instructor activity. How 

much time it takes varies with the number of credits or sessions, how many students are 

participating, and how much commitment to the course the instructor is willing or able to 

make. Much of this time will be spent making personal contacts with students, either via 

threaded discussion or by email. By printing student’s postings from the discussion 

board, the instructor can then read them away from the “instant response” mode of the 

threaded discussion. This gives the instructor time to reflect on the student’s thoughts 

and ideas. When responding to a discussion post, it is effective to formulate it in a text 

document, spell-check it, and then cut and paste it onto the discussion board. While this 

process can be time consuming for the instructor, it is vital in modeling professional 

writing for the students. Keeping the threaded discussion flowing engages the learner 

and they look forward to checking postings to see who has responded. It builds 

connections when students get a timely response – they know someone is “out there” 

and while it is not as quick a response as face-to-face you can “wow” your student 

“customers” with instructor reaction time (Junk and Culbertson, 2004). Providing this 

type of quick response means that an instructor and their students can work 24/7 – the 

Web is always accessible. 
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What We Know About Online Education Students 

For students to be successful online learners, they need to be self-motivated, 

well-organized, and capable of being independent learners who are reflective and 

critical thinkers (Lowes, 2005; Patsula, 2001). Students who are open-minded and 

willing to share information regarding their lives, work, and educational experience are 

more able to connect with other students as well as apply new knowledge to their past 

experiences. When they encounter a problem or lack of clarity with an assignment, they 

must be willing to communicate with the instructor. Students need to commit time to 

course studies on a weekly basis and not assume the online version will be easier than 

a face-to-face course – a common misconception. Since collaboration is an integral part 

to quality online courses, students must be able and willing to work with other students. 

Finally, students need to be internet and computer literate, and willing to become 

familiar with the tools used on the course web site (Palloff & Pratt, 2003). 

The online learner needs continual reassurance that they are on-track with 

postings and assignments. They want clear instructions and course expectations. 

Students need to feel comfortable discussing with the instructor, any problems they may 

be having. It is important to avoid information overload, by assigning a reasonable 

workload. Online learners especially appreciate prompt, personalized, specific, 

feedback from instructors (Lowes, 2005). 

Most institutions allow students to enroll in online courses without questioning 

how well an online class fits a student’s learning style and circumstances (Palloff & 

Pratt, 1999). In 1999 a study was conducted with 166 online learners in 21 courses. 

Regardless of their learner preference style, the students’ grades were similar to those 
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taking the course face-to-face. Most students were independent learners, preferred 

working alone, and were confident about their abilities to achieve their academic goals 

(Johnson, 2003).  

Isolation can be reduced by building a sense of community among the online 

learners (Fisher, Thompson & Silverberg 2005). The instructor’s role in developing 

collaborative work, asking open-ended questions for students to answer on the 

discussion board, and requiring student participation in discussions can help build a 

sense of community (Hill, 1997).  

Among the most common difficulties expressed by online learners is feeling 

isolated from the other students and instructor (Hill, 1997). The lack of social outlets in a 

virtual classroom can lead to isolation of students (Fisher, Thompson & Silverberg 

2005). According to sociocultural theory, social interaction is vital for cognitive 

development. Higher order thinking skills develop from relationships. It is important for 

the instructor to develop strategies to build these relationships, reducing isolation 

(Gunawardena, 2004). 

Technology Considerations 

Today, access to adequate high speed network communications is more of an 

issue than basic network and computer access. The issue of network speed, particularly 

in rural areas, means that materials that load slowly on a dial-up connection should be 

limited. Students may get frustrated waiting for things to load and give up. On the other 

hand, tailoring material for slow connections may make the material seem boring and 

unimaginative. Course developers must balance the need to service learners on slow 

connections against the opportunity to enrich the course material with items requiring 
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considerable bandwidth. The old saying of “A picture is worth a thousand words” is very 

applicable to online learning. At the far extreme, some students may not possess the 

skills or knowledge to use the technology, which may discourage them and lead to their 

dropping out of the online program or course (Naidu, 2003).  

Do We Use Different Pedagogy For Online Learners? 

Pedagogy for online education is unique and requires using techniques not 

generally employed in the traditional classroom environment. The instructional design 

must be tailored so as to build a community of learners through collaboration, 

discussion, and reflection. These are the same aspects of design used in successful 

face-to-face instruction, but are accomplished in different ways.  Online course 

pedagogy is often termed electronic pedagogy (Natriello, 2005). 

When presenting content online, it is best practice to follow the age old advice 

“don’t assume anything.” Since instructors are not able to see the student’s confused 

look as they would in a face-to-face classroom, it is extremely important to make sure 

directions and expectations are very clear and explicit. Assignments and their due dates 

posted on the web should be double checked in order to avoid any errors or 

discrepancies that may confound the students. Course goals and objectives should be 

clear and concise (Hosie, Schibeci, & Backhaus, 2005).  

The online instructor should post updates to any web pages and remind students 

via an email to check the course web site for the updates. Since some students equate 

technological skill with intelligence, it is vital that the instructor is familiar with the 

content and technology of the web site. Experts suggest giving students an introduction 
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to the course website, exploring both the navigational aspects and content, during the 

first week of the course (Sudzina & Sudzina, 2003).  

 The course should be organized in such a manner as to promote a sense of 

continuity (Hill, 1997). The web design should include attractive instructional features, 

since studies show aesthetics are as important as content and maximize student 

learning (Abbey, 2000; Cornell & Martin, 1997). Using a uniform style of font, as well as 

appropriate and consistent spacing, resolution and layout throughout the course will 

enhance the online pedagogical approach. Web pages should be easy to read and not 

require the student to scroll down the page to read the content. The icons should be 

easy to identify and intuitive. Use high quality images but make sure the graphics can 

be downloaded within a reasonable amount of time (no more than 30 seconds) to avoid 

slowing down the learning process and frustrating students. It is recommended to 

hyperlink readings located on other web sites (Hosie, Schibeci, & Backhaus, 2005). Be 

sure to check that the links are still active. Make the pages look like they were designed 

for an online course and not just text reused from an existing conventional course. 

In addition to course content and the organizational aspects of an online course, 

instructors should carefully consider how they will encourage interaction among 

students as well as interaction between the students and instructor (Patsula, 1999; 

Procter, 2002). Interaction can be categorized either as asynchronous or synchronous. 

Asynchronous interaction takes place when students post discussions at various times 

as opposed to synchronous when all students interact online at the same time within a 

“chat room” environment. In other words, the goal is to develop a community of online 
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learners who interact with the instructor, the course content and other students (Palloff 

& Pratt, 2003).  

Instructors can promote interaction through discussion by modeling the type of 

participation that is expected, and by setting clear guidelines related to when students 

should post and how long postings should be (Bonk & Dennen, 2003). Junk and 

Culbertson (2004) suggest contacting students by e-mail if they are not participating in 

discussions to determine if they are experiencing a problem with the course. When 

posting reactions to students’ assignments, consider that other students will be able to 

read your comments. Keep anything that could be critical, embarrassing, or private out 

of the posting and instead send those comments directly to the student via an e-mail. 

Students need feedback, both informative and acknowledgment. Informative 

feedback includes responding to performance on assignments and discussions as well 

as letting students know how they are progressing in the class. It is important for 

students to be reminded about deadlines and with what criteria evaluation will be 

formed. Acknowledgement feedback includes responding to students when they submit 

assignments or send an e-mail of inquiry. When students send the instructor an e-mail, 

it is considered best practice to respond within 24 to 48 hours (Palloff & Pratt, 2003; 

Johnson, 2003). 

It is vital to encourage communication among students to build a sense of 

connection and camaraderie. One method used to help connect students is to create a 

site with students’ pictures and brief biography. Students are able to “put a face” to the 

name of their peers, which helps to build relationships (Sudzina & Sudzina, 2003). 
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There are privacy issues when posting pictures or biographies of students, so this 

should be optional. 

The online learning environment flourishes when instruction moves from a 

teacher-centered approach to a learner-centered approach. With this shift, students 

cooperate and collaborate with other students on assignments. However, it is important 

not to pack assignments too closely together. The students and the instructor need to 

have “breathing room” between assignments (Sudzina & Sudzina, 2003).  

The best assignments are innovative, contain clearly designed performance 

outcomes, and use interactive instructional strategies. It helps students if there are 

examples of “good” assignments for them to view. It is imperative for students to have 

prompt feedback regarding their assignment performance (Hosie, Schibeci, & 

Backhaus, 2005). The instructor should also have a space where students can access 

their grades on assignments at any point during the online course (Lowes, 2005).  

 In creating online course materials that motivate students, use sensory stimuli such 

as aesthetically pleasing web design, well organized materials, and graphics that garner 

attention and stimulate curiosity. Photos and graphs make information easier for the 

student to understand. In narratives, use active voice and action verbs in moderate 

length sentences (Fernández, 1999). 

 Participants need to feel a sense of accomplishment. This may be in the form of 

descriptive praise or encouragement from the instructor, doing well on a project, or 

achieving a good grade. Above all the instructor’s participation, interaction, and 

enthusiasm are vital in motivating students (Cornell & Martin, 1997).  
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In summary, the key components that lead to success in the online learning 

environment as identified in the literature are: 

1. Engage the student. 

2. Invite the student to contact the instructor when needing assistance. 

3. Provide online course materials that are well organized and visually 

pleasing. 

4. Post the class schedule or timeline containing clear due dates for 

assignments and discussion postings. 

5. Provide clear learning outcomes or objectives. 

6. Create presentation slides and activities that reinforce learning outcomes. 

7. Develop assignments that reinforce learning outcomes requiring students 

use higher level thinking to analyze and apply what they are learning, 

including requiring posting reactions to others’ assignment postings. 

8. Interact with students in a conversational narrative making reference to 

assigned learning materials. 

9. Choose graphics, such as photos, video clips, or presentation slides that 

take a reasonable amount of time to download. 

10. Include hyperlinks to websites students must access and a brief 

description of site content, verifying that links are active prior to student 

access. 

11. Provide frequent and descriptive feedback to students. 

The following are additional items that we find leads to success for the online 

learner (Junk and Culbertson, 2004). 
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12. Rather than just meet student expectations, exceed them. Wow the 

student with great “customer” service. Reply quickly, checking and 

responding to postings and e-mail at least once a day. 

13. Provide a link for support with the online course software – this support is 

critical for the comfort level and confidence of those who have never taken 

an online course or program before. 

14. Make the web pages easy to navigate, with each course or program by an 

instructor of similar layout so students will build comfort and confidence 

with the technology. 

15. Prepare an online video welcome so the student can click on it and hear 

and see a short streaming video welcome by the professor. 

16. Have students post a message about themselves so they can get to know 

each other and their professional background.  

17. Provide a discussion board where students only have access. This way 

they can ask each other questions or make comments without worrying 

that the instructor will see their posting. 

18. Clear assignment directions are particularly important for the online leaner 

since they do not have the opportunity to ask questions in person. Provide 

sample “good” assignments so students will know what you expect. 

19. Find links to interactive questionnaires or audio or video clips that 

illustrated course concepts to “mix it up” a bit and relieve potential 

boredom with on-screen text, also appealing to a variety of learning styles. 
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20. Encourage students to complete an anonymous online evaluation of the 

course, using that feedback to improve the course. Some of the questions 

should be open-ended. In addition, let students know you appreciate 

hearing their suggestions or their telling you about things they find 

confusing while the course in being taught in addition to at the end of the 

course. 

METHODOLOGY 

As was just presented, we first performed a literature review to identify key 

concepts that lead to success for online learners. Then these components, along with 

what one of the authors has learned through five years of developing and teaching 

online classes, were then incorporated into class modules. Some of the components 

were already in the modules, because intuitively, they were likely to increase student 

involvement and success. Some were added to achieve consistent best practice. We 

then selected some examples that illustrate effective application of the concepts in 

online course materials. 

APPLICATION OF CONCEPTS TO ONLINE COURSES 

The following figures illustrate application of these concepts using course web 

pages developed for courses taught by one of the authors and delivered to students 

using WebCT. Due to page limitations for the Proceedings, not all components are 

illustrated with figures. 

Engage the Student 
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In Figure 1 students click on  “Introduction to the Course” to listen to the 

instructor’s streaming video welcome, click on  “Meet Your Classmates” and see 

photos of class members, and click on  “Discussions” to post a bit about themselves.  

1

3

2

 
Figure 1. Engage the student. 

 
In addition the following assignment encourages connections: 

To start our class with five extra credit points, place a posting on the “Main” 

discussion board telling us a bit about yourself including: (1) Your consumer and 

work experience, (2) What particular aspects of consumer issues most interest 

you, (3) Your motivation for taking this class. Is it required, did your advisor 

suggest it an elective, or if not these how did you hear about it? and (4) Anything 

else you would like us to know about you or about what you want to learn in our 

class. 

Well Organized, visually Pleasing Web Page 
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Figure 2 shows icons developed for a Research Foundations Course.  These 

icons support the theme of the course – in this case research foundations focuses on 

students as discoverers of knowledge, hence the “Indiana Jones” type theme. Icons are 

kept to a minimum with Course Menu links on the left for ease in navigation. 

 
 

Figure 2. A well organized, visually pleasing web page. 

 

Clear Timeline Including Assignments and Due Dates 

Figure 3 shows an example of a page from a housing course accelerated over 

six weeks in the summer. Because it is accelerated, it is particularly important that the 

module activities and assignments dates are clearly presented. Students can see how 
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long any DVD segment is and how many websites they need to visit, planning their time 

accordingly. 

 

 
 

Figure 3. A clear timeline with assignments and due dates. 

 
Have Students React to Each Other’s Postings 

Figure 4 shows the threaded discussion board available in WebCT for a housing 

class. The board allows students to post their assignments and to read and react to the 

assignments of others, fostering teamwork. Each assignment has its own discussion 

board. The instructor can readily see any postings which they have not yet read and 

responded to. It is a good idea to build into each assignment a requirement that 

students post reactions to other’s postings. 
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Figure 4. Require students to post reactions to other student’s assignments. 

 
Provide Clear Outcomes and Interactive URL Links  

 
Figure 5 shows sample  outcomes and  required websites. All the websites 

are hot links so the student can click on the link and go directly to the site. This 

increases the possibility they will visit the site by making it easy to accomplish. It’s 

important to check the validity of links before students access them. This can take a 

considerable amount of time. Those links that are streaming videos or interactive are 

costly for site sponsors to maintain, and so may be eliminated. This happened in the 

above housing class when the AARP website discontinued video tours of homes built 

using universal design. A General Electric site was then found that has good 

photographs of universal design features in a kitchen. 
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1

2

 
Figure 5. Provide clear outcomes and interactive URL links. 

 

Welcome the Students 

In Figure 6 the bolded items in the text are hot links provided to ease student 

navigation. The first link is an online audio welcome with the instructor’s photo, If the 

student’s internet connection is slow they can click the words “Read the Professor’s 

Welcome…”  to read a textual welcome. The bulleted items link them directly to key 

course information and these same items are also icons on the homepage of the 

course. 
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Figure 6. An online audio video welcome. 
 
 

SUMMARY AND IMPLICATIONS 

It is import to recognize that there is a different communication model that drives 

what takes place in an online course as compared to a face-to-face course. As the 

demand for online learning increases, it is imperative for instructors to develop quality 

classes using the pedagogical methods that best support the virtual environment. While 

some good instructional design and methods used in the face-to-face class setting work 

in online courses, additional considerations are needed for the online learning 

environment. Instructors cannot produce effective online courses by repackaging 

existing course material for online use. To be successful many additions and 

adaptations are needed, and these additions take resources and support from the 

sponsoring institution. The authors have found it takes them around 500 hours per 
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three-credit course to move the course from the face-to-face into an online format. One 

reason it takes this amount of time is because DVDs of guest speakers, student 

presentations, seminars, and site visits were planned and made. Students purchase the 

DVDs as part of their course materials. One major benefit of our approach is that we are 

appealing to a wider variety of learning styles by having readings, audio, and video 

components. Another major benefit is that the work done to polish the online version is 

also beneficial in changing the face-to-face version. 

While it is not easy to prepare a good online course, if we are going to do it we 

want to “astonish our customer” with the quality of what we present. That will both 

provide a good experience for the participant and grow the demand for our programs. 

Our “customers” are accustomed to being on the Internet and viewing commercial sites 

developed with graphic designers. We need resources such as graphic designers, 

videographers, high-tech classrooms for burning presentations by guest speakers to 

DVD, and support in using the technology for students taking the course, and for 

instructors as they develop the materials and teach the class. 

With the increased demand for online learning opportunities comes the challenge 

for instructors who are developing their first virtual course. Since research supports the 

need for online instruction that is developed using an electronic pedagogy rather than 

the traditional pedagogy for a face-to-face course, there seems to be a great need for 

instructors to have opportunities to learn virtual best practices before creating an online 

course. The result will be better education for our students. 
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Abstract 
 

In today’s ever-changing and competitive job market, businesses prefer to hire people with 
experience.  But how do students get experience without getting a job? To help overcome this 
dilemma, the Department of Computer and Information Technology (CIT) in the Purdue School of 
Engineering and Technology at IUPUI has developed an experiential learning program called the 
“Living Lab”.  The Living Lab provides real world experience in networking and security to 
students by having them support portions of the computing infrastructure for various departments.  
The mission of the Living Lab is to serve as the beginning of an experiential pipeline in which 
students apply their knowledge and develop their skills in networking and security.  This paper 
describes the rationale for the Living Lab program, and relates its genesis and later development 
into an integrated experiential program.  Support from the experiential learning literature is 
provided.  Suggestions for developing similar programs and a discussion of the challenges faced 
are offered.  Assessment of student learning in the Living Lab is also discussed. 

 
Introduction 
 

In today’s ever-changing and competitive job market, businesses prefer to hire people with 

experience.  This creates an age-old catch-22 for our students.  They need experience to get a job, but how 

do they get experience if they can’t get a job?  Internship programs are one answer to this dilemma.  

However, in the networking and security fields, even internships require some level of experience due to 

the sensitive and critical nature of the work.  Few employers are willing to allow neophytes to work on 

production systems. To help overcome this difficulty, the Department of Computer and Information 
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Technology (CIT) in the Purdue School of Engineering and Technology at Indiana University Purdue 

University Indianapolis (IUPUI) has developed an experiential learning program called the “Living Lab” 

(http://cit.engr.iupui.edu/citnet/ ).  The Living Lab provides real world experience in networking and 

security to students by having them support portions of the academic computing infrastructure for various 

departments.  Currently students support 9 servers providing a variety of services for the CIT department 

and 2 servers for the School of Journalism used for The Sagamore and Jag Radio (the student newspaper 

and web radio, respectively). 

The mission of the Living Lab is to serve as the beginning of an experiential pipeline in which 

students apply their knowledge and develop their skills in networking and security.  Students who have 

completed the introductory networking courses are eligible for the Living Lab.  No experience in a 

production environment is required.  The beginning student works with more experienced students in the 

Living Lab supporting CIT’s security and networking labs.  As they become more experienced, they 

move through the pipeline into mentoring positions and on to more complex internal projects such as 

working on the Sagamore/Jag Radio project (http://www.sagamore.iupui.edu).  When their level of 

experience and expertise grows, students are ready to work on internships 

(http://www.engr.iupui.edu/intern/index.shtml) or external projects with the Information Technology 

Assessment Center (ITAC, http://www.itac.iupui.edu/index.aspx) or the Solution Center at IUPUI 

(http://www.iupui.edu/~solctr/ ).    

This paper describes the rationale for the Living Lab program, and relates its genesis and later 

development into an integrated experiential program.  Support from the experiential learning literature is 

provided.   Suggestions for developing similar programs and a discussion of the challenges faced are 

offered.  Assessment of student learning in the Living Lab is also discussed. 

Experiential Learning 

Experiential learning – or learning by doing - encompasses many kinds of applied learning 

experiences including practicums, applied projects, service learning, internships, games and simulations.  

The main goal of experiential learning is the integration of theory and application.  More specifically, 
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experiential learning provides students with the opportunity to put their knowledge into practice, get 

experience in their field, and learn industry practices. 

In addition, experiential learning is an important factor in developing life-long learners.  In the 

ever changing world of IT, individuals must be willing to engage in new tasks that will foster 

development of their skills.  According to Bandura (1991, as cited in McCarthy & McCarthy, 2006), 

individuals with high self-efficacy do this, and the most important influence on self-efficacy is personal 

experience. 

But experience in itself does not necessarily lead to learning.  Many researchers have stated that 

reflection on the experience is essential for true learning (e.g. Bourner, 2003; Hannon, McBride & Burns, 

2004; Walker, 2005; Washbourn, 1996).  The use of reflection helps to move the student through Kolb's 

(1984, as cited in Walker, 2005) four-point learning model,  

…from passive recipients of information to learners who observe and experience 
phenomena in the workplace (concrete experience), write about, reflect upon and discuss 
what has been experienced (reflective observation), think about how their experiences and 
those of other students relate to concepts and theories considered in their coursework 
(abstract conceptualization), and use the new knowledge in the workplace (active 
experimentation). (Walker, 2005, p. 73). 
 

The Living Lab experience has been developed to work within this framework  

Living Lab Program Genesis 

With the creation of new Web development and programming courses in 2001, the CIT faculty 

needed access to a server that ran Microsoft's IIS 4.0.  Deemed a security risk, university computing 

centers would not install it in any of their labs.  So the department acquired their own servers that they 

could use for their courses.  The first two machines were set up by the CIT systems engineer who was 

also a faculty member (and program coordinator).  Then a grant for Citrix server software and hardware 

was received, and two additional servers were set up to allow students access to software that was not 

provided by the university in the labs, all of which were administered by the program coordinator. 

 CIT's networking curriculum was also growing, and the program coordinator was busy designing 

hands-on laboratory experiences for the new networking classes.  Students in these classes approached the 
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program coordinator and commented that they felt awkward while searching for jobs and internships 

because they did not have any experience and employers required it.  How could they get the experience 

they needed?  At the same time the CIT server farm continued to grow to support the burgeoning number 

of online courses and faculty requests for testing space.  Help was needed, and the first CIT student was 

recruited.  With mentoring on systems engineering, the student was able to take over the day to day 

administration of the systems.  From that one student, the idea grew and the Living Lab was born. 

The first Living Lab group started with 6 students and grew to 24 students in the spring of 2005. 

Currently an average of 15 students participates in the Living Lab each semester, and the Living Lab has 

expanded to include support for other departments at IUPUI. Today, students in the Living Lab support 2 

CIT networking and security labs, 9 servers providing a variety of services for the CIT Department and 2 

servers for the School of Journalism. See Appendix A for a list of these servers and their services. 

Living Lab Infrastructure 

The Living Lab was designed to provide real world experience for students by supporting 

portions of the computing infrastructure for CIT.  Students in the Living Lab support and maintain the 

teaching labs, as well as the servers for these labs and other servers used by faculty to teach their bricks 

and mortar and online classes.  This allows students to gain experience working on both the client and 

server sides of a network.  Essentially students in the Living Lab provide customer support for their 

fellow CIT students as well as the CIT faculty. 

The CIT Department has dedicated two student classroom labs to support the computing needs of 

our networking and security classes. These labs offer specialized networking and security software that 

students need to complete their networking and security lab work (both in the Living Lab and for lab 

work in regular courses), software not found in the common university labs because of security reasons. 

The CIT labs are isolated from the campus network. In addition to the specialized software, this allows 

students to have administrator access to the computers, providing a realistic working environment without 

compromising security on the campus network.  In addition, instructors in the security courses are able to 
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introduce vulnerabilities for students to uncover and secure – vulnerabilities we do not want released on 

any other network.   

The CIT labs also provide firewalls, switches and routers as class materials to students. These 

devices are fully functional and totally configurable by students. The labs offer the ability for each student 

to individually configure one HP and one CISCO branded switch. All routing equipment is from CISCO, 

which is very common in the workplace. There are currently over 50 switches and over 20 routers set up 

with access to the console provided at each workstation. 

All networking and security students get some hands-on experience using the equipment and 

software in these labs as part of their class work.  Students in the Living Lab gain even more experience 

by maintaining the labs and keeping them ready for class use. Because all students in the lab have 

administration rights, they are able to change many settings on the computer (and do), making it difficult 

to maintain a common build.  One of the main tasks for students in the Living Lab is to re-image the 

desktops in the networking and security labs each week, thus ensuring a consistent build at the beginning 

of each week. 

The CIT Department maintains various production class servers for student and faculty use. All 

of the classes taught by the CIT Department have the ability to host applications and websites on these 

internal servers.   These servers are also built, administered and maintained by students in the Living Lab.   

To qualify for the Living Lab, students must have successfully completed the first two 

networking courses in the curriculum. Then they register for a project class to work in The Living Lab.  

New students with no experience work on lab maintenance and are supervised by more experienced 

students.   As students gain experience, and progress to higher level courses, 

they are allowed to maintain the CIT production servers, supervised by a full-

time Systems Engineer.  

Not only do students in the Living Lab gain valuable real world IT 

experience by maintaining live production systems, they also learn how to 

Faculty Mentor 
(IT Manager) 

Systems Engineer  
(Supervisor) 

Student Mentor 
(Team Leader) 

Students 
(Techs) 

Figure 1 Living Lab 
Organization Chart 
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function as part of an IT team. The Living Lab is set up to emulate an IT department in a corporate 

environment.  The faculty mentor acts as the IT Manager and the Systems Engineer acts as a supervisor 

who directs the technical aspects of the student projects.  A more experienced student is designated the 

Team Leader.  He or she leads other Living Lab students, under the supervision of the Systems Engineer, 

to complete a project. Figure 1 shows the Living Lab organization chart and its correlation to a typical 

corporate setting. 

All team members are required to attend weekly meetings, including the IT Manager and 

supervisor. These meetings are conducted similarly to status meetings in a corporate environment. Project 

management tools are used to track the progress and document milestones for each project. The project 

management tools provide a roadmap for the students to make sure deadlines are met.  In addition, each 

student must report on their project work, making them accountable to the IT Manager and the rest of 

their team.  This provides each student with real world experience in explaining to their IT Manager why 

or why not project deadlines are met, and dealing with the consequences (good or bad).  

An Experiential Pipeline 

As more networking and security opportunities at IUPUI have surfaced, the Living Lab has 

morphed into the beginning of an experiential pipeline in which students apply their knowledge and 

develop their skills in networking and security.  Students are eligible for the Living Lab once they have 

completed the introductory networking courses.  No experience in a production environment is required. 

While we encourage them to start gaining experience early, many students wait until they have completed 

more coursework before they join the Living Lab.  This provides a mix of knowledge and experience 

levels within the pipeline, allowing beginning students to work with more experienced students in the 

Living Lab supporting CIT’s security and networking labs.  As they become more experienced 

themselves, they can move through the pipeline into mentoring positions and on to more complex internal 

projects such as working on departmental production servers and the Sagamore/Jag Radio project. As 

students complete more coursework and their level of experience and knowledge continue to increase, 

they are released to work on paid internships or external projects with the Information Technology 

2007 HICE Proceedings 
Page 2733



 7

Assessment Center or the Solution Center at IUPUI.  Figure 2 illustrates this pipeline. Currently, students 

support approximately 15 projects in the Living Lab, 5 intermediate projects with Sagamore/Jag Radio 

and 4 projects with the IT Assessment Center. 

 

Figure 2 The Experiential Pipeline 
 

Starting a Living Lab Program 

Start small.  Only four things are needed to start a Living Lab program: a server or lab requiring 

support; one or more students interested and willing to work; a faculty member willing to mentor and 

supervise them; and support from the chair of your department and the dean of your school.  Everything 

else stems from that. 

If you have a networking and security lab for your majors, your Living Lab students can provide 

the implementation and support for the lab.  A dedicated lab is best as the students can maintain that lab 

and have first-hand feedback on its use through their classes.  If that is not possible, look for collaborators 

in your institution that are student-centric and willing to let students take care of their labs, with 

supervision of course.   
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Whatever scenario is used, it is essential that the lab maintained by the Living Lab students is 

isolated from your university network by a firewall.  To gain real world networking and security 

experience, students must have administrator rights to PCs and servers so they can work with the network 

operating system components and experiment with security settings - things that are not generally allowed 

in common university labs.   

An unexpected side benefit of having these separate labs is the flexibility it provides to support 

special requests.  Because the labs are maintained by the Living Lab students, the CIT department is able 

to easily install any software required for special training sessions, bypassing the long lead time and 

bureaucracy involved in getting software installed in a university lab.  Since the labs are refreshed 

weekly, the temporary installation of additional software does not cause problems with any classes. 

Challenges 

The Living Lab program has faced several challenges over the years, primarily how to 

accommodate the numbers of interested students, what they could work on, and where and when they 

could do their work.  To be effective, each student or student team must have at least one project that he 

or she can research, implement, and maintain each semester. 

The first two challenges were met internally with the addition of the second laboratory to be used 

for the security courses, and externally by the creation of the IUPUI Solution Center and the IT 

Assessment Center. The addition of the security lab with twenty-two desktop machines, 20 HP 4000 

switches, a firewall/internal router, and all the related wiring provided more installation and maintenance 

projects for the students and another physical space in which they could work.  Both the Solution and IT 

Assessment Centers bring a wealth of external projects for students to work on.  This has increased the 

Living Lab capacity to about 25 students each semester.   

Time in the labs for the students to do their work was also problematic for the internal projects.  

The labs and servers supported by the Living Lab are used almost nonstop during the week for CIT 

courses.  Fortunately, most courses for undergraduates are taught following a Monday/Wednesday or 

Tuesday/Thursday schedule.  This left Friday for the students to do their work.  Occasionally however, 
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the labs are used for special sessions.  In addition, the Living Lab students often need more than one day 

to complete their work.  So it was decided that the labs would be open for the Living Lab and other IT 

experience students on Friday and Saturday from 9 a.m. to 5 p.m.   To help support this setup, the 

Systems Engineer who supervises the Living Lab students works Tuesday-Saturday.  

Assessment of Student Learning 

Recognizing the role of reflection in extracting learning from experience, each student in the 

Living Lab is required to do the following: 

1. keep a engineering journal throughout the semester,  

2. submit a written project report at the end of the semester, and 

3. present their report orally to the other Living Lab students.   

Each of these components provides an opportunity for students to reflect on what they are 

learning and how it relates to the concepts introduced in their courses.  The engineering journal is 

designed to be a formative reflection on the projects tasks assigned to the student, as they occur.  In the 

journal, students are asked to record their project activity, important troubleshooting discoveries and the 

processes they undertook to accomplish a particular task in the project.  They are also asked to reflect on 

their educational experiences and to relate how the courses they have taken have helped them in their 

project work.  Here are excerpts from student journals: 

We have run cables in SL209.  This was the most exciting just know it that by the time it is 
done, it will be like a brand new lab.  We bought cables, and all necessary equipment to 
complete this task.  We have stayed with John and Pat, till over mid-night to complete the 
cabling to move forward with other projects. The hands on experience in installing software, 
hardware made all the difference to what we talked and learned about in class.  
 
Finished securing IT268, the wiring and cables were provided by dean brown, I stored them 
in the server room on the fifth floor, the process was simple cut the wire and to suitable 
length and then run the wire through the monitor security clip down through the back of the 
PC, then secure the wire around the cutout in the table or desk which ever you want to call it, 
then place double slide on and then crimp the end with the one whole slide, crimp one end 
first then use this end to stop at the monitor, so one end is already secured and stops at the 
monitor, this is to prevent the crimping tool from damaging the monitor, due to there (sic) 
size 
 
Leila and I did some reserch (sic) on the Ghost Client software so that we could resolve the 
SID issue in IT 268. I figured out that if you go to the tools and Remote Client Install within 
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the program that you can add computers to the list of Client Installs. Leila knows more about 
this than me. I will attempt to get more information from her Friday since I have been busy 
this past week.  
 
By recording their processes, procedures and fixes, each student creates their own working FAQ 

to carry forward.  Should a similar situation arise, they can refer to the journal for help.  Requiring some 

reflection helps the students put all the pieces together and become more self sufficient problem solvers. 

As the students reflect on their project work, they gain confidence in their ability to accomplish any IT 

project or task that they are given. It is amazing to see students without experience come into the Living 

Lab as uncertain neophytes and leave with confidence in themselves and their abilities.  The journal 

requirement also introduces them to a professional practice, which they will hopefully continue to use 

throughout their career. 

If done well, the journal is a big asset in preparing the project report and oral presentation. These 

are opportunities for summative reflection in which students are asked to communicate what they have 

accomplished over the semester and, more importantly, what the Living Lab experience has meant to 

them.  They are expected to clearly state what kinds of projects they did, the purpose of each project, how 

this experience related to their course work, and how it may help them with future employment.   

These requirements are directly related to the learning objectives of the Living Lab (which were 

formally articulated after much thought, with a bit of help from Krane (2005)).   By participating in the 

Living Lab, students will learn  

• To develop self-directed learning in a real-world setting 
• To manage projects effectively 
• To work effectively in a team  
• To integrate information learned in the classroom with practical application 
• To communicate their synthesis and interpretation of the experience in both written and oral 

presentations. 
 
As part of our department's outcomes assessment process, we have mapped these learning objectives to 

the following Accreditation Board for Engineering and Technology (ABET) Information Technology 

Outcomes: 

(a) Use and apply current technical concepts and practices in the core information technologies; 
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(d) Assist in the creation of an effective project plan; 
(h) Demonstrate independent critical thinking and problem solving skills; 
(j) Communicate effectively and efficiently with clients, users and peers both verbally and in 

writing, using appropriate terminology; 
(k) Recognize the need for continued learning throughout their career. 

 
We are now working on developing standard rubrics to assess each required component with respect to 

the learning objectives. 

Conclusion 

The Living Lab aligns with the mission of the CIT department by helping students to develop 

modern technological skills, effective oral and written communication skills, and the ability to perform 

well in teams.  The program has produced experienced students who can function in the IT space with 

confidence.  Buoyed by its success, and to continue to help prepare our networking students to meet the 

needs of today’s employers, we have recently added a mandatory networking experience for all students 

in the networking and security curricula.  The Living Lab is one way to meet this requirement.   
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Appendix A: Servers maintained by the Living Lab 
 

 
ETONLINE 
 Dual servers: HP GL370 G3 and MSA 500 
 Windows Server 2003 Enterprise Edition 
 SQL Server 2000 EE Virtual Server 
 Microsoft Clustering Services 
 PHP 
 Visual Studio .NET 2003 
 IIS 6 with Virtual Directories 
 Adobe Reader 6 
 Winzip 
 Winrar 
 Textpad 
 Nero 6 Ultra 

 
CPTSERV 
 Dell PowerEdge 700 
 Windows Server 2003 Enterprise Edition 
 SQL Server 2000 EE 
 SQL Server 2000 Analysis Services 
 PHP 
 Visual Studio .NET 2003 
 Perl 5.8.6 Build 811 
 Winzip 
 Winrar 
 Adobe Reader 6 
 IIS6 with Virtual Directories 
 Nero 6 Ultra 
 TextPad 

 
DNET 
 Systemax White Box (Same as Workstations) 
 Windows Server 2003 Enterprise Edition 
 SQL Server 2000 EE 
 SQL Server 2000 Analysis Services 
 PHP 
 Perl 5.8.6 Build 811 
 Winzip 
 Winrar 
 Adobe Reader 6 
 IIS6 with Virtual Directories 
 Microsoft Office Live Meeting 
 Visual Studio .NET 2003 
 Visual J# Redistributable Package 1.1 
 ASP.NET Validate Path Module 
 Nero 6 Ultra 
 TextPad 
 MetaEdit 
 Java 2 Platform, EE 1.4 SDK 
 Java 2 Runtime, SE v1.4.2_06 and SDK 
 Apache Tomcat 4.1 

 
DOTNET 
 CNC White Box with Intel server board 
 Supports the Dotnet Student User Group 
 Windows Server 2003 Enterprise Edition 
 SQL Server 2000 EE 
 ASP.NET 
 IIS 6 with Virtual Directories 

 
DOTNET2 
 No DNS Entry 
 Gateway E-3400 Workstation 
 Supports the Dotnet Student User Group 
 Windows Server 2003 Enterprise Edition 
 SQL Server 2000 EE 
 ASP.NET 
 IIS 6 with Virtual Directories 

 
FRONTPAGESRV 
 no DNS entry 
 Gateway E-3400 Workstation 
 Windows Server 2003 Standard Edition 
 IIS 6 with Front Page Web Server Extensions 2002 
 Upload capability using Microsoft Share Point 

Community 
 
MRTG 
 no DNS entry 
 Gateway E-3400 Workstation 
 Windows Server 2003 Enterprise Edition 
 PHP 
 Perl 5.8.6 Build 811 
 IIS 6 Web only (no upload) 
 SNMP Community Trap to its IP 
 Winzip 
 Winrar 

 
NAGIOS 
 no DNS entry 
 Gateway E-3400 Workstation 
 SUSE Linux by Novell 
 PHP 
 Apace 
 Perl 

 
SNORT SERVER 
 no DNS entry 
 Gateway E-3400 Workstation 
 Red Hat Linux Enterprise Workstation v3 
 PHP 
 MYSQL 
 ACID 
 SNORT 

 
ORACLE SERVER 
 no DNS entry  
 CNC White Box with Intel server board 
 Windows Server 2003 Standard Edition 
 Oracle 10g Standard 
 Terminal Services 

 
SAGAMORE.IUPUI.EDU 
 Dell PowerEdge 2800 
 Windows Server 2003 Standard Edition 
 IIS 6 with Virtual Directories 
 AskSam Software 
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Abstract. This study investigated the preparedness of teacher education faculty to 
model and teach technology-enhanced data-based decision-making. Despite 
embracing technology in general, and reporting a high degree of technology use 
for teaching, faculty reported relatively low levels of skill in and use of 
technologies for data collection, management, and analysis. When making 
decisions, faculty more often relied on their intuition than on data-based evidence. 
For new K-12 teachers to be prepared to engage in data-based decision-making 
and use technologies for the efficient collection, storage, and analysis of data, 
they need to be exposed to faculty who model and teach data-based decision-
making. Implications for faculty development are discussed. 

 
In an era of high accountability for student achievement and a mandate to use evidenced-based 
educational practices (Institute of Education Sciences, 2003, December; "NCLB," 2001), 
effective methods for data-based decision-making are needed. In addition to becoming data 
collectors, managers, and analyzers, educators at all levels are assuming an ever-increasing role 
as researchers to evaluate the effectiveness of their instruction and contribute to the “what 
works” knowledge base. Both well-established and emerging computer-based technologies (i.e., 
databases, spreadsheets, handheld computers, student response systems, and electronic 
assessments) can be vehicles for facilitating data-based decision-making by virtue of their ability 
to efficiently collect, manage, store, analyze, and represent data. To prepare future teachers for 
their role as data-driven decision makers, teacher preparation faculty can both model and teach 
data-based decision-making. However, are teacher education faculty prepared to assume this 
role? To what degree do they possess the technical knowledge, skills, and dispositions necessary 
for infusing technology-enhanced data-based decision making into their courses and programs? 
This study examines college faculty’s technology competencies for and dispositions toward 
using a technology-based data-driven decision-making model designed to address P-20 student 
achievement problems. 
 
Making decisions that are data-driven rather than based on non-data factors has been identified 
as an appropriate and effective strategy for addressing student achievement problems, ensuring 
_____________________________________ 
Over a period of three years, this project will receive $1,502,933 from the U.S. Department of Education, which is 
50% of the total cost of the project.  The remaining 50% ($1,503,933) will be funded by colleges and departments 
within Northern Illinois University and consortium partners.  This publication does not represent the policy of the 
Department of Education or imply endorsement by the Federal Government. 
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accountability, and demonstrating a reliance on proven educational strategies (Isaacs, 2003; 
Kroeger, 2000).  Data-based decisions by teachers and administrators in K-12 settings and in 
teacher preparation programs, at all levels including classroom, curricular, and policy level 
decisions, contribute to improved achievement. While educators and administrators have been 
collecting data in abundance for years, “the system has never been quite certain what to do with 
all of this information” and “...seldom have they been expected to actually use the data in making 
decisions that could benefit student achievement” (Lashway, 2002, p.3).  Clearly, there is a need 
for coherent data-driven decision-making strategies that allow educators to approach problems in 
a systematic and efficient fashion (Bernhardt, 1998; Cromey, van der Ploeg, & Masini, 2000).  
The use of technology to facilitate the systemic application of data-driven decision-making 
strategies has proven invaluable in many settings (Chapdelaine, 1988; Doyle, 2003; Vail, 1996) 
and is a critical component of the current solution.  To address this identified need, the 
Integrating Technology, Assessment And Research (ITAAR) Project enlisted a team of experts 
in assessment, research, educational technology, and educational psychology to develop the 
ITAAR Model.   
 
The ITAAR Model is a six-stage data-driven decision-making model that provides educators 
with a comprehensive, iterative process for improving student achievement.  Grounded in theory 
and research in the areas of assessment, educational research, educational technology, and 
educational psychology, the Model incorporates scientific inquiry and the use of technology for 
the systematic collection, management, and analysis of data for evidenced-based decision 
making. Within the Model, relevant, reliable data informs decisions regarding the identification 
of student achievement problems and the students with the problems, possible explanations and 
the most likely cause of the achievement problem, and interventions likely to solve the student 
achievement problem. Model users conduct research designed to evaluate the effectiveness of the 
selected intervention(s). Critical and reflective thinking grounded in formative and summative 
data are key components of the ITAAR Model.  
 
This study investigates the preparedness of teacher education faculty to engage in using the 
ITAAR Model to address their own student achievement problems and to teach and model 
technology-enhanced data-based decision-making in their teacher preparation courses. The study 
specifically considers college faculty’s dispositions toward data-driven decision-making, and 
their technology skills and use of technology for data collection, management, and analysis. 
 
 

Methods 
 

Participants 
 

Forty faculty, instructors, and clinical supervisors in the Colleges of Education and Liberal Arts 
and Sciences at a large Midwestern university completed surveys and participated in interviews 
to assess their perceptions of their knowledge and skills in using technology and the degree to 
which they integrate technology into their teaching. In addition, fourteen faculty, instructors, and 
clinical supervisors (eight of the fourteen participated in the interviews) who participated in a 
semester-long workshop, Technology for Data-Driven Decision Making (TD3M), completed 
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project reports on the process and decisions they made in using a data-driven decision-making 
model to solve a personally-relevant student achievement problem. The purpose of the workshop 
was to pilot the ITAAR Model in higher education, to inform changes to the Model, and to 
identify issues related to the infusion of the Model in teacher preparation programs and courses. 
Workshop observations provided information into the thoughts and attitudes of workshop 
participants as they engaged in using a data-driven decision-making model. 
 

Data Sources 
 
CoE Technology Survey  
To assess participants’ perceived knowledge and skill in using technology, participants 
completed the 106 item College of Education Technology Survey.  This survey was initially 
created in 1999 and has been systematically revised to reflect changes and advances in available 
technology.  The survey has been subjected to numerous validation procedures and found to be 
an effective tool. Survey respondents indicate on a scale of 1-5 the degree to which they agree 
(high) or disagree (low) with statements regarding their knowledge and skill in using handheld 
computers, multimedia, word processing, spreadsheet, presentation, and database software, e-
mail, the internet, and the world wide web; managing and storing files; and addressing 
technology-related social, ethical, legal, and human issues. Of the surveys’ nine subscales, eight 
have internal reliability scores ranging from .91 to .98 and one subscale has a reliability of .74 
(see Table 1).  
 
Interviews 
Study participants also engaged in individually-administered, structured interviews to identify 
the ways in which they integrate technology into their teaching, particularly the degree to which 
they use technology-equipped classrooms, Blackboard® (a university-wide course management 
system), handheld computers, and readily available software and hardware. For the purpose of 
this study, attention was focused on their knowledge and use of data collection, management, 
and analysis tools. 
 
Observations/Project Reports 
During each session of the Fall ’04 TD3M workshop, non-participant observers recorded 
information regarding participants’ use of the model and issues that arose related to data-driven 
decision making and the use of technology for such purposes. As workshop participants worked 
through the Model, they used a template to record their decisions at each Model stage and level, 
and identified the supporting data and technology used to collect, manage, and/or analyze the 
data. These records became their project reports and provided evidence of workshop 
participants’ use of technology and data, and their dispositions toward data-driven decision-
making. 
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Results 
 

Technology Skills 
 
As Table 1 indicates, the 40 faculty who completed the CoE Technology Survey indicated they 
feel quite confident in their ability to use word-processing and presentation software, manage 
files, and use e-mail, the internet, and the web; they are less confident in their use of 
spreadsheets, databases, multimedia, and handheld computers. Workshop observations and an 
examination of project reports verified these findings; many of the faculty members’ technology 
skills (e.g., spreadsheets, databases, handheld computers) were less advanced than would be 
needed to effectively collect, manage, and analyze data. Despite regularly using internet search 
engines and searching professional databases, observations suggested most workshop 
participants possessed novice level skills in conducting effective online searches.  

Table 1 

CoE Technology Survey Subscale Means, Standard Deviations, and Alphas (n=40) 

Subscale M SD α 
Word Processing (19 items) 4.6 .49 .91 
E-mail, Internet, Web (11 items) 4.5 .40 .74 
Disk and File Management (12 items) 4.5 .77 .94 
Presentation Software (17 items) 4.5 .74 .95 
Social, Ethical, Legal, and Human Issues (5 items) 4.2 .65 .91 
Spreadsheets (11 items) 4.1 .96 .95 
Multimedia (13 items) 3.6 .97 .95 
Handheld Computers (6 items) 3.5 1.42 .97 
Databases (12 items) 2.7 1.16 .98 

 
 

Technology Use 
 
During interviews, participants rarely indicated using technology for data collection (including 
classroom assessments), management, or analyses to improve their students’ performance. The 
most common uses of technology for classroom assessment included electronic submission of 
assignments either via e-mail or through Blackboard® and the posting of grades in 
Blackboard®, although this use was less than expected. Reasons given include concerns over the 
reliability and stability of technology for online assessments (i.e., tests and quizzes) and for 
storing data. While nearly all interviewees use presentation and word processing software for 
teaching, the opposite was true for their use of spreadsheets and databases in teaching. With 
regard to handheld computer use, 23 of 40 interviewees indicated they use a handheld, but only 
three use it for data collection or storage, and only five use handhelds in the classroom. 
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An analysis of project reports indicated faculty frequently used technology for teaching and 
required students to use technology for learning and presenting information; however, few used 
technology for data collection, storage, and analysis. Examples of faculty use of technology for 
data collection include handheld computers and software programs for assessing student 
teachers, “clickers” (i.e., personal response systems) for in-class quizzes, and online discussion 
boards. 
 

Dispositions toward Data-Driven Decision-Making 
 
Workshop observers and instructors found that faculty were resistant to making data-based 
decisions, most often relying on their intuition or “gut” reaction as being sufficient for their 
decisions. This phenomenon was evident when faculty were asked to identify student 
achievement problems, explanations or causes for the student achievement problem, and an 
efficacious solution for the problem.  When asked how they knew a student achievement 
problem existed, faculty often cited their experience and expertise as adequate data sources. 
Most often an explanation and solution for a problem was suggested before confirming the 
existence of the problem or exploring professional literature for a variety of possible 
explanations and solutions supported by research.  
 
It was also noted that when explanations to problems required an instructional intervention, 
faculty uniformly relied on their preferred instructional methods rather than search for evidence-
based instructional strategies. In fact, workshop observations indicated faculty were generally 
not knowledgeable about existing research on instructional strategies. One of the requirements 
for participating in the workshop was to use the ITAAR Model to complete a research project to 
evaluate the effectiveness of the chosen intervention for solving an authentic student 
achievement problem. Project reports indicated faculty “collected student achievement data” but 
frequently without designing a research study that could determine if the intervention effected 
students’ performance.  
 
 

Discussion 
 
The literature addressing modeling of instructional strategies, assessment methods, and other 
teaching practices in the university classroom draws clear connections to actual practice of pre-
service teachers once they reach the classroom (Kluth, 2003; Allinder, 2001). If our future 
teachers are to engage in data-driven decision-making, teacher education faculty need to be 
disposed toward, and model and teach the strategies and technologies necessary to make this 
happen.  This study highlights the need for faculty development efforts that address dispositions 
toward data-driven decision-making as well as technical knowledge and skills.   
 
Despite embracing technology in general, and reporting a high degree of technology use for 
teaching, study participants reported relatively low levels of skill in and use of technologies for 
data collection, management, and analysis (i.e., databases, effective online searches, handheld 
computer applications, spreadsheets). Professional development activities designed to promote 
data-driven decision making need to address these requisite skills and promote users’ sense of 
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competence for using technologies for evidence-based decision-making.  By first developing 
knowledge and skills, faculty will have at their disposal a repertoire of tools to facilitate data 
collection, storage, and analysis, and thus allow them to focus on evidence within the decision-
making process. 
 
Professional development activities also need to promote the exploration and critical evaluation 
of data to identify significant problems, credible explanations for problems, and efficacious 
solutions. Faculty need to support their decision-making with evidence rather than solely relying 
on their intuition. This is not to suggest that intuition is incredible and unreliable, but that 
intuition needs to be verified by data and should not limit alternatives.   
 
In order for educators to be effective decision-makers, they need to possess the requisite 
knowledge and skills for, and dispositions toward technology-enhanced data-driven decision-
making.  
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Abstract 

 Standards for primary children holds teachers and administrators accountable but 

currently No Child Left Behind Sub-Section Part B effects even Head Start children.  This can 

have long-term consequences for children and teachers alike.  This research looks at 

standards-based instructional effects on play in Michigan kindergartens and the decisions 

teachers make regarding its inclusion in the curriculum.  Teacher educators can a powerful 

role in keeping play in kindergarten by what they teach, equip and even arm their students 

regarding play.  The study reveals a bleak picture for play, a well-recognized medium for 

learning; however, the results reveal that if teachers made decisions, they were 40% more 

likely to include social dramatic play in their curricula.  However, 76% reported using math 

materials while 71% reported using reading materials.  Teachers perceived the use of these 

materials as constraining play opportunities.  This article will address these outcomes for 

teacher educators: teachers will understand the positive effects of play particularly social 

dramatic and sensory play in the kindergarten curriculum, teachers will know the 

consequences of standards-based instruction, and teachers will have the research they need to 

advocate for play in their programs.  

 This article benefit teachers by providing them with the research base that they need to 

advocate for play and developmentally appropriate practice in pre-primary and kindergarten 

classrooms.  Children benefit by having articulate advocates for best practice instruction as 

their teachers who can provide play as part of their programs.  Children can continue to play 

to learn.  An intense, passionate discussion p regarding strategies to make policy-makers,  
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parents and administrators aware of the negative social, emotional, physical, intellectual and 

linguistic consequences of a standards-based program without play concludes the work. 

In the role as an assistant professor of a Midwestern university, field work supervision 

can take teacher educators into kindergarten classrooms.   Doing so helps pre service and 

service teachers alike to develop and hone their skills as they acquire early childhood 

endorsements.  What teacher educators have seen there, or rather, what they have not seen, 

concerns early childhood teacher educators everywhere.  Each time teacher supervisors make 

classroom visits, a first question during de-briefing has perennially been, “When do they 

play?”  In response, the teachers said: “there isn’t time to play”; “the curriculum is packed”; 

“I’m getting pressured by administration to get these kids ready for more formal academics”; 

and, sadly, “We don’t”.   This teacher educator surveyed 137 kindergarten teachers as part of 

doctoral research and the results are frightening.  The result confirmed not only these 

observations but also teacher educators' worst fears – that play was fast disappearing in 

kindergarten not only in Michigan but across the nation. 

 

A Brief Historical View of Play in Kindergarten 

  The first kindergarten was started in Blankenburg, Germany in 1837 by Friedrich 

Froebel.  He viewed the program as a “garden for children” (Moyer, 2001).  His program was 

play-based since he believed that children learned through play.  Accordingly, he designed 

many activities, games, rhymes, and manipulatives that taught basic concepts as children 

played with them under the eyes of trained teachers who facilitated their learning.  In some  
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ways, Froebelian concepts are still maintaining a hold, albeit tenuously, on American 

kindergartens in the 21st century. 

The value of play continued through the Progressive School Movement, 1896-1930.  

Play was a valued part of kindergarten at this time.  In the mid 1800s, American kindergartens 

“served the purpose of easing the acculturation of newly arrived immigrant children” (Moyer, 

2001, p.161).  Today, the same is true as America seeks to assimilate Asian, Middle Eastern, 

Hispanic, and Eastern European children into the American school system.  

 

Kindergarten Today 

  This article addresses the issues existing between standards-based instruction and 

play-based instruction with an emphasis on the premise that early childhood teachers can 

make a difference through play-based instruction especially when they have a voice in 

curriculum and instruction and when they make their own informed decisions in their own 

classrooms. Therefore, it is imperative that educators closely examine current state and 

federal mandates concerning standards for education and what is best practice, 

developmentally appropriate practice in order to get a clear picture of what is occurring and 

what this means for kindergarten children.  If teachers are educated and encouraged to 

articulate best practice instruction for young children, then they can keep play in the 

curriculum. When they have a voice in such decisions, play occurs within their classrooms. 
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Teacher Input into Decision-Making and Its Relationship To Play 

 Since kindergarten teachers' input into decision-making is a component of teacher 

autonomy, teacher voice is reviewed here and reflected in the data.  If teachers perceived that 

play is important and educative and if they perceived that meeting the benchmarks in the state 

standards were important, then their voice and input into the curriculum content were likewise 

important (Kemple, 1996).  Since kindergarten teachers’ input into decision-making is a 

component of teacher autonomy, data concerning teacher voice is described here which 

denotes both the types of decisions and the importance teachers place on the various sources 

of input.  Figure 1.1 indicates that a mean of three means a great deal of input, mean of two is 

some input and a mean of one means very little teacher input and very little teacher voice.  

Descriptive statistics reveal that teacher input/voice appears somewhat high in the areas of 

management of their own classrooms, instructional style and content to very little input in the 

areas of hiring and firing, and budget.  Because the data appears to cluster a factor analysis 

was conducted to gain greater clarity and insight regarding these relationships.  Figure 1.1 

shows a factor analysis to confirm this observation.  The categories are shown on the order 

they appeared on the survey used in this study. 
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Figure 1.1:  Amount of Personal Input into Different Decisions 
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The results of the factor analysis confirm the findings of Figure 1.1.  These means reveal 

teacher voice/input appears high in the areas of management of their own classrooms, 

instructional styles and content, as well as overall content of the individual’s instruction.  

Input drops significantly (paired t values all above 3.2, p<.001) for school-related in put to 

very little in administrative areas. 
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Figure 1.2. Frequency of three composite measures of voice. 
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 These means show that teachers perceive themselves as having significantly more 

voice within their own classroom than they do either in overall school instruction (paired t = 

14.7, p < .001) or school management (paired t = 22.8, p < .001).  There was no difference in 

level of input between school instruction and management (paired t = 0.56, p = .58). 

Therefore, teachers reported a much stronger voice in the classroom than in the school as a 

whole.  They do not perceive much influence over school wide issues, as the scores show. 

Table 1.1:  Teacher input: results by components 
 
 Classroom   School-wide Administrative
Instructional style 
Daily instruction 
Classroom management 
Overall instruction 
School textbooks 
Kindergarten curriculum 
Student discipline 
Classroom textbooks 
Hiring/firing 
Budget  

.869 

.829 

.820 

.644 

 
 
 
 

.820 

.804 

.745 

.634 

 
 
 
 
 
 
 
 

.824 

.794 
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Factor analysis reveals a sharper loss of kindergarten teacher input in all areas except 

classroom management; the next area for teacher input was the opportunity to use their 

personal instructional style.  Teachers reported perceiving themselves as having personal 

control over instructional content as expressed in the score.  Therefore, only within their 

classrooms do kindergarten classroom teacher feel autonomous.   They do not perceive much 

influence over school wide issues as the scores show.  Likewise, kindergarten teachers 

perceive very little autonomy regarding hiring and firing, and even less autonomy in 

budgetary decisions.  Once again, these clusters demonstrated the greatest amounts of teacher 

input, voice and autonomy in the spheres of their own classrooms.  These summary 

composites will be used in comparative analyses about voice and play. 

Interestingly enough, when kindergarten teachers make their own decisions about how 

they will cover the curriculum, they devote more time to play and recess.   The Relationship 

Between Voice in Classroom the Percent of Time Spent on Play and Specials/Recess. 

 Table 1.2 shows the results of the two simple regressions exploring the impact of  

teacher perceptions of teacher voice in the classroom on the percent of time spent on play 

(first column) and then on all specials/recess activity (second column).  The first row shows 

the effect of one standard deviation increase of teachers’ perception of voice in the classroom 

on the actual percent of time teachers reported spending in each area.  The second row 

provides the standardized relationship, in which the units for both voice in the classroom and 

time are estimated as z-scores.  The third row provides a baseline estimate of the amount of 

time on average teachers reported spending for an average level of voice in the classroom 

(i.e., the adjusted mean).  Finally, in the fourth row, I provide the amount of variance in  
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percent of time spent in play and in specials/recess that can be explained by level of voice in 

the classroom (R-sq).   

Table 1.2: The Relationship of Voice in the Classroom on Percent of Time Reported by 

Teachers Spent in Play and Specials/Recess. 

                                     Percent time                                               Percent time 
                                     spent on play                                           specials/recess 
 

Voice in classroom               .032**                                                         .037* 
Unstandardized 
 
Voice in classroom 
Standardized                        .268**                                                         .193* 
 
Average percent for 
Average level of voice         .146**                                                         .284* 
 
R-sq                                      .072**                                                         .037*   
 
Significance                          .002**                                                         .027* 
**p<.01; *p< .05 
 
 These results indicate that the more voice in the classroom that the teachers 

experience, the more they spend time in play or in other specials/recess activity.  Specifically, 

for every standard deviation increase in teachers’ reports of voice in the classroom, the 

amount of time spent in play increases by 3%, and the amount of time spent in all recess 

increases 3 %.  In standardized effects, this relationship corresponds to a .268 SD increase in 

the amount of time spent specifically in play, and a .193 SD increase in the amount of time 

spent in all recess.  Thus, the more teachers have voice in the classroom, the more likely it is  

that play occurs.   Additionally, the more teachers have voice in the classroom, the more 

likely recess play occurs. 
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 What is even more staggering is when teachers make decision regarding the 

curriculum within their classrooms socio-dramatic play and sensory play is affected. 

 Table 1.3 shows the results of two simple regressions exploring the impact of the 

sources of decision-making on the percent of time spent in socio-dramatic play (first column) 

and sensory play (second column).  The first row shows the effect of one standard deviation 

increase in the teacher as decision-maker on the actual level teachers reported spending in 

socio-dramatic and sensory play.  The second row provides the standardized relationship, in 

which the units for both sources of decision-making and time are estimated as z-scores.  The 

third row provides a baseline estimate of the amount of time on average teachers reported 

spending for an average level of decision-making (i.e., the adjusted mean).  Finally, in the 

fourth row, the amount of variance in percent of time spent in socio-dramatic and sensory 

play that can be explained by level of decision-making (R-sq) is represented. 

Table 1.3: The Relationship of the Sources of Decision-Making Reported by Teachers  on the 

level of Socio-dramatic Play and Sensory Play. 

Level of                                         Level of 
 Socio-Dramatic Play                        of Sensorial Play 

 
Decision-making                .144*                                            .261*** 
Unstandardized 
 
Decision-making 
Standardized                     .172*                                              .311*** 
 
Average percent for 
Average level of 
Decision-making              .000*                                              .000***  
 
R-sq                                  .030*                                               .097***  
 
Significance                      .044*                                                .000***    
------------------------------------------------------------------------------------------------------------
*p<.05; ***p<.001 
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 There is a significant relationship between the source of decision-making and social 

dramatic play.  Specifically, for every standard deviation increase in teachers’ reports of 

internalized decision-making, the amount of  time spent in socio-dramatic play increases 14%.  

In standardized effects, this relationship corresponds to a. 172 SD increase in the amount of 

time spent specifically in socio-dramatic play, a highly educative form of play (Berk, 1995; 

Bergen,1988).   Likewise, there is a similar relationship between sources of decision-making 

and sensorial play.  For every standard deviation for internalized decision-making, the amount 

of time spent in kinesthetic-sensorial play increases by 31%.  These two findings underscore 

teacher reports of the importance of providing socio-dramatic play and sensory play.  Hence, 

the more internalized decision-making reported, the more socio-dramatic and sensorial play 

Table 1.2: The Relationship of the Sources of Decision-Making Reported by Teachers  on the 

level of Socio-dramatic Play and Sensory Play 

 

Level of                                         Level of 
 Socio-Dramatic Play                        of Sensorial Play 

 
Decision-making                .144*                                            .261*** 
Unstandardized 
 
Decision-making 
Standardized                     .172*                                              .311*** 
 
Average percent for 
Average level of 
Decision-making              .000*                                              .000***  
 
R-sq                                  .030*                                               .097***  
 
Significance                      .044*                                                .000***    
------------------------------------------------------------------------------------------------------------
*p<.05; ***p<.001 
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 When interviewed veteran teachers said they felt most comfortable “closing the door 

and letting them play” than did untenured, new teachers who worried about administrative 

disapproval and “packed curricula”.   Moreover, when teachers used their background, 

experience and early childhood education, they increased time for both socio-dramatic play 

and sensory play. 

 

The Role of Teacher Education And Play 

That means teachers educators must provide these teachers with a firm pedagogy upon 

which to base their practice. Teacher's educators must ground pre service and service teachers 

in the research that provides them with the research results that supports a play-based 

curriculum. This article provides the assist teacher educators may need to accomplish this 

aim. 

A standards-based curriculum is problematic for kindergartens because of the 

kindergarten curriculum’s long history of play-based, indirect instruction and its non-reliance 

of commercial materials (Moyer, 2001).   Doing this has never been as important in view of 

the No Child Left Behind (NCLB) Act 2001which was signed into law.  The act seeks to hold 

educators accountable for producing results.  Since 1965, the federal government has invested 

in 39 federal agencies at a cost of $120 billion dollars a year to address problems in education 

without asking that these programs produce results.  Despite all the dollars given to schools, 

the goals for educational excellence fell short.  Michigan has not escaped the mandates. The 

Michigan Curriculum Framework of 1996 has been updated to include new Grade Level 

Expectations that are challenging for teachers and children alike.  The No Child Left Behind 

Act of 2001 has serious implications for young children, their teachers, their parents, and their  
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administrators.  Part of the Reading First Initiative of the NCBL conflicts with the philosophy 

of reading espoused by the International Reading Association (IRA) and the National 

Association for the Education of Young Children’s (NAEYC) joint position paper titled 

Learning to Read and Write: Developmentally Appropriate Practices for Young Children 

(1998), which emphasizes reading for meaning within context and avoiding skills taught in 

isolation, but it also conflicts with the principles espoused in Becoming a Nation of Readers: 

The Report of the Commission of Reading (1984) Moreover, Bredekamp and Copple, editors 

of Developmentally Appropriate Practice in Early Childhood Programs (1997), likewise 

consider teaching reading sub skills in isolation as developmentally inappropriate practice (p. 

131) (Kalmar, 2005).  Teachers need research which establishes play’s role in children’s 

education. The research that does so has been conducted by Clay (1988), Kalmar (1988), 

Morrow (1990), Roskos and Neuman (1993), Zelmans, Daniels, and Bizarm (1999), and 

Bergen and Mauer (2000) among others. 

 

What Teachers Need 

When the author attended and presented the NAEYC Conference and Expo in Chicago 

2003, and again at Anaheim in 2004 at the research poster session, many teachers across the 

nation all conveying the same message: there was no play in kindergarten but there was 

pressure to teach a curriculum that trickled down from first grade or worse was newly revised 

along content stands, standards and academic benchmarks from state departments of 

education.   This work attracted kindergarten teachers and action researchers who were 

struggling valiantly and ceaselessly to balance the curriculum in strong attempts to recreate  
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them to at least resemble developmentally appropriate classrooms.  In the main, teachers and 

teacher educators expressed a strong sense of failure and frustration.  One teacher remarked, 

“They (policy makers) just don’t get it. These kids are young.”   Kindergarten teachers 

streamed past the poster session asking for ammunition to remind policy makers and 

administrators that play belongs in kindergarten as much as certified early childhood teachers 

do.  Thus, educators are faced with two realities: the political realities and the educational 

realities of how young children learn. 

At no point did the author have to mention the educative nature of a play-based 

curriculum.  Each and every teacher there proceeded from that perspective.  It was not 

necessary to preach to the choir although more than a few were interested in the studies that 

point to play’s value in educating not only children’s intellectual capabilities but indeed the 

whole child.   Here they are. Teacher educators must make this reference list available to 

those they tech in order to equipment them with the research tools they need to argue for 

children.   Teachers stated they would use the research to convince their administrators that 

play was not only educationally sound but a right granted to children in 1979.  In fact to fail to 

provide the opportunity to learn through play is in violation of students’ rights as guaranteed 

by the International Association for the Child’s Right to Play, 1979 and the United Nation 

Convention of Rights of the Child, 1989.  

 

The Research Concerning Play 

The research that is most beneficial for teachers when constructing their case for play 

is the research conducted by Bergen (1988); Berk & Winsler (1995); Owocki, (1999) and  
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Vygotsky, (1978).  All found socio-dramatic play to be particularly instructive since many 

opportunities for literacy and math abound when teachers mindfully provide writing tools, 

play, money, time and scaffolding.  Of course, it goes without saying that teachers also use 

this time to observe children as they interact with each other, the concepts they are learning, 

and the materials in the environment.  As a result of these observations, teachers get a view 

into the window of children’s cognition that play conveniently displays (Kalmar, 1994).  

Then, teachers are able to clarify concepts, identify strengths, needs and interests and most 

important, teachers can plan how best to meet children’s needs.  Observations during play 

provide the data teachers need to plan effectively for young children’s education. Allen 

(2001), Elkind (1972, 1976, 1981, 1987, 1988, 1989, 2000), Fox (2001), Grossman (2001), 

Katz, (2001), and Sheperd (2001) have frequently stated that there are both short and long-

term negative effects of introducing formal academics too soon.  Bandura, Pastorelli, 

Barbaranelli, and Capara (1999), Fox (2001), Grossman (1999), Marcon (1993), and 

Schweinhart and Weikart (1997) concur.  The reference section of this article provides the 

bibliographic information teachers can use. 

 

Time For Play 

 Thirty years ago, the rule of thumb for scheduling play was one third of the program 

should be devoted to play.  In practice, this can amount to 45 minutes.  Most of the time, this 

was sufficient but the times 60-90 minutes was provided abounded in rich play vignettes.  

One of the most profound events occurred during what I term thematic play, that is, play 

resulting directly from the theme under study.  In this case it was whales.  One child,  
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Elizabeth was passionate about them and her curiosity ignited the class and led to a long-term 

theme about whales.  She had been on the east coast on vacation and had heard about whales.  

She brought those vacation paraphernalia to school. Children examined the pictures.  Then it 

was play time. This was the result: 

“Dere she blows!” Chester cried out. “I see Baby Beluga.  I gotta put that on my 
chart.” But before he can bend his blonde head over the clipboard to chart his whale 
sighting, several classmates cavorting past him blocked his view of the whale chart on 
the wall, the source of his sighting. “Hey! Get out of the way. You’re scaring Baby 
Beluga away!” Chester shouted waving his arms and running after them threateningly. 
“We’re humpbacks.  This is where we breach (jump out of the water). They answered.  
“No way! My boat’s here (the rocking boat)…and besides I’m the whale detective,” 
Chester stated. “I got to write a ticket.” “But this is the ocean,” the others maintained, 
“Whales live in the ocean.”  Ultimately, after lengthy but fruitful discussion and 
negotiating, the children solved the problem when Daniel moved a blue blanket 
defined as the “ocean” well away from the whale chart. “There!” he announced 
proudly, “See the humpbacks can breach again.”  (Kalmar, 1993).  Through this play 
experience, the children revealed what they had learned through the whale study. A 
host of problem solving skills were used that otherwise may not have developed were 
it not for the thematic play experience.  The conflict forced them to think in more 
sophisticated ways. Not only did they have to present their case persuasively but also 
they had to negotiate a mutually acceptable solution and come to consensus.  The 
children revealed more information than I thought they had acquired indicating 
significant transfer of information over the weeks of study recalling facts from 
readings, videos, “The Voyage of the Mimi” (1985), songs, “Baby Beluga” and finger 
plays. Their vocabulary now included words like “harpoon”, “breach”, “krill” and  a 
variety of whale types, “humpbacks”, “beluga”, “blue whale” and of course their 
favorite, “killer whale”. Moreover, they referred to the chart of the wall for data using 
the wall chart as a referent meeting benchmarks in the process.  Data collecting, data 
processing, data analysis, counting, and other benchmarks were met through this play 
scenario (Kalmar, 1994). 
 
This play session took 45 minutes more revealing than anything the author could have 

planned.  The time devoted to play permitted time to authentically assess their knowledge and 

compare it to their KWL chart composed at the onset of the study. Seldom are teachers able to 

provide 90 minutes of play.  After 90 minutes, children tended to be tired and needed a 

relaxing story, music and favorite finger plays.  Most kindergartens do not have that kind of  
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time for play available which is a shame because none of the published curriculum activities 

teachers are encouraged to use ever came close to what the children did spontaneously in that 

play experience.  While some authors believe that 30 minutes is adequate for play (Christie & 

Wardle, 1992) and while many kindergartners and their teachers would appreciate 30 minutes 

for play, in most cases more time is better.  When children have 30 minutes or less time for 

play, they often do not have enough time for complex play. While simple play is better than 

no play, complex play is highly educative and requires time. 

 

What Else Can Teachers Educators Do To Prepare Teachers? 

There is a wealth of information supporting children’s right to play and the benefits of 

play.  The most important recommendation this study offers is play should be an integral part 

of the kindergarten curriculum.  Moreover, sufficient time for play needs to be available in 

order to permit children to become meaningfully engaged in play. Complex play opportunities 

should comprise the play sessions, particularly socio-dramatic and sensory play.  

Additionally, the role of the teacher is likewise critical.  Teacher educators need to strengthen 

teacher voice.  To extend and support learning, teachers need to go beyond merely providing  

space, props, materials and as important as it is, time. Teachers need to play an active role in 

guiding children's’ play scaffolding information as the opportunity arises.  Teachers need to 

observe play episodes carefully to determine what children know and need to know.  Teachers 

can then intervene to scaffold children’s learning. 

 Research indicates children learn holistically focusing on the process.  Children do not 

learn when information is offered in insolated skills, sub-skills, outcomes and end-products.   
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Therefore, it is recommended that using an integrated, thematic or project based curriculum 

incorporating play should also be part of the kindergarten curriculum.  Thematic and project 

approaches use children’s interests as the basis for instruction increasing the likelihood of 

capturing children’s attention while developing positive dispositions toward school and 

learning.  Furthermore, pre –service and service teachers should be given a strong theoretical 

foundation about play and the research supporting its values and role in children’s cognition.  

They should also be educated in practicum classroom sites wherein play is used and effective 

play strategies are modeled.  Beyond these recommendations, it is very important that 

teachers be aware of and join professional early childhood organizations like the National 

Association for the Education of Young, Children and its affiliate the Michigan Association 

for the Education of Young Children so they can learn why other professionals endorse play 

in kindergarten. Through membership in these organizations teachers will gain access to these 

organization’s position papers and statements regarding play and other developmentally 

appropriate expectations.  

 

   What Kindergarten Teachers Must Do 

  In the same vein, teachers need to become familiar with the Early Childhood 

Standards for Quality for Kindergarten Through Third Grade (1992) published by the 

Michigan State Board of Education which has recently been updated and reviewed (2005) as 

well as the Appropriate Assessment of Young Children (1995) also published by the State of 

Michigan Board of Education.  Additionally, teachers should know the contents of the 

National Association for the Education of Young Children’s publication, Good Teaching  
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Practices for Older Pre schoolers and Kindergartners: A Position Statement (1990) and most 

importantly, Redekamp and Copple’s Developmentally Appropriate Practice in Early 

Childhood Programs (1997).  Both principals and kindergarten teachers can benefit from 

Early Childhood Education and the Elementary School Principal: Standards of Quality 

Programs for Young Children (1998) published by the Association for Supervision and 

Curriculum Development.  

 Possessing, reading and internalizing these materials is important but hardly enough 

given the current climate calling for accountability.  Teachers must be both literate and 

articulate about play.  The research must be so much a part of teachers that it literally pours 

out of them. They must be prepared to educate administrators, school boards and parents 

about the educational importance of play.  Teachers can do this through conversation, 

presentations, newsletters and workshops.  Kindergarten teachers need to make it clear to 

these audiences that play is the means through which young children learn and develop 

cognition while nurturing capacities that are critical for academic and later life successes.  

Communicating that positive dispositions toward school are critical for long- term attainment 

of high standards should be a priority for kindergarten teachers.  Play Promotes Positive 

Predispositions Toward School and Learning. 

 Teacher educators must ensure that kindergarten curriculum be child-centered because 

it accepts individual differences, encourages the incorporation of play, educates the whole 

child and uses both developmentally appropriate instructions and materials. This is done by 

using the research included in this article with those students and teachers.  Lastly, 

administrators need to utilize the backgrounds of their teachers and listen to their voices.   
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Children’s education depends on highly qualified early childhood teachers who are placed in 

early childhood classrooms teachers.  As teachers use their voices, they are more likely to add 

play to the program.  Finally, educators recognize that play contributes to learning.  Play is 

not a luxury but rather, it is a necessity contributing to cognitive maturity as children 

consolidate what they know with what they are learning as they play. Further research 

regarding play’s role in formal academics is necessary. 

 

Conclusions 

 This study found that the perception of teachers that they must meet the standards does 

impact upon the provision of play, the time for play, and the complexity of play.  It also found 

that teacher voice is very important. What teachers believe and perceive influences what they 

do in the classroom.  If they perceive external pressures to teach to the standards, then they 

do.  If teaching the standards-based curriculum consumes the time available for play, then 

play is reduced or eliminated.   However, when teacher input is heard and teachers make their 

own decisions, then play not only occurs but increases significantly.  This is particularly true 

about socio-dramatic and kinesthetic-sensory play, the types found to be highly educative. 

Standards-based instruction emphasizes narrowly defined academic standards and 

assessments for which teachers are held accountable.  Standards can narrow the curriculum 

depriving children of the empowerment learning brings as well as the excitement and joy of 

discovery, mastery and learning.  Current federal and state agendas “…about what adults 

think children should learn all too often result in inappropriate and deficient experiences for 

young  children”(Uphoff & Gilmore,1985, p.70).  Children at…5… have a genuine need to  
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play, and the quality and quantity of the time they spend playing are later seen (or observed to 

be lacking) in their creative in their creative thought, ability to make decisions, and potential 

for coping with stressful situations…. The American Academy of Pediatricians has expressed 

concern about the dramatic increase of “stress-related” symptoms being seen in young 

children. ( Upholff &Gilmore, 1985,p.70).   Children relieve stress by means of playing. Play  

can be educational and therapeutic.  Therefore, to fail to allow children their right to play is 

unsound educational practice.  Due to the emphasis on standards-based instruction in 

Michigan currently, it appears that the state is guilty as herein charged. Further research 

concerning the effects of standards-based instruction on play and the types of play warrants 

investigation. 

Teachers are the ones in the classroom. Ultimately, they decide what to teach. 

However, when their scope is limited by accountability and standards-based instruction, play 

disappears.  The teachers stated that district required curriculum and materials constrained 

them and used the time they’d plan for play.  Teachers were reluctant not to use the materials 

the district purchased because they were costly and budgets were tight and getting tighter all 

the time. Indeed, districts purchase programs with the expectation that teachers will use them.  

 The challenges of the 21st century appear to lie in race relations, diversity, conflict 

resolution and communication.  The solutions can be as simple as “child’s play” wherein 

opportunities to work through these issues arise naturally if not daily.  After all, play is not 

predictable, encourages multiple solutions, and exercises the imagination, the very attributes 

necessary to deal with conflict.  Research reveals its educative nature is beyond dispute. 

When all is said and done, play is a right of childhood, it is right to plan play for  
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kindergarteners.  Teacher educators encourage teachers  to become reflective decision-makers 

(Zeichner & Liston,1996).  When they do, play, recess, socio-dramatic and sensory play 

increase.  When young children are educated according to the ways they learn, the results are 

priceless. 
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Abstract: 
 
This paper shares a teaching team experience with sharing power and opening up 
curricular spaces for students.  Our students are practicing PK-12 teachers enrolled in a 
two year interdisciplinary Master’s degree program.  Students participated in a Teachers’ 
Ways of Knowing (TWK) learning experience project that was designed to give students 
experience in planning and carrying out a learner-centered (Weimer, 2002) learning 
experience with peers.  As a faculty we chose to give up power in order to further 
develop students’ voice and expand our curriculum.  Our intent was to make our 
curriculum more responsive to students’ lives working in diverse classrooms with diverse 
student populations.  Electronic end-of-class reflections, reflective journal narratives, and 
student learning experience proposals and learning session materials served as data 
sources and provided authentic examples of the ways in which students were empowered 
and demonstrated expertise within a learning community of PK-12 practicing teachers.  
Students reported on the benefits of having choice and how that impacted their 
professional growth.  Students valued peers as they were able to glean new insights and 
learning related to their areas of professional interest.  This paper also addresses the 
implications of sharing power at the university level with practicing k-12 practicing 
teachers.  
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In the current quest to improve instruction and schooling for all children, teachers 

are viewed as significant leaders.  As Stein, Smith & Silver (1999) write, “more than any 

time in recent history, teachers’ professional development is being viewed as a key 

ingredient in improving U.S. schools” (p.237).  Unfortunately, we know that current 

professional development experiences for practicing teachers often miss the mark in 

creating lasting, meaningful learning experiences that support teachers’ work with 

students.  In addition, research suggests that the professional development experiences 

are not connected, nor supportive of teachers’ individual professional interests and needs.  

Practicing teachers’ prefer professional development experiences that take into account 

their content knowledge, pedagogical skills and development and philosophical 

approaches in order to address student learning needs (Garet, Porter, Desimone, Birman, 

& Yoon, 2001).  One Master’s Degree program for practicing teachers works to enhance 

teacher professional development by providing a curriculum that is centered on teacher 

research (Ball, 1996, Cochran-Smih and Lytle, 1999), reflection (Greene, 1978, Giroux, 

1988), collaboration (Friend and Cook, 1992, Goodlad, 1984) and continuous 

improvement (Deming, 1995).   

Elmore, Peterson and McCarthy (1996) claim that understanding teacher learning 

includes attending to both the curriculum and the pedagogy of professional development; 

to which teachers learn and how teachers’ are being taught.  This paper shares one 

curriculum intervention that was designed to provide practicing teachers with meaningful 

professional development experiences that honored teachers’ content knowledge, 

pedagogical skills and philosophical approaches while expanding our curriculum and 

distributing power in our university classroom.  The research question that guided this 
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study was in what ways, do students benefit from opening up curricular spaces within a 

learner centered master’s program for practicing classroom teachers?  

Context of Our Study 

The Initiatives in Educational Transformation (IET) experience is a two-year, 

non-traditional, school-based Master’s program for practicing teachers in PK-12 

positions.  The program supports practicing teachers (referred to as students) with a 

unique schedule.  Our students participate in two, 2 week intensive summer sessions, 16 

eight-hour classes over two year with a final 1-week intensive summer session. 

Interdisciplinary teaching teams (typically 3-5 members) serve as instructors who 

collaboratively construct and scaffold learning experiences that promote teacher 

engagement and professional growth.  Students enrolled in the IET’s Master’s Program 

are diverse in many ways: ethnicities, age, gender, and years of teaching experience.  Our 

students come with elementary and secondary educational backgrounds and experiences 

and work within a variety of educational contexts.   

IET recognizes the value and importance of collaboration (Cole & Knowles, 

2000) therefore; students enroll and participate in the program in school teams of two to 

six members.  School teams typically consist of students who teach at the same school; 

however there are multi-school teams as well.  School teams meet weekly to discuss and 

reflect upon the readings, classroom/school issues, share expertise and personal 

experiences.  Teaming provides the context for intellectual community, dialogue, social 

support, and professional growth.  Students gain the perspectives of others and construct 

positions on crucial aspects of teaching and learning (Kayler, 2004).  Collaboration 

combats isolation and alienation many of our students face within schools.   
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Our overarching curriculum was constructed around critical pedagogy (Wink, 

2000) and learner centered theory (Weimer, 2002) which provided a framework that 

enabled our interdisciplinary faculty teaching team to construct a curriculum that 

supported the cognitive, affective, and social factors, which influenced individuals 

personal and professional growth.  Learner centered theory supported the creation of a 

learning community that focused on reflective practice, critical dialogue, classroom 

research and collaboration with the aim towards continuous improvement.  Within this 

learner centered curriculum, students’ were encouraged and supported to develop 

ownership of their learning.   

As a faculty teaching team of three we were committed to implementing learner 

centered theory (Weimer, 2002) into our teaching practices.  Our philosophy was to 

model learner centered pedagogy in our university classroom for the purpose of 

developing agency within our students to engage in learner centered pedagogy 

themselves. As part of our curriculum we implemented end-of-class day feedback based 

upon Brookfield’s (1995) model.  We used this aspect of our curriculum to share 

students’ experiences with one another, struggles within the classroom, and used this as 

an opportunity to have meta-cognitive discussions related to program goals, curricular 

choices and paint the picture that our university classroom was full of diverse learners.   

Teachers’ Ways of Knowing Curriculum Intervention 

One curricular intervention, Teachers’ Ways of Knowing (TWK) developed out of 

our desire to create authentic learning opportunities, implement learner centered theory 

into our teaching practice, share power with our students, and expand our curriculum to 

allow opportunities for students to share their expertise. We as a teaching team were 
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committed to putting “theory into practice” and were learning firsthand the challenges of 

infusing learner centered theory into our curriculum.  We felt that our students could 

benefit from a similar experience. 

During the second year of our program it became clear to our teaching team that 

we needed to model more ways in which we could share power and yet support our 

program curriculum.  Student feedback from end-of-class reflections indicated that they 

wanted more “relevant” materials that they could bring into their classrooms. Students 

wanted to learn more strategies, gain ideas, and use materials that they could easily 

transfer into their content areas and classrooms.  We viewed our students as active 

participants who have valuable contributions to make to our learning community but who 

are often placed in the role of received knower.  We wanted our students to participate in 

a leadership role within our classroom and glean pedagogical and content knowledge 

related to their areas of interest. 

While we wanted our students to conduct learning sessions we were well aware 

that we did not want a “make and take” workshop.  While we agreed that “make and 

take” workshops can offer one form of professional development we wanted our students 

to wrestle with the creation of a learning experience that would push them to make 

connections to our overarching curriculum,  implement learner centered theory in their 

teaching practice, and draw upon their own personal areas of expertise.   It was our hope 

that students would develop sessions that would engage peers with higher level learning 

experiences thus allowing students opportunities for active engagement in their 

professional development. 
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In addition, we wanted to support students’ “theory into practice” work and push 

them to critically examine learner centered theory from the perspective of a presenter and 

as a participant.  Reflection and collaboration are key program features that we infused 

within the intervention. We worked to engage students in meaningful learner centered 

activities so that they could experience the power of “owning” their learning. 

What emerged from our teaming discussions and planning was the Teachers’ Ways of 

Knowing learning project. 

Teachers’ Ways of Knowing (see Appendix A) was a curricular extension that we 

created to distribute power in our classroom and to make our curriculum more responsive 

to students’ lives and classrooms within the context of learner centered theory.  Each 

Teachers’ Ways of Knowing learning session was a component in which students 

designed two-hour class experiences aligned with our principles of learner centered 

theory, critical pedagogy and reflective practice.  All sessions leaders incorporated 

participant feedback and that later served as a basis for individual journal reflections.  In 

addition, students were provided in class reflection time for journaling about their 

experiences as participants and as leaders after each session.  Journal entries served as a 

basis of reflection over time which culminated in a final narrative paper.  Our intent was 

for our students to gain experience in planning and carrying out staff development with 

colleagues and to collect critical feedback for their own data analysis and reflection. 

Students were provided a rubric (see Appendix B) and received feedback once their 

session was completed.   

The project was introduced at the end of the first academic year during the May 

class day. Students were encouraged to work collaboratively (within and outside of their 
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school teams) or to work individually.  In June, students submitted their TWK session 

proposals to the faculty teaching team and received feedback. Some session leaders were 

asked to address areas that needed to be strengthened, to continue thinking and make 

curricular adjustments to become more learner centered and to redistribute the teaching 

responsibilities evenly among session leaders.  Only two students chose to present 

individually with other students remaining within their school teams.  

During our second summer session we kicked off of the TWK sessions. The first 

TWK “Book Club” sessions centered on texts session leaders selected.  These texts 

served the focus or theme for individual sessions.  Students that attended these first 

sessions selected the text of their choice.   The rest of the TWK sessions were clustered 

around common themes (culture, strategies, movie, books) during the second academic 

year (see Appendix C for session listings).   For the most part students were able to select 

from 3-5 different sessions with one session designed for the entire class at the end of the 

academic year.  Based on our experiences with the summer Book Clubs we decided to 

create sign-up sheets to ensure that each session had an equivalent number of 

participants.  Prior to each class day students were provided a brief overview of what the 

sessions were about and students signed up for the session of their choice. This allowed 

session leaders to plan accordingly for the number of participants that would be attending 

their session.  It was our hope that students’ would begin to share power and develop 

voice for their own learning.   

Methods 

Participants 
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The sixty three participants for this study were all PK-12 practicing teachers 

enrolled on our program.  Our participants worked within a wide range of school 

contexts, from highly diverse urban schools to little diversity within small rural schools.  

Our students ranged from 3-17 years of teaching experience working within elementary 

and secondary schools in Northern Virginia.  The majority of our students worked in 

elementary school settings with about one fourth of our students working in secondary 

middle and high schools. 

Data Sources and Analysis 

For the purposes of this study, three data sources served to inform our 

understandings of learner centered theory and to explore the ways in which sharing 

power in our university classroom shaped teachers’ professional development 

experiences.  Our primary data source was the use of end-of-class WebCT electronic 

reflections.  As part of our curriculum we implemented on-line class reflections using a 

commercial courseware (WebCT), to glean students’ experiences and perceptions of 

learning experiences at the end of each class day. We adapted Brookfield (1995) critical 

incident survey to elicit teachers’ reflections.  Surveys prompted students regarding their 

most engaged and distanced moments, what they found most affirming or helpful, 

puzzling, and what surprised them the most (Brookfield, 1995, p.115).  Teachers were 

asked to reflect on classroom activities, make connections to their practice, and examine 

their comfort with Weimer’s Learner Centered pedagogy as learners and as teachers.  For 

the purpose of this paper we specifically examined student feedback related to the 

Teachers’ Ways of Knowing learning experiences.   
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As a teaching team we would individually read end-of-class reflections and then 

discuss student feedback at our team meetings to identify patterns and areas where the 

curriculum should be adapted to meet students learning needs.  In addition, a doctoral 

student would read through the data to identify patterns of responses. This served as a 

reliability check.  Teachers’ responses were analyzed through multiple readings by the 

teaching team as well and selected representative quotes were shared with the class in our 

morning opening PowerPoint the following class day.   

Individual session leader journal reflections served as another data source. These 

reflections focused on the process of planning and teaching their learning experience and 

included participants’ feedback, insights and areas for improvement.  Student journal 

reflections and end-of-class reflections were entered into a data base and emergent 

themes guided data analysis using the constant comparison method (Bogdan and Biklen, 

1992).  One program faculty member and one graduate student, both trained in the 

constant comparison method identified broad coding categories and sub-categories in 

order to create themes that captured students’ understandings of learner centered theory 

and implications of sharing power within a university classroom of practicing PK-12 

teachers.   

Three broad coding categories emerged from the preliminary data analysis: 1) 

professional development 2) peers and 3) power.  These categories provided an overall -

framework for additional in-depth analysis.  Within each broad category, sub-categories 

were created to locate consistently identified topics within a given category.  For 

example, under professional development the sub-categories were choice, engagement 

and confidence.  The sub-categories for peers were ideas or strategies, different 
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perspectives, and practical.  The sub-categories for power were professors, role as 

presenter, drawbacks.  Based on this level of analysis three broad overarching themes 

were developed to organize relationships between Teachers’ Ways of Knowing 

curriculum intervention, aspects of teacher professional development and sharing power 

at the university level.   

In addition, students’ Teachers’ Ways of Knowing learning proposals and 

materials from the learning experience served as an additional data source.  These 

materials were analyzed for content focus areas, and evidence of learner centered 

teaching strategies. The course work that students’ produced provided authentic examples 

of our pedagogy in action. 

Findings 

This study allowed us to gain a deeper understanding of practicing teachers’ 

experiences with learner centered theory and explore the implications of sharing power at 

the university level related to teachers’ professional development.  What follows next are 

the three dominant themes that emerged from our first round of data collection. 

One theme, Teachers’ Appreciate Choice and Value Peer Expertise focuses on 

the ways in which students reported on the benefits of having choice and the ways in 

which our students valued peer expertise.  Students indicated that they valued having 

opportunities to choose which TWK session to attend.  Some students reported on the 

value of selecting sessions that directly supported their own professional needs or 

grade/content areas.  For example, one student wrote, “We are given a choice of a peer 

session to attend and I certainly put some thought into the sessions that I would like to 

attend. I chose topics that I thought would benefit me in my classroom or to challenge my 
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assumptions.”  Another student conveyed their experience in this manner, “I really tend 

to enjoy being taught by our peers.  First, we are able to choose the session that might 

best help us in our own classrooms.  Second, we have so little time to share and so many 

ideas that would help each other.  I think this is a wonderful opportunity for us to help 

each other in applicable ways.” Another student went further in her explanation, “I chose 

sessions that I felt would be the most beneficial for my teaching and growth as an 

educator.  I think that drawing on the expertise and knowledge of our peers is a great 

idea.  This is not a common practice in the schools in which we teach so it’s nice to be 

able to get together with my peers who share common interests was me. We can learn so 

much from our peers and we can also teach them a lot as well.”  In summary, students 

valued opportunities to engage in learning sessions with peers of similar interests and 

appreciated having flexibility to choose sessions that were personally and professionally 

meaningful.  

Data also revealed two key areas related to the ways in which students valued 

peer expertise. One area focused on the value of receiving practical information that often 

connected to the realities of working within state mandated curriculum and testing.  

Students overwhelmingly talked about the wealth of ideas, gaining practical information 

and strategies that could easily transfer into their classroom contexts and practices.  For 

example, one student wrote, “the information and ideas were relevant and timely.  The 

presenters did a great job of giving out great ideas for games and activities that can be 

used in preparation for the SOL [Standards of Learning – state level assessment exams] 

testing.  I think we are all at a point in time where we are all looking for any possible 

ways to improve test scores.  I think teachers are so grateful to have the opportunity to 
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find ways of doing so.  Especially since these teachers explained how their SOL scores 

have really increased since having implemented the activities they shared.”   Another 

student shared, “we are getting to learn from the very people who are in the field 

everyday.  Teachers learning from teachers is so hopeful because they have the real life 

stories, problems, and ideas.  I have learned a lot about myself and my teaching from 

each learning experience.”  And yet another wrote, “I love learning from my peers. I 

think that it is an invaluable took for any teacher.  There are great ideas and hands on 

activities to take back to the classroom.”  Students appreciated the numerous ideas and 

strategies that addressed the complexities of teaching and learning within the constraints 

of state mandated curriculum and testing. 

In addition, students made numerous connections between their current 

pedagogical practices and session topics.   One student shared her experience, 

“sometimes it’s very difficult to collaborate in teaching because your classroom becomes 

your own little place. I loved hearing all of the creative and interactive ideas – during the 

presentation my mind continuously swirled with how I can integrate all of the strategies 

in my own classroom!”  Another student wrote, “it [TWK] gives us a chance to learn 

what works for others and maybe even get some new ideas that we can implement into 

our classroom instruction. It is like a breath of fresh air!  I know I definitely feel 

energized after participating.”  Students reported making connections between the TWK 

sessions and their pedagogical practices in their classrooms which enhanced their 

understandings of teaching and learning.   

A second area of valuing peers was related to challenging assumptions, the value 

of differing perspectives and problem solving with peers.   One student commented on a 
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session that focused on school culture in this manner, “This was just the one right piece I 

needed to fit into the puzzle of my own school culture crisis. The clicks and racial bias 

were addressed from a different perspective than mine, giving me new ideas and 

information that I will use with faculty and administrators of my own middle school.  I 

also obtained current data and web based resources to make a real difference in the life of 

my school and its community.” Another student shared, “I was completely engaged 

during the [TWK] presentation.  It pushed my professional development forward because 

it gave me a different way to look at the various cultures in my classroom.  The 

presentation addressed different cultural aspects that really made me think; I believe that 

I grow professionally every time I am challenged to look at something differently.”  

However one student reported, “the session I attended today was not necessarily 

something new, but it did give me some other ideas to consider or re-consider.” Students 

also appreciated the opportunity to share issues and struggles within sessions.  Students 

collaboratively worked together to brainstorm ideas and possible solutions. For example, 

one student wrote about his experiences in this manner, “we brainstormed and threw out 

ideas to each other that would benefit our students and professional development.  This 

session was a “strategy session” that left me with new ideas, concepts, and a new way of 

thinking about some old ideas and concepts.”  For a variety of reasons students valued 

working with peers, made curriculum connections to enhance their professional 

understandings, shared ideas and/or alternative perspectives and collaboratively problem 

solved through dialogue with others.  

Overall, students made connections and reflected on their current pedagogical 

practices, appreciated opportunities of choice and valued the timely and practical 
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applications of ideas and strategies that were directly tied to their teaching contexts.  

Students wrote about the ways in which they valued peer expertise in terms of new ideas, 

alternative perspectives and problem solving.  Students were empowered to select TWK 

sessions that they felt most closely supported their own professional development needs 

or support their work at the classroom/school/or content area levels.  Students were 

actively engaged in self assessing their professional needs, shared expertise and became 

active problem solvers within numerous TWK sessions. 

A second theme, Teacher Professional Development: Confidence, Ownership and 

Learning conveyed the ways in which students’ reported gaining confidence, having 

ownership, and the differing ways in which active engagement during sessions 

strengthened their content knowledge as outcomes of their participation as session leaders 

and as participants.  Students reported experiencing new found confidence in their 

professional abilities when sharing their areas of expertise with peers.  For example, one 

teacher wrote, “I think it’s empowering and motivating to be in a position to present your 

ideas to peers.  I really don’t see myself as enough of an expert to be presenting to my 

peers, but being made to do it, or given the opportunity where it’s a laid back atmosphere 

makes me see myself as leader whose ideas and opinions are valuable enough to be 

shared with my peers.” Another student conveyed her experience this way, “as a 

presenter, I am always floored when someone expresses an interest in my topic. It was 

great to share what has been working for me and get some new ideas to try.  I feel more 

confident.”  Students reported on gaining confidence in planning and conducting their 

learning sessions that were closely connected to their self identified areas of expertise. 
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In addition, students reported on the power of having ownership over the 

curriculum in terms of session design and the overall experience of sharing peer 

expertise.  One student shared how she felt ownership in this manner, “We were not 

given a lot of structure, so our creativity was able to blossom as presenters.  Because we 

were able to select our own focus and manner of presentation, I felt a great sense of 

ownership.”  However, some students experienced frustration with what they perceived 

to be a lack of directions and guidance from the teaching team.  One student shared his 

frustration this way, “I feel at times that although I have been given the power of this 

shared curriculum, I am not getting out all of this what I expected.  I find myself, at 

times, to be confused and frustrated with the whole process.”  Students’ comfort leveled 

varied with the project.  One student wrote, “it [TWK] has provided me with 

opportunities to improve upon my own professional growth.  I have learned the things 

that I wanted to learn. I have enjoyed focusing on teaching techniques and strategies that 

best related to my pedagogy.  The sharing of power was a benefit because we were given 

the flexibility to create our own path and journey.”  Another student shared, “we have a 

wealth of creative teachers that are ready to share their learner centered strategies.  This 

was important to me because we were given the opportunity to share our best practices 

with other teachers.  This project is a true example of allowing our class to have 

ownership in our learning.”  Some students welcomed the freedom and flexibility to 

choose and design their individual session while other students struggled in designing 

their sessions.  However, the majority students reported professional development 

benefits of having ownership in the curriculum.  
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Student journal reflections highlighted session leaders thinking and learning when 

preparing their TWK sessions.  One student wrote, “I was a presenter and in order to 

prepare for our presentation I had to look over the presentation material and reflect on 

what I thought would be most beneficial for the participants in my session to learn.  It 

pushed me to think about their needs. I wanted them not to walk away thinking it was a 

waste of time.  I wanted the material to get them thinking and perhaps have an impact 

that they would carry back into their teaching and working with students.”  Another 

student conveyed her learning in this manner, “any time one is placed in a position of 

having to teach a concept or idea, the planning and preparation that it takes to do it well 

causes one to learn the topic really well.  In having to present a learning situation to our 

peers, my team and I for that matter had to think about the connections in a new way.  It 

helped me to find common threads between what we’ve learned in IET and the topic we 

chose to present.  According to the feedback we received, the same held true for those 

that attended our session.  The sharing of power was helpful to me because as I felt the 

sharing, I felt the need to hold responsibility for my own learning.”  Student content 

knowledge was strengthened as they worked to construct meaningful sessions for their 

peers.   

Other ways students’ content knowledge was enhanced was that TWK sessions 

provided opportunities for students to make numerous connections to our overarching 

curriculum, incorporate new vocabulary, and practice learner centered teaching within a 

supportive community.  Students were able to make numerous connections between their 

session focus to our overarching curriculum.  For example, one student shared, “I would 

have to say that presenting A Framework for Understanding Poverty with my team was a 
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huge step forward in my professional development. Leading teachers in a discussion of 

understanding poverty was very rewarding.  I found applying what we have learned 

through Women’s Ways of Knowing to fellow educators to be very exhilarating.”   

This student wrote, “by sharing the curriculum with us helped us our own learning. It has 

given us opportunities to practice our pedagogy and use the vocabulary with our peers.  

In general it has helped me understand learner center teaching in ways not possible by 

reading the textbook.”  Another student benefited this way, “sharing the curriculum with 

us has helped our learning.  It [TWK] has given us opportunities to practice our pedagogy 

and use the vocabulary with our peers.  In general it has helped me understand theory and 

I have enjoyed being able to choose which learning opportunities I would attend.  It has 

been helpful to be able to see what other students in the class are focusing their lessons 

on.  Each of the sessions that I have attended was worth while.”  Students benefited from 

the outside texts and readings that were infused within sessions. One student shared, “the 

group was small and we were all able to express our feelings and ideas.  I got some good 

teaching strategies from the session and enjoyed it immensely. I really enjoyed this book 

and I probably would never have read it if it had not been assigned.  It is interesting to 

read books that interest other members of the class.”  In differing ways, planning and 

presenting TWK sessions strengthened students’ confidence, enhanced content 

knowledge and expanded our curriculum by the materials students infused within their 

sessions and the numerous connections between our overarching curriculum, session 

topics and pedagogical practices. 

Students also reported on how they directly benefited from a hands-on approach 

when learning alternative pedagogical strategies related to a particular grade level or 

2007 HICE Proceedings 
Page 2789



 19

content area.   One student wrote, “I enjoyed the hands-on approach that my session 

leaders took with us.  We learned first hand just what multiple intelligence activities are 

like. This was a great way for us to SEE how easily the various intelligences can be 

incorporated into various units of study.” Another student shared her experiences in this 

manner, “teachers’ ways of knowing experiences are most helpful in trying out different 

techniques.  It’s much easier than reading a book about it.” Another student shared, “I 

generally find these experiences the most valuable. Rather than reading about all the 

differences that exist among students I find it more fruitful to learn strategies that will 

help me meet the many differences and needs of my students.  In these sessions I learn 

from other teachers’ successes/failures in addressing such needs.” It was not uncommon 

for students to make comparisons between the TWK learning sessions and reading 

assigned texts. For the most part, students identified active participations in the TWK 

sessions as more meaningful for their learning instead of solely reading about a particular 

theory or strategy.   

Due to the interactive nature of the sessions students captured the ways in which 

they were actively engaged.  Dialogue with others was one aspect that students identified 

as a way to enhance their understandings and expand content knowledge.  For example, 

one teacher wrote, “This is the best way to learn for me is to share with people in the 

same situations as you.  With dialogue it is easiest for me to retain information.” Another 

student stated, “the general idea of drawing on the expertise of peers is invaluable to me. 

I believe it could even be the most valuable information to me. Books are nice, research 

[action research] is good, but there is only one topic covered in them.  Our professional 

colleagues have such a wealth of information in so many fields, and it’s first hand 
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knowledge at places we know.  When we do experiences with our peers, we can stop and 

ask them questions and get immediate answers, something we cannot do when reading 

books.”  According to our students they valued opportunities for dialogue with peers in a 

variety of sessions.  

In summary, students’ professional growth was impacted in differing ways.  Some 

students reported gaining new found confidence in their ability to present information 

related to their areas of expertise.  Students’ content knowledge was enhanced through 

dialogue with others, planning and teaching individual sessions and benefited from the 

interactive hands-on approaches they experienced within session topics.  

A third theme, Complexities of Sharing Power addresses the ways in which power 

sharing impacted students understandings of learner centered theory and highlights the 

tension between teacher centered vs. learner centered curriculum within our university 

classroom.  For the most part students designed TWK sessions that embraced a learner 

centered framework, connected to our overarching curriculum and designed sessions that 

promoted active student engagement.  Sessions typically included reflection time, 

dialogue opportunities, collaborative learning strategies, content related activities and 

provided opportunities to gather peer feedback.   

Students reported on the ways in which they valued learning from peers more 

than learning from the teaching team.  Student reflections captured some of the unseen 

benefits of peer learning.  For example one student shared, “learning from peers is always 

valuable.  It is another perspective and sometimes it is easier to relate to than a 

professor’s presentation.”  Another student wrote, “it is also great to learn from 

colleagues and know that they are going through the same trials and tribulations as we 
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are, they and “one of us.” That makes it easier to identify with the presenter.” Students 

were able to see connections between their experiences as students in our university 

classroom to students in their school classrooms.  For example, one student stated, “just 

like my students, who often can help explain something to another student better than I 

can, my learning and understanding has been enhanced from what my peers have 

presented in their sessions.  I speak “teacher language” better than I do “professor 

language.”  Another student wrote, “I feel I learn more from my peers than the teaching 

team sometimes (no offense).  I feel I can relate this to my class as well.  There are times 

when I feel the kids can teach each other better than I can teach them….As soon as I pair 

them up with a buddy, they nail it.  I think that is a good decision to let us share in the 

teaching.”   Students acknowledged the role peer learning played in their development 

and made connections between their teaching experiences and what they have observed 

in their own school classrooms.   

However, some students struggled with peer learning and student ownership of 

the curriculum and wanted more interaction with the teaching team.  While the majority 

of students valued the TWK sessions led by their peers other students wanted the 

professors to “teach more” and be more involved. One conveyed her thoughts this way, 

“while I appreciated attending the sessions I can’t say that I learned anything new. And I 

think I would have benefited from the experts (university professors) teaching us 

instead.”  Another student shared, “while I like to be given choices, I also like to hear 

insights from the professors. I feel that the viewpoints of the professors are very valuable.  

I sometimes feel that learning from each other is very important and making choices is 

equally important, I sometimes wish there was more guidance.”  And this student stated, 
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“I still feel more comfortable with a more teacher directed leaning in this setting.  I don’t 

feel like I am getting too much out of the sessions – they are well run, but nothing new.”  

Another student wrote, “in many cases I am seeing the same techniques used over and 

over again.”  Student sessions fulfilled curricular requirements and mirrored strategies 

that we had modeled in our teaching practices.  However, some students were looking for 

new learner centered strategies that moved beyond our teaching team strategies. 

Student feedback also captured the time element that impacted how our time was 

redistributed in our classroom.  With six class days of TWK sessions the teaching team 

gave up 12 hours of “regular class time.” One student identified the time away from the 

teaching team in this manner, “I have missed that we have had less time for dialogue and 

interaction.”  Another student commented on the “academic” value of the sessions, “I 

have enjoyed attending and presenting the TWK presentations.  I do, however, feel that 

this role has not had the academic weight that it should hold.”  Based on this feedback 

students felt that the teaching team had important information to share and wanted more 

opportunities for student – professor interactions.  While the teaching team attended and 

participated in the TWK sessions, some students struggled with the “up front” time away 

from the teaching team.   Students commented on missing professor viewpoints, content 

knowledge and professor-student interactions.   

On another note, our decision to share power validated students as valuable 

professionals that had expertise and information that benefited their peers. Students 

appreciated the confidence we held in them for crafting learning sessions for their peers.  

One student shared, “I think that when you ask us to teach each other, it reinforces the 

message that we are experts because of our experiences.  We have the authority and 
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voice.  I think the most valuable part of these learning experiences are the conversations 

and questions that are generated.”  One student wrote, “It was refreshing to feel 

appreciated and treated like professionals we know we are.”  Another shared, “I like that 

you have the confidence in us that we can lead our peers in certain activities.  It has 

helped me grow as a teacher and learn from other teachers in a way that is not always 

possible in the typical school day.”  And yet another wrote, “it [TWK] allows us to teach 

each other and I feel it is a refreshing addition to the program.”  Students appreciated our 

confidence in their abilities to design and deliver meaning learning experiences that 

would extend our curriculum in ways that the teaching team could not.  Student led 

sessions added a “real life” component based on their experiences working in diverse 

settings with diverse student populations. 

 One of our hopes was that students would create opportunities to implement 

learner centered theory into their pedagogy when working with students and peers outside 

our university classroom. While we did not explicitly ask, a few students wrote about the 

ways in which they took the TWK learning experience and transferred it into their 

classroom and schools.  One student shared, “this workshop gave me a great opportunity 

to explore new activities, different resources, and collaboration with other teachers.  I 

even did one of the activities today in my classroom.  They [students] loved it!”  Another 

student wrote, “on one hand I don’t believe that your decision to share power has affected 

my learning.  However, it has affected the way I teach.  I’m more willing to give my 

students agency and because of that I have a better rapport with my students.” Students 

found opportunities to bring TWK session materials back into their schools.  For 

example, one student shared, “I brought the information back to my team and we had the 
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materials that were given to us made into posters.  SOL testing taking strategies, “slash 

the trash.”  The kids love learning new ones!  And other student wrote, “I have duplicated 

my presentation several times over the past few months to other teachers and counselors 

within and outside of my school building which has helped me to grow professionally!  

Having the experience to make more decisions in IET has given me the courage to go out 

and do more on my own.”  While some students moved outside of their classroom to 

share their expertise, most students did not report doing so. 

Lastly, students provided useful feedback on ways to enhance the project. 

Students asked for us to think about ways to capture all of the sessions so that they could 

view them.  One student shared, “this past week I was one of the presenters and I wish I 

could have gone to the other presentations.  I feel like I missed good information. Maybe 

we could video tape the sessions and sign them out or at least receive the handouts that 

were given.  I heard the other presentations were great and I would like to hear that 

information.”  Other students wanted access to all session materials so they could draw 

upon these materials at a later date.  One student voiced, “I wish that all the session 

leaders would share directions for activities/games that were shared during the session.  I 

might want to try some of them later and I won’t have the needed materials.”  And a few 

students commented on the session sign-up format that was started to ensure an evenly 

number of students at each TWK session.  This student wrote, “being held to the confines 

of our sign-up sheets has forced me to sign-up for something I am not sure will have 

applicable value for me.”  Students provided useful and insightful information to enhance 

future uses of the TWK project.  

Discussion 
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With today’s changing demographics and diversity within our educational system 

teachers’ professional development needs to offer more opportunities for practicing 

teachers to draw upon their content knowledge and pedagogical skills as they work to 

enhance learning with diverse student populations in their classrooms. This study 

explored the role of learner centered theory as a model to empower practicing teachers to 

have ownership over their own professional development.   

Students’ reported having a deeper understanding of learner centered theory as 

they created and participated in the TWK project.  Our students experienced first hand 

the implications of bringing educational theory to life at the university level.  Students 

valued opportunities of choice when selecting which sessions to attend.  Students 

indicated that they made thoughtful decisions and selected sessions that interested them 

or supported an area of professional need.  Students were able to self-assess and decide 

for themselves which session would be most beneficial to their professional development 

in terms of content knowledge, pedagogical skills or on a particular area interest. 

Students valued the expertise of others and gained confidence to share and value 

their own knowledge and expertise.  Students gleaned useful, applicable information 

from their peers that mirror the complexities of their classrooms.  Students shared and 

learned new content and skills more effectively with hands-on experiences.   It is 

important that students have opportunities to explore and articulate their instructional 

practices with peers as one way to deepen professional understandings. Dialogue with 

peers is a powerful tool in students’ professional development.  Alternative perspectives 

enhanced discussions and provided for rich conversations among peers as students shared 

their experiences with one another.  When curricular spaces are opened up the students 
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themselves bring issues that are relevant and timely.  Students were able to enhance the 

curriculum in ways that the teaching team could not.   

 University faculty need to be mindful of the complexities of moving students 

from a teacher directed classroom towards a more student directed classroom.  Faculty 

should carefully plan and design curricular interventions that clearly support program 

goals.   In our case we wanted our students to be empowered over their learning and have 

ownership of the curriculum.  Bringing theory to life doesn’t happen overnight.  Faculty 

need to model theory, have meta-cognitive discussions with students, and share student 

feedback as ways in which to help students understand the complexity of educational 

theory.  Faculty need to strive towards creating a “learning community” in which students 

feel safe to take risks, share opinions and reflect on their pedagogical practices.  It is not 

enough to simply read about an educational theory; students need to be provided 

experiences with theory within the context of teaching and learning.  This can be a 

powerful professional development experience for PK-12 practicing teachers. 

 We as a teaching team were stretched in our own professional development as we 

worked to open up curricular spaces and share power with our students.  Creating 

authentic learner centered experiences for teaching and learning added a layer of 

credibility to our teaching philosophy.  It was difficult to relinquish 12 hours of class time 

but we did have a hand in designing a framework that allowed students to enter into with 

their individual areas of expertise and still support our overarching curriculum.  We 

worried about how we would make sense and organize the numerous sessions but trusted 

our students would propose meaningful sessions that somehow connected to our 

2007 HICE Proceedings 
Page 2797



 27

curriculum.  They did not disappoint us and we found that by organizing sessions around 

themes allowed us to build upon their work during our remaining class time together.   

 When learning about a new educational theory we feel it is important to allow 

time for students to reflect upon their experiences in the classroom and to think about the 

ways in which theory can transfer into their classroom practices.  Student reflections 

acknowledged the ways in which they were struggling with the shift towards student 

centered classroom.  During our morning opening PowerPoint we would often shard 

students’ experiences as a way to continue exploring the implications of theory into 

practice.  We had to be willing to listen to students experiences as a way to enhance our 

own instructional practices.  

There are numerous benefits when programs of education design teacher 

professional development programs to assist teachers to enter into the curriculum and 

have ownership of their professional development.  Students’ reported a deeper 

understanding of learner centered theory, developed confidence in planning and 

delivering learning opportunities for peers related to their areas of expertise and benefited 

from alternative perspectives and power sharing of the curriculum.  However, we were 

slightly disappointed that for the most part our students mirrored the same learner 

centered strategies we had used; they rarely implemented strategies that were outside our 

own teaching repertories.   We had hoped to learn new strategies and ideas that would 

enhance our own pedagogical practices.  We valued students’ suggestions and have made 

modifications to our project that should enhance others’ experiences. 

 While our study had a relatively small number of participants we do feel that their 

experiences and insights have provided us with useful information to improve our own 
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pedagogical practice.  Students’ journal reflections have enhanced our understandings of 

the ways in which infusing learner centered theory into our practice and curriculum 

framework can offer practicing teachers valuable opportunities to learn about educational 

theory and support their professional development.  

 In summary, our study captures the ways in which students benefited from 

experiencing learner centered theory within one Masters’ Degree program for practicing 

PK-12 teachers.  Students gained confidence, valued peers, and gained new content 

knowledge.  Students valued hands-on experiences, dialogue and gaining alternative 

perspectives as powerful ways to enhance their professional knowledge.  While all 

students did report some sort of value from the project not all students appreciated the 

tension between wanting a teacher centered classroom to participating within a student 

centered classroom.  

 As a teaching team we are interested in continuing our work and have 

implemented our second round of the TWK project with our current class of 66 students 

and will continue collecting student data.  We are curious to learn more about the 

possible ways learning styles and stages of professional development affect students’ 

perceptions and experiences with the project.  And we are curious to learn more about the 

ways in which learner centered theory transfers into our students’ classroom practices?  

And if students do not infuse learner centered teaching into their classroom practices, 

what are the reasons?  

Teacher education programs should attend to the ways in which teachers are 

taught. We have learned about the ways in which a learner centered curriculum focused 

on students’ expertise, reflection, critical pedagogy and collaboration can support 
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individuals’ professional development regardless of teaching contexts and years of 

teaching experience.  

Significance 

Alternative models for teacher professional development need to be implemented 

and critically examined in terms of impact on teachers’ professional growth and 

understandings. This study identifies the ways in which students’ participation in a 

learner centered (Weimer, 2002) university level classroom supported students’ 

understandings of learner centered theory in practice and enhanced students’ professional 

development.  Providing teachers with first hand experiences with learner centered 

theory, sharing of power and opening up spaces for curricular innovations supports 

teachers developing pedagogical and content knowledge. 

The TWK project offered students a different kind of professional development 

opportunity that focused on our overarching curriculum and program goals. As a faculty 

teaching team we created an authentic learning experience where our students were able 

to design and deliver higher level learning sessions that supported teachers’ content 

knowledge.  Students created a wide variety of higher level interactive sessions that 

supported individual students professional development needs.  At the university level 

professors of education should model theory in their pedagogical practice as one way to 

more fully understand pedagogical implications of opening up spaces in the curriculum to 

empower students and enhance our own understandings of learner centered theory into 

our classroom practices.  
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Appendix A 
 

Teachers’ Ways of Knowing 
 
Overview and Requirement Information Sheet 
 
For the second year we want to try something new and daring for our class.  In our team meeting 
the other day, Karen asked, “Well when are we going to really step back and give the teachers a 
voice in their learning?”  That provocative question led to the following idea.  We are going to 
have a set of options for the second year that will empower teachers to plan and carry out part of 
the pedagogy of the classes.  Our intention is to give each of you the chance to plan a learning 
experience for members of the class that integrates the materials of the first year and extends 
learning opportunities for the class.  
 
What we have in mind is scheduling several of these in the summer session and a few each class 
day over the next year.  We imagine for each learning experience: 
 

• All the activities to be learner-centered 
• A proposal will be turned into your faculty mentor and approved 
• A plan for a two hour learning experience 
• Feedback from the participants will be shared with learning experience leader(s) and 

faculty mentors 
• An individual reflection by the learning experience leader(s) on what worked and what 

didn’t and how it might be changed to work better with specific suggestions and feedback 
from participants 

 
Our objectives in bringing your voices into our curriculum planning are tied to a general aim of 
this program.  We hope to establish in schools a nucleus of committed teachers who seek 
opportunities for personal growth and professional development, both for themselves and for their 
colleagues.  IET graduates often become teacher-leaders in their schools.  Our hope and intention 
is that this learning opportunity will have the following effects.  You will: 
 

• Gain experience in planning and carrying out staff development with colleagues 
• Gain power and voice for your learning 
• Help distribute power in our classroom 
• Help expand our curriculum 
• Make our curriculum more responsive to your lives and classrooms within the context of 

learner-centered theory 
 
We have developed some loose ideas about what forms the learning experiences may take.  These 
are only ideas.  We urge you to think about your strengths and about things you would like to 
learn and make your own proposal for what you might bring to the class.  We imagine scheduling 
4-5 such learning opportunities simultaneously in a two-hour time block on several class days.  
Members of the class would choose which learning experience to attend, with seats limited 
enough to assure participants for each learning experience.  Among the learning experiences we 
have imagined are these:  
 

 Book Club (Summer Session – proposal due to faculty mentor by June 1st) 
 Extension of First Year Research 
 Work In School 

2007 HICE Proceedings 
Page 2802



 32

 Create a Class Book 
 No Child Left Behind 
 Photographic/Artistic Essay 
 Drama 
 Opening Class Day Reflections 
 Technology 
 Simulation 
 Other 
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Appendix B 
 

Teachers’ Ways of Knowing 
Learning Experience Feedback Form 

 
 

 Activities are Learner-Centered 
 

__________ Yes  __________ No 
 
 
 

 Proposal Was Turned in and Approved  
 

__________ Yes  __________ No 
 
 
 

 Conducted the Two Hour Learning Experience 
 

__________ Yes  __________ No 
 
 
 

 Feedback from participants shared with Learning Experience Leaders and Faculty 
Mentors 

 
__________ Yes  __________ No 

 
 
 

 Individual Reflection Submitted by the May Class Day  
 

__________ Yes  __________ No 
 
 
 

 Individual Reflection identifies what worked and what didn’t and how it might be 
changed to work better. 

 
Meets Expectations Somewhat Meets Expectations Didn’t Meet Expectations 

 
 
 

 Individual Reflection incorporates specific suggestions and feedback from participants. 
 

Meets Expectations  Somewhat Meets Expectations Didn’t Meet Expectations 
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Appendix C 
 

Teachers’ Ways of Knowing Learning Experience Schedule and Titles 
 
July 18, 2004 Summer Book Club Choices (select one session text and have read prior to the 

start of the summer session) 
  
 #1 Tuesdays with Morrie 
 #2 Educating Esme: A First Years Diary 
 #3 The Color of Water: A Black Man’s Tribute to His White Mother 
 #4 A Day No Pigs Would Die and A Hero Ain’t Nothin But a Sandwich 
 
October 30, 2004 
 
 #2 Practice and Learn With Me: A Constructivist View of Teaching Math 
 #8 Current Structure of Schools in Relation to the Education of Boys 
 #10 Exploring Critical Theory Using Poetry and Multiple Intelligences 
 #13 Standards Of Learning, Yes We Are.  So Now What? 
 #16 Cooperative Learning Activity Challenge  
 
November 13, 2004 
 
 #1 Session on A Framework for Understanding Poverty 
 #4 Session Cultural Norms 

#6 Session Cliques in the Classroom: What Can We Do? 
#14 Where Have All The Boys Gone?  

 
March 5, 2005 Movie Day 
 
*** Watch your movie choice prior to our class day, unless presenting 
 

#9 Mr. Holland’s Opus, The Lives We Touch Are the Notes Of A Beautiful 
Symphony 

 #11 Whale Rider, Readers’ Theater and Jigsaw Observers 
 #12 Stand and Deliver 
 #15 Six Degrees of Separation, Foggy Lenses: The Biases We Don’t Want to See 
 
April 9, 2005 Spring Book Club Choices 
 
*** Select one book to read prior to our class day, unless presenting 
 
 #5 The Trouble With Islam by Irshad Manji 

#7 Creating A Caring Classroom by Nancy Letts or The Emotional Development of 
Young Children by Marilou Hyson 

 #17 Marsteller Team – Need Book Title 
 
May 14, 2005 
 
 #3 The Amazing IET Race 
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Abstract. 
 
This study explored the ways in which one Masters’ degree program influenced and 
shaped practicing teachers understandings of critical pedagogy (Wink, 2000).  It 
documents teachers’ professional growth with particular attention to their pedagogical 
practice and student learning.  Portfolio development was placed within a framework of 
critical pedagogy.  Using critical pedagogy as a model teachers constructed portfolios to 
document their professional growth and pedagogical practices. Findings centered on three 
areas; The Value of Student Voices; Sharing Power with Students; and Placing Students 
at the Center of Instructional Practices.  These themes capture key areas of teacher 
professional growth and changes in classroom practices.   Teachers’ were able to 
articulate aspects of critical pedagogy that played an important role in their professional 
growth and changes in classroom practices.   
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Hawaii International Conference on Education 
Workshop Proposal 

 
Title of Submission:  

“Developing Alcohol Education Initiatives in Centers of Higher Education” 
 

Topic Area:   Higher Education 
 
Topic Area for Submission: Workshop Session Format 
 
Name of Authors:  Rosanne S. Keathley, Ph.D. and Martha A. Bass, Ph.D. 

 
Departments and Affiliations:     

Rosanne S. Keathley, Ph.D. 
Associate Professor of Health 

Coordinator: SH Alcohol Abuse Initiative  
Department of Health and Kinesiology 

Sam Houston State University 
Huntsville, Texas, USA 

 
                                                      Martha A. Bass, Ph.D. 

Assistant Professor of Health 
Department of Health and Kinesiology 

Sam Houston State University 
Huntsville, Texas, USA 

 
 

Mailing Addresses:  P.O. Box 2176  
    Department of Health and Kinesiology 
    Sam Houston State University 
    Huntsville, Texas  77341, USA 
 
e-mail Addresses:  Rosanne S. Keathley  hpe_rsk@shsu.edu  
 
    Martha A. Bass  hpe_mab@shsu.edu 
 
Phone Numbers:  Rosanne S. Keathley  (936) 294-1171 (Work) 
        (936) 295-4393 (Home) 
 
    Martha A. Bass  (936) 294-1183 (Work) 
        (936) 293-1490 (Home) 
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“Developing Alcohol Education Initiatives in Centers of Higher Education” 
 

Workshop Objectives: 
1. Participants will be able to comprehend the formative steps that are necessary 

in the development of a college/university alcohol education initiative on their 
campus. 

 
2. Participants will become aware of successful strategies to overcome obstacles 

of opposition when organizing an alcohol education initiative and 
implementing alcohol education activities on their campus. 

 
3. Participants will able to comprehend the importance of alcohol related 

statistics as they relate to underage drinking, driving behaviors, binge 
drinking, and personal safety issues of their students. 

 
4. Participants will be able to discuss standard alcohol servings sizes used in 

various countries, time factors involved in consuming alcoholic beverages, 
blood alcohol concentration, and the rate of metabolism of alcohol in the 
body. 

 
5. Participants will be able to explain the current laws from their respective 

countries regarding the consequences of underage drinking, drink driving, and 
public intoxication. 

 
6. Participants will be able to customize the content of academic curriculum 

taught within their centers of higher education to include various components 
of alcohol awareness education, activities, and strategies that are 
developmentally appropriate for their student population. 

 
7. Participants will be able to identify national, state, and community resources 

that can provide assistance to their center of higher education with the 
planning and implementation of alcohol awareness education and prevention 
based activities.  

 
Workshop Description: 
 The incidence of underage drinking is alarming.  According to the National 
Institute of Alcohol Abuse and Alcoholism (NIAAA), 77 percent of college freshmen 
(four out of five students) have reported drinking on a regular basis while they attended 
high school.  A shocking 43% of college students classified themselves as binge drinkers 
with 21% of respondents indicating they participated in binge drinking behaviors on a 
regular basis.  Of this same group, 27% stated they drove a car while they were under the 
influence of alcohol. Results from the Monitoring the Future Survey (2003) indicate that 
28.6 percent of 12th graders (52.3% males and 45.1% females) reported participating in 
binge drinking behaviors during their senior year.  Healthy People 2010 estimates that 40 
percent of youths who start to drink at age 14 or younger will develop an alcohol 
dependence at some point in their lives.  Clearly there is a critical need for educators in 
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centers of higher education to develop alcohol education initiatives to provide their 
students with a scientific knowledge base that will enable them to shape healthy attitudes 
and behaviors regarding alcohol use.  
 This interactive workshop will be tailored to meet the needs of participants 
attending the presentation with respect to their college/university location, size, 
demographics, and campus culture. The program will be divided in three components: 1) 
the “How-to’s” of planning and developing an alcohol education initiative, 2)  review of 
effective strategies and activities of successful alcohol education initiatives, and 3) the 
use of the integrated marketing approach to promote alcohol education programming 
both on and off their campus.  Participants will have the opportunity develop an action 
plan for their individual campus and customize specific alcohol programming that will 
meet the unique needs of their student population.  All attendees will receive a resource 
packet containing statistical information, programming ideas, educational resources, 
funding opportunities, best practice recommendations of national organizations, and 
marketing plans that can be integrated into their college/university alcohol education 
initiatives.   
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Abstract for:  Research in Juvenile Correctional Education 
Presenters 

James H. Keeley, Ed. D. 
Marybeth Morrison, Ph. D. 

 
James Keeley is the former Director of Juvenile Correctional Education for state of 
Pennsylvania where he oversaw 13 facilities of varying security levels, educational 
programming, gender He is currently the Field Director for Juvenile Correctional 
Education for the state of MD 
 
Marybeth Morrison is the former instructor for individuals with disabilities in 
vocational programming for the Pennsylvania State University; Workforce Education 
and Development. She is currently an adjunct faculty for Palmer Seminary and does 
consulting for various community and faith based organizations on systems and 
system issues. 
 
This workshop will focus on two studies: one quantitative and one qualitative that 
highlight: 
 What is and is not working in transition programming 
 Relationship of rates of disability to incarceration 
 Return to school rates and what effects them  
 Collaboration with stakeholders and community members in juvenile correctional 

facilities 
 Use of vocational programming in juvenile correctional facilities 

 
This is a cross-discipline approach to transition of individuals with disabilities and will 
discuss all the above issues from a variety of provider perspectives as it relates to the 
roles of educators and their inter-facing with those providers for the transition process. 
 
This material has been published in the Journal of Correctional Education by James 
Keeley and has been presented in a variety of national and international conferences.  
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Abstract 

The author conducted a study in the fall of 2005 to examine the extent to which the frequency of 
faculty integration of computer technology, students’ computer proficiency levels for personal 
activities, and students’ computer proficiency levels for instructional activities predict students’ 
perceptions of the effect of computer technology use to improve their learning. Evidence from 
the study suggests that students need to have direct instruction to effectively and efficiently use 
computer technology applications such as authoring and sophisticated hypermedia. These 
programs provide computer skills in advanced computer technology applications that will enable 
faculty to expect more discipline-specific computer-based projects such as developing a 
webquest in a web editor. 
 
Introduction 
 
Technology permeates all sectors of our lives. Educators have been under pressure to reform 
school through technology (Becker, 2001). Over the past decade, educational stakeholders 
including administrators, parents, and even politicians have pushed towards the use and 
integration of educational technology in the classroom. Public and political support for 
technology use has generated billions of dollars toward increasing its availability to universities 
and corporate organizations. However, there is an alarming gap between technology’s presence 
in higher educational institutions and its effective integration into classroom instruction (Cuban, 
2001).   

 
Cuban (2001) argues that computers have been oversold by policy makers and advocates of 
technology use in education, but have not been effectively integrated into instruction. Cuban 
contends that remarkable changes have occurred in how students use computers in places, such 
as the libraries, but a bleak side exists on how these tools are used in the classroom. While access 
to computers has increased tremendously in many classrooms, faculty use computers less 
frequently and in limited ways that do not support student learning (Cuban, 2001).  

 
Advances in educational technology and the existing evidence of technology to support learning 
imply a growing need for faculty who can teach effectively with technology. Even so, reports 
indicate that faculty members are not using technology in ways that make a difference in student 
learning (Anderson, 2000). Regrettably, technology integration lacks throughout the curriculum 
(International Society for Technology in Education, 2000). 
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Purpose of Study 
 

There is a call for evidence regarding the justification of the massive investments into technology 
resources (Oppenheimer, 1997, 2002), especially as it relates to student learning. Even so, it is 
difficult to quantify the use of computer technology to support student learning (Roblyer & 
Knezek, 2003; Strudler, 2003) and justify the lofty spending on new technological resources. It 
cannot be assumed that once technology tools are available, faculty will embrace them and 
integrate them into their classroom instruction. On the contrary, successful use of these tools to 
enhance student learning goes beyond the common task of just providing more machines in the 
classroom.  
  
The pressure to reform education through technology integration (Becker, 2001) and the 
emphasis on developing information literacy skills for students (Rockman, 2004) implies the 
need for current understanding on computer technology integration practices to support student 
learning. Therefore, the purpose of this study was to determine the nature of the relationship 
between faculty integration of computer technology into classroom instruction and students’ 
perceptions of the effect of computer technology use to improve their learning. 
 
Research Methods 
 
This study utilized a survey research design for data collection. The Computer Technology 
Instrument (CTI) surveys were administered to 854 students enrolled in 40 courses at a 
participating medium-sized midwest public university in Indiana. The researcher hand-delivered 
and administered the surveys to the students and collected them after completion for data 
analysis. Of the 854 surveys received, 837 cases (98%) were retained for analysis. 
 
One major question (to what extent does the frequency of faculty integration of computer 
technology, students’ computer proficiency levels for personal activities, and students’ computer 
proficiency levels for instructional activities predict students’ perception of the effect of 
computer technology use to improve their learning) and one null hypothesis derived from this 
question was tested at the .05 level of significance. 

 
Results and Discussions 
 
The student responses indicated a high level of computer proficiency in using word processing, 
using software, using electronic mail, using electronic files, using the Internet and the World 
Wide Web, for both personal and instructional activities. The student responses indicated a 
moderate level of computer proficiency in using spreadsheets and Internet chatrooms for both 
personal and instructional activities. The student responses indicated a low level of computer 
proficiency in using web authoring tools and using Hyperstudio, HyperCard, or other multimedia 
authoring application for both personal activities and instructional activities.  
 
Major Research Question: To what extent does the frequency of faculty integration of computer 
technology into classroom instruction, students’ computer proficiency levels for personal 
activities, and students’ computer proficiency levels for instructional activities predict the 
students’ perceptions of the effect of computer technology use to improve their learning? 
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The analysis included a null hypothesis that stated that the students’ personal computer 
proficiency, students’ instructional computer proficiency, and faculty integration of computer 
technology do not account for a significant proportion of variance as predictors of the students’ 
perceptions of the effect of computer technology use to improve their learning. 
 
A multiple regression analysis revealed that the three predictor variables produced a significant 
model with the value of R2 = 0.039; p < .05. Therefore, a statistically significant relationship was 
found between the three predictor variables and the criterion – students’ perceptions of the effect 
of computer technology use to improve their learning. 
 
Based on the values of R2 = 0.039 obtained from the simultaneous regression model, R2 = 0.034 
obtained from the instructional model, and R2 = 0.039 obtained from the personal model, we can 
infer that instruction did not add significantly to the first model. Therefore, the personal and 
faculty model were the best fit. The R2 of 0.039 implies that model accounted for 3.9% of the 
shared variance between the personal and faculty models.  

 
Implications and Conclusions 
 
Universities across the nation are experiencing rapid technological changes, continuous shifts in 
the learning environments, and a new generation of students exhibiting diverse computer 
proficiency skills. Yet in many locations, the rapid improvement in these technologies exceeds 
the current knowledge of effective technology use (Allen, 2001). Therefore, this study provided 
baseline data to identify current faculty computer integration practices. These data can guide 
institutions to examine their current technology practices and provide grounds to make sound 
technology-related decisions that can maximize student learning.  
 
Educators have also made various assumptions about the relationships between computer 
technology integration, content instruction, and student learning. For instance, faculty may 
assume that students learning in the modern technology age or generally referred to as 
“cyberkids” are highly competent in general computer skills and are likely to be more prepared 
to learn with technology as opposed to the previous generations of students.  
 
In practice, the above assumption implies less support from faculty – faculty leaving students on 
their own especially in courses that heavily utilize technology – in the hope that the current 
technology savvy students will understand the technology use and content information based on 
the existing assumptions. Evidence from this study provides a data set to question such thinking. 
Instead, there is evidence suggesting a need for direct instruction in the use of sophisticated 
software programs. Further, the distinction between personal and course-related use illustrates 
the need for faculty to create bridges between personal and instructional use of technology for 
improved student learning. 
 
The study provided evidence to suggest that a relationship exists between faculty integration of 
computer technology into instruction and students’ perceptions of the effect of computer 
technology use to improve their learning. However, this relationship is negative.  This 
unexpected finding could be attributed to several factors that include social, contextual and/or 
personal influences. For instance, due to the digital divide among college students, students 
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might perceive the value of computing for improved learning differently and fail to understand 
the role of technology in transforming their courses (Beisser, Kurth, & Reinhart, 1997). 
Instructional practices and contextual factors such as student comfort levels, beliefs, and 
experiences are also likely to affect the way the students perceive the impact of computer use on 
their learning. The interplay of any and/or all of these factors might have led to this unexpected 
finding. 
 
Technology has the potential for changing the way teachers teach and students learn (Thompson, 
Schmidt, & Davis, 2003), but research indicates that educators are less likely to use computers 
than other professions (Hanushek, 1998). Other reports such as the one by Cuban (2001) indicate 
that faculty use computers less frequently, and in limited ways that does not support student 
learning. Even so, faculty members play a major role in how successful technology will be in 
education (Yildirim & Kiraz, 1999). Therefore, if educators want to maximize student learning, 
they should invest time, money, and technology resources in areas that can have the greatest 
impact for our students such as the faculty (Fabry & Higgs, 1997).   
 
In conclusion, there is need for better preparation in University-wide technology integration 
practices and issues; it is important to provide technology leadership training for chairpersons 
and technology directors that will enable them to work more effectively with other university 
units and faculty across the University. Further, it is important to identify key faculty leaders 
throughout campus who can lead and provide modeling in the best technology integration 
practices that support student learning. Faculty leaders are needed to guide other faculty through 
the necessary changes they need to go through to become successful in their use of technology in 
the classroom (Johnson & Liu, 2000).  
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Abstract  
 
This research seeks to discover similarities and differences among art teachers’ 
philosophies on art education and how that influence their selection of curriculum content, 
instructional  strategies, and assessment modes for their students’ learning.  
 
The local art curricula (both primary and lower secondary, and Studio Practice for upper 
secondary) do not have selected topics, sequential concepts or principles for art teachers 
to cover, unlike Geography or History. A three-pronged approach of “Explore, Express 
and Evaluate” serves as a guide for teaching and learning. However, the translation of 
this approach may take on different forms in different teachers. 
 
When the curriculum is designed to only provide a framework within which art teachers 
have the freedom to decide the exact types of content and instructional strategies, art 
teachers’ philosophies about art and learning will determine the kind of curricula we see 
in schools.  
 
By understanding what art teachers teach and how they teach, this paper will provide 
policy makers and curriculum planners a deeper perspective of the implementation 
process of any future policy and new changes in the curriculum. As stated by Dunn (1995, 
p. 11), “the disparity exists because what works in the laboratory or what looks good on 
paper often needs to be translated by teachers for it to be effective in the classroom”. 
Curriculum and pedagogic discourses  are capable of “taking on lives on their own once 
in circulation in schools”. (Luke, 2000, p.5)This research is the first step in discovering 
the various factors that may give rise to certain types of classroom practices in art 
education . 
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The local art curricula (both primary and lower secondary, and Studio Practice for 
upper secondary) do not have selected topics, sequential concepts or principles for art 
teachers to cover, as compared to subjects like Geography or History. All that is stated in 
these curriculum guides is that students should be introduced to “two-dimensional, three-
dimensional and new media” art forms. A three-pronged approach of “Explore, Express 
and Evaluate” serves as a guide for teaching and learning. However, the translation of 
this approach may take on different forms for different teachers. 
 

Therefore, the basic questions of what we teach and how we teach remain elusive 
in many art classrooms. For many teachers, lower secondary curricula are often 
considered to provide “formal, technical, and conceptual groundwork” for what gets 
taught at upper secondary level. (Hafeli, M., et.al, 2005. p. 242) In other contexts, lower 
secondary art is a time for self-exploration through engagement in art experiences that 
focus on identity and social issues. But in whatever context, as stated by Chapman (1982), 
art teachers know well that lower secondary art programme is probably “the last 
opportunity for majority of students to study art with a specialist teacher”. (p.70) 
 

When the curriculum is designed to only provide a framework within which art 
teachers have the freedom to decide on the types of content and instructional strategies, 
art teachers’ philosophies about art and learning will determine the kind of curricula we 
see in schools.  
 

With the continuous and increased emphasis on arts education in schools, this 
research is timely as it seeks to examine entrenched classroom practices as well as to 
discover exemplary practices for future sharing. This research seeks to get a better 
understanding of art education in secondary schools and make recommendation that can 
better meet the needs of Singapore students.  
 

By understanding what art teachers teach and how they teach, this research will 
provide policy makers and curriculum planners a deeper perspective of the 
implementation process of any future policy and new changes in the curriculum. As 
stated by Dunn (1995, p. 11), “the disparity exists because what works in the laboratory 
or what looks good on paper often needs to be translated by teachers for it to be effective 
in the classroom”. Curriculum and pedagogic discourses, as mentioned by Luke (2000, 
p.5), are capable of “taking on lives on their own once in circulation in schools”. This 
research is the first step in discovering the many possible factors, in schools and against 
the larger background of our local education system, including teachers’ education, that 
may give rise to certain types of classroom practices. 
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The study addresses these questions: 
 

1. What are the similarities and differences among the art teachers’ philosophies on 
art education? 

 
2. What art curriculum content and instructional strategies do art teachers use? 

 
3. How do the art teachers assess their students’ learning? 

 
Methodologies 
 
 Interviews with the art teachers were taped and classroom lessons were observed 
and video-recorded. Analysis of taped interviews, classroom lessons and schools’ 
schemes of work were made where meaningful relationships were sought. Since this is 
still an ongoing study, more classroom observations are needed to provide a better 
understanding of teachers’ instructional strategies and interaction with students.  
 
 The variable in this study is teachers’ educational background. A total of six 
teachers were interviewed for this study. Two hold a Diploma in Art Education. They 
graduated from local art colleges with a diploma. One of them worked as an interior 
designer before joining the teaching profession. The other two art teachers hold Bachelor 
of Arts (Education). One of them graduated with a GCSE A-level and joined NIE for the 
four-year degree programme. The other degree-holder used to teach primary school and 
art was one of her teaching subjects although she was not trained to teach art then; she 
was holding a general Diploma in Education. She later completed her degree programme 
in NIE where she learned art for the very first time. The Post-graduate Degree in 
Education (PGDE) teachers had their first degree from overseas universities. They had 
Bachelor of Fine Arts Degree before joining NIE’s PGDE programme. All the teachers in 
this study have between two to eight years of teaching experience. The schools that these 
teachers teach in are government schools and offer the General Art Programme (GAP).  
 
Interim Findings 
 

1. Teachers’ Philosophies on Art Education 
 

All the teachers in this study felt that learning the basics skills in art was 
important. This included concepts like elements of art and principles of design. 
Ensuring that students enjoy art lessons was also a common concern for these 
teachers as they believed this would increase students’ interest in art. Three teachers 
(one from each group) also mentioned that art was a visual language and believed that 
all students were capable of learning this language to express themselves through 
their art works. When asked if they felt that their philosophies had changed over the 
years of their teaching, only the two PGDE teachers thought so. However, they 
refrained from using the word, “changed”, and chose to use “refined” and “widened” 
instead. The latter who claimed that her beliefs had widened attributed this to her 
experiences with different types of students. She thought that she used to be “over 
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ambitious” but have since “mellowed”. The former’s philosophies and beliefs had 
“refined” due to his interaction with students, art educators, his own observations of 
art education here and his own readings, like works by Eisner. 
 
 
2. Instructional Strategies 

 
All the teachers adopted a student-centred approach. There was a lot of one-to-

one teacher and student interaction in class. Most of the activities in the scheme of 
work were hands-on and planned within students’ abilities. Teachers were very 
concerned with students’ interest and they felt that hands-on lessons were crucial in 
keeping students engaged. One teacher had quizzes and board games to help her 
students recognize artists’ works. Most teachers adopted very guided, step-by-step 
approach in their teaching so that students would feel confident when the tasks were 
achievable. Only one teacher who teaches in a school with higher ability students 
planned activities that called for more independent learning and more project works. 
 
3. Curriculum Content 
 

The schemes of work emphasized on the acquisition of basic technical skills 
which all teachers deemed important and necessary. Teachers also incorporated 
concepts like elements of art and principles of designs in their schemes of work and 
these were taught through hands-on activities. Lessons where artists were introduced 
were relatively few. During a semester (approximately 20 weeks), an average of two 
lessons where artists were mentioned were planned. Teachers made references to 
artists for teaching of drawing or painting techniques and concepts like perspective 
and colour theory. The artists that teachers referred to were “canons” like Van Gogh 
and Andy Warhol. Only the teacher who taught in the school with higher-ability 
learners had project works where students were tasked to research on genres of artists 
which counted for their mid-year exam. 
 
4. Assessment 
 

Three schools had time-based exams while the other three did not. Teachers used 
a variety of assessments like weekly assignment, portfolio and projects to gauge 
students’ understanding. All teachers have assessment criteria that were made known 
to students. Many referred to the O-level examination criteria but scaled down on 
their expectation with the lower secondary students. Some claimed that using the O-
level assessment criteria was crucial if students were to continue with art in upper 
secondary. Some teachers crafted their own rubrics based on the activities and most 
of the time, they were assessing what students have learned. Only the teacher who 
teaches higher-ability learners had assessment that focused on students’ research 
skills and application of knowledge to tasks given.  
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Discussion 
 

Teachers’ philosophies are often the result of their experiences, knowledge and 
understanding. One teacher mentioned that teaching foundations was important and 
talked about her own experiences as a student in a local art college. Another teacher 
admitted that she hated art when she was a student and did not have a pleasant experience 
in NIE. She only studied art, besides two other subjects, for two years when she did her 
degree programme in NIE after having taught art in a primary school for many years as a 
general teacher. Her approaches in teaching were very different from the other teachers in 
this study as she did not believe in introducing artists to her students, unlike the rest. 

 
All, except for the teacher with higher-ability learners, thought that the MOE’s 

syllabus’ Learning Outcomes were too idealistic and that their students were not able to 
meet all these Learning Outcomes. Most did not refer to the syllabus document rigidly 
when planning their schemes of work. One teacher felt that the document was written for 
students who were good in art, not the majority of the students out there.  
 

Indeed, such a belief was evident when we examined the schemes of works by the 
various teachers. Teachers planned the curricula with students’ ability in mind and most 
of the lessons emphasized on skills acquisitions that were far from the learning outcomes 
stated in the syllabus document. Teachers’ main concern was students’ interest and felt 
that hands-on learning of skills would best sustain students’ engagement in art. 
 

If we agree with Chapman (1982) that by simply looking at artworks, students will 
not automatically learn the value of reflecting about what they see, then we would need to 
rethink how we can increase the depth of students’ understanding so that they could 
acquire the “intellectual access”, (p.31) to the insights that art can offer. Chapman (1982) 
recognizes that some “subtle aspects of art cannot be grasped” by very young children but 
propounds that education plays an important role if we hope our students can see the 
value of art beyond skills acquisition. Also, when we considered the comments of some 
of these teachers’ own experiences as art students, we can clearly see how their beliefs in 
art were influenced by education. Perkins (1994) argues that looking at art is an important 
means to cultivate thinking dispositions that include thoughtfulness and reflection. If 
these are the qualities that we consider important irregardless of students’ learning 
abilities, and if we truly believe that all students can learn, then we might want to 
consider the following: 
 

1. What are art teachers’ experiences in art institutions and pre-service training? 
 
2. How can we help teachers to be more confident and comfortable in extending 

students’ learning of art beyond skills acquisition? 
 

3. In these case studies, teachers’ teaching approaches were much influenced by 
students’ learning styles. Conversely, how can teachers’ teaching approaches 
also influence students’ learning? 
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The study is still in its interim phase. More lesson observations are definitely needed so 
that accurate data can be attained that might shed more light on teachers’ teaching in 
relations to students’ learning styles and vice versa and such inquiry should perhaps 
extend beyond the secondary art classrooms. 
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Introduction 
 

Meeting the obligations that are required for continuous accreditation and 

program approval demands significant data collection, maintenance, and management 

efforts, as well as evidence that various feedback loop systems are in place and being 

monitored. The challenge becomes one of establishing and maintaining such a 

framework with manageable feedback loops that provides faculty and administrators 

the tools to monitor effectiveness at all levels.  

This article uses a two-step process to establish such a framework to promote 

the understanding of the impact and implications of accreditation practices in 

university-based teacher education programs. Firstly, it uses systems thinking to 

explore and characterize the accreditation process and its component parts as a 

complex living system that dynamically coevolves with its environment and 

respective stakeholders. Secondly, it discusses one college’s use of this 

characterization to develop an Assessment and Evaluation Framework for its 

accreditation process with related environmental influences. This framework provides 

a means for understanding the role of the six NCATE standards and their individual 

and collective impact throughout this unit’s P-12 professional school personnel 

programs. While much has been written about various aspects of and issues related to 

the accreditation of colleges of education, there is a dearth of resources that provides 

a framework to guide practitioners – mainly faculty and administrators – through this 

increasingly complex process. Therefore, the goal of this article is to provide such a 

framework to inform and guide the efforts of learner-centered colleges who continue 

to be accredited by NCATE or are interested in seeking this designation. 
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Accreditation Environment 

Within fields like medicine, law and education, accreditation has played a 

critical role in quality assurance. Standards and quality measures ensure the 

application of high and rigorous external standards for the preparation of 

professionals in these disciplines. The success of the accreditation process has been a 

result of an expectation for quality in the preparation programs, which meet or exceed 

established public standards or expectations of quality. Moreover the Council for 

Higher Education Accreditation (CHEA) states that “standards are to reflect 

consideration of public expectations of a profession within the context of an ongoing 

commitment to quality” (2001). 

Within the discipline of education these “public” stakeholders are increasingly 

requiring schools, colleges, and departments of education (SCDE) to prove program 

effectiveness in terms of the professional candidate’s impact on P-12 student learning. 

The National Council for the Accreditation of Teacher Education (NCATE) expects 

their accredited SCDE to provide evidence, based on six assessments, that 

demonstrates how well candidates know their academic content, understand the 

principles of learning and teaching, and increasingly, impact P-12 student learning 

(NCATE, 2002b). These six assessments as well as their respective evidence – 

scoring guides, student samples, and the assessment of student samples – must be 

linked to Interstate New Teacher Assessment and Support Consortium (INTASC) 

standards as well as those of NCATE’s 19-member Specialized Professional 

Associations (SPAs). Also, increased government and public scrutiny have lead to 

increased governmental oversight of academic quality (Eaton, et. al., 2005). Some 
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states, along with NCATE accreditation, have their own distinct approval 

requirements for individual programs. This brings additional pressures to colleges of 

education to monitor other aspects of candidate performance such as performance on 

standardized tests and licensure examinations, the results of which are increasingly 

linked to continuous accreditation (Jacobson, 2004) and funding (Wolf, 2005). 

Colleges of education are charged with preparing “competent, caring, and qualified 

teachers and other professional personnel” (NCATE, 2002b, p. 1) who “are highly 

competent in academic and pedagogical content knowledge and skill” (Ohio 

Department of Education, 2005).  

Accreditation-related accountability exists on multiple levels: at the program 

level through SPAs, which subsumes the curricular and course levels; at the unit-level 

through NCATE, which also includes the curricular and course levels; and at the 

institutional level through institutional accreditors such as North Central Association 

of Colleges of Schools (NCA). Therefore, SCDE must provide evidence of 

continuous monitoring to various bodies, including evidence-based changes and 

related outcomes (NCATE, 20002a; NCATE, 2002b, Ohio Department of Education, 

2004a). Accordingly, SCDE must dedicate significant resources to creating and 

maintaining processes and procedures that effectively monitor an elaborate system of 

feedback loops that provide administrators and faculty with the ability to monitor unit 

effectiveness at multiple levels – unit, program, curriculum, and course.  

Recently Arthur E. Wise (2004) stated 

NCATE accredits the entire school, college, or department of education. The 
college of education must meet standards that ensure that candidates know 
their subject matter and how to teach it so that students learn. The college 
must also develop an assessment system and ensure that data from it are used 
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for program improvement. In addition, all of an institution's programs that 
prepare P-12 professional school personnel must undergo external review 
according to sets of professional standards in the relevant content area. These 
reviews are used to determine whether the unit is accredited 

 

There is an expectation that the comprehensive coverage of the accreditation elements 

as required by NCATE and others should result in high quality preparation for 

tomorrow’s P-12 professional school personnel.  

The challenge becomes establishing and maintaining a framework with 

manageable feedback loops that provides faculty and administrators the tools to 

monitor effectiveness at all levels. Such a framework, in our opinion, requires the 

purview of all significant factors and stakeholders that impact and are impacted by 

professional education preparation. Banathy (1996) stated that a systems view enables 

the exploration and characterization of the system of interest, its environment, and its 

component parts. Consequently, the use of systems thinking influenced the 

development of our Assessment and Evaluation Framework (Figure 1) as a means for 

understanding the role of the six NCATE standards and their individual and collective 

impact throughout our unit’s P-12 professional school personnel programs.  

Context of our Framework 

The College of Education (COE) is the professional education unit at The 

University of Toledo. The scope of responsibility of the Dean of the College falls 

within four departments and extends to professional education programs in the 

College of Health and Human Services and to the dual degree programs offered in 

conjunction with the College of Arts and Sciences. Like other units, this professional 

College continues to deal with the reality of shrinking budgets with the accompanying 
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need to do more with less and thus effectively capitalize on scarce resources. 

Designing a viable and realistic assessment and evaluation framework is not only 

vital to continuous accreditation, but will also enable unit leaders to improve their 

ability to capitalize on these increasingly scare resources. Such a framework must 

rely on systems thinking for its conceptualization and implementation because this 

perspective permits a holistic view of the system, its inherent complexities, and the 

opportunities and constraints of its larger environment.  

Applying Systems Thinking 

Banathy (1996) describes systems inquiry as incorporating three interrelated 

domains of systems theory, systems philosophy, and systems methodology. He 

further states that systems methodology provides “a set of models, strategies, 

methods, and tools that instrumentalize systems theory and philosophy in analysis, 

design, development, and management of complex systems” (p. 74). Systems 

thinking has a holistic focus and, as such, concern lay with what the parts do as a 

whole and not separately. “The fact that a system is defined by the unity of its parts 

means that the parts must be regarded as inseparable” (Hutchins, 1996, p. 26).  

Trochim, et. Al. (2006) in describing health care in systems thinking terms, 

portrays it in terms of a set of connected or interdependent parts that include 

caregivers, patients, governmental agencies, and the public at large. P-12 professional 

education programs and their accreditation share many of these characteristics and 

thus systems-related attributes. It may be considered a complex living system that 

interacts with its environment (Miller, 1978) that includes a number of constituents 

such as accreditation agencies, P-12 schools and community partners, and the state of 
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current technology; it is purposeful and is a part of larger purposeful systems (Ackoff, 

1981) bounded by and accountable for education at the P-12 and postsecondary 

levels; it has subsystems each of which is self-regulating (Hutchins, 1996) with 

multiple feedback loops (Forrester, 1971) through an “intricate network of feedback 

processes, both self-reinforcing (positive) and self-correcting (negative) loops” 

(Sterman, 2006); there are interrelationships and interactions among its parts (Miller, 

1978) such as program requirements, candidate learning outcomes, standards, student 

learning, continuous accreditation, and public accountability; internal interactions 

between subsystems and external interactions – such as budgetary and resource 

constraints – with the environmentally imposed constraints that can only be mitigated 

but not be removed (Vickers, 1983); it is a soft system and as with other social 

systems, problems tend to be ill-structured as in the case of unintended consequences 

and at times competing stakeholder interest, and thus do not easily lend themselves to 

natural science methodologies (Checkland, 1981); and parts are dynamically 

interconnected resulting in an individual part or set of parts affecting the functioning 

of the entire system (Hutchins, 1996). 

Banathy (1996) proposed the following steps in applying systems 

methodology: 1) the identification, characterization, and classification of the nature of 

the problem situation, 2) the identification and characterization of the problem 

context and content to which the methodology will be applied, 3) the identification 

and characterization of the type of system in which the problem situation is 

embedded, and 4) the selection of specific strategies, methods, and tools that are 

appropriate to the nature of the problem situation, to the context/content, and to the 
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type of system in which the problem situation is located. Therefore, the goal of this 

paper is to propose an assessment and evaluation framework that uses systems 

thinking to: a) define the relationship between the six NCATE standards; b) describe 

their individual and collective influence throughout the professional education 

system; and c) define other environmental influences that co-evolve with professional 

education. The proposed framework uses systems thinking to capture the complexity 

of the environment by facilitating a comprehensive understanding of the context, 

defining sub-systems and understanding the nature of their inter-relationships, and 

identifying stakeholders and constraints, including their respective environmental 

impacts.  

Designing a Systems Framework of Assessment 

Systems thinking is an iterative learning process that allows for the 

replacement of reductionist thinking with a holistic, broad, dynamic view, which in 

turn allows for the reinvention of policies and institutions (Sterman, 2006). Figure 1 

illustrates our COE’s proposed assessment and evaluation framework within its larger 

context. This context contains features, such as a guiding philosophy framework and 

the focus on P-12 student learning, that are typical for similar units. Capturing the 

critical internal and external entities was imperative to conceptualizing and designing 

a viable model. Additionally establishing a sense of logic and order among the 

NCATE standards was critical to understanding how they might fit within an 

assessment framework. From this discussion we concluded that some standards are 

inherently more people driven while others were process driven. The challenge was 

designing and presenting a dynamic and complex system, which incorporates the 
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NCATE standards, as it exists in its environment. To illustrate such a model with its 

inherent complexities while avoiding a simplistic, linear, and reductionist 

representation was and continues to be the greatest challenge. Graphically 

representing this framework of supra, peer, and subsystems was accomplished by the 

identification of subsystems, including the NCATE standards, which are internal to 

the College and differentiates between people and process driven standards; 

identification of critical external peer and supra systems that co-evolve with the 

College; and establishing multiple feedback loops between these internal and external 

systems.  
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Figure 1 University of Toledo’s College of Education’s Assessment & Evaluation Framework 

Internal Systems 

From our discussion and analysis of the NCATE standards we determined that 

Standards 1, 3, 4, and 5 are more people centered while Standards 2 and 6 are process 

centered. Standards 1, 3 and 4 focus on candidate learning in terms of knowledge, 

skills and dispositions (Standard 1); issues of professional practice (Standard 3); and 

diversity as it relates to Standards 1 and 2 (Standard 4). Standard 5 focuses on faculty 

learning as models and exemplars of Standards 1, 3 and 4. Therefore in our 

framework, we established these four standards as peer systems because of the nature 

of their interaction and influence on the key stakeholders – professional education 

candidates and faculty. Standards 2 and 6 are process driven relating to assessment 

and evaluation procedures and the development of a supporting environment which 

promotes unit success. These standards individually and collectively influence many 

factors related to the functioning of internal systems and, therefore, the dynamic 

interactions with and among the external systems. 

Professional education candidates within professional education preparation 

programs are at the core of this framework. This is in recognition of the fact that the 

preparation of highly qualified, competent and caring teachers and educational 

personnel is our core mission. The College’s strategic vision statement of placing 

“individuals at the center of their own learning within a rich intellectual environment 

characterized by choice” (University of Toledo College of Education, 2004, p. 1) also 

reinforces this position. The preparation of highly qualified and competent 

professionals is supported by a complex set of nested systems within the professional 

education unit. 
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The vision of the College clearly states the unit’s commitment to a culture of rigorous 

assessment and continuous improvement at the unit and individual levels (University 

of Toledo College of Education, 2002). Therefore, Standard 2 Assessment Systems 

and Unit Evaluation is the supra-system to Unit Governance/Unit Resources, 

Professional Educator Candidate Programs, and Professional Education Candidates 

subsystems. Assessment is conducted at varying levels and phases throughout the 

Unit to insure adherence to our core mission. The results of these assessments provide 

evaluative evidence that informs governance and program decisions and directions 

throughout the internal system which ultimately impact our professional education 

candidates. The arrows illustrate that fluid inter relationships exist between 

assessments and evaluation.  

Immediately within Assessment Systems and Unit Evaluation, we placed 

Standard 6 Unit Governance and Resources. As a part of a metropolitan university, 

the professional education unit exists within a larger campus community which has a 

number of defining characteristics. “These include: (a) a widely ranging diversity that 

is representative of the surrounding metropolitan area; (b) a relatively high percentage 

of non-traditional students; (c) a significant number already in the work force, but 

seeking to either upgrade their current positions or qualify for a different profession; 

(d) a large number living at home and commuting to the university; (e) a large 

proportion requiring more than four years for program completion; (f) access to an 

increasingly diverse P-12 student population in a variety of settings. Standard 6 

requires colleges to provide “the leadership, authority, budget, personnel, and 

resources” (2002b, p. 38) to effectively design and maintain programs in 
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collaboration with P-12 practitioners to meet the diverse needs of our students as well 

as the professional development needs of faculty. These characteristics of both the 

professional education and P-12 student populations require sensitivity and 

responsiveness to human diversity in all phases of all programs. They mandate 

competent academic advising and flexibility in scheduling, including the development 

of a wide selection of evening and distance education classes at both the 

undergraduate and graduate levels (University of Toledo College of Education, 2002).  

The Professional Educator Candidate Programs subsystem recognizes the 

diversity of programs and degrees in a college of education. Despite this diversity, 

candidates at both the initial and advanced levels must meet all requirements and 

expectations to be considered highly qualified, caring professional educators. These 

criteria are exemplified in Standards 1, 3, 4, and 5 which are placed in this subsystem. 

These four standards were centrally placed to demonstrate the connectedness of the 

NCATE standards within the Professional Educator Candidate Programs subsystem. 

Diversity (Standard 4) became one cross section for these standards. Today’s 

educators, more than ever, must respond equitably and fairly to the special needs of a 

diverse population of students. This standard was centrally placed to demonstrate its 

connectedness with the knowledge, skills, and dispositions of professional education 

candidates (Standard 1). Candidates must know and be able to demonstrate content or 

subject matter knowledge, pedagogical and professional knowledge, the ability to 

teach or work effectively, and the ability to help all students learn or support them in 

the process. Candidates enroll in courses that delve into issues related to diversity and 

provide abundant opportunities for candidates to work with others of differing 
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backgrounds and abilities, including those with disabilities. Additionally candidates 

have authentic opportunities in field experiences and clinical practice (Standard 3) to 

work with exceptional populations and students from different ethnic, racial, gender, 

and socioeconomic groups to develop and practice their knowledge, skills, and 

dispositions for working with all students. Lastly, faculty (Standard 5) must possess 

appropriate qualifications and model dispositions and educational practices that foster 

positive educational outcomes for all children.  

This framework reflects these relationships as a convergence of Standards 1, 

3, 4, and 5 focused on the candidates, who at the center of this model and their 

learning, represents our core mission (University of Toledo, 2004). It was our belief 

that the elements of these four standards must be subdivided so that substantive 

assessment of outcomes occurs at both the program and individual candidate levels. 

This focus on outcomes reflects their importance in the College’s strategic vision, as 

well as the conceptual framework. This model recognizes role of technology in the 

assessment and evaluation of these outcomes.  

Technology Resources and Integration Subsystem 

The role of technology in this framework is integral throughout the 

accreditation process, as well as, within professional practice in terms of knowledge 

and skills needed by candidates and faculty. Standard 2 requires the use of technology 

to “play an increasingly important role in data gathering and analysis, as well as more 

broadly in unit planning and evaluation” (NCATE, 2002b, p. 23). Technology 

knowledge and skills are written in Standard 1 and Standard 3 as candidates are 

expected to be able to “ integrate technology appropriately” (p. 15) and have clinical 
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practice that affords them the opportunity to “use information technology to support 

teaching, learning, and other professional responsibilities” (p.28). Standard 5 requires 

professional education faculty to “continue to develop their skills in using technology 

to facilitate their own professional work and help candidates learn” (p. 37). From a 

philosophical perspective, the College recognizes the importance of technology as a 

resource and its role in facilitating a quality education. “Technology is conceived as a 

means of enabling and facilitating student learning and development” (University of 

Toledo, 2004, p.14). This position is also reflected in the Unit’s Conceptual 

Framework (2002) in which there is a commitment for programs to “prepare 

candidates who support and improve practice and student outcomes through the well-

integrated use of technology” (p.8). This externally mandated and internally driven 

commitment to technology in terms of enabling the accreditation process and 

improving professional practice, as well as the impact of access, lead to Technology 

Resources being the foundational supra system in which all other internal systems 

reside. Technology also provides a connection between the internal and external 

systems as it influences communication, development, direction, and decisions for 

both sets of systems. Coupled with the issues of resources, is the issue effective 

integration which permeates all levels of the internal systems in terms of the 

accreditation process and professional practice. Accordingly, this presence is 

reflected in the outer most concentric circle that links this assessment and evaluation 

framework with its environmental context and through which feedback occurs. 

Feedback Loops 
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The arrows throughout this framework reflect the dynamic interconnections of 

feedback loops within the internal system and to its external environment. The arrows 

also illustrate the mutual impact of external elements upon the system. Highlighted 

are stakeholders that represent multiple levels of accountability – accreditors who 

ensure a minimum level of quality from our institution, our unit, our programs and 

our candidates; public at large, who we serve and with whom we must constantly 

engage; government and government agencies, who are also increasingly becoming 

purveyors of academic quality, which is increasingly linked to funding; the 

conceptual framework that must respond to internal and environmental changes; and 

most importantly, P-12 student learning, which is the core objective of our 

professional preparation programs. There is also the recognition that the constant 

changes of technology will continue to influence the accreditation process and the 

professional practice of our faculty and candidates, and thus the preparation of P-12 

students. Our model takes into account other unnamed, un-defined, and emergent 

entities that influence and are influenced by professional educator preparation.   
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Conclusion 

By incorporating systems thinking into the development of our assessment 

and evaluation model, we are able to graphically explain the individual and collective 

influence of each and all the NCATE standards, technology resources and integration, 

as well as other environmental influences on our system – our College of Education 

and similar units. We believe that this knowledge is vital to identifying and 

understanding the factors that influence our unit’s effectiveness, as well as their 

individual and collective implications for the entire system, including internal (people 

and process) and external stakeholders. Such knowledge is vital to our unit’s 

understanding of the state of our systems, identifying and prioritizing ongoing 

program, curricular, and other modifications, and fostering realistic expectations of 

the impact of these modifications, especially on candidate preparation and 

subsequently P-12 student learning. In short, this framework allows administrators 

and faculty to effectively manage the needed change that accompanies a dynamic and 

living system and is necessary for continued unit effectiveness. If standards are to 

have meaning and add value to the unit’s success, colleges of education must undergo 

a similar self study to understand the unique dynamics of their respective systems.  
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Abstract 

This study comprises a significant component of a multi-facted exploration of the experiences of 

new teachers in urban small schools. The current study examines the job selection process and 

outcomes of 72 teacher candidates in an urban alternative certification program. The study’s 

findings address issues related to the availablity of information about small schools, the limited 

understanding that alternately certified new teachers have about the consequences of fast-track 

employment decisions, and the concerns and misconceptions that new teachers have about their 

self-efficacy for teaching in urban schools. The findings from this study contribute to making 

appropriate choices about teacher placements, assisting schools in integrating new teachers into 

their community, and enabling teacher educators to prepare teacher candidates for the job 

selection process and the experience of teaching in small schools.  
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Background and Literature Review 

As education professors teaching in the six week summer pre-service session of a New York 

City alternative certification program, the researchers were asked by some students whether they 

should teach in the system’s small schools as first year teachers.  Searching both the small 

schools and new teacher literatures provided some useful information for these new urban 

teachers, but also revealed a substantial gap in the literature at the intersection of these two 

fields. Although a large body of research describes the experiences of students in these schools 

and researchers have explored a wide range of issues concerning the work of new teachers, the 

experiences, opportunities, and challenges that exist for new teachers in urban small school 

environments remain largely undocumented.    

The small schools movement, the latest attempt to meet the needs of students in large urban 

districts, is flourishing in many U.S. cities (Vander Ark, 2002). Although small schools vary in 

form, they share common features including a unifying theme, low enrollment, collaborative 

decision-making, sustained adult-student relationships, and a singular focus on student 

engagement.  They are seen by many policy-makers, private foundations, parents, and teachers 

as a solution for the problems facing failing urban school districts (Ayers & Klonsky, 2006). In 

September of 2006 5% of New York City’s students were predicted to be enrolled in small 

schools, with some 1,300 schools serving over 1 million students (City Schools, 2006). New 

York’s small schools initiatives have received approximately $102 million in private funding and 

broad-spectrum support attributed to perceived student retention and achievement.  Recent 

studies have confirmed this link with student achievement in small schools admitting 

traditionally low performing students (Siegel, et. al., 2005).  Research has found them effective 

at increasing attendance and graduation rates, decreasing violence, and increasing teacher 
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satisfaction (Wasley et al., 2000).  However, such urban initiatives have also been criticized for 

the often large-scale, top-down, and systematic process of change (Robelen, 2006).    

The literature on new teachers is bifurcated into two categories.  The first is what we would 

call “teacher retention” research, and the second focuses on the success of “induction” initiatives.  

Concern over teacher shortages has been expressed in the empirical literature on teacher 

retention and turn-over (e.g. Baker & Smith, 1997; McCormack & Thomas, 2003; Pigge & 

Marso, 1997; Scherer, 2003;  Sparks & Keiler, 2003).  The retention literature also includes 

individual teacher accounts of the challenges facing urban teachers that make them consider 

leaving the profession (Ness, 2001)  However, as Ingersoll (2001) points out, few studies, if any, 

look at the social context of schools as an indicator of teacher retention.  “Although problems of 

teacher staffing and attrition have become among the most important policy issues facing schools 

and the subject of much research, there has been very little research or commentary from a 

sociological perspective. In particular, few studies have examined the effects of the 

organizational conditions of the schools in which turnover and staffing problems are embedded” 

(Ingersoll, 2001, p. 5).  Neither has this literature highlighted the experiences of new teachers in 

alternative settings such as those in small schools.   

The induction literature explores the continuing education required by teachers in the early 

years of their careers.  Feinman-Nemser, cited in Flores (2006), explains “new teachers have two 

jobs—they have to teach and they have to learn how to teach.  No matter how good a preservice 

program may be, there are some things that can only be learned on the job” (p. 2022).  The 

question then becomes how and where new teachers should continue their education.  Induction 

literature strongly supports mentoring as the most effective procedure (McCormack & Thomas, 

2003); however, research has not explored the effectiveness of mentorship when the mentor and 
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the new teacher are from different types of schools.  Some studies have begun to explore the 

importance of teachers’ initial job placements in their development.  For example, Humphrey, 

Wechsler, and Hough (2008), claim in their evaluation of alternative certification programs, “we 

concluded that teacher development in alternative certification appears to be a function of the 

interaction between the program as implemented, the school context in which the on-the-job 

training occurs, and the career trajectory of the individual participant.”  They go on to argue that:  

Following our initial school visits, we were convinced that school context played an 

important role in an alternative route teacher’s development. …. This consideration is 

especially important because many alternative certification participants are assigned to 

difficult schools characterized by a lack of teacher support and a high-need student 

population. 

These researchers determined that collegial relationships, strong leadership, and adequate 

supplies and materials were critical factors in schools being a good place for the teachers to 

begin their careers.  While this is valuable information for alternatively certified teachers seeking 

their first jobs, these characteristics could occur in small schools or in schools that do not fit that 

paradigm.  Flores (2006) includes a variety of school sizes as she examines the role that school 

context plays in new teachers’ development; however, this does not address the particular 

demands of the small school movement.  Additionally, no studies have been undertaken to 

explore the decision-making processes involved in choosing the work setting.  Such research is 

needed to create linkages between students likely to choose alternate settings in which to teach, 

and programmatic changes needed to prepare such teachers for the expectations and 

responsibilities of these unique settings. 
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Having identified the lack of literature concerning new teachers in urban small schools, we 

determined a set of research questions on which to base our pilot study, anticipating that further 

questions would arise from the data:  

What are the rewards and challenges of being a new teacher in an urban small school? 

Were the new teachers prepared for the responsibilities found in urban small schools? 

What support did new teachers seek and receive in urban small schools? 

 

Our pilot study included only new teachers who had taken positions in what the department 

of education identified as small secondary schools.  This study revealed that the participants did 

not fully understand what a small school was, nor what would be expected of them when they 

accepted their positions.  Many remained unclear about the concept even several months into 

their first year.  Many assumed that a small school is based purely upon the number of students 

enrolled and were not aware of the theoretical, historical and cultural underpinnings of the small 

schools movement of which they were a part.  Most participants had interviewed for positions 

under time constraints and felt pressed to find any job. These findings raised questions for us 

concerning the reasons that new teachers seek and accept a particular position, what the 

differences are between the choices and experiences of new teachers entering small schools and 

traditional schools, the preparation for joining their community that schools provide the teachers 

once they have accepted the position, and how new teachers are integrated into the school 

community.  The current paper focuses on the first two of these questions.  

Little substantial literature exists on the job search process for new teachers, either analyzing 

how they make decisions or the consequences of the decisions they make.  A body of literature 

does explore schools’ new teacher hiring processes. Trimble (2001) claims that principals look 
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for the characteristics of strong work ethic, people skills, and communication skills when 

interviewing potential teachers, suggesting that individuals with the “raw materials” can be 

formed into effective teachers, regardless of the setting.  Haberman and Post (1998) have 

identified characteristics of teachers likely to be successful in urban schools.  However, they 

emphasize the role of teacher preparation programs in using these characteristics to select teacher 

candidates for generic urban schools presenting the “worst situations.”  While they argue that 

“ideal preparation would occur in the very school and community where one will remain as a 

teacher,” (p.103) they do not address over-arching differences in the types of schools currently 

serving urban students.  Additionally, while there are a variety of books providing advice about 

acquiring a teaching position (e.g. Brause, Donohue, & Ryan, 2002; Pollock, 2001), these texts 

do not report research concerning identification of and preparation for the appropriate type of 

school.  This study seeks to provide insights into the ways new teachers currently make 

employment decisions in order to assist future new teachers, teacher educators, and school 

administrators in making the good decisions about the critical entrance into the teaching 

profession. 

 

Methodology 

This study draws on surveys of teachers during the summer before their first year in the 

classroom.  All the teachers were participants in an alternative certification program in New 

York City during the summer of 2006.  Surveys were distributed at the end of the candidates’ 

summer classes, and candidates were given time to complete surveys immediately or could place 

them in a folder left in the classroom. Survey questions concerned reasons for selecting their 
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schools, what they knew about their schools during the hiring process, and their expectations of 

and from their schools.   

The survey data were analyzed using reiterative assertion development, in which the 

transcripts are divided into coherent, single-subject pieces, categories are formed, and assertions 

developed as the data in a category is read.  Assertions are tested against the complete data set 

and amended as needed (Anderson & Burns, 1989; Cooper & McIntyre, 1996; Keiler & 

Woolnough, 2003; Maykut & Morehouse, 1994; Millar et al., 1994; Tobin & Fraser, 1987; 

Tobin & Gallagher, 1987).   

 Our study hinged upon knowing if teachers were in fact teaching in small schools.  In addition 

to asking teachers for their own identification, we triangulated the data using a set of documents 

available on the New York City Board of Education website regarding small schools and schools 

under reform.  These documents provided listings for schools that: received funding for school 

restructuring into smaller learning communities; had been designated “small” since 2002; were 

designated as “small,” with 2006 opening dates; and were designated as “Empowerment Zone” 

schools.  If we could not find schools listed in one of these places, we extrapolated information 

gleaned from the New York City Department of Education, Schools Homepage site, and drew 

conclusions about their small schools status, based upon details provided in the school’s mission. 

 

Findings 

What do teachers know about small schools? 

To the question: ‘Is your school a small school?’ teachers provided 72 responses, 43 (59.7%) 

responded yes and 24 (33%) responded no; one (1) was not sure, and four (4) did not indicate a 

response.  Of the 43 that responded they were teaching in a small school we were able to verify 
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42 of those responses using a set of four documents available on the New York City Department 

of Education website (see Methodology).  Thirty-one of these teachers (74%) were found to be 

working in small schools, as defined by the NYC Department of Education.  Eleven teachers 

(26%) were not found to be working in small schools.  Interestingly, of the 24 non-small school 

reporters, 3 (13%) were found to be in small schools.   If we look at misconceptions alone, 

among the 68 teachers who responded to the question (and among those that could be verified) 

14 or 21% of respondents were mistaken in the identification of their school.   

Why do teachers conclude that schools are “small” or not “small?” 

 To the question “why do you identify [your school as small or not small]? we received 100 

responses.  Size mattered when we asked teachers about “small schools.”  We received 63 

responses from the 43 teachers who responded they were working in small schools.  Forty (63%) 

of these reported reasons related to numbers of students enrolled, number of students per grade, 

numbers of teachers, or number of grades.  Similarly, among those self-reporting to be in non-

small schools, their reasons were overwhelmingly due to size, 27 out of 37 (73%) spoke about 

number of students, staff, or just generally about “size.”  Only two (2) of the 63 small school 

responses (3%) referred to the “lingo” of small schools with such terms as “New Visions” and 

“autonomous.”  Similarly, only two (2) out of 37 non-small school responses (5%) related to 

small school “lingo” such as “no theme” and “no feeling of community.” 

What did teachers know about their schools before accepting the position? 

There were 104 responses to this question by small schools reporters, some teachers having 

multiple responses.  Twelve of these responses (11%) referred to knowing “little” to “nothing at 

all” about their school before taking the job.  Three of the 61 (5%) non-small school responses 

referred to knowing little or nothing.  Seven (7) of the 104 small schools responses admitted to 
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knowing their school’s theme.  Only one (1) of the 61 non-small school responses mentioned 

knowing their school theme.  Responses were abundant to this question and categories included 

the following.  As responses were idiosyncratic, we have not included numbers for responses that 

were limited to one or two respondents. 

Knowing facts about the school. Regarding basic knowledge about their chosen schools, 

many respondent were limited to knowledge of basic facts.  Among small schools teacher 

responses, facts included items such as the school’s size (8%) or that it was “a new school” (8%).  

Among non-small schools responses, “location” (8%) and “demographics” (8%) were the most 

popular responses.  Approximately 5% of all responses related to knowing test scores.  One 

person mentioned that she knew there was “Gates funding” for her small school. 

Evaluative judgments. Reponses were often evaluative rather than based in fact.  These 

included judgments about the schools reputation: “one of NYC’s best kept secrets,” “it’s 

academic reputation,” “a bad student reputation”; or judgments about the administration: “good, 

strict administration,” “active administration,” “supportive administration” “devoted staff”; and 

finally, about the neighborhood: “safe area/nice neighborhood” “historically challenged 

neighborhood.”  

Academic statements. Academic themed statements also formed the basis of what new 

teachers knew about their schools, and these included that a school had “High standards,” or that 

it was a “School of Excellence,” a “high needs school,” that it was a “progressive” school, used 

“portfolio based” assessments, was considered a “diploma plus” school within the district, was 

an “exploratory school” (presumably using exploratory learning as its theme), that “90% of 

students go to college” or that “it was SUR-listed,” among other responses.  

Ephemera. There were a small number of rather unrelated yet interesting items such as “I am 
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just happy to have a job so early in the going,” “seen it on a list,” and “liked the school colors 

and mascot.” 

Sources of Information. Although they were not asked to provide the information, many 

teachers cited the source of their knowledge about their school. Common sources for where 

teachers found information included websites belonging to the Department of Education, 

insideschools.org, the Bill & Melinda Gates Foundation website, and the impressions they 

garnered from their interview and hearsay from friends.  

Why teachers sought and accepted their teaching positions at a particular school. 

To the question: Why did you seek and accept a position at this school? small school teachers 

provided 103 responses and non-small school teachers provided 61 responses. 

School factors. Some of the new teachers claimed that their job selection was based upon 

characteristics of the school itself.  This category comprised the most frequent responses by 

teachers who selected small schools (35 responses, which is 34%) as well as those who did not 

(19 responses, which is 31%).  This school characteristics category breaks into three sections: 

general characteristics, educational factors, and school structures.  General school characteristics 

upon which teachers claimed to base their employment decisions included their emotional 

responses to the school, typified by claims such as “it felt right.”  Similar responses were 

provided five times by the small school teachers and three by non-small school peers.  Other 

general characteristics important to small school teachers included being “progressive,” having a 

“strong agenda to address the school’s crisis,” and having “fewer discipline problems.”  General 

characteristics cited by non-small school teachers included enforcing discipline, being orderly, 

being safe, and having been established more than ten years ago.  Sixteen responses from small 

school teachers fell into the educational characteristics sub-category (16% of total responses) 
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while non-small school teachers provided this reason less frequently, only five times (8% of the 

total). Small school teachers were drawn to the educational themes and missions of their schools, 

and mentioned the fit between their own goals and interests and the foci of their schools.  This 

response comprised over half of the educational factor answers for small school teachers.  

However, this means that one of the major emphases of the small school movement was only 

cited 10% of the time.  Other educational factors that influenced small school teachers included a 

school focus away from standardized testing and toward critical thinking and understanding: 

“They are an independent school- d/n place importance on standardized test, rather teach 

students to intelligently develop opinions, skills, etc.”  In addition to program characteristics, 

which were mentioned twice, non-small school teachers listed course offerings and a focus on 

academics as important educational factors in their decisions.  Structural issues such as class 

size, school facilities, and that it was a small school were mentioned 8 times (8%) by small 

school teachers.  Five (8%) school structure reasons appeared for non-small school teachers, who 

discussed whether their offer came from a middle or high school and the “school environment.”  

Some teachers combined multiple school factors in their justifications, for example educational 

and teacher support factors influenced this small school teacher: “I liked the goals they had set 

for the school, progress made over the past two years, and support for teachers.” 

Administration factors. Administration related reasons occurred almost as frequently as 

school factors for small school teachers (27, 26% of responses) but less than half as frequently 

for teachers who did not choose small schools (9, 15%).  Within both groups some teachers 

described the basis of their decision with affective responses to the administrators.  Typical 

responses included “the principal seemed nice,” “loved administration,” “I was comfortable with 

the principal,” and “I got a great vibe from the principal.”  In other cases, the teachers described 
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specific professional characteristics and attitudes that made them want to work for a principal or 

assistant principal.  The adjectives small school teachers used to describe their chosen 

administrators included: supportive, savvy, professional, and motivated.  One small school 

teacher expressed this as: “The principal was warm, full of energy and enthusiastic about the 

school.”  Another small school teacher explained: “The principal is very adamant and passionate 

about education and about inspiring students to achieve at the greatest potentials.”  A third small 

school applicant based her decision on an affective response to the principal’s attitudes “I loved 

the attitudes that the principal had towards the education of his students and his openness to new 

ideas and techniques in the classroom.”  The only non-small school teacher who addressed 

administrators’ professional characteristics explained that she “knew the AP would be great to 

work for, and knew she would be an asset as a new teacher.”  While professional characteristics 

and attitudes out numbered affective responses for small school teachers 15 to 11, non-small 

school teachers provided emotional response reasons seven times and professional characteristics 

and attitudes only once. 

Faculty/staff factors. The school faculty category appeared 15 (15%) times in the small 

school group, much less frequently than administrators while it figured into decisions eight 

(13%) times for non-small schools, nearly equaling the role of the administration. Again, 

affective responses, this time to future colleagues, played a role in employment decisions for 

both groups.  Small school teachers claimed “I enjoyed my conversations with the faculty,” and 

“I enjoyed/liked all the staff I met.”  Non-small school teachers explained that they “liked” the 

faculty and that the faculty were “wonderful.”  As with administrators, professional 

characteristics and attitudes of faculty factored in to teachers’ decisions.  Small school teachers 

described faculty as motivated, enthusiastic, supportive, liberal, and realistic.  A non-small 
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school teacher explained, “The staff was extremely supportive and enthusiastic,” while another 

cited their “genuine effort” as part of her decision.  One small school teacher liked that the 

school employed lots of teachers from her alternative certification program, while a non-small 

school teachers explained, “I also liked the number of other teachers that I can use as resources.” 

Location factors. The location of the school factored into employment decisions nine times 

(9%) for small school teachers and five times (8%) for non-small school teachers.  In some cases 

the teachers did not specify what was important about the locations.  One small school and three 

non-small school responses involved the school being close to home.  One small school teacher 

explained “I thought the area was safe and okay to travel from, to” and another claimed, “More 

than anything I wanted a school in my neighborhood, where I felt as though I could impact, on 

some level, my very own community.”  Non-small school teachers were more general in their 

responses with location factors such as “great location” and “comfortable with the location.” 

Student factors. The teachers mentioned their future students the fewest times of all the 

categories, six (6%) for small schools and twice (3%) for non-small schools.  Student 

performance and diversity each appeared once in each group.  Small school teachers also 

described “great” and “motivated” students. 

Search process factors. For some teachers the decision did not sound like a decision at all, 

but an acceptance of their only option.  Such reasons occurred 11 times (11%) for small school 

teachers and nine times (15%) for the non-small group.  Small school teachers claimed, “It was 

my first offer and I didn’t want to keep looking,” “They were hiring—they hired me,” and 

“Needed a job!”  One non-small school teacher stated, “It’s a high school and they offered me 

the job,” while a peer explained that it was “an offer with an uncertain future of offers.”  One 

non-small school teacher suggested that she settled for her placement when other options failed 
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to materialize: “It was there. I heard nothing from any of the small schools I targeted and was 

offered a job here so I took it.”  Only one teacher in the whole study claimed to have made a 

comparison among several options and a deliberate selection of his school given his choices.  

Multiple vs. Single Reasons. In some cases teachers offered multiple reasons for their 

decision to seek and accept a job at a particular school.  Non-small school teachers listed “They 

offered it, I liked the principal, the A.P., and the school in general,” “Because the faculty and 

administration are wonderful,” and “The school made the first contact with me. I accepted the 

position because it is an excellent school with above average student performance (and below 

average crime).” 

When the small school teachers provided only one reason for their choice, five identified that 

sole reason as being offered a job, four as the school’s administration, two as a desired subject 

area, one as the model of the school, and one as “it felt right.”  Teachers who provided one 

reason for selecting a non-small school three times gave administration-related reason, while 

“good fit,” staff attitudes, extra-curriculars, school facilities, and location close to home each 

appeared once.  “I looked at the school at the job fair because there was no one in line” was the 

sole reason provided by one non-small school teacher. 

What concerns do alternatively certified new teachers have? For what do they feel unprepared? 

To the question: “What concerns, if any, do you have about being a faculty member at a 

small school?” small school teachers provided 49 responses and non-small school teachers 

provided 31 responses. To the question: “Are there responsibilites that you feel you are not 

prepared to fulfill?”  small school teachers provided 34 responses and non-small school teachers 

provided 18 responses. 
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No concerns/ No responsibilities not prepared to fulfill. When asked what concerns they had 

about being a faculty member at their school, seven (14%) of the small school and six (25%) of 

the non-small the soon-to-be teachers claimed that they had no concerns.  Small school teachers 

responded: “None,” “I am not worried,” and “None. Support seems great.”  Some of their non-

small school peers echoed the “None,” while the responses of others suggested that concerns 

might be impending with statements including “None at this point” and “None yet.” 

When asked to explain any responsibilities they did not feel prepared to fulfill, in 13 (38%) 

small school responses and 12 (67%) non-small school responses teachers claimed that they 

knew of no responsibilities they could not fulfill.  Some of these responses demonstrated 

substantial confidence, such as the small school teachers who explained: “No- I feel quite 

prepared to meet my responsibilities” and “I feel good” and the non-small school teachers who 

echoed “I feel that I am ready to teach” and “I’m fine.”  A small school teacher explained the 

reason for her confidence as: “I feel like my principal is providing wonderful support for all of 

her faculty members.”  A few responses in this category indicated that the teachers knew that 

such responsibilities might exist, but that they could not identify them at this point.  One small 

school teacher wrote “NOT YET” and a non-small school teacher stated, “At this time nothing 

that I can think about.”  An additional three (10%) small school and one (6%) non-small school 

response consisted of the teachers being “unsure” if there were responsibilities they could not 

fulfill.  One non-small school teacher expressed: “I feel as prepared as someone who has never 

been an educator before can be, given that I have only had six weeks of training!” 

Being New. Some concerns expressed by the participants were general issues of being new, 

including feeling that they would be under scrutiny, wondering about comparisons with other 

teachers and worrying about fitting in.  Eight (16%) responses from small school teachers fell 
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into this category as did three (10%) non-small school responses.  As one small school teacher 

expressed it: “I’m new so I’m nervous!”   Other small school teacher concerns were “living up to 

the other teachers,” “not fitting in,” and “because it’s small, all eyes on me.”  Non-small school 

teachers explained, “I don’t have any concern about being in this school particularly, just regular 

new teacher concerns -- will I succeed, how hard will it really be, etc.” and “How will I perform 

comparatively to other teachers in my discipline, or the last teacher in my position.” 

Five (15%) small school and five (28%) non-small school responses to the preparation 

question involved general issues of being a first year teacher.  Small school teachers claimed that 

there were responsibilities for which they felt unprepared: “Yes- first year = hard,” “I’m nervous 

because I never taught before,” and “This is my 1st year teaching, so I feel unprepared for 

everything, although my principal has been very reassuring.” 

Instruction. Nine (18%) small school and six (19%) non-small school responses are classified 

as instructional concerns.  Instructional concerns ranged from a small school teacher being given 

a course out of specialization to a non-small school teacher feeling that she did not have much 

instructional freedom because of a prescribed curriculum.  Small school teachers had concerns 

about what would be expected of them, explaining that they were concerned about: “Fulfilling 

expectations, especially for tests” and “My concern is not meeting the expectations of the 

school.”  A non-small school teacher expressed her concern as “doing a good job.”  Small school 

teachers described trepidation about planning: “Not able to build appropriate curriculums.”  

Some small school teachers were concerned about the lack of instructional resources: “Not a lot 

of resources/support” and “Not a lot of resources to teach- end up having to use a lot of my own 

money.” A non-small school teacher also expressed concerns about availability of materials.  

Small school teachers described their concerns about being able to reach their students: “It is a 
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very impoverished community.  Most of the kids rarely leave the neighborhood and don’t expect 

to. School seems silly to them” and “I am just a little worried about what I will do when they 

don’t ‘get it.’”   

Ten (32%) of the small school responses about responsibilities teachers felt unprepared to 

fulfill concerned curriculum and instruction.  Half of these concerned curriculum design, such as 

the teachers who worried: “I don’t really feel I am prepared to write curriculum and design 

electives but it is something I am being told to do and I have to do” and “I am concerned about 

my ability to create a curriculum over the summer given my lack of experience teaching H.S. 

[subject area].”  Others expressed a lack of confidence in their ability to implement the school 

theme, teach special education students, prepare students for high stakes exams, and teach out of 

subject area specialization.  Not a single non-small school teacher mentioned an issue relating to 

this curriculum and instruction category. 

Lack of Communication & Support. A concern for the small school (4, 9% of responses) and 

especially the non-small school (6, 19% of responses) groups was a lack of communication from 

their schools, which they frequently interpreted as a lack of support.  A small school teacher 

explained his concern as “Lack of guidance.  They pretty much gave me the materials and 

guidelines and told me to begin curriculum development,” while another worried, “I am in the 

dark about the curriculum, a lot of their expectations and following the structure.”  Similarly, 

non-small school teachers expressed ignorance of assignments and expectations: “I have no idea 

if I’ll be teaching 9th or 10th grade, what support I will have from the teaching community, etc.” 

and another said she “would love to have materials, expectations, rules, etc. that the school goes 

by so that I can more effectively plan my lessons.” 
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Time & Responsibilities. Being concerned about the number of responsibilities they would 

have and the time it would take to fulfill them appeared six times (14%) for small school 

teachers and only once (3%) for teachers who chose non-small schools.  The small school 

teachers expressed, “It’s small so a lot might be expected of me,” and “That I will work so hard 

that I won’t have any time for myself.”  One small school teacher made a comparison while 

citing his concern: “Being overworked, but it’s better than being at a failing school with bad 

admin.”  The only non-small school teacher concern about responsibilities and time 

commitments was from a teacher who had been told that his large school would require him to 

teach additional classes. 

Two (6%) small school responses concerning preparation addressed issues of out-of-class 

responsibilities.  One teacher wrote that she felt unprepared to serve as an advisor to fifteen 

students while another was concerned about her ability to lead an after school activity in addition 

to her teaching responsibilities.  No non-small school teachers expressed reservations about their 

ability to fulfill non-classroom responsibilities. 

Student Behavior. Surprisingly few teachers expressed concerns about student behavior and 

classroom management.  Only one (2%) small school response fell into this category while four 

(13%) of non-small teacher concerns were about student behavior.  The small school teacher 

claimed to have “general classroom management worries.”  The non-small school teachers were 

more worried about specific information they had about the students at their schools: “Safety- 

used to be (no longer) one of the most dangerous schools in NYC,” “The student population has 

behavior problems,” and “Recently I was told the school has serious discipline problems.” 

Colleagues/Administration. Small school teachers expressed concern over the lack of 

experience of their colleagues and administration.  They worried that their schools have “no 
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veterans.”  This concern appeared eight times (18%). These small school teachers worried that 

they would have no one to give them guidance as they tried to meet the challenges of their new 

profession, particularly within their own fields.  “Not having more experienced [subject area] 

teachers- the current ones are all new teachers” and “Being the sole 10th or 11th grade [subject 

area] teacher- no one to turn to within my subject & grade level.”  Another teacher added an 

additional layer to this concern: “The faculty is fairly new and several staff left the school last 

year.  I’m a little concerned about why they left.”  The only non-small school concern about 

faculty (3%): “It is a big school so I hope that I don’t get lost in the crowd,” dealt with size rather 

than individuals’ experience or qualifications. 

Building. Three (6%) small school and one (3%) non-small school teacher responses 

described concerns about school buildings.  The small school teachers were worried about their 

school having to share a building with other schools: “The building might not be big enough for 

550 students” and “Perhaps the most obvious concern is the limitation students and faculty will 

have being confined in one area- one or two floors within the building.”  One small school as 

well as the non-small school teacher were concerned about having to share classrooms and be a 

traveling teacher. 

 

Discussion 

Given that alternative certification programs exist because of the substantial teacher shortage 

in public schools today, the laws of supply and demand would suggest that the teachers in this 

study should have been able to be very selective about their employment decisions.  However, 

this was not the case.  An unfortunate number of teachers simply took the job that was offered.  

Others based their decision upon limited, transient, and/or erroneous information. 
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In order to decide to join a small school, we would argue that teachers need to be able to 

identify what is and is not a small school.  The fact that over 20% of the respondents were 

incorrect in their identification might be explained by the fact that the Department of Education 

is currently engaged in a reform agenda designed to promote more autonomy at the building 

level.  This “Empowerment” agreement with principals states that: 

Principals at these schools will receive substantially greater discretion over budgets, 

educational programming, teacher development, school scheduling, and hiring. In 

exchange for greater flexibility and control, principals sign “performance 

agreements” that establish expectations and potential consequences. In addition, schools 

will receive an average of $100,000 in newly unrestricted funds and $150,000 in new, 

discretionary funds made possible by streamlining the central and regional DOE 

bureaucracy and redirecting financial resources back to the schools.   

Source: NYC DOE “Empowerment” 10/18/06 

Twenty seven (37.5%) respondents are teaching in these “Empowerment” schools, and may 

therefore be exposed to some of the “buzzwords” that autonomous schools and small schools 

have in common.  For example, one teacher who indicated she was teaching in a small school 

was merely in an “Empowerment” school that had a low enrollment. She noted “it’s 

autonomous” but the school did not appear on the official lists of small schools provided by the 

district nor did the language on the school’s homepage support the designation. 

Regarding what teachers knew about their schools before accepting their position and the 

reasons they gave for making their decision, remarkably few teachers knew substantive 

information about their new jobs.  Given the high turn-over rate of faculty and administration in 

urban schools, the frequency of decisions based upon current school personnel may exacerbate 
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the current challenges around teacher retention.  Many decisions relied on reputation rather than 

reality.  It is of some concern that such an important decision was often based on information 

gleaned from websites.  For example, the Insideschools.org site provides comprehensive school-

by-school data with anecdotal remarks from stakeholders, however if one was searching for a 

“small school” it would be difficult to distinguish as “small schools” are not among the “types of 

schools” they have listed categorically.   Further, there is no way to determine the accuracy of 

the information, nor how frequently it is updated.    

Few of the teachers in this study can be said to have made good or bad decisions about 

whether to enter small schools as that would suggest a much more informed and deliberate 

process than this study demonstrates.  Their decisions may prove fortunate or unfortunate, which 

the next phase of this research will explore in an effort to assist future new teachers in making 

good decisions for themselves and their students. 

Teachers concerns revealed important keys to the challenges faced by urban educators.  In 

some cases, what worried the teachers was an integral part of being a content specialist in a small 

school.  Some concerns related to the alternative certification process; and neither of these were 

easily resolvable.  Some teachers accurately interpreted expectations upon them for curriculum 

development in small schools.  The reality was that they were expected to develop curriculum 

that supported the school’s mission and to integrate the school’s theme with only a six-week 

summer program that included two courses and a concurrent four-week half-day placement in a 

school during its summer school program.  The small schools teachers who expressed concerns 

about the lack of experience of their colleagues and administrators were insightful about the level 

of expertise they could expect to rely upon within their buildings.  Many new small schools find 

themselves staffed, either deliberately or because of lack of choice, with large percentages of 
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new teachers from alternative certification programs.  These teachers’ concerns about not having 

colleagues in their discipline and/or grade with whom to collaborate and from whom to seek 

advice identified a structural factor that may contribute to the performance and retention of new 

teachers in small schools.  The concerns about the multiple responsibilities they would have to 

fulfill and the time commitments those would require reflect the reality of life in small schools.  

The small school teacher who explained the trade offs he considered presents a bleak image of 

the choices these teachers believed they faced:  “Being overworked, but it’s better than being at a 

failing school with bad admin.” 

While the above teachers concerns revealed important insights about their impending 

responsibilities, there were a significant number of teachers who demonstrated a glaring lack of 

concern for the work ahead.  Knowing the significant challenges faced by new teachers, let alone 

the fast-tracked, alternatively certified ones who are entering some of the highest-needs schools 

in the region, this lack of alarm should be of great concern to teacher educators in these contexts 

and to the school administrators who employ these teachers. 

 

Educational importance of the study 

While recognizing the valuable contribution small schools can make to urban education, we 

argue that this framework of small schools places additional demands on teachers, and upon new 

teachers especially, that have been largely ignored by researchers, administrators, and teacher 

educators. In order to participate in alternative schools, teachers must not only posses a range of 

skills and expertise not traditionally incorporated into teacher education or mentoring programs, 

they must be able to make informed decisions about the settings in which they choose to work.  

This is particularly important in urban settings where small schools are being widely replicated 
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as a means of addressing student persistence and performance. We are concerned that this lack of 

targeted support to new teachers in urban small schools could exacerbate current problems 

related to teacher retention in urban settings.  Further, while small schools may have much to 

offer new teachers whose desires and skills match this form of education, this study suggests that 

the small schools did not effectively market themselves to job applicants.  If a teacher was 

motivated to work at a small school, she would have a difficult time confirming her selection 

since the process of identifying small schools in this system challenged even the current 

researchers.   

One particular focus is the potential impact of these findings on alternative certification 

programs in urban settings. The teachers in our study participated in a six week summer program 

designed to prepare them to teach in urban classrooms, not to be leaders in urban schools. Some 

of these teachers, with intent or without, elected to join an environment where much more was 

expected of them than the usual rigors of urban classroom teaching. Our findings demonstrate 

the need for targeted alteration to preparation of teachers for selection of and transition to small 

school settings where they will be instructional leaders.  The question arises whether it desirable 

or feasable to alter a six week summer teacher education program to include such preparation. 

We question to what extent urban alternative certification programs are prepared to make such 

commitments in the form of targeted support, and further, the ways such efforts could be 

evaluated as they relate to current emphases around achievement outcomes for students. 

If small schools are here to stay, teacher education must keep step with city-wide reforms in 

order to help teachers make informed decisions about the type of schools they want to join and to 

further assist those who select teaching jobs in small schools to meet the needs in these settings. 

While new teachers may feel that the benefits they receive from being in a small school 
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environment outweigh the challenges they face, much more attention must be paid to this critical 

issue of teacher education.  McCormack & Thomas (2003) reported that beginning teachers who 

experience dissatisfaction with their new positions do so in direct relation to the quality of 

support they receive.  They also found that even among teachers assigned to a mentor, 

responsibilities and expectations often remain undefined.  We argue that such support must begin 

at the pre-service stage, and that different school choices demand qualitatively different types of 

teacher preparation. 
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Computer-Assisted High School Credit Recovery:  The Good, the Bad and the Ugly 
 

 One of the best predictors of high school dropout is the failure to pass one or more 

core subjects during the ninth grade year (US Department of Education, NCES, 2004).  

Students who are behind in credits earned toward graduation find themselves to be out of 

sync with their peers and become discouraged about their ability to recover lost credit 

(Woods, 1995). 

 In many high schools a common avenue for retrieving credit is to have students 

retake the courses they failed while simultaneously taking the next level of the course 

(Alliance for Excellent Education, 2004).  For example, students who failed the first 

semester of ninth grade English would be signed up again for freshman English in the fall 

semester of their sophomore year.  These students would also be taking first semester 

sophomore English at the same time.  But doubling up on courses in an area of weakness 

does not necessarily result in success for struggling students.  Often they will fail one or 

both of the English courses and give up, not only on English, but also on high school as 

well (Wald & Martinez, 2003). 

 The overall U.S. graduation rate has remained steady at just over 70% from 1991-

2000 (Greene & Winters, 2005).  About one third of all students who enter ninth grade do 

not receive a regular high school diploma in four years.  In 2004, 22% of all 18-24 year-

olds had not completed high school (US Department of Education, NCES, 2004), and 

15% of that age group was neither employed nor in school.  This group of high school 

dropouts is growing at an alarming rate.  The percentage of young adult dropouts has 

increased by 700,000 from 2000-2004 (US Department of Education, NCES, 2004). 
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 Students dropout of high school for many reasons.  In trying to isolate the most 

prevalent causes of this problem, research has shown a correlation between certain 

characteristics and a likelihood of dropping out of school.  Some research has shown that 

poor academic performance is the strongest of these characteristics in demonstrating 

potential for dropping out.  According to the 2006 report, The Silent Epidemic:  

Perspectives of High School Dropouts (Bridgeland et al., 2006), many dropouts report 

having left school because their school was not interesting or challenging.  Similarly, a 

1995 Oregon Department of Education study reported the most frequent reason high 

school students gave for leaving school was “irrelevant coursework.”  These same 

students also claimed their schools were at fault for fostering “teaching techniques that 

didn’t match their learning styles” and for a “lack of personal attention in class” (Orfield, 

2004).  

 Relevance and personalization appear to be key factors in engaging struggling 

students in high school curriculum.  When it comes to credit recovery for students who 

have failed courses and are at risk for dropping out of school, keeping those students 

interested in the subject matter and providing them personalized instruction are 

frequently mentioned components to consider in program design (Schargel, & Smink, 

2001).  Since the advent of NCLB with its requirements for higher high school 

completion rates and annual yearly progress in test scores, public high schools have put 

even greater efforts into finding effective ways to assist students in recovering credits 

toward graduation (Losen, 2004).  A variety of models are being explored (Hoye, & 

Sturgis, 2005), including peer tutoring, night school, lunch time and after school tutoring, 
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summer school and “recovery classes” taken at the same time as a regular course in the 

same subject (e.g., Recovery Algebra 1 and Algebra 1). 

 This study looks at an innovative summer school credit recovery program 

involving 100 students from three large high schools in Billings, Montana.  Designed 

only for ninth grade students who have failed to earn credits in English, earth science or 

health enhancement, the program utilizes computer-assisted, self-paced instruction 

(NovaNet) with small group and individual instruction provided by highly qualified 

subject specific teachers.  The study analyzes preliminary data from the first two years of 

the program, including student success, cost effectiveness and features which appear to 

make a significant difference in credit recovery. 
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Student with Asperger’s Syndrome: Academic Productivity Increase 
 

 Students with Asperger’s Syndrome often display excellent academic skills in 

such areas as oral language and vocabulary, spelling, early reading and math (Koegel, & 

Koegel, 1995).  But as school progresses, characteristics of Asperger’s Syndrome can 

interfere with academic productivity and social deficits related to the syndrome may 

make it difficult for a student with AS to participate successfully in the general education 

classroom (Kracke, 1994). 

 This single subject study focuses on a 12 year-old boy with AS named Geoff* 

who enjoyed academic success in kindergarten through second grade, but developed such 

extreme behavior problems in the third grade that he was removed from general 

education and placed in a self-contained special education class for students with 

emotional disturbance.  Even in the special education setting his behavior deteriorated 

further until he was allowed to come to school for only one hour per day. 

 In an effort to increase Geoff’s academic productivity and his time with peers, 

Geoff was enrolled at the Montana State University Learning Clinic for 1 ½ hours per 

week for three 14-week sessions.  During the period of Geoff’s participation in Learning 

Clinic, he received instruction from undergraduate teacher candidates trained in direct 

instruction and behavior management techniques.  Over 42 weeks Geoff’s behavior and 

academic productivity improved to the point that school authorities and his parents were 

able to make plans to increase gradually his time in school until he attended school full 

days, participating in some general education activities at his grade level. 

 The interventions that succeeded in Geoff’s case included systematic use of 

positive reinforcement and self reflection, plus interest-based academics, self-paced and 
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computer-assisted instruction and gradual increase of academic and behavioral 

expectations (Bryant, & Bryant, 1998).  Also included were scaffolded opportunities for 

leadership among peers and social interactions with peers (Gaylord-Ross, Haring, Breen, 

& Pitts-Conway, 1984).  Teaching techniques were designed for easy transfer into typical 

school situations.  Though findings apply only to this case, certain techniques may merit 

replication with others who have Asperger’s Syndrome. 

Subject of the Study 

 Geoff was diagnosed by a pediatric psychiatrist at age five as having Asperger’s 

Syndrome (AS).  AS is a neurologically based, autism-spectrum disorder which 

significantly affects social perception, interactions, language, and nonverbal 

communication (Lovaas, 1987).  Typically children with this condition have average to 

above average intellectual capacity, but lack the social awareness and skills needed to 

interact normally with others (Wing, & Gould, 1979). 

 In Geoff’s case, the symptoms of Asperger’s that he commonly displayed 

included lack of interest in interacting with peers, distractibility, noncompliant behavior, 

and perseveration on his fingers.  In a school setting, his rate of work was extremely slow, 

completing only about 30% of what would normally be expected from a resource student.  

Handwriting was difficult for Geoff, and he balked at any work that included responding 

in sentences or paragraphs.  He often used escape techniques to avoid working at all, 

including complaining about the amount of work, feigning illness, and yelling at teachers 

who asked him to work.  

 At school Geoff frequently had issues with entering and exiting the school or 

classroom without making noises, banging on walls and furniture, or disrupting the 
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learning of others.  When asked a simple question or directed to do something he did not 

want to do, Geoff would yell (“Don’t talk to me that way!”) or mimic/parrot the adult.   

 The school psychologist at Geoff’s school was unable to test him formally using 

standardized instruments because Geoff refused to cooperate, hid under the table, or tried 

to escape the room.  Geoff was placed in special education on the basis of observations of 

his behavior, case history, behavior rating scales, and his diagnosis of Asperger’s 

Syndrome with possible oppositional defiance disorder. 

Clinical Setting 

 Learning Clinic at Montana State University-Billings provides opportunities for 

teacher candidates in the special education program to work with children who have 

difficulty in reading, math, spelling, or writing.  Teacher candidates (clinicians) are 

paired with one or two students who have identified special education needs.  The 

clinicians assess their students using curriculum-based measurement and then provide 

direct instruction in the areas of need.  Clinic sessions occur once per week for 90 

minutes and last 14 weeks.   

 In Geoff’s case, he attended Learning Clinic for three 14-week sessions; for each 

session he had a different, carefully chosen clinician.  All three clinicians (Clinician A, 

Clinician B and Clinician C) were older college students with experience in working with 

children with academic and behavioral problems.  Geoff’s clinic sessions followed a 

regular pattern throughout the 42 weeks of his involvement.  Each session included three 

educational activities which focused on spelling or writing, reading comprehension and 

math.  The activities consisted of direct instruction in basic skills and a wide variety of 

short academic games and assignments that could be completed in 10-15 minutes.  At 
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each clinic session, Geoff also participated in a snack and a physical activity or outdoor 

game with the other children in the Learning Clinic. 

Positive Reinforcement and Self Reflection 

 In preparation for Geoff’s arrival on the first day of Clinic, Clinician A and the 

Clinic Director devised a schedule of positive reinforcement that called for reinforcement 

at least once every five minutes.  Reinforcement included social praise and focused 

interest in Geoff and his interests.  Clinician A also had a plan in place for dealing with 

noncompliant behavior should it occur. 

 During the first session, there were no instances of oppositional or noncompliant 

behavior.  The subject entered the Clinic without comment and engaged immediately 

with the clinician.  Among other things, the clinician was able to conduct an interest 

inventory and wrote the following: 

 Geoff is a pleasant and funny boy who is very interested in reading about his 

favorite subject sharks.  He is knowledgeable about sharks and loves learning new 

factual information.  Geoff also enjoys sharing his knowledge with others.  Geoff 

has excellent reading skills.  He focuses on proper pronunciation and uses 

inflection in the passages.  As soon as Geoff understood how the Clinic worked, 

he was cooperative and willing to work on what I had prepared.  Geoff is very 

personable and easy to establish a working relationship with. (Murdcoch, 2006) 

The positive reinforcement regime continued throughout the forty-two weeks in 

the clinic.  During the first two clinic sessions of each 14-week period the positive 

reinforcement regime was frequent (e.g., every five minutes).  After the second week, 
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clinicians cut back gradually but kept the positive reinforcements to at least two per 15 

minute period.   

Because Geoff was so unexpectedly cooperative at his first clinic session, 

Clinician A started the self-reflection part of plan right away.  Geoff was given a journal 

in which he was to rate himself at the end of each clinic session in four goal areas: 

 

 

 I cooperated with my teacher.  ______ Yes    _____ No 

 Comments:  ___________________________________________________ 

 I finished my work.   ______ Yes  _____ No 

 Comments:  ___________________________________________________ 

 I did my best work.     ______ Yes  _____ No 

 Comments:  ___________________________________________________ 

 I learned something new.    ______ Yes  _____ No 

 Comments:  ___________________________________________________ 

 

Geoff liked his journal from the first minute he saw it.  He and Clinician A talked over 

his day and Geoff marked what he thought were the correct responses.  In the comment 

section, sometimes Clinician A wrote a comment and sometimes Geoff wrote his own 

comment.  On the first day, he wrote:  “I listened to directions, and I got my math right.” 

Interest-Based Academics 

Like many children with Asperger’s Syndrome, Geoff had obsessive interests, 

particularly in sharks.  Geoff said he liked to read “video covers, cereal boxes, and books 
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about sharks.”  He also liked the Magic Tree House series of books and joke books.  He 

enjoyed reading out loud and to himself, but particularly liked to have the clinicians read 

to him.  Besides sharks, Geoff had an interest in trains and cars.  His favorite school 

subjects were science and art.  He liked to play basketball and golf and enjoyed outdoor 

recreation like riding his bicycle and scooter. 

The Clinic Director and Clinician A devised a curriculum for Geoff based on his 

interests, particularly sharks.  Six daily assignments, two in reading, two in 

writing/spelling and two in math were developed for each clinic session, along with some 

back-up educational games.  Clinician A made a visual schedule of activities from which 

Geoff could choose one of the two items for each 15-minue block of time.  Occasionally 

Geoff would have time to complete both items in a particular time block.  The reading 

activities began at fourth grade level, math at third grade, and spelling/writing at second 

grade level.  Nearly all of the activities had a shark theme. 

Geoff helped to design a chart with shark stickers to keep track of his daily 

progress.  The chart was posted on the wall in Geoff’s study carrel.  Each time that Geoff 

successfully accomplished one of his daily tasks, he received a sticker of his choice.   

Once he had three stickers for the day, he was rewarded with 15 minutes of computer 

time.  He was only able to go to the computer lab if had three stickers.  If he had two 

stickers, he could have “read-aloud” time with the clinician.  For one sticker, he could 

choose train or car stickers to take home.  If Geoff was noncompliant or rude to others, he 

lost “earning time”; in other words, he could not work toward a sticker for five minutes.  

Geoff really did not like to lose time to work on his shark materials, so the possibility of 

losing earning time really motivated him to stay focused and behave appropriately.  
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Below is a chart, showing Geoff’s work completion behavior for the first fourteen weeks 

he attended clinic: 

Assignment Completion Rate by Session 

+ = work completed - = work not completed 

Of 46 opportunities to complete academic assignments over a 14-week period, Geoff 

completed 39 assignments at an acceptable level; this constitutes a 93% completion rate. 

Self-Paced and Computer-Assisted Instruction 

 Clinician A noted Geoff’s extreme difficulty with handwriting and his dislike of 

the writing process, so she decided to try to teach Geoff to keyboard and use a Neo, a 

portable word processor.  They started with the Neo on the second clinic day.  After three 

typing sessions, Geoff was able to type 12 words per minute with one or no errors.  From 

that point forward, Geoff was given a choice to use handwriting or to type his written 

assignments.  Most of the time, he chose typing because it was faster and more accurate. 

 Starting with the fourth clinic day, Geoff was encouraged to set his own goals for 

performance in reading, math and spelling.  In reading, the clinician used one minute 

timings of repeated reading.  Each session Geoff would mark the page with how far he 

thought he could read in a minute.  Similarly, Geoff decided how many correct digits he 

could accomplish in math and how many correct letter sequences in spelling.  If he met 

his personal goals in more than one area, he could choose a book to take home. 

Week 1 2 3 4 5 6 7 8 9 10 11 12 13 14 

Interval 1 + - + + + - + + + + + + + + 

Interval 2 + + + + + + + + + + + + + + 

Interval 3 + + - + + + + + + + + + + + 
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 The effect of the personal goal setting was that Geoff became aware of his 

performance and the control he could have over his own success.  He became somewhat 

obsessive about his progress charts and enjoyed showing them to other children in the 

clinic and to his parents.  Below is a chart of Geoff’s progress for nine weeks of the first 

clinic session. 

Reading, Math and Spelling Rates 

AIMSWeb Probes 

Week 1 2 3 4 5 6 7 8 9 

Reading          
Grade 
Level 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

4th 
Grade 

WRC 49 41 52 59 65 54 70 75 81 
          
Math          
Grade 
Level 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

3rd 
Grade 

CD 10 12 16 17 14 21 26 25 27 
          
Spelling          
Grade 
Level 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

2nd 
Grade 

CLS 15 17 20 27 30 38 35 41 40 
WRC = Words Read Correctly CD = Correct Digits CLS = Correct Letter Sequences 

 

Scaffolded Peer Interactions 

 Contrary to his experiences in public school, Geoff thrived academically in the 

clinic setting, but his social behavior with peers remained similar to how he behaved in 

school.  He largely ignored his peers and tried to interact with adults exclusively.  

Sometimes he said inappropriate things to his classmates.  For example, one of the boys 
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Geoff’s age was Native American and wore his hair in braids.  Geoff kept saying loudly, 

“Why does he wear his hair like a girl?” or “Is that a girl?”   

 Clinician B was particularly sensitive to Geoff’s social needs.  She devised a 

program of scaffolded peer interactions to help Geoff interact more appropriately with his 

peers.  The first project was to get Geoff involved in the break time games.  During the 

first clinic session of 14 weeks, Geoff watched the games, but could not be coaxed to 

participate.  During the second session, Clinician B volunteered to lead all the games so 

that game time could become part of the routine for her and Geoff.  She explained the 

games to Geoff in advance and gave him a role to play.  Sometimes he carried the 

equipment to the game site; sometimes he gave the directions to the players.  After that 

level of participation had been successful for five weeks, Clinician B asked Geoff what 

kinds of games he liked best.  He chose Tag.  Clinician B showed Geoff about 12 

different kinds of tag and asked him to choose the version to play. Clinician B told Geoff 

he could choose the game every week if he joined in the game himself.   From that point 

forward, Geoff played some version of tag with the rest of the children every week. 

 Clinician C continued the peer interaction program.  She added a feature in which 

Geoff and two other boys would get together during clinic and read jokes and riddles to 

each other.  At first Geoff tried to dominate the conversation and did not listen to other 

boys’ jokes.  With guidance from Clinician B, he learned to wait his turn and to react 

appropriately to the jokes of others.  Geoff came to enjoy these joke sessions very much 

and became somewhat obsessed about finding better and better jokes.  A side effect was 

that finding jokes became a motivator for doing more reading and writing. 
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 Clinician C was able to involve Geoff in a number of other social activities, 

including having Geoff read aloud to younger students, participate in a puppet show, 

create a paper mache shark with two other students, and greet other students 

appropriately at each session.  Clinician C’s success with Geoff was built on three 

factors: 1) preparing him in advance for what would happen and what he should do, 2) 

helping him to understand what he would like about the activity, and 3) giving him time 

to process the activity after it occurred.   

Data Collection 

 The following types of data were collected during this study:  work completion 

frequency, frequency of noncompliant behaviors, success rate of scaffolded social 

activities (4 point scale), personal goal accomplishment and academic progress in reading, 

math, and spelling. 

Results 

 In terms of academic progress measurement, only informal curriculum-based 

assessment was completed for baseline.  Using AIMSWeb probes, Geoff scored in the 

following way in his first week of clinic: 

 Subject Grade Level Percentile 

 Reading Fourth Grade 50% 

 Math  Third Grade 50% 

 Spelling Second Grade 50% 

At the end of the third group of clinic sessions with informal curriculum-based 

assessments, Geoff scores were: 
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 Subject Grade Level Percentile 

 Reading Fifth Grade  75% 

 Math  Fifth Grade 50% 

 Spelling Third Grade 50% 

Also at the end of the third group of clinic sessions, Clinician C was able to give Geoff 

his first formal standardized tests, both screening measures.  At the time of testing, Geoff 

was 12-2 and would have been considered a fifth grader in public school. The results are 

below: 

Report of Achievement Testing 

Woodcock-McGrew-Werder Mini-Battery of Achievement, based on Age Norms 

Measure AE  PR  SS SEM(SS)  

Reading 13-4   68  112     4   

Writing 7-4       1    56     4   

Math  12-2  49    98     4   

Factual  13-3  65    110     4   
Knowledge 

 

 

Peabody Picture Vocabulary Test Third Edition 

Standard Score:  115 

Percentile Rank:  82 

Grade Equivalent:  5.6 

Scores from the Mini-Battery indicated that Geoff was performing in the high 

average range for a fifth grader in reading, at the average level in math and above average 
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in factual knowledge.  His lowest area was in writing skills with a standard score of 56, 

showing a significant deficit.  In terms of oral language skills and vocabulary, the 

Peabody results show Geoff performing at a high average level. 

 When Geoff left public school and began coming to the Learning Clinic, he was 

doing school assignments at the first and second level and was considered to be a poor 

reader.    When he finished three 14-week sessions of clinic, his informal and screening 

test results indicated that he was performing at grade level in reading and math, but was 

still showing a deficit in his writing skills. 

 In terms of behavior, Geoff stopped exhibiting any non-compliant behavior 

during the third clinic day and never had another episode throughout the rest of his clinic 

time.  He was never observed to be perseverating on his hands.  His work completion rate 

was over 90%, and during the third 14-week session he had 2-3 successful scaffolded 

social interactions with peers per week.  At this point, officials at his school, his 

psychiatrist and parents decided that he was ready to return gradually to school which he 

did in the spring of his fifth grade year. 

 The strategies that seemed to contribute to Geoff’s success were consistent, 

predictable routine; abundant positive reinforcement; interest-based instruction; word 

processing; pictorial schedule, choice of assignments; goal setting and self-evaluation of 

performance; rewards for meeting expectations; direct instruction (particularly repeated 

reading); and scaffolded social interactions.  Because so many techniques were used at 

once, it is impossible to say which factor or factors contributed the most to Geoff’s 

academic and social success.  In future research, each of these techniques may warrant 

further study under more controlled conditions.    
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6. Abstract: 
 
 Although many educators use multicultural literature to help students understand 

diversity, many published books lack accuracy and authenticity. Debbie Reese describes 

this quandary as the tension between the “culture of education” and the “culture of 

literature.” Educators strive to find accurate information and representations of culture, 

whereas literary writers value intellectual freedom and the freedom of speech. Because of 

these, often-conflicting goals, educators are obligated to identify quality literature, 

regardless of the difficultly in identifying authentic literature.  

 This study provides a framework for analyzing ideology in fairy tales by 

juxtaposing the events and dialogue to cultural attitudes and beliefs. Specifically, this 

study is a textual comparison of nine versions of the Japanese fairy tale Issunboshi. By 

comparing several versions of the fairy tale, readers can better understand how ideology 

is embedded in fairy tales. Teachers, scholars, and authors should always carefully 

research the folk literature about which they teach and write. They should also elicit the 

help of insiders to check the content for accuracy. Lastly, educators should teach students 

critical literacy skills, and to encourage them to question a text’s accuracy and 

authenticity thereby learning how culture is embedded in literature. 
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Abstract 

 

Theory and practice are two essential components in an educational administration 

program.  The balance between theory and practice is sometime difficult to achieve in 

all the core areas of such a program.  Internships, while an extremely important 

component of such a program, can fall short in the long range planning areas of 

curriculum and strategic planning.  Through the use of “lab” courses to simulate the 

team interaction in such long range planning areas, candidates for administrative 

certification get a chance to process and practice the dynamics of teamwork and 

facilitation. 
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The Place of “Lab” Courses in Educational Administration Programs 

 

 Configuring an administrative leadership certification program requires a balance 

of theory and practice.  While the practical application or experience is dictated by the 

hours of field experience or internship a candidate must complete for state certification, 

one cannot assure that all vital administrative experiences will be had especially in the 

area of strategic and curriculum planning.  A more evidence-based leadership 

experience needs to be applied (Lewis & Caldwell, 2005).  Candidates not only need to 

experience the “doing” of the actual experience of planning, more importantly, there 

needs to be a “rehearsing” of  dealing with the group dynamic, personality interchange, 

compromise and  communication in a protected, learning environment.  Mai (2004), 

discussing the need for debating and disagreement with colleagues or team members, 

notes that such interactions are critical in being able to make informed decisions as an 

administrator. 

 In his recent work entitled “Educating School Leaders,” Arthur Levine (2005) 

reports the frustrations of many alumni of administrative leadership programs.  These 

frustrations were noted primarily in the lack of practice, course content unrelated to real 

life and the need to infuse more “hands-on practice. (p. 40) He further reports that these 

alumni of our leadership programs found simulations and case studies to be extremely 

useful and popular. 

 Utilizing the practical intelligence that Sternberg (2004) believes comes from 

knowledge gained from experience, the future administrator needs to be given the 

opportunities to partake of solving everyday problems such as building curriculum and a 

long range plan in a team setting.  While and internship or shadowing experience, even 

if developed over a semester, rarely engage the candidate in such ongoing and 
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Intensive projects as curriculum and strategic planning.  Candidate experiences usually 

revolve around the everyday running of schools and relations with parents and the 

board and central office.  While these experiences are absolutely essential to the 

candidate getting a sense of how a school runs in the day to day administration, if the 

long range planning experiences are not dealt with in some sort of “practical 

experience,” the candidate may be operating on theory and theorists alone when these 

needs arise in the real school situation. 

 The “practical experience” components of the administrative certification program 

can be provided in a “laboratory” or legitimating setting (Reid, 2003) Theory, theorists, 

process and core components can be studied in the conventional instructor facilitated 

way while candidates are actually producing a multi grade or multi level curriculum or 

working through and producing a long range plan for an actual school in a team 

configuration.  Gorton and Snowden (2002) make the point that too often administrative 

preparation programs are criticized for being “too theoretical and insufficiently grounded 

in reality.”  (p. xii) 

 Mai (2004) notes that such group interaction in schools provides “a valuable way 

to engage more people as thought leaders” in actions such as curriculum units (p. 213).  

Curriculum study or revision, in many schools amounts to changing textbooks and 

getting teachers on board to use the new textbooks with all of the accompanying 

teacher resource materials.  A further step of reliance on the publisher representatives 

to lead faculty through the use of the new textbook series is sometimes incorporated but 

often a luxury for the new administrator. 

 In some districts and schools, curriculum development is assigned to grade level 

or discipline alike committees to which teachers are sent representing their particular 

grade level or discipline.  Unless aspiring administrators have been a part of these  
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Delegated task forces, the formulation of curriculum reflective of standards, student 

needs and learning objectives is absent in the very practical sense. 

 Likewise, because strategic or long range planning for a school happens only 

once in every 5 to 7 years and involves representatives of a wide range of stakeholder 

groups, the administrative candidate may not have partaken of the experience of long 

range school planning. 

 In strategic planning “lab,” teams of 6 to 8 candidates assume the roles of stake 

holders and are presented with demographic an financial data of an actual school.  A 

representative of that school becomes the resource person for the team, able to answer 

historical, demographic, budget, etc. questions for the team about the school.  The 

result is the beginnings of a strategic plan for that school complete with action plan, 

timeline, and designation for responsible parties. 

 An integral part of the curriculum and strategic planning “lab” courses is the 

group dynamic and the administrative candidates’ understanding of the role of facilitator 

in such a process.  Skills learned in a core course dealing with interpersonal 

communication skills can be applied in the actuated experience of planning.  While the 

planning is occurring in the simulation of the actual experience, the process can be 

halted for the all important teaching moments to be emphasized, clarified and corrected 

where needed.  This allows for the theory and practice to be learned and applied 

simultaneously. 

 These “lab” courses provide a blend between the university preparation side 

(theory) and the first hand practitioner side (research) of both team planning and 

dynamic which challenge the present practice to a deeper understanding of these two 

critical areas of an administrator's leadership involvement (Creighton, Busch, MacNeil, 

Waxman, 2005).   
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Learning and practicing curriculum development and strategic planning in a   theory and 

process rich environment allows the instructor to shape a solid foundation for 

candidates in both understanding and practice. 

 

Strategic Planning 

 Strategic planning for a school is more than school improvement planning.  

Strategic planning involves the careful study of demographic patterns, financial patterns, 

mission and resources over a 5 to 7 year past as well as projecting these four critical 

areas into the 5 to 7 year future to insure viability for the school.   

 Examining demographic patterns of the past will help the school zero in on any 

change patterns that are occurring.  Obtaining demographic projections from civil as 

well as private entities that collect and utilize such information for their own growth 

planning and marketing can benefit the school to monitor population changes that may 

be forecasted. 

 Likewise, studying the patterns of financial support of the school from federal, 

state, local and private entities is needed to project the amount and kind of support that 

will be available over the future 5 to 7 year time frame.  In the case of many schools 

both private and public, with governmental support shrinking at various levels, it has 

become increasingly more important for schools and districts to establish foundations 

lead by community investors, alumnae, corporations and residents to supplement funds 

no longer available.  These foundations can become a new source of supplemental 

support for schools and school programs. 

 The mission of the school or district must also be examined not only over time 

but for future service to the community.  In many communities throughout the United 

States, the past 5 to 7 year has seen a shift student population that makes it difficult for  
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Schools to plan for future populations.  Shifts in a) ethnic composition, b) density in 

many neighborhoods, c) increased use of technology in society and d) the need for 

graduates equipped to meet such needs calls schools to reexamine their mission more 

frequently.  Questions that need to be asked, informed by past patterns and future 

possibilities are:  Who are the students we are serving?  What are their needs as 

learners?  What is the academic preparation needed to succeed in the future society?  

To what degree does diversity enter into our learning environment and how do we 

prepare our students for living and working in a diverse society? 

 These and many more questions enter into the creation or revision of the 

school’s mission statement.  It is essential that careful study and adequate time be put 

into this process of creation or revision of the mission statement and the administrative 

candidate’s understanding of the  importance of a clearly stated, appropriate mission for 

their school; one that clearly states “who we are and who we serve.”  Again this 

process, informed by theory and best practice can best be experienced in a simulation 

of the strategic planning process.  In her article on creating a leadership academy, Harle 

(2000) notes the importance of candidates working in teams to experience real life 

situations.  Simulation “labs” provide that experience. 

 Another key area of strategic planning is to identify the resources presently relied 

upon for successful service to the community.  It is important for administrative 

candidates to understand how to place the high priority resources in a timeline for future 

existence and support in order to maintain a realistic assessment of available resources 

for the future.  It is also critical to think futuristically about the possible resources 

available or not available in the future.  Not only is it important to look into the future for 

existence of present moneys for school operation from federal, state and local sources 

but it is equally important to create a “living list” of grant funding institutions, material  
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resources providers (computers, furniture, paper, etc.), person resources (speakers, 

technicians, mentors, etc.) and support services (professional development entities, 

research institutions, school-university partnerships) that might be available in the 

future. 

 The dynamic of considering these four major areas of demographic patterns, 

financial patterns, mission and resources in a team configuration again adds the need to 

consider the areas of interpersonal communication, research, future thinking and 

practical assessment of strengths, issues and concerns of the institution.  These 

aspects of strategic or long range planning are rarely experienced by the administrative 

certification candidate in the normal university curriculum. 

 In addition to the four major areas of consideration needed to study and develop 

a strategic plan for a school, candidates must make recommendations, include an 

action plan (strategies suggested to make the plan happen), designate responsible 

parties or entities, and create a time line for starting and fulfilling the plan.  These 

considerations rarely if ever become part of the learning package in the administrative 

leadership strand.  It is through such strategies as a “lab” or simulation that the 

administrative candidate is made aware of, not only the importance of all of these 

components, but the role each of them plays in planning for a school’s future success 

and existence.  To this end Kaplan (1998) refers to the 4MAT model as an example of 

getting school stakeholders involved in school improvement plans which increases their 

commitment to see the plan to its fruition. 

 One often overlooked avenue in planning is that of seriously investigating future  

trends both in education as well as in society at large.  Studying and understanding the 

importance of new business paradigms can help the new would-be administrator think 

“out of the box” with an eye to the future rather than living and working with only past  
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experiences and results.  Schools and administrators need to plan for the future with 

reflection on past patterns and present and future needs. 

 The benefits to the administrative candidate of doing strategic planning “lab” or 

simulation for an actual school is a stretch beyond the planning usually done in schools.  

The recognition, through process and experience, that strategic planning is more than 

just school improvement planning, administrative yearly planning, or financial planning 

makes the candidate aware of the involvement of all stakeholders in  the process as 

well as planning beyond the next school year to be vital and viable in the community.  In 

the “lab” setting, the candidate gets to see “how it happens” in the context of “learning 

about it” from texts, readings, experts, etc.   The candidate develops problem-solving 

skills in a supportive and safe environment. 
Curriculum Planning 

      Curriculum Planning 

Curriculum planning encompasses planning for curriculum development, assessment, 

and implementation.  The guiding question in the planning and development of 

curriculum is “ What should be taught, to whom, how, why and when?”    Complexity is 

inherent in the process of curriculum planning as planners struggle to develop plans that 

meet the approval of local stakeholders within the school community.   Consensus and 

approval of local stakeholders will not suffice if planners have not considered local, 

state, and federal standards as parameters for planning. In the current educational 

environment, the alignment of curriculum standards with those articulated by 

professional organizations representing specific content domains is an overarching 
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attribute of successful curriculum development. The review of research in curriculum 

Lab Courses in Educational Administration Programs  10 

design and assessment is integral to curriculum planning and the development process.  

The development and planning of curriculum can become focused on meeting the 

requirements of competing stakeholders while planners risk losing sight of the 

constituent who is the recipient of all of this effort, the student. 

 Curriculum planners must be familiar with the school and district mission to plan and 

develop a curriculum that is consistent with the values and purposes of local 

stakeholders.  The development of a view for a specific curriculum requires 

administrative candidates as planners to reflect on how the curriculum relates to the 

stated values of local stakeholders.  The construction of a view will require the planning 

committee to articulate the impact of content on student learning goals and expectations 

of teachers within the context of the school and district mission.  Administrative 

candidates in the role of curriculum planners in a lab setting confront the complexity and 

competing demands of each stakeholder group. Candidates as members of the 

committee are thrust into the realistic roles of negotiator, problem solver, and 

consensus builder as decisions are made at each planning step.  Harle (2000) 

emphasize3s the benefit of administrative candidates working in teams to experience 

real life situations. 

    Candidates are required to develop at least four subject area goals for their 

committee’s plan.  Subject area goals must be aligned with state learning goals.  In the 

role of committee member, administrative candidates develop two to three learning 

objectives for their chosen subject area for three different grade levels.  Candidates 
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then develop three to four teaching strategies or learning experiences for each learning 

objective.  The next requirement is the development of assessment activities for each 

teaching strategy or learning experience.  Finally, candidates and their committee 

colleagues develop an interdisciplinary or multidisciplinary plan to include at least two 

other disciplines for one of their chosen grade levels.  Consideration to exceptionalities 

such as special education, gifted, multicultural diversity and the inclusion of technology 

must be designated as such in the curriculum plan.  

     The process and ultimate completion of this project requires candidates to negotiate 

decisions for each requirement through group consensus and collaboration.  Each 

requirement of the project brings the guiding question to the forefront, “What should be 

taught, to whom, how, why and when?”  Candidates are not only forced to reflect on 

their own beliefs regarding teaching and learning, they experience the barriers to 

teaching in learning in a typical school setting but in a realistic and safe environment.  

Professional reflection regarding one’s own beliefs about teaching and learning is a 

priority skill for prospective administrators.  The opportunity to practice the skill of 

listening to colleagues’ differing  

Lab Courses in Educational Administration Programs  11 
 

opinions and balance those with one’s own beliefs in a non-threatening, simulated 

environment is rare and profound.  Ultimately, decisions must be made within time 

constraints and resources.  Administrative candidates experience the frustration and 

rewards of finding consensus. 
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     Each curriculum-planning group is required to complete a final project.  The final 

project consists of the development of a proposal paper that enumerates the criteria to 

assess or evaluate their own curriculum plan.  Administrative candidates as curriculum 

planners present their plan to their class constituents.  They identify the decision 

process used throughout the planning process and describe the skills and strategies 

incorporated to reach consensus.  They describe the highs and lows of the planning 

process and evaluate their ability as a group to move the project forward. They often 

identify specific colleagues who were critical to moving the project forward at critical 

junctures in the project.  Frequently the emergent leader in a series of crises through 

the planning process was a different individual.  Discussion of different leadership styles 

for different problems becomes apparent as this realization is verbalized.  The 

experience of relying on one’s own interpersonal strengths as well the need to rely on 

the interpersonal strengths of colleagues is an invaluable lesson.     

     The benefits to the administrative candidate of becoming a member of a curriculum 

planning team and developing a curriculum are both tangible and intrinsic.  Specific 

understanding of the processes and tools needed for curriculum planning are developed 

through the completion process.  The candidate also develops a more realistic sense of 

the opportunities and limits of curriculum planning and development as the parameters 

of local, state, and federal standards are identified.  Candidates consider the various 

school, district, and community stakeholders and develop their curriculum plan within 

the context of these constituencies’ stated beliefs and values.  The strategies of using 

negotiations and problem solving to finalize decisions are experienced in a personal and 

real sense.   The importance and value of developing respectful working relationships 
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with colleagues becomes evident and mandatory to complete the project.  

Administrative candidates, on occasion, are faced with the reality of an unproductive 

colleague on the  
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team.  This issue is not unlike many real planning groups in schools.  Candidates are 

forced to address these issues in the confines of the lab situation just as the position of 

administrator will require. 

Gose (2004) stated, “Walker suggested that while bringing curriculum to life is vitally 

important, the challenge is that it is very difficult to convey to others anything helpful 

regarding its implementation.  The ultimate benefit to curriculum planning in a simulated 

or lab setting is the realistic opportunity to plan and develop curriculum with many of the 

nuances of the real school setting in a safe and supportive environment.  Administrative 

candidates experience the difficulty of doing their work while they consider the guiding 

question, “What should be taught, to whom, how, why, and when?”                        
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ABSTRACT 
 
The definition and the need for appropriate services to the gifted college population are 
not as apparent in the postsecondary environment as in the K-12 schools. Many college 
educators perceive that college curricula provide the needed rigor and enrichment for 
gifted and honors students to make continuous progress in their learning. This research 
interviewed college honors students and explored their perceptions of being gifted in 
their college and secondary learning environments. Through focus group discussions, 
students reported that often college courses and advising do not meet their need for more 
challenging learning opportunities. Based on the research findings, suggestions are made 
for ways that college advisors and faculty members can serve honors students to that 
challenge their learning and address their unique psychosocial needs. 
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GIFTED STUDENTS IN COLLEGE: Suggestions for Advisors and Faculty 

 Research was conducted at a four-year university with the following goals for the 

study:  

 To gain knowledge of the perspectives of college students regarding – 

 their self-perceptions as gifted college students, 

 their perceptions of their K-12 experiences as gifted students, 

 their perceptions of their collegiate experiences. 

 Implications for counseling and advising 

Participants in this study were first year Honors Program students previously identified 

as gifted in K-12 schools. There was an even mix of males and females in the discussion 

group. All but two attended public K-12 schools. The group of 20 students met for a 

focus/discussion group for four weeks for 1 ½ hours. To generate discussion, questions 

from the College Survival Skills Game (Kem, 2004) were utilized as conversation 

starters. Students took turns drawing questions from the game and took turns reading the 

questions to the group. Discussion followed the reading of each question. Discussion was 

shared until the next question was chosen and read. 

 The sessions were taped and transcribed. Common major themes and salient data 

were identified as these emerged. The major themes that emerged were about self 

perceptions, simultaneous need for detachment and relationships, the need to be 

recognized as multifaceted and not just gifted, and the findings were reflective of the 

literature on gifted students.  

 

Self-perceptions: 
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 Students did not view self as gifted – just academically bright 

 Group members stated they had the ability to study and retain information and this 

ability was perceived as being academically gifted 

 Ability to think critically was considered a unique ability by the gifted students who 

stated this ability was not common with non-gifted students 

 The consensus was they perceived themselves to be well-rounded, but not gifted 

 One student stated: I have a good grasp of subjects, know lots of information, am a 

jack of all trades but master of none  

 Several students stated they do everything reasonably well 

 Students considered themselves to be creative  

 None of the students thought they were gifted in all areas 

 The students had a high level of responsibility to make difference for others 

 The perception was that other students didn’t really know or understand him/her 

 The gifted students saw failure as challenge to succeed. They indicated other students 

tended to view failure as the time to quit trying.  

 There was a dichotomy: the gifted students wanted to be different but also wanted to 

be seen as “normal” 

 Research findings indicated this group of gifted students expected more of self and 

others 

 “Gifted means you are interested in other things” 

 As a group, these students were excited about information and learning 

Simultaneous need for detachment and relationships: 
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 The group participants used relationship of focus group for enhanced self-reflection 

and self-knowing and to socially construction knowledge.  

 All members of the group expressed the need to detach and decompress. 

 One of most valued experiences in college setting – being with others who enjoyed 

learning. 

Need to be recognized as multifacted individuals: 

 Wanted to be seen as individual with interests other than academic. 

 Wanted to be identified as more than just area of strength. 

 Didn’t want to be seen just as person who got good grades. 

 Resented being taken advantage of as Honors student (“I’ll pay you to write my paper 

for me.”). 

Reflective of Literature 

 Intuitive ability to perceive situation 

 “When a strange situation pops up, I’ve noticed that I tend to grasp the situation, 

my perception of what is going on is usually pretty quick and sometimes I wish it 

wasn’t like that.” 

 Versatile coping strategies 

 Cognitive appraisal – journaling 

 Cognitive behavioral – physical outlet 

 Social – share with friend or relative 

 Overexcitabilities – sensual, emotional, imaginational  

 Peak experiences – “in the zone” 

 Experienced teasing but felt, “It’s all about you and how you deal with it.” 
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 Imaginary friend 

Other: 

 When reading questions for discussion, often read three/four times to be sure question 

was understood. Would discuss meaning before beginning to answer. 

 Group members kept group on track/task with discussion topics. 

 Were tolerant – to a point – of other group members. If strayed off topic or dominated 

conversation, group members would take control and intervene. 

Implications  K-12 

 Provide a culture of scholarship and the arts. 

 Appropriate differentiation for all students. 

 Need for teachers and all students to be “acculturated” in the characteristics and needs 

of gifted and develop other abilities beyond the academic. 

 Well-articulated and effective counseling and advising for gifted students, K-12. 

Implications: College 

 Provide opportunity to be viewed as a regular student – don’t single out in regular 

class as “smart one.”  

 Assign groups carefully so student doesn’t become “teacher” for others in the group.     

 Differentiation of assignments needed  

 Relationship with instructor extremely important. 

 Provide opportunities to work with others of same intellectual and motivational level.  

 Honors classes – grades dependent on participation and knowing professor.  

 Giftedness viewed as positive by college professors – unless you correct them in class!  

Pointed out five wrong things on syllabus – not a good idea.      
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 Focus more on critical thinking to learn vs massive amounts of information and 

regurgitation of content. 

 Important to have classes and counseling for honor/gifted students to create 

community and belonging. 

SUGGESTIONS FOR TEACHING AND ADVISING 

 Know gifted programs! 

 Know teaching style of professors  

 Understand and respect gifted students 

 Encourage to set and achieve high goals 

 Establish mutual climate between teacher/advisor and student 

 Expect to be challenged in questions 

 Be responsible, efficient and smart – expect student to be the same 

 Be caring 

 Expect to learn from the student! 

Advising Gifted Students 

 Not necessarily gifted in all areas – may not be able “to get it on their own” 

 Can be failing a class – may need tutoring 

 Can “flirt with underachievement”  

 Expect higher autonomy – develop more collegial relationships 

 Meet outside office for advising 

 May need to be provided with tools to succeed 

 Encourage them to set and achieve high goals 

 Meet at Honors programs – prefer a more personal relationship 
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 Tend to be more aware of others feelings, attitudes, and nonverbals. Will “pick up” on 

advisors hidden messages 

 Tend to think “out of the box”  

 May challenge standard procedures and policy 

 Conversation may be more direct 

 Assist students in deciding on Honors vs regular classes 

 Career decision making – too many options 

 Students may “isolate” on campus. Encourage to get involved in activities 

 Need to be anchored in reality – may tend to overschedule 

 May have difficulty “fitting in” and making friends 

 Watch for signs of depression or game addiction 

SIX REALITIES:  

Adult roles in Guiding Gifted Students 

 Real basics go beyond reading, writing, and math 

 You can be good at something you don’t enjoy doing 

 You can be good at some things that are unpopular with peers 

 Life is not a race to see who can get to the end the fastest 

 You can ask questions that “should” have answers but “don’t”. 

 It’s never to late to be what you might have been 
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ABSTRACT 
 
 . For every homicide, there are three suicide attempts. Suicide among the 15-24 age 

group is increasing at an alarming rate. As educators and advisors, we are in contact with 

students (and co-workers) experiencing enough stress, distress, depression, and 

hopelessness that suicide may seem to be the only solution. Since almost all efforts to 

persuade someone to live instead of attempt suicide will be met with agreement and relief, 

this workshop will provide the participant with skills to offer hope through positive action.  

 CPR vs. QPR: We train people in CPR to medically save a life. QPR trains people 

to save a life by preventing suicide. This workshop will explore the myths and facts of 

suicide, present verbal, behavioral, and situation clues, and provide intervention 

techniques. Participants will learn to Question (Q), Persuade (P), and Refer (R). Applying 

QPR will plant the seeds of hope and hope helps prevent suicide. 

 Participants completing the workshop will be certified as a QPR GATEKEEPER. 
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Are Agricultural Education Student Teachers Confident in Teaching Students with Disabilities?  

Abstract 

The purpose of this study was to assess agricultural education student teachers’ 

confidence levels with the Individuals with Disabilities Education Act, which recognizes 

disabling conditions and special education laws. The population was a census of student teachers 

from the American Association of Agricultural Education southern region. At the time, 

respondents were participating in a student teaching experience for teacher certification during 

the 2005 spring semester. Student teachers were fairly confident in providing the least restrictive 

environment and providing an appropriate and challenging education for all students in 

agricultural education classrooms and laboratories. They felt adequately confident in 

understanding special education laws and in developing individual education programs. Student 

teachers felt adequately confident teaching special needs students diagnosed as/with: learning 

disabled; mildly and mentally handicapped; attention deficit disorder; emotional/behavior 

disorder; and/or physical impairments. Overall mean scores showed the majority of student 

teachers felt marginally confident in teaching blind- or visually-impaired students. It is 

recommended that teacher educators create instructional units about disabling conditions and 

special education laws and introduce such units into teacher preparation courses. 
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Introduction 

The education and accommodation of students with disabling conditions has become a 

common occurrence in agricultural education classrooms. Laws governing the education of all 

students require that every student’s needs and accommodations be met in academic settings that 

receive federal funds for educational purposes. Teachers and school administrators must be 

aware of student diversity and be committed to inclusion, providing a quality education for every 

student in the classroom. Such commitment may require supplemental aids and practices to meet 

the needs of special education students in the general education classroom. 

Agricultural education programs offer popular courses that may interest students with 

disabling conditions. Because of incorporating students with disabling conditions into general 

education classrooms, agricultural education instructors routinely face multiple challenges while 

meeting the needs of special education students (Elbert & Baggett, 2003). Elbert and Baggett 

found that agricultural education teachers in Pennsylvania did not feel prepared in completing 

Individual Vocational Education Plans and Individual Education Plans. Elbert and Baggett noted 

that teachers needed additional training to become more knowledgeable about laws applying to 

special needs students. To support the need for additional teacher training, Johnson, Sharpe, & 

Stodden (2000) stated: 

General education and special education teachers need information and skills on how to 

appropriately use accommodations in assessment and instructional situations. Improved 

teacher preparation at the pre-service and continuing education levels, promotion of 

collaborative teaching models, and other strategies are needed to address these issues. (p. 

87) 
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Following a five-year study involving inclusion of students with disabling conditions in 

general education classrooms, researchers concluded that general education teachers were not 

prepared to teach students with special needs (Schumm & Vaughn, 1995). Many new and even 

experienced teachers lacked the skills necessary to be effective in meeting the needs of a wide 

variety of abilities in their classrooms (Cotton, 1994; Soodak, Podell, & Lehman, 1998). A lack 

of appropriate in-service training has caused many barriers to successful vocational teacher 

education (Cotton, 2000). Agricultural education is one form of vocational teacher education that 

could benefit from improved instruction and practice for inclusion techniques and strategies. 

States in the southern region as defined by American Association of Agricultural 

Education (AAAE) have 876,685 students between the ages of 12 and 17, who were served 

under the Individuals with Disabilities Education Act (IDEA) during the 2000-2001 school year 

(U.S. Department of Education, 2003). The southern region served 32.7% of the total special 

needs student population in the United States. Of the 12 recognized disabilities, the majority (n = 

522,387) were students with specific learning disabilities. The second largest category (n = 

129,920) were students classified with mental retardation (Table 1).  
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Table 1 

Number (in thousands) of Children ages 12-17 Served under IDEA Part B by Disability 2000-

2001 School Year 

State SLD SL MR ED MD HI OI OHI VI A DB TBI Total

AL 24.4 1.4 11.6 2.9 0.6 0.4 0.2 1.9 0.2 0.2 0.0 0.1 44.1

AR 13.9 1.0 6.7 0.3 0.5 0.3 0.1 2.8 0.1 0.2 0.0 0.1 26.0

FL 92.0 10.1 19.9 21.0 - 1.5 1.9 4.1 0.5 1.0 0.0 0.2 152.2

GA 27.8 2.4 15.6 12.5 - 0.7 0.4 6.4 0.3 0.5 0.0 0.2 66.7

KY 12.6 1.3 9.9 3.6 1.1 0.3 0.2 3.3 0.2 0.2 0.0 0.1 32.9

LA 22.7 2.1 6.6 3.4 0.4 0.7 0.6 3.8 0.2 0.4 0.0 0.2 41.0

MS 17.4 1.3 3.5 0.4 0.2 0.3 0.8 - 0.1 0.1 0.0 0.1 24.2

NC 35.2 1.4 14.3 5.7 0.8 0.9 0.4 6.2 0.3 0.7 0.0 0.2 66.2

OK 25.6 1.1 4.4 2.5 0.7 0.4 0.2 1.6 0.2 0.2 0.0 0.1 37.0

SC 23.2 0.8 9.0 3.5 0.1 0.4 0.3 1.6 0.1 0.3 0.0 0.0 39.5

TN 31.5 3.3 8.5 2.4 0.7 0.6 0.4 4.9 0.4 0.3 0.0 0.1 53.2

TX 154.7 5.5 12.1 22.0 3.5 2.6 2.4 17.7 1.0 1.2 0.0 0.5 223.2

VA 41.3 2.1 7.8 8.4 1.1 0.6 0.3 7.5 0.2 0.6 0.0 0.2 70.0

Total 522.4 33.8 129.9 88.6 9.6 9.7 8.2 62.0 3.8 5.8 0.1 2.1 876.1

Note. SLD = Specific Learning Disability; SL = Speech or Language; MR = Mental Retardation; 

ED = Emotional Disturbance; MD = Multiple Disabilities; HI = Hearing Impairments; OI = 

Orthopedic Impairments; OHI = Other Health Impairments; VI = Visual Impairments; A = 

Autism; DB = Deaf and Blindness; TBI = Traumatic Brain Injury. 
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Considering the extraordinarily large number of students with special needs in the 

southern region who were served under the IDEA during the 2000-2001 academic year, and past 

literature citing teachers’ apparent lack of preparedness for accommodating special needs 

students, it would be interesting to know current student teachers’ confidence levels for teaching 

special needs students in agricultural classrooms and laboratories. Are current agricultural 

science student teachers in the AAAE southern region confident with the IDEA? 

Purpose 

The purpose of this study was to assess agricultural education student teachers’ 

confidence levels with the Individuals with Disabilities Education Act, which recognizes 

disabling conditions and special education laws. The objectives were to: 

1. Describe pre-service agricultural education teachers in the AAAE southern region during 

the 2005 spring semester. 

2. Describe agricultural education student teachers’ confidence levels for teaching special 

needs students in agricultural education classrooms and laboratories. 

Methods 

Selected methods used in this paper were part of a larger project (Agricultural education 

student teachers’ confidence and knowledge: Teaching special needs students). Similarities in 

research design and demographics reported in this paper exist in another publication (Author, 

2005), but are described in full detail below. 

The population (N = 335) for this descriptive study was a census of student teachers in 

the southern region of the AAAE. At the time, subjects were participating in a student teaching 

experience for teacher certification during the 2005 spring semester. The AAAE southern region 

includes 13 states and 40 academic institutions that offer teacher certification in agricultural 
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education. Of those 13 states, 11were represented in this study, including: Arkansas, Florida, 

Georgia, Kentucky, Mississippi, North Carolina, Oklahoma, South Carolina, Tennessee, Texas, 

and Virginia. 

Of the 40 agricultural education programs in the AAAE southern region, 32 had one or 

more student teachers during the 2005 spring semester. Twenty-six universities chose to 

participate in this study. Student teacher coordinators were contacted by phone to explain the 

project. Student teacher coordinators provided student teachers’ e-mail addresses for this study. 

Three agricultural education program directors stated they were not allowed to release students’ 

e-mail addresses, but agreed to send the survey e-mail notice to their student teachers. The 

researcher received valid e-mail addresses for 70% (n = 235) of the population of interest, 

however all (N = 335) student teachers were contacted (three program directors forwarded the 

survey notice from their own e-mail accounts). 

One portion of the total instrument was designed to assess confidence levels related to 

teaching special needs students in agricultural education classrooms and laboratories. Instrument 

items allowed student teachers to rate their confidence levels for teaching students who had one 

or more of the recognized disabilities from the IDEA, including: learning disabled, mildly 

mentally handicapped, attention deficit disorder, deaf- or hearing-impaired, blind- or visually-

impaired, emotional/behavior disorder, and physically impaired. Other questions focused on 

participants’ confidence levels with special education laws, providing the least restrictive 

environment, participation in the Individual Education Program (IEP) development, and 

providing an appropriate and challenging curriculum for all students.  

To address internal validity concerns, demographic data were gathered from all 

participants to determine if student teachers were similar. Demographic data gathered on student 
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teachers consisted of age, gender, experience with a person of special needs outside of an 

academic setting, courses taken involving topics of teaching special needs students in the general 

education classroom, whether the student teacher had an IEP in high school, and their overall 

perception about whether they felt prepared to teach special needs students in agricultural 

education classrooms and laboratories. 

The five-point (Not Confident = 1; Marginally Confident = 2; Adequately Confident = 3; 

Fairly Confident = 4; and Very Confident = 5) Likert-type instrument for confidence levels was 

pilot tested in January 2005 with a group of agricultural education students from two AAAE 

southern region universities. Students in the pilot test were in their junior year of their teacher 

education program. Students who participated in the pilot test were not participants in final data 

collection. 

Pilot test data were analyzed using the Statistical Package of Social Sciences (SPSS). A 

Cronbach’s alpha coefficient (Cronbach, 1951) was calculated for the 11 questions measuring 

student teachers’ confidence levels for meeting the needs of special education students; a 

reliability coefficient of .92 was generated from the analyses. The instrument in this study was 

derived from a confidence assessment of vocational teachers’ training needs for working with 

learners with special needs (Cotton, 2000).  

All instrumentation and online design were created with Hypertext Markup Language. 

Data were collected in a secured Microsoft Access database and later transferred to SPSS for 

data analysis. The online method was chosen for questionnaire delivery, based on its ability to 

achieve fast response rates at minimal expense (Ladner, Wingenbach, & Raven, 2002), and for 

its suitability with college-level students (Kypri, Gallagher, & Cashell-Smith, 2004).  
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To encourage favorable response rates, respondents were offered a lottery incentive 

($100 gift certificate from Amazon.com). Student teachers who completed the survey and who 

consented (voluntarily provided valid e-mail addresses in the survey) to the incentive were 

entered into the lottery drawing. Dillman (2000) questioned the value of an economic exchange 

incentive “in which money serves as a precise measure of the worth of one’s actions” (p. 14), 

however Singer (2000) and Porter and Whitcomb (2003) found lottery-type incentives increased 

response rates. 

Data were collected during the 2005spring semester. The online survey was activated 

February 1, 2005. Weekly e-mail reminders were sent to non-respondents for six weeks. After 

six attempts, instruments were mailed to each university for non-responders to complete during 

their end-of-semester meetings. The total response rate was 83.28%; five instruments were 

deemed unusable, reducing the total response rate to 81.79%. 

Data were analyzed using the Statistical Package for the Social Sciences (SPSS) Version 

12. Descriptive statistics were used to report the results. Mean scores for the confidence level 

scale were interpreted as Not Confident = 1.00 – 1.50; Marginally Confident = 1.51 – 2.50; 

Adequately Confident = 2.51 – 3.50; Fairly Confident = 3.51 – 4.50; and Very Confident = 4.51 

– 5.00. 

Results 

Valid responses (N = 274) were received from student teachers at 26 schools, with the 

majority (90.1%) responding from Texas (n = 138), Oklahoma (n = 29), Kentucky (n = 28), 

Georgia (n = 22), North Carolina (n = 20), and Florida (n = 10) (Table 2). Respondents were 

described as female (53%), Caucasian (93%), and slightly older than 23. Most had or were 

receiving their Bachelors degree (n = 247); 14 respondents had their Masters degrees. The 
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majority (n = 159) had taken courses involving special education issues. Over one-half (55.8%) 

had spent time with a special needs person outside an academic setting. Twenty-six (9.5%) 

student teachers had an Individual Education Program while enrolled in high school. Overall, 

74.5% of the respondents felt prepared to teach special needs students in agricultural education 

classrooms and laboratories. 

Table 2 

Demographics of Respondents (N = 274) 

Variable Category fa % 

States Texas 138 50.4

 Oklahoma 29 10.6

 Kentucky 28 10.2

 Georgia 22 8.0

 North Carolina 20 7.3

 Florida 10 3.6

 Tennessee 8 2.9

 Virginia 8 2.9

 Arkansas 7 2.6

 South Carolina 2 .7

 Mississippi 2 .7

Gender Female 144 52.6

 Male 128 46.7

Race Caucasian 256 93.4

 Hispanic 12 4.4

2007 HICE Proceedings 
Page 2929



9 

 African American 2 .7

 Multi-racial 1 .4

Education BS 217 79.2

 BS + 10 hours 30 10.9

 MS 14 5.1

 MS + 10 hours 3 1.1

If a special needs course was taken in college, was it: Required 154 56.2

 None taken 93 33.9

 An elective 5 1.8

Have you spent time with a special needs’ person outside 

an academic setting? 

Yes 153 55.8

 No 113 41.2

Did you have an IEP in secondary education? No 231 84.3

 Yes 26 9.5

Do you feel prepared to teach special needs students? Yes 204 74.5

 No 61 22.3

Note. aFrequenices may not equal 274 because of missing data. 

 

Overall, student teachers’ confidence levels for teaching students with disabling 

conditions and following special education laws were rated as “fair” for three areas (providing 

appropriate and challenging curriculum for all, attention deficit disorder, and learning disabled) 

(Table 3). They felt “adequately” confident in seven other areas and only “marginally” confident 

for teaching blind- or visually-impaired students. 
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Table 3 

Descriptive Statistics for Student Teachers’ Confidence Levels in Teaching Students with 

Disabling Conditions and Following Special Education Laws (N = 274) 

Criterion M SD Confidence Levela 

Providing appropriate and challenging curriculum for all 3.72 .96 Fair 

Attention deficit disorder 3.65 .91 Fair 

Learning disabled 3.51 .89 Fair 

Physically impaired 3.47 1.03 Adequate 

Providing least restrictive environment 3.46 .97 Adequate 

Individual education program development 3.39 1.05 Adequate 

Mildly mentally handicapped 3.11 .97 Adequate 

Emotional/behavior disorder 3.08 1.01 Adequate 

Understanding special education laws 2.99 1.06 Adequate 

Deaf- or hearing-impaired 2.53 1.12 Adequate 

Blind- or visually-impaired 2.29 1.07 Marginal 

Note. aInterpretations were based on the ranges: Not Confident = 1.00 – 1.50; Marginally 

Confident = 1.51 – 2.50; Adequately Confident = 2.51 – 3.50; Fairly Confident = 3.51 – 4.50; 

and Very Confident = 4.51 – 5.00. 

 

Closer examination of student teachers’ confidence levels for each of the disabling 

conditions revealed interesting results. In the three areas that student teachers’ rated themselves 

as being fairly confident, providing an appropriate and challenging curriculum for all students, 

was rated highest (M = 3.72, SD = .96) (Table 4). Most (n = 112) student teachers felt fairly 
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confident in this area. Confidence levels (M = 3.65, SD = .91) for teaching attention deficit 

disorder students were rated by most (n = 116) as being fairly confident. Confidence levels (M = 

3.51, SD = .89) for teaching students with learning disabilities in agricultural education 

classrooms and laboratories were rated by most (n = 125) as being fairly confident (Table 4). 

Table 4 

Student Teachers’ Confidence Levels in Teaching Students with Disabling Conditions and 

Following Special Education Laws (N = 274) 

 fa 

Criterion NC MC AC FC VC 

Providing appropriate and challenging curriculum for all 3 29 70 112 60

Attention deficit disorder 3 25 85 116 45

Learning disabled 3 37 82 125 27

Physically impaired 10 37 86 99 41

Providing least restrictive environment 8 39 78 116 32

Individual education program development 11 45 83 97 37

Mildly mentally handicapped 12 59 113 71 19

Emotional/behavior disorder 17 58 104 76 18

Understanding special education laws 22 71 92 69 19

Deaf- or hearing-impaired 54 91 71 45 12

Blind- or visually-impaired 75 90 69 34 6

Note. aFrequenices may not equal 274 because of missing data. Scale: NC = Not Confident; MC 

= Marginally Confident; AC = Adequately Confident; FC = Fairly Confident; and VC = Very 

Confident. 
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Adequate confidence levels resulted in seven IDEA areas. Confidence levels (M = 3.47, 

SD = 1.03) for teaching physically impaired students in agricultural education classrooms and 

laboratories were rated as being fairly confident by 99 student teachers (Table 4). Confidence 

levels (M = 3.46, SD = .97) for providing the least restrictive environment for all students were 

as being fairly confident 116 respondents. Participating in student individual education program 

development received confidence levels (M = 3.39, SD = 1.05) that were considered as fairly 

confident, by a majority (n = 97) of respondents. Confidence levels (M = 3.11, SD = .97) for 

teaching mildly and mentally handicapped students in agricultural education classrooms and 

laboratories were rated as adequately confident by 113 student teachers. Confidence (M = 3.08, 

SD = 1.01) in teaching emotional/behavior disorder students in agricultural education classrooms 

and laboratories were rated by the majority (n = 104) as adequately confident (Table 4). Student 

teacher’s confidence levels (M = 2.99, SD = 1.06) in understanding special education law were 

rated by most (n = 92) as being adequately confident. Finally, confidence levels (M = 2.53, SD = 

1.12) in teaching deaf- or hearing-impaired students in agricultural education classrooms and 

laboratories were rated by the majority (n = 91) of respondents as being marginally confident. 

Only one IDEA area, teaching blind- or visually-impaired students in agricultural 

education classrooms and laboratories, resulted in respondents’ overall ratings as being 

marginally confident (M = 2.29, SD = 1.07). Most (n = 90) respondents felt they were marginally 

confident in this area (Table 4). 

Conclusions/Recommendations/Implications 

Overall, student teachers felt adequately confident teaching special needs students 

diagnosed as/with: learning disabled; mildly and mentally handicapped; attention deficit 
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disorder; emotional/behavior disorder; and/or physical impairments. Student teachers felt fairly 

confident in providing the least restrictive environment and providing an appropriate and 

challenging education for all students in agricultural education classrooms and laboratories. They 

felt adequately confident in understanding special education laws and in developing individual 

education programs. But, student teachers only felt marginally confident in teaching blind- or 

visually-impaired students. 

What are the ramifications of not being confident in teaching special needs students in 

agricultural education classrooms and laboratories? Given the large numbers of students with 

special needs in the AAAE southern region states, the consequences of not being fairly or very 

confident, coupled with the likelihood that those students will be in agricultural education 

programs are tremendous. Equally distressing was the result that 75% of the respondents 

indicated they felt “prepared to teach and meet the needs of special needs students,” yet when 

analyzed in detail, they were only “adequately or fairly” confident for 10 of the 11 IDEA areas. 

The results of this study indicate that many pre-service teachers in the AAAE southern region 

could benefit from increased study and awareness of the IDEA, either in their teacher preparation 

programs and/or through in-service workshops after they begin their teaching careers. 

Agricultural teacher educators must prepare future agricultural science teachers, not only 

in the art and science of teaching agriculture, but also in the knowledge and understanding of 

special education laws and in developing individual education programs. If not, agricultural 

science teachers will suffer the same inadequacies that general education teachers have in 

teaching students with disabling conditions (Cotton, 1994; Schumm & Vaughn, 1995; Soodak, 

Podell, & Lehman, 1998). Cotton’s (2000) suggestion that a lack of appropriate in-service 

training has caused many barriers to successful vocational teacher education program should not 
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have to be relearned; now is the time to remedy this lacking issue in agriculture teacher 

preparation programs. 

Based on the findings, the authors recommend replicating this study with populations 

outside the limited geographical scope of this project. Additionally, teacher educators should 

create instructional units based on disabling conditions and special education laws and introduce 

those units in their teacher preparation courses. Perhaps a collaborative approach between 

AAAE, National FFA, and the U.S. Departments of Agriculture, Labor, and Education could 

produce a standardized curriculum that fulfills this educational need. Future testing situations 

could reveal if confidence levels increased after experiencing the curriculum. 

More studies are needed to identify the specific number of special education students 

served in agricultural education classrooms and laboratories nationwide. Teacher educators 

should provide in-service training about disabling conditions and special education laws to 

current teachers at state agricultural education teacher conferences. At a minimum, one-half day 

workshops on these topics would be welcomed additions to agricultural education conferences at 

the regional and national levels, and/or held in conjunction with the National FFA Convention. 

Finally, the very least teacher educators could do to better prepare student teachers for teaching 

and accommodating special needs students is to create an assignment requiring student teachers 

to observe and evaluate a special needs student during classroom visitations, preferably before 

beginning the student teaching experience. 
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What do Agricultural Education Student Teachers’ Know about the Individuals with Disabilities 

Education Act? 

Abstract 

Are current student teachers in the southern region knowledgeable about teaching 

students with special needs? The purpose of this study was to describe agricultural education 

student teachers’ knowledge of the Individuals with Disabilities Education Act, disabling 

conditions, and special education laws. The population was student teachers (N = 335) from the 

American Association of Agricultural Education southern region. Respondents participated in a 

student teaching experience during the 2005 spring semester. Overall, 74.5% felt prepared to 

teach special needs students in agricultural education classrooms and laboratories. However, this 

feeling of preparedness was primarily centered on developing an individual education plan. 

Mean scores for the total correct response to the knowledge assessment was 57%. Respondents 

were marginally knowledgeable about five special education criterion (providing least restrictive 

environment; providing appropriate and challenging curriculum for all; understanding special 

education laws; deaf- or hearing-impaired; and emotional/behavior disorder). Student teachers 

may be ill-prepared to meet the challenges of accommodating special needs students in 

agricultural education classrooms and laboratories. Agriculture teachers who are unaware of 

special education laws and/or issues that may impact their local programs should request in-

service workshops, materials, and/or network with teachers who have experience in teaching 

special needs populations. 
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Conceptual Framework 

Education law regarding individual rights has existed since Brown v. Board of Education 

(1954). Brown v. Board of Education set forth the case for civil rights and expanded the rights of 

all. Huefner (2000) stated “in the aftermath of the desegregated decision in Brown, the individual 

rights guaranteed under the Bill of Rights and the Fourteenth Amendment to the U.S. 

Constitution were held to apply to students and teachers in school situations” (p. 4). However, it 

took almost two decades before laws were passed that provided assistance in meeting the needs 

of handicapped and special needs students in schools. 

Over 100 years of research has shown that teachers are ill-prepared to meet the needs of 

special education students in general education classrooms (Daane, Beire-Smith & Latham, 

2000; Kleinhammer-Tramill, 2003; Lombard, Miller, & Hazelkorn, 1998; Lombardi & Hunka, 

2001; Rojewski & Pallard, 1993; Schumm & Vaughn, 1995; Scruggs & Mastropieri, 1996; 

Sindelar, 1995; Singh, 2001; Trump & Hange, 1996; Welch, 1996; Wishart & Manning, 1996). 

A longitudinal study conducted by Scruggs and Mastropieri (1996) reported that after 28 

trials of investigating general educators’ perceptions of inclusion between 1958 and 1995, only 

29.2% of the general educators felt that they had adequate knowledge and skill to implement 

inclusive services in the general education classroom. Schumm and Vaughn (1995) studied 775 

general educators’ perceptions, knowledge, and skills in meeting the needs of disabled students 

in general education classrooms. They found that “many teachers were not prepared to plan and 

make adaptations for students with disabilities. Many acknowledged that their teacher 

preparation programs did not include intensive instruction on how to teach students with 

disabilities” (p. 172). 
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Thirteen disabling conditions are recognized by the Individuals with Disabilities 

Education Act (IDEA). They include: autism, deaf-blindness, deafness, emotional disturbance, 

hearing impairments, mental retardation, multiple disabilities, orthopedic impairments, other 

health impairment, specific learning disabilities, speech or language impairments, traumatic 

brain injuries, visual impairments, and other health impairments. The following brief 

descriptions of each disabling condition provide better understanding of each condition. 

• Autism is “a developmental disability significantly affecting verbal and nonverbal 

communication and social interaction” [Code of Federal Regulations, Title 34, Section 

300.7(c)(1)(i)]. Students with autism may show characteristics of repetitive procedural 

tasks, erratic movements, resistance to environmental change or changes in daily 

routines.  

• Deaf-Blindness includes “concomitant hearing and visual impairments, the combination 

of which causes such severe communication and other developmental and educational 

needs that they cannot be accommodated in special education programs solely for 

children with deafness or children with blindness” [Code of Federal Regulations, Title 

34, Section 300.7(c)(2)]. 

• Deafness is referred to as “a hearing impairment that is so severe that the child is 

impaired in processing linguistic information through hearing, with or without 

amplification that adversely affects a child’s educational performance” [Code of Federal 

Regulations, Title 34, Section 300.7(c)(3)]. 

• Emotional Disturbance can be explained as: (1) “an inability to learn that cannot be 

explained by intellectual, sensory, or health factors; (2) an inability to build or maintain 

satisfactory interpersonal relationships with peers and teachers; (3) Inappropriate types of 
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behavior or feelings under normal circumstances; (4) a general pervasive mood of anxiety 

or unhappiness or depression; and (5) a tendency to develop physical symptoms or fears 

associated with personal or school problems” [Code of Federal Regulations, Title 34, 

Section 300.7(c)(4)]. 

• Hearing impairments are “an impairment in hearing, whether permanent or fluctuating, 

that adversely affects a child’s educational performance but that is not included under the 

definition of deafness” [Code of Federal Regulations, Title 34, Section 300.7(c)(5)]. 

• Mental Retardation characteristics are described as “significantly sub average general 

intellectual functioning, existing concurrently with deficits in adaptive behavior and 

manifested during the developmental period that adversely affects a child’s educational 

performance” [Code of Federal Regulations, Title 34, Section 300.7(c)(6)]. 

• Multiple disabilities are a combination of “concomitant impairments (such as mental 

retardation—blindness, mental retardation—orthopedic impairment, etc.), the 

combination of which causes such severe educational needs that they cannot be 

accommodated in special education programs solely for one of the impairments. The term 

does not include deaf-blindness” [Code of Federal Regulations, Title 34, Section 

300.7(c)(7)].  

• Orthopedic impairments include “severe orthopedic impairment that adversely affects a 

child’s educational performance. The term includes impairments caused by congenital 

anomaly (e.g., clubfoot, absence of some member, etc.), impairments caused by disease 

(e.g., poliomyelitis, bone tuberculosis, etc.), and impairments from other causes (e.g., 

cerebral palsy, amputations, and fractures or burns that cause contractures)” [Code of 

Federal Regulations, Title 34, Section 300.7(c)(8)]. 
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• Other health impairments can be classified by “limited strength, vitality or alertness, 

including a heightened sensitivity to environmental stimuli, that results in limited 

alertness with respect to the educational environment that is due to chronic or acute 

health problems such as asthma, attention deficit disorder or attention deficit 

hyperactivity disorder, diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, 

leukemia, nephritis, rheumatic fever, or sickle cell anemia, and adversely affects a child’s 

educational performance” [Code of Federal Regulations, Title 34, Section 300.7(c)(9)]. 

• A specific learning disability will contain “a disorder in one or more of the basic 

psychological processes involved in understanding or in using language, spoken or 

written, that may manifest itself in an imperfect ability to listen, think, speak, read, write, 

spell, or do mathematical calculations, including such conditions as perceptual 

disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental 

aphasia. The term does not include learning problems that are primarily the result of 

visual, hearing or more disabilities, of mental retardation, of emotional disturbance, or of 

environmental, cultural, or economic disadvantage” [Code of Federal Regulations, Title 

34, Section 300.7(c)(10)]. 

• Speech or language impairments are classified as “a communication disorder, such as 

stuttering, impaired articulation, language impairment, or a voice impairment, that 

adversely affects a child’s educational performance” [Code of Federal Regulations, Title 

34, Section 300.7(c)(11)]. 

• Traumatic brain injury is “an acquired injury to the brain caused by an external physical 

force, resulting in total or partial functional disability or psychosocial impairment, or 

both, that adversely affects a child’s educational performance. The term applies to open 
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or closed head injuries resulting in impairments in one or more areas, such as cognition, 

language, memory, attention, reasoning, abstract thinking, judgment, problem solving, 

sensory, perceptual, and motor abilities, psychosocial behavior, psychosocial functions, 

information processing, and speech. The term does not apply to brain injuries that are 

congenital or degenerative or to brain injuries induced by birth trauma” [Code of Federal 

Regulations, Title 34, Section 300.7(c)(12)]. 

• Visual impairment is defined as “impairment in vision that, even with correction, 

adversely affects a child’s educational performance. The term includes both partial sight 

and blindness” [Code of Federal Regulations, Title 34, Section 300.7(c)(13)]. 

As a leading organization for educators, Interstate New Teacher Assessment and Support 

Consortium ([INTASC], 2000), has provided educational standards for all beginning classroom 

teachers about the knowledge, skills, and dispositions needed to effectively teach students with 

special needs in general education classrooms. INTASC believes that “model core standards for 

licensing teachers represent those principles which should be present in all teaching, regardless 

of the preparation and professional development” (p. 2). INTASC created five competencies for 

all beginning teachers working with disabled students, regardless of subject taught. 

The INTASC task force standards for a common core of teaching knowledge and skills 

should be acquired by all new teachers, the standards were developed in response to five 

major propositions that guide the National Board’s standard-setting and assessment work: 

(1) Teachers are committed to students and their learning; (2) Teachers know the subjects 

they teach and how to teach those subjects to diverse learners; (3) Teachers are 

responsible for managing and monitoring student learning; (4) Teachers think 

systematically about their practice and learn from experience; and (5) Teachers are 
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members of learning communities. The teacher knows about areas of exceptionality in 

learning, including learning disabilities, visual and perceptual difficulties, and special 

physical or mental challenges. (p. 2) 

The National Council for Accreditation of Teacher Education (NCATE) provides 

standards for all teacher certification programs (NCATE, 2002). NCATE-accredited universities 

experience programmatic reviews every five years. The standard (NCATE) for teaching students 

with special needs states: 

The unit designs, implements, and evaluates curriculum and experiences for candidates to 

acquire and apply the knowledge, skills, and dispositions necessary to help all students 

learn. These experiences include working with diverse higher education and school 

faculty, diverse candidates, and diverse students in P-12 schools. (p. 2) 

NCATE standards emphasize the word all in every standard, indicating that each standard 

requires the teacher certification program to meet the needs of the general education students and 

special education students in every classroom. 

The American Association for Agricultural Education (AAAE) National Standards for 

Teacher Education in Agriculture states that all agricultural education programs should provide 

for teacher candidates to acquire and develop the pedagogical and professional understandings 

and skills needed to work with all students (AAAE, 2001). A pedagogical and professional 

understanding of teaching and serving students with exceptionalities is included in these 

standards. Given the prevalence of standards throughout the education profession, what do 

current student teachers in the AAAE southern region know about the Individuals with 

Disabilities Education Act, disabling conditions, and special education laws? 
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Purpose 

The purpose of this study was to evaluate agricultural education student teachers’ 

knowledge of the Individuals with Disabilities Education Act, disabling conditions, and special 

education laws. The objectives of this study were to: 

1. Describe pre-service agricultural education teachers in the AAAE southern region during 

the 2005 spring semester. 

2. Describe agricultural education student teachers’ knowledge of disabling conditions and 

special education laws for meeting the needs of special education students in agricultural 

education classrooms and laboratories. 

Methods 

Selected methods used in reporting the results in this paper were part of a larger project 

entitled, “Agricultural education student teachers’ confidence and knowledge: Teaching special 

needs students.” Similarities in research design and demographics reported in this paper exist in 

another publication (Author, 2005), but are described fully in the following. 

The population (N = 335) for this descriptive census study was student teachers in the 

southern region of the American Association of Agricultural Education. Student teachers were 

participating in their teaching experiences for teacher certification during the 2005 spring 

semester during this study. The AAAE southern region includes 13 states and 40 academic 

institutions offering teacher certification in agricultural education. Eleven states were represented 

in this study: Arkansas, Florida, Georgia, Kentucky, Mississippi, North Carolina, Oklahoma, 

South Carolina, Tennessee, Texas, and Virginia. 

Of the 40 agricultural education programs in the AAAE southern region, 32 had one or 

more student teachers enrolled during the 2005 spring semester. Twenty-six universities chose to 
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participate in this study. Each student teacher coordinator was contacted by telephone to explain 

the project. Student teacher coordinators provided student teachers’ e-mail addresses for the 

study. Three agricultural education program directors stated they were not allowed to release 

students’ e-mail addresses, but agreed to send the survey e-mail notice so their student teachers 

could access the online instrument. Valid student teachers’ e-mail addresses for 70% (n = 235) of 

the population of interest were received, however all (N = 335) student teachers were contacted 

in this study (three agricultural education program directors forwarded the survey notice from 

their own e-mail accounts). 

The knowledge portion of the research instrument sought to determine respondents’ 

understanding of teaching special needs students in agricultural education classrooms and 

laboratories. Knowledge questions (multiple choice, four responses; and/or Likert-type, 

True/False) referred to the following recognized disabilities from the Individuals with 

Disabilities Act: learning disabled; mildly mentally handicapped; attention deficit disorder; deaf- 

or hearing-impaired; blind- or visually-impaired; emotional/behavior disorder; and physically 

impaired. Additional questions focused on participants’ knowledge about special education law, 

providing the least restrictive environment, participating in Individual Education Program (IEP) 

development, and providing an appropriate and challenging curriculum for all students.  

The knowledge portion was adapted from a test bank accompanying Exceptional lives: 

Special education in today’s schools (Turnbull, Turnbull, Shank, & Smith, 2004). An expert 

panel of 12 special education teachers selected appropriate questions for the IDEA recognized 

disabilities and special education laws. The knowledge portion contained 33 questions; three 

questions for each disabling condition and/or special education law. The Kuder-Richardson 

Formula 20 (Ary, Jacobs, & Razavieh, 1996) was calculated for the knowledge portion, resulting 
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in an overall reliability of .62. Overall knowledge scores for each special needs condition and/or 

law were interpreted using total mean values as: Unknowledgeable = 0.00-1.50; Marginally 

Knowledgeable = 1.51-2.50; Very Knowledgeable = 2.51-3.00. 

Survey instrumentation and online design were created with Hypertext Markup 

Language. Data were collected in a secured Microsoft Access database and later transferred to 

SPSS for data analysis. The online method was chosen for questionnaire delivery based on its 

ability to achieve fast response rates at minimal expense (Ladner, Wingenbach, & Raven, 2002), 

and for its suitability with college-level students (Kypri, Gallagher, & Cashell-Smith, 2004). To 

encourage favorable response rates, respondents were offered a lottery incentive ($100 gift 

certificate from Amazon.com). Student teachers who completed the survey and who consented 

(voluntarily provided valid e-mail addresses in the survey) to the incentive were entered into the 

lottery drawing. Dillman (2000) questioned the value of an economic exchange incentive “in 

which money serves as a precise measure of the worth of one’s actions” (p. 14), however Singer 

(2000) and Porter and Whitcomb (2003) found lottery-type incentives increased response rates. 

Data were collected during the 2005 spring semester. The online survey was activated 

February 1, 2005; weekly e-mail reminders were sent to non-respondents for six weeks. After six 

attempts, instruments were mailed to each university for non-responders to complete during their 

end-of-semester meetings. The total response rate was 83.28%. Five instruments were deemed 

unusable, reducing the total response rate to 81.79%. 

Data were analyzed using the Statistical Package for the Social Sciences (SPSS) Version 

12. Descriptive statistics were used to report the results. 

2007 HICE Proceedings 
Page 2948



10 

Results 

Valid responses (N = 274) were received from student teachers at 26 universities, with 

the majority (90.1%) responding from Texas (n = 138), Oklahoma (n = 29), Kentucky (n = 28), 

Georgia (n = 22), North Carolina (n = 20), and Florida (n = 10) (Table 1). Respondents were 

described as female (53%), Caucasian (93%), and slightly more than 23 years old. Most student 

teachers had or were receiving their Bachelors degree (n = 247); 14 students had their Masters 

degree. The majority (n = 159) had taken courses in special education issues. Over one-half 

(55.8%) had spent time with a special needs person outside an academic setting. Twenty-six 

(9.5%) student teachers had an Individual Education Program while enrolled in high school. 

Overall, 74.5% of the student teachers felt prepared to teach special needs students in agricultural 

education classrooms and laboratories. 

Table 1 

Demographics of Respondents (N = 274) 

Variable Category fa % 

States Texas 138 50.4

 Oklahoma 29 10.6

 Kentucky 28 10.2

 Georgia 22 8.0

 North Carolina 20 7.3

 Florida 10 3.6

 Tennessee 8 2.9

 Virginia 8 2.9

 Arkansas 7 2.6
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 South Carolina 2 .7

 Mississippi 2 .7

Gender Female 144 52.6

 Male 128 46.7

Race Caucasian 256 93.4

 Hispanic 12 4.4

 African American 2 .7

 Multi-racial 1 .4

Education BS 217 79.2

 BS + 10 hours 30 10.9

 MS 14 5.1

 MS + 10 hours 3 1.1

If a special needs course was taken in college, was it: Required 154 56.2

 None taken 93 33.9

 An elective 5 1.8

Have you spent time with a special needs’ person outside 

an academic setting? 

Yes 153 55.8

 No 113 41.2

Did you have an IEP in secondary education? No 231 84.3

 Yes 26 9.5

Do you feel prepared to teach special needs students? Yes 204 74.5

 No 61 22.3

Note. aFrequenices may not equal 274 because of missing data. 
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Student teachers were given a knowledge test containing 33 questions (three questions for 

each disabling condition and/or each special education criteria). Overall, student teachers 

answered slightly more than one-half (M = 18.64, SD = 3.95) of all questions correctly, for a 

total correct response rate of 56.49% (Table 2). Given a standard grading rubric of 60% or better 

to pass an exam, student teachers would have had to correctly answer 20 of the 33 knowledge 

questions. Less than one-half (43.1%) of all respondents correctly answered 20 or more 

questions in the knowledge portion of this study. An additional 36.9% (n = 101) of the 

respondents scored less than 50% correct. 

Analyses of student teachers’ knowledge scores by specific criterion for special education 

disability or law revealed the respondent group was very knowledgeable about IEP development 

(M = 2.53, SD = .73). They were marginally knowledgeable (M = 1.51-2.50) about five criterion 

(providing least restrictive environment; providing appropriate and challenging curriculum for 

all; understanding special education laws; deaf- or hearing-impaired; and emotional/behavior 

disorder). However, they were unknowledgeable (M = 0.00-1.50) in five other areas (blind- or 

visually-impaired; learning disabled, attention deficit disorder, physically impaired, and mildly 

mentally handicapped) (Table 2). 
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Table 2 

Descriptive Statistics for Knowledge of Special Education Disabilities and Special Education 

Law (N = 274) 

Criteria Ma SD fb 

% of 

Total 

Individual education program development 2.53 .73 179 65.3 

Providing least restrictive environment 2.42 .74 153 55.8 

Providing appropriate and challenging curriculum for all 2.32 .84 145 52.9 

Understanding special education laws 1.97 .80 73 26.6 

Deaf- or hearing-impaired 1.61 .79 31 11.3 

Emotional/behavior disorder 1.58 .83 36 13.1 

Blind- or visually-impaired 1.45 .88 28 10.2 

Learning disabled 1.29 .83 21 7.7 

Attention deficit disorder 1.24 .80 14 5.1 

Physically impaired 1.20 .76 9 3.3 

Mildly mentally handicapped 1.03 .75 9 3.3 

Total Knowledgec 18.64 3.95   

Note. aSummed criterion scores could range from 0-3; interpretations were based on the ranges: 

very knowledgeable = 2.51-3.00; marginally knowledgeable = 1.51-2.50; unknowledgeable = 

0.00-1.50. bFrequencies of those who scored 100% correct for the criterion. cTotal knowledge 

scores ranged from 5-29 correct for 33 questions. 
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Conclusions/Recommendations/Implications 

The laws and amendments discussed in this paper provide the basis for a much needed, 

and required by law, addition to agricultural teacher education programs. The results show ample 

evidence that future agricultural science teachers have “limited” or no knowledge of the 

disabling conditions impacting special needs students. If the educator is unprepared to teach the 

special needs student, then the next course of action by a parent or guardian may be to remedy 

these inequities through legal methods. Judicial proceedings cost school districts and state 

educational agencies both in money and time. 

Today’s emphasis on inclusion signifies the importance for agricultural educators to be 

aware of special education issues. Furthermore, teachers must recognize the expectations placed 

on them in order to accommodate special needs students. Information about special education 

law and strategies to meet the needs of special education students should be included in all 

teacher certification curricula. For teachers who are unaware of special education laws and/or 

issues that may impact their local programs, specific requests should be made for in-service 

workshops, materials, or networking possibilities with teacher education programs and/or those 

who are experienced in teaching special needs students. A “good faith” effort is akin to the ounce 

of prevention; neither pound of cure, nor “ignorance of the law” is a justifiable defense. 

The average mean score for the knowledge assessment was 57%. The knowledge exam 

was graded as a regular classroom exam would be graded with equal weights for each question. 

A mean score of 57% would be a failing average. Only 45 student teachers (16.4%) would have 

earned a “C” or better, while only four students would have achieved a “B” grade; no student 

teachers would have earned an “A” on the knowledge portion. Granted, this topic is highly 

2007 HICE Proceedings 
Page 2953



15 

specialized and does not impact all agricultural teachers equally, however that does prohibit 

future agriculture teachers from learning more about special education issues. 

Additional study into the specific special needs courses that 159 respondents indicated 

taking as part of their teacher education curricula may shed light on the necessity of truly 

understanding this important topic. The results indicated that topics in IEP development, 

providing a least restrictive environment, appropriate and challenging curriculum for all, or 

understanding special education laws were the basis of respondents’ knowledge. It is not 

apparent that, although 75% of the student teachers felt prepared to teach special needs students, 

they had any idea about the disabling conditions facing special needs students. Did their special 

needs courses provide in-depth understanding of the disabling conditions facing some students? 

If so, how much attention was devoted to the study of those conditions? 

Data showed that student teachers had marginal knowledge about special education laws. 

Elbert and Baggett (2003) suggested that agricultural education teachers in Pennsylvania needed 

more knowledge of special education law, such as providing the least restrictive environment and 

in designing individual education programs. It is important though to remember that Ebert and 

Baggett surveyed veteran teachers, while this study focused on student teachers. Other studies 

involving veteran teachers have shown similar results (Schumm & Vaughn, 1995). Student 

teachers have not experienced extended time in teaching special needs students. Cotton (2000) 

found that veteran vocational teachers wanted additional training regarding least restrictive 

environment and providing an appropriate curriculum for all students in their classrooms. The 

findings in this paper concur with Cotton’s. 

A knowledge assessment for special education issues is needed in all areas of education, 

regardless of teacher certification title. Questions for this study were generated from a test bank 
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accompanying Exceptional lives: Special education in today’s schools by Turnbull, Turnbull, 

Shank, and Smith (2004). Reliability of .62 for the knowledge portion can be improved in future 

studies. Future instrumentation should be created through factor analysis to identify appropriate 

questions for creating a truly reliable instrument to assess teachers’ knowledge of disabling 

conditions and special education laws.  

Based on the findings, the authors recommend replicating this study with populations 

outside the AAAE southern region. Additionally, an instructional unit about disabling conditions 

and special education laws for use in agricultural teacher preparation courses should be created. 

Pre- and post-test analyses could determine changes in knowledge after teachers complete the 

instructional unit. It is recommended that continued testing occur for student teachers’ 

knowledge of special education issues to determine if understanding of disabling conditions and 

special education laws increases with time. Teacher educators must update their knowledge 

bases of special needs students so they can provide in-service training for current teachers at 

state agricultural education teacher conferences. Finally, leadership within the AAAE is needed 

to design an educational law workshop on special education, including liabilities in areas of 

negligence, which may affect all agricultural educators, classrooms, and laboratory activities. 

Such a workshop could offered at regional and/or national conferences, or in conjunction with 

the National FFA Convention. 
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Abstract 

This qualitative study sought to explore the issues that faced secondary teachers in a rural 

central Georgia public high school when attempting to implement a multicultural education 

program.  The major issues found affecting implementation were lack of support from school 

administrators, no in-service training available for teachers, parental and student 

misapprehension, and a lack of an officially defined policy on implementation and support of a 

multicultural education program. 

Problem 

 Several years ago, I began my career as a social studies educator in a public junior high 

school.  During my tenure, I had numerous students from diverse cultures in my classes that 

spoke varying levels of English.  A small number of my diverse students had excellent spoken 

and written English skills, but were from cultures far removed from any that I had ever 

experienced.  Although I possessed a Masters degree in Secondary Education, I found I was not 

nearly prepared enough to teach students of these various diverse cultures.  Many of my 

colleagues were facing similar issues, as we shared the same students on our team.  I attempted 

to educate myself on how to reach my students.  I attended and ESL (English as a Second 

Language) class that taught educators how to work with the diverse students in their classrooms.  

I also sought help from our ESL teachers in our school.  Our building principal called in an ESL 

specialist from Brown University to evaluate and coach teachers on our team in multicultural 

education issues.  As time went on, I felt more and more that these abbreviated measures were 

not enough to help me effectively reach my students.  I believed that a stronger multicultural 

education program was what was needed in order to properly educate our diverse student 

population. I began to wonder if other educators in other schools were having the same issues 
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that I was.  I wondered how their multicultural education programs were implemented and more 

specifically, what could I learn from their experiences that could help me and others like myself.  

For this study, I sought to answer the following question:  What issues currently face secondary 

teachers when attempting to implement a multicultural education program in public schools?    

Literature Review 

 As the culturally diverse student population continues to grow in the United States, the 

need for implementation of multicultural educational programs in our public schools will also 

continue to increase. Recent census figures confirm the growing diversity in America.  

According to an Education Week article published on March 21, 2001, the 2000 Census figures 

showed, “the number of Americans of Hispanic origin jumped by 58 percent over the past 

decade, to 12.5 percent of the total population.”  Consequently, this made the Hispanics and 

African-Americans now practically equivalent in number.  Additionally, during that same 

decade, Asian Americans have virtually doubled their presence, to 4.2 percent of the entire 

populace.  

Multicultural education is a subject that has made quite a stir in the educational arena in 

the past several decades.  “Multicultural education, by definition, originated during the 1960s as 

a response to the timeworn policy of assimilating the newcomers to this country into the melting 

pot of American society and culture” (Key, 1997, p. 2).  The past forty years have brought a 

transformation, a refocusing and reconceptualizing of what was originally known as 

multicultural education (Huerta, 1999, p.150).  The experts reveal that there exist copious 

meanings attached to multicultural education. As stated by Paul Gorski (2000),  
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It is rare that any two classroom teachers or education scholars will have the same 
definition for multicultural education.  As with any dialogue on education, individuals 
tend to mold concepts to fit their particular focus.  Some discuss multicultural education 
as a shift in curriculum, perhaps as simple as adding new and diverse materials and 
perspectives to be more inclusive of traditionally underrepresented groups.  Others talk 
about classroom climate issues or teaching styles that serve certain groups while 
presenting barriers for others.  Still others focus on institutional and systemic issues such 
as tracking, standardized testing, or funding discrepancies.  

 
Although Gorski (2000) acknowledges the plethora of definitions, he continues on to explain 

what he believes to be a working definition for multicultural education: 

Multicultural education is a progressive approach for transforming education that 
holistically critiques and addresses current shortcomings, failings, and discriminatory 
practices in education.  It is grounded in ideals of social justice, education equity, and 
dedication to facilitating educational experiences in which all students reach their full 
potential as learners and as socially aware and active beings, locally, nationally, and 
globally.  Multicultural education acknowledges that schools are essential to laying the 
foundation for the transformation of society and the elimination of oppression and 
injustice.  
 

   A more direct description of multicultural education can be found in James A. Banks’ 

book, Multicultural Education Issues and Perspectives (2001), “Multicultural education is at 

least three things: an idea or concept, an educational reform movement, and a process” (p. 3).   

He believes that as an idea, it seeks to generate educational opportunities for all students of all 

races, irrespective of their socioeconomic class.  It changes the whole school environment so as 

to create equal educational opportunities for every student in order to mirror the various cultures 

and factions within the country’s classrooms. “Multicultural education must be viewed as an 

ongoing process, and not as something that “we do” and thereby solve the problems that are the 

targets of multicultural educational reform” (Banks, 2001, p.4).  

Achievements in multicultural education reforms may be in danger of losing teacher and 

administrator attention.  Recent studies reveal that multicultural education may be taking a back 

seat to state mandated issues.  Many states are adopting new state-mandated curriculum 

2007 HICE Proceedings 
Page 2964



                                                                                               Implementation Issues 6  

standards that “put pressure on school districts to standardize and emphasize content at the 

expense of any other concerns” (Bohn & Sleeter, 2000).  In other words, multicultural education 

is in jeopardy of being put on the back burner while educators are required to concentrate on 

other more important issues such as national and state standards and testing.   

State standards that support multiculturalism has been found to regulate and control how 

multicultural education is classified and focused upon. According to Bohn and Sleeter, 

depending on how precise and comprehensive “a set of standards is, the less room it affords 

teacher or teacher educators to bring their own thinking or children’s own experiences to the 

tasks of teaching and learning” (Bohn & Sleeter, 2000).  This type of constriction does not allow 

for numerous opportunities of free flowing discussion or input from either the teacher or the 

students, therefore stifling the teachable moments that frequently arise in the classroom.  

Curriculum guidelines must be just that:  guidelines that are adaptable.  Diaz (1992) states, 

“Many teachers will feel highly constrained by the existing curricular guidelines in their subjects.  

These guidelines may be viewed as limiting that could or should be taught in a subject rather 

than as minimum for course content” (p. 197).   

Attempting to reflect diversity within the curriculum can bring on community or parental 

opposition.  This issue can be “particularly true if it results in students learning material that was 

not part of their parents’ academic experience” (Diaz, 1992, p. 199).  Some parents see no need 

for their child to be taught this information about the numerous cultures existing in the world 

today.  Oftentimes, community members or parents who deem themselves to be successful and 

have no knowledge or comprehension of the cultural diversity material being taught, see no 

reason to include this material in the child’s educational experience.   
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Educators can be and many times are the largest body of dissenters for a multicultural 

education focus within the curriculum.  They may view it “as an added burden to be shouldered.  

Lack of familiarity with new content and cultural perspectives can promote feelings of 

obsolescence…. they think this activity may label them as reformers” (Diaz, 1992, p. 200).  Diaz 

additionally postulates that a “few educators take the position that they teach “subjects” and not 

“students.” They contend that academic content doesn’t change depending on the background of 

the class. These educators are confusing product with process” (Diaz, 1992, p. 200, 201). 

Untold numbers of students with diverse cultures, languages and viewpoints enter regular 

education teachers’ classrooms every year. Unfortunately, numerous teachers, whether they are 

veterans or fresh out of college, are uncertain as to how to teach to the diverse population of 

students currently enrolled in public schools. Many classroom teachers “left their teacher 

preparation program with little understanding of multicultural education typology” (Heurta, 

1999, p. 150).  These educators lack the training “to teach any of these non-English speaking 

children, but are expected by the state to proceed with the regular curriculum as if these students 

will advance along with their American peers” (Bailey, 2001, p. 12).   

Berlinger and Biddle’s study indicates that when educators are not adequately prepared to 

meet these special needs of the students, the school district expects the teachers to attend in-

service workshops or college classes to assist them in getting prepared.  In this scenario, teachers 

state that they have two major issues: lack of extra money for the classes and lack of extra time 

to implement the new innovations and ethnic content that they learn in these classes (as cited in 

Bailey, 2001). 
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Teaching about ethnic content can oftentimes be an issue of key concern for some 

teachers, especially if they have not been properly prepared for multicultural education.  James 

A. Banks (1997) states: 

Many teachers, especially mainstream American teachers, may fear teaching ethnic 
content, particularly if their classes include students of color.  This problem might be 
compounded if minority students in their classes express or show negative attitudes 
towards learning about their cultural heritages, which sometimes happens. Teachers 
might also be intimidated by those who argue that White teachers cannot and should not 
teach about African Americans, American Indians, and Mexican Americans that they can 
never know the experiences of people of color who are victims of institutional racism in 
America (p. 528, 532).   

 

Much of this fear Banks speaks of appears to stem from the inadequate teacher training in 

multicultural education.  “The need for teachers to be intellectually competent before they 

embark on teaching ethnic content cannot be overemphasized” (Banks, 1997, p. 533).  According 

to James A. Banks, teacher education programs for teachers in the 21st century necessitates 

inclusion of education for all teachers focusing on “ways that will help them receive the 

knowledge, skills, and attitudes needed to work effectively with students from diverse racial, 

ethnic and social class groups” (as cited in Ladson-Billings, 1995). Since the 21st century is 

already here, it very well could prove to be extraordinarily enlightening for teaching colleges, 

state boards of education and local school boards to listen to these prominent 

educators/researchers in the field of multicultural education.  

Methodology 

 I chose qualitative in-depth interviews in conjunction with a case study to guide my 

research.  I found that a combination of these two strategies would be the best route to study 

multicultural education issues.  According to Marshall and Rossman: 
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A study focusing on individual lived experiences typically relies on an in-depth 
 interview strategy…the primary strategy is to capture the deep meaning of 
 experience in their own words.  Studies focusing on society and culture, whether a  

group, a program, or an organization, typically espouse some form of case  
 study…and rests on both the researcher’s and participants’ worldviews.  (p. 61) 
 
Since my research focused on the study of individuals’ worldviews, lived experiences, and 

concentrates on cultural groups in conjunction with a program of multicultural education, I 

deemed this approach the most appropriate genre. 

 Methods 

 This qualitative study was conducted with the cooperation of five classroom teachers 

from a rural public high school in central Georgia.   Research was carried out utilizing a 

triangulation of data: in-depth interview questions, teacher surveys and a compilation of artifacts 

(teacher lesson plans and curriculum).  Interview and survey questions originated from 

Spradley’s (1979) descriptive question matrix and described object, act, actor, feeling, and event.       

 The assistant principal of the high school in middle Georgia was notified of the rationale 

and type of study I was carrying out. Subsequently, I attained permission from the assistant 

principal to do my research study at his school.  This high school is situated in a rural setting 

with a population of approximately 1500 students.  Of those 1500 students, approximately 95% 

are African American, two percent are Caucasian, two percent are Hispanic and one percent is 

Asian.   Interviews of five classroom teachers were recorded in a quiet classroom and transcribed 

at a later date (Appendix A). The five teachers that were interviewed signed consent forms prior 

to the interview.  Additionally, twenty surveys (Appendix B) were distributed to classroom 

teachers that were not interviewed and they also signed consent forms prior to filling out the 

surveys.   
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Teachers that were interviewed provided artifacts such as lesson plans and curriculum for 

their particular subject.  Review of the artifacts presented by teachers allowed for “an 

unobtrusive method, rich in portraying the values and beliefs of participants…” (Marshall and 

Rossman, 1999, p. 116).  Artifacts confirmed numerous ideologies present in the completed 

surveys and taped interviews. 

Findings 

 In reviewing the results of the in-depth interviews and surveys, the two methods of data 

collection were found to possess a small number of common domains.  The domains of 

perspective/viewpoint, culture and integration/incorporation appeared quite often throughout the 

data.  Although the in-depth interviews allowed the teachers to expand on their theories, similar 

ideas were exemplified in a shorter format within the surveys.    

 Teachers, whether responding in the in-depth interviews or surveys, defined multicultural 

education, more often than not, within the domains of culture and perspective/viewpoint.  CG, 

one of the five teachers interviewed, said that he believed it to be an incorporation of a “variety 

of cultural perspectives that address the ethnicity of the student population.”   LO, a teacher that 

responded to the survey defined it as, “The teaching of students of different cultures and teaching 

about different cultures.”  Most importantly, the general consensus among the educators was that 

multicultural education dealt with the educating of all children of all cultures in the diverse 

perspectives that are held with the many distinct cultures existing in the world today. 
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 The issue of the institution of a multicultural education program was apparently not as 

developed as it could or should be according to teachers’ comments. AK one of the five teachers 

that was interviewed stated, 

Holistically, I do not believe a “stated” multicultural education program is established in 
our school.  Instead, certain curriculum requirements mandate that multiple perspectives 
become embraced (particularly in my field of Social Studies). We do, however, have 
cross-curricular programs in place, which do tend to facilitate projects embracing 
multicultural ideologies.  For example:  I worked on cross-cultural project with the Art 
Department and Home Economics Department. 

Out of the twenty teachers that were surveyed, half stated that they did not believe that their 

school had a well-planned and well-implemented multicultural program at their school (see 

Figure 1).   

 Implementation of the school’s “unofficially stated” multicultural education program 

ultimately fell to the individual classroom teachers.  Even though the curriculum (see Appendix 

C) called for educators to “help young people develop the ability to make informed and reasoned 

decisions for the public good as citizens of a society which is culturally diverse, democratic, and 

globally interdependent,” there was little implementation support from the administration at the 

school.   According to three of the five interviewed teachers, the administration at their school 

had very little classroom experience prior to coming into administration and therefore had very 

little compassion for the teachers attempting to implement the multicultural perspectives in their 

classrooms.  CG, one of the five teachers interviewed stated, “I see in this administration who 

supposedly is making this happen, don’t have children…lack of empathy, we get the perspective 

that’s so biased.”   AK, another one of the five teachers interviewed, stated, 

As an educator with a Master Degree background, I am professionally committed to 
implementing various perspectives within my own classroom practice. We do not receive 
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in-service workshops on this topic.  In our at-risk population, our powers that be tend to 
focus on seminars dealing with bringing up SAT scores.  We have a 40% dropout rate at 
our school.  Our administrators focus more on basic competency skills and skills that will 
directly transfer to the work force beyond high school…Multicultural perspectives are 
gently woven into the undercurrents to promote empowerment and globalism to kids who 
consistently score below communities with more extensive resources and parental 
support…This school focuses on survival skills. 

AK also recounted an incident where an administrator refused to allow her and the Home 

Economics teacher to hold a multicultural food festival this year. Although the food festival 

would have been a great experience for the students, the administrator was unhappy that the 

students were not buying lunch in the school cafeteria, thereby cutting into the free lunch 

program funds.  Evidently, if the students aren’t participating in the lunch program, the Federal 

Government notices it and funds will be cut to the school.   

 Teachers implementing their multicultural education program found the experience to be 

a positive one for the most part.  This was not to say that negative issues didn’t arise, because 

often times, they did and it was mainly due to a misapprehension on either the students’ or 

parents’ part.  KB, one of the five teachers interviewed, is a coach at the high school and he 

shared an experience that exemplifies some of the parental misunderstandings that arise 

occasionally with his sports programs.  KB started a program recently for the sport of cross-

country.  He said he wasn’t trying to change the culture, but introduce the students to other sports 

and in the process, get the students cross-country scholarships to college.  Parents of these 

students participating in this new sport of cross-country didn’t understand how or believe their 

children could actually get a scholarship for this sport. As far as they were concerned, basketball 

and football were where the scholarships were; because that’s the way it was when they were in 

high school.  Well, KB didn’t give up when faced with parental doubts.  This year, his female 
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cross-country team came in second in the region and thereby receiving a number of scholarships 

for his students along with the wins.   

 AK, another one of the five teachers interviewed, stated her experience with 

implementing multicultural perspectives into her Social Studies classes to be a “bittersweet 

experience.”  She infuses her lessons with a variety of perspectives and cultures for her students 

to experience.  One lesson (see Appendix D) she recounts in particular was pertaining to the 

pharaohs of Egypt and also how Cleopatra wore wigs.  AK explained to the students that the 

hairstyles many of the young African American females wear today were similar to Cleopatra’s 

styles of so long ago.  This peaked many of the students’ interest at this point.  They began to ask 

what these people looked like.  AK showed the students a variety of pictures and information 

from reliable sources (see Appendix E) that illustrated what the Egyptians looked like and how 

they wore their hair.  The next day, AK was called down to her department head’s office to 

explain this particular lesson.  Evidently, a parent of one of AK’s students called and was quite 

angry about this lesson.  The parent accused AK of being racist.   The student apparently 

misunderstood the lesson that was being taught and went home and told a different version of the 

lesson she had that day in class.  Rumors of AK’s purported racism abounded throughout the 

school in the following days and weeks.  AK states: 

This was a very painful accusation.  Why would I teach at school where only five percent 
of the population had my features? I feel that the children come to my classroom with 
their own cultural experiences (for better or worse).   Those experiences will impact how 
they view me as an instructor transmitting knowledge through their own unique cultural 
lens.  Fortunately, they are children, and still have time to deprogram the hate and hurt 
that contributes to some jaded perception.  Through my commitment and consistency, I 
hope to take them as far as they are willing to go. 
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Even though both teachers in these examples were able to clear up the misconceptions, it was not 

easy to get either the parents or the children to look at the deeper meaning that the teacher was 

attempting to deliver.  In the end, both educators felt that it was a positive learning experience 

for all concerned.  They referred to these experiences as “on the job training.” 

 Formal training in multicultural education for the five teachers interviewed was minimal. 

Three of the five teachers acknowledged some form of training in this realm. CO and AK 

admitted to having attended classes in college that actually addressed multicultural issues.  A 

third teacher, CG stated that he had taken two in-service training courses at the county level in 

the recent past.  The other two teachers interviewed stated that they had not taken any type of 

formal training courses in multicultural education. 

 Teachers, when asked to advise someone who is undertaking implementation of a 

multicultural education program in school, had many interesting theories as to how to go about 

doing so.  Open communication, whether teaching it to students or using it to facilitate the 

implementation of the multicultural program was deemed one of the most important pieces of 

advice teachers mentioned.  Communicating in an honest and frank manner was considered a 

vital component when attempting to incorporate a program where multiple perspectives and 

cultures are concerned. Additionally, teaching students how to communicate with people of 

different backgrounds was considered quite important for the students’ future success as they go 

out into the workplace.  KB, the coach that implemented cross-country at the high school, stated, 

Overall, this is important for the future…communication…they have to communicate…if 
a person doesn’t understand; they can’t communicate that wisdom with another culture.  
So to me, that starts with education - an educator.  The reason why people hate is because 
they don’t understand the other culture.  So they have to have communication skills of 
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some sort and if they don’t know how to work along side of other people, what’s going to 
happen?  They will be fired if they don’t understand.   

Another theory posed by many of the teachers participating in the written survey was to include 

numerous cultures in your content area.  For example: LO said, “Try to incorporate as many 

different cultures as possible content-wise.  Try to open the kids’ eyes to the fact that the world 

has more cultures in it than just ours in the U.S.”  KWB stated, “Education that should focus on 

the “total” not just a few cultures.  Learning about cultures, integrating many cultures together, 

not teaching one culture per week.”  Ultimately, TSK said, “I feel all groups inclusive of faculty 

and students should be represented as well as emphasis placed on knowledge of cultures not 

included in the population.”  

Conclusion 

 This study investigated the issues that public school teachers faced in a central Georgia 

high school when attempting to implement a multicultural education program.  Four major issues 

were identified by teachers participating in the study: lack implementation support from the 

school’s administration, no in-service training classes in multicultural education, parental and 

student miscomprehension, and a lack of an officially defined policy on a multicultural education 

program.   

 Teachers taking part in the study cited administration at the school as not being fully 

supportive of their efforts to implement a multicultural education program.  They spoke of the 

lack of empathy and compassion for the teachers attempting to bring a multicultural educational 

program into the classrooms.  Several of the teachers stated that administrators had very little 
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classroom experience prior to taking the position of administrator and therefore did not fully 

grasp implementation issues the teachers were facing. 

 The second major issue teachers reported was a lack of multicultural education in-service 

training at the school.  The courses that were offered at the school consisted of how to raise the 

SAT scores, teaching basic competency skills, and skills that will transfer to the everyday work 

world.  The majority of the teachers stated that they would like to have training on multicultural 

education, as they felt they could benefit from the training.   

 Parental and student misapprehension was the third major issue teachers reported facing.  

Parents did not understand why educators at the school were teaching their children these issues, 

ideologies and programs that multicultural education brought about.  The parents were 

uncomfortable with these different perspectives being taught; as this was something they had not 

heard of before and saw no reason why it should be taught to their children.  Often times, the 

students and the parents were misinterpreting the message the teachers were attempting to get 

across while infusing their lessons with multicultural education material.  Teachers stated that 

they spent many hours outside the classroom talking with parents in an attempt to justify the 

multicultural ideologies they were teaching in the classroom. 

 The lack of an officially defined policy pertaining to a multicultural education program 

was the fourth major issue teachers faced.  Teachers state that the curriculum calls for educators 

to assist the students in developing the ability to make knowledgeable and rational decisions that 

a citizen of a democratic and culturally diverse society would make. Nowhere does it state that a 

multicultural education program was to be implemented at the school.  Teachers felt that an 
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officially defined policy outlining a multicultural education program needed to be in place due to 

the diverse cultures attending the school and other county schools in the area. 

 This qualitative study was implemented at only one school and therefore, it is difficult to 

draw final conclusions from this abbreviated data alone.  However, the data that has been 

generated raised several questions for a future qualitative research study. How can administrators 

be motivated to take a more active part in bringing multicultural education implementation into 

schools?  How can students and their parents become more actively involved in this program?  

What types of in-service training need to be brought in for educators?  What language needs to 

be written into the curriculums to support a multicultural education plan?  How do we convince 

the powers that be to appropriate the money to support this program?   

Issues facing secondary teachers in multicultural education implementation are abundant, 

but not insurmountable if solved as a group effort.  Teachers interviewed for this study 

envisioned the implementation of a multicultural education program as a concerted effort on the 

part of all who are affected by it – teachers, administrators, parents and students.  In essence, it 

should be everyone’s responsibility to make a concentrated effort to take part in making it 

succeed.  The end results will benefit all of us, as we are educating a precious resource – our 

children. 
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Appendix A 

Questions for Teacher Interviews on Implementation Issues in Multicultural Education: 

1. How would you define multicultural education? 
KB:  “It’s a learning process.  So often educators get that confused.  Where they may want to 
talk about Africa or they might want to talk about a different culture and they’ll spend a week 
doing it, whereas, that’s not my view.  My view is to intertwine all the different cultures 
throughout the whole year.” 
CG:  “I would define multicultural education as education that incorporates a variety of 
cultural perspectives that address the ethnicity of the student population.  Basically, it would 
incorporate in addition to the Euro centric and Afro centric, Latin centric, Asia centric, all the 
‘centrics. Basically it would address history if you’re looking at an era it would address not 
just an era that concentrates on the Europeans but also the other civilizations and cultures and 
ethnicities that also experienced that era.” 
CO: “Making sure that students learn about other cultures in our society maybe within their 
city or even in their state so that they can alleviate fears and discriminations they have 
against certain cultures.  I mean even if they don’t have them in their schools.” 
HB:  “I would describe it as the study of history from a context of multiple viewpoints.  So 
many times in my experience growing up several years ago in education you looked only at 
history through a European viewpoint, however the text books we are using at our school 
integrate other cultures and viewpoints to include viewpoints of immigrants – African 
Americans, Native Americans, as well as looking at it from other gender viewpoints.” 
AK:  “Multicultural education is an emerging paradigm in mainstream education that is 
quickly inching its way into educational curriculum and practice.   It integrates components 
of dominant cultural ideologies with those of minority perspectives.  Multicultural education 
gives a voice to minority cultures, challenging perception of reality through a cultural lens.  
Multicultural education is a way of embracing the multi-faceted aspects of our diamond-like 
pluralistic society.  We see deeper shades and glints of red, blue, and yellow, purple not 
simply through white light.”    
2. How would you describe the multicultural education program in your school? 
KB:  “As I said, I think we’re more advanced at CHS because of the diversification and the 
demographics we have.  Like the surrounding schools in our area might be predominately 
Caucasian or one culture, but here it’s nice because in my classes, we have Hispanics.  We 
probably have three or four different cultures in each one of my classes.  So, I have the 
luxury of the whole year of doing different things, and we have that at CHS.  I would say, not 
to elude the question or anything like that, but the programs here at CHS, are above average 
compared to a lot of other schools even in our state.”   
CG:  “Basically, this school because it’s changed since I’ve been here, it’s changed in the last 
three years I’ve been here, it was predominantly it went from 90% African American to 
99.5% African American and it’s very, how can I say it – it’s not multicultural, it’s 
monocultural.  I mean the focus is on African American history outside of the curriculum.  
You do have your Euro centric textbooks but, any culture or cultural variety concentrates on 
Afro centric tangent and there’s very little even though we have a growing Latin Hispanic, 
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whatever the politically correct term is, population in Asians, there’s not much credibility 
paid to that.  Like in most schools you see, every sign has it in English and basically every 
ethnicity that is represented in that school.  Here, you see a couple of signs that would be in 
Spanish, but for the most part, it’s just a uni cultural approach.  This is basically a uni 
cultural school. You won’t see a variety of cultural programs.”  
CO:  “I find that either our books, etc. are very white, modernized based or they’re African 
American based.  And there’s nothing in between.  I mean even in the English text, I have 
not found unlike being from Canada, authors were East Indian, authors that were Chinese.  
Oh and we had one author that was Japanese this year.  I mean we do somewhat 
multiculturalism but not as far as we could have.” 
HB:  “Absolutely necessary to survive in this environment. I feel my selection here, as a 
teacher here is part of that philosophy at the county level.  They actively recruit people of 
different cultural backgrounds.  We have foreign teachers to include a teacher from Great 
Britain, a teacher from China and we have a teacher from Panama. They also look for people 
like myself, who are coming out of a military background where I have traveled extensively 
throughout Europe, Central America and the Middle East as being assets to the school-
learning environment.” 
AK:  “Holistically, I do not believe a “stated” multicultural education program is established 
in our school.  Instead, certain curriculum requirements mandate that multiple perspectives 
become embraced (particularly in my field of Social Studies).  We do, however, have cross-
curricular programs in place, which do tend to facilitate projects embracing multicultural 
ideologies.  For example:  I worked on cross-cultural projects with the Art Department and 
Home Economics Department.  The Home Economics teacher and I had a multicultural food 
day when I covered my Latin American unit in geography.  In my follow up with the kids, I 
asked them to write up a food critic article (as they did in Home Ec).  Many of my students 
(from inner-city backgrounds) have never attempted to prepare a dish from Latino culture.  
When asked if they would continue to experiment on their own in the future many excitedly 
said they most definitely would.” 
3. What are the roles of the various people that are responsible for implementing that 

program? 
KB:  “I for example get to bring in multicultural issues in my class.  For example, our 
students didn’t realize in Cuba, they made $8.00 a month – that’s what the income is there.  
So for them to associate those people in that different country in those different cultures, they 
don’t see themselves that way.” 
CG:  “There are a few teachers, mainly the social studies teachers that do their little field 
trips.  There are only certain people.  There’s a big click here - the click, if you’re not in that 
click, you don’t go on field trips, and you don’t do anything.  They just address it mainly you 
know in, our home economics, you know classes; they do have a variety of foods and things 
like that.  The Social Studies teacher usually has her kids bring in their favorite dish 
representative of whatever lesson they are studying and it fits into the culture.  Other than 
that, it’s the people that take it upon themselves.  When I was acknowledging the Latin 
American kids, nobody cared except the Latin American kids because it’s a predominantly 
black school.  The faculty is now 6% African American but the school being predominantly 
female gender based there’s another whole microcosm that is involved in not just African 
American culture.  I would say there is a microcosm or the subculture within the African 
American culture but there’s a female perspective that African American females have.  I, for 
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lack of better terms, tend to give it the name “Opera Complex.”  That’s what I call it!  Now 
Opera is one the highly recognized and acknowledged black female and the first black 
woman millionaire but you know most women want to aspire to be her.  She has no kids.  
That’s another thing I see in this administration that is supposedly making this happen don’t 
have children.  We’re talking administrators – 40 somethings – who have been a teacher for a 
while and it comes through in their teaching.  Lack of empathy, you know, we get the 
perspective that’s so biased.  It reminds me of the old 1950’s and 1960’s Baptist Church – 
this is Atlanta, metro Atlanta.  You have that Ebenezer you know Ebenezer based Auburn 
Street weekly Baptist Church that church culture you know that mainly supported by black 
females and you have your male preacher that sits back and looks over this and if you don’t 
go to the church you’re not a part of it and of course it also fits into the sorority like those 
ties.  When I made mention of the click it’s mainly the black female sorority mainly the AKA 
(Alpha Kappa Alpha) and the Deltas but because it’s a black female Greek sorority click, it 
doesn’t matter that they’re AKA or Deltas, they’re black sorority sisters.  They’re the click.”   
CO:  “For me it would be just myself. In the curriculum we have certain stipulations that you 
have to read this book or that book.  I usually notice when I get into certain books they may 
describe something that culture does on a day-to-day thing.  I explain for example, in East 
Indian cultures, they just set up their marriages. So I try and get into as many connections as I 
can make so that we are actually hitting other cultures and not just the ones we are reading in 
the stories.” 
HB:  “One of the things we have in this school, we have accountability folders and in the 
accountability folders, we have a listing of sort of a guidance that the district and the school 
wants us to implement. Of course the department head is responsible for insuring that the 
individual is meeting those expectations and one of those areas is multicultural education and 
we are supposed to highlight various programs and initiatives that we use in the classroom to 
implement a multicultural education.” 
AK:  “The various roles of people responsible for implementing our “unofficially stated” 
multicultural program fall on the individual educator.  As an educator with a Masters Degree 
background, I am professionally committed to implementing various perspectives within my 
own classroom practice.  We do not receive in-service workshops on this topic.  In our at-risk 
population, our powers that be tend to focus on seminars dealing with bringing up SAT 
scores.  We have a 40% dropout rate at our school.  Our administrators focus more on basic 
competency skills and skills that will directly transfer to the work force beyond high school.  
Not many of our kids go on to college, and those who do, the recidivism rate for remaining is 
low.  Multicultural perspectives are gently woven into the undercurrents to promote 
empowerment and globalism to kids who consistently score below communities with more 
extensive resources and parental support.  About 80% of our kids receive free lunch 
assistance.  This school focuses on survival skills.”  
4. Could you describe your experiences in implementing the multicultural education 

program in your school? 
KB:  “I’ll give you an example of extracurricular activity such as cross-country at our school 
versus cross country in a northern school in the county.  The children in our school, their 
parents talk about football and basketball -that’s all they know.  They don’t know anything 
about cross-country.  See?  So what I am doing is not changing the culture, but I’m 
introducing them to other sports.  Ok?  What they have to understand is that there are other 
scholarships out there other than football and basketball.  You see our parents didn’t even 
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know we had a cross-country team.  Five years ago, they didn’t have a cross-country team 
here.  I took the program over.  I’ll give you an example, our girls this year came in second in 
the region.  That’s possible because we are running against schools that should be beating us, 
but they are all into basketball and football in other regions.  They have a lot of money in the 
northern part of the country, whereas, down here, we don’t have as much money as they 
have; yet we beat them!” 
CG:  “I work with the special needs kids and I find that they need a role model.   
You need to have communication with these kids – interrelationships.  There’s no  
positive academic culture in this school it’s perpetrated throughout the media.   
I mean if you’re a black male, I’m just going to only deal with black males  
because we are the only population or component of society if you show or  
demonstrate intelligence, it’s looked at negatively.  If you’re intelligent then  
you’re perceived to be like Urkel.  The other one is Carlton on Fresh Prince a nerd – you  
don’t want to be him.  It’s all based on their intelligence.  That’s our culture.” 
CO:  “Well, pretty much my kids haven’t met anyone of certain cultures so it’s really 
important that I do it.  I mean most of the time they start saying “Oh I heard this” or “Is this 
true?” They actually ask a lot of questions so I think it actually helps them.  They seem so 
excited about it.” 
HB   “I think one of my assets is being able to look at multicultural education from the 
perspective of being a minority myself because I have lived in overseas locations.  For 
example, when I lived in Germany, my family lived in a little German village there was only 
five American families that lived in that entire village.  Very much you are put under a 
microscope – every action that you do – your ability to assimilate yourself into a totally 
different culture with a different foreign language.  I think I have experienced multicultural 
education by being in that.  To a lesser degree in the Middle East because we were sort of 
isolated but I certainly had very fond memories of multicultural experiences in central 
America as well as Europe.”   
AK:  “Implementing multicultural perspective into my Geography and World History classes 
has been a bittersweet experience.  Part of the bitter may be due to the fact that I am a 25 
year-old white female from a relatively upper middle class background.  Being sociology 
major in my undergraduate work has helped me to be receptive to meeting the student where 
they are and take them as far as they are willing to go.  Unfortunately, factors from their 
background experiences of victimization and racism put up a wall between many of my 
African American students and me.  In one particular experience, one student (due to their 
own failure to be open to receive my true intentions) called me a racist.  I worked on a 
multiple perspective lesson with my World History students on Ancient Egypt.  I wanted to 
validate the scholarship out there on the fact that Black pharaohs ruled over Egypt for about 
100 years fro the Southern Egyptian kingdom of Nubia.  I showed my students a movie 
narrated by Henry Louis Gates, Jr. entitled “Black Kingdoms of the Nile.”  Gate explores 
archeological evidence of Black pharaohs and their tombs.  My intent was to challenge 
traditional Euro centric views of History often projected through textbooks.  I wanted to 
share with my students, African American, White, Hispanic, and Asian that history is no 
made by a bunch of famous dead White guys.  I also shared with my students that Cleopatra, 
a descendant of a Greek Ptolemaic ruler from the post- Alexander line - wore wigs with 
hairstyles very similar to styles many of my students wear today.  I passed around articles 
suggesting some of the make-up, perfumes, hair-dyes, and wigs that many Egyptian women 
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wore hair-extensions woven into their natural hair, just as many of my students do.  I even 
pulled out a historical example from our history lesson suggesting that some Egyptian 
pharaohs would worship the sun to embrace the beauty of dark skin.  My students were 
inquisitive, asking, “So, what did they look like?”  I told them based on what archaeologists 
have shown from Art History (I pulled out my Art History books showing artifacts and tomb 
paintings) that due to cross-cultural diffusion (a term we learned in our first unit) Egypt was 
at the crossroads of ancient civilization.  People from Mediterranean cultures (Greeks like 
Alexander the Great, Romans like Julius Caesar, Middle Eastern cultures from the Arabian 
Peninsula, traders from India, African from India, Africans from sub-Saharan Africa, 
Israelites from across the Red Sea, Phoenicians) were all contemporary traders and visitors 
impacting the cultural geography of the region.  Egypt was a cosmopolitan center of major 
cultures and religions.  The next day, my department head called me into her office and asked 
me what my lesson consisted of.  She had a very graven demeanor.  I shared with her all of 
the things I just mentioned.  She said she had a call from an angry parent suggesting that I 
told her daughter that the pharaohs of Egypt were white and had soft white hair texture.  Of 
course this is nothing even remotely close to what I discussed with my kids.  In fact, my 
lecture was intended to challenge Euro centric status quo.    My department head told the 
parent that it had to be a misunderstanding and that I was quite educated, and was definitely 
not teaching from a racist perspective.  The very net day I shared with the class that I am 
excited that they would be intrigued enough to discus what we learned in class with their 
parents. I told them that I encourage that, but had no intention of projecting the lesson how it 
was so ill received. Most of my kids were defending my intent saying, “You’re not a racist! 
Your fiancé is a black man!  We knew what you meant!  Whoever said that needs to stay 
awake and pay attention!  We got you, you cool!”  Rumors continued among my students 
and students from other classes who weren’t even in my class to hear that particular 
discussion.  My colleagues would come up and joke with me, “So, I hear you’re a racist!”  
Knowing me and my views they reassured me that they are just kids with room for growth 
and maturity.  It was a very painful accusation. Why would I teach at an inner-city school 
where only five percent of the population had my features if I were in fact a racist?  Again, 
reflecting back on this experience, I feel that the children come to my classroom with their 
own cultural experiences (for better or worse).  Those experiences will impact how they view 
me as an instructor transmitting knowledge through their own unique cultural lens.  
Fortunately, they are children, and still have time to deprogram the hate and hurt that 
contributes to some jaded perception.  Through my commitment and consistency, I hope to 
take them as far as they are willing to go.”   
5. What type of multicultural education courses or in-service training courses have you 

taken? 
KB:  “Personally, I haven’t had any.  But they are available for staff development.  I haven’t 
taken any, because I coach four different sports.  I want to take some next summer – I really 
do.” 
CG:  “Let’s see… Cultural Understanding and Increased Student Achievement (diversity  
class taught by a Jewish woman).” 
CO:  “Um well where I am from, the University of Alberta, we do have to take a 
multicultural education course.  Canada has so many different religions, different cultures. I 
remember half of that semester was all on multicultural education and how to implement 
teaching methods.” 
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HB:  “Per se I have never taken a specifically designed multicultural education course; 
however, I have attended courses that certainly promote that type of learning.  Once I had the 
opportunity to go to “History Alive” which is a kind of hands on program that one of the 
goals is to get students to infuse themselves into the situation and infuse themselves into 
historical events as they occur.  When you start doing that type of thing, you certainly can 
take the aspects of multicultural education.” 
AK:  “During my Masters work, I had courses that discussed multicultural education 
implementation.  The courses that I took were: Reading in the Content Area, Research 
Methods, Education Psychology, Educational Philosophy, Teaching Strategies, and 
Discipline in Secondary Schools.” 
6. What would you tell someone that is undertaking a multicultural education program 

in his or her school? 
KB:  “The first thing that comes to mind is that don’t think you are going to cover this in one 
class period or one week and move on to the next thing.  Do not do that.  Do not plan on that.  
I am lucky because I have years and years of life experiences so with students coming out of 
my class that are going to college to be teachers.  So that tells you something about kids 
nowadays. That’s why I coach.  My definition of coaching is inspiring confidence. That’s 
key - nothing else.  Once you do that, you’ll get your ultimate goal, whatever that is if you 
want to win.  I take pride in a lot of wins and a lot of trophies; I get that because I don’t talk 
about winning.  I talk about them doing their best.  They get that way through practice.  They 
enjoy practice.  Overall, this is important for the future.  This important in Georgia for the 
future if we’re going to make any strides.  You know, communication – you have to have 
that just like in a family or in a marriage.  They have to communicate.  If a person doesn’t 
understand, they can’t communicate that wisdom with another culture.  So to me, that starts 
with education - an educator.  The reason why people hate is because they don’t understand 
the other culture.  At our school, 20 % of our kids go to college.  What do the other 80% do?  
They go to the workforce.  What I am saying is that they have to know how to work with 
people.  They are going to have to have people skills soon – say next year!  So they have to 
have communication skills of some sort and if they don’t know how to work along side of 
other people, what’s going to happen?  They’ll be fired because they don’t understand.  
Overall, it still gets down to attitude and how you look at what you want to accomplish.  I tell 
our kids, if you lose and you learn something from it, it’s a winning experience.  So when 
you lose, you want to come out of it learning something and if you learn something from that 
experience, then you’ve won!  You may not have won today, but you’re going to win.” 
CG:  “I would basically first I would establish a coalition.  It doesn’t have to be fifty strong, 
it could be a core of two, three or five – a core – three or more people who are motivated.  
Because you are going to need that support and that’s all it would take. You have to establish 
a coalition for the support.  And then I would go straight to the kids and then the parents.  
Basically, I would um cater to the specific ethnicities and bring them on board.  Because 
when you recognize people in a positive light, then you get their support and it becomes a 
positive.  Don’t treat White better.  Don’t treat Black better. Because this is a black school, I 
find there’s a lot of racism here.  I find myself nurturing more white students because there 
are so few of them here.  I tend to go the other way because I see so much reverse racism 
purposely perpetrated black on white because they are the minority.” 
HB:  “Try to utilize the opportunities to reach out to students.  I have had a number of Asian 
students in another school I have taught at.  I have found that often times if you can reach out 
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to certain students who you thought were just quiet and maybe weren’t understanding but 
they have an opportunity to really present information that the other students act very 
favorably to that new infusion of information and it really opens up doors for that student and 
makes that student feel good about him or herself and it’s just a real good technique. To be 
one-dimensional as a teacher is something I would advise against for any person in the 
teaching profession.” 
AK:  “I would advise someone undertaking a multicultural education program to evaluate 
their own educational pedagogy.  Before you can attempt to work with diverse populations 
you must examine your own commitment to teach to “all” children, not just to the middle 
ground.  Be cognizant of the cultural background of your students.  Be sensitive to their 
experiences and perspectives.  Find ways to build transfer to the curriculum by integrating 
their experiences and validating where they come from.  Walk in their shoes a bit to 
understand where their biases lie.  Help work with them to obtain a deeper more profound 
comprehension of the world beyond the classroom.  Help them to break beyond the 
egocentric natures of children to embrace diversity and the globalization of our changing 
world.  These properties will directly translate into cultural capital when evolving as an adult 
interacting with others in the real world.” 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 2983



                                                                                               Implementation Issues 25  

Appendix B 

I understand that I am freely participating in this survey and my name will not be used in the 
reporting of the results of this survey. 
 
_______ 
Participants Initials 
 
 
Teacher Survey on Multicultural Education       
 
      

1. Please write in the space below how you would define multicultural education. 
CO said: “The teaching of different cultures as to alleviate fears and discrimination.” 
DMH said: “Multicultural education would be to identify, educate and train groups in the 
diversity of the environment.  Train or educate others in the beliefs of certain cultures/people, 
to identify and understand certain socially transmitted behavior patterns.  For, knowledge is 
understanding.” 
PC said: “Reminding everyone how different we are and I believe this is many times carried 
to extremes.” 
TSK said: “Multicultural education should be defined as exposure to the world yesterday, 
today, and tomorrow.” 
AK said:  “The practice of infusing the generalized curriculum with material that explores 
various cultural heritages.” 
ADB said: “Addressing issues and problems from multiple points of views.  Exchanging 
information from different cultural, religious, and ethnic points of view.” 
SJ said:  “A methodology that allows for and recognizes the ethnic differences among 
‘peoples.’ The pedagogical inference maximizes the effectiveness of an individuals’ 
learning.” 
AF said: “I always illustrate in my subject, World History, cultural diffusion to show how 
everyone has and will affect the world.” 
KWB said:  “Education that appeals to a wide range of backgrounds.” 
JWH said:  “A multicultural relates to or reflects upon the diversity of world cultures.” 
SLH said:  “An educational curriculum that presents viewpoints from a diverse range of 
cultures worldwide, including history, language, ad the arts.” 
FG said:  “When a teacher implements a multicultural lesson to all students.  So they can 
learn about other and all cultures.” 
LO said:  “It’s the teaching of students of different cultures and teaching about different 
cultures.” 
CG said:  “Education that includes more than one perspective of social, economic, political, 
spiritual or religious issues that are current topics of discussion, news blurbs, etc.” 
RL said: “The introduction and teaching about some of the cultures in the world and our 
views with the aim of cultural acceptance of different life styles and beliefs.” 
CRS said: “Incorporating various cultures and their mores, beliefs from around the world and 
exposing “American” students to these beliefs and other culture persons to American 
beliefs.” 
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AF said:  “Multicultural education is the ability to tap into various methods of teaching each 
student as group as well as individually to acknowledge, bring awareness, and some form of 
tolerance and/or understanding of a human beings differences from different cultures and 
backgrounds.” 
CD said:  “Multicultural education takes into account the culture background of each student 
and tailoring their educational needs based on their culture.” 
AN said:  “Multicultural education is education that exposes and celebrates the cultures of 
the world.  It also takes into consideration the beliefs of different cultures and how children 
from these cultures learn.” 
CW said:  “I would expect it to be incorporated into every class.  Within most topics, it 
would/could be a compare and contrast topic.” 

  
2. 
 

 Strongly  
Agree 

Agree Disagree 

I believe our school has a well-planned and well-
implemented multicultural education program in place 

    4     6      10 

I have no issues with implementing the multicultural 
education program at my school. 

    8     8       4 

I believe that student teachers should be required to have 
multicultural education training incorporated into their 
teacher training programs. 

    4   14       2 

I believe that multicultural education courses and/or in-
service programs should be required of educators that 
are planning to implement a multicultural education 
program. 

     8   11         1 

 
 

3. Please comment in the space below as to how you would advise someone that is 
undertaking a multicultural education program in his or her school. 

 

CO said:  “Look at your school population first and make sure you accommodate all possible 
cultures.  Expand from there.” 

DMH said:  “Understand the environment (school, religion, corporation, factory) and its people. 
Identify groups of people to represent each group of diversified cultures.  Identify those 
traits/characteristics which “most” stand out about that group.  Publish documents and distribute 
to those within the entire enclosed environment.  Discuss. Ask questions. Communicate.  Have 
multicultural day, identifying a certain culture each week or month.  Have a program/assembly to 
do skits, foods, dressing, attire, etc.” 

PC said:  “I believe we should stress the things we have in common working together and 
sharing activities solves many of our problems.” 

2007 HICE Proceedings 
Page 2985



                                                                                               Implementation Issues 27  

TSK said:  “I feel all groups inclusive of faculty and students should be represented as well as 
emphasis placed on knowledge of cultures not included in population.” 

AK said:  “My comment is along the lines of advice for when they plan to become a working 
educator (upon graduation) multicultural education must be embraced in all populations and 
educational settings.  All children (including those of the dominant culture) should have 
exposure to other cultures.  Preparing students will help them expound on their varied degrees of 
cultural competencies so essential to functioning in our highly pluralistic society.” 

ADB said:  “Study the demographical information of the school.  Look at the factors of diversity 
vis a via the U.S. as a whole.  Develop a plan that taps into your school’s cultural diversity.  
Implement a curriculum that meets you school’s needs.” 

SJ said:  “Look at the school calendar and note all religious holidays.  Never give homework 
before or test after these Holy Days.  Become aware of who may observe the Sabbath, or Lords 
Day.  Evaluate the extent of Euro centric bias in texts and news.  Become aware of the difference 
between equality and equal opportunity.  Columbus did not discover America.  Above all never:  
compensate truth with pondering, deny that there exists an universal requirement in human 
societies for the “Moral Imperative,” expect good to be universal nor evil pervasive, think that 
the universe in random deny that the universe seeks stasis.” 

AF said:  Had no comment. 

KWB said:  “Education that should focus on the “total” not just a few cultures. Learning about 
cultures.  Integrating many cultures together, not teaching one culture per week.” 

JWH said: “I would advise the person to study the countries customs and learn to appreciate its 
diversity.  Areas of concern when studying should include:  artistic taste, song/dance and music, 
beliefs and customs and lastly interesting historic facts about each culture.” 

SLH said:  “Maybe begin by allowing students to interview people, or parents in the local 
community about how their respective culture has been represented locally.  Have the students 
present the information in hopes of starting a dialog.” 

FG said:  “I think I would name the course “Multicultural History.”  That way, students, parents 
and anyone else should know what to expect in lessons and what to be discussed in class.” 

LO said:  “Try to incorporate as many different cultures as possible content wise.  Try to open 
the kids’ eyes to the fact that the world has more cultures in it than just ours in the U.S.” 

CG said:  “Input from students; communicate with other schools that have such a program in 
place.” 

RL said:  “Avoid stereotyping peoples and beliefs.” 
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CRS said: “Determine dynamics and ethnic background of students.  Address the issue of 
‘intolerance.’  Establish ground rules for discussions to facilitate openness without 
recrimination.” 

AF said:  Had no comment. 

CD said:  “A core committee to research methods and implementation issues would be 
necessary” 

AN said: “Listen to all sides presented before forming your opinions.” 

CW said:  Had no comment. 
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Figure 1 
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Whether we conceptualize ‘race’i in terms of biological or social construction, there are 
literary sources and anecdotes suggesting that ‘race’ is not simply an abstract or theoretical 
concept, but actual, factual and real. Our society is color coded and race matters in human 
lives and social interactions. While post-colonial, feminist writers vehemently suggest that we 
must problematize the social construction of race and develop methods in which “Whites are 
provided an opportunity to express views about race, while being held accountable for them” 
(Hurtado & Stewart, 1997, p. 309). Others argue that “it is the social practice of racism which 
is the problem not the theoretical conception of race per se”. (Dei, 1996, p. 40). 
  
Rather than debating endlessly on its construction, we should focus on how “race” continues 
to gain in social currency [and] its utility in distributing unequal power, privilege and social 
prestige (Dei, 1996, p. 41). At the minimum, we should acknowledge that those who are 
racialized, racism feel real (Lopes & Thomas, 2006). While the dominant discourses on 
racism have focused primarily on overt behavior (Ghosh & Abdi, 2004), the new form of 
racism is covert and apparently race neutral or color blind, thus making it ever more difficult 
to challenge (Revilla, 2004) and often difficult to measure. Organizational racism is an even 
bigger challenge, because on the one hand we have equity programs which give us an illusion 
that organizations are equitable and non-racist. But, on the other hand, a closer examination 
indicates that such policies merely mask the same old inertia and reluctance to really tackle 
racism (Lopes & Thomas, 2006). 
 
Introduction:  
 
 I view racism on a continuum of other social ills such as prejudice and discrimination and 
realize that we cannot discuss one and neglect the others. I am cognizant that racialized 
workers are subjected to multiple oppressions such as gender, class, ethnicity and sexual 
orientation, in all facets of their lives. Furthermore, racialized workers are not all alike; hence, 
we need to study different groups: poor, women, disabled, and people of various faiths – 
ways in which they are included/excluded in the workplace. In addition, it is my contention 
that schools propagate Western Eurocentric ideology via hidden curriculum (Dei, 1997; 
Revilla, 1994). Similarly, race knowledge and racism are learned in schools, via media, 
everyday interactions, and they simply ‘spill’ over into workplaces. Likewise, the students of 
yesterday are the workers and managers of today, oblivious to their own privilege, power and 
prestige, thereby reproducing racism in the workplace. In fact, Whiteness has not been 
problematized; “White privilege is perceived as the “natural” state of affairs, …it embodies 
an attitude of superiority; whites are taught to think of their lives as morally neutral, 
normative and average, and also ideal…” (Hurtado & Stewart, 1997, p. 301). It is also my 
position that employers have internalized the Neo-Liberal Capitalist ideology, focusing 
primarily on efficiency, productivity and profitability, thereby neglecting to allocate time and 
resources to discuss issues such as: power relations, class, privilege and organizational 
racism.  
 
A paper intended to address organizational racism must provide a clear definition to the 
reader. I have selected the works by Tina Lopes and Barb Thomas, who describe racism as: 
“those aspects of Canadian society that overtly and covertly attribute value and normality to 
White people and Whiteness, and that devalue, stereotype, and label racialized communities 
as ‘others,’ different, less than, or render them invisible. Individual racism can be 
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unconscious or conscious, active and passive. Institutional racism is a network of institutional 
structures, policies and practices that creates advantages for White people and discrimination, 
oppression and disadvantage for racialized people. Systemic racism [is] conscious or un-
conscious policies, procedures and practices that excluded, marginalize and exploit racialized 
people. Systemic racism is supported by institutional power and by powerful (often 
unexamined) ideas which make racism look normal and justified. Systemic racism allows 
individuals to practice racism in organizations, unchecked by effective complaints 
procedures, performance appraisals and promotions which require equity competencies” 
(2006, p. 270).   
 
This paper explores primarily institutional racism and non-recognition of organizational 
racism by employers that are due to unexamined social relations and post-colonial notions of 
White privilege and power. To embark on this task, I have raised a few simple questions.  
Why should we discuss racism and anti-racism strategies in Canada? Is there racism in 
Canadian workplaces? How does it racism play out? Do employers acknowledge 
organizational racism? Lastly, what kinds of strategies are needed and are most effective in 
reducing racism? As an educator and social activist involved in the pursuit of racism-free 
society, I am naturally drawn to the works of critical and post-colonial writers such as Sefi 
Dei, Agnes Calliste, Carol Schick, Verma St. Denis and feminist writers such as Aida 
Hurtado and Abigail Stewart.  Although, much of their work is located in the educational 
institution and/or curriculum planning, I believe that their thesis of White privilege, power, 
and solidarity, code of silence and denial of racism lends itself to the study of organizational 
racism. Paulo Freire’s ideas on pedagogy of hope and Hurtado and Stewart’s notion of 
“research by people of color as empowerment” are useful when discussing strategies on 
reducing racism in the workplace.   

 
Why discuss race /racism 

 
 The aging workforce and declining birthrates are causing major worker shortages in a 
variety of occupations across the country. In certain occupations such as healthcare, there is 
an additional phenomenon such as accelerated retirement and the ‘brain drain’ to the United 
States (Goldberg, 2006). Federal government immigration policies reflect an increasing 
demand for immigrants to alleviate such labour shortages. However, many professional 
positions remain vacant due to non-recognition of the credentials of the International 
Educated Professional, (Reitz, 2001) a topic worthy of discussion but beyond the mandate of 
this paper. It is suggested that immigrants are expected to account for all labour market 
growth by 2011 (Human Resources Development Canada, 2002). According to our past 
Federal Minister of Immigration “Canada’s future is dependent on immigration” (Volpe, 
2005). Once again the skill shortage discourse is not neutral and is worth investigating, 
however, it is also beyond the scope of this paper. Suffice to say that immigrants will 
continue to arrive in Canada unable to practice their occupations.  
 
This new wave of immigrants will be arriving mainly from non-traditional source countries 
such as China, India, Pakistan and Philippines (Citizenship and Immigration Canada, 2003) 
resulting in greater visibility of ‘races’, ethnicities and cultures. As a result, workplaces will 
mirror similar demographics and will be forced to tackle issues of ‘race’ and racism, 
necessitating anti-racism education in the workplaces. Non-racialized or White workers and 
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managers will have to re-examine social relations, historical events and take ownership of 
racism in Canada. Consequently, employers will have to “open up” spaces for racialized 
workers to share their experience. Employers will be compelled to place anti-racism under 
‘good business practices’, thereby offering anti-racism training and education to all their 
workers.   What is the current situation?  

 
Is there racism in Canada? 

 
 Ethnic Diversity Surveys (EDS),ii report that 65% of member of visible minorities 
experience racism in their workplaces. Federal government reports along with academic 
literature (Alboim, 2002; Reitz, 2001) and anecdotes continuously suggest that members of 
visible minorities experience systemic racism in Canadian workplaces. For example, Report 
on Racial Status which uses Income Outcome, Census, and Survey of Labour and Income 
Dynamics, clearly demonstrate that racialized minorities are subjected to discrimination and 
racism and the findings are valuable, quoting at length. ‘[T]here is evidence that there remain 
large and consistent gaps in economic security for workers of colour compared to other 
workers. These differences are not based on real differences of skills and education, but rather 
on perceived differences based on race. Racial discrimination is a large contributing factor to 
the poor labour market outcomes of Canada’s racialized workers. Lower incomes, higher 
unemployment, and precarious work status are prevalent for workers of colour as a whole, 
and not just recent immigrants. In fact, it is the non-immigrant, racialized population, who are 
more highly educated than average, which has the most difficulty finding steady employment 
at decent wages. The fact that Canadian-born workers of colour are doing badly cannot be 
explained away by reference to lack of Canadian credentials and experience.’ (Cheung, 2005, 
p.1).   
 
While both publicly funded (Cheung, 2006; Ethnic Diversity Surveys) and private research 
(Ipsos-Reid Surveys) continually report that there is systemic racism in Canada, be it 
institutional or in the workplace. There is a consensus amongst the general public that 
Canadians are not racist, as compared to other nations (Schick & Verma, 2005). Hence, 
marginalized people, unemployed and /or working class are at a disadvantage because they 
either lack skills, attitudes or credentials. This lack of awareness, ownership and denial of 
organizational racism leads to unexamined social relations, workplace policies and practices, 
which may in fact, perpetuate the status quo. Consequently, dialoguing around issues of race 
and racism in the workplace is a challenge for anyone catering to the ideals of human rights 
and equity.  

 
Case study: employer’s perception – a local story: 

 
 I have selected a local study titled Racism Free Workplace (Foote & Khan, 2006iii), which 
examines employer’s and union’s perceptions of racism and anti-racism strategy in the 
workplace. The study focuses primarily on companies which are legislated under the 
Employment Equity Program These companies have extensive obligation in attracting, hiring 
and promoting all four equity groups. Furthermore, senior management is obligated to 
provide on-going diversity and anti-racism training for their staff. The assumptions are that if 
a company is diversified, they are likely to deal with issues of racism, consequently, create 
space to discuss, and adapt an anti-racism strategy in their workplace.  
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 Out of the eight employers contacted, five were white females and three White males, 
mostly directors and managers. While the study sample is small, most organizations have 
offices both at national and international levels; hence we can make some qualified 
generalizations. A few companies were fairly small, with only 17 employees; consequently a 
manager served both as a supervisor, human resource personal and co-worker. The 
implications of this finding will be discussed later in this paper.  
 
 There is a great variation in the companies selected for this study, some were production, 
engineering, electrical, plumbing, transportation, call-centre and telecommunications. The 
researchers asked them a series of questions related to racism in the workplace.  The 
questions were categorized as: background information; general areas of success; challenges, 
difficulties and ongoing issues; race relations at work; the unionized environment; responsive 
structures; analysis and policy work; and looking forward. In order to tackle issues of racism, 
researchers needed information on hiring practices, retention and promotion polices. 
Secondly, it was important to investigate if companies who met the criteria for Employment 
Equity, in fact took initiatives in offering diversity/anti-racism training for their staff.  
 
 I have selected to highlight only a few findings related to racism and anti-racism strategy 
in the workplace. All ten employers stated that racism was not an issue in their organizations. 
In fact, employers reported that there was much more ‘visibility’ of different races, and that 
staff was much more accepting of diversity, hence racist jokes were not allowed and people 
were much more ‘accommodating’. Within the small business operations, managers did not 
have the time and resources to investigate (in forms of employees surveys, etc), and to offer 
anti-racism training. While there was no official policy on anti-racism education or training 
for staff, there was a ‘general atmosphere of tolerance of visible minorities and immigrants’. 
In fact, the social committee was very active in ensuring that they celebrated various cultures, 
organized regular pot lucks, introduced cultural themes, such as “Chinese New Year” and 
suggested that the cafeteria offer ethnic delicacies on a regular basis.    
 
 When asked if there were particular strategies to attract members of visible minorities, all 
ten suggested that they hire for skills. Their response clearly indicates that they cater to the 
ideals of a meritocracy, which in their view levels the playing field for all job seekers, in 
other words they believe in the notion of ‘may the best person win’ attitude. Managers 
working in less diversified companies suggested that the lack of ‘color’ in their company was 
because members of visible minorities and immigrants generally possess poor English skills; 
hence, this created communication barriers for co-workers and customers. In fact, customers 
were simply not prepared to deal with diversity. One employer commented that ‘my God, it is 
sad, but we are living in red-neck Alberta, people are just not as open as you and me, you 
know what I mean?”.  
 
 In terms of policy, fewer than half of the employers interviewed indicated that they had 
policies in place relating specifically to racism. Some company representatives talked about 
informal policies and cultivating a workplace culture where racism is not tolerated. Specific 
anti-racism training was uncommon. Some employers indicated that training could be done if 
management perceived a need. Others mentioned that training was in place that was not 
specifically related to anti-racism but which might indirectly help prevent racism (e.g. anti-
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harassment training or training related to different personality types working together 
effectively).  

Analyzing the findings 
 

 Canadians view racism as something that happened in the past, done by other nations; 
hence racism is not a Canadian problem (Schick & St. Denis, 2005). Our case study 
exemplifies Lopes and Thomas’s description of institutionalized and internalized racism, 
where employers are un-critical or their practices and although meet the criteria for 
Employment Equity quotas, are oblivious that racism exist in workplaces. Another 
explanation is “defensive complacency,” where employers simple do not either take time, or 
initiatives to investigate complaints which are raised by the racialized worker; and conclude 
that there is no racism in their workplace. The non-recognition of organizational racism is 
also due to White workers lack of awareness of their class/race privilege and power (Hurtado 
& Stewart, 1996). Furthermore, the rhetoric of Canadian Multi-culturism, sentiments such as 
“Canada is a savior” and “Canadian embrace and celebrate diversity,” lead employers to 
believe that their business policies and practices are color-blind, benevolent, and innocent. 
This innocence, however, must be critiqued and problematized because if left unchallenged, 
leads to reproduction of racial privilege (Schick & St. Denis, 2005).    
 
Denial of organizational racism is possibly to avoid guilt, ownership and responsibility and in 
fact, may be a backlash. Whites are now being seen as the new victim, consequently equity 
programs are perceived as a nuisance and a new discourse emerges called ‘reverse 
discrimination’. Perhaps, many of the employers in our case study witness racism in the 
workplace, but it’s the ‘code of silence’ and ‘White solidarity’ (Hurtado & Stewart, 1996), 
which keeps them from exposing wrongdoing. I concur with Lopes and Thomas who suggest 
that organizational racism is mostly internalized racism, hence we should investigate how 
“White Power and privilege work in the ordinary, daily moments of organizational life”  
(2006, p.1). Furthermore, employers often work under the “code of silence”, and color-
blindness (Hurtado & Stewart, 2004), acting polite and continuing being racist.    
 
 Employers often claim that they are open to diversity, which in their view means they are 
open to anti-racism education. Sefi Dei cautions us against this naivety as he clarifies the 
difference. “[M]ulticulturism works with the notion of our basic humanness and downplays 
inequities of difference by accentuating shared commonalities. Anti-racism, shifts the talk 
away from tolerance of diversity to the pointed notion of difference and power. It sees race 
and racism as central to how we claim, occupy and defend spaces’ (Dei & Calliste, 2000, p. 
21). I believe that employers are reluctant to place anti-racism education under ‘good 
business practices’ because it would mean dialoguing around issues of racism, examining 
one’s own position, privilege and power. Therefore, it is much too safe to adhere to discourse 
on Multi-culturism, and celebrate 3ds: dress, dance and dinner. I agree with Schick and St. 
Denis who warn us that “celebration of cultural difference and the narrative of the nation as 
raceless, benevolent and innocent has implications for the reproduction of racial 
privilege…[in fact], multicultural discourses, are not only insufficient but even counter-
productive” (Ibid., p. 296). In keeping with this argument, I suggest that unless employers 
acknowledge and employ anti-racism strategies in the workplace, the effects of colonization 
will continue.    
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I appreciate academics proposing that researchers spend time and energies to re-conceptualize 
‘race’/racism (Darder & Torres, 2003), however, we need to move beyond rhetoric and the 
on-going debate on its construction. For example, much has been written on the lack of 
integration of International Educated Professionals into Canadian labour market (however, 
writers tend to fall short on providing concrete suggestions). Therefore, we hear an endless 
rendition of labour shortages, wasted human capital and lack of recognition of foreign 
credentials, with limited progress. We need be get practical!. I believe that we have sufficient 
ammunition, both research (objective) and anecdotal (subjective) evidence that racism is 
prevalent in Canadian society. Therefore, we need to focus on everyday integration and social 
relationships in the workplace.  
 
In doing research for this paper, I found sufficient data on discrimination, prejudice and 
racism presented in various disciplines (sociology, psychology and organizational 
management). However, it was difficult to find an article which evidently describes the 
everyday experience of a racialized worker. Hence, it is my position that whenever we 
discuss organizational racism, that we place equal attention employer/employee and 
domination and subordination in the workplace. Aside from wage differentials, racialized 
workers are often overlooked for training, promotions, responsibilities and resources. For 
example, everything from office space, location, computer usage, job title, ‘voices’ 
acknowledged at meetings to interaction among senior management is allocated and 
determined based on race. Hurtado and Stewart purport that anybody that “acts” according to 
prescribed (White) standards is meritorious and deserving of societal and economic rewards. 
Hence, racialized workers who do not fit this criteria “deserves to be marginalized”.  
 
Referring back to our case study, in is interesting to note that all ten companies are legislated 
under the Employment Equity Act, hence meet the criteria of hiring from the four designated 
groups. Surprisingly, there were no systemic approaches in hiring diversity, anti-racism 
strategy and training offered to their staff. Hence, we can argue that a policy on equity does 
little to change attitudes, eliminate systemic barriers, and reduce racism in the workplace. On 
the contrary, it is my position that equity programs are a numbers game, where companies 
hire designated numbers mostly in entry level jobs which fulfill equity criteria, yet maintains 
the status quo.  
 
Interestingly enough, the report on Racism Free Workshop (Ibid) indicates that union leaders 
acknowledged equity issues and organizational racism. As a matter of fact, in one instance, 
the union leader published a booklet for members of visible minorities to educate them on 
human rights issues, gender equality and organizational racism. Furthermore, these leaders 
were also well aware that marginalized workers experience multiple challenges in 
substantiating their claims. For example, the racialized worker needs to keep a strict record of 
interactions, dialogue between workers, supervisors and daily incidents of racism. This is to 
suggest that the victim is expected to produce evidence of their marginalization, and gain 
support of colleagues before they can file a grievance. Hence, “the burden is placed on the 
victim to overcome such barriers” (Schick & St. Denis, 2005, p. 296).   
 
Why is there a disconnect between self-reported cases of racism, union’s observation and 
employer’s perception of racism?  Lopes & Thomas (2006) argue that it is because those in 
power, often do not see, feel and hear racism; only the people of colour know it exists. 
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Furthermore, organizational racism is a result of the mere operation of established procedures 
of recruitment, hiring and promotion. The discrimination is then reinforced by the very 
exclusion of the disadvantaged group and exclusion results from “natural” forces (Lopes & 
Thomas, 2006). For example, if there is a belief that a black woman cannot serve in a 
supervisory role; the organization has to create a climate where women do not feel good 
about their leadership skills. Then any challenge to the status quo is automatically resisted 
and challenged.      

 
Political economy: The business model 

 
 Uncritical examination of the companies operating under the capitalist - business model 
reveal that manager often lack time and energy to devote to organizational racism (Lopes & 
Thomas, 2006). However, we need to examine modern day racism in light of deep rooted 
historical events of colonization and global production. Peter Mclaran convincingly argues 
that “educators need to consider racism in its present incarnations developed out of the 
dominant mode of global production during the seventeenth and eighteenth centuries, 
particularly out of colonial plantations in the new Worlds with slave labor imported from 
Africa to produce consumer goods such as tobacco, sugar, and cotton. How the immigrant 
working class has been divided historically along racial lines is a process that needs to be 
better understood…[hence organizational racism] give White workers a particular identity 
that unites them with white capitalists” (2003, p. 169).  
 
Historicity aside, the everyday business practice is presented as ‘natural’ and bears testimony 
that like racism; the efficiency/productivity model has been internalized. For example, the 
formal atmosphere, protocol and business meetings are designed to operate in a specific 
manner, follow a strict guideline and have time constraint. In both the corporate world and 
non-government offices, there appears to a “constant crisis” to meet deadlines, submit a 
proposal or cater to funder’s need. The businesses operate like clockwork, where workers are 
timed-in and timed-out, perform their duties, are evaluated on productivity, efficiency – any 
initiatives which translate into profitability is most definitely appraised. Consequently, 
racialized workers have limited if any space to “voice” their subjective realities, initiate 
dialogue around race/racism, domination/subordination and social relations. Furthermore, 
manager are often not prepared to address emotionally and socially charged issues in the 
workplace. Ira Shor and Paulo Freire encourage teachers to be more self-reflexive, likewise; 
the White workers also need to stop the “frenzy” and reflect on their practices.       
 
Recommendations: 
 Can anti racism education alone eradicate organizational racism? While this topic requires 
an in-depth analysis and on-going dialogue, offering training alone is not sufficient. Whereas 
we need commitment from employers, the initiative has to come from the racialized workers. 
I concur with Hurtado & Stewart’s notion of “research as empowerment”, where “…people 
of color learn to systematically observe the behavior of Whites,…[t]hey develop expertise in 
judging how whites behave toward them. They also gain insight into the White delusion of 
superiority and the ideology defining people of color as inferior. They have daily 
opportunities to test new insights, because they have contact with all sorts of Whites 
everyday. (1996, p. 308).  
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For starters, we require certain pre-condition - an effective anti-racism education which 
“break way from the fixed/rigidity of the self/other and either/or dichotomies.…[and] view 
two constructs as interdependent and intersecting” (Dei, 1997, p. 50). Furthermore, the 
researched, i.e the racialized workers need to study the researched (Hurtado & Steward, 
1997). Workers need to question, Whiteness, construction of the “Others”, employer’s claim 
of neutrality, willingness to celebrate diversity, and denial of organizational racism. As Dei 
convincingly argues that anti-racism education “is not simply a study of racist intent. It is a 
core study of racist effect. The study of racism delves into the obvious outcomes, that is, the 
social consequences and effects of actualizing individual intend, as well as the structural 
conditions that foster social discrimination.” (1996, p. 46).  Anti-racism education must also 
question White’s claim of color-blindness and neutrality. The rhetoric of employers in our 
case-study exemplifies employer’s attitude which suggests that they are race-neutral and cater 
to the ideology of meritocracy.  
 
Sefi Dei reminds us that true anti-racism education is, “action orientated…political strategy 
for institutional and systemic change that addresses the issues of racism and the interlocking 
systems of social oppression (sexism, classism, heterosexism, ableism” (Dei & Calliste, 2000, 
p. 13). Lopes and Thomas, reinforces Dei’s proposal and suggests that “anti-racism 
[education] mobilizes the skills and knowledge of racialized people in order to work for a re-
distributing of power in organizations and society. It also equips White people with 
knowledge and skills to acknowledge their own privilege and to work for social change” (p. 
264).  
 
Furthermore, boards, management, and staff need to work with racialized workers, and 
dialogue around issues of equity and racism in the workplace. Lopes and Thomas in their 
book titled: Dancing on Live Embers suggest that human resources and management need to 
first familiarize and recognize symptoms of racism in their workplaces, raise equity-related 
issues in team meetings and supervision, and use all-staff meetings to influence 
implementation of anti-racism policy. It is my position that racialized workers must also 
prepare themselves and learn about good anti-racism practices.  The racialized worker also 
needs to be more critical of the discourse on Multi-culturism, equity programs and racism 
strategies. Hence, when and if there is space available to discuss issues of equity and race, the 
worker is prepared to voice their subjective realties.   
 
There is no doubt that there are great risks and fear associated with raising issues of 
discrimination and racism (I should know, as a woman of color, I have been subjected to 
multiple forms of marginalization, often termed ‘double jeopardy’, and faced sanctions when 
I raised similar issues during meetings). However, I offer Friere’s ideas of “Pedagogy of 
Hope” and suggest that racialized workers should not allow fear to get in the way of social 
activism. Therefore, they need to perhaps take little steps. It is worth quoting Freire who 
convincingly argues that: ‘today historically it is not possible to do a certain kind of action 
because the repression should come easily on you. Then it is as if your fear is more or less 
domesticated by your clarity. You just know that in that moment it is impossible to walk one 
kilometer. So, you walk 800 meters! And you wait for tomorrow to walk more when another 
200 meters can be walked…but you must also know your limit” (Shor & Freire, 2003, p. 
483).   
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I cater to the Freire’s ideals of praxis or ‘informed action’, in which you learn by doing. In 
other words, your actions are a result of inquiry. For example, practice knowing your limits or 
creating space within an organization to dialogue around issues of systemic racism. Whereas 
Freire addresses his plea to pre-service and practicing teachers, I am extending an invitation 
to the racialized worker in the Euro-Canadian context. I am inviting racialized workers to 
critique the rhetoric of Canadian Multi-culturism, and recognize that “cultural differences 
have become signifiers and /or markers of race, and the bases for racism practice and other 
forms of social discrimination…[on the other hand], it is also now possible to perpetuate 
racial domination without making explicit reference to race at all” (Dei, 1997, p. 47). 
Furthermore, racialized workers need to appreciate the role of White privilege and the reason 
why binaries are created.  
 
I am suggesting that racialized workers take an active approach; bring voice, missing 
experience (Hurtado & Stewart, 1997), create space if none is provided, and know his/her 
space, make an ideological map, and form alliances with other racialized workers to initiate a 
dialogue around racism/anti-racism strategies. Since, organizational racism is symptomatic of 
broader societal prejudice against races and a continuum of prejudice and discrimination, 
racialized workers need to form alliances with community leaders and other agents of social 
change to bring broader societal changes.    
 
When dialoguing around anti-racism initiatives in the workplace, the discourse of 
management ‘buy in’ is convincing. However, I take the position that those in power may 
never be ready and willing to dialogue around issues of equity and organizational racism. 
Opening up spaces to discuss race, power and privilege is intimidating for those in power, 
hence, implementing anti-racism education in the workplace is indeed a risky business. It is 
essential that racialized workers identify other players in the workforce who also have a keen 
interest in human rights issues.  
 
A collective voice, a concerted effort on the part of employees, both racialized and 
mainstream ‘White’ workers, may be much more effective than a single racialized worker 
consistently bringing issues of discrimination and racism. While I concur with Dei the 
“Whites need to join the struggle for anti-racism change, recognizing both their privileged 
positions and.…use [their] positions to advance the cause of social justice and transformative 
change in society” (1997, p. 49). I believe that change must come from within and by the 
racialized workers themselves. However, both management and racialized workers need to 
continually differentiate the distinction between Multi-cultural/diversity and anti-racism 
education. Hence, they need to remember that the ‘task of anti-racism is to identify challenge 
and change the values, structures and behaviors that perpetuate systemic racism and other 
forms of societal oppressions’ (Dei & Calliste, 2000, p. 21).   
 
At the time of writing this article, a newspaper article titled “Protection Sought for Tipster on 
Racism” (Greenaway, 2006), caught my attention. Following Stephen Harper’s promised 
accountability, the author suggests that the “Federal legislation designed to protect employees 
who expose government wrongdoing should be broadened to protect those who blow the 
whistle on perpetrators of sexual and racial harassment”. Although, the article underscores the 
lack of protection for whistleblowers, it neglects to look at the secrecy behind dialoguing on 
racism.  Furthermore, “whistle-blower hot-line” may be perceived as yet another smoke 
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screen to weed out the racialized worker and other troublemakers. Considering the 
bureaucratic nature of businesses, it may not be too difficult for management to decipher who 
is the informant. The story goes as follows: if you are not part of the ‘clique’ you are more 
likely a snitch. Therefore, before we jump on the bandwagon, we need to examine the legal 
ramifications and appreciate the risks associated with whistle blowing.       
 
Conclusion: 
 
 While academic literature clearly indicates that there is a racial divide in Canada, and 
social construction of race leads to unequal treatment toward racialized workers, employers 
continually deny the existence of racism (Alboim, 2002, Carl, 1999, Foote & Khan, 2006). 
The case study showcased in this paper demonstrates that employers have internalized 
Eurocentric ideology, and by merely meeting the criteria for Employment Equity, and 
celebrating cultures, employers consider that their workplaces are equitable and form a 
racism-free environment. Hence, combating racism in the workplace is clearly a complicated 
issue that necessitates cooperation and commitment from both management and racialized 
workers. Unless employers take ownership of the issues, they are likely to conclude that they 
are not part of the problem, and thereby not look for solutions. Racialized workers need to be 
part of their own liberation; open up spaces, dialogue, form alliances with colleagues and 
other stakeholder. In keeping with the rhetoric of ‘civil society’, the least employers should 
do is recognize that racism is part of Canadian history and is still prevalent in our workplaces.  
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i Quotation marks indicate my position that the concept of race is a social construction, imposed by the Colonizers 
during 1600s.  
ii Ethnic Diversity Surveys are conducted by Statistics Canada to help us better understand how people's backgrounds 
affect their participation in the social, economic and cultural life. For more information visit: www.statcan.ca  
iii This research is part of a large study conducted in 5 major cities across Canada by the Prairie Centre of Excellence  
The paper is titled Racism Free Workplace. It is under review and will be posted at www.pceii.metropolis.net.  
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Abstract: 
  Mathematics education researchers have been interested 
in the “fraction” concept because it is highly problematic for 
many primary school students owing to its complexity that 
imposes a high intrinsic cognitive load. Cognitive load theory 
postulates that cognitive load can be reduced by using 
worked examples as an instructional method. This paper 
considers what types of worked examples are most effective. 
Several research studies have been carried out in order to 
examine the effect of a real-life, concrete context as 
opposed to an abstract context to generate understanding of 
mathematics concepts, in general, and fractions in particular. 
It is hypothesised in this paper that fractions can be learned 
more effectively by using worked examples presented in 
concrete, real-life contexts than in abstract contexts. To 
examine this hypothesis, two experiments were carried out. 
The results indicated that using concrete; real-life worked 
examples resulted in better performance and imposed less 
mental effort than using abstract contexts. 
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Introduction 
 Effective educational evaluation requires interviews, observation and nonverbal 
cue interpretation (Guba & Lincoln, 1981).  Educators are involved in these activities 
everyday as classroom instructors, advisors or administrators, often relying on nothing 
more than their intuition.  In many cases the informed decisions are critically dependent 
on how accurately one can assess whether the students comprehended the idea, agreed to 
the suggestions made, or really meant what they said.   
 Most Eastern cultures are distinct from Western cultures in their values, such as 
interdependence vs. independence/autonomy, collectivity vs. individualism, hierarchical 
authority vs. egalitarianism, and high-context vs. low-context communication.  
Negotiating meanings in cross-cultural communication is a great challenge with many 
potential pitfalls for misunderstanding.    
 This study’s ultimate goal was to formulate a layperson-friendly systematic 
checklist/template for analyzing the nonverbal cues from faces, as they are recognized as 
the primary contributor of nonverbal meaning (Mehrabian, 1982).  Data collection for 
this project was done during the lab exercises of an undergraduate course titled 
Bilingualism and Biculturalism.  All the students in 2005, including the sections on 
campus and the other at a distance-education site in Japan, participated. 
 

Literature Review 
 

Facial expressions or other nonverbal channels? 
Nonverbal interpretations of what is not said depend on many means such as 

chronemics, proxemics, haptics, paralinguistics, and gestures.  Facial expressions have 
been reported in comparative studies as the richest source of meanings and the most 
effective way to get to the truth. (Brideau, L. B. and Allen, V. L., 1979; Ekamn, P., 1964, 
1967; Walbott, H. et al., 1986) 
Facial expressions: biological or cultural?  
Most psychologists in facial studies treated the expressions to be universal and 
evolutionary and biologically determined.  Their studies became increasingly technical in 
pursuit of the most finite discriminations of facial musculature with the aid of computers, 
EMG, and other physiological measures.  In contrast, the interest of sociologists and 
anthropologists has always been cross-cultural decoding of meanings with a more holistic 
ethnographic approach.  The open debates between Ekman and Russell in 1994 and 1995 
represented the universalists’ and the culturalists’ positions. In the end, the universalists’ 
had to redefine their assertion and realign themselves closer to the stance of their 
opponent, accepting a greater role of culture specific display rules. 
Facial expressions: different in Asian cultures? 
 Asian or Asian American facial expression studies support the existence of 
culturally specific emotions such as Japanese amae, which uniquely expresses the feeling 
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of attachment (Doi, L. T., 1992) or two Korean words of sadness, dapdaphada and 
uulhada (Schmidt-Atzert, & Park, H.S., 1999).  Also as listed below, the accumulated 
data from studies of Asian facial expressions and recognitions reveal characteristics that 
are quite distinct from those of European Americans. 
 
Chan, 1985 determined:  
 Chinese subjects often did not recognize interest/excitement and disgust/revulsion 
 The problem was related to control of expressions, especially negative emotion. 

Ha, F. I. (1995) rated with semantic differential scale and found:  
 Chinese and Japanese Americans  rated shame much stronger than Caucasians  

Huan et al., 2001 confirmed: 
 Chinese and Japanese judged the expressions of negative emotions inconsistently. 
 They had difficulty with negative emotions, including fear, anger and sadness 

Matumoto & Ekman, 1989 reported: 
 Japanese rated the intensity of emotion lower than Americans.  
 Japanese masked the expressions of negative emotions.  

Matsumoto et al., 2002 observed: 
 Japanese expressions were minimized due to the practice of collectivism. 
 Much “reading into” was necessary in interpreting the expressions. 
 Status differentiation was obvious and associated with power, distance, 

uncertainty, avoidance, masculinity, tightness and contextualization 
Mesquita, B. et al., 2004 discovered: 
 Japanese communication emphasized interdependence rather than independence. 

Tsai, J., Chentsova-Dutton, Y., & Freire-Bebeau, L., 2002 concluded: 
 Asians were less expressive as they compared Hmong and European Americans. 
 Hmong Americans showed Social smiles more often than European Americans. 

   
Instrument Construction Project 

 
The Interview Observation Checklist of Facial Expressions was constructed for 

non-experts to use in interpreting a video-recorded group interview of Japanese students. 
Generation of initial descriptors needed to come from in-group observers who shared the 
knowledge of Japanese culture and communication.  Thus the qualitative observations by 
the students in the Japanese section formed the bases for the pilot study.  The procedures 
used for this aspect of study are described below in the Pilot Study section 

For the instrument to be useful in U.S. institutions to help interpret the future 
facial expression of Japanese or other Asian students, the trial needed to be conducted 
with the U.S. students.  The procedures used for this aspect of study are described in the 
Trial Study section below. 

Both groups of students were prepared for the task with a combination of lectures 
and a nonverbal communication test as well as an opportunity to discuss the test answers 
with peers.  These three activities reportedly increase the students’ sensitivity to 
nonverbal cues (Klinzing, 2003).  Both qualitative and quantitative methods were 
employed as described in the Data Treatment section below.  
 
Pilot Study  
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1. The Japanese-section students were shown the video-recorded interview of the 
cohort who was one year ahead of them.  The sound track was turned off to keep 
the observers from being influenced by the verbal information since they could 
understand Japanese. 

2. Students were given the transcript in Japanese.  The transcript was printed on the 
left half of the pages and darkened to show only the speaker names, interviewer’s 
questions/comments so that the observers could follow the turn taking. The 
transcript was segmented and numbered to further facilitate the observation. 

3. On the right half of the pages, the Japanese students were asked to describe with 
their own words the facial expressions they saw in each numbered segment.   

Trial Study 
1. American students were shown the same interview videotape with the audio 

portion turned off to focus on facial expressions.   
2. Students were given the translated texts arranged and darkened the same way that 

the Japanese students had.  The difference was that they had a list of descriptors 
printed in each segment.  They were asked to circle descriptors as well as to write 
their own descriptors if the list was inadequate.  They added few descriptors. 

3. In the second part of the exercise, the students were given clearly legible 
transcripts so that they could integrate the nonverbal observations they made with 
the verbal messages.  The students were asked to write down their interpretations. 

 Data Treatment 
1. The data treatment began with the translation of the video-recorded interview.  
2. Between the pilot and the trial studies, the descriptions collected from the 

Japanese students were also translated and back translated.  There were no unique 
untranslatable descriptors.  The collection was then analyzed thematically and 
tentatively grouped according to the similarities of function. As the categories 
emerged they were organized and given names to be used in the trial study.   

3. The trial study data were quantitatively analyzed to determine the pattern of 
response frequency.  Then the categorization was redefined to improve the 
usefulness.  

 
Result 

 
 The descriptors naturally fell into two types of expressions: subject’s affects and 
subject’s posture or stance.  They were bidirectional in-terms of concerns: some facial 
expressions showed obvious concerns toward the interviewer and others related to their 
peers.   The pattern that emerged was a two-by-two structure of types and directions.  
Another column was added for the users’ convenience to record the interpretations.  Each 
observed facial expression needed to be judged against the spoken message. The 
applications or interpretations are left up to the user.   
 
 The interpretations given by the American students seem to indicate that the 
“affect” expressions revealed the emotional tone which some times betrayed the spoken 
statements or truly validated them.  The “posture expressions” helped the observer 
determine how seriously the comment should be weighted or how much more meaning 
needed to be read between the lines. 
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Product 
 

Interview Observation Checklist of Facial Expressions 
 

Circle applicable items in the first column & check the middle &/or right column(s) 
to show to whom the affects or postures are related or directed . 

The last column is provided for interpretive conclusions i.e. totes to show how the facial 
expressions supported, modified or contradicted the verbal information. 

 
 
    
 
Subject’s affects   
positive   
friendly, open   
sincere, truthful   
serious 
moved/touched 
relaxed/comfortable 
calm 
nervous 
shy 
sad/regretful 
(others*) 
 
Subject’s posture  
firm, strong , emphatic  
animated 
affirming 
eager to convey/convince 
seeking agreement/approval  
checking comprehension   
making an appeal 
lacking confidence 
hiding feelings & 
withdrawing  
argumentative  
disagreeable 

In relation  
to inquirer 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

In relation  
to others/peers 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Interpretation 
Application Note 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
   
 

 
 

 
 
 
In this case study, there were no outbursts of strong emotions.  However, it is 

possible that certain interview topics can evoke strong emotions necessitating additional 
affective items from the universalists’ lists such as surprise, fear, disgust, anger, 
happiness, distress-anguish, contempt-scorn, shame, guilt, etc.* 
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Bear's image represented in Picturebooks 
(We received financial support from Brain-Korea21 project for this research)  

 
* Background  

 ‘Animal’ characters appeared frequently in picturebooks, as many 
as ‘men’ characters. These characters can be easily friendly to 
children and play a important role of accumulating knowledge of the 
world to them.  

Scholars said that animal characters’ frequent appearance in 
picturebooks have some reasons. There are children's preference and 
intimacy with animals. And children’s behavior is closer to animals 
than civilized men. Besides, animal characters are easy to create 
characters because they have type characters. It's also easy to create 
story because animal characters can keep away from many 
controversial issues(Kim, Seo Jeong, 2003; Nikolajeva, 2002).  

It is important to consider how animal characters’s images describe 
in picturebooks because the images reflect the culture. It is based on 
premises that readers are prepared to accept the meaning of 
image(Hyun, Eun Ja, Kang, Eun Jin, Byun Yun Hee & Shim Hyang 
Boon, 2004:30). In other words, children accumulate the knowledge 
of the world by reading picturebooks and there are author’s own 
viewpoint and the cultures of the times and society in picturebooks. 
So children, main reader of picturebooks, are unconsciously affected 
by the viewpoint and cultures of picturebooks to some extent.  

Especially, this study is analyzed in bear characters than other 
animal characters. There are some reasons. First, Bear is the one of 
most frequent characters in all ages and countries and genres of 
literature. Second, a boundary between bears and people is dim in 
many literature works so bear identified with men or bear is 
transformed into men(Nakajawa Sinichi, 2002), therefore the bear 
seemed to deeply interact with men.   
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* Purpose of this study  

In study of bear’s images represented in picturebooks as an 
influential media to children, characterizations are analyzed through 
both words and pictures’ in the picturebooks. This study was 
conducted in order to examine the bear character's type and image 
represented in picturebooks published in Korea.  

* Method and Picturebook list used for this study  
 
In this study, 55 picturebooks that are shown interaction between 

bear and people are selected among creative picturebooks in printed 
in Korea. Then they are analyzed by a check list prepared for this 
study. The check list questions were divided into five areas: 
picturebooks' basic information, bear's character type, the places that 
the bear appears, bear's images as individual and bear's images in 
the relationship between people and bear. 
 
* The result of this study 
 

  As a result of this study, in the picturebook, the bear appeared on 
the scene as a thing rather than as its real figure, and the place 
where the bear stays mainly was a human society, especially the cozy 
corner staying together with the human. And it appeared as a teddy 
bear in its childhood and as an animal in its frown-up. It was shown 
that the human feels nostalgia from animals for the pure original 
nature and close relationship of the former times. And the bear was 
said to have appeared as the following special types; that is, it 
appeared more often as a thing rather than an animal, as a male 
rather than a female and as a child rather a grown-up, personified in 
most cases. Among the 9 kinds of its image related to the human, it 
was shown mostly to be a comfort like a friend with the human at 
40%, as against 12% for an aggressor or a threat, 11% for a being 
to help and protect the human, and 11% for a being needed for help 
from the human. The gender of the bear was clearly shown at 50% 
as the same proportion 50% for not showing it, and the age of the 
animal was not identified as of 72%.  
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  Based on the result of this study, the general discussion on this 
study is as follows.  
  First, in the picturebook, the bear appeared on the scene as a thing 
rather than as its real figure, and the place where the bear stays 
mainly was a human society, especially the cozy corner staying 
together with the human. And it appeared as a teddy bear in its 
childhood and as an animal in its frown-up. It was shown that the 
human feels nostalgia from animals for the pure original nature and 
close relationship of the former times.  
  Second, the bear was said to have appeared as the following special 
types; that is, it appeared more often as a thing rather than an 
animal, as a male rather than a female and as a child rather a grown-
up, personified in most cases. The way of personification was mostly 
‘it speaks’ and the contents of personification were shown mainly to 
be ‘it talks with the human’, ‘it holds a small thing with it’ and ‘it 
expresses a human-like gesture or behavior’, and when personified, it 
was shown weakly. And it appeared to be active rather than to be 
passive and to be independent rather than to be dependent, and 
when shown a target, it acquired it by itself.  
  Third, among the 9 kinds of its image related to the human, it was 
shown mostly to be a comfort like a friend with the human at 40%, 
as against 12% for an aggressor or a threat, 11% for a being to help 
and protect the human, and 11% for a being needed for help from 
the human.  
  Fourth, the gender of the bear was clearly shown at 50% as the 
same proportion 50% for not showing it, and the age of the animal 
was not identified as of 72%. Therefore, it was shown to be in 
accordance with the previous study(Nikolajeva, 2002) to some extent 
that the animal characters can avoid the social issue such as gender 
and age.  
  Fifth, when analyzing the types and images of bears in a 
picturebook, the way of composing characters both in the sentences 
and in the pictures should be considered, and especially in the 
analysis of the animals/things and of the gender, the information in 
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the picture gave a great help. Accordingly, the analysis in the 
picturebook should be performed thru both sentences and pictures.  
 
* The meaning of this study 
 
  Based on such content, the meaning of this study can be shown as 
follows.  
  First, this study has a meaning that, unlike the fact that the study of 
picturebook so far was focused mainly on the educational effect of the 
picturebook or the response of children, it was analyzed, based on 
the literature factor of the picturebook and approached the 
picturebook as a study for the literature.  
  Second, this study has a meaning that by analyzing an image of the 
bear appeared on the scene in the picturebook, based on the fact that 
the picturebook reflects the author’s view, the author’s view of the 
animal and children was going to be found out.  
  Third, this study has a meaning that in the study so far on the 
analysis for the picturebook, unlike the fact that it was analyzed 
focused mainly on the sentences, the characters in the picturebook 
was analyzed thru reading the sentences and pictures.  
  Fourth, this study has a meaning that when analyzing the 
personification of bears in the picturebook, thru dividing the methods 
of personification, it was analyzed how often each method was used 
in the personification of the animal characters, and the study on the 
personification was fully performed in details by finding out the 
degree of personification for each stage.  
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Prediction and Mathematical Reasoning 
 

Ok-Kyeong Kim and Lisa Kasmer 
 

ABSTRACT 
 

This study investigates the role of prediction in promoting student reasoning in the 

mathematics classroom. In this paper, we describe what prediction is, including the aspects 

that are unique in prediction and common with other reasoning components, such as 

conjecture, and how prediction can promote students’ thinking and reasoning in the 

mathematics classroom. We also discuss issues and implications for using prediction in the 

classroom.   

Prediction has received little attention from researchers in mathematics education, 

compared to other aspects of mathematical reasoning, such as justification. Part of the 

reason may be that prediction is considered in relation to conjecture or hypothesis and 

typically not seen as a unique feature of reasoning. For example, the Trends in Mathematics 

and Science Study (TIMSS) includes hypothesize, conjecture, and predict in one category in 

its assessment framework on reasoning (Mullis, Martin, Smith, Garden, Gregory, Gonzalez, 

Chrostowski, & O’Connor, 2001). Some researchers used prediction and conjecture 

interchangeably (e.g., Blanton and Kaput, 2005). On the contrary to the case in mathematics 

education, a body of research has investigated prediction in the area of reading (e.g., Block, 

Rodgers, & Johnson, 2004; Palincsar & Klenk, 1991). In such research, students were asked 

to make a prediction as they were engaged in a reading activity using questions, such as 

‘what do you know about this character that helps you predict what he or she will do next?’ 

and ‘given the situation in the story, what will possibly happen next?’ Research found that 

asking students to make such predictions helped increase students’ reading comprehension.  
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In addition, our analysis of the state mathematics standards in the United States revealed 

that every state had a minimum of one grade level expectation pertaining to prediction in its 

standards and, furthermore, prediction was the most prevalent expectations across grades as 

well as content strands among all aspects of reasoning (Kim & Kasmer, 2006). This suggests 

that prediction be a very basic and important component of reasoning that could be easily 

and routinely pursued at all grade levels and in all mathematics content strands. Those 

prediction expectations delineated the potential of prediction to encourage student reasoning. 

It also implicated the sound rationale to investigate the potential of prediction in the 

mathematics classroom that encouraged mathematical reasoning. As such, we began to look 

at how prediction could help students’ mathematical reasoning by observing classrooms 

where prediction was utilized at the launch of each lesson. In this paper, we search for 

aspects of prediction expectations in state mathematics curriculum standards and compare 

them with other aspects of reasoning, such as conjecture and generalization in order to 

identify what prediction is. By conceptualizing how prediction can help teaching and 

learning of mathematics with an emphasis on reasoning, we then build a framework for 

prediction to use for the analysis of classroom data. We also further elaborate ways in which 

prediction can promote mathematical reasoning utilizing this conceptual framework for 

prediction as well as classroom data. Finally, we discuss issues and implications for using 

prediction in the mathematics classroom. 

What Is Prediction? 

Prediction has some features that other reasoning components, such as conjecture and 

hypothesis, have. Prediction, however, has its own unique characteristics also. What is 

prediction, then? It seems that people have various ideas about prediction and types of 
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prediction also vary. Table 1 presents examples of grade level expectations pertaining to 

prediction drawn from state mathematics curriculum standards at the K-8 level in the United 

States. These examples delineate a range of predictions: simple predictions, sophisticated 

predictions, predictions that can form a generalization, predictions made from a 

generalization, predictions in relation to particular single events, and predictions dealing 

with general structures.         

Table 1. Examples of Prediction Expectations from State Standards in the United States 

 prediction expectation state grade content strand 
A Predict what comes next in an established  

  pattern and justify thinking 
UT K algebra 

B Conduct simple experiments and use the data  
  to predict which of the events is more likely   
  or less likely to occur if the experiment is  
  repeated 

WV 1 data analysis and  
  probability 

C Make and test predictions about measurements,  
  using different units to measure the same  
  length or volume  

OH 2 measurement 

D Summarize information and relationships  
  revealed by patterns or trends in a graph, and  
  use the information to make predictions 

LA 4 algebra 

E Predict and justify the results of subdividing,  
  combining and transforming shapes  

MO 5 geometry 

F Predict and evaluate how adding data to a set  
  of data affects measures of center  

OR 7 data analysis and  
  probability 

G Predict an outcome given a linear relationship WA 8 algebra 
H Predict the effect on the graph of a linear  

  equation when the slope changes 
OK 8 algebra 

 

Prediction often happens at an early stage of any mathematical exploration. This type of 

prediction could be a premature guess, not based on plausible reasoning, and yet it can also 

be a more sophisticated chain of reasoning using relevant mathematical concepts. For 

example, Expectation H in Table 1 can be accomplished just by random guessing or based 

on plausible reasoning about linear relationships. In other cases, prediction can occur based 

on an established generalization of patterns observed. Prediction in this case can be a further 
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application of generalization using known facts. Examples of such predictions are also seen 

in Table 1, with Expectations B, D, and F.  

Prediction is sometimes used interchangeably with conjecture (e.g., Blanton and Kaput, 

2005), and yet it seems that the two aim at different purposes. A conjecture is to be tested to 

form a generalization (see Reid, 2002), but a prediction may or may not lead to a 

generalization (e.g., Expectation F in Table 1 can also form a generalization) and can be an 

application of generalization as described above. Prediction can be based on either 

conclusive (complete) or inconclusive (incomplete) information whereas conjecture is based 

on inconclusive (incomplete) information. In this sense, conjecture can be understood as a 

specific type of prediction. It can also be said that a prediction attempts to describe the 

outcome of a specific future event (such as Expectations A, E, F, and G in Table 1) while a 

conjecture attempts to describe a general structure of events (Expectation C can produce a 

conjecture dealing with several general cases). Given the various aspects of prediction 

discussed above, it is reasonable that Buenía and Cordero (2005) define prediction as a 

situational argument. In this paper, we use prediction broadly targeting guesses supported by 

reasoning that are made at the beginning of exploration and revisited throughout the 

exploration whether or not the guesses and reasoning are accurate.    

A Conceptual Framework for Prediction 

Prediction can play a versatile role in the teaching and learning of mathematics. Overall, 

prediction can stimulate student interest and motivation in mathematical exploration, and 

provoke prior knowledge while students are engaged in mathematical explorations. Here we 

describe a conceptual framework for prediction by considering five specific aspects with 
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which prediction can contribute to the teaching and learning of mathematics in general and 

the development of mathematical reasoning in particular. 

First, prediction can help students engage in sense-making. Prediction can be used to 

clarify what they already know, and to focus on related concepts. According to Buenía et al., 

making a prediction involves the recognition of mathematical ideas. Understanding 

mathematics means making sense of mathematical relationships. Boaler and Humprehy 

(2005) argue that learning mathematics means developing thinking habits such as looking 

for patterns, conjecturing, justifying, analyzing, and wondering. We believe that predicting 

can be considered a component of those thinking habits. Making a prediction affords 

students an opportunity to think about and organize previous concepts and possible 

connections between those concepts. Buenía et al. also argue that questions requiring 

prediction help make meaning and reorganize mathematics.  

Second, discussions of prediction can encourage alternative perspectives to look at a 

problem. When students offer their predictions with supported reasoning, various 

perspectives can come to the forefront of the discussion. Consequently, they have 

opportunities to listen to alternative views of, or approaches to a problem before they begin 

to explore the problem. One student’s prediction can assist another student to see the 

mathematics from a different perspective. For example, if one student offers a possible 

prediction, other students will have the opportunity to weigh this idea against what they 

believe is true. Comparing different predictions and perspectives can also guide students 

when solving the problem.   

Third, prediction helps make connections between concepts. Making predictions assists 

students in making connections between previous concepts and a new problem. These 

2007 HICE Proceedings 
Page 3020



 6

predictions can be considered as a connector to the concepts embedded in this new problem. 

Once students become engaged in the problem, they are able to connect and examine their 

ideas with respect to the predictions discussed prior to solving the problem. Comparing the 

work at hand with the predictions affirmed at the onset of the lesson gives students an 

opportunity to expand their thinking on related concepts. This way of conceptualizing 

prediction is supported by Buenía et al. who see prediction as “the source of reconstruction 

of meanings” (p. 316). 

Fourth, making a prediction can provoke visualization of a problem situation and 

related concepts. It also helps visualize what the results might look like with various 

conditions. A plausible visualization of the concept being investigated can lead to a valid 

prediction. In turn, this valid prediction can also lead to a visualization of the concept, thus 

contributing to the exploration of the concept at a deeper level. A gauge of reasonableness 

could be visualized for a suitable prediction as well as further exploration of the problem. 

Visualization also makes a problem more concrete and approachable. According to Cuoco, 

Goldenberg, and Mark (1996), visualization may not help develop the meaning, but it can 

support reasoning. In fact, Buenía et al. found that visual approach was one of the kinds of 

procedures students used to make a prediction.       

Fifth, prediction can be a useful tool to assess students’ thinking. Prediction can be used 

as an informal assessment prior to and throughout the exploration of a problem. When 

students pose their predictions, teachers have an opportunity to establish what students have 

understood from prior explorations and what connections they are able to construct with 

reference to the current problem. In addition, teachers can evaluate students’ 

misunderstandings and misconceptions through their predictions. Such informal assessments 

2007 HICE Proceedings 
Page 3021



 7

enable teachers to adjust their plans, taking into consideration the students’ predictions to 

further develop and focus on the mathematics of the lesson. Watson (2000) views teachers 

as informal assessors of student thinking, and we think using prediction is one way to 

accomplish the goal. Prediction also allows individual students a chance to assess their own 

thinking as they prepare to attack a new problem.  

Methodology 

In this study, we collected and analyzed classroom data (observation data such as 

videotapes and field notes, and student written work) to look for ways in which prediction 

can be utilized in the mathematics classroom. Data collection and analysis processes are 

described below. 

 Classroom observation data were gathered while two middle school teachers taught 

mathematics lessons. These teachers were in two different schools in a mid-west urban 

school district in the United States. One teacher was a beginning teacher and the other was 

an experienced teacher. Both teachers were in the district mathematics curriculum 

committee and volunteered to participate in this study. These teachers incorporated 

prediction questions related to the main mathematical idea at the beginning of each lesson, 

and students were asked to write their prediction and reasoning behind it before the whole 

group discussion on prediction started. Observed lessons were videotaped and field notes 

were taken. Students’ written responses on prediction and reasoning were collected to 

further clarify students’ thinking. Segments highlighting discussions on prediction were 

transcribed for an in-depth analysis.  

For the analysis of the classroom data, we applied the conceptual framework for 

prediction. We also utilized the following focus questions: 1) what prediction questions were 
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asked, 2) what predictions students made, 3) how those predictions were supported, and 4) 

how the predictions helped students reason through the main activity of each lesson. Each 

researcher watched a videotaped lesson prior to meeting to mediate the analysis focuses. 

During collaborative analysis sessions various issues were discussed and a consensus was 

made regarding those focuses. Using the videotape as well as the transcribed discussion 

segment for each lesson, the ways in which prediction was utilized in promoting student 

reasoning were identified. We also checked across lessons to look for a general structure of 

the role prediction played in those lessons. 

Prediction in Classroom Episodes 
 

In this section, using examples from one of the teachers’ classrooms, we illustrate how 

prediction was utilized and encouraged student reasoning. We describe three sample 

episodes from this classroom and provide the analysis of the role prediction played in these 

episodes using the conceptual framework. In these episodes, students predicted results of 

problems and characteristics of linear and exponential functions. 

Episode I.  In this episode from the beginning of a school year, students solved a 

problem involving a race between two brothers:  

Emile’s walking rate is 2.5 meters per second and his little brother Henri’s walking 
rate is 1 meter per second. Henri challenges Emile to a walking race. Emile gives 
Henri a 45-meter head start. How long should the race be so that Henri will win by 
just a bit? (Adapted from Lappan, Fey, Fitzgerald, Friel, and Philips, 1998a) 
 
Prior to solving the problem, students were asked to make several different types of 

predictions related to this problem and discuss which of them seemed reasonable. First, they 

predicted if graphs, tables, and equations of this problem would look similar to what they 

had done before. One student said that this problem would produce lines with constant rates, 

which made them “linear.” Other students agreed with him and said that some of what they 
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had done were constant rates and some were not. Next, they predicted which line would be 

steeper if they graphed the situation. One student said, “Henri’s got steeper because he has a 

45-meter head start.”  Another student offered, “I think Emile because he goes further and 

faster in a shorter time.”  When the teacher asked how she knew he went further and faster 

in a shorter amount of time, she answered, “Because he’s a lot faster.”  Some students 

agreed with her. One student said, “Because he goes 2.5 meter per second and he travels 

faster, so his line will be steeper.” Last, students predicted how long the race they thought 

should be. Students offered various predictions ranging from 50m to 250m (50m, 100m, 

200m, 60m, 55m, 75m, 70m, 250m, 175m, and 150m were their predictions, in order of 

being offered). One student whose prediction was 250m said, “There should be a longer 

distance so Emile can catch up.” As soon as he finished, another student said, “I disagree 

with him because Emile’s walking rate is double Henri’s. So, it’s not going to be 100 and 

up.” Many agreed with her and said, “100 is too high” and changed their prediction for the 

race distance. A couple of students were trying to figure out the distance that each could 

make in a certain amount of time, like 10 seconds. At that point, the teacher asked students 

in pairs to figure out the problem using the idea that they had. 

In Episode I, predictions were made about three things: a) if the problem looked 

familiar with respect to graph, table, and equation; b) which of the two lines would be 

steeper; and c) what would be the optimal distance of the race. Predictions related to the first 

two enabled the students to make connections between what they had done before and the 

problem they had to solve. In making such connections, the key concepts were constant rates 

and steepness of lines. Using these concepts, students also predicted some characteristics of 

the lines that the problem would produce. Predictions related to the last certainly invited 
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students’ interest in the problem and provided motivation to solve the problem. It also made 

them think about the relationship between the two lines in terms of two different constant 

rates as well as a head start. When predicting the brothers’ race distance, students provided 

random guesses at first, but revised their predictions in more sophisticated ways once they 

began to discuss the reasoning behind the predictions. When a girl pointed out the brothers’ 

walking rates in relation to one another (“Emile’s walking rate is double Henri’s”), many 

students were convinced and changed their predictions. Apparently, these students began to 

see the problem situation from a perspective that was different from the one they had prior 

to this discussion. Having this discussion prior to solving the problem enabled students to 

engage in the problem, to agree or disagree with each other’s predictions based on their 

reasoning, and to make sense of the problem situations by visualizing the two linear 

relationships.  

Episode II.  This episode occurred one month after Episode I. Students predicted 

characteristics of equations, such as the slope, the y-intercept, and the steepness of a line, 

before drawing the lines of the equations. In previous lessons students explored the meaning 

of the slope and the y-intercept without involving any equations; they explored a rate of 

change (vertical change over horizontal change, or rise over run) using two points and a line 

between them and tables, and where a line crossed the y-axis using tables. In fact, students 

were asked to make predictions about these concepts based on such explorations prior to 

continuing to investigate them using equations as well as graphs and tables. When predicting 

the characteristics of y = 3x + 5, students said, “It started at 5 and then goes up in a constant 

rate.” They also said, “It’s going to be increasing.” Their reasons were “because it’s 3x and 3 

isn’t a negative,” and “because you are adding [values].” But, when the teacher asked them 

2007 HICE Proceedings 
Page 3025



 11

whether the line of the equation would decrease if it’s a negative number, they were not 

sure. Despite this uncertainty, almost all of the students seemed to agree that the line would 

be increasing. With regard to the slope, some students suggested using the two numbers (i.e., 

3 and 5) in this equation to determine the slope of the line of the equation, such as “5/3.” 

But, many raised the question, “How do we figure out the slope without putting it [the 

equation] on graph paper?” When predicting the characteristics of y = .75x compared to y = 

3x +5, one student said, “It’s not going to start at 5 and it won’t go up as fast.”  The reason 

he provided was, “Because it’s .75 and 3 is a higher number.”  When the teacher asked 

where it’s going to start, one student said, “It’s going to start at zero.” Another student said, 

“It’s not going to start in any particular place because it could go on forever.” When the 

teacher asked them in particular about the y-intercept (“Where does the line cross the y-

axis?”), some students said, “Probably zero.”  Others said, “Zero comma five (0,5).” And 

yet, many students were not sure about how they would relate the slope and the y-intercept 

that they knew with these equations. At this time, the teacher asked students to make tables 

and draw lines of the questions in order to find the slopes of the lines using any two points 

on each of them as they did in the previous lessons. On the following day, they continued to 

talk about the equations and the related concepts. Through this discussion, it was observable 

that many were able to relate the slopes of the lines with the rate of change in the equations. 

After this lesson, the teacher reflected as follows: 

The predictions did a good job [of] getting the students thinking about how the 
numbers in the equation relate to or affect the graph. Several students identified the 
y-intercept in the equation as the place where the graph “starts.” … Students were 
able to identify an equation with a greater rate of change as having a graph that will 
be steeper than an equation with a lower rate of change. Furthermore, students were 
able to identify that an equation with a negative rate of change will have a graph 
that goes down from left to right.  
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As with Episode I, in Episode II students were engaged in sense-making through 

prediction. When predicting characteristics of the lines of the equations, they tried to make 

sense of the equations using what they knew about the slope and the y-intercept. In this 

lesson, students expanded their thinking about these concepts by making connections 

between the slope and the y-intercept found in tables and graphs and those in the equations. 

The predictions required in this lesson certainly made students question how they could find 

the slope without graphing the equations. This question presented students with curiosity as 

well as frustration, and yet it also revealed that the discussion about the predictions they 

made enabled them to become more open for an alternative method to find the slope. They 

also made predictions on one equation (e.g., y = .75x ) in relation to another (e.g., y = 3x + 

5). Predicting and comparing characteristics of two equations helped students see the 

differences between the two and how those differences contributed to the characteristics of 

the lines.   

Episode III. In this episode that was taken from the second half of the school year, the 

classroom introduced exponential relationships for the first time. Prior to this lesson, 

students learned linear relationships. Before students explored the main problem of the 

lesson, they were asked to read the problem and then make predictions in relation to the 

problem. The problem context was as follows: 

Alejandro is making ballots for an election. He starts by cutting a sheet of paper in 
half. He then stacks the two pieces and cuts them in half. He stacks the resulting four 
pieces and cuts them in half. He repeats this process, creating smaller and smaller 
pieces of paper (Lappan, Fey, Fitzgerald, Friel, & Philips, 1998b, p. 5). 

 
A first prediction question was “If Alejandro makes ten cuts, how many ballots do you think 

he might have?” Several students said that it would be twenty. Their reasons were: 

“every time you cut one, it’s two ballots”; “it has to be constantly doubled every time.” 
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When the teacher asked any other predictions besides twenty, one student said that he got 

64. He said that he counted, but when the teacher asked what he counted, he tried to explain 

what he did to come up with that answer and yet was not able to articulate his thinking. 

Another student said that he got 1012. The teacher prompted him to explain his reasoning 

with this question, “It’s a lot of ballots. How did you come up with 1012?” The student 

explained that he doubled every time, like 1, 2, 4, 8, 16, 32… When this was shared, a few 

students were puzzled. They said, “What is he talking about?” But, some other students said, 

“He did right.” At this point, another student said that he also doubled the ballot every time 

and he got 1024. Once all possible predictions were shared, the teacher asked a second 

prediction question – whether the problem situation was a linear relationship or not. This 

question was a little more challenging because the students explored linear growth of 

functions and had no opportunity to see other cases yet. Many students thought this was 

linear and their reasoning was “Because it suddenly goes up like constant.” The teacher 

prompted their thinking with questions such as, “Do you think the number of cuts goes up at 

a steady pace?” and “So, if you graph this, it’s going to be a straight line?” Some students 

responded that the graph would “jump” or “curve.”  

As with other episodes, in Episode III the prediction questions helped students examine 

the problem and provided motivation to solve the problem. Having this discussion prior to 

solving the problem involving a new concept (exponential relationships) enabled students to 

engage in the problem, to make sense of each other’s predictions based on their reasoning, 

and to make sense of the problem situation by visualizing it on a graph in their mind. It 

seemed that the predictions students made helped them develop connections between what 

they knew and the problem they had to solve, i.e., a connection between linear and 
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exponential relationships. Before they started exploring exponential relationships, students 

revisited linear growths of functions and had an opportunity to see differences between the 

two concepts. In addition, with these prediction questions, students shared various thoughts 

about the problem. The discussion on those questions gave them an opportunity to verbalize 

their thinking and could hear different approaches to this problem before exploring it. 

Through this discussion on students’ predictions, the teacher was able to assess 

students’ thinking before starting a new topic, exponential relationships. The students 

pictured the problem context in their mind and yet their visualization of this problem still 

remained in linear growths. From the discussion, students also began to think about what it 

meant to double the ballot every time. Even with different predictions, students provided the 

same explanation for their predictions, i.e., doubling the ballot each time. Some students 

thought that doubling the ballot every time meant adding two every time; some thought it 

meant multiplying the number of cuts by two each time; only a few students thought about 

this in relation to an exponential growth. Such observations helped the teacher sense what 

his students knew and plan subsequent lessons of this new topic accordingly.       

In each episode, as the discussion proceeded, the teacher asked what made students 

think in a certain way and if what they said made sense with respect to each other’s ideas 

about their predictions. His questions made it possible to discuss reasoning on the concepts 

related to the problem posed. Overall, using prediction questions routinely, the teacher found 

his students much more engaged in the problems they solved as well as the discussion they 

had about related concepts. The discussion enabled students to rely on their reasoning based 

on what they knew rather than answering questions mechanically. They also had 

opportunities to listen to various ideas and reasoning about the problem they solved and 
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examine these ideas. In the meantime, the teacher could evaluate students’ understanding of 

related concepts prior to solving the main problem of each lesson.  

Discussion 
 

The episodes show that the initial conceptual framework for prediction helps understand 

and characterize how prediction can promote mathematics teaching and learning in general 

and student reasoning in particular. As described above, prediction played a versatile role 

helping the students in the middle school classroom explore algebraic concepts, such as 

linearity. Even though the teacher and the students in this classroom utilized prediction for 

the first time in this school year, the teacher acknowledged the advantages of using 

prediction in his classroom and made attempts to use prediction to help his students’ 

thinking. Moreover, prediction questions naturally led the students to engage in the 

discussion of reasoning. Below we discuss some issues and implications in relation to a 

better use of prediction in the mathematics classroom.  

We find that it is important to pose well thought out prediction questions. Prediction 

questions have to encourage students to utilize prior knowledge for the main exploration, 

and yet they should not give away the mathematical ideas of the lesson that students will 

explore. The teacher in the episodes had students share their prediction and reasoning, and 

once the discussion with prediction questions set the foundation of the exploration of the 

main problem, he ended the discussion and asked students to solve the problem. 

Intentionally, he did not make the main ideas fully discussed before students solved the 

problem of the lesson. Even though predictions at the launch of a lesson can get to a deeper 

level of discussion, students need to have time to explore the important concepts and ideas 

on their own. Revealing the main concepts at the launch can take away students’ opportunity 
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of exploring the concepts.    

The results also indicate that it is important for students to elaborate their prediction and 

reasoning behind it, rather than simply providing a prediction. When students were 

encouraged to support their predictions with the mathematics they had studied previously, 

they tried to find a possible clue for the problem from what they knew. Students should be 

prompted to make a prediction without fear of being judged and yet still be responsible for 

justifying their prediction and for providing ideas to support their arguments related to the 

predictions they made. In the episodes, discussions with prediction and reasoning behind it 

led students to evaluate various ideas presented by individual students or as a group, and 

agree or disagree with those ideas. The teacher often asked students whether they agreed or 

disagreed with an idea presented. During the discussions, students also expressed an 

agreement or disagreement with supporting evidence or reasoning. When students 

verbalized their opinion with supported reasoning, reasoning around concepts related to the 

main problems became a natural process they went through while exploring the problems.  

In the classroom from which the three episodes were drawn, writing predictions with 

supported reasoning encouraged individual students, especially those who were quite, to 

organize and communicate their thinking. Writing is a significantly important part of doing 

mathematics and serves as a good communication tool (Carter and Carter, 1994; National 

Council of Teachers of Mathematics, 2000). When writing their predictions with reasoning 

before talking to each other, students can be given an opportunity to organize their own 

thinking to be ready to share with others. Later, students can change their predictions based 

on others’ predictions and reasoning. Then, they can have another opportunity to write their 

revised predictions with more sophisticated ideas. In this way, they can also revisit these 
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predictions throughout the exploration and compare these predictions with the results of the 

exploration.  

One last thought on using prediction is that prediction should be utilized as a thread to 

connect the entire investigation together. Making predictions does not necessarily promote 

students’ mathematical reasoning. Predictions made at one point of a lesson need to be 

followed up throughout the lesson and students should be encouraged to rethink their initial 

predictions as the lesson progresses. Students need to have a chance to compare their 

predictions with the actual results, examine the predictions, revise them if necessary, and 

provide their reasons for the change. Using predictions in such a way helps students make 

connections among related concepts and develop an attitude of going back to and checking 

the validity of their reasoning. It will also help students refine their thinking about the 

concepts as they develop more sophisticated predictions.  

 In closing, we propose that utilizing prediction questions in the classroom will help 

promote students’ mathematical reasoning. When making predictions, students can engage 

in making the meaning of mathematical concepts, build connections among related concepts, 

hear various approaches and ideas, and visualize problem situations to reason about. 

Furthermore, teachers have an opportunity to assess students’ thinking and adjust their 

teaching plan accordingly. 
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Introduction 

This paper reports the results of a pilot study to evaluate the effectiveness of the redesign of an 
interprofessional Health Science team development course into a blended course format. Blended courses 
combine online components (i.e., delivered completely on the Internet; asynchronous/synchronous) with 
those found in traditional face-to-face courses. This study was designed to: a) prepare students to be more 
comfortable with technology in a collaborative virtual setting and, b) investigate the effects of various 
aspects of technology integration on teaching and learning by altering the mode of course delivery. Two 
versions of the course (blended and traditional) were compared. The blended course combined three 
delivery modes: face-to-face, synchronous (Elluminate Live® virtual classroom voice/video over IP 
technology) and asynchronous (WebCT®). Evidence was collected in the form of achievement measures, 
informational and attitudinal questionnaires, and focus group data with the students and instructor 
interview.  

 
Background and Context  

The concept of e-learning is usually defined within the scope of three broad user categories that 
are not necessarily mutually exclusive: e-learning as distance education (i.e., Internet courses); e-learning 
as facilitated transactions software (i.e., WebCT and/or Elluminate); or e-learning as electronically 
mediated learning (i.e., instructional software or productivity tools) (Kenny, 2005; Zemsky & Massy, 
2004; Davies, 2002; Care & Scalan, 2001). The redesign of IntD410 into a blended course involved 
various aspects of all three categories. 

Two recent reviews of distance education by Bernard et al. (2004) and Tallent-Runnels et al. 
(2006) provide excellent overviews of distance education (DE) verses classroom instruction and teaching 
courses online respectively. Bernard et al., (2004) conducted a comprehensive meta-analysis by 
examining 232 studies and evaluating 688 independent achievement, attitude and retention outcomes. 
They found effect sizes of zero on all three measures and a wide variation of reported results. “There were 
instances in which the DE group outperformed the traditional instructional group by more than 50%, and 
there were instances in which the opposite occurred, for example, the traditional instructional group 
outperforming the DE group by 48% (p. 406). Closer examination of the results revealed that 
achievement outcomes for synchronous applications favored the classroom instruction while achievement 
outcomes for asynchronous activities favored normal distance education conditions (i.e., time and place 
independent).  

Tallent-Runnels et al. (2006) reviewed 76 studies of online teaching that were largely descriptive 
and exploratory in design. Overall their conclusion was that asynchronous instruction could allow for 
more in-depth communication but not anymore than what could be found in a traditional classroom 
setting, therefore no difference in learners’ outcomes between the two environments was reported. 
Generally students liked the flexibility offered in an asynchronous learning environment. Asynchronous 
technology is also able to support and develop active collaborative learning environments (Benbunan-
Fich & Hiltz, 1999).  

In the context of health sciences, a multitude of studies, programs, and initiatives address the 
application of e-learning technologies on course delivery. Most of these studies illustrate the application 
of technology in the delivery of a single discipline course or program commonly utilizing asynchronous 
technology. WebCT (Becker & Godwin, 2005; Henly, 2003; Correa, deCampos, Souza & Novelli, 2003), 
web boards (Upton, 2006), email (Mattheos, Nattestad, Schittek, Attstrom, 2001) and other forms of 
communication (Ricciardone et al, 2003) allow students to interact with the technology at their 
convenience but not necessarily simultaneously with other students. The ability to communicate 
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asynchronously has been highlighted as a particularly desirable option given the increasing demand for 
both time-saving solutions and technologies that allow rural or international students to access quality 
education (Moore & Hart, 2004).  

Few studies in Health Sciences education report on the use of synchronous technology. One study 
reported that a synchronous, on-line learning environment was able to effectively achieve goals of “deep 
learning” and “in-depth discussion” around specific content areas (Armitt, Slack, Green & Beer, 2006). 
Again, the focus has been unidisciplinary with respect to a specific content area, rather than the 
interdisciplinary development of team skills (Armitt et al, 2006; Mash et al, 2005).   

Studies specifically exploring how the dynamics of interdisciplinary teams are affected by 
changes in the learning format from face-to-face classrooms to on-line learning sessions remain rare, 
especially when both asynchronous and synchronous are combined. Findings from this pilot study, carried 
out through the University of Alberta’s Health Sciences Council in the winter term, 2006, strives to 
address this gap in the existing literature. 

 
Interdisciplinary 410 Health Team Development Course 

Over the past 15 years the University of Alberta, Health Sciences Council has established an 
interprofessional initiative to address the educational requirements (classroom and experiential) at an 
undergraduate level. In the 2005 – 2006 academic year (when this pilot study was run), 750 health 
sciences students were enrolled, comprising 2.2 % of the total university enrollment of 34,000. At the 
core of this initiative is the introductory course Interdisciplinary (IntD) 410 Health Team Development 
course (Philippon, Pimlott, King, Day & Cox, 2005).   

Interdisciplinary 410 Health Team Development is a process-learning course designed to provide 
health science students with an opportunity to work as an interdisciplinary team in a classroom setting in 
order to develop and enhance team process skills. Specifically, the learning outcomes were defined to 
enable students to: a) understand the roles of health professionals and their contributions to the team, b) 
demonstrate team process skills for effective team interaction, c) demonstrate team decision making using 
scenario-based cases, and d) demonstrate a shared patient-centered approach to health.  

This course is a requirement for nine Health Science programs (dentistry, dental hygiene, 
medicine, medical laboratory science, nursing, nutrition, occupational therapy, pharmacy, and physical 
therapy). Students from the Faculty of Physical Education and Recreation (kinesiology and recreation 
therapy programs) and Human Ecology also enroll, although the course is not a program requirement. In 
each classroom, 6 interdisciplinary teams of 5-8 students are supported through learning activities by at 
least 2 facilitators (1 faculty member and 1 community practitioner). The facilitator’s role is to support 
student learning by guiding teams through the scenario activities, initiating large group discussion, 
conducting student evaluation and identifying team process issues. A student manual outlines the 
activities for each class, as well as provides theoretical information regarding the key team process skills. 

Each student is assessed by adequate completion of reflective assignments, observable team 
process behaviours and a team objective structured clinical examination (TOSCE). The TOSCE was 
modified from the OSCE, which is commonly used to assess clinical skills in Health Science programs, 
such as medicine, physical therapy and nursing (Roberts, Brannan & White,2005; Ruizi, Mintzer & 
Leipzig, 2006; Barman, 2005; Wessel, Williams, Finch & Gemus, 2003; Nayer, 1993).  
 
Course Redesign 
 The Health Sciences Council and the Faculty of Education collaborated in the redesign IntD 410 
into a blended course format. The blended course content remained aligned with the traditional course and 
only minor modifications were necessary. The IntD410 course delivery modes consisted of traditional 
classroom face-to-face instruction and online asynchronous/synchronous interactions. Students used the 
WebCT course management system to conduct their asynchronous interactions. Online asynchronous 
classes had the students work independent of each other on such tasks as accessing library resources, 
viewing video clips, pre-class readings, submitting work, and downloading notes and assignments 
(Barron et al. 2005; Care & Scalan, 2001; Bigelow, 1999). Synchronous online classes used Elluminate 
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desktop virtual classroom environment to support their interactions. Class times were set to match those 
of traditional F2F class. Students were grouped into interdisciplinary teams similar to those found in the 
traditional F2F class. The facilitator and students could interact as they would do in a normal classroom, 
through the use of an interactive whiteboard, voice (headphones with microphone) and/or a WebCam.  
 Seventy percent of class time remained face-to-face. The first and last classes were selected as 
face-to-face classes in order to evaluate the teams in a more traditional learning environment. The last 
class typically is the final team practical examination, providing a final opportunity to observe and 
evaluate the teams in person. The second face-to-face class occurred midway through the course.  
 
Measures 
The Computer Background Survey was used to determine the basic computer experience of all students 
and whether both groups of students had similar computer experience. The University of West England 
(UWE) Interprofessional Questionnaire34 is a 35-item questionnaire using a Likert scale. The Team 
Objective Standardized Clinical Examination (TOSCE) was used to evaluate all four blended class teams 
and two randomly selected F2F teams during the first and last classes (King, Pimlott, Taylor, Loomis & 
Skakun, 2005). Classroom Evaluation where each F2F team was observed during class on three different 
occasions for 30-minute intervals. For the blended class teams observations occurred for 15-minute 
intervals, as it was easier to move in and out of the teams. Observations of team interactions using a 
standardized form that corresponded to the TOSCE checklist. 
 
Student Comments from Blended Learning Course 
Generally, all students in the blended learning course felt it was a positive experience and should be 
expanded for future offerings. Students appreciated the fact that they did not come home late after an 
evening class and that their time at the University was shortened. In addition, students recognized that 
learning in an online environment was good preparation for clinical practice as they saw this as the ‘way 
of the future’.  
 
Using the Technology 
Students from the blended learning course felt that Elluminate was self-explanatory and easy to use, 
especially since students are familiar with computers. Students did express having some difficulty in 
using the Whiteboard within Elluminate (confusing, time consuming), but it did become easier with more 
experience. Students found it challenging that they could not speak simultaneously. Another rewarding 
aspect of Elluminate was that is was difficult to gossip, so time was used more effectively.  
 
Meeting Course Objectives 
Giving and Receiving Feedback 
Generally students felt that providing feedback in an online environment was easier because they felt less 
inhibited and confrontational than if they had been in person. It allowed for more time to reflect on what 
was to be said and you could not see the other person’s reaction, therefore it was more comfortable.  
 
Decision-making  
Initially, students seemed to find it a challenge to make decisions in an online environment; however this 
seemed to improve with practice. Students appear to become accustomed to the lack of body language 
and dialogue that normally helps them make decisions in a traditional environment. 
 
Team Roles  
Similar to comments from students in the F2F classes, the purpose of using team roles (Initiator, 
Recorder, etc) in an online setting was unclear. Some students felt roles were important to learn, others 
didn’t feel there was a purpose. However, there appeared to consensus that all students should have an 
opportunity to be the Initiator at least once.  
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Teamwork 
Students in the blended learning class felt they had to work harder to develop as a team in the online 
setting because they were physically isolated from each other. These teams appear to the facilitator, who 
has taught in both formats, to be equally as effective once students learned to use the medium. 
 
Drawbacks of Blended Learning  
Development of Communication Skills 
All students expressed challenges with developing and practicing non-verbal and verbal communication 
skills. In an online setting, one cannot rely on subtle body language cues that one would in person. For 
example, students have a harder time learning to not fidget, to make eye contact and listen attentively. It 
is easy to overlook someone who is distracted and not attending to the task, because you cannot see them. 
The Standardized Patient interview was particularly challenging because the students did not have any 
visual cues to assist with the interview. Students also recognized the fact that they did not develop 
strategies to address interrupting one another because only one person could speak at a time.  
 
Distractions  
Students acknowledged the fact that they could become easily distracted and less task focused in the 
online setting. First, the text messaging box provided an area for the students to ‘chat’ whether it was 
course related or not. With the Standardized Patient interview, some students felt there was an unfair 
advantage for the teams in that they could message each other during the interview, something that could 
not be done during an in person interview. Second, with no one able to see each other, students could 
check emails or do other non-course related activities without anyone observing.  
 
Measure Results 
 

Entering the course, students from both groups were very similar with respect to their level of 
ease with and access to technology, indicating that the blended learning students had no incoming 
advantage over the F2F students in this regard. 

The results from the Interprofessional and TOSCE scales indicated no difference between the 
groups at the beginning or the end of the course with respect to students’ self-assessment of their own 
communication and teamwork skills, attitudes towards interprofessional learning, perception of 
interactions between different health professionals and perception of their relationships with health 
professionals from their own discipline and other disciplines. 

The majority of students from both groups felt the course allowed them to increase their 
understanding of the role of other health care professionals and effectively collaborate with other health 
care professionals and patients. However, students in the blended learning version expressed a 
significantly stronger agreement than the F2F students that the course provided them with insights into 
their own strengths and weaknesses as a team member, helped them identify essential behaviours for an 
effective team and overall would help them be more effective as a team member.  
 
Discussion  

The main objective of this study was to determine if team process skills that are traditionally 
taught, developed and enhanced in a small group F2F setting could also be taught, developed and 
enhanced in a blended setting. Data was collected from students in both the blended learning and F2F 
format in four main areas: previous computer experience and knowledge, interprofessional self-report 
assessment, external observations of team interactions and student perceptions of achieving the course 
objectives. The results indicated no significant differences between the students on any of the four main 
areas, except for student perceptions of achieving the course learning objectives.  
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The Retention Crisis:  Teacher Efficacy and Support for Beginning Teachers 

 
 

     The dynamic of “change” is no stranger to the teaching profession and is constantly 

manifesting itself within that arena in a myriad of ways.  Whether there is new legislation 

being enacted, new research findings coming into use, or endless other issues brought to 

the forefront, education as a profession is never stagnant.  Because of this fluidity, it is 

imperative that educational administrators continually examine the issues that confront 

teachers on a day-to-day basis, keeping in mind how they can best assist their faculty in 

maintaining the focus on their students and the overall instructional process.  School 

leaders are not only advocates for their students, but advocates for their teachers in the 

important role they play each day.  

     A variety of recent changes in teaching are directly related to the federal 

government’s No Child Left Behind (NCLB) legislation that has come to the forefront of 

our nation’s educational discourse in the past five years.  The issues represented in the 

following discussion are not intended to span the range of all matters related to the No 

Child Left Behind requirements, but are provided as a sampling of concerns that are being 

raised in respect to the efficacy and support of teachers, their ability to teach, and the 

critical role they play in the educational process.  Teacher efficacy is a factor of teacher 

success that cannot be ignored, as it is linked to another area found to be critical:  

connectedness or involvement.  Collaboration, a central factor of connectedness, is 

consistently related to general teaching efficacy and as a way to positively influence 

student learning and behavior (Henson, 2001).  Successful schools encourage the 

development of a sense of agency in teachers, in that they can affect change through their 
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involvement in curriculum design, problem solving, and decision making, while passing 

this sense of purposefulness to their students (Langer, 2000). 

     One element in a school leader’s success involves advocacy for both the quality of the 

instructional process and for the educational team working so diligently to bring it to 

fruition.  An effective school administrator must have good people skills and an ability to 

discern how to best guide others in achieving their full potential.  A part of this charge 

relates to assisting teachers in making their greatest impact instructionally, and 

effectively removing any barriers that could hinder that task.  It is extremely important 

that administrator preparation programs are cognizant of these factors and appropriately 

reconceptualizing the work they do to ensure that emerging school leaders are prepared to 

assume this role, possessing the human factor components and dispositions to provide a 

quality education for every child.   

 A prudent move for a school leader would be a close examination of the NCLB 

requirements and how they might affect teacher morale, teacher attrition, accountability, 

teacher support, student testing, school budgets, and resources.  A wide variety of 

literature exists regarding each of these areas, and much of it is relevant for study as it 

typifies the challenges faced by our nation’s teachers on a daily basis.  Additionally, the 

overall intensity of these issues can be heightened as a result of NCLB, therefore another 

reason why it merits further investigation. 

Teacher Morale 

     Teacher morale is defined by Evans (1992) as “the extent to which an individual’s 

needs are satisfied and the extent to which the individual perceives that satisfaction as 

stemming from his total job situation. (34).”  There are a variety of issues that can 
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adversely affect teacher morale, and while the reasons discussed here are not meant to be 

all inclusive, they are the matters that emerge most often in the review of the literature.  

Included among these factors are:  (1) inadequate mentoring, (2) increasing 

responsibility, (3) low salaries, and (4) unrelenting change in the teaching profession.  In 

addition to providing classroom instruction, teachers are dealing with a growing number 

of student emotional problems, as well as working to accommodate an increasing special 

needs population that is being mainstreamed (Oglesby, 2001). 

     Teacher morale is an indicator of more than teacher feelings about their craft.  

According to Brock and Grady (2000), “ The greatest predictor of student success is 

teacher attitude.  Although curriculum, pedagogy, and teacher talent are important, 

teacher morale is key” (p. 56).  If a teacher’s attitude is not positive and their morale is 

low as a result of either personal or professional reasons, students can be affected 

negatively.  Our students need teachers that exude both excitement and a passion for their 

work in order for the love of learning to be transmitted to them.  School leaders must 

readily identify any faculty who are on the verge of losing that enthusiasm and then seek 

ways to revitalize their passion.  Otherwise, they might cause, either knowingly or 

unknowingly, for that attitude to be reflected by their students.  Maintaining teacher 

satisfaction has been problematic throughout the profession due to “a sense of isolation, 

abandonment, and loneliness” experienced by many teachers, which proves challenging 

for maintaining a strong commitment to the profession (Green, 1994, p. 35).  Feeling 

connected to their school and feeling that their work is important and acknowledged is 

crucial for teachers, as they will be “more likely to remain vital, dynamic, and 

contributing members of the school community” (Sargent, 2003, p. 47). 
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     In an article from the American School Board Journal, Susan Black (2001) supports 

the idea that teacher morale affects students.  She states that: 

“Where teacher morale is high, students typically show high 

 achievement, researchers have found.  But when teacher morale 

 sinks, achievement drops and other problems come to the surface.    

Low teacher morale usually leads to indifference toward others;  

cynical attitudes toward students; little initiative when it comes to  

preparing lessons and other classroom activities; preoccupation with  

leaving teaching for a better job; increased use of sick leave; and 

bouts of depression”. 

Teachers have many demands placed upon their time which include lesson preparation, 

the assessment/grading of student work, dealing with increasing paper work, handling the 

behavioral and emotional needs of students, contacting parents, attending meetings and 

training, and handling any other issues that might come their way during the course of a 

day.  These demands, while no problem for some, may prove to be overwhelming for 

other teachers, especially those who are novices.   

     While teacher morale affects students, teacher beliefs and perceptions about their 

students can also have an affect on teachers.  Stenlund (1995) found that teachers cited 

that students have the most impact on their morale.  If students are motivated to learn and 

have enthusiasm about learning, the teachers, in turn, are enthusiastic.  Conversely, if 

students are unmotivated or indifferent about learning, teachers can become discouraged, 

often leading to low morale.   
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     Site leadership is also a key issue when it comes to the overall morale of teachers, 

according to Adams (1992).  Principals are a vital component to improving morale, as 

they have a greater ability to influence the work environment of the site, along with 

promoting a positive spirit. While principals and other administrators have their own 

stresses and responsibilities to contend with, they do have the ability to make the school 

atmosphere a more pleasant working environment for both teachers and students.  An 

administrator’s ethical, moral and spiritual leadership influences school climate and 

university administrator preparation programs have an obligation to prepare their 

candidates in understanding and assuming that vital responsibility. 

     NCLB is definitely bringing new stress to the world of education, though it is 

intended to ensure a quality education for every child.  One way that teachers are feeling 

the affects of NCLB is through the new teacher accountability measures that are now in 

place.  These demands, which include more stringent requirements for teacher licensing 

can indeed be stressors for current teachers, as well as new teacher candidates.  In fact, 

some who were well beyond their probationary period and considered veterans by their 

districts, found themselves suddenly required to return to school for further certification, 

testing, or the completion of alternative requirements as determined by their state’s 

Department of Education for NCLB compliance..   

     If teachers’ voices are not heard and their concerns not addressed, poor morale is 

surely apt to occur.  According to research (Brock and Grady, 2000; Miller 1981; 

Mendel, 1987), low teacher morale can have extremely negative implications for the 

educational environment, especially with students.  If we indeed hope to achieve the goal 
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of all children reaching their full potential, it is imperative that we address the problems 

created by poor teacher morale and not negate the intent of NCLB. 

Teacher Attrition 

      With an estimated teacher attrition rate of approximately 30 to 50 percent (Ballinger, 

2000), it is important to address issues that teachers face, especially during times of 

significant change in the profession such as that brought about by NCLB.  If teachers feel 

their voices are not being heard, it is quite possible that the lack of interest in their 

feelings, morale, and points of view could lead to their leaving the profession altogether. 

      As indicated in a study by Ingersoll and Smith (2003), “The teaching occupation 

suffers from a chronic and relatively high annual turnover compared with many other 

occupations” (p. 30).  The Texas Center for Educational Research (2000) found there is 

an annual teacher turnover rate in that state of 15%, with 40% of public school teachers 

leaving the profession in their first three years of teaching.  This places a huge burden on 

schools to fund teacher recruitment and provide training for the new teachers.  According 

to the same report, the Texas spends about $329 million per year as a result of teacher 

attrition.  These funds take away from the money that could otherwise be spent on other 

resources to improve student learning.   

In her 2003 article for Educational Leadership, Linda Darling-Hammond noted that 

teacher attrition rates were 50% higher in schools serving low-income students than for 

schools not in that category.  She also mentions several major factors that influence 

teacher attrition, regardless of the socio-economic level of their school, such as salary, 

increasing demands on time, and working conditions.  Darling-Hammond states that, 
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“only 36 percent of education spending goes to teacher salaries nationwide, compared to 

between 60 to 80 percent in other modern countries” (p. 29). 

 The average national salary for teachers as of the 2000-2001 school year was $43,250 

(White, 2003).   Though this salary may seem sufficient to some, the increased demand 

for teachers to continue their education, invest more time in training, and deal with 

growing student apathy or behavior problems, can make teachers feel substantially 

underpaid.  This is especially true for teachers who are paid less than the national average 

(Nelson, 1994). As determined by the National Center for Education Statistics 

(Grossman, 2003), teachers are now earning about 1 percent less than they were in the 

1990-91 school year when inflation was taken into account.  It should come as no 

surprise that the competition with other careers that are more financially rewarding is a 

real threat to finding quality candidates. 

 Generally, schools in high or middle-income areas tend to have better working 

conditions for teachers, as they typically have greater financial resources, which often 

translate to better facilities and well-equipped classrooms.  Teachers working at lower 

income schools sometimes report negative working conditions (Hanushek, Kain, & 

Rivkin, 2003).  Grossman (2003) shares that retention of new teachers is directly related 

to working conditions.  Grossman, citing Ingersoll (2001), expresses that a concern about 

working conditions is also related to such issues as teacher input.  Teachers want to be 

heard and have their input considered regarding decisions affecting their schools and, 

more importantly, their classrooms.  The overall feeling was that if teachers are not 

supported and do not feel successful, they may leave the profession.  A major concern is 

for the new teachers who have to deal with assimilating simultaneously to the classroom 
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as well as to the expectations of NCLB.  Teacher attrition was also discussed in the 

Sunderman research (2004).  Teachers from that study expressed that NCLB and its 

policies are “pushing good teachers to leave the schools that need them the most” (p. 43).     

Teacher Support 

 Teacher support is a key issue in regard to teacher morale and attrition (Darling-

Hammond, 2003).  Researchers often give this topic its own heading due to the fact that 

in the process of conducting research it has been discovered that support is listed more 

often as a factor in teacher attrition and lower morale than are any other factors 

(Metropolitan Educational Research Consortium, n.d.; Tye & O’Brien, 2002).  Beginning 

teachers are in the most need of support, but not all schools are equipped to provide that 

necessary assistance.  According to Ingersoll (2001), schools that are the least equipped 

to provide this help have higher turnover rates than schools who are prepared to aid new 

teachers.   

 Brown (2003) states that new teachers who have access to and participate in new 

teacher programs are twice as likely to remain in the teaching profession.   New teacher 

programs include induction programs, such as California’s Beginning Teacher Support 

and Assessment (BTSA), and mentoring.  New teachers often feel isolated and need to 

have support from veteran teachers and school administrators that have so much insight 

and expertise to offer.  According to Brown (2003), not all support programs have the 

proper focus.  Some programs place their focus upon student assessment rather than the 

support of teachers and their professional growth.  Sweeny (2003), the cofounder and 

executive board member of The Mentoring Leadership and Resource Network, mentions 

that President Bush’s No Child Left Behind Act directs its money toward assessment 
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efforts rather than professional growth.  This push toward assessment causes some 

districts and schools to put a considerable amount of their resources into assessments and 

the preparation for those assessments, at the cost of taking away much needed teacher 

development and other valuable resources.  What is not always taken into consideration is 

that for teachers to be able to push students to achieve at higher levels, teachers need to 

continue their learning regarding the best practices to accomplish this.   

 Administrative support is an important factor for teachers.  Brock and Grady (2000) 

express that teachers who feel supported by their administration are less likely to suffer 

from teacher burnout. In a report by the Metropolitan Educational Research Consortium, 

administrative support is cited as the largest single factor in retaining teachers next to 

salary and benefits.   Administrators create the working environment and conditions 

under which teachers work.  They have the ability to create a positive environment or one 

that is unpleasant.  The difference in these environments can make the difference between 

losing and retaining quality teachers.  Administrator preparation programs must ensure 

that enough is being done to assist their candidates in understanding these factors and the 

dispositions at work. 

 Brock and Grady (2000) suggest there are some steps administrators can take to build 

a constructive school culture.  These recommendations are as follows:  (1) develop strong 

communication, including speaking to teachers to praise their accomplishments as well as 

discussing problems,  (2) team building that deals with morale boosting as well as getting 

the staff to form cohesive groups to provide support for one another,  (3) problem 

resolution dealing with not only solving problems, but also doing so quickly and fairly, 

and (4) role modeling for teachers.  Brock and Grady (2000) describe role modeling as 
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not just providing leadership.  The leadership needs to be of high quality as well as 

showing a sincere interest in the activity of the classrooms, which includes being 

informed and interested in the curriculum and instruction being practiced.  Ethical and 

moral leadership are a crucial factor due to their potential influence on ensuring a quality 

education for every child.  Blase and Kirby (1992) support Brock and Grady’s findings 

and add that administrators can support teachers by standing behind them when it comes 

to students.  This means that they are supportive of teachers in regard to matters of 

discipline as well as enforcing teachers’ decisions.  These findings were also consistent 

with those of the Sunderman (2004) study.  If teachers do not feel administrative support 

is strong and if a positive working environment is not created for teachers, then a work 

setting denoted by apathy and overall negativity will survive (Shipka, 1993).   

 A study prepared by Tschannen-Moran of the College of William and Mary and 

Woolfolk-Hoy of Ohio State University (2002) found that support from administration is 

not the only type of support teachers need and appreciate.   Support from parents is also 

valuable as administrative, colleague, and community support is not always available.  

The National Center for Education Statistics (1997) reports that teachers who receive 

support from parents are more satisfied than those that do not receive it. When parents are 

interested in and supportive of their child’s education, teachers will often feel valued and 

supported in their efforts.  This confirmation may help to make the job of teaching easier 

and more bearable when difficulties arise.   

 Teacher support from administrators and parents was very important to the  
 
respondents in the Sunderman study (2004), as the teachers from both the Fresno and  
 
Richmond school districts “believed that good administrators played a large role in  
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school improvement” (p. 43).  Teachers from that study also indicated that parent support  
 
was lacking in their schools, and that NCLB should implement programs that help  
 
develop parent support. 
 

Teacher Accountability 

 In the wake of No Child Left Behind, there have been major changes in the 

accountability systems of schools across the nation.  One major accountability effort is 

the highly qualified teacher requirement.  In its provisions on teacher quality, NCLB has 

set subject competence requirements that teachers must meet in order to be considered 

“highly qualified.”  The term highly qualified means different things to different states, as 

it is one of the points within NCLB that offers flexibility for states. NCLB requires that in 

order for teachers to be labeled as highly qualified, they must have a bachelor’s degree, 

hold a valid teaching credential, and show competence in the subject matter they are 

teaching (U.S. Department of Education, 2003a).  However, individual states have the 

ability to develop their own definition of highly qualified as long as it is aligned with the 

NCLB highly qualified teacher requirements (U.S. Department of Education, 2003a).   

 In a letter from Jack O’Connell, the California State Superintendent of Public 

Instruction, to district and county superintendents and charter school administrators, he 

explains that there are different requirements based on whether a teacher is “new” to the 

profession or one who is “not new” in regards to being highly qualified (2003, p. 2). A 

new teacher is one who received his or her credential or started an intern program after 

July 1st of 2002.  Those not new to the profession are teachers who, prior to July 1, 2002, 

had a full credential or were enrolled in an intern program.  This distinction is important 

to note as it determines how teachers are expected to demonstrate competency in 
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California as required by NCLB.  Teachers that are new to the profession are expected to 

pass a rigorous exam or complete state approved content area coursework to show 

competency (O’Connell, 2003).  The exam, which teachers are to pass in order to be 

highly qualified, is determined by each state (U.S. Department of Education, 2003a).  

California has chosen to implement the California Subject Examinations for Teachers 

(CSET), which has been approved by the California Commission on Teacher 

Credentialing (CCTC), as the exams it uses to determine if teachers are competent to 

teach any or all of the core subjects (Ponsnick-Goodwin, 2004).  The coursework option 

provided to California’s single subject credential candidates is regulated and approved by 

the CCTC in their monitoring of university preparation programs. 

 In California, another option for showing competency for multiple subject credential 

candidates is through the High, Objective, Uniform State Standard of Evaluation, also 

known as HOUSSE (CCTC, 2003).  The HOUSSE option is only available for teachers 

who are not new to the profession.  Through the HOUSSE process, teachers can earn 

credit for things they have already done which will apply towards their competency.  For 

example, they will receive points towards competency for the years they have been 

teaching, coursework taken beyond the original credential, leadership positions held, 

creation and assessment of a professional portfolio, evaluation of teaching, as well as 

professional development completed (Posnick-Goodwin, 2004).  Emerging school 

administrators play a key role in mentoring and evaluating their faculty to assist them in 

achieving their full potential.   

 The requirements for teachers to prove that they are highly qualified as a result of 

NCLB have caused a tremendous impact on California schools.  Many teachers who were 
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working in classrooms in the past, were not eligible to do so last year as the requirements 

were tougher for teachers providing instruction at Title I schools. In these schools, 

teachers were required to be fully credentialed by the beginning of the 2003-2004 school 

year (U.S. Department of Education, 2003a).   In addition, the teachers in Title I schools 

had to prove they were highly qualified by June 30, 2004 at the latest.  All other teachers 

have to become highly qualified, but have until the end of the 2005-2006 school year to 

do so (O’Connell, 2003).  School administrators are working diligently to meet the 

challenge of making sure their teachers are all “highly qualified” by the deadline. 

 Many of the affected teachers mentioned their anxiety over not truly knowing what 

was required of themselves or others in terms of becoming highly qualified, as the 

options could be complicated depending on which subject matter competency pathway 

was utilized.  Another concern was that teachers in non-Title I schools might not be held 

to the same standards as their Title I counterparts.  Many believed this was unfair and that 

all teachers and schools should be held accountable at the same level, regardless of 

whether they were a Title I school.   

Student Testing 

 Accountability for schools and student performance through NCLB is also measured 

through high-stakes testing, except for the state of Nebraska.  As discussed earlier, the 

states are responsible for creating and implementing their own high-stakes tests.  While 

the tests are a way to determine levels of student achievement, they are also, in the views 

of some, a measure of teacher performance and ability.  In light of this accountability, 

there is a tremendous pressure for districts, schools, administrators, teachers, and students 

alike to raise test scores.   

2007 HICE Proceedings 
Page 3054



                                                                                     Administrative Support for Teachers 

 15

 According to Lloyd Bond of the Carnegie Foundation for the Advancement of 

Teaching (2004), many people feel that the high-stakes atmosphere now present in 

education “distort[s] instruction and force[s] teachers to ‘teach to the test’” (p. 1).  

Teaching to the test evokes a broad range of feelings in educators.  Some educators 

believe that teaching to the test is a necessity in order to attain high achievement 

standards, while others feel that it is unnecessary and downright fraudulent.   

 Although many view teaching to the test an all or none issue, in practice it is actually 

a continuum.  At one extreme, some teachers examine the achievement objectives as 

described in their state’s curriculum and then design instructional activities around those 

objectives. At the other extreme is the unsavory and simply dishonest practice of drilling 

students on the actual items that will appear on the tests (Bond, 2004, p. 1). 

 As mentioned by Bond (2004), teaching to the test can also lead to a practice known 

as “teaching the test.”  Teaching the test differs from teaching to the test in that teaching 

the test implies that the actual test items are being taught to the students.  The controversy 

is deepened with this practice as it brings up issues of ethics.   Popham (2001), a leading 

researcher and commentator on teaching to the test, states that item-teaching, teaching the 

actual items on the test, “eviscerates the validity of score-based inferences…item 

teaching is reprehensible”  (p.17).  If items from a test are taught, a true idea of what 

students actually know cannot be assessed.  Rather, if students are tested on items that 

they have already been taught, the test results will simply be a measure of how much 

information the students have been able to regurgitate.  Again, the ethical and moral 

leadership example of the school administrator is crucial in guiding teachers in the 

appropriate approach to assessment. 
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 Others view teaching to the test as curriculum alignment, which is seen simply as 

aligning teaching with the knowledge, skills, and academic standards that will be 

assessed on the state designed high-stakes tests (Bushweller, 1997).  While curriculum 

alignment does not necessarily mean teaching the actual items that will appear on the 

tests or “clone items,” the extreme pressure put upon teachers to raise scores and 

consequences for not doing so could lead to this practice. Bushweller (1997), in the 

American School Board Journal states that in one Florida county, part of the teachers’ 

evaluations are based upon student performance on standardized tests.  Consequences in 

other states can include schools being taken over by state education agencies, 

superintendents being fired, schools losing much needed funds, as well as entire school 

districts being disbanded for the lack of increased student performance (Bushweller, 

1997).  These severe consequences have led some educators to participate in the 

controversial practice of teaching to the test.   

 Another issue related to teaching to the test is the idea that student creativity is being 

stifled and, therefore, students are not able to develop well-rounded abilities (Utah 

Education Association, 2001).  The UEA also brought up the topic of student abilities not 

necessarily being reflected accurately in a single test score, the score upon which the 

consequences are based.   According to the UEA, “Many children respond and learn and 

grow through creative processes and programs such as band, orchestra, music, arts, 

speech, and debate”  (p. 1).  High-stakes testing does not measure these creative abilities.  

The tests are limited to core subjects, such as reading, language arts, and math, which 

does not give an assessment of students’ overall abilities.  Teachers in the Sunderman et 

al. (2004) study reported that as a result of the high-stakes testing, subjects that are tested 
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are focused on “excessively” while those that are not tested are “neglected.”  

Deemphasizing or neglecting such subjects is not giving students an opportunity to learn 

through the creative processes involved with the arts.   

 Gilman and Gilman (2003) share that ineffective remediation is also a side effect of 

high-stakes testing.  When high-stakes tests are emphasized, there is a need to drive 

students to perform.  There is a concern that those students who have fallen behind 

somewhere along the way may continue to do so.  Therefore, effective remediation must 

take place.  A problem with this is that with such performance pressure placed upon 

students, teachers and administrators, there is not always adequate time to engage in 

remediation.  Many educators find difficulty in teaching all of the required standards of 

their grade level in time for the state-mandated tests, much less going back and 

reteaching standards that students were expected to learn in previous years.  Some 

teachers feel that one way of overcoming this obstacle is by teaching to the test or 

teaching the test.   

 These perspectives and practices of teaching to the test are highly debated, and will 

likely continue to be in the future.  Educators and the public have varying ideas about 

whether or not teaching to the test, or actually teaching the test, is an appropriate and 

honest practice. However, as long as high-stakes testing is a reality in education, so will 

be the arguments of right and wrong when it comes to test preparation.  Teachers from 

the Sunderland study (2004) believed that NCLB is creating an environment that 

destabilizes a school’s curriculum by narrowing the curriculum (p. 22 & 35).  

2007 HICE Proceedings 
Page 3057



                                                                                     Administrative Support for Teachers 

 18

Budget Cuts and Limited Resources 

 Budget cuts in education are a reality.  According to an article by Jennings in T.H.E. 

Journal (2003), the fifty states are facing budget deficits that are collectively near $50 

billion.  The article also states that California and New York are dealing with a major 

portion of this deficit.  California went from having a budget surplus of $13 billion in the 

1999-2000 fiscal year to having a budget deficit of $36.4 billion in the 2003-2004 fiscal 

year (McFadden, 2004).  These budget deficits may find their way into many of the 

nation’s classrooms in one way or another.   

 Budget cuts in education will presumably pose a problem to some schools in light of 

NCLB and its increased performance standards for students.  While the standards for 

student achievement are rising, the financial support districts, and in turn the schools, are 

receiving is lessened, a challenge that can be daunting for a site administrator as they 

must prioritize and maximize their available funds.  A report from EdSource Online 

(2003) reports that in the 2002-2003 school year there was a $103 million reduction in 

materials funding.  The total funding allocated for instructional materials was $400 

million, with $250 million to be used on an ongoing basis and $150 million set aside as 

one-time funding.  The $103 million cut affected only the one-time portion of this money, 

however, considering this money was to be spent towards purchasing standards-based 

instructional materials to support student learning, the loss of these funds was a 

tremendous setback.   

 Teachers and administrators have been expected to keep up with the demands of 

NCLB, especially that all students are proficient in the core academic subjects of reading, 

language arts, and math by the year 2014.  However, the increased demands and 
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expectations have not been met with the same proportion of increased funding.  While 

NCLB does allocate more financial resources to schools, i.e. grants under Title I, (U.S. 

Department of Education, 2003a), not all educators are seeing the benefits of these funds 

in their classrooms.  It is up to the administrators to make sure that the Title 1 funds are 

spent appropriately.  Many administrators are aware of their student demographics and 

are careful to spend the funds in accordance to the students’ needs.  Unfortunately, if not 

attuned to their faculty, students, and community sufficiently, some administrators may 

not appropriately address the needs of the students nor use the money to the students’ 

best advantage.  And even more unfortunate, even with the Title I and other available 

educational funds, no one can ensure that all students’ needs will be met and that progress 

toward proficiency will be made.  Recent news reports have indicated that much of the 

NCLB funding intended for the tutoring of targeted student populations in improving 

their academic progress is largely underutilized. 

 The concern is that teachers and administrators are expected to get all students 

performing at proficient or above levels in academic performance with fewer budgetary 

resources.  Many teachers mention that, while they will have to deal with budgetary cuts 

and limited resources, they believe their site administrators have done a good job 

effectively utilizing the funds allocated to their school sites. 

Summary 

 Many teachers actually agree with the principles of NCLB, but even those who 

support the law believe it has flaws.   The biggest complaint is the timeframe NCLB sets 

for getting all students to the proficient level and whether it is enough time to accomplish 
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this enormous task.  Given the challenges, many educators generally believe it will take 

longer than the year 2014 to accomplish these goals. 

 The research for the previously cited Sunderman study (2004) was conducted in two  
 
school districts at opposite ends of the country; Fresno Unified School District in Fresno,  
 
California and the Richmond Public School District in Richmond, Virginia.  Each of the  
 
two districts serve a large population of minority and low performing students.  The  
 
minority population in Fresno Unified at the time of the study was 82.5%, while this  
 
same population totaled 92.5% in the Richmond Public Schools (p. 13).  Over half of  
 
the Virginia schools identified as “in need of improvement” were located in the  
 
Richmond Public School District.  Similarly, it was stated that while Fresno schools  
 
make up only 1.1% of California’s public schools, those schools made up 4.8% of  
 
California’s “in need of improvement schools”. 
 
 The primary focus of the Sunderman research (2004) was to identify teacher  
 
perceptions as they related to NCLB.  Concerns about resources were similar in both of  
 
the districts studied.  Teachers wanted more instructional resources to assist them with  
 
the demands of NCLB (p. 38).  In addition, the teachers from Fresno and Richmond  
 
schools stated that smaller class sizes were also a desired resource.   

 
 This particular study concludes that teachers need to be supported and their concerns  
 
heard by administrators.  Teachers expressed that they would like administrators to  
 
support them in such ways as providing relevant training and staff development as well as  
 
providing resources that will help them meet the requirements of NCLB.  Teachers also  
 
hoped parents would be more supportive in terms of getting involved in their children’s  
 
schooling.   Overall, these teachers were dissatisfied with aspects of NCLB.  However,  
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they realized the need to work hard to meet the NCLB goals. 
 
 Understanding how teachers view NCLB can be helpful to administrators, district  
 
leadership, and legislators at both the federal and state levels as it can provide important 

insight regarding teacher efficacy and the support needed relative to effectively meeting 

the expectations of NCLB.  Though NCLB holds all public schools accountable, it is also 

evolving over time.  With the information garnered from the Sunderman study and others 

like it, teacher preparation entities and others will have data which can assist them in 

refining, creating and implementing future policy.   

 Meanwhile, there is much that administrators can do to support new teachers and 

improve teacher efficacy regardless of the demands of NCLB:  (1) make teacher support 

a priority and take the lead in developing a formal program, (2) make a commitment to 

funding programs for new teachers and their development by finding innovative ways to 

raise money, (3) avoid assigning the most challenging classes to new teachers, (4) make 

an effort to assign new teachers to the same grade level and subject area in which they 

student taught, (5) provide orientations for new teachers at the beginning of each school 

year, (6) give teachers as much information as possible about their students prior to the 

first day of school, (7) provide new teachers with the materials they need to get started, 

(8) make your expectations for beginning teachers clear, (9) tell new teachers that you are 

invested in their success. (10) set aside time to drop in or meet with new teachers on a 

weekly basis, (11) find ways to draw new teachers out of their classrooms and into the 

larger school community, and (12) support new teachers’ participation in professional 

development activities. 
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 Administrative preparation programs must begin investing more time in making their 

candidates aware of the importance of teacher efficacy and the need to adequately nurture 

our new teachers in the profession.  To not do so, exacerbates an already growing 

concern with teacher burnout, poor retention rates, and the impending baby boomer 

teacher retirements.  One of the tenants of the No Child Left Behind legislation is to 

provide highly qualified teachers for every child.  If we can’t keep them in the profession 

and in America’s classrooms to train our future generations, much debate, effort, and 

resources will have been wasted.   
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This is an investigation of California’s Student Safety and Violence Prevention 

Act of 2000, AB 537.  AB 537 added “hate crimes” language to existing protections 

regarding discrimination and harassment in California’s schools — adding protection for 

the categories of gender identity and sexual orientation, previously unprotected 

populations in California’s schools.   

 California is one of nine states (including Washington DC) that now have laws 

protecting students based on gender and sexual orientation (Kempner, 2003). However, 

there are multimillion dollar lawsuits waged on behalf of children who are not being 

protected in those very states (Worrall, 2004). Policies like AB 537 exist to protect 

children, but research on implementing these policies does not (Snyder, 2004). Gender 

and sexuality issues have been researched across various educational stakeholder groups 

(Harbeck, 1992; Lipkin, 1999, 2004; Owens, 1998), but these issues in relation to a 

policy have not. Rienzo, Button, and Wald (1996) call for “studies that more closely 

examine communities, their leaders, and their organizational environments [to] enable 

deeper understanding of these issues” (p. 12).  

The proposed presentation will share findings of a case study investigating how 

this law is being implemented.  The study was conducted at an elementary school, 

primarily interested in the implementation process and its effects on various stakeholders 

in elementary education, namely, administrators, teachers, parents, and students. The 

study investigates how the law has been framed and communicated to the various 

stakeholders at one school site. It further investigates the various roles of each of the 

stakeholder groups in relation to the law’s implementation.  Findings will present what 

effects the law’s implementation has on the various stakeholders and how they construct 
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meanings of sexuality.  The study investigates the implementation process and the role 

that process plays on supporting the Act’s mandate to protect children from verbal and 

physical harassment. Finally, the presentation concludes by addressing how educators at 

the elementary school level can effectively address issues of gender and sexuality within 

the curriculum, even without the presence of such a law. 
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ABSTRACT 
Responding to a dramatic national and local need, this project recruits, prepares, and 
supports 72 special education teachers to serve pupils with special needs and their 
families in high poverty rural schools. Specialized strategies are designed to attract and 
support candidates from underrepresented populations. 
 
The Northeastern California Partnership for Special Education, facilitated by the special 
education teacher preparation program at California State University, Chico, unites the 
resources of the university and 57 Local Education Agencies in 12 counties in order to 
initiate this critically needed program for its vast 43,000 square mile rural region.  
 
This program-in-progress continues in the tradition of an award-winning regional 
internship structure for teachers of pupils with disabilities, one that has retained 100% of 
its trainees, placed 90% of its graduates since 1987 in high poverty rural areas, and has 
institutionalized all instructional and supervisorial services within university operations. 
 
Federal funds provide critically needed stipend incentives to assist rural candidates from 
underrepresented groups in overcoming major obstacles to obtaining special education 
teaching credentials. Training of cohorts is provided at full day classes, at regional 
training sites, through interactive on-line instruction, and in intensive summer sessions. A 
“safety net” is built around each trainee; district and university staffs cooperate to provide 
joint support, local mentoring, and supervision. An array of technology is employed to 
connect trainees to peers and support staff across a vast geographically and culturally 
diverse region.  
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Objectives, Methodology and Outcomes 
 

1. Reduce the shortage of fully trained special educators in rural areas by mobilizing 
the recruitment pipeline and networking with diverse stakeholders. We expect a 
100% rate of graduation and a 95% rate of employment in the region. 

2. Attract and select teacher candidates reflecting the diversity of the region by 
utilizing the existing collaborative structure and awarding stipends. We anticipate 
a 50% increase in the number of candidates from targeted recruitment groups. 

3. Provide a structure that reduces the personal, professional, and geographic 
hardships of obtaining a special education credential by connecting students 
through online instruction and support. We expect a mean effectiveness rating of 
5.5 (Scale 1-7, 7= highest) by the candidates on quality of preparation. 

4. Prepare specialists who will effectively meet changing needs of special education 
in rural schools by utilizing release days, summer instruction and web-based 
supervision. The anticipated outcome is that 100% of program completers will be 
highly qualified under NCLB, and 80% of program completers will maintain 
employment for 3 or more years in areas for which they were trained. 

5. Fashion a support structure for a cohort that both assists on-the-job trainees and 
encourages the retention of talented special educators. The expected outcome is at 
least a 5.5 mean effectiveness rating on Quality of Support and Instructional Staff 
(Scale 1-7, 7= highest). 
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HAWAII INTERNATIONAL CONFERENCE ON EDUCATION 
2007 

 
 

 
TITLE OF SESSION: A Global Perspective on Mentoring Programs in Fifteen 

Institutions of Higher Learning. 
 
ABSTRACT: Research was conducted via interactions from faculty from 

fifteen national and international universities during five 
different conferences to determine what constitutes the 
most effective mentoring program for new faculty. 

  
SUMMARY: 
 
  

A. Statement of Problem:  Every year thousands of new faculty members are hired at 
colleges and universities. Effective mentoring programs can be a model for not 
only School of Education faculty but other schools as well to ensure a successful 
transition of new faculty into their academic environment.  Recognizing this need, 
our university conducted a needs analysis with our faculty. Based on a review of 
data we developed a two day new faculty orientation.  This orientation was 
presented to new faculty entering our institution. Results of the needs analysis, 
development of the two day orientation and results of this training will be 
provided. This information was presented at several national and international 
conferences from which exemplary practices were shared. Our goal is to share 
these results and to solicit other ideas from other universities to further refine and 
promote an effective mentoring program that could be used by other universities 
as well as our own.  We hope ultimately to help create a professional and collegial 
faculty at several universities who will provide a consistent and rigorous academic 
program for students in all colleges of any university.  

 
B. Literature Review:  A faculty mentoring program is useful in providing structure 

           to new faculty as they begin their careers at the university level.  The mentoring 
           process helps to build a collegial and cooperative relationship, which fosters a 

     more productive institutional environment (Boyle &  Boice, 1998). 
 

Universities benefit through increased productivity of their faculty to ensure the 
success of their students (Nicholls, 2002).  Various colleges and universities have 
established mentoring programs for new faculty members:  University of 
California, San Diego, Southern Illinois University, and University of Hawaii, to 
name a few (Wunsch, 1994).   
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National University, recognizing the need for a formal mentoring program, 
conducted a needs analysis to determine the contents for a new faculty orientation. 
The data from this survey revealed the following: awareness of the organizational 
structure,  instructional strategies for the adult learner, reappointment and 
promotion procedures,  pertinent technological programs used within the 
institution,  academic rigor, development of syllabi and course outlines, adjunct 
recruiting and training, human resources/benefits, library services, to name a few 
(Mercier, Koeller, Marcus, Offitizer, Saks, Barton, 2003). 
 
Some established programs have clearly defined roles and responsibilities with 
long and short term goals.  Successful mentoring programs vary in type.  They can 
be formal or informal, organized at the department, school or institutional level.  A 
formal mentoring program can include one or more mentors, regularly scheduled 
meetings, mentor training, and compensation for the mentor (Henry, 1994).  
 
Mentoring is viewed as a strategy for enhancing the development and refinement 
of one’s ability to transition into a new academic culture and for the university to 
ensure that students benefit through highly effective faculty (Jipson, 2000). 
 

C. Contribution:  Formal mentoring programs for new faculty within colleges and   
            universities provide an innovative model for successful transition into the    
            academic environment. 
 

D. Relevance:  This presentation will address successful and exemplary formal 
mentoring programs for new faculty from several universities and will include a 
scope and sequence of what is involved.  Universities that have shared their 
programs at several national and international conferences include: Arizona 
Western College, Northern Illinois University, Penn State, Portland State 
University, Iowa State, University of California at U.C.L.A., Kansas State, 
Indiana University, Leslie University, Salem University, Australia National 
University, Augusta State University, Singapore University, William and Mary 
College, and National University.  In addition, National’s  two day new faculty 
orientation will be presented and participants will have an opportunity to review, 
discuss and provide feedback on additional effective mentoring strategies for new 
faculty they have used.     
. 

E. Implications for Action:  Mentoring of new faculty helps to make use of their 
knowledge and skills thus cultivating effective and rigorous programs for students.  
The mentoring process fosters the development of a more collegial and 
compassionate faculty that make explicit the rules and academic skills that are 
necessary for a faculty member’s productive performance within the university 
culture. 

 
 
SECTION II:     Outcomes and Methods 
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A. Participant Outcomes:  Learner outcomes will include a review of several 
universities formal mentoring program as a work in progress. An additional 
outcome is to solicit and explore with participants the current practice at their 
institution(s) regarding mentoring of new faculty.  

 
 
 

 
B. Methods:  Through discussion: 

1. presenters will review the work in progress of a new 
mentoring  program. 

2. participants will share current mentoring practices of new 
faculty at their institution(s) 

3. participants and presenters will propose a comprehensive and  
innovative mentoring program for new faculty through a 
scope and sequence of what has been done in several 
institutions. 
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Abstract of A RECIPE FOR SURVIVAL SKILLS FOR BEGINNING TEACHERS 

based on a THREE PART RETENTION STUDY. 

 

This is a three part study focusing on why teachers choose to stay in the profession.  Part 

I involved a simple questionnaire given out to the districts of students in a college 

personnel class.  Part II involved open ended questions asked of students in four Teacher 

Education classes.   Part III was followed with a study for a Master’s thesis by a graduate 

student and the findings are outlined.  Similar results were obtained in all three venues. 

 
 
 
 
 

A RECIPE FOR SURVIVAL SKILLS FOR BEGINNING 
TEACHERS BASED ON:  

 
 A THREE PART STUDY ON TEACHER RETENTION 

 
PPuurrppoossee  ooff  tthhee  SSttuuddyy  

 
• There has continued to be a discouraging trend over the last twenty years, where 

teachers are choosing to leave the teaching profession.  This study attempts to address 

this current and ongoing problem regarding teacher retention and hopefully, be able to 

provide recommendations that would help qualified teachers in the schools. 

 

• A sample of literature that supports this problem (Allen, 2003; Black, 2004; Columbia 

Group, 2000; Fredricks, 2001; Ingersoll & Kralik, 2004; Inman & Marlow, 2004; 

Olson, 2002; and Stansbury & Zimmerman, 2002)  focus on commitment and 

satisfaction among teachers and the need for good staff development and 

administrative support. 
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IInnttrroodduuccttiioonn  
 
This retention study began with a simple project by students in a personnel class to 

determine what causes teachers to stay in the profession.  Out of the results of the survey, 

it was discovered that one problem teachers had was their participation in the California 

BTSA (Beginning Teacher Support Assessment) program and other staff development 

programs that they found to be less than productive. 

 

This was followed with a discussion in other teacher education classes as to the 

perceptions teachers had of both BTSA and staff development in general.   Their 

comments were noted and programs that were found to be effective are outlined. 

 

The third part of the study involved a student in a master’s class completing her thesis on 

this topic.  Her findings are listed in part three of this paper. 

 
 
 
 

PART I—TEACHER RETENTION STUDY 
 
• A survey was developed from research done by twenty-two students in a personnel 

class.  The focus of the survey was to collect data from school districts in and around 

Orange County California to see what causes teachers to stay in the profession and 

what causes them to leave.  The Assistant Supt. of Human Resources were contacted 

to have them send the surveys to schools in their district.  Twelve districts responded.  

The number of teachers responding was around 200—not all answered each question. 
 

BBaacckkggrroouunndd  IInnffoorrmmaattiioonn  
• Gender 

• Credentials Held 

• District Schedule (Traditional, Year Round) 

• Demographic Area of Teaching 
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BBaacckkggrroouunndd  CCrriitteerriiaa  CCoommppaarriissoonnss  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  

 

26%

51%

17%

6%

Professional Clear

Clear

Preliminary

Emergency

1%

56%

43% Rural

Suburban

Urban

73%

27%

Female

Male

43%

57%

Year Round

Traditional
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IIDDEENNTTIIFFIIEEDD  CCRRIITTEERRIIAA  FFOORR  JJOOBB  SSAATTIISSFFAACCTTIIOONN——rreessppoonnddeennttss  iiddeennttiiffiieedd  tthhee  

ffoolllloowwiinngg  aass  bbeeiinngg  iimmppoorrttaanntt    

 

• Overall Job Satisfaction 

• Salary/Benefits 

• New Teacher Support/BTSA 

• Staff Development 

• Opportunities for Promotion 

• Administrative Support 

• Opportunities for Collaboration 

• Valued as a Professional 

• Availability of Resources 

• Appropriate Stress Level 

• Campus Morale 

• Working Conditions 

 
 
 
 
 
 
 
 
 
 
 
 

21%

5%

5%

5%

5%

11%9%

9%

7%

3%

10%

10%

Job Satisfaction

Salary/Benefits

BTSA

Staff Development

Opportunities for
Promotion
Administrative Support

Collaboration

Valued as a
Professional
Resources

Stress Level

M l
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RReeaassoonnss  ttoo  LLeeaavvee  tthhee  PPrrooffeessssiioonn——ffrroomm  tthhee  

ccoommmmeenntt  sseeccttiioonn  
 

• Stress 

• Too much work 

• Lack of respect 

• Lack of Administrative Support 

• Lack of Opportunity to Advance 

• Paperwork 

• BTSA-- a waste of time 

• Not enough money 

  
RREECCOOMMMMEENNDDAATTIIOONNSS  TTOO  IIMMPPRROOVVEE  RREETTEENNTTIIOONN  OOFF  TTEEAACCHHEERRSS  

 
• More mentoring 

• Support materials in subject areas 

• Classroom management strategies 

• District specific paperwork training (retention forms, SST referrals, IEP’s, etc. 

• More time for planning 

• Help writing referrals (and help with criteria and guidelines) 

• Honest feedback from administrators, etc. (clear expectations, constructive feedback) 

• Observation time in other classrooms 

• How to grade, grading system used at the school 
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• LESS PAPERWORK 

• Proximity to mentor (close by and same grade level/subject area) 

• Help with long term planning (scope and sequence) 

• Practical advice/helps 

• Early Childcare for own children 

• Fitness program for teachers at school 

• Assistance with the National Board Certification process 

• Modeling on how to deal with parents—both supportive and difficult 
 
 

  

  

  

  

  

  

  

TTHHEESSEE  RREESSUULLTTSS  LLEEAADD  TTOO  AANNAALLYYSSIISS  OOFF  TTHHEE  BBTTSSAA  PPRROOGGRRAAMM  TTHHAATT  

SSUUPPPPOORRTT  TTEEAACCHHEERR  IINNDDUUCCTTIIOONN  RREEQQUUIIRREEDD  UUNNDDEERR  22004422  

  

PPAARRTT  IIII——DDIISSCCUUSSSSIIOONN  WWIITTHH  SSTTUUDDEENNTTSS  IINN  TTEEAACCHHEERR  EEDDUUCCAATTIIOONN  

CCLLAASSSSEESS  

FFoollllooww  uupp  SSttuuddyy  

““WWhhaatt  iiss  BBTTSSAA  TTOO  TTHHEEMM””  

 
• Standardized program in a box 

• Box of projects to be completed 

• Bureaucratic state agency overseeing the program 

• Much extra work not meeting needs of new teachers 

• Redundant from student teaching 

• Poor mentors—do not have needed skills themselves 
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• Too much paperwork for both mentor and mentee 

• Mentors ALSO ARE not happy with the paperwork 

• Takes time from both providers and teachers 

• Providers lose time from their own students 

• Need support—not more paperwork added to workload of new teachers 

• Program of PROMISES UNFULFILLED!!! 

 

As in Part I of this study, teachers had concerns about staff development programs and 

the support for new teachers through BTSA in assisting them in improving skills to 

become better teachers. 

 

If BTSA is used as a major component for Induction programs under 2042, then further 

analysis needs to be done to improve this program so that it becomes a reason to stay and 

not a reason to leave the profession. 

 
  

  

WWHHAATT  OOUUGGHHTT  TTOO  BBEE----SSUUPPPPOORRTT  FFOORR  NNEEWW  TTEEAACCHHEERRSS  IINN  AANN  IINNDDUUCCTTIIOONN  

PPRROOGGRRAAMM  

 

• Mentoring on how to improve classroom management 

• Strategies for improving the delivery of instruction for ALL students 

• Procedures to be followed in school and district 

• Who to talk to in the district when problems arise 

• Resources—Curriculum Labs, Art Centers, etc. 

• Mentor needs to match mentoring to what mentee knows and does not know  

• Courses versus a BTSA in a box 

• How to do Parent Conferences 

• How to do I.E.P.s  

• Combined with university programs to lead to an advanced degree 
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• Reciprocity of Induction programs between districts 

• Assistance provided during classroom instruction—not after school 

• Observations followed by constructive criticism 

• Quality Support Providers 

 
 
 

One Alternative Program  that was found to be effective and was used in an Orange 

County district was called “Critical Friends” 

 

• This included a group of 6 to 12 teachers and administrators who committed  

themselves to two years of learning to work together. 

 

• Using set protocols, the coach builds trust and group norms while the group sets 

student learning goals, help each other think about more productive teaching practices, 

look closely at curriculum and student work, and identify school  culture issues that 

affect student achievement.  

 

• Members also observe each other at work at least monthly and offer feedback in 

challenging, non-threatening ways.  Members build a portfolio of their work on their 

progress with the learning goals. 

 

• Critical Friends meet at a minimum for a two hour block, once a month.   

 

• Meeting times and places are determined by the group. 

 

• The Critical Friends group is an important element to support new teachers. 

 

• Schools need help,  teachers are for the most part isolated in their work. 
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• Critical Friends provides the means and methods of teaching teachers to do complex, 

thoughtful work with colleagues. 

 

CCrriittiiccaall  FFrriieenndd’’ss  PPrrooggrraamm  

• BENEFITS 
 

Teachers will learn: 

• how to talk self-critically about their work,  

• what is really happening in their classrooms,  

• how to give useful feedback, and 

• how to bring up and resolve conflicts 

 

 

PART III—MASTER THESIS RESULTS OF A STUDY BY A GRADUATE 

STUDENT ENTITLED “MENTOR TEACHING PROGRAMS: EFFECTIVENESS 

OF PROGRAMS ON TEACHER RETENTION” 

 

Tables 11-14.  Perceptions of Teachers Regarding the Effects of Teacher Induction     

  Programs.   

    

  SA=  Strongly Agree, A=  Agree, D= Disagree, SD= Strongly Disagree  

______________________________________________________________________ 

 

 

Table 11.  I believe that participating in the Beginning teacher Program will keep or has   

      kept me in the teaching profession. 
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0

20

40

60

Series1 5 23 52 20

SA  A  D  SD

 
 
 
 
 
 
 
 
 
 
Table 12.  Remaining in the teaching profession has little to do with my new teacher  

                  program. 

 

0

20

40

60

Series1 48 44 5 3

SA  A  D  SD
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Table 13.  My beginning teacher program was geared to my needs as a new teacher. 
 

0

20

40

60

Series1 4 30 47 19

SA  A  D  SD

 
 
 
 

 
 
 
Table 14.  The new teacher induction program is a cost effective way to retain teachers in 

      the profession 

 

0
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40

60

Series1 8 30 45 17

SA  A  D  SD

 
 

Table 15.  Perceptions of Teachers Regarding Induction Programs 
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Note:  Teachers responded to open-ended questions 
 
 
 
What challenges did you face in your first year teaching? 
 
 
Comments: 
 

• New curriculum, not enough time for BTSA paperwork, RSP challenges 

• I had a few difficult conversations with parents 

• Not enough time to do all BTSA work 

• ELL students, adapting lesson plans 

• Classroom management 

• Induction that was very disorganized and frustrating 

• Too much new testing that I was not familiar with 

• Finding time to complete everything 

• Language barriers, no mentors, constantly recreating the wheel 

• Having no help 

• Multi-grade combinations 

 
 
Did your new teacher program prepare you to meet the challenges? 
 
 
Comments: 
 

• No 

• Not really, on site support was more helpful 
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• Somewhat- but not with all the busywork 

• BTSA/Induction caused some of the stress 

• It is great for a free clear credential, but otherwise is not very effective 

• No, BTSA was a repetition of university teacher training 

• No, other teachers helped 

• BTSA was the cause of the challenges 

• No, it just provided extra paperwork that meant nothing to me 

• No, BTSA only gave me more work to do 

• No, but my team helped 

 
 
 
 
 
 
 
________________________________________________________________________ 
 
What would you have eliminated from your induction program? 
 
Comments: 
 

• Share fairs, weekly meetings, amount of paperwork, too much discussion of 

material that was not applicable 

• Everything 

• The paperwork 

• Paperwork that was repetitive and caused more work for new teachers 

• Nothing, it was very organized and helpful 
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• The program was not nearly as intense as the current program.  I would not have 

eliminated anything back then. 

 

 
________________________________________________________________________ 
 
What elements of a new teacher program would you add that might better assist teachers? 
 
Comments: 
 

• Less paperwork 

• More observation opportunities and professional development seminars 

• More time to plan with team and other grade level teachers 

• More opportunities to talk ad relate with other new teachers 

• Seminars on useful things such as curriculum planning, classroom management 

• More visitations to other schools and more share fairs 

• More time to observe other teachers 

• Less homework-paperwork, it is wasted time that I would have liked to have spent 

on my classroom 

• New teacher programs that focused on your grade level 

• Lesson plan samples 

• More management techniques or organization of materials 

• I think that BTSA has some good elements, but the massive amounts of 

paperwork and extra stuff needs to be eliminated 

• Give new teachers aides and time to watch other teachers work 

• Lots of mentoring, less off site meetings 
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• More real experiences, less paperwork 

• Leave new teachers alone!  Drop BTSA- waste of time, stick with on site mentors 

• Extra prep time 

 

Summary of Findings 

  After examining the results of the survey it was found that the teachers’ 

perceptions indicated that many teachers felt that the induction program was a lot of 

work with little payback and practical application.  Perhaps this is because the new 

California state induction program requires two years of intensive paperwork and 

documentation, with no reduced workload to accommodate the extra work.  Many 

teachers commented that the paperwork was overwhelming, and caused more stress 

for them as a new teacher because they had to learn how to teach, manage a 

classroom, and complete the induction program requirements.  

 In regard to the components of an induction program most of the respondents felt 

that they had helpful mentors, opportunities to learn, cooperative and supportive 

communication with administration.  What teachers needed was a reduced teaching 

schedule, or extra time to learn how to run and manage a classroom.  Teachers also 

noted that they needed more classroom assistance.  In comparison to induction 

programs in other countries, this one does a good job of incorporating most of the 

necessary components, but it lacks the additional resources that are provided to new 

teachers in other areas.  It lacks the community involvement, and the assistance that 

new teachers need.   
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 When teachers were asked to respond to questions about the effectiveness of the 

induction program on retaining teachers the majority disagreed with the statement 

that an induction program helped them remain in the profession.  This response was 

consistent with the next question where the majority of respondents noted that there 

were other reasons for remaining education other than the support provided by 

induction programs.  If the goal of induction programs is to retain teachers, programs 

need to focus on what new teachers need.  These respondents felt that their induction 

program had no bearing on whether they stayed in the profession or not.  The 

majority of teachers surveyed felt that their programs were not geared toward their 

needs as a teacher, the majority also felt that it was an ineffective way to lower 

education costs. 

 The survey was designed to gather two parts of information; one was the breadth 

of components of the teacher induction program, and two the effectiveness and 

perceived value of it.  What the findings suggest is that the program has many good 

components, and areas of strengths, but it misses the key point of focusing on the 

teachers’ needs and what they individually need to do to grow as professionals. 

 
CCOONNCCLLUUSSIIOONN  

 
• These findings, sadly, are the same as those findings held for the past twenty years.  

There has been little change.  We need to learn from this. 

• Unless we accommodate and support teachers, we will continue to lose the very best 

teachers. 
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• Alternative programs or modification of the California Beginning Teacher Support 

Assessment as it is structured today needs to be incorporated in induction programs for 

new teachers. 

• Quality teachers are necessary to maximize student learning. 
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QUESTIONNAIRE FROM THE MASTER’S THESIS AND SURVEY FROM THE 

PERSONNEL CLASS 

QUESTIONNAIRE FOR MASTER’S THESIS 

 

School Site____________________  Grade you currently Teach:  K         

1       2       3       4        5    

 
Years Taught:  1-3            4-6          7-10         11-15          
16+ 
 
Did you participate in a New Teacher Induction Program or Mentor 
Teaching Program when you began teaching?       Yes        No 
 

In your first year of teaching did you have the following: 
 
1.  A mentor in the same grade level?  Yes No 
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2.  A mentor that was helpful, and willing to problem solve when 
needed?  Yes No 
3.  The opportunity to participate in professional development 
seminars? Yes No 
4.  Common planning time with other teachers?  Yes No 
5.  Regularly scheduled collaboration with other teachers on 
instructional issues?  Yes    No 
6.  Regular supportive communication with principal?  Yes No 
7.  Reduced teaching schedule? Yes No 
8.  Extra time to complete the necessary paperwork? Yes No 
9.  Extra classroom assistance? Yes No 
10.  The opportunity to see other teachers at your site teaching?
 Yes No 
 
Please circle the response that corresponds with your opinion. 

 
11.  I believe that participating in the Beginning Teacher 
Program will keep or has kept me in the teaching profession. 

Strongly Agree  Agree  Disagree  Strongly Disagree 
 
12.  Remaining in the teaching profession has little to do with 
my new teacher program. 

Strongly Agree Agree  Disagree  Strongly Disagree 
 
 
13. My beginning teacher program was geared to my needs as a new 
teacher. 

Strongly Agree Agree  Disagree  Strongly Disagree 
 
14.  The new teacher induction program is a cost effective way to 
retain teachers in the profession. 

Strongly Agree Agree  Disagree  Strongly Disagree 
 
 

Please respond to the following questions.   
 
1.  What challenges did you face in your first year teaching? 
_________________________________________________________________
___________ 
 
2.  Did your new teacher program prepare and equip you to handle 
those challenges? 
_________________________________________________________________
___________ 
 
3.  What would you have eliminated from your induction program? 
_________________________________________________________________
___________ 
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Teacher Retention Study 
 
 
 

23

_________________________________________________________________
______________________ 
 
4.  What elements of a new teacher program would you add that 
might better assist teachers? 
_________________________________________________________________
_________________________________________________________________
______________________ 
 
 

 

 

 

 

 

 

 

 

TEACHER RETENTION SURVEY from PERSONNEL CLASS 

  Gender: Male Female    

 
 Credentials: 

 
Emergency 

 
Preliminary 

 
Clear 

 
Professional 

Other: 
(please 
specify) 
 

 District 
Schedule: 

 
Traditional 

 
Year Round 

 
Modified 

  
 

 Demographic 
Area of 
Teaching: 

 
 
Urban  

 
 
Suburban 

 
 
Rural  
 
 

 
 
 
 

 

 Number of 
Years 
Teaching: 

 
 

 Grades 
Currently 
Teaching: 

 
 

 Grades 
Taught: 

 
 
 

 Number 
of years 
in 
district: 

 

 Number of 
districts 
employed 
by: 

 
 
 
 
 
 

 Do you reside in the district you teach? Yes No 
 
 
 
 Please Rate Aspects of Job Satisfaction by checking the Appropriate Box: 

 Very 
Dissatisfied 

Somewhat 
Dissatisfied 

Occasionally 
Satisfied 

Somewhat  
Satisfied 

Very Satisfied 

Job Satisfaction      

Salary/Benefits   
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Group Project Work at Secondary School Level in Singapore 

 

C.  Koh, O. S. Tan, C. K. J.  Wang, J. Ee, W. C.  Liu 

National Institute of Education, Nanyang Technological University, 

Singapore 

 

ABSTRACT 

 

Many authors have extolled the benefits of cooperative learning strategies, such 

as group project work, when these are applied in diverse school contexts.  

Although a great deal of research has been carried out on the effects of 

cooperative learning on student achievement, there is scant information on the 

impact of group work on students of low academic caliber.   An ethnographic 

study was undertaken to investigate the perceptions of students, aged 13-14 

years, and those of their teachers on group project work.  Research data 

included audiotape recordings of interviews of forty-five low ability students who 

worked in group projects over a period of six to seven months, and interviews of 

eighteen of the teachers who supervised their projects. 

 

 Our preliminary findings show that although the students recognized the benefits 

of project work in improving their competence in cognitive, social and 

presentation skills, there are problematic organizational and instructional issues 
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that have to be ironed out before students can profit fully from such programs.  

The interviews with teachers revealed that in general, the latter are highly 

supportive of their students’ endeavors despite problems encountered in getting 

their students started on the projects in the initial stages, and the tendency of the 

students to be highly dependent on their teachers for assistance.  

 

2007 HICE Proceedings 
Page 3109



 
An Integrated Approach to Computer Ethics Education 

 
Professor Hikyoo Koh, Ph. D 

Computer Science Department 
P.O. Box 10056 

Lamar University 
Beaumont, Texas 77710 USA 

E-Mail: KOH@HAL.LAMAR.EDU 
 

Abstract 
 
As computers are ubiquitous in every aspect of our daily lives, we strongly feel a need to teach 
computer ethics to every user of the computer as well as computer professionals as ethical 
judgments are needed when established laws, regulations and rules are absent. In this paper we 
present a new integrated approach to teaching ethics specifically to students majoring in the broad 
field of computing highlighting our belief that the importance of ethical judgments can best be 
taught by (1) close analyses of some established philosophical foundations of ethics and (2)  
detailed examination of existing professional codes of ethics such as (1) ACM Code of Ethics and 
Professional Conduct and (2) Software Engineering Code of Ethics and Professional Practice. We 
believe that from established philosophical foundations students can strengthen their belief in the 
need for ethical judgments whenever situations dictate and that from the existing professional 
codes of ethics they get added inspirations and motivations for deciding their professional 
conducts in an ethical way.  
 
A.  Introduction and Philosophical Ethical Foundations 
 
Computers have a central and growing role in commerce, industry, government, medicine, 
education, entertainment and society at large. Software engineers are those who contribute  to 
the analysis, specification, design, development, certification, maintenance and testing of 
software systems. Because of their roles in developing software systems, software engineers 
have significant opportunities to do good or cause harm, to enable others to do good or cause 
harm, or to influence others to do good or cause harm. To ensure that their efforts will be used 
for good, software engineers must commit themselves to making software engineering a 
beneficial and respected profession.  Because of this, students majoring in Computer Science 
or Information Science need to learn ethical foundations in general and professional ethical 
codes in particular. 
 
In many aspects, human conducts are regulated by existing regulations and statutes of the 
society and the country. However, these regulations and statutes certainly do not cover all 
possible situations and cases that can occur for many reasons including the reason of our 
human’s inability to foresee or predict all possible cases. Because of this, our conducts need 
to be controlled by our notion of ethical judgments in more cases than otherwise especially 
where relevant laws or regulations lack or where existing laws and/or regulations conflict. In 
order to exercise our judgments accordingly, we must constantly teach ourselves the principle 
of behaving according to our ethical judgments. I believe that teaching ourselves the 
importance of ethical behaviors can be best enhanced by understanding what exactly ethics is 
and why it is important in determining what to do or not to do in certain situations. 
 
Deontology pioneered by such great philosophers as Immanuel Kant and George Wilhelm 
Hegel teaches us that humans have the blessing of being capable of deciding what is right to 
do out of our coherent sense of duty to do the right things. Therefore, as long as one keeps 
track of one’s duty to do the right things and as long as one does not lose one mind, ethical 
conducts are natural consequence anticipated with regard to almost nothing else. [1,2,3] 
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On the other hand, utilitarianism advocated by British philosophers such as Jeremy Bentham, 
John Stuart Mill and H. Sidgwick teaches us that it is the consequence of actions that decides 
what is right or wrong. And in this case, the consequence of actions is by and large measured 
by the total happiness or pleasures that are brought by the result of one’s action. [4,5]  
 
Although these two schools of thought are rather contrasting, at least they both have the 
common aspect of universalism in that there are some general universal principles that guide 
the determination of what is right and what is wrong which do not change from time to time 
or from one society to another. And, more importantly, they can be combined for us to come 
up with a unified list of universal principles for guiding our ethical judgments as they can 
complement each other only if we exercise a little of wisdom in objectively applying some 
guiding principles to real life situations. 
 
I believe that we need to teach students who aspire to become computing professionals that 
as computers are getting used more and more in every aspect of our life now they will face 
more and more situations where they need to make ethical decision making and that they can 
make the best such decisions when they focus on both their sense of duty in getting a job done 
in the right way and overall benefit of the society. 
 
B.  Professional Ethics 
 
B.1 Some characteristics of Professions 
 
In a wide sense, a profession is any occupation that provides a means to earn a living. 
However, more precisely in our case, though, professions are those forms of work involving 
advanced expertise, self-regulation and autonomy, and concerted service to the public general. 
[1,6,7] 

1. Advanced Expertise. 
Professions require sophisticated skills and theoretical knowledge in exercising 
judgments that are not entirely routine or susceptible to mechanization, which is 
the source of professional efficacy to be able to affect the way we live. This 
power of efficacy requires a corresponding responsibility to ensure appropriate 
exercise of the efficacy for the overall benefit of the general public. 

2. Self-Regulation and Autonomy 
Well-established societies of professionals are allowed by the public to play a 
major role in setting standards for admission to the profession, drafting codes of 
ethics, enforcing standards of conduct, and representing the profession before 
the public and the government. 

3. Service to Public General. 
The occupation serves some important aspect of the public good such as 
medicine directed toward promoting health, law toward protecting the public’s 
legal rights and software engineering toward software solutions to solve 
problems or promote the quality of our life. 
   

B.2  Roles of Professional Codes of Ethics 
 
Professional codes of ethics consist primarily of principles of responsibilities that delineate 
how to promote the public good. As such, codes provide guidance and support for responsible 
professionals, establish shared minimum standards, and play some additional important roles. 

1. Support and Guidance 
Codes provide positive support to those seeking to act ethically. Additionally 
codes can provide legal support  to professionals when criticized for living up to 
work-related professional obligations. Codes provide a positive stimulus for 
ethical conduct and helpful guidance concerning the main obligations of 
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professionals.  Since the codes should be brief to be effective, they offer mostly 
general guidance and more specific directions may be given in supplementary 
statements or guidelines.    

2. Shared Standards. 
The great diversity of moral views makes it essential that professions establish 
explicit standards. Even when the standards are less than ideal, the mere fact of 
shared standards throughout the profession has value. In this way, the public is 
assured of a minimum standard of excellence on which it can depend, and 
professionals are provided a fair playing field of competition. 

3. Inspiration 
Because codes express a profession’s collective commitment to ethics, they 
provide a positive stimulus and motivation for ethical conduct. In doing so, they 
often use languages with positive overtones that introduce some element of 
vagueness, which still sets forth important general ideals.   

4. Deterrence and Discipline 
Codes can also serve as the formal basis for investigating unethical conducts. 
Where such an investigation is feasible, a deterrent for immoral behavior is 
thereby provided. Such an investigation generally requires paralegal proceedings 
designed to get at the truth about a given charge without violating the personal 
rights of those being investigated. Some professional societies do suspend or 
expel members whose professional conduct has been proven unethical and this 
alone can be a powerful sanction when combined with the loss of respect from 
colleagues.           

  
C.  Examples of Computing Professional Codes of Ethics 

C.1  Association of Computer Machinery (ACM) Code of Ethics and Professional Conduct 
[8] 

ACM, arguably the oldest and largest international society of computing professionals, was 
established in 1947 with the goals of  (1) developing information processing as a discipline 
and (2) promoting responsible use of computers.  The latest updated version of its code of  
ethics was adopted in 1998. In specifying the commitment to ethical professional conduct 
expected of every member, the code focuses on some underlying coherent principles of  (1) 
equality and human well-being, (2) tolerance, (3) honesty and respect for others and (4) equal 
justice. It consists of twenty four Imperatives: eight General Moral Imperatives, eight More 
Specific Professional responsibilities, six Organizational Leadership Imperatives and two 
Compliance with the Code Imperatives. 
The following are the eight General Moral Imperatives: 

1 Contribute to society and human well-being 

2 Avoid harm to others 

3 Be honest and trustworthy 

4 Be fair and take action not to discriminate 

5 Honor property rights including copyrights and patents 

6 Give proper credit for intellectual property 

7 Respect the privacy of others 
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8 Honor Confidentiality 

C.2 Software Engineering Code of Ethics and Professional Practice [9] 

This code was adopted in 1988 jointly by IEEE (Institute of Electrical and Electronics 
Engineers) Computer Society and ACM.   
The Code is centered around the following eight Principles: 

Public 
Client and Employer 
Product 
Judgment 
Management 
Profession 
Colleagues 
Self  

 
Each of these eight principles identifies an ethically responsible relationship and primary 
obligations within each relationship as related to the behavior of and decisions made by 
professional software engineers, including practitioners, educators, managers, supervisors and 
policy makers, as well as trainees and students of the profession. The Principles identify the 
ethically responsible relationships in which individuals, groups, and organizations participate 
and the primary obligations within these relationships. The Clauses of each Principle are 
illustrations of some of the obligations included in these relationships. These obligations are 
founded in the software engineer's humanity, in special care owed to people affected by the 
work of software engineers, and the unique elements of the practice of software engineering. 
The Code prescribes these as obligations of anyone claiming to be or aspiring to be a software 
engineer. 
It is not intended that the individual parts of the Code be used in isolation to justify errors of 
omission or commission. The list of Principles and Clauses is not exhaustive. The Clauses 
should not be read as separating the acceptable from the unacceptable in professional conduct 
in all practical situations. The Code is not a simple ethical algorithm that generates ethical 
decisions. In some situations standards may be in tension with each other or with standards 
from other sources. These situations require the software engineer to use ethical judgment to 
act in a manner which is most consistent with the spirit of the Code of Ethics and Professional 
Practice, given the circumstances. 
Ethical tensions can best be addressed by thoughtful consideration of fundamental principles, 
rather than blind reliance on detailed regulations. These Principles should influence software 
engineers to consider broadly who is affected by their work; to examine if they and their 
colleagues are treating other human beings with due respect; to consider how the public, if 
reasonably well informed, would view their decisions; to analyze how the least empowered 
will be affected by their decisions; and to consider whether their acts would be judged worthy 
of the ideal professional working as a software engineer. In all these judgments concern for 
the health, safety and welfare of the public is primary; that is, the "Public Interest" is central 
to this Code. 
The dynamic and demanding context of software engineering requires a code that is adaptable and 
relevant to new situations as they occur. However, even in this generality, the Code provides 
support for software engineers and managers of software engineers who need to take positive 
action in a specific case by documenting the ethical stance of the profession. The Code provides 
an ethical foundation to which individuals within teams and the team as a whole can appeal. The 
Code helps to define those actions that are ethically improper to request of a software engineer or 
teams of software engineers. 
 
D. Conclusion and Other Related Issues. 
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In this paper, we presented a new integrated approach to teaching ethics to students majoring in 
the broad field of computing highlighting our belief that the importance of ethical judgments can 
best be taught when focused on both philosophical foundation and detailed examination of 
existing professional codes of ethics such as (1) ACM Code of Ethics and Professional Conduct 
and (2) Software Engineering Code of Ethics and Professional Practice. As for the philosophical 
foundation, we uphold the view that a balanced mix of deontology that emphasizes the sense of 
duty and intention of the agent to do the right things and utilitarianism that emphasizes the 
importance of consequence in terms of greatest happiness of the greatest number of people. 
Two related issues are ethical resolution of Conflict of Interest and judicious utilization of Fair 
Use clause of copyright protection. We believe that conflict of interest is more often than not the 
hidden source of unethical professional conducts. Therefore, unbiased and fair resolutions of 
conflicts of interest will lead to ethical professional conducts in many situations.  As copyright law 
provides cases of “Fair Use” of copyrighted work as exceptions to copyright infringements, very 
often it can be abused. In this regard, there is an added need for professionals’ prudent decision 
makings when it comes to taking advantage of “Fair Use” exceptions so as not to abuse the 
legislative spirits behind these exceptions. 
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F.  Appendix 

A.1 Association of Computer Machinery (ACM) Code of Conduct 

1. General Moral Imperatives 

1.1 Contribute to society and human well-being 

1.2 Avoid harm to others 

1.3 Be honest and trustworthy 

1.4 Be fair and take action not to discriminate 

1.5 Honor property rights including copyrights and patents 

1.6 Give proper credit for intellectual property 

1.7 Respect the privacy of others 

1.8 Honor Confidentiality 
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2. More Specific Professional Responsibilities 

2.1 Strive to achieve the highest quality, effectiveness and dignity in both the process and products of 
professional work 

2.2 Acquire and maintain professional competence 

2.3 Know and respect existing laws pertaining to professional work 

2.4 Accept and provide appropriate professional review 

2.5 Give comprehensive and thorough evaluations of computer systems and their impacts, including 
analysis of possible risks 

2.6 Honor contracts, agreements, and assigned responsibilities 

2.7 Improve public understanding of computing and its consequences 

2.8 Access computing and communication resources only when authorized to do so 

3. Organizational Leadership Imperatives 

3.1 Articulate social responsibilities of members of an organizational unit and encourage full 
acceptance of those responsibilities 

3.2 Manage personnel and resources to design and build information systems that enhance the 
quality of working life 

3.3 Acknowledge and support proper and authorized uses of an organization's computing and 
communications resources 

3.4 Ensure that users and those who will be affected by a system have their needs clearly articulated 
during the assessment and design of requirements. Later the system must be validated to meet 
requirements 

3.5 Articulate and support policies that protect the dignity of users and others affected by a 
computing system 

3.6 Create opportunities for members of the organization to learn the principles and limitations of 
computer systems 

4. Compliance with the Code 

4.1 Uphold and promote the principles of this Code 

4.2 Treat violations of this code as inconsistent with membership in the ACM 

A.2  Software Engineering Code of Ethics and Professional Practice 

Principle 1 PUBLIC 
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Software engineers shall act consistently with the public interest. In particular, software engineers shall, as 
appropriate: 

• 1.01. Accept full responsibility for their own work.  
• 1.02. Moderate the interests of the software engineer, the employer, the client and the users with 

the public good.  
• 1.03. Approve software only if they have a well-founded belief that it is safe, meets specifications, 

passes appropriate tests, and does not diminish quality of life, diminish privacy or harm the 
environment. The ultimate effect of the work should be to the public good.  

• 1.04. Disclose to appropriate persons or authorities any actual or potential danger to the user, the 
public, or the environment, that they reasonably believe to be associated with software or related 
documents.  

• 1.05. Cooperate in efforts to address matters of grave public concern caused by software, its 
installation, maintenance, support or documentation.  

• 1.06. Be fair and avoid deception in all statements, particularly public ones, concerning software 
or related documents, methods and tools.  

• 1.07. Consider issues of physical disabilities, allocation of resources, economic disadvantage and 
other factors that can diminish access to the benefits of software.  

• 1.08. Be encouraged to volunteer professional skills to good causes and contribute to public 
education concerning the discipline.  

Principle 2 CLIENT AND EMPLOYER 

Software engineers shall act in a manner that is in the best interests of their client and employer, consistent 
with the public interest. In particular, software engineers shall, as appropriate: 

• 2.01. Provide service in their areas of competence, being honest and forthright about any 
limitations of their experience and education.  

• 2.02. Not knowingly use software that is obtained or retained either illegally or unethically.  
• 2.03. Use the property of a client or employer only in ways properly authorized, and with the 

client's or employer's knowledge and consent.  
• 2.04. Ensure that any document upon which they rely has been approved, when required, by 

someone authorized to approve it.  
• 2.05. Keep private any confidential information gained in their professional work, where such 

confidentiality is consistent with the public interest and consistent with the law.  
• 2.06. Identify, document, collect evidence and report to the client or the employer promptly if, in 

their opinion, a project is likely to fail, to prove too expensive, to violate intellectual property law, 
or otherwise to be problematic.  

• 2.07. Identify, document, and report significant issues of social concern, of which they are aware, 
in software or related documents, to the employer or the client.  

• 2.08. Accept no outside work detrimental to the work they perform for their primary employer.  
• 2.09. Promote no interest adverse to their employer or client, unless a higher ethical concern is 

being compromised; in that case, inform the employer or another appropriate authority of the 
ethical concern.  

Principle 3 PRODUCT 

Software engineers shall ensure that their products and related modifications meet the highest professional 
standards possible. In particular, software engineers shall, as appropriate: 

• 3.01. Strive for high quality, acceptable cost and a reasonable schedule, ensuring significant 
tradeoffs are clear to and accepted by the employer and the client, and are available for 
consideration by the user and the public.  
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• 3.02. Ensure proper and achievable goals and objectives for any project on which they work or 
propose.  

• 3.03. Identify, define and address ethical, economic, cultural, legal and environmental issues 
related to work projects.  

• 3.04. Ensure that they are qualified for any project on which they work or propose to work by an 
appropriate combination of education and training, and experience.  

• 3.05. Ensure an appropriate method is used for any project on which they work or propose to work.  
• 3.06. Work to follow professional standards, when available, that are most appropriate for the task 

at hand, departing from these only when ethically or technically justified.  
• 3.07. Strive to fully understand the specifications for software on which they work.  
• 3.08. Ensure that specifications for software on which they work have been well documented, 

satisfy the users' requirements and have the appropriate approvals.  
• 3.09. Ensure realistic quantitative estimates of cost, scheduling, personnel, quality and outcomes 

on any project on which they work or propose to work and provide an uncertainty assessment of 
these estimates.  

• 3.10. Ensure adequate testing, debugging, and review of software and related documents on which 
they work.  

• 3.11. Ensure adequate documentation, including significant problems discovered and solutions 
adopted, for any project on which they work.  

• 3.12. Work to develop software and related documents that respect the privacy of those who will 
be affected by that software.  

• 3.13. Be careful to use only accurate data derived by ethical and lawful means, and use it only in 
ways properly authorized.  

• 3.14. Maintain the integrity of data, being sensitive to outdated or flawed occurrences.  
• 3.15 Treat all forms of software maintenance with the same professionalism as new development.  

Principle 4 JUDGMENT 

Software engineers shall maintain integrity and independence in their professional judgment. In particular, 
software engineers shall, as appropriate: 

• 4.01. Temper all technical judgments by the need to support and maintain human values.  
• 4.02 Only endorse documents either prepared under their supervision or within their areas of 

competence and with which they are in agreement.  
• 4.03. Maintain professional objectivity with respect to any software or related documents they are 

asked to evaluate.  
• 4.04. Not engage in deceptive financial practices such as bribery, double billing, or other improper 

financial practices.  
• 4.05. Disclose to all concerned parties those conflicts of interest that cannot reasonably be avoided 

or escaped.  
• 4.06. Refuse to participate, as members or advisors, in a private, governmental or professional 

body concerned with software related issues, in which they, their employers or their clients have 
undisclosed potential conflicts of interest.  

Principle 5 MANAGEMENT 

Software engineering managers and leaders shall subscribe to and promote an ethical approach to the 
management of software development and maintenance. In particular, those managing or leading software 
engineers shall, as appropriate: 

• 5.01 Ensure good management for any project on which they work, including effective procedures 
for promotion of quality and reduction of risk.  

• 5.02. Ensure that software engineers are informed of standards before being held to them.  
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• 5.03. Ensure that software engineers know the employer's policies and procedures for protecting 
passwords, files and information that is confidential to the employer or confidential to others.  

• 5.04. Assign work only after taking into account appropriate contributions of education and 
experience tempered with a desire to further that education and experience.  

• 5.05. Ensure realistic quantitative estimates of cost, scheduling, personnel, quality and outcomes 
on any project on which they work or propose to work, and provide an uncertainty assessment of 
these estimates.  

• 5.06. Attract potential software engineers only by full and accurate description of the conditions of 
employment.  

• 5.07. Offer fair and just remuneration.  
• 5.08. Not unjustly prevent someone from taking a position for which that person is suitably 

qualified.  
• 5.09. Ensure that there is a fair agreement concerning ownership of any software, processes, 

research, writing, or other intellectual property to which a software engineer has contributed.  
• 5.10. Provide for due process in hearing charges of violation of an employer's policy or of this 

Code.  
• 5.11. Not ask a software engineer to do anything inconsistent with this Code.  
• 5.12. Not punish anyone for expressing ethical concerns about a project.  

Principle 6 PROFESSION 

Software engineers shall advance the integrity and reputation of the profession consistent with the public 
interest. In particular, software engineers shall, as appropriate: 

• 6.01. Help develop an organizational environment favorable to acting ethically.  
• 6.02. Promote public knowledge of software engineering.  
• 6.03. Extend software engineering knowledge by appropriate participation in professional 

organizations, meetings and publications.  
• 6.04. Support, as members of a profession, other software engineers striving to follow this Code.  
• 6.05. Not promote their own interest at the expense of the profession, client or employer.  
• 6.06. Obey all laws governing their work, unless, in exceptional circumstances, such compliance 

is inconsistent with the public interest.  
• 6.07. Be accurate in stating the characteristics of software on which they work, avoiding not only 

false claims but also claims that might reasonably be supposed to be speculative, vacuous, 
deceptive, misleading, or doubtful.  

• 6.08. Take responsibility for detecting, correcting, and reporting errors in software and associated 
documents on which they work.  

• 6.09. Ensure that clients, employers, and supervisors know of the software engineer's commitment 
to this Code of ethics, and the subsequent ramifications of such commitment.  

• 6.10. Avoid associations with businesses and organizations which are in conflict with this code.  
• 6.11. Recognize that violations of this Code are inconsistent with being a professional software 

engineer.  
• 6.12. Express concerns to the people involved when significant violations oft his Code are 

detected unless this is impossible, counter-productive, or dangerous.  
• 6.13. Report significant violations of this Code to appropriate authorities when it is clear that 

consultation with people involved in these significant violations is impossible, counter-productive 
or dangerous.  

Principle 7 COLLEAGUES 

Software engineers shall be fair to and supportive of their colleagues. In particular, software engineers 
shall, as appropriate: 
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• 7.01. Encourage colleagues to adhere to this Code.  
• 7.02. Assist colleagues in professional development.  
• 7.03. Credit fully the work of others and refrain from taking undue credit.  
• 7.04. Review the work of others in an objective, candid, and properly- documented way.  
• 7.05. Give a fair hearing to the opinions, concerns, or complaints of a colleague.  
• 7.06. Assist colleagues in being fully aware of current standard work practices including policies 

and procedures for protecting passwords, files and other confidential information, and security 
measures in general.  

• 7.07. Not unfairly intervene in the career of any colleague; however, concern for the employer, the 
client or public interest may compel software engineers, in good faith, to question the competence 
of a colleague.  

• 7.08. In situations outside of their own areas of competence, call upon the opinions of other 
professionals who have competence in that area.  

Principle 8 SELF 

Software engineers shall participate in lifelong learning regarding the practice of their profession and shall 
promote an ethical approach to the practice of the profession. In particular, software engineers shall 
continually endeavor to: 

• 8.01. Further their knowledge of developments in the analysis, specification, design, development, 
maintenance and testing of software and related documents, together with the management of the 
development process.  

• 8.02. Improve their ability to create safe, reliable, and useful quality software at reasonable cost 
and within a reasonable time.  

• 8.03. Improve their ability to produce accurate, informative, and well-written documentation.  
• 8.04. Improve their understanding of the software and related documents on which they work and 

of the environment in which they will be used.  
• 8.05. Improve their knowledge of relevant standards and the law governing the software and 

related documents on which they work.  
• 8.06 Improve their knowledge of this Code, its interpretation, and its application to their work.  
• 8.07 Not give unfair treatment to anyone because of any irrelevant prejudices.  
• 8.08. Not influence others to undertake any action that involves a breach of this Code.  
• 8.09. Recognize that personal violations of this Code are inconsistent with being a professional 

software engineer.  
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Influences of Strategies, Knowledge Sharing and Transfer 
on the Success of University-Organization Collaboration in 

Research and Development: A Case Study of Thailand 

Supaporn Kohengkul1 
Suwimon Wongwanich2 

Nonglak Wiratchai3 
 
 

Abstract 
 
 

The objective of this study was 1) to develop and validate the model of “Influences of 
Strategies, Knowledge Sharing and Transfer on the Success of University-Organization 
Collaboration in Research and Development” and 2) to test whether the proposed model would 
vary according to the collaborators, as well as to clarify the factors conducive to the success 
of the university-organization collaboration, so as to provide a guideline for the 
implementation of the collaboration in Thailand. The proposed model was based on Porter’s 
Diamond Model, Dyer & Powell, and Daniel Model, which the researchers had modified to 
suit the context of Thailand. The data was collected from SME administrators and school 
principals and employed to validate the proposed model. The results were expected to be 
beneficial for educational policy makers in providing a guideline that will facilitate a 
university-organization collaboration in Thailand. 
 
 

Background 
 
 
 During the past twenty years many countries around the world, such as the United 
States of America, Mexico, Finland, the United Kingdom, and some Asian countries, for 
example Japan, Korea, Hong Kong, Taiwan, and China had used theses strategies of 
university–organization collaboration to conduct research and development in science and 
technology for enhancing the economic competitiveness of their country. The strategies were 
believed to be the best mechanism for transforming these countries into knowledge-based 
economies. Accordingly, there have been more than five hundred collaborative research 
centers, research parks and science parks in universities across the U.S.A. Likewise, schools 
became partners of universities in operating the pre-service and in-service training of 
teachers. Therefore, they have accumulated plenty of high quality research work for the 
implementation in educational development, which implied the success of the university–
industry in R&D collaboration.  
 

                                                 
1Ph.D. Candidate, Doctoral Program in Educational Research Methodology, Department of Educational 
Research and Psychology, Faculty of Education, Chulalongkorn University, Bangkok, Thailand. E-mail 
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2Ph.D., Associate Professor, Department of Educational Research and Psychology, Faculty of 
Education, Chulalongkorn University, Bangkok, Thailand. E-mail address: wsuwimon@chula.ac.th. 
Tel:(66)22182581 
3 Ph.D., Professor, Department of Educational Research and Psychology, Faculty of Education, 
Chulalongkorn University, Bangkok, Thailand. E-mail address: wnonglak@chula.ac.th 
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From the literature reviewed (Hayashi, 2000; D’Este & Patel, 2005; Bicakci & Brint, 
2005; Motohashi, 2005; Fontana, 2005), it was found that key success factors of such 
collaboration in the developed countries varied from quantitative to qualitative ones. 
Quantitative factors consisted of the amount of budget, the number of co-researchers, patents, 
and teachers receiving the training, the quantity of teachers’ research work and most of all, 
the economic growth of those countries. Qualitative factors included rules and regulations 
which facilitated the enhancement of research competency, the transfer of knowledge and 
technology, trust and satisfaction of partners concerned. 

As for Thailand, the collaboration between the university and industry has been 
undergone, though with limitation, in some departments such as pharmacy, engineering and 
computer, but not in others due to resource-related constraints. And yet, the success of 
university-industry collaboration in those pioneer departments has not been systematically 
measured. According to the research findings by Intarakumnerd, Chairatana and 
Tangchitpiboon (2000 cited in Namprasertchai & Igel, 2005), they found that the university-
industry collaboration has not yet been as strong as it should be because the quality of the 
universities and graduates are not so high compared with other universities in ASEAN, which 
was in line with the analysis of the situation of Thai higher education conducted by Office of 
the National Education Commission (2000). The finding of the analysis indicated that a large 
number of higher education institutions emphasized their function of teaching but neglected 
the function concerning research and knowledge building for the development of the country. 
According to the report on monitoring and evaluation of the education reform conducted by 
Office of the Education Council (2006), it was also found that university faculty produced 
research and academic work only 0.10 pieces per person per year. 

Owing to such conditions, most industries did not dare to jointly invest with 
universities, although a proposal of strategies for reforming Thai higher education was 
submitted to the government to support the collaboration between public higher education 
institutions and external organizations such as private sectors, entrepreneurs and communities 
(Office of the Education Council, 2000), and although several research organizations had 
provided more research grants to universities. As a matter of facts, industry  were eager to 
collaborate to university with an aimed that deriving new body of knowledge from research. 

Therefore, the researchers were interested in studying the influences of strategies, 
knowledge sharing and transfer on the success of university-organization collaboration in 
research and development in Thailand. We emphasized “organization”, which also included 
schools in our study and aimed to clarify the factors conducive to the success of the 
university-industry collaboration, so as to provide a guideline for the implementation of the 
collaboration in Thailand 

 
 

Objectives 
 
 

The purpose of this research was 1) to develop and validate the model of influences 
of strategies, knowledge sharing and transfer on the success of university-organization 
collaboration in research and development and 2) to test whether the proposed model would 
vary according to the collaborators.  

    
 

Conceptual framework 
 
 
 The researchers would develop and validate the model of influences of strategies, 
knowledge sharing and transfer on the success of university-organization collaboration in 
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research and development, which could be measured from the satisfaction of those involved, 
which could be conducive to commitment and the implementation. We developed a model 
from the three concepts. The first one was Porter’s collaboration strategy which Wu et al. 
(2004) had successfully examined in the context of Taiwan, but has not yet been studied in 
the Thai context. The second one was Dyer and Powell’s trust and knowledge sharing (2001). 
The third one was the concept of the technology transfer of Daniel et al. (2002).  In 
developing our model we integrated all these three strategic concepts.  

 Porter’s collaboration strategies consisted of five factors: firm strategy, structure and 
rivalry; demand conditions; related and support conditions; factor conditions; organizational 
culture, and two supporting factors were government supporting and opportunity opening.  

 The concept of trust and knowledge sharing was developed from the research finding 
of Dyer and Powell (2001), who found that the resource sharing would be successful if the 
organizations had trust in each other, had some prior relationships, and had been located in a 
nearby area. Moreover, it depended on the stability of individuals who worked as the 
coordinators for each organization. These factors contributed to good relationships in 
communication, coordination and trust for each other. 

 The concept of technology transfer was developed by Daniel et al. (2002), who found 
that the organizations which could enhance research capacity would increase knowledge for 
their organization. This would result in the transfer of knowledge among individuals within 
the organization and among network organizations. Finally, there would be satisfaction of the 
collaborators, which would lead to the commitment of all concerned for further 
implementation. 

 After that, the researchers integrated all these three concepts, according to the 
meaning of the research and development collaboration (Katz & Martin, 1997). It meant the 
collaboration of more than two groups who worked together in various forms according to the 
purposes of each organization. We provided, on the left hand side of the model, the symbol as 
“CHAR” which was measured from the objectives, number of personnel, location, budget, 
prior relationship, stability of personnel and proximity. Then we used the concept of Porter as 
the concept of collaboration strategy which Wu et al. (2004) had successfully examined in 
Taiwan. This was symbolized by “STRAT”. Finally, we integrated those concepts of Dyer 
and Powell (2001) and Daniel et al. (2002) according to the knowledge sharing and transfer. 
The success of the collaboration was measured by the satisfaction which would be conducive 
to the establishment of commitment that led to the conducting of research and development as 
explained in figure 1 shown below.  

 

 

< insert Figure 1 about here> 

 
   

 In Figure 1 the dotted lines represent the factors which the researchers added in the 
model, as deemed suitable with the context in Thailand.  The proposed model was originally 
scrutinized by a group of researchers through a focus group discussion. 

 

Methodology: Population and Sample 
 
 
 The population undertaken in this study was divided into two groups; 1) all 
administrators of the small and medium entrepreneurs (SME) and 2) principals of primary, 
secondary and vocational schools in Bangkok (Thailand) Metropolitan Areas and its vicinity. 
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 There were 24 parameters to be estimated in the measurement model and six 
parameters to be estimated in the structure model of the proposed LISREL model. The sample 
size required for this study was 180 subjects for each group, based on the a ratio of five 
subjects to one parameter for the measurement model and ten subjects to one parameter for 
the structural model as stated by Hair et al., (1998).  Accordingly, we collected data from 300 
samples of each group: 300 randomly selected heads of organizations and SME 
administrators, and 300 randomly selected school principals. 
 
 

Research Instruments 
 
 
 The research instruments consisted of two questionnaires: one for the SME 
administrators, and the other for school principals. Each questionnaire had four parts. The first 
part was a checklist measuring personal data. The second part was five-level rating scale 
measuring seven dimensions of Porter’s diamond theory. The third part was five-level rating 
scale measuring the knowledge sharing and technology transferring.  The fourth part was also 
five-level rating measuring the success of university-organization collaboration in research 
and development. These instruments were constructed with some modifications from the 
questionnaire developed by Daniel et al. (2002). All instruments were tried out and validated 
for reliability, content validity, and construct validity. 
  
 

Data Collection and Analysis 
 
 
 The two questionnaires were distributed to 600 SME administrators and school 
principals. Data from the questionnaires were edited, cleaned, and saved for analysis. Firstly, 
the statistical assumptions were examined, descriptive statistics, and mean comparison were 
employed using SPSS for windows version 11.5. Secondly, both the validation of the 
measurement model and the structural model were performed using LISREL program version 8.7.  
 
 

Conclusion 
 
 
 The proposed model as presented in this research was originally scrutinized by a 
group of researchers through a focus group discussion. At present it is on the process of 
empirical validation and is anticipated that the research results would be of great advantages 
to schools and universities.  
 
 

Significance of the Study and Discussion 
 
 
 This research study would be useful for universities as they would possibly be 
allocated with increasing R&D budget and students would have an opportunity to learn about 
the real world of research.  As for collaborated entrepreneurs, they would have increasing 
access to new knowledge which would be conducive to their new products, technology and 
other innovations.  Schools’ achievement would improve. Teachers would be able to produce 
research work of good quality.  Furthermore, the collaboration would be a part of the 
implementation of the policies of higher education reform and provide basic information for 
policy makers in promoting the university-organization collaboration in Thailand.  
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CHAR = Characteristics of collaborators  SATIT = Satisfaction 
OBJ = Objectives of collaboration QUALI = Quality of collaboration strategy 
SIZE = Organizational size INNO = Innovations employed by university 
LOCAT = Location PERS = Performance 
RDBUD = R&D Budget NPROJ = Number of joint projects 
PRIOR = Prior relationship NPUB = Number of joint publications 
STAB = Personnel stability NLICN = Number of copyrights 
PROX = Geographic Proximity APTME = Approved time 
STRAT = Collaboration strategy APBUD = Approved budget schdule 
FACC = Factor condition COMM = Commitment 
STRUC = Strategy and structure CONTRAC = Contract signing and renewal 
DEMC = Demand conditon KM = Knowledge management 
RSUP = Related & supporting SHARE = Knowledge sharing 
GOV = Government supporting TRANS = Technology transfer 
OCUL = Organizational culture    
OPOR  Opportunity opening    

STRAT 

FACC STRUC 
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Figure 1 

The conceptual model of influences of strategies, knowledge sharing and transfer on  

the success of university-organization collaboration in research and development. 

Porter’s Diamond Model (1990)

Dyer & Powell Model (2001)

Daniel Model (2002)

Additional variables

APTME 

NPROJ 

NLICN 

APBUDJ 

NPUB 
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School Rocks! 
 

Group Dynamics:  This large group counseling intervention is intended to be used 
during the first few weeks of the fall semester with all 6th grade students.  The sessions 
will take place once a week over the course of 4 consecutive weeks.  Counselors should 
approach the teaching teams to determine which 50 minute class periods can be used to 
conduct the sessions. 
 
Group Objectives:  School Rocks! is aimed at helping students make a smooth transition 
into the middle school by teaching them techniques to recognize and manage their many 
responsibilities.  The students will be asked to acknowledge the different responsibilities 
they currently have as well as those they anticipate to encounter during their experience 
in middle school.  Counselors will then teach the students organizational skills, including 
time management, making use of their agendas, study skills and relaxation techniques to 
promote stress reduction.   
     
Sessions: 

1. Introduction – “Heavy Stuff” 
2. Responsibilities – “What’s in Your Backpack?” 
3. Demonstrate Agenda- “Making Time Count” 
4. Top Ten Study Strategies- “Studying Rocks!” 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 3128



School Rocks 3 

Session One:  Introduction – “Heavy Stuff” 
 
Objectives: 
 

1) The counselors should take this opportunity to introduce themselves to the 
students and to help everyone become better acquainted 

  
2) To illustrate how responsibilities can weigh students down at times if they 

simply hold onto them, but do not do anything with them.  The following 
activity was adapted from one overheard at a school in Wisconsin (the 
original was used to demonstrate how bullying can negatively impact a 
student’s capabilities).   

 
Materials Needed:  Snacks and drinks, one medium-sized rock for each student, and one 
sturdy backpack. 
 
General Procedures: 
 

1. Counselors should introduce themselves and welcome students to middle school.  
  
2. Ask for one volunteer to stand in front of the class, introduce him/herself and put 

on an empty backpack.  Once the student has the empty backpack on, ask him or 
her how it feels.  

 
      **Processing Leads: 

a. Is it any different from when he/she did not have the bag on? 
b. Ask the student to jump, move around and walk quickly. 
c. Does it interfere with his/her ability to move around? 
 

3. One by one, have each student come to the front, introduce him/herself and tell 
one thing he/she is looking forward to about middle school, and one thing he/she 
thinks will be difficult about middle school.  While they do this, they should each 
place one rock in the bag (don’t forget to have the student who is wearing the bag 
contribute his/her ideas and a rock along with the rest of the group). 

 
4. About halfway through the student introductions, take a minute to check back in 

with the person wearing the backpack to see how it feels now that there are some 
rocks in it.  

 
     **Processing Leads:  

a. Ask the student to describe how the bag feels different from before the 
activity began. 

b. Ask the student if it is possible to walk, jump, or move around with weight 
of the rocks in the backpack. 

c. Comment on how the student’s movements appear inhibited with the 
weight of the rocks. 

2007 HICE Proceedings 
Page 3129



School Rocks 4 

d. Continue the activity with the other half of the students. 
 

5. Once each student has had a chance to come up to the front and place a rock in the 
bag, ask the student wearing the backpack to try to jump, move around, and walk 
quickly.  Ask him/her to share with the rest of the class how it is different from 
moving around when the bag was empty. 

 
6. Counselors should make the LEAP from what it feels like to carry a bag full of 

rocks on one’s back to having a lot of responsibilities.  Just like the rocks, at times 
we carry around quite a few responsibilities that can also make it more difficult 
for us to function (concentrate on the teacher’s lecture, focus while completing 
homework assignments, prioritizing responsibilities such as due dates for papers 
and projects at school, family activities, and extracurricular activities).   

 
      **Processing Leads: 
 

a. Ask a couple of students to describe a time they experienced difficulty 
concentrating in class or on their homework because they were thinking of 
other things they had to do. 

b. Reflect feelings, such as “It sounds like that was pretty tough to juggle”, 
“You sound like you felt overwhelmed”, or “Sometimes it’s difficult to 
figure out what the most important thing you need to do is”. 

c. Ask the volunteers how they have tried to manage all of their 
responsibilities and how their strategies worked out.    

d. Ask the students which rock is heaviest for them (which responsibility 
weighs them down them the most). 

 
7. Before adjourning for the day, ask students to do some detective work by thinking 

about what responsibilities they currently have (or had in elementary school) and 
what responsibilities they anticipate at the middle school level.  Remind them that 
they can expect heavier (and a few more) rocks in middle school than they had in 
elementary school, but that they have more maturity to handle the extra weight. 

   
**Processing Leads: 
     

a. Ask students to write a brief excerpt of their current and anticipated 
responsibilities in a journal.  

b. Ask students to notice how they are feeling and what they are thinking as 
they write about their responsibilities.  Include these in the journal entry. 

c. Encourage students by telling them that we’ll be learning techniques to 
help manage responsibilities, reduce stress, and improve study habits 
during our sessions.  Thank them for participating and tell them how much 
we enjoyed meeting with them.      

 
Processing Hints for Session: 
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• Help students realize that the more “rocks” people have sitting in their backpacks, 
the more stressed out they can become. 

• Give them hope by letting them know that there are ways to organize their rocks 
in a way that makes carrying them around much more manageable (which is what 
will be discussed during the following session). 
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Session Two:  Responsibilities- “What’s in Your Backpack?” 
 
Objectives:   

1)  To learn about what responsibilities are, 
2)  To help students become aware of all of their responsibilities, 
3)  To encourage students to start thinking about how to manage all of their                    
      responsibilities 

 
Materials Needed:  snacks and drinks, outline of a backpack on a piece of paper, colored 
pencils or crayons, pens or pencils 
 
General Procedure: 
 

1. Brief discussion of detective work; discuss important points from last week’s 
session.   

 
2. Discuss what responsibilities are. Ask the group for examples of what some of 

their responsibilities include.  
 

      ** Processing Leads: 
  

a. Encourage students to think of all different types of responsibilities, not 
just ones that are school-related. 

b. Define the term ‘responsibility’ and ask how group members feel about 
their responsibilities.  See if any of the responses change based on the 
definition. 

 
3. Backpack Activity 
 

a. Pass out the outlines of the backpacks to each student. Instruct the students 
to think of all of their responsibilities and to draw a rock inside the 
backpack to represent each one.  Instruct the group to write one of their 
responsibilities inside each rock, identifying which is the heaviest for each 
student.  

 
b. Discuss the groups’ feelings towards these responsibilities.  

 
      ** Processing Leads:  
 

i. How did drawing each of your responsibilities feel?” 
ii. Do you have more or less responsibilities than you thought you did                    

   before this activity?” 
iii.  Ask the group to discuss some of the ways they manage all of their 

responsibilities.  
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4. Encourage group members to think of some other methods of managing their 
responsibilities.  

 
 ** Processing Leads:  
 

a. Encourage students to think of new ways to manage their time, such as 
creating ‘blocks’ in their agendas that include time set aside for studying/ 
homework, relaxation, family activities, and extracurricular activities.  This 
way, students don’t leave the group feeling “weighed down” by all of their 
responsibilities. 

b. Ask students to share strategies they think will work in their own lives. 
 

5. Detective Work: 
 

a. Tell the students to start observing the different ways they manage their 
responsibilities and have them write down anything they may feel they 
don’t manage well.  

b. Encourage students to write about their thoughts/ feelings as they notice 
the different responsibilities they have. 

 
Processing Hints for Session: 
 

• Help students realize that as they grow up, they will have to take on more 
responsibilities. 

• Explain to the group that learning ways to manage their time will help in 
managing their responsibilities. 
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Session Three:  Demonstrate Agenda- “Making Time Count” 
 
Objectives:  
 

1)  To introduce what an agenda is,  
2)  To practice using an agenda, and 
3)  To relate an agenda to managing responsibilities 

 
Materials Needed:  Snacks and drinks, calendar (one week, broken up into hours), 
pencils or pens, brochures to different cities 
 
General Procedure: 
 

1. Brief discussion of detective work; discuss important points from last two   
sessions. 

 
2. Discuss what an agenda is and how it can be useful.  

 
      ** Processing Hint: Discuss prioritizing group members’ weekly activities and  

     relate it to school.  For example, should you watch tv before or after you     
     start your science fair project? 

 
3. Plan a Vacation 
 

a. Pass out the calendars to each group member. Tell them to think of 
somewhere they would like to go on vacation for a week. 

b. Have them plan the vacation using the agenda (calendar) and the brochures. 
Encourage them to leave enough time to do everything they would like to do 
including eating, sleeping and traveling.  

 
      **Processing Leads: 
 

i. Explain to the students that they may not be able to do everything 
they would like to do.  

ii. Tell them to plan enough time to do the activities that are most 
important to them and fill in the extra spaces with the next most 
important activities. 

 
4. Discuss the process of making the agenda.  
 

a. Processing Leads- Ask questions such as: 
 

i.  Were you able to plan a vacation that sounded enjoyable” 
ii.  Did you leave time for eating and sleeping?” 

iii.  Did you have to leave out some activities in order to do others?” 
iv.  How did you decide which activities were most important to you?” 
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v.  What things did you realize when you were writing it all down?” 
 
5. Detective Work: 
 

a. Relate the activity of making an agenda to school. Instruct the students to 
use their agendas to manage their school-work and activities outside of 
school.  Walk through an example of this with them by having an overhead 
and a list of projects and other school events for them to work with.  After 
demonstrating how to fill in the agenda, ask for volunteers to come up to the 
front to fill in the rest of the assignments and activities.   

 
Processing Hints for Session: 

• Gather a variety of brochures from many different cities in order to give the 
students many different options.  

• Instruct students to think of how much time they need for eating and sleeping. 
Also remind them that traveling to and from each destination is important to 
consider.  

• Help students see the benefit of using an agenda to manage their home-work and 
other priorities in their life. Talk about how writing things down makes it easier to 
remember all of their obligations.  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 3135



School Rocks 10 

Session Four:  Top Ten Study Strategies- “Studying Rocks!” 
 
Objectives:  

1) To assist students with management of their responsibilities,  
2) To help students identify methods to enhance their study skills 
3) To provide students with strategies to help them relax 

 
Materials Needed:  Snacks and drinks, Top Ten Study Strategies handout (see last page 
for this), relaxation exercise (script or improvised).  
General Procedures: 
 

1. Brief discussion of detective work; important points from the first three sessions. 
 
2. Top Ten Study Strategies 

 
a. Give the group members the handout.  Read the “Top Ten Study 

Strategies” aloud, allowing for suggestions/ comments from participants.   
 
     ** Processing Leads: 
   

i. Ask the students to suggest helpful strategies they already use to 
study.   

ii. Ask participants how their strategies are working and if they can 
think of any alternatives to add to their repertoire.  

iii. Discuss group members’ opinions of the strategies recommended 
in the handout.   

iv. Ask them which strategies in particular they think will work best 
for them and which they will find more difficult. 

 
3. Relaxation Exercise 
 

a. Ask the group members to sit in a relaxed position (feet flat on the floor if 
they choose to sit in a chair, uncross arms/ legs, hands resting lightly on 
the tops of their legs, eyes closed). Read the relaxing script to the students.  

 
      **Processing Leads: 
 

i.  Ask the students to think back to a situation when they handled 
their stress/ anxiety well.   

ii. Discuss whether they used some of these coping strategies without 
realizing it.   

 
4. Try It Out: Role Play Study Strategies and Relaxation Techniques  
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a. Group members will be in pairs for this activity.  Practice study strategies 
by acting out a typically stressful situation and implementing a study skill 
and relaxation strategy that is personally meaningful to the student.   

      **Processing Leads:   
 

i. Ask the student to explain which study skill would work most and 
least effectively for them. 

ii. Share with group members that some strategies work for some 
people, other strategies are useful to others.  Encourage 
participants to try several strategies to discover what works best for 
them.  

 
Processing Hints for Session:   
 

• Emphasize that the students have the tools to cope with anxiety and stressful 
situations, but it helps to practice good study habits and relaxation activities.   

• Encourage students to create a personalized plan so that their stress does not 
become overwhelming.  Write students’ ideas on poster paper that they think will 
realistically help them deal with their responsibilities. 

• Emphasize that knowing positive options to handle responsibilities can mean the 
difference between positive outcomes and negative emotional consequences.  

• Strength Bombardment: ask group members to tell each person around the circle 
the improvements they have observed during the group.  Congratulate each 
person!  
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Evaluation 
 

 
1) I have learned study/ homework strategies and techniques.   
 
1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 
 
 
2) I better understand what my responsibilities are. 

 
1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

3) I better understand how my responsibilities affect me.   
 

1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

4) I have learned ways to time management strategies to help me fulfill my 
responsibilities in a positive, healthy manner.  

 
1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 
5) I have learned strategies to relax my feelings of stress or anxiety.   

 
1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 
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6) The materials, including the handouts and worksheets, were helpful. 
 

1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

7) The role plays and group discussions were helpful.   
 

1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

8) Overall, the group sessions were helpful for me.   
 

1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

9) Overall, I enjoyed being part of this group.   
1 – No  
2 – Sort of 
3 – Yes 
4 – I’m not sure 

 
 

10)   Suggestions to improve this group: 
 
 
 
 
 

11)  Other comments:  
 

 
 
 
 
 
12) If you would like further information on this topic or if you would like to speak 

with a counselor, please indicate so here or feel free to approach us at any time. 
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Top Ten Study Strategies 
 

1. Review new material the day the teacher presents it in class. 
 
2. Write due dates in your planner and schedule time to study, do 

homework, and work on group projects. 
 

3. Take detailed notes in class to help you remember the material. 
 

4. Review your notes the week of a test and the night before the exam. 
 

5. Take notes on the chapters you are assigned to read in your text 
book. 

 
6. Study with a partner or small group to help keep you motivated; you 

can also divide the work among the group members and teach each 
other the material. 

 
7. Practice using mnemonic devices to help you remember important 

dates, sequences of information, or steps to a problem.  
 

8. Use brain gym to take focused “breaks” that will help you 
concentrate during longer exams. 

 
9. Practice relaxing and tensing your muscles to help calm yourself 

down when you feel tense while studying or taking a test. 
 

10.  Study in an environment that closely matches the one you will take 
the test in; if it is very quiet in the classroom you take a test in, then 
try to study without music, television, or other noise in the 
background. 
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Self-Injurious Behavior: Defining and Treating the Problem in Adolescents 
 

Extent of the Problem 
 

 As of late, little research has surfaced on the subject of self-injurious behavior.  

However, there is a growing interest in the issue, as 4% of the American population, 

equating to nearly 12 million individuals, resorts to it as a coping mechanism (Kress, 

2003).  Of the 2 million reportedly participating in some form of treatment for the 

behavior, 70% are said to be women, most of them being between the ages of 11 and 26 

(Sullivan, 2005).  These statistics prove vital to those who work closely with adolescents 

throughout this critical period, as the potential for developing self-injurious behaviors is 

increased during adolescence (Nock & Prinstein, 2005).   

In a community sample of 440 students in grades 7 through 10, 13.9% of all 

respondents reported participating in self-injurious behavior on at least one occasion 

(Ross & Heath, 2002).  Showing an even higher rate of incidence are those adolescents 

enrolled in a particular sample of a psychiatric inpatient program, with 40-61% of the 

sample disclosing they have used intentional self-harm as a means of coping (Nock & 

Prinstein, 2005).  According to Focus Adolescent Services website, despite the number of 

people admitting to their tendencies to self-mutilate, these statistics are estimated to be 

less than representative of the actual occurrences.   

The website also states that since it is assumed that people generally view self-

mutilation as a stigmatized behavior, some therefore find shame in admitting to having 

any part of it.  Many who self-harm strategically attempt to conceal the resulting physical 

evidence either by taking care to cover the injury with clothing or having a story ready to 

explain the appearance of scars or other potential indicators of self-mutilation.  Local 
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educators seem to be aware of this fact, as the topic is discussed regularly in schools, and 

last year it warranted enough attention for the University of Florida to host a workshop 

focusing on the subject (Clark, 2006).  It is essential for parents and educators alike to be 

aware of the prevalence of self-harm among adolescents, which behaviors are generally 

characteristic of self-injurers, and what options exist for potentially successful treatment 

of self-mutilation. 

Behavioral Characteristics 
 

Self-mutilation is considered to be “deliberate and voluntary physical self-injury 

that is not life-threatening and is without any conscious suicide intent” (Laye-Gindhu & 

Schonert-Reichl, 2005).  According to Victoria E. White Kress (2003), self-injurious 

behavior can be divided into the following four categories and examples: 

1. Stereotypic (repetitive behaviors, such as bashing one’s head against a wall, 

that cause damage to the injurer’s tissue), 

2. Major (the behavior is extreme, usually involving the amputation of an 

appendage), 

3. Compulsive (when one pulls out or picks at his or her hair or skin), and 

4. Impulsive (this can either be a one-time incident or it can be a habit that 

involves burning or cutting one’s skin). 

A recent poll published on the Self-Injury: You Are Not the Only One website shows 

cutting as the most common form of self-mutilation, with 72% of respondents reporting it 

as their method of choice.  Behind cutting, other techniques reported include: burning 

(35%), hitting one’s self (30%), interfering with the healing of existing wounds (22%), 

pulling one’s hair (10%), and breaking one’s own bones (8%).  Of those who participated 
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in this survey, 78% stated they do not typically rely on one method, but rather use any 

combination of the aforementioned means.   

The actions of a self-injurer are often misinterpreted as a failed attempt to commit 

suicide, but in reality, self-harm is actually an attempt to survive overpowering pressures.  

One adolescent rationalizes her behavior by revealing, “What I feel when I cut is much 

less than the emotional pain I feel in my life” (Onacki, 2005).  Before self-harm occurs, 

people tend to experience intense negative feelings, which are soothed both during and 

immediately after the wound is inflicted; however, feelings of disgrace and remorse are 

felt shortly after (Laye-Gindhu & Schonert-Reichl, 2005).  These behaviors can often 

take place in what has been referred to as a “trance-like state,” leaving the injurer with 

little or even no memory of his or her actions after the fact (Onacki, 2005).  In attempting 

to identify whether or not a suspected self-injurer does in fact participate in self-injury, 

one can look for scars or other evidence of the methods listed above on the legs, stomach, 

head and wrists, specifically “on the arm opposite of the student’s dominant hand” 

(Kress, Gibson & Reynolds, 2004). 

Self-injury, again, should not be misinterpreted as an attempt at suicide, nor 

should it be confused with what Kress, Gibson and Reynolds (2004) quote that Favazza 

refers to as “culturally acceptable and sanctioned self-injurious behaviors.”  They give 

examples of such behaviors, which include getting a tattoo or a piercing.  For those who 

desire to get a tattoo or a piercing pain is a side effect of the action, not the primary focus; 

however, when behaviors resulting in pain are committed “in response to psychological 

crisis,” Kress, Gibson and Reynolds consider the behaviors to be “deviant forms of self-
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injury.” In determining whether or not an act should be considered “self-injurious,” it is 

important to look at the motivating factors of the behavior.     

There are many reasons one may have for resorting to self-harm, most of which 

deal with the person having difficulties expressing feelings that have built up over some 

time.  Deliberate Self-Harm in Young People explains how repressed trauma leads to 

resulting “numbness” and self-harm is a way for the victim to feel physical pain, allowing 

him or her to feel “more connected or alive.”  SAFE Alternatives illustrates this point in a 

study that reports almost 50% of people who deliberately injure themselves report having 

been physically or sexually abused, and 90% indicate that they were “discouraged from 

expressing emotions, particularly anger and sadness.”  Suppressing a child’s expression 

of feelings can cause alexithymia, a phenomenon which results in the child’s inability to 

identify and verbally communicate his or her feelings.  To most, self-injury serves as a 

form of self-expression they were formerly and/or currently denied, as is the case with 

those suffering from alexithymia (Shoemaker, 2005).   

Some sufferers report harming themselves in response to feeling as though they 

have lost all control over their lives, and self-injury helps them to regain the control that 

they desperately need.  Research shows that others simply hate the part of their body they 

target, dislike themselves as a whole, or feel so much tension built up inside of them that 

they physically open a wound to release that tension (Kress, 2003).  Other behaviors that 

accompany and manifest themselves in the form of self-injury include mood swings and 

poor impulse control, both of which might easily be confused with behaviors typical of 

adolescents or symptomatic of other psychiatric disorders.  Though feelings alone can 

incite the desire to injure oneself, it can also exist in conjunction with other diagnoses, 
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such as obsessive-compulsive disorder, clinical depression or borderline personality 

disorder (Onacki, 2005).  Serving as a coping mechanism for any number of reasons, 

self-injurious behavior can be potentially habit forming, and on average persists for five 

to ten years; however, if left untreated, it can last a lifetime (SAFE Alternatives).  

Different Counseling Strategies 
 

Perhaps when looking at potential treatment options, it may be helpful first to 

share some strategies that have been historically unsuccessful.  This may spare both the 

client and the counselor from experiencing unnecessary disappointment from a failed 

attempt at therapy.  Some treatments that have been ineffective in the past are as follows: 

faith healing, hypnosis, group psychotherapy, relaxation therapy, educational therapy, 

family therapy, restraining the client physically and producing a contract with the client 

that promises he or she will not engage in self-injurious behavior (Zila & Kiselica, 2001).   

American Self-Harm Information Clearinghouse also suggests people avoid 

giving self-injurers ultimatums, punishments or threats of abandonment if they continue 

to inflict wounds upon themselves.  On her website Self-Injury: A Struggle, Gabrielle, a 

young woman with first hand experience as a self-injurer, gives insight into what loved 

ones should not do in an attempt to help those who harm themselves.  She recommends 

not discouraging the behavior, as “[t]elling an individual to not injure him- or herself is 

both aversive and condescending.”  In doing so, the relationship may become damaged, 

which could cause the self-injurer to revert back to not communicating verbally.  She 

cautions that individuals will continue self-injurious behavior until they feel they are 

ready to stop, so it is best to focus on the cause of the harm rather than the harm itself. 
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As mentioned previously, self-injury is often a way for people to express feelings 

they otherwise have no outlet for.  In looking at the cause of self-injurious behavior, one 

way to deal with it is to take a preventative approach.  Counselors can distribute leaflets 

and have large or small group counseling sessions to help students gain an understanding 

of what can cause someone to self-harm and which behaviors he or she may develop as a 

means of coping with the causes.  School personnel should be made aware of the risk 

factors and signs of self-injurious behavior to identify students who currently or may 

potentially self-harm.  Remembering that many who injure themselves report having a 

history of physical and/or sexual abuse, it may be beneficial for staff to seek out students 

who have experienced such traumatic events in their lives.  When talking with someone 

who shows physical evidence of unexplained injuries believed to be self-inflicted, it is 

appropriate to ask “non-threatening questions” to provide a better idea as to whether the 

injury was purposeful or accidental.  Based on the symptoms and behaviors, “target 

students” may be identified and placed into small groups in which they could discuss 

labeling and expressing their feelings through healthier, more effective means.  (Kress, 

Gibson & Reynolds, 2004).   

For those who have been identified as likely to be participating in self-injurious 

behavior, intervention strategies are necessary.  Some therapies that have been successful 

in counseling individuals who self-harm are cognitive counseling, behavior modification 

and interpersonal therapy.  According to Zila and Kiselica (2001), cognitive counseling 

helps self-injurers find the connection between their thoughts and feelings, and their 

reaction to them: self-harm.  This is done by showing how the inability to put feelings 

into words can cause them to “revert to a false self.”  Their article cites Walsh and Rosen 
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as highlighting four categories of irrational thought that are factors in the development of 

self-injurious behavior, and should be addressed in cognitive counseling: “self-mutilation 

is acceptable, one’s body and self are disgusting and deserving of punishment, action is 

needed to reduce unpleasant feelings, and overt action is necessary to communicate 

feelings to others.”  Helping students to see how irrational these thoughts are might bring 

them to replace those thoughts with others.  For instance, they could see that it is possible 

to ease negative feelings by talking with someone about them rather than holding them in 

until they feel they must harm themselves. 

Behavior modification is another technique Zila and Kiselica recommend that 

counselors try.  Replacing the undesirable behavior of self-injury with a more adequate 

coping mechanism can be done by overlooking the self-harm and reinforcing the desired 

behavior of the student’s choice.  This strategy is called Training Alternative Behaviors, 

which the authors state was employed by Ross and McKay.  They reported a potential 

downfall of the treatment, being that the reinforcement process must be consistently 

followed by all involved in the student’s life in order for it to be successful.  Others can 

significantly interfere with the success of the technique if the behaviors are not properly 

reinforced, so if this strategy is chosen, this point must be strongly emphasized to those 

close with the student.   

Similarly, interpersonal therapy helps students focus on finding a new way of 

channeling their emotions, shifting away from releasing them in the form of self-harm. 

SAFE Alternatives states that interpersonal therapy can help individuals learn “skills for 

the development and maintenance of relationships,” and can also help them comprehend 

their “destructive thoughts and behaviors.”  This can lead to allowing the students who 
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self-injure to let their emotions out by means of talking to others who deeply care for 

them rather than letting a knife or lighter be their voice unto their skin. 

One recurrent theme appearing in therapies suggested for treating those who self-

injure is the focus placed on helping the client find an effective means of expressing him 

or herself using words, whether verbally or written, rather than self-destructive actions.  

In addition to any one of these therapeutic strategies, some have found medication to be 

helpful in the recovery of self-injurers, as it can manage the depression and anxiety that 

commonly accompany self-injurious behaviors.  Most importantly, school counselors 

have a moral and ethical responsibility to put the safety of their students first.  Therefore, 

appropriate referrals to other community agencies or inpatient treatment centers should 

be made if the student’s needs cannot be met by his or her school counselor, or if the 

injuries appear to pose an imminent threat to the student’s life.    

Conclusions and Recommendations 
 

 Though interest in the topic of self-injurious behavior is on the rise, it is still seen 

as a “taboo” topic, which only perpetuates the cycle of non-communication.  Awareness 

is essential to helping people admit to their self-injurious behaviors, as people generally 

feel more comfortable discussing their problems when others are likely to understand or 

be able to recognize what they are going through.  Self-Injury Awareness Day occurs the 

first of March (according to Self-Injury: A Struggle), which would be an opportune time 

for counselors to hold classroom discussions about the causes and symptoms of self-harm 

to educate teachers and students on what to look for and how they can help.  It would also 

be beneficial to include parents by holding informational meetings on the subject, as they 
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may be able to help school personnel identify potential students to partake in small group 

counseling sessions. 

 Making people aware of the risk factors and behavioral trends of self-harm and 

the treatment options available is made possible with increased research.  Most of the 

research currently available has been collected in the form of self-report studies among 

inpatient populations, and only a few studies have emerged from general community 

samples, such as those discussed earlier.  Making a contribution to the profession is yet 

another responsibility that counselors have, which can be accomplished by conducting 

and publishing research, specifically for the areas in which little research presently exists.  

In addition to promoting awareness of self-injurious behavior, school counselors could do 

more in the way of research by surveying the students, seeking out and following up with 

those who appear to be at risk, and reporting the number of incidences they encounter.  

From there, counselors could compile reports of what they observed in their experiences, 

how they handled each situation based on the unique needs of their students, and which 

strategies yielded the best results.   

Though this is idealistic, if even a few counselors were to add to the available 

information, other counselors could become better educated on the subject, and in turn 

spread knowledge to parents, administrators, teachers and students.  Those who resort to 

self-harm already tend to feel misunderstood and unable to express what they are feeling 

and experiencing, so sharing knowledge about the behavior and its causes could possibly 

bring down some of the barriers that prevent them from sharing their emotions with 

others.  Developing an environment in which students can find comfort enough to express 
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themselves will not prevent nor get rid of self-injurious behaviors altogether, however, it 

can be a start to helping some begin the process of recovery. 
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Abstract 

Radical changes that are taking place in our society require radical changes of 
establishment leader’s consciousness towards human values, which are necessary 
for the authentic creative and innovative work. There are very serious 
contradictions that exist between traditional establishment leader’s work style and 
the needs of the contemporary society, which one can overcome only by thinking 
creatively.  
The most significant aspect of establishment leader’s innovative activity is 
situating establishment leader’s work in the new context. Establishment leaders 
use more often innovative management technologies used in other sciences, in 
other countries most often by simply copying theses strategies. The technical use of 
such techniques makes establishment leaders to loose the meaning because 
establishment leaders ignore specific conditions, traditions, as well as the context. 
Thus one of the problems arising in the conditions of innovative activity is 
developing establishment leader as a creative personality with their own unique 
creative pattern of thinking.  
Aim of the research: to substantiate the necessity of the stimulation of an 
establishment leader’s motivation for a creative activity by analyzing factors which 
contribute to or prevent the stimulation of an establishment leader’s motivation for 
a creative activity and by formulating the regularities of stimulation of an 
establishment leader’s motivation for a creative activity.  
As the result of the analysis of contributing and preventing factors of the 
stimulation of motivation for an establishment leader’s creative activity, the 
regularities of the stimulation of motivation for establishment leader’s creative 
activity were formulated. 
   

Introduction 
Processes of crucial changes in Latvian society require reorientation of 
establishment leader’s awareness towards humanitarian values which by their 
nature are adequate to creative management activity. 
Success in increasing the effectiveness of a management process greatly depends 
on an establishment leader’s scientific and theoretical preparedness, professional 
competence, creative activity, and his/her management culture. All these aspects 
have a bearing on an establishment leader’s continuous creative self-development 
which is most often stimulated during the further education processes. 
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This is due to the fact that an establishment leader has to adjust management 
technologies to new conditions, where the understanding of social situation and 
developmental trends of the society as oriented towards sustainable development 
of the society is distinctly marked. Quite often, these technologies have already 
been employed in other spheres, in other countries, and an establishment leader 
tries to use these technologies in his/her practice by mechanically copying this 
experience. However, in such mechanical transfers, the essence of creativeness 
gets lost, because the specific conditions, traditions have not been observed, and a 
concrete situation has been ignored. Therefore, under the conditions of a 
sustainable development of the society, one of the central problems is the problem 
pertaining to the development of a teacher into a creative personality with his own 
peculiar style of activity and thinking. This cannot be achieved without a 
continuous and systematic professional perfection, without a mutual cooperation 
among specialists of different spheres. 
Problems relating to innovative aspects of a management activity are reflected in 
the conceptions of various authors (Barnett, 1983; Camagni, 1991; Lundvall, 
1992; Nelson, 1993; Dodgson & Bessant, 1996;  Saviotti, 1996; Bramanti & Ratti, 
1997; Edquist, 1997; Braczyk, Cooke,  & Heidenrech,  1998; Gann, 2000 et. al.). 
Problems relating to psychological aspects of a creative activity are reflected in the 
conceptions of various authors (Finke, Ward & Smith, 1992; Feldman, 
Csikszentmihalyi & Gardner, 1994; Sternberg & Lubart, 1995; Amabile, 1996; 
Csikszentmihalyi, 1996, 1999; Feist, 1999; Feldman, 1999; Sternberg, Kaufman & 
Pretz, 2002). 
The research on motivation problems is reflected in scientific literature sufficiently 
widely (Hall, 1961; Heckhausen, Schmalt & Schneider, 1985; Maslow, 1987; 
Hennessey & Amabile, 1988; 
Kanfer, 1992; Graham & Wiener, 1996; Ilyin, 2000 et. al.). 
In spite of numerous researches in leadership science in mentioned questions, there 
are no many researches that reflect motivation of establishment leader’s creative 
self-development in conditions of innovative activity. Consequently, serious 
discrepancies can be observed between the implementation level of an 
establishment leader’s traditional activity and contemporary needs of society, 
which an establishment leader’s, who posses a creative thinking, can realize. 
The aim of the research: to substantiate the necessity of the stimulation of an 
establishment leader’s motivation for a creative activity by analyzing factors which 
contribute to or prevent the stimulation of an establishment leader’s motivation for 
a creative activity and by formulating the regularities of stimulation of an 
establishment leader’s motivation for a creative activity.  
The research methods used in the research are as follows: 

- the analysis of some concepts on the research problem,  
- establishment leaders’ testing by Tests of N. Zhurin and J. Iljin, (Iljin, 2000);  
- evaluation and analysis of motives of creative activity self-development.  

 
Theoretical background 
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Social change and innovation have become important factors in economic and 
policy debates.  
Evolutionary Model, Innovative Milieux Model and Propulsion Model of Creative 
Contributions are the methodological basis of this study. 
P. Saviotti (Saviotti, 1996) explains the key concepts in an evolutionary approach 
to innovation as being the following: 
 Generation of variety. Innovations are seen as equivalent to mutations, 

which continuously generate new products, processes and forms and 
contribute to increased variety. Not all mutation s are successful, but the 
ones, which arte often replace older products and processes consequently 
making them extinct. 
 Selection. Selection processes act together with variety-generating 

mechanisms. The outcome is the “survival” (which could also be interpreted 
as introduction or maintenance) of some products, technologies and 
establishments as a result of their adaptation to the environment in which 
they operate, and the demise of others. 
 Reproduction and inheritance. Firms are perceived as producing 

organisations and inheritance is expressed on the continuity in which 
organisations make decisions, develop products and generally do their 
business.  
 Fitness and adaptation. Darwin’s “survival of the fittest” principle is 

represented by the propensity of an economic unit to be successful in a given 
environment. 
 Population perspective. Variation is an essential component for an 

evolutionary process. Hence, not only average values but also variances in 
the population of firms/products should be analysed. 
 Elementary interactions. These include mainly competition and are the most 

studied interaction in economics. More recently, collaboration has also 
become a recognised type if interaction. 
 External Environment is a key element in the evolutionary process. It 

traditionally covers the socioeconomic environment in which technologies 
are developed. It is determined by mechanisms such as patent regimes, 
market structures, standards and regulations. More recently it has also 
started to include the link with the natural environment. 

This approach explains that innovations are connected with social and economic 
processes, where main values are oriented towards relationship between person and 
social environment. The Innovation Milieu Model states that “innovation stems 
from a creative combination of generic know-how and specific competencies” and 
“territorial organization is an essential component of the process of techno-
economic creation” (Bramanti & Ratti, 1997, 5).  
An early description of innovative milieux by R. Camagni (Camagni, 1991) lists 
the following components: 
 a productive system, e.g. innovative firm; 
 active territorial relationships, e.g. inter-firm and inter-organizational 

interactions fostering innovation; 
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 different territorial socio-economic actors, e.g. local private or public 
institutions supporting innovation; 
 a specific culture and representation process; 
 dynamic local collective learning process. 

The Innovation Milieu Model is predominantly anthropocentristic. 

The Propulsion Model of Creative Contributions (Sternberg, Kaufman & Pretz, 
2002) is a descriptive taxonomy of eight types of creative contributions: 

1) Replication. The creative contribution represents an effort to show a given 
field is where it should be. The propulsion is intended to keep the field 
where it is rather moving it; 

2) Redefinition.  The creative contribution represents an effort to redefine 
where the field currently is. The current status of the field thus is seen from a 
new point of view; 

3) Forward Incrementation. The creative contribution represents an attempt to 
move the field forward in the direction in which it already is moving, and 
the contribution takes the field to a point to which others are ready to go; 

4) Advance Forward Incrementation. The creative contribution represents an 
attempt to move the field forward in the direction it is already going, but the  
contribution moves beyond where others and ready for the field to go; 

5) Redirection. The creative contribution represents an attempt to move the 
field from where it is currently headed toward a new and different direction; 

6) Reconstruction/Redirection. The creative contribution represents an attempt 
to move the field back to where it once was so that the field may move 
onward from that point, but in a direction different from the one it took in 
the past; 

7) Reinitiation. The creative contribution represents an attempt to move the 
field to a different and as yet not reached starting point and then to move the 
field in a new direction from that point; 

8) Integration. The creative contribution represents an attempt to move the 
field by putting together aspects of two or more past kinds of contributions 
that formerly were viewed as distinct or even apposed. This type of 
contribution shows particularly well the potentially dialectical nature of 
creative contributions. 

At theoretical level, the model may be useful in understanding what kinds of 
inventions are and why some inventions are more or less successful than others, 
often independent of their quality or level of novelty. This model may be useful in 
understanding how inventions differ from one another, not just in their level of 
creativity, but in the type of creativity they demonstrate in the first place as well to 
understand why certain types of inventions are less readily accepted than others.  
At practical level, the model may be of use to organisations that specialize in 
invention. In order to maximize their profitability, they may wish purposely to 
distribute the kinds of inventions they produce across the various types in order to 
maximize both short-term and long-term investments in inventions. 
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According to co-constructivist framework, specific social suggestions are resources 
for active creative activity of particular subjects who, in the framework of their 
unique (social and  individual) circumstances, reconstruct the meaning of particular 
social suggestions in the form of context-specific subjective meanings. 
In the context of innovation’s development, establishment leading is a multifaceted 
activity that is carried out in a socially constructed, complex, and institutionalized 
phenomenon of management activity. Nowadays, in Latvian society much 
attention has been given to the main value – a human being as a creative person 
who encourages the development of the society. A creative personality is objective 
and unique wealth of the society. Definite delimited frontiers do not exist in the 
course of the development of a creative person. It continues all life long. 
Scientific research on issues of creative activity is topical. However, the diversity 
of theories, lack of unequivocal understanding of this phenomenon still attracts 
attention of many scientists. One of the new trends in this sphere is the 
investigation of a management activity as a creative process.  It pertains to both 
solving theoretical and methodological problems and introducing the experience of 
creative activity into a real practice (Lubart, 1994; Sternberg & Lubart, 1995, 
1996; Csikszentmihalyi, 1996; Amabile, 1996 et.al.).  In research of Western 
scholars, a great emphasis is laid on problems of management of innovative 
processes (Barnett, 1983; Nickoll, 1988 etc.). The aspect of the introduction of 
social and psychological innovations has been investigated quite thoroughly 
(Csikszentimihalyi, 1988; Markova, 1996 et.al.). 
Creativity is a topic of wide scope that is important at both the individual and 
societal levels for a wide range of task domain. At an individual level, creativity is 
relevant, for example, when solving problems on the job and in daily life. At a 
societal level, creativity can lead to new scientific findings, new movements in art, 
new inventions, and new social programs. 
Creativity may be viewed as taking place in the interaction between a person and 
person’s environment (Taylor, 1988; Feldman, Csikszentmihalyi & Gardner, 1994; 
Strenberg & Lubart, 1995; Amabile, 1996; Csikszentmihalyi, 1996, 1999; 
Feldman, 1999; Sternberg, Kaufman & Pretz, 2002). According to this view, the 
essence of creativity cannot be captured just as an intrapersonal variable: a 
person’s cognitive processes characterized as more or less creative (Finke, Ward & 
Smith, 1992) or the person as having a more or less creative personality (Feist, 
1999). Some authors describe a person as having motivational patterns that are 
more or less typical of creative individuals (Hennessey & Amabile, 1988) or even 
as having background variables that more or less dispose the person to think 
creatively (Simonton, 1984). 
In the course of a favourable development, the essential features of a creative 
individuality could be associated with: 
 awareness of one’s uniqueness when compared to others; 
 the amount of creativity manifestations; 
 creating a view about oneself as being a harmonious, united system; 
 dynamism and continuity of self-development of a personality; 
 developing of one’s own individuality; 
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 personality’s disposition to self-affirmation and awareness of one’s own 
importance. 

K. Cock’s research on the phenomenon of a creative personality shows that the 
essential factors that must be taken into account in the analysis of the activities of 
creative personalities are as follows: 
 people with a high creative potential, as rule, manifest their talent in one of 

the spheres of  knowledge, it is typical of them to devote their life to their 
calling; 
 work they have undertaken and by means of which they would be able to 

cope with large scale tasks, requires extremely pronounced skills in being 
able to concentrate their will during a sufficiently long period of time; 
 products of creative activity which bear a seal of talent (work of art, 

discoveries promoting the development of science) cannot be born suddenly, 
and therefore, quite often, one has to wait for the appreciation of the efforts 
made for years; 
 quite often, a family and contacts with other people suffer from a creative 

person’s purposefulness and self-sacrifice to something one; 
 high level “flight of thought” often involves conflicts and readiness to 

sacrifice much (see: Alder,  2002). 
 
The most essential contributions to solving problems of motivation have been 
made by such authors as G. Allport (Allport, 1953), G. Hall (Hall, 1961), R. Cattell 
(Cattell,1963), J. Atkinson (Atkinson & Raynor, 1974), H. Heckhausen, H. 
Schmalt & K. Schneider (Heckhausen, Schmalt & Scheider, 1985), H. Heckhausen 
(Heckhausen, 1986), A. Maslow (Maslow, 1987), S. Graham & B. Weiner 
(Graham & Weiner, 1996), J. Iljin (Iljin, 2000) ect. 
Most modern theories of motivation have evolved from the major meta-theoretical 
position (behaviourist, psychoanalytic, humanist), taking much greater account of 
cognition, the way our perceptions of events are determined by our constructions 
of them, and the ways in which our interpretations of them subsequently influence 
the constantly changing perceptions we hold of ourselves. They acknowledge the 
capacity of the individual to determine their own behaviour, whilst also 
recognizing the role of the environment in rewarding or punishing particular 
behaviour, which the influences thinking and subsequent actions (Heckhausen, 
Schmalt & Schneider, 1985; Whitley & Frieze, 1985; Graham & Weiner, 1996). 
A further key issue for understanding motivation which modern theories have 
begun to address is the way in which motivation operates at different levels and in 
different time scales. At the highest levels, motivations to behave in particular 
ways may be determined by needs deriving from the individual’s personality and 
goals which are specified over the life span.  In the medium term, behaviour may 
by determined by the need to achieve intermediate goals, while maintaining self-
esteem. Actual behaviour at any single time, while it may be influenced by longer-
term goals, will also depend on decisions made between competing motivations 
and needs, and “coping” with the demands of the environment. The study of 
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motivation is extremely complex and need to take account of many different and 
inter-related factors. 
To meet his own manifold needs, man should orient himself not only to the reality 
of the surrounding world, but also to the relations he has established with it. The 
means of such orientation is man’s emotional experiences that manifest themselves 
in emotional reactions. The degree of the intensity of the reactions is closely linked 
with the degree to which needs are satisfied. Such are needs that cannot be fully 
satisfied, e.g., needs for cognition. In man’s mental development, such needs are 
described as needs with limitless possibilities. Besides, the source of personality 
development, in cases like these, shifts to the personality himself. Such personality 
is able to independently plan and guide his own life, shape his own fate, set aims 
before himself, and try to find ways how to achieve them by harmonizing these 
aims with his own values. This means that a personality becomes internally free 
and is able to overcome occasional obstacles, preserving his/her most essential 
values. 
Such characteristic features of a personality as strength of personality and 
independence are one of the most essential aspects of a creative personality, and 
they develop under the impact of both inner and outer factors. 
It should be emphasized that modern science of psychology has developed a point 
of view that for a productive creative personality, inner motivation is more 
essential than outer. This means that a personality joins in a creative activity for the 
sake of the activity itself, but not for the sake of other goals, at achieving of which 
the creative activity is regarded them as a means. The division of motives of a 
creative personality’s activity into inner and outer is only relative, because all 
motives are inner, they emerge from personality himself. If outer motives are 
concerned, we must take into account the fact that they are outer in relation to the 
creative activity itself but not to the personality. However, essentially, outer and 
inner motives are closely interconnected. Quite often, these motives not only co-
exist, not only compete with each other, but often change one into the other. 
If the problems of the human managements are considered, two motivation models, 
referred to by most theories on management, are worth mentioning. They are A. 
Maslow’s (Maslow, 1987) theory of hierarchy of needs and Fr. Herzberg’s 
(Herzberg, 1966) motivating and “hygienic factors”. According to A. Maslow, the 
needs of the individual grow progressively: after the lower needs have been 
satisfied, the individual tries to fill the needs of the next level. This theory allows 
us to conclude that the individual will not make an attempt to satisfy the needs of 
self-realization, which occupy the highest level in the pyramid of hierarchy of 
needs, until the needs of lower levels are satisfied. Practically, it means that the 
employees will not concentrate all their efforts on the job, if, for instance, they 
don’t feel safe or lack respect and positive evaluation. Fr. Herzberg’s theory had 
been focused on the research of human attitude towards nature. He discovered that 
several factors, previously regarded as motives, ensured nothing more than 
satisfaction with the job, therefore, these factors were called “hygienic factors”. If 
these factors are missing, the employees’ dissatisfaction with their job grows. 
However, their presence does not increase the level of motivation to work. In the 
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author’s opinion, the employees’ motivation is created by other factors-stimuli. 
The lack of these factors does not always entail dissatisfaction with the job, but 
they can increase motivation. 
 
Table 1: Comparison of Fr. Herzberg’s hygienic and stimulating factors 
“Hygienic factors” Stimulating factors 
Policy of the enterprise (Regulations and 
instructions which regulate work of the 
enterprise in its sphere) 

Achievements (A well-done job: fulfilled on 
exceeded aims) 

Management and control (The way how 
employees are administrated during their 
everyday work) 

Recognition (Positive evaluation of 
achievements on the past of a manager and 
colleagues) 

Interrelations (Relations with colleagues at 
work) 

Content of work (Employee’s confidence in 
the importance of his work) 

Work conditions (Work time, work place 
layout, equipment and technical facilities) 

Responsibility (Delegating responsibility to 
employees by giving them freedom to choose 
how to carry out their duties) 

Wages (salary) and allowances (Fair 
compensation by means of wages (salary), 
allowances, bonuses, additional days off etc.) 

Growth (The growth of the employees not only 
in the sense of making a career, but also as a 
precondition for development) 

 
According to this theory, a motivated employee is usually energetic and full of 
enthusiasm, always works well, and tries to find an opportunity to take on a greater 
responsibility. Such employee is not afraid of changes, he is positive about new 
challenges. Unmotivated employees will act contrary to this. They often do not 
care about fulfilling their tasks and aims. Moreover, they avoid taking on the 
responsibility. It is difficult for them to accept occurring changes. Consequently, 
man’s own abilities, values, aspirations and self-reliance on his own abilities are 
important motivation sources. 
The essence of the stimulation of motivation for an establishment leader’s creative 
activity is to be interpreted as an activation of an establishment leader’s activity 
which is directed to a conscious, purposeful exploring and perfection of 
professional creative activity, to promoting cooperation in different levels during 
the management process; to professional perfection and raising the level of 
management and methodological culture. In their turn, needs, wishes and 
intentions dictate person’s actions. 
Consequently, the development of a motivation sphere could be considered the 
most essential factor for the development of a creative personality (Heckhauzen, 
1986; Maslow, 1987; Kanfer, 1992; Iljin, 2000). 
The diversity of opinions concerning this problem and several other factors 
necessitated a deeper research on dominating motives for creativity which might 
help to stimulate a creative personality to join in the processes going on in the 
society, orienting towards sustainable development. 
 
Research base 
390 establishment leaders from 26 Latvian cities participated in testing (different 
Latvia’s regions are represented: Latgale, Vidzeme, Kurzeme and Zemgale). 
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During the testing, 54 motives were researched and evaluated using 19 point scale 
(from +9 to -9). Then they underwent a detailed analysis. The correlation of the 
interaction between motives was analysed, too. In all cases, the respective 
indicators are statistically significant (p<0.001). 
 
Research results 
Tests of N. Zhurin and J. Iljin, (Iljin, 2000) have been use to test the level of 
establishment leader’s creative activity after establishment leaders being engaged 
in the innovative work, as well as their self – satisfaction with their work has been 
studied. As the result establishment leaders were divided in two groups: 

 204 establishment leaders who are highly satisfied with their work 
and who display a high level of a creative work; 
 186 establishment leaders who are not satisfied with their work, and 
who are not creative n their everyday practice. 

It is useful to relate the psychological prognosis of the effectiveness of the 
stimulation of motivations for an establishment leader’s creative activity with the 
research of most essential motives. Under the present circumstances of dynamic 
developments of the society, motives orientated to self-organization, self-
perfection, and self-management and to the development of abilities that enable the 
establishment leaders to acquire. New methods and techniques, that allow them to 
use their time rationally, are more vital for the establishment leaders.  Motives 
oriented to the development of self-control abilities regarding an innovative 
activity and to the development of abilities to experiment and research should also 
be included among those of vital importance. As the result of our research, these 
motives are arranged in the hierarchic order as follows: 

1. Orientation to self-organization, self-perfection, self-management (9,22 ±  
0,27 points); 

2. Orientation to the development of the abilities that enable teachers to acquire 
new methods and techniques so that to use their time rationally (7,32 ± 0,24 
points). 

3. Orientation to the development of self-control abilities as regarding an 
innovative activity (6,12 ± 0,21 points); 

4. Orientation to the development of the abilities that enable the teacher to 
experiment and research (5,18 ± 0,25 points). 

At the same time, the following motives are approximately similar (with the range 
from 5,44 to 7,09 points): 

 to identify problems, to set prior aims of a creative activity; 
 to be operative and effective in employing various information sources; 
 the ability to be objective at evaluating the results of one’s work. 

Biased evaluation of an establishment leaders’ activity on the part of 
administration essentially reduces their creative activities in using effective 
management, developmental technologies (r=0,61), and causes establishment 
leaders’ dissatisfaction with methods used for self-realization (r =0,52). 
The effectiveness of the psychological prognosis of the stimulations of motivation 
for an establishment leader’s creative activity should also be viewed in relation to 
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the quality of the material and technical resources of establishment. The analysis of 
the research data allows to conclude that poor material and technical resources are 
one of important reasons for establishment leader unwillingness to provide 
innovative activity (r = 0,60). 
An unfavourable moral and psychological atmosphere at establishment, too, 
hampers an establishment leader to acquire new timesaving techniques and 
methods (r = 0,67) as well as   to be operative and effective in using information 
sources (r = 0,59). It also reduces the effectiveness of stimulation of motivation for 
an establishment leader’s creative activity (r = 0,59). And vice versa, cooperation 
with colleagues, other establishment leaders, business partners and the society as a 
whole, and a creative atmosphere at establishment facilitate the growth of 
establishment leader’s professional perfection and qualification (r = 0,67). Under 
the circumstances of the active use of effective technologies, a continuous   
perfection of  qualification as well as regular improvement of management 
theoretical knowledge promote achieving  high results in establishment leader’s 
activities (r = 0,63) and facilitate his/her activities in exploring other establishment 
leader’s experience in creative activity (r = 0,65). 
A establishment leader’s aspiration to professional creative freedom is regarded as 
an important motive for the stimulation of motivation for creative activity (6,88 ± 
0,27 points). 
An excessive regulation of establishment leader’s activities on the part of city or 
regional administration, ministry, EU requirements is the reason for the reduction 
of the efficiency of the stimulation of motivation for an establishment leader’s 
creative activity (-6,61±0,27 points). The self-stimulating potential of an 
establishment leader’s creative activity is being realized by achieving aims set by 
him/her, by distinguishing and creative solving problems of personal importance.  
As the result of the research, the following motivation stimuli, identified by the 
establishment leaders they were distinguished:  

 the use of effective management technologies (8,16 ± 0,27 points); 
  recognition and prestige gained on the  part of society (7,76 ± 0,25 points); 
  the respects earned of other  establishment leaders and local/regional 
administration  (7,11  ± 0,22 points). 

The correlation analysis carried out in the research showed that an establishment 
leader’s aspiration to recognition and gaining prestige on the part of workers, other 
leaders and the society strengthens his/her interest about creative activity, activate 
the development of abilities to impartially evaluate his/her own activity results, 
increase the sense of responsibility in respect to himself/herself, activate the 
aspiration to achievements in the management process (r = 0,67). 
The awareness of needs to achieve good results in a personal activity is linked with 
the necessity to raise the level of professional perfection and management culture, 
with the achievements in the creative activity that are personally essential as well 
as with a conscious necessity to analyse failures and mistakes, and with attempts to 
present cause of these failures and mistakes (r = 0,59). 
In their essence, conditions of a creative activity are to be treated as non-standard 
conditions of a management experiment, but the needs to acquire effective 
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management technologies are closely linked with the necessity to raise one’s 
professional perfection and management culture (r = 0,69).  Working under such 
circumstances, an establishment leader feels the need to change the qualities of his 
character and peculiarities of his/her personality, for instance, such as resoluteness, 
purposefulness, communicability and benevolence (7,14  ± 0,24 points). Under the 
circumstances of active creative search, an establishment leader feels the need to 
organize experimental research activity, therefore he strives to raise the level of his 
knowledge in the sphere of scientific research, acquaints himself/herself with the 
research already done. He/she also does his/her best to perfect his knowledge in 
philosophy of society development, management of innovative processes (r = 
0,71). This, in its turn, creates the necessity for a deeper exploration of the 
experience of creative activity, thus widening the scope of the application of 
his/her creative approach to a management activity (r = 0,68). 
An establishment leader’s creative self-realization has a high self-stimulating and 
self-development potential. The results of experimental testing testify to the fact 
that aspiration to gaining respect and recognition on the part of society  urge the 
establishment leader to employ effective leading, management technologies (r = 
0,77). 
By applying the method of ranging, our research revealed that, under the 
circumstances of innovative activity, the factors promoting motivation for an 
establishment leader’s creative activity can be arranged according to their 
importance rating in the following way: 

1) recognition of the activities on the part of establishment management and 
local/regional department employees; 

2) creative atmosphere at establishment; 
3) necessity of self-development; 
4) cooperation with the society; 
5) receiving a material support; 
6) implementation of personally important creative ideas, and gaining 

recognition on the part of colleagues, school management and the society for 
this. 

7) experience in using creative activity; 
8) necessity of independence; 
9) survival in the changing  circumstances. 

However, the psychological prognosis for the effectiveness of the stimulation of 
motivation for an establishment leader’s creative activity would not be valuable 
without exploring those reasons that reduce this effectiveness; otherwise it is not 
possible to ensure conditions with minimal hampering manifestations. 
The research revealed the most significant motivation factors that prevent an 
establishment leader’s creative activity. They are arranged in a succession 
according to the principle of how much pronounced they were: 

1) formalism in the requirements of the administration; 
2) excessively strict work regulations  on the part of various level 

administration; 
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3) lack of information about innovative  management technologies which the 
establishment leader  is interested in; 

4) insufficient level of professional competence; 
5) underestimation of self-development necessity; 
6) low payment for work; 
7) poor material and technical teaching base; 
8) receiving an objective recognition on the part of administration; 
9) unfavourable moral and psychological atmosphere at establishment. 

On the basis of the obtained results, the authors of the research distinguish 
regularities of the stimulation of motivation for an establishment leader’s 
creative activity: 

 An establishment leader’s creative activity and stimulation of 
its motivation are united and interconnected; 
 The  results of  the stimulation of motivation for an 
establishment leader’s creative activity depend on 
understanding the changes in the role of a leader, of  processes 
in the society,  and in the role of the sustainable development 
of the society; 
 The level of an establishment leader’s professional 
preparedness and his/her involvement into professional 
perfection; 
 The stimulation of  motivation for  an establishment leader’s 
creative  activity depends on:  
 cooperation on different levels; 
 the professional competence of establishment 

management, local government heads and the 
preparedness of other subjects of stimulation for the 
activities of this kind; 
 an establishment leader’s participation in a creative self-

development within the diversity of professional creative 
activity and communication. 

 
 
Conclusions 

1. A creative personality of an establishment leader is objective and unique 
wealth of the society. Definite delimited frontiers do not exist in the course 
of the development of a creative person. In the context of innovative 
processes’ development, leading is a multifaceted activity that is carried out 
in a socially constructed, complex, and institutionalized phenomenon of 
management activity. 

2. In the course of a favourable development, the essential features of a 
creative individuality (awareness of one’s uniqueness when compared to  
other individuals, spectrum of creativity manifestations, the development of 
a view  about oneself as being a  harmonious and united system, dynamism 
and  continuity of personality self-development, the development of one’s 
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individuality, the aspiration to self-affirmation and awareness of one’s 
importance) develop into internal potential of a creative activity. 

3. The stimulation of motivation for an establishment leader’s creative activity 
is only possible, if cooperation partners of different levels participate in the 
establishment leader’s management activity, which is being implemented 
within the context of the sustainable development of the society. 

4. As the result of the analysis of contributing and preventing factors of the 
stimulation of motivation for an establishment leader’s creative activity, the 
regularities of the stimulation of motivation for establishment leader’s 
creative activity were formulated. 

 
 
References 
Alder H. (2002). CQ – Boost Your Creative Intelligence: Powerful ways to 
improve your creativity Quotient. Kogan Page Ltd. 
Allport, G.W. (1953). Trait in Motivations’ Theory. American Journal of 
Orthopsychiatry, 23. 
Amabile T.M.  (1996). Creativity in Context. Boulder, CO: Westview-Harper-
Verlag. 
Atkinson, J.W. & Raynor, J.O. (1974). Motivation and Achievement. Wash  D. C.  
Barnett, H. (1983). Innovation: The basis of cultural change. New York.  
Bramanti, A. & Ratti, R. (1997). The multi-faceted dimensions of local 
development. In: R. Ratti, A. Bramanti & R. Gordon (Eds.). The Dynamics of 
Innovative Regions: The GREMI Approach. Aldershot: Ashgate, 3-44. 
Braczyk, H.J., Cooke, P. & Heidenrech, M. (Eds.). (1998). High-Technology 
Clusters, Networking and Collective Learning in Europe. Aldershot: Ashgate. 
Camagni, R. (1991). “Local milieu”, uncertainty and innovation networks: 
Towards a new dynamic theory of economic space. In: R. Camagni (Ed.). 
Innovation networks: Spacial Perspectives. London: Belhaven Press, 121-143. 
Cattell, R.B. (1963). The personality and other motivation of the researcher from 
measurements of contemporaries and from biography. In: Scientific Creativity, 
119-131. 
Csikszentmihalyi, M. (1988). Society, culture, and person: a systems view of 
creativity. In: R.J. Sternberg (Ed.). The Nature of Creativity. Cambridge: 
Cambridge University Press, 325-339. 
Csikszentmihalyi, M. (1996). Creativity. New Your: HarperCollins. 
Csikszentmihalyi, M. (1999). Implications of a systems perspective for the study of 
creativity. In: R.J. Sternberg (Ed.). Handbook of Creativity. New York: Cambridge 
University Press, 313-335.  
Dodgson, M. & Bessant, J. (1996). Effective Innovation Policy: A new approach. 
London: International Thomson Business press. 
Eccles, J. (1983). Expectancies, values and academic behaviours. In: J.T. Spence 
(Ed.) Achievement and Achievement Motives. San Francisco, CA: Freeman, 75-
146. 

2007 HICE Proceedings 
Page 3166



Edquist, C. (1997). Systems of Innovation Technologies, Institutions and 
Organisations. London: Pinter. 
Feist G.J. (1999). The influence of personality on artistic and scientific creativity. 
In: Sternberg (Ed.). Handbook of Creativity. New York: Cambridge University 
Press, 273-296. 
Feldman D.H. (1999). The development of creativity. In: R.J. Sternberg (Ed.). 
Handbook of Creativity. New York: Cambridge University Press, 169-186. 
Feldman D.H., Csikszentmihalyi M. & Gardner H. (1994). Changing the World: A 
framework for the study of creativity. Westport, CT: Praeger. 
FinkeR.A, Ward T.B. & Smith S.M. (1992). Creative Cognition: Theory research 
and application. Cambridge: MIT Press. 
Gann, D. (2000). Building Innovation: Complex constructs in a changing world. 
London: Thomas Thelford. 
Graham, S. & Weiner, B. (1996). Theories and principles of motivation. In: D.C. 
Berliner & R.C. Calfee (Eds.). Handbook of Educational Psychology. New York: 
Macmillan, 63-84. 
Hall, G. (1961). Psychology of Motivation. New York. 
Heckhausen, H. (1986). Motivation and Activity. Vol. 1-2. Moscow (in Russian). 
Heckhausen, H., Schmalt, H.D. & Schneider, K. (1985). Achievement Motivation 
in Perspective. Orlando, Fl.: Academic Press. 
Hennnessey B.A., & Amabile T.M. (1988). The condition of creativity. In: R.J. 
Sternberg (Ed.). The Nature Creativity. New York: Cambridge University Press, 
11-38.  
Herzberg, F. (1966). Work and the Nature of Man. New York: World Publishing. 
Iljin, E.P. (2000). Motivation and Motives. St. Petersburg (in Russian). 
Kanfer, R. (1992). Work Motivation: New Directions in Theory and Research. In: 
C.L. Cooper & I.T. Robertson (Eds.). International Review of Industrial and 
Organizational Psychology. London: Wiley. 
Lubart, T.I. (1994). Creativity. In: R.J. Sternberg (Ed.). Thinking and Problem 
Solving. San Diego, CA: Academic Press, 290-332. 
Lundvall, B.-A. (1992). National Systems of Innovation: Towards a theory of 
innovation and interactive learning. London: Pinter. 
Markova, A.K. (1996). Psychology of Professionalism. Moscow (in Russian). 
Maslow, A. (1987). Motivation and Personality. 3rd ed. New York: Harper & Row. 
Nelson, R.R. (1993). National Innovation Systems: A comparative analysis. New 
York: Oxford University Press. 
Nickoll, A. (1988). Managing Educational Innovations. London. 
Saviotti, P.P. (1996). Technological Evolution, Variety and the Economy. 
Cheltenham: Edward Elgar. 
Simonton D.K. (1984). Genius, Creativity, and Leadership. Cambidge: Harvard 
University Press. 
Sternberg R.J., Kaufman J.C. & Pretz J.E. (2002). The propulsion model of 
creative contributions applied to the arts and letters. Journal of Creative Behavior, 
35, 75-101. 

2007 HICE Proceedings 
Page 3167



Sternberg R.J. & Lubart T.I. (1995). Defying the Crowd: Cultivating creativity in a 
culture of conformity. New York: Free Press. 
Sternberg, R.J. & Lubart, T.I. (1996). Investing in creativity. American 
Psychologist, 51, 677-688. 
Taylor, C.W.  (1988). Various approaches to and definitions of creativity. The 
Nature of Creativity. Cambridge, 99 – 126. 
Whitley, B.E. & Frieze, I.H. (1985). Children’s causal attributions for success and 
failure in achievement settings: A meta-analysis. Journal of Education Psychology, 
5, 608-616. 
 
 

2007 HICE Proceedings 
Page 3168



Title Page 

 

a) Title: ‘The chances for Ukrainian Education to meet the challenges of 

increasingly interdependent world”  

b) Topic: Other Areas of Education—International Education 

c) Presentation format: Paper Session 

d) Name of the first author: Olena Koshmanova, a fourth year student at the Faculty of Foreign 

Languages, Ivan Franko National University of L’viv, Ukraine, and a junior student at the Lee 

Honors College, Western Michigan University. 

e) Student 

a. Mailing address: Olena Koshmanova, 2827 Broadway, Kalamazoo, MI 49008 

b. Corresponding author: Olena Koshmanova 

c. E-mail: o3koshma@wmich.edu 

d. Phone number: (269) 267-5676 

 

 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 3169



The chances for Ukrainian higher education to meet the challenges of increasingly 

interdependent world 

 

Olena Koshmanova 

Western Michigan University, USA,  

and 

Ivan Franko National University of L’viv, Ukraine 

 

Introduction 

Following the breakup of the Soviet Union (1991), Ukraine inherited the Soviet model of 

education. The communist system was characterized by deep respect for theoretical 

knowledge, strong liberal arts tradition, and no market pressures, which reduced the 

importance of practical applications of knowledge and became a major obstacle of social 

change for civil society.  My personal experiences as a student at the Ukrainian national 

university show that the majority of college professors build their teaching strategies on 

delivering big amounts of information students need to memorize. This practice is 

popular not only at the Faculty where I study, but at the majority of Faculties where 

Ukrainian students are gaining their education.  

As a Ukrainian secondary school graduate and now a full time student of a National 

University, I can surely say that I have experienced every possible education technique 

used in the post communist society of Ukraine on myself. Even though the level of 

education in the Soviet Union and now in Ukraine has always been ranked to be very 

high, the teaching methods of our instructors leave much to be desired. Because of the 
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training the professors and instructors got during their education, it is understandable that 

they use the same techniques on their students, which is not always the best case. Most of 

the professors that I have encountered in my university career have been very 

authoritarian, placing themselves significantly above the student, which caused major 

intimidation in the student. The instruction methods were mostly lecture and have been 

focusing on direct memorization without much discussion and reflection.  

These methods are rooted in the classical pedagogical theory of the 17th century 

represented by Comenius, who promoted an encyclopedic approach to education.  In his 

view, students who learned large amounts of information functioned at a higher level of 

understanding and exhibited more advanced cognitive development than those who were 

exposed to less knowledge.  Many instructors echo this view in their research and 

practices.  They accept the view that the more students know about the theory of their 

major, the better they will understand how to be successful in their work as specialists—

teachers, lawyers, doctors, etc.   They think the encyclopedic approach to structuring 

education curriculum leads to genuine learning. The insufficiency and narrowness of this 

view is obvious.  Instructors holding this view often generalize the concept of knowledge, 

focusing predominantly on teaching subject matter while underestimating procedural 

knowledge and social interaction as means of constructing any meaningful student 

understandings. 

 

Goals and Methods 

As a learner who studies in two different university cultures (USA and Ukraine), I have 

experienced many different teaching strategies, and came to a conclusion that successful 
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learning is conceivable when students endeavor to do their best and work persistently to 

achieve their learning goals. Analyzing the chances for Ukrainian Education to meet the 

challenges of increasingly interdependent world, I conducted narratives of my fellow 

students in the USA and Ukraine (N=8) while they were trained in two different teacher 

education programs in the American and Ukrainian universities. The students responded 

to the question: “What kinds of classroom practices are needed for learning to become 

meaningful toward the challenges of increasingly interdependent world?” The study 

describes students’ responses to this question and identifies the implications of my 

findings for meaningful student learning which leads to the formation of professional 

dispositions. My research revealed a need for wider use of social dimensions of learning--

discussions, debates, participatory practices, along with reflection and critical thinking. 

The paper outlines new features for teacher learning in the conditions of global world and 

suggests strategies productive for achieving this goal. 

 

Theoretical background 

My use of narratives for this study is consistent with constructivist learning theory 

(Orlich et al, 2004). In constructivist learning theory, learning is construed as an active 

process of constructing personal meanings rather than a passive process of absorbing 

information (Vygotsky’s 1978). In other terms, meanings are not put into students; 

instead, they make them reacting to new information and experiences.  Writing narratives 

can provide students with the opportunity to reflect on their own practices, to make 

connections to their personal experiences and beliefs, and then to construct their own 

2007 HICE Proceedings 
Page 3172



meanings—it can increase their self-knowledge (McMahon, 1997; Koshmanova, Carter 

and Hapon, 2003). 

Written reflections are especially valuable for learning (Shor & Freire, 1987). 

Expressions of understanding recorded in written narratives enable broader understanding 

through an analysis of their contents. Reflections and narratives are important strategies 

that encourage students’ higher levels of thinking and visions; they are among heuristic 

devices that encourage student discovery (Czarniawska, 1997).  

Shared narratives can expand self-knowledge and sensitivity to others. While 

reflecting on a new topic, students come across own lived experiences that might 

contradict the mainstream narratives, which do not focus on the lives of the 

underrepresented groups of a society. 

While reflecting on his/her own experiences and clearing up them to others, a 

learner understands his/her beliefs better and learns more about others. Furthermore, 

students can better comprehend dilemmas articulated through narratives, such as disputes 

over who is responsible for a problem. Narratives can build “the way for persons to 

cooperate with each other, to unite in a struggle against the problem, and to escape its 

influence in their lives and relationships” (White, 2003, p.164). 

As a foundation for this paper, I reviewed the studies by Ukrainian and Russian 

psychologists and research on written discourse. In social-psychology research, narrative 

analysis has been widely used, including analyses of social opinions in the sphere of 

education, as well as for studies on social crises, like war. Using students’ narratives in 

studies about social events, research revealed reason-outcome links and procedural 

characteristics in their discourse (Hapon, 2002). Yarskaya-Smirnova (1998) analyzed 
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narratives on the historical memories and behaviors of people in socially extreme 

situations, while Soloviov (1997) explored modeling of the future on the basis of 

correlation of the structure of human consciousness and the unbalanced social life. 

Yezhov (1998) elaborated a methodology for research on personal differences in 

perception of conflict situations.  

With narrative analyses, Ivanova (1999) and Hapon (2002) examined gender 

differences of memory and found a correlation between gender specificity and 

perceptions of extreme situations. Research done by Ivanova (1999), who studied World 

War II, documented that the females’ memory was the most emotional, affected by 

human relationships. Simultaneously, males’ memories held linear structure keeping 

many events that were full of statistics. 

Qualitative educational research in education can effectively demonstrate students’ 

perceptions, attitudes towards teaching methods. I realized that qualitative data could evidence 

student understanding of the authoritarian and current educational practices, which they shared 

through their writing and reflection about the learning experiences that affected them. 

 

 The Procedure of My Research: 

Stage one: Ukrainian Students 

In May--June 2006, after our day at the Ukrainian university was over, four students in 

my group gathered due to preliminary agreement, as I asked them to write a narrative 

response to my research question. Three students in that group were females and one was 

a male student, with an average age of 20, 5 years. All of these students are in the 

Department of Foreign Languages and have traveled to various programs that my 
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Ukrainian university has affiliations with. They were writing for approximately forty 

minutes, some finished early and left.  

It took me a week to thoroughly go over their responses but after an extensive and 

comparative analysis I could clearly distinguish four main trends in their responses. 

Because my question was asking to identify the specific practices that would be 

transformational towards educational change for global awareness, the students’ 

responses were clear and specific. 

 

Trends  

 

Positive Learning Environment 

 

The first common response to this question was to implement a positive learning 

environment and a friendly relationship between students and between the instructor and 

the student. I personally support this view strongly and I think that if there is a friendly 

and a good learning environment, a student is much more likely to learn and remember 

what s/he learned. If the professor is authoritarian and not very easy to talk to because of 

the status he puts himself into, the student feels very much intimidated by this behavior 

and might not ask clarifying questions that might increase his/her knowledge and 

understanding. Also, if the environment between students is not open and friendly, this 

might be another reason why a student might not ask a question or be willing in 

participating and actively responding to instructor’s questions. There always has to be a 

positive interaction between students that could let them be comfortable in each other’s 
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company and become helpful to each other. One of the girls, named Nina1, in the group 

traveled to Germany for a semester as an exchange student in Berlin. She is now a senior 

majoring in German Language and Literature as a secondary education teacher. Here is 

her response to this question: 

 

“Speaking about my native Ukrainian university, I do not think that being under 

constant pressure will help me master my language (German). One of my professors 

is so impatient with us (the students) that all we think about is finishing the class as 

early as possible instead of asking questions and learning…” 

(Nina, 20 years old. Spring 2006) 

 

Another female called Olga from the Polish program that studied in Krakow for a 

semester answered the following, considering her experiences in the Ukrainian 

university: 

 

“Sometimes I feel ashamed to ask a stupid question in front of everyone. I know that 

others know the answer so I rather look it up on my own, instead of making a fool out 

of myself. This I never felt in Poland, even though our countries are neighbors”  

(Olga, 19 years old. Spring 2006). 

 

Three out of four students mentioned this practice as one of the most necessary ones 

for the educational change to take place. For example, a rather typical response was the 

following: 
                                                 
1 To keep the privacy of the participants, all the names are changed. 
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“I believe the most important for learning is the atmosphere in the classroom—when 

you trust your instructor, when you feel that she respects you and cares for our 

progress. Unfortunately, very often I feel intimidated by the professor’s attitude 

toward me and never want to participate”(Iryna, 20 years old. Spring, 2006). 

 

These responses clearly demonstrate that a friendly learning environment is necessary 

and it is exactly what students want and what professors need to implement into their 

teaching style. It is very important that the instructor does not begin the class with a 

negative attitude, because then he scares the students off. It is also very important that the 

instructor never makes a derogatory comment about a student or a question, because that 

will most definitely intimidate and belittle the student.  

 

Active Student Learning 

 

The second major trend that the students seemed to agree on was the implementation of 

group discussions, role playing and reflective thinking and writing. I also agree with this 

statement. There is not enough of this in my home university. As I already said the 

instruction methods focus on primarily lecturing of the professor and the students’ taking 

notes. Usually by the end of the lecture the instructor asks controlling questions as if to 

see if the students were awake, but it is not even close to what needs to be done. During 

my experience at an American university I clearly not only enjoyed cooperative learning 

and various simulations that allowed me to interact with other students, but I greatly 
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benefited from those experiences. It took my mind out of the classroom and put me into 

the real world situations where I not only had to know the basic grammatical rules but 

also know how to implement them into my speech.  

The majority of students said that most of the instruction methods and exercises are 

not developing the student’s thoughts and thinking, instead just give them information to 

memorize. This not only applies to the study of languages, many other subjects in my 

experience have been taught very similarly like philosophy, history, lexicology, 

pedagogy, etc need incredible improvement in the instructing methods.  

A male called Roman that studied in London, England for a month wrote about his 

learning experiences in Ukraine: 

 

“After forty five minutes of continuous writing I did not understand clearly what I 

was writing about, I just hoped to keep up with the professor’s speech. She (the 

professor) was going so fast, that I did not only have time to understand what she was 

talking about, but I could never even dream about asking a question or at least 

discussing her lecture with my classmate” 

(Roman, 20 years old. Spring 2006). 

 

A similar statements were written by Nina: 

 

“I do not feel comfortable when I want to ask my instructors a question during their 

lecturing. There is even no room for questions!”  

(Nina, 20 years old. Spring 2006) 
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The Grading System 

 The third major trend that I have noticed in students’ responses was focused on 

creating less pressure at the end of the semester because of exams, instead spreading the 

grading schedule throughout the semester, implementing one or two test during a 

semester and an easier final exam. The fact that today students mostly have to work for 

their grade at the end of the semester is creating tension and even though the students 

have no choice but work as hard as they can, the end of the semester is unusually hard for 

most. From what I have seen during my studying experience I can definitely say that the 

system that we have right now with no test in between the semester, the student is 

probably not learning during the semester and at the time of the final everything comes at 

once. Usually we get a list of questions that we will have to know for the exam and 

normally that is what we study. This is not effective because the learning process is not 

spread out and comes at the student suddenly.  

One Ukrainian participant said the following: 

 

“Too much pressure is put on the Ukrainian student when the time for the session 

comes. I am more likely to memorize the material for one time usage than to fully 

understand the matter that I am studying.” 

(Nina, 20 years old. Spring 2006) 

 

In this response I see clearly that the approach that we have in a Ukrainian university 

is not satisfying the students’ needs and does not promote active learning throughout the 

semester.  
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Credit transfer system 

All the participants were unanimous regarding the necessity of more effective 

implementing the so called credit transfer system in the Ukrainian university that would 

promote student mobility, possibilities to study abroad at different universities of their 

choice in global dimension. Among quite typical thoughts expressed by the students were 

as follows: 

 

“The system of qualification levels should be changed as well….  Our system of 

higher education is nearly unchanged since the Soviet times, and the process of 

introducing the two-tier model of Bachelor and Master degrees is also following the 

Soviet pattern dealing with re-naming of the old institutional degrees what makes it 

hard for us to study abroad”  

(Roman, 20 years old. Spring 2006). 

 

Introducing Credit Transfer System became really a challenge for Ukrainian 

educators. According the Bologna Process that our university is going through, some 

Ukrainian University divisions like the Law, International Relations, and Economic 

departments, trying to develop the Credit Transfer System, have started with 

implementing the so called Module System, where there are two major exams during the 

semester and a final exam right after the second module. There the students do not think 

that the final exam is necessary because it also creates unneeded pressure. However, in 

these discussions about Module System, the very essence of the Credit Transfer System 

with its emphasis on credits and elective nature of taking courses by students is 

2007 HICE Proceedings 
Page 3180



diminished and misinterpreted in favor of the old concepts of authoritarian assessment of 

student knowledge. 

The reformative initiatives of Ukrainian educators are only starting to result in the 

creation of concepts of learning in the light of European integration and global 

educational trends. Despite different understanding the philosophy of learning, the 

participants of my study were unanimous in understanding the necessity of refusing from 

autocratic style of grading in favor of humanization and democratization of learning, and 

free choice of the content of learning, especially at the level of liberal arts knowledge. 

 

The Procedure of My Research: 

Stage Two: American Students 

 

In September--October 2006, after one undergraduate teacher education class was over, 

four students in my group gathered due to our preliminary agreement, as I asked them to 

write a narrative response to my research question (“What should educators do to help 

students meet the challenges of increasingly interdependent world?”). Two students in 

that group were females and two were males, with an average age of 20 years. All of 

these students were trained at the American university and have previously studied in 

various programs worldwide. They were writing for approximately twenty minutes, some 

finished early and left.  

It took me two weeks to thoroughly go over their responses but after an extensive and 

comparative analysis I could clearly distinguish five main trends in their responses. 

Because my question was asking to identify the specific practices that would be 
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transformational towards educational change for global awareness, the students’ 

responses were clear and specific. 

“I think the most important thing is to be educated about other cultures. Even during 

high school education students have to learn about geography, history and culture of 

other countries. Global education is very important in today’s world, because now 

that I am in college, there are very many international students all around me and I 

have to be understanding of the differences of others. Educators should teach 

students about people outside of America, and increase our limited knowledge about 

cultural, religious and traditional differences”.  – Ryan, 19 years old. 

 

In this student response we can see that international education is very important in the 

increasingly globalized world. Starting from secondary education, teachers and educators 

have to give their students knowledge about the traditions, religions and history of other 

countries. This aspect of teaching is crucial in the increasingly interdependent world, with 

students from all over the world traveling to the USA to study and experience exchange 

programs. Also, American students have to feel the need to improve their knowledge 

about the world, and that can be only achieved by international education in their home 

schools. 

 

The second trend that all of the four students expressed is that the credit system should 

definitely be easier. This is something that Ukrainian students and American students 

have in common in their narratives: both groups of students have either studied abroad or 
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transferred to a different university, and the difficult process of the credit transfer has 

caused trouble in all cases.  

“The credit transfer system should be easier. When I studied in Spain for a semester, 

it turned out that I could not transfer half of the acquired credits because of 

difference in course material, even though the subjects were essentially the same. I 

had to come back to my home university and study the same courses, which were just 

a tiny bit different from the ones I took in Spain. It was just not right to take the same 

class twice. Universities worldwide should definitely work on some system of similar 

accreditation.” – Megan, 22 years old. 

  

Here is a quote from an international student, who brought up a point about creating 

academical clubs social circles that would help international students to integrate more 

with Americans and get to know their culture better. A lot of the time when international 

students come to study, they mainly interact with students from the same country or any 

other international student. Students coming to study on a foreign exchange program 

have to integrate as much into the American way of living as possible, since this is the 

whole idea. Here is what the student wrote: 

“I am an international student from India and when I came to study in the USA some 

people were not nice to me. They did not know anything about my religion, traditions 

and culture. They had no appreciation for my civilization, which is over four 

thousand years old. When I began to make friends that is when some of my friends 

became interested about my country. Educators should do every effort when they 

teach us, they should create possibilities for our collaboration and experiences 
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sharing in small and large groups, so that they saw us not only as students who speak 

with an accent, and therefore are “weird”; but as sources of valuable cultural - 

historical information. The teaching and learning should be inclusive and open for 

others, who are not Americans. My other point of view is that I communicate mainly 

with international students. I want universities to have more organizations and 

student clubs that would create events for both international and American students”. 

– Alok, 23 years old. 

 

The tolerance question was brought up by a girl from Saudi Arabia. Teachers have to 

teach their students about ethnic, religious, and cultural tolerance. In general, people are 

afraid of something they do not know, which is exactly why education is very important 

in these subjects. After the recent political events people have a stereotype about students 

and people from the Middle East, which is not always true. The only solution for 

acceptance of the other is education and experience. Educators have to always promote 

acceptance of other countries, no matter what is going on in the political world. Because 

our world is becoming increasingly interdependent, it is very important to be away of the 

differences and the similarities of American traditions and traditions of other cultures. 

Education is the only way to accomplish that. 

“I have lived in America since I was 10 years old. I am from Saudi Arabia, but I and 

not a conservative Muslim, even though I am religious. Even though I not always 

wear my head scarf, I do it sometimes. During those times I feel extremely different 

from others and even discriminated against, because once I put it on, people start 

staring at me with strange looks, probably even afraid of my presence. But as soon as 
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they see me without it, I am once again their good old friend. At my university I feel 

like a stranger to the community, sometimes hated, if I show up in my traditional 

clothing. I am not even speaking if I show up to a restaurant, or something. People 

stare and I feel even ashamed of who I am, even though I know I shouldn’t because I 

did not do anything to anyone. The political situation now causes more hate to Arabs 

than ever, but we are just the same as anyone. The headscarf is just a part of culture, 

something that you choose of don’t choose to wear, but people in this country 

perceive it as a statement against America or something. In other words, people 

should get another side of the story before they start judging. Educators in this 

country should not be biased and teach their students, no matter what class, about 

other country’s life and the positive things each culture has in it”. – Samer, 20 years 

old. 

 

Conclusions 

 

After conducting my research and thoroughly examining the student responses I have 

come to a conclusion that a more positive learning environment, active student learning 

and a less demanding grading system is needed in order to involve a student more into 

learning and create a bigger interest in the learning process. One last factor that the 

students are expecting is the implementation of student evaluations that would increase 

the instructor interest in the course and well as the quality of the subject matter. 

In today’s world, the methods of teaching authoritarian, knowledge-based 

curriculum are not consistent with the ideas of civil society and global educational trends. 
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To reform the Ukrainian system of higher education, the findings of my study suggest 

wider use of active learning strategies, more spontaneous discussions which would 

promote development of students’ personal points of view. It is important that instructors 

use a complex of strategies, creating democratic learning community development. To 

achieve plurality in student thinking, teachers should teach students to consider events 

not from one, “correct” general opinion, but from different points of view, through 

different connections among the studied phenomena, seeing all the pros and cons of every 

concept. 

In Ukraine, the whole process of teaching and learning should be reformed 

according to the global educational tendencies, on the basis of the best experiences 

accumulated in the world. Learning cannot be authoritarian in the 21st century, and the 

Ukrainian university mission cannot only be to train excellent professionals who master 

discipline.  The mission needs to be broadened to include the teaching of active men and 

women who can understand the competitive world in which they live and contribute to 

the common good to establish and support a democratic society.   

After comparing the student responses from two different countries (Ukraine and 

USA) it is clear that American students are not worried about the technicalities of 

educational process and are focused more on international education and global 

awareness. USA is the strongest democracy in the world, with the best educational 

system. The educational system of America is the point of comparison of any European 

country 
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Globalization of teacher education: the case of Eastern Europe 

 

Tetyana Koshmanova,         

Western Michigan University, USA,  

 

Introduction 

 

European enlargement and its spreading eastwards is promoted by the Bologna process, 

the most significant and wide-ranging reform in European higher education that involved 

45 countries. Being the most significant and wide-ranging reform of higher education in 

Europe, this Process was officially launched in 1999 when Ministers from 29 European 

countries met in Bologna and signed a Declaration in higher education aimed at the 

formation of the European Higher Education Area (EHEA) by 2010, with a view to 

improving the attraction and competitiveness of European higher education in relation to 

the United States. To do so, European universities are expected to introduce more 

market-driven strategies, putting student demand in the center for better competing for 

global consumers. Generally speaking, to establish the EHEA, the Bologna Process gave 

its support to the idea that higher education should be serving as effective means for 

promoting massive top-down social reforms for global educational values, and the 

standardization of European university programs, which is necessary for competition 

against the universities of the United States. The very set of the following six objectives 

already speaks for their overseas influence: adopting the system of easily readable and 

comparable degrees; adopting the university structure based on two cycles—
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undergraduate and graduate; establishing the system of credits (European Credit Transfer 

System—ECTS) as a means of student mobility; promoting cross-border mobility by 

overcoming obstacles, with the particular attention to students, teachers, researchers 

towards their access to study, training and research opportunities, without prejudicing and 

statutory rights; promoting European cooperation in quality assurance; and promoting a 

European dimension in higher education (the Bologna Declaration, 2006). 

Based on a qualitative study, the article looks at the nature of this Process, its history and 

connection to constructing common Europe, and then turns to Eastern Europe as a case 

study on teacher education reforming for European integration which is promoted by the 

Bologna Process. Analyzing contradictions and specificity of this educational change, the 

paper aims at answering the question about the perspectives of Eastern European teacher 

education on its way to European Union. 

 

Historical background: 

Specificity of Ukrainian education within European traditions 

 

Education of Ukraine, as a country located in the center of Europe, is a complex 

phenomenon, full of contrasts and common features in regards to other European 

educational systems. Though Europe has never been a political, economic, or linguistic 

unity, its education can be viewed as integrity primarily in the historical and cultural 

dimensions because of Christian roots and common civilization heritage in its essential 

educational framework. The idea of European unity manifested itself in various concepts, 

from medieval “Christian Leagues” and federations of “nations” in the epoch of 
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Enlightenment, to totalitarianism like fascism and communism (Wrona, 2004). The 

European educational culture is often lined up with Ancient Greece and Roman Empire, 

with the names of outstanding educators, particularly with Czech educator John Amos 

Comenius (1592-1670), English philosopher John Locke (1632-1704), Swiss educators 

Jean-Jacques Rousseau (1712-1778) and Johann Heinrich Pestalozzi (1746-1827), 

German educators Johann Friedrich Herbart (1776-1841) and Ardolf Disterweg (1790-

1866), and others whose educational heritage is thoroughly studied in every teacher 

education program of Ukraine.  

The beginning of Ukrainian educational legacy within European community dates 

back to Kyivan Rus’ (the 9th—first part of the 13th century)—the first state and political 

formation that existed for five centuries and reached a high level of political, social, 

economic and cultural organization. It became an important factor of international life in 

Central and Eastern Europe. A wide network of schools, libraries, the cult of books, high 

level of literacy among population, as well as international educational contacts—all this 

testifies to a high level of Kyivan Rus’ educational culture (Hertsyuk, 2004).  

The baptizing of Kyivan Rus in 988 by Kyivan Prince Volodymyr contributed to the 

growth and prosperity of education and schooling in Rus’, which caused the 

reconstruction of the educational sphere and helped the Kyivan State join the European 

culture in different spheres of life, as well as enter the circle of European countries based 

on Christianity (Anthology of pedagogical thoughts,1985). This gave an urge for the 

clerical schools’ movement aimed at spreading a new Christian religion, with the most 

famous one for 300 students opened in Kyiv in 988 (Essays on History and Pedagogical 

Thought, 1989). According to Kravets (1994), the aim of this school movement was not 
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just teaching literacy, but also seven liberal arts, which was typical for Europe of that 

time.  State officials, diplomats, builders, painters, literature re-writers, and translators 

were also educated there. Later these schools were opened in other towns of Kyivan Rus’ 

(Hertsyuk, 2004).  

His son, Yaroslav the Wise, successfully continued educational activity started by 

Prince Volodymyr. He initiated building cathedrals and libraries. In the middle of the 11th 

century there were about 950 handwritten books in Yaroslav’s library—sacred texts, 

Greek authors’ boos, and different archival papers (Lyubar, Stelmakhovych, & 

Fedorenko, 1999, p. 77). The Kyivan State exported books to France, Hungary, and other 

European countries (Kravets, 1994, p.13). Yaroslav’s school had also significant 

international importance: English princes Edwin and Edward, future Norwegian konungs 

Herald and Renguald, future king of Denmark Magnus the Kind, Hungarian Prince 

Andrew and others got their education in that school (Kravets, 1994, p.12).  

According to ancient memorials, several schools for girls were also opened. In 

1086, Anna, the Kyiv Prince Vsevolod’s daughter, founded the first female school in 

Europe where the girls were taught grammar, music, and handicrafts (Anthology of 

pedagogical thoughts, 1985, p.9). In general, an educated woman was not unusual at the 

times of Kyivan Rus’. High level of education was especially noticeable among the 

women of royal ancestry. That raised the prestige of Kyiv royal palace among European 

kings and promoted family ties and relationships. According to ancient chronicles, “there 

were 38 marriages in Ruris’ families in the 11th century; eight of them were in Germany, 

seven—in Poland, six—in Hungary, five in Scandinavian countries and England, three in 

Byzantine, two in France” (Babyshyn, 1973, p. 81]. Close “blood” ties of the Ukrainian 
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Prince dynasty with Western European dynasties testify to Ukraine’s significance in the 

world culture and international relations of that time. 

Relationships between dynasties promoted Kyivan Rus’ enlightening 

disseminating to other countries. High level of education of Prince’s daughters gave them 

an opportunity to take an active part in state, religious, and cultural life of Europe. It is 

known that Anna, Yaroslav’s daughter, who married the King of France, was involved 

into active cultural, political, and religious activities. Some memories in the historical 

literature show that Anna brought Slavic Bible to France. Many kings from Francis I to 

Louis XVI (1774) made an oath on this Bible. It should be noted that Anna was the 

ancestor of the Bourbon and Orleans dynasties, which ruled France for 700 years 

(Hertsyuk, 2004). Another famous Ukrainian woman Yevpraksia, the wife of Emperor of 

the Roman Empire, also took and active part in the political life of Western Europe. A 

granddaughter of Kyivan Prince Monomakh Dobrodey, she showed her high level of 

education becoming the first woman in Europe who wrote a medical treatise (Kravets, 

1994). On the whole, the achievements gained by Kyivan Rus’ left a deep track in 

Ukrainian history. They transferred the European educational traditions to the next 

generations, as well as appreciation for knowledge, humanism, and Christian belief. 

As a typically Eastern European nation, Ukraine has its history marked by a high 

degree of discontinuity that shaped its educational specificity. The country suffered three 

major obscurities or declines in the process of its cultural evolution. In middle ages, 

Kyivan Rus’ received a crippling blow from Mongols, then its territories, especially in 

the West, were subsequently absorbed by Lithuania and annexed by Poland for about six 

centuries, followed by the era of Austria-Hungary for about three centuries. In the middle 
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of the 17th century Ukraine arose against Polish domination, and the Cossak State came 

into existence, the autonomy of which was destroyed by the Russian Empire by the 

second half of the 18th century. Despite several years of independence of its Western 

territories in the early 1920s, Ukraine did not posses territorial unity until 1991. In each 

of the two great empires, Russia and Austria-Hungary, Ukrainian educators developed 

pedagogies that were consistent with general educational trends (Koshmanova, 1995), 

with a special emphasis on patriotic movements for national independence. Though 

everything Ukrainian was forbidden, throughout the history, no issue facing the 

Ukrainian educators was more ominous than the dilemma of choosing between 

assimilation in other nations or assertion of separate national identity. This significantly 

impacted the contemporary visions of humanism and democracy in teaching 

humanitarian sciences and continues influencing the minds of contemporary educators 

and their students while discussing the issues of European integration. Typically, 

contemporary Ukrainian educators interpret these concepts by searching in the past, 

looking for old securities (like the “Cossak Pedagogy”) in the face of an uncertain future.  

Among the concepts suggested for understanding new tasks of educational 

reforming in the new millennium (Ziaziun, 1996; Pidlasyi, 2000), researchers define the 

following leading ideas from the history of pedagogical humanism: (1) the idea of free 

development of a personality (the Renaissance, the “Prosvitnytztvo”, social utopism; (2) 

Kant’s idea of categorical moral imperativism which determines the essence of 

humanism in an educational process (a person is not a means, but the goal of education); 

(3) adjustment of the system of education to a person, but not the other way (Rousseau, 

Tolstoy); (4) the idea of the “philosophy of heart”, developing human’s positive 
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dispositions toward other people, to the world, according to the Bible rule of the ”Golden 

Ethics” (Skovoroda, Yurkevych, Gogol). These ideas, so typical of traditional European 

culture, were put on the agenda of the first National Program ”Education: Ukraine of the 

21st Century” adopted right after gaining independence (1991).  

Based predominantly on Soviet model, contemporary 

Ukrainian higher education provides knowledge of different subjects in a widest 

sense, with special attention to the theory and history. The view that teaching good theory 

is important is acknowledged as the main cultural value of education and is widely held 

among the Ukrainians. Ukrainian scholarly culture was greatly influenced by a galaxy of 

old German educational traditions.  European Orthodoxy and Catholicism, which are 

mainly associated with the development of spirituality (or religion), have also had strong 

impacts on the Ukrainian educational culture. In Ukrainian spirituality there is an 

unquestionable preeminence of an ideal and abstract moral tendency over all that is 

everyday, practical, and earthly. The development of students’ spirituality, along with 

morality and profound knowledge, has always been regarded as a goal of Ukrainian 

education; and when this emphasis was decreasing, educational critiques considered this 

situation as educational crisis (Pidlasyi 2000). The development of practical habits and 

skills by means of teaching different subject areas seems to be subservient to teaching 

general principles, moral truths, and ideas. That is why the Ukrainian educational culture 

could be called a culture of thinking and contemplation, in contrast to the activity and 

practicality of the American educational culture and Protestant ethic. 

 Among the social factors that shaped the specificity of Ukrainian education had 

been the absence of market pressures. Ukrainian educational culture has never been 
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exposed to the atmosphere of market relationships or the concept of marketable products. 

Historically, with no emphasis on practicality, there was a consequent increase in the 

influence of Ukrainian cultural spirituality, which has had a profound impact on teaching 

different courses in Ukrainian universities. 

 The traditional appreciation for learning has been one of the most important 

factors for Ukrainian educational survival during the uncertainties of social 

transformation since Independence (1991). Pioneers of contemporary Ukrainian school 

reform began asking basic questions about the goals of education in the new millennium, 

about the perspectives of coming back to European community (Ziaziun, 1996). They 

drew from a small humanistic stream in Soviet Pedagogy preserved and developed in the 

works of Ukrainian educators Anton Makarenko (1888-1939), Vasyl Sukhomlyns’ky 

(1918-1970) and Vladimir Bibler (1918-2000), whose pedagogical concepts represent 

noticeable Ukrainian contribution into the legacy of European educational thought. Of 

special interest to European community are the guiding principles of Makarenko (1958) 

grounded in the notion of positive learning environment and student activity on achieving 

socially meaningful goals. This concept, crucial for civic education, is identical to the 

ideas of Lev Vygotsky whose heritage recently came into international prominence (Cole, 

1997; Koshmanova, 2004). Sukhomlyns’ky (1994) stands out especially for his pedagogy 

of heart and mind, teacher humanistic dispositions in relationships with students, and the 

idea of individual happiness of every student entering school as a precondition for later 

productive relationships within a group. Bibler (1988) is famous for his “Dialog of 

Cultures” approach, in which students use cultural archetypes through history as a way of 
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understanding cultural values and becoming able of living and thinking as creators of 

culture by themselves.  

In most cases, throughout the history, cultural-historical accomplishments of the 

Ukrainians were logically bound with the achievements of European education, shared 

trends of educational development, appreciation for common pedagogical traditions, 

religious beliefs, by the width of international educational contacts, and by the noticeable 

Ukrainian contribution into the history of European educational thought. 

 

Dilemmas of educational reforms 

 

Few events in recent history have been as dramatic as the adoption of democracy in those 

nations formerly under the power of the Soviet Union. The communist system was 

characterized by deep respect for theoretical knowledge, a strong liberal arts tradition, 

passive students with a strong sense of community, and no market pressures, which 

reduced the importance of practical application of knowledge. This combined with a 

deeply rooted Ukrainian culture of spirituality and patriotism led to a rather conservative 

and ideological educational tradition. 

After receiving independence from the Soviet Union in 1991, Ukraine required 

profound educational reforms, including the structural organization of secondary schools, 

universities, curricula, and teacher and educational administrator training programs at all 

levels.  Educational reforms followed economic, political, and cultural transformations. 

The first State Program of Reforming the Ukrainian education system (1993) aimed, on 

the one hand, at perpetuating Ukrainian ethnic values and traditions in education to all the 
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Ukrainian citizens, and on the other hand, at adopting international educational 

experience congruent to the needs of civil, democratic society.  

The 1990s was a time of on-going educational debate, rapid change, and 

passionate struggle to decide the shape of the new Ukraine. Since Ukrainian self-

determination required a new national identity, the major issue of educational reforming 

of the 1990s concerned radical changes in language policy. Ukrainian education of the 

1990s reflects this instability at all levels of its reforming, promoting new ideologies 

helpful in forming the new Ukrainian identity and developing patriotism as its highest 

value. Schools were entrusted with the duty of the “patriotic upbringing” of the nation’s 

children (Education: Ukraine of the 21st Century, 1994). 

That period of educational reforming was characterized by discussing pedagogical 

theory, in which three interrelated themes were prominent: Ukrainian national culture, 

patriotism and national identity as preservation of culture, and spirituality (or religion). 

These broad approaches to defining Ukrainian national identity, which began in the early 

twentieth century, continue to develop into the present day. Such orientations are often 

associated with an emphasis on Ukrainian Catholicism/Orthodoxy that view religion as 

an important source of Ukrainian cultural identity.  

 However, in the case of Ukraine, this explanation of the state-formation route is 

extremely confusing and is likely to have opposite results (Batt 1998). As Batt (1998) 

argues, Ukraine cannot be a ‘nation-state’, not only because it includes a extensive 

minority of Russians with deep historical roots on the territory, but also because a large 

proportion of Ukrainians use Russian rather than Ukrainian as their first language. From 

the point of view of nationalists, this is seen as a great obstacle to political integration, 
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and they promote state policies, especially in language use and education, to bring about 

a uniform Ukrainian nation and assimilate the Russian and other communities 

(Vyshnevs’ky, 2001). Some Ukrainian radicals consider that the “Asian expansion of 

non-Christians is not likely to be eligible for infusing into the high ideas of Ukrainian 

national pride and patriotism” (Pidlasyi 2000, 5). 

 As Khmelko and Wilson (1998) showed, this policy serves to further polarize the 

country between East and West, alienating ethnic minorities and Russian-speaking 

Ukrainians as well as Russians, who together form a majority of the population. The 

dangers of this are clear not only for the inner stability of Ukraine and its integration to 

European Union, but also for its relations with Russia. 

Another package of pedagogical reforms concerned structural changes in 

education. Between 1996 and 2005, the transition from the conventional to the “person-

centered” education required transformation of all components of the educational process 

to achieve effective learning outcomes.  Educational reformers in Ukraine argued for the 

humanization and democratization of teaching, curriculum diversification, and the 

development of students’ critical thinking abilities. Unfortunately, the innovative 

educational reforms were never pursued enough to profoundly transform Ukrainian 

education; thus, educational reforms are only starting in Ukraine today.  

Despite structural changes, the Ukrainian education system faces many unsolved 

dilemmas and constrains the new democratic society that is slowly 

emerging.(Sukhomlyns’ka, 2004; Puhach, 2003).  First, market pressures of such a 

society require the education of specialists who are capable of flexible, critical, and 

creative thinking; self-sufficient; and self-actualizing and who will practice life-long 
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learning.  Secondly, the democratic society emerging in Ukraine needs responsible, 

active, self-aware and confident individuals who respect human rights and people’s 

dignity, trust people, and are tolerant of diverse human identities and cultures.  Such 

global educational trends as those noted above correspond to the requirements of a civil, 

multicultural society and determine global education approaches (Koshmanova, 2002). 

Despite all attempts of educational reformers to humanize teaching and to increase 

educational equality and equity in Ukraine (Ukrainian Law on Education, 2002), the 

current educational system is not designed to prepare the types of specialists needed for 

the country’s democratic future.  Educational reforms in Ukraine have resulted only in 

the external transformations of the teacher education curriculum and the introduction of 

some innovative methods courses.  Though instructors verbally accepted the philosophy 

of student-centered education, their values and beliefs remain autocratic, grounded in 

behavioral pedagogies.  The majority of faculty are critical of successful implementation 

of change (Pidlasyi, 2002).  Another part of higher education instructors accept 

innovations skeptically and do not acknowledge any frustration because, in their 

understanding, educational reformation invites chaos into the curricula, students’ 

knowledge, classroom discipline, and methods of instruction and assessment (Syavavko, 

2002).  Some teachers are reluctant to endorse any changes and consider the traditional 

system more suitable for them as it protects them from being dependent on the students’ 

needs and interest and on the pressure of making continuous choices and decisions while 

teaching.  

Teachers’ reactions to educational reforms in Ukraine point to the teachers’ 

stereotypes, as firm psychological formations (Lippmann, 1922), though they reflect 
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different aspects of teachers’ attempting to understand a new education paradigm.  Often 

teachers supporting student-centered education lack a profound understanding of the 

basic philosophy of democratic education (social-constructivist, postmodern, 

multicultural approaches) and enough competence to make student learning more 

effective by applying innovative changes in the system and by being flexible and creative 

in making decisions in non-standard situations.  So, not seeing positive changes in 

student learning, motivation, and achievement, these teachers do not attempt to find 

alternative explanations to the stereotypes they have come to rely on.  Thus, these 

teachers’ stereotyping results in their ambiguous engagement in the educational reform 

and efforts to discover and implement practical reformative steps. 

 

Method and findings 

I employed three methods—interviews, review of documents, and participant 

observations—to assess the educational stereotypes of teacher educators.  During 

September 2004 and June 2005, with the goal of analyzing their visions about teaching 

for civil society and European integration, I interviewed 10 faculty of a Ukrainian 

national university.  The responses of 7 instructors were similar and demonstrated a 

considerable challenge to innovative approaches to European education (realization of 

student-centered curriculum, cooperative learning, creating learning communities, etc.)  

On the basis of the common responses, I selected similar judgments, which showed rather 

superficial and formal understanding of educational concepts by these teacher educators 

who broadly generalized the concepts instead of providing us with integral, complex 

explanations.  The three defined stereotypes are described below. 
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Stereotype 1: Knowledge of pedagogical theory and practices is not necessary for 

teaching natural sciences and mathematics. 

Extract 1: Interview 

Question:  In your opinion, what innovative pedagogical knowledge should 

mathematics/science teacher possess in a democratic society oriented toward European 

integration?  

Response:  Any college instructor is predominantly a researcher whose goal is to develop 

students’ ability for conducting their own research.  A high level of knowledge and skills 

for solving mathematical problems is among the critical factors for achieving this goal.  

To render such an attitude to students, a teacher should be very affectionate about this 

science.  I believe that pedagogical knowledge does not make sense here because a 

student should know mathematics.  To make mathematical concepts clear, the instructor 

should explain the logics of the science.  Here a student should observe and model his 

instructor’s actions.  The level of an educator’s mastery of pedagogical theory and the 

peculiarities of his/her influence on students (prospective teachers of mathematics) are 

not really significant. Besides, I do not see any connections between teaching 

mathematics and democracy, or European integration. 

 [B.K, Associate Professor, June 28, 2005].  

Stereotype 1 provides evidence of authoritarian thinking and reduces learning to a 

student’s reproduction of the teacher’s basic knowledge and skills.  This belief is 

especially strong among Ukrainian math and science instructors for whom truthful 

knowledge can be clearly defined, unlike the social studies and humanities instructors for 
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whom truth depends more upon one’s personal perception of the reality.  Given that 

imitation of teacher insights is the goal of learning for many Ukrainian math instructors, 

lectures are the primary instructional mode and, as the teacher above shows, instructors 

assume students will assimilate a sufficient understanding of math from the lectures.   

The use of a singular instruction mode for teaching mathematics contradicts 

global trends of teaching mathematics for understanding (Kennedi, 1991).  Global trends 

indicate that teachers trained on the basis of constructivist pedagogies, who employ 

multiple pedagogical strategies for teaching mathematics, are more successful at training 

their own students and fostering love for life-long learning among their students than are 

those who prefer traditional approaches. 

My experience of teaching pedagogy to prospective teachers of various arts and 

sciences majors suggests a number of strategies that can promote overcoming Stereotype 

1.  These include: stimulating individual student understanding of mathematical numbers 

and actions; organizing various kinds of students’ cognitive activity that develop various 

styles of thinking; introducing and practicing solutions of various mathematical problems 

oriented toward the zone of proximal development of students to form their cognitive 

abilities; promoting students’ mastering of the procedural knowledge that encourages 

their cognitive development; creating psychologically comfortable atmospheres in 

classrooms; involving students into various forms of cooperative learning in which they 

develop personal understandings of mathematics and social skills; creating learning 

communities of students where they can exchange their views and achieve mutual goals. 

Stereotype 2: Ukrainian patriotism makes a starting point for building a civil society 

and European integration. 

2007 HICE Proceedings 
Page 3204



Extract 2: Interview 

Question:  How do you envision the role that teacher education should play in building 

civil society and strengthening democracy in the country belonging to European 

community? 

Response:  Civil society in Ukraine should start with its citizens who must be Ukrainian-

speaking patriots.  We have to develop the Ukrainian nationalistic consciousness in every 

teacher candidate, who will do the same with his own students.  Civil society–this is first 

of all civil consciousness of its citizens.  Civic consciousness of the Ukrainian teachers 

should be based on knowing its culture and being proud of it.  Our students should study 

Ukrainian ethnic traditions and be proud that they belong to the Ukrainian ethnos. 

 [A.K., Professor, June 5, 2004] 

Stereotype 2 reflects common misconceptions Ukrainian educators hold about 

democracy and citizenship education in teacher preparation.  The interviewee reduces the 

roles teachers can play in the civic education of their student to those of being a patriot 

and of lecturing about “Ukrainian humanism and democratic ideas” as well as other 

nations.  In fact, core democratic values are much broader that what Stereotype 2 reflect 

and include a focus on common good, diversity, individual happiness, and justice. I 

believe the interviewee’s focus on only one core democratic values, patriotism, reflects 

beliefs held by other teacher educators and can be partially explained by the relative 

youth of the Ukrainian democratic society.  The ideas of teaching students how to 

develop and function in a democratic and civil society have yet to become a clear 

prerogative for those who educate teachers because the idea of democracy in Ukraine is 

so young and the economic base cannot yet support basic human needs or a civil society.  
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In addition, as has also been suggested in the analysis of Stereotypes 1, Stereotype 2 

indicates that Ukrainian educators’ thinking tends to be autocratic and traditional.   

The beliefs exhibited in Stereotype 2 are very typical for all 

participants of my study and reflect a highly problematic issue in 

modern Ukrainian teacher education.  The emphasis on mainstream 

Ukrainian culture has led to its dominating other cultures inhabiting 

Ukraine and an underestimating of the values and traditions of 

those other cultures.  Thus, the assimilation of teacher candidates 

and public school students, whatever their culture, home language, 

or ethnicity, into the standard Ukrainian speaking mainstream of 

Ukrainian culture has been transformed from a practical problem 

into a moral and political dilemma of cultural imperialism.(Azari, 

1998). 

Today Ukrainian teacher education students are only starting to speak about 

tolerance, the necessity to listen to each other, the importance of understand others, and 

the need to be patient toward others’ points of view.  However, educational policies and 

practice are still monocultural and rather ethnocentric, as can be supported by the 

minimal degree to which teacher candidates recognize the necessity of multiculturalism 

and their general lack of sophistication in understanding the notion of tolerance.   

Stereotype 3: Soviet education was authoritarian and there is no positive heritage in 

it that needs to be developed by the Ukrainian educators. 
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Extract 3: Interview  

Question:  Do you think that there are valuable thoughts in Soviet education that deserve 

the attention of contemporary Ukrainian researchers? 

Response:  Yes, I believe that there were some interesting forms of students’ community 

development elaborated by Anton Makarenko.  However, they were ideologically 

grounded.  Actually, everything was very much based on communist propaganda, and I 

don’t really think that we need to develop these ideas. We have enough humanistic, really 

patriotic ideas in our history, which were ignored in the Soviet era. 

[K.Y., Professor, June 17, 2005]. 

 Stereotype 3 demonstrates a very typical negativism of a Ukrainian teacher 

educator toward Soviet educational culture, one that was shared by the majority of the 

teacher educators we interviewed.  Diminishing the significance of the educational ideas 

that were popular in the Soviet society, as well as ignoring the names of known Soviet 

educators has became one of the trends of post-Soviet educational development of 

Ukraine.  Very many interesting educational innovations have been “crossed out” from 

the history of pedagogy, excised from all modern textbooks for prospective teachers, and 

substituted by “unknown names” from the history of Ukrainian education, who are often 

of minor and local importance (Sukhomlyns’ka, 2004).  Having declared a complete 

change of educational paradigms, Ukrainian pedagogues did not actually elaborate new 

fundamental standards and concepts, and in many cases, simply substituted communist 

national ideas and names with Ukrainian national ones (Sukhomlyns’ka, 2004).  

Though I strongly reject the homo sovetikus approach to student socialization into 

obedient citizens and many educational initiatives that supported that approach, I 
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nonetheless believe that much Soviet education theory elaborated many interesting 

pedagogical ideas worth investigating and developing by modern educators.  Along with 

cultural-historical research on activity theory, learning environments, education for 

promoting friendly relations in the classroom (represented by the ideas of L.S. Vygotsky 

(1978); A.N, Leontiev (1977), A.S. Makarenko (1958), M. Bakhtin (1979), Bibler (1988) 

and many others), and research into humanism and democracy in the classroom 

(represented by V.A. Sukhomlinsky, 1994), many ideas on community development, 

peace education, academic service learning and participatory experience learning were 

elaborated by many Soviet educators worth attention today.   

 

The Bologna process: A Case study for democracy in Ukraine? 

The ideas of democracy, entering the family of European countries, adopting global 

educational experiences congruent to the needs of civil, democratic society were on the 

agenda of Ukrainian educational reformers for more than a decade. Still at the beginning 

of the 1990s, Ukrainian society’s introducing to democracy and pre-market economy 

took the form of a radical westernization at all levels of social life. In education, the 

primary focus was made more on democratizing the educational process than 

democratizing governance (The national Concept of Education, 1994).  

Many educators believed that main difficulty had been in teacher authoritarian 

style of relationships with students, and suggested new “democratizing” and 

“humanizing” strategies of teacher training (Ziaziun, 1996). However, as Froumin (2005) 

showed while studying the similar problems of retraining Russian teachers, “more than 

half of the teachers who have undergone democratizing and humanizing revert to their 
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former methods and instructional styles even as they continue to speak the new jargon” 

(p. 137). My research also confirms these findings, which can be explained by the 

dominance of authoritarian thinking of teacher educators and, according to Froumin 

(2005),“unchanged structures of school life.” 

Though formally the socialist ideology ceased to be dominant and became one of 

many, it is still prevailing in the minds of educators in the social and political systems, 

and contemporary Ukrainian understanding of democracy still includes old socialist 

ideological orientation, Soviet mentality, or in better cases, provides interpretations of 

democracy taken from the history of education. While no one seems to deny the validity 

of the principles of equality and justice taken from the history of educational thought, 

their interpretations and usage may vary considerably in different cultural and historical 

contexts. Central to contemporary Ukrainian pedagogical concerns should be the problem 

of “how to reconcile the democratic universalism with the politics of recognizing 

difference, the latter meaning the right of minority groups with cultures distinct from the 

dominant one to be legitimately recognized and accepted” (Glebowa, 2004).  

Due to the uncertainties of educational transformation in Ukraine, the concepts of 

tolerance, democratization, pluralism, diversity, multiculturalism are not so much 

emphasized on educational social scale as patriotism, rationality, universality, religious 

values, ethnic traditions, and other conventional concepts from previous centuries. This is 

especially evident in educational reform proposals and doctoral dissertations defended 

during the 1990s. According to Sukhomlyns’ka (2001), 90% of all the doctoral 

dissertations defended in Ukraine during 1991-2001, were devoted to learning history of 
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the Ukrainian education, especially the lives of its personalities, and such a situation 

didn’t change much in 2004 either (Sukhomlyns’ka, 2004). 

Andrzej Radziewich-Winnicki (2004), analyzing problems of educational 

transformation in Poland, defines the civilization incompetence syndrome, observed in 

Poland as a post-communist society on its way to democracy as an obstacle contributing 

to people’s inability perform the change. Janusz Wrona (2004), speaking about Polish 

education and looking for the roots explaining the slow pace of educational reforms 

shares the same concerns, “The question arises whether the totalitarian system of power 

developed in Poland from 1944, which lasted almost for half a century, influenced the 

Poles’ attitude towards European integration? For me, the answer is in the affirmative” 

(p.136).  

Despite these challenges, educational globalization represented by the Bologna 

process has eventually reached Ukraine and takes place in the background of complex 

phenomena and challenges of social transformation and painful departure from the past.  

Though the Bologna Declaration was signed on June 19, 1999 by the ministries of 

education of the majority of European countries, the first articles written by the Ukrainian 

educators appeared three years later, when organizers of this process encouraged Russian, 

Ukrainian, and other countries’ educational leaders to join it (Kosak, 2005).  

 The publications by the Ukrainian educators were enthusiastically describing the 

advantages and perspectives of the Bologna process that would lead to adequacy in the 

systems of higher educational diplomas and degrees, as well as the creation of favorable 

conditions for student and faculty exchange. The first successes were achieved still in 

2003-2004: (1) the two-level qualification system (Bachelors’ and Masters” degrees) was 
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introduced into the majority of higher educational institutions; (2) the Ministry of 

Education and Science of Ukraine started elaborating the new standards of higher 

education; (3) Educational researchers and officials started working on improving the list 

of specialties compatible with the Bologna Process; (4) Universities were instructed to 

improve student assessment on the basis of European Credit Transfer System (ECTS); (5) 

Universities started improving the quality of educational services.  

 Many publications are critical by their nature—educators define obstacles of 

Ukrainian education on its way to Europe. According to  (Holovatyi, 2004), to integrate 

with Europe successfully, Ukraine has to: (1) raise the budget and status of higher 

education; (2) improve the quality of higher education, strengthen its practicality, 

introduce new teaching strategies, and get rid of authoritarianism; (3) change the system 

of assessment and accreditation. The argument is that in Ukraine, with the system of 

higher education nearly unchanged since the Stalinist times, the old Soviet model of 

higher education still strongly keeps its positions, and the process of introducing all the 

innovations, like the two-tier model of Bachelor and Master degrees, is also following the 

Soviet pattern, dealing mainly more with re-naming of the old institutional degrees than 

changing their content and process (Artemenko, 2005).  

Some educators do not hide their disappointments about the Bologna Process and 

European integration that may destroy Ukrainian national identity, and cannot understand 

the phenomenon of integration into Western Europe (Dmytro Hertsyuk, personal 

communication, June 30, 2005). Anti- EU attitudes among some part of society are 

explained in such common phrase, “It was Moscow yesterday, and today it is Brussels.” 

The argument is that in the socialist era, Moscow sealed Ukrainians from the world 
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within East-European community, and made them believe that the Council For Mutual 

Economic Aid and Warsaw Pact denoted integration. Educators argue that the idea of 

“common educational space” initiated by the Bologna Declaration is not something what 

Ukrainians really need, that this process is reminiscent of Soviet top-down decisions and 

means of control initiated by interested parties. Kosak (2005) reports that the most 

interested people in disseminating the Bologna ideas in post-Soviet world are in the 

Ministries of Education, as well as classical university rectors who care for their positions 

and want to continue keeping this lead in the future. He argues that nation’s level of 

educational centralization plays an important role in popularizing this idea: in the 

countries with the most rigid control, like Ukraine and Russia, the Bologna-process-

theme sounds louder (Kosak, 2005).  

 Despite resistance, the idea of belonging to common Europe is starting to change 

people’s mentality and ethnocentric dispositions toward democracy and acceptance of 

others. Though many educators in the West of Ukraine are continuing to defend 

Ukraine’s threatened distinctiveness and national identity, but at the same time some of 

them understand and recognize the necessity of reforming traditional education toward 

openness and democratic citizenship values (Ravchyna, 2005).  

After the Orange Revolution, the Bologna Process contributed to identity 

transformation and generated a new social phenomenon - European identity in Ukraine. 

According to Olga Filippova (2005), “A newly appeared European identity has specific 

characteristics that reflect a perception about ‘Europeanness’ based on economic aspects 

in the frame of European living standards, but ignores the essential elements such as 

democracy, tolerance, inclusion, human and minority rights, and the rule of law” (p.26).  
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Analyzing possible impact of the Bologna Process on conceptualizing Ukrainian 

national identity in educational reform, I argue it marked a turning point: now Europe 

appears to be a model of development that Ukraine can eventually export into its 

educational reform.  Though the support for nationalism is still strong, the pro-European 

orientation of the Ukrainian teacher education is already changing the themes of doctoral 

dissertations defended in 2004-2005: my research shows increase in topics about 

tolerance, inclusion, civic education in the programs of professional teacher preparation 

by approximately 35% (Koshmanova, 2006) 

    

Conclusion: Implications for Teacher Education 

The conducted research shows that the main contradiction in the development of teacher 

education in Ukraine lies in inadequacy of global educational tendencies to the content 

and process of teacher professional training in Ukraine, its non-preparedness for 

educational change for civil society and European integration. The following three issues 

and associated dilemmas of cultural heritage define modern tendencies in educational 

change in Ukraine: the strong orientation of Ukrainian culture towards knowledge-based 

curriculum in the pre-market environment; centralized educational reform in a free 

market economy; and a painful search for national identity within economically unstable 

situation (Koshmanova, 2006).  

Another contradiction is connected with the influence of the authoritarian 

educational paradigm, which characterized the Soviet system of education on the beliefs 

of teacher educators and their students-prospective teachers. So far, already 15 years of 

Ukrainian independence, the essence of the centralized educational reforms and the 

textbooks for prospective teachers didn’t change much in comparison with the Soviet 

2007 HICE Proceedings 
Page 3213



reform proposals and textbooks in Pedagogy (Sukhomlyns’ka, 2001). The study found 

three major instructor stereotypes, which substantially slow down educational 

transformation toward democracy. Such educators are determined opponents to any 

innovative approaches to teaching a new curriculum and organizing a new process of 

learning; they do not feel disposed to the objective evaluation of any change. My study 

shows that negative stereotypes of authoritarian education inherited since 

independence are deeply grounded in the minds of Ukrainian teacher 

educators at the level of philosophy, theoretical assumptions, teaching 

methods, and strategies.   

One more difficulty is connected with insufficient understanding of democracy, its 

non-adequacy to modern concepts of equality and justice as fundamental democratic 

principles, which have become especially prominent in western philosophical thinking 

since the time of the US civil rights movement. Today, in the face of European 

integration, entailing global socio-economic changes and growing communication among 

the nations, the complex issues of equality, human rights and justice are acquiring a new 

dimension and setting new challenging goals for educators of the global world. 
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One hundred public high school freshman (13- and 14-year-olds) enrolled in a mandatory 
Biology course were surveyed and observed in order to obtain information on their 
learning preferences, styles, and experiences.  This information was procured from the 
students entirely via questionnaires, teacher-created and spontaneous technological 
learning activities, and teacher-mediated virtual learning environments, experienced both 
in-school and at home.  Details of their characteristics as learners were used to improve 
the teaching and learning of fundamental and complex science concepts, and to increase 
the students' abilities to "think like scientists" and "engage in scientific research." 
 
 Questions asked of students included original survey items designed to elicit 
information about learning via a technological environment, such as in online social 
interaction (IM and forums), cooperation in massive multi-player online role-playing 
games (MMORPGs), and exploration of virtual worlds.  Included were questions about 
their online viewing habits, web page graphic design preferences, preferred video game 
scenarios and operations, and technological interest and expertise.  Students were also 
observed while performing online library research, participating in classroom lessons 
utilizing demonstration technology (such as screen projected Internet resources), as well 
as during laboratory sessions in which they collected data electronically.  A variety of 
information was obtained about the evolving learning styles of individual students, 
especially over time, and the effects of teacher mediation and influence on their original 
preferences. 
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Ability grouping is becoming a considerable topic of debate in the East-Asian educational system.  

According to the Survey of Public Elementary and Junior-high School Curriculum Organization and 

Operation in Japan (Ministry of Education, Culture, Sports, Science and Technology, 2003), 

ability-based teaching was implemented in over 74% of elementary school classes, and 67% of 

junior-high school classes across Japan.  While considerable debate has centered on the efficacy of 

ability grouping and its implications for societal structures (such as widening the affluent-poverty gap), 

far less is known about how the children and teachers perceive ability grouping.   

 

Using 4 large-scale, restricted-use datasets available from Benesse Cooperation (1. Survey of what 

“studying” means to elementary school children (2003; n= 1241 grade 5 and 6 public school children); 

2. Survey of junior high-school children who study, junior high-school students who don’t study(2003; 

n= 1561 grade 7-9 students); 3.  Primary School Teachers' Opinion about Educational Reform in 

Japan (2002; n=551 teachers from 47 schools across Japan); 4. Opinion of junior high school teachers:  

From a national survey of junior high school teachers (2000; n=792 teachers across Japan)), I 

conducted secondary analyses to examine the following questions:  (1) how do elementary and 

secondary school students and teachers perceive ability grouping?  (2) What are the characteristics of 

children and teachers who prefer ability grouping? (3) What form of ability grouping do the students 

and teachers prefer?  (for example, ability grouping within a grade or skipping grades). 

 

The results suggested that over 71% of elementary school children and 31% of junior-high school 

children indicated their preference toward ability grouping.  There was a gender difference among the 

elementary school students regarding their preference toward ability grouping, with males favoring 

ability grouping more than females, χ2 =6.28, p <.05.  This gender difference was not observed 

among junior-high school students.  Among the junior-high school students, there was a slight 

positive correlation between the students’ study time after school and their preference toward ability 

grouping.  Regarding the students’ opinion of how ability grouping should be implemented, 17% of 

junior high-school students suggested that a child should be allowed to skip a grade.  Of the 

junior-high school students who preferred ability grouping, males indicated their preferences toward 

achievement-based grouping (in which the student is placed in a class most appropriate to his / her 

current achievement level), while females suggested that they should be able to choose which ability 

group they would like to attend (χ2 =6.24, p <.05). 

 

Sixty-one percent of elementary school teachers and 55% of junior-high school teachers suggested 

that the achievement gap among their students was an obstacle to effective teaching in their class.  A 

vast majority of elementary school teachers (95%) favored ability grouping regardless of age, gender, 

and grade level they taught.  On the other hand, approximately 55% of junior-high school teachers 
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indicated their preference toward ability grouping.  Among the junior-high school teachers, over 60% 

of male teachers preferred ability grouping, while less than 44% of female teachers indicated their 

preference toward ability grouping.   

 

Overall, elementary school children and teachers tended to have a more positive attitude toward ability 

grouping than the junior-high school students and teachers.  Male teachers and students tended to 

favor ability grouping more than their female counterparts.  Children with higher motivation to learn 

were also more likely to prefer ability grouping. Policy and educational implications will be discussed.  
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 In his recently released report on teacher education, Educating School Teachers, Arthur 
Levine (2006) asserts that “under the existing system of quality control, too many weak programs 
have achieved state approval and been granted accreditation.” (p.61)   In support of this assertion, 
Levine provides an account of an anonymous (but based on an actual example) institution (APU) 
that had recently achieved both state approval and national accreditation from the National 
Council for the Accreditation of Teacher Education (NCATE).   He summarizes his case as 
follows: 
 The teacher education program at APU generally admits poorly prepared students and 
graduates poorly prepared teachers.   The curriculum is weak, the course quality is low, and the 
faculty are out of touch with their fields and the local schools.  The leadership of the school is 
misguided; its aspirations to become research-oriented are unachievable, promising to deplete 
resources and diminish teacher preparation further.   With all good motives, APU is actively 
perpetuating the educational poverty of its local schools.      (p. 63) 
 How then can an institution as apparently weak and misguided as APU become 
accredited?   The history of accreditation in teacher education (e.g., Cushman, 1977, or more 
recently, Wilson, 2005) is a story of striving to establish itself and its credibility in a very public 
context and with a myriad of governance and procedural issues.   Although educators generally 
support the importance of national accreditation of teacher education, concerns about the nature 
and quality of the accreditation process also have a long history.   Once again, Levine’s summary 
of the reactions to the NCATE process from some of the deans of colleges of education in the 28 
institutions that comprised is study sample are indicative of concerns raised since at least the 
early 1980’s: 
 A minority of dean, who were critical, described the process as “bureaucratic,” 
“formulaic,” “burdensome,” “jumping through hurdles,” and “expensive and time consuming.”   
We heard stories of NCATE visiting teams composed of people from schools weaker than the 
institution being evaluated and of highly selective schools opting out of NCATE because they 
perceived it to be composed of lower-quality institutions.     (Levine, 2006, p 66) 
 Disaffection with NCATE as the national accreditor in teacher education for many of the 
reasons cited by Levine were part of the motivation leading to the formation of the Holmes Group 
in the mid-1980’s by prominent major research universities and their consideration of becoming 
an alternative accrediting body.  Although the Holmes Group ultimately chose not to go that 
route, many of the research universities chose to withdraw from NCATE, leading a decade later 
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to the development of the Teacher Education Accreditation Council (TEAC), now established and 
approved as a second national accreditor in teacher education.    There are important differences 
between NCATE and TEAC and these have been articulated in a number of debates and position 
pieces written by the two leaders of the organizations, Art Wise from NCATE and Frank Murray 
from TEAC (see Wise (2005) and Murray (2005) for substantive examples).   While there are 
many differences between the approach taken by these two accreditors, we want to highlight two 
of them-- differences in the composition of institutional review teams (called Boards of 
Examiners (BOE’s) by NCATE and auditors by TEAC) and differences in the types of evidence 
to be provided by the host institution and examined/evaluated by the review team.   For NCATE, 
the review team, much like NCATE’s governing boards, includes balanced representation from k-
12 educators, most notably from NEA representatives, and higher education institution educators, 
most often as identified by AACTE institutions and Specialty Professional Associations (SPA’s).  
For TEAC, the intent is to have review teams primarily composed of representatives of peer 
institutions.   NCATE has made many changes during the past decade on the nature of evidence 
to be provided by institutions, although it continues to focus on evidence that documents specific 
elements of the NCATE standards as well, more recently, on performance evidence of candidates 
achievement in selected areas.  TEAC asks institutions to determine the types of evidence that 
most clearly informs others about the quality of their programs in relation to the standards that 
they themselves articulate and asks auditing teams to make judgments on the validity and 
meaningfulness of that evidence as part of the review process.     
 Two distinctions that are central in both accrediting processes are the composition  of the 
review teams and the approach to standards and evidence in the review process. Review team 
members are the individuals that most directly participate in the site visit and provide the initial 
assessment based on their examination of the evidence provided by institution.    Given the 
centrality of the on-site visits in the accreditation process, virtually nothing has been written 
about the orientation and training received by members of review teams.   Our purpose in this 
paper is to describe and provide reactions to the training that we had received this past summer as 
prospective BOE team members for NCATE.   As the biographical summaries below indicate, we 
came to the training from very different backgrounds and experiences; we did not know each 
other prior to the training.   
SMK:  Steve is currently Professor and Chair of the Department of Curriculum and Instruction at 
the University of Maryland; he had previously been a faculty and Chair of the Department of 
Teacher Education at Michigan State University and of the Department of Instruction and 
Learning at the University of Pittsburgh.   He has had extensive experience in the preparation of 
state approval and NCATE accreditation reports and as a member of state review teams for 
institutions especially in Pennsylvania and Michigan.   He has been a member of the 
NCTE/NCATE teacher preparation program review committee for 20 years and was an NCTE 
nominee to serve as a BOE reviewer.   
ARS:  Ann is currently Title 1 Coordinator/ Teacher for the Wayne Highlands School District 
located in Northeastern Pennsylvania. She had previously held the positions of Instructional 
Support teacher and teacher of Social Studies, Reading, and Language Arts. She has served as co- 
chair of the district’s Professional Development Committee for a number of years.  In this role 
she has provided district-wide staff development using research based best practices and has had 
extensive experience working with the new teacher mentoring program. She has served as a local 
and state leader in the Pennsylvania State Education Association for almost 20 years and was 
nominated by the President of PSEA to serve as a member of the BOE. 
  
Background 
 
 Nominees to the NCATE Board of Examiners (BOE) are required to complete a five day 
long training program in order to qualify to serve on NCATE accreditation teams.   Prior to 

2007 HICE Proceedings 
Page 3226



 3

attending the training, nominees are asked to complete a set of pre-training modules on NCATE 
and the Standards; the modules provide background information on NCATE, related readings on 
performance assessment, and samples of assessments institutions have used as sources of 
evidence in their reports.   Each of the modules is accompanied by a self-correcting pre-test.  In 
addition, nominees are sent an Institutional Report (IR) and a Planning Instrument which required 
individuals to cite evidence and identify questions on each NCATE standard based on the IR in 
advance of the training session. 
  
REACTIONS:   
 
SMK:  I found the modules marginally helpful; I knew much of the background and didn’t 
particularly like the pre-tests that asked for repetition of specific facts.   The sample assessments 
that different institutions had used as sources of evidence was helpful, but mostly because of my 
interest in the options being used at other institutions.   The lack of explanation and/or 
comparative judgment about the assessments left them as isolated examples in a vacuum.   I 
thought doing the Planning Instrument forced me link up information from the IR to the 
Standards, although it quickly became mechanical and somewhat repetitive.    
ARS:  I was surprised by the complexity of the information.  I realized that I did not understand 
fully what I was expected to do, which was a source of frustration.   There was a lot of 
information, but I had no foundation for what to do with it.   I could read it, comprehend it, and 
answer the pretest questions, but I still didn’t have a sense of what it all meant or what I was to do 
with it.   Doing the PI was frustrating because I was unsure of what to look for. 
 
THE NEA Pre-TRAINING Day PROGRAM   

NEA nominees (primarily k-12 educators) are required to attend an initial pre-training 
orientation session before the full training program begins for the entire group.   During that 
Saturday morning and afternoon, they had an initial review of the NCATE process, NCATE 
terminology, the BOE process, and the NCATE Standards (see Appendix 1 for the agenda).   
These sessions were conducted by NEA representatives who were experienced BOE members 
and team leaders.   Leaders attempted to actively engage nominees in discussion, questioning, and 
small group activities aimed at reducing anxieties and demystifying the structure, process, roles, 
and expectations.  Attention to some of the nuts and bolts issues like attire and travel 
arrangements also helped build confidence and security.   

 
REACTION 

ARS Reaction:  I needed this day, as I think did other NEA nominees.  In addition to creating a 
sense of camaraderie essential for team building, the topics addressed and the comfortable 
approach taken by the leaders made me and others feel much less anxious about what we did not 
know.   I appreciated hearing about the experiences and insights from experienced BOE 
members.   But, the discussions and debriefing sessions, while informational, did not provide for 
a very in-depth look at the topics and still left me with much uncertainty about the process and 
whether I was the right person to be involved. 
 
OVERVIEW OF THE WHOLE GROUP TRAINING PROGRAM 

The training program included:  an orientation and introduction to NCATE and the 
process; an explanation of the purposes of accreditation and the role of the BOE; a description of 
what is meant by a conceptual framework and an elaboration on the meaning of the six NCATE 
Standards; a simulation of the on-site visit requirements of a BOE team, including the writing of a 
team report and providing feedback to the institution; an advice session from experienced BOE 
members; and feedback to individuals and the team on their BOE report in the simulation.  A 
complete schedule is provided in Appendix 2.   
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ORIENTATION AND INTRODUCTION 
 The Saturday evening whole group Introduction was primarily a social event, giving 
participants an opportunity to begin interacting (e.g., opening manager’s reception, group dinner, 
etc.).  The welcoming and introductory remarks from Art Wise, President of NCATE, and Donna 
Golnick, Senior Vice President of NCATE, were upbeat and positive about NCATE and how it 
served the teaching profession; both stressed the important role that trainees were preparing for 
and the great responsibility that they would be accepting when they (we) were part of BOE teams.    
Following the group dinner, the community building activities provided additional opportunities 
for the NEA representatives and the higher education and other representatives to meet each 
other.   The Introduction and Overview on Sunday morning reiterated that NCATE was a 
voluntary performance-based accreditation approach that rested on on-going peer review that was 
public and high-stakes.   Essential for an institution to receive accreditation was the need for clear 
evidence from the UNIT that candidates had knowledge of subject matter and were able to teach 
so that all students learn.  Information was again presented on the responsibilities of the BOE 
team member—i.e., ability to examine data, conduct interviews, use rubrics to write to the 
standards, use the evidence room, and write the BOE report 
 
REACTION 
SMK:   I already knew much of the background of NCATE and I understand the rationale for 
very upbeat introductory comments stressing the importance of NCATE and the role of BOE 
examiners that would create enthusiasm and energy for the training program, but I was put off by 
two things.  First, I thought that Wise’s negative representations of TEAC and the Specialty 
Professional Associations (SPA’s) were neither accurate nor appropriate.   Second, I felt at times 
like what I imagine a new salesperson would feel like at an Amway or a Mary Kay Cosmetics 
Sales Convention.   Nevertheless, people seemed to leave the evenings activity with anticipation 
and excitement for the work ahead.   The Sunday morning introduction was repetitive of 
information provided in advance; the sessions were descriptive and emphasized facts, but there 
was little opportunity for discussion, clarification, or consensus building.    
ARS: The informal nature of the evening helped me begin to feel more comfortable.  The remarks 
made by the President and Vice- President of NCATE served to orient me a bit more to the role 
of the organization.  Since I had not heard of TEAC or SPAs, I did not have any reaction to those 
comments. The community building activities could have been more effective had the room been 
configured differently.  It was difficult to work in the groups and to hear the reporting out.  
However, I was able to engage in several conversations with people that led to interesting 
discussion after the scheduled events concluded.   I found that the Sunday morning session 
provided additional review of the items presented at the NEA pre-training session.  For me, this 
was a second pass at new information and more of the terminology made sense.   However, there 
was little time for discussion of the information.      
 
CONCEPTUAL FRAMEWORK/STANDARDS REVIW 
 
 The review of conceptual framework and the six standards began on Sunday afternoon 
and continued through Monday afternoon.    The NCATE presenter(s) relied on power point 
slides to review (and review) details and facts related to the requirements for the conceptual 
framework and each of the six main NCATE standards.   Slides reflected or repeated information 
from the NCATE 2006 Standards Document and were represented with relatively little 
elaboration or discussion.   Periodically, during the review of a Standard, the presenter gave oral 
quizzes, which most often consisted of making factual “fill-in-the-blank statements with the 
group expected to fill in the word or phrase to complete the statement.    There was some 
identification of assessments and evidence to be considered for particular standard.  For Standard 
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One, for example, trainees were shown charts that indicated common assessments in use at key 
points for initial teacher preparation and for advanced programs, although the presentation format 
did not allow for discussion or for clarification of issues of quality, relevance or meaningfulness 
in the type of evidence.    The emphasis was on the responsibility of the BOE reviewer to verify 
that evidence of various types was present, not whether it reflected high quality work.   A 
recurrent theme in the reviews of Standards was the importance of verifying that identified 
candidate proficiencies or program experiences were aligned with the institution’s general 
standards, especially as articulated in the conceptual framework.    
 In addition to the whole group power-point presentation summaries of the conceptual 
framework and standards, additional information was presented on the adjustments that BOE 
reviewers needed to make for Advanced-level Programs.   The information included clarifications 
on the types of programs that were to be considered under Advanced-level Programs and 
summary statements again drawn directly from the NCATE Standards Document.   At the end of 
the Sunday sessions, trainees were prompted to make sure that they had completed the Planning 
Instrument (PI), which was going to be essential for the site simulation activities which were to 
begin the next day; this prompted most trainees to spend time Sunday evening trying to complete 
the PI.  In the late morning on Monday, in the large group session on Monday morning, the 
NCATE presenter provided a set of procedural guidelines for conducting group interviews.   On 
both Sunday afternoon and at the end of the Monday morning session, trainees in groups of 12 
met in 60-90 minute Cadre meetings with an experienced BOE team leader; cadres (witch seemed 
to include an relatively even number of NEA and higher education representatives) were intended 
to provide a forum for trainees to ask questions and discuss issues related to the standards and 
conducting interviews and for the leader to review general codes of BOE reviewer conduct during 
and after visits.     
 
REACTION 
SMK:  The detailed review of the conceptual framework and each standard using the slides while 
trainees followed along with their own computers communicated a sense that BOE members had 
an enormous amount of information to keep in mind as they participated in reviews.   For me, 
having the amount of detailed information reviewed in a lecture/presentation format without 
much discussion and interaction, information that largely repeated details from the Standards 
Document which we were to have read ahead of time, became almost numbing.   During the 
infrequent “table work review sheet activities and during breaks, however, there was usually 
lively and relevant conversation about the meaning of a particular element in a standard, although 
there was little opportunity to share those issues with the larger group.  Clearly, trainees wanted 
to show that they knew the material and being able to ask at least some questions of peers in the 
table groups was a constructive and safe way to get clarification, at least to the extent that the 
group could provide such clarification.    The Cadre meeting time was an additional opportunity 
for individuals to ask questions, although I did not think the time allowed was sufficient for many 
questions to be asked or for the cadre to gel as a discussion group.    
ARS:  The amount of information presented was overwhelming. I tried to take notes while 
focusing on what was being shown and discussed. The smaller group table activities did serve to 
provide an opportunity to answer some questions about what had been presented but there did not 
seem to be an opportunity to deal with questions that were raised.  Some of the activities also 
seemed to require only answers to factual questions and did not probe for any depth of 
understanding. I was able to make more sense of how to use the information when we began 
working in our cadre and team.  I think it would have been more productive to present some of 
the information and then allow time for the trainees to work with the members of the cadre to 
process the information before moving on to the next section. This would have accomplished two 
things: first, it would have allowed for greater discussion and clarification of the information, and 
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second, it would have helped develop the collaborative mode that seems to be essential during an 
actual accreditation visit. 
 
WRITING THE BOE REPORT/SITE SIMULATION 
    
 Instructions on the writing of the BOE report (with power point summary slides) 
emphasized the need to focus on facts, make use of headings to organize, use an overall statement 
(topic statement) for each of the elements, and include evidence or information about evidence to 
support general statements.   The leader’s elaborations included cautions about BOE members 
needing to keep personal philosophies and biases out of the process; the task was to document 
evidence in relation to elements and standards and not to determine whether the institution did 
things that coincided with a reviewer’s personal beliefs. 
 The late afternoon portion of this training day took place in the smaller cadres and 
addressed preparation for the full day BOE simulation visit to the Host University (HU) the next 
day.   First, the cadre was split into two teams (Ann and Steve were on different teams) and co-
leaders (one a higher education representative or association person and one an NEA 
representative) were appointed by the cadre leader.  Second, both teams were given a schedule for 
the on-site visit, including an indication of individuals and/or groups that would be available for 
interviews at particular times.  Third, teams were given a general set of guidelines; these included 
the need to determine which standard each team member would focus on, the importance of each 
member then developing a set of questions and evidence collection agenda for his/her standard, 
the value of team members also attending to evidence related to other standards, the need to 
determine what interviews that each person would attend, and the need to meet after the site visit 
to discuss and reach agreement on the judgment for each standards before report writing began.   
It was then expected that individual members would work on their own to write the report for 
their standard drawing on evidence to support the agreed upon judgment, including identifying 
and justifying areas for improvement.  Our teams agreed to get together again later in the evening 
to encourage discussion and sharing of views between members who were working on the same 
standard.  Our two teams then met separately and reached agreement on the standard for each 
reviewer and discussed the overall site schedule.    
 At the dinner break, Steve and Ann discovered that they were working with the same 
standard and agreed to get together following the evening’s simulation of a team meeting to 
discuss their perspectives on the institution’s standing on the standard and how they might 
approach evidence gathering the next day.       
 At the simulated team meetings that evening, both teams reviewed their perspectives and 
ratings for each of the standards, based on their preplanning review of the IR document and 
discussed evidence sources that would be especially important to seek out.  They also reviewed 
the interview schedule and assigned members to different interviews to ensure access to relevant 
individuals and groups.   
 Ann and Steve  met afterwards and talked through the evidence already available  in the 
IR, discussed the NCATE-provided “guiding questions” (see Appendix 3 for Standard Six 
sample) for their standard and decided to use it as the organizer for their report, identified 
questions and specific pieces of evidence that they might focus on during the site visit (See 
Appendix 4), reviewed the interview schedule, and identified some of the questions they thought 
would be relevant to ask institutional members.  
 The simulation visit at HU included:  an initial orientation to the assessment system by 
the HU Assessment coordinator, access to an evidence room (not entirely complete but not 
untypical), the ability to ask HU representatives for additional evidence sources, and 
opportunities to participate in individual and/or group interviews with HU faculty, administrators, 
and students.   At the site, Steve and Ann worked jointly with the evidence available for their 
standards, sharing observations and perspectives, while taking their own individual notes.   They 

2007 HICE Proceedings 
Page 3230



 7

also talked after their respective interview sessions and shared any new evidence.   Overall, this 
was a very full day and appeared to reflect the intensity of scheduling of a real visit.      

 When Steve’s and Ann’s teams met at the hotel after the visit, they each had a 
very general debriefing discussion from the visit, sharing interesting points or evidence that 
individuals had found for standards other than their own.   They then agreed to work individually 
to draft their reports and meet again later that evening to share drafts with each other.  At this 
time, they had decided not to prejudge the rating on each standard but to do that as a group once 
the draft report on each standard had been prepared and discussed.  Ann and Steve met again 
briefly, sharing thoughts and providing additional feedback to each other on the evidence and its 
interpretation, before working separately on their respective reports.      
 When Steve’s team reconvened later that evening, only Steve and one other member (also 
a higher education representative with extensive prior experience with NCATE accreditation and 
state program approval processes) had completed drafts to share, one other member had most of a 
draft completed, and the other three had notes but no drafts.   We discussed the completed drafts 
as examples of how to prepare a report; Steve and the other higher education colleague then 
worked individually with other team members on their respective reports, asking questions and 
offering suggestions on how to state and support observations using the evidence available.   The 
next morning, the team continued to work collaboratively to complete drafts for each of the 
standards and reach agreement on the rating for each standard and on any identified areas for 
improvement.  They submitted their full report on schedule by noon.    
 Ann’s team reconvened that evening to discover that no one had completed their draft.  
The NEA co- chair expressed extreme frustration with the task; she was uncertain what was good 
evidence and what wasn’t.  She questioned whether she should leave the training at that point.  
The other members of the team offered support, saying that they too had areas of concern about 
what to include in the writing of their standard.  It was agreed that this simulated experience was, 
in part, designed to have them feel some degree of frustration.  They hoped that this could be 
discussed during sharing time with the whole group.  After revisiting what they were trying to 
accomplish, some members chose to work in the meeting room where they could provide 
additional support for each other and some opted to work individually.  Early the next morning, 
the team met again and worked collaboratively to revise the drafts and reach final consensus on 
the ratings for each standard. The report was submitted by the deadline. 
 
SHARING OF SIM RESULTS:- 2 PARTS – with peer NCATE Nominees and with the  Host 
University 

 In the first part of the afternoon, participants were asked to work at table teams by 
standard to discuss several questions about the process.  They were asked to identify what 
evidence had been used by their teams to rate the standards and determine if they were met or not 
met. The members of the group that had written to Standard 6 found great variability as they 
discussed the rationale for their decisions. Some claimed to have found extensive evidence to 
support their decision; others had not found any or much evidence for some areas.  There was no 
system or directive to try to negotiate through or resolve different perspectives, although some of 
that did occur.  NCATE staff did not participate in these discussions. When it was time to report 
out to the other groups, no consensus had been reached. During the reporting out the 
spokespersons for each group expressed concern that some of the teams had listed many areas for 
improvement while others found few or even none.  

Later that afternoon, representatives from the host university met with the entire group. 
The purpose was to simulate presenting an actual report. Each of the 8 teams had been asked to 
identify a spokesperson to report the team’s feedback; teams had virtually no guidelines for the 
scope, depth, or duration for the presentation.  One group at a time shared their results while the 
other teams, the representatives from the host university, and the NCATE staff listened.  The 
findings varied considerably, and several were contradictory.  Some groups’ reports were very 
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brief, thanking the hosts, giving praise and indicating that standards had been met, and citing few 
or no Areas for Improvement.  Others identified that multiple standards were not met, had 
extensive lists of Areas for Improvement, and spoke at length about them. 

 
REACTIONS: 

 
SMK:  The session in which we shared judgments on the same standard across teams was very 
troubling.   I couldn’t believe the variability across teams.   There were clearly several individuals 
who could not find or did not understand what constituted plausible evidence for elements of this 
standard and therefore believed that the standard was not met; others cited different sources of 
evidence as the bases for judgments that the standard was met or was met but with Areas for 
Improvement.   The feedback session to the host university was just embarrassing.   The host 
university was very generous with time, people, and evidence, and it was understood from the 
beginning that not all evidence was available in the evidence room.   Nevertheless the variability 
in judgments across teams was stark and the behavior of at least a couple of those reporting was 
outrageous and rude.   Additionally 
, that there was no feedback from the NCATE training staff on these reports or their 
appropriateness left me and I think many others angry and upset. 
ARS:  It was disconcerting  to hear the different ways people had approached finding and 
interpreting the evidence. I believe this raises some concerns about the impact it would have on 
final accreditation. I would like to know more definitively if there are specific types of evidence 
that are more important than others.  It seemed to me that, although the need to be objective and 
base everything on the facts had been stressed, subjectivity appeared in some areas of the reports. 
When each team provided feedback to the university that hosted us and some of the reports 
basically tore them to shreds, I was upset.  What did this do?  Did it help us learn anything as it 
was at the end and we were all too tired from staying up attempting to write our reports?  What 
this showed me is the importance of collegiality and collaboration which I believe our cadre and 
team had. I think it would have been beneficial to have team reviews of the reports before sharing 
with the host institution. 
 
 BOE/UAB DISCUSSION, FEEDBACK ON TEAM REPORTS  
 

On Thursday morning, the final day of the training, we began by getting words of advice 
from experienced BOE team members about preparing for and conducting ourselves during site 
visits.    These focused on procedural details, but in context were encouraging.   We were then 
told that trainees had been sent emails indicating our team assignment for an actual visit.  At that 
point, we received copies of our team reports with suggestions and commendations.  There was 
only a short amount of time to glance through them before the NCATE training staff providing 
closing comments.    

 
REACTIONS: 

SMK AND ARS: We both felt that a session where our cadre leader and NCATE staff could meet 
with us to analyze the reports would have been instructional.   We are not sure how much we 
learned from leaving the training with our draft reports edited (mostly for style and format) and 
no opportunity to ask questions.   We left, as we think did others, with the belief that we had 
completed the training successfully.   
 
 
DISCUSSION: 
 We (Ann and Steve) saw a clear difference among trainees in the degree to which they 
had prior experience in an NCATE or NCATE-like accreditation at a higher education institution 
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and how that prepared them (or didn’t) for the BOE task.   In particular, NEA representatives and 
some higher education/policy organization representatives had a very steep learning curve to 
grasp and use the large amounts of information provided, especially during the first two days.   
Discussion opportunities were helpful in clarifying the meaning or nuance of information 
presented, but the number of such opportunities as a formal part of the program were too few and 
too often without follow up to verify and revise understanding.   
 Although individuals had been asked to complete the Planning Instrument (PI) ahead of 
time, many did not.   Some of that is undoubtedly a matter of time and priorities, but some also 
seemed to be because individuals were unsure how to carry out the task.   We saw that the press 
on people who had not completed the PI ahead of time to do so before the simulation visit 
planning caused additional anxiety among a  number of trainees and made an already tiring and 
very loaded schedule all the more exhausting.   We both felt that doing the PI was an important 
thing to do, not just because it is part of the overall process but because it was a way for us to see 
the relationship between a standard (and elements within the standard) and the information, 
explanation, and evidence about the institution’s programs.   Yet, we wished that there had been 
more time, say within the smaller cadre groups, for completing the PI in sections after the more 
general review of a standard in the whole group. 
 We had similar reactions to the fact-based, fill-in-the-blank type quizzes during the 
information sessions on the role of NCATE and the explication of the standards.   They did serve 
as a break of sort from the formal explication of the information, but the emphasis on surface 
level facts became annoying.   Interestingly, trainees (with most being high-achievement oriented 
educators) did follow along and even at times debated among themselves at their tables which 
word was the right word and that did contribute to building a group identify.   But, we also 
believe it also reinforced an emphasis on facts and surface-level details, which carried over into 
how many people approached the on-site review process. 
 We both found the practical, procedural advice that we received at various times from the 
experienced BOE members of the training staff to be generally helpful, even if at times it seemed 
to be more than was necessary.   We acknowledged and appreciated the desire on the part of these 
individuals to reduce unnecessary anxieties by making those aspects of a visit very transparent 
and comfortable.   However, we both think that more attention to substantive interpretation of 
evidence and making judgments would also have been very helpful.    
 We were both disappointed by the lack of substantive (or in some cases, any) feedback on 
what seemed to be important components in the training experience.    This was most evident 
when trainees began to engage in the simulation and prepare reports.   The major emphasis was 
on sharing, but not on using shared drafts as a foundation for building consensus understanding.   
This began with the sharing of “ratings” by teams for the various standards (without the time or 
the press on us to negotiate or justify judgments) as part of the PI process, and continued into the 
development of questions for on-site interviews and the review of evidence in the evidence room.  
It was especially noticeable when individuals were trying to prepare their reports on standards (an 
occasion when experienced coaching beyond that which could (and in our case was) be offered 
by peers) to the cross-team discussion on the ratings on each standard.  It was sadly absent during 
or after the session in which teams gave reports back to the host institution.   While we did 
receive feedback on our draft BOE reports just before the training ended, there was no time to 
discuss that feedback with the Cadre leader or anyone else.      
  
RECOMMENDATIONS:  
 
First, we believe that NCATE needs to attend more directly to issues of quality control, especially 
with respect to the readiness and capacity of reviewers to carry out reviews with reasonable 
consistency.  The emphasis in the NCATE training on sharing of perspectives among trainees at 
various times is and can continue to be a very productive way to make individuals aware of the 
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scope and complexity of the judgments to be made.   However, especially in aspects of the 
training that dealt with identifying evidence, making judgments about the quality and relevance of 
the evidence, and reaching a decision about whether a standard was met or not met, simply 
sharing without delineation of whether certain perceptions or judgments were better than others 
does not build the foundation for a professional consensus that an accreditation process needs.   
By the end of the training program, it was evident to us and we think to many others that there 
were substantial differences in the understanding and capacity of different trainees to engage in 
an on-site review as a Board of Examiner; it was not at all clear to us that those differences 
affected whether an individual was identified by NCATE as having passed the training and ready 
for a team assignment.   This is not per se a difference between k-12 and higher education 
educators, although we saw that k-12 teachers had a much more difficult time – a steeper learning 
curve as Ann put it – than did many of the higher education representatives;  but even among 
higher education representatives, the differences in understanding were substantial.   At the very 
least, NCATE needs itself to have very clear and public performance indicators for eligibility to 
serve as a BOE team member and a process in place to continue to work with individuals who are 
not ready yet after the five day training period to serve as a full member of a team.   No matter 
how good they are as teachers and educators and how dedicated they are to professional service, 
individuals who do not have the background to engage thoughtfully and analytically in the 
accreditation process should not be members of review teams.    
 
 Second, we suggest that NCATE give more attention to issues of consistency in the judgments 
made by different BOE teams.   Irrespective of the adjusting role that may be played by the Unit 
Review Board and Audit Teams, demonstrating that different BOE teams can come to 
comparable defensible judgments for the same institution and/or across institutions is important.  
If the degree of variability among the eight teams in making judgments and providing feedback 
on whether standards were met or not that we saw at the end of the training program, irrespective 
of the organization and stylistic quality of the report, is in any way indicative of team variability 
during actual visits, then the kind of criticism levied on the process by Levine (2006) and others 
doesn’t go far enough.   We saw very little effort by NCATE leadership at the training to guide 
trainees to consensus understanding in the identification and understanding of evidence and the 
defensible judgments based on the available evidence.    While some of that may have occurred 
independently through the feedback that individuals received on their standards reports on the last 
day, what we saw was feedback that focused on surface procedure and style, not substance.  
Moreover, having examples or models of good BOE reports on standards is admirable and even 
helpful, if trainees actually examine them and learn from them.   But, NCATE does not as part of 
training make much direct use of them and, without accompanying analysis, discussion and 
identification of what made them good substantively as well as procedurally or stylistically, they 
are of questionable value.   
  
Third, we urge NCATE  to do much more in helping trainees learn how to make sound qualitative 
judgments among different pieces of evidence and to weigh the importance of different 
information in making judgments.   It was our experience in the training that the emphasis was on 
pointing to and listing evidence, not on questioning the quality of the evidence or the quality of 
the institution’s “reasoning” that particular evidence sources were in fact connected to their 
identified goals, mission, and conceptual framework.   That there is evidence presented doesn’t 
make it meaningful or pertinent; it just means that it is there.   In our minds, too much of the 
emphasis in the training rested on finding evidence, not on thinking about it; too much on listing 
for verification in the BOE report that particular pieces of evidence were present in the IR or on 
site, not offering professional judgment about whether that evidence was sound or useful.   This 
carried over also into the territory of identifying areas for improvement (AFI’s) (what had 
formerly been areas of weakness).   The repeated admonition that BOE team members could only 
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cite AFI’s for aspects of elements specifically addressed in a Standard constrains the opportunity 
for BOE team members to offer constructive, “critical friend” observations or views that might 
cause an institution to rethink what it is doing.     
 
Fourth, we encourage NCATE  to review the approach advocated for BOE team decision-making 
on a Standard.   As we noted in our discussion, we saw a real difference between the approach 
advocated to us and what we did.   Our collaborative efforts in the simulation helped both of us 
build a deeper understanding of the standard, evidence gathering, and evidence interpretation than 
we either of us could have done individually.   In addition, the NCATE approach had the team 
making a group decision for each Standard right after the site visit based on their preliminary 
notes and notes taken during the site visit, with each BOE member then writing the report for the 
Standard to justify the group decision.   We (in each of our teams) took an approach that had BOE 
trainees, after a general sharing of observations and notes for different standards after the site 
visit, prepare a report summarizing the full scope of the evidence found and then bringing the 
draft report back to the team for discussion and a group decision on whether the Standard was 
met or not met.   The former pushes for an earlier decision with the BOE reviewer preparing a 
report that supports the decision; the latter delays the decision and has the BOE team make a 
decision based on a more complete representation of the evidence.    
 
Final Comments: 
 There is no question that the agenda for the NCATE training is ambitious; the schedule is 
exhausting.   Yet, most trainees, even if still anxious, left the training program looking forward to 
being on a BOE team.   As we think back on the training program, we feel that it is important to 
acknowledge explicitly some of the genuine strengths of the program.   First, the days are 
generally well-organized and full, with segments clearly marked and related.   There is a logical 
order to the segments.   Second, the NCATE professional staff who lead most of the general 
training sessions are knowledgeable about their work and dedicated to the NCATE process; they 
are focused, yet able to include humor and informality to sustain engagement and interest, even in 
highly compacted informational sessions.   Third, the commitment and enthusiasm of the 
experienced BOE team leaders and their abilities to draw effectively from their experiences were 
instrumental in building commitment and at least some levels of confidence among trainees.   
Finally, we both agree that the simulation was the most crucial component in the training 
program, and it couldn’t have occurred without the cooperation and efforts of the faculty, 
students, administration, and professional staff at the host institution.   In many ways, the 
simulation was our student teaching, and the host institution made that a most rewarding and 
beneficial experience.    
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APPENDIX 1.  ORIENTATION FOR NEA MEMBERS ON THE  

NCATE BOARD OF EXAMINERS 
July 22, 2006 

 
AGENDA 

 
9:00- 10:15 A.M. Getting Acquainted- who’s who, what’s what, who wants to know 
 
   Getting Familiar- understanding the context, the background, the 
   Terminology of the NEA- NCATE connection 
 
10:15- 10:30 A.M. BREAK 
 
10:30- Noon  Getting Comfortable- demystifying structure, process, roles, and 
   expectations 
 
Noon- 1:00 P.M. LUNCH 
 
1:00- 2:30 P.M. Getting a Taste 

• Thinking about and working with standards 
• A day in the life of a BOE member 

 
2:30- 3:00 P.M. Getting Ready- unfinished business, hot spots, resources,  
   housekeeping 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
APPENDIX 2.   PROGRAM TRAINING AGENDA 
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July 22-27, 2006 
 

Agenda 
 

Saturday July 22, 2006 
 
 
5:30 – 6:00   p.m.    Manager’s Reception 
      Garden Atrium 
 
       
6:00– 6:30   p.m.    Welcome and Introduction of Participants 

Donna Gollnick, Senior Vice President 
NCATE  
 
Embassy Grill 

  
6:30 – 6:50 p.m.    Introduction to NCATE 
      Art Wise, President 
      NCATE 
 
6:50 – 7:00 p.m.    Table Activity 

Antoinette Mitchell,  
Vice President, Unit Accreditation 

      NCATE 
 
7:00 – 8:00 p.m.    Dinner 
 
8:00 – 8:45 p.m.    Community Building 

 
NCATE Board of Examiners Training 
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Sunday July 23, 2006 
 
 
 8:30 - 9:00 a.m.     Introduction and Overview  
        
       Room:  Roebling I and II   
           
 9:00 - 9:30 a.m.                      NCATE: Performance-based 

Accreditation  
 
 9:30 – 10:00 a.m. The Purpose of Accreditation/The Role of 

the BOE  
 (Table work)   
 
10:00– 10:15 a.m. Break 
 
10:15 – 10: 30 a.m. Preparing for an NCATE On-site Visit  
     
10:30 – 11:00 a.m.     Conceptual Framework  

  
11:00 – 12:00 p.m. Cadres Group Work – Introduction, 

Questions, and the 
Conceptual Framework 

 
12:00 – 1:00 p.m. Lunch 
 
 1:00 – 1:30 p.m. NCATE Unit Standards Pre-test 
 
 1:30 – 2:15 p.m. Overview of Standard 1 -Knowledge, 

Skills and Dispositions and Standard 2 – 
Assessment Systems and Unit Evaluations 

 
 2:15 – 3:15 p.m. Standard 2 - Activity  (Cadres) 
  
 3:15 – 3: 30 p.m. Break 
  
 3:30 – 4:00 p.m.     Advanced-level programs 
 
 4:00 – 5: 30 p.m. Overview of Standard 5 – Faculty 

Qualifications, Performance and 
Development and Standard 6 – Unit 
Governance and Resources 

 
 5:30 – 6:00   p.m.     Using the Planning Instrument 
   
    
 
Monday July 24, 2006 
 
 
 8:30 – 8: 45 a.m.     Greetings and Recap 
 
 8:45 – 9:00 a.m. Quick Facts 
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 9:00 – 10:00 a.m. Overview of Standard 3 – Field 

Experiences and Clinical Practice and 
Standard 4 -Diversity  
 

10: 00 – 10: 30 a.m. Activity on Standards 3 and 4 
 
10:30 – 10: 45 a.m.  Break 
        
10: 45 – 11: 15 a.m. Conducting Group Interviews 
 
11:15 – 12:15 Questions about the Standards 

Code of Conduct (Cadres) 
 Interview Activity (Cadres) 
  
12:15 – 1:00 p.m. Lunch 
 
 1:00 – 1:30 p.m.     Writing the BOE Report  
     
 1:30 – 2:15 p.m. Writing the BOE Report (table work) 
        
 2:15 – 3:15 p.m.     Writing Areas for Improvement 
 
 3:15 – 3: 30 p.m.     Break 
 
 3:30 – 5:00 p.m.     Introduction to simulation (cadres) 
 
 5: 00 – 6: 00 p.m.     Dinner (on your own) 
 
 6: 15 – 9:00 p.m.     Simulation of 1st Team meeting 
       (Using the planning instrument)  
     
 
 
 
 
 
 
 
 
 

Tuesday July 25, 2006 
 
8:00 a.m.                 Leave for On-site Simulation 
       Host University 
 
8:30 – 9: 00 a.m.     Introduction 
        
       Professional Education Unit 
       Host University 
 
9:00 – 4: 20 p.m.     On-site Simulation 
 
4:30  p.m. Depart University 
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6:00 – 7:00 p.m.     Dinner (on your own) 
 
7:00 – until….     Meeting with team/writing  

(Team Rooms) 
 
 

Wednesday July 26, 2006 
 
 
By 10:00 am Writing assignments completed and 

copied for distribution to team 
 
10:00 – 12:00 p.m. Simulation of Wednesday morning  
 Team meeting   (Team Rooms) 
 
12:00 – 1:00 p.m. Lunch 
 
  1:00 – 2:00 p.m. Sharing of results 
 
  2:00 – 3:00 p.m. Review of the process (cadres) 
 
  3:00 – 3:45 p.m. Sharing with Host Universi 
 
  3:45 – 4:00 p.m. Break  
 
  4:00 – 6: 30 p.m. Free Time 
 
  6:30 – 8:30 p.m. Reception, Dinner, Celebration 
 

 

Thursday July 27, 2006 

  
 
 8: 30 – 8:45 a.m. Greetings, recap 
 
 8:45 – 9: 15 a.m. Dialogue with BOE and UAB members  
 
9:15 – 10:15 a.m. Feedback on Writing BOE Reports 
 
10:15 – 10:30 a.m. Break 
 
10:30 – 11:00 a.m.                                                     Review of BOE Role/Code of Conduct 
 
11:00 – 11:15 Questions/Closing Remarks 
 
11:15 –11:30 a.m. Evaluations 
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Appendix 3.    STANDARD 6.  UNIT GOVERNANCE AND RESOURCES 
(Approximately 4 pages) 

 
The unit has the leadership, authority, budget, personnel, facilities, and resources, including 
information technology resources, for the preparation of candidates to meet professional, state, 
and institutional standards. 
 
Level: (Initial and/or Advanced) 

A.  Unit leadership and authority 

1.  What responsibility does the unit have for planning, delivering, and operating all programs 
at the institution for the preparation of educators?  

 
2.  Through what mechanism(s) are unit programs managed or coordinated?  
 
3.  What members of the professional community participate in program design, 

implementation, and evaluation? In what ways do they participate?  
 
4.      How does the unit ensure that candidates have access to student services such as advising 

and counseling? 
 
5.  To what extent are the unit’s recruiting and admissions policies described clearly and 

consistently in publications and catalogues? 
 
6.  To what extent are academic calendars, catalogues, publications, grading policies, 

and advertising accurate and current? 

B.  Unit Budget 
 
1.  What is the budget available to support programs preparing candidates to meet standards? 

How does the unit’s budget compare to the budgets of other units on campus or similar 
units at other institutions? 

 
2. To what extent does the unit provide financial support for professional development 

opportunities for faculty? 
 
3.   What changes to the budget have affected the quality of the programs offered?  

C.  Personnel 
 
1.  What is included in the workloads of faculty (e.g., hours of teaching, advising of 

candidates, supervising student teachers, work in P-12 schools, independent study, 
research, and dissertation advisement)? What workload activities are included in the 
institution’s faculty load policies?  

 
2.  What are the actual loads of faculty? To what extent are the workloads within the 12-hour 

undergraduate/9-hour graduate workload framework identified in the standards? To what 
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extent are the supervision workloads within the 18 candidates for each full-time equivalent 
faculty member framework identified in the standards?  

 
3.  To what extent do workloads allow faculty to be engaged effectively in teaching, 

scholarship, and service (including time for such responsibilities as advisement, developing 
assessments, and online courses)? 

 
4.  How does the unit ensure that the use of part-time faculty contributes to the integrity, 

coherence, and quality of the unit and its programs?  
 
5.  Who are the support personnel in the unit? What support services do they provide? Does 

the unit have an adequate number of support personnel? 

D.  Unit facilities 
 
1.  How adequate are unit facilities—classrooms, faculty offices, library/media center, and 

school facilities—to support teaching and learning? [Note: Describe facilities on the main 
campus as well as the facilities at off-campus sites, if they exist.] 

E.  Unit resources including technology 
 
1.       To what degree does the unit depend on external resources to carry out its core programs? 

What plans are in place, if any, to institutionalize projects funded by external resources? 
 
2.  What information technology resources support faculty and candidates? How do these 

technologies help candidates achieve the commitments to technology outlined in the 
conceptual framework? What evidence shows that candidates and faculty actually use these 
resources? 

 
3.      What resources are available for the development and implementation of the unit’s 

assessment system? 
 
4.  What library and curricular resources exist at the institution? How sufficient and 

current are these resources? How accessible are resources to candidates, including 
candidates in off-campus and distance learning programs, through electronic 
means?   

Overall Assessment of Standard 
 
In one paragraph, summarize the findings on the standard, clearly stating why the team believes 
that the standard is met or not met. Do not introduce new information that has not been presented 
in the findings section. 
 
Recommendation: (met/not met) 
Areas for Improvement: 
New  
Rationale: 
 
Continued 
Rationale: 
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Title:     Profile in American Indian Education: A Parent’s Influence 
 
Topic Areas:    Education Policy & Leadership; Higher Education;  

Academic Advising & Counseling 
 
Presentation Format:  Paper Session 
 
Primary Author:   Bernita L. Krumm, Ph.D. 
Affiliation:     Department of Educational Leadership  

Oklahoma State University 
Address:     310 Willard Hall 

Stillwater, OK  74078 
Email:      bernita.krumm@okstate.edu 
Phone:      405-744-9445 
Fax:      405-744-7758 
 

 
Abstract: Profile in American Indian Education: A Parent’s Influence 

American Indians comprise, in number, the smallest ethnic minority in the United 

States; in research terms, this equates to small research samples and great difficulty in 

providing information relative to understanding their needs in pursuing and attaining their 

goals in higher education.  Additionally, existing studies focus primarily on identifying 

the failure factors, those negative influences that result in unsuccessful attempts to 

achieve advanced education.   

However, academic success stories do exist, and in one American Indian family, 

all four children earned higher education degrees and pursued successful careers in 

business, education, and the private sector.  In an effort to identify the factors that 

contributed to their successful educational endeavors, the researcher conducted a case 

study of the family, four children and one surviving parent.   

The purpose of the study was threefold:  1. to explore how the background and 

life experiences of one Native American woman shaped her attitude toward education, 2. 
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to identify how that attitude in turn influenced the academic aspirations of her children, 

and 3. to identify factors that contributed to the academic successes of her family. 

Interviews with the parent provided data on the parents’ educational backgrounds 

and life experiences; anecdotes allowed insight to family life influences.  Interviews and 

a written response survey yielded information from the four siblings.  Relevant artifacts 

provided reference materials.  Compiled data gives a composite view of influencing 

factors and provides insight to facilitating successful educational endeavors in higher 

education for American Indian students.   
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Title:     What School Leaders Should Know about School Counseling 
 
Topic Areas:    Counseling; Education Policy & Leadership 

 
Presentation Format:  Paper Session 
 
Primary Author:   Bernita L. Krumm, Ph.D. 
 
Affiliation:     Department of Educational Leadership  

Oklahoma State University 
 

Address:     310 Willard Hall 
Stillwater, OK  74078 

Email:      bernita.krumm@okstate.edu 
Phone:      405-744-9445 
Fax:      405-744-7758 
 
 

Abstract: What School Leaders Should Know about School Counseling 

The connection between school administrators and school counselors in promoting the 

success of all students, and thereby, the success of the school, is vital.  Recognizing that dramatic 

changes in economic and social environments have a direct impact on schools, the author 

proposes that school administrators and counselors who work together to function as a 

leadership team exponentially increase the likelihood for student success.   

Counselors and administrators alike need to know about social systems, political climates, 

and power structures of schools as well as elements of leadership, collaboration, and school 

improvement.   Both parties need to focus on generative solution building through open dialogue 

focused on the school mission. 

Support for the concept of the administrator—counselor team can be found in current 

literature on administrator and counselor preparation as well as in national standards for 

educational leaders.  Questions addressed include:  What is the counselor connection in school 

leadership?  How are the roles of administrator and counselor interrelated?  What do 
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administrators need to know about school counseling?  What are the implications of the 

administrator—counselor leadership team for schools? 
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Title:  Science education in industry via the NSF Research Experience for 
Undergraduates (REU) program: Retention of local talent in the high technology 
sector 
 
Topic Area:  Science Education 
Presentation Format:  Poster Session 
 
Adelheid Kuehnle1,2 & Michele Champagne2 

1Department of Tropical Plant and Soil Sciences, University of Hawaii, 3190 Maile Way, 
Room 102, Honolulu Hawaii, 96822  USA;  
2Kuehnle AgroSystems Co., 2800 Woodlawn Drive Ste 281, Honolulu Hawaii, 96822 
USA 
 
Contact:  heidi@hawaii.edu, tel (808) 956-2162 
 
 
Abstract attached
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Abstract: 
The National Science Foundation, through the Research Experience for Undergraduates 
(REU) program administered under Small Business Innovation Research grants, provides 
a unique opportunity for undergraduate students to receive science training in the 
entrepreneurial environment.  An REU grant to a Hawaii-based biotechnology company, 
combined with support from the Kamehameha Schools/ Bishop Estate and consultation 
support from University of Hawaii faculty, enabled bridging of academic-industrial 
expertise for the purpose of mentoring two native Hawaiian students during 2006-2007. 
Examples of the mentoring activities and outcomes are illustrated. The experience 
appears successful based on the students’ feedback and is intended to achieve the goal of 
empowering and retaining local talent for employment in Hawaii’s expanding high-
technology industry. 
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Introduction 

There has been much research that shows an increasing dissatisfaction in the 

services of public education, driven by the notion that schools in the public sector are too 

bureaucratic, inefficient, and task-cumbersome (Osborne and Plastrik, 1998).  There has 

been on-going debate to restructure the public education sector.  The indication that the 

traditional structure of public school administration, organization and governance, is 

unresponsive to pressures for change has gained considerable attention (Lubienski, 2001).  

As a result, policies based on entrepreneurial trends to provide more opportunities for 

choice by parents have become the new movement in the public education sector in the 

United States, England, New Zealand, and Canada (Taylor, 2002).  This new shift from 

traditional public school governance and institution-based policies, to a more open, 

choice-centered school structure and market-based policies, has lead to the widespread 

growth and creation of Charter Schools.  Charter schools provide a public education with 

a private service mission focus (Bosetti, 1998; Lewis, 1998; Manno, Finn, Bierlein, and 

Vanmyek, 1998). 

Many advocates of school reform through the creation of charter schools support 

that the public education system should combine the essential principles of a free-

enterprise system:  choice, educational competitiveness among schools, market-based 

opportunities, more accountability, responsiveness to parent and student needs, and 

deregulation of a monopolistic control (Chubb and Moe, 1990; Hoxby, 1998).  The goal 

of the rapid growth of charter schools is not only to produce a few new and better 

schools, but to create a new dynamic of education that will force the mainstream public 

education system to change and improve its structure and services for all students 
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(Kolderie, 1994).  Proponents of charter schools believe that charter school development 

has not grown as much as originally anticipated due to the lack of technical support, 

sufficient funding, available facilities (Bosetti, 2000). 

Opponents of charter schools argue that there is significant potential for charter 

social injustices and discrimination in charter schools.  Based on the research done by 

Fuller and Elmore (1996) opponents also perceive charter schools as a threat to the 

viability of mainstream public schools, without doing much to actually improve the 

educational gaps found in the public school system, or innovate new teaching techniques 

and methods, and show a lack of accountability to public funds that support the charter 

schools.  Opponents of the Charter School movement also support the claim that charter 

schools have not flourished as rapidly as the development and growth was intended 

because of a public distaste for market-based public education with an entrepreneurial 

focus (Froese-Germain, 1999). 

This paper looks at the central issues found evident to establish the need for 

reforming the public education system.  First it goes through a historical analysis of some 

of the pertinent issues faced by public schools that call for a need to develop charter 

schools.  A more in-depth understanding of charter schools is provided, as often times, 

the essential components of the structure of the education system are all too easily 

overlooked in the face of other concerns.  Implicit values found in the mission of charter 

schools are discussed.  Lastly, implications for further research and practical methods are 

offered.  All of the information provided in this paper is supported by scholarly research. 
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What Issues Are Faced By Public Schools?  

 Economic hard times faced by schools following the inception of Proposition 13 

and the Serrano II case in California, and similar bills being instated in other states, left 

schools with a shortage of funding, resources, supplies, and facilities, creating oversized 

classrooms and understaffed schools in order to adjust for the cost of living and 

expenditures of the school district (Fellmeth and Weichel, 2001).  The restructuring 

movement of the public school system is linked strongly to cope with these economic 

hardships the public school system faced in the 1980’s, during Reagan’s tax cut era 

(Lingard, Knight, and Porter, 1993).  

The increasing sense of loss of faith in the accountability of centralized 

governance has led many to believe that public service institutions tend to serve the 

interests of their members rather than the public.  Thus, the school system is working to 

meet the needs of its administration, rather than the student population it serves (Ramirez, 

Webb, and Guthrie, 1991).  A greater interest in decentralizing government in the public 

school system has grown in order for the public school system to be more responsive to 

the individual needs of the students and parents that it serves.   

There has also been a general dissatisfaction growing among the public of the 

lack of effectiveness of public schooling.  The “effective schools” movement was 

originally initiated to focus on enhancing student achievement.  That has yet to be seen 

from the public school sector as test scores are declining and public schools are failing to 

meet their annual yearly progress.  As a byproduct of the need for effective schools, the 

need for a change in the system of public education has resulted from it, thus a need for 
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innovation and a more balanced school system that provides more effective instruction 

(Hanson, 1991). 

Because of the lack of effectiveness in the public school system, there has been on 

going changes being made to change social values, norms, and expectations of the public 

education system.  The intensification to change the public school culture, vision, and 

mission is linked to the struggle for ascendancy between economic rationalism and social 

democracy in the public education sector.  This is the most evident through the need for 

school boards to have more autonomy from state and federal school legislation.  Yet, as 

Guthrie and Koppich (1993) put it, “education has become increasingly political, and 

politics have become increasingly focused on reforming education” (pg. 12).  Thus 

bureaucratic conundrums maintain a strong hold on the progress and upward movement, 

change, and innovation of the public school sector. 

Other pertinent issues have lead to the reform of the public school system and the 

need for the development and implementation of charter schools.  (1) An urge to increase 

structural freedom, be freed of rules and regulations that slow, impede, and frustrate 

initiative through politics (Dianda and Corwin, 1994).  (2) The need to increase financial 

efficiency based on the commercialism and privatization of the education system, as well 

as economic rationalism and hardship (Milne, 1995).  (3) A push to increase instructional 

and educational effectiveness, flexibility and adaptability by those most closely involved 

in the teaching and learning process, as well as gain more control over school staffing 

(White, 1991).  (4) A desire to redistribute power so as to set up the most efficacious 

balance of power among all stakeholders in public education (Chamberlain, 1995).  (5)  A 

response to include stakeholders in the vision, mission and decision-making processes 
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(Herman, 1991; Thomas, 1991).  (6) The desire to enrich the education system by 

increasing variety, competition, and choice in education (Lawton, 1995; Barlow, 1995) to 

create an organization that will become more results-oriented than means-oriented 

(Dempster, 1996). 

  

What Are the Choices to Restructure Public Education? 

 A common strategy for restructuring the public school system is by decentralizing 

(deregulating) the decision making process.  The deregulation of decision-making shifts 

some of the power from the boards of education to the local school districts (Fris and 

Milne, 1997).  Through the deregulation process, more freedom is given to educators to 

tailor the education program as they deem fit for the students they serve (Loveless and 

Jasin, 1998).  Because the deregulation process is a very sensitive component to the 

governance structure of the public education system, different degrees of decentralization 

are permitted by the government, where schools range along a continuum of deregulation 

(Johnson and Landman, 2000).  There are five types of schools that reflect five different 

levels of deregulation in the public education sector:  traditional public schools, school-

based management schools, in-district charter schools, charter schools, and private 

schools. 

 Traditional public schools do not have much accountability in the decision-

making process, as they are administered by the board of education and very little power 

is given to local school districts to give way to any new policies or changes on their own. 

This type of governance structure has the least amount of deregulation in the school 
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system, as the power to make decisions is still held within a top-down structure (Johnson 

and Landman, 2000).  

 School-based Management Schools enable decisions concerning staffing and 

expenditures on supplies, textbooks, and technology to be made at the school level, where 

participation from the community and parents in the budgeting process are welcomed and 

encouraged (Taylor, 2002).  In this type of school setting, the governance system is one 

of “school-site decision making with central-office responsibility for establishing policy, 

setting priorities, determining funding, and monitoring success” (McBeath, 2002, pg. 15). 

 In-District Charter Schools are charter schools that have contracts made between 

the school and the local school district.  Charter schools of this type have a greater 

deregulation level than charter schools that are contracted with the state or province 

(McBeath, 2002).  The decision-making process is left in the hands of the charter school 

with jurisdiction from the local school board. 

 Charter Schools “operate in a kind of quasi-market between private and public 

schools.  Yet the quasi-market remains highly regulated, with the government controlling 

such matters as entry by new providers, investments, the quality of service and price” 

(Levacic, 1995, pg. 167).  A charter school is governed by its board and the governing is 

fit into parameters determined by the group or organization establishing the school and 

the central granting authority.  The parameters set contribute to the mission of the charter 

and define its goals, objectives and responsibilities.  Deregulation of the governance 

structure from the board of education and local school boards is established through those 

parameters. 
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 Private Schools are the most deregulated since the state permits them with only 

fundamental safeguards for the welfare of the children, parents, and community.  The 

private school sector has the most power to structure the governance of the school to its 

own accord.  The ability and involvement in the decision-making process for the school 

is determined solely by the foundation of the school itself (Dosdall, 2000). 

 

What Are Charter Schools and Why are They Created? 

 Charter schools reflect the interests and values of many groups that are distinct in 

terms of ethnicity, race, religion, socio-economic standing, language, and educational 

philosophy (Bosetti, 1999).  In most cases, charter schools have a very similar value 

orientation:  a desire for greater equity.  Charter schools are established to give more 

choice to serve values and ideals that lie outside the mainstream and meet the needs of 

underserved communities. 

 Charter schools are created for a number of different reasons.  Inequity among 

schools and districts spans over various different issues in the public school sector that 

establishes the need and desire for a Charter School to be created.  A few of the issues 

are: (1) Parental choice is limited to middle/upper class entitlement only (Hurlbert, 1996); 

(2) Dissatisfaction among parents on schooling with a focus on discipline and moral 

standards (Bosetti, 1999); (3) No room for parental vision to be articulated into the vision 

of the school or become part of the governance of the school (Hulbert, 1996); (4) Lack of 

proper facilities to accommodate student population, oversized classrooms (Bosetti, 

1998); (5) The existence of elitism in the school system (Lawton, 1995). 
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 Much of the charter school movement is driven by the need for greater social 

equity.  In the charter school, this equity is to be achieved through more variety in 

structures for education, accommodations of more visions for education, and more 

programs tailored to the needs of students (Strike and Soltis, 1998).  Charter schools are 

aimed at targeting the social inequity experienced by parents and students in 

disadvantaged communities (Shapiro and Stefkovich, 2001). 

 Charter schools serve a special target population of students:  students who have 

been failed by the mainstream public school system (Cobb and Glass, 1999).  Charter 

schools provide a highly structured and supportive environment to meet the needs of 

those students that have not succeeded in existing public schools and have thus been 

marginalized.  Studies show that charter schools have found high levels of success 

because many public schools, especially high schools, are too large and impersonal to 

provide close one-on-one attention and adult involvement, which is found in charter 

schools (Wells, 1998). 

 Charter schools are created as a means of institutional innovation in terms of how 

public funds are and could be used to govern and control with a great level of autonomy.  

Charter schools have great levels of deregulation because they are choice schools and can 

operate under a contract from a variety of parties.   

Charter schools are often considered an evolution to the growth of the public 

education system.  They are seen as the new and coming educational organization that 

prevents an exodus to private schools, contributes to the improvement of individual 

schools, improves student learning by implementing the educational services provided by 
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the public schools and empowering teachers, and increasing competition to provide better 

educational services to the population it is serving (Lawton, 1995). 

Some of the initial goals of the charter school inception were improved student 

achievement, improved student learning, and improved district-run public schools 

through the approach of greater parent, teacher and student satisfaction and greater 

competition (Kolderie, 1999).  Key concepts centered around these goals are the lack of 

motivation in the public school system, lack of constraints imposed on charter schools 

and enabled freedom, the promotion of an inclusive process within the school, and the 

development of a strong learning community (Bulkley and Fisler, 2002). 

Autonomy is the crux of the charter school system.  “Without autonomy, charter 

schools cannot serve as experimental laboratories or lighthouses from which other 

children can learn.  And they cannot act as market competitors, threatening the public 

school monopoly and inducing it to change” (Hassel, 1999, pg. 78).  Self-management 

and self-regulation are central components to school autonomy, giving schools the power 

to control internal operations and external relationships on their own (Bulkley and Fisler, 

2002), as well as the decision-making process to lead and create school change. 

In addition to autonomy, charter schools also have two facets of accountability.  

First, charter schools are accountable to the central granting authority agency for charter 

renewal and performance (Vergari, 2000).  Second, charter schools are accountable to the 

population it serves – its consumer – to provide services that build and maintain the trust, 

confidence and responsibility of teachers, parents, and administrators (Hill, Lake, Celio, 

Campbell, Herdman, and Bulkley, 2001). 
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Although charter schools are autonomous institutions, they are still shaped by 

control relations.  In charter schools, control is reallocated in response to the constraints 

imposed by district bureaucracies, pressures for the improvement of public schools, 

hardships faced through school reform, and limited school funding (Fuller, 2000).  

Changes in the locus of control are sought to give parents more involvement in the 

education process of their children, to decentralize the power of the school board, and to 

provide a more cost-effective and cost-efficient public education (Gifford, Ogle, and 

Solomon, 1998). 

 

What Values Are Found In The Mission of Charter Schools? 

 There are three values found in the mission of charter schools:  equity and equal 

respect, progress and innovation, and sovereignty in matters of control and 

accountability. 

 There are two types of underlying values that determine equity and equal respect:  

instrumental values and terminal values.  Instrumental values are modes of behavior and 

terminal values are values pursued for their own sake, such as wisdom, knowledge, and 

happiness.  In terms of public education, some of the consumers support charter schools 

because they promote greater social equity for the students and parents they serve.  Many 

students and parents who turn to charter schools do so because of the promise of equity it 

provides and because of the disadvantages experienced in the public schools (Cobb and 

Glass, 1999). 

 The main component of the value of progress and change is the openness to 

change (Schwartz, 1994).  With this value orientation, charter schools are in good accord 
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with administrators and teachers.  Charter school visionaries are presumed to value 

independent thought and action, novelty, and change in life, and thus proceed to find an 

administrative team that supports their vision of progress and innovation. 

 Sovereignty is evident in the goals of charter schools to be educational institutions 

that are autonomous, decentralized entities of service (Hassel, 1999).  Control and 

accountability is predetermined by the group or organization requesting the charter and 

the granting authority.  That leaves out room for additional impediments of governance 

and control from the outside public sector.   

 

Findings, Implications, and Conclusion 

 Charter schools have a great mission and vision behind the institutional structure 

of the organization.  New techniques, strategies for teaching and learning, and new 

organizational structures should be implemented on an on-going basis, in attempts to 

advance the educational system to incorporate more visions for education (Fris, 2004).  In 

order to keep the charter school movement focused on social equity, charter schools 

should continue to work towards a wider range of programs tailored to meet the needs of 

students.  Charter schools should continue to strive to incorporate different values and 

acknowledge that different values co-exist within the structure of the school.   

 The charter school movement shows that the desire for autonomy can be attained 

by providing choices for families through different school options, a good measure of 

operational independence from school districts, and parental and teacher involvement in 

the decision-making process (Hurlbert, 1996).  In this structure, decentralization of power 
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to a school level is efficient and effective to create change in the school system and to 

motivate competitiveness that pushes public schools to improve their education structure. 

 Charter schools promise to improve the quality of schooling by fostering greater 

diversity in modes of deliverables, better growth opportunities for students and teachers, 

and increased parental involvement.  Two issues that arise as potential problems to the 

success of charter schools are:  the need for more government financial support to create 

an equal footing for charter schools as their counterpart public schools, and 

marginalization – in terms of the relationship between public schools and charter schools 

(Bosetti, 198).  These two issues seem to be the main hindrance to the further success of 

the charter school movement.  Greater alignment is needed for the values held by all 

stakeholders involved in the charter school movement.  According to Francis and 

Woodcock (1990), charter school success is at its best based on an insight of what it is 

and the potential of what it could become.   

 Charter schools have the potential to reinvent education through initiatives that 

promote decentralization of control at the district level, encourage curricular diversity, 

and include parents in the decision-making process.  Charter schools can facilitate 

stronger education outcomes and ease some of the bureaucratic problems that hinder 

school success in the public service sector (Jain, 2002).  The push for innovation and 

competition allows charter schools to be the map setters for a new shift in the public 

education paradigm that is challenging the world today.   
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ABSTRACT:  
 
 The first section explains the need for taking up this Educational Research Project.  Second section 
explains the inadequacies of the present day ETE.  In the third section a brief review of different 
approaches for problem solving is presented and relevant elements of the problem and some subjective 
elements have been identified.  Fourth section illustrates the methodology used for the determination of 
value or worth of institution and discussion about the results of analysis.  Fifth section gives the concluding 
remarks. 
 
Section I 
 

 
 

The present day problems faced by the society like 
terrorism, Human rights violation, exhausting 
resources excessive inflation and recession have their 
origination in various sources.  One of the sources is 
Engineering Technology Education (ETE) offered by 
the institutions.  If institutions intend to impart good 
global ETE to the students of the future,  what sort of 
preparations the institutions need?  In what perspective 
the structure of the ETE should be regarded and 
analysed?   From where the institutions should get 
support for such preparation? What pedagogical ways 
and means we must build into the institutions? The 
intention of this paper is to answer some of these 
issues from the perspective of educational research 
project undertaken in our institution. 
 
The institutions offering ETE wherever they are 
situated are now caught in a web of global inter-
relationships in which their actions and those of others 

seriously endanger the society and environment far 
away in space and time from their own.  Generally 
Engineering Technology Education is dealt at local 
and national level.  Very many Educators have 
stressed the crucial role to be played by ETE in the 
contemporary issues mentioned above [1, 2].  These 
issues identify societal condition and its improvement 
as a common primary objective.  Various educators 
are of the opinion that evidences are in abundance to 
indicate that ETE has failed to address and tackle these 
issues which give rise to societal problems. Objectives 
have been developed to eradicate problems associated 
with curriculum revision, formulation of policies, 
overall growth of faculty, overall growth of students, 
Industry Institution liaison, entrepreneur development 
etc.,. Solutions at these levels exacerbates the original 
problem and make implementation more difficult 
unless synergistic relationship is built amongst these. 
 

 
 
 

 
 

1 
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The present ETE has several deficiencies. The 
system lacks flexibility, dynamism, credibility, 
reliability, compatibility, sustainability.  The non- 
uniform policy adopted in admitting students to the 
institutions has resulted in a worry amongst the 
engineering technology educators. Faculty of ETE 
usually feels that they do not carry the same social 
status as that a practicing engineer carries. The 
working conditions of the teaching fraternity need to 
be improved. There are no built-in mechanisms into 
the system by which brighter engineers could pursue 
teaching profession   without any discontent, upgrade 
his knowledge continuously, use novel and 
innovative methods of educational technology, be 
aware of global issues, principles and practices of 
ETE, exercise critical thinking skills and creative 
imagination more effectively. This calls for 
integrated faculty development (EFD). 
 
Industries have their own reservations in 
participating actively in desirable changes in ETE. 
Quite a large public and private sectors do not 
believe in the quality of technical man power 
generated by ETE and consequently have their own 
training programmes. There is much evidence that 
the infrastructure planning in institutions is generally 
inadequate. We have an incompatible, complex and a 
confusing administrative set up both at macro and 
micro level. There is no just and sustainable policies 
in affiliation and accreditation of engineering 
institutes. Integration of macro(Government)and 
micro level (Institutions, Industries and Societal 
sectors) in the ETE is still to be achieved.  This calls 
for participation of industries in the pedagogical 
processes of institutions. 
 
We also have a very rigid syllabus framing process. 
Rigidity is also prevailing in the examination and 
qualifying process of ETE. The examination system 
does not have a desirable procedure by which the 
students attributes such as developing a more future-
oriented perspective both on their own lives and 
events of the wider world, exercising critical thinking 
skills and creative imagination more effectively, 
participating in more thoughtful and informed 
decision making in the present setup, engaging in the 
active and responsible citizenship, both in the local, 
national and global community and on behalf of 
present and future generation. Our system is not 
adequately promoting the spiritual, moral, cultural, 
mental and physical development of the students. It 
is not preparing them for the opportunities, 
responsibilities, experiences of adult life. Paucity of 
financial resources for these is very high.  This calls  
 
 
 
 

 
for sustainable coordination amongst, Institutions, 
policymakers and industries. 
 
Section II 
 
In order to accomplish an effective, just and 
sustainable ETE for the future, we need a way to deal 
successfully with the complex and interrelated issues 
of ETE. We need a way to deal with issues in which 
value elements and structural elements of ETE are 
given full consideration. Further, a set of guidelines 
is required for analysts to allow full and effective 
interaction amongst stake holders in this complex 
system such as political system, institutions, user 
system including decision and policymakers, 
individuals or groups responsible for implementation 
of comprehensive approaches to public welfare 
programmes. 
 
Warren Kinston, and Jimmy Algie [3]  are of the 
opinion that if individuals have to have control over 
their own actions and to facilitate this, they require a 
frame work which encompasses the possible 
distinctive approaches to decisive action from their 
own practical stand point. The systemic approach 
seems to be appropriate for our work. Gerald Nadlcr 
[4] in his paper, has identified that systems approach 
is an inductive process and encourages analyzing for 
as many "facts" as possible. Basic survey of systems 
engineering methodology has been elaborately done 
by Arthur D Hall [5].  He is of the opinion that the 
systems engineering methodology when understood 
in its entirety is considered as a process which 
portrays the essence of the systems approach. J. 
Douglas Hill and John N War Field [6] in their paper 
have discussed in detail the key products that result 
from the problem definition, value system design and 
system synthesis steps and explain how these could 
be interrelated through interaction matrices. Based on 
the literature survey we have identified a ten step 
framework for the analysis of ETE for the future as 
shown in plate 1. 
 
Plate 1: Ten step frame work for the analysis of 
ETE. 
1) Analysis of the need. 
2) Problem structuring. 
3) Identification of morphology of ETE . 
4) Hierarchical multi-objective value system design.  
5) System triggers synthesis. 
6) Progressive modeling.  
7) Total situation control: 
8) System fit between outcome and scenario.  
9) Action Planning. 
10) Testing and Implementation. 
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This paper intends to consider steps 9 &10 in detail.  However, Step 1 through 8 have been successfully carried out 
and the basic structure and form of ETE, which is seemingly quite adequate for the development is given in figure-1 

    INFORMATION FROM POLITICAL, SOCIAL & LEGAL ENVIRONMENT 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                      
   SYSTEM BOUNDARY 
 

 
 
 

Figure-1 A Composite view of ETE 
 
 
L.Robin Keller and Joanna L Ho [7] are of the 
opinion that a well structured problem would open 
ways and means for generating options for the issues 
under study. This has helped us in conceiving a title 
for the problem, that is "To design strategies and 
means of effectively and optimally utilizing 
technology, policies, resources, information about 
societal needs by establishing and analyzing inter-
relationship, compatibility accountability, 
adaptability and sensitivity amongst the solution 
variables such as faculty development, students 
development, in fracture development, industrial 
organization’s participation so that the society will 
have a better world to live in future".  The relevant 
elements of the problem have been identified as 
shown in Plate 2. 
 
Plate- 2: Relevant elements of the problem 
 
      1) Integrated development of faculty (IDF) 

2) Overall development of students.(ODS) 
 
 

3) Effective infrastructural development (EID) 
4) Developing effective industry-institution 
liaison.(EIL) 
5) Bringing co-ordination amongst policy makers, 
technology growth, user systems, educational sys-
tem, concerns of public welfare needs and 
resources.(PTU) 

Also some selected subjective elements in the ETE 
have been identified as shown in Plate 3. 
 
Plate-3: Some subjective elements in the ETE 

 1) Policy makers and policies.    
 2) Technology forecasting   
 3) Technology Utilization 
 4) Expectations of user systems about the   
      Products of ETE. 
 5) Pedagogy of ETE. 
 6) Expectations of the society. 
 7) Political-Social-Economic and Legal 
     Environment 
 
 

3 
 
 

 I 
N
P
U
T 

 S 

 
 
 
 

USER SYSTEMS

 
 
                                              EDN ONSTITUTIONS 
 SUPPORTING FUNCTIONS, DIRECTIVES FOR RECRUITMENT ETC., 

INFRASTRUCTURE STUDENTS FACULTY 

SUPPORTING FUNCTIONS 
(MACRO LEVEL) 

SYSTEMS RESEARCH 
FUTURES STUDIES 
CLASSIFICATION OF BASIC DATA
M.L.S 
RESOURCE MANAGEMENT 
H.R.D 
PLACEMENT AND TRAINING 
STAFF SUPPORT 

USEFUL 
TECHNICAL 
MANPOWER 

PRODUCTS 
SERVICES 
PLANS etc. 

INDUSTRIAL 
ORGANIZATIONS

RESEARCH 
ORGANIZATIONS 

SELF EMPLOYED N
E
E
D
S 
S
A
T
I
S
F
A
C
T
I
O
N

STRATEGIES FOR ETES IMPLEMENTATION AND CONTROL 

2007 HICE Proceedings 
Page 3269



 
 

We are of the opinion that the initially chosen 
structure and form of ETE need not be entirely 
authentic but reasonably adequate to permit the 
systems approach methodology to be used, developed 
and structured. An initial  form that is seemingly 
quite adequate for development is also represented in 
Fig. 1. It describes the interactions amongst relevant 
elements of the problem. The overall system is 
depicted as a box with primary inputs and outputs. 
 
The primary inputs identified are the Policies, Tech-
nology forecasting, Resources (Macro level), Needs 
and Public welfare concerns of society. Health, 
Education and Culture, employment. Physical 
environment, community life, social mobility are 
identified as other environmental factors. One must 
note here that the inputs are greatly influenced by the 
political-social-economic-legal environment. Output 
of the system is identified as the societal needs 
satisfaction.  
 
One important characteristic of the initially chosen 
structure and form is the feed back and feed forward 
nature of the solution variables chosen such as 
Industrial organization, Service institutions, self 
employed, faculty, students and infrastructure. One 
should also not neglect the role played by supporting 
functions such as management information system, 
examination system etc., at macro level and 
recruitment of faculty, educational technology, 
subsidies, grants etc, at micro level. The advantages 
of horizontal and vertical integration of the 
subsystems are kept in mind.  Thus the basic relation-
ship between the subsystems is established. It is 
expected that the competency of faculty or the 
development of faculty is greatly influenced by the 
development of students and vice-versa. Also 
development of faculty and students is affected by 
the infrastructure planning. Strategies for ETE 
implementation and control are considered to be the 
other two environmental factors which are affected 
by the societal needs satisfaction level. Closed loop 
nature of the system identifies the cyclic nature of the 
whole process of Engineering Technology Education 
[12]. 
 
Section III 
 
Several decisions have to be taken and numbers of 
criteria have to be identified with regards to the 
elements of the problems chosen (projects). 
Decisions have to be taken with regards to the 
consistency and the scope of the projects with the 
objectives and policies of ETE, economics of the 
projects, risks associated with the projects, public 
welfare that would result from the pursuit of each 

alternative project and the time dimension involved 
in each project. In doing this, major evaluation 
factors such as accountability of strategies are 
proposed. For each project, sensitivity amongst the 
various elements of the projects, adaptability of the 
system to ever changing environmental conditions 
and the reliability of the system should be taken into 
consideration. Several tools, techniques and methods 
have been proposed which could aid the analyst in 
taking decisions in complex systems [8]. At the end 
of this phase, important criteria which will identify 
the acceptability or the degree of excellence of 
each project could be thoroughly understood.  
In our Institution it is intended to make trade off 
studies and detailing of functional sequences in order 
to describe the total scenario of ETE. By this, 
strategies, activities, accountability, adaptability etc, 
could become very clear. We are of the opinion that 
the multi- objective optimization theory (MOOT) [9] 
could be used in eliminating inferior alternatives of 
projects. An experimental method suggested by 
Fumiko Seo and Masatoshi Sakawa [10, 11] wherein 
the alternatives are evaluated based on sensitivity 
analysis. Multi Attribute Utility Function (MUF), 
could also be considered for setting up a multi 
criteria optimization problem. By this the harmony of 
strategies (activities proposed), would become very 
transparent. For example, balancing the degree of 
excellence of faculty against cost of beneficiating, 
the degree of excellence of the students (identified by 
a measurement system) with, faculty development, 
user system participation with infrastructure 
development, balancing of expectations of the 
society and resources available with -political-social-
technological-economic [13] harmony required will 
all become very clear. An analytical procedure could 
be identified to build in the nature of compromising 
amongst various alternatives of the projects. The first 
factor to be considered in action planning is the risk 
analysis. The evaluation of these risks is 
predominantly dependent upon expert opinion and 
subjective judgments. The functional performance 
parameters identified for each project could be 
broken down to lower levels and risks associated 
with each of these could be identified. The second 
factor to be considered in action planning is the 
worth assessment of discrete alternatives of each 
project. This, could be done by defining the worth 
criteria and developing hierarchical structure of 
worth assessment criteria. Performance measures of 
various activities suggested for each project must 
also be identified. Further a single overall index of 
worth could be identified for each project and these 
could be used to identify the worth of the whole 
ETE. 

 
4 
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Section IV 
 
There are various important driving forces for 
defining the process of testing and implementation of 
the activities/strategies, proposed for the ETE. Basic 
developmental goals of the regions pertaining to 
population growth control, employment potential, 
degree of industrialization, social political- economic 
environment etc., would be few amongst the driving 
forces. These goals are not in themselves to produce 
a set of projected activities for ETE but calls for 
thorough analysis of the system itself. In this section 
the methodology used for the identification of value  
or worth is described.  The effectiveness factors 
considered are given in Plate 4. 

Plate 4: Effectiveness Factors  
 
1. a) Integrated development of faculty (IDF), 
[14,17] 

Indicators are: 
a) Motivation by means of promotions rewards 
b) Providing conducive working environment, 

encouragement for acquiring higher 
qualifications 

c) Providing opportunities for Training, 
Industrial visits, attending conferences etc., 

 
2. Overall development of students (ODS) 

 
Indicators are: 

a) providing conducive learning environment  
for curricular activities 

b) providing conducive environment for co 
curricular and extra curricular activities 

c) provide good platform for placements 
 
3. Effective infrastructural development (EIF) 
 

Indicators are:  
a) providing state of the art class rooms 
b) providing modern teaching and learning aids 
c) providing good hostels and sports facilities 

and other amenities. 
 
4. Developing effective industry- institution 
liaison(EIL), [16] 

 
Indicators are: 

a) providing on the job training for students 
b) involving industry in the formulation of the 

curriculum 
c) arranging  special lectures by industry 

personnel for students and faculty 
 
5. Bringing coordination amongst policy makers 
technological growth, user system (PTU) 

 
Indicators are: 

a) Accreditation by national board of 
accreditation (NBA) 

 
 
 

 
 

b) Making society realize the importance of 
engineering and technological growth 

c) Making industries realize their active 
participation in pedagogy of institutions and 
society out reach 

 
Multifunctional criteria technique (MFCT) is used for 
the determination of worth or value of integrated 
development of our institution.  For integrated 
development of faculty (IDF), promotions, rewards, 
number of PhD’s, training of faculty, papers published 
by the faculty are considered to be indicators of 
development.  These numbers are identified in 
percentage for the indicators. Then the average of 
these percentages are calculated and tabulated.  This 
has been done for three year periods starting from the 
year 1995 to 2006.   A weight of 0.3 is assigned for 
IDF.  For overall development of students (ODS), 
number of journals, text books, learning resources. 
Teaching aids, special lectures arranged, cultural 
festivals, sports events, mock interviews and group 
discussions arranged by the college are considered as 
indicators of value addition.  A weight of 0.3 is 
assigned for (ODS).  For effective infrastructural 
development (EIF), the amount of money spent in 
possessing quality and state of the art infrastructure is 
considered as the main indicator.  A weight of 0.15 is 
assigned to (EIF).  This does hot mean that money is 
less important in value addition to the institution but 
IDF and ODS have relatively more important than 
(EIF).  For developing effective industry institution 
liaison, number of industrial visits, number of times 
the industries participated in curriculum revision, 
number of times the persons from industry gave 
special lectures are considered to be the main 
indicators.  A weight of 0.15 is assigned for (EIL).  
For bringing coordination amongst policy makers, 
Technological growth, user system (PTU), number of 
times the institutions has gone through the 
accreditation by NBA, arrangements of exhibition, 
number of tribal development programmes, and 
community services the institution has conducted are 
considered as indicators.  A weight of 0.10 is assigned 
for  PTU.  Using these numbers a morphological table 
has been constructed on a scale of 0 to 10 [table-1].  
One must note that all the effectiveness parameters 
chosen have a positive contribution to the worth or 
value of the institution.  
 
The minimum value of the factor is assigned zero 
preference number and maximum value of factor is 
assigned a preference number of 9. From the concept 
of utility, for each unit increase in the value of the 
parameters, the value increase will not be linear but 
logarithmic. At higher values of factors, the 
contribution of the factors would be only nominal.  
The relationship between contribution of the values of 
factors towards value of the institution is given by 
 

5 
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P= A log10   Max Value of the factor      -  Equation 1 

                    Minimum value of the factor 
 
Minimum preference number 0 is assigned to the value 
of factors for the period 1995-1997 max preference 
number 9 is assigned for the values for the period 
2005-2007.  The preference numbers for periods 1999-
2001 and 2002-2004 are calculated using equation 1& 
2. 
 
P= A log10 Value of factor to which pref. number  9 is assigned  
                          Value of factor to which 0 is assigned 

-Equation 2 
 
For Example: for IDF, for the year 1998-2000, 
parameter ‘A’ is calculated as follows (for calculation 
of A., P is arbitrarily assigned preference  number 9. 
therefore,   
9= A log10     99   , = A.1.65 

       19 
A= 5.45 

Now, preference number for the year 1998-2000 is 
 
P= A log10   41  , = 4.19 

       19 
 
Similarly the intermediate values of preference 
number are calculated for all effectiveness factors and 
tabulated [Table-2].  These preference numbers are 
multiplied by the corresponding weights of the factors 
and added to give the comprehensive indices with 
respect to each period.  This is shown in Table-3.  A 
graph is plotted to understand the value or worth 
addition.  The graph is clearly illustrating that the 
nonlinear variation of value addition.  Also it is 
illustrating the law of diminishing returns.  This says, 
beyond certain stage, any increase in the contribution 
of the effectiveness factors, the value added is not 
substantial. Hence, it can be concluded that, whatever 
the effort the institution has made towards the 
development of all factors considered, is adequate.  
Beyond these efforts the value addition to the 
institution is not substantial but only nominal. 
 
Section V 
 
This paper has considered the value system design for 
our institution.  5 important factors are considered for 
the determination of increase in value or worth of the 
institution for a period of 10 years.  The activities,  
strategies to reduce faculty inefficiency resources non 
availability, discrepancies  in student input,  non 
participation of user system in ETE etc., and to modify 
infrastructural plans supporting  functions were started 
in the year 1995.  One must also note that, these 
strategies must be compatible with present trends in 
ETE but some strategies might not be.   Obviously this 
would result in identifying a process for selecting 
appropriate strategies for the factors considered.  
 
 
 

 
  
 
Consequently this would call for not only analytical 
models, but specific sets of activities (19) needed to 
impart effective ETE which considers ever changing 
needs (20) of the society and also considers social and 
institutional barriers.  
 
Table 1- Morphological  Table  
 
Active- 

ness 
Factors 

1995-97 
(Average 

Percentage) 

1998-
2000 

(Average 
Percentage) 

2001-03   
(Average 

Percentage) 

2004-06 
(Average 

Percentage) 

IDF 19 41 78 99 
ODS 25 38 74.22 57 
EIF 20 40 74.8 85 
EIL 25 34 60 70 
PTU 20 32 75 85 
 
Table 2- Preference Number Table  
 

Active-
ness 
Factors 

1995-97 1998-
2000 2001-03 2004-06 

IDF 0 4.19 7.69 9 
ODS 0 3.47 9 6.81 
EIF 0 4.31 8.25 9 
EIL 0 2.68 7.65 9 
PTU 0 2.92 8.22 9 
 
Table  3-Weighted Preference Number Table  
 
Active-
ness 
Factors 

1995-97 1998-
2000 2001-03 2004-06 weight 

DF 0 1.25 2.3 2.7 0.3 
ODS 0 1.041 2.7 2.0 0.3 
EIF 0 0.64 1.23 1.35 0.15 
EIL 0 0.402 1.14 1.35 0.15 
PTU 0 0.29 0.822 0.9 0.1 
Index 
for the 
Year 

0 3.623 8.192 8.3  

 
 

TIME PERIODS 
Graph 1 

 
6 

 

8

6

4

2

  95-97     98-2000          2001-03          2004-06        

I 
N
D
E
X

2007 HICE Proceedings 
Page 3272



  
 
 
LIST OF REFERENCES  
 

1. Robert W.Luchy, "Engineering Education & Industrial Research and Development “ The promise and reality: 
IEEE  Education Society News Letter 1-16, PP1-b. (1990) 

2. A.P.Sage, "A case for a standard for systems engineering methodology', IEEE transactions on system man 
and cybernetics, Vol SMC-7, No.7, PP 156=160, (1977) 

3. Warren Kinston and Jimmy Algie, "Seven distinctive paths of Decision and Action", Systems Research 
Vol.b, No.2, PP 117-131. 

4. Gerald Nadter, "Systems methodology and Design' IEEE transactions on systems, man and cybernetics, Vol 
SMC 15, PP 68.5-645 (1985) 

5. Arthur D Hall, "Systems Engineering from an engineering view- point", IEEE transactions on Systems, man 
and cybernetics, Vol.SSC.1, PP 4-8 (1965) 

6. J.Douglas Hill & John N.War field, "Unified program planning", IEEE transactions on system, man, 
cybernetics, Vol SMC-2, PP 610-b21(1999) 

7. L Robin Keller and Joanna I,. Ho, "Decision problem structuring, generating options", IEEE transactions on 
systems, man and cybernetics VoL18, NoS, PP 715-?2b (1988) '' 

8. Jens Rasmussen "The role of hierarchical knowledge representation in Decision making and systems 
management". IEEE Transaction on systems, man and cybernetics. Vol SMC-15, No.? (1985) 

9. Chelesa C.White and Andrew P.Sage "A multiple objective optimization - Based approach to choice 
making", IEEE Transaction on systems, man and cybernetics, Vol SMC-10, No.6 PP 315-326 (1990) 

10. Fumikosco and Masatoshisakawa "An experimental method for diversified evaluation land risk assessment 
with conflicting objectives", IEEE Transactions on systems, man and cybernetics, Vol SMC-14, No.?, PP 
213229 (1984) 

11. Pratap K.J. Mahapatra and K.Vizayakumar, "Revisiting- casualty in system dynamics and KS1M models". 
Technological forecasting and social change, 36,363-387 (1989) 

12. Lieutenant Colonel Robert A. Powell, Phd, Department of Systems Engineering United States Military 
Academy, “Engineering Education: An Integrative Experience .”ASE Engineering Education Annual 
conference 2005. 

13. Claudio da Rocha Brito, Melany M. Ciampi et. all , A New Approach to Engineering and Technology 
Education and the New Pedagogy, ASE Engineering Education Annual conference 2002. 

14. Stephen P. Hundley, Patricia L. Fox et.all, “Enhanced Faculty Development Through Responsibility Centre 
Management.” ASE Engineering Education Annual conference 2003. 

15. Dr. George D. Catalano,” A peace Paradigm for Engineering Education: A Dissenter’s View.” ASE 
Engineering Education Annual conference 2004. 

16. James Zhang, Lingbo Zhang et.all, “Collaborating with Chinese Universities on Engineering and Technology 
Education: Potentials and Issues from a Curriculum Perspective.” ASE Engineering Education Annual 
conference 2005. 

17. Noel N. Schulz and Kirk H. Schulz , “Faculty Development- The Future of Engineering Education”. ASE 
Engineering Education Annual conference 2004. 

18. Tom C. Roberts, P.E. John O, Mingle, PhD, “Generational Perspectives and the Impact on Engineering 
Education. ASE Engineering Education Annual conference 2002. 

19. Linda P.B. Katehi, Katherine Banks, Heidi A. Diefes- Dux, et. all “ A New Framework for Academic 
Reforms in Engineering Education.” ASE Engineering Education Annual conference 2004. 

20. Aparajita Mazumder, James Bean, “ A Global Concentration in Engineering.” ASE Engineering Education 
Annual conference 2001. 

 
 

 
 
 
 
 
 
 
 
 

7 
 

2007 HICE Proceedings 
Page 3273



 
 

Development of a Model for Promoting  
Organizational Learning through 

Classroom Action Research in Thailand 
 
 
 
 
 
 
 
 
 

Nipaporn Kunlasomboon 
Suwimon Wongwanich 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Nipaporn Kunlasomboon 
PhD. Candidate, Doctoral in Educational Research Methodology,  
Faculty of Education, Chulalongkorn University, Thailand  
Telephone: (662)8840817  
E-mail: nipanarak@gmail.com. 

 
Suwimon Wongwanich 

PhD., Associate Professor at Faculty of Education, Chulalongkorn University. 
Thailand  
Telephone: (662)2182581  
E-mail: wsuwimon@chula.ac.th. 

2007 HICE Proceedings 
Page 3274



 2

Development of a Model for Promoting  
Organizational Learning through 

Classroom Action Research in Thailand 

Nipaporn Kunlasomboon1 

Suwimon Wongwanich2 
 

Abstract 
The purposes of this research are to study factor affecting the organizational learning 

through Classroom Action Research (CAR), and to develop and validate the proposed 
structural equation model of organizational learning. The proposed model is derived from the 
model presented by Garcia-Morales et al (2006). It is modified to comply with the context of 
CAR in Thai school. The sample consists of 300 Thai teachers, randomly selected from 
schools in Thailand. It is anticipated that the research results will be beneficial not only to 
policymakers, but also administrators in Thailand. 
 
Introduction 

In the past, the process of teacher professional development depended on the 
educational experts from outside schools (e.g. the teacher college professors or the university 
professors) through the methods of training, seminar or lecturing in the short-term period 
(Sandholtlz, 1999). But nowadays, the processes are emphasized mostly on teacher as the 
center of development. One of those teacher professional developments is promoting teachers 
to conduct the classroom action research or teacher research.  

Some evidences support that the classroom action research can be a powerful factor 
in teacher-researchers’ lives (Berger, Boles & Troen, 2005). Teachers use the knowledge 
from their research to change their practice. They feel more professional in their work 
(Grimmett, 1996). 

When the study of CAR grows, its concerns should grow as well. These concerns are how 
to support teachers to learn about their research (Radencich, 1998; Schleppegrell, 1997), the 
potential of teacher research to transform individual teaching practice and to create cultures of 
inquiry in schools (Boles, Kamii & Troen, 1999). From previous research they found that teacher 
research was transformative for the teachers involved but it didn’t have impact on the culture of 
the school that learning took place (Berger, Boles & Troen, 2005). The study of Collinson and 
Cook (2003) indicates that knowledge from teacher research is not widespread in school and only 
few teachers know the processes by which they can share their learning in school and school 
system. 

In accordance with the situations in Thailand, due to the National Education Reform 
Act 1999 which focuses on the significance of CAR both in conducting and implementation, 
conducting CAR is one of the teachers’ responsibilities to develop and solve the problems in 
their classrooms. However, the problems of teacher research in Thailand are the same.  In 
CAR process there are some misunderstandings in concept of reflection. Also in 
dissemination of knowledge most of Thai teachers still don’t have opportunity to share their 
learning from CAR (Wongwanich, 2002; Poonyai, 2002). 

Teachers should recognize, support learning from CAR as a fundamental element and 
valuable tool to develop their professions. They should share their learning in their workplace. 
At last, for the optimum utilization of CAR, teachers should develop their personal learning 
(learning from his/her classroom action research) to organizational learning in a school 
context. 

                                   
1  PhD. Candidate, Doctoral in Educational Research Methodology, Faculty of  Education,   
  Chulalongkorn University, Thailand (662)8840817 E-mail: nipanarak@gmail.com. 
2 PhD., Associate Professor at Faculty of Education, Chulalongkorn University. Thailand  
  (662)2182581 E-mail: wsuwimon@chula.ac.th. 
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Since there is no research considering the factors affecting the organizational learning 
(school learning) in the context of CAR, it is interesting to conduct such a research work 
especially in Thailand, to solve these current problems and to promote the organizational 
learning in school. 

 
Objectives 

The objectives of this research are to investigate factors that could affect the 
organizational learning through CAR as well as to validate the modified structural equation 
model of organizational learning which is proposed by Garcia-Morales et al. 
 
Literature Review and Conceptual Model 

According to the literature about the utilization of CAR or teacher research, the link 
between teacher research and whole school change, it was discovered that moving teacher 
research out of individual classroom into entire school is difficult work. It seemed impossible 
to do that. (Berger et al., 2005).  Not only schools provide a difficult organizational context for 
understanding and enhancing knowledge management, but also traditionally, teachers 
collaborate very little. Most of them like to manage their own resources and enjoy their 
discretions in their teaching practice (Briscoe & Peter, 1997; Schlager & Fusco, 2004; Tyack 
& Cuban, 1995 cited in Carroll, Rosson, Dunlap & Isenhour, 2005). Besides Collinson & 
Cook (2003) identify four major influences on teachers’ decisions to share their learning, 
including a tradition of professional isolation, norms of professional autonomy, teachers’ 
view of knowledge and issues involving time. 

Concerning this problem, the researcher should build an understanding about the 
factors affecting the disseminating from personal learning to organizational learning in CAR. 
From literature review in the dissemination of knowledge and organizational learning in 
school context (Collinson & Cook, 2003; Lam, 2004; Celep & Cetin, 2005; Edge, 2005; Joia, 
2002; Garcia-Morales et al, 2006)  The only study which has the model studying the factors 
for promoting educational organizational learning is the model proposed by Garcia-Morales et 
al. They uses a  model to verify how educators personal mastery facilitates the presence of 
basic shared values and team learning in the members of the educational center, these inter-
related strategic factors favoring, in turn educational organizational learning and subsequent 
improvement in organizational performance. They also verify the learning barriers that block 
the shared vision and team learning. The model is shown in figure 1 
 
 
 

< insert Figure 1 about here> 
 
 
 
 However, this research emphasizes only on the factor favoring in the organizational 
learning. Therefore, barriers variables are not included in the modified model. Also all 
variables are determined in the context of CAR, for example; the personal mastery capability 
means the personal mastery capability concerning CAR, the shared vision means shared 
vision in conducting CAR. Most of variables are derived from the Garcia-Morales et al.’s 
model.  In  modified model, it is of interest in the context of knowledge sharing, then two 
additional variables are included .They are “trust in vision” and “individual autonomy” as the 
factors related to shared vision and personal mastery, respectively (Zarraga & Garcia-Falcon, 
2003; Holsapple & Joshi, 2000). The modified model becomes the causal structural equation 
model displayed in figure 2. 
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< insert Figure 2 about here> 
 
  
  
 
 
 Because research of Zarraga & Garcia-Falcon (2003) investigated that the individual 
autonomy is one important factor affecting the transfer and integration of knowledge in work 
teams, as well as, Hosapples & Joshi (2000) found that  leadership factor which influences on 
the knowledge management in organization, causes trust in vision. These research results 
make the authors add two more variables in order to comply with the context of classroom 
action research in Thailand. Besides the entrepreneurial culture is the variable which is hard 
to measure. Consequently, the author decides to change it to the amount of lateral 
communication within school which is the variable used in the research of Zarraga & Garcia-
Falcon (2003). 
 
Research Method 
Data Sources 
 The target population was teachers who conducted the CAR in Thailand. Since there 
were 27 parameters to be estimated in the measure model and 5 parameters to be estimated in 
the structural model of the proposed model, the sample size required for this study was about 
200 subjects, based on the ratio of 5 subjects to 1 parameter for measurement model and 10 
subjects to 1 parameter for the structural model as stated by Hair et al. (1998). We decided to 
use 300 teachers, randomly selected from 30 schools, purposively selected from the 
population. 
Variables and Research Instruments 
 In this research, there were five latent variables; personal mastery, shared vision, 
team learning, organizational learning and organizational performance. These variables were 
obtained from the questionnaire developed by Garcia-Morales et al’s, with some 
modifications to comply with CAR context. They proposed many items to measure in each 
variable. Therefore, these items were measured on five-point Likert Scales. The instrument 
was tried out and validated for reliability and validity. We also validate the items in the 
questionnaire by expert focus groups. 
Analysis 
 In order to check reliability and validity, confirmatory factor analysis was conducted. 
Since these constructs were to be verified, the analysis was run to validate the model using 
LISREL. 
 
Conclusion 
 The proposed structural equation model for promoting organizational learning 
through classroom action research is expected to show casual relationship between the 
variables. It should be noted that this research is in the process of empirical validation. 
 
Educational Importance of the Study 
 Due to the National Education Reform Act 1999 and the trend of research based 
teaching, conducting classroom action research became an important responsibility of Thai 
teacher. Although most of them learned a lot from their research, the organizational learning 
(school learning) still did not appear clearly. Since this is the significant problem we should 
concern, the model for promoting school learning through classroom action research is 
essential to develop and validate. Though applying the model of Garcia-Morales et al (2006) 
to this research, we modified some variables to fit in Thai context. In addition, the research is 
conducted by using sample from 30 schools, the authors believed that the result could be 
applied in the other schools as well. This research results are expected to be beneficial to both 
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policymakers and administrators to establish organizational learning in school, especially in 
the context of CAR utilization. 
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Figure 1 Garcia-Morales et al.’s structural equation model 
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Figure 2 Modified structural equation model of organizational learning in the context of CAR 
  
 Figure 2 shows the modified model which based on Garcia-Morale et al.’s model 
with some changed variables. Also illustrated in Figure 2 are the relationships among 
variables. These abbreviations stand for these meanings. 
 
PERMAST1 = personal desire to learn 
PERMAST2= personal vision 
PERMAST3= necessary competences 
PERMAST4= skills and abilities to face up to professional 
and personal challenges 
PERMAST5= commitment to education work 
*PERMAST6=individual autonomy in daily work 
 
SHARVIS1 = clarity in vision 
SHARVIS2 = sharing in vision 
*SHARVIS3 = trust in vision 
 
ORGLEAR1 = cognitive & behavioral change 
ORGLEAR2 = school learning process 
ORGLEAR3= ideal model of a learning organization  
 
     Garcia-Morales et al.’s model 
 
      additional variables 

TEMLFA1 = atmosphere of team dialogue 
TEMLFA2 = good communication channels 
TEMLFA3 = spirit of openness 
TEMLFA4 = preference for working collectively 
TEMLFA5 = team heterogeneity 
TEMLFA6 = informal meetings 
TEMLFA7 = incentives for teamwork 
TEMLFA8= collective challenges  
TEMLFA9= spirit of cooperation & companionship 
 
PERFORM1 = personal satisfaction  
PERFORM2 = level of implementation of CAR 
PERFORM3 = the quick implementation of CAR 
PERFORM4 = the school’s ability to absorb the      

new knowledge 
PERFORM5 = the improvement in education quality 
*PERFORM6 = the amount of lateral communication 
 within school 
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The Nature vs. Nurture Debate: Nativist and Environmentalist Theories 
 

Jun-min Kuo 
Assistant Professor  

Tunghai University, Taiwan 
 

Abstract: The present study investigates and compares the nativist and environmentalist 
theories regarding the distinctions between the nature vs. nurture debate for the following two 
reasons: (1) to summarize some significant theories related to these two different research 
camps; and (2) to generate some implications of language teaching and learning for EFL 
researchers and teachers.  The theories examined and the examples discussed in the paper are 
primarily associated with Stephen Krashen’s language hypotheses and John H. Schumann’s 
Pidginization Hypothesis.  The results of the study suggest that language learning is an 
ongoing process of acquisition through various elements, including innate and environmental 
variables.  Language learning relies on a combination of nature and nurture.  Consequently, 
biological endowment is an inherited skeleton, which is never complete without other 
complements—flesh and blood—the environmental endowment. 
 
Introduction 
      
     Over several decades, a variety of Second Language Acquisition (SLA) theories  
regarding language development have been proposed. Many of these theories are significant  
and influential not only because they have been constantly discussed and debated, but also  
because they have inspired many language researchers and teachers, and helped them to  
understand and develop other important aspects of SLA. The debate between nativist vs.  
environmentalist language acquisition theories is one of the issues that has contributed to the 
development of SLA theories. This paper investigates and compares the nativist and 
environmentalist theories regarding the distinctions in the nature vs. nurture debate. The 
theories examined and the examples discussed in the paper will be primarily related to Stephen 
Krashen’s language hypotheses and John H. Schumann’s Pidginization Hypothesis. Krashen’s 
theories represent the nativist position, arguing that language acquisition is only possible as a 
consequence of innate biological endowment. On the other hand, Schumann’s Pidginization 
Hypothesis epitomizes the environmentalist theory, stating that language acquisition is 
predominantly affected by environment and experience. 
   
Krashen’s Nativist Theories of SLA 
      
     Nativist theorists of language learning note that human language acquisition is largely  
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determined by innate attributes, concentrating on learners themselves rather than on  
environmental factors in the development of language acquisition. To many language theorists 
and researchers, the perspective of natural endowment is explicitly embodied in the  
theories of Stephen Krashen.   
 
     According to Krashen’s nativist theory, there are two independent means for language  
learners to internalize the target language (TL). The first is the acquired system, a 
subconscious and intuitive process similar to the process that children undergo when they 
acquire their first language. Krashen claims that we are not conscious of the acquisition 
process while it is happening; we do not even know that we have possession of new 
knowledge when it has been “stored” in our brains (1992, p. 1). On the other hand, the second 
means of language performance is the learned system, which is a conscious process and a 
product of formal instruction such as what we do in school. In this process, we notice that we 
are learning such things as the systems of grammar, rules, principles, and so forth. 
 
     The second theory proposed by Krashen is called the Natural Order Hypothesis, which   
suggests that the acquisition of grammatical components proceeds in a natural and predictable  
order. As Krashen further explains, some parts of grammar or some morphemes are liable to  
come early while others come late, which represents an acquisition order independent of  
instructional sequences (1992, p. 2). Krashen points out that for instance in English the 
progressive tense, the --ing usage, is acquired fairly early, whereas the third person singular –s 
is acquired later. In fact, the natural order seems to be unaffected by intentional  
teaching and this is a surprising finding (p. 2). Therefore, language teachers and learners 
should be aware of the natural order, thus facilitating language acquisition with this 
phenomenon while teaching or learning a second language. 
 
     Accordingly, the development of SLA, in Krashen’s view, relies considerably on the  
subconscious process of acquisition and the natural order, which are not influenced by  
teaching. Both of these theories embody the nativist perspective that language learning  
depends on innate forces. The conscious understanding of rules, which is acquired in formal  
classroom situations, has its place and is helpful in the process of SLA. Yet the knowledge  
acquired by natural means in informal situations is the major contribution in that “acquisition  
is responsible for both fluency and most of our accuracy” (1992, p. 3). Krashen further  
clarifies that “fluency in second language performance is due to what we have acquired, not  
what we have learned” (1981, p. 99). Therefore, one should try his or her best to acquire a  
language and gain communicative fluency; otherwise, one will get stranded in rule learning  
and pay too much attention to the forms of language and to watching his/her own progress.   
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     This result can be exemplified in another of Krashen’s hypotheses, the Monitor  
Hypothesis. In the Monitor Hypothesis, Krashen reiterates the relationship between  
acquisition and learning. Language acquisition, according to Krashen, is the linguistic  
competence that initiates utterances in our lives, while conscious learning serves as a  
“Monitor” or editor, “a device for ‘watchdogging’ one’s input, for editing and making  
alterations or corrections as they are consciously perceived” (Brown, 2000, p. 278). To  
summarize, when one is speaking and conveying meanings or messages within a particular  
context, language acquisition is the ability that starts and controls the conversation process.  
On the other hand, language learning is utilized as a device which inspects and corrects  
errors, such as grammar, punctuation, and spelling mistakes. But learning only constitutes a  
small portion of language competence. Acquisition, a subconscious and instinctive process,  
still dominates in the SLA process. 
 
     Krashen’s nativist theories of SLA suggests that language acquisition is innately 
determined and that we are born with a built-in device, such as the natural order, which  
predisposes us to acquire language. However, it should be stressed that the nativist account in  
Krashen’s theories does not deny the importance of environmental stimuli, but the 
environmental factor should not be weighed alone in regard to language performance.   
 
Environmental Considerations in Krashen’s Nativist Theories 
 
     Some critics may view Krashen’s Input Hypothesis as an example of extraneous factors  
acting on language acquisition. Krashen explains that progress along the natural order is  
achieved when we can understand an input that comprises structures at the subsequent stage,  
in which the level of language structures is a bit beyond the current level of our language  
competence. He further points out that “input is the essential environmental ingredient” and  
we can understand language “with the help of context, which includes extra-linguistic  
information, our knowledge of the world, and previously acquired linguistic competence”  
(1985, p. 2).   
 
     Krashen seemingly considers--at this point--some environmental elements of language 
acquisition. However, he further indicates that there is generalizability within each individual  
learner in terms of language functions. In Krashen’s opinion, not only does the acquirer gain  
language abilities from what he hears, but also there is an important contribution from the  
“internal language processor” (1985, p. 3). Not all of the input, what the acquirer hears, is  
processed for acquisition. In addition, the internal language processor itself produces possible  
rules according to intrinsic procedures. Consequently, Krashen indicates that we need to  
allow for superficial individual variation, as there are some things that we all do the same, and 
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numerous mental or physical faculties are acquired in virtually the same way, but  
there are some minor differences among individuals. Krashen states that the language 
acquisition device is universal, operating in all human beings in only one fundamental way. 
Ultimately, he concludes that “[t]here is no individual variation in the fundamental process of 
language acquisition” (1992, p. 4). 
  
     The question is whether Krashen takes into account extrinsic factors in his theories.  
The answer can be found in his last hypothesis, the Affective Filter Hypothesis, which  
explains that many affective variables play a facilitative, but not causal, role in SLA. The  
affective filter is a “mental block that prevents acquirers from fully utilizing the  
comprehensible input they receive for language acquisition” (Krashen, 1985, p. 3). As a 
consequence, the best acquisition will occur in environments where anxiety is low, and the  
motivation and self-confidence of learners are high, or, in Krashen’s words, in contexts where  
the “affective filter” is low. However, environmental factors turn out to be impediments to  
SLA under some circumstances. 
 
     The filters seem merely tied to learners themselves, but they are variables generated  
and caused by environmental factors. For instance, low-motivation or low-esteem can derive  
from a number of causes, which include frequent changes in schools, poor family background, 
previous negative performance, or even some physical problems. Consequently, these 
environmental considerations, compared with other intrinsic variables in Krashen’s theories, 
are not the major contributions to the development of language acquisition. But they still 
deserve some consideration. 
 
Schumann’s Pidginization Hypothesis 
 
     Unlike nativist theories of language learning, environmentalist theories, instead of  
focusing on innate biological endowment, center on the impacts of extrinsic variables on  
language learning, including social, economic, political, psychological, technological,  
religious elements, and so on. Among a great many theorists in the environmentalist  
community, John H. Schumann is greatly important since he was the first researcher to draw  
the comparison between pidginization and SLA, which is supported by his case study of a  
second language learner. 
 
     Schumann’s study of Alberto, a 33-year-old Costa Rican man learning English,  
suggests that the inadequacies of language progress and the pidginized forms used by his 
untutored subject are mostly due to Alberto’s social and psychological distance from 
American society. During Schumann’s ten months of research, Alberto made very little 
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obvious linguistic progress and his English at the end of the study was described as “a reduced 
and simplified form of English” (Schumann, 1976, cited in Brown & Gonzo, 1995, p. 265). 
One aspect of a pidgin language is that a pidginized speaker has problems using inflectional 
morphology and tends to eliminate grammatical conversions. The relevant features shown in 
Alberto’s performance can be summarized as follows: 
 

(1) use of no V negation form (e.g. “no work” instead of “don’t work”) 
(2) lack of inversion in questions 
(3) lack of auxiliaries (probably except for “is”) 
(4) lack of possessive “-s” (similar to the lack of inflectional morphology in pidgins) 
(5) unmarked forms of the verbs (similar to the lack of inflections in pidgins) 
(6) lack of subject pronoun (e.g. I/We, You, and She/He/It/They) 
 

     In explaining the reasons for Alberto’s development of the TL, Schumann draws two  
predictor variables in this case study--social and psychological distance—which will be  
further explored in the upcoming section. In addition, Schumann indicates that if this notion  
is applied within the framework of SLA, the second language learners will be limited to the  
“communicative function if the learner is socially and/or psychologically distant from the  
speakers of the TL” (cited in Brown & Gonzo, 1995, p 267).  
 
Social and Psychological Distance 
 
     The causes of social distance in Schumann’s case study are categorized as follows:  
(1) social dominance; (2) integration pattern; (3) enclosure; (4) cohesiveness; (5) size of  
group; (6) cultural congruence; (7) attitude; (8) intended length of residence in TL 
environment (Larsen-Freeman & Long, 1991, pp. 252-3). Furthermore, these social factors 
can illustrate favorable and unfavorable second language learning situations on the basis of the 
extent to which social distance is promoted (Schumann, 1976, cited in Brown & Gonzo, 1995, 
pp. 267-73). 
      
     Social dominance, first of all, is divided into dominance, non-dominance, and  
subordination. Take Alberto as an example of subordination. He was a member of a specific  
social group, working-class Latin American migrants, and was politically, culturally,  
technically and economically inferior to the TL group. Alberto performed poorly in the TL in  
that he was socially distant from the TL group and was thus situated in an inadequate  
language learning situation. If he could learn the TL in a dominant or nondominant condition,  
Alberto would consequently benefit from a positive environment in regard to the TL learning. 
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     The types of integration pattern are (1) preservation (bad language learning situation);  
(2) acculturation; (3) assimilation (good language learning situation). These three types  
comprise a developmental process, in which the learner attempts to maintain his/her own  
cultural identity, preserve his/her own culture but integrate somewhat into the new culture,  
and finally identifies with the TL culture. In the case of Alberto, he was one of a group of 
immigrants, a group which was somewhere between preservation and acculturation with 
respect to his intended integration into American society. 
 
     In addition, Alberto came from a group of Latin American workers, representing a  
“culture of poverty” and sharing a weak correspondence with American culture. That means  
Alberto was situated in an unfavorable language-learning situation as a result of a low degree  
of cultural congruence—a low degree of cultural similarity between his Latin American  
group and American mainstream society. In other words, there is a positive correlation  
between the cultures of the learner and the TL—a high degree of cultural congruence is  
associated with a better TL performance by the language learner. Another positive factor is  
the desired length of residence, in which a longer stay in the TL environment will provide the  
learner extensive contacts with the TL group and the learner thus will be more likely to  
master the TL. 
 
     On the other hand, the negative predictor variables of social distance include enclosure,  
size, and cohesiveness. For example, high enclosure means an inferior language learning  
situation because the learner’s group sets up its own institutions, facilities, and neighborhoods  
so that it operates independently from the TL. Likewise, if the size of the second language  
learner group is too large, or the degree to which the group maintains strong ties between its  
members is concentrated (that is, cohesiveness), TL development will be retarded. This is  
because the learner will have less contact with the TL group. 
 
     The attitudes of two groups toward each other might be either positive or negative. A  
good language learning situation might result when the attitude of a second language group  
toward the TL group is positive, or vice versa. Nevertheless, Schumann states that it is  
difficult to assess the attitude factor, which must be measured before accurate judgments are  
made (1976, cited in Brown & Gonzo, 1995, p. 271), probably because attitude is related to  
individuals, not to environmental situation. 
  
     In addition to social distance, Schumann also defines psychological distance with four  
categories, one type of which is language shock--the traumatic experience of being unable to  
express oneself in the second language. The second type is culture shock, in which the  
learner’s appearance in the new culture is traumatic. Motivation is the third type of  
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psychological distance—a type related to the seriousness of the learner’s desire to learn TL  
and the reason for learning it. Finally, the fourth type of psychological distance is ego  
permeability, the degree of openness in one’s identity (Schumann, 1976, cited in Brown &  
Gonzo, 1995, pp. 272-3). 
 
     Schumann stresses that factors that cause psychological distance, like those that  
cause social distance, condition the learner in a situation where he/she is greatly “cut off from  
target language input and/or does not attend to it when it is available” (p. 273). Besides, the  
learner’s psychological distance will prevent the learner from identifying with TL speakers.  
Subsequently, the learner will not be able to absorb and mix linguistic features of the TL into  
his/her speech. As a consequence, the learner will have difficulty identifying himself/herself  
as a member of the TL society. The learner will be prone to use a simplified and restricted  
form of the TL—a pidgin language. 
 
Conclusion 
 
     Krashen’s and Schumann’s theories clearly espouse nativist or environmental  
implications. Their theories have been gathering momentum and have been greatly widely  
dcussed in the field of SLA. Simultaneously, these theories have also undergone a volley of  
criticisms. The most frequently proposed question concerning their theories is the  
impossibility of measuring comprehensible input, social distance, and psychological distance.  
Moreover, Krashen’s clear-cut distinction between acquisition and learning is another debated  
idea; for Krashen, there is no “over-lapping” distribution between acquisition and learning.  
On the other hand, Schumann’s theories emphasize social forces, but fail to provide  
successful methods for interpreting the effects of various factors on SLA. Besides, he ignores  
the perspectives of innate or biological endowment in SLA. 
 
     Both of their theories then have polarized and engaged differing groups of supporters  
and opponents. However, language learning is an ongoing process of acquisition through  
various elements, including innate and environmental variables. All of the aspects are parts of  
a whole, and cannot operate independently. We may have some universal and biological  
functions, but most of our world view is shaped by our environment. Each person, wherever  
he or she dwells, is an individual, but an individual is affected by family, community, society,  
country, and the whole world. The process of learning as well as of thinking functions in  
contexts that are characteristic of individual, cultural, economic, social, and political forces  
(Nieto, 1999, p. 9). Thus language learning relies on a combination of nature and nurture.  
Consequently, biological endowment is an inherited skeleton, which is never complete  
without other complements—flesh and blood—the environmental endowment.   
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Abstract: 

Although counselor education programs typically involve traditional classroom 

learning and local practicum placements, there is an increasing demand for distance 

education along with the need for a larger variety of placement settings. This session will 

provide an overview of a distributed learning approach currently utilized in Canada for 

the delivery of Master’s of Counseling Practicum courses. Strategies that allow learning 

to occur independent of time and place combined with traditional classroom experiences 

will be described. Issues as well as the benefits of this innovative approach will be 

discussed for each of the following topics: the management of practicum placements, 

student needs, clinical supervision, the university, and quality management.  
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Counselor education is increasingly being delivered by distance delivery 

approaches, partially to meet the demand from prospective students as well as to allow 

students to stay and eventually work in rural communities where there tends to be a 

shortage of counseling professionals (Cook, Morotti & Strange, 2006). Integral to 

graduate programs in Counselor education is the practicum course that involves 

supervised, unpaid counseling experiences for students who have practicum placements 

in the community. Practicum placements are defined by Canadian Psychological 

Association (CPA) (2002a) as a field training experience to assist students in acquiring 

and applying psychological skills and techniques to a variety of client problems and 

populations.  

The practicum course requires that students conduct counseling sessions in 

community counseling agencies and bring videotapes of some of this counseling to 

class. The purposes of the classroom component of the practicum course are to allow 

students to talk of their experiences and integrate classroom-based learning with 

counseling practice in the field (Royse, Dhooper, & Rompf, 2003). O’Byrne (2001) 

aptly describes the practicum class as a “constructivist laboratory” (p. 185). It is a place 

where the students and instructors “construct a conceptualization of the client and a plan 

to create a therapeutic relationship that offers relief for a client’s struggle, a plan that fits 

the subjective experience of the client as it is understood by the Counselor” (p. 186). She 

goes on to say that the practicum course is based on the students’ performance about 

which students’ have much self-doubt and inhibitions. It is up to the instructor to 

facilitate a “community of learners” by legitimizing personal knowledge and 
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encouraging peer exchange” (p. 189). Students review videotapes within this community 

of learners, where each student reflects on his or her practice and receives feedback on 

their counseling from others. The instructor also works with the supervisor of the 

students’ work at each placement site to determine each student’s ongoing professional 

development and changing learning goals. 

This paper will discuss the distributed learning approach in terms of whether it 

can be effectively utilized for the delivery of counseling practicum courses along with 

factors that determine the quality of this approach. A description will be provided of the 

practicum courses within the Campus Alberta Applied Psychology (CAAP) Masters of 

Counseling program exemplifying one approach to distributed learning. The issues and 

benefits of this approach will be considered for various components of the practicum 

including students, faculty, the university, the practicum settings and professional 

organizations.  

Distributed Learning Approach 

There is a need to continually redesign and improve teaching and the quality of 

learning in professional psychology educational programs (Armatas, Holt & Rice, 2001). 

The distributive learning environment is one such learner-centered approach providing 

flexibility and the integration of a variety of instructional methods. Distributed learning is 

increasingly being utilized in many professional education fields such as medicine and 

nursing (Harden, 2004). Distributed learning is defined by Bates (1997) as: 

A distributed learning environment is a learner-centered approach to education, 

which integrates a number of technologies to enable opportunities for activities 

and interaction in both asynchronous and real-time modes. The model is based on 
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blending a choice of appropriate technologies with aspects of campus-based 

delivery, open learning systems and distance education. The approach gives 

instructors the flexibility to customize learning environments to meet the needs of 

diverse student populations while providing both high quality and cost –effective 

learning (p. 98). 

Aramatas et al (2001) argue for the use of a systems approach in the design of 

distributed learning curriculums.  Curriculum design considers the needs of various 

domains at various levels of the system including the student, the course, the university 

and the community. It involves making decisions regarding the types of distributed 

learning environments that best support the acquisition of knowledge and skills that will 

meet these needs. One of the challenges of offering a practicum course within a distance 

delivery format is how to achieve the learning objectives associated with this type of 

course without compromising the quality. Some distance education programs require 

students to participate in a semester long residency when taking the practicum course or 

have faculty visit the placement site during internship placements (Cook, Morotti & 

Strange, 2006). This can be disruptive for students who often have family and work 

commitments and can be resource intensive for the university. 

 The guidelines for Counselor education delivered through on-line instruction 

(Daniels, Tyler & Christie, 2000) that were adopted by the Association for Counselor 

Education and Supervision include some guidelines that are particularly relevant for the 

design of practicum courses in a distributive learning environment. The first relevant 

guideline requires that, “ distance learning offerings should be held accountable to the 

same standards for quality as traditional courses” (p. 306) even if this means that some 
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course objectives need to be taught in a traditional classroom to achieve the same quality 

of learning outcomes. The second guideline recommends that the decision regarding how 

best to deliver course content needs to be guided by the specific course objectives. 

Another guideline refers to instances in which students meet in person, noting that the 

physical environment for this meeting must meet the student’s educational needs. It is 

also recommended that sensitive information be exchanged with adequate security 

measures. The last guideline that is specifically relevant to a practicum course states, “it 

is the responsibility of the faculty member to ensure that the pedagogy employed is valid 

and appropriate based on the needs of the students and objectives of the course” (p. 311).  

CAAP Masters of Counseling 

 CAAP is a Counselor education program in Canada delivered through a 

distributed learning approach. Originating in the province of Alberta, it is offered through 

a collaboration of 3 universities (the University of Calgary, University of Lethbridge and 

Athabasca University). The goals of the CAAP Counseling Initiative are to (a) enhance 

the accessibility, flexibility, and responsiveness of graduate Counselor education 

programming in the province; (b) provide students who face various barriers to 

completing degrees through traditional programs with the opportunity to further their 

education through a high quality, Alberta-based program; and (c) prepare students to 

function effectively as professional Counselors or counseling psychologists in a wide 

range of work environments (CAAP, 2005). 

The CAAP Masters of Counseling program, consists of 12 courses (36 credits) 

that include a final exit project and 2 practicum courses (offered over 2 semesters for a 

total of 260 hours). This program has been offered for four years, admitting between 60 
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to 110 students each year. A more detailed description of the development and content of 

the CAAP Masters of Counseling program are offered by Collins and Jerry (2005).  

The Practicum Courses 

 Although many Masters’ level Counselor training programs require the 

completion of one eight month practicum, CAAP requires that students take two, four 

month practicum courses. Students take the first course (CAAP 611) after they have 

completed 6 required courses, while the second practicum course (CAAP 619) is to be 

taken at the end of their program. In each course the students, as a cohort (a) participate 

in an on-line course; (b) spend approximately 10 hours each week over 13 weeks at a 

practicum site; (c) meet with clients for 5 hours each week in counseling activities; (d) 

meet with a supervisor for 2 hours each week; and (e) participate in 2, in-person weekend 

seminars (each seminar is approximately 13 hours in duration). The maximum number of 

students registered in each course section is 10 and for each section there is one 

instructor. 

Learning objectives and Competencies 

 The first practicum course allows students to develop professionally and obtain 

supervised counseling experience in a general counseling context. The learning 

objectives for CAAP 611 are as follows. 

1. Students will demonstrate the transfer of skills and knowledge acquired through the 

Year I core program courses to applied counseling settings. 

 2. Students will incorporate theory, skilled practice, and applied experience as they 

develop a personal counseling framework. 
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The second practicum course provides the opportunity to build on their skills and 

knowledge within advanced or specialized counseling settings. This final course prepares 

students as counseling professionals. The learning objectives for CAAP 619 are as 

follows. 

1. Students will be able to demonstrate the transfer of skills and knowledge acquired 

through the previous program courses within applied counseling settings. 

 2. Participants will integrate theory and research into counseling practice for specific 

counseling issues or areas of specialization. 

 3. Self-directed learning will be effectively utilized through the use of readings, 

videotaping, case consultation, and reflective consultations. 

 4. Students will demonstrate sound clinical judgment that integrates knowledge of 

diversity, professional ethics, relevant laws, and organizational policies in their work with 

clients and other professionals. 

 5. Students will demonstrate relevant procedures for assessment, interventions, 

termination, and evaluation. These procedures will be consistent with standards for 

professional independent practice. 

Learning Activities in the Courses 

 There are some learning activities that are common to both practicum courses. 

These will be described along with the learning objectives associated with each activity. 

Learning activities that are more specific to each course will be discussed later in the 

paper. All the learning activities are graded on a pass/fail basis. 

 The students in both courses are required to read a short introduction to the 

weekly topic for the class and read supplemental articles or chapters as needed. The goal 
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is to provide a collegial setting for the sharing of ideas, questions and knowledge between 

students and their instructor. The students are required to participate in weekly on line 

discussions with other students and the instructor, that are meant to be the equivalent of 

participation in a weekly 3 hour, in-person class. Students share what they are reading 

and learning in their practicum settings and post references to useful articles. For a 

maximum grade in this component of the courses, participation involves a minimum of 3 

posts (each of which are 100 to 200 words in length) to the class bulletin board and the 

quality of the posts is evaluated through similar criteria that would be used for class 

discussions. Students are expected to make comments that demonstrate self-reflection, 

thoughtfulness and include references to relevant materials. Interaction with web site 

materials, other students and the instructor is emphasized to promote critical thinking and 

a synthesis of concepts with clinical practice experiences. These activities provide 

opportunities for students to integrate knowledge into their counseling practice, inform 

clinical decision processes, and formulate a personal theory of counseling that includes 

areas of specialization. 

 Another requirement that is common to both courses is the completion of an 

evaluation and feedback form by their practicum supervisor. This form is completed as a 

formative evaluation mid-term and a summative evaluation at the end of the term. The 

evaluation and feedback form consists of quantitative rankings of the students’ 

demonstration of skills in the areas of professional and ethical conduct, generic 

counseling skills, and counseling processes, procedures and interventions. Feedback is 

also given regarding counseling strategies utilized by the student as well as general 

feedback. Students and supervisors are encouraged to complete this form together so as to 

2007 HICE Proceedings 
Page 3298



9 

make the evaluation an open and collaborative assessment of the student’s 

accomplishments and ongoing professional development goals.  

 Students in both courses also are required to write in a reflective journal that is 

summarized in a paper given to the instructor for marking at the end of the semesters. 

This paper provides a summary of what the students learned throughout the course. The 

journal provides students with an opportunity for critical reflection and integration of all 

the learning activities in the course. This activity and assignment is similar to what is 

required for students who participate in more traditional practicum course settings. 

 Integral to both courses, are the actual practicum placement, counseling 

experience and clinical supervision. The practicum placement takes place in an 

organization that offers counseling services close to the students’ location, and each 

placement and supervisor must be approved prior to the commencement of the 

placement. Counseling activities can include a variety of experiences, such as group or 

family counseling, however, the majority should be individual counseling. With their 

supervisors, the students develop a learning plan for their practicum placement that 

includes their personal learning objectives and professional development goals. The 

student, the instructor and the CAAP practicum coordinator sign the plan at the beginning 

of the semester, however, it can be revised if and when new learning objectives evolve. It 

is important to have open communication between the student, supervisor and the 

instructor throughout the practicum placement to facilitate early identification and 

solution of problems and to share information (Pitts & Miller, 1990). This can be 

challenging in a distance-learning program, however, instructors regularly phone each 
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supervisor and the use of e-mail and the bulletin boards (discussion forums) allow the 

instructor to communicate regularly with students. 

 In addition to the on-line course component students are required to attend 2 

weekend seminars. Although it is possible at times to have these seminars in a region 

close to where students live, most students must travel at their own expense to attend the 

seminars. These seminars involve approximately 24 hours, in total, of face-to-face 

contact in addition to the 39 hours of online discussions and provide each student with an 

opportunity to demonstrate the application of skills and knowledge utilized in the 

counseling practice. By posting a detailed case analysis in the weeks leading up to the 

seminars and showing excerpts from a videotape of their work with the client, the 

students have the opportunity for consultation and feedback. To ensure that adequate 

security measures are taken to protect sensitive client information, students follow 

guidelines for the videotapes including written informed consent, using pseudonyms, 

omitting identifying information, and taking precautions when traveling with the 

videotape. Students learn by observing each other’s work and receiving ideas that inform 

future work with the cases that they present. The seminars involve activities to build trust 

as well as the use of a reflecting team process for the discussion of each case (Pare et al, 

2004). The second practicum course has additional requirements for the weekend 

seminars which will be described in more detail below. 

Learning activities for CAAP 611 

 To provide students with opportunities for case consultation with other students 

that often occur spontaneously within traditional classroom practicum courses, there is a 

requirement to participate in on-line peer supervision activities. Students meet weekly for 
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1 to 2 hours with another student by phone, in an on line private chat room or in person. 

Guidelines are provided for presenting a client case, giving feedback, and reflection upon 

the feedback. Students report on the peer supervision process in their reflective journal 

papers. 

Learning activities for CAAP 619 

 Instead of participation in peer supervision, the students in CAAP 619 are 

required to form small groups and join these groups in reflective conversations three 

times during the course. The reflective conversations are conducted within private chat 

rooms and allow for students to receive a variety of ideas and opinions regarding 

particular cases that they present to the group. The student who presents the case during 

the reflective conversation reflects upon the feedback, prepares a brief summary of how 

this informed the treatment plan, and give this summary along with a transcript of the 

conversation to the instructor. This allows students to participate in conversations with 

their peers regarding particular cases in a similar manner that would occur in traditional 

classroom settings. 

 The students also are required to prepare an integrated case study prior to the 

second weekend seminar of this course. The integrated case study includes a full 

description of one client’s presenting concerns, goals, the student’s preferred model of 

counseling, the types of interventions utilized with this client and the outcomes of the 

counseling. During the weekend seminar, the student will then provide an excerpt of a 

video of his or her counseling with the client described in the integrated case study. This 

learning activity allows students to demonstrate their ability to elaborate a personal 

theory of counseling and integrate theory with practice. It also provides a demonstration 
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of the application of skills and knowledge acquired to date. An additional benefit for 

students is that this process is similar to the requirement of the oral examination for those 

applying to register as psychologists in this region. 

Issues and Benefits of the Distributed Learning Approach for Practicum Courses 

 Although objective data has not been collected to formally evaluate the use of a 

distributive learning approach in the CAAP counseling practicum courses, a number of 

issues and benefits have been observed while these courses have been offered during the 

past 3 years. Summaries of student course evaluations also provide some data regarding 

the perceived value of these courses from the student perspective. A description of these 

issues and benefits will be provided using the practicum internship system (PIS) 

framework developed by Pitts and Miller (1990).  The PIS is included as it offers a 

comprehensive model to consider potential issues and benefits in terms of the 

management of the quality of the counseling practicum placements and practicum course. 

The PIS (Pitts & Miller, 1990) is a systems approach used to conceptualize the 

practicum component of counseling education. The PIS consists of a number of 

subsystems including the student subsystem, the faculty subsystem, the university 

subsystem, the placement settings subsystem, and professional context subsystem. Each 

of these subsystems interacts with other subsystems and influences the overall practicum 

process (quality and quantity of placements) and the quality of the experience of training 

for the participants (student, supervisor, instructor, university, etc.). Each subsystem will 

be described along with any observed advantages and disadvantages of using the CAAP 

distributive learning approach for the particular subsystem. 

Student Subsystem 
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 The student subsystem refers to meeting the needs of the students and the 

strengths and limitations of students who participate in practicum placements. For 

successful placement experiences there needs to be good screening and admission 

policies (Enochs & Etabach, 2004; Nagpal & Ritchie, 2002; Pitts, 1992); adequate 

procedures to monitor and evaluate the practicum placements (Jordan, 2002; Pitts; Pitts & 

Miller, 1990); strategies to remediate student impairment (Jordan); and clear, effective 

policies to terminate student involvement when necessary (Frames & Stevens-Smith, 

1995).  

 The online course evaluations for CAAP 611 and 619 were collected and 

analyzed for four semesters (three semesters for CAAP 619 due to technical problems) 

during 2004 to 2006. The evaluation included a number of questions regarding course 

delivery utilizing 5 point rating scales of (a) excellent, (b) above average, (c) satisfactory, 

(d) poor, and (e) very poor. The response means for each question are provided in Table 1 

for CAAP 611 and Table 2 for CAAP 619.  Ten out of 13 items were rated as above 

average. The respondents in CAAP 611 were least satisfied with the assistance they 

received in securing and maintaining an appropriate practicum setting. The top rated 

course components were the weekend seminars and the onsite practicum supervision.The 

mean scores were higher in general for CAAP 619 course delivery, with four items rated 

as excellent and 10 rated at above average.  The respondents in CAAP 619 were also the 

least satisfied with the assistance they received in securing and maintaining an 

appropriate practicum setting. They also rated the supplementary readings as average. 

The top rated course components were weekend seminars, the peer supervision process 

and the onsite practicum supervision. 
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 In the course evaluations, students were also asked to provide a written response 

to the following question, “ Which aspects of the course were most beneficial to you?” 

The responses to this question for CAAP 611 along with the number of students in 

brackets who made each response were: readings (1); reflection paper (1); the whole 

course (2); the discussion forums (8); peer supervision (9); practicum placement and 

supervision (12); and the weekend seminars (30). The responses to this question for 

CAAP 619 along with the number of students in brackets who made each response were: 

integrated case study (2); discussion forums (3); practicum placement and supervision 

(8); weekend seminars (10); and reflecting teams (18). 

 On the course evaluations, students were asked to provide a written response to 

the following question, “please identify areas in which the course content could be 

improved”. The responses to this question referred to the following course delivery 

concerns for CAAP 611 (responses were recorded if more that one student made the same 

response): difficulty finding practicum placement (2); would like supervisors more 

involved (2); time commitment was too high (3); peer supervision (4); and weekend 

seminars (4). The responses to this question referred to the following course delivery 

concerns for CAAP 619 (responses were recorded if more that one student made the same 

response): weekend seminars (2); discussion forums (2); time commitment was too much 

(4); and online reflection teams (6).  

 The practicum placements for these classes went well. No complaints were 

received from practicum supervisors regarding communication with the student and 

instructor or university. The policies regarding resolution of practicum related problems 

were adequate in managing any issues that arose. All the students who completed the 
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practicum courses received a passing grade in the course indicating that they achieved the 

course objectives successfully. 

Faculty and University Subsystem 

 The faculty subsystem refers to the course instructors and the manager or 

coordinator of the practicum placements. Important processes for this subsystem were 

identified by Pitts and Miller (1990) as being (a) collaboration and communication 

between Counselor education programs and placement sites; (b) providing a structure 

with clear expectations and guidelines regarding roles as faculty supervisors; (c) 

effectively matching faculty supervisors to students in terms of interests, interpersonal 

dynamics, and; (d) professional/developmental skill. 

The university subsystem impacts upon the counseling practicum courses in a 

number of ways. Pitts and Miller (1990) note that faculty need to be matched 

appropriately with the students to whom he or she is assigned. The reputation of the 

university is critical for locating placement settings in the community and there needs to 

be effective coordination of practicum placements. The university has legal requirements 

limiting or enhancing the potential acquisition of placement sites.  Open communication 

between placement settings, students and the university is important.  

As the coordinator of practicum placements for the past 3 years, I found the most 

challenging component of this subsystem was acquisition of suitable placements for the 

students. Up to 90 practicum placements are required for each semester and the sheer 

volume created challenges regarding coordinating and communicating with students and 

potential placement settings. It was also difficult to coordinate and manage diverse 

practicum placements across a large geographical area governed by different policies, 
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laws and requirements. Policies and waivers need to be developed for insurance coverage 

of students while they are at the practicum placement. Legal contracts need to be 

negotiated between the university and the organizations at which students are placed. 

These challenges, however, decreased with time as many of these issues arose at the time 

of the first placement with a particular counseling organization and subsequent 

placements at that location required less time to organize and approve. 

Teaching the CAAP practicum courses seems to have both advantages and 

disadvantages. Informal feedback from instructors suggests that the amount of work to 

teach a course offered through the distributive learning approach is more than teaching 

the same type of course in the traditional classroom setting. However, instructors agree 

that the quality of the weekly discussion forums is higher than the discussion in 

traditional classroom settings. There is speculation that all students participate in 

discussions in a bulletin board, while only the more vocal students contribute to 

discussions in a regular classroom. The content of the discussion in the bulletin board 

seemed to be more thoughtful and sophisticated, most likely due to the extra time they 

had to compose the postings. 

Placement Setting Subsystem 

 Pitts and Miller (1990) note that the placement settings have a variety of 

characteristics that can influence the quantity and quality of practicum placements. These 

include the types of services and client issues within each organization, the presence of 

qualified supervisors, adequate facilities, client flow and suitable video/audio taping 

policies. 
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 Overall, few issues have arisen in this subsystem for CAAP practicum courses. 

Occasionally, counseling organizations had a policy against video-taping of counseling 

sessions and this precluded them from having a placement. Counseling organizations in 

remote locations of Canada, such as northern towns, may not have a qualified staff 

member to provide supervision. In this circumstance it was often possible to still have the 

counseling practicum at this organization while the student arranged to find an approved 

supervisor at a different location. In this case the supervision is conducted using 

computer video conferencing technology or the student travelled to obtain the 

supervision. On a positive note, the reputation of CAAP within the counseling 

community seems to be very high and is quickly becoming wide spread nationally and 

internationally. 

Professional Subsystem 

 The counseling profession also influences the nature and quality of practicum 

placements. Each region has one or more professional associations (in Canada there is the 

Canadian Counseling Association) that provides regulatory guidelines for practicum 

placements that are outlined within accreditation standards. There are also criteria that 

must be followed for Counselors in training and supervision that are required for regional 

registration as psychologists or certified Counselors. 

 Although CAAP is not yet accredited by the Canadian Counseling Association, it 

meets the accreditation requirements and plans to make application in the near future. 

However, CAAP graduates are eligible for registration as Certified Counselors with the 

Canadian Counseling Association and many are eligible for registration as psychologists 

after taking one to two additional courses, depending on the requirements of each region. 
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Discussion 

 The use of a distributive learning approach in teaching Masters of Counseling 

practicum courses allows for the integration of classroom learning with counseling 

practice and supervision in the community. In the course component, the use of various 

on line activities such as discussion forums, peer supervision, reflecting teams, along 

with in-person weekend seminars provide a context for students to achieve the course 

objectives and acquire the necessary knowledge and skills. The flexible and creative 

choice of delivery options were driven by the course objectives following the quality 

assurance guidelines for Counselor education delivered through on-line instruction 

(Daniels, Tyler & Christie, 2000) that were described previously. The processes 

suggested for each subsytem of the PIS (Pitts & Miller, 1990), were also implemented to 

minimize problems that can emerge during counseling practicum courses and to optimize 

the positive outcomes. 

 The feedback from students suggests that the course delivery approaches were 

received very positively. Both students and the practicum coordinator had concerns with 

the practicum placement processes. To address these concerns, an interactive web site 

component has been designed and implemented to simplify the placement process. 

Students, potential supervisors and community representatives can now directly access 

and update practicum placement information and complete forms. It is hoped that this 

will provide better support for acquiring high quality practicum placements that meet the 

needs and interests of all stakeholders. 

 Although the use of in-person, weekend practicum seminars seems to achieve the 

learning objectives of the practicum course, there is emerging evidence that it may be 
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possible to have the same outcomes solely through the use of on-line seminars 

(Francescato et al, 2006; Wolfson, Manuson, & Marsom, 2005). This would require the 

use of advanced technology that allows synchronous video and audio communication, 

review of videotapes, and support of didactic presentations such as power point. CAAP is 

currently assessing the possible value of implementing this type of technology to conduct 

the seminars in the future. 

CAAP provides one example of using a distributive learning approach for 

counseling practicum courses. It would be helpful to conduct a more objective evaluation 

of the effectiveness of this approach for the development of particular competencies and 

to compare these outcomes to other instructional approaches. However, the preliminary 

evidence suggests that this type of distributive learning approach is effective for the 

delivery of counseling practicum courses.
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Table 1: CAAP 611 Students’ Reported Ratings of Satisfaction with Course Delivery 

Question          Mean 

 

1. Quality of interaction with students in the online environment  4.53 

2. Quality of interaction with students in the weekend seminars  4.83 

3. Feedback on case presentations at the weekend seminars   4.70 

4. Online delivery of the course       4.20 

5. Study processes – Exercises and activities     3.90 

6. Weekly on line discussion       4.22 

7. Student case presentations and peer/instructor feedback   4.43 

8. Instructions for completing assignments     4.00 

9. Assistance in securing and maintaining an appropriate practicum  2.85 

placement 

10. Onsite practicum supervision       4.40 

11. Overall quality of the practicum setting     4.27 

12. Peer supervision process        3.81 

13. Weekend practicum seminars       4.42 

 

Note. N= 52 
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Table 2: CAAP 619 Students’ Reported Ratings of Satisfaction with Course Delivery 

Question          Mean 

 

1. Quality of interaction with students in the online environment  4.67 

2. Quality of interaction with students in the weekend seminars  4.33 

3. Feedback on case presentations at the weekend seminars   5.00 

4. Online delivery of the course       4.33 

5. Digital reading room        4.00 

6. Required reading materials       4.00 

7. Supplementary resources       3.50 

8. Study process – Exercises and activities     4.00 

9. Weekly on line discussion       4.00 

10. Student case presentations and peer/instructor feedback   5.00 

11. Instructions for completing assignments     4.30 

12. Assistance in securing and maintaining an appropriate practicum  3.30 

placement 

13. Onsite practicum supervision       5.00 

14. Overall quality of the practicum setting     4.67 

15. Peer supervision process        5.00 

16. Weekend practicum seminars       4.34 

 

Note. N= 36 
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Abstract 
 
This paper reports the responses of 235 tertiary commerce students to a questionnaire in relation 
to their learning and assessment experiences.  Significant correlations between measures were 
used to identify underlying constructs within the overall set of variable measures.  Logistic 
regression incorporating the factors was then used to further distinguish differences between 
students on the basis of their ethnicity, gender and age.  These three demographic characteristics 
highlighted statistically significant differences across values and beliefs held by the student 
sample.  
 
The empirical findings are particularly relevant for those involved in higher education given the 
diverse and changing nature of the sector, particularly with the changing demographics of 
ethnicity, gender and age as well as international barriers in tertiary education opportunities. 
 
Introduction 
 
Recently, higher education has moved from being a key element in a country’s development and 
growth, to being a revenue generating business for many (Clark, 1998; Marginson & Considine, 
2000):  New Zealand (NZ) is no exception to this generalisation.  Managing these issues requires 
attention to the increasing diversity of the student population.  
 
The increase in international female and older students in (NZ) higher education are a significant 
factor in the changes in (NZ) higher education (Altbach, 2004; Marginson, 2000).  In 2005, 504 
000 students were enrolled in formal study programmes provided by NZ higher education 
providers (a 3.6% increase from the previous year). Forty-seven thousand of those were 
international students (Wensvoort, 2006) who require careful consideration and management 
such as special pastoral care.   
 
The focus of this study is to examine key educational cultural factors, particularly concerning 
students’ beliefs and values about learning and assessment.  The main objective of the study is to 
gain an improved understanding of deterministic and influential factors in the students’ learning 
experience so that those involved in higher education will be better able to provide an 
educational experience closer to the ideal.   
 
A total of 235 commerce students (aged between 17 & 47 years) at two higher educational 
institutions (HEIs) in Canterbury, New Zealand:  Lincoln University (LU) and Christchurch 
Polytechnic Institute of Technology (CPIT) completed the questionnaire (61% were female and 
39% were male), 60% were European/Pakeha and 40% were Asian, predominantly Chinese.  
Changing demography is one of the key reasons for the recent changes in HE (Brown, 2002; 
Kristensen, 2001).  
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Higher Educational Institutions 
 
There is a significant gap in the literature concerning the purpose of HEIs.  We know that the 
two primary objectives have always been to research and to educate:  HEIs are in the knowledge 
business and are involved in knowledge creation as well as knowledge dissemination (Rowley, 
2000; Singleton-Jackson & Newsom, 2006).  There are contrasting views however,  concerning 
the primary function of HEIs (Jeffrey & Manganiello, 1998).  Whilst some believe it to be the 
creation of new knowledge, others consider it to be the dissemination of existing knowledge and 
there are those who believe it to be a combination of both.  Surrounding the purpose of these 
institutions, management of their functions has moved from a state-funded process to a 
competitive business model (Smith & Webster, 1998).       
 
In New Zealand, post 1984, changes have occurred in the funding and structure of HEIs 
(Marginson & Considine, 2000).  They have moved from completely state funded, centrally 
organised organisations, to institutions that are effectively separate business units operating in a 
highly competitive environment (Peters, 1997).  Government has, over time, altered its level of 
funding and HEIs have had to generate their own revenues and implement management 
structures consistent with a business model (Johnson & Rush, 1995).  From this, a number of 
strategies for increasing revenue have developed, such as the introduction of students paying fees 
based on a cost of delivery approach (Lauer, 2002), something previously not practised.  Other 
activities have been as diverse as distance education programmes, professional development, and 
non-matriculant entry, to major international recruiting initiatives. 
 
There are two main schools of thought when considering how HEIs should be managed:  the first 
is that HEIs should be managed like a business (Johnson & Rush, 1995).  In contrast, the second 
perspective is that HEIs are representative of the community and it is those within that 
community who decide what and how HEIs do what they do (Gervedink & Collis, 2005).   
 
A Model of Educational Culture 
 
The purpose of this model is to demonstrate the relationship between the institution, the 
educational process and the individual.  The model has been developed from existing literature, 
and whilst acting as a foundation for this study, it is not an objective of the current research to 
either formulate these theoretical links, or empirically test their relationships. 
 
Whilst always aiming to improve the educational process, education has been evolving to a point 
where it is not only multi-faceted, but also where individual educational components are highly 
integrative in nature.   
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Figure one below, shows the five dimensions within the model. 
 

Figure One:  Model of Educational Culture 

 
 
 
This study uses a five component model of educational culture, and focuses on the learning and 
assessment elements.  The five components of the model have been developed from a review of 
the relevant literature, and each is summarily explained: 
 
Student Access and Support Systems within Higher Educational Institutions 
 
Higher education is undergoing many changes as it moves from an historical elitist model to a 
more democratic education for the masses (Faris, 1998, 1999; Smith & Webster, 1998; Starr, 
1999).  This growth of tertiary enrolments has been accompanied by improvements in the access 
to a range of historically disadvantaged groups in post-compulsory education and training 
(Wensvoort, 2006).  Of key importance to this investigation is that this new direction in higher 
education has led to a greater level of access for many who, in the past, have not had such an 
opportunity (Peters, 1997).  Previously, access to HEIs by individuals from low socio-economic 
backgrounds has been extremely low (Young, 2004).   
 
Other important factors contributing to the increase in student access to HEIs include the 
increased freedom within communist countries and the rise in living standards in less developed 
nations; all leading to an increase in international students.  This increase has created a need to 
meet the diverse requirements of these students ranging from differences in learning styles and 
assessment at an undergraduate level, to preparation for postgraduate study and employment.    
 
Whilst HEIs state that they are committed to actively encouraging minority and women students, 
many do so without really considering their existing culture (Brown, 2002).  To accommodate 
educational diversity in the broadest possible context, for example, ethnicity, gender and age, 
educational culture needs to be examined.  Encouraging cultural diversity and greater 
inclusiveness is aimed at enhancing the learning environment for the entire university community 
(Brown, 2002; Smith & Webster, 1998; Thomas, 2003); hence management of the student 
learning experience becomes critical.      
 
 

2007 HICE Proceedings 
Page 3317



 Page 4 of 18 

The Student Learning Experience in Higher Educational Institutions  
 
Traditionally, formal education was a process whereby the older generation passed down what 
they considered to be valuable information to the younger generation (Jarvis, 2001).  However, 
with a changing environment, it is recognised that new types of learning are appearing to facilitate 
the integration of learning styles (Oblinger & Hawkins, 2005). 
 
It was Bloom (1956) who initially stated that the key to successful learning lay within the 
motivation of the student, teacher support and feedback.  He believed the importance needed to 
be placed on the individual learning process.  To some extent Rogers (1969) supports Bloom 
when he says that the responsibility lies with the student and that teachers are predominantly 
facilitators.  Whilst the primary responsibility must belong to the student, it is critical that the 
teacher be aware of the differences across ethnicity, gender and age.  Sittenfield  (2002) affirms that 
students who accept responsibility for their own learning are more likely to absorb information in 
a lasting, comprehensive way.   
  
Macknight (2000) recognised that students need to develop and apply critical thinking skills to 
enable them to better deal with the complex problems they will face in the future in order to 
compete and survive.  For example, ambiguous situations are a fact of life and how a student 
deals with, or reacts to ambiguity, may have a profound effect on their educational experience 
(Owen & Sweeney, 2002).  This is a significant issue, given the increasing culturally diverse 
composition of the student population. 
 
When considering learning one needs to understand the ways in which an individual learns 
(Robotham, 1999).  Quite probably one’s understanding of the learning experience is partly, at 
least, culturally determined (Trompenaars, 1993).  Differences in cultural backgrounds may also 
lead to differences in expectations.  Therefore, the provision of an appropriate learning 
experience includes understanding how people learn, the importance of the learning 
environment, and pedagogic methods and approaches suitable to the particular situation (Spencer 
& Jordan, 2001).   
 
Culture plays an important role in cognitive development (how one acquires knowledge) of 
learners through communication and social interaction.  For example, Chinese students are very 
much educated by rote learning (Martinsons, Martinsons, & Aelita, 1996).  Consequently, this will 
affect the learning process of the Chinese individual.    
 
Learning outcomes need to determine the nature of the learning experience (Spencer & Jordan, 
2001), and whilst it is recognised that there is no one best approach to the development of 
knowledge, traditional models of education still predominate.  Because student populations 
within HEIs are more culturally diverse than ever before, there is a need to revise these 
pedagogical traditions (Marginson, 2000).   
 
As the learning environment becomes more flexible, pedagogies need to become more pluralistic 
(McLoughlin, 2001) (in this context, pluralism means the deliberate introduction of multiple 
perspectives where there are many alternatives, as opposed to one correct solution).  Again, this 
has implications for the learning experience amongst different ethnicities, genders and age 
groups.  Increasingly, more individuals take advantage of the opportunity to gain qualifications 
and expertise at HEIs in countries other than their own (Myburgh, Niehaus, & Poggenpoel, 
2002).  Consequently, teaching staff need to learn to cope with, and address the differences in 
learning styles and expectations.   
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It is important to create common standards of learning and whilst this may seem the opposite to 
diversity, it is in fact central to it, for it establishes a core set of skills and learning that is vital to a 
diverse community (one that varies across ethnicity, gender and age).  It also affirms an equality of 
access to a more general and less parochial intellectual culture (Brown, 2002).  
    
It is often assumed that course content, assessment and learning experiences have the same 
relevance and meaning to diverse audiences (McLoughlin, 2001).  However, research on students’ 
expectations of higher education suggests that they are dependent on a number of factors that 
include ethnicity, gender and age (Sander, Stevenson, King, & Coates, 2000).   
     
Assessment within Higher Educational Institutions 
 
It is impossible to overstate the importance of assessment in the educational process.  It is one of 
the most important influences on learning; not only what is learnt but also how it is learnt 
(Spencer & Jordan, 2001).  The idea of quality assessment is not new (Partington & Brown, 
1997).    
 
Robson (2005) explains that measurement is a way of assessing a situation.  It has been noted 
that measurement systems can have a critical impact in either encouraging or discouraging a 
culture of high performance.  More specifically, (Stapleton, 2001)  defines assessment as a 
systematic procedure for measuring a sample of learners’ thinking or behaviour to make a 
judgement about them.  It serves many functions ranging from measuring academic achievement 
to predicting future performance, but ultimately the purpose is to assure that outcomes have 
been achieved.   
 
Spencer & Jordan (2001) affirm that an assessment procedure can be either formative or summative.  
Formative assessment is intended to provide the student with feedback on progress to help 
identify strengths and weaknesses, and is usually an informal and ongoing process.  On the other 
hand, summative assessment is formal and usually occurs at the end of a prescribed period of 
instruction, for example a test.  Students need to demonstrate their knowledge and skills, and 
feedback is given as part of a summative process which may also be informative.  With the 
perception by some that students are customers, who are increasingly aware of their rights, 
including the formal and informal feedback processes, (Sander, Stevenson, King, & Coates, 2000) 
advise that it would be wise to acknowledge and adhere to formative and summative assessment 
procedures.  
 
If HEIs manage their changing multi-cultural student population, attention must be given to the 
use of methods of instruction and assessment that are more inclusive (Prime, 2001).  Further, 
(McLoughlin, 2001) adds that new learning and assessment designs are required.  This involves a 
re-evaluation of teaching and assessment approaches to ensure that diversity is acknowledged and 
that cultural issues become part of the instructional design process.  For example, (Tippeconnic 
& Faircloth, 2002) demonstrate the need for culturally and linguistically appropriate assessments. 
 
Student and lecturer values may play a significant role in influencing approaches towards 
assessment (Greenbank, 2003).  According to (Sugar & Bonk, 1998) students who learn in an 
environment where diverse perspectives are encouraged often become better critical thinkers, 
better communicators, better problem-solvers and better team players.   
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Critical thinking is a common objective of various disciplines and a goal that most faculties aspire 
to (MacKnight, 2000). However, there are those who claim that certain groups of learners, 
specifically Asians, are deficient in critical thinking abilities because they have been raised under 
social practices where group harmony and conformity are stressed (Stapleton, 2001).    
 
James (2003) suggests that HEIs would benefit from a more sophisticated strategy for helping 
shape effective teaching and learning processes.  Whilst standardisation of assessment is 
sometimes effective for assessing student achievement, tailoring to specific course requirement 
programs is also necessary (Black & Duhon, 2003).  There is no one right assessment instrument 
for measuring, and the challenge is to match the usefulness and relatedness of an assessment 
instrument to several factors (Spencer & Jordan, 2001).    
 
Evaluation of learning is a complex process that takes place within many different contexts and is 
conducted by individuals with widely varying values and philosophies (Cranton, 2006).  Diversity 
is intended to raise standards by subjecting everyone’s provincialism to assessment from multiple 
perspectives.  Prime (2001) proposes that when a single method of assessment is almost 
exclusively used to measure learning, then only those for whom there is a good fit will be 
successful.  Internationalisation is a challenge to quality assurance (Sursock, 2002) and 
implementing a meaningful assessment program is required (Taylor, 2002).  James (2003) 
expresses concern regarding current practices in student assessment and academic standards. 
 
Assessment is most effective when it reflects an understanding of learning as multidimensional  
and integrated, and is revealed in performance over time (Dewey, 1972).  Learning is a complex 
process that entails not only what students know, but what they can do with what they know; it 
involves not only knowledge and abilities but values, attitudes and habits of mind that affect both 
academic success as well as performance beyond the classroom.  Ideally, assessment will reflect 
these understandings by employing a diverse range of methods, including those that call for 
actual performance, using them over time so as to reveal change, growth and increasing degrees 
of integration.  Such an approach aims for a more complete and accurate picture of learning, and 
therefore firmer bases for improving students’ educational experience  (Bloom, 1956).  There can 
be no greater determinant of a student’s perception of his/her own ability to succeed than the 
feedback which assessment provides (Prime, 2001).   
 
Model Implications for the Management of Higher Educational Institutions 
 
Figure one discussed above consists of five educational cultural components; however this 
research is concerned only with the elements of learning and assessment.  Evidence of 
differences in learning and assessment, across ethnicity, gender and age, provides an ideal foundation 
for HEI management to develop strategies for positioning their institutions in an increasingly 
competitive market.  However, having a clearer understanding of the subtleties of these 
differences is the key to improving academic programmes, in a manner that supports the diversity 
of the student population.  
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Data and Methodology 
 
Tertiary commerce students provide ideal subjects for assessing demographic differences in 
learning and assessment, due to the nature of commerce subjects undertaken.  Commerce 
courses differ in terms of interpretative, technical and quantitative content, thereby offering 
sufficient variation on which to assess student differences.   
 
The research approach, a questionnaire survey, was considered the most effective method for 
collecting the data, given the nature of the information to be collected and the time constraints 
within which the information was to be collected.  It was conducted with the intention of 
exploring the beliefs and values of higher education (commerce) students regarding learning and 
assessment.  The respondents were selected using a systematic sampling approach, choosing 
individuals from the population on the basis of availability during lecture times.  All respondents 
were studying towards a business undergraduate degree at LU or CPIT. A total of 235 
questionnaires were completed by second year undergraduate commerce students at LU, and 
CPIT, during the latter half of 2004.  The student sample was selected on an availability basis.   
 
A pilot test was conducted to detect weaknesses in the initial questionnaire instrument.  This was 
done by way of focus group. The focus group consisted of Senior Lecturers and undergraduate 
business students, male and female, native English-speakers and non native English speakers.  
The group members were diverse in experience and cultural backgrounds and were professionally 
or personally familiar with educational culture within HEIs.  This pre-testing was helpful in 
refining the instrument eliminating possible errors resulting in improvements in the quality of 
data obtained.  Several modifications were made prior to the final distribution of the 
questionnaires.   
 
The research strategy used was a cross-sectional survey.  The survey was administered to students 
during scheduled classes after consent to participate had been obtained via a letter of permission.  
When asked to respond to the survey students were selected on an availability basis. 
 
At LU, 2004 recorded the highest number of Equivalent Full-Time Students (EFTS); of those 
1871 were international students and 1778 domestic students (Lincoln University, 2006).  The 
high proportion of international students studying at Lincoln University made it an ideal 
environment from which to draw ethnically comparable data. The increasing number of 
international student enrolments with their differences in learning orientations increases the need 
to become fully conversant with issues related to cross cultural approaches to learning 
(Rambruth, 2000). 
 
The questionnaire was comprised of seven sections:  section one addressed student demographic 
information, section two described language and previous educational history, section three 
required students to rank a good lecturer on the basis of five statements, section four assessed 
student perception of easy and most difficult subjects, section five described students’ opinions of 
their easiest and most difficult subjects.  This also includes their views on assignment feedback.  
Sections six and seven assessed student agreement using a Likert scale on a number of attitudinal 
statements relating to plagiarism, fairness, rules, group work and strategic learning.  Specifically, 
the questions were developed in relation to: 
 
1. Beliefs concerning rules and fairness 
2. Beliefs  towards pluralism 
3. Tolerance towards uncertainty and ambiguity 
4. The effect of individualism versus collectivism on learning and assessment  
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The scale measured agreement with generated statements from 6, strongly agree, to 1, strongly 
disagree.  Respondents also had a zero option of stating they had no opinion for questions which 
they considered irrelevant.  Whilst a Likert scale is typically a five-point scale with a neutral 
position, it was decided to use an even scale to force a response in order to ensure discrimination 
between respondents.  This was considered necessary in order to differentiate between attitudes 
on the basis of characteristics such as ethnicity.   
The following hypotheses are tested in the study: 
 
Ho1:  There is no difference in attitudes towards learning across different ethnic groups 
Ho2:  There is no difference in attitudes towards assessment across different ethnic groups 

 Ho3:  There is no difference in attitudes towards learning across gender 
 Ho4:  There is no difference in attitudes towards assessment across gender 
 Ho5:  There is no difference in attitudes towards learning across student age groups 
 Ho6:  There is no difference in attitudes towards assessment across student age groups 
 

A pilot test was conducted to detect weaknesses in the initial questionnaire instrument.  This was 
done using a focus group.  Several modifications were made prior to the final distribution of the 
questionnaires.     
 
Empirical Analysis 
 
The data was analysed using SPSS.  The data was edited and tabulated using marginal frequency 
analysis on each individual variable.  The results from the bivariate analysis highlighted significant 
similarity in patterns amongst different attitudinal variables, when they were cross-tabulated with 
ethnicity and gender (see Table Two).  The Chi Square test was used to test for independence in 
these various bi-variate relationships. The research then used factor analysis to identify attitudinal 
factors affecting commerce students’ learning and assessment experiences.  The factor analysis 
uses both oblique and orthogonal factor rotations.   
 
The correlation matrix for the 27 attitudinal variables is statistically significant1 between 168 
paired variable combinations.  This supported the decision to undertake factor analysis.  The 
component analysis revealed 9 factors generated from the 27 original variables which accounted 
for 59.1% of the variance in the 27 variable data set.  Both orthogonal and oblique rotations were 
used, and, in both instances revealed an identical 9 factor solution.  Whilst the factor loadings 
were almost identical between the two rotated solutions, the oblique rotation gave factor loadings 
above 0.5 on 26 of the 27 variables, whereas the orthogonal rotation only loaded above 0.5 on 23 
variables.  The oblique rotation revealed inter-factor correlations of 0.38, 0.37, and 0.22 between 
three sets of factors, with the remaining 33 inter factor relationships being less than 0.22.  
Although the correlation between obliquely rotated factors was low, an initial regression analysis 
was undertaken using both rotated solutions.  Each of the factor solutions was regressed against 
ethnicity and gender using logistic regression, and against age using multiple regression, as 
explained earlier.  Multi-collinearity in the regression solution for the oblique rotation was tested 
for and found to be insignificant, and therefore it was decided to use the oblique solution in 
further analysis due to its improved explanatory power.  The final factor solution is given in 
Table One. 
 
 
 
 
 
                                                 
1 The level of statistical significance = 90% or higher. 
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Table One:  Oblique Rotated Solution 
 

Factors and Factor Loadings  
Variables F1 F2 F3 F4 F5 F6 F7 F8 F9 
Interesting stimulating people different and original 0.757
People preferring Yes/No underestimate complexity 0.696
Good teacher makes you wonder about your way of looking at things 0.627
Miss joy of living if you fit life to a schedule 0.590
More fun to solve complicated rather than simple problem 0.571
Person with even regular life has lot to be grateful for 0.752
Prefer familiar to unfamiliar 0.721
Sooner we acquire similar ideals and values the better 0.713
Only put effort into some parts of the syllabus 0.771
Study only particular areas for test or exams 0.671
Do the minimum amount required to pass 0.637
Expert should be able to provide a definite answer 0.626
No such thing as unsolvable problem 0.606
Like to live in a foreign country for a while 0.575
Ok to use single text or internet site 0.567
Vague assignments offer opportunity for originality/initiative 0.788
Many of the most important decisions based upon insufficient info 0.701

 

Groups can produce better results than individuals  0.709 
Study groups are helpful 0.697 
Admire students who work around the rules 0.507 

 

Lecturer who dislikes me may mark me down 0.736 
Better to mark exam papers externally 0.685 

 

Best for lecturer to organize groups for presentations 0.744 
Spend more time on an individual assignment 0.510 
Refer to last exam paper for repeat questions 0.731
Put effort into all parts of the syllabus 

 

 

 
0.691

 
The underlying constructs within the variables are described as follows: 
 
Factor One (F1):  Heterogeneity in living, thinking and learning. 
Factor Two (F2):  Conformity 
Factor Three (F3): Minimalist learning 
Factor Four (F4):  Ambiguity tolerance 
Factor Five (F5):  Certainty – uncertainty preference 
Factor Six (F6):  Collectivism 
Factor Seven (F7): Required impartiality of lecturers 
Factor Eight (F8):  Individual vs. collective effort (preference for individual effort) 
Factor Nine (F9):  Preparation 
 
Following this, regression analysis was used to regress the attitudinal factor scores against the 
dependent variables of ethnicity, gender and age.  Due to the fact that the nominally coded 
ethnicity and gender variables were effectively nominal measurements, and dichotomous in 
nature, logistic regression was used because these dependent variables are bi-modal in 
distribution.  Multiple regression was used when age was the dependent variable, due to it being a 
ratio scaled continuous random measure. 
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Demographic Attitudinal Relationships 
 
The bivariate results in Table Two show that it is possible to reject hypotheses one to four on a 
number of attitudinal measures of learning and assessment differences across ethnicity and 
gender, however there were no significant differences identifiable across age.  Furthermore, Table 
Two shows 22 separate attitudinal relationships from the 27 attitudinal measures incorporated in 
the study.  Interestingly, there was a noticeable interaction between ethnicity and gender on 2 of 
the 27 individual attitudinal measures.  These were female European students being less likely to 
agree with lecturers organizing groups for presentations, female European students also disagreeing with 
the notion of acquiring similar ideals and values and male Asian students agreeing that acquiring similar 
ideals and values is positive.  
 
Table Two also shows similarities between gender responses on variables that potentially could 
be measuring a single construct.  For instance, Do the minimum amount to pass, Only put effort into some 
parts of the syllabus, Study only particular areas for test or exams are all variables, which not only measure 
a similar attitudinal characteristic, but also exhibit identical ethnic relationships.  As a 
consequence, factor analysis was considered an ideal multivariate technique to explore these 
attitudinal interrelationships. 
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Table Two:   
Statistically Significant Relationships between Ethnicity, Gender and Attitudinal Measures 

 
Measure Ethnicity Gender Gender – Ethnicity 

Interaction 
Best for lecturer to organize groups for presentations Asian agree 

European disagree*** 
Male agree 
Female disagree** 

Female Europeans 
disagree** 

Do the minimum amount required to pass Asian agree 
European disagree*** 

Put n time and effort to achieve a B European agree 
Asian disagree* 

Refer to the last exam paper for repeat questions European agree 
Asian disagree** 

Only put effort into some parts of the syllabus Asian agree 
European disagree** 

Study only particular areas for tests or exams Asian agree 
European disagree*** 

Okay to use a single text or internet site Asian agree 
European disagree*** 

Spend more time on an individual assignment Asian agree 
European disagree*** 

Admire students who work around the rules Asian agree 
European disagree*** 

Assist friend with their assignment European agree 
Asian disagree* 

Better to mark exam papers externally Asian agree 
European disagree** 

Expert should be able to provide a definite answer Asian agree 
European disagree** 

A good job – clear what needs to be done and how Asian agree 
European disagree*** 

Get more done by tackling small simple problems Asian agree 
European disagree** 

Interesting/stimulating people are different and 
original 

European agree 
Asian disagree*** 

Prefer familiar to unfamiliar Asian agree 
European disagree*** 

 

People preferring Yes/No underestimate 
complexity 

 Female agree 
Male disagree** 

Person with an even/regular life has a lot to be 
grateful for 

Asian agree 
European disagree*** 

 

Many of most important decisions based upon 
insufficient info 

 Male agree 
Female disagree** 

Vague assignments offer opportunity for originality 
and initiative 

Asian agree 
European disagree** 

 

 

Sooner we acquire similar values and ideals the 
better 

Asian agree 
European disagree*** 

Male agree 
Female disagree** 

Female Europeans 
disagree and male 
Asians agree *** 

Good teacher makes you wonder about your way of 
looking at things 

European agree 
Asian disagree** 

  

 
 
 
* Statistically significantly different at 90% confidence interval 
** Statistically significantly different at 95% confidence interval 
*** Statistically significantly different at 99% confidence interval 
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Dependent Demographic Attitudinal Relationships  
 
By analysing the relationship between the latent attitudinal constructs, or factors, and the 
demographic characteristics of ethnicity, gender and age we are able to reject hypotheses one to four, 
and enabled further testing of hypothesis five and six.  Logistic regression was the most 
appropriate technique to use to test the relationship between the dichotomous, bi-modally 
distributed dependent variables of ethnicity and gender, and the factors, and multiple regression 
was used to regress age against the respondent factor scores.  Table Three shows the details of 
the regression results. 

Table Three:  Regression Results 
 

Model Classification 
Table 
Prediction 

Factor Description Demographic 
Characteristic 

Standardized 
Influence 

Statistical 
Significance

Model significance 99.9% 
Heterogeneity in living, 
thinking and learning 

Asian 
European 

-1.093 
1.093 

99.9% 
 

Conformity Asian 
European 

1.057 
-1.057 

99.9% 
 

Required impartiality 
of lecturers 

Asian 
European 

0.347 
-0.347 

90.0% 

Ethnicity=f(F1…F9) 80.4% 

Individual effort Asian 
European 

0.743 
-0.743 

99.0% 

 
Model significance 95.0% 

Heterogeneity in living, 
thinking and learning 

Male 
Female 

0.320 
-0.320 

90.0% 

Required impartiality 
of lecturers 

Male 
Female 

0.257 
-0.257 

90.0% 

Gender=f(F1…F9) 63.5% 

Preparation Male 
Female 

-0.365 
0.365 

95.0% 

 
Model significance 95.0% 

Minimalist learning -0.147 95.0% 
Collectivism -0.149 95.0% 

Age=f(F1…F9) NA 

Required impartiality 
of lecturers 

 
NA 

0.125 90.0% 

 
Key findings in relation to ethnicity, gender and age (see Table Three above): 
 
1. European students demonstrate a more heterogeneous approach to living, thinking and 

learning, 
2. European students tend to be less conformist,  
3. European students are less concerned with lecturer impartiality, and 
4. European students prefer group work to working individually, 
5. Asian students demonstrate a more homogeneous approach to living, thinking and learning, 
6. Asian students tend to be more conformist,  
7. Asian students are more concerned with lecturer impartiality, and 
8. Asian students prefer to work on their own as opposed to within a group, 
9. Female students are less likely to approach living, thinking and learning in a heterogeneous 

manner, 
10. Female students are less concerned than males about lecturer impartiality, and 
11. Female students are more likely to be concerned about preparation for learning and 

assessment, 
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12. As the age of students increase so too does their enthusiasm to learn, and their desire to do 
more than the minimum required, 

13. Older students prefer to work on their own, and 
14. Older students are less concerned about lecturer impartiality. 
 
Implications 
 
From the empirical results presented in this brief exploratory study, it is apparent that it is 
possible to reject hypotheses one to six, and to conclude that there are distinctive significant 
differences in student attitudes towards learning and assessment across ethnicity, gender and age.    
 
From the logistic and multiple regression analysis it is evident that European students have a 
more heterogeneous approach to living, thinking and learning.  They are less-conformist in the 
study, not so concerned about the impartiality of lecturers and have a preference for group 
assignment work.  Conversely, Asian students are less likely to approach living, learning, and 
thinking in a heterogeneous manner.  In the study, they are more conformist, concerned about 
lecturer impartiality, and prefer to work on assignments individually.  Females are less likely than 
males to approach living, thinking and learning in a heterogeneous manner, less concerned than 
males about lecturer impartiality, and are more likely to be concerned over preparation for 
learning and assessment.  In terms of age, it is evident as the age of students’ increases they are 
keen to learn, and want to do more than the minimum requirements.  Furthermore, they prefer 
to work on their own, and are concerned about lecturer impartiality. 
 
Given the significance of increasing ethnic diversity, a redress in the gender balance and an 
increase in mature students returning to tertiary study in New Zealand, the implications of these 
findings appear significant for university management as well as academic programmes and 
assessment development.  For example the use of non-traditional approaches may be 
appropriate, such as a greater range of types and levels of courses on offer.  Many universities 
already include a student support service that includes elements such as an induction programme, 
a study skills programme, special needs support, childcare and careers advice.  
 
With the increase in access comes an increase in responsibility for managing the issues of wider 
access.  To manage effective strategies, such as a systematic audit of access-related activities, 
primary responsibility for accountability needs to be placed upon the institution and its academic 
staff.   
 
Limitations and Future Direction 
 
The attitudinal results may have been more significant across age, had the sample exhibited a 
greater age variation (the mean age was 23 with a standard deviation 5, which indicated an age 
distribution concentrated between 19 and 24).  Another limitation in this study is the lack of a 
detailed analysis of the four-way interaction between ethnicity, gender, age and attitude.  Although a 
rudimentary investigation was undertaken between these four characteristics, it is believed that by 
using an interdependent technique such as cluster analysis, further insights may be gained. 
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In sum, the statistical results from this study provide empirical evidence to support what some 
academics have suspected in HEIs in New Zealand, in that it confirms that ethnicity, gender and age 
are indeed key factors to consider when evaluating students’ beliefs and values towards learning 
and assessment. With societies becoming increasingly diverse in terms of ethnicity, gender 
equality, and later retirement, there comes a responsibility to understand and accommodate the 
differences.  When these changes are observed in the tertiary population it becomes essential that 
the university system, in its entirety, is sensitive to the needs of their diverse environment.   
 
One of the most critical issues for the future may well be the quality of teaching and learning 
(Ball, 1991).  Further research into the quality of the educational experience provided may prove 
insightful when planning ahead.  The effectiveness of implemented strategies, such as student-
feedback analysis, for example may require further questioning.   
 
With respect to the model of Educational Culture, there are a number of areas for potential 
development.  The focus could be placed on the core element of the model (the purpose of 
higher educational institutions) and its alignment with the management of those institutions.  The 
management of higher education institutions and access are also closely integrated elements that 
may warrant further research.  
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Universities Driving Markets vs. Market-Driven Universities: 
Entrepreneurialism, Employment Economics & EUEREK 
 
This conference presentation first explains the progress of EUEREK to date: 'European Universities for Entrepreneurship - 
their Role in the Europe of Knowledge.' The presenter is part of this cross-European consortium studying university 
entrepreneurship in a three-year contract to the European Commission (6th Framework). The eight core members are based 
around Europe at the Institute of Education, University of London (UK), the Royal Institute of Technology-KTH (Sweden), 
University of Turku (Finland), Universidad Politecnica de València (Spain), International Institute for Educational 
Planning, UNESCO (Paris, France), Poznan University (Poland), State University-Higher School of Economics (Moscow, 
Russia), and Moldova State University (Chisinau, Moldova). The partners have wide ranging experience and knowledge in 
regard to academic entrepreneurship and novel university programmes.  
 
The main discussion focuses on a newly-emerging economic rationale for higher education institutions. Higher education 
in Europe is recently increasingly an open market, in which local state universities have lost monopoly powers. While the 
role of state funding is still important, arguments about the importance of scholarly endeavors are often ineffectual in the 
wider society. Academics lecture the citizenry with harangues on the advancement of knowledge and the importance of 
basic research, while good economic rationale exists for many university activities. The university is an economic as well 
as a knowledge agent; but the economic rationale and depiction of a university's local impact is often poorly developed. 
The existence of arcane intellectual departments can be economically important to a locality even while scholarly output is 
locally irrelevant. Universities must convey to policy makers their economic importance in the language of the market, or 
face being undermined (by their unsubsidized competitors and by public opinion). This paper thus discusses 
countermeasures to funding cutbacks, and displays up-to-date benchmarking examples of good practice from around the 
world with university entrepreneurialism. 
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Transition to university: experiences of Ontario’s francophone minority 
 
Sylvie A. Lamoureux 
Ph.D. Candidate, Ontario Institute for Studies in Education of the University of 
Toronto, Canada 
sylvie.lamoureux@gmail.com 
 
Abstract 
 
 
This ethnographic study examines how the transition to university impacts 
cultural and linguistic identity for graduates of a French first-language secondary 
school in a minority setting (Ontario, Canada).  In a departure from most 
research on the transition to university, this study uses a sociolinguistic approach 
to investigate the experiences of minority language students from the application 
process to the end of their first year at university.  This has allowed for the 
emergence of discussion about 1) when the transition to university begins, and 2) 
the impact of the jk-12 school experience on this transition.  Analysis of interview 
and email data collected over an 18 month study is based on discourse as 
perceived by Bahktine (1981), Foucault (1969) and Bourdieu (1982); social 
identity theory (Tajfel & Turner, 1979; Hogg & Vaughan, 2002); language and 
identity (Corson, 2000); social practices and belonging (Gérin-Lajoie, 2003); 
transition to university (Erlich, 1998, 2001 ; Coulon, 1997 ; Gardner, 1990, 1995; 
Upcraft, 1989, 2005; Watson et. al., 2002; Feldman 2005; Tinto 1993; Braxton, 
2000; Chapman 1997); and transition studies (Zittoun et. al., 2001).   
Findings show that these students must confront the school’s and community’s 
model of the “ideal” “francophone” student during the application and admission 
process, signalling the beginning of their transition and the many negotiations of 
identity, which continue once they arrive in their new academic community where 
these students are part of an ‘invisible’ and ‘inaudible’ minority, and must 
confront other’s perspective of what it is to be ‘francophone’ and ‘a good student’.  
The experiences of the fifteen participants lead the researcher, a former school 
administrator, to question how the depth of findings around the transition to 
university can encourage a better articulation between the jk-12 and 
postsecondary systems for all students. [297] 
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Introduction 

Industry experts estimate that more than 90% of the U.S. colleges and universities use 
course management systems (CMS) (Copyright Clearance Center, 2005).  An 
increasing number of K-12 school systems are making course management systems 
available to teachers and students.  Course management systems are used to post and 
distribute course materials, communicate course information, conduct course related-
activities in and out of classes, enabling greater student access to courses and 
interaction between faculty-students and students-students. 

The availability of course management systems is transforming traditional teaching and 
learning through mainly two forms of courses:  Online courses and hybrid courses1.  
While online courses are mushrooming all over the United States, hybrid courses are 
present on every U.S. campus.  Some advantages of hybrid courses are apparent, e.g., 
to increase student access and reduce class seat time, extending learning beyond the 
confines of the classroom.  However, because the wide spread CMS adoption in 
education is still a recent event, it is far from clear what has changed in faculty 
teaching practices and student learning behaviors due to the use of a course 
management system.  As institutions are pouring more resources into the support of 
course management systems, it is critical that faculty and administrators make it a 
deliberate effort to join the best features of in-class teaching with the best features of 
technological tools such as a course management system to promote active 
independent learning and achieve the learning benefits that merit the investment. 

Research Questions 

This study will examine the use of course management systems in hybrid courses as a 
means for instruction and faculty-student interaction, as well as for non-academic 
activities such as communication and team building, for the purpose of understanding 
not only what has changed in teaching and learning, but also what factors and 
strategies contribute to the successful use of CMS in hybrid courses.   

As a private residential campus, SMU does not offer online programs therefore online 
courses is not the interest of this study. 

The key questions2 used to guide the study are: 

• What is the extent of faculty use of course management systems at SMU? 
• What factors drive SMU faculty to start using a course management system, and 

once started, what factors determine whether faculty increase or decrease their use? 
• For what purpose is a course management system used by SMU faculty? 
• What pedagogical gain does using a CMS bring? 
                                                           
1 See Definition of Terms section. 
2 The first 4 questions are derived from an ECAR Study on Faculty Use of Course Management Systems 
(Morgan, May 2003). 
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• What are the indicators and strategies of successful hybrid courses? 
• For what purpose is a course management system used in non-academic activities 

at SMU? 
• For non-academic activities at SMU, what benefits does using a CMS bring?    

Methodology 

The study will employ a variety of qualitative methods within the context of an 
exploratory single case study.  As suggested by Yin (2003), the case study design is an 
appropriate way to investigate the causal links and the context relation to an 
intervention.  It is also useful when there is little or no control over the behavioral events.  
To examine the use of a course management system as a catalyst for instruction, we 
will collect survey, interview, and other data such as those available through the course 
management system, e.g., student access time and day, time on tasks, and possible 
correlations between student online behavior and grades.  The data will be analyzed for 
pattern matching and emerging themes, to address the research questions. 

The study will include all SMU CMS users, students, faculty, and staff.  Data collection 
is already underway and will continue throughout the fall semester 2006.  If the proposal 
is accepted, at the time of the conference, we will be able to present the preliminary 
data from the fall semester, and share discussions, conclusions, and recommendations 
with the audience.  We hope the feedback from the audience will shed additional light 
on the study and allow us to improve and strengthen the study that will continue 
throughout the spring 2007. 

Participants and Institution Description 

Southern Methodist University (SMU) is a private, comprehensive university located in 
Dallas, Texas.  SMU enrolls more than 10,000 students from all 50 states and 100 
foreign countries.  As a private residential campus, SMU prides itself for providing value 
through human interaction between professors and students, among other things.  We 
do everything we can to maximize the experience of human interaction and 
demonstrate the learning benefits, and we use technology as a tool to achieve our goal. 
 
SMU adopted WebCT in 1998 and in 2004, introduced Blackboard.  Currently, about 
170 faculty members are using CMS in approximately 300 courses occupying about 
6000 user seats.  These numbers represent approximately 25% of SMU faculty and 
courses.  Faculty using CMS represent a wide variety of disciplines, and the courses 
they converted to hybrid ranged in size from less than 15 students to over 200 students. 
These courses covered all undergraduate levels, i.e., freshmen through senior, and the 
students enrolled are mostly traditional college-age with a limited number of courses for 
older adult students. 
 
Major efforts are underway to promote faculty adoption.  Non-academic units are also 
encouraged to use CMS for file sharing, communication, training, and group activities. 
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Definition of Terminology 

Course Management System – A software system designed for faculty and students to 
use in teaching and learning.  Common course management systems used in higher 
education include Blackboard (and WebCT now part of Blackboard), eCollege, 
LearningSpace, Sakai, etc. 

Online Courses -- Faculty and students seldom meet face to face.  Instead, web-based 
tools, such as a course management system, are used to deliver the course content 
and provide communication between faculty and students. 

Hybrid Courses – (Also referred to as “blended learning”) A significant portion of the 
learning activities have been moved online, often inside a course management system 
protected by user ids and passwords.  Time traditionally spent in the classroom is either 
reduced but not eliminated, or redirected to maximize the value of face-to-face faculty-
student interaction in the classroom. 

*   *   * 

In closing, It is these authors’ optimistic belief that used appropriately, technology has 
an emancipating effect on both the faculty and the student.  Through the deliberate 
efforts of faculty and campus leaders developing  hybrid courses, course management 
systems may contribute to the emergence of a “new paradigm,” providing measured 
examples of learner-centered learning, and nurturing active learning from otherwise 
passive learners.  This “new paradigm” empowers the learner to learn, changes the role 
of the teacher, and gives teaching and learning a new and reciprocal meaning. 
Emerging technologies can free the instructor to act as a catalyst for student inquiry and 
dialogue, creating environments, as never before, that will fulfill John Dewey's vision of 
active, engaged learners. 

 
Reference 

Yin, R. (2003). Case study research:  Design and methods (3rd ed.).  Thousand 

Oaks, CA: Sage Publishing. 

Copyright Clearance Center. (2005).  Using course management system:  

Guidelines and best practice for copyright compliance.  Danvers, MA:  Author. 

Morgan, G.  (2003).  Faculty use of course management systems.  Educause 
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Today, we as a Nation are faced with a different and possibly more difficult and 
intractable crisis - that of obesity at epidemic proportions. Of particular concern is the 
problem of childhood obesity. Today, 1 in 5 children is overweight or obese. Childhood 
obesity is likely to persist into adult life and puts individuals at risk for stroke, 
hypertension, diabetes and other chronic diseases. It is also in childhood where eating 
habits are formed for a lifetime.                                                                           
           – Center for Nutrition and Promotion 

 
 
In a “Super Size Me” society where an overweight and obese population continues to expand, the battle of 
the bulge is a life sustaining battle of necessity.  In January 2005, the American Heart Association identified 
childhood obesity (onset 2-5 years old) as a rapidly emerging global epidemic, increasing worldwide at an 
alarming rate in both developed and undeveloped countries.  Environmental and behavioral changes 
brought about by economic development, modernization, and urbanization have been linked to the rise in 
global obesity (American Obesity Association: A Global Epidemic, 2005).  This epidemic will have profound 
public health consequences, as overweight and obese children become overweight and obese adults.  
While steps have been taken to address this very real problem, it is imperative that significant intervention 
and prevention actions be developed both nationally and globally (Harvard, 2006; Social Policy Report, 
2006) 
 
PROBLEM 
Unhealthy eating governs the school calendar of American children: the candy binge that is Halloween, the 
incessant gobbling of Thanksgiving, the banquet tables of Christmas get-togethers, the flurry of food that 
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fuels the resolutions of the new year, the endearing sweets of Valentine’s, the adorable treats from the 
Easter Bunny and the food frenzy that marks the end-of-the year parties.  Factoring in the increase in “sit-
time” for students (watching TV, playing video games, perching in desks), it’s no surprise that obesity rates 
in children have doubled.   
 
Even in rural areas, the epidemic has taken over like a wildfire where the percentage of overweight children 
has soared and childhood obesity is increasing at an alarming rate dispelling a long-held belief that in farm 
communities and other rural towns, heavy chores, wide expanses of land and fresh air make leaner, 
stronger bodies. 
 
According to recent research, the tide of obesity in rural areas is rising faster than anywhere else (Hedley et 
al. 2004). Rural areas are experiencing higher rates of obesity than urban areas (Rural Assistance Center, 
2003). Rural residents tend to eat diets higher in fat and calories, exercise less, and watch more television, 
all of which can contribute to unhealthy weight gain (Patterson, Moore, Probst & Shinogle, 2004). Adding to 
the challenge, rural communities face barriers to addressing obesity, such as higher poverty levels, less 
access to settings, foods, and services that facilitate physical activity and healthy eating, and limited school 
resources to provide nutrition education and physical education (National Advisory Committee on Rural 
Health and Human Services, 2005). 
 
Obesity for children and adolescents is defined as being at or above the 85th and 95th percentile 
respectively of Body Mass Index (BMI) (American Obesity Association, 2000).  Childhood obesity has more 
than doubled for preschool children (age 2-5) and adolescents (age 12-19) and more than tripled for 
children 6-11 years of age.  Ten percent of American preschoolers (more than one million kids) are already 
overweight before they start elementary school, with approximately four million kids reaching obesity during 
their elementary years (Harvard, 2006). Presently, about nine million children 6+ years of age are 
considered obese (Krishnamoorthy, Hart, & Jelalian, 2006) Overweight and obese children and 
adolescents have a 70-80% chance of becoming overweight or obese adults.  Nearly two-thirds adults in 
the U.S. are overweight and of these31% are obese (National Health and Nutrition Examination Survey 
(NHANES—1999-2000) (HHS: Weight Control Information Network, 2000).   Childhood obesity leads to 
grave consequences for children (Dietz,1998). 
 
CAUSES 
In general, a combination of a lack of physical activity, unhealthy eating patterns, (Social Policy Report, 
2006), lifestyle and genetics determine a child’s weight.  Television, computer and video games contribute 
to children’s inactive lifestyles, as 43% of adolescents watch more than two hours of television each day 
and girls in particular become less active as they move through adolescence (HHS: Surgeon General’s Call 
To Action, 2006).  Less than 1/3 of adults engage in the recommended amounts of physical activity (at least 
30 minutes most days) and 40% of adults in the U.S. do not participate in any leisure-time physical activity. 
(HHS: Overweight and Obesity: What You Can Do, 2006). 
 
Moreover, the Kaiser Family Foundation substantiates the impact of media in a February 2004 report.i  
Kaiser reviewed more than 40 studies on the role of media in the nation's dramatically increasing rates of 
childhood obesity. The report concludes that the majority of scientific research indicates that children who 
spend the most time with media are more likely to be overweight. In particular, children's exposure to 
billions of dollars worth of food advertising and marketing in the media may be a key mechanism through 
which media contributes to childhood obesity.  
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Family eating patterns have increased reliance on meals prepared outside the home (an increase of 89% 
between 1972-1995) (HHS: Surgeon General’s Call To Action).  Developed countries -- where food 
deprivation is unusual and physical fitness levels have decreased greatly -- have high obesity rates.  Lower 
income households in particular are reported to feature diets with foods high in calories and fat, in part 
because vegetables, fruits and whole grain cereals are more expensive.  Developing countries have lower 
obesity rates, particularly in areas of lower socio-economic status populations, due to limited food, little 
access to public transportation and the necessity of moderate to heavy manual labor. 
 
The growth of industry and technology in the Western world has led to an abundance of food and a 
decrease in overall physical activity, both factors that contribute to increased rates of obesity.  In addition, 
the increasing number of women entering the job market has contributed to greater dependence on 
convenience foods and the use of labor saving devices such as microwaves (American Obesity 
Association, 2000). 
 
CONSEQUENCES 
Overweight and obese children, adolescents and adults are at risk for a number of adverse health effects 
and medical co-morbidities (the existence of two or more diseases).  For example:    
 
Health Issue Effect of obesity 
Arthritis For every 2 pound increase in weight, the risk of developing arthritis is increased 

by 9-13% (HHS: Overweight and Obesity: Health Consequences, 2006).  
Asthma Moderate to severe asthma is reported to be significantly higher in children and 

adolescents with a prevalence of overweight or obesity compared to a peer 
group (HHS: Overweight and Obesity: Health and Consequences, 2006).   

Cancer Obesity is associated with an increased risk for some types of cancer including 
endometrial, colon, gall bladder, prostate, kidney, and postmenopausal breast 
cancer (HHS: Overweight and Obesity: Health and Consequences, 2006). 

Diabetes  
(Type 2) 

Overweight in children and adolescents is recognized to be the most significant 
factor for the rise in diabetes, as these kids are 12.6 times more likely than their 
peers to have high fasting blood insulin levels, a risk for type 2 diabetes. #2  
More than 80% of people with diabetes are overweight or obese (HHS: 
Overweight and Obesity: Health and Consequences, 2006). 

Heart Disease 
(heart attack, 
congestive 
heart failure, 
angina, 
arrhythmia) 

Obesity is associated with elevated triglycerides and decreased HDL (“good”) 
cholesterol (HHS: Overweight and Obesity: Health and Consequences, 2006), 
both known contributors to development of heart disease.   

Hypertension High blood pressure occurs about 9 times more frequently among obese 
children and adolescents (age 5-18) than in their non-obese peers. #2  In 
addition, obese adults are twice as likely to be hypertensive than those who are 
at a healthy weight (HHS: Overweight and Obesity: Health and Consequences, 
2006). 

Orthopedic 
complications 

Bones of overweight or obese children and adolescents may not be strong 
enough to bear excess weight leading to a variety of possible orthopedic 
complications, including bowing and overgrowth of the leg bones.  Increased 

2007 HICE Proceedings 
Page 3341



weight on the growth plate of the hip can cause pain and limit range of motion 
and 30-50% of children and adolescents with this condition are overweight or 
obese (American Obesity Association, 2000). 

Premature 
death 

The risk of death increases with weight and an estimated 300,000 deaths per 
year may be attributed to obesity.  Individuals who are obese (BMI > 30) have a 
50-100% increased risk of premature death from all causes, compared to 
individuals with a healthy weight (HHS: Overweight and Obesity: Health and 
Consequences, 2006). 

Psychosocial 
effects and 
stigma 

Overweight and obese children and adolescents are at increased risk of social 
and emotional difficulties, including lowered self-esteem, diminished body 
image, decreased quality of life, increased symptoms of depression, increased 
peer difficulties including being teased and marginalized.  Furthermore, there is 
some evidence that pediatric obesity may be associated with disordered eating 
such as binge eating.  (Social Report, 2006) 

Reproductive 
complications 

Obesity during pregnancy is associated with increased risk of both mother and 
baby and increases the risk of maternal high blood pressure by 10 times.  
Obese women are more likely to have gestational diabetes and problems with 
labor and delivery, increased Cesarean section delivery and low blood sugar 
(which is associated with brain damage and seizures) and an increased risk of 
birth defects, particularly neural tube defects such as spina bifida (HHS: 
Overweight and Obesity: A Vision for the Future).  

Sleep apnea The temporary halt in breathing during sleep occurs in about 7% of children and 
adolescents who are obese.  Deficits in logical thinking are common in children 
with sleep apnea. (American Obesity Association, 2000). 

Additional 
health 
consequences 

Overweight and obesity are associated with increased risks of gall bladder 
disease, incontinence, increased surgical risk, depression and can affect the 
quality of life through limited mobility and decreased physical endurance as well 
as through social, academic, and job discrimination (HHS: Overweight and 
Obesity: A Vision for the Future).   

 
The economic impact of obesity is estimated to be $122.9 billion dollars annually, including $64.1 billion in 
direct costs (physician visits, hospital and nursing home care) and $58.8 billion in indirect costs (wages lost 
to work because of illness or disability, as well as the value of future earnings lost by premature death); 
(Wang, 2002; Endocrine Society, 2006). 
 
SOLUTIONS 
Change is essential at multiple levels including families, schools, communities and government.   
Prevention of pediatric obesity must be a national priority that engages several sectors of society 
(Krishnamoorthy, Hart, & Jelalian, 2006)  
 
Here are a few societal segments and suggestions for their involvement. 
Government 
 Collaborate with the academic community to create policies that encourage action at each level.   
 Increase opportunities for coverage of preventive services under federal health care programs.   
 Encourage education of healthcare providers and students of health-related professions in the 

prevention and treatment of overweight and obesity across the lifespan. 
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Schools  
 Provide daily, high quality physical education in all school grades to develop the knowledge, 

attitudes, skills, behaviors and confidence needed to be physically active for life (HHS: Overweight 
and Obesity: A Vision for the Future, 2006). 

 Adopt and follow policies that contribute to development of eating patterns that are consistent with 
the Dietary Guidelines for Americans. 

 Follow U.S. Department of Agriculture regulations that prohibit serving foods of minimal nutritional 
value during mealtimes in school food service areas, including vending machines.  

Communities 
 Emphasize the consumer’s role in making wise food and physical activity choices.   
 Provide community facilities that are available and accessible for physical activity for people of all 

ages. 
 Provide culturally appropriate education about healthy eating habits and regular physical activity for 

all ages based on the Dietary Guidelines for Americans.   
 Encourage all employers to make facilities and opportunities available for physical activity for all 

employees.   
Food service providers 
 Offer food options that are low in fat, calories and added sugars such as fruits, vegetables, whole 

grains and low-fat or nonfat dairy foods.   
 Avoid excessive portion size. 

Social Marketing Issues 
 Realize that obesity is not an ailment that can be treated with medicines, vaccines or pills but instead 

requires a behavioral change.   
 Address the perception of overweight and obesity for all age groups.   
 Emphasize that weight control is an issue of health and not appearance.   
 Ensure that adults get at least 30 minutes or moderate physical activity on most days of the week 

and children get at least 60 minutes. 
 Provide clear and consistent media messages and balance the advertising of healthy products along 

with those that are low in nutrient value (Krishnamoorthy, Hart, & Jelalian, 2006)(Krishnamoorthy, 
Hart, & Jelalian, 2006)   

Parents 
 Recognize that primary caregivers generally control the food that is available at home, are 

responsible for food preparation and provide access to physical activity, particularly for young 
children (Krishnamoorthy, Hart, & Jelalian, 2006) . 

 Be aware of your tremendous impact as a role model for your children. 
 Build physical activity into regular routines and playtime for children and the family. 
 Reduce time spent in sedentary behaviors, such as watching television. 

Early Childhood Centers 
• Moderate to vigorous activity must be a daily part of the routine. 
• It must be FUN!!! 
• Curriculum should include sensory integration components. 
• Healthy snacks and healthy eating must be taught early and often. 

Workplace 
 Create opportunities for physical activity at worksites.   
 Promote healthier food choices, including at least 5 servings of fruits and vegetables each day and 

reasonably-sized portions for employees.   
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Research community 
Increase research of overweight and obesity involving 
 Behavioral and environmental causes.   
 Prevention and treatment interventions. 
 Development and dissemination of best practice guidelines.   
 Recommending appropriate interventions for specific race, ethnicity, gender, economic and age 

groups (HHS: Overweight and Obesity: A Vision for the Future, 2006). 
 

MODEL 
The Lamar community response to overweight and obesity was led by About Our Kids Youth Development 
Services, Inc (AOK) and Lamar R-1 School District Health, Physical Education, Recreation and Dance 
Department (HPERD).  We are pleased to share our methods and findings. 
 
 Recognized the need. 

Staff used various health and fitness surveys to assess specific needs as well as incorporating information 
from numerous previous physical tests. 
 
 Formatted a plan of action. 

In addition to identifying the specific health and fitness needs, the existing program had to be evaluated for 
strengths and weaknesses in order to develop specific objectives to meet program deficiencies.  Curriculum 
was revised and adopted appropriately and a timeline for implementation was set. 
 
 Developed a working budget with built-in accountability. 

Accounting and appropriate oversight was provided by the various organizations involved.  Every effort was 
made to maximize value of funds through careful shopping and negotiation. 
 
 Enlisted support of necessary stakeholders. 

Collaborators included Board of Education, various community organizations and community leaders. 
 
 Sought funding opportunities. 

The Carol M. White Physical Education Program Grant from the U.S. Department of Education provided the 
major financial support for our program. Additional funds were supplied by our Parent/Teacher organization 
and several other local groups.  
 
 Purchased necessary equipment (K-12 and adult). 

A variety of wellness activity equipment (cardio equipment, Selectorized equipment, lifelong recreational 
activities, basic PE supplies, etc.) will meet these developmental needs: (1) Social: team building skills and 
cooperation, (2) Physical: fitness, new skill acquisition, (3) Mental: learning new activities, (4) Emotional: 
companionship and stress relief.  . 
 
 Pursued educational opportunities. 

Team members attended various professional meetings, conventions, clinics at the local, state, national 
and international levels to stay abreast of the latest information and methods in our field.  We were honored 
to present at some events as well. 
 
 Implemented an extensive curriculum to meet the needs of today’s youth and adults targeting the 

epidemic of overweight and obesity.  
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Our model was a S-U-P-E-R model. 
 Sensory integration to promote brained-based activity to encourage learning and fun. 
 Understand that change takes time.  Changing behavior requires taking one step at a time. 
 Parental involvement.  Including the whole family in learning and practicing new behaviors together 

provides an additional support system. 
 Exercise and eat.  Wise choices about regular physical activity and healthy eating patterns are 

critical. 
 Role modes.  Actions speak louder than words.  Be a positive role model free from unhealthy 

choices. 
 
  Adopted the Missouri school-wide wellness program  

Our team selected a board of specified individuals to provide accountability, make and take suggestions, 
devise and enforce the Missouri Department of Elementary and Secondary Education’s policy on school 
wellness including  

• Not using food as a reward 
• Removing soda vending machines from school campuses 
• Prohibiting the removal of recess or physical activity as punishment 

 
 Implemented programs in conjunction with local youth development organization.  

Approaches included:  providing enrichment curriculum through after school programs and summer camp 
(including the nationally acclaimed Life Skills Training); structured group and individual physical activity; 
field trips; and reward incentives. 
 
 Developed an integrated language-rich early childhood curriculum in conjunction with Mega Brands, 

Inc. and Depco, Inc. which incorporates structured, fun physical activity as well as sensory integration 
activities. 
 
 Evaluated Results. 

Program Objectives and Findings 
Students show an improvement in 
fitness.   

+ 50%  Increase in family fitness training + 60%  

Students show an improvement of 
health related knowledge 

+ 84%  Increase adult fitness knowledge + 22%  

Students develop an understanding for 
health related fitness and indicate a 
desire or continued lifelong wellness 
through activity.   

+ 54%  
 

Increase the number of middle school students 
participating in physical activity by increasing the 
amount of equipment available to increase fitness 
levels through a variety of activities 

+ 73%  

Increase in teacher and staff 
wellness/fitness.   

+ 65%  
 

Increase the number of elementary students in 
structured physical activity in after school programs 

+ 100%  

Increase in adult fitness knowledge.   + 92% Provide structured physical activity for home 
schooled student 

- 24%  
 

               Source: (Cable & Huff, 2006) 
IMPLICATIONS 
Many programs fail because the creators believe that if given enough information, children will choose the 
“right” behavior. However, this philosophy is NOT true. Information alone rarely changes behavior. 
Knowledge is power, but knowledge alone does not change behavior. For example, most adults know 
that exercise is vital, yet most do not make exercise a daily activity. Consequently, SUPER education 
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focuses on more than knowledge. Yes, accurate information is implanted in SUPER education. However, to 
increase the effectiveness of the wellness education, SUPER adds motivation (aspiration, incentive to 
adopt information), inspiration (leadership, influence, enthusiasm for the information), comprehension 
(understanding, grasp, command of information), retention (preservation in memory of information) and 
application (attention to, practice and adoption of information), (Koch, 2005). Lastly, weight reduction 
should be an urgent public health priority and the burden of fighting obesity falls on the whole of society.  
Obesity can be reduced and physical fitness improved with an intelligent and comprehensive approach. 
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Introduction 

The use of games and simulations as an educational tool is not a new concept.  I can 

remember an eighth grade social studies class where our teacher had us set up shoe companies 

and engage in product design, prototyping and market research to teach us some of the concepts 

of how business works.  Naturally, I loved this experience, as did the rest of my class.  Anything 

to get us out of the books and away from our desks for one period of the day. 

Now, at this point in my life, I realize just how clever that activity was.  If you were to 

ask me how I learned to conjugate verbs in French, I could not remember a specific learning 

experience that strikes me as being truly remarkable.  If you ask me when I learned that the first 

Prime Minister of Canada was Sir John A. MacDonald, I can not even remember what grade I 

was in.  However, after over a decade, I can pinpoint the exact moment in time when I learned 

what the term "market segmentation" means. 

This experience has had a profound effect on how I view effective teaching and learning 

strategies.  While I do not believe that learning only takes place in a game, the best way to 

acquire knowledge is to interact with it.  From past experience I can say that when an individual 

is having fun, their brain is more receptive to new information than when they are disengaged. 

A significant body of work exists looking at games and simulations and the roles that 

they play in instruction.  Pahl (1991) writes that with the introduction of the game "SimCity" to 

his classroom, he is able to teach a broad range of topics in Social Studies by allowing his 

students to play the role of city managers.  He asks "What if students could be in charge of their 

own city, make their own decisions on how the city should be developed, and then see the 

consequences of their own decisions".  Clearly this is not a feasible scenario outside of 
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cyberspace, but is a truly progressive way of looking at teaching students how so many factors 

are inter-related in the running of a city. 

Social Studies is no exception.  Games already exist in a number of different disciplines, 

ranging from Business and Management skills (Leemkuil et. al., 2003) to Computer 

Programming (Kahn, 1999).  Additionally, it is not unprecedented at the University of 

Lethbridge, of using computer simulations in a number of subject areas.  Over the past decade, 

an online commodities trading simulation has been used by the Department of Economics to 

teach students about the process of trading in futures.  The Departments of Chemistry and 

Physics frequently make use of computer simulations for instructing undergraduate students in 

the use of equipment and techniques, which may be too costly to perform in real life. 

The Mating Game 

In the summer of 2006, an academic assistant with the department of Biological Sciences 

at the University of Lethbridge chose to explore the possibility of developing a game for his 

introductory ecology class.  How can we engage a large number of students in an introductory 

ecology class so that they are excited to learn about one of the key processes in nature - 

reproduction?  

Most people would look at this question and wonder how we could possibly get 20-

something male and female undergraduates to stop thinking about sex, but from an ecological 

perspective, reproduction is far less exciting than Thursday nights at the local pub.  In nature, 

reproduction is about the production of offspring in order to carry on your genes through future 

generations.  Organisms often make decisions based on the quality of a potential mate, and then 

decide how much they are willing to invest in the production and upkeep of offspring. 
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The Mating Game is an online simulation that allows students to explore different mating 

strategies in their quest to produce the largest number of offspring with the highest overall 

quality.  Similar to the statement about SimCity, the game broadly generalizes a number of 

important natural processes allowing students to participate in several mating exchanges (without 

all the baggage of participating in a real-life exercise!) 

The game was set to run for 6 game years (12 days), in which time students would 

propose marriages or matings with one another in hopes of increasing their numbers as well as 

their overall average quality of offspring produced. 

Players were randomly assigned a genetic quality from a normal distribution at the start 

of the game.  Genders were alternately assigned so that we would create an even sex ratio, 

regardless of if a player were male or female in real life. Finally, players received a random 

starting energy allocation.  Energy was randomly topped up at the end of every game year, to 

keep the game going. 

Players are given the option of either mating or marrying (most elected to do both).  The 

advantage to marrying is a slight change to the rules - offspring have a better chance of 

surviving, and males have to contribute to the production and care of their offspring.  Otherwise, 

males may or may not elect to offer a nuptual gift to the female, in the form of energy. 

Once both parties have accepted a mating, the female is given the ability to allocate 

energy for offspring production.  A minimum energy investment is required per offspring, and 

multiple offspring may be produced if the total investment allows. 

Outcomes 

 The game rules were reasonably simple, yet allowed for a number of strategies to be 

played.  Players may decide to marry early on, and remain monogamous throughout the entire 
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game.  This did not appear to be a popular strategy, however, as most players who opted to 

marry attempted an extra-paired copulation at some point during their marriage.  There were no 

penalties for EPCs, however, there was a 10% chance that your mate would discover your efforts 

outside of the marriage. 

 Some players did amazingly well.  The top player produced 17 offspring and mated 22 

times in the 6 years of game play.  He (male) sacrificed his genetic quality somewhat, and ended 

up with offspring 0.04 points lower than his genetic quality.  The top female player produced 11 

offspring, with in 5 matings and managed to raise the genetic quality of her offspring 0.018 

above her own genetic quality. 

 Overall, however, many students in the class logged in and attempted to participate in the 

game.  Some individuals were entirely unsuccessful and produced no offspring.  There was 

nothing remarkable about these players, they had genetic qualities similar to those of other 

players they just did not successfully mate with any others. 
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 This school-based study explored how two intact classroom groups of students 
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were interviewed understood the experience of developing a play in relation to 
creative process and developing cooperative collaborative relationships.. 
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Collaborative play creation 

Theatre is traditionally and ideally a collaborative art form.  When students in the 

classroom are given the opportunity to work together to express their own stories and 

ideas through the medium of theatre there is the potential to create an environment where 

cooperative skills develop purposefully and naturally.  My research explored how two 

intact classroom groups of secondary students in a small western Canadian city engaged 

with their drama teachers to collaboratively create original theatre for outside audiences.  

The study, conducted over a ten-month period from September 2004 through June, 2005, 

engaged the participation of two drama teachers and two intact classroom groups (28 

tenth grade students and 19 eleventh grade students).  Twenty students -- ten from the 

tenth grade group and ten from the eleventh grade -- agreed to be interviewed.   Findings 

from the research project suggest that collaborative play creation work may support the 

development of: a) group creative process, b) collaborative relationships, and c) theatre 

arts skills and knowledge. 

Framing the research in theory and practice 

 Although my work was conducted in Canada, using collaborative play 

development techniques to engage and involve young people in the theatre arts is not 

limited to the Canadian context.  Bray (1991), an Australian youth theatre director, 

elaborates a detailed approach identified as “playbuilding” that he developed in his work 

with young people.   Oddey (1994) and Lamden (2000) use the term “devising” to 

document longstanding collaborative play development practices that have emerged from 

the theatre-in-education movement in Great Britain.  American theatre artists and 
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educators report encouraging results from collaborative theatre projects (Sklar, 1991; 

Gilpin, 1998; Gurley, 2001).   Horn’s (1992) collaborative theatre research project, 

undertaken with inner city New York high school students, demonstrated improvement in 

attendance, self-esteem, critical thinking and problem solving, and use of outside 

resources (pp. 20-23).   Berk and James (1992), in a companion project, note 

improvement in attendance, critical thinking and problem solving, student writing, ability 

to negotiate and compromise, understanding of leadership responsibilities, awareness of 

community resources and aesthetic values (pp. 55-63).  Horn describes the response of 

students thusly: “They discovered that they could influence the thinking of others -- even 

if it was only momentarily.  They were able to find issues of significance to their lives, 

translate them into a theatre piece and affect the people who saw their creation” (p.18). 

 Research in collaborative or collective play building as an educational practice 

with high school students has continued to be an important area of interest for drama 

education researchers in North America.  Collective play building as a tool for exploring 

social justice issues with students has been explored in several contexts (Gallagher, 2000; 

Conrad, 2004; Belliveau, 2004).  The pedagogy of collective creation as a drama teaching 

practice has interested other researchers (Swick, 1999; McLaughlin, 2001; Lang, 2002).  

Little has been reported, however, about how adolescents construct their own 

understandings of the purpose and nature of collective play creation within the classroom 

context.  My research was designed to enable student voices to contribute to our 

developing understandings of collaborative play creation as a curricular learning 

experience. 
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Methodology 

This descriptive qualitative study combined field observation and interviews to 

illuminate the experiences of secondary school students as they participated in the play 

creation process.  My purpose was to explore students’ beliefs about, opinions and 

understandings of the play building process a) before the process began, b) half-way 

through the process and c) at the end of the process when the product was performed for 

an outside audience.   

 I was in the tenth grade classroom for six weeks (on a daily basis) as students 

created a collective theatre piece during the 2004 fall semester.  During this time I 

interviewed ten students who had obtained informed consent from their parents and 

provided consent themselves to participate in the three semi-structured interviews.  The 

first interview was conducted during the first week of the collective theatre unit, the 

second interview occurred during the third week, and the last occurred one week after the 

six-week collective drama unit concluded in a performance.  Each interview lasted 

between ten and fifteen minutes for a total of 30-45 minutes per student.  All interviews 

occurred in a small conference room beside the theatre during drama class time.   When I 

wasn’t conducting interviews, I was observing the classroom group of students working 

with their teacher in the school theatre space.   

 This process was repeated between March and June of 2005 in the eleventh grade 

classroom.  To ensure equity of on site research time, I visited this classroom two to three 

times per week rather than every day since the duration of the collective creation unit was 

longer.  The first interviews were conducted just after the students had chosen their play 
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topic and the second series occurred during the sixth week of the process.  I was unable to 

interview the eleventh grade students after the final performance since they were writing 

final exams.  The last interviews for this group occurred during the last week of 

rehearsals for the play.  This difference in timing the last interview may have influenced 

the two groups in their assessment of the project.    

Interview transcripts combined with my field notes (recorded after each visit to 

the schools) comprised the primary data sources.  I also kept a weekly researcher’s 

journal to record opinions, impressions, and speculations.  Both teachers provided me 

with planning materials and copies of students’ written work from the collective creation 

projects.  All research data were read and re-read until three thematic categories emerged 

as providing the most descriptive power. 

Uncovering students’ perspectives on collaborative theatre work 

 This research project was actually the third phase in a three-part exploration of 

collaborative or “collective” play creation in the drama classroom.  My earlier research 

had uncovered understandings constructed by teachers around collaborative play 

development and provided me with teachers’ perspectives into the purposes and benefits 

of this instructional approach, (Lang, 2002).   I had anticipated that the secondary school 

students would examine and assess this process through a somewhat different lens.  Data 

analysis indicated that both students and teachers recognized similar opportunities to 

develop skills of cooperation and team spirit in the classroom through collaborative play 

creation.  Students, however, seemed to be more convinced than the teachers that their 

experience of creating and performing plays in the classroom would help them to become 

theatre artists. 
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  The interview transcripts provided my central data source for classifying students’ 

perceptions of what they could learn and did learn from participating in collaborative 

play creation.   My classroom observations and research journal were instrumental, 

however, in helping me to prompt and probe interview responses for greater depth of 

insight and clarifications.  Thus, all sources of data supported the delineation of the 

following categories of student responses: 

• Group creative process: comprised of students’ expressed understandings 

of what it means to create a performance piece as a group endeavour. 

• Collaborative relationship: included students’ expressed understandings of 

how roles and relationships within the group influence the unfolding art 

creation process. 

• Theatre arts skills and knowledge: students’ constructions of their 

emergent knowledge of theatre discourse and practices and of themselves 

as theatre artists. 

Although the development of students’ theatre arts skills and knowledge is of utmost 

importance to theatre and drama specialists, the present discussion addresses a broader 

community of educators.  For this reason, students’ understandings of the contribution 

that play creation can make to enhancing cooperation skills and the creation of a 

collaborative artistic product will be discussed in greater depth. 

Group creative process 

Students in both the tenth and eleventh grade classrooms were enthusiastic about 

the opportunities that “collective creation”, (the term used to describe group play creation 

in the Saskatchewan provincial arts education curriculum document), would create for 
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them to say something important through the medium of theatre (Saskatchewan 

Education, 1993).  It should be noted that all of the interviewees in both classrooms chose 

pseudonyms for their interview recordings to protect their confidentiality.  They were 

encouraged to be “creative drama kids” thus some of their choices are rather unusual. 

Several tenth grade respondents had never participated in collaborative play 

creation work before and were amazed at the number of creative ideas their peers could 

generate to explore the topic of “fitting in”.   

ROB: I learned all the different kind of ideas that people can come up with. – how 
you can give them one idea and they can branch off and expand in all sorts 
of different ways.   

REBECCA: I didn’t know anything about a collective in the first place and I 
thought it would be like something really simple like last year?  I wasn’t 
expecting something that was so broad and you had to think of so many 
ideas. 

 
Many eleventh grade students had already experienced this approach to drama work but 

some were surprised at how the process was unfolding in the present classroom context.   

MARION: I guess the only surprise might be how many different ideas we’re 
getting.   

VICKI: Well I was kind of surprised how we started out in one direction then all 
of a sudden we took a completely different thing?  It happened right at the 
beginning but it’s like we get all the ideas and we have something then we 
decide to change it right away?  It’s surprising how fast we come up with 
new things.  

 
Students in both classrooms did struggle with the demands of reconciling their 

individual visions of what the final play would be like with the necessity of listening to 

classmates’ ideas and suggestions.  This struggle was especially difficult in the eleventh 

grade context since this group wanted a narrative story line with specific characters and 

elements of plot in their play.   Bray (1991) and Oddey (1994) suggest that the plot-
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driven or narrative play is the most difficult to develop collaboratively:  the eleventh 

grade students discovered this for themselves: 

AMY: I think it’s just that so many people have so many different ideas and it ends 
up going in so many different directions.  You have your own ideas in your 
head about what it’s going to be like and like “I want this to happen.”  
Then everybody else is like “Oh that would be good or that would be 
good” and you don’t know … 

BOB:  Right now what we have is kind of fluffy and happy – like not realistic to 
me.  …there are some people in this class who just refuse to do anything 
that is going to offend anyone.  There’s no risk-taking.  … So that’s kind of 
frustrating when we throw out stuff like that and they’re just “we’re not 
doing it”.  

 
Eventually the eleventh grade students had to let go of their “narrative dream” since they 

were committed to perform their work as their end of term project and they reached an 

impasse in developing the original story to the satisfaction of all concerned (including the 

teacher).  Students were frustrated but resigned: many intimated that the teacher should 

have intervened and stopped them from pursuing the narrative idea in the first place:  

LESLIE:  We got bogged down about the other idea so if we’d all understood and 
had a fresh mind at the beginning instead of having all these expectations 
about what we wanted it to be.  That would have helped us improve a lot 
quicker. 

STRAWBERRY SHORTCAKE: I learned that it takes a long time to get together 
what we had planned in the first place – that we shouldn’t have gone 
through all of that.  Maybe this one we have now would have been better if 
we’d put more time and effort into it.  We should have realized right away 
that the other one was too much to do. 

 

The tenth grade students did not attempt to create a story line but they also 

experienced frustration because different ideas and styles of working created pressures 

that interfered with preparing for performance.  Many were concerned about discarding 

work that “didn’t fit in”: 

RASPUTIN: Well the first time we did it we had to switch topics half way through 
because it didn’t fit in right away so I guess I would have been more sure of 
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what we were doing to start with then we could have had a stronger start and 
we could have done more scenes that we were really going to put in to the 
play. 

DAWN: We needed to concentrate more . . . Because I think at the beginning we 
took it kind of lightly.  Then when we got to the performance time we got like 
“Oh man, we’re running out of time – we got to get this and this and this and 
this done so I think getting everyone to take it more seriously.   

 

Both groups learned that creating an artistic product is not an easy task and early 

efforts and ideas are often discarded as the work is polished.  Creating that product 

collaboratively makes the refining work even more complex.  At the end of the process I 

asked interviewees from both classroom group to speculate about why teachers included 

play creation work in the drama program.  Some suggested that the purpose was to teach 

theatre skills or playwriting skills.   

ROB: If you’re just given a scene with a script and you just go off for twenty 
minutes and memorize it and come back and recite it all that doesn’t really 
show you that much except teach you how to memorize things.  When you’re 
doing a collective you kind of have to get everything… (tenth grade student) 

Many students recognized that play creation work had universal lessons to teach them 

that extended well beyond the realm of theatre. 

DAWN:  I guess I learned that I underestimated my classmates cause it turned out 
really good . . . Like I worked with people I don’t usually work with.  I think 
the more people you know the more you grow because the more people you 
know the more they teach you.  (tenth grade) 

PRISCILLA: It helps you grow as a class because you get to work on it every day.  
…you get to learn how different people act with different people.  
(eleventh grade) 

 
Students did seem to realize that they were learning a lot about how to get along with 

others through working on their plays.  I categorized the responses about working with 

others that did not relate directly to the creative process under the heading, collaborative 

relationships. 
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Collaborative relationships 

 From the very beginning of the play creation process, students in both classroom 

groups expected to learn more about how to relate to and work with others by creating a 

play together.  Although these expectations may have been created by classroom 

discussions about the value of the play creation process that occurred when I was not 

present, students took ownership of this objective in their interviews.  Tenth grade 

students especially looked forward to the social aspect of the work at the very beginning 

of the process:  

LANA: I expect to learn a lot more about the people around me.  It’s easier to 
work when you’re more comfortable and know who they are.  

COLONEL MUSTARD: I think I’ll learn a lot about the other kids in the 
class…just by getting into a lot of personal things – discovering what they like 
and don’t like – that sort of stuff.    

 
Students in both groups were emphatic that teachers needed to ensure that 

everyone was heard in order to make the process truly cooperative and collaborative.  

The tenth grade students did most of their development work in small groups and 

suggested ways that this work could be made more productive. 

DAWN: Like don’t just have one person in the group say what you’re going to do.  
Because if you do that then they’re not all going to want to be involved in it 
because they aren’t doing what they wanted to do. If you use their idea that 
they thought of they’ll want to do it more. (tenth grade) 

 
MADONNA: Watch how you put groups together.  Because I think the people who 

are more shy need to go with someone who is more outgoing.  And that way 
they’ll push that person to go out and do stuff.  And the people who are not so 
shy to go with shyer people.  I think if shy people went with shy people they’d 
be not like really getting anywhere.  If you’re with someone stronger it’ll help 
them I think.  (tenth grade) 

 
The eleventh grade students did more work as a whole group than the tenth grade 

students did.   This way of organizing classroom work was possibly because enrolment in 
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the eleventh grade class was smaller and also the eleventh grade group was working with 

a narrative structure rather than a thematic structure (Bray, 1991).  The plot-driven 

structure required that everyone be involved in making detailed creative decisions.  

Several students became impatient with this approach and suggested that more productive 

work would be accomplished in small groups than by the whole class. 

VICKI: I think it’s a lot easier to be in a smaller group for a lot of the work on the 
individual scenes because there are people who are goofing off and stuff 
and that doesn’t help anybody.  We want their contribution too but they 
don’t feel like putting in – maybe they feel intimidated – I’m not sure.  But 
I definitely think as the thing is getting bigger, it should be put in smaller 
groups. (eleventh grade) 

ASHTON:  The problem when we all talk is sometimes people are too scared to 
speak up because it’s like someone’s running the show. (eleventh grade) 

 
Even the students who took control in the whole group discussions recognized that this 

was not the best way to achieve a cooperative and collaborative atmosphere. 

BOB:  Yeah – because we’re almost getting at each other’s throats – everybody 
wants their ideas in and I know that’s something that I need to work on.  Me 
and Leslie - we’ve put in the extra hours, we’ve been really thinking.  This is 
what I thought it was going to be like and it’s really cool that way.  I need to 
work on letting other people get involved.  I want to get my ideas out there 
and I can project them better than some can because I’m louder and I know I 
can be more intimidating than other people and that’s not a good thing. 
(eleventh grade) 

 
When the whole group creative process broke down and the students were directed 

towards a more episodic approach to the topic, they returned to working in small groups.  

Most students’ reflections on the entire process became more positive at this point. 

MARION: Right now what is really positive is we’re all putting in a lot of effort 
and trying our hardest to get all of our ideas out.  And it’s positive 
because we’re working as a team and you need a team to put this together. 
(eleventh grade) 

AMY: But I’m pretty sure it will come together in the end once everyone gets their 
costumes together and their props all ready and everyone’s ready to go, I 
think it will come together in the end and it will be a good play.  (eleventh 
grade) 

2007 HICE Proceedings 
Page 3364



Linda Lang  ©2007 12

 
Not everyone in the eleventh grade group was happy about the change of direction.  One 

of the students who had taken a leadership role in the whole group narrative work 

expressed his disappointment: 

GREGORY:  I just assumed it would be more like an actual play with a story and 
stuff but it’s nothing like that.  It’s just a bunch of scenes. (eleventh grade) 

 
 Students in both groups were confident that by working cooperatively they had 

created work that was good enough to be performed for outside audiences.  The tenth 

grade students invited one other classroom group of ninth grade students to see the final 

product during a regular classroom drama period in mid November.  The students 

reflected on the process a week after the performance: 

DAWN: I guess I learned our class actually can do a collective.  When we were 
doing practices, I really didn’t think it was going to come together.  I guess I 
learned that I underestimated my classmates cause it turned out really good.  
(tenth grade) 

 
KATE:  I learned that it takes a lot of energy and focus from everybody in the 

class to make a good creation and make it work.  It’s really interesting – I 
learned to like it – I didn’t think I would.  It was fine. (tenth grade) 

 
The students in the eleventh grade invited parents and friends to an evening 

performance of their play during the final week of the school year in June.  Although the 

interview responses were fairly positive, students were more tentative about endorsing 

the process as cooperatively successful, probably because they hadn’t performed their 

work at the time of the interviews: 

MARION: I learned that it takes a lot of team work and a lot of hard work and 
effort.  We worked really hard and then we ended up changing our whole 
play in the middle of it and we have exactly one week to have it ready to 
be performed as our final project.  So I learned that we have to work 
together really well and communicate and be a team.  Now we know that 
we can write a collective.  We kind of learned that from each other and 
from mistakes. (eleventh grade) 
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BOB: I learned how to listen to people better – just learned to listen to ideas.  I 
really tried to incorporate other peoples’ ideas because before this – and 
even now, I’m not going to lie – I want to do what I want to do and I try 
and force that but you learn how to accept other peoples’ ideas.  I guess 
that you learn how a play is actually put together, how much work 
actually goes into it before the final process.  Even though this isn’t a 
play, it’s a collective – it’s the same.  There’s a lot of work. (eleventh 
grade) 

 

Final thoughts and curtain calls 

One might initially speculate that the best learning experience would occur when 

students were getting along and cooperating together without conflict or frustration.   

Upon closer consideration, however, the difficulties experienced, especially by the 

eleventh grade group, seemed to have important effects on students’ understandings 

about themselves and the experience of working with others to create an artistic product:  

AMY: I learned that it’s a lot harder than it looks.  I thought it would be easy – 
people would just put their ideas together and everyone would kind of get 
on the same track and then we’d come up with a really good play.  But 
then I realized that it’s a lot harder than it looks.  There’s a lot of things 
that get you frustrated and mad and things don’t always go your way and 
you’re just going to have to let it all go. It’s hard – it’s really hard. 

In a world where cell phones, the internet, and television sound bytes make 

interpersonal communication look easy, the students in both classrooms – but especially 

in the eleventh grade -- learned that really listening to others and putting everyone’s ideas 

together can be “a lot harder than it looks”.    Maybe the soundest of pedagogies is the 

one that creates conditions where students can achieve this kind of understanding of 

themselves and each other.   For the students in my research study, the challenge was to 

work together as a team to create and perform a play about something that mattered to 

them.  Students might be equally challenged and engaged by the process of creating an 

art installation or a historical exhibit or publishing a compilation of short stories or poetry 
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they’ve written.  The important factor seems to be that they be empowered to work 

together and confront the inevitable failures, conflicts and problems that emerge in any 

collaborative enterprise.  This kind of creative work creates the pedagogy of 

collaboration that is so necessary to prepare our secondary students to face this very 

difficult and embattled world. 
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Professors’ Reflections About Teaching  

 
Diversity/Multicultural Education Courses in the Academy  

 
ABSTRACT 

 
 Within many colleges and universities, diversity/ multicultural education 

(DME) courses have become a part of the core requirements for all students. 

These courses have proliferated as a result of changing student demographics and 

meeting the needs of a competent and culturally sensitive workforce.  Although, 

much has been written about the need for such courses, very little has been written 

about the challenges of teaching these courses from an instructor’s perspective.   

There are many anecdotes about what professors endure while teaching 

these courses; yet, very little research has been done on using the voices of 

professors to share their feelings about teaching ME courses. The research 

questions that guided the study were: 

1. What are the feelings of DME professors about teaching DME courses? 

2. What are their challenges, likes and dislikes about teaching DME courses? 

3. How do DME courses affect them professionally and personally? 

As such, this session will share the results of a qualitative study involving six DME 

professors about their stories of teaching DME courses at their respective 

institutions. 

 

Professors’ Reflections About Teaching  
 

Diversity/Multicultural Education Courses in the Academy 

 
Within many teacher education programs, diversity and multicultural 

education (DME) courses have become required courses for graduate and 

undergraduate teacher education programs. These courses have proliferated as a 

result of changing student demographics, state certification requirements and/or 

national accreditation such as the National Council for the Accreditation for 
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Teacher Education (NCATE). In fact, 39 states require teacher education programs 

to prepare teachers to meet the needs of culturally, linguistically, ethnically, 

economically diverse (CLEED) classrooms.  Although, much has been written 

about the need for such courses, very little has been written about challenges of 

teaching these courses from an instructor’s perspective. 

Within teacher education, some assume that no difference exists between 

teaching DME courses and other foundations and methods courses. However, 

many DME professors know differently, and yet, often are silenced within the 

academy when attempting to explain the difference. These instructors soon realize 

the awesome burden of teaching these courses and, at the same time, they 

significantly are responsible for imparting their subject matter content to students, 

many of whom, for the first time in their lives, have had to discuss, confront and 

participate in discussions that challenged their belief systems about culturally, 

linguistically, economically, ethnically diverse issues.  Many anecdotes exist about 

what professors endure while teaching these courses; yet, very little research has 

been done on using the voices of professors to share their feelings about teaching 

ME courses. 

Three research questions guided the study: 

1. What are the feelings of DME professors about teaching DME courses? 

2. What are their challenges and likes in teaching DME courses? 

3. How do DME courses affect them? 

This paper will share the results of a qualitative study involving six DME professors 

regarding their stories of teaching diversity/multicultural education classes at their 
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respective institutions. 

The Study 

 Method/Data Collection/Analysis.  This case study research followed the 

interpretivist paradigm in which data were obtained from six participants. The case 

approach allows the researcher to gather detailed information from individuals with 

a particular knowledge base.  According to Stake (1994) this approach is of value 

because  it can  contribute to the refinement of the theory, highlight issues that 

warrants deeper exploration  and marks the limits of generalizablility. 

 Information was gathered through interviews and curriculum vitae. These 

interviews were conducted in a variety of places such as participants’ offices, 

homes and  professional meetings and followed-up through electronic 

communications (e-mails and telephone). Data were analyzed using the constant 

comparative method to find the three themes (Glaser & Strauss, 1967). 

Participants. The participants in this study were six university professors 

with more than 15 years of experience in teaching both graduate and 

undergraduate multicultural education courses.  Four females and two males 

participated in the study. The ethnicities of the participants were 4 African 

Americans, 1 Asian American and 1 European American. Two of the participants 

had 15 years of experience, one had 17, one had 30 and two had 35 or more years 

of experience teaching in the field of multicultural education as noted in Table 1.  

Table 1  -  Teaching Experience of Participants  

 Participant # Name Ethnicity Years of   Teaching 

1 John African American 15 
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2 Jean African American 15 

3 Jan African American 17 

4 June Asian American 25 

5 Janie European American 35 

6 James African American  37 

 

Six had formal training in ME as a part of their graduate experiences at the 

master’s or doctoral level, with two having an emphasis in multicultural education 

at the doctoral level, but studied some aspect of multicultural education during their 

graduate work. One developed a background in the issues through professional 

development.  

These professors have developed and taught multicultural graduate and 

undergraduate multicultural education courses at universities in California, Texas, 

Wisconsin, Washington, Louisiana and Illinois. They have taught at leading 

Research I institutions, Research II and teacher education institutions.  All 

participants have developed DME courses. One of the participants has developed 

and taught DME courses at two Research I institutions, two have developed and 

taught at both Research I and Research II institutions and teacher education 

institutions, one has developed and taught at a Research II institution only and one 

has developed and taught only at a teacher education institution.   

All of the participants have publications in the field of multicultural education. 

Their publications include refereed and non-refereed publications in the form of 

journal articles, books (edited and single authored), book chapters, newsletters 
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and conference proceedings. The number of publications range from 10 to over 50 

publications.  

Courses Taught. The participants have taught a variety of DME courses.  

These graduate and undergraduate courses include: 

1. Multicultural Education. and Educational. Administration 

2. Diversity Issues in Higher Education. 

3. Development of Cross-Cultural Competencies 

4. Equity Issues in Higher Education 

5. School and Community Relations 

6. Multicultural Education:  Introductory Class  

7. Multicultural Education:  Issues and Practices 

8. Foundations of Education in a Multicultural Society 

9. Special Education for Diverse Students 

10. Cultural Foundations of Education 

11. Cultural Pluralism in Agriculture 

Interest in DME Field. The participants’ interest in the field of multicultural 

education had various beginnings. For example, June’s interest began when she 

was a first grade teacher in an inner city school and saw that she had biases, while 

Jan’s interest started when she was bussed into the “White” high school and, later, 

her interest was impacted further when she became an administrator for a diversity 

service department at her institution. John, on the other hand, got interested in the 

field through his undergraduate teaching. While he was trained in cultural 

foundations, his first job in higher education was teaching an undergraduate 
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multicultural education course and a graduate cultural foundations course. He 

stated that his role as a college administrator focused him to help faculty members 

address issues of diversity.  

Jean stated that she realized that she lacked a systematic knowledge base 

about differences in her classrooms as a special education teacher. For Janet, it 

was her family that includes multiracial adopted children, who are African 

American, Vietnamese and Mexican American and that she lived and worked in 

rural and urban neighborhoods in Detroit, Michigan, and in California. Also, her 

doctoral work that focused on a cross-national study of educators’ attitudes toward 

multicultural education enhanced her interests as well. 

James became interested in the field as an agricultural teacher, but 

developed more scholarly approaches to the discipline while working with his wife 

in her field of multicultural education.  In addition, his teaching discipline focused 

on the preparation of agricultural teachers and to increase the number of diverse 

students in agricultural related classes in high school. 

Impact of Gender and Ethnicity on Course Delivery 

Gender. The participants felt that gender impacted their course delivery. 

June and Janie said that they used their mothering experiences in their courses 

and that being a mother had impacted their development as a teacher. Janie 

stated that she is a nurturer, yet she demands respect. She did not want nurture to 

be perceived that she would not provide students frank feedback. Jean looked at 

gender differently when she stated that her gender, like culture, impacts how she 

teaches. John and James believed that gender always has an impact on teaching. 
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Jan was very explicit when she described several incidents regarding how gender 

impacted her teaching. She shared how White males challenged her authority and 

how White females challenged her instructional authority. Students made 

comments that she was an angry Black female who had the audacity to demand 

that they (White students) comply with the rules.  

Ethnicity. In response to the impact of ethnicity on course delivery, all of 

the respondents noted that their ethnicity was a factor. Janie stated that students 

judged her as a White female, while June said that, as a woman of color, she used 

her life experiences to enrich the theoretical aspects of her teaching. Jan indicated 

that her ethnicity played a role in her student resistance. Jean felt that her ethnicity 

affected her philosophy and that her phenotype had a definite impact on her 

teaching. John and James concurred with others that ethnicity affected delivery. 

Student Resistance, Course Challenges and Evaluations 

Student Resistance. For many of the participants, student resistance was 

captured in two words, “student fears.” Sometimes this “fear” is equated with anger 

and students’ attitudes that say, “I will not learn from you.” This fear of the 

concepts that they are learning are baseless and unflattering that makes White 

people responsible for whatever was done to people of color rather than looking at 

the fact that Whites are where they are today because of merit. [I don’t understand 

the previous sentence.] They also felt that students had a lack of understanding of 

“White privilege” and that they had a fear of personal change.  In fact, James 

shared the story about one student making a “noose” in class and thought nothing 

about making or hanging a “noose.”  
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Challenges. Participants described challenges as dealing with student 

resistance, helping students understand White privilege and teaching students how 

to value differences.  Not only was it a challenge to assist White students, but Jan 

found it challenging to help students of color put “slavery and oppression” into 

context as they analyze their own educational and social status. For Jean, it was a 

challenge to help students “value differences.” One of Janie’s challenges was that 

students questioned her credibility as a White female teacher educator teaching 

ME courses. She found that students questioned the relevance of ME and their 

own inability to examine their own biases. June found the teaching of cultural 

competencies to her students was one of the greatest challenges. 

Course Evaluations. Opinions vary among participants. They stated that 

their evaluations have been challenging, usually quite good to open-ended and 

direct. Jean stated that she usually get good or horrible. Jan explained that the 

evaluations are good, except by those students who struggled with accepting some 

of the more “non-flattering concepts” such as racism, oppression and White 

privilege. She said that sometimes she is called racist for spending time on such 

discussion. James stated that, while his evaluations were high, in fact, one of the 

highest in the department, some of his colleagues were the lowest.  

Personal Changes and Memorable Moments  

Personal Changes. Teaching DME courses has caused professors to 

change as well. These changes ranged from deepening their commitment to 

social, economic and environmental justice to creating a desire to learn more about 

teaching DME issues. These changes have helped them become more responsive 
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to differences. Participants wanted to increase their desire to learn more about 

themselves and the subject matter and about the barriers to understand cultural 

impacts and cultural communication. 

Memorable Moments. All participants had some memorable moments 

about teaching DME courses. Jean enjoyed seeing students experience the “ah-

hah” moments that assisted them in wearing a new set of lenses. While John said 

that his moments were when students come back and describe experiences that 

they have used to assist students. June saw these moments as when students see 

their own prejudices, when new teachers begin to believe in students of color and 

saw her students reach out to students of color and their families. Janie said that 

there were so many that she could write a book. Jan always had memorable 

moments when she, like Jean, saw her students having the “light blub” moments 

when they really understand concepts such as internalized oppression. Also, she 

said that she liked it when her students of color realize the true meaning of 

internalized oppressions and how it has been perpetuated in their own lives. 

James stated that his memorable moments were hearing students say that they 

need more courses like this and that these courses should be required for all 

students 

Critical Analysis of Three Themes 

Three overarching themes emerged from the content analysis of the voices 

of these six participants. These themes were resistance, gender and ethnicity and 

their personal commitment.  

Resistance. The theme of student resistance was prevalent in many of their 
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comments even when the comments were on other issues such as gender, 

ethnicity, teaching issues such as White privilege or on student evaluation. 

Higginbotham’s (year) definition of resistance states that it is an oppositional 

behavior of an individual or group of individuals to another individual, idea, or 

action which usually occurs in an interactive environment involving power 

relationships (domination/subjugation). Embedded within the concept is the idea of 

acceptance and/or change. Resistance is manifested as active, passive, or as  

even absent. The students that were discussed by these participants were 

demonstrating oppositional behavior and that it was active, as Jan noted, and even 

passive, as Jean noted, with students saying that they liked the class but, after 

reading her class evaluations, she noted that they only pretended.  

Looking further, the participants noted what Rodriquez (1998) identifies as 

ideological resistance. This resistance refers to feelings of disbelief, 

defensiveness, guilt, and shame that European preservice teachers and inservice 

teachers experience when they are asked to confront racism and other oppressive 

social norms in class discussions. Jan captures the point when she stated that:  

White males often challenged my instructional authority or my knowledge 

base.  White females often challenged the amount and type of homework 

assignments. Some did not even want to buy the textbook! They seem to 

think that I was somehow being an overbearing, angry Black female who 

had the audacity to demand their compliance to rules with which they did 

not agree. 

Gender  and Ethnicity. Although gender was not as prevalent as 
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resistance, and the notion that two of the participants associated gender with 

mothering skills, the African American participants made more explicit comments 

about gender. In fact, Jan noted that gender was of great concern to her, 

especially when challenged by White females and males regarding her knowledge 

and her work expectancy. However, she keenly was aware that it was hard to 

make a clear distinction between gender and ethnicity as the two were linked 

together.   Huston (2005) captured the essence of Jan’s concern about gender 

when she stated that “student ratings of professors may be biased against women 

in subtle but significant ways.” Furthermore, stereotyped expectations of women 

(to be nurturing and warm) overlap very little with expectations of professors to be 

knowledgeable and competent.  

All participants believed that ethnicity impacted delivery.  Such a belief 

concurs with what others have said in the field. Yet, we question that if this is such 

an issue, then, it poses great threat to faculty. A recent review of research by 

Huston (2005) noted the research by Hamermesh  and  Parker (2005) that stated 

that they found lower ratings for final course evaluation for female minority faculty 

members, but not for male minority instructors.  Interestingly, the two African 

American male participants in this study acknowledged that they had higher 

evaluations than their female counterparts in their departments.  According to their 

study, women instructors received significantly lower course evaluations than male 

instructors (nearly one-half standard deviation lower), and faculty of color received 

lower course evaluations than White faculty.  When they looked at race and 

gender, they found that female faculty of color received lower course evaluations. 
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Both qualitative and empirical research seems to support the notion that gender 

and ethnicity can impact course ratings as this was evident by the qualitative 

findings in this study.  

Personal Feelings. From the evidence presented here, it seems that these 

professors enjoyed teaching DME courses and that they want to improve their ability 

to teach these courses. They realize that there are challenges but these challenges 

have not deterred them from changing their teachings as to not confront student 

behaviors and attitudes.  Their length of service in teaching these courses gives a 

clear message that teaching these courses requires commitment, cultural 

understanding, care and a critical consciousness. Such traits concur with the work of 

Gay (2003) and her students in their journey to become multicultural educators.   In 

the foreword of Gay’s book, she emphasized that helping students understand the 

journey is paramount to them staying in the profession. While many  young 

multicultural educators may not have the context of social issues of the 60’s and 70’s 

(the civil rights era), they must understand the social contexts and the struggles of 

preparing educators to be critical observers and participate in what Sleeter and 

Grant (1999) entitles multicultural education that is social reconstructionist.  This is 

what Jan meant when she described students being supportive of DME as students 

who have: 

…attitudes and behavior that show a willingness to explore cultural topics 

(historical and current), even if they are new and perhaps disturbing, in an 

effort to understand today’s world better and our shared places in it. 

Personal Response 
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As participant observers, in sharing our voice to this research, we concur 

with the participants in this study. Yet, we would like to reiterate the issue about 

student evaluations and make several recommendations. Since the participants in 

this study had at least 15 years of experience, and all but one is a tenured 

professor, we think that more studies should be conducted on the weight of student 

evaluations for non-tenured professors and the need for department and tenure 

review committees to understand this plight for faculty members.  

Over the past twenty years, we have seen a difference in student attitudes 

about diversity. The climate seems less tolerant in my institution; yet, when we talk 

to DME colleagues at the American Vocational Association, Minorities in 

Agriculture Natural Resources and Related Sciences (MANRRS), National 

Association for Multicultural Education (NAME), Association of Teacher Educators 

(ATE), American Educational Research Association (AERA), younger faculty 

members are concerned about how they can improve their teaching evaluations. In 

fact, one colleague was denied tenure due to low student evaluations when she 

demonstrated a quality research and publication record, won a teaching award and 

had national leadership. Such weighting of student evaluations concerns us as 

scholars in the field.  To that end, we believe that it is imperative that we have a 

national study on that issue.  

The second response is to teach young faculty members how to design their 

evaluation instrument to represent a composite score of their teaching evaluation.  

For example, redesign the evaluation with a content analysis of open-ended 

questions.  Thirdly, faculty should have peer-evaluation and develop a means to 
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inform department heads and review committee about the challenges as well as 

help them to understand student resistance. This should be done in a proactive 

manner, rather than reactive. 

Summary 

Undoubtedly, these DME professors have developed a repertoire of skills to 

continue teaching DME courses, as their longevity ranges from 15 years to 37 

years.  They realize that teaching these courses have challenges; yet, memorable 

moments provide the support and desire to continue to teach DME courses.  They 

have taught at a multiplicity of institutions and use their own personal experiences 

that are laced with the scholarship of their discipline. They are passionate about 

their teaching and want their students, as Janie says:   

“To believe that there is a reason to hope for a more just society and that 

they are a part of the solution to the dire problems that we are facings in the 

nation and world.” 

DME professors have positive feelings about teaching DME courses, and 

they accept the challenges and like teaching DME courses. They realize that these 

courses affect them personally and professionally. Yet, they continue to teach 

them and accept each course with a new set of students as challenges. 
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LGBT and Cultural Competency 

Cultural competency is the knowledge, awareness, and skills to be able to interact with 

diverse populations. It is also the teacher’s ability to be aware of his or her own cultural identity 

and biases, to gain a world view and to develop culturally responsive teaching strategies 

(Kitsantas & Talleyrand, 2005). Often, however, lesbian, gay, bisexual and transgender (LGBT) 

student issues are omitted from diversity courses in teacher preparation programs (Rofes, 2005). 

Yet, lesbian, gay, bisexual and transgender students are being denied their human rights in 

schools across the country. We, as teacher educators, must prepare future teachers with a broader 

understanding of their responsibility to provide all students with a safe and productive learning 

environment. Moreover, we believe that prospective teachers can make a positive difference in 

the lives of LGBT students by becoming socio-culturally conscious practitioners (Villegas & 

Lucas, 2002).  

The proposed workshop presentation is influenced by our recent study of dispositions and 

biases prospective teachers expressed through written, critical reflections following a 

presentation regarding LGBT issues in schools. We contend that our teacher education programs 

must include opportunities for students to explore their attitudes, dispositions and beliefs about 

other cultures in order to become more responsive to their future students’ needs (Cochran-

Smith, 2004; Freire, 1998).  

Repeatedly, studies have shown that the consequences of growing up LGBT in a 

heterosexist environment can lead to depression, isolation, school failure, truancy, drop out, 

familial breakdowns, running away, substance abuse, prostitution and suicide (Reis & Saewyc, 

1999; Russell & Joyner, 2001; Savin-Williams, 1994). Where lesbian, gay, bisexual, and 

transgender youth have reported that their school experience had been positive, they attributed 

that fact to the presence of supportive teachers (Human Rights Watch, 2001).  
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When LGBT issues are presented within a wide range of multicultural issues, education 

students generally respond positively to the argument that LGBT students have the right to an 

education without harassment and discrimination. (see Athanases & Larrabee, 2003; Walters & 

Hayes, 1998). However, the reluctance of LGBT youth to self identify often results in education 

students claiming they do not know or have close relations with LGBT people. As a result, many 

of them have misconceptions about the LGBT community and are unaware the inequitable 

treatment LGBT students receive.  

Providing basic knowledge about these issues is a critical component in any teacher 

education program that attempts to address diversity and social justice (Lipkin, 1999). We 

provide this knowledge in our diversity courses through the voices of cultural insiders, infused 

with personally and socially meaningful details, and authentic stories. In doing so, we posit that 

the resulting experience and exposure can lead students to deepen their understanding and shed 

light on the interrelated nature of oppressions (Athanases, 1996).  

 Before prospective teachers can be prepared to advocate for their LGBT students, they 

must first take time to reflect on their own biases and to examine their responses to the familial, 

religious and cultural teachings about the LGBT community they have heard (Little, 2001; 

Mathison, 1998). We engaged our students in critical, written reflection following an LGBT 

presentation given by two out gay life partners; one of whom is an assistant professor in the 

teacher education program. Villegas and Lucas (2002) suggested that engaging students in 

reflective writing can promote cultural responsiveness when students examine their knowledge, 

dispositions and assumptions about other cultures. Kitsantas and Talleyrand (2005) maintained 

that in order to gain a world view and develop culturally responsive teaching strategies teachers 

must be aware of their cultural identity and biases. Our goal was to determine what education 
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students’ reflections reveal about their knowledge of, and dispositions toward, the intersections 

of LGBT culture and schools. Our research included the following question: 

What do their reflections reveal about their expectations of how these intersections might 

impact their future teaching? 

Our workshop will provide participants with the following: 

• LGBT presentation contents which includes: terminology commonly associated 

with the LGBT community; a discussion of the implications of using preference 

or choice when discussing sexual orientation. Gay/lesbian, bisexual and 

heterosexual and intersex, transsexual and transgender identities; explanation of 

Heterosexism and homophobia; explanation of gay pride symbols, the status of 

state law and educational policy relating to LGBT people; research on the 

formation of gay identities; familial responses to one’s coming out; heightened 

risks of LGBT self-endangerment; strategies teachers could implement to create 

an inclusive environment for LGBT students.  

• Results from our research with prospective teachers enrolled in a U.S. diversity 

course. 

• Opportunities for our workshop participants to be actively engaged in a discussion 

of their own views regarding LGBT issues prior to the presentation. 

• Opportunities for participants to ask questions throughout the workshop. 

• Time for participants to share ideas relating to the role of teacher education 

programs to include LGBT issues in diversity coursework. 

 
 We contend that a challenge for teacher educators is to prepare reflective practitioners 

who can develop and practice an ethos of care with diverse student populations, inclusive of 
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LGBT youth. As evidence of the potential positive effect, Human Rights Watch (2001) notes that 

LGBT students who had mostly positive experiences in school credited supportive teachers who 

discussed and celebrated diversity in the classroom setting. Prospective teachers can make a 

significant difference in the lives of LGBT youth upon entering the classroom, provided they 

have knowledge and experience with LGBT issues gained through critical examination their own 

biases. 

 As professors teaching U.S. diversity, we find that broaching the subject of LGBT issues 

with prospective teachers is often challenging for many reasons. The topic is controversial and 

deeply complex. However, Malinowitz (1995) argued that “Leaving sexual identity out of the 

classroom is not an accident; it is an expression of institutionalized homophobia, enacted in a 

classroom not randomly but systematically, with legal and religious precedents to bolster it and 

intimidate both teachers and students” (p. 23). 

We have also found that prospective teachers often view sexual orientation as a moral 

and private issue resigned to personal relations, family, cultural or religious views and beliefs. 

This idea is often reinforced in many institutions of higher education as well as public and 

private schools. A dichotomy for future teachers exists as they struggle to do what is best for 

children, and then realize the fact that they will encounter LGBT students in their classrooms; an 

issue with which they may object on religious or moral grounds. Moreover, prospective teachers 

will most likely face homophobic remarks from peers, colleagues and other school personnel in 

their field placements and future employment, and they must also consider how they will 

respond in these instances.  
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 The following quote succinctly describes the critical need for inclusion of LGBT 

issues in our teacher preparation programs and the opportunity for prospective teachers to 

reflect critically on their role:  

 Every youth deserves to be treated with respect and to be protected from 

violations of their human rights, including to be free from discrimination, 

harassment, and violence and to be encouraged to learn and grow intellectually 

and emotionally without being asked to deny an essential component of his or her 

identity. (Human Rights Watch, 2001) 

Many of our students’ reflections supported this thinking clearly. One student 

stated, “I want to be a teacher who accepts everyone and excludes no one based on 

gender, culture, religion or sexual orientation.” Another wrote, “One of the most 

important things I will walk away with today is a mission. I want to establish a rapport 

with my students in which they will feel safe and able to approach me for a vast 

magnitude of reasons.” A different student commented, “Teachers are leaders and we 

influence the children of the world. If we want a society that is acceptable and free, it 

starts in the classroom.”  

 Our workshop attendees will be invited as active participants in learning about a 

deeply sensitive topic. They will also look through a window into our students’ critical, 

reflective thinking about their role as teachers of ALL children as well as their own 

struggles with personal dispositions, attitudes and beliefs regarding LGBT concerns. 
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Abstract 
 
Increasingly, undergraduate students across disciplines are being exposed to and taking 
an interest in courses that focus on sex, gender, and sexuality.  For this reason, many 
universities and colleges across North America have begun to enlarge course offerings in 
Arts based disciplines that focus on sex, gender, and sexuality.  Given that theory 
surrounding sex, gender, and sexuality is often abstract and dense, it can be intimidating 
for students, and especially if students cross disciplines in order to pursue their interest.   
 
This paper looks at the in class use of gender performance, particularly, female to male 
and/or male to female ‘drag,’ as a pedagogical tool that enables students to more deeply 
grasp theories and develop a critical analysis of sex, gender, and sexuality.  It examines 
how drag as a gender performance that employs embodiment and parody can bring 
critical theories of sex, gender, and sexuality to life in a deep and meaningful way, one 
which challenges students preconceived, and often essentialist, notions of what it means 
to be and experience oneself as ‘male’ or ‘female’ and ‘masculine’ or ‘feminine.’  It 
considers drag as a powerful and invaluable pedagogical tool that exposes the important 
ways in which student’s own gender and sex roles are artifice precisely because they are 
a product of socially and politically circumscribed norms.  Finally, this paper looks at the 
practical use of drag in the classroom in order to engage student interest. 



“What a Drag: Gender Performances as Pedagogy”1

By Dr. Frances Latchford 

 
Standing at the podium, Ben Stark organized his notes as his colleague introduced 

him to the class.  He was a guest lecturer and had been invited to speak on theories of 

gender in a course entitled “Concepts of the ‘Male’ and ‘Female’ in Western Culture.”  

During the introduction, Ben glanced up periodically and into the faces of some students 

who looked at him, and he smiled warmly.  He was tall and broad shouldered.  His blond 

hair was longish and dark at the roots, which gave him a sun bleached look.  Like so 

many men today, he sported a fashionable five o’clock shadow.  His jacket was black 

crushed velvet and nicely tapered in a retro style that showed off the expanse of his broad 

shoulders.  One tail of his dress shirt hung out loosely and intentionally while the other 

was tucked in.  He wore black, sawed-off cowboy boots and low slung jeans, which fit 

well, and suggested he was a man of size.  Ben’s style embodied the image of the 

“meterosexual,” at least, that was the look he was going for.  

As his colleague took her seat and the students quieted down, Ben commenced his 

lecture on gender.  He began by looking at early feminist perspectives and would end 

with the queer feminist and postmodern theories of Judith Butler.  As his lecture 

progressed and he was well into Butler’s ideas, he turned his back to the lecture hall, and 

walked toward a chair backed against the chalkboard at the front of the room.  As he did 

so, he mumbled something about the heat in the room and slowly shrugged out of his 

jacket, as well as his dress shirt, leaving on only his form fitting tee.  Turning back to the 

class nonchalantly, he continued his lecture.  Only a handful of students stopped writing 

and were now visibly staring at the ample bosom he thrust toward the class.  Some of 



them looked around the room with an expression of quiet discomfort, even alarm, to 

determine if anyone else had noticed the now contradictory body before them.  Most, 

however, continued to focus on their note-taking, not yet realizing anything was amiss.  

A number of minutes later, as though possessed by some inexplicable and certainly 

inappropriate need to adjust himself, Ben reached into his pants and with some show and 

a wide smile drew out a large pair of sweat socks, one folded into the other.  With a self-

conscious theatricality, he tossed the socks to the side of the room and exclaimed, “That’s 

much better!”  Some students gasped and began to whisper, while others still somewhat 

confused giggled and squirmed in their seats uncomfortably.  Ben now had the rapt 

attention of the class, except for a number of guys at the back of the lecture hall rendered 

impervious by their men’s magazines, computer card games, and text messages.  Ben 

continued his lecture.  He explained what Butler meant by the idea that gender and, 

ultimately, sex is realized through performativity or the ritualized reiteration of gender 

and sex norms (Butler, Bodies 10-12).  As he did so, he sat down on the desk away from 

the lectern.  Reaching into his brief case, he pulled out a tissue and raised it to his face, as 

if to blow his nose.  Instead, he began to wipe away his five o’clock shadow.  With the 

last swipe of the now grey tissue Ben noticed that even the men at the back of the class 

were staring wide-eyed at his grand transformation.  It was a woman, now, who plucked 

out a mirror from her case to confirm that she had cleaned away all of her beard.  

Looking again at the class, she re-introduced herself as Frances Latchford.   

I asked, “Are there any questions?”  I was met with a pregnant silence.  Students 

appeared to be holding their breath, waiting to see if someone else would comment on 

what they had just witnessed.  I let the silence hang in the air for some time as I did not 



want to disturb their feelings of discomfort too quickly.  Their anxiousness was now 

palpable.  “How many of you knew I was a woman during the first part of the lecture?” I 

finally said.  The hand of a male student shot up and with some bravado he blurted out, “I 

knew!”  But the woman beside him, apparently his confident, called out, “That is not 

what he said to me—he did not know!”  The class and I laughed, and he, sheepishly, but 

good humouredly, made a grimacing face that indicated he was “busted.”  The laughter 

encouraged other students to put up their hands.  A woman at the front eagerly began, “I 

didn’t know right away, but I did think something was up when your voice changed.”  

She also said that she found herself “you know, looking very hard between your legs to 

figure out if you were man or woman, but I couldn’t tell for sure, which was very 

frustrating, because I really wanted to know.”  A number of students nodded their heads 

at this, and not surprisingly they were primarily women, because only women are free to 

look directly at men’s bodies without being implicated in homosexuality.  Some of the 

male students suggested in oblique ways that they were “relieved” to discover I was a 

woman, because I appeared to be a “strange” or “weird dude.”  Probing them on what 

they meant by weird, one took the risk of saying “well, gay.”  The others carefully agreed 

with fervent nodding.  A female student said that she felt somewhat “betrayed” and 

“disappointed” to find out that I was woman, which I personally took to be a compliment.   

All kidding aside though, the class was visibly affected by Ben Stark’s transition 

from male to female during the course of the lecture.  Indeed, students’ lively discussion 

about the discomfort elicited by his theatrical metamorphosis indicated that many 

experienced an epistemological crisis of sorts.  As students described their experience, 

and articulated a range of conflicting emotions and thoughts, it was apparent that the 



lecture/performance of Butler’s ideas had undermined their trust in conventional 

assumptions about gender, sex, and even sexuality as obviously predictable, stable or 

naturally intersecting truths about a person, their mannerisms, and their body.  In effect, 

their comments and concerns, as well as the anxiety many felt as a result of the lecture, 

underline the degree to which the performance of a masculine gender, and sex, which was 

then juxtaposed against my female sex, elucidated for the student viscerally, as opposed 

to theoretically or in the abstract, the meaning of Butler’s idea that all gender is a kind of 

“drag” (Butler, Gender 137).   

Wherein does the pedagogy of drag performance lie?  How and why does drag, 

which is often treated as a form of theatre that is raucous, bawdy, fringe, and gay, have 

pedagogical relevance and merit in an Arts focused university course?  Increasingly, 

courses in sex, gender, and sexuality studies are offered in North American universities, a 

context that is populated predominantly by heterosexually identified students and in 

which ideas are typically disseminated through discourse, rather than in and through 

experience.  However, the knowledge of sex, gender and sexuality is something that most 

people live and breathe, rather than consciously think about.  Arguably, therefore, drag’s 

pedagogical merit lies in its ability to facilitate a kind of experiential education, one that 

causes students to feel the degrees to which sex, gender, and sexual identities are 

constructions, rather than natural or original truths, which challenges them to think 

critically about these truths.  It effectively causes students to feel conflicting emotions 

and, thereby, experience a crisis in knowledge about a singular person or body, because 

his/her gender and sex (to the extent that the two are conflated) alters before their eyes.  

The pedagogical value of drag performance lies in the fact that it is inherently bi-textual 



or multi-textual, and particularly with respect to meanings that inform traditional beliefs 

about sex, gender, and sexuality.  It also lies in the capacity of drag, as a theatrical genre, 

to cause in students a clash of experiences that invite them to re-examine any uncritical, 

hetero-normative assumptions they may hold.  

At its most effective, drag in the classroom can elicit an epistemological crisis in 

students, one which advances their development of a critical analysis with respect to 

traditional paradigms of sex, gender, and sexuality.  Drag gives rise to such crises in that 

it often causes students to have simultaneous and contradictory experiences and thus 

knowledges of the same performer as both male and female, masculine and feminine, 

and/or heterosexual and homosexual.  Drag can accomplish this because, 

characteristically, it is a theatrical type of sex and gender performance that is parodic. 

According to the Canadian literary theorist Linda Hutcheon, parody “is a form of 

imitation, but imitation characterized by ironic inversion, not always at the expense of the 

parodied text” (Hutcheon 6).  Parody, therefore, constitutes drag as a kind of 

performative text that is essentially “bitextual” and “trans-contextual” (Hutcheon 35).  In 

parodic texts and performances there is a “critical distance implied between the 

backgrounded text being parodied and the new incorporating work, a distance usually 

signaled by irony” (Hutcheon 32).   

The parodic nature of drag makes it a powerful pedagogical tool in courses that 

focus on sex, gender, and sexuality studies: it is a type of performance that engages 

students as easily as it lends itself to the critique of sex and gender norms.2  This is 

because parody in drag performance, as dual or multiple textuality, means that students 

can, and in a strong performance/lecture will, have two or more epistemological 



experiences that are diametrically opposed and often simultaneous.  Where drag takes 

aim at sex and gender norms, parody creates a possibility for students to experience an 

imitation of sex and gender as real or original at the same time that they experience that 

realness critically as a construction (Butler Gender 137).3   

The pedagogical possibilities of drag as sex and gender parody, however, should 

be distinguished from other types of sex and gender performance, particularly, male-to-

female or female-to-male impersonation, which is often understood as a kind of drag.  

Compared to forms of drag that employ parody and often intend to critique sex and 

gender norms, the goal of impersonation is to realize or embody a given sex and gender 

in performance.  Impersonation, when done well, convinces an audience, unfailingly, that 

the gender and sex of the performer is real within the context of the performance itself.  

As Roger Baker points out in his historical discussion of male-to-female impersonation as 

a theatrical genre,  

…the actor playing a woman is taken by the audience and by the other actors in 
the play or show as a real woman.  This does not mean that the audience and the 
players are unaware of the actor’s real gender.  It means that this knowledge is 
irrelevant to the nature of the drama being played out, or to the effect of the 
actor’s work” (Baker 14).4  
 

Compared to drag, impersonation offers very little possibility as pedagogy.  It creates a 

singular and conflated experience of sex and gender, one which is expressly designed to 

re-inscribe the normative social, political, and cultural relations between each as a natural 

reality.  In impersonation, the measure of success is the performer’s ability to make an 

audience suspend disbelief and, thereby, avoid the experience of discordant meanings 

concerning the performer’s sex and gender throughout the performance.  It intends to 



make the audience accept the sex and gender of the character as real, while in drag the 

comfort of this fiction is refused.   

Conversely, drag, although it can be more or less successful depending on the 

content of the performance, necessarily causes a crisis in knowledge because its parodic 

nature throws the audience into the precarious position of simultaneously experiencing 

and, thus, knowing the sex and gender of the performer to be as ‘real’ as it is ‘false.’  It is 

this accomplishment that makes drag particularly interesting as a pedagogical strategy 

that can be used in the classroom: it focuses students’ attention on the constructedness of 

sex and gender, as well as on normative sexual relations.  

Drag, as well as its possibility as pedagogy, however, does include the use of 

some elements of impersonation, because both genres of sex and gender performance 

enlist the use of embodiment.  Here, embodiment refers to performances in which a 

performer physically and phenomenally inhabits an apparently original or natural sex and 

gender; his or her performance not only conforms to cultural norms, but is experienced 

by the audience as doing so.  For example, to say that Jane embodies masculinity means 

that in performance and for the audience she inhabits the normative meaning of 

masculinity, even if it is counter-normative for a female to do so.  Embodiment is the 

ontological ethos of male or female impersonators who achieve a sense of reality by 

adopting gender and sex norms on-stage: they literally appear to be male or female.  The 

role of embodiment in drag, however, is different.  When real sex and gender norms are 

momentarily inhabited in a drag performance, they force the audience to experience these 

norms as essentially fleeting and fragmentary.  This experience can manifest as 

identification with, or desire for, the performer as a real man or woman; these states, 



however, are also interrupted repeatedly through the parody of these norms.  This effect 

was in evidence amongst the students I discussed earlier.  During the lecture, the range of 

feelings they experienced—anxiety, frustration, relief, and disappointment—turned on 

the students’ experience of Ben Stark’s male sex and masculine gender being both 

embodied or real and mutable or false.  

Embodiment of some kind, therefore, is crucial to drag’s possibility as a 

pedagogical strategy that critiques dominant norms surrounding sex and gender.  It serves 

up to the class an apparently real or natural sex and gender as the background text or 

knowledge that will become subject to parodic critique.  When the drag performer’s 

embodied sex and gender, which students initially know to be real, is parodied, students 

become alienated from hetero-normative sex and gender roles because what appeared to 

be real is now revealed to be a performance.  The experience of the embodiment of sex 

and gender as disjunctive can cause students to viscerally foreground sex and gender as 

constructions, which can further illuminate the ways in which their personal experience 

and knowledge of sex and gender is uncritical.  The role of embodiment in drag is such 

that it can force students to re-examine what is assumed to be true about the meaning of 

sex and gender signs or stereotypes.  Where drag effectively subverts signs and 

stereotypes about sex and gender, therefore, embodiment functions as the necessary 

straight man who is forced to take himself much less seriously because he is the repeated 

victim of parody’s rowdy, ironic hijinks.   

With respect to Arts based courses that focus on sex, gender, and sexuality, drag’s 

pedagogical possibilities lie in the ability of a drag performance to make students 

experience, deeply, the ways in which the reality of a given norm is inherently 



momentary and constructed, rather than original and fixed.  Of course, not all professors 

who teach such courses are prepared to perform drag for their students, but I would 

remind you that all teaching is a performance and all gender is a form of drag.  Drag, 

therefore, is not necessarily and completely removed from what many of us already 

perform in our classrooms.  In other words, you might not find it that hard to do if you 

were up for the fun and challenge of it.  However, there are also other ways in which drag 

can be incorporated into the classroom.  For instance, there are a wide range of films that 

employ drag or take the subject of drag as their focus, which can cause students to 

experience a number of the responses and epistemological effects I have discussed.  The 

Rocky Horror Picture Show, Paris is Burning, and Priscilla, Queen of the Desert are 

obvious examples that will readily intrigue and challenge students’ assumptions about 

sex, gender, and sexuality.  Drag performance artists can also be invited into the 

classroom to perform live.  Some performers will even be open to crafting a performance 

that speaks to the main goals and themes of a course.  Ultimately, as long as a film or live 

performance achieves moments in which sex and gender norms are both embodied and 

parodied, the implementation of drag as a pedagogical strategy will provoke students to 

have discordant experiences that encourage them to think more critically about these 

norms.   
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1 A portion of this conference paper will be published in an upcoming book on queer performance (entitled, 
Queer Theatre in Canada.  Ed. Rosalind Kerr. Toronto: Playwrights Canada Press, 2007) in the form of a 
differently focused essay that discusses the history and politics of ‘drag king’ performances in Toronto. 
2 This does not mean that a given parody, just because it is parody, will be subversive.  The success or 
failure of parody in subverting the status quo ultimately depends on the content of the dual texts.  As Chuck 
Klienhans suggests, “there are those who use parody as a means of control and domination.  Some maintain 
their political, economic, and social positions by creating and sustaining parody in the discourses of 
journalism, advertising, propaganda, and political rhetoric” and, obviously, the same can be said of the 
theatre, or even drag, depending on the political agenda of a given playwright or performance;” See 
Klienhans 197.  
3 If Judith Butler is right, and the meaning of sex is constructed as the ‘natural’ foundation upon which the 
meaning of gender as a ‘construction’ is realized, then drag also has implications for the subversion of sex; 
See Butler, Bodies 1-2. 
4 Baker observes that the highly “disciplined and antique art” of female impersonation “disappeared from 
the English stage in the late seventeenth century when actresses were finally accepted on the boards;” See 
Baker 15. 
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This study examines the differences in the self-reported use of reading
strategies by Taiwanese non-English major EFL college freshmen when reading
English expository texts.

Participants in this study were comprised of 163 EFL college students, who
completed a survey aimed at discerning the reading strategies used when coping
with academic reading tasks. The research instrument in this study— The Survey
of Reading Strategies (SORS), was designed to collect data regarding the
independent and the dependent variables, with a view towards further
understanding EFL students’ strategies awareness, and their applications in the 
real class setting. The SORS, written in Chinese, utilized as a tool for measuring
participants’ awareness and use of reading strategies while reading academic or 
school-related materials.

Results of the study revealed that reading proficiency influenced the use of
specific metacognitive strategies within the three categories: global, problem
solving, and support reading strategies. Participants with greater language
proficiency were consistent in the amount and types of strategies used; they
showed comparable degrees of higher reported usage for metacognitive reading
strategies than did students with lower reading ability.

ecently, a great deal of research in the field of EFL reading has focused on a
learner’s reading behaviors and the strategies employed before, during, and
after reading; researchers believe these reading processes can be studied more

thoroughly through the metacognitive perspective.
Research findings have indicated that reading strategies, in particular, are important

to students’ comprehension, not only in the improvement of reading comprehension, but
also in differentiating levels of comprehension (Kletzien, 1993; Dole, Brown, & Trathen,
1996). Research revealed that L2 students can benefit from learning strategies that will
facilitate assessing coherence(implicit connections) as well as cohesion factors (explicitly
stated connections) (Swaffer, 1988. p.127). This study investigated the self-reported
metacognitive reading strategies employed by Taiwanese EFL college non-English-major
freshmen to determine if the level of English reading proficiency would affect their

R

2007 HICE Proceedings 
Page 3406



2

selection of metacognitive reading strategies, including global, problem solving, and
support strategies. Thus, an examination of the metacognitive reading strategies these
students employed can show the Taiwanese EFL instructor the prospective of their
students regarding metacognitive strategies during reading; it is hoped that the findings
can also guide curriculum design in college EFL reading classes Taiwanese.

Metacognition

Metacognition is concerned with the organization, manipulation, and monitoring of
cognitive activity before, during, and after reading. It also promotes understanding,
knowing, and control over the cognitive processes that are involved in planning, thinking,
monitoring and evaluating of the comprehension processes. Piggs and Gil-Garcia (2001)
stated that metacognition “is being aware of and having control over one’s own thought 
processes—knowing when, how and why to use the skills and knowledge that one
possesses” (p.21).

Gil, Osiecki, and Juarez quoted Hype and Bizar (2001) who defined metacognition
as “a process where the individual carefully considers thought in problem solving 
situations through the strategies of self-planning, self-monitoring, self-regulating,
self-questioning, self-reflecting, or self-reviewing” (p.1).

Metacognition is essential for many cognitive tasks; skilled readers use this
knowledge to choose the most efficient strategies for problem solving. Readers with
metacognitive knowledge can simultaneously concentrate on the text and on their reading
processes, checking if their reading is resulting in understanding and knowing how to
deal with comprehension difficulties (Nathan, 2000; Paris & Winograd, 1990; Raphael &
Pearson, 1985).

Method
Participants

Participants in this study (N=163)were drawn from the pool of all Taiwanese
college non-English major freshmen enrolled in a "College Freshmen English Reading"
class during the second semester of the 2006 academic year at a public college in the
central part of Taiwan. Participants were randomly selected from twenty-four classes—
four classes of students from four sets of six classrooms representing four levels of
English proficiency, as based ontheir English test scores on the Taiwanese “Joint College 
Entrance Examination”. Participants were 18 to 19 years old, and had received formal
EFL language instruction for a minimum of six years: three years each in junior high
school and senior high school.
Instrumentation

The Survey of Reading Strategies (SORS). The data were collected through the
Survey of Reading Strategies (SORS). The SORS is a more recent version of the
Metacognitive Awareness of Reading Strategies Inventory (MARSI) originally developed

2007 HICE Proceedings 
Page 3407



3

by Mokhtari & Reichard (2002) to measure adolescent and adult ESL students’ 
metacognitive awareness and perceived use of reading strategies while reading academic
or school-related materials. The SORS has 30 items, each of which uses a five-point
Likert-type scale ranging from 1 (never) to 5 (always), see Appendix A.

The SORS measures the degree to which a student is aware of the processes
involved in comprehending written material, according to his perspective. Because the
participants were Taiwanese EFL learners with limited English proficiency, they might
have misinterpreted the SORS items if they were written in English; therefore, the SORS
was translated from English into Chinese. The SORS measures three broad categories of
reading strategies.
● Global Reading Strategies (GLOB) are those regarded as generalized strategies,
including: having a purpose in mind for reading, previewing text content, predicting the
topic of the text, or using typographical aids, tables and figures (13 items).
● Problem Solving Strategies (PROB) are localized strategies, which are focused on
thinking processes related to problem-solving or repair strategies used when problems
occurred during the textual process. Strategies include: adjusting one’s speed of reading
when the material is difficult or easy, guessing the meaning of unknown words, and
rereading the text for better understanding (8 items).
● Support Strategies (SUP) are basic supportive mechanisms aimed at aiding the reader
in comprehending the text, including such strategies as using a dictionary, taking notes,
or underlining or highlighting the text in order to better comprehend it (9 items).

The reported reliability coefficients (as determined by Cronbach's Alpha) for the
three subscales were: Global Reading Strategies (0.92), Problem Solving Strategies
(0.79), and Support Strategies (0.87). The reliability for the overall scale was 0.93,
indicating that the SORS is a reasonably dependable measure of students’ metacognitive 
awareness of reading strategies. Table 1 identifies the items within each SORS category.

Table 1
Three SORS Categories of Reading Strategies
Category Item No.

Global Reading Strategies (13 items) 1,3,4,6,8,12,15,17,20,21,23,24,27
Problem Solving Strategies (8 items)
Support Strategies (9 items)

7,9,11,14,16,19,25,28
2,5,10,13,18,22,26,29,30

Because the participants were Taiwanese EFL learners with limited English
proficiency, they might have misinterpreted the SORS items if they were written in
English. The SORS was translated into Chinese by the researcher.
Data collection
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The study required one session to gather the data. Participants took part in this study
during their regularly-scheduled class periods. Four college teachers at a public college in
the central part of Taiwan distributed packets to each participant containing a copy of the
Survey of Reading Strategies (SORS). Participants were asked to read each of the SORS
statements and circle the number indicating the frequency with which they used each
strategy while reading academic or school-related materials.
Data Analysis

The data analyses were conducted using descriptive and inferential statistics,
including a Factorial Multivariate Analysis of Variance (MANOVA), and an Analyses of
Variance (ANOVA). The Statistical Package for the Social Sciences, Version 13.0 (SPSS
13.0, 2005) was employed to run the data. The independent variables were level of
English reading proficiency—high, above average, average, and low based upon the
participants’ English scores on the Joint College Entrance Examination (JCEE, in 2005),
Thedependent variables were the students’ self-reported use of four categories of
metacognitive reading strategies -- global, problem solving, support, and overall
strategies. MANOVA and ANOVA were used to determine if there were any significant
differences in the use of specific metacognitive reading strategies within each of the four
English reading proficiency groups.

Results
MANOVA results indicated that the reading strategies reported being used by the

four reading groups were significantly different (Wilks’= .846, F (9, 778) = 6.157, P
= .00). This means that the different levels of reading proficiency groups were
significantly different overall (Tables 2, 3).

Table 2
Global, Problem, and Support Metacognitive Reading Strategies Used by Four English
Groups
Effect Wilk’s Lambda

Value
F df Error df P

Intercept

Group

.023

.846

4518.397

6.157

3.000

9.000

320

778.947

.000

.000
Note. Group = Four levels of English reading proficiency

An analysis of variance (ANOVA, Stevens, 1992) tested the relationships between
the groups on each dependent variable, metacognitive reading strategies, and the
independent variable of English reading level. The multivariate 2 was used to explain
effect size (see Table 3). The values of the participants’self-reported strategy responses
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on global, problem solving, support, and overall strategies were significant, F (1, 322 ) =
10.948, P = .00, 2 (eta squared) = .093, F (3, 322 ) = 5.646, P = .00, 2 = .050, F (3,
322 ) = 14.966, P = .00, 2 = .122, F (3, 322 ) = 12.098, P = .00, 2 =.101,
respectively .According to Cohen and Cohen (1975), the criterion for interpreting 2 is
that < .06 is small, 2≦.06 to .15 is medium, and 2 > .15 is large.

Table 3
ANOVA Tests of the Effects of the Global, Problem, Support, and Overall Strategies Used
by the Four English Groups
Source Dependent

Variable
SS df MS F P 2

Group global
problem
support
overall

9.195
6.644

12.626
9.135

3
3
3
3

3.065
2.215
4.209
3.045

10.948
5.646
4.966

12.098

.000

.001

.000

.000

.903

.050

.122

.101
Note. Group = Four levels of English reading proficiency

The SORS Survey Responses
Table 4 indicated that the mean values for global, problem solving, and support

metacognitive reading strategies by Four Groups Varying in Level of English Proficiency.

Table 4

Means and Standard Deviations for Metacognitive Reading Strategies Reported Used by
Four Groups Varying in Level of English Proficiency for Overall Global, Problem
Solving, and Support Reading Strategies

Strategies M SD

Global Reading Strategies
Problem Solving Strategies

3.25
3.30

.55

.64
Support Reading Strategies
Overall Reading Strategies

3.09
3.21

.56

.52

Discussion
Reading proficiency significantly influenced the use of metacognitive strategies,

including global reading strategies (GRS), problem-solving strategies (PSS), and support
reading strategies (SRS) when English expository texts were read. An examination of
participants’self-reported use of strategies found that there was a preference for PSS (M
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= 3.30), followed by GRS, and SRS (M = 3.25 and M = 3.09). The mean differences
among types of reading strategies were significantly different (global < .000,
problem< .001, support < .000, and overall< .000).
The Frequency of Metacognitive Reading Strategies Use

With respect to the preferences by levels of English proficiency for the three SORS
categories or subscales, Group A reported three types of metacognitive reading strategies
among their top choices (global, problem solving, and support reading strategies). Groups
B and C, however, listed only GRS among their top choices, while Group D reported
using GRS and PSS for their top choices (Tables 5, 6).

As seen in Tables 5 and 6, Groups A, and B all listed “using background knowledge” 
(Global 2), as their number 1 strategy, while Group C listed “using text features” (Global 
7) as their top strategy and “using background knowledge” (Global 2) as their number 2 
strategy. Group D listed “guessing meaning of unknown words (Problem Solving 8) as 
their top strategy and “using background knowledge” (Global 2) as their number 2 
strategy. To sum up, Groups B, C and D indicated the use of similar forms of the
most-used metacognitive reading strategies, whereas, for the least-used metacognitive
reading strategies, Groups A, C and D employed a similar set of strategies.

As seen in Table 7, participants in all four groups listed“noting text characteristics” 
(Global 5), and “reading aloud for better understanding” (Support 2) as their least used 
strategies. In addition, all four groups listed “using background knowledge” (Global 2) as 
the most commonly used strategy. Although GRS was the second most frequently
reported type of strategy used by all four groups, among the top five strategies listed most
of the strategies fell into the global category, followed by problem-solving strategies,
with support reading strategies being the least employed. The global strategies draw upon
three major language components: (1) content schema, or topical knowledge, (2) formal
schema, or discourse structure, and (3) linguistic schema, or the specific elements of a
language. These schemata were apparently more helpful to the participants, foreign
language learners, for decoding and comprehending the English texts.
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Table 5

Self-Reported Use of the Most-Used and Least-Used Metacognitive Reading Strategies by
Groups A and B

Group A (High Proficiency) Group B (Above Average Proficiency)

Category Strategy Category Strategy

Top 5
1 Using background knowledge

(Global 2)
2 Thinking in both languages

(Support 9)
3 Predicting or guessing text

meaning(Global 12)
4 Guessing meaning of

unknown words (Problem
Solving 8)

5 Translating from English into
my native language (Support 8)

Bottom 5
1 Pausing and thinking

about reading (Problem
Solving 5)

2 Analyzing and evaluating the
text (Global 10)

3 Checking how text content
fits purpose (Global 4)

4 Noting text characteristics
(Global 5)

5 Reading aloud for better
understanding(Support 2)

Top 5
Using Background knowledge
(Global 2)
Predicting or guessing text meaning
(Global 12)
Using typographical aids
(Global 9)
Using text features(e.g. tables)
(Global 7)

Using context clues(Global 8)

Bottom 5
Determining what to read closely
(Global 6)

Checking how text content fits purpose
(Global 4)
Paraphrasing for better understanding
(Support 5)
Noting text characteristics
(Global 5)
Reading aloud for better understanding
(Support 2)
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Table 6

Self-Reported Use of the Most-Used and Least-Used Metacognitive Reading Strategies by
Groups C and D

Group C (Average Proficiency) Group D (Low Proficiency)

Category Strategy Category Strategy

Top 5
1. Using text features(Global 7)
2 Using background knowledge

(Global 2)
3 Using context clues(Global 8)
4 Using typographical aids

(Global 9)
5 Predicting or guessing text

Meaning (Global 12)
Bottom 5
1. Noting text characteristics

(Global 5)
2. Taking notes when reading

(Support 1)
3 Asking myself questions (Support 7)
4 Analyzing and evaluating the

text(Global 10)
5 Reading aloud for better

understanding(Support 2)

Top 5
Guessing meaning of unknown words
(Problem Solving 8)
Using background knowledge
(Global 2)
Using typographical aids (Global 9)
Using text features(e.g. tables)
(Global 7)
Using context clues(Global 8)
Bottom 5
Paraphrasing for better understanding
(Support 5)
Analyzing and evaluating the text
(Global 10)
Asking myself questions (Support 7)
Noting text characteristics
(Global 5)
Reading aloud for better understanding
(Support 2)
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Table 7

Self-Reported Student Use of Metacognitive Reading Strategies Across English
Proficiency Groups A, B, C, and D

Most frequently Used Strategies Groups
 Using background knowledge (Global 2)
 Predicting or guessing text meaning (Global 12)
 Using text features(e.g. tables) (Global 7)
 Using context clues (Global 8)
 Using typographical aids (Global 9)

A
A

B
B
B
B
B

C D
DC

C D
C D
C D

Least frequently Used Strategies Groups
 Reading aloud for better understanding (Support 2)
 Noting text characteristics (Global 5)
 Analyzing and evaluating the text (Global 10)
 Checking how text content fits purpose (Global 4)
 Asking myself questions (Support 7)

A
A
A
A

B
B

B

C D
C D
C D

C D

It was not surprising that participants tended to rely more on problem-solving
reading strategies than on global or support strategies. As F/SL readers still learning
English, they tended to focus on the lexical and syntactic features of a passage (e.g.,
text-based information, word decoding, grammatical structures). They employed
strategies such as“guessing meaning of unknown words”(Problem solving 8), and
“predicting or guessing text meaning”(Global 12). All four groups listed“using
background knowledge”(Global 2) as their most commonly used strategy, support
strategies were the least frequently used (M = 3.09); within SRS, the least frequently used
were:“reading aloud for betterunderstanding” (Support 2),“paraphrasing for better
understanding” (Support 5), and“taking notes when reading”(Support 1). There are
several possible reasons for the infrequent use of these support-reading strategies: these
F/SL readers may have been unfamiliar with or paid little attention to such features
because in Taiwan the focus of English education is to prepare the students to pass high
stakes tests in English. Strategies like reading aloud to promote comprehension,
paraphrasing the text, or note taking are not seen as linked to achieving good test scores
that typically involve completing sentences by inserting a missing word (cloze tests) or
completing objective test items about various grammatical features of English and text
comprehension. Consequently, instruction on metacognitive reading strategies—the
self-checking and self-monitoring of understanding, is not a primary instructional focus.

The participants in Group A listed among their top five strategies drawing upon their
knowledge of Chinese to help them understand both English texts. They translated text
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ideas back into Chinese, their native language, as a way of better understanding the text
content. They also reported thinking in both English and in Chinese, a strategy that the
participants in Groups B, C, and D also used, but did not include among their top five
choices. Looking at the mean values for these two support strategies across English
proficiency levels reinforced the conclusion that participants in Groups A and B were
similar, but different from participants in Groups C and D who tended to use all the
metacognitive strategies to a lesser extent. When it comes to reading English, apparently
the more proficient readers, perhaps because of their level of comfort with English, were
able to shift between both languages without losing their train of thought (Table 8).

Table 8
Means, Standard Deviations of the Self-Reported Metacognitive Support Reading
Strategy Used by Groups A, B, C and D on Items 8 and 9

Category Strategy
A B

M SD M SD
C D

M SD M SD
SUP8 Translating from

English into
Chinese

SUP9 Thinking in both
Language

3.63 .868 3.51 .908

3.67 .994 3.59 .859

.19 1.047 3.06 .986

3.19 .857 3.09 .919

SUP = Support Reading Strategy

For the most part, these four groups employed a moderate overall use of reading
strategies, Generally speaking, participants with a higher level of English proficiency
were more actively engaged when reading, while less-experienced and unskilled readers
were text-bound and not particularly strategic (Paris et al.,1990). Apparently, these
readers’metacognitive strategies were closely associated with their F/SL level of
proficiency in the target language (Carrell, 1989; Pereira-Laird & Deane, 1997; Mokhtari,
2000; Taraban, Rynearson, & Kerr, 2000; Sheorey, & Mokhtari, 2001). Thus, Hypothesis
stated; that there were no significant differences between the levels of English
proficiency of Taiwanese EFL college freshmen and their metacognitive strategies used
when reading English expository texts, was rejected.
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Appendix A

SURVEY OF READING STRATEGIES (SORS)

The purpose of this survey is to collect information about the various techniques you use
when you read academic materials in English (e.g., reading textbooks for homework or
examinations; reading journal articles, etc.). All the items below refer to your reading of
college-related academic materials. Each statement is followed by five numbers, 1,2,3,4,
and 5, and each number means the following:

‘1’means that‘1 never or almost never do this’
‘2’means that‘I do this only occasionally’

3’means that‘I sometimes do this’(About 50% of the time.)
4’means that‘I usually do this’
5’means that‘I always or almost always do this’

After reading each statement, circle the number (I, 2, 3, 4, or 5) which applies to you.
Note that there is no right or wrong responses to any of the items on this survey.

Category Statement Never Always

GLOB
SUP

GLOB

GLOB

SUP

GLOB

1. I have a purpose in mind when I read.
2. I take notes while reading to help me understand

what I read.
3. I think about what I know to help me understand

what I read.
4. I take an overall view of the text to see what it is

about before reading it.
5. When text becomes difficult, I read aloud to help me

understand what I read.
6. I think about whether the content of the text fits

my reading purpose.

1 2 3 4 5
1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

PROB

GLOB

PROB
SUP

PROB

7. I read slowly and carefully to make sure I understand
what I’m reading.

8. I review the text first by noting its features like
length and organization.

9. I try to get back on track when I lose concentration.
10. I underline or circle information in the text to help me

remember it.
11. I adjust my reading speed according to whatI’m 

reading.

1 2 3 4 5

1 1 2 3 4 5

1 2 3 4 5
1 2 3 4 5

1 2 3 4 5
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GLOB

SUP

PROB

GLOB

PROB

GLOB

SUP

PROB

GLOB

GLOB

SUP

GLOB

GLOB

PROB

SUP

GLOB

PROB

SUP

SUP

12. When reading, I decide what to read closely and
what to ignore.

13. I use reference materials (e.g., a dictionary) to help me
understand what I read.

14. When text becomes difficult, I pay closer attention to
what I’m reading.

15. I used tables, figures and pictures in text to increase
my understanding.

16. I stop from time to time and think aboutwhat I’m 
reading.

17. I use context clues to help me better understand
what I am reading.

18. I paraphrase (restate ideas in my own words) to better
understand what I read.

19. I try to picture or visualize information to help
remember what I read.

20. I use typographical features like bold face and italics
to identify key information.

21. I critically analyze and evaluate the information
presented in the text.

22. I go back and forth in the text to find relationships
among ideas in it.

23. I check my understanding when I come across new
information.

24. I try to guess what the content of the text is about
when I read.

25. When text becomes difficult, I reread to increase my
understanding.

26. I ask myself questions I like to have answered in the
text.

27. I check to see if my guesses about the text are
right or wrong.

28. When I read, I guess the meaning of unknown words
or phrases.

29. When reading, I translate from English into my native
languages.

30. When reading, I think about information in both
English and my mother tongues.

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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Abstract 

Literature concerned with science conceptions research and field investigations 

were used to probe alternative conceptions of primary school pupils. Theoretical 

studies from the literature have shown that there are many emphases for the physical 

meaning and the effects drawn by philosophers of science leading to the formation of 

new paradigms concerning science conceptions research.  Our focus on primary 

school pupils' alternative conceptions pertaining to batteries was divided into six 

phases: 1. Analyse the context regarding batteries present in primary school; 2. 

Summarise propositional statements and develop a target concept map on batteries; 3. 

Edit protocols for interviews; 4. Collect and analyse pupils' alternative conceptions 

concerning to  batteries (ACCB); 5. Use the results from phases 1 through 4 to 

construct a two-tier diagnostic instrument; 6. Submit our instrument with others to 

carry out tests in a National Science Learning Study (NSLS).  Interview results from 

21 primary school pupils show that the characteristics of their ACCB can be 

categorized into several conceptual models related to our languages, learning 

processes, and public media.  From the NSLS, two-tier data depict the ACCB of the 

students in Taiwan.  Many of them are significantly related to our language and daily 

life.  ACCB in this research can be categorized as either content free (CF) or content 

specific (CS).  Conception models (CM) based on CF and CS are presented according 

to the properties of the ACCB.  Our joint venture on concept formation research has 

been affected by the four temporal paradigms formed at certain prominent historical 

landmarks in science conceptions research.  Our data also show a degree of general 

similarity with existing literature on science conceptions research. 
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Abstract: 
 

The present study investigated antecedents of trust toward leaders in Korean culture, 
and explored their factor structure and important factors which contributes to the 
perceptions of employees’ perceptions of trust. In addition, this study explored the 
relationship between trust antecedents and organizational outcome variables such as 
support for supervisor, job satisfaction, job performance, creativity, OCB, and 
organizational commitment. In-depth interview was used as a preliminary study on 
collection of trust statements with 45 white-collar workers from 3 large companies. Two 
hundred and four statements were edited and sorted, and 119 items were finally 
developed. A survey was conducted with 728 white-collar workers from 36 large 
organizations. Results identified antecedents of trust which are rather unique in Korean 
culture, e.g., interpersonal warmness, we-feeling, encouragement, taking the lead, and 
consideration. Relationship-oriented factors are contributing mostly to the perceptions 
of employees’ perceptions of trust, which reflects the collectivistic characteristic of  
Korean culture. 
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            ABSTRACT 
 
“Seek first to understand, then to be understood.” (Stephen Covey). Communication is a 
vital component of all relationships. Adolescence is a time of confusion and conflict. 
Conflicts are usually the result of communication breakdown. One of the most important 
skills an adolescent must develop and master is the art of communication and conflict 
resolution. Learning to communicate effectively with peers and adults is essential to 
adolescents’ emotional development and potential future success.  Educating teens on the 
“how to’s” of effective communication and conflict resolution can also help them to 
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create a solid foundation for future relationships, both personal and professional. “The 
Art of Adolescent Communication - Teaching Teens Healthy Ways to Communicate, 
Relate, and Resolve Conflicts through a Group Module Format” presents an innovative 
approach to teaching adolescents communication and conflict resolution skills through 
the use of a 6-Week Lesson Plan structured Group Module. The value of teaching social 
skills through Modules will be discussed, with a focus on communication and conflict 
resolution. In addition, highlights from the 6-week Module and how it can effectively be 
implemented by educators and counselors to encourage and motivate adolescents to build 
communication skills will be presented. The workshop will outline creative and “hands 
on” applications for teaching adolescents communication skills and will allow for 
participants to experience first hand the effects the Group Module approach to teaching 
communication and conflict resolution can have on individuals. 
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The Receptive – Expressive Foreign Language Disorders of Tourism Students In Divine Word 
College of Calapan, Philippines, were analyzed.  Data were obtained from two foreign language 
classes (French) in the Tourism Department in school year 2004-2005 which consisted of 50 
students.  The data reveal that 30% had slight difficulty reading the language but fluent in 
conversation and had a near-native accent.  Thirty-five (35%) percent could speak correctly but 
with an accent that is not close to that of a native speaker.  Fifteen (15%) percent had problem in 
vocabulary and in recalling words, while twenty (20%) percent had difficulty in using correct 
tenses. 
 
 The foregoing findings prompted the professor to adapt approaches which were based 
from the work of Gainschow and Sparks (1995).  These approaches are categorized into: 
 

1. The Phonological Deficits Approach.  This approach springs from the notion that most 
students having difficulty in acquiring a foreign language have phonological deficits in 
their native (first) language.  Consequently, the following guidelines were followed in 
this research: 

  
• Teach the sound system of the foreign language explicitly.  In this system sounds 

are presented in a highly structured fashion, accompanied by considerable visual, 
kinesthetic, and tactile practice and input.  Studies using this method showed 
phonological skills in one language had improved their phonological awareness in 
English as well. 

 
• Teach the fundamentals of phonology in the student’s native language before 

beginning instruction in the foreign language.  This step helps to address the 
students native language deficits, which was already noted as necessary for 
success in acquiring the foreign language.  Here students are taught to recognize 
phonemes, to read words efficiently, and to apply the sounds to the written 
language.  They are learning the sounds and components of language structure 
and how these sounds and components are manipulated for meaning. 

 
• Apply the fundamentals of phonology to the foreign language.  In this step, the 

sounds and components of the foreign language are identified.  The students can 
then transfer the knowledge they have about phonology from their first language 
to the second language. 

 
2. The Course Adaptation Approach.  Essentially, this approach adapts the foreign language 

courses to conform to those principles of instruction suitable for students with learning 
problems.  It can be done in two ways: 

 
• Changing the Instructional Strategies.  Teachers in these courses reduce the 

syllabus to the essential components, slow the pace of instruction, reduce the 
vocabulary demand, provide constant review and practice, and incorporate as 
many multisensory activities as possible. 
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• Designing Courses to Address Specific Deficits.  Courses can be adapted to 
respond to the specific requests of the foreign language students who are having 
difficulties in their classes.  For example, one course might be designed for 
students who are strong in listening and speaking skills but weak in reading and 
writing, while another course might be more appropriate for students whose skills 
are in the reverse order.  For either of these approaches to work effectively, 
students need to undergo a realistic assessment of their language learning 
problems.  It is important to ensure that the learning environment is consistent 
with students’ needs.  Reasonable accommodations need to be made. 

 
The foreign language professor of the tourism students in Divine Word College of 

Calapan, Philippines, adapted some strategies based on the foregoing approaches.  The professor 
reduced the syllabus to the essential components, slowed the pace of instruction, reduced the 
vocabulary demand, provided constant review and practice, and incorporated multisensory 
activities like role playing, describing a tourist spot, and tour guiding. 

 
 One course was designed for students who had slight difficulty reading the language but 
fluent in conversation and had a near-native accent, while another course was designed for 
students who could speak correctly but with an accent that is not close to that of a native speaker.  
Another course was designed for students who had problem in vocabulary and in recalling words 
and those with difficulty using correct tenses.* 
 
 A formative assessment of students’ performance in the third grading period reveals a 
significant improvement in their reception and expression of the foreign language. 
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African American Male Teacher Candidates 2 

Abstract 

Alarmingly, African American male teachers constitute only 1% of the K-12 teaching 

force and approximately 2% of those enrolled in the 1,300 teacher preparation programs 

across the United States. In this article, the researchers provide a new framework to 

recruit African American males into teacher education programs in a similar fashion as 

they are recruited to play major collegiate sports. The framework presented challenges 

teacher education programs to become more active in recruiting African American males 

into the teaching profession.  
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Recruiting African American Male Teacher Candidates Using an Athletic Model: 

Strategies for Diversifying the Teacher Workforce 

 Why are African American male teachers not greatly represented in America’s K-

12 classrooms? Why is it that many teacher education programs have not been successful 

and more aggressive in recruiting African American males into teacher preparation 

programs? How have major colleges/universities been very successful in recruiting 

African American males to play sports (e.g., football and basketball) but the field of 

education can not recruit African American males into teacher preparation programs? 

Finally, why is it that school districts across the country  desperately need African 

American male teachers report they are unsuccessful in finding African American male 

teacher applicants? The questions posed above are some of the top dilemmas facing the 

field of education, especially in the area of teacher diversity. The critical shortage of 

minority male teachers, particularly African American male teachers is a dilemma that 

the education profession has struggled to solve but will need to solve quickly if minority 

students are to be successful in U.S. schools. 

 The call for African American males in teaching is due to the fact that in basically 

every geographic region of the country; in urban, suburban and rural districts; and in 

public and private schools; Schools, Colleges and Departments of Education (SCDE’s), 

African American male teachers or African American male teacher candidates are 

basically non-existent (American Association for Colleges of Teacher Education 

(AACTE), 1999). Consequently, when we examine the make-up of university athletic 

departments in these same regions, the literature reports that African American males are 

the largest percentage of athletes on campus in the high-profile “revenue-producing” 
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sports of football and basketball (Lapchick, 2005). Further, the search for African 

American male teachers is joined with the justification that African Americans and other 

students of color need role models in order to raise their academic achievement levels in 

the K-12 classroom. Limited research suggests that teacher diversity is of great benefit to 

all students, particularly minority students (National Collaborative on Diversity in the 

Teaching Force, 2004). According to the Education Commission of the States (ECS) 

(2003), “it is important for students of color to have role models they can look up to, role 

models who look like them, who have come from similar backgrounds and who are 

important and influential in their lives” (p.4). As a result, a beautiful excerpt from the 

extant literature highlights the critical importance that teachers of color, particularly 

African American males bring to the K-12 classroom. Rumbach and Gebeloff (2000) 

noted: 

“Teachers tend to be the one person and authority figure outside of the 

home that have a lot of influence on children. When they [students] only 

see white people as teachers, that can reinforce the negative stereotype in 

white students and students of color—that people of color are not capable 

of holding positions of authority. To students of color, it is even more 

damaging because it sends a message that they shouldn’t even bother (p. 

4). 

 In a sense, the critical shortage of African American male teachers begins at the 

earliest levels of education (Jackson & Moore, 2006; Lewis, 2006). Many of the nation’s 

minority and/or low-income students are the most at-risk of low educational attainment 

and are less likely than majority students to attend and complete four or more years of 
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college (Flowers, 2006; Moore, 2006). This clog in the pipeline, which limits the pool of 

college-bound students who might become teachers, must be remedied to increase the 

racial and ethic representation in all professions, particularly the teaching profession. 

 As a result of this disturbing trend, this paper will explore the recruitment and 

impact of African American male teachers in America’s K-12 classrooms. Specifically, 

we explore the following questions: 1) why do schools need African American male 

teachers?; 2) what is the potential impact of African American male teachers on the 

academic achievement of urban and minority students? Finally, the researchers provide a 

framework for recruiting African American male teacher candidates in a similar fashion 

as many African American males are recruited to play sports at the collegiate level. 

Why Do Schools Need African American Male Teachers? 

 There is an emerging literature base that continues to document that African 

American male teachers are needed more than any other time in U.S. history (Lewis, 

2006; Lynn, 2006; Williams, 2001). Unfortunately, Gursky, Rose and Moss (2004) 

reported that today’s student could easily go their entire academic career in the K-12 

educational system without ever seeing an African American male teacher. Current 

research literature has documented that the representation of African American male 

teachers is not at all close to the representation of African American students in public 

schools across the United States (Foster & Peele, 1999; Irvine, 2002; Kunjufu, 2002). 

The School and Staffing Survey (2006), administered by the National Center for 

Education Statistics reported that White teachers currently comprise approximately 84% 

of the public school teaching population. In 2005, African American students comprised 

17% of the public school total enrollment, while African American male teachers 
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comprise only 1% of the teaching population (U.S. Department of Education, 2005). 

Reversing the trend of low African American male teacher representation will continue to 

be a major task for the field of education. 

Across the nation, many school districts and teacher education programs have 

expressed the need for minority teachers, particularly African American males in the 

teaching population (Banks, 1991, 1994; Case, Shive, Ingebretson, & Spiege, 1988; 

Greer & Husk, 1989; Smith, Mack, & Akyea, 2004). Mack and Jackson (1996) reported 

that when minority and majority students do not have adequate exposure to minority 

teachers in their K-12 educational careers, these students often assume that only white 

Americans have the ability to obtain influential positions in the field of education. Smith, 

Mack, and Akyea (2004) noted that “as the proportion of white American teachers grows, 

role modeling that might encourage minority students to pursue careers in education 

decreases, possibly further decreasing the already inadequate ratio of minority teachers to 

minority pupils in the schools” (p. 76). While the student population in U.S. schools 

continues to become more diverse, the teaching population is not keeping pace. 

 The lack of African American male teachers in the K-12 educational setting has 

been so dramatic that researchers have referred to this population as an “endangered 

species” (Irving, 1988; Michigan Education Association, 1992). Further, Parks (1998) 

pointed out, “in America’s classrooms, the African American male as a teacher is a figure 

sadly missing” (p. 1). Given this trend, Smith, Mack and Akyea (2004) report that the 

consequence is that a great majority of teachers instructing an ethically diverse student 

population is white and into the foreseeable future they will continue to be this way. 
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 According to Recruiting New Teachers (2000), in many school districts across the 

country where minority students are the majority, over 65% of teachers are white. 

According to this report, African American teachers (male and female) make up only 21 

percent of the teaching force in these urban school districts. By contrast, in school 

districts in which 90 percent or more of the students are white, white teachers make up 99 

percent of the teaching population (Recruiting New Teachers, 2000). As a result, we learn 

from the literature that no matter the demographic make-up of the student population, 

white teachers are the majority of the teaching population. These data have ramifications 

on the potential for future African American males who may possibly want to enter the 

teaching profession. 

Why Recruit African American Male Teachers? 

 The growing literature base on the recruitment and retention of African American 

male teachers has documented that it is imperative for teacher education programs and 

school districts to place this initiative as a priority (Lewis, 2006). Across the United 

States, school districts have placed a strong emphasis on recruiting and retaining African 

American males in the teaching profession (Williams, 2001). Most notable is the “Call 

Me Mister” collaborative projects between Clemson University, Benedict College, 

Claflin College, Morris College and Voorhees College that actively recruit, train, certify, 

and place African American male teachers in public school classrooms (Parks, 1998). 

These South Carolina institutions’ emphasis on recruiting African American males in the 

teaching profession reflected the need for attracting ethnic minorities to the field of 

education, particularly with the changing student demographics, aging workforce, gender 

inequity, and high teacher attrition rates (Brown & Butty, 1999). With so many African 
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American students needing role models, the lack of African American male teachers is a 

growing epidemic that is expected to continue to plague the field of education (Lewis, 

2004; 2006). 

 Increasingly, attention is being paid to the work and lives of African American 

male inservice teachers and their impact on students at-risk of school failure. Research 

suggests that African American teachers possess certain characteristics that may foster 

their success with at-risk youth (Delpit, 1995; Kunjufu, 2002; Lynn, 2002; in press). For 

example, according to Delpit (1995), African American teachers are less likely to be 

fearful of African American students. As a result, these teachers have increased 

opportunities to make important personal connections with their students. Additionally, 

African American male teachers demonstrate a commitment to using schools as a tool for 

social change (Lynn, 2002). 

 This view of teaching is heavily aligned with the notion that students’ culture 

must be used as a lens to construct relevant curriculum for students whose needs may not 

be addressed in the mainstream curriculum (Ladson-Billings, 1994; Lynn, 2002). More 

specifically, Lynn (in press) has shown that African American male teachers also possess 

a greater knowledge of and facility with “street culture” and, as a result, can use hip-hop 

and other forms of popular culture to connect with students considered “at-risk.” Overall, 

the research on African American male teachers suggests that they not only possess a 

commitment to working with youth that others deem “hard-to-reach” but they have the 

skills and capacities to do so successfully. This is an important finding given the 

persistent gaps in achievement between minority students and their White counterparts. 
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The Potential Impact of African American Male Teachers 

 Policymakers and practitioners have searched the literature extensively for 

empirical results for the impact of teachers of color, particularly African American male 

teachers on student achievement, especially for students of color. Unfortunately, the 

literature has been relatively sparse on this topic. Only a few studies (Ligons, 1992; 

Lopez, 1996; Gay, Dingus & Jackson, 2003) have offered empirical evidence related to 

teacher of color effects on student achievement. According to Gay, Dingus & Jackson 

(2003), the findings of this area can be summarized as follows: 

(a) students of color tend to have higher academic, personal, and social 

performance when taught by teachers from their own ethic group; (b) 

teachers from different ethnic groups have demonstrated that when 

students of color are taught with culturally responsive techniques and 

with content specific approaches usually reserved for the gifted and 

talented, their academic performance improves significantly; (c) 

teachers of color have higher performance expectations for students of 

color from their own ethic group. (p. 5). 

Given these major findings, it is imperative for school districts to make teachers of color, 

African American male teachers in particular, a priority for recruitment in classrooms. 

 As policymakers, teacher educators, and other constituents consider a framework 

(see latter part of this article) for recruiting African American male teachers, the 

following benefits arise from the literature for this initiative. According to the National 

Collaborative on Diversity in the Teaching Force (2004), more teachers of color, 
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particularly African American males would: (a) increase the number of role models for 

students of color; (b) provide opportunities for all teachers to learn about ethnic, racial, 

and cultural diversity; (c) enrich students’ learning because of shared racial, ethnic, and 

cultural identities; and (d) serve as cultural brokers, able not only to help students 

navigate their school environment and culture, but also to increase the involvement of 

other teachers and their student’ parents (p. 6). By increasing teachers of color, African 

American male teachers in particular, the education profession can increase it chances of 

closing the achievement gap of students.  

Methodology 

 In order to provide a framework for teacher education programs and school 

districts to increase African American male teacher participation, it was necessary to 

provide a descriptive analysis of the current status of African Americans as teachers in 

public elementary and secondary schools, SCDE enrollments patterns for African 

Americans, and undergraduate and graduate student enrollment in teacher preparation 

programs for African American males in comparison to their white counterparts. To 

conduct these descriptive analyses, the researchers relied on several reliable national 

databases to produce data that will provide a picture of the U.S. teaching population. 

 The national databases included in these analyses were as follows: First, the 

researchers explored the School and Staffing Survey (2005) and Mini-Digest of 

Education Statistics (2003) from the National Center of Education Statistics. Second, the 

researchers analyzed descriptive data from the AACTE Survey of Teacher Education 

Enrollments by Race/Ethnicity and Gender (2001). Finally, the researchers explored the 

AACTE 2002 Professional Education Data Systems (PEDS) report. This data provided 
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the most comprehensive look at undergraduate and graduate enrollment in teacher 

preparation programs. For this study, the researchers report descriptive information for 

African American teachers in comparison to their White counterparts. 

[Insert Table 1 about here]  
 

 According to Table 1, the latest data available documents that the teaching 

population is still overwhelmingly White. Even though the percentage of White teachers 

in elementary and secondary schools dropped 2.7 percent from 1993-1994 to 2003-2004, 

little change has been made in the demographic make-up of the teaching population. 

Further, it is important to note that the African American teaching population (male and 

female) only increased 0.9 percent in a 10-year time period. These dismal numbers 

document that more must be done to have equitable representation in the teaching 

population. 

[Insert Table 2 about here] 
 

 Table 2 documents the pipeline to the field of education for White and African 

American students enrolled in Schools, Colleges, and Departments of Education. It is 

worthy to note that these are students that are enrolled in education programs, who may 

or may not pursue the field of teaching. According to 2001 enrollment figures, change 

will not occur in education and the teaching demographics in the foreseeable future. This 

table documents that in 2001, 78 percent of students enrolled in SCDEs are White. 

Further, over a 6-year time period, no change has been made in the percentage of African 

American students enrolled in SCDEs. This data will definitely have an influence on the 

future demographics of the teaching population. 

[Insert Table 3 about here] 
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 Table 3 provides a descriptive analysis for undergraduate student enrollment in 

teacher preparation programs by gender for African American and White students. 

According to Table 3, White males comprised 18.9 percent of the total population in 

teacher preparation programs. White females comprised 61.7% of the total undergraduate 

student population in teacher preparation programs. Unfortunately, African American 

males only comprised 2.4 percent of the total undergraduate student population in teacher 

preparation programs. Finally, African American females comprised 5.97 percent of the 

total undergraduate student population in teacher preparation programs. According to 

these data, African American males are severely underrepresented in teacher preparation 

programs at the undergraduate level. 

[Insert Table 4 about here] 
 

 Table 4 provides a descriptive analysis for graduate student enrollment in teacher 

preparation programs by gender for African American and White students. According to 

Table 3, White males comprised 17.9 percent of the total graduate student population in 

teacher preparation programs. White females comprised 54.0 percent of the total graduate 

student population in teacher preparation programs. Unfortunately, African American 

males only comprised 2.50 percent of the total graduate student population in teacher 

preparation programs. Finally, African American females comprised 8.41 percent of the 

total undergraduate student population in teacher preparation programs. After examining 

Table 3 and Table 4, these data document that more must be done to improve the 

participation of African American males in undergraduate and graduate teacher 

preparation programs which serve as the primary pipeline for new teachers. As a result, a 

framework needs to be implemented with urgency on increasing African American male 

participation in the teaching profession.   
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Before laying out a framework that could be useful in helping teacher education 

programs to recruit African American males, it is important to provide a brief history of 

how Predominantly White Institutions of Higher Education (PWIHE) have been and 

continue to be successful at recruiting African American males into their athletic 

programs, particularly as football and basketball athletes.   

The Recruitment of African American Male Athletes at PWIHE 
 
  During the late 19th and early 20th centuries football and basketball programs at 

PWIHE were almost exclusively populated and dominated by white, upper-class, 

Protestant males (Sage, 2000).  African American student-athletes or “scholar-ballers” 

(see Harrison & Boyd, 2005) such as William Henry Lewis (at Amherst College and 

Harvard University), Paul Robeson (at Rutgers University), and Ralph Bunche (at 

UCLA) were the exceptions, not the rule.  By the middle of the 20th century, however, 

changes in the political, social, and economic climate of American society and higher 

education motivated the leadership within PWIHE to aggressively recruit African 

American students in general, but African American male athletes in particular.  

According to Sage (2000, p. 7): 

 The impact of World War II, the 1954 Supreme Court decision forbidding  
 separate educational facilities, the massive commercialization of collegiate sports,  
 and the desire by White colleges and universities to benefit from talented African  
 American athletes in building commercialized athletic programs resulted in more  
 and more schools searching for talented Blacks to bolster their teams 
 
In the decades since the end of formal segregation in educational institutions, the number 

of African American male athletes has grown exponentially and their predominance in 

these once-segregated athletic programs has been evident (see Harris, 2000).   
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 The African American male athlete has become a permanent fixture on the 

campuses of these PWIHE today, and a large majority of African American males who 

are participating in high school football and basketball are actively recruited by these 

educational institutions.  In some cases, the informal recruitment of these African 

American males begins before high school.  Clearly, the athletic prowess of African 

American males has become a commodity for these athletic programs at PWIHE that are 

members of the National Collegiate Athletic Association (NCAA) and compete at the 

highest level of competition (i.e., Division IA).  This reality has caused some people in 

the African American community (as well as other communities) to question why these 

NCAA member institutions continue to exploit the athletic talent within the African 

American community by recruiting African American males into their athletic programs, 

but not into other programs that are unrelated to athletics (e.g., teacher 

education/preparation programs).  Given the tremendous success that these NCAA 

member institutions have experienced in recruiting African American males into their 

athletic programs, the next section of this article will outline the recruitment model that 

has been used by the NCAA and its member institutions as an example of how PWIHE 

could potentially increase the presence of African American males in their teacher 

education programs.       

Framework for Recruiting African American Males into Teacher Education Programs 

 Given the previously stated literature base and the descriptive data documenting 

the dire need to recruit African American males into teacher education programs at 

colleges and universities across the country, the researchers are proposing a framework 

very similar to the National Collegiate Athletic Association (NCAA) guidelines for 
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recruitment. To make the connection, the researchers will first document the recruitment 

process that has been successful in recruiting African American male athletes and then 

document how a similar model can be used to recruit African American male teacher 

candidates. 

Recruiting Methods Used by the NCAA 

Recruiting is a contact sport.  According to the NCAA (2005-2006), recruiting 

occurs when contact is made between a college coach and a potential student-athlete.  

This contact can occur in many forms including sending written materials, watching the 

student practice or play, or making in-person contact with the student-athlete.  The 

recruiting process can officially begin as early as the student’s sophomore year and can 

continue well into the student’s senior year in high school.  While recruiting methods 

may vary from institution to institution, the recruiting process has become standardized 

through policies and procedures developed and enforced by the NCAA and other athletic 

governing bodies.  The recruiting process is comprised of the following six steps: 

1. recruiting materials  

2. telephone calls 

3. off-campus contact  

4. evaluation 

5. unofficial visits 

6. official visits 

Identifying Top Recruits. The recruiting process usually begins with a college coach 

sending a questionnaire to high school coaches asking them to identify the top prospects 

at their high school.  These prospects are usually identified by grade level.  This 
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questionnaire requests basic demographic data as well as very sport specific information 

on each student, e.g. size, strength, speed, skills, and performance statistics.  From this 

list of top recruits, the college coach then selects the students that best fit the needs of the 

program.  Once the top high school prospects have been identified by their coaches, the 

college coach then sends a questionnaire to each high school student-athlete on the 

prospect list.  Information from this list is input into a recruiting data base.  This list 

becomes the “starter list” in the recruiting process.   

Although many prospects are identified through this process, not all are.  More and 

more, the process of recruiting is done through camps, games, and tournaments that occur 

outside the student-athlete’s official season.  Many of these camps, games, and 

tournaments are sponsored by big, for-profit companies (e.g., Nike and McDonalds) with 

a vested interest in increasing market share amongst a select demographic group.   

Technology also plays a key role in the recruiting process.  Some college coaches 

subscribe to professional recruiting services to aid them in identifying top prospects.  

This type of service is usually conducted online.  For a fee, the providers of the service 

gathers data on thousands of high school prospects and disseminates that data to college 

coaches.      

Recruiting Methods 

Recruiting Materials: Once college coaches have identified their top recruits, the 

next step is to send them recruiting materials.  Initial contact with a prospective student-

athlete typically comes in the form of a questionnaire.  Recruiting materials can also take 

the form of personal letters from the coaching staff, athletic department publications such 

as media guides, newspaper and magazine articles about the program or university, 
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summer camp brochures, educational information about the university, or educational 

information published by the NCAA.  In addition to the prospective student-athlete, 

recruiting materials are often sent to any individual responsible for rearing, teaching, or 

directing an activity in which the prospective student-athlete is involved including the 

prospective student-athlete’s parents or legal guardians and coaches.   

 Telephone Calls: If the student-athlete returns the initial questionnaire, many 

coaches will make telephone contact with the student-athlete.  College coaches can begin 

making phone calls to prospective student-athletes following their junior year.  Coaches 

at Division I and II institutions are allowed to call potential student-athletes only one time 

per week.  Coaches at Division III institutions can call potential student-athletes as many 

times as they like.  All electronically transmitted human voice exchanges (including 

videoconferencing and videophones) between an authorized institutional representative 

and prospective student-athletes are considered telephone calls. Students can make calls 

to college coaches at any time during the recruiting process.  The college coach can 

accept calls from students as long as the calls are made at the expense of the student, not 

the college.  

Off-Campus Contact:  If the prospective student-athlete appears interested after 

contact has been made by telephone, coaches will then make off-campus contact with the 

student-athlete.  Off-campus contact occurs any time a college coach has any face-to-face 

contact with, and says anything to, students or their parents outside the college’s campus.  

An off-campus contact also occurs when a coach has any contact with students or their 

parents at their high school or any location where the students are competing or 

practicing.  During this stage of the recruiting process, many coaches will conduct a 
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home visit with prospects and their parents in an effort to show the prospective student-

athlete the high degree to which they are interested.   A coach can contact and talk to a 

prospective student-athlete or their parents or legal guardians no more than three times 

during their senior year. 

Evaluation:  An evaluation is an activity by a coach to rate a prospective student-

athlete’s academics or athletics ability.  The official evaluation process occurs during the 

prospects senior year.  During the evaluation period of the recruiting process, the coach 

may visit the prospect’s high school or watch the prospect practice or compete to assess 

athletic talent.  Coaches can evaluate prospective-student athletes up to seven times 

during their senior year, depending on the sport.  Coaches cannot have any in-person 

conversations with prospects or their parents or legal guardians off the college’s campus 

during the evaluation period. Since many coaches are not able to travel to see all 

prospects play in person, game film has become a vital tool in the recruiting process.  

Game film provides coaches with another means to be able to accurately evaluate 

prospects.  All student-athletes who have aspirations to play at the NCAA Division I or 

Division II levels must register with the Initial-Eligibility Clearinghouse.  NCAA Initial 

Eligibility is based on a sliding scale of Grade Point Average and SAT (or ACT) scores. 

This will determine whether the prospective student-athlete has taken the appropriate 

high school courses in order to be eligible to practice, play, and receive financial aid as a 

college freshman.  Many coaches will also make a decision on whether or not to offer a 

scholarship to a prospect based on the student’s athletic and academic evaluation.  

Unofficial Visit:  Any visit by prospective student-athletes and their parents to a 

college campus, paid for by the students or their parents is considered an unofficial visit.  
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Students can make as many unofficial visits as they like to a college campus.  During 

unofficial visits, students can tour the campus, meet with admission counselors, receive 

complimentary admission tickets to home athletic contests, meet with the coaching staff 

or team members, etc., but nothing can be paid by the institution.  Unofficial visits can be 

made by a prospective student-athlete at any time and there is no limit to the number of 

unofficial visits a prospect can make.   

Official Visit:  Once the coaching staff has attended a couple of games, they will 

make a serious attempt to get the student-athlete on campus for a visit.  Any visit to a 

college campus by prospective student-athletes and their parents, paid for by the college, 

is considered an official visit.  Official visits typically consist of a tour, lunch, a meeting 

with the coaching staff, and an overnight stay.  During official visits, students can 

receive: transportation to and from the college; room and three meals per day; 

entertainment expenses; and complimentary admission to three home athletics contest.  

Schools are limited by association affiliation (NCAA, NAIA, and NJCAA) or money 

allotted to that sport by the institution.  Prospective student-athletes can make only one 

official visit per college and are allowed a maximum of five official campus visits to 

Division I and Division II colleges.  These visits can last no longer than 48 hours.  

Official visits can not begin until after classes start for the prospect’s senior year. 

A Framework for Recruitment of African American Male Teacher Candidates 

 The researchers will now make the connection between the NCAA model of 

recruitment for athletes to a framework for identifying African American male teacher 

candidates and increasing their presence in teacher preparation programs at 

colleges/universities. 
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 Identifying Top Recruits. Teacher education programs need to become more 

proactive in identifying prospective African American male teacher candidates early in 

their high school career. This can be done by sending questionnaires to teachers, 

counselors and other education professionals who work with potential African American 

male teacher candidates in their high school settings. The questionnaire can contain basic 

demographic data (e.g., GPA, standardized test scores, leadership activities, etc.). Once 

the African American male potential recruits for teacher education programs have been 

identified, the Dean of a School, College or Department of Education (SCDEs) or their 

designee can begin to compile their database of “top recruits” for their teacher education 

program. 

Recruiting methods for African American Teacher Candidates 

 Recruiting Materials. Once education deans have identified their top African 

American male teacher candidates, the next step is to send them recruiting materials. 

Recruiting materials can take the form of personal letters from the dean of education, 

education department publications (e.g., alumni newsletters, newspaper and magazine 

articles and information about the college/university). Additionally, recruiting materials 

should be sent to family members or guardians responsible for rearing the potential 

recruit. Moore (2003) reported that the recruitment involving the family is especially 

important for African American students who go on to college. 

 Telephone Calls. If the African American male teacher recruit expresses an 

interest in the teacher education program, a representative of the program should make 

telephone contact with the African American male teacher recruit. An advantage for 

teacher education programs is that they are not restricted when they can start making calls 
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to recruits like their athletic department counterparts. Once initial telephone calls have 

been made and an African American male teacher recruit expresses a stronger interest in 

the program, SCDE officials should also provide follow-up telephone calls to family 

members as well. SCDE officials should encourage the African American male teacher 

recruit or family members to make calls to a selected SCDE representative at any time. 

 Off-Campus Contact. If the African American male teacher recruit appears 

interested after contact has been made by telephone, SCDE representatives should make 

off-campus contact with the African American male teacher recruit. This off-campus 

contact can occur when SCDE representatives meet with the African American male 

teacher recruit at their high school or other designated location. During this stage of the 

recruiting process, SCDE representatives should explore the option of home visitation to 

show the African American male teacher recruit how interested they are in their 

attendance at their college/university. The off-campus contact between African American 

male teacher recruits and SCDE representatives are not restricted by any governing 

bodies like the NCAA. 

 Evaluation. During the evaluation phase, SCDEs can begin to fully evaluate the 

African American male teacher recruits academic ability with the possibility of providing 

a scholarship. This can be done by meetings with the African American male teacher 

recruit, school counselors, teachers and other educational professionals. The purpose of 

this meeting is to have a focused review of the African American male teacher recruit 

academic credentials. Also, this will allow the SCDE official to have an in-depth 

conversation with the education professionals that have worked with the African 

American male teacher recruit during their matriculation through high school. 
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 At this time, the SCDE representative can make a determination if the African 

American male teacher recruit has the academic eligibility to be admitted to the 

university and whether they will be eligible for a scholarship. By this thorough review, a 

decision can be made if the SCDE is going to commit to the African American male 

teacher recruit. 

 Unofficial Visits. African American male teacher candidates should be 

encouraged to make unofficial visits to the campus. These visits can be paid for by the 

recruit or their family members. During this time, they should be encouraged to make 

unofficial visits the campus as often as possible. This will allow the African American 

male teacher recruit to tour the campus, meet with admission counselors, etc. Also, this 

would be a great time for African American male teacher recruits to meet informally with 

the dean and other faculty/staff. By promoting unofficial visits to the campus, African 

American male teacher recruits can use this as a good measuring tool if the university and 

surrounding community will be a good match. 

 Official Visits. Once a teacher education program has gone through the first five 

stages of this model, they should make an aggressive attempt to bring the African 

American male teacher recruit on campus for an official visit. SCDEs will be smart to use 

some of their developmental or discretionary funds to cover the African American male 

teacher recruit travel expenses. During the official visit, African American male teacher 

recruits should have an opportunity to meet with the Dean to understand their vision for 

the SCDE. Also, a SCDE representative should clearly explain the admission 

requirements, course work involved, standardized testing requirements and student 

teaching requirements. Also, this is an opportunity for SCDE officials to discuss any job 
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fairs they may host at the institution. Finally, SCDEs should have these official visits 

during the senior year of the African American male teacher recruit as this may be the 

time when these students are seriously exploring postsecondary options. 

[Insert Figure 1 about here] 

Discussion 

 So what can be made of the proposal of this framework for the recruitment of 

African American males into teacher education programs? This proposal provides new 

thinking, not previously reported in the literature, in how to recruit teacher education 

candidates, particularly African American males using a model adopted from the NCAA. 

The extant literature for this study has documented that African American males are 

basically non-existent in teacher education programs and in the K-12 teaching force. 

According to the National Education Association [NEA] (2001), African American males 

are only 1% of the K-12 teaching population and only 2.4% of the students in teacher 

preparation programs.  

 Research has documented that African American male teachers possess certain 

characteristics that may foster success with at-risk youth (Delpit, 1995; Kunjufu, 2002; 

Lynn 2002; 2006). As stated earlier in this paper, Delpit (1995) noted that African 

American teachers are less likely to be fearful of African American students. As a result, 

the field of education now has an opportunity to broaden its horizons and produce 

teachers who can have an opportunity to make important connections with their students. 

 We learn that the field of education has to make it a priority to recruit minority 

male teachers, particularly African American male teachers into teacher education 

programs. The literature has documented that many K-12 students in this country can 
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matriculate through their entire K-12 career and not see an African American male 

teacher in their classroom (Gursky, Rose, & Moss, 2004). This phenomenon can not 

continue if the field of education wants to improve the academic achievement of all 

students particularly students of color. Students of color need to see role models who 

look like themselves in the classroom. Lewis (2006) reported that African American male 

teachers are role models because they provide “real” illustrations that African American 

males can be more than athletes, entertainers and inmates. This is especially important for 

African American males given that most want to be like those they see (Kunjufu, 1994). 

The framework of recruiting African American male teacher candidates using an athletic 

model holds promise for the future of diversifying the teacher workforce. By providing a 

direction for teacher education programs, strategies for implementation can be formulated 

to make this issue a priority within their individual institutions. 

Recommendations for Teacher Education Programs 

 To increase the presence of African American males in teacher education 

programs across the country, the role of SCDE representatives will be of critical 

importance. After examining the extant literature and the framework presented in this 

study, there are several recommendations for teacher education programs: 

1. Review the framework for recruitment of African American males into teacher 

education programs and pull together a SCDE executive committee to develop 

action plans to begin the recruitment process of African American male teacher 

candidates. 

2. Solicit support for this initiative from key representatives at the institution (e.g., 

president, provost, admissions director, development officer, etc.). 
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3. Collaborate with school districts to support this effort and publicize the future job 

opportunities for African American male teacher recruits who may complete this 

program. 

Recommendations for High School Education Professionals 

 For the recruitment of African American males to be recruited into teacher 

education programs, the roles of high school education professionals in the recruitment 

process is crucial to make this initiative work. The following recommendations are 

provided: 

1. Every attempt should be made to collaborate with SCDE representatives who 

are seeking information (i.e., GPA, transcripts, leadership activities, etc.) on 

potential African American male teacher recruits. By responding in a timely 

manner, this can assist the African American males to be recruited into 

teacher education programs and possibly receive academic scholarship to 

colleges/universities. 

2. Promote the formulation or expansion of Future Teachers Clubs at your 

school site. By doing so, education professionals can increase the awareness 

of teaching as a profession. Also, this will be an excellent opportunity for 

African American males to get their first exposure to what teaching is all 

about. 

3. High schools would benefit by bringing African American male guest 

speakers who are teacher educators at colleges/universities. This would 

provide real examples of African American males who are working in 

education. 
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Conclusion 

 Over 50 years after the Brown decision, an emerging literature base (Lewis, 2006; 

Tillman, 2004) has documented the dire need for African American males to enter the 

teaching force. In many urban areas, African American students or other students of color 

do not have African American males in their classrooms as teachers and the field of 

education should make it a priority to reverse this trend. On a large scale, the only 

teachers these students see are usually White and female. 

 The framework presented in this paper can serve as a foundation for the 

approximately 1,300 teacher preparation programs in the United States to become more 

active in recruiting African American males into their teacher education programs. We 

have seen the success of this framework in athletic recruitment, now it is time to apply 

this same framework to the field of education to bring about change in the diversity of the 

teacher workforce. 
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Table 1 
Public Elementary and Secondary School Teachers by Race/Ethnicity, 1993-1994 and 
2003-2004 (in percent) for Selected Groups 
     1993-1994   2003-2004  
      
White (non-Hispanic) 87.0% 84.3%  
 
African American (non-Hispanic) 7.0% 7.9%   
Note: Percentages were calculated using the total teaching population as the base. 
Source: U.S. Department of Education, National Center for Education Statistics, Mini-Digest of Education 
Statistics, 2003. 
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Table 2 
SCDE enrollments by Race and Ethnicity for 1995 and 2001 (in percent) for Selected 
Groups 
 1995 2001  
      
White (non-Hispanic) 80.5% 78.0%  
 
African American (non-Hispanic) 9.0% 9.0%   
Note: Percentages were calculated using the total teaching population as the base. 
Source: AACTE, Survey of Teacher Education enrollments by Race, Ethnicity and Gender, 2002. 
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Table 3 
Undergraduate Student Enrollment in Teacher Preparation Programs by Race/Ethnicity 
and Gender (2001) for Selected Groups 
 Male Female  
      
White (non-Hispanic) 18.9% 61.7% 
 
African American (non-Hispanic) 2.4% 5.97%   
Note: Percentages were calculated using the total teaching population as the base. 
Sources: AACTE, Survey of Teacher Education enrollments by Race, Ethnicity and Gender (2002). 
AACTE, Professional Education Data System (PEDS) (2002). 
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Table 4 
Graduate Student Enrollment in Teacher Preparation Programs by Race/Ethnicity and 
Gender (2001) for Selected Groups 
 Male Female  
      
White (non-Hispanic) 17.9% 54.0% 
 
African American (non-Hispanic) 2.50% 8.41%   
Note: Percentages were calculated using the total teaching population as the base. 
Sources: AACTE, Survey of Teacher Education enrollments by Race, Ethnicity and Gender (2002). 
AACTE, Professional Education Data System (PEDS) (2002). 
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Figure 1: A conceptual model of the framework for recruiting African American male 
teachers into teacher education programs. 
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Theory and Practice 
 

When faced with a sea of unfamiliar faces representing a variety of 
differences, many teachers are unprepared to address the challenges diversity 
poses.  Enabling them to uncover their beliefs and understandings is one of the 
goals of New York University’s course, Inquiries into Teaching and Learning. In 
the proposed workshop, participants will engage in several experiences that we 
have found effective in sharpening prospective teachers’ consciousness. 
 

The range of differences among students in today’s classrooms can be 
overwhelming, including as it often does, variations in race, class, gender, 
culture, language, religion, sexual orientation, age, ability and disability.  As 
Sobelman and Krasnow (2006) maintain, however, until teachers realize that they 
harbor fears, stereotypes, and misunderstandings and take responsibility for 
honestly confronting and examining their feelings and beliefs, they are likely to 
flounder in building the necessary constructive relationships with their students 
and their students’ parents. 

  
 Moreover, as more and more classrooms become diverse, teacher 
educators confront the responsibility of providing opportunities for their pre-
service teachers to begin to explore their beliefs about “other people’s children” 
(Delpit, 1995).  Peggy McIntosh (1998) argues for awaking those of dominant 
cultures to how their privileged positions have influenced the direction of their 
lives, supporting Beverly Tatum’s (1992) claim that “heightening students’ 
awareness of racism without an understanding of the possibilities of change is a 
prescription for despair” (p. 29). 
 
 Since we acknowledge that attitude change comes neither quickly nor 
easily, we, in our introductory teacher education course, begin a gradual process 
of helping future teachers develop their awareness and hone their sensibilities. 
To create a community of learners and build a comfort zone for this type of 
exploration, we often start by forming a “multicultural circle” in which we ask 
students to describe incidents and consequences when they were “labeled” by 
others. Erica-lee Lewis (2006) points out the dangers associated with labeling:  
“Labels can get in the way; labels can hide multifaceted, individual learners” (p. 
82). The autobiographical sharing helps our group to see ways in which we all 
endure identity issues and initiates questions about addressing such critical 
concerns in the classroom.  
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 In the weeks that follow this experience, students participate in several 
additional autobiographical endeavors, including reading and responding to 
narratives and personal memoirs that highlight the experiences of learners from 
different backgrounds and in different circumstances. Among the selections we 
have used most recently are: School Days (1994), Patrick Chamoiseau’s account of 
how he suffered when denied the right to use Creole, his home language; 
Warriors Don’t Cry (1994), Melba Beale’s portrayal of a young woman caught in 
the desegregation struggle of the 60s; When I was Puerto Rican (1993), Esmeralda 
Santiago’s recounting of her adolescent search for identity; and Planet of the Blind 
(1998) Stephen Kuuisto’s unique lens for seeing and acting in the world. 
  
 These readings and the ensuing dialogue set the stage for the next critical 
step, a focus on the conceptions and misconceptions associated with disabilities.  
“Because ‘disability and difference’ is so vast and cannot be isolated and studied 
as a discrete content area, educating teachers and prospective teachers must go 
beyond the traditional forms of academic learning and into attitude, openness 
and reflection” (Lewis, p. 83).  
 

We begin this segment by having our students respond to an exploratory 
questionnaire designed to build a foundation of knowledge, elicit questions, and 
challenge beliefs about individuals with disabilities.  True/false questions range 
from a more factual type, such as “Albert Einstein had a learning disability,” 
“American Sign Language is a universal language,” and “Dyslexia refers to 
‘reading backwards’ and/or ‘messing up letters,” to what we refer to as a 
personal exploration of beliefs, those often perpetuated by society’s treatment of 
individuals with disabilities.  Examples of this question type include: “I believe 
that you should always help a blind person cross the street,”  “I believe we 
should admire people with disabilities,” and “other than individuals with 
learning disabilities, I believe that having a disability does not have a dramatic 
impact on learning.”  
 

In addition to gaining knowledge about disabilities and addressing some 
common misconceptions about individuals with disabilities, the exploratory 
questionnaire serves as a catalyst, stimulating the ongoing process of 
deconstructing and reconstructing beliefs about those individuals different from 
ourselves and promoting discussion not only about disabilities but also about the 
biases we bring to any given situation.   
 

Understanding that each individual views the world from his or her own 
vantage point, and appreciating this as a non-negative truth, is fundamental to 
enacting change.  Through the questionnaire and follow-up discussions, our 
prospective teachers come to recognize the personal frames of references they 
may bring into the classroom, and they begin to understand that having these 
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personal frames of reference is not inherently bad. The harm arises when we, 
unthinkingly, use them as our only standard, when we assume that our 
individual reality is owned by all others.  
 

From these initial inquiries and discussions that deal primarily with 
diagnosed disabilities, prospective teachers are then taken on a journey through 
an autobiographical account of a learner who has an undiagnosed disability.  The 
learner’s diary chronicles her struggles in the classroom and the 
misunderstandings of how hard she works outside the classroom.  Once a 
diligent, thoughtful student, this learner begins to detach from her studies as she 
struggles with pressure from parents and teachers who all insist she does not 
work hard enough.  Through the diary entries, readers watch as this learner’s 
self-esteem decreases and her motivation fades.  Prospective students are then 
challenged to analyze her strengths and weaknesses and to step in as her teacher.  
They begin to generate ideas for curriculum adaptation and classroom 
accommodations.  Because there is an estimated 10-25% of school-aged children 
with learning disabilities, compared to the 2-10% rate of learning disabilities 
diagnosed, this diary and activity become vital steps for prospective teachers to 
look at students who do not fit into boxes and specific labels.   
 

There are innumerable differences among the individuals comprising 
today’s classrooms; an individual, a teacher, cannot intuitively know or 
bookishly study them all.  Among the many goals and objectives of the Inquiries 
into Teaching and Learning course is teaching prospective teachers how to 
address differences, helping them to work toward awareness, evolution and 
revision of belief systems.  The hope is that our teacher education students begin 
the ongoing process that might enable them to learn to be open to the wide array 
of differences found in any classroom.   
 
The Workshop 
 

In a workshop format, we will engage conference participants in experiences 
that demonstrate how an initial exploration of diversity and disability occurs in 
our introductory teacher education course. Our three-fold plan is as follows: 

 
1. Context.  We will provide an overview of the course curriculum  (10 minutes). 
 
2.  Engagements:  Workshop participants will experience the multicultural circle, 
analyze their responses to an exploratory questionnaire, and hypothesize 
appropriate approaches for meeting the needs of a learner with an undiagnosed 
disability (70 minutes). 
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3.  Reflection: We will conclude the workshop with voluntary testimonials on the 
engagement activities as well as with discussion of questions that may emerge 
(15  minutes). 
 

Each participant will receive a packet including a description of the course, a 
bibliography of references cited, and a list of autobiographies, memoirs, and 
personal narratives appropriate for an introductory teacher education course. 
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The purpose of the study was to construct an indicator system to evaluate adults’ lifelong  
learning literacy. The framework of the lifelong learning literacy indicator system is based on the 
IPO(input-process-output) model and covers the skills/abilities, knowledge, and attitudes. The study 
defines adult lifelong learning literacy as having the skills/abilities to continue learning throughout 
the lifespan—knowledge, skills and attitudes adults need to be developing from childhood. The 
system contains 3 domains of learning literacy covering learning input, learning process, and 
learning output and 11 dimensions of learning literacy covering self-awareness, learning awareness, 
basic cognitive concepts, information retrieving, learning strategies, integration of learning 
resources, planning and management of learning time, collaborative learning, learning evaluation 
and reflection, and learning transfer.  
 Delphi method and analytical hierarchy process were employed to establish the indicators. At the 
stage of Delphi method, 24 distinguished scholars and adult educations were surveyed in order to 
establish the indicators. Then, AHP was used to construct the weight system to find out the ranking 
of the indicators. Several conclusions were obtained.  
 Based on the data analysis, the findings of the study were summarized as follows, 
a. The content of adult learning literacy included being aware of lifelong learning, possessing the 

competency of learning how to learn, being rejoiced at learning, and being able to evaluate 
learning performance.  

b. The indicator system of adult lifelong learning literacy consisted of 11 dimensions and 49 
indicators. 

c. The most important dimensions of adult lifelong learning literacy were learning strategies, 
integration of learning process, planning and management of learning time, collaborative 
learning, and learning awareness.  

 
Key words: lifelong learning literacy, indicator 
 
 
 
 
 
 
 
 
 

Introduction 

Facing the fast rate of knowledge evolvement in recent years, all the advanced countries have appealed 
to the strategy of “promoting lifelong learning and establishing a learning society” as the solution. The 
knowledge and skill levels of citizens as well as the ability of self-learning are not only key elements for 
sustainable development of the society but also important indicators of national competitiveness. For 
example, in Taiwan, the Nine-year Integrated Curriculum Guidelines issued by the Ministry of Education 
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has listed the ability of lifelong learning as one of the ten fundamental abilities to equip the students with. It 
is clear that the lifelong learning ability has become one of the requirements for future citizens in Taiwan. 
However, most of the past discussion about lifelong learning in Taiwan is limited to the conceptual level 
while scholars also have different interpretations about the contents of lifelong learning. Even though there 
are some theses focusing on different professionals’ lifelong learning ability, such as elementary school 
teachers, soldiers, the measurement of lifelong learning ability does not reach a consensus (Fan, 2003; Wu, 
2002; Ting, 2001; Tsui, 1999). It is urgent priority in the field of education research to find out what kind of 
abilities a lifelong learner should acquire and how to evaluate the lifelong learning ability of each individual. 
The study especially focused on the competencies that adults should possess. 

 

Research Purposes and Questions 

 
To realize this goal, this study is therefore intended mainly to:  
i. discuss the meanings and components of adult lifelong learning, 
ii. establish an indicator system of adult lifelong learning literacy, and 
iii. establish a weighted indicator system of adult lifelong learning literacy. 

 

Significance of the Study 
 

The study is intended to build a consistent indicator system that can effectively measure the contents 
of lifelong learning. This study is contributive in three aspects. First, through the indicators, it enables us to 
know the development of learners’ learning ability. It can further provide references for individual learners 
in self-learning, organizations in program planning and the government in making national development 
strategies.  

Second, this study can provide a system that can be used to measure the lifelong learning ability of 
individual learners, substantially evaluate individual learning progress, and further to understand the 
lifelong learning competence of all citizens or to explore the factors that influence lifelong learning.  

Third, an indicator system is beneficial to make a longitudinal research to monitor the development of 
a learning society by focusing on individual learning ability. In addition, it is also helpful to make an 
international comparison study. The information got from the indicator system can be used to compare the 
development of individual learners’ ability in Taiwan with some other county. 
 

Definition of Terms 
Lifelong Learning  

 
The basic idea behind the term “lifelong learning” is simple (Knapper & Cropley, 2000). It means 

everyone should learn from cradle to grave. In other words, it is a kind of deliberate learning can that and 
should occur throughout each person’s lifetime. The definition is just a description of what it means of 
lifelong learning.   

According to Longworth and Davies (1996), lifelong learning is the development of human potential 
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through a continuously supportive process which stimulates and empowers individuals to acquire all the 
knowledge, values, skills and understanding they will require throughout their life times and to apply them 
with confidence, creativity and enjoyment in all roles, circumstances, and environments. This definition 
provides a more concrete procedure as well as the competences one should have in the lifelong learning 
process. 

 
Adult Lifelong Learning Literacy 

 
Literacy refers the ability to read and write. However, most of the time, the meaning is expanded to the 

knowledge or competence in a subject or area of activity, such as cultural, information, scientific, global, 
and mathematical literacy. All of these literacies focus on a compartmentalized aspect of literacy (Doyle, 
1994). In this study, the researcher assumes that lifelong learning literacy is a fundamental term.  

Lifelong learning literacy in this study is defined as the adults who have the skills/abilities to continue 
learning throughout the lifespan—knowledge, skills and attitudes. It seldom finds the term lifelong learning 
literacy in the literature. However, being aware of lifelong learning and possessing the competence of 
lifelong learning are key to future success. Therefore, the term is meaningful and deserves full attention.  

 
Theoretical Framework 

 
Learning Theory 

There are several theories try to explain the meaning of learning. In early days, learning is seen as a 
change in behavior. This definition, however, fails to capture the complexities of a learning event and how 
learning happens (Merriam & Caffarella, 1999). Since lifelong learners includes children, youngsters, and 
adults, learning theories that can apply to lifelong learning literacy should be comprehensive to include all 
related learning theories. Merriam & Caffarella (1999) ever divided the learning theories based on their 
assumptions about learning into five orientations, behaviorist, cognitivist, humanist, social learning, and 
constructivist. 

Among the five orientations, cognitivist, humanist, and constructivist are closely related to the 
characteristics of lifelong learners. In terms of humanistic approach, Roger’s humanity learning theory is 
conducive to building up the contents of lifelong learning literacy (Lai, 1998). Roger’s position includes the 
following items: 

i. When individual be aware of that the learning contents is related to his or her goals, there will be 
effective learning results; 

ii. When external threats has no influence on individuals, the individuals are likely to be aware of and 
assimilate learning contents;  

iii. Most of learning is learning by doing; 
iv. When the learners are responsible for learning, there will be better learning effects; 
v. When learning is initiated by learners’ themselves, the learning effect will last longer; 
vi.When the learners are given critical learning and creative learning opportunities, their independence, 

creativity, and autonomy will get promoted; 
vii.The most effective learning in modern society occurs when the individual understands learning 

process, is open to experiences and relates learning to his or hers changes (cited from Shih, 1996). 
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Cognitivist approach focuses on six learning abilities: i. the ability to form a concept; ii. the ability to 
memorize; iii. the ability to transfer learning; ; iv. the ability to enhance learning motivation; v. 
metacognition; vi. problem solving 

From the above, it seems that the autonomy of the learner and higher order learning ability are 
important. Basically, there are four essential abilities, including self-awareness of learning contents and 
learning context; self-monitoring the learning process; critical thinking and creative thinking; and 
improving learning style. 

As for the constructivist approach, it quite resonates to adult learning theory. There are three kinds of 
adult learning theories. First, focusing on the characteristics of learners, such as Knowles’ andragogy; 
Second, adult learning motivation, such as Houle’s and Boshier’s participation motivation theory, Third, 
learning process theory, such as self-directed learning, transformation theories, experiential learning 
models. 

Knowles proposed andragogy and developed two propositions for adult learning: adults are aware of 
their own learning needs and adults are self-directed. Therefore, it can be concluded that adults should have 
self-awareness ability and self-directed learning ability. 

According to the learning process theory, self-directed learning is closely related to learning 
competencies. Most of the scholars agree that the characteristics and competences of a self-directed learner 
is quite similar to a lifelong learner. Being self-directed should be a fundamental ability of learning 
throughout life. Self-directed existed for a long time. Allen Tough began in the 1960’s to understand how 
individuals learn through self-directed learning and inspired a new line of studies (Tough, 1979). The field 
progressed further with Knowle’s book Self-Directed Learning, in which he provided foundational 
definitions and assumptions that guided much subsequent research (Knowles, 1975).  According to 
Knowles, self-directed learning is the most natural and best learning mode. He defined self-directed 
learning as “a process in which individuals take the initiative, with or without the help of others, in 
diagnosing their learning needs, formulating learning goals, identifying human and material resources for 
learning, choosing and implementing appropriate learning strategies and evaluating learning outcomes” 
(p.18). 

However, self-directed learning is not only a process. It also implies the ability or traits of a person. 
Tough (1979) said that being self-directed should possess four kinds of abilities, in other words, the learner 
is able to i. select and perform well in preparation; ii. diagnose what of support he or she needs; iii. select 
and apply useful resources; iv. Analyze the whole learning plan (Tough, 1979) 

Later Brockett and Hiemstra (1991) synthesized many aspects of knowledge about the topic and 
conceptualized the PRO (Personal Responsibility Orientation) model. This model recognized both 
differences and similarities between self-directed learning as an instructional method and learner 
self-directed as a set of personality characteristics. Personal responsibility refers to individuals assuming 
ownership for their own thoughts and actions. It means people can control how they respond to situations.  

As for Kolb experiential learning mode, the learner has to be equip with four kind of basic abilities. The 
first one is receiving information ability. An individual is able to accumulate new knowledge, new skills, and 
new attitude based on concrete experience. The second one is reflection. An individual is able to reflect upon 
the experiences. The third one is abstract thinking. The individual is able to transform concrete experience to 
abstract concepts. The fourth one is action. The individual is able to apply new knowledge or skills into a 
new situation. 
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From general learning theory and adult learning theory, it is found that in addition to the basic abilities, 
such as conceptualization, memory, learning transfer, metacognition, the ability to reflect and action are also 
important. 
 
Lifelong Learning Competences 
 

In addition to the above learning theories, there are some international efforts on building lifelong 
learning competences. UNESCO “Learning to Be: the World of Education Today and Tomorrow” which is 
also called Faure report (Faure, et al, 1972) claimed that everybody should learn to live and learn to learn so 
that he or she can absorb new knowledge all through life; learn to think critically and freely, learn to love the 
world, as well as learn to be creative. In sum, there are four kinds of abilities to equip with: i. learning how to 
learn; ii. critical thinking ability; iii. interpersonal skills; iv. creativity. 

In 1996, the International Commission on Education for the Twenty-first century of UNESCO 
published a report “Learning: The Treasure Within” announcing a learning agenda for the new century 
(Delors et al, 1996 ). The Commission mentioned that lifelong learning is the heartbeat of society and 
emphasized the four pillars as the foundations of education.  

The four pillars are: 
i. learning to live together�by developing an understanding of others and their history, traditions and 
spiritual values and, on this basis, creating a new spirit which, guided by recognition of our growing 
interdependence and a common analysis of the risks and challenges of the future, would induce people 
to implement common projects or to manage the inevitable conflicts in an intelligent and peaceful way.  
ii. learning to know�Given the rapid changes brought about by scientific progress and the new forms of 
economic and social activity, the emphasis has to be on combining a sufficiently broad general 
education with the possibility of in-depth work on a selected number of subjects. Such a general 
background provides, so to speak, the passport to lifelong education, in so far as it gives people a taste- 
but also lays the foundations – for learning throughout life.  
iii. learning to do�In addition to learning to do a job of work, a person should generally acquire the 
competency to deal with a variety of unforeseeable situation, to work in teams. The school should 
prepare the students the opportunities to try out and develop their abilities by becoming involved in 
work experience schemes or social work.  
iv. learning to be�In the 21st century everyone will need to exercise greater independence and judgment 
combined with a stronger sense of personal responsibility for the attainment of common goals. In 
addition, non of the talents are hidden like buried treasure must be left untapped. These are memory, 
reasoning power, imagination, physical ability, aesthetic sense, the aptitude to communicate with others 
and the natural charisma of the group leader.  

Meanwhile, as the society changes, UNESCO also published another report in 2003: “Nurturing 
the treasure: Vision and Strategy 2002-2007”, in which it mentioned it’s necessary to add the fifth pillar, 
that is, learning to change. It aims to promote individual, organization and society’s ability to face the 
change.  

In the same vein, the goals of the seamless education system designed by Australia also put an 
emphasis on cultivating individual’s eight key competences, including i. collecting, analyzing and 
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organizing information; ii. expression and analyzing information; iii. planning and organizing activity; 
iv. team work competence; v. math ability; vi. problem solving; vii. operating information technology;  
viii. understanding different cultures.  

Longworth�2003�pointed out that in a changing and lifelong learning society, everyone should 
posses the following core skills and competencies, as Table 1 shows.  

 
Table 1 Skills for a Lifelong Learning Age 

Core skills and competencies for personal survival in the Lifelong Learning Age 

Self-management skills 

�Being determined to fulfill personal potential 
�Continuously developing personal skills and confidence 
�Setting and achieving realistic personal targets 
�Purposeful introspection 
�Maintaining perspective and a sense of humor 

Handling and interpreting 

information 

�Using information technology tools and techniques 
�Collecting, storing, analyzing and combining information 
�Recognizing patterns and links 

Applying new knowledge into 

practice 

�Seeing the connection between theory and practice 
�Transforming knowledge into action 

Learning to learn 
�Staying open to new knowledge and new learning techniques 
�Identifying and using sources of knowledge 
�Relating learning to personal objective 

Questioning, reasoning and 

critical judgment 

�Knowing the difference between good, bad and indifferent 
�Continually wanting to improve procedures, processes and situations 
�Never being satisfied with the status quo 

Management and 

communication skills 

�Expressing oneself clearly orally and verbally in formal and informal situations 
�Persuading others 
�Listening to others 
�Helping others to help themselves 

Thinking skills and creativity 
�Using creativity and imagination to solve problem 
�Thinking “out of the box” 
�Anticipating situations and developing forward vision 

Adaptability, flexibility and 

versatility 

�Facing, change with confidence 
�Adapting to new situations and tasks 
�Being ready to change personal direction 

Teamwork 

�Sharing information and knowledge 
�Receiving information and knowledge 
�Participating in goal-setting 
�Achieving common goals 

Lifelong learning 
�Continuously upgrading personal skills and competence 
�Cherishing the habit of learning 
�Contributing to the learning of others 

Source: Longworth, N. (2003).  
 

Knapper & Cropley (2000) pointed out that promotion of lifelong learning should include cognitive 
aspects as well as non-cognitive aspects, such as motivation, attitudes, values, self-image and similar 
non-cognitive factors. These define willingness and readiness to learn. Therefore, an idealized lifelong 
learner should possess knowledge, skills, and readiness for lifelong learning. These skills include the 
following:  
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i. capacity to set personal objectives in a realistic way 
ii. effectiveness in applying knowledge already possessed 
iii. efficiency in evaluating one’s own learning 
iv. skill at locating information 
v. effectiveness in using different learning strategies and in learning in different settings 
vi. skill in using learning aids such as libraries or the media 
vii. ability to use and interpret materials from different subject area 

According the study by Lai (1998), key life-long learning abilities should meet the following standards:  
i.Abilities suitable for all learners—the abilities almost each individual with normal intellectual 

development in the society possesses;  
ii.Abilities suitable for general learning contexts, not including context-specific learning abilities;  
iii.Ablities suitable for different age groups elder than youngsters—Despite differences in ability levels 

among individuals and age groups, these abilities are often indispensable to fulfill most learning tasks, and 
iv.Abilities of learning how to learn.  
She further pointed out the key competencies for learning throughout life. The competencies are 

summarized as Table 2. 
 

Table 2 Key competencies for learning throughout life 

Basic Cognitive ability Learning how to learn 
Motivation and Emotion 

Management 
Learning Transfer 

�Conceptualization �Self-awareness �Motivation management 
�Apply new knowledge to 

different contexts 

�Memory �Self-monitoring �Emotion management 
�Transfer learning into 

behavior  

�Organization 
�reflection (including critical 

thinking, creative thinking 
and problem solving ability) 

  

�Abstract thinking    

Source: Lai (1998). 
 

Lin�1996�emphasized that being a lifelong learner, the person should not only have an inquiring mind, 
self-directed attitude and willingness to learn, but also have learning ability and information literacy. 
Information literacy is a must competence for developing lifelong skills and attitudes. She also pointed out 
that information literacy is the ability to: i. obtain new information; ii. form research questions; iii. use 
variety of media to search information; iv. look for, select, evaluate, organize, and create information; v. 
criticize and evaluate results. 

In addition, the Nine-year Integrated Curriculum Guidelines issued by the Ministry of Education has 
listed the ability of lifelong learning as one of the ten fundamental abilities to equip the students with. It 
defines lifelong learning as i. understanding the concept of lifelong learning; ii. being able to conduct 
self-directed learning; iii. having the traits of self-directedness; iv. attending various forms of learning 
activities automatically (Ministry of Education, 1998).  
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The Characteristics of Lifelong Learners 
 

Another approach to look at lifelong learning literacy is from the perspective of the characteristics of 
lifelong learners. Wu (2004) defined lifelong learning from attitude, action, ability and habit. According to 
him, the characteristics of a lifelong learner include : i. having the concept and attitude of learning 
throughout life � ii. developing lifelong learning abilities; iii. doing well in learning plan and time 
management�iv. being able to use various learning methods and strategies�v. being able to locate a variety 
of resources; vi. enjoying in team learning�vii. conducting self-directed learning�viii. integrating learning 
into daily life�ix. enjoying learning�x. evaluating lifelong learning� 

In 2001, UNESCO Institution of Education proposed “Revisiting lifelong learning for 21st Century” to 
elaborate a different constellation of characteristics of the lifelong learner (Medel-Aňonuevo, Ohsako, & 
Mauch, 2001).  

i.The learner as an active and creative explorer of the world— 
The learner does not simply respond mechanically to environmental stimuli/events. He/she is an 

active explorer and creator. His/her interaction with the environment is informed by his/her hypotheses, 
perceptions, aspirations, values, attitudes, cognitive styles, etc. 
ii.The learner as a reflexive agent— 

Learner facilitates a process which enables the learner to reflect on his/her life and environment. 
From the point of view of a provider of learning opportunities, learning materials and events must be 
organized so as to help the learner learn how his/her learns. Lifelong learning needs to aim at building 
this competency through the eyes of the learner. 
iii.The learner as self-actualizing agent— 

The learner can be motivated to satisfy primary needs(e.g., food, water, shelter)but once these 
primary needs are fulfilled, he/she is motivated to fulfill secondary needs (e.g., social approval, 
competence, literacy, etc.). Many human behaviors are motivated intrinsically. Self-actualization(or 
fulfilling one potential as an individual), curiosity, and exploration are lifelong drivers of human 
action. 
iv.The learner as an integrator of learning— 

The challenge for the lifelong learner is the so-called integration of thinking, feeling and action. 
Different from the four aspects proposed by UNESCO, Australia also provided a framework about the 

lifelong learners. Recently Australia pays much attention to cultivate lifelong learners and try to reform the 
high school curriculum. Therefore, Education Queensland proposed seven valued attributes of a lifelong 
learner.  

i. A lifelong learner is a knowledgeable person with deep understanding 
ii. A lifelong learner is a complex thinker.  
iii. A lifelong learner is a creative person.  
iv. A lifelong learners is an active investigator.  
v. A lifelong learner is an effective communicator.  
vi. A lifelong learner is a participant in an interdependent world.  
vii. A lifelong learner is a Reflective and self-directed learner.  

Candy, Crebert and O’Leary (1994) found that the characteristics of a lifelong learner are as the 
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followings:  

i. An inquiring mind : (i) A love of learning;  (ii)A sense of curiosity and question asking; 
(iii) A critical spirit;  (iv) Comprehension  

ii. Helicopter vision: (i) A sense of the interconnectedness of field;  (ii) An awareness of how  
knowledge is created in at least one field of study, and an understanding of the  
methodological and substations of that field;  (iii) Breadth of vision 

iii. Information literacy: (i) Knowledge of major current resource available in at least one field  
of study;  (ii) Ability to frame researchable questions in at least one field of study;   

(iii) Ability to locate, evaluate, manage and use information in a range of contexts;  (iv) Ability to 
retrieve information using a variety of media;  (v) Ability to decode information  
in a variety of forms: written statistical, graphs, charts, diagrams and table;  (vi) Critical  
evaluation of information 

iv. Sense of personal agency: (i) A positive concept of oneself as capable and autonomous; 
(ii) Self-organization skill (time management, goal setting etc) 

v. A repertoire of learning skills: (i) Knowledge of one’s own strengths and weaknesses and  
preferred learning style;  (ii) Range of strategies for learning in whatever context one finds  
oneself; (iii) And understanding of the differences between surface and deep level learning. 

 
Chiang(1998) defined the characteristics of lifelong learners from the perspective of self-directed 

learning. Therefore, a lifelong learner should love to try any learning opportunities; be able to employ 
learning strategies and skills; learn independently, take responsibility, enjoy learning, be creative, be able to 
make a future plan, and have the ability and skills of problem solving. 

To sum up, most of the lifelong learners possess basic cognitive ability and are capable of reflection, 
creativity, and information literacy. Moreover, they are curious and self-directed, such as learning 
independently, using a variety of learning methods and approaches, and relocating learning resources.  

 
 
 

The Development of the Indicator System 
 
i. The Conceptual Framework 

According to the above discussion, the components of lifelong learning literacy are developed on 
the basis of general learning theory, adult learning theory, learners’ characteristics, and learning 
competences.  

General learning theory provides an understanding of general learning competences, such memory, 
basic cognitive ability, learning transfer ability, etc. Adult learning theory focuses on adults’ critical 
thinking, reflection, creativity, self-direction, and learning to learn. Meanwhile, the discussion of 
learners’ characteristics also provides us an understanding of the essential attributes or traits that 
lifelong learners should have. All of these form the conceptual framework of this study. Besides, the 
study look at learning as a process and the learners want to have control over their learning process. 
Swanson (1996) proposed a framework that adult learning is a planning process that includes four 
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phases: need, create, implement, and evaluate. The study borrows this framework and looks at learning 
as a process (input, process, output) with components of the traits and competencies of the individual.  

     
ii. The Preposition 
 (i) The literacy indicator system is for people in the 21st century. 
    (ii) The indictor system includes competencies in cognitive, skills, and affective aspects. 
 (iii) The indicator system implies a dynamic learning process. 
 (iv) The indictor system puts emphasis on process rather than result. 
 
iii. The Planning Structure of the Indicator System 

The structure of the indicator system is composed of three tiers: domains, dimensions and 
indicators. The first tier includes three domains: learning input, learning process and learning output. 
The second tier includes nine dimensions: self-awareness, learning awareness, basic concepts, learning 
strategies and methods, pursuit and integration of learning resources, planning and management of 
learning time, team learning, learning evaluation and learning transfer. The third tier provides further 
descriptions of each specific indicator in each dimension. 

 
Methods 

 
There are two stages in the research. In the first stage, which is intended to find out the contents of 

lifelong learning, the Delphi Method is used with 24 distinguished scholars and adult educators. In the 
second stage, the Analysis Hierarchy Process (AHP) is used to find out the ratio of each aspect and to 
establish an indicator system of lifelong learning ability. Each method is described as the follows. 

 
1. Delphi Method 

According to the literature review, the researchers developed the questionnaire “Adult Lifelong 
Learning Literacy” and sent it to the experts to collect the professional opinions. The original questionnaire 
included three domains, ten dimensions, and 46 indicators. After three rounds data collection, it came out 
the final indicator system. 

2. AHP 
The second stage of this research uses AHP to collect opinions from Delphi experts so as to establish 

a feasible and practical relatively weighted indicator system of life-long learning literacy. Expert Choice 
2000, was used to analyze the results. 

 
Results and Discussions 

 

1. Analysis Results of Delphi Method  
(1) Results of the First-round Questionnaire  

The first-round questionnaire includes three domains, ten dimensions and 50 indicators. From the 
answers of the experts, the importance value of each indicator is higher than six and most of the indicators 
have a standard variance less than one, indicating that the Delphi experts generally agree upon the 
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indicators developed in this study. In addition, the experts also provide many opinions and suggestions, 
indicating that many of the indicators still require modifications in wording or expressions.  

Based on the feedbacks of the experts, in the production of the second-round questionnaire, one 
dimension is removed while a new dimension is added and the wording of one dimension is modified. In 
addition, the two dimensions of “use of learning strategies” and “to be able to use learning methods well” 
are combined and four indicators are added. As a result, the second-round Delphi questionnaire includes 
three domains, ten dimensions and 50 indicators.� 

(2)Results of the Second-round Delphi Questionnaire  
From the answers of the experts filling in the second-round questionnaire, it is found that the standard 

variance of each dimension and indicator is less than one, indicating that the opinions and suggestions 
provided by the experts are similar and only a few of the indicators in the second-round questionnaire still 
need to be modified. In addition, it also indicates that the Delphi experts are reaching an initial consensus 
on most of the indicators.  

After the data compilation and analysis, in the production of the third-round questionnaire, the 
dimension of “able to use searching functions of different kinds of media” is added to the input dimension 
while the wording of a few indicators is modified. In the third-round questionnaire, there are three domains, 
11 dimensions and 49 indicators.  

(3)Results of the Third-round Delphi Questionnaire  
From the answers of the experts filling in the third-round questionnaire, it is found the average 

importance value of each dimension and indicator is higher than 6.5 with a standard variance of less than 
0.6 while the number of experts’ opinions and suggestions decreases drastically. The findings indicate the 
experts have reached a strong consensus on the indicators of adults’ lifelong learning competences. Based 
on the results of the three rounds of questionnaires, this study constructs an indicator system of three 
domains, 11 dimensions and 49 indicators as illustrated in the following Table 3:  

 

 

Table 3. Indicators of Adults’ Lifelong Learning Literacy  

Domain Dimension Indicator 
average 

importanc
e value 

1.Learning 

Input 

1-1 Self-awareness 

1-1-1 awareness of the development directions based on self-interests 
1-1-2 looking for self-recognition and self-achievement 

-3 1-1-3 awareness of the self-potential to accomplish learning plan/process 
1-1-4 understanding personal advantages and drawbacks on the learning process
1-1-5 understanding the learning needs concerning self-improvement 

6.57 
6.63 
6.51 
6.64 
6.59 
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1-2 Learning 
awareness 

1-2-1 understanding the necessity of participating in learning 
1-2-2 having high persistence of learning 
1-2-3 understanding the needed learning information 
1-2-4 strong awareness of the connections between lifelong learning and personal 

life development 
1-2-5 having curiosity to learning new things 
1-2-6 strong awareness of doing lifelong learning in different ways  
1-2-7 understanding the need of or the attraction to learning activities 

6.81 
6.67 
6.59 
6.67 

 
6.62 
6.71 
6.53 

1-3 Cognitive ability  
1-3-1 having basic proficiencies of listening, speaking, reading and writing 
1-3-2 having the abilities to apply mathematic concepts and skills 
1-3-3 having the abilities of concept formation and abstract thinking 

6.62 
6.51 
6.79 

 

1-4  Information 
retrieval ability 

1-4-1 able to use IT tools 
1-4-2 able to search learning information through different kinds of electronic 

media 
1-4-3 able to search needed information from libraries 

6.87 
6.56 

 
6.59 

2-1 Framing learning 
plan 

2-1-1 able to make leaning plans based on self-needs 
2-1-2 able to set self-learning goals clearly 
2-1-3 able to organize learning activities based on past learning experience 

6.69 
6.75 
6.64 

2-2 Capabilities of 
using learning 

strategies   

2-2-1 able to use the varied learning goals depending on different development 
stages to guide learning 

2-2-2 able to organize ideas through reading guideline, drawing charts, taking 
notes, etc. 

2-2-3 able to question frequently what had learned  
2-2-4 able to use learning skills flexibly in different conditions to improve 

learning efficiency 
2-2-5 able to use the learning experience to solve problem 
2-2-6 able to use different ways to memorize, such as keywords, highlight, taking 

notes 

   6.53 
 

   6.66 
 

   6.85 
   6.74 

 
   6.63 
   6.58 

 

2-3 Integrating of 
learning resources 

2-3-1 able to effectively use all kinds of resources to make learning plans 
2-3-2 able to select suitable information 
2-3-3 able to use resources to make analysis and judgment and to integration 

learning information 
2-3-4 able to use kinds of ways to integrate the information of learning 
2-3-5 able to look for help from different resources when facing learning problem

6.75 
6.69 
6.54 

 
6.77 
6.63 

2-4 planning and 
management of 
learning time 

2-4-1 able to do arrange free time to participate learning activities 
2-4-2 keeping learning everyday 
2-4-3 able to plan learning participation early and implement personal learning 

plans 
2-4-4 able to design time management plan based on self-need 

6.57 
6.68 
6.53 

 
6.56 

2. Learning Process 

2-5 Collaborative 
learning 

2-5-1 able to clearly express self-opinion in group 
2-5-2 able to learn different learning experiences from others 
2-5-3 able to discuss learning objectives with others 
2-5-4 able to cooperate with others to complete the tasks 
2-5-5 able to share learning resources with others 

6.76 
6.64 
6.63 
6.58 
6.61 

3-1 Learning 
evaluation and 

reflection 

3-1-1 able to reflect learning methods and results through learning activities 
3-1-2 able to self-evaluate learning efficiency 
3-1-3 able to use learning results to examine the learning goal 
3-1-4 able to use learning results to improve learning quality 

6.55 
6.59 
6.78 
6.64 

3.Learning O
utput  

3-2 Learning transfer 

3-2-1 able to use learned knowledge in different conditions 
3-2-2 able to abstract the learning and transfer to useful knowledge 
3-2-3 able to use learned knowledge to plan learning of future 
3-2-4 able to use acquired knowledge to solve the daily problem 

6.69 
6.70 
6.66 
6.59 
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2. Analysis of the Indicator System of Adults’ Lifelong Learning Literacy  
Based on the confirmed results of the third-round Delphi questionnaire, the experts are asked to fill in a 

questionnaire of the relative weight of each indicator and the statistic software, Expert Choice 2000, is used 
to analyze the results. After the analysis, the O.I.I. and I.R. of each domain range from 0.01 to 0.00. The 
analysis results are further explained as follows:  

�1� The results of the relative weight analysis of the three domains is listed in Table 4: 
 
Table 4. Relative Weights of the Three Domains 

Domain Relative Weight Ranking 

Learning input .235 2 

Learning process .641 1 

Learning output .124 3 

I.R.�.00 

According to the analysis results, the experts regard the domain of “learning process” as the most 
important, followed by “learning input” and then “learning output.” In this study, the “learning process” 
domain focuses on the capabilities of learning how to learn, critical thinking, using resources well and 
teamwork. These capabilities correspond to the four learning abilities highlighted in the Faure report. They 
also correspond to the core skills and competencies of lifelong learning proposed by Longworth�2003�. In 
addition, it can be found that the learning output is something the experts pay relatively little attention to. It 
might be because, from the perspective of education, learning process is even more important than learning 
results.  

�2� The relative weight analysis results of the 11 dimensions are listed in Table 5.  

 
Table 5. Relative Weight Analysis of the 11 Dimensions  

Domain Dimension Relative 
Weight Ranking 

Total 
relative 
weight 

Overall 
Weight 

Ranking 
Self-awareness .604 1 .088 5 
Learning awareness .129 3 .019 9 
Cognitive ability .161 2 .023 8 

Learning 
input 

Information retrieval ability .107 4 .016 10 
Framing learning plan .214 3 .171 3 
Capabilities of using learning strategies  .220 2 .175 2 
Integrating of learning resources .301 1 .240 1 
Planning and management of learning time .176 4 .141 4 

Learning 
process 

Collaborative learning .088 5 .070 6 
Learning evaluation and reflection .808 1 .046 7 Learning 

output Learning transfer .192 2 .011 11 

I.R.�.00 

Among the 11 dimensions, the ability of integrating of learning resources ranks the highest in the overall 
weight ranking, followed by the ability of using learning strategies and framing learning plan while the 
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information retrieval ability and the dimension of learning transfer are the two lowest. According to Table 5, 
the five dimensions of the learning process domain constitute a majority of the total relative weight (.641). In 
the domain of learning input, the dimensions of “learning awareness” and “learning evaluation and 
reflection” have higher relative weights. In addition, all the dimensions of the learning output domain rank 
within top six in the ranking of relative weight, indicating the importance of the process domain.  

(3) The relative weight analysis results of the 49 indicators are listed respectively in Tables 6, 7 and 8.  
 
Table 6. Relative Weight Analysis of the Indicators of the Input Domain  

Dimension Indicator Relative 
Weight Ranking 

Overall 
weight 
ranking 

awareness of the development directions based on self-interests .378 1 1 
looking for self-recognition and self-achievement .223 2 2 
awareness of the self-potential to accomplish learning 
plan/process 

.166 4 3 

understanding personal advantages and drawbacks on the 
learning process 

.066 5 9 

Self- 
awareness 
�.604� 

understand the learning needs concerning self-improvement .167 3 3 

understanding the necessity of participating in learning .298 1 6 

having high persistence of learning .129 3 13 

understanding the needed learning information .080 6 17 

strong awareness of the connections between lifelong learning 
and personal life development 

.249 2 7 

having curiosity to learning new things .046 7 18 

strong awareness of doing lifelong learning in different ways .094 5 16 

Learning 
awareness 
�.129� 

understanding the need of or the attraction to learning activities .105 4 14 

having basic proficiencies of listening, speaking, reading and 
writing 

.320 2 10 

having the abilities to apply mathematic concepts and skills .170 3 14 

Cognitive 
ability 

�.161� 
having the abilities of concept formation and abstract thinking .509 1 5 

Able to use IT tools .369 2 11 

Able to search learning information through different kinds of 
electronic media 

.390 1 7 

Information 
retrieval 
ability 

�.107� 

able to search needed information from libraries .241 3 12 

I.R�.00 

As indicated in Table 6, among the dimensions of the input domain, self-awareness is the most important. 
All the indicators of the self-awareness dimension rank within top 10 in the overall weight ranking. Among 
them, the indicators of “awareness of the development directions based on self-interests” and “looking for 
self-recognition and self-achievement” have higher relative weights. In addition, the indicators of the 
dimensions of the cognitive ability and the information retrieval ability have lower relative weights. It is 
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probably because the abilities are relative basic abilities.  

Table 7. Relative Weight Analysis of the Indicators of the Process Domain  

Dimension Indicator Relative 
Weight Ranking 

Overall 
Weight 

Ranking
able to make leaning plans based on self-needs .440 1 4 
able to set self-learning goals clearly .398 2 5 

Framing 
learning plan 

�.100� able to organize learning activities based on past learning 
experience 

.162 3 4 

able to use the varied learning goals depending on different 
development stages to guide learning 

.384 1 3 

able to organize ideas through reading guideline, drawing charts, 
taking notes, etc. 

.070 5 21 

able to question frequently what had learned .123 4 16 
able to use learning skills flexibly in different conditions to improve 
learning efficiency 

.202 2 10 

able to use the learning experience to solve problem .159 3 11 

Capabilities 
of using 
learning 

strategies 
�.382� 

able to use different ways to memorize, such as keywords, 
highlight, taking notes 

.062 6 23 

able to effectively use all kinds of resources to make learning plans .307 1 1 
able to select suitable information .165 3 7 
able to use resources to make analysis and judgment and to 
integration learning information 

.274 2 2 

able to use kinds of ways to integrate the information of learning .156 4 8 

Integrating of 
learning 

resources 
�.200� 

able to look for help form different resources when facing learning 
problem 

.099 5 11 

able to do arrange free time to participate learning activities .151 3 18 

keeping learning everyday .108 4 20 
able to plan learning participation early and implement personal 
learning plans 

.446 1 6 

Planning and 
management 
of learning 

time 
�.175� able to design time management plan based on self-need .295 2 9 

Able to clearly express self-opinion in group .217 3 16 
able to learn different learning experiences from others .243 2 14 

Able to discuss learning objectives with others .282 1 11 

able to cooperate with others to complete the tasks .142 4 19 

Collaborative 
learning 
�.143� 

able to share learning resources with others .116 5 22 

I.R�.00 

As indicated in Table 7, in each of the dimensions of the process domain, there is at least one indicator 
which ranks within top 10 in the overall weight ranking of the indicators in the process domain except 
collaborative learning. Therefore, it can be said that each dimension of the process domain has its own 
representative indicator. In addition, among the dimensions, the ability of integrating learning sources is the 
most important, followed by using learning strategies. In addition, the indicator of “able to effectively use all 
kinds of resources to make learning plans” account for more than a half of the total relative weight of the 
dimension and it is also the highest in the relative weight ranking of all the indicators in the process domain. 
This finding corresponds to the characteristics of a lifelong learner proposed by Cindy (1994).  

Table 8. Relative Weight Analysis of the Indicators of the Output Domain  
Dimension Indicator Relative Ranking Overall 
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Weight Weight 
Ranking

able to reflect learning methods and results through learning 
activities 

.339 2 2 

able to self-evaluate learning efficiency .157 3 3 
able to use learning results to examine the learning goal .400 1 1 

Learning 
evaluation and 

reflection
�0.795� 

able to use learning results to improve learning quality .105 4 4 
able to use learned knowledge in different conditions .318 2 6 
able to abstract the learning and transfer to useful knowledge .323 1 5 

able to use learned knowledge to plan learning of future 160 4 8 

Learning 
transfer 

�0.205� 
able to use acquired knowledge to solve the daily problem .198 3 7 

I.R.�.00 

As seen in Table 8, the dimension of learning evaluation and reflection accounts for 80% of the total 
relative weight of the output domain. Additionally, the indicators belonging to the dimension of learning 
evaluation and reflection rank top four among all the indicators of the output domain. Among them, the 
indicator of “able to evaluate if personal learning results meet the expectation” has the highest relative 
weight. 

Compared with other studies, this study develops an indicator system with a more specific structure of 
domains, dimensions and indicators. The system can represent the systematic nature of learning and cover 
comprehensively the aspects of cognitions, contexts and skills discussed by many scholars. In addition, the 
indicators in the system can represent the importance of the corresponding dimensions.  

 

 Conclusion and suggestion 
 

This study is mainly a discussion using the theories about adults’ learning and lifelong learning 
competences. Based on the literature review and opinions and suggestions from Delphi experts, this study 
attempts to establish an indicator system of adults’ lifelong learning literacy and explore each indicator 
through the relative weight analysis. After the analysis, the following three conclusions and four suggestions 
are made in this study:  

1. Conclusions 
(1) The contents of adults’ lifelong learning literacy include correct cognition of lifelong learning, 

possession of the abilities of lifelong learning and the willingness of lifelong learning as well as the abilities 
to evaluate personal learning status. Through the literature viewer, this study defines adults with lifelong 
learning literacy as “adults who have the concepts of lifelong learning and continue to develop the cognitions, 
competences and attitudes of lifelong learning in his or her life.”  

(2) The indicator system developed in this study has totally 11 dimensions and 49 indicators. After the 
literature review and the analysis, the study adopts the Delphi method and the AHP to construct an indicator 
system of adults’ lifelong learning literacy and the relative weights of all the indicators. The 49 indicators of 
the 11 dimensions in this system can be practically used to measure each individual’s lifelong learning 
literacy and further to find out the lifelong learning literacy of all the citizens in Taiwan, providing references 
for lifelong learning program designers and policy makers.  

(3) The most important dimensions in the system developed in this study are the capabilities of using 
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learning strategies well, integrating learning resources, planning and management of learning time, 
collaborative learning and learning awareness.  

According to the experts’ opinions, the indicator of “using learning strategies well” accounts for nearly 
30% of the total relative weight of all the dimensions, which further confirms the importance of this indicator. 
In addition, all the dimensions of the process domain rank top positions in the ranking of relative weights. 
This finding indicates, in the adults’ lifelong learning literacy, the indicators of the learning process domain 
are more important than others. 

2. Suggestions  

(1) For practical applicaiton 

i. Using the findings of this study as references for lifelong learning program planning and development 
With the assistance from 24 experts and scholars, this study uses three rounds of Delphi questionnaires 

and one round of AHP in establishing a system which can help individuals to have systematic concepts of 
lifelong learning from the aspects of learning inputs, processes and outputs. The system also has specifically 
weighted indicators, which can help individual learners prioritize what to accomplish with limited resources. 
It is suggested to use the system developed in this study to measure the current status of the lifelong learning 
literacy of all the citizens in Taiwan so as to lay a foundation for the establishment of a lifelong learning 
society.  

ii. Using the findings of this study as references for related research and policy making  
In Taiwan, the lifelong learning competency has been listed as one of the goals of the 9-year 

compulsory education. In the curricular design of lifelong learning competency for students, the 
governmental organizations in charge can use the findings of this study for helpful references to ensure the 
future generations will acquire the basic lifelong learning competences. As for academic research, there only 
a few studies on lifelong learning literacy currently in Taiwan and most of them fail to provide clear 
definitions of lifelong learning literacy. Therefore, the findings of this study can be used in the development 
of related theoretical foundations which cover different types of adult learners.  

iii. Developing a quantitative indicator scale 
This study is an initial attempt to construct an indicator system from a qualitative perspective. However, 

the study fails to develop a quantitative scale to measure the indicators and, therefore, might be less 
statistically persuasive. Therefore, it is suggested that future research can develop a more quantitative 
standards to measure the indictors.  

(2) For Future Research 

i. Increase of Subject Size  
Even though this study uses three rounds of Delphi questionnaires, there are only 24 experts and 

scholars invited to answer the questionnaires and this number might seem limited in size. Therefore, it is 
suggested that, in future research, more experts and scholars can be invited and, if possible, interviewed to 
enhance the importance of the research results.  

ii. Development of Research Tools  
The questionnaires used in this study are mainly self-developed by the research, using references from 

the literature review to construct the initial structure of the indicator system. Therefore, the questionnaires 
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might be influenced by the subjective judgments of the researchers. Therefore, it is suggested that, in future 
research, a questionnaire of expert validity can be added along with item analysis and factor analysis so as to 
prevent unstable questions and avoid subjectivity of the researchers.  
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To examine the effects of cooperative learning on student motivation, a 12-week 
quasi-experimental pretest-posttest comparison group research study was designed. Two 
EFL college classes in Taiwan participated in the study, one receiving English grammar 
instruction through cooperative learning and the other through whole-class teaching. Two 
specific research questions guided the study. The first looked at effects of cooperative 
learning on self-efficacy, and the second on task value. Additional exploratory questions 
examined these results across subgroups within each class. Data were collected via 
learners’ pretest and posttest scores on the dependent variables. The data were analyzed 
with MANCOVAs, one- and two-way ANCOVAs, and simple effects. Cooperative 
learning was found to have large positive effects on self-efficacy and task value. The 
results of the exploratory questions indicated that cooperative learning facilitated 
motivation across all subgroups, but more so with those performing at higher and lower 
levels. Implications for future research and for curriculum and instruction are addressed. 

 

his study investigates the effects of cooperative learning (CL) in an English as a 

Foreign Language (EFL) setting in Taiwan. The study provides a systematic 

pretest-posttest comparison through motivational measures on the effects of CL with 

whole-class instruction (WC). The effectiveness of CL has been supported by a large body 

of research across different grade levels and subject areas in countries such as the United 

States, Israel, Lebanon, the Netherlands, and Nigeria (e.g., Abrami, Lou, Chambers, 

Poulsen, & Spence, 2000; Calderon, Hertz-Lazarowitz, & Slavin, 1998; Ghaith, 2003a, 

2003b; Johnson & Johnson, 1989; Slavin, 1995; Vaughan, 2002). After being 

implemented in American classrooms for over a century, this pedagogy has begun to gain 

attention and interest from EFL teachers in Taiwan, where EFL instruction is still mostly 

whole-class, teacher-centered rote grammar-translation (Babcock, 1993; Lai, 2001; Su, 

2003; Yu, 1993). The purpose of the study was to investigate the effectiveness of 

cooperative learning in the context of an EFL course being taken by college students in 

Taiwan. A questionnaire was used to compare and understand the differences of students’ 

motivation in terms of self-efficacy and task value between the comparison groups.  

T 
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Two main research questions were asked:  

1. How does self-efficacy differ between the CL group and the WC group?  

2. How does task value differ between the CL group and the WC group?  

As a result of the analyses on the above two major research questions, the following 

exploratory questions were investigated: 

A. Is there an interaction effect between instruction (CL vs. WC) and prior English ability 

level on self-efficacy? If so, what is the cause of the interaction? 

B. Is there an interaction effect between instruction (CL vs. WC) and prior English ability 

level on task value? If so, what is the cause of the interaction?  

THEORETICAL UNDERPINNINGS  

According to Slavin’s model of cooperative learning (1995), CL ultimately results in 

gains in learning because the process of cooperation prompts motivation and 

consequential cognitive activities. Liao (2005) discusses three categories of contemporary 

motivational theories that underpin CL, including the following. Expectancy-value 

theories are a set of conceptualizations. They conceive that one’s motivation to perform a 

learning task depends on “expectancy of success” in the given task and the “value” 

attached to successfully performing the task (Wigfield, 1994). Expectancy of success is 

related to how learners (a) attribute their past success or failure, (b) construe competence, 

and (c) maintain self-esteem. Weiner’s (2000) attribution theory assumes that motivation 

is affected by how people attribute their past performance (i.e., stable, constant, and thus 

uncontrollable factors versus unstable, temporary, and thus controllable factors). 

Bandura’s (1993) self-efficacy theory maintains that, if people deem competence as 

“acquired” (controllable), they focus on personal improvement and maintain strong 

commitment to goals. Conversely, when people deem competence as “inherent” 

(uncontrollable), they maintain a self-diagnostic focus and recoil from challenging tasks in 

fear of having to acknowledge low inherent ability in case of unsatisfying performance. 

Similarly, Covington’s (1992) self-worth theory assumes that learners with low 

confidence often avoid working hard so that they can attribute failure to level of effort 

exerted (controllable) to retain their sense of control and self-worth. Together these 

theories illustrate a picture of individuals’ performance expectations and their confidence 

levels in undertaking tasks. The theories answer to the question of “Can I do this task?” 

2007 HICE Proceedings 
Page 3488



 

 3

whereas the second constituent of expectancy-value theories answers to the question of 

“Do I want to do the task?” (Dornyei, 2001). Eccles and her colleagues (Eccles & 

Wigfield, 1995, 2002) have identified four types of task values: attainment value, intrinsic 

value, utility value, and cost. The role of educators is to design teaching that would 

minimize the fourth type while enhancing the first three so that learners have sufficient 

motivation to participate in learning tasks.  

Locke and Latham’s (1990) goal setting theory argues that human behaviors are 

regulated by goals and that the setting of personal goals are in turn influenced by factors 

such as group goals, role modeling, encouragement, and feedback. These factors are 

compatible with Slavin’s (1995) model of CL. For example, the goal setting theory argues 

that having group goals on top of personal goals brings about higher goal commitment to 

the personal goals than having personal goals alone. Likewise, the model of CL argues 

that the setting of group goals will trigger motivation to learn, motivation to encourage 

group members to learn, and motivation to help members to learn. 

While some critics of CL (e.g., Kohn, 1991a, 1991b) argue that extrinsic 

motivation triggered by CL can negatively affect intrinsic motivation, CL proponents 

believe otherwise. Deci and his colleagues’ (Deci & Ryan, 1985; Deci, Vallerand, 

Pelletier, & Ryan, 1991) self-determination theory is quite in line with the CL advocates’ 

perception in this regard. The theory presents four forms of behaviors on a continuum 

based on the degree of motivation internalization; it clearly argues that extrinsic 

motivation can facilitate intrinsic motivation and transfer a learner from the right 

(controlled and extrinsic) toward the left (self-determined and intrinsic) of the continuum.  

METHODS 

Two pre-existing college freshman English grammar classes were selected using 

convenience sampling. The researcher sought instructors in a specific university who 

volunteered to provide manipulated pedagogies based on the design of the study. One 

instructor was selected based on criteria including education, teaching experience, teacher 

evaluations, professional training, command of English, as well as study and travel 

experience in an English-speaking country. Two classes (each with 42 students) of this 

instructor were then used for the study. Each class was randomly assigned a 12-week 

treatment and administered a questionnaire as a pretest and posttest. 
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Subjects 

The subjects were students at a private university in central Taiwan. They ranked 

between 40% and 77% on the national joint technology college and university entrance 

examination. The university was located in the Taichung-Changhua Greater Metropolitan 

Area. In December 2002, Taichung City was the third most populated area in Taiwan with 

6,099 people per square kilometer (GIO, 2004). The university had approximately 400 

full-time faculty members and 10,000 full-time students.  

Instrumentation 

The Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich, Smith, 

Garcia, & McKeachie, 1991, 1993) was used to measure the subjects’ self-efficacy (i.e., 

performance expectations and confidence levels in undertaking tasks) and task value (i.e., 

perception on course activities and materials in terms of their interest, importance, and 

relevance). The theoretical framework that underlines the MSLQ is an adaptation of a 

general expectancy-value model of motivation (Pintrich & De Groot, 1990) discussed 

above. To ensure that the subjects have a shared reference point when they responded to 

each item, the researcher had chosen to have all response alternatives anchored. Table 1 

provides an interpretation of the various levels of score ranges. 

 
Table 1 
MSLQ Score Interpretation 
Score Response Alternative Motivation 
1.00-1.50 Never true of me  None or exceptionally low 
1.51-2.50 Rarely true of me Very low 
2.51-3.50 Occasionally true of me Low 
3.51-4.50 Sometimes true of me Moderate 
4.51-5.50 Often true of me High 
5.51-6.50 Usually true of me Very high 
6.51-7.00 Always true of me Exceptionally high 

 

After the questionnaire was administered, results indicated that the questionnaire had 

a robust reliability with a Cronbach alpha valued at .97. The individual Cronbach alphas 

for the two scales were found to be .97 and .95 respectively.  
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Procedure 

The instructional design for the control group included the traditional whole-class 

grammar translation method, but in order to enhance the quality of teaching in the control 

group, communication-based class activities were added to the curriculum. For example, 

before getting into the grammar point in each unit, the teacher used warm-up questions 

and visual aids to focus the students’ attention and to set the context for the grammar point; 

the teacher invited the students to participate in answering those questions in the 

whole-class setting to activate their schemata; context-rich activities such as journal 

writing and editing were also included. But in order to differentiate the control group from 

the experimental group, which utilized peer learning, these activities were carried out 

either whole-class (e.g., whole-class discussion) or individually (e.g., journal writing). 

The control group used the same teaching material as the experimental group. 

The specific CL method used in the experimental group was Student Teams 

Achievement Divisions (STAD). Before cooperative work began, the students were sorted 

into heterogeneous groups of four to five members based on the pretest scores. Care was 

taken to ensure that each group consisted of learners from high to average to low 

achievement levels and that the average levels of all the groups were about the same. After 

the instructor presented her teaching, the groups were set to work. The students went over 

the same exercise materials and helped each other answer and understand the materials 

through elaborated explanations, peer modeling, peer practice, and peer assessment and 

correction. When there were communicative activities, such as journal writing or topic 

discussion, the activities were group-based. Next, the students took tests individually. 

One’s individual test score was compared to one’s pretest score and contributed to the 

group’s average improvement point, which turned into 10% of a student’s semester grade. 

A student’s semester grade was also determined by peer evaluation (by teammates) and 

cooperative process (as evaluated by the instructor).  

Data Analyses 

Means and frequency distributions were calculated to determine the subjects’ level 

of self-efficacy and task value. For posttest scores, adjusted means were also obtained 

from the ANCOVAs to present a more comprehensive picture of student attitude. 

Additionally, one-way MANCOVAs on the posttest scores were conducted to see if there 
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was a significant difference between the CL and WC groups on self-efficacy and task 

value. Potential pretreatment differences between groups were controlled with the use of 

covariates. Covariates were used to increase statistical power (Huck, 2004). . When a 

MANCOVA was found significant, investigation was followed up with a univariate 

ANCOVA on each of the dependent variables to see if there was a significant difference 

between the two groups. Factorial ANCOVAs were conducted to see if there were 

significant interactions between the effects of prior English level and instruction on each 

of the dependent variables. A significant interaction was followed up with simple effect 

analyses in order to examine what the cause of the interaction was. Interaction plots were 

used to help interpret the results.  

RESULTS 

Descriptive Analyses 

The demographic data indicated that the two comparison groups and the total 

sample were similar in gender distribution and age. Both the CL and WC groups, like the 

total sample, had approximately one fourth male and three fourths female. The CL (M = 

18.90, SD = 1.27) and the WC (M = 18.90, SD = 1.25) groups also resembled the total 

sample (M = 18.90, SD = 1.25) in age, with about 90% of subjects between 18 and 20.  

As presented in Table 2, before the treatments, the subjects demonstrated only a 

moderate level of self-efficacy (M = 3.69 for CL and 3.91 for WC) in completing course 

tasks. While they had some expectation and confidence in carrying out their learning tasks, 

the students’ level of anticipation and self-belief was not high. In addition, the subjects on 

average attached only moderate levels of value to the course task (M = 3.57 for CL and 

3.81 for WC). While they perceived some value upon the course activities and materials, 

they did not think highly in terms of their interest, importance, and relevance. After the 

treatment, the WC group’s self-efficacy (M = 4.02) and task value (M = 3.68) showed 

little change and remained only at the moderate level. In contrast, the CL group showed 

improvement on both self-efficacy (M = 4.79) and task value (M = 5.16), which were 

enhanced from moderate on the pretest to high levels on the posttest. In other words, after 

the treatment, the CL group on average demonstrated higher expectation and 

self-confidence in learning and performing and perceived more highly of the course task. 
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Table 2 
Mean Scores for the MSLQ Scales 

   Posttest 
Pretest  Obtained  Adjusted 

Group n 
Mean SD  Mean SD  Mean 

Self-Efficacy for Learning and Performance    
  Cooperative 42 3.69 1.39  4.79 1.04   4.87 
  Whole-Class 42 3.91 1.43  4.02 1.34   3.94 
  Total Sample 84 3.80 1.40  4.41 1.25   4.41 

Task Value     
  Cooperative 42 3.57 1.09  5.16 .82   5.26 
  Whole-Class 42 3.81 1.16  3.68 1.12   3.59 
  Total Sample 84 3.69 1.13  4.42 1.23   4.43 

 
 

Inferential Analyses 

One-way MANCOVAs and one-way ANCOVAs were conducted to answer 

Research Questions One and Two. An alpha level of .05 was used for all statistical tests. 

All the assumptions pertaining to the use of MANCOVA and ANCOVA were satisfied. 

The assumption of normality was not tested as the procedure is robust to its violation. The 

assumption of independence of observations was assumed to be true. The covariate (i.e., 

the pretest) was measured without error. Even though the sample sizes were equal, the 

homogeneity of variance assumption was tested using Levene’s statistic. The results 

indicated equivalency of variances across the groups. The scatterplot and the residual plot 

were used to test the linearity. The Tolerance and VIF values equaled 1. It was thus 

concluded that the assumption of linearity was not violated. In addition, the assumption of 

homogeneity of regression was tested. The observed value was F14, 32 = .82, p = .641 for 

Research Question One and F11, 48 = 1.95, p = .056 for Research Question Two. The result 

showed that the regression lines of the dependent variable that had been regressed on the 

covariate within each group were parallel and the assumption of homogeneity of 

regression was met.   

Research Question One 

The first research question was: How does self-efficacy differ between the CL 

group and the WC group? An examination of the results in Table 3 indicated that the CL 
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group’s average posttest score on self-efficacy scale (adjusted mean = 4.87) was 

significantly higher (F1, 81 = 58.77, p = .000) than that of the WC group (adjusted mean = 

3.94). The observed power was excellent at 1.00, and the effect size was large at .42.  

 
Table 3 
One-Way ANCOVA on Self-Efficacy Posttest Scores with Self-Efficacy Pretest  
Scores as Covariate 
Source SS df   MS F p 

Pretest 87.21 1 87.21   
Group 18.16 1 18.16 58.77 .000 
Error 25.03 81 .31   
Total 130.40 83 `    

 

Research Question Two 

The second research question was: How does task value differ between the group 

receiving CL and the group receiving WC? An examination of the results in Table 4 

indicated that the CL group’s posttest scores on task value scale (adjusted mean = 5.26) 

were significantly higher (F1, 81 = 221.40, p = .000) than those of the WC group (adjusted 

mean = 3.59). The observed power was excellent at 1.00, and the effect size was large (eta 

squared = .73).  

 
Table 4 
One-Way ANCOVA on Task Value Posttest Scores with Task Value Pretest  
Scores as Covariate 
Source SS df   MS F p 

Pretest 47.11 1 47.11   
Group 57.58 1 57.58 221.40 .000 
Error 21.07 81 .26   
Total 125.75 83 `    

 

Exploratory Analyses 

As a result of the inferential analyses, Exploratory Questions A and B were 

investigated. In order to answer Exploratory Questions A and B, two approaches were 

taken to divide the subjects into different English ability levels based on their pretest 
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performance. The first approach used the GEPT score interpretation as a guideline. The 

GEPT test adopted a pass/fail system. In a GEPT reading test, a test taker needed to 

answer 67% of items correctly to pass the test. The researcher hence operationally defined 

those who scored 67/100 and above in the pretest as higher-proficiency students. There 

were 9 subjects in this category, 3 from the CL group and 6 from the WC group. When a 

subject was not even half way to the GEPT passing score of 67 (i.e., he or she earned a 33 

or less on the pretest), he or she was categorized as a lower-proficiency student. They 

totaled 42, with 21 in each group. Those who scored lower than 67 and higher than 33 

were categorized as medium-proficiency students. There were 33 of them, 18 in the CL 

group and 15 in the WC group. The second approach used the subjects’ relative ranking in 

class to categorize them into various levels. The subjects in the CL class were grouped into 

10 cooperative teams, with 4 students in most teams and 5 in 2 teams. Based on the 

rationale that students’ learning motivation and effort could be affected by how they 

perceived their relative standing among classmates and among teammates (Bandura, 1993; 

Covington, 1992), and also based on the rationale that in each CL teams the student with a 

higher pretest score would tend to have more opportunity to elaborate and explain the 

concept of English grammar to the group members (Slavin, 1995), the researcher decided 

that it was worth exploring to categorize the students into quartiles and identify them as 

higher (the top quartile), medium (the middle two quartiles), and lower (the bottom 

quartile) ranking students for the purpose of analyses on Exploratory Questions A and B.   

Exploratory Question A 

Results in Table 5 indicated no significant interaction between prior GEPT level 

and type of instruction (F2, 77 = 2.08, p = .132) while the main effects of prior GEPT level 

and instruction were both significant (F2, 77 = 5.06, p = .009 and F 1, 77 = 44.21, p = .000 

respectively). The results revealed that the effect of instruction on self-efficacy did not 

depend on which GEPT level was being considered, and vice versa. On the other hand, 

there was a significant interaction between the effects of prior class ranking and type of 

instruction on self-efficacy (F2, 77 = 19.76, p = .000). The observed power was excellent at 

1.00, and the effect size was large (eta squared = .34). The statistically significant 

interaction indicated that the effect of instruction on self-efficacy depended on which prior 

ranking level was being considered.  
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Table 5 
Factorial ANCOVAs for Interaction Effect of Ability Level and Instruction on 
Self-Efficacy  
Source SS df  MS F p 

Ability Defined by GEPT Standard   

  Pretest 21.18 1 21.18  
  GEPT level 2.76 2 1.38 5.06 .009 
  Instruction  12.07 1 12.07 44.21 .000 
  GEPT level x Instruction .14 2 .57 2.08 .132 
  Error 21.02 77 .27  

Ability Defined by Relative Ranking in Class  

  Pretest 6.39 1 6.39  
  Ranking  4.31 2 2.16 12.24 .000 
  Instruction 19.87 1 19.87 112.82 .000 
  Ranking x Instruction 6.96 2 3.48 19.76 .000 
  Error 13.56 77 .18  

 
 

To examine where the significant ranking by instruction interaction effect on 

self-efficacy took place, three simple effect analyses were conducted, each on the two 

group means within the higher, medium, and lower ranking, respectively. The simple 

effect analyses revealed that type of instruction influenced the self-efficacy of the higher 

ranking students (F1, 77 = 26.36, p = .000), medium ranking students (F1, 77 = 9.53, p 

= .003), and lower ranking students (F1, 77 = 92.19, p = .000). However, results from the 

interaction plot (see Figure 1) indicated that even though significant differences existed 

between the two instruction groups across all three ranking levels, the difference between 

the middle groups appeared to be relatively smaller than the differences of the other two 

groups. 

2007 HICE Proceedings 
Page 3496



 

 11

Class Ranking

lowermediumhigher

E
st

im
at

ed
 M

ar
gi

na
l M

ea
ns

6.0

5.5

5.0

4.5

4.0

3.5

3.0

2.5

INSTRUCTION

cooperative learning

whole-class

 
 

Figure 1. Interaction plot for ranking and instruction on self-efficacy. 
 
 

Exploratory Question B 

Results in Table 6 indicated no significant interaction between GEPT level and 

instruction (F2, 77 = 1.07, p = .348). Significant main effects were found for instruction  

(F1, 77 = 137.77, p = .000) but not for GEPT level (F2, 77 = 1.91, p = .156). The results 

revealed that the effect of instruction on task value did not depend on which GEPT level 

was being considered, and vice versa. In contrast, there was a significant interaction 

between the effects of prior class ranking and instruction (F2, 77 = 3.85, p = .026) on task 

value. The observed power was reasonable (.68), and the effect size was medium-to-large 

(eta squared = .09). The statistical significant interaction indicated that the effect of 

instruction on task value depended on which prior class ranking level was being 

considered. 

To examine where the significant ranking by instruction interaction effect took 

place, three simple effect analyses were conducted, each on the two group means within 

the higher, medium, and lower ranking, respectively. Results of the analyses showed that 

type of instruction influenced the task value of the higher ranking students (F1, 77 = 55.56, 

p = .000), the medium ranking students (F1, 77 = 117.80, p = .000), as well as the lower 

ranking students (F1, 77 = 113.02, p = .000). An examination of the interaction plot (see 

Figure 2) showed that while significant differences existed between the two instruction 

groups across all three ranking levels, the difference between the lower groups appeared to 

be relatively greater than the differences of the other two groups. 
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Table 6 
Factorial ANCOVAs for Interaction Effect of Ability Level and Instruction on Task Value  
Source SS df  MS F p 

Ability Defined by GEPT Standard   

  Pretest 31.59 1 31.59  
  GEPT level .96 2 .48 1.91 .156 
  Instruction  34.69 1 34.69 137.77 .000 
  GEPT level x Instruction .54 2 .27 1.07 .348 
  Error 19.39 77 .25  

Ability Defined by Relative Ranking in Class  

  Pretest 4.83 1 4.83  
  Ranking  5.13 2 2.56 13.52 .000 
  Instruction 47.98 1 47.98 252.90 .000 
  Ranking x Instruction 1.46 2 .73 3.85 .026 
  Error 14.61 77 .19  
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Figure 2. Interaction plot for ranking and instruction on task value. 

 

2007 HICE Proceedings 
Page 3498



 

 13

Summary of Findings 

The findings of this study are summarized in Table 7. When the effects of 

instruction on self-efficacy and task value were investigated in Research Questions One 

and Two, the results indicated a consistent pattern in favor of CL. Several exploratory 

analyses were used to see if this pattern could be more fully explained. While no 

interaction effect was found for GEPT level and instruction, interaction effects were found 

for class ranking and instruction in both of the motivational scales. In summary, it appears 

that CL is more effective than WC when considering both self-efficacy and task value. If 

one looks more carefully at subgroups of different class ranking levels, CL facilitates 

motivational development across all subgroups, but more so with the higher and lower 

levels.  

 
Table 7 
Summary of Findings 

Independent Variables Dependent Variables Sig.a   

Main Effects      

Instruction (CL vs. WC) Self-Efficacy Y(CL)   
 Task Value      Y(CL)   

Interaction Effects   Simple Effects b  

Instruction & Ranking Self-Efficacy Y H-rank CL vs. H-rank WC Y(CL)
   M-rank CL vs. M-rank WC Y(CL)
   L-rank CL vs. L-rank WC Y(CL)
 Task Value      Y H-rank CL vs. H-rank WC Y(CL)
   M-rank CL vs. M-rank WC Y(CL)
   L-rank CL vs. L-rank WC Y(CL)
Instruction & GEPT Self-Efficacy N     
 Task Value      N     

Note. Sig. = significance; CL = cooperative learning; WC = whole-class instruction; Y = yes;  
N = no; H=higher; M = medium; L = lower. a In parentheses are instructional types that were found 
to be significantly more effective. b Simple effect analyses were conducted as a result of significant 
interaction effects listed on the left columns. 

 

DISCUSSION  

Results show that students receiving CL displayed higher sense of efficacy in 

learning and performing and attached higher task value to the coursework than those 

receiving WC. More specifically, CL enhanced learners’ performance expectations and 
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their confidence level in mastering learning tasks. CL also brought about higher 

perception on the course material and task in terms of its interest, significance, and 

usefulness. The findings converge with those of previous research on the benefits of CL to 

second language students in the affective domain (e.g., Ghaith, 2002, 2003b; Ghaith & 

Bouzeineddine, 2003; Liang, 2002). 

The higher level of self-efficacy displayed by the CL learners can be explained in 

light of the expectancy theories. Learning motivation, according to Weiner (2000), is 

subject to learners’ attributions of past success or failure. Learners who attribute their past 

performance to stable, constant, and hence uncontrollable factors, e.g., inherent ability, 

tend to give up more easily on a task and develop less motivation for learning than those 

who attribute their performance to unstable, temporary, and hence controllable factors, 

e.g., level of effort. The structure of the STAD cooperative learning method employed in 

the present study created a situation in which learners were evaluated based upon the level 

of personal improvement. This “equal opportunities for success” feature allowed the CL 

learners to perceive success as something attainable by effort rather than something that 

could fall beyond reach due to inherent ability or keen competition. Lower achievers 

might find this feature of STAD motivating as they were given chances to succeed on their 

own terms instead of having to be constantly compared with higher achievers. Meanwhile, 

higher achievers might also perceive more in control of their learning because, rather than 

competing intensively against other higher achievers, their objective was to excel 

themselves.  

The advantage of the self-improvement, equal-opportunity feature in STAD is also 

supported by Bandura’s (1993) self-efficacy theory, which asserts that learners are more 

apt to assess their ability by their personal improvement if they perceive competence as 

acquired skills. The self-improvement feature in the CL group geared away from the 

traditional ranking system, focused on personal development, and helped learners at 

different performance levels to identify competence as acquired. If the CL students 

stumbled upon difficult tasks, this feature could allow them to examine the processes such 

as effort exerted and strategies used and to keep a task-diagnostic focus and concentrate on 

how to perform successfully instead of maintaining a self-diagnostic focus and falling as 

an easy victim to stress. In case of disappointing performances, it would be easier for them 
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to recover their sense of self-efficacy because failure mostly meant inadequate endeavor 

or insufficient knowledge and capacities that were attainable. Perceiving themselves more 

in control of their own learning by perceiving success as the outcome of hard working and 

effective strategy use, they could thus become more motivated and ready to face 

challenges. 

Based on Covington’s (1992) self-worth theory, in order to maintain a sense of 

self-worth and self-control, learners with low self-esteem tend to shy away from working 

hard so that they can attribute failure to the level of effort put forth. In this regard, STAD 

created a condition in which the CL students at various ability levels need not worry about 

competing with others; they only needed to exert effort to be better than how they had 

been. When success became more within reach by way of effort, they did not have to shy 

away from working hard to save their sense of self-worth because now the level of effort 

and even the possibility of success were both controlled in their own hands.  

The CL group also demonstrated higher task value than the WC group. Overall 

they perceived a stronger relationship between course tasks and their current or future 

goals, attached higher personal importance on performing well upon course learning tasks, 

and experienced more enjoyment and pleasure when carrying out course-related tasks. The 

higher task value can be discussed in light of certain CL elements in relation to the model 

of triadic reciprocality (Bandura, 1986) and goal setting theory (Locke & Latham, 1990). 

First, peer modeling was a recurring event in the CL group as a result of the heterogeneous 

grouping and the positive interdependence features. Based on the model of triadic 

reciprocality, modeling and subsequent social persuasion could shape, lead, and transform 

the CL learners’ thoughts and feelings, enhance stimulation, and arouse their emotions. 

According to the goal setting theory, the CL learners could obtain higher personal goal 

setting and goal commitment by observing a higher-performing role model. Secondly, 

when CL is structured and implemented properly, encouragement and feedback among 

peers occur because of the individual accountability and the positive interdependence 

features of CL. During class observations that aimed to ensure treatment fidelity, the 

researcher of the present study observed verbal encouragement exchanged among CL 

learners. She also observed various types of performance feedback, including verbal 

assessment on academic performance and verbal correction on specific tasks among peers, 
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calculation of individual improvement points, and written peer evaluation on social and 

cooperative performance. Anchored on the goal setting theory (Locke & Latham, 1990), 

the encouragement and performance feedback taking place in the CL group could have 

facilitated higher goal setting and thus higher task value. 

Interestingly, while the effects of instruction did not depend on which GEPT level 

was being considered, there were differential effects as to which class ranking was being 

taken into account of. This implies that the effects of CL depended on students’ ranking in 

relation to peers rather than on objective performing levels identified by measures such as 

standardized tests. It is reasonable to assume that the effects depended on how students 

perceived their relative ranking and subsequent role-taking as a result of the perception. 

Despite the fact that CL enhanced self-efficacy and task value for students across all class 

ranking levels, the effects were relatively greater for the higher and lower ranking ones. 

Among numerous possible reasons, the higher ranking students might have particularly 

profited from their natural explainer roles. As for lower ranking students, after being 

under-achievers for probably most of their school life, the “equal opportunity” 

“self-improvement” structure of the CL method could have helped them perceive learning 

in a different light. Specifically, they might come to see competence as acquired skills and 

that they too had power to make improvement and reach success. 

IMPLICATIONS AND SUGGESTIONS FOR FUTURE RESEARCH  

The findings of the present study have improved our understanding of the effects 

of CL in a Taiwanese EFL context. Implications of the findings can be discussed in terms 

of research and practice. With respect to research methodology, this study conducted a 

number of exploratory analyses trying to explain more fully the results of the major 

research questions. If the investigation had been concluded with the major research 

questions, our understanding of CL from the study would have been limited to the 

differential instructional effects between CL and WC. Conversely, by taking into 

consideration student characteristics and by utilizing multiple sets of data analysis 

procedures, we are able to go beyond the differential effects of CL and get a clear picture 

of how CL and students’ relative ranking interplay. The lesson to be learned from these 

findings is that, in order to understand the essence of a phenomenon, a researcher needs to 

take a close look at his or her subjects, measurement tools, and data from multiple angles, 

2007 HICE Proceedings 
Page 3502



 

 17

and then he or she needs to be willing to experiment with diverse analysis procedures to 

see if the analyses add any new dimension to the phenomenon. The findings of the study 

also imply that, in order to enhance learning motivation, instruction needs to be tailored to 

help learners perceive competence as acquired skills and to enhance their sense of control 

over learning tasks. For EFL learners to perceive competence as attainable through efforts 

and to make them believe their power in making a difference, allowing them to make 

improvement against their own past performance rather than against their classmates 

seems a reasonable solution.  

The following suggestions for future research have emerged as a result of the 

present study.  

(1) Independent variable: The current study has chosen to investigate the 

differential effects of CL and WC. It is worth including the combination of these two types 

of instruction as an additional independent variable in a future study.  

(2) Dependent variable: In this study, motivation was explored through 

self-efficacy and task value. It can also be investigated from a cost-of-task dimension, 

which was identified by Eccles and her colleagues (Eccles & Wigfield, 1995, 2002) as one 

type of task values but not in the scope of this study. Motivation can also be investigated 

from an extrinsic-versus-intrinsic motivation dimension. Whereas some critics of CL (e.g., 

Kohn, 1991a, 1991b) contend that extrinsic motivation prompted by CL can deteriorate 

intrinsic motivation, advocates of CL and the self-determination theory (e.g., Deci & Ryan, 

1985; Deci, Vallerand, Pelletier, & Ryan, 1991; Slavin, 1991; Swezey, Meltzer, & Salas, 

1994; Vallerand, 1997) believe that a learner’s more controlled and extrinsic motivation 

can be internalized in a social context and become more self-determined and intrinsic 

motivation. It is recommended further studies be conducted employing scales that can 

independently measure different levels of extrinsic and intrinsic motivation so as to 

examine the relations between different types of motivation and CL. The researcher 

strongly suggests the measure be administered at various points during the studies to grasp 

a better understanding of the motivation internalization process if there is any. 

(3) When discussing the interaction effects of CL and prior English ability level 

earlier in this paper, the researcher has postulated that the effects of CL depend on how 

students perceive their ranking levels in relation to their peers and subsequent social roles 
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they choose to take as a result of the perceptions. To test the hypothesis, future studies are 

recommended using analytic techniques drawn from Critical Discourse Analysis to 

analyze classroom and small group discourses.  

LIMITATIONS 

In interpreting the findings of this study, some possible limitations should be 

recognized. First, the data were collected on only one occasion at pretest and one occasion 

at posttest. This possibly limits the availability of data that could shed light on the 

differential effects of CL over an extended period of time. Secondly, self-efficacy and task 

value were measured with a self-report questionnaire. It is difficult to discern if the 

measures accurately represent the subjects’ true attitudes and actual use of strategies. 

Nevertheless, considering the significance of attitudes and beliefs in behavioral science 

(Ajzen, 1989; Fishbein & Ajzen, 1975), the findings of the present study still present 

important information on understanding the effects of cooperative learning.  

CONCLUSION 

The present study was an effort to contribute to the body of literature in 

cooperative learning in the EFL field by examining the effects of CL on motivation in 

terms of self-efficacy and task value. The findings are summarized as follows: 

1. The results of the study consistently indicate CL as more effective than WC in 

promoting self-efficacy and task value.   

2. The findings show a pattern that the effects of CL depend on learners’ ranking in 

relation to peers rather than on their objective performing levels identified by measures 

such as standardized tests. It is possible that the effects rely on learners’ perceptions of 

their relative ranking and consequent role-taking. 

3. For subgroups of learners at different ranking levels in relation to peers, 

although CL facilitates self-efficacy and task value for all subgroups, the effects are 

comparatively greater for the higher and lower ranking learners. 

The cooperative learning model in the present study represents a fairly radical 

departure from many of the college EFL classroom instructional models currently in 

vogue in Taiwan. The study contributes to existing literature not only by looking into the 

effects of cooperative learning on motivational variables, but also by zooming into the 

differential effects of cooperative learning for students of different class ranking levels.  
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ABSTRACT 
 

 
This panel session will describe research findings and education practices from the United States that 
illustrate the importance of the arts in enhancing education achievement for diverse communities of 
learners. In this context, the session will describe opportunities for research and development under 
current federal legislation, and will up-date information on prospects for continued support of the arts 
in forthcoming legislative reauthorizations. The panel will focus in particular on how approaches 
using drama and theatre are enhancing learning across the curriculum in secondary through 
postsecondary and adult education.  Panelists will also discuss specific practices and strategies for 
using theatre arts to enhance teaching and learning of other academic subjects and for increasing 
teachers’success with students.   
 
Objectives:  This session will describe the following: 

 
 

1. Teaching and research opportunities for participants under federal legislation and other 
programs that support the arts as a core subject for education reform under the No Child 
Left Behind initiative; this includes emerging issues in the forthcoming reauthorization 
of the Elementary and Secondary Education Act; 

2. Current research findings synthesized by the Arts Education Partnership and other 
sources describing the status of arts education in the United States, as well as findings 
supporting the value of theatre arts in improving academic, career and social success for 
children, youth and adults;  

3. Collaborative strategies from experiences among academic colleagues and communities 
for accessing funding and other support for development and innovative teaching using 
theatre arts.  

4. Innovative teaching strategies and promising practices in using theatre to improve 
learning across subjects in schools, universities, and adult communities, including in 
professional development of educators. 

 
Barbara Lieb will address issues of legislation, program status and research described in the first 
two objectives. 
Janet Rubin will describe collaborative strategies for accessing support with colleagues and 
communities, as well as innovative teaching strategies described in the last two objectives. 
Discussion with participants will focus further on issues of utilizing theatre arts to enhance 
lifelong education. 
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A Study on Strategies of Interest Groups for 
Educational Policy Legitimation in Taiwan: 

Implications for Integration of Children Care and Education 
 

Chun-Wen Lin 

National Taiwan Normal University, Taiwan 
 

Abstract 
    The main purpose of this article is to explore the strategies of interest groups for 
educational policy legitimation and to investigate its implications for integration of 
children care and education - one of the important educational policies of the 
reformation of Taiwan’s current Children Care and Education System. The data was 
collected using questionnaires with a sample size of 561 subjects, of which an 
effective number of 388 subjects were randomly selected from those who formulate, 
influence and implement educational policy in Taiwan. The data from the 
questionnaire was processed for statistical analysis using "SPSS for Windows 12.0" 
software. Additionally semi-structured interviews were conducted from within this 
subject pool - with a sample size of 16 subjects. The data from the interviews were 
sorted, homogenized by the researcher and are being further analyzed. From the 
questionnaire surveys, interviews and documentary research, the author concludes 
that the strategies of interest groups for educational policy legetimation such as media 
relations and lobbying are effective, while seminars and study reports are not as 
effective. Additionally, the study finds that the involvement of legislative formulation 
is not sufficient and mailing lists are over-utilized. The author argued that interest 
groups and media should be rational with self-discipline and should not have 
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unchecked influence. These findings will be a useful guide to those involved in early 
childhood educational policy legetimation for integration of children care and 
education in Taiwan. 
 
 
 
Key words: early childhood education; educational policy legitimation;  

educational policy; interest groups; Taiwan 
 
 
 
 
 

Introduction 
 

This paper analyses the role of interest groups in Taiwan and the strategies of 
interest groups for educational policy legitimation. The paper focuses on the 
implications for integration of children care and education for understanding the 
interest groups arena. It argues that the effective strategies of lobbying of actors 
between teachers’ union and other actors should be reconsidered. Over the past decade, 
many countries have expanded early childhood services and developed more 
coordinated polities and adopted different ways to administrate their early childhood 
systems, including kindergartens, preschools and nursery. Because legitimation of 
integration of children care and education in Taiwan have involved the privilege and 
benefits of children, teachers and kindergarteners and many actors, so most of the 
educational interest groups participated zealous with different strategies and 
aggressive in the process of policymaking and were enthusiastic to make influence on 
the processes of legislation, e.g. testifying hearing. This article seeks to answer the 
following questions: what are the roles and influence of educational interest groups, 
the actors and other stakeholders—particular children’s parents and teachers—in 
policy-making process? What is the integration of children care and education and why 
it is important for children early years? What are the strategies of interest groups? The 
objective of this study is to study the effective strategies of educational interests in 
Taiwan and to imply for integration for children care and education.  
 
The development and compositions of educational interest groups in Taiwan 

An interest group is any organization that seeks to influence public policy. Interest 
groups are found in many countries, but there is an unusually large amount of them in 
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the United States. This proliferation is a result: First, the large number of social 
cleavages along income, religious, racial, and cultural aspects. Second, the American 
constitutional system, which stimulates political activity, includes interest group 
activity. Therefore many different interest groups can exercise some power. Taiwan 
interest group’s condition was different from Europe and U.S.  

In Europe, there are strong parties; interest groups-such as labor unions and 
professional societies-tend to be closely allied to parties. In Taiwan, due to short 
history of democratic society, interest groups developed slowly. In 1980, one of the 
most significant features of social movements, including political reform, farmer’s 
demonstration, labor movement and environmental issue, is educational reform and the 
newly organization of educational interest groups. Twenty years ago, the tightly 
control of central educational system in autarchy government squeeze out the very 
opportunities for creativity, learning and dynamism that they need for their healthy 
growth and development. Before the arrival of political democracy in 1987, the central 
government was arbitrary in manipulating the approval of civilization organization, i.e. 
interest groups, establishment; after breaking of martial law, since improper dismissal 
of teachers’ events; teachers’ right association was established. In 1988, with the 
withdrawal of autocratic control in the education interest groups establishment, Law of 
citizen’s Organization amendment made the interest groups with same nature could be 
established in the same county or city. In 1995, after teacher law legislation, 
tertiary-level teachers’ union, such as elementary school teachers’ association, was 
established and developed since. But the voice of central control system occurred 
again, the demand of enhanced central control is often motivated not by considerations 
related to effective provision to meet social needs but by such criteria as managerial 
efficiency in the pursuit of economy.  

Due to the change of political system and economic booming, the education 
interest groups formed dual systems, one previous educational interest groups systems 
established before martial law with character of conservative viewpoint such as 
assertion of the three principle curriculum and China-ideology education, the other 
new interest groups established after democracy era with character of progressive 
position such as Taiwan-ideology education, human right and democracy education. In 
summary, this historical inheritance is necessary to understanding the past and current 
aspects of Taiwan educational interests systems and to analyze the forms of interest 
groups involvement in educational policy legitimation. 

The components of educational interest groups play an important role in 
legitimation of educational policy. Interest group joiners tend to be high-status 
individuals: they have the income, the free time, and the wide range of interests 
necessary for group activity. Some believe that interest group activity therefore has an 
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upper-class bias. In Taiwan, there are many foundations, such as Humanistic 
educational foundation and Teachers’ association, such as national teachers’ 
association R.O.C. and national education association R.O.C.  

The other educational interests such as Jan-Dow institute and 410 educational 
reform association. Most of educational interests are standing on the progressive 
position, but there are still sounds of conservative groups. By conservatism and 
progressivism we observe the opposition between actors whose main interest is the 
maintenance of current curriculum of China-based textbook and improvement of 
current situation. Due to political conflict in congress nowadays, educational interests 
realized a “zero sum game”, because the political benefits of one group weakens the 
opposition of opponents groups. We also observed the members of education interest 
groups  became institutionalized, such as entered the Ministry of Education as 
governor assistant to accomplish their educational ideal. Except for ideal of 
educational reform, educational interests formed from teachers sector, private 
educational interests, parents sectors and student sectors.  

In Taiwan, the most organized interest groups are national teachers’ association 
R.O.C. and Humanistic educational foundation. National teachers’ association R.O.C. 
is formed by school teachers with eighty thousand members and is representatives of 
the teachers’ interest with defending the teachers’ right. Teacher’s movements have 
been very active and proliferate in number Humanistic educational foundation refers to 
an educational philosophy that believes humans are, by nature, self-developing 
creatures. An educator primary responsibility is to create an environment in which 
students can do their own growing. The goal of humanistic education is to contribute to 
the development of energetic, positive, self-respecting, caring human beings who can 
meet all challenges. Humanistic educational foundation has great influence on 
educational policy-making with lobbying legislators in the effort to make changes in 
Taiwanese educational law. Most of educational interests pursue their target for public 
interest and for next generation, compared with other interest groups.  

In Taiwan, we could assort interest groups into the one who are companionable 
with government and the other against with dominant party by politics; otherwise, we 
could also categorize education interests by function as teachers’ group, parents groups, 
kindergarteners groups and media or academic groups. Some interest groups for 
commercial purpose had quite a lot fund for operation, but as ideal educational 
interests, some groups faced the shortage of fund and that’s why sometimes legislators 
could not take notice on their demand. 
 
Integration of children care and education  

In Taiwan, the involution and competition between nursery and kindergarten are 
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due to deficit of legislation of early childhood education policy about educational 
equity and available to all children. In the mid-1970s, Child Welfare Law was 
legislation and the period of Laissez-faire and patriarchy presents government adapting 
“minimal interference principle” did not intervene the parents’ right of education and 
childcare. In the mid-1990s, Child Welfare Law was amended and the period of State 
paternalism and child care which means government intervene is superior to parents’ 
right to childcare. Hence, education policy about educational vouchers for children 
began to carry into execution in 2000.  

In Taiwan, public responsibility for early care and education is administratively 
divided between "care" for children under age 2 and "education" for preschoolers, and 
most of the preschool and nursery system are private with the ratio about 61% to 39% 
in 2001. In 1999, the ratio of five years old children attending kindergarten and nursery 
were estimated at 44.6% to 51.5%, the rest 2.3% children was sent to babysitter, at 
home, and talent class. There are 3,189 kindergartens, 19,706 early childhood teachers 
with 41.63% unqualified in Taiwan. Public funded kindergarten voucher program were 
adopted for the insufficiency of public preschools in Taiwan with the debate of free 
market spirit and social justice (Benefield, 2001). A number of bottle neck have been 
detected recently, one obvious issue is informal kindergartens with the ratio from 7% 
to 22% in different county. The other issue is unqualified teachers with average salary 
about 22507 NTD per month (682 USD).  

In most countries, public responsibility for early care and education is 
administratively divided between "care" for children under age 3 and "education" for 
preschoolers. Most of the kindergarten is included in public system in U.S. In Belgium, 
France, and the Netherlands, for example, free, universal preschool for children from 
age 3 or 4 is part of the public education system, under the ministry of education, 
whereas fee-based early care services for infants and toddlers are the responsibility of 
health or social affairs ministries. Within divided systems, there may be several 
ministries with parallel and overlapping responsibility for the same age groups of 
children (e.g., Japan and the U.S.). Nowadays, the modern defense of the birth family 
and parents’ rights argue the government’s involvement in prevention of child abuse 
and neglect and comprehensive children support.  

The main function of nursery is to care children, as the main function of 
kindergarten is to educate children and both of them should be complementary and 
working together. But in Taiwan, the confusion and competition between nursery and 
kindergarten and different evaluation in different regulation made children in two 
kinds of quality and standard environment. Although nursery and kindergarten have 
their individual function, as society progress and development, tendency of integration 
of nursery and kindergarten is inevitable.  
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In Taiwan, Childcare and education belong to different Ministry, Ministry of 
education and Ministry of Interior. But in Europe, eleven nations had united the 
childcare and education under one authority with the benefit of coherence and 
efficiency. A smaller group of countries (e.g., Denmark, Norway, Scotland, England, 
Finland, New Zealand, Spain, and Sweden) have developed integrated systems under 
the auspices of one ministry. For example, in Finland, all early childhood services for 
children under 6 are administered by the Ministry for Health and Social Affairs. With 
unified administration, staff training, working conditions, operating hours, fee policies, 
and program emphases, these services tend to be more consistent for children from 
birth to around age 6.  

This integrated approach may provide more coherent experiences for children on a 
given day and over time than when responsibility is divided across agencies. 
Regardless of the administrative structure adopted for early care and education, there is 
a need for coordination across the many agencies and actors involved in making 
decisions and providing services. Several governments have established an 
"ombudsman for children" who works across domains to promote children's rights and 
well-being by implementing the UN Convention on the Rights of the Child. These 
coordinating bodies seem to work best when the members are high-level civil servants 
with decision-making powers and when a key ministry holds the overall responsibility 
for steering. Lessons from the field indicate that successful coordination also requires 
sustained political will, technical capacity, and a shared, holistic and complementary 
vision of early care and education. 

Children from the most vulnerable backgrounds such as low income family or in 
remote area or disadvantage child should be taken care first. In some countries like 
Taiwan, limited by budge, where publicly funding systems are not well developed and 
parents are expected to cover much of the cost, family income determines which 
children will participate in high-quality preschool programs. In Taiwan, most 
kindergartens are private with the average tuition fees11,918 NTD and 4,975 NTD per 
month, and poor family could not afford the expensive tuition fee and access to 
kindergarten. The age of the child is another factor determining access to services. 
Whereas in many European countries it is common to provide access to early care and 
education to all children-- regardless of family income or employment status -- for at 
least the two years prior to the beginning of compulsory schooling, the provision for 
children under age 3 is much more varied from country to country and within countries. 
In Taiwan, the early childhood education voucher system is administrative with 
advantage of reducing the burdens of parents. 

The double system of early childhood education from three to six and nursery from 
born to four years old had made parents confused and unequal educational quality. The 
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different regulation of kindergarten and nursery add difficulty for administrators. The 
aims of integration of two systems are necessary for children education improvement. 
The response of interest groups and teachers to reform significant extends our 
understanding of legitimating process. There are three concepts: resistance to policy 
change, formal compliance, and adaptation. The interest groups will adopt the 
strategies of strategic interaction. Actors seize opportunity, coordinate and expand 
politics to meet their needs, and anticipate and actively shape policy. In the hearing of 
integration of children care and education, you could find most of the attendants are 
kindergarteners and teachers, because the draft of integration of children care and 
education will eventually affect the survival of their kindergartens. Nursery can not 
care children older than two and the low birth rate, the management of preschool is 
more difficult in the future.  

 
Strategies of educational interest groups 

 
Interest groups theory 

By far the most prominent theory in modern interest group research is the 
collective action research program initiated by Olson. Olson only claimed that he had 
developed a theory of mobilization by membership organizations, but today it is used 
as a starting point for much of interest group research, despite its limited applicability. 
Interest groups provide collective benefits - public goods - to their members. Benefits 
must be something that group members seek to obtain using economies of scale (Oslon, 
1971). In this reformulation of Truman’s disturbance theory, interest groups can be 
thought of as having three components: social groups with shared interests, sets of 
organizations which seek to represent those interests before government, and factions 
within government that seek to advance the same agenda (Truman, 1971). His work 
identifies three categories of social disturbances that help to activate similarities among 
individuals, providing the context for interest group organization: (1) technological 
change, (2) the behavior of allied groups and opponents, and (3) intervening 
institutional change.  

Instead of tracking the association between interest groups in society and interest 
group organizations, collective action scholars assume that interest groups are 
membership organizations that mobilize a large population to act and contribute 
funding. Salisbury argued the exchange theory of interest groups which an 
entrepreneur organizes groups and provides collective benefits to paying members 
(Salisbury, 1992). Salisbury suggests another theory, the entrepreneurial theory which 
sees as the key element in group formation the organizer or entrepreneur of the new 
group. The desire of the organizer is to establish a viable organization. In the final 
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analysis, it may be that the disturbance theory better fits economic groups, while 
ideological groups are better explained by the entrepreneurial theory. 
 
Influence of actors 

    Scholars have long debated whether interest groups pose a threat or make a 
contribution to the realization of equitable representation of the diverse preferences 
and interests of public. The three main actors in iron triangle of sub-government are 
including congressional subcommittee, government agency charged with regulation of 
distributing benefits and benefit interest groups see Fig 1(Birkland, 2001). Regulated 
interest groups are equally important participants with congressional subcommittee 
and government agencies in 1980. In U.S, there are rightward shift in policymaking 
process that favor corporate interests all over other interests since 1980 (Dawson, 
2001). Although Mondak argued supreme court still played a role in legitimation 
(Mondak, 1994), basically educational interests adopt strategies of lobbying, 
demonstration, mailing list, media, hearing and seminar and so on to interact mainly 
with agency charged with policymaking and congress subcommittee. 
 
 

 
From the core to peripheral, Policymaking groups could be categorized as insider, 

near circle, far circle, and often-forgotten players (Sancken, 1990). Some actors, well 
educated and elite, are positioned at the core center of institution with political decision 
power and the often-forgotten players are always reserved and backward on their 
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disadvantage position. In fact, it is the often-forgotten players who need the 
legitimation of the educational equity policy. The relationship of unequal educational 
opportunity and low political participation can best described as perpetuating cycle 
(Duane& Bridgeland, 1980).  

The truly disadvantaged’ or ‘underclass’ family in community with the characters 
of low economic development, high infant mortality rates, short life spans, and low 
levels of educational attainment had the right to change the educational policy or create 
positive and lasting change in school (William, 2005)? Robert Putman uses the theory 
of social capital to explain the decline in civil engagement and who had the capacity to 
interact with policymaker are the groups with significant social capital (Putman, 
1995).The drawbacks of legislatives-center educational reform are one size-fits-all and 
Pork-barrel (Gershberg, 1999). Many researchers are very interested in whether the 
nature and level of interest groups had influenced in changing the behavior of 
legislator voting and the findings were always conflict and rich. Interest groups 
influence in U.S. congress had been reviewed by Richard A. Smith (Smith, 1995) and 
the findings were half of the researchers argued the campaign contributions of interest 
groups had influenced on voting, the other half did not.  

The roll-call decision of legislators had been influenced by campaign contributions 
when the following conditions are presents: (1) when the visibility of the issue is low; 
(2) when the issues are narrow, specialized and technical; (3) when the payoffs to the 
contributors are clear, with the benefits of roll-cal votes concentrated and the cost 
disperse on electorate; (4) when the issue is non-partisan and non-ideological; (5) 
when the issue is non-partisan and non-ideological; (6) when the public is indifferent, 
divided and ignorant; (7) when the position advocates by the interest groups is not 
opposed by the other interest groups; (8) when the interest groups who contributes also 
lobby the issue intensively; (9) when the contributions are given to influence the 
legislator outcomes; (10) in the case of senators, when the election is drawing near; (11) 
when the members are facing a close election; (12) when the members are 
ideologically moderate; (13) when the general political climate is inconsistent with the 
objectives of interest groups. Minority party often undertakes more pressure from 
interest groups (Meyer, 1980).  

Chairman of congress is the main actor in legitimation of educational policy, 
though some study didn’t consider Chairmen had power of changing schedule in U.S. 
capitol (Haseche, 2001). The actually final decision persons in policymaking process 
did not exceed 6 members in subcommittee (Quie, 1979). The influences of the 
educative legislative staffs were also controversial (Rosenthal & Fuhrman1981). While 
the influence of interest groups are attenuated in U.S. with compared with 20 years ago, 
the influence of interest groups in Taiwan are arising at present time. In the election year, 
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there are myriad ways in which interest groups can influence the campaign and that’s 
the time interest groups ask for their demand. Interest groups may opt to run a media 
campaign using some combination of direct mail, print, radio and television 
ads. Sometimes, legislators in election ask for tickets and campaign contribution for 
exchange of interest’s demand under the table. 
 
Legitimacy and legitimation crisis 

Legitimacy is the implicit of explicit consent of the people to be governed. Every 
nation intends to set up the belief it is legitimate entity. Legitimacy involved the 
capacity of the system to engender and maintain the belief that the existing institution 
is the most appropriate ones for the society (Lipset, 1984). In democracy society, the 
important objectives of government’s policymaking are set up for election and 
legitimation for higher idealism, i.e. equity of education, were always slogan and will 
consummate with barricade (Weiler, 1988). Interest groups and grassroots lobbyist 
always ask for special budge for legislation for their private or public interests. 
Sometimes, educational policy with idealism or the demand of interest groups often 
need a large amount of budge and resources, and it is impossible to execute in local 
government with budge deficit (Welch, 1972). In face of legitimation crisis, the 
strategies of compensatory legitimation in education could be legalization, expertise, 
and participation (Weiler, 1983).  

In the third world, unlike U.S. and Germany well-developed country long-term 
discussion of legitimation with the strategies of legalization, expertise, and 
participation, they adopt the strategies with the characters of achievement immediately, 
symbolic power, populist, result-oriented, certainly success and benefits contributed 
(Hugh, 1994). The weak state also utilized higher education to promote and sustain the 
legitimacy of the state, such as expanding the opportunity, maintain of low fees and 
high subsidy and reinforcement of meritocracy selection process. In Asia, One 
communist government sent best 5000 high school students to Europe before war for 
further meritocracy education was reported, for sustain further reins of government. 
The author argued that the characters of legitimation compensation in Taiwan are 
populist and benefits contributed as the third world, but also are long-term legalization 
and expertise as U.S.. Sometimes, in facing the diversity demands of educational 
interests, regulation indefinition, ambiguity and promises to actors are also common 
responses that give time and flexibility to conflict management. Actually, the 
unavoidable central role of the Ministry of education to solve conflicts between groups 
becomes a source of legitimation crisis.  

 
How the Strategies proceed? 
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The definition of interest groups is the organization or association that engages in 
politics on behalf of its members. Interest group representatives are more likely to deal 
with a Congressman’s staff. They are also lobbying and make pressure on president 
and bureaucracy or on court infrequently. On the state level, there is more opportunity 
for group members to contact the individual legislative member. If lobbyists are not 
successful at persuading a Congressman to change his position on a particular issue, 
the lobbyists will try persuasion again at a later time.  

Interest group joiners tend to be high-status individuals: they have the income, the 
free time, and the wide range of interests necessary for group activity. Some believe 
that interest group activity therefore has an upper-class bias. There are major opinion 
cleavages among elites of interest groups. There are many ways interest groups 
influence the policy.  

The avenue of interests groups influence included: provide information about 
members' political preferences; testify at hearings in Congress; mobilize membership 
to petition Congress; make statements through the media; help draft legislation ; help 
blueplan legislative strategy ; file amicus briefs in Court and pressure elected members 
by protect and rallies. Direct lobbying includes personal contact, testify at hearing and 
provide expertise; indirect lobbying included grassroot mobilization, sending letter, 
media, seminar and shape public opinion , protest , coalition building, and 
demonstration and electric activity, i.e. E-mail, blog.  

Grassroots lobbying is primarily utilized by groups that can easily arouse their 
group members to engage in activities to demonstrate the salience of the relevant issue. 
Business groups with smaller members rarely utilize grassroots lobby to shape the 
policy-making process. We cannot assume what interest groups did in the political 
arena is simply the expression of the interests of its own members. Every political 
organization has an external political strategy and an internal recruitment strategy. 
These may be different or even in conflict.  

There are public interest groups lobbying benefits not limited ton their members 
such as reading groups, green party, private interest groups pursuing benefits for their 
own members like business, labor and profession groups and multiple interest groups 
as consumer groups or civil right groups. Which strategies are most effective? 
Researchers had different standpoint, some argued hearing was often invalid (Quie, 
1979), some argued campaign contributions made no difference. In this article, survey 
of questionnaire and interview are to explore the effective strategies of educational 
interest groups. 

 
 

Research questions and design 
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Methodology 

The politics of pre-kindergarten education is an inchoate area presenting a special 
challenge to systematic research. This inquiry employs the policy arena framework 
(entailing programs, values and actors) and a mixed methodology (field, survey and 
secondary data). This present effort uncovers a pre-school political system involving 
symbolic politics, informal interest group articulation and power structures of disparate 
and syndicalism type (Duane& Bridgeland, 1980).  

Based on literature review of interest group strategies, this research strategy 
developed for this study involved of semi-structured interviews with who formulate, 
influence and implement educational policy in Taiwan. Semi-structure interviews is 
somewhat like structure interview with the same goal, but more flexible without 
standard method.  

The researcher interviewed a sample of 16 people who formulate educational 
policy including education and culture committee chairman and clerk in congress and 
legislator assistant and fellow in congress legislature bureau, who influence 
educational policy as party staff, chief member of national teachers association , chief 
member of national parents united association, experts and professors, journalists and 
who implement educational policy as local and central government executive 
governors and university principals in Taiwan.  

Interview questions were clustered around three general themes and were 
intentionally nondirective to trigger broad, comprehensive responses. The core clusters 
included (a) what is the strategies adopted in the process of legitimation, (b) what is the 
strategies adopted by interest groups in Taiwan, (c) what is the effects of the above 
strategies. Interviews were recorded and interviews transcripts were coded and 
summarized according to general descriptive categories. 

The data was collected using questionnaires with a sample size of 561 subjects, of 
which an effective number of 388 subjects were randomly selected from those who 
formulate, influence and implement educational policy in Taiwan. The data from the 
questionnaire was processed for statistical analysis using "SPSS for Windows 12.0" 
software. Analysis of strategies of educational legitimation questionnaire was designed 
according to Likert’s scale and divided four strengths from one point to four points.  

The questions of questionnaire of strategies of interest groups were: 1. lobbying to 
related personnel; 2.petition to related personnel; 3. sending letters or E mail to related 
personnel; 4. testify on hearing; 5. demanding via demonstration; 6. calling for people 
to mailing list; 7. calling for media to make pressure; 8. Making contact with 
legislators directly; 9.actively attend the policymaking plan; 10. Writing a draft to 
related personnel; 11. Sending research reports; 12. Providing funding to related 
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personnel; 13.benefits exchange with related personnel; 14. Party negotiation for 
consensus; 15. Finding coalition; 16. Publication; 17. Conference with academic 
groups; 18. Others. 

 
 

Result 
 
Interviews findings 

From the opinion of interviewers, the strategies of interest groups include lobbying, 
hearing, demonstration, mailing letter or E mail, media, direct contact with legislator, 
plan legislation, seminar, report, coaliation, manipulation and even illegal campaign 
contributions. 

 
Talking about strategies of interest groups, I think they could utilize all of the strategies, 
only if it can come to achievement and arrived at final goal. Any proper strategies are 
exercising now (I20050728). 

 
Lobbying 

The direct strategies of interest groups are lobbying to associate members. For 
example, five years five hundred million budge for higher education, the university 
personnel will come to committee to lobby the legislators directly. At that time, 
legislator must decide by profession on facing different groups lobbying. 
 

Obviously, talking about five years five hundred million budge for higher education, I saw 
many associated interest groups come to lobbying. The different position of the two 
educational interests comes to lobby the member. And this often makes confusion. 
Legislator will decide the budge depending on their profession (A20050805). 
 
University will united as coalition to come to committee, if the subcommittee members 
thought the subjects they lobby about are making sense, they will vote for their idea 
(C20050727).  
 
The relationship between Teacher’s union and politics are complex. In the beginning, 
teacher’s unions make their own point of view and lobby the members or collaboration. 
But the school principals groups and other interest groups also lobby the ministry of 
education and legislators. At that time, we all make no difference. So we use the local 
teacher’s association to contact with members and support for election campaign 
(J20050727). 

 
State the petition to the related organization 

People who formulate the educational policy argued that people sending letters 
directly to Ministry of education or congress for petition could cause attention of 
members and their assistants. If legislators are willing to speak for inquiry or proposal, 
then it could make influence on policymaking. 
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If legislators proposal a draft, at first he reads the forum of newspaper or read the 
petition letters from people (B20050728). 
 
People petition could send to Ministry of education directly, or via legislators in care 
of petition letters and wait for the answer of ministry of education (C20050727). 
 

Testify at Hearing  

People, who formulate, influence and implement educational policy argued that 
government, interest groups and congress all had testified hearing and invited related 
groups and personnel for communication, increase issue visibility and pressure on 
related department in order to arrive at the goal. 

 
Profession groups such as Teachers’ union, parents’ association always adopt 
lobbying and testifying hearing, or conference, even intimidatory threaten and 
benefits exchange. They often like to use the group’s pressure for legislation goal 
(A20050815). 
 
There are many patterns of concern the draft, sometimes they uses direct way, face 
to face, or telephone, sometimes they testify hearing and invited the members and 
officials to attend as nonvoting delegate. Even some groups, target groups or 
interests groups to deliver opinions (G20050719). 

 
The government adopts the strategies of holding conference for communication, 
one issue making draft by specialists and academics and testifies hearing from 
opinions from many aspects and every level of people. Basically, a policy’s 
successes in legitimation process and smooth in execution in future depend on 
public opinions approval (O20050726). 

 
Some groups via conference or meeting to make influence on policymaking. When 
they hold hearing, they probably invite media for broadcast ideas and legislator 
for publishing opinions (P20050805). 

 

Attend demonstration 

People who formulate and influence educational policy claimed that after actors try 
every strategy of communication and negotiation moderately in vain, they will 
consider appeal to public and augment the issue visibility for demand of legislation. 
Demonstration and protest are often the bottom line and be considered barely in 
common situation. 
 

In the early stage of educational reform, strategies of social movement usually adopted. 
The social movement generated pressure on government and pushed the ministry of 
education to formulate the educational policy innovation and then legislation 
(I20050728).  
 
There are more demonstrations for asking for policy demand. If you are at the low end like 
teacher, the demonstration dimension could be direct proportion to voice in hearing 
(M20050801). 
 
General speaking, they will emotional appeal to people, amplify the issues, appeal to 
media, and then appeal to social movement and demonstration with populism. Therefore, 
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in the process of legitimation, appealing to people and expand expanding the issue are 
first used, and then to appeal to media and petition to ministry of education. The strategy 
of appealing to people has priority to be utilized (O20050726). 
. 
If you observe the recent situation in Taiwan, you could some social movements. Due to 
social movement, there are some changes in education during this period. Social 
movement actually is one of the strategies to make influences on education policy-making 
(P20050805).   
 

Cosign and mailing list 

People who formulate and influence educational policy claimed that interest 
groups use mailing list, calling telephone and cosign often beside demonstration. 
Legislators cosign each other sometimes to ask for ministry of education to 
administrate specific policy based on some reasons. Academic groups prefer mailing 
list, too. 

 
You could call a phone or write a letter unofficially. If it is adjourn time, you could write 
a letter to minister of education and Ministry of education. Basically, they ought to reply 
to your demands (C20050727).  
 
Interest groups could cosign in order to demonstrate their power of votes (H20050726). 
 
There are more cosign in academic groups, professors in university don’t feel like 
demonstration in person. Sometimes legislators cosign each other even not read the 
contents of the case (M20050801). 
 

Appeal to media and form pressure 

People who formulate, implement and influence educational policy argued that 
Legislators, officers, interest groups and even people often take any opportunities to 
appeal to media and expand the issues visibility or test the possible reaction. They 
utilize the media as amplifier in order to affect the targets for legislation.   
 

On the first floor, there is a media room for journalists. Journalists want to get some news 
from Ministry of education. Some news is open to public, and some information is leak to 
specific journalists on purpose (B20050728). 
 
Legislator wants to expose himself on media for famous reputation and more votes. The 
legislator who reacts dramatically on conflict was famed and makes pressure on ministry 
of education. The TV programs in news station often broadcast the conflict all day long if 
member had close relationship with media. It could be troublesome for minister of 
education if media broadcast the issue continually (C20050727). 

 
The one like interest groups, academic groups, legislators and people who wants to make 
influences on policy-making often utilize the same strategies such as writing a article, 
reports, telephone, mailing list, through members and media (G20050729). 
 
Some op-ed pages, representing public opinions, should be rechecked the reality of the 
contents, because they probably represents the interest groups idea. It should be prudent 
(L20050726).  
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Contact face to face to members or minister  

People who formulate, implement and influence educational policy argued that 
Ministry of education often visited the members privately and to explain the policy and 
communicate for support. Interest groups often visit the member, ministry of education 
and Executive Yuan for help, communication and support. Legislators sometimes 
communicate with ministry of education first before policy-making. People want to 
contact and appeal their demands face to face to minister or members for attention. 
 

Communication in advance is the feasible way for policy-making without difficulty. 
Members who lawmaking often visit the ministry of education first. If ministry of 
education think the act is feasible, it is easier to accomplish the law. It is the strategy of 
upward influence (A20050805).  
 
Interest groups such as teachers’ union and parents association come to persuade for 
policy-making. I will decide to help depending on the familiar relationship and 
confidence, then to consider the necessarily and agreement (B20050728). 
 
Policy probably changes dramatically because of minister of education at times. 
Because minister of education had been at museum, art teacher could contact him easily. 
The flexibility of policy is due to the last decision power. The interest groups using the 
proper ways to contact the key person will get what they want (H20050726). 
 
Our contacts were more complex, sometimes we contact with local council, school or 
central government, ministry of education, congress and Executive Yuan (K20050801).  

 
Attend actively in legislation process 

People who formulate and influence educational policy claimed that the some 
members of education and culture committee attend this committee for specific 
interests. They made the law by themselves and debate for specific interest groups. 
Teachers’ group and parents’ groups attend actively in policy-making process for 
making more influence on policy-making process. 

 
Some members come to education and culture committee for certain purposes. One 
member without party membership attends this committee for convoying certain TV 
station interests. One member is director of three private schools, and attends committee 
for protecting interests of the private school (A20050815). 
 
People seldom attend the legislation, but teachers’ association and parents’ association 
attend actively in the policy-making process. When Executive Yuan draws up the draft, he 
could invite the teachers’ association and parents’ association to testify hearing 
(M20050801). 
 
Members without party membership could make use of the advantage of the key votes and 
ask for demand for private interests (I20050728). 
 

Draw up a draft or proposal by legislators or party 

People who formulate and influence educational policy claimed that some act with 
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more conflict will be intervened if proposed by ministry of education. At this times, 
ministry of education probably ask for proposal by party members. As to interest 
groups, Executive organization administrate ineffective at times, interest group 
perhaps draws up a draft by himself or proposed by legislators or party so as to 
pressure the ministry of education. Ministry of education must reply a proposal. The 
difference between legislator proposal and party proposal are that it needs at least 21 
members cosign to proposal, and party proposal don’t have to cosign. 
 

If some drafts with conflict were proposed by ministry of education, they will reject 
immediately. Ministry of education will ask for Democracy Progress Party members to 
propose (B20050728). 

 
It is hard to persuade members to respect the explanation of ministry of education; 
members will pass the act immediately if dominant party members don’t propose the 
corresponding act. So ministry of education will propose a corresponding draft close to the 
members or close to the interests of interest groups with negotiation. For members, they 
propose the act which fit in with the interest groups benefits; it will have votes and benefits 
(H20050726). 

 
If you proposed an act without the approval of ministry of education, the execution of this 
law will be failed in the end. So if the result of educational policy legitimation did not 
approved by ministry of education, the outcome of the implementation will be limited 
(I20050728). 

 
Interrogate the administrator 

People who formulate and influence educational policy claimed that while member 
interrogate the administrators, he will publish his ideas and favors so as to force the 
administrator to promises. Sometimes, while member examine the draft, he will 
interrogate the administrator his favorite issue, if the chairman can not stop the 
irreverent questions, administrator will explain the question and therefore it may affect 
the consequence of the policy legitimation. 
 

Legislators can express his attitude when he interrogate the administrators or examine the 
draft. If the chairman can not stop the irreverent questions, administrator will explain the 
question and therefore it may affect the consequence of the policy-making. (G20050729). 
 
In the investigation of draft or act, members will interrogate the officers in a different way 
(C20050727). 

 

Present the study report 

People who formulate and influence educational policy argued that in the 
beginning of the formulation of educational policy, ministry of education will 
give over the policy evaluation and related research to researchers. At this 
moment, researchers could present the study report and convey the demand. But 
the government gave a frame to research boundary in the beginning. 
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Government commends the issue to researchers and the results of study could be reference 
resource for administration. Sometimes, government takes researchers as endorsement 
(L20050726).  

 
Sometimes government could quest the experts to in opposing the experts who stand on 
opposite position. Then government will say that because two sides are irreconcilable, I 
will make the final decision. Finally, Government makes the final decision, and experts just 
play a supporting role. If your research is with me, you are in (I20050728). 

 

Party negotiation 

People who implement and influence educational policy claimed that, when 
the intransigency act in conflict could not pass the subcommittee, it will send to 
the party negotiation. In the process of negotiation, party with opposite side 
could be compromising, benefits exchange and give-and-talk. It could force the 
ministry of education to accept some resolutions which is the consensus without 
fully discussion and under unreasonable situation. This strategy is often utilized 
and policy is always distorted by this strategy.   
 

When the case in subcommittee comes to the deadlock, it will come to party negotiation 
or votes. General speaking, party negotiation is often used rather then votes, because 
you use votes this time, next time you break the relation with the opposite party 
(O20050726). 

 

Coalition  

People who formulate and influence educational policy argued that while the one 
man power is not strong enough to make influence on legislation, people will 
organized and search the coalition. For instance, National teachers’ association had a 
tight well-organized web, While negotiation is failed, the organization department 
which in charge of mobilization will mobilize 25 counties unit and 1800 school 
teacher units at once for making pressure on congress of ministry of education. 
 

If the teachers’ associations had the right to strike or the right to protest, it may have more 
power for legislation (C20050707). 

 

Lobby illegally or Stick-and-carrot 

People who formulate and influence educational policy argued that some of the 
strategies in legitimation are illegal or improper. For instance, lobby illegally for self 
interests, benefits exchange, threaten or stick-and-carrot. Everyone dislikes the way of 
lobby illegally, but it still exists. 
 

They force the party to accept his demand by the local votes, if it didn’t pass the act. 
Because if you didn’t respect his demand, you will lose the next election (N20050727).  
 
If you don’t help me this time in this case, I will not help your case tomorrow (D20050728). 
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Manipulation some improper ways  

People who formulate and influence educational policy argued that ministry of 
education will use some manipulation for passing the law. For instance, officers 
control the budge of school, asking for accordance. Otherwise, government will 
mobilize some people to testify hearing or on forum for allowable legislation. 
Manipulating the hearing procedure and selecting personnel, postponing the law are 
some ways for target expectation. 
 

Most of people in Taiwan don’t care the public affair. If someone who is the director of 
parents’ association calling for lobby, it probably is mobilized by government. Because 
government probably provides funds to support the parents’ association in exchange of 
the behavior against teachers’ association, manipulation of counterpoise is often used 
(H20050726). 
 
Hearing became formalization, because ministry of education asked for his man to 
testify hearing against the voice of the opposite side. And government also controls the 
organization funding, if you are not obedient with his will, you can’t get money 
(J20050727). 

 
Questionnaire Finding 

From table 1, the author found hearing and mailing letters are often used, but 
ineffective. Cosign, benefits exchange, legislation plan and providing funding are 
supposed to be effective, but seldom used. The officers consider mailing letters and 
hearing are just administrative procedure, and ignore the desire of citizenry. 
 

Table 1�Strategies of educational interest groups statistics analysis 
Ought to utilize utilized difference  

Mean S.D. rank Mean S.D. rank Mean rank 

1 Lobby 3.05 0.68 3 3.10 0.87 1 -0.05 13 
2 petition 2.69 0.74 9 2.74 0.84 5 -0.05 13 
3 Sending letters 2.40 0.80 13 2.63 0.85 8 -0.23 17 
4 Testify on hearing 2.52 0.79 12 2.68 0.77 7 -0.16 16 
5 demonstration 2.79 0.77 7 2.71 0.83 6 0.08 11 
6 Cosign&mailing 

list 
2.60 0.77 10 2.49 0.81 10 0.11 10 

7 Media 3.14 0.69 1 2.99 0.82 2 0.15 9 
8 Contact face to face 2.98 0.70 4 2.80 0.80 4 0.18 7 
9 Legislation plan 2.93 0.72 5 2.38 0.82 13 0.55 1 
1 
0 

Draw up draft 2.28 0.87 17 2.03 0.82 17 0.25 4 

1 
1 

Study reports 2.39 0.82 15 2.22 0.69 15 0.17 8 

1
2 

Provide funding 2.60 0.85 10 2.19 0.84 16 0.41 2 

1
3 

Benefits exchange 2.83 0.83 6 2.48 0.92 11 0.35 3 

 S 
 

R 
 

Q 
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1
4 

Party negotiation  3.06 0.75 2 2.85 0.86 3 0.21 5 

1
5 

Coalition  2.78 0.76 8 2.57 0.80 9 0.21 5 

1
6 

Publication 2.33 0.80 16 2.36 0.77 14 -0.03 12 

1 
7 

conference 2.40 0.78 13 2.45 0.77 12 -0.05 13 

Conclusions and Discussion 
 

The study is also limited because the author interviewed only 16 people and the 
report is based entirely on objective perceptions of policymaker, interest groups and 
practitioners with the survey the effective strategies they used are truly as effective as 
they thought or not. Besides the effective strategies, Ministry of education, legislators 
and other educational interest groups must fully embrace the notion that every child 
has a right to quality education and educational equity during the educational 
policy-making process. It perhaps takes time, lots of efforts and many strategies of 
educational interest groups to make children’s right a reality. Children could talk 
innocent, but only have weak voices for their own right, unlike university students 
forming interest groups for them. Action is needed on several strategies to remove the 
barriers of educational equity. Every actors and interest groups in policy-making 
process probably should remind the superiority of children’s right in mind.  

The research results suggest several conclusions. First, media relations and 
lobbying are effective, while seminars and study reports are not as effective. The media 
had power of agenda setting and had attracted the public. Therefore, if the television 
station had certain ideology, they may force the policy-maker to follow media’s 
ideology. The interface and distance between media and public opinion is a serious 
issue, if media with certain ideology present the opinions of only small groups of 
people, not public opinion. Some media, TV of newspaper, engage in highly 
sophisticated and expensive efforts to mobilize and shape public opinions to their 
ideology advantage. It may be dangerous that media with unchecked power had 
supervised the legislation.  

Second, interest groups and media should be rational with self-discipline and 
should not have unchecked influence. In Taiwan, the democracy society had free 
media; media had his social function in many aspects, though. But if media are not 
self-discipline, his unchecked influence may affect the educational policy dramatically. 
Inspecting Pierre Bourdieu's field theory, the understanding of the media production 
and culture production could realize the power of journalism. When educational policy 
concerning controversial issues develops, interest groups in the issue use the media in 
the attempt to sway public opinion to support their points of view.    

Lastly, the educational interests in the integration of childcare and education 
somewhat splintered in political profile; some counteract specific regulation in 
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integration of childcare and education draft, but some support that specific regulation 
in integration of childcare and education draft strongly. It suggests a broad 
interpretation of meaning of self interests. For instance, Kindergarteners groups insist 
the qualifications of preschool teachers in draft are not too strict as the high teacher’s 
salary expense for management difficulty, but on the contrary, teachers unions insist 
the qualifications of preschool teachers in draft are strict so as to protect the job 
opportunity of their members. Ministry of education and legislators are somewhat 
stand on opposite side due to budget deficit. As the election approach and the 
legitimation of draft of integration of children care and education nearly, there appears 
to be heightened diversity and heterogeneous of interest groups demands about the 
legislation and has impact on educational policy-making in regulations.  

When quite a lot of strategies of interest groups such as lobbying, petition, sending 
letters, testifying hearing, demonstration, cosign and mailing list, draw up draft, study 
report, providing funding, benefit exchange, party negotiation, coalition, publication 
and conference may be utilized, the effective and ineffective strategies of interest 
groups should be reconsidered. Interest groups with larger memberships could utilize 
the strategies of grassroots lobbying like demonstration. Further research should 
examine the impact of interest groups on policymaking, in addition, to survey the 
strategies of early childhood education actors and their effectiveness.  

How to imply this study to the interest groups in the integration of children care 
and education? First, the actors of early childhood education are including 
kindergarteners, teachers, parents and children. Second, the larger members of 
preschool teachers groups and child givers could adopt the grassroots lobbying such as 
demonstration for salience. Third, kindergarteners could adopt the strategies of direct 
lobby with legislators and government officers. Last, parents groups could adopt the 
media strategy to salient the issue. All groups should testify hearing for the salience. 
Academic groups could utilize the study data and research papers collection and 
convey the report. 

However, this study’s use of the interviews and questionnaires seems to offer a 
better understanding the strategies of educational interest groups used in Taiwan and 
implication for integration of children care and education. The paper reflects on the 
current strategies educational interest groups used in the process of legitimation and 
finds the media had unchecked influence. And due to the election, interest groups 
focus on the vote exhibition by demonstration. The paper proposes that interest groups 
of early childhood education can learn from U.S. interest groups and utilize the 
strategies of information collection, convey the research report and convince the policy 
maker e.g. Legislators or officers, not only use media exposure and media relationship, 
but also adopt collection, convey and convince the three C’ strategies.  
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ABSTRACT 
As technology becomes more available in classrooms, it is increasingly important 

that new teachers be comfortable with new uses of that technology. Obviously, the 

World Wide Web has changed our lives in many ways, including the teaching and 

learning activities in a classroom. 

Two of Bloom’s learning and performance domains, the cognitive and affective 

domains, have been approved to yield great learning outcomes via web-based learning 

environment; however, currently there is less research related to the learning of 

psychomotor domain through web-based learning. 

Traditional teaching method of skill subjects is mainly conducted through student’s 

imitating their teachers’ demonstration of the operational skills. This sort of teaching 

method, on one hand, often fails to provide students with standardized operational 

skills because of the deviation of familiarity as well as the content of teacher’s 

demonstration. On the other hand, students are unable to learn some skills because 

these skills are too dangerous to demonstrate or because they cannot observe the 

demonstration in an overcrowded classroom. Teaching through the computer 
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simulation can address these problems. It can not only assist students to be acquainted 

with the operational procedures, but also enhance their recognition of standardized 

operational skills and improve their understanding of dangerous operational skills. 

Based on the above background, this study will explore the possibility and 

stratagem of learning psychomotor with web-based learning environment. The main 

goals of this study are: (a) to develop the web-based skill learning module in junior high 

school living technology curriculum in Taiwan; (b) to evaluate the learning outcomes of 

the web-based skill learning module; and (c) to promote the developed web-based skill 

learning module to junior high schools in Taiwan. 

 

Keywords: psychomotor domain, web-based training, industrial technology education, 

instructional module, woodworking 
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The Ordering Analysis of Concepts for Sophomores of

Learning Deficiencies in Calculus

Yuan-Horng Lin
Department of Mathematics Education, National Taichung University, Taiwan

Sen-Chi Yu
Center of Teacher Education, Huafan University, Taiwan

Abstract

The purpose of this study was to investigate the concept structures of calculus for

the sophomores who had learning deficiencies in basic calculus. In this study,

sophomores of learning deficiencies in calculus were defined as those who were

flunked in basic calculus and had to take the course for the second time.

The ordering theory proposed by W. M. Bart was suitable to organize the

hierarchical structures of items. Therefore, ordering theory was adopted in this study

to reveal the concept structures of calculus. Based on the results of ordering analysis

and hierarchical structures of calculus concepts, the remedial instruction was designed

to improve the academic performances of calculus for those students.

A sample of 16 sophomores, who took the make-up course of basic calculus of

Department of Mathematics Education at National Taichung University, participated

in this study. Cognition diagnosis of ordering theory was considered before the

make-up course started. Two major parts of calculus concepts were designed so that

cognitive diagnosis test and instruction were designed. One is preliminary concepts

and derivatives. The other was concepts of integral.

As to the first part, the items and concepts were showed in Table 1. For those

items, the hierarchical and ordering structure were depicted in Figure 1. As shown,

item 8 was the prerequisite concept for all items. Moreover, item 3 and item 13 were

the most difficult concepts for those students.

Table 1. The Items and Concepts of the First Part (Limits, Continuity and Derivatives)
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Items Concepts
1 Definition of Limits
2 Finding Limits
3 The Squeeze Theorem
4 Apply Intermediate Value Theorem
5 Definition of Continuity
6 Deciding Continuity
7 Definition of Derivative
8 Finding Derivative
9 Product Rules of Derivative
10 Quotient Rules of Derivative
11 Chain Rule
12 Finding Max-Min
13 Mean Value Theorem for Derivatives

Figure 1. The Ordering Hierarchy of the First Part (Limits, Continuity and
Derivatives)

As to the second part, it contained the concepts of integral. The items and

concepts were depicted in Table 2. The hierarchical and ordering structure of those

items were depicted in Figure 2. In the same way, it was concluded that item 2, 3, 5,

were prerequisite concepts for all items. Besides, item 1, 7, 8, 10, 11 were the most

difficult concepts.
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Table 2. The Items and Concepts of the Second Part (Integral)

Items Concepts

1 Definition of Anti-derivative
2 Basic Differential Equation
3 Area Problem
4 Riemann Sum
5 Definite Integral
6 The First Fundamental Theorem of Calculus
7 Comparison Property
8 Boundedness Property
9 The Second Fundamental Theorem of Calculus
10 Mean Value Theorem for Integrals
11 Substitution Rules for Integrals

Figure 2. The Ordering Hierarchy the Second Part (Integral)

Based upon the findings and results of ordering analysis, appropriate design of
remedial instructions was considered so that those students can improve the concepts
of calculus. Finally, some suggestions and recommendations for future and advanced
studies are provided.
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Yuan-Horng Lin
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Min-Ning Yu
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Abstract

The purpose of this study was to analyze the rules usage of OJT (Orange Juice

Test) by fuzzy classification with raw rule scores. OJT was a proportional reasoning

test. According to the findings of G. Noelting, pupils adopted five rules of solving

strategies in responding to problems of OJT. These five rules displayed different

cognition capability on proportional reasoning. However, as to the research of G.

Noelting, it was a qualitative approach and the inference was limited. Moreover, only

dichotomous scoring was used and there were some difficulties when it went to

classify the rules usage because of the limitation on information. Therefore, in this

study, large sample size was acquired and classification method of fuzzy theory

approach was adopted in order to classify the rules usage of pupils.

There were 869 pupils of fourth, fifth and sixth graders in this study. The scores

of OJT depended on these five rules so that each subject had five raw rule scores in

responding to all possible rules. Thus, the scoring of the OJT differed from previous

research. Moreover, the authors applied the fuzzy classification algorithm in the data

analysis. Thanks to the fuzzy classification, subjects were properly classified.

Therefore, patterns of rules usage for each group displayed the cognitive capability of

those who belonged to that group. In the empirical study, it showed five groups were

the best classifications of rules usage. Besides, each group represented one rule or

mixture of rules which fitted the theoretic foundation of rules usage provided by G.

Noelting. It also showed that patterns of rules usage varied with different grade of

subjects, but not with gender. Finally some suggestions for future research and rule

assessment methodology were provided.

Key words: fuzzy classification, proportional reasoning, rule of problem-solving.
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The Effects of Teacher Continuing Professional Education 
on the Aspects of Adult Learners’ Character and Needs 
 

Yu-Mei Lin 
Email: yu_ma0103@yahoo.com.tw 

Department of Food &Beverage Management, China Institute of Technology 

(&Department of Adult & Continuing Education, National Chung Cheng University ) 
 
Abstract 

This study investigated the effects of teacher continuing professional education on 

the aspects of adult learners’ character and needs. University, technology, college, and 

high school teachers participated in the experiment. Percentage, average, standard 

deviation, t-test, one-way-ANOVA, and Spearman analysis were used to analyze the 

collected data. In addition, questionnaires were given immediately after the learning 

activity in order to collect information regarding the participants’ feelings and attitudes 

toward the knowledge construction activity in the teacher continuing professional 

education. The results showed that the educational recipients needed to be positive 

about our personal values, adapt their lives, achieve goals, and reduce the self-defense. 

As for the education projects, we should set up the educational purposes with the 

recipients; with out-of-school tours and personal experiencing; contain the learning 

with more actual life and working experiences; moreover, prevent studying evaluation, 

which fall into the AERA of paper testing. Furthermore teachers should try to motivate 

the recipients’ will to learn, release the learning stress, avoid role conflict, establish 

their very own confidence, and concept of accepting life-long learning. 

 
Key Words: adult, learner’s character and needs, teacher, continuing education
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I. Background 
Education is a long-range program. The good or bad quality of education definitely 

relates to horizontal level of national and social development in the future. Especially in 
the educational structure, the quality of teacher is the key point of determining whether 
the educational target can be reached or not�Jian Mao-Fa, 2003�. So, the quality of 
teacher is the important factor to reach educational target. Meanwhile, it is an important 
role to promote future national and social development. Under the fast change of 
current society, general Adults are influenced with the factors of globalization, 
knowledge and Post-Modernization. They must pursue further education or increase 
relational knowledge about life and job to fit the request of current society (Huang 
Fu-Shun, 2005�. The teaches, also, are adults and need to have further education, learn 
more to promote the quality for reaching the educational target and advance national 
and social development. With such common view, relational organizations for 
education actively process the in-job training and propose the importance of in-job 
training education. 
 

When Ministry of Education proposes the policy of Teacher Quality Action Plan  
in 2006 and invests lots of funds in it, could it reach the deserved effects? Inspecting the 
educational organizations which processed or planned in-job training for teachers, if the 
characteristics and requirement are considered to design various courses and use 
different teaching policy or carry out with traditional method without considering the 
characters and necessity of adult learners. It might have harmful affect if not 
considering characteristics and necessity. Therefore, the purpose of this paper is to 
discuss the in-job training of teachers with the characteristics and necessity of learner. 
First, we have to understand the characteristics of adult learners. Second, we will 
discuss the request of adult learners and proceed statistics analysis with questionnaire. 
Finally, this paper will offer notice and summary to the teachers of in-job training 
education.  
 
II. Review of Literature 
 
I. Characteristics of Adult Learner 

What is adult learner? Adult learners include adult student, mature student, 
non-traditional student that study in the educational system. Also, adult learners include 
the adults who engage in self-leading learning and informal learning. In which, adult 
students indicate that the adult had finished the first stage of formal education and 
return to the educational system. Mature students are defined with the standard of age. 
The mature students in higher education indicate the ones who start the higher 
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education learning by the age over twenty-one. Non-traditional students indicate the 
ones who enter into higher education from middle education not continuously and 
directly. (Huang Fu-Shun, 2002b) 

 
    Characteristics come from the comparisons. It means differences between big and 
small, strong and weak, or high and low, but not the types. In addition, it can compare 
from different angles or layers. Therefore, what difference between adult and general 
learners and what characteristics for them can be discussed from the following 
layers –variability, physical layer, psychological layer and society layer:  

 
1. Variability 

     There are two phases needed to be discussed is variability of adult. One is that 
adult is more variable than child. It is a wrong opinion to regard adult as common 
student�Long ,1990�. Another statement of the variability, young men have common 
characteristics than old men. The heterology reaction of adult in education is 
meaningful. First, the adult learning targets are different; second, the adult education 
should be toward to individualization; third, in class education when teachers draw up 
the teaching plan, the most possible method is to design the whole teaching activity 
design should with the base of most adults in a group. However, it is hard to do. Yet in 
the practical teaching activity, do not ignore people in both ends of the group 
distribution curve. That is to say, the teacher must make an essential balance between 
group characteristics and individual characteristics (Huang Fu-Shun, 2002). So, the 
variability of adult is greater than other learners. And the more the age of the learner 
is, the greater the variability will be. The adult teachers must notice the heterology of 
adults and emphasis the characteristics of group in group teaching. 

 
2. Physical Layer 
Adults have many physical characteristics. Some of them are not easy to be found, 

such as adult appearance, structure of mature phase, body size, white hair, wrinkle, 
hearing and vision ageing, strength reducing, and other problems about health (Long, 
1990). The adult learners will be influenced by many biological situations in learning, 
includes: 
 

a. Vision 
    The vision will appear decay in adult stage and is not easy to be sensitive. The 
adults with the age more than 40 will become aware of it (Huang Fu-Shun, 2002b). 
Forty percent of adult has the problem of presbyopia. The adult education should 
adopt the protection measures (Long, 1990). 
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    b. Hearing 
    Hearing decay is happened that the ageing of hearing system influences the 
sound wave frequency or the identification ability of strength (Huang Fu-Shun, 
1993a). The hearing and vision are complementary. The hearing problem is not 
valued by common people. The main reasons are: it is hard to define clear 
standard for hearing problem; the learners do not realize such problem or ignore it; 
many organizations do not build standard to measure basic hearing (Long, 1990). 

c. Physical Vigor 
The adult learners will face the problem of hearing decay in learning. The 

teachers will not feel the decay of physical vigor of learners. Maybe they just find 
the situation of tiredness of learners becoming more and more. The trouble is the 
adult learners will think of giving up learning and want to leave learning filed due 
to the heavy burden in physical vigor (Long, 1990). 

d. Reduction of Excretory System Function 
    In adult stage, the kidney almost reduces half of renal tubules. The ability of 
storing and filtering the junk in blood and the capacity of bladder will reduce and 
decline sharply. Therefore, the so-called class order in traditional school 
education does not apply to adult learners (Huang Fu-Shun, 2002b). 

e. Health 
    The health problem influencing adult learners include obstructing learning, 
easy to be distractive and so on. The adult teacher does not pay attention to the 
health problem of adult learners. That results in harmful experiences existing in 
learning activity of adult and the recognition will be affected by drugs for adult 
learners (Long, 1990). 

f. Increment of Reaction Time 
   The adults aged continuously due to the health situation such as decay of 
individual vigor, physical vigor, and the nerve conduction activity slow down. 
Therefore, the time for receiving stimulation to have reaction for an individual 
increases remarkably. Reaction slow down relates to the proceeding way of 
learning activity, increment of learning time, content of learning and inspecting 
learning result by using tests�Huang Fu-Shun, 2002b�. 

Due to the increment of reaction time, a well-down design in contents of 
courses for adult learners should be scheduled. Such courses should avoid too 
much content, too fast teaching progress to help the adult learners having good 
learning effect. 

 
3. Psychological Layer 

The adult learners carry out the learning activities in adult stage. Maybe it is 

2007 HICE Proceedings 
Page 3544



 5

because the individual does not learn sufficiently or the individual learns again 
due to other environments, job progress or socialization. So, in psychological 
layer, there are several characteristics existed: 
�1�The pressure comes from multiple ways 

    The opportunity for the adults to face life challenge and role play is higher 
than children and teenagers. The learning circumstance for the adults is more 
complicated than children and teenagers�Huang Fu-Shun, 2002b�. 
�2�Higher self-demanding 
    Generally, the adult learners have higher degree in self-respect and have 
higher anticipation in self-image. Therefore, from this concept, many adult 
teachers think the adult learners have the ability of self-directed learning, 
necessity of pursuing learning and strong learning intentions. All of them can 
assist the shape of self-concept and expectation of self-achievement and 
development (Huang Fu-Shun, 2002b). 
�3�The development of intelligence expresses stable condition 
    Merriam & Caffarella (1999) emphasized the peak of adult thinking was 
intelligence. The intelligence was the creation of the interaction between culture 
and society. In the intelligence development of adults, the fluid ability is on the 
downside. Yet, the crystallized ability increases by following the growth of 
aging that the progress in intelligence, special knowledge, the ability of critique 
and deliberation expressed are stronger than children and youngers. To even up 
scarcity and superabundance for both, basically the intelligence development of 
adult expresses situation of stability (Huang Fu-Shun, 2002b). 

 
4. Society Layer 

To understand the social layer of adult learners, we can discuss with four parts 
- cognition, personality, experience and role. 
�1�Cognition 

Piaget proposed four stages in 1971 including sensorimotor stage, 
preoperation period, concrete operational stage and formal operational stage 
respectively. People have the ability to consider abstract idea and use assumption 
knowledge in twenty years old. The adult teacher should emphasize on leading 
adults to reach formal operational stage (Long, 1990) carefully. Therefore, as to 
the appreciation standard of identification, it cannot be estimated with age. An 
objective index should be developed for such standard.  
�2�Personality 

The composition of personality is diversified and complicate. The containing 
layers of personality are extensive and influenced externally & internally. Long 
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(1990) thought the structure of personality was influenced by environment. Study 
the personality in specific field, the structure of personality would influence 
learning standard of personnel. Individual behavior results in the unit for attitude 
and conviction. The conviction that existed in individual previously related to 
values system. The observers could not pay close attention to all of the changes. 
Optimistic personality can expand experiences of people. Also it can expand 
attitude properly and assist the learners deliberating with various information. In 
education, the adult teacher can build the conviction and values of learners and 
find out the way to encourage adult learners fro promoting self-values of adult 
learners. 

      
�3�Experience 

Experience is substantially an important characteristic in adult learning. Long 
(1990) proposed that there were three characteristics of experiences for adult 
learners. 

1. Adult had more experiences. 
2. Adult had more different experiences. 
3. Adult experiences had different organizations. 

   Experiences can be the source and method of proceeding learning. It might 
be an aid or an obstruction. Furthermore, since experiences would be 
accumulated with the increasing of aging gradually, adult’s experiences would 
become the standard of self-identification about how they treated themselves 
(Huang Fu-Shun, 2002b). 
    In a word, adult learners have many different experiences. The aid formed 
by experiences could be the obstruction of for the learning. The adult teacher 
should help the adult learners to expand the learning experiences to shape the 
standard that they identified in their minds.  
�4�Role 
    Because current society does not have definite identification in the role of 
adult students, so it causes that many adults not join the activity of education. 
There are many roles that adult students must play and how to solve the problem 
of role conflict also need to be cared about. With the development of science 
and technology, social changes, fast dying of knowledge, approaching of 
information age, the expanding of continuous activities of education becomes 
instant. Therefore, as to the source of adult student role, more concrete 
knowledge and comprehension will be obtained in the future. The adult teachers 
should understand the roles change of adult students and the influence of these 
roles to the adult education course and content (Huang Fu-Shun, 2002b). 
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2. Demand of Adult Learner 

 
   The word of demand is applied widely in social science. It is a complicated and 
diversified idea. Its nature comes from the thrust and motive. Demand is a situation 
in short of supplies for the internal part of individual. The existence of such 
situation will transfer into the power of certain behavior, which will lead individual 
to pursue the activities to balance such shortage (Chen Yu-An). However, Chang 
Chun-Hsing (1991) thought demand was the reason of forming thrust and motive. 
Demand produces thrust; thrust produces motive. Yet, these three are linked 
together. The boundaries are not easy to be divided. 
    The second meaning of demand means the status of shortage in inner mind for 
individual. Such shortage might be for physiology or might be for mentality in 
nature. However, even such shortage existed, it was not certainly an inner power 
bringing the individual to express some behavior. 

       Demand is the point of view of individual that is different with the expected 
knowledge stage. Learning demand and attitude are planned as standard course 
(Ronald, 1982). 

     The learning demand of adult learner is brought by motive. The motive includes 
many directions. The adult learners must learn and think learning is valuable. If they 
do not have motives to learn, then learning will not appear. It is totally different in 
demands between adult learning and younger learning. Adult learners have different 
experiences in life to develop personal view of life and values�Sharon ,2003�. 

     Houle�1992�thought there were three types of demands that adult learners will 
have: 1. the differences between individual status and target status; 2. status that 
individual hopes or prefers; 3. status that individual feels shortage in demand.  

In the field of adult education, demands usually indicates shortage status �Huang 
Fu-Shun, 2002b�.  
     To sum up, the demand is defined as feeling shortage in mentality and physiology 

of individual. Some behaviors will be produced to satisfy individual values. 
 

3. Requirement Influencing Adult Learners 
     Lovell�1992�thought different learning motive for individual will influence 
learning. In this chapter, we will discuss what influences individual learning and carry 
out new learning. Below shows four items that influence adult learners in demand.  

�1�Motive 
    It is an intervening variable between stimulation and reaction. The behavior 
brought by motive is objective and directive (Huang Fu-Shun, 1996). 
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According to Maslow’s Need-hierarachy Theory, it can be divided into seven 
layers. There are not only distinct in heights, but also distinct in sequences for 
the demand of each layer. Only the lowest demand is satisfied, the higher 
demand will be produced. Maslow divided the demands of seven layers into 
two types. The lower four layers are named basic demand. They are also named 
shortage motive due to the shortage of mentality or physiology. The higher three 
layers are named growth demand. They are not caused due to the shortage of 
physiology, but produced due to the demand of self-growing and 
self-experimenting internally. The growing demand will be produced while the 
basic demand is satisfied. However, growing demand has the effect on leading 
basic demand (Huang Fu-Shun, 2002b). 

When there is a relation between motive and demand appeared, the demand 
will be created. It will produce thrust to lead behavior. The individual will be led 
to create proper activity for satisfying personal demand. If such activity can make 
people producing thrust, then it will be enhanced to make the future situation 
satisfying the demand more than before. Such enhancement results in learning 
and influence the whole operation (Lovell, 1992). With the high development of 
society, the thirst for knowledge of everyone will be strong. Individual will learn 
due to the reason of learning. People want to know what they do not know 
continuously and develop potential self-fulfillment (Huang Fu-Shun, 200b). 
Therefore motive can promote adult learners to create thrust. It can make people 
having the power to do activity for satisfying personal demand. 

 
�2�Stimulation of Requirement 

    For influenced by inconsistence, complication, amazement and irregular 
events, individuals will be curious for something and create the motive of 
demand. Part of activity for learning will be regarded as processing affairs or 
solving problems in working environment. Such demand will bring activities, 
e.g., expectation, reading, listening music, finding science, painting, carving, 
learning machine and equipment and so on (Lovell, 1992). The demand of adult 
learner always will be stimulated with outside environment. And the activity 
will be brought to satisfy the demand of learning for adult learner. 

 
�3�Differences in Achievement Motive 
The accomplishment motive indicates the inner motive of pursuing 

accomplishment for personal. In the process of forming accomplishment motive, 
there are two directions of mental functions that are opposite in consciousness – 
one is wishing success and one is fear of failure. Repealing by implication of 
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these two mental functions will form the accomplishment motive. So, the 
behavior of accomplishment is regarded as the resistance results of two forces. 
The motive of wishing success and fearing failure is internal and meaningless. In 
the way of wishing success, the individual always needs to evaluate the 
probability of success or failure and the internal stimulation. The process is 
determined according to the process of consciousness and objective assumption. 
Job with lower difficulty will have high probability of success. Yet the value 
obtained from such success of easy job is not equal to the result obtained from the 
hard job. The accomplishment motive is strong. Therefore, the learning activity 
will be paid attention and welcome popularly. One kind of new learning standard 
grows in the society (Huang Fu-Shun, 2002b). The adult learners should 
strengthen the internal accomplishment motive in the process of learning to wake 
up the mind of wishing success. It can make the adult learners joining the learning 
activity continuously. 

 
�4�Learning Motive 
    Learning motive means one type of mental progress, that will bring learning 
activity of individual, keep learning activity and continue the behavior to reach 
the goal of learning. So, learning motive is the most important and original 
thrust of learning behavior (Huang Fu-Shun, 1996). 
According to the research of Lovell (1992), the adult learners are divided into 
five categories. 
    1. 50% of people do not have special reason or target to learn. Such people 
should not real learners. 
    2. 25% of people learn just for linking with the demand of job currently or 
in the future. 
    3. 9% of people care about and change the social interaction and human 
relation. So they have to learn more. 
    4. 9% of people want to change their lives through learning. 
    5. 6% of people stimulate and expand their life/intelligence level with 
learning. 
    From the results we can know: the adult learners in each group have similar 
motives that build characteristics of demography. For example, learning of 
young people is regarded as job-orientation; learning of old women is thought 
as related to social service. Such opinion is not correct. 

    Demand is just like the trigger in learning motive. It will trigger the idea of learning 
for adult and make the adult moving to learn for satisfying the different demands in 
learning�Huang Fu-Shun, 2002b�� 
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III. Method 
 
1. Structure and Content of Questionnaire 
According to the purpose and requirement of investigation of this study, we design a 
questionnaire of “The study of teacher’s continuing education”. It can be divided into 
basic information, characteristics and demands of adult learner and performance of 
adult learners: 
�1�Basic Information 
    Basic information is used to understand researcher’s background including age, 
years of teaching experience, serving school, the way to acquire the message to join 
such learning activity, if the one had been joined the activity of teacher’s continuing 
education in the past five years, personal will of joining teacher’s continuing education 
for this time and so on. 
�2�Characteristics and Demands of Learners 
    As mentioned above, this study has been designed with 10 questions in 
characteristics and demands of learners respectively in accordance with the 
characteristics of adult learners stated in the study of teacher’s continuing education. 
These questions adopt Likert-type Four Points Scale. The examined objects should do 
self-assessment with every question by circling suitable answer after judging the 
personal characteristics and opinion of each item. The way to score for the investigated 
teacher is listed as follows: 
    Answers with  Strongly Agree:      four points 
           Agree:           three points 
           Disagree:         two points  
           Strongly Disagree:  one point 
    For the result of each questionnaire, the higher the scores is, the higher the 
identification will be. 
 
�3�Learning Performance 
     After joining the teacher’s continuing education, the learners can self-examine 
learning effect. There are twenty questions designed for the learners. These questions 
adopt Likert-type Four Points Scale. The examined objects should do self-assessment 
with every question by circling suitable answer after judging the learning effect. The 
way to score for the investigated teacher is listed as follows: 
    Answers with  Strongly Agree:      four points 
           Agree:           three points 
           Disagree:         two points  
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           Strongly Disagree:  one point 
 
    For the result of each questionnaire, the higher the scores is, the higher the learning 
performance will be.  
 
2. Data Analysis Methods 

�1� Analysis of Frequencies, Percentile, Mean and Std. Deviati to examine 
individual data of examined objects; examined objects self examine 
characteristics of learners and identification of demand; and the learning 
effect. 

�2� T-test can analyze the difference among objects with different backgrounds. 
Use t-test to check if there is a significant difference in characteristics of 
learners and demand between two groups with different background variables. 
The significant difference will be analyzed with three types of evaluation - 05
�conspicuous�, .01�very conspicuous�and 001�extreme conspicuous�. 

�3� One-way ANOVA can analyze the differences of examined objects with 
different backgrounds: age, years of teaching experience, serving school, the 
way to acquire the message to join such learning activity, and personal will of 
joining teacher’s continuing education for this time. 

 
3. Structure of the Study 
    To sum up, this study is used for the teachers proceeding specialized education 
and discusses the characteristics and demand of learners. According to relational 
documentation and study purpose, the questionnaire is designed to carry out 
examination, analyze the result and propose the suggestions. The structure and 
flowchart of this study is listed below:  
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Teacher’s continuing education research 

Basic information (data) of teacher Age 
years of teaching experience 
serving school 
data resource 
having joined learning activity 
personal will of joining learning activity 

Structure of 
questionnaire 

Basic Information Characteristics and 
demands of 
learners 

Learning 
Performance 

Discussion and Suggestion 
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IV. Result 

A. Basic Information 
The teachers who join continuing professional education that investigated in this 
research are thirty. There are thirty questionnaires released and received. In which, 
twenty five questionnaires are effect, occupied 83.33%. The background 
information are described as follows: 
1. Age 

For the age of teachers who accept the investigation of this research, the percent for 
the ones with the age under 25 is 12%; with the age between 26-30 is 12%; with the 
age between 31-35 is 44%; with the age between 36-40 is 24%; with the age 
between 41-45 is 1%; with the age between 46-55 is 1%. 

2. Teaching Experience 

The percent for the ones with teaching experience under five years is 44%; between 
5-10 years, it is 36%; between 11-15 years, it is 12%; between 16-20 years, it is 4%; 
and more than 20 years, it is 4%. 

3. Serving School 
The percent for the ones who serve for high school is 64%; for college, it is 7%; for 
school of technology, it is 12%; and for university, it is 16%. 

4. Way to Get Information 
The percent for the ones who get information from school’s board is 72%; from 
Internet is 8%; from colleagues or friends is 5%. 

5. If the teachers had joined the continuing education activities in recent five 
years  
The percent for the ones who had joined the continuing education activities in 
recent five years is 72%; not joined the activities is 28%. 

6. The will to join teacher’s continuing education 
The percent for the ones who are strongly glad to attend the education is 92%; glad 
to attend the education is 8% 

B. Characteristics and demands of learners 
For the evaluated result of the investigated teachers about the characteristics and 
demands of learners: if the mean value is greater than 3, it means “agree” and 
“strongly agree”. If the mean value is 2-3, it means the result is between “agree” and 
“disagree”. If the mean value is smaller than 2, it means the result is between 
“disagree” and “strongly disagree”. Below is the explanation: 
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1. Items evaluated between “agree” and “strongly agree” 
There are ten items of “agree” and “strongly agree” evaluated by the investigated 
teacher, including: the learning target for all the learners are consistent; the 
motive of attending learning is inner motive; people have high expectancy to 
themselves; get new ability due to transforming information from the learning, 
have different background experiences; learning performance is influenced by 
different experiences; play different roles in the process of learning and studying 
activities; attend the learning activities for self-satisfaction; attend the learning 
and studying activities to promoting specialized ability; attend the learning and 
studying activities to make progress on himself/herself. 

2. Items evaluated between “agree” and “disagree” 
There are eight items of “agree” and “disagree” evaluated by the investigated 
teacher, including: teaching goals; content and process should be designed 
towards individualization; the motive of attending learning activities is external 
motive; learning performance is influenced by vigor decay; learning 
performance is influenced due to the increase of reaction time in learning and 
studying; face to much pressure in learning and studying activities; have 
relational knowledge, produce botheration due to the role conflict; attend the 
learning and studying activities due to the influence by the external environment.  

3. Items evaluated between “disagree” and “strongly disagree” 

There are two items of “agree” and “disagree” evaluated by the investigated teacher, 
including: learning is influenced due to the vision decay in learning procedure; 
learning is influenced due to the hearing decay in learning procedure.  

C. Learning Performance  
For the evaluated result of the investigated teachers about learning effect: if the 
mean value is greater than 3, it means “agree” and “strongly agree”. If the mean 
value is 2-3, it means the result is between “agree” and “disagree”. Below is the 
explanation: 

1. Items evaluated between “agree” and “strongly agree” 

There are eight items of “agree” and “strongly agree” evaluated by the investigated 
teacher, including: teacher stimulates the motive of learners; the teaching place 
of learning should have good illumination equipment; teacher’s idea and 
values can be built in the process of learning; promote the positive thinking of 
teacher; learning can expand experiences and build standard of self-identity; 
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confirm the importance of learning while facing role conflict; attending 
learning can satisfy individual’s values; learning content can combine job and 
life experiences; keep learning due to get more from learning. 

2. Items evaluated between “agree” and “disagree” 

There are twelve items of “agree” and “disagree” evaluated by the investigated 
teacher, including: Teaching plan should be based on multiple learners; the 
principle of learning content should be based on instant application; teacher 
cares about the health of learners; time for a class is flexible; well learning 
content make learners reaching good learning effect; release personal pressure 
properly in the procedure of learning; make the content of course satisfying 
the demands of all learners as possible; stimulates learners to have deep 
conversation in teaching activity; use multi-way as teaching method; teaching 
material must be prepared and designed completely; build the confidence of 
learner; build the idea of lifelong learning for learners. 

V. Conclusion  

In the front part, this paper introduces the characteristics and demands of learners. In 
this part, we discuss the in-job training education for the teachers and offer some 
possible suggestions for the adult learners with the basis of characteristics and 
demands of learners. It can be divided into two sections: 

A. As to the way in in-job training education design for teacher 

For the in-job training teacher has special characteristics and demands, so in-job 
training education organization and the teachers who work for the organization 
cannot take the in-job training education teachers as general students. They should 
consider the characteristics and demands of adult learners mainly, then experiment 
the idea in the in-job training education. Below shows the suggestions for learning 
context and instruction design.  

1. Learning context 

Due to the decay of physiological organs, the vision and hearing of in-job training 
teachers will be influenced by the ageing. Therefore, they always have the problem 
of presbyopia and Hard of Hearing. In the learning environment of learners, it is 
necessary to have well illumination equipment. Do not make the place of seat far 
from the blackboard. Teacher’s writing should be large, straight and easy to be 
identified by the in-job training teachers. The learning environment for in-job 
training teachers should be set in quiet place without the interference of noise. 
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Moreover, due to the reducing of excretory system function for adult learners, the 
capacity of bladder is declined sharply. So, the classroom should be closer to 
lavatory for the convenience of learners. In addition, the security should be pay 
attention to, such as illumination of lavatory, non-slip, to prevent from adult 
learners injuring. 

Except the physiological ageing, the phases of society and mentality also influence 
learning performance of adult learners. The adult teachers should reduce the 
pressure of adult learners, shape the self-concept of in-job training teacher to 
promote inner self-value. 

2. Instruction Design 

 Learning Goal 
The content of in-job training education should fit the demands of the in-job 
training teachers. Combine the job and life experiences and find the problems 
in teaching or life of the teacher. According to the such result, concrete and 
correct teaching goal can be developed. The goal cannot be planned too 
abstract to be reached by the in-job training teachers. Moreover, while planning 
the goal, the teacher can discuss with the in-job training members to complete 
the goal of the course. 

 Preparation of Teaching Material 
For the visions of in-job training teachers are ageing popularly, it would be 
better to assist teachers designing good teaching materials. Book bound will be 
better. Do not let in-job training teachers write too much notes in class. And the 
script of the book should be enlarged as possible to avoid eye strain or vision 
decay of in-job training teacher. It is suggested that using the way of combining 
figures, drawing, illustration to have deep expression for in-job training 
teachers.  

 Teaching Method 
Because the physiological characteristics reaction time of in-job training 
teachers are longer, the teacher must slow down the speed and extend learning 
time in the way of teaching. Another important potential characteristics for 
in-job training teachers is that the adult learners have rich experiences. So, it is 
suggested that teachers can lead these experiences to the content of the course 
in designing, with the way of quiz. It can increase the learning will of adult 
learners. As to the teaching method of in-job training education, many ways 
can be adopted, e.g., visiting, interviewing, operations and so on. It can 
increase the enjoyment of in-job training teachers and promote learning 

2007 HICE Proceedings 
Page 3556



 17

performance. 

 Content of Learning 
The teachers, due to the vigor decay, always feel tired. Therefore, in the plan of 
the course, proper schedule should be arranged from easy to hard. Avoid to 
arrange too many courses. Otherwise, the in-job training teachers cannot absorb 
within limited time. Such situation might cause obstruction in learning or 
fearing on learning and then not willing to continue learning. For each class, the 
key content of last class should be reviewed to help the in-job training teachers 
practicing again. 

 Evaluation of Learning 
In the process of examination, it is necessary to have enough time for the 
teacher to prepare. For the paper test, the teacher should have plenty of time to 
answer. Or use another ways as the basis of examination, e.g., achievement 
show, acting, drama and so on. 

B. As to the teacher who engages in teaching the ones of in-job training 

1. Make the characteristics of learners and idea of demand being applied in 
the teaching field 

The teachers who engage in teaching in-job training teacher should apply the adult 
education idea to the teaching place (Helen, 1998). In teaching procedure, the 
teachers should understand the characteristics and demands of adult learners. The 
vigor of learners must be considered in the process of learning. Heavy load must be 
prevented. The teacher who engage in teaching in-job training teacher should 
encourage the in-job teachers learning with positive and supporting attitude, help 
learners to solve problems with opening discussion. In addition, the heterogeneity 
for in-job training teachers are great, the teachers who engage in teaching in-job 
training teacher should create good learning climate and teams to make the in-job 
training teachers having the spirit of team and identify the learning organization to 
make the whole organization creating the culture of happy learning. 

2. Increase the learning motive of in-job training for the teacher 

While carrying the in-job training education activities, the teacher should arrange 
the teaching goals and teaching ability of the in-job training teachers in pairs. 
Provide lots of successful experiences to the in-job training teacher. The more the 
successful experiences they can get, the more the feeling of achievement they will 
have from learning. Encourage the in-job training teachers cooperating with each 
other and build well learning climate to help learner being happy to study. 
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3. Release the pressure of in-job training on the teacher to prevent roles 
conflict 

There are so many roles that in-job training teachers should play. When the role 
conflict appears, it always influences learning of the in-job training teacher. So, it is 
necessary to strengthen the motive of the in-job training teacher to make them drive 
out difficulty for learning activity. In addition, for the in-job training teacher always 
plays multi-role in teaching. As a result, though the teacher enters into the 
classroom for learning, yet with the anxiety in inner spirit, how can he/she obtain 
well learning effect? It is suggested to teach courses of releasing pressure to the 
in-job training teachers in the process of learning. Only the teachers have correct 
way to release pressure, the accumulated pressure of the in-job training teacher will 
not produce bad mental ill. 

4. Build the confidence of in-job training for the teacher and build the correct 
idea of lifelong learning 

The in-job training teachers might not have confidence in the procedure of learning 
due to past experiences. Therefore, building the confidences of in-job training 
teachers to learn, and advocate the idea of lifelong learning to make them studying 
continuously. 
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Experiences of Special Educators and Service Providers When Working With Parents of 
Children With Disabilities 

 
 

Objectives 
 

Since the 1960s, both researchers and general educators declared the importance of 

parental participation in children’s educational career (e.g., Barth, 1979; Cochran & Henderson, 

1986; Rankin, 1967; Sanders, Epstein, & Connors-Tadros, 1999). Research suggested that when 

parents were a part of their child’s education, the student would be more likely to stay in school 

and achieve (e.g., Henderson, 1981, 1987; Henderson & Berla, 1994; Henderson & Mapp, 2002). 

Parental involvement is important in general education but even more critical in special 

education. Parents of children with disabilities are expected to play an important role by working 

with school personnel in providing background information about their child, making decisions 

in the development of their child’s program, and acting as advocates in asserting their child’s 

interests. The most recently implemented Individuals with Disabilities Education Improvement 

Act of 2004 (IDEA 2004) continues to require parents to be actively involved in the special 

education team process (U.S. Department of Education, 2004). However, educators continue to 

face challenges in collaborating effectively with parents of children with disabilities. In order to 

develop a collaborative working relationship between teachers and parents, there is a need to 

examine what challenges educators face. The purpose of this study was to determine the 

experiences of special educators and service providers when working with parents of children 

with disabilities.  

Method 

A qualitative research approach was used in this study. Fourteen professionals, 12 special 

educators and 2 service providers, in Eastern Massachusetts participated in the study. Two 
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participants worked in private school setting, while the remaining of the participants work in 

public school setting with students from diverse backgrounds. Their teaching experiences ranged 

from 2 to 7 years. A survey containing open-ended questions was used. A content analysis was 

used to evaluate the results of the participants’ responses.  

Results 

Results indicated that all participants were eager to work collaboratively with parents of 

children with disabilities. However, they faced many challenges when working with parents. 

Trust was considered to be the biggest challenge professionals faced. Eighty percent of the 

professionals felt that parents often did not trust them. Two special educators encountered 

several parents who second guessed their professionalism and experiences working with students 

with disabilities. They felt that they had to constantly defend themselves and reassure parents 

that they were qualified to teach their children. Another special educator said, “Parents think that 

teachers can never be on their side because teachers do not have children with disabilities.” 

Professionals understood that they would never be able to understand the pain, guilt, and grieve 

that the parents of children with disabilities had to go through. However, they would like parents 

to know that they cared about their children and also wanted them to succeed.  

In addition to trust, five professionals reported that they often encountered parents who 

were not familiar with their child’s disability and their parental rights. When they lacked this 

type of knowledge, parents often did not know how to advocate for their child, or would make 

unreasonable requests for schools or had unrealistic expectations on their child’s academic 

performance. One special educator reported that she often wanted to educate parents about their 

rights, especially when she saw them being mistreated. However, because she was an untenured 
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teacher, she worried about “getting in trouble with the administrator when speaking up” and 

ended up losing her job. 

Finally, lack of time and lack of strategies involving parents would be the other 

challenges the participants faced. All participants reported that they often were required to attend 

professional development workshops and did not have time to prepare lessons for the next day, 

meet with parents, and collaborate with other professionals. Additionally, five special educators 

worked in the school which had very low parental involvement. The parents they worked with 

often did not show up at IEP meetings and/or parent-teacher conferences. These professionals 

tried calling and sending notes home; however, there was often no response. They would like 

schools to provide them with strategies about how to involve parents. 

Discussions 

 The goal of this study was to allow special educators and service providers to report the 

challenges they faced when working with parents of children with disabilities. Results indicated 

that the professionals were interested in collaborating with parents, but many barriers prevented 

them from doing so, such as developing a trusting relationship with parents, lack of time, etc. 

The results also suggested that many parents lack information and knowledge about their 

parental rights and their child’s disability, which prevented educators from working with them 

effectively. This finding was consistent with previous studies (e.g., Lo, 2005; Park & Turnbull, 

2001; Zetlin, Padron, & Wilson, 1999) which focused on families from culturally and 

linguistically diverse and/or socio-economically disadvantaged backgrounds. Due to language 

and cultural barriers, these parents had difficulty seeking additional support and services. 

Schools should consider offering workshops to educate parents in these areas. Further, schools 

could develop a partnership with local community organizations which provide services to 
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families of children with disabilities, such as parenting classes and parent-support groups. 

Without educating parents in these areas, it would be difficult for professionals and parents to 

become equal partners. Building an effective home-school partnership will continue to be a 

challenge.  
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One plus one is bigger than two? An action research of team teaching 
in higher education 

 
Pao-Feng Lo* 

 
Abstract 

 
Due to a nine-year integrated curriculum reform implemented in Taiwan since 

2001, team teaching becomes an essential condition for teachers. However, in teacher 
education program, team teaching remains an important strategy and concept to 
discuss, but students rarely witness and experience the possibility in their pre-service 
training programs. To reduce the rift between theory and practice, collaborative 
teaching in university teacher education courses is encouraged to facilitate the learning 
for pre-service teachers and teacher educators as well. Therefore, an innovative 
team-teaching program was designed and studied to achieve the following purposes:  

1. To design and implement a team teaching curriculum in teacher education 
2. To examine the effectiveness of team teaching from multiple perspectives 
3. To analyze the meaning and implications of team teaching in teacher 

education 
An action research approach was employed to understand team teaching. The 

participants included one teacher education professor, one high school teacher, and 
total 65 students in two classes of a teacher education program from a national 
University in Taiwan. The methods of data collection were multiple perspectives from 
teachers, students, participant observer including classroom observation, reflection 
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In the era of knowledge society, two elements become more and more important. 

They are knowledge and innovation which each field needs to cope with rapid changes 
everyday. In the field of education, curriculum is changing due to knowledge 
exploration, and students are changing due to family and social changes. It is more 
difficult to become a good teacher who not only needs solid professional knowledge, 
but also requires innovative ideas in the process of teaching. Teacher education 
program should demonstrate and teach students innovative teaching to prepare them 
for multiple requirements in the future. 

In Taiwan, a nine-year integrated curriculum reform was implemented since 2001. 
The reform not only changes curriculum structure from first grade to ninth grade, but 
also alters teaching methods, regarding the collaboration between subjects and 
teachers. Therefore, team teaching becomes an essential condition for teachers in 
teaching new curriculum. However, in teacher education program, team teaching 
remains an important strategy and concept to discuss in the courses, but students rarely 
witness and experience the possibility in their pre-service training programs (Banks & 
Stave, 1998). There still are discontinuities between university teacher education 
classes and the practice of teaching (Liston & Zeichner, 1991; Masciotra & Roth, 1999; 
Roth, Lawless, & Tobin, 2000; Tom, 1997; Van Manen, 1990,1995). To reduce the rift 
between theory and practice and to understand the effects of team teaching, 
collaborative teaching in university teacher education courses is encouraged to 
facilitate the learning for pre-service teachers and teacher educators as well.  

According to Davis (1995), team teaching involves “two or more faculty in some 
level of collaboration in the planning and delivery of a course” (p.8). Hatcher, Hinton, 
and Swartz (1996) describe team teaching as “two or more instructors collaborating 
over the design and/or implementation and evaluation of the same course or courses” 
(p. 367). Although terminologies of team teaching are various among different 
research (Welch, Brownell, & Sheridan, 1999), there is one common and important 
component in those definitions, that is, collaboration. No matter the number of 
teachers and the diverse conditions of teaching strategies, the meaning and effects of 
collaboration will be the main research concept in this study.  

Indeed, team teaching is not an entirely new idea (Wraga, 1997), but collaboration 
continue to become a critical model for teaching and learning as well as for the 
professional lives of teachers. Previous studies have shown generally positive results 
of team teaching in terms of student-related outcomes, teacher outcomes and 
environmental outcomes. With regard to student-related outcomes, students have 
higher exam scores (Jang, 2006), tend to evidence higher academic achievement (Lee 
& Smith, 1993; Arhar & Irvin, 1995), feel less anxious and isolated (Powell, 1993), 
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and have higher levels of social bonding to teachers and schools (Arhar & Kromrey, 
1995). In teacher outcomes, team teachers report less isolation and more 
communication (Arhar, Johnston, & Markle, 1988; Mills, Powell, & Pollak, 1992), 
increasing professional efficacy and self-esteem (Arhar et al., 1988; Gatewood, Cline, 
Green, & Harris, 1992), considerable autonomy and decision-making opportunities 
(Steffes & Valentine, 1996), broader views of teaching and mentoring experiences 
(Powell & Mills, 1994). Moreover, in George and Shewey’s survey (1994), 85% 
schools reported that an interdisciplinary team organization has contributed to the 
long-term effectiveness of their school program.  

The value of team teaching has been supported by the literature (Anderson & 
Speck, 1998), yet some specific issues need to be explored in order to better 
understand the phenomenon. First, is one plus one bigger than two? Is it simply due to 
two teachers makes better teaching and learning results? Second, are those positive 
outcomes the results of the method of team teaching or because of teachers’ themselves, 
including their teaching styles, beliefs, characteristics? Third, it is necessary to 
examine team teaching from different perspectives simultaneously, including teachers, 
students and objective observer’s perspectives. Finally, much of team teaching efforts 
happened in primary or secondary school level (Solomon, 1994; Walsh & Snyder, 
1993), and the challenges and possibilities of team teaching might be different in 
higher education level.  

Ultimately, we need to ask the questions: Why bothers to teach in teams? Is one 
plus one bigger than two in teaching? Is the effect of team teaching worthy of its 
investment? To examine and answer the questions, an innovative team-teaching 
program was designed and studied to achieve the following purposes: 

 
1. To design and implement a team teaching curriculum in teacher education 
2. To examine the effectiveness of team teaching from multiple perspectives 
3. To analyze the meaning and implications of team teaching in teacher 

education 
 
Methods 
 

Comprehensively reviewing various studied about team teaching, Beane and 
Brodhagen (2001) suggested that ethnographic and experimental research design will 
be the better methods to understand what it means for teachers to teach as a part of 
team.  

An action research approach was employed to understand team teaching from 
practical experiences and its influences in teacher education program. The 
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implementation process was designed in three phases which are in order planning/pilot 
study, action/observation and reflection/revision. The first was planning stage 
including a pilot study in the fall semester of 2005. The second was action and 
observation stage including two experimental courses in the spring semester in 2006. 
According to the cooperative experience and result of pilot study, the formal research 
process was better designed to implement the research design. The third was reflection 
and revision stage which included data analysis, discussion and re-design of team 
teaching in the next semester. The research design and its timing and purposes were 
presented the following. 

 
Research stages and timing 

 
Planning and pilot study fall semester in 2005 

               
  

Action and observation spring semester in 2006
                   
 

Reflection and revision fall semester in 2006 
 

Pilot study and the outcomes 
In order to help students learn better, the researcher who is a professor in 

university teacher education invited an experienced junior high school teacher to 
collaborate in the class in the fall semester of 2005. On the one hand, students needed 
to attend the class, learning theories from the professor and books; on the other hand, 
they had the opportunities to go the junior high school to learn practice by helping 
junior high school students and guiding by the collaborative teacher. At the end of the 
semester, the students’ evaluation gave highly positive feedback toward the class. The 
result is shown in the following table. There were nine themes in the teaching 
evaluation in which 1-5 scores (from disagreed to agreed) represented the agreement of 
students’ opinions toward teachers and the class (see Table 1). 

Although the high quantitative scores was the evaluation for general teaching, the 
qualitative feedback in the evaluation also showed that students learned a lot from the 
collaboration and practical learning. Under this prior base, in the following spring 
semester, the same high school teacher was invited to attend a class to co-teach in the 
university classroom. The formal research was designed as a quasi-experimental 
method. Two teacher education classes in a university were selected as one 
experimental group and one control group to practice and compare the effectiveness of 
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team teaching.  
Table 1 Means and Standard Deviations for teaching evaluation scores by students 

Evaluation themes N M SD 
1. Class preparation 38 4.58 0.55 
2. Teaching attitude 38 4.63 0.54 
3. Time management 38 4.71 0.50 
4. Professional knowledge 38 4.63 0.54 
5. Inspiration and problem solving 38 4.61 0.54 
6. Curriculum appropriateness 38 4.66 0.53 
7. Clear evaluation criteria 38 4.66 0.53 
8. Communication fluency 38 4.68 0.53 
9. General evaluation 38 4.61 0.50 
Total 38 4.63  

 
Participants 

The participants included one teacher education professor, one high school 
teacher, and total 65 students in two classes of a teacher education program from a 
national University in Taiwan. The assistant professor have taught in high school for 
eight years and taught in university for seven years and the high school teacher has 
twenty-three years teaching and administrative experience. Two classes which were 
both teaching methods courses in teacher education program were selected to compare 
the effectiveness of team teaching. One class, taught by team teaching, was 
“Educational testing and evaluation” (E1) with forty-seven students. Another class, 
taught by the same professor alone, was “Curriculum design” (C1) with thirty-eight 
students. However, there were twenty students overlapping in these two classes. The 
background, including gender, major, year of school, of the students from two classes 
was presented the following.  

 
Data collection and analysis 

The methods of data collection were multiple perspectives from teachers, students, 
participant observer including classroom observation, reflection journals, student 
interviews and course evaluation.  
1� Classroom observation was conducted in two courses by a participant observer 

who was an educational graduate assistant and wrote observation records and 
journals each session.  

2� Reflection journals included two team teachers’ journals throughout the semester 
and student’s journal from one student who attended two courses simultaneously. 
They separately wrote journals almost every week after class without discussion 
the content.  

3� Student follow- up interview was conducted after the courses end by interviewing 
four over twenty overlapping students in two courses. In addition, all forty-seven 
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students in E1 class were invited to write responding journals before, during and 
after the class.  

4� Course evaluation included student’s learning feedback each session in two classes 
and one questionnaire of teaching evaluation of two classes. 

 
Regarding data analysis, the questionnaires of two classes were employed in the 

end of semester to compare general teaching effect. And qualitative data, including 
journals, interviews, and observation records were coded and then categorized to 
identify the main themes and findings of the phenomena under investigation. 
 
Results 
 

The results were very interesting and fascinate when interpreting the experiences 
by different perspectives. This is the first time of innovation for the university 
professor, the junior high school teacher and students in teacher education. The 
experiment of innovation brought changes to the class which aroused different feelings 
and results to all the class participants, including teachers, students and class observer. 
Therefore, the results were presented in quantitative teaching evaluation and 
qualitative data from different perspectives in the order of students, observer and team 
teachers.  

 
A. Teaching evaluation  

 
In terms of the quantitative data, the result of the student questionnaire was shown 

in the following table. There were ten evaluation themes in which 1-5 scores (from 
disagreed to agreed) represented the agreement of students’ opinions toward the 
excellence of teacher and his/her teaching (See Table 2).  

Table 2 Means and Standard Deviations for teaching evaluation scores by students 
                      Classes 
Evaluation themes 

E1 
N    M     SD 

C1 
N    M     SD 

1. Class preparation 45 4.49 0.63 34 4.53 0.51 
2. Teaching attitude 45 4.51 0.59 34 4.59 0.50 
3. Time management 45 4.58 0.54 34 4.59 0.50 
4. Professional knowledge 45 4.49 0.55 34 4.62 0.49 
5. Inspiration and problem solving 45 4.60 0.58 34 4.62 0.55 
6. Curriculum appropriateness 45 4.42 0.70 34 4.41 0.66 
7. Clear evaluation criteria 45 4.49 0.55 34 4.59 0.50 
8. Communication fluency 45 4.58 0.54 34 4.68 0.47 
9. General evaluation 45 4.47 0.70 34 4.50 0.56 
Total 45 4.49  34 4.54  

The result showed that students in both classes were highly satisfied with teaching 
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evaluation themes, and there was no significant difference between two classes. 
Contrarily, the evaluation in E1 with two teachers was not better than in C1 with one 
teacher. This outcome only superficially explained general teaching effect from 
quantitative data; however, more qualitative and profound data need to be understood 
following.  
 
B. Students’ perspectives of team teaching 
 

What did students expect from team teaching? What could students learn from 
team teaching? To understand the learning experiences from students’ perspectives, 
before, during and after the team teaching, each student in E1 class was invited to 
writing feedbacks right after each class and three journals during the whole semester. 
After the semester ended, four students both attended in E1 and C1 were interviewed to 
compare the effect of one teacher and two teachers. The following result, derived from 
students’ feedbacks, journals, and interviews, was described, analyzed and presented in 
three stages under the concept of action research, which were planning, action and 
reflection, respectively.  

 
Planning stage 

When were told that there will be another teacher joining the class, students 
generally felt both exciting and curious toward the new change, and anticipated to 
experience the process. Three themes emerged from their journals. 

1. Students expect team-teaching could combine theory and practice. 
Students were not satisfied with merely learning and discussing theories in class, 

thus, they looked for the combination from theory and practice through team teaching 
of professor and high school teacher.  

“I hope to compare the real field of school and the ideal world in books to truly 
close to the road of teaching” (S-J1-35). “I like to know from the collaborative teacher 
what the real problems are in schools and how to solve them” (S-J1-32, 33).   
 

2. Students expect to learn multiple perspectives from team teaching. 
Since two collaborative teachers have different backgrounds and experiences, 

students think they will be benefited from it and also learn from the dialogues between 
two teachers.  

“The dialogues between teachers with different backgrounds would facilitate and 
enrich my learning” (S-J1-11). “Two teachers would help to develop students’ multiple 
perspectives” (S-J1-31). “Different teachers could satisfy students’ various learning 
needs” (S-J1-25).   
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3. Students are looking forward to experiencing team-teaching class. 
Team teaching has become a significant teaching model after the nine-year 

integrated curriculum reform in Taiwan; however, students do not have any 
opportunities to experience team teaching. “It is important to know the advantages of 
team teaching to comprehend why it is so important” (S-J1-29). “I would like to be in 
the team teaching class in person to understand the whole concept” (S-J1-40).  
 
Action stage 
 

According to the second and third journals which student wrote at mid-term and 
final, several findings are addressed:  

1. Students expressed that they learned a lot from “another teacher” when she 
shared practical experience. 

As expected, the collaboration of professor and high school teacher helps students 
to combine theory and practice.  

“In this class, there is not only theoretical teaching, but also practical learning” 
(S-J2-31). “We could compare the practical situation with theories in books and then 
discuss whether there is space for improvement” (S-J2-35, 44). “Through the 
immediate response from another teacher, I feel learning become deeper in a short 
time” (S-J2-37). “Team teaching brought us some thinking from practical field, and 
more importantly, we are not learning armchair strategies” (S-J3-25). 
 

2. Students learned different ways of thinking from different teachers. 
Since team teachers have distinct personal traits and perspectives, students feel 

benefited from the dialogue between two teachers which made the issues deeply 
discussed.  

“When students ask questions, we could get different perspectives from two 
teachers and see the different values and ways of problem-solving”(S-J2-21). “Two 
teachers have their own specialties to answer students’ inquiries” (S-J2-28).  
 

3. Two teachers made the class more active and humorous which will improve 
the students’ concentration. 

Compared to traditional teaching, team teaching is more interesting and fun 
because there are two teachers on the platform. Students experience different teaching 
styles and class atmosphere in team teaching.  

“Atmosphere in class is more active and energetic, it is hard to distract” (S-J2-22). 
“The class is lively, attracts students’ concentration and makes discussion more fun” 
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(S-J2-47). 
 

4. This is a great model of team-teaching which students are really participating 
and observing the whole experiences.  

From the personal experiences, students understand the importance and the 
advantages and disadvantages of team-teaching. Students felt inspired by the 
experiential approach in the process of becoming a teacher.  

“Teachers set up a very good team teaching model to students who will be teachers 
in the future” (S-J3-25). “Two teachers make the class atmosphere and rhythm very 
nice and provide good answers to students’ questions” (S-J3-1). “I could realize the 
advantages of team teaching, plus one more teacher’s experience makes teaching 
content richer” (S-J3-2).  

 
Reflection stage 

 
After the semester ended and summer vacation past through, a follow-up interview 

with four students was conducted, focusing on the experience about team teaching and 
the comparison of two classes. Several substantial issues emerged from the interviews. 

1. Team teaching makes class multiple, while teaching alone construct curriculum 
systematic. 

“Team teaching in E1Class gives me the feeling of multiple learning. The point is 
that you need two teachers from different backgrounds, and that will make team 
teaching necessary. If two teaching are talking about the same things and ideas, that 
will make the class chaotic” (S-I-1). “I feel C1 class is more solid because Professor L 
is organizing the curriculum alone and the whole curriculum is more systematic” 
(S-I-2). 
 

2. Team teaching is active and lively, while teaching alone is rigorous and 
ordered. 

“If there is one teacher in the class, she knows the whole process and progress…, 
therefore the class follows in a prescribed pattern…But team teaching seems more 
attractive. Because teachers are different people, and another teacher are fresh to us. 
So, students are easily attracted and I feel this is one advantage” (S-I-3). 
 

3. Sometimes team teaching is fragmentary, while teaching alone is more fluent.  
“I feel when there is only one teacher in class, it will be more fluent and when there 

are two teachers in class, it will be fragmentary sometimes because the styles between 
two teachers are various. The feeling of learning is different…” (S-I-4). 
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4. Whether team teaching is good depends on teachers and the curriculum itself.  
“Whether I like team teaching will depends on the teachers, their styles” (S-I-3). “I 

like team teaching because I will expect what we will do today” (S-I-3). “I like the 
curriculum of E1. The content is more experience-related. But the content of C1is more 
systematic” (S-I-1).   

 
C. Observer perspective of team teaching 
 

One graduate student who majored in education is the observer of the class. She 
not only participated in each class, but also wrote down the class observation journal 
and reflection after each class. Several themes are found from her observations. 

1. Students seems to feel fresh at the beginning of semester because there will 
be another teacher in the class. 

2. One big challenge came up right after the class began. That is the roles of 
two teachers are not clear and that would influence the interaction between 
two teachers and students, especially for that another teacher who seemed 
to be guest in the class.  

3. Another big challenge is time controlling. There are lots of issues are 
planning to be discussed in the class and then it is always short of time. 
How to share time to interact with students become major problem in the 
class.  

4. When two teachers show their specialty in the class, one from theory and 
one from practice, students are experiencing an excellent class that week. 

5. Listening to the dialogues between two teachers is a great learning for 
students. This demonstration is especially important for those students who 
will be teachers in the future to understand the importance and experience 
the process of team-teaching. This will bring a long term influence for each 
student in their lives and careers.  

 
D. Collaborative teachers perspectives of team teaching 
 

This process is a new and creative experience for both teachers. From the reflective 
journals written separately by two teachers, it is interesting to see what teachers have 
been through and important issues appeared in this process. Some major points are 
drawn from these two teachers’ journals.  

The professor described the process like “playing balls” with another teacher in the 
class, requiring tacit understanding between two teachers and also challenging 
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teachers’ abilities of time management. There are more work have been done with two 
teachers in the class than one teacher, including negotiating relationships, content and 
design of curriculum and time for discussing and adjusting. However, according to 
students’ feedback, most students like these changes and learn more from different 
perspectives of teachers. In the professor’s journal, the conclusion is team teaching is 
worth of trying, although it is not easy to conduct for teachers, it is good for students’ 
learning.  

For the junior high school teacher, this is a whole new experience for her to teach 
in university. Everything is new and unfamiliar, including classroom, students, and 
curriculum. Lots of worry came up at the beginning of team teaching. “How could I 
participate in a well-structured course?” “Can I make any contributions to the class?” 
After several classes, some questions came up from the collaborative teaching. “Do I 
respond to students’ questions correctly?” “Am I interrupted the class?” “What are the 
roles for two teachers?” After some adjustments are made by the teachers, the roles of 
two teachers became clear and harmonic. And finally, the junior high school teacher 
concluded that she is the one who learned most in the process of team teaching.  
 
Discussions 
 

Any teaching method has its advantages and disadvantages in different educational 
contexts. There is no exception on team teaching either. Why bothers to teach in teams? 
Is one plus one bigger than two in teaching? Is the effect of team teaching worthy of its 
investment and endeavor? Most research on team teaching found more positive results 
than negative ones (Anderson & Speck, 1998), however, several issues needed to be 
discussed in deeper perspectives. 

  
1. According to the quantitative evaluation of student satisfaction, two teachers 

are not necessarily better than one teacher.  
 
Teaching evaluation served as an important criterion of teaching effect in the 

university is one of the objective sources to understand the impact of team teaching of 
these two courses. The evaluation scores in E1 and C1 classes, which are 4.49 and 4.54, 
are pretty high for undergraduate classes. That means students in both classes felt 
satisfied in those evaluation items. But comparing the mean of every item in the 
teaching evaluation, including class preparation, teaching attitude, time management, 
professional knowledge, inspiration and problem solving, curricula, evaluation, 
fluency and general evaluation, E1 with two teachers is not better than C1 with only 
one teacher. Of course, curricula are not the same and students are partly different. 
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These factors are difficultly exclusive in advance. However, when we look at the 
similar parts in two classes, especially focusing in teaching and teachers, there are 
some meanings from the quantitative data. It showed that if the single teacher could 
design and provide a great course for students, two teachers are not necessarily better 
than one teacher. But this result doesn’t mean team teaching is not worthy of trying. 
Beyond the quantitative data, there are other aspects of qualitative data deserving to be 
examined and discussed to derive comprehensive understanding of team teaching.  
 
2. It is not the method of “team teaching” which matters, but the teachers and 

their teaching styles do. Under this supposition, selecting partners is a crucial 
point for the success of team teaching. 
 
Team teaching might not be a good choice for every teacher and every subject. It is 

an alternative for better teaching and learning, if some criteria are well fit. Selecting 
partners is one of the important variables in team teaching. What should be considered 
when selecting a team teaching partner? According to a study, philosophies, classroom 
environments, methods of discipline and personality types would be the main concerns 
when teaming up with another teacher (Northern Nevada Writing Project, 1996). In 
this action research, it is found that teaching experiences, great communication 
abilities, and shared philosophies are important issues for a successful team teaching 
partnership.  
 
3. Challenges and benefits of team teaching should be simultaneously 

considered before collaboration. If team teachers realize and examine why it 
is necessary and how it works, the chances of success will increase.  
 
The issues involving team teaching are complex and numerous, it is necessary to 

well design and plan before the class implementation. It is better to examine this 
process by considering who, what, how, why, where, and when. “Why” should be 
considered first, but “who” and “how” will be more important questions to ask in 
advance. After these three issues were dealt, “what, where and when” are just the 
planning and design according to students’ needs, subject matter and teachers’ special 
characteristics.  
 
4. More communication and negotiation are important to deal with tension and 

conflict in team teaching.  
 
Even when team teaching partners are good friends, there are still tension and 
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conflict in the class because team teaching will reveal each teacher’s personal view 
points and professional perspectives more than the traditional 
one-teacher-per-classroom setting. However, this situation might be a good learning 
opportunity for both teachers and students if they could all learn from these 
experiences. To deal with potential tension and conflict, teachers need to communicate 
and discuss before and after the class. Teachers are the model for students to learn from 
such conflicts caused by different perspectives or diverse opinions. This kind of 
negotiation and discussion will be mutually beneficial if positively confronted.  
 
5. Practical team teaching provides a precious experience and model for the 

learning of teachers and students. 
 
The question of “why bother of conducting team teaching?” needs to be asked 

continuously. From the theory of social learning, providing opportunities for students 
to observe and imitate the real behavior in the classroom was much more important to 
teach them in words. According to students’ journal and feedback, most students are 
impressed by the vivid experience of two teachers’ team teaching. Team teaching 
becomes an important teaching strategy in teacher education; however, most students 
only learn the concept from theory but never have the chance to experience and 
witness the practice to understand how it works. Team teaching has its advantages and 
disadvantages depending on what the situation is. This action research not only help 
researcher to understand team teaching, but also facilitate students’ learning and 
inspire students to try team teaching when they become teachers in the future.  
 
Conclusions and implications 
 

In conclusion, two teachers might not necessarily increase student satisfaction, 
however, the synergy of team teaching could ultimately increase teacher effectiveness 
and enhance student learning. And this will be the genuine meaning of team teaching. 
Although team teaching is not easy to conduct because it requires more time and 
efforts, and also there are advantages and disadvantages of team teaching, it is still 
worth its value due to the following justifications. First, team teaching attracts 
students’ learning motivation and will be better to meet the needs of diverse students’ 
learning styles. Second, team teaching might facilitate students’ learning by providing 
more perspectives to encourage intellectual simulation and new concepts. Third, team 
teaching is a great learning opportunity for teachers to learn continuingly. According to 
Joseph Joubert (1754-1824), to teach is to learn twice. Team teaching offers teachers 
the alternative to learn from others including another teacher and students and this will 
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be beneficial for all participants in the class. Finally, from the students’ feedback and 
teachers’ reflective journal in this study, a well-coordinated teamwork teaching will 
bring a rich and colorful educational experience for both learners and teachers. In sum, 
team teaching might not be the perfect teaching approach, but in order to promote a 
culture of intellectual inquiry and cooperative learning, the discomfort of a few may be 
to the ultimate benefit of the many.  
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ABSTRACT: 
 
 Formal education has a sad record of undermining Aboriginal languages and 

cultures. In the Cree (Mushkegowuk) community of Kashechewan, in north-eastern Ontario, 

the Cree language has survived despite efforts to replace it with English. Since the people of 

Kashechewan took control of their elementary school in 1989, they have begun to use the 

school system to prevent language shift. This paper will describe those efforts against a 

historical background of language use in the community. 
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Abstract: 
Social initiations may be considered a core skill deficit for children with Autism 
Spectrum Disorders (ASD) and this skill has been identified as an indicator for favorable 
outcomes. Three children with ASD who demonstrated deficits in social initiations 
participated in this project. This study used a multiple-baseline across participants design 
to increase social initiations during typical family routines such as mealtime and play. 
Instruction was provided using Discrete Trail Training and skill generalization was 
measured when opportunities arose during natural activities. Verbal and visual prompting 
methods were implemented to assist participants in learning the skills and these supports 
were faded as the skills were acquired. Following the training program, participants 
increased their frequency of social commenting during the targeted activities and then 
generalized their skills following the intervention program. Implications from this work 
could lead to improved social interactions for individuals with autism across typical 
activities when social initiations were otherwise not displayed.  
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Abstract 
 
 
 

The Regional Training Centers were established in l987 as a unique service delivery for training, 
technical assistance, consultation and lending of materials.  They were established to provide 
services to local school districts for early childhood programs for special needs and at-risk 
children, ages three to five.  The Center provides peer-to-peer services which research shows are 
the most effective approach for working with local school district and agency personnel.  The 
staff from the Regional Training Center (RTC) provides assistance to the local school districts 
and other service providers in the implementation of the preschool component of the Kentucky 
Education Reform Act of 1990 and the National Philosophy of  No Child Left Behind.  The RTC 
emphasizes the importance of early childhood as the foundation for future success throughout the 
school years.  We nurture the philosophy of federal legislation, which states, “We must make 
sure that every child enters school ready to learn, every child—not just one, not just a few, but 
every single child.” 
 
This presentation will highlight the Services Provided by the RTC, which includes: 
 
Training Services 
Teacher and administrative workshops and follow-up training in the areas of development, 
implementation and evaluation of developmentally appropriate research-based effective 
programs for young children.  The success of the RTC teaming with Murray State University in 
providing Teacher Academies will be highlighted. 
 
Consultation and Technical Assistance 
School district have access to consultation for effective program planning, management, 
organization and evaluation; as well as, specific intervention strategies for individual children 
and programs; effective staffing patterns; developmentally appropriate programs; classroom 
environments conducive to learning and best practices and instructional techniques as well as 
utilization of technology. 
 
Materials Lending Library 
School districts and other service providers have access to quality early childhood materials and 
program resources through the lending library.  Materials are available for loan, preview, 
comparison and utilization by all early childhood programs. 
 
Model Demonstration Classrooms 
The model classrooms provide school districts and other service providers the opportunity to 
visit integrated, blended programs.  The classrooms focus on components that promote positive 
child valued outcomes.  Teachers and administrators can view and examine the philosophical and 
management framework, environmental organization, staff patterns, instructional techniques and 
program evaluation.   This presentation will highlight some of the aspects of the Model 
classrooms and the research behind these classrooms. 
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The presentation will provide a look at this research-based service delivery model for early 
childhood professional development across the state of Kentucky.  The model emphasizes the 
strategies effective for the rural population supported by the Regional Training Centers.  The 
Regional Training Center in collaboration with Murray State University developed a design for 
providing an Early Childhood Teacher Academy during the summer months with intensive year 
round follow-up.  This specific model has been in place for the past two (2) years. 

 
 

Model Teacher Academy 
 
 
Utilizing current brain research and scientifically based research programs, the Early Childhood 
Teacher Academy ensured that learning domains are interconnected.  Language, early reading, 
and mathematics interconnect to form a powerful trio that pulls children’s learning forward to 
higher levels of achievement. 
 
The Academy focused on content that is significant, necessary, research-based and motivational 
in children’s early learning.  Preschool curriculum is too often a “potpourri of activities that 
make a rather flabbier curriculum than one might want for challenging children between the ages 
of three and five.”  What circulates is a mix of conventional wisdom and bits of research 
conclusions.  The academy provided the framework for content rich research based early 
childhood instruction. 
 
The Academy provided:  a description of what children should know, understand, and be able to 
do; guide what teachers will do; inform assessment approaches; and provide foundations for 
professional development. 
 
As the key concepts for content were determined, participants focused on language, reading, and 
mathematics by asking the following questions: 
 

• Is the content significant to children’s learning? (meaningfulness) 
• Is it necessary in their acquisition of knowledge and skills? (importance) 
• Is there research evidence of its potential?  (evidentiary base) 
• Is it motivational for learning, inclusive of cultural variations of children’s life 

experiences?  (relevance) 
 
The Academy’s overall objectives included the content and strategies needed by preschool 
teachers to ensure students are proficient in reading and math by the end of third grade.  Current 
brain research regarding teaching and learning enhanced all content presentations.  Specific areas 
to be addressed include:  quality, continuous assessments, exemplary practices, Standards-based 
Units of Study, literacy and numeracy development and family involvement. 
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Academy Design 
 
Specific activities for the Academy included five intensive days for training and reflection that 
incorporates language, reading, and mathematics interconnections to form a powerful trio that 
advances children’s learning and promotes positive achievement gains.   
 
Appropriate pedagogy as well as embedded technology supported diverse learning styles.  The 
Teacher Resource Kits and materials were provided for utilization in the classrooms.  Ongoing 
communication and follow-up sessions highlight project implementation. 
 
Specific instructional approaches combined to provide the most optimal method for helping 
children learn.  These methods modeled throughout the Academy.  Methods include: direct 
instruction, indirect instruction, purposeful play, small and large groups. 
 
Examples of active learning methods included, but were not limited to, collaborative learning, 
problem-based learning, case methods, simulations, course unit of study, and technology. 
Activities were intended to encourage greater student engagement with critical thinking and 
“higher levels” of learning-analysis, synthesis and evaluation of information in contrast to 
absorption of knowledge.  Daily individual participant reflections were incorporated into 
Academy activities. 
 
Another critical goal in the Early Childhood Academy included the individual progress and 
assessment of children.  Specific assessment techniques modeled for children include:  
identification of levels in the key areas related to reading, language, and math; and tracking of 
children’s progress in developing key content skills. 
 
The final focus of the Early Childhood Academy was on “effective” professional development 
strategies.  Training and facilitation that supports teachers using instructional approaches to 
promote greater learning for children were utilized.  Specific techniques included: 
 

• Adult is actively involved in learning process. 
• Adult receives information allowing the construction of a base of knowledge. 
• Adult integrates knowledge into “real-life” contexts. 
• Adult actively involved in problem solving. 
• Approach has identified sets of brain research that link instruction to learning 

concepts. 
• Approach used will be flexible. 
• Reinforcement and strengthening the role of parents and other community members 

to become mentors, teachers and learners themselves. 
• Learning will be enhanced and fostered through strategic uses of technology. 
• Equity and enhanced opportunities for diverse learners must be promoted to foster 

high achievement of all learners. 
• Adult actively participating in the Unit of Study. 

 
The five-day Academy provided interactive teacher training on specific ways to teach early 
reading skills and mathematic skills.  Practice in developing and integrating literacy activities 
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were extended.  The sessions were interactive with activities and strategies based on content and 
brain research.  Each participant developed a unit of study for his/her classroom that extends the 
Academy’s unit of study and will be shared with all Academy participants.  During the Academy 
participants:   
 

♦ Learned new information, 
♦ Participated in the training, sharing ideas and engaging in activities, 
♦ Analyzed current program practices utilizing the KDE Quality Self-study document, 
♦ Reflected on their “Bright Ideas”, 
♦ Created a Next Steps Action Plan to take back to their program, 
♦ Created a Standards-based Unit of Study to be utilized in their program and 
♦ Interacted and networked with other participants. 

 
 
 
Academy Follow-Up Activities 
 
Additionally professional development will be provided as ongoing support.  These include:  
group follow-up trainings, small group discussions via technology; one-on-one classroom 
coaching and mentoring by RTC staff; on-line mentoring; classroom (peer) observations; 
observations with the ELLCO and assessment of children. 
 
The specific reasons for follow-up professional development included: 
 

• Introduction of new strategies 
• Effective ways to help teachers understand concepts 
• Building a sense of community 
• Ensuring sustainability of initial training 
• Allowing teachers to share effective strategies 
• Opportunity to bring in experts 
• Opportunity to review ongoing assessment information and plan next steps 
• Opportunity to share units of study 

 
After the training, participants will:  
 

♦ Work with other program team members to share information, strategies, and action 
plan ideas with other program staff and parents, 

♦ Implement action plans and 
♦ Participate in follow-up training sessions. 
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Academy Objectives 
 

1. Increasing participants’ knowledge of current brain research as it applies to the teaching 
and learning of young children. 
 

2. Impacting children’s learning experiences in the preschool programs by utilizing 
scientifically-based reading research in the planning of intentional instructional strategies 
and practices for children. 
 

3. Utilizing an assessment-to-instruction process to intentionally plan instructional practices 
that impact children’s language and literacy development through the Kentucky 
Assessment manual. 
 

4. Focusing on research and/or standards statements that support elements of high-quality 
practice (The Quality Self-study guide will be utilized). 
 

5. Exploring and identifying personal theories, research and standards that support the best 
practices for preschool children learning to read and write. 
 

6. Utilizing knowledge of best practices and research, participants demonstrate language 
and literacy instructional strategies for all children connected to the Learning to Read and 
Write Overview. 
 

7. Demonstrating the importance of intentional planning for instructional practices in 
language, literacy and numeracy development to meet the goals of all children. 
 

8. Increasing participants’ knowledge of the process of designing a Unit of Study based 
upon participation in the Academy’s Standards-based Unit of Study. 
 

9. Experiencing the opportunity to pull together much of their learning from all previous 
sections of the Academy by developing a Standards-based Unit of Study that includes 
lesson plans around the children’s daily routine with a particular language and literacy 
and numeracy focus.  This Unit will include the individual needs of children in the 
classroom. 
 

10. Exploring effective and intensive ways of including family involvement and family 
literacy in preschool programs. 
 

11. Encouraging networking among participants through Academy activities, technology and 
follow-up. 
 

12. Reducing novice level learners in the elementary school through inclusion of 
scientifically based research programs and practices in the preschool classrooms in the 
content areas of reading and mathematics and reduce achievement gaps of our students 
from lower socioeconomic backgrounds and African-American students. 
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Academy Professional Development 
 
 
Daily instruction and experiential learning activities met or exceeded each of the Kentucky 
Department of Education’s Professional Development Standards.  Each day, both the Academy 
and the Follow-up were designed to: 
 

1. Be in line with KDE/KBE goals and priorities;  KY’s Standards and Indicators for School 
Improvement; and KY Experienced Teacher professional standards; 
 

2. Be job embedded, and encourage and utilize peer interaction, online/collegial support 
networks, personal reflection, collaborative problem-solving, mentoring, demonstration, 
and collegial feedback; 
 

3. Focus on what learners are to know, and is based on region, state, and national standards, 
learning goals, and curricula; 
 

4. Actively engage learners in the use of effective, varied, and research-based practices to 
improve student and staff performance, and to reduce barriers to learning by utilizing 
such techniques as:  inquiry based learning, investigation, formulating a model, data 
collection tools, questioning, checklists, community based instruction, safe physical 
management, manipulatives, structured note taking, and picture clues; 
 

5. Develop leadership capacity of educators through collaborative decision making, 
analysis, and use of data, and creating a positive learning culture; 
 

6. Be data and results driven through the use of daily reflection and discussion activities; 
 

7. Foster an effective learning community, which supports a culture and climate conducive 
to performance excellence by understanding and meeting the educational needs of all 
learners; 
 

8. Facilitate the removal of barriers to learning in an effort to meet each student’s needs by 
examining the intellectual, social, cultural and developmental educational needs of all 
students within the context of literacy education; 
 

9. Plan collaboratively by utilizing the expertise of general and special educators, as well as 
administrators and parents in area/region schools and communities for input on student 
educational needs, as well as considering state-wide testing data for all students; 
 

10. Foster a comprehensive, long range change process that communicates a clear purpose, 
direction, and action plan to support teaching and learning that is effective and 
meaningful for all students and educators in our region; 
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11. Be grounded in the critical attributes of adult pedagogy by utilizing such techniques as 
multiple intelligences, learning styles, connections to work, guided practice, feedback, 
peer interaction/observation/review, personal inquiry, self reflection, and support 
system/collegial networks. 

 
The Academy provided graduate credit for each participant or a monetary stipend.  The 
following goals were achieved through this unique collaborative service delivery model: 
 

1. Participants explored and identified personal theories, scientifically based research and 
state and national standards that support best practices for preschool children in language, 
literacy and numeracy. 

2. Participants demonstrated intentional planning for instructional practices in language, 
literacy and numeracy development to meet the individual goals of all children. 

3. Participants demonstrated knowledge of Standards-Based Units of Study by engaging in 
the process and successfully completing an integrated Standards-Based Unit. 

4. Participants demonstrated knowledge and practice in embedding family involvement, 
family literacy, current brain research, and the use of assessment to instruction, 
individualization and practice. 

5. Participants implemented evidence-based research programs and practices in the 
preschool classroom in language, literacy and numeracy thus reducing achievement gaps 
of “at risk” students. 
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Abstract 

Even though middle schools were implemented in the late 1950’s and early 1960’s due to 
perceived deficiencies of the junior high school model, as recently as this past spring 
2006, reports have been issued that question the legitimacy of schools designed 
specifically to meet the needs of young adolescents. Members of the professional 
educational community continue to debate the rationale and need for schools specifically 
designed to support the cognitive, psychomotor and affective needs of middle level 
learners. Middle school education is still referred to, by many educators and in the 
literature, as a movement, thus ensuring and extending the perception that it is not yet a 
legitimate educational organizational structure. 
 
As educators, we are passionate in ensuring that the educational needs unique to middle 
level learners be met. We know, from our successful experiences in implementing and 
leading middle level schools, that children between the ages of ten to fourteen can and do 
meet with success when attending a fully implemented middle school. In fact, we have 
witnessed students for whom this transitional time between elementary and high school 
proved to be an opportunity for them to change patterns of school difficulty to a time of 
school success. For others, middle school proved to be an opportunity to be rescued as 
they experienced difficulty during their adolescent years. Middle school was effective for 
many of these students since it focused specifically on their cognitive, psychomotor, and 
affective needs. We have learned, through our commitment to the education of young 
adolescent learners, the hard reality. “Mind the middle. It matters the most!” 
 
A set of agreed upon descriptors for middle school has been suggested in Turning Points 
and reaffirmed in Turning Points 2000, but the descriptors offered have not been 
universally promoted and accepted. The required special certification for teachers who 
teach in the middle has been weak. Middle school education will continue to be viewed 
and “act like” a movement as long as administrative leaders and teacher leaders do not 
embrace the body of research and evidence developed by systems thinkers. Those who 
lead middle level learning in must embrace key indicators for sustainable middle schools. 
Otherwise, schooling for students in the middle will continue to fall prey to random 
choice from the buffet of educational programs designed to meet the needs of the adults 
who serve middle level students rather than serve the needs of middle level learners. 
 
For middle schools to be effective, it is imperative that middle school models are based 
on research and best practices for middle level learners. In addition, focus on systems 
thinking regarding sustainability of learning organizations must be embraced as integral 
ingredients for the long-term success of middle level education. Through the combination 
of foci on successful middle school models, systems thinking and sustainability of 
learning organizations, middle school practices will become legitimized across the 
country and around the world.  Middle School is not a movement. 
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Middle School Is Not A Movement 

Even though middle schools were implemented in the late 1950’s and early 

1960’s due to perceived deficiencies of the junior high school model, as recently as this 

past spring 2006, reports have been issued that question the legitimacy of schools 

designed specifically to meet the needs of young adolescents. Members of the 

professional educational community continue to debate the rationale and need for schools 

specifically designed to support the cognitive, psychomotor and affective needs of middle 

level learners. Middle school education is still referred to, by many educators and in the 

literature, as a movement, thus ensuring and extending the perception that it is not yet a 

legitimate educational organizational structure. In fact, frequently the question posed is 

“What’s different about a middle school? Isn’t it just a junior high school with a new 

name?” The fact of the matter is that middle schools “provide 10-15 year olds with 

developmentally appropriate educational experiences that emphasize the education and 

overall well-being of the learners.” (Manning and Bucher, p.9) Documents produced 

through NMSA, This We Believe (2003) and This We Believe, Now We Must Act (2001) 

suggest that the middle school students should be held to high standards by their middle 

school teachers. At the same time, Turning Points 2000 (CCAD) suggests that all young 

adolescents should also have the opportunity to succeed to some degree in the middle 

school program. Many perceived this incongruity as the middle school paradigm willing 

to sacrifice the academic rigor in the name of student self-esteem. The necessary balance 

demanded is to then make sure that the middle school students are all performing to the 

best of their ability, and in their performance meeting with success so that they can 

maintain their self-esteem.  
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The issue of self-esteem begins to be addressed in the middle school when 

tracking is disbanded. (There are times, when scheduling for math class, that tracking is 

appropriate).  In the report Turning Points: Preparing American Youth for the 21st 

Century, the CCAD (1989) referred to tracking as “one of the most destructive of current 

practices.” (p.14) and in the 1995 NMSA publication, This We Believe, more flexible 

organization structures are favored “in lieu of academic tracking” (p.28). So, it would 

seem that homogeneous grouping has a negative effect on students’ self-esteem as well as 

their perceptions about how much they can achieve academically. (Gamoran, 1992; 

Oakes,1985; Slavin,1996). Based on a report issued by The Massachusetts Department of 

Education, “Structuring Schools for Student Success: A Focus on Ability Grouping” 

(1990), the research findings indicated that “ability grouping is an ineffective means of 

addressing individual differences” and that “ability grouping can predetermine students’ 

future opportunities and aspirations with high-achieving students having high self-

concepts in both homogeneous and heterogeneous groupings and low-achieving students 

in homogenous classes tending to have lower self-concepts than low-achieving students 

in heterogeneous classes.”  

Self-esteem is fostered through creating and maintaining a sense of community; a 

healthy school climate  - “ a place where close, trusting relationships with adults and 

peers create a climate for students’ personal growth and intellectual development” 

(CCAD, 1989, p. 10). The creation of “schools within a school” or “houses” where 

positive school climate exists allows students the opportunity to interact, to find 

relevance in their schoolwork and relationships, and to gain positive recognition. Adults 

act as guides or advocates for the young adolescents they serve in a developmentally 
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responsive middle school. This allows each student to have at least one adult who knows 

him or her well, supports his or her academic and personal development, and cares for 

and about him or her. Advisory groups, “home-room” groups, as well as comprehensive 

counseling efforts help to guarantee that no student feels neglected, unrecognized, or 

unwanted. This component is the most difficult to implement and maintain because 

teachers are often given little or no professional development. In defining an advisory 

program, structured time is set aside during which special activities are designed and 

implemented to help adolescents find ways to fulfill their identified needs.” (Forte and 

Schurr, p.117). Examples of special activities are mini courses or groups of students 

organized around common interests. Traditionally, school has been dedicated to 

reading,’riting, and ‘rithmetic. Advisory provides the middle level student with help in 

relationships – the fourth “R”- so that they can see their way clear through the turbulent 

times of early adolescence. 

As educators, we are passionate in ensuring that the educational needs unique to 

middle level learners be met. We know, from our successful experiences in implementing 

and leading middle level schools, that children between the ages of ten to fourteen can 

and do meet with success when attending a fully implemented middle school. In fact, we 

have witnessed students for whom this transitional time between elementary and high 

school proved to be an opportunity for them to change patterns of school difficulty to a 

time of school success. For others, middle school proved to be an opportunity to be 

rescued as they experienced difficulty during their adolescent years. Middle school was 

effective for all of these students since it focused specifically on their cognitive, 

psychomotor, and affective needs. We have learned, through our commitment to the 
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education of young adolescent learners, the hard reality. “Mind the middle. It matters the 

most!” 

A fully functioning middle school creates programs that are consistent with the 

physical, cognitive and psychosocial needs of its students. This is a major shift from the 

“junior high” way of focusing its programming on a more traditional subject specific 

plan. While there is no one single model, a school designed to meet the needs of middle-

level learners must embed the following tenets into its creation:  

• That the middle school is an educational response to the needs and 

characteristics of youngsters during their young adolescence 

• That these young people, going through rapid growth and extensive 

maturation need an educational program that is distinctly different from 

elementary or high school. 

• That no other age level is of more importance because of “the 

determinants of one’s behavior as an adult, self-concept, learning interests 

and skills, and values are largely formed in this period of life “(Lounsbury, 

Perspectives,1984) 

• That the academic needs of middle school students are greatly affected by 

their cognitive, psychomotor and affective needs – needs which must be 

directly addressed in the school program  

That being said, there is the implication that there needs to be adjustments to the 

curriculum so that it meets the different developmental and motivational needs of the 

young adolescent.  Cooperative learning and interdisciplinary instruction are two 

examples of varying the instructional modes to better serve the needs of the middle-level 
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population. Structured cooperative learning is a systematic approach where the teacher 

facilitates small groups of students to achieve a group goal through collaborative 

interaction. “Teaching students interpersonal and small-group social skills produces both 

short-term and long-term outcomes. Short-term outcomes include greater learning, 

retention, and critical thinking. Long-term outcomes include greater employability and 

career success. If the potential of cooperative learning is to be realized students must 

have the prerequisite interpersonal and small-group skills and be motivated to use them. 

These skills should be taught just as systematically as mathematics, social studies, or any 

other subject.” (Johnson and Johnson,1989).  

The essential elements included in an interdisciplinary unit are a high-interest 

theme that is launched effectively through background information supplied along with a 

selection of skills and content that has been drawn from two or more subject areas. The 

value of the interdisciplinary model is that it provides the middle level learner with a 

learning experience that reflects the relevance of the real world, provides interest and 

excitement for students and teachers and encourages many paths of integrating the 

curriculum so that students’ needs are met. Connections are made and the fragmentation 

of learning that so often occurs in the traditional junior high school model is diminished.  

A set of agreed upon descriptors for middle school has been suggested in Turning 

Points and reaffirmed in Turning Points 2000, but the descriptors offered have not been 

universally promoted and accepted. The required special certification for teachers who 

teach in the middle has been weak at best. An NMSA Research Summary (1996) reported 

that “in a 1992 national licensure study, 33 states reported specialized middle level  

teacher licensure/certification. .” In a more recent report, A Pickle in the Middle Grades: 
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Report Documents Importance of Teacher Training for Grades Five Through Eight, the 

recommendation is made that “well-trained middle school teachers should 1. have 

completed course work equivalent to college minors in two subjects since middle school 

teachers often are asked to teach more than one subject; 2.know about middle school 

organization and instruction, including team teaching, block scheduling, interdisciplinary 

education, cooperative learning, and use of technology; 3.have studied issues of early 

adolescent development, including cultural and gender diversity, self-esteem, identity 

development, high risk behavior, and peer relations; 4.have student taught at the middle 

level.” The report goes on to say that (in 1999) 42 states offer specialized credentials for 

teachers at the middle grade level and only 14 states require teachers in those grades to 

have them and “others like Pennsylvania…allow teachers with elementary or secondary 

certification to teach in the middle grades with no additional training in content, early 

adolescent development, or age appropriate teaching methods.  

Middle school education will continue to be viewed and “act like” a movement as 

opposed to a legitimate established and necessary organizational structure as long as 

administrative leaders and teacher leaders do not embrace the substantial body of 

research and evidence developed by systems thinkers. Those who lead middle level 

learning in middle level schools must embrace key indicators necessary for effective and 

sustainable middle schools. Otherwise, schooling for students in the middle will continue 

to fall prey to random choice from the buffet of educational programs designed to meet 

the needs of the adults who serve middle level students rather than serve the needs of 

middle level learners. 
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 We bemoan the description of the middle school as a movement and we call for 

practices that will ensure the sustainability of middle school learning organizations 

combined with a focus on successful middle schools and systems thinking.  The irony lies 

in the fact that Senge and Carstedt name ambiguity as the first reality facing 

organizations serious about sustainability. (Senge and Carstedt, 2001)   They describe 

organizations trying to change and still sustain businesses compatible with the current 

economic realities as being caught between two stories. The old story is based on how 

society and the world used to be and the new story is based on the outline of a new 

emerging story.     The effort to describe middle schools with absolute components rather 

than as emerging learning organizations places us in an equally ambiguous position. 

Middle schools are also caught between two stories. The Committee of Ten on Secondary 

School Studies (1892) established the goals for a school after grammar school and 

shortened grammar school from 8 years to 6 years. Students  then entered at the high 

school before entering the world of work.  The Commission on the Reorganization of 

Secondary Education of the National Education Association (1918) supported this 

concept. They offered the celebrated report Cardinal Principles of Secondary Education. 

It laid out the template for the junior high school years. “From its theoretical inception in 

commission and committee reports, the junior high school was characterized by a conflict 

as to its role. Some focused on the opportunity to introduce some academic subjects 

earlier and achieving earlier college entrance. Others conceived it as an opportunity to 

provide the best possible education designed to meet the needs of young people at a 

specific age level. “(Van Til, Vars, and Lounsbury, pgs.11-12). They named it the junior 

high school.  That is the old story. 
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 In the late 1950’s and early 1960’s, perceived junior high school deficiencies 

initiated the emergence of middle schools. (Alexander and Williams, 1965) Since 1975 

middle schools have been reported in every state. (George, McMillan, Malinka, and 

Pomerantz, 1975) Six years into the new millennium middle school educators often 

fumble when articulating a new middle school story. It may be, in fact, that we are 

uncomfortable telling our story because it is a story constantly in flux.  

The middle school is a school designed around the needs of its students, who by 

their very nature are changing and developing physically, emotionally and intellectually.  

Their most common characteristic with one another is change.  This very fact requires 

communicate our middle school story in terms of a school identified by key processes.  

Roger Salliant, former Ford executive, during discussions of sustainability, 

described an organization’s new story as having to do with personal accountability.  

(Senge and Carstedt, p.27)  He elaborated that business communities would be based on a 

knowing that there is no parent to take care of us and that we have a stewardship 

responsibility to future generations.  He projected that those special moments when we 

glimpse our actions are informed by a larger whole and will become more frequent.  

Middle schools provide an opportunity to observe our efforts to transform 

learning organizations. Schools organized to serve children in the middle are by their 

design positioned to be lynchpins between the beginning of k-12 education at the 

elementary level and the final education experience at the high school.  Middle Schools 

have begun and will continue to lead the transformation of public school education.  They 

are positioned between the secondary organization defined by its concrete silos of 
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tradition and its more responsive child centered elementary programs. This 

transformation will be required to sustain public school education in the future. 

Peter Senge, discussed leverage points for schools in an interview published in the 

Journal of Staff Development (Sparks, 2001). Senge referenced Dr. W. Edwards Deming, 

a pioneer in the Total Quality revolution. Deming believed it was necessary to transform 

public schools, rather than bring them into conformity to the traditional goals of 

schooling.  He also believed it was necessary to identify different types of leverage to 

successfully transform learning organizations.  Dr. Senge, (Sparks, 2001) identified areas 

for leverage in schools as engaging teachers, principals and parents to create something 

new.  

Successful middle schools have demanded innovation from teachers lead by 

courageous principals to successfully restructure traditional junior highs to the middle 

school format.   Recent history has recorded countless examples of middle level schools 

with exemplary programs and high student performance success rates. These same 

schools have been left by the wayside and are now forgotten.  Why?  

Middle schools, by definition, promote processes characteristic of organizations 

seeking to responsibly include its constituents in meaningful ways.  Flexibility, processes, 

problem-solving and collaboration are examples.  Implementation of legitimate 

collaborative processes has failed to become one of the characteristics of faculty 

interaction. One key factor has been the lack of effective ongoing professional 

development and the professional community has not yet fully embraced this concept. 

A significant example of collaboration among faculty members is teaming at the 

middle level. Teaming is a key component of middle level education. It supports 
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teachers’ ability to be and remain flexible. Flexibility is crucial to the sustainability of 

learning systems.  In examining the research, one of the five characteristics generally 

recognized with support from “empirical data and conventional wisdom” (NMSA, 1996) 

is interdisciplinary teaming.  Interdisciplinary teaming promotes a variety of successful 

configurations. It is designed to provide the structure to support “two essential aspects of 

middle level education: 1) a positive psychological environment that allows flexibility 

and variety (Keefe, et al, 1983) and 2) a structure to plan and deliver a curriculum that 

balances academic and human factors (NMSA, 1995). When teachers share the same 

students and have a common planning period, they are better able to respond to the needs 

of their students through collaboration and joint parent meetings. Common planning  

provides time to design curriculum so there is a relevance and transfer of ideas among the 

disciplines. 

Organizations are systems where work is accomplished through processes. In 

every organization the work of everyone is interdependent in some way. In order for a 

system to work, teamwork is essential. A fully functioning organization is designed so 

that everyone is working together to achieve organizational objectives, group objectives, 

and individual objectives. (Woods, p.5) Interdisciplinary teaming provides that structure 

in middle schools. “A team is a small group of people (typically fewer than twenty) with 

complementary skills committed to a common purpose and set of specific performance 

goals. Its members are committed to working with each other to achieve the team’s 

purpose and hold each other fully and jointly accountable for the team’s results. 

Teamwork encourages and helps teams succeed; but teamwork alone never makes a 

team.” (Katzenbach and Smith, p. 21)  A dramatic example of teamwork is that which 
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occurred on September 11th.  In examining emergency services professions, team 

members live and work together developing deep bonds of trust. This allows them to 

engage in “focused unfiltered debate over the right course of action to take when every 

second is precious. As a result, they are able to commit quickly to unambiguous decisions 

under the most dangerous of circumstances, when most of us would demand more 

information before taking action….they don’t hesitate to push their colleagues and hold 

them accountable for carrying their loads knowing that even one team member slacking 

could cost lives.” (Lencioni, p.224) 

In an article published in Middle School Journal by Flowers, Mertens, and 

Mulhall, the outcomes cited with data from schools of varying sizes, grade 

configurations, student populations, and geographic locations that have implemented 

teaming shows that “the implementation of teaming in a school accomplishes many 

things: creating smaller learning communities, enabling teachers to better know students, 

and eliminating the anonymity at school.” Drilling even deeper, the study reveals: 

1. Common planning time makes a big difference. Teams that have common 

planning time also have smaller teams of students; are more likely to have a 

teacher-led advisory; have the largest gains in student achievement scores.  

2. Teaming improves the work climate was another finding. The premise is that 

schools where teaming takes place puts a priority on fostering respectful 

relationships between teachers and students; among students and is one where 

there is climate that is engaging for student learning and a positive work 

environment for the teachers. In their research, teachers from teaming schools 

believed that they received recognition for their accomplishments more often. 
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Teachers in school where teaming occurs feel a “stronger affiliation and 

support network with their fellow team members and thus are more satisfied 

with their working climate.”  

3. Teaming was also to have increased parental contact. Involvement of parents 

in their childrens’ education is important at all levels, and is often looked upon 

as a “challenging aspect of a successful middle school.” (Flowers, et al) In the 

findings, there was a pattern of more frequent parent contact among the 

schools where there was teaming than those where it didn’t exist. “It appears 

that schools that are teaming are able to capitalize on their coordinated team 

efforts by dividing up the contacts with parents among all teacher members of 

the team….In this way, a teacher would contact the parents of these students 

about not only their own reasons, but also the issues of the other four teachers 

on their team.  

4. Teaming increases job satisfaction because “teaming leads to new roles for 

teachers in governance, management, and the delivery of instruction….These 

roles are imperative to setting contexts, promoting leadership, and establishing 

roles and norms for a high performing middle level school.” 

5. Teaming is associated with higher student achievement. 

In middle school, teaming is considered a key component to the success of the model and 

yet the comments shared during a webchat are often more the case.  

“Most of our training focused on how to schedule students (teams assumed that 

responsibility), on "rah rah" sessions where we met fellow teachers and 

decided on ways to get the students pumped up about being on teams. We even 
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decided on the team names ourselves, and worked on lists of rules, dress 

codes, etc. What we did not focus on was instruction and curriculum. We 

also neglected the team-building experiences that we needed to build our 

ability to work together. We were instructed to write at least one 

interdisciplinary unit, and all of us were previously secondary teachers. 

None of us had ever worked with other teachers collaboratively. We went 

through the motions but didn't honestly have much of a clue as to how to 

proceed.”(Ann Jolly, Reinventing the Middle School webchat) 

The comment shared stems, we believe from the fact, that as faculties change, 

teams that have been established change, and there is no (or very little) time spent on 

reestablishing the team concept. Frequently, the individuals involved in the teaming 

process approach teamwork cautiously.  Often the risks involved in trusting others 

combined with previous negative experiences coupled with convictions regarding 

individual accountability can diminish the effective functioning of a team.  There is a 

discipline to teaming, that if followed can transform a team into a high performing 

organization. In fact, some of the elements of this discipline might be considered 

counterintuitive and must be learned because, “becoming a team” is not the primary goal; 

it builds on the importance of goal setting and mutual accountability. Like all disciplines, 

the “price of success is strict adherence and practice….very few small groups of people 

become teams without discipline as well.” (p.27)  

In order to build a team foundation, certain values must be adhered to: 

Value 1: “We’re all in this together.”  
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If “we’re all in this together”, our success depends upon each other. When 

something goes well within the organization, actions are taken to share the rewards of  

success and recognize every member that played a part. When something goes awry, the 

first inclination is not to find out who messed up but look at the team’s function, reflect, 

correct, and move on. 

Value 2: “No superiors or subordinates are allowed.” 

In other words, all employees are colleagues, everyone involved and their 

association is based on a common cause. Everyone’s contribution is necessary for 

success. This does not mean that some people may not have more responsibility than 

others.  It means that some people may be overseeing processes on which several people 

are working. It has everything to do with attitude. 

Value 3: “Open communication is key.” 

For teams to prosper, teammates need to be able to speak candidly (and kindly) 

with one another. There are two aspects to this value that are vital: empathy and listening. 

Empathy is proactively trying to see the world from the viewpoint of others. (Woods, p. 

16) Critical to successful team communications is sensitivity to the feelings of others. 

Value 4: “Everyone has access to information.” 

High performing companies realize the importance of sharing information.   

Withholding information from team members who need it to make informed decisions 

can make the uncertainty worse. Sharing information facilitates cooperation among 

colleagues who have access to the same information. Without a common identity, team 

members won’t be able to cooperate. This value means that everyone needs pertinent 
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information. It also means that team members have access to information in a timely 

manner as they need it. (Woods, p. 19) 

Value 5: “Focus on processes.” 

It is vital to “keep your eye on the prize.”  The focus is on the work as a process 

and not on the behavior of individuals separate from the system. When asking teachers 

what they do, typically they say “ I teach math” rather than saying  “I teach students math 

skills. The purpose in the second response is on teaching the students a skill. The work, 

teaching students math skills, is a process that is team oriented.  

Strong teams spend time together, and in doing so, actually save time by 

eliminating confusion and minimizing redundant effort and communication. Many times, 

professionals complain about spending so much time together, preferring to do “real 

work” instead. When meetings are thoughtfully planned, the time spent together is 

priceless. In creating a climate of teamwork, it is important to remember that people act 

in ways that are consistent with their values. If teams are going to be successful values 

need to be in place to support that. Rick Wormeli, in his article Middle School Teams: 

Not in Name Only, shared a sample of the core values held by the teachers on a team at 

Rachel Carson Middle School and said that “teams should focus on core values because 

these beliefs help teachers gain balance and direction.”  It is imperative that those who 

“man” the middle schools be aware of the on going professional development and 

monitoring of the entire organization that needs to occur in the area of teaming. Teams 

with no cohesion and little organizational basis are simply place holders. Such teams will 

not promote growth because there is not a shared and common vision. 
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In the document This We Believe (NMSA, 1995) a developmentally responsive 

school is defined as one “in which the organizational structure is complementary to the 

students it serves.” There needs to be flexibility so that when students’ needs have been 

identified, there is a bending as opposed to a breaking. The traditional junior high school 

has a departmentalized schedule with a fixed number of daily periods of the same length, 

with the delivery of instruction based on the department’s specifications. Middle schools 

have long experimented with scheduling to break this pattern by using flexible 

scheduling.  The scheduling concept is “rooted in concerns about creating sufficient time 

to immerse students in the learning experience.” (NMSA Research Summary)  The 

hallmark of middle schools in the 1990’s was flexible, interdisciplinary block scheduling. 

“Effective middle level schedules are based on a stated philosophy and goals that must be 

flexible and responsive to student needs. A flexible and responsive schedule supports 

blocks of instructional time, appropriate planning time for staff members, advisory time, 

flexibility for special student schedules, and both elective and core programs.”  

Senge posited that since education is a political institution, it is less free to 

innovate than the private sector.  He argued that the greatest force in preserving the status 

quo is a parent who has strong common assumptions about how school is supposed to 

work.  He expressed his doubt that any innovation can be sustained unless schools 

involve a cross section of the community in a meaningful way. Previously, we discussed 

the importance for schools to leverage teacher engagement, principal, in cooperation with 

district, leadership to work with parents and community. We agree with him.   

The lack of parent engagement and parent commitment has been a key contributor 

to the lack of sustainability of previously thriving middle level schools.  Legitimate, 
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consistent, and timely mechanisms that demand meaningful participation from parents 

and other community stakeholders must be integral building blocks of the foundation of 

sustainable middle schools.   An overarching commitment to parents and community 

stakeholders as equal partners with the school is paramount. Key constituents of the 

sustainable and successful middle school must be able to articulate a vision or mission for 

the school that includes a clear, concise and flexible plan for implementation. This occurs 

when school leaders have convened a cross-section of the external and internal school 

communities to create and articulate, the vision, or story for their school. The school’s 

story must revolve around its number one priority, the students it serves. 

Once the story is drafted, principals working with teachers, parents, and school 

community members develop ongoing, varied and consistent opportunities for 

stakeholders to participate in real problem-solving teams.  Problem-solving teams 

develop solutions that support continuous progress. Demonstration of timely 

implementation of decisions shows efficiency as well as the school’s commitment to 

meaningful participation by constituents. All participants understand the boundaries for 

participation when principals and school leaders openly and decisively articulate 

participation roles and performance expectations.  Work groups should be organized to 

accomplish specific tasks and voluntary participation should be sought.  School 

leadership should clearly articulate that committee membership is comprised of a cross 

section of the school community.  The work of the committee should have a beginning 

date and an ending date.  Committee guidelines are created to encourage voluntarism. 

Once the committee has completed its work, it should be reviewed to ensure it meets any 

previously stated requirements and potential legal obligations.  Committee 
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accomplishments, including timelines for implementation, should be communicated 

throughout the school community. Principals and school leaders should pay special 

attention to ensure the implementation of the committee’s work.  This demonstrates the 

legitimacy of work performed by stakeholders. 

Ongoing opportunities for committee work in real school situations are imperative 

for the “school story” to stay alive through the lives of school community stakeholders.  

Their presence at the school bestows legitimacy to their “reports from the school” given 

across the backyard fence, at little league games, the grocery store and other meeting 

places in the community. New committee members should be transitioned onto 

significant ongoing committees as experienced members leave. This ensures the 

enculturation of new members to the school community and an understanding, 

appreciation and commitment to living, developing, and communicating the ongoing 

school story. 

Care should be given to include stakeholders when news is good so when news is 

bad and they are called upon, they do not feel as if they are used and manipulated.  

Informational meetings, on a monthly basis, with key representatives of the school 

community are necessary to keep the information flow ongoing between the community 

and the school.  When meetings with community representatives are regular and ongoing, 

the school earns the invaluable commodities of trust and respect.   These commodities are 

invaluable in sustaining long-term relationships long after stakeholders are no longer 

personally involved with the school, though they are still influential in the community.  

Principals and school leaders organize committees for annual planning, strategic 

planning, and school improvement planning on a regular basis.  In addition, ad hoc 
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committees should be organized on an as needed basis. School leaders constantly keep 

their focus on potential avenues and vehicles to legitimately engage parents and 

community representatives in developing and communicating the school’s story.  The 

school’s story, because it is a story based on the needs of its students, will be dynamic 

and constantly reframed.  

For middle schools to be effective, it is imperative that middle school models are 

based on research and best practices for middle level learners. In addition, focus on 

systems thinking and best practices regarding sustainability of learning organizations 

must be embraced as integral ingredients for the long-term success of middle level 

education. Through the combination of foci on successful middle school models, systems 

thinking and sustainability of learning organizations, middle school practices will become 

legitimized across the country and around the world.  Middle school is not a movement. 
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EDUCATIONAL ADMINISTRATION: [LICENSURE] 
 

THE ROLE OF STATE ELEMENTARY AND SECONDARY ADMINISTRATIVE 
ASSOCIATIONS IN FORMING STATE DEPARTMENT OF EDUCATION 
LICENSURE POLICY.  
  
 The state of Ohio implemented a licensure policy for Elementary and Secondary 
principals that reflect an example of the role an Administrative Association at the state 
level can play in establishing what is required for individuals to receive the credential to 
become a building level administrator. 
   
 Ohio Association of Secondary School Administrators and the Ohio Association 
of Elementary School Administrators were designated as the sole providers for the Ohio 
Department of Education’s Entry Year Program for those seeking licensure as a 
building principal in Ohio.   
 
 This paper session will examine the approach utilized by the Ohio Department of 
Education and the two State Administrator Associations as experienced by the presenter, 
Dr. Robert A. Ludwig, Licensure Officer for Bowling Green State University, Bowling 
Green, Ohio. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Abstract: Ed. Admin. Lic. for Hawaii International Conference on Education 1/6-9/07 
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The Research Experiences to Enhance Learning (REEL) Project was created to 
enhance learning outcomes in chemistry education throughout the state of Ohio.  The 
Ohio Consortium for Undergraduate Research is comprised of the chemistry departments 
of 15 educational institutions spanning the State of Ohio, including community colleges, 
liberal arts colleges, and research universities.   We have three Project goals: First, to 
transform the current 1st and 2nd year chemistry courses into a research-intensive program 
so students will pursue additional scientifically oriented training, appreciate the scientific 
and ethical nature of research, and adopt the scientific method as a lifelong problem-
solving technique; second, to increase the retention and graduation rates in Science, 
Technology, Engineering, and Mathematics (STEM) fields; and, third, to generate new 
knowledge in the chemical sciences through multi-site faculty-student collaborative 
research projects that pool their results in a common data base.  The central focus of the 
REEL Undergraduate Research Center will be the development and implementation of a 
series of modules for use in the 1st and 2nd year chemistry courses in 15 Ohio institutions. 
The initial development and implementation will be done by module teams distributed 
over 5 institutions for each of three research focus categories, with a leader designated for 
each area.  

Wright State University is part of the environmental and analytical module on 
“electrochemical detection of catechol/neurotransmitter in the presence of ascorbic acid 
at a conducting poly(3-methylthiophene) and a conducting poly(2,2’-bithiophene) 
modified platinum and glassy carbon electrode”.  This problem solving inquiry-based lab 
was developed to enhance freshman student content in the area of redox reactions and 
how these reactions relate to real world sensors to detect common diseases such as 
Parkinson’s disease. The goal of the project is to increase the integrated content with new 
instrumentation lab skills such as utilizing a cyclic voltammetry instrument. The 
conclusions of the students attitudes about science and the pre-test and post-test for the 
REEL Project results will be discussed at the meeting.  
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ABSTRACT 

 

Rationale / Background 

 

The Philippines stands at a threshold of this new millennium with a bleak picture 

of the status of coastal resources.  In order to sustain and eventually improve the 

benefits people often derive from coastal communities, local government units (LGU), 

national government organizations (NGOs), and assisting organizations to change from 

the current self-destructive course to one of conservation and sustainable use of coastal 

resources.  These efforts and initiatives must therefore be coordinated and harmonized 

to achieve the goal of sustaining these benefits for future generations. 

 

One aspect of coastal management is marine habitat rehabilitation conservation 

and fisheries management program.  At present, this is implemented by Provincial 

Governor of Oriental Mindoro – Provincial Agricultural Office (PGOM – PAgO) of 

Oriental Mindoro, Philippines.  This specific program aims to protect, conserve and 

rehabilitate marine habitat such as mangrove, sea grass and coral reef, freshwater 

(rivers and lakes) through establishment of fish sanctuary and fishery reserve. 

 

The poor scenario regarding marine ecosystem degradation locally motivated the 

researcher to conduct an environmental study in the selected municipalities in the 

province of Oriental Mindoro, Philippines. 

 

 

Procedure and Research Method (Including the research design, instrument, 

respondents, and hypothesis) 

 

 Research Design: Descriptive – correlational 
 

 Instrumentation: Questionnaire and Records or  

     Documentary Analysis. 
 

2007 HICE Proceedings 
Page 3622



 Respondents:  Fisherfolk and CRM Implementors – 322 
 

 Hypotheses:   

 

1. There is no significant relationship between: 

 

1.1. The respondents’ level of awareness on the program and the 

extent of management of the program implementation. 

 

1.2. The respondents’ level of awareness on the program and the 

extent of implementation on marine habitat rehabilitation 

conservation and fisheries management program. 

 

1.3. The extent of management of the program implementation and 

the extent of implementation on marine habitat rehabilitation 

conservation and fisheries management program. 

 

1.4. The extent of implementation on marine habitat rehabilitation  

conservation and fisheries management program and perceived 

impact of the program on the quality of life of the beneficiaries 

in the coastal areas. 

 

 

Statistical Tools Used 

 

 Descriptive: Frequency, Percentage, Weighted Mean and Rank 

  Inferential: Pearsons Product Moment of Correlation 
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Summary of Findings 

 

1. Respondents’ Level of Awareness in Marine Habitat Rehabilitation 

Conservation and Fisheries Management Program. 

 

 The respondents had a high level of awareness and fisheries management 

program as reflected by the grand mean score of 4.01.  Specifically, they had a high level 

of awareness on marine ecosystem, 4.13; illegal fishing, 4.12; water pollution, 4.05; law 

enforcement, 3.99; and resource depletion, 3.77. 

 

 

 2. Extent of Management of the Program Implementation 

 

 As perceived by the respondent, there is a high extent of management of the 

program implementation as shown by the grand mean score of 3.97.  Furthermore, the 

specific results are as follows: controlling, 4.07; planning, 4.04; monitoring, 3.96; 

organizing, 3.97; implementing, 3.97; evaluating, 3.89; and directing, 3.90. 

 

  

 3. Extent of Implementation of Marine Habitat Rehabilitation 

Conservation and Fisheries Management Program. 

 

 As evaluated by the respondents, there is a high extent of implementation of 

marine habitat conservation and fisheries management program.  This is further 

revealed by the grand mean score of 4.01 and the following specific result for each 

indicator: approaches to solve illegal activities on fisheries, 4.06; capability building or 

orientation on fisheries, 4.01; fisherfolks’ role on resource management, 4.00; and 

NGOs role in community organizations, 3.96. 
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 4. Perceived Impact of the Program on the Quality of Life of the 

Beneficiaries. 

 

As perceived by the respondents, the impact of the program on the quality of life 

of the beneficiaries is high as indicated by the overall mean score of 4.02. 

 

   

5. Relationships Between the Variables Tested. 

 

 a. There is a low to high degree of relationships between the respondents’ level of 

awareness on the program and the extent of program implementation.  Thus, the null 

hypothesis is rejected. 

 

 b. A moderate degree of relationships can be observed between the respondents’ 

level of awareness on the program and the extent of program implementation on marine 

habitat conservation and fisheries management.  Thus, the null hypothesis is rejected. 

 

 c. There exists a moderate to high degree of relationships between extent of 

management of the program implementation and extent of program implementation on 

marine habitat rehabilitation conservation and fisheries management.  Thus, the null 

hypothesis is rejected. 

 

 d. There is a high degree of relationship between the extent of management of the 

program and the perceived impact of the program on the quality of life of the 

beneficiaries in the coastal areas.  Thus, the null hypothesis is rejected. 

  

 

6. Proposed Strategic Directions 

 

 The proposed strategic directions prepared in this research can cater the needs of 

the fisherman, coastal resource management and other concerned organizations for the 
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effective implementation of marine habitat rehabilitation conservation and fisheries 

management program. 

 

Rationale: 

 

1. Trends on fishing technology  

 

 The fisherfolk should be trained to adopt the recent trends on fishing technology.  

Likewise, they must also act as stewards of coastal resources to sustain food production 

and economic benefits.  Thus, illegal fishing methods can be stopped through proper 

orientation of the beneficiaries regarding the use of relevant fishing technology. 

 

2. Making the people ready as informal educator  

 

  Empowering the fisherfolk to become responsible and productive educator of the 

varied livelihood activities can result to their improved quality of life.  For this reason, 

the aforesaid beneficiaries would strive to achieve their goals.   

 

3. Disputes between fishery groups  

 

  Settling disputes among fishery groups with conflicting ideologies would be very 

vital to coastal management.  Conducting team interventions among the fisherfolk is an 

effective tool to strengthen their support to the program. 

 

4. Plan for the development of fishing and rehabilitation of degraded 

marine environment  

 

Relevant plans for development fishing and rehabilitation of degraded marine 

environment would be an effective mechanism to protect critical coastal habitats.  These 

can likewise contribute benefits in maintaining the viability and health of the entire 

coastal zone as well as the other ecosystems. 
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5. Alternative options/solutions to remediate/solve illegal activities of 

fisheries 

 

 The destruction of coastal habitats and decline of fisheries are due to a large 

extent to the proliferation of illegal activities.  While national policies and law exist 

prohibiting a wide range of activities in coastal areas, without swift, painful, and public 

enforcement of these laws, illegal activities still abound.  In this regard, preparing 

alternative options or solutions to solve illegal fishing activities can result to productive 

coastal ecosystems.   

 

 

GENERAL OBJECTIVES 

   

  The proposed strategic directions presented in this study would serve as guide 

both for the fisherfolk and the implementors to meet the following objectives: 

 

1. To sustain and eventually improve the benefits that people derive from coastal 

resources. 

2. To promote better law enforcement in fishing to improve the status and 

productivity of coastal ecosystems. 

 

3. To manage all the coastal resources in a sustainable manner. 

 

 

Conclusions 

 

1. The respondents have the capacity to support the marine habitat rehabilitation 

conservation and fisheries management program because of their high level of 

awareness on the said program. 
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 2. The coastal resource management can effectively handle the marine habitat 

rehabilitation conservation and fisheries program because of their dedication and 

commitment to protect the coastal ecosystem. 

 

 3. The high extent of implementation of marine habitat rehabilitation 

conservation and fisheries management program can eventually lead to a commitment 

to coastal protection. 

 

 4. The program on marine habitat rehabilitation conservation and fisheries 

management has improved the quality of life of the beneficiaries in the coastal areas. 

  

 5.  a. The extent of management of the program implementation depends 

largely on the respondents’ awareness of the aforesaid program. 

 

  b. The extent of implementation of marine habitat rehabilitation 

conservation and fisheries management program is influenced by the respondents’ 

awareness of the aforementioned program. 

 

  c. The extent of program implementation depends largely on the extent of 

management of the aforesaid program. 

 

  d. The perceived impact of the program on the quality of life of the 

beneficiaries in the coastal areas is influenced by the extent of management of the 

aforesaid program. 

  

6.  The proposed strategic directions can help the coastal resource management 

to minimize the problems encountered in marine habitat rehabilitation conservation 

and fisheries management. 
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Recommendations 

 

1. Information dissemination campaign about the proper utilization of coastal 

resources must be conducted to the fisherfolk and the community resource users.  

Likewise, strict law enforcement on marine habitat protection and conservation and 

fisheries management must be prioritized by the LGUs.  The community members 

should also be oriented with regard to the varied effects of water pollution on the marine 

ecosystem.  Updates about resource depletion should be properly disseminated to the 

community members and fisherfolk.  Illegal fishing methods which cause the decline 

and death of the aquatic resources must also be explained to the fisherfolk. 

 

 2. The Coastal Resource Management has to efficiently and effectively monitor 

and evaluate the results of program implementation to use data to refine plan and 

update database. 

 

 3. Non – government organizations can provide technical services to LGUs for 

implementing community level of interventions relevant to marine habitat 

rehabilitation conservation and fisheries management. 

 

 4. CRM and LGUs can conduct livelihood training program about the economic 

activities that can be utilized by the fisherfolk to augment their income.  Livelihood 

financial assistance can also be provided to the indigent fisherfolk. 

 

 5. Similar studies can be conducted by future researchers with the inclusion of 

the other components of CRM as follows: (1) database development program, research, 

extension information management; (2) legal, institutional and fiscal services; (3) 

capability building and livelihood assistance and (4) law enforcement. 

 

 6. The proposed strategic directions can be implemented in the following 

municipalities/city from fiscal year 2007 – 2009; Calapan City, Pinamalayan, Gloria 

and Bulalacao. 
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  1 

FORMATIVE ASSESSMENT: THE EFFECTS OF USING NETWORKED TECHNOLOGY∗ 
ON TEACHER ASSESSMENT OF STUDENT UNDERSTANDING 

 

 Introduction  

The focus of this paper is on formative assessment, the interaction between teacher and 

student, and how this can be enhanced by the use of classroom networked technology. The 

paper contains a description of and findings from a research study carried out in a high school 

networked mathematics classroom and enumerates the benefits that such a classroom afforded 

teacher and students.  

 

Formative assessment: the literature 

Formative assessment refers to teachers using feedback to modify teaching and learning 

activities and students recognizing, evaluating, and reacting to their own learning and/or 

others’ assessments of their learning. Black et. al. (2004) focused on the function it actually 

serves. He suggested that an assessment is formative to the extent that information from the 

assessment is gathered and shared within the classroom and fed back into the classroom to 

improve performance of student learning. He states that in order for assessment to function 

formatively, it needs to identify where learners are in their learning, where they are going, and 

how to get there. The teacher, the students, and their peers all need to be engaged in the actions 

of the classroom in order for formative assessment to be successful. Successful formative 

assessment in classrooms also lies with what students do with and about the feedback they 

receive as well as their response to how they receive the feedback (Stiggins, 2005). 

Formative feedback is mostly informal through verbal or written contact between an 

external source and student. Occasionally it may be formal, where the teacher may mark an 

assignment, add thoughtful comments but does not grade it. If feedback is to be considered 

formative for the student, it will depend on the student’s ability to utilize feedback from the 

teacher and to provide subsequent feedback to the teacher. 

    The use of feedback improves performance when it is focused on what needs to be 

done to improve, and particularly when it gives specific details about how to 

                                                
∗ This study was partially funded by Texas Instruments 
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improve.  

    This suggests that feedback is not the same as formative assessment. Feedback is 

a necessary first step, but feedback is formative only if the information fed back to 

the learner is used by the learner in improving performance. If the information 

fed back to the learner is intended to be helpful, but cannot be used by the learner 

in improving her own performance it is not formative. (Wiliam, 1999, p3)  

Effective feedback therefore depends on the student and his/her stage of understanding of a 

concept, and the student’s ability to process the feedback to close the ‘gap’ that exists between 

present knowledge and desired goal.  

A conceptual model of feedback and formative assessment is shown in Figure 1 (Nicol 

and Macfarlane-Dick, 2005), where the student assumes a central role consistently monitoring 

and regulating his/her own performance.  

 
The model highlights the idea of the student consistently on task, receiving feedback, 

processing the information, adding it to existing ideas and finally fitting it into the ‘gap’ that 

exists between the present state of understanding and the specific learning goal. The type of 

feedback from the teacher is vital to the student if it is to contribute to closing the gap. 
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However, in the model the student is not seen to provide feedback to the teacher, which must 

also be an essential part of the process. It is the student feedback that can stimulate further 

teacher feedback and discussion. Nicol and Macfarlane-Dick draw from the model to “identify 

seven broad principles of good practice”. These are listed as: 

1. Facilitates the development of self-assessment (reflection) in learning. 

2. Encourages teacher and peer dialogue around learning. 

3. Helps clarify what good performance is (goals, criteria, expected standards). 

4. Provides opportunities to close the gap between current and desired performance. 

5. Delivers high quality information to students about their learning.  

6. Encourages positive motivational beliefs and self-esteem. 

7. Provides information to teachers that can be used to help shape the teaching. (P3)  

In formative assessment, the teacher uses feedback from the student to continue an 

academic discussion, review the feedback originally given and consider alternative approaches.  

Students can be reluctant to provide feedback to the teacher but there are ways to overcome 

this problem. Huba (2000) listed a number of tips to help in the process of eliciting valuable 

feedback from students. These emphasized the need for an easy respectful interaction and 

reassurance between teacher and student, highlighting the need for anonymity of feedback 

from students, and focused questions and responses on behaviors and processes.  

The teacher must play a pivotal role in the use of formative assessment in the 

classroom, but this is not an area in which all teachers have training or experience. Shavelson  

(2006) commented that there are “… many teachers who are not ready for formative 

assessments”, because in order to use formative assessment, teachers and students must change 

their beliefs in teaching and learning. He described various types of formative assessment: 

informal assessments, planned assessments for interaction, and embedded assessments, and 

these highlight the need for the teacher to be skilled in planning opportunities for classroom 

interaction. Areas of professional development for the teacher are likely to center around five 

key strategies identified by Wiliam (2006): questioning, feedback, sharing learned 

expectations, self-assessment, and peer assessment. The next section will introduce classroom 

networked technology, and show how it can support and enhance feedback between teacher 

and student.   
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Formative assessment: The networked classroom 

 In the last section it was noted that feedback is “essential to learning” therefore a 

variety of tools to provide some quality feedback is needed. Networked technology is such a 

tool, supporting the teacher’s task and providing additional help through presentation of a 

statistical display of student data. Networked classroom technology can support anonymity of 

feedback and assist students and teacher in focusing on data (Huba, 2000). 

In How People Learn (National Research Council, 2000), classroom networks are cited 

as one of the most promising technology-based education innovations for transforming the 

classroom environment. Four important qualities of effective learning environments have been 

identified in How People Learn: learner-centered, knowledge-centered, assessment-centered, 

and community-centered. Classroom networks can facilitate each of these environments. 

Learner centered environments in a networked classroom exist because in such a class every 

student is actively involved and required to respond.  

Networked classroom technology is emerging and some early findings demonstrate its 

potential to overcome one of the greatest hurdles to improving classroom assessment:  the 

collection, management and analysis of data (Roschelle et. al., 2004). While feedback loops in 

the regular classroom are very slow, classroom networked technology has the capabilities to 

provide rapid cycles of feedback to improve ongoing activity in real time. Teachers can 

provide formative assessment feedback to all students much more easily and rapidly when they 

know what students are doing, thinking and understanding.  

Roschelle et. al. identified 26 studies that reported benefits from implementation of 

classroom networks. Of these 26 studies, 16 reported greater student engagement, 11 reported 

increased student understanding of complex subject matter, 7 reported increased student 

interest and enjoyment, 6 reported heightened discussion and interactivity, but only 5 reported 

increased student awareness of individual levels of comprehension and 4 reported increased 

teacher insight into student difficulties. Only recently have professional researchers engaged in 

studying the potential of networked technology and it may take the efforts of many researchers 

over an extended time to determine the full capabilities of these systems. 

The previous section considered professional development in formative assessment for 

teachers, but this did not include a technology component. Crawford (2006) acknowledged that 

there is little training and few specialized supporting resources for formative assessment, in 
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particular for using technology for formative assessment. Crawford suggests we should teach 

teachers how to design and use formative assessment, technology tools, and intervention 

strategies. Therefore, in order to provide a comprehensive training for teachers in formative 

assessment, a component involving the use of networked technology is likely to be essential.  

Traditional types of external feedback have included paper surveys, verbal questioning, 

teacher references to varied sources and discussion. Today, in addition to more traditional 

methods, technology can help the teacher in meeting student needs and enhance student 

learning in many ways, providing interest, motivation and enabling the student to progress to a 

higher level than was previously possible. 

Today, through hardware and software, what students are doing, thinking, and 

understanding can be easily assessed and displayed anonymously. The interaction loop starts 

with the teacher beginning an activity, requesting information, or a response to a question. 

Texas Instruments has a networked technology called TI-Navigator that connects graphic 

calculators to a central access point controlled by the teacher. With the hub and spoke 

technology of the TI-Navigator System, students enter and send their response via a graphing 

calculator connected to a hub that communicates wirelessly to a computer through an access 

point. Features of TI-Navigator such as Quick Poll and Screen Capture can be used in a more 

interactive way to gather information while Learn Check and the Activity Center may require a 

more planned formative assessment approach to gather feedback. A reflective teacher should 

make instructional decisions to adjust the activities of the classroom responding to the 

identified needs of students. Classroom discussions of the displayed information can help 

teachers determine what they need to teach and also help students focus on what they need to 

learn. 

The networked technology has been found to benefit teacher and student through the 

unique type of feedback possible (formative assessment) and the next section describes such a 

study and provides a description of the benefits for teachers and students. 

 

Formative assessment: Description and findings from a study in a 10th grade mathematics 

classroom 

A research study conducted at the University of Hawaii Laboratory School investigated 

the benefits afforded to teacher and students through the use of a ‘networked’ classroom. The 
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research took place over a two-month period during the teaching and learning of one topic 

(matrices). TI Navigator was used on days of calculator usage where lessons were built around 

its operation.  

Method:  

The sample comprised two evenly matched grade 10 classes (each ~25 students). One 

class served as the control and one as the experimental group.  Each group had the same 

classroom teacher/researcher. 

Data Collection:  

A number of different measures were employed to collect the data required for the 

study. These included:  

• pre and post student attitude and confidence surveys 

• student quizzes, unit examination and homework scores 

• measures of student understanding of concepts, skills and interpretation 

• teacher daily journal 

• observation of lessons: notes from observer, videotapes, Flander’s Interaction Analysis 

• evaluation of learning survey for experimental group 

These measures were applied to students and teacher as appropriate, the data collected and 

analyzed. The analysis of the data showing benefits of networked technology to teacher and 

students are reported in the next section. 

Results:  

Although no significant difference in student improvement was recorded in the study, 

an increase in the number of students (20/25) in the experimental group understanding of 

concepts and interest compared to the control group (18/26) was found (See Table 1). Over a 

longer period of study time it is likely that this difference might have become significant. It is 

also of interest to note that the control group had a similar difference in their operational skills 

with matrix tasks (not problems). This might highlight the differences between a ‘deep’ and 

‘surface’ understanding of the experimental and control groups. While students in the control 

group could operate the calculators and had opportunity to practice skills, those in the 

experimental group were working at understanding concepts involved in the topic. In the long 

term those students with understanding of concepts are more likely to retain their 

understanding and be able to solve problems. However, the passed/failed results on matrix 
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interpretation were approximately the same for both groups. This likely arose because to 

complete the interpretation section a student required a combination of concept knowledge and 

operational skills.  

Table 1: Number of students succeeding at three levels of understanding matrix 
operations  
 

Class 
 
N=26 

Matrix 
Construction/concepts 
N (passed/failed) 

Matrix operations 
 
N (passed/failed) 

Matrix 
Interpretation 
N (passed/failed) 

Control Class 18/8 
 

22/4 
 

21/5 
 

Experimental 
Class 

20/5 
 

17/8 
 

21/4 
 

 
Chi squared 
results 

 
Χ2 = .32, p > .05 

 
Χ2 = .003, p >.05 

 
Χ2= .27, p >.05 

 

Data collected and analyzed from the teacher’s journal, classroom observations and student 

survey responses contributed to the results, and showed that formative assessment/feedback 

benefits of the networked classroom existed for teacher and student. 

  

Teacher Benefits 

The main benefits for teacher assessment, reported through entries from the teacher 

diary and student evaluations, were: total student engagement on task, early identification of 

student error and high quality feedback between student and teacher and these are described 

below.  

1. Student engagement:  

The screen capture capability of TI-Navigator made it possible for the teacher 

to establish a high level of student engagement in the experimental class, where all 

students’ calculator screens could be viewed simultaneously.  Students not on task 

were identified and supported into taking their first steps on the task. Students had to 

be continuously alert to follow the lesson, ensuring that data sent out to the class was 

opened. Questions had to be answered and ready for collection by the teacher within a 

tight timeframe. Students in the experimental group were on task and completed all 

assignments with support.  
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Students in the control class were slow to start work each day because for 

them there was no settling activity of ‘logging on’. In addition, a few students were 

involved in time-wasting behavior before being persuaded to start work. Once the 

daily activity had started, students became more engaged, and with continual teacher 

supervision most students were ‘on task’. Although the control class had 

approximately five minutes more than the experimental class in the mathematics 

classroom, both groups of students tended to cover the same mathematical content. 

Table 2: Analysis of Variance Results for Between Group Differences on 

Flander’s Interaction Analysis for 14 Observations 

Category Mean square F value Pr > F 

Total indirect teacher talk 11.70 .29 .60 

Accepts feelings 1.37 .98 .33 

Praises or encourages students 1.90 .32 .58 

Accepts or uses ideas of students 3.36 .48 .50 

Asks questions 3.22 .30 .59 

Total direct teacher talk 16.20 .16 .69 

Lecturing .043 2.15 .15 

Giving directions 273.44 2.13 .16 

Classroom management 151.36 6.17 .02* 

Student talk: response 50.49 3.71 .07 

Student talk: initiation .06 .01 .92 
*p< .05 

An ANOVA for between group differences from the Flander’s Interaction 

Analysis showed significant differences in how teacher time was spent between each 

group (see Table 2). A significantly greater time was spent on teacher management 

with the control class than with the experimental class. A greater proportion of time 

was spent initially on task with the latter group, providing directions for students 

regarding the technology or dealing with technology problems.  
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2. Early identification of student error 

The Screen Capture tool assisted the teacher in early identification of types of student 

errors and helped her assess the feedback required. The use of screen capture helped the 

teacher identify students 1) who were not engaged in the correct task, 2) having problems with 

calculator keys for a particular activity, 3) making careless errors and 4) with problems in the 

understanding of the task. Once identified the teacher can deal with these problems in different 

ways.  For those students who are not engaged in the task either because of difficulties in 

understanding or lack of attention, an individual approach to the student by the teacher is most 

effective. Students having problems with the calculator keys can usually be helped by their 

peers/group members whilst students often prefer to deal with careless errors personally, as 

they view other calculator displays on Screen Capture. The continuous teacher/student 

interaction meant that feedback to students in the experimental class was more immediate and 

specific than was possible to provide for students in the control class.   

 

3. Quality interaction of student and teacher 

Quality discussions between teacher and student were found to take place more 

frequently with students in the experimental group. These were instigated through the use of 

the networked technology. As students progressed through the prescribed daily tasks, the 

problems encountered varied. Screen Capture and Quick Poll made it possible for the teacher 

to determine the specific point of breakdown of understanding or student error. The subsequent 

teacher feedback was then specifically related to the point of error or misunderstanding, and 

provided at the time of student need with an effective use of teacher and student time. The 

identification of specific points of student difficulty also allowed teacher and student to engage 

in academic discussion while clarifying points.  In comparison, students in the control class 

who were unable to start the task or who encountered problems found it difficult to identify 

and verbalize specifics of the problem to share with the teacher. This resulted in more teacher 

time being spent on establishing where the student problem began, and to determine the steps 

needed to put the student back on track.  
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 The Activity Center, another TI Navigator capability, also encouraged dialogue 

between teacher and student. When using the activity center, students were willing to volunteer 

opinions and participate in general class discussion. In comparison to the control group, it was 

seen that the use of the calculators alone did not support this type of discussion. 

 

Student benefits  

Student benefits were not only found in areas parallel to those of the teacher, because of 

the two-way interaction between student and teacher, but also in specific areas where the 

networked system provided support for the student.  

1. Student engagement 

Total student task engagement supported student focus on a problem and 

encouraged participation with their group to complete the task. This was significant in 

that no student was left behind, or failed to produce an assignment.  

2.Teacher response to error 

The immediacy of teacher response to error met students’ needs effectively, allowing 

students to continue with their work without loss of time. This method of response also 

supported further questioning by teacher or student, allowing the student to gain an in-depth 

understanding of the problem. The teacher diary recorded that the depth of conversation was 

more evident with students in the experimental group than those in the control group.  

3. Responses, quality and anonymity  

When the teacher collected a set of class responses electronically on a particular task 

and displayed these for class viewing (anonymously), it provided a basis for class discussion 

and further investigation.  Some students in the control group were more reluctant to voice 

their opinions where identification by their peers was possible.  

 The use of the keyboard to respond to Learn Check questions also provided students in 

the experimental group with thinking and reflection time when they could revise and read 

through their typed responses. The result was that many students produced responses of a 

higher quality than those in the control class. The responses contained more words per item, 

and had been revised and edited.  

Students recorded in the final survey that they saw the use of the networked technology 
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as a means to reduce the amount of paper and pencil responses. The teacher however still had 

records of student responses available through TI-Navigator data collection.  

4. Confidence and motivation 

Students in the experimental class expressed a degree of satisfaction and enjoyment in 

what they were doing. There was a motivating factor in the unknown technology with the 

wireless connection. The students saw more extended use of the graphic calculator contributing 

to their understanding than those students in the control class who were using calculators only. 

There was also the extension to a variety of types of teacher/student feedback using TI 

Navigator capabilities that created fun and interest for students 

 The class screen displays showing screen captures, quick poll and learn check 

responses supported students in their tasks, allowing them to correct, ask questions and gain 

increased understanding of a concept. Although the study did not show statistically significant 

increases in confidence for either group, the teacher noted that students in the experimental 

class appeared to engage in more academic discussion with the teacher. This might have been 

related to increased self-confidence or a higher level of understanding of the topic.  

 An additional benefit for teacher and student was that on days when TI Navigator was 

not used, the experimental group interacted with the teacher and each other in a co-operative 

manner, similar to that used during networking time.  

 

Formative assessment: Implications of the research findings 

 The results from the study enumerated the benefits found for teacher and student in a 

networked classroom. Feedback was an essential part of the teacher and student daily 

interaction and the results showed the use of TI Navigator in a mathematics classroom 

benefited teacher and student in ways that were not possible in a classroom without 

networking. The ‘feedback’ was formative in that students were able to use the feedback to 

close the gap between their present and final stages of conceptual understanding.  The main 

benefits of the use of the networked technology were reported as the: 

• high quality interaction possible between teacher and student,  

• immediacy of teacher response to the student related to a specific need, and 

• student subsequent ability to fill the gap between present position and final goal in 

understanding of a concept.  
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However, if technology and the networked classroom are to support formative assessment 

within that classroom then there are three main issues to be addressed: the suitability of 

networking for all classrooms, the suitability of the present curriculum and the necessity of 

professional development for teachers.   

 The first issue considers the suitability of networking for all classrooms and subjects. 

This study worked within the mathematics classroom over a short period of time when one 

specific topic was taught. Networking was possible for approximately 65% of class time. At 

other times, for example during teacher explanations or homework discussions the use of 

technology was not appropriate. Also there are times when networking cannot be used due to 

situations such as technical problems and school management use of time. Where different 

grades are working on different topics, networking technology might not suit the curriculum or 

classroom facilities.  

 The second issue is related to the curriculum and its use with or without change to 

accommodate the technology. In this study, the curriculum used was that of the Core-Plus 

Mathematics Project (Glencoe/McGraw Hill, 2006). The publishers explain that the program 

“engages students in investigation-based, multi-day lessons organized around big 

ideas….Students in Contemporary Mathematics in Context work collaboratively, often using 

graphing calculators, so more students than ever before are able to learn important and 

broadly useful mathematics.” The use of this curriculum eased the classroom networking but 

more integration was still required. If a course was used that did not include a technology 

component, additional preparation of the lessons by the teacher would be necessary.  

 There is a third central issue that relates to teacher professional development. The 

teacher requires training in the use of the appropriate technology, the curriculum and perhaps 

more importantly, the type of classroom interaction that provides opportunities for formative 

feedback.  

The diagram in Figure 2 summarizes a theoretical framework developed from the study 

that goes a step further than that of Nicol and Macfarlane-Dick (2005) in Figure 1.  
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Figure 2: A model of processes in formative assessment 

 

The model includes possible components of teacher professional development, echoing 

those highlighted by Shavelson (2006) and Wiliam (2006). The two components, Reflective 

Teaching Practices and Networked Classroom, contribute to effective formative assessment in 

the classroom. In turn, formative assessment is a base that provides for teacher-student 

feedback, instructional decision-making, and suggestions for intervention strategies and 

activities, all leading to advancing student learning. 
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Abstract 
 

The study investigated the influence of the use metacognitive skills on critical thinking 

skills. Critical thinking occurs when individuals use their underlying cognitive skills and 

strategies that increase the probability of a desirable outcome. The Metacognitive 

Assessment Inventory (MAI) by Schraw and Dennison (1994), which measures 

regulation of cognition and knowledge of cognition, and the Watson-Glaser Critical 

Thinking Appraisal (WGCTA) with the factors inference, recognition of assumptions, 

deduction, interpretations, and evaluation of arguments were administered to 240 college 

students belonging to different universities. The Structural Equations Modeling (SEM) 

was used to determine the effect of metacognition on critical thinking as latent variables. 

Two models are tested: (1) In the first model metacognition has two factors and (2) in the 

second model metacognition has eight factors, both adapted from Schraw and Dennison 

(1994). The results indicate that in both models metacognition has a significant path 

leading to critical thinking, p<.05. The SEM analysis also showed that the factors of 

metacognition are significant. For critical thinking, all factors are also significant 

components. Model 2 has a better goodness of fit as compared with Model 1 as shown by 

the RMSEA value and other fit indices. Implications of the findings for classroom 

teaching and learning are discussed in the paper.      
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The Role of Metacognitive Skills in Developing Critical Thinking 

The process of how individuals learn greatly affects thinking skills. An 

individual’s awareness of their thinking processes was first espoused by Flavell (1987) 

which was termed as metacognition. Metacognition is an executive system that enables 

top down control of information processing (Shimamura, 2000). Metacognition happens 

when a learner is able to control his thoughts and make decisions about how much further 

processing is needed. If one is able to control one’s cognitive process then the product of 

cognition is affected. One of the most complex products of cognition is critical thinking 

(Sternberg, 2003; Galotti, 2004). Critical thinking occurs when individuals use their 

cognitive skills or strategies that increase the probability of a desirable outcome 

(Schroens, 2005). Developing students’ critical thinking skills is the goal of most 

educators and it is usually facilitated through metacognition. Critical thinking is a result 

of using metacognitive strategies and processes. The process of metacognition affecting 

critical thinking explains them as a cognitive process. These concepts are practically clear 

but there are no existing models in literature that explains their link. Majority of studies 

in metacognition are related with outcome performance such as students’ achievement in 

different domains (Magno, 2005; Al Hilawani, 2003; Rock, 2005) and most often, the 

level of analysis is focused on correlations (Gregory & Weinstein, 2004; Pokay & 

Blumfield, 1990; Howse, Lange, Farran, Boyles, 2003). In other studies, metacognition is 

related with different sets of attitudinal variables such as self-efficacy (Narciss, 2004; 

Chu, 2001; Cintura, Okol, & Ong, 2001; Jinks & Morgan, 1999; Schunk, 1991) that is 

brought about by Bandura’s theory of social cognition (1986). Previous conceptions of 

the outcome of metacognition failed to directly assess its products such as generating new 
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knowledge, a mode of critical thinking. The purpose of this study is to come up with a 

model explaining the path from using metacognitive skills to an end product of critical 

thinking ability.   

Metacognition 

 There is growing literature on metacognition because it a valuable construct in 

studies about learning. According to Winn and Snyder (1998), metacognition as a mental 

process consists of two simultaneous processes: monitoring the progress in learning and 

making changes and adapting one’s strategies if one perceives he is not doing well. On 

the other hand, Schraw and Dennison (1994), when they came up with a measure of 

metacognition, were able to extract not only two components but eight factors that caused 

contemporary researchers to work and expand on their existing framework. The concept 

of metacognition composed of multiple dimensions was identified by many researchers in 

the area of educational and cognitive psychology prior to the construction of various 

measures. Ridley, Schutz, Glanz, & Weinstein (1992) recognize that metacognition is 

composed of multiple skills that include taking conscious control of learning, planning, 

selecting strategies, monitoring the progress of learning, correcting errors, analyzing the 

effectiveness of learning strategies and changing learning behaviors and strategies. 

Ertmer and Newby (1996) specified that the multiple components of metacognition are 

characteristics of an expert learner. Given various studies on metacognition, Hacker 

(1997) made three general categories on the studies of metacognition. These are studies 

on cognitive monitoring, cognitive regulation and combination of monitoring and 

regulation. It can be noted that even the studies when categorized reflect the 

multidimensionality of metacognition as a construct and shows how its dimensions relate 
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with each other. From among the different models of metacognition, it is the one by 

Schraw and Dennison (1994) that gives a clear illustration of the factors of metacognition 

empirically. Not only does it bring clarity in the concept of metacognition as a whole but 

also the confirmatory factor analyses from different studies proves the structure they 

propose showed to be valid (Desoete, Roeyers and Buysse, 2001; Panaoura, n. d.; 

Fortunato, Hecht, Tittle & Alvarez, 1991; Brenda and Armour-Thomas, 1993; Fang and 

Cox, 1999). In the model of Schraw and Dennison (1994), metacognition is composed of 

two major components: knowledge of cognition and regulation of cognition. Knowledge 

of cognition is the reflective aspect of metacognition. It is the individuals’ awareness of 

their own knowledge, learning preferences, styles, strengths, and limitations, as well as 

their awareness of how to use this knowledge that can determine how well they can 

perform different tasks (de Carvalho, Magno, Lajom, Bunagan, & Regodon, 2005). 

According to Flavell (1987), metacognitive knowledge can be subdivided in three 

categories: knowledge of person variables, task variables, and strategy variables. 

Knowledge of person variables refers to the kind of acquired knowledge and beliefs that 

concerns human cognitive, affective, and emotional functions. Knowledge about task-

related variables refers to how the nature of the task encountered affects and constrains 

how one should deal with it. Finally, knowledge about strategy variables refers to 

knowledge about the availability and appropriateness of different strategies to the task at 

hand. In the model, it is composed of three subprocesses that include: 

(1) Declarative knowledge – knowledge about one’s skills, intellectual resources, 

and abilities as a learner.  
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(2) Procedural knowledge – knowledge about how to implement learning 

procedures (strategies)  

(3) Conditional knowledge – knowledge about when and why to use learning 

procedures.  

Regulation of cognition on the other hand is the control aspect of learning. It is the 

procedural aspect of knowledge that allows effective linking of actions needed to 

complete a given task (Carvalho & Yuzawa, 2001). Regulation of cognition refers to the 

procedural aspect of knowledge (know how…) enabling the effective linking of actions 

needed to perform a given task, and it encompasses planning, monitoring, and correction 

of on-line performance (de Carvalho, 2001). In the framework of Schraw and Dennison 

(1994), it is composed of the subprocesses that includes:  

(1) Planning – planning, goal setting, and allocating resources prior to learning. 

(2) Information Management Strategies – skills and strategy sequences used on- 

line to process information more effectively (organizing, elaborating, summarizing, 

selective focusing). 

(3) Monitoring – Assessing one’s learning or strategy use.  

(4) Debugging Strategies – strategies used to correct comprehension and 

performance errors  

(5) Evaluation of learning – analysis of performance and strategy effectiveness 

after learning episodes. 

According to Dosoete, Roeyers, & Buysse (2001), metacognition is also vital in 

understanding successful performance. There is a rich literature that provides evidence on 

the effects of metacognition on academic success (Blakey, 1990; Kluwe, 1982; 
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Schneider, 1985; Corsale and Ornstein, 1980; Pressley, Levin, & Ghatala, 1984; Lopez, 

Little, Oettingen, Baltes, 1998; Rock, 2005; Magno, 2005). Although it is not specified 

clearly what domains of success are used as indicators. Since many studies have specified 

evidence on what metacognition can bring on academic success, the mental product of 

specific success indicators such as critical thinking are neglected to be investigated 

empirically. In the four-part model by Halpern (1998), it was explained that 

metacognition is a component of critical thinking but its role is not clearly explained in 

the model. It only mentions that metacognition is the ability to use knowledge to direct 

and improve thinking skills. When engaging in critical thinking, students need to undergo 

specific metacognitive skills like monitoring their thinking process, checking whether 

progress is being made toward an appropriate goal, ensuring accuracy, and making 

decisions about the use of time and mental effort. This implies evidently that critical 

thinking is a product of metacognition. Although the framework proposed by Halpern 

(1998) is not empirically tested. In support for Halpern’s idea, Schoen (1983) clarified 

the relationship between metacogntive skills and critical thinking where he explained 

that:  

a successful pedagogy that can serve as a basis for the enhancement of thinking 

will have to incorporate ideas about the way in which learners organize 

knowledge and internally represent it and the way these representations change 

and resist change when new information is encountered (Schoen, 1983). 

Even Halpern (1998) recognized that that there are identifiable and definable thinking 

skills that students can apply appropriately and if these thinking skills are recognized and 

applied, the students will be more effective thinkers. In the same way, a study of Orion 
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and Kali (2005) on the effect of an earth-science learning program on students' scientific 

thinking skills showed a connection between metacognition and thinking skills through 

qualitative analysis. The qualitative data revealed that the unique character of geoscience 

methodology, together with structured-inquiry and metacognitive activities, served as an 

appropriate framework for students to develop basic scientific thinking. 

Critical Thinking 

The concept of critical thinking is inconsistent across literature. Different 

cognitive psychologists, educators, and researchers explain critical thinking differently. 

Schroen’s (2005) idea is of critical thinking as both a knowledge and thought process. 

The problem with this conception is that there is no clear difference on what is thought 

processes and the outcome of such process; in fact, the process as explained by rich 

literature in the area of cognitive psychology is metacognition. Halpern (1998) clarified 

the concept of critical thinking where it is viewed as knowledge and it is in itself a 

subject of thought. 

There are many perspectives in seeing critical thinking as a construct. One can 

note that there are different dimensions to critical thinking. There are the critical thinking 

dispositions and the critical thinking skills. The critical thinking dispositions can be seen 

in the model by Green (2006). The dispositions mentioned by Green are persistence, 

tolerance of ambiguity, uncertainty, revision, risk-taking, objectivity, fluency, flexibility, 

and self-regulation. Marzano et al. (1988), on the other hand, describes only one critical 

thinking disposition: open-mindedness. Norris and Ennis (1989) gives a more tangible 

description of critical thinking dispositions. Critical thinkers are:  
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people disposed to seek reasons, try to be well informed, use credible 
sources and mention them, look for alternatives, consider seriously the 
points of view others than their own, withhold judgment when evidence 
and reasons are insufficient, seek as much precision as the subject permits, 
among other alternatives (p. 22). 
 
Facione (2006) refers to critical thinking dispositions as the critical spirit 

and goes on to say that this spirit involves: 

A probing inquisitiveness, a keenness of mind, a zealous dedication to 
reason and a hunger or eagerness for reliable information (P. 8) 
 
On the other hand, there are many models that attempt to explain the dimension of 

critical thinking skills. Jenkins (1998) explained that critical thinking requires the 

judicious use of skepticism, tempered by experience, such that it is productive of a more 

satisfactory solution to, or insight into, the problem at hand.  

Beyer (1985) views critical thinking as a collection of skills that combine analysis 

and evaluation of information. Moreover, there are ten discrete skills that have emerged 

as the core of critical thinking: (1) distinguishing between verifiable facts and value 

claims; (2) determining the reliability of a source; (3) distinguishing relevant from 

irrelevant information, claims, or reasons; (4) detecting bias (5) identifying unstated 

assumptions; (6) identifying ambiguous or equivocal claims or arguments; (7) 

recognizing logical inconsistencies or fallacies in a line of reasoning (8) distinguishing 

between warranted or unwarranted claims and; (9) determining the strength of an 

argument.  

Schroen (2005) divided them into eight domains: storing and retrieving 

knowledge, deductively generating valid inferences, making or creating arguments, 

hypothesis testing, thinking under uncertainty, making decisions, developing problem-

solving skills, and/or engaging in creative thinking. 
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Halpern (1998) devised her own taxonomy of critical-thinking that includes: (1) 

verbal reasoning skills; (2) argument analysis skills; (3) skills in thinking as hypothesis 

testing; (4) likelihood and uncertainty; (5) decision-making and problem-solving skills. 

Miller and Malcolm (1990) developed a critical thinking model which they 

believed to be applicable specifically to the nursing profession. This included concepts 

such as how focus, language, assumptions, evidence, reasoning, conclusions, and 

implications, affect critical thinking in the context of the environment, system, and 

individuals involved in the current situation.  

Green (2006) analyzed the different art works, diaries and interviews of different 

artists to determine what critical thinking is for artists. Based on the different sources a 

good number of artists use the following cognitive skills that demonstrate critical 

thinking: Analysis, Interpretation, Comparison and Contrast, Prediction, Generation of 

Multiple Solutions, Transference of Insight, Nonalgorithmic thinking, and 

interdisciplinary connections. 

The skills presented in Bloom’s taxonomy are also one way of looking on how 

students show critical thinking. In this taxonomy, each category is related to one another, 

and practitioners use this taxonomy in the form of stages (Brown, 2004). The first one is 

basic knowledge, this includes the memorizing of facts, figures and basic processes. The 

second one is comprehension, this includes understanding the basic knowledge. The third 

category is application, this involves generalizing the facts to other contexts and 

situations (Bissell & Lemons, 2006). It also involves using the acquired knowledge in 

another situation (Brown, 2004). The fourth category is analysis, this includes the process 

of dissecting the facts (Bissell & Lemons, 2006). In other words, reorganization of 
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knowledge is accomplished in this level (Brown, 2004). The fifth category is synthesis, 

which means to make connections between the different facts.  Finally, the last category, 

is evaluation, this involves critiquing the information at hand (Bissell & Lemons, 2006). 

Critiquing in the context of making a valuable decision or judgment using the knowledge 

and skills acquired in the other categorize (Brown, 2004). The first two categories, basic 

knowledge and comprehension, does not involve critical thinking skills, the last four on 

the other hand (application, analysis, synthesis and evaluation) do (Bissell & Lemons, 

2006). Furthermore, in the first two categories thinking is convergent. While in the last 

four categories, thinking is divergent (Brown, 2004). 

There are many models of thinking that was patterned to Bloom’s Taxonomy. The 

model created by Edys Quellmalz (2004) is patterned to Bloom’s Taxonomy, with a few 

alterations. Quellmalz (2004) collapsed some categories and at the same time, broke 

down others. The knowledge and comprehension category was merged into one category 

labeled as recall. Quellmalz further divided the analysis category in Bloom’s taxonomy 

into two, analysis and comparison, aside from merging knowledge and comprehension, 

Quellmalz also merged synthesis and evaluation under his final category, evaluation. 

Watson and Glaser (1964) agree with the notion of Halpern (1998) that critical 

thinking is generally a mental ability. It is manifested when individuals correctly perform 

the tasks represented by the five factors. These factors are: 

(1)  Inference – sample’s ability to discriminate among degrees of truth or falsity 

of interferences drawn from given data 
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(2)  Recognition of Assumptions – sample’s ability to recognize unstated 

assumptions or presuppositions which are taken for granted in given statements or 

assertions 

(3)  Deduction – sample’s ability to reason deductively from given statements or 

premises; to recognize the relation of implication between propositions; to determine 

whether what may seem to be an implication of necessary implication or necessary 

interference from given premises 

(4)  Interpretation – sample’s ability to weigh evidence and to distinguish between 

(a) generalizations from given data that are not warranted beyond a reasonable doubt; (b) 

generalization which, although not absolutely certain or necessary, do seem to be 

warranted beyond a reasonable doubt 

(5)  Evaluation of Arguments – sample’s ability to distinguish between arguments 

which are strong and relevant and those which are weak or irrelevant to particular 

question at issue. 

In this study critical thinking was measured as a skill. The literature shows that 

critical thinking is described more as a skill rather than a disposition. In studies using 

classroom implications of critical thinking, it is more evident as a skill (Miller & 

Malcolm, 1990; Beyer, 1985; Watson and Glaser, 1980; Halpern, 1998; Blooms, 2004; 

Quellmalz, 2004). The difficulty of assessing critical thinking as a disposition brings 

about subjectivity since it would employ a self-report inventory, which in turn would 

open the possibility of social desirability and other biases.    

The model by Watson and Glaser (1980) was chosen in this study since it is the 

most frequently used inventory at the post-secondary level to measure critical thinking. 
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There is clarity in its components and substantial information for its reliability and 

validity. In a study by Modjeski and Michael (1983) the WGCTA and the Cornell Critical 

Test were compared and the WGCTA received better validity as well as reliability 

ratings.  

Conceptual Framework 

This study proposes two models on the path between metacognition as the latent 

exogenous variable leading to critical thinking skills as endogenous latent variables 

which will be tested using structural equation modeling. In the first model, knowledge of 

cognition and regulation of cognition are manifest variables of metacognition leading to a 

path on critical thinking with its five factors (inference, recognition of assumptions, 

deduction, interpretations, evaluation of arguments). In the second model, all the eight 

dimensions of metacognition are entered as the manifest variables of metacognition and 

whilst the same factors are maintained for the critical thinking skills. The two models will 

be tested for goodness of fit. 

Although research shows that there is a link between metacognition and critical 

thinking, it is not clear on what that connection is. The conceptual model shows the effect 

of metacognition on critical thinking. In this model, critical thinking is shown as a 

product of metacognition. This is based on the social cognitive theory where 

consciousness of internal processes leads to successful performance. When one considers 

that metacognition internalizes critical thinking, just as critical thinking externalizes 

metacognition, this idea of critical thinking as a product of metacognition could reflect 

some of the aspects of the social cognitive theory of T.C. Tolman, N.I. Feather, and 

Albert Bandura. In their respective conceptualizations, individuals use their internal 
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resources in order to perform successfully in particular tasks. Hence, cognitive processes 

like metacogntion (internal resources) play a big role as a mediating factor to produce 

desired outcomes, say, an increase in critical thinking behavior.  

Brown (2004) supports this notion and believes that without metacognition, 

critical thinking is impossible to achieve, therefore implying that critical thinking is a 

product of metacognition. The model shown is based on the assumption of the social 

cognitive theory, the dimensions of metacognition enables critical thinking and its many 

facets.    

Figure 1 
 
First Model for Metacognition and Critical Thinking 
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Figure 2 
 
Second Model for Metacognition and Critical Thinking 

  
 

Method 

Research Design 

 The design employed in the study was a within-subjects design where the same 

set of participants were administered the two instruments used in the study, one for 

metacognition, the other for critical thinking. 

Participants 

 The participants in the study were 240 freshmen students of different colleges and 

universities in Manila. The different sections of freshmen students were randomly 

selected through cluster sampling.  

Instruments 

 Metacognitive Assessment Inventory. The Metacognitive Assessment Inventory 

(MAI) by Schraw & Dennison (1994) was used to measure metacognition. The test is 
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composed of 52 items, 17 of them assess knowledge of cognition (KC) and 35 assess 

regulation of cognition (RC). The knowledge of cognition part, which measures the 

reflective aspect of learning, includes the following factors: (1) declarative knowledge, 

(2) procedural knowledge and (3) conditional knowledge. On the other hand, the 

regulation of cognition part includes a number of subprocesses that facilitate the control 

aspect of learning like (1) planning, (2) information management strategies, (3) 

comprehension monitoring, (4) debugging strategies and (5) evaluation. The items 

generally depict academic situations in which awareness of one’s knowledge and 

awareness of skills are assumed to be related to effective monitoring. The survey uses a 

bipolar scale response format; the left end of each scale indicated that the statement is 

“Always false” (1) and the right end, “Always true” (100) about the participant. The 

response is recorded by drawing a slash across the rating scale at a point that best 

corresponds to how true or false the statement is about the participant. Schraw and 

Dennison (1994) report that in a factor replication analysis, the coefficient alpha derived 

reached .88.  Coefficient alpha for all the six factors are .81, .74, .71, .66, .65, and .59 

respectively.  

Watson-Glaser Critical Thinking Appraisal. To measure critical thinking skills, 

the Watson-Glaser Critical Thing Appraisal was used. The Watson-Glaser Critical 

Thinking Appraisal (WGCTA) is a standardized test consisting of a series of exercises 

which require the application of important abilities involved in critical thinking. The 

exercises include problems, statements, arguments and interpretations of data similar to 

those which a citizen in a democracy might encounter in his daily life as he works, reads 

newspaper or magazine articles, hears speeches, participates in discussions on various 
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issues. The test used was form Ym consisting of five subtests designed to measure 

interdependent aspects of critical thinking. The form contains 100 items that can be 

completed in about 50 minutes by most persons who have the equivalent of ninth grade 

education. Being a test of power rather than speed, there is no rigid time limit. The five 

subtests are as follows: (1) inference (20 items), (2) recognition of assumptions (16 

items), (3) deduction (25 items), (4) interpretations (24 items), and (5) evaluation of 

arguments (15 items). Respectively, derived from the scores of the various normative 

groups, the reliability consists of split-half coefficients of .61, .74, .53, .67, and .62. The 

content validity of the test was established based on the specified objectives of the 

instructional programs of teachers. Construct validity was also demonstrated in various 

factor analytic studies and in its relationship with a variety of intelligence and reading 

measures (Watson & Glaser, 1964).  

Procedure 

The participants were asked to complete the WGCTA and MAI in their regular 

classes. The teachers were first informed of the tests to be administered in their selected 

classes through a formal letter so that they could clear their schedule for the date that was 

agreed upon. In the actual test administration, the WGCTA was first given. A test 

booklet, an answer sheet, and two soft-lead pencils were given to each respondent taking 

the test. The time projected to cover the actual working time and the time spent in giving 

directions, passing out materials, and other preliminary activities was about fifty (50) 

minutes. Having received all the necessary materials, the participants filled in their name 

and the other information called for on the left-hand side of the answer sheet. They were 

further instructed to read the directions for each set of the tests carefully and study the 
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example questions. For each question, the participant decided upon what they thought 

was the best answer. Their choice of answer was self-recorded by their making a black 

mark in the appropriate space on the answer sheet. For the inference part, 13 minutes was 

given, 6 minutes for recognition of assumptions, 11 minutes for deduction, 12 minutes for 

interpretation, and 8 minutes for evaluation of arguments. After taking the WGCTA, the 

examiner gave the MAI to be answered for the next 20 minutes. The participants’ task 

was to slash the numeric scale from 0 to 100 depending on how true each statement 

describing the use of a metacognitive strategy was for him or her. After the 

administration of the tests, the participants were debriefed about the purpose of the study 

and were thanked for their effort.  

 Data Analysis 

There are two proposed models in the study and they were tested using structural 

equation modeling (SEM). SEM enables the testing of the significant path parameter of 

metacognition and critical thinking as latent variables composed of a set of manifest 

variables. It was used to confirm the validity of the path model between metacognition 

and critical thinking as proposed. In the process, once the model's parameters have been 

estimated, the resulting model-implied covariance matrix can then be compared to an 

empirical or data-based covariance matrix. If the two matrices are consistent with one 

another, then the structural equation model can be considered as a plausible explanation 

for relations between the measures of metacognition and critical thinking. The Pearson r 

and the covariance were used to first establish the relationship among the factors of 

metacognition and critical thinking.  
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To determine the goodness-of-fit of each SEM model, the chi-square statistic, 

which assumes the population covariance is zero, and the Steiger-Lind RMSEA was used 

where the 90% point confidence interval as a point estimate is determined. The RMS 

standardized residual is also used as the root mean square standardized residual. This 

parameter should be less than .05 for the fit to be “good.” Single sample goodness-of-fit 

indices were also used to evaluate the model created. The Joreskog GFI/AGFI values are 

negatively biased estimates of the population GFI, so they tend to produce the quality of 

population fit. The Akaike Information Criterion and the Schwarz's Bayesian Criterion 

are used for deciding which of the two nested models provides the best approximation to 

the data. The one with the smaller Akaike criterion value is chosen.  To cross validate the 

two models, the Browne-Cudeck Cross Validation Index is used. The Bentler-Bonett 

index measures the relative decrease in the discrepancy function caused by switching 

from a "Null Model" or baseline model, to a more complex model.  The Bentler-Bonett 

Non-Normed Fit Index is also used as a comparative index taking into account model 

parsimony. The James-Mulaik-Brett Parsimonious Fit Index is used to compensate for 

model parsimony. The Bollen's Rho is comparative fit index that computes for the 

relative reduction in the discrepancy function per degree of freedom when moving from 

the "Null Model" to the 2nd model. 

Lastly, by taking the Pearson r correlation values earlier mentioned, squaring 

them and multiplying them by a hundred, we were able to determine which metacognitive 

factor contributed the most to each of the five critical thinking factors.  
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Results 

 Two SEM models were tested, the first model having the two major components 

of metacognition (Knowledge of Cognition ‘KC’ and Regulation of Cognition ‘RC’), the 

second model having the eight components of metacognition (declarative knowledge, 

procedural knowledge, conditional knowledge, planning, information management 

strategies, comprehension monitoring, debugging strategies, and evaluation. The 

goodness of fit of the two models was also compared. Table 1 shows the mean and 

standard deviation of the factors of metacognition and critical thinking.  

Table 1 

Mean and Standard Deviation of the Components of Metacognition and Critical Thinking 

 N M CI 
-95% 

CI 
+95% SD 

Metacognition      
   KC 240 59.67 58.55 60.79 8.81 
Declarative Knowledge 240 59.438 58.038 60.838 11.0639 
Procedural Knowledge 240 61.02 59.311 62.729 13.515 
Conditional Knowledge 240 59.371 57.974 60.768 11.043 
   RC 240 61.90 60.76 63.04 8.93 
   Planning 240 59.84 58.31 61.35808 11.97 
   Information Management 240 59.32 58.17 60.48 9.09 
   Monitoring 240 59.86 58.38 61.34 11.62 
   Debugging Strategy 240 62.17 60.66 63.68 11.88 
   Evaluation 240 60.40 58.85 61.95 12.19 
Critical Thinking      
   Inference 240 10.92 10.39 11.44 4.12 
  Recognizing Assumptions 240 10.05 9.73 10.37 2.52 
   Deduction 240 15.95 15.48 16.41 3.64 
   Interpretation 240 15.34 14.93 15.75 3.21 
   Evaluation of arguments 240 9.11 8.82 9.40 2.27 
 

 In order to establish the relationship among the factors of metacognition and 

critical thinking, a zero order correlation is performed. The correlation matrix is shown in 

Table 2. 
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Table 2 

Zero-order Correlation of the Factors of Metacognition and Critical Thinking 

 Critical Thinking 
 Inference Recognition of 

Assumption Deduction Interpretation Evaluation of  
Arguments 

Metacognition      
  KC 0.51* 0.45* 0.35* 0.38* 0.36* 
Declarative  
Knowledge 0.38* 0.31* 0.25* 0.21* 0.23* 

Procedural 
Knowledge 0.45* 0.39* 0.29* 0.35* 0.33* 

Conditional 
Knowledge 0.39* 0.32* 0.28* 0.32* 0.27* 

  RC 0.58* 0.47* 0.41* 0.35* 0.38* 
  Planning 0.53* 0.43* 0.41* 0.35* 0.34* 
  Information  
  Management 0.42* 0.37* 0.30* 0.25* 0.28* 

  Monitoring 0.46* 0.34* 0.31* 0.25* 0.31* 
  Debugging 
  Strategy 0.42* 0.32* 0.23* 0.21* 0.29* 

  Evaluation 0.45* 0.34* 0.32* 0.27* 0.26* 
*p<.05 

 The relationship of the factors of metacognition and critical thinking shows that 

all correlation coefficients are significant, p<.05. The direction of the relationships are all 

positive where the use of metacognition factors increases the scores on the factors of 

critical thinking. The strengths of the coefficients are weak to moderate and these low 

values show that the factors of metacognition and critical thinking are not multicollinear 

variables.  

Figure 1 shows the effect of metacognition on critical thinking where 

metacognition has two factors. 
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Figure 3 

Model 1: Effect of Metacognition on Critical Thinking  
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Population Gamma (0.81) also indicates a not so good fit (see Appendix A). Both KC and 

RC have significant paths leading to metacognition as well as the factors of critical 

thinking. Metacognition also have a significant effect on critical thinking (see Appendix 
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Figure 4 shows the effect of metacognition on critical thinking where 

metacognition have five factors. 

Figure 4 

Model 2: Effect of Metacognition on Critical Thinking  
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also indicates a rather good fit as compared with model 1 (see Appendix C). All factors 

have significant paths leading to metacognition as well as the factors of critical thinking. 

Metacognition also have a significant effect on critical thinking (see Appendix D). The 

power value given the RMSEA is 0.92 which is also quite large. Table 3 shows the Single 

Sample Goodness of Fit Indices. 

Table 3 

Single Sample Goodness of Fit Indices 

Index Model 1 Model 2 
Joreskog GFI 0.926 0.915 
Joreskog AGFI 0.841 0.879 
Akaike Information Criterion 0.394 0.817 
Schwarz's Bayesian Criterion 0.612 1.210 
Browne-Cudeck Cross Validation Index 0.398 0.831 
Independence Model Chi-Square 786.533 1382.034 
Independence Model df 21.000 78.000 
Bentler-Bonett Normed Fit Index 0.919 0.898 
Bentler-Bonett Non-Normed Fit Index 0.892 0.928 
Bentler Comparative Fit Index 0.933 0.941 
James-Mulaik-Brett Parsimonious Fit Index 0.569 0.737 
Bollen's Rho 0.868 0.875 
Bollen's Delta 0.934 0.941 

 

 Based on the Joreskog values, both Model 1 and Model 2 show almost good fit 

because the values are close to .95. Based on the Akaike Information Criterion and 

Schwarz Bayesian Criterion, Model 1 will be suitable in using nested designs because of 

its lower value. To cross validate the two samples, the Brown Cudeck values differ in a 

big range (Model 1=.398, Model 2=.831) which indicate that model 1 and 2 are different 

when compared. In the Bentler Bonnet Normed Fix Index, Model 1 seems to have better 

fit although when compensated for parsimony using the Bentler-Bonett Non-Normed Fit 

Index, Model 2 yielded to have better fit.  As supported in the Bentler Comparative Fit 
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Index, there is a relative increase from Model 1 to Model 2. When the comparative index 

were compensated and rescaled using the James-Mulaik-Brett Parsimonious Fit Index, 

Model 2 still have a better fit. Using the Bollen’s Rho as another comparative fit model, 

Model 2 was stable and still yielded a better fit. 

 Having then established that Model 2 had a better goodness of fit, the 

metacognitive factors that will most explain each of the five critical thinking factors are 

reported in Tables 4 and 5. 

Table 4 

The Two Categorical Factors vis-à-vis the Critical Thinking Factors 

 Critical Thinking Factors 

Metacogntion  Inference 
Recognition of 
Assumptions Deduction Interpretation 

Evaluation of 
Arguments 

Knowledge of 
Cognition 26.01 20.25 12.25 14.44 12.96 
Regulation of 
Cognition 33.64 22.09 16.81 12.25 14.44 
  

 Looking first at the categorical factors knowledge of cognition and regulation of 

cognition, for all but interpretation, RC largely explains most factors of critical thinking. 

KC only surfaces as the stronger factor for the interpretation factor of critical thinking. 

Table 5 

Knowledge of Cognition Factors vis-à-vis the Critical Thinking Factors 

  KC Factors 

  Inference 
Recognition of 
Assumptions Deduction Interpretation 

Evaluation of 
Arguments 

Declarative 
Knowledge 14.59 9.59 6.45 4.30 5.07 
Procedural 
Knowledge 20.28 15.09 8.69 12.20 10.80 
Conditional 
Knowledge 15.51 10.53 7.58 10.11 7.13 
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 The factors of KC reveal a pattern. For all factors of critical thinking, procedural 

knowledge accounts for most of metacognition’s effect on critical thinking. 

Table 6 

Regulation of Cognition Factors vis-à-vis the Critical Thinking Factors 

RC Factors 

 Inference 
Recognition of 
Assumptions Deduction Interpretation 

Evaluation of 
Arguments 

Planning 28.09 18.49 16.81 12.25 11.56 
Information 
Management 17.64 13.69 9 6.25 7.84 
Monitoring 21.16 11.56 9.61 6.25 9.61 
Debugging 
Strategies 17.64 10.24 5.29 4.41 8.41 
Evaluation 20.25 11.56 10.24 7.29 6.76 
 

 For all the critical thinking factors, the regulation of cognition factor that most 

explains the effect of this factor of metacognition is planning. 

Discussion 

 The results in the correlation and SEM between metacognition and critical 

thinking are consistent. In the correlation coefficient values, the higher the use of 

metacognitive skills, the better one’s critical thinking skills become. In the SEM, 

metacognition affects critical thinking as demonstrated by two different models. 

 Executive control requires an executive process or some form of higher-order 

thinking like critical thinking. Taking into account the results of this study, metacognition 

helps in developing critical thinking, because it is likely that critical thinking requires 

some form of meta-level operation (Kuhn & Dean, 2004).  
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The Structure of Metacognition 

The eight-factor model of metacognition fits better, which did not support the 

two-factor model also developed by Schraw and Dennison (1994). Their intention was 

data reduction and to further explain the concept of metacognition. One reason for this is 

that, by definition, for metacognition to occur, there must be an awareness of all 

cognitive processes rather than being aware of them as groups. The eight factors are skills 

(as against the categorical, two-factor model), and it is those factors that metacognition 

empowers one to be aware of, not the two categorical factors (KC and RC). Another 

reason is that the critical thinking factors measured were skills; by opting for the skill-

based eight-factor metacognition model, the two latent variables are equivalently 

measured by the skills that represent them.  

Although the effect of metacognition when factored by KC and RC have a larger 

parameter estimate, and this is brought about by the weights of the two factors. The 

factors of metacognition have larger factor paths as components of metacognition as 

compared when factored by KC and RC. However, the delta errors are larger because of 

the multiple factors. This further proves that the second model is better fitting because 

eight components of metacognition have larger parameter estimates as compared to the 

first model (with only two manifest variables). The larger parameter estimates in Model 2 

supports the notion that the individual is more aware of the eight individual factors rather 

than the two groups.   

It is interesting to note that although evaluation as a manifest variable contributes the 

most to measuring metacognition as a latent variable, as the next section will explain, it 
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does not bear the greatest weight in explaining how metacognition brings about critical 

thinking.  

The Effect of Metacognition on Critical Thinking  

Among many things, one thing has been made clear. Since evidence from the 

intercorrelations shows that both constructs are not multicollinear, literature on the 

overlap of factors of critical thinking skills and metacognition may now be taken in a 

different light. Metacognition as defined by Schraw and Dennison (1994) and critical 

thinking as defined by Watson and Glaser (1980) are two distinct factors. They may be 

very similar but they cannot be equated with each other. They are two different types of 

thinking (Munson, 1992). One of their differences lies in what they focus on, the external 

or the internal (Munson, 1992). Metacognition internalizes critical thinking, just as 

critical thinking externalizes metacognition, although this cycle is not proven by the SEM 

because there is stronger evidence that metacognition precedes critical thinking. 

Regulation of cognition contributes more to inference (33.64%), recognition of 

assumption (22.09%), deduction (16.81%), and evaluation of arguments (14.44%). On 

the other hand knowledge of cognition contributes more to interpretation (14.44%). The 

general trend of RC scoring higher can be easily explained by looking at critical 

thinking’s basic definition, regardless of model. We stated earlier that critical thinking 

occurs when an individual uses his underlying cognitive resources to increase the 

probability of a desired outcome. To truly utilize information, one must be able to 

manage that information well (for proper scheduling, there is the term time management) 

and management involves regulation. KC explains interpretation more because of the 

need of knowledge to interpret information. That is, when one is given an unknown 
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stimulus, one cross checks it with previously acquired information to be able to interpret 

it effectively.  

The knowledge of cognition factor that contributes the most to all critical thinking 

skill measured is procedural knowledge; the regulation of cognition factor that 

contributes the most is planning. It is suggestive that the two factors are the pair that 

brings to mind step-by-step processes. When one plans, one looks ahead at the goal, 

identifies what action is required to reach that goal, and breaks down the action identified 

into simpler steps. And, if it so happens that the goal or desired outcome is identical or 

similar to past processes, the mind then calls upon procedures learned previously and 

looks at the steps of those old procedures for application to the new task at hand. I the 

previous algorithm process has been developed early on, and a similar situation presents 

itself, an individual will be able to reuse this algorithm process with an increased rate.   

Implications to the Classroom Setting 

 In order for educators to effectively implement the metacognition and critical 

thinking pat0, they must collaborate with researchers in cognitive and educational 

psychology. 

Critical thinking is said to be a primary objective to be developed among college 

students (Bissell & Lemons, 2006).  Siegel (1988) has offered several arguments for 

critical thinking to be used in the school setting:  

(1)    Thinking critically entails respect for other persons, because to think 
critically entails respect for other persons, because to think critically one 
must consider seriously the points of views of other people and must 
respect their right to challenge one's own points of views. 
(2)    Thinking critically empowers people to be self-sufficient in choosing 
and following the way of life that suits their interests and capabilities. 
(3)    Critical thinking, conceived as the appropriate use of reasons, enables 
an understanding of the various disciplines, because to understand the 
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discipline one muse understand the role of reasons in them and how those 
reasons are assessed. 
(4)     Critical thinking enables people to partake rationally in the decision 
making of a democratic sway of life. (p. 22) 

 

These arguments illustrate the importance of acquiring critical thinking skills especially 

in the school setting, critical thinking does not only usher in productivity but it also 

enriches society holistically. It is therefore logical to focus on the learning of 

metacognitive skills in order to develop critical thinking skills since they are inevitably 

developed through the use of metacognition. It is common for colleges to offer courses 

on critical thinking (Ennis, 1989), however, this practice is put into question in the advent 

of the shift of critical thinking to metacognition. Critical thinking skills maybe taught in a 

subject-dependent or a subject-independent manner, however it is more common for 

metacognitive skills to be applied in the classroom setting. When practitioners apply the 

results of this study, it implies the removal of subject-independent critical thinking course 

and a greater focus in the revision of the modules or lesson plan being used in domain-

specific courses.  In more concrete terms, it is important for a teacher to help the student 

realize how they learn rather than focusing on the content of what they are learning. 

Teachers should conduct activities that elicit critical thinking skills yet focus the 

processing on how the students arrived at their conclusions rather than the conclusion 

itself. One must bear in mind that it is important to consider the pedagogy of each school. 

Activities that elicit critical thinking are carried out effectively in student-centered 

approaches when adapted by different institutions.  

 The results of the study not only influence the educational setting from the 

perspective of the teacher, but it also bears weight on the students and their learning. 
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Again, the focus shifts from what (content) they are learning to how they are learning 

(process). Theoretically, when a student becomes aware of how they are learning, it 

essentially becomes easy and effective for them to learn similar and new concepts. When 

teachers are able to help students recognize how they learn, the time it takes them to learn 

concepts and understand information will decrease and more time and resources can be 

allotted for critical thinking activities. When students are aware of the processes that they 

use in learning, not only will the student gain a deeper understanding and appreciation of 

the information, but the likelihood of the student applying what he or she has learned in 

his or her life increases. The application of cognitive processes acquired in the classroom 

is one of the more concrete indicators of thinking critically.     

 

References 

Al-Hilawani, Y. A. (2003). Measuring students' metacognition in real-life situations. 

American Annals of the Deaf, 148, 233. 

Allen, B. A. & Armour-Thomas, E. (1993). Construct validation of metacognition. The 

Journal of Psychology, 127, 203. 

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 

Englewood Cliffs, NJ: Prentice-Hall. 

Beyer, B. (1985). Critical thinking: What is it? Social Education, April, pp. 270276.  

Buckless, F. A., Lipe. M. G., & Ravenscroft, S. P. (1991). Do gender effects on 

accounting course performance persist after controlling for general academic 

aptitude? Issues in Accounting Education, Fall, pp. 248-261. 

Blakey, E. & Spencer, S. (1990). Developing metacognition. ERIC Digest, ED327218. 

2007 HICE Proceedings 
Page 3675



Role of Metacognitive Skills 32

Brown, T. (2004). Critical Thinking and Learning: An Encyclopedia for Parents and 

Teachers: Bloom’s Taxonomy and Critical Thinking. Westport, Connecticut: 

Greenwood Press.   

Brown, T. (2004). Critical Thinking and Learning: An Encyclopedia for Parents and 

Teachers: Higher Order Thinking Skills. Westport, Connecticut: Greenwood 

Press. 

Chu, B.(2001). Student’s help-seeking attitudes, self-efficacy beliefs, academic 

achievement and teacher characteristics: A correlational study. Unpublished 

master’s thesis: DLSU Manila, Philippines. 

Cintura, A. M. F., Okol. J. P. F.,& Ong, P. G. R. (2001). Influence of parenting styles on 

self-efficacy of highschool students. Unpublished undergraduate thesis: DLSU 

Manila, Philippines. 

Corsale, K. & Ornstein, P. A. (1971). Developmental changes in children’s use of 

semantic information in recall. Journal of Experimental Child Psychology, 30, 231-

245. 

de Carvalho M. K. & Yuzawa, M. (2001). The effects of social cues on confidence 

judgments mediated by knowledge and regulation of cognition. The Journal of 

Experimental Education, 69, 325-343. 

de Carvalho, M, Magno, C, Lajom, J, Bunagan, K, & Regodon, J, (2004).  Factors 

involved in the use of second language learning strategies and oral proficiency 

among Taiwanese students in Taiwan and in the Philippines. Unpublished 

manuscript, De La Salle University. 

2007 HICE Proceedings 
Page 3676



Role of Metacognitive Skills 33

de Carvalho, M. (2001). From Socrates to Neuropsychology: A Review on 

Metacognition. Bulletin of the Faculty of Education – Hiroshima University, 49, 311-

320. 

Desoete, A., Roeyers, H. & Buysse, A. (2001). Metacognition and mathematical problem 

solving in grade 3. Journal of Learning Disabilities, 34, 435-450. 

Ennis, R.H. (1989). Critical Thinking and Subject Specificity: Clarification and Needed 

Research. Educational Researcher. 18(3). 4-10. 

Ertmer, P. A. & Newby, T. J. (1996). The expert learner: strategic, self-regulated, and 

reflective. Instructional Science, 24, 1-24. 

Eshel, Y. & Kohavi, R. (2003). Perceived classroom control, self-regulated learning 

strategies, and academic achievement. Educational Psychology, 23, 249-255. 

Facione, P.A. (2006) Critical Thinking: What It Is and Why It Counts. 27 September 

2006: http://www.ingishgtassessment.com/pdf_files/what&why2006.pdf#search 

=%22critical%20thinking%20what%20is%20it%20and%why%20it%20counts%

22 

Fang,  Z & Cox, B. E. (1999). Emergent metacognition: A study of preschoolers' literate 

behavior. Journal of Research in Childhood Education, 13, 175 – 188. 

Flavell, J. H. (1987). Speculations about the nature and development of metacognition. In 

F. E. Weinerty R. H. Kluwe (Eds.), Metacognition, motivation, and understanding 

(pp. 21-29). Hillsdale, NJ: Erlbaum. 

Fortunato, I., Hecht, D., Tittle, C., & Alvarez, L. (1991). Metacognition and problem 

solving. ArithmeticTeacher, 39, 38-40. 

2007 HICE Proceedings 
Page 3677



Role of Metacognitive Skills 34

Galotti, K. M. (1999). Cogntive psychology: In and out of the laboratory (2nd ed.). 

Belmont CA: Wadsworth. 

Green, G. (2006). In Their Own Words: Critical Thinking in Artists’ Diaries and 

Interviews. Art Education. 59(4). 46-53. 

Gregory, A. & Weinstein, R. S. (2004). Connection and regulation at home and in school: 

Predicting growth in achievement for adolescents. Journal of Adolescent Research, 

19, 405-409. 

Hacker, D. J. (1997). Metacognition: Definition and empirical foundations. Unpublished 

manuscript, The University of Memphis.  

Halpern, D. F. (1998). Thinking for Transfer across Domains: Dispositions, Skills, 

Structure Training, and Metacognitive Monitoring. American Psychologist, 53, 449-

455. 

Howse, R. B., Lange, G., & Farran, D. C., Boyles, C. D. (2003). Motivation and self-

regulation as predictors of achievement in economically disadvantaged young 

children. The Journal of Experimental Education, 71, 151-175. 

Jenkins, E. K. (1998). The significant role of critical thinking in predicting auditing 

students' performance. Journal of Education for Business, 73, 274 – 280.  

Jinks, J. & Morgan V. (1999). Children’s perceived academic self-efficacy: An inventory 

scale. Teacher Journals, 72, 224-230. 

Kluwe, R. H. (1982). Cognitive knowledge and execution control: Metacognition. In D. 

R. Griffin (ed.), Animal mind – human mind (pp. 201-224). New York: Springer-

Verlag.   

2007 HICE Proceedings 
Page 3678



Role of Metacognitive Skills 35

Lopez, D.F.,  Little, T. D.,  Oettingen, G., & Baltes, P. B. (1998). Self-regulation and 

school performance: Is there optimal level of action-control? Journal of Experimental 

Child Psychology, 70, 54-75. 

Magno, C. (2005). The Role of Metacognitive Regulation and Learning Approach on 

Achievement and its Effect on Academic Self-efficacy. Research presented at the 

Psychological Association of the Philippines conference April 29, 2005. 

Modjeski, R. B. & Michael, W. B. (1983). An evaluation by a panel ofpsychologists of 

the reliability and validity of two tests of criticalthinking. Educational and 

psychological measurement, 43, 1187-1197. 

Narciss, S. (2004). The impact of informative tutoring feedback and self efficacy on 

motivation and achievement in concept learning. Experimental Psychology, 51, 214-

228. 

Orion, N. & Kali, Y. (2005). The Effect of an Earth-Science Learning Program on 

Students' Scientific Thinking Skills. Journal of Geoscience Education. 53, 387-394. 

Panaoura, A. & Philippou, G. (n. d.). The measurement of young pupils´ metacognitive 

ability in mathematics: the case of self-representation and self-evaluation. 

Department of Education, University of Cyprus. 

Pokay, P., & Blumenfeld, P.C. (1990). Predicting achievement early and late in the 

semester: The role of motivation and use of learning strategies. Journal of 

Educational Psychology, 82, 41-50. 

Ridley, D. S., Schuilts, P. A., Glanz, R. S., & Weinstein, C. E. (1992). Self-regulated 

learning: the interactive influences of metacognitive awareness and goals setting. 

Journal of Experimental Education, 60, 293-306. 

2007 HICE Proceedings 
Page 3679



Role of Metacognitive Skills 36

Rock, M. L. (2005). Use of strategic self-monitoring to enhance academic engagement, 

productivity, and accuracy of students with and without exceptionalities. Journal of 

Positive Behavior Interventions, 7, 3-18. 

Schneider, W. (1985). Developmental trends in the metamemory-memory behavior 

relationship: An integrative review. In D. L. Forrest-Pressley, G. E. MacKinnon, & T. 

G. Waller (Eds.), Metacognition, cognition, and human performance, Vol. 1 (pp. 57 – 

109). New York: Academic. 

Schoen, D. (1983). The reflective practitioner. San Francisco: Jossey-Bass. 

Schraw, G. & Dennison, R. S. (1994). Assessing metacognitive awareness. 

Contemporary Educational Psychology, 19, 460-475. 

Schroens, A (2005). Knowledge and Thought: An Introduction to Critical Thinking. 52 

163–164.  

Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 

26, 207-231. 

Shimamura, A. P. (2000) What is metacognition? The brain knows. The American 

Journal of Psychology, 113, 142 – 147. 

Sternberg, R. J. (2003). Cognitive psychology (3rd ed.). Australia: Wadsworth. 

Watson, G., and Glaser, E. M. (1980). Watson-Glaser Critical Thinking Appraisal. San 

Antonio, TX: Psychological Corp. 

Winn, W. & Snyder, D. (1996). Cognitive perspectives in psychology. In D. H. Jonassen, 

ed. Handbook of research for educational communication and technology, 112-142. 

New York: Simon & Schuster MacMillan. 

 

2007 HICE Proceedings 
Page 3680



Role of Metacognitive Skills 37

Appendix A 

Noncentrality Fit Indices for Model 1 

 CI 
Lower 90% 

Point 
Estimate 

CI 
Upper 90% 

Population Noncentrality Parameter 0.133 0.225 0.348 
Steiger-Lind RMSEA Index 0.101 0.131 0.164 
McDonald Noncentrality Index 0.840 0.894 0.936 
Population Gamma Index 0.910 0.940 0.963 
Adjusted Population Gamma Index 0.805 0.870 0.921 
 

Appendix B 

Parameter Estimates for Model 1 

 Parameter Standard T Prob. 
(metacog)-1->[KC] 7.217 0.532 13.574 0.000 
(metacog)-2->[RC] 7.859 0.533 14.732 0.000 
(DELTA1)-->[KC]     
(DELTA2)-->[RC]     
(DELTA1)-3-(DELTA1) 25.124 4.424 5.679 0.000 
(DELTA2)-4-(DELTA2) 17.695 4.766 3.713 0.000 
(CT)-->[infer]     
(CT)-5->[recofas] 0.671 0.055 12.165 0.000 
(CT)-6->[deduc] 0.861 0.079 10.844 0.000 
(CT)-7->[interp] 0.743 0.070 10.606 0.000 
(CT)-8->[evarg] 0.404 0.050 8.096 0.000 
(EPSILON1)-->[infer]     
(EPSILON2)-->[recofas]     
(EPSILON3)-->[deduc]     
(EPSILON4)-->[interp]     
(EPSILON5)-->[evarg]     
(EPSILON1)-9-(EPSILON1) 7.370 0.841 8.761 0.000 
(EPSILON2)-10-(EPSILON2) 2.022 0.274 7.367 0.000 
(EPSILON3)-11-(EPSILON3) 6.161 0.684 9.013 0.000 
(EPSILON4)-12-(EPSILON4) 5.017 0.546 9.184 0.000 
(EPSILON5)-13-(EPSILON5) 3.569 0.349 10.214 0.000 
(ZETA1)-->(CT)     
(ZETA1)-14-(ZETA1) 5.003 0.890 5.622 0.000 
(metacog)-15->(CT) 2.124 0.239 8.873 0.000 
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Appendix C 
 
Noncentrality Fit Indices fro Model 2  
 
 Lower 90% Point Upper 90% 
Population Noncentrality Parameter 0.208 0.339 0.501 
Steiger-Lind RMSEA Index 0.057 0.073 0.088 
McDonald Noncentrality Index 0.778 0.844 0.901 
Population Gamma Index 0.928 0.950 0.969 
Adjusted Population Gamma Index 0.898 0.930 0.956 
 
Appendix D 
 
Parameter Estimates for Model 2 
 
 Parameter Standard T P value
(Metacognition)-1->[DecKnow] 6.271 0.690 9.086 0.000 
(Metacognition)-2->[ProcKnow] 9.026 0.809 11.158 0.000 
(Metacognition)-3->[ConKnow] 7.070 0.669 10.565 0.000 
(Metacognition)-4->[Planning] 9.247 0.679 13.625 0.000 
(Metacognition)-5->[InfoMan] 6.876 0.520 13.224 0.000 
(Metacognition)-6->[Monitor] 7.913 0.692 11.442 0.000 
(Metacognition)-7->[DebStrat] 7.236 0.729 9.926 0.000 
(Metacognition)-8->[Eval] 8.349 0.724 11.532 0.000 
(DELTA1)-->[DecKnow]     
(DELTA2)-->[ProcKnow]     
(DELTA3)-->[ConKnow]     
(DELTA4)-->[Planning]     
(DELTA5)-->[InfoMan]     
(DELTA6)-->[Monitor]     
(DELTA7)-->[DebStrat]     
(DELTA8)-->[Eval]     
(DELTA1)-9-(DELTA1) 82.572 8.044 10.265 0.000 
(DELTA2)-10-(DELTA2) 100.429 10.256 9.792 0.000 
(DELTA3)-11-(DELTA3) 71.456 7.182 9.950 0.000 
(DELTA4)-12-(DELTA4) 57.110 6.476 8.819 0.000 
(DELTA5)-13-(DELTA5) 34.938 3.872 9.022 0.000 
(DELTA6)-14-(DELTA6) 71.918 7.408 9.708 0.000 
(DELTA7)-15-(DELTA7) 88.101 8.724 10.098 0.000 
(DELTA8)-16-(DELTA8) 78.319 8.091 9.680 0.000 
(CritThink)-->[inferenc]     
(CritThink)-17->[Recofass] 0.665 0.055 12.191 0.000 
(CritThink)-18->[deductio] 0.857 0.079 10.902 0.000 
(CritThink)-19->[interpre] 0.738 0.069 10.636 0.000 
(CritThink)-20->[evaluati] 0.402 0.050 8.112 0.000 
(EPSILON1)-->[inferenc]     
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(EPSILON2)-->[Recofass]     
(EPSILON3)-->[deductio]     
(EPSILON4)-->[interpre]     
(EPSILON5)-->[evaluati]     
(EPSILON1)-21-(EPSILON1) 7.270 0.835 8.703 0.000 
(EPSILON2)-22-(EPSILON2) 2.057 0.276 7.447 0.000 
(EPSILON3)-23-(EPSILON3) 6.150 0.683 9.002 0.000 
(EPSILON4)-24-(EPSILON4) 5.033 0.548 9.191 0.000 
(EPSILON5)-25-(EPSILON5) 3.570 0.350 10.213 0.000 
(ZETA1)-->(CritThink)     
(ZETA1)-26-(ZETA1) 5.189 0.893 5.813 0.000 
(Metacognition)-27->(CritThink) 2.104 0.236 8.927 0.000 
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Abstract: 
 
 
Accounting for Student Variability: A Track-Based Strategy for Teaching Applied Computer 
Graphics. Maicher, K.R. 
 
 
Given the rapid pace of technological advancement, it can be very difficult for educators in 
applied computer graphics to stay current with the latest concepts and methodologies. 
Contributing to this problem is the ever-expanding variation in skills and experience between 
individual students, which make it difficult to target the precise body of knowledge needed to 
design an effective curriculum. While student variability has always been an issue for educators, 
the rapid expansion of information technology and availability of educational resources on the 
Internet has greatly contributed to this condition in recent years. In an effort to alleviate this 
problem, the author has developed a track-based educational strategy for teaching applied 
computer graphics designed to provide a flexible course environment to account for degrees of 
student variability.  This paper details the problems inherent to student variability in the classroom 
and outlines the pedagogical procedures implemented as part of the track-based solution. The 
author concludes with a discussion of the impact of these procedures, data collected from student 
exit interviews and course evaluations, and recommendations for similar implementations. 
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Abstract: 
 
Digital Master:  A Supplementary Online Resource Application for Teaching Applied Computer 

Graphics. Maicher, K.R., and Glotzbach, R. 
 
 
In higher education, teaching applied computer graphics can be difficult given the relatively 
limited amount of contact between students and educators.  Unlike theoretical concepts, applied 
skills tend to be conveyed more effectively when students can observe hands-on demonstrations 
of techniques such as interface design and 3D wireframe modeling. Given the nature of higher 
education, comprehensive demonstrations are often impractical, leaving much of the learning to 
be done outside the classroom. As such, external support mechanisms are often implemented to 
maximize independent learning. Current methods for providing external assistance can be 
inefficient and problematic, resulting in less-than-optimal learning experiences. To address these 
problems, the authors have developed a supplementary online resource system called Digital 
Master.  This paper highlights the design process and developmental procedures used to 
construct the Digital Master application and the methodology employed for pilot usability and 
subjective user satisfaction testing of the initial prototype. The paper concludes with a discussion 
of the results of the pilot testing, design modifications for the second iteration of the system 
currently in progress, and future assessment testing strategies. 
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Abstract 

OK, so maybe it was closer to 1200 days, and 1400 if you count the application process. 

But, the vast bulk of it was done in 1000 days, and you have to admit the title got your attention! 

This is the story of 1021 grueling days and how one person reached the day of his final oral 

examination. There were three parts to his life: 1) work, 2) family, and 3) school, and not 

necessarily in that order. This case study starts with the confluence of positive family and work 

support, children out of the house, convenient campus location, and fulfillment of a life-long 

goal that led the author to apply to a doctoral program. This article briefly discusses the work and 

family parts of life and more thoroughly describes the educational process. There was almost no 

time for casual reading of books, watching of television, and vacations were relegated to 

semester breaks or conferences. This paper provides data on the weight gain of selected doctoral 

students through the program. This case study documents that it is possible to earn a doctorate in 

about 4 years, when the dissertation is started in parallel with classes and comprehensive exams. 

The process doesn’t begin with the first day of classes, and certainly doesn’t end with the final 

oral examination. A table shows the timeline of major events in the degree attaining process. The 

day-references in this article are relative to the first day of classes. 
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Prologue 

It began 195 days before the start of the first semester. The author received a letter (day -

195) from the university describing an Ed.D. program in Organizational Leadership. As a project 

manager and a leader of his organization, this program intrigued him and he soon attended an 

information session (day -182). There were several factors that made this an opportune time to 

pursue this degree. There was positive family and work support, the children were out of the 

house, there was a convenient campus location, and this was the fulfillment of a life-long goal. 

This led to the decision to apply to this program. 

The application was submitted (day -141) and the author took the required pre-admission 

Miller Analogies Test (MAT) on day -108. The author had been out of school since Ronald 

Reagan was President and felt he needed some brushing up for the MAT. He bought one of the 

study books with 10 sample tests in the back. He took all of them and learned one thing: If the 

question had to do with mythology: guess, because he had retained zero knowledge of 

mythological history. 

The interview (day -76) brought together two professors and about a dozen potential 

students. There was a mix of male and female potential students from early 30s to mid 50s – all 

with at least one master’s degree. The students were asked about themselves and why they 

wanted to pursue another advanced degree. Some of the potential students were never seen again, 

but a very high percentage of the ones that were admitted into the program have now finished the 

classes and are working on their dissertations. 

The author was accepted into the program (day -58). The new-student orientation 

weekend (days -11 and -10) occurred on a Friday and Saturday, just before the Labor Day 

weekend. The weekend followed the premise of situational theory – that leaders change their 
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leadership style based on the situation of the group that is being led (Hershey & Blanchard, 1969 

as cited in Northouse, 2004). The leader must evolve through four styles of leadership (directing, 

coaching, supporting, and delegating) as the follower-group moves forward on the situational 

approach path -- eventually accepting the delegated authority themselves.  

Other Events 

The author changed jobs prior to starting classes and moved to a new house. A new job, 

new house, and starting a doctoral program – sounds like a recipe for stress and a good segue 

into the next sections describing work and family. 

Work 

The author changed jobs (day -57) prior to starting classes and established a precedence 

of working late on most days, but leaving early on Tuesdays. This was due to the classes being 

held every Tuesday from 4:30 PM to 10:15 PM. His management was supportive (or at least 

tolerant) of this alternate workweek. His work occasionally required overnight travel and this 

allowed uninterrupted time for studying on the plane or in the evenings after meetings. There 

were several instances where work took precedence over school and classes were missed. This 

happened less than once per semester. 

Family 

The author found that life doesn’t stop on the home front. There were still bills to pay, 

and groceries to get – he received a lot of support from his spouse. The major event immediately 

prior to the start of classes was the move to a new house on day -23. 

Life changed after starting classes. The author and his wife tended to take vacations 

during semester breaks. In the first year of classes, the program had an experiential learning 
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event with business, government, and educational leaders in Costa Rica. This was work for the 

author, but a vacation for the author’s wife. 

In the second year of classes, a much anticipated two-week long vacation was planned 

after classes were done and before the start of the comprehensive examination semester. 

However, the author’s mother-in-law passed away during the semester break and the vacation 

time was spent with her in her last days and helping the family put things in-order afterwards. 

Sometimes vacations are just not meant to be … especially during doctoral studies. 

Professional Activities 

One of the professional service activities that this author does is to volunteer to review 

papers for a technical conference in his area of specialization. In his first year of studies, the 

author was reviewing several conference papers (day 81) and realized that some of the doctoral 

work he was doing was better researched and better written than many of the papers he was 

reviewing. That realization led to two outcomes. 1) Some of the papers were aggressively 

reviewed and looked like he “had ritually sacrificed some small animal over it” (Clapham, 2005, 

p. 390), and 2) he submitted an abstract for a paper the next day and it was accepted for 

presentation and publication. The author (with fellow students and professors) went into a 

writing and presenting mode during the second and third years of classes where they presented 

papers at conferences in Las Vegas, Hawaii, St. Louis, Long Beach (California), Montana, and 

San Francisco. This plumped up the resume/vita nicely. 

University 

The doctoral cohort in this study originally consisted of 20 early to “mid-career 

professionals interested in becoming scholar-practitioners who are pursuing the doctor [of 
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Education] in Organizational Leadership at a University defined as Research Intensive within the 

WASC category” (Schmieder-Ramirez, Fortson, & Madjidi, 2004).  

Population 

Classes started the day after Labor Day in 2003. The first day of classes is defined as day 

zero for this paper. The students in the cohort ranged in age from the late 20s to mid 50s, were 

approximately 50/50 split by gender (9 male and 11 female), 18 were working part- or full-time 

jobs and two were full-time students. This particular doctoral program requires two full years 

(six semesters) of academic classes as a cohort followed by another semester for an individual 

comprehensive examination. The comprehensive exam is usually completed before starting the 

dissertation research work.  

Class Format 

This paper’s alternate title was 100 Tuesdays to an Ed.D.  because the cohort attended 

classes from 4:30 PM to 10:15 PM every Tuesday for seven semesters of approximately 15 

weeks each (the summer semesters were shorter). These seven semesters added up to about 100 

Tuesdays. There were also several Friday night and all-day Saturday classes each semester. Two 

of the highlights were the in-country study with business, government, and educational leaders of 

Costa Rica and the meetings with policy-makers in Washington DC. 

The end of the first year was day 325 and the end of the second year was day 689. At this 

point, two of the 20 students had left the program. We imagined that we could see the light at the 

end of the tunnel because classes were complete. We were wrong. We couldn’t see the end 

because of the academic mountains known as comprehensive examination and dissertation 

research were still ahead of us. 
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We couldn’t see the light at the end of the tunnel because of the academic mountains known as 

comprehensive examination and dissertation research were still ahead of us. 

 

Comprehensive Examination 

The comprehensive exam was held on day 825. The students from the author’s cohort 

defended their 50-page paper that synthesized most of their classes. Several students chose to not 

participate. Of those who did, there were a few who passed, a few who passed with 

modifications, and a few who did not pass. For those that passed or passed with modifications, it 

was time to start dissertation research.  

Dissertation Research 

Dissertation Research cannot be explained in a short paper. For many people it starts by 

working on a professor’s research grant. Others have their dissertation topic selected before they 

start the program. Still others do not select the topic until the end of classes. Whatever the topic, 

you must have a passion for the topic – otherwise you may not have the stamina to finish. This 

author had the general topic for many years, but it took his wife to let him know that what his 

passion was. He started refining the topic in his last semester of classes and overlapped 

dissertation research with the comprehensive examination semester. 

Overlap. The overlap of dissertation research in parallel with the comprehensive 

examination can be done but is not recommended. It caused extreme stress and the author was 

diagnosed with Type II diabetes soon after the comprehensive examination semester ended. The 

diabetes cause a temporary change in vision for several months until blood-sugar levels were 

returned to normal by medication. This may or may not have been a causal relationship with the 

paralleled comprehensive exam and dissertation research. The author also had a slight weight 
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increase (as did most male students) as described in the section below describing the longitudinal 

study of weight of male doctoral students. 

 
The overlap of dissertation research in parallel with the comprehensive examination can be done 

but is not recommended.  

 

Lessons Learned. Several steps were taken to optimize the process. 1) An entire separate 

bedroom was designated for dissertation research and comprehensive examination only. 2) A 

week-by-week, management-by-objectives, schedule (Appendix) was prepared and reviewed 

weekly and sometimes daily. 3) Work on the dissertation was done every night. Finally, 4) 

family support was extremely valuable. The original milestones were not all met, but progress 

was made every week. 

The author tried to schedule his final oral examination on day 1000 but 1) it was a 

holiday, and 2) he was not ready until day 1021. 

Longitudinal Study of Weight of Male Doctoral Students 

A hypothesis was proposed during the first days of classes that doctoral students put on 

weight during their studies. This theory seemed logical since students would have to study in 

addition to the activities associated with the rest of their lives. There would be less time for 

exercise or preparing healthy meals. This seemed like it would lead to increases in weight. 

Method. Eight male students were weighed during each semester using the same 

mechanical scale (Health O Meter model 158) for a period of two years. Female students were 

offered the opportunity, but did not choose to participate. The scale was reset to zero prior to 

each weighing. There were eight participants and seven measurement periods for a total of 56 

possible samples. Students who were not able to participate in a particular semester estimated 
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their weight. Eight of the 56 possible samples (14.3%) were missed and were estimated by the 

students themselves at approximately the same time as the measurements were taken. Data are 

presented in Table 1 and Figure 1. 

Table 1 

Average Weight and Standard Deviation of Weight of Male Doctoral Students During Two Years 

of Study (Pounds) 

 
Date 
 

Oct-03 
 

Jan-04 
 

May-04 
 

Sep-04 
 

Jan-05 
 

May-05 
 

Oct-05 
 

 
Average Weight 
 

172.8 
 

171.4 
 

175.1 
 

170.0 
 

173.0 
 

173.4 
 

174.8 
 

 
Standard Deviation 
 

36.1 
 

39.2 
 

41.0 
 

38.0 
 

39.2 
 

35.8 
 

36.9 
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Figure 1. Weight of Male Doctoral Students During Two Years of Study (Pounds) 
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Results. The average weight was as low as 170 pounds and as high as 175.1 pounds. 

There was a net loss of 2.8 pounds in the first year and a gain of 4.8 pounds in the second year. 

However, the net gain was exactly 2.0 pounds, or one pound per year, for the two-year study 

period. The semester with the highest standard deviation corresponded to the highest average 

weight. The data can be separated into two groups: those above the 200 pound category (n=2) 

and those below 200 pounds (n=6). The net increase was two pounds for the eight male students. 

Both of the subgroups also showed a net increase in weight. On the surface, this increase does 

confirm the hypothesis, but does not seem statistically significant. 

Epilogue 

It doesn’t end with the final oral examination or the graduation ceremony. There are 

several administrative tasks that must be completed after the final oral examination and prior to 

earning the Ed.D. degree. These include final modifications to the dissertation, editing for proper 

grammar and formatting, approvals, signatures, forms, surveys, making multiple copies of the 

dissertation, binding, and (of course) satisfying all financial obligations to the university. These 

administrative tasks can delay the earning of the degree by six months beyond the final oral 

examination.  

Conclusions 

Table 2 is a timeline of major events in the degree-attaining process and summarizes the 

activities that led to the Ed.D. This paper provides data on the weight gain of selected doctoral 

students through the program and documents that it is possible to earn a doctorate in about 4 

years, when the dissertation is started in parallel with classes and comprehensive exams. It can 

also take a lot longer. Enjoy the graduation ceremony and the parties! 
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Table 2 

Timeline of Major Events in the Degree Attaining Process 

Event Date Elapsed days 
      
Letter from School Wednesday, February 19, 2003 -195 
Information Session Tuesday, March 04, 2003 -182 
Application Monday, April 14, 2003 -141 
Miller Analogies Test Saturday, May 17, 2003 -108 
Interview Wednesday, June 18, 2003 -76 
Start new job Monday, July 07, 2003 -57 
Accepted into Program Friday, July 18, 2003 -46 
Move to new house Sunday, August 10, 2003 -23 
Bonding weekend Friday, August 22, 2003 -11 
First day of school Tuesday, September 02, 2003 0 
End of first Semester Friday, December 12, 2003 101 
End of first year Friday, July 23, 2004 325 
End of second year Friday, July 22, 2005 689 
End of comps Monday, December 05, 2005 825 
Prelims Wednesday, February 15, 2006 897 
Memorial Day Monday, May 29, 2006 1000 
Final Orals Monday, June 19, 2006 1021 
Fall 06 semester ends Friday, December 15, 2006 1200 
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member of the advisory board for the Precise Time and Time Interval Conference. He and his 

wife Kathy live in Irvine and Rancho Mirage, California. They have one daughter and two 

granddaughters. He enjoys playing with his granddaughters, gardening projects, collecting 

various objects, traveling, and writing. 
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Appendix 
Week-by-week schedule, once topic had been selected. Brackets [17] indicate exact date in 

2005/2006. ILL=inter library loan, IRB=institutional review board, LCE=review team. 
Week ending Done Dissertation: Plan and Progress 

7-Aug-2005 x One page chapters 1, 2 & 3, email to Chairman 
14-Aug-2005 x Second email to Chairman. Wait 
21-Aug-2005 x Wait and print articles 
28-Aug-2005 x Wisconsin, work on outline 

4-Sep-2005 x Wisconsin, funeral 
11-Sep-2005 x A1 form signed, registered, print articles 
18-Sep-2005 x Dissertation workshop [17], print articles 
25-Sep-2005 x Met with TG, got ideas, rewrote chapters 1, 2 & 3 (rev D) 

2-Oct-2005 x read prep books & other diss, chapter outline, rx guidelines from Chairman 
9-Oct-2005 x Chapter outline to Chairman [4], review outline with LCE [7], order books/articles 

16-Oct-2005 x read and write, started chap 1, rx books/articles from ILL,  
23-Oct-2005 x read and write, note to Chairman if no reply on outline, diss workshop [22] 
30-Oct-2005 x write chapter 1, sent status update #2 [24] 
6-Nov-2005 x write and send chapter 1 to Chairman [3], he will reply in 2-3 weeks, draft ch 3 

13-Nov-2005 x read literature, got UCLA dissertation, write chapter 3 
20-Nov-2005 x write 3, make corrections, send update #3 [17], send ch 3 to LCE [20] 
27-Nov-2005 x rx chapter 1 [22], start chapter 2, mod 3 from LC [27] 

4-Dec-2005 x ch 2, diss workshop [3],  
11-Dec-2005 x ch 2 & 3, registered for class, 2 books from ILL 
18-Dec-2005 x updated 1 and 3, send F/1/3 to Chairman with update #4 [18] 
25-Dec-2005 x ch 2, received comments to 1/3 

1-Jan-2006 x ch 2, corrections to 1, 3 
8-Jan-2006 x submit chapters 1, 2 & 3 to Chairman [Jan 2] with update #5 [2], start IRB paperwork 

15-Jan-2006 x wait, choose committee, form A2, update #6 [10] 
22-Jan-2006 x rx comments, corrections, submit 3 chapters to committee [week 1 with committee] 
29-Jan-2006 x wait [week 2 with committee], prepare charts for prelims, form P1 & P2, diss wkshp 
5-Feb-2006 x make mods-if any [week 3 with committee], file for prelim orals, prep IRB forms 

12-Feb-2006 x wait, send charts to Chairman [7], modify charts, prep IRB forms 
19-Feb-2006 x orals [15], form P3, make modifications, submit to IRB, update 
26-Feb-2006 x Prepare for research, review chapters 1-3 for editorial problems 
5-Mar-2006 x wait, ok from IRB [4], start research, update #7 

12-Mar-2006 x perform research, time off from work 
19-Mar-2006 x take off from work, complete research, do coding, backup files 
26-Mar-2006 x do statistical analysis and start writing chapter 4, SES conference 

2-Apr-2006 x send draft of ch 5 to Chairman, update #8 [14] 
9-Apr-2006 x Chairman will not get to it until May, rewrite 4 and 5, AERA conference 

16-Apr-2006 x rewrite 4 and 5, clean up front matter, change tense on chapters 1, 2 & 3 
23-Apr-2006 x rewrite 4 and 5, clean up front matter, change tense on chapters 1, 2 & 3 
30-Apr-2006 x submit chapters 4 and 5 to Chairman, update #9 [30], register for class 
7-May-2006 x prep charts for final orals 

14-May-2006 x submitted all 5 chapters to committee [12] 
21-May-2006 x suggest date, prep charts, prep form F1 and F2,  
28-May-2006 x rx comments [22], make corrections, submit to committee, update #10 [26] 

4-Jun-2006 x forms F1 and F2 signed and submitted, submit charts for final orals 
11-Jun-2006 x prep for final orals, prep submission for AERA2007 
18-Jun-2006 x prep for final orals, final tweak on charts 
25-Jun-2006 x final orals [19], form F3, passed!!!  list of modifications 

2-Jul-2006 x start: mods and editing process 
9-Jul-2006 x Graduation [8], party [8], continue editing 
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Best Practices for Developing Effective Professional Development 
Opportunities for Distance Education 

Abstract 
 
 

As the demand for anytime, anywhere learning increases, universities are faced 

with the challenge of keeping faculty and instructors abreast of all the new 

technologies to help make distance education effective.  The College of 

Education at East Carolina University has developed an Instructional Technology 

Center (ITC) to assist faculty as they face the paradigm shift and prepare to 

teach in the distance education arena.  The primary mission of the ITC is to 

support the integration of technology for teaching and learning by providing 

timely, effective technical support for faculty, staff and students; promoting 

the use of technology in distance instruction; and by providing effective 

professional development opportunities for faculty, staff, and K-12 educators. 

This report will discuss the best practices and different design strategies that 

are used to assess the needs of faculty, design and deliver professional 

development.  Examples of successful professional development activities and 

lessons learned along the way will be explored. 
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The Diabetes Epidemic, Intervention Strategies,                         and 

Related Economic Factors  
 
This paper presented demographic data illustrating the extent of the current international 
diabetes epidemic and explored current opinion related to the impact of contemporary 
therapeutic lifestyle interventions on diabetes and related health concerns. Lifestyle 
intervention with type 2 diabetes, in particular, was reviewed. Outcome research data 
from the Marshall University Diabetes Exercise and Cardiac Rehabilitation Center were 
also presented.  
 
Therapeutic lifestyle interventions can significantly reduce premature all-cause mortality 
and disability, improve quality of life, and increase chances for longevity in the 
population at large. These benefits are presumed for diabetes patients as well, but such 
interventions are not without risk. For this reason, the importance of screening 
participants with a thorough medical history and physical examination prior to initiating 
their programs was emphasized with a unique case study presentation. Although lifestyle 
and related interventions have consistently proven effective, mainstream health and 
medical educators, many times, are not convinced of their efficacy unless related 
outcomes impact the financial bottom-line. Accordingly, this paper presented data 
showing significant improvements in the economic domain resulting from clinical and 
lifestyle interventions.     
 
The objectives of this presentation were to:  

 Illustrate the magnitude of the diabetes epidemic in the world 
 Review the impact of this epidemic on co morbid clinical states 
 Illustrate the alarming increase of type 2 diabetes in children 
 Demonstrate the effectiveness of therapeutic lifestyle intervention 
 Illustrate the importance of screening these individuals prior to their program 
 Illustrate the impact of therapeutic interventions in the economic domain 

 
Introduction 
 
The prevalence of diabetes is increasing in epidemic proportions relative to population 
growth, aging, urbanization, and increases in obesity and physical inactivity (1). Because 
most data sources do not distinguish between type 1 and type 2 diabetes, it is not possible 
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to delineate between diabetes subtypes. Because type 2 diabetes accounts for more than 
90% of diagnosed diabetes cases (2), this paper will concentrate primarily on type 2 
diabetes mellitus.  

Type 2 diabetes is the result of an interaction between genetic predisposition and 
behavioral and environmental risk factors. Although the genetic basis of type 2 diabetes 
has yet to be identified, there is extensive evidence that modifiable risk factors such as 
physical activity and obesity are the primary nongenetic disease determinants (3, 4).  
 
The Extent of the Problem 
 
Table 1 shows the International Diabetes Institute estimate of approximately 
239,250,000 cases of diabetes in the world by 2010. This is contrasted with                
110,186,000 and 175,331,000 cases, respectively, in 1994 and 2000.   
 
   

Table 1. GLOBAL PREVALENCE OF DIABETES** 
Diabetes 1995 to 2010: Estimates and Projections 
International Diabetes Institute [IDI] WHO Collaborating Centre 
Melbourne, Australia [www.idi.org.au 
 
World/   People with  People with  People with 
Region  diabetes:1994 diabetes:2000 diabetes:2010* 

 
World  110,186,000 175,331,000 239,250,000 
Africa      5,299,000        12,091,000   18,823,000 
Asia    51,237,000   94,732,000 138,145,000 
North America   15,085,000   16,976,000   18,868,000 
Latin America   12,605,000   16,469,000   20,248,000 
Europe    18,460,000   23,714,000   27,994,000 
Former USSR     6,636,000        10,251,000   13,852,000 
Oceania          64,000          1,098,000          1,320,000 

 
*The WHO estimates that up to 300,000,000 will have diabetes by 2025. 
**This statistical summary prepared by wpm from IDI data on June 3, 2000. 
  
A study (1), using World Health Organization (WHO) data for 191 member states 
applied to United Nations’ population estimates for 2000 and 2030, arrived at similar 
figures, but  extended the estimates to 2030, with a figure of 366,000,000 people (Table 
2). They also suggest that these figures underestimate future diabetes prevalence.  
 
One reason for underestimation is that data are more limited for younger and older age 
groups. As well, the metabolic syndrome and other forms of glucose intolerance, forms of 
pre-diabetes, are present in almost 50,000,000 adult Americans (5). The burgeoning 
overweight/obesity epidemic will likely have a monumental impact on these numbers. 
Recent research (6) indicates that 65% of adults aged at least 20 years and 31% of 
children aged 6 through 19 years are overweight or obese. Vasan (7) estimates the future 
burden of obesity and related conditions to be even greater. Data from the Framingham 
Heart Study shows that 9 out of 10 young to middle-aged men and 7 out of 10 women are 
likely to become overweight/obese over the next 30 years.  
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The prevalence of type 2 diabetes and impaired glucose metabolism (i.e., prediabetes) 
among US adolescents aged 12-19 is also substantial. Recent research estimates that 
134,071 have diabetes – 95,066 with type 1 and almost 40,000 with type 2. The latter 
figure is particularly disturbing because type 2 diabetes has historically and clinically 
been considered adult onset diabetes. Of even greater concern is the estimate of US youth 
with prediabetes – 2,769,736 (8). 
 

Table 2. Countries with Highest Estimated Diabetes Cases [millions] 2000 - 2003 
  2000     2030 
Ranking Country Cases   Country  Cases  
1  India  31.7   India  79.4 
2  China  20.8   China  42.3 
3  U.S.  17.7   U.S  30.3 
4  Indonesia 8.4   Indonesia 21.3 
5  Japan  6.8   Japan  13.9 
6  Pakistan 5.2   Pakistan 11.3 
7  Russian Fed. 4.6   Russian Fed. 11.1 
8  Brazil  4.6   Brazil  8.9 
9  Italy  4.3   Italy  7.8 
10  Bangladesh 3.2   Bangladesh 6.7 
World Total [millions]   177     366 
Adapted from: Wild S et al. Diabetes Care 27:1047-1053, 2004.  
 
Roglic and colleagues provide the first global estimates of mortality attributable to 
diabetes. They report that approximately 2.9 million died of diabetes in 2000, 3 times 
previous estimates. This would make it the fifth leading cause of death (9). More recent 
research provides greater cause for concern in the United States (US), suggesting that the 
number of individuals with diabetes in the US will increase by 198%, from 16.2 million 
in 2005, to 48.3 million in 2050. This would more than double the number of US citizens 
with diabetes, 12% of the population. (10).    
 
Cardiovascular disease is characterized by an accelerated atherosclerosis in diabetes and 
is the leading cause of morbidity and mortality in these patients. Heart disease and stroke 
account for almost 70% of diabetes mortality. And research has shown that type 2 
diabetes patients who have not previously experienced a myocardial infarction (MI) have 
the same risk of an MI as nondiabetics with a prior history of MI (2, 11).  
 
Diabetes is the leading cause of blindness and end-stage renal disease, and up to 70% of 
those with diabetes have peripheral neuropathy, a leading cause of lower extremity 
amputations. More than 60% of nontraumatic lower extremity amputations occur in 
diabetics – 82,000 such procedures were performed in 2002 (2). The impact on premature 
disability, death, and quality of life is substantial. A recent study by Booth and colleagues 
concluded that diabetes confers an equivalent risk to aging 15 years (12).  
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Clinical Therapeutic Lifestyle Intervention 
 
Research has clearly shown that intensive medication therapy and therapeutic lifestyle 
intervention, alone or combined, can prevent, cure, or correct type 2 diabetes and 
substantially reduce the microvascular and macrovascular complications related to type 1 
diabetes (13, 14).         
 
Current opinion holds that a comprehensive program of exercise should be an integral 
part of patient care, and that low cardiorespiratory fitness and physical inactivity are 
independent predictors of all-cause mortality in type 2 diabetes mellitus (15). Intervention 
studies in the United States (16), Sweden (17), China (18), and Finland (3) have 
convincingly demonstrated that regular physical activity, either alone or combined with 
other strategies, can delay or prevent type 2 diabetes and related complications in high-
risk subjects. In a recent editorial on the role of physical fitness in managing patients with 
diabetes, Clark (19) commented: “The data supporting the health benefits of physical 
activity are overwhelming. We must move from demanding more data to learning how to 
apply what we already know.” 
 
The well-documented link between obesity, cardiovascular disease, and diabetes also 
mandates the inclusion of weight management and obesity prevention in therapeutic 
lifestyle intervention programs. It is imperative that these programs be established to 
reverse the epidemics of obesity, metabolic syndrome, and diabetes with their 
accompanying metabolic disorders, sometimes in the form of insulin resistance (4). 
Failure to do so may result in our health care systems being overwhelmed with the 
astronomic numbers shown in Tables 1 and 2.   
 
         Figure 1.  Impact of the Diabetes Prevention Program On    
          the metabolic syndrome [red] and t2DM [green] 

 

Reduced Type 2 Diabetes & Metabolic Syndrome Incidence          
DIABETES PREVENTION PROGRAM

Therapeutic lifestyle intervention more effective than drug
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Figure 1 illustrates the Diabetes Prevention Program (16) impact on type 2 diabetes and 
the metabolic syndrome, considered to be a form of pre-diabetes. Therapeutic lifestyle 
intervention that included exercise and weight reduction was twice as effective as 
medication (i.e., metformin/glucophage) in preventing type 2 diabetes and even more 
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effective in preventing the metabolic syndrome. And clinicians know that patients who 
establish sensible lifestyles usually require less medication when it is required.  
 
Table 3 lists some benefits that may contribute to these favorable clinical outcomes. The 
Handbook of Exercise in Diabetes provides a more comprehensive review (20).   
 

Table 3.  
Benefits of exercise for patients with type 2 diabetes  
• Improved insulin sensitivity 
• Improved blood glucose control 
• Improved cardiovascular risk factor status 
• Improved fibrinolytic mechanism 
• Improved psychological status 
• Increased muscle mass 
• Reduced bodyfat 
Adapted from: Marley WP et al.                               
Canadian J Diab. 26:241-5, 2002. 
 
The Importance of Screening 
 
Exercise, however, is not without risks, and patients with diabetes should be screened 
carefully for existing macro- and microvascular complications prior to beginning an 
exercise program. A thorough medical history and physical examination, which focuses 
on signs and symptoms of diseases affecting the cardiovascular system, eyes, kidneys, 
and nervous system, should be part of the pre-participation medical profile. A graded 
exercise test may prove useful for some patients (Table 4).  
 

Table 4.   
Exercise testing may benefit these type 2 patients.   
• Age >35 years 
• Type 2 diabetes >10 years 
• Known or suspected CVD 
• Prevalence of CHD risk factors 
• Microvascular disease/disorder 
• Autonomic  neuropathy & incompetence 
Adapted from: Marley WP et al.  
Canadian J Diab. 26:241-5, 2006.   
 
Absolute contraindications to exercise participation include severe hyperglycemia, 
ketosis, recent significant electrocardiographic changes, unstable angina pectoris, 
uncontrolled cardiac arrhythmias causing hemodynamic compromise, untreated high-risk 
proliferative retinopathy and retinal hemorrhage.  
 
Comorbid conditions such as hypertension, dyslipidemia, retinopathy, renal disorders, 
peripheral and autonomic neuropathy, previous myocardial infarctions (MI) and a history 
of revascularization procedures, are commonly observed in patients with type 2 diabetes. 
It is also not uncommon for these patients to have occult ischemic heart disease relative 
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to cardiac autonomic neuropathy (CAN) and concomitant myocardial ischemia. They 
may be asymptomatic, even during a conventional multi-stage exercise test (MSET), in 
the presence of significant ischemia observed on the electrocardiogram (ECG). Not 
surprisingly, sudden death has been associated with CAN in such patients (20, 21).  
 
A Case of Cardiac Autonomic Neuropathy (CAN) 
 
A recent publication (22) by the author outlines such a case (Table 5). Following 
successful coronary artery bypass graft surgery recommended as the result of our 
screening procedures, this patient safely entered our program and continues to be active. 
 

Table 5. Multi-Stage Exercise Test Findings: Case Example 
A 65 Year-Old Male With Type 2 Diabetes & PVD 

 
Resting BP: 148/82  Peak BP:  204/96 
Resting HR: 62  Peak HR: 127 
    %APHR:82% 
    Post BP: 180/88 Post HR: 82 
Stopping Codes:   Sig. contour changes 4mm] 
    and silent ischemia [CAN]:  
    Contraindication and referral 
Clinical outcome:   Positive angiogram and   
    referral for CABGSx5 
 
Marley WP, Marsh LA. Type 2 diabetes and exercise: The importance 
of screening. Canadian Journal of Diabetes. 2002;26:241-5. 
 
Table 6 shows some of his clinical data for a subsequent 4-year period. Examination of 
these data underlines the importance of a lifetime commitment to a therapeutic lifestyle.    
    

Table 6. HbA1c & FBG: Case Example 65 Year-Old Male With Type 2 DM   
Variable  Baseline 2yr  3yr  4yr 
HbA1c*  0.078[7.8] 0.085[8.5] 0.088[8.8]  0.069[6.9]  
FPG   14.2[256] 9.9[178] 6.7[121] 5.1[92] 
*mmol/L [mg/dl] 
Medications:  Felodipine 10mg QD, Glipizide 10 mg BID; lovastatin 40 mg QD; 
Cilostazol 100 mg QD; ASA 325 QD. 
Marley and Marsh, Canadian Journal of Diabetes. 2002. 
 
Related Economic Factors 
 
The estimated annual cost of diabetes to our health care systems is $132 billion. This 
includes direct medical costs of $92 billion and $40 billion in indirect costs  (e.g., 
disability, work loss, premature mortality (2)     .  
 
What about the bottom line for intervention? Research (23) in the Diabetes Exercise and 
Cardiac Rehabilitation Center at Marshall University has shown that improved  clinical 
profiles achieved by cardiac patients with comorbid diabetes in a multifactorial cardiac 
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rehabilitation program reduced their dependence on the health care system in several 
ways. This included significant reductions in medication, emergency room visits, hospital 
admissions, and visits to their physicians. See (Table 7).  
 
Sidorov (24) and colleagues analyzed the economic impact of a disease management 
program on medical costs for diabetes patients. They report savings in paid claims of 
$108 per member per month for intervention patients compared to controls. That would 
translate to more than $100,000 annual savings in paid claims for the 82 patients 
currently enrolled in our program.   
 

Table 7.                  Economic Domain 
                                               Medical System Utilization 
Variable     Pre Post [P<0.01] N 
 
Medication    7.94 7.36  37 
 
ER Visits    1.68 0.78  33 
 
Hospital Admissions   1.08 0.27  33 
 
Physician Visits   8.39 3.31  31 

 
Marley WP, et al.  J Cardiopulm Rehab. 2006;26:262.  
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Supporting Professional Identity through Mentoring Activities 
 Michael P. Marlow, University of Colorado at Denver 
 

Abstract 
Enhancing a teacher’s professional identity is a potential solution to the 
drift and disconnection experienced by many teachers during their career. 
The rational in this study is that mid-career teacher leadership involvement 
in a multi-experienced professional cohort presenting and attending 
together at a conference is one way to increase their professional identity.   
The potential of an enhanced sense of professional identity through self-
awareness of their mastery experiences, collaborative skills and teacher 
leadership is that it may impact a mid-career teacher’s connection to the 
profession, resulting in a renewal of commitment to teaching. This 
research is grounded in both social learning theory and social cognitive 
theory. 
 

Introduction 
The enhancement to the professional identity of a teacher placed in a leadership role is 
accomplished through both formal and informal activities. Through these experiences 
teachers recognize that they are members of an active community of evaluative dialogue 
where ideas, methods and experiences are shared, and in so doing that they have special 
expertise in the profession and are able to share that knowledge. This interaction creates a 
process through which an active participant constructs personal knowledge, skill, and 
values directly from an experience within the environment.  Self-realization occurs when 
carefully chosen experiences are supported by self and group reflection, critical analysis, 
and synthesis.  Experiences are structured to require the learner to take initiative, make 
decisions, and be accountable for the results.  The outcome is personal and self 
constructed, preparing for and leading to future experiences and personal recognitions.  
Relationships are developed and nurtured.  Experiences may result in success, failure, 
adventure, risk-taking and uncertainty, since the outcome cannot be totally predictable. 
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Everyone involved has their own perspective on a situation and event and these 
perspectives influence understanding and action.  Lave and Wenger (1991) suggest that 
individuals learn as they participate by interacting with the community, its history, 
assumptions and cultural values, rules, and patterns of relationship; the tools at hand, 
including objects, technology, language and images; the moment’s activity, its purposes, 
norms, the practical challenges.  Shared knowledge emerges from the interaction of these 
elements.  The interactions and shared experiences result in what Davis and Sumara 
(1997) refer to as a `commingling of consciousness’.  As each participates the relational 
space among them all changes.  This is `mutual specification’ (Varela, Thomas, and 
Rosch, 1991), the fundamental dynamic of systems engaging in mutual action and 
interaction.  Activities that involve professionals in open and dynamic discussion, mutual 
problem solving and/or collaborative learning draw the participants into a community of 
learners (or what we refer to as a professional cohort) and contribute to an understanding 
of both theirs and the group’s capabilities.  Thus it is suggested that teachers who 
participate together in meaningful and purposeful ways are more likely to remain in the 
profession because they feel valued and supported in their work (Beane 1998; Barth 
1999). A variety of studies have also found clear evidence of the positive effect of 
professional experiences on teachers’ self-efficacy and level of morale (Little, 1995). 
These developed and then self-recognized qualities and behaviors are what define teacher 
leaders (Alverdo, 1997; Crowther, 1997; O’Hair and Reitzug, 1997; Paulu and Winters. 
1998; Wynne, 2001).  Indicators of these qualities are listed in the following table. 
 
Teacher as Leader 
Self Awareness Social Skills Social Awareness Self Management 
•  Professional who 
makes a difference 

• Encourages 
professional sharing 

• Creates a sense of 
community 

• Tolerant and 
reasonable 

•  Strong understanding 
of teaching and learning 

• Willing and able to 
change 

• Seeks professional 
opportunities for self 
and others 

• Manages time and 
pressure in difficult 
situations 

•  Value teaching as an 
important profession 

• Acts on opportunities 
for others 

• Supports all teachers 
for positive student gain 

• No-blame attitude for 
others 

Adapted from Crowther et al, 2002 
 
Mentoring of young teachers provides an opportunity to develop and model teacher 
leadership concepts. The more experienced teachers serve as a role model, encouraging, 
counseling, and befriending less experienced teachers for the purpose of promoting both 
groups professional and personal development.    
 

Assessing the Impacts 
This research is grounded in both social learning theory and social cognitive theory.  The 
approach to leadership being developed is transformational leadership that emphasizes 
the significance of the person and personal traits in bringing about social and cultural 
change.  The project was designed to develop an enhanced professional sense of self in 
both the mentor and those mentored.  Two domains composed this evaluation aspect. (a). 
The effects of informal experiential activities on a teacher’s sense of professional self, 
and  (b). The effects of participating as a mentor in this cohort on their sense of 
professional self as a leader.  The assessment utilized a multi-method design that focused 
on teacher’s attitudes on professionalism —Likert-type questionnaires, in combination 
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with interviews were used (Peterson, Fennema, Carpenter & Loef 1989). The feeling was 
that this comprehensive approach to assessment would be more likely to capture the 
complex aspects of the teachers sense of professional self and whether this had been 
accomplished by the project activities and being part of a cohort.  Kagen (1990) supports 
this position. 
 

The Experiential Setting 
The University of Colorado at Denver and Health Sciences Center, School of Education 
& Human Development Mentoring Project~ a leadership program that connected first 
and second year science teachers with experienced science teachers in presenting at the 
National Science Teachers Association Conference in Anaheim, CA. The purpose of the 
project was to positively impact both teacher groups’ sense of professional self.  Five 
UCDHSC science workshops were accepted for presentation at the conference.  Each had 
a team of 2-3 experienced teachers and 4-5 early career teachers, along with a number of 
university faculty assigned to each workshop.  All participated in the planning and 
presentation.  Expectations were that both groups would become more professionally 
connected through both the presentation and attendance at the conference as a community 
of practice.  To assess this impact we utilized a pre-assessment of expectations, a journal 
during the conference and a new technology~ digital storytelling as a way for the teachers 
to tell their personal story of the experience after the event.  Digital storytelling is 
commonly used to introduce, such as the professional story of an online course instructor 
or to stimulate a topic discussion.  The stories were used as an assessment of the 
experience’s impact on the teachers self efficacy.  A coding lens was developed with 
which to evaluate the stories to compare common themes highlighted by the teachers.  
Triangulation of the digital story data with the other more traditional survey and 
interview assessment tools was done to determine individual professional impacts. 
 
The National Science Teachers Association National Conference is the largest 
professional conference in the U.S.  Eighteen thousand science teachers attended.  It was 
expected that involving new teachers with the teachers at this conference in a 
professional way (presenting workshops) would positively impact their sense of self and 
belief that they belong in this profession.  Science teacher attrition rates in the first three 
years teaching are listed in a number of Federal reports as high as 30%.  This number is 
even higher for urban school science teachers that make up the majority of teachers 
participating in this project. For the more experienced teachers in this cohort, teacher 
leadership in the form of mentoring is a potential solution to the drift and disconnection 
experienced by many teachers during their career. One rational for this study is that mid-
career teacher leadership involvement in a multi-experienced professional cohort 
presenting and attending together at a conference is one way to increase their professional 
identity and generate a higher degree of engagement in the profession. The digital stories 
that we asked the teachers to complete created a kind of conversation that promoted 
teacher self-understanding and differs from usual modes of teacher reflection.  We 
anticipated that for the teachers the process would be more important than the product, 
bringing deeper understanding of self and the experience to the surface, recognizing that 
they are part of a worthy profession with significant impact, not just holding a job.  Being 
around thousands of excited science teachers from across the U.S. as well as part of a 
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stimulating learning community from their local schools would be the seed for this 
realization.  
 
NSTA Presentations at Anaheim, Spring 2006 
 
Session Title Session Description 1-2 year 

teachers * 
Experienced 
Teachers* 

University 
Mentors* 

Legal Issues Surrounding 
the Teaching of Science 
 

Presented a workshop on the legal 
issues surrounding the teaching of 
science. 

3 2 2 

Student Inquiry Activities 
with Dinosaurs and Other 
Fossil Life 
 

Explored methods for student 
inquiry into prehistoric life and 
ancient environments. Includes 
hands-on workshop using fossil 
mold making, dinosaur track and 
environmental interpretation of 
sediment activities. 
 

4 6 4 

Building Understanding 
Through a series of 
Connected Activities 
 

Participants did a series of 
connected inquiry activities using 
flowers to demonstrating a method 
that moves students from base 
knowledge to more complex 
understandings. 
 

4 6 3 

Adventure Engineering: 
Exciting Students with Real 
World Scenarios 
 

 Explored an inquiry-based 
resource that allows students to 
solve real world problems in the 
context of volcanoes, asteroids, 
the rainforest and the biosphere. 
 

3 2 2 

Environmental Literacy: 
Bridging the Science and 
Social Studies Education 
 

Guided teachers to understand 
how to bridge curriculum 
standards and how to develop 
lessons and units that move 
children from awareness to 
citizenship. 
 

4 2 2 

* Some members of the group (28 total) participated in multiple workshops. 
 
The teachers were taught the digital story technology prior to attending the conference, 
kept a journal at the conference and convert it to digital stories upon return.  Each 
participated in a presentation of their stories at a group gathering to further embed the 
experience.  Digital stories ranged in length from 3-5 minutes.  In addition teachers filled 
out a number of pre surveys, concerning their conference expectations, which in the 
attending group they knew and in what context and how they viewed themselves 
professionally.  Eight of the teachers in the project were considered experienced teachers. 
Data connected to these eight was evaluated in this study. The combination of these data 
sources developed the following observations and conclusions. 
 

Method 
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The first step was to determine what themes relating to teacher leadership development 
were present in the data sources.  Drawing from a constant comparative approach, data 
sources were coded sequentially, using emerging codes (with an eye toward indicators of 
professional leadership) arising from open coding. As each new data source was 
examined, new codes were added to the master code list.  This method was used to 
develop five significant codes matching teacher comments derived from a number of 
sources.  These include: a pre-conference expectations survey, a journal developed at the 
conference and a digital story completed after the conference.  The developed codes are: 
  
 • Sense of connection with the profession 
 • Sense of connection to individuals 
 • Value of socializing at the conference 
 • Value of participating in the sessions 
 • Personal significance of the overall experience 
 
An analysis of the coded statements utilized a framework using the three levels of reflection 
identified by Surbeck, Han, and Moyer (1991): (a) reacting – commenting on feelings 
towards the learning experience, such as reacting with a personal concern about an event;    
(b) elaborating – comparing reactions with other experiences, such as referring to a general 
principle, a theory, or a moral or philosophical position; and  (c) contemplating  - focusing on 
constructive personal insights or on problems or difficulties. Occurrences of codes were 
tabulated and combined from artifacts of each individual through axial coding. 

To assign a level or degree of reflection to individual thoughts or chains of thought from 
the artifacts, each coded entry was situated within the reflection framework. Occurrences 
of reflection levels were tabulated and normed as a percentage of total entries for each 
artifact. Then, to determine which elements of professional identity were reflected upon 
most deeply, themes derived from the first process were grouped according to their 
occurrences at the three reflection levels. Codes falling into level 2 or 3 indicated a level 
of reflection considered to be impacting their professional identity. 
 
Finally, data were summarized for each of the experienced teachers, by answering the 
following questions: 
1. Did journal and digital story reflections build on pre-conference descriptions of the 
     teacher’s professional self? 
2. What evidence exists to indicate a more developed sense of professional self as a 
     teacher? 
3. What evidence exists to indicate a more developed sense of professional self as  a 
     teacher leader? 
4. What evidence exists to indicate a more developed sense of connection to the teaching 
     profession or to other teachers in the cohort? 
 
Coded Data Observations 
 
Codes Framework 

Match 
Examples of statements 

Sense of connection with the 197 total “Last year I was ready to quit.  Now I feel good 
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profession statements 
 
23% were 
at level 1 
 
56% were 
at level 2 
 
21% were 
at level 3 

to call myself a teacher again.” 
“This conference rejuvenated me- and my career.  
Seeing all those incredibly smart people and all 
the cool things they are doing in their 
classrooms.” 
“What I enjoyed most was simply being around 
educators like myself.” 
“One of the best parts of this volunteer 
experience was the look of surprise on the faces 
of colleagues as they approached the exhibition 
hall and saw Susan and I behind the counter. 
Priceless!” 

Sense of connection to 
individuals 

111 total 
statements 
 
67% at 
level 1 
 
18% at 
level 2 
 
15% at 
level 3 

“I had a great time getting to know all the 
coworkers” 
“I’m late for my next session and my two new 
friends are going to it also.” 
“I had met everyone before, but felt like I knew 
them a lot better after this trip” 
“Saying goodbye to everyone is hard but 
knowing that I will soon be seeing them again 
keeps it sane.” 

Value of socializing at the 
conference 

78 total 
statements 
 
65% at 
level 1 
 
19% at 
level 2 
 
16% at 
level 3 

“It was nice socializing when we went to the 
Prentice Hall party.  We are planning on 
adopting their textbooks this year and this was a 
good connection for the district.” 
“We spent a couple of hours hanging out, having 
a few drinks and getting to know each other 
better.  Almost every one ended up there so 
again we connected which I felt was lacking 
throughout the conference.” 
“Elizabeth and I went to gather up some others 
that were worried about their presentation and 
still working on it.  We chased them out of their 
room for a few hours and hopefully they had 
some fun and some relief from the stress of their 
presentation.” 

Value of participating in the 
sessions 

154 total 
statements 
 
12% at 
level 1 
 
70% at 
level 2 
 
18% at 
level 3 

“I don’t want to go out there and not be 
prepared, not have a quality session” 
“I found myself thinking how I could present at a 
future conference by myself.” 
“Cynthia was at my table and I could see that she 
was uneasy at first.  I assisted her and she did 
great.” 
“Watching the young teachers prepare for their 
session amazed me, they so badly wanted to do 
well, and they did!” 

Personal significance of the 144 total “I’m still flying from yesterdays sessions.  We 
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overall experience statements 
 
12% at 
level 1 
 
65% at 
level 2 
 
23% at 
level 3 

go see Bill Nye speaking- has me hook, line and 
sinker.” 
“The collegial spirit of teaching is not found in 
all professions and is something that I value.” 
“The new teachers were so excited to meet Bill 
Nye. It was wonderful to watch them as they 
approached and asked him for a signed picture” 

  
Conclusions 

For most of the experienced teachers- 88% (level 2-3) participation in the project was an 
important opportunity for them to participate in beginning teacher’s success and learning.  
All eight mentioned a number of times in the data the importance of enculturation of the 
new teachers into the profession.  Commonly mentioned was their sense of leadership or 
being on the “road to leadership.’  Although extracurricular socialization was mentioned 
as important to the enculturation process by most of the experienced teachers- 35% (level 
2-3) there was disagreement on how important or whether it should be deliberate 
socialization or spontaneous.  The use of digital stories to reflect on the experience 
proved valuable, not only as a tool for our evaluation but also for the teacher’s sense of 
the value of the experience.  As one teacher noted when writing about viewing the stories 
“ I see the same passion for education in others eyes as I do when I look in the mirror.”  
Another said, “I feel more connected and part of a community.” Evidence suggests that 
for at least- 77% (level 2-3) experienced teachers the culminating experience of the 
project did lead to feelings of being connected to a worthy profession and a belief that 
they had something to share with the novice teachers.  Although one seem to feel 
disconnected with the younger teachers she mentioned her own “shyness as a cause of 
this disconnect” and if she “had more time with the group she likely would have become 
more involved.” With this said she went on to recognize the importance of the experience 
for herself and how it rejuvenated her career. 
 
Analysis of the pre-connection data indicated the relational space among most of them 
changed.  The multiple data evidence support this change.  Teachers that did not know 
each other prior to the conference or had little prior contact became colleagues and spoke 
of future collaboration.  Some of them have submitted joint proposals for next years 
NSTA Conference.  Individual’s names appeared in the journals and digital stories that 
had no pre conference connection. These connections did not follow any experienced or 
inexperienced trend but rather a mix of experience.  The expansion of one’s professional 
circle is a necessary support in the recognitions of one’s place in the profession. 
According to Sergiovanni, Kelleher, McCarthy, and Wirt (2004), "Success involves 
learning and cultivating relationships, building the capacity of teachers, figuring out 
better pathways to success, and providing the support teachers need to come together as 
communities of practice." 
 
Professional growth requires that teachers engage in intellectual work in various informal 
settings other than the classroom. The potential in these experiences is an enhanced sense 
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of professional identity through self-awareness in mentoring experiences and 
collaborative opportunities which impacting a mid-career teacher’s motivation and 
persistence. 
 
Typically, evaluation of a professional development activity such as this one is completed 
at the end of the activity. The evaluation usually is restricted to the participant's initial 
reaction to the experience.  Although assessing these factors has value, the most 
important factor is the long-term impact of the professional development activity. An on-
going connection with this group of educators that provides them additional opportunities 
to collaborate is necessary in assessing real changes in their professional sense of self, 
changes in their professional culture (such as increased collaboration and a feeling of 
connection), and sense that they can have an impact on the professional as a whole.  
Therefore this research is not ended only beginning. 
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Abstract 

In this study using the methodology of the teacher development experiment, we sought to 
understand how prospective teacher educators’ (PTEs’) knowledge of teaching developed as 
they engaged in creating multimedia case studies for use with pre-service and in service 
teachers. In order to prepare PTEs for the challenges of pre-service teacher education, PTEs 
need to understand the practical challenges that teacher educators face in their work with pre-
service teachers. We found that creating classroom-based multimedia case studies provided the 
PTEs with opportunities to simultaneously analyze the complexities of classroom teaching while 
at the same time focusing on identifying elements of practice necessary for effective professional 
development of pre-service and in-service teachers. This work moves us in a new direction of 
thinking about the preparation of teacher educators by engaging them simultaneously in 
examining the nature of effective teaching practice and their role in the process of developing 
effective practitioners.  This research provides insight into new mechanisms for supporting the 
professional development of teacher educators in ways that are closely linked to teaching 
practice.  The findings suggest important more generalized understandings of the nature and 
development of the knowledge needed by teacher educators. 
 

Introduction 

The results of recent research (e.g., Doerr & Masingila, 2001; Masingila & Doerr, 2002) 

has shown that rich multimedia case studies can be used to support the professional development 

of pre-service teachers by providing them with a wide variety of resources to study classrooms.  

Researchers have also focused on how multimedia cases served to support the goals of teacher 

educators using cases with prospective teachers.  Teacher educators report that using multimedia 

case studies with their pre-service teachers has helped them think more deeply about issues 
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involved in preparing teachers (Bowers & Doerr, 2003).  In many respects, using multimedia 

case studies served as professional development for these teacher educators.  However, learning 

about and with multimedia case studies and the related professional development of teacher 

educators is a largely unexamined portion of the research base in teacher education.  There is 

very little research on the nature of the knowledge base of teacher educators and the 

development of that knowledge base. 

In order to prepare prospective teacher educators for the challenges of pre-service teacher 

education, prospective teacher educators (PTEs) need to understand the practical challenges that 

teacher educators face in their work with pre-service teachers. One such challenge involves the 

complexities of field placement experiences. First, there are insufficient numbers of high quality, 

reform-based classrooms available for pre-service teacher placements. Many teacher educators 

struggle with the difficulty that their pre-service teachers face when confronted with the disparity 

between what is taught in a methods course as “best-practices” or “research-based practice” and 

the reality that pre-service teachers find in the classrooms in which they begin their observations 

and teaching experiences. 

Second, even when placed in exemplary classrooms to work and observe, pre-service 

teachers lack the experience necessary to observe meaningfully the complex and rapid 

interactions that can occur. The subtleties of multiple human interactions, the unspoken rules and 

agendas in an experienced teacher’s classroom, and apparent ease with which an exemplary 

teacher can interact with students and their ideas make it exceedingly difficult. 

Third, pre-service teachers are generally placed in different field placement classrooms 

than their peers, and thus they lack a common experience upon which they can reflect with their 
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peers as they strive to make sense of what is happening in classrooms.  This situation limits their 

ability to reflect on their own practice and also limits their opportunities to analyze the processes 

of teaching and learning more generally. 

These difficulties faced by pre-service teachers, and consequently by teacher educators, are 

important for PTEs to grapple with and discuss.  One way we have found of engaging PTEs in 

thinking about issues related to pre-service teacher preparation is through the creating of 

multimedia case studies. 

Background and Research Questions 

Through a National Science Foundation-sponsored project (RED-9725512), the first author 

and three colleagues developed two multimedia case studies for use with pre-service 

mathematics teachers (Bowers, Doerr, Masingila & McClain, 1999, 2000).  The materials of 

these cases were not posed as specific dilemmas for novice teachers to analyze and propose 

resolutions, but rather these materials were designed to be sites for investigation, analysis, and 

reflection on the part of those teachers.  We designed these cases to capture the records of 

practice in a classroom in a way that would reflect the complexities of classroom interactions, 

teacher decisions, and students’ mathematical thinking.  The case lessons were designed to 

engage the classroom students in actively learning mathematics, generating and critiquing 

mathematical arguments, and expressing their mathematical ideas about problematic situations.  

We chose to focus on a teacher who was particularly reflective on her own practice and who 

readily expressed her understanding of student ideas and showed how she expected to use 

student thinking to further her mathematical agenda.  We intended that this would provide 

2007 HICE Proceedings 
Page 3720



 4

impetus for the pre-service teachers to reflect on their practice in light of the reflections of an 

experienced teacher. 

We conducted research on the use of multimedia case studies with pre-service teachers and 

teacher educators.  Further, through a supplement to the National Science Foundation-sponsored 

project we developed Case Creator software (freeware available at this internet address—

http://www.sci.sdsu.edu/mathvideo/cc/index.html) to enable people to create multimedia case 

studies with their own edited video and text.  As part of this supplement project, we investigated 

the knowledge development of PTEs as they created multimedia case studies of practice for use 

with pre-service and in-service teachers.   

Understanding the nature of teacher educators’ knowledge and its development has broad 

implications for the preparation, support and professional development of teacher educators and 

of those who are professional staff development specialists in school districts and other 

educational agencies.  Central to our investigation was an examination of how prospective 

teacher educators understand what it is that teachers need to know and how that knowledge is 

acquired.  Specifically, we investigated the following aspects of prospective teacher educators’ 

knowledge and its development: 

1. How do prospective teacher educators understand the tasks of teaching and learning? 

How do prospective teacher educators define, select, and present elements of 

practice?  How do their understandings of these elements develop as they engage in 

the process of creating a case study of practice? 

2. What questions do they pose about the various elements of practice?  What strategies 

do they envision for teachers to grapple with the issues that emerge from these 

elements of practice?   
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3. How do prospective teacher educators organize larger frameworks for teachers to use 

in understanding the inter-relatedness of teaching and learning?  In what ways do 

they create contexts for teachers to examine that inter-relatedness?  How doe these 

frameworks develop through the process of creating a case study? 

The knowledge that teacher educators need includes both the knowledge of teaching (that 

is, the knowledge that teachers need) and the knowledge of preparing others to teach.  Our 

research questions and our methodology, therefore, were focused on both these aspects of 

teacher educator knowledge.  Our first question focused on what the prospective teacher 

educators themselves know about the tasks of teaching and learning.  Our second and third 

questions focused on how it is that they (as teacher educators) can support the development of 

this knowledge among those who are preparing to teach or are already teaching.  Our approach to 

understanding these issues was through an investigation of how prospective teacher educators 

create their own multi-media case studies of practice. 

We conjectured that the creation of such case studies would simultaneously reveal the 

thinking of the PTEs about the tasks of teaching and learning and reveal their thinking about how 

these tasks, as instantiated in practice, can be used as sites for learning by pre-service or in-

service teachers.  We examined which elements of practice were defined, selected and presented 

in the case study to understand the PTEs’ view of the critical elements in the tasks of teaching 

and learning mathematics.  In the act of constructing a meaningful case of practice, the PTE had 

to plan and make decisions about school context, lesson content, artifacts and documents, teacher 

actions, and student-to-student interactions.   

But these case studies were intended for  a purpose beyond merely recording and 

organizing the elements of practice.  They needed to be designed in such a way that they could 
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be used to prepare and support others in learning to teach.  To meet this goal, the PTEs needed to 

provide probing questions, a matrix of issues that can be analyzed or discussed using the case, 

and an overall framework that would describe how a teacher educator could use the case.  We 

conjectured that the PTEs’ approach to this set of tasks would reveal their thinking about the 

work of the teacher educator in supporting the professional development of a teacher of 

mathematics.  The creation of the case study and the development of ways of using the case 

study were design tasks.  There were iterative cycles of planning, feedback, and revision.  This 

cyclic development of the case study allowed us to track the development of the teacher 

educators’ thinking about both the tasks of teaching and learning and about what is needed to 

prepare and support others to teach. 

Methods and Data Sources 

To investigate these issues, we used the methodology of the teacher development 

experiment (TDE) (Simon et al., 2000) to study the development of PTEs as they engaged in the 

creation of multimedia case studies using Case Creator software. This work was done through a 

two-semester course for doctoral students in the Mathematics Education and the Teaching and 

Curriculum programs at Syracuse University.  This course was taught by the first author and 

there were 18 doctoral students who agreed to be participants in this study.  The first author used 

the case-maker tool to engage the PTEs in examining teachers’ professional development, both at 

the preparation (pre-service) and development (in-service) stages.   

The work with the PTEs involved in this project was completed in two phases: in the first 

phase, the PTEs engaged in making sense of the tasks of teaching and learning by constructing a 

multimedia case study of practice; in the second phase they reconstructed the records of practice 
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in such a way that these records could be used by others to make sense of the tasks of teaching 

and learning.  

The data collected during this two-phase study consisted of (a) team planning documents, 

(b) individual PTEs’ critiques of an existing multimedia case study, (c) three semi-structured 

interviews with teams, (d) the multimedia case studies and related artifacts, and (e) individual 

PTEs’ written reflections on their created multimedia case studies. 

In the first phase of our research, our data collection and analysis focused on how the PTEs 

created and interpreted a case study of practice and its salient features and issues.  In this phase, 

the PTEs worked in teams of two to five members to develop a case study of practice in a K-12 

classroom.  They identified significant content currently being taught, decided what video and 

other artifacts will comprise the case, collected and edited video (including multiple views of the 

classroom), documents, and artifacts for the case, and integrated the materials into a coherent 

case study of practice using the Case Creator software.  In this experience, these PTEs engaged 

in the detailed analysis of issues of teaching and learning in ways that go significantly beyond 

the kinds of assignments usually encountered in their graduate studies.  Their analyses were 

shared with their colleagues in the course and the course instructor, which in turn generated 

feedback, critique and revision.   

Following the methodology of the TDE, we used both ongoing and retrospective analyses 

of the data.  The ongoing analysis, which occurred during the teacher development experiment, 

was the basis for continued interventions with the participants, the testing of emerging 

hypotheses, and the strategies for promoting further development of the PTEs’ thinking.  We 
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analyzed the data to create preliminary descriptions of and hypotheses about the nature and 

development of PTEs’ understandings of the tasks of teaching and learning.  

In the second phase of this research, which corresponded to the second semester of the 

course, the participants engaged in the task of developing potential ways in which their case 

study could be used to support the professional development of pre-service or in-service 

teachers.  They continued to work in their teams to develop facilitator guides and issue matrices.  

Key features of the facilitator guide and the issue matrix include a meta-level analysis of the case 

as well as a detailed focus on specific interactions within the classroom.  The  PTEs devised 

questions that could be used to probe teachers’ developing understanding and selected samples 

of interactions that would elicit insightful analyses from pre-service and in-service teachers who 

might use the case. 

The ongoing analysis of this portion of the TDE explicitly focused on the PTEs’ emerging 

understanding of their role in preparing teachers.  We shifted from an analysis of their 

understanding of the tasks of teaching and learning to an analysis of their understanding of how 

it is that one prepares someone to engage in the task of teaching and learning.  To this end, we 

formed preliminary models of the development of teacher educators’ understanding of teacher 

development, and we used these models to further the PTEs’ critical analyses of the work of 

teacher preparation through the use of case studies.   

During the retrospective analysis of the data, we are examining the larger corpus of data 

through a carefully structured review of all the relevant data of the teacher development 

experiment.  Since the data corpus includes both group level data and individual level data, we 

are carefully tracing the development of the multimedia case study by each group and the 

2007 HICE Proceedings 
Page 3725



 9

intertwined development of the individual participants.  Detailed profiles of development will be 

written for some key participants and teams in this study.  This analysis will yield descriptions 

and explanatory models of the PTEs’ development.  These descriptions and models will be 

iteratively shared and refined by the researchers and emerging hypotheses and claims will be 

carefully traced through the data corpus for confirming and dis-confirming evidence. 

Structure of the Multimedia Cases 

All the multimedia cases developed by our respondents followed a similar format that 

included videos focusing on specific classroom aspects such as a classroom session followed by 

an interview with the classroom participants.  The cases on CD-ROMs included QuickTime 

movies with frame control, book marking feature, scrolling and searchable transcripts, and 

interactive timeline (see Figure 1 for a screen shot illustrating some of these features). Among 

the interactive features included was the issues matrix. This provided structured access to the 

episodes in the case.  Each CD-ROM also included links to various aspects of the case such as 

classroom seating charts with links to student work, as well as links to other resources that may 

be useful in understanding the issues raised by the case.  

Text features of a multimedia case included a facilitator guide to direct discussion on 

specific aspects of the case, text transcripts of the audio video, as well as classroom artifacts such 

as lesson plans and related teaching resources. 
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Figure 1. Screen shot illustrating key features of a multimedia case 

A Context for Understanding Teacher Education 

In order to understand how PTEs understand the tasks of teaching and learning it is first of 

all important to look at the elements of practice that they choose to present in the multimedia 

cases and the rationale for choosing these elements. A total of five multimedia cases were 

developed by our 18 respondents working in teams. The cases focused on different aspects of 

teaching. In this paper we present the results based on one case that was framed in the context of 

a mathematics lesson on quadratic functions. One case is highlighted here in order to present 

results that reflect specifically the development of PTE knowledge in the context of teaching a 

specific content area.  
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 The Case of Exploring Quadratics 

In the case titled “Exploring Quadratics,” the prospective teacher educators depicted a 

reformed, technologically-oriented teaching and learning mathematics class. The videos featured 

in the case were taken during a mathematics class in a high school with a culturally diverse 

student body. The featured class consisted of 11 girls and 9 boys. All the students in this class 

had taken an algebra course and some of the students had been in accelerated 8th grade. The 

classroom teacher provided each of the students with a TI-83+ graphing calculator to use during 

class time. The students worked in pairs or in small groups. The case includes videos, lesson 

plans, mathematics activities, an issues matrix, proposed instructional strategies and critiques of 

the selected issues. It also features links to related web sites on use of graphing calculators, and 

bibliographic resources. The background movie includes information about the school, the 

students, and the teacher. 

The team created the case with the goal of using it for professional development with both 

pre-service and in-service teachers to help them learn, discuss and reflect on practices pertaining 

to the use of graphing calculators. They also intended the case to be used for discussions related 

to teachers working with small groups, discussions about the nature of student thinking, and for 

reflection in-action and on-action. The facilitator guide to this case features background 

information about the class context and the mathematics content. The mathematics content 

featured in the case focuses on exploring quadratic functions.  

The lesson showcased in Day 1 highlights the ways that the parameters a, b, and c of the 

standard quadratic formula (y = ax2 + bx + c) affect the location of the function’s graph in the 

Cartesian plane. The Day 1 video contains a 25-minute, edited version of the classroom 
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discussion. Some transition periods were edited in order to highlight specific classroom events. 

Several groups of students are shown working on an activity called the “Parabola Game.”  

The case also includes two interviews with the classroom teacher. The first interview video 

contains the teacher’s reflections on the lesson presented in Day 1, and plans for Day 2. She 

talked about things that she could have done differently in Day 1. She also discussed students’ 

group work, motivation of students and their participation in class activities. She also discussed  

how she assessed students’ understanding and how she used the knowledge she gained about 

their thinking, anticipated difficulties, the role of the textbook, getting students engaged, her plan 

for the Day 2 activities, and her homework policy.  

The lesson showcased in Day 2 shows students exploring the formula for the axis of 

symmetry using graphing calculators. The video segment of Day 2 contained a 43-minute, edited 

version of the classroom discussion which included the review of homework assignments and 

student explorations. In the second interview video the teacher reflected on the second day’s 

lesson with suggestions for how she would change it next time as well as reflections on the 

instructional strategy used in the lesson. The teacher also discussed her use of the chalkboard, 

how the students arrived at a formula, how she assessed their understanding, and what she 

thought about students’ use of vocabulary.  

Understanding the interrelatedness of teaching.  While the PTEs selected events and 

activities to include in the case primarily as teaching and learning activities for pre-service and 

in-service teachers, these elements also reflect on their understanding of the knowledge needed 

by pre-service teachers. One team member, in her reflection on the process of developing the 

cases, stated: 

This process called for making many decisions in terms of what we thought was relevant 
to our case. We had initially thought that this would be an easy task but learned that it 
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was not that obvious because it called for critical thinking about why we preferred some 
clips to others.  It took us a few weeks to complete the editing process.  The interview 
video did not pose as much challenge since we did not have to make decisions about 
leaving out any clip. 
 

In a similar reflection, another respondent wrote: 

I learned many other lessons during the process of preparing other artifacts that 
accompany the videos. Most important was during the generation of issues to include in 
the issues matrix. This process called for a keen observation of the videos with the aim of 
identifying the issues that could form a basis for a class discussion of the case. In doing 
this we first asked every group member to bring a list of issues s/he had identified. It was 
interesting to see that in some cases more than one person identified the same issue. 
 

The issue of why they “preferred some clips to others” points to the team’s understanding 

of the interrelated on teaching. This team selected activities that point directly to mathematical 

content—“the ways that the parameters a, b, and c of the standard quadratic formula y = ax2 + bx 

+ c affect the location of the function’s graph in the Cartesian plane”—but at the same time 

focused on providing opportunities for understanding pedagogical issues such as the nature and 

forms of student thinking and assessment. Case episodes selected for showcasing in this case 

reflect the general nature of activities typical of an everyday classroom. The teacher videos 

portray  events typical of everyday experiences of a teacher ranging from planning, teaching, 

assessing, reflecting and planning. This selection of the activities that lead to the teaching cycle 

reflect the PTEs’ understanding of the nature of teacher education as well as an understanding of 

various aspects of teacher education relevant for pre-service teachers.  

Strategies for educating pre-service teachers.  In the facilitator guide, the team 

recommended several ways for using the multimedia case in a teacher education program. One 

way they outlined for using the case is to have the participants (pre-service or in-service 

teachers) first study the lesson plans for Day 1 followed by a whole-class discussion. The team 

suggested discussion questions that could be used in the follow up discussion. Suggested 
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questions focused on pedagogical issues framed around the specific content of the lessons. The 

team includes questions such as: What would such a lesson look like? What kind of preparation 

would be needed on the part of the teacher? What questions and problems would students likely 

have? If students are going to be working in groups, how should the groups be chosen? How 

would you deal with introducing students to a graphing calculator for the first time?  

The suggested outline for using the case then proposes that the participants follow the 

discussion with watching the video of the teacher teaching the lesson in the Day I video. This  

process is followed by a discussion reflecting on the strengths and/or weaknesses of the Day 1 

lesson. When the discussion is complete, the  participants would then view the videotaped 

teacher reflections (first interview video). This should prompt more participant discussion. The 

same procedure may be used with the video from Day 2 and the second interview.  

An alternative approach recommended by the team is a more content-embedded approach 

in which the participants in the teacher education program would first be given an opportunity to 

solve the same problems that the students in the video solve. They would then go through the 

same sequence of discussion and reflection as outlined in the first approach but with a better 

understanding of not only the teacher's context of the lesson but also the experiences that the 

students went through as well as the levels of difficulty of the learning activities. 

The combination of the two suggested approaches for educating pre-service and in-service 

teachers using a multimedia case also point to the prospective teacher educators’ understanding 

of the development of pedagogical content knowledge. Preparation of teachers has shifted 

towards strategies in which teachers are encouraged to become reflective about their practice 

(Cooney & Krainer, 1996; Simon, 1995). PTEs should therefore be able to develop scenarios in 

which such reflection can occur.  We found that multimedia cases and the process of developing 
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these cases provided PTEs with opportunities to envision and develop scenarios for such 

reflection. At the same time, the process itself was a reflective one for the PTEs. 

The art of teaching in a teacher education context lies in planning, identifying and selecting 

learning resources that enable pre-service teachers to develop the critical aspects of teaching that 

are difficult to model in a class consisting of just pre-service teachers. 

Conclusion 

Pre-service teacher education instruction traditionally relies on instructor’s lectures, a 

textbook, supplementary readings and field experiences. While all of these resources are useful 

in providing much relevant information about instruction and instructional practices, they often 

remain abstract (Kinzer & Risko, 1998). In other words, these systems of knowledge 

transmission do not provide students with the opportunities of seeing procedures in authentic 

instructional situations, analyzing the decision making behind such practices, and learning on 

their own how to make such decisions for new instructional contexts. The multimedia case in this 

study was designed to engage pre-service teachers in learning through inquiry, reflection, and 

analysis of decision making and classroom practices in an authentic context. The choice of 

learning elements that the teacher educators choose to include in the cases reflect their 

understanding of what elements they consider of most worth in teacher education. 

At the same time, similar to pre-service teachers, prospective teacher educators’ knowledge 

about teaching and learning is influenced greatly by how they were taught. While some of this 

knowledge may be in line with the current research trends relating to teacher preparation, this is 

not always the case. Prospective teacher educators need opportunities that would lead them to 

confront and break their previously held conceptions of how to teach while embracing research-
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based developments in teacher education.  By engaging in creating exemplary scenarios for 

reflection and development they themselves develop case-based reasoning that can empower 

them to look at teaching situations in context and the opportunity to select learning experiences 

that are most likely to enhance pre-service teachers’ own understanding of meaningful teaching.  

This work moves us in a new direction of thinking about the preparation of teacher 

educators by engaging them simultaneously in examining the nature of effective teaching 

practice and their role in the process of developing effective practitioners.  This research 

provides insight into new mechanisms for supporting the professional development of teacher 

educators in ways that are closely linked to teaching practice.  These findings  suggest important 

more generalized understandings of the nature and development of the knowledge needed by 

teacher educators. 

References 

Bowers, J. S., & Doerr, H. M.  (2003). Designing multimedia case studies for prospective 

mathematics teachers.  Journal of Educational Multimedia and Hypermedia, 12(2), 135-

161. 

Bowers, J., Doerr, H. M., Masingila, J. O., & McClain, K. (2000). Multimedia case studies for 

teacher development: Case II: Weighty decisions [CD-ROM].  

Bowers, J., Doerr, H. M., Masingila, J. O., &  McClain, K. (1999). Multimedia case studies for 

teacher development: Case I: Sneakers [CD-ROM].  

Cooney, T., & Krainer, K. (1996). In-service mathematics teacher education: The importance of 

listening. In A.J. Bishop, K. Clements, C. Keitel, J. Kilpatrick & C. Laborde (Eds.), 

International handbook of mathematics education (pp. 1155–1185). Dordrecht, 

Netherlands: Kluwer Academic. 

2007 HICE Proceedings 
Page 3733



 17

 Doerr, H. M., & Masingila, J. O. (2001). Unpacking a case study: Understanding teacher 

educators as they understand their preservice secondary teachers. In M. van den Heuvel-

Panhuizen (Ed.), Proceedings of the 25th Annual Meeting of the International Group for the 

Psychology of Mathematics Education (Vol. 2, pp. 369-376). Utrecht, Netherlands: 

Freudenthal Institute, Utrecht University. 

Kinzer, C. K., & Risko, V. J. (1998). Multimedia and enhanced learning: Transforming pre-

service education. In D. Reinking, M. McKenna, L. D. Labbo, & R. Kieffer (Eds.), 

Handbook of literacy and technology: Transformations in a post-typographic world (pp. 

185-202). Mahwah, NJ: Erlbaum. 

Masingila, J. O., & Doerr, H. M. (2002). Understanding pre-service teachers' emerging practices 

through their analyses of a multimedia case study of practice. Journal of Mathematics 

Teacher Education, 5, 235-263. 

Simon, M. (1995). Reconstructing mathematics pedagogy from a constructivist perspective. 

Journal for Research in Mathematics Education, 26(2), 114–145. 

Simon, M. A., Tzur, R., Heinz, K., Kinzel, M., & Smith, M. S. (2000). Characterizing a 

perspective underlying the practice of mathematics teachers in transition.  Journal for 

Research in Mathematics Education, 31(5), 579-601. 

 

 

2007 HICE Proceedings 
Page 3734



1.  Title of the Submission: The Parents as Education Partners Program (PEPP) at 
the University of Perpetual Help System DALTA – 
Philippines 

  
2.  Names of Authors:   Gloria M. Alberto, EdD  

                                                     Principal Author 
  

Bayani U. Almacen, EdD 
Co-Author  

  
3.   Affiliation of the Authors: School Director, University of Perpetual Help System 

DALTA, Molino 3, Bacoor, Cavite, Philippines 4102 
  

Chair, Psychology Department, University of Perpetual 
Help System – DALTA, Molino 3, Bacoor, Cavite, 
Philippines 4102 

  
4.  Addresses of the Authors:  Block 13, Lot 19 Southern City Subdivision, 
     Imus Cavite, Philippines  
  

Block 5, Lot 26 Garnet St., Diamond Village, 
Dasmariñas, Cavite, Philippines 4114 

  
5.  E-mail Addresses of the Authors: gmal35@yahoo.com 
      
     Dralmacen@yahoo.com 
  
6. Abstract: 
  
 The Parents as Education Partners Program (PEPP) of the Grade School 
Department of the University of Perpetual Help System DALTA at the Molino Campus, 
Cavite, Philippines was the outcome of an 8 – month study on the partnership between the 
school and the parents focused on the education and training of the children. This 
community based descriptive study was anchored on the Six National Standards of Parents 
and Family Involvement Program (Epstein, 1997) that centers on the following variables: 
communication, parenting, volunteering, learning at home, decision-making strategy, and 
collaboration with the community. The study utilized a self-structured normative survey 
instrument floated to 551 grade school parents. The instrument was blended with focused 
interviews during scheduled Parents and Teacher Conferences to gather the pertinent data. 
Barriers and attitudes of parents to parental involvement were the intervening variables 
addressed in the study in order to come up with a functional partnership program that would 
uphold the highest quality of education and care for the grade school children. The common 
practices, feelings and positions of the school and the quality of parental involvement in the 
education of their children among others, were the factors highly considered in the PEPP. 
Hence, bringing about closer cooperation between the stakeholders of the school and the 
parents towards a common goal of securing the highest advantages for every child as 
regards quality education, standard of home life and promote the welfare of the child in the 
home, school, church and community. 
 

2007 HICE Proceedings 
Page 3735



 
1. Title: An Online Solution to a Critical Teaching Shortage Area 
2. Authors: 

a. Terri Mathews, Old Dominion University 
OCNPS 143, 4600 Elkhorn Ave 
Norfolk, VA 23529 
tmmathew@odu.edu 
 

b. Leigh Butler, Old Dominion University 
Education 152 
Norfolk, VA 23529 
lbutler@odu.edu 
 

c. Terrell Perry, Old Dominion University 
Center for Learning Technologies 
Gornto Teletechnet Building 
Norfolk, VA 23529 
tperry@odu.edu 

 
 

 
An Online Solution to a Critical Teaching Shortage Area 

 
 
The number one teaching shortage area in Virginia and several other states is Earth 
Science. School districts are scrambling to meet their needs in this area, but the number 
of graduates from teacher education programs in Earth Science has not kept pace with the 
number of retirements, resulting in this critical shortage.   
 
One way that school districts have alleviated this shortage is by encouraging their in-
service teachers to seek an add-on endorsement in Earth Science.  This strategy requires 
that relevant coursework in Earth Science be available to the in-service teachers.  
Institutions of higher education have responded with training, workshops and short 
courses that provide content to in-service teachers who want to add on an Earth Science 
endorsement.  In many instances however, the lack of coordination between school 
districts and higher education have left in-service teachers confused and unsure as to 
what courses they need and how to proceed to gain the add-on endorsement in Earth 
Science.  Additionally, many teachers do not have access to the content courses and 
workshops that are offered.  In Virginia, Old Dominion University has initiated a two-
step program, the Grow Your Own Asynchronous program, to increase the number of 
teachers with endorsement in Earth Science.   
 
First, Old Dominion University faculty developed a group of web-based content courses 
in Geology, Astronomy ad Oceanography. The content in these courses was aligned with 
the Virginia Standards of Learning and used feedback from in-service teachers across the 
state.  Faculty teamed with professionals in the Old Dominion University Center for 
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Learning Technologies to ensure that the finished product not only provided the 
necessary content, but also is visually appealing with high quality graphics and sound.  A 
description of the courses follows this abstract.     
 
The courses are delivered totally online and were produced in accordance with 
competencies identified for the Old Dominion University online student and following an 
assessment of the best practices for asynchronous learning.  Attention was not only given 
to course content and the pedagogical considerations, but also to the creation of an 
overall comprehensive learning environment, which would support and stimulate the 
student. The learning environment of asynchronous delivery is often defined as one 
where the student operates in three different forms of interaction: student to instructor, 
student to student and student to content.  In the design of the courses for the Grow Your 
Own Asynchronous program, the designer/developers paid particular attention to 
increasing the interactivity and student engagement in each form of interaction. 
 
Once the content courses were developed, Old Dominion University collaborated with a 
local school district to identify the in-service teachers who could complete the add-on 
endorsement to become highly qualified Earth Science teachers.   Program advisors from 
Old Dominion worked with human resources officials in the school district to develop an 
academic plan for each of the in-service teachers.  Grant funding was secured that would 
pay for tuition and books.  Currently, the first group of in-service teachers from Norfolk 
City public schools is completing the add-on endorsement in Earth Science.  The 
innovative approach to both course delivery and advisement will result in an increase in 
the number of highly qualified teachers in Earth Science in the Norfolk district.   
 
The advantage of the Grow Your Own Asynchronous program is that it combines 
flexibility with academic planning.  It is often difficult for in-service teachers to take the 
time to sit in a class or attend a workshop.  Participants in the Grow Your Own 
Asynchronous program have commented that the on-line format provides them with the 
flexibility to complete the courses on their own schedule.   Academic planning is a 
critical component of the Grow Your Own Asynchronous program.  Providing an 
individualized plan of study for each in-service teacher eliminates confusion on the part 
of the in-service teachers.  Planning and advisement also ensures that the participants 
receive all of the content coursework necessary for a successful transition from one 
discipline to another.   
 
Old Dominion University plans to expand the Grow Your Own Asynchronous program.  
Much of the western part of Virginia is rural and not served by institutions of higher 
education.  It will be difficult, if not impossible, for teachers in these rural areas to 
receive content coursework to add on the Earth Science endorsement.  The Grow Your 
Own Asynchronous program can reach out to these school districts to help them meet the 
need for highly qualified Earth Science teachers.   
 
The Grow Your Own Asynchronous program offers a solution to the problem of a critical 
teacher shortage area in Virginia.  This program can serve as a model for alleviating 
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teacher shortages and ultimately be expanded into other under-served districts across the 
country.  
 
Description of courses developed as a part of the Grow Your Own Asynchronous 
program: 
 
Astronomy for Teachers is a survey course in astronomy and includes observational 
astronomy, the electromagnetic spectrum, relativity, stellar and galactic structures, 
cosmology, and the search for extraterrestrial intelligence.  Participants in the class will 
produce a series of lesson plans and materials that can be used in a secondary classroom. 
 
Oceanography for Teachers is a survey course in oceanography.  The assignments in 
these courses have been designed so that in-service teachers can use them in their own 
classrooms.  
 
Environmental Geology provides background in basic geology while emphasizing 
environmental issues.  Environmental Geology also includes discussion on mineral and 
energy resources used by society.   
 
Geology of the National Parks uses the backdrop of the National Parks system to present 
geomorphology (land forms) and geologic processes. Participants in the class develop a 
portfolio that can be used as a resource when they begin to teach Earth Science. 
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Abstract 
 
 

American public school teachers educate America’s future, her children. Teachers 

work with fellow educators, administrators, parents and students in a professional 

manner. As important members of their communities, teachers provide the backbone for 

many relationships. A safe environment in which to work, to carry out their duties 

without fear of violence, is something teachers should enjoy. Unfortunately, school 
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violence casts a shadow over many teaching careers. The shadow lies darkest across 

middle and secondary school classrooms. 

 The purpose of this research is to evaluate the implementation of the No Child 

Left Behind (NCLB) Act concerning the aspect of school violence by reviewing school 

violence before and after the enactment of the Act into Federal law. The No Child Left 

Behind Act of 2001, signed by President Bush on January 8, 2002, outlines education 

reform designed to “improve student achievement and change the culture of American 

Schools” (U.S. Department of Education, 2003). This not only refers to improving 

academic integrity but also improving the social standards and safety of America’s youth. 

There is no question that violence has long plagued America’s schools. Data has only 

recently been collected (during the past 15 years) indicating the need for intervention. 

Since the passage of the No Child Left Behind Act of 2001, little has been documented to 

provide information on it’s impact on violence with school communities. 

 The No Child Left Behind Act does not specifically define school violence. 

Therefore for the purposes of this research “school violence” is defined as unacceptable 

social behavior, including”…aggression that threatens or harms others...bullying, threats 

(Hoang 2001, as cited in Bucher, et al., 2003), sexual harassment, gang violence, 

extortion and other forms of intimidation” (McEvoy, 1999, as cited in Bucher, et al., 

2003). It is important to note that non physical-contact forms of aggression are included, 

such as verbal threats and other acts of intimidation which occur without physical 

contact. School violence may occur between students, administrators, teachers or other 

staff members. Episodes of violence may occur on school property or during the time 

associated with school attendance, but not necessarily in the school building. Examples 
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include bus rides to and from school, before and after school care provided by schools, 

athletic events and field trips. In all these environments teachers are usually present.  

This research seeks to gather and assess information for public middle school and 

secondary school teachers concerning the No Child Left Behind (NCLB) Act’s impact of 

violence within their immediate school environment. While administrators’ perspective 

usually considerably under represents violence within the school and students’ opinion 

tends to vastly exaggerate these occurrences, teachers’ perspective defines the reality of 

violence within the schools. Little is known about how the No Child Left Behind Act is 

impacting school violence from the teacher’s perspective. How prepared do teachers 

believe they are to deal with a violent situation? How prepared do teachers believe their 

school is if faced with violence? How do teachers perceive students are dealt with when 

involved in school violence? What does a teacher do when he or she feels threatened by 

school violence? Are schools preparing teachers, students, and staff for appropriate 

reaction to violent acts that may take place in the school? And most importantly, how 

have these opinions changed since the implementation of the No Child Left Behind Act?  
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                                                            Abstract 

             Although considerable literature addresses service-learning, it lacks agreement 

in the manner in which it is defined, interpreted by faculty, enhanced by the academic 

institution, connected to the community, and whether the faculty who are committed 

to it are supported during hiring and tenure and promotion processes. Moreover, the 

literature is sparse regarding existence of instruments to evaluate the commitment to 

and understanding of service-learning by faculty within institutions of higher 

education. As a result of the aforementioned concerns the primary purpose of this 

research grant was to develop a reliable and valid service-learning evaluation 

questionnaire that could serve as a measure to evaluate the processes needed for 

effective service-learning at academic institutions. The authors hypothesized that one 

of the reasons few have conducted research on the pedagogy of service-learning is 

because instruments for utilization in quantitative research do not exist. It is for this 

reason that the development of an evaluation questionnaire was undertaken. 

            A convenience sample was obtained from faculty and administrators at 

various academic universities. One hundred and forty-five faculty and administrators 

at universities consented to complete the piloting of the Service-Learning Evaluation 

Questionnaire. Concept analysis was utilized to identify key concepts from a service-

learning model developed by the 2003-2004 class of Indiana Campus Compact 

Faculty Fellows. Relevant attributes were developed into 39 items using a Likert-type 

scale format to comprise the first draft of the questionnaire along with a demographic 

data sheet. Prior to the development of the Service-Learning Questionnaire, research 

questions were formulated to facilitate development of the questionnaire. 
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The first draft of the questionnaire was submitted to a panel of experts to 

determine face and content validity of the questionnaire. The service-learning tool 

was refined and tested with faculty of various disciplines at various conferences to 

enhance variation of responses. The total sample of 145 participants consisted of 46% 

that were male and 54% that were female. Age of the participants ranged between 

ages 21 and 69 with a mean age of 46.7 years of age. The participants represented 

equal participation from public (N=52) and private and independent (N= 53) 

institutions. Thirty-three who participated were employed by religious institutions. 

Regarding rank, there was approximately equal representation. Approximately half of 

the participants were tenured and half were untenured. One hundred and three of the 

participants responded to the number of times they had incorporated service-learning 

and the range of responses was from 0 to 30 times. Approximately 65% (N=67) 

responded that they had implemented service-learning in their courses, leaving 36 

who had never implemented service-learning courses. Thirty-two percent had 

obtained funding to implement service-learning activities, and twenty-one percent had 

published on their service-learning activities. However, only 26% of respondents 

reported conducting research on their service-learning activities.  

An individual item analysis was conducted to determine which items were 

reliable and which were not. Mean and standard deviation scores were determined. 

Internal consistency reliability was conducted and revealed a Cronbach’s alpha 

coefficient of .864. Factor Analysis was conducted using a principal component 

rotation technique with iteration. A .47 cut off on factor loadings was used to include 

items in the dimensions. Only factors were kept that exhibited >1 eigenvalues. The 

factor analysis identified eight factors as dimensions. The findings of the clusters of 

responses were congruent with the Service-Learning Model Using a Logic Diagram 

and this finding enhances the validity of the questionnaire. The findings were was 

suggestive of beginning construct validity of the Service-Learning Evaluation 

Questionnaire. However, it can only be suggestive at this time because of the size of 

the sample that completed the study. The factors for this study were firstly identified 

to determine the extent the questionnaire was congruent with the service-learning 

model. Results revealed 8 dimensions for evaluation within academic institutions that 
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have faculty implementing service-learning. The dimensions included:  “Awareness 

of the Steps in the Implementation of Service-Learning”; “Degree of Support in 

Administration for Faculty to Institute Service-Learning”; “The Institution’s 

Commitment to the Development of Civic Virtue in Students”; “How to Obtain 

Funding to Implement Service-learning Activities”; “How to Evaluate the Pedagogy 

of Service-Learning”; “Realization Regarding the Time Needed to Plan Service-

Learning Courses”; and. “Benefits of Service-Learning for Student Learning”.  

Additional studies are indicated because of the limited sample size. However, 

because there was congruency between the clustering of items identified by a broad 

range of faculty, the findings lend support to the validity of the instrument and to the 

theoretical underpinnings of the Service-Learning Model Using a Logic Diagram 

(Lowery et al, 2004) developed by the 2003-2004 class of Indiana Campus Compact 

Faculty Fellows. 
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Abstract  

This qualitative study examines language, speech, and their connection to African 
American women’s identity as they escape the everyday battle against stereotypes by code 
switching. Via personal interviews and focus groups two speech communities were identified: 
The Black Identity Speech Community (BISC) which can be found within personal relationships 
but can be mistaken for improper English within the public arena and the Public Identity Speech 
Community (PISC) which is seen within the professional and studious world where African 
American women speak the hegemonic language society has set before them. PISC has become 
an important dimension of an African America woman’s identity because it is a language that is 
used to not only succeed but to survive. For participants, it may be concluded that there is no 
such thing as “talking hood” or “speaking professional” but rather a manner of being bilingual.     
 
Introduction 

I sat in class . . . silenced.  Anticipating the moment that I could finally speak to my 
professor; how would I word my question so that my professor would not see anything but an 
intelligent female l? How would I fade the Black that is often associated with poverty stricken 
communities and Ebonics? But as I approached his podium my palms would sweat and the 
words that came out of my mouth and my tone were both uncomfortably serious. I began to 
question my identity. I said “May I”  Instead of “Why can’t I” Did I have multiple personality 
disorder because I did not speak the same way I spoke with my White friends and professors as I 
did to my Black friends and family?  Why didn’t I, or couldn’t I speak the same way? 

The vignette above is an example of the thought processes that lit the fire and is 
essentially the heart behind my desire to engage in this research on African - American women. I 
wanted to take a deeper look at my sisters and discover if the thoughts that I had about feeling as 
though I was two different people because I spoke differently in different situations was a natural 
phenomena. If others underwent these mixed emotions, how could we help each other with this 
duality? Was this a personal problem or was it just a part of being Black in America?  

 In this paper, I will first provide a brief review of literature on the major concepts 
relevant to this research project. This includes exploring the idea of living in two worlds, the 
concept of Black language, and the connection between language, identity, and culture. I will 
then discuss the methodology of the research project, followed by an analysis of the data, and 
concluding with the implications of this research for education and society. 
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Review of Literature 
African Americans have discussed for many years the notion that they must constantly 

live in two worlds. One world is a very public world. A world where African American people 
feel that they must perform to the expectations of mainstream. The other world is one which is 
more private. A world that is comfortable, where identity is closely connected to the Black 
community .In order to survive we act in both worlds equally. We work to be accepted in the 
home just as much as perform to conform in the public. Unfortunately there  may be factors that 
conflict with these two separate worlds which fuse the two together. W.E.B Dubois does convey 
the response of creating these two worlds perfectly. Dubois (1903) calls the notion of living in 
two worlds double consciousness. He defined double consciousness as: 

 
this sense of always looking at one’s self through the eyes of others, of measuring 
one’s soul by the tape of a world that looks on in amused contempt and pity. One 
ever feels his two-ness, - an American, a Negro; two souls, two thoughts, two 
unreconciled striving; two warring ideals in one dark body, whose dogged 
strength alone keeps it from being torn asunder. 
 
In other words, African Americans are constantly aware of how others perceive them 

which is often different from how they perceive themselves. For example, a teacher may view 
Black as being uneducated or connected with a low social class. Cautiously aware of the two 
worlds and differing perceptions of who they are, Black students often experience that the two 
worlds converge and become a part of their identity through language. In Why Are All the Black 
Kids Sitting Together in the Cafeteria, Tatum (1997) discusses the development of Black identity 
through a young person’s life from childhood to adulthood. She says,  

 
A Black student can play down Black identity in order to succeed in school and 
mainstream institutions without rejecting his Black identity and culture. Instead of 
becoming raceless, an achieving Black student can become an emissary, someone 
who sees his or her own achievements as advancing the cause of the racial group. 
 
 African American women, who are aware of their double consciousness, as described by 

Dubois, are aware that there are two souls in one body but by staying strong they will not 
become confused or “raceless” as described by Tatum. By understanding this idea of double 
consciousness can serve as an antidote used to maintain both worlds. African American women’s 
identities can coexist within one person. As time passes the African American woman can accept 
this idea as she becomes more aware of herself and her identity so that she can advance the Black 
community. 

The literature on the Black community and language yields a plethora of words which are 
used to term Black language such as Black English Vernacular (BEV), Ebonics and African 
American Language (Doss &Gross, 1994; Perry & Delpit, 1998; Smitherman 2006). Each of 
these terms used connote slightly different meanings. Ebonics carries a negative connotation 
because of a recent controversy over its use in the school system (Perry & Delpit, 1998). Of great 
concern to many critics was the legitimization of “incorrect” English through the use of Ebonics 
in classrooms. Others argued that students would learn Standard English quicker if teachers 
could communicate with students in their home language and show the grammatical differences 
between Standard English and Ebonics (Perry & Delpit, 1998).  
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Black language must not be misunderstood as slang or a just dialect because it is an 
important dimension of Black identity. In this paper, I use Black Language as the term to refer to 
the actual words that are exchanged within the Black community. I chose not to refer to the 
language as African American Language because more than just African Americans are speaking 
it.  There are people all over the world who are a part of the Black Diaspora who are speaking 
the Black Language. It is not just a Black American phenomenon. Black language is an 
important facet of Black culture, and the African American women in this study reflect on the 
connection between their identity and the language that is shared in their respective communities.  

It can be chaotic when two communities overlap, one that embraces Black language and 
the other that snares at it. Black women have learned to switch their languages depending on 
their social context. According to Jones (2003), a “shifting” takes place to suit everyone else’s 
expectations. Because of race and gender discrimination, Jones (2003) says that many Black 
women shift their behavior to accommodate others. This shifting is closely related to the concept 
of code switching. Code switching, according to Grosjean (1982) is defined as the movement 
between two languages within the same utterance of conversation. Code switching becomes a 
major component of how Black women shift according to the social context. This research 
project looks at this “multilingual talent” and the connection it has to Black women’s identity 
(Jones, 2003). 
 
Methodology  

This study utilized qualitative research methods to provide rich data and understanding of 
the experiences and thoughts of the participants. The research design included individual 
interviews, focus group interviews, classroom observations, and personal memos. Ten African 
American women were identified and chosen for the study using a snowball sampling technique 
(Berg, 2004). Initial interviews were conducted with a small number of African American 
women who were familiar with the researcher, and additional participants were referred to the 
study based on relevant characteristics. All participants were African-American, female, and 
college students at a predominantly White university in the Northwest.  

 Participants were first individually interviewed for approximately 90 minutes. They were 
asked questions about their childhood, their schooling experiences, the demographics within the 
schools they attended, and their experiences changing their language and acting differently in 
White and Black environments. The participants later participated in a 90 minute focus group 
interview in groups of five to further discuss their experiences and connections between 
language and their identity. The interviews took place in such places as the African American 
Student Center, the Student Union Building, and the library. All interviews were tape recorded, 
transcribed, and analyzed using the constant comparison method (Glasser & Straus, 1967). 
Common themes expressed by the individuals were generated based on frequency of participant 
responses to questions and observations from the researcher. To protect the identity of all 
participants involved, pseudonyms, which were chosen by the participants, are used throughout 
this paper.  
 
Analysis  

An analysis of the data indicates that there are two major speech communities in which 
African American women belong: Black Identity Speech Community (BISC) and Public Identity 
Speech Community (PISC) I use these two terms to compare and contrast the two worlds African 
American women struggle through in order to survive. BISC represents the mental, physical, and 
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emotional place where participants feel comfortable speaking with their family members and 
peers using Black English. This language has been used to connect people and build strong social 
bonds through relationships. However, negative judgments of the Black language have lead to 
pressures from the public and have forced the bifurcation of Black language and Standard 
English.  

 I use the term Public Identity Speech Community (PISC) to represent the language that 
is used in the public arena. This speech community’s language is described as eloquent and 
professional, with a diligent tone. PISC is often used to comply with society and its affirmed 
hegemony. Results show that the Standard English which is used within the public arena has 
become an important dimension of African American women’s identity. Code switching is 
where both the BISC and PISC converge.   

Code switching takes place based on how the actor perceives the audience to perceive 
them . While it may seem that people who code-switch want to be like the majority as they alter 
their speech in public spaces such as school, they have learned to stay true to themselves and to 
their family. The African American women in this study show that over time they have become 
bilingual and are better able to navigate between two worlds.  
 
The Black Identity Speech Community (BISC) 
 
  Word is bond: The Black Identity Speech Community (BISC) is associated with comfort 
and relational feelings and because of BISC, this is often used to express one’s self fully. 
Participants indicate that within the home and family functions special relationships have been 
built because of the way they can speak and communicate with one another. While the actual 
words and speech are a part of the Black English that make up the BISC, it also includes many 
non-verbal communication styles and body language. The cultural understanding in the Black 
Identity Speech Community is often used as a tool to bridge a gap between two people that may 
not know each other personally, but are connected by cultural understanding. According to 
Smitherman (2006), “Black or African American Language is a style of speaking English words 
with Black flava… the language is bound up with and symbolic of identity, camaraderie, culture, 
and home.” Bossy, one of the participants in the study, agrees with Smitherman as she says: 

 
We may alter the way we speak because they [mainstream] may not understand or 
relate to the so called ‘Black language.’ It’s more of a way of understanding--it’s 
kind of laid back. It’s sorta unofficial, you know what I mean? It’s informal. You 
don’t have to feel pressured when you are around your peers versus if you come 
in the work place like “Whassup,” you’re fired. 
 
As explained by Bossy the Black language is less conservative. Black English is 

comfortable and pleasurable. The judgments on “correct speech” are discarded because members 
of BISC understand and embrace Black English while the mainstream may not.  

The design of the research project provided opportunities for the researcher and 
participants to experience BISC.  During the focus groups, Black English was assumed and 
participants were able to unlock secrets about friends, family, and teachers who helped to build 
their identity. They used terms such as “bad” and “fast” instead of the more formal terms, 
mischievous and promiscuous, because it was understood that all of the Black women in the 
groups understood the informal terms used. This use of “insider” language associated with BISC 
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made participants more comfortable and provided a sense of freedom of opportunity to say the 
things that would not normally be said in the public. The Black language, therefore, is a central 
component of the bond that Black people share. 
 
 They just can’t  feel me? Seated in a 1,000 seating auditorium, Kelly sat in the last row 
next to her home girl. Quietly for one hour she spoke to her friend while simultaneously 
watching the professor walk back and fourth across the floor. Within the Black community call 
and response is a prominent way of speaking. Originating in the church a pastor would say “ 
God is good” and the congregation would respond . . . “ all the time” not only to see if the 
people were paying attention but for interaction and showing his people that they are on the 
same level as him and they can speak to him any time. Even today within small groups a person 
will say “you feel me” to make sure the listener is following and give him or her a chance to add 
or respond. But when a professor finishes his sentence with “Does anyone have any questions/ 
does that make sense?” Kelly was unsure of how she should respond. She did not want to be 
perceived as the Black ghetto girl, who was not listening. Later, she admitted she was struggling 
to receive a C in the Biology class. She didn’t communicate with her teacher. He did not speak 
her language. He just couldn’t feel her. 

Geneva Gay (2000) explains the concepts of culture and communication and how African 
Americans frequently use call and response as a way of communication. In the vignette above, 
Kelly, one of the participants in this study, struggles with determining how she should 
communicate with her professor in a setting that was not a part of the BISC. She is aware of the 
stereotypes that outsiders and the mainstream have of African Americans, and she is conscious 
about using the correct code of behavior and language in the school setting,   

Participants indicated that they preferred using the Black language at times because it is 
more expressive and they felt that they could get their point across quicker others could feel their 
words better. The African American women studied referred to the public as the White 
community, and as outsiders of this community  they feel as though they have been socialized to 
be more concise, as explained by Augustine: 

 
 . . . I think I am probably more short, in the white community. I just give yes or no 

answers   (Augustine) 
 
Augustine went on to describe how she feels as if her tone is softer and language is 

“polite” to White people but when she and the other participants expressed their identity and 
feelings they use the Black language.  Other cultures may not understand the nuances in the 
expression. This is most likely why African American women do not communicate in classrooms 
in which they know they are outnumbered by people who can not relate to them because they do 
not speak their language, they only view it from an outsider’s perspective. One participant, 
Honey, discusses her identity, miscommunication, and her desire to contrast stereotypical 
images. She says, 
 

I don’t want to get labeled as being the angry Black girl or the Black girl who 
hates all White people or the Black girl who blames all her problems on White 
people but that is just something that you have to take in stride. . . .  And how to 
try to steer a way from or break out of it to a certain extent but also to know how 
to conduct myself so I don’t fall into a trap that other people are kind of setting 
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for me so I don’t easily get dismissed so I don’t get brushed off as being ignorant 
or stupid. 

 
Honey, like other Black women found in the literature, tries to go against the stereotypes 

of the “loud Black girl” and all of the negative images of Black women as inappropriate, 
disrespectful, and ignorant (Fordham, 1996).  
Public Identity Speech Community (PISC)  
 
“Their Whiteness is invisible to them and our Blackness is so visible to them”   

Running spell check on the transcribed interviews provided another dimension to the idea 
that Black English is not accepted in the public arena. On popular computer programs, words 
such as “gonna” or “Whassup” are underlined in red and wants to be exchanged for the more 
formal terms such as “what’s up.” The Black language, therefore, is regarded as being 
grammatically incorrect. For years the Black language has been criticized, corrected, and 
compared because it is not the language which is prominent in America. Smitherman (2006) 
however, disagrees: 
 

“White linguist William Labov deftly dispelled the racist myth that African 
American language is illogical or ungrammatical. He presented analyses of Black 
speech that revealed the language to be rule- governed and systematic, not a 
collection of haphazard errors. “ (Smitherman 2006)  

 
 Black English is a legitimate language but others may not think so. In response, the 
African American women in this study are also a part of the Public Identity Speech Community 
(PISC). They speak Standard English in the public domain, but also alter their behaviors. Honey 
explains this phenomenon in more in detail:  
 

If I was driving and I saw one of my friends walking down the street or if it was 
my cousin, I will pick her up, and if I had some rap music playing loudly in my 
car, I would probably leave it and not turn it down or not try to change it. But if I 
was driving and I saw one of my mom’s co workers and he/she was White and I 
picked him or her up to give them a ride some place, I would probably turn down 
the music or turn it off. Just because there is a stereotype of the Black kid driving 
with the music all loud and using profanity and saying this and that. 
 
When two diverse communities meet often times they will clash because of their 

differences. Unseen behaviors and languages are marked as stereotypes by opposite communities 
and unfortunately these stereotypes have been reinforced by the media. If society believes what 
they see on television then they are more than likely to dismiss Black kids as being rambunctious 
and annoying people that play loud inappropriate music. Honey says in order to combat these 
stereotypes she would quickly turn down the music while in PISC but within BISC she would 
leave the music turned up loud. This exemplifies that PISC does not only differ in language but 
has a reserved behavior. 
 The BISC is the minority within society; it may not be present at all the neighborhood 
block parties. Therefore there are misconceptions and stereotypes. These misconceptions and 
stereotypes are easier to believe if one does not see the BISC outside of being on television. The 
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Black language is associated with being involved in a low social class and has lead African 
American women to strive to portray that they are just as good as the next person by switching 
their language. They will switch the way they communicate in the public language, in order to 
relieve that tension of two different languages being spoken and one not being understood. PISC 
IS used not only as separate language to make everyone comfortable but it is also used for 
protection from being perceived as a negative stereotype.  

Pressures from society are heightened by the stresses of meeting those implicit standards 
of Standard English. Judith, one of the participants in the study, said she was uncomfortable and 
her palms might even become a little sweaty when speaking with her professors because she 
does not want to say anything wrong, or speak a different language that will make her teacher 
feel uncomfortable. She held the perception that the Black language, because it was informal, 
was disrespectful and the public language as the language of respect. But PISC allows African 
American women to be articulate and speak the public language that is viewed as being formal 
and unfaltering.  
 As mentioned earlier, people find their identity in performance. This concept added to the 
pressures to speak Standard English can equal to one’s success in developing the PISC. Through 
PISC an African American woman is able to give an alternate identity image other than the 
stereotype image of a Black woman people have been acclimated to see. This is a chance to be 
seen as unfaltering or perfect by community and be associated with PISC through language. This 
is what the African American women have been doing for years in corporate America and 
academia, when they were spoken to. But when they are not giving a presentation, spoken to, or 
asked to speak in class the participants were taught to keep their mouths shut.  “Speak, when 
spoken to” is a common theme that most African American women were socialized to do. They 
were taught this by their  teachers and parents, they say it has become second nature for them to 
be respectful and sit quietly.  This is all a part of knowing  how to behave in different 
environments and developing an identity within the public speech community.  
 This idea of respect has been equally associated with being quiet in order to not offend 
anyone by speaking a different language. The majority of Black women studied professed in 
some way or another that they were quiet in class because they did not want give the slightest 
reason to prove a stereotype.   

As minority  in the community, they have been socialized to be respectful and not speak 
as they would at home. When asked a question, an African American woman may reply with a 
one word answer to disengage from not wanting to use BISC because it is not easily accepted. 
African American women are aware of their blackness and can use PISC in order to leave the 
perceived negative stereotypes made by others unsurfaced. Honey, elaborates further: 
 

If you were to take a lens and look at the world as being a just a bunch of different 
types of people doing the bunch of the same things in a bunch of different ways, 
White people would only be a slice of that pie. But they don’t see like that. They 
see it as those people doing things in a strange way not seeing themselves as 
doing things in strange ways. I think that’s the power that the White community 
has where as Black people we are very aware of our blackness. We are made to be 
aware of our blackness. 

 
The African American women interviewed are very aware of their Black identity which 

has made them, in time, knowledgeable of the social system they live in. One participant, 
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because of experiences and stories heard believes society is corrupt. During a focus group her 
and a few other African American women discussed inequality and how there are liquor stores 
on every corner in impoverished neighborhoods and how children are not learning because their 
parents never learned how to read or write. One participant expressed her need for her parents to 
help with her homework but when she would ask it would  get shrugged off and exchanged for 
more important tasks; such as making money for the family and taking care of needs of the 
family.  

The African American women indicated that their parents did not develop the language 
of PISC as well as their offspring . So to ensure their children did not go through the same 
struggle they told them to develop Standard English and be a part of PISC. Here is Bossy 
describing the public and its unfair treatment to herself, her family, and community:  
 

The world is caught up in race and White people are authoritative. They are on 
top of the chain and everyone else it just trickles down to everyone else. It has 
been like that since slavery. It’s a cycle. It’s not as bad as it was before, like 
sitting in the back of the bus, but being discriminated against in the workforce, 
buying cars, car insurance higher in poverty stricken neighborhoods and lower in 
the suburbs…they treat us like who knows what. They cover up what they want. 
If you take a look at statistics, they are flawed. Black people are disproportionate 
in just all the categories that are negative. 

 
 Experiences and through observing her surroundings, Bossy has concluded that the world 
she lives in discriminates against her and her people .The preceding quote from Bossy is the 
view of the public from an African American woman’s perspective. Bossy conveys the public as 
being unfair. She says Black people are exposed by the community they are in and statistics in 
the media do not always portray Black people as being successful . In contrast, Bossy is 
extremely successful in her career, she is comfortable as a graduate student in college, and has 
prevailed through all of the injustices the public might face her with. She keeps her goals at the 
forefront of her mind because Bossy knows that there is a house to acquire, a profession to 
succeed in, and a mother to make proud.  She explains that this is why she speaks an alternative 
language to BISC. PISC has allowed her to acquire what she needs to survive and feel equal 
within the public eye.  African American women fight against stereotypes and the struggle of life 
daily, in their hearts and in their mind, but through using the language that PISC provides she is 
able to survive and portray her identity as an intelligent hard worker, in the home at work. 
Lepage and Tabouret-Keller (1985) elaborate on how language displays one’s identity: 
 

 “Language acts are acts of identity . . .  We are identified, and identify ourselves, 
within the large space of the society of our time, within the different groups – 
institutional, professional, friends, etc. – we belong to, within the surroundings of 
our home, our office, our car, our out of door outfits, our in – door outfits, etc.” 
Lepage and Tabouret-Keller (1985)  

 
Le Page and Tabouret – Keller convey the different environments in which African American 
women switch languages. Some may see this as being two different people but African American 
women see it as a way of survival. 
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Code Switching  
Why you gotta be so two faced? 

Code switching is another dimension of an African American woman’s identity. It allows 
her to switch back and forth, through the BISC and the PISC without dissonance or confusion. 
Code switching is where the BISC and PISC merge together. Each community has their own 
language. Whichever language is appropriate that is the language that will be chosen. Code 
switching is utilized to switch from language to language. It is implied by participants that to be 
able to be successful in this world you must switch your languages, not only so that they 
understand what you are saying but so that image portrayed is accepted as valid. 

From generation to generation code switching has been extremely important within 
African American homes.  It has been taught as a sign of respect to others and so that the people 
within BISC may receive respect also. After switching from the PISC to the BISC for years 
African American women have eventually acquired a skill of being bilingual. Code switching 
between two languages is respected within both BISC and PISC as a talent. The women studied 
are proud of their involvement in two communities because it has made them bilingual.  V.A.  
explains the role code switching plays in her life. 

 
I mean honestly the same it’s kind of like your used to it you know what I mean 
you get used to the switch so to speak. So it’s easy it’s like changing your clothes 
to you clothes to your pajamas and you don’t wear your pajamas outside but you 
know the role. Being able to protect your perceived image by the means of 
language through using words that comply with the majority prevents. 

 
Membership and participation in both BISC and PISC is a part of these women’s lives 

and their identity. As V.A. responded, it’s just slipping from one kind of clothing to another. It is 
as easy as putting on your pajamas, it has become everyday ritual. An interesting point V.A. 
makes is that she would wear her pajamas outside.  This shows she code switches because it is 
the formal way of speaking and presenting herself as everyone else who is speaking the 
appropriate language within the appropriate environment. Code switching has been a natural way 
part of their daily life. It is as easy as changing his or her clothes, to show that you are well 
groomed and presentable to the world. 

Black women use language to protect their perceived image of being misjudged and that 
forces people to know her as not only as a Black woman but as a person. Disproving stereotypes 
is when BISC meets PISC. A person could be speaking the language that is accepted in their 
home but then code switch, in order to exceed the PISC’s expectations.  The African American 
women agree they want to disprove stereotypes of Black women being uneducated by using the 
PISC language.   

Mostly all of the African American women have been taught to speak up on something 
they feel strongly on within the public sphere. On the contrary within the private side of the 
spectrum, it is second nature, for the African American women studied, to be respectful to be and  
just take notes and be very studious and leave their opinions outside of the class.  The private and 
public world maybe in conflict but half of participants suggested that they would speak up only 
through Standard English within public settings. Switching languages is not seen as by the 
participants as changing who you are but switching your language in order to sound unnoticeably 
different.  African American women have the opportunity to acquire the home, pay the bills, and 
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succeed in the working force, because they can simultaneously and participate in the Public 
Identity Speech Community (PISC) and be themselves by code switching. 
 
Cause my momma said so. . . The African American women studied say their role models taught 
them to code switch. Through observing their own parents and relatives behavior and language, 
they have been socialized to code switch. It started within the home where the Black language 
was spoken but monitored when speaking with an elder. One participant remembered being 
scolded because she did not call her grand father “Sir” when he called for her. Respect was 
assumed when speaking to her grandparents. The majority of participants have reported their 
choice of language also depended on the age of the person with whom they are speaking with. If 
they are speaking to one of their elders they may choose to use both BISC and PISC because 
they have been taught respect and in return given respect.  

There are generational gaps within language; what this means is:what might be accepted 
in front of friends may not be accepted in front of grandparents within BISC.  In BISC , English 
is changing because words are being made up to a build community within friends. To show they 
have a special connection through language. A language that some may not understand but inside 
of some homes where there are elders present the BISC is left outside and the PISC language is 
exercised indoors, to show respect. 
 The African American women in this study were taught these social roles at a very early 
age. At the same time they were taught the alphabet and to share their toys, they were taught to 
be quiet when elders were speaking. It was not only a sign of respect but a norm that the African 
American women interviewed conform to daily.  
 One of the participants, V.A., confessed that when the teacher taught her about 
Christopher Columbus she really did not learn those things, she learned how to be like the 
majority. V.A.  learned to code switch, so she could succeed in class and later succeed in 
advancing her family, and in time, her race. Within the Black community it is widely respected 
when someone is able to advance in education and there is a connection between the community 
that outsiders may not know because they did not live within the BISC but as V.A. advanced, the 
more she was aware of the public and how much her and her family wanted to succeed. 
 The public may not understand her language or really know why she code switches, but 
her parents were always the ones who believed in her no matter what language she spoke. The 
people who use PISC as their primary language, ostracized her about her kinky hair and even 
gave her cigarette burns because she was Black. Fortunately, her mother and the rest of her 
family believed that she had something new to offer the world that no one else could. Her mother 
had dreams for her that she knew V.A. could achieve while others doubted. Fordham (1996) 
explains this bond between mother and daughter and how others may not understand. She says, 
“the dreams of a credulous race- childhood, are fond imaginings of the other world which does 
not know and does not want to know our power.”  
  The public does not know the power of the African American woman. But the families of 
most of the African American women interviewed believed that the women will be successful 
and therefore believe the African American women should be able to communicate to the public 
by being bilingual. Though always accepting of the African American woman certain families 
were stricter than others on using the language of PISC within the home. Augustine says:  
 

Yeah I went home after being away from home for three months and I was 
traveling with the basketball team and I came home. I didn’t catch it but my mom 
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was like I am speaking Ebonics and I was like I don’t think I am. She was like be 
who you are. It was a big discussion and my dad was like just drop it and act 
normal. I don’t know, my mom found it disrespectful . . .  It all goes back to how 
you were raised too. To be about your business and handle things right.  

 
 Augustine was completely unaware that she was not speaking the appropriate language 
for the appropriate community. She did not realize she was speaking differently; therefore it did 
not occur to her that she even needed to switch. Augustine’s parents had instilled in her PISC’s 
language and that was her primary speech community. With her friends who are involved within 
BISC and spoke the Black language she switched but did not switch back to PISC when she 
returned home. Augustine refraining from code switching was seen as disrespectful because that 
was not a familiar language for her family. She is very business -oriented and task –focused. Her 
use of language is chosen like a business decision. The African American women studied have 
been equipped with code switching by their parents. Their parents believe they would develop 
the language within PISC to excel and acquire their dreams.  
  
Don’t hate the playa, hate the game. 
 Participants do not feel as though their language has been restricted because they are 
knowledgeable of the implicit norms within PISC and BISC. The language and behavior are two 
main features individuals live by in order to claim PISC as one of their communities. After living 
within the PISC for a certain amount of time, African American women have learned to make 
the world they live in work for their needs as opposed to working against PISC. African 
American women have adapted this outlook from their parents who have pushed them to code 
switch. African American women have used code switching and their knowledge of the world to 
help them survive. They are working the system, playing the game.  
 Code switching is a necessary tool used to survive and to succeed in the public.  
Seemingly, practicing the switch of codes is being able to fully identify with two communities 
which not many people are able to do.  It is essential and beneficial to every African American 
woman, their parents have been doing it for years and by speaking the language well in public 
can bring a lot of benefits. Code switching has been a tool used by the participants  parents to 
provide for the family and be successful.Many of the participants recall their parents reinforcing 
the idea of only speaking when spoken to but do not recall the age at which this was told. 
Fordham (1996) explains this idea in more detail: 
 

Each of them can recall when her female voice was not deterrent to academic 
success. Some of them attribute their growing, evolving silence to parental 
controls that were increasingly directed toward limiting both their extra familial 
activities and the fulfillment of their female sexuality. Others are unable to 
articulate why they have come to be silent. They only know that, for some reason, 
they are learning or have learned not to speak, not to be visible. 

 
Parents have set expectations in order that their children may keep the BISC separate 

from the public. In response African American women switch from language to language as an 
actor performs on stage. They put on a persona that sometimes prevents them from saying what 
they would say if they were in BISC . So they code switch or even just to be quiet and disengage 
from conversations in order to not be misjudged as a the stereotypical Black woman. Contrasting 

2007 HICE Proceedings 
Page 3756



Identity Speech Communities 13

this idea when African American women were asked a question in PISC and BISC it was time to 
“show out” and impress both the communities. But any other time they were invisible. One 
participant.Valeria, uses an example of a past time and maybe even exaggerates her experience 
in order to impress the focus group which was full of other African American women, Valeria 
showed us that she could code switch and that made her different  from the others in her class. 
The rest of the focus group watched as she performed: 
 

I have dealt with ignorant teachers in high school. A lot of stuff I remember I 
would get really irritated and I would say how I felt. And I knew in the back of 
my head I am not going to get in trouble because I am not the one to start stuff, I 
am not the one to behave badly but if the teachers said something to me and they 
wouldn't take far because I am gonna keep on talking or I gonna take it up to the 
principal. 

 
 This is a response to how she expressed her feelings to her parent versus an adult at 
school when she was younger. She performed by code switching from the BISC to the PISC 
sporadically throughout her response. She did this by telling her fellow members of BISC that 
she did not take any disrespect from anyone. Simultaneously, she connected with us through the 
language she used. Valeria knows she speaks both languages involved in BISC and PISC within 
the focus group because she has always been highly involved in both communities. To describe 
conflict she uses the phrase “start stuff” and instead of saying “going to” she says “gonna.” This 
shows her relative response to the Black environment she is in.  She knows her language is 
accepted by them because they all speak the same language and because they do speak the same 
language they could not prejudge her because they would be pre judging themselves. Valeria 
also knew she was amongst educated Black women so it was also okay to switch from BISC and 
PISC because they also code switch. The Black women studied enjoyed and celebrated who they 
were because they were bilingual.  

While Valeria was in this intimate setting she was comfortable enough to use the 
language within BISC , but because these women were apart of higher education she, like any 
human being, thought she had to prove herself as strong and outspoken because she perceived 
them to be that way and she wanted to fit in. But in the classroom her attitude, body language, 
and personality changed to being quiet, aloof, and timid.   

 
Conclusion 
“I am well pleased with who I am” 
 The African American women studied are proud of they are and who they will become. 
They have used the PISC to advance them in their education and careers. Code switching is a 
part of who they are and they have not remorse for having to change their language. Bossy 
explains: 

 
 
As far as myself, I don’t think it’s really that bad. Do I feel like its [code 
switching] compromised my identity? No. You communicate better . . .  to 
different people in different ways so outside of my home of course I talk to my 
friends [differently] than I do my professors then I talk to people at my work it’s 
all different but I don’t think it’s compromised my identity, no. I speak proper 
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English daily I mean around my peers I may throw a few slang words here and 
there regardless of whom I am with and who I am around. And if they can’t 
understand that then that’s just something they have to get over. But I do know 
how to be a professional and I do know how to be a friend and peer. So that’s the 
difference you have to know when to turn on your professional voices and your 
peer voices on and off it comes natural. 

 
 Code switching is a dimension of African American women’s identity. One community 
representing the self, which is BISC, and the other representing PISC how they speak to others 
within the public arena, eloquently toned and speaking Standard English; both communities and 
two separate identities in one body. 

In order to encompass this idea of identity and reiterate Dubois’ idea of double 
consciousness, LePage & Tabouret – Keller (1985) has an idea that has defined the two separate 
communities. The first community consists of self and interaction with the immediate 
community. The next is the mental representation of groups and membership. How does one fit 
into the rest of the public? What is their perceived place? It is whatever they make it through 
language. Keller notes: 
 

(1) a mental representation as (personal) self as a unique human being with it’s 
own, personal experiences and biography – as represented in accumulated 
mental models derived from it, often in interaction with others; and  (2) a 
mental representation of (social) self as a collection of groups memberships, 
and identification process that are related to such membership representation.  
LePage & Tabouret – Keller. (1985)  

 
The African American women studied saw themselves as intelligent Black women and 

found this inside of them through their parents who reared them to code switch by interaction 
and exemplified behavior of accepting only the respected language to elders. The Black women 
then associated that language to be of PISC in order to give and receive respect within the public. 
Within the workplace, school, and the general public, a distinguished individual must be 
perceived as valid by others. Both of these identities contain BISC and PISC. Both of these 
communities coexist within one person and merge together in order to advance one’s self. 

 Results assume that the goals are to advance the family and community to be better than 
they were yesterday, a decade ago, and a generation ago. “To merge his double self into a better 
and truer self” (Dubois, 1903). Bossy testifies and sums up what it is to be an African American 
woman and pressing on toward her goals as herself using whatever language she chooses: 
 

“What I have learned is that being a young professional and being Black in a 
predominately White university don’t look at it as leaving apart of you behind. 
You are actually taking everything forward because to a certain extent it’s bad but 
you still get to do it when you get home. You have the ability to be versatile and 
you can turn it on and off but when you look it on the long run you are 
progressing to be professional and that’s the  ultimate goal  to be as great as you 
can be.  So it’s not like I’m going to this part of Bossy behind, no actually I’m 
going to take the professional part of Bossy forward because I am gonna be 
professional I am going to speak the language that they want me to speak, why ? 
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Because this is pretty much their world. They are hiring and I need the job I need 
the money and to be at the top. They are gonna need something from me and I am 
gonna need something from them. You are giving and taking and at the same time 
you are moving up and you need to as you move up you need to get others to 
move up with you that’s in your race. So it’s not like I feel bad because I feel bad 
because I can’t be ghetto at work or I can’t talk my slang at work that’s fine that’s 
perfectly fine because they are teaching me how to move up in the world. It’s not 
about being fake, I am a real person. I’m blunt. I can be a very blunt professional 
person you are not gonna run over me in the streets you are gonna run over me in 
the work place. I mean I may cuss you out in the streets I may take you out in the 
work place but in the professional language.” (Bossy) 

 
Within both the BISC and PISC African American women are able to maintain both 

identities equally through code switching. They are able to live on a steady balance and be 
comfortable with who they are.  

When I began this research project, my first assumptions were that the women studied 
would have some case of anxiety before speaking within PISC. My assumptions did not agree 
with my results. There was a unanimous agreement by the women studied that code switching is 
a part of their identity. The African American women agree it is essential to participate in both 
BISC and PISC in order to succeed in life.  I assumed that that there would be high stress levels 
when code switching but I was extremely astonished at these results before me because I had felt 
that I was suffering from anxiety by switching languages for my whole life. I thought it was 
wrong to code switch, but I have learned from the participants that it is not wrong. It is who they 
are. Bossy concludes code switching between the BISC and the PISC and shows that it does not 
have to be separate but it’s just how African American women relate to different communities: 
 

I don’t understand. What is talking white? I don’t understand when people say 
talking white, African Americans that use or speak proper English are 
automatically categorized as talking white but when white talk slang then they is 
trying to be black. So I really don’t understand trying to talk black and trying to 
talk white. It’s just being who you are and talking your own language and how it 
relates to you and your people. There was no difference in perceived language but 
it was offense to call a language white or black. It made known by all the 
participants that black people are switching their language but not switching who 
they are. They are just relating to people the way they know how to. 

  
What all this means is, we will forever be ourselves and entitled to the benefits life brings us all. 
We will do what it takes in order for us to do so, even if it means switching our language. Code 
switching is a part of an African American’s identity; it is how they were brought up and how 
they will bring up their children and how their children will bring up their children. Forever 
striving and advancing while simultaneously connecting with BISC through Black Language. 

Dubois (1903) furthers this idea of enduring towards our goals by not leaving any part of 
behind, but working all of our characteristics and qualities together in order to advance the BISC 
and PISC. He says: 
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 Work, culture, liberty , - all these we need, not singly but together, not 
successively but together, each growing and aiding each, and all striving toward 
that vaster ideal that swims before the Negro people . . . 
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ABSTRACT 
 

The newly reauthorized Individuals with Disabilities Education Act (“IDEA 2004”) (i.e., Public 

Law 108-446) and the No Child Left Behind Act (“NCLB 2001”) (Public Law 107-110), 

underscored issues relevant to students from culturally and linguistically diverse backgrounds 

displaying reading achievement difficulties. Legal mandates from the IDEA 2004 underscored 

research-based strategies that lessen the over-representation of minority students in special 

education.  The law encouraged training and development to educators who instruct minority 

students from culturally and linguistically diverse backgrounds with reading difficulties. Legal 

mandates prioritized data collection techniques as to whether or not diverse students displaying 

reading problems are those who can respond to scientific, research-based interventions as part of 

the evaluation process for special education services. Further, the NCLB mandated reading 

proficiency expectations by 2014, regardless of any disability students might have.  Therefore, 

use of effective instructional methods to increase reading achievement gains, especially gains of 

students from culturally and linguistically diverse backgrounds, became paramount to educators’ 

roles. 
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Abstract 
 

An alarming number of teachers are leaving the profession in the first three years after 

graduation from a pre-service program. This phenomenon is common in North America and it is 

essential that educators identify the challenges and provide supports to assist new teachers. In 

this study, graduates from a two-year Master pre-service program were surveyed and two 

teachers were selected for case studies. Participants found informal supports such as teacher 

colleagues, friends and family to be vital in easing their transition to teaching.  Weekly team 
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meetings, a supportive school board that encourages professional development, and visible 

leadership on the part of principals were positive factors identified by participants as necessary 

for them to grow into the profession. 

Keywords: New teachers, mentoring, pr-service teachers, professional development, transition 
to teaching 
 
Background 
 

In the years 1993-1999, the Ontario Teacher’s Pension Plan reported a 22-33% attrition 

rate over the first three years for new teachers (McIntyre, 2004).  Ontario Teacher Pension Plan 

records also indicate that each year approximately 3,500 teachers leave full-time classroom 

teaching prior to retirement.  Similarly, the results of a 2000 survey conducted by the Canadian 

Teachers’ Federation indicated that more than 60% of Ontario school boards consider teacher 

retention to be problematic (OCT, New Teacher Induction: Growing into the profession, 2004).  

In each of these studies, an alarming number of new teachers are leaving the teaching profession.  

This phenomenon is not restricted to Ontario, Canada.  In an American study, Johnson (Black, 

2004), director of Harvard University’s Project on the Next Generation, followed fifty first and 

second year Massachusetts teachers.  Of the original 50 teachers interviewed by Johnson, only 17 

remained in the school to which they were first hired, another 17 relocated to jobs in the private 

school system and 11 gave up on teaching altogether (Black, 2004).  Kardos’ (2003) study of 486 

teachers in California, Florida, Massachusetts and Michigan yielded similar results.  Of the 486 

teachers in Kardos’ study, over half of them reported receiving no assistance from mentors or 

other school personnel.  Many of the teachers studied reported becoming discouraged and giving 

up on teaching entirely.  This indicates that the problem of teacher attrition and retention is 

widespread.   
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An earlier study by Konanc (1996) found that, of 81,000 teachers in North Carolina, one 

third had quit by their fifth year.  A longitudinal study of 50,000 teachers over a 32 year period 

revealed that half of those studied chose to end their teaching career by the end of year four 

(Kirby and Grissmer,1993).  Additional research attests that first year teachers are 2.5 times 

more likely to quit the teaching profession than are more experienced teachers.  A further 15% of 

educators will leave after their second year and another 10% will exit after year three.  It is not 

until year five or six that the turnover rate of new teachers stabilizes to approximately 6%.   

 Meister and Melnick (2003) conducted a similar study on forty-two first and second year 

teachers from the states of Pennsylvania, North and South Carolina and Georgia in 2001.  The 

novice teachers they studied reported the following difficulties as primary concerns:  dealing 

with behaviour issues and the diverse needs of students, time constraints and immense workload, 

lack of communication skills when dealing with parents in difficult situations (Meister and 

Melnick, 2003).   

Ingersoll’s (2001) survey of 6, 733 teachers revealed a turnover rate of 13.2%.  

Specifically, the results of the survey named poor salary, lack of student motivation, inadequate 

administrative support, student discipline problems and inadequate preparation time as primary 

reasons for dissatisfaction among these teachers (McCoy, 2003).   

An American national survey of 3,560 teachers in the public system cited their work 

environment as their main issue.  In addition, the survey reported that only one third of the 

teachers surveyed felt strongly that they were supported by parents (Lewis et al., 1999).    

Novice teachers are leaving the profession in alarming numbers.  With 40-50% of 

beginning teachers leaving the profession over the course of the first seven years of their career, 

and more than half of these teachers leaving in the first four years, research in the field of the 
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experiences of novice teachers is essential to identifying the challenges and the quality of 

supports in place or those required to assist them.   

Hiring Practices 

These alarming rates prompted the Ontario College of Teachers to conduct a series of 

studies on the experiences of first, second and third year teachers who graduated from Ontario 

teacher education programs in 2003, 2002, and 2001 respectively.  The Ontario College of 

Teachers’ Transition to Teaching Report (2004) provided a plethora of insights into the 

experiences of novice teachers.  In particular, the study brought to the fore the extensive job 

trials and tribulations faced by our newest teachers, those in their first year.  The research in this 

field indicates that “in many ways we make things toughest for those just starting out - handing 

them the more difficult assignments and asking them to juggle duties – even locations to piece 

together jobs” (Wilson, 2005, p. 10).   In fact, many first year teachers report very negative 

experiences searching for and initiating work with Ontario school boards.  In particular, new 

teachers cited confusion, late hiring, poor communication, allegations of unfair hiring practices 

as common experiences at the outset of their career (McIntyre, 2004). 

Many first year teachers also took exception to the common practices of hiring retired 

teachers for daily and long-term occasional positions. In particular, new teachers felt they were 

passed over for occasional teaching assignments losing jobs to retired members who can teach 

for 95 days without penalty to their pensions (Wilson, 2005). Frequent complaints among new 

teachers surround the extensive presence of retired teachers occupying many of the more 

desirable occasional teaching positions thus leading to new teachers’ underemployment as daily 

occasional teachers or blocking them from moving on to the next step of a long-term occasional 

appointment (McIntyre, 2004). 
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Demanding and difficult first-year teaching appointments continue to be reported.  

According to the Ontario College of Teachers report, of new teachers with elementary school 

positions, about 20% teach in combined grade classrooms, 8% teach special education and about 

the same percentage teach French as a Second Language.  For those first year teachers assigned a 

single grade elementary school position, grades three and six, are the most common (OCT, 

Transition to Teaching Report, 2004).  This is particularly challenging as provincial assessments 

in literacy and mathematics occur in Grades 3 and 6.  While a majority of first year teachers are 

positive about the match of their first year job to their teaching qualifications, McIntyre (2004) 

reports that one in five new teachers (21.7%) give negative accounts of the match of teacher 

qualifications to job and more than one in five new teachers also juggle teaching jobs in two or 

more different schools. 

By the third year after graduation from teacher education programs, most of Ontario’s new 

teachers are well established in teaching positions (McIntyre, 2004).  Of the third year teachers 

surveyed, 89% were satisfied with the way their careers were unfolding, 54% reported their 

current teaching job was an excellent match to their teacher qualifications and 34% reported a 

good match to their qualifications. The OCT Transition to Teaching Report (2004), however, 

reports that instability remains a central concern for second year teachers with more than half of 

them (54.3%) saying they expected to change teaching positions for the next school year.  A 

seemingly realistic anticipation since more than half of second year teachers reported some form 

of job change.  Specifically 21% reported a change of assignment, 12.2% changed school boards 

and 32.1% had changed schools upon completion of their first year (McIntyre, 2003).   

Despite continued change, however, all measures indicate that the second year teachers 

surveyed were significantly more established in the profession than they or the 2003 graduates 
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were in the first year.  To this end, the report also indicated that by March of their second year of 

teaching, 71.7% of teachers were in regular teaching positions, 19.3% were on term contracts 

and 9% were teaching on daily occasional assignments (OCT, Transition to Teaching Report, 

2004).  Furthermore, 85% of second year teachers report being more confident than in their first 

year teaching and 66% consider themselves to be better prepared for the classroom in their 

second year (McIntyre, 2003).   

Induction Programs 

Essentially, teaching is the only profession that necessitates novices to fulfill the same duties 

and responsibilities as experienced workers (Tellez, 1992).  The reality across the vast majority 

of school boards is that the beginning teacher is responsible for a full and often difficult teaching 

schedule.  The novice is expected to adjust to the school facility, routines, board policies and 

procedures while becoming familiar with curriculum and school-or board-adopted instructional 

strategies and establish for the first time his/her own classroom management structure and 

procedures (Mutchler et al., 2000). The research indicates that in this early development stage 

two major kinds of support are considered necessary: psychological support and instruction-

related support (Feiman-Neser and Remillard, 1995; Huling-Austin, 1992). 

This study investigates the induction programs and hiring practices reported by graduates of 

a teacher education program.   

Methodology 

The sample of participants was drawn from graduates of the Master of Teaching (MT) 

program at the Ontario Institute for Studies in Education of the University of Toronto from 2002 

to 2004.  The purpose for choosing participants from a sample of graduate students was twofold.  

The first reason was to work with a sample of teachers that have had extensive pre-service 
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training with a considerable amount of practical experience in a classroom setting.  The rationale 

for this component was to mitigate the lack of experience as a factor giving rise to the challenges 

faced by novice teachers.  The second reason was to provide the opportunity for future research.  

Given that current research surrounding the study of novice teachers has been conducted 

primarily from samples of graduates from one-year Bachelor of Education programs, it was out 

objective to lay the groundwork for future comparative study between the experiences of 

graduates from both one and two year certificate granting programs. 

Procedure 

A mass e-mail to approximately 40 graduates of the Master of Teaching program from 

2002 to 2004 was distributed in October of 2004.  The e-mail indicated that a positive response 

to the e-mail including an attached completed copy of the survey would be sufficient as informed 

consent to participate in the study.  Each participant was sent two subsequent surveys 

electronically.  As noted, the first survey was distributed in October of 2004 with an aim to gain 

general feedback on the thoughts, feelings and attitudes of the participants.  This survey 

consisted of nine open-ended questions that probed the challenges that the participants faced and 

supports in place to assist them. The initial responses were analyzed and found to reveal common 

themes amongst participants.   

The second survey was administered in November of 2004 and consisted of 14 questions, 

13 of which are based on a Likert scale and one open-ended question. This questionnaire is one 

that was created by the Research Coordinator at the faculty as an assessment tool to obtain 

feedback from students after completing their first and second year of the program.   

The purpose for administering this survey to graduates a third time was to match insights 

from their experiences to those of their pre-service training.  The third and final questionnaire 
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was distributed in February of 2005 and consisted of 12 questions, one of which was based on 

the Likert scale and 11 open ended. All communication was conducted via e-mail and responses 

to the first survey informed questions on subsequent surveys. 

Findings 
 

From the results of the study, two case studies were selected to illustrate the experiences 

of new teachers.  Michelle was selected to illustrate a new teacher in a split grade while Sophie 

was selected to detail the experiences of a late hired teacher.   

Michelle 
 

Michelle is a first year elementary school teacher in a split grade junior classroom.  

Located in a lower to middle class area, the school population is approximately 530 students 

which she characterizes as ethnically mixed.  The predominant visible minority is Filipino and 

approximately 30% of the students are identified as English as a Second Language/English 

Literacy Development (ESL/ELD). 

As a first year teacher, Michelle is excited to finally have her own classroom and set it up 

in a manner of her choosing.  Putting up borders and bulletin boards, organizing textbooks and 

instituting classroom rules has been a surreal experience for her as she has looked forward to 

doing so for a very long time. Despite the sense of empowerment forwarded to a first year 

teacher, she reports that there are many unforeseen duties and associated stresses that can tarnish 

the luster of a novice teacher.  She states that some of the unforeseen duties she has become 

accustomed to are:  

getting up extra early and trying to be one of the first teachers in the 
photocopy room so I can actually get my photocopying done before 9 am 
and not have to run to class, learning how to stand on my feet for 8 hours 
straight…, learning how to hold my bladder for hours on end and teach on 
an empty stomach. (October, 2004)   
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Compounding the challenges Michelle has had to face as a new teacher is the fact that she 

has been placed in a split grade.  She feels that he does not have enough time to meet the needs 

of each individual student because her time is divided between the two grades.  She has to split 

45 minutes for science to teach one grade about Energy and then switching her train of thought 

to teach the other about Habitats, and then she takes time to work with students who may not be 

“grasping” the concepts or may be “ESL/ELD” and require accommodations.  She believes that 

she is not giving the attention to individual students.     

 Michelle keeps motivated by finding comfort and excitement in the small reward of a 

student who finally understands long division after the smooth delivery of a creative lesson plan 

or a student who exclaims “that’s cool!” during an interesting science experiment keeps Michelle 

motivated.  However, despite the excitement, Michelle describes her more common emotions in 

terms of anxiety, frustration and isolation.  In describing the various roots of her anxiety which 

characterizes how she feels at least three times a day, Michelle states: 

…each time I hear ‘Mr. S….. can you please contact the office?’ over the 
P.A. system, I wonder what have I done wrong or what they want me to do 
now or which parent is on the phone and what do I say to them if they say 
I’m giving too much homework?  I feel anxious every time I see the 
principal, hear about report card comments, long-range plans, in-service 
meetings. (October, 2004) 
 

 Michelle reports feelings of frustration arise from the learning curve associated with 

learning how to fill out Scholastic book orders, completing the Student Register, booking field-

trips, and teaching without teacher manuals, dictionaries, texts, or classroom supplies.  As a first 

year teacher placed in her school one week prior to the beginning of the school year, Michelle 

was given a supply list to fill out later than usual which resulted in a 3 week delay for supplies to 

arrive, augmenting her level of frustration.   
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She also attributes the cause of her frustration to the need to create long-range plans.  The 

middle of October is when she found herself in this process at which point it was difficult to 

know what she would be teaching the next day, let alone the remainder of the year. Creating 

report card comments, teaching students to take ownership and responsibility for their work, and 

trying to develop a good rapport with students in order to avoid the stigma of a mean teacher also 

caused feelings of frustration.     

Coming to terms with the fact that she is only one person doing the best she can amid the 

overwhelming burden of challenges faced in her first year is a struggle for Michelle.  Frequently, 

she feels isolated and alone as she has not yet formed relationships with other teachers on staff 

who seem to have developed friendships amongst themselves.  At the same time, Michelle 

acknowledges that these teachers have been very effective in supporting her with planning and 

offer handouts and resources that they are using in their own classes.  Michelle attests that it is 

the other teachers on staff that are most available and approachable to answer any and all 

questions she has and they have reassured her that, although there are many challenges to first 

year teaching, she will get through it with their help.   

While fellow teachers have proven to be a stronghold for Michelle, her experience with 

administration is quite a different story.  She comments: 

while administrative support is essential, unfortunately I do not feel I can 
turn to my principal as much as I should.  Principals need to take the time 
to ask how it is going, [and] what they can do to help… while I think it is 
noble to create a fun environment for students, staff also need to feel 
supported, or at least that they can approach their principal. (October, 
2004) 

   
At the board level, Michelle identifies a similar lack of visible support.  Phone calls are not 

returned, information processing is delayed by weeks and her sentiment is that the board 

contributes to more stress for new teachers than is necessary.  She maintains that the board she 
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works for likes to hire more teachers than required which leads them to place many new hires on 

Long Term Occasional Positions (LTO). Michelle expresses discontent in claiming that her 

board later hires newer pre-service graduates as full-time employees the following year, thereby 

disadvantaging those on Lot’s.    

When asked if she had considered leaving the profession at this early point in her 

teaching career, Michelle commented: 

the first couple of months I started teaching were quite rough. Being 
placed in a split [-grade] class three weeks into the start of the school year, 
and not being prepared at all (how to run a split class, not having 
…resources) was both emotionally and physically draining.  On more than 
one occasion (I think about 5 times), I asked myself why I entered the 
profession. Honestly, it is not the students that I believed, and still do, was 
the problem.  It is all the politics…and extra work that we encounter as 
teachers and do not get recognized for or paid for.  (March, 2005) 

 
Michelle’s frustration due to a lack of recognition on a financial basis is very clear. Similarly, 

being placed in a multi-level (split-grade) classroom three weeks into the school year would 

likely present itself as a challenge for even the most experienced teachers.  Michelle considers 

“preparatory training” with a focus on “survival techniques” for novice teachers as a key 

requirement to teach multi-level (split) classes. It is important for this experience to occur in the 

first couple of weeks before the school year begins.    

As a graduate of the Master of Teaching program, Michelle appreciates the exposure to a 

myriad of practicum settings and the diverse students that she has had the opportunity to learn 

from and teach.  Although there are no formal channels of communication in place for novice 

graduates of the program, she is confident that any concerns or issues would be well received by 

faculty of the program whether it be to provide guidance or to hear of her experiences.  Michelle 

highlights courses in assessment, anti-discrimination, and legal ethics as a good knowledge base 

for entering today’s classroom.  However, while the foundation laid by the practical and 
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theoretical experiences requisite to the MT program have instilled confidence in Michelle’s 

ability to succeed in the classroom, she states that “a focus on more of the ‘practical’ aspects of 

the profession and ‘real life’ teaching experiences” would ease the transition from pre-service to 

novice teacher.   

Michelle suggests that mentorship programs would serve as a great benefit to novice 

teachers in their initial years in the profession.  She admits that she has heard that many school 

boards have adopted some form of mentoring program and states: “Although the Board I am 

currently working for boasted about a ‘mentorship’ program for new teachers, I have yet to see 

any part of this program.”  She also notes that in a growing board such as hers, new schools are 

being built and “are staffed with relatively new teachers with only 1-2 years more experience 

than a novice teacher.”  Thus, she recommends that a successful mentoring program with 

experienced teachers offered by the school Board is most conducive to serving the needs of the 

novice teacher. 

Sophie 
 

Sophie had high hopes of entering the teaching profession as a qualified professional with 

graduate experience under her belt.  Unfortunately, as of October 2004, she had yet to find a 

teaching position and she had not received a single interview.  Frustrated that she has worked so 

hard toward her goal of becoming a teacher, Sophie is looking for answers and admits: “I don’t 

know what I am doing ‘wrong’ at this point but obviously there is more to the process than I 

know” (October, 2004).   

 In the face of her own struggle with teaching Sophie manages to impart advice for future 

novices entering the profession: “Ask lots of questions during your last practicum…it seems that 

getting on the ‘Eligible to Hire List’ is only a small part of what it takes to secure a teaching 
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position” (October, 2004).  She has no knowledge of any formal support system that can assist 

her in her quest for a teaching position.   Compounding her frustration, Sophie asserts that 

although she has left numerous voice messages and listened to changing stories, depending on 

who she speaks with, the end result that she is at a disadvantage due to her lack of knowledge of 

the “system.”  Colleagues and host teachers from previous practicum experiences informed her 

that in order to be eligible to accept Long-Term Occasional (LTO) positions she had to apply 

separately to be on another list.  Lack of prompt and upfront information, she attests, has proven 

to be costly for her.   

 Sophie has found informal supports to be the best avenue for advice in the hiring process.  

She highlights the Ontario Institute for Studies in Education at the University of Toronto’s 

Teacher Employment Preparation Centre and faculty as advocates for novice teachers entering 

the profession in search of employment. 

 Through a recommendation by a principal that Sophie had worked with during a 

practicum placement, she was able to secure a Long Term Occasional position with her board in 

January of 2005.  Armed with a six month contract and a primary/junior specialist she was 

temporarily relieved.  With her practice teaching experience focused on the primary and junior 

grades, Sophie’s contract was not in sync with her training.  Required to teach computers for 

grades 1, 2, 6, 7 and 8 computers, grade 7 math and grade 8 science, Sophie was forced to learn 

curriculum and expectations for science for which she has no prior academic or professional 

experience, and to work within the intermediate division of her school.   

 Having accomplished something she never thought possible (surviving a six month 

contract) Sophie is happy to be looking for a job as of June 29 when her contract is up.  
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However, her excitement is not without reservation as her struggle for employment during the 

first half of the school year is fresh in her mind.  She remains positive. 

Discussion 

One of the most common themes that emerged from this study surrounded the hiring 

practices on the part of school boards.  Teachers reported that they were notified as late as one 

week prior to the beginning of the school year of their hiring.  Moreover, some were placed in a 

different classroom three weeks after inception of the school year.  This finding is in line with 

the Transition to Teaching Report on 2004 graduates which found that late assignment 

confirmations are common with only 41% of teachers reporting being hired before the start of 

the school year (OCT, Transition to Teaching Report, 2004).    

Related to the issue of board hiring practices, participants further reported that the 

assignment of split grades were problematic for novice teachers in that they had neither adequate 

pre-service preparation nor board support or training to meet the demands of teaching in the 

multi level classroom.  While pre-service training focused on the organization and management 

of combined grade classrooms may be able to somewhat mitigate the demands of teaching a split 

grade, the fact remains that a disproportionate amount of novice teachers, approximately 20%, 

are teaching split level classes (OCT, Transition to Teaching Report, 2004).  It follows logically 

that there is a need on the part of school boards to reflect upon hiring placements and to provide 

the necessary training to support teachers in this capacity prior to entering the classroom.   

In light of the finding in the OCT, Transition to Teaching Report, 2004, that first year 

teachers are most often assigned single grade positions in grades three and six at the elementary 

level, it is noteworthy to mention that comparatively, of those surveyed in this study, one was 
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placed in a split grade class and none of the participants were placed in grades for which 

standardized testing was an obligation. 

The Education Quality and Accountability Office (EQAO) ensure greater accountability 

and better quality in Ontario’s publicly funded school system. The EQAO is an arm’s-length 

agency of the provincial government that provides parents, teachers and the public with accurate 

and reliable information about student achievement. EQAO also makes recommendations for 

improvement that educators, parents, policy-makers and others in the education community can 

use to improve learning and teaching (http://www.eqao.com, 2005).  Standardized testing can 

create a great deal of stress for educators.  Such tests are frequently viewed as an evaluation of 

their abilities in the classroom to prepare students for what the Ministry of Education deems 

standard grade level achievement.  As a novice teacher, the added responsibility of EQAO, 

combined with administrative and public scrutiny, can pose a serious challenge at arguably the 

most crucial stage of a teacher’s career.  

The research reveals that novice teachers are confronted with a plethora of 

responsibilities including report card writing and long-range planning.  Evidence suggests that 

teachers have left pre-service training with a very limited knowledge of report card programs and 

long-range planning.  While the participants have made clear that they received some level of 

training in these areas, in practice, their pre-service learning proved limited and insufficient to 

meet their needs in their initial years of entering the profession.  In concurrence with the 

observations reported by Meister and Melnick (2003), the sample surveyed reported that 

behaviour issues, meeting the diverse needs of students, time constraints, immense workload, 

lack of communication skills when dealing with parents in difficult situations were of primary 

concern. Nevertheless, the two participants of this study reveal that positive comments and 
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feedback from students make enduring the challenges of a novice teacher worthwhile.  More 

surprising however, is that respondents reported a lack of positive or encouraging comments 

from administration, namely principals, and in fact attested to holding a negative perception of 

administration at the school and board levels? 

Recommendations  

Evidence from this study suggests that pre-service educational institutions may better 

prepare students for success in the classroom by offering training in areas that reflect that 

realities of teaching.  For example, experience with long-range planning, report card writing, 

classroom management techniques and split-grade teaching strategies would serve as a 

foundation from which to work from when entering the profession.   

 Based on the findings of this study, it is apparent that teacher preparation programs and 

school boards need to pay particular attention to the following: 

1. Provision of specific and intense training to novice teachers in combined grades and 

grades in which provincial standardized testing is required. 

2. Creating schedules which facilitate team teaching and classroom observation. 

3. Mentoring with time to debrief and receive constructive feedback. 

4. A committed partnership among schools, boards, and novice teachers to form a 

professional learning community that facilitates discussion and the formation of a 

survival document containing resources, points of contact and important information that 

is specific to easing the transition of novice teachers.  The documents produced should be 

specific to individual schools and reflective of the school resources and community.   

5. Creation of a teacher leader role within each division to support novice teachers and new 

teachers to the school and meet as a group regularly to debrief, share ideas and concerns. 
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6. Professional leadership development for school administrators specific to creating a 

professional learning community that is sensitive to the needs of new teachers.  

Summary  

Many of the challenges reported by the participants in this study are beyond the reach of 

the pre-service classroom.  According to the findings of this study, there are many unforeseen 

realities in the role of the novice teacher.  These include the physical demands of being on a 

school bell schedule, teaching a split grade while simultaneously meeting the needs of 

exceptional students, dealing with personal emotions of anxiety, insecurity, frustration, isolation 

and even depression, and a lack of support from administration.  Compounding these demands is 

the need to deal with a lack of financial recognition, planning, assessing, reporting, classroom 

management, meeting expectations, communicating with parents, and emotionally charged 

situations in the classroom.   

Participants found informal supports such as teacher colleagues, friends and family to be 

vital in easing their transition to teaching.  Weekly team meetings, a supportive school board that 

encourages professional development, and visible leadership on the part of principals were 

positive factors identified by participants as necessary for them to grow into the profession. 
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ABSTRACT 
This sociocultural study, drawing upon the work of Gee and Bakhtin began with a 
historical search that determined a typology of four discourses of discipline that were 
conceptualized and implemented from the colonial period up through the twenty-first 
century in U. S. education.  Observations were then conducted in two Head Start 
“inclusion” pre-K classrooms to determine which, if any discourses of discipline were 
evident, and the types of social relationships and identities these discourses of discipline 
fostered. This paper analyzes the way the four discourses of discipline categorized and 
positioned regular and special education teachers and children in one Head Start pre-K 
classroom by examining the social relationships and the identities that were made 
possible through these positionings.  Implications for teachers to be cognizant of how 
their value determinations categorize children and colleagues and how these categories 
affect their choices of discourses of discipline and the ways they interact with children 
and colleagues are addressed.   
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Abstract 

This presentation will present on data obtained from over 100 athletes on facilitating 

career transitions in athletes. Specifically, ideas and recommendations for counseling 

athletes with a focus on the use of transferable skills will be discussed. This session will 

be of interest to counselors and educators interested in the counseling of athletes in 

retirement transition. 
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Educational Leadership in Collaborative Public High School and Private College 
Education Model  

 
By  

 
Anissa Mc Neil 
Carolyn Miller 

 
Abstract 

 
There are very few educational models in the United States in which a high school 

student acquires an Associates degree while attending high school.  This exceptional 

educational model is built upon the collaboration between public schools and private 

universities.  These two educational entities are inherently operated differently, but with 

the one goal, which is high performance and graduation rates. 

 There are distinctive leadership skills required in nonprofit/social (public school) 

organizations and for profit/ business (private universities).  Skillful leadership is the 

essential ingredient in an educational model in which both organizations exist.  Jim 

Collins in Good to Great (2002) and Good to Great and the Social Sector (2005) outlines 

the principles of greatness in the business and social sector.  Mc Neil, et. al (2006) 

identified cultural traits of high performing universities.  Mc Neil, A. (2006) identified 

common cultural traits of high performing universities and public schools. 

This paper reviews the distinctive characteristics of building a high performing 

collaborative educational model using the concepts of Good to Great by Jim Collins.  

This paper reviews the distinction between the profit and non profit organization and the 

leadership skills and cultural traits required to sustain a high performing collaborative 

educational model.  Overall, the paper outlines the unique leadership characteristics 

required in a profit-nonprofit collaborative educational model.  
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Development of Research-Based Design  
of Professional Development Program 

Parinya  Meesuk1 

Suwimon Wongwanich2 
 

Abstract 
The purpose of this study is to design, and validate model and evaluate teacher 

professional development program in Thai context, as well as to develop and validate the 
appropriate program for Thai teacher. The proposed model is based on the model presented 
by Garet et al.(2001), which is modified to comply in the context of Thai education. Teachers 
were asked to participate in Research and Development of Whole School Learning Reform 
Model project in Thailand, results are collected and employed to validate the developed 
model. The results are expected to be beneficial to both the developing research-based design 
of professional development program and designing the generality teacher professional 
development program for Thai educational organization. 

 
Introduction 

Currently, there are myriad periodic curriculum reforms in worldwide education, as 
well as in Thailand. The current global movement in the reform of education focuses on a 
number of issues, including standard, quality, and teacher preparation. With regard to the 
latter, there is a growing realization that the professional development should be brought to 
the desired reform (Jegede & Taplin, 2000). Teachers must be immersed in the subject that 
they teach, and have ability both to communicate basic knowledge and to develop advanced 
thinking and problem-solving skill among their students (Loucks-Horsley, Hawson, Love, & 
Stiles, 1998). In 1997, Thailand had great educational reform leading to the Education Act 
1999 which is the first Thai Educational Law, including the reform many educational 
essences. However, the main essence of educational change was the reform of learning in 
order to create a learning culture in the whole educational system in Thailand (Thai Education 
Act 1999). Traditional professional development, such as the training and coaching model 
(Xu, 2002) tend to be inefficient, inadequate and inappropriate about how teachers learn 
(Keller, Bonk, & Hew, 2005).  However, it is hard to reform the successful and sustainable 
learning because the strategies used need high potency and appropriateness. It is acceptable 
that individual-level characteristics of the teacher are also important in determining the 
success of such a program and that designing of a program-level that invite teachers to begin 
from their own knowledge base, needs, and interests were also important (Kanaya, Light, & 
Culp, 2005). 

From current research, a considerable body of literature has emerged on professional 
development, teachers learning, and teachers change. But there are few researches that have 
been conducted on the effect of alternative forms of research-based designing professional 
development program, the research along with the experience of expert practitioners provides 
some preliminary guidance about the characteristics of high quality professional development 
(Garet et al., 2001). The importance of research-based design of professional development in 
education reform has become increasingly noticeable and recognized. In order to develop and 
design a successful professional development program, the program developer or educator go 
through both standard procedural and specific contextual issues (Lee, 2004 & 2005).  
Objectives 
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The objectives of this study are to design, and validate model and evaluate teacher 
professional development program in Thai context. 
 
Conceptual Model 

In this study, the researcher aimed to design, and validate a model of the development 
of the teacher professional development program in the Thai context. Recent review of the 
literature offers a succinct list of eight key elements of effective professional development. 
This list of elements can be separated into 2 levels; program-level and individual-level 
(Kanaya, Light, & Culp, 2005) as shown in figure 1. 

 
Based on review literature, there are 

research reports of the consortium’s model for 
professional development program including six key 
elements that are chosen from program-level for 
using to design the program, they are; 2 features, 
structural and core features, related to be causal 
component of teacher outcomes; six structural 
features include (1) the organization feature (2)  
professional community (3) Time span (4) contact 
hour (5) mentor-mentee relationship (6) Contribution 
of the facilitator; three core features include (1) 
Focus on content knowledge (2) Active learning (3) 
Coherence. These elements are based on research on 

effective instruction and professional development in education (Darling-Hammond & 
McLaughlin, 1995; Ball, 1996; Darling-Hammond, 1997; Loucks-Horsley et al., 1998; Porter 
et al., 2000; Garet et al., 2001; Desimone et al., 2002; Kanaya, Light, & Culp, 2005, Lee, 
2004 & 2005).  

The researcher modified some variables to the most appropriate for being suitable in 
the Thai context which is a society that places a great emphasis on respect. As the Research 
and Development of Whole School Learning Reform Model project was a whole school 
reform project, the researcher had to modify the meaning of collective participant and 
professional community to be the same. 

The model was not concerned with gender because Jegede & Taplin (2000) suggested 
in research result that gender difference was not related to the perception of professional. The 
researcher used modified relationship model of features of professional development to teacher 
outcomes proposed by Garet et al. The details are depicted in figure 2.  

 
 
 

 
 
 
 
 
 

 Figure 2 shows modified relationship model of features of professional development to 
teacher outcomes from Garet et al. (2001) model which consists of seven a priori dimensions 

Figure 2  modified relationship model of features of 
professional development to teacher outcomes 
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namely, (1) time span (2) contact hours (3) focus on content knowledge (4) active learning (5) 
coherence (6) enhanced knowledge & skill and (7) change in teaching practice. It is of 
particular interest in the present study, two additional variables are included into the model, 
these are two factors related to teacher outcomes; mentor-mentee relationship and 
contribution of the facilitator (Andrew & Lewis, 2002). Beside these two variables, the two 
interchangeable variables named type and collective participant are organizational features 
and professional community respectively in this modified model. 
  
Research Method 
Data sources 

For this analysis in this study, the target population was teachers in schools which 
participated in Research and Development of Whole School Learning Reform Model project 
of Thailand. The samples were derived from a  survey which was  mailed to teachers from 
135 schools who participated with the Research and Development of Whole School Learning 
Reform Model project. 
 
Variable and Research Instrument 
 Structural features –characteristics of the structural or design of professional 
development activities– consist of five components including (1) the organizational feature –
the form of the activity; (2) the duration of the activity, including the total number of contact  
hours that participants spend in the activity, as well as the time span of time over which the 
activity takes place; (3) professional community –group of teachers who work in same school,  
(4) mentor–mentee relationship –these items were measured on self-report in degree of the 
relationship between participant and facilitator, and (5) contribution of the facilitator –role 
played by external facilitators as critical friend offering a different perspective. 

Core features –dimension of the substance or core of the professional development 
experience– consist of three components including (1) the degree to which the activity has a 
content focus, (2) the extent to which the activity offers opportunities for active learning, and 
(3) the degree to which the activity promotes coherence in teachers’ professional 
development. 

Teacher outcome consists of two parts namely enhanced knowledge and skills and 
change in teaching practice. These items were measured by self-report in knowledge and 
skills in several areas and changes in classroom practice. 
  
Analysis 
 In this study, the researcher conducted quantitative survey research to confirm 
relationship of components in changes in teacher practice, thus checking the reliability and 
validity of the instrument, confirmatory factor analysis was also conducted. As these 
constructs were verified, analysis was run to determine the effectiveness of designing 
professional development program using LISREL. 
 
Conclusion  
 It is expected that the design of the teacher professional development program will 
show a variety of strategies in various combinations. From the study, we found the product 
which was the appropriate program for Thai context and also found the importance of 
research-based design consisted of 4 steps that were; (1) Planning, we had to assess 
professional development needs by teachers’ needs assessment research. (2) Implementation, 
we had to provide time and resources, and follow up the program performed by research-
based program implementation. (3) Improvement, we had to improve the professional 
development program by program’s needs assessment research. (4) Evaluation, we had to 
evaluate the professional development program by using the evaluation research design. 

Systematic program, the research-based design of professional development program, 
is important in designing program that maximize the effects of a professional development 
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program on teaching practice and help teachers sustain their learning over the long term. It 
should be noted that the present research work is in the process of empirical validation.   
 
Educational Importance of the Study 
 According to the Education Act 1999, schools and educators in Thailand have to put 
more efforts toward the academic excellence. Teachers must show the potential in 
professional by using more research-based and team working at the same time. The present 
results are expected to be beneficial to both the developing research-based design of 
professional development program and designing generality teacher professional development 
program for Thai educational organization. 
 However, in case of a validated structural equation model of changes in teaching 
practice in context of the Thai culture, the author belief that the teacher professional 
development program designing will be used in planning the teacher professional 
development system in Thai professional organization context. 
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Abstract 
 

 Research throughout the past decade has emphasized the need for a more blended 
approach to teacher preparation due to the inclusion of children with disabilities in the 
general education classroom. Early childhood educators must have the knowledge and 
skills to meet the challenges of children with various ability levels and be able to adapt 
curricula to meet individual needs. Research has also indicated teacher attitudes and 
knowledge have direct influence upon their practice and that a "blended" approach to 
teaching is vital to the development of skills in young children.  
 
This paper will provide results of a research study that was conducted with a purposeful 
sample of preschool inservice teachers to identify their attitudes, knowledge, and comfort 
levels for working in inclusive classroom settings.  Results reflected in this paper will 
address the training and support needs as identified by the inservice teachers. 

 
 
     Introduction 
The inclusion of young children with disabilities in early childhood programs has become 

a reality due to various legislative acts.  The Americans with Disabilities Act (ADA) in 1990 set 

the stage for inclusion by placing an emphasis upon all early childhood programs being prepared 

to serve all children (Bredekamp, 1993).  Current legislations, the No Child Left Behind Act and 

the reauthorization of federal special education law, Individuals with Disabilities Education 

Improvement Act or IDEIA, have placed an emphasis upon the inclusion of children with 

disabilities within the general early childhood education classrooms.  However, few teachers 

trained in general early childhood education have sound knowledge of special education or have 

the skills to handle children with disabilities in their classrooms. 

 Research throughout the past decade has emphasized the need for a more blended 

approach to teacher preparation for both general early childhood and early childhood special 

educators (Miller & Stayton, 1998). It has been recommended that general early childhood 

educators besides having knowledge of developmentally appropriate practices (best practices for 

children or quality practices) receive instruction in how to adapt curriculum and that early 

childhood special educators receive instruction on developmentally appropriate practices (Kilgo, 

2007 HICE Proceedings 
Page 3794



Inservice Preschool Teachers in Inclusive Settings 

 3

Johnson, Lamontagne, Stayton, Cook, & Cooper, 1999).  Teacher’s knowledge of 

developmentally appropriate practices is considered essential for providing high quality care for 

all children (Cassidy, Hestenes, Hegde, Hestenes, & Mims, 2005). However, training teachers 

from both the general early childhood and special education fields with the same philosophies 

and course work has been a challenge. Three prominent areas of difficulty in the area of 

personnel preparation as cited in the literature are; separatism in preparation of general and 

special educators, limited instruction in special education for those entering the general 

education classroom (Mitchell, 2002), and an inadequate supply of special education teachers 

(Wolery & Wilbers, 1994). 

 Literature from the field also indicates that children are often moved into classrooms 

without proper planning or support services for the regular early childhood teacher (Sacks, 1998) 

which causes both the students and the teacher to suffer. This lack of planning, support and 

training causes negative attitudes toward inclusion which in turn affects classroom practice.  

 Research has further indicated that training has an influence on teacher attitudes toward 

inclusion.  Studies have shown that teachers who received more special education coursework or 

in-service training have a more positive attitude toward inclusion (Buell, M.J., Hallam, R., & 

Gamel-McCormick (1999).  Teachers in practice, however, may lack opportunities to acquire the 

knowledge and skills that they need to work with young children with disabilities who are in 

their classrooms.  Throughout the past decade there have been numerous research studies that 

have focused upon the educational needs of preservice teachers, however studies that focus upon 

the needs of teachers in practice (inservice) have been very limited.   

The purpose of the study was to assess early childhood preschool (ages 3-5) inservice 

teachers’ attitudes and beliefs regarding developmentally appropriate practices (DAP) and relate 
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this to their beliefs toward inclusive practices (inclusion of children with disabilities). One over-

arching question guided this portion of the study: 

 What are early childhood inservice teachers’ beliefs, comfort levels, and knowledge 

toward inclusive practices? 

      Method 
 

The research study employed a mixed-method design.  Inservice teachers who participated were 

asked to complete three surveys; two surveys that focused upon the assessment of teacher beliefs 

about appropriate practices (Teacher Belief Scale and Instructional Activities Scale (Hart et al., 

1990) and one, Inservice Teacher Self-Report Survey (Mitchell, 2002), that assessed their 

attitudes, knowledge, and comfort levels toward working with children with disabilities.  The 

latter was developed by the researcher and used to collect data regarding inclusive practices. The 

survey, based on a Likert Scale (1-4), was used to measure attitudes, knowledge, and comfort 

levels for working with children with disabilities. The Inservice Teacher Self-Report Survey also 

included questions that were used to elicit responses regarding the  inservice teachers’ attitudes 

toward inclusion, level of preparation, training, and support needs. Four specific questions from 

the survey are addressed in this paper.  

o Explain your attitude about inclusion of young children (PreK-K) in educational 

programs with their peers. (Do you feel all children should be included?) 

o How could educational preparation or training be enhanced to more fully prepare 

inservice teachers for an inclusive classroom? 

o What type of support would be helpful to you as an early childhood educator in an 

inclusive classroom? 
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o What type of training would be helpful to you as an early childhood educator in an 

inclusive classroom? 

Participants 
  

Preschool programs in a six county area of Eastern North Carolina were contacted and asked  

to participated in the research study. In order to participate, the program needed to have an 

inclusive preschool classroom where at least one child with an identified disability was served.  

Participation was voluntary. There were forty programs (N=40) that met the criteria, but only 

thirty-five (N=35) agreed to participate. The programs included faith-based, private,  and public 

preschool programs such as developmental day, Head Start, and programs for children with 

disabilities.  The following table includes the number of classrooms by program type.  

         Types of Programs  Number of classrooms 

     Head Start              12 

     Developmental Day                4 

     Faith-based                1 

     Private                8 

     Public Preschool               14 

 

 There were a total of thirty-five teachers (N=35) who responded to the four questions 

that are addressed in this paper. The participants represented a diverse age range from 20 to 71 

years with a mean age of 42. The education levels of the inservice teachers ranged from 1 year of 

college to a graduate degree in child development, special education, or related field.  Twelve 

teachers have licensure in early childhood education, two in special education, eleven in related 

fields, and ten lacked licensure in any area.  The majority of inservice teachers who participated 
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in this study held a four-year degree or higher, which makes this a unique sample. Teaching 

experience ranged from nine months to thirty-two years with a mean of fourteen years. (The 

education levels of the participating teachers are represented in figure 1 below.)                               

graduate
degree

some
graduate

coursework

4 year
degree in

related
field

(education)

4 yr
EC/CD
degree

2 year AAS2 year AA1 year
community

college

some
college

coursework

NC early
childhood
credential

Teachers Education level

20.0%

15.0%

10.0%

5.0%

0.0%
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t

  

 Figure 1: Teachers Education Levels 

Results 

Responses were compiled and a constant comparative analysis method was used to 

identify common themes within each of the four questions; attitudes toward inclusion, level of 

preparation, training, and support needs. The constant comparative method proposed by Glaser 

and Strauss (1967) included reading answers to the questions numerous times and grouping 

answers to common questions thematically across various responses acquired from the teachers. 

Themes for each question can be viewed in the following table. 
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Question 1 
Attitude about 
inclusion in PreK-K 

Question 2  
Enhanced 
Preparation or 
Training  

Question 3 
Type of support 
needed 

Question 4 
 Type of training 
needed 

         Themes        Themes        Themes           Themes 
All children included 
at this age  
 

Knowledge about 
disabilities 

Additional staff Extensive workshops 

Most children 
together  

Workshops  Resources  Hands-on training 

Not all children 
together 

Hands-on training  External support Additional resources 

 Visiting sites Specialists  Special education  
classes  

 Special education 
classes 

Training  
 

 

 

 Attitude about inclusion 
 
 Most (76%) of the inservice teachers responded favorably to the inclusion of children 

with disabilities in the preschool or kindergarten classroom and perceived that development 

would be enhanced through daily contact with peers.  

“All children should be included at this age, but it is difficult to work with a  
class of extremely involved children and children that are typically developing 
and write up lesson plans and activities.” (Inservice Teacher A) 
 

 Teachers did indicate that additional support in the classroom was necessary in order for 

inclusion to be effective.  “With the right support staff and availability of services I believe most 

children should be together,” one teacher responded. There were those, however, who perceived 

that some children may not be as appropriate for an inclusive classroom especially if they 

“disrupt the natural learning environment for all children involved”.  

Enhancement of Preparation 

The majority of inservice teachers responded that “hands-on” training would be 

beneficial in preparing them for the inclusive classroom.  Responses also indicated that they 

2007 HICE Proceedings 
Page 3799



Inservice Preschool Teachers in Inclusive Settings 

 8

lacked appropriate knowledge about disabilities and that scheduled visitations to programs that 

provided services to children with disabilities would assist them in being more prepared.  

“There should be more collaboration between regular education and special 
education to de-mystify the fears circulating about inclusive models.”  
(Inservice Teacher B) 
 

In addition, most inservice teachers felt that they should have more courses in special education 

if they were going to have children with disabilities included in their classes. 

Support needed  
 

The inservice teachers provided a variety of recommendations for classroom support, 

including; additional staff, sufficient resources, external support, working with specialists, and 

additional training. 

 “Make sure that there is enough staff available to work with really involved  
children and specialists on certain disabilities to come in and help plan  
appropriate activities.” (Inservice Teacher C) 

 
 Participants emphasized the need to have trained specialists visit their classrooms on a 

weekly basis to provide input into the development of activities and to model appropriate 

intervention strategies. They also thought that preservice teachers should have “more elaborate 

practicum experiences prior to … being placed in the classroom.”  

Training 
 

     “Hands on is the best. Experience is the best teacher.” 

Participants in the research study also advocated the need for training about different 

areas of disability.  Training, according to the inservice teachers should include “hands-on” 

activities that provide strategies for working with children who have various disabilities. 

“More training on different kinds of disabilities (autism, visual disabilities,  
hearing impaired, etc.) and … activities to implement … with children.” 
 (Inservice Teacher D) 
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 Other areas that were identified were the incorporation of extensive workshops, the 

provision of resources to assist them in providing instruction to children with disabilities, and 

additional special education courses. 

    Discussion 
 
Inservice teachers in early childhood education who are working in inclusive classrooms  

generally feel that all children should be together during the preschool years because inclusion 

has a positive effect on all children.  Children with disabilities are enhanced developmentally and 

socially through inclusion while those who are typically developing learn about differences 

which lead to the formation of positive attitudes toward others. The exclusion of children with 

disabilities in classrooms with their peers is not only unacceptable (Taylor, Smiley, & 

Ramasamy, 2001) but also a violation of individual rights as outlined by federal special 

education law. 

Research over the past decade has linked an increase in teacher knowledge to an  

increase in positive attitudes toward working with children who have disabilities (Sledge & 

Morehead, 2006) which in turn leads to an increase in student learning.  Inservice teachers 

believe that they “lack appropriate knowledge to effectively meet the needs of children” (Burke 

& Sutherland, 2004, pp.6) in an inclusive environment.  Research has also indicated that “hands-

on” training is more effective and that schools should provide sufficient training for general 

education teachers (Burke & Southerland, 2004; Kraayenoord, 2003) in order to prepare them for 

inclusive classrooms (Hammond & Ingalls, 2003). Additional studies have identified workshops 

(Buell, Hallam, & Gamel-McCormick, 1999), visitation to classrooms where children with 

disabilities are included ( Burstein, Sears, Willcoxen, Cabello, & Spagna, 2004), and the 

provision of additional special education classes during teacher preparation (Buell et al.,1999) as  
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valuable resources to more fully prepare teachers for the inclusive classroom. These key 

components (knowledge about areas of disability, “hands-on training, workshops, program 

visitations, and additional special education coursework) were also identified by inservice 

teachers in this research study as being essential for the improvement of personnel preparation 

for inclusive classrooms.   

 In addition to the enhancement of personnel preparation, teachers in inclusive classrooms 

need adequate support in order for teachers to meet the challenges posed by a range of diverse 

learners.  Many teachers state that the lack of additional qualified classroom support (Burstein et 

al, 2004) can be problematic, and that trained classroom assistants were the key to successful 

inclusion (Hastings & Oakford, 2003).  General education inservice teachers also reported that 

they have less resources and support than their special education colleagues (Buell et al. (1999) 

and need additional staff development opportunities to increase their skills (Burnstein et al., 

2004).  The commitment of school administrators to inclusion is also a key ingredient for success 

(Hammond & Ingalls, 2003).  Inservice teachers in this study identified similar support needs; 

qualified assistants, external support, resources, and linkage to specialists. 

 The training needs that were identified in this study (additional resources, classes, hands-

on training, and workshops) are also reflective of current research in the field.  Teachers in 

inclusive classrooms need “opportunities for listening, reflection and discussion of practices” 

(Kraayenoord, 2003, pp.364), and inservice training (Burke & Sutherland, 2004; Buell et al., 

1999) in  order to be more fully prepared for inclusive teaching.  

In conclusion, this study raises an important question regarding personnel preparation.  

Why are teachers with high levels of education and degrees in early childhood education still 

uncomfortable with the idea of inclusion?  This question becomes relevant in light of various 
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research findings which suggest that preschool classrooms are of higher quality because most 

teachers have high levels of education.  However, the findings of the present study refute this 

logic.  Teachers with graduate degrees still are not comfortable with the idea of inclusion and 

perceive that they are not prepared to work in inclusive classrooms.  Future studies need to re-

examine the factors that are influencing inservice teachers’ growing discontent with their level of 

preparation, as stated through this research study.  We need to further examine how universities 

are preparing teachers for inclusive practices. 
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Communication Skills Need to be Learned? 

 
Abstract   Everyone is born with the ability to speak and communicate. However, how articulate each individual is different. Some are born 
with good communication skills and some are not. Therefore, from my point of view, in order to survive in today’s challenging working 
environment, good communication skills need to be learned by the students.  In a typical learning situation such as a formal lecture, only one 
way communication tends to be happening because of the large number of students in a class. At the University of Malaya, it is our aim to 
integrate communication skills into the engineering education curriculum, in order produce modern engineers who are able to communicate 
effectively during the course of their careers. The communication skills are incorporated with critical thinking skills in a university-wide 
course called “Thinking and Communication Skills”. This course was introduced for undergraduates to learn and practice effective ways of 
communicating. The course is organized so that thinking and communication skills can be developed cohesively in each individual student. 
The course is compulsory for all undergraduates at the University of Malaya. Practical engineering problems have been used as group 
projects to promote discussions on real engineering scenarios, such as global warming, pollution and genetically modified foods. This paper 
discussed about why communication skills need to be learned and the integration of communication skills in Faculty of Engineering, 
University of Malaya.   

 

Keywords: effective communication, interpersonal skills, improve critical thinking 

 

1 INTRODUCTION 

Each of us is born with the ability to communicate. The first step of communication in our life is by 
communicating with our parents by crying when hungry, thirsty or feeling uncomfortable. Then, as time goes by, 
we learn how to communicate by talking and listening to our parents. It takes 3 years of our life to be able to 
communicate verbally with people around us [4]. It is the most intensive period of speech and language 
development for humans when the brain is developing and maturing. However, each of us has different level of 
communication skills depending on our family and education background. Nowadays, communication skills do 
not only serve social interaction purposes, but also to solve conflict management, to solve problems, to bridge 
cultural differences.  These challenging tasks which make communication skills essential. As Internet has 
transformed the world into a borderless one, communication via electronics mail or E-mail and also writing 
reports, have made written skills is a must in any professional career. Realising the importance of 
communication skills in career and life development, and the fact that these skills can be learned, University of 
Malaya has incorporated the course, “The Thinking and Communication Skills Course” in May 2003 as a core 
university course.  

2 EFFECTIVE COMMUNICATION SKILLS 

Effective communication skills is the ability of the speaker to transmit a message and the receiver’s ability to 
interpret the sender’s message the way it was intended by the sender either in writing or orally[3]. Often the 
meaning of message is misinterpreted and communication gaps occur. Therefore, excellent communication 
techniques must be taught and learned in order to improve critical thinking, thus improving the performance of 
the engineering graduate in their careers.   
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2.2 The Importance of Communication Skills 

Knowing how to speak and listen is not enough for today’s requirement to survive in the industries. Additional 
advantages for communication skills not only improving our career opportunities but also family relations,  
because efficient communication avoids conflicts in team management and relationships. Today, employers seek 
graduates with skills beyond the standard paper qualifications. An emphasis is placed on soft skills, which are 
communication skills, decision making skills and teamwork.  

Possessing a large degree of technical knowledge is not as important as getting the work done in the most 
effective manner. In the actual working place, communication gaps, social and technical problems and conflicts 
often occur. These are amongst typical problems faced by fresh engineers at work. In order to tackle these kinds 
of problems, engineers will need to possess excellent communication skills, such as the ability to interact within 
a group as a competent team, bridging differences within team members to achieve conclusions, communication 
techniques to solve public speaking fear, the ability to express themselves, as well as the ability to be problem 
solver. It is no doubt that effective communication will improve critical thinking thus promoting good 
achievement of decision making. 

In addition, effective communication skills will not only improve the performance of the engineers in their 
professional careers, but also in their relationships. It also helps them to shape themselves as a good member of 
society, and in their personal lives. It is a life long learning process that benefits them as they move forward in 
their career. 

2.3 Course Description 

The content of communication skills course is fixed across the University. However, the implementation is made 
flexible to match the fields of individual participation such as engineering problems for engineering students. 
Typically, each class consists of about 20 students and a lecturer acts as a facilitator to facilitate discussions. In 
March 2003, these lecturers were given a formal training course to qualify them to teach the “Thinking and 
Communication Skills” course. The subject matter for these projects is selected by the lecturer. The common 
subject matters of interest are, for example, practical engineering problems, politics, science and technology.  

As for the communication skills syllabus, important topics such as oral communication, presentation skills, 
written skills, non-verbal communication, listening skills, interpersonal skills, teamwork skills and barrier to 
communication are included. These are the main outlines of the course although it is conducted differently in 
small groups. Table 1 indicates the details of the implemented communication skills course. 

  
3 DEVELOPMENT OF COMMUNICATION SKILLS WITHIN THE FACULTY OF ENGINEERING, UNIVERSITY OF 

MALAYA. 

At the Faculty of Engineering, University of Malaya, the communication skills course is taught by the 
departmental staff. The students are required to register for this course either in their first or second 
undergraduate year.  Most of the subject matters encountered in this course is of a general nature.  However, 
some lecturers have taken the initiative to apply engineering problems into this course relevant to the objective 
of the course, which is to encourage and practice critical thinking and effective communication amongst students. 
The classes have been made small so that the facilitator can reach out to each individual student and make an 
individual evaluation on whether the student has managed to achieve the learning objectives outlined in the 
course. In addition, small classes enable two way communications between the facilitator and students. It also 
promotes pro-active learning amongst students. 

 
4     TEACHING METHOD 

In every class, the students will be introduced to the learning objectives of the course. Then, the students will be 
explained about the theory of the skills. In order to practice the known theory, thinking points – short articles, are 
used to initiate discussion within the class. Material chosen for the thinking points will depend on the facilitator. 
Generally, samples of thinking points are articles with titles such as, “Marriage is not about sex alone”, “Man 
sues fast food chains”, “Fish oil helps the heart” and others. As for the Faculty of Engineering, University of 
Malaya, sample thinking points such as global warming, pollution and genetically modified foods and other 
relevant topics to common engineering problems are used as thinking points by the facilitator. Next, students are 
divided into small group discussions to do the exercise.  
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Table 1: Details of the Communication Skills Course 

Course Title : Thinking and Communication Skills 
No of Credit Hours : 3  
Course Objectives:  
At the end of this course it is envisaged that students will: 

• be able to think critically & creatively and make decisions  
• be able to communicate effectively when making presentations 

 
Syllabus 
Thinking Skills 
• Clarification and Interpretation of Ideas 
• Analyzing and Evaluating Arguments 
• Judging Credibility of Source 
• Identifying Persuasive Language 
• Detecting Fallacies 
• Causal and Categorical Reasoning 
• Problem Solving and Decision Making 

Communication Skills 
• Introduction  
• Oral Communication 
• Presentation Skills 
• Non-verbal Communication 
• Listening Skills 
• Interpersonal Communication 
• Group Skills 
• Barriers to Communication 

Teaching Materials/Equipment 
• Various types of Thinking Points such as articles, images, diagrams, cartoons, video-clips, 

audio-clips, etc will be used as stimulus materials.  
• Materials from the respective disciplines  
• Relevant websites 

Teaching-Learning Methods:   
Small group discussions, Oral presentations, Expositions & Simulations 
Evaluation 
Written Test (40%), Group Participation and Class Presentation (30%),  
Project (30%) 

 

After that, each group will present orally, their opinions regarding the subject matter at hand.  During this session, 
the facilitator and fellow students are allowed to comment on the presentations, and the facilitator evaluates the 
students on individual and group merits. Finally, students will be asked to submit a written report as an exercise 
in written presentation. Flowchart 1 summarizes the process of how communication classes are taught and 
learned.  Besides this, the facilitator has to consider the teaching materials and equipment, in order to make the 
course meaningful and to be fully beneficial for the students. Various types of thinking points such as articles, 
images, diagrams, cartoons, video clips and others are used during the class.  

 

 
 

 

 

 

 

 

 

 

 

 

 

 

Flowchart 1: Teaching and learning process of communication skills.  

 

Discussion 

Oral presentation 

Written presentation
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Conclusion 
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4.2 Teaching Approaches 

At the Faculty of Engineering, University of Malaya, we have carefully selected the syllabus to be taught by the 
facilitator and to be learned by the students. Oral communication, presentation skills, non-verbal communication, 
listening skills, interpersonal communication, group skills and barrier to communication have been chosen as the 
main points that need to be taught together with thinking skills. The facilitator uses simple and easy words in 
communication classes as one of the techniques in communication skills. Besides, examples demonstrated in the 
class incorporate the latest news and the latest technology, in order to attract the interest of students towards 
articulating their interests through effective communication skills.    
In addition, to foster the learning processes, we also encourage the active involvement of learner. To encourage 
the active involvement of learner we have consider several approaches that are: 

• The facilitator must ensure that the classroom is conducive for communication and learning. 

• Learning has to be relevant to learners’ interests and needs so that the class will be interesting and 
enjoyable by the students. 

• Both the learning processes and learning outcomes are important in the classroom. 

• Learners must engage in active roles in the classroom. 

Engaging learners will help facilitate and stimulate effective and purposely learning by the students. Involving 
the learners directly will generate a stronger sense of responsibility in the future graduates – a quality that they 
can take beyond the university and into the work arena.  
 
4.3 Communication Skills Assessment 

Communication skills have been identified as multidimensional and so it becomes crucial to classify how the 
facilitator will do the assessment in the students’ work. Furthermore, the particular communication skills 
required in a profession are usually poorly defined by the students. For the class assessment by the facilitator, it 
is handled so that: 

• The situation is formal so that it occurs at specific times and contributes to a student’s marks. 

• Feedback is provided in order to be educational, and improve student performance. 

• Active participation by students in actual communication situations. 

• The students insights are also tackled, weaknesses are notified, skills are identified and developed. 

 

Individual feedback is important in order to improve the communication skills of students. Besides that, prudent 
identification and clear operational definitions of rating dimensions are done so that same standards are applied 
to every student. Students are briefed about what to expect, how they are assessed and what are the desirable 
characteristics. 

 
5      CONCLUSION  

As a conclusion, communication skills will improve team working skills because of effective communication 
and common understanding within the team. Furthermore, the context of the receiver of the communication, 
whether it be written, non-verbal, is taken into account through empathy and self awareness. This is important 
either the context is cultural, educational, professional, social or others.  

In addition, communication skills are life long learning process. By aiding the development of the skills, future 
learning processes will be easier for the engineering graduates. As time goes by, learning by experiences makes 
the engineers more skillful in handling conflict management, teamwork and problem solving. Finally, it is hoped 
that this course will develop the whole person as an educated citizen of the world, making a contribution not 
only to the industry but also to the family and the society.  
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ABSTRACT 
 

Countries and Cultures of the African Diaspora 
 
 Beginning with the genocide in Rwanda, Countries and Cultures of the African 
Diaspora addresses the history and cultures of African descent people living in 
countries outside of their native Africa.  This global view of Africans focuses on 
cultural aspects of the Africana experience in various parts of the world, with a 
focus on education, religion, politics, traditions, economics, and policies. A panel 
of doctoral scholars and graduates will present the culmination of their research on 
these Africans in Diaspora. 
 In the history of humankind, no people have been as widely dispersed 
throughout the world as those of African ancestry. Whether on voyages of 
discovery, searching for new markets of trade, yearning for adventure and 
exploration, on a quest to conquer new lands, or trading humans into slavery, there 
are numerous reasons why African descent people have either left or been taken 
from their native land of Africa. 
 The scope of Countries and Cultures of the African Diaspora is broad, as 
history shows the dispersion of African people from their native homeland of 
Africa has been broad.  The session takes us from the history and language of the 
Gullah people of the Georgia Sea Islands in the Western Hemisphere to the 
religion and life of African descent people in 16th century Portugal, in the Eastern 
Hemisphere.  It explores a little known chapter of the African Diaspora slave trade 
which reached Europe 100 years before it extended to the Americas.  Largely 
because of their dominance as a seafaring nation at that time, the Portuguese 
initiated a lively trade in African slaves in the early 15th century, by taking 
Africans from their ancestral lands in West Africa, through the Atlantic Ocean to 
the Iberian Peninsula. The last African slaves in Portugal were not freed until the 
18th century, thus marking 300 years of continuous slavery in Portugal. 

The session will recount the events that shaped the life and education of the 
Africans and their descendants who remained in the Danish West Indies. Today, 
these islands are known as the United States Virgin Islands. In addition, the 
session looks at the economic and literary contributions of Black Africans in 
Brazil and addresses the African presence in Mexico during the epoch of the 
Olmec.  Africans in Belize, the United States, and Canada are also included. 
 Countries and Cultures of the African Diaspora makes a contribution to 
world research in that it helps to educate scholars on life experiences of African 
descent people living outside of the African continent.  From the content of this 
session, other researchers may be able to draw historical and cultural parallels that 
connect African descent people around the world.   
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_Abstract: 
Virtual experiments were incorporated into a junior-level food processing course to study 
whether students’ learning styles affected their attitudes toward the use of these computer-based 
laboratory exercises. These virtual experiments include background information on the 
processing concept, experimental procedures, a “process simulator” and data analysis 
instructions incorporated into a web-browser-based software module.  Four virtual experiment 
modules were used in the course and a survey instrument was developed to assess the students’ 
attitudes regarding the user interface, information content and effectiveness of each module.  
Prior to carrying out the virtual experiments, each student’s learning style was assessed and 
categorized based on Gregorc’s four categories of learning styles.  Results from the virtual 
experiment surveys showed that students’ learning styles did not significantly (P≤0.05) affect 
their attitude towards the virtual experiments.  However, some significant (P≤0.05) differences 
were observed between learning styles in the time required for completion of the exercises.  
Overall, the results suggest that virtual experiments may be used for students regardless of their 
dominant categories of learning style. 
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1. INTRODUCTION 

 In the past twenty years, considerable research on L2 learning strategies has been 

conducted in the field of education. Interest in learning strategies is due to increased 

attention to learners themselves and learner-centered teaching  (Nyikos and Oxford, 1993). 

“These trends can be traced to the recognition that learning begins with the learners” 

(Nyikos and Oxford, 1993, p.1). In the SLA field also, many researchers noted that 

learning strategy plays an important role in second language acquisition. Language 

learning strategy is an aid for developing communicative skills (Ellis, 1997), a 

determinator of L2 proficiency (Gardner and McIntyre, 1993), an account for individual 

differences (Skehan, 1989), and an enhancement of learner autonomy (Dickinson, 1987). 

 The major finding of the language learning strategy studies is that successful 

learners use strategies more often, with more varieties, and more appropriately than 

unsuccessful learners (Bialystok, 1981; Chamot and Kupper, 1989; Gan, Humphereys, and 

Lyons, 2004; Hung and Van Naerssen, 1987; O’Malley, et. al., 1985; Politzer and 

McGroartry, 1985; Rubin, 1975; Vann and Abraham, 1990). Yet, the use of the different 

types and numbers of strategies varies according to many variables, such as learners’ 

gender (Ehrman and Oxford, 1989; Green and Oxford, 1995; Oxford, and Nyikos, 1989), 

motivation (Ehrman and Oxford, 1989 and 1990; Oxford and Ehrman, 1988; Oxford and 

Nyikos, 1989; Wharton, 2000), ethnicity (Grainger, 1997; Oxford, 1994; Politer and 

McGroarty, 1985; Reid, 1987), and level. For instance, advanced learners use strategies 

more often and more effectively than beginning learners (Bialystock, 1981; Chamot and 

Cupper, 1989; Chamot, et. al., 1987; Green and Oxford, 1995; O’Malley, et. al., 1985; 

Oxford and Nyikos, 1989; Politzer, 1983; Tyacke and Mendelsohn, 1986; Wharton, 2000). 
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 2

 Most of these studies, however; have examined the discrepancies among the 

variables in strategy use in general, rather than looking at a specific strategy use. Also, 

there is a paucity of research examining strategy use for learners of Japanese, because 

these previous studies have studied mainly ESL learners and learners of Indo-European 

languages. Since Japanese language is far different from Indo-European languages, there is 

a need of study investigating strategy use for learners of Japanese. Therefore, this study 

explores language learning strategy use by learners of Japanese in different levels1. The 

result of this study may help researchers and teachers further understand learners of 

Japanese related to language learning strategy use, and the findings may possibly be of use 

for enhancing Japanese language instruction.  

 

2. LITERATURE REVIEW 

Since the 1980’s, L2 learning strategy has been tremendously studied due to 

increased attention to the individual learners and to understanding how they learn a 

language (Chamot, et. al., 1996; Cohen, 1998; Hsiao and Oxford, 2002; Nyikos and 

Oxford, 1993). Language learning strategies are behaviors or techniques employed by 

learners to facilitate learning and acquiring a language (Oxford, 1990). Various strategies 

have been identified and classified in different systems, such as Rubbin (1981), Oxford 

(1990), and O’Malley and Chamot (1990). Among them, the most recent research found 

that Oxford’s classification (1990) of strategy is the most consistent with learner’s strategy 

use (Hsiao and Oxford, 2002). Oxford’s taxonomy (1990) of six language learning 

strategies is illustrated as below: 
                                                 
1 Learners of Japanese in different level refer to first, second, third, and fourth year students of Japanese at an 
American university. 
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(1) Memory strategy for remembering and retrieving new information 

(2) Cognitive strategy for understanding and producing the language 

(3) Metacognitive strategy for coordinating the learning process 

(4) Compensation strategy for using the language despite knowledge gaps 

(5) Affective strategy for regulating emotion 

(6) Social strategy for learning with others 

Considering a variety of language learning strategies, many studies have 

investigated mainly two aspects. One is to examine differences between successful 

learners’ strategy use and those of less successful learners. The other is to study variable 

factors of learners’ strategy use. The major finding of the studies examining successful and 

unsuccessful learners’ strategy use is that successful learners use more varied strategies 

more appropriately than less successful learners (Bialystok, 1981; Chamot and Kupper, 

1989; Gan, Humphereys, and Lyons, 2004; Huang and Van Naerssen, 1987; O’Malley, et. 

al., 1985; Politzer and McGroartry, 1985; Rubin, 1975; Vann and Abraham, 1990). In 

more detail, successful learners use more metacognitive strategies, such as monitoring their 

L2 production (O’Malley, et. al., 1985) and affective strategies, with being positive and 

active toward L2 learning (Gan, Humphereys, and Lyons, 2004), compared with less 

successful learners. The results of these studies were based on both qualitative data using 

interviews (Chamot and Kupper, 1989; Gan, Humphereys, and Lyons, 2004; O’Malley, et. 

al., 1985; Vann and Abraham, 1990) and quantitative data using questionnaires (Bialystok, 

1981; Huang and Van Naerssen, 1987; Politzer and McGroarty, 1985), and have proved 

that language learning strategies have an impact on learners’ success in L2 learning. 
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While many studies suggest that language learning strategies play an important role 

of L2 learning, the choice and the use of strategies vary by many factors. According to 

Oxford (1989), some of the factors include learners’ level, gender, motivation, personality, 

learning style, specialization, ethnicity, and aptitude. Among these factors, learners’ level 

is the focus of this study.  

Research on strategy use in different levels of learners suggests that advanced 

learners use strategies more often and more effectively, and learners employ different 

strategies in different learning stages (Bialystock, 1981; Chamot and Cupper, 1989; 

Chamot, et. al., 1987; Green and Oxford, 1995; O’Malley, et. al., 1985; Oxford and 

Nyikos, 1989; Politzer, 1983; Tyacke and Mendelsohn, 1986; Wharton, 2000). Oxford and 

Nyikos (1989) studied the strategy use for 1200 foreign language students in an American 

university by the SILL2 and found that advanced learners use strategies far more often than 

beginning learners. Moreover, Chamot and Cupper’s (1989) study for high school learners 

of Spanish found that beginning learners relied mostly on the cognitive strategies, such as 

repetition, translation, and transfer. On the contrary, intermediate and advanced learners 

employed more inference strategies, while they were still using repetition and translation 

(Chamot and Cupper, 1989). Another study showed that intermediate level learners of ESL 

tend to use metacognitive strategies more often than beginning level learners (O’Malley, 

et. al., 1985). Thus, previous studies suggest that learners use different strategies in 

different levels and they show some general tendencies of strategy use according to levels. 

 How about learners of Japanese? Does the trend of previous research on strategy 

use in different level of learners apply to the learners of Japanese?  In order to understand 

                                                 
2 The Strategy Inventory for Language Learning (Oxford, 1990) 
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learners of Japanese in depth, this study attempts to provide a detailed picture of learning 

strategy use for learners of Japanese. The research question is (1) in what extent the 

frequency of strategy use differ in different level of learners of Japanese? and (2) in what 

extent the choice of strategy use differ in different level of learners of Japanese? The 

different level of learners refers to first, second, third, and forth year students of Japanese 

at an American university in this study. 

 

3. METHOD 

Participants 

 The participants were 151 students of Japanese from Japanese courses at an 

American university in the Pacific Northwest in the U.S. in the spring term of 2005. The 

participants consisted of 46 first-year (1st), 40 second-year (2nd), 36 third-year (3rd), and 29 

fourth-year (4th) students. The participants included 79 males and 72 females. The 

majority, 120, were English native speakers and the rest, 31, were Chinese (22) and Korean 

(8) speakers. Fifty students were majoring in Japanese, while 101 students were not 

majoring in Japanese.  

Instrument 

 The instrument used in this study was the Strategy Inventory for Language 

Learning (SILL), version 5.1 (Oxford, 1990), an 80-question, self-rating survey for English 

learners of a foreign language. The SILL examines the frequency of the strategy usage for 

L2 learning by learners’ self-rating (from 5 with “almost always” to 1 with “almost 

never”). The SILL consists of six parts: part A is for memory strategy (question 1-15); part 

B is for cognitive strategy (question 16- 40); part C is for compensating strategy (question 
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41-48); part D is for metacognitive strategy (question 49-64); part E is for affective 

strategy (question 65-71); and part F is for social strategies (question 72-76). These 

categories are based on the results of the previous studies conducted by Oxford, and cover 

all four skills of listening, reading, writing, and speaking (Oxford, 1990; Oxford and 

Nyikos, 1989). The SILL was chosen because the survey was most often used to assess 

language learning strategies globally (Oxford and Nyikos, 1989; Wharton, 2000). Also, a 

large amount of evidence showed the SILL’s reliability and validity (see Oxford and 

Nyikos, 1989, p. 292), although self-rating questionnaires have potential problems for 

measuring learners’ actual strategy use. In addition, a background questionnaire 

accompanied by the SILL was used (Appendix A). The questionnaire elicited the 

participant’s background information regarding age, gender, mother tongue, major, the 

length of the study of Japanese, the degree of motivation, and the attitude toward learning 

Japanese.   

Procedure and Data Analysis 

 A same set of the Strategy Inventory for Language Learning (SILL) with 

background questionnaire was distributed to all the Japanese classes (5 1st, 4 2nd, 3 3rd, and 

4 4th year Japanese classes) during the last day of the class (10th week) of the spring term in 

2005. The participants were informed to complete the SILL by the final exam day (11th 

week). The students’ participation was voluntary and the students were advised that their 

responses were confidential and used only for this research purpose. More than seventy 

percent of the students completed and returned the survey.  

The data of all 151 SILL respondents were analyzed using Excel in order to find 

out the use of language learning strategy by the learners of Japanese in different levels in 
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terms of the frequency and the choice of strategy use. The SILL results are reported as 

follows (Oxford, 1990, p.291):  

Reporting SILL 
High use (Always or almost used with mean of 4.5-5.0;  

                                           or usually used with a mean of 3.5-4.4) 
Medium use (Sometimes used with a mean of 2.5-3.4) 
Low use (Generally not used with a mean of 1.5-2.4;  

                                or never or almost never used with a mean of 1.0-1.40) 
 

SILL Strategy Categories 
Part A = Remembering more effectively (Memory strategy) 
Part B = Using mental process (Cognitive strategy) 
Part C = Compensating for missing knowledge (Compensating strategy) 
Part D = Organizing and evaluating learning (Metacognitive strategy) 
Part E = Managing emotions (Affective strategy) 
Part F = Learning with others (Social strategy) 

 
For the data analysis, first, in order to find out the frequency of the strategy use, an 

overall mean for each level of the learners (1st, 2nd, 3rd, and 4th year learners) were 

calculated. Then, a mean of each of the six strategy categories of the SILL (A: memory 

strategy, B: cognitive strategy, C: compensating strategy, D: metacognitive strategy, D: 

affective strategy, and F: social strategy) for the learners in each level was reported. 

Finally, a ranking of a mean score of each of the 80 questions of the SILL for each level of 

the learners was listed to find out the learners’ choice of a specific strategy use.  

 

4. RESULT & DISCUSSION 

 The result reveals that the frequency of strategy use does not differ in different 

level of learners of Japanese based on the mean scores of the SILL. However, the choice of 

strategy use does vary in different level of learners based on the ranking of the mean scores 

of each of the 80 SILL questions. The results of the frequency and the choice of strategy 

use for each level of learners are described separately as follows.  
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Frequency of Strategy Use 

A mean of the overall strategy use of the SILL for each of the learners in 1st, 2nd, 

3rd, and 4th year Japanese classes is shown in Graph 1. 

Graph 1: A mean of overall SILL for 1st, 2nd, 3rd, and 4th year learners 
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Graph 1 indicates that regardless of the learners’ level, the mean of overall SILL 

score is “medium use” (1st, 3.22: 2nd, 3.11: 3rd, 3.16: 4th, 3.19). Thus, learners of Japanese 

“sometimes use” the language learning strategy throughout the levels. This result does not 

support the previous study findings that advanced learners use strategies more often than 

beginning learners (Bialystock, 1981; Chamot and Cupper, 1989; Chamot, et. al., 1987; 

Green and Oxford, 1995; O’Malley, et. al., 1985; Oxford and Nyikos, 1989; Politzer, 1983; 

Tyacke and Mendelsohn, 1986; Wharton, 2000). Yet, this result is the same as Grainger’s 

(1997) study investigating the strategy use for learners of Japanese. Thus, the result that 

the frequency of overall strategy use is “medium” regardless of the learners’ level may be 

one characteristic of strategy use for learners of Japanese. 

Next, a mean of six categories of the SILL for 1st, 2nd, 3rd, and 4th year learners of 

Japanese is shown in Graph 2.  
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Graph 2: A mean of six categories of SILL for 1st, 2nd, 3rd, and 4th year learners 
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According to Graph 2, regardless of the different level of learners, the most 

frequently used strategy is social strategy, and then compensating strategy, followed by 

cognitive and metacognitive strategies. The least frequently used strategies are memory 

and affective strategies for the entire levels of learners. This result also does not show any 

significant discrepancy in the frequency of strategy use among different levels of learners, 

although earlier findings indicate that beginning level learners use more cognitive strategy 

and less metacognitive strategy than intermediate and advanced learners (Chamot and 

Cupper, 1989; O’Malley, et. al., 1985). Yet, again, Grainger’s (1997) study for learners of 

Japanese suggests the same result as this study that learners of Japanese use social strategy 

most frequently and then compensation strategy, followed by cognitive and metacognitve 

strategies. Affective and memory strategies are least frequently used, regardless of the 

learners’ different levels.  Therefore, the frequency of the strategy use in these results may 

be one feature of the language learning strategy use for learners of Japanese.  
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Choice of Strategy Use 

The result of the choice of strategy use reveals that the learners in different levels 

use different strategies as the earlier studies suggested (Bialystock, 1981; Chamot and 

Cupper, 1989; Chamot, et. al., 1987; Green and Oxford, 1995; O’Malley, et. al., 1985; 

Oxford and Nyikos, 1989; Politzer, 1983; Tyacke and Mendelsohn, 1986; Wharton, 2000). 

Table 1 shows the choice of the strategy use by the ranking of the three most used and the 

three least used strategies of the 80 SILL questions for each of 4th, 3rd, 2nd, and 1st, year 

learners of Japanese.  

Table 1: A ranking of the most and the least used strategies for 4th, 3rd, 2nd, and 1st year learners 
4th Year 
Metacognitive55 
Cognitive31 
Social79 

4.66 
4.62 
4.31 

organize language notebook to record important information 
use reference materials, such as dictionary 
try to learn about the culture 

Memory12 
Affective70 
Memory9 

1.34 
1.41 
1.62 

physically act out the new words 
keep a private diary 
list all the words I know that are related 

3rd Year 
Affective71 
Social72 
Compensation44 

4.75 
4.08 
4.00 

talk about my feeling concerning the language learning 
ask the speaker to slow down, repeat, or clarify 
If cannot think of right expression, use gesture etc. 

Affective70 
Memory12 
Memory9 

1.42 
1.92 
2.03 

keep a private diary 
physically act out the new words 
list all the words I know that are related 

2nd  Year 
Social79 
Compensation41 
Social80 

4.45 
4.10 
3.85 

try to learn about the culture 
guess the general meaning 
pay attention to the feelings & thoughts of interacting people 

Affective70 
Memory12 
Memory9 

1.33 
1.88 
1.93 

keep a private diary 
physically act out the new words 
list all the words I know that are related 

1st Year 
Metacognitve49 
Social79 
Social80 

4.07 
4.07 
4.04 

preview the lesson 
try to learn about the culture 
pay attention to the feelings & thoughts of interacting people 

Affective70 
Memory12 
Memory9 

1.85 
1.85 
2.11 

keep a private diary 
physically act out the new words 
list all the words I know that are related 
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 According to Table 1, regardless of the learners’ levels, the least used strategies are 

Memory 12 (physically act out the new words), Memory 9 (list the words I know that are 

related to the new words), and Affective 70 (keep a private diary). However, their most 

used strategies considerably vary according to the different levels. The most used strategies 

for 4th year learners are Metacognitive 55 (organize language notebook to record important 

information) and Cognitive 31 (use reference materials, such as dictionary), and those of 

3rd year are Affective 71 (talk about my feelings concerning the language learning), Social 

72 (ask the speaker to slow down, repeat or clarify), and Compensation 44 (if I cannot 

think of right expression, use gesture etc.). These strategies seem to describe the learners’ 

autonomy because they chose the strategies indicating their responsibilities and as active 

participants for the language learning, such as making a language notebook and using 

reference materials. On the other hand, the most used strategy for 1st year learners are 

Metacognitive 49 (preview the lesson), Social 79 (try to learn about the culture), and 

Social 80 (pay attention to the feelings and thoughts of interacting people), and those of 2nd 

year are Social 79, Social 80, and Compensation 41 (guess general meaning). Comparing 

the strategy choice of 4th and 3rd year learners, this 1st and 2nd year learners’ choice seems 

to indicate that they are more passive learners, such as paying attention to the interlocutor 

and guessing general meaning. Also, the learners seem to be dependent on the class, such 

as previewing the lesson. Thus, 1st and 2nd year learners seem to be less autonomous and 

more passive learners than 3rd and 4th year learners. Therefore, the choice of strategy use 

may reflect on the increase of the learners’ autonomy as the learners’ level becomes higher. 

As Dickinson (1987) noted, language learning strategy is an influential factor for the 
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enhancement of learner’s autonomy because the use of strategies allows learners to take 

responsibility for their own learning. 

 

5. CONCLUSION & FURTHER STUDY 

This study investigated in what extent the frequency and the choice of strategy use 

differ in different level of learners of Japanese through the SILL.  

 The mean of the SILL reveals that the frequency of strategy use does not vary 

among the different levels of learners. Regardless of the level, the learners of Japanese 

sometimes use strategies, and they use social strategy most frequently and then 

compensation strategy, followed by cognitive and metacognitive strategies.  Memory and 

affective strategies are used least frequently for all learners of Japanese. This result is not 

supported by the previous study findings that advanced learners use strategies more often, 

especially metacognitive strategy, than beginning learners (Bialystock, 1981; Chamot and 

Cupper, 1989; Chamot, et. al., 1987; Green and Oxford, 1995; O’Malley, et. al., 1985; 

Oxford and Nyikos, 1989; Politzer, 1983; Tyacke and Mendelsohn, 1986; Wharton, 2000). 

The reason is possibly because the targeted language of this study is Japanese rather than 

English or Indo-European languages as in the previous studies. In fact, this result is the 

same as Grainger’s (1997) study investigating the strategy use for learners of Japanese. 

Thus, the tendency of the frequency of the strategy use in this study may be one 

characteristic of the language learning strategy use for learners of Japanese. However, 

before making the generalization, further study using a large number of learners of 

Japanese and employing a variety of quantitative techniques is needed in order to find out 

whether the same tendency is found and is statistically proved. 
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 Although the learners’ level does not influence the frequency use of the strategy, 

the choice of the strategy use significantly varies in different level of learners based on the 

ranking of  the 80 strategies of the SILL. The results seem to show that as the learners’ 

levels become higher, the learners of Japanese tend to choose more strategies reflecting on 

their autonomous and active learning. This result may suggest that language learning 

strategy use may influence learners’ autonomy or vise-versa, as Dickinson (1987) suggests. 

Furthermore, the result may suggest that learners who choose to use strategies reflecting on 

their autonomy can continue learning Japanese until an advanced level, and these strategies 

help success in Japanese learning. Yet, follow-up research is needed in order to find out 

whether these suggestions truly apply to the learners of Japanese. One potential research 

might be conducted qualitatively by interviewing the learners how the resulted strategies 

are actually used and why they choose to use them, because only the number of a mean of 

the survey data, without listening to the learners’ real voices, limits the interpretation of the 

findings as Ellis (1997) suggests. Furthermore, more importantly, there is a need for 

research investigating how effective these strategies are for learning Japanese, as Gass and 

Selinker (2001) claims. Such research can contribute to an important and a necessary 

evolution of the Japanese language classrooms in which students maximize their learning 

Japanese by applying the great variety and the appropriate language learning strategy, as 

Oxford and Nyikos (1998) suggested.   

 Language learning strategy plays an important role in language learning. Further 

studies are needed before making a conclusion regarding language learning strategy use for 

learners of Japanese in different levels. However this study has brought up some possible 

implications for further research.  
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6. LIMITATIONS 

1.  This study only examines the use of the strategies of the SILL. The SILL is not the only 

list of language learning strategies and the learners may employ other strategies. 

2.  This result is based on the participants’ self-rated use of their strategies. Thus, the self-

reported measurement may vary among the participants. Also, some strategies that are 

rated as “never used” may be employed unconsciously.  

3.  The result is only looking at the mean scores of the SILL. Thus, the result may be 

different if the correlation between the learners’ level and the strategy use is statistically 

reported. 

4. The participants consists of 1st, 2nd, 3rd, and 4th year students of Japanese from one 

particular institute and they were not divided based on a result of a language proficiency 

test. Thus, the different level of learners here may not be appropriate and not be able to 

generalize to all learners of Japanese. 

 

 

 

 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 3828



 15

REFERENCES  

Bialystock, E. (1981). The role of conscious strategies in second language proficiency.  

Modern Language Journal, 65, 24-35. 

Chamot, A., et. al. (1987). A study of learning strategies in foreign language instruction:  

first year report. Rosslyn, VA: InterAmeica Research Associates. 

Chamot, A. & Kupper, L. (1989). Learning strategies in foreign language instruction.  

Foreign Language Annals, 22, 13-24. 

Cohen, A. (1998). Strategies in learning and using a second language: Applied  

linguistics and language study. New York: Addison Wesley Longman. 

Dickinson, L. (1987). Self-instruction in language learning. Cambridge University Press. 

Ehrman, M. & Oxford, R. (1989). Effects of sex differences, career choice, and  

psychological type on adult language learning strategies. Modern Language 

Journal, 73, 1-13. 

Ehrman, M. & Oxford, R. (1990). Adult language learning strategies in an intensive  

training setting. Modern Language Journal, 74, 3, 311-327. 

Ellis, R. (1997). Second Language Acquisition. Oxford University Press. 

Gan, Z., Humphereys, G., & Lyons, L. (2004). Understanding successful and  

unsuccessful EFL students in Chinese university. The Modern Language Journal,  

88, ii, 229-243. 

Gardner, R. C. & McIntyre, P.D. (1993). A students’ contribution to second language  

learning: Part II, Affective factors. Language Teaching, 26, 1-11. 

Gass, S.M, & Selinker, L. (2001). Second Language Acquisition. Lawrence Erlbaum  

Associates. 

2007 HICE Proceedings 
Page 3829



 16

Grainger, P. R. (1997). Language-learning strategies for learners of Japanese:  

investigating ethnicity. Foreign Language Annals, 30,3, 378-385. 

Green, J. M. & Oxford, R. (1995). A closer look at learning strategies, L2 proficiency and  

Gender. TESOL Quarterly, 29, 261-297. 

Hisiao, T. & Oxford, R. (2002). Comparing theories of language learning strategies: A  

confirmatory factor analysis. The Modern Language Journal, 86, iii, 368-383. 

Nyikos, M. & Oxford, R. (1993). A factor analytic study of language-learning strategy  

use: Interpretations form information-processing theory and social psychology. 

Modern Language Journal, 77,1, 11-22. 

O’Malley, J.M., & Chamot, A.U. (1990). Learning strategies in second language  

acquisition. Cambridge University Press. 

O’Malley, J. et al. (1985). Learning strategies used by beginning and intermediate ESL  

students. Language Learning, 35, 21-46. 

Oxford, R. L. & Eharman, M.E. (1995). Adults’ language learning strategies in an  

intensive foreign language program in the United States. System, 23, 359-386. 

Oxford, R. (1990). Use of language learning strategies: A synthesis of studies with  

implication for strategy training. System. 17, 1-13. 

Oxford, R. (1990). Language learning strategies: what every teacher should know.  

Heinle & Heinle Publishers. 

Oxford, R. & Nyikos, M. (1989). Variables affecting the choice of language learning  

strategies by university students. Modern Language Journal, 73, 3, 291-300. 

 

 

2007 HICE Proceedings 
Page 3830



 17

Politzer, R., & McGroarty, M. (1985). An exploratory student of learning behaviors and  

their relationship to gains in linguistic and communicative competence. TESOL  

Quarterly, 19, 1, 103-123. 

Rubin, J. (1975). What the “good” language learner” can teach us. TESOL Quarterly, 9,  

41-51. 

Rubin, J. (1981). Study of cognitive process in second language learning. Applied  

Linguistics. 2, 117-131. 

Reid, J. M. (1987). The learning style preferences of ESL students. TESOL Quarterly, 21,  

87-111. 

Skehan, P. (1989). Individual difference in second-language learning. London: Edward  

Arnold. 

Tyacke, M. & Mendelsohn, D. (1986). Student needs: cognitive as well as  

communicative. TESL Canada Journal, 1, 177-198. 

Tran, T. V. (1988). Sex differences in English language acculturation and learning  

  strategies among Vietnamese adults ages 40 and over in the United States. Sex  

Roles. 19, 747-58. 

Vann, R. J. & Abraham, R. (1990). Strategies of unsuccessful language learners. TESOL  

Quarterly, 24, 177-197. 

Wharton, G. (2000). Language learning strategy use of bilingual foreign language  

learners in Singapore. Language Learning. 50-2, 203-243. 

 

 

 

2007 HICE Proceedings 
Page 3831



 
 
title of the submission: reflection and research 
 
topica area: Teacher Education 
 
 

 
name of the author: Luigina Mortari, Ph.D 
    Professor of Educational Research,  
 

Department of Education, University of Verona, 
Verona, Italy 

 
Tel and Fax: 0039-0376-615192   

 
Email: luigina.mortari@univr.it 

 
Mail: v. E. Montale, 24,  

46027 San Benedetto Po (MN), Italy 
 
 
 

2007 HICE Proceedings 
Page 3832



reflection and research 
 

abstract 

 
This paper presents a qualitative research with teachers. It grounds on the assumption 

that teachers, in order to be not mere technicians but competent practitioners, should be 

able to reflect in a deep way; that means they should reflect not only on the practical 

experience but also on the mental experience which constructs the meaning about practice. 

This research investigates an educative experience aimed at promoting in the teachers the 

disposition to this kind of reflection; the experience was framed in a phenomenological 

approach and required to take a reflective journal.  

The research is qualitative; the theoretical frame is explained; the data collection was 

made by verbatim transcriptions of the journals; the method of analysis is inspired by 

the grounded theory; the findings are discussed. 

 

 

 

summary 
premise 

The educator is a practitioner. But a good practitioner is not a mere executor of 

preconceived projects set out by the so called ‘theoretical experts’; instead he/she 

has to be a builder of knowledge, that is, he/she should construct pedagogical 

knowledge from the experience (Stenhouse, 1975; McNiff, 1998). 

In order to work out an experiential knowledge one must be capable of an intensive and 

continuous reflection on the practice. Our thesis is that this capability can be 

improved through a kind of training which requires reflecting about the experience by 

asking a person to write their own reflections. Indeed, writing increases the power of 

reflection. 

 
Theoretical frame 

Reflection has been an issue for long time in the pedagogical debate. There are 

manuals on reflection which explain the steps for enhancing reflective capability, 

theoretical works which classify different types of reflection practised by teachers 

and teacher educators. Some educational literature portrays reflection as a wholly 

beneficial practice for both researchers and practitioners (Margolis, 2002; Mayes 

2001a, 2001b; Moore 2002); other educational studies are very critical about 

reflection (Zeichner 1996b; Loughran 2002): there are those who criticise the 

instrumental approach, those who starting from a situated perspective of cognitive 

processes identify the reflective approach as too individualistic, those who by 

measuring the productivity of a phenomenon on the basis of producing innovation in the 

practice note a lack of efficacy in the reflection, those who starting from a critical 

perspective complain of scarce attention to the issues of social justice.  

In order to put into practice a context of reflective training the fundamental points 

of reference for a culture of reflection are Dewey, Schön, Freire and Foucault 

(Fendler, 2003). But in the technical literature there has been scarce consideration 

of the contribution of the Husserlian phenomenological school. Instead, our thesis is 

the thought of Husserl, Arendt, Merleau-Ponty can be relevant in educational research. 

Indeed, this philosophical school gives an original conceptualization of the 
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reflective practice, specifically Husserl speaks of a “second reflection” or meta-

reflection,  that is a reflection on the life of the mind. 

It is important that the researcher searches to understand where he/she is when he/she 

is knowing (Arendt, 1978), that is, he/she must gain a deep state of awareness 

regarding the quality of the mental life. To this end a researcher must learn the 

discipline of reflection, precisely the capability of reflecting on one’s thoughts. 

In order to work out the quality of the phenomenological approach Varela, Thompson and 

Rosch (1991) used the suggestions of Buddhist thought; on this basis they theorize 

that in order to enhance the capability of reflecting about experience one must 

develop a mindful posture (1991: 21). To be mindful means to lead the mind back from 

its preoccupations, back from the abstract attitude in order to see the life of the 

mind while it flows; in other words “to experience what one’s mind is doing as it does 

it, to be present with one’s mind” (1991: 23). 

 
Research design 

· site of the research: 

On this premise I organized a training for reflection in the context of a “Master of 

Educational Research for Teachers”. The master was organized by a University in the 

North East of Italy. The aim of the master was that of involving teachers in 

conceiving, projecting and implementing an educational research in their work context. 

 

· participants:  

The participants were 20 teachers coming from different levels of schools: 

kindergarten, primary and secondary. Precisely, in this master they received  training 

in qualitative methods of research. 

 
· epistemological frame: 

The research was conceived in the naturalistic framework and implied the use of 

qualitative methods. The research is of the exploratory kind without any generalizing 

aim. 

 

· The quality of the experience as object of inquiry: 

In order to facilitate the teachers in learning the capability of reflection, I 

explained the phenomenological approach to reflection and I proposed to them the 

writing of a ‘reflective journal’ in which to record all the reflections which 

accompanied the process of conception, planning and implementation of the research. 

Indeed, writing increases the power of reflection. 

 
· research question: 

My first research question was the following: in a context of phenomenologically 

oriented learning, what types of reflection are possible? Because I think that any 

research regarding educative experiences must contribute to finding the ways through 

which other possible future experiences may be bettered, then during the research 

another question emerged: how to identify the critical nodes of this kind of 

experience? 

 

· organization of the process:  

In the prior planning a workshop a month for a total of six meetings was foreseen. 

Instead, due to organizational problems, it was possible to carry out only five of the 

workshops. Each workshop lasted four hours.  
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The first workshop was aimed at clarifying the following issues: why practice 

reflection, why write the reflections down and how to write a journal. I then 

presented to the participants the structure of the journal, which implied a part 

dedicated to the text and to the right of the text a space reserved for possible meta-

reflections. From this moment the teachers were required to write the journal 

regularly with the task of stopping and writing any time they perceived it to be 

necessary. 

The aim of the second workshop was to discuss the first phase of the reflective 

experience; in this context two problems emerged: (a) each teacher raised different 

questions and the time available made it impossible to give some adequate answers, (b) 

the tendency of the teachers was that of narrating the facts and not of describing 

the life of the mind which was the phenomenological task required. Taking these 

problems into account I organized another unplanned workshop where I met the teachers 

in small groups (3 subjects in each group) so as to have the time necessary for 

considering any eventual questions and for re-explaining the difference between 

writing the “external experience” (that is, the factual one) and the “inward 

experience” (that is, the mental one). 

In the fourth workshop I made the distinction between reflection-in-action and 

reflection-on-action (Schön, 1983) and I asked the teachers to begin differentiating 

the reflective practice by finding the time to write the thoughts generated in the 

midst of the research process while they were engaged in researching and also to find 

the time for writing at the end of a phase of the research. 

In the meantime, I gathered the texts of the journals just as they had been written up 

to that point in order to begin the analysis. The data which emerged from this first 

exploratory phase were shared with the teachers in the context of the fifth workshop, 

where I explained to them the type of analysis I was carrying out. This kind of member 

check was very much appreciated by the teachers, both because it allowed them to 

better understand the phenomenological reflection and because knowing how the analysis 

was performed eliminated a certain kind of anxiety. 

As happens in the naturalistic approach, the research design evolved in the field. 

Indeed, when I perceived that it was difficult for the teachers to write a journal, I 

planned to interview them in a conversational way (open interview), starting from the 

assumption that an individual meeting aimed at encouraging free thinking on the 

reflective experience would have facilitated the process of writing. In order to 

verify if the interviews really had an impact on the writing I organized some 

interviews while the writing of the journal was still being carried out. 

 

data collection: 

I gathered all the journals and transcribed them verbatim, moreover I also transcribed 

all the interviews verbatim.  

 

method of analysis 

The method of analysis is qualitative. On the basis of the grounded theory (Glaser & 

Strauss, 1967; Strauss and Corbin, 1990), I worked out an inductive process of 

analysis, which consists in approaching the journals without preconceived procedures 

of analysis in order to construct one which is faithful to the quality of this precise 

material. This inductive grounded method implies repeated readings of the journals in 

order to:  

(a) identify the reflective moves recorded in the journals; 

(b) label any moves; 

(c) categorize these moves; 

(d) label each category; 

2007 HICE Proceedings 
Page 3835



(d) identify the most frequent categories to reveal the essence of this kind 

of reflection. 

In the journals I searched out the kinds of reflections produced by the teachers and 

in the interviews the critical evaluations on the experience and the suggestions they 

made which could allow me to re-formulate this kind of reflective training in a better 

way. 

“Grounded theory” requires that categories are not imposed prior to data collection; 

in order to reduce the risk of analysing the journal by being in a anticipated 

symbolic world (Arendt, 1958), which implied intruding my filters into the analysis 

process, I involved a junior researcher in the process and I asked the junior to 

analyse the journal without any previous confrontation with me. We worked separately 

and only when the analysis was ended did I compare my categories with those elaborated 

by the junior researcher. 

 

findings: 

In this context it is impossible to show all the findings. I will indicate only some 

of the categories I found which show the kind of reflections produced by the teachers: 

- reflections about the ideas which emerged during their research work: questions, 

doubts, evaluations on the cognitive activity involved in the inquiry, 

- reflections about the emotions which were experienced, 

- reflections about the need for further training in research methods that the 

teachers noted, 

- reflections on the difficulties in doing  research by a practitioner, 

- reflections on the task of writing. 

From the data gathered during the analysis of the interviews the meaning the teachers 

attributed to the writing of the journal emerged.  

 

significance of the research: 

There is both a local political significance and a more extensive scientific 

significance. 

First, involving teachers in this kind of experience in a context, like the Italian 

one, where in service training is conceived of starting from a conception of the 

practitioner as one who merely implements theories worked out by others, can have 

important transformative effects on the subjects involved and consequently in their 

work environment. 

Second, if we start from the assumption that the phenomenological method can have 

relevant significance for the education of a researching-mind, then realizing research 

in the field of reflection which is phenomenologically framed can widen the knowledge 

available regarding an effective organization of adequate training settings. 

 
critical remarks: 

It would have been better to organise a member check at the end of the experience and 

expand the audit trail to another researcher.  

Furthermore, if it had been possible, it would have been  interesting to compare 

(Morse, 1994: 222) the data obtained in that setting with that obtained from another 

training setting where the research was not phenomenologically framed, in order to 

understand what potentialities and what limits  the phenomenological approach 

presents. 
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Abstract 
 

 A number of strategies were employed to increase the technology integration support and 

opportunities that students in the University of Lethbridge, Faculty of Education receive during 

both their on-campus courses and off-campus placements. This study tracks those efforts over 

two separate student practicum semesters in 2005-2006 with 223 students in Professional 

Semester I and 207 students in Professional Semester II and attempts to identify current 

opportunities and the impact made by these efforts on the Faculty members’, students’ and 

cooperating teachers’ experiences. Baseline data was gathered from a previous set of practicum 

students through the use of on-line survey instruments and video interviews. These same survey 

instruments were used with the two prior practicum groups in order to be able to draw parallels 

between the groups.  

This report outlines the current structure of the practicum programs within the University 

of Lethbridge, Faculty of Education, as well as identifies the modifications that were attempted 

to enhance the ICT opportunities. It also identifies strengths and weaknesses of both the on and 

off campus components of our practica in that relationship. Because students were surveyed 

before and after they were in their field based practicum, we are able to draw some conclusions 

about the present state of technology integration in the schools in which these students were 

placed. While this was not the focus of this study, because substantive qualitative and 

quantitative data was collected and analyzed, we are able to comment on it as well. The overall 

goal of this study was to present a set of recommendations to both the Faculty of Education and 

Alberta Education concerning strategies and methods that would increase and sustain the 

integration of technology during pre-service teacher development programs. 
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Project Overview 
 

Currently all students enrolled in Professional Semester I (PSI) take an online course 

entitled: Communication and Technology (ED 3508). The course is designed to be consistent 

with current research on web-based learning, and to address the need for all students both to 

understand the demands of the Alberta ICT Program of Studies and to explore larger issues of 

technology in society. The course is designed to address the need for pre-service teachers not 

only to learn about a range of technology applications, but also to understand what technology 

means for their future classrooms. Thus, the course focuses on process-oriented instruction, and 

on teaching students how to learn and teach within constantly changing technological 

environments. The course is designed to afford all students a range of opportunities to explore 

features of various software tools woven into discussions, exemplars, and/or assignments. It is 

designed to engage students in explorations and reflections concerning the appropriate use of 

various technologies in teaching and learning. Through the design of a unit of study using 

University of Lethbridge curriculum guidelines, students are required to explore practical 

methods to integrate these basic technologies into their teaching and learning. 

The primary focus of this project was to develop a practicum-based component within PS 

II that builds on the knowledge obtained by students in PS I. It would also establish an online 

Professional Learning Community which utilizes tools developed by the Faculty of Education 

through the Curriculum Re-Development Center (CRDC) and use of the University of 

Lethbridge “Virtual Library”. Practicum placements for Professional Semesters I and II were 

made primarily within Zone 6. See Appendix I for a map of the placement area and the School 

Districts involved. 

Project Background – Our Program 

Current Professional Semester I Program Model 

 The Education program consists of four practicum-based components that integrate face-

to-face on-campus courses with classroom based pre-service teacher education. The first 

practicum component takes place before students enter the Faculty and is called Education 2500. 

This course is outside the scope of this research project and therefore is not described further. 

Professional Semester I (PS I) is the first practicum based component once students enter the 

Faculty. It consists of seven modules, each focusing on a different area of importance to pre-

2007 HICE Proceedings 
Page 3843



2 

 

service teacher development and the practicum. The focus of these modules is the development 

of pre-service teachers’ general day-to-day teaching skills and attitudes that are necessary at all 

levels and subject areas of education. Students attend on-campus modules in Curriculum and 

Instruction, Educational Psychology, Language in Education, Evaluation of Learning, Teaching 

Seminar and Communications Technology and Education. In addition to this course work, 

students participate in 125 hours of classroom-based teaching under the primary supervision of a 

practicing teacher (Teacher Associate) and on a regular basis a Faculty member or designate. 

During their on-campus courses, students work in larger groups of up to 45 students for many of 

the modules, with Teaching Seminar being the exception. In this course, they are placed into 

small, intimate groups of 10 to 15 so that they create a strong support structure with their peers 

and receive personal attention to their development. 

Current Professional Semester II Program Model 

The third practicum-based component for pre-service teachers is Professional Semester II 

(PS II). The focus of this cluster of courses is that of longer-term planning in the students’ 

subject major. This is done through five courses, Principles of Curriculum and Instruction for 

Majors, Psychology and Education of Atypical Students in the Regular Classroom, Social 

Context of Schooling, Evaluation of Student Learning and the practicum component. This time 

students teach approximately 150 hours with as much of this as possible within their subject 

major or minor. Students’ are again primarily supervised by a practicing teacher or teachers 

(Teacher Associate) and a faculty member or designate observes on a regular basis to ensure that 

students are demonstrating the daily requirements of a classroom teacher, as well as providing 

the necessary planning and evaluation for their teacher associate. 

Basis for Change 

Literature Review 

Each member of the research team brought a unique and divergent view of what 

technology integration should look like in a pre-service teacher education program. In fact it was 

this diversity of opinions that was the catalyst for this project. As a result it was especially 

important for the project to have a solid foundation based upon current literature in the area of 

technology integration in pre-service teacher education. Despite our differences of opinion, we 

all agreed that the largest obstacle in this project would be bringing the Faculty members 

responsible for teaching Professional Semester I and II on-side with respect to seeing the need 

2007 HICE Proceedings 
Page 3844



3 

 

for an increased emphasis on ICT integration across the teaching modules. Each of the 

instructors in the program have their own areas of interest and research and a project of this 

nature could potentially lead to a situation in which there is competition for limited student-

instructor time. In addition to this, there was the difficulty of finding a sufficiently generic 

approach such that all involved faculty members could find ways to incorporate the integration 

of ICT modeling and exposure in ways that fit with their teaching style, comfort levels with the 

technology and pedagogical approach to teaching. 

Recently one contribution to the literature, stands out as being not only an extremely 

comprehensive body of work in the area of teacher preparation with respect to technology 

integration, but also an appropriate staring point for the discussion of ICT integration in this 

study. The document Information and Communication Technologies in Teacher Education: A 

Planning Guide edited by Resta (2002) was produced for UNESCO’s Division of Higher 

Education and is a multi nation survey of principles and practices that have been successful in 

integrating ICT into pre-service teacher educational programs. While the document is 273 pages 

in length, its central statement can be summed up in the following quote: 

“Technology should be infused into the entire teacher education programme. 

Throughout their teacher education experience, students should learn about and 

with technology and hot to incorporate it into their own teaching. Restricting 

technology experiences to a single course or to a single area of teacher education, 

such as methods courses, will not prepare students to be technology-using 

teachers. Pre-service teacher education students should learn about a wide range 

of educational technologies across their professional preparation, from 

introductory and foundations courses to student teaching and professional 

development experiences.” (Resta, 2002, pp 32-33) 

The CEO Forum on Education and Technology (1999) further support these 

recommendations in their report titled Professional Development: A Link to Better Learning by 

stating “every professional development program should integrate technology as a part of all 

training components” (p. 4).  They go on to state that exceptional teacher preparation programs 

do not just prepare their pre-service teachers directly, but they have a further influence in the 

classrooms that those students engage in practical development by sharing their knowledge with 

colleagues, modeling best practices with respect to the use of technology and motivate other 

teachers to follow their example (CEO Forum, pp. 10-11). 
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Resta (2002) identifies the following conditions as being necessary for Implementing 

ICTs in Teacher Education: 

 

Shared Vision There is proactive leadership and administrative support 
from the entire system. 

Access Educators have access to current technologies, software, and 
telecommunications networks 

Skilled Educators Educators are skilled in the use of technology for learning. 
Professional 
Development 

Educators have consistent access to professional 
development in support of technology use in teaching and 
learning. 

Technical Assistance Educators have technical assistance for maintaining and 
using the technology. 

Content Standards and 
Curriculum Resources 

Educators are knowledgeable in their subject matter and 
current in the content standards and teaching methodologies 
in their discipline. 

Student-Centered 
Teaching 

Teaching in all settings encompasses student-centered 
approaches to learning. 

Assessment There is continuous assessment of the effectiveness of 
technology for learning. 

Community Support The community and school partners provide expertise, 
support and resources. 

Support Policies School and university policies, financing, and rewards 
structures are in place to support technology in learning 
(ISTE, 2000) 

Figure 1 – Essential Conditions for Implementing ICT’s in Teacher Education (Resta, 2002 

p. 74) 

In 2002, The Society for Information Technology and Teacher Education identified basic 

principles for development of effective ICT teacher education (SITE, 

2002). Resta (2002) includes a chart based on the ISTE National Educational Technology 

Standards for Students (International Society for Technology in Education, 2002) that clearly 

defines the conditions they feel must be in place “for each phase in the teacher preparation 

process in order to support effective use of technology to improve learning, communications, and 

productivity.”(Resta, 2002, p.77) This chart focuses on the stages of General Preparation, 

Professional Development, Student Teaching/Internship, and First-Year Teaching. It is so 

intrinsic to this study that it has been included in Appendix II to assist the reader in placing this 

study’s findings and recommendations into an appropriate context. This work was based on the 

need for a common shared vision among the various levels of educational organizations from K-

12 through to post-secondary education. ISTE assisted with the development and articulation of 
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the Technology Standards for School Administrators. “One of the most comprehensive 

undertakings in bringing meaning to the area of leadership for ICT in education is the work of 

the Technology Standards for School Administrators (TSSA) Collaborative. The Collaborative 

sought to recognize the key role of administrators in ICT leadership. Development of the 

document was based upon a process of national consensus across the United States identifying 

what administrators should know and be able to do to optimize effective use of technology.  

Three broad roles were identified with the necessary fundamental knowledge and skills identified 

as standards for each of the roles. These roles include a) superintendent and executive cabinet, b) 

district-level leaders for content specific or other district programs, and c) school-level leaders, 

including principals and vice-principals. Broad standards areas were established as core 

performance indicators, and then each standard area was further refined to highlight role-specific 

technology leadership tasks for each of the three leadership roles (Mrazek, Hollingsworth, and 

Steed, 2005). On a provincial and local level, Hollingsworth, and Mrazek’s (2004)  Information 

Technology Leadership in Education: An Alberta Needs Assessment provided many insights into 

the process necessary for participation of the 10 school districts that comprise Zone 6 in the 

present study. 

Early in 2003, Alberta Learning released its proposed Learning and Technology Policy 

Framework for discussion. This served as a central focus for the Technology Plus section of 

Alberta’s Commission on Learning’s October, 2003 report Every child learns. Every child 

succeeds. In their recommendations section, there were 3 major areas to be addressed, including 

Learn with technology not about technology, prepare teachers for integrating technology, and use 

technology to improve access. The first two have direct implications for this study. For all 

involved in K-12 and post-secondary education systems in Alberta, the following 

recommendations related to the first area needed to be considered (Alberta’s Commission on 

Learning, 2003): 

61. “Implement the proposed Learning and Technology Policy Framework 

and take action to fully integrate the use of technology in every classroom 

over the next five years… 

62. Set province-wide standards for the types of technology that should be 

available in every classroom…and 

63. Expect principals to provide proactive leadership in integrating technology 

in both the instructional and administrative aspects of the school” (pp. 

108-110). 
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For Alberta Faculty of Education teacher education programs the recommendations in the 

second area were quite specific: 

64. “Require all teachers to be proficient in the integrated use of technology in 

their teaching and ensure that they have the necessary support in their 

classrooms. 

To successfully integrate technology in the classroom, teachers should be 

expected to: 

• Demonstrate a sound understanding of technology and electronic 

media operations and concepts 

• Plan and design effective learning environments and experiences 

supported by technology 

• Implement curriculum plans and strategies for applying technology 

to maximize student learning 

• Apply technology to facilitate a variety of effective assessment and 

evaluation strategies 

• Use technology to enhance their productivity and their professional 

practice 

• Access online resources both for their students and for their own 

professional development 

• Understand the social, ethical, legal and human issues involved in 

the use of technology in schools and apply that understanding in 

practice. 

Achieving these expectations should be a professional responsibility of all 

teachers… 

65. Model the appropriate application of technology in all teacher preparation 

programs and provide adequate, ongoing professional development. 

Teacher preparation programs currently are provided by universities 

through an agreement with the Minister of Learning. Their students are 

expected to have all the skills outlined in the Teaching Quality Standard 

for the province, including the ability to apply a variety of technologies to 

meet students’ learning needs. While all teacher preparation programs 

provide some courses on the use of technology, few model and integrate 
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the full potential of technology in courses taught by university faculty 

members.” (p. 110) 

In response to the Learning Commissions recommendations, In February 2004, the 

Faculty of Education participated in a symposium sponsored by The Canadian Association of 

Deans of Education (CADE) at the University of Calgary in the Faculty of Education. As a result 

of this National Symposium on the Integration of Information and Communication Technology 

(ICT) in Faculties of Education in Canada, there was unanimous commitment to a number of 

Guiding Principles in the summary proceedings document Emergent Framework for ICT 

Integration within Faculties of Education in Canada (LaGrange, A. and Foulkes, E., 2004) 

including the following: 

• “Approaches to curricula and pedagogy in teacher education should respond 

to changing learner needs created by fundamental transformations in the 

world being brought about by the pervasive availability of ICTs and the 

increasingly influential role of ICTs in how knowledge is accessed, 

produced, extended, and transferred. 

• Teacher education programs must include elements supporting students in 

learning: 

o about technology (e.g., technical advancements, sociology of 

impact of technology on students’ current and future lives, the non-

neutrality of technology); 

o with technology (e.g., using ICTs for their own learning, having 

use of ICTs modeled in professors’ pedagogy); and 

o how to seamlessly incorporate the use of ICTs to support rather 

than overtake their own professional curricular and pedagogical 

judgments and practices. 

• ICTs should be infused in a wide range of experiences throughout pre-service 

teachers’ professional preparation (i.e., from introductory and foundations 

courses, to practicum experiences, to continued professional development) 

• Experiences provided should focus upon both ongoing computer or technical 

literacy (i.e., with technology advancements) and professional literacy (i.e., 

using ICTs to foster educational growth within students). 

• Teacher education programs must acknowledge that all disciplines in the 

world are being transformed by technology, changing both what the 
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discipline is about and the way work is being carried out. 

• ICT experiences must prepare teachers capable of recognizing and 

responding to the new ways K-12 students communicate and access 

information over the Internet, to how closely tied their school expectations 

are to their daily activities, and to the “information age” mindset of today’s 

youth. 

• Educators must now focus on where technology is taking us and not worry 

about the bells and whistles on the vehicles transporting our pre-service 

teachers or their students. (p. 10) and 

• Educators’ experience with ICTs should be embedded both within their 

professional preparation experiences, their professional practices, and in their 

future professional development activities. 

• Learning about ICT integration is more than just learning about the 

technologies (i.e., basic computer literacy among today’s students can be 

taken for granted).  A tension exists between development of technical skills 

and development of the capacity to embed those skills in professional 

practice.  

• Skills learning is best followed up with authentic, integrated use in one’s own 

learning and, finally, embedded into one’s practice based upon how it 

contributes to pedagogical goals and principles. 

• Learning with ICTs must occur in meaningful and pedagogically sound ways 

(i.e., where appropriate, when appropriate). 

• Students must learn to discern appropriate use of technologies to support the 

teaching and learning process.  

• Pre-service students should be exposed to modeling of ICT embeddedness by 

their own teachers and provided with opportunities to embed ICTs in their 

practice teaching in K-12 classrooms. 

• Faculty members must be challenged and supported to model and discuss 

their particular disciplines as they are now configured in a digital age.  In 

doing so, technology would simply be an embedded part of their courses. 

• Pre-service education, in-service practice, and research need to be 

harmonized and leveraged. 

• Implications for use of ICTs must be examined within the context of broader 
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approaches to teaching and learning (e.g., inquiry-based and problem-based 

pedagogies and constructivist epistemology).” (p. 11) 

But what key elements must be applied in the study of Practicum ICT Integration in a 

Faculty of Education in Alberta? The UNESCO report describes what the ideal pre-service 

teacher educational program should look like. The learners must be presented with contextually 

appropriate situations in which technology plays a role and then given the necessary technical 

skills to find solutions that fit with their personal philosophies and approaches to teaching and 

learning. The need for effective modeling of the use of technology in these situations as well as 

the support for the students’ use of it is absolutely necessary. (Resta, 2002, p. 33) Methods for 

increasing faculty modeling of the effective use of technology in teaching and learning situations 

along with an increased support for their application of the technology in the day-to-day learning 

of their students were identified as the focal point for our study based upon this literature. 

Finally, Resta states that if the ICT integration is to be successful in transforming the way that 

the pre-service teachers view it, it must be made applicable to their immediate teaching and 

learning realities. If it is not viewed as important and interesting, at best it will be catalogued as 

“another good teaching strategy”, but not be made a central skill in their everyday planning and 

student-teacher interactions and at worst completely disregarded. (p. 171) This is also echoed by 

LaGrange and Foulkes (2004) when they state that “Educators’ experience with ICTs should be 

embedded both within their professional preparation experiences, their professional practices, 

and in their future professional development activities”. (p. 11)  

One of the challenges posed in this study was the extent and range of the practicum 

placements over a large geographic area. The use of specific emergent technologies and tools 

were investigated in an attempt to identify successful models for developing on line learning 

communities. In this area we were fortunate to be able to draw on research initiatives we had 

previously been involved in focusing on on-line distributed learning projects (Steed, & Mrazek, 

1999, 2000) and the use of video-conferencing in Alberta classrooms (Anderson, Mrazek, and 

Frieson, 2005). 

The challenge now was to now apply this knowledge base through translation into the needs of 

the students, faculty and field involved in the Professional semesters of the University of 

Lethbridge teacher preparation program. 
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Other Changes Within the Faculty 

 During the course of this project, a number of changes were taking place that were 

outside the scope of our project, but which complimented what we were attempting to do. As a 

result, we were asked to participate in their introduction to both faculty and students. One major 

change which fit nicely with what we were attempting to do was the comprehensive updating of 

forms used to summatively and formatively assess the PS I and II students during their 

practicum. The new forms incorporated more descriptive language, a more accurate scale for 

rating the students and specifically addressed the use of technology within the pre-service 

teachers’ teaching during practicum. With the implementation of these new forms and an effort 

from our Field Experiences Office to “reconnect” in a face-to-face forum with teacher associates, 

a series of PS I and II teacher associate workshops were held. These workshops gave the Field 

Experiences Office an opportunity to meet with interested teacher associates to ensure that they 

understood the structure and function of the practicum that they were assisting with as well as to 

examine the new forms and discuss their use. By participating in these workshops, we were able 

to talk to the teacher associates about our research and the impact that it would have on their 

student teachers. We made it very clear that we were not assessing their use of technology, but 

instead were examining the opportunities that student teachers were given during their 

practicum. In all we attended six workshops and had an opportunity to talk with to over sixty 

teacher associates in PS I and II. For those unable to meet with us in this face-to-face manner we 

asked the Field Experiences Office to email a background information package (Appendices III 

and IV) to the teacher associates. 

 A second change that occurred was the reintroduction of Integration Days within the PS 

II program. While this is not a new idea (it has been done in a number of different ways over the 

past ten years), its rebirth at this time allowed us an opportunity to not only meet with the faculty 

to discuss our research, but to also meet with all of the students. The idea behind the Integration 

Day was to provide a larger context to the courses for both the faculty and the students. It 

allowed time for key faculty members to meet and coordinate their activities and assignments so 

as to create assignments that were larger than just one module. During the Integration Day, 

students were given time to work with each of their instructors for the purpose of getting 

assistance with their unit plans before beginning their PS II practicum. We took this opportunity 

to talk to them about our research and what we required from them during their practicum. We 
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also took this opportunity to help them with technology integration ideas in their lesson and unit 

plans. 

Another change that took place that had an effect on our project was to move from 

teaching the Education 3508 Communication and Technology module of PS I in a face-to-face 

setting to an entirely online course. This change was made on a pilot basis. Based upon feedback 

from both students and faculty in this study, the course will be returning to at least a partial face-

to-face delivery format in future versions. This change to the delivery format of this module may 

have negatively impacted students’ understanding of integration opportunities and ideas. This is 

discussed later in this report. 

Research Methodology 

Overview 

This project has three very different categories of participants involved; pre-service 

teachers, faculty instructors, and the teacher associates in the field who will be working with the 

pre-service teachers. The following is a graphic representation of the scope of this project: 

 

Figure 2 – Research Methodology 
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Pre-service 
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Teacher 
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Providing 
opportunities 
and support 
for the 
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of 
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in the 
classroom 
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participation 
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and 
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that have 
been mapped 
to the ICT 
Outcomes. 

Modeling of 
possible 
classroom 
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integrating 
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into teaching 
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Tools 
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their courses. 

Post 
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teacher) 
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ICT 
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courses. 

Post practicum 
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completed with 
their pre-service 
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Project Overview 

PS I & II Faculty.  

For change to occur within the minds and actions of students it must be modeled by their 

instructors. While some faculty members within the PS I program were aware of the ICT 

Outcomes and modeled the use of technology within their classrooms, it has not been a focus 

across the PS I program. Up until now, it was felt that the Education 3508 module – titled 

Communication and Technology, was sufficient. Unfortunately, this module does exactly what it 

teaches the students not to do – it teaches technology in isolation of subject material. In order to 

better align the Faculty instruction in PS I with the intentions of the ICT curriculum, more 

emphasis needed to be placed upon its integration throughout the PS I modules. This process was 

started during the summer of 2005, as Dr. Lorraine Beaudin personally met with instructors in 

PS I to discuss ways in which ICT Outcomes could be addressed within their modules. The 

method and degree of integration was entirely up to the individual instructor based upon their 

familiarity with technology, comfort level and teaching style. In order to assist faculty in this 

integration process, a correlation chart was drawn up that maps the current assignments being 

used within the modules (as taken from course outlines) to the ICT Outcomes. This tool was 

used to help instructors understand what outcomes can and are being covered, and also gave an 

overview of the outcomes that are being addressed and those that are not. At the conclusion of 

the PS I on-campus component, the PS I instructors were asked to provide feedback on the types 

of technology integration they attempted and how effective it was for them. This was used as one 

component of the evaluation.  

This same process outlined above was employed with the PS II Instructors. During the PS 

II planning meeting (held in November, 2005), a presentation was made to the faculty who 

would be teaching in PS II and methods of integrating technology into each of the courses were 

discussed. A correlation chart was established for the existing assignments within PS II and 

instructors were challenged to integrate technology in meaningful ways into their lectures and 

classroom activities. An educational technology specialist was available to assist with identifying 

different methods for integrating technology and then the faculty members were supported both 

by the technology support staff within the faculty as well as the Curriculum Re-Development 

Centre staff, who are available to assist with just these types of activities. 
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Pre-Service Teachers.  

As 222 students entered PS I in the fall of 2005, they completed an entrance survey that 

outlined their familiarity with different software. As well their expectations of the use of and 

integration of technology in both their teaching and their learning during PS I was gathered. This 

survey was used as a benchmark of their technical abilities as well as their “mind-set” with 

respect to the use of technology in teaching and learning. Once they completed the on-campus 

component of PS I, they were surveyed again to assess how the on-campus component met with 

their expectations and how this impacted their view of the use of technology in education. Upon 

the completion of their practicum component, they were asked to again fill in a brief survey to 

see if the classroom reality had changed their perceptions of technology and its place in the 

classroom yet again. This data followed students into PS II and was used as a baseline for the 

success of the integration efforts described above in the PS I faculty section. Any students who 

did not participate in PS I in the fall of 2005 were asked to complete an entrance survey. 

Students were surveyed again just prior to their practicum to assess the effects of the increased 

ICT focus on their planning and views of technology integration into their teaching. Upon the 

completion of their practicum, they completed one final survey to see if their expectations for 

ICT integration into their teaching and their students learning was realized and if it was not, 

identify what some of the barriers were. PS II students who completed their practicum in the 

spring of 2005 were also surveyed in an attempt to gather some baseline data for students’ views 

of ICT integration after the traditional offering of PS II on-campus courses and practicum. This 

survey was emailed to students prior to their beginning their PS III placements. 

Teacher Associates.  

Working in collaboration with the Field Experiences Office, the teacher associates were 

invited to orientation meetings held in their geographical areas just prior to the PS I students 

entering the field. At these orientation meetings, the teacher associates were informed about the 

practicum program and its expectations, as well as each person’s role within the practicum. 

During these orientations, we provided information about our research project, identified this as 

a focus for the Faculty, and solicited their assistance in providing the students with support and 

guidance with respect to the use of technology within their planning and teaching. This was not 

greatly emphasized within the PS I practicum due to the inexperience of the pre-service teachers 

and the expectations that are already be placed upon them during their teaching. The primary 
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purpose was to inform teacher associates of the changes that were made to the program and ask 

that they encourage any ICT integration made by the pre-service teachers while they are working 

with them. They were also asked to express their expectations of the types of technology 

integration activities they would like to see the pre-service teachers participating in during the 

practicum to ensure that our students are meeting and exceeding those expectations (were 

possible). This information was used to help correlate the on-campus activities in the future with 

the expectations in the field. The teacher associates were also asked to complete a survey at the 

end of the practicum (with their pre-service teacher) to provide feedback on the types of 

integration that were attempted and their success. 

Similar meetings were held with teacher associates prior to PS II students entering the 

field. It was at this point that the teacher associates were informed that the pre-service teachers 

had increased expectations placed upon them with respect to technology integration during their 

practicum. They had an opportunity to express their expectations for technology proficiency and 

use of their pre-service teachers during the practicum, and this information would be used to help 

correlate the on-campus activities in the future with the expectations in the field. The PS II 

teacher associates were also surveyed upon the completion of the practicum in order to gather 

information about the technology integration activities that were attempted in their classrooms. 

 

Project Timelines 

The foundation for this project was laid in the spring of 2005 with the planning and initial 

implementation taking place between July and December of 2005. It was during this period that 

the pre-service teachers were introduced to the survey instruments and refinements made to the 

data-gathering model in order to increase the accuracy and validity of the final data. This initial 

data was also used as baseline data in order to examine the effects of the modifications made 

during the PS II session. The following Figure shows the progression of the project along with 

benchmarks.  
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Figure 3 - Project Timeline 
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Results 

Quantitative Data 

Before we began the central focus of this research, we attempted to gather a set of 

baseline date from the PS II and III groups that had just completed their practicum in the spring 

of 2005. Of the 41 students who responded, 14 had just completed their PS II practicum and the 

remaining 27 had completed their PS III practicum. They were asked to complete a 43 question 

on-line survey that asked them questions about their use of technology and their support of the 

use of technology during their practicum. The questions that were asked of this group were then 

mirrored throughout the rest of the surveys that were conducted with the PS I and PS II students 

over the next two semesters. In the following graphs, this data will be used to show changes to 

student perceptions after the modifications that we made. 

While we did not collect specific demographic data on the students who responded to the 

surveys used in this project, we did have access to the general demographic data that is collected 

from students during each intake. The 2005 student intake consisted of 222 students, 166 

(74.8%) of which were female and the remaining 56 (25.2%) male. The average age of the 

female students was 24.6 years while the male students average was 26.6 years. This information 

is reflected in Figures 4 and 5 below. 

 

Figure 4 – 2005 Student Intake Demographics (Gender) 
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Figure 5 – 2005 Student Intake Demographics (Average Age) 

In an effort to account for different levels of technology integration in different areas of 

instruction (Physical Education generally being lower than other areas), all students were asked 

what their major of study was. Figure 6 below shows the distribution of respondents with respect 

to their major (and in PS II this would be roughly equivalent to their teaching area). 

 

Figure 6 – Subject Major Distribution of Responses 
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The student responses to the surveys varied widely. Some of the tools received a very 

good response rate (near 50%), while others received far poorer response rates (as low as 18%). 

In some cases this was due to timing (the PS II/III survey tool could not be released until it 

received clearance from LAFEC the University of Lethbridge/Alberta Teachers 

Association/School District liaison committee. This took longer than anticipated.), and in other 

cases it was due to the large amount of things that students have to attend to during the periods of 

the semester that we were trying to survey them at. Figure 7 below shows the distribution of 

responses over the six survey tools that were used.  

 

Figure 7 – Survey Responses 

The nature of the professional semesters in our faculty are designed so that PS I focuses 

primarily on elementary level placements for the pre-service teachers. This ensures not only that 

students attempt to teach at a variety of different levels, but it also reduces the stress of teaching 

higher-level content during the early stages of teacher development. The grade level focus of 

students who responded to these survey instruments is shown in Figure 8. 
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Figure 8 – Practicum Placement Distribution 

One of the first questions that we asked all of the groups was to rate their experience with 

computers. The students were asked to rate themselves on a five-point scale (none, very limited, 

some experience, quite a lot, extensive and unsure). The central approach to technology 

competency within the U of L pre-service teacher program is Education 3508. This course covers 

basic technology skills and some discussion and activities that involve integration of these 

technology skills into teaching and learning. Unfortunately due to the design of the professional 

semesters, this course takes place during PS I, and there is no dedicated technology course 

during PS II. While the students’ responses to this question seemed to show some positive trends 

like the increase in their perceived experience with computers after Education 3508 and a trend 

towards more experience as they progressed through their practica, this is not consistent across 

all students. One of the key tools to be able to integrate technology into teaching is specifically 

instruction on how to link the theory and practice of integration together. 
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Figure 9 – Rate Your Experience With Computers 

The literature has clearly shown that to possess skills with technology (computers) does 

not guarantee that it will be used in teaching and learning. Unfortunately, as faculty see students 

becoming more and more competent with the use of technology, many seem to make the 

erroneous assumption that this means that they will be able to integrate this into their teaching 

In addition to trying to ascertain students’ perceptions of their own abilities with 

technology, we also wanted to look at their attitude towards the integration of technology into 

teaching as they moved through the Faculty. Figures 10 and 11 show the responses to the 

questions “to what degree do you feel that technology should be a part of your preparation for 

teaching during your practicum?” and “to what degree do you feel that technology should be a 

part of your instructor’s teaching during your on-campus courses?” 
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Figure 10 – Degree of Technology During Practicum Preparation 

 

Figure 11 – Degree of Technology in Instructor’s Teaching 

 While the data showed a slight increase in the students’ view of technology integration 

during their preparation, there was actually a slight decline in their view of their instructor’s use 

during on-campus instruction. This may be due to some negative experiences with their 

instructor’s use of technology that will be discussed further in the qualitative section.  

The final area that was examined in the surveys was the amount of support, modeling, 

and encouragement that the students received during their practicum placements. Figure 12 

shows the students’ perception of the level of technology integration in the schools where they 
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were placed for their practicum. Although from the responses it would appear there were more 

opportunities during PS II and PS III, this is also greatly affected by the School District and 

grade level in which they were placed. PS I and PS II placement distribution is included in 

Appendices XI & XII. 

 

Figure 

12 – Level of Technology Integration During Practicum 

 One of the key areas that we hoped to impact was the amount of support that the students 

received during their entire practicum to attempt to integrate technology into their teaching. 

Figures 13, 14, and 15 all examine ways in which the students were encouraged to think about 

and attempt to use technology within their teaching.  
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Figure 13 – Teacher Associate Encouragement to Integrate Technology 

 We were quite surprised by the very low occurrences of technology integration that 

students reported seeing during their practicum. There are several factors that could contribute 

directly to this, not the least of which being that the students are often so immersed in their own 

classroom and experience that they do not get an opportunity to venture around the school and 

see what else is taking place. This does not explain why their teacher associates were not 

modeling these teaching techniques though. This may reflect that there is not only a need to 

increase our students’ use of technology but also indicate a need to encourage that the ICT 

Outcomes should be addressed by all schools, but we do not have enough data to make that 

conclusion. 

The feedback from this question suggests that the student experience varied greatly with 

respect to the encouragement that they received with respect to technology integration. At the PS 

I level we would think that the encouragement should have been less as there would have been 

more focus on core teaching skills, classroom management, pacing, achieving closure to the 

lessons and getting used to the rigors and routines of the classroom. By PS II, students should 

have these basic skills developed and should be beginning to attempt to incorporate other 

strategies and methods of delivery in order to engage their students. This is reflected in the 

evaluation criteria for the practicum. At this point they should be encouraged to try many 

different styles of delivery, but these results seem to suggest that the integration of technology 

was not one that was highly supported by the teacher associates.  
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Figure 14 – Time Spent Discussing Technology Integration 

 One of the comments that comes through consistently in the qualitative section of the 

responses is the difficulty of accessing the technology that is in place in the schools because of 

the high demand on the limited resources. From our previous experience in the schools, we 

suspected that this was going to be an issue, so one of the things that was discussed with both the 

teacher associates who attended the workshops and the students, was the importance of at least 

discussing how the ICT outcomes could be addressed during lessons if there had been access to 

the technology that was within the school. Figure 14 illustrates there was some impact upon the 

amount of discussion that took place around the integration of ICT Outcomes and technology. 
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Figure 15 – Use of ICT Program of Studies 

Without a doubt the most challenging feedback that we received was to the question “I 

referred to the ICT Program of Studies during my practicum?”. It is very difficult to meet ICT 

Outcomes and track them if the program of studies for it is not used during the lesson planning 

process. This data paints a very bleak picture of the use and integration of technology and the 

mapping of that technology use back to the outcomes. This was further supported by qualitative 

data from students who in PS III didn’t even know that there were ICT Outcomes. During the PS 

II Integration Day activities, more than one student commented on whether or not these 

Outcomes were necessary and why they needed to worry about them. Comments like this would 

suggest that in some cases the ICT Curriculum has really not come very far in the 10 years since 

it was introduced and that many teachers still view it as an add-on to core curriculum. 

Qualitative Data 

Each of the surveys contained an open-ended comment question that allowed students to 

address things that they felt were not touched on in the other questions or to make statements 

about their on-campus or practicum classrooms. While not all students who completed the 

surveys chose to make comments, the number of students who we received comments from was 

substantial. Figure 16 shows the number of respondents who chose to make comments on each of 

the surveys. 
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Figure 16 – Student Comment Response Rate 

In order to make some general statements about the types of comments that were made 

by the students, each comment was placed into a category based upon the content. The 

classifications that were used were Positive (meaning that the student had something positive to 

say about their experience either on-campus or in their practicum with respect to technology 

integration), Neutral (meaning that the students comments were neither supportive or positive 

about their experience nor negative with respect to technology integration), and finally Negative 

(meaning that the comment was negative in nature about the technology integration they 

experienced or the setting that they were in). We anticipated some difficulties trying to 

categorize the comments in this way, but surprisingly the comments fit quite easily into one of 

these three categories. The students were for the most part either very passionate for or against 

the experiences they had with respect to technology integration, or their comment did not apply 

to this research project (Neutral). Due to the extremely small response rate of the PS I Post 

Survey (5%), we will avoid making any general comments about this set of data. Figure 17 

shows these responses as percentages of the total number of responses in that particular survey. 
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Figure 17 – Student Survey Comments (Classified) 

 We had anticipated some negative comments about the practicum placements, as we 

know that there are schools and placements where technology integration is not the priority of 

the learning community. What we hadn’t anticipated was the large number of negative comments 

about the on-campus portion of the PS II practicum semester. As mentioned, the extremely low 

response rate makes it impossible to compare PS I to PS II on-campus courses, but from the 

comments made on the PS II Survey, it was very clear that students wanted a module like 

Education 3508 at the PS II level as well. The majority of the negative comments mentioned 

3508 and stated that any technology integration that was done in PS II was not done in the 

context of their teaching. Students commented consistently that they wanted specific instruction 

in which the strategies and techniques were modeled and discussed as methods of delivery and 

student engagement. Similarly disturbing were comments that it was not fair to evaluate students 

on technology integration when “ICT/tech was not touched on in ANY PS II course we had.” 

This was not an isolated comment as others stated things like “I think it would have been helpful 

for professors to demonstrate, through their lessons, HOW to use technology in the classroom” 

(PS II Post Survey) or “there was little to no focus or mention of technology in my course work 

and I wonder why it’s not there” (PS II Post Survey). These comments suggest that despite many 

faculty members trying to integrate technology in their classroom, PS II is not meeting the ICT 

needs of  all the students in our program. Students are not getting a clear and consistent picture 
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of the range of methods and ways in which technology can be integrated into their students 

learning. 

 The post practicum comments were equally disturbing. While some of the students who 

responded did receive supportive and positive placements, many of the students who responded 

had very negative comments about technology integration, such as “I had 60 students, so access 

to the lab was limited because there are not enough computers”, or “Old technology in the school 

affected how it was used in the classroom. Also some students in the class were not allowed to 

use a computer and the internet”, and “Where I was placed there was a computer lab, but I didn’t 

have access to it at any times I was teaching”. Variations of these comments are echoed by other 

students as well leading us to believe that the support and encouragement for our students to 

integrate technology is not what we had hoped for, despite our efforts to create receptive and 

supporting environments for them. In some cases, our efforts to create these opportunities may 

have been misinterpreted by both faculty members and students alike. PS II students’ comments 

such as “using technology just to use it is very effective in creating new teachers that do not want 

to associate themselves with technology” is very disturbing. Many of the PS II comments that 

were negative had very constructive suggestions (interestingly many of which reflected what we 

were attempting to do with them). This is shown in suggestions like “technology should be 

integrated into the methods for majors classes so we are able to understand how to use 

technology specifically within our major!” and “if the faculty feels this is very important, more 

emphasis should be placed on it throughout the semester”.  

 

Conclusions 

 Based upon our previous experiences, we anticipated that we would discover that 

technology integration was being integrated on a “hit and miss” basis within the faculty with 

marginal impact upon our students. We also expected to see that in their practicum our students 

were being encouraged to use many different teaching strategies but that technology was not 

necessarily a focus for many of them. The feedback has shown a more challenging state of 

affairs with respect to the modeling and encouragement of technology integration within 

teaching. To have students at the PS II level who are still making comments like “is technology 

really necessary in the classroom” and questioning why they have to use it suggests a much 

larger problem than just addressing technical skills. It suggests that there are discussions about 

the ICT Outcomes and the mandated curriculum that they encompass, which need to be included 
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with all of the students to ensure that they understand the importance of these outcomes in their 

daily teaching. In working with individual faculty members it became clear that some faculty are 

doing amazing things with technology integration in an effort to model how it can be used 

effectively for their students. Unfortunately, this is not taking place in all of the courses and for 

all of the students.   

 On many levels the frustration and resistance to the use of technology that is present in 

the school system is also present at the university level. Faculty members who see value in its 

use and have the technical ability often make liberal use of it in their teaching. Those who do not 

see value or lack the technical skills and time do not. Just like our students, we need to remember 

that technology integration is a very small part of what we do in training pre-service teachers, but 

it is a part nonetheless.  

 With respect to the field and the placements that we put our students into, it is unrealistic 

to believe that we will be able to put all of our students into technology rich environments. Due 

to the vast differences in classrooms, schools and division views of technology integration, not 

all classrooms are using technology. Due to self selection by students of practicum opportunities, 

it is not always possible to place students where they will be allowed to and encouraged to make 

use of whatever technology the school has in a meaningful way. In schools where the technology 

is already being heavily used, we need to ensure that our students will have access to that 

technology and in placements where there is very little technology or support, we need to find 

ways to support them better. If students are exposed to technology integration ideas while on 

campus, they need to make use of these ideas and methods in their classrooms during their 

placements to truly integrate these strategies into their repertoire of skills. Therefore we also 

need to continue to provide workshops for our teacher associates to inform them of what to 

expect from our program and our students as well as to encourage them to provide as much 

support as they can for our students to integrate technology in their experiences. 

 

Recommendations for the Future 

 In an attempt to provide some direction as a result of this study, we have outlined a set of 

recommendations for our Faculty and on a broader scope, any Education Faculty struggling with 

ways to provide technology integration support for their pre-service teachers. 

1. The use of technology within each classroom needs to be organized in such a way that all 

students are exposed to subject appropriate technology modeling. In order for this to 
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work, there needs to be a framework created for PS I and II that takes existing course 

material and assignments and integrates the technology into them. This should be done in 

groups by the course instructors involved with the assistance of a technology specialist 

advising and consulting where required. 

2. When technology is integrated into the daily teaching, faculty members should, where 

possible, have debriefing sessions in class to discuss why they used that specific 

technology and discuss the impact that it had on the teaching and learning. At present this 

step is not often included, and our students are missing the queues.   

3. One of the most common examples of technology modeling that was observed was the 

use of students to model the technology. While this is effective, there is no substitute for 

students observing their instructor making use of the technology in their teaching. There 

needs to be continued support and encouragement for faculty to make use of the tools 

within their teaching. This will also create opportunities to develop an awareness of the 

issues involved with the use of technology and methods for overcoming obstacles that so 

often challenge teachers. 

4. The Faculty of Education used to employ education students as part of their technical 

support team. These students provided not only technical expertise, but were available to 

help with technology integration within the classroom if necessary. Discussions should 

take place regarding the possibility of returning to this model. It provides not only 

technology rich opportunities for students who are interested, but it also provides fresh 

ideas and energy for faculty members who may not have the technical skills themselves. 

5. One of the things that students asked for was a module or series of sessions like Educ 

3508 in PS II. The reality is that PS II is already packed with required material, but 

brown-bag sessions, online supported materials, or even a mini-conference during the on-

campus portion could help to address this need. ICT Integration planning days could be 

interspersed throughout the on-campus experience. 

6. Our students need to be familiar with the technology that they will come into contact with 

so that they can use it in meaningful ways with their students. One area in particular that 

needs to be addressed is the use of SMART boards which have become very popular in 

many of the school districts that our students are placed. 

7. The reality of the field is that teachers are in most cases doing the best that they can with 

the daily demands that are placed upon their time and skills. Many of the teachers and 

administrators that we talked to made reference to relying upon the infusion of 
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technology skill and enthusiasm that our students bring to help encourage their teachers. 

If this is the case, then we need to do everything that we can to ensure that the schools are 

ready to receive our students by making whatever technology that they do have available 

for them to use during their brief stay. We need to begin tracking placements and schools 

that create this supportive environment so that we can encourage our students to take 

advantage of these placement. By making this a very clear requirement of our students’ 

evaluation during their practicum, we have clearly asked the schools to support them in 

using the technology and we need to continue encouraging and supporting. 

8. Continued contact between the schools and the Faculty of Education is a must. The work 

that Dr. Gerald McConaghy and the Field Experiences Office did this past year needs to 

be continued. It not only allows us to get our messages out about what we are doing, but 

provides an opportunity for the field to talk and discuss their concerns, so that they feel 

that they are being heard. Teachers and school administrators need to be encouraged to 

take advantage of these occasions. 
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Appendices 

Appendix I – Map of Practicum Placements 
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Appendix II – Table 4.2 from Information and Communication Technologies in Teacher 

Education: A Planning Guide 
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(Resta, 2002, pp. 77-79) 
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Appendix III – PS I Teacher Associate Orientation Package 

Enhancing ICT Outcome Opportunities in Practicum Placements 
A Joint Research Project of the Faculty of Education, University of Lethbridge and Alberta 

Education 
Teacher Orientation Package 

2005-2006 
 

Project Overview: 
The Faculty of Education is currently involved in a research project in conjunction with Alberta 
Education to examine ways in which ICT integration opportunities can be enhanced during pre-service 
teacher education. 
 
What does this mean to the Students’? 
This means that they are receiving more technology integration modeling during their on-campus courses 
in PS I and more reference is being made to ICT Outcomes in these courses. They are also being given 
increased opportunities to make use of technology in their learning. They have been surveyed about their 
prior experience with technology and their attitudes towards the use of technology in teaching and 
learning. They will be asked to complete another follow-up survey once they have completed their 
practicum portion of PS I, to help assess how they attempted to integrate technology into their teaching. 
 
The students are not being given additional assignments or activities to complete during the practicum. 
They are only being challenged to integrate technology into their teaching where possible and practical 
based upon their situation. 
 
What does this mean to you, the Teacher Associate? 
All that we are asking is that you be supportive of the students’ use of technology within your classroom. 
Our intention is not to make ICT Integration a focal point during PS I, but to merely give students 
opportunities to make use of it as they see fit, during their practicum. 
 
At the conclusion of the practicum, we ask that you take a few moments and sit down with your student 
and complete a short survey. This survey will help us better understand the types of technology 
integration activities that they attempted and the types of barriers that they were faced with during that 
process. 
 
Questions: 
If you have any questions or concerns about this project, please contact us: 
 
 Dr. Richard Mrazek – Project Education Lead 
 Office Phone: 403-329-2452 
 Email: mrazek@uleth.ca  
 
 Dr. Lorraine Beaudin – Project ICT Lead 
 Office Phone 403-329-2356 
 Email: beaulc@uleth.ca  
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Appendix IV – PS II Teacher Associate Orientation Package 

Enhancing ICT Outcome Opportunities in Practicum Placements 
A Joint Research Project of the Faculty of Education, University of Lethbridge and Alberta 

Education 
Teacher Orientation Package 

2006 
 

Project Overview: 
The Faculty of Education is currently involved in a research project in conjunction with Alberta Education to 
examine ways in which ICT integration opportunities can be enhanced during pre-service teacher education. 
 
What does this mean to the Students’? 
This means that they are receiving more technology integration modeling during their on-campus courses in PS II 
and more reference is being made to ICT Outcomes in these courses. They are also being given increased 
opportunities to make use of technology in their learning. They have been surveyed about their prior experience with 
technology and their attitudes towards the use of technology in teaching and learning. They will be asked to 
complete another follow-up survey once they have completed their practicum portion of PS II, to help assess how 
they attempted to integrate technology into their teaching. 
 
In order to encourage students’ to participate in a “community of learners”, students are being asked to contribute 4 
postings to major specific discussion groups with their peers. Many of the students have been using this discussion 
area during their on-campus courses and the intent is for these postings to be a continuation. These postings will be 
based upon guided questions, which will vary depending upon the subject major of the student and will be included 
in their final Unit Plan assignments.  
 
What does this mean to you, the Teacher Associate? 
All that we are asking is that you be supportive of the students’ use of technology within your classroom. Our 
intention is not to make ICT Integration a focal point during PS II, but to merely give students opportunities to make 
use of it as they see fit, during their practicum. We are hoping that you will engage in discussions about the realities 
of integrating technology on a day-to-day basis in your classroom. We also encourage you to take part in the on-line 
discussions that your students’ will be participating during their practicum. 
 
At the conclusion of the practicum, we ask that you take a few moments and sit down with your student and 
complete a short survey. This survey will help us better understand the types of technology integration activities that 
they attempted and the types of barriers that they faced during that process. 
 
Questions: 
If you have any questions or concerns about this project, please contact us: 
 
 Dr. Richard Mrazek – Project Education Lead 
 Office Phone: 403-329-2452 
 Email: mrazek@uleth.ca  
 
 Dr. Lorraine Beaudin – Project ICT Lead 
 Office Phone 403-329-2356 
 Email: beaulc@uleth.ca  
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Appendix V – PS II/III Survey 
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Appendix VI – PS I Pre Survey 
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Appendix VII – PS I Post Survey 
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Appendix VIII – PS I Post-Post Survey 
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Appendix IX – PS II Post Survey 
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Appendix X – PS II Post-Post Survey 
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Appendix XI – PS I School Placements 

  
School Board # of Placements # of Elementary # of Secondary 

    
Grasslands 17 13 4 
Holy Spirit 16 9 7 
Horizon 24 22 2 
Lethbridge 51 21 21 0 
Livingstone Range 32 25 7 
Medicine Hat 
Catholic 

8 5 3 

Medicine Hat 
Public 

12 8 4 

Palliser 42 39 3 
Prairie Rose 21 12 9 
Westwind 30 20 10 
    
    

Total: 223   
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Appendix XII – PS II School Placements 

  
School Board # of 

Placements 
# of 

Elementary 
# of 

Secondary 
Bankwood School 1 1 0 
Battle River Regional Division No. 31 1 0 1 
Calgary Waldorf School 1 0 1 
Canadian Rockies Public Schools 1 1 0 
Central Okanagan School District No. 23 1 0 1 
Christ the Redeemer Catholic Separate 
Regional DivNo3 

2 1 1 

East Central Alberta Catholic Schools Reg. 
Div. No. 16 

1 0 1 

Ecole Secondaire L'Escale 1 0 1 
Foothills School Division No. 38 6 2 4 
Golden Hills School Division No. 75 1 0 1 
Holy Spirit Roman Catholic Separate 
Regional Division 

21 7 14 

Horizon School Division No. 67 5 1 4 
Immanuel Christian High School 1 0 1 
Lethbridge School District No. 51 44 7 37 
Livingstone Range School Division No. 68 8 2 6 
Master's Academy and College 0 0 1 
Medicine Hat School District No. 76 4 1 3 
Palliser Regional Division No. 26 13 1 12 
Peace Wapiti School Division No. 76 2 0 2 
Prairie Rose Regional Division No. 8 3 0 3 
Prairie Valley School Division No. 208 1 0 1 
Rain Forest International School 0 1 0 
Rainbow District School Board 1 0 1 
Red Deer Catholic Regional Division No. 39 1 0 1 
Red Deer School District No. 104 1 1 0 
Rocky Mountain School District No. 6 1 1 0 
Rocky View School Division No. 41 4 0 4 
Saskatchewan Rivers School Division No. 
119 

2 0 2 

School District No. 68 (Nanaimo-Ladysmith) 1 0 1 
St. Thomas Aquinas Catholic Reg. Division 
No. 38 

1 1 0 

Waterloo Region District School Board 1 1 0 
Westwind School Division No. 74 10 0 10 
Wild Rose School Division No. 66 1 0 1 
    

Total: 142   
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                                                    Abstract 
 
                  Gender and Social Disparities in Rural Elementary Education                           

                                                                                                     Dr.Gyanmudra *   
                          

                   Education is a privilege rather than a right for the children of India.  

Many children can only attend school when they are not working. There are 

schools available to the wealthy, but the majority of Indian children are enrolled in 

school, actual attendance is low.  Many children can only attend school when 

they are not working.  Therefore, lower-class Indian children's education is 

neither consistent nor secure.   

      One of the most serious flaws of the Indian educational system is that it fails 

to provide an education for poor girls and other disadvantaged children, 

particularly dalit children.  There are many myths that have been perpetuated 

about the reasons few dalit children are in school.  There is a myth that dalit do 

not go to school solely owing to their poverty.             

      The present study aims at finding out the initiatives introduced for 

enhancement of enrolment and retention rates in the rural areas, assessing the 

extent to which the disadvantaged groups could take benefit and identifying the 

factors that responsible for social and gender disparities in enrolment and 

retention rates. The present study was carried out in the district of Khammam in 

the state of Andhra Pradesh, India. The total sample size is 105 representing 

largest and lowest predominance of Schedule Caste and Schedule Tribe 

population.  There was a discussion with member of village education committee 

and parents of school children, leaders of various social groups in order to get 

the supportive data. There was an in depth interview with Government officials at 

various level to get qualitative insights into the issues relating to disparities 

across social groups. The data were analysed on different dimensions with 

respect to demographic variables. 

 ------------------------------------------------------------------------------------------------ 

*Associate Professor, Centre for Human Resource Development, National Institute of Rural 
Development, Rajendranagar, Hyderabad - 500 030. 
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Overall analysis reveal that OtherBackwardCaste and Schedule Castes are 

mostly benefited groups where as disparities were observed in Schedule Tribe 

groups in majority of the schemes.  

Though there is improvement in the trend but there is distinct gender and social 

bias still prevailing in the district. The attitudinal change is very much required to 

bring equality in every respect. The educational scenario in the sample district is 

not that encouraging in comparison to other southern part of the country, 

however there is definite increase in men’s literacy level in comparison to 

females as observed in other states. 

Despite substantial achievements, the task of Universal Elementary Education is 

far from complete. The country today has one of the largest illiterate populations 

in the world.  Caste, gender, class and regional disparities in Universal 

Elementary Education though reduced, are still glaring and persistent, while the 

demand for quality education is showing perceptible increase because of 

improved awareness and social mobilisation.  
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                                               Research  Paper        
                 Gender and Social Disparities in Rural Elementary Education  
                                                                                                             Dr. Gyanmudra* 

                                                                                                                       
                 Education is a privilege rather than a right for the children of India.  

There are schools available to the wealthy, but the majority of Indian children 
are enrolled in school, actual attendance is low.  Many children can only 
attend school when they are not working.  Therefore, lower-class Indian 
children's education is neither consistent nor secure. 

One of the most serious flaws of the Indian educational system is that it fails 
to provide an education for poor girls and other disadvantaged children, 
particularly dalit children.  There are many myths that have been perpetuated 
about the reasons few dalit children are in school.  There is a myth that dalit 
do not go to school solely owing to their poverty.  At the present rate of 
economic growth, and considering the extremely low share of the poor in the 
total national income, absolute poverty in India may not be eliminated for 
another couple of decades. 

Primary education produces a literate population that can deal with 
problems at home and work, particularly in traditionally disadvantaged 
groups, i.e. rural, female and poor.  It helps them to gain independent income 
to meet household basis needs at family level and raises productivity and 
growth potential at community and national level.  For females, it helps to 
increase their social mobility, status and autonomy.  Private and social returns 
to primary education investments are for greater than the returns to 
secondary and higher education. 

Despite high social returns to primary education, a large number of children 
are out of schools.  Nearly two-third of those who enroll do not complete basic 
schooling. 

            The main obstacles in children's completing basic schooling include a 
variety of socio-economic, political and cultural factors.  These include poor 
quality of teaching, high pupil- teacher ratio, lack of classroom facilities, 
nature of curriculum, high direct and opportunity costs.  These dissuade 
children from continuing their education. 

With the achievement of independence, the entire outlook towards women 
changed for the better and a new era was ushered in activating the social, 
economic and legal changes required for equalising the status of women with 

men and their equal participation in the national life of the country. The 
constitution of India provides for equal rights and privileges for men and 
women and also some special provisions for their development and up lifment 
of their social, economic and political status. Articles 15(1), 16 (1) and 16 (2) 
respectively state that "The state shall not discriminate against  

--------------------------------------------------------------------------------------------- 
*Associate Professor, Centre for Human Resource Development, National 
Institute of Rural Development, Rajendranagar, Hyderabad - 500 030. 
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any citizen on grounds only of religion, caste, sex, place of birth or any of them 
and that there shall be equality of opportunity for all citizens in matters relating to 
employment or appointment under office under state". 
 
Against this background, the present study aims at finding out the initiatives 
introduced for enhancement of enrolment and retention rates in the rural areas, 
assessing the extent to which the disadvantaged groups could take benefit and 
identifying the factors that responsible for social and gender disparities in 
enrolment and retention rates. 
 
Objectives: 
 The objectives set for the study are as follows: 

(i) To document the initiatives introduced for promoting school 
enrolment and retention rates (especially among the disadvantaged 
groups); 

(ii) To assess the extent of response to these initiatives. 
(iii) To probe the factors causing social and gender disparities in 

enrolment and retention and 
(iv)  To suggest measures for appropriate policy intervention. 
 

                                                     METHODOLOGY 
Study Area 
 The present study was carried out in the district of Khammam in the state 
of Andhra Pradesh, India. From the above district two mandals i.e. Chintakani 
Mandal and Singareni Mandal were selected representing largest and lowest 
predominance of SC, ST population.  As regards selection of the villages two 
villages an i.e. Kodumur and Chinamandava village from Chintakani Mandal and 
Peryapalkiabad, Gatakarapalli villages from Singareni Mandal, similar criteria as 
in the case of Mandal selection was done.  From each village, around 25 
households representing various social groups prevailed in the village was 
selected for collection of primary data.  The total sample size is 105.  There was 
a discussion with member of village education committee and parents of school 
children, leaders of various social groups in order to get the supportive data. 
 There was an in depth interview with Government officials at various level 
to get qualitative insights into the issues relating to disparities across social 
groups in availing the benefits of various facilities extended.  Secondary data 
were also obtained. 
 
                                     Results and Analysis 
 
Demographic Profile of the Respondents 
 In the present study Chintakani and Singereni Mandals were selected to 
collect data and analyse the details.  From each mandal two villages were 
analysed on different dimensions as given below. 
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Caste: 
 The distribution of respondents based on the caste as shown in the table 1 
reveals that dominance of backward caste is more followed by scheduled caste 
and then other caste.  The lowest population is scheduled tribe people. 
 
Table 1: Distribution of respondents based on the caste in Khammam district 
 
S.No Particulars Chintakani Mandal Singareni Mandal Total 
 Caste Kodumur Chinamandava Perupalli Gatakarapalli  
1 S.C 6(24.0) 10(38.5) 9(33.30) 5(17.9) 30(28.30) 
2 S.T. 3(12.0) 1(3.8) 10(37.0) 2(7.1) 16(15.09) 
3 B.C 10(40.0) 12(46.2) 5(18.5) 11(39.3) 38(35.85) 
4 Other 

caste 
6(25.0) 3(11.5) 3(11.1) 10(35.7) 22(20.75) 

5 Total 25(100.0) 26(100.0) 27(100.0) 28(100.0) 106(100.0) 
Note: Figures in the parenthesis indicate column percentages 
 
Occupation: 
 While analysing the respondents based on occupation, it was found that 
about 50 per cent people were agriculture labour followed by cultivator, which 
was about 35 percent.  5 and 4 per cent people were from petty business and 
professionals respectively.  This has been shown in table. 2. 
 
Table 2: Distribution of respondents based on the Occupation:  
 
S.N Particulars Chintakani Mandal Singareni Mandal Total 
 Occupation Kodumur Chinamandava Perupalli Gatakarapalli  
1  Agricultural 

labour 
11(44.0) 12(46.2) 18(66.7) 13(46.4) 54(50.94) 

2 Non Agri- 
labors 

1(4.0) 0 0 0 1(0.94) 

3 Cultivator  8(32.0) 9(34.6) 8(29.6) 12(42.9) 37(34.91) 
4 Rural artisan 2(8.0) 0 0 0 2(1.88) 
5 Petty 

Business 
2(8.0) 2(7.7) 0 2(7.1) 6(5.66) 

6 Professionals 1(4.0) 3(11.5) 0 1(3.6) 5(4.72) 
7 Services 0 0 0 0 0 
8 Others 0 0 1(3.7) 0 1(0.94) 
 Total 25(100.0) 26(100.0) 27(100.0) 28(100.0) 106(100.0) 
Note: Figures in the parenthesis indicate column percentages 
 
Female Head System: 

To get the clear picture about male or female headed families all the 
respondents from different caste were seen together.  It was observed that there 
were 82 per cent male-headed families and only 17 per cent were found as 
female-headed families, as shown in the table 3. 
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Table 3: Distribution of respondents based on the families with female head      
               system 
S.N
o. 

Particu
lars 

Chintakani Mandal Singareni Mandal Total  

 Caste Kodumur Chinamandava Perupalli Gatakarapalli   
  No Yes No  Yes No Yes No Yes No Yes 
1 S.C 3 

(15.8) 
3 
(50.0)

8 
(30.8) 

2 
(7.7) 

6 
(22.2)

3 
(11.1)

5 
(17.9) 

0 
() 

22 
(20.18)

8 
(7.34) 

2 S.T. 1 
(5.3) 

2 
(33.3)

0 1 
(3.8) 

8 
(29.6)

2 
(7.4) 

2 
(7.1) 

0 11 
(10.09)

5 
(4.58) 

3 B.C 10 
(52.6) 

0 12 
(46.2) 

0 5 
(18.5)

0 10 
(35.7) 

1 
(3.6) 

37 
(33.94)

1 
(0.92) 

4 Other 
caste 

5 
(26.3) 

1 
(16.7)

3 
(11.5) 

3 
(11.5) 

3 
(11.1)

0 9 
(32.1) 

1 
(3.6) 

20 
(18.34)

5 
(4.58) 

5 Total 19 
(100) 

6 
(100) 

23 
(100) 

6 
(100) 

22 
(81.5)

5 
(18.5)

26 
(100) 

2 
(7.2) 

90 
(82.56)

19 
(17.743)

 From the above table, it is quite clear that BCs are mostly male headed as 
37:1 ratio, where as among SCs, it is male headed but percentage of female 
headed is also seen bit high, followed by STs. 
Sex: 
 The school going children i.e. 5-14 years male and female children were 
analysed.  It was observed that 52 percent boys are school going children in 
comparison to female children (5-14 years) i.e. 48 percent, as shown in the graph 
1. 
 
 
 
 
 
Graph 1 
 
 
 
Caste wise Education:  

Educated males and educated females were also seen on the basis of 
different caste groups as shown in the graph 2, that educated males are more 
from SC and OBC in comparison to other caste.  ST males are least educated. 
 
 
 
Graph 2 
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Educated females were also compared, from different caste dimension.  It was 
found that girls are more educated in OBC followed by SC and other caste.  The 
least educated girls are from ST.  This is shown in the Graph 3. 
 
 The least educated girls are from ST. While comparing it together we find 
that trend of education is different among males and females of different caste 
groups. 
 
 
 
Graph 3 
 
 
 
 
 
 
Graph 4 
 
 
 
 
 
 
 
 
 
 
 
 
A comparative graph has been depicted in the graph 4 to get a clear picture 
about sex wise educated respondents among different caste groups. 
 
Table 4: Gender and social disparity (6-14 years Children)  
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CASTE WISE EDUCATED MALES AND FEMALES IN KHAMMAM DISTRICT

females
males

S.n Cas Dropouts Enrolled Not enrolled 

Mal Femal Mal Femal Male Femal

1 S.C. 1 1 33 21 3 2 

2 S.T 2 4 16 11 1 2 

3 B C. 0 1 33 41 1 1 

4 O.C 1 1 20 13 1 2 

Total 4 7 102 86 6 7 
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To find out the gender and social disparities the different caste groups were 
compared on the basis of dropouts, enrolled and not enrolled students. A clear 
picture is emerging that there is gender and social disparity in the sample district, 
however it is more in ST and SC groups. It is shown in table 4.  
Gender wise earning: 
 To find out the financial backup we have analysed Gender wise earning 
and non-earning members, which is shown in the graph 5. 
 
 
 
 
Graph 5 
 
 
 
 
 
 
In the above table it is clear that 48 percent males were from earning category 
where as 51 percent were non earning. On the other hand, among the females 
47 percent were earning category and 52 percent were from non-earning 
category.  Females are earning more in comparison to males. 

Assets and Material Possession 
Land holding 

Average land holdings of two mandals are shown in the table 4.  
Table 4: Average total land holdings of Khammam district 
S.No. Availability Mandals  Total 
  Chintakani  Singareni   
 Chinamandava Kodumuru Perupally Gatekarupally   
1. Average Dry 

Land Holding 
1.83 0.5 1.5 2.46 1.72 

2. Average wet 
land holding 

3.371 2.24 2.55 4.44 2.55 

3. Average total 
holding 

3.642 2.74 3.02 6.54 3.77 

 As per the table, data show that average dry land holding is less than the 
average of wetland holding. 
 While comparing the dry land holders, 65 percent people were not having 
any dry land.  Only 35 percent people had dry land.  The distribution of dry land 
area has been shown in the graph 6 along with the percentage of no dry land. 
 
 
Graph 6 
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Respondents having wet land were also compared.  There were 67  
Percent people who were not having any wetland where as 33 percent people 
had wet land; the distribution of wetland has been depicted in the graph 7. 
 
 
         Graph 7 
 
 
 
 
Livestock 
 The livestock asset values were also compared. There were 32 percent 
people who were not having any livestock.  The balance that had livestock their 
average value is shown in the table 5. 
 
Table 5: Livestock details  

Particulars Chintakani Mandal Singereni Mandal 
 Chinamandava Kodumuru Perupally Gatekarupally 

Livestock 
average 

6304.00 10460.00 101173.00 16214.29 

Average total income from different sources 
Income 
average 

17023.00 24904.00 17492.59 26510.71 

 
 While comparing the income from different sources, there were 7 percent 
people who were not having any income from any source where as others who 
had income from various sources, the average value has been shown in the 
above table 5.  
Housing structure 
 To get the respondents' housing condition, data were analysed.  There 
were 4 percent people, who were not having any type of house.  Government 
allotted and self-built had 29 percent each.  22 percent had hut followed by 
kutcha and partly pukka house each had 8 percent. 
 This distribution has been reflected in the graph 8 
 
 
Graph 8 
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Benefits from Government Programmes 
 First of all, respondents were classified on the basis of BPL/APL criteria.  
There were 79 percent people who were from below poverty line category where 
as 21 percent were from above poverty line category.  This distribution is shown 
in the graph 9. 
 
 
 
 
 
Graph: 9 
 
 
 
 
Under poverty alleviation programmes, whether the respondents received any 
benefit from government, it was found that maximum people were benefited by 
DWCRA followed by IAY scheme.  Few have obtained benefit from other 
schemes and very marginal had received IRDP/SGSY.  Interestingly, none of the 
respondents were benefited by watershed development scheme. This has been 
shown in table 6. 
 
Table 6: Classification of the respondents based on the Schemes benefited from: 
 
S.No. Particulars Chintakani Mandal Singareni Mandal Total 
 Benefits Kodumur Chinamandava Perupalli Gatakarapalli   
  Ye

s  
N
o 

Yes  No  Yes No Ye
s 

No Y  

1 IRDP/SGSY 0 25 0 26 2 25 3 25 5  
2 DWCRA 17 7 21 5 12 15 7 21 4

7 
 

3 Water shed 
development 

0 25 0 26 0 27 0 27 0  

4 IAY 3 22 9 17 0 27 0 27 1
2 

 

5 Any others 3 22 4 22 2 25 2 26 1
1 

 

7 Sample size  25 26 27 29 105 
 
Safety Nets 
 People were enquired about the safety Nets, while analysing the details 
74 percent respondents received PDS (Public Distribution System). 12 percent 
received maternity benefits.  7 percent had old age pension, where as ICDS was 
received by 4 percent.  Under the general welfare and land distribution scheme 
respondents received one percent each.  This is shown in the graph. 10. 
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Graph 10 
 
 
 
 
 
 
Incentives for Education: 
 To find out the disparities, among different caste people, the distribution 
of free books received as incentives for education were analysed.  It was quite 
clear that other backward caste (OBC) group received the highest percentage 
i.e., 45 percent followed by SC i.e., 35 percent and STs received the least i.e. 20 
per cent.  This is shown in the graph 11.  Others have received nil. 
 
 
 
 
 
 
     Graph 11 
 
 
 
 
 Similar analysis was done to see the differences among different caste 
groups for receiving mid day meals as incentives.  Here, we find that SCs have 
received highest i.e., 43 per cent followed by STs i.e., 27 percent.  OBC have 
received 22 per cent where as others have got 8 percent.  For the 
implementation of this scheme we find weight age has been given to SCs  &ST, 
therefore no disparities has been observed in the present scheme (Graph 12). 
 
 
 
 
Graph: 12 
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As far as, food grains are concerned, different caste group has received 
the incentives in different way.  33 percent SCs have received food grains where 
as OBC has received the highest i.e. 36 percent.  Others have got 20 percent 
and STs have received the least i.e. 11 percent.  It is shown in the graph 13.  
Clear-cut disparity is being observed in distributing food grains. 

 
Graph 13 
 
 
 
 
 

 
 
 
 
Hostel facility availed by the different caste groups were also analysed.  In the 
analysis it came out that 43 percent respondents among SCs got the hostel 
facilities followed by STs i.e., 26 percent.  OBC were 22 percent, others were 9 
percent as least, who received hostel facilities (Graph. 14) 

 
 
Graph 14. 
 
 
 
 
 
 
 
 

Respondents were enquired about their willingness to contribute to schools in 
their village, majority of them have responded in a positive manner.  91 per cent 
respondents are willing to contribute to schools where as only 9 percent showed 
reluctance to give any thing for the sake of education.   This trend reflects the 
positive attitude towards children's education.  This is shown in the graph 15. 
 
 
 
 
               Graph 15 
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Moreover, when asked from the respondents about the kind of help they are 
willing to establish schools in the villages, they responded to offer different nature 
of help.  This distribution is shown in the Table-7 
 
Table 7: Classification of respondents based on the willing ness to help towards 
education: 
S.No. Particulars Chintakani Mandal Singareni Mandal Total 
  Kodumur Chinamandava Perupalli Gatakarapalli   
1 Willing  21 84 24 96 25 92.59 26 92.86 96 91.43
2 Not willing  4 16 1 4 2 7.41 2 7.14 9 8.57 
7 Sample size  25 100 25 100 27 100 28 100 105 100 
 
Major Findings 
•Disparity in terms of education is noticed 
•Caste and socio-economic factors show correlation to disparity 
•Gender differences in education 
•Girls drop out rate higher than boys 
•Girls achieve lower classes in comparison to boys of same socio economic 
category 
•For girls low retention in school and high drop out rate is due to : 
 •Distance of school 
•Lack of girl’s upper primary schools 
•Economic burden and use of girls for other household works 
•Early marriage of girls  
•Poor academic achievement 
 
Positive Findings  
•Gaps and disparities have come down 
•Increased awareness for need for education 
•Awareness of girl child education is being realised 
•Communities willing to contribute for education of their children 
 
Conclusion 
 The education scenario in the sample district is not that encouraging in 
comparison to other southern part of the country, however, there is definite 
increase in men's literacy level in comparison to females as observed in other 
states. 
 Over all analysis reveal that OBC and SCs are mostly benefited groups 
where disparities are observed as far as ST groups are concerned in majority of 
the schemes.  Though there is improvement in the trend but there is distinct 
gender and social bias still prevailing in the district.  The attitudinal change is 
very much required to bring equality in every respect. 
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Recommendations 
           Success in improving girl's education can be monitored by using basic 
indicators of access, a retention and achievement, by gender.  Indicators include, 
increases in primary school enrolment and participation; increases in the 
percentage of female teachers; increases in parent/community demand for girl's 
education' and/or increases in the percentage of female school administrators 
and supervisors. 
 The following strategies to be particularly effective in improving girl's 
participation in elementary education. 
Schools to be closer to communities 
 Reducing the distance from home to school and making the school 
environment more culturally appropriate for girls may decrease parental concern 
and thereby increase demand for girl's participation. 
Female teachers 
 The presence of female teachers often reduces parents concerns about 
their daughter’s morality and security and therefore increases girl's participation 
in schools.  Also, female teachers provide girls with positive role models and 
hence enhance girl's enrolment and retention. 
Lower the costs to parents 
 The direct costs (e.g. tuition and text books), hidden costs (e.g. for 
required uniforms and supplies) and opportunity costs (e.g. girl’s household 
tasks, sibling care and agricultural and marketing responsibilities) of educating 
girls are perceived as being greater than the benefits.  Therefore, reduce the 
costs so that the private returns on girl's education are greater; that is, offer 
parents incentives to send their daughters to school. 
Community participation 
 Educational programmes are more likely to be successful when there is 
significant community involvement and participation particularly from parents, at 
the school level.  Parental involvement allows the programme to reflect the needs 
and concern of the community and gives parents more of a stake in the 
programme's overall success 
 One essential element in successful advocacy and social mobilization is 
the preparation of a comprehensive section plan, which should be prepared by a 
representative group of educators, parents and social advocates. 
Understanding the needs of girl child 
 The more disadvantaged the household, the more value is given to girls' 
free labour.  In our country, where girls' may be crucial to basic family survival, 
making it easier for girls to combine school and chores is effective in increasing 
girls' enrolment and reducing the dropout rate. 
 
Future Challenges       
 The country has undoubtedly been successful in evolving a national 
structure for elementary education in the last fifty years, primary education is now 
provided in the mother tongue or regional language in all the states and UTs.  
There has been substantial increase in access to elementary education, with 
reduced class, caste and sectional disparities.  First generation learners, girls 
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and the under privileged sections of society have been provided with unique 
opportunities for vertical mobility.  Literacy standards have substantially improved 
across all the states and UTs.  National literacy rate has increased from 15% in 
1951 to 65% in 2001. 
 Despite substantial achievements, the task of Universal Elementary 
Education is far from complete.  Schools and enrolments have certainly 
increased but so have the number of out of school children.  The country today 
has one of the largest illiterate populations in the world.  Caste, gender, class 
and regional disparities in UEE though reduced, are still glaring and persistent, 
while the demand for quality education is showing perceptible increase because 
of improved awareness and social mobilization. The educational administration in 
most States and UTs is yet to effectively tackle endemic problems concerning 
shortage of teachers, teacher absenteeism, inadequate and improperly designed 
school buildings, lack of teaching learning equipment, need based teacher 
training, and a curriculum related to real life requirements.  Teacher's esteem in a 
society that worshipped status is low. 
 The recent measures initiated by the Government namely DPEP, mid-day 
meal programme and the proposal for NEEM, the National Programme Media 
advocacy and publicity for UEE and joint GOI UN system Education Programme 
are expected to address some of these challenges more effectively.  The 
proposed National Elementary Education Mission should evolve strategies for 
reaching the unreached and achieving the goal of UEE within a given time frame 
in a systematic, sustained and integrated manner by involving all segments of 
civil society in this national endeavour.  The resolve of the Government to make 
elementary education a fundamental right of all children of 6-14 years is 
expected to spur the government and non-government sectors to take necessary 
measures to achieve UEE. In the last fifty years we have expanded our base and 
built many assets to complete the unfinished task in the foreseeable future. 
 It is hoped that with a clear vision, firm will, higher investments greater 
dedication, rapid decentralisation and increased people's participation, we would 
be able to fulfill our goal of providing satisfactory quality of education to all 
children in the country within the next decade. 
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Abstract 
 

Google Maps API (Application Programming Interface), released in late June 2005 by Google, is amazing 
technology that allows users to embed Google Maps in their own web pages with JavaScript. Google Maps 
API has accelerated the development of new Google Maps based applications. This paper reports a demo 
system using API to map all Arkansas public schools and linking the school on the Google map with its 
longitudinal educational achievement database. The goal of this demo system is to disseminate the 
longitudinal statistical summaries produced by experts with the school geographical information to public 
users, for supporting visual analysis of the school performance and for revealing spatial-temporal trends of 
the educational achievement data. 
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INTRODUCTION 
 
“No Child Left Behind” legislation requires all public schools receive school performance reports each year 
in order to reach the goal of NCLB [1]. Educators and policy makers need information that will enable them 
to determine what programs and policies are effective, and which might need to be revised. Parents look for 
information to decide which school would provide the best educational environment, so that they can choose 
the best and nearest school for their children. All of these need ability to disseminate data and results 
effectively in a readily understandable format, which not only include statistical information about 
educational achievement, but also include geographical information of schools. 
 
Internet dissemination is particularly effective in a predominantly rural state like Arkansas. The National 
Office for Research, Measurement, and Evaluation Systems (NORMES) has been creating and maintaining 
educational achievement data for the Arkansas Department of Education (ADE) for seven years. The 
NORMES staffs have worked with the ADE in developing an accountability plan that fulfills the 
requirements of NCLB. Adequate Yearly Progress (AYP) calculations are completed at NORMES, and 
school status reports are provided electronically to school and district administrators through the NORMES 
system. In an effort to meet the dissemination requirements surrounding district and school academic 
performance data outlined in NCLB, the data is available to the public in a tabular format and graphs through 
the NORMES website (http://normes.uark.edu). While school and district academic performance data are 
useful for obtaining specific achievement results, it does not present geographical information to publics.  
 
One of research fields which the NORMES staffs have been working on, is to find an effective approach to 
integrate geographical information with K-12 educational achievement data, which not only mapping 
academic performance of all K-12 schools in Arkansas, but also external linking the school on the map with 
its longitudinal educational achievement database [2]. Educators or parents not only can use the school 
performance maps for visually based analyses that provide an overview of the achievement, but also can 
access statistical analysis results of the longitudinal educational achievement data and complete local 
educational research for school improvement purposes or choosing school for children.  

Google Maps API (Application Programming Interface), released in late June 2005 by Google, is amazing 
technology that allows users to embed Google Maps in their own web pages with JavaScript. Google Maps 
gives users full control over map navigation and the display of detailed street and satellite imagery data. It 
features a map that can be navigated by zooming in and out to show detailed street information. Users can 
also perform map panning by dragging the map via the mouse. To allow for quick movement, the "+" and "-" 
keys can be used to control the zoom level. The technique of providing greater user-interactivity by 
performing asynchronous network requests is called Ajax (Asynchronous JavaScript + XML). Google Maps 
was built using the Ajax framework. 

Releasing of Google Maps API exposes nearly the entire interface of Google Maps to customization. With 
Google Maps API, users are able to incorporate Google's mapping capabilities into their own maps to fit 
application-specific needs, and take advantage of huge geo-database of Google Maps. Users can add 
overlays to the map (including markers, polylines, and polygons), specify various map controls, read XML 
files, and display shadowed “info windows”, which is the most important feature that allow users to link their 
data analysis results with the map.  
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Google Maps API has accelerated the development of new Google Maps based applications. This paper 
reports a demo system using Google Maps API to map Arkansas public schools and linking the school on the 
map with its longitudinal educational achievement database. The goal of this demo system is to disseminate 
the longitudinal statistical summaries produced by experts with the school geographical information to public 
users, for supporting visual analysis of the school performance and for revealing spatial-temporal trends of 
the educational achievement data. 

METHODOLOGY 

Google Maps API 

A significant amount of information regarding how to use Google Maps API can be found from Internet. 
Several good sources are Google Maps API Version 2 Documentation, Google Maps API Version 2 
Reference, Google Maps API Discussion Group, and Google Maps API Tutorial. The websites are listed 
below:  
http://www.google.com/apis/maps/documentation 
http://www.google.com/apis/maps/documentation/reference.html 
http://groups.google.com/group/Google-Maps-API  
http://www.econym.demon.co.uk/googlemaps . 

To use the API, users must sign up for a Google Maps API key, which must be included in the URL, so that 
usage quotas can be tracked by Google. A public Web server is needed for displaying the map in Web 
browser. 

Geo-database 

The longitudes and latitudes of the Arkansas public schools and districts are required in order to add GPoints 
and GMarkers for the 1112 Arkansas public schools, and add the polygons for the 252 Arkansas public 
school districts to the Google Map. The geographic data files are downloaded from GeoStor 
(http://www.cast.uark.edu/cast/geostor ), which is an on-line data delivery system that allows the user 
seamless access to digital map data of any area in Arkansas. The geographic data files, provided by GeoStor, 
were obtained from Federal and State agencies. After downloading the geographic data files, ESRI ArcGIS 
software was used to obtain the longitudes and latitudes of the schools and districts. All of the longitudes and 
latitudes were edited into XML files. Google Maps can read XML files through the inclusion of the 
GXmlHttp class that creates a cross-browser XmlHttpRequest instance.  
 
Educational Achievement Database 
 
Google Maps can display shadowed “info windows”, which allow users to link their data analysis results 
(such as tables and graphs) with the map. The educational achievement databases linked with our Google 
Maps must represent the most current educational assessment information. In addition, for the data to be 
meaningful and the analyses relevant, the information must be continually updated as districts consolidate, 
annex and add new school sites.  
The development of these databases is completed as part of the NORMES work for the Arkansas Department 
of Education, and thus, is a readily available resource for use in our project. The Arkansas Department of 
Education provides NORMES with electronic data files containing student-level assessment information. 
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The data are then compiled using SAS at the school and district level, with regard to percent of students 
scoring proficient on the exams. Percent of students proficient calculations are also completed for all 
subgroup populations reported in the state (African-American, Hispanic, Caucasian, Economically 
Disadvantaged, Limited English Proficient, and Students with Disabilities). Based on the percent of students 
identified as proficient, districts and schools are assigned an AYP status. The school and district performance 
data are exported from SAS to Access file, compiled into tabular formats and graphs using PHP, and then put 
them on the NORMES website for linking. 
 

RESULTS 
 

A demo system of mapping Arkansas public schools using Google Maps API is available at our web site 
http://normessasweb.uark.edu/legacy/gmap/map/schoolinfo.html . The current state-wide educational 
achievement databases include 1112 public schools and 252 school districts. If you spent a few moments 
investigating our website, you will notice our Google Maps Interface is centered to State of Arkansas, and 
this system enhances the utility of the information by allowing users to “drill down” from a state map into 
school district, and further to school levels.  
 
To “drill down”, users first select a school district from the drop-down menu of listed school districts (see 
Figure1). Assuming the educational stakeholder selects “Fort Smith” School District and clicks “Go”, a new 
Google Map interface is displayed (see Figure 2). All public schools in the Fort Smith School District are 
shown on the map. A purple polygon indicates the boundary of the selected school district. A symbol is 
placed on the map for each school. The symbols are color-coded according to school AYP status. Users can 
click “Legend” on the right top of the map to view it, and we use the green color to represent ‘Meets 
Standard’, the red color to represent ‘School In Improvement’, the yellow color to represent ‘Alert’, and the 
gray color to represent ‘Not Applicable’. Educational stakeholders not only can see the school location with 
detailed street information on the map, but also can view the school academic performance statuses and 
compare the statuses with each other.  
 
Users are also able to select a particular school to view popped out “info window” by clicking on the symbol 
on the map or by clicking on the school name in list showed on the left-side screen . In the “info window”, 
school name, current AYP status, grade range, enrollment of students, and percent of economically 
disadvantaged students are given (see Figure 3). If the educational stakeholders want more detailed 
information of the school, they can click “Details” at the bottom of the “info window”. Then a new interface, 
named as “School Performance by Year”, is popped out (see Figure 4). The new interface presents pie charts 
aggregated with table to users.  The table, named as “School Report Card”, includes the statistics of multiple 
variables such as: proficiency percentages of all groups, average ACT Scores, grade inflation rate, college 
remediation rate, information of advanced placement courses, demographic information of teaching staff and 
students, and school discipline and safety information etc. In our demo system, a total of three years of 
longitudinal statistical data is available. The default interface is designed to be year 2005, and the user can 
select and click the year option button on the interface to view the data of year 2004 and 2003.  
 
 
For the selected Fort Smith School District, a prominent spatial pattern is detected on the map. Most low 
performing schools (with red color) are geographically clustered at the end of north Fort Smith School 
District, contrasting with most high performing schools (with green color) which are clustered at the 
southern region of this district. This spatial pattern, which generally can not be detected using traditional 
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statistical methods, stimulates generation of several hypothesizes. One hypothesis is that the schools at the 
northern region may have more students from low-income families, compared with the schools at the 
southern region. Another hypothesis is that there may be more students of minorities (such as African-
American, Asian, or Hispanic) families at the northern region than at the southern region. In educational 
research, attendance of “Free and Reduced Lunch Program” (FRLP) is used as an index of students from 
low-income families. Statistical analysis (not included in this paper) confirms these two hypotheses. The 
percentage of students qualifying for FRLP in schools in the northern region (63%) of the district is 
significantly different from schools in the southern region (26%); and the percentage of minority students in 
schools in the northern region (67%) of the district is also significantly different from schools in the southern 
region (21%). The northern region is the “inner city” of Fort Smith. Most white families with high-income 
have moved out from the “inner city” and now live in the southern region. From a social research 
perspective, this phenomenon is called “white-flight”, and it may explain the geographic clusters of high 
performing and low performing schools in the Fort Smith School District.  
 
Google Mapping of school performance data can lead to insights concerning various social-environmental-
behavioral interactions. Insights generally can be derived from the identification of clusters of low or high 
performance schools on the map, followed by comparison of the cluster locations to the multivariate 
demographic and social variables. Spatial associations identified can prompt hypotheses about the causal 
relationships.  
 
 

CONCLUSION 
 
Google Maps API provides an outstanding solution for internet mapping of educational achievement data. 
This demo system of mapping Arkansas public schools using Google Maps API provides educators, parents, 
administrators and policy makers with a consumer friendly vehicle for understanding of what is occurring in 
their schools. The results will be greater educational and administrative opportunities to develop and 
implement programs to improve student achievement. When the research is utilized by policy makers, more 
accurate and effective policy decisions will be made regarding the educational context of students in 
Arkansas. Further, parents, the business communities, and other interested parties can complete visually 
based assessments using the information generated via this system. Parents of students attending schools not 
meeting Adequate Yearly Progress standards will also have access to the information needed to locate a 
school near their residence that is experiencing greater achievement-related success.  
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Figure 1. Users first select school district from drop-down menu of listed school districts. 
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Figure 2. All public schools in the Fort Smith School District are shown on the map. A purple polygon 
indicates the boundary of the selected school district. A symbol is placed on the map for each school. The 
symbols are color-coded according to school AYP status. 
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Figure 3. Users are also able to select a particular school to view popped out “info window” by clicking on 
the symbol on the map or by clicking on the school name in list showed on the left-side screen . In the “info 
window”, school name, current AYP status, grade range, enrollment of students, and percent of economically 
disadvantaged students are given. 
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Figure 4. Users can click “Details” at the bottom of the “info window”. Then a new interface, named as 
“School Performance by Year”, is popped out. The default interface is designed to be year 2005, and the user 
can select and click the year option button on the interface to view the data of year 2004 and 2003.  
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PROPOSAL ABSTRACT 
 
 

The proposed study will investigate the perceptions of teaching and research held by teachers 

from various Lasallian colleges in the Philippines. There will be 1000 teachers from different 

Lasallian colleges that will be asked to complete a questionnaire. In particular, the main issues 

that will be addressed are as follows: the relationship between teaching and research and the 
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value placed on teaching and on research by teachers from various Lasallian colleges. The data 

will be analyzed qualitatively.  

 

Background of the Study 

Increasingly, university teachers are accountable for the quality of their teaching and 

research. These are the two principal activities in universities. However, they are often seen as 

separate. Typically university rewards for achievement in these areas reinforce a perception that 

teaching and research are distinct activities with specific amounts of time allocated to them 

(Colbeck, 1998). 

 

Review of Related Literature 

The links between teaching and research have been increasingly discussed internationally 

with higher education. Many academics continue to hold the view that good teaching must be 

informed by research (Morris & Jelks, 1997; Neumann, 1996). 

Many extensive surveys investigating university teaching and academic work have been 

carried out in a lot of countries since the late 1960s; however, it is only since the latter part of the 

1980s that much has been done in certain countries like Australia (Baker, 1994; Neumann, 

1993).  

In outlining a qualitative study found on interviewing lecturers about academic work in 

universities, Neumann (1993) gives an account of finding 64 documents on the topic, 33 of 

which referred to the nexus between university teaching and research. Yet, ‘a few only’ 

attempted to explain its relationship and further explore the concepts. 
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 Brew and Boud (1995) focus on how research and teaching can enhance learning. They 

take the view that research and learning are similar processes, as both involve the learning, 

discovery, or construction of knowledge, and that they are therefore inseparable. 

The Nexus Project suggests that linking teaching and research is essential because it: (1) 

recognizes the importance of both and the synergy created by the interrelationship, (2) gives 

credibility to the University and its academics, (3) promotes and supports learning and teaching 

as a process of intellectual inquiry and discover rather than memorizing and regurgitating bodies 

of existing knowledge discovered by others, (4) keeps subjects based on up-to-date research, (5) 

keeps lecturers up-to-date with new discoveries and ideas, (6) clarifies ideas and directions, (7) 

makes teaching interesting and relevant, (8) builds up a community of scholars enhancing the 

University’s reputation as a center of excellence which, in turn, generates a new generation of 

interested scholars, and (9) provides opportunities for collaboration among lecturers. 

In Philippine universities, there is recognition of research as the key to a deeper 

understanding of theories and principles learned in the classroom.   For instance, the De La Salle 

University (DLSU) System Schools invests heavily into various researches carried out by the 

members of its faculty who themselves are experts in their own fields (DLSU System, 2003). To 

illustrate, DLSU-Dasmariñas recognizes the value of research in academic development. To 

develop a culture of research in the community, DLSU-Dasmariñas established the University 

Faculty Research Office (DLSU-Dasmariñas, 2005).  

Moreover, as a center of excellence in chemistry and chemical education, with the 

integrated functions of teaching, research and extension services, the Institute of Chemistry of 

the University of the Philippines-Diliman embarks on research programs which will advance the 

frontier of knowledge and address the country's scientific and technological problems which 
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entails fundamental chemical solutions. The outcome of the research activities is incorporated 

into their teaching and expertise developed is communicated to the rest of the community (UP-

Diliman, 2005). 

 Therefore, linking teaching and research is attracting considerable attention within 

Higher Education and this is likely to continue in the foreseeable future. Hattie and Marsh (1996, 

p. 533), suggest that the aim should be “to increase the circumstances in which teaching and 

research have occasion to meet.” Both authors argue that “the aim is to increase the 

circumstances in which teaching and research have occasion to meet, and to provide rewards not 

only for better teaching or for better research, but for demonstration of the integration of teaching 

and research.” 

Thus, this study will investigate the perceptions of teaching and research held by teachers 

from various Lasallian colleges in the Philippines; specifically how they value teaching, in 

relation to research.  

 

Conceptual Framework 

As the purpose of the study is to generate new models for understanding teachers’ 

perceptions on teaching as related to research, no conceptual or theoretical framework will be 

used to anchor the analysis of the qualitative data in the study.   

 

Research Problem 

The study will seek to find out the teachers’ perceptions of teaching, particularly in relation 

to research. 
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Specifically, the study is designed to answer the following problems:  

A. Are there age related differences on how they perceive teaching and research? 

B. Are there gender related differences on how they perceive teaching and research? 

C. Are there regional related differences on how they perceive teaching and research? 

 

Assumptions 

By using qualitative questionnaire data, the present study is confined on assumptions as 

regards the validity of open-ended questionnaires and teachers’ revelation of their perceptions. 

Therefore, it is an assumption that the teacher respondents will answer the survey questionnaires 

truthfully reflecting their actual experiences and practices in the school. 

 

Significance of the Study 

The study provides an attempt to explore the teachers’ perceptions of linking teaching 

and research. The present study is of significance since there are rare studies in the Philippines 

wherein the focus is this context. 

 

Scope and Limitation 

Although the locale of the present study is in the National Capital Region (NCR), Luzon, 

Visayas, and Mindanao, it cannot be assumed that the sample is truly representative of the full 

population of Lasallian teachers in the country. 

The present researcher’s reading of the related literature will be the reference in the 

development of survey questionnaires. 
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Methodology 

Participants: For each region, 250 participants will be asked to answer a questionnaire. In 

particular, teachers from the following Lasallian schools will participate in the present study: 

 
For NCR:  

• De La Salle University - Manila 

• De La Salle - Araneta University 

• De La Salle - College of Saint Benilde 

 
For Luzon:  

• De La Salle University  - Dasmarinas 

• De La Salle - Lipa 

• De La Salle  - Canlubang 

 
For Visayas:  

• University of St. La Salle (Bacolod City) 

 
For Mindanao:  

• La Salle University – Ozamiz (Misamis Occidental) 

 

Comparisons of ways the nexus operates across the Lasallian colleges will be based upon the 

survey questionnaires for teachers. 

 

Instrument: The researcher will develop a questionnaire on teaching and research. 

 

Procedure and Data Analysis: The survey questionnaire will be administered in groups. The 

teacher respondents will be given a time limit to accomplish the questionnaire.  
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A frequency count of the responses for each category will be undertaken. Sub-counts will 

be taken for the different age groupings, gender groupings, and regional groupings.  Matrices 

combining groupings will also be created.   
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ABSTRACT 
 

The study sought to develop a model of principals’ leadership and interpersonal behaviors and 
teachers’ classroom interpersonal behaviors for secondary schools, based on the data gathered 
from top performing schools in the National Capital Region of the Philippines. Twelve of these 
schools were covered in the study: three Chinese, three government (non-science), three private, 
and three science secondary schools.  
 
The study covered all the principals and a random sample of permanent teachers (n=224) in the 
participant schools. Data were gathered through interviews and the use of five standardized 
instruments. 
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REVIEW OF RELATED LITERATURE 

 
Every successful private or public organization has one major attribute that sets it apart from 
unsuccessful ones: a dynamic and effective leadership (Hersey & Blanchard, 1993). In the field 
of education, particularly at the secondary level, research findings have generally supported that 
effective schools have effective principals (Wendel & Hoke, 1996). Thus, recognition of the 
importance of the principal's role in effective schools has been on the rise. Furthermore, there 
exists a great need for principals with strong leadership skills because their absence could 
undermine needed educational reforms (Hipp, 1997; “Leadership Attitudes,” 2000). As leaders, 
they are accountable for the continuous growth of students and for increased school performance 
as measured over time (Barker, 2000). 
 
In a convention of school principals held in 1999, former Philippine Undersecretary Nilo Rosas 
of the Department of Education emphasized that principals are the energetic motivators of 
human resources. Through their gift of words and examples, they should be able to demand 
action and performance, strive for excellence, and productivity (“Principal is the Most 
Important,” 1999). They can either unite people toward institutional goals or cause factions, 
based on the way they lead.  
 
The distinction between effective and ineffective leaders varies. It often depends on the way they 
diagnose and resolve a problem under a specific circumstance, while taking the role of a 
responder, a manager, or an initiator (Schmitt, 1990).  In other words, the difference between 
effective and ineffective principals in any private or public schools is manifested in their way of 
leading, that is in their leadership style. Hersey (2001) commented that it is not enough for 
leaders to describe their leadership styles or to indicate their intentions: What is more important 
is for them to be situational leaders. "A situational leader assesses the performance of others and 
takes the responsibility for making things happen" (p. 1). Moreover, a situational leader is one 
who can adapt different leadership styles depending on the situation (“Famous Models,” 1999). 
 
Research has revealed that leaders generally have a primary leadership style (Hersey, Blanchard, 
& Johnson, 1996). A primary leadership style is defined as the behavior pattern used most often 
when attempting to influence the activities of others. It has two components: leadership style 
flexibility and leadership style effectiveness (Hersey, Blanchard, & Johnson, 1996). Leadership 
style flexibility is "the extent to which a leader is able to vary his/her leadership style [italics 
added] in different situations" (Hersey, Blanchard, & Johnson, 1996, p. 299). According to the 
same source, flexible leaders have the potential to be effective in a number of situations. On the 
other hand, the same authors define leadership style effectiveness as "the degree to which the 
leaders are able to choose their leadership styles appropriately to meet the demands [italics 
added] of a given situation" (p. 234). Thus, style effectiveness refers to a leaders' ability to 
decide on their leadership style to best match a given situation. 
 
People who have narrow style flexibility can be effective over a long period of time if they 
remain in situations in which their style has a high probability of success, but they cannot be said 
to have style effectiveness. Conversely, people who have a wide range of styles may be 
ineffective if they use a style that is not appropriate for the demands of the situation. These 
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people do not possess style adaptability. Thus, a wide range of styles will not guarantee 
effectiveness, because style range is not as relevant to effectiveness as style adaptability (Hersey, 
Blanchard, & Johnson, 1996). 
 
Pangilinan, a local author (1999, p.1), observed that “good educational programs are spoiled and 
futile because of leadership inefficiency and ineffectiveness”. Hence, research on leadership 
style, leadership style flexibility, and leadership style effectiveness is both interesting and 
significant. 
 
Another aspect of principals' interpersonal relations in school is the way they relate with the 
members of the academic community, particularly with the teachers whom they supervise. 
Kremer-Hayon and Wubbels (1993) refer to this as principals' interpersonal behaviors, the other 
variable covered by the present study. 
 
Establishing effective schools has been the nation's primary goal in education since the 1980s 
(Pangilinan, 1999). Indeed, the current educational crisis has intensified the need for school 
effectiveness (Arnold, 1999). An effective school, by its very nature, yields higher student 
achievement, and there is a probability that principals' leadership behaviors and students' 
academic performance may be interrelated (Caldas & Bankson, 1997; Griffith, & Moss, 1990; 
Haller, Monk, Bear,). More emphatically, Kremer-Hayon and Wubbels (2000) assert that 
effectiveness of schools is related to principals' leadership styles. These ideas will be validated in 
the local setting. Specifically, the present study was designed to determine the leadership and 
interpersonal behaviors of principals in top performing secondary schools in the National Capital 
Region (NCR) of the Philippines. The primary research interest is to determine whether there are 
commonalities in the principals' leadership and interpersonal behaviors across participant schools 
from which implications for school leadership may be drawn. 
 
Another focus of interest in the present study was the teachers' classroom interpersonal 
behaviors.  Based on their fifteen years of research with more than 50,000 students and teachers           
in the Netherlands, the United States, and Australia, Wubbels, Levy, and Brekelmans (1997) 
concluded that teachers' interpersonal skills are crucial to creating and maintaining a positive 
classroom climate. They explained that while instructional methodology is an important 
consideration, exceptional teaching could also be described in terms of teacher-student 
relationships. For them, effective teaching involves not only the shaping of learning, but the 
promotion of a suitable ethos for learning. This was affirmed in the Flexible Learning in Schools 
Report (cited in Harkin & Turner, 1997) which acknowledged that the quality of the relationship 
between a teacher and a young person is a vital factor in encouraging learning and growth. This 
relationship, based on the same report, should be neither fear nor contempt which used to stalk 
school corridors nor, the casualness which implies that there is no distinction in role between 
teachers and students.  
 
In the same vein, den Brok, Brekelmans, and Wubbels (2001) believe that students' learning is 
influenced by a variety of interpersonal factors, in addition to the cognitive factors associated 
with it. Moreover, Arnold (1999) found out that teacher’s interpersonal behaviors in the 
classroom and students' academic achievement are related. This finding is substantiated in a 
report of the American Educational Research Association (2001) which disclosed that a positive 
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and productive learning environment relies, to a large extent, upon the relationships between 
students and teachers. 
 
Earlier local researches on primary leadership styles did not delve into leadership style flexibility 
and leadership style effectiveness, and with principals’ interpersonal behaviors in relation to 
teachers' interpersonal behaviors in the classroom. These research gaps prompted the present 
researcher to analyze the relationship between principals’ leadership behaviors (i.e., primary 
leadership styles, leadership style flexibility, and leadership style effectiveness) and interpersonal 
behaviors, on the one hand, and teachers’ classroom interpersonal behaviors on the other hand.   
 
In-depth analyses of the similarity or difference between principals’ self-assessments of their 
leadership and interpersonal behaviors, and their teachers’ assessments of those behaviors were 
another focal points of the present study. Moreover, the relationship between the perceived and 
the preferred primary leadership styles and interpersonal behaviors of the principals, based on 
their teachers’ assessments were investigated. Furthermore, the relationship between the 
teachers’ classroom interpersonal behaviors and their assessments of their principals’ 
interpersonal behaviors was analyzed. Lastly, whether school governance, Chinese/ government 
[non-science]/ private/ science, has a mediating effect on the following: principals’ primary 
leadership style, principals’ interpersonal behaviors, and teachers’ classroom interpersonal 
behaviors. These interests prompted the search for commonalities, if any, in the indicated 
variables across top performing secondary schools in the NCR and by type of school (Chinese/ 
government [non-science]/ private/ science). The presence or absence of a mediating effect, 
which may be brought about by type of governance, yielded findings that will have policy 
implications for principals' and teachers' development. 
 
Hopefully, the model developed in the present study can contribute to the current body of 
knowledge in the field of educational leadership concerning the given variables of interest. 
Furthermore, the outcomes of this study will be beneficial to principals and teachers insofar as 
interpersonal behaviors and relationships in secondary schools are concerned. The study gains 
added significance considering that the participant schools consisted of top performing 
secondary educational institutions in selected localities in the National Capital Region. 
 
The study of leadership theory has evolved from time to time, but the fundamental purpose and 
ultimate goal remains unchanged: to understand leaders' behaviors (Blanchard, 2000). In 
educational organizations, rigid structures have intrinsic limitations and constraints for making 
systematic behavior changes (Blanchard, 2000).  It will be interesting to understand how 
educational leaders in top performing schools exercise their leadership to influence, to guide, to 
support, or to delegate in order to accomplish organizational goals. This was another focus of the 
present study.  
 
Furthermore, any commonalities in the participant principals' and teachers' interpersonal 
behaviors may be indicative of effective schools in the area of human relations. This information 
will be beneficial to schools, especially to those experiencing problems in this particular area of 
interpersonal relations. 
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CONCEPTUAL FRAMEWORK 

The study was anchored on the concepts and principles, regarding model building, as 
propounded by George Beauchamp (1981) and John Keeves (1997).  
 
Model building is defined by Keeves (1997) as a step in the research process that is conducted, 
after variables have been identified as influencing a particular outcome. In a similar vein, 
Beauchamp (1981) explains that functionally, models are used to represent events and event 
interactions in a highly compact and illustrative manner. So employed, they help to explain facts 
or events that are puzzling. Thus, they are an aid in theory building. Similarly, in order to 
formulate a theory, models have been used.  
 
To develop an effective model, Keeves (1997) gives the following requirements that need to be 
met. First, there is a need to define or to provide meaning and consistency to the terms or 
variables to be used in the model. Second, relationships among the variables of interest need to 
be verified and described. Third, the model should predict results that can be validated. Fourth, 
the model should not only predict but also explain a given phenomenon. Fifth, the explanation 
brought by the model must help in the creation of other concepts of related research. Moreover, 
Keeves asserts that effective modeling requires some understanding of what is important for an 
institution and its constituents. He further explains that although a form such as a diagram or an 
illustration serves to manifest clearly the aspects of the model, it should not be magnified to hide 
the essential relationships that could be tested and validated. Models should be realistic, 
according to him, for it to be subjected to testing. 

 

Operationalization of Keeves’ Model 

The application of Keeve’s procedural model-building paradigm in the present study is explained 
in the next sections. 
 
Defining or Providing Meaning and Consistency to the Terms or Variables Used in the Model 
In consonance with this first requirement for model building of Keeves (1997), the variables of 
interest in the present study are defined in the next sections. These definitions were consistently 
used during the data-gathering and the interpretation phases of the study. 
 
Principals’ Leadership Behavior 
As used in the study, principals’ leadership behavior was viewed in terms of their primary 
leadership styles, leadership style flexibility, and leadership style effectiveness, based on 
Blanchard and Zigarmi’s Situational Leadership Model (Blanchard, Zigarmi, & Nelson, 1993). 
  

Primary Leadership Style. Primary leadership style is defined as the leader’s behavior 
pattern used most often when attempting to influence the activities of others. It is somewhat like 
a favorite leadership style.  
 
There are four leadership styles under the Situational Leadership model. These are: (a) the 
Directing style, characterized by high directive, low supportive behavior, (b) the Coaching style 
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which is a highly directive and highly supportive behavior, (c) the Supporting style which is 
highly supportive, but low in directive behavior, and (d) the Delegating style which is low in 
both supportive and directive behaviors. 
 
 Leadership Style Flexibility.  Hersey, Blanchard, and Johnson define leadership style 
flexibility as “the extent to which a leader is able to vary his/her leadership style” (Hersey, 
Blanchard, & Johnson 1996, p. 299). Leaders differ in their ability to change their leadership 
styles. However, according to the same authors, flexible leaders have a greater potential to be 
effective in various different situations. 
 
 Leadership Style Effectiveness.  This is the third element of leadership behaviors 
analyzed in the study. Style effectiveness or style adaptability is defined as “the degree to which 
the leaders are able to vary their styles appropriately to meet the demands of a given situation” 
(Hersey, Blanchard, & Johnson 1996, p. 300). It refers to the leaders' ability to vary their 
leadership styles to best match the changing situation.  Hence, based on the model, to be 
effective leaders, they must not only show a high level of flexibility in style selection, they must 
also choose the leadership style that is most appropriate for each situation. 
 
Blanchard and his associates developed the Leader Behavior Analysis II (LBA II, 1985, 1991) to 
assess those three aspects of leader behavior: leadership style, leadership style flexibility, and 
leadership style effectiveness. The 1991 version of this instrument was used in the present study. 
 
The next section defines the other variable of interest in this model building research, the 
interpersonal behaviors of the principals and of the teachers covered by the study.  
 
Interpersonal Behaviors 
Leary (cited in Fisher & Cresswell, 1998) defines interpersonal behavior as that with which a 
person relates overtly, consciously, ethically, or symbolically to another human being (real, 
collective, or imagined).  The analysis of interpersonal behavior in the present study was guided 
by the conceptualization of the construct by Fisher and Cresswell (1998). The two authors 
describe interpersonal behavior in terms of two dimensions: the Proximity Dimension 
(Cooperation versus Opposition) and the Influence Dimension (Dominance versus Submission). 
As explained by the two authors, these dimensions can be schematically presented in a 
coordinate system divided into eight equal sectors; with each sector describing a particular type 
of behavior. One of these is leadership behavior, which is the extent to which a person leads, 
organizes, gives orders, determines procedure, and adheres to structures. The second is helpful 
friendly behavior, which is the extent to which a person shows interest, behaves in a friendly or 
considerate manner, and inspires confidence and trust among the people he/she relates with. The 
third type is understanding behavior, which is the extent to which a person listens with interest, 
empathizes, shows confidence and understanding, and is open to other's ideas and opinions. 
Responsibility/freedom behavior is the fourth type of behavior. This is the extent to which a 
person provides the persons he/she associates with, opportunities to experience responsibility and 
freedom in their spheres of responsibility. The fifth type is uncertain behavior, which is the 
extent to which a person keeps a low profile and behaves in an uncertain manner. The sixth type 
is dissatisfied behavior, which is manifested when a person openly expresses dissatisfaction, 
looks unhappy, and criticizes others. The seventh type is admonishing behavior, which is 
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manifested in the form of anger, irritation, looking down on people, and being punitive. Lastly, 
the eighth or last type of behavior is strict behavior, which the two authors define as the extent to 
which a person keeps reins tight, judges, exact norms, and strictly enforces rules.  
 
The principals’ interpersonal behaviors were determined in the present study with the use of the 
Questionnaire on Principal Interaction (QPI), which was patterned after the aforementioned eight 
types of behavior, and which was developed by Kremer-Hayon and Wubbels (1993). On the 
other hand, the teachers’ interpersonal behavior in the classroom was analyzed with the use of 
the Questionnaire on Teacher Interaction (QTI) developed by Fisher, Fraser, and Wubbels 
(1993).  

 
Verifying the Descriptions and Relationships Among the Variables of Interest 
It was hypothesized in the study that there would be similarity between principals' assessments 
of their interpersonal behaviors and their teachers' assessments of their principals on the same 
construct. This is based on the premise of Fisher and Cresswell (1998) that in secondary schools, 
there are many opportunities for principals and for teachers to interact with each other (e.g., 
classroom observations, post observation conferences, regular meetings). Due to those 
interactions, secondary school teachers are likely to personally observe their principals' 
leadership and interpersonal behaviors, which may possibly result in similarity between the 
principals’ assessment and teachers’ assessment of the leadership and interpersonal behaviors of 
the former. 
 
The next hypothesis was that because the participant schools were all top performing schools, 
there would be similarity in the perceived and preferred leadership and interpersonal behaviors 
of principals from the viewpoint of teachers. This has reference to a study conducted by Fisher 
and Cresswell (1998) which showed similar views between perceived and preferred principal 
leadership and interpersonal behaviors from both the perspectives of the teachers and the 
principals in top schools in Australia.  
 
Because the participant schools were all top performers, it was further hypothesized that teachers 
would tend to demonstrate the positive classroom interpersonal behaviors: leadership, being 
helpful/friendly and understanding, and providing for student responsibility/freedom, rather than 
the negative behaviors: admonishing and being uncertain, dissatisfied and strict. This hypothesis 
has an empirical basis, considering the study of Wubbels (1993) of the top schools in Western 
Australia and Tasmania which revealed that the students perceived the best teachers as stronger 
leaders, more friendly and understanding, and less uncertain, dissatisfied, and admonishing than 
the average teachers. 
 
Following the same trend of reasoning, it was also hypothesized in the study that the principals 
of top performing secondary schools would tend to demonstrate the positive types of 
interpersonal behaviors in relating with their teachers. The formulation of this hypothesis was 
prompted by a study conducted in top secondary schools in Australia by Fisher and Cresswell 
(1998) which showed principals’ high scores in the cooperative areas of leading, being 
helpful/friendly, understanding, and giving freedom behaviors and low measures in the 
oppositional areas of being uncertain, dissatisfied, objecting, and strict behaviors.  
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It was further hypothesized that the manner with which principals related with their teachers 
would in turn influence teachers' behaviors in relating with their students. In other words, they 
would tend to mirror in the classroom, how their principals treated them. This hypothesis was 
based on the contention of Tartwijk, Brekelmans, Wubbels, Fisher, and Fraser (1998) that the 
way an individual behaves towards others is greatly influenced by how others behave towards 
him or her.  
 
Finally, whether type of school governance (Chinese/ government [non-science]/ private/ 
science) would influence or mediate the possible relationships between principals' interpersonal 
behaviors and teachers' classroom interpersonal behaviors, was also verified in this study. 
Principals throughout the nation are redefining their profession and recreating their roles and 
responsibilities within it (NAESP, 2000). Regardless of location, racial, or socio-economic 
demographics, communities demand that principals lead in improving their schools’ academic 
performance (NAESP, 2000). Top performing schools, whether Chinese, government [non-
science], private, or science, are organized around student learning. Schools that support these 
expectations set priorities for what teachers teach and what students learn (NAESP, 2000). Based 
on these considerations, it was particularly hypothesized that type of school governance 
(Chinese/ government [non-science]/ private/ science) would have no mediating effect on the 
principals' interpersonal behaviors and on the teachers' classroom interpersonal behaviors. 
 
 
Coming Up with Predictive Verifiable Results 
The third requirement in Keeves’ (1997) model building process is coming up with predictive 
results that can be validated. This was operationalized in the present study by finding out 
commonalities concerning the variables of interest, as well as determining possible relationships 
among them. Commonalities were operationally defined in the study as referring to similar 
findings in the majority of the participant schools. “Majority,” in turn, was defined as 50 percent 
plus one, adopting the definition employed by Reyes (2002) in her model building research. 
Principals’ leadership and interpersonal behaviors and teachers’ classroom interpersonal 
behaviors that were observed in the majority of the participant schools were hypothesized as 
predictive of principals’ leadership and interpersonal behaviors and of teachers’ classroom 
interpersonal behaviors in top performing secondary schools. Furthermore, similarities between 
principals’ and teachers’ interpersonal behaviors, when found to exist in the majority of the 
participant schools were taken as an indicator of a possible relationship between those two 
variables. The same qualitative analysis was made as regards observed similarities between 
teachers’ observations and preferences of their principals’ leadership and interpersonal behaviors 
and as regards principals and teachers’ assessments of the leadership behaviors of the former.  
 
Providing Explanations Aside from Predictions 
Based on this requirement, the present researcher offered possible explanations of how the 
variables of interest and their relationships (if any) could partly explain the factors behind top 
performing schools. This was done by relating the findings with the relevant concepts derived 
from the related literature concerning effective schools.  
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Helping Create Other Concepts of Related Research 
Following the procedural paradigm of Keeve, a model of principals’ leadership and interpersonal 
behaviors and teachers’ interpersonal behaviors can be developed. This model, as intended in the 
present study, has three components, descriptive, relational, and predictive propositions based on 
Beauchamp’s theory-building model. According to Beauchamp (1981, cited in Reyes, 2002), a 
theory or model in its highest form “provides prediction or inference going beyond what is 
observed”. These predictions, in effect, can direct future research that may either result in 
supporting those which are proposed in the model or, in other concepts concerning the variables 
of interest. 
 

THE PROBLEM 

The study sought to develop a model of principals’ leadership and interpersonal behaviors and 
teachers’ classroom interpersonal behaviors for secondary schools, based on the results gathered 
from twelve top performing schools in the National Capital Region (NCR) of the Philippines.  

 
Specifically, the study was designed to answer problems, which have been grouped according to 
Keeve’s model-building research process: 

 
METHOD 

The study made use of the descriptive model building research. It was concerned with the 
classification, recording, analysis, and interpretation of the principals’ leadership and 
interpersonal behaviors and teachers' classroom interpersonal behaviors in selected top 
performing secondary schools in the NCR as a basis for developing a model of leadership and 
interpersonal behaviors for the target population of schools.  
 
The study covered twelve top performing secondary schools in the NCR, of which three are 
Chinese schools, three are government (non-science) schools, three are private schools, and three 
are science schools. These schools were selected based on the Department of Education's ranking 
of secondary schools relative to students' performance in National Secondary Assessment Test 
(NSAT) in 1994, 1995, 1996, and 1999. These schools consistently belonged to the top twenty 
percent of passers during that period. 
 
The study covered the population of twelve principals in the twelve selected schools. The other 
group of participants consisted of teachers who were selected through random sampling from the 
population of teachers (N=582) who have served in those schools for at least three years. The 
three-year length of service on the part of the teachers was assumed to be sufficient enough for 
the teachers to assess knowingly their principals' leadership and interpersonal behaviors. Teacher 
sample size of 224 was determined with the use of Moortgat's Table of Sample Sizes (de Jesus, 
Moortgat, Buzar, & Brawner, 1984) based on the .05 level of significance and an error margin of 
.10 standard deviation. In schools were populations of permanent teachers were very small (e.g., 
C1 and C2), the sample size went beyond what is required based on Moortgat’s table of sample 
sizes. This was done to have comprehensive information regarding teachers’ perception of their 
principals’ leadership and interpersonal behaviors.  
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INSTRUMENTS 

Five data-gathering instruments were used in the study. These were the Leader Behavior 
Analysis II-Self (LBAII-Self), the Leader Behavior Analysis II-Other (LBAII-Other), the 
Questionnaire on Principal Interaction (QPI-principal's perception), the Questionnaire on 
Principal Interaction (QPI-teacher's perception), and the Questionnaire on Teacher Interaction 
(QTI).  
 
The instruments were pilot tested to a group of fifteen school principals and five basic education 
teachers not included in the actual study to determine the clarity of the items. Results of the pilot 
testing revealed that the instruments possess clarity. 
 
Modifications were done in LBAII-Self and LBAII-Other to make the items appropriate for the 
use of the respondent principals and teachers. In both instruments, the word “employee” was 
changed to “teachers”.  
 
To analyze the teachers’ classroom interpersonal behaviors, the Questionnaire on Teacher 
Interaction (QTI) by Fisher, Fraser, and Wubbels (1993) was used with some modifications to 
improve item clarity. As an example, the item, “I hold their attention” was changed to “I hold 
students’ attention when I conduct a class discussion.” Modifications were also done to adapt the 
items to the culture of Filipino students. For example, the original item, “It is easy for students to 
pick a fight with me” was modified to "It is easy for students to make me angry". The change 
was based on the nature of teacher-student relationships in Philippine classrooms. Filipino 
students do not usually pick a fight with their teachers but, they can make their teachers angry 
through inattentiveness, misbehavior, among others. 

 

FINDINGS 

A Model of Principals’ Leadership and Interpersonal Behaviors  
and Teachers’ Classroom Interpersonal Behaviors 

 
The proposed model covers three major components. The first component is the descriptive 
propositions concerning principals’ leadership and interpersonal behaviors and teachers’ 
interpersonal behaviors in the classroom. They are in the form of propositions because they need 
to be verified or tested through replications in other geographical areas and time frames. 
According to Beauchamp (1981), a theory or model in its highest form “provides prediction or 
inference going beyond what is observed” (cited in Reyes, 2002). Hence, the two other 
components of the proposed model focused on relationships and predictions concerning the 
variables of interest based on the results of the study. 
 
Top performing secondary schools in the National Capital Region of the Philippines are likely to 
be led by principals who are inclined towards the use of the Coaching and the Supporting 
leadership styles. As such, they are likely to direct and supervise task accomplishments, solicit 
suggestions, explain decisions, and support progress which are characteristics of Coaching 
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leaders. In addition, as Supporting leaders, they facilitate and support teachers’ efforts towards 
task accomplishment and share responsibility for decision-making with them.  
 
These principals are neither Directing nor Delegating. More often than not, they are likely to 
refrain from providing specific instructions and from closely supervising task accomplishments 
which are characteristics of Directing leaders. Neither may they be expected to comfortably turn 
over full responsibility for decision-making and problem-solving to teachers, which characterize 
the practices of Delegating leaders. 
 
On the other hand, teachers of said schools prefer principals who are Supporting and who share 
with them the responsibility for decision-making. They do not wish to be supervised too closely, 
nor to be left on their own to assume full responsibility for decision-making and problem-solving 
regarding work-related tasks. In effect, principals and teachers in top performing schools prefer 
joint responsibility and shared decision-making in their work environments. 
 
Principals in top performing secondary schools may be generally low in leadership style 
effectiveness with moderate to high leadership style flexibility. Thus, these principals may vary 
their leadership styles, based on their assessments of the given situations, but their choices of 
leadership style may not be the most appropriate for the given situation. Nevertheless, because 
their primary leadership style, Supporting (aside from the Coaching style) is preferred by their 
teachers, their working relationships are likely to be positive, instead of adversarial. This is 
substantiated by another predominant characteristic of these schools, that pertaining to 
interpersonal behaviors. Principals in said schools tend to manifest “leadership” behaviors in 
relating with their teachers, which agree with the teachers’ expectations of their principals.  
 
Because principals in these schools employ the “leadership” behavior in interacting with their 
teachers, they see to it that their involvement in school activities is evident. They provide 
directions that are clear and simple. They notice what is happening, set tasks, and determine 
procedures. Leadership interpersonal behaviors among these principals do not include 
uncertainty, but rather confidence in decision-making. They lead, but their teachers do not feel 
uncomfortable. This is because they foster congenial relationship through the provision of a 
pleasant working environment while at the same time encourage their teachers to learn from 
them. These are the interpersonal behaviors that principals in top performing schools manifest in 
relating with their teachers. These are also the teachers’ preference as regards the interpersonal 
behaviors of their principals. 
 
Teachers’ classroom interpersonal interactions with their students in top performing schools are 
likely to be characterized by the “leadership” behavior. Thus, they may be expected to possess 
thorough mastery of subject matter, (which gives them confidence in teaching) and the ability to 
know everything that goes on in their classrooms. In the class, they are able to hold students’ 
attention when conducting class discussions. During seatwork/cooperative learning activities, 
they vary seating arrangements as required by the lesson. They approach the different groups of 
students to check whether they are able to follow directions or not.  
 
Because the teachers in top performing secondary schools also tend to exhibit the 
“understanding” interpersonal behavior in their classrooms, they are good listeners who are open 
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to their students’ viewpoints and opinions. They are sensitive to students’ problems, and are 
patient in guiding slow learners. While teaching, they pause and ask if students understand what 
is being discussed. They do not mind explaining the lesson again and giving additional examples 
until their students understand. Moreover, there is mutual trust between them and their students. 
Because teachers of top performing schools exhibit “leadership” and “understanding” 
interpersonal behaviors in their classrooms, they may be described as educators who are well-
organized and firm in the class, but they are trusting, patient, and empathic. 
 
In sum, top performing secondary schools are working environments characterized by Coaching 
and Supporting leadership and by “Leadership and Understanding” interpersonal behaviors. 
There is congruence between the actual and preferred leadership and interpersonal behaviors of 
the principals from the teachers’ viewpoints.  
 
The model proposed in the study was based on only twelve top performing schools in the 
National Capital Region, hence its generalizability cannot be established at this point in time. 
Nevertheless, the findings upon which the model was based, are supported by conceptual and by 
empirical literature from earlier related studies. For instance, Kremer-Hayon, Wubbels, (2000) 
and Russel (cited in Characteristics of Leaders of Change, 2000) point out that effectiveness of 
schools is related to principals' leadership and interpersonal behaviors as well as to teachers’ 
interpersonal behaviors in the classroom. Moreover, Williams (1999) revealed, based on his 
study, that the primary leadership style used by most principals in excellent schools was 
Supporting style, regardless of school type. The same study revealed that these leaders provided 
encouragement, promoted discussion, and asked for feedback from the teachers, practices which 
characterize the Supporting leadership style. These findings lend additional credence to the 
model proposed in the present study.  
 
The study of Kremer-Hayon and Wubbels (2000) revealed that excellent teachers clearly prefer 
their excellent principals to show more of the “leadership” behaviors. The same study showed 
that congruence between principals’ self-assessments and their teachers’ assessments, and 
between the actual and the ideal behaviors of the principals, are indicative of school excellence. 
Moreover, Fisher and Cresswell (1998), after comparing teachers' actual and ideal perceptions of 
their principals' interpersonal behaviors inferred that good teachers perceive an ideal principal as 
one who exhibits more of positive interpersonal behaviors rather than of negative behaviors. 
These findings provide additional explanation of the applicability of the model albeit 
conceptually. In addition, effective principals are reportedly supportive of their teaching faculty, 
which results in a positive learning environment, positive teacher behavior, (Patrick, 1995; 
Renchler, 1992; Thomas, 1997) and a positive school achievement (Bulach, 1994; Patrick, 1995; 
Peterson & Deal, 1998; Stolp, 1994). Hence, one possible explanation of the top performance of 
the participant schools of the present study in the government examinations for students is the 
Supporting leadership style of the principals.   
 
From another dimension, Wubbels’, Levy’s, and Brekelmans’ (1997) fifteen years of research 
with more than 50,000 students and teachers in the Netherlands, the United States, and Australia, 
revealed that positive teachers' interpersonal behaviors in the classroom were crucial to creating 
and maintaining top performing schools. A related study conducted in the Netherlands yielded 
similar results (Wubbels, 1993; Wubbels, Brekelmans, & Hooymayers, 1991). In the local 
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setting, a research conducted by the Department of Education (2000), affirmed that effective 
teachers create a pleasant atmosphere in the classroom. They exhibit positive interpersonal 
behaviors by listening sensitively to their students and treating them with trust. These were the 
characteristics of the participant teachers in the present study, which could be another 
explanation why their schools are among the top performing in the NCR.   
 
Moreover, the students of good schools will not engage in learning activities if their teachers do 
not monitor their work (Wubbels, 1993). The teachers in the present study manifested the 
“leadership” interpersonal behavior in the classroom. One characteristic of this behavior is 
monitoring of students’ activities.  
 
In sum, a number of studies suggest that principals’ leadership and interpersonal behaviors and 
impact on teacher behavior are related to student achievement (Hughes, cited in Martin, 2000). 
The general assertion is that if schools have a strong leadership characterized by supportive and 
conducive working environments for teachers, better student achievement will result (Hughes, 
cited in Martin, 2000). These lend support to the model proposed in the study which was aimed 
at providing an explanation for top performing secondary schools. However, notwithstanding the 
literature supportive of the model proposed in the study, the said model should be understood 
and interpreted in the light of its limitation, in terms of sample size. Lastly, it needs to be verified 
among other top performing schools in the NCR to test its generalizability. 

 

CONCLUSIONS 

Based on the findings of the study, the following conclusions were drawn:  
 

1. The principals tend to practice nondirective leadership styles, such as the Coaching 
and the Supporting styles. Moreover, they may be expected to fairly switch from one 
leadership style to another, given a particular situation or problem, but rarely may 
they be expected to employ the Directive and the Delegating styles even if this is the 
most appropriate choice for a particular situation or problem.  

 
2. The principals’ and teachers’ perceptions of the leadership style flexibility of the 

former tend to be similar (which is average to high). 
 

3. The principals’ perceptions of their primary leadership style (which in the study is the 
Supporting style) is either similar or close to what their teachers perceive their 
principals to manifest in the exercise of leadership (which are the Coaching and the 
Supporting styles as identified in the study).  

 
4. Teachers in those schools tend to prefer Supporting leaders with “leadership” 

interpersonal behavior, hence, their principals are likely to address their need for such 
leadership.  

 
5. The principals’ perceptions of their interpersonal behavior (which in the study is the 

leadership and understanding) is partially similar to what their teachers actually 
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perceive them to manifest in the exercise of interrelationship (which is leadership as 
identified in the study).  

 
6. Principals’ and teachers’ interpersonal behaviors are similar which are mostly 

“leadership” and “understanding” behaviors, hence, there is a possibility that 
principal’s relationship with teachers influence teachers’ relationship with their 
students. 

 

RECOMMENDATIONS 

Based on the findings and conclusions of the study, the following recommendations are offered: 
 

1. The principals should be able to gauge the readiness or maturity levels of their 
teachers. For instance, if the teachers have the ability to perform and are confident 
about doing the tasks by themselves, then the principal can delegate tasks. On the 
other hand, if the teachers are unable, and lack confidence in the assigned tasks, 
then the principal needs to be directive. 

 
2. The findings that the principals in the top performing schools covered by the 

study tended to prefer the Coaching and Supporting leadership styles which in 
turn were mostly preferred by teachers can guide principals in other schools in the 
practice of leadership.  

 
3. Because the participant principals are found to be low in leadership style 

effectiveness, they need to develop their personal learning goals to enhance their 
effectiveness in leadership style. 

 
4.  The top performing secondary schools covered by the study have teachers and 

principals who predominantly manifest “leadership” behavior in interrelating with 
others. It might be helpful to the counterparts from other schools to develop or 
enhance the same interpersonal behavior in themselves.  

 
5. Principals need to exercise positive interpersonal behaviors in dealing with their 

teachers and avoid relating with them in a negative manner (i.e., being uncertain, 
being dissatisfied, being objecting, and being strict). 

 
6. The study revealed that no one among the participant teachers manifested 

negative classroom interpersonal behavior, a finding that can be observed in other 
schools, might work. 

 
7. The findings of the study regarding the low leadership style effectiveness of the 

principals provided relevant empirical basis in designing a development program 
for principals and teachers. 
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8. As offshoot of the study:  
 

8.1 Future researchers may conduct replications in other Chinese, 
government (non-science), private, and science schools to verify 
whether type of school does not really influence principals’ leadership 
and interpersonal behaviors. 

 
8.2 Replications of the study in other top performing secondary schools in 

the NCR and in other regions, to assess the generalizability of the model 
proposed in the study.  

 
8.3 Similar studies for other curriculum levels such as elementary and 

tertiary to test the applicability of the model in those levels.  
 

8.4 Studies aimed at identifying factors that can possibly explain principals’ 
choice of leadership styles as well as principals’ and teachers’ 
interpersonal behaviors. 

 
8.5 Studies to determine students’ preferences of teachers’ classroom 

interpersonal behaviors 
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Abstract 

There has been a persistent shortage of special education teachers nationally. In the state 

of Iowa, special education has been declared a teacher shortage area for the last five 

years. The purpose of this study was to investigate the factors that influence the career 

decisions of Iowa’s special education professionals. Even though retention factors have 

been identified in previous research, there is a paucity of research on whether retention 

factors that are important to teachers actually exist in schools. In the spring of 2006, 

surveys were sent to 509 current and former special education teachers. The objectives of 

this study were to 1) Identify the factors that special education teachers identify as 

important retention factors 2) Identify the factors that special education teachers 

experience in schools 3) Determine if current and former special education teachers differ 

significantly in their ratings of retention factors 4) Identify the factors that motivate the 

special education teachers to pursue this field. An instrument based on a partial 

replication of a previous study as well as the literature review was employed. Descriptive 

and inferential statistics such as t tests, correlation, and regression analysis will be used to 

analyze the data once the surveys are returned.  
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6. 
Abstract: 
Organic chemistry is one of the most rigorous courses taught in college science.  The 
course is taken by several majors including chemists, biologists, biochemists, 
microbiologists as well as premedical and pre-dental students.  Failure to pass organic 
chemistry is a significant roadblock to student success as this course is a prerequisite for 
many other courses in the major.  Using the active learning and cooperative learning 
techniques of Dr. Don Paulson (J. Chem. Educ. 1999:76:1136), we studied the impact of 
these strategies on student learning and attitudes toward chemistry at a large urban 
university.  Our study included over 200 college students in 3 separate sections of 
organic chemistry taught by 3 different instructors.  One section used active learning and 
cooperative learning techniques extensively in lecture and recitation sections while the 2 
other sections used these techniques to a lesser extent in the recitation sections.  These 
techniques involved students actively working out organic problems in class on white 
boards in small groups among other activities.  Exit exams showed content knowledge 
gains in all sections, but the active learning/cooperative learning group had the highest 
final content scores.  This group also showed significant positive gains in student 
attitudes towards chemistry.  We videotaped the actual teaching strategies employed for 
dissemination to future teachers through the internet through Merlot (www.merlot.org).  
These observational tapes not only allow teachers to see the strategies as they are 
employed, they allow us to see and hear student thinking and decision making while the 
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students are engaged in problem solving.  We plan on continuing these pedagogical 
strategies and studying their benefits on student success in the future. 
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Tracking Candidate Success:  Building an Assessment System From the Ground Up! 
 
Background:  With the national call for accountability and outcomes based standards, colleges, 
divisions, or departments of education in higher education institutions seek ways to address the 
requirements of accrediting agencies and provide evidence of candidates’ competencies.  Queens 
College of the City University of New York, with 97 registered programs leading to certification 
for teachers and other school professionals sought to develop a data management system with the 
flexibility to address its large number of programs and the utility to aggregate and disaggregate 
data set across and within programs for the Education Unit. 
 
Following a thorough investigation of pre-designed or pre-packaged data management systems, 
it was evident that measuring, collecting, and managing the data for the Education Unit of 
Queens College was too comprehensive to ‘fit’ existing designs.  It was further determined that a 
sustaining data management system would be one that pulled from existing institutional records 
with the capacity to address the complexity of 97 registered programs for certification.  Thus, a 
tailored electronic data management system was developed to facilitate the Queens College 
Education Unit in its ability to identify and track program candidates for the purpose of data 
collection, analysis and synthesis of candidate information including evaluation of candidates’ 
knowledge, skills, and dispositions.  The application is designed to enhance reporting capabilities 
at the candidate, program, and unit level to be used as an information component for data rich 
decisions regarding program enhancements. 
 
Electronic System:  The database, Quality Candidates Technology Enhancing Academic 
Management System (QC:TEAMS) was designed by the Queens College Office of Converging 
Technologies in collaboration with the Division of Education.  The system is linked to the QC 
internal data systems so that Education Unit candidates are extracted and captured by each 
program (i.e., each of the 97 programs).  The system provides the ability to collect data and 
report for an individual candidate as well as reporting the aggregation of candidate data at the 
program, department, and unit level for all assessment measures.  Assessment measures are both 
standard, as in GPAs and Content Specialty Tests, and unit designed to address the Conceptual 
Framework.  Thus, the system provides real-time data to enhance advising, candidate 
understanding, program achievement, and unit reporting for overall enhancement. 
 
Relevance:  The process of creating and building such a data system is replicable.  Following a 
demonstration of the electronic data system, the session will address the collaboration between 
the parties that exist to prepare future teachers and the office that develops computer software 
and supports campus operating systems.  Individuals at institutions with the need to develop 
comprehensive reports for overall improvement utilizing multiple measures with the capacity to 
aggregate and disaggregate large data sets will have an opportunity to view one system in action. 
 
Learner/participant outcomes:   While each institution will have its unique needs and features, 
participants will emerge from this presentation with an understanding of what it takes to tackle 
building an electronic data assessment system from within.  The session will include how to 
overcome barriers such as language, instrument design with transition from a paper format to an 
electronic format, and understanding time-sensitive system parameters.   
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Methods:  The session is designed to demonstrate a comprehensive data management system, 
address how to develop such a system, and engage the audience in a dialogue of possibilities for 
their own institutions. 
 
Note:  The authors acknowledge and express thanks to Hunter College/CUNY and the personnel 
in the Office of Information Technology for developing and sharing a component utilized in 
QC:TEAMS.  Specifically, the early field experience through student teaching/internship 
experience component that provides the opportunity to track candidates, log information, and 
collect assessment data. 
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Sisters in Science Equity Reform Project 
 
 

Statement of the issue:  Female students’ academic achievement in and perceptions and attitudes of 

mathematics and science are subjects that have received considerable attention from the educational 

research community for more than two decades (Tolley, 2003).  Government entities, colleges and 

universities, and K-12 systems have worked on many fronts to address the disparities between male and 

female students in science and mathematics achievement, known as the gender gap.  Systematic efforts 

have also been made to reverse the negative attitudes girls have about science technology, engineering, 

and mathematics (STEM), which is one reported source of the gender gap. 

 

Subsequently, STEM-based educational programs have been implemented to adjust the often skewed 

perceptions girls possess about mathematicians, scientists, and careers in similar fields.  Myriad science 

and mathematics programs have been designed to meet the special needs of girls.  Even more 

pronounced are the instructional materials, teachers’ guides, checklists, and computer-based resources 

that have been created to change the face of instruction to close the achievement gap (AAUW, 2004).   

 

One of the many efforts to remedy the gender inequity is the Sisters in Science Equity Reform Project 

(SISERP).   Funded by the National Science Foundation for over twelve years, the project focuses on the 

diversity inherent in learning through various tools by which scientific and mathematical principles can 

be explored, analyzed, and communicated.  SISERP houses six innovative science programs designed to 

foster gender equity and inclusion in science, technology, engineering, and mathematics (STEM) 

education:  Sisters in Science (SIS), All Sisters in Science (ASIS), Sisters in Sports Science (SISS), 

Sisters in Science in the Community (SISCOM), Information – Sisters in Science Career Opportunities 

Matter (iSIS.com), and Sisters in Science Dissemination and Outreach Program (SISDO).  The primary 
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goal of the SISERP programs is to provide urban school aged girls with access to meaningful STEM 

instruction in an environment unencumbered by the restrictions of stereotypical practices regarding 

gender. 

 

Literature review: Presently, the U.S. Department of Education is launching a series of exams in 

reading and mathematics to improve student achievement and increase the status of American students 

in an ever-increasing global marketplace (U.S. Department of Education, 2004). Furthermore, 

policymakers, scientists, and mathematicians have focused on change to develop the scientific and 

mathematical knowledge that will produce a healthy economy and maintain a meaningful democracy. 

No less significantly, President George W. Bush’s No Child Left Behind Act has been designed to 

increase student achievement. In an effort to realize this goal, the federal government has committed to 

closing the achievement gap by improving teacher quality and implementing effective educational 

programs. Most recently, funds have been made available for the professional development of pre-

service teachers (U.S. Department of Education, 2004).  

 

While legal barriers to achieving gender equity in American society have been removed, many barriers 

still stymie females. Shirley Malcolm of the American Association for the Advancement of Science 

(AAAS) was on target in her keynote address to the American Association of University Women 

(AAUW) on Girls Succeeding in Science, Math, and Technology: Who Works and What Works:  

 

“The effort to equalize educational opportunities for girls is far from complete… Unlike some other nations, female students 

in the United States are legally guaranteed access to math and science courses. While our legal barriers to this education have 

been removed, there are often still barriers we face; these are “barriers of the mind.” (Malcolm, 1997).” 
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What are these “barriers of the mind” that prevent females from pursuing academic and professional 

careers in science, mathematics, technology, and engineering? They include the organizational structure 

of scientific and mathematics instruction, as well as females’ perceptions of science and mathematics 

courses. Other barriers stem from societal influences such as parents’ and teachers’ lack of 

encouragement, authority figures’ attitudes toward science, and the lack of support for females in 

science-based careers (Northrup, 2003). Researchers believe that fostering a safe and nurturing 

environment, promoting problem-solving skills, creating collaborative experiences, educating teachers, 

offering hands-on learning tools, and allowing open discussion of gender stereotypes are essential for 

encouraging female students’ success in technological fields. 

 

The first hurdle that girls face is being born female. Research studies have documented the wide gender 

gap in achievement scores between males and females in the areas of science and mathematics (NSF, 

2000). The authors of this research assert that when girls are allowed to work in a manner intrinsic to 

their collective learning style, appropriate science and mathematics learning takes place. Such concerns 

have laid the groundwork for the SISERP intervention programs, which specifically target females in 

order to increase their success in science and mathematics by providing access to gender-related teacher 

professional development, classroom materials, and curricula to maximize a gender-equitable approach 

to science education. 

 

In addition to gender, race, and quality of education, another challenge female students must overcome 

is the effect of classroom teachers’ perceptions of gender. Throughout world history, gender bias has 

been a problem that many women have strived to surmount. While women work hard to conquer gender 

bias in all aspects of daily life, female students continue to struggle against considerable gender 
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inequities within the educational system (Jones, et.al., 2000). Stereotypical practices concerning females 

and males are second nature to many members of our society. The notion that “girls do this” and “boys 

do that” is deeply entrenched in the American educational culture.  

 

Contribution: Over the past 12 years, the Sisters in Science Equity Reform Project (SISERP) has 

focused on two major obstacles preventing equity in science education.  As evidenced by 12 years of 

research in the area of equity in science education, the gender gap and gender bias in the classroom tend 

to inhibit females from exploring careers, both academic and professional, in the sciences.  SISERP was 

established in the interest of providing equitable avenues for all students to pursue academic success in 

STEM disciplines.  Incorporated into the six components of SISERP are comprehensive science 

curricula based on national standards, through gender equity focused professional development for pre-

service and in-service teachers, family education programs, informal and formal science explorations, 

and educational components such as Saturday academies, summer camps, and after-school programs.  

The SISERP components are intended to reach underserved females in numerous capacities contributing 

to the development of knowledge and expanding the diversity in science. 

 

Relevance: The presentation relates to using qualitative or quantitative evidence to inform policy or 

practice and successful (exemplary) practices.  The presentation focuses on programs that have been 

funded by the National Science Foundation for the past 12 years focused on using theory to develop 

practice based programs to inform policy. 

 

Implication for Action:  The research on the achievement gap between the genders is mixed.  The 

nation’s academic profile is defined by the results of the National Assessment of Educational Progress.  
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The Nation’s Report Card (Braswell et al., 2001) stated that for mathematics, male students had higher 

scores than female students in Grades 8 and 12.  However, the difference between male and female 

students in Grade 4 was not statistically significant.  In addition, female students gained ground with 

respect to achievement between 1990 and 2000.  The report also addressed perceptions and attitudes 

about mathematics.  The report found that students who agreed that they liked math and that math was 

useful for solving problems scored higher at all tested grade levels. 

 

In the area of science, achievement gaps were apparent and widening in Grades 4 and 8, whereas no 

significant difference was found in Grade 12.  More encouraging was the finding that constructivist-

oriented instruction implemented regularly, particularly in the fourth and eighth grades, produced higher 

average scores (National Center for Education Statistics, 2002). 

 

Studies based on other standardized tests (e.g., the SAT-9) came to different conclusions about gender 

and achievement.  Female students had higher math scores until Grade 9.  Male students had higher 

science scores across most grade levels (Sanchez, et.al., 2000). Although there is evidence that the 

achievement gap has seemingly been addressed, it is also important to note that it has happened at the 

hands of the nationwide gender equity reform movement.  Today, the standards for science (NSES) and 

mathematics education (NCTM) address not only student learning but content-area pedagogy, 

assessment, teacher training, and community development.  Also of note is the fact that federal, state, 

and local initiatives continue to be designed and implemented to move not only female students but all 

Americans forward in mathematics and science.  The authors of the SISERP feel that the project stands 

as one of many gender equity reform initiatives that have had an impact on science and mathematics 

learning. 
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Learner/participant outcomes:  The session will focus on proven ways to foster gender equity in the 

science classroom.  Participants will be informed of ongoing research and encourage to add to the 

evolving knowledge base in regards to what we know works in the area of creating equity in the science 

classroom.  

 

Methods: The session will be designed to present the results of 12 years of research and to engage in 

dialogue with the participants concerning issues that have emerged over those years. 
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ABSTRACT 

     This article reports a descriptive study conducted in the northwestern part of the 

United States to see what types of accommodations and modifications general education 

teachers utilize to provide appropriate academic and social programs for students with 

emotional and behavioral disorders (E/BD) in inclusive settings. The survey was 

conducted through Catalyst Web-Q, an on-line data collection tool. Seventy-six percent 

of the respondents utilized a limited set of academic accommodations in inclusive 

settings. Overall, the most used strategies involved adjustments of the level and amount 

of work or lowering of expectations. Social accommodations were much improved in 

comparison to our earlier study. Evidence-based classroom management strategies were 

used by a majority of the teachers. Implications for current practice and further research 

are discussed. 

2007 HICE Proceedings 
Page 3978



Accommodations and Modifications in Inclusive Settings for Students with E/BD: 

What ones are teachers using?  

One of the goals of the Individuals with Disabilities Education Improvement Act 

of 2004 (IDEIA) is to increase access, participation, and progress to the general education 

curricula. To ensure that a student with a disability can effectively demonstrate 

competencies in an applicable area of the general education curriculum, it is important for 

the IEP team to consider the types of accommodations and modifications a student needs 

to assist him or her in demonstrating progress in that area. Although little is actually 

known about the effects of accommodation on student performance, it is often cited as a 

requirement for successful integration into general education environments (Malouf, 

2005).  

  Within the categories of disabilities, students with emotional and behavioral 

disabilities, as a group, have shown the least progress in inclusive environments (U.S. 

Dept. of Ed., 2002; Wagner, et al., 2006; Wagner, Kutash, Duchnowski, Epstein, & Sumi, 

2005). Researchers have suggested that there is a relationship between the academic 

difficulties of students with EBD and these students' inappropriate classroom behaviors 

(Sutherland & Wehby, 2001; Steinberg & Knitzer, 1992). Although some students with 

E/BD work at grade level and a very few are academically advanced, most function a 

year or more below grade level in most academic areas (Kauffman, 2005).   

In Sach’s & Cheney’s (2000) survey on inclusion to the members of the Council 

for Children with Behavioral Disorders (CCBD), 47% of the respondents indicated that 

general educators’ ability to provide academic programs, with or without support from a 

special education consultant, was unsatisfactory or in need of improvement. Additionally, 
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57% of the respondents indicated that general educators’ ability to provide behavior 

management programs, even with support from a special education consultant, was 

unsatisfactory or in need of improvement. The authors conclude that one of the factors 

for successful inclusion of E/BD students will be to identify useful curricular 

modifications and behavior management approaches that can be used effectively and 

efficiently in general education settings. 

In Meadows, Neel, Scott, & Parker’s (1994), the authors examined the academic 

performance and social competence of mainstreamed and non-mainstreamed students 

with emotional behavior disorders (EBD) and the accommodations made in general 

education classroom environments for mainstreamed students with EBD a decade ago. 

They showed that general education teachers participating in the study made minimal 

modifications for their EBD students and relied on traditional management methods and 

classroom rules to reduce inappropriate behaviors, seldom teaching new behaviors. In 

fact, the placement in general education settings represented a major reduction, if not 

complete cessation, of differential programming for these students. 

A lot has happened in the development, implementation, and regulation of 

programs for children with EBD. The purpose of this study is to determine what changes 

have been made in the types of accommodations and modifications currently utilized for 

students with emotional and behavioral disorders in general education classroom settings. 

Specifically, the study was designed to answer the following questions: 1.) What types of 

accommodations or modifications do general education teachers use to increase academic 

performance, 2.) What specific academic accommodations do they use, 3.) What types of 
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accommodations or modifications are used to help increase social competence, and 4.) 

What specific social accommodations do they use? 

METHODS 

Participants 

General education teachers in a northwestern state, who served one or more 

students with emotional and behavioral disabilities (EBD), completed on-line surveys 

anonymously. A total of 30 participants completed the survey. Of those thirty, seven 

failed to answer a significant part of the questions and/or did not provide the necessary 

demographic information, leaving twenty-seven subjects with usable data.  

Procedures 

A survey was created using Catalyst Tool, Web Q (Copyright 2002, University of 

Washington). Initially, the survey questions were given to a group of graduate students in 

special education to test readability, clarity, and length of time for completion. After 

making the modifications suggested by the pilot results, the survey was converted to an 

online final survey and was uploaded to the research website. The home page explained 

the purpose of the survey and provided directions on completing the survey. Letters and 

emails were also distributed to various districts in the area informing individuals of the 

survey and requesting their participation. 

The survey was composed of two categories of questions: those practices that are 

intended to promote or increase academic performance, and those that were designed to 

increase social competence. The survey consisted of 112 questions, 16 were related to 

demographics and 96 related to accommodation usage. The Web Q Tool collected the 
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information anonymously and tabulated the responses, converting them into response 

percentages. A complete survey and the results are available from the authors. 

RESULTS 

Demographics 

Twenty-three (23) surveys were included in the analysis. The demographics of the 

teachers who participated, descriptions of their classrooms, and the students they served 

are shown in Table 1, 2, and 3 respectively. The majority of surveys completed were 

from urban and suburban areas. Experience levels of the teachers showed a wide range 

from 1 to 32 years (M=11.6) and evenly distributed across all years of experience. 

Approximately 80% of the teachers were female and 20% were male.  

The mean size of the general education classrooms was 26 students with an 

average of 5 special education students. About one-third of the classes also had one or 

more instructional assistants, and resources rooms and self-contained classrooms were 

the most frequent support locations employed when needed.   

Of the students with EBD who were included in the sampled classrooms, eighty-

eight (88) percent were male and 12% were female, and they ranged in ages from 6 years 

up to 14 years (M=8.57) with 75% enrolled in elementary school. Over half had been in 

special education for three years or less, and they spent nearly 75% of their instructional 

time in general education programs. 

Academic Accommodations 

The academic modifications teachers report using is shown in Table 4. The most 

frequent accommodations were to adapt tests and allow extra time to complete classroom 

tasks or tests. Adaptations in expectations of what types and how much work should be 
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completed, along with changes in instruction were used by nearly have of the teachers 

who responded. Table 5 shows the specific accommodations cited, arranged in order of 

frequency of use.  

Social Accommodations 

 Table 6 shows the accommodations teachers make to address social problems in 

their classroom. Seating arrangements and increased assistance are the two most 

frequently implemented teacher strategies. The specific strategies used by the teachers in 

the classroom are shown in Table 7. Frequent feedback, positive reinforcement, and 

modeling of appropriate behavior were reported most frequently.   

Discussion 
 
 The results of this study parallel the major findings of the Special Education 

Elementary Longitudinal Study (SEELS) summarized by Wagner and her colleagues  

(Wagner, et al., 2006). This study provided additional information about the 

accommodations provided to support social development of children with EBD.  

Previously behavior management strategies dominated the discussion of 

accommodations. As the field continues to mature, it is increasingly important to focus 

on specific programs targeted toward prevention, and reduction or treatment of mental 

health problems (Rones & Hoagwood, 2000). A majority of the social supports are 

mechanical and include closer supervision and less contact with general education peers 

in a variety of classroom settings. Less than half of the teachers surveyed taught any form 

of formal social skills as part of their curriculum.   

The addition of specific strategies used to support academic and social instruction 

reported in this study illustrates issues that need further attention. One finding that is 
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particularly troublesome is that of the 12 academic accommodations used, ten involve 

adjustment of the level and amount of work or lowering of expectations. Only half of the 

teachers cited different types of instruction and fewer than 25 percent provided different 

instruction and materials to meet individual goals. The mandate of No Child Left Behind 

(NCLB) is for children with EBD to access general education curriculum, but the 

findings of this study that suggest that although access is present, the level of 

expectations are not high enough to guarantee success into adulthood (Zigmond, 2006). 

 The breadth of academic modifications used by the teachers in this study presents 

a problem for practitioners and policy makers alike. The strategies tried ranged from 

“special class placement” to “preferential seating,” and a majority involved changing 

tests, input/output modalities, or general expectations. The most frequently cited 

accommodations have limited or no empirical support, whereas strategies with an 

evidence base, such as peer tutoring, were used by less than one-third of the teachers.  

Support for which techniques cited, if any, is valid is sorely needed. Not only do we need 

to garner evidence of effectiveness, but also evidence that helps determine what should 

be used to address which problems and in which situations.  

 The changes in social accommodations from our earlier study are encouraging.  

Evidence-based classroom management strategies are used by a majority of the teachers 

in our study. Additionally, over 80 percent of them taught one form of social skills 

directly as part of their instruction.  Many more positive interventions were employed 

than we found ten years ago. Modeling, feedback, reinforcement, movement, increased 

assistance, groupings, and a Premack type of class scheduling were now being used 

frequently. These proactive approaches are a positive sign. This growth may be in part 
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due to the increase function on whole-school approaches to behavior, although none of 

the schools sampled were a designated PBS school. In any case, the increase of teaching 

in place of managing and controlling behaviors should continue to increase the likelihood 

of children with EBD successfully accessing general education classes. 

 Further studies need to look at the efficacy of the various accommodations 

recommended by experts and practitioners to determine what should be used in various 

circumstances. Additionally, the strategies adopted by the teachers in this survey were 

those that could be readily used without major changes in the current classroom 

structures or routines. Research also needs to focus on the factors that support adoption of 

efficacious strategies. It may be that the current structures of general education 

classrooms make it impractical to adopt certain strategies, regardless of their efficacy.  

Special education has always promoted changes in general education practices, but it may 

be that our focus on what to do differently will need to be expanded to include how to do 

it as well. 

Limitations 

 The number of teachers responding to the survey is small, and therefore the 

results of this study should be interpreted with caution until further replications have been 

conducted. It is possible that the responders constituted a biased sub-set of the general 

education population, and it is impossible to assess that bias given the data collected.  

The use of computer-based survey techniques could also affect the data set in that only 

those teachers who had access and were familiar with computers were likely to respond.  

This may exclude teachers from less affluent or isolated districts, who may be providing 

more or different types of accommodations. Nevertheless, the similarity of results to the 
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SEELS data in the academic domain does lend support for the findings of this smaller 

study, and supports the need for further research especially in the social development 

domain.
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Table 1  

Teacher Descriptions  

 n  n 

Gender  Grades taught  

Male 2 K-2nd 4 

Female 21 3rd-5th 6 

Years taughta 6th-8th 11 

<5 years 8 Other 2 

6-20 years 10  

>21 years 5  

aMean is 11.6 years and the range is 1-32 years. 
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Table 2 

Classroom Descriptions 

  Mean Range 

Class size  26 20-31 

# Spec ed students  5 1-11 

Instructional asst.  No.  

Yes  8  

No  15  

Settings used a    

Resource room  11  

Self-contained  8  

Other  4  

None  4  

aMore than 23.  Some reported more than one setting. 
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Table 3 

EBD Student Descriptions 

 n Mean Range 

Gender    

Male 20   

Female 3   

Age    

6-8 4   

9-11 8   

12-14 10   

# of years in special education    

1-3 years 13   

4 or more 4   

Unknown 6   

Current placement (hours)    

General  4.7 2-7 

Special  1.4 0-4 
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Table 4 

Statements of Academic Accommodations and Modifications 

 Statement n %a 

 I adapt tests formally and informally as determined by the IEP. 21 67 

 I adapt the amount of time given for learning, task completion, or testing. 23 65 

 I adapt how the student can respond to instruction. 23 57 

 I adapt the number of items the learner is expected to learn or complete 23 52 

 I adapt the way the instruction is delivered to the learner. 23 52 

 I adapt the level and type of participation expected in class. 23 48 

 I adapt the amount of homework given. 21 48 

 I change the expectation to which the learner is actively involved. 23 48 

 I change the goals and objectives while using the same materials. 23 43 

 I change the grading criteria for daily assignments, homework, and tests. 23 43 

 I change the level of difficulty instructional content. 23 30 

 I provide different instruction and materials to meet the student’s individual 

goals. 

23 26 

aPercentage of positive responses to “almost always” or “often.” 
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Table 5 

Types of Academic Accommodations and Modifications Teachers Provide  

 Type n %a 

 Preferential seating 23 91 

 Short instructions 23 87 

 Extra time for assignments 23 83 

 Opportunity to respond orally 23 83 

 Opportunity to repeat instructions 23 83 

 Extra time for oral response 23 83 

 One-to-one instruction 23 74 

 Study aid/manipulatives 23 70 

 Visual aids (pictures, flash cards, etc.) 23 70 

 Multi-sensory information 23 70 

 Exemption from reading aloud in front of peers 23 70 

 Break assignments down into smaller units 23 65 

 Reduced assignments 23 65 

 Modified grading 22 64 

 Assignments sheets or notebook        23 57 

 Assignments completed on a word processor with spell check 23 52 

 Open book exams 21 52 

 Test given individually 23 52 
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 Type n %a 

 A preview of test questions 21 52 

 An adjustment of the reading level of materials 23 52 

 Study sheets, previews, summaries 22 50 

 Exams of reduced length/short answer 22 50 

 Special room or program placement 22 50 

 Altered format of materials 23 48 

 Small group (under 12) instruction 23 39 

 Oral exams 22 32 

 The use of a calculator for corrections 23 30 

 Auditory aids (cues, tapes, etc.) 23 30 

 Peer to read material  23 30 

 Highlighted materials for emphasis 22 23 

 The use of a calculator for all math work in and out of class 22 23 

 Special projects in lieu of assignments 22 18 

 After school tutoring 22 14 

 Tape recording of required skills 23 9 

 Study carrel 23 4 

 Taped assignments 23 0 

aPercentage of “yes” responses. 
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Table 6 

Statements of Frequency of Teachers’ Social Accommodations and Modifications (n=23) 

 Statement n %a 

 I adapt the seating arrangements to facilitate learning. 23 96 

 I increase the amount of personal assistance given to the learner. 23 78 

 Opportunities are given for physical movement during ongoing instruction. 23 61 

 I change the number of students in grouping during instruction. 23 61 

 I provide social skills/problem solving instruction to teach appropriate 

behaviors. 

23 52 

 I use separate seating arrangements. 23 43 

 I adapt how rules and expectations are contracted with the student. 23 39 

 I allow for early dismissal from class. 23 13 

aPercentage of positive responses to “almost always”, and “often”. 
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Table 7 

Types of Social Accommodations and Modifications Teachers Provide 

Question # Type n %a 

97 Frequent feedback 23 96 

108 Use of positive reinforcement 23 96 

104 Modeling 22 95 

107 Ignoring of minor infractions 23 87 

98 Immediate feedback 23 78 

105 Body positioning 23 78 

81 Increase/decrease opportunity for physical movement 23 74 

103 Behavior contracts 23 61 

109 Individual or group counseling 22 55 

77 Reduction in visual or auditory stimuli 23 52 

106 Special and customized reinforcements 23 52 

110 Medication administration 22 18 

101 Change in class discipline procedures 23 13 

82 Early dismissal from school 22 9 

102 Change in school discipline procedures 23 4 

111 Toileting 21 0 

aPercentage of “yes”  responses. 
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READ 180      2

Abstract 
 

The purpose of my research was to find out whether or not the computerized reading program, 

READ 180 improved reading comprehension skills in middle school students. In order to 

examine this topic and conduct my research, I visited three middle schools in Mobile County and 

observed students during their reading sessions, conducted teacher interviews, and examined 

student growth reports. In addition to conducting field research, I also consulted several journal 

articles and books related to reading comprehension, the effects of computerized reading 

programs, and more specifically, the READ 180 program itself. After analyzing both the 

qualitative and quantitative data, I found that the results of this study are that the computerized 

reading program, READ 180 can and has been beneficial to students in improving reading 

comprehension and reading achievement skills. 
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READ 180      3

Can the Computerized Reading Program READ 180 Improve 
 

the Reading Comprehension Skills of Middle School Students? 
 

There are approximately eight million young people between the fourth and twelfth grade 

that struggle to read at grade level (Kos, 1991). It is the responsibility of the teachers to help 

correct these issues among their students. Improving reading comprehension is a difficult task, 

but one that is of much importance for student success. In the past, there have been many 

different strategies for improving reading comprehension, but the one that I have been most 

interested in is the computerized reading program, READ 180, which is I why I chose this topic 

for my research. READ 180 is a comprehensive reading intervention program that has been 

developed for students in grades 4-12 that read at least one to two years below their grade level. 

Because I feel that reading comprehension is a very important issue and one that affects teachers 

and students in schools all over the world, I decided it deserved some attention and went from 

school to school asking teachers that facilitate this program to share their knowledge with me 

and let me be a part of the READ 180 experience. After going through school information online 

and making phone calls to local middle schools, I was able to find several middle schools that 

were participating in this program. Three of these schools were willing to let me conduct my 

research at their READ 180 site. 

One of the schools visited was in their first year of using the program, and although the 

data they were collecting was still incomplete, it was interesting and informative to talk with the 

facilitator, look at the students’ scores, and see how this program was being implemented during 

its first year of use in the program; this particular school was already experiencing success with 

this program. The other two schools visited had at least one full year of student test scores and 

provided the most useful data. From these two schools, a student sample of 96 was established, 
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READ 180      4

and the beginning and ending test results for the 2004-2005 school year were collected. The 

sample consisted of 96 seventh grade students that were chosen to participate in the READ 180 

reading intervention program based on their SAT 10 score. Students with scores lower than 4 

were considered for the program. 

 

Area of Focus 

 
The purpose of this study was to determine whether READ 180, a computerized reading 

program, could help improve middle school students’ reading comprehension skills. To establish 

whether READ 180 is a successful reading intervention program, several existing variables had 

to be considered. Student reading comprehension and reading achievement levels were the 

dependent variables involved with this study. The independent variable was the implementation 

of the READ 180 program and the mitigating variables were students’ attitudes, attendance, and 

participation in the program. These factors all contributed to the success of the program, as well 

as the outcome and results of the data derived from this study. 

Research Questions 
 

The following research questions were answered during this study: 

1.) Have students increased their reading levels in the READ 180 

program?(Quantitative) 

2.) According to READ 180 facilitators, how has the program been beneficial to 

students? (Qualitative) 

3.) According to READ 180 facilitators, what are some of the strengths and    

weaknesses of the program? (Qualitative) 
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Literature Review 

READ 180 is a research-based, intensive intervention program, which uses adaptive and 

instructional software and direct teacher instruction to improve reading skills for students reading 

below grade level. The program has been researched for more than a decade and is now in use in 

more than 6,500 classrooms nationwide. It has been proven to be effective for six years and 

continues to help students reach their reading achievement level potentials. The success of the 

program has been linked to its six components: scientific research base, proven results, 

comprehension instruction, purposeful assessment, data-driven instruction, and professional 

development. The scientific research base for the program began in 1985 and research has 

continued through the 1990’s, when the program was first implemented in Florida’s Orange 

County public school system. It was in this school system that the program provided proven 

results, and then led to a new portion of the program that included a training system for the 

program facilitators. Through this constant research and creation of new training techniques for 

the teachers involved, this program has continued to improve and provide steady reading 

achievement level gains for student participants. 

One of the themes present in most of the literature consulted was student accountability. 

In order to help students improve their reading comprehension skills, we must make them 

accountable for their own success (Dunn, 2000). To help students become aware of their own 

performance, they need constant feedback. READ 180 enables students and teachers to track and 

analyze student performance and progress. Students are given immediate feedback on their 

performance during the computer portion of their 90-minute session, and summary reports are 

available for students at the end of each week. The computer software portion of the program 

makes differentiating instruction easy by constantly adjusting levels to fit the individual needs of 

each student. Blending teacher instruction, paperback books, audio books, and computer 
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instruction, READ 180 assesses student skills while creating exercises that reinforce those skills 

(Minkel, 2003). The variety of instructional tools this program provides is another factor that 

contributes to its success. 

Studies have shown that in order to make sense of texts, students must have some degree 

of prior knowledge. Prereading strategies, such as building background, are important in helping 

students who know little or nothing about a topic (Irvin, 1998). According to (Bishop, 2001), 

good products for English-language learners provide help for students in their native language, 

immediate corrective feedback, and rewards. READ 180 offers audio books to help model fluent 

reading. Through this portion of the program, students are coached in the areas of rereading, 

using context clues, and self-monitoring strategies. This internal questioning, which is automatic 

for good readers, must be modeled for struggling readers to help them internalize the strategies 

and habits of proficient readers (Moats, 2001). The use of structured engagement routines has 

been shown to increase the attention and on-task behavior of struggling readers and promotes 

active and accountable participation (Feldman, 2002). Students feel comfortable when they get 

into a routine and know what they can expect from a program and what is expected of them. 

Reading is sometimes an intimidating subject for students and the timed sessions, paired with 

high-interest, low-level books appeal to struggling readers and get them interested in the 

program. The program entices reluctant readers with selections about topics that would interest 

students, such as sports. 

Another theme present in the literature was the need to encourage students to read for 

pleasure. With READ 180, students are given their choice of popular paperback fiction and 

nonfiction, which will help promote this goal of students reading for pleasure (McCaffrey & 

Minkel, 2003). Students will remember better what they read if they are interested in the topic 

and are enjoying the reading process, but it is not enough for students to simply enjoy the ride 
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while reading. Students must also remember the trip (Dunn, 2000). By the time students begin 

middle school they are expected to be proficient readers, but as we know this is not the case for 

so many students. Students that are not reading on grade level often develop negative attitudes 

toward reading and may even become disruptive students with behavior problems. The lack of 

reading skills can be the cause of behavior problems in low achieving students. Many of these 

students have fallen into a cycle of failure and shame. For these students, the inability to read and 

write proficiently results in behavior problems (Kos, 1991). 

In order to complete the literature review, the EBSCO Host database was consulted to 

find literature about this subject and Academic Search Premier, ERIC, Middle Search Plus, and 

Professional Development Collection were the databases utilized in the search. The key words 

READ 180 and reading comprehension were used to help aide the search engine. There were 

4,620 full-text, peer-reviewed journal articles retrieved, and of these articles, eight were used as 

part of the research. Of the articles and books consulted, all were written in favor of the program 

except one. In this particular opposing article, potential problems with this program were 

addressed such as the accuracy of testing, selection of book titles, and program costs. Incentive 

programs can spark student interest and create competition, but they also leave room for 

academic dishonesty. When students are pressured to earn maximum points, they can easily 

share answers with other members in the class (Howard, 2001). Students can also become used 

to the format of the tests and will not really comprehend what they read, but instead, look in the 

books to find test answers (Howard, 2001).  

To avoid these potential problems, suggestions were offered. Teachers must provide 

effective management to ensure that students are on task, but the students are ultimately in 

control of the levels they achieve because in READ 180 they are held accountable for their 

reading success. Students must apply themselves and teachers are there to help facilitate the 
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program. The effect reading management programs can have on middle school Language Arts 

instruction varies by teacher, but can be quite dramatic (Grenawalt, 2004). 

 

Method  

Data Collection 

The research took place at two local, Title I. middle schools, with similar demographics, 

in the READ 180 classrooms with the program facilitator present. The 96 participants were 

placed in the READ 180 class based on their SAT scores. These students had scores of less than 

4 on the SAT 10. The students in each of the READ 180 classes were divided into three groups 

and spent 20 minutes in each of the three stations during the ninety-minute class period.  The 

observations took place over a seven-week time period. Each school was visited approximately 

six times. Teacher interviews, classroom observations, student growth reports and student 

summary reports were the sources of data collected in the field.  

Analysis and Interpretation 

 Pretest and posttest scores were compared in order to see any changes that occurred in the 

students’ reading levels. Using the summary reports and growth reports for each class, data was 

entered into Datadesk and percentages were put into table format. Of the data collected, the vast 

majority of students had increased their reading levels on standardized tests, such as the Criterion 

Reference Test (CRT), and nearly all of the students had improved their Lexile score on the 

Scholastic Reading Inventory (SRI) and the grade-level reading equivalent scores. 
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Results 

 

The following table illustrates the students’ average growth in grade equivalency as 

measured in Lexiles. The first assessment was completed August 2004 and the final assessment 

for that school year was completed in April 2005. 

Table 1.    Growth in Grade Equivalency 

4.0 
3.9 
3.8 
3.7 
3.6 
3.5 
3.4 
3.3 
3.2 
3.1 
Lexile Score          First Assessment                     Last Assessment 

     August 2004                            April 2005 

 

By the end of the year, students made significant gains of 0.5 Lexiles bringing them from an 

average Lexile score of just above a 3.4 to an average Lexile score of just above a 3.9. 

 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 4005



READ 180      10

 

Table 2 displays the students’ average growth in scores for the Criterion Reference Test 

(CRT) for the first, second, third, and fourth quarters of the 2004-2005 school year. 

 
Table 2.        CRT Growth Report 

70 
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0 
Average         1st Qtr.                   2nd Qtr.                     3rd Qtr.                4th Qtr. 
CRT 
Score 
 

Each quarter the students’ Criterion Reference Test (CRT) scores  

increased an average of 4 points. 
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Table 3.  Reading Level Growth Report 2004-2005 

0%

10%

20%
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60%
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90%

Reading Level SRI Lexile Score STAR score

Increased
Decreased
No Change

 
Table 3 displayed the reading level growth report for the 2004-2005 school year and the 

vast majority of students enrolled in this reading program increased their reading level, Lexile 

score, and STAR reading score. Only a small portion of the sample showed signs that their 

reading levels had decreased and even fewer exhibited no change. 
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Table 4.  Reading Level Proficiency Report for READ 180 
 

Grade Level - 7 August 2004 May 2005 
*Advanced & Proficient 
Readers (reading at or 

above grade level) 

 
14% 

 
28% 

Basic Readers (reading 1-2 
years below grade level) 

48% 56% 

Below Basic Readers  
(reading more than 2 years 

below grade level) 

 
35% 

 
16% 

Beginning Readers 3% 0% 
 
 

PROFICIENCY LEXILE RANGES 
Grade 

1 
Grade 

2 
Grade 

3 
Grade 

4 
Grade 

5 
Grade 

6 
Grade 

7 
Grade 

8 
Grade 

9 
Grade 

10 
Grade 

11 

100-
400 

300-
600 

500-
800 

600-
900 

700-
1000 

800-
1050 

850-
1100 

900-
1150 

1000-
1200 

1025-
1250 

1050-
1300 

 
Proficient = Lexile Range of 850-1099 
*Advanced = Lexile Range of 1100+ 

 

Grade Level - 7 Percentage of Proficiency (70% or higher) on CRT 

1st Quarter 3% 

2nd Quarter 41% 

3rd Quarter 81% 

4th Quarter 86% 
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Conclusion/Discussion 
 

Computerized reading intervention programs like READ 180 can be successful in 

improving reading achievement and reading comprehension scores for students at the middle 

school level. Students that lack strong literacy skills will be more likely to be unsuccessful in 

society, and because the number of students that lack proficiency in the areas of reading and 

comprehension is prevalent in our nation it is time for an intervention. This nationwide issue 

needs to be addressed and if schools continue to pass these students by, there will be a downward 

spiral of struggling readers. 

Action Plan 

As part of my action plan, I would like to continue observing the students and collecting 

student scores at the schools that have participated in this study. I would also like to examine this 

program at the elementary and high school levels to see the differences in how this program is 

implemented within primary and secondary schools. After researching this topic for 

approximately one year, I would like to present the information I gain at a regional conference 

such as, the Mid-South Educational Research Association (MSERA) in order to help promote 

this program in other schools.  By presenting this research at a conference, I am hoping to raise 

awareness and show documentation of how this program has been successful in the Mobile 

County public school system. 
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Preparing students for success through sport-related student organizations 
 

Timothy J. Newman, Matt Blaszka, Brent Duffy, Megan Eckenrode, 
Scott Fitzgerald, Rob Kotlinski, and Chris White 

 
Review Abstract: Anyone familiar with the college search process knows that countless books, 
magazines and guides rank the quality of undergraduate programs based upon a variety of 
criteria. Given that students may choose to focus on almost anything ranging from a school’s 
academic standards to the number of on-campus parties, it can be difficult to evaluate a particular 
program. In terms of sport related fields, organizations such as the National Association for Sport 
and Physical Education and the North American Society of Sport Management collaboratively 
establish voluntary curricular standards and grant program approval based upon a rigorous 
review by experts in the field. In a general sense, the Sport Management Council suggests that 
students investigate potential programs in terms of whether or not a program provides, “the 
necessary curricula and curricular resources to adequately prepare them for work as a 
professional.” This broad based suggestion is followed by specific areas of focus which include: 
the admission, retention and placement practices of a given program; the access students have to 
physical and human resources; the scope of the curriculum; and the degree to which the program 
enjoys reciprocity with other departments and academic areas (Sport Management Council, 
1996). This manner of assessing a program prompts both students and faculty alike to critically 
examine sport related programs in a comprehensive and practical manner. At the same time, by 
focusing on the traditional program components, it is easy to overlook the valuable resource of 
student-run organizations and associations which enable students and faculty members to 
enhance the curriculum and deliver both important content and experience necessary for students 
to succeed in sport-related fields of study. 
 
This presentation focuses on the use of student-run organizations and associations and the 
various roles they play on campus and the surrounding community. The first area of 
concentration involves the use of the Sport Management Student Association (SMSA) at York 
College of Pennsylvania, as a means of increasing the participation level of students within the 
major at events on campus. Current students will present methodology, results and conclusions 
resulting from the organization’s efforts over the past three years and the impact they have had 
on the positive exposure the sport management major received. Specific discussion will address 
the concept of class rotation and effective management from the executive board. The second 
focal point revolves around the unique and creative ways in which the SMSA and the York 
College students have become active participants in the surrounding community. Students will 
discuss projects ranging from the first annual SMSA Golf Tournament to the comprehensive 
sport marketing project designed to raise the revenue necessary for the Northeastern Football 
Association to establish a high school football program for the school district. As part of the 
discussion surrounding the issue of financing student-run associations, students will present 
alternative ways to raise funds for collegiate organizations including student activity funds and 
meaningful event-driven fundraisers. Research findings related to alternative revenue sources 
includes data from York College of Pennsylvania as well as other colleges and universities 
within the Mid-Atlantic region. Input from one of the SMSA advisors will link all of the 
information back to the recommendations from NASPE/NASSM in terms of strengthening and 
supporting content material through the experiential learning associated with student-run 
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organizations on campus. Overall emphasis will be placed on the use of student-run groups as an 
innovative way to maximize student learning opportunities, reinforce critical sport related 
content and expand the networking opportunities for students. Of particular interest might be the 
issues associated with the implementation of these ideas within the framework of a rapidly 
growing major and student organization and the development of critical thinking skills among 
students working with professionals outside the college campus. 
 

2007 HICE Proceedings 
Page 4013



Title:   Experience provides the missing link for students in both high school and  
college:  An examination of how real-life projects reinforce concepts and  
provide students with a competitive advantage in the job market 

 
Topic:  Educational Technology, Curriculum/Research/Development, Cross- 
  disciplinary and Other Areas of Education 
 
Format:  90 minute panel session on issues related to teaching 
 
Authors:  Timothy J. Newman, York College of Pennsylvania 

Jennifer Pinsky-Newman, Baltimore County Public Schools 
 
Address: Dr. Tim Newman   Jennifer Pinsky-Newman 

York College of Pennsylvania Dulaney High School 
  Department of Education  Career Connections Department 
  McKay Room 209   Timonium, Maryland 21093 
  York, Pennsylvania 17405-7199  
 
E-mail: tjnewman@ycp.edu   jpinskynewman@bcps.org 
 
Phone:  717-815-1794 (office)   410-887-7639 (office) 
  717-676-1740 (cell)   717-676-1748 (cell) 
 
Fax:  717-849-1628 
 
Lead:  Dr. Timothy J. Newman 

2007 HICE Proceedings 
Page 4014



Experience provides the missing link for students in both high school and college: An 
examination of how real-life projects reinforce concepts and provide students with a 

competitive advantage in the job market 
 

Timothy J. Newman and Jennifer Pinsky-Newman 
 
 
Abstract: Reading about concepts and listening to lectures do not provide students with 
the experience and confidence necessary to conquer the real world upon graduation. This 
presentation covers the benefits of experiential learning as students apply academic 
principles to real-world business problems within the safe environment of the school 
setting. Examples of projects applicable to a variety of disciplines and even educational 
levels demonstrate the many benefits of incorporating hands-on community/business 
projects into the curriculum. More specifically, students from nearly all disciplines and 
grade levels may participate in rigorous and meaningful activities designed to extend 
learning, spark creativity and strengthen bonds between schools and the surrounding 
community. Whether developing a marketing plan to increase sales or creating a media 
guide, the students gain a deep understanding of the creative process as they deal with the 
public, face the demands of the business world and handle themselves as professionals. 
The process of seeing a project through from inception to completion provides students 
with an invaluable experience that cannot be learned in a textbook. The projects reinforce 
the basics such as the importance of wearing appropriate business attire to the more 
complex use of technology required to effectively compete in today’s business world. 
Discussion includes the positive relationships which result from the collaboration 
between the community and the institution, internship/job implications, specific project 
examples and suggestions/considerations for incorporating multimedia presentations and 
electronic portfolios into existing courses from high school to college. 
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Abstract: 
 

Multicultural counseling training has been in the forefront of counselor education for 
several decades. The focus of the literature has been on training students from the 
majority culture and ethnic minority Americans to be culturally sensitive and competent 
counseling professionals. However, little attention has been given to the training and 
supervisory needs of international students who are enrolled in American counseling 
programs. The literature has yet to specifically examine the effectiveness of multicultural 
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counseling training for international counseling students. We will present results from a 
study that examined international students’ perceptions of and experiences with their 
multicultural counseling training. The focus will be on international students’ perception 
of (a) the relevance of the training, (b) the effectiveness of the training methods, and (c) 
their development of cross-cultural competence as counselors-in-training.  

 
We developed an online survey to assist in gathering information from international 

counseling students. We asked the participants to rate their perception on the overall 
effectiveness of their multicultural counseling training in helping them develop 
multicultural counseling competence. We asked them to describe the usefulness of the 
multicultural counseling training they received if they were to (a) stay in the US and 
work as a counselor and (b) return to their home country to work. Participants were also 
asked to indicate: (a) specific training methods that were useful in helping them to 
develop multicultural counseling competence; (b) factors that contributed positively to 
their learning; and (c) factors that inhibited their learning. We received 21 usable 
response sets. These students came from 11 states. They originated from countries in 
Asia, Mideast, Africa, Central American, and Europe.  

 
 We will present findings on this study. We will also discuss the implications of our 
findings.  
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Abstract: 
 
Professional development conference sessions are typically evaluated via smile sheets 
administered to participants at the end of each program. While over 90% of training 
programs measure participants’ reaction, evaluating learning is often considered a 
challenge that cannot be met due to issues relating to implementation, cost, and usage. 
This presentation will report the results of an innovative survey instrument that provides 
a practical tool to evaluating professional development conferences at two levels, 
answering the questions: (a) How well did conferees like the session? (b) What did 
participants learn from the program? The presenters will introduce participants to the 
theory behind the development of the instrument, exhibit the survey, report on results of 
recent reliability and validity analyses, highlight key outcome measures, and provide a 
venue to discuss further refinements of the tool. 
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Abstract 

Repeated measures analysis is an important tool for educators committed to evaluating the 

performance of their students and courses. While evaluations can be performed using a series of 

t-tests, repeated measures provides practitioners and researchers a more sophisticated tool to 

analyze the impact of education over time or interventions that employ concurrent tests to 

measure a particular set of knowledge, skills, or attitudes. This paper provides educators with the 

information they need to choose between and interpret results based on the univariate and 

multivariate approach to repeated measures analyses. It also serves to explain the sphericity 

assumption and its impact on repeated measures designs. 
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Introduction 

In order to evaluate learning programs, relevant skills, knowledge, and attitudes from 

program participants are often measured multiple times (Kirkpatrick & Kirkpatrick, 2006). For 

example, participants may be measured on their ability to perform a particular skill: (a) before 

taking a course (i.e., pre), (b) immediately after completing a course (i.e., post and retro), and (c) 

one month after completing a course (i.e., follow-up). To determine if there is a statistical or 

practical difference between these measurements, a series of t-tests could be conducted (e.g., 

post-pre, after-post, follow-up-pre). However, the results from such a procedure would be 

difficult to collectively interpret as the process does not provide for a single omnibus test (R. 

Henson, personal communication, April 19, 2006). Additionally, the process inflates familywise 

Type I error rate. This means that the reported probability levels would actually overestimate the 

statistical significance of the mean differences (Hinkle, Wiersma, Jurs, 2003). 

A more appropriate technique to analyze three or more measurements is the repeated 

measures design (Maxwell & Delaney, 2004). Repeated measures designs are also called within-

subjects designs (Girden, 1992). In the case where the design contains a between-subjects factor 

in addition to a within-subjects factor, the design may be called a mixed-model, randomized 

block, or a split-plot design (Lamb, 2003). This paper presents a within-subjects repeated 

measures design with one within-subjects factor and no between-subjects factor (i.e., one-way 

within-subjects design). Readers interested in more advanced repeated measures designs are 

directed to Maxwell and Delaney (2004) and Stevens (2002). 

Two approaches for implementing a one-way within-subjects design are discussed: (a) 

univariate, and (b) multivariate. Before presenting the two approaches, advantages and 

disadvantages of repeated measures are reviewed as well as the underlying statistical 
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assumptions for the two techniques. The paper concludes by summarizing the differences 

between the univariate and multivariate approaches. 

Advantages and Disadvantages 

Advantages 

Maxwell and Delaney (2004) cited two advantages of within-subjects design: (a) sample 

size and (b) precision. In the case of a repeated measures design, each subject contributes n 

scores, where n equals the number of measurements. In the example previously depicted, n 

equals 4. As a result of each subject contributing n scores, the number of subjects needed to 

achieve a certain level of statistical power is often much lower in within-subjects designs than in 

between-subject designs where participants contribute only one score on the dependent variable 

(Maxwell & Delaney). Venter and Maxwell (1999) showed that in the case of a two-level design, 

the total number of subjects NW needed for the within-subjects design is related to NB, the total 

number of subjects in the between-subject design, as follows: 

NW = NB (1 – ρ)/2      (1) 

where ρ is the population correlation between scores at the two levels of the within-subjects 

design. Table 1 further illustrates the sample size benefits of a one-way two-level repeated 

measures design.  

<Insert Table 1 about here> 

It is important to note that Venter and Maxwell’s (1999) formula relies on compound 

symmetry and is therefore most applicable to the univariate approach to repeated measures. 

However, in the case of a two-level design, the univariate and multivariate approaches are 

identical (Maxwell & Delaney, 2004). Therefore, the sample size benefits of a one-way two-level 

repeated measures design are identical for both repeated measures techniques (i.e., univariate and 
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multivariate). A generalization of Venter and Maxwell’s formula is presented in the univariate 

section of this paper. Considerations for determining sample size in a multivariate analysis are 

presented in the multivariate section. 

In addition to requiring fewer subjects than between-subjects designs, repeated measures 

designs provide greater precision since subjects serve as their own control (Stevens, 2002). 

Because comparisons in the repeated-measures designs are made within-subjects, variability in 

individual differences between-subjects is removed from the error term (Maxwell & Delaney, 

2004). Figure 1 illustrates this point. In the repeated measures design, the error term (SSRes) does 

not include the variable among individuals (SSI) as its counterpart (SSW) does in the between-

subjects design. As the variance among individuals is partitioned out of the error term, repeated 

measures designs are much more powerful than completely randomized designs (Stevens, 2002) 

and most likely result in a larger eta-squared (K. Roberts, personal communication, July 5, 

2004).  

<Insert Figure 1 about here> 

Disadvantages 

Tanguma (1999) identified three disadvantages of repeated measures design: (a) practice 

effects, (b) differential carryover effects, and (c) the potential for violations of statistical 

assumptions. Descriptions of the first two disadvantages and techniques for management are 

discussed. As conforming to the underlying statistical assumptions is a critical issue for all 

research designs (Hinkle, Wiersma, & Jurs, 2003), such issues are reserved to a subsequent 

section of the paper devoted to the subject. 

Practice effects 
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 Practice effects occur when subjects change systematically during the course of an 

experiment (Tanguma, 1999). Such changes may involve a positive or negative effect (Lewis, 

1993).  

In the case of education, a positive practice effect may indicate an improvement in 

subjects’ knowledge, skills, or attitudes. However, in lieu of a learning program being 

responsible for the change, the improvement may be an artifact of the participants being retested 

using the same or similar instrumentation (Gall, Gall, & Borg, 2003). A technique to manage 

practice effects is to integrate a control group into the repeated measures design since the re-

testing effect should manifest itself equally in the control and the experimental group (Campbell 

& Stanley, 1963).  

Tanguma(1999) indicated that a negative practice effect may result from fatigue or 

boredom. He recommended that researchers lengthen the rest period between measurement 

occasions to manage fatigue and provide incentives as a technique to motivate participants 

throughout the course of the experiment. 

Counterbalancing is also identified as a technique to manage practice effects (Lamb, 

2003; Maxwell & Delaney, 2004; Tanguma, 1999; Wells, 1998). However, counterbalancing is 

most appropriate for designs where subjects are observed in different treatment conditions 

(Maxwell & Delaney) as counterbalancing is a way of ordering treatments so that each treatment 

is administered an equal number of times first, second, third, and so on, in particular sequences 

of conditions given to different subjects (Tanguma) . In the case of evaluating the effects of a 

learning program, participants are usually subjected to one treatment and then observed 

longitudinally over time (Kirkpatrick & Kirkpatrick, 2006). Counterbalancing therefore would 
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not be an appropriate technique to manage the practice order effects when measuring participants 

using the traditional occasions (e.g., pre, post, retro, and follow-up). 

Differential carryover effects 

 An artifact of counterbalancing may be differential carryover effects. “Differential 

carryover effect occurs when the carryover effect of Treatment Condition 1 onto Treatment 

Condition 2 is different from the carryover effect of Treatment Condition 2 onto Treatment 

Condition 1” (Maxwell & Delaney, 2004, p. 556). Tanguma (1999) asserted that a possible 

solution to differential carryover effects is providing participants sufficient time between 

treatments so that the treatment condition dissipates completely from the subjects’ system. 

Maxwell and Delany disagree and assert that a within-subjects design should be abandoned if 

differential carryover effect is a potential threat to validity. For the typical learning program 

evaluation, differential carryover effects is not an issue since implementing a counterbalanced 

design is not appropriate for reasons previously stated. 

Statistical Assumptions 

Stevens (2002) identified three assumptions for a single-group repeated measures 

analysis: (a) independence of observations, (b) multivariate normality, and (c) sphericity. Of the 

three assumptions, the first two apply to the multivariate approach while all three apply to the 

univariate approach. 

Independence of observations 

 Violation of independence of observations can lead to increased Type I error rate (Hinkle, 

Wiersma, & Jurs, 2003). While this assumption is typically met through random selection (Gall, 

Gall, & Borg, 2003), learning programs are usually evaluated with intact groups. The interaction 

of the group may affect the scores of the members resulting in correlated observations (Lamb, 
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2003). Correlated observations can cause an overestimation of the true probability and is 

resolved by testing at a more stringent level of significance (Stevens, 2002). 

Multivariate normality 

 The properties of ANOVA and MANOVA that make them robust to violations of 

multivariate normality carry over to repeated measures designs (Stevens, 2002). However, 

statistical tests of sphericity are not robust to the assumption of multivariate normality (Olejnik 

& Huberty, 1993). In the absence of multivariate normality, statistical tests of sphericity may 

indicate heterogeneity of variance between measurement occasions when they should fail to 

reject the null hypothesis (Minke, 1997). See Henson (1999) for techniques to assess multivariate 

normality. 

Sphericity 

 Testing for Sphericity 

Simply stated, the sphericity assumption is met when the variance at each measurement 

occasion is equal (K. Roberts, personal communication, July 5, 2004). Girden (1992) identified 

two techniques to test for sphericity: (a) examining variances of differences between all pairs of 

measurement occasions and (b) examining the matrix of orthonormal contrasts. 

Variances of Differences between Pairs of Measurement Occasions 

The variance of differences between two measurement occasions can be computed using 

the following formula (Girden, 1992): 

 ABBABA σσσσ 2222 −+=−       (2) 

where σ2
A is the variance of a set of scores under measurement occasion A, σ2

B is the variance of 

a set of scores under measurement occasion B, and σ2
AB is the covariance of the two sets of 

scores. The more direct way of determining variance between two occasions is to compute the 
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variance of the difference scores (Girden). Using either technique, sphericity is met if the 

variances between all pairs of measurement occasions are equal (Tanguma, 1999).   

Using the variance-covariance information in Table 3 based on the heuristic data in Table 

2, σ2
A-B = 79.817, σ2

A-C = 233.635, σ2
A-D = 91.273, σ2

B-C = 163.636, σ2
B-D = 111.272, σ2

C-D = 

59.818. Table 4 illustrates that the same variances are computed when using difference scores. 

For the data set identified in Table 2, the sphericity assumption is not met. 

<Insert Table 2 about here> 

<Insert Table 3 about here> 

<Insert Table 4 about here> 

Matrix of Orthonormal Contrasts 

 Girden (1992) and Stevens (2002) asserted that sphericity is also said to exist if: 

ICC T 2σ=∑       (3) 

where C is a matrix of (k - 1) orthogonal contrasts, CT is the transpose of C, ∑ is the variance-

covariance matrix, and I is an identity matrix. Multiplying the matrix of orthogonal contrasts 

identified in Table 5, its transpose (Table 6), and the variance-covariance matrix for the data in 

Table 2 (Table 3) results in the covariance matrix of transformed variables depicted in Table 7. 

For the dataset illustrated, the sphericity assumption is not met as the covariance matrix for the 

transformed variables does not have equal variances on the diagonal (Stevens, 2002). 

<Insert Table 5 about here> 

<Insert Table 6 about here> 

<Insert Table 7 about here> 

Mauchly’s Sphericity Test 
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Maxwell and Delaney (2004) highlighted that while sphericity tests such as the 

techniques outlined by Girden (1992) indicate variance inequalities in the sample, the sphericity 

assumption is only violated if it holds in the population as well. The authors recognized that even 

if sample variances are unequal, such inequalities might simply reflect sampling error. Therefore, 

they recommended that Mauchly’s sphericity test (i.e., Mauchly’s W) be used to test the null 

hypothesis that the homogeneity condition holds in the population.  

While Mauchly’s W has limitations in behavioral science research (including the analysis 

of learning program outcomes) due to its sensitivity to multivariate normality (Stevens, 2002), it 

is presented here since the results of the test are automatically generated in software packages 

(e.g., SPSS 14.0 for Windows) that conduct repeated measures analyses. Furthermore, studies 

conducted by Huynh and Mandeville (as cited in Keselman, Rogan, Mendoza, & Breen, 1980) 

found that for short-tailed distributions, the test basically maintains the true rate of Type I error 

below the level of significance alpha.   

Figure 2 depicts the results for the Mauchly’s test for the dataset represented in Table 2. 

The results are interpreted the same way as Levene’s test for homogeneity of variance in 

ANOVA. If the p-calc value generated is greater than or equal to the p-crit value defined by the 

researcher, then homogeneity of variance is assumed. Otherwise, the sphericity assumption is not 

met. In the example provided, Mauchly’s test indicates that the heterogeneity of variance 

between measurement occasions is statistically significant at the .05 alpha level (p = .018).  

<Insert Figure 2 about here> 

Managing Violations to Sphericity 

If the sphericity assumption is not met, the F ratio generated by the univariate repeated 

measures analysis is positively biased, rejecting falsely too often (Maxwell & Delaney, 2004). 
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For example, if the alpha level is set at .05 and the sphericity assumption is not, univariate 

repeated measures analyses may falsely reject the null hypothesis 10% or 15% of the time 

(Stevens, 2002). To adjust for the positive bias, the degrees of freedom for the repeated measures 

F test may be corrected using one of three adjustments: (a) Greenhouse-Geisser, (b) Huynh-

Feldt, and (c) Lower-bound. However, it is important to note that while the adjusted tests provide 

better control for Type I error rate, they are only approximate (Maxwell & Delaney).  

The Greenhouse-Geiser formula shown below results in a parameter (
∧

ε ) that identifies 

the extent to which the covariance matrix deviates from sphericity (Stevens, 2002): 

∑∑ ∑ +−−

−

))(.)2())((1(

)(
2

..
222

22

EaEaEa

EEa

jjk

jj
   (4) 

where Ejk is the element in row j and column k of the sample covariance matrix, jjE is the mean 

of variances along the diagonal in the sample covariance matrix, .jE  is the mean of all entries in 

jth row of the sample covariance matrix, ..E is the mean of all entries in the sample covariance 

matrix, and a is the number of measurement occasions. The resulting parameter is used to correct 

the degrees of freedom for the measurement occasion and error term. For the dataset depicted in 

Table 2, 
∧

ε  is .610. Applying the 
∧

ε  to the unadjusted degrees of freedom for the measurement 

occasion ((a – 1) = 3) and the error term ((n – 1) * (a – 1) = 33) results in corrected degrees of 

freedom of 1.820 and 20.115, respectively.  

The Huynh-Feld formula results in a parameter (
~
ε ) that identifies the extent to which the 

covariance matrix deviates from sphericity (Stevens, 2002): 

))1(1)(1(

2)1(
∧

∧

−−−−

−−

ε

ε

ana

an
    (5) 
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where n is the number of subjects, a is the number of measurement occasions, and 
∧

ε  is the 

Greenhouse-Geisser adjustment. The resulting parameter is used to correct the degrees of 

freedom for the measurement occasion and error term. For the dataset depicted in Table 2, 
~
ε  is 

.725. Applying the 
~
ε  to the degrees of freedom for the measurement occasion and the error term 

results in corrected degrees of freedom of 2.175 and 23.920, respectively.  

The lower-bound adjustment simply sets the degrees of freedom for the measurement 

occasion to one and the degrees of freedom for the error term to (n - 1). The lower-bound 

adjustment suggests that no matter how badly the homogeneity assumption is violated, the 

largest possible critical F value needed requires one and (n – 1) degrees of freedom (Maxwell & 

Delaney, 2004). 

Figure 3 illustrates the associated effect on the p-value for each of the three adjustments. 

Of the three techniques, the Greenhouse-Geiser formula provides a moderate correction, the 

Huynh-Feld is the least conservative, and the lower-bound adjustment is the most conservative. 

The Greenhouse-Geiser formula tends to underestimate ε , while the Huyn-Feld adjustment 

tends to overestimate ε  (Stevens, 2002). Therefore, Stevens recommended that in lieu of using 

any of these three adjustments directly that researchers use the average of the Greenhouse-

Geisser and Huyn-Feld adjustments in order to correct the degrees of freedom for the repeated 

measures F test. Alternatively, he indicated that researchers choose the Greenhouse-Geisser test 

to be somewhat conservative. 

<Insert Figure 3 about here> 

Univariate 

In presenting the univariate approach to repeated measures, the following tasks are 

considered: (a) calculating sample size, (b) conducting the omnibus test, (c) computing effect 
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size, (d) analyzing contrasts, and (e) reporting results. The topics are presented in approximate 

procedural order. 

Calculating Sample Size 

 Although Cohen’s classical text (1988) on power analysis provides power tables for a 

variety of situations, it does not provide tables for repeated measures. However, formulas for 

determining the appropriate sample size for a single group repeated measures design can be 

derived after first determining the sample size needed for a between-subjects design (Stevens, 

2002). The following is one such formula (Maxwell & Delaney, 2004): 

NW = NB (1 – ρ)/a      (6) 

where NW equals the sample size for the within-subjects design, NB is the sample size for the 

between-subjects design, ρ is the average correlation for the subjects’ responses to all 

measurement occasions, and a is the number of measurement occasions. It is important to note 

that the formula relies heavily on sphericity. In cases where the sphericity assumption is not met, 

researchers are directed to Elashoff (as cited in Maxwell & Delaney, 2004). 

Conducting Omnibus Test 

 The univariate repeated measures omnibus test for a single group compares an F-calc to 

an F-crit similar to a between-subjects ANOVA. However, the difference between the two 

approaches relates to variation among individuals: First, the denominator of the F-calc (error 

term) excludes the variation among individuals. Second, the degrees of freedom for the error 

term excludes the degrees of freedom associated with individuals. Table 8 outlines the formulas 

for computing the repeated measures F-calc. Table 9 depicts their use based on the data 

identified in Table 2 assuming that the sphericity assumption has been met. 

<Insert Table 8 about here> 
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<Insert Table 9 about here> 

The univariate technique for conducting a repeated measures omnibus test for a single 

group can also be conducted using a statistical software package. Figure 4 identifies the SPSS 

code to conduct a repeated measure test for the data identified in Table 2. Figure 5 relates 

relevant output to an ANOVA summary table consistent with the information provided in Table 

9. 

<Insert Figure 4 about here> 

<Insert Figure 5 about here> 

Computing Effect Size 

In addition to determining the statistical significance of a univariate repeated measures 

design, it is also important to analyze the practical significance of the test (Henson, in press). 

This can be accomplished by computing omega squared ( 2ω ). The formula for 2ω in one-way 

within-subjects designs based on the univariate approach is as follows (Maxwell & Delaney, 

2004): 

sindividualtotal

erroroccasions

MSSS
MSMSk

+
−−

=
))(1(2ω       (7) 

where k equals the number of measurement occaions, MS denotes mean square, and SS denotes 

sums of squares. Applying these formulas to the data in Table 2 results in an 2ω of .0377, 

indicating that the measurement occasion accounted for 3.77% of the variance in the dependent 

variable. 

Analyzing Contrasts 

In addition or in lieu of conducting a univariate repeated measures omnibus test (Oljenik 

& Huberty, 1993), researchers may want to analyze specific means differences or conduct trend 
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analyses. In either case, this is accomplished by testing contrasts. The univariate formula for 

testing contrasts is as follows (Maxwell & Delaney, 2004): 

errorcalc MSDnF /2=        (8) 

where n equals the number of subjects, D is the transformed variable resulting from applying the 

contrasts to the original data, and MSerror is the pooled average error term generated by the 

omnibus test. As the univariate formula employs a pooled error term, it relies heavily on the 

sphericity assumption. If the assumption is not met, MSerror should be replaced with an individual 

error term. Testing contrasts with a separate variance estimate approach is consistent with 

multivariate analyses. Therefore, its formula is outlined in the multivariate section. 

To illustrate the process of conducting a trend analysis, a contrast matrix is identified in 

Table 10. Applying the contrast matrix elements to the data in Table 2 results in a set of 

transformed variables identified in Table 11. Applying the formulas to the transformed variables 

indicates that the linear and quadratic trends are not statistically significant (Flinear(1,11) = 3.19; p 

> .05 and Fquadratic(1,11) = .20, p > .05). However, the cubic trend is statistically significant 

(Fcubic(1,11) = 5.69; p < .05). 

<Insert Table 10 about here> 

<Insert Table 11 about here> 

Statistical software packages also report the results of polynomial trends as a byproduct 

of conducting a repeated measures analysis. Figure 6 outlines the relevant trend analysis output 

generated by SPSS for the data in Table 2. However, SPSS employs a separate variance estimate 

approach in lieu of the pooled error term. Therefore, the F values generated by SPSS are 

different than the hand calculations previously noted (Flinear (1,11) = 2.475; p = .144; Fquadratic 

(1,11) = .219; p = .649; Fcubic(1,11) = 7.066; p = .022). 
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<Insert Figure 6 about here> 

Reporting Results 

In addition to reporting the ANOVA summary table (as depicted in Table 9 and Figure 

5), researchers need to report on results of a priori tests, null hypothesis tests, effect size 

calculations, and post-hoc analyses (Henson, in press; Ojenick & Huberty, 1993). The following 

provides an example write-up of the results of the tests conducted for the data in Table 2. The 

data obtained from the four points of measurement lacked sphericity (Mauchly’s W = .034; p = 

.018). Therefore, the Greenhouse-Geisser adjustment was employed in analyzing the repeated 

measures (
∧

ε  = .610). We fail to reject the null hypothesis that the amount of perceived 

knowledge measured at four different points of time relative to a learning intervention are equal 

(F(1.829, 20.115) = 3.027, p=.064). As indicated by the univariate 2ω (Maxwell & Delaney, 

2004), occasion accounted for 3.77% of the variance in perceived knowledge. Trend analysis 

indicated that the cubic trend was statistically significant (F(1,11) = 7.066, p = .022).  

Multivariate 

In presenting the multivariate approach to repeated measures, the following tasks are 

considered: (a) calculating sample size, (b) conducting the omnibus test, (c) computing effect 

size, (d) analyzing contrasts, and (e) reporting results. The topics are presented in approximate 

procedural order. 

Calculating Sample Size 

Maxwell and Delaney (2004) outlined sample size tables for conducing repeated 

measures analyses using the multivariate approach (pp. 640-643). The authors indicated that the 

values were obtained by using a noncentrality parameter value of: 

)1(2/ min
22 ρδ −= nd      (9) 
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where n equals the sample size, d is the expected effect, and minρ is the minimum correlation 

between measurement occasions. They further noted four patterns to the tables: First, the 

required number of subjects generally increases as the number of levels increases. Second, the 

number of subjects increases as the level of desired power increases. Third, as d increases, the 

number of subjects needed decreases. Fourth, as minρ increases, the number of subjects decreases 

as higher correlations are indicative of greater consistency in subjects’ scores across 

measurement occasions making effects easier to detect. 

 When considering the sample size requirements for a multivariate test compared to a 

univariate test, the multivariate approach is less powerful in the presence of sphericity (Stevens, 

2002). Maxwell and Delaney (2004) also noted that all other things being equal, the multivariate 

approach loses power when compared to the univariate approach, as the number of subjects (n) 

decreases. They further asserted that the multivariate approach may be mathematically 

impossible when n is less than the number of levels (k) + 10. However, in cases where n is 

greater than k  + 10 and there is a large violation of sphericity (ε  < 0.7), the multivariate 

procedure is more powerful (Field, n. d.). 

Conducting Omnibus Test  

Hotelling’s T2 is consistently used (e.g., Girden, 1992; Stevens, 2002; Tanguma, 1999) as 

the multivariate statistic to analyze repeated measures. It is important to note that the 

multivariate analysis is not performed on the original scores but on the differences between 

adjacent measurements (Tanguma). Table 12 identifies the latent variables constructed for the 

data in Table 2.  

<Insert Table 12 about here> 
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As the following formulas show, Hotelling’s T2 (formula 11) is analogous to the t statistic 

(formula 10) for dependent samples: 

ns
dt

d /2

2
2 =         (10) 

where d is the mean difference between two dependent samples and sd
2 is the variance of 

difference scores, and n is the number of subjects. 

ddd ySnyT 12 ' −=        (11) 

where n is the number of subjects, y’d is the row vector of mean differences on the (k - 1) 

difference variables, Sd is the matrix of variances and covariances on the (k – 1) difference 

variables (Stevens, 2002).  

As depicted in Figure 7, T2 for the data in Table 2 is 8.21. Applying the following 

formula that converts T2 to an F statistic results in an Fcalc of 2.24: 

F = [(n - k + 1) / ((n - 1)*(k - 1))] T2      (12) 

where n equals the number of subjects and k equals the number of measurement occasions. 

The resultant Fcalc is insufficient to reject the null hypothesis at the .05 alpha level with 3 (k – 1) 

and 9 (n – k – 1) degrees of freedom. 

<Insert Figure 7 about here> 

The multivariate technique for conducting the repeated measures omnibus test for a 

single group can also be conducted using a statistical software package. Figure 8 identifies the 

SPSS code to conduct a multivariate repeated measures test for the data identified in Table 2. 

Figure 9 identifies relevant SPSS output. Note that the Hotelling trace coefficient (.74670) 

depicted in Figure 9 is a derivative of the T2 previously computed, where: 

Hotelling trace coefficient = T2 /(n - 1)    (13) 
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where n equals the number of subjects. Also note that the F statistic identified (2.24) is the same 

as the Fcalc previously computed. The multivariate tests (Pillais, Hotellings, and Wilks) 

conducted also provide identical F statistics and p-values. Chen (2004) indicated that while the 

tests usually provide similar results, Wilks’ output should be chosen in the event the results are 

different. 

<Insert Figure 8 about here> 

<Insert Figure 9 about here> 

Analyzing Contrasts 

While the omnibus multivariate repeated measures test is performed on latent variables, 

the multivariate approach to testing contrasts is performed on the original scores. The process 

mirrors the univariate approach. The only exception is that the error term in the multivariate 

approach is an individual error term such that the multivariate formula for testing contrasts is as 

follows (Maxwell & Delaney, 2004): 

Dcalc SDnF 22 /=        (14) 

where n equals the number of subjects, D is the transformed variable resulting from applying the 

contrasts to the original data, S2
D is the variance for the vector of transformed variables.  

Applying the multivariate formula to the transformed variables identified in Table 11 

indicates that the linear and quadratic trends are not statistically significant (Flinear(1,11) = 2.475; 

p > .05 and Fquadratic(1,11) = .219, p > .05). However, the cubic trend is statistically significant 

(Fcubic(1,11) = 7.066; p < .05). 

Statistical software packages also report the results of polynomial trends as a byproduct 

of conducting a multivariate repeated measures analysis. Figure 10 outlines relevant trend 

analysis output generated by SPSS MANOVA command for the data in Table 2. While the 
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univariate analyses are based on t-values (i.e., tlinear = 1.572, tquadtratic = .467, tcubic = -2.658), the 

p-values generated (i.e., plinear = .144, pquadtratic = .649; pcubic = .022) are the same as those 

generated from the univariate F tests resulting from the General Linear Model (GLM) command 

(see Figure 6). This illustrates that SPSS employs a multivariate approach (i.e., an individual 

error term) when testing contrasts as a consequence of the GLM or the MANOVA command.  

<Insert Figure 10 about here> 

Computing Effect Size 

In addition to determining the statistical significance of a multivariate repeated measures 

design, it is also important to analyze the practical significance of the test (Henson, in press). 

This can be accomplished by computing omega squared ( 2ω ). The formula for 2ω in one-way 

within-subjects designs based on the multivariate approach is as follows (Maxwell & Delaney, 

2004): 

Λ+
Λ

−=
errordf
n12ω        (15) 

where n equals the number of subjects, df denotes degrees of freedom, and Λ equals the Wilks’ 

lambda value. Applying this formula to the multivariate results in Figure 9 results in an 2ω of 

.282, indicating that the measurement occasion accounted for 28.2% of the variance in the 

composite dependent variable. It is important to note that the multivariate omega squared is 

approximately seven times larger than the univariate omega squared for the same data. While 

this may appear to be an advantage of the multivariate approach, total variance is conceptualized 

differently between the two approaches. In particular, variation attributable to systematic 

individual differences is excluded from the total variance in the multivariate conceptualization 

(Maxwell & Delaney, 2004). Maxwell and Delaney asserted that since variability due to subjects 
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should be included in the conceptualization of total variance, the univariate version of omega 

squared is preferred. 

Reporting Results 

The following provides an example write-up of the results of the multivariate approach to 

testing the repeated measures for the data in Table 2. Using Wilks’ lambda criteria, we fail to 

reject the null hypothesis that the composite amount of perceived knowledge measured at four 

different points of time relative to a learning intervention are equal (F(3,9) = 2.240, p=.153). As 

indicated by the univariate 2ω (Maxwell & Delaney, 2004), occasion accounted for 3.77% of the 

variance in perceived knowledge. Trend analysis indicated that the cubic trend was statistically 

significant (F(1,11) = 7.066, p = .022). 

Summary 

In considering the differences between the multivariate and univariate approaches to 

repeated measures analyses, Maxwell and Delaney noted four issues: (a) statistical assumptions, 

(b) tests of contrasts, (c) Type I error rate, and (d) Type II error rate (power). After summarizing 

the differences between the univariate and multivariate considerations for each of these subjects, 

this paper concludes by presenting guidelines to use when considering the two approaches. 

Statistical assumptions 

The distinction between the statistical assumptions required for the two approaches is 

sphericity. While the sphericity assumption is not applicable to the multivariate approach, the 

univariate approach assumes sphericity. In particular, the univariate approach to conducting 

omnibus tests, contrast tests, and sample size calculations requires sphericity. 

Tests of Contrasts  
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Testing contrasts in the multivariate approach employs individual error terms, while the 

univariate approach employs a pooled error term. Therefore, the univariate approach to testing 

contrasts can provide misleading results when the sphericity assumption is violated. 

Type I Error Rate 

Type I error rate can be two to three times higher than the nominal value in the univariate 

approach when sphericity is violated. While ε adjustments provide better control, they are not 

exact. The multivariate approach produces exact Type I error rates assuming that its statistical 

assumptions have been met (Maxwell & Delaney, 2004). 

Type II Error Rate 

Under the condition of sphericity, univariate tests provide better power than the 

multivariate approach. When sphericity is not met, neither test is uniformly more powerful than 

the other. However, as the degree of violation of sphericity increases, the power for the 

multivariate test increases.  

Guidelines 

Faced with the differences between the univariate and multivariate approaches, Field 

(n.d.) identified the following rules of thumb for choosing between univariate and multivariate 

approach to repeated measures analyses: (a) The multivariate approach is preferred when there is 

a large violation of sphericity (ε  < 0.7) and when n is greater than (k + 10). (b) The univariate 

approach is preferred when sphericity holds (ε  > 0.7) or when the sample size is small.  

Stevens (2002) provided a different guideline for considering a repeated measures 

approach. He indicated that if researchers can meet Maxwell and Delaney’s (2004) rule of thumb 

relating sample size to number of levels (n > k +10) that they conduct both the adjusted 

univariate and multivariate test and discern any differences in treatment effects. He further 
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recommended that researchers following this advice set the experimentwise level of significance 

for each test to half of the overall desired alpha level. 

.  
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Table 1. 

Sample Size Required to Detect a Medium Difference between Two Means (power = .80) 

ρ Between-Subjects Within-Subjects

0.0 128 64 

0.3 128 45 

0.5 128 32 

0.7 128 20 

Source: Maxwell & Delaney (2004, p. 562). 
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Table 2. 

Heuristic Dataset 

Subject A B C D Mean

1 96 108 122 110 109

2 117 103 133 127 120

3 107 96 107 106 104

4 85 84 99 92 90

5 125 118 116 125 121

6 107 110 91 96 101

7 128 129 128 123 127

8 84 90 113 101 97

9 104 84 88 100 94

10 100 96 105 103 101

11 114 105 112 105 109

12 117 113 130 132 123

Total 1284 1236 1344 1320
Note: The grand mean (Mgrand) of the 48 scores is 108. 
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Table 3. 

Variance-Covariance Matrix for Data in Table 2 

 A B C D 

A 200.545 154.364 97.455 143.636

B 154.364 188.000 121.182 127.364

C 97.455 121.182 218.000 168.091

D 143.636 127.364 168.091 178.000
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Table 4. 

Variance of Difference Scores for Data in Table 2 

Subject A-B A-C A-D B-C B-D C-D 

1 -12.000 -26.000 -14.000 -14.000 -2.000 12.000

2 14.000 -16.000 -10.000 -30.000 -24.000 6.000

3 11.000 0.000 1.000 -11.000 -10.000 1.000

4 1.000 -14.000 -7.000 -15.000 -8.000 7.000

5 7.000 9.000 0.000 2.000 -7.000 -9.000

6 -3.000 16.000 11.000 19.000 14.000 -5.000

7 -1.000 0.000 5.000 1.000 6.000 5.000

8 -6.000 -29.000 -17.000 -23.000 -11.000 12.000

9 20.000 16.000 4.000 -4.000 -16.000 -12.000

10 4.000 -5.000 -3.000 -9.000 -7.000 2.000

11 9.000 2.000 9.000 -7.000 0.000 7.000

12 4.000 -13.000 -15.000 -17.000 -19.000 -2.000

Variance 79.818 223.636 91.273 163.636 111.273 59.818
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Table 5. 

Matrix of Orthonormal Contrasts for Data in Table 2 

Occasion C1 C2 C3 

A .707 .408 .289 

B -.707 .408 .289 

C .000 -.816 .289 

D .000 .000 -.866 
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Table 6. 

Transpose of Matrix identified in Table 5  

Occasion A B C D 

C1 .707 -.707 .000 .000 

C2 .408 .408 -.816 .000

C3 .289 .289 .289 -.866
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Table 7. 

Covariance Matrix of Transformed Variables for Data in Table 2 

 T1 T2 T3 

T1 39.898 17.308 -12.248 

T2 17.307 115.649 28.060 

T3 -12.248 28.060 26.675 
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Table 8. 

Formulas for Conducting the Repeated Measures Omnibus Test 

Source SS df MS F 
Occasions ∑(T2/n)-(G2/N) k-1 SSoccasions /df occasions MSoccasions /MSerror 

 
Individuals ∑k(Msubject-Mgrand)2 n-1 SSindividuals /dfindividuals   

 
 

Error SStotal - SSindividuals –  
SSoccasions 
 

(k-1)(n-1) SSerror /dferror  

Total ∑X2-(G2/N) N-1   
Note: T = sum of the test scores for each particular test, G = sum of all the scores; ∑X2 = sum of 
all squared scores; N = number of scores in the entire experiment; Msubject = mean of each 
individual’s scores; Mgrand = grand mean of all scores; n = number of individuals; k = number of 
occasions 
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 Table 9. 

Repeated Measures ANOVA Summary Table and Related Computations for Data in Table 2 

Source SS df MS F 
Individuals 4*[(109-108)2 + (120-108) 2 + (104-108) 2 + 

(90-108) 2 + (121-108) 2 + (101-108) 2 + 
(127-108) 2 + (97-108) 2 + (94-108) 2 + 

(101-108) 2 +  (109-108) 2 + (123-108) 2] = 
6624

12-1=  
11 

602.18  

Occasions [(12842/12) + (12362/12)+ (13442/12) + 
(13202/12)] – (5,1842/48) = 

552
 

4-1=  
3 

184.00 3.03

Error 9182 – 6624 – 552 = 
2006

(4-1)*(12-1)=  
33 

60.79 

Total 569054 – (51842/48) = 
9182 

48-1 =  
47 

  

Note: F-crit (3,33) ~= 2.84; therefore, the null hypothesis is rejected at the .05 alpha level. 
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Table 10. 

Matrix of Orthonormal Contrasts to Analyze Polynomial Trends for Data in Table 2 

 Contrasts 

Measurement Linear  Quadratic Cubic  

A -0.671 0.500 -0.224

B -0.224 -0.500 0.671

C 0.224 -0.500 -0.671

D 0.671 0.500 -.224
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Table 11. 

Transformed Variables Resulting from Applying Orthonormal Contrasts to Data in  Table 2 

Subject Linear Quadratic Cubic

1 12.52 -12.00 -6.26

2 13.42 4.00 -17.89

3 1.79 5.00 -7.60

4 8.05 -3.00 -8.50

5 -0.45 8.00 1.34

6 -11.63 1.00 10.29

7 -3.58 -3.00 -0.45

8 16.55 -9.00 -11.63

9 -1.79 16.00 -3.58

10 4.02 1.00 -5.37

11 -4.47 1.00 -6.71

12 13.86 3.00 -8.05

Mean 4.02 1.00 -5.37

Variance 78.56 54.91 48.92
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Table 12. 

Latent Variables for Data in Table 2 

Subject A-B B-C C-D 

1 -12 -14 12 

2 14 -30 6 

3 11 -11 1 

4 1 -15 7 

5 7 2 -9 

6 -3 19 -5 

7 -1 1 5 

8 -6 -23 12 

9 20 -4 -12 

10 4 -9 2 

11 9 -7 7 

12 4 -17 -2 

Mean 4 -9 2 
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Figure 1. Comparison of Sum of Squares Partitioning between Designs (K. Roberts, personal 

communication, July 5, 2004).

Independent measures design
SST = SSB + SSW 

In repeated measures design
SST = SSI + SSo + SSRes 

SST 

SSB 

SST SSRes 

SSO 

SSI 

SSB – variation 
between 
treatments 
 
SSW – variation 
within treatments
 
SSI - variation 
among 
individuals 
 
SSo - variation 
among occasions
 
SSRes - residual 
variation or error
 
SST - total 
variance 

SSW 
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 Mauchly's Test of Sphericity(b) 
 
Measure: MEASURE_1  

Epsilon(a) 
Within Subjects 
Effect 

Mauchly's 
W 

Approx. Chi-
Square df Sig. 

Greenhouse-
Geisser 

Huynh-
Feldt 

Lower-
bound 

occassion .243 13.768 5 .018 .610 .725 .333
Tests the null hypothesis that the error covariance matrix of the orthonormalized transformed dependent variables is 
proportional to an identity matrix. 
a  May be used to adjust the degrees of freedom for the averaged tests of significance. Corrected tests are displayed 
in the Tests of Within-Subjects Effects table. 
b  Design: Intercept  
 Within Subjects Design: occassion 
 
Figure 2. Results of Mauchly’s Test of Sphericity for Data in Table 2. 
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 Tests of Within-Subjects Effects 
 
Measure: MEASURE_1  

Source   
Type III Sum 
of Squares df Mean Square F Sig. 

Sphericity Assumed 552.000 3 184.000 3.027 .043
Greenhouse-Geisser 552.000 1.829 301.865 3.027 .075
Huynh-Feldt 552.000 2.175 253.846 3.027 .064

occassion 

Lower-bound 552.000 1.000 552.000 3.027 .110
Sphericity Assumed 2006.000 33 60.788   
Greenhouse-Geisser 2006.000 20.115 99.727   
Huynh-Feldt 2006.000 23.920 83.863   

Error(occassion) 

Lower-bound 2006.000 11.000 182.364   
 
Figure 3. Univariate F Test Results for Data in Table 2. 
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 GLM 
 A B C D 
  /WSFACTOR = occassion 4 Polynomial 
  /METHOD = SSTYPE(3) 
  /CRITERIA = ALPHA(.05) 
  /WSDESIGN = occassion . 
Figure 4. SPSS Code to Conduct Repeated Measures Analyses for Data in Table 2. 
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Tests of Within-Subjects Effects 
 
Measure: MEASURE_1  

Source   
Type III Sum 
of Squares df Mean Square F Sig. 

Sphericity Assumed 552.000 3 184.000 3.027 .043
Greenhouse-Geisser 552.000 1.829 301.865 3.027 .075
Huynh-Feldt 552.000 2.175 253.846 3.027 .064

occassion 

Lower-bound 552.000 1.000 552.000 3.027 .110
Sphericity Assumed 2006.000 33 60.788   
Greenhouse-Geisser 2006.000 20.115 99.727   
Huynh-Feldt 2006.000 23.920 83.863   

Error(occassion) 

Lower-bound 2006.000 11.000 182.364   
 
Tests of Between-Subjects Effects 
 
Measure: MEASURE_1  
Transformed Variable: Average  

Source 
Type III Sum 
of Squares df Mean Square F Sig. 

Intercept 559872.000 1 559872.000 929.739 .000
Error 6624.000 11 602.182   

 
Source SS df MS F p 

Individuals 6624   11 602.18  

Occasions 552   3 184.00 3.03 .043

Error 2006   33 60.79 

Total 9182   47    

Figure 5. Relevant Univariate SPSS Output and ANOVA Summary Table for Data in Table 2. 
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Tests of Within-Subjects Contrasts 

 
Measure: MEASURE_1  

Source factor1 
Type III Sum 
of Squares df Mean Square F Sig. 

Linear 194.400 1 194.400 2.475 .144 
Quadratic 12.000 1 12.000 .219 .649 

factor1 

Cubic 345.600 1 345.600 7.066 .022 
Linear 864.000 11 78.545     
Quadratic 604.000 11 54.909     

Error(factor1) 

Cubic 538.000 11 48.909     

Figure 6. Trend Analysis SPSS Output (GLM command) for Data in Table 2. 
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T2 =  12 4 -9 2 79.82 -9.91 -40.00 4
   -9.91 163.64 -56.09 -9
   -40.00 -56.09 59.82 2
      

= 8.21  
Figure 7. T2 Computations for Latent Variables in Table 12. 
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MANOVA A B C D 
  /WSFACTORS=Measure(4) 
 /CONTRAST(Measure)=POLYNOMIAL 
 /PRINT= SIGNIF(AVERF) TRANSFORM. 
Figure 8. SPSS Code to Conduct Multivariate Repeated Measures Analyses for Data in Table 2. 
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- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 
 EFFECT .. MEASURE 
 Multivariate Tests of Significance (S = 1, M = 1/2, N = 3 1/2) 
 
 Test Name       Value    Exact F Hypoth. DF   Error DF  Sig. of F 
 
 Pillais          .42749    2.24010       3.00       9.00       .153 
 Hotellings       .74670    2.24010       3.00       9.00       .153 
 Wilks            .57251    2.24010       3.00       9.00       .153 
 Roys             .42749 
 Note.. F statistics are exact. 
 
 - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
Figure 9. Multivariate Repeated Measures SPSS Output for Data in Table 2. 
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- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 
Estimates for T2 
 --- Individual univariate .9500 confidence intervals 
 
 MEASURE 
 
  Parameter     Coeff.  Std. Err.    t-Value     Sig. t Lower -95%  CL- Upper 
 
        1   4.02492236    2.55841    1.57321     .14397   -1.60610    9.65594 
 
 - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 Estimates for T3 
 --- Individual univariate .9500 confidence intervals 
 
 MEASURE 
 
  Parameter     Coeff.  Std. Err.    t-Value     Sig. t Lower -95%  CL- Upper 
 
        1   1.00000000    2.13910     .46749     .64928   -3.70813    5.70813 
 
 - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 Estimates for T4 
 --- Individual univariate .9500 confidence intervals 
 
 MEASURE 
 
  Parameter     Coeff.  Std. Err.    t-Value     Sig. t Lower -95%  CL- Upper 
 
        1   -5.3665631    2.01885   -2.65823     .02226   -9.81002    -.92310 
 
 - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 
Figure 10. Trend Analysis SPSS Output (MANOVA command) for Data in Table 2. 
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Abstract 
This study evaluates the efficacy of bringing expert teachers into the Initial Teacher Education 
classroom through the use of videos highlighting their insights on a case study.  A composite video was 
developed, consisting of selected segments of expert teachers’ “thinking aloud” as they read a case 
study that is used in teaching a course on Educational Psychology.  The video served as an object of 
inquiry as students worked towards deepening their understanding of teaching and learning and 
engaging in reflective practice. The goal was to evaluate the efficacy of students having access to 
expert teachers’ modeling analytic thinking about classroom situations. The study examined whether 
this pedagogical tool fostered the development of students’ deep understanding of ideas in their online 
discourse using Knowledge Forum®. Findings and implications for promoting reflective practice 
through the modeling of teaching expertise will be explored.

2007 HICE Proceedings 
Page 4068



HAWAII INTERNATIONAL CONFERERENCE ON EDUCATION 2007 3

INTRODUCTION 

Developing teacher education programs that promote reflective practice is becoming a 
growing priority for faculties of education.  For Schön (1983) the importance of teachers becoming 
reflective practitioners is that this fosters an engagement in the dialectic interplay of theory and 
practice. Similarly, Bereiter (2002a) described the process of understanding a given problem as 
involving students engaging with real-world phenomena that give rise to the theoretical problem.  Deep 
understanding of a problem therefore can be dependent on a person’s relationship to it and 
demonstrated by possessing insightful solutions (Bereiter, 2002a).  Having teacher education 
candidates consider alternative perspectives from real-world contexts becomes critical in moving 
towards a deeper understanding of teaching and learning practices that bring together both theory and 
practice.  One way to help link theory and practice is to bring the expertise of classroom teachers into 
the university setting. This study will explore the use of videotaped expert in-service teachers’ analyses 
of a case study that novice teacher education candidates examined with within their educational 
psychology course as a means to model and facilitate students’ deep understanding and engagement as 
reflective practitioners. 

Examining experts’ deep understanding of teaching and learning situations becomes an 
effective method of identifying the strategies, operations, and metacognitive processes that guide 
practice. The ‘think aloud’ approach (Ericsson & Simon, 1993), where participants think aloud as they 
solve real or hypothetical problems is an effective technique at accessing the types of strategies and 
metacognitive processes that expert teachers engage in when examining teaching and learning 
situations.  Johnson (1983) describes the importance of knowing how experts think, in order to enable 
others who are less experienced to think in similar ways.  This is especially crucial since experts are 
often unable to provide detailed descriptions of how they perform or view tasks.  Even in the teaching 
practicum, students complain that access to the supervising teachers thinking about teaching is often a 
key missing element and that the knowledge of their supervising teacher is often tacit (Ethell & 
McMeniman, 2000). Teacher candidates often lack the experience necessary to observe meaningfully 
the complexity and rapid interactions that occur in the practicum placement classroom, to know what to 
focus on or what questions to ask of the expert teacher (Masingila & Doerr, 2002).  Prospective 
teachers need to learn to think systematically about such complexity in order to develop metacognitive 
habits of mind that can guide decisions and support continual improvement (Hammerness, Darling-
Hammond & Bransford, 2005).  By viewing different teachers' analyses of the same case study, 
students may appreciate that the knowledge base of teaching is a complex and ill-structured domain 
(Spiro et al, 1988) and the teaching process evokes informed but divergent interpretations and 
suggested actions. Students may see that, precisely because the domain is ambiguous and open to many 
interpretations, teachers have to be analytical and make reasoned judgements and decisions.  As such, 
the conceptualizing and studying of teacher education is seen as a ‘learning problem’ (Cochran-Smith 
& Fries, 2005).   

Examining how experts deal with problem solving that is difficult for them is also critical in 
developing a novice’s belief in their own capabilities (Collins, Brown, & Holum, 1991).  Schoenfeld 
(cited in Collins et al., 1991) demonstrated this kind of modeling in his teaching of mathematics, where 
he would tackle difficult problems for students as they would see him effortfully work through 
difficulties as he made sense of these real problems, conjecturing, musing, making tentative 
connections and questioning.  Using the think aloud approach enables students to observe how even 
experts may struggle, experience difficulties, and reevaluate strategies in their search for solutions to 
difficult problems.  When novices are given opportunities to witness such struggles, they are better able 
to see how such difficulties are not unique to them nor a sign of their incompetence (Collins et al., 
1991).  Demonstrations of experts’ thinking aloud enable novices to appreciate the development of 
expertise in their particular domain, gain confidence as they develop their own understanding, and 
persist with their problem solving even in the face of obstacles.  In a study by Masingila and Doerr 
(2002), it was found that teacher candidates benefited from hearing the reflections of experienced 
teachers on their own teaching practice.  Access to such reflections, provided the impetus for the 
teacher candidates to reflect on their own practice in light of the reflections of the expert teachers 
(Masingila & Doerr, 2002).   Our study builds from this work by examining how modeling these 
reflective skills through thinking aloud on a case study by expert teachers may be an effective 
pedagogical tool for instructors of educational psychology to use in promoting deep understanding and 
reflective practice among their teacher education candidates.  This not only provides the necessary 
modeling of reflective practice which has been shown to be successful in the above study, but also 
brings the field right into the academic classroom.    
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Multi-media cases have gained prominence in teacher education programs and within 
professional development (Bencze, Hewitt, & Pedretti, 2001; Fong & Woodruff, 2003; Masingila & 
Doerr, 2002) as ways to bring in ‘real-world’ exemplary teaching into the classroom in order for 
students to have a common context from which to discuss concepts of teaching and learning.  The 
creation of this shared experience through video taped classroom-based cases and video-captured 
teacher reflections enables teacher candidates to appreciate the multiplicity of interpretations and 
perspectives on classroom interactions (Masingila & Doerr, 2002).  The current study extends this 
work by taking advantage of a shared context and an engaging media by making available to teacher 
candidates the think-aloud analyses of expert teachers on a case.  The multi-media experience in this 
study utilized the video-captured expert teachers’ insights as they thought aloud about the case study 
and later reflected on the case through a series of questions.  Therefore, this study differed from other 
studies using multi-media cases as students did not watch the case (i.e., they did not watch video 
footage of exemplar teaching practice) but relied on the use of a traditional text-based case from their 
course, commonly used in Teacher Education programs.  Students in this study were deliberately 
scaffolded in their knowledge-building process as the expert think-alouds became additional objects of 
inquiry to consider with the case information. 

This study aimed to utilize the analyses and insights of expert teachers as a pedagogical tool to 
model deep understanding, offer alternative perspectives, and to encourage deeper engagement with 
traditional case study approaches.  We examined the efficacy of providing teacher education candidates 
access to expert teachers’ insights in the form of case study analyses, and examined how such video 
clips might serve as additional knowledge objects within the case study context.  It was hypothesized 
that gaining access to the thinking of expert teachers might deepen teacher candidates’ own 
understanding of classroom teaching and learning within case studies.  

The following research questions guided the study: 
1) Do students feel that the video added new understandings about the complexity of the 

case, offered new practical suggestions, and applied theories and concepts in educational 
psychology in interesting ways? 

 
2) To what extent do students use the videos in their online postings? Do these postings 

reflect movement towards deeper understanding of concepts and reflective practice? 

METHOD 

Participants in the study included 65 students enrolled in a consecutive teacher education 
course at a university in Toronto, Canada.  The students were all enrolled in a compulsory educational 
psychology course as part of their program requirements called “Psychological Foundations of 
Development and Learning”.  The course was held over 12 sessions spread over six months for three 
hours each.  Students met face-to-face and participated in online discussions of seven case studies (two 
cases repeated twice) over the duration of their course.  The study followed a design research 
methodology (Bereiter, 2002b). Design research takes advantage of collaboration between the 
researchers and the instructor, in order to systematically create innovative solutions from new goals 
emerging from continual performance analysis (Bereiter, 2002b).  The design research methodology 
therefore required the primary researcher to be present in the class to observe the students’ activities in 
order to maximize the potential effectiveness of the intervention, and to consult and collaborate with 
the course instructor on how the intervention would eventually proceed.   

Students were organized into small groups of six or seven students by the course instructor, 
based upon their teaching division (i.e., Primary/Junior or Junior/Intermediate).  These groups sat 
together around tables during the face-to-face classes, and participated online in discussions on the case 
studies assigned each week outside of class time.   
 Each week, students were required to complete their assigned readings, the reading of a 
relevant case study, and review a summary of key concepts outlined by the course instructor, that were 
available online in their course’s Knowledge Forum® 4.5 database prior to the class meeting.  In-class 
sessions included lectures by the course instructor and some small group activities that would review 
concepts from the previous week and link them to concepts covered in the present week.  In addition, 
each week a different group was assigned to do a presentation of the relevant concepts covered, with an 
emphasis on linking those concepts to issues in the case study and engaging the class in thoughtful 
discussion.   
 Following each class, students were required to create and post a note on Knowledge Forum 
which raised issues from the case study (and later expanded to allow personal experiences) to the 
concepts and research in the course readings.  The instructor in this way explicitly encouraged students 
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to participate in reflective practice.  The students were also required to read postings from other group 
members, and where appropriate, build on to their ideas, in a process, the instructor continually referred 
to as improvable ideas –where all ideas are considered improvable, and participants work towards 
continuously improving the quality, coherence, and utility of ideas (Scardamalia, 2002).  Students were 
challenged to examine their own ideas and the ideas of their peers critically, in order to develop and 
deepen their understanding of the psychological concepts discussed in the course both online and 
through face-to-face discussions.  

For one of the cases that was developed for use in the course, “Life in an Elementary 
Classroom”, participants examined the case as it pertained to two different sets of readings and 
concepts, over two consecutive weeks.  This was not an isolated occurrence –another case was 
examined at two times during the course as it also was relevant to multiple discussions and was 
challenging in nature.  The usual format of the class was followed in these cases.  The case “Life in an 
Elementary Classroom” was introduced in the course once students had familiarity and comfort 
conducting thoughtful analyses online on several cases, were competent using the online database in 
providing and accessing peer feedback on postings, and received a number of instructor formative 
assessments on the quality of their postings.  Students in the second week of examining the case “Life 
in an Elementary Classroom” viewed the video which was a composite of four expert teachers thinking 
aloud on the very same case.  Follow-up question responses, which were reflective in nature, followed 
the expert teachers’ think aloud of the case.  The teachers in the video were always referred to as 
“experienced teachers” rather than “experts” to the students in order to encourage them to adopt a more 
tenuous stance about the insights and suggestions presented in the video.  The video composite did not 
only highlight concepts that were in line with current research and exemplified best practices.  Some 
controversies were left in the selected video segments of the think aloud in order to gauge whether the 
teacher candidates would be sensitive to these issues; be able to recognize the expert teachers 
experiencing difficulties in sense-making; and be able to demonstrate deep understanding of the issues 
and concepts that were central to the case in the online postings that followed the class where the video 
was shown.  The video, along with a transcript of the video, was made available to the students online 
in their course Knowledge Forum database to aid with their completion of their online posting.  
Students did not have to make direct reference to the video in their posting, but the course instructor 
encouraged them to view the video as another (albeit optional) source from which to raise practical and 
theoretical issues to discuss about the case. 
  Data sources included : a) researcher observations over the duration of the course; b) three 
questionnaires administered at pre-intervention, immediate post-video viewing, and delayed post-
intervention times in order to determine how students viewed the use of case studies, collaboration with 
peers, expertise in teaching, and the efficacy of the video- captured insights of the expert teachers ; c) 
follow-up interviews with consenting students from the course; and d) Knowledge Forum notes of 
students referencing the video of the expert teachers. 

RESULTS AND DISCUSSION 

 Impact of the Video Intervention 
 The first set of research questions focused on the impact of the video-captured insights of the 
expert teachers in terms of students’ perceptions of what they offered in their analyses of the case.  
Students considered the impact of the video in terms of how complex the case appeared upon hearing 
the experts’ insights; whether new practical suggestions were offered; and if the theories and concepts 
in educational psychology were applied in interesting ways in the video.  Data for these three 
dimensions was collected from the immediate post-video questionnaire, and was considered in 
combination with themes obtained from the student interviews.  
 The post-video questionnaire was given immediately after the initial viewing of the video in 
class and these findings are summarized in Table 1.  Results indicated that students felt 
overwhelmingly that the video added new understanding for the complexity of the case (94%). In 
addition, the majority of students responded positively to both the practical insights (82%) as well as 
the theoretical applications (69%) offered by the expert teachers.   

These positive results were confirmed in the delayed post-intervention questionnaire, taken 
two weeks after students had viewed the video, in order to capture any changes over time.  We wanted 
students to reflect on experiences with regular case studies that followed the class where they had 
watched “Life in an Elementary Classroom”, in order to adequately consider case study analysis with 
and without the video-captured thinking aloud of expert teachers in the field. These results are 
summarized in Table 2. 
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In written comments made in the delayed post-intervention questionnaire and in the follow-up 
interviews, students made reference to how access to the video clips impacted their analysis of the case 
study in terms of new understandings about the complexity, as well as theoretical and practical aspects.  
A sampling of these comments has been provided.  For example, a student remarked about the practical 
connections the video provided for the case in her follow-up interview, 

Hearing someone else outside the class with more experience and who actually 
tied it to their real practice is a lot different. Some of the teachers who were 
speaking were pin-pointing some certain things that made me think, ‘hey , that’s 
how it should be’ and it got me to think back to my practicum to connect it more 
with practical experiences. 

 One student describes why the practical suggestions made by the teachers in the video may 
have been perceived to be of greater value than other practical suggestions made by the instructor in 
class or found within the text.  She wrote, 

The video insights provided a better link between theory and practice.  While 
our readings and instructor gives us ideas of what we may want to try in our 
classrooms, hearing these ideas from teachers who have in fact tried them, gives 
the concepts more value. 

 All students who were interviewed made positive references to the practical suggestions that 
the expert teachers made in the video.  However, in terms of the theoretical connections to the case, 
students did not strongly feel that the video offered new insights.  This finding was consistent with data 
derived from the immediate post-video questionnaire and delayed post-intervention questionnaires (see 
Table 1 and 2), where students reported a lower percentage of positive responses in terms of the 
theoretical applications to the case in comparison to the practical suggestions provided in the video.  
This was confirmed in a follow-up interview, where a student stated,  

In terms of the theoretical, it was …I didn’t find it that much easier to go to the 
theory. I don’t know if the teachers that were on the video necessarily used the 
theory that we have been learning about. I think they have their own theories 
behind it, but I’m not sure they actually used the buzz words that we used 
…which in a way made it easier because it shows you that you don’t have to 
memorize all these words to know what you are talking about. 

Student comments in follow-up interviews did consistently reflect a growing sense of appreciation for 
the complexity of the case, after having viewed the video.  The following student’s quote discusses 
how a student may have initially judged the case less harshly prior to the video viewing and how the 
depth of analysis that the expert teachers employed may have prompted the student to take a ‘second 
look’.  She said, 

When I first read it [the case], I first thought, ‘Well, I guess this isn’t a really bad 
teacher. The lesson doesn’t seem too bad’. But when the experienced teacher 
went through it, suggesting things that the teacher could have done to make the 
lesson better, then I realized, ‘Boy, there could have been so many things that she 
could have done better’. So it really brought out that part of it –the complexities 
of the lesson, and the creative ways that a teacher could have gone around 
teaching this one thing.  

The expert teacher insights therefore encouraged students to adopt a more critical view of the 
case. 
 
Students’ Uses of the Expert Teachers’ Insights Online in their Case Study Analyses 

We investigated how students dealt with the additional resource of the video-captured expert 
teachers’ insights when formulating their online Knowledge Forum postings for discussion.  As it was 
not mandatory for students to refer to the video in their postings, we were curious to see how many 
students would explicitly mention the video in some capacity in their postings.  The online database 
was surveyed for all references to the video made in that week’s postings.  The percentage of students 
making explicit reference to the video in that week’s postings was 42%. 

Notes that made reference to the video were coded according to three levels of analysis with 
respect to the expert teachers’ insights: superficial, initial analysis, and detailed analysis.  The majority 
notes (44%) involved some degree of initial analysis, with 28% of notes reaching the level of detailed 
analysis –demonstrating movement towards deep understanding of the concepts through skillful 
integration of theory and practice.  Superficial notes, which only made brief mention of the video 
without elaboration, made up 28% of all notes posted that week.  Therefore, the addition of the expert 
teacher insights did seem to prompt students to deal with them as additional knowledge objects in 
deepening their understanding of the case. 
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Students in follow-up interviews described the process by which they considered the expert 
teachers’ insights when creating their online postings.  One female student commented: 

It was a lot easier for me to do the case analysis, because once I saw the video, I 
was able to relate the text to the case a lot better.  Otherwise I find that I’m there, 
and I’m reading it [the case] and it’s just the way that I see it.  I go back, read the 
text again, go back and read it again, and then I think, ‘okay, now I have to make 
a link with the case study’.  That’s how I saw it.  But with the video, it made it a 
lot clearer for me.  Maybe it was because the teachers were more experienced 
also, and just some of the things they said I never thought of.  And so when I 
went back and read the textbook before I wrote my Knowledge Forum [posting], 
I was able to see more links.  I read through it and it was like ‘oh, that was what 
that person said’ or ‘oh, I remember this person saying that’.  That was just easier 
for me so I really liked the video idea. 

Another student discussed in detail how the use of the transcript that was available online facilitated her 
online posting.  She said, 

So, I didn’t watch the video again at home, but I did go through the transcript, 
and I did cut and paste on Word [word processing program] the ones that stuck 
out for me and the ones I thought that I might be able to relate back to the 
theories in the textbook.  Then I went back to the textbook, and that’s when I 
thought ‘okay, this kind of matches’ and then I went back to the transcript.  I 
found that having the transcript to refer to at home was what really helped me.  I 
had the general idea from watching the video in class, which made me think 
‘that’s going to help me later on when I am writing my posting’ but I definitely 
read the transcript at lot –actually twice.  I went through it to think about 
specifically how the teacher said things and that really helped my posting a lot.  I 
did actually quote the transcript within my posting. 

The quoting of the transcript was observed among most students in the class who connected 
the case at the detailed analysis level in their online postings. 

CONCLUSION 

This research study has contributed to the growing body of research that examines the efficacy 
of case-based methodologies utilizing multimedia as a way of strengthening connections between the 
academic classroom and the educational community.  We found evidence that the video-captured, 
expert teachers’ think aloud analyses on the case study was effective in promoting reflective practice 
among the teacher candidates, and developing a deeper understanding of the practical and theoretical 
aspects of the case.  Teacher candidates, scaffolded by experts’ insights, were able to effectively 
‘widen their lens’ to examine greater complexity within the teaching and learning situation described.  
The design of this intervention study supported the teacher candidates in their journey towards 
becoming adaptive experts, as they made judgments in the face of uncertainty, innovated, and 
continued to learning from their practice (Darling-Hammond & Hammerness, 2005). The pedagogical 
tool of using the video holds great promise for instructors of educational psychology as it addresses 
the need for resources that support the development of practical connections to the theories and 
research which are the foundation of the course.  For Educational Psychology instructors, such videos 
have the potential to extend discourse and deepening students’ understanding of complex concepts. 
The video-captured think-alouds of the expert teachers not only model deep thinking and reflective 
practice, but also allow the novice teachers to compare their own developing ability to analyze a 
classroom situation. The confirmation of many of their own understandings may foster a growing 
confidence in being able to judge teaching and learning situations appropriately.  Such engagement 
with the thinking of experts early in the teacher education program promotes preparedness for 
practicum placements, and supports the development of the novice teacher on their own trajectory 
towards teaching expertise.   
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Table 1 
 
Percentages of Student Responses for the Immediate Post-Video Questionnaire 
_____________________________________________________________________ 
Questionnaire Item    Yes  No  Not Sure 
_____________________________________________________________________ 
 
Have the experienced teachers’ insights 
voiced in the video added new  
understandings about the complexity 
of the case?       94     3        3 
 
 
Have the experienced teachers in the  
video raised practical suggestions for 
the classroom that were new to you?     82   15        3 
 
 
Have the experienced teachers in the 
video applied theories and concepts 
in Psychology and Education in  
interesting ways?      69     5      26 
 
Have the experienced teachers’ insights 
voiced in the video confirmed some of  
your own understandings of the case?   97     3        0 
 
 
_____________________________________________________________________ 
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Table 2 
 
Percentages of Student Responses for the Delayed Post-Intervention Questionnaire Items Evaluating the Efficacy of the Video 
____________________________________________________________________________________________________________ 
Questionnaire        *Total   Strongly Somewhat   *Total    Somewhat       Strongly 
       Item                      Agreement            Agree               Agree                     Disagreement        Disagree     Disagree 
____________________________________________________________________________________________________________ 
Access to the experienced  
teachers’ insights through  
video added to my  
understanding of the practical 
issues in the case.         92.3       53.8         38.5              7.7               6.2        1.5  

 
 
Access to the experienced  
teachers’ insights through  
video added to my  
understanding of the theoretical 
issues in the case.        87.7       38.5                 49.2                        12.3        10.8                 1.5  
 
Having had the experience of 
having the video insights of 
experienced teachers for the case 
“Life in an…”, I wish I had them 
for the other cases.         86.1      53.8      32.3              13.9          7.7                 6.2  
____________________________________________________________________________________________________________ 
*Note: Total Agreement and Total Disagreement represent sum of percentages of “Strongly” and “Somewhat Agree” and “Strongly” and 
“Somewhat Disagree” 
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Abstract 

This paper explores how Cognitive Work Analysis (CWA) can be an effective approach 
for analyzing, designing, and evaluating complex sociotechnical systems such as 
elementary classrooms adopting new handheld technologies.  We view CWA as an 
integral precursor to any design research iteration, enabling the identification of key 
constraints through collaboration with the classroom teacher in order to design effective 
innovations that optimize human-technology interactions.  Through the addition of CWA, 
we may determine why new technologies may fail in their implementation in schools or 
do not have the level of impact on student learning they purport.  We suggest how CWA 
informs the interpretation of results of studies involving handhelds in elementary 
classrooms, our understanding of the human-technology interaction in this context, and 
implications for the design of educational technological interventions. 
 
 
1. Introduction 

 It is anticipated that over the next decade, devices with personal, portable, and 
wireless affordances will become ubiquitous and pervasive among learners (Chan et al., 
2006).  As schools move to adopt handheld technologies within their teaching and 
learning practices, understanding why such technological interventions are met with 
varying success becomes critical in adequately addressing design issues within such 
environments. The success of the human-technology interaction in schools rests upon a 
careful and considerate examination of key constraints impacting implementation at all 
levels –including students, teachers, school administration, social/political considerations 
and the school environment itself.  We explore how a constraint-based approach to 
evaluating technological interventions is critical in designing and evaluating design 
research investigations.  We describe how a design research study involving the 
introduction of handheld computers within an elementary classroom is informed by such 
an approach. 
  Evaluations of the success or failure of human-technology interactions in the 
educational technology literature often occur post-hoc, however the institution of 
schooling is influenced by several levels of constraints that may inhibit the 
implementation of mobile technology.  We have some indication of the challenges or 
constraints that schools face through survey and interview data (Shin et al., in press). 
However, this information does not typically cycle within or influence directly the design 
of our school-based technological interventions.   
  Outside of cognitive work analysis, researchers have already argued that mobile 
devices can address some of the known technological constraints in educational settings:   
For example,  handheld computing devices address the need for a one-to-one ratio (one 
student to one electronic device) necessary for supporting pervasive technological 
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innovation (Brown, 2001); and with their lower costs (Pownell & Bailey, 2000), mobile 
features which support peer collaboration (Woodruff & Nirula, 2005) and individual 
reflection and refinement of ideas (Nirula et al., 2003; Soloway, 2002). Furthermore, 
handhelds have become popular devices to explore when considering the design of new 
technological and pedagogical innovations.  However, handheld mobile technologies 
must also be subject to systematic evaluations prior to implementation in order to identify 
and limit potential constraints that may negatively impact the success of their 
implementation in schools.  As educational contexts vary, we need to identify the 
conditions that best support human-technology interaction in order to predict and plan for 
more effective educational human-tech interactions.  Through adopting Cognitive Work 
Analysis (herein referred to as CWA) as a critical element of the design research 
methodology, we may be able to surmise why new technologies fail in implementation or 
do not have the level of impact on student learning they purport.  CWA may hold the key 
to developing more effective educational technology interventions, by systematically 
addressing potential constraints within the design phase. 
 
2. Cognitive Work Analysis within Design Research 

CWA (Rasmussen et al., 1994; Vicente, 1999) has been shown to be an effective 
approach to adopt in analyzing, designing, and evaluating complex sociotechnical 
systems (Vicente, 1999).  Our modified CWA approach for educational settings, as 
described in this paper, is based primarily upon seminal work of Kim Vicente at the 
University of Toronto.  His work in Human Factors Engineering has been adapted to the 
educational context in order to follow a design approach that begins by understanding a 
human or societal need, and then tailoring technology to reflect various human factors. 
Vicente (1999) describes the human-technology interaction in terms of several key 
conceptual distinctions.  We have maintained most of Vicente’s terminology, however 
we have adapted some phrasing to follow more consistently with the educational context 
and “Knowledge Economy” (Bereiter, 2002a) literature.  Vicente (1999) describes five 
key components in his cognitive work analysis framework: (1) Work Domain –how the 
system may be controlled, independent of any particular “knowledge worker” within the 
school, their tasks or goals (this involves identifying constraints independent of any 
particular task, event, or goal); (2) Control Tasks –the activity that is required in a work 
domain (using a given set of physical resources); (3) Strategies –the cognitive task 
procedures that move the learner from an initial state of knowledge to a more advanced 
state of knowledge; (4) Social- Organizational –how work and goals are distributed 
across knowledge workers, and how communication and cooperation occur; (5) Worker 
Competencies –considers how knowledge workers’ cognitive and psychological 
attributes and capabilities influence how teaching and learning occurs.  The involvement 
of school administrators, teachers, and students is critical in adequately identifying 
potential constraints for the human-technology interaction involving handhelds.   
  CWA can be an important complement methodologically to design research as 
describe by Bereiter (2002b).  Bereiter (2002b) describes four key features that constrain 
the design research methodology in educational research: (1) design research must be 
carried out collaboratively with educators; (2) investigators must also be participant-
researchers –with the pretence of objectivity abandoned in order for the researcher 
working to make something happen; (3) the immediate goal of the research is to find 
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some form of solution created out of an analysis of recent failures; and, (4) design 
research is guided by the vision of sustained innovations dependent upon new goals 
emerging from continual performance analysis.  Within design research, CWA should be 
seen as an integral precursor to any design iteration, as key constraints are identified and 
considered in collaboration with the classroom teacher in order to design effective 
innovations using handhelds in the classroom.  CWA of a school would involve the 
identification of key constraints that face stakeholders –groups of people with differential 
goals and perspectives of the same design problem (Burns & Vicente, 2000). The ‘design 
problem’ described in this paper is that of elementary classrooms dealing with the 
introduction of handheld computers to support collaborative knowledge-building and 
reading comprehension.  We will suggest how the addition of a CWA would inform the 
interpretation of the results of these studies, our understanding of the human-technology 
interaction in this context, and the implications for the design of educational 
technological interventions. 
 
3.  Methods: Designing and Conducting CWA Interviews 
  CWA focuses simultaneously on the task that stakeholders perform, the 
environment in which it is carried out, and the perceptual, cognitive, and ergonomic 
attributes of the individuals who perform the task (Fidel & Pejtersen, 2004).    
Understanding the contextual environment of the study prior to any technological 
intervention becomes critical in uncovering the constraints that affect the human-tech 
interaction at these levels.  
  Based upon the work by Naikar and colleagues (2005) for conducting Work 
Domain Analysis, we describe the following adapted methodological guidelines for 
designing and conducting CWA in an elementary school setting using mobile, handheld 
computers.  The following steps preceded our design research study in order to optimize 
success of each designed innovation using the handhelds: 

1. Observation of the school and classroom procedures under naturalistic 
conditions and obtaining relevant policy and curricular documentation. 

 
2. Individual CWA interviews with teachers, educational assistants, school 

principal and participating students. 
 
3. Focused field observations of participating students and teachers interacting 

with existing technologies in the school and classroom. 
 

4. “Think Alouds” with children and teachers where they described how they use 
various technology and strategies for learning. 

 
5. The researcher provided a composite report summarizing the various aspects 

of the CWA captured within the interviews, observations and ‘think-alouds’.  
Participants verified that the summary accurately described their work 
environment and its constraints and added any aspects that were missed or 
inaccurately captured. 
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6. The researcher and teacher collaboratively devised a small activity that 
introduced the handheld computers to the students.   

  In our current study, CWA interview data was collected from stakeholders who 
included the school principal, an elementary classroom teacher, his educational assistants, 
and students.  Questions span Vicente’s (1999) five key components of a CWA.  Data 
derived from interview questions with the students included, their educational goals, how 
they perceive their classroom set-up influencing their learning and ability to use the 
computers in their classroom, and descriptions of strategies they utilized when 
encountering difficulties in their learning or independent usage of technology. We asked 
in a CWA interview with the classroom teacher about the challenges or difficulties he 
faces when making use of technology in his classroom, in order to gain insight into 
constraints that exist at the worker competency level.  We gained insight from the 
principal into how decision-making for the introduction and maintenance of computer 
technology in the school happens at the social-organizational level.  Data obtained from 
our CWA interviews provided great insight into the design and evaluation of subsequent 
innovations using handheld computer within this context. 
 
4.  Using Human-Technology Interaction Analyses to Identify Potential Constraints 
  Post-analysis from an earlier study conducted using handheld computers in a 
grade two knowledge-building classroom (Nirula et al., 2003) suggested how the addition 
of a CWA would influence the design of future iterations and our current study.  In this 
previous study, students chose (without teacher direction) to develop collaboratively 
created notes that presented ideas about scientific phenomena to their class using the 
available desktop computers in the classroom, despite the availability and familiarity of 
the infrared ‘beaming’ features of their handhelds to facilitate such an activity.  It is 
unclear without having conducted CWA interviews and think-alouds with these students 
as to why desktop computers were more preferable here.  The classroom teacher 
described her difficulties with the small-screen size of the handhelds, making it difficult 
for her to use and conceive of student activities using the handhelds without researcher 
collaboration.  Surprisingly, the children did not seem to be deterred by the screen size 
while being observed using the handhelds, and did not report in follow-up interviews any 
negative experiences due to the small handheld screens.  We must understand under what 
conditions the small screen size of the handhelds becomes a constraint for these young 
learners. 
  Our current study builds upon this work, by addressing these constraints where 
applicable and identifying other potential constraints preceding the design phase.  
Previous research has made us aware of the differential constraints identified by 
stakeholders in the human-technology interaction.  Currently, we are investigating how 
handheld technologies may be supportive of elementary students identified as having 
difficulties with reading.  CWA interviews have been conducted in order to develop 
design iterations that specifically address key constraints revealed in these interviews. 
 
5.  Results and Conclusions 

Preliminary analyses from our current study’s CWA interviews with the teacher 
and his students with reading difficulties revealed the importance of conducting 
individualized training sessions using the handhelds given the unique and varying 
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learning challenges of the students and their differential experiences with technology.  
We learned about the conditions under which students found it ideal to use technology in 
their classroom.  Our CWA interview with the principal pointed to the constraints that 
teachers face when attempting to use existing technology in the school due to the 
“shared” nature of these resources and their perception of their availability and difficulty 
to use.  These results have had direct bearing on the development of training sessions that 
introduce both the students and staff to the new handheld technology in a positive manner 
and eliminate or minimize constraints stakeholders have identified. 

Our study demonstrates that CWA is a promising complement to the design 
research methodology.  Design of innovations should systematically address key 
constraints of stakeholders in order to optimize the success of new, mobile technologies 
in complex and challenging settings, such as elementary classrooms. 
 
6.  Implications for the Design of Educational Interventions 
  A constraint-based approach to examining the complexity of human-technology 
interactions becomes critical in the design of educational interventions that reflect real-
world schools.  CWA enables us to identify the priorities for schools, given the goals and 
constraints of each stakeholder.   
  CWA results should directly be considered in the design of pedagogical 
innovations and must influence how the implementations of new, mobile, technologies 
within classrooms happen.  Data from CWA may provide educational researchers with 
the necessary platform from which to suggest recommendations, and prompt developers 
to consider schools explicitly within their design decisions.  We suggest that CWA 
should be seen as a vital component in the development and testing of educational 
software applications, as this process may point to political, organizational, team, 
psychological and physical human factors (Vicente, 2003) that may impede technology 
usage and implementation in schools.   
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EFFECTIVE LEADERSHIP THROUGH MENTOR COACHING 
 
 
Mary E. Nolan, Ed.D.  Mentor Group   Bay Mills Community College Brimley,Michigan 
President.Mentor Group an international network of behavioral specialists working 
with individuals and organizations to reach their potential.  Presently, adjunct Professor 
Distance education including a course on Mentor Coaching for Bay Mills Community 
College.  Formerly, Program Director, Kauai Head Start 
 
Dawn W, Skaggs, M.S.  University of Hawaii, Manoa 
Mentor Group colleague.  Affiliated with the Universiity of Hawaii, Manoa 
Center for Family Studies   Special Projects Coordinator 
 
                     The ancient art and science of Mentor Coaching is enjoying a renaissance 
not only in corporate American but in Education as well.   Mentoring is a relationship 
where a more experienced person supports, nurtures and shares experiences with a less 
experienced person.  Coaching is more of a skill building and content sharing activity. 
The Head Start Bureau, Department of Health and Human Services began a series of 
Mentor Coaching initiatives after the Head Start Re-authorization Act in 1998. Most of 
these efforts focused on early literacy outcomes. 
                        This presentation will present an overview of Dr.Nolan’s recently 
published book, Mentor Coaching and leadership in early care and education 
Clifton Park, NY  Delmar Thomson   ISBN 10-4180-0584-9.   Topics include; 
Planning, Leadership, Change, Communication, Learning, Values, Cultural Competence 
Creativity and Emotional Intelligence. 
                          The value of Mentor Coaching has been well-documented and has often 
been a life-altering experience.  Most mentor coaching happens informally.  Whether 
informal or formal this presentation will suggest some guidelines and activies that will 
improve the quality of the relationship.   
                            Planning is the first element looked at and refers to the adage, “If you 
fail to plan, you plan to fail”    Identifying; time, personnel, training and support if really 
necessary for a successful program 
                            Leadership is a nebulous concept that varies as situations and 
organizations vary. The road to leadership, steps to be taken can shorten the path and 
ensure a successful model of leadership. 
                            Change is the core process of what goes on in a mentor coaching 
relagtionship.  Understanding and managing the phases of change can help reduce  
resisttance and accelerate the change process 
                            Communication  is the “Breakfast of Champions”   Developing the 
skill set of communication moving to true “dialogue” a sharing and true acceptance of 
both partner’s views and values. 
                              Learning how one prefers to learn can enhance the dialogue 
relationship as the partners learn about each other’s learning style. The Mentor Coach’s 
Job is to assist the protégé in finding their “voice”, not imposing their own.  A 
Learning Style’s Survey will be available at the session and those not able to attend mayy 
receive it through the Mentor Group    Email: mentorcoach1@aol.com 
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                              Values are significant in a Mentor Coaching relationship as they are 
the underlying motivators of why we do what we do.  Exploring this area adds to the 
richness of the Mentor Coaching relationship. 
                              Cultural  Competence understanding and appreciating others cultural 
and ethnic backgrounds helps broaden horizons and add to one’s empathy and 
appreciation of others.  A genogran process is suggested to use as a family systems tool. 
                             Creativity and Innovation are needed, in order to meet the demands 
of  today and tomorrow. Einstein says the solution to a problem is different than the 
when the problem was created.  CNN, the news people talk about the world as your read 
this is already a different workd. 
                            Emotional Intelligence tells is that not everything learned is learned in 
school. The ability to develop “street” smarts, understand your own and other’s behaviors 
and use one’s intuitive powers is what raises some people to higher levels of 
effectivenss than others. 
 
Selected Resources 
 
Crane, T. (2001)  The heart of coaching: Using transformational coaching to create a 
high performance culture  San Diego, CA. FTA Press. 
 
Jorde-Bloom, P. (1997) Leadership in early care and education  Washington DC 
NAEYC 
 
MENTOR/National Mentoring Partnership (2005) “Elements of effective practice” 
Alexandra, VA   National Mentoring Institute 
 
Putting the pro in protégé;A guide to mentoring in Head Start and Early Head Start 

2001  American Institute of Research #105-94-2020 Washington DC   US  
Department of Health and Human Services Administration on Children, Youth 
and Families   Head Start Publications 

 
Stoddard, D. (2005)  The heart of mentoring   Colorado Springs, CO   NavPress 
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23 Years After “A Nation At Risk:” Are We Still? 
 
Dr. Julie M. Norman, Ed.D., CEcD, CWDP 
President, Julie Norman Associates, LLC 
5 Bethel Road 
Charleston, WV  25314 
julie@julienormanassociates.com 
 
The 1983 publication “A Nation At Risk: The Imperative For Educational Reform” 
produced waves of reformation that continue today.  However, the underlying 
concerns prompting this report remain.  The economic success of the United 
States continues to be challenged by emerging nations seeking prosperity 
through global trade.  Education is one factor in meeting this challenge, but 
workforce development is equally important in the quest for continued American 
economic success.  Workforce development professionals who understand the 
challenges of serving clients in today’s global market can drive economic efforts 
that can meet challenges of the world one community at a time. 
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Abstract 

This study examined the extent to which mathematics and science instructors were 

comfortable with and used cooperative/collaborative learning (CCL) strategies in their 

undergraduate classrooms as well as their students’ perceptions of CCL instruction.  

Surveys were administered to both faculty and students at the end of a semester.  Results 

indicated both faculty and students value CCL strategies although there were non-

significant discrepancies between faculty and student perceptions about the amount of 

CCL activities actually occurring in the classroom.   Both groups rated CCL as important 

for improving teamwork, communication, and interpersonal skills needed for the 

workforce.   
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Introduction 

 Much has been written about how classroom learning can be improved by using 

collaborative/cooperative (CCL) learning strategies.  Although the idea of cooperative 

learning has been in existence since the advent of the one-room school, the instructional 

technique has been popularized in recent years by Johnson and Johnson (1985, 1989, 

1994) and Johnson, Johnson, and Smith (1991, 1998) along with many other researchers 

(Beckman, 1990; Lord, 2001; Felder & Brent, 2001, 2003; Williamson & Rowe, 2002) .  

Currently, there are well over 6000 citations in the ERIC database alone citing data-based 

research articles and testimonials addressing the advantages and/or limitations of 

cooperative learning.  A simple Google search leads to more than 69 million citations. 

Researchers continue to document the effectiveness of cooperative learning.  

James (2005) investigated the effectiveness of group work in the college classroom to 

determine whether groups scored higher than individuals on in-class assignments and 

whether students in groups learned more than students studying alone.  The outcomes of 

both questions favored the individuals working in groups.  Peterson and Miller (2004) 

compared student perceptions of their experiences during cooperative work with those of 

students in large-group instruction classes.  Students in cooperative groups reported a 

greater degree of involvement and higher levels of motivation as well as greater task 

importance than students in the large instruction groups.   

Yazici (2005) looked at learning styles of junior/senior level business students 

and MBA students.  Findings indicated that undergraduate and graduate students prefer to 

learn collaboratively although undergraduates prefer more guidance and structure than 

graduate students.  Likewise, Gupta (2004) found beneficial effects of cooperative 
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learning in physical sciences classes at the university level.  There are also studies which 

do not support cooperative/-collaborative learning.  Wehrs (2002), for example, found 

CCL techniques were no more effective in an Introductory Information systems course 

than regular class instruction.  Perhaps this suggests that some subject areas are 

potentially better suited for this instructional strategy than others might be.   

Cooperative/collaborative learning is important not only in academic settings, but 

in the work place as well.  Several studies have shown that the demand of today’s work 

place calls for the ability to manage diversity, handle divergent opinions and ideas and 

participate in group decision processes (Freeman, 1996).  There is empirical evidence that 

project teams “outperformed the best group member” (Michaelsen, Watson, & Black, 

1989).  Bruffee, Palmer, Gullette, and Gillespie (1994) argued that “learning occurs 

among persons” and that through group work, students learn “judgment, interdependence 

and consultation.”  Furthermore, learning “effective interdependence in an increasingly 

collaborative world” helps students acquire the flexibility and adaptability needed to 

handle change. 

Five essential components are necessary for true CCL groups.  These include 

commitment to a common goal, promotion of one another’s learning and success, 

individual and personal accountability, interpersonal and small group skills, and the 

ability to assess the effectiveness of the group (Smith & Waller, 1997). 

In a National Association of College and Employers (NACE, 1995) survey, 

employers ranked interpersonal and teamwork skills second and third among the nine 

skills they desired in college graduates.  Oral communication was ranked first.  In 

NACE’s 2004 Job Outlook survey, employers once again rated communication skills as 
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the most important skill with interpersonal skills and teamwork skills tying for second 

place in the twenty ranked skills.  According to the NACE report, "Our surveys have 

found that, regardless of the job market, employers want to hire those candidates who can 

complement their work-related skills and experience with the interpersonal and 

communication skills so critical to workplace success." (NACE 2004). 

 Much research indicates that the more students engage in CCL group work, the 

more they understand what they are learning and the better they feel about their classes, 

their classmates, and themselves.  This in turn leads to more positive peer relationships 

which often impacts upon student retention, as well as overall learning. 

Cooperative/collaborative group work provides students with opportunities to practice 

oral communication skills, to work collaboratively with peers, to form friendships with 

peers and to increase learning through active participation.  All of these outcomes impact 

upon student retention and, as demonstrated by the NACE Job Outlook Surveys (2004), 

impact upon later success in the work force. 

 Most course-directed learning is focused on field proficiency or content 

knowledge.  The employers in the NACE studies ranked interpersonal and teamwork 

skills over field proficiency.   

In the current work place, collaboration and cooperation is needed in most of the 

work we do.  Surgeons work as a team.  Construction workers work together when 

constructing buildings.  Researchers work together when developing solutions to 

problems.  How and when do students learn these cooperative skills?  Although many 

instructors employ CCL approaches as one of their variety of instructional strategies, not 

all do.   
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Statement of the Problem 

Thus, the purpose of this study was three-fold:  1) to determine the extent to 

which instructors at a small historically black institution use CCL strategies to provide 

math and science students with the opportunity to acquire the “transferable” skills that 

employers desire in college graduates; 2) to determine to what extent instructors are 

informed and comfortable about the use of CCL groups in the classroom; and 3) to 

determine their students’ perceptions of cooperative/-collaborative instruction. 

Method:  Study 1 
 

In order to respond to the research questions, the study was divided into two parts.    

Study 1 investigates the faculty’s perception of the use of CCL techniques and Study 2 

looks at the students’ perceptions of the cooperative/-collaborative learning process. 

Participants 

Participants included 103 mathematics and science faculty members (27% female; 73% 

male) from seven departments at a small (student population ~3,375) historically black 

university on the East coast.  The academic ranks of the faculty respondents were: full 

professors, 19.5% (8), associate professors, 17.1% (9), assistant professor, 26.8% (11), 

and teaching assistant/instructor, 36.6% (15).  A majority of the faculty taught between 9 

to 12 credits hours (53.7%), while the rest taught less than 9 credits (26.8%) or over 12 

credits (19.5%).  Overall, most of the faculty respondents were full time and a majority 

were teaching 3-credit upper level courses (300 & 400 level courses).  This suggests that 

a majority of the respondents were more likely teaching the students surveyed in Study 2.   

2007 HICE Proceedings 
Page 4100



Cooperative/Collaborative Learning 7

Instrument and Procedures 

 
 The Cooperative/Collaborative Learning Survey for Faculty was developed to 

measure faculty members’ views toward using CCL strategies in their classrooms.  More 

specifically, it looked at the extent to which they used this instructional technique and 

how knowledgeable and comfortable they felt using it.  The survey instrument was 

analyzed by the research team to determine whether the questions were content valid.  

The final Faculty Survey consisted of 20 questions using a five point Likert scale ranging 

from Strongly Disagree (1) to Strongly Agree (5) plus a short biodata section. 

In late Fall 2005, the survey instrument was administered to all faculty members 

in the Departments of Mathematics and Computer Sciences, Agriculture, Technology, 

Natural Sciences, and Engineering and Aviation Sciences.  Surveys were delivered to the 

departmental administrative assistants who subsequently distributed the surveys to each 

faculty member either during the faculty meeting or via their departmental mailbox.  

They then collected the completed surveys.  To increase the returns, one member of the 

team called or visited the administrative assistants several times to ensure that sufficient 

reminders were sent out. 

Method:  Study 2 
 
Participants 
 

In fall 2005, the university’s undergraduate student population was 3,775.  

Science majors (1,422) constituted about 38% of student population and there were 23 

science degree programs out of a total 42 undergraduate programs.  Actual respondents 

included 114 seniors (58%), 68 juniors (35%) and 13 sophomores (7%).  One hundred 

and twenty-two or 62% were female and 75 or 38% were male.  The ethnic composition 
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was 71.5%, African American, 11%, Caucasian American, 10%, International students 

and the rest were Native American or Asian American (1%). 

Instrument and Procedures 

The Cooperative/Collaborative Learning Survey for Students was developed to measure 

students’ perceptions toward using CCL strategies in their classrooms and to determine 

whether students were actually engaged in CCL work within their classes.  Again, the 

survey instrument was analyzed by the research team to determine whether the questions 

were content valid.  The final Student Survey instrument consisted of 11 questions using 

a five point Likert scale ranging from Strongly Disagree (1) to Strongly Agree (5) plus a 

short biodata section. 

The survey questionnaire was administered to all 200 students enrolled in 3-credit 

upper level (300 & 400) undergraduate science courses with a minimum of seven 

students.  Freshman and sophomore mathematics and science courses (100 & 200 level)  

were eliminated because those courses are likely to have a relatively high number of non-

science majors.  In addition, laboratory and internship courses, graduate level courses 

(600 level) and non 3-credit hour courses were excluded from the classes surveyed.  In 

addition, courses within programs that have fewer than 10 students (majors) were not 

sampled because the courses offered within those majors were likely to have low 

enrollments (fewer than seven students).  It is argued that CCL assignments are likely in 

classroom situations where the faculty member can achieve workload management 

efficiencies by using such strategies.  Thus, the degree programs surveyed included only 

the following:  General Agriculture, General Biology, Environmental Science, Aviation 

Science, Computer Science, Rehabilitation Counseling, Exercise Science, Technology 
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Education, General Engineering, Construction Management and Technology, Nursing, 

Pharmacy, Physician Assistant and Rehabilitation Services, Mathematics and Chemistry.  

Among these majors only Biology (22%), Computer Science (16%) and Physician/ 

Rehabilitation (13%) programs had relatively high student populations.  Although the 

survey was administered just before the last day of class and the last day of class for 

graduating seniors was past, graduating seniors and absentee students were relatively 

small and were not likely to introduce any survey biasi.  The week before the surveys 

were administered, email letters were sent out to the departmental chairs and faculty to 

inform them about the purpose of the survey and to solicit their cooperation.  Each class 

surveyed was visited by a member of the research team and the survey was administered 

to students just before or after class  

Results 

The faculty survey was administered just prior to final exams, which most likely 

contributed to the total survey returns being only 39% (41 out of 103 faculty members).  

Survey literature suggests that low returns for mail surveys are not unusual and a 30% 

return may be adequate.  Overall, faculty participation was adequate to ensure useful 

returns.   Because of the small number of returns, it was decided to analyze the data by 

collapsing Strongly Agree and Agree categories together and to likewise collapse 

Strongly Disagree and Disagree categories.  The faculty survey responses (see Table 1) 

suggest a majority of faculty believe that Cooperative/Collaborative Learning (CCL) 

techniques are a beneficial way for students to learn (78.1%).  They also believe that 

CCL activities help students improve their teamwork skills (85.4%), their communication 
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skills (78%), and interpersonal skills (73.1%), and that CCL activities help students 

prepare for the workforce (73.1%).   

Although many of the faculty respondents indicated that they were knowledgeable 

about CCL activities (70.7%), used the technique (68.3%) and emphasized the 

importance of teamwork in their classroom activities (77.5%), they were nonetheless 

interested in learning more about the technique (83.4%) and increasing its use (65.9%).  

There was less agreement that faculty offered training to their students about how to 

teach other (61%), setting up CCL groups (63.4%), and providing group instructions 

(63.4%).  This lower agreement may be indicative of the desire for some related CCL 

training.   

Most faculty members preferred to grade CCL activities on an individual and 

group basis (55%) as opposed to group only (23%) or individual only (30%) basis.  There 

was relatively low use of competitive team assignments (45%).  

When comparing student and faculty responses, more students than faculty (see 

Table 2) believed CCL activities are a beneficial way to learn (86.5% versus 78.1%).  

Likewise, students were more likely to believe that CCL activities help students improve 

their interpersonal skills (87% versus 73.1%), prepare them for the future workforce 

(88% versus 73.1%), and aid in improving communication skills (89% versus 78%).  

 However, relatively fewer students agreed that faculty members provided training 

for CCL activities (51.5% versus 61%) and used CCL activities in their courses (61.3% 

versus 68.3%).  Moreover, it is interesting that the majority of students indicated that they 

learned more from CCL activities than on their own and wanted more cooperative/-

collaborative learning activities in their classes (62.9%). 
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Discussion 

The Cooperative/Collaborative Faculty and Student Surveys revealed that both 

groups of individuals saw value in using cooperative/collaborative instructional strategies 

within the classroom setting.  Both faculty and students agreed on the types of benefits 

one could receive in terms of learning, teamwork, collaborative skills, communication 

skills, and possible benefits for the future workforce.  While there were some 

discrepancies between the faculty and student perceptions in the amount of 

cooperative/collaborative activities actually occurring in the classroom, this difference 

was not significant. 

Perhaps the most interesting finding to come out of this study is that faculty and 

students agree with employer surveys about skill areas of importance (communication 

skills, interpersonal skills, teamwork skills) for future job holders and that they 

understand that cooperative/collaborative teaching techniques are an effective way to 

foster these skills.  Perhaps today’s university faculty no longer exists in the “ivory 

tower” environment that others in the workforce have so often perceived them of being. 

A major limitation of this research project was the timing of the survey 

administration.  Although student response rate was high, faculty response rate was low.  

Asking faculty to complete a survey during the last weeks of the semester was definitely 

poor timing, but something which could not be avoided.  A future study might consider 

requesting faculty to complete a questionnaire during a university-wide faculty meeting 

or during individual departmental faculty meetings.  

It is suggested that future research might look at faculty and student perceptions 

of cooperative/collaborative learning prior to and following workshop instruction on 
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ways to incorporate CCL into the college setting.  Based upon survey results, areas for 

instruction might include information of a variety of CCL strategies, information on how 

to train students to work effectively in CCL groups, and how faculty should grade CCL 

activities. 
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Table 1: Summary of Faculty Survey Results 

Survey Question (N=41) Tend to agree  
% (#) (5,4) 

Tend to disagree 
% (#) (2,1) 

Mean  
(STD) 

Rank 

1. I am knowledgeable about CCL 
techniques. 

70.7% (29) 14.7% (6) 3.78  
(1.09) 

10 

2. I use in-class CCL activities. 68.3% (28) 24.4% (10) 3.51  
(1.10) 

14 

3. I set up long-term CCL projects 
that are done outside of class. 

41.5% (17) 48.8% (20) 2.93  
(1.29) 

19 

4. I know how to set up CCL 
groups. 

63.4% (26) 17.1% (7) 3.59  
(1.14) 

13 

5. I provide instructions to my 
students outlining how the groups 
are to proceed. 

63.4% (26) 21.9% (9) 3.54  
(1.19) 

12 

6. I offer training suggestions to 
my students about how to teach 
one another.  

61% (25) 19.5% (8) 3.49  
(1.05) 

15 

7. I provide scoring criteria ahead 
of time so students can see how 
they will be graded as individuals 
or groups. 

68.3% (28) 14.7% (6) 3.68  
(1.06) 

11 

8. I grade CCL activities on an 
individual basis only. 

30% (12) 42.5% (17) 2.88  
(1.02) 

20 

9. I grade CCL activities on a 
group basis only. 

23.1% (9) 59% (23) 2.59  
(0.99) 

21 

10. I grade the CCCL on an 
individual and group basis. 

55% (22) 32.5% (13) 3.30  
(1.22) 

16 

11. I emphasize the importance of 
teamwork in CCL class projects. 

77.5% (31) 17.5% (7) 3.85  
(1.00) 

8 
 

12. I believe CCL activities help 
students improve their 
communication skills. 

75.6% (31) 9.8% (4) 4.05  
(.97) 

4 

13. I believe CCL activities help 
students improve their 
interpersonal skills.  

73.1% (30) 14.6% (6) 3.93  
(1.03) 

6 

14. I believe CCL activities help 
students prepare for the future 
workforce. 

73.1% (30) 12.2% (5) 4.00  
(1.003
) 

5 

15. I believe CCCL activities help 85.4% (30) 4.9% (2) 4.29  1 
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students improve their teamwork 
skills. 

(0.84) 

16. I believe CCL activities help 
students improve their 
communication skills. 

78% (32) 12.2% (5) 4.05  
(1.00) 

3 

17. I give my class competitive 
team assignments. 

45% (18) 40% (16) 3.13  
(1.24) 

17 

18. I believe that CCL is 
overrated as a teaching technique. 

36.6% (15) 41.5% (17) 3.05  
(1.18) 

18 

19. I believe CCL activities are a 
beneficial way for students to 
learn. 

78.1% (32) 4.8% (2) 3.93  
(0.85) 

7 

20. I am interested in using more 
CCL activities in the courses that 
I teach. 

65.9% (17) 7.3% (3) 3.83  
(0.89) 

9 

21. I am interested in learning 
more about CCL activities. 

83.4% (35) 4.8% (2) 4.07  
(0.78) 

2 

 

 

Table 2: Summary of Students’ Survey Results 
 
Survey Questions (N=197) Tend to agree  

% (#) (5,4) 
Tend to disagree  
% (#) (2,1) 

Mean  
(STD) 

Rank 

1. My class uses CCL 
(teamwork) to solve 
problems 

61.3% (122) 28.6% (57) 0.33  
(0.893) 

11 

2. My instructor provides 
training about how to 
work together in CCL 
teams 

51.5% (103) 34% (68) 0.18  
(0.910) 

10 

3. I believe CCL activities 
are a beneficial way to 
learn 

86.5% (173) 7% (14) 0.80  
(0.552) 

6 

4. I believe CCL activities 
help students improve 
communication skills 

90.3% (177) 3.6% (7) 0.87  
(0.433) 

2 

5. I believe cooperative/ 
collaborative learning 
activities help students 
improve interpersonal 
skills 

87% (174) 5% (10) 0.82  
(0.499) 

5 

6. I believe CCL activities 
help students prepare for 
the future workforce 

88% (176) 4% (8) 0.84  
(0.464) 

1 
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7. I believe CCL activities 
help students improve 
teamwork skills 

88.8% (175) 3.6% (7) 0.85  
(0.445) 

3 

8. I believe CCL activities 
help students activities 
improve communication 
skills 

88.9% (177) 5% (10) 0.84  
(0.486) 

4 

9. I learn more from CCL 
activities than on my own 

57.5% (115) 19.5% (39) 0.38  
(0.793) 

9 

10. I find CCL activities 
very motivating 

65.6% (128) 12.3% (24) 0.53  
(0.705) 

7 

11. I wish more CCL 
activities were given in 
this class 

62.9% (124) 14.2% (28) 0.496  
(0.733) 

8 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                                                 
i For example, in one class with about 18 students, the instructor reported only two graduating seniors. 
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ABSTRACT 
 

  The main purpose of the present study is to investigate the construct of resilience 

within the Gifted / ADHD student population.  The factors that contribute to the academic 

success of these exceptional students, including both vulnerability and protective factors, will 

be examined.  The criteria needed to achieve success and competence within this particular 

sample will be discussed, as well as the education implications. 

 Deficit-focused models have been historically applied to children at risk for problems 

in development due to genetic or life circumstances (Masten, 2001).  The primary rationale 

for research in the area of resilience has been to provide a positive view of children’s 

learning, development and adaptation (Masten, 2001).  As such, resilience research provides 

directions for policy and practice which is aimed at enhancing the development of children at 

risk for academic and/or social-emotional problems (Masten, 2001). 

 The focus of this research will be on gifted students who have a clinical diagnosis of 

ADHD, and as such, experience difficulty with attention, regulating emotion, and impulsivity.  

These “twice exceptional” students are at a greater risk for social and emotional problems due 

to asynchronous development (Mendaglio, 1995), as well as academic underachievement 

(Neihart, 2006).  Neihart (2006) notes that these students are excellent conceptual thinkers, 

have strong verbal skills and original ideas.  However, they may have great difficulty with 

written output and organization.  In addition, the difficulties they face regulating emotion, 

arousal, and controlling impulsive behavior typically result in difficulty with peer relations 

(Mendaglio, 1995). 

 The intention of this proposed study is to examine the variables that impact resilience 

and positive adaptation in an educational setting of gifted children with ADHD.  This study is 

designed to answer the following research questions.  First, what factors promote resilience in 

gifted children with ADHD?  Second, based on the work of Luthar, Cicchetti & Becker 
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(2000), what are the moderators and mediators or risk factors that may impact the 

development of gifted children with ADHD?  Finally, what are the factors that impact the 

likelihood of academic success and the positive social / emotional adjustment of Gifted / 

ADHD students in an educational setting? 

In studies conducted previously in the area of resilience, two main types of research 

have been discussed (Masten, 2001).  These include variable-focused studies with a 

quantitative focus, and person-focused studies with a qualitative focus.  The type of research 

measures implemented in this study will be primarily quantitative.  However, 3 or 4 

participants in each of the three groups (gifted; ADHD or gifted/ADHD) will be interviewed 

based on their level of competence and academic success. 

 In summary, resilience research has been evident in the literature for the last forty or 

fifty years (Masten, 2001).  In the field of psychology as well as gifted education, resilience 

research appears to be increasingly more evident.  However, studies of resilience in twice 

exceptional students, such as the Gifted / ADHD children, are sparse in the literature.  

Consequently, such research is needed to understand the factors which mediate or promote 

resilient behavior in gifted children with ADHD. 
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6. Project Abstract: 

 
Learning a foreign language can enrich early childhood education by helping a child 

to comprehend written languages faster and possibly learn to read more easily 

(Bialystok, May 1997).  

Japanese101.com is an appealing and convenient way to learn and teach the 

Japanese Language.  The website serves children from preschool through 

elementary school and the adults who care for them. We match our Japanese 

learning videos to the needs of children at each developmental stage of their 

childhood with special content to help adults make the most of every learning 

opportunity. Because kids learn in different ways and with different media and have 

different strengths, there is a collective impact when educational content is streamed 

online on your time.  Watch any or all of our digital Japanese lessons with a few 

clicks of your mouse you can start, stop, pause, rewind, fast-forward and play your 

video again without a VCR with your child on your time and learn directly from the 

comfort of your own home (pajama's not included). 

 

Project Paper: 
A new national report on the quality of preschool services underscores that Hawaii like 

much of the nation, still has much work to do in the area of early childhood education 
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(The Honolulu Advertiser, March 27, 2006). To enrich early childhood education, 

learning a foreign language can really help a child comprehend written languages faster 

and possibly learn to read more easily.  Figuring out the rules for two different kinds of 

writing systems (English and Japanese) helps children understand each system better.  

(Bialystok, May 1997).  

 

Provide Entertaining Japanese Language Education 
Students will develop an urge to return to Japanse101.com not because it is educational 

but because it is fun & exciting (Stambor, 2006).  I call this “disguised education.”  Let 

children watch our programs on their time and learn directly from the comfort of your 

own home. 

 

Our goal is not only to provide students exciting classroom lessons or resources 
but also targets rural children 
There are approximately 22,000 rural school students in the State of Hawaii.  The 

22,000 students served by Hawaii’s rural schools rank among the nation’s most 

impoverished and most transient; the state’s schools have the highest percentage of 

minority students and the 4th highest percentage of students learning the English 

language (Why Rural Matters 2005, and Setzer, 2005).  Rural school students can 

access our videos thereby supplementing their own curriculums with courses not 

offered in their rural community due to the lack of teachers because of district 

administrative budget restraints. 

 

Supporting the Teaching Process 
Providing Access to Handouts and Notes Online 

Online technology can be used as a provider of class materials such as homework 

assignments or class handouts.  Children and their parents will be able to check their 

homework, tests and quizzes, its answers, lecture notes, and download handouts from 

lectures.  (www.japanese101.com/videos/V2001.htm) Click on videoplayer to view 

handout. 
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24/7 Reference 

Distance learning allows you to study at your own pace.  Distance learning 

provides children and their parents the flexibility of studying at a their own speed 

and intensity.  Also, distance learning allows you to catch up with everything in 

class easily.  If a child wanted to rewrite their class notes the child could log on to 

the Internet and replay streaming video of the days lecture.  With the advent of 

distance learning, if you are sick, out of town or bad weather prevents a child 

from attending school they can login to the Internet and watch important lectures 

and not miss class. 

 

Create Virtual Classrooms 

Conduct inexpensive collaborative, live training sessions with Japanese 

language instructions and students in different locations, complete with 

multimedia presentations, cartoons and music.  Classroom sessions can be 

recorded and shared, allowing students the opportunity to review content even 

after the live event is over.   

 

Provide Instant Access 

Ensure participation by eliminating technical barriers.  Automatically publish your 

courses using Macromedia Flash Player, already installed on 98% of browsers 

worldwide, so students can instantly access training without cumbersome 

downloads.  

 

Incorporate Your Existing Content and Easily Update Content 

Manage course content with a fully searchable content library, which makes it 

easy to find, retrieve, reuse, and update existing online videos.  
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Integrating Other Subjects such as Mathematics, Physical Education, 
Ethics, and Social Study. 
Integrating Foreign Language and Content Instruction in the classroom is called 

content-based instruction.  Content-based instruction is a method of teaching 

foreign languages integrating language instruction with instruction in the content 

area. In this approach, the foreign language is used as the medium for teaching 

subject content, such as mathematics, social studies, or science. The goal of 

integration is both language learning and content learning. Content-based 

classrooms are not merely places where a student learns a secondary language; 

they are places where a student gains an education. The language that students 

use comes from natural situations, such as a science unit on the solar system or 

a math lesson on counting numbers (www.japanese101.com/videos/V1002.htm). 

 

Measuring the Impact of Japanese 101.com on the Teaching Process.   
Evaluation Methods 

Distracter: The distracter, for all its strengths, is a fairly crude instrument.  It tells 

you that a child understands what is happening on the screen and as a result is 

paying attention.  But it doesn’t tell you what the child understands or, more 

precisely, it doesn’t it tell you whether the child is paying attention to what he or 

she ought to be paying attention to.  Check what parts of the video managed to 

hold the students’ attention and what parts didn’t  (Gladwell, p106 and Harvard, 

Sesame St. Team Up in Course, 2005). 

 

Eye Tracking:  Eye movement research is base on the idea that the human eye 

is capable of focusing on only a very small area at one time.  If you can track 

where someone’s fovea, (clustered in a small region in the very middle of the 

retina) is moving and what they are fixating on, in other words, you can tell with 

extraordinary precision what they are actually looking at and what kind of 

information they are actually receiving (Gladwell, p108).   
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Conclusion 
Japanese101.com is an appealing and convenient way to learn and teach the 

Japanese Language.  Students will develop an urge to return to Japanse101.com 

not because it is educational but because it is fun & exciting.  Distance learning 

allows you to study at your own pace.  If you can hold the attention of children, 

you can educate them.  Children don’t watch when they are stimulated and look 

away when they are bored.  Children watch when they understand and look away 

when they are confused.  If you are in the business of educational streaming 

video, this is a critical difference.  It means if you want to know whether and what 

children are learning from your content, all you have to do is to notice what they 

are watching (Harvard, Sesame St. Team Up in Course, 2005).  

Japanese101.com is an ideal learning and teaching method.  Learning a foreign 

language can enrich early childhood education by helping a child to comprehend 

written languages faster and possibly learn to read more easily.  

2007 HICE Proceedings 
Page 4119



Bibliography, Attachments & useful links 
 

1. Bialystok, Ellen. “Fluency in a Foreign Language Could Help Children Master 
Reading Faster” American Psychological Association Journal, York University 
May 1997, Vol.33, No.3.  

 
2. 2006 “Preschool Report Says Hawaii Must do Better” The Honolulu 

Advertiser, March 27, A 8. 
 

3. 2006 “Isles rate No. 15 in Preschool Spending-A National Report Concludes 
that More Hawaii Youngsters should have Access” Honolulu Star-Bulletin, 
March 27, A3.   

 
4. 2005 “Why Rural Matters 2005” White Paper Hawaii Rural Schools  

page 45 (www.ruraledu.org). 
 

5. Setzer, J.C., and Lewis, L. 2005. “Distance Education Courses for Public     
Elementary and Secondary School Students” 2002-03 (NCES 2005-010)     
U.S. Department of Education. Washington, DC: National Center for  
Education Statistics.   

 
6. 2005 “Harvard, Sesame St. Team Up in Course” The Boston Blobe, Boston 

.com (www.boston.com/news/education/higher/articles/2005/04/10) 
 

7. Stambor, Zak and Monitor staff. 2006 “How Laughing Leads to Learning”  
Monitor On Psychology Volume 37, No. 6 June 

 
8. 2001 “Television as a Teaching Tool-the Creation of Sesame Street”  

Talk to Your Baby (www.literacytrust.org.uk/talktoyourbaby/sesameSt.html) 
 

9. Gladwell, Malcolm, The Tipping Point.  How Little Things can make a Big 
Difference, Little, Brown and Company, New York. Boston 

 
10. Cotton, Kathleen, 1988. “Monitoring Student Learning in the Classroom” 

School Improvement Research Series, Close-Up #4, 
(www.nwrel.org/scpd/sirs/2/cu4.html) 

 
11. Hobbs, Vicki.2004. “The Promise and the Power of Distance Learning in   

Rural Education” The Rural School and Community Trust 
(www.ruraledu.org/site/apps/nl/content3.asp?c…EFEF2E) 

 
 

2007 HICE Proceedings 
Page 4120



 
 
PDS2: Organizational Structure and Lessons Learned on 
a Large Scale Assessment 
 
Abstract for panel session at the 2007 Hawaii International Conference on 
Education 
 
Topic Area of Submission: Other Areas of Education (Educational 
Assessment, Research, University/ School Partnerships) 
 
Presentations Format: Panel Session 
 
Authors: Susan L. Ogletree 
Harley G. Granville 
August O. Dale 
 
Affiliation: Georgia State University College of Education  
Mailing Address: P.O. Box 3977 Atlanta, GA 30302 
Email Address: erbslo@langate.gsu.edu 
Phone Number: 404-651-3684 
                            404-651-3951 
Fax: 404-651-4683 
 
 
Abstract: 
 
The 2006-2007 school year begins the second year of Professional Development 
Schools Partnerships Deliver Success (PDS2).  This is a 5.6 million dollar 
federally funded five-year grant that implements and assesses the effectiveness 
of the PDS2 model. The PDS2 formed partnerships with 24 schools from four 
different school systems in the metropolitan Atlanta Area. The participant schools 
are broken down into 12 PDS2 schools in which feeder patterns were established: 
one elementary, middle school, and high school. Twelve comparison (control) 
feeder pattern schools were matched based on demographics, percentage of 
students eligible for free and reduced lunch, and academic achievement. The 
PDS2 evaluation design utilizes a mixed method approach including quantitative 
measures such as standardized test scores, constructed response exercise 
scores, and survey data. Qualitative measures used in the PDS2 evaluation are 
open response questions from surveys, focus groups with various stakeholders, 
individual interviews with principals, teachers, students, and the review of teacher 
portfolios. Coordinating and compiling data from both quantitative and qualitative 
sources from such a large scale assessment as PDS2 is logistically challenging. 
This panel session focuses on the initial organization of the assessment process 
for the PDS2 grant and specific lessons learned from its implementation.   
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Abstract 

 Asian students have been reported to outperform U.S. students in mathematical 

achievements. Of various explanations for these differences, this study focused on numerical 

language characteristics as a contributing factor. Number words in Asian languages, rooted in 

ancient Chinese, are spoken in accordance with based 10 (e.g., 11 spoken as ten-one as opposed 

to eleven). Children speaking these languages have been found to show stronger preferences in 

organizing numbers in a base-10 manner than those who do not. These children also tend to do 

better on place-value tasks than their US counterparts. Although these findings have been 

replicated, it is difficult to differentiate the potential confounding of language characteristics 

from mathematics achievement: an argument could be made that the more solid understandings 

of base-10 and place value by Asian students simply reflect high levels of general mathematics 

achievement. To test this claim, we administered Chinese and US students in kindergarten and 

second grade a set of tasks to assess their understandings of base-10 and place value, controlling 

for general mathematics achievement. The results indicated that second graders in both nations 

showed the mastery of these concepts. Chinese kindergartners, however, showed more mature 

and versatile understandings of place value than did their US counterparts. These results appear 

to favour the language explanation. 
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 2

Overview of Science Education Studies in Year 2000-2005 

In today’s educational system, almost all educators would agree that science 

education is not a favorite subject for teachers to teach. Each educator may give different 

reasons for this, such as having doubts about young children’s abilities to understand 

scientific concepts or not having enough confidence about yourself to support children’s 

concept-based learning. The important thing is not giving reasonable excuses instead, by 

considering these excuses as a start point, we should challenge ourselves about how to 

enhance our knowledge and practices about science education and provide a rich and 

appropriate environment in which children can freely investigate and use different 

problem solving skills to enrich meaningful conclusions.    

In the context of preschool education, science teaching and learning differs in 

both form and structure from primary and higher grades (Ravanis, 2004). In these years 

the goal of science education is to develop children’s attitudes of curiosity and interest in 

experimentation. In the early years of childhood, children engage in formal and informal 

science activities. These activities allow them to use and develop a number of science 

process skills. By using the process skills and conducting their own investigations, 

children develop an understanding of the products of science (Martin, Sexton, Wagner, & 

Gerlovich, 1997). Moreover; early science learning not only allows children to have 

enough time for extended discussion of ideas, but also it can foster children’s positive 

attitudes about science and challenges them. In this process, teachers play a key role.  

With professional development, they may function well in the role of a learning guide for 

teaching science to young children (Segal, 1997).  
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In the field of science education, researchers conducted a number of research 

projects that investigated children’s science learning and pre-service and in-service 

teachers’ science teaching experiences. These studies indicate that there is a growing 

awareness that early science experiences can provide benefits to all children in their later 

educational success. A thorough examination of these studies might help educators and 

researchers to examine current trends and provide more information for the growing 

national and international aspect of science education research.  

Central to this paper is the search for a systematic description of types of science 

education studies that have been conducted in early childhood education settings (K-1).  

This study analyzed publications from three science education journals and one early 

childhood education journal within five years (2000-2005). The questions addressed in 

this paper are: 

- What types of data collection methods were used for collection of data in the 

various journals across these five years? 

- How did the research topics published in the journals vary across these five 

years? 

- How did authors from different universities and countries contribute to the 

publications of these selected journals from 2000 to 2005? 

 - How do these results compare to the classical constructivist theories of science 

education? 
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Method 

In search of information, a number of articles by listing their authors, publication 

years, publication place (journal name), grade level, sample size, purpose, data collection 

method, key findings, study location, and sponsors were analyzed.  

Sample 

The selection procedure was composed of two steps: selection of journals and 

selection of articles.  

Selection of journals.  

As a first step, a pre-selection of journals was made. This was done by deciding to 

include journals that contain elementary and early childhood science studies. After 

consulting with three early childhood major professors, four main journals in this area 

were included in the study: Science Education, Journal of Research in Childhood 

Education, Science and Children, and Journal of Research in Science Teaching. 

Selection of articles. 

In selecting articles for inclusion in this synthesis, a systematic review of the 

relevant literature was conducted according to age/grade level (K-1) of subjects for 

articles focused on children’s outcomes. For articles that focused on teacher outcomes, 

pre-service teachers in elementary and early childhood majors and in-service teachers 

who teach kindergarten through first-grade were included. These two types of articles 

were grouped in two categories and were named as “Focused on Teacher Outcomes” and 

“Focused on Student outcomes”. Additionally, only studies conducted within the United 

States and abroad, but limited to those published in English were selected. The criteria for 

categorizing the research topic of each published article were mainly adapted from the 
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National Association for the Research in Science Teaching conference categories. After 

analyzing the research studies, the studies were categorized into seven areas:  

(1) Teacher education (pre-service & in-service). Pre-service and continuing 

professional development of teachers; Teacher education programs and policy; Field 

experience; Issues related to teacher education reform; Teacher as researcher/action 

research.  

(2) Teaching. Teacher cognition; Content knowledge, pedagogical knowledge and 

pedagogical content knowledge; Forms of knowledge representation (e.g., metaphors, 

images, etc.); Leadership; Induction; Exemplary teachers; Teacher thinking. 

(3) Learning (student conceptions). Methods for investigating student 

understanding; Instructional approaches; Curriculum reform; Conceptual change in 

learners and teachers. 

(4) Learning (classroom contexts). Student & teacher motivation; Learning 

environment; Individual differences; Exceptionality; Teacher-student interactions; Peer 

interactions; Cooperative learning; Language in learning; Social, political, & economic 

factors. 

(5) Curriculum, evaluation, and assessment. Curriculum development, change, 

implementation, dissemination and evaluation; Social analysis of curriculum; Alternative 

forms of assessment; Teacher evaluation; Educational measurement; Instrument 

development; Identifying effective schools; Curriculum policy & reform. 

(6) Cultural, social, and gender issues. Multicultural and bilingual issues; Ethnic 

issues; Gender equity; issues of diversity related to science teaching and learning. 
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(7) Informal learning. Science learning in informal contexts (e.g., museums, 

outdoor settings, etc.); Public awareness of science (The National Association for the 

Research in Science Teaching Conference Categories, n.d., online)  

Results 

After the selection of articles was completed, the researcher performed an analysis 

on a total of 32 articles published between 2000 and 2005. Eleven articles from Science 

Education (34.37%), two articles from Journal of Research in Childhood Education 

(6.25%), six articles from Science and Children (18.75%), and thirteen articles from 

Journal of Research in Science Teaching (40.63%) were included in the study (Table 1).  

Table 1 

Overview of Journal Selected 

Journal Name # of Articles  (%) 

Science Education 11 34.37 

Journal of Research in Childhood Education 2 6.25 

Science and Children 6 18.75 

Journal of Research in Science Teaching 

 

13 

 

40.63 

 

TOTAL 32 100 

 

Thirty-two articles were reviewed. Forty-four percent of the studies (14 out of 32) 

focused on student outcomes while 56% of the studies focused on teacher outcomes 

(Table 2). 
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Table 2 

Overview of Outcomes 

 

Focus # of Articles % 

Student outcome 14 44 

Teacher outcome 18 56 

TOTAL 32 100 

 

A total of 14 articles which consist of thirteen qualitative (92.86%) and one 

quantitative/mixed (7.14%) study designs for data collection were included in the list of 

“Focused on Student outcomes”. In the list of “Focused on Teacher Outcomes”, there 

were a total of eighteen articles, which consist of thirteen qualitative (72.22%) and five 

quantitative/mixed studies (27.78%). Overall, 26 out of 32 studies were conducted by 

using qualitative data collection and analyzing methods (81.25%) (Table 3). Different 

data collection procedures were applied and the most frequently used data collection 

methods were interviews and classroom observations. Some other data collection 

methods, such as written and spoken reflections, audio/video taped conversations, focus 

groups, examining portfolios, lesson plans, children’s worksheet, school records, field 

notes, emotion diaries, reflection papers, e-mail communications, and student/parent 

questionnaires were also used to gather data from subjects. 
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Table 3 

Data Collection Overview 

 

     # of 
Qualitative 

Percentage 
(%) 

# of 
Quantitative/ 

Mixed 

Percentage 
(%) 

 
Total 

 

Student Outcome 

 

13 

 

92.86 

 

1 

 

7.14 

 

14 

Teacher Outcome 13 72.22 5 27.78 18 

 

 When studies were grouped according to their year of publication, the year 2002 

with nine articles (28.13%) had the highest publication number related to the area of 

elementary and early childhood science education. Seven articles were published in year 

2000 and 2004 respectively (21.88%). In the year 2001, five (15.62%) articles were 

published and in the year 2003, four (12.5%) articles were published. When the 

researcher searched articles that were published in 2005, none of the articles had met the 

criteria to be placed in either teacher outcome or student outcome listings (Table 4). 

Table 4 

Publication Years 

  
2000 

 

 
2001 

 
2002 

 
2003 

 
2004 

 
2005 

 
Total 

# of  
Publication 

 
7 
 

 
5 

 
9 

 
4 

 
7 

 
0 

 
32 

Percentage 
(%) 

 
21.88 

 

 
15.62 

 
28.12 

 
12.50 

 
21.88 

 
0 

 
100 
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The current trends in the science strand indicate that science education studies in 

early childhood settings were limited in certain areas and some topics were explored 

more often than others in both student outcome and teacher outcome focused studies. For 

example, the studies that focused on children’s outcomes were conducted mostly about 

living things (animals, plants). The second investigated area was about shared scientific 

thinking between students and their families. Additionally, other studied areas were about 

children’s language usage in science classrooms, emotional practices, and gender 

differences in science knowledge. Again, similar results were found for studies that 

focused on teachers’ outcomes. For instance, in this type of study, the application of 

different science approaches was the most frequently investigated study area. Teachers’ 

beliefs and attitudes about science were the second area in which studies were conducted. 

It was followed by studies conducted to explore teacher development, teacher confidence, 

emotions, and caring behaviors in early childhood science teaching.   

Most of the studies were conducted by researchers who were employed at 

American universities. In the years between 2000 and 2005, 8 out of 32 studies were 

carried out outside of the United States of America. They were in Slovenia, the United 

Kingdom, and Australia. Only one study, although it was conducted in United States, had 

a co-author from the University of Beirut (Akerson, Abd-El-Khalick, & Lederman, 

2000). Michigan State University was at the top of the list for numbers of publications 

made in the years between 2000 and 2005. 

Only five research groups had a sponsor/grant for their studies. They were from 

National Science Foundation & National Institute of Child Health and Human 

Development, NSF Career grant & AERA/OERI grant, Michigan State University & 
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American Educational Research Association/Spencer Foundation, National Science 

Foundation Grant, and The National Science Foundation (NSF) Teacher Enhancement 

Program [Local Systemic Change (LSC)]. 

In summary, the results of this analysis indicate that in K-1 classrooms educators 

and researchers mainly focus on certain areas and neglect other science topic areas such 

as, human body, solar system and space, understanding and measuring temperature, light, 

and sound. Further research is recommended to explore these ignored areas to provide 

better opportunities for young children’s science learning and pre and in service teachers’ 

professional development on early childhood science teaching. 

How Do These Results Compare to the Classical Theories of Science Education 

 Constructivist principles of teaching and learning suggest that “knowledge is a 

human construction” (Widodo, Duit, & Muller, n.d., p. 2).  For young children this is a 

natural process because they want to learn and seek out problems to solve from the first 

day of their lives (Wilson, 2002.; Linda, 1999). The studies that focused on children’s 

conceptual knowledge change during/after constructivist science lessons or activities 

show that, opposite to the traditional teaching philosophies, constructivist teaching 

methods enable learners to control their learning.  As David Ausubel pointed (as cited in 

Hodson, n.d.) “if I had to reduce all of educational psychology to just a single principle, I 

would say this: find out what the learner already knows and teach him accordingly” (p. 

9), constructivist science education requires development of new knowledge by using 

previously learned information with appropriate materials. Teachers’ role in this scenario 

is to help students to generate connections between what they already know and what 

they are supposed to learn and be aware of the knowledge that students bring into science 
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lessons to plan an effective route to a particular destination (Abruscato, 2000; Hodson, 

n.d.).  

It was obvious that children’s scientific knowledge varies according to their ages. 

Piaget thought that children think and reason differently in different periods of their lives. 

Different study results (Aram & Bradsaw, 2001; Barman, Barman, Cox, Newhouse, & 

Goldston, 2000; Barman, Stein, Barman, & McNair, 2003; Krnel, Glazar, & Watson, 

2003; Stovall & Nesbit, 2003) indicated that children’s scientific exploration of how they 

classify objects or animals gives a clear picture of their cognitive level and growth. 

Again, these results indicate the importance of teachers finding ways to access the prior 

knowledge of their students before starting a new unit and teach a concept to students in a 

developmentally appropriate manner.  

Some other study results highlighted the importance of social and motivational 

influences of students’ engagement learning activities (Ash, 2004; Crowley, Callanan, 

Jipson, Galco, Topping, & Shrager, 2001; Hall & Schaverien, 2001; Solomon, 2003). 

According to Vygotsky’s Cultural-Historical constructivist theory, social context plays an 

important role in children’s development because it is critical for the acquisition of 

mental processes. Mental processes not only occur internally, but also are supported by 

an exchange among several people and at this point children’s social environments begin 

to play an important role. When the child internalizes a meaning, the interpersonal 

activity has been transformed into an intrapersonal one. Cooperative dialogues with more 

skilled peers and adults help the child to enrich his/her own potential developmental level 

(Berk, 2000; Berk & Winsler, 1995; Bodrova & Leong, 1996; Driscoll, 2000; Seefeldt & 

Barbour, 1998).  
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Furthermore, the studies that focused on pre-service and in-service teachers’ 

ideas, attitudes, emotions, science knowledge, and professional development, also 

supported the idea that social context plays an important role in science learning and that 

teaching that could serve as a basis for learning to use approaches to science instruction 

(Van Zee & Roberts, 2001). This also supports active involvement in research, which at 

all levels calls for a more hands-on, inquiry based approach, as a viable activity for 

solving problems in science education (Briscoe & Wells, 2002). Similar to children’s 

conceptual change, for adult learners’ satisfied learning conditions are effective for 

conceptual change on teachers’ views of the nature of science (Abd-El-Khalick & 

Akerson, 2004).  
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Abstract 

 
 
Courses and entire academic programs are often using the internet or other distance learning 
(DL) formats for delivery today.  Around the country, health education, including dental and 
dental hygiene training programs, are taking advantage of using these types of program delivery 
models because otherwise the educational programs are expensive to offer students.  University 
of Missouri-Kansas City (UMKC), for example, along with thirty five (35) undergraduate and 
twelve (12) graduate programs in the United States, use distance learning components for 
degree completion (ADHA, 2006). Several programs, including Northcentral Technical College 
(NTC) and Waukesha County Technical College (WCTC) in Wisconsin, offered the entire 
educational programs’ lecture classes for their dental hygiene programs via distance media.  The 
distance media used was interactive television (ITV).  While various forms of DL are being used 
more frequently, quantitative evaluation of student performance on benchmark assessments was 
necessary to identify if students were really performing at the same level when compared to 
students taking courses in a traditional face-to-face format.  A longitudinal analysis conducted 
over a 10-year period of benchmark scores was completed.  An evaluation of student 
performance on National Examinations, cumulative GPAs and individual course grades answered 
this question. The analyses of ten years of student performance program and course data was 
used for determining the effectiveness of using distance education methodologies for program 
delivery. 
Research Objectives/Questions included: 1. Was there statistically significant differences in 
learner performance between face-to-face and distance learners on the National Board of Dental 
Hygiene Examination (NBDHE)? 2. Was there statistically significant differences in learner 
performance between face-to-face and distance learners GPAs? 3.  Did statistically significant 
differences in performance relating to individual course grades between face-to-face and distance 
learners exist?  T-test analyses were used to analyze the data relating to the various research 
questions.  As a cumulative, no statistically significant differences were apparent between and 
among the various research groups. However, there were statistically significant differences 
noted by class year, which will be discussed, along with a conceptual framework, for continuing 
using distance education for program delivery. 
Leave blank for now 
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Chapter 1: Introduction 

 
Background   

Educational opportunities continue to grow exponentially in colleges and universities 

across the United States because of the implementation of technologically based delivery systems 

(Wilson, 2001).  Distance learning (DL) or distance education (DE), defined as the learner and 

facilitator separated by physical space (Wahlstrom, Williams, & Shea, 2003), is facilitated by rapid 

advances in today’s technology.  Technological changes, including computer use and fiber-optic 

cabling, interactive television systems, and other hybrid configurations, allow learning in other- 

than-typical, traditional “face-to-face” classrooms (O’Lawrence, 2006).  In 2002, 1.6 million 

students took courses on-line across the U.S.  By 2003, the number of online course enrollees 

climbed to 1.97 million, succeeded by 2.33 million students online in 2004 (Allen & Seaman, 

2003; Allen & Seaman, 2004).  Continued growth and expansion of online coursework is now an 

integral element of mainstream higher education.  Sixty three percent of schools offering 

undergraduate face-to-face programs also offer undergraduate programs online (Allen & 

Seaman, 2005).  Among all schools offering degrees in liberal arts or other professional 

preparation programs; or in graduate business programs, 44% and 43% also offer online 

programs, respectively.  Even though a significant body of literature existed to document 

participant satisfaction while using alternative mediums for delivering courses, there was a 

significant lack of quantitative research verifying how people actually performed while using 

various alternative delivery systems (Brecke, 1997; Brown, 1996; Decker, 1992; Hunsanger, 

1990; Jones, 1991; Pucel, 2005; Silvernail & Johnson, 1992; Simmons, 1991).  Quantitative 

analyses of performance benchmarks such as grade point averages (GPAs), course grades, and 

scores on national examinations provide effective evidence of individual’s educational experiences 

in alternative delivery programs.  
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However, from a program perspective, there is insufficient evidence identifying whether 

or not traditional classrooms with instructors performed differently than their counterparts 

located at a distance when DL was implemented in Wisconsin in the 1990s.  Seventeen-point-five 

million undergraduates attend more than 6400 postsecondary institutions in the United States 

(American Council on Education, 2005.  Did individuals receiving instruction via a DL delivery 

system subsequently perform better than those in traditional classrooms?  Is it prudent for 

colleges and universities to continue expansion of the use of distance education as a means of 

course and program delivery?  Can a perspective body of knowledge be generated regarding 

learner performance on given standard outcome measures that will answer the preceding 

questions? 

Statement of the Problem 
 

A continuing national crisis is occurring in providing allied health care, and specifically, 

dental hygiene education, across the country (Dougherty, 2005).  In addition, there is an 

increasingly apparent need to examine the changing educational paradigms for training providers 

in rural and underserved communities as those populations age and providers retire.  Distance 

education may possibly help bridge educational programming gaps by serving areas of the 

country with limited educational opportunities available or easily accessible (ADEA Commission on 

Change and Innovation in Dental Education, 2006).  From a program perspective, little research 

exists that quantifies learner performance while using distance education methodology as an 

alternative delivery mechanism for dental hygiene education.  

Since the advent of correspondence courses, colleges and universities have been offering 

more education via ITV and other electronic forms of delivery than with traditional face-to-face 

classrooms.  Numerous research studies have examined satisfaction with these delivery systems 

(Brecke, 1997; Brown, 1996; Decker, 1992; Hunsanger, 1990; Jones, 1991; Pucel, 2005; 

Silvernail & Johnson, 1992; Simmons, 1991), yet there is little data quantifying student 
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performance.  The question overlooked and not asked was, “Is learner performance impacted on 

standard benchmark assessments by using technology as a delivery system?”  Additional 

research is needed in the area of actual learner performance while using distance education 

delivery methodologies for dental hygiene education. 

Purpose  

 This research was designed to determine if face-to-face classroom participants in a 

dental hygiene program perform differently than learners taking the same courses through 

alternative delivery systems.  Specifically, the purpose of the study was to determine if face-to-

face (host) learners, with an instructor in a dental hygiene educational program, perform 

differently statistically on established benchmark assessments than their counterparts located at 

a distance.  The defined benchmarks include course grades, grade point averages (GPAs), and 

the National Board of Dental Hygiene Examination (NBDHE).  A longitudinal examination of 

learner’s benchmark scores in a distance education program, during a 10 year period from 1997-

2006, looked for statistically significant performance among students in a dental hygiene program 

located in Waukesha, Wisconsin.  A similar study was conducted at Northcentral Technical 

College (NTC), in Wausau, WI (Cralley, 1996) where one year’s data were examined for a 

distance education dental hygiene program.  Evaluation of entire educational programs, rather 

than single courses, addresses issues concerning validity and reliability, while at the same time 

ruling out the possibility of the spurious results occasionally observed when analyzing only a 

single course’s, or a single year’s program data.  For the purpose of this study, a program was 

defined as the entire academic curriculum for occupationally specific courses.  Within this study, 

the selected program includes eight courses offered over the course of two years.  General 

education courses were not included in this study. 
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Research Questions 

Three research questions were used to document learner performance while using 

alternative delivery technologies, including: 

1. Did significant statistical differences in performance on the National Board of Dental 

Hygiene Examination (NBDHE) exist between face-to-face and distance college learners? 

2. Did significant statistical differences in grade point averages (GPAs) exist between face-

to-face versus distance education college-level learners? 

3. Did significant statistical differences in individual course grades exist between face-to-

face and distance college learners?  

Significance of the Study 

 This study examined and documented institutional effectiveness of dental hygiene 

education from a program perspective while using distance education methodologies for 

delivering didactic curricula.  The American Dental Association Commission of Dental 

Accreditation’s (ADA CODA, 1998) First Standard of Institutional Effectiveness requires that 

“benchmarks or measures of learning used to demonstrate effectiveness” (ADA CODA, p. 11) be 

documented in the areas of planning and assessment.  The findings of this study provide insights 

into the potential use of distance education as a viable delivery mechanism for health care 

education.   

As there is a national crisis in efforts to educate enough allied health care workers, and 

specifically, dental care providers to meet the needs of our country (US Department of Labor, 

2004) this study examines issues that can assist decision making regarding the continued use of 

distance education for delivery of didactic program content.  Distance learning (DL) 

methodologies do not traditionally adapt well for use of psychomotor skill development that 

occurs in laboratory or clinical settings.  Using DL can be one approach for delivering those 

portions of educational programs to future allied health care providers.  By using student 
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performance on known academic benchmarks (course grades, GPAs and NBDHE) for evaluating 

the program’s use of distance education as a delivery mechanism, it is possible to test the 

relative effectiveness of using alternative systems for delivering instruction to communities 

around the country.  External validity on national benchmarks could also be generalized to other 

programs.  This study could be used as a basis for future studies for other programs.  Finally, this 

study provides an analysis of performance data over time, rather than one or two years, for an 

entire educational program using DE and DL technologies. 

Assumptions 

Assumptions for this study included: 

1. NBDHE scores achieved were valid and reliable, direct measures of learner 

knowledge, and were not elevated or deflated based on extraneous factors. 

2. Course grades assigned learners were valid and reliable measures of learners’ 

achievements, and not elevated or deflated based on extraneous factors. 

3. Overall GPA was an accurate, direct measure of learner performance. 

4. The procedures for administration of the testing instruments were within the 

guidelines written by the administrators of the testing instruments. 

5. Facilitator attitude, or attitudes or knowledge of facilitators at any of the participating 

cooperating colleges’ schools, did not cause major variations in learner performance. 

Limitations 

Limitations for this study included: 

1. Learner satisfaction with the use of the delivery medium Interactive Television is 

unknown, as the research focus is on statistical analysis of performance rather than 

satisfaction with the delivery medium. 

2. Learner evaluation of satisfaction with facilitator educational methodologies is 

unknown, as the research focus is on statistical analysis of performance.  
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3. Only students enrolled in the dental hygiene program at Waukesha County Technical 

College and its cooperating colleges were subjects of this study. No other dental 

hygiene distance education programs were evaluated. 

4. The research population is a convenience sample that was  limited to the graduating 

learners from the WCTC distance education program including both face-to-face and 

distance dental hygiene class cohorts of 1997-2006. 

5. National Board Dental Hygiene Examination data were limited to learners’ first scores 

on this attempt on the test instrument.  Examination retake results were not included 

in these study data, as remediation might have occurred between re-test scores for 

students who failed the examination on the first attempt. 

6. All students had academic backgrounds and preparation prior to beginning the 

program that gave them similar opportunities to succeed in the program. 

7. No attempts to assess learner or facilitator satisfaction with the curriculum were 

made during this study. 

8. No attempts to assess or evaluate students’ personal situations were made during 

this research. 

9. No attempts to contact graduates for qualitative information were made. 

10. Data did not include individuals who did not graduate. 

11. No attempts were made to determine if each of the multiple facilitators graded 

individual course content differently. 

12. No evaluation of clinical courses occurred. 

13. There was no data available regarding potentially major differences between the 

student groups studied in relation to demographics (age, gender, cultural 

backgrounds). 
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Definition of Terms 

Terminology used throughout this study is defined for the reader. 

Allied Health: Term used to describe the health care disciplines, including nursing, 

medicine, physical therapy, dentistry and dental hygiene. 

American Dental Association (ADA): Oversees the Commission of Dental Accreditation. 

Commission on Dental Accreditation (CODA): The body that oversees and administers 

accreditation standards for dental hygiene education programs. 

Cooperating College:  Campuses that shared the dental hygiene program with Waukesha 

County Technical College (WCTC); they deliver the laboratory and clinical components of 

the curriculum on their campus to learners using the WCTC curriculum. The cooperating 

colleges include: 

Blackhawk Technical College (BTC): located in Janesville, Wisconsin. 

Gateway Technical College (GTC): located in Racine, Wisconsin. 

Moraine Park Technical College (MPTC): located in Fond du Lac, Wisconsin. 

 Curriculum:  An aggregate of courses in a specified program or school. 

Distance Education:  Educational programming provided to learners who are 

geographically separated from the course facilitator.  Term is often used interchangeably 

with distance learning (DL). 

Distance Learner:  Terminology used to describe learners that are physically located at a 

distance from the instructor. 

Distance Learning (DL): Educational programming provided to learners who are 

geographically separated from the course facilitator. Used interchangeably with DE. 

Distance Site: A classroom geographically separated from the instructor equipped with 

microphones, television monitors, cameras, computers, FAX machines, and other 
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educational tools where learners participated in learning activities as designed by the 

course facilitator. 

Face-to-Face Learner:  Terminology used to describe learners that are in a classroom 

with the instructor.  Term used interchangeably with “host” learners. 

Grade Point Average (GPA): On a 4 point scale 4=A, 3=B, 2=C with the minimal 

Competency for a C at 75% i.e.: 70% is a C-, and not a  passing score. 

Host Site:  A classroom equipped with microphones, television monitors,  cameras, 

computers, FAX machines, and other educational tools where learners participated in 

learning activities the course facilitator conducted activities from this location. Term is 

often used interchangeably with face-to-face. 

Interactive Television (ITV):  An acronym for interactive television, a delivery mechanism 

used by the dental hygiene program for educational delivery; the process by which two 

or more sites geographically separated sites become linked. Two-way audio graphic and 

visual signals allowed interaction between learners and the course facilitator. All 

participants can be seen and heard synchronously, and can respond to one another. 

National Board of Dental Hygiene Examination (NBDHE): A criterion-referenced based 

testing instrument.  This test is taken after completing a course of study approved by an 

accredited dental hygiene school.  A passing score required for this examination is 75%.  

Northcentral Technical College (NTC):  A college located in Wausau, Wisconsin; also had 

a shared distance dental hygiene program curriculum. 

Wisconsin Overlay Network for Distance Education Resources (WONDER):  The 

interactive, two-way visual and auditory delivery mechanism originally used to deliver the 

dental hygiene program to the cooperating colleges.  
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Waukesha County Technical College (WCTC).  The host school for the dental hygiene 

program.  This program collaborated with Blackhawk, Gateway and Moraine Park 

Technical Colleges.  WCTC is often referred to as the face-to-face or host site. 
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Chapter 2: Literature Review 

 

Distance Education & Dental Hygiene: The Critical Link 

         It is important to note that taxpayers have seen a 39% rate of return on investment when 

considering the social and economic benefits to communities and families that Wisconsin 

Technical College System (WTCS) schools provide.  For every tax dollar invested in education in 

the WTCS system, there has been a community return of $7.70, and payback has occurred within 

an average of 3.8 years.  Community payback can be gauged in graduates earning higher wages, 

reduced unemployment and use of public assistance, and the expansion of community workforce, 

which is a key to making existing business productive and regenerative (Christophersen, & 

Robison, 2001).  Dental hygiene education is expensive to offer (WCTC Graduate Follow-up 

Study, 2004).  The primary reason for the high cost is the faculty-to-learner ratios for laboratory 

and clinical instruction.  Work, family demands, and the high cost of travel to the nearest local 

community college or technical school, can influence a student’s ability to complete his or her 

education.  These two factors may lead to difficulties in educating enough individuals to enter the 

allied health, and more specifically, the dental health care workforce, to meet growing national 

labor shortages. 

Dental Hygiene Education in the US 

Three hundred seventy-one dental hygiene educational programs were recently identified 

in the United States (American Dental Association, 2004).  Many of those programs are offered in 

traditional, “face-to-face” teaching and learning formats, with instructors working with students in 

classrooms, clinics, and laboratories.  To deliver the didactic components of an educational 

curriculum, distance education programs are often hybridized, using a variety of media including 

interactive television, computers, and fiber optic cabling.  Dental hygiene programs are designed 

to develop the cognitive, psychomotor, and affective skills required in the allied health care 
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professional. Whereas the cognitive content is delivered using distance education, psychomotor 

and affective skills are primarily developed through both laboratory and clinical settings in which 

participants work one-on-one with instructors and patients obtaining oral health care. Dental 

hygiene programs must meet rigorous standards for academic and clinical excellence set by the 

American Dental Association Commission of Dental Accreditation (ADA CODA, 1998).   

National Crisis in Health Care 

Spielman, Fulmer, Eisenberg, and Alfano (2005) recognized both the national shortage of 

health care providers and high costs of associated education.  They proposed examining the 

synergies between the different allied health care professions in hopes of creating new health 

care-educational models for the professional preparation of future providers and educators.  

Spielman et al. (2005) identified a significant overlap in the educational core competencies, which 

could aid in developing collaborative models outside of the current “silos” of traditional, discipline-

specific offerings.  The results of these findings are notable because various disciplines (dentistry, 

nursing, and medicine) have similar basic competencies and learning objectives, and collaborative 

consolidation of training programs would educate future professionals while reducing educational 

cost. 

National Crisis in Oral Health Care 

Nationally, the ratio of dentists to the total population is declining.  According to the 

Surgeon General’s Report on Oral Health in America (2000), there were approximately 58.4 

professionally active dentists per 100,000 people in the United States in 1996, down from 59.1 in 

1990. By 2020, the dentist-to-population ratio is expected to drop to 53.7 per 100,000. In 

addition, the absolute number of active dentists has declined since 2000 because the number of 

retiring dentists exceeds dental school’s abilities to produce graduates to replace them.  

Applicants to dental schools declined by 4% in 1998, with further declines of 8 to 10% for 1999 

and 2000 (Moen, Ward, & Rose, 2001).  Dental access issues for low income populations are not 
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confined to Wisconsin. The Surgeon General’s Report cited a 1996 report by the U.S. Department 

of Health and Human Services Office of Inspector General that estimated that 80.3% of infants, 

children, and youth across the country who are eligible for Medicaid do not receive preventive 

dental services.  

Trends-State of Wisconsin 

An analysis of the dental workforce, population needs, and policy options for the future of 

Wisconsin recognized the need for training and development of dentists and “dental auxiliaries” 

(Beazoglou, Bailit, & Heffley, 2002).  The report suggested there will be a 10% decrease in the 

number of dentists practicing in the state by the year 2010.  The national dentist-to-population 

ratio and workforce imbalance identified in Wisconsin is similar to ratios identified in surrounding 

states.  However, Beazoglou, Bailit, & Hefley (2001) identified increases in dental office 

productivity due to the increased utilization of dental auxiliaries and improved clinical 

technologies.  The projected increases noted will not be sufficient to offset the increased need for 

dental services over the next ten years in Wisconsin.  Consequently, there will be a relative 

decline in access to care.   

Beazoglou, Bailit, & Heffley (2001) also predicted increased competition for dental care 

because of the declining number of dentists and the increasing number of older citizens.  As this 

trend continues, there will be a disparity in the number of providers available to provide oral care 

services.  Another complicating factor is demographics.  These researchers noted that rural 

counties and inner city areas will continue being disproportionately affected as new dentists settle 

in more suburban and affluent areas of the state.  Access to care will continue to be a problem 

throughout Wisconsin, but a particularly large disparity is noted in the northern third of the state.  

The researchers concluded that it is “unlikely” that the dental workforce will maintain present 

levels of access and service within Wisconsin, therefore shortages of providers will become even 

more pronounced in rural and less affluent areas.   
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 Imbalances in the numbers and availability of “dental auxiliaries” providing oral health 

care services around the country should also be noted.  These “imbalances” have lead to national 

initiatives on the part of the American Dental Association to use “preceptorship” training.  

According to Webster’s New World Dictionary (1984, p.1119), preceptorship is defined as “a 

teacher”.  The use of on-the-job training, rather than traditional school attendance modalities, is 

being considered as a viable educational alternative for training oral health care professionals.  As 

the number of dentists serving in Wisconsin continues to decrease, there is an increasing need to 

use other licensed providers, namely dental hygienists, to provide expanded functions, 

community and family educational programs, and other oral health care services. 

Politics in Wisconsin 

In 1993, Wisconsin was ripe for change due to the recognition of significant labor 

shortages of qualified, skilled individuals available to work in underserved, rural, and poverty-

stricken counties (Budjac & Daily, 1995).  Dental and dental hygiene associations combined 

forces with the Technical College System Schools to provide educational opportunities for 

students located in these communities.  This collaboration led to the development of an 

interaction between the Wisconsin Dental Association (WDA), the Wisconsin Dental Hygienists’ 

Association (WDHA), and the schools in Wisconsin that offer Dental Hygiene Education (primarily 

the Wisconsin Technical College System (WTCS).  The partners in this program hold annual 

meetings to discuss issues and review outcomes, trends, and future labor needs.   

Wisconsin Labor Issues   

Dental hygiene educators sought to develop and implement a second model that would 

provide educational opportunities to students in rural, underserved poverty counties, as well as 

inner city areas based on the 1993 study (Budiac & Daily, 1995).  It was at this historic point that 

the concept of “program sharing” within the state of Wisconsin began.  By sharing dental hygiene 

programming with other technical colleges within the state, such programs could address two 
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problems at once: (a) the need to reduce program costs by sharing them with other colleges, and 

(b) the shortage of dental hygienists in other parts of the state by improving program access.  

Program sharing must follow specific WTCS guidelines (WTCS Educational Services Manual, 1999) 

in order to achieve the highest quality educational standards.  Program sharing in Wisconsin is 

feasible for two reasons: (a) the educational model in the state, and (b) the use of distance 

learning.  This system models allow students to access educational opportunities in their own 

local communities that might otherwise be unavailable.  

Cost of Health Care Education 

Dental Hygiene programs are often the most expensive programs being offered in 

postsecondary education today, due in part to the strict student/faculty ratios imposed by the 

American Dental Association Commission of Dental Accreditation (CODA).  While lecture 

enrollments are limited by program restrictions, CODA guidelines for the development of 

psychomotor skills are significantly more restrictive.  Laboratory courses must have a faculty-to-

learner ratio of no greater than one-to-15, while the clinical skill development ration drops to 

one-to-six.  These stringent requirements exist to assure adequate educational supervision, 

practice, and experiences during the program’s psychomotor and affective skill development 

phases.  Exploration into new educational paradigms in Wisconsin is largely due to labor 

shortages and high educational costs.  

U.S. Distance Educational Models 

 Three primary educational models allow for distance learning use in the U.S.  The first is 

from California, the second from Iowa, and the third is from Wisconsin. California’s model 

includes a state-level coordinating board, under which all public institutions conform. The 

California board oversees research universities, state universities, and locally governed 

community colleges (McGinnis, 2003).  Iowa’s structure includes two separate state-level boards 

responsible for all public institutions; one for universities and another for community colleges 
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(McGinnis, 2003).  Other states are following suit and shifting their models to allow for the use of 

DL (McGinnis, 2003).  Wisconsin’s educational model has two separate boards governing public 

institutions: one for the entire University of Wisconsin system and the other for the technical 

college system.  Wisconsin’s technical college governance assisted in the development and 

implementation of the program sharing model in existence today (Witte, 2000).   

Program Sharing-Wisconsin Model 

Wisconsin’s program-sharing model has “originating” or “host” face-to-face schools. The 

host schools deliver didactic courses for programs to the learners at the various “distance” college 

campuses.  

Wisconsin’s dental hygiene program-sharing approach functions as follows:  

Host schools are required to have program accreditation and the host schools deliver the 

majority of the dental hygiene didactic curriculum to the distance schools. Students may take 

their general education courses at their home college campuses and programs share their dental 

hygiene curriculum with the cooperating colleges.  The majority of the dental hygiene lecture 

courses are delivered through interactive television (ITV).  Cooperating colleges hire adjunct 

faculty who work in collaboration with host school faculty teaching the “hands-on” laboratory and 

clinical courses.  All faculties follow the clinic and laboratory performance guidelines developed by 

the host schools.  Evaluation and grading mechanisms, paperwork, and clinical forms are 

replicated at each of the cooperating colleges, thus assuring consistency.  The laboratory and 

clinical component courses require faculty team calibration, and calibration occurs through 

several face-to-face meetings per year, using faculty laboratory manuals, and weekly or bi-weekly 

telephone conference calls.  Calibration ensures learners have the same experiences in all 

laboratory and clinical courses at the cooperating colleges (Schlei, 1996).  These calibration 

meetings allow for the development of inter-examiner reliability, opportunities for problem 

solving, and modifying curriculum as necessary.  
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Distance Learning 

DL for the dental hygiene program at Waukesha County Technical College, uses a fully 

functional, full-range, two-way auditory and visual medium for delivering dental hygiene lecture 

classes.  The distance education system allows for direct, synchronous learning to occur in real 

time.  Learners can see, hear, and interact with the class facilitators and their classmates from 

the other cooperating colleges.  Waukesha shares their dental hygiene program with Gateway 

and Blackhawk Technical Colleges in Racine and Janesville, respectively and Waukesha 

successfully shared the program with Moraine Park Technical College, located in Fond du Lac, 

Wisconsin for one graduating cohort. 

The program in Wisconsin uses a fiber optic network consortium known as WONDER 

(Wisconsin Overlay Network for Distance Educational Resources).  DL saves money by not having 

the security, custodial or other related services necessary at a traditional brick and mortar site 

(Stanovec, 2005).  DL is an alternative to traditional methods for educating health care 

professionals and it significantly decreases costs for academic health education at all levels 

(Mattheos, Schittek, Attstrom, & Lyon, 2001).  Hybrid programs, which incorporate face-to-face 

instruction with DL, also support another major paradigm shift in the scholarship of teaching and 

learning on campuses across the country (Lorenzetti, 2004). 

Accreditation: The Critical Difference 

Students look at a school’s reputation by considering the various accrediting bodies or 

accreditations a school holds when comparing education systems and choosing educational 

programs.  Educational accreditation is a critically differentiating factor in the pursuance of any 

degree program.  Accreditation is defined as the recognition or validation of a specific institution 

by an impartial, external source (Wilson, 2001).    

Accreditation is technically considered a voluntary process in the United States that 

entails the review of educational facilities, faculty, curriculum, library size and holdings, financial 
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records, community recognition and support, and other areas.  Accreditation is accomplished 

through both governmental and private providers.  A key question asked by potential degree 

program students is, “By whom is the institution accredited?” There are many regional and state 

accrediting agencies including the Distance Education & Training Council (DETC), and specialized 

or professional accrediting bodies in areas ranging from acupuncture to veterinary medicine 

(Wilson, 2001).   

Northcentral Association of Colleges and Schools 

The Northcentral Association of Colleges and Schools (NCA), located in Chicago, Illinois, 

institutionally accredited Waukesha County Technical College (WCTC).  NCA accredits schools in 

the following states: Arizona, Arkansas, Colorado, Illinois, Indiana, Iowa, Kansas, Michigan, 

Minnesota, Missouri, Oklahoma, South Dakota, West Virginia, Wisconsin, and Wyoming (Wilson, 

2001).  Waukesha County Technical College was last visited by NCA in 2000, at which time they 

were fully accredited for ten years until 2010 (WCTC, 2005). 

American Dental Association (ADA) Commission on Dental Accreditation 

Dental hygiene programs are accredited by the ADA.  The current CODA Standards were 

approved on 30 July 1998 for implementation and use by all dental hygiene programs on 1 

January 2000 (ADA CODA, 1998).  The Mission Statement of the Commission is: 

The Commission on Dental Accreditation serves the public by establishing, maintaining, 

and applying standards that ensure the quality and continuous improvement of dental 

and dental-related education and reflect the evolving practice of dentistry.  The scope of 

the Commission on Dental Accreditation encompasses dental, advanced dental and allied 

dental education programs (ADA CODA, 1998 p. 3). 
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Purposes of Dental Hygiene Accreditation 

 These standards have been developed for the following purposes:  (a) to protect the 

public welfare, (b) to serve as a guide for dental hygiene program development, (c) to serve as a 

stimulus for the improvement of established programs, and (d) to provide criteria for the 

evaluation of new and established programs (ADA CODA, 1998 p. 5).  To be accredited by CODA, 

dental hygiene programs must meet the standards set forth.  These standards are national in 

scope and represent the minimum standards and requirements for program accreditation. 

 While CODA recognizes the importance of academic freedom, the standards are stated in 

such terms that allow institution flexibility in the development of educational programming.  It is 

expected that institutions, which voluntarily seek accreditation, will also recognize the ethical 

obligation of complying with the spirit, as well as the letter, of these standards (ADA CODA, 

1998). 

History of the Commission on Dental Accreditation 

 From the early 1940s until 1975, the Council on Dental Education (CDE) was recognized 

as the national accrediting organization for dentistry and dental-related educational programs.  

On January 1, 1975, CDE accreditation authority transferred to the Commission on Accreditation 

of Dental and Dental Auxiliary Educational Programs, an expanded agency established to provide 

representation of all groups affected by its accrediting activities.  In 1979, the name of the 

Commission was changed to the Commission on Dental Accreditation.  The Commission has 29 

members including a representative of the American Dental Hygienists’ Association (ADHA) and 

other disciplines accredited by the Commission, as well as public representatives (ADA CODA, 

1998). 

Commission on Dental Accreditation Standards 

 Six standards must be met for program accreditation.  These six standards are:  
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a) Institutional Effectiveness, b) Educational Program, c) Administration, Faculty and Staff, d) 

Educational Support Services, e) Health and Safety Provisions, and f) Patient Care Services (ADA 

CODA, 1998 p. 2).  The study findings provided Waukesha County Technical College with data for 

documenting the first standard, Institutional Effectiveness. 

Standard 1: Institutional Effectiveness 

 The area of “Planning and Assessment” lies within the Standard of Institutional 

Effectiveness Programs must demonstrate their effectiveness with formal and ongoing planning 

and assessment processes that systematically document the following: 

1. Assessing the outcomes, including measures of student achievement; and  

2. Using results identified for program improvement. 

The intent of this standard is:  

Assessment, planning, implementation, and evaluation of educational quality of dental 

hygiene education programs that are broad-based, systematic, continuous and designed 

to promote achievement of program goals will maximize the academic success of the 

enrolled students in an accountable and cost effective manner. CODA expects each 

program to define its own goals and objectives for preparing individuals in the discipline 

and that one of the program goals is to comprehensively prepare competent individuals 

in the discipline (ADA CODA p. 8). 

NBDHE-A Direct Benchmark Measure of Program Effectiveness 

Dental hygiene programs are accountable for their outcomes and must report them to 

CODA (Accreditation Standards for Dental Hygiene Educational Programs, 1998). When learners 

graduate from dental hygiene programs, they take a National Board of Dental Hygiene 

Examination (NBDHE) and learners must pass this national, criterion-referenced assessment at 

75% before being licensed to practice dental hygiene (ADA National Board Dental Hygiene 

Examination Booklet, 2001).  This nationwide benchmark assures quality dental hygiene health 
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care within the profession.  When the ADA develops the NBDHE, they determine external and 

internal validity and reliability and the indices are re evaluated each year.  

The NBDHE benchmark is also used as an example of a direct measure of program 

effectiveness.  Other benchmarks for program effectiveness include comparisons of grade point 

averages (GPAs) and student academic performance in individual courses (i.e., grades). The 

Carnegie Council (1977) considers GPAs a satisfactory predictor of future academic performance, 

and a reflection of motivation and excellence in schoolwork (Carnegie Council, 1977).  

At the WCTC shared dental hygiene program, grades are assigned following a standard 

four point scale an A=4.0, A-=3.67, B+=3.33, B=3.0, B-=2.67, C+=2.33, C=2.0, C-=1.67, 

D+=1.33, D-=1.0 and F=0.  Within dental hygiene programs, a straight 100% scale is used 

consistently for grading in all of the dental hygiene courses.  Course grades achieved within the 

programs are based on the straight 100% scale and then converted to the standard four point 

scale for computation of Grade Point Averages (GPAs).  All test bank questions for each program 

content area are assessed for validity and reliability within each course.  Accordingly, student 

grades and GPAs should be and are indicators of success for each course in an academic 

program. 

Graduate Portfolios-Another Benchmark Measure of Program Effectiveness 

A demonstration of competency by means of graduate portfolios is also a direct measure 

of student academic achievement (Danielson & Abrutyn 1997; Schipper & Rossi 1997; Wyatt & 

Looper, 1999).  Graduate portfolios are an outcome tool to document learner achievement.  The 

learner keeps his/her portfolio documenting personal development of competence throughout the 

time they are in their academic program.  Learners can also complete an in-depth self-

analysis/reflection of his/her portfolio contents with added input from his/her academic advisor. 

If, upon reflection, the learners find themselves lacking in program competency areas, then they 

2007 HICE Proceedings 
Page 4162



 
 

 

21

would develop remediation plans outlining developing the deficient skill area or areas prior to 

graduation (Danielson & Abrutyn,1997).   

Northcentral Accreditation (NCA) also requires the above types of documentation 

supporting student assessment.  The use of graduate portfolios, developed during an academic 

program, is considered as both a measure of formative and summative knowledge, skill and 

behavioral development.  While these tools document learner success within programs, they do 

not critically evaluate performance by using statistical analysis. 

Indirect Measures of Student Learning 

 Other resources often used for documenting Standard 1: Institutional Effectiveness in the 

areas of Planning and Assessment include several indirect measures, including graduate follow-up 

studies, retention and transfer data, student, alumni and employer satisfaction surveys, and job 

placement rates (WCTC Graduate Study Follow-up, 2004).  These data are also gathered and can 

be used to document program effectiveness. 

Institutional Effectiveness/Program Outcomes 

An analysis of NBDHE scores, course grades, and grade point averages (GPAs) all 

document desirable program outcomes for the Standard of Institutional Effectiveness.  Dental 

hygiene programs could use these data as part of their documentation evaluating program 

effectiveness, and in preparation for CODA site visits.  Another, more practical use for the data 

could include community-marketing efforts.  Data could be used demonstrating program 

effectiveness to potential learners who are considering getting an education with a particular 

dental hygiene program. 

Learner Performance: Distance Learning Evaluation of Interactive Television (ITV) 

Studies were also evaluated to provide direction in determining study methodology. It 

appears that based on the various literatures reviewed where the methodology was defined, the 

use of t-tests is the most appropriate tool for conducting this research.  The impact of learner 
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performance can be reflected by academic achievement (GPA) and performance on benchmark 

tests while receiving education using distance educational delivery systems.   

It is important to note that when Mattheos, Schittek, Attstrom, and Lyon, conducted a 

review of the DL allied health literature in 2001, they found that most of the studies they 

reviewed where descriptive in nature.  They also noted that the studies did not specify 

methodologies, and more importantly, these studies did not include a theoretical or conceptual 

framework by which other researchers could replicate and generalize their studies in other 

contexts.  The various studies reviewed either identified research results on DL or identified 

potential methodology.  Furthermore, studies lacked conceptual frameworks for future research.  

The Nixon (1992), Parrot (1995), and Searcys’ (1993) studies identified little or no 

statistically significant difference in grade point averages (GPA’s) between the face-to-face and 

distance learners.  Both Nixon (1992) and Searcy (1993) studies used t-tests for determining 

research findings. 

Bergman (1994) identified no statistically significant difference in learner achievement 

between face-to-face and distance sites.  Bergman evaluated 237 students using the Interactive 

Television System (ITV) using t-test analysis.  Bergman found that older learners performed 

significantly better than younger learners did, while female learners significantly out performed 

male learners. 

Kabat and Friedel (1990) identified learner performance between face-to-face and 

distance sites as not significantly different.  Their study focused on six variables (a) system use; 

(b) class enrollment; (c) grade point averages per site; (d) student evaluations of the learning 

system; (e) evaluation of dropouts; and (f) instructor evaluation.  Their study also used t-tests to 

make their determination that learner performance was not impacted by DL. 

In evaluating ITV systems in Minnesota, Morehouse (1987) determined the medium had 

no significant impact on student achievement levels.  Reported student achievement showed no 
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statistically significant differences in test scores based on location.  It should be noted that 

testing methodology was not cited in this paper. 

Phipps and Merisotis (1999) review of the research on DL in higher education questioned 

the overall quality of previous research that would render previous study results inconclusive.  

They based their conclusions on the following: (a) the research reviewed does not attempt to 

control extraneous variables-thus not showing “cause & effect”, (b) most studies do not use 

actual subjects, (c) validity and reliability of the test instruments used are questionable, (d) many 

studies do not adequately measure attitudes of learners and faculty.  Research gaps Phipps and 

Merisotis (1999) identified included: (a) research focusing on learner outcomes for individual 

courses rather than entire academic programs; (b) not taking into account differences among 

learners; (c) not explaining the “drop-out” rates for distance education being higher; (d) different 

learning styles; (e) looking at impact of individual technologies versus the interaction of multiple 

technologies; (f) not including a theoretical or conceptual framework; and (g) not adequately 

addressing the effectiveness of the use of digital libraries and their potential limitations.  All these 

areas should be addressed in future research.  As a consequence of completing this research, the 

results found while answering the research questions documenting learner performance for an 

entire program addressed one of the “gaps” noted by Phipps and Merisotis (1999)--i.e., to 

research learner outcomes not for individual courses, but for an entire academic program. 

Learner Outcomes: Allied Health performance while using ITV 

Allied health occupations share similarities.  Allied health care workers need to 

demonstrate assessment and critical care decision-making skills, compassion for the patient, and 

the ability to perform a variety of technically demanding skills under pressure.  Patients’ health 

and lives could be jeopardized if inaccurate assessment, decisions, or care is implemented during 

patient treatment.  In addition, the review of published literature documenting learner 

performance in allied health programs was considered.  
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 Learn (1994) found during the program evaluation at the College of Nursing University 

of New Mexico (UNM), learners performed better at the off-site facilities than those on campus. 

Learn (1994) discussed DL for both nursing and pharmacy, but the study was primarily 

descriptive in nature.  Issues relating to design, planning, implementation, evaluation, and 

outcomes were discussed along with previous learning and clinical teaching. No statistical analysis 

was identified. 

Major and Shane (1991) studied how to assess two nursing programs, one in Hawaii and 

the other in New Mexico.  Both programs used DL for delivering nursing education to distance 

sites.  Both found no significant difference in learner performance between face-to-face and 

distance learners.  Major and Shane reported that the remote site learners formed cohesive 

groups within their environments to help decrease potential feelings of isolation in response to 

their removal from the host learners and instructors.  The researchers felt these cohesive 

groupings might be a contributing factor to distance learners’ successes while using DL.  

Evidently, learners provided support for each other as issues or problems arose.  Could this 

constructivist epistemology be the root of improved learner performance? 

Dentistry and Dental Hygiene meta analysis 

Research for many years relating to dentistry and dental hygiene education focused on a 

wide variety of different topic areas.  In a meta analysis of the dental and dental hygiene related 

literature, most research was found to have focused on performance of clinical procedures and 

was often related to clinical trials and testing. Procedure, process, material evaluation, and re-

evaluation in clinical settings were routinely conducted.  Because dentistry as a profession relies 

heavily on critical thinking and psychomotor skill development, more emphasis is placed on these 

areas in the scientific literature.  The purpose of interdisciplinary research is to foster continued 

improvement in techniques and methods related to improving direct patient care.  The dental and 

dental hygiene educational literature places heavy emphasis on predictors of academic 
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performance/success (Olmsted, 1996) curriculum, and student evaluation.  However, there is a 

decided lack of follow up research documenting changes made to academic standards or 

benchmarks for academic programs.  Factors impacting learner success have been widely 

researched and documented.  Many of these research studies have examined factors include 

admissions testing and psychomotor skill assessment.  Dental and dental hygiene programs, do 

not necessarily use these data to facilitate changes in either the admission policies or program 

curricula.  Due to the heavy psychomotor emphasis for skill development within the disciplines’ 

curricula, using DL technologies for delivery of dental or dental hygiene courses or programs only 

began in the mid-1990’s.  Those institutions using the original “tell, show, and do” teaching and 

learning model for traditional, hands-on educational programs have been slow to accept or 

embrace change.  When the educational stakes are high, for example, when students are lost 

through poor retention and attrition, it is with certain risk that change occurs.  When program 

attrition is high, the success or failure of learners ultimately impacts program viability.  When 

there is less risk of attrition occurring, it is much easier for dental and dental hygiene programs to 

use DL technology for continuing education (CE) or degree completion programs, rather than use 

it as a primary delivery modality for didactic instruction.   

In 1993, Northcentral Technical College, in Wausau, Wisconsin, became the first dental 

hygiene program to offer an entire didactic curriculum via a DL medium-Interactive Television.  

The following year Waukesha County Technical College followed in suit.  Neither of these 

programs had conceptual frameworks developed that supported their undertaking.  During 2004, 

program sharing between NTC and their in-state cooperating colleges was dissolved.  In 2006, 

program sharing also ended at WCTC.  
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Dental and dental hygiene literature relating to DL 

The studies described above have examined a variety of topics relating to DL, but many 

focused on perceptions of preparation and use of varying delivery mechanisms or calibration 

issues.  None of these studies reviewed presented conceptual frameworks for future research.  In 

addition, none of them considered the impacts of adult learning, constructivist theories, or learner 

performance outcomes in relation to preparing professionals. 

After an examination conducted by Williams, Schmidt, Tilliss, Wilkins, and Glasnapp 

(2006) of the NBDHE that the California Critical Thinking Disposition Inventory (CCTDI) it was 

determined to be an insignificant predictor of outcomes.  However, they did believe the results 

provided utility in student selection and retention in programs.  It would be interesting to know if 

the results of their study impacted facilitating any changes for program admission.  No framework 

for change was provided. 

Another factor relating to learner success is the perception of effective classroom and 

clinical teaching.  Schonwetter, Lavign, Mazurat, and Nazarko (2006) identified learners reported 

the faculty’s organization and rapport in the classroom and clinical settings were noticeable and 

appreciated behaviors.  They also identified enthusiasm as an effective facilitation quality to 

enhance learning and engagement.  These findings can help prepare individuals to become dental 

and dental hygiene educators prior to or during their entry into the teaching environment.  In 

either learning environment, strong and empathetic clinicians are respected by learners for 

enhancing and fostering a sense of engagement to improve learning, in both dental and dental 

hygiene programs.  Learners tend to recognize and construct their own meaning based on the 

passion for the subject that is exhibited by their facilitators.  Schonwetter, Lavign, Mazurat, and 

Nazarko proposed no framework for change. 

Brecke’s research (1997) focused on distance learners’ perceptions of the education they 

received in a dental hygiene DL program.  Her research did not evaluate learner outcomes, the 
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impacts of adult learning, or constructivist theories.  Brecke found most students surveyed were 

neutral in their responses on if they would take further education using DL technology.  They 

acknowledged they would not have had the opportunity to receive the training they did without 

the use of this medium, and they had jobs they were satisfied with because of it.  Perceptions of 

the graduates surveyed also included lost class time due to technical difficulties with the system, 

which they perceived was not made up.  The perceptions of participants were that learners at 

face-to-face sites had a distinct advantage over those at the other campuses as they received 

more attention from the instructors, and that they were not informed of how the education would 

be delivered or how to use the technology prior to enrolling in the program.  Brecke’s research 

did not focus on learner outcomes and did not provide a conceptual framework for further 

research. 

Kaz (1996) focused on the application of DL and student perception relating to the use of 

ITV.  In Kaz’s study students reported with a survey tool that they would use the medium again 

to take other courses (not just dental hygiene courses).  This research was presented at the 

American Association of Dental Schools annual Dental Hygiene Director’s Conference as a poster 

session.  Kaz’s research also did not evaluate learner outcomes and did not provide a conceptual 

framework for further research. 

In 1996, Olmsted’s correlational analysis concluded that learner performance on the 

NBDHE portrayed a mild to moderate relationship between GPA’s and sub test scores on the 

Allied Health Aptitude Test (AHAT).  The sub test scores on the AHAT were used as an admission 

tool for the program and as a predictor of potential program success.  Olmsted’s study also 

showed strong correlation between GPA’s and NBDHE scores.  The study did not attempt to 

evaluate performance outcomes and the resulting conclusions drawn in Olmsted’s study were not 

used to change admissions guidelines for the program studied.  No framework for future research 

was provided. 
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Schlei’s study (1996) focused on the need for clinical calibration (consistency of grading) 

between faculty located at both face-to-face and distance sites in the clinical and laboratory 

setting.  She noted that on-going calibration is an effective and valuable means for ensuring 

consistency of instruction and evaluation for both face-to-face and remote sites. Frequency and 

types of calibration activities were discussed, along with the need for faculty to continue working 

together to achieve inter examiner reliability.  Schlei’s research did not focus on evaluation of 

learner outcomes, nor did it provide a conceptual framework for future research. 

An unpublished study completed by Cralley (1996) examined learner performance.  Was 

there performance differences between face-to-face and distance learners?  Cralley identified 

significant differences between face-to-face and distance learners’ performance while using a t-

test to analyze her data.  Cralley also reported that distance learners performed significantly 

better than the host learners on the National Board of Dental Hygiene Examination (NBDHE), 

which is required to become a licensed dental hygienist.  It should be noted that Cralley’s study 

looked at one year’s data only, which could have yielded spurious results.  Cralley did not provide 

a conceptual framework for future research in her study findings. 

While considering distance education technologies from a program perspective, no other 

research in dental hygiene learner performance was found during the review of the literature.  

There is a need for further research documenting performance outcomes, while offering a 

conceptual framework for future research. 

Preparing Professionals - A Conceptual Framework 

 As many of the previous research studies indicate, there are no conceptual frameworks 

introduced or offered to justify the continued use of distance education as a learning modality for 

preparing professionals.  DL is used not only in education, but in business & industry throughout 

the world for various purposes (Simonson, Smaldino, Albright, & Zvacek, 2006).  A conceptual 

framework needs to be established, which takes into consideration a myriad of different factors 
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while remaining simple enough to be applied across disciplines.  Three major areas of overlapping 

consideration for the conceptual framework include Adult Learning Theory, Constructivist Theory, 

and Program Outcomes.  Two other factors impacting the conceptual framework being offered 

incorporate Accessibility and Cost Reduction. 

See Figure 1: Preparing Professionals  
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See Figure 1: Preparing Professionals  
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Adult Learning Theory 

While preparing professionals to enter the workforce, it is important to consider several 

of the adult learning theories and their impact on the development of future workers.  Adults are 

often self-motivated, need to make sense of their own existence and purpose in life, and compare 

their learning experiences against their own intrinsic needs and values (Knowles, 1998).  Adults 

tend to learn more effectively from experiential techniques and want to gain skills that can be 

applied immediately in real-world circumstances (Cranton, 1992).  Notable characteristics of adult 

learners include their willingness to be results-driven problem solvers, self-directed, responsible, 

and reflective about what is being learned in comparison to real life experience (Knowles, 1998). 

They desire timely to-the-point training directly related to their needs.  Yang (2003) proposed a 

holistic theory of knowledge acquisition for adult learners that is multi-faceted.  The model he 

posited effectively bridges various paradigms of learning proposed in the adult learning literature 

and incorporates knowledge as a social construct.  Yang (2003) proposed that learning occurs 

when one or more of the various proposed facets within his model changes for individuals.  Yang 

(2004) also supported adult learning as the foundation for human resource development (HRD).  

He argued that the various philosophical models proposed for adult education do support human 

resource development, including the mainstream literature philosophical views relating to 

humanism and radicalism (Elias & Merriam, 1995).  Yang (2004) also discussed various questions 

relating to ontology, epistemology, and ethics, all of which can be addressed for HRD using adult 

learning theory.  While HRD is not the focus of Yang’s research,HRD is another area of 

professional development based on the premises of adult learning theory. 

Constructivist Theory-Building Community & Shared Meaning 

Another component considered in the development of a conceptual framework supporting 

preparing professionals is the recognition of learners needs. This recognition can be used to 

develop a profound sense of community while engaging in the learning experience.  Constructivist 
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learning defined is meaningful action during the development of complex and unfolding 

knowledge (Mahoney, 2004).  Several of the grounding assumptions for constructivist learning as 

identified by Brooks and Brooks (1999) include: 

1. Knowledge is constructed. 

2. Multiple perspectives reflect the diversity of individually constructed worldviews. 

3. Knowledge is dependent on context. 

4. Learning is social and based on dialogue.  

DL is not for everyone.  It is important for adult, constructivist learners to understand in advance 

what is expected of them (Bender, 2003) in the DL community.  It is also important that DL 

facilitators (Bender, 2003) carefully cultivate a positive environment supporting active 

participation and learner engagement.  While advantages and disadvantages for both 

synchronous and asynchronous learning environments exist, it is a facilitator’s obligation to 

develop and build a positive community focused around the learning objectives while meeting 

each participant’s needs.  Facilitators must approach learning around primary concepts and “big” 

ideas, while seeking and valuing their learner participants’ points of view (Brooks & Brooks, 

1999).  Expectations need to be clearly established in advance (Bender, 2003), and learners 

should have prior knowledge of their personal learning style(s) (Gardner, 1993; Kolb, 1984; 

Shelton, Sheldon-Conan & Fulgham-Nutters, 1992; Vella 1994) in order to succeed in the DL 

environment.  Individuals constructing courses or programs using DL must appreciate who the 

audience is that will be engaged in the learning experience (Bender, 2003).  The DL environment 

must allow socio-cultural opportunities for relationship construction so that learners can build 

their own contextual meaning.  In this form, learning develops and is associated with authentic, 

real-world experiences.  Sharing experiences through socio-cultural interactions strengthens the 

ability of learners to apply meaning in clinical contexts.  Content knowledge and advanced skills 

continue developing based on the framework of the participant’s previous knowledge.  Breadth 
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and depth of curriculum, especially in programs that employ DL delivery mechanisms, must 

proceed from simple to matters that are more complex in an effort to maximize learning.  

Learning is not discovering more, it is re-interpreting concepts through different schemata. 

According to Novotny (1999) and Doolittle (1999), students in DL courses and programs 

differ from those in traditional brick and mortar classrooms.  Although content is similar, 

differences exist between how students access and transform information into functional 

knowledge.  Initially differences might appear as barriers, but with appropriate instructional and 

technical support these perceived barriers often diminish, if not disappear.  Students develop new 

strengths and new pathways to learning.  Nursing students in DL classes believed their 

experiences in the areas of cultural perspectives; critical analysis, self-assessment, resource 

development, discussion, and self-management were strengthened during their learning 

experience (Stewart, 2003).  Brooks and Brooks (1999) believed that learners construct meaning 

based on their experiences, and there is a need for facilitators to develop classroom activities that 

challenge learners’ suppositions, while posing problems and questions of emerging relevance.  

Assessment is considered a segment of the learning continuum, rather than a separate and 

distinct activity.  In DL environments, it is imperative that these principles are embedded in the 

context of the program and courses to maximize learner growth and development (Comeaux, 

2005).  Juwah (2003) used a seven-stage peer assessment model, where learners constructed 

skills in various areas including the use of case studies, projects, and evidence portfolios. 

Learner Outcomes 

 Numerous researchers have examined learners’ performance in relation to DL.  It is 

important to note that while many studies have shown no statistically significant differences in 

performance as previously noted (Bergman, 1994; Nixon, 1992; Parrot, 1995; and Searcy, 1993), 

there have also been mixed results reported regarding learner performance (Cralley,1996; Learn, 

1994) in DL environments. Another key consideration is that the majority of studies reviewed 
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have assessed only one or two courses, or course section results, rather than entire academic 

programs before drawing their conclusions (Bergman, 1994; Learn, 1994; Nixon, 1992; Parrot, 

1995; Pucel, 2005; Searcy, 1993).  In addition, many of these studies were not conducted over 

significant periods (three years or longer) and the results identified might be spurious in nature.  

The only longitudinal analysis conducted relating to DL evaluated learner enrollment (Wisan, Roy, 

& Pscherer, 2001) and the use of class internet pages (Thompson, Nay, &Malone, 2000). Neither 

of these studies evaluated performance.  Reported results in studies undertaken within shorter 

periods (three years or less) might not provide enough statistically significant data for making 

recommendations for change or for laying the groundwork for further research by testing 

conceptual frameworks (Bergman, 1994; Cralley, 1996; Learn, 1994; Nixon, 1992; Parrot, 1995; 

Pucel, 2005; Searcy, 1993). 

Other Factors involved in Preparing Professionals 

 One should recognize other factors that influence the development and implementation 

of DL educational programming during a professional’s educational preparation.  These factors 

include cost effectiveness and accessibility to learning opportunities. 

Cost Effectiveness 

The cost of high quality educational opportunities impacts the consideration and use of 

DL for teaching and learning.  Budjac acknowledged that opportunities exist for cost cutting by 

paying one instructor for teaching larger class sizes (Budjac & Dailey, 1995).  Another option for 

reducing cost is contracting with an individual who might have a specific content expertise, or 

who might not otherwise be readily accessible, When classes are non-credit or community based, 

this approach can be effective for increasing accessibility and building community ties (Simonson, 

Smaldino, Albright, & Zvacek, 2006).  DL as an alternative to traditional methods for educating 

health care professionals significantly decreases costs for academic health education at all levels 

(Mattheos, Schittek, Attstrom, & Lyon, 2001).   
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Accessibility 

 Accessibility to education has always been a consideration.  Historically, we have moved 

from paper correspondence courses, to radio, television and computers.  Technology continues 

evolving allowing educational programs to continue growing. 

Radio 

In rural America, during the 1920’s, 1930’s and 1940’s, people were located at a distance 

from the county seat, and were unable to easily travel to town or the local community to 

participate in educational opportunities because of work and family responsibilities. Radio was the 

answer for getting information to people.  The use of radio was a passive medium that did not 

require active engagement on the participants’ part but was a way of sharing information with 

the masses.  Radio programs were a way of offering science and arts educational programming 

while touching masses around the country (Simonson, Smaldino, Albright & Zvacek, 2006).   

Television 

The use of television programming for offering Advanced Placement (AP) coursework was 

originally conceived of for “exceptional” learners to access courses and faculties not readily 

available in their local community.  Public access channels in local communities (Simonson, 

Smaldino, Albright & Zvacek, 2006) began offering education as a community service.  This 

allowed learners’ opportunities to continue advancing their education, either for credit or not for 

credit, through the local university, community or technical college in partnership with local area 

high schools and community events.   

The paradoxes facing distance educators include learners reporting they do not want to learn at a 

distance but would rather engage with a learning group or with an instructor.  learners have 

valued the informal social interactions that occur away from, as well as within classroom. Even 

so, evidence also suggests that learners are increasingly demanding opportunities learn at a 

distance. Learners report wanting supplementation or replacement of conventional learning 
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experiences with distance education because of the many other multiple roles increasingly placed 

on the by a complicated society (Allen & Seaman, 2003, 2004, 2005).             

Preparing Professionals for the Future 

 The paradoxical relationship described above provides the underpinnings of a solid 

conceptual framework that serves as a model for the development, implementation and 

evaluation of DL educational programming.  The model  offered as Figure 1: Preparing 

Professionals also provides a conceptual framework for future research related to using distance 

education, and is not just applicable in the areas of health care education, but has broader 

application for all circumstances where the use of distance education is being considered as a 

delivery mechanism. 
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Chapter 3: Research Design and Methodology 

 

This chapter describes both the research design and the NBDHE instrument.  It will also 

highlight the sequence of research events, sample, data collection methodology, and how data 

analyses were conducted.  

 While considerable prior research has examined user satisfaction, teaching effectiveness, 

and DL educator methodology, little research existed that quantified benchmark performance 

indicators for learner success (Bergman, 1994; Cralley, 1996).  There is a need for additional 

research. 

Research Design 

This ex post facto, longitudinal study (Crowl, 1996; Gall, Gall, & Borg, 2003; Patten, 

2005) was designed to address the question: To what extent was learner performance impacted 

on standard benchmark assessments by using technology as a delivery system?  The evaluation 

of NBDHE scores, course grades, and GPAs assists in ascertaining program effectiveness for 

delivering dental hygiene education while using distance education methodologies.  Specifically, 

the use of ITV was the distance education methodology being evaluated.  Learners were assigned 

to one of two groups for statistical analysis based on location.  The first group consisted of face-

to-face learners with the instructor working from the main campus in Waukesha (WCTC).  The 

second group consisted of Blackhawk, Gateway and Moraine Technical Colleges learners located 

at a distance from the didactic instructor.  The study design determined if face-to-face and 

distance participants had statistically significance differences in performance from one another. 

Independent variables for the accessible population include location and time.  Location was the 

determining factor in who was assigned to each of the two groups.  Time as an independent 

variable included examining graduate populations from 1997 through 2006.  Dependent variables 

included course grade point averages, cumulative grade point average, and NBDHE scores.  
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Research Questions 

Three research questions were asked about learner performance while using alternative 

delivery technologies, including: 

1. Did significant statistical differences in performance on the National Board of Dental 

Hygiene Examination (NBDHE) exist between face-to-face and distance college learners? 

2. Did significant statistical differences in grade point averages (GPAs) exist between face-

to-face versus distance education college-level learners? 

3. Did significant statistical differences in individual course grades exist between face-to-

face and distance college learners?  

Sequence of Events 

 Once the research proposal was approved to conduct the study, IRB exempt status 

paperwork was filed with the University of Minnesota.  After the IRB granted permission to 

conduct the study (UMN IRB # 0606E87408), data were gathered from Waukesha County 

Technical College.  All data necessary for this study were already on file with the Registrar and 

the dental hygiene program director at WCTC.  After the data were gathered, they were analyzed 

using t-tests.  Data were studied for trends that could provide information for the dental hygiene 

program to document program effectiveness for CODA Standard 1: Institutional Effectiveness.  

Data were reported to UMN for the purposes of this study, released to Waukesha County 

Technical College, and prepared for numerous publications. 

Population 

This study’s research population included 266 persons from the graduating classes of 

1997 through 2006.  189 learners graduated from the program in 10 years.  Through the process 

of attrition during the program, 77 persons did not complete coursework and graduate.  Attrition 

was attributed to several factors including personal, health, military commitments, the profession 

not being “right” for the individual, and one participant’s death.  While 117 learners were face-to-
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face with the instructor over the 10-year period, 72 learners used the interactive television 

system to receive dental hygiene instruction.  The graduating classes were composed of 186 

females and 3 males, with a mean age of 29.92 at the face-to-face site and 29.38 at the distance 

location.  One hundred percent of data files for the learners who graduated were used for the 

study.  

Data Collection 

 For each of the research questions included within the study, an explanation of the 

method of data collection was included: 

NBDHE Instrument Design 

 Dental hygiene learners all take the NBDHE during their last semester in their academic 

program.  The examination is administered by the American Dental Association (ADA).  The 

NBDHE is a criterion-referenced, one-day test, which includes questions from all disciplines within 

dental hygiene programs.  A minimum score of 75% on this criterion-referenced instrument must 

be achieved in order to apply for licensure as a practitioner.   

The NBDHE instrument is composed of approximately 400 multiple choice and case-

based scenario questions divided into three categories: a) scientific basis for dental hygiene 

practice, b) provision of clinical dental hygiene services; and c) community health activities. This 

examination is criterion referenced, and a score of 75% must be achieved for a candidate to 

apply for licensure to practice dental hygiene in the United States in 52 of the 53 licensing 

jurisdictions (ADA CODA, 2001). The examination takes place during a nine-hour time frame, 

including an hour lunch break between two four hour testing sessions.   

The American Dental Association, constructor of the examination, determined external 

and internal validity and reliability; reliability verified this during 2006 using the Kuder-Richardson 

and the Decision-Consistency reliability indices. Indices results for 2006 were .93 and .98, 

respectively (NBDHE Technical Report, 2006). 
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Only cumulative listings of learners’ scores are reported to dental hygiene programs 

following compilation at the American Dental Association (ADA).  Individual subset scores are 

reported to the examinee only and are not made available to the program further documenting 

learner performance for NBDHE performance.   

NBDHE scores were collected for both face-to-face and distance learners for this 

comparison.  Only first time test scores were used for data collection and analysis.  Scores were 

coded for comparison as a face-to-face or distance learner, and learner names and/or 

identification numbers were removed by the program director prior to submitting the data for 

analysis to assure learner confidentiality. 

Course grades and GPAs 

Faculty located in Waukesha taught all of the core curriculum courses. A listing of these 

courses can be seen as Appendix A. The same grading scale was used for all core dental hygiene 

courses. This grading scale is located in Appendix B. A listing of the dental hygiene core 

curriculum courses was given to the Registrar at the WCTC campus and the Registrar was able to 

provide to the program director all learner ages, along with course grades, for the dental hygiene 

core curriculum courses for both face-to-face and distance learners for comparison.  

Cumulative GPAs for each learner were determined by the WCTC Registrar and used for 

this study for all learners at both the face-to-face and distance schools prior to graduation.  GPAs 

were based on all courses taken at the post-secondary level of education. The Registrar provided 

face-to-face and cooperating college (distance) learners’ cumulative GPAs to the dental hygiene 

program director, who kept them on a spreadsheet with other learner outcome data for the 

program.  Learners’ cumulative GPAs were coded for comparison as a face-to-face or distance 

learner. 

Data for this study were placed into one spreadsheet, with column identifiers for each 

graduating class and by location (Class of 1997, 98, 99, 00, 01, 02, 03, 04, 05, 06).  This format 
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was used to permit a comparison of both face-to-face and distance learners’ performance.  Score 

comparisons were made using NBDHE data; cumulative GPAs both in aggregate (1997 through 

2006) and by graduating class; and course grades as an aggregate for all years, year-by-year, 

and course-by-course.  This format allowed for comparisons of the composite group (face-to-face 

vs. distance learners) to individual groups in order to expedite identification of any potentially 

statistically significant trends.  Comparisons were also made across the entire program using this 

methodology (Phipps & Merisotis, 1999). 

Statistical significance (p-value) 

Statistical level of significance (p value) for the dissertation was set at (p=0.05).  The 

significance of this value level was 2 fold: (a) it is the same level used in previous research by 

Bergman and Cralley (Bergman, 1994; Cralley, 1996) while examining learner performance, and 

(b) it can be considered as a routine level to set for probability testing of null hypotheses.  

Additionally, it captures results two standard deviations from the mean (Crowl, 1996; Gall, Gall, & 

Borg, 2003; Patten, 2005). 

Validity 

The use of NBDHE test scores, course grades and GPAs all as quantitative, interval and 

existing data demonstrate content validity.  Predictive validity was also established by using GPAs 

for their potential prediction of NBDHE scores.   

Reliability 

Reliability of data was found in consistent results over time.  An analysis of the data 

should provide consistent measures for all three dependent variables- course grades, GPA’s and 

NBDHE scores. 

Data Analysis 

For each of the research questions, independent group statistical t-tests were used to 

determine if any statistically significance differences between face-to-face and distance learner 
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performance existed for each graduating class.  The same testing methodology (statistical t-test) 

was also applied to the aggregated group’s data.  Effectiveness of using distance education as a 

dental hygiene program delivery method was determined by comparing the study’s t-test results 

in the areas of NBDHE performance, cumulative and year-by-year GPAs, course grades 

cumulatively, year-by-year, and course-by-course, for documenting program effectiveness. The 

results of this study, in documenting learner performance for an entire program, addresses two of 

the “gaps” noted in the scientific literature by Phipps and Merisotis (1999)--i.e., to research 

learner outcomes not for individual courses, but for an entire academic program, while also 

addressing the need for a conceptual framework for further research.   

Limitations 

A limitation of this study is the recalibration of each year’s cohort taking the NBDHE 

examination.  The research sample selected was based on having reliable data sources including 

the Registrar and dental hygiene program director.  
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Chapter 4: Results and Discussion 

 

This chapter reviews the study’s research questions and considers the results of the 

statistical analyses while looking at each individual supposition.  It also includes discussion about 

the significance of the results, in consideration of the effectiveness of using alternative deliver 

systems for preparing professionals for careers.  It highlights the results from a program 

perspective, examining trends that might be of concern when considering CODA Standard 1: 

Program Effectiveness.  

Research Questions 

The study had three research questions.  Results and discussion for each of the 

questions was addressed individually.  A p value of .05 was established for statistical significance. 

Research Question One 

The first research question asked, “ Did significant statistical differences in performance 

on the National Board of Dental Hygiene Examination (NBDHE) existed between face-to-face and 

distance college learners?”  T-test analyses where used to examine the observed differences 

between the sample means (Crowl, 1996; Gall, Gall, & Borg, 2003; Patten, 2005). 

The results of data analysis are depicted in Tables 1 and 2. 

Table 1 
 

Table 1:  Ten-year Cumulative Analysis of National Board Dental Hygiene 
Examination Scores by Host and Distance Learners 

Year Location N Mean df t-value 2-Tailed Prob. 

Host 114 89.19 
1997 - 2006 

Distance 71 89.79 
 183 -.109 .914  

 

The researcher found no statistically significant differences existed between host and 

cooperating college (distance) learners’ performance related to a 10 year analysis of the NBDHE 

for these 10 cohorts.   
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Table 2 reports performance on a year-by-year basis. A significant statistical difference 

was found between face-to-face and the distance learners at the .05 level of significance for the 

class of 1998. Face-to-face students had a mean score of 88.00 and distance students had a 

mean score of 82.63.  Face-to-face students that year did statistically better on the NBDHE than 

the distance students (t = 2.749; p = .014).  For nine of the 10 graduating cohorts, there was no 

statistical significance identified at the .05 level of significance. We were 95% confident the 

findings did not occur by chance, and that no statistical difference in performance existed 

between the host and distance learners.   
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Table 2 

 

Table 2:  Analysis of National Board of Dental Hygiene Examination (NBDHE) Scores 
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob.

Host  11 86.27 
1997 

Distance 4 87.50 
13 -.422 .680 

Host 10 88.00 
1998** 

Distance 8 82.63 
16 2.749 .014 

Host 10 83.60 
1999 

Distance 5 84.00 
13 -.204 .841 

Host 9 83.22 
2000 

Distance 8 83.75 
15 -.280 .783 

Host 8 79.88 
2001 

Distance 5 81.80 
12 -.487 .636 

Host 15 83.07 
2002 

Distance 9 84.22 
22 -.554 .585 

Host 17 82.41 
2003 

Distance 10 85.20 
25 -1.169 .253 

Host 13 84.31 
2004 

Distance 10 84.80 
21 -.246 .808 

Host 10 84.60 
2005 

Distance 4 85.00 
12 -.195 .849 

Host 11 82.45 
2006 

Distance 8 80.63 
15 .981 .342 * 

*equal variance not assumed.  **significance identified 
p= .05 
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Research Question Two 

The second research question asked, “Did significant statistical differences in grade point 

averages (GPAs) exist between face-to-face versus distance education college-level learners?” 

T-test analyses were used to examine the observed differences between the sample 

means and determined if significant statistical differences existed in grade point averages (GPAs) 

between face-to-face and distance college learners (Crowl, 1996; Gall, Gall, & Borg, 2003; 

Patten, 2005). 

Study results for this research question are displayed in Tables 3 and 4.  The researcher 

found no statistically significant differences existed between host and cooperating college 

(distance) learners’ performance related to cumulative grade point averages for these 10 cohorts.   

Table 3 
 

Table 3:  Ten-year Analysis of Cumulative GPAs by Host and Distance Learners 

Year Location N Mean df t-value 2-Tailed Prob. 

Host 117 3.37 
1997 - 2006 

Distance 71 3.43 
 186 -1.079 .282  
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Table 4 

Table 4:  Analysis of Cumulative GPAs  
by Year and Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 11 3.45 
1997 

Distance 4 3.50 
13 -.302 .767 

Host 10 3.44 
1998 

Distance 8 3.18 
16 1.38 .184 

Host 10 3.31 
1999 

Distance 5 3.38 
6 -4.25 .683 * 

Host 9 3.46 
2000 

Distance 8 3.53 
15 -.734 .475 

Host 8 3.11 
2001 

Distance 5 3.37 
12 -1.053 .315 

Host 15- 3.46 
2002 

Distance 9 3.48 
22 -.194 .848 

Host 18 3.29 
2003 

Distance 10 3.55 
26 -1.942 .063 

Host 13 3.52 
2004 

Distance 10 3.53 
21 -.116 .908 

Host 11 3.35 
2005 

Distance 5 3.44 
14 -.448 .661 

Host 12 3.29 
2006 

Distance 7 3.21 
17 .615 .546 

*equal variance not assumed. 

 
 

For the 10 graduating cohorts, there was no statistically significant difference identified 

at the .05 level of significance.  With 95% confidence it was determined no statistical difference 

in performance existed between the face-to-face and distance learners when examining 

cumulative GPAs. 
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Research Question Three  

The third research question asked, “Did significant statistical differences in individual 

course grades exist between face-to-face and distance college learners?” 

Data were analyzed to answer this question three different ways: (a) cumulatively, (b) 

year-by-year, and (c) course-by-course, to identify any existing statistically significant trends.  T-

test analyses where used to examine the observed differences between the sample means 

(Crowl, 1996; Gall, Gall, & Borg, 2003; Patten, 2005). 

Cumulative Analyses  

Comparing face-to-face and distance learner performance during the cumulative 10-year 

analysis, there were no statistically significant differences identified at the .05 level of 

significance.  Results can be seen in Appendix C tables C1-C9.  With 95% confidence it was 

determined that no statistical difference in performance existed between the face-to-face and 

distance learners. 

However, it is important to note that during both a year-by-year and a course-by-course 

analysis, some interesting information emerged.  During two class years, there were trends in 

which performance differences where noted, 1998 and 2003.   

Year-by-Year Analyses 

Performance differences were found during 1998 in three courses, including dental 

hygiene theory I (DHTI113), oral pathology (Path115), and dental hygiene theory II (DHTII124).  

All three courses showed statistically significant differences in performance between face-to-face 

and distance learners.  These data can be seen in Appendix D: tables D10, D13, D15. In dental 

hygiene theory I (Appendix D: Table D10), there is a 99.99% level of confidence that the face-to-

face learners outperformed the distance learners with a mean average score of 3.86 and 3.20, 

respectively (t = -.803; p = .434).  Oral pathology (Appendix D: Table D13) also showed 

statistically significant differences in performance with the face-to-face learners outperforming 

2007 HICE Proceedings 
Page 4190



 
 

 

49

the distance learners with a mean average score of 3.30 and 2.79.  With 95% confidence we can 

conclude these results did not occur by chance (t = 2.24; p = .039).  Dental hygiene theory II 

was the last class in 1998 that demonstrated statistically significant differences (Appendix D: 

Table D15).  In this course, it can be noted that the face-to-face learners also outperformed (t = 

2.324; p = .034) the distance learners with mean average scores of 3.56 and 3.00, respectively.  

With 95% confidence it can be concluded that these results did not occur by chance.  It should 

be noted that for the year 1998 the face-to-face learners outperformed the distance learners in 

all three courses.  Statistically significant differences where demonstrated in each case.   

During 2003 four courses, including nutrition (NUT114), oral pathology (PATH115), 

dental pharmacology (PHAR123) and dental hygiene theory II (DHTII124) all showed statistically 

significant differences in performance between face-to-face and distance learners.  These data 

can be seen in Appendix D: Tables D54, D56, D57, D58.  With 95% confidence we report that 

the face-to-face learners, with a mean average grade of 2.91, underperformed the distance 

learners with a mean average score of 3.49 for the nutrition course (t = -2.62; p = .015); 

(Appendix D: Table D54).  For the oral pathology course, it can be reported with 99.99% 

confidence that the distance learners with a mean score of 3.93, outperformed the face-to-face 

learners with a mean score of 3.19 (t = - 4.116; p = .001); (Appendix D: Table D56).  For the 

dental pharmacology course, it can be reported with 99% confidence that the results did not 

occur by chance that the distance learners with a 4.0 mean score, outperformed the face-to-face 

learners with a score of 3.51 (t = -3.561; p = .002); (Appendix D: Table D57).  Looking at the 

dental hygiene theory II class, it can also be reported with 95% confidence that the results did 

not occur by chance that the distance learners once again outperformed the face-to-face learners 

with a mean score of 3.93 to 3.62 (t = -2.456; p = .021); (Appendix D: Table D58).  During 

2003, there is a question regarding what is occurring relating to performance for the four 
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courses.  The four courses demonstrated statistically significant differences in performance in 

which the distance learners outperformed the face-to-face learners in each case.   

Course-by-Course Analyses 

For each of the eight “core” dental hygiene courses offered in the dental hygiene 

distance education program at Waukesha County Technical College, there were some statistically 

significant differences in performance identified at the .05 level of significance.  These data can 

be seen in Tables 5-9 and Appendix E: Tables E1-E4.   

A closer look at the data course-by-course identified some interesting trends. Several 

courses, including dental hygiene theory I (DHTI113), nutrition (NUT114), oral pathology 

(PATH122), dental pharmacology (PHAR123), and dental hygiene theory II (DHTII124) had 

statistically significant findings, while some of the data had practical significance for program 

consideration. 

Analysis results in Table 5 reveal the following information. For dental hygiene theory I 

(DHTI113) course scores for the 10 year period from 1997-2006, it was noted that in 1998 the 

face-to-face learners outperformed the distance learners with a mean score of 3.86 to 3.20 (t = 

3.894; p = .001).  The researcher was 99.99% confident that these scores did not occur by 

chance. In 1999, and in 2006, it should be noted that while the scores were not statistically 

significant, they were close to the thresholds for significance.  In 1999, the face-to-face learners 

were outperformed by the distance learners with mean scores of 3.70 and 4.00 respectively (t = 

-1.964; p = .081). In 2006, it was noted that the face-to-face learners had a mean average score 

of 4.00 and the distance learners a mean score of 3.87 (t = 2.049; p = .080).  While approaching 

statistical significance, there is a more important, practical significance to note, ultimately, these 

high achieving learners are earning A or A- grades.   
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Table 5 

Table 5:  Analysis of Dental Hygiene Theory I (DHTI113) Scores  
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 10 3.40 
1997 

Distance 4 3.25 
12 .495 .630 

Host 10 3.86 
1998** 

Distance 8 3.20 
16 3.894 .001 

Host 10 3.70 
1999 

Distance 5 4.00 
9 -1.964 .081 * 

Host 9 3.63 
2000 

Distance 8 3.50 
15 .648 .526 

Host 8 3.50 
2001 

Distance 5 3.59 
11 -.394 .701 

Host 14 3.92 
2002 

Distance 9 3.77 
9 1.284 .229 * 

Host 17 3.82 
2003 

Distance 10 3.86 
25 -.340 .737 

Host 13 3.56 
2004 

Distance 10 3.53 
21 .168 .868 

Host 11 3.75 
2005 

Distance 5 3.80 
14 -.184 .857 

Host 12 4.00 
2006 

Distance 8 3.87 
7 2.049 .080 * 

*equal variance not assumed.  **significance identified 
p= .05 
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Table 6 

Table 6:  Analysis of Nutrition (NUTR114) Scores  
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 9 3.66 
1997 

Distance 4 4.00 
 8 -2.00 .081 * 

Host 9 3.55 
1998 

Distance 8 3.75 
15 -.803 .434 

Host 10 3.80 
1999 

Distance 5 4.00 
9 -1.50 .168 * 

Host 9 3.55 
2000 

Distance 8 3.37 
15 .776 .450 

Host 8 3.08 
2001 

Distance 5 2.66 
11 1.012 .333 

Host 13 3.18 
2002 

Distance 9 2.96 
20 .812 .426 

Host 16 2.91 
2003** 

Distance 10 3.49 
24 -2.626 .015 

Host 12 3.16 
2004 

Distance 10 3.26 
20 -.569 .576 

Host 10 3.73 
2005** 

Distance 5 3.06 
13 2.246 .043 

Host 11 3.33 
2006 

Distance 8 3.25 
17 .422 .678 

*equal variance not assumed.  **significance identified 
p= .05 
 
 

While analyzing learner performance in the nutrition (NUT114) course for the ten year 

period, it should be noted that during 1997, the face-to-face learners had a mean average score 

of 3.66, and the distance learners a mean average score of 4.0 (t = -2.00; p = .081).  Where this 

was not statistically significant, again it raises the question; does the significance of these scores 
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truly impact graduates ability to perform professional tasks?  It is important to note that during 

2003 and 2005, there were statistically significant differences in performance at the .05 level of 

significance.  The researcher reported with 95% confidence that the results did not occur by 

chance.  In 2003, the face-to-face learners were outperformed by their distance counterparts (t 

= -2.626; p = .015) with mean average scores of 2.91 and 3.49 respectively. In 2005, it was 

observed that the face-to-face learners outperformed their distance counterparts (t = 2.246; p = 

.043) with mean average scores of 3.73 and 3.06, respectively.  The researcher reported with a 

95% level of confidence that these results did not occur by chance.  These results once again 

raise the question, what is happening between the two cohort groups that are causing us to see 

one group outperforming the other?  It should be noted that while looking course-by-course, one 

group has not consistently outperformed the other.  What could be the factor or factors that are 

impacting learner performance?  

Statistical analysis of pathology can be seen in Table 7. 
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Table 7 

Table 7:  Analysis of Pathology (Path122) Scores  
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 11 2.90 
1997 

Distance 4 2.75 
13 .355 .728 

Host 10 3.30 
1998** 

Distance 8 2.79 
16 2.243 .039 

Host 10 3.39 
1999 

Distance 5 3.59 
13 -.004 .997 

Host 9 3.59 
2000 

Distance 8 3.29 
15 1.083 .296 

Host 8 3.45 
2001 

Distance 5 3.40 
11 .154 .881 

Host 13 3.82 
2002 

Distance 9 3.63 
10 .937 .369 * 

Host 15 3.19 
2003** 

Distance 10 3.93 
18 -4.116 .001 

Host 11 3.39 
2004 

Distance 10 3.40 
19 -.025 .980 

Host 10 3.90 
2005 

Distance 5 3.06 
4 1.801 .140 * 

Host 12 3.30 
2006 

Distance 8 2.83 
18 2.056 .055 

*equal variance not assumed.  **significance identified 
p= .05 
 

In learner performance for oral pathology (PATH123) there were statistically significant 

differences in performance between face-to-face and distance learners noted for two years, 1998 

and 2003.  In 2006, it should also be noted that the data approaches the thresholds of 

significance as well.  During 1998, face-to-face learners outperformed distance learners (t = 

2.243; p = .039) with mean average scores of 3.30 and 2.79, respectively. The researcher 
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reported with a 95% level of confidence that the results did not occur by chance.  In 2003, the 

researcher reported with a 99.99% level of confidence that the scores did not occur by chance 

demonstrating that the distance learners, with a mean average score of 3.93 outperformed (t = -

4.116; p = .001) the face-to-face learners with a mean average score of 3.19.  It should also be 

noted that in 2006 the research approaches statistical significance with the face-to-face learners 

outperforming (t = 2.056; p = .055) distance learners with a mean average score of 3.30 and 

2.83.  Here the researcher identified mixed results, face-to-face learners outperforming the 

distance learners in two of the three years.   

During an analysis of the 10 years collection of data for dental pharmacology (PHAR124) 

it can be noted that during 1997 and 2003 data were statistically significant.  In 1999, data 

approached thresholds for significance.  In 1997, it was noted with a 95% level of confidence 

that the face-to-face learners outperformed the distance learners (t = 2.887; p = .016) with a 

mean average score of 3.45 to 3.00.  The researcher was 95% confident that these results did 

not occur by chance.  In 1999, while not statistically significant, the face-to-face learners 

outperformed their distance counterparts (t = 1.944; p = .074) with mean average scores of 

3.16 and 2.73.  During 2003, it was noted that the distance learners outperformed (t = -3.561; p 

= .002) their face-to-face counterparts with mean average scores of 4.00 to 3.51.  The 

researcher reported with 99% confidence that these results did not occur by chance.  A look at 

learner performance in pharmacology can be seen in Table 8, below. 
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Table 8 

Table 8:  Analysis of Pharmacology (Pharm123) Scores  
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 11 3.45 
1997** 

Distance 4 3.00 
10 2.887 .016 * 

Host 10 4.00 
1998 

Distance 8 3.75 
7 1.528 .170 * 

Host 10 3.16 
1999 

Distance 5 2.73 
13 1.944 .074 

Host 9 3.11 
2000 

Distance 8 2.91 
15 1.003 .332 

Host 8 3.04 
2001 

Distance 5 3.20 
11 -.322 .754 

Host 14 3.50 
2002 

Distance 9 3.51 
21 -.068 .946 

Host 18 3.51 
2003** 

Distance 10 4.00 
17 -3.561 .002 * 

Host 13 2.84 
2004 

Distance 9 2.96 
20 -.530 .602 

Host 11 3.54 
2005 

Distance 5 3.46 
14 .215 .833 

Host 12 3.22 
2006 

Distance 8 3.16 
18 .291 .775 

*equal variance not assumed.  **significance identified 
p= .05 
 

Dental hygiene theory II (DHTII124) also had multiple years’ in which analysis displayed 

statistically significant differences.  Results can be seen in Table 9, below. In 1997, the class 

approached the thresholds of statistical significance (t = 2.193; p = .053) with face-to-face mean 

average scores of 3.45 to the distance learner scores of 3.00.  During a practical look at the data, 

is the difference between achieving a course grade of B or B+ really going to impact learner 
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performance while acting in professional roles?  During 1998, it should be noted with a 95% level 

of confidence that the face-to-face learners outperformed (t = 2.324; p = .034) their distance 

counterparts with mean average scores of 3.56 and 3.00, respectively.  During 2003, it should 

also be noted; with a 95% level of confidence that the scores did not occur by chance that the 

distance learners outperformed their face-to-face counterparts (t = -2.456; p = .021) with mean 

average scores of 3.93 and 3.62.  Additionally, in 2006, it should be noted at the 99% level of 

confidence that the face-to-face learners outperformed (t = 2.943; p = .009) their distance 

counterparts with mean average scores of 3.69 and 3.16.   
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Table 9 
 

Table 9:  Analysis of Dental Hygiene Theory II (DHTII124) Scores  
by Host and Distance Learner 

Year Location N Mean df t-value 2-tailed prob. 

Host 11 3.45 
1997 

Distance 4 3.00 
10 2.193 .053 * 

Host 10 3.56 
1998** 

Distance 8 3.00 
16 2.324 .034 

Host 10 3.39 
1999 

Distance 5 3.66 
13 -1.260 .230 

Host 9 3.52 
2000 

Distance 8 3.46 
15 .271 .790 

Host 8 3.66 
2001 

Distance 5 3.80 
11 -.507 .622 

Host 15 3.80 
2002 

Distance 9 3.85 
22 -.353 .728 

Host 18 3.62 
2003** 

Distance 10 3.93 
25 -2.456 .021 * 

Host 13 3.87 
2004 

Distance 10 3.80 
21 .558 .583 

Host 11 3.84 
2005 

Distance 5 3.80 
14 .237 .816 

Host 12 3.69 
2006** 

Distance 8 3.16 
18 2.943 .009 

*equal variance not assumed.  **significance identified 
p= .05 
 
 

The results of the study, which reflected a period of 10 years comparative data from 

1997-2006, results on NBDHE scores, GPAs, and for eight core dental hygiene courses cumulative 

course averages identified no statistical significance at a p value of .05.  With 95% confidence, it 
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was identified that no statistically significant differences existed in performance between face-to-

face and distance learners on the various benchmark measures used for this study. 

The data support that DE, and specifically ITV, was an effective delivery mechanism for 

delivering educational programming and meeting the needs of learners at a variety of college 

locations.  Interactive television was considered effective for delivering distance education. It 

should be noted, however, that the results do raise more questions, including what is happening 

on a year-to-year or course-by-course basis between the two cohort groups that are causing us 

to see one group outperforming the other?  It also should be noted that one group has not 

consistently outperformed the other.  What could be the factor or factors impacting learner 

performance?  Did our conceptual framework help provide some answers? 

T-test analysis determined that the CODA Standard 1: Institutional Effectiveness; was 

met. Analyses of National Board of Dental Hygiene (NBDHE) scores, GPAs and cumulative “core” 

course grades, including cumulative, year-by-year, and course-by-course analyses, were used to 

make this determination.  The Standard is a measure used for determining program 

effectiveness.  It was determined through statistical analyses of performance outcomes that the 

program was effective in delivering education and that CODA Standard 1: Institutional 

Effectiveness was met. 

From a program perspective, the data can be used as part of the documentation that 

Standard 1: Institutional Effectiveness, has been met for the past 10 years.   
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Chapter 5:  Summary, Conclusions and Recommendations 

 

This chapter will include a brief summation of the research population and methodology, 

along with conclusions that were drawn based on statistical analyses.  Recommendations for 

future research related to the studies’ conceptual framework, which was proposed for future 

research, will also be discussed.  Each of these areas will be addressed in its own section. 

Dental Hygiene programs continue expanding by using distance technology to deliver 

education to cooperating colleges located at a distance from the originating school.  While 

considerable study had occurred regarding user satisfaction and the evaluation of teaching 

effectiveness and methodology for educators using distance education technology, little research 

had been done on student success based on quantifiable benchmark performance measures 

(Bergman, 1994; Cralley, 1996) when using DL.  

Research Population and Methodology 

Waukesha County Technical College graduated 189 individuals from their dental hygiene 

program from 1997-2006.  These10 graduating classes consisted of 117 learners who were face-

to-face at the host site location, while 72 learners where located at a distance and used the 

interactive television system to receive didactic dental hygiene instruction. The graduating classes 

were composed of 186 females and 3 males, with a mean age of 29.92 at the face-to-face 

location and 29.38 at the distance location.  Demographics (sex, age) were not considered 

factors impacting learner performance.   

Summary 

Completion of an ex post facto, longitudinal study at Waukesha County Technical 

College, used t-test analysis to determine if the CODA Standard 1: Institutional Effectiveness was 

met. Analyses of National Board of Dental Hygiene (NBDHE) scores, GPAs and cumulative “core” 

course grades, including cumulative, year-by-year, and course-by-course analyses, were used for 
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making this determination.  The Standard is a measure used for determining program 

effectiveness.  It was determined through statistical analyses of performance outcomes that 

CODA Standard 1: Institutional Effectiveness was met. 

As a consequence of completing this research, the results found while answering the 

research questions documenting learner performance for an entire program addressed one of the 

“gaps” noted by Phipps and Merisotis (1999)--i.e., to research learner outcomes not for individual 

courses, but for an entire academic program. 

Conclusions 
 
 The following conclusions based on the research questions were drawn based on the 

results of the statistical analysis: 

Question One 

The first research question examined if any statistically significant differences in 

performance on the National Board of Dental Hygiene Examination (NBDHE) existed between 

face-to-face and distance college learners.  For the cumulative data from 1997-2006, no 

statistical difference was identified between face-to-face and cooperating college (distance) 

learner’s performance on the National Board of Dental Hygiene Examination (NBDHE) for ten 

cohort groups (1997-2006).  Statistical analysis showed that research identified performance was 

similar whether the learners were at the face-to-face or distance site.   

While examining the data on a year-by-year basis there were differences identified. While 

for nine of the 10 graduating cohorts there was no statistical significance identified at the .05 

level of confidence, during 1998, there was a statistically significant difference.  During 1998, 

face-to-face learners outperformed the distance learners (t =2.749; p = .014).  What impacted 

performance during that year?  Were their pre existing educational differences between the 

groups?  Did the face-to-face group undertake additional preparation, such as attending a 

NBDHE review session to better prepare them for the examination?  It would be interesting to 
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identify what occurred for this graduating cohort that had the distance group outperforming the 

face-to-face group.  

Even though in 1998 there was a statistically significant difference in performance noted 

in the year-to-year data on the NBDHE, the conclusion drawn based on the evidence for both the 

cumulative data from 1997-2006, and the year-to-year data,  was that the use of DL was a viable 

alternative educational methodology for delivering allied health, and specifically, dental hygiene, 

education.  

Question Two 

The second research question examined if any statistically significant differences in grade 

point averages (GPA’s) existed between face-to-face and distance learners.  Individual learner’s 

cumulative grade point averages (GPA’s) data were examined both cumulatively (1997-2006) and 

year-by-year, and no statistically significant differences in performance were identified between 

the groups during either of these analyses.  For each of the10 year-to-year cohort groups (1997-

2006), no statistical difference in performance existed.  The research identified that individual’s 

program performance was statistically similar whether the learners were at the face-to-face or 

distance locations.  Based on these data, it was concluded that distance education was a viable 

alternative educational methodology for the delivery of allied health education. Where learners 

might not prefer the medium for educational delivery, their individual performance, as evidenced 

by grade point averages, was not impacted by its use. 

Question Three 

 The third research question examined if there were any statistically significant 

differences evident in grades for core curriculum courses between face-to-face and distance 

learners.  
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Cumulative Results 

When examined cumulatively (1997-2006), the eight “core” dental hygiene courses did 

not show statistically significant differences in performance between the face-to-face and 

distance learners.  Additionally, a five-year analysis of the recommended local anesthesia course 

revealed similar results.  The data supported the conclusion that, at the 95% level of confidence, 

cumulative performance for all eight of the “core” dental hygiene courses, and the recommended 

local anesthesia course, was similar between the learner groups.  Based on this statistical 

evidence, it can be concluded that the use of interactive television (ITV) as a distance education 

delivery mechanism is a viable medium for delivery of education if similar performance outcomes 

is the decision making factor.  Areas in the nation that exhibit “shortages” of qualified and trained 

allied health staff, especially in dentistry and dental hygiene, could use this methodology for 

delivering educational programs to learners at a distance.  As the lack of qualified licensed dental 

hygiene personnel continues to be a significant concern nationwide, other educational 

alternatives for program delivery must be explored and employed.  This study demonstrated that 

accredited educational programs can exist successfully for the delivery of allied health education-

and specifically, dental hygiene education, to address any “shortages” of trained, qualified 

personnel that are perceived to exist regionally in the United States.  It is not necessary to 

pursue the route that the Kansas and Texas legislature has allowed by providing for non-

accredited “on-the-job” training programs, which do not necessarily protect the health, needs, or 

safety of patients. 

However, it is important to note that during a year-by-year and course-by-course 

analysis, some interesting results emerged.  The parameter used for these analyses included if 

three or more class years or courses demonstrated statistical significance, it would be reported 

for program evaluation and consideration for further study.  The results of these analyses lead us 

to consider the conceptual framework and its relationship to preparing professionals. 
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Year-by-year analyses 

From a program perspective, it was noted that during 1998, three courses exhibited 

statistically significant differences in performance between the two groups.  During 2003, four 

courses exhibited statistically significant differences.  Specifically, during 1998 the courses 

exhibiting performance differences included dental hygiene theory I, pathology, and dental 

hygiene theory II.  During 1998, in all three of these courses, the face-to-face learners 

outperformed the distance class participants.  What was happening during 1998 that impacted 

learner performance?  What differences in academic preparation were the face-to-face learners 

making that the distance learners were not making?  This question warrants further investigation.  

In 2003, the courses exhibiting statistically significant differences were nutrition, pathology, 

pharmacology, and dental hygiene theory II.  During 2003, the distance learners outperformed 

the face-to-face participants in all four courses.  What was happening during 2003 that affected 

learner performance?  What was it that the distance learners doing that the face-to-face learners 

were not? These questions should also be investigated. 

Course-by-course analyses 

Performance analysis revealed interesting information impacting Standard I: Institutional 

Effectiveness from a program perspective.  A course-by-course analysis identified statistically 

significant differences in learner performance in five of the eight core program courses, including 

dental hygiene theory I, nutrition, pathology, pharmacology, and dental hygiene theory II.  The 

results of these analyses were mixed.  One group did not consistently outperform the other 

group.  A key consideration from a program perspective is the necessity to have consistency in 

the curriculum and its delivery as it impacts both GPA’s and learner performance on the NBDHE.  

It is important to consider how performance outcomes on these benchmark indicators might have 

been impacted by the other components of our conceptual framework.  As we consider the 
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complexities of individual circumstances and conditions, namely adult learning and constructivist 

theories, how do these factors impact our ability in preparing professionals from a program 

perspective?  Does the significance of these scores reflect learner ability or inability to perform 

professional tasks? 

Dental hygiene theory I 

Dental hygiene theory I had statistically significant differences in performance during 

1998, and the data closely approached significance during 1999 and 2006.  During 1998 the face-

to-face participants outperformed their distance counterparts.  In 1999, the distance group 

performed better, and in 2006 the face-to-face learners did better.  Even though the results from 

1999 and 2006 were not statistically significant, they raise the question about what is happening 

with learner preparation in this particular course.  Were the performance differences related to 

impacts as adult learners?  Were they related to how the learners constructed meaning from the 

content?  Were they related to changes in course content, or changes in course facilitators or 

grading scale changes?  What factor or factors impacted this courses performance results? 

Nutrition 

Similar results were observed for the nutrition course.  Statistical significance was 

identified in 1997, when the distance students outperformed the face-to-face learners.  We see a 

similar situation as with dental hygiene theory I, where in 2003 and 2005 we approach statistical 

significance with the face-to-face learners outperforming the distance participants in both cases.  

Again, what is affecting learner performance that is revealing these types of mixed results?  

Might consideration and further investigation of our conceptual model yield answers? 

Pathology  

The pathology classes of 1998 and 2003 had statistically significant performance 

differences.  The 2006 data approached statistical significance. In 1998 and 2006 the face-to-

face participants outperformed their distance counterparts, and in 2003 the distance learners 
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outperformed their counterparts.  Again, what is impacting learner performance where we are 

seeing these types of mixed results? 

Pharmacology 

The face-to-face pharmacology class of 1998 statistically outperformed their distance 

counterparts.  In 2003 we saw the opposite result, where the distance learners statistically 

outperformed the face-to-face learners.  In 2006, we approach statistical significance with the 

face-to-face participants outperforming the distance group.  Again, what factors are impacting 

learner performance?  What  was happening between the two cohort groups causing us to see 

one group outperforming the other?  It should be noted that the face-to-face learners 

outperformed the distance learners in two of the three years reported.  What was the factor or 

factors impacting learner performance?  

Dental hygiene theory II 

The face-to-face classes of 1997, 1998, and 2006 significantly outperformed their 

distance counterparts in dental hygiene theory II.  During 2003, the distance group significantly 

outperformed their face-to-face counterparts.  Were the performance differences identified 

related to factors impacting as adult learners?  Were the differences related to how the learners 

constructed meaning from the content?  Were the performance differences related to changes in 

course content, or changes in course facilitators or in grading scale changes?  What factor or 

factors impacted this course’s performance results?  Again, these statistically significant results 

raise the question, what is happening between the two cohort groups that are causing us to see 

one group outperforming the other?  It should once again be noted that one group has not 

consistently outperformed the other.  What could be the factor or factors impacting learner 

performance?  
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Conceptual framework-Preparing professionals 

From a program perspective, the results of the year-by-year and course-by-course 

analyses raise various questions for future research that have been posed here.  The researcher 

has seen mixed results relating to learner performance during these particular analyses.  Overall, 

it can still be concluded that interactive television as a distance education delivery mechanism 

was effective, and can be used as a tool for expanding the delivery of allied health or dental 

hygiene education to areas distant from established educational programs, to enhance learner 

performance on benchmark assessments.  From a program perspective, it is also important to 

note that further investigation should be undertaken to identify cause or causes that have 

impacted learner performance in relationship to the conceptual framework preparing 

professionals relating to adult education and constructivist learning theories and how they impact 

learner performance.  The question should be raised, what factor or factors affected these 

results?  Were these peoples’ self-motivation stronger that the other groups?  Were they more 

persistent as adults?  Were they constructing their own meaning as individual groups brought 

together for a single purpose-that of gaining an education for a career?  What was happening 

within the face-to-face learning cohort of 1998 and the distance cohort of 2003 that led them to 

outperform their counterparts statistically?  Did the face-to-face cohort of 1998 and the distance 

cohort of 2003 spend more time studying together as a group?  Were there differences in the 

course facilitator or facilitators?  Who facilitated these courses?  What lead these particular 

groups to outperform their counterparts at the other location?   

The myriad of questions raised leads us to the recommendations for future research that 

are also presented here.  Extensive previous research has been conducted relating to both 

predictors of learner success and learner satisfaction.  If these data are not used for making 

changes or modifications to program admissions policies, performance outcomes will continue to 

remain the same.  It is important to make and implement changes within programs based on 
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these indicator data.  Examining the myriad, multi-dimensional and complex factors associated 

with the persistence of the adult learner, constructivist perspectives of learning, and actual 

benchmark performance in outcomes assessments can provide us with a conceptual framework 

to use during the future development of DL programs for preparing professionals for the world of 

work. 

Recommendations 
 
 Based on the research conducted, the following recommendations were made: 

  Dental hygiene, and allied health, should continue offering educational programs using 

interactive television as a DL alternative delivery mechanism.  This research identified that 

statistically learners at various locations performed equally well on standard benchmark 

assessments documenting program effectiveness.  Interactive television was considered an 

effective medium for delivering educational programming, and the use of DL should be 

continued.  Additionally, ITV could be used for delivering, not only other allied health programs, 

but also other educational programs in the same manner. 

  Additional research in using the various additional alternative DL delivery mechanisms 

should be pursued.  Dental hygiene education is being offered via online internet courses, and 

through various “combinations” of hybridized DL alternative delivery mechanisms. It is 

recommended that performance outcomes, from a programmatic perspective relating to 

statistical program benchmarks, be statistically analyzed to determine if learner performance 

continues remaining satisfactory. 

  Qualitative research specifically targeting the graduates of the cohort classes of 1998 

and 2003 should be conducted.  The purpose of this research would be to seek what underlying 

factor or factors contributed to documenting perceived success of those groups.  More 

specifically, targeting the face-to-face graduates in the class of 1998, and the distance graduates 

from 2003, might focus the lens on what thematically was occurring in those cohort groups which 
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lead to them having statistically significantly different performance than their counterparts during 

the same years.  These qualitative analyses might reveal information regarding our conceptual 

framework relating to preparing professionals. 

  Additional analyses should be conducted relating to what was occurring for the 

following courses: dental hygiene theory I, nutrition, pathology, pharmacology, and dental 

hygiene theory II.  If there were changes in faculties’ delivering the course, how did this impact 

learner performance?  Why did these particular course’s data demonstrate learner performance 

differences?  Qualitative analyses of faculty who facilitated these courses might reveal 

information regarding our conceptual framework related to preparing professionals. 

  Additional research from programmatic perspectives, rather than individual course or 

course’s perspectives for various allied health programs could be conducted. 

  Additional research from a longitudinal perspective, documenting program outcomes 

results relating to the conceptual framework proposed should be completed. 

  Additional research should also occur regarding preferred delivery and or learning styles 

of faculty persons and documented preferred delivery and learning styles of learners enrolled in 

or considering enrolling in distance education programs.  DL as a delivery modality is not for 

everyone.  This research might identify persons for whom distance education is not the most 

suitable educational methodology. 

  Once research is conducted identifying persons for whom the DL option is not a 

preferred delivery mechanism, and strong recommendations could be made to that individual or 

individuals to take the program courses with a face-to-face cohort to improve performance 

results, learner satisfaction, perseverance, and ultimately program completion and graduation. 

  Ongoing research relating to the preparation and training in using effective instructional 

strategies for DL facilitators while working with distance students could be undertaken. 
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  Ongoing research relating to careful and thoughtful curriculum design and development 

relating to DL programs and courses could be explored. 

  Research relating to identifying if adequate support systems are in place to provide 

faculty and learners alike with support to resources and services to assure smooth use of the 

modality could be identified. 

  Qualitative research regarding the development of the following thematic ideas 

including community, relationships, empowerment, application, passion of facilitator, asking 

questions, and openness of the experience could be conducted. 

  Ongoing research related to linkages between assessment and the specific learning 

outcomes for the course could be further developed. 

  Ongoing quantifiable research relating to learner attitudes, perceptions and satisfaction 

with the alternative delivery mediums should be pursued. 

  Statistical research to identify faculty attitudes, perceptions, and satisfaction with the 

delivery medium should be investigated. 

  Statistical research to identify learner and faculty attitudes, perceptions, and 

satisfaction with the dental hygiene program at Waukesha County Technical College should be 

documented. 

  The research findings should be published in professional journals in national education 

association publications, along with professional journals in the areas of dentistry and dental 

hygiene, career and technical education, adult education, distance education journals, and 

human resource development.  This research documents the viability of using distance education 

as an alternative mechanism to deliver entire educational programs.  Learner performance was 

documented as not being affected by using this medium.  
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  The research should be presented at national educational association forums and 

various conferences.  This research validates the viability of using distance learning as an 

alternative for delivering education.  

  Results should be used and shared with all stakeholders as part of the documentation 

process of Standard 1: Program Effectiveness for the Waukesha County Technical College dental 

hygiene program verifying performance outcomes. 

  Results should be shared with the American Dental Association Commission on Dental 

Accreditation (ADA CODA), as part of the site visit report for Waukesha County Technical College 

to document Standard 1: Program Effectiveness.  These data might also assist the Commission in 

documenting learner performance over time. 
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Listing of Dental Hygiene Core Curriculum Course 
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Listing of Waukesha County Technical College 
 “Core” Dental Course 

 
 
First Year: 

Oral Anatomy (508-101) 

Dental Hygiene Theory I (508-113) 

Nutrition (508-114) 

Periodontology (508-115) 

Second Year: 

Oral Pathology (508-122) 

Dental Pharmacology (508-123) 

Dental Hygiene Theory II (508-124) 

Community Dental Health (508-131) 

 

Supportive elective for the program: 

Local Anesthetic: Not available from 1997-2000; available as elective from 2000-2004; 

integrated into curriculum during 2005. 
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APPENDIX B: 
 

Waukesha County Technical College  

Dental Hygiene Program  

Standard Four Point Grading Scale 
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Waukesha County Technical College 

 Dental Hygiene Program  

Standard Four Point Grading Scale 

 
 
 

Grade Numerical 
equivalent 

A 4.0 
A- 3.67 
B+ 3.33 
B- 3.0 
C+ 2.67 
C 2.0 
C- 1.67 
D+ 1.33 
D- 1.0 
F 0 
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APPENDIX C: 
 

Tables of Ten-Year Cumulative Analysis  

of Core Dental Hygiene Course 
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Table C1 
 

Table C1:  Ten-year Analysis of Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners* 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host 107 2.96 

1997-2006 Distance 69 2.84 
134 1.223 .223* 

*equal variance not assumed. 
 
 
Table C2 
 

Table C2:  Ten-year Analysis of Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host 114 3.73 

1997-2006 Distance 72 3.64 
184 1.445 .150 

 
 
Table C3 
 

Table C3:  Ten-year Analysis of Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  107 3.36  

1997-2006 Distance  72  3.36 
177 .001 .999 

 
 
Table C4 
 

Table C4: Ten-year Analysis of Periodontology (508-115) Course Averages 
 by Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  111 3.05  

1997-2006 Distance  70  2.97 
179 .853 .395 
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Table C5 

Table C5: Ten-year Analysis of Oral Pathology (508-122) Course Averages  
by Host and Distance Learners*  

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  109 3.41  

1997-2006 Distance  72 3.30  
129 1.19 .233* 

*equal variance not assumed. 
 
Table C6 
 

Table C6:  Ten-year Analysis of Dental Pharmacology (508-123) Course Averages 
 by Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  116 3.35 

1997-2006 Distance 71  3.32 
 185 .322   .748 

 
Table C7 
 

Table C7:  Ten-year Analysis of Dental Hygiene Theory II (508-124) Course Averages by 
Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  117 3.65  

1997-2006 Distance  72 3.57 
187  1.199 .232  

 
Table C8 
 

Table C8:  Ten-year Analysis of Community Dental Health (508-131) Course Averages by 
Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

1997-2006 Host  116 3.70  

1997-2006 Distance  72  3.71 
186  -1.09 .913  

 
Table C9 
 

Table C9:  Five-year Analysis of Local Anesthetic (508-xxx) Course Averages 
 by Host and Distance Learners 

Student Year Location n Mean df t-value 2-Tailed Prob. 

2001-2006 Host 70  3.77  

2001-2006 Distance  41  3.79 
109  -2.75 .784   
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APPENDIX D: 
 

Tables of Individual Core Dental Hygiene  

Course Performance 

By Year 
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Class of 1997 
 
Table D1 

 

Table D1:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.55 
1997 

Distance 4 3.00 
 11 1.492  .164  

 
 

 
Table D2 
 

Table D2:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.40 
1997 

Distance 4 3.25 
12  .495 .630 

 
 
 
Table D3 
 

Table D3:  Nutrition (508-114) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.66 
1997 

Distance 4 4.00 
11  -2.00 .081* 

*equal variance not assumed. 
 
 
 
Table D4 
 

Table D4:  Periodontology (508-115) Course Average  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.10 
1997 

Distance 4 2.75 
12 .862 .405* 

*equal variance not assumed. 
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Table D5 
 

Table D5:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 2.90 
1997 

Distance 4 2.75 
13 .355  .728* 

*equal variance not assumed. 
 
 
 
Table D6 
 

Table D6:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.45 
1997 

Distance 4 3.00 
13 2.887 .016* 

*equal variance not assumed. 
 
 
 
Table D7 
 

Table D7:  Dental Hygiene Theory II (508-124) Course Averages 
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.45 
1997 

Distance 4 3.00 
13 2.193 .053* 

*equal variance not assumed. 
 

 
 

Table D8 
 

Table D8:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.00 
1997 

Distance 4 3.5 
 13 -1.167  .264  
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Class of 1998 
 
Table D9 
 

Table D9:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.30 
1998 

Distance 8 2.75 
10 1.578 .145* 

*equal variance not assumed. 
 

 
 

Table D10 
 

Table D10:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.86 
1998 

Distance 8 3.20 
16  3.894 .001  

 
 
 
Table D11 
 

Table D11:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.55 
1998 

Distance 8 3.75 
15 .803 .434 

 
 
 
Table D12 
 

Table D12:  Periodontology (508-115) Course Averages by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.00 
1998 

Distance 8 2.50 
16 2.108 .051  
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Table D13 
 

Table D13:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.30 
1998 

Distance 8 2.79 
16 2.243 .039 

 
 
 
Table D14 
 

Table D14:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 4.00 
1998 

Distance 8 3.75 
7 1.528 .170* 

*equal variance not assumed. 
 
 
 
Table D15 
 

Table D15:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.56 
1998 

Distance 8 3.00 
16 2.324 .034 

 
 
 

Table D16 
 

Table D16: Community Dental Health (508-131) Course Averages  
by Host and Distance Learners  

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.20 
1998 

Distance 8 3.00 
16 .889 .387 
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Class of 1999 
 
Table D17 
 

Table D17:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 2.80 
1999 

Distance 5 2.80 
13 .000 1.00 

 
 
 

Table D18 
 

Table D18:  Dental Hygiene Theory I (508-113) Course Average 
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.70 
1999 

Distance 5 4.00 
9  -1.964 .081* 

*equal variance not assumed. 
 
 
 
Table D19 
 

Table D19:  Nutrition (508-114) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.80 
1999 

Distance 52 4.00 
9  -1.50 .168* 

*equal variance not assumed. 
 
 
 
Table D20 
 

Table D20:  Periodontology (508-115) Course Averages  
by Host and Distance Learners** 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.00 
1999 

Distance 5 3.00 
13 **  

** t value could not be computed because the standard deviations of both groups is 0. 
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Table D21 
 

Table D21:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.39 
1999 

Distance 5 3.40 
13 -.004 .997 

 
 
 
Table D22 
 

Table D22:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.16 
1999 

Distance 5 2.73 
13 1.944 .074* 

*equal variance not assumed. 
 
 
 
Table D23 
 

Table D23:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.39 
1999 

Distance 5 3.66 
13  -1.260 .230 

 
 
 

Table D24 
 

Table D24:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.33 
1999 

Distance 5 3.33 
13 .000 1.00  
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Class of 2000 
 
Table D25 
 

Table D25:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.22 
2000 

Distance 8 2.95 
15 1.214 .243 

 
 
 

Table D26 
 

Table D26:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 159 3.63 
2000 

Distance 8 3.50 
15 .648 .526 

 
 
 
Table D27 
 

Table D27:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.55 
2000 

Distance 8 3.37 
15 .776 .450 

 
 
 
Table D28 
 

Table D28:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.26 
2000 

Distance 8 2.95 
15  1.305 .212 
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Table D29 
 

Table D29:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.59 
2000 

Distance 8 3.29 
15  1.083 .296 

 
Table D30 
 

Table D30:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.11 
2000 

Distance 8 2.91 
15 1.003 .332 

 
Table D31 
 

Table D31:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.52 
2000 

Distance 8 3.46 
15 .271 .790 

 
Table D32 
 

Table D32:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.74 
2000 

Distance 8 3.58 
11  .770 .457* 

*equal variance not assumed. 
 
Table D33 
 

Table D33:  Local Anesthetic (508-xxx) Course Averages by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 9 3.85 
2000 

Distance 4 4.00 
11 -.854 .411 
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Class of 2001 
 
 
Table D34 
 

Table D34:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.12 
2001 

Distance 5 2.93 
11 .440 .669 

 
 
 

Table D35 
 

Table D35:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.50 
2001 

Distance 5 3.59 
11  -.394 .701 

 
 
 
Table D36 
 

Table D36:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8  3.08 
2001 

Distance 5 2.66 
11 1.012 .333 

 
 
 
Table D37 
 

Table D37:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 2.83 
2001 

Distance 5 3.13 
11 -.539 .601 
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Table D38 
 

Table D38:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.45 
2001 

Distance 5 3.40 
11 .154 .881 

 
Table D39 
 

Table D39:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.04 
2001 

Distance 5 3.20 
11 -.322 .754 

 
Table D40 
 

Table D40:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.66 
2001 

Distance 5 3.80 
11 -.507 .622 

 
Table D41 
 

Table D41:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.58 
2001 

Distance 5 3.86 
10 -1.339 .208* 

*equal variance not assumed. 
 
Table D42 
 

Table D42:  Local Anesthetic (508-xxx) Course Averages by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 5 3.85 
2001 

Distance 3 4.00 
4 -1.582 .189* 

*equal variance not assumed. 
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Class of 2002 
 
Table D43 
 

Table D43:  Oral Anatomy (508-101) Course Averages by Host and Distance 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 2.97 
2002 

Distance 9 2.74 
19 .694 .496 

 
 

 
Table D44 
 

Table D44:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 14 3.92 
2002 

Distance 9 3.77 
9  1.284 .229* 

*equal variance not assumed. 
 
 
 
Table D45 
 

Table D45:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 3.18 
2002 

Distance 9 2.96 
20 .812 .426 

 
 
 
Table D46 
 

Table D46:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 14 2.85 
2002 

Distance 9 2.85 
21  .018  .986  
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Table D47 

Table D47:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 3.82 
2002 

Distance 9 3.63 
10 .937 .369* 

*equal variance not assumed. 
 
 
Table D48 

Table D48:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 14 3.50 
2002 

Distance 9 3.51 
21 -.068 .946  

 
 
Table D49 

Table D49: Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 15 3.80 
2002 

Distance 9 3.85 
22 -.353 .728 

 
Table D50 

Table D50:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 15 3.93 
2002 

Distance 9 3.93 
22 -.329 .745 

 
Table D51 

Table D51:  Local Anesthetic (508-xxx) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 8 3.91 
2002 

Distance 6 4.00 
7 -1.528 .170* 

*equal variance not assumed. 
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Class of 2003 
 
Table D52 

Table D52:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 16 2.74 
2003 

Distance 10 2.93 
24  -.771 .448 

 
Table D53 

Table D53:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 17 3.82 
2003 

Distance 10 3.86 
 25 -.340  .737 

 
Table D54 

Table D54:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 16 2.91 
2003 

Distance 10 3.49 
24 -2.626 .015 

 
 
Table D55 

Table D55:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 16 2.93 
2003 

Distance 10 3.23 
24 -1.186 .247 

 
 
Table D56 

Table D56:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 15 3.19 
2003 

Distance 10 3.93 
18 -4.116 .001* 

*equal variance not assumed. 
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Table D57 
 

Table D57:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 18 3.51 
2003 

Distance 10 4.00 
17 -3.561 .002* 

*equal variance not assumed. 
 
 
Table D58 
 

Table D58:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 18 3.62 
2003 

Distance 10 3.93 
25  -2.456 .021* 

*equal variance not assumed. 
 

 
Table D59 
 

Table D59:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners** 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 18 4.00 
2003 

Distance 10 4.00 
 17 **    

** t cannot be computed because the standard deviations of both groups are 0. 
 
   
Table D60 
 

Table D60:  Local Anesthetic (508-xxx) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 14 3.54 
2003 

Distance 8 3.54 
20  .027 .979 
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Class of 2004 
 
Table D61 
 

Table D61:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 2.88 
2004 

Distance 8 3.04 
17  -.505 .620 

 
Table D62 
 

Table D62:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 3.56 
2004 

Distance 10 3.53 
 21 .168  .868  

 
Table D63 
 

Table D63:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.16 
2004 

Distance 10 2.26 
 20 -.569 .576  

 
Table D64 
 

Table D64:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.39 
2004 

Distance 10 3.23 
19  .676 .507 

 
Table D65 

Table D65:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.39 
2004 

Distance 10 3.40 
19  -.025 .980 
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Table D66 
 

Table D66:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 2.84 
2004 

Distance 9 2.96 
20 -.530 .602 

 
 
Table D67 
 

Table D67:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 3.87 
2004 

Distance 10 3.80 
21 .558 .583 

 
 

Table D68 
 

Table D68:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 13 3.97 
2003 

Distance 10 3.90 
13 1.304 .214* 

*equal variance not assumed. 

 
 

Table D69 
 

Table D69:  Local Anesthetic (508-xxx) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.88 
2004 

Distance 10 3.86 
20 .168 .868 
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Class of 2005 
 
Table D70 
 

Table D70:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 2.83 
2005 

Distance 4 2.83 
12 .001 .999 

 
Table D71 
 

Table D71:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.75 
2005 

Distance 5 3.80 
14 -.184 .857 

 
Table D72 
 

Table D72:  Nutrition (508-114) Course Averages by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.73 
2005 

Distance 5 3.06 
13 2.246 .043 

 
Table D73 
 

Table D73:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.30 
2005 

Distance 4 3.66 
13 -1.049 .313 

 
Table D74 

Table D74:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.90 
2005 

Distance 5 3.06 
4 1.801 .140* 

*equal variance not assumed. 
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Table D75 
 

Table D75:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.54 
2005 

Distance 5 3.46 
14 .215 .833 

 
Table D76 
 

Table D76:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.84 
2005 

Distance 5 3.80 
14 .237 .816 

 
 

Table D77 
 

Table D77:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.90 
2005 

Distance 5 4.00 
14 -.661 .519 

 
 

Table D78 
 

Table D78:  Local Anesthetic (508-xxx) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 10 3.73 
2005 

Distance 3 4.00 
9 -2.449 .037* 

*equal variance not assumed. 
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Class of 2006 
 
Table D79 

Table D79:  Oral Anatomy (508-101) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 2.58 
2006 

Distance 8 2.54 
18 .152 .881 

 
Table D80 

Table D80:  Dental Hygiene Theory I (508-113) Course Averages  
by Host and Distance Learner* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 4.00 
2006 

Distance 8 3.87 
7 2.049 .080* 

*equal variance not assumed. 
 
Table D81 

Table D81:  Nutrition (508-114) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 3.33 
2006 

Distance 8 3.25 
17 .422 .678 

 
Table D82 

Table D82:  Periodontology (508-115) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 2.94 
2006 

Distance 7 2.52 
17 1.312 .207 

 
Table D83 

Table D83:  Oral Pathology (508-122) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.30 
2006 

Distance 8 2.83 
18 2.056 .055 

2007 HICE Proceedings 
Page 4247



 
 

 

106

Table D84 
 

Table D84:  Dental Pharmacology (508-123) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.22 
2006 

Distance 8 3.16 
18 .291 .775 

 
 
Table D85 
 

Table D85:  Dental Hygiene Theory II (508-124) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.69 
2006 

Distance 8 3.16 
18 2.943 .009 

 
 

Table D86 
 

Table D86:  Community Dental Health (508-131) Course Averages  
by Host and Distance Learners* 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 11 4.00 
2006 

Distance 8 3.79 
7 1.662 .141* 

*equal variance not assumed. 
 
 

Table D87 
 

Table D87:  Local Anesthetic (508-xxx) Course Averages  
by Host and Distance Learners 

Year Location n Mean df t-value 2-Tailed Prob. 

Host 12 3.86 
2006 

Distance 7 3.52 
17 1.642 .119 
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APPENDIX E: 
 

Core Dental Hygiene  

Course-by-Course Yearly Analysis  
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Table E1 
 
 

Table E1:  Analysis of Oral Anatomy (OA101) Scores  
by Host and Distance Learner 

Year Location n Mean df t-value 2-tailed prob. 

Host 9 3.55 
1997 

Distance 4 3.00 
11 .492 .164 

Host 10 3.30 
1998 

Distance 8 2.75 
10 1.578 .145 * 

Host 10 2.80 
1999 

Distance 5 2.80 
13 .000 1.00 

Host 9 3.22 
2000 

Distance 8 2.95 
15 1.214 .243 

Host 8 3.12 
2001 

Distance 5 2.93 
11 .440 .669 

Host 12 2.97 
2002 

Distance 9 2.74 
19 .694 .496 

Host 16 2.74 
2003 

Distance 10 2.93 
24 -.771 .448 

Host 11 2.88 
2004 

Distance 8 3.04 
17 -.505 .620 

Host 10 2.83 
2005 

Distance 4 2.83 
12 .001 .999 

Host 12 2.58 
2006 

Distance 8 2.54 
18 .152 .881 

*equal variance not assumed. 
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Table E2 
 
 

Table E2:  Analysis of Periodontology (Perio115) Scores  
by Host and Distance Learner 

Year Location n Mean df t-value 2-tailed prob. 

Host 10 3.10 
1997 

Distance 4 2.75 
12 .862 .405 

Host 10 3.00 
1998 

Distance 8 2.50 
16 2.108 .051 

Host 10 3.00 
1999 

Distance 5 3.00 
** 

Host 9 3.26 
2000 

Distance 8 2.95 
15 1.305 .212 

Host 8 2.83 
2001 

Distance 5 3.13 
11 -.539 .601 

Host 14 2.85 
2002 

Distance 9 2.85 
21 .018 .986 

Host 16 2.93 
2003 

Distance 10 3.23 
24 -1.186 .247 

Host 11 3.39 
2004 

Distance 10 3.23 
19 .676 .507 

Host 11 3.30 
2005 

Distance 5 3.66 
13 -1.049 .313 

Host 12 2.94 
2006 

Distance 7 2.52 
17 1.312 .207 

*equal variance not assumed 

** t cannot be computed because the standard deviations of both groups are 0. 
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Table E3 
 
 

Table E3:  Analysis of Community Dental Health (CDH 131) Scores  
by Host and Distance Learner 

Year Location n Mean df t-value 2-tailed prob. 

Host 11 3.00 
1997 

Distance 4 3.50 
13 -1.167 .264 

Host 10 3.20 
1998 

Distance 8 3.00 
16 .889 .387 

Host 10 3.33 
1999 

Distance 5 3.33 
13 .000 1.00 

Host 9 3.74 
2000 

Distance 8 3.58 
11 .770 .457 * 

Host 8 3.58 
2001 

Distance 5 3.86 
10 -1.339 .208 * 

Host 15 3.93 
2002 

Distance 9 3.96 
22 -.329 .745 

Host 18 4.00 
2003 

Distance 10 4.00 
** 

Host 13 3.97 
2004 

Distance 10 3.90 
13 1.304 .214 * 

Host 11 3.90 
2005 

Distance 5 4.00 
14 -.661 .519 

Host 11 4.00 
2006 

Distance 8 3.79 
7 1.662 .141 * 

*equal variance not assumed. 

** t cannot be computed because the standard deviations of both groups are 0. 
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Table E4 
 
 

Table E4:  Analysis of Local Anesthetic (LAelect) Scores  
by Host and Distance Learner 

(Course not offered before 2000, elective from 00-03, required 04-06) 

Year Location n Mean df t-value 2-tailed prob. 

Host 9 3.85 
2000 

Distance 4 4.00 
11 -.854 .411 

Host 5 3.66 
2001 

Distance 3 4.00 
4 -1.582 .189 * 

Host 8 3.91 
2002 

Distance 6 4.00 
7 -1.528 .170 * 

Host 14 3.54 
2003 

Distance 8 3.54 
20 .027 .979 

Host 12 3.88 
2004 

Distance 10 3.86 
20 .168 .868 

Host 10 3.73 
2005 

Distance 12 4.00 
9 -2.449 .037 * 

Host 12 3.86 
2006 

Distance 7 3.52 
17 1.642 .119 

*equal variance not assumed. 
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Introduction 

This paper reports on the piloting phases of a three-year project funded by 

the National Science Foundation entitled The Role of Gender in Language Used by 

Children & Parents Working on Mathematical Tasks. One goal of this research 

project is to investigate gender-related differences in language and actions used by 

children and parents when working on number, algebra, and geometry tasks.  

The following research questions are guiding the research: 
 

1. To what extent are there differences in the use of cognitively demanding 
language among four types of child-parent dyads (daughter-mother, son-
mother, daughter-father, son-father) working together on mathematical tasks in 
number, algebra, and geometry that initiate high level of interactions? 

 
2. To what extent are there gender-related differences in children’s self-efficacy in 

mathematics and parents’ competence beliefs for their children’s success in 
mathematics? 

  
3. What are the relationships among (a) parents’ competence beliefs for their 

children’s success in mathematics, (b) children’s self-efficacy and interest in 
mathematics, and (c) cognitively demanding language used by children and 
parents when working together on mathematical tasks? 

 
The research extends the knowledge base regarding gender issues in the role 

parents play in their children’s mathematics learning. Most of the prior research on 

parental gender typing in academic domains has been done using self-reports (Eccles, 

Frome, Yoon, Freedman-Doan, & Jacobs, 2000). This research project goes beyond the 

use of self-reports by documenting the language and action of parents and children as 

they work on mathematical tasks. The choice of academic content for this research uses 

three different mathematical tasks in an attempt to parallel earlier work in science 

(Tenenbaum & Leaper, 2003). Findings from the research will help determine ways 

parent materials and parent involvement programs can address the gender differences in 

language and actions of parents and their children when working on mathematical tasks 

similar to those found in reform mathematics curricula.  
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Rationale for Study 

The research questions are based on theories of the role of gender on children’s 

self-efficacy (Bandura, 1977, 1993, 1997; Zimmerman 1994, 2000; Pajares, 2002), 

parents’ competence beliefs for children (Eccles, et al., 2000), and ways in which these 

affect cognitively demanding language (Tenenbaum & Leaper, 2003). Based on prior 

research that has shown gender differences in mathematics performance within different 

content areas (Casey, Nuttall, & Pezaris, 2001; Organisation for Economic Co-operation 

and Development, 2004), it is hypothesized that the types of mathematics tasks will also 

affect the cognitively demanding language used by children and parents. Cognitively 

demanding language will be measured by analyzing the discourse used by the parents and 

children and will include an examination of the number of conceptual questions and 

discussions, procedural directions and explanations, or specific use of mathematics 

vocabulary during the exploration involving the tasks (Tenenbaum & Leaper, 2003). 

Tenenbaum and Leaper (2003) investigated parents’ teaching language during 

science and non-science tasks among families who were recruited from public schools, 

summer camps, and after-school activities. Their findings indicated that fathers, when 

working with their children on a physics task, used more cognitively demanding speech 

with sons than with daughters. However this was not the case when working on a biology 

task. The researchers noted that biology is generally viewed as a more gender-neutral 

field of study than is physics. Extending this research into the domain of mathematics, the 

project is designed to study language used by children and parents as they work on tasks 

in three broad content areas as identified by the National Council of Teachers of 

Mathematics (NCTM):  number and operations, reasoning and algebraic thinking, and 

spatial sense and geometry (NCTM, 2000). In the attempt to parallel previous work in 

science, it is thought that number might be a more gender-neutral area than algebraic 

reasoning.  

Hackett (1995) reported that self-efficacy beliefs strongly influence the choice of 

majors and career decisions of college students. Zeldin and Pajares (2000) studied the 

ways in which women’s self-efficacy beliefs influenced their academic and career 

choices. Messages from significant others were important in forming their self-efficacy. 
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The findings suggest that when parents stress the importance and value of academic skills 

and encourage girls to persist and persevere, girls develop higher self-efficacy. High self-

efficacy in turn is expected to influence academic and career choices. Based on 

previously cited research on self-efficacy beliefs, parent’s competence beliefs, and gender 

differences, the project team built their research framework. Figure 1 below illustrates the 

conceptualization of the interaction of mathematical tasks, cognitively demanding 

language, gender, self-efficacy, and parent’s competence beliefs for children on academic 

and career choices of girls and women.  

 

Figure 1 

Research Framework for Affects of Gender Differences on Science Technology 

Engineering and Mathematics (STEM) Career Choices 

 

The longitudinal work of Eccles, et al. (2000) gives evidence of the influence of 

gender on parents’ perception of their children’s competence in various activity domains. 

Parents’ beliefs not only impact children’s self-efficacy. The experiences they provide for 

their children or how they encourage their children to participate also affect children’s 

self-efficacy. Parents’ gender-role stereotypes affect the development of children’s 

confidence and interest in various activities, including participation in the learning of 

mathematics. 

Research by Pajares & Kranzler (1995) found that students who report a high 

level of mathematics self-efficacy are likely to display greater effort, attention and 

perseverance when solving mathematics problems, especially when problems are 

difficult. While correlated with other measures, Pajares & Graham (1999) found that self-

efficacy alone was able to predict mathematics performance. Pajares and Graham suggest 
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that differences in self-efficacy may be the result of the setting in which mathematical 

tasks and activities are placed. The importance of the context of a mathematical task 

related to self-efficacy was also noted by Junge & Dretzke (1995), who found that girls 

judged their self-efficacy lower than did boys for occupations requiring quantitative 

skills.  

 

Research Design 

One hundred child-parent dyads balanced by gender of the parent and of the child 

(daughter-mother, son-mother, daughter-father, son-father) are being recruited from third 

and fourth grade classrooms at four public schools in Hawai‘i. The schools serve 

ethnically diverse populations with 50% to 80% low socio-economic status. During a 

one-hour session, a child-parent dyad is videotaped as they work together on the three 

distinct mathematical tasks. Each task was chosen to have multiple solutions and/or 

multiple methods of solution and designed to initiate a high level of interaction between 

the parent and child. For each task a timer is set for 10 minutes during which time dyads 

are instructed to work. At the completion of the video session each child receives a set of 

tangrams and the book Grandfather Tang’s Story (Tompert, 1990). As an incentive and 

to partially compensate them for their time commitment, $40 is paid to each dyad for 

approximately one hour of participation in the study.  

  To answer the first research question, quantitative and qualitative analyses will be 

conducted. For quantitative analysis, analysis of variance, with dyad type as the 

independent variable and a quantitative measure of cognitively demanding speech (across 

the three content strands) as the dependent variable (on the assumption this measure 

across strands is a unidimensional variable), will be conducted. Both statistical 

significance and effect sizes will be reported, as will the frequency and percentage 

distributions of types of cognitively demanding speech instances for each dyad type. 

Cluster analyses, clustering dyads in some analyses and instances of cognitively 

demanding speech in others, will be performed. These cluster analyses will enable the 

selection of a small representative sample on which to conduct further in-depth 

qualitative analyses to examine similarities and differences in types of interactions among 

the four types of dyads. 
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 To collect data addressing the second research questions, Likert-scale instruments 

on parents’ beliefs about their children’s competence and interest in mathematics, and 

children’s self-efficacy for and interest in mathematics. The development of these 

instruments used the work of Eccles (2000) as a starting framework. During the piloting, 

the surveys were analyzed for internal consistency. The third research question will be 

addressed by investigating relationships between survey data and the verbal and non-

verbal interactions between the parents and children during the videotaping sessions. A 

summary of the data to be collected and procedures for collection are described in the 

table below. 

Data to be Collected Procedure 
Parents’ belief in children’s 
competence and interest in 
mathematics. 

Survey instrument completed by parents 
prior to the beginning of videotaping 
session. 

Children’s self-efficacy for and 
interest in mathematics. 

Survey instrument completed by child 
prior to the beginning of videotaping 
session. 

Cognitively demanding language 
used by child-parent dyads and 
actions of child-parent dyads. 

Videotape of parent/child dyads working 
on mathematical tasks.  

 
Piloting 

  During the piloting effort 18child-parent dyads were videotaped to test and refine 

the mathematical tasks and survey instruments as well as to initiate and define the 

processes and procedures to use for analysis of the videotape data that will be collected. 

The pilot videotaping sessions also provided the opportunity to determine preferable 

equipment to use and the manner in which the equipment could be setup to maximize the 

opportunity of fully capturing the child-parent interaction. Also developed was the series 

of protocols to use during a videotaping session.  

 

Development of mathematical tasks 

  Based on the information gathered during 12 of the videotaped sessions, the 

mathematical tasks have undergone seven iterations of refinement. For the purpose of 

developing the process for coding the videos, the last six child-parent dyads were 

videotaped using the revised tasks. After each pilot videotaping session, parents and 

children were asked to provide feedback on the clarity of the directions of the tasks, 
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whether the tasks were challenging and enjoyable, and what changes, if any, they would 

recommend in the wording or format of the questions. From the feedback received, a 

decision was made that a dyad should be given the choice of deciding the order in which 

they would complete the three tasks. It was felt that allowing dyads to determine the 

order of the tasks might provide some data on gender differences related to the order of 

choices made. 

  The geometry task shown below was used as a starting example for designing the 

geometric mathematical task for the research study (Olson, 1999).  

 

Use four isosceles right triangles as shown and place them together along edges 
with no overlapping. How many different quadrilaterals (four-sided figures) 
can be made?  How are the quadrilaterals the same or different?   
 
 

          

From this question, a geometry task was prepared and organized in an attempt to 

create a version from which children and their parents could work together, describe what 

they are doing and provide the opportunity for collecting data on language use. When the 

research team viewed the videotapes of the first sessions, it observed that the parents and 

children spent most of the 10-minute session making the shapes in silence and very little 

conversation emerged. There was little time left in the session for the dyad to discuss how 

the shapes were similar or different. Also it was noted that the dyads had difficulty 

deciding which were appropriate shapes to make. To encourage more conversation and 

interaction between parents and children, instructions were numbered. In addition, 

instructions included direction to increase conversations throughout the session rather 

than only focusing the discussion at the end. Continued examination of videotapes of 

sessions and feedback from the participants led to the final iteration of the geometry task. 

The final version of the geometry task has been more successful in getting the desired 

amount of communication between parents and children than the previous iterations. The 

first version and final versions of the geometry task used for the videotaping sessions are 

shown below.

 

2007 HICE Proceedings 
Page 4260



The Role of Gender in Language Used by Children and Parents Working on Mathematical Tasks 
– Building the Working Model 

 

 8

Version 1 - Geometry Task  

 

How Many Different Shapes Can We Make 
 

On your work area, make as many different 4-triangle shapes as you can. 
 
      Examples of 2-triangle shapes: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

As in the examples, the sides of the triangles must fully meet with no overlapping. 
 

When the timer goes off, describe to each other how the shapes you made are 
similar or different.  

 

Example of 3-triangle 
shape: 
 

 Example of 4-triangle           
shape: 
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Final Version – Geometry Task 

Making Shapes with 4 Triangles 
 

Your task is to make different shapes where each shape has 4 triangles. Here are 
acceptable and not acceptable shapes you can make.  
 
                       ☺                        ☺                                                                              
 
 
 
 
 
 
 
 
 
 
Discuss with each other what makes the shapes acceptable and what makes the shapes not 
acceptable. 
 
1. On your work area, make 2 different acceptable shapes. Talk about how the shapes are 

similar to each other as well as how they are different from each other. 
 
2. Leave your shapes on the work area and make another acceptable shape. Discuss how 

the shape is similar and different to the ones on your work area. 
 
3. Add another acceptable shape and discuss similarities and differences. 
 
4. Sort the acceptable shapes you made into 2 or more groups. As you sort the shapes, 

talk about your reasons for your groups. 
 
5. If you can, make other acceptable shapes. Discuss if they fit into the groups you made. 
 
 

 Because of the possibility of two parents working with the same child, to capture 

this option a parallel geometry task was also created and tested.  Initial piloting of the 

task indicated the task was not equivalent.  This alternative task went through the same 

revision process to arrive at the final version that proved acceptable. 

 The numbers and operations task and algebra task, as well as their parallel tasks, 

were also developed to initiate dialogue between a parent and child. Just as with the 

geometry task, these tasks also went through several revisions to optimize the 

opportunities for discussion and interaction between parents and children. It is not 

acceptable acceptable not acceptable not acceptable
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deemed important whether or not the dyad completes the tasks. Also project staff 

members do not provide solutions or confirmations of answers while the dyad works on 

the tasks.  

 

Survey Development 

 Prior to working on the tasks, both the child and parent complete a separate but 

parallel questionnaire related to self-efficacy and competence beliefs. Parent and child 

surveys were developed using the extensive data from the Childhood and Beyond Study 

(Gender &Achievement Research Program, 2006) conducted at the University of 

Michigan by Jacqueline Eccles and other researchers. Childhood and Beyond is a large-

scale, cross-sequential, longitudinal study of development in four primarily white, lower-

middle to middle-class school districts in Midwestern urban/suburban communities and 

included groups of children in kindergarten, first, and third grade. Children's achievement 

self-perceptions in various domains and the roles that parents and teachers play on 

socializing these beliefs were studied.  

 Constructs identified by Eccles, such as “personal efficacy, interest and utility 

value, and ability” were adapted for our study, resulting in the selection and identification 

of three domains: (1) self-efficacy, (2) value/usefulness, and (3) competency beliefs. 

Using a seven-point Likert scale, parallel surveys were created for parents and children. 

The intent of the survey was to collect specific information directly from parents and 

students and to compare these data with observational data.  

       Over the course of five months, completed surveys were collected from 66 

students and 44 parents from three different public elementary schools in Hawai‘i. 

Reliability tests (Cronchbach’s Alpha) were employed to examine the internal 

consistency of the survey items. Initially, a 19-item survey with six constructs (ability, 

values, usefulness, interest, parent involvement, and effort) was proposed. However, 

reliability results indicated that only two of the six constructs were reliable (� > .70). 

After reducing the number of items to 14 and regrouping some of the survey items, the 

reliability of all three constructs improved considerably (� > .84). 
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Videotape analysis procedures 

  As pilot videotape data were collected, the research team viewed them together to 

discuss processes and procedures for data storage, transcription, coding and analysis. 

Research literature (Chi, 1997; Spiers, 2004; Maietta, 2006) and online resources (Lewis, 

A. and Silver, C  (2006); Frieses (2006)) about qualitative video analysis was examined 

and the qualitative online discussion group, QUAL-SOFTWARE@JISCMAIL.AC.UK, 

provided a helpful resource for connecting with other researchers involved in conducting 

qualitative video analysis. In particular, there was a considerable discussion concerning 

the various qualitative software packages available for data analysis.  

  Dr. Thomas Speitel from the Curriculum Research & Development Group at the 

University of Hawai‘i at Mānoa developed and made available to the research team a 

qualitative software package called Qualifiers (2003). Qualifiers works on the Macintosh 

platform only and can be played back using video tools such as "transcriber play" and 

"mark back", features that allow the researcher to examine and transcribe videos. With 

Qualifiers one can collect text and video data simultaneously and arrange it in categories 

and print reports. However, the team continued to look for a more full functioning video 

analysis qualitative software package that could be used for project management.  

  Trial and free versions of some of the leading qualitative software packages were 

downloaded and examined (Atlas.ti, 2006; HyperRESEARCH, 2006; MAXqda, 2006; 

NVIVO 7, 2006; and Transana, 2006). MAXqda and NVIVO 7 were eliminated from 

consideration since they do not support video analysis from within the software. After 

considering the features of the qualitative software packages, the needs of our project, 

and conversations with other researchers through online discussion groups, ATLAS.ti 

evolved as our first choice. Raymond Maietta, President of ResearchTalk, a qualitative 

analysis consulting company, provided a one-hour online demo of ATLAS.ti and 

described how it might handle our project data. The project contracted with Maietta for a 

two-day training session at the University of Hawai‘i at Mānoa on ATLAS.ti for project 

staff. 

  The six pilot videos that utilized the final revisions of the mathematical tasks are 

being examined for verbal and nonverbal interactions between the parents and children. 

The tapes are being transcribed and instances of conceptual questions and interactions, 
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procedural questions and explanations, and mathematics vocabulary are being noted. 

These six videos will be used to develop the coding process used within ATLAS.ti for 

analysis purposes.  

  The timeline and activities that will be followed for the actual research study data 

collection and analysis is provided in the following table.  

Dates 
Activities 

October, 2006 Parent recruitment. Set schedules for child-parent 
dyads sessions. 

October, 2006 - 
January, 2007 

Collect data. 

January -August, 2007 Continue to collect data while analyzing data. 
 

September, 2007 – 
May, 2008 

• Analyze qualitative analysis.  
• Continue refinement of quantitative analysis. 

May–August, 2008 • Complete final analysis of data. 
• Prepare final report. 

 

Research Team 

The research project is being conducted by five members of the Curriculum 

Research & Development Group at the University of Hawai‘i. They are Dr. Judith Olson, 

Principal Investigator; Dr. Melfried Olson, Co-Principal Investigator; Dr. Paul Brandon, 

Research Coordinator; Claire Okazaki, Research Specialist; and Alice Taum, Assessment 

Specialist. Thuy La, graduate assistant, and Jonnine Sova, program assistant, assist with 

day-to-day operations and will coordinate the videotaping data collection process. 

Questions related to the operation of the project should be directed to Dr. Judith Olson. 
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Title 
 
Internet User Policies: Establishing Effective Guidelines for Appropriate Online Behavior and 
Technology Use 
 

Abstract 

The Internet is a series of communication linkages leading to a highly diverse array of 
information content. However, there are many issues that surround the Internet use, such as how 
to safeguard the young people from inappropriate language, pornography, and other questionable 
influences on the Internet. This paper examines the importance of establishing appropriate 
guidelines for appropriate use of computer networks. The authors suggest the need for 
implementing specific Acceptable User Policies (AUPs) and awareness aimed at increasing 
productivity while reinforcing proper technology usage. AUPs should be realistic- possibly more 
than just a drafted document. 
 
 
Introduction 

With the present high demand for a people who are technologically educated, most of our 
schools are increasingly incorporating the Internet into their everyday curriculum. Even so, some 
schools are thinking of banning the Internet all together because of the dangers therein. Accepted 
User Policies (AUPs) are now being used as one of the least restrictive ways of supervising 
student’s use of the internet. Blocking software completely is seen as the most restrictive way of 
approaching it and is not desirable (Kinnaman, 1995).  
 
AUP is defined as a legal document that pertains to a specific school’s or district’s technology 
system and its acceptable use (Crystal, Geidi, & Salpeter, 2000). It is drafted by a team 
comprised of administrators, teachers, parents, students, and teacher’s union representatives.   
 
AUPs define the goals for acceptable practice as well as unacceptable behaviors and their 
consequences. It strikes a balance between the rights of individuals (to privacy and fair use) and 
the needs of the community (to share resources in ways that benefit the group as a whole).  
 
Importance of an AUP 
 
AUPs are of most importance, to organizations such as schools or libraries that offer Internet as 
well as internal access services. This is so because they protect young people against 
inappropriate language, pornography, and other questionable influences. They are designed to 
place responsible use of technology and the internet with the student. They act as contracts 
between the schools and the students and are signed by both parties, and mostly parents are 
asked to sign for their children. 

AUPs have a broad mission to fulfill in schools and are normally packed with lots of 
information. Issues that AUPs address include: Educating parents about their children’s use of 
the internet; Educating students about risks peculiar to computer communication, rules for 
efficient, ethical, legal computer/network use, safe and appropriate computer social behavior and 
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use of available and unavailable services; Preserving digital material created by students and 
teachers; Protecting vulnerable children from inappropriate approaches; To discourage children 
from making inappropriate personal approaches; To encourage accepted netiquette; To 
discourage slander, libel, defamation, and mendacity; and to discourage network playing and 
anonymous messages (Kinnamann, 1995). 

Each AUP should be able to meet its user’s needs. Each school should be able to develop an 
AUP that suit’s it best, depending on whether the school is large or small and how exposed it is 
technologically. Most AUPs come into existence through the schools needs. An AUP should be 
able to represent the concerns of all the students, teachers, parents and administrators. It should 
be clear, easy to understand, well written, logical and internally consistent otherwise people are 
likely not to believe in them. 

Employers in working environments use AUPs to block employees from accessing sites that are 
entertainment-related which may occupy them and make them less productive (Liaskos, J. & 
Sandy, G. A., 2004). Further, an employee's inappropriate use may negatively affect other 
employees' speed of access or storage space for work product. Therefore, an AUP can guide 
employees concerning the use of storage space and bandwidth on the system in order to 
maximize utility to all employees. 

Components of an AUP 
 
The Handbook from Virginia Department of Education lists the following as the major 
components of AUP:  

a) A description of the instructional philosophies and strategies to be supported by the 
internet access in schools 

b) A statement on the educational uses and advantages of the internet in the school or 
division 

c) A list of the responsibilities of educators, parents, and students for using the internet 
d) A code of conduct governing behavior on the internet 
e) A description of the consequences of violating the AUP 
f) A description of what constitutes acceptable and unacceptable use of the internet 
g) A disclaimer absolving the school division, under specific circumstances, from 

responsibility 
h) A statement reminding users that internet access and the use of computer networks is a 

privilege 
i) A statement that the AUP is in compliance with state and national telecommunication 

rules and regulations 
j) A signature form for teachers, parents, and students indicating their intent to abide by the 

AUP. 
Most important is that a well written AUP should be able to focus on responsible use of the 
computer networks, including the internet, and access and transmitting of information to 
classrooms and the library media center. 
 
AUPs once drafted they are communicated to the users so that they can become aware of them. 
AUPs are powerful tools for guiding behavior and should be communicated to the school 
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community in a variety of ways. Communication can occur initially as users and parents read and 
sign the policy, but later reinforcement can be done through discussions about cyber-ethics and 
netiquette (Crystal, Geidi, & Salpeter, 2000). Further, students should be engaged in such 
activities to make them pay attention to AUPs. Schools may do this is by creating a “kid 
friendly” version that concretely outlines rules and consequences. Other ways can be through 
posters or essay contest that asks users to give their own interpretations of the AUPs. 
 
Once AUPs are communicated they are enforced. If the philosophy and rules of an AUP are truly 
incorporated into the culture of a school, then the individual users are the ones who will be 
reporting slip-ups, violations, or troubling incidents (Crystal, Geidi, & Salpeter, 2000). However, 
a humanistic enforcement of policy can help this process by differentiating between a user who 
accidentally clicks on an inappropriate Web site for a few seconds and one who is making a 
career out of surfing the dark side of the Net, because their will be always times when sites may 
pop out unexpectedly that are prohibited. 
 
Some things that teachers can do apart from empowering their students with the acceptable use 
policies  is to give students clearly defined  assignments that have set time  limits and specific 
product expectations. Instead of asking students to browse through the internet for a research 
topic, they need to give them specific research Web addresses and ask them to bookmark or save 
specific pages related to the topics. These types of assignments help in focusing student activity 
and increasing productivity while reinforcing proper technology usage.   
 
Is an AUP the best approach? 
 
While some may see AUP as one way of protecting students from the evil of the internet, some 
argue that what we block may still be accessed through other resources. Students can still learn, 
for instance, how to make an explosive from their chemistry textbooks other than from their 
peers online. Our focus should go beyond seeing the Internet as evil but exploring its advantages. 
Given that the Internet has similar risks as found on cable TV or newspapers, the best way to 
handle it is for children to learn self control (Crystal, Geidi, & Salpeter, 2000). Children should 
begin exercising judgment and restraint in their early life and make the right choices. 
 
There are many who feel that AUPs are a form of censorship (AUP Addendum). Students may 
feel they are being censored from information, communication and the ability to publish their 
works in original form. AUP We can do the best we can in schools but students are still exposed 
to the real world when out of school. We need more enforcement of the AUPs and awareness. 
Further, the punishment for going against the AUP should be more realistic and effected. The 
AUP should be more than just a drafted document. 
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Research Title: Effects of an Early Literacy Mentor-Coach Model on Head Start 

Children’s Literacy Learning Outcomes 

Abstract  

The study examined the extent to which a teacher professional staff development mentor-coach 

initiative model had an impact on children’s literacy learning outcomes. The effectiveness of the 

initiative was based on analysis of children’s literacy learning outcomes across 44 classrooms in 

two Midwestern states that were assessed using the Creative Curriculum Individual Child Profile 

Developmental Continuum (Dodge & Colker, 1992).  The analysis identified direct effect of the 

mentor-coach initiative on children’s literacy learning outcomes. The results support research of 

the positive impacts of intensive professional development initiatives such as mentoring that 

provide means through which teachers work together with experienced colleagues to enhance 

their instructional practices which in turn impacts children’s learning. 

Purpose of Study 

In the year 2002 -2003, the Head Start Bureau provided a nation wide staff development 

mentor-coach initiative. The mentor-coach initiative was one of its kinds. Individuals well 

knowledgeable in the early childhood field referred to as Mentor Coach Specialists were hired 

and delegated the responsibility of visiting Head Start programs across the country and providing 

one-on-one support through mentor-coaching. The aim was to support teacher use of best literacy 

practices in their teaching with the final goal being to positively enhance children’s literacy 

learning outcomes. The Mentor-coach specialists were to provide this support for at least 3-4 

hours each month.  The emphasis was placed on literacy development to support the President’s 

educational reform plan of making it possible that all children begin school ready to read to be 

successful in school. The purpose of this study was to examine the extent to which this mentor-

coach initiative model was effective in enhancing children’s literacy learning outcomes and the 

impact of such a mentor coach initiative model for teacher professional development. 

Literature Review 

The concept of mentoring is perceived from the kind of care that ‘Mentor’ provided to 

Odysseus’s son Telemachus while away in a siege of Troy. The central quality of mentoring as 

modeling has evolved from Odysseus’s act of bestowing an individual with the responsibility for 

nurturing, educating, advising, and protecting his son Telemachus (Whitaker, 1999). Mentoring 

is often portrayed as an intentional, nurturing, instructive, and supportive activity of helping 
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shape the growth and development of a younger, less experienced person (Whitaker, 1999). Over 

time, the term mentor has come to refer to a person who serves as a trusted friend, guide, teacher, 

adviser, and helper to another (Shea, 1994).  

Mentoring as an induction activity has often been used as a way of transmitting research-

based teaching practices to classrooms for teachers to improve quality of instruction (Gertsen, 

Morvant, & Brengelman, 1995). Various individuals such as McLaughlin (1990) have supported 

the notion that classroom practices can change or improve if teachers receive the ongoing and 

unpredictable support they need continuously. The benefit of using knowledgeable colleagues in 

supporting teacher practices is documented by various researchers.  For instance, Cruickshank 

(1998) identified that teachers who received such practice developed a reflective aspect that 

caused them to examine their roles as teachers. This practice positively impacted their teaching 

practices and in turn contributed to the increase in student learning. 

Since teacher education by itself cannot be enough for quality care and education, 

personal, ongoing relationships provided through mentoring should be encouraged as they can 

make differences in teacher’s instructional practices (Cummins, 2004). The need to provide 

teacher professional development activities within contexts that teachers can feel safe to make 

mistakes, study themselves, and share learning with each other to create excellence in their 

delivery is important (Dantonio, 2001). Teachers can perfect their teaching practices if 

professional development training programs are reflective and involve communal activities. 

These communal and reflection strategies can be promoted through collegial ways such as 

mentoring. 

Research Questions 

The study investigated whether differences of children’s literacy performance assessment scores 

between the control group and the experimental group served as an indicator for the effectiveness 

of the mentor-coach initiative.  

a) Were there significant performance differences in the children’s literacy teacher 

rating scores between the control group and the experimental group in the listening 

and speaking component of language development. 

b) Were there significant performance differences in the children’s literacy teacher 

rating scores between the control group and the experimental group in the reading and 

writing component of language development. 
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Research Methodology 

Sample 

Forty-four Head Start classrooms from four Head Start grantees across 2 mid-western 

states participated.  Each Head Start Grantee produced half of the classrooms that belonged to 

the control group and experimental group respectively. The experimental group (22 classrooms) 

were classrooms of teachers that participated in the mentor-coach initiative during the period 

January 2003 to June 2003. This was the period that Head Start teachers received onsite support 

from the Mentor-Coach Specialties. The control group (22 classrooms) were classrooms of 

teachers that did not participate in the mentor-coach initiative during this period.  

Data Collection  

Children’s literacy learning outcome scores from the 44 classrooms were used to 

compare children’s literacy performances across the two groups. Children’s literacy archived 

assessment data for the period spring 2003 were obtained from the various Head Start programs. 

Only programs using the Creative Curriculum Developmental Continuum (Dodge & Colker, 

1992) to assess children’s literacy performance outcomes were involved. The Creative 

Curriculum Developmental Continuum uses an Individual Child profile record that records each 

child’s performance data at three checkpoints during a program year; fall, winter, and spring. 

Two major curriculum goals are assessed in the language development domain, the listening and 

speaking domain and the reading and writing domain. The listening and speaking curriculum 

goal consists of six objectives and four developmental stages for each objective. The reading and 

writing curriculum goal consists of seven objectives with four developmental stages to be 

achieved by children as they progress. Children are rated across these objectives by identifying 

the developmental stage that the child is at. For purposes of analysis these stages were quantified 

onto a scale of 1-4 (1= forerunner stage; 2=stage I; 3=stage II; 4=stage III. These 13 objectives 

formed the basis for the analysis of the study. 

Results 

Research Question 1: were there significant performance differences in children’s listening and 

speaking teacher rating scores across the two groups? 

 The means and standard deviations for spring 2003 for each of the 6 listening and 

speaking literacy items as displayed in Table 1 identify performance differences across the two 
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groups. Children in the experimental group obtained higher mean scores in all the six 

subcategories of listening and speaking.  

Table 1 

Means for Winter 2003 on Listening and Speaking Items  

Subcategories of listening/speaking Control  
N = 309 

Experimental
N = 319 

Hears and   discriminates sounds of language 2.32 (.71) 2.56* (.80) 
Expresses self using words and expanded sentences 2.81 (.75) 2.95* (.79) 
Understands and follows directions 2.85 (.71) 3.06* (.77) 
Answers questions 2.76 (.73) 2.92* (.85) 
Asks questions 2.69 (.77) 2.79* (.85) 
Actively participates in conversations 2.82 (.81) 2.92* (.86) 
Listening and speaking (overall mean) 3.17 (.71) 3.35* (.80) 
(Lowest possible score 1, highest possible score 4) 

The means and standard deviations for spring 2003 for each of the 7 reading and writing literacy 

items as displayed Table 2 identified performance differences across the two groups.  Children in 

the experimental group obtained higher mean scores in all the 7 subcategories of reading and 

writing. Comparing the means of the two language development components, children had 

higher mean scores in the listening and speaking component than the reading and writing. 

Table 2 

Means for Winter 2003 on Reading and Writing Items  

Subcategories of reading and writing Control 
N= 309 

Experimental 
N = 319 

Enjoys and values reading 2.69 (.81) 2.76* (.91) 
Demonstrates understanding of print concepts 2.37 (.72) 2.47* (.87) 
Demonstrates knowledge of the alphabet 2.31 (.80) 2.44* (.92) 
Uses emerging reading skills to make meaning from print 2.20 (.75) 2.28* (.86) 
Comprehends and interprets meaning from books and 
other texts 

2.29 (.74) 2.53* (.99) 

Understands the purpose of writing 2.29 (.72) 2.43* (.86) 
Writes letters and words 2.33 (.81) 2.52* (.84) 
Reading and writing (overall mean) 2.35 (.62) 2.49* (.72) 
(lowest possible score 1, highest possible score 4) 

Independent t tests revealed significant differences between the two groups in regard to 

children’s literacy performance in the listening and speaking component of language 

development (t=-3.07; df=626, p<.05. Children in the experimental group performed better than 

the control group suggesting an effect of the mentor-coach initiative. Also significant differences 
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were obtained between the two groups in regard to children’s literacy performance in the reading 

and writing component of language development (t=-2.53; df=626, p=.05) suggesting that 

children in the experimental group performed better than the control group.  

Discussions & Conclusions 

Children that had teachers who participated in the mentor-coach initiative had higher 

scores in all the subcategories for listening and speaking and reading and writing. The 

independent t test revealed that children in the experimental group performed much better than 

those of the control group. This was an indication that the mentor-coach initiative had a direct 

impact on children’s literacy learning outcomes. The findings directly point to the positive 

effects of mentoring in enhancing teacher instructional practices. Teachers that have trained 

mentors to support and guide their practice are likely to enhance their teaching practices than 

teachers that do not have them. Indirectly, mentoring does impact students learning outcomes. As 

teacher’s instructional practices are improved in processes such as mentoring the beneficiaries 

become the children (Evertson & Smithey, 2000). 

Implications 

The important element in mentoring is relationship building which provides a path 

through which fellow colleagues are able to understand teachers’ areas of needs and support 

them toward achieving those needs. Mentor-coaching cam be an effective method of modeling 

teacher attitudes towards accepting new ideas they can incorporate in their teaching. Through 

ongoing support and dialogues between the mentor and mentee teachers are likely to see the need 

for change in there instructional practices. Even though this mentor-coach initiative was 

implemented for a short period of time the impacts were large. Teachers that participated in this 

initiative transmitted the content learnt into their instructional practices and impacted students 

learning as compared to those that did not participate. While this process needed a lot of time and 

money to be successful, it made a difference in children’s learning. The positive effect of such 

activities like mentoring is that they encourage teachers to explore their teaching practices under 

the support and guidance of an experienced, knowledgeable individual.   
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Abstract 
The purpose of a primary school, secondary school and third level assessment1 is to “test a candidate’s 
knowledge and skill” (Collins 1990). A student’s knowledge and skill are usually measured using an 
assessment grade. Considering the vital role that assessments play within society, it is not difficult to 
argue that society has a huge stake in the usefulness of assessment grades. Assessment grades that are 
not useful to all stakeholders in society are of little or no worth. Too often, assessment grading policies 
are set in an ad hoc manner, such as by historical precedence. Assessment grading is much too 
important to be dealt with in such an unplanned manner. This paper compares the various assessment 
grading methodologies that are available and, based on the evidence, recommends the grading 
methodologies that are best suited to the different grading requirements of primary school, secondary 
school and third level assessments. 

1. Purpose Of An Assessment Grade 

Gross Davis states that student grades can have several functions (Gross Davis 1993). These functions 
include: 

• To describe unambiguously the worth, merit, or value of the work accomplished by a student 
• To select people for rewards or continued education 
• To provide information about what students have and haven't learned  
• To stimulate and encourage good work by students 
• To communicate an instructor's2 judgment of a student's progress 

 

Sufficient detail should accompany assessment grades, so that stakeholders can judge whether a grade 
is sufficiently accurate for the intended use of a given assessment (APA 1999; Hornby 2003). If an 
assessment is only being used to indicate that a student can perform a specific task, then a binary result 

                                                      
1 Throughout this paper, assessments will be taken to mean both continuous assessment and examinations. 
2 Throughout this paper, instructors will be taken to include primary school teachers, secondary school teachers 
and third level lecturers. 
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might be sufficient. However, if an assignment is being used to compare the ability of various 
students, then the assessment should produce a reasonable spread of grades. 

Assessment grades can act as a currency that can be used to gain entry into further education or to 
enhance career prospects (Gross Davis 1993). Like all currencies, grades lose their value if they are 
exposed to too rapid or too much inflation. 

2. Grading Methodologies 

Assessments can be graded in one of two ways (Bond 1996). These are: 

• Criterion referenced  
• Norm referenced 

 

3. Criterion Referenced Grading 

Criterion referenced grading measures a student’s understanding of a particular subject against a pre-
defined, objective, standard. Criterion referenced grading gives a measure of the level of 
understanding that a student has of a particular subject. Grades obtained using criterion referenced 
grading can be directly correlated to a student’s understanding of defined learning objectives. 

Criterion referenced grading does not compare various students’ performances against each other and 
all students can potentially score highly (or lowly) in a criterion referenced assessment. 

3.1 Arguments In Favour Of Criterion Referenced Grading 

Criterion referenced grading can be used to provide feedback relative to learning targets or standards. 
Criterion referenced grading can be used to record growth, as grade improvements reflect 
improvements in understanding.  

Criterion referenced grading is ideally suited to situations where students are not in competition with 
each other and where it does not matter how many students do well in an assessment. An example of 
such an assessment is the driving test, where it does not matter to each driver or to society how many 
other drivers pass the driving test. Criterion referenced grading is ideally suited to primary school 
assessments, where the purpose of assessment is to measure each student’s growth of understanding, 
independently of the progress of all other students (SREB 1994). 

Criterion referenced grading reduces student grading uncertainty. Because each student is being 
judged against a pre-defined standard, the grade the student receives reflects the student’s level of 
understanding in the assessed subject. Svinicki argues that students get high grades using criterion 
referenced grading because they are inspired to work hard when they know they are directly rewarded 
for the work they do (Svinicki 2006). The chief input into a student’s grade is the amount of work that 
they do and students know exactly what work they have to do to achieve certain grades. How a 
student’s peers perform in the same assessment does not impact on a student’s grade. 

Criterion referenced grading should lower competitiveness among students, because each student’s 
grades are only affected by their own work and all students can potentially get high grades. 

3.2 Arguments Against Criterion Referenced Grading 

Criterion referenced grading does not provide selection information that is useful to potential 
employers or other stakeholders who use assessment grades as a selection mechanism. Criterion 
referenced grades do not show who the "best" students are. They only show that a given student has 
achieved a certain pre-defined level. The University of Washington’s faculty resource on grading 
states that, because criterion referenced grading can allow all students to receive the same grade, they 
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do not provide information needed to screen students in competitive circumstances (Washington 
2001). 

If an assessment is both set by and corrected by the same instructor, then criterion referenced grading 
standards rely on the academic honesty of the instructor. If an instructor grades too softly (or too 
severely), they destroy the ability to use criterion referenced grading as a measure to record growth. 
Therefore, criterion referenced grading is only workable if there is no incentive for the tutor to be 
dishonest. In particular, criterion referenced grading can only work if there are no potential 
repercussions (either real or imagined) to the instructor for the grades that they award. 

Criterion referenced grading is prone to grade inflation. Because all students taking an assessment are 
allowed to achieve high grades, pressure can be placed on individual instructors to produce the desired 
higher grades. This pressure can come from various sources. An instructor, who’s subject grades are 
lower than those of other instructors, knows that it is not too difficult to set an easier assessment, 
which should help ensure that students get higher grades. Likewise, an educational institution 
department that finds its grades are not as “good” as other departments in the same educational 
institution or an educational institution that finds its grades are not as good as those achieved at other 
educational institutions can come under pressure to adjust their grading to produce “better” grades. 
Pressure can also be exerted at a regional or national level, in the form of policies aimed at “raising” 
standards in primary, secondary or third level. Both Fitz-Gibbon and Tymms have produced evidence 
showing that serious grade inflation has occurred in the U.K.’s A-Levels (Fitz-Gibbon 2002; Tymms 
2005). 

Breaking grades into grade groupings encourages further grade inflation. Instructors are often asked to 
“reconsider” grades that are just below a borderline. 

Criterion referenced grading can lead to different standards being applied to the grading of different 
subjects within the same set of assessments. Tymms shows that in U.K. A-Levels, it is more difficult 
to get a high grade in science, mathematics and modern languages than in arts and humanities (Tymms 
2004; CEM 2006). If grades are averaged to give a combined score for a student, then students who 
take subjects that are graded more softly are given an unfair advantage over students who take more 
rigorously marked subjects. Clare has produced evidence showing that, when given a choice, students 
avoid taking low grading subjects and opt for subjects where high grades are easier to get (Clare 
2005). 

4. Norm Referenced Grading 

Norm referenced grading measures a student’s performance based on that student’s relative 
performance with respect to others who took the same assessment. Norm referenced grading is also 
know as “grading on the curve” (Guskey 2000). 

Norm referenced grading does not necessarily inform about the level of understanding that a student 
has achieved for an assessment. 

4.1 Arguments In Favour Of Norm Referenced Grading 

Norm referenced grading shows exactly how students compare with their peers in a given subject. 
Therefore, norm referenced grading is very useful for competitive circumstances (Washington 2001). 
Norm referenced grading is useful for state or regional assessments, because it ensures that only the 
best students will get the highest grades. This means that scarce resources, such as places on a third 
level course, are allocated by means of meritocracy. 

Grade inflation cannot exist with norm referenced grading. Neither the instructor, nor any external 
person, has the ability to give all students a high grade. 

Dombrowski suggests that norm referenced grading can help to identify various cognitive and 
achievement patterns that are associated with learning disabilities (Dombrowski 2003). Dombrowski 
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believes that norm referenced grading can be used to identify, at an early stage, students who have 
learning disabilities. 

Norm referenced grading provides for better agreement across multiple instructors of the same subject 
(Maxwell 2004). If two or more instructors are teaching the same subject to different class groups and 
are independently assessing their own class groups, then norm referenced grading is the only fair way 
to align the various instructors’ grades. 

4.2 Arguments Against Norm Referenced Grading 

Norm referenced grading only tells how well a student performed in an assessment with respect to 
others who took the same assessment. It does not tell how well a student actually performed in the 
assessment. More importantly, it does not tell how much a student understands about the subject. 

Norm referenced grading does not tell how well a group of students performed in an assessment. Even 
if all the students who take an assessment happen to be very clever (or extremely unintelligent), norm 
referenced grading will still produce high and low graded students. 

Norm referenced grading does not tell how much better (or worse) one student is when compared to 
another student. Students, whose grade is close to the mean average assessment grade can cause their 
norm referenced grade to shift by several positions if they answer even one extra question correctly (or 
incorrectly). The same is not true for the very bright or very weak students, who would need to answer 
several more questions correctly (or incorrectly) to affect their grade. 

Norm referenced grading does not focus on absolute mastery of a subject. Norm referenced grading 
does not provide feedback as to the content mastered by a student. It tells little about how much of a 
subject that an individual student actually knows. It only tells how much the student knows with 
respect to the student’s peers. 

Norm referenced grading does not record growth of a student’s learning. Because norm referenced 
grading measures a student’s achievement against the student’s peers, it relies on the relative changes 
in student abilities. If a student has improved, but some of the student’s peers have improved more, 
then norm referenced grading could show the student as having become weaker. The University of 
Washington’s faculty resource on grading warns that norm referenced grading of individual 
assessments does not accurately reveal enough information about students to be considered useful 
(Washington 2001). An average student in a class of low ability students will be graded highly using 
norm referenced grading. The same student, with the same assessment performance, will score poorly 
in a class of bright students. This contradicts the reasonable expectation that an average student would 
most likely learn more, and have a greater understanding of a subject, by being in a class of bright 
students rather than being in a class of low ability students. 

Norm referenced grading will produce losers as well as winners (NCSPA 2001). Norm referenced 
grading produces undesirable consequences for weaker students. These include reduced motivation to 
learn, debilitating evaluation anxiety and poor social relationships (Crooks 1988; NCSPA 2001). If a 
student is continually failing, then that student is more likely to reject education. However, Cherry 
contradicts these findings. She suggests that, within a third level setting, norm referenced grading can 
encourage strong students to perform to their best potential, while not discouraging weaker students 
(Cherry 2005). 

Both Davis and Hubley argue that norm referenced grading is bad, because it forces students into 
direct competition with each other (Davis 1993; Hubley 1995). Norm referenced grading discourages 
collaboration between students, as competition becomes central to achieving a high grade. 

Svinicki suggests that norm referenced grading helps weak instructors hide bad teaching practices 
(Svinicki 2006). If an instructor has been teaching poorly or if the assessment is more difficult (or 
easier) than anticipated by the instructor, norm referenced grades will still produce a neat spread of 
class grades. This encourages instructors to be lazy in their approach to assessment setting. If an 
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assessment is either too easy or too difficult, then students will not get any educational value from the 
task. 

5. Norm Referenced Grading Categories 

There are various ways in which norm referenced grading can be implemented. In addition to the 
advantages and disadvantages discussed above, each category of norm referenced grading has its own 
additional advantages and disadvantage. There are two major categories of norm referenced grading 
techniques. These are: 

• Standard scores 
• Ordinal ranking 
 

5.1 Standard Scores 

Standard scores grading scales assessment grades onto a scale that is based on the normal distribution 
curve. Standard scores place a student's grade along a normal distribution of all the scores from all the 
students who took a particular assessment. 

Standard scores grading removes grading bias against particular subjects. Standard scores enable a 
fairer comparison of assessment grades from different subjects than does criterion referenced 
assessment grades. For assessments that are carried out on large numbers of students from the general 
population, standard scores grading should map onto a normal curve, irrespective of the difficulty of a 
particular assessment. The same distribution of grades is not as likely to occur with criterion 
referenced grading (Tymms 2004; CEM 2006). 

Standard scores grading enables a fairer comparison of assessment grades from different instructors 
than does criterion referenced grading. Irrespective of the teaching methods, assessment methods and 
marking schemes applied by various instructors, standard scores grading guarantees that student 
grades will always map onto the normal curve. A tough grading instructor will end up with exactly the 
same grade distribution as a soft grading instructor will end up with. 
Standard scores grading assumes that assessment grades actually have a normal distribution. Standard 
scores grading techniques are statistical methods that work on the assumption that there is sufficient 
variability among student assessment grades to justify giving different grades. This is not necessarily 
true for assessments taken by small groups of students, such as is the case for many class assessments. 
Spencer says that there must be a minimum class size of 20 students for standard scores grading to be 
valid (Spencer 1983). The Center for Teaching and Learning Services at the University of Minnesota 
suggest a minimum class size of 40 (CTLS 2006). Svinicki suggests that, even for large class sizes, 
there may not be a sufficient variability of grades if the student population is homogeneous (Svinicki 
2006). Svinicki believes that upper division classes – such as the latter years of third level - are quite 
likely to have a homogeneous population and are therefore unsuited to standard scores grading 
techniques. 

A common use of standard scores grading is in standardised tests. Standardised tests are used to test a 
large student body, such as at regional or national assessment level. 

There are various reasons why standardised tests that are used at national or regional are considered to 
be unfair. Popham has found that many standardised test questions can require a set of knowledge and 
skills more likely to be possessed by students from a privileged background (Popham 2005).  Popham 
shows that, because of the need to spread out the standardised test grades, standardised test examiners 
often produce questions that tap knowledge gained from outside of school. Popham argues that this 
provides an unfair advantage to students whose parents are affluent and well educated. 

Kohn suggests that high scores in standardised tests are more likely to be found among students who 
exhibit a superficial approach to learning (Kohn 2000). To prove his argument, Kohn divided students 
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into two groups. The first group, which he termed “active learners”, were students who engaged, asked 
questions and tried to connect what they were doing to past learning. The second group, the 
"superficial learners", just copied down answers, guessed a lot, and skipped the hard parts or 
questions.  Kohn found that high scores on the various standardised tests that he analysed were more 
likely to be found among students who exhibited the superficial approach to learning. Kohn also noted 
that standardised tests tend to measure the temporary acquisition of facts and skills, including the skill 
of test-taking itself, more than genuine understanding. 

Various standard scores grading techniques include: 

• Z-scores 
• T-scores 
• Stanines 
• Percentiles 
• Normal curve equivalent 

  

5.1.1 Z-Scores 

A z-score is a standard score that has a mean of 0 and a standard deviation of 1. The z-score is the 
simplest standard score. All other standard scores are based on it. Z-score grades are given as numbers 
within the range of –3 to +3. This range can make z-scores awkward to understand.  

Z-Score grades can be averaged to compute an average grade for a student. They can also be used to 
measure change in student performance and to compare student performance for different subject 
areas. 

5.1.2 T-Scores 

A t-score is a transformation of a z-score, in which the scale of measurement is given a mean of 50 and 
a standard deviation of 10. The t-score grading range (from 20 to 80) is not intuitively understood. 
Therefore, t-score grades can be confusing to both students and stakeholders. 

Like z-scores, t-score grades can also be averaged to compute an average grade for a student, to 
measure change in student performance and to compare student performance for different subject 
areas. 

5.1.3 Stanines 

Stanines rank students into nine equally sized intervals along a normal distribution curve, with the 
ranges shown in Figure 1. 

Figure 1. Stanine intervals mapped onto normal curve 
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Stanines have the following properties: 

• Stanines 2 to 8 cover ½ standard deviation each 
• Stanine 5 covers the middle 20% of student grades 
• A difference of 2 stanines usually signals a real difference  

 

Stanine 5 represents an average mark, stanines 6 to 9 are above average and stanines 1 to 4 are below 
average. 

As there are only 9 possible scores in the stanine scale, stanines prevent over interpretation of 
assessment grades. Correctly answering one more question would usually have no effect on a student’s 
grade and would, at most, move the student up by only one grade. While stanines are good at 
signifying broad differences in performance, they cannot be used to make a finer distinction about 
performance. 

Stanines can be used to compare a student's performance in different subjects. For example, if a 
student scores 5 in one subject and 3 in a second subject, it would indicate a meaningful difference in 
the student's understanding of the two subjects. Stanines can also be used to measure change in student 
performance or to compute an average grade for a student who took several subject assessments. 

5.1.4 Percentiles 

A percentile grade represents the percentage of students, mapped onto the normal curve, who scored 
the same as or lower than a given student in an assessment. For example, a person scoring 70% would 
have scored better than or equal to 70% of the other people taking an assessment. 

Percentile grades do not a have uniform interval size, as shown in Figure 2. 

 

Figure 2. Percentiles and Normal Curve Equivalent mapped onto the normal curve 

Because percentile grades do not a have uniform interval size, they cannot be averaged to compute a 
student’s average grade, cannot be used to measure change in student performance and cannot be used 
to compare student performance for different subject areas. 

5.1.5 Normal Curve Equivalent 

Normal curve equivalent grades overcome the problems associated with percentile grading. Like 
percentiles, normal curve equivalent grades are represented on a scale of 1 - 99. The normal curve 
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equivalent scale coincides with the percentile scale at 1, 50, and 99. However, unlike percentile 
intervals, all of the normal curve equivalent intervals are equally sized. The interval layout for both 
percentile and normal curve equivalent grades are shown in Figure 2. 

Having equal interval sizes means that normal curve equivalent scores can be used to compute a 
student’s average grade, to measure change in student performance and to compare student 
performance for different subject areas. 

5.2 Ordinal Ranking 

Ordinal ranking ranks students according to their performance in an assessment. 

Students easily understand ordinal ranking, as it is commonly used in everyday life. From an early 
age, and in many competitive aspects of life, ordinal ranking is applied. We refer to an athlete’s 
ranking in a race or a team’s ranking in a league. 

Ordinal ranking is the most blatantly competitive norm referenced grading technique. Students are in 
direct competition with each other to find who is the best. Just as one student will be ranked first, one 
student must be ranked last and all other students must be ranked in between. Several academics, such 
as Davis and Hubley, have reservations about the benefits of a grading system that forces students to 
compete against each other (Davis 1993; Hubley 1995). However, being compared with those around 
us is an unavoidable fact of life. Whether we attend an interview for a job, run a race or audition for a 
part in a community play, we are judged by how we measure up to others. 

Cherry argues that ordinal ranking of students can improve student performance (Cherry 2005). 
Cherry suggests that students are motivated by the very real incentive of ordinal ranking. Students 
know that the only thing stopping them from achieving a high ranking is their own commitment to 
their studies. Cherry suggests that ordinal ranking can encourage high performing students to work 
hard and does not diminish the incentive for lower performing students. 

Ordinal ranking grading does not rely on an assessment’s grades having a normal distribution. 
Therefore, it is the only norm referenced grading technique that can be reliably used for small class 
sizes (Spencer 1983; Svinicki 2006). 

Ordinal ranking grades do not have equally sized intervals. They do not indicate how much better (or 
worse) one student is compared to the student’s peers. A student might be much better than the next 
ranked student, but ordinal ranking will not show this information. 

When large numbers take an assessment, it can be difficult to make sense of an ordinal ranking. In the 
case of large assessment numbers, it is better to use a standard score norm referenced grading 
technique to record student grades. 

Ordinal ranking grades cannot be averaged to compute an average rank for a student, they cannot be 
used to measure change in student performance and they cannot be used to compare student 
performance for different subject areas. 

6. Conclusion 

No one grading methodology is suitable for all assessment situations. However, different grading 
methodologies are better suited to different types of assessment. Given the evidence, it is the duty of 
education policy makers to match an appropriate grading methodology to a given assessment situation. 

Assessments should not be used to rank young children (SREB 1994). A young child should only be 
assessed to help teachers and parents gain knowledge of the child’s ability and progress (Black 2004). 
The results of young children’s assessments should not be used as a metric to compare children, 
instructors or schools, as this tends to adversely affect the way children are taught. Therefore, in 
general, primary school assessments should be criterion based. However, norm referenced grading can 
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be used in specific assessments if these assessments help identify various cognitive and achievement 
patterns that are associated with learning disabilities (Dombrowski 2003). 

For state assessments that are taken by the entire student population of a country or region (such as the 
U.K. A-Levels), assessment should be criterion based, but graded using stanines. Criterion referenced 
delivery of content will ensure that, within each class, students are taught to a standard and are not 
placed in direct competition with each other (Svinicki 2006). Even though the assessment is criterion 
based, it is valid to use stanine grading. As the numbers taking these assessments are large and the 
students taking these assessments are from the entire population, a normal distribution of grades will 
naturally exist. There are several advantages to using stanines to grade these assessments. Stanines 
remove any potential grading advantage that might otherwise be gained by taking “soft” subjects 
(Clare 2005). Stanine grades from different subjects can be combined to give an accurate statement of 
a student’s overall ability. Finally, stanines allow for the small margin of error that is inherent in much 
assessment marking. 

In third level assessments, the ability of different students taking an assessment is unlikely to be 
normally distributed. Two reasons contribute to this. First, the students are all high achievers from the 
general population. Second, the class sizes are often too small to provide a reliable sample size. Both 
points are particularly true in higher years of third level education (Spencer 1983; CTLS 2006; 
Svinicki 2006). Therefore, third level assessments can only be validly graded using either criterion 
referenced grading or ordinal ranking. However, both criterion referenced grading and ordinal ranking 
are limited in their usefulness for grading third level students. Criterion referenced grading is open to 
abuse because third level instructors usually set and correct their own assessments, and are also 
susceptible to external pressures for their students to achieve high grades. Ordinal ranking is flawed 
because it does not indicate a student’s level of understanding of a subject and it can discriminate 
against average students who happen to be in a particularly good class (Washington 2001). However, 
using a combination of criterion referenced grading and ordinal ranking will produce a very useful 
grade. Third level assessments should be graded using criterion referenced grading. An ordinal rank 
should be attached to the criterion referenced grade to provide an additional detail about the grade 
awarded. The ordinal rank should help stakeholders to better judge the level of difficulty of the 
assessment that the criterion referenced grade came from (APA 1999; Hornby 2003). 

References 
APA. (1999). "The Standards for educational and psychological testing." 
BLACK, P. AND WILIAM, D. (2004). "Inside the Black Box: Raising Standards Through Classroom 

Assessment." Phi Delta Kappan 80(2): 146-148. 
BOND, L. (1996). "Norm- and criterion-referenced testing." Practical Assessment, Research & 

Evaluation 5(2). 
CEM. (2006). "A-Level Update: Monitoring A-Levels..." from 

http://www.cemcentre.org/recenttopics/alevelupdate/default.asp. 
CHERRY, T. AND ELLIS, L (2005). "Does Rank-Order Grading Improve Student Performance? 

Evidence from a Classroom Experiment." IREE Papers 4(1): 9-19. 
CLARE, J. (2005). "State pupils 'urged to read easy A levels' ", from 

http://www.telegraph.co.uk/news/main.jhtml?xml=/news/2005/05/10/nscho10.xml. 
COLLINS (1990). The Collins Dictionary and Thesaurus, William Collins & Sons. 
CROOKS, T. (1988). "The Impact of Classroom Evaluation Practices on Students." Review of 

Educational Research 58(4): 438-481. 
CTLS. (2006). "Grading Systems." from 

http://www1.umn.edu/ohr/teachlearn/resources/guides/systems.html. 
DAVIS, B. (1993). Tools for Teaching. San Francisco, Jossey-Bass Publishers. 
DOMBROWSKI, S. (2003). "Norm-Referenced Versus Curriculum-Based Assessment: A Balanced 

Perspective." NASP Communiqué 31(7). 

2007 HICE Proceedings 
Page 4290



 

FITZ-GIBBON, C. (2002). "Have A-Levels become easier? ." from 
http://www.cemcentre.org/recenttopics/alevelnews.asp. 

GROSS DAVIS, B. (1993). Tools for Teaching: Grading Practices. San Francisco, Jossey-Bass 
Publishers. 

GUSKEY, T. (2000). "Grading Policies that Work Against Standards ... and How To Fix Them." 
NASSP Bulletin 84(620). 

HORNBY, W. (2003). "Assessing using grade related criteria: a single currency for universities?" 
Assessment & Evaluation in Higher Education 28(4). 

HUBLEY, A. AND ZUMBO, B. (1995). A Brief Report on Student Evaluation of Teaching, 
University of Northern British Columbia. Edgeworth Laboratory for Quantitative Behavioral 
Science. 

KOHN, A. (2000). "Standardized Testing and Its Victims." Education Week: 46-47. 
MAXWELL, K. AND CLIFFORD, R. (2004). "School Readiness Assessment " Journal of the 

National Association for the Education of Young Children. 
NCSPA. (2001). "Student Accountability Standards And High Stakes Testing." from 

http://ncschoolpsy.org/SASBackgroundPaper.htm. 
POPHAM, W. (2005) "'Failing' schools or insensitive tests?" School Administrator Volume,  DOI:  
SPENCER, C. (1983). Grading on the Curve. Antic Magazine. 1: 64. 
SREB. (1994). "Getting schools ready for children: The other side of the readiness goal." from 

http://readyweb.crc.uiuc.edu/library/1994/sreb-gsr/cur-ass.html. 
SVINICKI, M. (2006). "Some Pertinent Questions About Grading ", from 

http://www.utexas.edu/academic/cte/sourcebook/grading.pdf. 
TYMMS, P. AND COE, R. (2004). Testing Times: Academic Assessment and Access to Higher 

Education, London, Social Market Foundation / Sutton Trust. 
TYMMS, P. ET AL. (2005). "Standards in English schools: Changes since 1997 and the impact of 

government policies and initiatives." from 
http://www.civitas.org.uk/pdf/Tymms_SundayTimes_v03.pdf. 

WASHINGTON. (2001). "Pros and Cons of Typical Grading Practices." from 
http://depts.washington.edu/grading/plan/procon.htm. 

 
 

2007 HICE Proceedings 
Page 4291



 
 
 
 
 
 
Title: The Sacramento Centenarian Project ~ A Lived 
 Experience: Students & Elders Connect & Invest in Each 
 Other  
 
Topic Area: Cross disciplinary and Community Partnerships 
 
Presentation Format:  Paper Session or Workshop 
 
Author: Cheryl Osborne EdD, MSN 
Dept/Affiliation: Director of Gerontology Programs & Longevity Center, 

 Professor of Nursing & Gerontology,  
 California State University, Sacramento 
 6000 J St 
 Sacramento, California 95819-6096 
 osbornec@csus.edu 
 916-278-7163 
 916-278-7281 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 4292



 
Abstract 
This presentation describes an interdisciplinary learning experience that uses the “lived 
experience” construct to guide, connect, inform, and teach university students about 
gerontological and geriatric content, and the value of investing personal time to listen to 
elders' stories. It provides students from various disciplines with the opportunity to 
advance their knowledge of aging and longevity through interactions with the true sages 
of our world. This personal and professional understanding offers a dimension that is not 
available in the classroom learning milieu. The once-a-year Centenarian Project affords 
students, community partners, and centenarians the incredible opportunity to work 
together to explore and record wisdom as each centenarian tells the stories central to 
their own life. Students practice the arts of story listening and interviewing and then 
document the elder’s life experiences. The student essays are later compiled in a 
program booklet for distribution to all at the community Centenarian Dinner that honors 
the elders and participants. This session addresses the Centenarian Project 
components, and benefits and pitfalls for all constituents. Participants will leave with a 
blueprint for replication of the Project in their communities. 
 
Learner Objectives for Presentation: 

1. Understand how students and centenarians connect through interviews that 
facilitate community investiture. 

2. Describe the organizational components of the Project. 
3. Discuss benefits and pitfalls for organizers, students, and elders. 
4. Illustrate ways to implement the Project in own setting/community. 
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                                      E-Mail: jonathanosiki@yahoo.co.uk 
 
                                                        ABSTRACT 
 

                   The focus of the study is on the examination of the effective utilization of the Rational Emotive 
Behaviour Technique (REBT) and Bibliotherapy (BT) to facilitate researchers’ ease of access and utilization of 
Library materials to boost theoretical and empirical paradigms in psychology-related studies. The study is based on 
the premise that adequate information-seeking behaviour among University Academic Researchers who are trainee 
psychologists is indispensable to their ability in harnessing well validated information. Secondly, that inadequate 
information-seeking behaviour is frustrating to research productivity. The Quasi-Experimental research design 
using the 4x5 factorial matrixes was adopted following the stratified random sampling technique to pick 81 
participants. Participants were selected across the two strata of baccalaureate and graduate researchers offering 
psychology programmes. Among the baccalaureate group, the final year students (In-School and the Distance 
Learners) who are undergoing research supervision were used. For the graduate category, students enrolled for the 
academic and professional masters and the doctorate degrees were the participants. The participants` age range vary 
between 23 and 47 years and Mean age of 29.6(SD=11.3) was observed. While the Biblio-knowledge Scale was 
used for screening to determine the participants’ status in terms of their ability to embark on library-information 
search of psychology-related literature, the Literature-Search Scale (LSS) was the research instrument that was 
adopted. The simple descriptive statistics of frequency counts and the Analysis of Covariance (ANCOVA) were the 
statistical methods utilized at the alpha level of 0.05. The major findings showed that the participants from the 
academic masters group demonstrated a better information-seeking behaviour following the outcome of the 
intervention strategies adopted. Furthermore, a significant treatment effect was observed following the participants 
exposure to the interventions F(4,75)=26.4;P<0.05).Consequently, it was recommended that since the exposure of 
researchers to library facilities enhances their potentials, supervisors` effort should be directed to positively 
incorporate such programmes in research methodology courses. 
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Outcome of Reframing and Token Reinforcement 
Psychotherapies for inducing Expected    Nursery/ 
primary school Learners’Behaviour in Academic     
                             Performance 
 
 
             OsikiJ.O, Ph.D; Lerotholi, T.G, Ph.D; 
                                & Leshota, L.P 
     Department of Theology & Religious Studies, 
                      University of Lesotho, 
                     P.O.Roma 180, Lesotho. 
         E-mail: jonathanosiki@yahoo.co.uk 
 
                              Abstract 

        The academic performance of most nursery/primary school learners over 
the years have usually been on the low ebb. Such low academic performance 
and or achievement have notably been perceived as the consequence of either 
the learners’ negative perception of self-worth and, or the erroneous belief that 
they do not manifest the potential traits needed for academic achievement in 
some critical school subjects as in Mathematics and English Language. This 
study therefore investigated the effectiveness of Reframing (RP) and token 
Reinforcement (TRP) Psychotherapies both at correcting wrongly imbibed 
beliefs and for inducing expected learners academic performance of 
Nursery/Primary Schools in Egbeda Local government Area of Oyo State, 
Nigeria in one core subject. The Quasi-experimental research design was 
adopted in a 3x2x2 matrices following initial screening of participants. The 
Multi-stage random sampling method was used while the participants were 
selected through stratification into streams and the simple random approach was 
followed for actual participation in the study. The study used 204 participants 
drawn from the private and public nursery/primary and primary institutions. The 
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age range of the participants was between 10 and 16years and a Mean age of 
12.63[SD=2.9] was found. The ANCOVA and the t-test statistics at 0.05 alpha 
levels were used for data quantification. Prominent among the findings was that 
participants exposed to psychotherapies had better academic performance and 
expected learners’ behaviours when compared to the non-treated group. It 
showed that participants with RP as intervention(x=69.71) did better overall in 
academic performance than those of the TRP(x=63.50) and the non-intervention 
group(x=38.64) respectively while their combined treatment effect was 
statistically significant [F (6, 197) =4.53; P<0.05].Since the combine treatment 
effect of the intervention programmes (i.e. psychotherapies) were notable in 
inducing the nursery/primary school learners’ academic performance, it was 
therefore suggested that their overall benefits could therefore be harnessed to 
boost learners behaviour in all school subjects.  
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ABSTRACT 
College freshmen participants were surveyed twice at the beginning and the end of the 
college term.  During this period, participants in the experimental group completed the 
Computer Assisted Career Guidance System (CACGs) tasks, whereas participants in 
the control group did not. The result of an analysis of variance indicated that there was 
no significant difference in career decision-making self-efficacy (CDMSE) between the 
two conditions.  However, there were significant differences in some components of 
career indecision, which increased significantly in the experimental group.  Further 
analysis revealed differences in changes of CDMSE within the experimental group as a 
result of using CACGs; participants who reviewed CACGs results as a follow-up task 
increased their CDMSE, whereas it decreased in participants who did not do the 
follow-up task.  We would like to propose appropriate application of CACGs to career 
education in accordance with the results of our study. 
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Integration of Educational Technology in a Dynamic In-Service Teachers’ Training 
Program 
 
 
Abstract: 

 
A pilot study on the implementation of online approach showed that the 
percentage of candidates using online technology for completing ECE M. Ed. 
program at Kennesaw State University increased from 74% to 100% during four 
semesters. The M.Ed. in Early Education at Kennesaw State University is 
designed specifically for Accomplished Classroom Instructional Leaders. The 
program allows experienced classroom teachers in Elementary education (P-5) to 
earn a M.Ed. in four semesters while continuing their teaching career. To make it 
accountable to using technology enhancing classroom teaching and learning, 
educational technology is successfully integrated in the dynamic in-service 
teachers’ training program at Kennesaw State University.  This presentation is to 
demonstrate technology tools, resources, and skills integrated in the program, 
discuss the effective integrating strategies to enhance the in-service teachers’ 
training, and explore the trends and issues of technology for teachers. 

 
The M.Ed. program in the Department of Early Childhood and Elementary 

Education at Kennesaw State University (KSU) is designed specifically for accomplished 

classroom instructional leaders. The program allows experienced classroom teachers in 

Elementary education (P-5) to earn a M.Ed. in four semesters while continuing their 

teaching career. The program is delivered in cohorts at centers in public schools, on 

campus as well as online (http://www.kennesaw.edu/education/grad/Earlychildhood.htm). 

 One of unique features of the program is the component of technology.  A pilot 

study on the implementation of online approach showed that the percentage of candidates 

using online technology for completing ECE M. Ed. program at Kennesaw State 

University increased from 74% to 100% during four semesters (Ouyang & Ukeje, 2005). 

As we know, technology is now playing an important role in education. The world is 

changing dramatically, and children are becoming more technologically advanced 

(Schwartau, 2001). In the 21st century, the Internet is accessible anytime, anywhere for 
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people with computers that can connect to the network (Anderson, 2001). Statistics tell us 

that today 100% schools and libraries have been connected in the United States.  Even in 

the classrooms, children can access the Internet to search for resources and explore 

learning opportunities. The U.S Distance Learning Association and Roblyer both noted 

that studies have consistently shown comparable effectiveness across different teaching 

media and methods (as cited in Lockard & Abrams, 2004).  However, according to the 

research (as cited in Soner Yildirim, 1999), the obstacle for teachers utilizing technology 

in their classrooms is the lack of adequate teacher training. Teachers are not being 

adequately prepared for the 21st century.  The M. Ed. Program in ECE Department at 

KSU has successfully embedded  a dynamic technology-training module in the curricular 

and instructional best practice courses to promote technology literacy among in-service 

teachers and meet the challenge of today’s education.  The technology training in the 

program includes three stages: Inquiry, Implementation, and Disposition.  

 

 

Inquiry 

Implementation

Disposition 

Language Arts
Social Studies 
Mathematics 
Science Essentials of 

Technology  

Capstone Projects: 
1) Online Portfolio 
2) Action Research 
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 In the inquiry stage, the ECE M. Ed. program at KSU provides in-service teachers 

in the program with an interactive learning environment, through which they explore the 

essential knowledge and skills of using technology in classrooms. The areas cover, but 

are not limited to productivity tools, such as MS Word, Excel, Access, and Power Point 

as well as Internet and web technology and multimedia presentation strategies.  The 

learning is closely integrated with curricular and instructional best practice, WebQuest 

lesson plans, and presentations. Paralleled with inquiry of learning educational research 

skills, curricular and instructional best practice, and multiple assessment strategies, in-

service teachers explore unique functions and features of technology tools as they utilize 

appropriate tools to develop specific teaching materials, lesson plans, and instructional 

activities. 

 The implementation stage is a platform for in-service teachers to practice their 

inquiry learning in relation to technology in their classrooms. During two semesters, all 

in-service teachers integrate strategies of curricular and instructional best practice into 

their classroom teaching and learning, implement their inquiry learning of technology in 

their instructional practice, and study the impact on their students’ learning. They focus 

on implementation and practice for teaching language arts and social studies in one 

semester, and they emphasize the implementation and practice for teaching mathematics 

and science in another semester. Both qualitative and quantitative data are collected and 

analyzed during two semesters to see how using technology and strategies of best 

practice affect their students’ learning. 

 The disposition stage allows in-service teachers to complete their capstone 

projects, including online portfolios and action research. Their knowledge and skills for 
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implementing technology definitely benefits them as they work on the final projects in 

the program. By the end of 2005, 330 learning portfolios were online as the exhibits of 

in-service teachers’ learning achievement through the program.  

 To sum up, education in the 21st century is challenged by increasingly advanced 

computing technology and Internet technology. Teachers should be well trained to meet 

this challenge. The ECE M.Ed. program at KSU successfully provides this training with a 

three-stage technology-training module.  
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Abstract 
 

 The purpose of this study was to determine how prepared University of Arkansas’ 
Master of Art in Teaching (Family and Consumer Sciences education and Business 
education) graduates were for their first year of teaching. Four graduates participated in 
semistandardized interviews. Participants had graduated from 2001-2005, and were 
teaching in middle school, junior high, and senior high classrooms.  
 A typological analysis of the data provided results indicating graduates felt 
prepared in areas of content knowledge, organization and daily routine, application of 
learning theories, understanding multiculturalism, using additional resources and 
technology, and creating a positive learning environment. Graduates felt less prepared for 
incorporating multiculturalism in the classroom and did not feel prepared for addressing 
discipline in the classroom. 
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5th Annual Hawaii International Conference on Education 

1. Title- Prejudice, Discrimination and Stereotyping in the Multicultural Classroom 

2. Presenter-Dr. David Oxendine 
Assistant Professor 
Department of Education 
University of North Carolina at Pembroke 
P. O. Box 1510 
Pembroke, NC 28372 
Contact-Dr. David Oxendine 910-521-6324 or david.oxendine@uncp.edu 

3. Presentation format-Workshop-Lecture-Discussion 

4. Session Description- 

Today’s multicultural classroom offers many challenges to educators in the world’s 
classrooms.  Educators need to be equipped with a clear understanding of what race, 
ethnicity and culture is and is not, and how the intersection of these constructs affects 
students in unique ways.  
  

5. Technological needs-laptop computer (USB and CD drive) for PowerPoint and LCD 
projector. 
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Prejudice, Discrimination and Stereotyping in the Multicultural Classroom 

Abstract 

 This session will describe prejudice as the affective or emotional response to social 

groups, discrimination is the behavioral manifestation of prejudice and stereotypes are the 

cognitive manifestation of prejudice (Jones, 2002; Nelson, 2006; Robinson, 2005; Whitley & 

Kite, 2006).  Prejudice is a generalized attitude toward members of a certain group.  

Discrimination is a generalized belief about toward members of a group and stereotypes are 

behaviors directed toward people based on their group membership.    

 Additionally, theories of prejudice, discrimination and stereotyping such as scientific 

racism, sociocultural theory and the evolutionary psychological perspective will be discussed.  

How do these theories of prejudice and discrimination affect our ideas of intelligence concerning 

members of ethnic groups? 

 How then does this relate to our students and teachers in the classroom?  Without a clear 

understanding of the complexities of a multicultural society and that the notion of the “melting 

pot assimilation” has long since been discredited (Jones, 2002; Robinson, 2005; Schaefer, 2005; 

Whitley & Kite, 2006).   The idea of “tolerance” is not a welcoming idea at all when it comes to 

diversity and diverse groups.  This appears as patronizing to ethnic groups.  What is needed is an 

“understanding” of the many diverse groups and those students that we serve daily. 

 The agenda will be as follows: 

• Define Prejudice, Discrimination and Stereotypes 

• Define Race, Ethnicity and Culture 

• Theories of Prejudice and Discrimination 

o Scientific Racism 
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o Sociocultural Theory 

o Evolutionary Psychological Theory 

• “Melting Pot Assimilation” 

• Effects in the Multicultural Classroom 

o Intelligence 

o Culture 

• Understanding not “tolerance” is what is needed 

• Reducing Prejudice 

Objectives: 

• To gain a clearer understanding of how prejudice manifests itself in many ways in 

today’s multicultural world 

• To strive for understanding of diverse groups as opposed to “tolerating” 

As the United States welcomes its 300 millionth citizen an understanding of prejudice, 

discrimination, and stereotyping is more important now than ever before (Nelson, 2006; U. S. 

Census, 2006; Whitley & Kite, 2006).  Because of the rich diversity in attitudes, beliefs and 

cultural understandings, the United States under some conditions could be a tinderbox to create 

ethnic tensions and misunderstandings.  Therefore, it is important to strive to understand 

members of different ethnic groups from our own in order to share and grow in all that is diverse. 
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Target Audience:  
Middle and Junior High School Language Arts and Content Area Teachers, Middle and 
Junior High School Special Education Teachers, Literacy Specialists and Administrators  
 
Materials Provided:  
Each participant will receive a copy of the PowerPoint presentation, a set of classroom 
reproducibles including graphic organizers and writing templates, copies of related 
readings, and a bibliography of further related readings.  
 
Requested Materials:  
Projector and screen for PowerPoint presentation, chart paper, markers  
 
Workshop Description: 

Participants will gain a variety of concrete teaching tools designed to support 
struggling middle-grade writers and engage in discussions of how to best support 
struggling writers in the language arts and content area classrooms. Strategies and 
activities will apply to writing tasks in language arts and content area classrooms. 
Participants will receive reproducible copies of all the discussed classroom strategies so 
they may begin implementing the strategies immediately.     
 The presentation portion of the workshop will be divided among five topic areas 
as summarized below: 
 
 Diagnostics/Tracking Progress: participants will learn the importance of 

diagnosing student strengths and weaknesses through a variety of formal and 
informal writing assessments, practice identifying strengths and weaknesses using 
actual student work samples, and receive samples of kid-friendly tracking sheets 
that can be used to motivate students by allowing them to track their own 
progress.   
 

 Modifying the Writing Workshop Model:  participants will be introduced (or re-
introduced) to the Writing Workshop Model. The presenter will provide strategies 
for modifying the structure and implementation of the Model to meet the needs of 
struggling writers.  

 
 Breaking Down the Formal Writing Process/Workshop Unit Planning: the 

presenter will provide a step-by-step approach to differentiating the formal 
writing process for struggling writers by planning strategic writing workshop 
mini-lessons.      

 
 Expository/Persuasive Writing: participants will learn a multi-sensory, hands-on 

strategy for teaching expository and persuasive writing in all subject areas. This 
strategy is an adaptation of the Step Up to Writing curriculum written by Maureen 
E. Auman.   

 
 Writing Short Answers: participants will learn a kid-friendly approach to teaching 

students to write proficient short answers in all subject areas. This strategy is 
especially useful for ensuring that struggling writers succeed on standardized 
tests.    
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Every life is a tangled web, a combination of chance and choice, nature and 

nurture, free will and fate (Caunce 43). 

Introduction: 

Perhaps the oldest strand in oral history in this country is the study of the 

social bonds that bring people together in traditional communities and contributes 

to their sense of identity. Lowell Swortzell’s ties with the education community 

over forty years and the thousands of students that he mentored are deep and 

profound.  This study is designed to examine the life and work of Swortzell, and 

his achievements as a playwright, author, editor, program director, teacher and 

mentor to thousands of students. Renowned social critic, author, and colleague, 

Neil Postman, observed: “Children are the living messages we send to a time we 

will not see. Students are the living messages to a future that continues long after 

the teacher has left the classroom” (1982 xi).  Swortzell’s messages are sent 

through his students and colleagues, at one time or another, through the world. On 

the day of his passing his loss was felt deeply all over the USA, Australia, and 

Europe as indicated by the phone calls to his residence and the University which 

he served for close to forty years.  

Educational Theatre includes the teaching and practices of drama and 

theatre in the classroom, from K-12, on stage, in the communities, in 

playgrounds, camps, workshops, and religious centers with the purpose of 
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learning through theatre and drama by studying the content or by participation in 

their practice (Landy 12).  Swortzell’s contributions to the fields of Educational 

Theatre and Theatre are not something that he himself would advertise. As a 

personality he was modest and shy. Chris Vine, the director of the Creative Arts 

Team, observed in Swortzell’s eulogy that he hated to be the center of undue 

attention (8/12/2004). When I first proposed writing a dissertation based on 

Swortzell’s life and work, my program director informed me that when asked by 

other students to be the subject of a lengthy dissertation he humbly declined. 

Despite the odds I still asked him and was granted the opportunity to write about 

his life.  

 I believe he elected me as his biographer because of my past experience 

as an actor, educator, play and screen writer, as well as Swortzell’s own affinity 

for European language, history and culture.   He also commented on how pleased 

he was with my writing style while in attendance at more than half dozen of his 

courses.  When reviewing his written and editorial work, and speaking to the 

people that he touched in one way or another, I will make every attempt to be 

impartial in reflecting criticism as well as praise.   

 

Need for the Study: 

 Swortzell’s nurturing of the Program in Educational Theatre for 36 years 

was the lifetime work of a true pioneer.  With his wife, Nancy, he shared and 

created the vision for this innovative program, which was the first of its kind.  

Swortzell’s writings and work not only helped to establish the Educational 
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Theatre Program at New York University, but also helped define Educational 

Theatre as a legitimate field for teaching, research and community-based 

practice, not only in the USA but also across the world (Vine 8/12/2004).   

Educational theatre is a relatively new area of curriculum and teaching, 

scholarship and service. It is a broad term used to describe many activities, including 

creative and drama education, applied and community theatre, the production and 

performance of theatre by and directed towards young people, and the scholarship of 

creative arts praxis. When the Swortzells established their innovative program at New 

York University in 1966, dedicated to academic and creative challenge, they brought 

together the two domains of theatre and education (Taylor 3/31/2003). 

Theatre in Education, TIE refers to the presentation of plays in schools or theatres 

by a team of trained actors-teachers who prepare ways to relate the experience of theatre 

to the regular classroom as well as to the lives of the students (Landy, 7). Swortzell 

supported theatre in education TIE programs that successfully involved young people in 

areas of concern like violence, racism, sexism, cultural and ethnic diversity, etc. that 

schools are often reluctant to investigate or even traditionally avoid.  TIE provoked 

thoughtful discussion from young audiences on how these problems can be recognized, 

and further explored different ways these issues could be addressed (Jackson 246). 

Swortzell’s influence is reflected upon his hundreds students who have established TIE 

programs all around Europe, Australia, Asia, and elsewhere.   

Approaching individuals to record their lives is, by itself, evidence that their life 

is of value and significance in itself. As Seidman suggests at the heart of interviewing 

research is an interest in other individual’s stories because they are of worth (3). This 
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study of Swortzell’s life will unfold from early childhood to the end revealing the 

multiple people and historic events that shaped his character and career.  

Although there will be references to Swortzell’s personal life, the focus of 

this study will be on his professional career. His multiple books, plays, articles 

and editorial work will be described and analyzed. Reviews of his work by his 

contemporaries will be examined. I will look at his work at New York University 

with his wife and colleague Nancy, as well as their contributions to educational 

theatre here and abroad.  I will also discuss his involvement in the New York 

City community such as his role in rescuing and resurrecting the Provincetown 

Playhouse, the historic theatre where Eugene O’Neill wrote and staged most of 

his plays.   

Research Questions: 

The guiding questions of this study are as follows:  

(a)  Who was Lowell Swortzell? 

(b) What characterizes Swortzell's contributions to Educational Theatre at 

New York University and further how did he contribute to Theatre? 

(c) What defines Swortzell’s Theatre? 

(d) How do researchers document Swortzell's contributions? 

(e) Who were the key figures who shaped Swortzell’s career? 

(f) How do leading figures in educational theatre characterize Swortzell’s 

contributions to the discipline?  

 

 

2007 HICE Proceedings 
Page 4320



Methodology: 

  My thesis began as a life-story work, which is different from 

conventional biographies as it concentrates on a person’s life seen through his or 

her own eyes and is very much a personal statement, despite the collector’s 

involvement (Caunce 27).  In a life story, it is the contributor who is setting both 

the agenda and the tone (Caunce 30).  Swortzell had graciously agreed to a set of 

taped interviews that would eventually result in my writing his life story. 

Unfortunately, his sudden passing on August 9th 2004 brought about a change in 

my methodology. Now it is historical research that is going to set the tone.  

I will be using Qualitative research that consists of three kinds of data 

collection: (1) in depth, open-ended interviews; (2) direct observation; and (3) 

written documents. Interviews produce direct quotations, from people about their 

experiences, opinions, feelings, and knowledge. The data from observations 

consist of detailed descriptions of people’s activities, behaviors, actions during 

the interviews, as well as the full range of interpersonal interactions and 

organizational processes that are part of observable human experience. Document 

analysis includes studying excerpts, quotations, or entire passages from 

organizational, clinical, or program records; memoranda and correspondence; 

official publications and reports; personal diaries; and open-ended written 

responses to questionnaires and surveys (Patton 4).  Further Patton suggests that 

qualitative analysis transforms data into findings. No formula or recipe exists for 

such transformation other than guidance. The final destination remains unique for 

each individual researcher (432).  
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Qualitative inquiry is both science and art. The scientific part demands 

systematic and disciplined intellectual work, rigorous attention to details within a 

holistic context, and a critical perspective in questioning emergent patterns even 

while bringing evidence to bear in support of them. The artistic part invites 

exploration, metaphorical additions, risk taking, insightful sense-making and 

creative connection-making. While both science and art involve critical analysis 

and creative expression, science emphasizes critical faculties more, especially in 

analysis, while art encourages creativity (Patton 513). 

 Interview procedures developed by Raymond L. Gorden will be followed 

to assure reliability and validity to the interview process (40). The interviews will 

be flexible in approach using an open-ended format while maintaining clear and 

specific objectives dictated by my research questions (41).  What people say is 

major source of qualitative data, whether what they say is obtained verbally 

through an interview or in written form through document analysis (Patton 21).  

 Garrett’s Principles and Methods of Interviewing further elaborates that 

interviewing is a human activity subject to contradictions, conflicts and biases 

that happen when two people act and react to each other: “Interviewing cannot be 

reduced to a formula” (4). The interview must search for a balance between 

spontaneity and technique.  The open-ended format will distinguish qualitative 

interviewing from the closed questionnaire or test used in quantitative studies. 

The fundamental principle of qualitative interviewing is to provide a framework 

within which respondents express their own understandings in their own terms 

(Patton 348).  Patton further suggests that qualitative inquiry – strategically, 
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philosophically, and therefore, methodologically- aims to minimize the 

imposition of predetermined responses when gathering data. It follows that 

questions should be asked in a truly open-ended fashion so people can respond in 

their own words (353).  

 As Richardson, et al suggest, regardless of its specific purpose, form, or 

context, the interview is essentially a method of collecting information (1) Also 

documents from multiple archives will provide valuable corroboration of data 

that people might distort in an interview (17).  I will be using the method of 

historical research proposed by Louis Gottschalk in his book Understanding 

History: a Primer of Historical Method. This method involves: 

(1)  The selection of a subject for investigation (in my case  

 Lowell Swortzell); 

(2) The collection of probable sources of information on that  

 subject;  

(3) The examination of those sources for genuineness (either in whole 

or in part); and 

(4) The extraction of credible particulars from the sources (or parts of 

sources) proved genuine (52). 

Numbers (3) and (4) refer to methods of evaluating sources either through 

external or internal criticism. External criticism will enable me to evaluate a 

given source for authenticity (118); whereas internal criticism will enable me to 

evaluate the sources for credibility (139). 

I will be creating in a sense what Hill identifies as “a master biography 
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file” (30). This is a “who is who?” style data bank on Swortzell.  As I proceed 

further in my study I will add information on other key figures directly relating to 

my subject without loosing focus. I will be able to construct a provisional 

summary sketch of Swortzell’s career and I will generate a master name list of 

key students, artists, and colleagues that will briefly outline what I know about 

him up to this point. The preliminary biographical information I will collect, 

together with any information gathered during my literature review, will enable 

me to transform that to a summary sketch of Swortzell’s career. This will help 

orient my subsequent work as it will force me to identify life situations, events 

and key people that I consider important, and will give me an opportunity to 

recognize any missing parts in my understanding of my subject’s life (Hill 31).  

The master name list is the key to locating archival records in a name-

oriented archival search. It will be, in a sense, my cast of characters in an 

unfolding archival drama. A comprehensive list will include understudies as well 

as principle actors. I will add many players to this list as my archival work 

progresses. Some names will play minor roles; others will give unexpectedly rich 

performances. To compile my list, I will scan the biographical data I have 

collected and list all proper names I find. I will list the names of individuals that 

knew Swortzell personally, family members, friends, colleagues. I will collect the 

names of businesses, agencies, and political, social, and professional 

organizations, in which he worked, volunteered, held membership, participated or 

simply frequented. I will record the names of communities in which he lived and 

worked; gather names, dates, and locations of schools he attended as well as 
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theatres he performed in or have staged his work (Hill 32).  

It is often the desire of the researcher to secure every scrap of paper left 

by their subject, the person being studied (Kendal 17). Thwaite suggests that a lot 

of the excitement is in reading a letter or a piece of paper which no one else has 

read since the year when it was first written and received (Homberger & 

Charmley 22).  This delicate balance between hard evidence and interpretation is 

partly determined by the way in which the researcher solves his or her problems 

(Kendal 18). Kendal further suggests that the biographer need not be a 

psychoanalyst. “Merely as a modern educated researcher the biographer shares an 

insight into human nature veiled from their predecessors” (121).  When I write 

Swortzell’s history I will consider that the data collected existed within its own 

context. The choices that were made, the events that happened to cause the 

history to be created and recreated, through oral history, all happened within this 

context.  

         Admittedly when I first started going over the multiple boxes of Swortzell’s 

archives I felt overwhelmed. It was like being reintroduced to my teacher and 

mentor. However, one can put together a life of achievements by examining the 

clippings, reviews, programs, conference notes, play drafts, acceptance and 

rejection letters from publishers, and so on, which are all pieces of a puzzle.  

Patton points that the challenge of qualitative analysis lies in making sense of 

massive amounts of data. This involves reducing the volume of raw information, 

sifting trivia from significance, identifying significant patterns, and constructing 

a framework for communicating the essence of what the data reveal (432). Hill 
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also suggests that with archival work, what one finds determines what they can 

analyze, and often what they analyze structures what they look for in archival 

collections. This is blatantly circular, and points to the necessarily provisional 

and repetitive essence of ongoing archival work (6).  

All history depends ultimately upon its social purpose (Thomson  

1). Oral history, namely taped interviews with Swortzell from ASU’s archives, 

also tapes from lectures and public appearances are going to be used.  In addition, 

I plan to use taped interviews with Nancy Swortzell, as well as interviews with 

students and colleagues who knew him well from ASU’s archives. Reality is 

complex and many-sided; it is a primary merit of oral history that to a much 

greater extent than most sources, it allows the original multiplicity of standpoints 

to be recreated.    

Oral history is based on the use of such personal recollections as a source 

on which to build history as an alternative and complement to the documents on 

which historians normally rely (Caunce 7). It is a two way process, giving 

something to a contributor as well as the researcher, and requiring something 

from the collector as well as the contributor (Caunce 25).  This advantage is 

important not just for the writing of history. Most historians make implicit or 

explicit judgments, quite properly, since the social purpose of history demands an 

understanding of the past, which relates directly or indirectly to the present 

(Thomson 5).  I intent to act as an impartial historian, in-as-much as any one 

historian can be objective within the context of their time. The same applies to 

those who will contribute their historical accounts of Swortzell, via personal 
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interviews or written accounts or reviews of his life and work. By impartiality I 

mean absence of prejudice, i.e. the tendency to prejudge questions or settle them 

in advance of the evidence (Collingwood 209-210). 

 Swortzell wrote extensively on theater, and on education. Written 

publications on Swortzell himself and his work, however, are limited. I have to 

rely somewhat on oral tradition.  As Caunce suggests, since oral history relies 

heavily on oral reminiscences one should be aware that not all testimony is 

equally usable. It is important to remember that direct experience is worth far 

more than hearsay, though in a community with an active oral tradition, this 

qualification is not as strong. What the researcher knows he or she can vouch for, 

while what someone tells him or her they can pass on with a comment (21).  

 Cooper suggests that, although not always the case, for historians who are 

biographers, there is also the requirement that sufficient material exists for an 

examination of their subjects’ lives. Such materials usually mean manuscript 

sources, preferably a substantial body of the subjects’ diaries, letters, and other 

private writings (Ambrosius 81). Swortzell, shortly before his passing, donated 

the bulk of his archives to ASU. I have visited this site, and plan to visit it again 

as part of my archival research. As Hill suggest investigations in archives simply 

cannot be predicted or neatly packaged in methodological formulas that 

guarantee publishable results. Archival research holds the power to confirm as 

well as to disturb our collective understanding (6).  Further archival work alone is 

never the safe road, because we know not where it leads, or who may want to 

lead us in one way or another (7).   
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 In addition, basic research into his life will be implemented.  Basic 

research is conducted for the purpose of adding to general knowledge about a 

person’s life (Sproull 7). An extensive archival search at ASU, NYU and 

elsewhere will provide theatre and book reviews, journal articles, collections, and 

other sources that reference Swortzell’s name and work, directly or indirectly.  

Data will be collected using several methods:   

(a) Extensive archival research, at ASU and NYU. 

(b) Audio recordings will be used of various interviews with Swortzell, 

(ASU). 

(c)  Audio recordings from interviews of Swortzell’s wife and 

 colleague Nancy Swortzell, (ASU) 

(d)  Interviews and recordings from a representative sample of             

 Swortzell’s students, colleagues, friends, as well as people who  

 Swortzell mentored and guided as a professor and Educational     

 Theatre program director at New York University, (ASU) 

(e) Swortzell’s extensive published work, correspondence, and  

            other artifacts that reflect his experiences in education directly  

             from his extensive archive. 

(f) Critiques from his contemporaries of his published plays, journal  

 articles and reviews, as well as his writings on O’Neill and editorial work 

will be presented. 

(g) Other manuscript collections, books, journal  articles, of Swortzell 

contemporaries as well as the public records  to find  material from and about 
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him.  

 

 

Limitations: 

 I have to admit that writing about Swortzell and being objective is hard 

for anyone who knew him personally. He had the gift of earning and inspiring 

friends. His quiet charisma made everyone in his presence comfortable.  My plan 

is to present an historical overview of the life of Swortzell rather than a critical 

analysis of the impact of his work.  I will present a picture of Swortzell in the 

context of his time.  When discussing his contributions I will present his work in 

the broader context of scholarship, more specifically, his work on children’s 

theatre, Drama in Education, Educational Theatre, and TIE and of course his 

extensive work on Eugene O’Neill.   

 The possibility of inaccurate data always exists because of interviewer or 

respondents’ bias or the interaction of interviewer and respondents (Sproull 163). 

Keith Schoppa suggests that historians and biographers-as-historians are rooted 

in their particular cultures and contexts. Their created histories, in subject matter, 

approach, interpretation and methods, will reflect to some degree or other the 

culture and context that constitute their “particular history” (Ambrosius  

28).  

 My intention is to strive for objectivity when I present Swortzell’s work 

by using a combination of observations, interviewing, and document analysis. I 

will be able to use different data sources to validate and crosscheck findings. 
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Interview data limitations for example may include possibly distorted responses 

due to personal bias, anger, the emotional state of the interviewee at the time of 

the interview. Interview data are also subject to recall error, selective perception, 

reactivity of the interviewee to the interviewer, as well as self serving responses.  

Each type and source of data has strengths and weaknesses. Using a combination 

of data types increases validity as the strengths of one approach can compensate 

for the weaknesses of another approach (Patton 306). 

 

Review of related literature: 

 Lowell Swortzell’s personal character, the people he met, as well  

as the places and time he lived, all contribute to the kind of educator and scholar 

he became and the kind of work he left us. While I was researching his childhood 

and early adulthood in Washington DC, I could not help but think how closely it 

related to the kind of work he pursued later on as a playwright, and director. 

Thwaite suggests the biographer is, first of all, a writer and must have the ability 

to tell a story (Homberger & Charmley 17).  Schoppa suggests that in the last 

several decades biographers have to some degree or other used psychological 

insights and explanations to illuminate their subjects (Ambrosius 28). I will 

employ all the archival and anecdotal materials that are available to me to 

understand Swortzell’s life and artistry.  

 Lowell S. Swortzell was born in Washington DC August 5, 1930 to 

Stanley M. and Ora Swortzell.  He passed away in New York August 9th, 2004. 

He graduated in 1946 from Gordon Junior High school in Washington DC where 
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he was the president of the drama club for two years. He stayed in DC until he 

joined the army when he was twenty four. He describes his childhood as 

“average”, at the beginning at least.  

 His father passed away unexpectedly, when Swortzell was five years old 

and that changed everything. His mother was left with a house that his father had 

just paid for and a child to take care of in the middle of the depression. She had a 

high school education and no other marketable skills. Thankfully the house had a 

number of bedrooms and was very close to Georgetown University, so for a 

number of years she would rent two or three rooms to students to supplement 

their income.  

 When Swortzell was twelve his mother remarried and he had a difficult 

time accepting his stepfather. This was a new and difficult period of adjustment 

for him. His many interests were a vehicle of escape for him. Early on in school 

he would be in plays. His first appearance on stage was in elementary school, 

during the fifth grade, when he himself researched, “the kind of research one 

does on the fifth grade,” and wrote a play about what it would be like to be a 

child in ancient Greece.  

 The play was well received and soon after recorded as a radio drama. This 

was enough to fire up his interest in theatre. At that time he made pocket money 

delivering newspapers early in the morning. His paper route was quite large and 

mainly consisted of apartment houses without elevators. Often he would have to 

walk up five flights of stairs carrying a large stack of newspapers. He was, 

however, determined to do that to make enough money to satisfy his thirst to see 
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plays.  

It was close to the forties and just before the war, but Washington was 

quite a theatre town. In October 1936, live theater in DC consisted of touring 

companies stopping at the National Theater. The National Theatre, which still 

exists today, had at the time conflicts with Actor’s Equity. The union banned its 

actors from performing there since the theatre would not allow African 

Americans to perform or sit anywhere below the second balcony. The National 

had to close its doors and turn, temporarily at least, into a movie theatre.  

 Swortzell at the time attended community theatres or other theatre 

companies sometimes performing in converted barns, parks, or even tents.  

This theatre practice was very common in the Northeast. These theatres would 

normally do plays that were popular on Broadway in New York a few seasons 

back and almost always were either comedies or mysteries and thrillers. 

Occasionally they would try out a new play for a week or so.      

The one theatre that he practically grew up in was truly a barn; the stables 

were the dressing rooms. It was there during the summer of 1942, when he was 

twelve, where he performed in a play called Chicken Every Sunday. This was a 

play about a large family and he played one of the several children. In this 

company he did everything from cleaning the theatre to directing plays and even 

running the theatre in the 1950s. 

It was the time before air conditioning and the theatre had a tin roof. 

During the hot humid Washington summer months all they had was two old 

fashioned blade fans that could do very little to change the temperature. Despite 
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of all that, however, a great number of people would arrive, get a cold drink at 

the bar, and sit down, often near cows or horses, using their programs as a fan.  

The second play that he wrote there, which he also directed was a musical satire 

of Hollywood Westerns with all the clichés of the genre minus the shootout on 

stage. Swortzell characterizes this play as “dull and an embarrassment, but 

everyone involved had a lot of fun.” 

 Then he heard about Mount Vernon Players, a theatre group in downtown 

Washington DC On their official website the group suggest that they achieved 

instant fame when “The Washington Post” ran an editorial called “Plautus on 9th 

Street.” Ninth Street at the time was the derelict street downtown, full of bars, 

live burlesque, and the Gaiety theatre. In the middle of all this was the Mount 

Vernon Place Methodist Church that had an imaginative drama group, as many 

churches did at the time. Whenever the history of the arts and culture in 

Washington, DC is told, Mount Vernon Place Church and the Mount Vernon 

Players are always included.  

 One night Edward P. Mangum attended a one act Play being presented in 

the sanctuary of Mount Vernon Place UMC, and stayed to become the managing 

director of the players. With the aid of John W. Rustin, this theatrical group grew 

and prospered. By 1947 there were more than 150 Catholics, Protestants, and 

Jews working together to present family theater before integrated audiences. 

They called themselves the Mount Vernon Players. This could not have happened 

anywhere else in the Nation’s Capital at that time. 

In addition to the Plautus, play Swortzell did more plays with this group.  
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He was in an Elizabethan Comedy, The Shoemaker’s Holiday, by Thomas 

Decker, and The Funeral or Grief A-La-Mode, by Richard Steele. This last piece 

was a restoration comedy about professional mourners. Swortzell was also in 

their production of Cyrano De Bergerac by Edmond Rostand in which he played 

multiple parts.  

 On August 16, 1950 Arena Stage opened across Mount Vernon Square in 

the old Hippodrome Theater. On Arena Stage’s official website it is pointed out 

that every member of the staff-backstage and front of the house had had years of 

training and experience with the Mount Vernon Players. It can be said that, for all 

practical purposes, Arena Stage was an outgrowth of the Mount Vernon Players. 

The Players have continued to present quality Community Theater and to train 

actors and technicians since its inception. Many alumnae have gone onto careers 

in theater and television. 

He was also very active with the Children’s Museum of Washington DC 

which was housed at a beautiful villa on Massachusetts Avenue called Villa 

Rosa. Here he took classes in creative dramatics and process drama. In fact the 

director of the Museum took him under her wings and often took him with her to 

the National Theatre downtown that, by now, had reopened its doors. With the 

plays, school, and the morning newspapers rounds young Lowell had time to 

study only on the long bus ride home from school and the theatre, but this was 

important for him, in fact he admits “that theatre seemed at the time more 

important than school.” 

Swortzell received an AA, a BA, and an MA in English literature in 1950, 
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1952, and 1954 respectively from George Washington  

University.  While in college he managed to become the drama critic for the 

school paper where he wrote an extensive series of reviews of many plays and 

occasionally even movies. After his MA he wanted to travel and see the world so 

he volunteered for the draft.   

 He joined the army on April 24, 1954. He was sent for basic training at 

camp Gordon Georgia. Basic training was eight weeks and after that he was sent 

to a camp in Arkansas for July and August. Subsequently he was sent to Fort Lee, 

Maryland, 20 miles from his home and was assigned to the finance corps. His 

limited interest, “his allergy”, in his own words, towards numbers, math and 

finances plus the fact that he had to stay so close to home instead of traveling 

with the army were pointing to the fact that his little scheme to see the world had 

so far proved to be unsuccessful.  

 One day a fellow private from his office who was married got his orders 

to go to Germany. He was told that at least for the time being he was not allowed 

to take his wife with him. Swortzell volunteered to take his place. It was the end 

of April a year after he was drafted and he was on a boat on his eleven day cross 

Atlantic trip on the way to Germany. Swortzell describes that trip as the “most 

agonizing period of his life”. This is when he realized that he could not stay on a 

boat for even eleven minutes, much less eleven days.  

 The long journey to Germany was over but even six weeks to two months 

later while in Germany he would still wake up late at night, in a cold sweat, and 

had to hold on to the sides of his bed because he still felt motion sickness from 
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that journey. It was all worth it, however, since he was in the middle of post-war 

Europe, in Nuremberg. The only downside was that he was still in the finance 

core, in the payroll department.  He enjoyed his weekends off with trips around 

Germany. One day, his whole unit was sent back to the States.  Swortzell was not 

ready to leave Europe yet. After quite a lot of pleading with his superiors he 

managed to get transferred to a different unit in Munich. 

During this time a friend from home sent him a newspaper clipping about 

the PhD Theatre History Program in Yale. He started his application to the 

graduate program of Yale from Munich.  This is when he found out that he had to 

take the GRE. The only place around where he could take the GRE was at a 

medieval building, an old palace of the mythical kingdom of Karlsberg, where 

the Student Prince, the operetta by Sigmund Romberg takes place.  

Swortzell sat down with his math GRE booklet and he was flooded with 

reminders of how much he disliked Math.  Thankfully it was a multiple choice 

test. So he launched into a familiar verse, “my-mother-said-to- choose-this-very-

one” until the entire test was finished in under a few minutes. His rationale for 

his random selection process was that he “was bound to hit some of them”.  Little 

did he know that in those days one was not only graded for correct answers but 

also for speed. It was very easy to go through the exam the way he was going. A 

few weeks later he heard that he was accepted into the graduate program at Yale. 

 His time in Munich, the cultural center of Germany, was the best time in 

his military life. He attended most cultural events and managed to travel around 

Europe. He went to Amsterdam during the tulip season, to Switzerland, Spain, 
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France, Denmark, and England among other places. His dream of traveling 

around Europe finally came true. In his words he “owed the US army a great 

debt”.   

While in London he found out about a summer program with the 

University of London on 1750-1850 art and literature in Great Britain. He 

immediately applied and was accepted. The timing could not have been better. 

He was getting out of the army on April 24th, 1956 and the course was beginning 

in late June. He spent that time traveling around Europe, to Italy and Greece and 

other places.  

Swortzell spent July of 1956 in London, going to the theatre almost every 

night.  At the end of that summer he received his certificate from the University 

of London.  He came back to the States in late August in time to begin his 

doctoral work at Yale Drama School in September.  

The first summer he was at Yale he got a job at Tufts University outside 

of Boston as the director of their Children’s Theatre program for six weeks with 

the Magic Circle Company. Spending the summer in Boston to do something he 

loved seemed like a great idea at the time. In fact it was the first time he was 

being paid to be involved in theatre and they even allowed him to direct three 

plays of his own with children aged 8-15.  

The three plays that he wrote and directed while in Yale were:  

“Cinderella Three”, the legend of Cinderella as it is known in ancient Egypt, 

China, and the traditional English Cinderella; “Rip Van Winkle,” that he had 

done as a teenager in Washington DC; and “Johnny Apple-Seed” a musical that 
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he had written the book for and for which a childhood friend wrote the lyrics and 

the music. None of these were ever published, except the “Cinderella Three” 

evolved into Cinderella the Worlds Favorite Fairytale.  

In this work, Swortzell uses the Chinese, the Russian and a North West 

Canadian Indian version of Cinderella that he found and was his favorite of the 

three. This experience sparked his interest in directing. At Yale he did multiple 

presentations and a two hour final lecture in the Theatre History course. This 

course was a two semester course, taught by the head of the theatre history 

department, A.M. Nagler. He was a historian and very thorough in all details.  At 

this time between directing plays and giving lectures in class Swortzell came to 

the realization that theatre and teaching are very close. 

 Here, two years earlier, in 1956, the other and maybe the greatest love of 

his life took shape.  While studying at Yale, Swortzell met another young 

graduate student named Nancy Foell. Lowell Swortzell told the  

story of how the two met at Sardis when they were both receiving their medallion 

for their contributions to theatre. He was getting his PhD in the graduate Theatre 

History department; Nancy was getting her MFA in the drama department. 

However, they took several classes together.  He did not really get to know her 

well until his second year in Yale.   

During that year, Swortzell was in a production of The Cherry Orchard. 

He played Firs Nikolayevitch, the old family retainer. He is a figure who 

represents time, a character who symbolizes the old class system. Nancy was 

doing make-up for this production. They had ordered a white wig for Lowell 
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from New York. It arrived the night before opening just before dress rehearsal 

and it did not fit. Nancy, being very creative, said she could solve the problem by 

gluing patches of white hair on Lowell’s head directly on his hair. The result 

looked very realistic, and everyone complemented her for her idea. The dress 

rehearsal was over and the time came for the artificial hair to be removed. The 

hair seemed to be glued for life. Nancy began working on Lowell’s head trying to 

“dewig” him. The time had passed and the theatre was being locked for the night. 

Nancy offered to finish this process at her home.  

After the long painful process was over Lowell admits that “he probably 

should never have spoken to Nancy again”. Not only was he in pain, but his 

natural hair was all gone and for weeks he had to wear a cap.  Instead of 

becoming enemies they became good friends and as he says they “have been 

glued together ever since”. A little over two years later, on September 14th, 1959, 

the two married in the Yale University chapel. As he laughs, he says, “Chekhov 

did it”.  

While at Yale, he taught playwriting as an assistant to John Gassner from 

1958 to 1959. In fact it was Mr. and Mrs. Gassner who nurtured Lowell’s and 

Nancy’s relationship. Swortzell did not finish his PhD in Theatre History in Yale. 

Looking ahead he did not see a safe financial future as a theatre historian. It was 

then that he found the brand new program of Creative Arts Education at the 

School of Education at New York University that brought at least two arts 

together. A graduate had to do a creative dissertation with an elaborate proposal. 

He proposed, furthering his interest in children’s theatre, to do a dissertation on 
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writing plays for young people. This seemed like the perfect step for him as it 

brought together his love for writing and directing.  

He finished his Ph.D. at NYU in 1963. Nancy finished hers at Yale, 

teaching now at Rutgers.  Lowell’s dissertation was: Five Plays: A Repertory of 

Children’s Theatre to be Performed by and for Children. In his dissertation there 

were in fact six plays not five. The sixth was Swortzell’s “Cinderella Three”. 

However, “The Egyptian Cinderella” which was a part of that had just been 

published in Plays Magazine, and in those days no part of a student’s dissertation 

was supposed to have any publication history, so they had to pull the sixth play 

from the final dissertation. 

From 1959 to 1960 he was an assistant professor of theatre at the  

Speech and Drama department at Tufts University.  Subsequently Swortzell 

taught speech and drama as an assistant professor at Hofstra University for a 

year, after which his long relationship with New York University began. He 

taught at NYU from 1961 to 1965 and also the fall semester of 1970 as an 

assistant professor of dramatic Arts.    

 In 1965 both Lowell and Nancy moved to the University of Wisconsin at 

Madison. But they were not meant to stay there long as a year later the School of 

Education at New York University announced its intention on creating a new 

degree program in Educational Theatre and invited proposals.  Lowell’s and 

Nancy’s proposal was accepted and so begun his long association with the 

program. 

 He was an associate professor at the newly established Educational 
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Theatre program at NYU from 1966-1970 when he received the full professor 

title. Swortzell kept this position until his retirement in 2002 taking off only 

twice; the first time from fall 1990 to the summer of 1991 and the second just 

before his retirement for his sabbatical. 

     Swortzell was awarded many notable honors. His book, International 

Guide to Children’s Theatre and Educational Theatre: A Historical and 

Geographical Source Book, (1990) was truly an innovative book that won him 

his first “AATE The Distinguished Book of The Year Award” 1990 and also 

“The Choice magazine Award” as an outstanding reference work of the year. 

Swortzell was inducted as a Member of the College of Fellows of the American 

Theatre in 1993 and also received the Children’s Theatre Foundation Lifetime 

Achievement Award in 2003.   Swortzell’s 2000 edition The Twelve Plays of 

Christmas, Traditional and Modern Plays for the Holidays, which contains five 

plays and adaptations by him, became the main selection of the Stage and Screen 

Club. 

He wrote fourteen plays, some never published, like “My First Play” and 

“An Afternoon with Lewis Carroll”.  Samuel French Company published his one 

act comedy A Partridge in a Pear Tree, in 1966. Dramatic publishing company 

published four of his plays: Our American Cousin in 1960, The Arabian Night, a 

play for Children, in 1977, A Visit from St. Nicholas, in 1991, and The Shepherds 

of Saint Francis: The Story of the First Christmas Pageant in 1223, in 1995.  A 

Visit from St. Nicholas was also included in Swortzell’s edition: Around the 

World in 21 Plays, published by Applause in 1997.  The Shepherds of Saint 
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Francis: The Story of the First Christmas Pageant in 1223 as well as A Partridge 

in a Pear Tree were also included in  Swortzell’s edition The Twelve Plays of 

Christmas, published by Applause in 2000. 

Plays Magazine published three of his plays: The Egyptian Cinderella, in 

February of 1962, The Fisherman and His Wife, in 1966, and London Bridge, in 

1969. The play The Fisherman and His Wife was also included in Plays Children 

Love, edited by Coleman A. Jennings and Aurand Harris, in 1981.  In July of 

1962 The Chinese Cinderella, was published by Scholastic Magazine and in 1988 

included in Plays Children Love Volume II, edited by Coleman A. Jennings and 

Aurand Harris. In 1981 his Christopher Columbus, where Swortzell wrote the 

book and David Van Fossen wrote the music was published by Pioneer Drama 

Service. This musical was first produced at Rutgers Summer Theatre in 1963. 

In 1980 his play The Little Humpback Horse, which was based on a 

Russian epic poem was produced for the first time by the NYU Educational Theatre 

Program and the Washington Square Players and was published by Anchorage Press in  

1983. Davis and Evans in their Theatre Children and Youth, point that the poet’s Pyotr  

Ershov famous The Little Humpback Horse, was originally staged by Briantsev in 1922  

for the Leningrad Theatre for Young Spectators (TIUZ). They further mistakenly credit  

Swortzell’s adaptation as a translation. His full length play for family audiences  

Gulliver’s Travels was published by the same company in 1992 and first produced in  

1984.  

In 1992 New Plays, Inc. publishes Cinderella: The World's Favorite Fairy  

Tale. This is accompanied by a multicultural study guide by Nancy Swortzell.  
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Nellie McCaslin in Creative Drama in the Classroom and Beyond suggests that  

this is a fascinating collection of plays based on the myth of Cinderella, but told  

through the perspective of three different cultures (McCaslin 256). Swortzell’s  

plays were extensively reviewed and I plan to present those reviews in my 

dissertation. 

In 1995 he received the “senior visiting professor Fulbright grant” to travel, study 

and lecture in Australia. There he visited the University of Sydney, Melbourne 

University, three schools in Hobart, Tasmania, and two Universities in Brisbane. He 

delivered two papers at conferences, one of which was a keynote address. He judged two 

high school acting festivals, attended the IDEA second World congress July 1-6.  He also 

participated in the Research Symposium at Griffith University, Brisbane on July 9- 14, 

where he spoke on historical methodology. Finally he was a visiting professor in 

Education at the University of  Sydney for three weeks. I plan to review his grant work 

more extensively in my dissertation. 

In 1997 Lowell and Nancy received the Lifetime Achievement in The Theatre 

Award at the New England Theatre Conference. The same year his book The Theatre of 

Aurand Harris: His Career, His Theories, His Plays won him his second “A.A.T.E. The 

Distinguished Book of the Year Award.”  Possibly for Swortzell his most satisfying 

achievement was marked in 1998 when the restored Provincetown Playhouse reopened 

with his own play Young Eugene. This play won him the “Bonderman prize for new 

plays for young audiences.”  

In 2001, Swortzell created and directed the “New Plays for Young Audiences 

Series” at the Provincetown Playhouse for which he received a Special Recognition 
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Award. To this day this series has developed twenty-four new plays, most of which have 

won major prizes and received publication and production throughout the country.  Plays 

for Young Audiences have been written in the past by playwrights such as Jose Cruz 

Gonzalez, Kevin Willmott, Laurie Brooks, Y York, Max Bush, and Robert Sandburg. 

Some are: Summer 2006: “Red Sky”  by Bryony Lavery, directed by Anthony Banks, 

“Getting Near to the Baby”  by Y. York, directed by Mark Lutwak, “The Golden Apple”  

by Cecily O'Neill, directed by Audry Coldron;  Summer 2005: “Rats, Cats and Beavers” 

by Y. York, “Spirit Shall Fly” by Mary Hall Surface, “The Watsons Go To Birmingham” 

by Kevin Willmott; 

In April 2002 while he was retiring his new play “WOW Women of Wonder” and 

soon after his play “Who is Sally Ann Thunder Whirlwind Crocket?” were both produced 

at the Provincetown Playhouse and directed by his wife Nancy.  Swortzell was not only a 

devotee of, but also an authority on, the work of Eugene O’Neill (Vine 8/12/2004). For 

O’Neill, Swortzell wrote extensively in journals and spoke in international and national 

conferences. Swortzell, together with Liu Haiping, edited parts of an international 

conference on O’Neill in Eugene O’Neil in China published in 1992 by Greenwood 

Press. 

The discovery that Swortzell made of the strong connection that exists between 

theatre and education will be further investigated through his written work. The benefits 

of the theatre experience as Davis suggests in his Theatre Education: Mandate for 

Tomorrow is profound.  The degree and quality of humanistic or other education derived 

from theatre is dependent not only upon the level and sophistication of performers and 

the audience, but also on the level of complication and value inherent in the material 

2007 HICE Proceedings 
Page 4344



performed. At its most basic, the improvisational assumptions of role-playing can help 

the student participants to understand people and situations (and people in situations) 

with no thought or need to share the experience with an audience. It is a process solely 

for the benefit of the active participants.  Theatre comes into being when the audience 

component is added, when performance is done not only for the edification of the 

performers, but also – and chiefly – for the participation of the audience.  The best plays 

for children are those - at any age – which take into account the development level of the 

projected audience as well as the abilities of the proposed performers. What are the 

possible lessons, both intellectual and emotional, embodied in the experience of the 

performance – for the performers and for the audience (7, 8). This was Swortzell’s theatre 

in my opinion. Swortzell suggests that it is when the creative connection is made with 

regularity in the theatre and in the classroom that we best achieve artistic as well as 

academic goals (McCaslin 136).  

I believe theatre to be the most powerful medium for transforming young minds 

that are constantly bombarded with stereotypes from television programs such as sitcoms. 

These programs, limited by their twenty-two minute allotted time, more often than not 

employ stereotypes to get a cheap laugh. Numerous studies such as those I collected for 

the1998 and 1999 papers (like those of Buck 1988; Cantor & Cantor 1992; Greenburg, 

Hines, Buerkel, Rothfuss, & Atkin 1980; Lull 1980; Waters 1978 & Douglas & Olson 

1995) have identified this type of programming to be not only an established part of 

popular culture but also a common vehicle for the transmission of family values. Young 

viewers learn from positive and negative televised models, and acquire norms and 

standards for conduct.   
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Davis in his Theatre Education: Mandate for Tomorrow suggests that one of the 

most dynamic features of the theatre is the coincidence between character and actor; the 

former is a creature of fiction, the latter a part of our world. Even in the most illusionary 

of styles, we cannot totally forget that if we throw a rock, we will damage something 

more than an artifact. Moreover, the activities of actors on the stage approximate our own 

in ways that the work of dancers for example most often does not. Dancing is a more 

abstract art. The extra-referential power of the actors’ presence is amplified by the fact 

that they sit, stand, whisper, shout, laugh, and touch.  Like us, the audience, they 

participate in that basic unit of human life, the event. Dramatic events are typically more 

tightly structured, coherent, and consequential than everyday events. But they are events 

just the same – and recognizable as such to us who are not on stage (19). 

Bowater points that drama has an educative value beyond simple curriculum 

integration. For a long time we have made claims of the efficiency of drama as a teaching 

method without explaining why; perhaps here is an answer – drama is a good learning 

medium because it is a communal, collective, activity. Out of any drama we create 

threads can be drawn that connect it to other learning areas (McCaslin 211). If structured 

properly, drama is forced to open up areas of learning not covered by any current 

curriculum pattern.  Drama is primarily concerned with the human condition and 

therefore is about learning for the future rather than learning for now. Additionally drama 

has the ability to clarify concepts and promote understandings of complex issues even 

with young children.  

Drama’s moral educational potential emphasizes the twin elements of observation 

and response to actual human representation. For young children, this underlines the 
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value of appropriate Theatre in Education programs and offers strong support for the 

inclusion of Responding to Drama as a key element within the drama curriculum. It also 

points to the potential within the concept of the actor-teacher, where the teacher not only 

takes on a dramatic role but, in addition, consciously uses other theatrical conventions 

and sign-systems open to the actor – such as gesture, costume, gait, tone of voice, 

symbolic objects – as resources to engage the children’s value attachments (Winston 64). 

Swortzell in “Smoking Chimneys” proposes that it is the relationship of action 

and idea and idea and existence, our own and that of others, that we hope to establish 

when we write, direct, or act plays, just as it is the connection we attempt to make when 

we teach courses and conduct workshops in the creative arts. It is the creative connection, 

the one by which we can transform others as well as ourselves (McCaslin 136). 

Swortzell’s tireless efforts have established educational theatre, not only as an 

innovative site for teaching, research and service at New York University but across the 

United States and the world. He wrote books, articles, edited play anthologies, received 

many distinguished awards and honors within the academic and creative arts community. 

He was an authority on children’s theatre, being the author of more than twenty plays for 

young people himself. Swortzell was essential in rescuing and participated at all 

negotiations by Steinhardt to purchase and add to NYU’s theatre spaces the landmark 

Provincetown Playhouse. This theatre was established in 1918 for the development of 

new works by writers like Eugene O’Neill and Suzan Glaspel among others. Lowell 

Swortzell established the New Plays for Young Audiences at this Playhouse giving a 

creative outlet to so many young writers.  He has overseen the creation of many new 

works academic as well as creative by many aspiring young authors and found the time 
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and resources to help them bring these works to successful production (Taylor 

3/31/2003).  

From 1981 to 1983 Swortzell investigated the uses of drama and local history. He 

saw the potential in the dramatization of folktales and local history as a source of 

community drama; a way of teaching history and as a source of original materials for 

theatrical treatment. This project was part of Swortzell’s presentation at the American 

Theatre Association Annual Convention in August of 1982, and also was the subject of 

two consulting trips to Virginia at the invitation of the Virginia Historical Agency. 

During the summer of 1982 he continued researching theatre for young audiences 

and theatre-in-education in Great Britain over a 5 week period. During July 18-24 he 

attended the National Festival of Youth theatre in England, where he observed more than 

twenty productions, plus workshops, panel discussions and seminars. 

 

Conclusion: 

Theatre is a form of art and the art process can be simply defined as the selection 

of ideas, words, things and actions put together to form a statement. Heathcote points out, 

and I strongly agree, that theatre makes us think, wonder, and identify knowledge through 

our watching perspective. Further some theatre also allows us, or even pressures us, to 

participate more actively, in one-way or another. In the act of making things happen, we 

think, wonder, communicate, and face up to the results of our decisions and actions. The 

most important part, according to Heathcote, is that we get the chance to build up the 

power to reflect on our actions (McCaslin 80).  

The Educational Theatre program represents a definite attempt to get back to 
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some of the traditional methods of learning. With it people are brought intimately in 

contact, not merely for the passing few hours of the performance, but for long before, 

with the myriads of thoughts and expressions of great writers and long after with the 

sharing of the common experience and various lessons. In his introduction to Around the 

World in 21 Plays Swortzell writes, “We judge people not so much by what they say but 

what they DO!”   
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Editorial Note 
 
This paper is structured in two parts. Part one outlines some of the issues that all 
alternative delivery programs face and attempts to invite a space for a discussion of these 
issues. Part two outlines some of the things that three working, but different, alternative 
delivery graduate programs specifically do to address these issues and to further the 
education of graduate students in education. The hope is that a common conversation 
about our work in such programs might provide some practical successes and invoke a 
spirit of cooperative activity that might further the enterprise of graduate education. 
 
All-eyes In Wonderland? 
 
A teacher attends a large educational conference in North America and, during some 
downtime, walks thru what were traditionally booths peopled by educational book 
publishers. However, these days, instead of pouring over the newest and best educational 
publications, the teacher is met by nattily-dressed young “suits” dispensing a myriad of 
treasures – t-shirts, book bags (ironically), flashlights, key rings, lanyards, etc. all 
embossed with an university’s name – a name they have never heard before. The lure? 
Graduate degrees, without leaving home, quitting work, or having to even talk to another 
graduate student or meet a professor.  
 
Graduate education is changing, even amongst the most traditional of our academic 
institutions. Many academic institutions, particularly those in North America, Australia 
and New Zealand, and several European countries, have started to invest financial and 
people resources into alternative-delivery graduate programming.  Often called on-line 
teaching or “distance education, ” these phrases describe academic programs offered to 
students through printed instructional materials, audio-visual materials, and computer 
technologies where the bulk of the interaction between students and faculty is not face-to-
face. Most of these academic institutions utilize on-line computer technologies. In this 
paper, we will use the term alternative delivery to allow a more encompassing inclusion 
of graduate possibilities.  
 
When such graduate programs are googled – and googling seems a most apt research tool 
– one finds a ubiquitous program presence online. It is obvious that creative and often 
entrepreneurial minds were at play (or work). The googler un-earths a variety of program 
designs and educational opportunities, all claiming to attend to the educational needs of 
adult students and all trumping emergent principles in concert with and representative of 
the incarnated zeitgeist of the times, such as a tip of the hat to constructivist learning and 
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teaching, personal meaning-making, and the ability to overcome geographical 
inconveniences.  
 
The Virtual-icing of Land Grant Institutions? 
 
The variety of delivery is deliciously awesome. Sometimes courses are offered entirely at 
a distance, largely targeted (no military metaphor intended) at students who, for many 
accept-able reasons, cannot access traditional university campuses. Others utilize more 
“distributed” learning models that purposefully combine elements of an on-campus 
sequestered residency with on-line materials and discussion forums. Others utilize 
traditional hard copies of reading materials – texts or course packs with drop boxes where 
assignments are downloaded to meet an appropriate “best before” date. All these 
possibilities brought to you by the letter “C” (for computer) and mortgaged to advancing 
technologies and the hopes of linking a more global – or at least a more locally global – 
educational opportunity. Seldom mentioned on the “Home Page” are the business 
possibilities for institutional income that might result from the merging of business 
models to educational opportunities brought from the matrix of apparent utopian 
possibilities.  
 
The point is that the rise of the World Wide Web and global infrastructures for e-learning 
hold the potential for re-tooling how universities deliver degree programs to adult 
students. These possibilities have also created a space for new institutions to become 
specialized players in the business of graduate degrees or for established institutions to 
revolutionize their delivery of at least some part of their graduate programs. It is not hard 
to see why the changes have occurred. Clearly, such new program designs have merits. 
Obvious benefits of on-line degree programs include allowing working adults or adults at 
a distance to come to the table – or desk – of advanced learning. Programs from both new 
and old institutions posture their flexibility, convenience, and time and cost savings. New 
literacy/library technologies promise to make research save-able, searchable, replicable, 
highly communicative, and fast. Program platforms such as Blackboard and WebCT 
provide networks so that program administrators need not build their own infrastructures. 
And, more personal communication advances such as email and blogs provide 
opportunities for students and teachers alike to work at any time of the day or night. 
 
Deliverance and rapids? 
 
But these program revisions are not without attendant difficulties and/or rewards. Some 
problems include issues caused by changes to program structures, administrative support 
needs, traditions of knowledge ownership – including atrophied research metaphors still 
resident in research ethics’ committee protocols but perhaps fighting to their last breathe 
as they ward off unsettling charges of action researchers (It’s only a flesh wound!), 
student readiness issues – both psychologically and technologically, needed changes to 
evaluation processes, needs for rethinking workload, unimagined student concerns, 
logistics of all shapes and sizes, technical infrastructure needs and the people who keep 
them purring, and other teaching issues relating to offering alternative programs.  
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But, in the end, the goals of all good alternative-delivery graduate programs are strikingly 
similar: all work to provide a solid graduate program to high educational standards. To 
complete this task, they utilize a variety of instructional methods and materials, develop 
effective communication, and honestly and fairly evaluate their students’ progress toward 
key and appropriate educational goals. And, they attempt to do these things in the 
influence of a graduate academic tradition that they know must be adapted to the 
contingencies of the times, human needs, and technologies employed. To advance 
effective program delivery, several alternative delivery approaches are typically used to 
mediate the distance of distance education. Some include (1) toll-free telephone 
connections or chat lines – such as Skype or MSN for two-way discussions; (2) 
videotapes and audiotapes; (3) email; (4) virtual course delivery platforms; (5) electronic 
classrooms utilizing virtual technologies); and (6) electronic libraries – both institutional 
and trans-institutional. Obviously, the effectiveness and efficiency of these approaches is 
the subject of continual evaluation for planning and building more cost-effective 
technologies.  
 
Alternative graduate programs are delivered in a variety of formats. Some meet at regular 
times, and may be delivered using interactive TV or through videoconferencing. Such 
synchronous courses require regular students’ meetings. Other courses do not have 
regular meeting times. These asynchronous courses are delivered using online formats 
such as e-mail, Blackboard, Lotus Notes, or even Eluminate (if a small group of students 
so choose), etc. Although such courses do not have regular meeting schedules, students 
must meet deadlines outlined by the program. 
 
Twenty Questions? 
Aside from delivery concerns, continuing issues for alternative-education graduate 
programs include admission requirements, the provision of instruction and supervision, 
increased or changed instructional resources, and program standards that are in keeping 
with high standards from more traditional programs. Some important questions about 
alternative-delivery programs remain important. These include: 
1. How can the academy offer the same program, in terms of availability and possibilities 
for completion, to distance students as it does to on-campus students? Should these 
programs be the same? 
2. Should the content of courses offered at a distance be equivalent to comparable courses 
offered on campus? If not, how should the content be reshaped? 
3. How does an institution measure student workload in alternative-delivery education 
courses comparable to the prescribed workloads for on-campus courses? How does one 
translate a concept such as “contact hours” to an alternative environment? What does it 
mean for graduate students and teachers not to spend time in classrooms? 
4. Should increased costs for providing instructional materials and building infrastructure 
be passed on to students? Should teachers be paid differently for teaching such courses? 
5. How should an alternative-delivery program re-shape course design? How much time 
and in what ways should students communicate with each other or with their instructors?  
6. Should alternative-delivery programs include an on-campus residency component? If 
so, how should that component be “delivered” to students? 
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7. How does an alternative-delivery program reshape institutional resources, such as 
libraries, governance, or the work of registrars? In terms of libraries, how trustable are 
virtual resources? How expensive are they? What impact will these choices have on the 
employment of current staff? 
8. Do potential constituents have a right to demand that universities create and deliver 
alternative-delivery programs?   
9. If alternative-delivery graduate programs are offered specifically for working or 
geographically isolated students, should expectations of “sufficient time” for traditional 
graduate student activities such as independent study, reading and reflection, and research 
be changed? Should end dates for course be extended because graduate students must 
accommodate another “life?” Should students keep a-pace with other students as they 
complete courses or units of study? 
10. Should alternative-delivery programs be designed more “programmatically” or should 
content be offered to students through the same structures (choosing courses) currently 
available for resident graduate students? Should the objectives and goals of alternative-
delivery programs be reshaped to accommodate institutional needs for efficiency? 
11. How much time and money does it take to develop good alternative-delivery courses 
and programs? Is more involved in developing alternative-delivery programs and courses 
than in developing on-campus courses? Can class “time” for on-campus courses be 
adequately replaced in alternative-delivery courses by increased use of printed materials, 
activities, and audio-visual materials? How does and should communication between 
students and faculty be planned?  
12. Should alternative-delivery programs be “part-time” programs? How do work 
responsibilities, economic factors, geographical and family obligations shape the reasons 
students enroll in alternative-delivery graduate programs? So what? What might the big 
picture impact be on work, family, or how students who complete these programs see and 
live their future work? 
13. Should admission criteria of distance-education programs be consistent with those of 
similar on-campus programs? Should only people with high GPAs be able to take 
graduate programs of any kind?  
14. Should academic institutions re-think who should teach in alternative-delivery 
programs? For example, should recently retired academics and PhD students be used to 
create a staff of part-time teachers? Do the expectations of on-line students change from a 
focus on status to a focus on availability and responsiveness? Might we need to educate 
alternative-delivery teachers differently? 
15. Do alternative-delivery programs create new possibilities for “cosmopolitan” or 
global learning that may not be specifically planned for but are concomitant with 
graduate student make up? And, if this might be true, how can academic institutions 
utilize such possibilities in the most beneficial manner?  
16. How does the geographical dispersion of graduate students shape and/or change their 
communications and interactions? Are current communication technologies ready for 
such challenge? How do cultural differences influence student-to-student and instructor-
to-student communications and interactions? 
17. How should universities supervise research in alternative-delivery programs? Does 
aligning supervision to course instruction cause difficulties or improve supervision? How 
does the more typical faculty team-instruction model of alternative-delivery graduate 
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programs reshape course instruction? For example, do courses developed by teams or that 
utilize different people and different “eyes” to contact students, grade and return 
assignments create new problems? Is the quality of supervision or advising consistent 
with that available to students in traditional programs? 
18. How much time does it really take to develop and mount an alternative-delivery 
course? Is it possible to improve how faculty develops courses and/or alternative teaching 
methods using audio-visual and computer technologies? Is it possible to improve our 
thinking about how we teach alternative-delivery courses? 
19. How can alternative-delivery programs best utilize or create instructional resources 
and strategies that ensure grad students can access the instructional resources necessary 
for graduate study? 
20. What have we learned from other alternative-delivery programs that would help our 
own programs “work” better?  
 
Here we are: where do we go? 
 
Our short introduction suggests that we have much to learn about alternative-delivery 
programs. Within our own institutions, we need to know more about program 
implementation and planning, program and course evaluation, managing and building 
infrastructures, building appropriate educational policy, instructional design, teaching 
methods, utilizing technology to its most appropriate fullest, faculty development or re-
development, creating good learning environments and supports, and evaluating the 
impact of all these changes on students, our institutions, and ourselves. At every level we 
have much to learn.  
 
So, what do we do and where do we go? One problem in charting the best course, as we 
see it, is that we have started to think like businesses instead of educators within 
educational institutions. Those of us (at least “most” of us, we believe) who work in 
faculties of education have a vested interest in education and the growth and development 
of our students AND all students. We are teachers, and teachers concerns are for students 
everywhere. We are not, or should not, be in competition with each other over scarce 
resources, clients, or markets: we want to teach and we want students to learn. We hope 
our work engages and moves forward the global educational enterprise because, we 
believe, education matters. And, we believe to do this we must all learn to do graduate-
education better.  
 
The purpose of this conference presentation is simple. We want to engage each other’s 
programs and people in an appreciative conversation that highlights our strengths and 
successes and we want to learn from each other and consider how the successes we hear 
about other programs might impact our own programs in positive ways. Our paper is 
short – and highlights a small number of key ideas we have found good. We trust that 
others can add their small number and thus create a conversation that might help build a 
community whose goal is to benefit our learners. 
 
Some things we think we know? 
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We know that alternative-delivery graduate programs are currently growing, and we 
know why. We understand that a thousand graduate students, for a thousand reasons, 
would never be able to attend more traditional programs and we care about helping these 
people become educated. Thus, we know that benefits accrue by better utilizing 
alternative-delivery programming and on-line learning. These might include offering our 
graduate programs to new “clients,” improving the financial health of our institutions, 
and building and extending our partnerships – including at the international level. 
 
We also realize that we must solve some lingering problems with alternative-delivery 
programs. For example, students and faculty constantly complain that on-line formats are 
time consuming, that we replace face-to-face instruction time with huge and complex 
(where is the professor to talk to?) reading assignments (often on computer screens that 
erode one’s vision); demand attention by both students and faculty to discussion forums, 
and require a great deal of writing and evaluation of that writing. We realize that a wide 
variety of expectations from both graduate students and faculty exist. For example, some 
faculty seem seduced into attending to every posting in an effort to support graduate 
student work and others select the postings they respond to.  
 
We know that academic institutions must be prepared in a number of important ways. 
First, if they are to embrace alternative-delivery programs, they need to be willing to 
embrace them fully, and as a complement to traditional graduate programming. Thinking 
and planning must involve “big-picture” conversations about widely-expanding and even 
chaotic networks of intersecting impacts. For example, we have discovered that the 
development of alternative graduate programming (both courses and programs) carries 
the need to revise current policies and procedures to accommodate alternative graduate 
students and on-line processes. Some of the seemingly simplest things become huge 
issues to overcome – as far ranging as faculty transparency and how to collect tuition 
payments from students.  
 
We have learned that alternative programming does, in fact, provide opportunities to 
reach new adult students and that alternative programming is an appropriate 
consideration for lifelong learners. The needs of adult learners and the nature of 
alternative programs seem to match, but that does not mean that adult learners don’t need 
support and time to adjust. The feeling of unworthiness – what we have coined “the 
imposter syndrome” – [runs rampant within] is felt by some of our graduate students. The 
upside is that our students suggest that their teaching has been forever changed because 
they have experienced the complex realities of becoming, once again, a student. The 
abilities and space for interactions between geographically separated graduate students is 
a rich development and a really big deal for adults, especially within a historically 
isolated and lonely activity such as teaching. And the opportunities for these skilled 
professionals to share their highly-developed and considerable knowledge and experience 
has been a surprising treasure of our graduate programs. Most often such knowledge 
gains a certain deep credibility, which adds to the concomitant richness of the program’s 
learnings. 
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We have learned that the flexibility of alternative learning is highly valued by graduate 
students working to balance work, family, course reading, and assignments. Yet, we have 
learned that these same adult graduate students are more than willing to share and access 
expertise, engage course content, and take advantage of opportunities to share insights 
and experiences. There are inherent advantages of learning from others. 
 
We have learned that there is a market for alternative-delivery programs that can actually 
enhance traditional programs; however, we have also learned that these alternative 
programs must not be thought to be “distance” programs. Their existence impacts the 
face-to-face enrollments of traditional programs by providing students with an 
alternative. We have learned that even alternative, largely on-line graduate programs are 
populated by local people who already know the traditions and reputations of their local, 
distance-education university. Developing complementary graduate programs – between 
traditional and alternative – can benefit both programs.  
 
We have also learned that, if we do our work wisely, alternative graduate programs can 
be cost-effective and actually earn small profits for our university. But, we have learned 
that such success can make some colleagues wary. This reminds us to be transparent and 
open. We have learned that alternative delivery programs work best when we adopt 
different approaches to how we teach, who we ask to teach for us and with us, and how 
we manage the program. For example, our new programs have brought with them the 
need to rethink our most basic financial management systems. And, we have found our 
universities “not quite ready for prime time.” We have needed new infrastructures, some 
– though not as much as we expected – up-front financing, a pragmatic business plan, 
new kinds of people with new skills and dynamic ways of thinking, new understandings 
of how to teach, rethinking of technical support, flexibility in the ways revenues are 
allocated, a willingness to risk, and a kind of professionalism that values ability as much 
as status. Finally, alternative programs need champions who attend to and own the 
problems and issues – many of which cannot be anticipated in advance. 
 
We have found that some of our most important needs include: the need for an advocate 
who shoulders the program through the bureaucracy; enough start-up funds to build a 
basic infrastructure; the commitment for faculty to learn how to use new technologies; 
people who will work directly beside older faculty to teach these technological skills; 
intrepid jack-of-all “middle management” who produce and build course formats and 
work directly with students; an unwavering commitment to personal service; the 
introduction of administrative and organizational procedures that meet the needs of on-
line graduate students; and a plan that helps students slide gradually and seamlessly into 
new methods of course and program delivery. All this said, alternative-delivery programs 
benefit institutions and graduate students who value community building and 
collaborative learning, who could not gain access to traditional programs, who long to be 
lifelong learners, and who wish to expand the borders of their curriculum and teaching.  
 
Our Experiences? 
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In the following sections, three universities in Canada with alternative-delivery graduate 
programs offer short insights noting those things they believe are some successes of their 
programs. We have purposely kept these notes “byte-sized” as a way to invite such 
offerings from others. The purpose has not been to overwhelm as much as invite other 
comments.  
 
Alternative-Delivery Program One: The Masters of Educational Studies (MES) Program, 
Faculty of Education, University of Alberta, Edmonton, Alberta, Canada 
 
Short Description: The MES is an alternative-delivery program for K-12 teachers and 
school leaders. It is a two-year, 10-course program that focuses on leadership and school 
improvement. The program has two summer residencies of three-weeks each (2 course 
credits for each residency) and four courses taken in a virtual format – one each Fall and 
Winter Term for two years. Graduate students write a research-based capping project. 
The program is designed to be completed in two years. 
 
What Works Well: 
 
1. Residency Teams: We begin with a 3-week physical residency, and start by asking 
graduate students to begin by writing a story that represents something significant from 
their teaching or leadership experience. During the residency, where we spend all day 
together (with an informal dinner or the aggressive engagement of the concept of “party” 
once a week) we break students into permanent residency teams of about 10-11 people. 
These teams spend the entire two years together working as a community – with people 
from the Res Team taking on responsibility for each other. By the time the two-year 
program is finished, graduate students have, as one said, “friends for life.” 
 
2. Conversation: One of our regular pedagogical activities is wide-ranging and positive 
conversation. Theoretically, we base these Res Team conversations on Freire’s 
pedagogical ideas. We engage less in reflective practice than we do in on-going and 
open-ended conversations – many and deep conversations, often for more than an hour at 
a time and spilling into breaks. These conversations begin with topics that are always 
positive – for example, “What always works for you as a teacher?” or “List everything 
you know about students.” We never discuss negative topics. 
 
3. Programmatic learning: From day one, we teach and work on skills that transfer from 
course to course and that are based on fundamental research activities. For one example, 
we provide an article for the residency team to review together and, as a team, produce a 
one-page (from a template) summary sheet; second, we provide another article that the 
residency team reviews together and then each grad student writes a one-page summary 
sheet; finally, we ask students to review an article alone and turn in an individual 
summary sheet. These article review summary sheets do not change from course to 
course and are utilized throughout the program as students work towards the completion 
of a literature review that grounds their site-based research project. 
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4. Research: We ask each graduate student to propose, carry out, and publish a site-based 
research project. These projects are in every traditional way research-based and are 
subjected to a rigorous ethical review process. During the second summer residency, 
students complete a research proposal, a literature review for their topic, and (when 
research involves human subjects) a complete ethical review. Two courses during the 
second year are dedicated to student research – during the Fall term students complete 
their research project and during the Winter term they write up their project following 
quite a traditional research article template. During each course, students are in close 
contact with a supervisor and are required to track their progress monthly by writing and 
through phone or synchronous on-line activity. During the final course and beyond, 
professional editors are employed who, along with academic supervisors, aid in the 
writing and editing of their 25-page papers. These are then published in a book that both 
celebrates the cohort’s efforts and acts as a record of their research. These are sent widely 
across Canada and serve, in part, as advertising for the program. 
 
5. School visitations: We have made a commitment to visit each of our graduate students 
in their workplace once a year. The Director of the MES program, who spends much time 
on the road, has generally made these visits. During these visits, the Director visits 
classrooms, often talks with k-12 students, and takes opportunities to meet with school 
personnel and leadership. This involves meeting and talking to Superintendents of 
schools and, occasionally, with school board trustees. These visits have engendered the 
program in the schools and have given the Faculty of Education a presence in the schools 
of the province.  
 
Alternative-Delivery Program Two: The Master of Adult Education St. Francis Xavier 
University, Antigonish, Nova Scotia, Canada 
 
Short Description: The Master of Adult Education is more than 30 years old and works 
with people in careers such as literacy, vocational education, human resource 
development, community development, health promotion, and post-secondary education. 
It is a self-directed, distance-learning program wherein students design, implement, and 
evaluate their own content curriculum. This degree begins with a Foundations Institute 
and ends with a thesis. Students have five years to complete the program. 
 
1. We have editing support in the form of a person who works on student theses and gives 
students feedback on their writing. It helps students at a distance get some sense of what 
a graduate thesis looks like and it gives them more contact than they already have in a 
distance program. The editor provides non-evaluative feedback for their work. 
 
2. A second thing that works in our program is the use of a very good distance librarian 
who also helps students them with searches and with accessing all the technical aspects of 
our program (such as online databases, books they cannot get at local libraries). Our 
distance librarian is often cited as one of the main strengths of our program.  
 
3. We use the online learning system called Blackboard that allows us to do workshops 
and courses on line. We find that this system allows students to chat to each other and to 
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us in a contained format. This online space is just great since we can post articles, links 
and all kinds of things that we want them to see. They chat and plan assignments in 
Blackboard.  
 
4. We use the one-on-one tutor system (much like research degrees in the United 
Kingdom and Australia). This is a super way to help students who like one-on-one 
support, and also to help students who want to do a specific and focused piece of 
research. They can plan their program with an advisor/tutor and carry it through to 
completion. Our students, consequently, are very successful in future graduate study. 
 
5. We have a thesis requirement that is. This is not optional. Consequently, we attract 
students who want an academically credible degree and who have an interest in pursuing 
a specific topic through a systematic research process. It is work but worth it.  
 
 Alternative-Delivery Program Three: The Master of Education in Adult Learning and 
Global Change, Department of Educational Studies, Faculty of Education, University of  
British Columbia, Vancouver, Canada (www.edst.educ.ubc.ca/algc/) 
 
Short Description: This is an online, coursework-only collaborative program involving, in 
addition to UBC, Linköping University (Sweden), and the University of the Western 
Cape (South Africa). Students proceed through the two-year, 30-credit program as a 
cohort enrolled through the three participating institutions. Instructors in required courses 
are also drawn from these universities, so students benefit from a truly international 
instructional staff. This program is for those seeking a web-based professional master’s 
degree that provides multiple, critical perspectives on the central role adult learning plays 
as individuals and communities engage with the positive and negative effects of 
globalization. 
 
What Works Well: 
 
1. The international collaboration. A program that promises to explore multiple, critical 
perspectives on a phenomenon as sweeping as globalization requires a fully functioning, 
collaborative instructional team. Although we have experienced our share of false starts, 
disagreements and tensions, over a period of 6 years we have developed a partnership 
that has functioned well to make key decisions, to keep the curriculum fresh and 
challenging, to insure that no one cultural perspective dominates the program, and to 
manage the multiple, perplexing problems that surface when students from many 
different cultural backgrounds engage with controversial and meaningful ideas. 
Sustaining this collaboration requires a great deal of good will, trust, and willingness to 
suspend judgment until everyone has been heard and understood. Ironically, we have 
found it essential to meet face-to-face at least once a year to plan and manage this online 
program. These meetings permit us to share experiences (like a visit to an informal 
township on the outskirts of Cape Town, South Africa, the opening – presided over by 
Archbishop Desmond Tutu – of a centre for children affected by Aids, and what it’s like 
to spend some time in a Swedish Folk School on the Baltic coast) that have given us a 
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common base of understanding about what adult education work looks like “on the 
ground” in one another’s countries. 
 
2. Learning plans: In the first course in the program, all students are expected to prepare a 
learning plan that reflects their personal goals. This plan provides a reference point for 
reflections on the learning that occurs in each course and in the “spaces” between and 
among the courses. The notion of a “capability envelope” is used to structure this 
exercise. In the final course, students return to this plan – that may have well been revised 
several times during the two-year program – and assess the degree to which they learned 
what they hoped. In addition, they identify unanticipated learning outcomes they consider 
significant. 
 
3. Researching ourselves: We decided early on in planning that this effort was 
sufficiently innovative that we should study ourselves and the program, so we developed 
a parallel research program based on the academic interests of the key players. This has 
had the advantage of producing conference papers and publications that have value in our 
respective universities and also providing justification for attending major research 
conferences before or after which we can hold our periodic meetings. It has been very 
helpful to step back and look at ourselves critically and through various theoretical lenses 
to better understand what works, what doesn’t and why. This commitment to a research 
component has also provided a useful model for the students in how we can research our 
own practice and produce useful knowledge. 
 
4. Sharing teaching responsibilities: There are six core courses in the program and the 
teaching of these is shared among the three universities. For students this can be a bit 
disorienting initially because the instructors operate from different cultural contexts. But, 
as we point out, encountering different perspectives and styles is what this program is all 
about. And if these differences result in misunderstandings or tensions, then these must 
be surfaced and worked through. Shared teaching, to be successful, also requires a great 
deal of conversation among the partners to work out what the curriculum should cover, 
what readings should be offered to students, and what assignments should be employed. 
 
5. The cohort structure: This is a cohort program meaning that each group of students 
begins the program at the same time and takes the required courses in the program on the 
same schedule. So they are “together” (virtually) in the same learning experience for two 
years. We also encourage the identification of “learning partners” – now in the form of 
triads – who support one another, provide feedback and encouragement, and serve as 
sounding boards. Learning partners are intended to promote a sense of connection and 
community in what can be a very lonely virtual classroom.   
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Educational Embodiment Within an Online Graduate Studies Program 
 
Abstract 
 
This symposium brings together two professors and two graduate students from the 
University of Alberta to address the implications of site visitations on a graduate level 
elearning program within the Faculty of Education. The Master of Education in 
Educational Studies program is an academic curriculum designed for the alternate, flexible 
delivery of graduate studies at the University of Alberta. The objective of this program is to 
improve graduate level access to a Master of Education program in rural and urban areas of 
Alberta and to enhance learning via online modalities within the framework of a summer 
cohort residency, and in conjunction with site visitations to the M.Ed. students’ schools and 
classrooms. The two papers within this symposium present the results and implications 
over a two-year period of this online Master of Education program (2004 to 2006). The 
findings focus on trust-building in the community-based cohort model, enhancing 
professional practice and learning via online approaches and empowering University and 
school collaborations through site visitations and an embodied presence.  
 
Participants 
 
Chair:  Jim Parsons, University of Alberta, Faculty of Education  
Participants: Maryanne Doherty, University of Alberta; Doris Kieser, University of Alberta  
Discussant: Phil McRae, University of Alberta 
 
Purposes 
 
This symposium will inform researchers, practitioners, and administrators about the opportunities 
and challenges of site visitations within the Master of Educational Studies (MES) Alternative 
Delivery Program, an online master of education program to improve educational leadership in the 
province of Alberta. Participants represent the perspectives of faculty and students at the 
University of Alberta. They present implications of the initiative for the professional practices of 
elearning in a graduate program context. The discussant provides an international perspective on 
the implications of this approach for graduate elearning. 
 
Educational Importance 
 
The site visitations used to enhance the online learning in this graduate program is a unique 
approach to achieving a significant educational goal – improved student retention within a 
graduate program and increased academic performance in an online context. The MES program 
currently has over 150 graduate students enrolled at the Masters of Education level.  
These papers have significant implications for other blended elearning graduate program 
initiatives and the ‘traditional’ approach to online learning within the post-secondary setting. 
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Framework 
Five years ago the University of Alberta set out to construct a program that would allow the 
meaningful education our provincial teachers and school leaders. We chose the ubiquitous and 
fundamental concepts of “leadership” and “school improvement” as the keystones for our 
program. We studied what made other graduate programs work, and we copied their best ideas – 
ideas such as cohort and community-building. We retained many keystone concepts of our 
traditional graduate programs – such as research and writing. We utilized traditional course 
structures and outlines and we taught them in new ways, shaping them to the online environment 
and utilizing faculty teams instead of individual instructors. We created teaching assistants 
whose main job was responding to postings on WebCT and other “service” activities of attention 
giving so that communication would not be interrupted. Then we did “old” things that the online, 
alternate programs we studied had not done – we retained and even extended the f2f mentorship 
relationship between graduate students and supervisor. 
 
The MES (Masters of Educational Studies) at the University of Alberta is a graduate program 
made up of 10 courses. Two courses are completed in a full-time, initial summer residency held 
on campus at the University of Alberta. Graduate students then take a classic curriculum theory 
course, shaped to the on-line environment during their first Fall Term. During their first Winter 
Term, they take a classic introduction to educational research course, again shaped to the on-line 
environment. During their second summer residency, again held on campus, they prepare 
research project proposals, draft literature reviews that ground their work, and complete research 
ethics applications if these are needed. During their second Fall term, they complete the project 
under the close supervision of an experienced course instructor; and, during their second Winter 
term they write a research project report, again under the close supervision of an experienced 
course instructor and a professional editor. Along with two option courses that they may take 
from a variety of universities or University of Alberta faculties, this constitutes their program. 
 
Site visits by the Director of the MES program are part of the extension of face-to-face 
community building that happens during the summer residencies; these are the site visitations of 
import to this symposium presentation. These visits embellish the elearning community and have 
concomitant values. Many rural schools – and there are many rural schools whose teachers enroll 
in the program – have never seen a University of Alberta Faculty of Education professor. The 
Director’s presence in the rural districts of Alberta has put the Faculty of Education in contact 
with superintendents and personnel from these districts. We are finding that stronger partnerships 
are dramatically being established between the school and the academy within Alberta. 
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Presentations 
 
1. Implications for Master of Education Programs Delivered Online  

Maryanne Doherty and Jim Parsons, University of Alberta 
Phil McRae, University of Alberta 

 
Abstract 
This paper presents the systemic perspective on large-scale reform of graduate elearning programs 
within the Faculty of Education at the University of Alberta. It provides results over two years 
(2004 to 2006) of the Master of Education (MES) alternative delivery program and concludes with 
implications for others considering supplementing online graduate programs with more embodied 
practices for the purpose of establishing, enhancing and extending community. See the framework 
in the introduction for a synopsis of the MES program.  
 
Methods and Data Sources 
Analysis by the Director (Newhart & Parsons, 2006), students and faculty within the program. 
Three types of analyses were performed to evaluate the overall results: (1) MES Director 
perspective of the site visitation enhancements, (2) student reflections on the program of study and 
site visitations, and (3) existing research on effective practice and embodied perspective within 
elearning graduate programs.  
 
Conclusions and Implications 
Graduate education has traditionally been based on a simple premise: a graduate student would 
be matched with a supervisor, and that supervisor would work closely with that student as he or 
she moved from novice, to candidate, through the final orals that capped the graduate student’s 
career. And, with some exceptions, the basic process remained similar – save for depth, perhaps 
– between MEd and PhD students. The relationship thus built, if the process worked well, was 
not so different from a mentorship or apprenticeship that has been around since the ages of 
blacksmithing or undertaking – simply different in sort. During this relationship, the profession 
was embraced and the skills and attitudes of that profession were passed on from generation to 
generation. The process was not complex. It was built upon an acceptance and attention to 
experience, to learned knowledge and skills acquisition. And, within this relationship a series of 
tasks were performed, guided by the sagacious practical wisdom of the more experienced sensei 
who, again if the process worked well, did not require a photocopy but pushed the grad student 
past where things were now to a place where things could be – generally based upon the unique 
interests, talents, and skills of the novice. 
 
Enter technology. Now, combine powerful elearning technologies with changing work realities 
for teachers and schools, and we have a relatively new ‘elearning’ platform for ‘online’ 
education. That distance graduate programs have emerged as an option for novices who seek 
greater learning opportunities or job status growth is nothing short of genius; it was an amazingly 
agile thought to utilize technology to mediate distance and increase opportunities. But it was a 
thought with attendant difficulties.  
 
How could traditional programs be morphed to an on-line, distance curriculum? How could the 
high standards we desire and require for graduate education be duplicated in this new 
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environment (Buck, 2001)? How could we create such an opportunity in very practical ways – 
what would it look like, what would people do, where would they sit, how would we 
communicate and answer questions (Edelstein & Edwards, 2002)? And, finally, how could we 
hope to replicate relationships that had been so much a part of our tradition of graduate education 
(Palloff & Pratt, 2000; Brown, 2001)? These questions, if we care, are questions that both haunt 
us and energize us as universities who have undertaken the responsibility of graduate education. 
 
Obviously, other educational institutions “suffer” similar issues. Allen and Seaman (2003) 
studied online education in the United States and reported that over 1.6 million students are 
online students and more than ½ a million students tool all their courses online. For some 
institutions, the reason is money – online courses can be a ‘cash cow’ to deliver education to 
paying customers without the expense of buildings, bodies, or parking spaces (Brown & Green, 
2003).  But, our program is far from a cash cow. Retaining a face-to-face relationship with 
graduate students spread out over the expanse of Alberta has been an act of will and a 
commitment of funding. If Alberta is a prairie province of straight highways between small 
communities, navigating that infrastructure means driving from small community to small 
community. So, we drive; and sometimes fly. We visit all graduate students in our program at 
their schools, if they are teachers or administrators, or within their districts, if they are district 
leaders. The essence of the site visitation component of our ‘alternative delivery’ program is that 
we embrace an embodied presence at the school level, regardless of the location of that school 
within the province of Alberta. And, we do this at least one time per year for most. If we drive by 
a rural community on the way to another rural community, we stop. We ensure that we are 
present in a face-to-face way with our students. 
 
The results of the site visitation component to an elearning program is both surprising and 
powerful –surprising for school jurisdictions, the academy and its flexible delivery of graduate 
programs and enhancing leadership capacity in a province composed of many rural communities. 
One school district superintendent summarized the success of the MES program, noting “the 
Director goes to the schools.” 
 
2. Implications of Master of Education Program Site Visitations on the Corpus  

Doris Kieser, University of Alberta  
 

Abstract 
The important question for discussion in the account of site visitations within a blended e-
learning program is the face-to-face aspect of the students’ learning experience. A looming issue 
in the proliferation of learning technologies and their increasing presence in all sorts of learning 
environments has to do with the body. While acknowledging the great benefits technologies and 
distance education of various sorts offer to people who might otherwise be unable to access 
information, knowledge, and learning, still there remains a physical disconnection from the 
community in which this learner participates. Yes, virtual/real online communities do exist, but 
they fail to address the value of physical interaction and bodily presence in their realities.  
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Methods and Data Sources 
Analysis by a graduate student within the faculty of education.  A qualitative approach in the 
hermeneutic tradition was performed to evaluate the overall results of the site visitations to the 
MES program.  
 
Conclusions and Implications 
The embodied, physically present component of a blended e-learning environment is beneficial 
to the creation of a learning community. If this were not true, proponents of online learning 
would spend less time suggesting how the lack of f2f interaction can be re-created by online 
bulletin boards, video conferences, or listservs (Blake, 2000). That the lack of physical presence 
is problematic has been cited by many (Muirhead, 2000; Bower, 2001) who highlight teachers’ 
perplexities with building relationships online in a space challenged by a lack of “direct” 
interpersonal contact that helps, for one thing, to gauge the clarity of communication. Some even 
register complaints about poor course evaluations (Schott et al., 2003) or the ability to encourage 
students to be self-directed, disciplined, and self-motivated. Each of these maladies springs from 
a lack of community responsibility so naturally engendered by personal proximity and its 
attendant communal aspects.  
 
To eliminate the corpus is to revert to a Cartesian mind-body dualism that is content to value the 
intellectual, the cogito of our sum, over the affective and somatic. This seems to lose, once again, 
the meaning of our physical presence to one another. It says that, at the end of the day, what one 
thinks is all of what one is, because that is all we need to know. Of course, for anyone who has 
witnessed a student yawning voraciously in the middle of class, they will know that this student’s 
physical presence is commenting on any number of variables that impact upon his/her learning 
(e.g., this class is boring, or school certainly interferes with my social life, or my child was up all 
night vomiting and feverish, etc.).  
 
Over the two thousand years of Christian history, it has had its bleak moments with regard to the 
body. It has been variously disparaging (the body is inherently obstructive to salvation) and 
ambivalent (the body is good concerning reproduction but is bad concerning sexuality) about the 
body (particularly the female body). It is rather recent that it has begun more consistently to 
consider the body to be inherently good as a result of God’s willingness to take on human form. 
If it is good enough for God, it must be good enough for humanity. Indeed, our bodies are how 
we move to God.  
 
There are, therefore, ethical implications of the incarnation regarding how we treat our bodies 
both individually and collectively. There was a reason Jesus associated with prostitutes and 
lepers, and it likely had nothing to do with ensuring that they saw his power point presentation 
on redemption. Physical presence changes things. It creates vulnerabilities of relationship that 
technology can neither mediate nor facilitate. It nudges us closer to an authentic self-
representation in and to the world. It asks us to be accountable for our words and actions. (For 
example, there are no virtual prisons for people guilty of technological crimes, like collecting or 
selling child pornography online. Nothing short of bodily accountability and presence in the 
criminal justice system will suffice.) Our bodies are ourselves in community.  
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When speaking of learning communities, it is likely that physical proximity contributes 
something (whether positive or negative) to the dynamic of human interaction. We see people 
eye-to-eye, we sense them, smell, hear, and possibly even touch them. We are verbal and visual 
with them: we are bodies among bodies. We cannot dismiss the reality of the other person in our 
midst. Whether we are tentative, boisterous, or even obnoxious, visceral, bodily reactions occur.  
 
Interestingly, recent post-structuralist philosophies are moving in a different direction regarding 
the body. Theorists tend towards the conflation of sex and gender in such a way as to posit the 
social construction not only of gender, but also of sex. The body is thus discursively constructed. 
This paper is critical of such a perspective, not because the theory ill-conceived or frivolous, but 
rather, because bringing the theory to practice means that the body, as a body, means nothing.  
 
There is indeed something compelling about saying that the body itself is worked upon in its own 
creation and our interpretation of its meaning. Surely our experiences and perceptions do 
contribute to personal bodily meaning. But what of the essential meaning of bodily difference in 
general? There is something inherent about bodies as sexed (or any other difference) that, 
without immersing ourselves wholly in gender and other social roles, means something about 
how we are in the world.  
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I Forgot to Remember: The Effects of Teaching Styles on Adolescent 

Memory 

Andrew J. Pastor, Davidson V. Mullgardt, and Deborah A. Stiles 

School of Education, Webster University 
 
 
This study examined the effects of teaching methods on short-term conceptual learning 
and recall of information learned.  Students ages 15-25 in a variety of educational settings 
participated in this study.  Students were tested on the amount of information they could 
recall after being taught by teachers using one of three teaching methods: read, reread, 
and think-pair-share. This study demonstrated that students who were taught poems using 
the think-pair-share method remembered themes, words, and phrases of poems better 
than those who were taught by only reading or rereading the poems.  
 
Introduction 
 Teaching any core subject requires students to retain information gained largely 
from reading texts.  Due to lack of textbooks, lack of support at home, or lack of reading 
strategies, teachers must realize that decoding, understanding, and retaining information 
from texts is an exercise that often must be completed during class time.  The task of in-
class reading requires strategies that balance the interest of the students with the 
efficiency of the reading activity.  Meaningful and efficient learning is that which 
balances learner’s interest with the cognitive load required to comprehend a text (Mayer, 
et. al. 2004).  We can hypothesize that not guiding students through reading a text 
requires too much cognitive load and the student will not comprehend and thus not retain 
information about the text.  The student’s attention must be held on the text in order for 
that student to remember it’s information. 

This study investigated reading activities and their effect on students’ memory 
retention.  We tested students one day after they were taught a poem by one of three 
methods.  Each method increased in complexity by one factor.  We hypothesized that 
each factor would have an equal effect on all aspects of students’ information retention 
and that each factor would increase information retention equally. 

Previous studies into cognitive recall have examined long-term memory retention, 
but not short-term retention.  Semb, et al. (1993) studied college level students and their 
ability to recall information learned.  There were three experiments conducted to assess 
their knowledge retention after 4 and 11-month intervals.  Experimenters discovered that 
after the time interval, students retained an average of 70-87 percent of what they have 
learned, depending upon the time interval and the method of teaching.  This study 
demonstrated that the average student retains the majority of what is learned.  These 
findings are surprising, but do not address the effect of teaching styles upon short-term 
memory.   

Researchers from the University of California-Santa Barbara examined teaching 
methods that lessened the cognitive load in order to help students retain information.  
Mayer et. al. (2004) examined student learning according to the principal of 

2007 HICE Proceedings 
Page 4378



I Forgot to Remember 

   Mullgardt, D.V., Pastor, A.J.,  

personalization that is based upon the cognitive theory of multimedia learning.  
Experiments were designed utilizing a personalized and non-personalized approach to 
teaching.  The result was that students taught using the personalized method scored 
higher than those taught by the non-personalized method.  The personalized method also 
yielded greater transfer of information by students due to the promotion of organization 
and the connections made with prior knowledge.  Students taught using either method 
scored equally on retention tests.  Other studies examine the use of routines upon student 
comprehension.  Bulgren et. al. (2002) concluded that the use of a routine “led to 
significantly better retention and expression of information by students in the 
experimental condition compared with students participating in a traditional lecture-
discussion format.”  What this and all of the previous studies demonstrate is that student 
retention is of concern to the educational community.  How one teaches directly affects 
the quality of student retention and recall.   
 
Method 
 We surveyed two hundred and one students in a variety of educational settings. 
Seventy-six (38%) high school students attended school in a suburban district.  Sixty-four 
students attended school at an inner-city public military academy.  Sixty undergraduate 
students (30%) attended school at a mid-sized private university.  The survey sample 
consisted of 97 males and 101 females.  Three participants did not provide information 
on their sex.  Participants were adolescents whose ages ranged from 14 to 24, although 
most students (66%) were 16 through 18 years old. 
 Students were taught one poem during their regular class time.  Each class was 
randomly assigned a poem to be taught by one of three different teaching styles; no-teach 
(style 1), read-reread (style 2), and think-pair-share (style 3).  Each poem was taught by 
the regular classroom teacher to avoid the outsider effect influence on the participants.  
Each teacher was given written instructions of the teaching style they were assigned. 
 Teaching styles increased in complexity by one aspect.  The most basic teaching 
style was no-teach, in which students were given a poem and asked to read it.  The poem 
was then collected and students were surveyed the following day.  Style 2 included 
reading and rereading the poem.  The teacher asked students to read the poem several 
times, then read the poem to the class, and asked for a student to read the poem aloud 
again.  Students were surveyed the following day.  Style 3 mirrored style 2 but added 
discussion in small groups and as a class. Students’ were also given a questionnaire to 
guide their discussion. This questionnaire was designed to activate students’ prior 
knowledge and personal connection to the text. 
 After one day students were surveyed on what they remembered from the poem.   
The surveys were double sided 8.5” by 11” papers.  The first side of the survey consisted 
of general closed-ended questions about the poem.  Students were asked to agree or 
disagree on a scale of 1 through 5 with statements about each poem.  The responses were 
given one point if they were correct.  Incorrect or unsure answers were given zero.  
Omitted answers were left blank. 
 The second page of the survey was an open-ended format.  Students were asked to 
write about anything they remembered about the poem.  Students were also asked to draw 
any images from the poem they could remember.  Half of students were given surveys 
without a designated space to draw, but after revising the survey the remaining 
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participants were provided a box in which to draw images.  Both the poem remembering 
and the drawing questions were categorized as concept recall questions.  Open-ended 
concept question answers were given one point per correct concept recalled. 
 Participants were also asked to write any words they remember from the poem.  
Auxiliary words, such as the, it, his, etc., were not given points because participants could 
reasonably guess they would be part of the poem.  Each word specific to the poem was 
given one point. 
 
Results 
 Results indicated that more complicated teaching styles yielded better information 
retention of students.  Students consistently remembered both more words and concepts 
when taught the poem with think-pair-share (style 3) as opposed to no-teach (style 1).  
Results for the differences between read-reread (style 2) and think-pair-share were less 
clear.  More complex teaching styles lead to an increase in the amount of concepts and 
words participant remembered.  But the amount remembered was in some cases not 
statistically significant.  

The mean difference (alpha) level was set at .05 for all statistical analyses.  
Analysis of variance (ANOVA) for concept recall between groups was F(2, 142) = 9.49, 
p = 0.00.  The mean scores for teaching style 1 were (M = .95; SD = .95).  Style 2 scored 
(M = 1.70; SD = 1.14).  Style 3 score (M = 1.86; SD = 1.06).  Post hoc analysis of the 
effects of teaching style on participants’ concept recall generated statistically significant 
results for style 1 and 2, p = .008.  Even more significant was the comparison of teaching 
style 1 and 3, p = .000.  However, the change in concepts remember from teaching style 2 
to 3 was not significant p = .699. 

 
ANOVA       

concepts        

 
Sum of 
Squares df 

Mean 
Square F Sig.       

Between 
Groups 21.373 2 10.687 9.487 0.000       
Within Groups 159.965 142 1.127           
Total 181.338 144             

 
 

Post Hoc Tests               
                  

Multiple Comparisons     
Dependent Variable: concepts      
Scheffe      

95% Confidence Interval     
teach_style teach_style 

Mean 
Difference Std. Error Sig. Lower Bound Upper Bound     

2 -.75031(*) 0.23631 0.008 -1.3349 -0.1657     
3 -.92763(*) 0.21736 0.000 -1.4653 -0.3899     
1 .75031(*) 0.23631 0.008 0.1657 1.3349     

1 

3 -0.17733 0.20928 0.699 -0.6951 0.3404     
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1 .92763(*) 0.21736 0.000 0.3899 1.4653     3 
2 0.17733 0.20928 0.699 -0.3404 0.6951     

*. The mean difference is significant at the .05 level.     
 
ANOVA significance for word recall was F(2,98) = 8.91, p = 0.00. Mean scores 

for the effect of teaching style on word recall for style 1 was (M = 1.7333; SD = 1.95).  
Style 2 scored (M =  2.56; SD = 2.26).  Style 3 scored (M = 4.0; SD = 2.63).  The effects 
of teaching styles on word recall of teaching style 1 compared with style 3 were 
significant, p = .000.  Comparison of teaching style1 and 2 generated results that were not 
statistically significant, p = .435.  Comparison of style 2 and 3 generated results that were 
nearly significant, p = .053. 

 
ANOVA       

words        

 
Sum of 
Squares df 

Mean 
Square F Sig.       

Between 
Groups 98.884 2 49.442 8.906 0.000       
Within Groups 544.027 98 5.551           
Total 642.911 100             
 

Post Hoc Tests               
                  

Multiple Comparisons     
Dependent Variable: words      
Scheffe      

95% Confidence Interval     
  teach_style   teach_style 

Mean 
Difference Std. Error Sig. Lower Bound Upper Bound     

2 -0.82667 0.63804 0.435 -2.4126 0.7593     
3 -2.26667(*) 0.55292 0.000 -3.6410 -0.8923     
1 0.82667 0.63804 0.435 -0.7593 2.4126     

1 

3 -1.44000 0.58543 0.053 -2.8952 0.0152     
1 2.26667(*) 0.55292 0.000 0.8923 3.6410     3 
2 1.44000 0.58543 0.053 -0.0152 2.8952     

*. The mean difference is significant at the .05 level.     
 

Analysis of closed ended questions also showed similar trends.  Comparison of 
teaching style 1 with style 2 yielded nearly significant results, p = .056.  Comparison of 
style 2 and 3 was yielded statistically significant results, p = .000.  But comparison of 
style 1 with style 3 was oddly less significant than style 2 and 3, p = .017.  In other 
words, students remembered less about the poems if they were not taught them rather 
than reading and rereading the poems. 
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Discussion 
 Upon review of our surveys, we discovered that all participants of teaching style 2 
were given the same poem and survey.  We believe that the test results for closed ended 
questions were flawed due to the difficulty of the poem or the ambiguity of the survey.  
Future research should survey participants using the same closed-ended questions and the 
same text to control for text difficulty and survey questions.   

The results for word and concept recall were as expected.  We hypothesized that 
participants would remember more if they were taught with the most complex teaching 
method, in this case think-pair-share.  Students were exposed to the poem in three 
different ways; reading to themselves, reading to themselves and/or listening to the poem 
aloud, reading to themselves and/or listening to the poem aloud and discussion about the 
poem.  Students remembered the most about the poem when taught by the most complex 
teaching method, think-pair-share. The second teaching style, read-reread, yielded the 
second highest results, followed by style 1, no-teach. 
 Our study seems to corroborate the findings of Mayer et. al. (2004).  Mayer’s 
study achieved a personalization effect through the use of second person pronouns such 
as “your”.  This linguistic change had the effect of helping students make connections 
between the subject matter and themselves, similar to the think-pair-share discussion 
questionnaire of our study.  Students’ discussion of the poem allowed students to make 
connections between the poem, prior knowledge, and their own lives.  This discussion 
resulted in increased recall of words and phrases.  Mayer’s personalization and think-
pair-share also have in common the relation to the transference of knowledge across 
content areas.  This is important in that transference, the practice of taking a skill and 
applying it to other content areas, is achieved.  As one of the higher order thinking skills 
on Bloom’s taxonomy, educators should strive for all students see the interrelatedness of 
subjects.  Think-pair-share helps attain this goal. 
 The second teaching style was read-reread (style 2).  The results from this study 
were important in that it was discovered that this method, while not as effective as think-
pair-share (style 3), is still a valuable tool for teachers.  The data generated from our 
study demonstrates the importance of this method.  For teachers with severely limited 
time, the read-reread method is effective in helping student’s retain information.  This 
method is not as effective as think-pair-share in that the students are limited in their 
exposure to the poem.  Students hear the poem several times, but do not discuss the 
concepts and ideas of the poem in greater detail.  This does not directly aid in forming 
connections between the text and the student themselves.  The cognitive load is 
increased, but not as much as with think-pair-share (style 3). 

While the results are what we predicted, there are some interesting subtleties in 
the statistical significance between teaching styles 2 (read-reread) and style 3 (think-pair-
share).  We assume that the greatest significance for any lowest-complexity teaching 
style (in this case no-teach) and highest-complexity teaching style (in this case think-pair-
share) will consistently yield the greatest difference in mean score.  Interestingly, the 
differences in statistical significance between teaching styles for word and concept recall 
were not uniform.  In the case of word recall, post hoc tests generated the lowest 
significance for the difference between no-teach and read-reread, p = .435.  In 
comparison the concept recall statistical significance between style 1(no-teach) and style 
2 (read-reread) was nearly absolute, p = .008.  A similar pattern emerged in comparison 
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between word recall and concept recall for teaching style 2 (read-reread) and style 3 
(think-pair-share).  The greatest significance was between read-reread and think-pair-
share in regards to word recall, p = .053.  While this does not meet the mean difference 
(alpha) level of p = .05, it is far greater than the difference between these same two 
teaching styles in regards to concept recall, p = .699.   
Our data shows that the most complex teaching style yields the greatest student memory 
retention.  While interesting patterns emerged, this study did not explore which specific 
factors contributed to increasing students’ concept or word recall.  We pose the following 
question for further research; what individual factors yield the best students’ retention of 
concepts and/ or verbatim words and phrases from a text?  Based on our data, we predict 
further studies to prove the following; discussing and reading words and phrases out loud 
encourages memorization of those words and phrases. In addition, students do not 
remember the concepts of a text by reading it once or discussing it in a group.  Students 
remember the key concepts of a text by repetitive reading of the text.  Rereading texts is 
thus a skill that should be universally taught to students to aid their understanding of all 
texts.  If a student comes to a pivotal passage or paragraph, teachers must remind the 
student to read it several times.  This lends itself well to poetry, in which a fourteen-line 
sonnet can contain such deep commentary and difficult language that rereading is a 
natural approach to conceptual understanding and retention.  In the case of a textbook or 
novel, rereading to understand and remember the text is a more difficult skill to teach.  
Students should not be expected to read a textbook twice, but to identify difficult or 
pertinent passages and read them several times. 
 This study suggests that it is imperative for teachers to assign a reading activity to 
all texts in order for students to remember the text. This activity can be as simple as 
reading the text several times in several different ways. Discussing the text ensures that 
students will retain more information than only reading. 
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Measuring Change in Aspiring Mathematics Teachers’ Attitudes and Beliefs Concerning 

Multicultural Education 

 

 

Abstract 

This paper describes the results of an empirical work that examined the attitudes and beliefs of 19 
undergraduate mathematics majors, before and after, a 10-week mathematics pedagogy course 
focused on multicultural education.  All of the participants in the study planned on pursuing 
teaching credentials after graduating.  Changes in the participants’ attitudes and beliefs over the 10-
week period were captured through the use of surveys, samples of participants’ work, observation 
notes, open-ended questions, demographic information, and instructor interviews.  Groups were 
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compared based on an aggregate “social class” score, self-stated social class, ethnicity, number of 
multicultural education courses previously taken, and an aggregate score for “amount of previous 
exposure to multicultural content.”  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Purpose 
 
In defining multicultural education (ME), Banks and Banks (2004) state that ME is "a reform 
movement designed to change the total educational environment so that students from diverse racial 
and ethnic groups, both gender groups, exceptional students, and students from each social class 
group will experience equal educational opportunities in schools, colleges, and universities” 
(p.451).   
 
Prominent educators have asserted that multicultural education is crucial in the preparation of 
teachers (Banks, 2001; Sleeter & Grant, 2003).  Some argue that multicultural education needs to be 
brought from the margins to the center of teacher education programs (Rousseau & Tate, 2003).  
Unfortunately, changing every teacher education program to meet this requirement (any time soon) 
is probably a lofty goal.  However, in the context of today’s diverse world, there are many questions 
one can ask concerning the current state teacher education programs.  For example, how effective 
are single courses on ME? Which groups of teachers (if any) are more likely to be open to, and take 
ownership of, multicultural content?  Does it matter who teaches a course on ME?   
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. 
The purpose of this paper is to gain some insight into these questions by examining the attitudes and 
beliefs of a group of undergraduate mathematics majors (all self-proclaimed future mathematics 
teachers) taking a 10-week mathematics pedagogy course focused on ME. Through the use of 
surveys, collected samples of students’ work, observation notes, instructor interviews, and various 
open-ended questions, I aim to answer the following question(s): 
 

Does a single course on ME have an effect on the attitudes and beliefs of those taking the 
course?  If so, is social class, previous exposure to multicultural content, and ethnicity 
correlated with changes in attitudes and beliefs? 
 

Perspective 
 
Numerous studies have been done that focused on multicultural education courses, and how these 
courses changed the attitudes and beliefs of their participants (Aguilar & Pohan, 2001; Artiles & 
McClafferty, 1998; Avery & Walker, 1993; Garmon, 1998; Larke, 1990; Larke, Wiseman, & 
Bradley, 1990; Martin & Koppelman, 1991; Ponterotto et al.., 1998; Tran, Young, & Di Lella, 
1994; Trent et al.., 1998; VanGunten & Martin, 2001; Weisman & Garza, 2002).  Most of these 
studies utilized various instruments including surveys, open ended questions, concept maps, and 
interviews to measure changes in the attitudes and beliefs of the participants.   
 
Some of these studies also compared the survey scores of different groups of participants based on 
various demographic characteristics like gender, ethnicity, previous exposure to multicultural 
content, and even political affiliation (Ponterotto et al., 1995).    For example, in one study 
researchers collected survey data on 227 graduate students in a teacher education program before 
and after the completion of a ME course (Ponterotto et al.,1998). They concluded that “those who 
had completed professional workshops on multicultural education/training scored higher than those 
who had not” (p.1013).  In another study, (Ponterotto et al., 1995) used surveys with 285 
undergraduate and graduate students, and various members of the surrounding community. They 
concluded that “females and minority persons scored significantly higher than males and White 
subjects on multicultural sensitivity” (p.1029).  In a more recent study, Aguilar & Pohan (2001) 
administered surveys to 179 students enrolled in a ME course.  They found that females tend to 
score significantly higher, and there is a statistically significant positive correlation between 
multicultural coursework and general views towards issues of diversity.   
 
In 2001 Sleeter conducted a review of the effectiveness of stand-alone ME courses, and found eight 
studies that utilized an instrument (e.g., a survey) to measure the effects that a multicultural 
education course had on the attitudes of the participants.  She concluded that “the great majority of 
the participants in these studies were white women.  These studies reported that after a course, 
students’ attitudes are generally more positive than before” (p.98).  Sleeter also noted that most of 
the research that has been done has involved researchers who were also the teachers of the course 
they were studying.  She cautioned that “unless one is critically examining one’s own experience, 
researchers studying the impact of a particular course should take steps to gain some distance from 
the course itself, by studying another instructor’s course for example” (p.99).   
 
In addition to Sleeter’s point concerning the teacher/researcher role, there are also a few other 
limitations to previous research.  First, researchers have not considered social class as an influential 
factor in changing the attitudes and beliefs of participants.  Second, most researchers defined 
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“previous exposure to multicultural content” as “course/workshop taken.”  I would argue that  
“previous exposure to multicultural content” needs to be defined in a way that is more inclusive.  
After all, people can be exposed to multicultural content every day through a wide range of sources 
(e.g., a partner, a close friend, a job involving working with underrepresented groups, internet, 
television, travel, etc.). Finally, participants in previous studies tended to be college graduates with 
varying educational backgrounds.  The preparation of mathematics teachers begins much earlier 
than after college.  If mathematics teachers are expected to provide “all” students with access to 
rigorous, high-quality mathematics instruction” (NCTM, 2000), then it is important for teacher 
educators to gain an understanding of undergraduate mathematics majors’ views towards issues of 
diversity.   
 
Methods & Data Sources 
 
My study was conducted on a mathematics pedagogy course, which focused on multicultural 
education.  The participants in the study were volunteers from the course.  All 19 students agreed to 
be participants in the study.  Of these, fifteen were female and four were male.  Of the females, 
three identified themselves as “Hispanic/Latino,” ten identify themselves as “White/Caucasian,” 
and two identified themselves as “Asian/Pacific Islander.” One male identified himself as 
“Hispanic/Latino,” and the other identified himself as “Asian/Pacific Islander.”  Two of the males 
identified themselves as “White/Caucasian.”  
 
All participants were math majors, and had an expressed interest in entering a credentialing program 
after graduation.  Students taking the course were concurrently placed in local secondary schools 
observing and working with students.  Each week participants were required to read a single chapter 
from Making Choices for Multicultural Education: Five approaches to race, class, and gender 
(Sleeter & Grant, 2003), and then contribute to weekly class discussions on each chapter.  This 
particular book was chosen because Sleeter & Grant are two of the leaders within the field of ME, 
and this particular text (in its 5th edition) was found to be widely used throughout the literature on 
introductory classes on ME. 
  
The instructor for the course was a distinguished mathematics professor, and a strong proponent and 
leader in the fight for equity in mathematics.  He has received numerous awards for his work in 
mathematics, and his dedication to equity within mathematics education.  The instructor played no 
role in the collection or analysis of the data collected during the study.  As the researcher, the only 
contact I had with the participants was while observing each class.  I did not participate in any of 
the discussions or activities that took place.   
 
The data collected during my study were both quantitative and qualitative. In order to capture any 
change that occurred in the participants’ attitudes and beliefs concerning multicultural education 
after taking the course, I utilized the following surveys:  The Professional Beliefs about Diversity 
Scale, the Personal Beliefs about Diversity Scale (Aguilar & Pohan, 2001), and the UCLinks Scale 
(Brenner & Duran, 2006).   A recent review of the available surveys and their validity and reliability 
can be found in (Brown, 2004).  Participants were asked to fill out all three surveys during the first 
and last class of the 10-week quarter.   
 
Participants were also asked to complete a demographic survey at the beginning and at the end of 
the course, which contained several open-ended questions.  A few additional open-ended questions 
were also added to the post-demographic survey that focused on the topics that led to lively 
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discussions throughout the quarter.  Furthermore, throughout the quarter there were instances when 
I was able to collect other qualitative data.  During the fourth class the instructor gave the students a 
15 minute reflective writing assignment, which I collected from each participant.  I also interviewed 
the instructor on two separate occasions during the quarter, and took detailed notes during every 
class. 
 
Statistical analysis were performed to compare groups based on “social class,” stated social class, 
“previous exposure to multicultural content,” number of ME courses previously taken, and 
ethnicity.  To determine participants’ “social class” score I used parental educational levels, family 
income, and self-stated social class.  To determine participants’ score for “previous exposure to 
multicultural content,” I used the number of ME related courses previously taken, primary language 
spoken at home, ethnicity, home country, ethnic/racial makeup of the environment where 
participant grew up, ethnic/racial makeup of any previous classroom placements, and any 
experience participant has had with people from ethnic/racial, linguistic, or income backgrounds 
that were different from their own.  Once participants’ “social class” score and “previous exposure 
to multicultural content” score were calculated, two dichotomous variables were formed, creating 4 
groups:  Participants from lower than average social class backgrounds, participants from higher 
than average social class backgrounds, participants with less than average previous exposure to 
multicultural content, and participants with higher than average previous exposure to multicultural 
content.   
 
Results  
 
Results indicate that participants’ attitudes and beliefs towards issues of diversity within a 
professional context increased significantly, but views towards issues of diversity within a personal 
context did not change.  Thus, it seemed that participants learned “how to act while at work 
(school),” but did not change their personal views significantly.  All but three participants increased 
their Professional Beliefs about Diversity scores, while only 7 students increased their Personal 
Beliefs about Diversity score.  The survey data also indicate that participants’ comfort and 
familiarity with multicultural content increased significantly.  Participants with higher than average 
previous exposure to multicultural content showed significantly higher levels of comfort and 
familiarity with multicultural content.  Average survey scores for participants from lower social 
class backgrounds were higher on all three surveys than average scores of participants from higher 
social class backgrounds, although the difference was not statistically significant.  No statistically 
significant difference was found in survey scores based on ethnicity, or number of courses taken.  
Participants’ stated social class was positively correlated with significantly higher scores on the 
UCLinks Scale, indicating a greater increase in level of comfort and familiarity with multicultural 
content.  Since my sample size was so small, all statistical results must be considered cautiously.   
 
The qualitative data of the study seemed to indicate that the instructor’s personal stories concerning 
his lower social class background, and his experience with gender issues in mathematics, made a 
significant impact on the participants’ attitudes and beliefs.  Two Chicana participants’ 
contributions to the class discussions also seemed to have a strong influence on the attitudes and 
beliefs of the other participants.  On the open-ended question “In your opinion, how do social 
factors (such as race, ethnicity, social class, gender, and language) influence learning?,” all but three 
participants changed their answers to be more aligned with the views presented in (Sleeter & Grant, 
2003).  Half of the participants changed their definition of “good teaching” to include some aspect 
of equity.  
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Educational or Scientific Importance of the Study 
 
The results confirm Sleeter’s (2001) finding that “students’ attitudes are generally more positive 
than before [the course]” (p.98).  This study is unique in that it considered social class (both self-
stated and the aggregate score created) as a factor for attitudinal change.  Furthermore, the role of 
teacher-researcher was eliminated from this study, and the participants of this study were 
undergraduate mathematics majors, fulfilling two limitations to previous research.  Social class did 
seem to influence attitudinal changes since participants from a lower social class background (on 
average) had larger increases on every survey.  This is strong evidence that this result may have 
been significant had there been more participants in my sample.  The fact that participants with 
“previous exposure to multicultural content” showed higher levels of comfort and familiarity with 
multicultural content also supports the findings of other researchers.  My results also indicate that 
“personal” and “professional” beliefs concerning ME need to be considered more carefully in the 
future. 
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INTEGRATING OUR NOTIONS OF PURPOSE: 
MOTIVATIONAL TENDENCIES OF SENMON GAKKO AND  
UNIVERSITY STUDENTS OF ENGLISH IN JAPAN 
 
John Perkins 
 

The study of motivational tendencies in second language learners is complex 
because of the varied and dynamic nature of motivation. This paper attempts to add to 
the research by conducting a survey of a population of Japanese learners of English in 
Japan at both the senmon gakko and university level. The survey measured integrative 
and instrumental factors involved in students’ motivational attitudes. It was thought that 
the senmon gakko students surveyed would show a higher incidence of instrumental 
motivational tendencies in comparison with the university students. The data showed 
that there was little difference between the two groups and, if anything, the university 
students showed a slightly higher incidence of instrumental motivation. The data also 
showed positively weighted factors of interests to students. The paper begins with a brief 
review of relevant previous studies then moves on to the methodology of the research, 
the results and finally to classroom implications of the study and concluding remarks. 

   
INTRODUCTION 

“People often say that motivation doesn’t last. Well, neither does bathing that’s 
why we recommend doing it daily.”  Zig Ziglar 
(<http://en.thinkexist.com/quotes/zig_ziglar/>). 

 
Why do people do the things they do? There is no more basic or compelling 

question in the study of human nature than this one. Our reasons for thinking and doing, 
or not doing something often seem rather mysterious to others and are often just as 
mystifying to ourselves. This is why the study of motivation has such a long and 
inconclusive history. It is an area of human behavior that often creates more questions 
than it answers. That is also what makes it so interesting.   

A brief definition of motivation: “The psychological feature that arouses an 
organism to action toward a desired goal; the reason for the action; that which gives 
purpose and direction to behavior.” ("motivation." WordNet 1.7.1. Princeton University, 
2001). 

It is when we begin to narrow our focus of what motivation is and isn’t through the 
study of very discrete behaviors that we begin to see some recognizable characteristics 
emerge.   

This paper attempts to explore one of these discrete areas of behavior, the 
acquisition of a second or foreign language and the motivational characteristics of the 
learners of that language.  More specifically, this study looks at Japanese learners of 
English in Japan at the university and senmon gakko level.   

 
PREVIOUS STUDIES  

Motivation has been identified as “the learner’s orientation with regard to the goal 
of learning a second language” (Crookes and Schmidt, 1991, cited in Norris-Holt, 2001). 
The idea is that students are successful at learning a target language when they like the 
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target culture, like the people who speak the language; and have a desire to integrate, to 
some extent, into the society where the target language is used (Falk, 1978, cited in 
Norris-Holt). 

 In an EFL context, such as the one in the current study, “integrative” can be 
difficult to understand conceptually and in a real-world sense from the perspective of the 
L2 language learner.  It may simply be the desire of the EFL learner to become bilingual 
and also bicultural. In Japan, opportunities to use the target language are quite restricted 
and opportunities to become a part of a target language community are limited (Benson, 
1991, cited in Norris-Holt). 

 Gardner and Lambert (1959, cited in Hashimoto, 2002) have influenced L2 
motivation studies and were responsible for looking at the differences between two types 
of motivation, integrative and instrumental.   

 Integrative motivation is characterized as having positive attributes toward the 
target language group and a desire to integrate into the target language community. 
Instrumental motivation, on the other hand, has far more practical orientations such as 
getting a job, getting a better job, gaining social recognition or graduating from an 
educational institution (Gardner and Lambert, cited in Hashimoto). 

 Clearly our everyday lives consist of both types of motivation (and possibly other 
types also) and both are necessary to some degree or another for the successful attainment 
of goals and desires. Integrative motivation has been found to promote the sustainability 
and success of learning a second language (Taylor, Maynard and Rheault, 1977; Ellis, 
1997; Crookes et al, 1991 cited in Norris-Holt). 

 While integrative motivation has often been linked to success in second language 
acquisition, instrumental motivation has only found support in some research. One of 
these areas where instrumental motivation can help the second language learner is in the 
context where the learner has little opportunity to access the target language or culture 
(Norris-Holt). This is the situation in Japan. In a study by Berwick and Ross (1989) 
Japanese university students, “were found to possess instrumental motivation with the 
underlying reason for studying English being the entrance exam requirements for 
university. Typically, upon entrance to the desired establishment, the student’s interest to 
continue study declined” (Berwick and Ross, cited in Norris-Holt). 

 The distribution of motivational factors into instrumental and integrative, 
originally proposed by Gardner and Lambert, has had a strong influence on studies in L2 
motivation.  “Although it is clear that Gardner’s theory has made a large contribution to 
this area, many studies calling for a reconceptualization of motivation have emerged” 
(Baker and Macintyre, 2000, as cited in Hashimoto). In Gardner’s original model, 
instrumental motivation is not discussed a great deal, whereas integrative motivation is a 
key concept (Macintyre, MacMaster and Baker, 2001, as cited in Hashimoto).  Gardner 
(2001) “acknowledges that there are factors other than integrative motivation that affect 
motivation, such as instrumental motivation and attitudes toward a teacher and a course. 
Although the focus of the model is on integrative motivation, Gardner also maintains that 
there might be other factors that have direct effects on language achievement such as 
language learning strategies, language anxiety, and self-confidence with the language” 
(Hashimoto). 

 More recent studies have added to the research concerning Gardner’s model. 
Macintyre et al. (2001) “provided empirical evidence that Gardner’s model deals with 
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attitudinal motivation which might be separate from action motivation” (Hashimoto). 
Macintyre found that by doing a factor analysis on Gardner’s socio-educational model’s 
Attitude Motivation Test Battery (AMTB), “the variables loaded heavily on a factor 
called attitudinal motivation, rather than on two other factors called action motivation and 
self-confidence” (Macintyre et al., cited in Hashimoto).   

 As research continues into motivational constructs new models will certainly crop 
up.  Schumann (1986) states that, “… although instrumental and integrative motivations 
are useful ways to think about success in second language learning, motivations are 
complex constructs that interact with social and other variables” (Hashimoto). Clement 
and Kruidenier (1983) have proposed four orientations which include instrumental 
orientation and add three others, “the acquisition of knowledge, travel and friendship in 
their study based on factor analysis suggesting 
that these four orientations should be considered as independent orientations in future 
research in place of the integrative/instrumental distinction” (Hashimoto). 

 While I am using a form of the integrative/instrumental model in this current 
study I do acknowledge that there must be many other orientations involved in 
motivational characteristics.  Possibly this study can contribute to the building of other 
orientations. 
  
METHOD 
 
Participants 

The participants in this study were 75 learners, 55 university students and 20 
senmon gakko students, all of whom are currently taking one or more English language 
classes at their selected educational institutions. 

The 55 university students who participated in the study are all current students at 
Tokai University’s Shonan campus in Hiratsuka, Kanagawa, Japan. Tokai is one of the 
largest private universities in Japan with enrollments totaling some 30,000 students. 
Tokai offers a variety of academic majors and minors to its students at a number of 
different campuses in Japan. 

The 20 senmon gakko students who participated in the study are all current students 
at Tokyo Gaigo Senmon Gakko which is located in Shinjuku-ku, Tokyo, Japan. The 
senmon gakko in the Japanese educational system is somewhat equivalent to the 
vocational college system in North America. It is a two-year college with an emphasis on 
preparing students to enter specific career fields. They offer vocational tracks such as an 
airline business course, a Japanese-Korean interpreter training course, a Japanese 
language instructor training course and a number of other vocational tracks.   

The university students who participated in this study were between the ages of 18-
22 and from a variety of academic majors. These students came from three classes I 
taught in the fall semester, 2005. The first group of students was from a first year English 
Communication: Speaking class. Twenty-three of those students participated in the 
survey. They are mainly from majors within the liberal arts and are streamed by English 
language proficiency into their English classes. This is accomplished through a placement 
examination. They were classed as mid-level Intermediate students. The second group of 
Tokai students was from an English Communication: Discussion and Presentation class. 
There were third year students of mixed English proficiency levels who were all Political 
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Science majors. There were 19 students from this group who participated in the study. 
The third group of university students were in an elementary TOEIC® elective class. 
These students again were of mixed English proficiency levels and had a variety of 
academic majors. There were 13 students from this group who participated in the study. 

The senmon gakko students from Tokyo Gaigo Senmon Gakko were of mixed year, 
either first or second year, mixed major and mixed proficiency levels.   They ranged from 
18-25 years of age. Their mean score on the TOEIC, which they had all taken at least 
once, as it is an institutional requirement, was 525. 

All students, both university and senmon gakko, were Japanese and came from a 
number of different hometowns in Japan. 
 
 
 
Survey 

The survey used in this study was based on one by Hasegawa (2003) which in turn 
was based on one by Nuibe, Karino and Ito (1995), which has 40 statements about 
learning reasons (see appendix 1). Nuibe et al.’s questionnaire was based on previous 
studies (Aschoff, 1992; Gardner and Lambert 1959 cited in Nuibe et al, 1995). 

 The survey Hasegawa employed was for learners of Japanese at five high schools 
in the midwestern United States. That study hoped to measure a correlation between 
responses to the questionnaire and the respondents’ inclination to continue their study of 
Japanese the following year. I found the survey to be comprehensive and I adapted it to 
the current study because of the similar foreign language context of participants in 
Hasegawa’s study and this current one. 

 In Hasegawa’s research, the participants were American high school students 
studying Japanese in America. In this study the participants were Japanese college and 
university students studying English in Japan.   

 In adapting the survey, I replaced the contextual markers in statements regarding 
Japanese language and culture with English language and cultural markers. For example, 
Hasegawa’s questionnaire includes statements such as, “I enjoy Japanese language study” 
and “I am interested in Japanese literature”. I adapted those statements respectively to, “I 
enjoy English language study” and “I am interested in English literature”. In this way I 
had an appropriate tool in which to measure the motivational tendencies and interest 
areas of my research population. The statements were developed to correspond to a 
Likert-like response scale. “A Likert scale (pronounced 'lick-ert') is a type of 
psychometric scale often used in questionnaires. It asks respondents to specify their level 
of agreement to each of a list of statements. It was named after Rensis Likert  who 
invented the scale in 1932” (Wikipedia). I employed a 4..1 scale where 4 signifies strong 
agreement and 1 signifies strong disagreement with each statement. I wanted positive 
responses to be more heavily weighted than negative responses. 

 The statements themselves attempt to elicit a mix of motivational attributes. For 
example, “I want…” statements are generally meant to ascertain intrinsic or integrative 
motivational tendencies whereas statements with, “I will need to…”, “I was influenced 
by…”, or “It will be useful…” are generally meant to elicit extrinsic or instrumental 
motivational tendencies. Many other statements are aimed at identifying areas of interest 
for students without necessarily showing an integrative or instrumental tendency. 
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However, these statements may provide insight into areas of content interest for learners 
of English.   

 All statements and instructions in the questionnaire were translated into Japanese 
from the English and both the English and the Japanese translation appear on the 
questionnaire. 

 
Data analysis 

 As stated earlier, responses to the questionnaire were coded onto a Likert-like 
scale. I say Likert-like because a true Likert scale is generally a 5 or 10 point scale. I 
decided that I wanted more of a forced choice instrument considering a tendency I’ve 
noticed of Japanese students to choose a 3 on a five point scale if it is available. A ‘3’ 
provides little information to the researcher.  On the response scale I’ve employed,  4= 
Strongly agree, 3= Agree, 2= Disagree and 1= Strongly disagree. In this way positive 
responses get a heavier weighting than negative responses. This helps in an analysis of 
motivation. All data was input into the Statistical Package for the Social Sciences (SPSS 
11.0 for Windows) for analysis. 

 
RESULTS 
 
Instrumental factors 

One of the first items I wanted to analyze was my initial hypothesis. As stated at 
the beginning of this paper I had claimed that senmon gakko students would have a 
greater tendency toward instrumental motivational factors because of the nature of 
senmon gakkos as learning institutions for the development of direct workplace skills 
which can be immediately utilized after two years of study. The instrumental motivation 
is getting a job and earning money as soon as possible.   

To determine the degree of instrumental motivation in the selected research 
populations I identified 8 statements in the questionaire which seemed most clearly to 
elicit instrumental  tendencies. These statements are numbers 6,8,9,28,30,34,36 and 40. I 
then looked at the group means for these statements and then at the total mean and 
standard deviation for those eight statements. The results are shown below in figure 1.  1st 
year, 3rd year and Elective all refer to the Tokai University students. T.F.L.C. refers to the 
senmon gakko students.  Q6, Q8, Q9 and so on are the numbered statements in the 
questionnaire. Again, 4 = strong agreement and 1 = strong disagreement with the 
statement. The full questionnaire can be found in appendix 1.   
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Case Summaries

1.8700 1.6300 2.0000 2.2500 1.9375 .25863
2.8700 2.4700 2.0800 2.0000 2.3550 .40004
2.9600 2.7900 1.7700 1.6500 2.2925 .67796
3.2600 3.2600 3.3100 3.0500 3.2200 .11576
2.9100 2.0000 1.9200 1.7500 2.1450 .52054
3.4300 3.7400 3.6900 3.7000 3.6400 .14166
2.4800 2.1100 2.6900 2.5500 2.4575 .24757
3.2200 3.2600 3.5400 3.7000 3.4300 .22949

Q6
Q8
Q9
Q28
Q30
Q34
Q36
Q40

Mean Mean Mean Mean Mean Std. Dev.
1st year 3rd year Elective TFLC Total

CASE

 
Figure 1 

 
As can be seen, the senmon gakko students show a group mean higher than the 

total mean in four of the statements. The elective class students show a higher mean than 
the total mean on five statements. The third year students show a higher mean on four of 
the statements and the first year students are above the total mean on 5 of the 8 
statements. In total, 5 of the 8 statements show a total mean below 2.5. The three 
statements which have a total mean above 3.0 are the following statements: 
28. “I feel it is shameful not to learn English in this era.” 
34. “It will be advantageous to learn English.” 
40. “English will be useful for my future career.” 

Running contrary to my hypothesis, the senmon gakko students had a higher mean 
score than the other three groups on only one item, “English will be useful for my future 
career.”  The combined means for each group are shown below. 

 
 

1st year: 2.88 
3rd year: 2.66 
Elective: 2.63 
TFLC:  2.58 
Total:  2.69 Standard Deviation: .324 
 

It’s interesting to note that the group of senmon gakko students actually had a 
combined mean below the other three groups. First year students seem to be slightly more 
instrumently motivated than the other groups as they are the only group above the total 
mean. However, the total mean shows no real inclination toward being instrumentally 
motivated. It is clear however, that all the learners view English ability as an important 
future consideration in general. How deeply that is felt on a personal level is up to debate. 

There was one other statement which I didn’t include as an instrumental factor but 
which some might like to include. Statement 7 states, “I want to get good grades on 
tests”. This could be intrinsic/integrative or extrinsic/instrumental.  It really depends on 
the individual. However, it was fairly heavily loaded to the positive side with a total 
mean of 3.36. The elective students had a mean of 3.61, the highest of the 4 groups, with 
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the first year students in at 3.43, the third year students at 3.05 and the senmon gakko 
students at 3.35. 
 
Integrative factors 

Integrative or intrinsic statements from the questionnaire were identified as 
numbers 12, 13, 14, 15, 16, 19, 21, 23, 24, 25, 26, 37, 38 and 39. First year students show 
an average mean across the statements of 2.86. The third year students show an average 
mean of 2.63 while the elective class shows a mean across all statements of 3.23. The 
senmon gakko students show an average mean of 3.15.  The total mean across all 
statements is 2.97. The standard deviation is .292. The results are shown below in figure 
2. 

Case Summaries

2.9600 2.6800 3.3100 3.0500 3.0000 .25987
2.6100 2.2600 2.9200 2.8000 2.6475 .28814
3.0000 2.7900 3.5400 3.4500 3.1950 .35875
3.3000 3.3200 3.7700 3.6000 3.4975 .22750
3.4300 3.1600 3.5400 3.3500 3.3700 .16021
3.0000 2.4700 2.9200 2.8500 2.8100 .23480
2.1300 2.0500 2.1500 2.2000 2.1325 .06238

2.70 2.32 3.00 3.00 2.76 .323
2.5700 2.2100 3.0000 3.2000 2.7450 .44306
2.3000 2.1600 2.9200 3.0500 2.6075 .44282
2.7400 2.6800 3.1500 3.3000 2.9675 .30456
3.2200 2.8400 3.6200 3.4500 3.2825 .33748

Q12
Q13
Q14
Q15
Q16
Q19
Q21
Q23
Q24
Q25
Q26
Q38

Mean Mean Mean Mean Mean
Std.
Dev

1st 3rd Elective TFLC Total
CASE

 
Figure 2 

 
It is interesting that the senmon gakko students have a much higher group mean on 

the identified integrative statements than they did on the instrumentally identified items. 
What is also interesting here is that the first year and third year students show little 
difference between the two sets of statements while the elective class and TFLC students 
show a much higher mean on the integrated statements. 

An additional statement I wanted to look at was one which was embedded with the 
other statements but which has a slightly different function. The statement number 29, “I 
am not very confident in the English language”, will elicit a lower score the more 
confident the student is with English while a higher score signifies less confidence. This 
statement reveals marked differences between the senmon gakko students and the three 
groups of Tokai students. With a total mean of 3.35 for the statement, only the elective 
class students are slightly below this figure.  However, the overall mean is lower because 
the TFLC mean is below 3. What accounts for this significant difference needs to be 
explored in in future research. In the next section of this paper I will discuss possible 
reasons for this difference and implications for curricula and classroom.   

One last area of research data I would like to discuss are those statements where the 
highest means were reported. Eliminating the confidence statement which is scored 
differently, there were 12 statements which elicited means above 3.25 and 4 statements 
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with means above 3.50. The total mean for all 40 questions on the questionnaire was 
2.92. The standard deviation was .2995. The four statements with the highest means 
were: 

 
Statement 4 – “I like my English language teachers.”* 

*I’m tempted to throw this one out because the students may have felt 
instumentally motivated to agree with this. ☺ 

Statement 15 “I want to understand English language films, T.V. and radio.” 
Statement 27 “English is an important international language.” 
Statement 34 “It will be advantageous to learn English.” 
 
The eight statements over with a mean over 3.25 were: 

 Statement 2 “I like the English language.” 
 Statement 7 “I want to get good grades on tests.” 
 Statement 16 “I want to listen to English songs.” 
 Statement 32 “I want to travel to English speaking countries.” 
 Statement 35 “I want to enhance my culture.” 
 Statement 38 “I want to be friendly with English speaking people.” 
 Statement 39 “I want to learn a language other than my own.” 
 Statement 40 “It will be useful for my future career.” 
 

What seems interesting about the above list is that, if you were to categorize the 
items, many of them would fall into a category which might be loosely labeled “cultural 
understanding” or “cultural awareness”. However, if we go back to the questionnaire, 
item 18, “I am interested in intercultural differences” and item 19, “I want to have a 
deeper understanding of another culture” were scored right about at the total mean. In any 
case, the statements in the above list were heavily loaded to the positive side and may 
indicate that we, as teachers, need to look how we might be able to incorporate these 
factors into our classroom lessons. 
 
CLASSROOM IMPLICATIONS 
 

From the results, previous studies and from my own observations of Japanese 
learners of English in Japan, it seems clear that students want to be more involved with 
English language cultural symbols and objects, be more involved with English speakers 
and want to enhance their own career prospects and their own culture.   

As we learned from the previous research, students are more successful in 
acquiring a second language when they, “like the target culture, like the people who 
speak the target language and have a desire to integrate into the target society” (Falk). 
From the results of the current study again we have the following statements with the 
highest means: 

 
Statement 4  “I like my English language teachers.” 
Statement 15  “I want to understand English language films, T.V. and radio.” 
Statement 27  “English is an important international language.” 
Statement 34  “It will be advantageous to learn English.” 
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Statement 2  “I like the English language.” 
 Statement 7 “I want to get good grades on tests.” 
 Statement 16  “I want to listen to English songs.” 
 Statement 32  “I want to travel to English speaking countries.” 
 Statement 35  “I want to enhance my culture.” 
 Statement 38  “I want to be friendly with English speaking people.” 
 Statement 39  “I want to learn a language other than my own.” 
 Statement 40 “It will be useful for my future career.” 
 

The problem we have in Japan with Japanese learners of English is creating 
sufficient opportunities for fulfillment of these “likes” and “wants” given the EFL 
context. As teachers we somehow need to re-create, as much as possible, an English 
community. Creating an English community in the classroom is rather difficult in that 
there is only one native of that English-speaking community, the teacher. However, given 
that rather large constraint we do, at least,  have our own first-hand experience with the 
language and the culture. If we can effectively promote real-life communication by 
bringing in the objects and symbols of our personal cultures; photos, post-cards, music 
and other things which connect us to our English-speaking culture, it’s possible that our 
students will begin to feel more a part of an English community in the classroom.    

It’s also possible to make the students more a part of the English community in the 
classroom by asking them to choose an English-speaking country, make up a detailed 
persona of someone living in that country (examples of how to do that given by the 
instructor), do some background research on the city they are from, and they become that 
person for a couple of weeks or longer. In this way every member of the class is 
transformed, on a surface level anyway, into someone from an English-speaking country 
for a short time. They write letters to each other, call each other on the phone, have face-
to-face conversations, introduce each other to their favorite types of music and movies, 
cut out photos from magazines of people who then become their family members, etc. As 
they interact with one another they will necessarily need to ‘make-up’ additional 
information on the spot. The instructor can model how to do this through having fairly 
narrow communicative tasks that the students need to accomplish in each lesson. If the 
students branch out from this, fine.  The students also keep a communicative notebook or 
journal to reflect on and add to their persona. The instructor again will need to give 
examples of how to do this. This type of activity should be done after students have 
gotten to know each other fairly well as themselves.   

There are, of course, many ideas and activities whereby the English classroom 
community can be enhanced.   

Another factor that is very important and came out of the current research is the 
difference in “confidence in the language” statement. Here the lower score equates with a 
higher confidence level in English. The results for the research population were as 
follows: 
Statement 29   “ I am not very confident in the English language.” 
1st year students 3.61 
3rd year students   3.53 
elective students   3.31 
T.F.L.C. students  2.95 
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These figures representing confidence with the language can be attributed to many 

factors. Even though all groups except for the first year students were of mixed English 
proficiency levels the particular psychological and social make-up of any group of 
students will vary. It may be revealing, however, that the senmon gakko students had a 
mean quite a bit lower, meaning a higher confidence level with the language, than did the 
university students.   

As I stated earlier, there could be many reasons for this difference. And it would 
make for an interesting research project to delve into what these reasons might be. For 
now, I believe that the senmon gakko students have a much clearer idea of their direction 
and goals than do the university students. I think the clearer objectives of what a senmon 
gakko is for helps in this regard. 

The educational system promotes knowledge-based learning to a large extent and 
the university entrance exams are an example of that. It would be much to ask if students 
did not expect the same thing once they got into the university. Skill-based learning, in 
the past, has been in short supply. However, things are changing in the Japanese 
educational system and the way English is taught in the secondary schools is leaning 
toward a more skill-based approach.   

As teachers of English in Japan there is probably no more important task than to 
build confidence with the language in our students. By creating a helpful community in 
the classroom and by promoting self-perceptions of competence with clearly identifable 
skill-based tasks, we may be able to offer students what they want: a community of  
cultural explorers. 
 
LIMITATIONS OF THE STUDY 

 
         The findings of the present study should be considered within the limitations that 
suggest directions for further research. First, this study is an initial study where the 
variables were not controlled. Affective variables are difficult to define or explain clearly 
and many studies into motivational tendencies are limited by this constraint. Studies 
which control external variables are necessary to understand motivational systems 
clearly. Secondly, the self-reporting or self-perception type of questionnaire or 
assessment tool which was used in this study may not be reliable. More detailed and 
observable measurement systems should be developed and used for future studies. 
Finally, the number of study participants, length of the study, and variety of classroom 
settings should all be increased so that a more generalized picture of motivational 
characteristics can be understood. The author would like to address these points in future 
studies concerning this important area of research.   
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APPENDIX 1 
 
English Survey  
1. I enjoy English language study ����������� 
2. I like the English language �������� 
3. I enjoy English classes ����������� 
4. I like my English language teacher (s) ����������� 
5. English is an easy language to begin learning��������������  
6. I was influenced by my friend (s) to learn English 
���������������������� 
7. I want to get good grades on tests�������������� 
8. I needed it to be permitted to enter higher education �������������� 
9. I will need it as a requisite for graduation ���������������� 
10. I studied English at middle and high school ������������������ 
11. It happens to be one of the subjects offered at school���������� 
12. I want to read English articles and I don’t know how 
������������������������ 
13. I want to write English papers and articles 
������������������ 
14. I want to read magazines, newspapers and novels in English 
�������������������� 
15. I want to understand English language films, TV and radio 
�������������������������  
16. I want to listen to English songs������������� 
17. I am interested in English literature������������� 
18. I am interested in intercultural differences��������������� 
19. I want to have deeper understanding of another culture 
��������������� 
20. I am interested in linguistic differences between English and Japanese 
����������������������� 
21. I want to have deeper understanding of Japanese 
���������������� 
22. I am interested in English language study itself 
����������������� 
23. I want to study in an English speaking country in the future 
�����������������  
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24. I want to live in an English speaking country in the future 
 ����������������� 
25. I want to get a job in an English speaking company 
 ����������������� 
26. I want to challenge English language study����������������� 
27. English is an important international language�������������� 
28. I feel it is shameful not to learn English in this era 
���������������������������� 
29. I am not very confident in the English language�������������� 
30. My parents urge me to learn English������������������� 
31. I want to be superior in my grades in English���������������� 
32. I want to travel to an English speaking country��������������  
33. I want to write a letter/E-mail to my English-speaking friend (s) 
������������������������ 
34. It will be advantageous to learn English  
��������������������� 
35. I want to enhance my culture����������� 
36. I want to be considered a cultured person ����������������� 
37. I want to communicate with an English-speaking friend (s) 
 �������������������������� 
38. I want to be friendly with English speaking people 
 �������������������� 
39. I want to learn a language other than my own 
���������������������� 
40. English will be useful for my future career  
������������������ 
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APENDIX 2 
 
Answer sheet 

 
Answer sheet – Survey ���� 

Please circle the answer that best describes your feeling about each statement. 
����� ����� ���������������������������� ○��������� 

Question Strongly agree Agree  Disagree Strongly disagree  
  ��  ���������       �����       ��������     ��������� 

4      3         2               1 
 
 1.   4      3         2               1 
 2.   4      3         2               1 
 3.   4      3         2               1 
 4.   4      3         2               1 
 5   4      3         2               1 
 6.   4      3         2               1 
 7.   4      3         2               1 
 8.   4      3         2               1 
 9.   4      3         2               1 
10.   4      3         2               1 
 
11.   4      3         2               1 
12.   4      3         2               1 
13.   4      3         2               1 
14.   4      3         2               1 
15.   4      3         2               1 
16.   4      3         2               1 
17.   4      3         2               1 
18.   4      3         2               1 
19.   4      3         2               1 
20.   4      3         2               1 
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Question Strongly agree Agree  Disagree Strongly disagree  
  ��  ���������       �����       ��������     ��������� 

4      3         2               1 
 
21.   4      3         2               1 
22.   4      3         2               1 
23.   4      3         2               1 
24.   4      3         2               1 
25.   4      3         2               1 
 
26.   4      3         2               1 
27.   4      3         2               1 
28.   4      3         2               1 
29.   4      3         2               1 
30.   4      3         2               1 
 
31.   4      3         2               1 
32.   4      3         2               1 
33.   4      3         2               1 
34.   4      3         2               1 
35.   4      3         2               1 
 
36.   4      3         2               1 
37.   4      3         2               1 
38.   4      3         2               1 
39.   4      3         2               1 
40.   4      3         2               1   
            Thank you for your time! 
             ���������������  
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APPENDIX 3 

Descriptive Statistics

4 2.7 3.4 3.068 .3300
4 3.00 3.55 3.2525 .29387
4 3.05 3.25 3.1550 .09983
4 3.20 3.68 3.5050 .21378
4 2.30 2.95 2.6425 .26725
4 1.63 2.25 1.9375 .25863
4 3.05 3.61 3.3600 .23352
4 2.00 2.87 2.3550 .40004
4 1.65 2.96 2.2925 .67796
4 2.15 2.47 2.3200 .15449
4 1.600 3.100 2.37250 .725322
4 2.68 3.31 3.0000 .25987
4 2.26 2.92 2.6475 .28814
4 2.79 3.54 3.1950 .35875
4 3.30 3.77 3.4975 .22750
4 3.16 3.54 3.3700 .16021
4 2.16 2.92 2.5900 .34157
4 2.79 2.95 2.8725 .07500
4 2.47 3.00 2.8100 .23480
4 2.11 2.75 2.3850 .26839
4 2.05 2.20 2.1325 .06238
4 2.21 3.25 2.7725 .50744
4 2 3 2.76 .323
4 2.21 3.20 2.7450 .44306
4 2.16 3.05 2.6075 .44282
4 2.68 3.30 2.9675 .30456
4 3.21 3.75 3.5100 .25456
4 3.05 3.31 3.2200 .11576
4 2.95 3.61 3.3500 .29530
4 1.75 2.91 2.1450 .52054
4 2.6 3.3 2.973 .3019
4 3.2 3.7 3.367 .2175
4 2.16 3.23 2.7875 .45036
4 3.43 3.74 3.6400 .14166
4 2.95 3.77 3.3850 .38897
4 2.11 2.69 2.4575 .24757
4 2.79 3.69 3.1725 .39382
4 2.84 3.62 3.2825 .33748
4 3.11 3.62 3.3525 .27011
4 3.22 3.70 3.4300 .22949
4

Q1
Q2
Q3
Q4
Q5
Q6
Q7
Q8
Q9
Q10
Q11
Q12
Q13
Q14
Q15
Q16
Q17
Q18
Q19
Q20
Q21
Q22
Q23
Q24
Q25
Q26
Q27
Q28
Q29
Q30
Q31
Q32
Q33
Q34
Q35
Q36
Q37
Q38
Q39
Q40
Valid N (listwise)

N Minimum Maximum Mean
Std.

Deviation
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6. Paper 
 
     Rural Inclusive Special Educators (RISE) Program.  The Rural Inclusive Special 
Educators (RISE) program was developed to provide a teacher education program 
which prepares rural special education teachers with strategies to teach culturally and 
linguistically diverse students with disabilities.  A rationale for these culturally responsive 
strategies along with examples of teacher-made materials will be described in this 
paper. 
 
 Need for Culturally Relevant Instruction.   There continues to be a need for 
improving instruction for Culturally Linguistically Diverse Exceptional (CLDE) students. 
Baca and Cervantes (2004) note the challenge of matching instructional approaches 
with the process of second-language learning to facilitate instruction for English 
Language Learner (ELL) students with disabilities. Baca and Cervantes (2004) reviewed 
the research and found one of the key factors that determines the degree to which the 
needs of CLDE children are met is the preparation or lack of preparation of teachers to 
be responsive to the unique needs of these students and to be more sensitive to their 
cultural heritage. Besides student learning, the area of curriculum and instruction 
materials is directly affected by culture. Thus, the contents of instructional materials as 
well as the instructional strategies must be presented in culturally appropriate ways 
(Bruns & Fowler, 1999; Patterson, 1996). In the past, instructional materials have not 
drawn from the cultural and linguistic experiences relevant to multicultural exceptional 
children; instead the categories of exceptionality have been regarded as the basic 
variable for curriculum differentiation (Gollnick & Chinn, 2006). 
 
 Strategies to Integrate Culture and Language from Rural Teachers of CLDE 
Students.  In asking current teachers who work with CLDE students what makes their 
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classrooms “culturally dynamic”, the responses provide many useful ideas for other 
teachers of CLDE students.  “It’s the students that spend time here that make my 
classroom culturally dynamic” states C. Robbins (Personal Communication, Jan. 30, 
2001).  She teaches Navajo and Hopi students in Tuba City, Arizona on the Navajo 
reservation.   Robbins cites the following activities which she finds most effective in 
teaching CLDE students:   
 1.  Arrange the room and curricula to accommodate the academic needs, 
personalities, and learning styles of the students,  
 2.  Provide a print- and picture-rich classroom including a variety of colorful and 
descriptive maps, Navajo and English alphabet trains, the Four Sacred Mountains of the 
Navajo, Hopi and Navajo Clan charts, cooperative learning standards (both pictures and 
words), and Native American artwork,   
 3.  Discuss Native American clans and determine clan relationships within this 
classroom,  
 4.  Use Navajo conversational language to the greatest extent possible and 
encourage students to speak their native languages, 
  5.  Observe cultural do’s and don’t’s to the maximum extent possible (don’t bring 
snakes into a classroom with Navajo children, practice appropriate cultural behavior 
during a solar eclipse, etc.),  
 6.  Create a thematic unit on traditional Navajo dwellings (themes:  Adaptation, 
Community, Culture, Diversity), and  
 7. Include modifications to promote success such as sometimes having a student 
complete an assessment orally rather than through writing to honor the oral traditions of 
the culture. 

J. Honanie (Personal Communication, Jan. 25, 2001), who is of Hopi background 
herself, shares the following insights about teaching Native American students with 
special education needs:   

 
1.  Capitalize on  Hopi and Navajo children’s ability to see things artistically and 

visually,   
 
2.  Focus on their abilities not their disabilites,  
  
3.  Integrate their abilities and cultural experiences into reading, math, social 

studies, and science, and  
 
 4.  Use manipulatives and pair academics with visual-kinesthetic-tactile activities 

such as reading-drawing about a story or content lesson. 
 
 Creating CLDE Teacher-made Materials.  This paper provides descriptions of 
effective strategies and culturally/linguistically appropriate teacher-made curriculum 
materials which have been utilized with Hispanic and Native American students with 
disabilities.  Directions for making these culturally appropriate teacher-made materials 
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for culturally and linguistically diverse students with disabilities are also provided to allow 
teachers the opportunity to develop their own materials for the students they teach. The 
goal of this paper is for teachers to: 
 

1. Understand a rationale for the development of classroom strategies and 
curriculum materials which utilize culturally/linguistically diverse approaches for 
CLDE Students and for English Language Learners; 

 
2. Understand critical aspects of working with bicultural exceptional students and 
their families. 
 
3.  Utilize collaborative inclusive approaches for working with culturally/linguistically 
diverse exceptional students and their families. 
 
4. Replicate culturally appropriate teacher-made curriculum materials and teaching 
strategies with culturally diverse exceptional students and English Language 
Learners in their own local communities. 
  
Developing CLDE Strategies and Curriculum Materials.  In many cases, effective 

strategies which have been used successfully with the general population of students 
with disabilities can easily be adapted to fit the needs of CLDE students.  For example, 
the following strategies suggested by Sealander, Bell, Akin-Little, Shade, Peterson, and 
Prater (2000) can be enhanced by including a cultural and/or linguistic component to the 
strategy or curriculum material.   

 
1. Word Bank procedure involves putting words on index cards and when the 

student correctly identifies the word on three consecutive days, then the word 
can be put into the student’s personal word bank.  Cultural/Linguistic Adaptation:  
Simply use words from the CLDE student’s cultural background and community 
environment in both English and the native language, depending on which 
language or languages the child is learning.  Example:  A Navajo child might 
have the words hogan, Dine, sheep, mutton, clan, and Mother Earth in his/her 
bank of word cards.  These words would then be used in content lessons, 
creative writing, spelling, and math activities to bring them into the child’s frame 
of reference and reinforce decoding and comprehension 

 
  

2. Matching Pictures to Descriptive Phrases is a good technique for assisting 
students in reading comprehension and involves cutting pictures from magazines 
or catalogues and pasting them on individual file cards.  Next a descriptive 
phrase related to each picture is pasted on separate file cards, and the student 
matches the pictures with the descriptions.  Cultural/Linguistic Adaptation: The 
pictures would relate directly to the student’s culture and language background.  
Example:  A Mexican-American child might have pictures of a pinata, outdoor 
market, mother making tortillas, or the Three Kings accompanied by descriptive 
sentences for each picture in English and Spanish. 
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3. Creating Scrapbooks and Using the Language Experience Approach are 

excellent ways to involve the child actively in the learning process.  Using 
Language Experience involves having the child dictate stories about real life 
experiences such as field trips, family celebrations, shopping at the grocery 
store, and traveling to visit relatives.  Then the teacher writes the child’s story on 
chart paper and the teacher and child read back the story together.  Scrapbooks 
can be easily made by the child to illustrate significant parts of the story.  Cultural 
Adaptation:  The stories and experiences would relate to the CLDE student’s 
native language and cultural background.  For example, a Mexican-American 
child might tell a story about making a pinata for her sister’s upcoming birthday 
party.  The story could be told and written in Spanish, and then perhaps retold 
and written in English. 

 
4. Using Cultural Heritage Books (Sealander, Blasi, Bell, Shellady, Carey, & 

Applequist, 2000) is another effective way to directly involve students with 
disabilities in their school activities.  Cultural Adaptation:  This approach builds in 
a natural way for CLDE students to find books that represent their own cultural 
heritage, customs, beliefs, and language through the books which the teacher 
chooses to use with the students.  Many books are now available in two 
languages such as Navajo/English, Hopi/English, or Spanish/ English with 
beautiful illustrations to accompany the narrative depicting cultural history, 
customs, and events familiar to the CLDE child. 

 
5. Sealander et al. (2000) also suggest Having Students Create a Picture 

Autobiography/Timeline which would include the child’s birthdate, family, friends, 
important events, favorite books, goals, and special activities.  Cultural 
Adaptation:  Have the CLDE student create this timeline/autobiographical picture 
of himself/herself in the native language or using important words in the native 
language with a special focus on events significant in his/her culture.  Example:  
A Navajo child might include spending the summer at a sheep camp with his 
grandmother herding sheep, going to a puberty ceremony for his sister, and 
building a hogan for family or clan members. 

 
6. Peterson and Medina (2002) suggest the following teacher-made materials (# 6 – 

11).  Vowel or Consonant Wheel:  Students say the vowel, final or initial 
consonant and move the wheel down to check their answers (or cover answer 
opening with flap and then they lift flap to check answer). Adapt the wheel to use 
with functional words in either culturally appropriate native language content 
areas, social studies/science,  or ESL curriculum.    

 
7. Egg carton Math, Colors, Letters:  Use an egg carton to have children count 

beans into the appropriate numbers in the egg compartments, or put colored 
objects in to match the colors on compartment, or match beginning letter to 
objects on bottom of carton.  Adapt by using culturally relevant picture words, 
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counting in native language, content area words.  This can be adapted to almost 
any content, but the idea is using a novel item (egg carton) to use at centers or 
have individual cartons for each child.  It is especially useful in math, counting by 
2’s, 5’s, etc in each egg compartment.  For many children this will keep their 
attention better than a worksheet! 

 
 
8. Shoebox Math:  Put colored strips of tape (red and blue) on a shoebox and 

number 1 –24 under each strip.  Children count and clip a clothespin with the 
number that matches or a problem that matches the answer on the correct strip.  
Partner can check answers on answer sheet.  Child can time themselves on how 
fast they can count, do odd’s and even’s, count by 2’s, 5’s to lead into 
multiplication, etc.  Another novel alternative to worksheets.  Good for children 
with ADHD, LD, MR or just those who like to use manipulatives! Adapt with 
counting in native language, story problems related to cultural activities, etc. 

 
9. Cut up Comics:  Paste a comic strip on a piece of cardboard and have students 

read the story together.  Then cut apart all the squares of the comic strip and 
have students put the correct sequence back together.  Students can work 
together and discuss why the pictures go in a certain order.  Then for more 
critical thinking, they can be asked to put it together in a “silly “ sequence and 
explain or write out why it doesn’t make sense to put it in that order!  Adapt by 
using comics in native language, using very basic stories such as Peanuts with 
only a few English words in each frame, using pictures of culturally relevant 
activities and having them sequence and write or explain the story that would go 
with the pictures. 

 
 
10. Creative Uses for Checkers:  Use a basic checkers board  and cover with clear 

Contac papter or plastic sleeve.  Paste or use velcro dots to put words on the 
squares and when a student land their checker on the square he/she must 
correctly read the word in order to stay on the square.  This could be used with 
math problems, synonyms, opposites etc. and the student would say the word 
required ( same or opposite as word on square).  Adapt by using words in native 
language, saying word in English to match a picture on the square, saying a 
sentence about the picture, etc. 

 
 

11. Matching with lacing yarn:  Punch holes on both sides of construction paper 
covered with white paper.  On the left side of white paper put upper case letters 
and on right side put lower case.  Tie yarn pieces about 18 inches long in 
different colors to holes on one side and have child lace the yarn into the 
matching hole (letter) on opposite side.  Variations include matching letters with 
initial consonant sound of a picture, ending sound of picture, math problems, etc.  
Adapt with use of culturally appropriate pictures, sound in native language and 
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pictures, sequence of steps in science experiment (numbers and pictures), math 
problems and answers, etc. 

 
 
 Summary.  There is a great need for all teachers to create culturally dynamic 
classrooms to provide an active, stimulating environment in which students with and 
without disabilities can learn. The Rural Inclusive Special Educators (RISE) program 
promotes best practices which will facilitate the development of culturally responsive 
teaching for culturally and linguistically diverse students with disabilities. Even more, 
when looking at students with disabilities from culturally and linguistically diverse 
backgrounds, it is crucial for teachers to develop strategies and curriculum materials 
which focus on the strengths of CLDE students’ rich language and cultural heritage.  
From the examples which have been provided, it is easy to see that an effective 
teaching strategy or material can easily be adapted to fit the culture, language, and 
community experience of the CLDE child.  This will not only enrich and enhance the 
child’s learning and self concept, but along the way, it will also enrich the teacher! 
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6. Paper 
 

  Shortage of Special Education Faculty.  There is a critical shortage of special 
education faculty in U.S. universities who are available to meet the demands of 
preparing special education teachers, implementing research which leads to improved 
practice, and developing 21st century policymakers and administrators (Dil, Geiger, 
Hoover, & Sindelar, 1993; Pierce, Smith, & Clark, 1992; Sindelar, Buck, Carpenter, & 
Watanabe, 1993; Smith, Pion, Tyler, Sindelar, & Rosenberg, 2001; Smith & Salzberg, 
1994). The demand for faculty in special education in the United States is greater than 
the current supply of doctoral level persons available, and 30% of the university faculty 
position vacancies in special education go unfilled (Smith et al., 2001). In addition, 
Smith et al. (2001) report that since 1992, although the number of faculty vacancies has 
not changed, the pool of applicants to fill these vacancies is much smaller today. In 
special education, 255 doctorates are conferred annually, but over 50% (130) of these 
doctoral graduates do not become employed as faculty members or are only in faculty 
positions for a short time (Smith et al., 2001).  While special education faculty vacancies 
are increasing due to enlarging programs and faculty retirements, the annual number of 
new special education doctorates is decreasing. This causes an insufficient number of 
doctoral level persons available to fill the faculty positions. Smith et al. (2001) conclude 
that the severe lack of special education faculty has a direct impact on the ability of 
teachers to provide high quality services to students with disabilities. 

   
 Culturally and Linguistically Diverse (CLD) Faculty Need.  By the end of this 

decade, the number of culturally diverse children ages 6 – 16 will have increased to 
20% Hispanic, 17% African American, 5% Asian, and 2% Native American (Futrell, 
Gomez, &  Bedden, 2003). In contrast, Futrell et al. cite the percentage of culturally 
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diverse university faculty as only 5%. Focusing on the need for more Hispanic and 
Native American faculty, the National Center for Education Statistics (NCES) reports in 
2001 that there were only 3.3% Hispanic and .7% Native American full-time instructional 
faculty and staff at U.S. colleges and universities. The Digest of Education Statistics  
(NCES, 2000) also reports a lack of doctorates conferred for CLD persons with only 
3.2% of all doctoral degrees in 1998 for Hispanics and .5% for Native Americans. 
Clearly more CLD doctoral students and faculty are needed to increase the diversity in 
higher education compared with the growing numbers of diverse students in the school-
age population. Related to the field of special education, comparatively few Hispanic 
and Native American students are receiving doctoral degrees. For example, in Spring 
1998 Smith and Tyler (1998) report only 8 Hispanics received a doctorate in special 
education. Out of 1,015 students enrolled in special education doctoral programs, only 
46 were of Hispanic background (Smith & Tyler, 1998). As of 2003, less than 20 Native 
Americans hold doctorates in special education (R. Gilmore, personal communication, 
January 20, 2003).  It is important to increase the numbers of Hispanic and Native 
American faculty in special education so that they can effectively address diversity 
issues as well as provide mentorship to Hispanic and Native American future teachers 
who will in turn teach students with disabilities from Hispanic and Native American 
backgrounds (Dieker, Voltz & Epanchin, 2002;  McSwain, 2002; Obiakor, 2001).  

 
  Rural Need. The national shortage of special education teachers and general 
education teachers with training in special education is especially critical in rural areas 
(Westling & Whitten, 1996). Two major factors exacerbate this problem. First, most of 
the teachers who re-locate to teach in these areas are unfamiliar/uncomfortable with the 
challenges of the rural multicultural classroom and rarely stay long. Second, many of 
the individuals familiar with these types of classrooms (individuals from the community) 
lack the resources and accessibility to courses needed to obtain their special education 
teaching certificate. The recruitment and retention of rural educators, especially special 
educators prepared to serve CLD students, is particularly difficult. Indeed, Izzo (1999) 
reported that 1/5 of all rural special education teachers will leave their jobs annually to 
pursue employment in larger districts and communities.  
 
 Contributing to the problem is the fact that few teacher education programs focus on 
the preparation of teachers for rural and remote areas (Eigenberger, Sealander, 
Peterson, Shellady, & Prater, 2001; Helge, 1984; Helge, 1991; Heimbecker, Medina, 
Peterson, Redsteer, & Prater, 2002; Peterson, Medina, Gilmer, Prater, & Stemmler, 
2002). According to Solop and Hagen (1999), while 42% of special education 
administrators felt recruitment/retention of special education teachers was a significant 
problem, rural school district administrators were more likely to cite this as the primary 
problem than were urban administrators. Over 60% of special education administrators 
indicated universities were not producing enough certified teachers to meet the demand 
for existing and new special education teaching positions. With predictions of even more 
serious teacher shortages in the next several years, there is critical need for additional 
special education teachers for CLDE students in rural areas (Medina, Peterson, 
Showalter, & Gilmore, 2003; USDE, 2002).  In order to meet this need, more special 
education faculty must be trained in doctoral programs, so that they in turn can increase 
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the supply of highly qualified rural special education teachers who can serve CLDE 
students in rural and remote areas. 

 
Faculty for Inclusive Rural/multicultural Special-educator Training Program 

Description. The U.S. Office of Special Education and Rehabilitation Services (OSERS) 
has well documented the need for preparing more faculty in the area of Special 
Education, particularly to prepare teachers to serve rural students from Hispanic and 
Native American backgrounds.  The Faculty for Inclusive Rural/multicultural Special-
educator Training (FIRST) program is designed to assist doctoral students, especially 
those from Hispanic and Native American backgrounds, in overcoming some of the well 
documented barriers students face in obtaining the doctoral degree.  Currently there are 
very few doctoral students and faculty in special education who are from these two 
culturally diverse groups. Many potential Culturally and Linguistically Diverse (CLD) 
doctoral students in the Southwest live in rural and remote areas where there is no 
university doctoral program available. NAU has a decade of history of providing rural 
multicultural special education degree programs to Native American and Hispanic 
students.  Many of these programs have utilized distance education to deliver the 
coursework.  One of the primary barriers to doctoral study is the difficulty in giving up 
jobs and relocating into a full-time doctoral program at a reduced student stipend. Most 
students have family responsibilities which preclude their participation because of the 
relocation necessary to attend full-time programs combined with their ongoing financial 
obligations.  The FIRST program provides a unique combination of distance education 
courses during the academic year and on-site courses during the summer to overcome 
these traditional doctoral program barriers. 
 

Description of the FIRST doctoral program:  
1. Increase capacity to conduct and integrate Research to Practice skills to 

improve academic, linguistic, and social outcomes for Culturally and 
Linguistically Diverse Exceptional (CLDE) students. 

2.  Prepare faculty to offer strategies to future teachers of CLDE students 
focusing on collaborative methods in inclusive settings. 

3.  Prepare highly qualified culturally diverse Special Education faculty. 
4. Prepare faculty who will be able to effectively utilize technology, 

distance education, and web-based instruction. 
 

The FIRST program, funded by the U.S. Department of Education – Office of Special 
Education Programs, provides funding for tuition, books, travel to Flagstaff, Arizona, and 
family campus housing in the summer, and nominal research stipends. FIRST also 
funds faculty research mentors, doctoral student mentors, and enrichment seminars 
with nationally known researchers in bilingual special education.  This innovative 
program allows the Native American and Hispanic doctoral students to keep their 
positions in local school districts or universities during the school year while taking 
courses through distance education.  During the summers the students come to the 
Flagstaff NAU campus for intensive doctoral studies. 
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Recruitment and Retention.  Challenges:  One of the main difficulties for recruitment 
is the extremely rural nature of the Southwest area of the United States.  Simply 
identifying regions and schools to target recruitment efforts is difficult.  Many of the 
schools do not have secretaries, so it is difficult to establish an ongoing contact person. 

    
Solutions:  Recruitment for the FIRST doctoral program was started in fall 2003.  

Over two hundred and fifty schools were contacted by email and fax.  These included 
public, private, charter, and Bureau of Indian Affairs (BIA) schools as well as all 
colleges/universities in the four corner states of New Mexico, Utah, Colorado and 
Arizona.  Since many schools did not have a secretary for special education, contact 
had to be made through a series of messages.   Individuals from nine tribal education 
departments were sent information and over 175 FAXes were sent to various schools. 
All application/recruitment information was also placed on two national listserves and all 
print and e-mailed information included the nau.edu/ci-doc website which had all FIRST 
recruitment and application materials.  Nine recruitment meetings were held throughout 
the Four Corners area states.  The cities for these meetings were:  Flagstaff, Tuba City, 
Kykostmovi, Yuma, Phoenix, and Nogales in Arizona, Monument Valley in Utah, 
Albuquerque in New Mexico, and Durango in Colorado. There were over one hundred 
individual calls of inquiry regarding the FIRST program.  Inquiries were from as far as 
the East Coast, and a great deal of information dissemination was done by the Advisory 
Committees and Special Education Directors throughout many of the states involved.  
Twenty eight persons submitted complete application portfolios which were reviewed by 
the Curriculum and Instruction Doctoral Committee, and twelve were selected for 
admission into the FIRST program.   

 
During the beginning stages of the program, one individual wanted many of her past 

professional experiences to count for the courses in the FIRST Cohort program. In 
addition, this student was unwilling to participate in any professional development 
opportunities such as national conferences and wanted to count work hours as the 
Internship (which is against university policy).  After numerous discussions and after 
being given many options which would meet university requirements, the student 
withdrew believing an individually designed program rather than a cohort program would 
better suit her goals. 
 

Within the first weeks of the FIRST program course, ESE 520, two students found 
that they were unable to handle the high demands of doctoral coursework as well as 
juggle family and work.  They were contacted by faculty, mentors, and grant personnel 
to discuss various options.  Additional assistance was offered, and they also were given 
numerous options for continuing in the program.  They both choose to withdraw from 
the program within the first month.  As a result, after 12 students were initially accepted 
into the FIRST program, only 10 decided to continue with the doctoral program. 

 
Many supports are provided for the students to facilitate retention in the doctoral 

program.  Program staff do all the registration, schedule the courses, and mail the 
textbooks to the students. In some semesters, it is possible to schedule one course at a 
time for eight weeks so that students can focus on just one content area.  Program staff 
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are always available to answer student questions, brainstorm solutions to problems, and 
provide encouragement throughout the program.  In the Summer Session on campus in 
Flagstaff, program staff arrange all the housing, secure study carrels at the university 
library, and arrange for computer use in the College of Education.  In addition, the 
FIRST program holds several group functions to help students develop community and 
networking such as an opening picnic, dinners, orientation breakfast, and farewell 
social.  Initially, the FIRST program brought the students together in Yuma, Arizona for 
a three day orientation and CLDE conference. This enabled students from diverse 
communities and states to meet each other and faculty members as they embarked on 
their doctoral program studies. 
 

Technology and Distance Education.  Challenges:  Many potential doctoral students 
cannot afford to give up their full time jobs and relocate to a university in a different 
area. In addition, many students are not comfortable and proficient in taking Web-based 
courses even if they were made available to them. 

 
   Solutions:  FIRST students can continue in their full time jobs while taking Web-

based courses during the academic year.  FIRST students take two Web-based courses 
each academic year semester and then come to the Flagstaff campus for four on-site 
courses in the summer.   A WebCT tutorial was developed for the students and 
delivered the first day of web classes during the orientation meeting. During this 
orientation, all students also had the opportunity to meet with the head of distance 
learning for the Cline Library to discuss web-based research procedures, interlibrary 
loans, electronic data, and other subjects pertinent to their coursework and research 
topics.  In addition, all students received the Endnotes computer software program as 
well as training on its use to facilitate their scholarship and research. 
 

The FIRST program coursework began in Spring of 2004 on the web.  Two Doctoral 
level web-based CLDE courses ESE 520 and ESE 650 were developed, designed, and 
taught during Spring 2004.  All the students received a Technology Handbook as well 
as the in person tutorial training for the WebCT.  In this way, the students could ask any 
questions to be sure they were comfortable working within the electronic medium and 
also have a guidebook to refer to as other questions came up.  In addition, the 
Technology Facilitator is available 24/7 to assist students with any distance education 
and technology issues.  During the summer, the Technology Facilitator delivers in-
person seminars on topics such as Constructivism and Technology, Utilizing Web-
based Resources, and Teaching Web-based Courses. 
  

Scholarship and Research Components. Challenges:  It is often difficult to provide 
on-going opportunities for professional development, scholarship, and research 
throughout the doctoral program.  The focus in many doctoral programs is simply on 
completion of coursework until the students reach the dissertation stage when they are 
expected to conduct and write about their original research. In many cases, students do 
not have the advantage of participating in research projects, grant writing, proposals for 
professional conferences, and developing manuscripts for publication during their 
doctoral program coursework. These are all scholarly activities which they will be 
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expected to successfully undertake once they are hired as special education faculty 
members at the university level upon completion of the doctoral degree. 

 
 Solutions: The FIRST program was designed to include all of these scholarly 

activities within the courses and enhanced professional development components of the 
doctoral program.  In this way, the FIRST students will have support and practice in 
these areas before they even reach the dissertation stage of their doctoral program. 

 
 During the orientation, all students attended a Trainer of Trainers conference which 

had 20 presentations on CLDE issues. They heard Dr. Patricia Medeiros Landurand 
give a Keynote session on Needs and Services for CLDE Students and an afternoon 
lecture on Literacy and the CLDE Student.  

 
Each of the students has been assigned a Faculty Research Mentor and a Doctoral 

Student Mentor.  Interactive Instructional Television times were used for students to 
meet their research mentors and will be secured for future meetings.  Students are 
provided Faculty Research Mentors so that each participant is involved in a directed 
research project from inception to dissemination/presentation/publication.  All mentors 
have made contact with mentees and are currently in the beginning stages of their 
research projects.  Doctoral Student Mentors who are doctoral students near the end of 
their doctoral program are also provided to monitor the progress of the FIRST doctoral 
students and assist them with any difficulties or questions. 

 
All of the FIRST students have been accepted to present papers at national 

conferences such as Council for Exceptional Children, National Association for Bilingual 
Education, Learning Disabilities Association, and National Indian Education Association.  
In courses in the program, there are assignments to submit a conference proposal on 
their research projects, develop a grant proposal for external funding, and write a 
manuscript for submission to a peer-refereed journal.  In this way, scholarly activities 
which will be required of new faculty members are already integrated into the FIRST 
program coursework to provide the doctoral students with experience in these types of 
products before they become faculty members.  In addition, during the on-site program 
in Flagstaff in the summers, FIRST provides the doctoral students with enrichment 
seminars on current topics conducted by internationally known scholars in the CLDE 
field such as Lily Wong Fillmore, Ernesto Bernal, Vivian Correa, Brenda Williams, Fred 
Spooner, Patricia Medeiros Landurand, Jozi De Leon, and Maria Amelia Almeida. 
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Technology Integration – It’s All About Attitude or Is It? 
 
Abstract: 
This on going case study is analyzing the integration of technology in grades K-3 
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purpose of the case study is to determine whether there is a relationship between 
the number of student produced technology integrated projects within a specific 
classroom and the corresponding grade level teacher’s comfort level with 
technology.  The analysis of the data is pending. 
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     Abstract 

 In contemporary Tibetan history, one of the most fascinating aspects is the abrupt 

transition of schooling for Tibetan children from what was, not long ago, an encapsulated 

mono-cultural to the present-day multicultural, multilingual, multiethnic contexts. Tibet 

plunged into a rapid and turbulent transformation in the 1950s following its fateful 

occupation by the Mainland China.  The modern period of schooling for Tibetan children 

has thus a tragic beginning with no possible end in sight.  Caught in the cross-fire, the 

road to school houses for Tibetan children has thus been nothing but long, winding, 

tortuous, and perilous. Tibet has now moved gingerly into the 21st century and schooling 

of its children is taking place under a highly charged socio-political milieu. During the 

past five intervening decades, schools on the “Roof of the World” have been subjected to 

as many extreme makeovers as the political pendulum swing back and forth like a 

weather-cock in a windy day.  It was under Chairman Mao Zedong that China created a 

distinctively different communist system of education that sought to prepare individuals 

who are both “red” and “expert”.  Consequently, the vacillation between the emphasis on 

the “redness and on the “expertness” has characterized China’s educational policies in 

Tibet.  However, the relentless stress on “the redness” has essentially reduced the role of 

schools in Tibet to that of a political ritual thereby adversely affecting the cultural, social, 

and academic developments of children.  At this historical cross road this writer takes a 

nostalgic homeward journey to gain a glimpse into the status of schooling in his native 

land, a place that now appears stranger than his adopted country. 

Following a critical analysis of education in Post-Mao era, Lin (1993) concludes 

that in Mainland China  “schools have been run essentially as a political organization” 

with a clear mandate to exert “powerful influences on students to adopt habits, beliefs, 

values, and thinking patterns aligned with the political ideology (p.3)”.  The main task of 

schools is therefore the vital responsibility of inculcating unquestioned faith in the 

political hierarchy that exists prominently in Mainland China.  According to Harrell & 

Ma Erzi (1999) the Chinese education system is characterized by attempts to provide a 

uniform curriculum laden with a nationalist message.  They further point out that the 

system relies heavily on centralized examination which determines access to higher 

education or employment opportunities.  Textbooks are referred to as “uniformly written 
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teaching materials” and are written and even printed centrally.  This top-heavy system 

thus ignores “wide variations in geography, agriculture, climate, language, and local 

customs as the same subjects are taught with the same materials almost all over the 

country” (p.219).  The constitutional equality of all minzu (ethnic nationalities) does not 

hold water when the education system is constructed and implemented under the rubric of 

Han linguistic and cultural chauvinism with its sole civilizing focus on minorities who 

are presented in school textbooks as backward, ignoble, and unschooled.   

It is thus the perspective of this paper that misguided educational policy has 

contributed to low academic achievements and inferior self-concepts of Tibetan children 

who consciously avoid from being schooled. To this end, the undue emphasis placed on 

political socialization has hijacked academic and cultural goals of schooling and has thus 

adversely affected educational aspirations of Tibetan children.  The importance of the 

social-cultural context of schooling is then highlighted as a way to improve schooling 

conditions for children inhabiting on “the Roof of the World”. 
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Abstract of the proposal: 

 Schools across the nation are caught in a frenzy to align their curricula with 

national, state, and district content and assessment standards.  Yet, the ability of 

schools to implement their aligned curricula depends on teachers who transform 

standards-based curriculum into planned learning experiences.  The heart of 

education is thus in the existential encounter between teachers, students, and 

curriculum that takes place in each classroom. Yet, conspicuously absent from current 

discourses is the voices of teachers and how they approach the reform efforts in their 

classrooms.  

 This research project thus investigated the lived experiences of selected classroom 

teachers in grades K-6.  Using teachers’ own words, this study describes the trails, 

tribulations, and triumphs of teaching.   Teachers’ biographic situations may also 

hinder or facilitate the process of curricular metamorphosis.  Thus, this inquiry uses 
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phenomenological and autobiographical approaches to uncover the phenomenon: the 

neglected voices of teachers from the frontlines of implementing standards-based 

curriculum. 

 A data collection instrument was carefully developed for this study.  A cohort 

group of teachers enrolled in a graduate course at a Major University constituted 

knowledgeable participants in the effort to develop the questionnaire.   The 

instrument was piloted with a different graduate class as a way to ensure clarity and 

content validity.  It was then administered to two groups of classroom teachers who 

were all enrolled in graduate courses as a part of their Master’s program.  The survey 

questionnaire consists of three parts: a biographic section, a Likert-scale response 

section, and an experiential aspect where teachers shared their standards-based 

curriculum implementation challenges.  

The data analysis and interpretation process for the third section essentially 

constituted three steps: cultural domain identification followed by taxonomic and 

componential analysis (Spradley, 1980). The sequence of steps established in the 

ethnographic research tradition was diligently followed.  The process was greatly 

facilitated by the use of qualitative data analysis program, NVivo.    
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Abstract 
                                                       
               

The problem addressed in this study was whether or not there were benefits for 

students using writing evaluation software in a developmental community college writing 

class. Widely used in assessment testing, evaluation software is beginning to be used in 

instructional situations at community colleges. If this use continues and grows, it needs to 

be studied. Should this software be used because it benefits students? Is its use 

efficacious? 

 This research compared the scoring and feedback community college 

developmental students received on written compositions from a writing evaluation 

software program with scoring and the feedback students received from a community 

college writing instructor. It also compared the course and portfolio grades received by 

students who received feedback from a computer software program and a community 

college instructor. The study investigated the aspects of writing commented on by an 

instructor and compared the teacher’s comments to those supplied by a computer 

program which gave feedback to students’ essays in five broad areas: focus and meaning; 

content and development; organization; language use and style; mechanics and 

conventions. Finally, this study surveyed student attitudes regarding feedback from 

writing evaluation software compared to that of a community college writing instructor. 
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Abstract 
 
This paper presents findings of a three-year case study of alternative route certification 
teachers in a high poverty, high minority elementary school in New York City. The study 
documented the experiences of ethnically diverse, career-change teachers selected to 
participate in the 2002 cohort of the New York City Teaching Fellows Program. Data 
derived from a series of teacher interviews, focus groups, and individual teacher 
reflections are reported. Study findings provide insights into successful teacher education 
reform and reveal critical elements of alternative route models effective in developing 
and retaining highly qualified, diverse teachers for quality service in urban poverty 
schools.   
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 Factors of a Low-SES Household: What Aids Academic Achievement 
 

Lee A. Plourde, Ph.D. & Allison Milne, MEd. 
 

The purpose of this qualitative study was to examine characteristics of the home 

environments of low-SES primary students who demonstrated high academic 

achievement. Six high academically achieving second-grade students were identified who 

lived in low-SES homes and qualified for free and reduced lunch. Their primary 

caretakers were interviewed in order to investigate the factors within their homes that 

aided academic achievement. The results of this qualitative study revealed that none of 

these high achieving second-grade students had home factors that were typical of low-

SES home environments.  

Information was gathered through interviews, observations, and various 

documents. The interviews were semi-structured and evolved throughout the study. After 

the audio-recorded interviews were transcribed and examined, three common themes 

emerged: (a) educational resources/influences, (b) the mother’s education, and (c) 

relationships. The results of this study have implications for all educators. 
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Abstract 
 
As a veteran professor of Educational Psychology, I returned to an eighth-grade reading 
and language arts classroom for a semester-long sabbatical leave from teaching college 
students to examine the role of metacognitive strategy use and awareness in increasing 
student learning.  Assuming the participant observer role in this classroom allowed me to 
participate fully in the life of the classroom both as a teacher and researcher.   In this 
teacher action research essay, I reflect on my experiences and what they suggest for 
improving teacher preparation on college campuses.  Discussion points will be presented 
including development, management, motivation and engagement, teaching of reading 
and writing, planning and delivering instruction, as well as meaning making by students.  
Empirical (reflective journal entries) and conceptual techniques (recollections regarding 
teacher preparation on campus) will be combined to offer support for conclusions.  
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                                 Ideas Worth Revisiting in the Preparation of Teachers 
 

 Preparing the next generation of effective classroom leaders remains a major 

challenge for teacher education programs.  The 2005 AERA Panel on Teaching calls for 

strong linkages from university coursework to classroom instruction in ways that increase 

preservice teachers’ professional knowledgebase.  Ishler (1997) offers twelve 

recommendations for teacher preparation programs emphasizing the need for both 

schools and universities to share responsibility for developing teacher leaders.  In a 

lengthy review of research studies focused on the effectiveness of teacher preparation 

programs, Zeichner and Conklin (2005) conclude that case study research of preservice 

programs may offer useful data about program models; they suggest that observing 

program activities and talking with participants over time may be more useful than 

program comparisons in identifying potential teacher preparation program impacts.  In 

collaboration with a classroom teacher, I designed and implemented a sabbatical leave 

project that brought me to an eighth-grade reading and language arts classroom for one 

semester. Our project focused on the use and awareness of metacognitive strategies for 

improving reading comprehension and student achievement in our class, but as a member 

of this classroom community and teacher of Educational Psychology, I realized that this 

classroom experience placed me in a unique position for analyzing my own professional 

practices to prepare future classroom leaders and to reflect on the effectiveness of our 

program methods.  The purpose of this teacher research inquiry is to examine the lessons 

from our daily practices in eighth grade that impacted the reality of learning and teaching 

in the classroom and to use practical inquiry as recommended by Berliner (cited in 

Richardson, 1994) to identify ways to strengthen the teacher preparation process. 
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 Teacher education literature acknowledges that new teachers experience a 

transition from student to professional, a phenomenon that Wunner (1993) calls 

professional disequilibrium.  Additionally, the changing nature of the teacher’s workplace 

as a result of an increasing emphasis on accountability through the No Child Left Behind 

Act (2002), heightens the challenge for effective teacher preparation.   As such, new 

teachers must be ready to face the challenges of classroom leadership as soon as they 

begin teaching.  Other researchers (Clift and Brady, 2005) identified discrepancies 

between situated and advocated practices that complicate the reality of pedagogical 

decision making.  Given these competing forces, it seems important for college and 

university teachers to use action research methodology to gain new insights for 

examining teacher preparation and problems of practice from the ‘inside out’ (Cochran-

Smith and Lytle, 1993).  

Methodology 

Setting 

 Three eighth-grade classrooms in a public middle school in Maryland located in 

the urban fringe of a large city served as the research site.  Student ethnicity enrollment at 

this middle school is 93% Caucasian and 7% other; approximately 10% of the students 

attending the school receive free or reduced lunch.  Students selected for our language 

arts classes needed to gain more experience with English, reading, and language arts; 

about thirty percent of our students had individualized education plans.  By the time these 

students reached the middle grades, many of them had discovered that academic learning 

was difficult and frustrating. Our students lacked motivation for reading and writing, did 

not view themselves as readers or writers, and spent their leisure time watching 
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television, chatting online, and playing video games (Pool and Knight, 2006).  In fact, our 

students reported that they would rather clean their rooms than read, an alien viewpoint 

by all personal measures! 

Observations and Analysis of Daily Practice 

 As a participant observer in our classroom, a teacher colleague and I worked 

closely to implement lesson plans.  We often collaborated on ideas for re-teaching 

concepts, and I assisted with organizational and management issues.  I took daily field 

notes throughout the fall semester of sabbatical leave, returning to this classroom during 

the spring semester as often as my campus duties permitted.  As each week of classroom 

contact concluded, I reviewed my field notes and reflected on the successes and 

challenges of our daily teaching practices, noting in my reflective journal what themes I 

felt might be useful for student and preservice teachers. All field notes were shared with 

my colleague and she often added clarification and insight. From this journal, I identified 

several themes that I believe worthy of further emphasis in preparing new teachers.  I 

include supporting contextual descriptions from my journal and juxtapose them with 

recollections of my personal experiences to formulate our insights and recommendations.  

Life in the Land of Eighth-Grade Students Revealed 

Surely they know--Reconsidering developmental level 

 My journal is rife with eighth-grade examples of how abstract thinking is still 

developing, but I wonder if preservice teachers realize just how pervasive concrete 

thinking is and how it impacts teaching and learning. Eighth graders are in the process of 

transitioning to formal operational thought (Piaget), but many of our eighth graders 

seemed firmly rooted in concrete operational thinking, particularly when it came to 
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interpreting literature.  It was particularly vexing at the beginning of the school year 

when we began our study of Shakespeare’s Taming of the Shrew, a play that provided a 

significant comprehension challenge for all of our classes even when using an abridged 

version.  We previewed unfamiliar vocabulary and used discussion and scaffolding 

questions related to themes of sibling rivalry, role of women, deception and 

manipulation, but despite these solid instructional procedures, when we asked students to 

write a prediction paragraph for what will happen in the story, they did not connect the 

themes in the play to the story outcome:  

At the end of the day’s instruction and after examining students’ 
prediction paragraphs, it was plain that students only had some of the facts 
correct, and that they didn’t really have any idea about the abstract themes 
in the play.  They do not elaborate; they do not support their 
answers…they apply a literal and concrete interpretation of the play in 
their paragraphs even after a class discussion designed to elaborate how 
these themes were present in the play.   

 
At the end of the day, cognitive developmental level always wins and we teachers can’t 

assume that our students’ interpretations will parallel our own.  We continued to revisit 

the play themes throughout discussion of the play, but our greatest gains for student 

understanding of the abstract themes came from our culminating activity of actually 

seeing the production of the play.  After the performance, all of our students could make 

connections to the themes. Considering learning from a cognitive developmental 

perspective focuses new teachers on the necessity for using a wide variety of enriched 

and integrated instructional strategies at appropriate developmental levels in a unit of 

study.  Preservice teachers need more reminders and more accountability for producing 

developmentally appropriate instruction, addressing conceptualizations concretely before 

introducing them abstractly, and for using a wide variety of learning modalities to enrich 
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instruction.  Even early on in their college programs, preservice teachers need more 

opportunities to experience and diagnose the cognitive capabilities of students. 

I think the lesson went well—Teaching versus learning 

When teachers begin teaching, they often think that instruction has more to do 

with teaching performance than it has to do with student learning.  Presumably this idea 

originates from a focus on the vehicle (performance) rather than the outcome (learning). 

They may see their plans as absolutes and they don’t consider the inevitable scenario that 

within every classroom lurks the potential for an individual student’s failure to achieve 

mastery.  Surprises like these take different forms in classroom practice, but from my 

experiences in grade eight, I believe our student teachers may need further reinforcement 

for activating prior knowledge, organizing, and modeling instruction in order to 

effectively facilitate learning. 

Students come to school with tremendous variation in preparation for academic 

work.  Many have limited life experiences and misconceptions about material that impact 

their ability to be successful with content.  Vital first steps in any instructional sequence 

depend on the teacher’s ability to accurately assess and activate what students know, 

check for gaps in knowledge, and to organize instruction, but sometimes preservice 

teachers seem to want to skip these steps and fast-forward to activity-based instruction.  

I’ve observed that preservice teachers underutilize discovery-learning strategies to help 

activate prior knowledge and provide common experiences that foster discussion 

practices when these strategies will help their students succeed: 

What happens when prior knowledge is nonexistent? We had this experience with 
one class in our beginning discussions of science fiction and fantasy genres.  A 
misconception/knowledge gap was revealed when students thought that 
Charlotte’s Web was science fiction…. We used this information as a pre-
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instructional assessment point and proceeded to discuss well-known examples [of 
each genre].  Even after the well-known-example discussion some students were 
still excluded from the conversation. That last important step, to watch or read 
science fiction to discover the characteristics of the genre, can’t be left out in 
order to maximize and improve student understanding.  
 
In preparation for classroom leadership, during their microteaching experiences 

preservice teachers need opportunities to practice more active listening.  In their early 

teaching performances, preservice teachers’ reflective analysis of teaching events must 

focus at least as much on analyzing student responses for evidence of student learning 

and quality of student reasoning as that of analyzing personal teaching performance.  

Such a shift may also facilitate more planning flexibility to follow up student comments, 

promote student mastery, and perhaps create more frequent “teachable moments.”   

The use of strategies like teacher modeling and organization connect to my 

discussion on planning.  As our project focused on helping students develop 

metacognitive strategies to enhance learning, we spent enormous energy breaking down 

learning tasks, developing graphic organizers to use with course content, and encouraging 

metacognitive strategy use.  For both preservice teachers and for their students in the 

classroom, using these tools is not automatic.  Unless preservice teachers have spent time 

themselves using and developing graphic organizers, they may incorrectly assume that 

students will be able to think metacognitively without teacher assistance.  From my 

observations in eighth grade however, just the opposite proved true— our students 

needed consistent modeling of how to break down and organize information, and using 

these skills automatically was a gradual process: 

Even with consistent practice using graphic organizers to select text support, I 
can’t believe how hard this skill [summarizing] is for these students.  Some 
students had no idea how to pick out what was important even after they were 
given questions to look for on their graphic organizers (who, what, when, where, 
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why).  A’s [student name] summary was something like “I thought the article was 
interesting because”…and when I offered help, I focused on whether her 
summary included the questions from her organizer.  When she realized it didn’t 
begin to address those questions on her organizer, she started over….   
It would be interesting to see whether I could ask my preservice teachers as a sort 
examination task to design instruction for a particular topic in their field and in 
the process require them to create a graphic organizer. The question might be:  
Discuss how you would prepare your class to use comparative thinking 
effectively in your content area.  At least student teachers would begin to think 
about their responsibility in designing effective instruction, and use some of the 
organizational techniques that are necessary if all students are to master the 
content. 
 

 Writing instruction is another murky area for many preservice teachers and even 

though all secondary content teachers are responsible for teaching reading and writing, 

many have difficulty.  As instruction gets more content specific, preservice teachers tend 

to focus more on content facts and less on communication of ideas to the detriment of 

their students.  My experiences in grade eight revealed that mechanics are still 

developing.   At times I struggled to make sense of our eighth-graders’ writing: 

Wow! Do we ever need to work on mechanics!  I had an awful time trying to get 
K. [student name] to use the same verb tense throughout her paragraph.  Her 
writing was littered with punctuation, spelling, and tense errors and sometimes I 
didn’t have a strategy to fix it up.  First, we are doing revisions for content, but 
eventually we want to polish the writing. Are student teachers aware how much 
modeling is required to edit student writing, how much feedback is required, and 
how difficult and labor intensive it is to teach writing?  Basically one has to 
quickly read to diagnose the student’s problem and then right there, with little or 
no think time, one has to help.  Maybe it was just our group of eighth graders, but 
students did not want to go back and revise.  I came to realize that it was 
important for the students to see me struggle with revisions and to change my own 
previous editing.  They needed to see that the revision process requires much 
practice even for adults….writers are made not born! 
 
Preservice teachers need opportunities to practice giving feedback and for 

revising student work using sentence combining techniques.  Creating pride in the final 

product through desktop publishing offers a significant intrinsic reward for students who 

persevere. The drafts the eighth graders produced for our desktop publication document 
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will now become the centerpiece for a major assessment evaluating sentence combining 

skills and writing feedback in my campus Educational Psychology class. 

I can’t or I won’t and I think they had fun—Motivation, management, and meaning 

 Research (Veenman, 1984) identifies classroom management as a primary 

concern of student teachers, and we had our share of trials in the eighth grade.    

At the beginning of the school year, it surprised me how often students needed to be 

encouraged and that sometimes they stopped trying altogether on more difficult tasks. 

When students struggled with abstract or difficult tasks, more cues and more behavior 

checks proved helpful for keeping learners focused. As the semester progressed though, I 

saw more perseverance because we systematically worked to promote self-regulation for 

working and behaving appropriately. We used a daily written participation rating scale 

(Appendix 1) shared by other teacher colleagues∗ to make students aware of our 

behavioral expectations and to set weekly personal goals; we wrote comments on a daily 

basis to students about their behavior. Using the checklist didn’t solve every problem, but 

it moved many students closer to making better behavior choices. Students read their 

comments and some wrote comments back to us: 

9-18-06 [Teacher]:   Please sit in your chair properly and stop tapping your pencil 
and drumming on your desk.  It is distracting for others.  [Student]: OK. 
 
10-25-06 [Teacher]: You were very focused in independent reading today. Great 
choice of independent reading book!  Can I read it after you?  [Student]: Yes, they 
have two more down in the media center. 
 
11-2-06 [Teacher]:  Thanks for listening to your partner in small group work 
today.  Your partner wants you to acknowledge his contributions to the project.  
Can you do that?  [Student]: I’ll say thanks. 

 
 
                                                 
∗ Thanks to Diana Pool and John Holt, teacher colleagues in the English Department at Winters Mill High 
School, Westminster, MD, for sharing this self-assessment checklist. 
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11-2-06 [Teacher]:  Thanks for listening to your partner in small group work 
today.  Your partner wants you to acknowledge his contributions to the project.  
Can you do that?  [Student]: I’ll say thanks. 
 
11-15-06 [Teacher]:  Why did that pencil swap have to be settled during class? 
[Student]: Because I knew you’d take care of it.  [Teacher]: But next time…you 
can do that after class when it’s less disruptive. You took up class time arguing 
with [student name] about that pencil. 
 
12-2-06 [Teacher]: When you finish quickly, either read your independent reading 
book or write in your journal.  [Student]: OK 

 
 It doesn’t take much more than a few failed lesson plans or consistent off-task 

behavior to erode a new teacher’s confidence, but additional management issues also 

ambush teaching on a regular basis and preservice teachers don’t realize their potential 

impact. Keeping students on task in more unstructured, noisy environments like the 

computer lab, challenging early finishers, and organizing absentee work pose familiar 

challenges for all teachers, but student teachers rarely prepare themselves for such 

challenges.  As preservice teachers discover how useful ideas from experienced teachers 

address many complexities of classroom life, they also experience the power of 

collaborative insights.  College faculty should do much more explicit modeling with 

explanations about the management and organization strategies we use in our campus 

classrooms to acquaint preservice teachers with a variety of possibilities. 

 Our objective on campus is to prepare new teachers to be classroom leaders that 

design instruction to facilitate meaning making.  While this is a lofty goal, it can only be 

achieved when preservice teachers view student understanding at deep levels as the 

outcome of instruction, and when students learn to critique their own work thoughtfully 

(Brough and Pool, 2005).  Observations in the eighth grade underscored for me 

personally the importance of creating instructional tasks that foster meaning making and 
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student mastery.  Assessment should engage students and preservice teachers should ask 

themselves whether their instructional strategy choices engage the learners and encourage 

them to accomplish their best work.  We committed a significant amount of instructional 

time to the concept of making and supporting inferences with our eighth graders, a skill 

that is integral for making meaning: 

9-4-05:  We are tracking the use of metacognitive strategies in students’ 
independent reading and writing journals.  Teacher comments such as, “Do you 
ever make inferences about what’s going on in this book?  I’m anxious to learn 
more about it… [dialog] encourages students to practice skills we are learning in 
class independently. 
 
10-10-05:  We experimented some today with a multiple choice test to examine 
how well students make inferences using three short stories, The Medicine Bag, 
Mother and Daughter, and The Moustache.  Our tests were open book so students 
could read for clarification when they were answering questions. Even though we 
worked hard on making inferences to increase comprehension, students missed 
questions on these multiple choice tests because they didn’t make inferences that 
were supported by the text!  The mood paragraph writing assignment provides 
another example. Students were asked to demonstrate that they understood the 
inferencing process by using the story structure to write about a mood a character 
might be experiencing.  Our students (as readers) must be able to infer a 
character’s mood from the writer’s descriptions….for many of our students 
thinking broke down because inferencing was too abstract … and they failed to 
attach their inferences to text support.  Students need to see the connection 
between inferences, predictions, and text support.  Once they understand how 
these conceptualizations are related, maybe they will be better able to demonstrate 
their comprehension through reading and writing.   
 
Unless preservice teachers think ahead and read through the ‘eyes of an eighth 

grader’ they may not realize that the author’s style, genre, vocabulary, use of figurative 

language, and plot complexity impact student ability to make good inferences.  Teaching 

skills in isolation rarely brings about the desired result, and preservice teachers need more 

opportunities on campus to include critical thinking, practice in making connections, and 

self-assessment opportunities as part of their lesson planning instruction.   
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Life in the eighth grade gave me one more lens through which to view my efforts 

in preparing teachers. As I gathered ideas for teacher preparation in reading and writing, 

class and behavior management, and the use of curriculum to increase student motivation 

for academic tasks, I realized the importance of developing curriculum from the ‘inside 

out’ and the power of reflection for effectively analyzing teaching practice.  In an honest 

assessment of what I took from this semester in the classroom, it would be difficult for 

me to say who learned the most.  What I believe I can say unequivocally is that both 

students and researchers learned much from the experiences this project provided and that 

future student teachers will reap the benefits from our insights. 
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Appendix A  Behavior management self-assessment checklist 
 
 

I attended the 
entire Mod. 

I was prepared 
for class today 
with necessary 
supplies and 
assignments. 

I spoke in 
class 
today 
about the 
day’s 
topic. 

I spoke 
voluntarily 
about the 
day’s topic. 

I was well 
mannered 
and had a 
positive 
attitude. 

I listened 
attentively to 
my peers and 
teacher 

I listened to 
and followed 
directions with 
minimal or no 
reminders 

Class 
Meeting 
Date 

Yes No-
Why? 

Yes No Yes No Yes No 

My 
contribution: 

Yes No Yes No Yes No

 
 

               

 
 

               

 
 

               

 
 

               

 
 

               

 
 

               

 
 

               

 
My goals for this week: 
 
Comments: 
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Abstract 
When students withdraw from your campus due to debt will you be ready?  Are you 
educating students on debt management?  Is it our responsibility?   
 
In this highly interactive workshop, presenters will highlight partnerships between the 
University of Central Florida, Florida Jump$tart Coalition for Personal Financial Literacy 
(Florida Jump$tart) and the Florida Council on Compulsive Gambling, Inc. 
 
Unique opportunities, challenges and strategies in implementing a Financial Literacy 
Campaign will also be shared.  This session should benefit those interested in creating a 
similar program on their campus. 

 

Brief Outline/Description 
The University of Central Florida (UCF) has seen exponential growth in the past five 
years in enrollment.  The University has grown from 36,000 students in 2001 to over 
47,000 students in 2006.  Students today are bringing a variety of issues to the table, 
including not only the number of credit cards that they own, but the amount of debt that 
they carry. 

Many students face financial difficulties during their college careers. Such obstacles often 
become an impediment to successful academic performance and, in some cases, may 
result in their withdrawal from enrollment altogether. Furthermore,  a  poor 
understanding of  financial  and debt management  issues,  and  a lack of  skills  to  
effectively address  them, can lead to deeper financial crises later  in life. 

According to the Nellie Mae Foundation’s 2004 Usage Rate and Trends Report, 76% of 
undergraduates began the academic year with credit cards, 56% of students obtained their 
first credit card at age 18, and the average outstanding balance was $2,169. 

As enrollment continues to increase at the nation’s seventh largest institution, it becomes 
our duty to address the rising amount of debt that students are amassing.  As a result, a 
campus-wide advisory group was formed to explore the financial issues confronting the 
University of Central Florida (UCF) students and to brainstorm possible solutions to 
address the problems. As a result of its initial meeting, the group decided one strategy to 
address the issue would be to launch a “financial literacy” campaign that could educate 
students about better management of their personal finances. The information 
disseminated to students will supplement and expand on what is presently covered briefly 
during new student Orientation, in the “Strategies for Success” course (an elective) and 
the LEAD Scholars Program. Local Central Florida organizations such as the Florida 
Jump$tart Coalition for Personal Financial Literacy and the Florida Council on 
Compulsive Gambling, Inc. have partnered with UCF on this initiative. 

The Financial Literacy Advisory Group (FLAG) was charged with: 
(a.) identifying how we can help UCF students make good decisions about credit, 
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(b.) making any policy recommendations to the University (i.e. credit card solicitations 
on campus), 
(c.) identifying a plan of action to address the issue of credit and debt management, and 
(d.) identifying what we can do differently (assuming the University has programs in 
place to educate students on credit card usage, etc.). 
 
FLAG also received an Information Fluency Enhancement Grant to implement activities 
for this campaign.  Additionally, surveys were developed and distributed to freshmen 
students to measure their financial condition, awareness and ability to identify available 
resources on financial literacy.  A series of workshops will take place throughout the year 
to educate students about debt management.  The Campaign, More $ in the Bank, 
will continue through April 2007 (Financial Literacy Month).  The Internal Revenue 
Service (IRS), Federal Deposit Insurance Corporation (FDIC), Florida Jump$tart 
Coalition! and InCharge Education Foundation have agreed to partner with us by 
providing free workshops and resources to students on campus. 
 
The Florida Jump$tart Coalition for Personal Financial Literacy, Inc. (the "Florida 
Jump$tart") seeks to improve the personal financial literacy of Floridians by focusing on 
the state’s youth by promoting and teaching personal finance skills so that individuals can 
make informed, responsible financial decisions. 
 
Florida Jump$tart Coalition's GOALS:  
1. To identify high-quality personal finance materials for educational use. The 
Clearinghouse is a database of personal finance resources available from a variety of 
education providers such as government, business and non-profit organizations. Once you 
find a material of interest, you can order it directly from the source. Many of the 
materials are low cost or free of charge. Teachers often use these personal finance 
teaching materials to support their state's standards in economics, business, math and 
family and consumer science.  
2. To provide statewide contacts to assist Floridians to obtain training and information on 
Personal Financial Literacy, with special emphasis on its youth, kindergarten through 
young adults. 
 
Florida Council on Compulsive Gambling 

• The Florida Council on Compulsive Gambling (FCCG) is a not-for-profit 501c(3) 
educational and advocacy organization whose primary mission is to help persons 
adversely affected by problem and compulsive gambling. 

 
• Established in 1988, the FCCG maintains a neutral stance on the issue of legalized 

gambling, is a member of the National Council on Problem Gambling and is 
governed by a volunteer Board of Directors. 

 
• The FCCG is funded by the State of Florida and receives additional support from 

membership dues, training fees and donations. 
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This highly interactive session will highlight strategies used to launch “More $ in the 
Bank”, a Financial Literacy Campaign at UCF. 

The presenters will: 
• provide statistics on national trends, 

 
• explore the notion that a financial literacy campaign is necessary on every campus 

and 
 

• provide multiple opportunities throughout the session for participants to share 
information on initiatives (if any) that are taking place on their campuses 

 
Outline: 
I.  Demographic Information (UCF, Florida Jump$tart, Florida Council on Compulsive 
Gambling) 
II. Case Study – UCF’s Financial Literacy Campaign 
  A.  Is a Financial Literacy Campaign Necessary? 
  B.  National Trends  
     C.  Launching a Campaign at Your Institution 
  D.  Identifying Partners 
  E.  Challenges and Opportunities 
  F.  Assessment 
III. Questions & Answer 

 
Learning Outcomes: 
To help students with debt management, participants can expect to: 

• identify available resources pertaining to debt management and financial literacy 
for college students; 

• identify situations that can lead to incurring unnecessary debt and hopefully avoid 
them 

• develop a plan of action in addressing students’ current financial challenges 
 
This session should particularly benefit those who want to learn more about “More $ in 
the Bank” and those who want to implement a financial literacy campaign at their 
campus.  
 
How audience members will be involved 
The program will be highly interactive in which presenters will share relevant, practical 
information, and invite audience members to ask questions, present challenges and 
opportunities relevant to their own campus for discussion. 
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Biographical Sketch: 
 
Fritzlaine M. Powell 
Ms. Fritzlaine Powell is currently the Director of Partnership Development in Campus 
Life at the University of Central Florida (UCF).  Ms. Powell joined UCF in 1999, and has 
held positions in the Student Academic Resource Center, First Year Advising and 
Information Services and Minority Programs in Education. 
 
As Director of Partnership Development, Ms. Powell is responsible for identifying 
programs and services that provide opportunities for collaborative partnerships with 
external stakeholders. 
 
Ms. Powell is the committee chair of the Financial Literacy Advisory Group at UCF. 
 
Ms. Powell received her BA from the University of Florida and her M.Ed from the 
Pennsylvania State University.   
 
 
Rosanna Jacobsen 
 
Rosanna Jacobsen, CRCM, a vice president with Colonial Bank, N.A., is a banking 
professional with over 28 years of experience in lending and compliance. Ms. Jacobsen 
works voluntarily in a leadership role with the Florida Jump$tart Board of Directors and 
its Members, serving as president of Florida Jump$tart Coalition for Personal Financial 
Literacy over the past 4 years. Ms. Jacobsen serves on various task forces and boards to 
promote personal financial education proactively with her time and dedication so others 
can be prepared early on in life and plan accordingly at any social economic level. 
 
Ms. Jacobsen is a mother of four who lives in Central Florida with her husband and her 
elderly mom. Ms. Jacobsen recognizes the difference financial knowledge and 
preparedness can make now more than ever, in the 21st century. Ms. Jacobsen enjoys 
seeing happy faces of informed teachers and students as they work to promote awareness 
early on in life about wealth building and personal finance skills that are life long 
commitments to one’s financial success and future financial fitness, which inadvertently 
affects the economic condition of the entire community.  
 
Ms. Jacobsen believes, “It is our civic duty to leave a solid legacy and a good foundation 
with a sound financial road map for future generations to follow; otherwise they may fall 
into an unnecessary maze of debt, bad habits and costly mistakes with little or no 
negotiating power needed for better pricing, for good credit history and for managing 
their budgets as informed decision makers throughout life”.  www.fljumpstart.org 
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Introduction 

Technology has become an important part of our lives in the modern world. Most 

educational institutions now have access to computers and the Internet and use them as 

part of their language classrooms. In developing countries, technology provides students 

in remote areas with access to a large number of authentic learning resources and 

opportunities to interact with other speakers of the language. Consequently, computer-

assisted language learning (CALL) has received much attention in recent years. 

Kern (2000) suggests that since the World Wide Web provides information in 

texts, sound, and images, students will be exposed to different types of texts, and that 

these characteristics of  the “multimodal electronic environment” (Kern, 2000) will equip 

students with the online literacy needed in the present world. However, he cautions that it 

is the teacher, not technology, that is responsible for the degree to which students will 
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benefit from the available technologies. Therefore, well-structured syllabi are needed to 

insure that the technology employed in the classrooms performs effectively.  

This pilot study is a part of a larger study that focuses on the use of an Internet 

tool called “WebQuests” in the English as a Foreign Language (EFL) class in Thailand. 

This tool is believed to follow the constructivist learning principle, which places 

emphasis on active learning and learner autonomy.  In other words, learners must 

construct their own knowledge, and the role of teacher is changed from a guru who 

transmits knowledge to being a guide or a coach that facilitates the process of students’ 

construction of knowledge.   

This study focuses on the process of how a WebQuest lesson was carried out in 

the classroom. Using a questionnaire, the study also aims to report how the EFL students 

viewed their experiences with WebQuests as a language-learning tool.  

 

Literature Review 

 

WebQuests were first created in early 1995 by Bernie Dodge of San Diego State 

University.  Dodge defines WebQuests as “an inquiry-oriented activity in which some or 

all of the information that learners interact with comes from resources on the Internet” 

(Dodge, 1997). The WebQuest model is claimed to follow the constructivist view of 

learning, which has shifted focus away from traditional, teacher-centered, direct teaching, 

towards a focus on promoting learner-centered instruction, critical thinking and 

cooperative learning. WebQuests are often viewed in terms of their ability to support a 

variety of student-centered approaches, such as problem-based learning, project-based 
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learning and discovery learning (Castronova, 2005; Strickland, 2005; Sidman-Taveau & 

Milner-Bolotin, 2001). This view is a result of the belief that use of the WebQuest model 

matches several of the constructivist approaches discussed above (March, 2005).  

The use of WebQuests for learning subject matter such as the social sciences, 

science, and literature have been documented. However, there have not been any 

previous studies that investigate the use of WebQuests specifically for EFL learning, 

despite several claims of their usefulness in this regard.  The WebQuest model is believed 

to be congruent with communicative goals that can be achieved through a variety of 

second language teaching approaches, such as task-based and content-based learning 

(Stoks, 2002).  A content-oriented task directs learners to focus less on the mechanical 

aspects of a text and more on communicative goals (De Ridder, 1999). 

Even though there is a lack of research on how WebQuests can be used for 

English language learning in ESL/EFL contexts, a few researchers have attempted to 

study EFL learners’ perceptions of the use of the Internet in the classroom. For example, 

a study conducted by Yang (2001) investigated the attitudes and perceptions of EFL 

learners who were engaged in an Internet-based research project in an EFL class in 

Taiwan. The results show that learners found the experience generally positive; however, 

some of them encountered technical and language difficulties, thus causing cognitive 

overload and frustration. The study suggests that it is important to provide help and 

scaffolding in order to orient students to a task for successful implementation of 

technology integration in the classroom. 

In order to investigate the learners’ perception of the use of WebQuests for EFL 

learning, the focus of this current study is based mainly on the framework and instrument 
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developed by Lee and Tsai (2005), who attempted to explore high school students’ and 

teachers’ preferences towards constructivist Internet-based learning environments in 

Taiwan.  The study introduced a framework that illustrates the features of Internet-based 

learning environments. Based on this framework, the Constructivist Internet-based 

Learning Environment Survey Improvement (CILESI) was developed, which includes 

scales concerning ease of use, multiple sources, student negotiation, reflective thinking, 

critical judgment, and epistemological awareness. The ease of use scale aims at 

measuring perceptions concerning the extent to which students view Internet-based 

learning environments as easy to use. The multiple sources scale assesses perceptions 

regarding the extent to which students prefer various information sources and 

interpretations. The student negotiation scale explores perceptions regarding the extent to 

which students prefer the exchange of ideas with other students. The reflective thinking 

scale measures critical self-reflective thinking, and the critical judgment scale assesses 

the extent to which students prefer opportunities to evaluate critically information. Last, 

the epistemological awareness scale assesses the extent to which students prefer to have 

opportunities to explore the value, sources, merit or nature of knowledge. The results 

from the survey indicated that the teachers tended to express stronger preferences for the 

ease of use of Internet-based learning environments,while students tended to express 

greater preference towards the features of student negotiation, reflective thinking, critical 

judgment and epistemological awareness of Internet-based learning environments. The 

CILESI instrument was found to be a useful framework for constructing a questionnaire 

for this current study so that students’ perceptions on various aspects of WebQuest 

learning could be investigated. 
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Context and Participants 

This pilot study took place in an English class at a large university in Thailand. 

The subjects in the study consisted of twenty EFL learners who were enrolled in an 

English Writing class. One unit of WebQuests was implemented during the 90 minute 

class period and the instructor, who was previously introduced to the concept of 

WebQuests, carried out the lessons in the class with the researchers’ assistance. The class 

was a writing class comprised of sophomore students majoring in various fields, such as 

English, Accounting, and Business.  

 

The WebQuest lesson 

The “Solve it With Logics” WebQuest 

(http://www.msu.edu/~reethskr/myweb/gwq/cover_page.htm) was chosen for the class 

because of the applicability of the lesson for EFL learners. The class met in a computer 

room equipped with a computer for every student. The two researchers were there to 

facilitate the class lesson and to answer any questions the students had during the lesson. 

The instructor began with a brief introduction about the WebQuest lesson how to 

complete a task. After that, the teacher grouped students into nine groups of three and 

four and guided them through the introduction page of the WebQuest. Students then read 

the “task” page, which asked them to discover who the murderer was and to construct the 

case file. Then they read the “process” section of the WebQuest, which told them what 

they had to do to construct a case file.  In order to build a case file, they had to review 

case information which described information about the victims. They also had to look at 

the photos of the crime scene and murder victims. Moreover, they needed to look at a 
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sketch of the crime scene drawn by the police to help them see what had happened. They 

also looked at the evidence gathered from the crime scene on the “evidence” page so that 

they could construct the case file.  

Since our time with the students was quite limited, we had to rush them to finish 

the final task within one class period, which lasted one and a half hours. We therefore 

had to modify the task and procedures to fit the available time.  At first, we asked the 

students to complete as much of the evidence table as they could. However, after one 

hour had passed we noticed that the students spent a lot of time reading and were only 

able to finish about one quarter of the assigned worksheet. We, consequently asked them 

to focus solely on the question of who the murderer was. They also had to provide the 

reasons why they thought that person they suspected was the murderer. In addition, we 

emphasized that we would not evaluate them according to the evaluation rubrics on the 

WebQuest because it would put too much pressure on them. Also, since the students did 

not have enough time to complete the table, it would not have been fair to evaluate them. 

Furthermore, we had to skip some of the resources on the WebQuest that were not 

relevant to the task at hand. For example, students did not need to read the resources 

regarding forensic science in class, but they were told to read it after the class. Most of 

the students also did not have enough time to read the “logic and reason” page. Also, they 

were asked to follow only the links they deemed useful to find out who the murderer was.  

At the end of the class, we asked for volunteers to present their findings to the 

class. Each group sent a representative to tell the class who they thought the murderer 

was and why. After each group shared its answers with the class, the teacher asked them 

to write a description of the person whom they thought the murderer was. This 
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assignment corresponded to what the students learned in the previous class  about how to 

write a description of a person.  

As we observed the group interaction, most groups divided the tasks so that each 

group member was responsible for filling out each character’s profile. Some of them used 

the online dictionaries whose links we provided at the beginning of the class. They also 

consulted other group members concerning the interpretation of evidence.  Later, when 

they had to decide who the murderer was, they discussed within their group how each 

piece of evidence suggested the name of the murderer.  

Since this was a writing class, the teacher talked to the students solely in their 

native language, which was Thai. The students also used Thai when discussing in groups 

and presenting in front of the class. The teacher commented that since this class was a 

writing class, she did not want to pressure students to speak only English.  

 

Methodology 

The questionnaire was used to elicit information regarding the students’ 

perception after engaging in the WebQuest activities and was adapted from Lee and Tsai 

(2005)’s Constructivist Internet-based Learning Environment Survey Improvement 

(CILESI). The adapted version of the tool includes four aspects of the Internet-based 

learning experience: ease of use, multiple sources, student negotiation, and critical 

judgment. Moreover, the questionnaire tool from Yang’s study of students’ perceptions 

on learning web-based activities was also incorporated into the questionnaire for this 

study. Seven items were added to the questionnaire concerning the students’ experience 

of English learning with WebQuests. The questionnaire is composed of 26 items written 
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in both Thai and English using the 5-point Likert Scale, ranging from strongly disagree 

(1) to strongly agree (5). There are two open-ended questions that allow students to 

express their opinions about about what they liked or dislike the WebQuest lessons. 

The questionnaire was administered at the end of the class after they had 

completed the WebQuest lesson. The students were given 10-15 minutes to answer the 

questionnaire, and were assured that their answers on the questionnaire would not affect 

their grades. 

Data Analysis and Findings 

 The questionnaire responses were counted and analyzed to find the mean score 

and standard deviation for each item. The responses come from the total of twenty 

students, five male and fifteen female, between 18-20 years of age. They had learned 

English in schools an average of ten years. 

Table 1 below reveals the number of items contained in the five aspects of 

WebQuest learning, as well as the average scores and standard deviation of students’ 

perceptions on the five aspects; namely, ease of use, multiple sources, student 

negotiation, critical judgment and English learning.  

Table 1 Average scores of the five aspects of WebQuest Learning in the EFL class 

Five Aspects 
Number of 

items 
Mean SD 

Ease of Use 5 3.6 0.44 

Multiple Sources 5 3.54 0.90 

Student Negotiation 5 3.52 0.61 

Critical Judgment 3 3.17 0.67 

English learning 8 3.69 0.24 
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The average score of the ease of use (3.6) showed that the students perceived the 

instructions and navigations of WebQuests to be somewhat easy to follow. The mean 

score on the aspect of multiple sources (3.54) indicated a slight preference towards the 

multiple resources contained in the WebQuests. 90% of the students (N=18) indicated 

that they liked finding the information from multiple sources on the Internet. The average 

score of five items involving student negotiation (3.52) suggested that most students did 

have some positive perceptions towards working in groups during their WebQuest 

lessons. The mean score on critical judgment (3.17) did not indicate a clear perception 

regarding their judgments of the resources on the Internet. 45% of the students (N=9) 

responded that they did not believe that all Internet resources on the WebQuests were 

reliable, while another 45% of the class answered that they were undecided on the issue. 

Even though many students overall expressed positive experiences learning with 

WebQuests, the average scores of students’ responses remained neutral with a slight 

tendency towards a positive experience learning English with WebQuests.  This could be 

a result of the fact that they only experienced WebQuest lessons for only a short period of 

time, making it difficult to be certain about how they actually perceived their learning 

experience. An extended period of study should be carried out to obtain a more accurate 

picture of their learning experience. 

The students’ responses in the open-ended section showed that most students 

found both advantages and disadvantages in learning English with WebQuests. Many 

students expressed positive opinions on the variety of information they obtained during 

their Internet search. A number of the students reported that the lesson was fun and 

interesting--they liked the lesson that focused on the inquiry process because with it they 
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learned how to search and gather data and to think critically. They also liked the open-

ended nature of the task in which there was no right or wrong answer. A few students 

reported that they learned several new English words that could be used. One student 

stated that the lesson was very good for reading, but not for writing or speaking. 

Almost all students agreed, however, that the task presented them with too much 

information and for this reason they were overwhelmed by the amount of reading; hence 

their frustration. Some students reported technical issues such as broken links and the 

unfamiliar structure of hypertexts and hyperlinks. Two students expressed negative 

feelings toward reading on the Internet because of the amount of difficult vocabulary they 

encountered. They were frustrated when they did not understand the text and were not 

able to get help from the instructor. 

Discussion 

 The students were found to have both positive and negative experiences with the 

WebQuest lessons, and their responses suggest that teachers must find ways to improve 

WebQuest instruction. Appropriate time allotment, for example, along with careful 

selection of appropriate WebQuest tasks the most important factors. The students should 

be given enough time for their Internet search and reading considering the fact that they 

had just been asked to change the way they read from being heavily guided by the teacher 

to becoming  independent and autonomous readers. This shift of learning styles and 

strategies may overwhelm students and seemed to do so in this study. Modeling and 

scaffolding will help language learners deal with Internet searches and reading tasks more 

efficiently. 
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It is the authors’ opinion that students can fully benefit from such an integrated-

skill class using WebQuests by trying to speak English in group discussion as much as 

possible. Further, the teacher can encourage students by speaking English throughout the 

entire class discussion and during the oral presentations. In this way, students will not 

only engage in reading and writing English but also practicing their oral language skills 

while completing the WebQuest tasks.  The teacher may need to circulate in the 

classroom in order to encourage discussion in English and help students find the right 

words to express their ideas. However, students who are not yet proficient should be 

given the option of speaking in their native language when discussing difficult ideas. 

Collaborative learning through WebQuests relies heavily on group-based tasks, 

and students need to become familiar with group work and understand how they can 

contribute to group discussions in order to take full advantage of WebQuests. The teacher 

may need to model such practices ahead of the actual lesson. He or she may start by 

eliciting ideas from students concerning how a group can successfully complete the task 

in time. They may discuss issues concerning the roles and responsibilities of each group 

member and form the reading strategies necessary to capture the main ideas of the texts. 

In addition, issues regarding technology should also be discussed. Students should be 

given enough time to familiarize themselves with the computer, web browser, and 

presentation applications such as MS Power Point.   

Conclusion 

 To understand how students perceive their learning experience with WebQuests 

would be useful before taking the next step in adjusting the lessons for the students. 

WebQuest lessons offer students and teachers an opportunity to effectively integrate 
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Internet activities into a foreign language classroom where students can focus on meaning 

rather than form. As indicated in the findings, the students found their experiences with 

WebQuests different from what the regular class offered. In order to make the WebQuest 

lessons a positive and enriching experience for ESL/EFL learners, more must be done to 

prepare a well-designed learning environment. It all depends on how well teachers can 

use and adapt this useful tool to create a constructivist learning atmosphere that is 

beneficial for the students.  
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Abstract  

The purpose of this research was to develop a scenario for Khon Kaen 
University’s (KKU) transformation into a research university. The study used 
Ethnographic Delphi Futures Research (EDFR) that consisted of two phases: 1) the 
development of a research university’s indicators by 11 experts, and a contextual study 
of KKU based on the indicators and 2) an in-depth study of KKU as a research 
university that consisted of two rounds of interviews with 15 experts. The first round 
involved in-depth interviews; while in the second round completed a 5-level rating-
scaled questionnaire. Quantitative data were analyzed to determine the median, mode, 
and inter-quartile range.  These results were compared to the following benchmarks for 
forecasting KKU’s possibility as a research university: a median of 3.5 or higher, an 
inter-quartile rating of 1.5 or lower, and a difference between the mode and median of 
no more than 1.0. 

Keywords :  Research University, EDFR (Ethnographic Delphi Future  Research),    
                      futures scenario 
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Background 
  

During the past decade, there was a major effort to reform Thai higher education 
and the National education system.  There were a large amount both of documentary 
studies and other kinds of research studies regarding to Thai Higher Education showing 
threatening dangers from changes and Thai Educational Crisis in every level. Suthum 
Areekul et al., (2000), Charas Suwanwela (2002), Manas Suwan et al. (2002), 
Chalermpow Achalanant et al.(2004), their reports presented critical problems of quality 
of Higher Education which were systems of offering degree level and other major 
problems such as the problem of obtaining unequal opportunity, problem of 
administration and management, problem of personnel quality, problem of lacking of 
independent and quickness, as well as problem of lacking of adequate policy and 
strategy.   

Meanwhile, Thai society set high expectation with desire of higher education 
system paying an important role in problem solving of national crisis in many aspects.  
Besides, after the world conference of “Higher Education in 21st century:  Vision and 
Practice” held on 5-9 October 2000 at the Headquarter of UNESCO, Paris.  The 
conference assured the world declaration of Higher Education for 21st century including 
three major issues:  1) the missions and functions of higher education, 2) shaping a new 
vision of higher education, and 3) from vision to action.   
    According to the above changed trend, it affected policy of national development.  
The government established the guidelines of national development as the national 
agenda, government policy, bureaucratic development system, higher education reform, 
good government of the country.  Besides, there were inevitable impacts of university 
system.   

Recently, the university system was during reform and direction changes into the 
increased competition in world marketing.  There was tendency of changes according to 
trend of world higher education and academic focus.  The aim of higher education had to 
improve academic excellence in research, apply knowledge from research studies for the 
society, culture, and economic development.  The research studies were used as 
development knowledge-based for teaching, and/or providing knowledge.  The 
educational management had to relate to the world of work.  There should be the 
increased long range planning relating to community.  The network and cooperation 
should be created by focusing on the increasing of students’ ability, creativity, and 
analytical thinking, based on responsibility of educational management system of each 
organization which was supported by Weber’s (2000) statement that there were 2 kinds 
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of university missions:  1) the university had to be responsible with and responsive.  The 
responsibility was along range vision in which the university had to take care of and 
serve the social need.  For responsive issue, it was nearby strategy according to short time 
need both economic and social needs of public of the university service.  The important 
mission of university were teaching, providing knowledge, and research which were 
major condition for conducting those missions to be effective for people and society.   

 
 

Significance of the Study 
 

    Khon Kaen University as a leading university of the Northeastern Region had to 
review its status, role, and give an importance to the philosophy and commitment of 
university, specify strategy for achieving quality of goal and academic excellence of 
one’s own institute and keeping pace with changing situation.  The challenge as major 
problem was that Khon Kaen University would do its responsibility to be useful for 
students and society most among marketing competition which would be more violent 
every while.   

If it was looked back during the past 40 years, it could be clearly seen in 
expanding of educational management in every level from Bachelor’s Degree covering 
every course (Health Science, Physical Science, Biological Science, Humanity and Social 
Science)  and extending of enrollment  of  Graduate Students as well as focusing on 
conducting research for an instructional development and establishing the specific 
research center during the 8th issue of University Developmental Plan  (2002-2006) to 
create body of knowledge and apply the research findings in developing the Northeastern 
Region especially during 2002-2006, Khon Kaen University identified its vision as 
follows “Khon Kaen University is a leading university of Thailand as a learning 
university, university with quality, university of community/country development, and 
good administration and management university” (Source:  Khon Kaen Strategic Plan 
2002-2006).   

According to the above statement, the changes of Khon Kaen University 
administration and management could be seen during 4 years supporting trend of world 
higher education and in order to be congruent with policy of Khon Kaen University 
administration in the future.  Therefore, the possible and suitable alternative with Khon 
Kaen University context was the research oriented because it was important thing 
supporting with Manas Suwan et al. (2002) classifying group of university/higher 
education institute focusing on national or research university by giving the supportive 
reasons that Khon Kaen University was educational institute with complete instruction in 
every field of study, with research experience for a long time, and extending instruction 
in Master Degree, Doctoral Degree in addition.  It was an organization which could be 
able to increase teaching research in the shortage field of study.  Besides, the proportion 
of Doctoral Degree lecturers was higher than any other institutes in this area.   

According to the trend pushing from outside, it affected Khon Kaen University on 
implementation of mission based on strategic plan of Khon Kaen University 2002-2006 
and practice plan of Khopn Kaen University administration 2003-2007.  So, Khon Kaen 
University reviewed and adapted  the strategic plan of Khon Kaen University in order to 
keep in pace with changes from outside with increased violence.  Khon Kaen University 
held a seminar for reviewing and revising the strategic plan of Khon Kaen University 
2005-2007 and organized “Khon Kaen University Agenda (KKU AGENDA) by 
specifying goal of Khon Kaen University as a Research University” 
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Objective of Research 
 

Within the context described in the preceding section, the objective of this 
research was to develop a probable scenario of Khon Kaen University’s transformation 
into a research university. Three questions provided the focus for this study: (1) What 
would be the characteristics of Khon Kaen University as a research university? (2) How 
can this goal be achieved? And (3) What institutional mission and strategies will enable 
Khon Kaen University’s administration to achieve this goal during the next decade?. 
 
 

Research Methodology 
 
 The methodology for this study consisted of the following three components. 
 
 

1. Research Design.  This study administered Ethnographic Delphi Future 
Research (EDFR) developed by Chumpol Poolpatarachewin (2005).   

 
2. Research Instrument included 1) the semi-structured interview. The 

researcher prepared data of contextual study of Khon Kaen University based 
on indicator of research university in addition with an interview of the expert 
groups.  In real interview, it wasn’t be strict with framework or arranged 
issues.  It depended on each expert what he/she might expect the possible 
trend of being research university of Khon Kaen University, and 2) 
Questionnaire constructed from the findings of data synthesis from data 
analysis based on the expectation of possible trend of being research 
university of Khon Kaen University by the expert groups.  It was 5 interval of 
rating scale for the expert groups in rating the opportunity of possible trend 
would occur. 

 
3. Data Analysis.  In case of the data from interviewing.  The researcher read 

the interview record and detail from deciphering words from the whole 
interview, typed, and sent the findings of tape recording listening, concluding, 
classifying, grouping the information from interview to each expert to 
investigate, correct, and add statement in addition to the interview in 
frequency of each trend and in an essay form.  In case of data from 
questionnaire, they were analyzed to find the median, mode, and inter-quartile 
range as each item to consider by selecting the possible trend in higher level 
and being congruent with the opinion of the expert groups.  Later on, the 
research findings were presented in table and essay form. 

 
 

Results 
 
 Considering the indicator development, found that the indicator of being research 
university consisted of major indicators in 3 aspects:  1) budget aspect, 2) personnel 
aspect, and 3) instructional and research aspect.  There were 24 sub-factors and findings 
of the contextual study of Khon Kaen University according to the developed indicator, 
found that Khon Kaen University had context congruent with the indicator of being 
research university for the 14 developed sub-factors from 24 factors. 
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However, according to the findings of scenario of being research university of 
Khon Kaen University from the in-depth interview of expert groups, major indicators 
developed 3 aspects to 4 aspects:  1) budget aspect, 2) personnel aspect, 3) instructional 
aspect, and 4) research administration aspect.  There were 86 sub-factors.  The sub-
factors were constructed questionnaire for rating the possible trend from expert groups, 
found that they agreed that “Khon Kaen University had possible potentiality in 
developing for being research university in the future”.  The possible trend which the 
expert groups viewed that it was in “High Level” and over in each aspect Khon Kaen 
University should give an importance as follows:    

1) Budget Aspect including the specification of aggressive policy in increasing 
cost for research support, allocation of budget supporting new lecturers in conducting 
research, adjusting budget system to be congruent with the nature of research in each 
field of study or faculty, and finding donation fund source from outside organization for 
developing research work of the university,  

2) Personnel Aspect including rapidly created professional researcher, developed 
personnel in expert level for receiving scholarship in professional field of study, 
employed professional organization administrators to stay or worked as consultants of 
research project or various institutes, comparative studied of specific expert center with 
foreign countries as a guideline of developing expert center of university,  

3) Instructional Aspect including rapidly set up policy and practice plan based 
on context of each faculty, adjusting base of producing the graduates into studying in 
graduate study, adapting structure of curriculum management, enrolling and instructional 
process with more emphasis in research.  There were collaboration among lecturers, 
teamwork, and students as a working group and collaboration among outside organization 
based on related field of study, the increase of potentiality in academic competition in 
universal level, creating aggressive measure in order to get people with potentiality into 
the system, developing selection system of foreign students in Master Degree and 
Doctoral Degree, enrolling good students with readiness both in academic and language, 
and allocating of scholarship,   

4) Research Administration Aspect including leadership in research of 
administrators in every level, specification of clear vision and mission, determining long 
range direction and plan of research with systematic and unity, encouraging researcher 
group in conducting research collaborated with outside organization in the international 
level, creating “networking” system with work institute with research skill, finding chair 
professor, exchanging personnel with leading universities of the world, encouraging 
research project for post doctoral degree, organizing infrastructure facilitating research 
implementation, identifying product goal of research, supporting research implementation 
in various forms.  There were mechanisms of academic work administration in 
department level or field of study, creating culture of research, encouraging continuous 
research activities, developing research atmosphere in every level of organization.  There 
were systems of following up, assessment, and extending  systems of research findings 
for applying in real life, creating system of management, advertisement, and information 
systems, opening stage of academic presentation in national and  international level 
annually, setting up measures to assess quality and quantity in using various kinds of data 
base of library.  There were work office for taking care of the data base, information 
system presenting data and research findings to the work offices both inside and outside 
the country, marketing and building network of aggressive data base.           
 
 
 
 

2007 HICE Proceedings 
Page 4477



 6

Findings Related to Funding, Personnel, Instruction, 
and Management of Research 

 
The first research phase identified three major aspects of a research university: 

funding; personnel; and the instruction and conduct of research. Twenty-four sub-
elements were also found in addition to the three major aspects. The contextual study of 
KKU found that it had developed 14 of the 24 sub-elements of a research university The 
in-depth interviews with experts in phase two, produced four indicators instead of three: 
funding, personnel, instruction, and research management. There were 86 sub-elements 
attached to these indicators. These sub-elements were used as a basis for constructing a 
questionnaire on the possibilities of KKU becoming a research university and given to 
the experts. The respondents uniformly agreed that KKU has potential for developing 
into a research university. They indicated a "high" level of possibility for each of the 
following four aspects: 

A) On the aspect of funding, experts rated KKU’s highly in terms of 1) setting up 
aggressive strategies to increase research funding; 2) allocating funds to encourage new 
teaching staff to do research; 3) adjusting research funding procedures to be consistent 
with the nature of individual academic fields or faculties; and 4) fund raising from 
outside sources. 
 B) On the aspect of personnel, KKU was rated highly for: 1) immediate training 
and producing professional researchers; 2) provision of scholarships for academic 
personnel to continue their studies; 3) development of support personnel who work in 
research institutes or are involved in research projects; 4) appointment of professional 
administrators to manage research projects of research institutes; and 5) a comparative 
study of the University's research centers with those of foreign countries in order to 
upgrade them. 
 C) On the aspect of instruction KKU was rated highly for: 1) policy and action 
plans suitable for each faculty member; 2) enlargement of the University's graduate 
programs of study; 3) adjustment of curricular structures; 4) focus on research activities; 
5) use of instructional approaches that emphasize research projects in which the 
instructors, their work teams and students work together to achieve a goal; 6) cooperation 
with external organizations to increase international competition potential; 7) institution 
of aggressive measures to recruit competent persons to work for the university; 8) 
admission of students who are competent in both academic matters and the English 
language; and 9) the allocation of scholarships. 
 D) On the aspect of research management, KKU was rated highly for its 
possibility relative to: 1) leadership that includes administrators at all levels who have 
considerable research experience; 2) stating a clear common vision and mission as a 
research university; 3) formation of systematic research schemes for working 
cooperatively with international organizations; 4) revision of the direction and long-term 
work plans for development of a distinct research system; 5) "networking" with 
organizations that are well-versed in research matters; 6) recruitment of a professor to 
chair development of research activities, exchange of research experts with the world's 
leading universities, and support of post-doctoral research projects; 7) providing an 
infrastructure that would facilitate research activities; 8) setting goals for the output of 
research activities; 9) establishing employment rules or criteria for recruiting qualified 
teachers; 10) encouraging research activities and creating an atmosphere of research in 
academic departments; 11) creating a culture of research; 12) developing follow-up 
procedures to assess and extend research for practical purposes; 13) organizing annual 
conferences or seminars at both national and international levels to create an opportunity 
to present research findings; 14) emphasizing international publication of research; 15) 
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establishing measures to assess the quality and amount of database use in University 
libraries, or alternatively, setting up a unit to manage the entire database system; 16) 
keeping in touch with outside organizations, and doing marketing; and  17) creating an 
aggressive database to network or distribute data and research results to national and 
international organizations. 
 
 

Recommendations 
 

The results of this study led to the development of recommendations in three 
areas. These recommendations are explained in the following sections. 
 

1. Recommendations from the research findings 
According to the findings agreed by the expert groups that “Khon Kaen 

University could develop for being research university in the future”.  Besides of 
depending on the possible trend in which the expert group viewed that it was in “High 
Level” as the above conclusions.  Khon Kaen University should give an importance to 
possible trend in which the expert groups viewed that it was in “Moderate Level” for one 
amount of number as well because from the first cycle of research findings, found that it 
was also the trend as indicator of being research university as well.  Although the 
research findings of this study might be found that the possible trend was in “Moderate 
Level”, the changed situation might become the possible trend in “Higher Level”.  
Therefore, there should be study and analysis for applying based on appropriateness in 
each aspect as follows:  1) Budget Aspect was a support of research findings in each 
department, field of study, or faculty until it could be registered as intellectual property in 
order to receive income for university, 2) Personnel Aspect was an employment of 
professional organization administrators with working experience with academic research 
center for management of resource usage in order to get increased efficiency such as the 
administration, using of information data base systematically and linking research 
network in the international level, 3) Instructional Aspect was the increasing of higher 
proportion of foreign students, offering more of the Bachelor’s Degree Curriculum for 
special ability persons, finding measures of motivating famous lecturers with quality of 
performance from different countries for teaching in graduate study, and motivating 
lecturers, researchers, academics, consultants with high specialty from foreign countries 
for collaborating in offering graduate study, and 4) Research Administration Aspect, the 
overall of trend in this area, the expert groups gave an importance and viewed that it was 
a weak-point of research system which needed to be given special attention. 

 
2.   Recommendations for application 
 

1.1 A Case of Indicator  The indicator of being research university 
developed from this research study caused from an analysis study of 
related literature from various sources.  But most of them came from 
countries in the Western part of the world.  Although there was a 
confirmed investigation of indicator from 11 national experts to apply in 
offering an explanation of be4ing research university of Khon Kaen 
University, Khon Kaen University and/or university/other institutes with 
desire of application should review and/or adjust more for using 
adequately with real context of university.    
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1.2 A Case of Information System of Khon Kaen University 
 

According to the practice of field data gathering of this study, the 
researcher found problems of information and technology administration 
of Khon Kaen University which could not be able to search for 
information and/or bring evidence in many aspects from responsible 
offices for findings integration and presenting as information showing 
recent context of Khon Kaen University clearly.  In practice, the university 
might implement this thing, but6 there was no information use for 
systematic searching.  Therefore, if Khon Kaen University had an 
objective of developing for being research university, it should give an 
importance to information and technology development congruent with 
indicator of being research university which specified by the university.  
In the meanwhile, it should be directly responsible in monitoring, 
following up, and including the aggressive policy system toward society 
of Khon Kaen University continuously, using information and technology 
based on indicator in comparison with other institutes with the same 
context in order to find efficiency in improving Khon Kaen University 
level into future research university. 
 
 

1.3 A Case of Research Organization 
 

According to an in-depth interview with the expert group of this study, 
found that the expert group focused on the success of being research university by giving 
an importance to research study and research system in research policy, direction, and 
plan of university with long range planning for developing research system with unity, 
rapidly creating professional researchers both in individual level and organizational level 
in order to developing organizational culture with recognition of research importance.  
The researcher viewed that Khon Kaen University should bring the recommendations for 
success from the expert groups in encouraging the work office “Every Level” as research 
organization in levels of university, faculty, department, and field of study.  There should 
not be an emphasis on an encouragement only “University Level”.  Besides, the 
administration should focus on collaboration of Khon Kaen University Public in every 
level to be “Society Commitment of the member in work unit of each level from small 
unit to large unit respectively until reaching university level”.  The researcher believed 
that collaborative rational and goal setting by oneself from bottom-up would create 
success in developing Khon Kaen University for being research university more than 
being desire specified from university down to lower work unit as the top-down type. 

 
 
1.4 A Case of Research Cultural Development 
 

According to an in-depth interview with the expert groups of this study, 
they still gave an importance to “Building of Research Culture” in 
individual level , group/network, faculty, and university.  Owing to the 
expert groups’ opinion, “research culture” was defined as a perspective or 
viewpoint of human whether he/she had his/her own research culture.  It 
referred to an alertness, interest, enthusiasm of human in learning the 
research material and new research methodology.  The research culture 
occurred from spiritual mind, Khon Kaen University didn’t have to 
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concern with being research university.  But, the research culture was 
opposite with direction with Thai culture because Thai people were ethnic 
who scarcely accepted any criticism.  Therefore, Khon Kaen University 
should strictly analyze an organizational culture in order to make clear of 
context of academic culture reflecting the society way of life in their 
behavior, belief, attitude, and value of an individual or group of people 
toward research for benefit from the stated information and technology in 
an administration creating climate and research culture, recognizing 
research value existing in every personal level and every type in 
university, and looking for the measure supporting facilitated factor on 
practicing research mission with uniqueness in order to encourage Khon 
Kaen University to be long lasting research university in the future. 

 
 

2. Recommendations for future research 
 

2.1 Following-up, assessment, and/or adjusting of indicator of being research 
university developing from this study.  If it was used for a  period of time 
to be appropriate with the possible changed situation.  There should be a 
study of an intensive study to develop indicator to be congruent  with the 
mission and possibility of each faculty in the future. 

 
2.2 The research study of the impact from external factor which might affect 

the right direction of long range plan or strategic plan of university as well 
as research study of internal factor of institute regarding to the strength, 
weak-point, opportunity, and threatening factor, problem, or obstacle on 
achieving the state of being research university of Khon Kaen University 
periodically should be conducted so that the determination and practice 
based on an operational plan were efficient and effective should be 
conducted. 

 
2.3 The policy research for integrating the vision and mission of university in 

various aspects with unity and same direction systematically, 
communication and public relation to be perceived, aware, and 
collaborative practiced of Khon Kaen University society.  In the 
meanwhile, the research and policy research should be conducted for 
integrating the strategy, measure, or practice guideline t6o achieve the 
excellence of Khon Kaen University in various aspects.  There should not 
include the separation of strategy, measure, or practice guideline.  It might 
cause the repetition and wastage resource . 

 
2.4 The developmental research should be conducted by focusing on 

searching for research or building new body of knowledge as well as 
creating research climate and culture as the way of life in daily work 
occurring with every level and type of personnel in university.  It should 
be conducted by heart, faithfulness, and confidence in research value. 
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Introduction 
 There are many obstacle factors for teachers  to achieve the goal of 

mathematics instruction. Student’ s  individuality  is one of the factors that teachers 

should take into the consideration. In  actual situation, teachers cannot serve all 

students’ needs at the same time.  After teacher has given a lecture, some 

students may  understand the content  while  some may not.  The students who 

continue the  next  lesson without understanding the previous lesson  may create 

some instructional problems.  For example, students who could not follow the 

lesson do not want to attend the class while smart students would be bored 

because they  have already understood the content.  Department of Mathematics, 

School of Science and Technology , Bangkok University, has tried to solve such 

the  problem by developing the appropriate curriculum that concerns on students’ 

characteristics and their mathematical backgrounds.  However, there are some 

students still have problems with the Fundamental Mathematics course, the 

courses that all students must take in the first year.  Therefore, the Department of 

Mathematics has provided the tutorial supporting program  for students who lacked 

of the background in mathematics  as an optional course.  

 The tutorial supporting program is an extra tutorial course provided for some 

students and is managed by the Department of Mathematics, School of Science 

and Technology, Bangkok University.  The objectives of the program is  to 

supplementary  teach and make a review  of contents for the  students who could 

not follow the lessons in the class. In the  tutorial class, teachers will revise 
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what the students have learnt in the main class and  give extra exercises .  With a 

small number of students per class, students have  more opportunities to ask 

questions.   The tutorial supporting program is an option to help students who have  

low scores get success in mathematics learning.  However, the tutorial supporting 

program is operated in evening time(4:30pm), students who live far  from the 

university  or do not  have their own cars  could not take the program. 

Subsequently,  it would be better for  the Department to  explore  other alternatives  

to help the students if the tutorial program does not meet its objective.  This is the  

reason  for the researcher to study  the mathematics achievement between 

students who undertook the tutorial supporting course and those who did not in 

order to learn  how the program has worked.   In addition, the researcher also 

studies students’ opinions and problems occurring in the  Fundamental 

Mathematics course for  further development.  

 
Objectives 
 The objectives of the research are: 

1. To compare the Fundamental Mathematics study achievements 

between the students who undertook the tutorial supporting course and those who 

did not. 

2. Study the students’ opinions, suggestions and various problems 

relating  to  the Fundamental Mathematics instruction. 

 

Hypothesis 
 The achievement in the Fundamental Mathematics  study for the students  

who undertook the tutorial supporting course is  higher than the achievement for 

those who did not. 

 
Anticipated   benefits 

1. To investigate students’ opinions towards the Fundamental Mathematics 

course. 

2. To investigate   students’ problems occurring from the Fundamental 

Mathematics instruction. 
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3. To acknowledge students’ suggestions on  the  Fundamental Mathematics 

instruction and to make use of  the research results  for further planning  and 

development in order to meet  the  students’ needs. 

4. To obtain a guide line to improve the tutorial supporting program  to be more 

effective in  order to meet the students’ needs. 

 
Limitations for  the  research 
 1. At   the first period of the Fundamental Mathematics course, the teacher  

was commissioned to give a test  to the students. The test was aimed  to monitor 

the students’  mathematics background. It consists of   20 multiple-choice 

questions, worth 20 points and  it took 50 minutes to complete.  Each teacher  took 

responsibility of conducting the test for his or her own section.    Students used 

their test results to make  decision of taking the tutorial supporting course. 

However,  The test scores may not  be inaccurate as it could be  because the first 

periods of  all sections were not  the same  time  periods . Consequently, there 

might be some students  who had already taken the test revealed  the  test  to the 

others. Moreover, the student knew that the test scores did not effect  their 

grades ,as some students did not spend  their whole efforts on it. 

2. Another limitation for this research is that the questions in the test 

mentioned above were prepared by the committee set up by the Department of 

Mathematics and it was treated as confidential . There for the researcher did not 

have the chance to evaluate the equality of the test questions. 

 
Agreement 
 Students who had equal scores on the mathematics background  test  

implies  that they had  equal  ability in  learning the Fundamental Mathematics 

course. 

 

Definitions 
1. Achievement  in  the Fundamental  Mathematics study  refers to the 

obtained scores  from  the Fundamental Mathematics course. The scores consists 

of 2 test scores, midterm exam scores and final exam scores. 

2. The tutorial supporting program refers to the after- school tutorial 

program designed to help students who were not able to follow the lessons in class.  
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The  lessons  in the regular class  were reviewed to help students for more 

understanding and reach the learning objective. 

3. Control group  refers to a  group of 64 students who did  not take the 

tutorial supporting program. 

4. Experimental group refers  to a group of 64 students who took the  

tutorial supporting program. 

      5. The Mathematics Fundamental knowledge refers to means students’ 

mathematical knowledge background before they  entered  to Bangkok University. 

6. Opinions on the Fundamental Mathematics Instruction refers to  the 

opinions given by students who answered the questionnaires  about mathematical 

learning behavior.   For example, contents, instruction, and problems occurring in 

the  Fundamental Mathematics course. 

 

Methodology 
 This research is a kind of  experimental research.  The statistical population 

and the sample are as follows: 

 

  The population of the research consist of  2,470 undergraduate 

freshmen, from the regular programs of the schools of Business Administration and 

Accounting, Bangkok University. These students  registered for the Fundamental 

Mathematics course in the first semester, academic year 2004. 

              
  The sample consists of 128 undergraduate freshmen selected  from 

the regular programs of schools of Business Administration and Accounting, 

Bangkok University, who registered for the Fundamental Mathematics course in 

the first semester, academic year 2004.   The sample were divided into 2 groups 

as follows: 

1. The experimental group consists of 64 students who took the 

tutorial supporting program of the Fundamental Mathematics course in the first 

semester, academic year 2004.    

2. The control group consists of 64 students who did not took the 

tutorial supporting program of the Fundamental Mathematics course in the first 

semester, academic year 2004.  The control group was selected by matching 

method. By this method, the students  in the group  were matched with the 
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students in the experimental group based on the scores obtained from the 

mathematical background test. 

 
Research tools 
 This  research used the following tools: 

1. Questionnaire to explore opinions on the Fundamental 
Mathematics studying 
The questionnaire consists of 3 parts as follows: 

Part 1 Student’ s personal data. This part consists of  fill in the blank 

and multiple - choice questions. 

Part 2 Student’ s opinions on  the Fundamental Mathematics course. 

The questions were asked  before midterm  exam and before final exam with  5 

levels of  acceptation , 5, 4, 3, 2 and 1 that refer  to “highest” , “high”, “average”, 

“low” and “lowest” , respectively. 

Part 3 Open-end questions.  Students  were asked to express their 

comments  and opinions on the Fundamental Mathematics course and the tutorial 

supporting program before midterm  exam and final exam. 

  2.  Test of  the mathematical background 
The reliability of the test was 0.884. 

3.  The Fundamental Mathematics Tests and Exams 
These tests and exams measure the  achievement  on the 

Fundamental Mathematics course.  

1) The first  test:  The reliability of the test were 0.862 and 0.836 

for set 1 and set 2, respectively. 

2)       Midterm-exam :  The reliability of the exam were 0.858 and 

0.864 for set 1 and set 2, respectively. 

3) The second  test:  The reliability of the test were 0.830 and 

0.863 for  set 1 and set 2, respectively. 

4) Final-exam : The reliability of the test were 0.837 and 0.836 for 

set 1 and set  2, respectively. 

2007 HICE Proceedings 
Page 4487



 6

Data Collection 

The  researcher collected the data in the first semester, academic year 2004 

(June-October 2004).  The teacher of each section circulated  and collected the 

questionnaires to and from the students  in his or her section. 

 

Data Analysis 
 The  researcher utilized  SPSS for Windows and descriptive statistics  to 

analyze the data 

1) Using  descriptive statistics  to analyze the  basic statistics : 

On part 1 and   2 of the questionnaire, the researcher used mean ( x ), 

standard deviation (SD), and percentile to analyze the data. 

On part 3 of the questionnaire which contains open-end questions, the 

researcher collected  all the opinions  from  both control and experimental groups. 

2) Analyzing the mean ( x ) and standard  deviation (SD) of all students’ 

scores in control and experimental groups  and using t-test (Paired-Samples T 

Test) to compare the achievements  between  students who undertook the tutorial 

supporting program and those who did not. 

 

Results 
 The results from  this research revealed the following: 

1) Average score of the students who took  the tutoring program was 

higher than that of the students who did not .  However, the difference of the 

scores were not statistically significant at 0.05 significant  level. 

2) Students’  opinions about mathematics instruction from both groups 

(Tutored students and non-tutored students) were  all alike.  The opinions indicated 

that they could apply the mathematics knowledge  in their daily lives.  The research 

also revealed that students who lacked the background in mathematics and those 

who finished vocational schools had to spend relatively long time to follow the 

lessons.  As for the learning behaviors, most students spent insufficient time to 

follow the lessons and to review the lessons or do their homework which leaded to 

incomprehensiveness for the complicated topics.   
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              Abstract 
 
 The  purposes  of   this  research  were    develop  

Thai  Teacher  Professional   Aptitude    
Test   (TPAT)   for  teacher  student .  The  procedure  of  
the  study  were  as  fellows :   

1) Using  the  process  of   future   research   called   
Ethnographic   Dephi  Future  Research   

(EDFR)  to  study  and  examine  which  factor  most  
contribute  to    aptitude  from  teacher  professional  
standard . 

2) Develop  the  test  by  combied  factors  of   
aptitude  from      teacher    professional 

standard  with    Aptitude  Test  for  teacher . 
3) Try-out  the  test  with  teacher  student  tested  

item  difficulty , discriminating    power 
1  to  select  good  item . 

4) Using   the   revised   test   with  a  sample   of  
teacher  student  for  verified  the  test   

quality .  The  sample  select  from  student  all  over  
Thailand  by  using  multi–stage  sampling . 

5)  Constructing  the  norms  and  showing  between  
raw  score , percentile   and   normalized   

T-score  which  was  derived  from  raw  score . 
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Educational  research  and  psychology,  Faculty  of  Education,  
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      Introduction 
The  educational  reform  is  proceeded  to  solve  the  

problem  concerning  the  quality  of  national  education.    
The  National  Education  Act  B.E 2542 (1999)   state  that  
the  mapping  out  of  the   educational  administration  
plans  must  be  centered  student.  The  education  
institutes  are  respossible    for  developing  young  people  
to  be    perfect  persons  capable  of   learning  and   
working.  The  development  of   the  national  education  
in  accordance  with  the    National  Education  Act.B.E 
2542 (1999)  must  be  ensured.  Therefore,  it  is  
nessessary  that  good, proficient  and  quality  teachers  
production  system  should  be  established.    Then  the  
author  is  interested  in    developing  the Thai  Teacher  
Professional    Aptitude  Test (TPAT)  that    mixs  model  
between   aptitude  test  for  teacher   and    aptitude  from 
Thai  teacher  professional  standard.   Therefore , the  
author  would  apply  Item  Response  Theory  to  analyst  
item  parameter  and  person  parameter .   The  
construction  and  development  system  display  in  figure 
1. 
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Construct :  Thai  Teacher  Professional    Aptitude  Test  -  

TPAT 
 

                                         Specific  of  the  construct  
factors 

 
1.Factor  from Thai  teacher  
professional  standard         
(EDFR) 

 2.factor  from  aptitude  for  
teacher 

 
 

Development  of  TPAT (Draft) 
 
 

         
              ContentValidation  Pilot  
testing  of 

1.External  Review  TPAT (Draft) 
2.Theoritical  Support 

          
      Empirical  Validation 
      Exploratory  Studies 
      On  Data  Set 1 
 
      Empirical  Validation 
      Confirmatory  Studies 
      And    comparing   the   
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Score  of  known  group 
        Appoarch On  Data  

Set 2 
 
 

          TPAT (Refined) 
 
         Norm Constructio 

Research  Method 
 The  research  desire  was  based  on  research  and  
development.  There  were  seven  phases  :  Phase 1 : To  
involved , respectively , the  initial  specification  of  the  
factors  of  Thai teacher  professional  standard  and    
Aptitude    Test  for  teacher.   Phase 2 :  To  construct  of  
items  in  draft  from.  Phase 3  :  Using  feedback  from  
external  reviewers  and  expert  of  measurement  and  
evaluation  on  education  and  theoretical  support  of  
item  that  were  revised  or  deleted.  Phase 4 :  The  draft  
instrument  was  pilot –tested  on  small  group  of  teacher  
student. (n=200)  Preliminary  evaluation  of  item  
statistics  by  using  Item  Response  Theory  led  to  
furture  changes  in  the  TPAT.  Phase 5 :  More  formal  
empirical  validation  efforts , based  on  data  from  a  
select  sample  of  level-1  teacher  students.(n=2,100)  
Empirical  validation  generated  data  set 1 (n=400)  
fexploratory  studies.  Phase 6:    Empirical  validation  
generated  data  set 2 (n=1,700)  for  2  stage.  Stage 1  to  
study  the  confirmatory  factor  analysis (CFA)  technique  
that  was  employed  in  a  strictly  confirmatory  mode , 
namely , check  for  data-mode  fit  and  stage 2  to  
compare  the  score  of  known  group  appoarch.  As  a  
final  step , descriptive  statistic  and  Cronbach’ s  alpha  
reliability  were  examined  for  scores  on  the  validated  
factor  structure  (latent  factors)  of  the  TPAT.  Phase 7 :  
To  construct  norm  by  showing  the  norm  in  the  table  
of  relationship  between  raw  score  percentile  and  
normalized  T-score , which  was  derived  from  raw  
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score  of  teacher  professional  aptitude  in  each  factor  
and  in  the  over  all  picture. 
Data  Sources 
 The  target  population  were  teacher  students  who  
were  level-1  in  the  Faculty  of  Education  at  university  
all over  Thailand.  The  sample  were  2,300  at  
universities  in  Thailand  that  were  selected  by  multi-
stage  sampling. 
Data  Collection  and  Data  Analysis 
 Data  were  collected  by  interview , survey  and  
data  recording  by  testing.  Content  validation  and  
inductive  method  were  employed  for  qualitative  data , 
where  as  descriptive  statistics  comparison  of  means , 
standard  deviation , range , skewness   and  kurtosis  
coefficient.  Using  Item  Response  Theory  to  employ   
item  parameter  and  person  parameter.  An  exploratory  
factor  analysis , using  a  principal  axis  factor  extraction  
procedure  followed  by  promax  rotation  of  factor  and  
by  using  confirmatory  factor  analysis. 
 
 
Research  Instrument 
 Based  on  an  aptitude  from  Thai  teacher  
professional  standard  and    Aptitude  Test  for  teacher , 
the component  of   Thai  teacher  professional  aptitude  
test ( TPAT) were  identified.  The  component , as  follows 
, served  as  subdomain  for  categorizing  TPAT  items.  
Individual  item  employed  order , multiple-choice  4-
alternative  type  appropriately  matched  to  the  items’  
content. 
 Research  Result  
 The  skewness  and kutosis coefficient  indicated  no  
major  departures  from  normality , supporting  the  use  of  
normal  theory , maximum  likelihood  estimation  
procedures  in  subsequent  CFA  analysis.  Exploratory  
work  using  principal  axis  factor  extraction  supported  a  
structure  and  a  more  constrained  structural  model  
yielded  satisfactory  fit  values.   Confirmatory  work  with  
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a  data  set  showed  little  slippage  in  fit  and  comparing  
the  scores  of  known  group  technique  showed  the  
different  aptitude  score  between  professional  teacher  
and  teacher  student.  Internal  consistency  reliability  of  
data  from  subdomain  ranged  from  very  high  to  
satisfactory.  According  to  the  norm  construction , 
showing  the  norm  group  between  raw  score , 
percentile  and  normalized  T-score , which  was  derived  
from  raw  score. 

Conclusion 
 Thai  Teacher  Professional   Aptitude  Test ’ s  
factors  were  meaningful  and  the  scores  would  allow  
inferences  on  the  targeted  process  and  input  variable.  
The  accumulated , cross-validated  evidence  on  content 
– based  validity , criterion  validity , construct  validity  
included  internal  factor  structure  and  known  group  
technique    and  reliability  of  the  refined  TPAT’ scores  
should  facilitate  more  defensible  use  of  subdomain  
scores  for  the  stated  purposes.  Future  studies  should  
also  examine  how  well  the  subdomain  scores  
converge  with  other  measures  of  the  same  construct. 
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School, Virginia, and Ocracoke School, North Carolina. 
by 

Alvin C. Proffit 
 
 

Introduction 
 
What does the highest peak in Virginia and an outerbank Island in the Atlantic Ocean off the 
coast of North Carolina have in common?  They both have a very unique school.  These schools 
are Mount Rogers Combined School in Grayson county, Virginia and Ocracoke School in Hyde 
County, North Carolina.  These two schools may be hundreds of miles apart and on different 
ends of the geographic continuum and on the surface may appear to have very little in common, 
yet in some ways Mt. Rogers Combined School and Ocracoke School are twins.  Maybe this 
extreme differences in geography ensure that they are fraternal twins rather than identical twins, 
but twins nonetheless.  They both house all grades K-12, they are both rural, and they both are 
isolated because of geography.     
 
Both face common problems that are inherent to their situations, and both offer creative 
solutions to overcome these problems.  This paper will examine these two very unique, and in 
my mind, very special schools. 
 
Both embody a lot of what we say we want and need in education, yet we rush away from 
making these embodiments reality.  Neither of these schools capture the essence of economy of 
scale, and as a matter of fact violate this kind of educational thinking driven by monetary 
reasoning.  It know may be heresy to suggest this, but educators often make decisions based on 
the dictates of politicians, and politicians often make decisions based on money, or lack of.  As 
educational administrators we know that and yet stay carefully subservient to the political mind.  
So, as a result we do things such as close community schools for the convenience and money 
saving larger schools.  One of these schools, Mount Rogers, is in danger of this, and has been for 
a long while.   
 

The Schools 
  
Mount Rogers Combined School borrows its name from beautiful Mount Rogers, the highest 
peak in Virginia.  The second highest peak, Whitetop looms close by.  The terrain is harsh year 
round and can be unforgiving in the winter.  With an elevation of 5,729 feet above sea level 
snow and ice present significant problems for the school during three of the four seasons.  The 
fact that the elevation of Mt. Rogers is higher than Denver Colorado (5,280 feet above sea level) 
begins to put the story of this unique school into perspective. 
 
The safe transportation of students become nearly impossible many days in the winter, and the 
district has a policy where Mt. Rogers School can have school cancelled without the other 
county schools being shut down.  One teacher interviewed as a part of this research told me that 
there has been measurable snow in eleven of the twelve months.  The scenery is staggering 
during all four seasons of the year year.  The people are fiercely independent and hold steadfast 
to community values. 
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On the other end of the elevation continuum is Ocracoke School.  Ocracoke School is located 
just at sea level on the 14 mile long Ocracoke Island.  The island is rich in history and folklore 
and has a natural beauty that makes it a paradise in the summer worthy of a Jimmy Buffett song 
complete cheeseburgers and tourists baking in oil.   
 
Much like Mount Rogers, it is isolated by geography, and certainly at times by weather.  For 
example, when winds reach a certain speed in the sound between the island and the mainland the 
ferry system that connect the island to the mainland ceases to operate.  It is worth to note that the 
strength of the wind needed to isolate the island in regard to mass transportation is much less 
than tropical storm strength winds.     
   
The problems of providing equitable educational opportunities for the students of Mt Rogers and 
Ocracoke are considerable.  Ironically, substantially more money per student is spent on the 
educational process at these schools, while in some ways the appearance that just the opposite is 
true.  This creates a double edged problem for the school districts’ central administration and 
Boards of Education.  For example, some county residents in Grayson County, Virginia, 
complain that too much money is being spent at Mt. Rogers for too few students, and that they 
should be consolidated into Grayson County High School which is a bit over 30 miles from 
Mount Rogers.  Citizens in the communities served by Mt. Rogers Combined School argue just 
the opposite.  They would like to see more money coming to their school to ensure that their 
children get the same as educational opportunities as all other children of the district.  They point 
to the fact that at times Mt. Rogers’ Combined School gets hand-me-downs from other schools, 
and in some cases this is true, but they are not the only school to receive hand-me-downs.  
Sometimes entire schools are hand-me-downs.  An example is when an “old high school” is 
turned into the “new middle school” once the “new high school” is built. 
 

Literature Review 
 
A review of the literature regarding school grade level configuration confirmed the assertion of 
Franklin and Glascock (1998) that little research has been done on schools that inclusively house 
grades PK/K-12.  As a matter of fact they report that there is very little work on school 
configuration at all.  They report that the work of Wihry, Coladarci, and Meadow in 1992 was 
the first research on grade configuration in nearly a decade, and that very little research has been 
done since. 
 
Even when research has been completed on grade configuration, it has revolved primarily around 
adolescents and middle schools (Franklin and Glascock, 1998).  It is also worth noting that some 
of the research that has been completed seemingly disagrees with current educational thinking.  
For example, the concept of PK/K-8 is apparently more beneficial than originally thought.  
Franklin and Glascock (1998) found that students in K-8 settings show greater degrees of self 
esteem when compared to school systems that utilize the K-5 and 6-8 configuration.  This was 
especially true for female students.  Likewise, research comparing data between grade spans K-8 
and 6-8 compared data between indicated that that for a fixed allocation of dollars the K-8 grade 
span produced the best academic results (Colodarci & Hancock,  2002).   
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When researching the literature on grade configuration, the PK/K-12 model is rarely even listed 
as a viable choice.  Yet, the fact remains that there are schools with this grade configuration still 
in operation. This would seem to run counter with current educational wisdom suggests a need 
for research in this area.     
 
Franklin and Glascock (1998) report that “educators have failed to reach a consensus regarding 
which grade configuration offers the best educational opportunities for students” (p. 149).  They 
go on to report that “either there is much confusion about how to achieve a good (or best) 
learning environment or school context does not appear to play a role in these decisions” (p. 
156).  Similarly, Anderman and Machr (1994) found that few educational reform efforts consider 
the motivation and development needs of children. Schlechty (1990) stated that different visions 
of schools have "led to the chaotic, confusing, and internally contradictory structures that typify 
schooling in America today" (p. 18).  Even more to the point, Franklin and Glascock wrote that 
“the basic assumption, it appears, is that the grade configuration of a school has little or no 
relationship to school performance” (p. 149).   
 
However, the importance of studying school configurations is seen in the work of McPartland, 
Coldiron, and Braddock, (1987) who report that grade configurations of schools are strong 
predictors of school practice.  Student attitude (Blyth, Hill, & Smyth, 1981), social adjustment 
(Wihry, Coladarci, & Meadow, 1992), and variations of suspensions and expulsions (Kennedy, 
1993) have also been linked to school configuration.  Simmons and Blyth (1987) found that 
many female students entering middle schools suffer from a lowering of their self esteem that 
same aged female students in K-8 schools do not experience.  Simmons and Blyth (1987) also 
report that this deterioration of self esteem continues into high school. 
 
There are multiple reasons for various configurations used by "school architects" as they design 
the way we group our children as we educate them (Johanningmeier, 1980, p.146). Child 
development levels, emotional needs, educational theory, administrative needs, the need to 
desegregate, population pressures are all listed by Franklin and Glasscock (1998) as reasons that 
we configure our school systems as we do.   
 
It appears from a search data base of the Common Core of Data (2000), the Department of 
Education's primary database on public elementary and secondary education in the United States, 
that the schools that are PK/K-12 in North Carolina, South Carolina, Virginia, and West Virginia 
are almost exclusively located in rural areas.  Furthermore, it appears that each of these schools 
are geographically isolated from not only from the rest of the school system, but in some way 
larger society in general.  This can present a twofold problem for these schools.   
 
First, this isolation from larger areas results in a certain sense of cultural isolation.  This cultural 
isolation is as important to understand as the physical geography that creates the need for the 
isolation.  Second, is that “rural schools in many states are disadvantaged by public school 
funding systems” (Dayton, 1998, p. 142).  Dayton also writes that “many children attending 
these under-funded rural schools also live in poverty and have exceptional education needs” (p. 
142).  Scherer, Nagel, and Lee, (2000) echo Dayton’s concerns.  They state that “this 
socioeconomic disadvantage, ethic diversity, and rural geography complicate efforts to serve the 
needs of the rural youth” (p. 22).  
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Jonathan Kozol (1991) and Ruby Payne (2001) have done significant work on the impact of 
poverty on children and school systems.  Their work often deals with urban youth but seems 
appropriate when considering the topic of this paper. 
 
This under funding or rural schools has led to many school systems to the initiation of 
consolidation in order to conserve much needed resources.  School consolidation was thus 
championed in the name of efficiency (deMarrais & LeCompte, 1995).  However, in 1962, 
Callahan wrote that this idea of the "finest product at the lowest cost" (p.244), borrowed from 
American manufacturing did not transfer well into educational organizations.  Callahan offers 
the proposition that the idea of efficiency, focused upon lowest cost at the expense of the finest 
product.  While there are numerous arguments for and against consolidation the argument is not 
a new one (Feldmann, 1999).   
 
Weiland and Ervay (2000) assert that “As much as rural educators dislike a ‘power in numbers’ 
adage, there is considerable truth to it.”  If true, this would seem to support the proponents of 
economy of scale, which has been used as a rationale for rural school consolidation (Tholkes & 
Sederberg, 1990).  
 
There are other reasons besides money given by those that champion the cause of consolidation. 
 Blyth, Simmons and Bush (1978) offer the idea that greater socialization occurs if different 
schools are involved in a child’s education.  Providing expanded academic and vocational 
curricular opportunities, extracurricular offerings, and greater access to technology are additional 
reasons school districts initiate plans of consolidation. 
 
Even accepting the fact that consolidation will save school districts money and possibly provide 
expanded curricular opportunities, there is the question of intangible loses involved in the 
question of consolidation. For example, Molseed (1997) wrote that one of the unique aspects of 
rural schools is that they often are the center of community activities while also being housed in 
facilities that are often an amalgamation of styles and structures that could stretch over a seventy 
year period.  The argument that the school is the center of the community is often used in school 
closure hearings by those wishing to convince school boards to look for alternatives to school 
consolidation.  Unruh and Lundt (1999) wrote that the closing of a school in a rural community 
"usually signals the end of a healthy community" (p. 18).   
 
Given the importance of schools to their communities, it is assumed that if school districts do 
consolidate that the need to do so would be pervasive and logical.  Weiland and Ervay (2000) 
stated that if the consolidation of schools is chosen by districts that they should “deal solely with 
what schools are meant to do:  sponsor a strong curriculum, guide instructional effectiveness, 
and focus on improving the quality of student learning” (p. 19). 
 
Another argument used by anti-consolidationists is that smaller schools are more educationally 
sound, especially when considering schools in poorer settings (Howley, 1996).  Howley also 
found that more affluent students do seem to function well in larger settings, which seems to 
suggest that the size of a school could vary from setting to setting, but that reach consistently 
shows that smaller schools has positive impact upon educational attainment.   
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Moriarty (2002) wrote that smaller schools foster stronger relationship between children and 
adults and are places where adult mentors are willing to answer children’s moral questions and 
see those kinds of questions as important and not something to be ignored because they’re 
outside the curriculum.  Cardman (2003) reported similar research findings.  Cardman reported 
that interviews with students indicated that they felt a closer relationship with their teachers and 
that the students took a greater sense of pride in their schoolwork in the smaller schools.   
Wasley (2002) agrees with the fact that smaller schools allows a more effective relationship 
between teachers and students and that this allows teachers to be more effective because they 
gain a better understanding of their students’ learning preferences. In essence Wasley believes 
that small class sizes are critical in individualize learning experiences for students.   
 
However, in the years between 1940 and 1990 the number of elementary and secondary schools 
in America decreased 69, while the country’s population grew by 70% (Bingham, 2000).  
Moriarty reports that the current national trend in the United States continues to be consolidating 
smaller schools into larger ones at the secondary level (2002). 
 
Howley (2000) found that school size was related to grade configuration, educational levels of 
the school, location of the school, and curricular focus.  This observation is seemingly supported 
by the work of Ruby Payne (2001), who offers the proposition that different social environments 
require different sets of skills and abilities not only for success, but survival as well.  This 
concept of smallness is also seen by Molseed (1997) as beneficial.  Molseed wrote that faculty 
working in smaller schools “feel more connected with the system and the students than do their 
metropolitan counterparts” (p. 20).  Maybe this help to explain why dropout rates are higher in 
larger schools.  Specifically Kirkpatrick (2004) write that high schools with 2,000 students 
average a dropout rate twice as high as those with 600. 
 
Conversely Lawrence (2001) believes that larger schools tend to be associated with negative 
consequences for students and staff.  Lawrence wrote that larger schools tend to have lower 
graduation rates, higher drop out rates, higher rates of school violence and vandalism, higher 
absenteeism, and lower teacher morale (2001).  
  
So, it appears from a review of the literature that there may not be enough data to support the 
concept that one school configuration is best in all situations.  Conventional wisdom suggests 
that school systems divide school aged children into different locations, yet research seems to 
suggest that this practice may be suspect.  Regardless, Owens (1991) reported that it is possible 
to "identify and describe the essential organizational characteristics of effective schools" (p.32). 
 
Concerning schools inclusively housing students PK/K-12, Glascock and Franklin (1998) 
proposed that "K-12 schools have much to offer in the way or social and academic development 
and should be given careful consideration by school administrators engaged in restructuring 
activities" (p. 151).  They go on to state that "the unit school appears to have positive effects on 
the academic performance of students in grades six and seven, whereas middle and secondary 
schools have a detrimental effect on the same grade levels" (pp. 151-153).  Glascock and 
Franklin also address the concept that PK/K-12 schools can easily exist as schools within a 
school.  They speak to this idea in terms of departmentalization, scheduling, and self-contained 
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classrooms.  The idea of school within a school concept is not new as is evident by the fact that 
DeYong and Wynn referenced them as early as 1972 
(DeYoung & Wynn, 1972).  
 
Cutshall (2003) agrees that smaller schools are better.  She reports that there are fewer problems 
in small schools in the areas discipline, drugs and alcohol, tobacco, and violence.  Cutshall wrote 
that small schools are effective because they increase teacher collaboration, team teaching, 
greater flexibility and responsiveness to student needs, and increase the personal connections 
among everyone within the school system (Cutshall, 2003).   
 
Cardman (2003) echoes a belief that there are significant benefits to smaller schools for students 
and the staff. Cardman wrote that teachers in smaller schools indicated through surveys and 
interviews that they felt they had the professional support that they needed in their jobs. 
Cardman goes on to point out that the teachers’ interviews also indicated that they experienced a 
closer working relationship with their colleagues and that there was a common goal and vision 
among the staff in the smaller schools.  

 
Even with the supporting writings and data it is still impossible to say with any degree of 
certainty that we have arrived at the final answers in regard to class and school size or grade 
configuration (Wihry, Coladarci, and Meadowm 1992; Blyth, Hill, & Smyth, 1981).  Johnson 
(2002) calls for more research in the area of the effects of class size reduction.  He states that is 
simply an assumption that “research has shown small class size to be essential to positive 
academic outcomes” (p 27).  Gilman and Kiger (2003) agree that much work is yet to be done in 
the area of class size before we can definitively declare the true benefits and shortfalls of 
reducing class size.   
 
There are even problems with prior research in regard to class reducing class size.  Finn (2002) 
reported that many studies conducted on the effects of reducing class size prior to the 1980’s 
were flawed and poorly designed. He does state, however, that this research did contain 
consistencies and seems to support the following conclusions: a classroom with fewer than 
twenty students will show a small increase in achievement, small class size is more 
advantageous for the elementary grades, and those students who are from disadvantaged homes 
benefit the most from small class size. 
 

Identification of the Problems Facing Mount Rogers Combined and Ocracoke Schools 
 

Curriculum:  Perhaps the most serious problem facing Mount Rogers Combined School and 
Ocracoke School is a disparity exists when comparing curriculum offerings between these two 
small schools and their larger counterpoints.  For reasons of staffing, economy and space Mount 
Rogers and Ocracoke cannot offer a comparable academic or vocational schedule when 
compared to larger more centrally located schools.  The numbers of students served by these 
schools do not support a faculty or facility large and diverse enough to offer comparable learning 
opportunities.  It is readily apparent that there are far fewer elective courses offered.   
 
One Common Core of Teachers: Closely aligned with the issue of curricular disparity is the fact 
that a small number of teachers deliver all instruction to the middle and high school students of 
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Mount Rogers Combined School and Ocracoke School.  In any departmental situation the 
students often have the same common core of teachers for their middle and/or high school 
experience.  While casting no aspersions upon those teachers, it is nonetheless an unrealistic 
expectation that a school system could hold them responsible for the entire breathe and depth of 
the middle and secondary curriculum of the twenty-first century.  It is unreasonable to assume 
that one teacher can deliver all the information that students need from a secondary curriculum 
in science that includes Chemistry, Physics, Earth Science and Biology.  It would take an 
exceptional individual to understand and teach all the intricacies of these combined sciences.  
The same could be said of the other disciplines as well, but science seems to be the most striking 
example with which to make this point.  At the same time it is possible that students will be 
exposed to the specific biases of a social studies or English teacher.  It is also possible that a 
personality conflict may develop between a teacher and student that may last for four years.  It 
can also be argued that if you have mediocre teacher in any of these position the chances 
students will suffer will be greater.  In essence it is possible that students would benefit from a 
wider range of perspectives during these important years and it is possible that exposure to more 
teachers with differing teaching styles and personalities would be beneficial. 
 
On the other side of this issue it can be argued that a small, common core set of teachers has 
striking advantages over a larger faculty.  It could be said that every child is guaranteed close, 
personal attention from their teachers.  Likewise the child’s teacher is afforded a golden 
opportunity to know their students, and their families. 
 
Combination classrooms:  Both Mount Rogers and Ocracoke schools have combination 
classrooms.  There are rooms with more than one grade level included.  This is listed as both a 
positive and a negative.  On the positive side it is said that the younger children learn from the 
older, and the older enjoy the role of “teacher” to the younger.  On the negative it is believed that 
this is too much to ask of a single teacher as he/she tries to deliver what students need in regard 
to today’s “tested” curriculum. 
 
Recruitment and retention of teachers:  Given that Mount Rogers and Ocracoke Schools are so 
geographically isolated recruitment and retention of teachers are problematic.      
 
Licensure/teacher certification:  The aforementioned example of the science teacher above also 
illuminates the problem of teacher licensure.  Due to the physical isolation of these schools, 
combined with the fact that their curricular needs are so diverse for such a small faculty, fully 
certified teachers in all areas are harder to recruit and retain.   
 
Weather:   Another important of both Mount Rogers and Ocracoke is the possibility of inclement 
weather.  In both areas weather is not only an inconvenience, but is at times life threatening.  
With a high elevation Mount Rogers experience heavy show and ice storms.  One the other hand 
Ocracoke is located the precarious situation of feeling the brunt of ferocious tropical storms 
including major hurricanes.   
 
Transportation:  One of most serious concerns for Mount Rogers is providing safe transportation 
for its students.  During times of inclement weather it is at a dangerous trip from the students’ 
home to the school.  It is unthinkable to consider busing students off the mountain to Grayson 
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County High School during these times if the two schools were to merge.  There are twenty-eight 
miles between the two schools but this is minimally a forty-five minute trip even in good 
weather.  This does not even account for the stops that would be needed to pick up children 
along the way, nor does it take into account the students that live as much as thirty minutes 
beyond the school at Mount Rogers.  It is conceivable that a child could be on a bus well over an 
hour one way to and from school.  These students would have to leave home very early, and get 
home late.  In the winter it is very possible that they would both leave and return home in the 
dark. 
 
Adding to this problem is the fact that the road that connects Mount Rogers Combined and 
Grayson County High Schools (Route 58) is narrow and crooked.  However, the road can be 
safely traveled by a bus in times of good weather, but this same road becomes very treacherous 
in winter.   
 
Secondary roads in the areas appear to be well maintained, but often unsafe for buses in the 
winter mouths.  It is possible that there could be times when route 58 would be safe, but the 
secondary roads would be not be, thus presenting a situation where a high percentage of students 
in this area would have to miss school if Month Rogers would be consolidated with Grayson 
County High School. 
 
Transportation is not a problem in Ocracoke School in this regard in that no public transportation 
for students is provided.  This is also true of the fact that Ocracoke has no hot lunch program. 
 
Make up work:   Related to the problem of weather and transportation is the problem of school 
missed due to no fault of the student.  This is very important when considering consolidating 
Mount Rogers with Grayson County High Schools.  A plan would have to be devised and 
implemented to successfully combat the problem of absenteeism due to weather.  Should Mount 
Rogers High School be closed and students in the Whitetop area were forced to miss school 
when their classmates were in session it would without doubt negatively impact their educational 
opportunities.  This is particularly important when considering the fact that Grayson County 
High School utilizes block scheduling. 
 
Lack of Extra Curricular Opportunities: Large in part due to their small enrollments the students 
at Mount Rogers and Ocracoke do not have an opportunity for most extra curricular activities.  
Friday night lights will never be a phenomenon at either school in that neither school can field a 
football team.  Even those sports that can be accommodated are not easily managed.  For 
example it is difficult to schedule games due to the time it takes to travel to and from away 
games.  It is also difficult fill out a full schedule due to the fact it is hard to find enough schools 
willing to travel to play Mount Rogers and Ocracoke.    
 
In the case of Mount Rogers, where consolidation to a larger schools is more feasible, 
transferring students to Grayson County High School does not guarantee that extra curricular 
opportunities will automatically be possible for the student.  Travel to and from games, practices, 
plays, concerts, etc. will still be a serious consideration due to length of time needed to transport 
the participating students.   
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Socialization:  This is one of the more serious considerations for conversation regarding students 
at Mount Rogers and Ocracoke schools.  Schools are an important part of the socialization 
process of students, and with these schools having such small populations opportunities for 
socialization is not as plentiful as students have in larger schools.  Students at these schools are 
for the most part with the same small set of students from the time they enter kindergarten to the 
time they graduate from high school.  It is possible that children located in remote areas need 
socialization more than children from more populated areas.  Exposure to a wider range of 
potential friends, exposure to dealing with diverse populations, and exposure to divergent 
thinking are all arguments for increasing opportunities for socialization.  The other side of this 
argument is the fact that by being a part of a small, homogenous group, a sense of family can 
develop.   
 
Financial Impact:  Consolidation of schools is primarily driven by monetary reasoning and not 
educational factors regardless of the arguments raised by proponents of consolidation.  While 
closing Ocracoke Schools is not so much an option, the Board of Education in Grayson County 
continue to hold the seemingly age old question of consolidation as a solution to the Mount 
Rogers question, and it is always driven by financial consideration, even though there are 
legitimate educational advantages to such a move.  The fact is that it is more expensive in regard 
to cost per student to operated smaller schools.  
 
School Accreditation:  School accreditation issues at times plague schools with small numbers 
and limited resources.  For example, when Virginia first pasted their Standards of Learning 
schools had to have a 70 percent pass rate from all students to be fully accredited by the state.  
At that time Mount Rogers only had three students in one particular grade level, one of which 
was an exceptional student who was extremely academically challenged.  Under the initial 
Standards of Learning legislation he/she would have to have passed every SOL test in order for 
Mount Rogers to obtain, and remain accredited.  The No Child Left Behind Act also is 
interesting in regard to this, but it is unlikely that either of these schools would be impacted by 
the sub group requirements. 
 
Lack of Diversity:  Neither Mount Rogers and Ocracoke schools have a significant minority 
population.  However this has changed somewhat over the past years with a Hispanic population 
that has moved in to work the Christmas tree industry in the Mount Rogers area and the tourism 
industry on Ocracoke.  This creates additional problems for both schools in that many of these 
families are transient due to the seasonal nature of their work.   
 
Lack of Academic and Vocational Specialty Areas:  Science labs that accommodate the various 
sciences required by the modern curriculum, band rooms, vocational shops, auditorium, and 
athletic facilities are examples of specialty areas that are difficult for schools such as Mount 
Rogers and Ocracoke to develop and maintain.  
 
Condition of the Physical Plant:  
 
In reports completed on behalf of the Grayson Board of Education on at least two occasions it 
was suggested that the physical plant that houses Mount Rogers Combined School was a 
liability.  The building has had recent improvements such as a new roof and vocational shop, but 
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is still in some ways seen to be inadequate to meet the demands of a comprehensive secondary 
school program.     
 
It has been further suggested that regardless of the actually physical condition of the building, 
the fact remains that the high school portion of Mount Rogers Combined School has been 
deemed inadequate to house a modern high school curriculum.  
 

Identification of the Advantages of Mount  Rogers Combined and Ocracoke Schools 
 

While the problems that were listed seem to be overwhelming, it is very possible that the 
advantages of schools such as Mount Rogers and Ocracoke outweigh the disadvantages.  From 
my review of the literature, visits to the schools, and personal interviews with the schools’ staffs, 
students and community the following advantages were found. 
 
A Strong Sense of Community:  Both Mouth Rogers Combined and Ocracoke Schools serve as 
the center of their communities in many ways.  In addition to providing for the education of the 
children of the community the schools also serve as a meeting place for community events; a 
place to hold live entertainment; places for fundraising event for various community 
organizations; a place for community members to play sports such as basketball; and place to 
hold diners and banquets; a place to hold sporting events; and even a place to hold personal 
affairs such as wedding and baby showers.  Equally important in these two communities is the 
fact that the schools serve as emergence shelters in times of crisis such as snow and ice storms 
and hurricanes. 
 
Small enrollments/class sizes:  While the academic value of smaller classes are seemingly 
debatable by educational researches, they make sense on a common sense level and the teachers 
interviewed view them in very positive terms.   
 
Teachers/school staff knows the students and their families:  In these schools I heard over and 
over that if we have a problem with the child, we know the parent or guardian and can go 
directly to them if a problem occurs with the child.  Parent conferences seem to be easier to come 
by and often take place impromptu at the local store or community function at the school.  The 
benefits of such communication is readably apparent.   
 
Teachers/school staff knows the community:  This ensures to a large degree that there is a 
greater chance of congruence between the school and the community.  These schools typically 
reflect their communities to a greater degree than do your larger schools.  Likewise, these 
schools are seen to be more responsive to community needs and desires.  
 
Strong Use of Technology:  The use of technology in Mount Rogers Combined and Ocracoke 
Schools is seriously needed in order to deliver the modern curriculum, and both schools have 
these capabilities.  This is most apparent in the schools’ electronic classrooms.  These 
classrooms open the educational window to the world.  It allows courses that were not possible 
in the past to be available at the click of a mouse or turn of a knob, and of course the writing of a 
check.  These classrooms, and the programs they make possible can be very expensive in initial 
costs and maintenance.  
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Computers connected to the internet are also crucial to the success of these schools in 
overcoming curricular deficiencies.  With the smaller numbers it is possible that there are more 
computers per student in many larger schools.  As a matter of fact, it is possible that there rural 
kids are leading edge technocrats by the time the exit either of these schools.  
 
Less impact by social problems:  Problems such as drugs/alcohol abuse and school violence 
seem to be lessened in both of these schools.  Yet, they also seem magnified when they do occur 
due to the fact that word travels fast in such communities.   
 
Schools Within A School:  There seems to be a lot of attention paid to the school within a school 
concept.  Larger schools are being broken down into smaller units in an attempt to obtain a 
smaller school sense of feeling.  While this phenomenon often divides larger high schools up 
into “halls” or middle school students into “pods” the real school within a school occurrence can 
happen in schools such as Mount Rogers Combined and Ocracoke.  Here you actually an 
elementary, middle and high school all under one roof. 

 
Concluding Thoughts 

 
While it appears that much work is yet to be done in the areas of research into the most effective 
and efficient class/school sizes and optimum educational configurations, the questions of day to 
day operation linger every day for the staffs and students of Mount Rogers Combined and 
Ocracoke.  They, for the moment, appear to be locked in to their personal situations for reasons 
of geography rather than educational thinking and economies of scale, and my interviews with 
the people who work and study in these schools are glad they are.  It would appear that the 
educational world has much to learn from schools such as these two anomalous gems. 
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Prologue 

 
Portrait of a would be scholar:  Dr. Alvin C. Proffit.  By every 
account an average and ordinary professor toiling behind the 
ivoryed halls an excellent University located in the southern 
United States.  Al had lived a lifetime as a school administrator 
and college professor, yet something within him wanted more, 
wanted the unusual, wanted to be true to what he believed.  So late 
one August night he became increasingly unable to resist writing 
the truth as he perceived it.  He became increasing less willing to 
push back this truth because of peer, professional and personal 
pressure.  From this moment on he would no longer be satisfied to 
rest in the comfortable and safe arms of his past writings and 
publications. So it was that on this hot August night that he sat at 
his computer and watched as the words rolled across his screen.  
Words that he had long wanted to write but had remained locked 
inside.  Words that moved him beyond the dimension of academic 
sight and sound, and into the dimension and tenure of the 
University called the Twilight Zone. 
 

 
The reasonable man adapts himself to the world; the unreasonable one persists in 

trying to adapt the world to himself.  Therefore, all progress depends on the 
unreasonable man. 

George Bernard Shaw 
 

Dedication 
 
This paper is not for everyone.  It will not be embraced by all as worthy of academic 
consumption.   It will be dismissed by some as a gimmick topic designed to garner a 

2007 HICE Proceedings 
Page 4515



cheap publication.  It may be deemed to be the late night ramblings of a man loosing 
touch with the profession that has for so many years kept his lights burning and bought 
his bread.   
 
On the other hand, for those who have experienced any of the phenomena within it will 
be embraced, even when not acknowledged.  They know that gimmickry is not involved.  
They need no proof.  The proof has already been presented and no paper can validate or 
invalidate their experience.  The need no vindication.  For them too often the proof 
remains as carefully hidden as the experience itself. 
 
It is the premise of this paper to suggest that there are events that occur in educational 
institutions that cannot be explained by logic and rational thought.  There are people who 
work and study in our schools that have experienced these things.  Yet most of those that 
witness these occurrences never step forward for a variety of reasons, all of them may be 
understandable.  This paper is for them. 
 
And to Rod Serling, may he rest in peace in that land that lies somewhere beyond the 
crossroads of mystery and imagination.  Somewhere beyond the reaches of space and 
time.  Somewhere between the dimensions of then and now and forever after.   

 
And to Carl Sagon, just because I no longer think he is a skeptic.   
 

Don’t waste neurons on what doesn’t work.  Devote those neurons to new ideas that 
better explain the data. 

Carl Sagan 
 

Disclaimer 
 

This research was completed before I accepted my current position as an Associate 
Professor at Appalachian State University.  It is not intended to represent the thinking of 
my individual colleagues or my current institution.  The ideas expressed within this paper 
are my own and are the conclusions and suppositions I have drawn from a lifetime of 
study in this field.  Large in part this work has either been unsupported, misunderstood, 
or unknown to my colleagues regardless of my position or place of employment 
 
Yet, credit must be given where credit is due.  My previous University, Western Carolina 
University in Cullowhee, North Carolina did sanction this work through its Internal 
Review Board process.  The fact that Western sanctioned this work was acknowledged 
warmly in May 2006 at Duke University at the After Death: What Do We Know 
Conference.  This acknowledgement came after I, who was an invited guest at the 
conference but not a participant, fielded a question from the floor regarding University 
support for paranormal studies.  The conference was sponsored by the Rhine Research 
Center.   
 
To be frank it is unusual that research such as this is sanctioned by a college or 
university.  It is more unusual that it would be sanctioned to be a cross disciplinary work 
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involving educational leadership and conducted by a professor housed outside of the field 
of psychology.  Yet, what is most unusual is the fact that in my five years at Western it 
was the only research proposal I submitted that was accepted as presented with no 
requests for revision or clarification.  It was accepted at face value as worthy of academic 
pursuit.  I am hoping that my current University will concur and allow me the opportunity 
to continue this work that I consider to be a valid threshold research worthy of academic 
support. 
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Abstract 
 
There are many problems facing educators world-wide.  I have researched and written on 
these in several locations.  I have used the problems identified and discussed in my 
research to enhance my teaching and open dialog with educators in the field.  This paper 
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moves this concept into an uncomfortable level for some by proposing to consider 
anomalous problems schools face.  Specifically, the research I propose is to study are 
problems that educational institutions may face that have no easy logical answers. Such 
problems are rarely studied.  Rather these phenomena are the subject of folklore and 
legend told and retold by those that have experienced, or heard about such occurrences.  
Unidentified phenomena of many kinds will fall into this research.  Such phenomena are 
primarily housed around sensory observations that have no easy explanation. Such 
occurrences often fall outside of our paradigms of thinking that are rooted in logic and 
reason.  As a former Superintendent of Schools I have contracted with consultants to 
research and make reports to the Board of Education in regard to such problems.  As a 
result I understand the role of my research as one of problem identification, not of 
problem eradication.  I intend to make this proposal as a means of causing educators to 
consider that some problems are not easily explained.  I admit that I have no formal 
expertise in solving gas leaks, electrical amoralities, problems related to geomagnetic 
settings and geographic conditions, structural flaws, etc. that may be at the heart of such 
occurrences.  However, I do have the knowledge and expertise to help identify and isolate 
such problems.  To ensure that there is no misunderstanding to the work I am proposing 
let me be clear that I feel that some problems schools face may transcend the 
aforementioned possible natural and manmade causes and may be rooted in phenomena 
that are not yet embraced by either the physical or social scientific communities.  I freely 
agree, and even embellish the fact that this research is not everyone.  At the same time I 
will remind the readers that the notion that the Earth was not the center of the universe 
was described as heresy by the best and brightest religious and scientific minds at one 
time in our world’s history.  Those that offered up such heresies met with scorn, ridicule, 
torture and even death.  I can accept scorn and ridicule, but I hope we have moved past 
the idea of torture and death for the unconventional thinker.  As a discipline we tell our 
students to be risk takers.  This paper embellishes this concept.  
 

 
 
 
 

Penetrating so many secrets, we cease to believe in the unknowable.  But there is sits, 
nevertheless, calmly licking its chops. 

H.L. Mencken 
 
 
 
 
 
 

Fraud, Fantasy or Fact?  Anomalous Problems Facing Schools. 
by 

Alvin C. Proffit 
 

INTRODUCTION 
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If you are still reading you are probably either interested in learning more, validating an 
experience you or someone you know has had, or wanting to debunk what I am about to 
offer.  I certainly welcome any train of thought that has brought you to this point.  I don’t 
mind if you think I am crazy, as a former Superintendent of Schools in two states my 
level of sanity has been questioned for reasons other than these.   
 
For example I suggested during my first superintendency in 1989 that elementary 
children as young as 9 should learn to type.  It made the front page of a local newspaper 
and it was hinted that this thinking was the ramblings of someone not in touch.  I later 
suggested that we consider building a high school without concern given to where 
funding would come from for a new football stadium for the school.  This was also seen 
to be heretical and the work of a madman.   
 
Perhaps my most insane moment was when my Board of  Education President, Mrs. Ruth 
Andrews (a former Virginia retired teacher of the year and President of the Virginia 
Retried Teachers Association) and I held a press conference where we challenged the 
Virginia State Legislature to take the state tests they had recently adopted and called the  
Standards of Learning (SOLs for short, something I always considered to be an 
interesting acronym if you stop to think about it).   
 
We suggested that those who passed with the same score that the established for our 
school children could continue in their rolls as House and Senate Members.  We further 
suggested that if either body did not make the established group score for schools their 
functions should be turned over to outside agencies that had not be held accountable to 
the same set of standards.  After all, this is exactly what they were proposing as cures for 
our schools.  We reasoned that it if it was good enough for our schools, it was good 
enough for our government.  But, as anomalous as this concept is, I digress. 
 
So, call me crazy, I don’t mind.  As a matter of fact I think I must embellish this.  Maybe 
I want more than the fifteen minutes of fame that Andy Warhol promised me.   
 
But, I digress.  This is not a paper on politicians and standardized testing.  It is a paper 
devoted on anomalous occurrences in schools.  Regardless, maybe the idea that our 
society continues to allow politicians to impose arbitrary and artificial standards, and 
subsequent stipulations on a profession they do not understand or appreciate should be 
the first example of an anomalous event occurring in our schools.  Ghosts are far less 
scary than that. 
 
Defining Anomalous.  For purposes of this paper anomalous will be defined unexplained 
incidents involving, but not limited to unidentified noises, smells, and sights; unexplained 
movement of objects; equipment and electrical malfunction; and unexplained psychical 
abilities of children  
 
Here are some of the specific anomalous occurrences that educational institutions may 
experience: 
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Smells.  As a superintendent of schools we had a school that experienced an odd, and at 
times distracting odor that school officials could not identify.  I had been called out to the 
school by a very frustrated principal to experience the odor.  Custodians, maintenance 
crew members, teachers, administrators, local health inspectors and state department 
officials, and students could never pinpoint the source of the odor.  Fearing that it could 
be some sort of gas or sewer leak we employed outside consultants to help locate and 
eliminate the odor.  We put new traps on all the drains, checked and rechecked all sewer 
operations.  The contractor consultants found no evidence that the odor was in anyway a 
health hazard.  No source of the odor was ever found.  Fortunately no one working or 
studying in the school was ever harmed by the odor, only inconvenienced.  I have no 
foundation to suggest that the souse was supernatural, but I do know that by this 
definition of this paper the smell was anomalous.    
 
Sounds.  As a former principal I have often been the only person in the school.  As most 
principals know the dictates of your job during the normal school day ensure some late 
nights spent alone in the school.  During these after-hours vigils I have experienced many 
creaks and groans of an older building settling or adjusting to a changing temperature 
outside.  I offer this to say that I am realist enough to recognize that schools can be very 
noisy places with no one in them and the sounds are as natural as children screaming in 
the gym over a loose basketball.  Sounds that would go undetected in the regular school 
day stand out when you are alone in the building.  Yet, I have interviewed teachers and 
custodians that swear that they have experienced the sound of doors slamming when none 
are open and no one was present, hearing footsteps in hallways they know to be vacant, 
and hearing voices, including laughter and crying, that originate from no visible source.   
 
Sights.  Anomalous lights take many forms.  Most are lights sweeping across a room or a 
wall or a shadow caught by someone’s peripheral vision.  Most are easily explained from 
passing cars or over active imaginations. 
 
Feelings.  The most ambiguous of anomalous occurrences are based on feelings.  They 
are impossible to quantify or measure, and the data is completely dependent upon the 
person supplying the information.  It is hard to draw any firm conclusions on this kind of 
data, but may provided researchers focal points of study.  For the skeptic this kind of 
information may be totally dismissed as having no merit whatsoever. 
 
Poltergeist.  Loosely translated this term means noisy spirit but has become synonymous 
with movement of objects by unseen forces.  Yet it is also still associated with 
unexplainable knocking and rapping, and the appearance of spontaneous water and fire in 
places where neither should be.  With the exception of demonic activity poltergeist 
occurrences are the only events that may be threatening.  It is worthy to note paranormal 
researchers now believe that most, if not all poltergeist activity is associated with a 
human being, called an agent. It is worthy for purposes of this paper to mention that for 
the  most part this agent is an individual passing through adolescence, and is 
stereotypically female.    
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Failing electrical and mechanical appliances.  Granted, schools are used to tremendous 
levels and there can be no doubt that equipment simply wears out from such a work load.  
There is also something called planned obsolescence where vast amounts of money are to 
be made from replacing things that wear out.  Yet, in places with high degrees of 
paranormal activity things seem not to function as well, or as long as in places with no 
paranormal activity.  A common example is equipment used in paranormal 
investigations.  Batteries are said to drain my faster in places of high paranormal activity 
as well.  It is hard to point to this type of occurrence and say definitively that it is 
paranormal in nature, but is simply one more pieces supporting data. 
 
Psychic abilities of children.  This phenomena will be addressed in more detail later in 
the paper, but this kind of activity is often centered around telekinetic powers or the 
relatively new phenomenon knows as Indigo Children.   
 
Defining educational institutions:  For purposes of this paper educational institutions 
will include any private or public school that educates students from pre-kindergarten 
through graduate school.  It will include schools that may no longer be operational as 
educational institutions.  They may be closed or transformed into some other kind of 
institution such as museums.  Places that may not be traditionally associated with the 
actual educational process may be included for study.  For example, administrative 
buildings, dorms, theaters, gymnasiums and libraries are included.  The measuring point 
is that they in someway support, or have supported the education effort of people.     
 

SUPPORTING LITERATURE 
 
This paper is an attempt to awaken within educators and scientists the idea that that there 
are occurrences that take place within institutions of education that we cannot explain, or 
as of yet understand when applied to our engrained paradigms of thinking.  While not 
talking about schools specifically, Elaine Mercado (2001) captured this thought well 
when she wrote “denial plows very deeply into our souls.  We would rather have a 
flimsy, semirational explanation, however irrational in reality, than have to deal with the 
unknown” (p. 41). 
 
It is a both a strength and weakness of this paper that this kind of research involves an 
understanding of the data collected by not only the mind, but also of the heart, if not the 
soul.  Perhaps it is reasonable then to suggest that the logic found within this work is built 
upon the premise that the heart of the human being is synonymous with the concept of the 
soul, yet paradoxically and metaphysically continues to exist after the heart has beat for 
the last time in the physical realm, and indeed the soul was possibly in existence before 
the body was born (Steiner, 1997).   
 
These are uneasy words to propose to the educational and scientific community and are 
sure to fall short of convincing quantifiers and skeptics.  I am reminded of the words of 
William Makepeace Thackeray, author of Vanity Fair.  During the time he was serving as 
the editor of British literary magazine The Cornhill, he was confronted by a furious 
scientist contemporary because Thackeray stated his acceptance of supernatural 
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occurrences.  Thackeray defended his beliefs by stating “It is all very well for you, who 
have probably never seen any spiritual manifestations to talk as you do, but had you seen 
what I have witnessed you would hold a different opinion” (p. 30, Blum, 2006). 
 
It is reasonable to express that if a research proposal ever needed a rationale to support its 
work it is this one.  Such work has rarely been undertaken, and when anomalous 
occurrences in educational institutions have been studied it has been through anecdotal 
evidence gathered primarily for the purpose of selling books that attach themselves to the 
sensational aspects of the supernatural and most often fall far short of scientific inquiry.  
To even suggest that there may be explanations for occurrences that happen in 
educational institutions that involve the immorality of the human spirit may seem to run 
counter to the fundamentals of science.  However that may not be the case.   
 
One of the most important paranormal skeptics of our time, Carl Sagan (1996) wrote that 
“There is much that science doesn’t understand, many mysteries still to be resolved.  In a 
Universe tens of billions of light-years across and some ten or fifteen billion years old, 
this may be the care forever.  We are constantly stumbling upon surprises” (p. 27).   It 
seems fitting then that Gary Schwartz writes that when considering the paranormal 
“surprise is the rule, not the exception, in this field” (Schwartz, 2002, p. 23). 
 
In keeping with this idea of scientific surprise Sagan (1996) makes an extraordinary 
claim that he feels that spirit is actually some kind of matter.  He wrote that “despite 
usage to the contrary, there is no necessary implication in the word ‘spiritual’ that we are 
talking of anything other than matter (including the matter of which the brain is made), or 
anything outside the realm of science.  On occasion, I will feel free to use the word.  
Science is not only compatible with spirituality; it is a profound source of spirituality” (p. 
29). 
 
With these thoughts in mind this paper offers the proposition that serious inquiry into 
anomalous events that occur in educational institutions and their external support 
properties needs to be made.  Included in this study are pubic and private schools K-12 
and public and private colleges and universities.  External properties include dorms, 
libraries, administrative buildings, medical research facilities, and site frequently visited 
in the name of education.   
 
This work is not a challenge to established science but is rather an invitation to for 
assistance in seeking answers to questions that have seemingly existed from the 
beginning of recorded history.  The words of William James serve as a reminder that such 
an invitation may not be accepted as worthy of scientific effort.  James asked the question 
as to how often has science “killed off all spook philosophy, laid ghost and raps and 
‘telepathy’ away underground as so much popular delusion?”  (Blum, 2006, p. 25).  Yet, 
James also notes that no matter how often “scientists evoked mental illness, dreams, 
fantasy, and stupidity as explanations for bumps in the night, people kept reporting them 
as through the were real.”  (Blum, 2006,  p.25).   James wrote “the phenomena are there 
lying broadcast over the surface of history” (Blum, 2006, p. 25).  It was never a question 
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for James to ask what people saw, or thought that saw, but rather the question was how to 
classify these events and where do we place them in our belief structures (Blum, 2006).   
 
James said that “the ideal of every science is that of a closed and complicated system of 
truth” and that supernatural occurrences do no align themselves with established 
scientific systems and are therefore “must be held untrue” (Blum, 20006, p.25).  Blum 
(2006) writes that James admired the “efficiency of science” to ignore and discredit ideas 
outside established scientific thinking.  He wrote that “it is far better tactics, if you wish 
to get rid of mystery, to brand the narratives themselves as unworthy of trust” (Blum, 
2006, p.25).  James admitted that this lack of trust would be supported by the fact that 
many reported supernatural events could be determined to be suspect.  Yet he worried 
that as a result science could choose to remain purposely ignorant to all credible evidence 
and that researchers may ignore “a natural kind of fact of which we do not yet know the 
full extent (Blum, 2006, p. 25).  Even though this is most likely true believers in the 
paranormal may find some solitude in the words of F.W.H. Myers who said “science, 
while perpetually denying an unseen world, is perpetually revealing it” (Arcangel, 2005, 
p. 171).   
 
Then it is not unreasonable to ask scientists to embrace the words of biologist Rupert 
Sheldrake who stated “science is not a dogmatic belief system or an ideology; it is a 
method of inquiry” (Arcangel, 2005, p. 202).   
Michael Schmicker writes “science, then, is not a set of immutable truths but rather a 
method of inquiry.  Scientific theories and hypotheses change as new evidence appears to 
challenge existing view of reality (as it always does).”  (Schmicker, 2002, p. 34). 
 
Carl Sagan (1996) stated it this way: 
 

The scientific way of thinking is at once imaginative and disciplined.  This is 
central to its success.  Science invites us to let the facts in, even when they don’t 
conform to our preconceptions.  It counsels us to carry alternative hypotheses in 
our heads and see which best fit the facts.  It urges us on a delicate balance 
between no-hold –barred openness to new idea, however heretical, and the most 
rigorous skeptical scrutiny of everything- new ideas and establish wisdom” (p. 
27).  

 
Ironically James became an outlier to established scientific inquire in regard to the 
paranormal.  His reputation would suffer as a result of his personal beliefs and work with 
paranormal research.  However, he is not the only person of distinction that called for 
scientific inquiry into the world of the supernatural.  Carl Jung, Thomas Alva Edison, Sir 
Arthur Cannon Doyle, Elizabeth Barrett Browning and Alexander Dumas are other 
noteworthy individuals who echoed the call for research into the paranormal as an 
accepted science.  Adding to this call for research is a list of highly respected individuals 
who admitted to having experiences with the paranormal.  This list includes Socrates, Sir 
Winston Churchill, Pope John Paul, Abraham Lincoln, Benjamin Franklin, Henry Ford, 
Oliver Wendell Holmes, Mark Twin, Robert Louis Stevenson, Charles Dickens, Margaret 
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Mead, Michael Crichton, George Patton, Sir Oliver Lodge, Sir William Crookes, and Sir 
William Barrett (Schmicker, 2002, Arcangel, D. 2005).   
 
So, it is with good company that the author of this paper extends to the reader the 
invitation to for the moment suspend all preconceived notions and thinking and to not 
only remain cognizant to the universally accepted research mantra “so what” and to, even 
for just the moment also consider “what if”. 
 
Anomalous Occurrences:  One person’s pseudoscience is another’s reality.  In 2005 
Hoy and Miskel wrote that “reality exists, but our knowledge of it always remains elusive 
and uncertain.  It should not be surprising that different individuals often draw different 
conclusions from the same perceptual experience because they hold different theories that 
affect their interpretation of events.” (p. 4).  While it is unlikely they expected their words 
to be offered in support of researching paranormal occurrences in schools the quote 
seems to fit the question of whether we should study these phenomena in our schools.  
Closely following this logic is Einstein and Infeld’s earlier writing (1938) that when 
human beings try to understand reality they  
 

are somewhat like a man trying to understand the mechanism of a closed watch.  
He sees the face and the moving hands, even hears its ticking, but he has no way 
of opening the case.  If he is ingenious he may form some picture of a mechanism, 
which could be responsible for all the things he observes, but he may never be 
quite sure his picture is the only one, which could explain his observations” (p. 
31). 

 
Mintzberg (1989) wrote “no one carries reality around in his or her head, no head it that 
big.  Instead we carry around impressions of reality, which amount to implicit theories” 
and that the only way to identify and interrelate  certain concepts are “with formal 
theories, build on systemic investigation known as research, or at least on systemic 
consideration of experience  In fact some phenomena cannot be comprehended without 
such formal aid” (p. 259).  Mintzberg then suggests nuclear fission as an example of this.  
This agrees with the premise and suggests that the study of the paranormal is an example 
as well.  
 
Sagan wrote that there are no forbidden questions in science.  He insists in The Demon-
Haunted World(1996) there are “no matters too sensitive or delicate to be probed, no 
sacred truths.  That openness to new ideas, combine with the most rigorous, skeptical 
scrutiny of all ideas, sift the wheat from the chaff” (p. 31).  Deborah Blum, professor of 
science journalism at the University of Wisconsin seems to agrees with Sagan and said in 
an interview with Newsweek magazine science should make a better attempt to explain 
the paranormal rather than dismiss it and stated that “we should never be so arrogant as to 
assume that one group knows everything” (Marcus & Schneider, 2006, p. 13).   
 
Yet, as William James eluded too, it is a difficult task to establish paranormal research as 
viable and worthy.  The scientific method seems to break down when attempting to 
hypothesize paranormal events.  Frankel and Wallen (1990) describe the scientific 
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method to be used in education as consisting of five parts.  These five points are 
identifying a problem of some sort; defining the problem precisely; searching out every 
potential solution to the problem; projecting the consequences of each possible solution; 
and to test the solution to see what consequences actually do result.  Imagine trying to 
apply this methodology to consistent reportings of shadowy figures in the library or 
poltergeist types of activities in the cafeteria.  And those of you still reading this may be 
smiling at this point but it is my suggestion that we indeed try to establish and maintain 
the fundamental principles of the scientific method to these kinds of problems faced by 
schools.  It is very likely that many problems suspected to have paranormal origins will 
be discovered to have very natural explanations when examined in this light. 
 
Loyd Auerback, a former professor of parapsychology, magician and one of the foremost 
and most respected paranormal investigators in the world writes that is it has been 
impossible to prove the existence of ghosts because they are in essence a form or 
consciousness, and that an understanding of this is “still up in the air as far as mainstream 
science is concerned.  In other words, there’s no physical evidence for consciousness 
among the living other than our own behaviors and thoughts.  If we can’t prove the 
existence of consciences in the body/brain where we assume it is, how can we prove the 
existence of consciousness outside the body?”  (Auerback, 2005, p.12).  
 
Andrew Nichols (2004) declares that the study of the paranormal is more an art than a 
science.  Even with what he calls a “healthy skepticism of the supernatural” Nichols feels 
that explanations in the realm of the paranormal while “not yet discovered, are 
discoverable” (p. 205).       
 
Even those that consider the study of paranormal to be a science worthy of intellectual 
pursuit may argue as to whether this study is a physical or a social science.  It seems to 
have characteristics of both.  Regardless of which side of this argument one assumes it is 
quite logical that the assertion could be made that any study of anything paranormal 
pseudoscience.  For purposes of discussion here Hines’ (2003) definition of 
pseudoscience will be used.  Hines defines pseudoscience as being “a doctrine or belief 
system that pretends to be a science” (p. 13).  In 1996 Carl Sagan wrote that he worried 
that “pseudoscience and superstition will seem year by year more tempting, the siren 
song of unreason more sonorous and attractive” (p. 26). 
 
While not disagreeing with this basic concept it can be argued that down through history 
a number of extraordinary claims that were considered pseudoscience under Hines’ 
(2003) definition.  This would include the outlandish claims that the Earth is not flat, the 
Earth is not the center of the universe, you can get east by sailing west, manned flight is 
possible, space travel is possible, smoking is harmful to your health and woman can be 
trusted to vote.   
      
Hines (2003) offers the proposition that a primary difference between science and 
pseudoscience is that pseudoscience offers a nonfalsificatoin or irrefutable hypothesis.  
That is to say that pseudoscience offers a hypothesis that can never be proven wrong 
because it is impossible to gather objective data to prove it wrong.  However, Hines 
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offers the idea that while pseudoscience hypotheses may be nofalsifialbe, they are not 
nonverifiable, that is to say they could be shown to be true.  He quickly points out that 
this, however, is extremely unlikely.  He makes the point that proponents of 
pseudoscience are often unwilling to examine and scrutinize their claims closely.  He 
suggests that pseudoscientists should be willing to submit their claims to carefully 
controlled experimentation.   
  
Hines (2003) takes an opposite opinion of William James and insists that it is the 
paranormal investigators that are more narrow minded than mainstream scientists and 
that they are of the opinion that the burden of proof is on the skeptics to disprove their 
claims regardless of how extraordinary these claims are.  Hines sites Radner and Radner 
(1982) who claim that pseudoscientists often take the position that if science cannot fully 
explain every aspect of a particular paranormal claim then it is logical to ignore or 
dismiss any reasonable explanation offered by mainstream science as global explanations 
of the phenomena.  Hines then assumes the position that the burden of proof should rest 
upon the proponent of any claim that rests outside of the realm of accepted science.   
 
The position of this paper is not to enter the debate in favor of either side of the burden of 
proof question.  It would seem that the burden of proof of rests on anyone that has a 
vested interest on either side of the argument.  Science by its very nature regardless of 
title or definition should be about the business of seeking to find truthful answers to 
questions without easy explanation.  Clearly there are reputable thinkers on both side of 
the equation.   
 
It should be noted that some scientists interested in the study of the paranormal do seek to 
scientific scrutiny and are tirelessly endeavoring to bridge the gap between paranormal 
and more mainstream science. to bridge the paranormal scientist do attempt to bridge the 
gap between  At the risk of leaving some very influential people out I will note that some 
paranormal scientists, such as Dr. J.B. Rhine (ESP), Dr. Ian Stephenson and Dr. Jim 
Tucker (reincarnation), Dr. Bruce Greyson (near death experiences),  Dr. Dr. Andrew 
Nichols (poltergeists and ghosts), Dr. Gary Schwartz (mediumship), and Dr. Stephan 
Schwartz (remote viewing) all seem to agree with this call to bring scientific scrutiny into 
the study and research of the paranormal sciences.   
 
While few universities have programs that study the paranormal there are some 
exceptions.  Along with his home University, the University of Arizona, Gary Schwartz 
(2002) cites Duke University with the work of JB Rhine and the University of Virginia 
with the work of Ian Stephenson and associates as notable exceptions found in the United 
States.  Another major University having a program in the paranormal sciences is the 
University of Edinburgh in Scotland.  Schwartz also reports that Universities in 
Gothenborg, Sweden; London and Northhampton in the United Kingdom; and Adelaide, 
Australia sanction work in the paranormal sciences.  He says there are a few others, but 
not many.  It should be noted that this work was partially the result of a research project 
approved by the Internal Review Board of Western Carolina University, a campus of the 
University of North Carolina.   Even though I am no longer at Western, this paper would 
not have been possible without the institutional approval to study the paranormal as it 
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relates to educational administration.  One would think that William James and Carl Jung 
would be proud of this. 
 
So, why research the paranormal?  There is little doubt that the study of the 
paranormal is controversial.  But this is not inherently a bad thing.  Dianne Arcangel 
(2005) wrote that “controversy invites discovery” (p. 165).  And, it is a major supposition 
of this paper that the area of paranormal sciences is an area in need of discovery. 
   
While making the point that the paranormal is pseudoscience Hines (2003) attempts to 
debunk several famous claims of the paranormal community.  Nonetheless he gives 4 
reasons that the paranormal should be studied.  First, Hines offers that the claims may be 
true and the failure to considered them “would delay the acquiring of new, perhaps 
important, knowledge” (p 34).  Second is that if these claims are false scientists have a 
responsibility to inform the public and that ignoring such a claim may deprive the public 
of necessary information to make informed decisions.  Third there are several important 
psychological issues related to the study of pseudoscience and the paranormal and that at 
times “people so strongly believe in theories that not only have no evidence to support 
them but have been shown time and again to be flat wrong” (p. 34).  Fourth, Hines insists 
that this “unthinking acceptance of pseudoscientific claims pose real dangers.  Believers 
may act on these beliefs and cause physical harm, even death, to themselves and others” 
(p. 34).  Without disputing Hine’s fourth claim it can also be offered that accepting 
“truth” can lead to the torture of the likes of Galileo and Copernicus for offering heresy in 
the name of what would surely have been considered pseudoscience. 
 
Carl Sagan (1996), also expresses very serious doubts about most things paranormal yet 
wrote that it may be  
 

possible that a few of these paranormal claims might be one day verified by solid 
scientific data.  But it would be foolish to accept any of them without adequate 
evidence.  In a spirit of garage dragons, it is much better, for these claims not 
already disproved or adequately explained, to contain our impatience, to nurture a 
tolerance for ambiguity and to await--or much better, to seek--supporting or 
disconfirming evidence.  (p. 224-225)  

 
If we find ourselves agreeing with the logic of Sagan (1998) and Hines (2003) it is logical 
then to ask how can science study the paranormal.   Michael Schmicker writes in his 
book, Best Evidence (2002) “unfortunately, most paranormal mysteries can’t be easily 
studied and automatically replicated in a laboratory setting” (p. 36).  Auerback (2005) 
offers that the study of parapsychology “is primarily a social science, though we try to 
bring in measuring tools of the physical sciences.  The best evidence comes from people 
(witnesses).  The best cases are those where there are multiple witnesses….”  (p. 13).  
Owens  and Valesky (2007) agree and write that  “poststructuralists also tend to think of 
ways of knowing—that is, research—less in the coolly detached terms of objective 
science and more in the sense of people’s experience, feeling, intuition, and common 
sense” (p. 8).   
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Auerback (2005) further argues that “the use of technological devices does not make an 
investigation scientific.  It’s the application of scientific—physical and social science—
methodologies that applies” (p. 15).  Auerback even goes so far as to say that overuse, or 
misuse of technology is an inappropriate means of gathering data in the study of the 
paranormal.  He wrote that “to much emphasis has been placed on technology that was 
not designed to detect ghost or psychic ‘energy’ or whatever you want to call it.  People 
experience these things, people report them, and people need help with them.”  
(Auerback, 2005,  p. vii). 
 
No matter the methodology that is used to study the paranormal Professor Jim Tucker at 
the University of Virginia makes the point that “since paranormal means something that 
is beyond normal scientific explanation, some readers may view all such scenarios as 
absurd” (2005, p. 44).  Yet from the beginning of recorded history people have been 
reporting contacts with the paranormal including the Bible.  Other famous works 
including contact with the paranormal are the Iliad and the Odyssey by Homer.  
Reportedly the first written account of a haunted house came from the Roman orator 
Pliny the Younger (AD 61-115).  In writing to his patron, Lucias Sura regarding a villa 
that no one would rent because of its haunted reputation, Pliny stated that in the dead of 
night in the villa “a noise like a clashing of iron could be hard.  And if one listened 
carefully, it sounds like the rattling of chains.  At first the noise seemed to be at a 
distance, but then would approach, nearer, nearer, nearer.  Suddenly a phantom would 
appear:  an old man, pale and emaciated, with a long beard, and hair that appeared driven 
by the wind” (Fielding & O’Keeffe, 2006, p. 14)  
 
Dr. Hans Holzer (1997) suggests “it is human nature to attack all that is new and 
revolutionary, because man tends to holds onto I old gods” (p. 30).  Yet he optimistically 
proclaims that in “fifty years from now, parapsychology will no doubt be one of the older 
sciences, and hence accepted” (p. 30.)  
Tucker agrees that research in the paranormal sciences is moving forward and that the 
average critic of this research is “probably not aware of the volume of research that has 
been done in parapsychology….” (p. 44). 
 
Acclaimed ghost hunter Troy Taylor does not agree.  Taylor (2002) writes “it’s unlikely 
that mainstream scientist will ever accept paranormal research as a legitimate 
science….To be able to prove something scientifically, it has to be duplicated over and 
over again under strict conditions.  As we all know, the supernatural does not work in 
such a way” (p. 33).  Yet Holzer insists that having sterile and manageable laboratory 
conditions are not necessary in all instances necessary to advance science.   Holzer wrote 
“it is just as scientific to collect data from ‘spontaneous phenomena,’ that is in the field, 
as it is to produce them in a laboratory  In fact, some of the natural sciences could not 
exist if it were not in siu (italics from Holzer) observations.  Try and reconstruct an 
earthquake in the lab, or a collision of galaxies, or the birth of a new island in the ocean” 
(Holzer, 1997. p.30).  Carl Jung, one of the great thinkers of the last century argued 
against a science that focuses solely on experimentation and the ability to replicate events 
inside a lab.  (Schmicker, 2002) 
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Conducting research in the paranormal sciences may be very different than the cause and 
effect experimentation of mainstream sciences.  Holzer (1997) wrote: 

 
The crux, or course, is the presence of competent observers and the frequency 
with which similar, but unrelated, events occur.  For example, if a hundred cases 
involve a poltergeist, or noisy ghost, are reported in widely scattered areas, 
involving witnesses who could not possibly know of each other, could have been 
communicated with each other, or have had access to the same information about 
the event, it is proper scientific procedure to accept these reports as genuine and 
to draw certain conclusions from them.  (p. 30) 

 
Holzer continues his argument and states that different forms of research requires 
different sets of tools and its own criteria.  He reasoned that “applying the purely 
materialistic empiric concepts of evidence to nonmaterialistic areas is not likely to yield 
satisfactory results.  An entirely different set of criteria must be established first before 
we can hope to grasp the significance of those nonmaterial concepts and forces around us 
that have been with us since the beginning of time” (Holzer, 1997, p. 31). 
 
Clearly this logic could be seen as a watering down of the scientific method to push 
forward ideas of questionable merit.  As a result skeptics will enjoy a good bit of support, 
yet the most reputable paranormal investigators invite skepticism.  True paranormal 
scientists do not mind have their methodology or their findings evaluated and critiqued 
and find comfort in the words written in the 1959 edition of the Encyclopedia Britannica 
on the section on heresy.  Targ and Puthoff (2005) quotes the Encyclopedia Britannica as 
saying “many times in the history of human thought a belief once heretical has become a 
universally accepted troth…the history of science is partly the  history of paradxes 
becoming common-places and  heresies becoming orthodoxies…” (p. 1).   
 
Michael Schmicker (2002) wrote that honest, honorable skeptics restrict their criticism to 
the evidence.  Instead of saying, ‘That’s impossible!’, they say, ‘Show me what you’ve 
got to support your argument.’  In the process, they perform a valuable service, 
challenging sloppy research, fuzzy reasoning and wishful thinking. In contrast, the closed 
minded debunker knows the answer before the question is asked” (p. 59). 
 
Regardless of the critics and skeptics Auerback (2005) insists “people do have these 
experiences, not matter how many skeptics say they aren’t real.  Object reality is one 
thing, but subjectively people do experience ghosts.  What they are is the big question, 
isn’t it?”  (p. vi). 
 
Skeptics claim that people that believe in the paranormal are biased towards their own 
reality.  Yet it likely that this same kind of bias may be found in the skeptic camp as well.  
Schmicker wrote that C.J. Ducasse said “there is likely be just as much wishful thinking, 
prejudice, emotion, snap judgment, naiveté and intellectual dishonest on the side of 
orthodoxy, of skepticism, and of conservatism, as on the side of hunger for and of belief 
in the marvelous.” (Schmicker, 2002, p. 37) 
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Furthermore some skeptics insist that that paranormal events are stunts by publicity-
seekers looking for excitement and notoriety.  Yet Braude said that eyewitnesses of a 
strange and paranormal event “have little to gain and much to loose by reporting them.  
They’re usually branded as wackos and nut cases.  Most people avoid talking about it and 
as a result it is under-reported” (Schmicker, 2002, p. 37). 
 
Margaret Meade wrote that the study of the paranormal was subject to “irrational 
opposition” and acknowledges that scientists and researchers that study the paranormal 
“are subjected to harassment, misquotation, and unfair attack when the challenge old 
theories and propose new ones” (Targ & Puthoff, 2005, p. xvii).   If one it to accept 
Meade’s statements as an honest appraisal of the situation within which those that study 
the paranormal exists it becomes very important for researchers contemplating the 
paranormal be their own best skeptics and to hold their work to the most stringent of 
standards.  In a field that is besieged with doubt and mistrust to the point it becomes the 
butt of academic/scientific jokes, or is viewed with a level of distain and disgust that is 
reserved for only the worst of ideas, it is important that researchers trying to build respect 
and credibility only offer sound theories and thinking.   
 
Every time an ill-founded theory is offered based on faulty conclusions from 
misunderstanding evidence, or worse data that have been manipulated, enhanced, or 
manufactured, the paranormal sciences suffer.  Legitimate gains that may have resulted 
from that work are rejected.  This is especially true if some of the data were valid.  If the 
skeptical scientific community can prove that findings claimed are the result of 
manipulated data in an unethical, deceitful or dishonest way no one can ever take any part 
of that study, or any work of that researcher seriously again.   Carl Sagan said it that “one 
of the saddest lessons of history is this:  If we have been bamboozled long enough, we 
tend to reject any evidence of the bamboozle.  We’re no long interested in finding out the 
truth” (Sagan, 1996, p. 241).  In essence this attempt to defraud on the part of one 
unscrupulous researcher becomes a yardstick with which to measure and ultimately 
invalidate other researchers in the same field regardless of their methods, ethics and 
findings.     
 
Even when the work of the paranormal researcher is ethical and sound methodology is 
employed deceit and fraud are possible on the part of the witnesses.  It is also possible 
that when there is no deceit or intent to defraud on the part of the witness it is possible 
that they will provide the researcher with false positives, or inaccurate representation of 
witnessed phenomena.  Much of the research in the paranormal sciences is built upon 
third party eyewitness accounts and can create a two tiered problem for researchers.   
 
Even trained researchers/investigators can get caught up in the moment in certain 
instances.  This is especially true if an exemplary effort is being made on the part of the 
witness to defraud the researcher.  Perhaps the best example of this is the Amityville 
haunting that lead to several movies and tremendous media coverage.  Even reputable 
researchers drew the conclusion that much of the reported phenomena were true, yet the 
courts ruled that haunting were the result of planned deception in order to profit from the 
situation.      
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Another area where paranormal researchers need to be very careful is the use of the 
equipment they use.  Often amateur paranormal researchers/investigators arm themselves 
with equipment that they do not know how to operate correctly, and even when they do 
they do know how to operate the equipment correctly they may not have sufficient 
knowledge and abilities to interrupt the data correctly.  Perhaps two of the best examples 
of this would be EMF meters (to gauge various anomalous flocculation of various origins 
including electricity and radio waves) and digital cameras (used to capture photographic 
images of spirits).  High levels of EMF readings or circular lights (known as orbs) 
captured in photographs do not necessarily mean anything more than the fact there is bad 
wiring or that dust was involved when the picture was shot.  Yet, when you see 
researchers claiming these are proof of the existence of the spirit world it can be 
embarrassing to the entire scientific community interested in the true study of paranormal 
events.    
 
So, why study anomalous occurrences in schools?  This research is built around the 
concept of anomalous occurrences in educational institutions.  It is a fair question to ask 
why.  Perhaps the best answer is that the author of this paper is a life long educator who 
has a strong belief in many things considered paranormal.  It is a natural marriage of my 
two research loves, educational administration and the paranormal.  Being a school 
administrator has for a long while put bread on my plate, while the study of the 
paranormal has provided a certain spice in my cupboard. 
 
However, it is not simply a convenient study motivated by hearing sounds late at night 
when I was working alone in the schools where I taught or administered.  All educators 
that have ever worked alone late at night in a school know they are noisy places, and that 
the vast majority of these noises have nothing to do with the paranormal.  They are a 
result of large and often old building setting or reacting to temperature changes.  They are 
a result of sounds made by antiquated heating and water systems that most often go 
unnoticed when hundreds children are present.  Yet, there are mysteries that sometimes 
defy such easy explanations.  Over the years I have had many educators talk to me about 
such occurrences. 
 
In order to even remotely consider that paranormal events, or anomalous occurrences 
provide an explanation for these unexplained phenomena it would do us well to examine 
both facts and legends built around paranormal lore.  So for the moment suspend your 
disbelief and consider the following. 
 
First the facts.  Schools are places that experience intense emotional drama and trauma.  
Few statements can be considered universally true, but I will rest my academic standing 
on this one being true 100 percent of the time.  Events are played out daily that 
participants carry with them for a life time, both positive and negative.  From first love to 
intense humiliation (often the same event, just at different places on the time 
continuum…but I digress); to experiencing the pleasure of learning to the excruciating 
embarrassment of failure; to seeing human sickness and death both slowly and suddenly 
occur; to feeling the full weight of peer pressure to trying to find your way as an 
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individual; to fulfilling your greatest potential to experiencing your most crashing 
defeats, it is all there and so much more.  It is there every day.  
 
Second, it is a place where we are forced to be.  Some of us love it and never leave, 
others of us feel the weight of eternity of its oppression every hour. 
 
Third, institutions of education are places where horrific crimes such as murder, assault, 
battery and rape take place.  Racial and cultural discrimination and hatred are made 
manifest in many ways including what are now labeled as hate crimes.  Children are cruel 
to those that are different from them including obesity, needing glasses, having serious 
skin problems and especially for having different sexual orientations.  Suicides and 
attempted suicides take place.  Accidental drug overdoses occur and death or permanent 
injury result.  Accidents of many kinds including sports, cars, and buses claim the lives of 
children.  This list could go on and become a paper of its own.  Even as I refrain from 
listing specific sites where these events have occurred I feel confident that everyone 
reading this paper can think of schools that have experienced some, if not all of these 
occurrences.    
 
Fourth, children grow into adults within the walls of our educational institutions complete 
with all the angst and confusion this incurs.  Sexual, mental, and physical development 
often result in psychological and physiological imbalances that schools are not prepared 
to deal with.     
 
As a result of the foregoing it is fair to conclude that institutions of education are housed 
with adults and children who experience various degrees of stress.  Some of these stress 
levels are at degrees that are hard to imagine. 
 
If you believe the literature of the paranormal all these are reasons for paranormal 
activity.  Institutions of education are not the only places where these events take place, 
but they are places where these events are reported, but rarely studied.  Research of this 
nature in schools is often discouraged (Arcangel, 2005).  “In schools we talk even to 
quite young children about sex, alcohol and drugs, but if a child mentions that the family 
home has a ghost or that he talks to a dead grandmother, many teachers are uncertain how 
to respond.  At worst, alarm bells ring and psychologists or social workers are sent in” 
(Eason, 2005, p. 8).   
 
The concept of a child having a hard time relating the supernatural in school is driven 
home in the chilling book written by Denice Jones, The Other Side:  The true story of the 
boy who sees ghosts (2000).  It is reported that her son, Michael, first made the statement 
“I see dead people” on national television and that this book served as a template for the 
movie Sixth Sense.  He had problems when he tried to relate these events at his school.  
Jones relates that her son’s school did refer him to a doctor that may be able to help with 
declining grades and related behavior at school, but the implication was that Michael had 
mental problems resulting from family trauma rather than the paranormal events that 
were taking place within his home. 
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It is possible that children trying to relate with paranormal events may be stereotyped 
partially based on their family’s economic and social standing.  Eason (2005) wrote that 
“unfortunately, parents- especially lone ones from lower socio-economic backgrounds-
tend to be regard with more suspicion if the child reports psychic activities in the home, 
the wealthy may be regarded as eccentric or over-imaginative” (p. 8). 
      
In keeping with the line of thinking let us consider the following.  Much of this 
information originates in the paranormal literature and if the arguments cited in earlier 
sections of this paper regarding skeptics and paranormal research hold true many readers 
will automatically devalue what is being said by these writers.  For those of you that fit 
into the category all that is asked of you is that you read with an open mind.  
 
Ogden (2004) wrote “it’s a sad fact of life:  People die every day.  And, unfortunately, 
some of them are children and young adults.  When they do return as ghosts, it is 
common for kids to haunt the happy (and sometimes, not so happy) hall of their schools 
and dorms” (p. 267).  Sweet (2005) also believes this to be true and returned to her old 
high school to do research with paranormal photography.   
 
Agreeing with Ogden and Sweet, Auerback (2005) wrote that “ghosts tend to stay in 
places where they had some psychological/emotional connection or relationship during 
their lifetime.” (p. vii).  Warren (2003) stated that “if a person dies young, especially 
violently, it is likely that a ghost will remain.  This falls into the ‘unfinished’ business 
category.  A young person’s natural tendency is to live out a full biological life span.” 
(p.45).  Warren also writes about a school that is possible haunted due to the fact the 
school was built on a displaced paupers graveyard where some of the bodies that were 
removed were moved an unprofessional and inhuman way, and it is possible that all the 
bodies were not removed at all (Warren, 2005).         
 
Barefoot (2004) and Brandon (2003) both believe that tragedy may leave behind ghosts.  
Barefoot wrote that “often, tragedy goes hand in hand with history to explain why a 
particular school is haunted (p. xii).  Rich (2001) lists older educational institutions as 
places where paranormal events have been “documented to take place” (p. 12).  Barefoot 
also wrote that “few schools have been immune from suicides, murders, and accidental 
deaths.   Detained reports of subsequent paranormal experiences at these sites where 
these unfortunate young people die offer compelling evidence of the abiding presence of 
their ghosts (2004, p. xii).  Brandon (2004) reports that there are allegedly over two 
hundred haunted schools in the United States. 
 
And who knows, you may find that other noteworthy events have been known to take 
place in haunted schools.  For example, Jeff Belanger (2004) lists Bob Dylan’s old 
school, Hibbing High School as one of the world’s most haunted places.  It was also one 
of the first places Dylan performed in public. 
 
While agreeing with the aforementioned writers, Mott urges caution with dealing with the 
idea of haunted schools.  Mott (2003) wrote “given the imagination children possess, it is 
inevitable that schools are said to be haunted….I realize that for every well-documented 
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case…..there were a dozen stories that required some suspension of disbelief.  Some 
stories, like the ones involving crazed axe-wielding janitors, were obviously the result of 
imaginative students making up stories to scare their friends or maybe some 
impressionable younger children” (p. 8).  This is in keeping with sound research 
methodology mentioned earlier in this paper.  
 
God Bless the Child:  Children and anomalous research.  It is inevitable that the study 
of anomalous occurrences in schools will in some way involve children.  This is 
problematic in a number of ways and anyone that intends to do this kind of research 
needs to be fully aware of all possible implications.  The absolute and uncompromising 
standard of care here is that at no time can a child be placed at risk for the sake of any 
research.  The researcher has a moral and ethical, and if that is not enough, a legal 
obligation to keep any child participating in research safe physically, mentally, and 
spiritually.    
 
Educational administrators and teachers are very aware of this concept from the other 
aspects of their work.  So, as a starting point it needs to be emphasized that not only the 
child’s permission to participate in this research must be secured, so must his/her parents 
permission be secured.  This is a cornerstone of this research.  It is understandable that 
some parents may not want their child involved in this kind of study. To not respect this 
is not only a breach of research ethics, it is illegal.   
  
It is also important to allow the parent to be present while the child is being interviewed 
as anecdotal data is collected, or the child is being tested for any form of paranormal 
abilities.  Parents also have the right at anytime to view research records regarding their 
child’s involvement.  They also retain the right to at anytime withdraw their child’s 
participation in the research.   The bottom line is that the parent and the child are the 
controlling agents here, not the researcher. 
 
Confidentiality is a major consideration in this suggested research.  It is conceivable that 
when reporting the results of this research that it becomes possible that certain children 
may inadvertently be identified and great effort must be made to see that this does not 
happen.  Of course parents may go public with the results of the research should they 
choose.  The researcher does not enjoy this liberty without the child and parent’s 
permission in writing. 
 
In regard to research methodology it is important to understand that no form of deception 
is to be used.  While this may be an effective tool for some forms of research, it has no 
place being used with children. 
 
It is important to remember one of the best things about being a child is having such a 
wonderful and fertile imagination.  Such a strong imagination is good for many things, 
such as providing imaginary friends to explaining homework that didn’t make it from 
home to school.  But providing researches data of the kind this paper is suggesting is not 
one of them.  It is good to foster this imagination as a parent and as educators, but it is 
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equally important to filter it when doing research.  Mott (2003) relates the fact that some 
children make up stories for various reasons and researchers need to be aware of this.   
 
All of the foregoing concerns regard the validity of information that children provide 
researchers on events that at least on the surface appear external to the children.  
However there are those times that the research may be centered around the child.  Some 
examples of this include children that reportedly have powers of extrasensory perception, 
telekinesis, or the ability to remote view.  It is highly unlikely that the school will play an 
active role in such research, but with parental permission the schools may provide 
important data to the researcher.   
 
Even with all the problems associated with children being involved in this kind of 
phenomena communication with them is important.  Hathaway (2003) wrote that “many 
adults do not play attention to what a child is really telling them.  All they hear is idle 
chatter, and they may miss a wonderful opportunity to benefit from the experience” (p. 
226).  Hathaway also offers that “some adults go so far at to threaten punishment for a 
child whose reality does not fit in the normal world” (Hathaway, 2003, p. 228).   
 
Easton (2005) urges parents to openly communicate with their children in regard to these 
kinds of phenomena because educators and health professionals “may react negatively 
thought ignorance and their own fears” (p 50).  Eason also wrote that children’s peers 
may tease them when they talk about paranormal events in their lives and as a result the 
help of significant others are crucial.   If you gain a child’s trust that is experiencing 
paranormal activity you are in a position to not only help the child, but to potentially 
learn marvelous things.  “As long as you allow children to feel confident that they can 
trust you with the knowledge, they will share it with you.  If they think that you are not 
sincere, they will not tell you what they know.  If you loose their trust, it may be hard to 
win it back again.” (Hathaway, 2003, p. 228). 
 
Even if nothing paranormal is involved adolescence is a difficult time for the child, and 
those around the child.  However, Eason wrote that the “adolescent years are often a time 
of quite turbulent psychic phenomena in terms of premonitions, seeing ghosts or negative 
entities and poltergeist activity” (Eason, 2005, p. 28).  Yet, if paranormal events begin to 
occur the child’s trek through adolescence becomes complicated in many ways.  Eason 
(2005) wrote that “just before adolescence, as the teenager’s identity becomes more fluid 
and hormones kick in, psychic experience re-emerge and, if badly handled, can be 
disturbing.  This is a time when a teenager may need support as they confront issues and 
events in the real world and realize that parents cannot always protect them from harmful 
influences and nasty situations.”  (p. 8) 
 
It is important that honest guidance be provided our youth especially in light of the glut 
of media offerings geared toward them on the subject of the paranormal.  As with sex and 
drugs, misinformation may be as bad as no information.  This misinformation can make 
the paranormal look good to the young mind.  Bodine (2003) wrote that “some teenagers 
want to develop their abilities because they think being psychic will give them power.  
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Others think that it will impress their friends, and others simply want to snoop into other 
peoples’ lives.  None of these are good reasons for developing psychic abilities” (p. 52). 
 
All of this would seem to make a good argument for the adult world to attend to the 
possibility that some adolescents may possess an ability to control mind over matter, or 
psychokinesis (PK, see Auerback, 1996).  Guiley (2000), defines psychokinesis as “the 
minds ability to affect the external word, often referred to as ‘mind over matter’.  
Psychokinesis, or PK, can occur either spontaneously or through an apparent project of 
will.”  (p. 304). 
   
It is worthy to note that sometimes the agent (person causing the event to occur) is 
unaware of what is happening.  This is referred to as Recurrent Spontaneous 
Psychokinesis, or RSPK.  Our basic understanding of RSPK is from the work of Dr. 
William Roll.  “Roll’s RSPK (Recurrent Spontaneous Psychokinesis) model points to 
unconscious of a living person experiencing stress as the causative agent.  The poltergeist 
is an example of mind over matter gone haywire so that hidden stress and pent-up 
emotions of the agent releases bottled-up feelings outward.”  (Auerback, 2004, p. 103).     
 
The general stereotype of poltergeist agents have been popularized by the press and pop 
culture as a being teenage girls.  Auerback explains, however that “in reality, the RSPK 
can occur with agents of either sex and just about any age above 10 years old.  One 
reason teenagers have been labeled is that most poltergeist cases do indeed occur with 
agents in their adolescent years” (Auerback, 2004, p. 116).   
 
One of the best documented examples of poltergeist activity being scientifically studied 
was the result of work undertaken by Dr. Andrew Nichols in Florida.  Nichols’ work 
regarded a water poltergeist that was eventually attributed to an adolescent girl in the 
home being investigated.  Nichols wrote that “ghosts are subjective creations.  A living 
person is the genesis, and the unnerving spectacle, which seems to fly in the face of 
reason, is created by mental and physical pressures, or by nervous system dysfunction” 
(Nichols, 2004, p. 206).  
 
Auerback states that “if the agent does not deal with the root causes, stress and what’s 
causing the RSPK may reoccur.  Sometimes poltergeist agents accept the PK as their own 
and seem to gain control of the psychokinetic ability so that the PK is minimized to small 
object movement or more effects on technology.  The concept of PK seems to bring 
limits of belief.  It’s hard for most people to accept that their unconscious minds can toss 
things through the air.”  (Auerback, 2004, p. 118).  If this is true it is of little wonder that 
Eason declared over time she finds “psychology becomes less and less satisfactory as a 
mean to explain away the magical and wondrous world of childhood.”  (Eason, 2005, p. 
7).   
 
So, what if children do become aware that they may have the ability to effect matter with 
their mind?  Even with this knowledge it is possible that children even with strong 
paranormal abilities may not perform well under laboratory conditions.  Eason has 
written that “the average child naturally loses concentration under test conditions, while 
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psychically gifted children become frustrated because their powers cannot be generated 
on demand and certainly not shaped to fit the experimental situation” (Eason, 2005, p. 9).   
 
Another area where children garner a lot of attention in the paranormal sciences is in the 
area of reincarnation.  Researchers feel that the most credible evidence for the concept of 
reincarnation come from young children that give verifiable information in regard to 
people, places and situations for which they should logically have no knowledge (Tucker, 
2005).  Respected Professor Jim Tucker of the University of Virginia is carrying on the 
work started by Dr. Ian Stephenson.  He frames an important question in regard to 
reincarnation in the following manner: 
 

“Some young children say the have been here before.  They give various details 
abut previous lives, often describing the way in way they died.  Of course, young 
children say a lot of things, and we may simply think that they are fantasizing as 
children often do.  But what if, in a number of instances, people listened to the 
children and then tried to find out if the events they describe had actually 
happened?  And what if, when those people went to the place the children had 
named, they found that what the children has said about the past events was 
indeed true?  What then?”   (Tucker, 2005 p. xi) 

 
Tucker proceeds to write in his book Life Before Life (2005)  
 

“If we are able one day to answer definitively the question of whether we can 
survive death, I hope that this work with young children will be an important part 
of that answer.  If it is, then that will demonstrate that the smallest and younger 
among us have wisdom to share with everyone else---they may be ‘old souls’ in 
new bodies.  If we are all spiritual beings, we should aspire to treat others with the 
respect that this implies, and treating children with such respect must include 
listening to them.  Just as the children in this book may have important knowledge 
to impart to us, so may others if we are ready to listen to these small fellow 
travelers n the most remarkable road of life  (p. 234). 

 
Even as important as this knowledge may be, some feel that there are changes occurring 
that are designed to lead humanity into the new age, and that children born in and after 
1982 are here to lead the way.  These children are called Indigos, or Indigo Children 
(Carroll, L. & Tober, 1999).  There are other names that are similar, but for the purposes 
of this paper Indigo will suffice. 
 
Atwater, in discussing the Indigo children, agree with Tucker that children that display a 
tie to the paranormal should be listened too.   She wrote that “children born since around 
1982 really are different, like not other generation of record.  If the hype about Indigos 
makes this point and no other, it has done the world a favor and hopefully will help to 
engender an overall transformation in how we regard and teach children.   Surely it will 
inspire a forum whereby the children themselves can speak and be heard…for our 
youngest citizens truly have something important to say that is worth hearing.  (Atwater, 
2005, p. 52) 
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Eason (2005) describes these children as “very wise, intelligent and sensitive, but they 
may not perform well in conventional schooling” (p. 12)  Eaton goes on to state that 
“many Indigo children are misdiagnosed as having Attention Deficient hyperactive 
Disorder, because they cannot accept society as it is and so rebel and behave anti-
socially” and claims that they often talk like adults from a very early age and question 
everything which “can put them at odd with authority early on- but make them exiting to 
teach and parent”  (p. 12).  Eason believe that “if well handled, Indigos become great 
channels for creative change, and their autocratic natures, expressed from infancy, can 
make them excellent leaders when they grow up” (p. 12). 
 

RESEARCH PROPOSAL 
 

In order to disprove the law that all crows are black, it is enough to find one white 
crow. 

William James 
 

 
Purpose/objectives of the research:  To research anomalous occurrences in institutions 
of education.  These institutions include, but are not be limited to private and public 
schools; institutions of higher education; and elementary, middle, junior and senior highs   
 
Description of research/methodology:  This research consists of three parts.  First is the 
identification of educational institutions that have anonymous problems qualifying them 
to be a part of the on-going research project.  The second part is to secure the appropriate 
permissions to conduct the research.  The third will be to conduct the research via site 
visits, surveys, and/or interviews in person and via telephone and the Internet. 
 
Schools involved in this research are identified in two ways.  First, schools identified in 
the literature, including electronic identification, may be contacted with a request for 
initial research; follow-up/additional research; or replication research.  Written 
permission to conduct this research will be sought from appropriate institution 
administrators.   
 
In addition to the aforementioned convenient samplings of institutions of education may 
be conducted by written surveys.  These surveys will be conducted via mailings using the 
United States Postal Service, e-mailings, or phone contact.  Responding to the surveys 
will be strictly voluntary, thus inferring consent.   
 
Interviews will be conducted by the researcher in consenting schools.  All interviews are 
voluntary and confidential.  Follow-up observations of the school may be made by the 
researcher after securing written permission from appropriate school officials.   
 
After the initial interviews are conducted site visits may be made if deemed appropriate.  
These site visits include using various equipment designed to gather quantifiable data and 
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personal observations.  Representative of the school and/or school system are invited to 
take part in the physical investigations. 
 
This research does not involve any perceived risks to the participants of the study. This is 
due to the fact that study participants are volunteers and will remain completely 
anonymous unless they choose to have their identity known and provide the researcher 
with written consent to publish their name.  At no time will study participants under the 
age of 18 be identified and parental consent for any student participating in this work will 
be secured.  There are no illegal activities involved and no deception will be involved.   
 
Benefits/outcomes of the research:  Benefits of this research include the fact this it is an 
attempt to research an area that has received very little attention except in folklore, urban 
legends, entertainment media and anecdotal reports that are often dismissed as fraud and 
fantasy.  Furthermore it is research that is taking place in physical locations that may be 
rich with potential to yield results if indeed these phenomena are real in any regard.  This 
is due to the fact that nearly 100 percent of people in our society pass though some kind 
of formal education setting.  It is without question that educational institutions experience 
a tremendous amount of mental, emotional, physical, and spiritual energy expended as 
well as suppressed by the people that work and study within.  All the elements of human 
drama and trauma are represented in educational institutions and the residual, kinetic and 
potential energy levels are at times at extreme levels.  They are also areas where 
foundations are both formed and destroyed.  Institutions of education are constant witness 
to mental, physical, spiritual, and emotional changes including hormonal changes and 
sexual development and all the subsequent tensions that result.  
 
A secondary benefit of this research is that it may assist educators in identifying solving 
problems they face at their work site.  An example may be that something that seems on 
the surface to be an anomalous occurrence may have a very explainable origin and is 
relatively easy to resolve.  As a result, this research could help create a safer and more 
pleasant learning environment. 

 
The fact that the research is voluntary, with the offer of anonymity, serves to 
protect all subjects from any future harm as a result of this research.  Consent 
is inferred by the fact that the interviewees volunteer to be interviewed.  Those 
interviewed will remain completely anonymous unless they choose to have their identity 
made known and provide the researcher with written consent. 
 
Limitations with the research. 
 
As with the need to justify this research there is also a need to admit that there are a 
number of limitations with this research genre.  There could be even more than is listed 
here, but it is hoped this gets at the heart of the problems facing the study of anonymous 
occurrences in schools.     
 
 *at the present time this phenomena is impossible to prove or  

disprove, thus can be labeled as being pseudoscience; 
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 *no accepted scientific principles are in place to study this kind of 

phenomena; 
 
*much of the data is anecdotal in nature, thus possibly trivializing it 
to strict quantitative researchers; 
 
*fraud and deception are possible in regard to witnesses who are often primary 
data sources; 
 
*some witnesses are reluctant to provide information for various reasons; 
 
*some school administrators refuse to allow study such as this to take place; 
 
*children are involved, and as is explained in the paper this presents problems of 
various kinds; 
 
*lack of agreement as to what research methods to use when studying this kind of 
phenomena; 
 
*There is a lack of monitory support for such research; 
 
*there is somewhat of a lack of respect from the academic and educational 
community.  This may be true even when there is interest; 
 
*skeptics are relentless, and at times ruthless in their criticism of this research 
including those that do it, and those that provide the data; 
 
*the results of some research cannot be made place specific, or identified in a 
concrete manor because of research confidentiality.   

 
FINDINGS 

 
Absence of evidence is not evidence of absence.  

Carl Sagan 
 

The reporting of research findings are heavily impacted by the combination of sample 
size and the issue of confidentiality.  Unfortunately this creates the appearance of 
trivializing the work by the very fact that the specific places where the research was 
conducted cannot be named.  These data will be discussed in the presentation.   
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Epilogue 
 
Submitted for your approval the words of one Dr. Alvin C. Proffit.  
Words where fact and fiction are arguably indistinguishable.  
Perhaps it is true that they are words embedded in the ramblings 
of a madman driven to the brink of scholarly desperation to tell his 
version of reality where all the problems faced by school 
administrators are not destined  to be solved by administrative  
best practices and sound managerial principles. To tell of a world 
where problem solving transcends textbook logic and in-basket 
analysis and can only be addressed when class is convened in the 
Twilight Zone.      
 
 
 
 
 
 
 
      
 
 
 
 

    Rod Serling 
Resting In Peace 
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Work in Progress Report:  Using Faculty Learning Communities to Design and 
Deliver Hybrid Courses 
 
New electronic class management systems such as Blackboard, combined with an 
increased awareness of the need to engage students in active learning, are leading some 
faculty to consider ways of using class time more effectively.  Rather than covering 
material in lecture, faculty are placing more material in the hands of students, online, and 
reducing in-class hours; but in these class sessions, students are now actively involved in 
discussions, group projects, problem solving, and other hands-on learning activities.  
“Hybrid” courses offer a delivery alternative to the traditional “face to face” classroom 
experience that can increase motivation and student learning.  
 
To assist faculty in the creation of effective hybrid courses at the University of Maryland, 
Baltimore County (UMBC) the Faculty Development Center, in conjunction with the 
Office of Information Technology, began the Alternate Delivery Program in which 
faculty work in learning communities to redesign existing face-to-face courses as hybrids.  
Having faculty work in groups to explore the intersection of course design principles and 
technological options allows for the most effective training because faculty receive 
support and feedback in a constant process—and at the same time they participate in an 
online “hybrid” training that prepares them to teach student how to learn in their courses. 
 
Participants attend a two-day course development workshop focused 1) on pedagogical 
principles and best practices and 2) on how technology can provide opportunities to help 
faculty better promote course learning goals.  Though the faculty then continue to meet 
monthly as part of a learning community, a large part of the group’s work is also done 
online, as the participants share information, assist in the creation of each other’s courses, 
and engage in guided discussions and webinars. 
 
This paper outlines the structure of faculty training and support, documents the new 
course activities (online activities as well as new in-class work) and presents evaluative 
evidence to illustrate the successes (and problems encountered) in transforming existing 
courses into hybrids.  Evidence from three faculty learning communities—including 
learning goals, assessments, and evaluations—hightlights the success faculty themselves 
have had in learning how to best use this technology by engaging in long-term “hybrid” 
group training. 
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_ Following the first semester of teaching the ADP course, I would like 
to 
request support for the faculty member's pursuit of peer or self-review 
of 
the redesigned course's quality as defined by the Maryland Online 
"Quality 
Matters" rubric at http://www.qualitymatters.org. 
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ABSTRACT 

 
The state of Iowa requires Teacher Education Programs to assess performance outcomes of 
teacher candidates.  At Wartburg College in Waverly, Iowa, when students are not making 
adequate progress in the program, an intervention is deemed necessary.  An intervention is an 
interactive process whereby educational stakeholders take aggressive action to assist the teacher 
candidate.  This paper describes the development and subsequent pilot of a standard, written 
Intervention Plan. 
 

 
 
 
INTRODUCTION 
 
By definition, to intervene means to disrupt or interfere with an outcome or course - 
especially of a condition or process to improve functioning or to prevent harm; an 
intervention is a specific course of action to improve functioning, and in the case of an 
educational intervention - to improve either teaching or learning.  In the Wartburg 
College Teacher Education Program (WC TEP), we often intervene when a teacher 
candidate is not making adequate progress in the program.  However, previous to the last 
academic year, we did not delineate a specific intervention process or plan.  
 
 
THE PROBLEM 
 
Without a standard, written plan for intervention, lack of adequate progress was typically 
shared among the Education Department members at a regular meeting then shared with 
the teacher candidate in a three-way conference including the academic advisor and the 
Department Chair.  Routinely, the Department Chair took the responsibility for writing a 
follow-up letter describing a plan for professional development, following through with 
periodic checks, and managing the process until the close of the plan or delivery of a 
consequence.  Although the process was effective overall, when participating in a self-
evaluation, the Education Department recognized a significant problem existed by not 
having a standard process and written intervention plan. 
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IDENTIFICATION OF NEEDS 
 
The Education Department recognized four critical needs that could be met by writing a 
standard intervention plan: 
 
1.  Articulation of teacher candidate weaknesses with program model 
 
In accordance with the WC TEP Effective-reflective Teacher Model, teacher candidates 
must demonstrate adequate growth in the knowledge, dispositions, and performances 
(collectively called performance outcomes) that typify an effective and reflective teacher 
whose knowledge base includes ten components: communication; student learning; 
diversity; instructional planning; instructional strategies; learning environment; 
assessment; collaboration, ethics, and relationships; professional development and 
reflection; and technology.  Without a standard, written intervention plan, the lack of 
sufficient progress and the areas of weakness were not always stated in terms of the 
model and its knowledge base.  Aligning the intervention with the program model and 
articulating the areas for improvement by using the terminology from the knowledge base 
would ensure clear communication with and increased understanding among the teacher 
candidate and other stakeholders. 
 
2.  A standard, written record to guide action and for periodic review of the teacher 
candidate’s progress  
 
Although previously the Department Chair’s letter was included in the student folder, 
there was no standard, written record.  A standard, written record acts as a guide for the 
aggressive action needed to support the teacher candidate.  It holds both the teacher 
candidate and the teacher educators accountable.  Furthermore, by including a procedure 
for recording the intervention on the DREAM Model folder (the summary record of the 
teaching candidate’s academic progress in the program), the intervention and 
subsequently the teacher candidate’s progress could be reviewed periodically by the 
department: prior to admission to Teacher Education, student teaching, and licensure for 
teaching. 
 
3.  Signed records of commitment from the teacher candidate 
 
Previously in conferences, a teacher candidate was told what improvements needed to be 
made, and specific plans may have been agreed upon and consequences presented, but 
there was no written record that included the signature of the teacher candidate.   There 
was a need for this documentation to ensure that the teacher candidate understood the 
problem, agreed to participate in the plan, and was willing to accept the positive results or 
negative consequences, thereby making it an interactive process.   
 
4.  Awareness, commitment, and communication among all educational 
stakeholders.    
 
Furthermore, without signatures, there were no guarantees and no records of 
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communication with and among the appropriate stakeholders sharing concern and 
responsibility for the teacher candidate.  There is a need for open communication in all 
areas of our program, not just in the case of an intervention, for educating our teacher 
candidates is a collaborative effort across multiple classrooms and contexts; however, our 
efforts and communication should intensify when we engage in a specific, aggressive 
course of action intended to assist a struggling candidate. 
 
As a result of the departmental review, recognition of the problem, and identification of 
specific needs, the process of locating an intervention plan was undertaken.  After 
reviewing the plans used by other teacher education programs, it was apparent that the 
WC TEP plan would need to be designed specifically for our program and with our 
teacher candidates in mind.  Consequently, the Intervention Plan was written to include a 
position statement, a description of the intervention process, and the intervention form to 
be used – each focusing on the articulation of the intervention with the knowledge base 
and the interactive involvement and commitment of the teacher candidate and the 
appropriate stakeholders.  
 
 

THE WARTBURG COLLEGE TEACHER EDUCATION PROGRAM 
INTERVENTION PLAN 

 
 
POSITION STATEMENT 
 
The Wartburg College Teacher Education Program is built upon the Effective-reflective 
Teacher Model and the knowledge base of ten components.  These components are 
explicated in three categories and subsequently three subcategories.  This knowledge base 
represents the core knowledge, dispositions, and performances we believe teacher 
candidates must demonstrate in our program to prepare them for induction into teaching.  
To track the growth and mastery of our teacher candidates, we use multiple measures of 
their performances at multiple times throughout the program, for we are fully cognizant 
that what we measure is what we get.  The professor of each core course teaches and 
assesses teacher candidates’ achievement in one or more items from each of the ten 
knowledge base components; however, since the knowledge base is taught and assessed 
at the course level and in each field, practicum, and student teaching experience, any 
teacher or professional (e.g., classroom teacher, field experience facilitator, building 
principal) observing a teacher candidate’s performance may choose to assess, comment 
upon, or seek an intervention (to correct a serious weakness) of any knowledge base 
component, category, or subcategory.  Furthermore, our administration of the program 
models our own knowledge base; hence, communication and collaboration among 
members of the Education Department, the Education Unit, and the Teacher Advisory 
Council are central in the process of assessment, intervention, administration, and 
promotion of teacher candidates based on their performance outcomes.    
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INTERVENTION PROCESS 
 
1.  An intervention may be recommended (for a teacher candidate demonstrating a 
significant weakness in any area of the knowledge base) at the course level or in any 
field, practicum, or student teaching experience by any advisor, teacher, or professional 
observing the teacher candidate’s performance. 
 
2.  A request for an intervention is a written statement of the problem or behavior that 
needs a specific plan of action or correction in order for the teacher candidate to continue 
in the program and toward licensure in the field of teaching.  Field experience, practicum, 
or student teaching supervisors or professionals other than the professor for the course, 
submit their requests to the course professor.  The professor who teaches the course 
notifies the teaching candidate, the teacher candidate’s advisor, and the Department Chair 
that the intervention is requested.  The professor and the teacher candidate collaborate on 
a Professional Development Plan (PDP).  The PDP, responses, and progress are to be 
recorded on the DREAM Model folder and reported to the Department Chair by the 
professor and filed inside of the folder.  The professor is responsible for following up 
until the weakness has been corrected and adequate progress has been made or other 
options for the teacher candidate are sought. 
 
3.  At the request of either the professor or the teacher candidate for a more collaborative 
process, a Professional Development Collaborative Team (PD Team) comprised of the 
professor, advisor, and Department Chair may be convened to review the case before 
engaging in the intervention, during the intervention process, or as a follow-up to the 
intervention. 
 
4. The Department Chair will report the status of interventions by including teacher 
candidates’ names, interventions, responses, and results on meeting agendas when 
admission to teacher education, approval to student teach, and completion of student 
teaching are included.  If an intervention has been noted, a PDP must be completed 
before a teacher candidate may continue in the program. 
 
5.  If requested to engage in more professional development than the teacher candidate 
feels is advantageous, the teacher candidate may seek a waiver from the PD Team; if 
requested to seek an option the teacher candidate does not desire (e.g., graduation without 
licensure, withdrawal from the program), a teacher candidate may engage in the appeal 
process as outlined in the WC TEP Policy Manual.  
 

 
 
WC TEP INTERVENTION FORM 
 
Notification: 
 
Teacher candidate’s name:  
Year in college: 
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Status in program:  (preadmission to TEP, admitted to TEP, admitted to ST) 
Advisor:   
 
Date submitted: 
Intervention recommended by: 
Position of professional seeking intervention:  
Relationship of recommending professional to the student:  
 
 
1. Description of student knowledge, disposition, or performance that elicits this 

intervention: 
 
2. Knowledge base component, category, and/or subcategory that best aligns with 

this description/areas of weakness: 
 
3. Specific suggestions for improvement: 
 
Signatures: 

Professor ________________________________  Date _______  
Teacher candidate _________________________ Date _______ 

 
 
The Professional Development Plan (PDP): 
 
1. Steps for development: 
 
2. Targeted performance outcome or evidence of growth desired: 
 
3. Timeline for completion: 
 
4. Consequences that result from lack of professional development: 
 
Signatures: 

Professor ________________________________ Date _______  
Teacher candidate _________________________ Date _______ 

  
Other PD Collaboration Team members (as appropriate): 
 Advisor _________________________________ Date _______ 
 Department Chair _________________________ Date _______ 
 
 
Follow-up & final results: 
 
1. Summary of professional development: 
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2. Results checklist: 
 
_____ Outcome(s) performed; student released for advancement  
_____ Adequate progress made; student released for advancement 
_____ Student option explored/sought (list option below: e.g., graduate without licensure, 
withdraw from TEP, or file a student appeal) 
 
Signatures: 

Professor ________________________________ Date _______  
Teacher candidate _________________________ Date _______ 

 Advisor _________________________________ Date _______ 
 Department Chair _________________________ Date _______ 
 

P. Pruisner (March 5, 2006; revised March 27, 2006) 
 

 
 
 
THE PILOT 
 
The pilot of the Intervention Plan with a third-year teaching candidate admitted to the 
Teacher Education Program was wholly unique, for the intervention was carried out by 
the advisor who was also one of three professors of Elementary Core courses where the 
teacher candidate was struggling to demonstrate the performance outcomes.  The teacher 
candidate had passed the requisite entry exams, passed the foundational courses, and 
demonstrated knowledge, dispositions, and performances at a novice level, but the 
teacher candidate was not demonstrating adequate progress in the upper-level methods 
courses.  Hence, the advisor initiated the intervention then communicated with the two 
other professors, identifying the weaknesses in each of the three courses.  In order to 
preserve the anonymity of the teacher candidate, his name, the names of the professors, 
and other elements that might lead to his identification have been altered or removed 
from the piloted form below. 
 
 

 
 
TEP INTERVENTION FORM:  PILOT 
 
Notification: 
 
Teacher candidate’s name:  XXX  
Year in college:  Junior  
Status in program: (preadmission to TEP, admitted to TEP, admitted to ST) 
Advisor: XXX   
 
Date submitted:  March 27, 2006 
Intervention recommended by:  XXX 
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Position of professional seeking intervention:  ED Department Professor  
Relationship of recommending professional to the student:  Advisor and Professor of ED 
Course C  
 
1.  Description of student knowledge, disposition, or performance that elicits this 
intervention: 
 
As reported by Professor A, the teaching candidate has not been responsible for his own 
learning, has been inconsistent in his attendance, and is achieving below expectations in 
the content of ED Course A.  Furthermore, Professor A has requested a “hold” on the 
teaching candidate’s approval to student teach, pending academic improvement and 
demonstration of positive dispositions. 
 
As reported by Professor B, the teaching candidate has not maintained his level of 
performance (previously demonstrated in another ED course during Fall Term) now in 
ED Course B; he has been less responsive in class and is achieving below expectations. 
 
As reported by Professor C (seeking the intervention as his advisor but who also serves 
as his ED Course C professor), the teaching candidate has struggled to be engaged 
during class and has become less productive as the term has progressed.  Furthermore, 
personal problems have increased his distraction from professional goals during the 
term. 
 
The collaborative picture demands our attention.  Whereas the teaching candidate had a 
strong Fall Term (2 classes = B, 4 classes = B+), he is heading into Winter Term final 
projects and final exams with one B-C- (ED Course C) and two C-D grades in two 
classes (ED Course A, ED Course B).  Even more problematic is the collective concern 
that the teaching candidate may not show promise for the teaching profession, in part 
identified by Professor A as his deficiency in eliciting a positive response from others and 
by Professors B and C as his lack of engagement.  
 
2.  Knowledge base component, category, and/or subcategory that best aligns with 
this description/areas of weakness: 
 
V.   A.  1.  Demonstrates promise for the profession (ED Courses A, B, C)  
VII. C. 1.  Elicits a positive response from others (ED Course A) 
VII. C. 2.  Balances personal needs & professional demands (ED Course C) 
IX.  C. 2.  Responsive (ED Courses A and B) 
IX.  C. 3.  Productive (ED Courses A, B, C) 
 
3.  Specific suggestions for improvement: 
 
1.  Student-initiated meeting with Professor A to discuss personal issues and professional 
commitment.  Describe plan for consistent attendance, effort to participate, and study 
procedure aimed at increasing achievement. 
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2.  Student-initiated meeting with Professor B to discuss personal issues and professional 
commitment.  Describe plan for study procedure aimed at increasing achievement. 
 
3.  Twice weekly meetings for the remainder of the term with Professor C/Advisor to 
discuss completion of work in ED Course C and progress in ED Courses A and B (PDP). 
 
Signatures: 

ED Course A Professor _____________________  Date _______  
Teaching candidate ________________________ Date _______ 

 
The Professional Development Plan (PDP): 
 
1.  Steps for development:     Date: 
 

1. Meet with Professor A (ED Course A)  _____________   
 
• Share concerns and commitment 
• Seek suggestions for improvement 
• Set follow-up meeting if recommended  _____________ 
 
2. Meet with Professor B (ED Course B)  _____________ 
 
• Share concerns and commitment 
• Seek suggestions for improvement 
• Set follow-up meeting if recommended       _____________ 
  
3. Meet with Professor C (ED Course C)   March 28, 2006  
         
• Develop plan for classroom participation   March 30, 2006  
• Meet twice weekly to share progress in all courses   April 4, 2006 
• Follow up with additional professionals   April 6, 2006 

    (e.g., Pathways & Reading, Writing, & Speaking Lab) 
• Continue follow up with additional professionals  April 11, 2006 
• Write dual-entry journal reflecting on improvement,  April 13, 2006 
 emphasizing the balance of personal needs 

and professional demands 
 
2.  Targeted performance outcome or evidence of growth desired: 
 
#1:  Grades earned must maintain a 2.5 GPA (demonstrating responsiveness and 
productivity) 
 
#2:  Demonstration of professional responsibility (eliciting a positive response from 
others and showing promise for the profession) 
 
Timeline for completion:  Last day of term April 14, 2006 
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3.  Consequences that result from lack of professional development: 
 
#1:  Repetition of classes to meet GPA requirement. 
#2:  Additional experiences arranged to demonstrate professional responsibility OR 
student pursuit of another professional path. 
 
Signatures: 

ED Course A Professor ____________________  Date _______  
Teacher candidate ________________________ Date _______ 

  
Other PD Collaboration Team members (as appropriate): 
 Advisor _________________________________ Date _______ 
 Department Chair _________________________ Date _______ 
 ED Course A Professor _____________________ Date _______ 
 ED Course B Professor _____________________ Date:______ 
 
Follow-up & final results: 
 
1.  Summary of professional development: 
 
By carrying through on the Specific Recommendations to Improve – by initiating, 
planning for, and engaging in meetings with the professors of ED Courses A, B, and C, 
and by successfully completing all Steps in the Professional Development Plan on 
schedule, the candidate has demonstrated increased motivation and responsibility 
(dispositions – as reported by the professors and as reflected in his journal), a higher 
level of content mastery (increased knowledge base – reported by the professors and 
evidenced by his maintaining of a 2.5 GPA), and a higher level of performance (as 
reported by a field experience teacher and his course professors); thus, the teaching 
candidate elicits a positive response from all stakeholders and shows promise for the 
profession. The Education Department recommends the teacher candidate for student 
teaching, concluding the intervention. 
 
2.  Results checklist: 
_____ Outcome(s) performed; student released for advancement  
__X_ Adequate progress made; student released for advancement 
_____ Student option explored/sought (list option below: e.g., graduate without licensure, 
withdraw from TEP, or file a student appeal) 
 
Signatures: 

ED Course A Professor _____________________ Date _______  
Teaching candidate ________________________ Date _______ 

 Advisor _________________________________ Date _______ 
 Department Chair _________________________ Date _______ 
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REFLECTION  
 
The Education Department self-assessment was central to identifying a critical problem 
in the Teacher Education Program: the lack of a standard, written intervention plan.  
However, it was the identification of specific needs that created urgency in writing a plan 
that communicated with and protected the teacher candidate and all stakeholders.  As the 
field of education looks more critically at ensuring teacher quality, increasing standards, 
documenting student achievement, and providing mechanisms for student diversity, 
differentiation, and equity, we will continue to improve and refine the intervention plan, 
for it has pragmatic professional and potential legal functions.  Furthermore, the pilot of 
the intervention plan with a teacher candidate is reinforcing.  Consider the student’s first 
journal entry – before the plan paved the way for success:  “Since I got the phone call 
Sunday night, I have been more motivated and a lot more optimistic about where I could 
still go this term.  The Professional Development Plan is very well laid out and seems 
like it benefits me greatly.”  In conclusion, moving from identifying the problem to 
writing a plan to carrying out a pilot, the development of the Intervention Plan has shown 
great potential for improving teaching and learning at Wartburg College.  We are 
committed to carrying out this specific course of action in the future as we seek to 
intervene when a teacher candidate is not making adequate progress: truly, it has been a 
defining process. 
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Abstract 
 

Two projects that are designed and implemented to attract and retain qualified students in 

Appalachia to engineering and science-oriented careers are discussed in this paper.  The West 

Virginia Engineers of Tomorrow, funded in part by the NSF project number 0525484, and the 

Agile Robotics projects are both large scale undertakings with multiple objectives and tasks.  

Tools for Integrating Math and Engineering ( TIME) Kits and Using Robotics Concepts to Teach 

an Introductory Computer Science Course are the components presented.  TIME Kits are 

designed to reach a broad audience of high school students.  They are developed collaboratively 

by faculty from engineering, mathematics, math education, physics and master mathematics and 

science high school teachers. Robotics scenarios are used to enhance the critical thinking and 

programming components of an introductory computer science course.  An overview of these 

two initiatives , results of the preliminary implementation, and a proposed research design are 

presented.  

 
 
 
 

West Virginia Engineers of Tomorrow 
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In 2005, West Virginia University (WVU) was awarded $1,586,965 for the Engineers of 

Tomorrow Project ( NSF project number 0525484).  The 5 year project has as its overarching 

goal, “To increase the number of students graduating in Science, Technology, Engineering, 

Mathematics (STEM) fields.”    In order to reach that goal, the project implements four 

coordinated strategies to impact both outreach to high school students and retention of college 

freshmen: 

· Tools for Integrating Math and Engineering (TIME) Kits are designed to reach a broad 

audience of high school students grades 9 - 12 to improve math scores and encourage 

participation in a science or engineering related career.   

· The Summer Experience Program is designed to encourage minority and female students 

to participate in a science or engineering field and to provide mentorship to students 

without a support system at home. 

· College Credit for High School is a course designed to encourage the exceptional WV 

high school students to pursue college credit in engineering prior to graduation. 

· A Freshman Engineering Retention Program is focused on freshmen in the engineering 

curriculum at WVU to increase retention, but is designed to extend to all engineering 

students. 

TIME Kits 

According to the United States Bureau of Census, West Virginia struggles with obstacles 

common to other Appalachian states: it is among the top 10 states with 

 · people living in rural communities (3rd); 

· rural children in poverty (3rd); 

· students in rural schools (5th); 
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· schools in rural communities (8th); 

· and students in small rural schools (9th) ; 

These figures along with the fact that in 2000, West Virginia had the lowest rural per 

capita income, suggest that effective rural education is imperative if this project has any 

chance of improving mathematics scores and encouraging participation in a science or 

engineering related career.    

“Students’ understanding of mathematics, their ability to use it to solve problems, and 

their confidence in, disposition toward, mathematics are all shaped by the teaching they 

encounter in school” (NCTM, 2000, p.16-17).  In order to effect the education of students in 

grades 9 - 12, the project will engage 125 teachers in cohort groups of approximately 25 each 

year.  It is expected that these teachers will then impact 12,500 students annually.  Teacher teams 

are invited to participate in a one week workshop to learn about opportunities for their students 

in the field of engineering and to collaboratively develop units which integrate mathematics, 

science, and engineering content in addition to 21st Century Learning Skills (2004) for use in 

their classrooms. 

TIME Kits are designed to reach a broad audience of high school students.  They are 
developed by WVU faculty from engineering, mathematics, mathematics education, physics and 
master mathematics and science teachers.  Professional Engineers consult with teams during the 
development of the units.   TIME Kits are authentic problem-based engineering lessons designed 
to increase student achievement in mathematics and interest in science and engineering.  The 
mathematics and science concepts integrated in the units are tied to the curriculum requirements 
of the West Virginia Department of Education Content Standards and Objectives (2006).  In 
particular, the West Virginia Content Standards and Objectives have been modified in recent 
years to reflect the National Council of Teachers of Mathematics (NCTM) standards. ( NCTM, 
2000).   
 

The desired outcome is that the implementation of the TIME Kits in the classroom will 

increase student achievement and interest in mathematics and encourage students to identify a 

STEM field as a career choice.  The original intent of the TIME Kit was that one would include 
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all manipulatives, software, an materials needed for a series of student-centered, hands-on  and 

mind-on activities that target specific mathematics concepts that are inherently abstract and are 

based on engineering problems that are relevant to students’ lives.  It is intended that students 

work together in a problem based learning situation to design, build and evaluate a series of 

engineering projects.  The specific goals of the TIME Kit component are 

· Develop sample TIME Kits through the use of collaborative teams. 

· Identify engineering concepts that correlate to WV and National content standards that 

are identified by teachers as grade appropriate and represent concepts that may be 

represented through a hands-on approach. 

· Create a dedicated website to support the TIME Kit integration in all 55 counties of West 

Virginia and to provide resources for students and teachers including student assessment 

tools. 

· Train participating mathematics teachers to utilize the TIME Kits in their classrooms. 

· Evaluate the effectiveness of TIME Kits at participating secondary schools and use 

suggestions to create a 2nd generation TIME Kit. 

· Integrate TIME Kits into pre-service curricula. 

· Disseminate results. 

· Disseminate the completed TIME Kits through the Ed Venture Group. 

Preliminary Assessment Strategies 

Formative assessment will include two on-line surveys.  The surveys will gather input 

from 50 mathematics teachers and 500 ninth through twelfth grade students on the TIME Kits 

that most interest them and the concepts that they find the most difficult to relate to in abstract 

terms.  The feedback will be incorporated into the final design of the TIME Kits.  Action 
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research, conducted by the participating teachers, and site visits by the participating WVU 

faculty members will also be employed.  Research will include the use of both quantitative and 

qualitative strategies.  It is anticipated that qualitative techniques will include observations, 

surveys, interviews and student portfolios.  In addition, quantitative data will include 

standardized test scores and the on-line quiz information associated with each TIME Kit.  

The summative evaluation will compare achievement gains and losses on standardized 

test scores when comparing participating and non-participating classes. The standardized scores, 

TIME Kit internet quizzes, qualitative results from action research, and teacher evaluation forms 

will be combined to perform a final assessment of the TIME Kit implementation and 

effectiveness.  In addition, an outside evaluation firm will be contracted to perform a final 

summative evaluation and report. 

Agile Robotics 

Support has been secured to begin development of instructional modules using robotics 

which will address three concurrent objectives: 

·   Encourage students to the STEM fields and develop their critical thinking skills and 

scientific method processes.   

· Prepare training modules for use by educators that will introduce students to the STEM 

fields and encourage careers in these areas while teaching the mathematics and sciences.  

The modules are also designed and intended to be used via distance education for training 

in the robotics area.   

· Develop courses using these modules in conjunction with a general education component 

to provide an Associate Degree in Robotics Technology. 

Using Robotics Concepts to Teach an Introductory Computer Science Course  
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One of the key areas of robotics is computer programming.  The use of a robotics 

platform such as the Vex Robotics kit by Innovation First, Inc. provides a flexible environment 

which can be programmed using Intelitek’s EasyC or Carnegie Mellon Robotics Academy’s 

RobotC IDE.  Through the use of a program Integrated Development Environment, students can 

learn programming while “seeing” their results implemented through the robotics platform.  

While writing program solutions in conjunction to the design of a robotics platform to solve a 

given task, the student can learn the foundations of Computer Science as well as Engineering and 

Mathematical concepts. 

Using the Vex Robotics kit, a basic mobile platform with front bumper switches will be 

used in an introductory Computer Science class at California University of Pennsylvania.  This 

robot and the RobotC IDE will be made available to the students to develop C-type programs for 

introductory problems.  The problems include basic movement, turning, and front obstruction 

contact testing.  Generic programming constructs of sequential, decision, and loops are used to 

solve the problems.  Once completed, the programs will be loaded into the Vex robotics platform 

for actual testing.  The students will see their program in action.  Currently, a hypothetical robot 

with limited commands has proved to be beneficial in the learning process of the students.  The 

students in the first Computer Science class enjoy writing programs when the language and 

applications are more human like.  It is the intent that this robotics platform will provide the 

physical realization of the effective hypothetical robot currently used. 
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ABSTRACT. This piece of work is an account of the teaching practicum as a 

requirement for obtaining the bachelor degree in Modern Languages at University 

of Caldas-Colombia South America. The project entitled “Scientific Formation of 

Beginning Teachers” was financed by COLCIENCIAS. It is an action research 

project carried out in ten public schools. The paper collects a series of reflections, 

concerns and expectations on what the experience of introducing research into the 

teaching practicum has been for ten preservice teachers who were pursuing their 

teaching practicum in state institutions. This research is addressed to those 

students who are studying to be teachers in state universities and who are just 

starting the process of the teaching practicum, and to the teachers, advisors or 

tutors in general, all of those who take part in teaching training programs.  

 
Teacher’s preparation in Colombia 
 

Colombia, as well as all the other countries in the world, participates in the race for 

competition under the pressure of technological progress and modernization. A 

vigorous effort is made to join in the international competition. 

 

                                                 
1 JOSEFINA QUINTERO CORZO 
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work and to research teaching in graduate and under-graduate educational programs. Author of 
national and international articles including academic papers such as: curriculum, qualitative 
research, classroom research, ethnography applied to education. Coordinator of the INACMES 
Group, labelled by COLCIENCIAS under the category A. Peer evaluator of the National System of 
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In Colombia, the official syllabus is designed to serve the four levels of the formal 

system: Pre-school, Basic Education (primary school, and high school cycles), 

Middle and Technical. The educational system has its own regulations following 

the principles of equity, quality and autonomy. Teachers enjoy three main 

privileges: learning freedom, teaching freedom and research freedom. Children, 

teenagers, young people and adults are free to attend public or private institutions.  

 

Teacher training formation plays a crucial role in the quality of education. 

Conscious of the situation in schools today, the Colombian government lays great 

emphasis on the quantity and quality of traditional teaching materials such as 

books, new media, and information technologies, which should be used with active 

learner participation. Even though the impact of the expansion of mass media all 

over the world, they are still limited in public schools. Teachers don’t use the 

necessary technology and know how. They suggest an unstoppable change.  

 

There are a large number of innovative experiences in Colombian schools. 

Nonetheless, the applicability of research in the classroom is limited. Little has 

been written and no projects have been conducted to transfer the use of research 

results in the school. Several research studies have contributed only a little to 

solve practical problems.  

 

In recent years, an increasing number of Colombian teachers hold an academic 

degree. Teachers attend the university to continue their studies both graduated 

and postgraduate modalities. Higher Education offers the academic degrees of 

teachers according to the different areas of knowledge: teachers of social 

sciences, teachers of natural sciences, teachers of languages, teachers of 

mathematics, teachers of physical education and recreation, teachers of special 

education, teachers of arts and humanities, teachers of pre-school education.  

 

It is appropriate in this context to add some recommendations concerning teachers 

training access to continuing education. Educators need to develop the necessary 

creativity and empathy to become active participants and creative citizens. 

Teachers need to know that the teaching-learning process is influenced by a 
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society which is affected by cultural, economical, technological and political 

factors. 

 

When leading with educational reform, the need to train the teacher to be a 

problem solver has been addressed repeatedly. Universities are implementing 

curricular innovations centered on research processes. In any event, no reform 

can succeed without investigation. Colombian teachers are encouraged to plan, 

reflect, act, assess, and interpret their classroom practice in a systematic way 

sharing their findings with the academic community. In other words, they should 

get involved in classroom research as a way of becoming critical of their 

performance and, evolve professionally.  

 

Colombian teachers define the classroom as both a learning place and a social 

world where multiple cultures among students converge. The social world in the 

classroom is constantly changing. As a consequence, the research methods imply 

a different interpretation of the real world and demand different courses of action. 

That is to say, it is necessary to prepare the new generation of educational 

researchers during their studies at the university. 

 

The new generation of teachers underlines the need for a new research style in 

the classroom as traditional approaches are considered irrelevant, impractical and 

far from the reach of the school. 

 

Nowadays, Colombian schools are controlled by established norms that depend 

on what the actors do, think and feel. Although Colombian teachers training 

programs need to take every opportunity for learning and self-improvement, 

students and teachers will not be able to make good use of all research findings 

unless they have received sound basic research training. Better still, universities 

should impart both the desire for, and pleasure in, researching, learning, inquiring 

and mental curiosity.  

 

From a more general point of view, the educational reforms have generated a 

fuller awareness of the need to approach the construction of a flexible curriculum 

in a less rigid way than was done in the past. In particular, and as a consequence, 
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the new approach that the University of Caldas has adopted is to concentrate their 

efforts on the curricular innovations in order to integrate teaching, research and 

curriculum design. It is a way to improve and qualify teachers training programs. 

 
The setting of the experience 
 

The first phase of this process was the diagnostic stage. It was the most critical 

part of the project now that this was the moment in which teacher trainees had to 

take a lot of important decisions in spite of their fears and doubts. They started by 

doing ethnographic observations (Goetz and Le Compte, 1988) in the institution 

which is located in a low social and economical neighborhood, fact that added 

difficulty to the process. 

 

The diagnostic stage is crucial during the development of the research process.  

At this stage, both trainees and advisors begin the reflective research cycle 

(Quintero, 2001). The reflective cycle is composed by: a general idea, planning, 

acting, observing, reflecting and identification of a new problem and a new cycle. 

 

The starting point began by creating an adequate atmosphere inside the academic 

community, in order to encourage and create a real team work. Before starting the 

research process, teacher trainees must understand the context that surrounds 

the educational system. The institution is understood as a whole text. Then, some 

general observations are carried out to understand the school life. Next, focused 

observations are done to identify classroom problems. Afterwards, other 

instruments and techniques such as interviews, surveys, questionnaires and 

journals are included to collect data that allow to look for solutions to the problem 

found. These techniques will be mentioned later on. 

 

Generally, a typical public classroom in Colombia holds about forty-five students. 

The schedule period duration of lessons in each class is about fifty minutes. 

Sometimes, a lesson period can be extended to ninety minutes. Didactic materials 

are not enough to develop creative and dynamic classes. All of the teachers hold a 

bachelor degree. There is a good relationship between teachers and students. A 
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principal, a psychologist, and the academic and discipline coordinator, integrate 

the management staff.  

 

The population involved in the research corresponded to teenagers from low-

stratum homes, generally characterized by family disintegration and value crisis. 

For the development of this project, 26 students between 12 and 17 years old, 

boys and girls were selected. The institutions were located in urban areas. 

Students came from low social neighborhoods. Most students had a low 

economical level; they lived with their mothers and some of their parents had a 

job. We can see that in the following tables:  

 

Livelihood 

Mother 51% 

Father 17% 

Mother and father 21% 

Others  11% 

Total  100% 

 

The family 

Mother 40% 

Father and mother 31% 

Father, mother and children 19% 

Others  10% 

Total  100% 

 

The parents’ education 

Incomplete high school 12% 

Complete high school  22% 

Complete primary 44% 

Incomplete primary 22% 

Higher education 0 

Total  100% 
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Family housing  

Invasion 17% 

Own  28% 

Rent  55% 

Total  100% 

 

Parent’s economical level 

A minimum wage 29% 

Two minimum wages 12% 

More than a minimum wage 17% 

Less than a minimum wage 42% 

Total  100% 

 

Parents’ occupation  

Independent 7% 

With job 72% 

Without job 21% 

Total  100% 

 

 

POSSIBLE PROBLEMS TO SOLVE 

 

Teacher-trainees detected a lot of learning problems such as indiscipline, dyslexia, 

lack of parental advisory, low social and economical situation, laziness, lack of 

guidance or canalization of children energy and potential, large groups and poor 

concentration. That is to say that the students presented characteristics such as 

easy distraction even by a minimal level of noise, hyperactivity and excessive 

moving accompanied by the inability to focus. 

 

-Students are not motivated to learn 

 

-There is a need to bridge the gap between research and practice. 
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-There is a lack of didactic materials 

 

Having in mind the real needs and problems set out before, teacher trainees 

consider of particular importance for our Colombian Schools of Education to make 

of research processes an important part of curriculum reforms. It is important to 

come up with different strategies that can solve immediate problems concerning 

the pedagogical practice and the preparation of students as human beings such 

as: 

 

- Ways to promote values 

-Ways to improve discipline 

-Strategies to face low academic achievement.  

-Learning some research techniques 

 

Every day teacher trainees face difficulties with their students, equipment, tests, 

textbooks, guidance, discipline, parents, and curriculum. It is a meaningful 

process. They look for relationships between facts and facts, explanations and 

explanations, and facts and explanations. However, no magic elixir can accelerate 

the process. The simplest educational problem requires care, patience and 

thought.  

 

It is in this moment when teacher trainees have to take into account that there are 

some situations that need to be solved. Therefore, they were suggested to begin 

to state something called action-research. This consisted of establishing a relevant 

topic to be emphasized on. Logically, these topics were identified by means of the 

reflections that teacher trainees wrote on their diaries after each class. 

Consequently, they worked on improving this point throughout their classes and if 

it was bettered positively, a new intervention point would emerge.  

 

Research is the instrument that will take teachers, from being mere reproducers of 

foreign findings, to be really inquisitive, reflective and transformative of their reality, 

even more, producers of knowledge that is in accordance to Colombian 

necessities. Educational problems originate from a felt difficulty, as all scientific 

problems do. Recognizing those general problematic situations provides the 
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starting point for an investigation. It is the core of this marvelous enterprise which 

is research. The school setting is a rich source for research problems.  

 

Teacher trainees understand that a significant problem is not the amount of work, 

but the amount of thought that the researcher applies in the selection and 

definition of their projects. Let’s see the tittles of some teacher trainees’s research 

projects:   

 
-Channeling the students’ potential towards a more effective learning  

 
-Improving the pedagogical proficiency to teach children 

 
-Multiple intelligences as a way for improving learner’s motivation 

 
-Integrating culture with teaching and learning processes 

 

-Focusing attention to improve listening and writing skills in the eighth grade 

students  

 
-Promoting oral skills in students of tenth grade at a public high school 

 

-Design of a set of lesson guides as support in the 4th and 5th levels of basic 

education  

 

-Ludic methodology to increase the student’s motivation towards the class 

 

-Understanding and changing student’s attitude in the classroom 

 

-Increasing concentration as a way to get an effective and significant learning  

 

The above projects were developed at state schools. These projects helped 

teacher trainees to have an agreeable class and to understand the school life 

better.  
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APPROACHES THAT SUPPORTED THE EDUCATIONAL RESEARCH 
PROJECTS 
 

The importance of educational research for the present time in order to face new 

perspectives of education related to development of pedagogical knowledge is 

detached. There are no general rules or strategies for translating research into 

practice. Although it is not possible to measure the effectiveness of the functions 

of research, it is possible and important to translate as many research results as 

possible into the language of the teacher trainees. 

 

In recent years, the reflective approach (Schön, 1983; Kemmis and McTaggart, 

1988; Nunan, 1997; Goetz and Lecomte, 1998) supports that every teacher should 

improve his action when he reflects upon what he does. Since the nineteenth 

century, these authors have helped teachers to better understand how school 

practitioners make sense of their experience and engage in professional learning. 

This is a way, how teachers as researchers can work scientifically in their 

classroom. Knowledge arises from a reflective experience; consequently, as 

stated in “Schools that Learn” (Senge, 2000), teachers are always solving 

problems, experimenting and reflecting in order to transform their immediate 

environment. It means that teachers are not only collectors of data but creators.  

 

For a very long time, research has been regarded as a task exclusively assigned 

to scientists and very illustrated people. But Colombian teachers training programs 

have begun searching for more information about the research process. Teacher 

trainees and advisors could understand it as a careful, systematic, patient study in 

the field of education. In such a way, teachers are allowed and even more, 

required to contribute to the process of inquiring and solving problems related to 

their action field. 

 

These are the main quotations referring to the reflective approach:  

 

Weinert (1997: 266) says: ‘the practical application of research consists of more 

than the instrumental use of research findings. In addition, science and research 
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have an educational function; that is, they provide individuals with knowledge 

about themselves and the world, and allow individuals to act rationally’.  

 

“The term Reflective Thought is associated with the twentieth-century American 

pragmatists such as Pierce, James and Dewey. Dewey (1960), for example, argued 

that reflective thought constituted a search for a kind of understanding that enable 

one to act wisely and intelligently in a changing world.” (Elliot,1998:140).  

 

According to Schön (1983:58) “professional practitioners”, be they physicians, 

architects, or teachers –or, one might add, craftspersons or artists- face “situations 

of practice” characterized by complexity, uncertainty, instability, uniqueness, and 

value conflict. The problems professionals face cannot be solved by the formulas 

of “technical rationality”.  

 

“Action research is a form of collective self-reflective enquiry undertaken by 

participants in social situations in order to improve the productivity, rationally, and 

justice of their own social and educational practices, as well as their understanding of 

these practices and the situations in which the practices are carried out. Groups of 

participants can be teachers, students, principals, parents and other community 

members –any group with a shared concern. To do action research is to plan, act, 

observe and reflect more carefully, more systematically, and more rigorously than 

one usually does in everyday life” (Kemmis & McTaggart, 1988-1992-10). 

 

“Action research is a form of self-reflective inquiry carried out by practitioners, aimed 

at solving problems, improving practice, or enhancing understanding. It is often 

collaborative” (Nunan, 1997:229). 

 

Teacher trainees started to apply the first stage of the Action Research Method, 

which is observation. In this stage they had a first approach to the educational 

institution where the practicum would be done. For these observations they used 

different tools in order to collect all the information: journals, lesson plans, 

interviews, surveys, informal talks, questionnaires, expert consult, students’ life 

histories, audio and video taping, tests, transcripts and workshops. The most 

important instrument was the diary in which they wrote down the most remarkable 
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happenings of their findings in the school, as well as the feelings on what they 

were experiencing.  

 

Final results 
 

A training program was designed according to the action-research model. During 

the training process, future teachers were exposed to receive knowledge, 

experiential activities and guided reflection.  

 

Each instrument and technique mentioned above was an excellent tool in the 

specific moment teacher trainees used it because each one helped them to collect 

information and find a solution to the particular problems they had to face during 

the research process. 

 

The strategies applied had a positive impact in the students learning. The changes 

teacher trainees noticed were: a) improvement in the taking of exams and group 

work; b) the students were more focused during the activities; d) they answered 

and formulated questions according to the topic; e) they felt comfortable in class; f) 

they wasted less time during the exercises; g) they participated more actively in 

class; h) they were very motivated; i) they understood the instructions easier; j) 

they  submitted more complete tasks. 

 

The results of this project have been very meaningful and pleasant because 

through research processes, it was discovered that it is possible to carry out an 

educational research project, and the teacher-trainees could understand the 

school and cultural context by using some research tools, putting them in practice 

not only in the class but in their personal lives.   

 

The final results overcame the expected results in terms of the generation of 

knowledge as evidenced in: a) an investigative model for the teacher training 

programs according to the educational reforms; b) action plans, reflections and 

new problems around the teaching-learning process; d) a new group of reflective 

practitioners able to act in an investigative perspective.  
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The results express concern over prescriptions from the so-called action research. 

It does not only consist on the design and use of instruments to gather data,  but 

also either in the application of techniques to reach valid conclusions, not even in 

carrying out a complete project, although all this, is necessary and it demands 

rigorous procedures. Beyond a survey, a diary, an interview or an observation, the 

action-research model improved the thinking abilities of the students and it 

generated scientific attitudes.  

 

Besides, other scientific abilities were fostered: inquiring, astonishment, 

curiosity, observation, description, and interpretation. The action research process 

also promoted the critical and analytical capacity, the development of reflective 

thinking, the understanding of reality and a progressively qualitative improvement 

around the classroom. Those are competences to be gradually included as a 

routine in the daily work of teacher trainees as future teachers and those who are 

interested in improving their own practice, skills and conditions of learning and 

teaching in a systematic way. 

 
Conclusions 
 

In conclusion, the results confirm that using the action-research approach, it is 

possible to transform teaching practicum and contribute to understand deeply the 

reality of educational contexts where beginning teachers could find a big deal of 

situations needed to be bettered, changed or transformed.  

 

It was noticed that teacher trainees were able to discover by themselves what they 

supposed to enhance in their everyday practice. At the beginning of their teaching 

practice they were very anxious and expectant about what was going to happen, 

they considered it as a challenge and the opportunity of proving what they had 

studied in theory.   

 

It is possible to introduce teacher trainees to be teacher researchers since their 

studies at the University. Although they started very shyly to approach the 

situations of the school, they became progressively more collaborative and self-
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confident. They were very creative in their observations, their descriptions as well 

as in their interpretations and decision-making They became more capable in 

solving problems; they also became more reflective and critical about their own 

role as future teachers. Furthermore, the action research model helped teacher 

trainees how to share their goals and frustrations as novice teachers and 

researchers. 

 

Action research makes it possible that through the observation, reflection and 

implementation of strategies the teacher be alert of every change (positive or 

negative) in her/his classes and the results lead s/he to the constant search of new 

strategies in order to discover what best works in her/his specific group of 

students. 

 

The action research approach permits to analyze any kind of social practice, 

identify possible difficulties and even strengths, and then give them a solution or 

improve the whole process, and restart to analyze over and over again, in such a 

way that it becomes a reflective cycle that leads to a more critical and rational 

practice.  

 

Teacher trainees and advisors who have received this preparation, want to share 

with peers and colleagues what a teaching practicum looks like, from the point of 

view of someone who has been involved in an educational research project. 

Besides this, advisors give some impressions on what they have observed about 

naïve educators, after their first approach to an educational institution, playing the 

role of a teacher. 

 

Teacher trainees and advisors can recommend this approach from their own 

experience during their last year of the Modern Languages bachelor’s Program.  

 

No doubt, research is one of the great needs that curriculum reform has, 

particularly in the case of the education programs. It is noticeable how some years 

ago, the projects presented by the practitioner students were still very precarious 

in terms of theoretical foundations and research application, nowadays we can see 
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more serious works, and with an experience like this, the possibility to transcend 

and reproduce this process to the rest of the programs. 

 

This experience has shown that building up and using research bases in 

developing curriculum, helps to overcome the well known difficulties of teachers 

training programs. That is, the educational aim is to gain insights, rather than to 

master specific predefined tasks. The nature of such a model promotes greater 

and more thought-out participation than typically occurs in the traditional models. 

 

Thus, in this article it is detached the importance of designing curriculum for the 

present time and to face new perspectives on curriculum development for the 

teaching training programs. Participants realized that research is within their 

capacities and it encourages teacher trainees not only to carry out projects but to 

improve their action as educators.  

 

Finally, it is expected that this research becomes a reference for the academic 

community in the continuation and promotion of research in public schools in order 

to contribute to the qualification of the teaching and learning processes. It can be a 

pattern to follow in future research projects.   
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Proposals 
 
 

According to the information processing theory, people determine a storage of 
informations from the environment stimuli through the continuous interactions 
between long term memory and the three stages of short term memory.  
Perhaps we may apply this information processing system to literary experience 
because literary meaning making can't be free from reader's past experience of 
life and literature. We often verify that the same book gives different impressions 
according to the whens and wheres of the reading.  
This fact explains that no text is without its intertexts. The text is no longer a 
closed, self sufficient, autonomous entity, with immanent meaning. Mihail Bakhtine 
explained this characteristic of discourse as his concept of dialogism. For 
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Bakhtine, all utterances are dialogic. Julia Kristeva replaced the dialogism with 
intertextuality. Generally the intertextuality means the interrelatedness that one 
literary text has with the others. In other words, a text is created by the previous 
and future, latent ones. But Kristeva devided this concept of intertextuality into two 
types: vertical and horizontal. She enlarged this notion from the reciprocal 
connections among texts to interrelation between narrator( or author) and 
narratee( or reader), or among narrator, text, and narratee.  
Therefore, the concept of the author as unique and originating source of final and 
authoritative meaning may be dead, as Roland Barthes claimed. Now the author, 
as a textual scriptor or a producer, exists only in the time of the text and its 
reading. Similarly the reader is no longer a passive consumer of a fixed and 
hidden message in a given text. On the basis of these, the creation includes not 
only the physical product as a book but also a meaning construction process 
through the reading.  
 
This is the reason the intertextuality offers an important key to the production and 
reception of the literary text. The intertextuality can be a way of explaining both 
reader's response to literatures and writer's process of production. It suggests 
much in the  literary education for children, especially learner centered one, 
stressed in the current educational field. Children can learn and enjoy more easily 
the unique attributes of literay genres by comparing and contrasting a text with its 
intertexts.  
 
For these reasons, we will explore William Steig's works focusing on the 
intertextuality. This study is merely a beginnng but very meaningful step, which 
can suggest new method of literary education comprising both reception and 
production of texts.  
 
While writing his works, William Steig borrowed plots, characters, and themes, 
etc. from his own previous works. Readers, even children, often detect the 
reappearance of characters in his works. For example, let's read �Doctor De 
Soto�, �Amos & Boris�, and then �Doctor De Soto Goes to Africa�, and vice 
versa. In these texts, we can identify the recurring figures and their relationships 
and so on. Mouse, whale, elephant, each of them has relations with each other. 
They take turns to play diverse roles such as friend, patient, doctor, helper, 
receiver, and passer by. Needless to say, Steig creatively reconstituted them, put 
them into new contexts, and gave them new meanings. In short, it seems that 
creative transformations are Steig's narrative style. In fact, the magic and 
transformations are very important themes for his works, such as�Caleb and 
Kate�, �The Amazing Bone�,�Sylvester and The Magic Pebble�, 
and�Solomon The Rusty Nail� etc. They occur within a text and beyond itself, 
that is, among the texts. Each work of Steig's is open to his other works and 
beyond them. Briefly, his works form very organic relations with one another.  
 
Out of these ideas, we regard the intertextuality as William Steig's narrative 
strategy and try to study the intertextuality in William Steig's works.  
The first purpose of this study is to investigate the aspects and meanings of 
intertextuality in his works.  
The second one is to explore the relationship between these aspects and the 
author's vision of the world.  
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Of course, as we mentioned earlier, this study is only a first step for more effective 
method of literary education for children. But in the light of the literary texts 
focused on their intertextuality, chlidren can begin to understand and enjoy literary 
elements and their relations within a text. In other words, children can do self 
learning by noticing similarities and variations among intertextual texts.  
Beginning by this study, it is required to explore how to apply the result of this 
study to new method of literary education for children.  
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ABSTRACT 

 

Barriers in Adult Education: the case of Limpopo Province of South Africa 
(Rakoma, Monica) 

 

Many people with low income or none cannot extricate themselves from a hopeless 

existence because of inadequate amounts of education and training. Although 

increased education does not automatically mean a better life nor is education a 

panacea to cure all social ills, adult education should provide programmes that are 

more relevant to address the needs of learners, especially in rural areas.  

Citing lack of motivation as a reason for non-participation in educational programmes 

or dropping out can be problematic as it may lead to a tendency to blame individuals 

for not participating, rather than enabling or disabling conditions surrounding them. It 

must be made clear, then, that the use of the term motivation is not meant to imply 

that individuals actually make a choice based on personal preferences about whether 

or not to participate. Indeed, the individual condition of being motivated depends 

much on the contextual and situational conditions, and perhaps other factors as well. 

This implies that although people may be motivated to take part in educational 

programmes, there may be a number of factors that can deter them from doing so. The 

paper will therefore highlight some of the barriers that hinder participation in adult 

education programmes in South Africa, a country that is characterised by high levels 

of illiteracy, unemployment and poverty. 
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The purpose of this paper is to synthesize the early findings from the first half of 
an interdisciplinary three-year study that we conducted on the clinical/practical phase of 
the pre-service preparation of students in a variety of professional disciplines at several 
medical/doctoral universities across Canada. In the paper, we give a brief review of some 
of the related literature; we outline the methodology used for our study; we summarize 
the themes that emerged from the preliminary data analysis; and we describe  innovations 
that have been introduced in various practicum programs.  
 

Background to the Study 
 
   A supervised practical experience of on-the-job training forms an essential part of 
the pre-service preparation of professionals in several disciplines (Goodlad, 1984).  These 
“hands on” sessions of guided practice, in which beginning practitioners are assisted in 
the practical application of the theory learned in the classroom, vary in length and 
intensity across the professional disciplines.  The practical education component is 
incorporated into students’ programs by most professional faculties and colleges, such as 
the health sciences, social work, engineering, veterinary medicine, forestry, theological 
studies, and education. 
 Novice practitioners regularly report that the practicum experiences were critical 
in preparing them for their first position in their respective professions (Ehrlich & 
Greenberg, 2002; Greene & Yesenosky, 1990). The importance of the practical/clinical 
component, together with a growing global shortage of professionals in a variety of 
fields, require that professional education institutions seriously explore how they might 
design (or re-design) the practicum components of their programs .  They need to do so to 
meet the emerging pressures and challenges inherent in supplying well-trained 
professionals to practice in the rapidly changing world of the twenty-first century.  They 
should also work collaboratively in order to adjust their programs to flex with the 
innovations in technology, the growth of global competition, the fear of world-wide 
terrorist activity, the international threat of nuclear proliferation  and its ensuing political 
unrest, and the international ramifications of the new economy. We believe that past and 
current practices of individual institutions, whereby they make simple trial-and-error 
program adjustments, could be enhanced by utilizing the information that will be 
provided by our study. 
 

Preliminary Literature Review 
 

There is a growing universal demand for well-prepared professionals in all 
disciplines (Cochran-Smith, 2003; Cochran-Smith & Zeichner, 2005; Cross, Israelit, 
Cross, Israelit, 2000).  Society delegates to the professional schools the task of preparing 
its physicians, lawyers, engineers, teachers, and social workers; moreover, the status and 
responsibility of these practitioners has acquired an increased sense of importance and 
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urgency in recent years (Aguayo, 2004; Ziv, 2002).  For example, a serious shortage of 
professionals in the health care field and in teaching is imminent worldwide (McKiever-
Lowell, 2003; Spencer, 2001).  In addition, there is evidence that the nature of 
professional education, itself, is changing.  The traditional landscape is being altered 
from one in which the large research universities served as the sole agents providing pre-
service professional training to one in which a variety of providers are involved – such as 
community health clinics, affiliated organizations, or smaller colleges (Edwards, Gilroy, 
& Hartley, 2002; Schoenfeld, 2003, Scholler-Jaquish, 1996). 
 Moreover, these various experiential learning programs (Kolb, 1983) are 
identified by a variety of labels, such as : preceptorship (Corbet, Owen, & Hayden, 
2002); clerkship (Pangaro et al., 2003); service learning (Walsh, 2003); clinical practicum 
(Seigel, Cole, Li, & Eddy, 2000); extended practicum (Ralph, 1991, 2005a, 2005b); 
externship (Sprecher, Krehbiel, & Hauptman, 2002); clinical education (Poirrier, 
Granger, & Todaro, 2000); or cooperative education (Linn, Howard, & Miller, 2004). 
 The foundational premise upon which all of these practice-based programs are 
based is that authentic and deep learning occur when the student applies relevant 
knowledge and skills to solving real-life problems encountered by actual practitioners in 
the field (Mentkowski, et al., 2000; Renzulli, Gentry, & Reis, 2004; Wilkerson & 
Gijselaers, 1996).  Kolb’s (1983) seminal work on experiential learning, together with 
recent neurological research (Zull, 2004, pp. 70-72), has confirmed the tenets of field-
based education: that the more areas of the brain learners use when solving relevant and 
realistic problems (i.e., via the processes of experiencing, reflecting, abstracting, actively 
testing, and feeling the accompanying emotions), then the more meaningful the learning 
will be.  The various practicum and clinical experiences incorporated by professional 
faculties and departments have been designed to reflect these principles. 
 Historically, the experiential learning components of most professional programs 
allowed students to spend a period of time in an actual practice setting under the joint 
mentorship/supervision of a practicing professional and a university or college advisor 
(Ohio, 2002; Rogman & Hopp, 1999).  This triad collaborates to assist the novice to learn 
to integrate “theory and practice” and to become socialized into the profession (Brett, 
2006; Dalzell, 1997; Knowles, Holton, & Swanson, 1998; Kunzman, 2003). 
 

Methodology 
 

The three authors of this study received a federal research grant from the Social 
Sciences and Humanities Research Council in Canada to conduct a multi-disciplinary 
investigation of the clinical or practicum phase of professional education in the 
professions of Medicine, Nursing, Law, Theology, Education, Pharmacy, Engineering, 
Social Work, Forestry, and Dentistry. At this mid-point in the study, the researchers have 
gathered data by means of a series of site-visits, interviews, focus groups, and surveys 
from practicum/clinical coordinators, program administrators, clinical 
instructors/supervisors, and students from 48 departments at nine Canadian universities 
(Ralph, Walker, & Wimmer, 2006). 

Adopting a qualitative inquiry approach (Gay & Airasian, 2000; McMillan, 
2000), the researchers used a mixed methodology of inductive analysis and simple 
descriptive statistics to organize the accumulating data into five preliminary patterns or 
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interim categories suitable for ongoing analysis, comparison, synthesis, and interpretation 
of further data as the study continues (Glaser & Strauss, 1967; McMillan & Schumacher, 
2001).  
 

Early Findings 
 
 One observation that we have made during the first half of the study is, 
unsurprisingly, that--although all of the practicum programs we examined share the same 
aim (i.e., to mentor undergraduate students as they acquire and/or develop their 
respective professional skills and knowledge in real-life settings), and although all of 
these programs share certain similar elements--they all have idiosyncratic features that 
are unique to the situational contexts in which each program is embedded.   

In any case, our preliminary analysis of the early data revealed five analytical 
categories. Up to this point, we have also noted that these categories are addressed in, and 
supported by, previous research found in the related literature. We summarize these 
themes below, together with some of the emerging findings within each theme. 
 
1. Specific Program Terminology  
 

All practicum/clinical programs offered an “experiential learning” component that 
incorporated various principles extracted from such instructional methodologies as 
“Active Learning” (Prince, 2004); “Problem-Based Learning” (Woods, 1995); 
“Cooperative Education” (Linn, Howard, & Miller, 2004); “Apprenticeship” (Wonacott, 
2000); or “Service Learning” (Kecskes, 2006). These practical programs had a variety of 
names. For instance, some faculties and departments in the Health Sciences used such 
terms as: Preceptorship (in Nursing); Clerkship (in Medicine); Structured Practical 
Experience Program (in Pharmacy), or Clinical Education and Simulation Clinic (in 
Dentistry). 
 Faculties of Education used such terms as: Internship, Extended Practicum Field 
Experiences, or Student Teaching ; Sociology departments used terms like Field 
Instruction or Field Practicum; and Law faculties offered Moot Court experiences and 
pre-Articling courses with such titles as: Clinical Administrative Law, Clinical Litigation 
Practice, or  Clinical Criminal Law. Other terms for the practicum component were: 
Cooperative Education Programs (in Forestry and Engineering); Field Schools or 
Intensive Field Courses (in Forestry); Field Education (in Theology); and Internship (in 
Engineering and Theology).         
 
2. Program Characteristics  
 

Although each discipline organized the practicum component in unique ways 
(e.g., for timing, length, and location of the placement), these programs were all designed 
with the same goal. It was to provide students with increasingly greater professional 
responsibilities in their respective environments as they progressed through the years of 
their undergraduate preparation. 
  For instance, all professional education institutions have established specific 
graduation and certification requirements that must be met in order for prospective 
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professionals to enter the field and engage in their own practice. These regulations have 
strict standards, codes, and guidelines set by federal or provincial governments and/or by 
the professional associations, themselves. Some professions require that graduates meet 
certain “program-exit” criteria before being licensed (e.g., students in the Health Sciences 
must pass National examinations before being certified), while other disciplines have 
prescribed particular “program-process” objectives that must be achieved (e.g., faculties 
of Social Work hold National Accreditation standards requiring students to complete 700 
hours of supervised social work experience in community social service agencies or 
organizations). 
 Most professional schools require their students to pass mandatory clinical 
courses or practicum/field experiences.  The prospective practitioners in these field 
placements pay course fees and receive no remuneration as they engage in the learning 
tasks; and they are typically mentored in the workplace setting by supervisory personnel 
representing both the students’ academic faculty and the professionals at the practice site. 
These supervisors provide the learners with ongoing feedback and guidance as the latter 
gradually increase their professional responsibilities as the practicum phase unfolds. 
 Some professional education programs in Engineering, Forestry, and Law offer 
their students three types of practicum or clinical experiences. One type is a set of 
compulsory credit-courses that are of a practical or clinical nature. A second alternative is 
the voluntary Cooperative Education program, in which students are paid a salary for 
their work in a professional firm usually over a period from four to 12 months in length, 
and for which they consequently extend the length of their undergraduate program due to 
this paid work experience. A third practicum option for Law and Engineering students is 
one that requires them to engage in a period of professional practice after they receive 
their Bachelor degree, and before they receive their professional certification. Thus, Law 
graduates must successfully complete an Articling experience, in which they earn a salary 
working in a Law firm for a specified period, prior to being granted authorization by the 
Law Society of the province in which they reside to practice law. Likewise, Engineering 
graduates must be first successfully employed for a specified period of time in the 
engineering field before being granted professional status by their province’s professional 
engineering association. 

    The length of the compulsory practicum/clinical component varies across 
disciplines, and often for institutions within the same discipline. For instance, students in 
the five MD programs we examined were continuously engaged in Clinical Skills 
Education for five consecutive terms of their four-year program. Then in Term 2 of their 
third year they began their 48- to 52-week Clinical Clerkships, in which they completed 
Rotations in the major medical departments. By contrast, the length of practicum 
experiences for teacher candidates in faculties of Education vary among programs. For 
example, one faculty requires a three-week student teaching placement in a school at the 
end of the third year of the four-year B.Ed. program, to be followed by a 16-week 
extended-practicum in another school in Term 1 of the fourth year. On the other hand, 
another Education faculty offers teacher candidates an option of doing a 10-month 
Internship in a school. 

 
Supervision and evaluation of students.  All of the practicum programs we 

investigated had clear policies, procedures, regulations, expectations, and guidelines 
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regarding supervisory practice and evaluation of student performance during the 
practicum /clinical experiences. This documentation was available to all participants 
either in hard copy, or online on the faculty web-site, or both. 

The large majority of programs did not identify a particular model of supervision 
or mentorship that they followed, but virtually all of them operated in accordance with 
the general principles of Clinical Supervision, an approach to educational supervision 
developed by Cogan (1973) and Goldhammer (1969), and later refined by others 
(Anderson, 1986; Glatthorn, 1997; Sergiovanni & Starratt, 2006). In essence, the Clinical 
Supervision approach reflects a developmental, socialization process by which a more 
experienced practitioner mentors a neophyte to learn/refine the required professional 
knowledge, skills, and attitudes. The mentoring process, which was evident in all of the 
practicum programs we studied, consisted of the person(s) in the supervisory role 
working closely with the person(s) in the learning role: (a) to set practice goals; (b) to 
provide observation of the learner as he/she engaged in practice, (c) to provide ongoing 
(formative) feedback on the learner’s performance; and (d) to coach the protégé as he/she 
sought to develop professional competence 

Typically, the supervisory process was a shared effort, in which a faculty-based 
agent collaborated with the site-based practitioner(s) to support the supervisee to acquire 
the essential skills. All of the supervisory initiatives that we investigated also attempted 
to engage the learners in a collaborative and reflective self-assessment process—whereby 
the neophytes were encouraged to gather and use evidence from multiple sources (i.e., 
site-based mentors, faculty instructors, peers, clients, and previous research) in their quest 
to become exemplary practitioners. 

Likewise, in all of the practicum programs investigated, the evaluation process 
was well defined, and all necessary procedures and documents--for both the mid-term, 
formative and the final, summative assessments of students’ performance--were clearly 
identified. Again, in all cases, provision for students’ input in their evaluation process 
was evident; and university policies also provided for  formal appeal procedures if 
students were dissatisfied with the evaluation process and/or product.       
 
3. Program Strengths  
 

In all cases, positive features of the practicum program were identified by 
participants. 

 
For students. All interviewees and survey respondents reported that students valued the 
practical experience portion of pre-service education more highly than they did the other 
components. All participants were unanimous in their view that the clinical/practicum 
component also provided an opportunity for students to apply the theory they learned in 
their campus-based coursework to actual “real-world” situations. A third point of 
agreement among participants was that the clinical experience encouraged students to add 
a “reflective self-assessment” dimension to their practice as they developed their 
professional repertoire.  
 
For the practicum site. Our data showed that many of the supervisory practitioners  
reported that: (a) they appreciated being able to contribute to the professional growth of 
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“the next generation” (thus perhaps satisfying an altruistic or beneficent motive); (b) they 
viewed the mentoring experience as partially meeting their own need for professional 
development and lifelong learning; (c) they felt they were an essential part of a 
collaborative team educating new professionals; and (d) they welcomed the “youthful 
idealism” and fresh insights that some of the students brought to the workplace. 
 
For the faculty/department. Some practicum administrators and instructors valued their 
relationship with practitioners in the field, because the former could gain immediate 
knowledge of current and upcoming issues, trends, and perspectives from the “real 
world”. Moreover, faculty-members acknowledged that maintaining a collegial 
relationship with their field-based colleagues often resulted in the faculty being perceived 
as more approachable and credible—and less as “insulated in their ivory tower”. 
 
For the co-op programs. In addition to the benefits described above, participants in 
Cooperative Education programs, typically in the four-month summer work terms (e.g., 
in certain Engineering, Law, and Forestry departments) identified distinct advantages of 
these Co-op options. For example, Co-op students acquired relevant, paid work 
experience, while making possible job contacts for the future. Faculty reported that 
returning Co-op students also exhibited higher levels of knowledge and motivation, 
which positively influenced the non-Co-op peers in subsequent courses. 

 The employers at field-sites valued the contribution of Co-op students, who 
provided needed short-term service for peak periods over the busy summer months. Other 
advantages for employers were that :they were able to “screen” potential job prospects 
for future employability, and that they had more immediate access to supervising faculty 
thereby increasing the opportunity for professional collaboration and knowledge-sharing 
between the field and the university. 

Faculties benefited from the Co-op programs because of the positive impact of 
these programs on both students and employers. Again the credibility of the faculties who 
organized these experiences appeared to be enhanced. 

  
4. Program Limitations  

 
Although they highly rated the clinical/practicum phase of professional education, 

students and instructors/administrators, alike, also identified weaknesses that needed 
addressing. One problem mentioned by some practicum students was the university’s use 
of inappropriate or inconsistent placement procedures. A few students wanted more input 
into their choice of practicum location; while others felt that better mentor/mentee 
matches could be arranged by faculty administrators in order to maximize compatibility 
between/among participants. Students also indicated that some supervisory personnel did 
not seem enthusiastic about their supervisory role, nor did they provide students with 
adequate direction and support during the clinical experience. A related issue was the 
view that some supervisors did not seem adequately trained or prepared for their 
mentoring role 

 Many practicum administrators from a variety of disciplines reinforced these 
points, reporting that some site-based professionals have become fatigued with the 
increasing pressures to perform not only their own regular practitioner duties, but to meet 
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the added expectations of the extra supervisory responsibilities. Many practitioners have 
declined to engage in what they perceive as an overload situation without the incentive of 
receiving appropriate reward, recognition, and/or recompense. These conditions have 
multiplied the difficulties of recruiting, preparing, and retaining an adequate number of 
interested supervisors in many of the clinical/practicum programs. In some regions, there 
is also a serious shortage of placement-locations in which students can complete their 
clinical practice. 

A further problem articulated by some practicum leaders was the reluctance 
among some students to be placed in rural or remote locations for their field experiences. 
These students expressed concerns about the extra expense incurred for travel and 
accommodation, about the accompanying personal and family disruption, and about 
“having to pay course tuition for these frustrations on top of it all”. 

Some program administrators/coordinators also reported that their practicum 
administrative staffing-complement was under-resourced. They did not have sufficient 
funding to hire needed clerical, secretarial, and technical help for adequately organizing 
and operating the program. They consequently encountered further slowdowns and 
inefficiencies in recruiting/orienting/training new mentors, and in providing appropriate 
and consistent professional development/in-service opportunities for experienced 
supervisory personnel. 

Another difficulty mentioned by some practicum administrators was the fact that, 
although many faculty members and department administrators professed that they 
valued the important contribution of the clinical/practicum component to the success of 
the entire undergraduate pre-service program, their rhetoric of endorsement was not 
matched by specific policies or tangible actions. It was felt that some faculty members 
and senior administrators, who had not actually been involved in this practical phase, 
were not as supportive as they could be of its importance. As a consequence, some 
participants felt that there not sufficient political will among senior policy-making bodies 
at the universities  to modify existing faculty reward structures in university collective 
agreements, in order to recognize and reward faculty for their work in clinical education 
to the same extent that conventional research and scholarly .publication is rewarded. 
 
 
5. Promising Future Innovations  
   

Up to this mid-point in our three-year study, we have found that some practicum 
administrators are considering, or have begun to implement, unique modifications to their 
programs in order to reduce the negative elements and/or to enhance the strengths that 
had been identified in their various clinical/practicum offerings. One of our purposes for 
presenting some of these innovative strategies is to inform other practicum administrators 
as they study considerations to improve their own clinical/practical programs. 

One recommendation was that policy-makers, decision-leaders, and program 
organizers should actively seek (and then incorporate) the ideas of students, both past and 
present, as they pursue practicum reform/renewal, because students experience all facets, 
positive and negative, of the program.  Some of our interviewees observed, moreover, 
that a few clinical/practicum administrators seemed to display somewhat of an arrogant 
attitude by intimating that only they, as formal leaders, were worthy of making such 
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decisions, and that students’ voices and views were somehow less important in the 
process. 

Other practicum organizers—particularly those involved with paid Cooperative 
Education programs and internships—were unanimous in their desire to lobby 
universities, governments, educational organizations, and the corporate world  to increase 
their moral and financial support in order to expand such programs so that all students in 
these faculties could participate in these popular initiatives. 

A specific program initiative that has proven successful is the SPEP (Structured 
Practical Experience Program) implemented by faculties of Pharmacy across Canada. In 
SPEP all supervisory and evaluation policies, procedures, and guidelines are standardized 
across Pharmacy faculties. Preceptors are selected and oriented according to specific 
guidelines, and program leaders regularly solicit formal student feedback about their 
experiences in the clerkship. This student feedback is welcomed and used to make 
continual adjustments to improve the program. 

Some professional faculties are exploring plans to establish interdisciplinary 
degree programs (e.g., the University of Victoria’s consideration to offer joint degrees, 
such as a BSc/BEd in Mathematics, a BEng/BEd in Engineering, or an ESL/BEd (or 
FSL/BEd) in Second Language Teaching.  Such innovations would allow students to 
acquire their practical experiences in multiple but related settings. 

An innovative program, developed in British Columbia by a collaborative forum 
of multi-stakeholder organizations from the health-care and post-secondary sectors, is 
addressing the problem of the shortage of practicum placements. This initiative, the 
Interprofessional Rural Program of BC (IRPbc), the first of its kind in Canada, places 
teams of practicum students from a range of health-care professional programs into 
smaller communities across the province. During these practicum periods, students 
experience the rewards and challenges of engaging in rural practice in their respective 
fields, with the added benefit of having a cohort of peers to provide mutual support and 
with whom to co- develop interdisciplinary knowledge. 

 Other benefits of IRPbc have been identified: (a) for rural health authorities by 
helping them recruit and retain future health-care employees from among the practicum 
students; (b) for the professional schools by increasing the number of practicum 
placement locations; (c) to the rural  medical facilities by providing them with additional 
staff to help deliver health care, and in enhancing their staff members’ learning 
opportunities because of their mentoring of the prospective graduates; and (d) to rural 
communities by attracting potential professionals to move to and take up employment in 
their regions after graduation. Moreover, in a strategy to assist students in their 
community practice, some Medical faculties provided their third-year clerkship students 
with a monthly stipend ($400) to help offset the expenses they incurred during their 
clinical rotations. 

Some teacher education faculties have also implemented changes to their 
practicum format, in order to counter the feelings of isolation or abandonment reported 
by some interns doing their practicum in rural areas. The solution was to place cohorts of 
several students into a single school, whose staff, as a whole, would serve as a mentoring 
body to guide the interns in their professional growth. 

Furthermore, to further address the problem of insufficient practicum locations, 
some health-care faculties in Nursing and Medicine have made use of campus-based, 
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“high tech” computer-assisted models and/or simulated experiences and programs. By 
introducing such efforts, practicum coordinators have relieved pressure from consuming 
valuable resources/time at the clinical sites for basic training, but instead have reserved 
the sites for providing students with actual health-care practice with real clients.  

Moreover, some professional faculties are currently incorporating more 
media/technology/distance education components within their practicum programs, in 
order to permit students and their faculty mentors to engage in certain facets of the 
supervisory process online (e.g., basic  communication, completion/submission of 
forms)—provided that opportunity is given for some face-to-face interaction among 
participants. 

Some professional schools (e.g., Engineering, Pharmacy, Nursing, and Medicine) 
use their national, professional code of standards to serve as a regulator of faculty and 
student responsibility, with respect to expected mentor and protégé conduct and 
performance. They find that these guidelines provide continuity and uniformity in 
practicum program expectations across Canada. 

In order to deal with the challenge of practitioners being reluctant to accept 
supervisory responsibilities in the practicum, some departments and faculties enacted 
deliberate strategies to provide incentives and support for undertaking this role. Such  
initiatives were: (a) granting the mentors educational credit for participating--in the form 
of subsidized course tuition, free university library access privileges, opportunity to join 
an association of faculty mentors (and benefit from the resulting camaraderie and peer 
support); (b) being eligible to be nominated by their students for formal mentorship 
awards; (c) receiving free registration for professional development workshops/seminars, 
and; and (d) being invited to formal banquets and ceremonies that formally acknowledge 
and honor their professional contributions to the clinical/practicum programs. Faculties 
who have implemented such incentives report that participants have appreciated them and 
that the “spirit of camaraderie” among them has indeed risen. 

In order to counteract the difficulty about supervisory personnel not being 
properly trained/prepared in their mentorship skills, we suggest that practicum leaders 
should consider adopting the supervisory model, called Contextual Supervision (CS), 
which one of us (Ralph, 1991, 1998, 2002, 2005b) has developed and refined over the 
past two decades. The CS model has been researched and has shown promise in assisting 
mentors, trained in its application, to enhance their mentoring effectiveness. We believe 
that practicum/clinical programs that have had problems with their supervision process 
would benefit from the CS approach. 

 
The Next Phase 

 
As we embark on the final phase of the study, we plan: (a) to collect and analyze 

additional data from participants in other clinical/practicum programs (i.e., present and 
past students, supervisory personnel, and program administrators); (b) to convene 
meetings (actual and virtual) with individuals and groups to discuss our preliminary 
findings, (c) and to explore innovative practices holding promise for the future 
enhancement of the experiential learning portion of professional pre-service education. 

We invite scholars and practitioners interested in this topic to contact us at the 
addresses shown on the title page. 
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SAFETY AWARENESS OF ST. PAUL UNIVERSITY  MANILA 
MANAGERS AND FULL-TIME EMPLOYEES: BASIS FOR THE 

DEVELOPMENT OF A SAFETY PROGRAM 
 

Elizabeth D. Ramos, Ph. D. 
 St. Paul University Manila 

                                                     Manila, Philippines 
and 

Engr. Marcelo T. Ramos Jr., M.M. 
University of Perpetual Help System 

Biñan, Laguna, Philippines 
  
 
Abstract: 
A school is more than just a place for learning; it is the second home of the students. 
Foremost, it is  an  institution that educates and safeguards students,  and  respects their 
rights to safety and security. 
  
The study determined a) the profile of the  respondents  in terms of age, gender, highest 
educational  attainment, position, years of service in St. Paul  University (SPU) Manila, 
and total years of  managerial/professional experience; b) the level of  safety awareness 
of the managers and full-time  employees of SPU Manila; c) the significant  difference 
between the level of safety awareness of the  managers  and full-time employees of SPU 
Manila ; d) the  significant relationship between the level of safety  awareness and total 
years of managerial experience  of  the managers of SPU Manila ; and e) the significant  
relationship between the level of safety awareness  and  total years of professional 
experience of the  full-time employees of SPU Manila. Finally, a safety  program was 
developed for the school. 
 
The study adopted the descriptive-correlational-program development  method.  The 
following statistical tools were used in data  analysis: percentage/ frequency distribution, 
mean,  correlation coefficient, and t-test of independent  means. 
 
The implementation of the safety program will ensure a  more conducive learning 
environment for the  stakeholders of St. Paul University Manila. 
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Abstract: 
 
The title of this research presentation will be: 
The Real Deal:  the long and short term benefits of an intensive content-based overseas 
study program. 
 
 
In this research presentation, I will outline the development of a short overseas content-
based program that I helped to develop for Ritsumeikan University, Kyoto.  The focus of 
the program was intensive research into multiculturalism, multicultural education, and 
issues surrounding indigenous people in Australia.  In the presentation, I hope to show 
how institutions can successfully engender higher levels of English proficiency in their 
students, through the study of relevant and important intercultural and global issues in an 
overseas setting. 
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Abstract of the Paper 
Need for Personalising Spelling for Specific Learning Disabled Children 

Prof. E. Roopa Rao  

I. Introduction: 

Spelling is the way we combine letters to write words.  It is simply the method of 

writing letters in a particular order, for spoken sounds/cues. Spelling correctly is part 

of learning a language.  Correct spelling, like correct speaking, is more than a sign of 

a person’s education.  When children learn a language, it is but natural for them to 

commit spelling errors. However, with the usage of language, the spelling errors get 

reduced and finally reach a level, where they have the ability to, guess correctly the 

spelling of a new unfamiliar spoken word.  

Spelling Process 

1. Associate sound (phoneme) with the letter (grapheme) 

2. Translate the heard sound to the right letter, 

3. Recalling the word from memory, 

4. Forming its visual picture, etc 

5. Recalling its sound pattern or pronunciation, Going through or recalling 

the kinesthetic movement, (if the word has been already learnt), and 

6. Recording it accurately in the proper order on the paper. 

 

II. Difficulty in learning to Spell Words especially in English Language: 

Specific Learning Disabled children who are also called ‘Special Educational Need’ 

children, with spelling problem, have difficulty in all or some of the above activity. 

Therefore, spelling errors are quite common in them. In English the task becomes all 

the more complex, because of non-phonetic characteristics of English language. Good 

spellers would have evolved their own method of studying words they want to spell, 

whereas, the poor spellers do not have any such strategy. 

 

III. Techniques of Learning Spelling: 

There are several techniques of learning to spell some are traditional and the others 

are child centered. 

IV. Need for the Study: 

The above mentioned devices or techniques (especially traditional) are usually used 

by the teachers or even by parents to teach spelling to children.  A child, who does not 
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have any problem in learning to spell, will learn the spelling with the help of any of 

the above techniques. Usually the traditional technique suffices. But in the case of 

Special Educational Need children with spelling problem, any or all of these 

techniques may fail. So a search for an alternate technique, which can help the 

child at a very personal level, becomes necessary.  

Such a technique has been tried by the investigator and this technique has been 

called as ‘Personalising Spelling’ by her.  

 

V. Meaning of the Personalising Spelling Technique in Learning to Spell:  

It is a technique used to teach the spelling of the target word, by relating ‘the whole of 

the mis-spelt word’ or just ‘the mis-spelt part of the word’ to the personal experiences 

of the child. Personal experience can be anything such as: food, colour, dress and such 

other preferences, like child’s environment, a recently seen movie, or a game enjoyed.  

Such personal experiences are meaningful to the child and can be easily recalled. The 

investigator has explained this technique and shown haw to arrive at the decision as to 

when this technique should be used.   (she has prepared a flow diagram for this 

purpose.) 

 

VI. Examples of Personalising Spelling Technique used to teach Spelling to 

Special Educational Need Child: 

The investigator has given many examples used by her, to teach spelling to a Specific 

Learning Disabled child. 

VI. Conclusion: 

 Parents who are more familiar with the personal experiences of the child can mainly use this. 
This approach may not be of use in a group, since the personal experience of each child 
differs. However, it is not clear whether the child would continue to use the technique if longer 
time gap existed between learning to spell and recall the spelling. 
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Full Length Paper 

Need for Personalising Spelling for Specific Learning Disabled Children 
Prof. E. Roopa Rao  

I. Introduction: 
Spelling is the way we combine letters to write words.  It is simply the method of writing letters 
in a particular order, for spoken sounds/cues. Spelling correctly is part of learning a language.  
Correct spelling, like correct speaking, is more than a sign of a person’s education.  When 
children learn a language, it is but natural for them to commit spelling errors. However, with the 
usage of language, the spelling errors get reduced and finally reach a level, where children 
have the ability to, guess correctly the spelling of a new unfamiliar spoken word. Most of the 
children with specific learning difficulties and disability usually have severe problem with 
spelling. It is this problem which sets them apart from other learners and it is this problem 
which gives parents and teachers cue that the child may be a ‘Specific Learning Disabled Child’ 
Spelling Process 
Poor spellers are usually poor readers.  However this may not always be so, because, there 
are many instances where, a child has the ability to read fluently, but has great difficulty in 
spelling.  Learning to spell, is far more complex an activity, than learning to read. It involves,  

1. Recognising the alphabet and the sounds of language, 
2. Associating the sound (phoneme) with the letter (grapheme), 
3. Translating the heard sound to the right letter, 
4. Recalling the word from memory, using vocal and motor skills, 
5. Forming visual picture (memory trace) of the word to be learnt, 
6. Recalling its sound pattern or pronunciation, 
7. Verbalising the word by breaking it into its syllables,  
8. Recalling and recognising the sound-letter association, 
9. Going through or recalling the kinesthetic movement, (if the word has been 

already learnt), and 
10. Recording it accurately in the proper order on the paper. 
 

Problem in any one step mentioned above can lead to problem in writing the correct spelling of 
words. It is not surprising that, spelling is the most frequently cited problem for children with 
Specific Learning Disability.  
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II. Difficulty in learning to Spell Words especially in English Language: 
Specific Learning Disabled children who are also called Special Educational Need children, 
with spelling problem, have difficulty in all or some of the above activity. Therefore, spelling 
errors are quite common in them. In English the task becomes all the more complex, because 
of non-phonetic characteristics of English language. English language has 26 alphabets to 
represent 44 sounds of spoken English. Hence in it, letters to phoneme correspondence is not 
consistent. The following features of English language confirm that it is non-phonetic. 
 

1. 26 alphabets when taken in isolation are pronounced in one manner, but when 
they occur in a word (when letters are merged), are pronounced differently. 

 
2. Some letters like, b, f, j, k, l, n, v, w, and z, when they occur in different words 

and in different position (initial, middle, or end position), are pronounced in the 
same manner everywhere. Whereas letters like a, e, i o, u, (All vowels) and d, 
c, g, h, p, m, q, x, r’ are pronounced differently in different words and also 
when they occur in different positions, eg. ‘g’ in ‘good’ and in that in ‘logic’ are 
pronounced differently. 

 
3. Some letters are silent in some words, e.g., ‘e’  when it occurs at the end of a 

word, like ‘e’ in the ‘hate’, ‘p’ in ‘Psychology’, r in ‘hard’, etc. (of course there 
are rules for many such variations) 

 
4. The nature of inflection pattern varies in different words. For e.g, ‘ed’ in 

‘robbed’; is pronounced as ‘ed’ whereas ‘ed’ in ‘stopped’ is pronounced as ‘t’ 
(of course there are rules for some such variations also.) 

 
Though, English is non-phonetic in nature, it would be incorrect to say that, it is completely 
inconsistent and chaotic. Once children master the regular features of English spelling, they 
may be taught to take note of the exceptions. In general, irrespective of problem related to 
‘Specific Learning Disability’, the difference between good and poor spellers can often 
be traced to just one problem; i.e. finding an effective method of learning to spell. Good 
spellers would have evolved their own method of studying words they want to spell. Whereas, 
the poor spellers do not have any such strategy. Therefore, they tend to learn each spelling 
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individually. There is a saying that spelling is caught rather than taught. This is usually true for 
good spellers. In case of children with difficulty in learning to spell, it has to be consciously 
taught.  
 
III. Techniques of Learning Spelling: 
There are several techniques of learning to spell. Some of them have been discussed below, 
 
A. Traditional Methods/ Techniques 

1. Transcription or Copying the word is the time honoured method for learning 
spelling, 

 
2. Verbalization of individual alphabets before the whole word is pronounced. 

e.g., say  ‘s – p – e – c - i- a – l’ and then verbalise the whole word ‘special’. 
 

B. Child Centered Method/Technique 
1. Delayed Copying – flashing the word through a ‘Flash Card’ for a few 

seconds and then permitting the child to write the word from memory using the 
mental image of the word formed by her/him, 

 
2. Syllabification- breaking the words into their syllables and then joining them, 

e.g.  in the word ‘market’ 
mar / ket  then writing the word ‘market’ 

 
3. Word Analysis – Analysing the word on the basis of prefix and suffix it 

contains, 
e.g.,  in the word ‘undiluted’, 

un     –  dilute    –  d  
prefix   Base   Suffix 

 
4. Using Rules – Eg. ‘When a word ending with an ‘l’ is converted into past 

tense, ‘l’ needs to be doubled like in the case of ‘cancel’ becomes ‘cancelled’,  
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5. Playing Spelling Games – word building, searching for meaningfully spelt 
words in a grid containing letters, tracing the contour of the word using straight 
lines, etc. 

6. Focusing – on the trouble spot by highlighting it. Suppose in the word 
‘heterogeneous’ the trouble spot is ‘g’ and ‘neo’, then it can be highlighted as 
heteroGeNEOus. 

 
7. Using Mnemonic Devices – suppose the word ‘together’ is difficult to spell 

then it can be broken into ‘to – get – her’ and then once again joining it. 
For the word ‘Automatically’ ‘Auto’ – ‘ma’ – ‘tikally’  
In this analysis, mnemonic device works as follows – ‘Auto’ means 3 wheeled 
vehicle to transport people, ‘ma’ (pronounced as ‘mei’) in the Hindi language 
means inside, and ‘tikally’ (pronounced as takali) means a bald headed lady. 
Teacher can discuss the irony of such words being present in this word. 
Further, the child can be made to imagine the scene of a bald headed person 
sitting in the auto with him/her. (This technique resembles ‘Personalising 
Spelling Technique’ to be described later. 

The list of such techniques is innumerable and it all depends upon the ingenuity and 
creativeness of the individual teacher.  

 
IV. Need for the Study or Need for Personalising Spelling for the Specific 

Learning Disabled Children: 
The above mentioned devices or techniques (especially traditional) are usually used by the 
teachers or even by parents to teach spelling to children.  A child, who does not have any 
problem in learning to spell, will learn the spelling with the help of any of the above techniques. 
Usually the traditional technique suffices in most of the cases. But in the case of Special 
Educational Need (SEN) children with spelling problem, any or all of these techniques 
may fail. So a search for an alternate technique, which can help the child at a very 
personal level, becomes necessary.  
This prompted the investigator to recall the experience of her friends /family and her own with 
Special Need Children with spelling difficulty who had come to her friend for counseling. For 
example, there was a 10 year old child known to a friend of the investigator, who had not been 
able to spell even his own name ‘Chandrashekhara’. This child was already studying in an 
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English Medium School and had been exposed to the language for nearly 5 – 6 years. Because 
of the severe spelling problem the child was prone to get poor scores (an offence in our 
country). Hence, he had already changed several schools (rather thrown out of schools).      
The investigator’s friend could make the child learn this spelling using the technique of 
“Personalising Spelling”, 
The word was first analysed and then divided as Chandra – she –khara’. In Kannada language 
‘chandra’ means ‘moon’, and ‘khara’ means spicy. A discussion regarding this aspect was 
undertaken. The child was asked wasn’t it funny that his name contained such words. He was 
also asked whether he was a moon, or was he very spicy or was he a ‘she’ (girl). The child was 
even exited that his name contained the word ‘khara’ because he loved spicy snacks! As a 
result of this discussion the child could master the spelling (of course it took nearly a week to 
10 days for the child to master this spelling). After that the child started showing interest in 
studies and finally completed schooling under the guidance of this person at the age of 17 
years. Similar examples in the experience of the investigator, made her feel that these children 
were using a technique which was quite different from all the techniques mentioned under point 
III above. 
Such a technique has been tried by the investigator and this technique has been called 
by her - ‘The Technique of Personalising Spelling’.  

 
V. Meaning of the Technique of Personalising Spelling while learning to spell: 
‘Personalising Spelling’ as a technique to teach spelling may prove to be fruitful especially in 
case of Special Educational Need Children with spelling problem. It is a technique used to 
teach the spelling of the target word, by relating ‘the whole of mis-spelt word’ or just ‘the mis-
spelt part of the word’ to the personal experiences of the child. Personal experience can be 
anything such as: food, colour, dress and such other preferences, like child’s environment, a 
recently seen movie, or a game enjoyed.  Such personal experiences are meaningful to the 
child and can be easily recalled.  When the difficult part of the target mis-spelt word is related to 
the personal experiences, the child’s attempt to recall gets facilitated by such an association. 
Since personal experiences are meaningful to the child, she/he enjoys the activity and gets 
involved in it.  This whole hearted involvement results in better learning. This article reports the 
successful application of this technique on a Special Educational Need Child. 
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VI. Personalising Spelling Technique for the Special Educational Need Child taken 
as case study: 
In the case of this particular Child, rarely the entire word was required to be personalised. Often 
a part of the mis-spelt word required this technique. The investigator used this technique only 
when other techniques (traditional and child centered) failed. The following analysis of the mis-
spelt word is required while deciding whether to make use of Personalising Spelling Technique. 
These steps also help in identifying the part of the word that needs to be personalised. In this 
example the word, ‘special’ mis-spelled as ‘spashel’ has been taken, (See flow diagram) 
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(An explanation for how to follow the flow diagram is given below).  
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give drill work. 

Q 1. Is the entire 
     word mis spelt?

Q  3. Are the letters 
used in the word 
phonetic in nature?

Q 2. Are the 
letters incorrect?

Q 4. Does child 
apply phonetics 
correctly?

Reinforce 

Q 5. Is the error 
consistent?

6. Does the child apply  
rule of pronunciation? 

1. Explain the error in the 
application of the rules. 

2. Employ traditional and child 
centered technique to give 
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Q7.Does the problem
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Whenever you come across a consistently mis-spelt word, observe the mis-
spelt word and ask yourself, 

Q1. Is the entire word mis-spelt? 
In case of the example word ‘special’ which was spelt as ‘spashel’, the 
answer to the first question (Q1) would be ‘no’, as only a part of the word 
was mis-spelt. So identify the correct (s, p, and l) and incorrect ‘e ,c, i, a’ 
letters and go to second question (Q2). 

 
  Q2. Are/Is the letter/s incorrectly used? 

For ‘s, p, and l’ answer is obviously ‘no’, so reinforce these letters as 
correct. For, the letters ‘e, c i, a’ answer is ‘yes’ because the child has 
used ‘a, s, h, e’ for ‘e’ and ‘cia’. Next ask the third question (Q3). 

 
Q3. Are/Is the letter/s phonetic in nature? 

‘a’ sound is phonetic in the word special. Since the letter ‘a’ combines with 
‘l’ to become ‘al’ explain the sound for ‘al’ directly, and reinforce it through 
Traditional or Child Centered Approach. Even the sound for ‘e’ is not very 
erratic hence, can be reinforced. Next ask the fourth question (Q4) 

 
  Q4. Does the child apply sound system correctly? 

It ‘Yes’ reinforce, if ‘no’ go to the fifth question (Q5). 
For the third question (Q3), if answer is ‘no’, i.e., in ‘special’, ‘c, i a’ is not 
phonetic, then directly go to the fifth question (Q5). 

 
Q5. Is the error consistent (i.e. does the child write the same wrong spelling 

every time)? 
If answer is no use ‘Personalising Spelling Technique’ If answer is yes (In 
case of ‘c, i a’ the answer was yes) ask the sixth question (Q6) 

 
Q6. Does the child apply rule of pronunciation as per letter sound 
correspondence? 

If answer is no then use ‘Personalising Spelling Technique’. 
In case of,  ‘c i a, the answer was ‘yes’ because the child was applying 
rules of pronunciation (phonetic sound and writing it as s, h, a. Since the 
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spelling ‘c, i a, does not correspond to rule, explain to the child errors in 
application of the rule and give drill through Traditional and child Centered 
Techniques. Ask the seventh question (Q7) 

 
Q7. Does the problem get resolved? 

  If ‘yes’, reinforce the correct spelling. 
  If ‘no’, adopt ‘Personalising Spelling Technique” 

 
VII. Examples of Personalising Spelling Technique used to teach Spelling to Special 
Need Child. 

The ‘Personalising Spelling Technique’ used for the letters in the word ‘special’ was as 
follows.  
Though the child had difficulty with ‘c i a’ the investigator took the letter combination ‘e 
c i’ in the target word, to use the technique. The investigator discussed with the child, 
his ‘special’ snack and came to her favourite i.e. ‘ice-cream’. The child luckily knew the 
spelling of ‘ice cream’. The child was told that the letters ‘i  c  e’ is also found in the 
word special but in the reverse order i.e. ‘e   c   i’.  Hence, every time the child wrote 
the word special she was asked to remember her favourite snack ‘ice-cream’. The 
break up given for the target word to the child was as follows, 

‘Sp eci (remember ‘ice’) al’ 
 This helped the child in learning the spelling of the mis-spelt word ‘special’. 
 
The ‘Personalising Spelling Technique’ followed by the investigator for few words is 
given below, 
 

1. Pilgrimage 
In the word ‘Pilgrimage’ part of the word was mis-spelt i,e., ‘l,  i,  a,  g,  e’. Among these 
only ‘l’ is phonetic sound and the rest are non phonetic. Further, the child would 
sometimes write double ‘l’ instead of single ‘l’. The investigator explained the phonetics 
of the letter ‘l’ (i.e there is no stress on ‘l’ in the word pilgrimage) and the problem got 
resolved. In the case of i, a, g, e’, there was no consistency followed by the child in 
their usage. Therefore, the investigator followed Personalising Spelling Technique. The 
child had come across the word ‘pilgrimage’ in the story ‘Shravan Kumar’ where, 
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‘Shravan’ carries his aged parents in two baskets hung from a pole on his shoulders. 
The investigator explained that the two dots on the letter ‘i’ are the parents sitting in a 
basket, ‘l’ is the pole on which they were carried by Shravan Kumar. Further they were 
aged. The investigator drew this for the child to visualise. Then wrote, 

p –i –l -g –r –i –m  -age 
 

2. Shirt 
In the word ‘shirt’ Child had a problem remembering ‘i’ which is non-phonetic and used 
‘e’ instead. She was told to imagine a shirt with only one button, i,e., the investigator 
clipped the button of an old shirt, and kept only one. The ‘i’ with the dot on the top was 
imagined as a button. 
 

3. Tem  p  ted. 
In the word ‘tempted’ the child would forget the silent letter ‘p’. For this, the investigator 
recalled the favorite fruit, snack or eatable and came to the word ‘Pineapple’ (her 
favourite fruit) which begins with the letter ‘p’ saying, she gets ‘tempted’ when she 
sees a ‘pineapple’. 
 

4. Kitchen 
The child would forget the silent letter ‘t’ in the word ‘kitchen’. So the investigator 
helped the child to recall it by saying, there is a  ‘t’ (‘tea’) in the kitchen. However, while 
discussing this, the child commented that she preferred to remember that ‘there is 
‘tiger’ (t) in the kitchen. She explained that she was usually afraid to go to the kitchen 
at night because she imagined a tiger in the kitchen! This analysis by the child showed 
that the child herself started using the ‘Pesonalising Spelling Technique’ on her own. 
 

5. Trunk 
The child was omitting the letter ‘u’ in the word ‘Trunk’. For this the child was reminded 
the incidence, where in order to catch a bus, the investigator and the child, had to run 
with a suitcase. She was asked to imagine running with the trunk and told her there is 
‘run’ in the  word ‘trunk‘  ‘t  run  k’. 
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VIII. Conclusion 
The “Personalising Spelling Technique’ was successfully tried out for many more 
words. This particular child’s grade in English spelling improved due to adaptation of 
this technique. Parents who are more familiar with the personal experiences of the 
child can mainly use it. The teacher may have very few experiences to relate and take 
advantage of this technique. This approach may not be of use in a group, since the 
personal experience of each child differs. This technique was very useful, when the 
child had to recall the word soon after learning it. For example, when she had to take a 
spelling dictation test. However, it is not clear whether the child would continue to use 
the technique if longer time gap existed between learning to spell and recall the 
spelling. 
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 (Ongoing Action Research based project) 
ABSTRACT 

Delineate the ‘Skill of Describing (Description)’ and study the effectiveness of 
awareness of Skill of Describing (Description) in understanding the Skill of 

Explaining (Explanation) 
 

By Eddiya Roopa Rao 
I. Introduction: In the area of Teacher Education the concept of Micro Teaching 
(MT) has come to stay since early 1960’s and become the most important technique of 
teacher preparation.   
The list of Teaching Skills given by educationists investigating Micro Teaching techniques 
include ‘Pre-Instructional’, ‘Instructional’ and ‘Post Instructional’ skills. Under the 
‘Instructional Skills’ many educationists have identified innumerable sub skills. However 
there is no educational literature which identifies ‘Skill of Describing’ as one of the skills 
coming under the purview of Micro Teaching. Many educationists argue that it need not be 
given the status of a separate skill. However, with the professional experience amassed in 
College of Education, the investigator feels, that it can be a very important ‘instructional 
skill’ that will throw clarity on the ‘Skill of Explaining’ contributing to enhanced competency 
in teaching ability. 
 

II. Rationale for the Study:  
While practicing the Micro Teaching Skill called the ‘Skill of Explaining’, the investigator 
observed that the teacher trainees had to select a content area that needs explanation however 
they would invariable select an area which in reality needed description. This led to situations 
where, they were not able to make use of many ‘Explaining Links’ resulting in either poor 
explanation or no explanation at all!  
This enthused the investigator to conceptualise a Micro Teaching Skill called ‘Skill of 
Describing. 
 

III. Meaning of the Skill of Describing: 
The investigator has prepared the literature pertaining to the ‘Skill of Describing’, with 
listing of desirable and undesirable behaviours. Further, the investigator has also prepared 
a list of ‘describing words’ that need to be used while describing (something like 
‘explaining links’ given for skill of explaining). The investigator has also prepared a 
format which is needed to observe the skill of describing when the teacher trainees 
execute the skill.  
 

IV. Objectives of the Study are:  
1. To develop and suggest a comprehensive format  for the Skill of Describing 

(with desirable and undesirable behaviours), 
2. To enable the teacher trainees to select situations demanding Skill of 

Description and Skill of Explanation, 
3. To enable the teacher trainees to differentiate between situations demanding 

Skill of Description and situations demanding Skill of Explanation, 
4. To develop awareness in teacher trainees regarding the need for using 

appropriate vocabulary and language while describing, 
5. To bring awareness regarding qualitative improvement in describing and 

explaining. (subjective assessment)  
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V. Methodology: 
1. Equated  ‘Experimental Group’ (EG) and ‘Control Group’ (CG) of teacher 

trainees will be selected, 
2. Theoretical inputs for the ‘Skill of Describing’ would be developed with a 

‘Format of Desirable and Undesirable Behaviour’, 
3. Validation of the format through its use on a small sample group of teacher 

trainees will be undertaken, 
4. Theoretical aspects related to Skill of Explaining (including desirable and 

undesirable behaviour) will be imparted to CG and Micro Teaching Cycle 
would be undertaken, 

5. Theoretical aspects related to Skill of Explaining and Skill of Describing will 
be imparted to EG and Micro Teaching Cycle would be undertaken in both the 
skills, 

6. Observation of micro lessons of teacher trainees will be undertaken by the 
investigator using the format and feed back would be given orally and also 
through handycam recording, 

7. The content of the MT lessons selected by the two groups for skill of 
explaining would be examined to determine the correctness of their choice, 

8. Qualitative assessment of skill of describing and skill of explaining would be 
undertaken. 

 
VI. Progress of Work:  
A. Progress of Work till date 
Theoretical input regarding the ‘Skill of Describing’ has been made ready including material 
for demonstration of the skill under Micro Teaching setup. Such theoretical inputs require 
clear understanding of the following, 
 
B. Work to be undertaken:  
The steps 1, 4,5,6,7, and 8 mentioned under Methodology will be undertaken during the next 
3 months and the final report would be submitted. 
 
VIII. Conclusion: 
The area of action research selected by the investigator has been dealt in two parts.  
 
A. Delineate the Skill of Description:  
i. Since nobody till now (known to the investigator) has treated the act of description as a 

Micro Teaching Skill it became necessary for the investigator to evolve it.This has been 
effectively completed by the investigator.  

ii. Further the concept of Skill of Description has been conveyed to a group of Teacher 
Trainees for the purpose of validation of the Format by the investigator.  

 
B. Study the effectiveness of awareness of Skill of Description in understanding the 

Skill of Explanation: 
The above has to be undertaken. At the time of validation of the format, the investigator got a 
positive feed back for this. This has to be investigated under conditions of controlled 
experimentation. 
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Abstract 

Impact of an Early Reading Intervention Program on the  

Literacy Environments of Preschool Classrooms: A Longitudinal Study  

 

 Introduction:  Teacher turnover continues to be a major concern in areas where 

the preschool population is composed of large numbers of children from low 

socioeconomic backgrounds (Assel, Landry, Kerschen, Swank, Hebert, & Gunnewig, 

2003; Project TEEM, 2003; Vandell & Wolfe, 2002).   Support systems for preschool 

teachers are needed that include regularly-scheduled training activities in early literacy 

instruction, weekly sessions with early childhood mentors, opportunities to further career 

options through coursework, parent involvement programs, and the creation of high 

quality, literacy-rich classroom environments. 

 The study reported here is a federally-funded project that is designed to examine 

the effects, overtime, of an early reading intervention program on the literacy 

environments of preschool classrooms located in a small city in south Mississippi.  

Approximately 90% of the children attending the early childhood centers in this study 

qualified for free, or reduced, lunches and more than 50% of the children were from low 

socioeconomic backgrounds.  At the initiation of the study a total of 43 preschool classes 

(approximately 700 children) volunteered to participate in the program:  20 classes, 

representing four preschool centers, composed the treatment group which included a 

Head Start center, two centers associated with the school district, and one private center;  

and 23 classes, representing ten preschool centers, composed the comparison group 

which included a Head Start center and nine private centers.  In years 2 and 3 of the 
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study, new entering three-year-olds were added to the treatment and comparison groups 

(by year 3, a total of approximately 1300 children had participated in the project).  All of 

the teachers in the treatment and comparison groups are female.  The project is in its 

fourth, and final, year. 

 The Treatment Condition:  The teachers of the treatment classes received weekly 

mentoring (5 hours per week) by an early childhood education specialist.  The mentoring 

activities included: DLM Curriculum support, C.I.R.C.L.E. teaching strategies, language 

development, theme-based activities, read aloud suggestions, modeling lessons, transition 

and classroom management tips.  At the beginning of year 1, each of the four preschool 

centers received:  a $2000 DLM curriculum, $7000 of self-selected classroom materials, 

$1500 for Rigby non-fiction books, National Geographic non-fiction books, and the Read 

Together/Talk Together Dialogic Reading Program (this programs contains books and 

materials for parents to check out and use at home).  The classroom teachers used the  

DLM Early Childhood Express as the primary early literacy program; it is designed to 

prepare young children for future academic success, nurturing each child by offering 

carefully selected and sequenced learning experiences. This comprehensive program, 

created to keep children engaged and excited about learning, provides teachers with 

literature, manipulatives, and instructional material to teach throughout the year.   Also, 

the teachers use  C.I.R.C.L.E. teaching strategies which include research-based, 

developmentally-appropriate practices for teaching preschool children in the areas of 

language development, written expression, letter knowledge, read aloud, phonological 

awareness, and print and book knowledge.  Also, the LAP-D (Learning Accomplishment 

Profile-Diagnostic edition) was used by the Head Start center in the treatment group as a 
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pre- and post-measure of each child’s development.   

 The Comparison Condition:  The teachers of the comparison classes used a 

variety of self-selected programs, including Creative Curriculum, A-becka, and others.  

At the beginning of year 1, each of the ten preschool centers received  $1500 of self-

selected classroom materials.  Also, comparison teachers received the Read 

Together/Talk Together Dialogic Reading Program (which contains books and materials 

for parents to check out and use at home).  Also, the LAP-D (Learning Accomplishment 

Profile-Diagnostic edition) was used by the Head Start center in the comparison group as 

a pre- and post-measure of each child’s development.   

 Data Collection:  The Early Language and Literacy Classroom Observation 

(ELLCO) Toolkit was administered twice a year for each of three consecutive years to 

treatment and comparison classrooms.  The ELLCO consists of three observation 

instruments: (1) the Literacy Environment Checklist, (2) Classroom Observation and 

Teacher Interview, and (3) the Literacy Activities Rating Scale.  The Literacy  

Environment Checklist consists of five rating categories which are combined to create 

subscales for Books and Writing.  The Classroom Observation and Teacher Interview 

instrument is comprised of the two major categories: the General Classroom 

Environment, and the Language, Literacy and Curriculum.  The Literacy Activities 

Rating Scale is used to "collect information on the number of book reading sessions and 

writing activities that take place during the course of the classroom visit." 

Analyses:  ELLCO scores from (a) the Total Literacy Environment Checklist 

(TLEC) scale including scores from the Book and Writing subscales; (b) the Total 

Classroom Observation (TCO) scale  including the General Classroom Environment and 
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Language, Literacy and Curriculum subscales; and (c) Literacy Activities Rating Scale 

(LARS) were examined. Complete classroom environment data was available for twenty 

(20) treatment classrooms and fifteen (15) comparison classrooms.  At the beginning of 

the study, no statistically significant differences on the ELLCO measures were found 

between the treatment and comparison groups.   

Data were analyzed using two separate multivariate repeated measures analyses of 

variance. For the first analysis, the TLEC, TCO, and LARS scores were analyzed using a 

2 X 6 Groups by Time multivariate analyses of variance. For the second analysis, the 

same 2 X 6 analysis was carried out using the subscale scores from the TLEC and the 

TCO. Two separate analyses were required to avoid the inherent linear dependency 

which occurs if subscale and total scores are included in the same analysis. 

For each analysis, statistically significant (p < .001) effects were found for Group, 

Time, and the Group by Time interaction. All associated multivariate partial eta-squares 

exceeding .60, indicating strong effects. Follow-up, univiate analyses of variance 

indicated that the Group, Time, and Group by Time interactions were also statistically 

significant (p < .001). Associated multivariate partial eta-squares ranged from .26 to .72 

indicating all effects to be large. 

With the presence of strong Group by Time interactions, interpretation of  the 

results centered on the interactions. Examination of the group means across the seven 

measurements indicated little or no gain in the classroom environments of the comparison 

classrooms, whereas, substantial gains were made over the same time period for the 

treatment classroom with the mean levels of the treatment classrooms approaching the 

maximum score for the scales. 
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Although substantial gains were made by the treatment classrooms, the first-year 

gains were relatively small. Year-two gains were much more substantial than those for 

year one.  By the end of the third year, however, the treatment classrooms had reached 

the desired literacy environment levels at the top of the scale.  One of the most important 

findings of this study is that it takes considerable time, support, money, and effort to 

bring about positive changes in the literacy environments of preschool classrooms --- but 

the benefits are worth it. 
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Note:  In addition to the full paper, a number of graphs and tables will be included 

in the presentation (see sample of graphs below). 
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Identification of national education issues (problem-finding) and its relationship to 

creativity in preservice teachers 

 

The process of identifying and focusing on a problem has been called problem-

finding (Starko, 1999). Research has established connections between problem-finding 

and creativity in the domains of art (Getzels & Csikszentmihalyi, 1976), writing (Starko, 

1989), and education (Moore, 1990).  

Within the field of education, there are many current problems and issues. For 

example, the National Education Association (NEA) has listed several education issues 

on their website (http://www.nea.org/topics/index.html): 

• Accountability and Testing  
• Charter Schools  
• Class Size  
• Early Childhood Education  
• Health  
• International Issues  
• Mathematics and Science  
• National Board Certification  
• ʹNo Child Left Behindʹ Act/ESEA  
• Priority Schools  
• Privatization  
• Reading  
• Rural Education  
• School Quality  
• School Safety  
• Social Security  
• Special Ed/IDEA  
• Student Success  
• Teacher Shortage  
• Teacher Quality  
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• Technology in Schools  
• Vouchers  
• Wake-Up Wal-Mart  

These proposed NEA issues can serve as a benchmark for problem-finding in 

education. A proposed theoretical relationship between problem-finding and creativity 

(Runco, Nemiro, & Walberg, 1998) has lead the authors to investigate preservice 

teachers’ identification of educational issues and its relationship to creativity.  

Creativity can be defined as the attitudes, processes, and acts of creation that 

express the uniqueness of the person and draw upon an integration of all of the 

functions of the universe of intelligence (Clark, 1997).  Clark (2002) proposed that 

creativity is a holistic combination of cognitive, intuitive, affective, and physical 

functions of the brain. Creativity can also be characterized by uniqueness, originality, 

and the ability to make something novel and useful (Tardif & Sternberg, 1988). Torrance 

(1962) defined creativity as the process of sensing gaps, forming and testing hypotheses, 

and communicating the results.  

 Creativity may manifest itself through a variety of traits, personality 

characteristics, or behaviors. For example, Daniels (1997) described characteristics of 

creative people to include: self-awareness regarding their own creativity; independent; 

risk-taking; energetic; curious; sense of humor; attracted to complexity and novelty; 

artistic; open-minded; need for privacy/alone time; perceptive; and original/imaginative. 

Characteristics of the creative personality were established by a sample of experts to 
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include the following: willing to take risks, curious/searching, independent in thinking, 

courageous in convictions, independent in judgment, self-starting/initiating, sense of 

humor, asking questions about puzzling things, and attempting difficult tasks (Torrance 

& Sisk, 1997).  Treffinger, Young, Selby, and Shepardson (2002) categorized personal 

creativity characteristics into four categories: generating ideas (i.e., fluency); digging 

deeper into ideas (i.e., analyzing); openness and courage to explore ideas (i.e., curiosity, 

risk-taking); and listening to one’s inner voice (i.e., awareness of creativity, self-

direction). 

 We hypothesize that creativity will be related to problem finding in preservice 

teachers within the field of education. 

Method 

Participants & Procedures 

Preservice teachers (n = 123) were asked to list as many educational 

issues/problems they deemed relevant and complete a creativity inventory (Khatena & 

Torrance, 1998). Participants were enrolled as preservice teachers in an early childhood 

education program. The average age of the participants was 26-years-old. 

Instruments and Scoring. The Khatena-Torrance Creative Perception Inventory 

(Khatena & Torrance, 1976) consisted of two inventories (e.g., What Kind of Person are 

You (WKOPAY) and Something About Myself (SAM)) and both yield a creative 

perception index standard score and several factor scores. Only the SAM inventory was 
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used in the present study. The SAM factors were Environmental Sensitivity (Factor I), 

Initiative (Factor II), Self-Strength (Factor III), Intellectuality (Factor IV), Individuality 

(Factor V), and Artistry (Factor VI) (Khatena & Torrance, 1998):  

• Environmental Sensitivity refers to openness to the ideas of others. Initiative 

refers to directing, producing new products, and bringing about changes.  

• Initiative involves directing and/or playing leads in plays, producing new 

formulas or new products, and bringing changes in rules or ways things are 

done. 

• Self-Strength involves multiple talents and risk-taking.  

• Intellectuality involves intellectual curiosity.  

• Individuality relates to the preference for working alone.  

• Artistry includes the production of artwork, songs, dances, or stories. 

The SAM has acceptable reliability and validity for the purposes of this investigation 

(Khatena & Torrance, 1998). 
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Results 

Qualitative data. The NEA issues most often listed by preservice teachers were as 

follows:  

0 10 20 30 40 50 60
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Privatization 
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National Board Certification 
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International Issues 
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Teacher Quality 

Health

Technology in Schools 

Student Success 

No Child Left Behind Act/ESEA 

School Safety

Teacher Shortage 

Class Size 

Special Education/IDEA 

Accountability and Testing
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Many issues (i.e., testing and accountability, special education, class size, teacher 

shortage, etc.) were identified by preservice teachers. However, it should be noted that 

many other issues identified by the NEA were not selected by preservice teachers. 

Correlational data. There were significant relationships between the number of 

issues listed, the number of NEA issues addressed, and creativity total and several 

creativity factors. As shown in Table 1, significant correlation coefficients were found 

between creative scores and problem-finding. Also, significant relationships were found 

between total creativity, factors of creativity, and problem-finding (e.g., quantity 

educational issues and NEA Issues). 

Table 1 
Pearson Product-Moment Correlation Coefficients between the SAM factors, and 
problem-finding. 
                 1  2   3 4 5 6  
1. SAM Total    - .63*** .79*** .78*** .22* .20* 
          
2. SAM initiative    - .51***  .42*** .21* .19* 
  
3. SAM self-strength    - .55*** .22* .20* 
 
4. SAM intellectuality     - .18* .10 
 
5. Educational Issues-Quantity     - .65***  
 
6. NEA Issues        -   
  
*p < .05. ** p < .01. *** p < .001.  Participants (n = 123)  
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Discussion 

Preservice teachers identify some national issues but not others. As a measure of 

problem finding, preservice teachers may not be able to find all the major issues facing 

educators. They may lack the experience to be sensitive to all the issues or the teacher 

preparation programs may not have yet addressed all these issues.  

There is a weak relationship between some factors of creativity and problem 

finding in education. Initiative, self-strength, and intellectuality seem to be the most 

relevant creative factors. Teacher educators may want to encourage these creative 

factors in preservice teachers. This may help preservice teachers to be better problem 

finders in the future. 
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Title: The Effect of an Intervention Programme in a Physical Education class in 

Enhancing Cardiovascular Endurance among Malaysian  
Secondary School Boys.  

 
 
 

Abstract 
Objective: The aim of the study was to investigate the effect of an intervention 
programme in a form of circuit towards cardiovascular endurance among 
Malaysian secondary school boys.  
Methodology: A quasi experimental with a pretest and posttest design was 
adopted for the study. Intact sampling method was employed as this would not 
disturb the administration of the school and other classes. Two schools were 
randomly selected from the district. In each school two classes were randomly 
selected for the study. One class was randomly assigned to the experimental 
group ( n=45) and the was assigned as the control group (n=42).  Pretest data 
was collected using the 12 minutes Cooper’s test. Both the experimental and the 
control underwent regular physical education class twice a week for ten weeks 
following a module prepared by the researcher. The regular physical education 
class consisted of a warm-up session, class activity, group activity, minor game 
and a cool down session. Apart from the regular physical education classes, the 
experimental group underwent the treatment of four exercises in a form of a 
circuit immediately after the warm-up session for ten weeks. After ten weeks, 
posttest data was collected using the same protocol as the pretest..  
Results / findings: ANCOVA was computed using pretest mean score as 
covariate and the posttest mean score as dependent measure between the 
experimental and the control group for boys. The results showed that the was a 
main effect F(1,84) = 11.10, p<0.05, and it was in favour of the experimental 
group.  
Conclusion: The result is in agreement with the GAS theory and further 
indicates that the treatment of ten weeks had an effect towards cardiovascular 
endurance among the boys. The study further indicates that if intervention 
programme are introduced in school physical education classes, then health 
fitness, especially the cardiovascular endurance can be enhanced and further 
would motivate the students to participate in outside school programme on their 
own.  
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Introduction 

 
Structured physical education classes are aimed at enhancing aerobic fitness 

among school children (Corbin 1987; Corbin and Pangrazi, 1998).  Reports indicate that 
state of health related fitness among school going children is not very satisfactory 
(Tomkinson,  et al. 2003; Corbin, 1987; Gutin et al 1990; Hartano et al. 1997; 
Department of Health & Human Services, 1996[USDHHS]. Many physical educators are 
of the opinion that, being physically inactive is one of the reasons for being overweight, 
thus attributing to risk factors for cardiovascular diseases in adults and even among 
children (Young and Steinhardt, 1995 and Gutin et al. 1990; USDHHS, 1996). 

 Cardiovascular mortality rate in Malaysia which was the third cause of death in 
the 1950’s, became the number one killer in the country since the 1970’s (Ministry of 
Health, Malaysia, 2002). Evidence that is available indicate there is a rising trend for risk 
factors among Malaysian in cardiovascular diseases such as total cholesterol, blood 
glucose, hypertension, obesity and the trend is rising with advancing age (Lim et al. 
2000; Khoo et al. 1991; Kasmini et al. 1997). At the school level, data collected from 
selected schools in Malaysia, among the 17 years old boys and girls indicate their times 
in their 1500 meters run was below average indicating aerobic fitness was low. 
Rengasamy. (2006).  Malathi (2003) reported that the mean distance in the Cooper’s Test 
among their subjects was about 1270 meters.  Rengasamy (2003) also reported a mean of 
1340 meters among college students in Cooper’s Test. The decline over the years in 
health related fitness that many argue is due to the fact that many are not engaging in any 
physical activity and further they do not have the knowledge to translate the health 
related fitness concepts into practice (Lim et al. 2000; Corbin, 1987; Tomkinson et al 
2003; Ratliff & Ratliff 1994; Corbin 1987; Jayamalar, 1991). It is suggested that to 
overcome the above mentioned problems, a sound and effective physical education 
programme, emphasizing the teaching of health related fitness concepts, educating the 
students of the importance regular exercise should start in schools (Ratliff & Ratliff, 
1994; USDHHS, 1996; Council for Physical Education for children [COPEC], 1998).  

Health related fitness is the ability of the individual to carry out daily activities 
without undue fatigue, and have enough energy to enjoy leisure time persuit (American 
College of Sport Medicine, 1998 [ACSM]). The components of health related fitness are 
cardiorespiratory endurance, muscle strength and endurance, flexibility and percentage of 
body fat. To have a measurable training effect one must participate at least 2 to 3 times or 
more days per week, 20-60 minutes of continuous or intermittent manner (minimum 10 
minutes bouts accumulated through the day) per session at 50%-60% at heart rate 
maximum (ACSM, 1998). It is based on the notion that individuals undergoing physical 
activity should have the overload or the stress within the time stipulated so that 
adaptation occurs to the systems which is based on the General Adaptation Syndrome 
(GAS) theory by Selye (1956). Studies have indicated that if the system is stressed, 
adaptation does occur and the body’s functional capacity increases (Paffenbarger et al 
1986; Tolfrey et al 2000; Gilders et al. 1989; Sharkey, 1970; Wenger & Bell, 1986; Blair 
et al. 1995).  Physical education has been regarded as a significant contributor to achieve 
their daily volume of physical activity to enhance aerobic fitness among children (Biddle 
et al. 1998; Corbin and Pangrazi, 1998).  In line with this, one of the objectives of 
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Malaysian secondary physical education programme is to enhance health related fitness 
components through the teaching of game skills (Ministry of Education, 1998). To have a 
measurable training effect, children should be involved in physical activity on most days 
if possible 2-3 days in a week for 30-60 minutes with sufficient intensity so that the 
health benefits can be achieved COP EC (1998). The rational is that, physical activity has 
a potential to tract into adulthood, and by starting them early in life would enable them to 
practice it later in life (Dennison et al. 1998; Janz et al. 2000; Sallis & McKenzie, 1991).   

Related studies conducted in school environment have indicated that regular 
physical education classes have insufficient intensity and have failed to enhance health 
related fitness among students (McKenzie et al. 2000; Stratton, 1997; Ignico & Mahon, 
1995; Simons-Morton 1988; Malathi, 2003; Rengasamy 2006; Sinnapan 2006; Volpe et 
al. 2002; Baguet et al. 2002; Fairclough 2003). In a related study by Ignico & Mahon 
(1995) reported that the subjects in the regular physical education, after ten weeks, only 
improved by 0.5% in their mile run. Barquet et al (2002) reported a mean heart rate was 
about 134 among subjects undergoing regular physical education. Simons-Morton 
(1988) found low levels of physical activity in school physical education classes. 
Faucette et al. (1990) found that only 5% of the class time had fitness activities as major 
focus. Due to the decline in health related fitness components, some have suggested that 
it is important carry out intervention programmes in school to instill positive attitudes 
towards physical activity at early stage (Ignico & Mahon 1995). The development of 
positive attitudes towards physical activity fitness during the early stages may affect and 
have a positive impact on attitudes towards physical activity during adult life 
(Deninnson et al. 2002). Studies towards Malaysian school or college population 
regarding cardiovascular endurance have shown similar results like abroad. Findings in 
Malaysia reported by Malathi (2003), Rengasamy (2006), Rengasamy (2003) and 
Sinnapan (2006) indicate low levels of cardiovascular endurance among school going 
children. With this in mind, this study was undertaken to investigate the effect of an 
intervention programme in a compulsory physical education class among Malaysian 
school going children towards cardiovascular endurance. The need to do this research 
was viewed important as this could fill in with some quantitative data in the nature and 
extent of Malaysian school physical education classes in promoting cardiovascular 
endurance among Malaysian school students. 

 
 
 
 

Methodology 
Subjects 
 Eighty seven boys (N=87, Mean Age=17.1; SD 0.4), undergoing a compulsory 
physical education class at two schools were selected for the study. All subjects were 
informed of the nature of the study and signed consent was obtained by the researcher 
before the initiation of the study.   
 
Design and Procedure 

A quasi experimental with a pre-posttest design was adopted for the present study 
(Gay, 1992). Two schools were randomly selected in a district. In each school two classes 
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were randomly selected for the study. One class was randomly assigned to the 
experimental group (n=45), and the class was assigned as the control group (n=42). A 
common pretest of 12 minute Cooper’s Test for cardiovascular endurance (r= 0.95 and a 
validity coefficients of .65 to .90)  as reported by Bargumgartner & Jackson (1992), was 
administered to the group prior to the initiation of the treatment. Further the subject’s 
height, weight and resting heart rate was recorded by manual palpation as carried out by 
Volpe et.al. (2002). Both the experimental and the control group underwent regular 
physical education class twice a week for ten weeks following a module prepared by the 
researcher. The experimental group after the warm-up session participated in an 
intervention programme. After ten weeks of regular physical education, a posttest was 
administered using the same protocol. 

 
Physical Education Class 
 Physical education is defined as a “learning process that focuses on increasing 
knowledge and affecting attitudes of the students” (Pangrazi & Darst, 1990, p5) The 
teaching is divided into sections and each section plays an important role in achieving the 
daily objective of the lesson. The lesson starts with a warm-up session.  Here some 
calisthenics exercises would be carried out and followed by some stretching exercises.  
This is followed by the activity section. Here the actual learning of a skill takes place. 
The teacher demonstrates the skill for the day.  Drills are introduced to enhance the skill. 
This is followed by the group activity. Here the students are divided into groups and 
practice skills taught the previous week and also the skill for the day. After this it is 
followed by application or minor game section. Here the students would play and apply 
the day’s skill into a game like situation. Finally it is followed by a cool down session. 
Here some tapering exercises are done to bring down the heart rate and for removal of 
lactic acid and waste products (MacArdle et al. 1996).   

In the present study, once the students have assembled, a warm-up session was 
carried out for about 8 minutes. A slow jog around the volleyball court is carried out and 
is followed by some stretching exercises. This is followed by the activity section. Here 
the skill is introduced and drills are conducted. A total of four different drills for the dig 
and the underarm skill were carried out from individual base to group base. A total of 10 
minutes was allocated for this activity. Drills were formulated which included some 
movement patterns to stress the cardiovascular system. In the drill session, a 1:5 ball 
student ratio maintained to reduce the turnover effect (Rengasamy, 2000). This is 
followed by group activity section. A total of 5 minutes is allocated for this activity. 
Immediately after this is the minor game or the application section. Here the students 
spent about 10 minutes and this is followed by the 5 minutes cool down session. Heart 
rate was recorded immediately after the warm-up and the treatment session. Five students 
were randomly selected and their pulse for ten seconds was recorded manually. The 
particular unit for the ten weeks period was a volleyball unit comprising of two skills that 
is the underarm dig and the underarm serve. Each physical education class was for forty 
minutes twice a week. After ten weeks, a posttest was carried out. Data collected was 
analysed for between group differences using analysis of covariance (ANCOVA) and the 
significant level was set at 0.05. 
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Treatment 
 The treatment consisted of four exercises such as burpee, modified sit-up, 20 
meter shuttle run and jumping jacks. The four exercises were carried out in a form of a 
circuit. The treatment was carried out immediately after the warm-up session. Each 
exercise in the circuit was designed for 30 seconds with a 30 seconds rest interval 
between exercises.  After the fifth week, the rest interval was reduced to 25 seconds. This 
was to factor in the gains or improvements made by the subjects as suggested by Morgan 
& Adamson (1972).  These exercises were chosen because it used large muscle groups 
and it stressed the cardiorespiratory system (MacArdle et al. 1996). Once the 
experimental group has assembled in the field, they would carry out the warm-up session. 
Immediately after the warm-up session the experimental group would participate in the 
treatment. After the treatment the experimental group would follow the regular physical 
education prepared by the researcher. 
 

Results and Discussion 

ANCOVA for between groups was carried out as the pretest mean scores 
indicated group differences. ANCOVA was computed using the pretest mean score as 
covariate and the posttest mean score as dependent measure between the experimental 
and the control group for boys.  The results showed that there was a main effect F (1,84) 
= 11.10, p<0.05 and it was in favour of the experimental group. 
 

 
      Table 1: Descriptive statistics for the experimental and the control groups  
 

 
 Experimental                          Control  
                                                                      (n=45)                                 (n=42) 
 
 
Physiological                                          Pre           Post                     Pre              Post                                     
Measure 
 

Cardiovascular        Mean                    1867.11      2043.77         1692.26          1698.80 
Endurance (M)        SD                          366.34        498.05           461.99            409.97 
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        Table 2: Summary of ANCOVA on posttest  mean scores 
 

 
Source of Variation                   df          SS              MS                   F                   p<0.05  
 
 
(covariate) 
Cardiovascular                          1      743155.56    743155.56          11.10             Sig 
Endurance (m) 
p<0.05 

 

                  
         Graph 1: Graph depicts the mean weekly heart rates for the comparison  
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                         Overall mean weekly heart rate for experimental group = 177bpm 
          Overall mean weekly heart rate for control group = 122bpm 
 
 
 In the present investigation the selected groups underwent regular physical 
education twice a week for forty minutes a session and the experimental group underwent 
the treatment twice a week for ten weeks.  Results indicate that there was a significant 
difference (p<0.05) between the groups in cardiovascular endurance and as shown in 
Table 1, it is in favour of the experimental group.  

As shown in Table 1, the results indicate there was an increase of 176.6 meters or 
9.4% among the experimental group and a decline of 6.54 meters or 0.4% among the 
control group. Other findings also reported similar results such as Ignico and Mahon 
(1995), among the experimental groups reported an increase distance of 9.3%, Derri et al. 
(2004) reported an increase of 1.2%. In the present study, the subjects followed the 
regular physical education class for 10 weeks with a frequency of twice a week compared 
to the above studies where the frequency was three times a week for a period of ten 
weeks ( Ignico & Mahon, 1995; Derri et al. 2004).  
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The overall mean weekly heart rate for the boys in the regular physical education 
was 122 bpm per minute immediately after their warm-up, compared to 177 bpm for the 
treatment group (Graph 1). This was about 61% and 86.7% heart rate maximum 
respectively for the control and the experimental for their age group as suggested by 
(ACSM, 1998). The warm-up and the treatment had elevated the mean heart rate of the 
experimental group to 177 bpm or 86.7% HRmax among the treatment group. This 
elevated heart rate was maintained throughout the warm-up and the treatment period. As 
suggested by ACSM (1998), to have a measurable training effect, individuals must 
participate at least 2-3 days in week, 20-60 minutes of continuous or intermittent 
activities at 50%-60%at heart rate maximum. The sufficient intensity over a warm-up and 
the treatment period and with minimum frequency of having physical education twice a 
week did stress the cardiorespiratory chain sufficiently. The sufficient application of 
training principles of intensity on a continuous period of time and with minimum 
frequency probably could have contributed to the significant results in the present study. 
A study by Ignico and Mahon (1995) lend support to the results of the present study. 
They reported that after ten weeks of regular physical education three times a week, they 
reported an increase of 9.3% in the one mile run/walk. The results of the present study is 
in agreement with current available evidence which suggest that aerobic fitness increases 
with the application of appropriate training principles. 

  
Conclusion  

The aim of the study was to investigate the effect of an intervention programme in 
a physical education class towards cardiovascular endurance among Malaysian school 
students. The intervention programme of four exercises in a form of a circuit in a physical 
education class had an effect towards the cardiovascular endurance. The result is in 
agreement with the GAS theory and further indicates that if fitness levels can be 
improved then this would further motivate the students to participate in outside school 
programme on their own.  Due to it, it is recommended that similar protocols are 
followed in Malaysian schools so as the Malaysian physical education objective may be 
achieved.  
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Students at a regional university in Australia are attached to a school throughout 
their entire teaching program to enable them to be incorporated into the school 
culture and to allow them to build trust and understanding of one work 
environment. This paper describes the program, its goals and some of the work 
that students engage in while participating in this program. Issues and challenges 
that arise as a result of such a close relationship are discussed and the place of this 
program in the accreditation of teachers in New South Wales is explored.  

 
Introduction 
 
At the University of Newcastle in the School of Education we want our teacher education 
programs to have strong credibility with the education community including the wider 
academic community within the university. To achieve that we want to work closely with 
the education community, research with, and on, our education community, and maintain 
a critical stance in terms of educational practices of ourselves and our partners. We want 
to increase our profile in the region in which we work - the Central Coast Region, close 
to Sydney in New South Wales, Australia. One of our strategies is the establishment of 
the Schools Volunteer Links Program where students are assigned to ‘home’ schools for 
greater immersion in school craft practices. This paper examines the progress of this 
program aimed at enhancing our educational community partnerships; examines some of 
the initial problems associated with establishing a long term links program connecting 
universities and schools; and to learn about and reflect upon the events students are 
engaging with in the Links program.  
 
What is the LINKS Program? 
 
The philosophy behind the LINKS program is that ‘real life’ experience in ‘real life’ 
schools will produce better trained teachers. Pre-service student teachers voluntarily give 
of their time to assist in daily school or early childhood settings. In return the school or 
early childhood centre voluntarily provides mentoring. The LiNKS program is intended 
to put theoretical perspectives and practical ideas from university courses into context 
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and allow students to develop a greater commitment to their studies and the education 
community. It is hoped that students are able to perceive that what they are learning is 
worthwhile and that they will have an increased disposition to excel in this demanding 
career. It is hoped that the LiNKS program engages both partners. Student teachers will 
hopefully gain a more thorough understanding of the curriculum and bring back to the 
university classes up to date classroom experiences. The school or centre, and its staff, 
benefit by gaining access to a valuable human resource, gain an understanding of our 
Teacher Education programs, and learn from skills students have developed from 
university programs. 
 
Each student volunteers a minimum of 10 hours work over one semester. Students are 
assigned to a volunteer LiNKS school/centre for their entire program and so hopefully 
will develop collegial and professional relationships with the staff. The LiNKS program 
is separate to a Students' Professional Experience or Internship which take place in 
different contexts. In the LiNKS program, students are attached to a school/centre rather 
than an individual mentoring teacher. The volunteer activities are individually negotiated 
by students with their schools or centres. The volunteer hours are recorded in a journal 
and signed off by the supervisory teacher at the school or centre after every visit. The 
LiNKS Journal has become an important document for future employment interviews, 
together with the Certificate of Volunteer Service awarded to the student at the end of the 
LiNKS experience. Additionally over the 3-4 years of a degree students visit the school 
or centre at infrequent but regular times to complete observations and tasks assigned by 
the university. These visits are separate to their voluntary hours.  
 
Why build school/university partnerships? 
 
Some of the key recommendations of the Ramsey Report (2000) were that initial teacher 
training should be reconnected with schools, that professional experience should be at the 
centre of initial teacher education, that there should be an improvement in the quality and 
effectiveness of school-based induction and that we should be effectively preparing 
present and future education leaders to be highly responsive to rapidly changing societal 
and educational contexts. Although not actually acknowledging the long history of 
university – school partnerships beginning with Dewey, Ramsey’s contention that there 
should be improvements, and preparation for new teachers in rapidly changing societal 
and educational contexts is supported by the literature (Leiberman, 1992; Russell & 
Chapman, 2000; Sachs, 2003a; Seddon, Clemans, & Billett, 2005; Smith & Edelen-
Smith, 2002; Yinger & Nolen, 2003). With this in mind our LiNKS program has been 
developed. These varied approaches to learning to be a teacher should also work towards 
producing good learners as defined by the Australian Council of Deans (2001) – assisted 
and self-directed, flexible, collaborative, good communicators, of open sensibility, 
intelligent in more than one way and broadly knowledgeable. The NSW Institute of 
Teachers (2005), Professional Teaching Standards has two of its seven elements 
associated with the importance of teachers continually updating their professional 
knowledge and working in their communities – Element 6: Teachers continually improve 
their professional knowledge and practice and Element 7: Teachers are actively engaged 
members of their profession and the wider community. The DEST Ministerial Discussion 
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Paper, Higher Education at the Crossroads (2002) argued that one of the purposes of 
higher education is to enable individuals to adapt and learn at local, regional and national 
levels and likewise the University of Newcastle Strategic Plan (2001) advocates 
developing collaborative partnerships with business and professional groups and that 
research from the University of Newcastle should have impact and relevance for the 
region. There is thus strong support Australia-wide for working towards a greater 
regional profile and involving our teacher education students in a wider variety of 
experiences to enable them to be flexible learners.  
 
Internationally there is strong support for increased partnerships between schools and 
their community and for teachers to take more initiative in their own continuing 
professional development. This requires that the skills of a teacher much be more 
encompassing than simply learning tried and true approaches to classroom tasks at the 
feet of an academic mentor. Groundwater-Smith and Dadds (2004); Day and Sachs 
(2004) and Honig, Kahne and McLaughlin (2001) argue for the need to develop a broader 
conception of what learning is and where it takes place, to focus on what enables school-
community connections for opportunities to learn and teach and to reconsider traditional 
relationships between researchers and practitioners in order to expand knowledge about 
opportunities to learn and teach. Educational research demands focus, partnership and 
wide approval if it is to become a part of the culture of teaching and an action learning 
approach to this study should enhance this aspect of the professional development of all 
partners (Garner, 2000). 
 
The added dimension to the University of Newcastle LiNKS program is that it 
encompasses a volunteer aspect to it. Although students are mandated to offer 10 hours of 
voluntary time to the school that acts as their mentor throughout their teacher education 
program, most of the student volunteer much more that the minimum hours. The 
initiative is aimed at building community partnerships and community involvement. For 
teachers community participation is a vital part of their role and yet it is difficult within 
the teacher education program to adequately cater for this role. The LiNKS program 
offers an opportunity for our students to be educated but also committed citizens. As 
Hustinx et al (2005) found, the socially contagious nature of volunteerism is of great 
importance in building a culture of community engaged individuals. The sheer mass of 
students out here doing volunteer work related to schools must infuse a culture of socially 
committed teachers who we can be proud to say are our own. This in itself is an 
important aspect in building university-community partnerships, perhaps leading to the 
formulation of new community-defined priorities (Bringle, R.G. and Hatcher, J. A., 2002, 
2000; Angelique, H. L., 2001) - thus the importance of the research into what the 
university students are doing and the impact of this on the schools involved.  
 
Why are there not more strong university school partnerships? 

There are problems associated with working in such relationships. Peters (2002) mentions 
a variety of issues with University School Partnerships from developing ownership to 
reconciling views of learning, teaching, research and reform. Goodlad’s, (1998) obstacles 
to reform, Ramsey’s recommendations and Peter’s issues are not pioneering, they have 
frequently appeared in the literature over time. A sense of convincing movement forward 
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in improvements to University School Partnerships is not evident. Myriad present day 
researchers, (Leiberman, 1992; Russell & Chapman, 2000; Sachs, 2003a; Seddon et al., 
2005; Smith & Edelen-Smith, 2002; Yinger & Nolen, 2003) have cited similar issues to 
those highlighted by Goodlad, (1988) in the 1970s and1980s. This tends to indicate that 
today’s researchers, like those of the 1970s, perceive that significant benefits will arise if 
these partnerships exist and so the sense of importance amongst academics and 
practitioners of such programs has not been quelled. This leads to the question - Why the 
lack of longevity of University School Partnerships? In Australia many researchers are 
working on the topic University School Partnerships. There are frequent presentations on 
University School Partnerships given at educational conferences; Cameron, (1998); 
Hooley & O’Brien (1997); Peters (1998): Sachs, (2003b) indicating a continued 
momentum of interest at the academic, practitioner and systematic levels although there 
does not appear to be a definitive answer as to why they are not an entrenched part of our 
teacher education programs.  

Much of the discussion about partnerships has focused on research partnerships between 
schools and academics with a view to participating in a ‘community of inquiry’. As 
Zeichner (1994) points out, teachers’ school-based efforts in research are not seen as 
valuable as academics’ research which is seen as knowledge production for presumably 
wider audiences. Issues associated with partnerships tend to focus on these research 
agendas with problems related to ownership, expertise, communication, trust, and 
different work practices and values (Grundy, 1998). There is a perception that academics 
are only interested in research and teachers are only interested in teaching whereas the 
notion of the reflective practitioner infers that both the academics in teacher education 
and the teachers in the school can both be working on research and teaching, and that part 
of the research can be on their own teaching wherever their workplace is (Zeichner, 1992, 
Zeichner and Liston, 1998????). Both groups’ research can have limited influence or 
wider influence and this influence can be seen as acceptable in the academic research 
community or in the changes made to a single student’s learning and obvious only to 
those closely associated with him or her. It can thus be seen that the LiNKS program at 
the University of Newcastle is a partnership of a unique variety which will have some of 
the difficulties mentioned above but as a longitudinal study with some slightly different 
focuses to others reported upon it will offer some useful insights into how partnerships 
work. This paper is reporting on initial findings. 
 
The place of LINKS in all this  
 
The Newcastle University, Faculty of Education & Arts Volunteer Links Program is 
aimed at providing an enduring program that has an ongoing and valuable purpose for 
schools, teacher education students and the University of Newcastle with the positive 
outcome of providing confident and resilient teachers upon graduation who are able to 
effectively translate theory into practice. The LiNKS Program provides a forum for 
discussion and research on:  
 
1. The development in student teachers of more encompassing skills than simply learning 
tried and true approaches to classroom tasks, Groundwater-Smith & Dadds, (2004); Day 
& Sacchs (2004) and Ulichny & Schoener (1996);  
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2. A broader conception of what learning is and where it takes place, Kahne and 
McLaughlin (2001);  
3. A reconsideration of traditional relationships between researchers and practitioners, 
Kahne and McLaughlin (2001).  
 
The First Six Months - What the students did at schools 
 
Some were treated as a nuisance with teachers feeling they had to find something for 
them to do. Others were highly valued with principal requesting more - especially at a 1 
teacher school. They: 

• attended staff meeting, parent teacher meetings, grade/stage meetings, assisted 
with training sporting teams, musicals, concerts; 

• lead school assembly, grade/stage assembly; 
• took small groups for literacy and numeracy, and Science and technology. 
• related to teachers in staff room relaxed conditions; 
• accompanied teachers on play ground duty and bus duty; 
• attended excursions as volunteer helpers; 
• interacted with children 0-5 in centres, K-6 in primary and 7-12 in high schools; 
• planned lessons and mini programs of work; 
• assisted in the school library; 
• supervised teams during school sport; 
• provided computer classes; 
• provided homework support. 

 
 
The First Six Months - What did the students feel about the LiNKS program?  
 
A number were very upset that schools/teachers did not acknowledge that these students 
are extremely capable, are keen and willing to try, will make mistakes but look for 
guidance. Others were really proud that their efforts were appreciated and valued and that 
they were considered as teachers. 
 
The First Six Months - What did the university staff feel about this? 
 
We have to get the message out that these students are worthy of a go and encourage 
schools to give them a try. We found fabulous examples of links working well for 
students, university and schools. 
 
The First Six Months - What did the university staff learn from this? 
 

• Complexity of teaching experience 
• Complexity of partnerships – different expectations of the role of a volunteer in a 

school. 
• Pedagogy versus curriculum versus relationship skills 
• Links to induction literature  
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• Differences and similarities in children of different ages - needs, interests, 
command of language and social skills, 

• Variety of behavioural problems and examples of teachers dealing with this 
• Complexity of whole school management rather than just one class 
• Need for collaboration amongst staff 
• How some staff in schools and centres don’t value what students are learning at 

university usually because they don’t have any understanding of it 
 
The First Six Months - Where does this lead us? 
 
This study has the potential to pinpoint issues that can enhance or inhibit the 
collaboration of school/academic partnerships, and can lead to further exploratory 
projects. The longitudinal nature of the study can provide useful descriptive material 
about the professional development of pre service teachers and may inform future studies 
on the progression of these students into their early years of teaching. All of the above 
issues have the potential to provide useful guidance as to how to better enhance school 
university partnerships. The paper at the conference will elaborate on a number of the 
issues above and provide some examples from student experiences.  
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There is debate in curriculum circles about the best way to teach citizenship with 
History often being touted as the key vehicle for citizenship education and 
understanding. However simply teaching history without the stories and without 
the engagement with the student’s real life experiences cannot achieve much. 
History can teach citizenship but not necessarily without providing some 
indication of the significance of this learning. Good historic fiction can do both – 
it can provide good historic understanding and it can relate this understanding to 
readers’ real life experiences. It can also fuel students’ desire to learn more and to 
become self directed learners of their history and their citizenship and heritage. 
Examples from selected historical fiction are used to illustrate these points.  

 
 
Modern national states are challenged by the need to establish themselves as identifiably 
different to other states, ensuring loyalty and cooperation by the nation’s citizens; while 
at the same time establishing themselves as globally interconnected and responsive to 
multiple culturally different groups both within and without the nation state. In 
curriculum areas the need to establish national identity and civic virtue has led to a call 
for the ‘improved’ teaching of history to be the panacea to unite the nation in the 
applause of a shared past while inculcating some of the civic lessons from the past. This 
is quite a burden for the subject of history. It means that history has to be taught with a 
contemporary lesson in mind – a lesson that may not necessarily be the best explanation 
of events in the past. It means history has to be taught with a story in mind. Instead of 
making history tell the story why not use historical fiction to tell the story and critique it 
from perspectives drawn from the disciplines of History and English. Good historical 
fiction provides opportunities for all sides of issues important to citizenship to be 
assessed. It is fiction so it can be compared to the history using good historical 
methodology and the lessons can be gleaned without any stretching of the historical 
‘truth’. Historical fiction can have an important role to play in good citizenship 
education.  
 
What is good citizenship education? 
 
As represented by Clemitshaw (2002) the key ideas in citizenship education at Stages 3 
and 4 in the English national curriculum for citizenship are informed citizenship (political 
literacy: local, national, international); critical citizens (enquiry and communication); and 
active citizenship (empathy, tolerance, community involvement). Van Fossen (2000) 
argued for four desired outcomes of civic (citizenship) education these being basic civics; 
democratic and political values and attitudes; democratic participation skills and civic 
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participation. From Australia Taylor and Young (2004) pointed out that school education 
has a critical role to play in fostering a democratic society whose citizens have a clear 
sense of identity and belonging; feel empowered to participate positively in their 
communities; and understand their rights and responsibilities as citizens of local, national 
and global communities. LeCompte (2006), providing perspectives from the elementary 
classroom, argued that using Soder’s (2002) ‘Conditions for Democracy’ provides a 
scaffold for effective citizenship education. LeCompte worked with students to interpret 
these conditions for their own classroom and allowed them to be involved in the 
discourse of democracy. Soder’s eleven conditions of democracy are: 

• Trust 
• Social capital 
• Exchange of goods and services 
• Respect for equal justice under the law 
• Respect for civil discourse 
• Recognising E pluribus Unum 
• Free and open inquiry 
• Knowledge of rights 
• Recognising the tension between freedom and order 
• Recognising the difference between a persuaded audience and a more thoughtful 

public; and  
• Ecological understanding. 

 
Hunter and Jimenez (1999) argued that there are three different pedagogies for the 
teaching of civics and citizenship and these pedagogies do overlap. They argue there are 
the constructivist pedagogies, the conflict pedagogies and the critical pedagogies. These 
infer (in terms of the ideas of Bernstein, 1996) that when teaching for civics and 
citizenship that the individual needs to have confidence in his or her right to critical 
understanding and new possibilities; that the individual needs to be included socially, 
intellectually, culturally and personally and to be autonomous; and that participation in 
civic practice including discourse and procedures be accessible.  
 
To merge these views of what good citizenship education entails and how best to put it 
into practice it would seem that it involves; 

• An informed understanding of process and background knowledge of democratic 
institutions; 

• Active participation in democratic practices; 
• A sense of belonging and identity with the democratic state including a sense of 

common values of tolerance and empathy; and, 
• A critical approach to civic matters.  

 
What is good history education? 
 
As represented by Clemitshaw (2002) the Big Ideas in History at Key Stages 1-3 in the 
English National Curriculum are Chronology/time/periodisation; change/ continuity; 
cause/ consequence; circumstance/ experience/ attitude/ belief; 
interpretations/representations; enquiry, evidence, evaluation; and organisation and 
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communication. It thus provides a strong generic skills base for understanding our world. 
Peter Stearns (n.d.) argued that we need to study History because it helps us understand 
people and societies (a storehouse of information about how people behave); helps us 
understand change and how the society we live in came to be; the importance of history 
in our own lives; contributes to moral understanding; provides identity; is essential for 
good citizenship; develops skills – ability to assess evidence, the ability to assess 
conflicting interpretations, experience in assessing past examples of change; it is useful in 
the world of work. Taylor and Young (2004) argued that a disciplinary-based approach to 
history pedagogy includes representing history as a form of inquiry built around sources, 
evidence and conflicting, 'perspectival' or pluralist accounts of the past by participants, 
contemporaries and historians; introducing learners to historical methods and procedures, 
focusing on interpretation and the use of narrative to construct accounts of the past; 
assisting learners to develop historical knowledge by focusing on the central concepts and 
ideas underpinning the discipline and the historian's work; assisting learners to develop 
patterns of historical reasoning by asking questions, fostering debate, using evidence to 
support a position and communicating that position effectively; assisting learners to form 
some understanding of the circumstances, thoughts, feelings and actions of people in the 
past, that is, a sense of historicity or 'feel' for the way people thought, felt and behaved in 
the past; presenting historiography to the learner as an ongoing and frequently 
contentious debate about the past, rather than an agreed-upon product - 'historical 
instruction must go beyond school and textbook to embrace films, television, newspapers, 
museums, archives, citizens' initiatives and other evidence of life lived in a contentious 
historical culture'; and challenging learners to move beyond their own theories about the 
past, reconcile their own and others' histories, and think critically about the world around 
them.  
 
From these few excerpts it can be seen that some emphasise the skills of the historian 
practitioner but implicit in this is the view that these skills in evaluating multiple 
perspectives, providing evidence for assertions, examining causation and so on are useful 
skills for societal understanding and will be valuable outside the discipline area of 
history. Stearns argues for a stronger claim for history- that it provides a moral lesson and 
that it provides understanding of the world around us and helps us understand ourselves. 
This would seem to bring the study of history closer to the study of citizenship.  
 
How are citizenship education and historical education related? 
 
As Clemitshaw (2002, p. 21) argued; ‘in terms of citizenship, the emphasis on causation 
implicit in the study of history is a basic conceptual underpinning for a citizen’s 
understanding of justice systems, the creation of complex societies, public administration, 
conflict, the effect of the media on society, and the emergence of a global community.’ 
Taylor and Young (2004) likewise point to connections between citizenship education 
and history when they argue that History provides understandings of the origins and 
operations of Australia's (and other nations') political and legal systems; the context for 
understanding the present and providing perspectives on the future; stories and models of 
citizenship; development of inquiry skills and abilities; and the means of understanding 
and valuing principles of democracy. They argue that History brings to civics and 
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citizenship education knowledge of the history of Australia, which is a basic right of 
citizens and underpins effective citizenship; knowledge and understanding of the origins 
and operations of those political, economic, legal and social institutions in which they 
will eventually participate as active citizens; stories behind contemporary issues and the 
context through which students make meaning of current events and develop perspectives 
on the future; narratives behind Australians' civic past so that students gain a sense of 
change, time, continuity, causation, motivation and heritage; insight into human 
experiences in other times and societies which provide a basis for evaluating students' 
own life experiences; individual stories and models of citizenship which enable students 
to understand decision-making processes and the choices made by individuals when 
confronted with challenges; development of skills and abilities and a means of 
understanding and valuing principles of democracy, social justice and ecological 
sustainability; and, skills in inquiry methodology which promote experiential and 
student-centred teaching and learning - historical literacy enables students to both 
critically evaluate the public use of history in contemporary political debate and to 
generate useful knowledge for themselves and their communities.  
 
Civics and citizenship education enriches history by providing a focal point for the 
investigation of history and themes for narrative and chronology and by providing the 
opportunities for connecting history to issues relevant to students' present and 
opportunities for active participation in classrooms, schools and communities. They 
argued that an inquiry approach enables an enhanced understanding of both areas. Wren 
(1999, p. 7) argued that, ‘good history teaching provides the rich contexts, the gripping 
stories, the ways of analysing varied experiences of different social and cultural groups, 
the cumulative understanding of difficult political concepts…..all the things that 
otherwise citizenship education would have to develop from scratch.’ It can thus be seen 
that there are direct links between citizenship and the study of history and that the skills 
taught in history can be applied to citizenship. That is not to say that the skills taught in 
other discipline areas including geography are not also applicable to citizenship 
(Reynolds, 1999) but it is important to acknowledge the interdisciplinary nature of 
citizenship education and that good citizens are produced in various ways. There are, 
however, problems when the two areas are linked. There are lots of value judgements 
being made as to what is worthy of study and it is not necessarily the case that the same 
themes and areas of study will be chosen by historians searching for meaning based on 
learning historical concepts and understandings and those who are looking for meaning 
based on citizenship objectives.  
 
However the answer is not to ignore the different messages but to discuss and learn about 
the links between the past and the present. Barton and McCully (2005) found in their 
study of history teaching in Northern Ireland that even though history was often 
represented in classrooms as a chronological study removed from present reality, students 
in fact did make connections on their own and that these connections were often highly 
selective and uncritical. They argued that there is a necessity for teachers to challenge 
students’ developing ideas and to offer alternatives to politically skewed views of 
community events. They also found that different historical content appealed to different 
groups of students differently and that, for example, war themes appealed to boys more 
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that girls. If history is to be used to create inclusivity and national citizenship then the 
choice of content will need to be examined as well as the means of teaching it. There is a 
danger in using history to tell a moral tale. As Kinloch (1998) pointed out in reference to 
the Holocaust, teachers tend to provide emphasis in their teaching according to that old 
cliché that those who fail to understand the past are condemned to repeat it. In the case of 
the Holocaust Kinloch argues that the mantra used is that student will not become Nazis 
if they sympathise and empathise with the victims.   
 
Levesque (2005) reviewed two books related to the teaching of school history 
(VanSledright, 2002 and Husbands, Kitson and Pendry, 2003) with a view to ascertaining 
the purpose of school history. He likewise explored some of the issues associated with 
the current emphasis on teaching history to teach citizenship. He questioned whether 
uncritical heritage exercises, with the intention only to enhance identity and advance 
political claims; reconciliation of deep-centered culturally divergent accounts of the 
collective past; and the study of current events should be brought into the history 
classroom. He argued that young students were well capable of learning the complexities 
of historical study, and that because of the acquisition of substantial historical knowledge 
and the development and application of skills, that history offers a special contribution to 
citizenship education. He does not say, however, that it is the only way to learn 
citizenship. 
 
And so to Historical fiction 
 
As can be seen by the references above the fields of history and citizenship education can 
inform each other and can provide useful insights and skills for each other. However they 
are not completely symbiotic. Forcing one area of study to carry the full load of concepts 
and understanding and societal expectations for the other is not going to work. A 
complementary approach - which can include moral issues, issues of identity, and can 
validly link these to contemporary events and to students’ lives - is to use historical 
fiction as a catalyst and allow historical skills and perspectives along with citizenship 
themes to provide some focus. The paper presentation provides some examples using 
historical fictional texts from three nations- the USA (The Night Journey), Canada ( 
Nettie’s Journey) and Australia (Scarecrow Army).  
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 In 1950 Australia initiated the so-called Colombo Plan, an extraordinary scheme to 
engage Asia. It was extraordinary for two reasons. First, it was undertaken by a nation 
that had for the previous half century tenaciously defended its right to develop a 
whites-only immigration policy. Second, it foreshadowed a comprehensive scheme to 
reshape Asian attitudes of Australia and Australian views of Asia. The resultant 
scheme would see the greatest influx of Asians into Australia since the Gold Rushes 
of the mid Nineteenth Century. On that occasion the new arrivals, mostly the 
dispossessed from South China, were made aggressively unwelcome. A century later 
the elite from non-Communist Asia were invited to mix with the emerging Australian 
elite in the rapidly expanding university sector. The scheme heralded what has 
become a feature of the Australian higher education sector. Today more Asian 
students study in Australian students, on the basis of their numbers relative to the 
local population, than any country in the OECD. The philosophy that underpinned the 
great scheme, however, has fundamentally changed.  
 This paper is an assessment of the Colombo Plan and the philosophy that 
underpinned it. Beyond that it is an assessment of the role of Government in building 
education infrastructure in the twenty years after the Second World War.  
 
Education and the role of Government after the Second World War. 
 Until 1939 Australia relied on Britain and the Empire for leadership in the great areas 
of high policy – diplomacy, trade and security. Little thought was given to the 
engagement of Asia, which was in any event substantially colonised by European 
powers. There was, as a result, no separate Department of External Affairs until 1935 
and no Australian embassy (other than in Britain) until 1940. The Empire provided 
the framework for analysis of world events. The few members of the Australian elite 
that engaged in such analyses drew their credentials and ideological framework from 
Britain. Stanley Melbourne Bruce, Prime Minister in the Twenties and later the 
Australian High Commissioner to London, was educated at Oxford. Robert Gordon 
Menzies, Australia’s longest serving Prime Minister, was hailed as “the last of the 
Queen’s Men” and had the ambition in the late Thirties of heading Britain’s War 
Cabinet. Leading academics in wrote in The Round Table, the journal of Empire and 
Commonwealth. The intellectual response to the Depression came not from 
Australian think tanks, but from the Bank of England. Sir Otto Niemeyer would 
provide the framework in which both sides of Australian politics would operate. 
 The war changed this. The Second World War was essentially a contest of science 
and industry. Radar, air power, nuclear weapons, rocketry, precision photography and 
scientific intelligence revolutionised warfare. In respect to these developments 
Australia was found wanting. Not only were the forces despatched to the Middle East 
and Greece unprepared for modern warfare, the homeland itself was threatened by an 
Asia power that possessed superior technology. 
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 The war therefore resulted in two major initiatives. First, there was a major 
reassessment of the role of Government in ensuring that education could be seen as a 
strategic investment. Second, education was to play a strategic role in shaping 
attitudes in Australia towards the Asian region and elites from Asia in turn would be 
exposed to Western values and technology in Australian universities. 
 The impulse for the first of these initiatives came from the study done in Britain at 
the end of the war by Sir Allan Barlow. Barlow reported to Cabinet in May 1946, that 
the Empire would face a critical shortage of scientific manpower after the armistice.1 
The following month Australian Prime Minister Ben Chifley told Cabinet that 
Australia would also initiate a major education program to train physicists, engineers 
and chemists.2 The problem was, as Chifley surveyed the higher education scene in 
Australia, all universities were poorly resourced and limited to State Government 
activities. Missing from the Australian scene were postgraduate specialisations and 
higher technological studies.3 Education had been, after all, allocated to the States in 
the constitutional arrangements agreed by the founding fathers in 1901. In 1945, 
however, the Federal Government now saw higher education to be a national priority 
and to that end sought to transform the national capital in Canberra into a university 
city, much as Cambridge or Oxford had been in the recent war. It would be endowed 
with a national library and a major research university – the Australian National 
University. The ANU was to become the centrepiece of a vast national project to train 
a new generation of Government bureaucrats, diplomats, nuclear physicists, chemical 
and biological warfare specialists and defence strategists.4 Security in particular was 
the key driver in Chifley’s calculus.5  
 The ANU was to be the centrepiece of Government higher education policy until the 
late Fifties when the Cold War intervened to accelerate Federal intervention in higher 
education. The symbol of the change was the successful Soviet launch of Sputnik in 
October 1957, but in reality the event was hailed as a triumph of science education. 
Accordingly the Eisenhower Administration reacted with a vast increase in US 
Federal intervention in higher education.6 Similarly in Australia there would be an 
increase in Commonwealth involvement in education. Indeed Australians would have 
known since 1955 that the Soviet Union had a staggering 1.6 million students 
studying in technical colleges and another 300,000 in technological universities.7 Sir 
Keith Murray delivered the necessary critique in his landmark report in 1957 – more 
universities would have to be built. The focus of this effort was from the beginning on 
nation building. 
 It was against this background that education policies were developed with respect to 
Asia. Few Australians had analysed Asia, or more accurately Japan, systematically 
before the Pacific War. In any event it was an elite activity confined to the Prime 
Minister’s Department, Defence Intelligence a small cluster of academics in the 

                                                 
1 Memorandum by the Lord President of the Council, CP(46)185, 3 may 1946, CAB 129/9, Public 
Record Office (London – hereafter PRO). 
2 Chifley Cabinet Submission 1197, 15 June 1946, Vol. 28, A2700, National Archives of Australia 
(Hereafter NAA). 
3 Roy MacLeod, The Commonwealth of Science: ANZAAS and the Scientific Enterprise in Australia, 
1888-1988, , Oxford:  Oxford University Press, 1988, Chapter 3. 
4 S. Foster and M. Varghese, The Making o f the ANU, Sydney: Allen and Unwin, 1996, 75. 
5 Wayne Reynolds, ‘Defence Science research, Higher Education and the Australian Quest for the 
Atomic Bomb, 1945-60’, History of Education (UK), Vol. 26, 1997, 225-42. 
6 Robert Divine, The Sputnik Challenge: Eisenhower’s Response to the Soviet Satellite, New York: 
Oxford University Press. 
7 Box J.146, Cherwell to Churchill, Cherwell Papers, Oxford.  
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Australian Institute of International Affairs. The war was to change all of this. By 
1948 Australia launched at last the South Pacific Commission, which had been 
promised during in the Pacific War. It was to coordinate policies in a general but yet 
to be determined area to Australia’s north and east. The role of higher education was 
crucial to this aim. During the following decade courses in Asian studies proliferated 
in Australian universities. Again the initial Federal response came through the ANU. 
This would produce the diplomats and the intelligence analysts needed for the 
expanded national security regime after the war. The Research School of Pacific 
Studies at the ANU was one of the most prolific in research output but new players 
emerged – and with them new areas of regional interest.  
 Since its stormy path to independence Indonesia had commanded great attention. 
This was reflected by Commonwealth financial support for Indonesia departments in 
the ANU, Melbourne and Sydney. The University of Queensland took the running on 
Japanese studies while Monash became the centre for South East Asian Studies. All 
universities had some offer of an Asian language and Asian studies were incorporated 
in some form or other in social science and humanities offerings. The veteran 
observer of Australian foreign relations, Gordon Greenwood concluded that the 
Sixties were characterised by the “remarkable growth of attention within so short a 
time to teaching and research about Asia”.8 
 This shift was clearly demonstrated in the number of major publications devoted to 
the changes in international affairs and their impact for Australia. Many journals took 
up the various issues in the region. As Australia moved to fight in Vietnam in the 
early 1960s the leading academic journal on Asia, Hemisphere, was challenged by a 
raft of the competitors. Australian Outlook appeared in 1965 and was to become the 
leading journal dedicated to international affairs. The University of Queensland put 
out the World Review and the Australian Journal of Politics and History, the 
University of Sydney published the Current Affairs Bulletin and the University of 
Melbourne produced the Journal of the Orientalists Society of Australia. In addition 
the journals Quadrant, Meanjin, Bulletin and the Australian Quarterly also appeared 
– all of which carried significant Asian material.9 
 A series of volumes appeared from the Australian Institute of International Affairs 
with five yearly assessments, much focused on the region. Key members of the 
Department of External Affairs also chided in with public criticism of the restrictive 
immigration policy. William MacMahon Ball, who had conducted shuttle diplomacy 
throughout the region since 1946, wrote a major piece for the Australian Institute of 
Political Science in 1961 warning that the good work of the Colombo Plan was being 
undermined by “racial discrimination”.10 Alan Watt, a career diplomat since the war, 
used the occasion of the Royal Milne lecture in 1964 to remind the Australian 
audience that the immigration policy was “what separated Australia from South-East 
Asia, to which it now belongs”.11 
 
 Regional engagement and the origins of the Colombo Plan. 
 Security was the basis of Federal Government intervention in higher education 
generally, and in science education specifically. In similar vein security was the basis 

                                                 
8 Greenwood, Approaches to Asia, 415. 
9 Greenwood, Approaches to Asia, 411. 
10 W. Mcmahon Ball, “Australia’s Political Relations with Asia”, Australia and Asia, Sydney: Angus 
and Robertson, 1961, 75. 
11 Sir Alan Watt, “The Changing Margins of Australian Foreign Policy”, 15th Roy Milne Memorial 
Lecture, Adelaide, 24 November 1964, Canberra: Australian Institute of International Affairs. 
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for what was to become one of Australia’s greatest initiatives in the engagement of 
Asia. The Colombo Plan had its origins in a much broader strategy of Asian 
engagement. In 1941 Radio Australia, which had been established a vehicle of 
propaganda two years before, reacted to the Japanese invasion by focussing its 
transmissions on Asian audiences. After the war, apart from the languages of the 
metropolitan powers in the region, the transmissions were made in Japanese, 
Mandarin, Malay and Thai. By 1950 Australian Foreign Minister Percy Spender 
sought to control the material of the broadcaster12, now placed under the 
Government’s Australian Broadcasting Corporation, but ran into opposition from 
ABC Chairman Sir Richard Boyer. The Chairman prevailed which led to the 
appointment of a liaison officer from the Department of External Affairs to 
collaborate on material to be broadcast.13 Thereafter Australia embarked on a major 
expansion in news coverage to and from the Asian region. Writing in 1967 in the 
journal Hemisphere, (itself a creation of Casey’s Cold War planning in 1957 which 
was designed to influence Asian student opinion14), one of Australia’s leading 
journalists, Mungo McCallum reported that at that time the ABC was broadcasting 
fifty bulletins a day in seven Asian languages and was in receipt of 500,000 letters 
from Asian listeners a year. It had offices in Singapore, Djakarta, Kuala Lumpur, New 
Delhi and Tokyo. It also had correspondents in South Vietnam, Laos, Cambodia, 
Thailand and throughout the Pacific. Furthermore it patched into BBC programs and 
those of the mainstream American news services.15By the Seventies and early 
Eighties the process was continued with new technology. Messages could be beamed 
from space in the Asian footprint covered by geosynchronous Aussat satellites – 
ironically launched by Chinese “Long March” rockets.  
 Spender’s aim in initiating the Colombo Plan was to overcome the problem that there 
were no organisational links to Asia after the war. The great impetus to embark on a 
regional plan in Asia can be traced to the Mont Tremblant Conference in 1942. The 
occasion was a meeting of the Institute of Pacific Relations and it was clear at the 
gathering that the Americans were to launch a major campaign against the retention of 
post-war empires.16 From this point onwards the idea of “trusteeship” dominated 
debate. If Australia was to entertain its ambitions for controlling strategic islands to its 
North, such as New Guinea and Timor, then it could not do so by simple annexation. 
It was to counter charges of its colonial credentials that Herbert Veere Evatt, Labor’s 
irascible foreign minister, launched Australia’s first bilateral treaty in 1944. The 
centrepiece of the Australia-New Zealand Agreement, or ANZAC Pact, was the claim 
of the two Southern Dominions to being fit trustee powers. It was their willingness to 
engage in the welfare of native peoples that would differentiate their role from that of 

                                                 
12 Letter, Spender to Boyer, 9 May 1950, Boyer papers, MS 3181/2/15, National Library of Australia; 
Gordon Greenwood, Approaches to Asia: Australian Postwar Policies and Attitudes, Sydney, McGaw 
Hill, 1974, 409. 
13 Christopher  Waters, “A failure of imagination: R.G. Casey and Australian plans for counter-
subversion in Asia, 1954-56”, Australian Journal of Politics and History, 45 (1999), 347-361. 
14 Waters, “A failure of imagination.” 
15 Mungo McCallum, “The ABC and Asia”, Hemisphere, 11 (1967), 2-5. 
16Christopher Thorne, Allies of a Kind: The United States, Britain and the War 
against Japan, 1941-1945, Oxford: Oxford University Press, 1979, 213.  
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the former colonial powers. Evatt accordingly linked Australian proposals to 
trusteeship to the Atlantic Charter.17 
 By the end of the conflict the idea had taken root that regional commissions would 
oversee colonial development and that the participating trustee states would account 
for their actions to the new United Nations Trusteeship Committee, and where 
relevant, other associate bodies such as the United Nations Education, Scientific and 
Cultural Council. 18Australia had successfully defended its restrictive immigration 
policy in 1945 from UN scrutiny under the so-called domestic jurisdiction clause of 
the Charter, but could not deflect similar scrutiny of its colonial record. It would not 
be long before UNESCO would ask for explanations of the depiction of race in text 
books and curriculum.  
 Yet it would be wrong to construe this activism as an active attempt to engage Asia. 
By 1948 the South Pacific Commission was seen in Canberra as covering a strategic 
area of British Commonwealth responsibility. In this area, which also covered the 
Christian-dominated eastern portions of Indonesia, Australia would promote, under 
the guise of trusteeship arrangements, the teaching of English and Western culture. 
This would prove a valuable tool in any future vote of self-determination by the 
peoples of the Moluccas, Ambon, Timor or Netherlands New Guinea. The one 
problem lay in the fact that a key member of the Empire, India, achieved 
independence in 1947. It was in the interests of Australian regional security and the 
survival of the British Empire East of Suez that attempts be undertaken to retain India 
as loyal Dominion. Top that end John Burton, the Secretary of the Department of 
External Affairs and one of its most sympathetic advocates of Asian engagement, was 
despatched to the Asian Relations Conference in New Delhi in March that year. 
Burton could report that the conference re-affirmed the right of nations to control 
immigration, but that “with a view to eliminating resentment” a “token quota system 
for Prospective Asian migrants” would be established. The criterion that mattered was 
that such migrants would be “thoroughly educated and westernised Indians”.19 
 It was a small concession but ultimately did nothing to actually promoter Asian 
engagement. This step came two years later with the launch at the 1950   
Commonwealth Conference in Ceylon of the Colombo Plan. The context is important. 
The US had launched the Marshall Plan two years earlier in Europe. The great attempt 
to construct a non-Communist Europe lay at the heart of the plan. The problem was 
that the Truman Administration had no such plan for Asia – apart from the bilateral 
and widely distrusted bilateral treaty with Japan. Yet the region faced similar Cold 
War threats. A Communist insurrection – the British called in an “Emergency” – 
broke out in Malaya in 1948. Mao had taken over mainland China in 1949 and in June 
1950 Communist North Korea mounted an invasion of the South. Nehru in India was 
ready for some form of regional association but had not received support from other 
Asian states. It was therefore left to incoming Foreign Affairs Minister Percy Spender, 
who replaced Evatt after the December 1949 elections, to set Australian foreign 
policy on a new course. Whereas the Chifley period had seen an attempt to build 
regional security on the work of the UN, Spender sought bilateral help from the war-
time Allies. Given US neglect, he pressed the Commonwealth to take the initiative. 

                                                 
17 The Australian files are in “Post-War Colonial Policy”, no item number, A2937, National Archives 
of Australia (NAA). The relevant British records are in DO 35/1895 and CAB 66/47, WP(44)107 and 
108, Public Record Office (PRO). 
18 John Kent, The Internationalisation of Colonialism: Britain, France and Black Africa, 1939-1956, 
Oxford: Clarendon Press, 1992, 127.  
19 Burton to Heyes, 1 March 1948, 169/10/8/3, i, “White Australia Policy”, A1838, NAA. 
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The hope would be that the US with its much superior resources would come on 
board.  
 In this he was mistaken. While the US welcomed the participation of Australia, New 
Zealand and India in the promotion of regional welfare the British Commonwealth 
was not its chosen instrument for this. To Washington the whole plan smacked of a 
British attempt to revitalise the Empire as a force in Asian affairs – but without the 
finances to do so. Consequently Spender’s grandiose plans for a capital aid program 
and technical assistance scheme went nowhere. Britain could not afford the 
commitments, Canada saw the whole thing as an unnecessary duplication of ECAFE 
and the US would only accept the plan one year later on the proviso that it remained 
low key and informal.20 In reality Washington marginalised the scheme. 
 What went forward the following year was hardly a plan at all – the Canadian 
academic William Harrison said the “whole enterprise…was something of a 
misnomer”.21Spender, however, had by now achieved a measure of Australia’s 
security objectives with the successful negotiation of ANZUS that year (although this 
too was well short of the attempt to rehabilitate the Empire – Britain was excluded 
from ANZUS at American insistence). As far as the Colombo Plan was concerned he 
now turned to the role of education in winning the mind of Asia in the Cold War. 
Archbishop Howard Mowll called it a “spiritual Colombo Plan”.22 
 The Colombo Plan developed in this context of shaping Asian opinion in the early 
Cold War. In 1951 the Department of Foreign Affairs embarked on a major campaign 
to establish a firm Australian presence in the region. Spender’s replacement, R.G. 
Casey, had already established Australia’s first overseas spy agency (the Australian 
Secret Intelligence Service – ASIS) to report on the region. The same year the 
Colombo Plan scholarships were launched, taking a massive seventy percent of the 
technical aid budget. The scheme was to be supported by the expanding network of 
Australian legations that Casey opened in the region. It was also bolstered by Casey’s 
scheme of subsidising Australian books to be distributed in Asia. A particular target in 
all of this was Asian leaders – journalists, public servants and teachers. Cultural 
exchange to Casey was about ensuring that Asian students could exchange views at 
Australian universities “at an impressionable stage of their lives”. In August 1954 
Casey would confide to Menzies that the Colombo Plan was a “good shoe-horn for 
Australian interests” which would help secure “reliable buffer states between 
ourselves and the Communist drive to the south”. It was part of the armoury – one 
that ranged from educational contacts through to “less respectable activities”.23 
 To that end Colombo aid planning in 1955 was brought under Casey’s Overseas 
Planning Committee which in effect ran the Cold War activities in Asia. The 
Committee worked to promote Western development strategies to Asian students. Not 
surprisingly it was not long before Colombo Plan funds were extended to training 
security forces. The initiative for this had come from ASIO chief Spry who sought 
training of Thai police in anti-subversive techniques.24 
 The Colombo Plan then had been fashioned as a Commonwealth initiative targeted 
on India, but increasingly embracing most of the region as the Cold War intensified. 
Indeed the Cold War sustained the Plan. Thousands of students were educated in 

                                                 
20 Daniel Oakman, Facing Asia: A History of the Colombo Plan, Canberra: Pandus Books, 2004, 60. 
21 Oakman, Facing Asia, 67. 
22 Oakman, Facing Asia, 89. 
23 Oakman, Facing Asia, 127. 
24 Material in 383/1/1/1, “Meeting of the Cold War Planning Committee”, 6 April 1955, A1838, NAA; 
Oakman, Facing Asia, 141. 
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Australian universities and as military engagement in Vietnam seemed to foreshadow 
a more permanent forward defence position attention turned to the education of 
Australians about Asia. Malcolm Fraser, known more for his role as Minister for the 
Army during the Vietnam War, took on the Education and Science portfolio in the 
McMahon Administration. Fraser sent Cabinet a submission in June 1972 stressing 
the need to expand not only the teaching of Asian languages but also philosophy, 
culture and outlook. Fraser said that 
 

In view of the increasing need for independent Australian action in relations with 
her Asian neighbours, and bearing in mind Australia’s geographical position, it is 
essential that Australia should have a more thorough knowledge of the peoples and 
countries to their north…25 

 
 Education assumed great importance in the first half of the Seventies as Australian 
governments moved to bury the restrictive immigration policy and introduce a policy 
of multiculturalism. In 1970 Newcastle University historian and Vice Chancellor, 
James Auchmuty reported that Asian languages were taught in 108 secondary schools.         
This was followed within two years by a large injection of Federal funds as part of the 
Whitlam Government’s reform program. Some of this survived Whitlam, as did the 
launch of another television channel, SBS, dedicated to screening shows and current 
affairs programs from a variety of non-English speaking backgrounds. 
 The main development with respect to the study of Asia in the Seventies came with 
the establishment of the Asian Studies Association of Australia. This body took the 
lead in arguing the need for an Asian Studies Council which in turn could chart the 
implementation of Asian languages and societies in all States. The key focus, 
however, was on “literacy” as opposed to the past preoccupation on trade. The leading 
light in this push was Australia’s first ambassador to the People’s Republic of China, 
Stephen Fitzgerald. To Fitzgerald the national approach to curriculum, that had been 
the hallmark of the Whitlam years, should be used in the promotion of Asian Studies. 
The problem for Fitzgerald, however, was that his message came as the great national 
structures were dismantled. In the straightened Eighties and early Nineties the talk 
may have been about Keating’s “big picture” in Asia, but everywhere education 
decision was being devolved. Fitzgerald himself saw something of the effects of this 
trend in 1991 when the government refused, in a White paper on language teaching, to 
indicate which languages would have priority.26 
 But Fitzgerald was not alone in this push. He received powerful support from another 
former ambassador to China, Ross Garnaut. Like Fitzgerald, Garnaut understood that 
the prosperity that came from Asian trade, which had boomed in the previous ten 
years, could not come unless there was also a shift in education. His landmark report 
of 1989 could survey the march of Australia from the protected imperial order, which 
had dominated in the first seven decades of nationhood, to the onset of the new global 
since Britain had joined the European Union. To Garnaut Australia needed to engage 
Asia with two ends in mind. First there was a need to ensure that teacher education 
give much more emphasis to Asian studies. Beyond that there was a need to provide a 
substantial boost to Australia’s “analytic capacity” of Asia.  
 Second, there was a need to improve knowledge of Australia throughout the region 
by promoting “Australian Education Centres” in cities such as Beijing, Seoul, Hong 
                                                 
25 Cabinet Submission 746, “The Teaching of Asian Languages and Cultures”, Malcolm Fraser, 
Minister for Education and the Arts, June 1972, A5908, NAA. 
26 Stephen Fitzgerald, Is Australia and Asian Country?, St Leonards: Allen and Unwin, 1997, 89. 
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Kong and Taipei. But there was now a clear break with the philosophy of the 
Colombo Plan era. The emphasis was no longer on shaping Asian attitudes in ways of 
Western development. That war had been one. The emphasis in the post-Cold War 
World would be on attracting fee-paying students.27 The full fee program was 
introduced in 1986 and was based largely on the enrolment in the English Language 
Intensive Courses for Overseas Students (ELICOS). It did not get off to a smooth start 
with thousands of Chinese students seeking entry with a view to obtaining permanent 
residence. The Senate Foreign Affairs, Defence and Trade References Committee 
called it an “education fiasco”.28 By the mid Nineties things had settled down with the 
Australian Government tightening entry requirements and starting a process of 
reviewing the standards of educational service provided to foreign students – the 
process of establishing clear protocols in service provision, however, would continue 
to the present. Nevertheless by 1996 the international student market was bringing in 
over $1.5 billion annually. By 2002 Australia had topped the OECD with one in five 
university students coming from abroad – double that of the nearest countries Britain, 
Franc and Germany. The Chinese made up 78 per cent of international students that 
year – 68,857-and they brought in one sixth of Australia’s $5.9 billion education 
services industry.29 Not surprisingly Australia’s aim was to bring China into the new 
World Trade Organisation and later to engage in Free Trade discussions. Education 
was an important part of this process.30 
  
Conclusion. 
 The Pacific War had focussed national effort on the role of education. Canberra 
would attempt to mobilise educational resources as a cornerstone of its national 
security strategy. Universities, led by the ANU, would be responsible for providing 
the foundations for a quantum increase in technical education and research. A similar 
effort would be put into a much more sophisticated understanding of Asia in new 
research centres such as the Institute of Pacific Studies. In a very real sense this 
infrastructure has remained. University centres and other think tanks have expanded 
apace since the end of the Cold War.  
 But the Colombo Plan philosophy has been abandoned. In part this is due to the fact 
that Asia has lost some of its lustre. The 1997 Asian economic crisis served to deflate 
the reputation of the Tigers for economic strength while the emergence of China was 
increasingly cast not as an opportunity for engagement but rather as a potential 
hegemonic threat to the region. The drawn-out tragedy of Timor was finally brought 
to a bloody conclusion in 1999 but left in its wake much uncertainty about what 
engaging our near neighbour meant. If Australia had a role in the region it would be 
determined by its security credentials – reflected in a defence budget that is more than 
South East combined. The role of education too has been transformed. Fee-paying 
students from the region now constitute a life-line for cash-starved universities in 
                                                 
27 Ross Garnaut, Australia and the Northeast Asian Ascendancy, Canberra: Australian Government 
Publishing Service, 1990, 313. 
28 Senate Foreign Affairs, Defence and Trade References Committee, Australia-China Relations 
(Canberra: Senate Printing Unit, June 1996), 147. 
29 “We top OECD for foreign students”, Australian Higher Education Supplement, 14 September 2005. 
In 2005 there were 50,000 Chinese students studying in Australia. Each year seven million Chinese 
students qualify for university study but there are only four million tertiary places in China itself. Chris 
Manner interview with Madame Fu Ying, China’s Ambassador to Australia, The Diplomat (6, 
February-March 2005), 10. 
30 “Our US-China Balancing Act”, Australian, 19 August 2004; “China signals tough stand on free 
trade deal”, Sydney Morning Herald, 2 March 2005. 
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Australia. The focus here, however, is narrow. The Colombo Plan heralded a regional 
scheme and that has singularly failed in the wake of competing claims from Canberra 
and Kuala Lumpur to lead in such an arrangement. In the end Europe provides the 
only successful scheme of regional organisation.  
 The Colombo Plan also heralded a major debate domestically about the 
understanding of Australians of Asia. This indeed may have been its most important 
achievement. Yet the lack of regional identity may explain the relative failure of 
education authorities in Australia to make headway on the promotion of Asian studies 
in schools and universities, despite calls for national action to this end.  
 It is possible, of course, that both are outmoded. Regional schemes and national 
action may be relics of a world before globalisation. There is indeed much 
circumstantial evidence to suggest that the role of international forces, and especially 
markets and various non-state actors, have overtaken government attempts to erect the 
sort of scaffolding attempted in Colombo in 1950. There is a warning, however, in the 
important project Globalisation and National Security undertaken by the US National 
Defence University:  
 

Asian leaders and elites are highly reluctant to put their futures in the hands of 
Western banks and investors or the Western-dominated International Monetary 
Fund…By and large, Asian governments have also sought to limit the political and 
cultural impact of globalisation, especially aspects associated with 
Westernisation.31  
 

 If that is so, the conditions that gave rise to determined national policy and regional 
planning, have not been altered by the passing of the Cold War. Indeed in the wake of 
the second Gulf War and the declaration of the right of Western pre-emption the 
question of what happened to the Colombo Plan assumes some urgency. 

                                                 
31 Richard P. Cronin, ‘Asian Economies: The Dynamics of Progress’, in Richard L. Kugler and Ellen L. 
Frost, The Global Century: Globalisation and National Security, Vol. 2, Washington DC: National 
Defense University Press, 954-955. 
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Abstract 
 

Children in the United States live in a media-saturated environment. On average, kids 

between the ages of 2 and 7 are exposed to the mass media for approximately four hours per day, 

the majority of which is spent in front of the television (Roberts, Foehr, Rideout, & Brodie, 

2000). For teenagers, the numbers are even higher. Due to the almost unavoidable presence of 

the mass media in the lives of children, it is somewhat shocking that American schools rarely 

develop or employ media literacy curricula (Potter, 2005). As a result, American children may be 

lacking the tools, skills, and knowledge they need to help them think critically and be conscious 

users of mass media. In other countries (Australia, Canada, Great Britain, Israel) this is not the 

case, where media literacy curricula are regularly employed and sometimes mandated. The 

purpose of this paper, therefore, is to argue for the implementation of standardized media literacy 

curricula in American elementary and secondary schools and to make suggestions and 

recommendations for accomplishing this goal. First, I will explicate the various 

conceptualizations of and approaches to media literacy. Second, I will review some of the 

successful media literacy curricula in other countries. Next, I will discuss the barriers that 

prevent the widespread implementation of media literacy curriculum in the United States. I will 

then review some of the media literacy programs that have been attempted in the United States 

(Dorr, Graves, & Phelps, 1980; Singer & Singer, 1981; Robinson, Saphir, Kraemer, Varady, & 

Haydel, 2001). Finally, I will make recommendations for future action. 
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Overview 
 

This paper entitled Pre-Service Teachers/Novice Teachers and Stress:  Sink or 
Swim? will examine pre-service teachers and novice teachers’ perceptions of stress-
related factors and will outline strategies for coping with these identified issues.  
Research supports teacher preparation programs to recognize stress factors and assist 
students with effective coping mechanisms. After reviewing various forms of quantitive 
and qualitative data, an analysis of preservice teachers’ and novice teachers’ 
identification of stress factors will be shared. An examination of current practices 
regarding stress issues will be determined, and possible stress-reducing suggestions for 
program inclusion will be shared. Pre-service and novice teachers should not be 
“sinking” but should be able to identify stress factors, cope with these issues, and “swim” 
happily through a rewarding career in education.  

 
Purpose of this Research 

 
The purpose of this research is to address the significant retention issue of 

beginning teachers. As reported by Fleener (2001), twenty-five to fifty percent of 
beginning teachers resign during their first three years of teaching. Roulston, Legette, & 
Womack, (2005) confirm this estimate by reporting that about thirty-three percent of the 
new teachers quit the teaching profession during their first year. The factors contributing 
to this significant retention issue is of critical relevance to this study. Among all the 
causes, stress from teaching is one of the salient factors that have been investigated by 
many educators. Having the ability to deal with stressors is vital in teacher retention. 
 

Questions Addressed in the Research Study 
 

• What are the leading pre-service teachers and novice teachers’ concerns prior to their 
field experiences? 

• What are pre-service and novice teachers main stressors during field experiences or 
their first year(s) of teaching? 

• How can teacher educators assist with relieving pre-service teachers’ and novice 
teachers’ stress? 

• How can pre-service teachers and novice teachers identify their personal stressors and 
utilize effective coping mechanisms to eliminate and/or alleviate the identified 
stressors?   

 
Literature Review 

 
What is Stress? 

Although studies of pre-service teachers’ stress did not identify one universal 
definition of stress (Miller & Fraser, 2000; Morris & Morris, 1980), there seemed to be a 
shared understanding of stress as an unpleasant emotional state (Miller & Fraser, 2000).  
Other definitions of stress include: the non-specific responses of the body to any demands 
made on it, a behavioral adjustment triggered by certain environmental conditions, and a 
response to pressures, responsibilities, and real or imaginary threats from the 
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environment (Morris & Morris, 1980). Specifically for educators, teacher stress is defined 
as a response syndrome of negative effects resulting from the teachers’ job (Kyriacou & 
Sutcliffe, 1997, as cited in Hopkins, Hoffman, & Moss, 1997). 
 
Sources of stress   

Studies of pre-service teachers’ stress usually began with an investigation of the 
causes of the stress. Lack of experience, unclear perception of own status, conflict 
between advice and expectations, and lack of strategies coping with emergent situations 
are among those factors that make pre-service teachers extremely vulnerable to stress 
(Abebe & Shaughnessy, 1997; Beach & Pearson, 1998; Hopkins, Hoffman, & Moss, 
1997; Kaunitz, et a., 1986).  Bowers, Eicher and Sacks (1983) report that pre-service 
teachers’ anxieties came from two types of concerns. Classroom discipline and 
relationships; specifically, relationships with students, relationships with cooperative 
teachers, and relationships with parents constructed the affective concerns, while subject 
knowledge, instructional strategies, and differentiated teaching constructed the 
instructional concerns.  

Similarly, Morris and Morris (1980) identified four main stress areas related to 
student teaching. Among these four areas, dealing with student behavior was identified as 
the most stressful. Disciplining students, motivating students, and getting students on task 
are main sources of stress for pre-service teachers. The second area considers 
relationships with supervisors, including classroom cooperative teachers and college 
supervisors, which require pre-service teachers to maintain a high-level performance and 
at the same time, establish a good inter-personal relationship with both supervisors. The 
third area includes pre-service teachers’ sense of self-efficacy, such as the ability to 
develop a lesson plan, use a variety of instructional strategies, classroom management 
skills and so on. The fourth area involves student learning which includes different 
students’ needs due to diversity, multiple learning styles, and students’ mastery and 
application of the knowledge. 

Pre-service teachers and novice teachers have many similar stress experiences. 
However, pre-service teachers have some unique concerns, such as being liked and 
accepted by students, relationships with college supervisors, classroom cooperative 
teachers and staff, and effectively dealing with mistakes in their teaching (Kaunitz, 
Spokane, Lissitz, & Strein, 1986). Beach and Pearson (1998) identified four types of 
conflicts and tensions faced by pre-service teachers. The first obstacle is curriculum and 
instruction, which refers to the conflict between intended plan and actual teaching. The 
second tension considers the interpersonal relationship, which is about pre-service 
teachers’ relationships with students, teaching colleagues, and school administrators. The 
third concern is self-concept or role. It is a difficult task for pre-service teachers to 
identify themselves as both student and teacher in terms of their identity, and friend or 
authority in terms of their relationship with students. The fourth one is contextual and 
institutional which refers to the disparity between their own beliefs and attitudes and 
those of teacher education programs and schools.  

Floden and Clark (1988) discussed in their article that uncertainty of teaching is a 
troubling factor for novice teachers, such as uncertainty about subject knowledge, 
uncertainty about student learning, and uncertainty about assessment. 

 

2007 HICE Proceedings 
Page 4684



Stress:  Sink or Swim 3 

 

Stress Coping Strategies  
Stokking, Leenders, Jong & Tartwijk (2003) report that a smooth transition from 

training to practice is necessary. In their literature review, they concluded a four-level 
model to deal with pre-service teachers “practice shock.” The first level is titled the 
institutional level. The institutional level identifies the significance of cooperation 
between higher education institutions and schools The second level is the curriculum 
level, which is about the structuring of the transition period. The third level is called the 
relational level, which deals with supervision and mentoring; and, the fourth level is 
entitled the individual level, which relates to pre-service teachers’ individual reflection.  

Based on our literature review, most strategies recommended by researchers can 
be classified into following categories:  
Enhance or Augment Field-based Experience 

Bowers, Eicher and Sacks (1983) stressed the importance of more and earlier field 
experience in reducing pre-service teachers’ stress and anxiety. Increased field-based 
experiences not only provide pre-service teachers with a complete perspective of the 
teaching profession, but also elevate their self-image and self-confidence (Sumpter, 
1995).  
Practical Workshops for Both Supervisors and Preservice Teachers 

To reduce the intense relationship between pre-service teachers and their 
classroom supervisors, workshops for non-threatening supervising skills and techniques 
should be provided for classroom supervisors (Browers, Eicher, & Sacks, 1983). In 
addition, both supervisors need to develop the competencies to assess the stress sources 
and help pre-service teachers to cope with stress (Morris & Morris, 1980).  

In addition to the workshops for classroom and college supervisors, workshops 
should also be available for pre-service students to learn the coping methods with stress. 
Discussions about stress situations and coping strategies can be a component of such 
workshops (Kaunitz et al., 1986). Walizer (1998) and Wilkins-Canter (2000) suggested a 
four-approach workshop for coping with stress, i.e., establishment of network and 
support system, time release and relaxation, task management, and step-by-step problem 
solving.  
Non-Academic Coping Strategies 

Other than those strategies closely related to the academic preparation of pre-
service teachers, physical therapy is another good strategy to deal with pre-service 
teachers’ stress, such as exercise and fitness, muscle relaxation, and diet adjustment 
(Greer & Greer, 1992). In addition to exercise, enough rest and sleep should also be 
encouraged (Morris & Morris, 1980).   

A study of the literature reveals the following strategies to assist pre-service 
teachers in coping with stress:  develop realistic expectations; reduce physical stress by 
using relaxation techniques; utilize effective time management strategies; establish and 
maintain open communications among student teachers, cooperating teacher, and 
university supervisor; provide a comprehensive orientation program to student teaching; 
afford opportunities for student teachers to share their experiences among their peers 
(Greer & Greer, 1992; Linville & Belt, 1982; Morris & Morris, 1980). 
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Methodology 
 

This research study was conducted at Indiana University of Pennsylvania. The 
researchers collected qualitative and quantitative data. The subject population consisted 
of thirty-nine undergraduate students and five recent graduates who were in their first 
three years of teaching. Ages varied from 18 years to 30 years and the majority of the 
subjects were female due to the high percentage of female pre-service teachers. The 
researchers received IRB approval to conduct this study. 

 
Data Collection Instruments. 

Web-Based Survey:  The researchers surveyed elementary education pre-service 
students using a web-based survey (Hockley & Hemmings, 2001). See Appendix A. 

Written Reflections: Pre-service teachers volunteered to participate in sharing 
their concerns through reflective papers and in-class discussions. 

Interviews:  Five novice teachers who recently completed the field experiences 
were interviewed. Each interview included informal, opened-ended prompts as follows:  
What do you consider to be your main causes of stress during your first (or second) 
year(s) of teaching? Please compare your stress factors experienced during field 
experiences and your first year(s) of teaching. What strategies have you used to cope with 
stress? Have these coping strategies been effective? Why or why not? How could 
university professors continue to support you throughout your first few years of teaching? 
 

Analysis of the Data 
 

        Prior to the elementary education majors’ Professional Sequence II Field 
Experiences, the students enrolled in ELED 357 (Pedagogy II) were asked to reflect on 
the concerns or apprehensions they had about the field experiences, and/or working with 
children in general. Four themes, quite similar to those cited in the review of literature 
emerged from these reflections: concerns regarding elementary students, concerns 
regarding cooperating teachers, concerns regarding parents of elementary school 
children, and concerns regarding the pre-service teachers’ own knowledge, pedagogical 
skills, and relationships.  
 
Concerns Regarding Elementary Students 

• Diversity       
• Violence. 
• Lack of Respect         
• Standardized Testing  

 
Concerns Regarding Cooperating Teachers 

• Will Not Get Valuable Feedback    
• Ineffective Modeling  
• Will Not Like Me or My Lesson Plans 
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Concerns Regarding Parents of Elementary School Children 
• Lack of Support 
• Children’s Basic Needs Being Met        
• Lack Confidence in School System  

 
Concerns Regarding Self 

• Content Knowledge 
• Pedagogy 
• Relationships 

       
 

Survey Results 
 

  Thirty-nine students, 38 females and 1 male, completed the web-based survey 
while they were involved with, or immediately following, their professional pre-student 
teaching experience (EDUC 342). There were 28 survey questions to which the students 
responded based upon a four point Likert scale: 4 - Stressed me all of the time, 3 - 
Stressed me most of the time, 2 – Stressed me some of the time, and 1 – Never stressed 
me. There were also seven open-ended questions. Table 1 illustrates the results of the 
quantitative portion of the survey.  
 
 
Table 1. Results of Pre-Service Teachers’ Stress Survey 

 
Statement 

 

% 
Stressed 
me all of 
the time  

% 
Stressed 
me most 

of the 
time 

% 
Stressed 
me some 

of the 
time 

% 
Never 

stressed 
me 

Managing the class and enforcing 
discipline 

8 22 61 8 

Delivering the lessons 3 14 61 22 
Managing group work 0 14 53 33 
Managing the individual seatwork 0 6 47 47 
Establishing rapport with students 0 0 17 83 
Giving appropriate feedback to students 0 6 31 64 
Assessing students’ written work 3 8 44 44 
Teaching mixed ability classes 3 25 42 31 
Helping students with learning 
difficulties 

3 22 31 44 

Helping students with 
emotional/behavioral problems 

 
0 

 
17 

 
50 

 
33 

Communicating concepts to students 3 11 67 19 
Having high expectations of my 
teaching performance 

 
28 

 
11 

 
44 

 
17 
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Overall teaching workload 19 33 39 8 
Time management 19 33 42 6 
Striking a balance between practicum 
and personal commitments 

 
25 

 
19 

 
39 

 
17 

Selecting appropriate content for my 
lessons 

14 11 50 25 

Developing lesson plans 17 22 44 17 
Preparing resources for lessons 11 22 50 17 
Others expecting me to perform tasks 
beyond my competency 

 
17 

 
14 

 
31 

 
37 

Being observed by my university 
supervisor 

17 11 46 26 

Being evaluated by my university 
supervisor 

17 11 46 26 

Communicating with and relating to my 
university supervisor 

 
0 

 
11 

 
34 

 
54 

Being observed by my cooperating 
teacher 

6 17 31 46 

Being evaluated by my cooperating 
teacher 

9 14 37 40 

Communicating with and relating to my 
cooperating teacher 

 
6 

 
6 

 
29 

 
60 

Fear of failing the practicum 9 14 31 46 
Communicating with and relating to 
teachers in the school 

 
3 

 
11 

 
34 

 
51 

Communicating with and relating to the 
school principal 

 
0 

 
6 

 
26 

 
69 

(n=39) 

Overall teaching workload, time management, and striking a balance between 
practicum and personal commitments were the three areas that were most stressful to the 
pre-student teachers during the field experience. Fifty-two percent of the pre-student 
teachers said workload and time management stressed them all of the time or most of the 
time. Forty-four percent said striking a balance between the practicum and personal 
commitments stressed them all or most of the time. Comparing this to the written 
reflections and open-ended responses, this group of pre-service teachers seemed to be 
most stressed about the Concerns About Self.  
  Fifty percent or more pre-service teachers ranked the following as being stressful 
some of the time:  managing the class and enforcing discipline, delivering the lessons, 
managing group work, helping students with emotional/behavioral problems, 
communicating concepts to students, selecting appropriate content for lessons, and 
preparing resources for lessons. Again, several of these categories cross the Concerns 
About Self category previously mentioned and a few relate to Concerns About Students.  
 In the reflective statements many people mentioned apprehensions about building 
relationships with students, cooperating teachers, administrators, and university 
supervisors. However, in the survey over fifty percent of the pre-student teachers said 
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establishing rapport with students, giving appropriate feedback to students, 
communicating with and relating to my university supervisor, cooperating teacher, other 
teachers in the school, and building principal never stressed them.   
 The pre-service teachers were asked several open-ended questions, one being to 
state the strategies they used to cope with stress and to identify whether or not the 
strategies were effective. Ten of the respondents replied that talking with others was their 
main tension reliever and that talking was effective in helping to relieve stress. Six people 
stated getting more sleep at night or taking naps after school were helpful in relieving 
stress. A few others found it beneficial to take an hour or two to relax after school and 
before starting their preparation for the next day. Other strategies used were to “take it 
day by day,” “stay on top of lessons,” and “trying to get more prepared during the 
weekends.” Only one person used physical activity, a walk, to relieve stress. Sadly, one 
student admitted having to take anxiety medication that “helped a little.” One person 
reported not finding any way to cope with the stressors of teaching. 
 Another open-ended question on the survey asked the pre-service teachers to 
describe how the university supervisor helped them to identify and relieve stress. Positive 
comments included the supervisor was supportive, reassured me not to worry and do my 
best, gave me compliments and suggestions on how to improve, had confidence in me, 
informed me it is okay to be stressed, was very relaxed and “it rubbed off on me,” made it 
clear that he was here to “help me, not tear me apart,” cared and put forth effort, told me 
how to deal with my cooperating teacher, and was always there for me. Negative 
comments included the supervisor added to my stress, did not know what he meant when 
I asked him to explain questions he asked me to answer, gave me suggestions that were 
not doable in my classroom, was unprepared and offered bad suggestions that were not 
practical, and did nothing at all.  
 The final question asked how the university supervisors could better help the 
aspiring teachers to identify and relieve stress during the field experience. A couple of the 
pre-service teachers suggested that the university professors have more communication 
with the cooperating teachers as there were some discrepancies in expectations. Others 
mentioned that supervisors should be more specific about when they were observing; 
provide more feedback about teaching performance; make it clear that when the pre-
student teacher asks questions, the supervisor is there to listen and to help; give clear and 
specific expectations before entering the field experience; and offer specific tips or 
strategies on how to relieve stress at the end of the day. 
  

Interviews with Novice Teachers 
 

 Five teachers, two male and three female, who are just completing their first or 
second year of teaching, were interviewed regarding their perceived stressors. The data 
were analyzed by question. 
 
Question 1:  What do you consider to be your main causes of stress during your first 
or second year of teaching? 

• Dealing with Parents     
• State Standardized Tests       
• Classroom Management  
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• Administrator Observations  
 

Question 2:  Please compare the stress factors experienced during field experiences 
and those experienced during your first year(s) of teaching. 

• Creating lesson plans that motivate students, matching academic standards to each 
lesson, and including appropriate resources were identified by three new teachers 
as main stressors during student teaching. New teachers believed they could be 
“more creative” in their own classrooms.   

• Appreciated Guidance of Cooperating Teacher     
• One male teacher believed that the stress is much higher during his first year of 

teaching than it was during his field experiences.  
• One of the female teachers related that student teaching was more stressful.  

 
Questions 3 and 4: What strategies have you used to cope with stress? Have these 
coping strategies been effective? Why or why not? 

• Talking with Colleagues and Administrators  
• Taking Time for Self, Family, and Friends  
• Physical Exercise  
• Music  
• Keeping a Journal  
• Coaching and Sponsoring Extra-Curricular Activities  
• Crafts  
• Being Prepared  
• Prayer  
The teachers believed that all of these strategies were helpful in relieving stress. 
 

Question 5: How could university professors support you throughout your first few 
years of teaching? 

• Staying in Contact  
• Explaining Continued Professional Development  
• Working with Parents and Conducting Parent/Teacher Conferences  
 

Conclusion 
 

Clearly, teacher education programs have obligations to prepare teachers 
thoroughly for today’s young learners. Given the current trend of beginning teachers 
deciding not to return to the educational profession, the identification of stress-related 
factors and effective coping mechanisms are essential elements of all effective teacher 
education programs. Traditionally, teacher education programs have addressed students’ 
cognitive domains through the development and teaching of content knowledge and 
pedagogical methods; however, the research also supports the concept of developing 
students’ affective domain so that pre-service teachers and novice teachers can deal 
effectively with the daily stressors of the elementary classroom.  

Teacher educators must be prepared to answer pre-service teachers’ questions 
which relate to anxieties about elementary students, teachers, parents, administrators, 
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university supervisors, and students’ personal sense of self-efficacy.  These questions 
may include, “What if I can’t answer their questions?  What if the other teachers don’t 
respect my ideas?  How will I communicate problems to parents?  What if the principal 
doesn’t like me? What if my university supervisor doesn’t understand how it is ‘really’ 
done in the classroom? What if I make a mistake?” This sample of relevant questions is 
critically important to the classroom success of the pre-service and/or novice elementary 
school teacher and must be addressed truthfully and respectfully by teacher educators.   

In addition to stress-related worries about relationships with students, teachers, 
parents, administrators, university supervisors, and self, the research reveals two 
additional areas of major stressors which center on classroom management and 
individualizing student instruction.  Although pre-service teachers’ and novice teachers’ 
classroom stressors are well-defined, it is imperative to understand that the methods in 
which to assist in relieving and/or alleviating these pressures are available, as well.   
How can universities support pre-service teachers and novice teachers with these 
stressors?   
1) Through Field-Based Experiences  

• Multiple, Early Field Experiences   
• Positive, Teacher Role Models   
• Shared, Common, Realistic Expectations    

 In this study, students reported that they were apprehensive about building 
relationships with students, cooperating teachers, administrators, and university 
supervisors prior to their actual field placement. However, at the end of their experiences, 
fifty percent of the pre-service teachers reported that establishing rapport with students, 
giving appropriate feedback to students, communicating with and relating to university 
supervisors, cooperating teachers, other teachers in the school, and building principals 
never stressed them. It appears that once students were actually teaching in their 
respective schools, issues of building relationships were not stressors.  
2) Through the World of Academia  

• Orientation Programs and/or Workshops  
• Partner or Small-Group Discussion and Self-Reflective Writing Opportunities   
• Individualizing University Instruction to Address Pre-Service Teachers’ and 

Novice Teachers’ Needs   
This particular study’s participants revealed concerns about effectively addressing the 

needs of diverse learners, victims of bullying situations, students who lack respect and 
manners, and the pressures placed on students regarding standardized testing. It is 
recommended that these areas be reviewed and more thoroughly addressed in future 
coursework. Additionally, workshops could be developed and offered to meet the needs 
of this particular group of surveyed participants. 
3) Through the Development and/or Maintenance of One’s Personal Well-Being  

• Physical, Social, and Emotional Health  
Sustaining one’s physical, social, and emotional health is extremely significant in 

relieving and/or alleviating daily stressors. Pre-service teachers and novice teachers must 
manage their time to include daily physical, active exercise. The actual physical 
engagement with an activity assists in reducing one’s stress level. Therefore, whether 
through music, writing, or yoga, one must find the activity which promotes peace and 
seeks serenity. Pre-service teachers and novice teachers must also “eat right.” Proper food 
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intake nourishes the body and mind so that one can cope with daily classroom stressors.  
Additionally, maintaining adequate sleep is imperative in order to perform efficiently and 
effectively throughout the day.   

When considering social and emotional factors, the research supports pre-service 
teachers and novice teachers finding balance with work and family issues. Social 
relationships must be maintained and nurtured. One’s sense of humor must be preserved, 
too. Pre-service teachers and novice teachers must maintain social and emotional 
connections while teaching in the elementary classroom.  

 
Undoubtedly, being able to identify teaching stressors and being able to employ 

effective coping mechanisms to alleviate those stress factors will support and encourage 
educators to swim through murky waters and ride the waves to a rewarding, fulfilling 
career in education.    
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Overview 

Career planning and development is an integral part of one’s professional 

life.  Marketing Your Best Asset: Y-O-U! is a career planning workshop for high school 

students.   It is designed to help them define their value and market their abilities to 

prospective employers.  Today, more than ever, corporations are rapidly changing to 

remain productive in a globally competitive environment.  This increased level of 

competition causes employers to rely more heavily on the abilities of their workforce 

than ever. 

 Marketing Your Best Asset: Y-O-U! will provide them with the tools and 

resources needed to plan, manage and monitor their professional growth. These tools will 

enhance their ability to become more successful in planning and developing career goals. 

They will develop a strategy to initiate and manage career discussions with prospective 

employers. We will discuss the importance and benefits of being resourceful and 

accountable for managing both career development and advancement.   

Analysis  

 Graduating from high school is a joyous occasion, but it also fosters anxiety in 

that some important decisions have to be confronted. This is usually a confusing time for 

any young person. Some public institutions are under pressure to decrease the time-to-

degree completion rates, which factors into national ranking. Others schools are 

concerned about retention rates. Many see the sharp focus on undeclared students as a 

strategy to reduce the long-term costs a student pays for a college education.  
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 Some experts estimate that the number of the nation’s incoming freshmen with an 

undeclared major to be 25 percent. “Studies show that between 60 and 75 percent of 

college students who begin their studies in declared majors, change their minds at least 

once before they graduate. That’s because those students are undecided, but often pick a 

major based on pressure from peers or parents.”(Goetz, 2003) 

The decision to attain a higher level of education is an important one for both 

students and parents. The average cost of a 4-year public college or university was 

approximately $5,500 in 2005-06.  The average cost of a 4-year private college or 

university was approximately $22,000 in 2005-06 (College Board, 2005). Given that 

there is a significant financial investment at risk, the decision to pursue an undergraduate 

or graduate degree can prove difficult and produce a certain amount of anxiety.  Students 

are faced with a myriad of decisions during their high school years regarding their 

futures, one of which is whether or not to make this investment in their education.  Once 

the decision is made to pursue a higher level of education, they are then faced with 

selecting a major area of study.  Many high school students, college applicants, and 

incoming college freshman are ill equipped to make this decision resulting in a high 

percentage of undecided or undeclared majors, changing majors one or more times before 

completion, or finishing with a degree in a field that does not align with their ultimate 

career choice.  

 College students who have not declared majors tend to waste time, effort, and 

money on coursework that does not contribute to their overall educational and career 

aspirations. In recent discussions with a group of college seniors at a private 4-year 

university, we discovered that after graduation, in just 6 short months, they have no idea 
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what they want to do for a living. At 22-years of age with GPA of 3.0 or higher and over 

$40,000 later, they have absolutely no idea how they were going to financially support 

themselves and  are uncertain about whether or not they would pursue careers that 

aligned with their major. When asked “What criteria did you use to select your major?” 

their responses varied from “That was what all my friends were majoring in” and “That 

was what my parents suggested” to “I was told that if I did not know what to major in, 

then I should select Liberal Arts.”  

Some incoming freshmen have stated that there are specific obstacles when 

joining the workforce after graduation, among those mentioned was the economy being 

in a bad state. It is very difficult to find work if no one is hiring. Another obstacle that 

was mentioned was the lack of experience. Many higher paying positions are not only 

looking for a highly educated individual, but for experienced candidates as well. 

Competition for jobs was another obstacle. With the many company mergers and “lay-

offs,” the job market is flooded with unemployed persons. There were more job obstacles 

mentioned as well, however the few that were highlighted are included in Figure 1. 

Students cited the economy, lack of experience, competition for jobs, and uncertainty 

about their career choice as obstacles to finding employment (James, 2003) (See Figure 

1.)   
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Figure 1 

Employment Obstacles

 The 
Economy, 

26%

Lack of 
Experience, 

23%

Competition 
for jobs, 21%

Other, 12%

Unsure of 
Career 

Choice, 14%

Cited by the Class of 2003
 

 

After analyzing the data, it appears that there is a strong need for a program that could 

help these young adults discover their value, learn to communicate their marketable skills 

and strengths, and find a career suitable to their talents.  

 “Marketing Your Best Asset-YOU!” is designed to do just that. It has been 

modified to fit the needs of young people who need some direction as to how to make 

good career choices, and also finding out what their strengths are and how to market them 

for employment. Inner-city high school graduates sometimes have a disadvantage to their 

more affluent counterparts, due to their lack of exposure to the specific steps it takes to 

get a high paying job. 
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Workshop Development 

 In developing this program, we consulted with students, administrators, teachers, 

and professional “Head Hunters” to get a feel for what the “need” was, and how to shape 

that need into something that was relevant and useful to the target audience. We 

interviewed, researched and asked direct questions that could help modify the 

information into something that was more digestible for a young adult audience. Once we 

established what we wanted, we set our goals and benchmarks. 

Target Audience 
 
 This workshop was designed to promote vocational awareness among high school 

students ages 14-19. High school administrators and teachers agree that students in this 

age range show little concern for career choices and/or planning.  Out of the students 

interviewed, most of their career plans mirrored their parents’ professions or relied on 

nepotism to obtain employment. This workshop is intended to heighten awareness of 

career possibilities and explores the benefits of career planning.  The goal of this 

workshop is to change the students’ mental paradigm regarding career choices. 

 Another goal of the workshop is to encourage participants to go to not only 

college, but to be more prepared for college and the years that follow, by proactively 

considering a profession before they begin their college careers.  We believe that students 

will receive a greater return on their educational investment when they make a more 

informed decision about career and their major.  The workshop begins with a skills 

assessment to help high school students self assess their innate skills and abilities as well 

as those acquired throughout high school.  They are encouraged to match their skills or 
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strengths with a career/profession.  The premise being that if you are good at something 

and you enjoy what you do, you will be successful, work does not have to feel like work, 

it can actually be an enjoyable experience.  Participants are asked: 

• How many of your parents enjoy what they do for a living?  

• Do they have fun at work? 

• How many people do you know that like their jobs? 

• How would you like to have fun at work?  

Workshop Learning Objectives 
 

Session 1: Defining Your Value 

At the end of this session, participants will be able to: 

• Identify their strengths and areas of opportunity using a self analysis instrument 

• Describe how perception affects their marketability 

• Create a personal value statement 

 

Session 2: Communicating Your Value 

At the end of this session, participants will be able to: 

• Initiate discussions about career opportunities with potential employers 

• Maintain professional relationships to develop a network 

• Utilize techniques to increase communication skills  

 

2007 HICE Proceedings 
Page 4701



 9

Session 3: Marketing Yourself 

At the end of this session, participants will be able to: 

• Identify and define the characteristics of a good mentor 

• Describe their professional attributes and the value they could offer a prospective 

employer in 30 seconds or less 

Session 4: Advancing Your Career 

At the end of this session, participants will be able to: 

• Write an effective resume 

• Build a career portfolio that highlights their education, work experience, work 

samples, and awards 

Pilot Results 

 In facilitating the workshop, we created a high-energy atmosphere that kept the 

tempo of the workshop at a pace where the students could follow along, but not too slow 

that they would be become bored with the activities.  Pilot participants completed an Exit 

Survey (See Table 1.) which provided positive feedback on the workshop. The 

survey/evaluation form contained ten statements which were followed by five response 

choices: 1) Strongly Disagree 2) Disagree 3) Not Sure 4) Agree 5) Strongly Agree (See 

Table 1.) These surveys are used to continuously improve the workshop, allowing us to 

gage what we need to modify, as well as determine what went well from the perspective 

of the students. (See Table 2.) 
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Table 1. 

Workshop Evaluation Form 

“Marketing Your Best Asset- YOU!!” Career Planning Workshop/Training Program 
It Takes A Village LLC  

EXIT SURVEY 
Directions: Circle your response. Circle only one response per question. 
1 - Strongly Disagree   2 - Disagree   3 - Not sure   4 - Agree   5 - Strongly Agree 
This course was worth taking 1---2---3---4---5 
I learned something new 1---2---3---4---5 
This course covered all the topics thoroughly 1---2---3---4---5 
I didn’t anticipate all the information I got from this course 1---2---3---4---5 
I would recommend taking this course 1---2---3---4---5 
All my questions were answered 1---2---3---4---5 
I feel more confident about finding a job 1---2---3---4---5 
The materials were useful  1---2---3---4---5 
The course was easy to follow 1---2---3---4--5 
My school should add this course to its curriculum 1---2---3---4---5 
Table 2. 

Workshop Assessment Results

0

5

10

Question Number

R
at

in
g Avg Response per Question                 

1 - Strongly disagree 2 - Disagree 3 -
Not Sure 4 - Agree 5 - Strongly Agree

Avg Response per
Question                     
1 - Strongly disagree
2 - Disagree 3 - Not

4.8 4.33 4.2 4.44 4.3 4.33 4.1 4.94 4.7 4.78

1 2 3 4 5 6 7 8 9 10

 

Reflection 

 In reflection, it is our belief that the program has lots of potential. From the 

gathered research, a need is definitely apparent. Our goal is to create possibility to those 

who might otherwise be limited. Many students and young adults have not taken the time 

to educate themselves on how to go about planning for their future. Moreover, helping 
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these young people identify their marketable talents, and then targeting their talents when 

it comes to looking for a career is of optimal importance. It is very unlikely that this 

process can, and will be done on their own without some direction. We plan on 

modifying the program where needed on a continuous basis. We also plan on expanding 

over time and perhaps having more than two facilitators.  We will continue to promote 

this program and engage in dialogue with various youth organizations such as: schools, 

churches, YMCA, parks, homeless shelters and group homes, etc. Hopefully with 

dedication and persistence, we can positively affect some young lives. This is our way of 

contributing to the commonwealth of society, which is why our organization is named 

after and will operate under the ideology of the old African adage, “It takes a village to 

raise a child.” 
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Corporate Audiences 

All major corporations are focused on increasing profitability and growing their 

businesses. Retaining and developing their employees is an essential part of achieving 

these goals.  The cost of recruiting, on-boarding, and training new employees is difficult 

to quantify but requires a significant investment nonetheless. The cost of loosing 

experienced personnel is equally difficult to quantify as a result of both the direct and 

indirect cost associated with loss of business, product, customer, and industry knowledge.  

For this reason, human resources are a company’s most valuable asset.  

 Marketing Your Best Asset: Y-O-U! was initially designed as a career 

development program for corporate audiences aimed at helping employees with 

identifying their career goals, analyzing their skills, and developing an action plan to 

nurture or attain the additional skills required to achieve their career goals.  The program 

follows a similar format but utilizes customized scenarios and activities that are specific 

to the industry and function of the organization’s target audience. Due to an 

overwhelmingly positive reaction from our corporate clients, we decided to take this 

program one step further by targeting individuals when it matters the most, prior to 

entering the work place. For more information about corporate career planning 

workshops and other corporate training programs, visit us at www.synergylistens.com.  

SYNERGY Learning Systems has a team of instructional designs, graphic artists, 

analysts and learning solutions architects who can design facilitated workshops and 

multimedia eLearning programs for any size audience. 
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Abstract: 
 
The number of students struggling to successfully complete 9th grade English coupled 
with overcrowded English classrooms intrigued us to develop and implement an 
alternative delivery method.  The distance education philosophy of “anytime, anyplace” 
welcomes the students of today: recognizing their technology-driven world, the instant 
gratification generation, anonymity popularity, and the possibility to achieve their 
potential without social ostracizing.  This coupled with our philosophy that “all students 
can and should be able to learn,” English 9 (E-9) Online at Flagstaff High School (FHS) 
was piloted.   
 
We created the unique situation that allowed the students to participate, in an online 
section of English 9 daily within an on-campus computer lab.  This allowed students to 
transition into the E-9 Online format while under the direct supervision of their regular 
classroom teacher.  E-9 Online was developed from the district approved English 9      
curriculum (State Standards articulated) and was hosted this past semester within a 
supervised classroom setting on the Flagstaff High School campus.  In addition, the 
course designer was available each day to monitor and troubleshoot technical issues.   
E-9 Online was offered for the first time in Spring 2006 as an alternative to English 9 
within a supervised classroom setting on the Flagstaff High School campus. 
 
Research indicates that online instruction improves time management skills, encourages 
independent learning, improves critical thinking, and prepares students for the 
technology-driven life beyond high school.  Therefore, FHS has determined that there is 
value in offering such a program to the students and is committed to supervising and 
fostering this alternative learning environment. 
 
We are continuing this pilot program for the Fall 2006 semester where the population will 
shift to English 9 repeat students only based on the results of the first piloted semester.  
Further, given the success of the repeat students, future plans involve developing and 
implementing English 10 for repeat students only to be implemented during the Spring 
2007 semester. 
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Quality Physical Education Program 2

Abstract 

This study was designed to determine the impact of increased quality Physical Education 

time on Massachusetts Comprehensive Assessment System (MCAS) standardized scores. The 

MCAS test was given to 311 fourth-grade students in two Southeastern communities in 

Massachusetts, within a two-month period in April and May of 2001. The participants were 

tested in two areas, English and Language Arts (ELA), and Math. The literature review 

examined the cognitive and physical benefits of movement, physical activity and exercise. Brain-

based learning and the relationship of physical education and academic performance were 

analyzed. Results of the study revealed that the mean ELA MCAS score for School 1 and the 

mean ELA MCAS score for School 2 were significantly different. The mean Math MCAS score 

for School 1 and the mean Math MCAS score for School 2 revealed no significant difference. In 

conclusion, students who received more hours of quality physical education per school year 

scored higher in the ELA subject area of the MCAS standardized test. 

Key Words; ELA, MCAS, quality physical education, brain-based learning. 
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An Analysis Teacher Professional Contribution to the School 
 
 

Abstract 
 
This study involved 142 teachers enrolled in graduate level coursework, from 2004 
though 2006, at Wright State University in Dayton, Ohio. Teachers were surveyed as to 
their perception of the extent of faculty member involvement and professional 
contribution in their school of employment. Teachers surveyed were asked to give their 
perceptions of fellow teacher professional contribution to the workplace, and also 
administrative employee professional contribution. 
 
Levels of professional contribution were defined for the participants in this study. Results 
of the study indicate that levels of contribution vary, based on several variables, including 
but not limited to apathy, morale, leadership style, politics, self-perception, knowledge 
base, and isolation from colleagues.  
 
Participants in the study were graduate students in education, working full-time as 
educators, with the majority having five or less years of teaching experience.   
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Introduction 
 
 Research focusing on faculty member involvement and professional contribution 

to the workplace is limited.  The research that is available suggests significant 

professional contribution to the school reflects growth in student learning, and ongoing 

growth for educators. Professional contribution is likened to collaborative leadership, 

whether formal or informal, and can extend peer learning.  As Donaldson (2001) states, 

"Leadership is relational, not an individual phenomenon." Reaching our potential reflects 

every educator's ability to contribute in a manner that strengthens and enhances the 

school and school district (Roby, 2003).  

 Block (1996), in his classic text, Stewardship: Choosing Service over Self-

Interest, tells us the antidote to self-interest is to commit and find a cause. The deeper 

meaning of service necessitates creating something we care about so we can tolerate the 

sacrifice and risk that commitment entails. Sergiovanni (1999) believes that commitment 

is a quality in teachers that can be linked to gains in student achievement. "When the 

need and purpose is in the school, when the conditions are right, adults and students alike 

learn, and each energize and contribute to the learning of each other", states Barth (1990).  

 The importance of significant, professional contribution to the school by 

educators cannot be ignored. Barth (1990) reminds us that when we stop growing, so do 

those we educate, as well as those we work with in our schools.  

Purpose of the Study 

The purpose of this study was to determine the level of contribution of teachers in 

the workplace. Those involved in the study reviewed the different levels of contribution 

2007 HICE Proceedings 
Page 4713



 5

for understanding, as determined by the professor, who created a survey to collect data. 

For the purpose of this study, the levels of contribution were defined as follows.  

The lowest level of contribution was termed non-contributor. Those operating at 

this level were categorized as tending to be either unsatisfied or satisfied with the status 

quo, and typically were considered followers at all times and in all aspects of the school 

culture. Characteristics included being apathetic, reclusive, and insecure. Those operating 

at this level relied on mostly extrinsic rewards, and were most often reactive to what was 

happening in their school or district. Even though some operating at this level may care 

about their school environment, their interest level appeared to be too low being 

effective. Day to day, black and white endeavors typically seemed to be the non-

contributors focus. 

Part-time contributors were defined as those educators that generally operate as 

followers, and usually being reactive in nature, as with the non-contributors. They tended 

to be extrinsically motivated and work in an operational mindset. However, there were 

times where they would "rise to the occasion" and contribute, if it was of interest to them. 

They were typically "me" centered, but at times their contribution benefited others. The 

key point with this level of contribution is that it is part-time.   

The next level of contribution termed frequent contributors. As the phrase 

alludes, they were educators that contributed often. Contributions from those who align 

with this level may be worthy, and powerful. However, some educators operating at this 

level may contribute in a negative way.  Respect level for frequent contributors varied, 

depending on the worthiness and impact of their contribution. They were considered 

professional only when their contribution to the school was valued and respected.   
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It is important to note that even though those with frequent contributions to the 

school may sometimes appear negative, they could still be valuable. Some educators 

practicing resistance may have a significant contribution (Lambert, 1998, Fullan, 1997). 

They may challenge and question a goal, strategy, or idea within the organization. Having 

a different point of view that brings about questions and concerns may be helpful, 

although it appears to be challenging in a negative manner. The frequent contributor was 

primarily motivated extrinsically, although intrinsic motivation may be recognized when 

they found self-gratification in their work. 

Influential contributors were characterized by their proactive and consistent 

professional focus at the school, and typically were more intrinsically motivated than 

extrinsically motivated. This level of contribution found the educator confident but not 

arrogant, thinking "out of the box" often, and a person that was sought for insight on 

problems and issues.  The influential contributor did not always have a solution to a 

problem, but they were influential when working with groups and teams, internally and 

externally.   The majority of interactions with the influential contributor lead one to 

respect this person in almost all situations.  

The highest level of contribution was designated respected contributor. This 

educator related to all aspects of the influential contributor. In addition, the respected 

contributor had a high self-confidence level, and their leadership skills were very honed. 

They had a solid knowledge base, and contributed often through good use of their 

experiences. They were interested in growth as individuals, and sought opportunities to  

learn from others. Respected contributors were leveled separately from the influential 

contributors because of their moral level of motivation. Going beyond extrinsic and 
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intrinsic levels, respected contributors were found to have what Fullan (2001, 1997) 

refers to as moral purpose and moral commitment. They worked to improve education 

and help other teachers because they felt a duty and obligation (Sergiovanni, 1999, 

Fullan, 1996). They enabled students and coworkers, rather than encumbering them 

(DePree, 1989).  

Respected contributors were known to strive to do what is best for the students, 

and what was best for the school.  They were dutiful, and sought to honor obligations 

without reward of fear of punishment. Respected contributors were known for having 

character - moral strength and integrity (Wilson, 1993). Contributors at this level helped 

other educators reach their leadership potential. They were considered influential and 

respected.  

 
Method 

 Participants 

 Teachers (N=142) pursuing their masters degree in teacher leadership were 

participants in the study.  They were enrolled in the Teacher Leader Program, and took 

graduate courses in cohort groups through Wright State University at different locations 

throughout western Ohio. Table 1 illustrates the demographics of the study participants. 

At the time of the study, all teachers were enrolled in a graduate leadership course that 

was a program requirement.  The typical cohort student was a female elementary teacher 

with one to five years of teaching experience.  The majority of them are between the ages 

of 26-35, married, and Caucasian.  All teachers in the study planned to complete their 

masters degree within three academic school years. 
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Table 1.  Demographic Data 
(N=142) 

            Percent 

Grade Level Teaching     
  Elementary     55 
  Middle/Junior High    14 
  Secondary     31 
 
 
Age 
  Less than 25     16 
  26-35      51 
  36-45      18 
  46-55      11 
  56+        4 
 
 
Ethnicity   
  Caucasian      95 
  African-American       4 
  Native American       0 
  Hispanic        1 
  Other         0 
 
       
Gender       
  Male      16 
  Female              84 
 
Years Teaching Experience 
  1-5                 57 
  6-10                 25 
  11-20      14 
  20+        4 
 
Marital Status      
  Single     33 
  Married              67 
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 Procedure 

 Teachers that were enrolled in the Teacher Leader Masters Degree Program 

(N=142) at Wright State University from 2004 through 2006 school years were given the 

Leadership at the Workplace Survey (Appendix A).  The survey was administered to the 

teachers during the term they were enrolled in the graduate leadership course, Leadership 

for School Improvement.  This course was one of the requirements for the Teacher Leader 

Masters Degree Program.  

 Teachers in the study were asked to give their perceptions of coworkers 

contribution level the majority of the time they were engaged in work. (Appendix B). 

Teachers in the study were also given an opportunity to self-assess their level of 

contribution in the workplace the majority of the time they were at work. Percentages 

were used to identify the number of coworkers engaged at a specific level of contribution 

the majority of the time at work. When finished rating coworkers at different levels of 

contribution, the percentages equaled 100 percent. 

 

Results 

 Table 2 lists the results of the survey given to the teachers in the graduate 

program at Wright State University. Rating their coworkers level of contribution the 

majority of the time at the workplace, the outcome indicates the greatest number of 

coworkers fall into the given definition of part-time contributor (29.3 %).  However, 

students in the graduate class rated many of their coworkers as frequent contributors 
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(25.1%).  As can be seen in Table 2, only 8.8 percent of the coworkers were considered 

working at the level of respected contributor. It was interesting to note over one-fifth 

Table 2. Perceptions of Coworker Contribution to the Workplace 
(N=142) 

 
 

♦ Percentages of Levels of Contribution (Coworkers in the workplace) 
♦ Respected contributors = 8.8% 
♦ Influential contributors = 14.2% 
♦ Frequent contributors = 25.1% 
♦ Part-time contributors = 29.3% 
♦ Non-contributors/Satisfied follower = 14.3% 
♦ Non-contributors/Unsatisfied follower  = 8.3% 

 
♦ Reasons for levels of contribution 

♦ Non-contributor/Unsatisfied follower  
♦ Apathy = 44% 
♦ Low morale = 43% 
♦ Lack of purpose = 31.4% 
♦ Isolation from colleagues = 31.4% 
♦ 16 + yrs. experience = 23% 
♦ Self-perception = 18.6% 
♦ Political climate = 18.6% 

 
♦ Non-contributor/Satisfied follower 

♦ Isolation from colleagues = 28.6% 
♦ Low morale = 25.7% 
♦ Apathy = 22.8% 
♦ Lack of purpose = 21.4% 
♦ Self-perception = 20% 

 
♦ Part-time contributor/Generally follower 

♦ Self-perception = 27.1% 
♦ Political climate = 18.6% 
♦ Isolation from colleagues = 17.1% 
♦ District leadership = 17.1% 

 
♦ Frequent contributor 

♦ Teamwork = 45.7% 
♦ Definite purpose = 44.3% 
♦ High morale = 41.4% 
♦ Definite purpose = 28.6% 
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♦ High morale = 20% 
♦ Collaborative leadership = 17.1% 
 

♦ Influential contributor 
♦ Teamwork = 37.1% 
♦ Self-perception = 25.7% 
♦ Collaborative leadership = 22.8% 

 
♦ Respected contributor 

♦ Definite purpose = 52.9% 
♦ High morale = 51.4% 
♦ Teamwork = 34.3% 
♦ Collaborative leadership = 31.4% 

 

 (22.6 %) of the teachers in the workplace were rated as non-contributors, with 14.3 

percent non-contributors but satisfied, and 8.3 percent of the non-contributors unsatisfied 

with their jobs. 

 Those completing the survey were also asked to give their perceptions of the 

reasons their coworkers were working at a specific level of contribution most of the time. 

Table 2 also includes data indicating the factors affecting the different levels of 

contribution.  Apathy, low morale, lack of purpose, and isolation from colleagues were 

the most frequent reasons listed for coworkers who were considered non-contributors.     

The majority of coworkers in the study were considered to be either part-time 

contributors or frequent contributors. Self-perception, teamwork, and having a definite 

purpose were frequent reasons given for ranking colleagues at those levels.   

 Coworkers rated at the highest levels of contribution, either influential or 

respected contributors, appeared to operate at those levels because of high morale, having 

a definite purpose, teamwork, and collaborative leadership. 

 Table 3 gives the results of the teachers in the graduate program at Wright State 

University completing a self-assessment of their level of contribution.   
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Table 3.  

Teachers Self-Perception of Their Level of Contribution  (N= 134) 

♦ Non-contributor/Unsatisfied follower = 2.2% 
♦ Non-contributor/Satisfied follower = 0 
♦ Part-time contributor = 23.1%  
♦ Frequent contributor = 44.8%  
♦ Influential contributor = 19.4%  
♦ Respected contributor = 10.5%  
 

The results indicate teachers in the graduate program perceive themselves, for the most part, 

contributing at higher levels than that of their colleagues.  Of the 134 teachers surveyed, only 2.2 

percent felt they were not contributing and were unsatisfied with their work. The majority (44.8 

percent) considered themselves functioning the majority of their time as frequent contributors. 

Those perceiving themselves to be part-time contributors proved to be almost one-quarter of the 

study participants (23.1 percent).   

The highest levels of contribution, influential and respected, found approximately 30 percent 

of the teachers in the study operating at those levels. Those listing influential contributor as their 

predominant level of contribution (19.4 percent) were followed by teachers feeling they were 

respected contributors (10.5 percent).  

Reasons for choosing a specific level of contribution varied, depending on the level.  The 

small proportion of teachers perceiving themselves as non-contributors listed apathy, district 

leadership, isolation from colleagues, lack of purpose, and low morale as determining factors. 

Teachers labeling themselves as part-time contributors identified the following as factors for this 

rating: 1-5 years experience, self-perception, and isolation from colleagues.  

Frequent contributors believed their level of education, self-perception, and collaborative 

leadership were important factors in determining their rating.  Survey results indicate teachers 
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calling themselves influential contributors worked at that level because of teamwork, having a 

definite purpose, and high morale. The highest level of contribution, in which only 10.5 percent 

of the teachers perceived themselves to be, reflected that self-perception, having a definite 

purpose, high morale, and more education were key factors in operating at that level.  

 

Discussion 

 Among the 142 participants in the study, it is interesting to note that only 2.2 percent of 

them in the Teacher Leader graduate program considered themselves to unsatisfied followers at 

their workplace. In comparison, they rated over one-fifth (22.6%) of their colleagues as non-

contributors. There are obviously many variables that could possibly cause this discrepancy, but 

the fact these teachers were enrolled in graduate coursework to pursue teacher leadership leads 

one to believe their passion for contributing was factor in their perceptions.  

 It is worthwhile to note that when combining the two highest levels of contribution, 

influential and respected, the discrepancy was reduced between the teachers' self-perception and 

rating their coworkers (29.9 % as compared to 23%).  One the survey, teachers were given an 

option of listing written comments about contribution to the workplace. The following comments 

were given: 

♦ I believe current levels of contribution will increase w/increased knowledge of leadership [p-t 
contributor] 

♦ I try to be involved and volunteer whenever possible [frequent] 
♦ Working toward respected leader! [p-t contributor] 
♦ I accomplish and complete any task I start [p-t contributor] 
♦ I still believe I can make a difference whereas many others only contribute because they are 

expected to [frequent] 
♦ Involved in community and district, but because of # of years teaching, am still not  a 

respected contributor [influential contributor] 
♦ I get frustrated on a regular basis. I work so extremely hard but lack of leadership makes 

things very difficult [respected] 
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♦ I feel comfortable but do not always feel confident in myself - I'm working on it [p-t 
contributor] 

♦ Low confidence, inexperience [p-t contributor] 
♦ I enjoy my job  so I contribute to enjoy it even more  
♦ Don't enjoy dealing with groups of people [p-t contributor] 
♦ We have a great faculty to work with [respected] 
♦ Although I am a frequent contributor, there was a point when my participation was not 

always quality through education and experience that has changed [frequent] 
♦ Years of experience at my school is the primary factor in leadership contribution [respected 

contributor] 
♦ I try to share knowledge that I find useful, however I am the newby [frequent] 
♦ I'm still seen as the rookie after 2 years [frequent] 
♦ I like to be involved, I like to take ownership, I want to make the workplace better [frequent 

contributor] 
♦ I contribute much more when I have a definite purpose or vision. In addition, I tend to sit 

back when I don't feel appreciated for my added work [frequent] 
♦ I think our principal is collaborative in his leadership, but is hamstrung by a more 

authoritative board and superintendent [influential] 
♦ I feel limited as a contributor due to heavy workloads and demands of career [frequent] 
♦ When I am in the department meeting I am a respected contributor because of being a small 

group [frequent] 
♦ I feel others know how to do things better or are more confident [p-t contributor/follower 
♦ Would probably contribute more if I felt more relaxed around coworkers and didn't feel 

inferior [p-t contributor] 
 
Conclusion & Suggestions for Future Research 
 
 In summary, approximately one out of every four teachers (23%) work most of 

the time at the influential or respected levels of contribution.  Reasons stated for this 

rating suggest that political climate at the school or district, along with isolation from 

colleagues greatly affect contribution to the school. Approximately one-fifth  (22.6%) of 

the teachers work most of the time as non-contributors.  Having a definite purpose, high 

morale, and teamwork were listed as factors leading to the highest levels of contribution.  

 The results of the study solicit several questions that could lead to further study in 

this area of the teachers' rolein contributing to the school.  Does leadership climate at the 

workplace affect contribution? Why do educators contribute on a limited basis, or not at 
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all?  What causes the apathy, feelings of lack of purpose, and low morale? How can we 

enhance colleague professional interaction to increase the contribution level of faculty? 

 Cohen (2002) reveals that teacher population across the country is aging, with 

some states indicating the average teacher's age is 40 or above. With this fact, how will 

large numbers of older teachers stay invested in and committed to their work? 

Cohen states: "For the school to be an intellectual center, for it to 
have the ethos, the sense of community, and the spirit that so many 
parents and administrators seek, it must celebrate the work of its 
teachers in a way that is rarely seen in public schools. It must attend 
to the needs of teachers, it must accommodate their sensibilities, and 
it must treat the teachers' contribution with as much genuine concern 
as it does those for any other constituency - maybe more."  

 

The findings of the study implore further research in teacher leadership. The variables 

leading teachers to or away from contributing on a regular basis as influential and 

respected leaders should be researched.  A study determining the status of non-

contributors should be completed, with emphasis on determining the factors involved in 

getting teachers to contribute at a higher level on a regular basis.  
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Appendix A 
Leadership at the Workplace Survey 

Mark an "x" in the boxes below that best describe your status and perceptions. 
 
Gender       Age 
 
�Male       �25 yrs. old or less 
�Female       �26-35 yrs. old 
       �36-45 yrs. old 
       �46-55 yrs. old 
       �56 + yrs. old 
 
Ethnic Background     Marital Status 
 
�African-American     �Single 
�Caucasian      �Married 
�Hispanic      
�Native American     Locale   
�Other_____________________ 
       �Rural      �Suburban    �City 
 
Grade Level Currently Teaching   Years of Teaching Experience 
 
�Elementary      �1-5 years 
�Middle/Junior High     �6-10 years 
�Secondary      �11-20 years 
       �21 + years 
 
 
Years at Present Building     Current Administrator: Years at Building  
�1-5 years      �1-5 years 
�6-10 years      �6-10 years 
�11-20 years      �11-20 years 
�21 + years      �21 + years 
 
 
Which one of the following best describes the leadership climate set by the official leader at your 
workplace? 
[Check only one} 
 
�Laissez-faire 
�Collaborative 
�Servant 
�Democratic 
�Autocratic 
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Appendix B 
PERCEPTIONS OF LEADERSHIP CONTRIBUTION 

TO THE WORKPLACE  
 
 

 
 

 

 

 
     

 
RESPECTED 

CONTRIBUTORS 
 

INFLUENTIAL 
CONTRIBUTORS 

 
FREQUENT 

CONTRIBUTORS 
 
 

PART-TIME CONTRIBUTORS 
GENERALLY 
FOLLOWERS 

 
 

NON-CONTRIBUTORS 
SATISFIED 

FOLLOWERS 
 
 

NON-CONTRIBUTORS 
UNSATISFIED  
FOLLOWERS 

unofficial 
leaders 

 

official 
leaders 

Definition of Levels of Contribution 
Non-contributor/Unsatisfied follower - no interest in contributing in a positive way to the job, motivated by extrinsic rewards only, reactive in nature, operational focus only, dislikes job  
Non-contributor/Satisfied follower - same qualities as above, but satisfied to stay at job without contributing in any manner 
Part-time contributor/Generally follower - contributes to the workplace on now and then, both positive and negative, extrinsically motivated, normally follows, rarely initiates contribution 
Frequent contributor - contributes on a regular basis, both positive and negative, extrinsically and intrinsically motivated 
Influential contributor - contributes positively on a regular basis, intrinsically and extrinsically motivated, initiates contributions, professional in actions, respected by most faculty 
Respected contributor - same qualities as influential contributor, but morally motivated (strong obligation to workplace), respected by all faculty as a effective, consistent leader  

 
 
♦ In the box under each category of contribution on the chart above, write in the percentage of leadership contribution of all faculty members at your 

workplace, based on your perception. The percentages should be based on your perception of leadership contribution the majority of the school year. 
 
♦ Select from the options (a through t) that best describes the reason(s) for the percentage you listed for each level. 
 

Non-contributor/Unsatisfied follower ________    a. apathy   j. lack of purpose 
Non-contributor/Satisfied follower________ _    b. official leaders  k. definite purpose 
Part-time contributor/Generally follower_________    c. few or no informal leaders m. 1-5 yrs. experience 
Frequent contributor________      d. high morale     n. 6-15 yrs. experience   
Influential contributor_________     e. low morale  o. 16 + yrs. experience 
Respected contributor_________     f. autocratic leadership  p. isolation from colleagues 
        g. collaborative leadership q. teamwork 

h. political climate  r. level of education (knowledge base) 
i. district leadership  s. self-perception 
   t. other_______________________________________ 

 
 
♦ List on the line below your level of contribution to the workplace (the majority of the time). 

_____________________________  Reason(s) [from list above]_______________ 
♦ Comments about your contribution to the workplace and/or contributions of faculty: 
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Abstract 

This study was a quantitative analysis of teachers’ ability to address the learning styles 

of students when teaching on the 90-minute block schedule in comparison to the 55- 

minute traditional schedule.   
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African-American Learning Styles and the Block Schedule:  
 

A Plausible Means to Increase Academic Achievement  

Currently, African-American students represent approximately 17% of the 46.8 

million students who attend public schools in the United States (Morris, 1999) and 

approximately 575 of the country’s school districts are identified as urban districts 

(Agron, 1998).  Furthermore, approximately 30% of the African-American students 

attend schools located in large, central cities (Morris, 1999).  In addition, 53.8% of the 

schools in urban areas have a predominantly African-American student population with 

African-American students representing much more than 50% of the student population 

in many urban areas (Morris, 1999). 

Statistically, 33% of African-American children live in poverty and 60% of African- 

American children live in households defined as being “low-income” meaning that they 

are 200% below the national poverty level according to the National Center for Children 

in Poverty, and more than 57% of African-American students live in single-parent 

families according to the United States Bureau of Census (Fass & Cauthen, 2005). 

African-American students are more likely to be born to very young, unwed mothers.   

They are more likely to be born with neurological disorders that may subsequently result 

in intellectual difficulties (Russo & Cooper, 1999). Single mothers who are often working 

during the afternoon, evenings, and weekends head most of these families. Considering 

these circumstances, African-American students are often placed in the position of 

being latchkey children (Gray, 1987; Laurent, 2000; Seligson & Fink, 1988; Will, 2001).  

This factor is critical because it places a considerable number of these students in the 

2007 HICE Proceedings 
Page 4731



       African-American Learning Styles  

 

5

position of being independent and self-sufficient. In cases where there are older and 

younger siblings, these students are culturally trained to accept responsibility for 

themselves and their siblings (Seligson & Fink, 1988). 

Research on African-American students also indicates that in K-12 educational 

settings, African-American students are most likely to be viewed as disciplinary 

problems (Irvine, 1990). Academically unsuccessful students are noted as “acting out” 

or displaying what Hanson and Silver (1991) cited as “presenting symptoms”, meaning  

they draw attention to themselves as they make a cry for help.  To maintain order, urban 

schools begin teaching students a dysfunctional way of relating to authority in 

kindergarten (Haberman, 1997). Younger African-American students are controlled by 

authoritarian management styles, directive teaching, and simplistic extrinsic rewards 

(Haberman, 1997) such as treats, food items, or toys. 

Current descriptions of the curriculum provided to African-American and other 

minority students in urban schools have been described as a “pedagogy of poverty,” in 

which the teacher typically teaches to the whole class at the same time and controls all 

of the classroom discussion and decision making (Brookhart & Rusnak, 1993; 

Haberman, 1991; Waxman, Huang, & Padron, 1995). Haberman (1991) criticized this 

instructional format because teachers are held accountable for “making” students learn, 

while students usually assume a passive role with low engagement in tasks or activities 

that are generally non-authentic. In instances such as this, a crucial aspect of teaching 

these students has traditionally consisted of managing the students’ behavior in addition 

to realizing academic goals (Brookhart & Rusnak, 1993). As a result, African-American 
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students receive considerable amounts of individual seatwork during their primary 

school years (Brookhart & Rusnak, 1993).  

Research on Learning Styles 

The research on learning styles indicates there are almost a dozen different 

learning style models, each with its own assessment instrument.  Although the Learning 

Styles Indicators (LSI) and the Myers-Briggs Type Indicator (MBTI) are two of the most 

common assessment instruments, others include Adjective Check List (ACL), California 

Personality Inventory (CPI), Sixteen Personality Factor (16PF) questionnaire, 

Neuroticism Extraversion Openness Personality Inventory (NEO-PI), Kolb’s (1984) LSI, 

Index of Learning Styles (ILS), Learning Styles Questionnaire (LSQ), and the Jungian 

Q-Sort instrument.  According to Dunn and Dunn (1992), each person has a learning 

style that is as individual as a fingerprint. When learning styles are examined in terms of 

groups or specific populations, research strongly suggests that although learning styles 

vary even within the same ethnic and racial groups, no one particular learning style can 

be applied to all individuals within a group (Dunn & Griggs, 1988).  Finally, it is generally 

agreed upon that there are cultural conflicts between some students and typical learning 

styles.  Students who have been socialized in ways inconsistent with the school’s 

expectations and patterns may have difficulties (Guild, 1994). 

Research further implied that certain population groups have unique learning 

styles (Griggs, 1985). An example of this is how learning style elements tend to 

discriminate between gifted and regular students (Boultinghouse, 1984; Griggs, 1984). 

These learning styles range from being single or dual dimensional, represented by one 
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or two variables on a bipolar continuum, to being multidimensional and encompassing 

multiple learning style and cognitive style elements.  

African-American Students’ Learning Styles 

Field-dependent and field-independent learning styles are two of the major 

learning styles within the category of personality-based cognitive learning styles.  Witkin 

(1971), considered the father of this theory, initiated the research on these constructs in 

the 1950s and 1960s (Witkin & Goodenough, 1981) and examined cognitive style in 

relation to various perceptual domains. Witkin (1971) described field-dependent and 

field-independent cognitive styles as process variables that represent techniques for 

moving toward a goal rather than a competence in achieving goals.  Although no 

learning style can be identified as exclusively African-American, the research indicated 

that African-American students, in general, are more likely to have a field-dependent 

learning style (Fierro, 1997; Graybill, 1997; Melear & Richardson, 1994).   

Jonassen and Grabowski (1993) described field-dependent learners as having a 

global cognitive style because they more readily allow the external cues of an 

experience to point the way to understanding. In contrast, field-independent learners 

ignore and even distrust external cues. A more detailed analysis of the field-dependent 

learning style by Witkin (1971) revealed the following: field-dependent learners have in 

general what may be characterized as an interpersonal orientation; field-dependent 

learners seek both physical and emotional closeness to others, which in turn provides 

them with experiences in interpersonal relations; field-dependent learners pay selective 

attention to social cues; field-dependent learners can be described as sociable, 
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interested in people, wanting to help others, having concern for people, knowing many 

people, and being known by many; and groups including field-dependent members 

have been found to be more effective in reaching a consensus than groups without 

them.  

Witkin (1978) reiterated the research of others, which noted that field-dependent 

learners give more consideration to social cues, whereas field-independent learners are 

insensitive to those cues. Further research on the field-dependent style characterizes it 

as the ability to perceive items as separate from the background and the inability to 

separate parts from the whole respectively (Bennett, 1986). Students who have field -

dependent learning styles are described as working well in groups, perceiving the 

totality rather than the specifics, being motivated by group competition and 

achievement, being more affected by outside stimuli, and being influenced more by 

affective variables in learning (Jiminez, 1983). Although no learning style can be 

identified as exclusively African-American, the research does support the idea that 

African-American students, in general, are more likely to have a field-dependent 

learning style (Fierro, 1997; Graybill, 1997; Melear & Richardson, 1994).  

According to Willis (1989), African-American learning preferences can also be 

grouped into four categories: 
 
Social/Affective: People oriented emphasis on affective domain; social interaction 
is crucial, social learning is common. 
 
Harmonious: Interdependence and harmonic/communal aspects of people and 
environment are respected and encouraged; knowledge is sought for practical, 
utilitarian, and relevant purposes; a holistic approach to experiences, synthesis is 
sought. 
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Expressive Creativity: Creative, adaptive, variable, novel, stylistic, intuitive, 
simultaneous stimulation is preferred, verbal and oral expression. 
 
Nonverbal: Nonverbal communication is important (notation, body language, etc.) 
movement and rhythm components are vital. 
 

When considering these descriptors of African-American learning styles, scheduling 

alternatives which restructure the school day or time spent within a classroom, such as 

block scheduling,  may address the noted learning styles for this particular group of 

students by allowing the teacher more time to focus on and incorporate specific aspects 

of the students’ learning styles in the lesson.  

Block Scheduling  
 

Block scheduling is an alternative form of secondary school restructuring that 

emerged during the 1960s and is occurring presently in middle and high schools 

throughout the United States (Bowman, 1998).  One of the primary purposes of block 

scheduling is to meet individual learning styles of students in an attempt to increase 

motivation and improve student achievement (Wilson & Stokes, 1999).  There are many 

variations of the block schedule; however, the most prevalent example is referred to as 

the 4 x 4 plan.  In the 4 x 4 plan, secondary students attend four classes per day for 90 

to 96 minutes during one semester (Knight & DeLeon, 1999). When a new semester 

begins, students will take four new classes allowing them to take up to eight courses 

during one academic year. Teachers teach three of four periods a day and have a 

ninety-minute planning period (Wilson & Stokes, 1999). 

Educational reform efforts of the 1980s and 1990s focused on making education 

more responsive to student needs including addressing diverse learning styles. The 

block schedule is such a response, creating the opportunity for schools to vary 
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instructional time and methods in an effort to meet student needs, to increase 

motivation, and to increase student achievement. From a pedagogical standpoint, 

advocates of block scheduling purport that the block schedule allows more time in the 

classroom for individualized instruction and independent study. The block schedule may 

also invite a more collaborative approach where students can interact and learn from 

each other (Adams & Salvaterra, 1998). 

 According to Adams and Salvaterra (1998), a block schedule allows teachers 

more time to address individual learning styles in the classroom; however, there are 

several other potential advantages for administrators, teachers, and students who 

participate in a block schedule: (a) students spend less time changing classes which 

leads to fewer behavioral incidents; (b) students are exposed to longer classes much 

like those on a college campus; (c) students can balance their academic course loads 

be taking only two academic courses per semester and still meet graduation 

requirements; (d) students have freedom to take electives they may not get to take 

during a traditional secondary school schedule that consists of six to seven courses per 

year; (e) teachers have longer class periods in which to teach the material in a more in-

depth manner and to use interesting activities to stimulate student motivation; (f) 

teachers have longer preparation periods to catch their breath, plan, and grade; and 

finally, (g) teachers have fewer students to teach, thus, they are able to devote more 

attention and individualized instruction to their students. (Adams & Salvaterra, 1998; 

Callahan, Clark, & Kellough, 2002) 

Teachers, who have undergone the change from the traditional six or seven 

period day to the block schedule, view this change as positive (Carroll, 1994). Averett 
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(1994) found that in a statewide study in North Carolina, teachers who did not initially 

support the switch to block scheduling favored the switch following its implementation. 

In addition, students and teachers report that the learning climate of the school and 

students’ attitudes toward school improved because of the block schedule (Carroll, 

1994; Hackmann, 1995; Reid, 1996). 

Although the advantages of the block schedule appeared to be generally positive 

for those involved on a secondary campus (Wilson & Stokes, 1999), transitioning from a 

traditional school schedule to an alternative school schedule can be difficult for teachers 

and students. Bowman (1998) stated that in reviewing the research on block scheduling 

outcomes, there was a lack of empirical research findings to support its implementation. 

Most of the research regarding the positive effects of block scheduling consists of 

testimonials, case studies, and opinions with no hard evidence that it actually changes 

the things it claims to. Other potentially negative issues that may arise during a block 

schedule include the following: (a) the lack of time to teach content required by the state 

department or for standardized testing; (b) when students miss a day of class, they miss 

more content information than they would on a traditional schedule; and (c) community 

relations may suffer because students are in the community and off campus at non-

traditional times (Callahan, Clark, & Kellough, 2002).  

 For the transition from a traditional schedule to a block schedule to be 

successful, Reid (1996) stated that all stakeholders in the change must be committed to 

the change. Stakeholders were referred to as parents, students, and teachers. Fleming, 

Owen, Schoenstein, and Eineder (1997) stated that the endorsement of the block 

schedule by all faculty members is essential for successful implementation of the block 
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schedule initially and for its continued success.  Administrators must also keep faculty 

apprised of changes occurring throughout the process of implementation and provide 

additional support to faculty through in-service meetings and professional development 

seminars to increase teacher effectiveness on the block schedule before, during, and 

after its implementation (Smith & McNelis, 1995).  Lines of communication between 

administrators and faculty must remain open and flowing during the transition to block 

scheduling and throughout the first several years of implementation (Reid, 1996; Wyatt, 

1996).   

Whereas the research indicated positive changes in attitudes from students and 

teachers participating in block scheduling, the research did not indicate how teachers 

have modified planning, instruction, and assessment to accommodate the increased 

amount of instructional time. Teachers now have 96 minutes to teach a course instead 

of 50 minutes. Administrators and researchers must glimpse inside these classrooms, 

observe and talk to students and teachers to really know if block scheduling is all that it 

claims to be (Benton-Kuper, 1999; Brause & Mayer, 1991; Bowman, 1998; Bryant & 

Bryant, 2000; Reid, 1996; Richmond, 1999; Queen & Gaskey, 1997). Bryant and Bryant 

(2000) stated that increasing instructional time cannot change what happens in the 

classroom. Only dedication to valid principles for teaching and learning and continual 

examination of personal teaching practices and philosophies can ensure that students 

get the best and most meaningful instruction (Good & Brophy, 2000).  

In the fall of 1999, a school system in North Central Alabama transitioned from a 

traditional schedule to a block schedule in its middle schools and high schools, creating 

a unique opportunity for a study of this nature.  This transition officially began a year 
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prior in the fall of 1998, when administrators from the central office began training 

principals and teachers to make this change for the upcoming school year.  Hubbard 

and Ross (2002) administered a survey to secondary teachers at this high school in the 

spring following the fall implementation of block scheduling to determine their 

perceptions of block scheduling in three areas: planning, instruction, and assessment. 

One limitation of the study was that it did not address how teachers address learning 

styles. Despite the existing research regarding block scheduling and the power it has to 

produce positive attitude changes and better learning environments, quantitative studies 

are needed to determine what is actually happening in classrooms on the block 

schedule and what teachers need as a means of support before, during, and after the 

implementation a block schedule (Brause & Mayher, 1991; Richmond, 1999; Wyatt, 

1996).  

Methodology 

Purpose 

 The purpose of this study was to evaluate the effectiveness of block scheduling 

when considering diverse student learning styles.  As an overwhelming number of 

middle and high school systems move to the block schedule, there is a growing need to 

address diverse learners.  This study attempted to examine the benefits of instruction 

on the block schedule when students’ learning styles are considered in the curriculum 

planning process.  In addition, this study attempted to provide suggestions as to how 

classroom teachers can concretely and effectively address the diverse learning styles of 

their students during the increased amount of instructional time created by the block 

schedule.   
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Participants/Data Collection  

Four classroom groups with a total of 157 students were selected for this study. 

Two classrooms were instructed on the traditional 55-minute class schedule, and the 

other two classrooms were instructed on the 90-minute block schedule format. All four 

classrooms consisted of majority African-American and Caucasian students.  The 157 

students were then administered a general learning style inventory based on the Dunn 

& Dunn Learning Style Inventory.  The learning style inventory was designed to identify 

the students as being auditory, visual, or tactile learners. The results of the students’ 

learning style inventory scores were compiled and compared using a one-way ANOVA 

analysis for significant differences in the participants learning styles for each 

instructional group (i.e., auditory, visual, tactile). In addition, the learning style data was 

collected and evaluated to determine if there were any identifiable learning styles by 

race. The identification of the participants’ learning styles was necessary to determine if 

participants’ learning styles correlated with the literature on African-American and 

Caucasian students’ learning styles, as well as for the purpose of designing course 

curricula to meet the identified student learning styles.  

Each of the four classroom groups was given matched instruction, matched 

learning activities, and matched assessment based on the identified learning style. The 

method of instruction and the corresponding learning activities consisted of cooperative 

learning instruction.  The student assignments and test scores were compiled using 

independent t-test and ANCOVA. Student test scores were analyzed based on their 

instructional schedule to determine if there were any significant differences in the 
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academic achievement for the students instructed on the 90-minute block schedule in 

comparison to students instructed on the traditional 55-minute schedule.   

Results and Findings 

Learning Styles  

The one-way ANOVA analysis of the learning style data collected revealed no 

significant difference in learning style preferences between the students instructed on 

the block schedule in comparison to those instructed on the traditional class schedule. 

Although no significant statistical differences were found between each group regarding 

their preference for auditory, visual, or tactile learning styles, both populations indicated 

a greater preference for the tactile learning style. 

The non-significant difference indicated by the participants in this study both 

support and contradict the established literature on learning styles. The majority African-

American students indicate a greater preference for the tactile learning style. These 

findings substantiate the literature on African- American learning styles, which stated 

that the predominant learning style demonstrated by African-American students is 

cognitively based (Melear & Richardson, 1994; Willis, 1989). Specifically, the tactile 

learning style, the preferred learning style of African-American students in this study, 

and the social affective and expressive learning styles interact on several levels.  

Achievement  

The review of the student test score data revealed that students instructed on the 

block schedule demonstrated higher academic achievement than the students 

instructed on the traditional schedule.  The independent t-test and ANCOVA analysis 

indicated that when controlling for the covariant of Stanford Achievement Test scores, 
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there is a significant difference for the students instructed on the block schedule (M = 

50.74, SD = 15.48) and the students instructed on the traditional schedule (M = 26.15, 

SD = 13.25) when comparing test scores. 

Discussion 
 

As stated in the literature on learning styles, African-American students are more 

likely to experience social, educational, and emotional situations different from those 

experienced by their Caucasian counterparts.  The following discussion will address 

these nuances in respect to the opportunity to optimize these experiences when 

teaching on the block schedule. 

African-American students are often placed in positions of being independent 

and self-sufficient.  Considering this factor, it appears that African-American students 

would have the ability to work independently.  During a 90-minute block class, there 

would be enough time to provide independent and self-sufficient learning opportunities, 

in depth coverage of the content, and opportunities for cooperative and collaborative 

endeavors among students.  

The well noted aspect of field-dependent learning styles associated with African- 

American students implied that African-American students require a more 

comprehensive initial explanation of the content material being studied than other 

student populations.  The need for a more comprehensive or detailed explanation of the 

content material is a task that can be better accomplished during the longer, 90-minute 

block schedule than the traditional 55-minute schedule.  The block schedule would 

provide teachers with the opportunity to dedicate more time to giving field-dependent 

learners the necessary prior knowledge required to master the content material. 
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Another important characteristic associated with field-dependent learners is the 

need to seek both physical and emotional closeness to others.  This learner 

characteristic can be addressed through increased teacher-to-student interaction, as 

well as, increased student-to-student interaction.  During the 90-minute block schedule 

class, teachers would have increased opportunity to provide students with one-on-one 

attention.  The block schedule would also allow greater opportunity for students to work 

in small groups with other students.  The block schedule format is also conducive for 

teacher interaction with small student groups as well. 

Considering that field-dependent learners are described as being sociable, 

interested in people, wanting to help others, and generally having concern for people, 

the 90-minute block schedule offers increased opportunity for African-American 

students to express and demonstrate these aspects of their learning style.  Through 

group discussions and analytical writing assignments, students are afforded more 

opportunity to explore and develop these aspects of their learning style. 

African-American students with field-dependent learning styles are described as 

working well in groups and being motivated by group competition and achievement 

(Jiminez, 1983).  Instructional methods and learning activities such as group 

assignments and cooperative learning are well-cited methods of addressing these 

learning style traits.  However, instructional methods such as these are time consuming.  

The 90-minute block schedule offers the needed time for students to effectively perform 

group and cooperative learning activities. 

African-American students are noted as having an expressive and creative 

learning style.  The nature of this learning style trait implied that African-American 
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students require learning opportunities which allow them to express themselves in 

creative, adaptive, variable, novel, stylistic, intuitive formats where simultaneous 

stimulation is available.  Learning opportunities such as this often consist of verbal and 

oral expression that requires ample class time for larger groups of students.  When 

teaching on the block schedule, teachers are afforded larger blocks of time allowing 

them to plan authentic, instructional activities such as plays, skits, scenarios, speeches, 

creative dance, and artistic interpretations of the material being studied (Ruddell, 2001). 

Conclusion 
 

In conclusion, the longer class sessions available through the 90-minute block 

schedule provide increased opportunity to meet the needs and predominant learning 

styles of African-American students.  Simply put, the additional 30-35 minutes available 

through block scheduling provide the teacher and the students with more opportunities 

for engaged learning time.  As a classroom teacher, the block schedule affords the 

teacher the ability to plan instructional and learning activities that meet the needs of 

their students.  More importantly, when examining the learning style characteristics of 

African-American students, it is evident many of the learning style traits associated with 

African American students require a greater amount of time to be sufficiently addressed.  

When considering the research on block scheduling and African-American learning 

styles and the benefits of having more class time, the block schedule appears to be a 

plausible means of increasing the academic achievement of African-American students. 
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Abstract  

 
Although the need to become more informed and a more active participant in democratic 

dialogue is greater than ever, studies indicated that students’ awareness of global issues is limited 

(Decker, 1995; Torney-Purta, 1982).  In an effort to increase students’ understanding of 

democratic issues, as well as, increase their ability to actively participate in constructive 

democratic dialogue, a university adopted the New York Times through the Education Readership 

Program.  Although the New York Times Readership Program at this university received mixed 

reviews regarding the newspapers’ social, economical, and political perspectives, the findings of 

this study strongly suggested that students frequently utilized the paper, and that the paper served 

as a catalyst for increasing democratic dialogue and cognition of global perspectives among 

students in the college setting. 
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Increasing Democratic Dialogue and Cognition of Global Perspectives: Using the New York 

Times as an Ancillary Resource in College Classrooms  

The research on how curriculum-related factors affect student underachievement is 

substantial (Burden & Byrd, 1994; Eggen & Kauchak, 1996; Good & Brophy, 2000; Joyce & 

Weil, 1996). Directly related to the issue of a challenging curriculum is the relevance of the 

curriculum for the students. Montgomery and Rossi (1994) argued that a major cause of poor 

school performance is the sizable number of students who view the bulk of schoolwork as dull, 

passive, and unimportant.  

 When we consider the degree of racial, ethnic, and cultural diversity in schools today, the 

goal of developing curricula that meets the needs of all students becomes even more challenging.  

Meeting curriculum needs of diverse ethnic student groups often requires adjustments in 

instruction and course content. Curriculum refinement is also necessary when students are from 

homes in which English is not the primary language (Bien-Aime, 1993; Bonilla & Goss, 1997; 

Reid, 1995). The research clearly suggested higher academic achievement is more likely to occur 

when course content and materials are culturally and ethnically relevant (Nieto, 2000). 

 In an effort to meet the academic needs of students, many colleges and universities are 

attempting to address students’ understanding of democracy (Nieto, 2000; Reid, 1995; Shade, 

1982; Torney-Purta, 1982).  The importance of students having an understanding of the construct 

of democracy and their ability to participate in constructive, democratic dialogue are 

fundamental aspects of the United States’ culture.  Regardless of your position as a Republican 

or Democrat, your stance as a liberal or conservative, or your address being in a  red or blue 

state, the persistent flux of extreme, global events have forced many people to become more 

aware of and more informed of  the social, political, and economic changes occurring throughout 
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the world.  The need to remain abreast of important events, in addition to the U.S.’s role as a 

major participant and leader in the global community, necessitate not only being current on 

domestic issues but international issues as well.   

 Although the need to become more informed and a more active participant in  democratic 

dialogue is greater than ever, studies indicated that students’ awareness of global issues is limited 

(Decker, 1995; Torney-Purta, 1982).  In one study, a survey of middle school students’ 

awareness of global issues revealed that the students had an extremely poor understanding of 

global issues (Torney-Purta, 1982).  Such findings might imply that students, at the college level, 

are lacking an awareness of global issues as well. Based on informal studies in two, teacher 

education programs, college students could not recount or recall basic news stories or local 

events when asked to connect the content being studied to current events. 

 As we consider methods of enhancing students’ level of awareness of global issues, a 

variety of curriculum approaches should be considered.  Several studies suggested when teachers 

introduce activities and approaches to make curriculum and instruction more interesting and 

relevant, students tend to achieve.  Additionally, Maeroff (1998) suggested that, for many 

students, education often lacks relevance because students cannot imagine how the educational 

experiences connect to the realities of their lives. Hinson (1988) reviewed theory and 

corresponding research that emphasized the importance of the teacher’s relating the curriculum 

content to learners’ interests, experiences, and prior learning. Furthermore, teachers can help 

students realize the relevance of the academic curriculum by involving students in real-life 

vocational activities, by having guest speakers from the community who can connect academic 

skills to real-life circumstances, or by incorporating required reading of the newspaper into the 

curriculum. 
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 The aforementioned learning approaches would be generally described as addressing 

students’ cognition and/or students’ cognitive style.  The term cognition is generally accepted as 

referring to the mental processes involved in gaining knowledge and comprehension, including 

thinking, knowing, remembering, judging, and problem solving.  Cognition refers to the process 

a learner goes through to learn, absorb, and process information.  A person’s cognitive behavior 

represents one of the major paradigms from which their learning style stems (Hergenhahn, 

1988).  

 According to Hunt (1995), cognitive styles are related to personality: how we interact 

with information is “reflective” of the ways in which we interact with each other through our 

personality.  Lieberman (1991) defined cognitive process as the universal, cerebral means 

employed to handle a specific task or problem.  Shade (1982) categorized cognitive learning 

styles into three categories: (a) emphasis on visual-spatial preference, (b) focus on categorization 

and abstract preference of strategies for concept attainment; and (c) focus on personality traits 

and the ways in which an individual views and responds to information about the world.   

Hypotheses  

 It is the hypothesis of this study that by introducing the New York Times as an ancillary 

resource in teacher education courses at the university level, students’ ability to constructively 

participate in democratic dialogue will increase.  It is further predicted that by increasing student 

participation in democratic dialogue, through the use of the New York Times as an ancillary 

resource, students will have the opportunity to enhance their cognition of global perspectives. 

Methodology  
 
 In an effort to increase college students’ understanding of democratic issues, as well as, 

to increase their ability to actively participate in constructive democratic dialogue, a university 
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adopted the New York Times through the Newspaper in Education Readership Program.  The 

New York Times also serves as a partner and a major component of the American Democracy 

Project for Civic Engagement, a national, multi-campus initiative that seeks to foster informed 

civic engagement in the United States and to create a greater intellectual understanding and 

commitment to participate in civic life.  As an American Democracy Project member institution, 

this university was able to establish a university-wide readership program in which the New York 

Times newspaper served as the primary reading material.   

 The paper was distributed in six locations throughout the campus with approximately 350 

papers distributed daily. Through the campus wide distribution points, the New York Times was 

provided free to students and faculty for a period of one academic year, from August to May.    

In addition, various faculty members from all of the university’s seven colleges (Arts, Business, 

Health and Human Services, Humanities and Social Sciences, Education, Sciences and 

Mathematics, and University College) independently included the New York Times as ancillary 

reading material in almost every discipline.   In some instances, the New York Times was 

implemented as required reading while in other instances the paper was used as a method for 

students to earn extra points academically.   

 After two semesters (fall 2004 and spring 2005), students were asked to participate in an 

online survey designed to gather their perceptions regarding their usage of the New York Times 

newspaper as supplemental, reading material.  More specifically, the survey was designed to 

assess students’ perspectives of whether or not the New York Times newspaper helped to improve 

their ability to constructively participate in a democratic dialogue with others.  In addition, the 

survey was designed to assess if students’ participation in democratic dialogue enhanced their 

cognition of global perspectives. 
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 The participants for this study consisted of a convenient sampling of students for a total 

of 94 participants.  Participants’ academic classification included a mix of students: 24 freshman, 

6 sophomores, 12 juniors, 36 seniors, and 18 graduate students.  The survey instrument was 

designed by the researchers and included 10-items using a Likert-type scale with one qualitative 

question allowing students to provide a more detailed open-ended response.   

Findings  

 Although the hypotheses of this study did not specifically include the need to assess 

students’ usage and readership of the New York Times, the aspects of usage and readership in 

many ways directly correlate with the student’s attitudes toward the benefit of the paper as a 

resource in broadening their understanding of the democratic process.  By gaining a sense of how 

often the students read the paper, it would be more feasible to gauge the potential benefit.    A 

pattern of higher degrees of usage and readership are not likely to be the results of random 

interest in the paper.  For these reasons, the aspects of usage and readership were assessed.  

When examining the aspects of usage and readership, the data collected through this study 

indicated that 79% of the study participants read the paper one or more times per week.  The data 

collected through this study were corroborated by the distribution data provided by New York 

Times circulation representative who indicated that only 6% of the paper was being returned or 

not picked-up by readers.  These two independent sources of data clearly suggest that New York 

Times had a strong readership base at this university. 

 The main hypothesis of this study was that usage of the New York Times as an ancillary 

resource would increase students’ ability to constructively participate in democratic dialogue.  In 

order to test this hypothesis, participants were asked to complete a short survey designed to 

assess their perceptions of the influence the New York Times newspaper had on their ability to 
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participate in democratic dialogue.  The data collected suggested the newspaper helped to 

increase constructive, democratic dialogue among students. A closer review of the survey 

responses revealed that, when asked if the articles they read in the New York Times were 

sometimes and/or often discussed in their classes, 80% of the participants indicated they either 

agreed or strongly agreed.    

 In a similar survey item inquiring whether or not articles found in the New York Times are 

related to topics discussed in class, 82% of the study participants either agreed or strongly 

agreed.  And when asked if the New York Times was a useful resource for addressing current 

events in class, 85% of the participants indicated they either agreed or strongly agreed.  Finally, 

80% of the participant responses regarding the New York Times ’ serving as a catalyst for 

discussion between students and their families and friends further indicated that the newspaper 

has helped to increase democratic dialogue between students and their family and friends  

 The second hypothesis of this study involved determining if students who read the New 

York Times believed the democratic dialogue they engaged in provided them with an opportunity 

to better understand global perspectives.  In order to answer this question, focus was placed on 

students’ perceptions of the types of issues addressed in the New York Times.   When ask about 

their perceptions of the issues presented by the New York Times, 36% of the participants stated 

that they perceived the paper as having a national focus, while 26% stated that perceived the 

paper as having an international focus.  Only 5% of the respondents indicated they perceived the 

paper as having a local focus.   The majority of the participants in this study (54%) did perceive 

the New York Times as being balanced between local, national, and international issues.  This 

hypothesis also focused specifically on students’ perceptions of their understanding of 

international issues.  When considered collectively, the data gathered for this hypothesis strongly 
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suggested that students felt the New York Times increased their view of national and international 

issues, therefore, enhancing their cognition of global perspectives.  When students were asked if 

the New York Times provided them with a better understanding of international issues, 76% of 

the students responded that it did.   Again, the data gathered clearly suggested that students felt 

their cognitive levels were enhanced in regards to global perspectives and issues.   

Discussion 

 Although the New York Times readership program at this university received mixed 

reviews in reference to the newspapers’ social, economical, and political perspectives, the 

findings of this study strongly suggested that students frequently utilized the paper, and that the 

paper served as a catalyst for increasing democratic dialogue among students.  The findings of 

this study also suggested that students’ regular usage of the New York Times as supplemental 

reading material has helped to increase their ability to participate in constructive democratic 

dialogue.  The combination of students’ usage of the New York Times and instructors’ reference 

to the New York Times as a resource for social, economical, and political issues provides students 

with the necessary platform to develop the required skill set to participate in democratic 

dialogue.  The implementation of readership programs, such as the New York Times program, on 

college and university campuses offers students the challenge and opportunity to develop the 

skills required to participate in democratic dialogue and the opportunity to actually participate in 

constructive democratic dialogue with others.  The findings of this study also indicated that if 

instructors across disciplines will reference and use a newspaper as an ancillary teaching 

resource, democratic dialogue and cognition of global perspectives may increase among college 

students. 
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 While there is much to be considered when establishing the quality and frequency of such 

dialogue, the data collected in this study suggested students perceive their participation in 

constructive democratic dialogue provided them with the opportunity to enhance their cognition 

of global perspectives.  The readers’ connection with articles, which have a global focus, allowed 

them the ability to establish a personal position, a factor believed to be critical to their cognition 

of the global perspectives.   

 Based on the assumption that most newspapers cover a broad enough spectrum of events, 

it would be safe to assume that the majority of students would be able to find an article of 

personal interest, affording them the opportunity to take a personal position in a discussion or 

dialogue exchange.  It is this point that college and university professors must focus on and 

provide students with the opportunity to connect and become engaged by utilizing resources such 

as the New York Times and other newspapers in their classrooms to foster that engagement.  By 

establishing connections with the larger community, students will gain a stronger understanding 

of their community and the world around them.  As we consider the reality of our increasing 

global connectedness, professors must constantly search for the most meaningful methods of 

connecting their students to global perspectives.  The New York Times has a well-established 

history of providing a wealth of information ranging from the global to the local perspective.  

Many of the articles found in the paper allow readers the ability to establish a connection 

between events with-in their local community and events at a national or global level.  Thus, the 

connections provide as a result of using the New York Times as an ancillary resource in a college 

or university setting is that students are able to establish the cognitive/affective relationship 

needed promote their participation in constructive democratic dialogue as they continue to 

enhance their cognition of global perspectives.  
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Abstract 
 

This paper presents research demonstrating how the theoretical and pedagogical 
language of composition enables—and perhaps forces—individual transfer of the 
disciplinary culture of composition courses to literature courses. 
 
The language we use as a discipline shapes and legitimates the identities we 
assume as teachers and researchers within our departments. Research shows 
that composition specialists export composition ideologies, epistemologies, and 
pedagogies from their writing classrooms to their literature classrooms 
(Rowlands forthcoming). In this paper I examine how the language central to 
theoretical and pedagogical discussions in composition studies (e.g. “rhetoric,” 
“heuristics,” “processes,” “revision,” “purpose,” “audience,” “problematizing”) 
serves to define and delimit the pedagogies we export into our literature courses. 
Based on a study of college and university composition specialists teaching 
literature classes, I present examples of language—from surveys, interviews, 
classroom observations, and artifacts such as assignments and syllabi—to 
illustrate fusions of language and pedagogies. I conclude by suggesting that in 
the current atmosphere of increased attention on improved university instruction, 
attention to the languages of disciplinary representation might well provide 
roadmaps for developing new and more effective disciplinary pedagogies. 
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Expanding Academic Literacies:  
Building Bridges between High School and the University 

Kathleen Dudden Rowlands, Ph.D. 
California State University, Northridge 

 

A CRITICAL NEED 

In 2005, 15,579 out of 43,005 students were required to take remedial courses in 

mathematics after admission to universities in the California State University system.1 In 

English, the numbers are even more disheartening: 19,429 students took required remedial 

English courses. Put another way, system-wide, 45.2% of entering freshmen were unprepared for 

college level work in English. Even more discouraging are the data showing that these students 

left high school with a mean GPA of 3.30 (3.37 in mathematics and 3.38 in English). 

Furthermore, according to self reports from students in the remedial courses, many of them 

earned “A’s” and “B’s” in their high school honors or Advanced Placement courses in English. 

Although the messages received throughout their high school years indicated to them that they 

were preparing themselves adequately for college work, evidently that was not the case. 

In spite of a number of special factors challenging California teachers as they prepare 

high school students for the university or for post-secondary training and the world of work (lack 

of adequate funding and populations of second-language learners higher than is typical 

nationally, for example), nationwide these figures are not unusual. According to Green and 

Winters (2005), only half of high school graduates are academically prepared for postsecondary 

education. Indeed, the National Center for Education Statistics indicates that in 2004, 42% of 

community college freshmen and 20% of freshmen in four-year institutions enrolled in at least 

one remedial course. 

                                                 
1 Unless noted otherwise, all information data regarding student preparation and remediation for the California State 
University System was captured from the Early Assessment Program Web site (http://www.calstate.edu/eap/) on 
October 11, 2006. 
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ACT’s figures (2005), based on a population that has chosen to take their examination 

because it fully intends to do college-level work, are equally disheartening. In 2003-04, only 

68% of students planning to matriculate in fall 2004 were “ready for college coursework in 

English Composition” (p. 1). And, as the report continues, “when broken down by race/ethnicity, 

the college readiness numbers are even more sobering” with “Native Americans, Hispanic 

Americans, and African Americans…about one and a half times less likely to meet this [ACT] 

benchmark [for college preparation] than the total population” (p. 1). 

Remediation is expensive—for the student, the university, and for the community at 

large. Students pay for courses in both time and in dollars that do not contribute toward 

graduation requirements simply to develop skills they were expected to acquire during high 

school. Immeasurable is the cost to student esteem and self-confidence, particularly for the large 

population of students (according to the California State University Website, nearly 30 % in 

2006) served by California’s CSU system who are the first in their families to attend college. 

Universities pay for assessment and placement counseling in addition to the costs of the courses 

themselves. Sometimes because of limited space and resources, they may even have to limit the 

numbers of non-remedial course offered, restricting the kinds of advanced training that will later 

be available to the community. Additionally, universities lose potential revenue because of an 

increased dropout rate by the remediated population. Remediation is expensive from a societal 

point-of-view as well. According to the Alliance for Excellent Education, at the community 

college level alone taxpayers nationwide pay approximately a billion dollars annually “to cover 

the direct and indirect instructional costs of remedial courses through subsidies which 

community colleges receive through state and local governments” (p. 3), even though the 

coursework often replicates what students were expected to receive in high school. The 

2007 HICE Proceedings 
Page 4769



 4

importance of arriving on campus adequately prepared to do college level work cannot be 

underestimated. At the CSUs, only 24% of students who take remedial reading and only 37% of 

students who take remedial math earn degrees. On the other hand, 65% of students who take no 

remedial courses earn degrees.   

Furthermore, students leaving high school who are not prepared to do university level 

work are evidently not prepared for workforce training either. Studies from the American 

Diploma Project (2006) and ACT (2006) concur that high school students who plan to enter such 

training after they graduate need academic skills similar to those of college bound students. That 

is, the math and reading skills needed for workforce training are comparable to those needed for 

success in the first year of college. 

 

DEVELOPING SOLUTIONS  

In California, one key tool supporting the goal of ensuring adequate preparation for post-

secondary work is solidly in place. As noted by the American Diploma Project (2006), 

“anchoring high school standards in college and workplace expectations is a critical first step 

toward preparing high school graduates for success…” (p.3). California is among five states 

(along with Indiana, Nebraska, New York, and Wyoming) that have “completed the alignment 

process, including validation by the business and higher education communities that the high 

school standards reflect their skill demands” (p.3).  Further, upon review of California standards, 

Achieve verified that they were “well aligned with the American Diploma Project (ADP) college 

and work readiness benchmarks.” As a result, teachers across the state can be confident they are 

working with appropriate standards to help students develop the proficiencies needed for post-

secondary educational success. 
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However, in spite of these established efforts, the preparation numbers presented earlier 

suggest an urgent need for additional work to close the gap between high school preparation and 

workplace and university demands. In response to this situation, the State Board of Education, 

the California Department of Education, and the California State University (CSU) collaborated 

to develop the Early Assessment Program (EAP), an initiative developed to have California high 

school graduates enter the CSU fully prepared to begin college-level study.2 Operated out of the 

Chancellor’s Office and the Center for the Advancement of Reading, the program was 

established to provide opportunities for students to measure their readiness for college-level 

English and mathematics in their junior year of high school, and to facilitate opportunities for 

them to improve their skills during their senior year. The original initiative goals were:  

• To improve student literacy and numeracy skills in high school, 

• To develop student and parental awareness of college requirements, 

• To reduce the need for remediation in English and mathematics to 10% by 2007. 

There are two strands of the EAP—one targeted at proficiency in mathematics, and the other 

aimed at developing proficiency in English. The program for developing English proficiency is 

the focus of the remainder of this paper.  

 

THE EARLY ASSESSMENT PROGRAM IN ENGLISH 

In English, this Early Assessment Program (EAP) has three thoughtfully interrelated 

parts. The first of these is a program of college readiness testing and information that focuses on 

11th grade students and their parents. During the junior year, students are encouraged to take an 

augmented version of the California Standards Test (CST)—an assessment given all juniors—
                                                 
2 Unless noted otherwise, information about the Early Assessment Program and its component parts is from the 
Early Assessment Program Web site (http://www.calstate.edu/eap/) accessed on October 11, 2006. 
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which includes additional questions and an essay task. In addition, students are counseled about 

college entrance requirements so they can select appropriate courses during their senior year. 

Finally, they are provided planning tools such as the English Success Website 

(http://www.csuenglishsuccess.org/eshome) designed to help them move step-by-step through 

the processes of college preparation and university application.3 

A key component of the Early Assessment Program focuses on facilitating professional 

development for K-12 teachers by preparing them to teach expository, analytical and 

argumentative reading and writing. The remaining two parts of the program address those goals 

through slightly different means. 

 

THE 12TH GRADE EXPOSITORY READING AND WRITING COURSE (ERWC) 

The 12th grade Expository Reading and Writing Course (ERWC) is a curriculum and 

professional development program designed for teachers of twelfth graders whose 11th grade test 

results indicate that they need additional work to prepare for college. Created by a task force 

composed of high school teachers and university faculty, this standards-based curriculum 

provides teachers with high-interest nonfiction readings typical of those students will encounter 

in entry-level university courses. In addition, it provides students with explicit instruction in, and 

experiences with, rhetorical reading and writing strategies. Teachers complete four days of 

training in order to prepare to teach the course. Currently approved by both the CSUs and the 

University of California system for college preparation credit, the course is currently being 

included in the offerings of an increasing number of California high schools; by the fall of 2006, 

approximately 1400 teachers in 350 high schools had participated in the ERWC. A research 

study conducted by Dr. Mira-Lisa Katz “showed significant gains for students who experienced 
                                                 
3 A Math Success Website (http://www.csumathsuccess.org/mshome) is available as well. 
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two or more ERWC modules” and suggested that teachers implementing the modules are 

discovering effective ways of helping students develop specific strategies for both reading and 

producing sophisticated texts. 

 

THE READING INSTITUTES FOR ACADEMIC PREPARATION (RIAP)  

The third part of the program is the Reading Institute for Academic Preparation (RIAP). 

Situated at CSUs across the state, each of these Institutes focuses on professional development 

for teachers from all content areas in grades 9-12. Because lack of proficiency in academic 

reading as been identified as a major reason for students needing remediation in English, the 

Institute curriculum centers on reading instruction and literacy development across the 

curriculum. In addition, it focuses on: 

• Familiarizing teachers with the EAP program, its goals, its resources, and its importance 

to students.  

• Familiarizing teachers with the gaps between high school preparation and college 

entrance requirements. 

• Familiarizing teachers with academic “habits of mind—foundational dispositions well-

prepared students have for academic reading writing, and critical thinking.” Presented in 

Academic Literacy: A Statement of Competencies Expected of Students Entering 

California’s Public Colleges and Universities prepared by the Intersegmental Committee 

of the Academic Senates of the California Community Colleges, the California State 

University, and the University of California, these habits of mind offer teachers a way to 

think about preparing students for college work that goes beyond simply providing them 

with content level fluency. 
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• Providing teachers with a solid theoretical and practical understanding of rhetorical 

reading and writing practices. 

• Familiarizing teachers with best practices for teaching academic reading, academic 

writing, academic language, and academic vocabulary. 

• Developing teacher-leaders ready to encourage others to participate in the Early 

Assessment Program in order to better prepare California students for post-secondary 

study.  

Beginning in 2001-2002 with eight CSU campuses running programs, the RIAP program 

was tabled for two years because of funding issues before returning in 2003-2004 with 

participation by thirteen campuses. Interest continues to grow. In 2004-2005, seventeen 

campuses supported Institutes, and in 2006-2007, 22 of 23 CSU campuses have submitted 

proposals for the forthcoming year. To date, over 2,000 teachers statewide have participated in 

RIAP. 

As might be expected given the complexity and range of the curriculum, intense teacher 

commitment is required by this program. Participants are expected to attend 60 hours of 

instruction. (Models for this vary from campus to campus with some Institutes completing their 

work during Friday and Saturday sessions throughout the year and others focusing on several 

contiguous days in the summer augmented by two or three Saturday morning sessions in the 

fall.) In addition to their classroom commitment, participants are expected to complete five hours 

of independent study (typically reading) and a fifteen hour case study focusing on the academic 

literacy development of a single student. In return, books and materials worth several hundred 

dollars are provided to each participant, and in addition, upon completion of the Institute 

requirements and the case study, participants earn a $750 honorarium. Many of the CSUs 
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providing Institutes have made arrangements for teachers to earn university credits for their work 

as well. Figure 1 provides a visual overview of the aspects of the Early Assessment Program as a 

whole, demonstrating how the junior year assessment and college counseling, the expository 

reading and writing curriculum, and the two professional development opportunities merge to 

promote California’s high school students readiness for college  (Hafner & Slovacek, 2006, p. 5). 

 

 

MAKING PROGRESS 

In the fall of 2005, the CSU Chancellor’s Office wanted an independent evaluation of 

RIAP’s effectiveness. In response, the Planning and Evaluation Resource Center at California 

State University, Los Angeles designed and conducted a study that “examined student gains in 

English proficiency and other test scores, as well as solicited teacher and site director survey 
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responses about the program” (Hafner & Slovacek, 2006, p. 2). In the process, they looked at 64 

high schools across the state, identifying as diverse a demographic range as possible. They 

identified schools with core groups of teachers trained by either RIAP, the ERWC program, or 

both, and looked at control schools without any trained teachers. The findings were significant. 

The improvement in the percent of students deemed proficient—college ready—in English 

between 2003 and 2005 in those schools with a high intensity of RIAP and/ or ERWC trained 

teachers was more than four times the improvement across all California high schools (13.6% vs. 

3% improvement). Participating teachers revealed (by survey) that they felt the programs 

enabled them to better prepare students for college, to use new instructional strategies, and to 

change curriculum to align it more fully with university expectations. 

California is clearly on the right track in its efforts to develop college-ready literacy 

skills. Implementation of the various components of the Early Assessment Program (and 

particularly the establishment of Reading Institutes for Academic Preparation) has been broadly 

dispersed across the state, providing access to the programs in both urban and rural areas (see 

Map 1, Haefner and Slovacek, 2006, p. 31). 
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For the Early Assessment Program to be truly successful, however, it needs to be hugely 

expanded. According to the California board of Education’s Factbook 2006, California has 1,229 

high schools (p.8). In 2005 399,368 students from those schools earned high school diplomas 

(2006 College Board). Although the Early Assessment Program continues to grow, both in 
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numbers served and in effectiveness for teachers and students, currently it remains woefully 

limited by lack of resources. Even if all 23 CSUs are able to train an average of 25 teachers in 

2006-2007 through RIAP, only 575 teachers (of the approximately 75,500 high school teachers 

state wide, according to the Factbook) will have received training. When the newly trained 

teachers join their previously trained colleagues, together they will comprise a meager three and 

a half percent of the state’s high school teacher total. If the ERWC professional development 

program continues to thrive as in the past, it is reasonable to anticipate that it might train an 

additional 700 teachers during the 2006-2007 academic year.  Even with such highly optimistic 

enrollment figures (and ignoring the possibility of teachers overlapping in the statistical pool by 

receiving training through both the ERWC and RIAP (which many do), the numbers suggested 

by the table below remain discouraging at best. 

 Teachers Trained Pre 
2006-2007  

Teachers trained during 
the 2006-2007 academic 
year (anticipated 
optimistic enrollments) 

RIAP Over 2,000 575
ERWC 1,400 700

 

Totals 3,400 1275 4,675 
or approximately 6% 

 

As teachers we often ease our sense of futility when faced with enormous tasks and 

limited resources by reminding one another of the story of two friends walking along a beach. 

The surf was particularly strong, and hundreds of starfish had been washed ashore. As they 

walked, one of the women bent regularly, picked up a stranded creature, and sailed it deep into 

the water as they chatted. “That won’t do any good,” her friend told her finally. “There are too 

many for you to make any difference.” The woman looked at the animal she held in her hand and 

flung it far into the waves as she had the others. “I just made a difference to that one,” she 

smiled. 
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Those of us involved in the Early Assessment Program understand that, in spite of limited 

resources, the Early Assessment Program is already making important differences to those it 

touches—students, parents, and teachers. Over time, as more teachers receive professional 

development and take what they learn back to their classrooms, the program has the potential to 

impact whole schools. Perhaps over time, it could even productively impact districts. As the 

program continues, geographical pockets across the state will experience slow but steady 

improvement in the preparation of students for the worlds beyond high school—both academic 

and professional.  

Dramatic improvement in the academic preparation of high school graduates will, 

however, require the application of resources far beyond the capacity of the Early Assessment 

Program as currently configured. While the EAP works, it is simply not enough. The real 

question facing California now is, are will willing—or able—to devote the kinds of resources 

needed to prepare students adequately for the world beyond high school in the 21st century. 
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ARTS PARTNERSHIPS IN SCHOOLS: THE ARTIST’S PERSPECTIVE  

Dr. Kathleen Ruen 

 

I. Introduction 

This paper I present to you today comes from a doctoral 

investigation that has been long in the making.  It has 

emerged from a development of my own core ideas and values 

about the role of the arts in teaching and the role of 

teaching in the arts.  My first attempt at clarifying some 

of these ideas was in my Master’s thesis, which I presented 

over ten years ago.  “Teachers and Directors: Artists in 

Their Own Medium” (Ruen, 1993) created definitions for the 

kind of theatre that was done in the schools, connected the 

practice of six working directors with the practice of 

artful teachers, and suggested ways that artists and 

teachers could work well together—ideally having them work 

as co-teachers.  

 Three years later, in 1996, I was a full time Movement 

and Drama teacher at Parkside, an inner city Public 

Elementary School. (The names of all persons and places 

have been changed to ensure anonymity.)  I heard about a 

long-term grant for arts partnerships between schools and 

arts organizations, and urged the director of the school to 

apply. The grant was submitted, accepted, and the arts-in-

residence program began that spring.  I started to document 

the work of the artists from an arts organization called 
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ArtistSpace in order to submit yearly evaluations—never 

knowing how useful this would prove to be down the road. 

 It was a thrill to watch the ArtistSpace artists work 

with children and, afterwards, talk with them about 

teaching.  I found that I was learning a lot from the 

artists by seeing my own stance as a teacher through their 

eyes. Perhaps there was a key here, within the artists’ 

gaze, which might open up a way of seeing teaching and the 

role of artists in schools.   For this reason I decided to 

focus my doctoral work on the experience of artists-in-

residence who worked at the same elementary school for at 

least 2 years.  I wanted to examine this in depth, so I 

invited four artists to serve as participants in the study.  

Three of them accepted: Dorothy, a storyteller/singer; 

Isabel, a dancer/film maker, and Jonathan, a 

playwright/director.  My thesis was based on a trust that 

the ideas and views of artists are crucial and needed in 

educational settings, that their scope of vision and their 

understanding about the meaning of making things is helpful 

in supporting children in their work, and that they have an 

outside perspective that could help a school see itself in 

a clearer light.  I take a stance that artists have 

something to teach us about teaching.  They should no 

longer be on the fringes of education, but in the center.  

This paper is a mere slice of this study, and it focuses on 

the artists’ perspective while working in a school with 

children and teachers. 
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 There are studies that relate to this one in the fields 

of education, performing, writing, and aesthetics.  

However, none addresses in depth the artists’ ideas about 

teaching and the importance of this to the field of 

education. Most studies that look at artists in the schools 

either focus on the residencies as a whole with the artist 

as a component (Burnham, 1996; Remer, 1990; Stokes, 2002; 

Sienkiewitz, 1986; Cohen, 1984; Feldman, 2003; Klinger, 

1996) or focus on the relationship between teachers and the 

resident artists (Miller, 1999; Lindsley, 2002). If it is a 

focused view on the artist, the study is dated (Shapiro & 

Place, 1973), or merely touches the surface (Mello, 2000). 

The voices of the artists in many of these studies have 

been upstaged by the voices of teachers, administrators, 

students, and evaluators.  In my doctoral study, I intended 

to bring the artists voices forward and listen carefully. 

By doing this, I did not intend to dismiss the voices of 

the children who worked with the artists. However, because 

my focus is on the artist’s experience, the experience of 

the child is not given equal weight.   

The methodology of qualitative research and the use of 

qualitative interviews best served my research questions, 

which concerned the views of a small number of 

participants. (Denzin & Lincoln, 2000; Ely et al., 1991; 

Holstein & Gubrium, 1995; Johnson, 1990; Lawrence-

Lightfoot, 1997; Patai, 1988; Seidman, 1991; Spradley, 

1979; Taylor, 1996).  Multiple interviews gave me the 
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opportunity to look closely and deeply at these artists 

over time.  An overall frame for my way of looking was the 

work of Patricia Carini and the Prospect Center, whose 

descriptive processes provides a philosophy of inquiry 

within which, by looking closely and being highly 

respectful of subject matter, one can begin to see larger 

ideas and implications: 

The descriptive details, stories, observations and 
claims…are set alongside each other, with full respect 
for tensions, complexities, nuances, gaps, and 
continuities.  The daily details of teaching are set 
alongside large and spacious ideas about the person and 
the world. 

(Himley with Carini, 2000, pg.133) 

The overall research question that guided this study 

was: How do three artists view their residency at the same 

elementary school? 

II. Context 

 The context of any situation can shed light on its 

content (Wittgenstein, 1958; Lawrence-Lightfoot,1997; Dewey, 

1934), so I will draw some quick sketches of the school 

setting: Parkside, the theatrical organization where the 

artists came from: ArtistSpace and the goals of partnership 

itself.   

Parkside Elementary has had an illustrious history. 

Started within a low performing inner city district in the 

early 1970’s by a group of teachers, the school followed the 

model of open classrooms (Silberman, 1973).  This was 

actually what many expensive progressive private schools had 

been practicing for years. Teachers worked collaboratively 
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and made administrative decisions together.  Within the 

classroom, children and teachers worked together in a 

similar way. During the time of the study, the school’s 

cultural makeup was roughly 50% Latino, 45% Black, and 5% 

White and Asian.  The school’s population vacillated between 

200 and 175.  Teachers at Parkside, like the students, were 

similarly diverse, including an almost equal number of men 

and women, which is rare in elementary schools.  Aides and 

Paraprofessionals were all of color, and many lived in the 

neighborhood.  All the teachers lived outside of the 

neighborhood.  Parkside is an “inclusion model” school and 

an “alternative” school, which means that designated special 

education children are in classrooms with regular students 

for most of the day, and that children from across the city 

can attend the school by participating in a lottery.  

Special consideration is given to children living in the 

neighborhood.  The school educates children from Pre-K until 

6th grade and currently has eight classrooms each containing 

roughly 25 students. 

 Parkside has had a long history connected to the arts.  

The music and visual arts program were developed soon after 

its inception, and a movement and drama program was added 

in 1994.  Parkside’s commitment to the arts further extends 

what the most advantaged have in their schools to the least 

advantaged.  As Charles Fowler argues, “The best schools 

have the best arts programs” (Fowler, 1996, p. 46). Both 

Parkside’s progressive philosophy and its commitment to the 
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arts made it ripe for an arts partnership (Burnham, 1996; 

Shapiro & Place, 1973; Remer, 1990, 1996). 

  

As Parkside is illustrious for its diversity and 

progressive philosophy, so is ArtistSpace for its diversity 

and use of media.  Started in the late 1970’s by a dancer 

and three performance artists who took over an abandoned 

elementary school, it slowly became an established fixture 

in the culture of Off Off Broadway Theater. By 2000, 

ArtistSpace was well established and had produced thousands 

of artists during its 20-year tenure. 

 The type of work of the artists produced at ArtistSpace 

is defined as Performance, or Performance Theater.   This 

covers a range which may include the use of more than one 

media, personal or biographical narrative, political 

subject matter, breaking the rules of theater, an intimacy 

with the audience, and collective or solo works.  The 

Executive Director of ArtistSpace brought in performers 

from varied backgrounds and disciplines from around the 

world, and in the same way that he had an eye for talent, 

he also had a knack for recommending artists who were a 

good match working the with kids at Parkside. 

 The goals and objectives of this particular 

partnership, taken from the actual grant proposal, were as 

follows: 

 
The Goals and Objectives of the Partnership 
This partnership aims to expand the possibilities 
of the dance and drama languages for each child, 
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keeping in mind the ways these arts can integrate 
with other art forms and other disciplines.  The 
program needs to become more diverse and include 
more of the theatrical art forms.  This 
partnership will give children an inner 
understanding of creating performance (dance, 
drama, puppetry and movement) and an outer 
understanding of modes of performance that 
integrate art forms in new ways.  Artists at 
ArtistSpace would further develop the 
movement/drama teacher’s work with all students in 
teaching the elements and skills of the above 
artforms, while at the same time becoming a part 
of the school community.  

 

Looking back on this proposal, it almost exactly describes 

what happened with many of the artists who came from 

ArtistSpace.  Some did not become a part of the school—I 

remember one in particular who arrived with his newspaper 

and coffee and read whenever he wasn’t teaching, then left 

his empty coffee cup for me to clean up.  However, most of 

the artists found their place, connected with teachers and 

students, and brought their specific knowledge to the 

classrooms, which made the partnership an overall success 

(Remer, 1990, 1996; Silverman, 2004; Lindsley, 2002). 

 The three artists were among many who participated in 

the arts partnership.  Dorothy, Isabel, and Jonathan worked 

in the school for at least two years, unlike most who came 

in for shorter workshop sessions.  Dorothy has worked at the 

school for now eight years.  Each artist designed their own 

program with teachers who wanted them and had the 

flexibility of choosing the days they would come in.  All 

worked with children between the ages of four and thirteen. 

Some of things that occurred during the residency with these 
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artists were storytelling, playwriting, theatre games, role-

playing around historical themes, dance making, 

storyboarding and filmmaking, a historical drama about the 

neighborhood, writing plays for marionettes, choreographing 

the school opera, connecting children to the local senior 

center through drama, oral history projects, constructing 

personal myths through pictures and storytelling, and 

running drama workshops for families. 

 

III. Findings from the artists’ interviews 

 In my interviews with the three artists and my 

subsequent analysis, I found themes that related to their 

specific experience working at Parkside Elementary school 

which might apply to arts partnerships on a larger level.   

 What first came forward for me was the fact that the 

artists for the most part felt lost when entering the 

school, especially if the philosophy of the school was 

different from the one they experienced as a child.  Here 

are some of the artists’ first impressions, beginning with 

Isabel: 

 
 My first impression was 
 I was so excited 
 but I was also a little scared like 
 “can I do this?” 

But then when I had been there a few times I sort of 
got used to it and realized how approachable everyone 

was and how open the teachers were 
 I was a little overwhelmed by the kids. 
 I’ve gotten a lot less shy but it’s hard for me to 
take initiative  
 And create my own projects. 
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And at Parkside 
after a while I realized 
this is what I make of it 

I can do anything I want and this is such a great 
opportunity 

but I have to come up with the ideas 
and approach teachers. 

A lot of the time I was scared that teachers wouldn’t 
be open to working with me. 

 That was my own stuff. 
 But it was great once I pushed past that. 
 
 
Jonathan said: 

I went to the school and  
I didn’t really know what I was getting into. 

 I just had an address and it was 
 It was like a Public school 
 And I went up there 
 I met you and you told me about the job and I 
 I couldn’t figure it out. 
 

I couldn’t figure out what was expected of me because 
there didn’t seem to be any discernable program at the 
school 

 
I went to Public Schools in the Midwest  
and my experience with schools is that 

 You sit at a desk 
 You have your crayons and your pencils and your books 
all in 
 In that one desk and 
 You sit up 
 Pay attention and if you want to do well 
 You participate 
 You raise your hand if you want a good grade. 
 I was a terrible student 
 Not terrible I was just a mediocre student 
 I just did the bare minimum. 
 
 I never experienced anything like this school. 
 But when we met 
 And you mentioned how much money I would be making 
 My jaw kind of dropped, metaphorically. 
 I was looking for work and I was so happy about that. 
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 Yet I just didn’t really know what I was supposed to 
do. 
 Overtime 
 As I started to go into class 
 To sort of get a routine down 
 I started to get the program more.  

And Dorothy, who had worked in schools before and was 

clearly leery of me said: 

Kathleen, you introduced me to the school 
 When I met you 
 I had some resistance to it because 
 It wasn’t quite believable that you could get it 

I didn’t know who you were  
 (laughing) 
 And what you were trying to do! 
 And your INTENTIONS WERE GREAT 
 But I didn’t know what you were about to introduce me to 
 Then once I came and I met the teachers in the school 
 And I understood that you really did get it 
 I didn’t know that 
 Because many of the teachers that I had been with  
 Before 
 Were teachers that didn’t get it.  
 

Time and exposure to the school was essential for these 

artists to feel at ease with teachers and students. For 

Isabel and Dorothy, time was needed for them to connect the 

experience of the school to their own.  For Jonathan, time 

was needed for him to begin to understand the clearly 

foreign educational practices occurring.  Although one 

might argue that this partnership happened under unique 

conditions, I believe that the artists’ strong reactions 

upon entering the school: whether with fear and excitement, 

doubt and anger, or total confusion have implications for 

both teachers and artists involved in arts partnerships.  
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For teachers who have artists coming into their schools, it 

may be helpful to know that the artist will need some time 

to get adjusted.  Artists’ understanding that different 

schools produce different gut reactions and time can inform 

them how to teach in these settings could make their 

transitions much more smooth. 

Another finding that came through the interviews was 

the strong ability of all three artists to reflect back and 

quickly adapt to what they were experiencing at the school.  

This was seen most clearly when each artist looked at and 

described a short video clip of themselves teaching.  

Dorothy told an improvised story about a sad snake to 4 and 

5 year olds, Isabel worked with two first graders on 

creating a ballerina play, and Jonathan taught a theatre 

game to a multi-aged group of ten parents and children. 

When the artists looked at themselves teaching, the theme 

of mirroring came forward.  This mirroring was evident in 

the body positions of the Dorothy taking on the body 

language of the child next to her, Jonathan laughing when 

the group laughed, and in Isabel mirroring the posture of a 

ballerina.  Alongside mirroring is the connected idea of 

mirroring back—Dorothy mirrored back the issues of race and 

acceptance, Isabel mirrored back different structures to 

help the girls make their play, and Jonathan mirrored back 

easier ways to reach the goal of his game.  The mirroring 

back holds the idea of adaptation and the large idea of a 
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transaction between the teacher and the children (Dewey and 

Bentley, 1974; Rosenblatt, 1982; Gallas, 1988).   

Isabel brought forward the idea of the teacher 

reflecting and then re-structuring in her body stance and 

actions within this transaction, which happened with 

Dorothy intuitively and Jonathan by repeatedly failing.  

This connects to Dewey’s phrase, “The artist embodies in 

himself the attitude of the perceiver while he works” 

(Dewey, 1934, p.48).  The experience of the three artists 

in this study support replacing “artist” with “teacher” in 

the above sentence to achieve the same effect (May, 1993).  

One positive nature of the ability to adapt and reflect 

is that the artist can potentially become a mirror for the 

school, helping the school see itself and its values from an 

outside perspective.  At Parkside this happened with 

Dorothy, who became a Griot for the school (an African 

storyteller). 

  
 As a Griot, Dorothy is attached to Parkside but also 

separate.  She feels that part of her role at the school is 

to both remind the community of who they are through family 

stories, and reflect the values of the community back to the 

teachers and children.  She finds herself called on by 

teachers and students to tell stories, similar to the way 

that a Griot is called on to be present for special events.  

Through the stories Dorothy tells, Dorothy nourishes and 

revives the community.  She has been at the school long 
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enough to see children move from early childhood to early 

adolescence, and she feels that part of her role is to 

witness this passage and be present for the children as they 

move through it.  For someone who is a storyteller, whose 

roots reach back to Africa, and who has been present at 

Parkside for over eight years, the African Griot is an apt 

metaphor for Dorothy.   

 The fact that Dorothy remained so long at Parkside that 

she became the school Griot connects to the Dana Foundation 

report (Silverman, 2004, p. 11), but also to a much deeper 

idea: over time, the role of the artist-in-residence can 

become a symbol and holding place for what the school 

values.  This implies that long-term residencies with 

artists (who are a good match with a school’s philosophy and 

teachers) are ideal, and have the most potential for the 

growth of students through prolonged engagement with a media 

and the benefits of positive teacher/artist collaborations. 

The negative aspect of the ability to adapt and mirror 

is that if an artist is in a school context where she does 

not share a similar philosophy, internal conflicts occur.  

The artist finds herself acting in ways she would not 

expect.  Isabel, working in another school and told that she 

must teach math through dance, said this clearly: “The 

teachers were all screaming, so I began screaming too.”  

Jonathan, used to a more traditional school setting and a 

“totalitarian” way of working with his actors in directing 
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his plays, found the democratic process at Parkside slow and 

frustrating.   

 A third theme that arose was that true collaborations 

occur in arts partnerships when the teacher allows the 

artists to bring themselves fully to the classroom 

structure.  Even at Parkside, where the philosophy is 

progressive and the artists had the freedom to work with 

teachers and vice versa, this occurred rarely.  All three 

artists spoke about a teacher at the school who they 

connected with.  For Dorothy she felt welcomed and a part 

of the classroom when one of the teachers made a 

storytelling chair for her to sit on when she visited.  For 

Jonathan, the collaboration occurred with a 1/2 grade 

teacher who worked with him to combine drawing, 

storytelling, and audio taping into a curriculum for the 

younger children. For Isabel, the collaboration occurred 

with a 2/3 grade teacher who welcomed her into the room to 

make plays during the writing time.  Isabel and her host 

teacher saw how writing plays and then practicing them led 

to the child refining and editing her writing.  There is a 

sense that in these classrooms the artists began to take on 

a different role-one of an equal.  According to Remer 

(1990), Silverman (2004) and Feldman (2003), this is where 

partnerships begin to flourish. 

 The surprising finding that these true collaborations 

between teachers are rare even in an atmosphere that 

encourages it is telling.  It speaks to the fact that more 
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often than not, artists are either constantly adapting 

their craft to the teacher’s curriculum, or come in with an 

agenda that dismisses the teacher’s previous work with 

students.  The Dana Foundation Report addresses some of 

these issues in their publication, Artist Residencies: 

Evolving Educational Experiences (Silverman, 2004) and I 

recommend this publication to anyone who is involved in an 

arts partnership. 

 The last theme that I would like to address in this 

paper is that I found in my interviews that all three 

artists spoke of how their teaching affected the subsequent 

performances that they made.  Dorothy took the experiences 

at the school, and props that the children made and wove 

them with her own family experiences to create a one-woman 

show.  Isabel found her voice as an artist through the act 

of teaching.  She began to figure out a way to make work 

through still pictures, and the empty spaces in-between. 

Jonathan chose to shake himself out of his trademark style 

for one production after working at Parkside.  He said of 

the experience of teaching: 

I think anytime you’re forced to re-evaluate your own 
process 
 Your own mode of being 
 That can only be good 
 It forced me to re-evaluate my own position  

on what it means to teach 
 

By learning the art of teaching, an artist can also be 

learning how to make her own artwork. This implies that an 

artist-in-residence is not merely providing a service to 
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the school.  Artists may have something to teach us about 

teaching, but the act of teaching can hold a key for the 

artist’s understanding of his/her own process. Artist 

residencies can be transactional and transformative for all 

involved.  

This brings me to a final idea that artists and 

teachers have much in common.  Similarities between artists 

and teachers have been discussed in the studies of Elliot 

Eisner (1985), Jane Remer (1996), and Wanda T. May (1993), 

but it is John Dewey’s (1934) description of the artist’s 

process of working with a media which I think gets to the 

heart of the act of teaching and making art.  In making her 

art, an artist has a transactional relationship with the 

media in order to realize her idea. The media has an 

integral role in shaping the final piece.  Dewey writes, 

“The medium is a mediator.  It is a go-between the artist 

and the perceiver” (Dewey, 1934, p.200).  The artist and 

the perceiver can be the same person, which Dewey states: 

“The artist embodies in himself the attitude of the 

perceiver while he works” (Dewey, 1934, p.48). 

I believe that a similar process occurs when teachers 

are working with children.  This was the most clear to me 

when reading the work of Karen Gallas, and this particular 

quote I found stunning: 

who I am, and who an individual child I teach is and 
will become, is always a continuing piece of work, 
constructed in relation to the other, in conversation 
with the other, in the best of possible worlds, in 
communion with the other 

      (Gallas, 1998, p.140) 
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 The work of Gallas (1994,1998) answers my question 

affirmatively that teaching can be an art, or a work in 

itself. For Gallas, the children are the medium wherein 

this “transaction” takes place.  Placing Dewey’s philosophy 

of art and the transaction that occurs in the making 

alongside Gallas’ transaction with her students in the 

teaching, the common threads are the act of reflection, and 

form—or transformation.  If artists and teachers could see 

that the essence of their practice is the same, they might 

understand and value the work of the other, and continue to 

shed light on the other’s experience. 

 

IV. Conclusion 

 Implications from my study brought me full circle to my 

masters’ work, ending in a sense where I began.  Long-term 

residencies with artists in schools are essential for true 

collaborations to occur. Equal exchanges need to take place 

between teachers and artists, where they can share their 

knowledge about children and provide experiences to best 

move the students in the direction of growth.  With these 

pieces in place, I believe that the goals of arts 

partnerships will be better realized.   

 

 

Copies of Dr. Ruen’s dissertation 
Artists Talk About Teaching 

are available through 
ProQuest 

(800)521-0600 
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Abstract

The authors of this study utilized the discriminant function analysis approach using extreme student

groups (top and bottom quartiles) defined by students’ academic achievement to develop a model

that best predicts group membership of the low and high achievement college students. The

purpose of this study was to determine whether a model exist that significantly increased the

researcher’s ability to accurately classify the low and high achieving students based upon selected

behavioral and personality variables. The sample for the study was drawn from a Midwestern

doctoral university. A random sample of second year undergraduate students (n = 1184) with

female students (n = 895), making up 75.6% of the total group. The male students (n = 285), made

up 24.1% of the total group. The instrument for the study used items from the Cooperative

Institutional Research Program (CIRP) survey and items developed specifically to meet the needs of

the participating university. The response format for most instrument subscale items used in the

study was of the likert-type. Results of the discriminant analysis showed that substantively and

statistically significant models exist which enhanced the researcher’s ability to accurately predict

student’s classification into low or high achievement group based on the behavioral, and personality

variables. The lowest total percent correctly classified was at 67% while the highest total percent

correctly classified was 71.25%. The variables which made significant differences included: active

learning strategies, smoking and drinking, student-faculty interaction, student extra effort in learning,

socializing, overall college experience, ethnic/racial student and faculty diversity, and library

resources and assistance.

Key Words: Academic achievement, student faculty interaction, quality of instruction, student learning

resources, drinking and smoking, discriminant function analysis
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The Impact of Behavioral and Personality Variables on Achievement: A Discriminant

Function Analysis Approach

Overview

Institutions of higher learning are experiencing a challenge in helping students succeed and

stay in school. Research shows that more than 30% of first year college students do not return the

following year while 40% of college students will leave higher education without getting degree

(Mansfield, Pinto, Parente, & Wortman, 2004; Porter, 1990). Possible approaches that can be taken

to remedy this situation would include but not limited to developing better screening methods so

that accepted students would be those who would likely persist. A more preferable and practical

approach, concerning the benefits of completing a college education, would be to determine factors

affecting student success and persistence that educators can influence with intervention plans. The

implications of leaving college without obtaining a degree involves huge losses through high costs

the college or university incurs through thousands of dollars in unrealized tuition, fees, and alumni

contributions. The decision to leave college is also frequently economically deleterious to the college

dropout, whose decision to leave often leaves the learner in a position to earn much less over a

lifetime of work (DeBerard, Spielmans, & Julka, 2004; National Center for Educational Statistics,

1989).

Despite the negative consequences for universities and students, attrition rates have not

changed appreciably over the last few decades (Porter, 1990). This fact has provided an impetus to

understand risk factors for college student attrition. If such risk factors can be identified, then

intervention programs can be designed to increase retention rates (Clark & Halpern, 1993;

DeBerard, Spielmans, & Julka, 2004).
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Many studies have shown a consistent relationship between college academic achievement

and retention, with higher performing students persisting in their studies to a greater degree than

their lower achieving cohorts (Astin, 1993; Kirby & Sharpe, 2001; McGrath & Braunstein, 1997;

Ryland, Riordan, & Brack, 1994; Tinto, 1993). Given the consistent relationship between these

variables, it is important that a model be developed that can be used in classifying persisting and

non-persisting students in order to best develop targeted intervention programs. This study will

examine a number of correlates and predictors of low and high achievement groups. The

discriminant function would attempt to develop a function that would optimize prediction of both

low and high academic achievement groups.

Conceptual/Theoretical Frameworks

The quality of undergraduate teaching and learning environments on college/university

campuses is a continuing national concern. Traditionally, college teaching and courses have been

evaluated through the use of student ratings and reviews of the literature (Aleamoni, 1987; Centra,

1993) provide considerable support for this procedure, particularly when such information is used

for formative evaluation purposes. While important, student ratings of faculty and course

characteristics alone are not sufficient to provide a basis for developing theory rich models of

teaching and learning in higher education settings. In addition, they provide little basis for

broadening our understanding of the complexity of teaching and learning, learning environment

characteristics and student-related variables as these contribute to the enhancement of student

learning. Development of student assessments of college teaching to include information about the

enhancement of student learning has recently been cited as a critical evaluation need in higher

education settings (Brophy, 1986; Cronje, Jacobs, & Murdoch, 2002; McKeachie & Kaplan, 1996;

Porter & Brophy, 1988).
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During the past 30 years, the study of learning environment characteristics and the

contribution of these characteristics to student learning has received considerable attention in the

literature (Cronje, Jacobs, & Murdoch, 2002; Fraser, 1986; Fraser & Walberg, 1991; McRobbie &

Ellett, 1997). There has been some attention given to the measurement of learning environment

characteristics in higher education settings as in the works of Edgerton, Hutchings, & Quinland

(1999) and the College and University Classroom Learning Environment Inventory, (Fraser,

Treagust, & Dennis, 1986). However, the vast majority of such studies have been completed in

elementary and secondary school settings and few such studies have been completed in higher

education settings.

Researchers working on the assessment of learning environments have also developed and

validated constructivist-based, personal forms of learning environment measures to tap students’

individual, rather than collective perspectives of classroom life (Fraser, Fisher, & McRobbie, 1996).

Learning environment has often been studied for the purposes of ensuring maximum student

achievement in his/her education endeavors. Most research has focused on student and faculty

interactions in the classroom context. However, few studies have examined the relation between

student-faculty interaction outside of classroom and student involvement in learning. Determining

whether faculty or the student have an impact on student overall academic performance is

important.

Additionally, it is important to consider student’s involvement in learning (e.g., doing

homework, studying with other students, student use of library resources), as it plays a key role in

student’s academic performance. Since the faculty provides the student with learning materials, the

student has a responsibility of completing the required activities so as to realize an improved

understanding of the subject matter. Further, most studies have focused on learning environment of
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the senior year college students. However, few studies have focused on the impact of learning

environment for the first and second year students and student academic performance. Research

has shown that the freshman year represents a stressful transition for college students (Lu, 1994).

Coupled with the stressful transition is a multitude of social, academic, and emotional stressors,

most college students are faced with while further complicated by a complex new life role and

demands to do well academically. Other students are less able to successfully manage this transition

and decide to leave higher education during or at the end of their freshman year (DeBerard,

Spielmans, & Julka, 2004). This study investigates correlates and predictors that characterize the low

and high achievement groups of college students.

Pertinent Research

Student Faculty Interaction

Tinto model posits that persistence is largely determined by the levels of academic and social

integration that a student experiences with the institution. Tinto is also credited for developing a

model of factors crucial to academic continuation which includes student-teacher relationship.

Tinto (1987, 1993) and Woodside, (1999) studies concluded that both informal and formal

interaction with teachers is important in predicating freshmen academic outcomes, satisfaction, and

attrition.

Students learn how experts (mentors) think and solve problems by interacting with faculty

members inside and outside the classroom (Institutional Benchmark Report, 2002). Numerous

projects have focused on the relationship that exists between student-faculty interactions and

outcome variables such as academic achievement and overall satisfaction of college students (Astin,

1993; Kuh, 2001; and Terenzini & Pascarella, 1994). Factors associated with student-faculty

interaction include; student’s academic achievements, educational attainment and aspirations, career
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and major choice, college satisfaction and persistence, and cognitive development. First-year

students have occasional contact (once or twice a month) with their instructors, while seniors at

doctoral-extensive universities interacted less with faculty members than first-year students at liberal

arts colleges, (Kuh, 2001).

Faculty exerts much influence in their out-of-class as well as in-class contact with students.

Terenzini and Pascarella (1994) pointed out that faculty educational influence is enhanced when

their contacts with students extend beyond the formal classroom to the informal non-classroom

setting. The extent of student informal contact with faculty is positively linked with a wide array of

outcomes--perception of intellectual growth during college, increase in intellectual orientation and

curiosity, liberalization of social and political values, growth in autonomy and independence, increase

in interpersonal skills, and educational aspiration, persistence and attainment (Terenzini and

Pascarella, 1994).

Astin (1993) found that student-faculty interaction had a significant positive correlation with

every academic attainment outcome such as college GPA, degree attainment, graduating in honors

and enrollment in graduate or professional school (p. 383). Further, Astin stated that student-faculty

interaction is associated with student satisfaction with quality of instruction, support services,

intellectual and personal growth, behavioral outcomes, career outcome and the overall college

experience. Pascarella and Terenzini (1991) pointed out that the frequency of student-faculty

interactions significantly predicts freshman academic outcomes such as college satisfaction and

attrition. Likewise, Pascarella and Terenzini (1976) reported that the frequency and quality of

student-faculty interactions significantly predict freshman academic outcomes such as college

satisfaction and attrition.
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Student-faculty interaction produces a sense of identification with faculty and has important

implications for student development (Astin 1993). Pascarella and Terenzini (1991) noted that the

change in student’s intellectual orientation is influenced by interaction with people in the college

setting-faculty and students. Tinto (1987) stated that student-faculty interactions, which include both

formal classroom experiences and informal interactions out of class, are crucial to the academic

continuation and intellectual development of students. According to Tinto (1987), a lack of such

interactions is a significant determinant of attrition. One project that specifically examined the

relation between student-faculty interaction and academic performance found that student-faculty

interactions had a significant influence on students' academic performance as measured by students'

SAT scores and freshman year cumulative GPA. The interactions were most powerful in affecting

achievement if they concerned intellectual or course-related subjects. It was also found that students

who interacted more frequently with faculty performed better academically than what was predicted

from their SAT scores. On the other hand, students who seldom met with faculty tended to achieve

at lower levels than predicted. Taken together, the existing research suggests that student-faculty

interactions are important to a student's college experience (Astin, 1993; Pascarella & Terenzini,

1991; Woodside, 1999).

Overall College Experience

Grade point average provides only one indicator of educational quality and may or may not

truly reflect what a student gains from a classroom experience. As colleges increasingly focus on

developing students’ critical thinking skills, measures of the impact of college on development of

these skills proliferate. For adult students, with a few years in the workforce prior to returning to

school, we may find an inflated positive impact of work on cognitive growth. Pascarella (2001)

concluded from his numerous studies that focus on traditional undergraduates that particularly
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during a student’s later years in college “work has a greater chance of being focused and integrated

with a student’s academic program and career goals later in his or her academic career” (p. 22). We

contend that the same positive effect may occur in adult students who view the value of higher

education through their own unique experiences and choose to return to school not because of

societal expectations but because they see a personal or professional value the additional education

may provide.

Teacher encouragement and verbal praise are one of key factors in student academic

motivation (Hancock, 2000). An encouraging teacher can provide a student with the essential link

between school and the home community. Cokley (2000) research on the impact of how faculty

encouragement affects student academic motivation, found that students had higher academic

motivation when faculty encouraged them. Caring teacher-student relationship improved

motivation according to Juarez (2001). Because students perceived teachers’ caring as having

support and confidence from their teachers, they were motivated more. When talking about

teachers’ instructional method with motivation, Flowers, Hancock, & Joyner (1999, 2000)

investigation on teachers’ instruction method and motivation found that teachers’ direct and indirect

instructional methods is a factor for students’ motivation to learn academic content. Further,

teachers are responsible for creating an environment that the students could become motivationally

active in learning. Findings from various studies have found that to motivate students’ learning, it is

imperative to provide positive classroom environment (Bembenutty, McKeachie, Karabenick, & Lin,

2001). Ames (1992) reported that a positive relationship between the classroom environment and

students’ intrinsic motivation. Whether teachers are supportive or controlling influences the

structure of the classroom, and thus affects student motivation to learn and involve in classroom

activities.
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Active Learning Strategies and Student Extra Effort

The importance of student involvement or engagement and quality of effort as a significant

determinant of students’ educational outcomes is an important factor in predicting student academic

achievement (Astin, 1984; Pace, 1984). “Active learning invites students to bring their life

experiences into the learning process, reflect on their own and others perspectives as they expand

their viewpoints, and apply new understanding to their own lives” (ACPA and NASPA, 1997, p. 3).

Students tend to learn more when they are actively involved in their education in different settings

(Institution Benchmark Report, 2002). In addition, collaborating with other students in solving

problems or mastering difficult materials prepares the student for problems they will encounter

during and after college (Institution Benchmark Report, 2002). Motivating, inspiring, and teaching

students to assume responsibility in their education process enhances productive learning (Kuh,

Lurd, & Ramin, 1994). Kuh (2001) noted that a higher proportion of students are involved in

active, collaborative, and service learning. Further, Kuh points out that more than 90 percent of the

students work with other students on projects during class and 63 percent of seniors engage in

community service or volunteer work.

Another factor that may impact student success is student social health. Some researchers

have suggested that the most important element to success and retention in the first year is student

involvement (Astin, 1984).

Social Health Related Factors--Smoking and Drinking

There is limited research that has shown health related quality of life and smoking and binge-

drinking as potential predictors of freshman academic achievement and attrition. The impact of

health-related quality of life on academic performance and attrition is unknown (DeBerard,

Spielmans, & Julka, 2004). However, physical health has been shown to influence work
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performance (Kessler, Greenberg, Mickelson, Meneades, & Wang, 2001), and as such it seems likely

that physical health may play a role in influencing important college student outcome variables as

well. It is quite plausible that students with a greater degree of health problems would suffer

academically and would be less likely to continue their education. Additionally, various mental health

issues such as depression and anxiety are common in college students (Arthur, 1998) although the

impact of perceived mental health on academic achievement is unknown. It is predicted that

physical and mental health related quality of life will be related to both academic performance and

retention rates. This study also examined two negative health habits common among college

students: smoking and drinking as one composite variable. It has been shown that smoking and

drinking among US adolescents are associated with lower academic achievement (Jeynes, 2002). The

influence of these variables on attrition is unknown but this study expect this composite variable to

be heavily weighted on the low achievement group than on the high achievement group and as such

would be associated with worse academic achievement and retention in college students.

Research has also shown that students who drink heavily more often are more likely to

experience academic and social problems (Wechsler, Dowdall, Maenner, Gledhill-Hoyt, & Lee,

1998). Further, a few studies (Baer, 2002; Fenzel, 2005; Fenzel, Douchis, & Campbell, 1998) have

shown that alcohol-related problems are also predicted by the use of other drugs and symptoms of

depression and anxiety. These findings suggest that, even if heavy alcohol use is normative and not

indicative of emotional difficulty among many college students, students who do drink heavily are at

greater risk for experiencing problems related academic achievement (Fenzel, 2005). The present

study examines whether such factors (smoking and drinking) as the use of other drugs and

psychological symptoms account for academic achievement status.

2007 HICE Proceedings 
Page 4813



Differentiating the top and bottom quartiles of college academic achievement groups 12

Purpose of the Study

The purpose of this study was to investigate whether a model existed that significantly

increased the researcher’s ability to accurately cluster factors that correctly classify college students

into low and high achievement groups. More specifically the study was designed to answer the

following question: what characteristics of the classroom learning environment differentiate

between high and low academic achievement groups?

Method

Research Design

This study utilized multiple design elements. First, it was both cross-sectional and survey in

nature. It was cross-sectional in that it focused on the major variables of the study at a specific

period. It was also a survey research design because the students were surveyed on key variables of

the study. A post hoc correlation research design was also used as a framework for data analysis.

Thus, relationships among variables were explored (rather than manipulated) in an attempt to

develop a discriminant analysis function for examining correlates and predictors of low and high

academic achievement groups.

Sample for this Study

The sample for the study was drawn from a Midwestern doctoral university. The University

Assessment Office coordinates the administration of the survey to a random sample of second year

undergraduate students. The University Assessment Office coordinates the administration of the

Sophomore Survey (N = 1184). The 1997 Sophomore Survey was administered during the fall of

1997 to all second year students. In addition, the survey was administered to all students who

attended the university as freshmen in 1996, but did not return for their second year in 1997.

Resident assistants administered the survey to all second year students living in their residence halls,
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while surveys were mailed to those students living off-campus as well as the non-returning students.

The response rates were 39.6% and 23.7% for persisting and non-persisting students respectively.

The female students (n = 895), made up 75.6% of the total group, while male students (n = 285),

made up 24.1% of the total group. Four (students (n = 4, 0.3%) did not indicate their gender.

Instrumentation, Measurements and Data Collection Procedures

The University Assessment Office (UAO) designed the Sophomore Survey utilizing items

from the Cooperative Institutional Research Program (CIRP) survey (with permission) and items

developed specifically to meet the needs of the participating university. Using the survey in

combination with the CIRP survey, the institution is able to determine an array of students’

behaviors and attitudes change (or lack of) on a number of dimensions during their freshman year.

The instrument is also used to make comparisons between students who persist to the second year

and those who do not. The response format for active learning strategies, smoking and drinking and

student-faculty interaction instrument subscales are a three-point, forced-choice Likert scale (1= Not

at all, 2 = Occasionally, 3 = Frequently). The response format for student extra effort in learning,

and socializing instrument subscales are an eight-point, forced choice scale (1 = None, 2 = <1,

3 = 1-2, 4 = 3-5, 5 = 6-10, 6 = 11-15, 7 = 16-20, 8 = >20). The response format for college

experience, student and faculty diversity, and library resources and assistance are a six-point, forced-

choice Likert scale (1 = None, Can’t Rate, No Experience, 2 = Very Dissatisfied, 3 = Dissatisfied,

4 = Neutral, 5 = Satisfied, 6 = Very Satisfied). The response format for wellness subscale is a five-

point, forced-choice (1 = Lowest 10%, 2 = Below Average, 3 = Average, 4 = Above Average,

5 = Highest 10%).
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Reliability

Sophomore Survey benchmarks and norms consistently measure the student behaviors,

attitudes and perceptions represented on the CIRP and Sophomore Survey. Further, the results

from the CIRP and Sophomore Survey report are relatively stable from year to year, indicating that

the instrument produces reliable measurements from one year to the next. That is, students with

similar characteristics are responding approximately the same way from year to year. Factor analysis

and Cronbach’s alpha reliability coefficients for survey subscales were completed to ensure that the

psychometric properties of the constructed instrument variables were upheld (see Table 1 for

details).

Validity

The design team that developed the Sophomore Survey and those from the original CIRP

instrument devoted considerable time to make certain that the items on the survey were clearly

worded, well defined, and had high face and content validity as indicated in the University

Assessment Office documents. Further, logical relationships between items in ways that are

consistent with the results of objective measures and other research were observed.

Data Analysis

Upon the completion of data collection procedures and the construction of various data

files, a variety of analyses were completed: 1) descriptive statistical analyses of selected demographic

and instrument items as well as composite variables; 2) factor analyses of the instrument subscales

(active learning strategies, smoking and drinking, student-faculty interaction, socializing, college

experience, student and faculty diversity, library resources and assistance, and wellness); 3) internal

consistency (Cronbach Alpha) reliability analyses of instrument subscales; 4) One-way analysis of
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variance; and 5) discriminant function analysis to examine the relative contribution and combination

of variables explaining group membership to low and high achievement groups.

Results

Descriptive Statistics

For the Active Learning Strategies in learning (ALS) measure, item means ranged from a

low of 1.86 (“Asked a teacher for advice”) to a high of 2.39 (“Discussed course content with

students outside of class”) on a scale of 1 to 3. For the Drinking and Smoking (SDRINK) measure,

item means ranged from 1.67 (“Smoked cigarettes”) to 2.03 (“Drank beer”) on a scale of 1 to 3.

Student Extra Effort in learning (SEE) item means ranged from a low of 2.23 (“Talking with

teachers outside of class”) to a high of 5.11 (“Studying/homework”) on a scale of 1 to 8. For the

Socialization (SOCIALIZE) measure, item means ranged from 4.24 (“Partying”) to 6.30

(“Socializing with friends”) on a scale of 1 to 3. For the Student-faculty interaction (SFI) measure,

item means ranged from 1.83 (“Emotional support and encouragement”) to 2.54 (“Respect as

individual”) on a scale of 1 to 3. College Experience (COEXP) item means ranged from a low of

4.16 (“Amount of contact with faculty”) to a high of 4.96 (“Overall college experience”) on a scale

of 1 to 6. For the Student Satisfaction with Ethnic Diversity of student and faculty (DIVERSITY)

measure, item means ranged from a low of 4.21 (“Ethnic/racial diversity of faculty”) to a high of

4.35 (“Ethnic/racial diversity of students”) on scale of 1 to 6. For the student satisfaction with

Library resources and assistance (LIBRARY) measure, item means ranged from a low of 4.49

(“Library assistance”) to a high of 4.80 (“Library assistance”) on a scale of 1 to 6. For the Wellness

(WELLNESS) measure, item means ranged from a low of 3.29 (“Popularity”) to a high of 3.66

(“Self-understanding”) on a scale of 1 to 5. For the student cumulative GPA, the overall mean was

2.70 and ranged from a low of 0.00 to a high of 4.
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Structure of Measures

Factor analyses of the nine measures (see Appendix A) identified the following subscales for

the various measures used in this study: Active Learning Strategies (ALS), Smoking and Drinking

(SDRINK), Student-Faculty Interaction (SFI), Student Extra Effort in Learning (SEE), Socializing

(SOCIALIZE), student Overall College Experience (COEXP), Student satisfaction with faculty and

student ethnic/racial Diversity (DIVERSITY), Student satisfaction with library resources and

assistance (LIBRARY), and WELLNESS measure. The criteria for item retention on factors include

a minimum loading of 0.40 and a 20% difference between squared loadings for double loaded items,

thus retaining the item on the factor with which it shared the most common variance. Table 1

shows the nine factors identified for this study, the number of items retained (number for each

subscale) and Alpha reliabilities. Alpha reliabilities for the measurement subscales were Active

Learning Strategies (ALS) (5)(0.65), Smoking and Drinking (SDRINK) (3)(0.77), Student-faculty

Interaction (SFI) (9)(0.85), Student Extra Effort in Learning (SEE) (3)(0.57), Socializing

(SOCIALIZE) (2)(0.62), student Overall College Experience (COEXP) (9)(0.79), Student

satisfaction with faculty and student ethnic/racial Diversity (DIVERSITY) (2)(0.88), Student

satisfaction with library resources and assistance (LIBRARY) (2)(0.77), and WELLNESS(8 )(0.84).

Table 1 presents internal consistency reliability coefficients of all study variables.
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Table 1: Cronbach Alpha Reliability Coefficients

Variable Variable Description Alpha Reliabilities

ALS (5)* Active Learning Strategies .65

SDRINK (3) Smoking and Drinking .77

SFI (9) Student Faculty Interaction .85

SEE (3) Student Extra Effort .57

SOCIALIZE (2) Student Socialization .62

COEXP (9) Overall College Experience .79

DIVERSITY (2) Student Satisfaction with Diversity .88

LIBRARY (2) Student Satisfaction with Library Resources .77

WELLNESS (8 ) Satisfaction with Physical and Emotional Health .84

* Number of items comprising measure

One-Way Analysis of Variance Analysis

The objective of the discriminant model was to establish whether a model existed that

significantly increased the researcher’s ability to accurately explain the patterning of discrimant

function analysis weights. The discriminant analysis technique was found to be appropriate since the

dependent variable, achievement group (low and high) is a dichotomus variable. The model

examined included nine predictors which provided the researcher with a model that was both

substantively and statistically significant. The discriminant model aimed at maximizing the

researcher’s ability to correctly classify subjects on the dependent variable achievement level, defined

as whether or not the subjects in the study fell in the high achievement group.
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The first step in examining the discriminant model was to compare the group means on each

of the independent variables. This information is presented in Table 2. The one-way analysis of

variance (ANOVA) procedure was used to compare the two groups (low and high achievement

group). Of the 9 variables on which comparisons were made, the groups were found to be

statistically different on 8 variables.

As data in Table 2 show, the variables on which the groups were most significantly different

were active learning strategies, smoking and drinking, student faculty interaction, student extra effort

in learning, socializing, college experience, student and faculty diversity, and library resources and

assistance. The variable that was found not to be significant was wellness. Data in Table 2 also

show the means, the F ratio values for each of the variable analyzed and their respective probability

values. Table 2 presents the One-way ANOVA results of the discriminating variable means, F-

ratio, and probabilities associated with each variable by achievement group status.
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Table 3: One-Way Analysis Of Variance of Discriminating Variable Means in the

Discriminant Model by Achievement Group Status

Discriminating Variable Group F-ratio p

Group: Low Group: High

n = 322 n = 324

ALS 10.72 11.11 7.05 <.01

SDRINK 6.02 5.10 40.72 <.01

SFI 18.90 20.61 35.16 <.01

SEE 10.09 10.96 17.56 <.01

SOCIALIZE 11.36 9.68 60.79 <.01

COEXP 38.98 41.70 37.80 <.01

DIVERSITY 8.38 8.73 3.91 <.05

LIBRARY 9.46 9.10 5.11 <.05

WELLNESS 27.54 28.27 3.79 >.05

Note: Descriptions of variables are provided in Appendix A

Discriminant Analysis

A discriminant function analysis was completed on the data. In the analysis, the student

sample was partitioned into the upper and lower quartiles of the score distribution for dependent

variable (GPA). In the analysis, the factored nine subscales (ALS, SDRINK, SFI, SEE,

SOCIALIZE, COEXP DIVERSITY, LIBRARY, and WELLNESS) were used as an independent

variable set. Table 3 identifies the dependent variable used in the discriminant function analysis, the

most discriminating variables and their discriminant weights, and sample sizes for groups.
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Table 3: Discriminant Analysis of the Instrument Subscales

Dependent Variable: GPA

Independent Variables Group 1 (Low GP*.: n = 322) Group 1 (High GP*.: n = 324 )

ALS 1.60 1.64

SDRINK 1.39 1.29

SFI 0.16 0.24

SEE 0.64 0.73

SOCIALIZE 0.62 0.39

COEXP 0.70 0.79

DIVERSITY 0.05 0.04

LIBRARY 1.22 0.97

WELLNESS 0.81 0.83

* GP: Group

As can be seen in the results in Table 4, the most important independent variables

contributing to the linear discriminant functions predicting group membership for student GPA

variable were the active learning strategies (ALS), SDRINK, and LIBRARY. Of interest as well is

the weight and direction (positive) of all the variables in the discriminant function differentiating

groups on the GPA variable.

For the discriminant functions computed, posterior probabilities of correct group

membership ranged from a low of 67% (Low Group) to a high of 71% (High Group). In

considering the patterning of discriminant weights for the various independent variables, weights

were slightly higher for the Hi group than for the Low group, for the variables ALS, SFI, SEE,
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COEXP, and WELLNESS. However, the patterning of discriminant weights for the various

independent variables, weights were slightly higher for the Low group than for the High group for

the variables SDRINK, SOCIALIZE, DIVERSITY, and LIBRARY.

Discussion and Implications

The purpose of this study was to investigate whether a model existed that significantly

increased the researcher’s ability to accurately explain factors that correctly classify college students

into low and high achievement groups. More specifically the study was designed to answer the

following question: (a) what characteristics of the classroom learning environment differentiate

between high and low academic achievement groups?

The results show the following variables on which the low and high achievement groups

were most significantly different to be active learning strategies, smoking and drinking, student

faculty interaction, student extra effort in learning, socializing, college experience, student and

faculty diversity, and library resources and assistance. The variable that was found not to be

significant was wellness. Further, in considering the patterning of discriminant weights for the

various independent variables, weights were slightly higher for the Hi group than for the Low group,

for the variables ALS, SFI, SEE, COEXP, and WELLNESS. However, the patterning of

discriminant weights for the various independent variables, weights were slightly higher for the Low

group than for the High group for the variables SDRINK, SOCIALIZE, DIVERSITY, and

LIBRARY.

Secondly, the results of the study clearly identify student active learning strategies and

smoking and drinking as more potent in differentiating learning outcomes than either student and

faculty college diversity or wellness. These results suggest that student active learning strategies and

smoking and drinking may be antecedents of students persistence in undergraduate education; or
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conversely, that successful experiences in active learning strategies and smoking and drinking go

hand in hand with the student success (or lack of) in academic performance. This latter

interpretation is rather consistent with the core tenants of prior research on heavy drinking and the

negative impact it has on academic and social behavior (Wechler et al., 1998). Of considerable

interest as well, was the finding that library and library assistance was heavily weighted for the low

achievement group in the discriminant function. This finding suggests that students who place more

emphasis on library resources and library assistance are more likely to be those struggling through

with their course work as well as their academic performance. This interpretation makes intuitive

sense as well given the extant literature on task orientation, engaged time and learning productivity.

Thirdly are the kinds of indicators that low achievement group tend engage more in than

the high achievement group. The low achievement group is more engaged in activities such as

smoking, drinking, socializing with friends and partying. Also, the low achievement group, tend to

be satisfied with a teaching and learning environment where ethnic/racial diversity is the norm. The

high achievement group do attach importance to these factors too but not to the level of the low

achievement group. The high achievement group tends to be engaged more in academic and

academic oriented activities such as; active learning strategies through helping each other with

coursework, studying with other students, asking teacher’s advice when faced with a difficult choice,

being involved in group class projects, discussing course content with other students outside of

class, interacting with faculty both in and outside of classroom, and with a comparatively higher

level in the level of satisfaction with college experience in terms of courses in their fields, relevant of

courses to everyday life, overall quality of instruction, senses of community on campus, student

housing, amount of contact with faculty, class size, student-student relationships, and overall college

experience.
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Implications for Higher Education and Practice

Understanding academic, personal and behavioral correlates and predictors of student

academic achievement are important professional issues. Eight of the nine factors considered in this

study (active learning strategies, smoking and drinking, student faculty interaction, student extra

effort in learning, socializing, overall college experience, ethnic/racial student and faculty diversity,

library resources and assistances) were significant predictors of student status (low or high

achievement group). Most of these variables have a rather rich history in the empirical and

theoretical literatures pertaining to student-faculty interaction (Astin, 1993; Cokley, 2000; Pascarella

1980, 2001; and Tinto, 1987), overall college experience (Flowers, Hancock, & Joyner, 2000;

Hancock, 2000; Kuh, 2001; Pascarella, 2001), smoking and drinking (Fenzel, 2005; DeBerard,

Spielmans, & Julka, 2004; Wechler et al., 1998).

It behooves institutional leaders to be cognizant of the elements of student learning

environments that correctly classify the persisting and non-persisting students so that they are fully

involved in providing the kinds of educational experiences that can enhance the development of

factors that describe persisting students while minimizing the impact of the those that tend to pull

students away from optimizing their learning opportunities. This study has identified some of the

factors that tend to generally identify persisting students as active learning strategies, student faculty

interaction, student extra effort, and overall college experience. On the other hand, factors that tend

to draw students away from their pursuit of academic goals include but not limited to smoking and

drinking, and heavy engagement in socializing with friends as well as partying. Strengthening

positive aspects of the academic, personality and behavioral characteristics seems particularly

important for learners and institutions of learning.

2007 HICE Proceedings 
Page 4825



Differentiating the top and bottom quartiles of college academic achievement groups 24

Implications for Future Research

This study was a cross-sectional in nature, completed at only one point in time with one

large, institution sample of second year students. Replications of the study, with the refined study

measures resulting from the confirmatory factor analyses, and the addition of other important

measures as well, are needed. For the most part, the measures used in this study yielded reliable

data, though some of the measurement dimensions may need to be refined with revisions of items.

The researcher believes these measures are adequate to do replication studies in other large

university contexts, and with other research designs. The findings of this study suggest that these

variables may be quite potent and yield rich information for theory development. As well, the

continued use of mixed methodologies in future studies can strengthen the nomological network

(Cronbach & Meehl, 1955) of a theory of measurement and learning and add to the utility and

explanatory power of the quantitative results presented in this study.

Further, the synthesis of the pertinent studies produced greater benefits that augmented the

statistical results. Majority of past research have made use of final grades and student success as

indicators of good teaching, learning and student faculty interaction. This study advocates for the

need for learner-centered research that focuses on the cognitive aspect of all learners; how they

learn, how learning might be increased, and what environmental factors can assist in achieving such

improved academic results. It further advocates for the need to refine the classification model so

that students who emphasizes and engages in activities that have been identified to place them on

the non-persisting group are helped early in the program.

Through student faculty interaction, the teacher gets to know students’ preconceptions and

misconceptions or subject matter, student’s active learning strategies such as student-to-student

relations and how such relationships could further the learning process, students’ areas of interests,
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student weak points. With this knowledge, the teacher can devise strategies to foster motivation and

provides the necessary college experience for learners to succeed in their pursuits of excellence.

Good and Brophy (1987) presented four areas that contribute to student motivation and success.

That areas include supportive learning environments, as espoused in the elements of student faculty

interaction such as teacher providing encouragement to students to pursue graduate/professional

study, providing advice and guidance about educational program, showing respect, providing

emotional support and encouragement, and helping in the achievement of professional goals.

Another strategy that talks directly to quality of instruction and overall college experience requires

teachers to provide meaningful learning objectives so that the students remain encouraged in

expressing their own ideas, participate in small and large discussion groups, compare and contrast

ideas, and appreciate to learn from each other and emphasizing the importance and relevance of

coursework to everyday life.

Based on the findings of this study, it is evident that a systematic evaluation of academic,

personality, behavioral and institutional correlates and predictors of academic achievement at the

university level requires multivariate and multi-measure approaches to the analysis of student

academic achievement. Although the results of this study may not generalize to other universities,

they are expected to inform us about desired data and methods for a more systematic approach to

correlates and predictors of student academic achievement in institutions of higher learning.

Further, on the basis of the results of this study, faculty who wish to increase student

academic achievement in their classes may do a number of things such as focusing on improving the

overall quality of their teaching through the integration of elements of active learning strategies and

teacher student relations, and to create a classroom environment that encourages relationships with
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other students. Such changes in teaching methods are likely to increase student academic

achievement and thus minimize non-persisting cases.

Implications for Research Methodology

This study utilized a discriminant function analysis technique which has tremendous

advantages over traditional regression analyses such as the ability to provide classification models as

well as grouping cases based on the linear discriminant functions.

Further, the results of this study provide continuing support for the usefulness of CIRP survey as a

measure of multiple dimensions of college/university teaching and learning environments.
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APPENDIX A
Instrument Items Operationalizing the Factored Subscales used in the Study

Active Learning Strategies (ALS)

1. Helped another student with coursework
2. Studied with other students
3. Asked a teacher for advice
4. Worked on group projects in class
5. Discussed course content with students outside of class

Smoking and Drinking (SDRINK)

1. Smoked cigarettes
2. Drank beer
3. Drink wine or liquor

Student-Faculty Interaction (SFI)

1. Advice and guidance about your educational program
2. Respect as an individual
3. Emotional support and encouragement
4. Assistance to improve your study skills
5. Honest feedback about your skills and abilities
6. Intellectual challenge and stimulation
7. An opportunity to discuss coursework outside of class
8. Positive feedback about your abilities and skills

Student Extra Effort (SEE)

1. Studying/homework
2. Using the library
3. Talking with teachers outside of class

Socializing (SOCIALIZING)

1. Socializing with friends
2. Partying

Diversity (DIVERSITY)

1. Satisfaction with ethnic/racial diversity of faculty
2. Satisfaction with ethnic/racial diversity of students

2007 HICE Proceedings 
Page 4834



Differentiating the top and bottom quartiles of college academic achievement groups 33

Library (LIBRARY)

1. Satisfaction with library resources
2. Satisfaction with assistance in the library

Overall College Experience (QICE)

1. Satisfaction with courses in your major field
2. Satisfaction with relevance of coursework to everyday life
3. Satisfaction with overall quality of instruction
4. Satisfaction with sense of community on campus
5. Satisfaction with student housing
6. Satisfaction with amount of contact with faculty
7. Satisfaction with class size
8. Satisfaction with interaction with other students
9. Satisfaction with overall college experience

Wellness (WELLNESS)

1. Emotional health
2. Leadership ability
3. Physical health
4. Popularity
5. Intellectual self-confidence
6. Social self-confidence
7. Self-understanding
8. Speaking ability
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Type of Submission - ABSTRACT 
 
 
Introduction 
The degree in Medical Technology, at The University of Technology, Jamaica, includes several 
courses in Haematology. Haematology II is taught in the third year of a four-year degree 
programme while Haematology III is taught in the final year. The module comprises theory 
classes and practical classes. The instructor who taught students Haematology II will also teach 
them Haematology III in the academic year 2006/07. The instructor observed that, in 
Haematology II, the students appeared reluctant to participate in class discussions and instead 
expected the format of the class to include more lecture time in which, notes would be given by 
the instructor. Several attempts were made to involve students more in the learning process but 
as a result of their lack of response the instructor reverted to using the lecture as the main 
instructional strategy in the course. She felt, however, that participation needed to be improved 
and that the academic performance, social skills, and critical thinking skills displayed by students 
were, overall, lower than expected. The improvement of these skills is considered essential as 
students are in their final year and will enter the world of work, on their internship, even before 
graduation.  
 
This motivated the instructor to review and revise aspects of the curriculum for Haematology III, 
and hence the instructional strategies to be used. Over the past ten years, the University has 
adopted a student-centred instructional approach which involves changing the learning and 
teaching culture. Support to make changes to the curriculum, and hence instructional strategies, 
is provided to instructors by the Office of Curriculum Development & Evaluation (OCDE). The 
instructor has therefore revised the Haematology III course to be taught in academic year 
2006/07 to be more student-centred. 
 
Research Objectives 

1) To increase the level of participation demonstrated by students in classes 
2) To motivate students to take more responsibility for their learning by using a student-

centred approach to instruction 
3) To improve the academic performance, social skills, and critical thinking skills of the 

students 
4) To enrich the learning and teaching experience of students and instructor 

 
Proposed Methodology 
Cooperative learning groups will be used as a method of supporting the student-centred approach 
to learning and teaching. Instead of using the theory classes for lectures students will be able to 
access lecture notes, sent via e-mail, ahead of each class. Class time will therefore be used for 
clarifying points via questions asked by students of each other or of the instructor. Additionally, 
the instructor will select articles from a Scientific Journal and these will also be sent to students 
ahead of classes. Students will work in cooperative groups to review articles assigned and to 
make presentations to their peers on the topic covered in the article. These presentations will be 
included in the overall assessment of the students. The articles will be selected to enhance the 
critical thinking skills of students as well as to make the learning experience more authentic.  
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Videos will be used to enhance the laboratory experience. Students will be observed (in an 
unobstrusive way) as they work in their cooperative groups.  
 
Throughout the semester the instructor will use the minute paper as a classroom assessment 
technique (CAT) to collect feedback from students on the course. This feedback will be used to 
make improvements to instruction before the next class as well as before a subsequent offering 
of the course. 
Data will be collected during the semester, analysed and then presented in the final paper. 
 
Expected Outcomes 
By revising aspects of the curriculum, and using more innovative instructional strategies, certain 
outcomes are expected and are these are outlined below. 

• Students will be more involved in their learning process as a result of using a student-
centred instructional approach. 

 
• The academic performance of students is expected to improve in Haematology III 

compared to that achieved in Haematology II when the instructional strategy used was 
more teacher-centred. 

 
• Students will be expected to hone their social skills, which are critical to the quality of 

performance in their field, through participation in cooperative learning groups.  
 

• The job that is performed by interns and subsequently the graduates of the Medical 
Technology Degree Programme demands that individuals function at the higher levels of 
the domains of learning. For example, they will be expected to conduct analyses and 
carry out evaluations related to tests conducted. The students therefore need to be 
provided with the opportunity to think critically, through the use of appropriate and 
relevant instructional strategies while pursuing their course of study.  

 
• This approach to instruction will accommodate the input of students by providing 

suggestions for improving the course. This will be useful for the instructor who will 
therefore be able to effect changes that will enhance the quality of the course, not only for 
the current group students, but, for subsequent offerings of the course. 
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                                                        Abstract 
 
The purpose of this paper will be to discuss the explosion of new literature and research 
on clinical/counseling supervision.  Many researchers believe that receiving supervision 
over the lifespan of a counseling career assists the professional in more effective 
outcomes and continuing best practice skills.  The author will present a working 
definition of supervision, a foundational structure to supervision and models of 
supervision.  Developmental, theoretical specific, microcounseling, social role and 
interpersonal process recall approaches will be experienced. 
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                                                           Abstract 
 
The purpose of this paper is to discuss the emerging trend of using divorce mediation as a 
proven method of helping couples work through difficult decisions amicably in order for 
them to proceed with a divorce.  Many states in the United States are mandating by law 
that all divorce cases go through preliminary divorce mediation.  The authors will present 
a brief overview of divorce mediation and the unique set of skills needed to assist couples 
in reaching decisions that are in “the best interest of their children.”  Issues such as child 
custody, parenting plans, domestic violence and child support will be presented.  
Examples of one training program at a private, mid-western university will be offered. 
Both authors helped create and implement this new program. 
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The Reflexive Classroom Manager: 

A Required Pre-Service Mode 

(Teacher Education – Paper Session) 

Dr. T. G. Ryan, Associate Professor 

 

Nipissing University, Faculty of Education, 100 College Drive, North Bay, Ontario 

P1B 8L7                 Voice: 705 3461 X4403                 FAX: 705 474 1947 

Email: thomasr@nipissingu.ca 

 

Abstract 

 

Dr. Ryan illuminates the world of classroom management within the Faculty of 

Education at Nipissing University. During this course of illumination, all students 

are exposed and taught to become reflexive in order to complete both the theory 

classes and practicum. Each student is required to develop multiple action 

research reports that include reflections upon their classroom management 

efforts during the required 13 weeks of practice teaching. What results is a 

mixture of professional development, reflexivity and reflection that guides and 

supports student teachers as they move forward. The following text details some 

of the theory and praxis required to achieve such outcomes. 
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The Reflexive Classroom Manager: A Required Pre-

Service Mode 

 

Reflection: A Tool  

 

In North America, the effort which pervades post-secondary institutions is often covert, 

yet there is an identifiable pulse driving programs, research, conferences, and 

community service. The pulse can be identified as improvement, change, and 

innovation. We do this not because we are unwell, but rather as an ethical endeavor that 

infuses both mind and body in our search to advance our praxis (practice), society, and 

ourselves. Whether we are attending these large institutions or simply reflecting upon 

our current role as an employee or student we will be able to recall what our teachers 

did, or did not do, to help us.  If we could go back and talk to our teachers, we would 

suggest what was done well and what they might do to improve their teaching.  Teacher 

improvement and training is something that touches all of us as it affects students, 

parents, professors and the community at large.  

 

Many of us have reflected upon, researched, and even provided input that can change 

the way teachers at all levels are trained.  Admittedly, under our scrutiny teacher 

education programs need to improve and change however our current model of, 
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teacher education is not the equivalent of switching on the ability to think like a 

teacher. Candidates must first comprehend and question the learning to teach 

process from within their own limited and personal perspectives created by 

years of observing teachers. While the details of innovative programs differ, 

structural similarities include: (a) making explicit what teachers actually do and 

think in the course of planning, implementing, and evaluating their teaching, (b) 

taking candidates’ experiences and concerns as central in discussions that 

enable them to study their own fledgling practice as they work to see the theory 

involved in practical decisions, (c) creating collaborative environments, within 

student cohorts, between school boards and faculties, within university 

departments, and among teacher educators, trained mentors, and candidates. 

(Russell and MacPherson, 2001, p. 8) 

 

It is this self-development from within, by means of systematic observation, self-study, 

and collaboration that drive our Faculties of Education.  Pre-service students must 

complete reflective tasks that result in professional learning.  “Professional learning is 

not just an intellectual process (a process of acquisition and application of knowledge), 

but also a process of practical action in which knowledge is enacted in reflecting and 

developing a specific action “(Altrichter, 2005, p. 11). Reflection is the process recalling 

actions, thoughts, and feelings during an experience (affective domain) in order to 

generate new understandings of teaching (Ryan, 2001). As well, “reflection has the 

potential to lead to significant growth as an educator. These thoughtful considerations of 

. . .  teaching and student learning will lay the groundwork for a successful career in 

education “(Henniger, 2004, p. 369).  
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As an educator, the decisions made impact the lives of others and your ability to reflect 

upon your experience is fundamental to the construction of new knowledge, skills, and 

attitudes as you improve and move forward.  Researching teaching via reflective tasks 

generates new perceptions, and pathways as you are critically evaluating yourself 

(Sagor, 2004). We know that a teacher as a reflective classroom manager can borrow 

ideas and techniques from qualitative and/or action research in order to better 

understand and process the dilemmas of the classroom, especially when faced with 

classroom management issues.  Qualitative and action researchers can do something 

different to help themselves they can reflect to unearth associations and discern 

meaning. 

 

In fact the pre-service experience is about getting to know yourself via reflective 

individual and group tasks. Ultimately “intern teachers are better prepared to teach and 

learn if they use critical reflection as a tool to enhance their performance as 

professionals” (Goethals, Howard & Sanders, 2004, p. 181). Educational programs use 

questions to direct attention to theory and practice.  The probes or questions are linked 

to teacher growth possibilities as questioning develop awareness and refines 

assumptions.  The process can be thought of as standard procedure to facilitate growth 

and development however, even, 

 

In the developmental model, a successful pre-service program is not a teacher-

building factory, but rather the first step in a long, collaborative, and reflective 

process that influences the professional development of a teacher’s career. A 

pre-service program can either set this process in motion with the appropriate 

tools, attitudes, and expectations, or it can set the novice up for a dizzying fall 

from the heights of unchallenged naive idealism. (Russell & McPherson,  
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2001, p. 8) 

 

Once the pre-service educator grasps the utility of reflection it is often connected to 

qualitative research such as action research. Students then ask: What is action research 

and I hand out this statement, 

 

The shortest and most straightforward definition of action research is 

given by John Elliott (1991:69), whose work has been influential in this 

'movement': action research is 'the study of a social situation with a view 

to improving the quality of action within it'.  This simple definition directs 

attention to one of the most essential motives for doing action research.  

It lies in the will to improve the quality of teaching and learning as well as 

the conditions under which teachers and students work in schools.  

Action research is intended to support teachers and problems of practice 

and carrying through innovations in a reflective way. (Altrichter, Posch & 

Somekh, 1993, p. 4) 

 

With this understanding and the additional analysis of exemplary teacher action research 

case studies in class a student-teacher may now be equipped to engage in systematic 

observation, data collection, and analysis in order to improve their practices. We need to 

do this because, “action research is part of a teacher’s professional life and will endure 

as long as teachers desire to improve their effectiveness and maintain their 

professionalism “(Parsons & Brown 2002, p 5). The need to enter into action research is 

widely endorsed in schools of education globally and this requirement, to reflect on 

practice, can be traced back to the work of John Dewey and Donald Schon who put 

forward the notion that reflection is a critical underpinning of growth and learning.   
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Dewey (1934) argued, “all direct experience is qualitative, and qualities are what make 

life-experience itself directly precious. Yet reflection goes behind immediate qualities, for 

it is interested in relations . . . (p. 293).  Careful, planned and detailed reflections can 

unite random thoughts and experiences in a manner that enables students to make 

useful connections while developing new theory, understanding and skills in teaching. 

 

The new teacher-researcher is engaging in a study of self which can involve planned 

reflection and this is very different then just recalling the facts as teachers so often do. 

Reflection on teaching (action) takes place after the event and by separating oneself 

from the chaos of the classroom and looking carefully back at what has occurred a 

teacher is intentionally tracking a memory to reveal relations that can lead to 

understanding, guidance and reassurance.  Often this planned reflective effort involves 

traditional modes of action research such as, framing the problem, collecting data, and 

testing of theory.  Looking at yourself as a teacher sets in motion the reflective mode and 

this can give way to new knowledge about practice that may have remained hidden. You 

cannot tell a teacher what they should see or realize, although many have tried. 

Teachers grow via experiences that are planned, controlled and reflected upon. In other 

words, it can be suggested that experience teaches less to a non-reflective educator. 

Supportively, it was Schon (1987) who suggested,  

 

the experience of the students in any reflective practicum is that they must 

plunge into the doing, and try to educate themselves before they know what it is 

they’re trying to learn. The teachers cannot tell them. The teachers can say 

things to them but they cannot understand what’s meant at that point. (p.1) 
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Pre-service (student) teachers need to interweave practical action and reflection in a 

manner that builds knowledge, creates instinct and develops skills in the face of 

changing circumstances (Altricter, 2005). 

 

Classroom Management: Today’s Concern 

 

While reflection is essential, neither Dewey nor Schon could have imagined the extent 

and degree of change and challenge facing teachers today. It is likely that neither Dewey 

nor Schon felt concern for classroom management issues yet it is their work that may be 

a singular remedy for many teachers facing needy students. A recent province-wide 

survey by one College of Education revealed that first and second year teachers rank 

classroom management as the area of greatest concern (Ontario College of Teachers, 

2003).  Indeed, “classroom management is the most common concern cited by pre-

service, beginning and experienced teachers as well as being the focus of media 

reports, professional literature, and school staffroom conversations” (McCormack, 1997, 

p. 102). Managing your classroom whether it is a gymnasium, science laboratory or a 

typical schoolroom with desks and chairs requires reflective leaders, reflexive skills and 

tools (action research) to refine practice.  

 

Classroom management involves the establishment and maintenance of a healthy 

learning environment (Levin & Nolan, 2004).  Achieving this however, is complicated 

enough to make teachers talk to themselves. Actually, this is exactly what is required; 

teachers need to listen to their inner voice and share this on-going conversation.  When 

educators casually share, they become interactive professionals (Fullan, 1999). When 

educators choose not to share or there is not enough time in the day to get together and 
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share, then we have a reflexive educator.   A reflexive educator is a researcher who 

through systematic and strategic observation of self concludes and makes adjustments 

to improve learning. They attend to, and record their inner voice. A reflexive professional 

is a person who cultivates an inner voice by reflecting upon, documenting, analyzing and 

refining self-talk.  Self-narratives emerge and meaning is extracting to aid reflection upon 

the pedagogical moment, and themselves (Naested, Potvin & Waldron, 2004).  

However, as these images and thoughts surface the time required to capture the  

meaning is actually an additional burden or distraction for the busy educator who can 

either ignore such occurrences, make a memo, or stop everything to record in detail the 

moments.   

 

Educators must often choose to ignore their own learning because they work within a 

time deficit profession. A profession that imposes isolation and compels individualism 

hence teachers are left to resolve management problems and deal with dilemmas on 

their own, in a reflexive manner.  This individualism increases the need for research that 

can make the unknown, known and it is these reflective analyses that can lead to 

solutions in the classroom, all the while supporting the professional community and 

enhancing professionalism (Altrichter, 2005).  

 

Reflexivity and the Teacher as Researcher  

Reflexiveness is ubiquitous (Heartz, 1997), and composite. For instance, Nightingale 

and Cromby (1999) suggest,  

reflexivity requires an awareness of the researcher's contribution to the 

construction of meanings throughout the research process, and an 

acknowledgment of the impossibility of remaining 'outside of' one's subject matter 
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while conducting research. Reflexivity then, urges us to explore the ways in 

which a researcher's involvement with a particular study influences, acts upon 

and informs such research. (p.228)  

Reflexivity is the condition of taking account of the personality and presence of the  

researcher/teacher within the context.  May (1998) adds, 

The concepts of reflexivity may be a way of bringing qualitative methods to 

account for themselves in a way that goes some way to satisfy the demands of 

scientific method. This is generally a matter of questioning how the processes of 

research and analysis have an effect on research outcomes. This whole process 

of self-examination has become known as 'reflexivity' (p. 22).  

Self-examination is popular today since improving and building from within are 

widespread educational goals. We are committed to questioning in order to examine and 

improve teaching, our curricula, and ourselves. The teacher-researcher is continually 

adding to current knowledge and skills by building onto what exists. Often the new 

constructions require significant modification of what exists to overcome inertia, existing 

structures and established norms. The reflexive teacher-researcher resembles,   

           social constructionists who are always faced with the problem of having to 

'parenthesize' their substantive claims (e.g. about the nature and functions of the 

self) as 'not true', and 'not real', in order to foreground the anti-objectivism of their 

claims (that any account is 'local' and value-laden, rather than universal and 

morally neutral). But such an 'outsider stance' is an enormously powerful critical 

tool--it enables people to question 'what their doings are doing'. . . . It is this 

reflective and reflexive ability which allows for social and personal change, and 
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which has been captured in most theories of the self, though especially attended 

to in developmental theories. (Lewis, 2003, p. 231)  

 

Causing an educator to reconsider, change, or adapt requires inner forces.  For 

instance, an educator moving through an action research project is both excited and 

worried as s/he reflexively questions their actions and thoughts. The researcher records 

the experience (journals, memos, notes, photos, video) and yet, is the evidence 

accurate, riddled with bias, misperception, and lacking detail? The goal may be to 

capture the experience however, identity and reality reflect one another as the observer 

and the observed are inextricably tied together in a reflection.  Sorting out what is, and 

what is not may confuse even the most capable teacher-researcher since the action 

within the research is situated not only in phenomenon, it is embedded in social 

systems.  This situated learning, the “processes of knowledge development and . . . 

practice development are explicitly connected [as] they are embedded in the 

interactions” (Altrichter, 2005, p. 22).  Therefore, each observation needs to be 

connected reflexively to self and the immediate social system of the classroom.  

Understanding your role in the class, your relations and your voice can help you to 

understand how to move forward in an effort to build healthy classroom rapport. 

In sum, self-analysis is vital to your practice as reflection in an organized manner 

(action-research) can enhance your ability to view the issues at a higher resolution with 

increased accuracy which will then lead to efficiency.  With time a dictating variable, the 

reflexive classroom manager is able to monitor self while teaching and make 

adjustments based on the monitoring.  For instance, the reflective awareness may mean 

to some that they sense anger building in relation to a situation or student.  Being 

reflexively aware can assist the teacher as he/she puts in place reflective coping 
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strategies that have been devised from previous observations of self in a previous social 

situation. It is the recursive nature of reflection that instructs. And, being able to recover 

reflexively is essential to improve classroom management (instruction) as each teacher 

needs to create and refine a healthy learning environment, which includes classroom 

control, discipline, and governance (Naested, et al., 2004).  

Casual reflective actions can lead to improved praxes however; the teacher/researcher 

needs to become reflexively aware of self (mind and body), disciplined (action), and a 

strategist.  The reflexive teacher is not a spectator of classroom management since it is 

one of the most disturbing and difficult aspects of teaching today (McCormack, 1997). 

Classroom management is systematic, disciplined, and is a means to instruct just as 

reflexivity (self-examination) is a mode and tool to improve praxis. Both, management 

and reflexivity are systematic because each requires a number of deliberate, informed, 

on going and recursive actions to create substantive improvement as noted in the 

following excerpts.   

Pre-Service Management Reflections 

The following reflections were completed by student teachers enrolled in a 12 hour 

classroom management course that utilized a qualitative mode (act-reflect-revise) as a 

tool to improve classroom management actions within each practicum. Generally, each 

student experienced the trials and errors of teaching and by reflecting, writing and 

sharing in class they began to understand the value and personal growth within the 

process.  

For instance, one student wrote:  
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During the September and October observation periods of my practicum, I was 

able to get some ideas and insight into different management techniques; during 

the latter half of my October placement, I was able to begin implementing 

classroom management skills.  The following is a synopsis of the strategies I 

used (or did not use), and my reflections. 

 

Actions and Reflections 

 

In a grade 4/5 class, I used several different means to get students’ attention. I 

used the count-down from 5 with a hand in the air, where the students are quiet 

by the time you get to “one”, turning the lights off and on again, clapping my 

hands a few times, saying, “boys and girls”, “grade four and five”, and simply 

putting my hand in the air.  All of these things seemed to work well.  To keep the 

class attentive I would simply walk over to a few chatty students. They quickly 

quieted down, and other times, when a student would be doing something else, 

like pulling out a book or playing with something, I walked over to them, put my 

hand out, and took the object away, or had them put the object back in their 

desk. These strategies worked well.  Others who were leaning back in their 

chairs or sitting sideways, I was able to manage alright during the course of my 

lesson, through a hand gesture (i.e. “turn around”) or by going over to them and 

pulling their chair down and pushing them in. Sometimes, if they saw me coming 

over to them, they would straighten up on their own. 

 
Revisions 

 
I know that discovering the best classroom management strategies only come 

with practice, and I hope to try out some different approaches during my next 
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placement in November.  Some of the other things that my associate has 

suggested to me is to use a cueing system with some of the more rambunctious 

students in this classroom.  One mode is to signal them with a finger to indicate, 

“That is one,” “That is two,” and then, “That is three” which will finally mean a 

detention at recess, where they will have to stay in and speak with me. I plan to 

use this technique during my November placement.  I also realize that I need to 

practice having more “withitness”, and be able to do more than one thing at a 

time.  Usually, in order for me to hear what one child is saying to me, I need to 

focus on them and only on them, because I believe that it is important to give 

your full attention to a child when he/she is speaking to you, and this includes 

listening intently and maintaining eye contact.  I have to be better at being aware 

of what is going on around me while I am talking to students, because I’ve found 

that this is when I start to lose management of my classroom. 

 

Also, I believe that I need to use more positive reinforcement, such as noting 

aloud when children are doing what they are supposed to be doing.  For 

example, “Student X has his desk cleared and is ready for recess,” or “Student Y 

is silent reading very well.” I noticed this strategy during my placements and have 

found that they are effective ways of praising children for good behaviour as well 

as getting others to follow suit.  This is something I need to do more often. 

(November, 2004) 

 

Although, this is merely an excerpt, the evidence of growth is within the text. All 

student -teachers undertake a journey of self-development and self-study in a sincere 

and open manner and it is under these conditions that achievement is realized and 
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utilized. Student teachers are looking at relations (Dewey, 1934) within the reflections as 

the effects have a cause and vice-versa. Another student revealed:  

 

The action that warranted my direct address however was the subtle accusation, 

made loud enough for me to hear but not made directly at me was that I was just, 

“sucking up” to the Associate Teacher and that I was a “crappy” teacher. 

Because of the word choice and the obvious attack, I felt it necessary to address 

the disrespectful behavior in an authoritative but quiet manner. Because I felt that 

to make a public display of the incident, would just invite further attacks by other 

students and thus challenge my authority in the classroom. I approached the 

three girls, as the rest of the class was involved in-group work and informed them 

that I had in fact overheard the comment and that it was inappropriate and 

unnecessary. Furthermore, I informed them that despite the fact that I was a 

visiting member in the classroom, my authority in the room was not conditional 

on their liking me, but that their respect of me was necessary based on the 

school code of conduct. To this the girls began to increase the openness of their 

disregard of my authority by refusing to participate in the classroom, using 

negative body language directed at me, and increasing the intensity of their “dirty 

looks”, which now included loud sighing, groaning at my instructions and 

mumbling under their breath. 

 

REFLECTION 

 

 Later when I was speaking to the AT about the events that had transpired in the 

classroom, she mentioned the incident that had occurred and I realized that the 

incident of the girls behavior towards me in the classroom in  her absence was 
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related to her (the AT’s) dealing with the event. Because the AT is also the Vice 

Principle of the school it is sometimes difficult for her to not be seen as VP in her 

classroom as well as the classroom teacher and as such I was seen as the “soft 

touch” in the room.  When I challenged the girls on their behavior, they realized 

that I was not an ally, a soft touch or a subordinate to the AT in terms of my 

authority in the classroom and as such, I was from then on given the respect of 

the students in the classroom.  

 

 On this day, I realized that in my classroom I am not going to be liked nor am I a 

friend to my students. Because of my youth and my gender, the female members 

of my classroom had interpreted my kindness for overtures of friendship and thus 

my response to their inappropriate behavior offended them. I must then be 

concerned with the fact that I am will not necessarily be liked by my students, but 

I will be respected in terms of my authority and position. This is a difficult 

realization because I find myself desiring to be liked and wanting the approval of 

my students but I realized that the students want only to get as much past me as 

possible and are not concerned as much with my liking of them as they are 

concerned with the approval of their classmates. The approval of classmates 

comes from their ability to control the classroom and thus their challenges of my 

authority are central to that goal. Therefore, it is necessary to be the authority in 

the room and not concerned with my overall approval rating in the classroom. 

Furthermore, I have come to the realization that I should not take personally the 

attacks my students direct at me. Rather I should accept that they are at a stage 

that challenging any authority is part of their development and it is not my person 

that they necessarily dislike, but the fact that I have authority in the classroom 

that they want. It is difficult to conceptualize the idea that the students are not 
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attacking me, but I believe they would do this to whoever represented an 

authority and that although I am the target of their hostilities it is my position that 

challenges them not me personally. The difficulty then lies in the altering of my 

perception of myself as fellow student to teacher and in this transition, I must be 

aware of the new responsibilities and obligations that I have in a classroom. No 

longer do my activities in the classroom happen independent of the members in 

the room. It is my obligation to be seen as above reproach and outside of them 

as students.  

 

REVISION 

 

 I intended to demonstrate more awareness of my role and impact in the 

classroom in the sense that I will definitely establish myself in the room as an 

authority and not as a student seeking approval. I will demonstrate this transition 

in thinking and behavior by working on my overall confidence. I attribute my 

taking personally the attacks of my students to my very human desire to seek 

approval but I realize that it is not student approval that I seek. 

 

The quality of the writing may be emergent however, the growth and risk taking in these  

two excerpts demonstrate the usefulness of reflection and reflexivity as a task within a  

developmental teaching program.  I can now read about each student’s thoughts,  

reflections on actions, and interpretations gleaned via practicum and assist them in a  

supportive manner to ensure that fragile growth is realized. Each of these student  

teachers have used the act-reflect-revise approach within their practicum and it  

is this mode that will hopefully serve them in the years to come as an educator. 
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Creation and Evaluation of a Web Site for Learning Classical Haiku and Painting 
 

Hiroo Saga; National Institute of Multimedia Education, Japan 
 
Abstract 
 
The author’s web site devoted to the poet-painter Yosa Buson (1716-84) is divided into three 
sections: articles on Buson, bibliographic resources, and a pictorial catalogue of the haiku and 
paintings of Buson and his group. The site is mostly in both Japanese and English, for the 
convenience of overseas learners, and it receives an increasing number of hits from both Japan and 
abroad. Comments in the guestbook and direct e-mails to the site author attest to its popularity. 
Access trends were analyzed, and in order to improve the structure and content of the site, a 
formative evaluation by college students has also been undertaken. Online courseware based on this 
site was also developed as well as a directory for learning Japanese language through haiku. 
 
Purpose and background 
 
The purpose of this project was to create digital resources for the study of art and literature in higher 
education. The main artist chosen was Yosa Buson (1716-84), a key Japanese haiku poet and painter 
from the later Edo period. The resources first being developed on the Web will later be transferred 
onto a CD-ROM. Their effectiveness for learning will also be evaluated. These resources are 
expected to enrich liberal arts education in that they represent a new method of authentic learning in 
the field of classical Japanese art. The project also stands as a practical model for the development of 
materials for digital teaching and learning across all fields of the humanities. There were two 
motivations for the development of this project, one public and general, the other personal and 
specific. 
 
Firstly, the site aims to make resources accessible to all to facilitate better instruction and learning 
for teachers and students alike. Digital libraries and museums in many countries now have a 
presence on the Internet for this very reason. Major projects in progress in Japan include the Kyoto 
University Library, the Research Museum at Tokyo University, and the National Diet Library. But in 
order to realize the full potential of such digital resources a greater variety of sites and contents are 
needed. Of value are not only those created by institutions, but those built by individuals and groups. 
Recent advances in software and hardware technology have made building sites easier; the scope of 
personal sites is now limited only by the availability of materials, time, and good ideas. Web pages 
thus created may further evolve into a university courseware. 
 
Secondly and more personally, for many years the site’s author has been a scholar of Yosa Buson’s 
haiku and painting, as well as the Western Imagism school of poetry led by Ezra Pound. Pound was 
influenced by the Japanese haiku tradition; it can perhaps be said that Buson is the classical haiku 
poet closest to the movement of Imagism. In this sense the site is an attempt to integrate its creator’s 
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professional interest in educational media study and his love of poetry and art. In “ABC of Reading” 
Ezra Pound says: “A classic is a classic not because it conforms to certain structural rules, or fits 
certain definitions… It is a classic because of a certain eternal and irrepressible freshness”. 
Personally, the site creator aimed specifically to present Buson’s art afresh in a new environment: on 
the Internet. 
 
Subject area and materials 
 
The website covers the tradition haiku form Haikai and Literati Style painting from late eighteenth 
century Japan, from Horeki to Tenmei periods in the traditional chronology. This era saw both the 
second rise of Haikai and a new wave of painting—in both of which Yosa Buson was a key figure. 
The leading poet and painter established a genuine Japanese form of Literati Style painting, a form 
which originated in China. Buson’s art was surveyed in critical volumes by Cahill (1996) and French 
(1974). His haiku was translated into English and was the subject of studies by Ueda (1998) and 
Sawa and Shiffert (1978). These materials were used as references in creating the English text for 
the site. 
 
In classical Japanese poetry studies, original editions and manuscripts are very important; in many 
cases published books were printed directly from woodblocks engraved from the author’s 
calligraphy itself. Because of this, not only the visual art but also the literary content often poses 
problems of authenticity, an issue affecting its interpretation as well as the life history of the author. 
Buson and his followers are cases in point of the importance of this kind of research and demand to 
be studied with reference to the original text and images. The Web is eminently suitable for this as 
text and image can be woven together and pages reused without damage to delicate originals. 
Original materials available on the site include antique Haikai books; calligraphies of letters and 
poems on hanging scrolls; and paintings on hanging scroll and paper roll. Most are from site 
creator’s own personal collection, thus avoiding any copyright issues. Digital reproductions of these 
materials are displayed alongside the relevant texts. 
 
Contexts of the development 
 
This project connects art, classical poetry, and painting to educational media and instructional design 
studies. It offers practical know-how in areas such as copyright clearance, page layout, and 
distribution methods. The Internet is an open medium and the resources are accessible to Japanese 
and foreign researchers, students, and those with a general interest in haiku and Japanese classical 
painting. When completed, the entire website will be available on CD-ROM and will include high 
quality photographs and video. This study also includes a formative evaluation of the instructional 
effectiveness of the resources, the result of which will serve as a model for similar projects in other 
fields. 
 
In Japan there has been so far relatively little development of instructional multimedia materials in 
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the field of the humanities. One exception was The Bunkyo Museum of Literature (Saga, 1992), 
which successfully utilized HyperCard stacks and film on videodisc. During the first multimedia 
boom in the 1980’s multimedia packages such as Shakespeare, Perseus, and Cicero from the United 
States were released. The Internet has ushered in a second boom and online courseware developed 
with tools such as WebCT and Blackboard is flourishing around the world. Nationwide networks 
such as the Learning Technology Support Network in the United Kingdom were established to 
support higher education institutions. Yet Japan was in recession during this period and was rather 
slow to innovate; only now is the country once again seeing a rush to integrate new technologies into 
traditional culture and society. 
 
Structure of the Web site 
 
With help from an Education Ministry research grant from 1999 to 2001, the web site for this study 
has thus been created at http://ship.nime.ac.jp/~saga/buson.html. Another top page written in 
Japanese is at http://ship.nime.ac.jp/~saga/busonj.html. It is divided into three main sections: articles 
on Buson, bibliographic resources on Buson, and a pictorial catalogue of haiku and painting works 
of Buson and his group. The first section contains the author's original papers and essays such as 
“Poetry as an open space for lightening of Being”. The second section also includes pictures of the 
places and monuments concerning Buson. In the third section, certain important materials such as 
“Shin Hanatsumi” (“New Florilegium”), an illustrated book of Buson’s texts and his pupil Gekkei’s 
drawings are to be fully digitized page by page. 
 
In addition, a guestbook is available for visitors to comment on the site. Most links go to pages 
within the site but some outside related websites are also linked to. The majority of information is 
available in Japanese and also, for the convenience of international visitors, English. Materials such 
as classical Haikai books and poem calligraphy on small ‘tanzaku’ cards are digitized with scanner, 
and art works in hanging scrolls and paper rolls are processed with digital still camera and video 
camera. Figure 1 shows the top page in English and Figure 2 another top page in Japanese. 
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Figure 1. English Top Page 

 
Figure 2. Japanese Top Page 
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Pedagogical strategy and learners’ responses 
 
The first section of the site, “Articles on Buson”, was aimed to give the visitors detailed analysis of 
the nature of Buson’s haiku and paintings. It was intended here that the learner-visitors would think 
and get insights about the rich artistic world of Buson. The second section, “Bibliographic resources 
on Buson”, compiled texts and images that described Buson’s life history and the literary 
environment of his poetry and art. The learners are encouraged in this section to get background 
information to understand the art and life of Buson. The third section, “ A pictorial catalogue of 
haiku and painting works of Buson and his group”, collected the images of various original materials 
to give the learners a sense of authenticity and motivate them to learn further about Buson and his 
followers. The guestbook added an interactive tool for communication between the visitors and the 
site author. 
 
A formative evaluation of the site was conducted with five undergraduate and four graduate students 
where they explored the site freely and wrote an essay focusing on what they had learned about 
Buson and how they felt about the structure of the site. A summary of their responses follows. 
 
- Although their prior knowledge about Buson and his group was very limited and only general in 

nature, most of them reported they learned a lot from the site. In particular, they learned from 
the articles section about how to interpret and enjoy classical haiku poems and the significance 
of a deep and philosophical examination of the meaning of particular poems. 

- The bibliographic resources section was generally useful to the students, but some of them 
claimed that this section should be located at the first part of the top page and the author should 
introduce the nature and aim of the site in a more user-friendly manner. They needed an 
introductory text written in Japanese about Buson, his haiku, and paintings of the Literati Style. 
On the other hand, a range of different pictures of the places related to Buson’s life were 
considerably attractive to the students and made them feel closer to Buson’s life and art. This 
virtual travel motivated students to further explore the site. 

- The pictorial catalogue section was impressive enough to many students for its wide variety of 
pictures of the collected art works and antique books. The painter side of Buson is not known as 
much as his poet side. In this sense, it was a surprise for many students to explore this section. It 
gave them visual satisfaction to look at the images of original art works, which in turn motivated 
them to continue learning about the poet-painter Buson and his followers. In this respect, it 
seems that the regard for the site as a whole was raised by this section. 

- The guestbook section was also very impressive to the students. It was especially so because of 
the many notes submitted from people of different countries. 

- Some students commented that the links within the site were well designed, but some others 
found the information on the top page is excessive and thought its structure should be more 
simplified. 
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Access trends 
 
Work on this site began in the spring of 1997 and new information has since been added on a regular 
basis. The number of hits the site receives has gradually increased. Table 1 shows the access 
statistics obtained in every May of 2000, 2001, and 2005. Total average hits to the site include visits 
to different pages by the same person. Average hits to the English and the Japanese top pages are the 
estimated actual number of visitors. 
 
In May 2000, the English page attracted three times as many visitors as the Japanese page, a 
proportion which reflects the linguistic demographics of Internet users around the world. Perhaps 
there were also still very few sites devoted to classical Japanese haiku and painting in English, 
which would explain why the log file showed many visitors come to the page from Yahoo in the 
United States. However, access to the English page has gradually decreased since then, while the 
Japanese top page has received more visits, over four times more in May 2005 as compared to 2000. 
These trends may reflect the fact that more Japanese pages and texts in the pages, with less English, 
have been added to the site. On the whole, the site received over three times more hits in May 2005 
as compared to 2000. It is clear that the site has become a more popular Internet destination. 
Searches for the key word “Buson” on search engines rank the site first in their results in many 
cases. 
 

 
Access index May 2000 May 2001 May 2005 2005/2000 

Total average hits to site per day 
Max.
Min.

353
550
146

745
1,446

476

1,258 
2,143 

796 

3.56

Average hits to English top page 
Max.
Min.

45
77
22

33
56
17

24 
53 
12 

0.53

Average hits to Japanese top page 
Max.
Min.

16
27

5

47
69
30

72 
92 
51 

4.50

Table 1. Access trends for the three years since 2000 
 
Additional development of online courseware and a directory for learning Japanese language 
through classical haiku 
 
While continuing to develop this site, an additional development of an online courseware based on 
this site was undertaken in 2002. Using WebCT and only Japanese language, the courseware is 
comprised of ten units and divided into two major parts, the first part for Buson’s painting and the 
second part his haiku. The top page of the courseware is shown in Figure 3. A bulletin board was 
also created for students’ exchange. Six graduate students participated in a comparative evaluation of 
the courseware and the open web site. They observed that the open site is useful for those who have 
already interested in Buson to study further about his work and the courseware is more useful for 
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novice students to study about Buson more systematically and also effective for homework before 
and after the lesson. 
 

 

Figure 3. Courseware Top Page 
 
Additionally, a special directory within the open Buson site was created for visitors to learn Japanese 
language through classical haiku. Because the site author knew a professor at the University of 
Venice, it used Italian for translation and interpretation of the original Japanese haiku poems of 
Buson. The directory is comprised of the main index page, introduction page, four seasonal index 
page, ten haiku pages containing Japanese original haiku characters, roman characters of the original 
haiku, Japanese visual calligraphy of haiku, audio streaming of the Japanese reading of the poem, 
and Italian translation and interpretation of the haiku poem. An example of such haiku pages is 
shown in Figure 4. It also includes video streaming page on Buson’s life and art. A student of 
Japanese study at Venice University observed that this program was of adequate volume for 
introductory haiku course and the poems were interesting enough and that Buson was very 
attractive. 
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Figure 4. A Haiku Page 

 
Evaluation and conclusion 
 
Visitors write comments in the guestbook and also send e-mails to the site author. The comments are 
an invaluable insight into visitors’ opinion of the site. Overseas visitors have commented and send 
e-mail more often than Japanese, suggesting perhaps a more general openness or a stronger desire to 
learn. Comments and e-mails include questions on poem readings and interpretation, comments on 
the tradition of haiku and painting, requests for help with schoolwork (especially from American 
high school and college students), general impressions of the site, and expressions of thanks. The 
author was also occasionally asked to judge the authenticity of a particular picture from the site 
visitors. A small number of domestic visitors have e-mailed the author with professional questions, a 
fact which suggests that the site is of influence in classical Haikai and art studies in academia. 
 
In conclusion, the website can be considered a success in that it meets the intellectual needs of a 
particular group of people both inside and outside of Japan. This view is supported by the fact that a 
growing number of people access the site from around the world and from the students’ positive 
responses in the formative evaluation as well.  Some texts in the articles section, for example, gave 
some people a deep impact on their understanding haiku, and to see the images of authentic art 
works and classical books was a joyful experience to many visitors. The site also plays a meaningful 
role in terms of cultural exchange in the fields of art and poetry. An additional online courseware 
created with WebCT was well-structured and particularly useful for introductory students. A special 
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program within the site for learning Japanese language through Buson’s classical haiku added an 
extra attraction to this site. 
 
Yet the site also needs further improvement and development. Many pages are still under 
construction. Translating classical Japanese texts into English is particularly time-consuming. In 
addition, feedback in the guestbook and via e-mail needs to be analyzed in order to make the site 
more relevant and useful to visitors. Results of the formative evaluation show that the index pages 
need to be simplified and that a general introduction to haiku and Literati Style painting needs to be 
included on the page. Although the site is not yet fully developed, the author created a 
browser-based version of the site on CD-ROM and sent it to classical haiku and painting researchers 
to obtain an academic view of the site. To date a number of respondents have praised the quality of 
the articles as well as the fact that authentic art is available in the catalogue section of the site. The 
creation of this site is meaningful also for professional researchers of Buson. 
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Appendix 1: Examples of Buson's haiku poems 
  -- Translation by Sawa, U. & Shiffert, E. M. (1978) -- 
 
A flying kite / as in the sky yesterday / is still there. 
 (Ikanobori kino no sora no aridokoro) 
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It goes into me -- / the comb of my long gone wife / to step on it in the bedroom. 
 (Mi ni shimu ya naki tsuma no kushi o neya ni fumu) 
 
Appendix 2: Selected images from the catalogue section of the site 

 

 
A letter written by Buson 

 

 
“Shin Hanatsumi” book 
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         Landscape by Buson                    Swimming Ducks by Buson 
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Abstract 

 The purpose of this study is to compare and contrast traits of leadership that are 

important found in the leaders of pre-platonic Greek and Roman, Native American, 

Chinese, and modern corporate cultures. The study reviewed classic literature and ancient 

texts to identify culture-specific leadership ideals from the foundations—or beginnings—

of each culture studied. Educational leadership and management theory are utilized to 

gain a modern perspective. 

 Due to the immense nature of the subject area of leadership, the scope of this 

paper is limited to the relationship between leader and follower. In focusing on this 

relationship, we limit our discussion to traits and ideals that directly affect either the 

leader’s methodologies toward guiding his or her followers, or the followers’ perceptions 

of the leader. 

 The literary review conducted in this study consists of ancient and modern 

sources. Resources utilized include classic and ancient texts, such as the Tao Te Ching by 

Lao Tsu and Homer’s Iliad, as well as notes from courses taken by the researcher to 

study these manuscripts. Textbooks, articles, and internet sources are utilized to gain 

insight into modern educational and organizational management theories.  

 This research offers building blocks on which to conduct future research—

leadership traits that work in the specific cultures studied. A new leadership trend must 

be started—one that recognizes the value of all cultural backgrounds and wisdom of all 

eras. Future study should be conducted with a broadened scope—to enable the leaders of 

today and tomorrow to build new leadership theories utilizing not only the modern 

scientific technology of today, but also the ancient wisdom from many cultures that have 
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stood the test of time. It is hoped that the university will take this challenge—developing 

a leadership program that combines ancient wisdom, diverse cultural context, and sound 

leadership theory and practice. This will enable students to build their own new theories 

in leadership.  
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to reason with ancient texts to extract the wisdom applicable to today's world is a treasure 

to all who work with him. To Dr. Carl Farinelli, Dad, for countless hours of 

brainstorming, assistance with research, encouragement and love—I will not live enough 

years to repay all he has given to me. 

 Finally, to all the compassionate leaders in the world—young and old—your 

recognition of the importance of relationships and ability to recognize the needs of 

society brings insight and good fortune to your people. I hope that we will always look to 

your guidance, spoken and written, to ensure that we do not repeat your mistakes but 

utilize your strengths for continued growth and improvement.  

 Future leaders—look to the wisdom of the past, but do not be limited by it. Be 

willing to learn from the good and bad of past leaders, and formulate your own new 

methods by combining aspects that offer plausible solutions to the needs of today. Don't 

limit yourself to leadership traits of one culture, or of one period of time. Find what has 

been successful in all cultures, through all generations, and for all genders. Question the 

status quo, and burn a new path. A good leader not only relies on one's own abilities, but 
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also learns from the abilities of others who came before. I hope that this work will help 

lend information to start your search. 
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Effects of Culture on Leadership 

Introduction 

The purpose of this study was to determine if there was a difference in leadership 

characteristics between members of the ancient Greek, ancient Roman, Native American, 

and ancient Chinese cultures—and to determine how those differences translate into 

differences in leadership traits in modern cultures. Not only did we suspect that traits are 

different from one culture to another, but we also want to find the differences in 

perception of similar traits from one culture to another. For example, leaders in the 

matrocentric (see Appendix A for definition), Native American culture may find that 

certain traits are strengths, whereas leaders in the white male dominated corporate culture 

might find those same traits to be weaknesses. In my studies as a graduate student, I have 

found that leadership characteristics reveal themselves in different ways, depending upon 

the cultural dynamics and/or generational groups through which these traits are being 

judged. This study, in its original plan, was to utilize literary sources (classic literature, 

stories, myths, historical documents, interviews of the past, and autobiographical sources) 

to reveal information on leadership traits of the specific cultures on which we are 

focusing. These will give insight into historical leaders and the leadership traits that they 

utilize to lead their people. Another portion of the plan was to interview current leaders 

from the cultural backgrounds we have selected to gain insight into a more current view 

of leadership from recognized leaders themselves (see Appendix C, for Statement of 

Limitations).  

Because of the unique nature of the university the researcher attended for graduate 

studies, the researcher has a custom-made laboratory of cultural diversity that is less
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restricted by modern materialistic culture. Northeastern State University is the modern 

descendant of the Cherokee Female Seminary, which was originally located in Park Hill, 

Oklahoma in 1851 (Brown, 2001). Its original location burned, and so the school was 

moved to its present site, where, in 1888, classes began. Final completion of Seminary 

Hall—now used as classroom and office space—was in 1889, according to the 

cornerstone of Seminary Hall, Tahlequah, Oklahoma.  

The online newspaper of the Cherokee Nation The Cherokee Phoenix, indicated 

that Northeastern State University is the oldest institution of higher learning for women 

west of the Mississippi (Phoenix, 1992). In all fairness, other institutions might lay claim 

to being as old or older institutions west of the Mississippi. However, the Cherokees had 

a belief that was different from the Europeans who, in 1888, did not believe that women 

should even vote. Cherokees, on the other hand, being a matrocentric culture, turned to 

the council of elder women to choose tribal leaders (Mankiller, 2004). We know through 

the mythological/historical Cherokee stories, that an older Cherokee woman at the end of 

the Trail of Tears was approached to choose a new councilman when one of the three 

councilmen had died on the Trail of Tears. Her response was “Tahlequah,” which 

according to some sources means “two are enough.” Tahlequah, of course, is the present-

day location of the Cherokee Nation, and the site of Northeastern State University. Native 

American culture was almost obliterated when Europeans set up boarding schools, and 

Native American lands were taken through treaties that were never upheld (Johnson, 

1992). 

In modern culture, we see more of a male-dominated, Eurocentric culture (see 

Appendix A for definition). We have labels that define leaders based on their 
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methodology. For example, linear decision-making within the Western linear scientific 

view sees a present decision-making moment as having several possible influential 

factors. For the laissez-faire leader, who believes that something should not be fixed until 

it is broken, management by crisis would be best done by an individual who has expert 

skills at putting out fires, at best, or equally good would be a leader who is surrounded by 

competent subordinates who have the resources to put out the fires (i.e., manage the 

crises). In this best of worlds, as long as the machine of the organization is well-oiled and 

running smoothly, this type of leader would logically be very popular, leaving the 

subordinates to do their jobs (Drake and Roe, 1974).  

The autocratic leader might share some of the same characteristics with the 

laissez-faire leader, but he or she would view him or her-self as the ultimate authority in 

determining what a crisis is and what needs to be maintained ahead of time (Drake & 

Roe, 1974). This leader would be wonderful to subordinates who feel that he or she is 

benevolent, caring, treating subordinates like a favorite son or daughter. However, for the 

subordinates who receive less than favored treatment, this type of leadership might be 

viewed as less desirable. Obviously, this leader would be most popular among 

subordinates who share complimentary personalities or leadership/ follower styles. In 

education, this would be synonymous with a student who shares the teacher’s own 

learning style—considered by the teacher as the “best” student, because he or she shares 

the instructor’s learning style and is, therefore, easier to instruct. Students with alternate 

learning styles would be considered the “poor” students. We also find that students in 

different cultures are considered to be slower, lower achieving, and less capable of 

2007 HICE Proceedings 
Page 4883



 Effects of Culture  4 

 

learning—simply because they come from a different culture from the teacher or 

administration (Drake & Roe, 1974).  

The democratic style is more characteristic of tribal or female-dominated cultures 

(Sadker & Sadker, 2004). This style is based on cultures that rule by counseling, by 

group-rule. At its minimalist level, it would be a republic, where there is a selected group 

who gets to rule. For example, the Roman Republic, established in the year 27 B.C., 

utilized a senate—a group of wealthy politicians who attempted to ensure the balance of 

power. This group of leaders objected to the rule of one king, that is, Julius Caesar 

dictator for life, so much that they planned and carried out Julius Caesar’s death. The 

USA has had the opposite trend, utilizing democratic rule, although we have had small 

cycles within that opposing trend (Faludi, 1991). Even though democracy is more of a 

matrocentric phenomenon, if one looks to the history of American democracy, we see a 

country with founding fathers who were all wealthy landowners. Thus, even democracy 

has its levels—the person who decides the power structure of that system depends on 

who set up the system. 

Charismatic leaders are leaders who compel their followers through charisma, or 

persuasion. It must be pointed out that genuine charisma is a desirable trait in all leaders. 

However, in the negative sense of the word, leaders may lie to their employees and say 

that all is well when all is not well. The recent Enron debacle is a perfect example. Enron 

executives told employees that all was well, did not allow employees to see their 

company stock—when managers were selling their stock in the impending crisis (BBC, 

2002). Genuine charisma is very important to motivate and encourage employees. 

However, negative charisma is deceitful and dishonest.  
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All leadership styles have positive and negative aspects. To find a better style, one 

must look at the positive aspects of each leadership style, decide which aspects are 

complementary, and then synthesize the best of all models into one Mega-Model. When 

looking at the best of all types of leadership styles, we must remember that the wisdom of 

the ages—ancient wisdom should be one of our guides. What might seem to work in the 

short term may not be the best for the long term. In her book Silent Spring, Rachel 

Carson (1962) illustrates this phenomenon well in the DDT Dilemma. She explains that 

DDT spraying was initiated in the 1950s to fight the spread of Dutch Elm disease that 

was destroying elm trees on the campus of Michigan State University. Although the 

spraying was intended for the bark beetle that spread the disease, the poison also coated 

the leaves of the trees, which were food for earthworms. The earthworms, in turn, were 

food for the robins of the area. The robins died of DDT poisoning (Carson, 1962). This 

gives a contrast between short-term effects and long-term effects. In the short term, the 

solution seemed positive. However, when studied from years in the future, the solution 

was an obvious mistake. Consider how the western European leadership style has seemed 

like a positive answer now. Will it have long-term negative repercussions? This is similar 

to the biblical reference: 

For I, the Lord, your God, am a jealous God, inflicting punishments for 

their fathers’ wickedness on the children of those who hate me, down to 

the third and fourth generation, but bestowing mercy, down to the 

thousandth generation, on the children of those who love me and keep my 

commandments (Deuteronomy 5:9-10, p. 147). 
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From the Native American philosophy of the Iroquois Confederacy, there is a 

mandate that chiefs always consider the effects of their actions on their descendants 

through the seventh generation in the future (Sustainability, 2006). Why do these two 

ancient cultures have such a similar concept? Current scientific studies barely cover 20-

30 years, when they should cover hundreds or thousands of years. Could it be that ancient 

cultures have their own kind of slow, careful science of cultural wisdom handed down 

through stories and mythology? It is this researcher’s opinion that the stories and 

historical documents of ancient cultures can give leadership wisdom that can help our 

culture to thrive. 

 The specific objectives of this paper are to search through literature of ancient 

cultures, Greek, Roman, Native American, and Chinese, to find the leadership traits that 

have been given through literature as strengths for leaders to utilize. From the wisdom of 

the ages, it is hoped that we can find some common ground for leaders of today to utilize, 

along with modern models of leadership that have proven useful. It is believed that, with 

the combination of the wisdom of the past and the knowledge of today, a mega-model of 

leadership can be formed—one that subscribes to the best of all cultural leadership 

models and bridges cultural barriers to learn from and improve our modern forms of 

leadership. 

Ancient Models/Roots 

 From the literature of the past, we can derive truths of ancient cultures, just as if 

we were interviewing a member of that culture in his or her own time. It is through 

stories and traditions that one can find the wisdom that a particular culture followed. 

Stories of old were more than fictional entertainment. Alexander the Great is said to have 
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slept with a copy of the Iliad under his pillow, and was greatly influenced in his 

leadership by Homer's works (Faulds, 2005). It is also said that Homer's works are a 

perfect reflection of the mythos of ancient Greek society (Faulds, 2005). Just as the Bible 

gives a picture of Judeo-Christian society in the times of Jesus Christ, Homer's Iliad and 

Odyssey give us a peek into the ancient culture of the Greeks. Virgil's Aeneid gives a 

source of information about ancient Rome. The Roman Empire has been a model for 

future leaders of centuries, because of its far-reaching dominance and power. Through 

Native American stories and myths, we can observe traits that were aspired to by the 

leaders in that culture. Charles Eastman is a Native American author who was able to 

bridge the gap between Native American culture and western civilization. Through his 

reflection in From the Deep Woods to Civilization, we can catch a glimpse of what the 

Native American people felt when the new leadership of the white government came into 

their own culture and attempted to lead their people. To gain the wisdom of ancient 

Chinese culture, we will look to Confucius and Lao Tsu. 

Ancient Greece through Homer’s Iliad 

In studying the role of the timocratic (See Appendix A for definition) leader, one 

whose primary focus is on his or her honor relationship with his or her people, an obvious 

historical starting point is the ancient Greeks. Through Homer’s poetic epics, we gain 

true insights into ancient Greek culture, as we know that Homeric works were held in 

high esteem—that they were the nearest analogy to scripture in the ancient Greek world. 

Through Homer’s epics, the Iliad and the Odyssey, we find that ancient Greeks are a 

people who believed that one was merely a sum of one’s relations, therefore making a 

leader’s relationship to his or her people paramount in his ability to lead successfully.  
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In Homer’s Iliad, we can further focus the leader-follower relationship down to 

the ancient Greek notion of honor. The Iliad shows scenes of the Trojan War, and 

describes perfectly what happens when honor is lost. Men become monsters, with no 

honor and no ability to lead their people. The relationship is broken down, and success is 

impossible. 

The story begins in the midst of things as the Greeks are besieging Troy, to 

defend the honor of Menelaus, whose wife Helen has been taken to Troy by Prince Paris. 

On the beach, we see Agamemnon—a king—so a leader by position, arguing with 

Achilles—a powerful and honorable soldier—so a leader by recognition. Achilles argues 

with Agamemnon about the cause of a plague and the issue of honor in their war. 

Achilles believes the king is hypocritical, as the entire Greek nation is defending 

Menelaus’ right to his wife, and Agamemnon recently stole Cryseis, the daughter of 

another priest—Cryseus. Cryseus offered an honor gift for the return of his daughter, and 

Agamemnon refused to comply. This is a dishonorable act in Greek culture, so the 

argument ensues. Achilles urges Agamemnon to return Cryseis to her father, and 

Agamemnon reacts to the obvious power struggle between him and another leader of the 

people by flexing his kingly muscles and threatening to take Achilles’ new bride, Briseis. 

Achilles was given Briseis as part of a war plunder, so it would be dishonorable again for 

her to be taken from him (Homer, trans. 1990). Agamemnon does not lead through honor, 

and so his relationship with his people is being degraded through the loss of his honor. 

Achilles threatens to walk out on the war—as he no longer sees it as an honorable 

war. He leaves his people, and refuses to help them fight. Because honor has been taken, 

it must be restored for him to recognize his relationship and return to his role as an 

2007 HICE Proceedings 
Page 4888



 Effects of Culture  9 

 

effective leader. The people are conflicted—having lost their sense of honor with their 

king—Agamemnon, and having lost their recognized leader through his loss of a sense of 

relationship with them. This is clearly illustrated when Agamemnon attempts to use 

reverse psychology on his men, telling them to run to the ships. He expects them to rise 

and be ready to fight—as no warrior with honor would have turned toward home. Instead, 

they begin running to their ships, glad to be given the chance to leave dishonorably and 

go home (Homer, trans. 1990). The war is being lost, and Agamemnon realizes that he 

must restore honor between him and Achilles if the Greeks are to win against the Trojans. 

Agamemnon sends an embassy to Achilles—those leaders who Achilles might recognize 

as friends—and offers to pay an honor gift to Achilles to restore the honor he has taken. 

This is where Achilles reveals his own fatal flaw.  

The embassy to Achilles arrives, and Achilles does not allow the restoration of 

honor. He has lost his own sense of honor—his own sense of relationship. He no longer 

recognizes honor in the same way that he used to. He cannot accept the honor gift from 

Agamemnon, because he is no longer led by honor—he is controlled by his own sense of 

greed and entitlement. He knows that the Greeks see him as a strong leader, so he feels 

entitled to be treated as a god—his conceited self-image and the grudge that he allows 

himself to feel have built a wall against the honor dynamic itself—the very basis of his 

own role as a leader. He makes a decision that the Greeks will see as dishonorable—he 

refuses the honor gift, just as he criticized Agamemnon for refusing the honor gift of 

Cryseus. 

Honor is now lost in the Iliad. The soldiers begin to act dishonorably—they 

participate in night raids against the Trojans—a battle ploy that would never have been 
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used when honor led their actions. Achilles returns to the battle and kills Prince Hector—

dragging his body behind his chariot to display his power and strength. He dishonors 

Hector’s dead body, and dishonors himself in the process.  

To stop the madness, the Trojan king comes to Achilles in the night. He pleads as 

a father to save the body of his dead son Hector. The king knows that Achilles has lost 

his sense of honor—or he would not have committed such an act as violating his son’s 

body and allowing it to decay in the open. He knows that he must plead on a deeper 

level—he must draw on Achilles’ deeper sense of family—of relationship—and beg him, 

reminding him of his relationship to his own father, to release a son to his father. Achilles 

is finally able to see what is right through his mask of dishonor. He is able to see the 

importance of the father-son relationship. He is able to restore some of his own honor by 

giving back the body of Hector to his father. 

Because honor has been partially restored, the Greeks are able to end in victory—

as we learn in the companion epic The Odyssey (Homer, trans. 1990). They must follow 

the leadership of another leader—one whose leadership is recognized through his 

intelligence—Odysseus. Odysseus brings the gift of an idea. He plans to use a giant horse 

as an illusion of a parting gift to the Trojans, to hide the Greek soldiers and attack in 

surprise. The Greeks are able to take the Trojan city and achieve their goal of returning 

Helen to her husband. 

Ancient Rome in the Aeneid 

In Virgil’s Aeneid, we see a distinct difference in the role of a leader from the 

Ancient Greek ideal. Virgil attempts to recast the hero from the pre-platonic Greek 

honor-relationship leader to the Roman stoic, order-imposing leader. In Virgil’s writing, 
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we see that he has a tragic view of life. Where Homer and the Greeks saw humankind as 

basically good and capable of honorable leadership, Virgil and the Romans saw humans 

as beings with two essences—body and spirit—opposing forces that are constantly in 

battle with each other. The body is made of matter, which is associated with chaos and 

disorder. Spirit and mind are rational, which can instill order over the chaotic body. 

In the Aeneid, Aeneas begins the tale as an emotional young warrior leaving the 

Trojan War, lamenting his fate as a living warrior who did not die with honor in the war. 

He is wandering, attempting to find his way home. He does not know that he is destined 

to land and found a new line—one that will pave the way to the new Rome. The gods’ 

whims direct his life. Virgil writes that the female gods cause chaos and disorder through 

their treachery and seduction. The male Jupiter must restore order by stopping the chaotic 

female gods. Dido seduces Aeneas, to distract him from his ultimate goal of becoming 

the rational, stoic leader. His anger (a disorder caused by the body) causes him to kill 

Turnus, turning him into as much of a monster as Achilles in Homer’s Iliad.  

So, although Virgil wants us to see the Roman leader as the stoic rational hero 

that suppresses chaos and instills order, his tragic view of life makes it inevitable that the 

same hero will fail—falling victim to his bodily-engendered furor—his earthly 

weaknesses. Virgil foretells this fact in Book VI when Anchises, Aeneas’ father, comes 

to Aeneas from the underworld to save him from his madness and return him to his 

destined state as the stoic leader. Anchises tells Aeneas that he is to lay the foundation for 

the imperium, but he sends him back through the gate of false dreams—signifying that 

the vision is doomed to tragedy. 
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Regardless of the success or failure of Aeneas, Virgil’s Aeneid gives insight into 

the Ancient Roman ideal leader. The Romans saw order and rationality as the ultimate 

trait for strong leadership. They saw humans as a naturally chaotic race, and they saw 

their leaders as the imposers of order. The Romans imposed order, and allowed even 

conquered people to live within their empire (as long as they recognized their law). The 

battling dualism of the evil, chaotic body and the good, rational mind leads to a people 

who recognize a constant beating down of natural desires, instead of an open people who 

allow desires to exist in peace with rationality.  

Native American Culture through Eastman and Others 

Native American tradition is an oral tradition. Through stories and myths, the 

elders of the tribe would pass along historical and mythological information to younger 

members of the tribe. The myths would give explanations for natural phenomenon and 

important life lessons. The Cherokee legend Grandmother Spider Steals the Sun is an 

example of a Native American legend, from the Cherokee tradition, that illustrates the 

hero council, the hero helping people, female creativity, and cycles.  

In the beginning there was only blackness, and nobody could see 

anything. People kept bumping into each other and groping blindly. They 

said: “What the world needs is light.” 

Fox said he knew some people on the other side of the world who had 

plenty of light, but they were too greedy to share it with others. Possum 

said he would be glad to steal a little of it. “I have a bushy tail,” he said. “I 

can hide the light inside all that fur.” Then he set out for the other side of 

the world. There he found the sun hanging in a tree and lighting 
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everything up. He sneaked over to the sun, picked out a tiny piece of light, 

and stuffed it into his tail. But the light was hot and burned all the fur off. 

The people discovered his theft and took back the light, and ever since, 

Possum’s tail has been bald. 

“Let me try,” said Buzzard. “I know better than to hide a piece of 

stolen light in my tail. I’ll put it on my head.” He flew to the other side of 

the world and, diving straight into the sun, seized it in his claws. He put it 

on his head, but it burned his head feathers off. The people grabbed the 

sun away from him, and ever since that time Buzzard’s head has remained 

bald. 

Then Grandmother Spider said, “Let me try!” First she made a thick-

walled pot out of clay. Next she spun a web reaching all the way to the 

other side of the world. She was so small that none of the people there 

noticed her coming. Quickly Grandmother Spider snatched up the sun, put 

it in the bowl of clay, and scrambled back home along one of the strands 

of her web. Now her side of the world had light, and everyone rejoiced. 

Spider Woman brought not only the sun to the Cherokee, but fire with 

it. And besides that, she taught the Cherokee people the art of pottery 

making (Erdoes and Ortiz, 1984, p. 72). 

This story shows the importance of certain aspects of Native American culture. The 

council of animals mirrors the council of elders (male and female) that lead a tribe and 

work together to solve problems. The importance of wisdom and forethought is shown 

through the disfigurements caused by the animals’ lack of foresight. The feminine hero in 
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the Spider is an important theme, as she utilizes her ability to make pottery to save the 

world—pottery being a definitely feminine aspect of Native American culture. 

Charles Eastman, in his book From the Deep Woods to Civilization (1916), gives 

a reflection of his transformation from tribal Native American youth to a "civilized" 

white adulthood. He gives a perfect picture of the stark differences between the values of 

Native American and white people, as he experienced them during the early days of 

broken treaties, Indian reservations, and Indian schools. He also gives colorful examples 

of the similarities between Native American principles and Christian principles. 

Surprisingly, he gives more of a comparison of Native American values and Christian 

values, while contrasting both to the values of the "white" culture. In a later book, Indian 

heroes and Great Chieftains, Eastman tells us of Crazy Horse, a great Sioux warrior. The 

native teachings that were given to Crazy Horse in his childhood speak to the leadership 

training given to the young Sioux children of his time. Eastman tells us that every stage 

of a child’s development was celebrated with a feast and dance in his honor—from his 

first step, to his first word, to his attainment of manhood. At these feasts, the parents of 

the child gave their possessions to the poor, almost to their own detriment. “Big-

heartedness, generosity, courage, and self-denial are the qualifications of a public servant, 

and the average Indian was keen to follow this ideal (Eastman, 1918, p. 83).  

He was perhaps four or five years old when the band was snowed in 

one severe winter. They were very short of food, but his father was a 

tireless hunter. The buffalo, their main dependence, were not to be found, 

but he was out in the storm and cold every day and finally brought in two 

antelopes. The little boy got on his pet pony and rode through the camp, 
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telling the old folks to come to his mother’s teepee for meat. It turned out 

that neither his father nor mother had authorized him to do this. Before 

they knew it, old men and women were lined up before the teepee home, 

ready to receive the meat, in answer to his invitation. As a result, the 

mother had to distribute nearly all of it, keeping only enough for two 

meals. 

On the following day the child asked for food. His mother told him 

that the old folks had taken it all, and added: “Remember, my son, they 

went home singing praises in your name, not my name or your father’s. 

You must be brave. You must live up to your reputation” (Eastman, 1918, 

p. 85). 

In Deep Woods, Eastman tells of his childhood. Raised by his grandmother and 

his uncle in the absence of his father who he believes to have been killed by white men, 

the young boy grows up free in the old Indian ways—nomadic and tribal. " I was trained 

to be a warrior and a hunter, and not to care for money or possessions, but to be in the 

broadest sense a public servant" (Eastman, 1916, p. 1). "I was taught...to harmonize 

myself with nature...I must learn self-control and be able to maintain silence. I must do 

with as little as possible and start with nothing most of the time, because a true Indian 

always shares whatever he may possess" (Eastman, 1916, p. 2). He tells of the joys of 

young free Native American times, and tells of the fear he had approaching his first white 

school. He first finds white education to go against everything he knows, and he does not 

understand the value in it.  
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However, when Eastman's father returns from being a prisoner of war, showing 

that he was not killed, but taken by the white man and educated in his religion, Eastman 

is drawn in by his father's belief in the new ways so that he cannot help but to want to 

follow the white man's ways.  

It was, perhaps, because he was my honored father that I lent my bewildered ear 

to his eloquent exposition of the so-called civilized life, or the way of the white 

man...yet there was a voice within saying to me, "A false life! a treacherous life!" 

(Eastman, 1916, p. 6-7).  

His grandmother warned against changing the traditional ways, but Eastman’s father 

convinces him that there must be value in the ways of the white man. His father said, 

"You will be taught the language of the white man, and also how to count your money 

and tell the prices of your horses and of your furs" (Eastman, 1916, p. 17). Upon entering 

the small country school house for the first time, the teacher spoke to young Eastman and 

asked him his name. Eastman recalls, "Evidently he had not been among the Indians long, 

or he would not have asked that question. It takes a tactician and a diplomat to get an 

Indian to tell his name!" (Eastman, 1916, p. 22). Still, the youth pressed on, "determined 

to imitate the undaunted bravery and stoic resignation" of his people (Eastman, 1916, p. 

26). 

 Following his father's wishes, Eastman went away in 1874 to pursue an education 

at the Santee Normal Training School in Santee, Nebraska, far away from his homeland. 

He is struck by the sadness that so many Native American children show when being 

forced to leave their parents for boarding school life. "Oh, I cannot, I cannot stay in the 

white man's house! I'll die, I'll die! Mamma! Mamma!" a young Dakota maiden pleaded 
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with her parents when they left her at the school (Eastman, 1916, p. 45). Eastman shows 

great promise in the white school, as his intelligence and thirst for knowledge drives him 

to achieve.  

Eastman is sent to Beloit, Wisconsin, to enter the college preparatory department 

of Beloit College. He recalls having trouble with the white man's language, "but the idea 

of each word as having an office and a place and a specific name, and standing in relation 

to other words like the bricks in a wall, was almost beyond my grasp" (Eastman, 1916, 

55). He finds that, along with his studies, he is also a very capable athlete and so is able 

to perform well in team sports. As he worked in the summer for a farmer, he recalls 

having his change of heart about the ways of the white man:  

It was here and now that my eyes were opened intelligently to the 

greatness of Christian civilization, the ideal civilization...the broad 

brotherhood of mankind; the blending of all languages and the gathering 

of all races under one religious faith. I renounced finally my bow and 

arrows for the spade and the pen; I took off my soft moccasins and put on 

the heavy and clumsy but durable shoes" (Eastman, 1916, p.58). 

He continued his success in school, continuing to Dartmouth College in New 

Hampshire, which was originally founded as a school for Indian youth (Eastman, 1916). 

It was in the city that he was told to look out for pickpockets. "Evidently there were some 

disadvantages connected with this mighty civilization, for we Indians seldom found it 

necessary to guard our possessions" (Eastman, 1916, p.62).  

Eastman went on to study medicine at Boston University, and graduated with 

honors. "At the date of my graduation, in 1890, the Government had fully committed 
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itself to the new and permanent plan of educating the young Indians preparatory to 

admitting them to citizenship" (Eastman, 1916, p.74).  He was a rarity, being a Native 

American learning white medicine, and he was dedicated to the idea that he should serve 

his people through his medicine. After graduating from medical school, Eastman returned 

to the reservation to administer medicine to Native American tribe members on the 

reservation. He encounters some difficulties in relating to his people with his new 

position, but very quickly gains the trust and admiration of his people.  

I had some interesting experiences with the Indian conjurers, or "medicine 

men,"… I was warned that these men would seriously hamper my work, 

but I succeeded in avoiding antagonism by a policy of friendliness...I 

recall one occasion when a misunderstanding between the parents of sick 

child had resulted in a double call (to me and to a conjurer). "Brother, I 

said, "I am glad you got here first. I had a long way to come and the 

children need immediate attention." "I think so, too," he replied, "but now 

that you are here, I will withdraw." "Why so? Surely two doctors should 

be better than one," I retorted. "Let us consult together" ... After that, I had 

no difficulty in getting his consent to my treatment of the patient, and in 

time he became one of my warm friends (Eastman, 1916, p.122-123). 

 Eastman was a supporter of the white man's civilization. He went to school to 

learn the ways of the white man, and spread the ways of the white man through his 

medicine. He encouraged his people to embrace the changes that the white culture 

brought. He was only to be disappointed to learn that even he would not be valued by the 

white man, if he challenged them in any way. When treaties were made with the Indians 
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to pay them for land taken by the government, there were several instances of fraud and 

corruption. On one occasion, Eastman was outspoken in the fight for a fair investigation.  

I was convinced that a gross fraud had been committed, and in my 

inexperience I believed that it had only to be exposed to be corrected... 

(The investigator) reported that about ten thousand dollars had been 

dishonestly withheld from the Indians...Evidence in support of this 

decision was sent to Washington...The report of this trusted inspector had 

not been accepted...Naturally, the second investigation was a farce and 

quickly ended in "white-washing" the special payment. The next step was 

to punish those who had testified for the Indians or tried to bring about an 

honest investigation (Eastman, 1916, p. 130-131). 

"I was promptly charged with "insubordination" and other things...My requisitions 

were overlooked or "forgotten," and it became difficult to secure the necessaries of life" 

(Eastman, 1916, p. 132). Eastman was forced to leave the reservation, having been 

wrongly accused of misconduct and negligence. "All other means failing, these men will 

not hesitate to manufacture evidence against a man's, or a woman's, personal reputation in 

order to attain their ends (Eastman, 1916, p. 135). Eastman opened his own private 

practice, and was asked by his people to represent them in Washington. He became a 

lobbyist for Native American rights, and fought for fair treatment of Native Americans. 

He helped to organize YMCA organizations around the country, and while organizing 

would talk to elders in communities where he worked about the Christian ideals.  

One battle-scarred warrior...said…, “Why, we have followed this law you 

speak of for untold ages! We owned nothing, because everything is from 
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Him. Food was free, land free as sunshine and rain. Who has changed all 

this? The white man; and yet he says he is a believer in God! He does not 

seem to inherit any of the traits of his Father, nor does he follow the 

example set by his brother Christ” (Eastman, 1916, p. 142). 

Another elder Indian said, "I have come to the conclusion that this Jesus was an Indian" 

(Eastman, 1916, p.143). Eastman traveled around the country. He appeared in Tahlequah, 

capital of the Cherokee, and the Senate took a recess in honor of their Sioux visitor 

(Eastman, 1916). When visiting the slums of Chicago, New York, and Boston, "I was 

taken by slum and settlement workers to visit the slums and dives of the cities, which 

gave another shock to my ideals of 'Christian civilization'" (Eastman, 1916, p. 147). "We 

knew well what it is to endure physical hardship, but our poor lost nothing of their self-

respect and dignity"(Eastman, 1916, p. 147). "The white man had showed neither respect 

for nature nor reverence toward God, but tried to buy God with the by-products of 

nature" (Eastman, 1916, p. 149). 

 Eastman saw the end of his original Indian culture:  

Our younger element has now been so thoroughly drilled in the motives 

and methods of the white man, at the same time losing the old mother and 

family training through being placed in boarding school from six years of 

age onward, that they have really become an entirely different race 

(Eastman, 1916, p.164).  

He said, "I know of no Indians within the borders of the United States...who still sustain 

themselves after the old fashion by hunting, fishing and the fathering of wild rice and 

berries" (Eastman, 1916, p. 168).  
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While fully appreciating the Indian's viewpoint, I have tried to convince 

him of the sincerity of his white friends, and that conflicts between the two 

races have been due as much to mutual misunderstandings as to the selfish 

greed of the white man. These children of nature once had faith in man as 

well as in God. Today, they would suspect even their best friend. A 

"century of dishonor" and abuse of their trust has brought them to this" 

(Eastman, 1916, p. 183).  

However, Eastman's contribution to the world is that he showed us how to live an 

effective life in both worlds—the world of the Native American and the world of the 

white man. He kept an unending sense of pride and value for his Native American 

culture, which allowed him to accept western civilization without losing his Native 

American perspective. Eastman encouraged the growth of western culture in America, 

but was not drawn into the corruption of money and power. He remained true to his early 

Native American teachings and stayed true to people. In his reflection of his life journey, 

he concludes, 

I am an Indian; and while I have learned much from civilization, for which 

I am grateful, I have never lost my Indian sense of right and justice. I am 

for development and progress along social and spiritual lines, rather than 

those of commerce, nationalism, or material efficiency. Nevertheless, so 

long as I live, I am an American (Eastman, 1916, p. 195). 

Ancient Chinese Culture through Lao Tsu and Confucius 

 Ancient Chinese culture is an appropriate culminating discussion for the ancient 

models discussed in this paper. In our previous cultural observations, we have seen 
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correlatives of the ancient wisdom that have some of their roots in the ancient Chinese 

culture. This section will utilize the Tao Te Ching by Lao Tsu and selections from 

Confucius as brought to us through The Essential Confucius, as translated and presented 

by Thomas Cleary. These two works give the basis for Ancient Chinese thought. From 

Chinese thought, we see the beginnings of the ancient wisdom of the other cultures 

studied in this paper. 

The short eighty-one chapter Tao Te Ching has been translated more times than 

any other manuscript, other than the Bible. “The figure of Lao Tsu and his writings are 

revered by followers of the Taoist religion, and the message of the Tao Te Ching has 

been one of the major underlying influences in Chinese thought and culture for more than 

two thousand years” (Feng & English, trans. 1972, p. vii). When a work spans as many 

generations and can communicate to members of so many cultures, we recognize that it 

holds some essential truths that can apply to all of us—because we are all affected by 

human nature and the human condition. Thomas Cleary, in his introduction to The 

Essential Confucius, says that Confucius “is one of the great figures in the history of 

human thought, a pioneering educator, social critic, and political scientist” (Cleary, trans. 

1992, p. x). In his introduction to our translation of the Tao Te Ching, Jacob Needleman 

tells of Lao Tsu. In an ancient tale, Confucius described his meeting with Lao Tsu: 

I know a bird can fly, a fish can swim, an animal can run. For that 

which runs a net can be made; for that which swims a line can be 

made; for that which flies a corded arrow can be made. But the 

dragon’s ascent into heaven on the wind and the clouds is something 
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which is beyond my knowledge. Today I have seen Lao Tsu who is 

perhaps like a dragon (Feng & English, trans. 1972, p. vii). 

The words Tao Te Ching literally mean “the way of virtue” (Feng & English, trans. 

1972). It invites us to try to live in direct relationship to nature and to the natural forces 

around us.  

Therefore, “Tao is great; 

Heaven is great; 

Earth is great; 

The king is also great.” 

These are the four great powers of the universe, 

And the king is one of them (Feng & English, trans. 1972, p. 27). 

In this passage, Lao Tsu refers to man as “the king,” showing that each man can be ruler 

of himself and of others. He can also rule his reaction to his own universe. There are 

many parallels in other cultural religious belief systems. In speaking on Lao Tsu’s 

challenge to man to become individuals who are conduits for the supreme creative power 

of the universe, Needleman says in his introduction: 

In the ancient traditions of the West, this idea has been known as the 

doctrine of man as microcosm. In Christian and Jewish mysticism, in 

the philosophy of Plato and the Hermetic tradition, in Islamic 

esotericism, we find this idea pouring forth in an endless symphony of 

symbolic forms and profoundly articulated ideas. In the Tao Te Ching, 

it is offered to us as a whisper (Feng & English, trnas. 1972, p. xiii). 
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So, we realize that Ancient Chinese thought deals more with human nature, rather than 

with religious dogma. It deals with finding balance, living in harmony with nature, and 

with finding inner peace. Because it does not focus on a particular religious system, the 

Tao Te Ching, along with the teachings of Confucius, gives us reflections that can be 

found throughout other cultural belief systems.  

 The traditions of ancient Chinese culture span across many topical lines. We can 

find its usefulness in all aspects of our lives. Therefore, this paper must be limited to the 

discussions of lines from the text that are directly related to leadership—even if the 

researcher recognizes that the metaphysical and psychological aspects of the teachings 

may be even more important to the leader and leadership in general. We can still derive 

the essence of ancient Chinese thought toward leadership, even in this limited format. 

The following is a discussion of quotations from Lao Tsu and his Tao Te Ching. It may, 

at times seem to contradict itself. Even Lao Tsu admits this when he says,  

The sage is shy and humbe—to the world 

  he seems confusing (Feng & Englsih, trans. 1972, p. 51). 

However, it is in the contradictions that we find the deeper truths revealed in the Tao Te 

Ching. The contradictions seem less so, if one yields to the Eastern philosophy, ignoring 

Western thought. If we realize that we may have an unbalanced and deceptive view of 

strength, bravery, leadership, and intelligence, we can see that the Tao is not so 

confusing, after all. 

The sage stays behind, thus he is ahead. 

He is detached, thus at one with all. 
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Through selfless action, he attains fulfillment (Feng & English, trans. 

1972, p. 9). 

The leader goes on to say, 

Yield and overcome; 

Bend and be straight; 

Empty and be full; 

Wear out and be new; 

Have little and gain; 

Have much and be confused (Feng & English, trans. 1972, p. 24). 

 The Tao Te Ching tells leaders to be kind, just, and truthful. It stresses that 

cleverness is important, but not above humility. 

In dealing with others, be gentle and kind. 

In speech, be true. 

In ruling, be just.  

In daily life, be competent. 

In action, be aware of the time and the season. 

No fight: No blame (Feng & English, trans. 1972, p. 10). 

And further, 

Accept disgrace willingly, 

Accept misfortune as the human condition. 

What do you mean by “Accept disgrace willingly”? 

Accept being unimportant. 

Do not be concerned with loss or gain. 
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This is called “accepting disgrace willingly” (Feng & English, trans. 

1972, p. 15). 

The leader gives insight into the importance of nurturing when he says, 

Giving birth and nourishing, 

Bearing yet not possessing, 

Working yet not taking credit,  

Leading yet not dominating (Feng & English, trans. 1972, p. 12). 

The good leader is one who accepts his place as part of the natural universe. He sees the 

importance of his role as the cultivator of individuals as channels to a higher power. He 

doesn’t sit back and allow the world to happen outside of himself, but strives to be part of 

all that is happening, to influence it toward the greater good. 

Therefore the sage takes care of all men 

And abandons no one, 

He takes care of all things 

And abandons nothing (Feng & English, trans. 1972, p. 29). 

He explains the difference between good and evil. 

What is a good man? 

A teacher of a bad man. 

What is a bad man? 

A good man’s charge (Feng & English, trans. 1972, p. 29). 

He urges us to find peace with the world around us: 

Do you think you can take over the universe and improve it?  

I do not believe it can be done. 
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The universe is sacred. 

You cannot improve it (Feng & English, trans. 1972, p. 31). 

He encourages us to find balance: 

…the sage avoids extremes, excesses, and complacency (Feng & 

English, trans. 1972, p. 31). 

Confucius tells us not to be selfish leaders. He says, 

The sage has no mind of his own. 

He is aware of the needs of others (Feng & English, trans. 1972, p. 

51). 

 The Tao stresses the importance of strength through admitting weakness and 

conviction through a giving up of desire. If one does not desire anything, how can he be 

tempted to do that which is evil? 

Peace is easily maintained; 

Trouble is easily overcome before it starts. 

The brittle is easily shattered; 

The small is easily scattered. 

Deal with it before it happens. 

Set things in order before there is confusion (Feng & English, trans. 

1972, p. 66). 

He warns us not to become greedy: 

People usually fail when they are on the verge of success. 

So give as much care to the end as to the beginning; 

Then there will be no failure. 
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Therefore the sage seeks freedom from desire. 

He does not collect precious things. 

He learns not to hold on to ideas. 

He brings men back to what they have lost. 

He helps the ten thousand things find their own nature, 

But refrains from action (Feng & English, trans. 1972, p. 66). 

Teaching the importance of humility, Confucius says, 

Why is the sea king of a hundred streams? 

Because it lies below them. 

Therefore it is the king of a hundred streams. 

If the sage would guide the people, he must serve 

 with humility. 

If he would lead them, he must follow behind. 

In this way when the sage rules, the people 

 will not feel oppressed; 

When he stands before them, they will not be harmed, 

The whole world will support him and will not tire of him. 

Because he does not compete,  

He does not meet competition (Feng & English, trans. 1972, p. 68). 

 Finally, the underlying truth that stressed by Lao Tsu is virtue. In the introduction, 

Needleman defines virtue for us, from Lao Tsu’s perspective. “We must be careful not to 

bring our ordinary moralistic associations to this term…this is ethics that is solidly rooted 

in metaphysics, and completely separate from ethics considered as the rules of social 
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morality, which vary from culture to culture” (Feng & English, trans. 1972, p. x). Virtue 

is defined as the “quality of human action that allows the central, creative power of the 

universe to manifest through it” (Feng & English, trans. 1972, p. x). 

I am good to people who are good. 

I am also good to people who are not good. 

Because Virtue is goodness. 

I have faith in people who are faithful. 

I also have faith in people who are not faithful. 

Because Virtue is faithfulness (Feng & English, trans. 1972, p. 51). 

 Lao Tsu cautions us against a misunderstanding of what is important in the 

universe. He sees that people naturally attempt to gain power and recognition through 

selfish means. He explains that we can be distracted by our own desires. However, unlike 

Virgil and his Aeneid, Lao Tsu obviously believes that it is possible for the sage to attain 

virtue—that it is possible for one to overcome his desires and achieve greatness. He 

believes, like Christian belief, that men are basically good. He tells us to value mercy, 

economy, and humility, for from these comes courage, generosity, and leadership. 

Everyone under heaven says that my Tao is great 

and beyond compare. 

Because it is great, it seems different. 

If it were not different, it would have vanished long ago. 

I have three treasures which I hold and keep. 

The first is mercy; the second is economy; 

The third is daring not to be ahead of others. 
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From mercy comes courage; from economy comes generosity; 

From humility comes leadership. 

Nowadays men shun mercy, but try to be brave; 

They abandon economy, but try to be generous; 

They do not believe in humility, but always try to be first. 

This is certain death. 

Mercy brings victory in battle and strength in defense. 

It is the means by which heaven saves and guards (Feng & English, 

trans. 1972, p. 69). 

 As mentioned previously, Confucius was in awe of Lao Tsu. In a sense, he took 

the teachings of the Tao Te Ching and expanded them through his Analects. Confucius 

took the message of the Tao Te Ching, and spent more time relating those principles to 

leadership and social order. On the ideas of Confucius, Thomas Cleary says, 

Confucius worked for the revitalization of culture in its role as a 

means of cultivating human feelings and maintaining the integrity and 

well-being of a people. He envisioned a social order guided by 

reasonable, humane, and just sensibilities, not by the passions of 

individuals arbitrarily empowered by hereditary status, and warned of 

the social consequences if men in positions of power considered 

personal profit and advantage over public humanity and justice 

(Cleary, trans. 1992, p. 1). 
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Confucius believed that leaders who put their own profit above the needs of society were 

ruining society and destroying it from within. He emphasized duty, justice, and principle 

as the most important factors guiding leaders.  

Dictatorship and despotism were precisely what Confucius opposed; 

his idea of duty was obligation to justice, not to personalities 

empowered by hereditary authority (Cleary, trans. 1992, p. 5). 

 Less important than humanity and justice, but still holding a high place in 

Confucius’ teaching was the study of etiquette. He defined etiquette as the concepts of 

mannerly behavior that man should use in daily life—social customs and ritual, 

international relations protocol, and official occasions. Confucius thought manners to be 

the measure of moral strength—of people and of nations. He taught that political and 

intellectual leaders are “holders of a trust,” and that people should be able to trust their 

leaders to be worthy of that trust (Cleary, trans. 1992). 

Confucius taught that each individual is the holder of a trust, the 

faculties and potential of humanity, to which there exists by nature a 

duty, but also a choice, to be truthful and faithful by virtue of the 

qualities of humaneness, justice, courtesy, and wisdom (Cleary, trans. 

1992, p. 6). 

 Confucius taught that leaders promote the positive values of society, of 

humaneness, justice, courtesy and wisdom, by example. He felt that leaders should 

reward the positive, so that followers would not choose the negative. 

Confucius said, “If leaders are courteous, their people will not dare to 

be disrespectful. If leaders are just, people will not dare to be 
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intractable. If leaders are trustworthy, people will not dare to be 

dishonest” (Cleary, trans. 1992, p. 27). 

Confucius said, “Promote the honest, placing them over the crooked, 

and you can cause the crooked to straighten out” (Cleary, trans. 1992, 

p. 27). 

 When asked for the most important functions of government, Confucius said that 

trust was the most important. He illustrated the degree of importance by placing it above 

food and defense. 

A disciple asked Confucius about government. 

 Confucius said, “See to it that there is enough food, enough arms, 

and the trust of the people in government.” 

 The disciple asked, “If one of these unavoidably had to be omitted, 

which of the three would be first?” 

 Confucius said, “Omit arms.” 

 The disciple asked, “If one of the remaining two unavoidably had 

to be omitted, which would go first?” 

 Confucius said, “Omit food. Since ancient times people have died, 

but nothing can be established without the trust of the people” 

(Cleary, trans. 1992, p. 111). 

Modern Models 

To understand different cultural views on leadership in the modern world, we turn 

to more modern means of evaluation. The study of psychology, philosophy, and 

educational theory can help evaluate leadership from both a cultural and theoretical 
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perspective. Understanding how leaders derive their power or influence over their 

followers, the levels at which we accept leadership, and different methods of leadership 

will shed light on our study of cultural effects on leadership. Different cultures will find 

different methods of leadership advantageous, depending upon individual cultural 

attitudes and biases. 

Where do leaders derive their power? Legitimate power is power that the leader 

has due to his or her position. Reward power is the power to give rewards for good job, 

and punish those who do a bad job (Drake and Roe, 1974). In his three levels of moral 

development—Kohlberg says there are three levels—pre-conventional, conventional, and 

post-conventional—of leadership and acceptance of leadership. Monetary power is well 

recognized. Hence the adage: He who has the gold, makes the rules (Skinner, 1972). 

Leaders utilize many methodologies of leadership, depending upon the culture that they 

wish to convey in the organization they lead. Autocratic leaders, democratic leaders, and 

laissez-faire leaders govern based on what they judge to be issues and how they react to 

those issues. The study of different leadership styles, and how different cultures react to 

those styles, will give us a starting point to find one best method of leadership. 

Lawrence Kohlberg–Levels of Moral Development  

Kohlberg’s theories are very useful in describing leadership styles, but the 

researcher must comment that any step theory that tries to take a vague and dynamic 

concept that has overlaps and complex ideas, and dissect, categorize, and quantify it will 

minimize its effectiveness. No matter how perfect the system might seem, it is a linear, 

scientific, materialistic attempt to simplify the complex, organic universe.  
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In his pre-conventional level, Kohlberg says that behavior is motivated by 

anticipation of pleasure or pain. Punishment and obedience (the avoidance of physical 

punishment and deference to power) and instrumental exchange (You scratch my back, 

and I’ll scratch yours) are present as motivators in this level of moral development 

(Barger, 2000). At this level, all action is controlled by outside forces that either carry out 

or give an anticipation of carrying out punishment and reward. 

In Kohlberg’s conventional level, we find what is most commonly called 

“civilization.” When we become “civilized”, we recognize the rule of law, believe in 

reciprocity, subscribe to a belief in culture, etc. There are reward and punishments, but 

they are no longer controlled from the outside. Each member of society has an intrinsic 

motivation to be part of civilization (Kohlberg’s, 2006). The pre-conventional is policed 

law. The conventional level has intrinsic policing powers. In schools that use only pre-

conventional methodology, parents, teachers, and leaders come up with the rules along 

with the rewards and punishments for following or not following them. In a 5th grade 

class at Longfellow Elementary School in Houston, Texas, Ms. Ilene Butterworth utilized 

the Frog Pond lily pad method of conventional-level discipline. At the beginning of each 

school year, students developed “miseries” that went into the “bag of punishments.” 

These would include, with parameters set by Ms. Butterworth, punishments that the 

students felt would be miserable to have to face, such as having to be last in line all day, 

cleaning the chalk board erasers, standing in a corner for 5 minutes, etc. After a number 

of infractions (each denoted with a lilly pad), a student would go to the misery bag. The 

miseries couldn’t be illegal, and they couldn’t be cruel (HISD, 1983). 
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Kohlberg’s highest level is the post-conventional level. It offers us an interesting 

area of speculation. The post-conventional level deals with the person who wants to be 

the best he can be, at the personal good level (secular humanism articles), and with those 

who function at the ultimate level—that of the universal good level (Barger, 2000). 

The School as a Microcosm of Society 

 To understand leadership in modern western society, it is easiest to look at the 

leadership cultures of our public schools—a microcosm (see Appendix A for definition) 

of society as a whole. Laissez-faire leaders are those who bring in instructions and 

drawings and remain completely passive throughout a task. Autocratic leaders arbitrarily 

assign tasks on a continuing basis, and democratic leaders get commitment from group 

members to do specific tasks and help with suggestions as needed (Drake and Roe, 1974). 

Followers will react to each leadership style based on their own cultural context, 

personalities, and learning styles. A laissez-faire leader will find that the absence of their 

leadership will cause followers to give up on the task at hand. When the leader leaves, the 

followers have no leadership to look to, and when the leader returns, the group is absent. 

The task is unfinished (Drake & Roe, 1974).  An autocratic leader is so involved in every 

step of the process, that in his or her absence, pandemonium will occur. However, when 

the autocratic leader returns to the process, he or she is usually able to restore order and 

complete the given project or solve the impending crisis. A democratic leader solicits the 

talents of every member of the group, optimizing the abilities of each person to complete 

a task. When the democratic leader is absent, the group carries on as though the 

leadership is still present. Work continues on target, and the task is completed with little 

crisis management. For a student who is used to an autocratic parent, an autocratic 
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teacher or administrator is a very welcome leader—it is a leadership style that they are 

used to and feel comfortable following. However, for a child raised by democratic 

parents who solicit some input from the child in the decisions of punishment and reward, 

an autocratic teacher will be foreign and oppressive. Children from matrocentric or tribal 

cultural backgrounds find democratic leadership to be more complementary to their 

homes, where children from eurocentric or hierarchical family structures tend to function 

fine in autocratic classrooms.  

Elton Mayo and The Hawthorne Effect—Human Relations Management 

 In the 1930s, a group led by Elton Mayo brought human relations into the picture 

of leadership. Because of their studies at the Western Electric power plant, people and 

their reactions to authority became important in management. In the Hawthorne Plant 

study, workers were exposed to varying amounts of light. Researchers were intending to 

discern at what levels of illumination factory workers would be most productive. They 

were surprised to find that no matter what level of lighting was used, workers became 

more productive. When amounts of illumination were increased, workers became more 

productive. When levels of lighting were decreased, workers became more productive 

still. They determined that productivity increased due to workers’ positive reaction to 

management’s interest in the worker’s needs (Roethlisberger and Dickson, 1939). 

Conclusion 

The purpose of the study was to compare cultural implications on leadership to 

discern which aspects are positive, or most complementary. Future research is still 

needed in order to develop a best-of-all leadership model. A best-of-all leadership model 

can only be determined if leadership traits of all cultural groups are given equal 
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consideration. It is also important to utilize modern models and research, without 

forgetting the wisdom of ancient cultures—that wisdom which is tried and true through 

many generations—not only through a few decades. 

According to modern scientific quantum physicist Deepak Chopra, Quantum 

Healing applies quantum physics and aeurvedic (see Appendix A for definition) 

principles. “There is a new modern paradigm of medicine that is currently evolving—one 

that melds modern theories of quantum physics with the timeless wisdom of ancient 

cultures” (Chopra, 2006, p. 1). So, we see modern medical science actually beginning to 

mature beyond its perspectives in its own infancy, developing its own ancient wisdom 

and mythologies. W. B. Yeats’ theory of cycles is told in Leda and the Swan, where the 

ascent of the Greek culture is contrasted with the descent of the Roman military culture—

including Greek theater being adapted into Roman blood spectacles (occawlonline, 

2006).  William Butler Yeats saw modern Christianity as a rising 1000-year ascent, only 

to descend due to modern science (wsu.edu, 2006). Are we, in the 21st Century, 

beginning a new cycle as theorized in Arthur C. Clarke’s screenplay 2001: A Space 

Odyssey, where Clarke skips Yates’ 2000-year historical cycles and blends one mega-

cycle looking at pre-history and the falling future cycle? (Clarke, 1968). In his 

introduction to the translation of the Tao Te Ching used in this research, Jacob 

Needleman recognizes that there is a movement of “Western people like ourselves who, 

approaching the twenty-first century, are ready to admit that we have given too much 

place to discursive thought and rationalism” (Feng & English, 1972, p. v). We are 

moving toward an era where people are recognizing that there are answers that can be 

derived from ancient wisdom, as well as many benefits from modern technology. 
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Hegemony (see Appendix A for definition) is the process by which a dominant 

culture ensures its dominance over another culture. For example, when a white teacher 

says, “Look me in the eyes. I know you are lying if you don’t look me in the eye,” a 

traditional Native American student would not understand, because looking someone in 

the eye is a sign of disrespect in many Native American cultures. Cheating in the 

classroom is not a concept that tribal members would understand as negative, because 

they believe in helping each other for the good of the tribe. If one doesn’t believe that 

there exists one best answer, how could one ever do well on a multiple-choice test? A 

Buddhist story tells of a wild stallion that breaks into the horse stall of a farmer and 

causes all other horses to run away. In the tale, the people say he is unlucky. The owner 

gets the horses back, along with the stallion, and they say he is very lucky. The farmer’s 

son then is bucked off the wild stallion, and the people again say that the farmer is 

unlucky. The king sends all the sons to war, and the farmer’s son cannot go due to his 

injury, so they say he is lucky, after all (“Maybe”, Zen Stories). One event cannot be 

judged alone, or within only the short-term context. It is part of too complex of a line of 

events that make it seem otherwise, just as we saw in the DDT dilemma described 

previously, where after several years of study, the long-term effects of a seemingly good 

solution were devastating. The ancient wisdom knew more because it looked at a longer 

period of time than the short-term. The multiple choice culture might think it is important 

to help children do well on multiple-choice, standardized tests, but a longer-time point of 

view might see how we are falling short and teaching very little. Look at the new 

scientific paradigm—unpredictability, ancient wisdom, acceptance of meditation and 

2007 HICE Proceedings 
Page 4918



 Effects of Culture  39 

 

acupuncture. A misuse and overuse of pills can lead to a failure of penicillin to cure 

illnesses.  

Many are looking to ancient wisdom to find a new, modern wisdom. As we try to 

cast aside the negative ways of our own culture, will we be willing to connect with the 

wisdom of different cultures, or, will we simply regress into separatist cultural bigotry? 

Can we use the best of all cultures to make one larger culture that does better, or can we 

only segregate into separate groups and utilize the ancient wisdom that works for our own 

cultures separately? We must resist the draw to assume that anyone different from us is 

evil or wrong. We must learn from the wisdom of all cultures to make our modern 

society better.  

What is needed is a new world view—one that encompasses a Native American 

view, a Greek view, a Roman view, an Asian view—one that utilizes the wisdom of the 

ages and modern technology. Can we define a term that encompasses all of them, or are 

terms in themselves reductionist? (See Appendix A for definition.) Whether or not they 

are, we must be compelled to search for these possibilities. We must follow the lead of 

music—we will sing each other’s songs way before we will assimilate another’s cultural 

and religious practices. Let’s sing the song of multi-culturalism. Let’s redefine the 

wisdom of the ages utilizing our modern skills. Let’s melt together in our melting pot 

culture, without losing the beauty of each individual culture. We can only win if we learn 

from the wisdom of all cultures...the wisdom of the ages. 

The best place to cultivate and encourage the development of new leadership 

theories is in the university setting. At Northeastern State University, we have the cultural 

diversity, the technological capabilities, and historical resources that can accommodate 
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the future research needed. Now is the time for the leaders of tomorrow to search for 

ancient truths, research modern leadership models, and formulate ideas that combine the 

best that all cultural perspectives provide. Diversity is the key. With an understanding of 

cultural implications, leadership students of today can learn from theories of the past that 

work. They can modify traits that do not work, and truly invent the leadership strategies 

of tomorrow. 
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Appendix A—Definition of Terms 

• aeurvedic—Ayurveda is one of the oldest systems of natural health care, 

originating in the ancient traditions of India. Now considered a leading form of 

holistic medicine available in the West, Ayurveda addresses all factors that 

influence quality of life, including diet, family, work, relationships. 

• Eurocentric—a tendency to interpret the world in terms of western and especially 

European values and experiences 

• hegemony—the processes by which a dominant culture maintains its dominant 

position: for example, the use of institutions to formalize power; the employment 

of a bureaucracy to make power seem abstract; the inculcation of the populace in 

the ideals of the hegemonic group through education, advertising, publication, 

etc.; the mobilization of a police force as well as military personnel to subdue 

opposition 

• matrocentric—a tendency to interpret the world in terms of motherly, feminine, 

nurturing values and experiences 

• microcosm—a diminutive representative world; a system more or less analogous 

to a much larger system 

• reductionist—of or having to do with an attempt or tendency to explain a complex 

set of facts, entities, phenomena, or structures by another, simpler set 

• timocratic—a style of government in which love of honor is the ruling principle 
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Appendix B—Definition of Sources  

• Notes from classes: This thesis utilized notes from classes taken at Northeastern, 

including, College Teaching—Dr. Swen Digranes, American Higher Education—

Dr. Susan Frusher, Epics and Myths—Dr. Joseph Faulds: The “Journey of the 

Hero” was this researcher’s final project in a Myths and Epics class during 

graduate studies.  

• Textbooks: American Community College, College Teaching, The Principalship, 

and other works cited in the reference list 

• Classic Literature: including Homer, Virgil, Lao Tsu, and Confucius 

• Books, see reference list. 

• Articles, Article reviews, and Lecture Information: such as Repetition with 

Variation—Dr. Joseph Faulds 

• Online sources, including online journals, Web sites, and other electronic sources 
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Appendix C—Statement of Limitations 

The original scope of this paper was to include research of literary sources to 

obtain leadership information from different ancient cultures, and modern leadership 

information was to be obtained through live interviews of local leaders. At this writing, 

the author’s application for human experimentation through interviews was neither turned 

down nor accepted by the HEAC Committee at Northeastern State University. The thesis 

advisor informed the researcher that the HEAC committee was not able to review the 

application due to the number of applications submitted to them. Because of the inability 

to do interviews in time for the paper to be completed, live interviews for current 

leadership information will not be available for this particular study. Based on these 

limitations, this study will utilize literary resources to discern historical and current 

leadership traits in leaders from education, Native American culture, Greek and Roman 

culture, and Chinese culture. The long-range plan will be to publish several articles, 

research papers, and possibly a doctoral dissertation in the future to expand this study 

beyond the scope of this thesis. 
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6. Abstract 

The focus of this study is on intellectual empathy, a cross-cultural learning strategy in 
which one cognitively assumes the perspectives of others in order to understand them. 
This qualitative-case study investigates how US college students in a Study Abroad 
Program in Japan used intellectual empathy when they encountered cultural critical 
incidents.  In a world that is rapidly becoming borderless, many college students leave 
their own countries to spend time abroad, often for the first time.  Negative experiences 
in the host culture might affect not only their language learning and attitudes towards the 
host culture, but also their lasting perspectives on overseas sojourning and intercultural 
experiences. The six participants of this study were in a six-week summer intensive 
language course in Japan.  It was found that, despite the short duration of the program, 
participants encountered some critical incidents and demonstrated early stages of the 
development of intellectual empathy. The findings contribute to knowledge about both 
cultural-general and cultural-specific learning.  In addition, the study illuminates the 
kinds of cultural critical incidents the US college sojourners encountered in Japan and 
suggests underlying Japanese cultural concepts. 
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6. Abstract 

Non-native speakers of English face many prejudices and are marginalized because of 
their accented and/or imperfect English due to a socially-structured assumption that people 
should speak Standard English in the United States.  It is imperative to transform people’s beliefs 
and attitudes about non-native speakers from marginalizing them to appreciating them.  
Educators may play a vital role in educating people to realize that non-native speakers may add 
to their worldviews and enhance welcome attitudes toward non-native speakers.   
 
Full paper 

Marginalization of Non-Native Speakers and Their Advantages: 
Transformation of Socially-Structured Attitudes Toward Non-Native Speakers 

Introduction 
 Do non-native speakers have a disadvantage because of their accented and/or imperfect 
English?  This paper will answer the question by (1) demonstrating non-native speakers’ 
stigmatization from marginalization by native speakers, (2) discussing native speakers’ attitudes 
toward non-native speakers and their socially-structured beliefs, (3) addressing non-native 
speakers’ advantages, and (4) suggesting the transformation of the socially-structured attitudes 
toward non-native speakers. 
Marginalization of Non-Native Speakers 
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 People who learn English after puberty develop an accent and maintain imperfection in 
their English because their native language interferes with their pronunciation, intonation and 
even sentence structures.  No matter how long and how well they learn English; there is always a 
word that will reveal their non-nativity.  Long (1990) stated that achieving native-like mastery of 
a second language is possible with early language experience.  Adults experience difficulties 
mastering a language, especially in the domains of accent and grammar.  Even though having an 
accent is not considered a problem in second language learning, it may pose problems in a social 
context where native speakers tend to be downgraded or discriminated against.  For example, 
many non-native speakers experience that in a group conversation, native speakers are likely to 
automatically or unconsciously avoid a non-native speaker and concentrate mostly on the other 
interlocutors, and in some situations even ignore the non-native speaker’s attempts to include 
oneself in the conversation. 
 Thus, non-native English speakers in the U.S. struggle with this socially-structured 
marginalization on a daily basis.  Moreover, non-native speakers easily internalize this situation 
and believe that they are really foolish.  Therefore, both native and non-native speakers think that 
speaking accented and/or imperfect English is a disadvantage. 
Socially-Structured Native Speakers’ Values Toward Non-native Speakers 
 Derwing and Rossiter (2002) stated a number of reasons why native speakers of English 
attach a stigma to accented and/or imperfect English.  They argue that some native speakers do 
not want to interact with non-native speakers because it takes too much energy to focus on what 
is said.  Another reason is that a general lack of familiarity with non-native English creates a 
state of nervousness that causes some people to shut down.  They also added that native speakers 
might simply be biased towards non-native speakers because of ethnicity.   

These reasons are based on a socially structured belief/assumption/expectation that 
people should speak Standard English in the United States.  Therefore, English with an accent is 
considered “bad English,” “exotic English,” “foreign English,” or “faulty English” (Lindemann, 
p. 351).  According to Lippi-Green (1997), beliefs about how language should be used are passed 
down from one generation to another in the same way religious beliefs are passed along and 
valued.  As a result, members of society start forming biases towards differences among people 
at a very young age.  She also added that children are taught to discriminate through popular 
culture starting at a very young age.  She pointed out in most movies that children watch the 
main characters speak Standard English while servants, villains or silly characters have accented 
English.  As a result, children start developing biased attitudes toward accented English. 
Advantages of Non-Native Speakers 

In order to reduce the stigmatization of non-native speakers, it is imperative to transform 
the socially-structured beliefs and values about non-native speakers from a disadvantage to an 
advantage. 

First of all, it is important for both native and non-native speakers to understand 
positively rather than negatively the reality that, as a theory of second language acquisition says, 
non-native English skills can never be as good as native speakers’.  Second, people cannot 
evaluate a person according to only one aspect of the person; people have multiple types of 
intelligence (Merriam & Caffarella, 1999).  That is, speaking English with an accent and/or 
incorrect grammar does not mean the person is foolish or uneducated.  Non-native speakers may 
have other types of intelligence.  Last and most importantly, the advantage of being a non-native 
speaker is that through the experience of stigmatization, they can understand how other 
marginalized people feel.  For example, non-native speakers can understand how people with 
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physical disabilities, homosexuals, or low income feel when they are segregated.  Therefore, 
non-native speakers can share marginalized feelings that people in the dominant culture do not 
usually experience.  Overall, any kind of minority dimension can be an advantage because of the 
minority groups’ experience that dominant groups do not have, and non-native speakers are not 
an exception. 
Conclusion 

It is crucial for both native and non-native speakers to realize these non-native speakers’ 
advantages in order to reduce the marginalization toward non-native speakers.  To do so, 
language education plays a great role in transforming people’s socially-structured values and 
assumptions toward non-native speakers.  More specifically, educators must transform their 
beliefs that non-native speakers have a disadvantage to a belief that they have advantages.  And 
then, educators should play a vital role in supporting non-native students by taking a close look 
at their various intelligences and showing the appreciation to their efforts and perspectives.  At 
the same time, educators should educate native speakers to realize that non-native speakers may 
add to their worldviews and enhance welcome attitudes toward non-native speakers. 
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Abstract 

This presentation will provide an overview to the Millon Adolescent Clinical Inventory.  

With this overview in place, implications and case examples will be provided in order to 

emphasize how this tool may aid in the development of school-based behavior 

management plans. This session will be of interest to counselors and educators interested 

in school-based interventions for students with behavior problems. 
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The purpose of this study was to identify the perceptions of occupational 
education officers concerning the instructional skills professional development 
needs for part-time faculty members within the community colleges in the U.S. 
The types of instructional help part-time faculty members were perceived to need 
most were concentrated in the following areas:  (a) identifying the learning 
characteristics of students; (b) alternating teaching methods to accommodate 
different learning styles; (c) participation in web-based instruction, and; (d) 
participation in distance learning. 
 

Introduction 
The context for higher education has changed dramatically in recent years with reduced 

funding, increased emphasis on technology, internationalization of the curriculum, and greater 
competition for students.  The range of courses offered by colleges and universities and 
employer expectations of graduates has also changed with higher education being asked to 
produce a more flexible and higher qualified workforce to respond to changes in society (Watters 
& Weeks, 1999).  Both public and private institutions, facing escalating costs and a heightened 
public awareness and sometimes criticism of the high cost of tuition, have viewed the hiring of 
part-time faculty as one source of flexibility in budgets dominated by fixed costs (Ostertag, 
1991; Gappa & Leslie, 1997; Leslie, 1998). 

In fulfilling their missions and in many cases mandates of knowledge generation, 
preservation, and transmission, colleges and universities rely fundamentally upon their faculty.  
Great institutional energies have been, and still are, focused upon the analysis of faculty needs, 
criteria and standards for appointment and advancement, and the processes for recruitment 
(Rajagopal & Farr, 1992).  However, past attention has been typically directed to addressing the 
faculty resource represented by full-time appointees with part-time faculty largely overlooked or 
simply ignored.  Although part-time faculty contribute substantially to the teaching load, the 
expenditure of resources to support them has been trivial (Rajagopal & Farr, 1989).  
 Because the use of part-time teachers has increased and, "The quality of education 
depends largely on what happens when teachers meet students in the classroom" (Cross & 
Angelo, 1989, p. 24), postsecondary and adult education institutions may need to develop 
guidelines to ensure the availability of support services for part-time teachers.  Although 
community colleges have found part-time faculty attractive and necessary because of their 
flexibility, convenience, and lower rate of pay, college administrators have been concerned that 
part-time faculty may not be well-qualified, at least in the pedagogical context (Kelly, 1991).  
Brown (2000) found that these industry-based teachers have the technical skills required in the 
workplace of their particular discipline, but many lack the instructional background and 
experience that enable them to manage the classroom and inspire learning. 
 

Theoretical Base/Conceptual Framework 
In the last 20 years, community colleges have been confronted with an increasing number 

of part-time adult students and course offerings along with diminishing budgets (Galbraith & 
Shedd, 1990; Levine, 2001).  In response to these trends as well as other factors, segments of 
higher education and especially community colleges, have resorted to utilizing part-time or 
adjunct faculty to a greater degree.  This contingent workforce has provided institutions the 
flexibility to adjust to enrollment changes, fill temporary vacancies, teach specialized courses, 
and reduce faculty costs (Levine, 2001; National Center for Educational Statistics (NCES), 
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2001b).  The use of part-time faculty has also helped two-year institutions keep tuition costs as 
low as possible which helps fulfill their primary mission of maximizing access to higher 
educational opportunities (AACC, 1995).  The National Center for Educational Statistics (2001a) 
indicated that in 1997, fully two-thirds (64%) of the faculty at public community colleges were 
part-time employees; this, in contrast to 1992 figures of 42%, demonstrates an increase of 22% 
in just five years. 

Although reliance on part-time faculty has been a fact of the community college system 
in the United States, a question which has begun to surface and will no doubt persist:  "Are part-
time faculty properly trained, credentialed, or otherwise prepared to teach?"  Past evaluation 
results indicated that part-time teachers often lack an understanding of the concepts of 
curriculum, teaching methods, student assessment, and many of the theories behind the science 
of pedagogy such as teaching and learning styles (Galbraith & Shedd, 1990).  This has been 
compounded by the fact that a sizeable portion of the typical community college student body is 
comprised of older students (Selman & Wilmoth, 1986), most part-time faculty are employed for 
their professional competence rather than their pedagogical training (Pedras, 1985) and, 
community college faculty are commonly involved in instructing adult learners. 
 

Purpose 
Numerous community college courses have been taught by part-time faculty whose 

primary job responsibilities center outside the field of teaching.  Many of these instructors have 
had no formal preparation in teaching skills prior to their employment as part-time career and 
technical educators (Pucel, Walsh, & Ross, 1978).  If higher education is to maintain a balance 
between theory and practice, the professional skills, contemporary experiences, and "real-world" 
focus of part-time academic staff needs to be identified and subsequently applied in concert with 
the ability to effectively teach (Watters & Weeks, 1999).  Professional development needs of 
part-time occupational and technical community college faculty have not been known or 
available in a college by college, statewide, or comprehensive national perspective or format.  
The purpose of this study was to assess the perceptions of occupational education officers 
concerning the part-time faculty instructional professional development needs. 
 

Procedures 
This study used descriptive survey research to assess the perceptions of occupational 

education officers concerning the instructional professional development needs of part-time 
community college occupational and technical program faculty. The target population for this 
study was the occupational education officers at community colleges in the 50 states of the U.S.  
The frame for the study was the American Association of Community Colleges' (AACC) list of 
community college occupational education officers.  It was assumed that the occupational 
educational officer would be in the best position to provide current and relevant information 
concerning the part-time occupational and technical faculty within their community college as 
other administrative positions, such as president, chancellor, or provost, although more 
numerous, were considered to be too far removed from, or unfamiliar with the kinds and types of 
data sought by this study.  Choosing the less frequently occurring occupational education officer 
position over another more prevalent administrative position was deemed appropriate in that the 
data would be less distorted and a more complete response set would be attainable from an 
administrative level closer to the actual occurrence of part-time faculty instruction and student 
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contact.  The accessible population was comprised of 101 individuals and all were included 
within this study. 

The survey instrument was a modification of a questionnaire developed by Pucel, Walsh, 
and Ross (1978).  The research conducted by Kelly (1991), Selman and Wilmoth (1986), 
Goetsch (1978), Cross and Angelo (1989), Van Ast (1992), and Danielson (1996) provided 
additional support to the functionality and appropriateness of using the seven teaching 
competency domain areas and their contents of the Pucel et al. (1978) survey instrument. 

The survey instrument consisted of 58 classroom teaching skills that occupational 
education officers may perceive that part-time occupational and technical program faculty need 
to develop.  They were grouped into six categories: (a) course planning, (b) instructional skills, 
(c) classroom/student management skills, (d) implementation of media, (e) evaluation, and; (f) 
interaction skills.  An anchored five point Likert-type scale with a sixth category of "Does Not 
Apply (NA)" was used to assess the degree of perceived instructional professional development 
needed by part-time faculty.  Content and face validity were established using a panel of experts 
(n=11) chosen based on their knowledge and experience in descriptive survey research design, 
survey instruments and/or data collection, and the intricacies of the part-time faculty 
phenomenon in postsecondary community college education.  For reliability, thirty-two 
occupational education officers or their equivalents were selected from the National Council for 
Occupational Education's membership directory to participate in a pilot study to establish the 
reliability of the survey instrument (Cronbachs alpha = .94). 

The total response rate was 51% of the population and data obtained from a sample of 
nonrespondents were compared with the data received from the respondents and no differences 
were found between nonrespondents and respondents, so the findings of this study were deemed 
to be fit to generalize to the target population. 
 

Findings  
Data were treated as interval and means and standard deviations were calculated for 

items on the survey.  Following are the ranges of the scales used to present the data: 1-1.49 = 
Need No Help; 1.50- 2.49 = Need Slight Help; 2.50-3.49 = Need Some Help; 3.50-4.49 = Need 
Moderate Help; and 4.50-5.0 = Need Much Help. 

The perceptions of occupational education officers of the needed teaching skills for part-
time faculty related to course planning is provided in Table 1.  Three items fell in the need 
"moderate" help category:  identifying the learning characteristics of the students for which 
instruction will be developed (M=4.26, SD=.90); identifying appropriate ways to teach (M=3.89, 
SD=.98), and; aligning instruction/course materials with other instructors of corresponding 
courses/programs (M=3.85, SD=1.12). The summated mean for respondents' perceptions toward 
part-time faculty professional development needs related to course planning was 3.66 (SD=.84) 
indicating that "moderate" help was perceived to be needed in the area of course planning. 
 
 
 
 
Table 1 
 
Perceptions of Needed Teaching Skills  

  

Course Planning Mean SD 
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1.  Identifying the learning characteristics of the students for which                
      instruction will be developed 

4.26 .90 

2.  Identifying appropriate ways to teach 3.89 .98 
3.  Aligning instruction/course materials with other instructors of  
     corresponding courses/programs 

3.85 1.12 

4.  Identifying individual students needs 3.81 1.08 
5.  Identifying information/activities to supplement instruction 3.74 1.11 
6.  Preparing course objectives 3.68 1.27 
7.  Selecting appropriate instructional materials 3.55 1.04 
8.  Organizing what is to be learned in the course 3.49 1.12 
9.  Dividing the course into instructional units 3.38 1.11 
10.  Sequencing the instructional units of a course 3.32 1.09 
11.  Understanding the difference between adult vocational and other adult  
       educational programs 

3.26 1.34 

Summated Mean 3.66 .84 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate 
Help; 5 = Need Much Help; 6 = Does Not Apply 

 
 
Table 2 provides data on occupational education officers' perceptions of needed 

pedagogical skills for part-time faculty specific to 18 items related to the category of 
instructional skills.  Four items were identified as areas where part-time instructors need 
moderate help.  These items include:  alternating teaching methods to accommodate different 
learning styles (M=4.13, SD=.97); adjusting instruction to accommodate for students with 
different paces of learning (M=3.89, SD=1.05); employing simulations/models to demonstrate 
what students will find in the world of work (M=3.53, SD=1.14); and directing students in 
applying problem solving techniques (M=3.51, SD=1.12).  The remaining items fell within the 
need "some" help category.  The summated mean for this category was 3.10 (SD=.74) showing 
that the respondents had an overall attitude that "some" help should be provided to part-time 
faculty in the area of specific instructional skills. 
 
 
 
 
 
 
 
 
 

 
 
Table 2 
Perceptions of Needed Teaching Skills  

  

Instructional Skills Mean SD 
1.  Alternating teaching methods to accommodate different learning styles 4.13 .97 
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2.  Adjusting instruction to accommodate for students with different paces of      
      learning 3.89 1.05 
3.  Employing simulations/models to demonstrate what students will find in the  
      world of work 3.53 1.14 
4.  Directing students in applying problem solving techniques 3.51 1.12 
5.  Employing means of providing positive feedback to students 3.47 1.04 
6.  Directing individualizing instruction through the use of learning packets,        
     modules, etc. 3.44 1.33 
7.  Directing students on how and what to study 3.17 1.17 
8.  Conducting group or panel discussions 3.17 1.31 
9.  Planning and directing individual or group field trips 3.17 1.58 
10.  Directing student shop or laboratory experiences 2.89 .96 
11.  Directing students in the initiation/completion of projects 2.87 .99 
12.  Assisting students to make immediate on-the-job application of what they    
        have learned 2.83 1.03 
13.  Demonstrating a concept or principle to be learned 2.79 1.06 
14.  Summarizing a lesson 2.72 .99 
15.  Introducing a lesson 2.64 1.01 
16.  Demonstrating how to do a task, step by step 2.62 1.09 
17.  Relating classroom instruction to the job experiences of adult students 2.54 .99 
18.  Presenting information by bring in a subject matter expert as a resource        
        person 2.52 1.08 
Summated Mean 3.10 .74 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate Help; 
5 = Need Much Help; 6 = Does Not Apply 

 
Data addressing the perceived level of need of part-time faculty for teaching skills related 

to classroom and student management is presented in Table 3.  This teaching skills category 
contained five items in which all responses fell in the need "some" help category. 

 
 
 
 
 
 

 
Table 3 
Perceptions of Needed Teaching Skills  

  

Classroom/Student Management Mean SD 
1.  Familiarity with student conduct rules and policies 3.32 1.22 
2.  Identifying and using appropriate ways of monitoring student progress 3.30 1.25 
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3.  Establishing and maintaining a filing/record keeping system (e.g., grades,      
      attendance, etc.) 3.30 1.32 
4.  Identifying, locating, and obtaining necessary supplies, equipment, and          
      teaching aids 2.96 1.18 
5.  Providing a safe and healthy classroom/lab environment 2.53 1.23 

Summated Mean 3.08 1.00 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate Help; 
5 = Need Much Help; 6 = Does Not Apply 

 
 

Table 4 discloses the information provided by occupational education officers responding 
to the perceived needs of part-time faculty for teaching skills related to nine items in the 
implementation of media category.  Respondents perceived that part-time faculty needed at least  
 
Table 4 
Perceptions of Needed Teaching Skills 

  

Implementation of Media Mean SD 
1.  Participation in web-based instruction 4.52 .85 
2.  Participation in distance learning 4.20 .92 
3.  Connecting to the Internet for webcasts or on-line discussions 3.91 1.20 
4.  Using multi-media techniques for instruction (e.g., computers, presentation    
     software, etc.) 3.74 .99 
5.  Locating, ordering, and evaluating audio-visual instructional materials 3.48 1.28 
6.  Connecting to the Internet for information searches and data base retrieval 3.39 1.28 
7.  Preparing and presenting information with television and video tape               
     equipment 2.98 1.34 
8.  Preparing and presenting overhead transparency materials 2.87 1.15 
9.  Presenting information using chalk or dry erase boards or flip charts 1.94 1.05 
Summated mean 3.45 .79 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate Help; 
5 = Need Much Help; 6 = Does Not Apply 

 
 
 
 
"moderate" help in the four items including:  participation in web-based instruction (M=4.52, 
SD=.85); participation in distance learning (M=4.20, SD=.92); connecting to the Internet for 
webcasts or online discussions (M=3.91, SD=1.2), and; using multimedia techniques for  
instruction (M=3.74, SD=.99).  The item of presenting information using chalk or dry erase 
boards or flip charts had a mean of 1.94 (SD=1.05) signifying that respondents perceived this to 
be a pedagogical skill that is only slightly needed by part-time faculty.  Overall, part-time 
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teachers need "some" help (Summated M=3.45, SD=.79) in the area of implementation and use 
of media. 

Information collected concerning the five items in the evaluation category of the 
perceived needed teaching skills of part-time community college faculty is displayed in Table 5. 
 All items achieved means scores in the category of need "some" help. 
 
 
Table 5 
Perceptions of Needed Teaching Skills 

  

Evaluation Mean SD 
1.  Developing objective criteria to evaluate lab performance 3.44 1.12 
2.  Evaluating student performance according to entry level occupational             
     performance standards 3.42 .97 
3.  Developing a written test/quiz to determine student knowledge of course        
     materials 3.02 1.07 
4.  Scheduling and using tests/quizzes 2.80 1.10 
5.  Determining student grades for the course 2.57 1.08 
Summated mean 3.05 .94 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate Help; 
5 = Need Much Help; 6 = Does Not Apply 

 
Table 6 presents the figures for the average perceptions of respondents concerning the perceived 
degree of need of part-time community college faculty for teaching skills related to 10 items in 
the category of interaction skills.  Two of the items were indicated by occupational officers that 
part-time instructors need "moderate" help in.  The two items are understanding what motivates 
students to participate (M=3.55, SD=1.06) and understanding the effects of past educational 
successes or failures upon learners (M=3.53, SD=1.02).  The summated mean for the perceptions 
of the respondents addressing interaction skills was 3.00 (SD=.89) signifying that part-time 
faculty need "some" help in this category of teaching skills. 
 
 
 
 
 
 
 
 
 
 
Table 6 
Perceptions of Needed Teaching Skills 

  

Interaction Skills Mean SD 
1.  Understanding what motivates students to participate 3.55 1.06 

2.  Understanding the effects of past educational successes or failures upon         3.53 1.02 
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      learners 
3.  Identifying  and using appropriate ways of interaction to assist students 3.22 1.10 
4.  Understanding the conditions and forces, cultural, social and economic,          
     which influence student learning 3.21 1.02 
5.  Maintaining an open mind concerning the ideas and opinions of student 2.87 1.12 
6.  Understanding the importance of teacher enthusiasm and support 2.79 1.12 
7.  Identifying positive and negative student verbal and non-verbal reactions to   
      instruction 2.77 1.03 
8.  Understanding the importance of establishing respect between teacher and     
      student 2.77 1.15 
9.  Applying non-verbal communication such as gestures, facial expressions,       
     and silence 2.67 1.18 
10.  Respecting each students' feelings and ideas 2.66 1.03 
Summated mean 3.00 .89 
Note: 1 = Need No Help; 2 = Need Slight Help; 3 = Need Some Help; 4 = Need Moderate Help; 
5 = Need Much Help; 6 = Does Not Apply 

 
 

Conclusions 
The summated means for the six teaching skills categories indicate that attention should 

be given to designing professional development programs and activities in course planning, 
instructional skills, classroom/student management, implementation of media, evaluation, and 
interaction skills.  Special emphasis should be placed on professional development which 
addresses teaching and learning styles, teaching methods, and distance learning using the 
Internet and web-based technology.  Identifying the learning characteristics of students and 
identifying appropriate ways to teach were important course planning skills.  Finally, based on 
the summated mean for all 11 items in the course planning skills category, any part-time faculty 
professional development program should provide assistance in course planning. 

Alternating teaching methods to accommodate different learning styles and adjusting 
instruction to accommodate for students with different paces of learning were areas deemed 
important in addressing part-time faculty instructional skill needs.  These two items, along with 
the previously discussed item of identifying learning characteristics of students in the course 
planning category, appear to overlap one another in that they address student learning styles.  In 
the opinions of the respondents, identifying student learning styles, and subsequently employing 
and adjusting what is known to both the pace and style of teaching, were topics in which part-
time instructors need assistance.   

Part-time faculty were thought to need "some" help in the category of classroom/student 
management skills.  Referring to the response levels for the five items in this category of 
teaching skills shows that perhaps they are viewed by the respondents as important teaching 
skills as they contribute to the collective idea of managing the logistics of teaching a course but, 
providing a professional development activity focused on any single item may not be needed or 
advantageous. 

Concerning factors addressing the implementation of media skills, part-time faculty were 
indicated to need assistance to the greatest extent with participation in web-based instruction, 
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distance learning and using the Internet for webcasts or on-line discussions.  These items were 
related to distance learning technology, an endeavor which has received increased attention 
throughout secondary and postsecondary educational arenas.  Perhaps an even greater emphasis 
on distance education exists in community colleges where non-traditional learning populations, 
flexible course schedules, high school graduation equivalencies, community and continuing 
education opportunities, workforce re-education, unique curriculum designs and, student 
separation from the college/classroom, among many other things, are some of the foundations 
upon which the community college philosophy rests.  Based on the perceptions of the 
respondents in this study, providing distance education professional development opportunities 
to part-time faculty members is a need which deserves more attention. 

In the area of evaluation teaching skills, the perceived level of needed part-time faculty 
professional development focused on three items.  Developing objective criteria to evaluate lab 
performance, evaluating student performance according to entry level occupational performance 
standards and, developing a written test/quiz to determine student knowledge of course materials 
were items where "some" help was perceived to be needed by part-time faculty.  The summated 
mean for this category demonstrated that "some" help was needed by part-time faculty 
concerning evaluation teaching skills. 

The summated mean for the interaction skills category signified that, according to the 
perceptions of the occupational education officers involved in this study, part-time faculty need 
"some" help in this area.  No items in this category provided levels of response worthy of 
singular recognition.  Once again, the response levels for the 10 items in this category of skills 
may signify that, although they are viewed in the aggregate as important teaching skills by the 
survey participants, providing a professional development activity focused on any single item 
may not be necessary or warranted. 
 

Recommendations 
Community college administrators responsible for the design and delivery of part-time 

faculty professional development activities should review the current part-time professional 
development activities provided by their college and consider adapting, modifying, or 
completely re-designing them to include the salient findings addressing teaching skills 
discovered in this research.  Although attention should be given to designing professional 
development programs and activities in course planning, instructional skills, classroom/student 
management, implementation of media, evaluation, and interaction skills, special emphasis 
should be placed on professional development which addresses part-time faculty teaching 
methods aimed toward student learning styles and distance teaching and learning competencies 
using the Internet and web-based technology.  As such, it may be prudent to construct 
professional development activities with an emphasis on training in instructional skills, 
classroom management, and technical competency. 

Community college administrators should assess the disparities and similarities between 
what professional development activities they currently provide and the recommendations 
provided in this research to determine if changes are warranted and/or appropriate.  Professional 
development activities which address instructional/classroom management skills may need to be 
developed in equal consideration with activities designed to introduce part-time faculty to the 
policies and procedures of the college and/or department. 
  

Implications 
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Community colleges interested in discovering the perceptions of occupational education 
officers about the part-time faculty instructional professional development needs and their most 
effective methods of delivery within their own college, or perhaps their state or region, could 
replicate this study.  The survey instrument developed for this research could be used to collect 
the needed data.  Research should be conducted which collects data from part-time community 
college faculty of a prescribed frame concerning their perceived instructional needs and the best 
methods of professional development delivery. 
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The field of automotive technology has been noticeably affected by the increased 

influence of a globally oriented economy and the dynamics of a world market place resulting in 

subsequent changes in technology, industry standards, the workforce, and the workplace.  For 

example, the evolution of hybrid automobiles, research on alternative fuels, and increased 

incentives for fossil fuel efficiency are some of the changes faced by the automotive manufacture 

and repair industry.  Since the use of this advanced technology is predicted to continue, those 

individuals who must work on these new and evolving types of automobiles will need to have a 

more comprehensive skill set and greater knowledge in the area of new applied technologies.  It 

is also predicted that, according to the U.S. Bureau of Labor Statistics (2004), service 

occupations will increase the fastest and add the most jobs accounting for more than half the total 

job growth in the ten year period from 2002-2012.  In fact, automotive service managers and 

technicians with advanced technical skills are currently in demand and it is anticipated that this 

demand will increase in the future (Cornish, 1996).  As such, it is critically important to examine 

the issues related to the recruitment and retention of students entering into the automotive 

technology service field of study so that future supply can meet predicted demand. 

Theoretical Framework 

Student Enrollment Behavior Theory 

 The choice to attend postsecondary educational opportunities is as much an educational 

decision as it is an investment decision for both student and, many if not most times, the 

parent(s) as well.  Although large sums of money have been dedicated to promote widespread 

access to colleges and universities, the impact of the interventions on students’ and parents’ 

investment decisions is as yet not fully understood (Avery & Kane, 2004). 
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Recent research has shed light on the importance of student enrollment numbers in 

universities and specifically in technology related areas.  In response to these findings, 

technology educators should continue studying student enrollment behavior theory (Hossler and 

Gallagher, 1987).  A three-stage model of student enrollment behavior, developed by Hossler 

and Gallagher, (1987) and Jackson, (1982), is provided to help clarify student behavior regarding 

the issues of awareness and influence in relation to their postsecondary educational decisions. 

Student Enrollment Behavior Theory Model 

Hossler and Gallagher (1987) and Jackson (1982) developed a 3-stage model that has 

become the most widely accepted model concerning student enrollment behavior theory.  The 

stages include: (a) college aspiration; (b) search and application; and (c) selection and 

attendance. 

 Stage 1 - College aspiration.  The first stage of student choice is college aspiration and 

typically involves the student from early childhood through high school.  In this stage, the 

student decides whether or not he/she wants to attend college (Hossler, Bean, & Assoc., 1990).  

The most influential factors that affect his/her decisions at this stage are: (a) family background: 

(b) academic ability; and (c) high school and neighborhood context (Paulsen, 1990). 

 Stage 2 - Search and application.  Once the student has made the decision to attend 

college, they enter the second stage described as the “search and application” stage.  In this stage 

the student begins to seek and acquire information about colleges that he/she is considering 

(Hossler, Bean, & Assoc., 1990).  Institutional characteristics are important in stage two and 

Ihlanfeldt (1980) identified four major characteristics that affect the decision-making process at 

this stage.  The first major characteristic is the programs or fields of study offered at the 

institution.  Students begin to focus their choices based on what subject area they are interested 
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in studying.  The second characteristic is the quality or reputation of the program or university. 

Students are concerned about the quality of the education that they will receive and the strength 

of the reputation of their degree based upon the reputation of the institution.  The third 

characteristic is the financial consideration of how much it will cost to live at the university of 

choice.  This is an interesting paradox in that a parent’s financial consideration would be the cost 

of tuition and related academic expenditures whereas the student’s concern is more related to 

living expenses while attending.  Perhaps this indicates the difference in role assignment or 

acceptance in that the student expects the parents to pay for tuition related expenses while the 

parents expect the students to, at least in some part, subsidize their own living expenses and 

choice of living arrangements.  The fourth institutional characteristic affecting the search and 

application stage is the location of the university.  Most students prefer to go to college closer to 

home. 

 Stage 3 - Selection and attendance.  The third and final stage in the model incorporates 

both the students’ decision or actual choice of a university to which they applied as well as the 

universities or colleges that have actually admitted the student.  Research by Paulsen (1990) 

indicated there are ten major attributes of institutions that strongly influence the student’s 

decision in the final selection stage.  They are: (a) cost; (b) financial aid; (c) programs; (d) size; 

(e) location; (f) quality; (g) social atmosphere; (h) athletics; (i) religious emphasis, and; 

(j) available jobs.  Clearly, there are many factors related to how students process and arrive at 

decisions which ultimately influence how they intend on pursuing both educational and related 

personal or professional goals (Gray, 1997). 
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Past Research  

Fischer (1976) discovered that parents most influenced student decisions to enroll in a 

postsecondary occupational teacher education program and a visitation to the college campus 

was the most influential experience.  Gilmore, Spire & Dolich, (1981) revealed that the factors 

considered by students in a six phase college selection process were academic program, cost, 

location, and the views of parents, guidance counselors, and alumni.  Clark (2004) found that the 

ten most frequently selected factors recorded as influential in student decisions to enroll in a 

four-year post-secondary commercial aviation program were:  program educational quality, 

university reputation, condition of equipment, institutional educational quality, location of 

institution, small class size, safety concerns, program characteristics, student to faculty ratio, and 

distance from home. 

Findings from the research efforts of Frisbee (1997), Frisbee & Belcher (1999), Belcher, 

Frisbee & Sandford (2003) focusing on what influenced automotive students to attend four-year 

automotive programs revealed a set of conclusions different from that found in similar studies 

conducted in the non-technical academic field by Hossler, Bean & Associates (1990).  The 

disparities prompted the investigation into the phenomenon that since the influences were 

different, perhaps the sources of student awareness may also be different.  The results of the 

previous research efforts provide interesting guidelines for further inquiry into the types of 

awareness information and sources of influence which drive student decisions to enroll in a 

postsecondary program and at which institutional level. 

Problem Statement 

 Recruitment efforts are a major component for maintaining and enhancing enrollment.  

The influential recruitment factors employed within baccalaureate automotive technology 
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program areas were previously identified by junior and senior level students participating in 

four-year automotive technology programs (Frisbee & Belcher, 1999).  It is unknown, however, 

whether the successful recruitment factors identified in the previous study are the same for 

freshman and sophomore students participating in the program and, the sources of student 

awareness knowledge concerning the nature and availability of these programs is also unknown.  

Freshman and sophomore level students may be in a better position to reflect on what raised their 

level of awareness as well as what influenced them to attend a four-year program since they have 

recently made the decision to enroll and subsequently attend.  Discovering what types of 

information and what pathways or sources of decision-making influence are most important to 

students is an area that merited further investigation. 

Survey Development and Validation 

The survey instrument developed by Frisbee and Belcher (1999) provided the platform 

and content for the questionnaire used in this research.  The survey consisted of two parts: 

1) information to help identify how students first became aware of the four-year automotive 

technology program, and; 2) questions seeking student responses to what they considered to be 

the strongest area of influence affecting their decision to enroll and attend.  Part one was 

modified to reflect the information related to the search and application stage identified by 

Hossler and Gallagher (1987) and Jackson (1982) addressing the search and application process.  

Part two of the instrument was similar to the instrument used by Frisbee and Belcher (1999) in 

their earlier research.  Upon revision of the instrument, a panel of experts consisting of a class of 

freshman and sophomore four-year automotive students (n = 20) were asked if the items 

concerning their initial exposure to awareness information of the automotive program presented 

in the instrument accurately aligned with their actual experiences.  Based on the panel of experts 
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review, the following items were modified addressing sources of information:  internet web 

page; alumni of the four-year automotive program and tour of technology center were added as 

information sources and, the item of High school/community college teacher were separated into 

two unique statements.  Additionally, student representatives were specifically added to the list 

of information source items since this is a tool the program regularly employs to raise student 

awareness of this educational opportunity.  Concerning the influence section of the survey, the 

following items were added and/or revised:  the item of alumni was further defined to include 

alumni of the four year program, and four year faculty visiting high school or community 

college, student representative, and internet web page were all added as sources of influence. 

Reliability  

Data obtained from sixty-two (62) people involved in the pilot study provided the 

following reliability indices using Cronsbach’s alpha as a measure of internal consistency for the 

summated scales:  items contributing to the construct of sources of awareness knowledge .8251 

and .8007 for the items contributing to the construct of sources of influence.  According to 

Nunnally (1967, p.226), to increase the measure of reliability beyond .80 is non productive and 

"often wasteful."  The recommendations of satisfactory levels of reliability provided by Nunnally 

(1967) led to the determination that the instrument was reliable based on the results of the pilot 

test. 

Population  

Past research conducted by Frisbee and Belcher (1999), suggests that a larger response 

rate of juniors and seniors was obtained versus those provided by freshman and sophomores.  As 

such, the decision was made to access students who were closer to the beginning of their 

university experience and program involvement.  Students enrolled in the beginning course of 
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“Engine Analysis” in the Automotive Technology Program in the Technology Studies 

Department at Pittsburg State University were chosen as the target population for this study.  

This course is mainly comprised of freshman and sophomore students who have most recently 

made decisions, based on information affecting their awareness as well as identifiable sources of 

influence, to attend the program.  The study was initiated in the spring of 1999 and data was 

collected through the 2005 spring semester.  A total of 450 usable surveys were collected. 

Findings 

Table 1 shows the four items that had the highest means were Reputation of the Four-

Year Automotive Program (M=3.15, SD = 1.025), Reputation of the University  

Table 1 

Sources of student awareness of four-year automotive programs.  N = 450 

 Sources of Awareness Mean SD 
1. Reputation of the four-year automotive program 3.15 1.025 
2. Reputation of the university 2.77 1.047 
3. Tour of the Kansas Technology Center 2.66 1.207 
4. Friends at university/community college/high school 2.56 1.166 
5. Campus visit 2.47 1.143 
6. Parent(s)/relatives 2.31 1.113 
7. High school/community college teacher 2.18 1.223 
8. Alumni of the university 1.98 1.148 
9. Alumni of the four-year automotive program 1.94 1.194 
10. Reading University Catalog 1.91 .920 
11. Promotional materials 1.85 .923 
12. High school/community college counselor 1.66 .948 
13. Internet Web page of the four year program 1.62 .930 
14. University recruiters visiting my high school or community college 1.58 .913 
15. Admission office at this university 1.38 .681 
16. Student representative of the four-year program visiting my school 1.36 .758 
17. Four-year automotive faculty visiting my high school or community 

college 
1.29 .679 

18. Athletic advisor/coach 1.23 .585 
19. Articulation arrangement through a community college 1.22 .531 

Note: 1= Not at All, 2=Very Little, 3=Somewhat, 4=To a Great Extent 

Note: Items are placed in descending rank order of highest mean to lowest mean. 
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(M=2.77, SD 1.047), Tour of the Kansas Technology Center (M = 2.66, SD 1.207), and Friends 

at the University/Community College or High School (M=2.56, SD = 1.166).  Also notable are 

the sources of information which resulted in low means such as an athletic advisor/coach 

(M=1.23, SD=.585) and articulation arrangement through a community college (M=1.22, 

SD=.531) indicating that these are not important sources of student awareness knowledge. 

As shown in Table 2, the five top items that influenced students to attend were:   

Reputation of the Four-Year Automotive Program (M=3.38, SD = .934), Kansas Technology 

Table 2 

Sources of influence for student decisions to attend four-year automotive programs.  N = 450 

 Sources of Influence Mean SD 
1. Reputation of the four-year automotive program 3.38 .934 
2. Kansas Technology Center automotive faculty 3.13 1.066 
3. Reputation of the university 2.99 1.047 
4. Parent(s)/relatives 2.71 1.110 
5. Campus visit 2.65 1.162 
6. Friends at university/community college/high school 2.47 1.206 
7. Community in which the university is located 2.10 1.074 
8. High school/community college teacher 2.05 1.220 
9. Alumni of the four-year automotive program 2.04 1.223 
10. Alumni of the university 1.96 1.128 
11. Reading University Catalog 1.84 .944 
12. Promotional materials 1.62 .792 
13. High school/community college counselor 1.59 .926 
14. Internet Web page of the four year program 1.56 .866 
15. University recruiters visiting my high school or community college 1.38 .723 
16. Admission office at this university 1.38 .703 
17. Student representative of the four-year program visiting my school 1.36 .762 
18. Four-year automotive faculty visiting my high school or community 

college 
1.31 .762 

19. Articulation arrangement through a community college 1.23 .584 
20. Athletic advisor/coach 1.18 .559 

Note: 1= Not at All, 2=Very Little, 3=Somewhat, 4=To a Great Extent 

Note: Items are placed in descending rank order of highest mean to lowest mean. 
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Center Automotive Faculty (M=3.13, SD = 1.066), Reputation of the University (M=2.99, SD = 

1.047), Parents and Relatives (M=2.71, SD = 1.11), and Campus Visit (M=2.65, SD=1.162).  

Once again, the two lowest sources of influence, athletic advisor/coach (M=1.23, SD=.584) and 

articulation arrangement through a community college (M=1.18, SD=.559) indicate that these are 

not important sources of influence for student decisions to attend four-year automotive programs. 

When a comparison is made between items that made students aware and items that 

influenced their decision to enroll and attend, it is evident that several items are similar (Table 3).  

Table 3 

Awareness and Influence Items Comparison 

 Aware Influence 
Sources of Awareness and Influence Mean SD Mean SD 

Reputation of the four-year automotive program 3.15 1.025 3.38 .934 
Kansas Technology Center automotive faculty   3.13 1.066 
Reputation of the university 2.77 1.047 2.99 1.047 
Tour of the Kansas Technology Center 2.66 1.207   
Friends at university/community college/high school 2.56 1.166 2.47 1.206 
Campus visit 2.47 1.143 2.65 1.162 
Parent(s)/relatives 2.31 1.113 2.71 1.110 
High school/community college teacher 2.18 1.223 2.05 1.220 
Community in which the university is located   2.10 1.074 
Alumni of the university 1.98 1.148 1.96 1.128 
Alumni of the four-year automotive program 1.94 1.194 2.04 1.223 
Reading University Catalog 1.91 .920 1.84 .944 
Promotional materials 1.85 .923 1.62 .792 
High school/community college counselor 1.66 .948 1.59 .926 
Internet Web page of the four year program 1.62 .930 1.56 .866 
University recruiters visiting my high school or community college 1.58 .913 1.38 .723 
Admission office at this university 1.38 .681 1.38 .703 
Student representative of the four-year program visiting my school 1.36 .758 1.36 .762 
Four-year automotive faculty visiting my high school or community 
college 

1.29 .679 1.31 .762 

Athletic advisor/coach 1.23 .585 1.18 .559 
Articulation arrangement through a community college 1.22 .531 1.23 .584 

Note: 1= Not at All, 2=Very Little, 3=Somewhat, 4=To a Great Extent 

Note: Items were ranked in descending order according to mean values in the awareness category 
to facilitate comparisons between sources of awareness and influence. 
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Some comparisons are not possible as three items were present in only one section of the survey. 

However, reputation of the Four-Year Automotive Program was the top item that both made 

students aware as well as influenced them to attend the program. The other top rated items 

included Reputation of the University, Friends, Campus Visit, followed by Parents and Relatives 

with the lowest rated items being athletic advisor/coach and articulation arrangement through a 

community college. 

Conclusions 

The purpose of this study was to discover the types of information and the sources of 

influence which are most important to students in the decision making process to enroll in a 4-

year automotive technology program.  Although the tenets of the study were accomplished, an 

ancillary finding showed that a comparison of the sources of student awareness and the sources 

of student influence yielded compelling evidence that what makes students aware of the 

automotive program and what influences them to attend these programs are quite similar.  These 

include: reputation of the automotive program; reputation of the university; friends at the 

university/community college/high school; campus visits, and; parents/relatives.  Other items 

that deserve attention are high school/college teacher; alumni of the university and alumni of the 

four-year automotive program. 

Recommendations and Implications 

Persons involved in automotive technology program recruitment should become familiar 

with the findings of this study.  In order to enhance student recruitment, specifically for four-year 

automotive technology programs, there are certain areas in which recruiters should focus their 

time and efforts. 
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Since reputation of the four-year automotive program was rated as the most important 

factor of both awareness and influence, additional attention should be placed upon strategies, 

which maintain, enhance, and promote program reputation.  The reputation of the automotive 

programs can be communicated to prospective students in different ways.  Examples may 

include but are not limited to:  (a) job placement statistics showing successful employment after 

program completion; (b) comparisons of employment opportunities within the program emphasis 

to other similar programs; (c) reputation of the program and potential career opportunities should 

be emphasized when faculty and/or admission office representatives visit high schools and 

community colleges, and; d) industry based awards, certifications and recognition such as that 

provided by the National Institute of Automotive Service Excellence. 

 Reputation of the university achieved the second highest mean in both areas of the 

survey.  Providing data on program completers (beyond just four-year automotive), percentage of 

freshman students retained and average length of time to complete a four-year degree should be 

provided to potential students.  Information addressing outside academic accreditation of the 

institution, independent peer ranking such as that collected by U.S. News and World Report, and 

community, state, or national recognition for teaching, service, or research could also be 

disseminated.  Reputation of institution, college of study, and program area or emphasis are 

findings supported by Clark (2004), Green and Greene (2002), and Atherton (2001). 

Campus visits are an integral part of the recruitment process to make students aware and 

influence them to attend a four-year automotive program.  It is recommended that prospective 

students be encouraged to make a campus visit, to look over the program firsthand, and meet 

program faculty.  Program faculty and university recruiters should cooperatively determine how 

best to facilitate these important first impression encounters.  Greene and Greene (2002) reported 
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on a student reflection on a particular college selection being based on his initial visit in which 

significant institutional effort was expended on helping the student find both program and 

emotional “fit” because of a great tour, a good interview, and a pleasant follow-up to include the 

admissions process. 

It is advised that recruiters continue to recognize the influence of friends in the 

recruitment process.  Lindsey (1980) found that friends had more influence over student 

decisions in the selection of an area vocational school than either parents or teachers and 

counselors.  As recruiters visit with prospective students, they should attempt to access them in 

social settings in which their friends are also present.  This may help to influence peer networks 

and ensure that information for future discussion or decisions is common knowledge rather than 

viewed as new or lacking initial peer acceptance.  "Students’ characteristics and behavior do 

influence other students’ behavior…recognizing the existence and understanding the nature of 

peer effects are important to understanding a variety of critical issues facing both higher and 

lower educational institutions" (Winston & Zimmerman, 2004, p.405). 

Recruiters need to continue to be aware of the influence that parents and relatives have 

over prospective students.  Parents were cited most often by all students as having the most 

influence on their plans, in a study conducted by Russell (1980) assessing the postsecondary 

plans and aspirations of a population of twelfth grade students.  While talking with students, they 

also need to communicate with the parents who may have an influence on prospective student 

decisions.  This may be achieved by letters, personal or home-based visits, telephone calls, and 

E-mail.  The emphasis in this area is that parents/relatives are not ignored during the recruitment 

process and providing information to these sources of influence may be equally important as 

providing the information to the prospective student.  The following statement made by Gray 
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(1997) emphasizes the importance of parents in the student decision-making process, “Ultimately 

parents must decide what is best for their child, and they deserve to know the facts….most will 

welcome the truth” (p.28).  Indeed, Goodwin and Kemerer (2002) state that parents matter most 

in the success of educational choices which affect their children.  As Greene & Greene (2002) 

found, parents of currently enrolled students can and do influence the parents of prospective 

students and, as has already been established, students who are currently attending have an affect 

on the views of their prospective peers. 

Vocational/technical programs (other than four year automotive programs) could benefit 

from this information as well.  Much of the recruitment literature comes from the university level 

and only focuses on academic programs.  Vocational and technical program recruiters may need 

to identify and utilize different approaches to the recruitment process than that currently used by 

academic program areas.  Other vocational and technical education teachers should pay 

particular attention to factors that students deem important to them in the recruitment process. 

Recommendations for Future Research 

The following recommendations are made for opportunities for future study: 

1. Research should be conducted on how to incorporate the reputation of the 

automotive program and career opportunities into formal student recruitment and 

program marketing plans.  Additionally, since reputation of the automotive program 

was ranked the highest, investigating what characteristics of program reputation are 

important to prospective students would be desirable to further understand this area 

of investigation. 

2. Additional studies should be initiated to determine if barriers exist that may be 

preventing students from attending a four-year automotive program and if so, what 
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are the types and nature of these barriers.  Included in this effort could be an 

investigation concerning if there are influences exerted upon student sources of 

information and decision-making related to other factors such as gender, 

socioeconomic status, educational attainment of parents, traditional vs. non-

traditional status, age, etc. 

3. Finally, a more in-depth study using qualitative methods may reveal data providing 

valuable insights into the dynamics of those sources of both student awareness and 

influence that affect student decision to access four-year automotive programs as 

well as other similar programs. 
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Abstract 

Forty-four elementary teachers in an urban school district were surveyed in order to (1) 

document teacher perceptions of various contextual factors in a school system undergoing large-

scale science teaching reform, and (2) investigate the statistical relationships between teacher 

perceptions of the greater context of reform teaching and teacher perceptions of student and 

teacher outcomes. Correlation and regression analyses showed that both preparation time and 

opportunities for idea sharing helped explain changes in teacher confidence and student science 

interest; also, administrative support helped explain variations in time spent on teaching and 

teacher interest in science teaching. Many of the teachers’ perceptions of the context of urban 

science reform were positive, although certain contextual problems were identified: some 

teachers had not been trained on the new curriculum, some teachers had not adopted the new 

curriculum, science kits were in need of restocking, and some teachers did not appear to be 

situated in a generally supportive local teaching context. 
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Introduction 

To promote deep conceptual understanding, science skill development, and positive attitudes 

toward science, it is recommended that science teaching and learning should be focused on the 

use of scientific reasoning and experimental procedures to investigate real-life phenomena 

(American Association for the Advancement of Science, 1994; National Research Council, 

1996).  Such “reform-based” instruction, however, can be the equivalent of a white-knuckle 

expedition through choppy waters, as many different factors can (and do) challenge the 

effectiveness with which teachers are able to implement a hands-on curriculum. To keep reform 

teaching smooth and on-course, science equipment and materials must be readily available, 

administrators must be willing to support science teaching reform efforts, assessments must be 

adjusted to meet the new goals of curricular reform, and ongoing professional development must 

be provided for the teachers involved (Bybee, 1995). These types of contextual supports are 

necessary components of successful educational reform because of the reality that education is a 

complex interaction of teachers, students, administrators, parents, school environment, 

curriculum, and materials – and therefore shortfalls or problems in any of these areas can have 

pronounced effects on the instruction that occurs in teachers’ classrooms. 

Despite the inarguable influence of various contextual factors on science teaching and 

learning, there is still one key player that that has an immediate, overwhelming influence on the 

day-to-day details of curriculum implementation: the classroom teacher. While certainly 

constrained by classroom space, available equipment, the “assigned” curriculum, and 

administrative guidelines, the teacher is nonetheless relatively free to modify, adapt, improve, 

experiment, and motivate.  
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The way in which a given curriculum is interpreted, tinkered with, and (ultimately) 

implemented is not arbitrary, of course. Keys and Bryan (2001) firmly attribute such 

modifications/adaptations to the teacher’s own thoughts and opinions, as embodied in their 

conclusion that “curriculum reforms, however well meaning, are shaped and altered by teachers’ 

beliefs and understandings of the local context” (p. 635). Restated, Keys and Bryan are making 

the point that the notion of a “teacher-proof” curriculum is unrealistic; the way in which a given 

curriculum is enacted will necessarily vary − based on teachers’ individual beliefs and 

perceptions related to teaching, learning, and the instructional environment. Consequently, given 

the teacher’s prominent role in curriculum implementation, classroom teachers are necessarily at 

the heart of educational reform (Bybee, 1993; Lumpe, Czerniak, & Haney, 1999). Administrators 

and other stakeholders concerned with engineering a sweeping, effective, sustainable reform 

must be concerned with teacher perceptions in the district(s) in which reform is being attempted. 

One example of a high-profile school system that has recently attempted to engineer 

systemwide reform is the Baltimore City Public School System (or BCPSS), the system that is 

the focus of this study. Three years ago, the BCPSS adopted a hands-on science curriculum for 

all elementary classrooms in the system, and the reform efforts have now reached a point where 

research is needed to document the teacher perceptions related to those the efforts. For this 

reason, the authors approached the BCPSS for the purpose of collecting data on: (a) teacher 

perceptions of the greater educational context of the BCPSS, to determine whether conditions are 

adequate to sustain the systemwide reform that has been attempted, and (b) relationships between 

contextual factors and student and teacher outcomes. 

In this study, the following research questions were formulated to assess teacher perceptions 

of context and the relationships between context and outcomes: 
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• How do the teachers perceive the greater educational context of their hands-on science 

teaching? 

• What relationships exist between the perceptions of the teachers’ greater educational 

context, student learning, and changes in the teachers’ practices and attitudes? 

Different aspects of the teachers’ educational context include administrative support, availability 

of materials, professional development in the school system, time available for planning and peer 

discussions, and a host of other factors. 

Ultimately, there are two goals of the present research. The first goal is to provide teacher 

perception information to the BCPSS so that it can target specific contextual problems that might 

hamper the system’s ongoing science reform efforts. The second goal is to document for the 

larger science education community the teacher perceptions of context, as well as the 

relationships between perceptions of contextual factors and outcomes, that are found in an urban 

school district attempting to reform its elementary-level science instruction. 

Conceptual Framework and Prior Research 

Although teacher practices, the greater context of teaching, and teacher attitudes and beliefs 

are inherently interconnected, for the sake of this paper we draw lines of separation between 

these three conceptual categories. Teacher practices are the actions and utterances that constitute 

the act of teaching. Teacher beliefs and attitudes are those affective stances and cognitive models 

that teachers possess with respect to teaching, learning, knowledge, science, their teaching 

environment, and so forth. The greater educational context is the large amalgam of factors and 

influences (outside the teacher) that affect teacher practice; this greater context includes the 

curriculum, the students, school culture, family support, and the district and state policy 

environment (Knapp, 1997). 
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A number of contextual factors have a significant impact on science teaching reform. Motz 

(1997) argues that, for science teaching reform to be effective and sustainable, certain contextual 

conditions must exist; these conditions include allocating the necessary teaching-hours to the 

reform curriculum, appropriate district budgeting, and an ongoing staff development program. 

Many of these issues are echoed by St. John, Century, Tibbitts, and Heenin (1984), who argue 

that a plan for successful science teaching reform must address the following questions: Is there 

appropriate vision and leadership? Is there appropriate professional support? Is there appropriate 

curricular and logistical support?  Is there appropriate political and financial support? If these 

questions can be answered positively, then the plan for teaching reform has the strong potential 

to be long-reaching and sustainable. 

Much of what we know about the factors that support or hinder science teaching reform are 

derived from educators’ reflections on reform efforts that were briefly successful, and then 

abandoned − such as the relatively short-lived science-as-process teaching reforms from the 

1960s and 1970s, which gave rise to such curricula as Elementary Science Studies (McGraw-

Hill, 1968) and Science – A Process Approach (American Association for the Advancement of 

Science, 1963-1975). In these early reform efforts, teachers perceived many classroom-level 

challenges relating to reform teaching: assessment issues, equipment availability, safety, class 

management, and a focus on “basics” (Welch, Klopfer, Aikenhead, & Robinson, 1981). 

Unsurprisingly, many of these obstacles to science teaching reform are still in existence today. 

One such example is the case study by Keys and Kennedy (1999) of the science teaching of a 

practicing elementary teacher; the researchers found that challenges to the teacher’s inquiry-

based teaching included a lack of time, practical difficulties associated with the management and 

implementation of inquiry (e.g., turning student questions back over to the students), and the 
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general constraint that some district-mandated concept standards are too abstract, and therefore 

cannot be taught through reform (inquiry) approaches. 

Setting 

The public school system chosen for this study was the Baltimore City Public School System 

(BCPSS). This urban school system contains 184 schools, 116 of which serve students in grades 

PreK-5. The population of the city of Baltimore is approximately 600,000. For the 2003-2004 

academic year, ethnic demographics in the BCPSS were as follows: 87.2% African American, 

11.2% Caucasian, 0.6% Asian, 0.6% Hispanic, and 0.4% American Indian. A majority of the 

families living in the area are economically disadvantaged, which is reflected in the high 

percentage (66.1%) of enrolled students who were eligible for free or reduced price meals during 

the year the study was conducted. 

In an effort to bolster student learning, the system recently adopted the DiscoveryWorks 

book series (Badders, Bethel, Fu, Peck, Sumners, & Valentino, 2000) for use by all elementary 

level students. These curricula include modularized instruction in physical science, earth science, 

and life science. DiscoveryWorks activities consist primarily of hands-on activities that 

emphasize inquiry and investigation. It was hoped that the inquiry-based teaching style 

employed in the curricula would improve student retention of content and improve critical 

thinking skills. 

In the BCPSS, science and social studies are taught in alternating 3-week blocks. Science is 

taught for 3 weeks, then social studies is taught for 3 weeks, then science is taught for another 3 

weeks, and so on. During each science block, science is typically taught 3 days per week, one 

hour per day, for a total of 3 hours of science per week. 
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Methods 

Data Collection 

The BCPSS adopted the DiscoveryWorks (DW) curriculum as the official elementary level 

curriculum in 2001-2002. In 2002, we approached the BCPSS about conducting a survey on 

elementary teachers’ perceptions of the greater context of urban science teaching – especially as 

it related to the implementation of the reform-based DW curriculum. BCPSS administrators 

agreed that the systemwide implementation of DW had reached a point where research on 

teacher perceptions would provide valuable feedback and data for the school system, and so the 

elementary science leaders and the BCPSS research office tentatively allowed the project to 

proceed. The final approval of the project came in the Fall of 2003, and our data was collected 

(via an on-line survey) in the Spring of 2004. 

Generating the survey. Before adopting the DW curriculum, the BCPSS used an in-house 

elementary science curriculum (STARS) that had been collaboratively developed by teachers, 

administrators, and faculty from neighboring universities. A survey had been developed (Ukens, 

1994) to evaluate the implementation and outcomes of the STARS curriculum project. We used 

the STARS survey as a starting point for our DW teacher perceptions survey, which was then 

significantly modified in order to meet the goals of this research project. 

To ensure that the DW survey was appropriate and useful, our initial modifications to the 

survey were submitted to the BCPSS elementary science leaders for their feedback. Their 

feedback was then incorporated into the survey, with slight modifications. This process 

continued until all parties were in full support of the exact nature and content of the survey. 

Survey overview. The entrance page to the DW on-line survey asked the elementary teachers 

whether they had been using the DW curriculum. If teachers responded that they had been using 
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DW, they were passed on to the main body of the survey. If teachers responded that they had not 

been using DW, they were asked the name of the science curriculum that they had been using 

instead; the non-users of DW did not fill out the main body of the survey. 

The 41-item DW teacher perceptions survey was broken into four sections: 

• Personal Data: Respondents provided data on their years of teaching experience, their 

grade level taught, the number of DW units that they teach every year, and the percentage 

of each DW unit typically covered; 

• Factors Affecting Implementation: Respondents used a Likert scale (strongly agree, 

agree, neutral, disagree, strongly disagree) to indicate the degree to which they agreed or 

disagreed with assertions relating to contextual factors and their beliefs about science 

teaching and the DW curriculum; 

• Changes in Classroom Practice and Professional Development: Respondents used a 

Likert scale (increased substantially, increased a little, stayed about the same, decreased a 

little, decreased substantially) to indicate how their classroom practice, student outcomes, 

and professional development had changed since the teachers began using the DW 

curriculum; and 

• Free Response:  Respondents could include additional thoughts or comments about DW-

based science teaching in the BCPSS. 

For the purposes of analysis (see below), the multiple-choice survey questions were re-

grouped into four conceptual categories. The survey, with conceptual groupings, can be found in 

the Appendix. 

Recruiting survey respondents. To make elementary teachers aware of the DW teacher 

perceptions survey, information packets were sent to each elementary level principal within the 
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BCPSS. These packets contained: (a) a letter that described the purpose of the research project, 

(b) informational flyers about the on-line survey for each elementary teacher in the school, and 

(c) a letter of support for the project from the BCPSS elementary science leaders and office of 

research.  

Participants. In the Spring of 2004, the DW teacher perceptions survey appeared on-line for 

approximately 6 weeks. During that time, 51 elementary teachers responded to the survey. Of 

those, 44 stated that they used the DW curriculum in their classrooms. Six of the 7 non-users of 

DW did teach science, but not with the DW curriculum. The last responding elementary teacher 

did not teach science at all. Since this project was specifically directed at teacher perceptions 

related to DW implementation, only those responses from the 44 DW users were analyzed.  

Data Analysis 

Conceptual grouping of survey questions. As originally implemented, certain sections of the 

on-line survey contained a mixture of items pertaining to teacher beliefs, student learning, 

classroom practice, and various contextual factors. For the purpose of effectively investigating 

and answering our research questions, all 41 survey items were conceptually re-grouped into four 

different categories: (1) personal data (items P1 through P4), (2) items pertaining to teacher 

beliefs and knowledge (items T1 and T2), (3) items pertaining to the greater context of science 

teaching (items C1 through C19), and (4) items pertaining to student and teacher outcomes 

(items OC1 through OC15).  The survey, with groupings, can be found in the Appendix. This re-

grouping is in alignment with our conceptual framework, which makes a distinction between 

teacher beliefs/knowledge and the greater context of science teaching. 

Internal consistency of the on-line survey. Responses to survey items were assigned 

numerical values as follows. For items C1 through C19 and OC1 through OC3, “strongly” 
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disagree” was assigned a value of 1, “disagree” was assigned a value of 2, “neutral” was 

assigned a value of 3, “agree” was assigned a value of 4, and “strongly agree” was assigned a 

value of 5. Similarly, for items OC 4 thorough OC 15, “decreased substantially” was assigned a 

value of 1, “decreased a little” was assigned a value of 2, “stayed about the same” was assigned a 

value of 3, “increased a little” was assigned a value of 4, and “increased substantially” was 

assigned a value of 5. 

Once all data had been collected, the internal consistencies for the contextual and outcomes 

groupings were calculated. Cronbach’s alpha for the 20-item contextual factor grouping (with 

item C18 reverse-scored) was .89. Cronbach’s alpha for the 15-item outcome grouping (with 

item OC2 reverse-scored) was .81. 

Measuring teacher perceptions of the greater context of science teaching. To determine the 

teachers’ overall perception of the greater context of science teaching in the BCPSS, we tallied 

the distribution of teacher responses to survey items C1 through C19 (i.e., the context grouping). 

“Strongly agree” and “agree” responses were collapsed into a single “agree” response, and 

“disagree” and “strongly disagree” responses were collapsed into a single “disagree” response. 

Measuring the relationships between various contextual factors. For the sake of 

completeness, the on-line survey contained 19 separate items that were context-related (items C1 

through C19); however, to reduce the large volume of data generated by the survey and keep our 

analysis focused, the authors and BCPSS personnel were most interested in investigating the 

interrelationships between textbook availability (C1), the degree to which activities work as 

intended (C3), the availability of supplies and equipment (C6), parental support (C9), time for 

teacher planning and preparation (C11), administrative support (C12, C13, C14), professional 
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development (C15), and the sharing of ideas between teachers (C16). Relationships between 

these contextual factors were established by correlating these factors with one another. 

Measuring the relationships between contextual factors and student and teacher outcomes. 

Although the survey assessed teacher perception of 15 separate outcomes (items OC1 through 

OC15), it was determined by the authors and BCPSS personnel – again, for the sake of data 

reduction and the need to keep our analysis focused − that certain outcomes would be more 

interesting and productive to analyze than others. Those outcomes were determined to be student 

learning (OC1), teacher interest in science teaching (OC6), student interest in science (OC7), 

classroom time devoted to science teaching (OC8), teacher knowledge of science concepts 

(OC11), and teacher confidence in his/her own science teaching (OC12). 

Our method for establishing the relationships between certain contextual factors and the 

student and teacher outcomes was to correlate all contextual factors with each outcome, and then 

perform a stepwise linear regression analysis using the significantly correlating subset of 

contextual factors on that outcome. However, to prevent the regression analyses from becoming 

diluted with an overabundance of contextual factors, which might occur if all 19 contextual 

factors were utilized in the correlation/regression analyses, the large number of curriculum and 

administration items was reduced by calculating representative values for these items. Responses 

to the numerous curriculum items were transformed into a single representative “curriculum” 

response by averaging each teacher’s responses to items C2, C3, C4, C5, C7, C8, and C10; 

likewise, responses to the different administrative items were transformed into a single 

representative “administrative support” response by averaging each teacher’s responses to items 

C12, C13, and C14.  In this manner, the set of 19 possible contextual factors was reduced to 11 
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factors (items C1, C6, C9, C11, C15 through C19, and the representative administrative support 

and curriculum responses) for use in the correlation/regression analyses. 

Results 

Results are broken into three sections: general information about the survey respondents, 

teacher perceptions of greater context of science teaching in the BCPSS, and relationships 

between contextual factors and outcomes. 

General Information about the Survey Respondents 

Teaching experience and grade level of responding elementary teachers.  Thirty-nine percent 

of responding teachers (17 out of 44) had less than five years of teaching experience, 18% (8 out 

of 44) had between 5 and 8 years of teaching experience, and the remaining 43% (19 out of 44) 

had 9 or more years of teaching experience.  Fifty-two percent of responding teachers (23 out of 

44) were kindergarten, first, or second grade teachers, and the remaining 48% (21 out of 44) 

were third, fourth, or fifth grade teachers. 

Teacher beliefs and knowledge. All 44 responding teachers agreed or strongly agreed with 

item T1: “Children need a hands-on science program”. To assess their background knowledge in 

science, teachers were asked to rate the extent to which they agreed with item T2: “Before 

teaching DW, I had adequate content knowledge to effectively teach the lessons and activities”. 

Fifty-five percent of the responding teachers (24 out of 44) agreed or strongly agreed with this 

statement, 25% (11 out of 44) were neutral, and the remaining 20% (9 out of 44) disagreed or 

strongly disagreed with this statement.   

Teacher Perceptions of the Greater Context of Science Teaching 

Over 75% of teachers were in agreement (either responding “strongly agree” or “agree”) with 

items focusing on the ease of use, readability, and appropriateness of the written DW curriculum 

2007 HICE Proceedings 
Page 4977



RUNNING HEAD:  Perceptions of the context/outcomes of hands-on science teaching 

 

15

(items C2, C3, C4, C5, C7, C8, C10). At the same time, 57% of teachers (25 out of 44) were in 

agreement with item C18: “I frequently modify DW lessons because the lesson would not work 

or would not be feasible to complete in my classroom as written”. Responses to all other 

contextual items are summarized in Table 1. 

-------------------------------------------------------------------------------------------------------------- 

Table 1 goes about here 

--------------------------------------------------------------------------------------------------------------- 

Relationships between Teacher Perceptions of Different Contextual Factors 

Correlations between the contextual factors of interest (outlined above) are presented in 

Table 2. 

-------------------------------------------------------------------------------------------------------------- 

Table 2 goes about here 

--------------------------------------------------------------------------------------------------------------- 

Relationships between Teacher Perceptions of Context and Student and Teacher Outcomes 

The factors that had a statistically significant correlation with student learning (item OC1) 

were the curriculum (measured by the average response to the curriculum survey items, as 

described above; r = .56, p < .01), administrative support (measured by the average response to 

the administrative support survey items, as described above; r = .45, p < .01), the availability of 

materials and supplies (item C6; r = .31, p < .05), parental support (item C9; r = .54, p < .01), 

professional development (item C15; r = .43, p < .01), and the sharing of ideas with other 

teachers (item C16; r = .34, p < .05). The result of the stepwise regression of these factors on 

student learning is shown in Table 3.  
 
-------------------------------------------------------------------------------------------------------------- 

Table 3 goes about here 

--------------------------------------------------------------------------------------------------------------- 
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The factors that had a statistically significant correlation with teacher interest in the teaching 

of science (item OC6) were administrative support (r = .50, p < .01), the availability of materials 

and supplies (item C6; r = .36, p < .05), and the sharing of teaching ideas with other teachers 

(item C16; r = .49, p < .01). The result of the stepwise regression of these factors on teacher 

interest is shown in Table 4. 
-------------------------------------------------------------------------------------------------------------- 

Table 4 goes about here 

--------------------------------------------------------------------------------------------------------------- 

The factors that had a statistically significant correlation with student interest in science (item 

OC7) were administrative support (r = .40, p < .01), parental support (item C9; r = .49, p < .01), 

time for planning and preparing (item C11; r = .32, p < .05), professional development (item 

C15; r = .34, p < .05), and the sharing of teaching ideas with other teachers (item C16; r = .54, p 

< .01). The result of the stepwise regression of these factors on student interest is shown in Table 

5. 

-------------------------------------------------------------------------------------------------------------- 

Table 5 goes about here 

--------------------------------------------------------------------------------------------------------------- 

The factors that had a statistically significant correlation with time spent on science teaching 

(item OC8) were the curriculum (r = .35, p < .05), administrative support (r = .43, p < .01), the 

availability of materials and supplies (item C6; r = .31, p < .05), and parental support (item C9; r 

= .41, p < .01). The result of the stepwise regression of these factors on time spent on science 

teaching is shown in Table 6. 

-------------------------------------------------------------------------------------------------------------- 

Table 6 goes about here 
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--------------------------------------------------------------------------------------------------------------- 

The factors that had a statistically significant correlation with teacher content knowledge 

(item OC14) were administrative support (r = .30, p < .05), time for planning and preparing 

(item C11; r = .34, p < .05), and the sharing of teaching ideas with other teachers (item C16; r = 

.41, p < .01). The result of the stepwise regression of these factors on teacher content knowledge 

is shown in Table 7. 

-------------------------------------------------------------------------------------------------------------- 

Table 7 goes about here 

--------------------------------------------------------------------------------------------------------------- 

The factors that had a statistically significant correlation with teacher confidence in his/her 

own science teaching (item OC15) were the curriculum (r = .31, p < .05), administrative support 

(r = .43, p < .01), time for planning and preparing (item C11; r = .51, p < .01), the sharing of 

teaching ideas with other teachers (item C16; r = .50, p < .01), and classroom noise (item C19; r 

= 32, p < .05). The result of the stepwise regression of these factors on teacher confidence is 

shown in Table 8. 

-------------------------------------------------------------------------------------------------------------- 

Table 8 goes about here 

--------------------------------------------------------------------------------------------------------------- 

Discussion 
 

All 44 teachers using the DW curriculum responded that textbooks are readily available, 

which indicates that the BCPSS has done an effective job in supplying its elementary classrooms 

with texts. Also, as illustrated by the fact that 75% or more of the teachers responded positively 

to many of the curriculum-related survey items, teachers were generally happy with the use, 
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readability, and appropriateness of the DW curriculum – although these responses are 

counterbalanced by the fact that 57% of teachers (25 out of 44) regularly felt the need to modify 

activities because they wouldn’t quite work as written. This suggests that the DW curriculum is 

clearly written and well-organized, but perhaps the activity content and activity structure 

occasionally need fine-tuning − at least as perceived by the majority of teachers. 

Teacher perceptions were decidedly mixed on the availability of equipment and supplies, as 

45% of teachers (20 out of 44) fell into the neutral or disagreement category in their perception 

of whether there are enough materials and equipment to implement DW effectively. Similar 

results were found for planning and preparation time, with 52% of teachers (23 out of 44) 

responding neutrally or negatively toward the assertion that teachers have adequate time to plan 

and prepare. That the teachers would perceive a need for improved restocking procedures is 

fairly unsurprising, since science kit restocking is one of the known “perennial problems” of 

elementary science reform (Knapp, 1997, p. 239) − a problem, in fact, that was mentioned 

explicitly by four of the teachers in their free response comments. An equipment problem could 

conceivably lead to teachers abandoning a hands-on curriculum such as DW in favor of a 

curriculum less reliant on materials, and so the importance of equipment restocking as a crucial 

contextual support is one that cannot be overemphasized; the need for updated and refilled 

science kits is an action item that should be high on the to-do list for any reform effort, and a 

school system runs the risk of ignoring equipment restocking at the possible expense of the 

sustainability of their systemwide reforms. The other issue, the lack of sufficient planning and 

preparation time, has long been a contextual mainstay of the teaching profession – and is only 

unique in the sense that it is one of the few contextual factors in this study that is not science-

specific. 
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The most striking variation in teacher perceptions related to context can be seen in the 

distribution of teacher responses with respect to administrative support, parental support, and 

professional development. Thirty percent of teachers disagreed with the notion that their school 

administration demonstrates a high priority for science, and 25% did not perceive the central 

administration to be supportive of DW. Over half of the teachers held a neutral perception 

concerning parental support, with 23% disagreeing that parents supported the DW curriculum. 

The array of responses most closely approaching a bimodal distribution is found in the 

professional development item, with 59% of teachers verifying that they had been trained on the 

DW curriculum and 39% indicating that they had not been provided any DW-specific training. 

The parental support result is difficult to interpret, because the survey does not contain a 

comparative item relating to parental support for other subjects − and so the teacher responses do 

not help us to determine whether parental support for DW is a problem specific to this hands-on 

science curriculum, or is more reflective of parental support in general. 

There were likely a number of different reasons why certain teachers perceived a lack of 

administrative support for the DW curriculum, one aspect of which could be the fact that − not 

unlike many other urban school systems − the BCPSS tends to concentrate more on mathematics 

and language/reading than on science. An upcoming event that will likely impact the BCPSS 

administration’s focus on science is the state’s intention to officially assess science learning at all 

levels beginning in 2007. At that time, the extent, nature, and tone of BCPSS support for 

elementary science teaching may change – although whether administrative support driven by 

testing will have positive or negative effects on science reform is difficult to predict. In other 

school systems, for example, test-driven science reforms have had negative impacts on teachers’ 

professionalism and teacher-student relationships (Settlage & Meadows, 2002). 
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A more immediate concern for the BCPSS is that over one-third of the survey respondents 

had not yet received professional development specifically related to DW, the official science 

curriculum. Given the established connection between curriculum-specific professional 

development, changes in teacher beliefs and practice, and the success of reform, an increase in 

curriculum-related training would be a logical step toward improving the potential for sustained 

educational change in the system. 

On the general subject of DW adoption, one bit of data that deserves to be restated and 

emphasized is that, of the 51 teachers who originally responded to the survey, only 44 were 

actually using the district-mandated DW curriculum; six of the 51 (12%) used a different science 

curriculum, and 1 of the 51 (2%) did not teach science at all. This marks an area in need of 

improvement in the system, since the use of DW in 100% of classrooms is the administrative 

goal. Regardless, these percentages allow us some practical insight into the percentage of 

classrooms that end up adopting a mandated curriculum as the result of a systemwide reform 

effort. 

The correlations between contextual factors, which are presented in Table 2, point to a 

number of interesting interrelationships in the greater educational context of urban science 

teaching. We highlight the most notable results by focusing on those statistically significant 

correlations that are .50 or higher. The correlation between items C3 and C6 reinforces what we 

already know about effective reform-based science teaching – that science activities work 

properly when there are sufficient materials available. The correlation between various teacher 

perceptions with administrative support may provide additional insight as to why teachers do or 

do not perceive the administration to be supportive. The correlations link the availability of 

materials, opportunities for sharing ideas with other teachers, and professional development with 
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administrative support, all of which make a good deal of sense from the perspective of a 

practicing teacher; an indicator of explicit administrative support for a curriculum would include 

ongoing maintenance of that curriculum, as demonstrated by the devotion of money and effort 

toward equipment updates, peer mentoring, and continuous professional development. Other 

correlations point to interesting and important variations in perceptions of the greater context of 

teaching, such as the correlation between items C6 and C11, which indicates that teachers who 

perceive an availability of materials tend to feel that they also have sufficient time to prepare, 

whereas teachers who perceive a lack of materials tend to feel that their preparation time is less 

sufficient. This paints a picture where certain teachers appear to be in a generally supportive 

teaching context, whereas others seem to lack this contextual support. In this light, one goal of 

the system administration might be to provide guidance and support for the various elementary 

schools such that the local contexts can be made more uniform across the system, which would 

hopefully drive all teacher perceptions in a more positive direction. 

Perhaps the most interesting results from this study are the links between particular 

contextual factors and perceived student and teacher outcomes. One example is the relationship 

between teacher perceptions of the curriculum and teacher perceptions of student learning − a 

relationship that is more complicated than it first appears. Since all 44 survey respondents are 

using the same curriculum (DW), albeit at different grade levels, one might wonder why 

perceptions of curriculum quality would vary from teacher to teacher. One possibility is that the 

DW curriculum varies significantly in quality by grade level or by unit, in which case an 

unevenness in curriculum quality would explain the perceived differences in learning. Another 

possibility is that teachers’ ratings of the curriculum and student outcomes are influenced by 

their own beliefs about science teaching and learning; for example, those teachers who agree 

2007 HICE Proceedings 
Page 4984



RUNNING HEAD:  Perceptions of the context/outcomes of hands-on science teaching 

 

22

with the philosophy of the curriculum might perceive greater increases in student learning 

(whether or not they exist) as compared to those teachers who disagree with the curriculum 

philosophy. Determining the base explanation behind the relationship between curriculum 

perceptions and outcome perceptions is a non-trivial task that deserves further study. 

Examining the other regression analyses, a key result is that the sharing of instructional ideas 

between teachers contributed significantly to the variance in three separate outcomes: perceived 

changes in student science interest, perceived changes in teacher content knowledge, and 

perceived changes in teachers’ confidence toward their own science teaching. The prominence of 

idea sharing in these regression results gives credence to the notion that establishing a teacher 

mentoring and support network is a vital aspect of science reform. Planning and preparation time 

is yet another factor that contributes significantly to variance in perceived changes in teacher 

confidence and student science interest. One could imagine that teachers with adequate planning 

would be in a better position to provide students with a productive and interesting science 

experience, and would also tend to feel more positively about the flow, focus, and effectiveness 

of their own teaching practices. The statistical link between administrative support and perceived 

changes in both teacher interest in science teaching and time spent on science teaching suggests 

that the administration’s visibility and helpfulness in the process of reform is not to be dismissed, 

as it appears that teacher perceptions of local and administrative support – as one might expect − 

can have a significant impact on teacher beliefs and classroom practice. 

Conclusion 

Each time another urban school system attempts large-scale science teaching reform, there is 

always the danger that the system lacks the contextual supports that are necessary for successful, 

sustainable changes in educational practice. One of the least effective methods of implementing 
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systemic change is the “hope” approach − where the school system adopts a new reform-based 

curriculum, purchases equipment and books, trains teachers, and then hopes for the best (St. 

John, Century, Tibbitts, & Heenin, 1984). The proponents and engineers of change must instead 

focus not only on immediate practical necessities such as supplies and professional development, 

but must also focus on issues such as school culture, family involvement, and ongoing 

administrative guidance − for only by recognizing and addressing the complex relationships 

between greater context, teacher beliefs, and classroom practice do long-term changes in science 

teaching and learning become a reasonable possibility. 

One purpose of the present study was to conduct basic research on the statistical relationships 

between teacher perceptions of the greater context of science teaching and teacher perceptions of 

various outcomes. It was found, for instance, that both planning time and the sharing of teaching 

ideas have strong links to changes in teacher confidence and changes in student science interest. 

Another result is that perceived administrative support helped to explain a significant amount of 

variance in both time spent on teaching and teacher interest in science teaching. Results such as 

these are meaningful and relevant because they reinforce the fact that contextual supports are 

important aspects of education that have a direct impact on teacher/student outcomes; 

additionally, these results provide insight into the particular types of contextual factors that have 

the greatest impact. 

Another purpose of the present study, a purpose that was driven by our desire to provide 

practical services for schools, was to identify a neighboring urban school system in the midst of 

reform, document teacher perceptions of contextual supports in that system, and share those 

results with system administrators − so that previously unknown problems of teacher perception 

might be identified and addressed before they become hulking obstacles that slow or stop the 
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science reform process. Despite this purpose, much of what was discovered in our investigation 

of the current state of BCPSS reform is quite positive. Classrooms are well-stocked with texts, 

the vast majority of teachers perceive the newly adopted curriculum to be well-organized and 

easy to use, and a full 100% of teachers surveyed believe that a hands-on curriculum is the best 

type of science curriculum for their students. However, there are also a handful of problems that 

could derail the process of reform if they go unchecked. These problems include the existence of 

a significant population of teachers who have not yet been trained on the new curriculum, a 

smaller population of teachers who have not yet adopted the new curriculum, a pressing need for 

the restocking of DW science kits, and notable differences across teachers in terms of their 

perceptions of administrative support and available supplies. We have shared our project results 

with BCPSS science leaders and administrators so that the above problems can begin to be 

addressed.  

The final purpose of this study follows directly from the last. In addition to sharing the 

project results directly with the BCPSS, an underlying purpose was to share the results of our 

investigation with administrators and classroom teachers in other school systems. As there is no 

reason to think that the BCPSS is exotic or unique in its chosen plan for reform, the perception-

related problems that we have identified with science reform in the BCPSS can serve as advance 

warnings for other urban school systems considering similar reforms. One thing that will never 

change is that the road to sustained educational reform is an overwhelming journey fraught with 

challenges, and that the agents of reform need support and information from all sides for their 

efforts to be successful. 
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Appendix 

DiscoveryWorks Teacher Perceptions Questionnaire: Survey Items, by Conceptual Grouping 

Throughout this questionnaire, the abbreviation “DW” stands for DiscoveryWorks.   
 

Personal data. 

P1. How many years of teaching experience do you have? 
a.  this is my first year     b.  2 to 4     c.  5 to 8     d.  9 to 20    e.  more than 20 
 
P2. What is your current grade level?  (Leave this item blank if you teach K) 
a.  1st   b.  2nd   c.  3rd   d.  4th    e. 5th 
 
P3. How many different DW units do you typically teach per year? 
a.  one   b.  two   c.  three   d.  four or more   e.  none 
 
P4. In a typical DW unit, what percentage of the lessons/activities do you typically                                                                
cover with your class? 
a.  about 10%   b.  about 25%   c.  about 50%   d.  about 75%   e.  about 100% 
 

Items pertaining to teacher beliefs and knowledge. 

T1. Children need a hands-on science program. 
T2. Before I began teaching DW, I had adequate content knowledge to effectively teach the lessons and 
activities. 
 

Items pertaining to the greater context of science teaching. 

The following scale was used to respond to items C1 through C15. 
 

A B C D E 
Strongly Disagree Disagree Neutral Agree Strongly Agree 

 
C1. DW textbooks are readily available in my classroom. 
C2. DW texts and lessons are written clearly. 
C3. DW activities work as intended. 
C4. DW units are appropriate for my students. 
C5. DW materials and supplies are easy to use. 
C6. I have sufficient materials and supplies to implement DW lessons. 
C7. The DW lesson structure is easy for teachers to follow. 
C8. The DW lesson structure is easy for students to follow. 
C9. Parents are supportive of the DW curriculum. 
C10. DW makes the role of the teacher clear as the students conduct the activities. 
C11. I have adequate time to plan and prepare for instructional activities related to DW. 
C12. My school administration demonstrates a high priority for science. 
C13. My school administration has a clear understanding of how DW should be implemented. 
C14. The central administration actively supports the DW curriculum. 
C15. I have received professional development training specifically for DW. 
C16. I have had the opportunity to share teaching ideas about DW with other teachers. 
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C17. I frequently modify DW lessons to meet the needs of diverse learners. 
C18. I frequently modify DW lessons because the lesson would not work or would not be feasible to 
complete in my classroom as written. 
C19. The noise level in my classroom is higher during DW lessons than during other parts of the day. 
 

Items pertaining to student and teacher outcomes. 

 The following scale was used to respond to items OC1 through OC3. 
 

A B C D E 
Strongly Disagree Disagree Neutral Agree Strongly Agree 

 
OC1. DW makes a difference in student learning. 
OC2. My current understanding of DW science content could be improved. 
OC3. I have fewer discipline problems occurring during DW lessons than during other parts of the day. 
 
The following scale was used to respond to items OC4 through OC15.   
 

A B C D E 
Increased 

Substantially 
Increased a Little Stayed About the 

Same 
Decreased a 

Little 
Decreased 

Substantially 
 
OC4.  The average number of professional conferences (Maryland Association of Science Teachers, 
National Science Teachers Association, etc) in science education I attend per year has: 
OC5.  The number of hands-on science activities in my class has: 
OC6.  My own personal interest in teaching science has: 
OC7.  My students’ interest in science as taught in school has: 
OC8.  The amount of time I devote to teaching science has: 
OC9.  The amount of time a visitor in my class would observe students doing science activities without 
my help has: 
OC10.  My involvement in science education outside of teaching DW (ex: science fairs, field trips, etc) 
has: 
OC11.  The number of times that student questions have led to student investigations has: 
OC12.  My use of cooperative learning as a teaching style has: 
OC13.  The amount of funds I have been able to obtain to teach science has: 
OC14.  My knowledge of science concepts has: 
OC15.  My confidence in teaching science has: 
 
 

Free response. 

F1. Please enter any other thoughts or comments you have about your experiences using the 
DiscoveryWorks curriculum. 
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Table 1 

Response Distributions for Particular Context-related Survey Items 

Survey Item Agree Neutral Disagree 
 
DW textbooks are readily available in my classroom. 

 
44 

 
0 

 
0 

 
I have sufficient materials and supplies to implement DW 
lessons. 

 
24 

 
8 

 
12 

 
Parents are supportive of the DW curriculum. 

 
11 

 
23 

 
10 

 
I have adequate time to plan and prepare for instructional 
activities related to DW. 

 
21 

 
10 

 
13 

 
My school administration demonstrates a high priority for 
science. 

 
16 

 
15 

 
13 

 
My school administration has a clear understanding of how 
DW should be implemented. 

 
16 

 
17 

 
11 

 
The central administration actively supports the DW 
curriculum. 

 
17 

 
16 

 
11 

 
I have received professional development training 
specifically for DW. 

 
26 

 
1 

 
17 

 
I have had the opportunity to share teaching ideas about 
DW with other teachers. 

 
25 

 
8 

 
11 

 
I frequently modify DW lessons to meet the needs of 
diverse learners. 

 
35 

 
6 

 
3 

 
The noise level in my classroom is higher during DW 
lessons than during other parts of the day. 

 
26 

 
11 

 
7 

Note:  “Strongly agree” and “agree” responses are jointly reported under “Agree”.  “Disagree” and 

“Strongly disagree” responses are jointly reported under “Disagree”.  N = 44 teachers. 

2007 HICE Proceedings 
Page 4993



RUNNING HEAD:  Perceptions of the context/outcomes of hands-on science teaching 

 

31

Table 2 

Correlations between Particular Context-related Survey Items 

 C1 C3 C6 C9 C11 C12 C13 C14 C15 C16 
 

C1 
 

-- 
         

 
C3 

 
.39** 

 
-- 

        

 
C6 

 
.34** 

 
.53** 

--        

 
C9 

 
-.09 

 
.17 

 
.33* 

 
-- 

      

 
C11 

 
.34* 

 
32* 

 
.50** 

 
.23 

 
-- 

     

 
C12 

 
-.02 

 
.26 

 
.41** 

 
.51** 

 
.31* 

 
-- 

    

 
C13 

 
.09 

 
.22 

 
.45** 

 
.56** 

 
.33* 

 
.83** 

 
-- 

   

 
C14 

 
.19 

 
.16 

 
.52** 

 
.37* 

 
.35* 

 
.69** 

 
.77** 

 
-- 

  

 
C15 

 
.27 

 
.38* 

 
.49** 

 
.24 

 
.27 

 
.40** 

 
.53** 

 
.46** 

 
-- 

 

 
C16 

 
.09 

 
.12 

 
.21 

 
.36* 

 
.47** 

 
.53** 

 
.52** 

 
.49** 

 
.45** 

 
-- 

Note:  N = 44 teachers.  

*p < 0.05. **p < 0.01. 
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Table 3 

Results of Regression of Contextual Factors on Student Learning 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Curriculum .32 .32 F(1,42) = 19.3 p < .01 

Parental support .49 .15 F(1,41) = 19.4 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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Table 4 

Results of Regression of Contextual Factors on Teacher Interest in Science Teaching 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Administrative support .25 .25 F(1,42) = 14.0 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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Table 5 

Results of Regression of Contextual Factors on Student Science Interest 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Sharing teaching ideas with others .29 .29 F(1,42) = 17.0 p < .01 

Time to plan and prepare .39 .10 F(1,41) = 13.2 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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Table 6 

Results of Regression of Contextual Factors on Time Spent on Science Teaching 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Administrative support .18 .18 F(1,42) = 9.3 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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Table 7 

Results of Regression of Contextual Factors on Teacher Content Knowledge 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Sharing teaching ideas with others .17 .17 F(1,42) = 8.4 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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Table 8 

Results of Regression of Contextual Factors on Teacher Confidence 
 

Contextual Factor Cumulative R2 ∆R2 F-test Significance 

Time to plan and prepare .26 .26 F(1,42) = 14.5 p < .01 

Classroom noise level .40 .14 F(1,41) = 13.7 p < .01 

Sharing teaching ideas with others .50 .10 F(1,40) = 13.2 p < .01 

Note. N = 44 teachers. Other factors did not contribute significantly to the cumulative R2. 
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 Dr. Lori Scroggs 
 202C Westlake Hall 
 Bradley University 
 Peoria, IL 61625 
 
5. Dr. Joan L. Sattler, jls@bradley.edu 
 Dr. Lori Scroggs, lscroggs@bradley.edu 
 
6. Abstract 

 
 Faculty, staff, and student at a Midwestern, private independent university 
in the United States researched, developed and have now implemented a Minor in 
Leadership Studies.  Faculty and staff from across the university and with the 
division of student affairs researched and developed the program.  The minor is 
intentionally an interdisciplinary study of leadership theory and development; 
provides leadership applications in and out of the classroom;  and challenges 
students and campus leaders on their leadership philosophies and characteristics.  
The minor is available to students in any major on campus and requires 18 semester 
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hours including nine core hours, three hours of topics courses, and six hours of 
elective courses selected from three different colleges. 
 
 The minor has its academic home in the college of Education and Health 
Sciences within the Department of Educational Leadership and Human 
Development.  A faculty member and dean of the College of Education and Health 
Sciences have championed the program within the university as a whole. 
 
 The design of the minor will be presented along with the research findings 
from other such programs in other universities.  The minor requires courses in:  
Introduction to Leadership Studies, Advanced Leadership Studies, Leadership 
topics seminars, and a Leadership Practicum..  Electives can be chosen from courses 
in business, political science, philosophy and ethics, sociology, or educational 
leadership and human development.  A campus Center for Student Leadership and 
Public Service is also involved in the implementation of the experiential student 
experiences and will be described. 
 
 The impact on the university students and the area community and 
institutions in which the students serve in internship and practicum hours is 
dramatic and will grow as the program continues to grow.  Leadership skills are 
needed by our society in all walks of life and in all career areas.  These students who 
avail themselves of this program will have an edge in the job market and with life 
skills in general.   
 
 The presenters will welcome comments, feedback, and discussion from 
participants on this topic involving student preparation in leadership studies. 

 
  
 

2007 HICE Proceedings 
Page 5002



 1

 
Proposal Title:  Relationship between Effective Classroom Management, Teacher 
Retention, and Student Achievement  
 
Topic Area: Human Resource Development 
 
Presentation Format: Poster Session 
 
Name: Dr. Richard T. Scarpaci 
Director Field Experiences 
Assistant Professor Education 
 
Department of Early Childhood, Childhood and Adolescent Education  
School of Education 
St John’s University 
300 Howard Avenue 
DaSilva Rm 345 
Staten Island, New York 10301 
Scarpacr@StJohns.edu 
Tel: 718 390-431 
Cell: 917-402-7745 
 
Abstract of proposed research on the relationship between effective classroom 
management, teacher retention and student achievement   
 
The Question: Does instruction in effective classroom management practices increase 
teacher retention, and there student’s performance? 
 
Context: 
         Approximately one half of all new teachers leave teaching within their first years of service. 
The statistics for turnover among new teachers are startling. Some 20 percent of all new hires 
leave the classroom within three years. In urban districts, the numbers are worse; close to 50% 
percent of newcomers flee the profession during the first five years of teaching (National 
Education Association, 2005). In New York City, 40 percent of teachers leave after three years, 
and 48 percent will be gone after five years, according to the United Federation of Teachers. 
Teachers say they are overwhelmed by expectations and the scope of the job. This is due in part 
to their inability to meet the stress of the job and inability to manage classes.  
 
         A typical list of why teachers say they leave always includes stress of disruptive students 
(Dunham, 1977). This is the most commonly cited reason given for leaving teaching. In one study 
of teachers in urban secondary schools, lack of discipline and motivation was the primary source 
of teacher stress and most significant predictor of burnout (Gonzalez, 1997). Brownell et al. 
(1995) identified new special education teachers’ basic problem as an inability to provide 
instruction resulting from their inability to handle discipline. This coupled with the fact that their 
most common coping mechanisms were limited to trying to suppress problems and not resolve 
them. Abel and Sewell (1999) found that urban teachers attributed greater stress to student 
discipline and behavior problems than did rural teachers. Constant and increasing pressure on 
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teachers has also made test accountability a primary cause of teacher stress. While it is true that 
the accountability movement has made teachers more directly accountable for test scores, it, and 
any reading of the total literature must inevitably conclude that the preponderance of studies still 
point to lack of discipline and classroom management as the primary cause of teacher stress and 
burnout (Darling-Hammond and Sykes 2003).  
 
         Hundreds of thousands of dollars can be saved annually by reducing teacher turnover. A 
school system with roughly 10,000 teachers and an estimated turnover rate of 20% would stand to 
save approximately $500,000 per year by reducing turnover by 1 percentage point (Benner, 
2000).  
 
         Recently in Chicago (Rossi, 2005) 1,116 non-tenured teachers struggling to control their 
classrooms were let go as of June 2005. More than half those bumped had problems with 
classroom management or teacher-pupil relationships, and nearly half struggled with instruction, 
according to the reasons checked off by principals obtained by the Chicago Sun-Times. 
 

Why Teachers Were Fired 
Reasons checked by principals   % of fired teachers in trouble for each reason 
Classroom failings    55% 
(Management, teacher-pupil relationships) 
 
Poor Instruction     46% 
(Planning; methods; knowledge of subject) 
 
Lack of responsibility    38% 
(Attendance; tardiness; professional judgment)  
 
Other      26% 
Poor communication    24% 
(Parent conferences, staff relations) 
 
Attitude      20% 
(lack of cooperation, respect for others) 
Note: As of June, 2006 1,100 teachers have been dismissed. 
 
         Nearly one half of all new teachers in our inner cities leave teaching within their first five 
years of service. Pre-service and new teachers need well designed and extensive clinical 
experiences to prepare for the issues and challenges of effective teaching, particularly through 
their acquisition of classroom management skills (American Productivity and Quality Center, 
2003). The nature of teacher preparation has changed tremendously. Fewer new teachers are 
prepared in traditional undergraduate programs, and more are being prepared in alternative 
certification and post baccalaureate programs. The proposal is an attempt to reverse the drain of 
teacher turnover by providing professional development and on-site support in effective 
classroom management practices. Teacher loss causes a negative momentum that needs to be 
reversed if we as a nation are going to secure our future. This proposal is focused on turning 
around this depressing situation one teacher, one school and one district at a time. 
 
 
A recent article appeared in Education Week entitled, The Looming Teacher Surplus that could be 
mistaken for an advertisement in support of this proposal. It stresses the importance of teacher 
support through professional development highlighting classroom management, and mentoring in 
effective instructional strategies. (Edison Schools, August 8, 2006) 
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The Looming Teacher Surplus 
 
“Why is there a teacher shortage? Because half our public-school teachers leave the profession within five 
years. Nationally, twice as many people are trained to teach as are teaching. We all know what causes 
talented teachers to quit. And we all know what makes them twice as likely to stay: strong support from the 
principal and fellow teachers, timely help with classroom management, and thoughtful mentoring in 
effective teaching techniques. 
 
Is there a way to ensure that teachers receive this kind of support? In a number of schools across the 
country, including many working in partnership with Edison, teachers have a professional development 
period each day in addition to planning time. This helps novice teachers to build confidence and master 
their craft. 
 
If schools routinely built time into the day for professional development our teacher shortage just might 
become a surplus.”  

 
 
Details: 
         The core philosophy of the proposal is that learning to teach is a career-long, 
developmental process, and that teacher learning best occurs in collaborative 
environments. By developing in new teachers a focus on self assessment and self 
prescription with regard to effectively managing behavioral problems teacher retention 
rates will increase and there student’s academic achievement will improve. A corollary of 
this program is that teachers who master classroom management skills should raise 
student achievement by 20 percentile points (Marzano, Marzano, & Pickering, 2003). 
Seventy-seven percent of teachers in a recent pole claimed that if they could spend more 
time on instruction and less on dealing with disruptive students, achievement rates would 
improve (Public Agenda, 2004).This is substantiated by Johnston (2004) who reports that 
40% of teachers spend more time keeping order than on teaching. 
 
         A learning community created with an agenda, such as one that tries to convince 
teachers they need a particular reading program, or one specific method of classroom 
management will not work. If administrators have teachers meet primarily to learn about 
the mandates they need to follow, then the creation of a learning community will be 
stillborn. A learning community such as the one envision in the proposal is based on the 
assumption that developing faculty is a necessary condition for student, and school 
improvement.  

 
 
 

Proposal 
         The study group participants will consist of newly hired teachers who volunteer for the 
project; those who choose not to volunteer will make up the control group. 
  
         The first stage is to provide new teachers tools necessary to develop effective classroom 
management skills such as the IOSIE Method (Scarpaci, 2007). Participants are to complete 10 
hours of staff development, and two follow up workshops. A hotline phone number for ongoing 
assistance, follow up consultations, observations, and analysis of student records will be made 
available.   
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         The second stage has participants doing action research on classroom management 
problems they perceive in their own educational practice. This is done by collecting data, 
analyzing, and reflecting on what was done, and why. The results of these action research projects 
will be presented at follow up workshops.  
 
The third stage will be a five year longitudinal study of the collected data with regard to effective 
management trainings relationship to teacher retention rates; management trainings relationship 
to participant’s perceptions of teaching, and trained participants relationships to student 
achievement on standardized tests.  
 
Hypotheses: 
The research is designed to test two hypotheses: that effective management training impacts 
positively on teacher retention rates, and students of teachers who perceive themselves as strong 
managers (as a result of training) demonstrate academic achievement. 
 
Expected Outcomes: 
It is expected that teachers who receive effective classroom management training will remain in 
teaching for five years , and that students of teachers who had received effective management 
training will score better than students of teachers who had not received training, 
 
Project Narrative  
A review of the literature from 1977 to 2005 evidences a limited amount of research being done in 
the area of effective classroom management and its relationship to retention rates for new teachers 
in our inner cities schools. Yet for decades, teachers have been leaving within the first five years of 
service.  Few have attempted to offer programs to remediate the teacher drain and fewer still have 
been successful. The proposal is focused on reversing this negative momentum by offering a 
program that will present a series of staff development workshops on classroom management aimed 
at creating an approach to allow new teachers to focus on self assessment and self prescription with 
regard to effectively managing behavioral problems. Misconduct in classrooms is the prime cause 
of most teacher dissatisfaction. The project will be implemented as follows: 

• New teachers will be invited to volunteer to join the project as participants. Those who 
choose not to volunteer will form the control group.  

• Participants will be provided with the opportunity of acquiring graduate credits or staff 
development credit. 

• Course materials will consist of a text (Scarpaci, R. T. (2007) A Case Study Approach to 
Classroom Management. NY: Allyn and Bacon. Worksheets and supplementary materials 
will be provided for each of 5 sessions. 

• Participants who complete the program will be part of the longitudinal study group. 
Those teachers who do not complete the program will be added to the control group. 

• Participants will be provided follow up observations and consultations to assist with 
management problems and action research. 

 
Overview of Classroom Management Training 
• Session #1 Basic Theories  
• Session #2 Theories to Practice 
• Session #3 Strategies  
• Session #4 Specific Tools 
• Session #5 Review and Reflection  
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Each session will contain hands on applications in which teachers will discuss and 
resolve actual management episodes utilizing the IOSIE Method developed by Dr. 
Scarpaci 

 
Aims 

1. To reduce the rate of new-teacher turnover within the first 5 years of service from 48% to 
zero. 

2. To provide a broad variety of ongoing classroom management services to support teacher 
development. 

3. To assess and compare academic achievement of students taught by faculty receiving 
staff development with those who have not. 

Goals 
Goal #1- To conduct workshops on effective classroom management practices in order to 
reduce the rate of new teacher turnover. 

• To provide workshops focused on turning sound classroom management theories into 
practice. 

• To assist participants in becoming effective classroom managers. 
• To have participants conduct action research and develop plans for use in there 

classrooms. 
 
Goals #2- To have participants develop management skills that address areas necessary for 
classroom management success. 

• Culturally Responsive Classroom Management 
• Developing Self-Discipline 
• Conflict Resolution-Diversity 
• Child Abuse – Violence Prevention Seminars 
• Best Practices – Instructional Methods 
• Differentiated Education  
• Meeting the needs of the English Language Learner   

   
      Goal #3- To improve the academic performance of students of teachers who have received      
      classroom management training. 
 

 
Evaluation Plan 
The project evaluation will consist of two different evaluative strategies.  
  
Formative Evaluation -Primarily qualitative in nature, will be conducted through interviews and 
survey questionnaires. Participants will be asked via survey the effectiveness of training in 
assisting them to develop effective classroom management skills and plans. Field observations 
will be used to rate the effectiveness of participant’s plans in addressing their management 
problems. Participants will anonymously rate each action research project at follow up 
workshops.  
 
Summative Evaluation – Primarily quantitative in nature, that 

• Is a five year longitudinal study  
• Compares teacher retention rates with prior retention rates  
• Compares and contrasts rates of retention of trained teachers with non-trained control 

group.  
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• Analyzes and compares student achievement of participant’s students with non-trained 
control group’s students on standardized tests. 

• Identifies various variables to be factored into the evaluation 
 
Effective Classroom Management Research Design  
      Organization of Research 

• To determine the effectiveness of classroom management training using the IOSIE 
method for analyzing student behavioral problems. 

• To determine if teachers receiving classroom management instruction remain more 
than five years. 

• To determine if perception of classroom behavior improves as a result of 
implementation of IOSIE method training and on site support. 

• To determine if student achievement improves in classes where teachers have 
received training. 

 
Design Evaluation 

• Data source: School and district records as to the specific rates of new teacher 
turnover for control group and participants in the study.  

• Grades on standardized tests of students whose teachers participated in the study and 
those whose teachers did not.   

• Type of Evaluation:  Teacher turnover rates will be analyzed both qualitatively and 
quantitatively. Teachers will be surveyed upon the completion of the workshops and 
at later dates to determine if the IOSIE Method aided their classroom management 
practices and aided in their decision to remain as teachers. Student academic results 
will be compared to results of students whose teachers have not received training. 

 
Reporting Results 

• Educational Journals 
• Presentations at conferences 

 
Work Plan 

• Tasks include presenting workshops at elementary, middle and senior High schools 
for the 2006-2007 school-year 

• To prepare and present a Classroom Management Institute for New Teachers (2006) 
by providing service that accommodates district planning. 

• Student action research projects, as well as self-assessment and reflection sessions, 
will be conducted on site on a needs basis. 

 
Staff/Administration: will consist of one full-time and necessary part-time staff. 

• Director (full-time) Responsible for hiring staff, developing and presenting program, and 
establishing and maintaining a support network, budget and project evaluation. The 
Institute Director will be Dr. Richard T. Scarpaci (author of this proposal) 

• Field Advisors (Part-Time) Responsible for providing on site support and consultation 
with regard to student action research projects and immediate management concerns. 
Training will consist of attendance at summer institute and monthly consultation meeting 
with the director. 

• Administrative Assistant (part-time) Responsible for maintaining the structure and 
appearance of the Institute. Responsible for routine correspondence and any other forms 
of communication with institute participants. 
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Available Resources: 
• St. John’s University will provide the facilities, supplies and equipment for the Institute 

to be held, as well as an office for year long follow-up and student support. 
Budget:  Negotiable as to needs 

Personnel 
• Project Director:  
• Field Advisors:  
• Administrative Assistant: (Graduate Student) --       
• Supplies, Travel, Food, Miscellaneous        
•  
•  

 
 
(The Following is a Paper Describing the IOSIE Method)  
 
 
 
 
 

The IOSIE Method for Analyzing Student Behavioral Problems 
Abstract 
 This paper argues for a rational method to analyze behavior problems. It 
proposes the IOSIE method as a practical approach, to assist teachers in resolving most 
classroom management problems.  The approach draws heavily upon well known 
classroom management strategies and encourages readers to put those into place by 
using the five-step IOSIE approach. The letters in the term IOSIE represent steps to 
follow when analyzing acts of classroom misbehavior.  
 

An Overview of the IOSIE Method 
 The IOSIE method is a five-step process for looking at and reflecting on solutions 
for behavioral classroom problems.  The letters indicate the steps to follow when 
analyzing misbehavior in classrooms. The process requires one to identify causes of 
misconduct, determine objectives, and propose a solution. Implementation provides an 
opportunity to evaluate the executed solutions. If this procedure were followed 
disruption and discipline problems would be lessened in classrooms. 
 
 IOSIE Analysis Model 

• The “I” represent the first step in the process, to identify and assess the problem.  
• The “O” stands for the objectives that you wish to achieve through your 

intervention.  
• The “S” stands for the solution, which should be the result of the plan you put 

into effect to achieve your objectives.  
• The “I” indicates the implementation of your plan and the procedures to be 

followed by the people who should be involved.  
• The acronym concludes with the letter “E” that stands for your evaluation and 

reflection on results.  
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Identifying the Problem 
 Problem behavior analysis is something all teachers have to master. The 
procedure is unchanging; one cannot fix what is not recognized as broken. The process is 
not as simple as it might at first seem. Do not be deceived by appearances or biases 
whatever they may be when attempting to identify the cause of a problem (Danforth, 
2000). A male child who is arguing with a female student may not be the instigator of 
misbehavior. Children who are talking loudly are not automatically being disruptive; and 
a student who is threatening another student is not necessarily the culprit. Do not jump to 
false conclusions.  
 
 In classrooms a problem only exists if it impinges negatively on learning. In 
which case the teacher must assess seriousness and weigh the problems impact on student 
learning. Acting out behaviors, such as threatening, loud talking, arguing, and fighting 
are problems that must be addressed immediately while incomplete assignments, 
attendance, sloppy work and lost books, though readily identifiable problems can wait to 
be resolved. Another category that must be remedied without delay is incidents such as 
cheating, slander, theft or safety that involve moral codes, or physical well being.  
 
 Problems concerning withdrawal behaviors such as not paying attention, 
depression, drugs and alcohol indicate a desire to flee from reality and must be dealt with 
expeditiously. It should be understood that most misbehavior is caused by frustration, 
ignorance, conflict, displacement or misunderstanding rules and procedures. In contrast   
the reasons for misbehavior can be identified as a desire to achieve one of four 
immediate goals: attention, power, revenge or to avoid failure. In the final analysis the 
choice as to what constitutes a problem is the teachers decision (Mager, 1997), (Glasser, 
1990, 1997).  
 
Objectives 
 Teachers are fortunate when it comes to objectives. In classroom behavioral 
situations two objectives always remain the same: to facilitate learning and encourage 
self discipline. All other objectives relate directly to identifying problems. Objectives 
describe, in measurable terms, the behaviors needed to attain the desired results within a 
specific time frame.  i.e. Billy will complete all ten incomplete assignments satisfactorily 
by the end of the semester. 
 
 Objectives are specific statements of a learner's behavior. They are the outcomes 
one wishes to obtain within a specific time limit. They can also be described as 
statements that answer two questions. 
1. What do I want my students to know? 
2. How will I know if my students understand? 
Good objectives show learners what is expected, how the work will be done, and what 
the minimum standards are. They are explicit, quantifiable, and achievable; create an end 
result that can be met within a specific timeframe. 

2007 HICE Proceedings 
Page 5010



 9

 
Solutions 
 One of the keys to the IOSIE process is selection of strategy. The steps though not 
rigid should be followed in sequence. The method presumes that there are three generic 
approaches to solutions for classroom misbehavior: a consequence, group guidance, and a 
guidance approach.  A consequence approach such as Assertive Discipline (Canter, 
1976), implies consequences for improper actions.  A group guidance approach such as 
Judicious Discipline (Gathercoal, 1993) encourages classes to establish rules to prevent 
inappropriate actions. Finally a guidance approach such as Reality Therapy (Glasser, 
1999) where the teacher counsels the rule offender encourages students to take ownership 
of problems. The purpose of each strategy is to assist students to develop self-discipline 
and responsibility for their actions. A good strategy must be comprehensive and contain 
in its design components both a preventive, and intervention procedure. The ideal is to 
prevent problems before they occur. 

 
Implementation 
 The most difficult step is the actual implementation. Putting solutions into action 
is not simply a just do it sequence. Basic questions must be addressed before 
implementation. 

1. Who is to implement the solution? 
2. How do you get the cooperation and support of everyone involved? 
3. How long do you expect it will take before a positive result is accomplished? 
4. What happens if your solution does not work? 

The answer to questions one and two are easy when the teacher is the implementer. They 
only become difficult when support and cooperation of parents, staff and other outside of 
school professionals need to be elicited. The third question related to the amount of time 
necessary for success depends on the severity of the problem, the objectives set and the 
resistance met. Also to be considered are the personalities of all involved parties. The 
only way to resolve the final question is to go back to the drawing board and attempt a 
different approach to the problem. When these four questions are satisfactorily answered 
a guide to evaluation is created. 
 
Evaluation 
 Assessment of results, is often forgotten, ignored or done incorrectly by teachers. 
The easiest way to evaluate is to look at your objectives. Are they specific, measurable, 
and attainable within a defined timeframe? Outcomes are wishes achieved within an 
explicit period and should be easily recognizable and readily assessable. The basic 
premise of any evaluation is to determine if one achieved what one set out to achieve. If 
the success lasts for only a brief time then the solution was not really appropriate. An 
example would be a child who no longer fights at lunchtime but fights after school. 
Obviously something is wrong with this picture. If the results are not positive the whole 
process must be looked at. Was the problem really identified? Were the objectives 
attainable in the time span anticipated? Was the proposed solution appropriate for the 
objectives wished to be achieved? Was the implementation done correctly? Are you sure 
you did not succeed, even partially? 
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Sample Case Studies 

Let’s look at three case studies, one for each of the basic approaches beginning 
with a case study that lends itself to a consequence strategy that might afford positive 
results if implemented properly. 
 
Consequence Approach 
 Billy Williams, a seventeen year old, in your 12th grade mathematics class has 
been accused in an unsigned note of extorting lunch money from his classmates. Billy has 
a prior record of supposed misdeeds. One specifically, though never proven, was when he 
was blamed for the recent rash of drug activity outside of the school grounds. Billy’s 
misdeeds have never been proven since no one has stood up and charged Billy with any 
specific misbehavior. For all intents and purposes he lives under a cloud of suspicion. 
There are those who believe that Billy is innocent of any major wrong doing but they are 
few and far between. You have spoken to Billy on numerous occasions with regard to his 
lack of class work, homework and general deportment during your class with little or no 
results. He claims he doesn’t know why everyone thinks he’s a criminal he never did 
anything wrong. When you ask about his homework he again changes the subject by 
confiding to you that even the principal Mr.Wormock has threatened him for no reason. 
He believes people dislike him because he is an African American, and therefore make 
up false rumors.  
 
 His classmates as well as most of the student body at Grover High where you 
teach are in deathly fear of Billy due to his physical size and menacing presence. There is 
rumor around that he has been in fights after school, yet no one has ever come forward to 
point the finger at him for any wrongdoing. A colleague tells you that you also have 
reason to fear for your own safety. Recently Ms. Kumar had her tires slashed. Ms. Kumar 
believes the slashing was retaliation for her failing Billy for the first quarter of the 
semester. You also had expected to fail Billy before this morning’s incident, when Billy 
came to you and explained that he had to pass your class in order to graduate. He pleaded 
for you to give him a break and pass him. He said if you didn’t his parents had threatened 
to kick him out of their house when he turned eighteen. 
 

IOSIE Analysis using a Consequence Approach 
Identify the problem: What exactly is the problem in this case? Is it the unsigned note 
claiming that Billy is extorting money? Is it Billy’s prior record of misdeeds? Is it Billy’s 
lack of class work, homework and poor deportment? Is it Billy’s charge of racial bias on 
the part of those who dislike him? Is it the fights after school or Billy’s menacing 
domineer? Could it be Ms. Kumar’s belief that you are in danger because she thinks Billy 
slashed her tires for failing him the first quarter? Or could it be the problem Billy 
presented to you this morning when he said his parents would throw him out of their 
house if he did not graduate? 
 
 You can readily see that it is not always easy to determine the problem in any 
given situation. There are usually a number of problems. Let’s look at the potential 
problems we identified and place them in some type of priority order to better understand 
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the case. A prior record of unproven misdeeds and unsigned accusations should go to the 
bottom of any list of potential problems. Rumors regarding ones behavior outside of 
school are usually just gossip and unconfirmed. Billy’s size and someone’s unfounded 
accusation regarding slashed tires is not your problem. Billy’s belief that he is the butt of 
racial prejudice is certainly a concern. It is not necessarily a problem that you face with 
him since he has confided in you. Billy’s academic performance and poor deportment are 
the immediate problem that you face. His feelings regarding prejudice should also be 
addressed as a long-term problem. 
 
Objectives 
 Once the problem has been identified you have to determine what your objectives 
should be. What is it exactly that you want Billy to do? In this case it would appear based 
on your identification of the problem that you would expect Billy to improve his 
academic performance and his general behavior in your class for the remainder of the 
school term. With regard to his personal feelings with “racial bias” you should refer Billy 
to the appropriate support personnel within your school. This would usually be the school 
guidance counselor or school psychologist. Where these personnel are not available the 
principal should be notified and outside assistance could also be sought. 
 
Solutions 
 The solution to this problem should go back to how you can most easily achieve 
your objective. It would appear that Billy himself handed the answer to this dilemma to 
you. He gave you a consequence he did not wish to face. He was fearful of being thrown 
out of his parent’s house. This consequence must be corroborated in order to implement 
your solution.  
 
Implementation 
 Once you have confirmed with his parents that they have spoken to Billy and 
exactly what they had told him you are than ready to implement your solution for your 
immediate problem of getting Billy to improve academically an behaviorally. Even 
thought the consequence is outside of your control you should offer to assist Billy in 
avoiding the consequence. Provide tutorial assistance and counsel him on exactly the way 
you expect him to behave in your class. You should also arrange with the guidance 
counselor for Billy to be counseled with regard to his feelings of prejudice.  
 
Evaluation 
 Your self-assessment of the results in this case study should be easy to recognize. 
Did you achieve what you set out to do in the time frame you set up? Did Billy’s 
academic performance and behavior improve incrementally by the end of the term as a 
result of the consequence that he was faced with? It is important to remember that there 
should be interim evaluations prior to the final assessment. This affords you the 
opportunity to fine-tune your solution or change direction if it is not working at all. If the 
answer to the prior question of his academic success was yes congratulations your 
solution worked. If the answer was no than you should go back to your solution and 
attempt a different approach. 
 

2007 HICE Proceedings 
Page 5013



 12

Sample Case Study (Guidance Approach) 
 Sara Ramirez a thirteen-year-old female in your 8th grade social studies class 
places her coat and books wherever she chooses, totally disregarding the comfort of her 
fellow class members. Students have complained to you but seem to be fearful of 
addressing Sara directly. Sara comes from a privileged one-parent family in which she 
has always been the apple of her father’s eye. Sara stays with her elderly grandmother 
when her father is away on business trips, which seems to be most of the time. Sara 
boasts that she can come and go as she pleases. Sara’s mother is fighting for custody but 
she is having a difficult time due to her prior drug and mental hygiene problems.  
 
 Sara is an average student with definite adolescent tendencies. She is physically 
mature for her age, dressing way beyond her years, yet at times she acts like a child. She 
constantly discards her refuse by placing it on a neighbor’s desk when she believes no 
one is looking or throwing it on the floor when they are. She is the first to push her way 
into the wardrobe at dismissal to retrieve her coat. She likes to push other student’s chairs 
about the room thereby creating obstructions so that her classmates have difficulty 
finding their seats. Sara constantly laughs at the discomfort she creates for her 
classmates. She teases the boys, and than complains that they are bothering her. During 
class she is always calling out and gets angry when she is not called on. As a result her 
class work has deteriorated. You have spoken to her and warned her that her grade would 
suffer if she continues being disruptive in class. Sara in true adolescent fashion “yeses 
you to death,” and continues to misbehave. 

 
IOSIE Analysis using a Guidance Approach 

Identify the Problem: Is the problem Sara’s apparent disregard for her classmates? Is it 
that she appears to be a physically mature child with less than adequate supervision? Are 
her grandmother too old and her father too distant? Is she reacting to her mothers attempt 
to gain custody? Could she just be a mean spirited child or are there deeper meanings for 
her antisocial behavior? Is the real problem the deterioration of her grades?  
 
 Again this case study is overburdened with potential problems. Remember this 
child’s specific actions, throwing papers, pushing, teasing the boys, laughing at others, 
and calling out are really not the problem but indications that there is a problem. How do 
you prioritize the problems that you wish to address? The key is to prioritize. What is the 
first role of a teacher, to see that her students are learning? In this case Sara’s grades have 
fallen so that her academic needs must be considered. Sara’s family life seems to be 
unstable and for an adolescent uncontrollable.  Emotional problems are rampant 
throughout this case description. Therefore her immediate problem is to improve her 
grades. The question is how you attempt to do that while this child is facing so many 
emotional problems at home that are manifesting themselves in her actions at school 
 
Objectives 
 Your objectives are in two interrelated areas, improvement of academic standing 
and emotional well-being. Your objective would be to have Sara improve her grades 
before the end of the marking period.  A second and concomitant objective would be to 
help guide Sara through the emotional upheaval in her young life. 
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Solution 
 The objectives are easy to establish but the resolution for Sara may be much more 
difficult. A guidance approach on your part requires a caring positive relationship with 
the child. You may want to have a private “heart to heart” in which you encourage Sara 
to confide in you. You should also explain to Sara that her grades are a major part of her 
life and must improve. The reasoning being that if Sara could get guidance she could 
learn to deal with her family environment, which would allow her to work at bettering her 
studies. Her disruptive behavior and antisocial actions in class should stop of their own 
accord. Once Sara accepts responsibility for her actions and understands that she cannot 
necessarily change the actions of others she will be on the path to understanding her 
problems. Once she understands that she is responsible for choosing her own behavior 
she will be better able to deal with the problems she faces. 
 
Implementation 
 In this case study the implementation is much more difficult than it was in the 
previous study. In this situation the teacher is expected to assume the role of guide and 
mentor. These are roles that not all are suited for. Even if you were suited the time 
needed would take away from your primary classroom duties.  You would therefore have 
to seek the assistance of the guidance counselor and involve the family. Most likely the 
counselor would suggest family counseling as well as individual sessions with Sara. Your 
role would remain as guide and mentor yet your actual functions are lessened. 
 
Evaluation 
 When using a guidance approach, assessment of objectives should be on going. 
Emotional problems can be readily inflamed especially when parents are fighting over 
custody. Your evaluation of success would be focused on her academic studies and 
classroom behavior. The counselor should keep you informed as to the steps she is taking 
to service the child and family. The same cooperation and communication must be 
established with any outside counseling that might occur. In this case a positive report 
card would indicate movement in the proper direction.  
 
Sample Case Study (Group Guidance Approach) 
 Abdul Hussein in your 3rd grade class cries continually during class. He 
complains that everyone is picking on him because of his religious beliefs and because he 
is Arabic. Abduls behavior has gone from being cooperative, practically docile, to 
sulking, and at time raging at his classmates. Recently Abdul’s class work has gone from 
exceptional to abysmal. You have never seen any of the incidents even though they have 
been graphically described by Abdul and just as vocally denied by his classmates. The 
incidents described consist of stolen or spoiled lunches, torn textbook pages, missing 
homework, and obscene drawings in Abdul’s notebooks. Abdul further claims that the 
other children claim he is responsible for 9/11. Abdul cries when he tells you that his 
uncle was killed in the World Trade Center while working at his job. He implies that the 
children call him a liar and they blaspheme his faith. Abduls parents have complained to 
you and request that you do something to stop the harassment of their son. 
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 The president of the parents association, whose son is also in your class claims 
that her child thinks Abdul is a compulsive liar and is just acting the way he does to get 
your attention. She also claims that someone had been destroying other children’s 
property in the class. She believed it was Abdul. Other class parents concur with the 
parent association president. The situation comes to a head when you see the children 
fighting in the schoolyard at lunchtime. The children claim that Abdul attacked them 
when they said they would not play with him. He spit at them, and called them dirty 
names. 

 
IOSIE Analysis using a Group Guidance Approach 

Identify the Problem: Is the problem Abduls constant crying and wining during class 
time? Is it the charges of bias toward Abduls religion and ethnicity? Is it the multitude of 
incidents in which Abduls property has been despoiled? Or is it Abduls academic 
performance? In this case study there seems to be a clear link between Abduls academic 
performance and the incidents, real or imaginary, that have occurred recently. These 
incidents appear to have been motivated by group racial bias. In this case there are three 
distinct and interrelated problems that must be addressed: academic performance, racial 
and religious issues, and physical incidents of misbehavior.  
 
Objectives 
 Your first objective is to have Abdul return to doing his superior academic work, 
while simultaneously educating the class with regard to racial and religious bias as well 
as eliminating incidents of violence and vandalism. If the first two objectives are 
achieved the incidents will also end. The physical episodes are a direct result of the 
apparent racial intolerance that seems to have infected the class. 
 
Solution 
 The solution is based on dealing with the question of group tolerance. Guide the 
class by to solve the problem by using a group guidance exercise. Prepare the class by 
having them read a children’s version of “The Diary of Anne Frank” at home with their 
parents. Read it aloud to the class during a block of instructional time sat aside 
specifically for this purpose. The project requires dividing the class into two sub-groups 
by drawing straws out of a hat. The groups consist of those with red circles and those 
with green circles, which the children must prominently display on their clothing. The 
children with the red circles are to make all of the class rules, which must be obeyed by 
all green circle children. Focus the class by establishing the first three rules: 

1. Green circle children must never line up before a red circle child at entrance, 
dismissal or lunchtime, they must always walk at the back of the line. 

2. Green circle children must keep there heads lower than red circle children at all 
times and never look them in the eyes. 

3. In any discussion between circle children the red circle children will always be 
considered to be right. 

The class at the end of the experiment (no more than two days) will evaluate the impact 
and the result of creating an intolerant society in which there are rulers and second-class 
citizens. They will be asked to describe their feelings with regard to injustice and 
intolerance.  
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Implementation 
 To implement a scenario as described above takes the cooperation and support of 
parents, administration and various mental health providers. The purpose of the exercise 
should be explained to parents, and be supported by the school administration. Mental 
health providers such as the school guidance counselor, school psychologist and outside 
deformation organizations should be involved. 
 
Evaluation 
 Assessments when dealing with mental health problems can only be made by 
evaluating the end product. What did the children describe as their feelings? Did the class 
want to continue the project? Have the incidents stopped and has Abdul stopped crying, 
and been allowed to rejoin the class? If the exercise achieves all its objectives it’s a 
success.  
 It should be noted that a group guidance approach is froth with potential for 
manipulation. It is not necessary to be objective when dealing with a situation as 
described in this case. One should however realize that as human beings we do not see 
resolutions through the same looking glass. Children must be given the opportunity to 
develop their critical thinking abilities if we are to truly function as a democratic society. 
A democratic classroom is the single best precursor for a free and democratic nation. 
 
 
Conclusion 
 The IOSIE management model is essentially a common sense way for analyzing 
student behavioral problems. It is a user friendly approach that provides a framework for 
teachers to use in resolving the multitude of management problems faced every day. The 
mnemonic IOSIE applied properly acts as a rubric for guiding teacher actions needed to 
resolve student behavioral problems. The method provides teachers a strategy to analyze, 
and resolve common, and some not so common behavioral problems.   
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Abstract: 
Given today’s technological advancements, an understanding of the fundamentals 

of algebra and algebraic reasoning are necessary for individuals to become productive 
members of society. Although the standard of excellence continues to rise for ALL 
students, many students are still not achieving mathematical proficiency, including many 
students with disabilities. Specifically, for students with learning disabilities and math 
weaknesses, instruction that will prepare them for successful careers in today’s 
technological society is constrained by the instructional practices used in both general 
and special education settings. 

The focus of this paper is the results of a recent research project, which examined 
the effects of a teaching routine, called the Explicit Inquiry Routine, on student 
performance related to one-variable equation word-problems. The Explicit Inquiry 
Routine contains three instructional components: explicit content sequencing, scaffolded 
inquiry, and routine use of two teaching cycles. As a teaching routine specifically 
designed for students with mathematic deficits, the Explicit Inquiry Routine transitions a 
student’s understanding of fundamental concepts from the concrete to the abstract 
through a process of scaffolded inquiry, which utilizes Vygotsky’s zone of proximal 
development. In addition, the routine incorporates validated mathematical teaching 
practices from both the special-education and general-education fields such as explicit 
instruction, guided practice, and opportunities to explore algorithms. 

Fourteen middle-school (6th through 8th) students with learning disabilities (IQ 
scores greater than 85) and math weaknesses (below the 25th percentile on math 
achievement measures) participated in the project. A multiple-probe across-students 
design was used to evaluate the effect of the Explicit Inquiry Routine instruction. 
Measures included: Solving-Equations Word-Problem Test, Algebraic Transfer Test, 
Concrete Manipulation Test, Generalization Word-Problem Test, KeyMath-R (a 
standardized math assessment), and Student Satisfaction Surveys. Students were taught in 
small groups of two to six students during their regular math period (45 minutes) over a 
period of 14 to 21 days.  

Results indicate participants learned to illustrate and manipulate one-variable 
equation word problems using multiple illustration modes (concrete object, graphic 
pictures, mathematical symbols) and maintained these skills for up to 10 weeks. On 
average, the participants in Explicit Inquiry Routine instruction, made significant gains 
from pretest (M=18%) to posttest (M=93%) on the Solving-Equations Word-Problem 
Test. This represents an increase of 75 percentage points. In addition, findings 
documented an increase in the students’ ability to transfer their skills to a variety of 
situations including: mathematical notation, textbook word problems, and standardized 
math achievement measures. These findings suggest that teachers can increase their 
students’ mathematical performance and possibly their mathematical understanding by 
using the Explicit Inquiry Routine to instruct critical mathematic concepts. 
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Abstract 

 “Voices from the Field: How First Year Teachers Perceive Teacher Education 

Program Preparation” details a study of first-year graduates of a State University of 

New York teacher preparation program for childhood (grades one through six) and 

early childhood (birth through grade two).  The purpose of the project was to 

investigate the perceptions of novice teachers about aspects of their preparation.  

Specifically, we wished to record their responses to questions about their initial 

knowledge base for lesson planning, curriculum construction, instructional practices, 

and professional interactions.  Ultimately, our purpose was to provide them a venue 

in which they could suggest critical information about initial teaching responsibilities 

and knowledge gaps in their preparation.  From their responses, we extrapolated 

changes to better prepare future teacher candidates, and on which we can project 

program improvement.  

 Applying narrative inquiry (Clandinin and Connelly, 2000) through video-taped 

interviews, the project investigated participants’ perceptions of teaching, their 

descriptions of daily classroom practices, perceived and communicated expectations 

of the administrators in their school district, and participants’ suggestions for 

improving programs through advice to current pre-service teachers. Presenters’ roles 

in the project included interviewer, researcher designer, student teaching supervisor, 

and administrator of the project.  The presenters will summarize the outcomes of the 

study using digital recordings of teacher voices from the field. Shared experiences in 

the first years of teaching provide insights into curriculum development and 

instruction in elementary teacher education.  Implications for program development 

will be discussed.  
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Knowing others is intelligence; knowing yourself is true wisdom; 
mastering others is strength; mastering yourself is true wisdom. 

 Lao Tzu 

Abstract 

SPELIT©  is a framework that emphasizes that it is necessary to know oneself and one’s 

environment or organization’s environment (Figure 1) from the social, political, economic, legal, 

intercultural and technical perspectives. 

SPELIT Environments

Social

Political

EconomicLegal

Intercultural

Technology

 

Figure 1. Environments Analyzed by Schmieder-Ramirez/Mallette SPELIT Analysis Method 
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The SPELIT analysis methodology was developed for students to have a framework for 

determining and formulating the answer to the question: What is? This methodology is intended 

for practitioners doing a market analysis or diagnosis prior to implementing transitions, 

benchmarking in anticipation of an intervention, and can be used by undergraduate students and 

seasoned practitioners. This article will show how this methodology aligns with established and 

more current theories and will delineate a new environmental analysis technique that is used to 

systematically analyze the social, political, economic, legal, intercultural, and technological 

environments.  

One problem is that many authors of change theories stipulate benchmarking or 

diagnosing the current condition as a first step in the change process (Christiansen, 1997; 

Cummings & Worley, 2005; Holcomb, 2001; Kaufman, 2000). This first step may be specific as 

in Holcomb’s book Asking the Right Questions. Her first question is “Where are we now?” (p. 

17). This requires knowledge of the organization in its current environment. There is a need to 

analyze the environment in all aspects of life. This article adds a new tool to your toolbox of 

organizational analysis instruments. People (should) perform an environmental analysis when 

contemplating change. For example: a new job, a different house, or a marriage. It is always 

beneficial to enter a new organization having contemplated what you are getting into!  

The SPELIT methodology, which has been instrumental in revitalizing the thinking of 

planned change, will be introduced in this paper. It was developed by Drs. June Schmieder-

Ramirez and Leo Mallette and has evolved from the works of many authors. The thinking behind 

the theory has origins in the Prince by Machiavelli, Sun Tsu and many theorists who feel that 

before a leader brings a plan to the table, it is necessary to analyze the environment very 

carefully. Sun Tzu (1994) in The Art of War stated:  
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For this reason, one who does not know the plans of the feudal lords cannot forge 
preparatory alliances. One who does not know the topography of mountains and forests, 
ravines and defiles, wetlands and marshes cannot maneuver the army. One who does not 
employ local guides will not secure advantages of terrain. One who does not know one of 
these four or five cannot command the army of a hegemon or a true king. (p.223) 

 

This paper describing the SPELIT analysis method will review the need for this analysis 

method by incorporating the work of major theorists. The individual elements of this analysis 

method are described and several applications are provided. 

Introduction 

There is a need to analyze the environment in all aspects of life. People perform an 

environmental analysis when contemplating a new job or a marriage. Mathematicians call the 

existing environment the initial conditions or initial state. Nehemiah, around 450 BCE, circled 

Jerusalem and performed (albeit, by moonlight) an evaluation of the walls and gates of the city 

as part of his wall reconstruction project management task (Nehemiah, chapter 2, verse 13).  

Theorists’ need for Environmental Analysis 

Most change theorists have an evaluation of the environment as part of their philosophies. 

Several theorists are mentioned below. 

Christiansen (1997) discusses a three-stage method for defining a detailed strategy to 

guide a company. The first of his three stages is identifying the driving forces. He states:  

The first stage ... is to identify at a fundamental level the root causes of the issues the 
company needs to address. These are the driving forces – the economic, demographic, 
technological, or competitive factors in the company’s environment that either constitute 
threats or create opportunities. (p. 5) 
 
Kaufman (2000) has a four step model of assessment and the second step is measuring 

current results (What is). The SPELIT analysis methodology is a tool to answer these questions. 
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Holcomb (2001) starts her set of five guiding questions with an environmental analysis 

question with a detailed discussion in her Chapter 3. Her first question is where are we now? (p. 

xi) Holcomb’s five questions are targeted to collaboration and school change, but these questions 

can be applied to almost any transition process. 

To do any reframing of our views of an organization, we need to understand where we 

are. Bolman and Deal (2003) identify four frames of reference: 1) structural, 2) human resource, 

3) political, and 4) symbolic (Bolman & Deal, 2003, p. 16). Each of these frames is a point of 

view and can be useful for evaluating the environment of an organization. These four frames are 

incorporated into several categories of the SPELIT analysis model below. 

Bridges (2003) has a three-step process to describe the process of transitions. His first 

step is ending (p. 4) which addresses the preexisting environment and that it must end.  

A key step in the general model of planned change (Cummings & Worley, 2005, pp. 28-

30) is diagnosis. The authors discuss diagnosing organizations (Chapter 5), groups within 

organizations (Chapter 6), and individuals (also Chapter 6) prior to designing interventions. To 

this list we would add diagnosing the environment outside of the organization as suggested in the 

5C model by and Bygrave & Zacharakis’ (2004). All the above theories include a step for 

analysis or diagnosis of the current environment that define the way things are now. The SPELIT 

analysis methodology is a tool that is used to systematically analyze the environment of an 

organization such as your work environment or General Motors, individuals such as yourself or 

your boss, a situation such as graduate school or an impending marriage (or divorce), a physical 

community such as your home owner association or your church, or a more-symbolic (or spread-

out) community such as a professional society (e.g., American Educational Research 

Association). 

2007 HICE Proceedings 
Page 5027



Printed: 11/27/2006  SPELIT 

 5

Environment 

There are different ways to describe perspectives about the environment. Bolman & Deal 

(2003) listed terms such as “schemata or schema, representations, cognitive maps, paradigms, 

social categorization, implicit theories, mental models, root metaphors” (p. 19), and frames. 

Christiansen (1997) uses the terms mapping and factors. We use the term environments to 

describe the elements of the SPELIT analysis model. 

Many theorists systematically evaluate the environment of an organization if for no other 

reason than to have a baseline to measure if a change occurred after an intervention. The next 

section describes an analysis methodology to implement an environmental evaluation. 

The SPELIT Environments 

SPELIT is an acronym for social, political, economic, legal, intercultural, and 

technology. The first step of many change or transition theories is to quantify the existing 

environment. This can be analyzed using the six-perspective SPELIT analysis tool. All six 

perspectives or environments may not be needed and some of the topics can be eliminated or 

weighted differently (Figure 2). The economics environment might be eliminated if resources are 

not an issue. Similarly, the intercultural environment might be eliminated if all individuals are 

monocultural.  

Social Environment 

Sociology is the study of how people behave in various group interactions, such as work, 

home, family, church, sports team, driving, and so on (Macionis, 2004). The SPELIT social 

environment addresses the social character of an organization. It would include Bolman & Deal’s 

(2003) Structural and Human Resources frames of reference. 
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SPELIT Perspectives

Social

Political

Economic

Legal

Intercultural

Technology

 

Figure 2. Different SPELIT Perspectives may Have More Importance Than Others. 

 

Political Environment 

Politics is the process of making decisions within groups and is closely tied to the 

concepts of power and influence. These groups can be governments, but a political environment 

is associated with any group of people. The SPELIT political environment can address 

organizational structure and sources of power (position, expert, charismatic, etc.). This 

environment would include Bolman & Deal’s (2003) political frame of reference and Bygrave & 

Zacharakis’ (2004) competitors and collaborators 

Economics Environment 

Economics is concerned with production and consumption of resources. The SPELIT 

economics environment addresses resources of an organization such as facilities, trucks, people, 

goodwill, or money. This environment would include Bygrave & Zacharakis’ (2004) customers. 
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Legal Environment 

The legal environment includes official laws or accepted rules. The legal system can be 

based on civil law, common law, customary law, and religious law. The SPELIT legal 

environment addressed the laws, customs, and ethics of the organization. This environment 

would include Bygrave & Zacharakis’ (2004) customers (contractually) and company. 

Intercultural Environment 

Being interculturally sensitive “is to be aware of the points of view of others and to 

recognize differences in cultures. … Most of the current doctoral students are familiar with 

historical literature regarding Hofstede’s framework for assessing cultures” (Schmieder-Ramirez, 

Fortson, & Madjidi, 2004, p. 7). The SPELIT intercultural environment addresses culture and 

differences between cultures that would be a driver for an organization. This environment would 

include Bolman & Deal’s (2003) human resources and symbolic frames of reference and 

Bygrave & Zacharakis’ (2004) context. 

Technological Environment  

Technology is the use of tools that man has developed to become more efficient and 

technology is driving how everyone does business. It can be defined as follows. 

In its most common use, technology refers to tools and machines that may be used to help 
solve problems. In this use, technology is a far-reaching term that may include both 
simple tools, such as a wooden spoon, and complex tools, such as the space station. 
(Wikipedia, 2006, p. 1) 
 
The SPELIT technological environment includes the physical environment with basic 

tools such as shelter (facilities) and food (distribution channels). This environment would include 

Bolman & Deal’s (2003) political frame of reference and Bygrave & Zacharakis’ (2004): 

Context, customers, competitors, collaborators, and company. 
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Other Environments 

There are many specialized environments that could be part of several of the SPELIT 

environments or could be their own environments. We felt that these other environments were a 

special topic and could be expanded upon in another paper. These specialized environments 

could include the ethical, educational, physical, religious, and security environments. These 

environments could be very important in specific organizational analyses. 

Everything as it now exists could be part of the SPELIT environments. The following 

methods have been used to apply the SPELIT analysis methodology. 

Applications 

The SPELIT analysis method, and predecessor theories, described in this paper have 

been used by mid-career professionals interested in becoming scholar-practitioners who are 

pursuing the doctorate in Organizational Leadership at a University defined as Research 

Intensive within the WASC category (Schmieder-Ramirez et al., 2004, p. 12). The following 

three subsections describe 1) the driving forces format, 2) the positive and negative effects 

format, and 3) the fishbone format. 

Driving Forces Format 

The driving forces can be itemized for each SPELIT topic as shown in Table 1. 

Positive and Negative Effects Format 

Alternatively, opposing driving forces can be juxtaposed for each SPELIT topic (Table 

1), or the drivers can be further organized into strengths and weaknesses, pluses and minuses, pro 

and con, right and wrong, good and bad, or credits and debits. We chose negative and positive. 

Table 2 shows an example of this format. Within each cell, the effects can be ranked in order of 

importance. 
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Table 1 

Format for Schmieder-Ramirez/Mallette SPELIT Analysis Matrix, Showing Multiple Driving 

Forces 

SPELIT MATRIX Driving Force 1 Driving Force 2 Driving Force 3 

Social Drivers    

Political Drivers    

Economic Drivers    

Legal Drivers    

Intercultural Drivers    

Technological Drivers    

 

 

Table 2 

Tabular format for Schmieder-Ramirez/Mallette SPELIT analysis tool Showing Negative and 

Positive Effects 

SPELT MATRIX Negative Effects Positive Effects 

Social Drivers   

Political Drivers   

Economic Drivers   

Legal Drivers   

Intercultural Drivers   

Technological Drivers   
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Fishbone Format 

The fishbone diagram is often used as a brainstorming tool by failure analysis teams. A 

fishbone diagram: 

is an analysis tool that provides a systematic way to observe cause and effect. The 
diagram design resembles the skeleton of a fish. Dr. Kaoru Ishikawa, a Japanese quality 
control statistician from Tokyo University, invented the fishbone diagram in 1943, so a 
fishbone diagram is sometimes referred to as an Ishikawa Diagram. (Geisen, Evans, 
Mallette, & Suwandee, 2005, p. 10) 
 
An example of a partially completed fishbone tool is provided in Figure 3. 

Conclusions 

The SPELIT© analysis methodology was introduced in this paper. This technique is 

intended for practitioners doing a market analysis or diagnosis prior to implementing transitions 

or interventions and can be used by undergraduate students and seasoned practitioners. This 

paper delineated a new environmental analysis technique that is used to systematically analyze 

the social, political, economic, legal, intercultural, and technological environments. 
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Forces for an Undergraduate’s Decision to go to Graduate School 
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Abstract 
 
This single-case study in mentorship at the higher education level provides insight and 
recommendations regarding the scholarship of teaching.  Because new faculty members 
at most higher education institutions typically learned the pedagogy of the classroom 
through trial and error, through their own experiences as a student, or through informal 
discussion with department members, they are often frustrated and ineffective.   
Recognition of this reality of higher education prompted a mentorship relationship 
between an accomplished professor of education and a novice professor of business at a 
small private college in Pennsylvania.  A third party reviewer, collected case study data 
on the impact of this targeted instructional mentoring.  The data disclosed through this 
investigation are rich and compelling.  
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Abstract:  Blue Valley Standardized Test Cohort Analysis is a basic approach for exploiting 
the advantages of using a standardized test to track student learning over time. It enables 
users to track student learning across the district, within feeder systems, and within schools. 
Standardized Iowa tests or Measures of Academic Progress (MAP) tests can be used to feed 
the analysis. Methods and products will be presented and discussed.   
A draft PowerPoint file of poster session material is attached. 
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Cohort Analysis Key Concepts 
 
Key Statistic:  z score 
 
Some Sample Data 
 
Some Details/Procedures 
 

Main Points
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Cohort analyses are suspended pending the accumulation of MAP data. 
 
Past Cohort analysis, serve as a model for future cohort analysis.   

NOTED: 
BVSD Transitioned From Iowa tests to MAP  

in 2005-6 
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1. Longitudinal… enables:  Life Cycle Analysis; 

School Performance analysis; Feeder System 
Performance;  District Performance; Before/After; 
etc.  

 
2. Cohort: a relatively fixed year-group of students 

who moved  through the grades together.   
 
3. Bounded by available data.   
 
4. “levels the playing field”. 
 

COHORT ANALYSIS KEY CONCEPTS 
2007 HICE Proceedings 
Page 5040



 

COHORT TIMELINES                                         
 
            Grade by Year 
COHORT     94   95   96   97   98   99   00   01   02   03   04   05   06   07 
 
COHORT94    1    2    3    4    5   .6    7    8   .9   10   11   12 
 
COHORT95        1    2    3    4    5    .6    7    8   .9   10   11   12 
 
COHORT96            1    2    3    4    5     .6    7    8   .9   10   11   12 
 
 
 
Cohort number indicates the year they entered Grade 1. 
                 
Underline indicates test given (October). 
 
ITBS at start of Gr.6 is used a measure of elementary achievement, Gr.9 ITED 
for middle school, and Gr.12 ITED for high school.  
 

 “A given Cohort analysis is bounded by available data.”
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Blue Valley: Types of Cohorts 

●ITBS Grade 6 Test: “Elementary School Cohort” 
 
●ITED Grade 9 Test: “Middle School Cohort” 
 
●ITED Grade 12 Test: “High School Cohort” 
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Cohort Analysis:  Descriptive  
Sub-groups 

“All Students” 
 

“Survivors” 
 

“Newcomers”   
 

“Attrition”   
 

“Phantoms”    
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Key District-level Group: “SURVIVORS” 
 

“Survivors”: students who have scores for all 
grades/years in corresponding subtests. 
 
… exactly the same individual students all 
grades/years. 

 
 

Also related: 
“same school survivors”
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“What  is  a  corresponding  sub-test ?”
An Iowa Test Score That Covers Comparable Skills at Different Grades 

Typically BVSD used:  
 

     
ITBS Gr. 3            ITBS Gr. 6             ITED Grade 9                     ITED Grade 12 
 
Reading Total     = Reading Total       = Reading Total              = Reading Total 
 
Language Total  =  Language Total    = Expression Total          = Expression Total 
 
 Math Total         = Math Total            = Quantitative Thinking = Quantitative Thinking 
 
Core Total           = Core Total             = Core Total                      = Core Total 
 
Science                = Science                    = Science                           = Science 
 
Social Studies     = Social Studies        = Social Studies                 = Social Studies 
 
Sources of Info.  = Sources of Info.      = Sources of Info.            = Sources of Info. 
 
Composite          =Composite              = Composite                      = Composite 
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 To follow along year-to-year 
 a measure was  needed to reveal 

gaining ground v losing”.  

 
STUDENT MEAN Z SCORE
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WHAT IS A Z SCORE? 

 
A z score of zero means there is zero difference between 
the student’s score and the mean/average. 
 
+1.00 is 1.00 standard deviation above the mean  
 
-1.00 is 1.00 standard deviation below the mean. 
 
                     year1          year 2          year 3          year 4     reveals 
Cohort 1         0                     0                   0                   0        stable   
          
Cohort 2         0                    .1                  .2                  .3      gaining  
 
Cohort 2         0                   -.1                - .2               - .3      losing  
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How a z score is calculated?
z score = (Students score - test mean) 
                  test standard deviation

Suppose…                   US Mean DSS*  = 275 
                    US  Standard Deviation DSS* =   35  
 
Student  
 Gr. 6            Z Score 
  DSS  Equivalent 
   275       0.00 
   240      -1.00 
   346                    +2.03 
    
                                                    *varies by grade and with subtest/test
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Cohort 87 - Developmental Standard Scores of "Survivors" - 

Standard Score vs Z score

 Descriptive Statistics 

722Valid N (listwise) 

40.04318.43382181722 Science Tot . Gr.12 SS 1998 

33.03301.61365180722 Science Tot . Gr. 9 SS 1995 

Std. 
Deviation 

Mean Maximum MinimumN   
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0.86

1.09

-1.20
-1.00
-0.80
-0.60
-0.40
-0.20
0.00
0.20
0.40
0.60
0.80
1.00
1.20

Mean-US-> 

 Z SCORE COMPARISON CHART 
Cohort 87 “Survivors” 

Iowa Test Quantitative/Math Scale for Grades 9 &12  

Grade 9 
  1995 

Grade 12
   1998 

BVSD-Cohort 87

One SD Below US Mean-> 

One SD above US Mean-> 
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 Descriptive Statistics 
 

759Valid N (listwise) 

27.48244.28307168759Math Tot. Gr. 6 SS 1998 

18.36192.04238146759Math Tot. Gr.3 SS1995 

11.85163.28195128759Math Tot. Gr. 2 SS 1994 

Std. 
Deviation

Mean Maximum MinimumN   

 

Cohort 93 - "Survivors" - Standard Scores 
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One SD Below US Mean=> 

One SD above US Mean=> 

Z SCORE COMPARISON CHART 
Cohort 93 “Survivors” - Grades 2, 3, and 6  

Mean Z Scores on Iowa Test Scale: Math Total 
 

 Cohort 93 

Mean-US=> 

0.87

0.52

1.01

-1.20

-1.00

-0.80

-0.60

-0.40

-0.20

0.00

0.20

0.40

0.60

0.80

1.00

1.20

Grade 2 
  1994 

Grade 3
  1995 

Grade 6
   1998 
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 Descriptive Statistics
 

607Valid N (listwise) 
.8799.95682.50-2.43607Reading Tot. Gr. 12 

zscore 
.8245.90452.61-1.73607Reading Tot. Gr. 9 

zscore 
.8353.84442.81-1.75607Reading Tot. Gr. 6 

zscore 
.7815.74772.69-1.73607Reading Tot. Gr. 5 

zscore 
Std. 

Deviation
Mean MaximumMinimumN

Cohort 89 - "Survivors" -Z Score 
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0.96

0.90
0.75 0.84

-1.20

-1.00

-0.80

-0.60

-0.40

-0.20

0.00

0.20

0.40

0.60

0.80

1.00

1.20

Z SCORE COMPARISON CHART 
Cohort 89 “Survivors” - Grades 5, 6, 9, and 12  

Iowa Reading Total

Grades 6 
  1994 

Grades 9 
   1997 

One SD Below US Mean=> 

One SD above US Mean=> 

Grades 5 
  1993 

 Cohort 

Mean-US=> 

Grades 12
    2000 
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Z SCORE COMPARISON CHART 
Comparison of  Cohort 92 Gender  

Means on the Iowa Expression/Language Total
Grade 2, 6 , 9   “Same School Survivors” 

0 .5 2

0 .9 3

0 .4 3
0 .5 9

0 .7 8
0 .8 7

-1.20
-1.00
-0.80
-0.60
-0.40
-0.20
0.00
0.20
0.40
0.60
0.80
1.00
1.20

MALES-Cohort 

FEMALES-Cohort 92 

Mean-US=> 

Grade 2 
  1993 

Grade 6 
   1997 

One SD Below US Mean=> 

One SD above US Mean=> 

Grade 9 
 2000 
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BV Cohort Rule of Thumb:  Interpret Z Score 
Differences/Effect Size 

< .2   = negligible 
 
=>.2  appreciable difference 
 
=>.3  moderate difference 
 
=>.4  great difference 
 
Source:  Thel Kocher

“Another way of interpreting effect size is to consider an effect size of .20 as small, an 
effect size of .50 as medium, and an effect size of .80 as large (Cohen, 1988). While these 
are accepted rules of thumb, the importance of an effect size magnitude is, in the end, a 
judgment call.    Boston, Carol (2002) Effect Size and Meta-Analysis. ERIC Digest (ERIC 
NO: ED470590) 
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0.38

0.73

1.08

0.84
0.77

0.60

1.25

0.83 0.78

1.09

0.77 0.73

-1.20

-1.00
-0.80

-0.60

-0.40
-0.20

0.00

0.20

0.40
0.60

0.80

1.00
1.20

1.40

Z SCORE COMPARISON CHART 
Comparison of BVSD High Schools  

Mean Z Score on the Iowa Science Scale 
 Cohort 89 - Grade 5, 6, 9 & 12 “Same School Survivors” 

Grade 9 
 1997 

Grade 12
  2000

Grade 6 
 1993

Grade 5 
  1993 

Mean-US-> 

Blue Steam HS

Blue Ocean HS 
Blue Sky HS 

One SD above US Mean->

One SD Below US Mean-> 

Feeder System 

Note: All school names are fictitious. 
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Blue Stream HS 

Blue Sky HS 
B.V. Ocean HS 

Z SCORE COMPARISON CHART 
Cohort 93 “Survivors” - Grades 3, 6, 9, and 12 

Compared with the National Means and Standard Deviations

Grades 6
  1998 

Grades 9 
 2001

One SD Below US Mean=> 

One SD above US Mean=> 

Grades 3 
  1995 

Mean-US=> 

Grades 12
    2004 

Blue Lake HS 

Science 

0.89
1.04

0.61
1.01

0.78

1.081.01

0.59

1.101.10
0.91 0.71 0.83

0.52
0.70

0.91

-1.20
-1.00
-0.80
-0.60
-0.40
-0.20
0.00
0.20
0.40
0.60
0.80
1.00
1.20

Feeder System 
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Science

1.00

0.62

1.05
0.89

1.041.081.01

0.59

-1.20
-1.00
-0.80
-0.60
-0.40
-0.20
0.00
0.20
0.40
0.60
0.80
1.00
1.20

Blue Sky HS 

Grades 6
  1998 

Grades 9
  2001 

One SD Below US Mean=> 

One SD above US Mean=> 

Grades 3
  1995 

Mean-US=> 

Grades 12
    2004 

BVSD Average 

One 
School v 
Average 

Z SCORE COMPARISON CHART 
Cohort 93 “Survivors” - Grades 3, 6, 9, and 12 

Compared with the National Means and Standard Deviations 
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Z SCORE COMPARISON CHART 
Cohort 93 -  Comparison of BVSD High Schools Using National Norms 

Mean Z Score of “Same School Survivors - Grade 9 and Grade 12" 
 

Grade 12 
   2004 

Mean-US  

One SD Below US Mean  

Blue Stream HS 

Blue Sky HS 

Blue Ocean HS 
One SD above US Mean  

Grade 9
  2001

Blue Lake HS 

Science

0.99 0.87
1.01

1.08 1.05
1.04

0.850.90

-1.20
-1.00
-0.80
-0.60
-0.40
-0.20
0.00
0.20
0.40
0.60
0.80
1.00
1.20

Schools 
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-1.20

-1.00

-0.80

-0.60

-0.40

-0.20

0.00

0.20

0.40

0.60

0.80

1.00

1.20

1.40

Reading Total Scale 

Grade 9 
  2000 

One SD above US Mean-> 

Mean-US-> 

One SD Below US Mean -> 

Grade 2 
  1993 

Grade 12
 2003 

Grade 6
  1997 

Washington

Cincinnati

Carroll

King

Lincoln

Douglas

Scipio

Gran

Hamilton

Adams

Jefferso

Cicero

Smalls

Note: All school names are fictitious.  

Z SCORE COMPARISON CHART 
Cohort 92 - 2003 - Comparison Of Grade 2, 6, 9, and 12 Iowa Test Mean Z 

Scores
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0.0

0.2

0.4

0.6

0.8

1.0

1.2

1.4

Mean Z Scores on Iowa Test Scale:  Math Total

MULTI-COHORT Z SCORE COMPARISON CHART 
Grade 12 Cohorts -  “Survivors” - Grades 6, 9, and 12 (As Applicable) 

Compared With The National Mean and Standard Deviation 

Grade  
6 

Grade 
9/10 

Grade  
12 

Cohort84 1995 
Cohort86 1997
Cohort87 1998 
Cohort88 1999
Cohort89 2000
Cohort90 2001
Cohort 91 2002
Cohort 92 
Cohort93 2004

One SD above US Mean=> 

Mean-US=> 
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0.0

0.2

0.4

0.6

0.8

1.0

1.2

1.4

Mean Z Scores on Iowa Test Scale:  Social Studies Total

Grade
6 

Grade 
9/10 

Grade 
12 

One SD above US Mean=> 

Mean-US=> 

Cohort84 1995      
Cohort86 1997     
Cohort87 1998      
Cohort88 1999      
Cohort89 2000        
Cohort90 2001      
Cohort 91 2002      
Cohort 92 2003     
Cohort93 2004      

MULTI-COHORT Z SCORE COMPARISON CHART 
Grade 12 Cohorts -  “Survivors” - Grades 6, 9, and 12 (As Applicable)

Compared With The National Mean and Standard Deviation 
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Mean Z Scores on Iowa Test Scale:  Composite 

0.0

0.2

0.4

0.6

0.8

1.0

1.2

1.4

MULTI-COHORT Z SCORE COMPARISON CHART 
Grade 12 Cohorts -  “Survivors” - Grades 6, 9/10, and 12 (As Applicable)  

Compared With The National Mean and Standard Deviation 

Cohort84 1995       
Cohort86 1997        
Cohort87 1998         
Cohort88 1999        
Cohort89 2000      
Cohort90 2001      
Cohort 91 2002      
Cohort 92 2003      
Cohort93 2004      

Grade 
6 

Grade 
9/10

Grade 
12 

One SD above US Mean=> 

Mean-US=> 
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Blue Valley: Reports Developed for Each Cohort 

A Report for Each School  

BLUE RIVER 
CEDAR HILLS 
COTTONWOOD PT 
HARMONY 
HEARTLAND 
INDIAN VALLEY 
LEAWOOD 
LAKEWOOD 
etc.  

BLUE VALLEY 
HARMONY 
LAKEWOOD   
LEAWOOD 
OXFORD 
OVERLAND TRAIL 
PLEASANT RIDGE 
PRAIRIE STAR

A District-wide Report for Each Applicable School Level 

District-wide Report 

All Elementaries All Middle Schools All High Schools

BLUE VALLEY  
BLUE VALLEY NORTH 
BLUE VALLEY NORTHWEST
BLUE VALLEY WEST 
 
 

(Hint: appropriate credit line on covers, and in footnote on all pages.)
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PROCEDURE FOR THE COHORT 
ANALYSIS  

An SPSS data file of the earliest year of scores is 
created. 
 
Scores from subsequent grades/years are added 
matching student’s ID number.   
 
SPSS statistical software is used to create the output, 
including tables and some graphs…Microsoft Excel & 
PowerPoint are  used to create certain graphs.   
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District Report 
Receive Data Files 
Convert to SPSS data file 
SPSS SYNTAX: Label Variables 
SPSS SYNTAX: Calculate Z-  
     Scores 
SPSS SYNTAX: Produce  
     District-wide Output 
Transfer Key Chart Data to Excel:  
     Produce Charts (recycle   
     worksheets)  
Transfer Charts to PowerPoint 
    (recycle ppt, use slide masters)
Develop cover and contents 
Printout and combine printouts

School-level Reports 
SPSS  SYNTAX: Produce School Level  
     Output 
Transfer Key Chart Data to Excel:  
     Produce Charts (recycle worksheets) 
Transfer Charts to PowerPoint  
     (recycle ppt, use slide masters) 
Loop for each applicable level  
Recycle/develop covers and contents 
Printout and combine printouts 

 Report for Each School (Within Level) 
SPSS “INCLUDE” SYNTAX: Produce  
     Schools’ Output 
Recycle school level Excel charts: 
delete  
     all other schools, add district means 
Transfer Charts to PowerPoint  
     (recycle ppt, use slide masters) 
Recycle/develop covers and contents 
Printout and combine printouts 

COHORT ANALYSIS SIMPLIFIED WORK FLOW
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Cohort Analysis Key Concepts 
 
Key Statistic:  z score 
 
Some Sample Data 
 
Some Details/Procedures 
 

Main Points 
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Introduction to BVSD Achievement Test Cohort Analysis - July 2006
Bernard Schuster 

bschuster@bluevalleyk12.org 
http://www.bv229.k12.ks.us/psychsites/ 

 
Blue Valley Unified School District 229 

Education Services - Research, Evaluation, and Accountability 
15020 Metcalf Avenue, Overland Park, KS 66283-0901  913/239-4000 

http://www.bluevalleyk12.org 

Presentation for the Hawaii International 
Conference on Education,  Honolulu, HI USA
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A Paper For The 2007 Hawaii International Conference On Education 
 
Submission ID Number 502 
 
1.  Title:  CohortMax: Using Microsoft Excel and SPSS to Facilitate School-based Test 
Score Analysis 
2.  Topic Area Of The Submission:  Educational Technology 
3.  Presentation Format:  Paper Session (flexible, could be Poster Session if requested)
4.  Name(S) Of The Author(S): Bernard Schuster 
5.  Department/Affiliation:  Education Services, District Office, Blue Valley Unified 
School District 229 
Mailing Address:  Bernard Schuster, Education Services, District Office, Blue Valley  
Unified School District 229, 15020 Metcalf Avenue, Overland Park, KS 66283-0901 
E-Mail Address:  Bschuster@Bluevalleyk12.Org / Colorado93@hotmail.com 
Phone Number:  913/239-4000 
Abstract:  CohortMax is an analytical approach that was developed to enable schools 
to access and analyze current students' standardized, Kansas Assessment, and other 
test scores using Microsoft Excel. This presentation describes how the CohortMax file 
is structured and organized; steps involved in creating CohortMax using SPSS and 
Microsoft Excel; how it is given to the schools in Excel format; and how each school is 
then able to use Excel to access each individual students test score history, to sort the 
students by test scores, and to perform other analysis, as needed.  
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CohortMax: Using Excel to Facilitate 
School-based Test Score Analysis 

 
January 2007 

Bernard Schuster 
bschuster@bluevalleyk12.org 

 
 

Blue Valley Unified School District 229 
http://www.bluevalleyk12.org 

Presentation for the Hawaii International Conference on Education, 
Honolulu, HI USA 
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Define/describe CohortMax 
 
Describe the development procedure
 
Ways a School Could Use It 
 
 
 

Main Points 
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Blue Valley recently transitioned from Iowa tests to Measures of 
Academic Progress (MAP) tests.  
 
A new Blue Valley “Data Warehouse” is being developed.  
 

NOTED: BVSD Transitioning From Iowa tests to 
MAP in 2005-6  
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1.  One file for standardized test data for each gr./school.
 
2.  Microsoft Excel.   
 
3.  Revised with each test. 
 
• Uses: basic data sorting and analysis; assessment of 

student life cycle; strengths/ weaknesses of students/ 
schools; assessment of entering student’s status; 
forecasting NCLB issues; before/after assessments; 
select student for interventions; may support grant 
applications; focus on  test groupings; needs 
assessment; etc.  

 

CohortMax Key Concepts
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Blue Valley:  Why CohortMax?
• Standardized test scores on file labels. 
• Can not go in eSIS 
• Test scores little used. 
• Schools expressed need  
• Schools know MS Excel 
• The district had the capability 
• Current students 
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Blue Valley: Included/To Be in CohortMax 

● Kansas Assessments: Reading, Math, Social Studies, 
Science & Writing: Old Model/New grades  
● Measures of Academic Progress (MAP) Grades 3-10 
(Replaced Iowa: Grades 3, 6, 9, and 12) 
● Selected Current Year Demographics 
 
● Possible Added Candidates: Local Performance      
Assessments; PSAT; SAT; ACT; etc.   
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BV:  Standardized Tests in Student 
Life Cycle:  Old Model v New Model

Old Model                                        New Model 
  4 Iowa Tests                                     36 MAP  
15 KS Assessments (KSA)                23 KSA 
19 Tests                                             59 Tests   
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                  Times    
Test                       Given                  When               
KSA Reading  =      7                   (Gr 3-8 & 10)  
KSA Math  =      7                   (Gr 3-8 & 10)  
Writing  =      3                  (Gr 5, 8, 11) 
History/Govt  =     3                   (Gr 5, 8, 11) 
Science  =      3                   (Gr 4, 7, 10) 
                       23 
MAP:  
Reading =       18                  (2x Gr. 3-11)  
Math =         18                  (2x Gr. 3-11) 
           36 
 

Total Lifecycle =  59 
 

 

New Model - Life Cycle of Tests 2007-8/2008-9 
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Grades 4 ,7 and 
once in high 
school 

Grades 4, 7 and 
once in high 
school 

Grades 4, 7 and 
once in high 
school 

Science Science Science     

Grades 6, 8 and 
once in high 
school 

High school Grades 6, 8 and 
once in high 
school 

History/Govt History/Govt History/Govt     

High school Grades 5, 8 and 
once in high 
school 

High school Grades 5, 8 and 
once in high 
school 

Writing Writing  Writing Writing   

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Math Math Math  Math  Math 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Grades 3-8 and 
once in high 
school 

Reading  Reading  Reading  Reading  Reading  

2009-2010 2008-2009 2007-2008 2006-2007 2005-2006  

Kansas State Assessment Schedule 

Source: KSDE 
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Cohort Max:  Accumulation of Variables Through Life-Cycle
Number of Variables  

GR. 
MAP 
Fall  

MAP 
Spring 

KSA 
Read 

KSA 
Math 

KSA 
Hist/ 
Gov 

KSA 
Writ 

KSA 
Sci 

Total/ 
Year Cumulative 

3 25 25 9 11     70 70
4 25 25 9 11   11 81 151
5 25 25 9 11 11 9   90 241
6 25 25 9 11     70 311*
7 25 25 9 11   11 81 392
8 25 25 9 11 11 9   90 482
9 25 25       50 532**

10 25 25 9 11   11 81 613
11 25 25   11 9   70 683
12             

             +Demographics 7 

            Total Life Cycle 690 
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Principles for Organizing 

Columned by test and grade (not year) 
Variable name must stand alone (e.g. Tot % Correct KSA Math Gr. 7 )  
Year of Test and school of Test are separate variables   
One set of demographics: current year  
Excel XP (workstation) accepts max of 256 variables/worksheet, the maximum 

number of rows is 65,536.  SPSS 14.0 max number of variables is over 
17,000 and number of rows is over 100,000.   

 Noted: It is “POSSIBLE” to merge files using Excel Compare Two Lists 
(http://office.microsoft.com/en-us/assistance/HA011039151033.aspx), or INDEX 
(http://office.microsoft.com/en-us/assistance/HP052091381033.aspx) but not recommended except 
for small applications. 
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One KSA Reading = 9 Variables
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KSA History Govt.  = 11 Variables
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KSA Science   = 11 Variables
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KSA Writing   = 9 Variables
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To Cope With Number of Variables

Thru Start of Grade 6 Keep All Variables 
After MAP in Gr 6: Keep One Worksheet Key Data:
    Last four iterations of MAP  
    Last two iterations of each KSA 
 
Remaining Variables (if needed) on Subsequent 
Worksheets 
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Accumulation of Scores On Worksheet One:     

Policy: Two Years of Map + Last Two Iterations of Each KSA 

Lifecycle Milestone N of MAP Variables N of KSA Variables Total N of Variables 

End Gr5 / Start 6 100 71 171
End Gr6 / Start 7 100 71 171
End Gr7 /Start 8 100 82 182
End Gr9 / Start 10 100 82 182
End Gr10 / Start 11 100 113 213
End Gr11 / Start 12 100 102 202
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HIGH LEVEL SUMMARY: PROCEDURE 

SPSS (or =) data file of the earliest year of scores is 
created 
 

Test files (KSA, MAP, etc.), and current year 
demographic file are MERGED (using student id#. 
into the master file). 
 

Trim to current students and divide into grades and 
converted to MS Excel. 
 

File is divided by school … given to schools.  
 

Master data file is recycled in subsequent years. 
 
 
Noted: It is “POSSIBLE” to merge files using Excel Compare Two Lists 
(http://office.microsoft.com/en-us/assistance/HA011039151033.aspx), or INDEX 
(http://office.microsoft.com/en-us/assistance/HP052091381033.aspx) but not recommended 
except for small applications.
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Convert 
MAP file, 
to SPSS 
file. 

Split 
each into 
subjects 
& merge, 
so 
subjects 
are side x 
side1. 

Merge 
MAP and 
KSA files
using 
id#. 

Merge w/ 
current year 
demographic 
file & trim of 
attrition . 

Convert 
KSA  
files to 
SPSS

Simplify 
KSA files of 
unused 
variables, 
add grade & 
year 
variables. 

Divide 
SPSS files  
by grade2, 
delete 
irrelevant 
variables, 
& convert 
to Excel, 
transfer 
variable 
labels.  

Save   
new 
baseline 
file. 

Add 
formatting 
& freeze 
pane 
elements,  
and divide 
Excel files 
by school 
& grade, 
& deliver. 

Save new 
baseline file, 
current 
students 
only.  

Flowchart of Tasks In Constructing 
CohortMax (Summary)  

 

 
 

 
 

 
1 Develop standard variable names & labels for use throughout process, assure all cases have id#.   
2 Higher grades have more tests variables. 

Divide 
into 
grades, & 
add 
grade & 
year 
variables. 

Get current 
year 
demographic 
SPSS file 
(bldg & 
grade, etc.).
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Ways a School Could Use It 

Identify Top or Lowest Scoring Students On a Test.  
Identify students who had trouble with last KSA Life Sciences 
Standard.  
 
Explore student math scores: KSA vs MAP/Iowa. 
Which KS Standard most needs intervention.  
Graphic analysis 
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Procedure for Most Analysis

Make a backup and “for use” copy 
Delete, sort, use Excel for calculations.  

2007 HICE Proceedings 
Page 5094



 

Identify Top … Scoring Students On a Test.
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Identify … Lowest Scoring Students On a Test.
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Identify students who had trouble with last 
KSA Life Sciences Standard. 
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Explore Math Scores (Sensitivity 
Analysis) 
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Which KS Science Std. most need intervention? 
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Graphic: 
Step 1 
MAP: 
Lowest 
Math 
Subscore
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Graphic: 
Step 2 
MAP: 
Lowest 
Math 
Subscore
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Define/describe CohortMax 
 
Describe the development procedure
 
Possible uses/applications 
 
 
 

Main Points 
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Technology Applications in the Physical Education Classroom 
(Technology to implement as a tool while teaching physical education) 

 
Teacher preparation instructors at Grand Valley State University [GVSU] have 

created a series of lessons that incorporate various technologies in the mobile classroom. 
Physical education classes occur in a mobile classroom and there is a wide variety of 
technology that can enhance the student learning experience. The lessons created in one 
project involved the implementation of the following technologies: Personal Digital 
Assistants [PDA], FITNESSGRAM software on laptop computers, pedometers, heart rate 
monitors, and video analyses. The intention of these lessons was to create the 
competency for preservice K-12 professional instruction physical education majors to 
implement various technologies within their future teaching experiences. These 
technologies were implemented in student assignments in order to develop their sense of 
personal competency in implementing a wide variety of technology in their own teaching 
experiences. For example, the goal of fitness education is to enable K-12 children to gain 
the knowledge and skills to self assess, evaluate, and set goals for maintenance and/or 
improvement of their personal fitness levels. By creating experiences for K-12 students to 
take personal control of their health and fitness, these preservice educators will be working 
to increase physical activity as an intervention for prevention and treatment of obesity rates 
among United States youth. This country is a sedentary society and the use of these 
technologies is geared to help create personal confidence and an internal locus of control 
in K- 12 students in order to help them commit to a lifetime of activity. These technology 
tools are readily available to teachers who can incorporate various applications into the K-
12 physical education experience.  

The K-12 professional instruction students at GVSU have embraced the technology 
applications and have carried the implementation of several of these technologies to their 
cooperating teachers as they progress in the teacher preparation program. Last semester, 
at least four interns implemented aspects of the FITNESSGRAM program at their student 
teaching sites and found that this fitness program was very well received by both 
cooperating teacher and students. It is a program that is criterion based so it helps to 
eliminate embarrassing comparisons which reinforces the concept of focusing on personal 
skills in physical activity. Further, FITNESSGRAM is endorsed by the American Alliance of 
Health, Physical Education, and Dance, the national professional organization, so the 
students are sharing “cutting edge” fitness programming with the local community. 
Students have been very creative with the use of PDA s in class ranging from using them 
for class management [grade, skill progress, and attendance], data reporting, and using 
video clips for skill development at skill stations. 
 An analysis of technology used by the preservice teachers and that is available to 
teachers and students in physical education have yielded some interesting insights. The 
positives of using technology in the learning experience of students is that is enhances 
those experiences. Since students enjoy and use technology regularly, this makes the use 
of technology motivating and exciting for them. Technology also has the capability of 
making the physical educator’s job easier by helping keep track of progress made by each 
and every student on a daily basis. This enhances teacher credibility because assessment 
is ongoing and readily available.   
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 While technology is useful, there are some drawbacks. Some pieces of technology 
are expensive and in a budget conscious educational climate, this may become a large 
obstacle. Learning to implement technology in lessons is, for teachers, a time intensive 
experience. One must be able to use the equipment and be able to create ways to use it in 
daily lessons in a way that is helpful. It should be noted that technology is not perfect. One 
wag was quoted as saying, “To err is human, but to really foul things up you need a 
computer” [Paul Ehrlich]. Technology should be used as an aid in instruction and not relied 
upon to replace the instructor.  
 The following list identifies the technology the preservice teachers in physical 
education have been implementing in lesson plans and their possible benefits for the K-12 
students and the teacher: 

Heart Rate Monitors measure the electrical activity of the heart and report is as 
heart rate.  

• Individualize training 
• Track heart rate during game-like situations and training 
• Assure the student is working in his/her target heart zone 
• Confirms that the student is working at the desired level 

 
PDAs or personal digital assistants are mobile handheld devices capable of 
computing and storing data. 

• Track student progress in skill and/or fitness 
• Coordinate management tasks 

o Skill/fitness records 
o Attendance 
o Lockers 
o Communication to parents 

• Record voice memos for later retrieval 
• Take pictures or video for immediate feedback 
• Students record data and use it to set personal goals 

 
Video and TiVo Recorders capture video of the correct form of new skills and of 
student performance for review and feedback. 

• A picture is worth a thousand words 
• Can slow down and pause action 
• Cameras are mobile and ease to use 
• Store hours of images 
• Analyze complex skills  

o Gymnastics 
o Diving 
o Tennis serve 
o Pole Vaulting 
o Pitching etc… 
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FITNESSGRAM is a nationally endorsed fitness software database that 
emphasizes individual performance [criterion referenced] that allows for self 
assessment and goal setting. 

• Teacher version communicates with student version 
• Generates reports 
• Students self enter data 
• Students receive a personal profile 
• Students receive personalized activity program 

 
Pedometers are devices that measure the number of steps taken by students 
during a class or exercise session. 

• Give credit for spurts of activity throughout the day 
• Easy to use 
• Provide instant feedback of activity 
• Motivate people by counting each step 

o Reveal improvement when plotting each step 
o Are fun such as virtual tasks like walking from LA to NY  

• Provide interdisciplinary learning [e.g. virtual walk- geography, math] 
• Encourage a more active lifestyle 

 
The technology listed above is readily available for use in any classroom and not 
just the gymnasium. The technology can be useful to teachers, students, and 
administrators. The availability of grants and other funding support for various 
technology items means that use of technology could be less expensive than 
initially thought. Its growing popularity with people of all ages means that skills to 
create lessons with this tool are an important component of any teacher’s tool belt. 
A recent article stated that the sporting goods business is using video games to get 
our nation’s couch potatoes up and moving (Carey, 102).  The sporting goods 
businesses are working to create new generations of fitter Americans who will buy 
their products. Their main weapon is technology. “Kids are already hooked on 
computers and video games, but we can trick them into exercising” (Carey, 102). 
The potential for student motivation, increased fitness, and classroom management 
increases the appeal of working to create teachers who can confidently use these 
teaching tools in the classroom. 
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Abstract 

Purpose: The coming of the 21st Century is challenging traditional management theories 

and requires the development of global business leaders able to meet the complexity of 

the new environment. This entails a rethinking of management education. The aim of this 

paper is to present an innovative framework aimed at creating human capital suitable for 

competing in the emergent competitive landscape of the 21st century. 

Design/methodology: The framework is the result of an empirical study of the e-

Business Management School (eBMS) of Scuola Superiore ISUFI – University of Lecce 

(Italy). For this study we applied a participative observation (Yin, 1994), because we 

observed the Business School community, while taking part in it, from November 1999 

till August 2006.  

Findings: The result is the creation of a new profile, the “Change Manager” and 

“Business Engineer” capable to identify and exploit the distinctive potential of the new 

Information and Communication Technologies reconfiguring traditional business 

contexts.  

Practical implications: Leading business schools must be more practical oriented, 

should undertake research that points towards thought leaders, and should work through 

lifelong learning networks adopting a “learning in action” approach supported by 

experiential laboratories. 

Originality/value: The paper is of value for all involved in management education trying 

to design innovative programs and learning environments suitable for creating the 

business leaders of the future.  

Keywords: Human Capital Creation, Management Education, Business Schools, 

Learning in action. 
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Introduction 

Management in the 21st century has accordingly taken a new orientation. It’s increasingly 

founded on the ability to cope with constant change and not stability, it’s organized 

around networks not hierarchies, built on shifting partnerships and alliances and not self-

sufficiency, and constructed on technological advantage and not bricks and mortar 

(Carnall, 2003).  

Organizations embracing the new management changes are restructuring their internal 

processes and management approaches around rapidly changing information and 

technology. The new management philosophy is also embracing innovation as key 

ingredient of success and increased competitiveness (Khalil, 2000). This entails 

developing the creative potential of the organization fostering new ideas, harnessing 

people’s creativity and enthusiasm, tapping the innovative potential of employees and 

encouraging the proliferation of autonomy and entrepreneurship (Blanchard, 1996; 

Kuczmarski, 1996; Boyett and Boyett, 2000; Black and Porter, 2000). 

Modern organizations as such, are making major strides to nurture innovations, posing 

human knowledge as a key component of their asset base, and creating knowledge bases 

or repositories to shorten learning curves (Khalil and Wang, 2002; Carnall, 2003). 

People are treated as the natural resource and capital asset of the organizations and the 

most important source of sustainable competitive advantage. The new management 

paradigm therefore revolves around teamwork, participation and learning; it also revolves 

around improved communication, integration, collaboration and closer interaction and 

partnering with customers, suppliers and a wider range of stakeholders. Value creation, 

quality responsiveness, agility and innovation, integration and teaming are increasingly 

regarded as useful guiding principles in the evolving new environment. 
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This ‘inversion’ in perspective calls for a substantial rethinking in current management 

practices and education and, more in particular, the need to radically innovate human 

capital creation processes. As the 21st Century comes along, the organizational model 

that dominated the past century embody assumptions that appear inadequate to face the 

new challenges. 

 

Reviewing the traditional management education: too business function oriented? 

Business education, as we know it today, is of recent origin; a review of his history will 

help us to explain why business schools today use the content and method they do.  

The Master of Business Administration (MBA) has become de facto the requirement for 

managerial position in many corporations and professional services firms. Yet the long 

practiced approaches of Business Schools and MBA programs, and the competencies and 

effectiveness of their graduates, have been sharply criticized in recent years (Mintzberg, 

2004; Pfeffer and Fong, 2002). 

The first MBA program appeared in the 1908; the objective was to respond to the 

functional hierarchical line management based on the theories of Fayol, Taylor and 

Weber that viewed management environment as stable as such tended to prescribe 

centralized decision making processes and hierarchical communication channels. 

The last MBA major transformations took place as are results of two reports published in 

1959 (Gordon&Howell,1959; Pierson, 1959) when some remarkable changes began to 

take place. The reports railed against the inadequacies of the MBA programs of the time. 

Business education was criticized, as one study put it, as a “vague, shifting, rather 

formless subject.” In those years, the business schools also initiated the research 

programs for which U.S. schools are now well known. The disciplines of finance, 
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accounting, strategy, and marketing became more rigorous, and management sought to 

become a science. It was also at this time that the classic two-year American MBA model 

was born, with the first year devoted to the core disciplines and the second year offering 

more specialization through electives. 

In the early 1990s, business schools were said to be out of touch with the real world of 

business. Again, schools responded by overhauling their curricula — this time by adding 

more practical skills to their MBA programs. 

In April 2002, the Management Education Task Force of the Association to Advance 

Collegiate Schools of Business (AACSB) issued a report questioning the relevance of 

business school courses. It recommended that American business schools focus more 

attention on “basic management skills, such as communication, leadership development, 

and change management and prepare managers for global adaptability.” More recently, 

business schools have been criticized for the emphasis of business schools on the 

acquisition of knowledge rather than the development of skills and attitudes. In 

Innovation in Professional Education: Steps on a Journey from Teaching to Learning, for 

example, Richard E. Boyatzis, Scott S.Cowen, and David A. Kolb (1994), found that 

MBAs were too analytical, not practical and action oriented; lacked interpersonal skills, 

communication skills in particular; were parochial, not global in their thinking and 

values; had exceedingly high expectations; were not oriented toward information 

resources and systems; and didn’t work well in groups. More recently, Henry Mintzberg, 

the Cleghorn Professor of Management Studies at McGill University in Montreal, has 

called on business schools to rethink their programs. In his book Managers Not MBAs: A 

Hard Look at the Soft Practice of Managing and Management Development (2004), 
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Professor Mintzberg argues that MBA programs offer “specialized training in the 

functions of business, not general educating in the practice of managing.”  

It might not be unfair to conclude that we now educate managers with a 1908 product that 

uses a 1950s strategy (Mintzberg, 2004). 

So it’s necessary to shift from business education to management education to create 

people able in the practice of management and not only in the understanding of business 

functions. 

 

Setting up a new vision, trends and challenges in management education 

Today, we are at another inflection point in business education. Managers have to 

understand certainly the business functions that represent the language of business, but 

the practice of business is not the same of the practice of management (Mintzberg, 2004). 

It’s necessary to shift form business education to management education and go versus 

management development. 

Business schools in general needs to activate radical innovation in the human capital 

creation process for changing not only the what of management education, but also the 

how and who of the process. The recent trends in scientific debate highlight four main 

points to consider in building a new agenda for management education (see Table I.)  

Table I. Trends and challenges for management education 

 TREND CHALLENGE 
WHO: 
PROFILE 

management education must 
create a “global” Business 
profile 

Business school needs to create managers with global 
business capabilities, defined as the knowledge, skills and 
attitudes to succeed in the global economy (Andrews et al., 
2004).  

WHAT: 
CONTENT 

new management education 
must be multi-disciplinary in 
contents 

Business schools need to be better integrated with their 
physical and social science and engineering counterparts 
(Kochan et al, 2003) and to break the isolation of disciplines 
within its programs and the integration of functional 
knowledge. 

HOW: 
LEARNING 

Management education now as 
to go beyond the passive 

It is necessary to rethink teaching and learning to provide 
future managers and leaders with the perspectives, 
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APPROACH transfer of theoretical 
knowledge to the application of 
practical knowledge. 

knowledge and skills that enable organizations to realize the 
potential value from the workforce and their knowledge. To 
enable people to move from the functional business 
organization to the business leadership, business schools 
must develop a new approach to teaching and learning. 

HOW: 
STRATEGY 

Business school has to move 
versus complex inter-University 
networks and symbiotic 
relationship with industry. 

New management models have never been created in the 
academy. This suggests that we need new research strategies 
that break down the barriers between theory and practices, 
strategies based upon co-production. Management research 
like an other R&D, can only benefit from partnership 
between the academy and companies.  

 

These challenges, suggest it’s time for a radical revision, beyond the borders of the 

current business education, adopting a wholly different approach to developing managers 

suitable for competing in the 21st Century landscape.  

• How can global leaders be developed to meet the complexities of global business? 

• How effective is the integration of business management and technology management 

education in creating those knowledge, competences, and skills?  

• What are the emerging approach in terms of learning methodologies and strategies to 

adopt for human capital creation? 

 

An innovative approach for human capital creation in the 21st century organization: 

the eBMS case 

Is in this debate, as an attempt to answer to those questions, that the experiment (case 

study) presented in this paper is framed; the aim is to contribute pragmatically to the 

current debate on how to craft management education in the coming 21st Century. 

We’ll present a framework for human capital creation as result of an empirical study of 

the e-Business Management School (eBMS www.ebms.it) of Scuola Superiore ISUFI – 

University of Lecce (Italy). Finally, we’ll describe some of the results obtained and the 

implications of this framework for management education. 
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The eBMS is a cross-disciplinary school for international young talents. The School aims 

at creating Human Capital and Knowledge Assets, by integrating Advanced Education, 

Research and Technology Transfer focusing on Digital Innovation and Business 

Transformation. Currently, the eBMS leads a Capacity Building Program to bridge the 

“Digital Divide” in Southern Mediterranean Countries and it’s strongly involved into 

joint research and education programs with top level, National and International, 

Academic and Industrial organizations. 

For this study we applied a participative observation (Yin, 1994), because we observed 

the Business School community, while taking part in it, from November 1999 till August 

2006. We analyzed the experience of the eBMS International Masters in “Business 

Innovation Leadership” started in 1999 now at its 8th edition, 3 cycles of PhD started in 

2001, and some research projects started in 2000. According to the methodology chosen, 

researchers and executive staff actively participated in the eBMS meetings, activities, 

projects and learning processes. Weekly, questionnaires and daily informal meeting for 

evaluating students satisfaction on learning processes were developed, both for Phd and 

master students. Monthly meeting and focus group with company partners was realized in 

order to focalize the role of executives in the learning patterns, brainstorming among all 

the researcher of the school served for align the strategy with the current results. 

Since its foundation, in 1999, the eBMS has been tried to ignite a ‘creative destruction 

process’ in management education, experimenting new ways of creating human capital. 

The aim was to create business leaders capable to identify and exploit the distinctive 

potential of the new Information and Communication Technologies (ICTs) for 

reconfiguring traditional business contexts, which we refer as the ICT-driven Business 

Innovation Leadership, the eBMS brand consolidated over those five years of 
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experiences. In our view ICT-driven Business Innovation Leadership wants to represent 

an evolution of traditional management education in the 21st Century, which goes 

beyond the MBA, born in management environment, integrating management studies 

with technological ones. 

The basic principles of the e-Business Management School breakthrough framework are 

illustrated in Table II.  

Table II. The eBMS breakthrough approach for human capital creation 

 TREND …in eBMS 
WHO: 
PROFILE 

management education must 
create a global ”business” 
profile 
 

1.Business Engineers and Change Managers able to 
integrate organizational processes and digital technologies to 
invent new business solutions 

WHAT: 
CONTENT 

new management education 
must be multi-disciplinary 

2.A trans-disciplinary approach as a new knowledge 
creation process for ICT-driven business innovation 
leadership based on knowledge enhancing features of 
Information and Communication Technologies. 

HOW: 
LEARNING 
APPROACH 

management education now as 
to go beyond the passive 
transfer of theoretical 
knowledge to the application of 
practical knowledge 
 

3.Learning in action strategy as human capital creation 
process 

HOW: 
STRATEGY 

Business school has to move 
versus complex inter-University 
networks and symbiotic 
relationship with industry. 

4.International Networking of Academic and Industrial 
Partners to expand knowledge horizons 

 

1. The overall aim of eBMS is to create Change managers and Business engineer able to 

ideate, design and develop complex solutions of e-business in the changing scenario of 

the digital economy.  

The Change managers and Business engineers foster the capabilities to: 

• understand the global change in business management and technology 

management; 
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• invent and exploit the distinctive potential of the new Information and 

Communication Technologies (ICTs) to radically reconfigure traditional business 

contexts; 

• identify new business opportunities in the digital economy;  

• Implement change processes within the organizations, through the development of 

e-business applications in the Agri-Food, Tourism, government and new product 

development industry. 

2.Trans-disciplinarity: in eBMS knowledge coevolves with the context of application, 

dynamically and beyond the contribution of any single discipline.  

The aim to create Business Engineers and Change managers is pursued through the 

creation of trans-disciplinary competences profiles able to identify the distinctive 

potential of emerging technologies and finding the right matching with hidden business 

needs, integrating both technological and business knowledge. 

The focus will perhaps increasingly be an integrated offering of various disciplinary 

fields, through integrative modular program design, rather than offering semester length 

courses in particular specialist topics such as marketing, finance, accounting etc. 

(Lorange, 2005).   

The integration of business management with technology management is evident in all 

the eBMS programs, but more especially in the International master on “Business 

Innovation Leadership”. The master is developed through an integrated learning 

architecture, focused on the building blocks illustrated in Table III. Each building block 

aims at creating the Knowledge suitable for “Global Business Capabilities”. 
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Table III. The Learning Architecture for creating Change Managers and Business Engineers 

ebms master Building Blocks KNOWLEDGE CREATED IN PEOPLE 

New Competitive Macro Environment Global macroeconomics; global business strategy; competitive 
microeconomic 

Business Management Business performance, business planning, operation management, 
accounting management  

Internet Business Management Internet marketing, e-business, knowledge management 

Business Innovation Leadership Change management & leadership, innovation management, project 
management, intellectual capital management 

ICT Management HW&SW management, data management, network management, 
technology platforms 

 

In this aim Information and Communication Technologies play a fundamental role as 

they foster the development of Business Innovation Leadership capabilities in two ways. 

First, by increasing the capacity to identify and discover opportunities emerging from 

changes. Second, by enhancing the management of knowledge aimed at reconfiguring, 

integrating, acquiring, and deploying organization’s internal and external resource and 

capabilities to transform these opportunities in value. 

3. Learning in Action: ‘Learning in action’ strategy lays at the center of eBMS human 

capital creation process. In eBMS we believe that learning methods should radically 

change, as traditional course-based, one-to-many, and off-line delivery of learning are 

ineffective as compared to application-based, peer-to-peer, and multi-channel/multi-

modal delivery of learning.  

4. International Partnership: International Networking of Academic and Industrial 

Partners to expand knowledge horizons because in rapidly changing contexts much of the 

critical resource base that will determine the success of an organization lies outside its 

boundaries and escape its direct control. The significant rate of growth that eBMS 

experienced could not have been happened without its network of academic and 

industrial partners. Is it this network that allows eBMS to build and integrate its core 
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competences, leverage its strategic assets, and develop customized technological 

solutions to support our advanced learning processes and research activities.  

 

Putting in practice the Learning in action strategy  

But how this ‘learning in action strategy’ is being put into practice? In other words, 

which are the implications of those principles for management education? 

Table V tries to synthesize the human capital creation practices within eBMS, taking 

traditional human capital creation practices as point of departure (Romano et. al., 2005). 

 
Table V. The “Learning in action strategy” at eBMS 

 
From traditional 
classroom … 

….to learning in action  

Learners as students in 
classroom 
 
 
 
Learning is faculty 
centred 
 

Learners as “knowledge workers”, end-user being able to assimilate content by applying 
it in a real work context, in an action-oriented manner 
 
Learning is learner-centric - the learner is not considered as a passive recipient of 
learning material. 
 
Learning is self managed  - responsibility for much of the learning is turned over the 
participants themselves, beyond just selecting assignments or projects 

Faculties are teaching in 
classroom, controlling 
the classroom, leading 
the discussion  
 
Learning is a knowledge 
transmission process with 
students as passive 
recipients of knowledge 
transmission 

Faculty as mentor of the learning process. Mentor guide the learning process presenting 
the complex problem to solve, introducing the topics and monitoring the learner in their 
processes. 
 
 
Learning is interactive – The learner should not be left completely alone in its learning 
path, but on the contrary he has to be engaged actively by mentors, supported in 
designing his path by experienced coaches, and motivated to interact with other learners 
to frame problems and find solutions. In this view Information and Communication 
Technologies are fundamental in providing a facilitating context for learning, 
communication, and collaboration. 

Business education based 
on managerial functions  
 
 
 
 
Modules reflecting the 
business functions 
 

Management education is aimed to develop the change managers and business engineer, 
a multidisciplinary profile in which business management and technology management 
skills are integrated and developed within the context of application through a seamless 
interaction between goal-oriented research (basic and applied) and higher education 
activities. 
 
Learning is action-based - Learning does not occur in theory-driven, discipline-based 
ways, rather learning occurs from everyday experience when people act in order to solve 
a problem and/or to achieve a goal. The logic is reversed: application and experience are 
not means to learn, but ends from which learning originates, in a process that relies on a 
series of trials/experiences, observation, reflection, and systematization. 
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 Activities take place in 
classroom 
 

Activities take place beyond classroom, in the research and development laboratory. 
The laboratory of e-Learning, Knowledge management and e-business represent the 
“learning environment” of all the activities for the developments of innovation e-
business solutions in some business industries: agri food, tourism, new product 
development and e-government.  The participants are involved in the setting up of 
innovative projects. The projects serve as the “central core” of the learning program, by 
which the knowledge and skills learned  are put in practice. 

 Assessment based on 
number  

The participants’ assessment is mainly based on the results/innovations obtained in the 
research laboratory, on the projects developed with the support of the project managers 
and mentors. Each project is strictly connected with the eBMS projects portfolio and 
represents the starting point for the conception of new innovative projects in the eBMS. 

Structured curriculum, 
everyday in classroom 
Courses with 
disassociated knowledge, 
packaged into a modules 
and curriculum. 

Curriculum is dynamically configured according the final solutions to develop. Learning 
patterns are interconnected according the professional profile to create, and are 
structured in terms of knowledge, skills and attitudes. These classification drive the 
configuration of the learning modules and learning patterns, not the traditional discipline 
/business function curriculum. 

Local educational  
experience in terms of 
faculty and students 
 
 

Cross cultural educational experience, with people coming from different countries.  
Lectures and seminars held by faculty coming from different business schools located in 
USA, Europe ad Euro- Mediterranean countries. 
Participants to the learning activity coming from Italy, Morocco, Jordan, Spain and 
Albania.  

 

The innovative paradigm presented above leads to overcome the classical idea of 

business education, combining management education with management development 

(Mintzberg, 2004).  

 
 
The results of the experiment: the eBMS Intellectual Capital 
 

The search for appropriate parameters to measure the value created by the eBMS 

experiment falls within the general issues concerning the intellectual capital assessment. 

The popularity of Intellectual Capital (IC) as a business issue has primarily been 

sponsored by practitioners (Bontis, 2002); but there seems to be a growing interest from 

the academia.  

Among several classifications proposed by the growing literature on IC (Kaplan and 

Norton, 2004), the one presented by Seeman (2000) seems to be the more applicable to 

the case of a Higher Education Environment. According to Seeman (2000) Intellectual 

Capital of an organization, could be framed in three interdependent elements: human, 
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social, and structural capital. Based on these considerations, by IC in the eBMS we 

define: 

 1.a -Human capital is defined as knowledge, skills and attitudes created in people 

involved in the eBMS learning programs. An exponential growth of full-time researchers 

involved, from three people in October 1999 to the current 35 full-time people.   

Almost 150 young talented people have been selected between 350 applicants in Master 

editions, and 18 PhD students have been involved. 25% of Master and PhD students have 

come from Morocco, Albania, Libya, Palestine, and Spain.  More than 350 mentors, 

speakers, an testimonials are been involved in learning activities, advanced seminars and 

Summer Schools coming mostly from Europe, North-America, and Japan. 

Currently, 70% of all the participants to learning programs are employed in prestigious 

manufacturing, services, consulting companies, and 10% are part of the research staff of 

the eBMS. 

1.b Social capital - Social Capital reflects the ability of groups to collaborate and to work 

together and is a function of trust. Moreover, as the school supplies a multilevel learning 

programmes (undergraduate, master, PhD, executive), another dimension in customer 

capital could be considered the loyalty developed by learners (as Graduates, Masters, 

PhDs or Alumni) in continuing their individual process of updating knowledge during 

their working life referring to the eBMS as a valuable source. More than of 10% involved 

in the eBMS international master in Business Innovation Leadership decided to attend 

also the PhD program in e-Business.  

Moreover, the eBMS developed a learning network with national and international 

industrial and academic partners. Among the academic partners we have: Massachussets 

Institute of Technology (MIT, USA), Al Akhawayn University in Ifrane (MA), London 
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School of Economics (UK), Cranfield Univerisity (UK), SPRU (UK), Durham University 

(UK), Université de Paris II (FRA), Politecnico di Milano (IT), University of Naples 

“Federico II” (IT), University of Roma “Tor Vergata” (IT), University of Milan (IT), 

Scuola di Direzione Aziendale della Bocconi (IT). 

Among the industrial partners we have: Engineering Ingegneria Informatica S.p.A, Avio 

Group, Consortium FoodNet (composed by 16 enterprises of the agri-food industry), 

Telecom Italia, Intel, SUN, IBM, Siemens, Hewlett Packard, Nokia. 

1.c – Structural capital – what is usually defined as structural capital (buildings, 

software, processes, patents, organization’s image and values, information system, 

databases) for eBMS is the result of a complex activity in carrying out several projects 

awarded on competitive base. These act at the same time as enabling factors (since 

structural capital is generated for matching projects’ requirements) and as catalysts of the 

learning-in-action environment of the school. The achievement of these projects, indeed, 

is performed by implementing several technological tools, and also by providing each 

learner with the appropriate endowment (PCs, workstations, peripherals). The projects’ 

development, then, reinforces the dynamics of interactive learning which constitute the 

core mission of the school. Actually the eBMS has a projects portfolio composed by 14 

competitively awarded projects that allowed the identification and development of the 

following basic and applied research topics: 

- Intellectual Capital Management and Measurement; 

- Multi-Channel Adaptive Information Systems; 

- Semantic Web for Knowledge Innovation in the Web Infrastructure; 

- New Business Models and Technological Platforms for the Agri-Food Sector; 
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- New Business Models and Technological Platforms for the Tourism and Cultural 

Heritage Sector; 

- Knowledge Management for New Product Development; 

- Digital Business Ecosystems; 

The research topics, strictly connected to the research projects, are carried on in the 

eBMS experiential laboratories: web learning laboratory, System Integration laboratory, 

networking and IT infrastructure laboratory, Knowledge management laboratory, e-

Business process management laboratory, e-Tourism laboratory, e-Agri food laboratory, 

New product development laboratory. 

 

Conclusions 

We would like to conclude the paper with some of the key lessons’ learned over this 

period, which represent the basic guidelines for crafting management education in the 

21st Century: 

-Learning is a result of a process of active knowledge creation in the experiential 

learning laboratories in which education and research are strictly integrated. In the 

laboratories people think, work and learn together how to invent new ICT based 

configurations. Learners are able to experiment, and progressively discover and/or 

construct (by trial and error) knowledge in a domain, through a bottom up approach; the 

results is the development of innovative research projects for business transformations. 

-The learning process relies on a good mixture of ‘structured’ learning (such as lectures 

and seminars) and informal knowledge sharing, such as experience sharing and 

discussion of different ways of considering a problem. 
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-Human capital creation could not be effective if carried on outside a context of 

application. Knowledge creation happens within the context of application and cannot be 

carried out in absence of some practical goals. The result is the creation of a new global 

leader’s profile, the Change Manager and Business Engineer able to integrate 

organizational processes and digital technologies to invent new business configurations. 

The profile created is characterized by a complex amalgamation of technical, functional 

and socio cultural skills to cope with the 21st century organizations paradigms. This 

combination has been made possible thanks to an integrated learning architecture focused 

on the integration of business management and technology management.  

These challenges are truly global, requiring attention and collaboration between 

management schools and partnership with industry, to identify guidelines for curricula 

and mechanisms for delivering management education that meets the needs of 

contemporary managers. More than even before, the value of an international, academic 

and business networks is paramount to increate both creativity and effectiveness in 

human capital creation process (Lorange, 2005). 
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Abstract 
 
 This paper describes the attempt of Computer Science educators in Divine Word College of 
Calapan to develop and promote a cognitive learning instruction in a tertiary level education environment 
in response to the weak background of students in computer programming and logic based problem 
solving subjects. After all the purpose of a school is guided by the conviction that information 
professionals have a special obligation to provide, facilitate, and safeguard access to recorded 
knowledge. This is an essential element in the goal of promoting society's individual and collective 
wisdom. Though information professionals share this goal with other groups whose activities overlap with 
some of their own, the principal focus of each group differs. The school has a strong tradition of 
education for librarianship, which is an information profession with a unique responsibility for knowledge 
beyond the personal, the curricular, the current, and the commercial. It is society's last resort for 
information essential to freedom and to the potential for growth, reform, and renewal. 
 Information professionals (the teachers) are responsible for acquiring and applying expert 
knowledge concerning the characteristics of materials; the characteristics of the clients (the students) 
who need those materials; the interactions between clients and materials; and the operation of libraries 
and related institutions that facilitate those interactions. As society's guardian of access to knowledge, 
information professionals (the school and the teachers) are aware of the tension that exists between the 
access to information and utilization of the information for public usage, the rights of individuals to privacy 
and the need for public security, between the mandate to keep the full record and the need to preserve 
that which meets reasonable standards of significance. They are further aware of their special 
responsibility for the protection of intellectual freedom, individual confidentiality of inquiry, legitimate use 
of copyrighted materials, and freedom from economic constraints on availability of information. The 
discovery and transmission of knowledge that makes possible the fulfillment of these responsibilities is 
the mission of the school. (Library and Information Studies, University of Wisconsin-Madison, 2000) 
 This being so, it is a point of pride for a school, a source of joy for instructors and a spring of hope 
for students and his peers for a student to be in a school that fosters academic excellence, to have peers 
that inspire each and everyone to perform well in academics (with or without academic excellence). It is a 
sad state that despite competent instruction, availability of resources and family support, students in 
college for most time are uninspired to excel academically and are only competitive when in sports 
activities with peers. This paper reports the principle of a modified strategy for cognitive learning 
instruction, how it can be implemented in schools and the evaluation of outcomes as synthesized from 
the feedback of teachers and students, how it can be used to reverse the trend and inspire/motivate 
students to excel in their endeavors and enjoy learning. Cognitive Strategy Instruction (CSI) is an 
instructional approach which emphasizes the development of thinking skills and processes as a means 
to enhance learning. The objective of CSI is to enable all students to become more strategic, self-reliant, 
flexible, and productive in their learning endeavors (Scheid, 1993). CSI is based on the assumption that 
there are identifiable cognitive strategies, previously believed to be utilized by only the best and the 
brightest students, which can be taught to most students (Halpern, 1996). Use of these strategies has 
been associated with successful learning (Borkowski, Carr, & Pressley, 1987; Garner, 1990). The 
evaluation results show that teachers and students in a CSI environment consider themselves with 
enhanced motivation for learning and teaching. 
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Background 
  
 The Computer Science of the Divine Word College of Calapan started as the Associate in 
Computer Data Processing course which was given the permit to operate on March 21, 1995 with Permit 
No. 014, Series 1996. It then expanded to Bachelor of Science in Computer Science when it received its 
operating permit on March 14, 1996. The government then recognized the course with the government 
Permit No. 098 Series 1995 on its third year of operation released on April 18, 1995. 
 The Bachelor of Science in Computer Science aims to instill in the students the invaluableness of 
computer education and through it the formulation of a provincial and national Information Technology 
Plan that would contribute to the development of the province and the nation. 
 However with the present state of education in the Philippines shows a limited success in the 
teaching of computer or technology subjects in our school system. There is a pressing need for 
Philippine educational institutions to devise teaching and learning programs that enhance the 
pedagogical capabilities of teachers and students. Of course, it won’t be possible to improve teaching 
methods unless we can develop the needed human resources and skills, supported by up-to-date 
theories and necessary teaching aids. 
 Since research is a common on college/university campuses which aims to promote constructivist 
perspectives of teaching and learning (Wang et al. 1999), to provide continuous support for novice 
teachers (Hines 2000) and to develop teachers’ capability to use approaches for promoting cognitive 
acceleration (Adey et al. 2004). 
 With these goals in mind, a couple of instructors in 2003 decided to research the scope and 
principles of the theory of computer programming and logic programming. Other instructors were asked 
to share their personal experiences on such fields like student motivation, classroom teaching 
techniques, group dynamics, advantages and disadvantages of group work in teaching computer 
programming and logic. 
 As a result of the meetings and the surveys, the researcher has put together a prototype teaching 
program for teaching computer programming and logic specifying content and sequencing. The plan was 
voluntarily put in practice on several programming subjects such as Java programming, C/C++ 
programming and artificial intelligence. The plan is to continuously monitor, assess and evaluate the 
effectiveness of the method in teaching those subjects. The researcher has also adopted adaptive 
criterion for each level of students i.e. freshmen, sophomore, junior and senior level of students. 
 The prototype program started in the first semester of S.Y. 2003 – 2004 and involves a five step 
process which is: 
 
Step 1: Assessment of the Level of Understanding/Skill/Comprehension 
Step 2: Planning & Design of Course Material 
Step 3: Implementation of the Course Material 
Step 4: Evaluation of Student Performance 
Step 5: Sharing & Dissemination of Findings 
 
Step 1: Assessment of the Level of Understanding/Skill/Comprehension 
 
 A total of eight classes of Java Programming, C/C++ Programming and Artificial Intelligence were 
chosen for prototype testing, each class on average has 30 students. Initial skill testing suggest that only 
a handful or 2% of the population has full grasp and comprehension of logical thinking skills needed for a 
career in programming. 
 
Step 2: Planning & Design of Course Material 
 
 An informal meeting with other Java and C/C++ programming language and logic teacher at the 
beginning of the 1st semester 2003 – 2004 was conducted to introduce the detailed plan. The researcher 
found it easier for a teacher handling 2 or more course material that has related interests to adapt to the 
said course material. Other instructors are not so enthusiastic about the course material. The instructors 
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who decided to try the course material even modified the material to suit the capability of their students 
i.e. freshmen, sophomore, junior and senior levels. 
 
Step 3: Implementation of the Course Material 
 
 Students were informed that part of the time during the semester they’ll be allocated one day in a 
week for game play for a particular programming language subject. Part of the solution could be found in 
the lectures or class discussions that would be held for the rest of the week so they should listen and 
take notes of the samples during discussion. During game day, each student will compete against his/her 
peers although there will be times the competitors would be playing in duos or in groups depending on 
the material for the day. Each individual that could find the correct answer can racked up points that 
would be used to reduce the 100 major examination points that he or she needs to pass the exam i.e. 
midterms or finals. The teacher will then give problem questions and give hints on how each problem 
could be solved using a previous example or combination of examples if a student asks how. Each 
problem is given 3 – 5 minutes to be solved depending on difficulty. The points system is as follows: for 
easy questions 1 point, normal questions 3 points and for difficult questions 5 points. The first student/s 
that can write, illustrate or show the answer and explain the solution on how that happened gets the 
points. Each student is only allowed to collect 12 points per week.   
 
Sample Materials from the artificial intelligence subject: 
 
(Easy) 
 
Find proof that proves the 
following statement is true: 
(¬R v S) = (R S). Use any 
method for proving. 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

(Normal) 
 
In the statement of the 
implication (R  S), if R = 
true and S = false, can it be 
said that the outcome is false 
if the following example 
Acacia is a tree (R) and A 
tree is green (S) is 
substituted as the value for R 
and S? For both a yes or no 
answer provide basis for the 
answer. 
 
 
 
 
 
 
 
 
 
 
 
 

(Difficult) 
 
The following is a story type 
problem, “Hello, my name is Al 
(call me A). I married a widow 
(call her W) who had a grown up 
daughter (call her D). My father 
(F) who visited us often fell in 
love with my stepdaughter and 
married her. Hence my father 
became my son-in-law and my 
stepdaughter became my 
mother. Some months later, my 
wife gave birth to a son (call him 
Y), who became the brother-in-
law of my father as well as my 
uncle, the wife of my father, that 
is, my stepdaughter also has a 
son (call him G).” Given that Al is 
claiming to be his own 
grandfather, can it be said that 
he’s lying or telling the truth? 
Limit your proof to a maximum of 
4 expressions. 
 
( From N. Wirth’s “Algorithm + Data 
Structure = Programs”)

  
Step 4: Evaluation of Student Performance 
 

During and after implementation the instructors were observing the reaction, group dynamics and 
synthesis of the students in the class. The following observations were assessed by the researcher: 1) 
That in a peer environment students are in friendly or unfriendly competition with perceived rivals. In the 
word of one student “I don’t want to look stupid!”, 2) Those that are lagging in class takes up the 
challenge of catching up with classmates by asking group mates for tutoring to get the points required, 3) 
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The students that quickly racks up the required points for the week gets asked by classmates to teach 
them how each problem came up with such an answer thereby facilitating a peer tutoring environment, 4) 
It can’t be helped that during the presentation of answers challengers would rise up to question the 
presenters intending to get the answers invalidated or proven wrong and the presenters standing up for 
their answers and heckling is another unpleasant aftereffect (which could be remedied by points 
deduction) and last 5) During game days class attendance are either perfect or near perfect. Those that 
became absent are hard-pressed to catch up with classmates. 

Incidentally the observations/assessment of the projects matches the criterion used for 
evaluation. The researcher used Kirkpatrick’s Hierarchy of Evaluation whose levels are as follows: Level 
1—Reaction (participant satisfaction), Level 2—Learning (participant knowledge, mastery), Level 3—
Behavior (transference of skills) and Level 4—Results (community impact). The focus of the evaluation is 
not only to gauge the level of improvement of the students in the project but also to 1) find the strengths, 
weaknesses and limitations of the teachers, the students and the teaching methods as to come up with a 
framework for improvement, 2) identify factors that enhance or impede learning and 3) gauge the 
effectiveness of the project.  

On a more concrete evaluation scale based on scores students achieved under CSI, (based on 
the data in Table 1, actual scores can be viewed in Attachment A) the evaluation result demonstrates 
that since the computed critical t of 1.970 is higher than the tabular value of t at 1.960 at α = .05, there is 
a significant difference in the results of the exam and therefore in the performance of the students who 
has undergone CSI.  

 
Table 1: Effect sizes for teaching computer programming and programming logic using CSI 
 

t-Test: Paired Two Sample for Means  
   

  
Pre Test 
Scores 

Post Test 
Scores 

Mean 71.179 80.758 
Variance 20.097 38.259 
Observations 240.000 240.000 
Pearson Correlation -0.008  
Hypothesized Mean Difference 1.960  
df 239.000  
t Stat -23.313  
P(T<=t) one-tail 0.000  
t Critical one-tail 1.651  
P(T<=t) two-tail 0.000  
t Critical two-tail 1.970   

 
 

Step 5: Sharing & Dissemination of Findings 
 
Participating teachers in this project has met informally in February 2004 (2nd Semester 2003 – 

2004) to discuss the effects, merit and improvement strategies for the said project. 
 
Evaluation outcomes based on the achievement of objectives are as follows: 
 
A. Among Students 
 
  Students perceive this teaching method entertaining since the instructor injects humor in the 
questions asked, they also learn better since the method foster friendly competition, creativity and 
learning at their own pace, they also understand explanations from their peers better thereby gaining 
better understanding/mastery of the subject’s concepts  and they get to know their classmates better.  
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B. Among Teachers 
 
Teachers gain satisfaction in assisting a student understand the subject matter better and to see 

each student improve themselves each week. They agree that peer motivation and tutoring works better 
than classroom teaching. 

 
Constraints and difficulties encountered in the implementation are as follows: 
 
A. Among Students 

 
1. Lack of patience in analyzing the problem presented,  
2. Easily bogged down by difficult problems, 
3. Discipline problems, 
4. Collaborative problems 
5. Limited Understanding 

 
B. Among Teachers 
 

1. Lack of experience in designing problems, 
2. Difficulty in solving problems using alternative solutions, 
3. Limited Resourcefulness,  
4. Finding the method tedious since teachers have to allocate time in their busy schedules to 

formulate game questions each week, 
5. Inadequate capacity for class control and management 

 
C. In relation to the curriculum and the learning environment 

 
1. The school has to be determined to raise standards of pupil achievement, 
2. The school’s less than enthusiastic acceptance that improvement means change, 
3. The faculty’s difficulty in accepting that change means that they have to do something 

different, 
4. That individual faculty and student have to accept that change means that they need to 

develop new knowledge and skills, 
5. The rate of change or improvement can be no greater than the rate of learning, 
6. That raising pupil performance means raising the performance of the school’s staff (which 

is different from working harder or longer) 
7. That targets for raising levels of academic achievement must reflect how long it will take 

school’s staff to develop the necessary new knowledge and skills. 
 

Synthesis and Discussion 
 

The researcher in the course of the project has decided to combine several learning methods to 
successfully implement the CSI experiment. Several of the theories practiced were Double Loop 
Learning by C. Argyris, Lateral Thinking by E. DeBono, Gestalt Theory by M. Wertheimer, Elaboration 
Theory by C. Reigeluth and Cognitive Flexibility Theory by R. Spiro, P. Feltovich and R. Coulson. 

Argyris (1976) proposes double loop learning theory which pertains to learning to change 
underlying values and assumptions. The focus of the theory is on solving problems that are complex and 
ill-structured and which change as problem-solving advances. In recent years, Argyris has focused on a 
methodology for implementing action theory on a broad scale called "action science" (see Argyris, 
Putnam & Smith, 1985) and the role of learning at the organizational level (e.g., Argyris, 1993; Schon & 
Argyris, 1996).  

Double-loop theory emphasizes that in every individual’s action or reaction underlies a theory and 
a history.  Also, it stresses that a person’s action is an outcome of many conscious or unconscious 
thoughts and considerations.  This means that a person when confronted with a situation “re-thinks” if he 
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or somebody he knew had already experienced that particular situation.  He then gains an insight as to 
how he should respond.  His response, of course, is a product of consideration and analysis of his past 
actions and the reactions he received.   Undergoing these processes before springing into action, a 
person becomes an effective problem-solver and decision-maker. 

This theory is essential in the present study in determining how both teachers and students see 
classroom situations.  This will provide the framework in formulating questions that seeks to answer why 
and how teachers use the teaching methods that they used.  Likewise, this theory will help answer how 
and why students excel or get discouraged in their studies.         

De Bono identifies four critical factors associated with lateral thinking: (1) recognize dominant 
ideas that polarize perception of a problem, (2) searching for different ways of looking at things, (3) 
relaxation of rigid control of thinking, and (4) use of chance to encourage other ideas. This last factor has 
to do with the fact that lateral thinking involves low-probability ideas which are unlikely to occur in the 
normal course of events.  

Lateral thinking applies to human problem-solving. DeBono (1971a) discusses the application of 
lateral thinking to management development and DeBono (1971b) provides an interesting study of lateral 
thinking in children. Some of his recent work has focused on schools (e.g., DeBono, 1991). 

The essence of successful problem-solving behavior according to Wertheimer is being able to 
see the overall structure of the problem: "A certain region in the field becomes crucial, is focused; but it 
does not become isolated. A new, deeper structural view of the situation develops, involving changes in 
functional meaning, the grouping, etc. of the items. Directed by what is required by the structure of a 
situation for a crucial region, one is led to a reasonable prediction, which like the other parts of the 
structure, calls for verification, direct or indirect. Two directions are involved: getting a whole consistent 
picture, and seeing what the structure of the whole requires for the parts."   

Lateral Thinking and Gestalt Theories focused on how a person (learner) should perceive 
situations.  A situation just like a picture might convey different meanings.  These meanings could be the 
result of a multitude of things.  These theories dictate that a situation be dissected to fully establish its 
meaning.  Factors like the environment, physical conditions, availability of resources, existing laws, 
individual characteristics/behaviors, and the like should be carefully examined.   An analysis on how 
these factors contribute to the state of a situation is required.   

The researcher has used these theories as basis in determining the state of classroom situations.  
From these theories, questions on what influence students’ behavior and teacher’s performance as well 
as how these make up the classroom atmosphere will be derived. 

Elaboration theory proposes seven major strategy components: (1) an elaborative sequence, (2) 
learning prerequisite sequences, (3) summary, (4) synthesis, (5) analogies, (6) cognitive strategies, and 
(7) learner control. The first component is the most critical as far as elaboration theory is concerned. The 
elaborative sequence is defined as a simple to complex sequence in which the first lesson epitomizes 
(rather than summarize or abstract) the ideas and skills that follow. Epitomizing should be done on the 
basis of a single type of content (concepts, procedures, principles), although two or more types may be 
elaborated simultaneously, and should involve the learning of just a few fundamental or representative 
ideas or skills at the application level.  

When applied to a classroom situation, the Elaboration Theory stresses that a teacher should 
carefully plan how a particular topic is to be presented in class.  In other words, the class should not be 
overwhelmed with the volume of information being presented to them.  If the topic focuses on a task, this 
theory recommends that a task be divided into sub-tasks and these sub-tasks be presented from the 
simple to the complex. It is advised that the teacher present the various ways of accomplishing the task.  
The class should have a clear picture of the expected outcome of each sub-task and the target outcome 
upon completion of the task.  The teacher is expected to provide examples or analogies, and always 
present a summary and evaluation of a completed sub-task as well as a synthesis of the task as a whole.  
Also, the teacher ought to explain the relationship, meaning and benefits of the task to his/her class.   

The researcher applied this theory in investigating the measures a teacher undertakes to ensure 
that the whole class comprehends a particular topic/task.   

Cognitive flexibility theory focuses on the nature of learning in complex and ill-structured domains. 
Spiro & Jehng (1990, p. 165) state: "By cognitive flexibility, we mean the ability to spontaneously 
restructure one's knowledge, in many ways, in adaptive response to radically changing situational 
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demands...This is a function of both the way knowledge is represented (e.g., along multiple rather single 
conceptual dimensions) and the processes that operate on those mental representations (e.g., 
processes of schema assembly rather than intact schema retrieval)."  

The Theory of Cognitive Flexibility advocates that teaching others to learn is not merely an act of 
passing information rather it is teaching others the information, what they could do with it, and how to 
create new information from it.  Also, this theory proposes the use of different media/resources (i.e. 
computer) to assist in the learning process.  However, the use of such media/resources should not limit 
the thinking capabilities of the learner nor take away the focus of the learner from the task at hand.   

This theory provided the researcher the foundation to pose questions regarding a) the teacher’s 
goals and learning objectives, and b) the type of materials/media/resources he is using and how he is 
using them to facilitate learning.  

 
Conclusion 

 
The researcher is also more than happy with the outcome of the CSI project due to several 

reasons:  
1. A strategy was finally developed for an educational task in which each step can’t be fully taught 

in a classroom, skills like critical thinking, decision making, logical reasoning but cognitive strategy 
instruction has made possible for students to learn.  

2. The strategy has also assisted in developing educational guides that can use aside from which 
they could also modify those guides to match the need they perceive for themselves in the area that they 
currently need to develop skills in, including reading, writing, mathematics, science and study skills. 

3. The customized strategy is simply developed by the researcher to suit the need of the learning 
environment but there can be endless possibilities for development depending on new technology or 
method that can be adopted. Each one of us can learn to take the procedures that were developed in the 
study of experts and novices and use these procedures to study further the method and modify them in 
response to the need.  

4. The strategy is quantifiable and could be validated through a series of experimental studies. 
  
Recommendations 
 

In the future, the researcher advocate that new teaching strategies be developed depending upon 
the need for the discipline/subject or course taught and the need in the marketplace for several of the 
skills needed. Researchers should also be able to identify strategies that experts use and be able to 
combine these strategies to suit the need of the learners. The educational institution should also be open 
to the need to modify the strategies employed by its faculty to improve the current curricula; the school 
should also be open-minded about some pioneering method in teaching a particular field of study. 
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Appendix A 
 

Scores of Students / 100 items 

Data # Pre Post   Data # Pre Post   Data # Pre Post   Data # Pre Post 
1 67 84   61 67 82   121 67 81   181 70 75 
2 72 77   62 67 85   122 67 77   182 75 75 
3 67 75   63 67 78   123 78 87   183 75 75 
4 78 81   64 75 75   124 68 78   184 75 75 
5 67 78   65 75 75   125 78 85   185 67 83 
6 67 78   66 75 95   126 79 82   186 75 75 
7 72 78   67 67 75   127 67 76   187 67 83 
8 72 80   68 70 81   128 92 92   188 75 75 
9 75 80   69 75 75   129 68 80   189 75 75 

10 75 67   70 75 75   130 71 78   190 67 83 
11 67 77   71 75 95   131 77 80   191 75 75 
12 67 79   72 75 95   132 68 78   192 67 83 
13 73 76   73 75 75   133 74 74   193 75 75 
14 80 75   74 75 81   134 68 76   194 75 75 
15 75 70   75 75 95   135 75 79   195 75 75 
16 73 81   76 75 75   136 83 85   196 67 83 
17 80 75   77 75 75   137 67 76   197 67 83 
18 75 95   78 75 75   138 74 75   198 75 75 
19 70 82   79 73 75   139 78 82   199 67 75 
20 75 80   80 75 75   140 67 76   200 75 75 
21 75 78   81 75 95   141 69 78   201 67 83 
22 75 78   82 70 75   142 84 89   202 75 75 
23 75 75   83 75 95   143 69 76   203 67 81 
24 67 80   84 75 75   144 77 87   204 67 90 
25 75 78   85 75 75   145 67 83   205 67 85 
26 75 78   86 75 75   146 68 77   206 67 85 
27 75 83   87 75 95   147 74 77   207 72 73 
28 80 75   88 75 75   148 67 78   208 67 90 
29 78 75   89 70 75   149 68 76   209 72 95 
30 75 78   90 75 75   150 76 83   210 72 95 
31 80 88   91 75 78   151 76 80   211 72 85 
32 75 75   92 67 81   152 69 77   212 72 90 
33 75 80   93 76 88   153 67 82   213 67 95 
34 78 78   94 76 67   154 68 76   214 67 85 
35 83 85   95 67 76   155 67 75   215 72 85 
36 75 82   96 68 76   156 68 76   216 67 95 
37 75 82   97 67 82   157 72 75   217 72 75 
38 67 75   98 67 80   158 83 93   218 67 80 
39 67 86   99 68 83   159 75 79   219 67 95 
40 67 82   100 67 86   160 73 75   220 67 85 
41 67 82   101 67 76   161 71 83   221 72 85 
42 67 82   102 68 82   162 74 75   222 67 85 
43 67 83   103 76 87   163 78 83   223 67 85 
44 67 82   104 68 81   164 75 77   224 67 80 
45 67 88   105 70 77   165 75 77   225 67 95 
46 77 95   106 67 76   166 69 83   226 68 70 
47 67 84   107 67 85   167 70 83   227 67 80 
48 67 87   108 69 80   168 67 95   228 72 75 
49 67 84   109 67 82   169 73 85   229 67 85 
50 67 90   110 73 82   170 67 80   230 72 75 
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51 67 75   111 69 79   171 67 80   231 67 80 
52 75 89   112 68 80   172 67 75   232 67 68 
53 67 82   113 80 80   173 70 75   233 67 85 
54 67 82   114 68 76   174 67 83   234 67 90 
55 75 95   115 68 77   175 70 90   235 67 75 
56 67 86   116 67 67   176 67 82   236 67 95 
57 67 85   117 77 76   177 67 76   237 72 80 
58 67 82   118 68 75   178 67 83   238 67 80 
59 67 85   119 67 76   179 70 85   239 67 85 
60 67 79   120 68 77   180 70 84   240 67 90 
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Does Learning Style change as we age? 

ABSTRACT: Do individuals experience a change in the preferred method of learning 

as they age? The answer to this question can greatly help educators and students alike 

in the efficiency of the educational process. An introduction to this topic is provided 

followed by a research question and methodology for the research. Finally, results are 

brought forth and conclusions recommended.  

Introduction: 

It is a widely accepted idea that students have different learning styles. To facilitate the 

educational process educators need to modify there teaching technique to meet these 

diverse styles of learning. Learning style can be defined as the way each person 

concentrates on, processes, internalizes, and retains new and difficult academic 

information (Solomon 2003) (Contra Costa College glossary 2003). There are many 

different relationships that can exist when looking at learning styles. This article will 

focus on age as it relates to leaning style specifically looking at traditional college age 

students and non traditional college age students. The research question is as follows:  

• Do students who are traditional college age (18-24 years) have different 

preferred learning styles from students who are ages 25-56 years? 

The instrument that was used consisted of a forty-four question survey 

developed by Barbara Solomon at North Carolina State University. Question numbers 

1, 5, 9, 13, 17, 21, 25, 29, 33, 37 and 41 determine if the learner is a reflective or active 

learner. Questions 2, 6, 10, 14, 18, 22, 26, 30, 34, 38 and 42 determine if the learner is 

a sensing or intuitive learner. Question numbers 3, 7, 11, 15, 19, 23, 27, 31, 35, 39 and 

43 measures if the learner is a visual or a verbal learner and questions 
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4,8,12,16,20,24,28,32,36,40 and 44 measure if the learner is sequential or a global 

learner. Table 1 serves as a visual aid for the different learning styles.  

Table 1.  Descriptions of Learning Styles. 

Learning Style Description 

Active Prefer to learn new material by actively engaging in the 

learning process.  

Reflective Prefer to learn new material through reflection after 

information has been taught.  

Sensing Prefer to rely on the five senses to learn new material.  

Intuition Prefer to use intuition to learn new material.  

Visual Prefer to learn by visualizing information. 

Verbal Prefer to learn through hearing information or speaking the 

information. 

Sequential Prefer to learn in small steps. 

Global Prefer to see the overall picture to learn new material. 

 

The following table is a guide for interpreting the scores each individual 

yielded on the completed learning style survey. In the eleven questions that pertained 

to each of the four learning style quadrants, each student yielded a score that fell 

between 1 and 2.  
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Table 2: Survey Descriptors:  

 

 

Methodology: 

 
The more information educators have concerning student learning, the more 

effective and efficient the educational process becomes. The problem of this study was 

to investigate the relationship between mode of instruction and students preferred 

learning styles. This study took place at Mississippi State University during the 

summer, 2003, ten-week semester. Volunteers from participating classes in the 

department of Instructional Systems, Leadership and Workforce Development 

comprised the sample. These students completed a 44-question survey dealing with 

demographic information as well as learning style analysis. The population was 142 

Learning Style 

Quadrant 

1.00 – 1.24 =  

Strong 

Preference 

1.25 – 1.49 =  

Mild 

Preference 

1.50 =  

No 

Preference 

1.51 - 1.75 =  

Mild 

Preference 

1.76 - 2.00 = 

Strong 

Preference 

Active/reflective Strong Active Mild Active No 

Preference 

Mild 

Reflective 

Strong 

Reflective  

Sensing/Intuition Strong 

Sensing 

Mild Sensing  No 

Preference 

Mild Intuition  Strong 

Intuition  

Visual/verbal  Strong Visual Mild Visual  No 

Preference 

Mild Verbal  Strong 

Verbal  

Sequential/Global Strong 

Sequential  

Mild 

Sequential  

No 

Preference 

Mild Global Strong 

Global  
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students for this study. It is the researchers hope that this research will contribute to the 

existing body of knowledge regarding online education and learning preferences.  

Population 

The population consisted of volunteers enrolled in the participating Instructional 

Systems, Leadership and Workforce Development classes during the 2003, ten-week 

summer term at Mississippi State University. The survey was completed by 142 

students. There was a good blend of undergraduate and graduate students. Many of the 

students had extensive online class experience. In the population, 58.9% was female, 

while 41.1% were male. Every student in the population had at least a high school 

diploma as the highest level of education. While 43% of the population had a high 

school diploma, only 19% of the sample had at least an associate’s degree. The 

percentage of students with a bachelor’s degree was at 31% and only 6% had a 

master’s degree.  

Among the total population, 49.6% was white, 45.4% of the population was black, 

1.4% was Asian, 7% was Hispanic and 2.8% was other. The youngest respondent in 

the sample was 18 years old. The oldest respondent was 56 years old.  

Among the population, 46.8% fell in the traditional college age bracket of 18-24 years 

old. The mean age in the population was 25.5 years old. Only 18.4% of the population 

was over the age of 30.  

While 41.1% of the population was unemployed, 39% of the population held a 

part time job and 19.9% of the population had a full time job. Among the population, 

51.1% had not taken an online course, 23.4% of the respondents have taken one online 

2007 HICE Proceedings 
Page 5145



course, 13.5% have taken two online courses and 12.1% have taken more than two 

classes.  

Among the population, 19.9% said that they had taken at least one online course and 

strongly agreed that they would take another. The percentage of students who indicated 

that they would agree to take another online course was 23.4%. Only 5% of the 

population said that they disagreed that they would take another online course and they 

have taken at least one in the past and 7% indicated that they strongly disagreed they 

would take another online course and had taken at least one in the past.   

Of the population, 18.4% indicated that they were satisfied with their learning 

experience in the online course they have taken. The percentage of students who 

indicated that they were satisfied with the learning that took place in the online course 

was at 26.2%. Only 6.4% indicated they disagreed that they were satisfied with the 

learning in the online course and 1.4% strongly disagreed that they were satisfied with 

what they learned in the online course. 

Study Results: 

Research question: Do students who are traditional college age (18-24 years) have 

different preferred learning styles from students who are ages 25-56 years? 

The respondents were broken into two groups. Group one was comprised of 

students aged 18-24 (traditional college age), and group two was comprised of students 

25-56 (56 years old represented the oldest person completing the survey). The 

participants who were between the ages 18-24, N = 99. The participants who were 

between the ages 25-56, N = 42. An independent samples t-test was used for analysis. 

A significant difference was found, t =-2.1, p. < .05, in the visual/verbal quadrant (See 
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Table 3 and 4). Both groups showed a mild preference for visual learning.  The age 

group 18-24 had a mean score of 1.26; the age group 25-56 had a mean score 1.3. The 

difference in preference was strong enough to be significant. 

  In the quadrant of active/reflective learning, both groups had a mild preference 

for active learning.  The mean score for the 18-24 year old group was 1.43, and the 

mean score for the 25-56 year old group was 1.41. In the quadrant/sensing intuition, 

both groups had a mild preference for sensing.  The mean score for the 18-24 year old 

group was 1.40 and the mean score for the 25-56 year old group was 1.33. In the 

sequential/global quadrant, both groups had a mild preference for sequential learning. 

The mean score for the 18-24 year old group was 1.39, and the mean score for the 25-

56 year old group was 1.42. Of all the learning styles, visual learning appeared to be 

the preferred style among participants regardless of age, with the age group, 18-24, 

showing a stronger preference for this style of learning than the age group 25-56.   

 

Table 3.  Group Statistics for Research Question  

Quadrant Title Groups N Mean Std dev 

Active / Reflective 18-24 98 1.43 .198 

 25-56 42 1.41 .192 

Sensing / Intuitive 18-24 98 1.40 .222 

 25-56 42 1.33 .264 

Visual / Verbal 18-24 98 1.26 .189 

 25-56 42 1.34 .226 
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Sequential / Global 18-24 98 1.39 .179 

 25-56 42 1.42 .216 

 

 
Table 4.  Independent Samples T-Test for Research Question  

Quadrant Title T df Sig. (2-

tailed) 

Mean 

Difference 

Active / Reflective .579 138 .564 .0210 

Sensing / Intuitive 1.641 138 .103 .0714 

Visual / Verbal -2.146 138 .034 -.0795 

Sequential / Global -.762 138 .447 -.0269 

 
In conclusion, this research suggests that students who are traditional college 

age (18-24) students learn more visually than do non traditional students. Traditional 

college age students also appear to learn more effectively through the use of senses 

verses utilizing intuition. This is an interesting question and one that warrants more 

research.  
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A TESTING OF GENERATIONAL SIGNPOSTS 

   Today’s educators face many challenges in trying to understand all the 

generational signposts and knowing how to best tap into the students’ level of 

learning.  The purpose of this classroom research study was to compare testing 

results from rote examinations and open-book, open-note examinations.   

   The study utilized students enrolled (n=203) in a higher education 

undergraduate introductory course.   Mean and median scores for each 

examination were analyzed through computing services testing.      

   Students enrolled in the class were provided with examination reviews that 

were posted either on the website utilizing WebCT or provided in class and given 

the same multiple-choice examinations worth fifty points.  The examinations 

involved 60% class lecture material and 40% reading assignments from the 

required textbook.    

   This classroom study indicated that there is very little difference in the grading 

scores whether students take a rote examination or an open book, open note 

examination. 
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ABSTRACT 
 

A Comparison of Traditional Teaching Methods and  
Problem-Based Learning in an Addiction Studies Class 

 
Diane Sevening, Ed.D. Educational Administration, University of South Dakota, 

1999 
 
 

 Addiction studies in higher education have a long history in meeting the 

demands of society and ensuring the quality of education for addiction treatment 

counselors. The purpose of this study was to compare students’ attitudes and 

achievement gains using traditional (lecture-based) teaching methods and 

problem-based learning (PBL) techniques in an addiction studies class. 

 The study utilized students (n=34) enrolled in an undergraduate, upper-

level addiction studies course. Pretest/posttest scores, a student satisfaction 

assessment survey, and classroom research were used to compare the 

differences between the two groups. 

 A pretest/posttest was administered to both the experimental (PBL) and 

control (traditional) groups. Analysis of covariance (ANCOVA) was used to 

answer this research question to determine whether significant differences 

existed in student’s achievement gains between the two groups. The 

independent variable was group membership (experimental or control group) and 

the dependent variable was the mean scores on the posttest that were 

appropriately adjusted by pretest scores. 

 The student satisfaction assessment course survey utilized t tests for 

independent means to compare attitudes between the two student groups. A 

separate t test for independent means was used to compare the mean score on 
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each scaled item between the experimental and control groups. In addition, 

students were invited to make comments in an open-ended format. Naturalistic 

techniques and descriptive statistics were used to report the findings. 

 Results of this study showed that students did not respond well to PBL 

and preferred a lecture-based format. Students’ pretest mean scores indicated 

that the experimental (PBL) group entered the course at a higher knowledge 

level than the control group (lecture-based), but failed to demonstrate a 

significantly greater achievement gain in relation to the control (lecture-based) 

group. The open-ended (satisfaction) items (qualitative research methods) 

indicated that students were supportive of whichever teaching method was used 

during the semester of their enrollment. 
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ABSTRACT 

Balancing Education and Experience in Broadcasting/Video Production: 
Employer Perceptions Regarding Recent College Graduates 

 
Ryan Sevening, Ed.D., Educational Administration, University of South Dakota, 

2006 
 

 
 The purpose of this study was to compare employer perceptions of the 

work performance of two groups—recent graduates and experienced peer 

employees—in the field of broadcasting/video production. Employers are 

constantly looking for a more effective graduate who would be able to adapt their 

skills to the professional environment at a more efficient rate in achieving 

success in job placement and execution. 

    The study utilized 50 media professionals with at least five years of 

experience in communications/journalism at the professional level in the Midwest 

region of the US. Eleven different states are represented in the study. 

Assessment surveys were conducted to establish the perceived and actual skill 

levels of graduates and experienced employees, stereotypes associated with 

graduate degrees, the possible need for changes in educational practice, and 

subsequent effects on hiring practices. 

    The survey was administered by phone and electronic mailings. The 

means and standard deviations of each dependent variable based on 

demographic variables were compared using one-way analysis of variance 

(ANOVA). 

    Results of the study showed a continued de-emphasis on the value of 

college education. Recent graduates were seen as lacking in all areas compared 
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to their experienced counterparts. Over half of the employers surveyed stated 

they would rather work with someone with years of experience rather than years 

of education. Graduates with a masters or doctoral degree were seen as  

money-hungry and controlling. Most respondents (90%) believed faculty 

members should be experienced, but only a small percentage (approximately 

12%) felt faculty members should have an earned doctoral degree. Universities 

were thought to spend too much time on theory, not enough time on practical 

issues, and most respondents indicated a university should be more in touch with 

businesses and to their needs for future employees.     
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Examining the Impact among Linguistic Patterns, Listening Strategy 
Use, and FL Listening Comprehension  

Hui-fang Shang 
Applied English Department, I-Shou University 

No. 1, Sec. 1, Syuecheng Rd., Dashu Township, Kaohsiung County, Taiwan 
hshang@isu.edu.tw 

Abstract 

This study mainly focused on investigating the listening strategy use at different 
proficiency levels for different linguistic patterns. Three main questions were examined 
to Chinese listeners of English as a foreign language (EFL): (1) For listeners with 
different proficiency levels, which pattern may result in a higher level of listening 
comprehension when the negative, functional, and contrary-to-fact statements are used? 
(2) Are there any significant differences between item type and proficiency level? (3) 
What are the differences and frequency in listening strategy use reported by individual 
listeners? To explore the above issues, a quantitative research method was applied 
including a self-perceived survey, a t-test technique, and an analysis of variance. Results 
of this study demonstrate that listeners with both advanced and beginning proficiency 
levels yielded higher scores on contrary-to-fact statements, followed by functional 
expression, and then followed by negative expression. Advanced proficiency listeners 
mostly used the combination of various strategies when listening to contrary-to-fact 
statements, while beginning-level listeners heavily employed memory strategies when 
listening to negative expression. Implications for EFL educators to recognize the 
directions of instructional practices for enhancing listening comprehension are 
presented. 

Key Words: Listening strategy use; negative expression; functional expression; 
contrary-to-fact statements; listening comprehension 

Introduction 

In the last 10 years, much attention in second language learning research has been 
devoted to composing hypotheses and theories which explain crucial factors that may 
develop foreign language (FL) listening comprehension (Nagle & Sanders, 1986; Buck, 
1991). Even though there is no generally accepted theory on FL listening comprehension 
development, a review of the literature on listening suggests that listeners’ linguistic 
knowledge and background knowledge are the essential factors that could affect their 
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understanding of the foreign language (Richards, 1983; Christine & Christa, 1995). In 
other words, to yield better performance for listening comprehension, listeners must at 
least possess the ability to recognize and master major FL patterns, as well as to activate 
all the schemata to make sense of the incoming information. However, for the Chinese 
learners whose first language is based on a different phonological system, the message 
may not be understood, especially when listening to a conversation among native 
speakers of English; the Chinese listeners must discriminate between sounds, 
understand vocabulary and grammatical structures, interpret the language output at once, 
even though most of the time they have little cognizance of the topic and the 
socio-cultural setting. As a result, listening seems to be a most frustrating experience for 
many Chinese learners (Chien & Wei, 1997). Nevertheless, researchers have argued that 
listening comprehension ability can be taught and trained by using appropriate strategies 
(Chien & Wei, 1997; Chien & Kao, 2004). However, how can listening strategies be 
most efficiently and effectively taught to help Chinese listeners of English store certain 
aspects of linguistic cues and activate the background knowledge to comprehend the 
listening text simultaneouly? 

As EFL educators, we need to explore how our Chinese students learn to listen to 
English and understand more the problems they have encountered in listening, so that 
we can help them acquire better strategies. In order to get a clearer picture regarding 
Chinese listeners’ perceptions of their listening problems in English and learn more 
about different levels of proficiency and listeners’ use of specific strategies, this study 
employed three particular linguistic patterns -- negative, functional, and contrary-to-fact 
statements -- to analyze which pattern was the most difficult type for understanding 
English and which pattern might result in a higher level of listening comprehension. The 
reason for choosing these three patterns was that in the instructor’s (who was also the 
researcher) teaching experiences, they were the most troublesome linguistic forms for 
most Chinese learners. In addition to these three linguistic forms, the frequency of the 
specific listening strategy use among individual EFL listeners was identified. 

Literature Review 

As mentioned earlier, listening comprehension is a complex activity. Coordinating 
sounds, vocabulary, grammatical structures, and background knowledge involves a great 
deal of mental processes on the part of the listener (Vandergrift, 1999). Listening is even 
more difficult for the Chinese learners of English whose first language is based on a 
different rhythm and phoneme. That is, Chinese is a kind of ideographic language which 
focuses on word-meanings, while English is an alphabetic language which focuses on 
phonemes (Hsieh, 1997). Although there are great major differences between these two 
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languages, a number of research studies demonstrate that listening ability can be taught, 
and EFL learners can gain positive effects both cognitively and linguistically from 
training in learning strategies (Huang, 2001; Chien & Wei, 1997; Chien & Kao, 2004). 
However, there is a great variation in the use of learning strategies among students with 
different levels of proficiency. Research shows that learners do have their own listening 
strategies and there are some differences in what they do in order to comprehend the 
listening text (Oxford, 1993). Research reports view the comprehension process as an 
interaction between the listener’s background knowledge and linguistic knowledge. 
Hildyard and Olson (1982) found that efficient listeners utilize background knowledge 
as an interactive base for text processing, while beginning-level listeners relate mostly to 
linguistic details. They found that efficient listeners are so successful at using their 
background knowledge to interpret the listening text that they do not successfully 
distinguish between the original text and implications they draw. O’Malley, Chamot and 
Kupper (1989) demonstrated that effective EFL listeners use both top-down and 
bottom-up strategies to construct meaning, while ineffective listeners just determine the 
meanings of individual words. Wolff’s (1987) study also indicated that data-driven 
processing is only fragmentary for efficient EFL listeners; instead, they activate more L1 
knowledge in the form of concept-driven schemata. Besides, Shohamy’s (1991) study 
found out that listeners with the beginning level perform better on items referring to 
local cues than on items referring to global ones. The study done by Shang (2005) also 
demonstrated that lower-proficiency EFL listeners just concentrate on memorizing the 
insignificant linguistic details, instead of emphasizing the whole comprehension. Such 
severe demands on the listeners’ memory load may interfere with attending to the more 
relevant and important tasks in the text. Osada (2001) explained that beginner-level EFL 
listeners tend to adopt a mental translation approach to listening, so they cannot 
construct meaning when they process connected speech on a word-by-word basis only. 

Based on the recent literature, it is found that beginning-level EFL listeners need to 
consciously focus on details of what they hear because they have limited language 
knowledge, so little of what they hear can be automatically processed (Vandergrift, 
2004). To become an effective listener, Segalowitz and Segalowitz (1993) maintained 
that automatization of word recognition skills, i.e., fluent bottom-up processing is 
critical for successful listening comprehension. However, due to the lack of grammatical 
knowledge and vocabulary, word recognition skills of ineffective EFL listeners are not 
yet fully automatized (Meccarty, 2000). Jensen and Hansen (1995) pointed out that it 
does not mean that listeners with a lower level of proficiency do not use content 
schemata for global understanding; however, they may not select appropriate schemata. 
“Selecting appropriate schemata depends on having a successful and somewhat 
automatic interaction between the input, linguistic knowledge and world knowledge in 
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order to construct the larger units of meaning and to comprehend the discourse” (p. 102). 
On the other hand, listeners with a higher level of proficiency can successfully “decode 
the input, interpret the semantic content and integrate the new information into his or her 
own knowledge system” (p. 102), in order to comprehend a message. To be 
more-successful listeners, Bacon (1992a) maintained that listeners should employ a 
greater number and range of listening strategies; listeners should be flexible in changing 
strategies to meet the task and be motivated to understand the oral message. 

However, other researchers (Reinking & Schreiner, 1985) proposed that higher 
proficiency listeners may profit from certain strategies, but may not necessarily have a 
greater repertoire. Defilippis (1980) reported that the total number of strategies used by 
two proficiency groups of research subjects is nearly equal. The skillful listeners often 
use keywords, inferences from context, and grammatical knowledge to help 
comprehension; the unskillful listeners mainly use keywords, translations, and 
grammatical knowledge, but they rarely use inferences from context. Shang’s (2005) 
study supported such finding, showing that items referring to the inference questions are 
the most difficult item type for the lower-proficiency listeners because it is not easy for 
them to draw conclusions from the information given by the speakers. O’Malley, 
Chamot, and Kupper’s (1989) study which focused on the mental processes that EFL 
learners use in listening comprehension, the strategies they use in different phases of 
comprehension (i.e., perceptual processing, parsing, and utilization), and the differences 
in strategy use between the effective and ineffective listeners also indicated that it is not 
the greater number of strategies but rather the frequency and type of strategies listeners 
use. O’Malley et al. point out that the three predominant strategies which differentiate 
effective listeners from ineffective listeners are self-monitoring, inferencing from 
context, and elaboration. Oxford (1990) further grouped those strategies into three direct 
strategies: Memory, cognitive, and compensation strategies, as well as three indirect 
strategies: Metacognitive, affective, and social strategies. Since listening is a complex 
mental process, in the present study, only three direct strategies were considered to 
evaluate how Chinese learners of English dealt with the listening process in a variety of 
specific linguistic patterns. 

Purpose of the Study 
Based on the research studies above, it is found that there is some variation in the 

frequency and use of listening strategies among effective and ineffective listeners. 
Although contemporary comprehension theory has demonstrated that listening strategies 
(e.g., using keywords, inferencing from context, translating, etc.) play important roles in 
resulting in a higher level of comprehension, there are substantially few experimental 
studies undertaken to analyze listeners’ understanding of particular linguistic patterns, as 
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well as the specific strategies they use in listening to English conversation. In order to 
determine whether the presence of the particular patterns and the frequency of listening 
strategy use affects listeners’ understanding, three linguistic patterns -- negative, 
functional, and contrary-to-fact statements -- were chosen to compare which pattern 
might result in higher level of listening comprehension. To explore this issue, the 
following questions were addressed: 

1. For listeners with different levels of proficiency, which pattern may result in a 
higher level of listening comprehension when the negative, functional, and 
contrary-to-fact statements are used? 

2. Are there any significant differences between item type and proficiency level on 
listening comprehension performance?  

3. What are the differences and frequency in listening strategy use reported by 
different proficiency listeners? 
To explore the issues above, a comparison of three linguistic patterns was examined 

to see which pattern yielded higher scores on English for conversational purposes of 
listening-proficiency exam. In order to do so, listeners’ performance on the short 
dialogues in the listening comprehension section of the simulated TOEFL test (Test of 
English as a Foreign Language) was employed and compared. In addition, a 
self-perceived survey was administered to examine how often Chinese EFL listeners 
used the specific listening strategy in answering the test items. Hopefully, the research 
results can help EFL educators and classroom teachers better understand the influences 
of particular linguistic patterns on listening comprehension and further help EFL 
listeners use various listening strategies more effectively in order to develop their 
listening ability. 

 
Methodology 

Subjects  
This study mainly focused on investigating the listening strategy use at different 

proficiency levels for different linguistic patterns. Subjects in the present study were 
97 sophomores at Applied English Department enrolled in a listening class at XX 
University in Taiwan. The subjects ranged from 19 to 26 years of age, with a mean age 
of 20.5. A demographic questionnaire was administered to gather information about the 
subjects’ backgrounds. Results from the questionnaire showed that all of the subjects 
had experienced formal instruction in English for an average of 6.4 years by the time 
they came to study at the University. Eighty-three percent of the subjects did various 
kinds of practices to improve their English listening proficiency in their free time, such 
as listening to English songs and radio programs, watching American movies and CNN 
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news. However, 17% of them did not do any practice at all. 
Subjects were then divided into advanced, intermediate, and beginning proficiency 

groups on the basis of their scores on the simulated TOEFL listening test taken from the 
previous semester. The test results ranged from 36 to 88 points, with the mean of 67 and 
with the median of 69. Thirty-four subjects whose scores ranged from 68 to 88 were 
labeled “advanced,” 32 subjects whose scores ranged from 51 to 67 were labeled 
“intermediate,” and 31 subjects whose scores ranged from 36 to 50 were labeled 
“beginning.” For the research purpose, only “advanced” and “beginning” groups were 
chosen in this study with the total number of 65 subjects. 

Materials 
Choosing appropriate listening materials for instructional and research purposes is 

at present a largely subjective process. In this study, the assigned teaching material 
“Longman Preparation Course for the TOEFL Test” (Phillips, 1996) was selected to 
provide listening questions of various discourse-situated contexts. Part A consists of a 
set of short dialogues between two native speakers of English. After each conversation, 
a question about the conversation would be heard. After hearing a question, subjects 
had to read the four possible answers and chose the best response. Basically, the 
language used in the recording’s text was implicit, fragmented, and context dependent. 
There were many repetitions, redundancies, interruptions, pauses, and unfinished 
sentences.  
 In the textbook, listening Part A consists of six strategies along with clear 
instructions and exercises. For research purposes, three of the linguistic patterns, 
including negative expressions, functional expressions, and contrary-to-fact statements 
were selected. Based on the researcher’s teaching experiences, the learners had 
difficulties in understanding spoken English on those three patterns and they could not 
respond to those types of questions correctly either, even though they had received 
formal instruction in English for at least six years. 

To ensure that the learners possessed the basic linguistic knowledge of those three 
patterns, the instructor had given learners abundant instructions before doing the test. 
For example, 

1. Negative expressions: Typical types of negative expressions contain a negative 
word, prefix, or a word with “almost negative” meaning such as “There is hardly 
any food in the refrigerator.” Or “He rarely drives to work.” 

2. Functional expressions: Types of functional expressions cover about expressions 
of agreement, expressions of uncertainty and suggestion, and expressions of 
surprise. For example, “Why not do it now?” Or “So do I.” 

3. Contrary-to-fact statements: Typical types of contrary-to-fact statements mainly 
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contain “wish” and “hope.” For example, “I wish I had time to help.” Or “I hope 
to help him if time is available.” 

Procedures 
Subjects were tested by the same questions simultaneously in the language 

laboratory. For the measure of listening comprehension, 20 questions for each pattern 
were randomly chosen with the levels from easier and simpler lexicon to more 
challenging one. The questions in each pattern were played twice and subjects were 
allowed to take notes while listening and answering the questions during the listening. 
Each listening text consisted of the text type of short conversations with the constructed 
item type of multiple choices. The time of subjects’ participation in the listening 
comprehension session was about 50 minutes. Subjects were asked to answer the 
questions on paper (as opposed to the Computer-Based Testing) after listening to each 
passage. In this study, two scoring methods were used as follows: binary 
(correct/incorrect) of item scores and rating scale (a self-perceived survey). Subjects 
received one point if they chose the correct answer. After finishing the measure, subjects 
were asked to complete a questionnaire that included a self-rating of the degree of 
difficulty based on the negative, functional, and contrary-to-fact statements (see 
Appendix A), and the frequency of listening strategy use (see Appendix B) for each type 
of pattern. 

Data Analyses  
Subjects’ listening performance with two different proficiency levels on the short 

conversational portion of the simulated TOEFL test was examined to determine their 
mean differences based on the assumption that they could use the appropriate 
background knowledge in comprehending the listening text since the content of the 
listening text was mainly about campus life. Three main questions were taken into 
considerations as followed: 

1. For listeners with different levels of language proficiency, which pattern may 
result in higher level of listening comprehension?  

2. Are there any significant differences between item type and proficiency level?  
3. What are the differences and frequency in listening strategy use reported by 

individual listeners?  
To investigate which pattern among negative, functional, and contrary-to-fact 

statements might result in a higher level of listening comprehension for the advanced 
and beginning proficiency-level listeners, a t-test technique was computed to examine 
their mean differences. In addition, to explore the interactions between item type and 
proficiency level, an ANOVA technique was used to test the differences among the 
means. 
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To evaluate subjects’ perceptions of using the specific listening strategies for taking 
the simultaneous TOEFL test items on negative, functional, and contrary-to-fact 
statements, nine listening strategies synthesized by Defilippis (1980), O’Malley, 
Chamot, and Kupper (1989), and Oxford (1990) were grouped into three major direct 
listening strategies: Memory strategy (including semantic mapping, using keywords, 
and using linguistic cues), cognitive strategy (including associating, getting the idea 
quickly, and reasoning deductively), as well as compensation strategy (including 
analyzing expressions, switching to mother tongue, and using synonym ) (see Appendix 
B). Subjects had to perceive the frequency of their own specific use of listening 
strategies after answering the test items of those three patterns. 

Results 

Research question 1: For listeners with different levels of proficiency, which pattern 
may result in a higher level of listening comprehension?  

The descriptive statistics of the mean scores for those three patterns are shown in 
Table 1. The results indicate that subjects had highest scores on contrary-to-fact 
statements (M=17.84, SD=2.56), followed by functional expression (M=13.60, 
SD=3.38), and then followed by negative expression (M=11.56, SD=3.98). To elicit 
subjects’ opinions of the degree of difficulty when doing these three English patterns, a 
short questionnaire with ten survey questions was employed. Table 1 shows that 32.2% 
of the subjects consider that negative expression is the most difficult item type, followed 
by functional expression (14.9%), and then followed by contrary-to-fact statements 
(4.6%). According to subjects’ self-perceptions regarding the degree of difficulty, such 
result broadly confirms to that of the mean scores; that is, contrary-to-fact pattern is the 
easiest linguistic form for understanding, and negative expression is the most difficult 
form.  

Table 1  Descriptive Results of Mean Scores for 3 Expressions 

 N Mean SD Difficulty (%) 

Negative 65 11.56 3.98 32.2 
Functional 65 13.60 3.38 14.9 

Contrary-to-fact 65 17.84 2.56 4.6 
  

 
Regarding the performance of listeners with different levels of proficiency, Table 2 

summarizes the results of means between the advanced and beginning groups for each of 
those three patterns by computing a t test. Results show that advanced listeners had 
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higher mean scores than that of the beginning listeners for each pattern; significant 
differences were found among them at the 0.001 probability level. It is obvious that both 
groups yielded highest scores on the test items referring to contrary-to-fact statements. It 
is, therefore, assumed that for both advanced and beginning-level listeners, the pattern 
of contrary-to-fact statements results in the highest level of listening comprehension; 
however, they perform worst on the items referring to negative expression. 

Table 2  Results from the t-test for Advanced and Beginning-Level Groups 
 Advanced Beginning F t 

Negative 
          N 
          Mean 
          SD  

 
34 

13.24 
3.48 

 
31 

9.74 
3.72 

 
.013 

 
3.91** 

Functional 
          N 

Mean 
          SD 

 
34 

14.76 
3.12 

 
31 

12.32 
3.22 

 
.368 

 

 
3.10** 

Contrary-to-fact 
          N 
          Mean 
          SD 

 
34 

18.94 
1.58 

 
31 

16.64 
2.90 

 
8.45 

 

 
4.02** 

Note: **. P < .001. 

Research Question 2: Are there any significant differences between item type and 
proficiency level? 
 A one-way analysis of variance was conducted in order to examine if there was a 
significant difference for those three linguistic patterns on levels of listeners. Results in 
Table 3 show that there are significant differences at the .05 level for those three patterns. 
Although the p-values are small (near-zero), thus indicating that it could be pointless to 
carry out such tests, it is still of importance that there are significant differences between 
different proficiency-level listeners and those three item types. 

 

 

Table 3  A One-way ANOVA Analysis between Item Type and Proficiency Level 
 SS df MS F Sig. 

Negative      
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Between Groups 
Within Groups 
Total 

49.47 
203.51 
252.99 

1 
63 
64 

49.47 
3.23 

 

15.31 
 

.000* 

Functional 
Between Groups 
Within Groups 
Total 

 
24.18 
158.22 
182.40 

 
1 
63 
64 

 
24.18 
2.51 

 

 
9.63 

 
.003* 

Contrary-to-fact 
Between Groups 
Within Groups 
Total 

 
21.37 
83.25 
104.62 

 
1 
63 
64 

 
21.37 
1.32 

 
16.17 

 
.000* 

Note: *. P < .05. 

Research Question 3: What are the differences and frequency in listening strategy 
use reported by different proficiency listeners? 

This study further investigated the listening strategy use at different proficiency 
levels for different linguistic patterns. To calculate the subjects’ answers regarding 
listening strategy use, the technique of frequency was employed. Table 4 shows that 
listeners of the beginning group tend to heavily rely on memory (27.9%) to understand 
the message when the negative expression is used, while listeners of the advanced group 
rely on cognition (46.4%) as well as memory (25%). As for the functional expression, 
the majority of both beginning and advanced groups almost employ memory (76.2%) 
and cognitive (84.5%) strategies simultaneously on the process of listening. In the 
contrary-to-fact category, it is obvious to find that listeners of the beginning group rely 
heavily on memory (53.3%) and cognition (33.3%), while listeners of the advanced 
group rely on memory (25.8%), cognition (41.9%), as well as compensation (22.6%). 
The majority (75.2%) of listeners depend on the use of cognitive strategies when 
listening to contrary-to-fact statements, while a significant number (79.1%) of listeners 
depend on the use of memory strategies as well. Based on the findings, it can be found 
that most listeners, especially beginning-level group, tend to put heavy emphasis on the 
use of memory strategies when negative expression is used. On the other hand, both 
groups, especially advanced group, employ the combination of the listening strategies 
(i.e., memory, cognitive, and compensation strategies) when listening to contrary-to-fact 
statements. 

Table 4  Frequency of the Listening Strategy Use for Advanced and Beginning-level 
Listeners 

 Memory (%) Cognition (%) Compensation (%) 
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Frequency Often+ 

Sometimes 

Seldom+ 

Never 

Often+ 

Sometimes

Seldom+ 

Never 

Often+ 

Sometimes 

Seldom+ 

Never 

Negative 
Advanced 

 
25 

 
7.1 

 
46.4 

 
7.1 

 
7.1 

 
3.6 

Beginning 27.9 3.6 11.8 7.4 10.3 0 
Functional       

Advanced 28.6 3.6 46.4 3.6 14.3 3.6 
Beginning 47.6 0 38.1 0 9.5 4.8 

Contrary-to-fact       
Advanced 25.8 3.2 41.9 6.4 22.6 0 
Beginning 53.3 3.3 33.3 0 10 0 

Discussion 

 Based on listeners’ self-perceived reports toward the degree of difficulty on those 
three patterns, most advanced and beginning-level learners consider that negative 
expression is the most difficult item type, followed by functional expression, and then 
followed by contrary-to-fact statements. Such finding also confirms that both groups 
received highest scores on the test items referring to contrary-to-fact statements, 
followed by functional expression, and then followed by negative expression. It is, 
therefore, assumed that for the majority of listeners, contrary-to-fact pattern results in 
the highest level of listening comprehension; however, they perform worst on the items 
referring to negative expression.  
 It is interesting to explore listeners’ different listening comprehension effects when 
different patterns are used on the aspect of listening strategy use. Findings regarding the 
frequency of listening strategy use show that to comprehend the oral messages on those 
three patterns successfully, the advanced listeners not only decode the linguistic cues by 
using memory strategies, but also integrate the new information into their own 
knowledge system by using cognitive strategies. Such findings support the previous 
research result (O’Malley, Chamot, & Kupper, 1989; Segalowitz & Segalowitz, 1993; 
Vandergrift, 2004); that is, effective listeners can integrate both the bottom-up and 
top-down processing automatically, with little conscious attention to individual words.  

The other finding demonstrates that advanced listeners perform best on the items 
referring to contrary-to-fact statements due to simultaneously using more other listening 
strategies (i.e., compensation strategies). Such result points to the fact that a 
combination of various listening strategies is essential in enhancing EFL listeners’ 
comprehension performance. To carry out the listening process more effectively, 
Vandergrift (2004) pointed out that listeners often use compensation strategies, and any 
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other relevant information available to them to guess what was not understood. As for 
the beginning-level listeners, they self-report that they have limited language knowledge 
and vocabulary; therefore, they have problems in understanding the message. This is 
likely due to inappropriate or inefficient bottom-up processing, because word 
recognition skills of ineffective listeners are not yet fully automatized (Vandergrift, 2004; 
Tyler, 2001); as a result, they relate mostly to linguistic cues and determine the meanings 
of individual words by using memory strategies (O’Malley, Chamot, & Kupper, 1989; 
Hensen & Hansen, 1995). However, using memory strategies to recall linguistic details 
and overemphasize the bottom-up skills may interfere with attending to the whole 
comprehension for fluent bottom-up processing (Osada, 2001; Vandergrift, 2004; Shang, 
2005). No wonder beginning-level listeners perform worst on items referring to negative 
expression because they heavily employ the memory strategies to construct meaning on 
a word-by-word basis only.  

Instructional Implications 

 The results obtained in this study have implications for EFL teachers to recognize 
the directions of instructional practices for enhancing Chinese EFL listeners’ 
comprehension by emphasizing top-down processing approaches, developing 
word-recognition skills, as well as combining various listening strategies effectively. To 
develop listeners’ top-down processing skills, it is suggested to use short and authentic 
texts on topics related to learners’ level, interest, and familiarity. EFL teachers may first 
ask their students to listen to the text as a whole and then try to interpret what they hear. 
This approach will allow listeners to use prediction and monitoring strategies for deeper 
cognitive processing of the text (Vandergrift, 2004). 

Top-down processing strategies may help to predict the main idea of the text, but 
ineffective listeners are not always able to recognize even the words that they do know 
(Field, 2003). Hulstijn (2001) suggested that the development of a top-down approach 
for listening is inadequate for linguistic input. He argues that bottom-up skills must also 
be developed, so that all the components of the linguistic cues become meaningful units 
for the listeners. To develop listeners’ bottom-up processing skills for word recognition, 
it is important to enhance their vocabulary and linguistic knowledge since they are 
significantly correlated with listening comprehension (Meccarty, 2000). Especially for 
Chinese learners of English, listening is even more difficult for them because there are 
different rhythms, phonemes, and grammatical forms between Chinese and English 
(Hsieh, 1997). It is suggested that before listening to the text, EFL teachers should show 
students the key words which may interfere their overall understanding of the text. 
According to Vandergrift (2004), this approach can build beginning-level listeners’ 
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confidence and help them learn to use effective combinations of top-down and 
bottom-up processing strategies to understand the text. Besides, EFL teachers should 
also recognize that learners’ particular linguistic knowledge, especially negative 
expression, contributes to lower listening comprehension in the present study. Teachers 
should, therefore, strengthen students’ linguistic knowledge of negative expression with 
more practices and uses in their everyday discourse, in order to help them gain greater 
control of that particular linguistic pattern (Levy & Nelson, 1994).  

Listeners’ comments after the listening test may also provide insights for EFL 
educators. Many listeners report that they experience difficulty in making the transition 
from understanding classroom talk to understanding natural language. Their comments 
suggest that more exposures to authentic speech might be helpful. Buck (1995) 
maintained that listening ability can only be achieved by listening to a lot of realistic 
texts for communicative purposes. In order to prepare listeners for communication as it 
exists in the real world, it is necessary for teachers to expose them to natural, native-like 
speech. In planning lessons, teachers should incorporate authentic listening materials 
from a variety of topics as well as realistic listening tasks.  

To summarize, listening comprehension involves the use of various listening 
strategies that interact freely with each other to help listeners construct a meaningful 
interpretation of what they hear. Teaching listeners how to use these strategies in 
efficient and effective ways needs to balance the top-down and bottom-up approaches. 
The recent literature on the FL listening instruction states that listeners can benefit from 
an approach where listening strategies are taught in an integrated way. Guiding listeners 
through the process as a whole as part of regular listening activities can help learners 
improve overall as listeners (Vandergrift, 2004; Field, 2003; Holden, 2002). 

Directions for Future Research 

 Several directions for future research emerge as the results of this study are 
considered since the results leave several questions unanswered. How does word-level 
learning affect EFL learners’ listening comprehension? Does linguistic knowledge 
override the effects of background knowledge? How do the indirect learning strategies 
(i.e., metacognitive, affective, and social strategies) influence listening comprehension? 
Much future work is needed to better understand the relative contribution of direct and 
indirect listening strategies at different proficiency levels for different tasks. 

 The analyses conducted in this study are by all means exploratory, and the results 
are generalized only to a Chinese EFL population. It is hoped that the research results 
may help EFL teachers better understand how to balance top-down and bottom-up 
processing approaches and then train EFL learners linguistically and cognitively by 
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using an integrated approach, in which all listening strategies (including direct and 
indirect strategies) are used simultaneously on the basis of learners’ proficiency level 
with a wide variety of real-life tasks. 
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Abstract 
 
We report the results of synthesizing evidence from two independent studies of school 
leadership that directly or indirectly increased student achievement. Although set in different 
contexts, the same theoretical framework was used to determine the impact of leadership on 
school conditions that positively influenced student growth. 
 

Introduction 
 

Study A (Sharratt, 1996), carried out in a small Ontario, Canada, school district, focused 
on what leadership factors impacted on schools as learning organizations that increased student 
achievement. Study B (Sharratt, 2004), carried out in a larger Ontario School District, inquired 
more specifically about the nature of leadership, to understand whether formal leaders and 
teacher-leaders, together have an impact on student achievement.  

 
All schools involved in the studies were experiencing a rate of external change and 

expectations that were often overwhelming; however, each study included schools that had 
enough dynamic leadership, collaborative culture, participatory decision-making, and shared 
values to sustain meaningful change amid a turbulent environment. We attempt to explain the 
factors that contributed to leadership success in turbulent times and hence to increased student 
achievement. 
 

Framing the Research Study 
 
 Both studies used the conceptual framework developed by Leithwood et al. (1995) after 
an extensive review of the literature on organizational learning (OL). School leadership was 
treated separately in the framework in order to determine whether it was likely to foster school 
conditions that led to increased student achievement. 

 
Study A defined school leadership as a person in a formal role, such as principal, who 

helped determine the direction of improvements in the school and who influenced the nature and 
extent of efforts by teachers to learn how to bring about these improvements (Leithwood et al, 
1998, p. 249). However, in the findings of Study A, Sharratt (1996, p.106) stated that distributed 
leadership (teacher-leaders) should be investigated further to determine if it promoted individual 
and collective organizational learning, thereby contributing to student growth  
 

Study B, eight years later, examined the above notion of determining the impact of 
distributed leadership on student achievement while developing a broader definition of 
leadership. The definitions in both studies coincided with a model of transformational school 
leadership developed by Leithwood (1994); thus, that was the model chosen for each.  

 
This transformational perspective on leadership included investigation of eight 

dimensions of leadership practice: identifying and articulating a vision, fostering acceptance of 
group goals, providing individualized support for staff members, providing role modeling, holding 
high performance expectations, aligning resources, strengthening culture, and altering structures 
to permit broad participation in staff decision making. 

 
With this initial view of transformational school leadership, both our studies asked: 1) 

What leadership practices influence school conditions that contribute to teachers’ changed 
classroom practices and students’ increased learning? 2) What is the nature of teacher-
leadership? 3) Do leaders have a direct impact on student achievement?   
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Design 
  

The research design for our studies is best characterized as framework-guided (Figure 
1), since a considerable body of relevant research literature was already available (Ibid, p.250). 
Each study involved interviews of principals and teachers and data analyses. Study A included 
five schools, interviews with 22 teachers and two principals, and survey analyses. Study B 
included six schools, interviews with three principals and three teacher-leaders and analyses of 
three assessments collected by the district.  

 
In both cases, teachers and administrators interviewed had to be part of a district- wide 

professional development program focused on the district priority of Literacy. Study A focused on 
teachers’ perceptions of integrating computer technology in their classrooms, using a resource 
data base as an incentive for teachers’ professional development training in how to use the 
technology to access the resources that would enhance their teaching practices. Study B 
focused on teachers learning from the district’s Literacy Collaborative, a professional 
development program which had three outcomes for the ongoing teacher and administrator 
training in literacy to increase student achievement by: (a) using data to drive instruction; (b) 
building teacher and administrator content and change capacity; and (c) establishing a 
professional learning community in and across schools. 

 
Figure 1  
Framework for Inquiring Into the Effects of Teacher-leadership on Students’ Literacy Learning M. 
Sharratt, 2004, adapted from Leithwood et al., 1993-1995. 
 

Stimulus for Learning 

• Literacy-Teacher Leadership 

 

Nature of Distributed Leadership 

• Roles and Responsibilities 
• Traits 
• Transformational Leadership 

 

Conditions through which  
Teacher-leadership Influence Is Exercised 

• Vision 
• Resources 
• Strategies 
• Structure 
• Culture 

 

Outcomes of Distributed Leadership 
• Teachers’ Changed Practices in Assessment and 

Instruction 
• Professional Learning Communities 
• Improved Students’ Literacy Learning   
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Context 
 

 Both the geographical locations and educational contexts were quite different in the two 
studies. Study A was carried out in a southeastern Ontario, Canada, school district with a 
population of 50,000 students. The district wanted to determine whether their computer 
purchases would make a difference to teachers’ classroom practice of integrating technology 
seamlessly into instructional strategies. Study B was carried out in a south-central Ontario, 
Canada, school district with a population of 130,000 students. The district was interested in 
knowing whether intensive professional development of school-embedded Literacy Teachers 
made a difference to students’ literacy achievement. Both districts provided ongoing professional 
development for administrators and teachers. It is important to note that, although the districts 
differed in context and focus, the Organizational Learning conceptual framework used was found 
to be robust across contexts of school districts. (Leithwood et al, 1998).  

 
 

Review of Literature 
 

 Both studies used Transformational Leadership dimensions (Leithwood, 1999) in the 
inquiries and provided the justification for using the adapted conceptual framework (Figure 1) 
which structured both investigations. Leadership is often the key to productively managing 
turbulence created by constant growth and change in an organization. Leithwood et al (1999, 
p.22) pointed out that different types of change call for different types of leadership. Leaders of 
learning organizations foster a climate of risk-taking and inquiry as well as supportive 
relationships that encourage a community of learners.  Promoting the right people into 
leadership positions shapes organizational strategies and climate for years.  This is one of the 
types of decisions where there is the least opportunity for trial and error learning (Senge, 1990, 
p. 23).  Individuals with low needs for uncertainty avoidance, high tolerances for ambiguity, and 
lusts to experimentation should be recruited as decision-makers and leaders (Hedberg, 1981, p. 
21). 
 

Leithwood’s research identified transformational leadership as useful. Leithwood et al 
(1999, p.23) promoted leadership that moved away from control in order to build commitment 
and capacity. They noted that the key to organizational learning was structures that allowed for 
staff interaction and participatory decision-making. Leithwood et al (Ibid, p.87-96) supported 
principals who encouraged consensus building, teacher-leaders and staff discussions that 
resolved local problems, used local intelligence and resulted in local solutions.  

 
It was evident from the research for this review that transformational leadership reflected 

leadership characteristics that were critical for school leaders to embrace in order to lead in our 
rapidly changing educational environment (Leithwood, 1999, p.12). As Senge (1996, p.45) 
stated: 
 

“… we are coming to believe that leaders are those people who ‘walk 
ahead’, people who are genuinely committed to deep change in themselves 
and in their organizations. They lead through developing new skills, 
capabilities, and understandings. And they come from many places within 
the organization.” 

 
To extend this further, Sharratt (1996, p.106) demonstrated that distributing leadership 

(teacher-leaders) promoted individual and collective organizational learning which contributed 
positively to student growth.   
  

Principals who are transformational leaders play the key role in developing teacher-
leaders (Buckner & McDowelle, 2000, pp.38-39). Teacher-leaders’ practices are perceived to 
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reflect many aspects of transformational school leadership. Most often mentioned in the 
research of Leithwood et al (1999, p.128) are practices encompassed by the dimension of 
transformational leadership labeled ‘individualized support’, a set of practices also included in 
many other leadership models, such as Bass (1998, pp. 5-6) and Bass and Avolio (1994, pp. 3-
4). In addition, teacher-leaders provided their colleagues with ‘intellectual stimulation’, ‘modelled 
best practices’, and helped ‘develop structures to foster participation in school decisions’. Some 
teachers noted that their leader colleagues were visionary, a dimension of most models of 
transformational leadership. They also fostered extra effort on their part, (went the extra mile), a 
key goal of transformational leadership. Three transformational leadership dimensions, 
individualized support, role modeling, and intellectual stimulation, will be discussed first as they 
were seen in the literature as directly relating to the work of teacher-leaders in promoting teacher 
and student learning (Leithwood et al, 2003, pp.8-9). 
 

Gives individualized support.  Transformational leaders, who are also teacher-leaders, 
provide individualized support by being considerate of their colleagues’ aspirations and feelings. 
As well, transformational teacher-leaders provided support for the personal and professional 
development of staff (Ibid, pp.72-74). Patterson (2003, p.9) concurred that teacher-leaders built 
professional learning communities by sharing expertise, giving different teachers the opportunity 
to lead, taking time to talk, and building confidence and trust through dialogue. She found that 
colleagues were teacher-leaders’ best resource. 

 
Is a role model.  The dimension of role modeling in transformational leadership theory 

included practices “that set an example for employees to follow that is consistent with the values 
the leader espouses”. Theoretically, such practices may enhance teachers’ beliefs about their 
own capabilities, their sense of self-efficacy. Modelling may also contribute to teachers’ day-to-
day enthusiasm for their work by helping create perceptions of a dynamic and changing job 
(Leithwood et al, 1999, p.80). Devaney (1987) in Lieberman (1988, p.150) expanded on role 
modeling as one of six important arenas in which teacher-leaders might reasonably demonstrate 
leadership at the school level. She contended that when teacher-leaders advise, assist and 
model for individual teachers, then give feedback after demonstrating instructional strategies, 
they remain credible, build capacity and promote trust with their colleagues. 
 

Provides intellectual stimulation.  Teacher-leadership was exercised directly when those 
in this role engaged in interpersonal practices such as intellectual stimulation. Leadership 
practices that challenged followers to re-examine some of their work and to re-think how it can 
be performed, was the meaning of intellectual stimulation in the transformational leadership 
literature (Podsakoff, 1990, p.112, in Leithwood, 1999, p.75). At least partly sharable leadership 
tasks, according to Locke (in Leithwood et al, 2003, p.11) included intellectual stimulation. 
Teacher-leaders directly challenged staff members to pursue their own personal professional 
development and encouraged staff members to reflect on their practices. Teacher-leaders 
persuaded staff members to try new practices without using pressure. As Lieberman (1988, 
p.150) noted, “their interpersonal skills helped them legitimate their positions in their schools 
amidst often hostile and resistant staffs”. 
 

Articulates a clear vision. This dimension spoke to the school leader who gave staff 
members a sense of overall purpose and excited them with a vision of what they could 
accomplish by working together. This school leader used all available opportunities to 
communicate the school’s vision to staff, students and parents. 

 
Fosters acceptance of group goals. This leader had a focus on working toward total staff 

consensus in establishing priorities for school goals. The individual encouraged teachers to 
establish and review their own personal professional growth goals and was not afraid to express 
personal views about goals that were important for the school.  
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Conveys high performance expectations.  This leader commanded high performance 
expectations from his/her staff and students. This leader expected staff members to be 
innovative, hard working and professional.  
 

Builds a productive school culture.  This leader gave high priority to developing within the 
school a shared set of values, beliefs and attitudes related to teaching and learning. This leader 
created and encouraged a caring and collegial environment. 
 

Alters school structures to enhance participation in decisions.  This dimension reflected a 
leader who distributed the responsibility and power for leadership widely throughout the school 
and shared decision-making power with the staff members. This leader took staff members’ 
opinions into account when making decisions. 
 

Teacher-leadership roles depend heavily on the positive teacher-leader and principal 
interaction and collaboration. Principals are in first-order positions to block or to support and 
facilitate, and to shape the nature and function of teacher-leadership in their schools (Little, 
1998; Rallis, 1990, in Smylie & Conyers, 1992, p.151). Sackney (2003, p.106) concurred that in 
exercising leadership, principals have to decide to what degree they will involve teachers. 
Collaborative decision-making can be a burden.  
 
 When analyzing teacher-leadership issues, White and Greenwood (2002, p.30) noted 
that it was important to understand the relationship between the amount of direction and control 
a leader gave and the amount of support and encouragement a leader provided.  
 
 Similarly, Whitaker (1995, p.78) felt that principals’ identification of teacher-leaders was 
critical to the success and growth of a school. Smylie and Brownlee-Conyers (1992, p.180) 
extended this belief to include that it is necessary to build trust, respect and communication 
avenues between principal and teacher-leader before embarking on their work together. 
 

 
Results 

 
In Study A, school leadership was first ranked as having an indirect effect on schools as 

learning organizations. This meant that, for teachers in the five research schools, formal leaders 
(principal, vice-principal), had a significant influence on the school conditions that promoted 
reflective practice, changed instructional practices, and increased skills which led directly to 
increased student achievement. Teachers believed that the most effective leaders shared a 
vision and the decision-making responsibility and readily involved staff in identifying workable 
and relevant learning processes and structures within the school. Overall, results indicated that 
school leadership had the most influence on schools’ implicit (the way we’ve always done things) 
and explicit (visible learning environment) culture (Sharratt, 1996, p. 100). Specifically, in 2 
schools, the principals’ high expectations influenced the implicit school culture: “If you have 
committed administrators, who have certain standards, those standards obviously, rub off not 
only on the teachers, but on the students (Ibid, p.61).” 

  
In one school, the principal altered the school structure which influenced the explicit 

culture in the school; this, in turn, influenced learning among the teachers: 
 

“The Principal wants more, she’s really encouraging the stuff across the 
curriculum…what she’s done this year is she’s placed classes so three 
or four teachers are working together…she got the timetable to work so 

that there is common planning time…” 
 
In another school, the principal’s emotional/material support influenced school culture: 
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“The principal is good at relieving people for training…we’ve set up 
training times for other people to come into the school during the day or 
after school…so it’s pretty good…” 

 
Table 1 summarizes which school conditions were influenced by transformational leadership 
dimensions in Study A (Ibid, p. 60). 
 
Table 1. Influence of Transformational Leadership on School Conditions 
 
Transformational 

Leadership 
Dimensions  
in order of 
importance 

 
School 1 

 
School 2 

 
School 3 

 
School 4 

 
School 5 

Total # 
of times 
stated 
in data 

Provides Emotional 
and material 

support 

Structure (1) Structure (1) Resources 
(1) 

Culture (1)  4 

Strengthens school 
culture 

   Culture (2) 
Structure (1) 

Culture (1) 
 

4 

Builds school goals 
with consensus 

    Strategy (2) 2 

Holds high 
expectations 

Culture (1)   Culture (1)  2 

Provides intellectual 
stimulation 

Resources 
(1) 

Culture (1)    2 

Models behaviour    Culture (1)  1 
Alters school 

structures 
Strategy (1)  Culture (-1) Structure (2) Culture (1) 

Resources 
(1) 

+5-1 

Provides vision     School 
vision  
(-1) 

-1 

Total +4 +2 +1, -1 +8 +5,-1 20,-2 

 
 

Interestingly, the researcher of Study B acted on the first recommendation for future 
research found in Study A: “In order to encourage teachers to integrate new practices (use of 
technology) into their classrooms, researchers should investigate the effects of distributed 
leadership on the implementation process (Sharratt, 1996, p.106)”. In Study B, it was found that 
both principals and teacher-leaders influenced school conditions, particularly through 
strengthening culture and altering structures. These new conditions led to classroom teachers’ 
changed practices, increased skill, and reflective practice that increased students’ literacy 
achievement. The results were demonstrated in reading and writing data at grades three and six 
and articulated through interviews.  

 
In both studies, transformational leadership dimensions were useful in explaining 

leaders’ influence on teachers’ classroom practice. In Study B both teacher-leaders and 
principals demonstrated transformational leadership characteristics. The three research schools 
in the study had teacher-leaders and principals who worked together to strengthen culture and 
alter structure, which resulted in students’ increased literacy achievement as demonstrated in 
Table 2. 

 
 Note that EQAO refers to the Education, Quality and Accountability Office (EQAO) in the 
province of Ontario which was formed as an arms-length organization to monitor and report 
publicly on student performance in grades three and six reading, writing and mathematics and 
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grade nine mathematics. Criterion-referenced tests are used based on the Ontario Curriculum, 
1997. EQAO has developed assessments since 1997. Study B examined student achievement, 
in the school district being researched, in grade three reading and writing for six years of EQAO 
testing from 1998 to 2003 inclusive. The expectation/standard is that students will achieve at 
levels 3 and 4 in these assessments. 

 

Table 2. EQAO – Grade 3 Reading and Writing: Percentage of Students Performing at Levels 3 
& 4 
Assessment 

 

Reading 

1998 1999 2000 2001 2002 2003 Cumulative 
Gain (%) 

Provincial 49 48 53 53 53 53 4 

District 60 59 65 64 62 62 2 

School X 35 30 36 41 42 45 10 

School Y 48 49 58 67 70 67 19 

School Z 53 66 67 70 88 69 16 

 

 

Writing 

        

Provincial 52 56 55 56 59 59 7 

District 61 66 66 68 68 67 6 

School X 47 51 29 33 39 58 11 

School Y 49 58 53 63 83 80 31 

School Z 54 66 71 74 83 67 13 

 
In examining Table 2, it is important to note two things: 1) all schools were designated 

“Performance Plus” schools by the district, indicating low economic status (using Canadian 
Census data, 2001) and low EQAO scores (a Provincial criterion-referenced assessment 
described above); and 2) teacher-leaders in these schools had between .25 and .5 staffing time 
during the school day to work alongside administrators, classroom teachers, and students 
focused on literacy.  
 

Specific and Common Characteristics 
 

 In assessing the commonalities of Studies A and B, we first addressed the following 
question: 

 
1)  What leadership practices influence school conditions that contribute to teachers’ 

changed practices and students’ increased learning?  
 

Two practices common to both studies – district vision and commitment and time –offer a 
response. 
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District Vision and Commitment 
 

In Study A, the district vision, of seamless computer technology integration during the 
school day, when clearly articulated and funded at the board table in terms of professional 
development and resources, had the greatest impact on what was learned by teachers 
individually and collectively. Leaders with knowledge of the integration of computer technology 
and clearly stated goals, who provided pressure and support for its use, had the greatest 
influence. This can only happen when “people truly share a vision throughout an organization 
and can articulate it at all levels: then they are connected, bound together by common goals 
(Sharratt, 1996).” 
 
Table 3: Summary of Coded School District Initiatives Associated with Organization Learning 
 

Order of Importance Total 

Teachers 

Total 

Schools 

% coded results indicates # of 
many times mentioned as 

important 

#1  Professional 
development 

22 5 92% of teachers coded 
comments saw this as number 

1 priority 

#2  Board’s Vision 17 5 72% 

#3  Board funds for 
training/resource
s 

15 5 63% 

#4* Consultants 13 5 54% 

#4* Input of teachers/ 
schools into 
Board decision-
making 

13 5 54% 

#5  Collaboration 
Across Board 

12 4 50% 

* indicates tied in importance 
 
Similarly, in Study B, one principal made a profound statement which typified all 

principals’ responses about the importance of the districts staying true to its commitment to the 
literacy priority:  
 

“The board’s explicit vision and high expectation on the priority of literacy 
was very clear… not just by saying it, but by demonstrating it and providing 
dollars for resources, the school board has increased student learning 
(Sharratt, 2004, p.104).” 

 
This vision, captured through the work of the district’s comprehensive plan for literacy 

improvement known as Literacy Collaborative focused not only on vertical alignment throughout 
the system (district, schools and classrooms), but also on horizontal capacity-building across the 
system (across schools and among leaders). As another principal reinforced: 

 
“The strong, consistent, and very explicit vision and statement regarding 
literacy being the top priority provides lots of strength and power in what I 
say and what the school priority is, and how teachers follow it (Ibid, p.105).” 
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A third principal also recommended that the district keep to the vision:  
 
“Maintain what they’re doing. It is very important to continue to have the 
professional development for the literacy teachers and for the people that, 
in turn, bring that information to share back at the school, because then we 
are able to be as current as we can possibly be. I feel that that’s really very 
important (Ibid, p. 105).” 

 

One teacher-leader in the study extolled the district’s commitment to change through specific 
funding: 

 
“The vision of bringing experts like Doctors Michael Fullan, Carol Rolheiser, 
and Barrie Bennett to us, front and centre, you know, time after time, month 
after month has really showed a deep commitment for change, at the board 
level (Ibid, p. 105).” 
 

 It is interesting to note that, in study B, administrators and teacher-leaders in the field 
clearly could not only articulate the district’s priority of Literacy but also point to the coherence 
from the centre and field, through Superintendent and external partner involvement, as being a 
commitment to the improvement of student achievement in Literacy, seen in this district as the 
fulcrum of effective schooling. Heck and Halinger (1996) cite the focused commitment to a 
singular goal as being the only approach that makes a difference in system and school planning. 
The district has captured this by identifying literacy as the priority in system and school plans 
providing coherence, alignment and clarity. 

 

Time 

          In both studies, the issue of time was viewed as problematic. Interviewees recognized 
the importance of time for teacher dialogue and critical conversations during the school day.  
         
  Study A found that teachers experimented freely and learned most in an environment 
where there was time for sharing of successful teaching practices. This behaviour translated into 
encouraging colleagues to support and help one another; facilitating team teaching; and focusing 
on one or two goals for improvement. With such support, often through creative timetabling or 
principals taking classes so teachers could meet, teachers had time to talk to other colleagues 
and discovered new relationships with staff members who shared the same values. One teacher 
described the principal’s support this way:   

 
“The principal is good at finding time to relieve people for training… we’ve 
also set up times for expert teachers on staff, district personnel, community 
members and others to give training on professional activity days…so 
training is pretty good here (Sharratt, 1996, p. 63).”          

 
This culture of shared learning extended beyond the school to the district through the 
transparent use of technology for teaching and communicating changed practices. 
          
  In Study B, teacher-leaders noted two ways that time needed to be considered: a) when 
teacher-leaders had time during the school day to work alongside teachers and students, they 
credited that time with increased student achievement; and, b) interruptions during the school 
day, such as public address system announcements, assemblies, field trips, and fundraising 
activities were considered obstacles to time on task and students’ purposeful literacy learning. 
Teachers noted that focused time on literacy instruction was imperative. Teacher-leaders 
interviewed agreed unanimously that large uninterrupted blocks of time for teachers and 
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students to work together, in precise, intentional ways, had to be kept sacred across all schools 
in the district. One principal agreed, 
 

“if we are going to do anything positive for kids, we must have creative 
interventions in place such as, structuring the role of the literacy teacher-
leader and timetabling the school day into three large blocks of instructional 
time, focused on cross-curricular literacy instruction.” 
 
 

The second question addressed in combining the studies was:  
 
2) What is the nature of teacher-leadership? 
 

Teacher-leadership involved a willingness to share content knowledge and 
instructional expertise by a teacher-leader who was approachable, nonjudgmental, and a 
focused advocate for student achievement.  

 
In Study A, teachers said that they learned more about technology from other staff 

members who were approachable, knowledgeable, supportive, accessible, and creative 
problem-solvers than from technology professionals. Only 46% of the teachers in the study 
said that their in-school computer teacher was approachable.   Leithwood and his colleagues 
(1998) argue for a form of leadership that focuses not on control, but on building commitment 
and capacity. They make the point that the key to organizational learning is structures that 
allow for staff interaction and participatory decision making. As one teacher interviewee 
observed, 

 
“At this school, we probably have the best secondary computer teacher 
in the district…she’s very knowledgeable…she works hard, and most of 
what we do have in this school is thanks to her …she’s skilled; she’s 
good at fixing things, and if she doesn’t know something, she’ll get help 
as soon as possible and she isn’t the formal Computer Head. (Sharratt, 
1996 p. 75).” 

 
Study B made the nature and value of teacher-leadership in increasing students’ 

literacy achievement come to life. Teacher-leadership involved a willingness to work 
alongside administrators and classroom teachers to share assessment literacy and 
instructional expertise in literacy on a daily basis. Findings suggested seven dimensions of 
teacher-leadership that were associated with increased student achievement (Sharratt, 2004, 
p. 71). Teacher-leaders: 

 
1) Exhibit drive and perseverance 

Teacher-leaders demonstrated their willingness to maintain commitment and energy in 
the face of teacher skepticism and low morale. One teacher-leader haltingly described 
the drive and perseverance needed to convince teachers to learn new practices: 
  

“…how to maintain that opportunity for the tussling of the ideas…it’s so 
overwhelming and there’s so much…That’s an ongoing process of 
getting teachers to actually use the results from the assessment to 
inform their teaching Ibid, p. 72).” 

 
2) Set high expectations 

Teacher-leaders modelled intentional, purposeful teaching that encouraged individuals 
and small groups of students to increase their achievement in literacy. This approach 
demanded setting clear school and classroom targets and working alongside staff, in 

2007 HICE Proceedings 
Page 5184



 12 

non-threatening ways, to achieve them, in addition to modelling the belief that all 
students can learn. One teacher-leader commented: 
 

“As you know, as the literacy teacher-leader and Reading Recovery 
teacher, I work with the lowest. One person said the other day, it was 
kind of a neat term, working with the out-liers, the children that just 
don’t quite fit... (Sharratt, 2004, p. 74).” 

 
3) See wholes, not parts 

Teacher-leaders understood the vision of literacy in the district, which meant seeing the 
school culture as a whole as opposed to fragmented parts. This vision demanded that 
teacher-leaders model a concern for all students, not just the struggling few. It also 
included working with all teachers, not just those in one division. 

 
4) Build learning power across boundaries 

Teacher-leaders focused on learning for all, not just teaching. In Study B, learning was 
the common thread critical for not only teacher-leaders but also for students, principals, 
support staff, district leaders, and parents. Teacher-leaders modelled actions that built 
school and individual learning capacity. Teacher-leaders knew how to manage teachers’ 
good ideas, turning them into focused instructional strategies that increased students’ 
learning. 

 
5) Focus on writing to teach reading  

Teacher-leaders and principals provided on-going learning for staff members about 
balanced literacy programming. In the most successful school, 2a, the principal, literacy 
teacher, and staff focused on writing to increase student achievement: As Meek (1991, 
p.27) reiterated, to look at writing is, of course, to read. Meek (Ibid, p.140) summed up 
the importance of teacher-leaders’ clear focus on writing to enhance students’ thinking 
and increase literacy achievement:  
 

“The teachers’ basic task is not to examine children’s language, not 
even to invite children to examine it, but to extend and enrich 
children’s experience of it in both speech and writing so that their 
intuitions about language use can be transformed into more 
developed awareness.”  

 
6) Create time to talk 

Teacher-leaders in Study B used time differently. They found ways to work with teachers 
to think and be creative together. During the day, literacy teacher-leaders organized 
structured meetings to focus on student achievement in classrooms. Reflection on 
practice must focus positively on what students can do. Time during the school day is an 
asset when teachers, together, can scrutinize students’ learning by being keen observers 
of their learning behaviour in the classroom. 
 

7) Involve the community 
Teacher-leaders in all schools found creative ways to involve parents and the community 
in the literacy priority. Being explicit about literacy assessment and instruction extended 
beyond teachers in their schools to embrace parents in doing focused activities with their 
children.  
 

“We invited parents to come twice a week for a full morning, and it 
was usually grandparents or caregivers who came with these pre-
school children. Seneca Community College Early Childhood 
Education students provided a wonderful program, where the 
children got to see a school, and to sit in a little circle and have a 
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story, and to move from centre to centre for different activities 
(Sharratt, 2004, p. 82).” 

 
Teacher-leadership in the district involved not only a change in school culture but also a 
change in attitude towards parents as important contributors to their children’s education. 
One teacher-leader put this very succinctly:  

 
“We shifted away from what you often hear in schools as, well, you 
know, it’s these children, their parents are never home, they never 
do anything with them (Ibid, p.82).” 

  
The final question we set out to answer from the combined studies is:  

 
3) Do leaders have a direct impact on student achievement?   

 
 Both studies noted that, when teachers feel that they are not alone, but working 

together with a common purpose, a cultural shift occurs. Teachers who invite administrators 
into their classrooms to witness their changed practices and work with them promote 
increased student learning. One principal aptly explained: 

 
 “when teachers realized that they didn’t have to solve problems alone and 
that every student was important, then they understood that every student 
belonged to every teacher and administrator, not just to them. It was then 
that they opened their classroom doors” (Sharratt, 2004, pp114-115).” 

 
Together, principals and teacher-leaders made successful teaching practices public.  

 
Specifically, in Study B, two dimensions made a direct difference to increased 

students’ literacy achievement:  
 

1) Setting high expectations 
Teacher-leaders and principals, together, need to be explicit about target setting for 
school and classroom performance and about assessment and instructional approaches 
that increase student achievement. Teachers will change practices and learn new ways 
of engaging students in learning, given sufficient time and support for improvement.  
Improvement is ensured when teachers set high expectations and reasonable 
performance targets. Students must be clear about what teachers expect of them. 
Therefore, students must be involved in their own goal-setting as part of their learning 
process. Teacher-leaders and administrators must focus on what classroom teachers 
already do well and then work together to expand teachers’ repertoire of data-driven 
instructional strategies. 

 

2) Being knowledgeable about assessment that drives instruction 
Principals and teacher-leaders need to make extraordinary efforts to be visible in 
classrooms, daily, to support teachers, to understand effective assessment and 
instructional practice, and to recognize student and teacher accomplishments. School 
leaders should know what precise and focused practice looks like in classrooms and be 
accessible to discuss student and teacher problems at any time. Teachers are more 
likely to learn new practices when they are reassured that they are not alone in the 
change process. 
 

These studies concur with the findings of Belchetz (2004, p. 238) that to be a leader 
today demands highly energetic educators who embrace not only Transformational 
Leadership but also combine it with Instructional Leadership to ensure increased student 
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achievement. The research in Study B found this to be the case in the district studied. The 
commitment and participation of not only Principals and Literacy Teachers but also district 
leaders in the Literacy Collaborative program provided the focus and coherence necessary 
to increase student achievement across the district. 

 

Policy Implications for District and School Leadership Practices 
 

 The findings in these two studies support both researchers’ beliefs that co-
transformational and instructional leaders (principals, and teacher-leaders together) make a 
significant difference in increased student achievement when highly skilled literacy teacher-
leaders have time and principals take time, during the school day, to work alongside students 
and teachers in classrooms. Both studies suggest that district and school leaders may have to 
radically reconsider school structures in order to ensure that there is time during the school day 
for purposeful teacher/student/administrator dialogue focused on student learning. Should 
changes that focus on students’ literacy achievement become embedded in policy as a right of 
all learners? According to Barber (1997, p.241): 
 

“…a learning society is one in which every person is an active learner. Britain 
would cease to be a nation of shopkeepers and become instead a nation of 
learners. A learning society in this sense, unlike an information society, is not 
inevitable. We have to decide whether we want it and, if we do, we will have to 
create it. In short, it is a question of policy. It might be argued that even 
attempting to create a learning society defined in this way is utopian nonsense. 
The idea of everyone learning, it could be argued, is absurd. I would admit that, 
as a goal, it is very ambitious. It is indeed a goal which has never been set for 
policy before, never mind achieved.” 

 
 To support Barber’s policy development notion, S. Murray, Director-General of 
Institutions and Social Statistics at Statistics Canada, recently reported, “Finland has included 
educational excellence and equity in all of its social and economic policies yielding better in 
student achievement test scores (OSSTF, 2005).” Only students in Finland scored better than 
Canadian students on Reading alone in the Program for International Student Assessment 
(PISA) study. The rankings were Finland (1), Hong Kong (2), Canada (3) and USA (28) out of the 
41-nation test for 15-year-olds in Math, Reading, Science, and Problem-Solving.  
  
 We believe that the statistics make the case for embedding “excellence and equity in 
literacy education” in economic and social development policy. Thus, we would make education 
a recognized natural and national resource, worthy of everyone’s efforts and part of everyone’s 
responsibility. 

 
Conclusion 

 
 Students’ increased learning is at the heart of both studies. Setting high expectations and 
articulating explicit assessment processes that drive instructional strategies in literacy form the 
solid foundation that sustains successful distributed instructional leadership. 
  
 Clear vision and commitment, time to learn from each other during the school day, and 
leadership distributed throughout schools and districts will ensure that districts become 
symmetrical organizations focused on learning and increasing student achievement.  
  
 In both studies, teacher-leaders and principals, together, made a difference when they 
were focused on learning with one another and caring, passionately, about students’ increased 
achievement. 
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Saving At-Risk Youth:  
Learning Strategies of Youth in Transitions to Adulthood 

 
Statement of the Problem 

 
 Students who have certain kinds of conditions are defined as at risk because, 
statistically, students in these categories are more likely to be among the lowest 
achievement groups or drop out of school altogether.  Schools have not adapted 
curriculums that address the individual and special circumstances of this diverse learning 
student population. Understanding the learning strategies of these students may offer 
opportunities for educators to develop tools and techniques that can be useful to the youth 
in transition to adulthood population. Research studies have been undertaken to identify 
learning strategy usage patterns of adults. This knowledge can provide important 
techniques that enhance the learning environment for the adult learner and can allow the 
educator to be proactive with the students. Therefore, the purpose of this study was to 
describe the learning strategies of youth in transition to adulthood in the urban life skills 
program of A Pocket Full Of Hope®.  
 

A Pocket Full Of Hope® Inc. is a non-profit 501(c)(3) community based 
organization committed to offering youth a sense of belonging, a positive creative outlet 
and a safe, fun environment for change. It was founded on the principles of learner-
centered concepts. Staff at A Pocket Full Of Hope® work collaboratively within the 
community to educate and inform the public regarding issues associated with youth in 
transition to adulthood. A Pocket Full Of Hope® is dedicated to helping youth move 
from a negative peer culture to a positive peer culture thus positively influencing their life 
and our community. A Pocket Full Of Hope® provides a risk free environment to explore 
problem resolution and change. In this program, youth are given the opportunity to 
empower themselves in a non-threatening, participatory, and inclusive atmosphere. 

 
Summary of Methods 

 
 This was a descriptive study. As part of this study, the learning strategies of A 
Pocket Full Of Hope® youth in transition to adulthood were identified with Assessing the 
Learning Strategies of AdultS (ATLAS) and compared with those of the general adult 
population. ATLAS has been developed for measuring learning strategies in real-life 
situations. In addition, the participants were interviewed individually and in focus groups 
about how their life experiences relate to their approach to learning. Both qualitative and 
quantitative data collecting methods were used. ATLAS was also used to gather 
quantitative data, and individual interviews and focus groups were used to collect 
qualitative data. Participants were asked to complete the ATLAS and were asked to 
voluntarily participate in personal interviews. ATLAS was selected because it can be 
easily administered and has been proven to be a reliable and valid instrument when 
utilized to measure the learning strategy preferences of adults in real-life learning 
situations. ATLAS identifies three distinct groups of learning strategy preferences; they 
are named Navigators, Problem Solvers, and Engagers. 
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Results 
 
 Youth in transition to adulthood in A Pocket Full Of Hope® were found to have 
learning characteristics that were adult-like. For example, the Navigators were focused 
learners like adults who chart a course for learning and follow it. Problem Solvers reply 
on critical thinking skills similar to adults. Engagers are passionate learners who love to 
learn, learn with feeling, and learn best when they are actively engaged in a meaningful 
manner with the learning task just like adults. Participants were actively engaged and 
found the study helpful in addressing individual differences and how they approach 
learning. In addition, the study uncovered ways that teachers can help each learning 
strategy group learn in formal learning situations. 
 

Implications of the Study 
 
 The conclusions and recommendations related to ways of empowering students by 
creating learner-centered environments that will allow them to develop their full 
potential. This study suggests that learning strategy preferences are well developed by the 
time youth are in transition to adulthood and that the application of adult learning 
principles in conjunction with learning strategy information can help youth in transition 
have positive learning experiences. 
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A.  Abstract 
 
 To create a meaningful mentoring experience for experienced faculty and adjuncts to       
teach online courses.  As the number of online courses continues to grow there is a need 
for institutions of higher learning to establish mentoring programs that will support the 
novice online instructor. The environment in which this takes place and the factors that 
ensure its success are critical to the adoption to the new instructional delivery 
environment by seasoned educators. Effective mentoring promotes a professional and 
collegial faculty who will provide a consistent and rigorous academic program for 
students online. 
 
B. Literature Review 
 
Little research exists on the mentoring of adult learners in the teaching of online courses 
and the necessary technical training involved to enable them to be effective in utilizing 
that delivery system.  Czubaj (2004) notes that “educators are confronted with 
incorporating new technology into the pedagogical processes.”  Many faculty are 
encouraged to teach courses online.  However, there is a need to make research-based 
decisions to determine what training is necessary for effective outcomes in course 
management, student learning environment, and course evaluation (Tallent-Runnels, et. 
al, 2005).  There are many theories, but very little is based on actual research.   The 
pedagogy in online courses is dramatically altered and completely foreign to many 
faculty (Davis, 2005).  Training instructors in the proper use of web-based delivery 
mechanisms is extremely important (Spector, 2005).   Faculty attitudes run from 
indifferent to overtly hostile.  Older adults exhibit a greater anxiety toward computers 
than younger adults (Laguna & Babcock, 1997).  To those not familiar with online 
presentation, this represents a steep learning curve (Wiesenberg, 1999).  The predominant 
cause of reluctance on the part of educators is due to their insufficient training.  
Instructors need a model, or guide, to assist in navigating the complex online format and 
perform ongoing troubleshooting.  There is a need for faculty mentors to guide them 
through the process of delivering online courses (O’Quinn, 2002).  Faculty can work 
together and become mentors for each other for online teaching.  This will promote a 
spirit of mutual respect and collaborative learning.  It will encourage openness about new 
concepts not grasped easily (O’Quinn, 2002).  Peer learning results in greater pleasure, 
mental stimulation, and overall satisfaction among the participants (Morris & Ballard, 
2003).  This support for older faculty becomes empowering, and will result in their 
positive adjustment to the technological change of online teaching and greater self-
fulfillment (Glendenning & Battersby, 1990).  
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C. Contribution 
 
Creating one on one mentoring programs for seasoned faculty provides an innovative 
model for the successful transition to teaching online courses. The mentor can address 
technical skills, university policy concerns and creates a “how to” dialogue with a trusted 
colleague. 
 
D. Relevance: 
 
This presentation will address how one seasoned university instructor made the transition 
to online teaching with the support of a mentor and a five hour online training course.  
Factors contributing to the hesitancy of teaching online will be shared based on a survey 
of 50 seasoned adjuncts. In a broader context this presentation will address: 
 Who are the mentors and who do they mentor? 
 What is the role of the mentor/mentee? 
 Where and in what context will the mentoring take place? 
 When and how frequently will the mentor/mentees met? 
 
 
 
E. Implications for Action: 
 
One on one mentoring of experienced faculty make full use of their academic knowledge 
and expands their computer based skills thus developing and increasing their professional 
repertoire. The mentoring process fosters the development of a more collegial and 
compassionate faculty that make all seasoned instructors online dynamos. 
 
 
Section 2:  Outcomes and Methods 
 
A. Participant Outcomes 
 
Learner outcomes will include a review of programs at other colleges and universities 
and at the presenter’s institution.  The presentation will share the experiences of one 
instructor and her mentor and their successful journey taking the instructor from dinosaur 
to online dynamo. An additional outcome is to solicit and explore with participants the 
current practice at their instutition(s) regarding the mentoring of faculty to teaching 
online. 
 
 
 
B.Methods 
 
1. Participants will share current mentoring practices of experienced faculty to teach 
online at their institution(s). 
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2. Presenters will identify the results of a survey of seasoned adjuncts of the factors 
contributing to a reluctance to teach online 
3. Presenters will review the experiences of online mentoring at their instutition 
4. Participants and presenters will propose an innovative mentoring program for 
experienced faculty to teach online 
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This study administered the Academic Volitional Strategy Inventory to investigate 

volitional strategies amongst socially anxious university students. Volitional strategies 

regulate motivation and emotion to aid in the achievement of academic tasks. It was 

important to examine this phenomenon based upon the premise that socially anxious 

students have difficulty achieving educational goals. Analysis revealed that socially 

anxious students are more likely to employ negative based incentives rather than a 

combination of volitional strategies such as self efficacy or stress reducing actions. 

These findings have important implications for helping socially anxious students 

achieve their academic potential. Implications of these findings are discussed. 
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Abstract: 
                                                   
   
Since the publication of Turning Points: Preparing American Youth for the 21st Century by the Carnegie 
Council on Adolescent Development in l989, schools have worked to create environments that support 
young adolescent development.  That landmark report alerted schools and communities to the need to 
examine the alarming societal changes and conditions that place young adolescents at risk. Since that time, 
schools have struggled with local, state, and federal mandate that address academic preparation as 
measured by test scores.  Evidence confirms the reality that most school classrooms still emphasize passive 
learning, with active and interactive instructional approaches infrequently.  However, developmental 
psychology affirms that during the years ten to fourteen, youth experiment, ask questions, consider 
alternatives, and attempt to sort out the inconsistencies they experience as they grow up.  A look at national 
standards from the various academic disciplines reveal that inquiry, problem solving, and critical thinking 
are natural ingredients of an effective school curriculum. Embedded in the academic disciplines are great 
ideas that provide natural connections to key issues that concern youth.  They provide young learners an 
anchor for organizing thoughts and shaping personal meanings as they attempt to figure out the world 
around them.  School curriculum that artificially separates academic preparation and personal development 
of young adolescents is both unnecessary and ineffective.  
 
Young adolescent literature can form natural connections between the concerns young adolescents face and 
the central ideas in the academic disciplines.  These rich stories in young adolescent books provide a 
resource for young adolescents to pose questions, reflect, synthesize information, and participate in active 
discussions in such a way that the ideas in the academic disciplines are advanced.  Young adolescent books 
provide opportunities to engage students in high level activities that are appropriate in social studies, 
science, health, and language arts, including classroom, school, and community projects; classroom 
discussions and research; and enrichment activities.   
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EXAMINING FACTORS IN SCHOOL TEACHER RETENTION & ATTRITION: 
A PRELIMINARY BINARY LOGISTIC REGRESSION ANALYSIS 
 
Naseem Saeed Sherwani1 
Edgar P. Yoder2 
The Pennsylvania State University 
 
Abstract 
Recent studies indicate that the rate of teacher attrition is still too high, and thus remains 
a major problem. The overall average annual attrition rate is about 8%. The rate is much 
higher early in the teachers’ career, with first-year attrition rates varying from 13–17%. 
According to leading researcher Richard Ingersoll (2001), the continuing shortage of 
teachers and rising K-12 student enrollment rates may force school systems to lower 
standards by recruiting under-qualified teachers. As a result, all efforts to raise education 
standards and student performance may be futile. Thus, there is a need to understand the 
factors influencing teacher attrition. The purpose of this research was to examine the 
determinants that influence the attrition of public and private school teachers. The 
researchers used the Schools and Staffing Survey (SASS) 1999-2000 data collected under 
the auspices of the National Center for Education Statistics (NCES). Logistic regression 
analysis was conducted for school teachers in public and private sectors separately. The 
results indicated that increased general satisfaction with being a teacher, perceived value 
of professional development activities, and perceived satisfaction with security 
influenced teachers’ decisions to remain in teaching in both public and private 
educational settings.  
 
Introduction 
In the new millennium, the alleged shortage of teachers seems to be one significant issue 
in education. According to a report sponsored by the National Center for Education 
Statistics, titled The Baby Boom Echo Report (1998), “2.2 million teachers will be needed 
in the next 10 years because of teacher attrition and retirement and increased student 
enrollment” (p. 1) According to NCES estimates, “By 2008, national public school 
enrollment will exceed 54 million, an increase of nearly 2 million children over today. 
Enrollment in elementary schools is expected to increase by 17 percent and in high 
schools by 26 percent” (p. 1). NCES estimates about the increased need for teachers 
reveal an especially high need in high-poverty urban and rural districts alone, with more 
than “700,000 new teachers will be needed in the next 10 years” (p. 2).  

                                                 
1 Graduate Student, email: nss143@psu.edu  Workforce Education and Development, 107 White Course 
Cunningham Hall (O), University Park, PA 16802. Ph. (814) 862-1365 
2 Professor, Agricultural & Extension Education, College of Agriculture Sciences, email: 
Budman1454@aol.com. 320 Agriculture Administration. The Pennsylvania State University, University 
Park. PA16802. Ph. (814) 863-7853  
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 Provasnik and Dorfman (2005) indicated that teacher attrition is still a major 
problem. The percentage of teachers who left teaching at the end of 1999-2000 to take a 
job outside of teaching was about 8% (p. 13). This rate is much higher in the early years 
of teaching careers. Data from 1993–1998 reveal alarming variations in the first-year 
attrition rate from 13–17% (Ingersoll, 2002, p. 21). According to Ingersoll (2001), the 
shortage of teachers and increasing K-12 student enrollment rates in turn force school 
systems to lower their standards by recruiting under-qualified teachers. Ingersoll suggests 
that this contributes to futility in our efforts to raise education standards and student 
performance. Thus, there continues to be a need to examine the factors, especially for 
teachers in the early stages of their career, which influence their decisions to remain in or 
leave teaching.  

Purpose 

The purpose of this study was to examine the influence of selected personal- and school-
based environment factors on teachers’ intention to remain in teaching.  Specifically, the 
examination focused on current full-time employed public and private school teachers 
who had taught three years or less at the time of data collection (SASS 1999-2000 data).  

The following questions guided the study: 

 Which factors influence the teachers’ intention to remain in or leave teaching?  

 Are there differences in factors influencing private and public school teachers’ 
intention to remain in or leave teaching? 

 
Selected Literature Review 
 
General Overview  
Two models formed the foundation for this examination of teachers’ intent to remain in 
or leave teaching.  Grissmer and Kirby’s (1987) suggested theory of teacher attrition 
provided the general framework for variables included in this research.  In addition, the 
researchers used the model developed by Billingsley (2003) in which she examined a 
four-category schematic representation of special education teacher retention, transfer 
and attrition. In Billingsley’s scheme, the intent to remain or leave teaching is the first 
category, which focuses on teachers who remain in the same teaching assignment and at 
the same school as in the previous year. The second category is teachers “transfer to 
another special education class.” The third category defines transfer in terms of general 
education teaching. The fourth category includes those who leave the teaching profession 
altogether.  
 
A number of well-designed studies found teacher attrition to be a concern to society. 
Tremendous cost and time are involved in preparing teachers (Kelsey, 2006).The rate at 
which teachers leave the teaching profession is high: one out of every four teachers 
eventually changes to another career (Mark & Anderson, 1978). Once the teachers get 
into the education stream, their retention is also an issue of continuing concern in 
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education (Chapman, 1984). It is important to address the characteristics of teachers and 
the factors associated with their retention and attrition. Chapman and Hutcheson (1982) 
explained the advantages of addressing these issues in career counseling for prospective 
teachers and in the design of teacher training programs. They argued that research about 
teachers’ concerns may help administrators, curriculum designers and career counselors 
to understand the difficulties faced by the teachers in classroom settings (Chapman & 
Hutchison, 1982). 
 
Kelsey (2006) described in her research the theory of teachers’ attrition developed by 
Grissmer and Kirby in 1987. 
 

Teachers leave in a predictable U shaped curve that is tied to their life 
cycle and career stages. The highest rate of attrition occurs only in the 
teacher’s career (change jobs, attend graduate school, and child birth) 
and the end of one’s career (retirement, illness and death). Deciding to 
stay in teaching profession depends upon six interdependent variables; a) 
the degree of human capital acquired to do a specific job in a specific 
location, b) the degree of transparency present during the hiring process, 
c) previous work experience when hired, d) changes in family status 
(marriage, divorce, spouse, moving to another job and child birth), e) 
compensation and working conditions, and f) job opportunities in and 
outside of teaching (pp. 117–118). 

 
According to Shen (1997), bright college students are less likely to join the teaching 
profession; if they do so, there are more chances that they will leave the job in a short 
period of time (Murnane, Singer, Willett, Kemple, & Olsen, 1991; Schlechty & Vance, 
1981). This situation creates serious concerns about the quality of the teaching workforce. 
Shen believed that the high rates of teacher attrition disrupt program continuity and 
planning, hinder student learning, and increase school districts' expenditures on recruiting 
and hiring.  For her research on teacher retention and attrition, she performed 
discriminant function analyses on data gathered from the 1990-91 Schools and Staffing 
Survey and the 1991-92 Teacher Follow-up Survey. The sample size for this study was 
3,612 (weighted N = 2,404,592). Among the three groups of teachers who stayed in the 
same school (stayers), those who moved to another school voluntarily (movers), or left 
teaching of their own accord (leavers) between the 1990-91 and 1991-92 school years, 
stayers may be statistically distinguished from movers and leavers on personal 
characteristics, school characteristics, and their perceptions of school- and profession-
related issues.  
 
The foregoing discussion provides a general understanding of the factors that influence 
the retention and attrition of teachers and the potential influence on local educational 
agencies.  
 
Measuring Retention and Attrition 
How does one identify teachers who remain in and leave the teaching profession? Several 
researchers have defined teachers’ retention and attrition (Chapman, 1984; Chapman & 
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Hutcheson, 1982; Grissmer & Kirby, 1987; Kirby & Grissmer, 1993; Thompson, 1986). 
The intent to leave was also used as a proxy for attrition by Whitaker (2000).  In the 
research reported in this paper the researchers used public and private teachers’ self-
reported intent to leave teaching.  Thus, the outcome variable (intent to remain in 
teaching) was simply coded as plan to continue teaching or definitely plan to leave as 
soon as possible.  Thus the dependent variable is a measure of intent rather than an actual 
behavior on the part of the teacher. 
 
Factors Influencing Attrition 
 
The Early Years of Teaching 
 
Henke and Zahn (2001) examined beginning teachers’ attrition in comparison to other 
recent college graduates. He followed 1993 graduates who became teachers in the 1993-
1994 year and then calculated the number who had left teaching by April 1997. The 
analysis found an 18% rate of new teacher attrition for the three-year span from April 
1994 to April 1997. Tabs (2004) provided a concise synthesis (pp. 9-10) of the 
percentage of full-time teachers with three years or less experience who left the teaching 
profession.  For public school teachers the percentage of leavers from 1987–2001was 
8.3% (1987 – 1989), 7.2% (1990 – 1992), 7.8% (1993 – 19950 and 8.5% (1999 – 2001).  
For private school teachers the percentage of leavers was 15.9% (1987 – 1989), 16.7% 
(1990 – 1992), 17.3% (1993 – 1995) and 21.2% (1999 – 2001).   
 
Public and Private School Settings 
 
The comparisons synthesized by Tabs (2204) in the previous section provide some basis 
for suggesting the percentage of teachers leaving in private school settings is 
proportionally a greater issue/problem than in public education settings.  One must 
remember that Tabs summarized the situation in the time period 1987–2001, using the 
2000 – 2001 Teacher Follow-up Survey. 
  
Ingersoll (2003) studied the teacher staffing issue from the perspectives of organizational 
demand, supply and shortage. At the beginning of 1999-00, about 232,000 teachers 
entered the teaching profession but by the following school year, about 287,000 
(equivalent to 124% of those just hired) left the occupation (p. 12). He reported that high-
poverty public schools have far higher turnover rates than do more affluent public 
schools. Urban public schools have slightly higher turnover rates than do suburban and 
rural public schools. Private schools have higher turnover rates than public schools. But 
there are also large differences among private schools. At one end of the continuum are 
larger private schools with the lowest average turnover rate––13.5%. At the other end of 
the continuum are smaller private schools with the highest average levels––22%. His 
findings are consistent with those from Provasnik and Dorfman (2005): “Private school 
teachers are more likely to leave teaching than public school teachers” (p. 24).  It is 
important to remember that the Ingersoll data do not focus exclusively on full-time 
teachers with three years or less of teaching experience.   
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Work Environment 
 
Scholars question why teachers prefer to leave after investing resources to be in the 
teaching profession. It has been reported that certain elements of the school environment 
contribute to teacher attrition.  Among the variables found to influence teacher attrition 
are a perceived lack of administrative support, a perceived lack of collegiality, a 
perceived lack of parental support, and being inadequately involved in instructional 
decision-making (Billingsley & Cross, 1991; Grissmer & Kirby, 1987).  
 
Gonzalez (1995) argued that many dispositional and work environment elements 
combined to influence teacher attrition. The disposition factors that were most common 
among the teachers who left teaching were being younger (less than 30 years old), being 
female, having higher scores on teacher exam(s), being of mid to upper socio-economic 
status (SES), fewer years of teaching experience, having lower levels of commitment to 
teaching, and ineffectively using coping strategies to deal with work-related issues. The 
environmental factors that contributed to teachers’ attrition were teaching in a high 
school, having a larger class size or caseload, or both, having an unsupportive 
administrator, excessive paper work, ambiguous or conflicting role demands, few job 
rewards, and lack of decision-making opportunities. 
 
Ingersoll (2001) identified a number of factors related to work environment, including 
low salaries, inadequate support from school personnel, student discipline problems, and 
limited faculty input into school decision-making.  All were found by Ingersoll to 
contribute to higher levels of teacher turnover. 
 
Self-reported Levels of Job Satisfaction 

Chapman and Hutcheson (1982) indicated that the interpersonal relationships between 
teachers and administrators and the positive values and recognition that teachers receive 
from a larger circle of friends are of particular importance in teachers’ decisions to 
remain in teaching. Criteria for success are widely held values in other professions, but 
for teachers, salary and job autonomy may have less relevance. 

Chapman (1984) found that the teachers who left teaching indicated less career/job 
satisfaction, but greater life satisfaction than those who never taught.  Ingersoll (2003) 
mentioned reasons for job dissatisfaction among teachers, including poor administrative 
support, lack of recognition and support from administration, lack of resources (including 
material/equipment for class rooms), and inadequate support from administration. He 
reported that teachers are especially more likely to leave or may intend to leave when 
they do not feel that they have adequate support from administrators and colleagues. 

According to Provasnik and Dorfman (2005), “Both teachers who left teaching and 
teachers who transferred at the end of 1999-2000 reported  a lack of planning time, too 
heavy a workload, too low salary, and problematic student behaviors among their top five 
sources of dissatisfaction with the school they left” (p. 24). 

Salary 
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Researchers have found that teachers may assign less importance to salary as a criterion 
in professional success (Chapman, 1984). A number of other studies have found that 
salary is related to high turnover. A national survey found that the proportion of teachers 
moving from one to school to another or leaving teaching decreased as salary increased 
(Boe, Bobbitt, Cook, Whitener & Weber, 1997). Billingsley, Pyecha, Smith-Davis, 
Murray, and Hendricks (1995) reported that 10% of teachers who left an urban setting 
gave this as one of the primary reasons for leaving their position. 

Imazeki (2005) examined teacher labor mobility within and outside of the teaching 
profession using data for new teachers in Wisconsin. The author estimated separate 
hazard rates for transfers and exits. Transfers were found to respond most strongly when 
district salaries were increased relative to nearby districts. Salary increases for more 
experienced teachers may also reduce exit attrition among newer female teachers. Model 
simulations suggested that fairly large salary increases are needed to reduce attrition out 
of Milwaukee down to the levels experienced by the average Wisconsin district. 
 
Student Classroom Management Issues 

Liu and Meyer (2005) examined teachers’ perceptions of their jobs and teacher turnover 
through an analysis of the School and Staffing Survey (SASS) 1994-5 data. They 
identified that public school teachers have students discipline problems as a factor 
contributing to their dissatisfaction with teaching. Similarly minority teachers were less 
satisfied with working conditions and student discipline problems than non-minority 
teachers.  

School Climate  

Miller, Brownell, and Smith (1999) examined school climate as it related to leaving 
teaching. It was confirmed that teachers were more likely to stay in teaching when they 
had overall positive feelings about the climate in their school. School climate was 
assessed through questions like the following: “Overall, is your school/district a great 
place to work?” 

Support through Induction and Mentoring 
 
It has been noted that teachers make important decisions to stay or leave at the beginning 
of their careers. Billingsley (2003) cited Gold (1996) in indicating that new teachers’ 
initial optimism is often replaced with disappointment, discouragement, and 
disillusionment. The research suggested that beginning teachers face a range of problems, 
such as discipline, difficulty with parents/guardians, insufficient support, apathy from 
colleagues and problems with classroom management (including student behavior). 
Whitaker (2000) investigated perceptions of effective mentoring programs for beginning 
special educators and their intent to remain in special education teaching. It was found 
that perceived effectiveness of mentoring is significantly correlated with teachers’ plans 
to remain in special education teaching.  According to Billingsley (2003), a carefully 
designed induction program helps to develop teachers’ competence and satisfaction, and 
thus contributes to reducing attrition.  

2007 HICE Proceedings 
Page 5207



 7

 
Professional Development Participation 
 
This variable plays an important role in the teachers’ intent to remain or leave the 
teaching profession. In a study of teacher attrition in three urban systems, Gersten, 
Keating, Yovanoff and Harniss (2001) found that professional development had an 
indirect effect on teachers’ intent to leave, and a direct influence on teachers’ 
commitment to the profession.  
 
Roulston, Legette, and Womack (2005) conducted a study using qualitative interview 
data gathered in 2003 to examine nine music teachers' perceptions of and experiences 
with their transition from being a student teacher to teaching full-time. Data analysis 
results showed that teachers: (i) valued pre-service preparation that was "hands-on", 
although some reported missing learning about crucial aspects relevant to their work; (ii) 
had been assisted by formal and informal mentors; (iii) described their first-year 
experiences as difficult yet rewarding; and (iv) described professional needs as largely 
contextually driven (pp. 59-82). Given the complexity of the settings in which music 
teachers work, effective pre-service teacher education programs must be accompanied by 
appropriate mentoring and professional development experiences if high teacher attrition 
rates in music education are to be addressed. 
 
Methodology 
 
The researchers used secondary data on public and private school teachers from a 
national survey sponsored by the U.S. Department of Education’s National Center for 
Education Science (NCES):1999-2000. The School and Staffing Survey (SASS) was 
administered between September 1999 and June 2000.  
 
In this survey, information was collected from a national sample of over 50,000 public 
and private school teachers about their work environment, classroom teaching, teaching 
qualifications and other individual characteristics. Detailed information regarding 
sampling procedures and instrumentation is available at the SASS web site 
http://nces.ed.gov/surveys/SASS. 
 
Dependent Variable 
 
Drawing upon the data from the 1999-2000 SASS, the question was asked, “Would you 
like to remain in teaching?” The following dependent variable was identified as useful in 
answering this question. 
 
The intention to remain in teaching was probed according to five categories: a) As long 
as I am able, b) Until I am eligible for retirement, c) Will probably continue unless 
something better comes along, d) Definitely plans to leave teaching as soon as I can, and 
e) Undecided at this time. For analysis purposes, we recoded the five categories into the 
following groups to determine the self-reported intended retention and attrition of 
teachers. Our analysis was based on the first two categories. 
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1. Stayers (a, b, c) coded as 1 
2. Leavers (d) coded as 0 
3. Undecided (e) were not included in the data analysis 

 
We used only regular full-time teachers (working 40 hours per week, according to the full 
employment definition) who had 3 or fewer years of experience. This analysis focused on 
both public and school teachers in rural and urban areas. 
 
Independent Variables 

1. Administrative support includes the following items in the SASS survey of 
teachers. 
*    The principal lets staff members know what is expected of them 
• The school administration’s behavior towards the staff is supportive and 

encouraging 
• My principal enforces school rules for student conduct and backs me up when 

I need it.  
• The principal talks with me frequently about my instructional practices 
• The principal knows what kind of school he/she wants and has communicated 

it to me. 
• There is a great deal of cooperative efforts among the staff members 

 
2. Satisfaction with Professional Development 
3. Satisfaction with Salary 
4. Support to Teach Students with Special Needs 
5. Satisfaction with Class Size 
6. Feeling it is a Waste of Time to be a Best Teacher 
7. Feeling of Security of Job due to Student Performance 
8. General Satisfaction with being a Teacher 
9. Feeling of Job Security due to Student Performance 

Sample and Analysis 

The final data analysis sample included 7,054 full-time public school teachers who had 
taught three years or less at the time of data collection.  The final data analysis sample for 
private school teachers was 1,954 full-time teachers who had taught three years or less at 
the time of data collection. 

The final public school sample and the final private school sample included only those 
individuals who provided complete information for the variables used in the data 
analysis.  The researchers did not use any statistical imputation procedures to replace 
missing data.  We note this as it represents a limitation of the study: it removed some 
individuals from the analysis who met the criteria of being a full-time teacher and having 
taught three or fewer years. 

We used binary logistic regression as the primary data analysis technique. Logistic 
regression enables us to estimate an outcome based on the set of values of predictor 
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variables. In addition, logistic regression coefficients can be used to estimate odds ratios 
for each of the independent variables in the model.  
 
log[px/1-py]=β0+β1(Administrative support)+β2 (General satisfaction)+ βi (Xi) + e . 
 
Results 
 
Background Information on the Teachers  
 
Descriptive statistics for the logistic regression analysis variables are presented in  
Table 1. The independent variables summarized in this table were treated as 
approximating interval type data (Sirkin, 2006).  Each variable, except satisfaction with 
professional development, was assessed/measured using a Likert-type response scale 
variable ranging from 1 (not satisfied) to 4 (highly satisfied).  The satisfaction with 
professional development was assessed with a 5-point Likert response scale. 
 
The dependent variable in the analysis represents a binary nominal variable coded as 0 = 
not planning to remain in teaching and 1 = planning to remain in teaching.  Teachers not 
planning to remain in teaching included those teachers indicating they definitely planned 
to leave teaching immediately, or as soon as possible, or were undecided at this point in 
time.  Those planning to remain in teaching included those teachers indicating they 
planned to remain in teaching until retirement or with no plans at this time to leave 
teaching.   
 
For the 7,054 public school teachers, 62.5% indicated they definitely planned to stay in 
teaching.  For the 1,954 private school teachers, 63.5% indicated they definitely planned 
to stay in teaching.  
 
 
Table 1  
Summary Descriptive Information for the Variables used in the Binary Logistic 
Regression Analysis for Full-Time Teachers Having Taught Three or Fewer Years  
_______________________________________________________________________ 
          Range 
Variable by School Type  Mean  SD  Low   High 
_______________________________________________________________________ 
Administrative Support 
  Public School   3.09  .67  1.00  4.00 
  Private School   3.21  .44  1.00  4.00 
 
Satisfaction with  
Professional Development 
   Public School   3.57  .93  1.00  5.00 
   Private School   3.54  1.07  1.00  5.00 
 
Satisfaction with Salary 
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   Public School   2.14  1.01  1.00  4.00 
   Private School   2.07  1.04  1.00  4.00 
 
Support to Teach Students 
With Special Needs 
   Public School   2.70  .89  1.00  4.00 
   Private School   2.67  .95  1.00  4.00 
 
Satisfaction with Class Size 
   Public School   2.92  1.04  1.00  4.00 
   Private School   3.34  .88  1.00   4.00 
 
Feeling it is a Waste of Time 
To be a Best Teacher 
   Public School   1.64  .91  1.00  4.00 
   Private School   1.45  .81  1.00  4.00 
 
General Satisfaction with being  
 Teacher  
   Public School   3.37  .77  1.00  4.00 
   Private School   3.44  .76  1.00  4.00 
 
Feeling of Security of Job due to 
Student Performance 
   Public School   2.04  .95  1.00  4.00 
   Private School   1.40  .67  1.00  4.00 
Public school teacher n = 7,054             Responses for items were measured on 
Private school teacher n = 1,954  either 1-4 or 1-5 Likert response scales 
 
Logistic Regression Results for Public School Teachers 
 
Logistic regression results for public school teachers who reported being full-time 
teachers who had taught three years or less are summarized in Table 2. Eight factors were 
found to be statistically significant.  General satisfaction with being a teacher had an ‘Exp 
(b) odds ratio’ of 1.89.  This suggests that for each unit increase in satisfaction with being 
a teacher, the teacher is almost 2 times more likely to remain in teaching.  A higher level 
of satisfaction with the professional development activities a teacher has participated in 
increases the odds (Exp b = 1.21) of the teacher remaining in teaching. Similarly, a higher 
level of satisfaction with salary is associated with teachers being more likely to stay in 
teaching. The ‘Exp (b) odd ratio’ of 1.16 indicates that the teachers with higher 
perceptions of job security are more likely to remain in the teaching profession. 
 
Logistic Regression Results for Private School Teachers 
 
The logistic regression results for private school teachers who reported being full-time 
teachers who had taught three years or less are summarized in Table 3.  The results for 
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private school teachers are similar to those for the public school teachers.  Five variables 
were found to be statistically significant (p < .05) components of the logistic regression 
equation.  The overall model is significant at the .001 alpha level (Chi square = 212.50, df 
= 8).  The model Nagelkerke R2  is relatively low at .14. 
 
General satisfaction with being a teacher has an ‘Exp (b) odds ratio’ of 2.0.  This suggests 
that for each unit increase in satisfaction with being a teacher, a person is almost 2 times 
more likely to remain in teaching.  Similarly, higher levels of satisfaction with the 
professional development activities a teacher has participated in increase the odds (Exp b 
= 1.13) of the teacher remaining in teaching.  
 
It is interesting that higher perceived levels of administrative support (Exp b = .82) were 
not associated with increased odds of remaining in teaching.  This is counter to much of 
the previous research literature.  However, one must remember that these results are 
contextually bound to the other variables in the analysis. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 2 
Logistic Regression Summary of Plans to Stay in Teaching Regressed on Selected School-
based Variables for Full-time Teachers Having Taught Three or Fewer Years in Public 
School Settings  (n = 7,054) 
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Perceived Admninstrative support -0.12 0.05 5.76 0.89 0.016

Satisfaction with salary 0.26 0.03 86.3 1.3 <.001

Satisfaction with class size 0.07 0.03 5.68 1.06 0.017

Constant -2.45 0.21 134.6 0.09 <.001

Support to teach students with 
special needs

Feelings of waste  of time to be a 
best teacher 

General satisfaction being a 
teacher

Feelings for security of job due 
student performance

1.21 <.001

B  S.E.     B Wald
Exp      
(b) pVariables

0.19 0.03 42.51
Perceived Satisfaction with 
professional 

0.1 0.03 8.43 1.1 0.004

<.0010.63206.140.03-0.46

0.64 0.04

<.001

208.43 1.89

0.15 0.3 26.04 1.16

<.001

 
 
Source: U.S. Department of Education. 
Notes:  
Model Summary: Chi Square = 1158.75, p ≤.001, n = 7,054 
The dependent variable is intention to remain in teaching (0 = no, 1=yes) and all of the 
independent variables are Likert values treated as “approximating” interval data. 
 
Table 3 
Logistic Regression Summary of Plans to Stay in Teaching Regressed on Selected School-
based Variables for Full-time Teachers Having Taught Three or Fewer Years in Private 
School Settings  (n=1,954) 
     S. E.    Exp 
Variable   B     B  Wald    (b)  p 
 
Perceived  
Administrative Support -.20 .10  4.42   .82  .036 
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Satisfaction with 
professional development  .13 .05  6.91  1.13  .009 
 
Satisfaction with salary -.04 .05  .69  .96  .407 
 
Support to teach students 
with special needs   .06 .06  .99  .32  .319 
 
Satisfaction with 
class size   -.02 .06  .11  .98  .744 
 
Feeling of waste of time 
to be a best teacher  -.44 .06         44.82  .65           <.001 
 
General satisfaction of  
being a teacher  .70 .09         65.47  2.0           <.001 
 
Feeling for security of job 
due to student performance .14 .08           3.20  1.15  .073 
 
Constant            1.19 .39           9.35  .30  .002 
Notes: 
Model Summary:  Chi square = 212.50; df = 8; p <.001; Nagelkerke R2 = .14. 
The dependent variable is intention to remain in teaching (0 = no, 1=yes) and all the 
independent variables are Likert values treated as “approximating” interval data. 
 
 
Limitations 
Our research is limited to SASS 1999-2000 public data available from NCES.  In this 
paper, which contains a summary of our preliminary explanatory findings, we used the 
raw data without applying weights.  We want the reader to understand that for 
generalization purposes and based on the sampling strategies employed by NCES, 
weights should be applied.  Further, this analysis is limited to full-time teachers who have 
taught three or fewer years.  The dependent variable is a self-reported intention to leave 
or not leave teaching.  It was measured with a single item in the survey, which requested 
information about intention to remain in teaching.  In the SASS data file no subsequent 
variable provides information about whether the teachers actually did or did not leave. 
There is no thorough examination of why they intended to leave or did not intend to leave 
or where they were intending to go. 
 
Selected Implications 
 
The continuing issue and problem of teacher turnover and attrition has no simple 
solution.  The literature well documents the issue’s complexity and the reality that it is 
especially relevant when examining the experiences of less experienced teachers.  As a 
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former school principal, the continuing problem of teacher turnover and departure from 
teaching has profound implications for children’s learning.  For the local taxpayer the 
issue has profound economic costs.  Shockley, Guglielmino, and Watlington (2006) 
eloquently synthesized the major costs of teacher attrition.  
 
The implication which follows is focused on a few items over which local school 
administrators have some day-to-day control or influence. In this study in both the private 
and public school settings, perceived support from administration (either direct or indirect 
support) was related to reported intention to stay or leave.  For many years those of us in 
educational administration have argued that the building-level principal can play a key 
role in being the instructional leader.  At the same time we have acknowledged that the 
responsibilities of the building principal are so varied that little time is available to 
provide true instructional leadership.  Often “putting out the fires” consumes most of the 
day and there is little time to interact with teachers, and observe what really is happening 
in the classroom, much less do some forward thinking about curricular modifications.  
Yet, the inexperienced teacher in the early stages of the teacher induction process needs 
administrative personnel to provide support and assistance as they make the transition to 
the other side of the desk.  Whitaker (2000) and Billingsley (2003) reported that 
induction and professional development activities were important factors in teachers’ 
intent to remain in teaching. 
 
Perhaps this is the single most important implication from this study: local school 
districts should continue to implement formal comprehensive teacher induction and 
professional development programs.  Most school systems have already implemented or 
made efforts to implement such programs as part of their local agency professional 
development programs.  The scope and sequence of those efforts vary dramatically from 
school district to school district.  In some schools there exists an informal teacher 
induction program through which teachers basically “look out” for the beginning teacher 
and “show the beginning teacher the ropes.”  Based on our experiences as teachers and 
school principals in local educational agencies, the findings of Whitaker (2000) and 
Billingsley (2003) and the positive correlations between the support variables in this 
exploratory study are not surprising.  The local building principal often cannot have much 
influence on a teacher’s salary due to the nature of collective bargaining in most schools.  
However, the local building principal can have a major influence either directly or 
indirectly on the other support factors, including the design of professional development 
activities, establishing a sense of trust and support with beginning teachers, and 
facilitating the development of either formal or informal teacher induction programs.  
These are not economically costly initiatives that may contribute to beginning teachers’ 
development of a greater sense of “community with colleagues”, which fosters a greater 
sense of satisfaction with teaching and a feeling of “I am not in this alone.”  As former 
beginning teachers we all too well remember thoughts during our early years of “Why did 
I choose this career?” or “Doesn’t anyone care about how I am doing down here in my 
classroom?”  The feeling of isolation experienced by many beginning teachers and the 
feelings of wanting to leave teaching can be addressed without great economic cost to 
local education agencies. 
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Web-based instruction is a rapidly growing instructional format that is 
challenging the traditional learning model in higher education. Many institutions 
of higher education are on the bandwagon, or are running furiously to jump on 
(Brahler, Peterson, & Johnson, 1999).  
 

 According to Frand (2000) students of today’s “Information Age” have come to expect 

constant connectivity and real-time dialogue from anywhere, and that they are used to multi-

tasking (performing multiple tasks simultaneously), particularly multi-tasking involving chat or 

instant messaging (IM) sessions” (cited in Kinzie, Whitaker, and Hofer, 2005, p. 150).  

Interactions commonly occur asynchronously, with participants increasingly responding 

synchronously.  

The unlimited capabilities of computer technology are at the forefront of changes in the 

delivery of classroom content. Keeping in mind this information, teachers are encouraged to 

adapt their teaching strategies to meet students’ interests and needs and integrate technology in 

the delivery of curriculum. Technological integration can benefit the learning process for all 

students: 

• Higher Education - Teacher Preparation 
• Remediation 
• English as a second language (ESL)  
• High school 

  
 

Integration of Technology 

Higher Education - Teacher Education Programs 

According to Fulton, Glenn and Valdez (2004) leaders in higher education “agree that all 

new teachers must graduate from teacher education programs with the knowledge and skills that 

will allow them to integrate technology easily and effectively into their daily teaching, whatever 

the setting” (p. 1). The extent to which this is happening depends on the teacher education 

program’s ability to review and renovate their programs to remain current with technology 
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changes. Fulton et al. continues to explain that “without a strong foundation in the knowledge 

and skills for using technology effectively, teacher candidates entering today’s schools will fall 

short of meeting the “’highly qualified teacher’” expectations set out by the No Child Left 

Behind (NCLB) Act (2002)” (p. 1).  

To combat this national problem, The North Central Regional Educational Laboratory 

(NCREL) at Learning Point Associates completed a series of case studies designed to determine 

teacher education programs’ use of educational technology in their programs. Findings identified 

eight common elements for “assessing the readiness levels of teacher education programs to 

ensure that their students graduate with the knowledge, skills, and predispositions for teaching 

effectively with technology in any setting” (Fulton et al., p. 1). These eight themes are vision; 

leadership; faculty use of technology; teacher candidates’ use of technology; funding for 

technology resources, training, and support; collaboration with arts and sciences; PK-12 

partnerships; and meeting external mandates. These eight elements form the foundation of the 

Teacher Education and Technology Planning Guide. This planning guide serves as a basis for 

educators to assess the integration of technology throughout teacher education programs.           

Remediation and Development Courses 

Various technological instructional strategies can be effectively implemented for 

remedial needs, including the use of Blackboard or WebCT for ongoing assessment and 

immediate feedback, interactive developmental software, and online curriculum for unlimited 

access. Community colleges typically grant students open admissions on a temporary basis in 

order to allow at-risk students the opportunity to further their education (Hadden, 2000). Because 

of the open enrollment, frequently under-prepared students enroll in community colleges because 

they are given the chance to earn certification and degrees. In order to compensate for 
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underprepared students, community colleges offer developmental courses in English, 

mathematics and reading to build students’ basic skills to allow students progress through a 

program of study, gradually building the skills needed for successful completion of a degree. 

Developmental courses, sometimes referred to as remedial courses, allow students to pick up the 

basics skills needed to succeed in community college and college level course work. 

Developmental courses are geared towards teaching students the skills that have been mandatory 

for success in four year college programs. Admissions and advising staff look at SAT and ACT 

test scores for placement in developmental courses. When test scores are not available, 

placement tests are offered to help establish the developmental needs of students. 

 Research reveals that developmental courses are taught at 72% of the colleges and 

universities in the United States (Johnson & Kuennen, 2004). The presence of developmental 

education on so many college campuses reveals the diverse population that is attending 

institutions of higher education. Higher education is currently a necessity, as education leads to 

more marketable skills for employment. Entering freshmen college, university, and community 

college student account for 24 to 56 percent of all developmental students who are required to 

take at least one developmental English, mathematics, or reading courses (Hall & Ponton, 2005; 

Johnson & Kuennen, 2004; Quirk, 2005; Raftery, 2005; & Waycaster, 2001). According to 

Pierson and Huba (1997), one-third of community college students need remedial mathematics 

courses. Developmental courses provide a stronger background in the basic skills needed to 

succeed in college. 

 Frequently, academic remediation is needed for non-traditional students who are entering 

college after seven or more years of life experience. Non-traditional students account for 57% of 

developmental course enrollment (Hadden, 2000). Because their academic career has been 

2007 HICE Proceedings 
Page 5222



Multiple Perspectives of Technology Integration     5 
 

delayed, non-traditional students enroll in developmental courses due to placement tests or a 

voluntary desire to brush up on their basic skills. 

Traditional students are students who enter higher education shortly after finishing high 

school. According to Waycaster (2001), 40% of traditional students need math remediation after 

coming directly to community colleges. Remediation of traditional college students reflects a 

“clear disconnect between what is needed and what is provided in high schools now” (Honawar, 

2004, p. 18). Non-traditional students account for 27% of the remedial population in higher 

education (Waycaster, 2001). According to Walker and Plata (2000), a comparable number of 

non-traditional students pass developmental math course as traditional students. They suggest 

that the high pass rate of non-traditional students, despite the fact that they are not as familiar 

with math, is because they experience “high motivation and positive attitudes” about their 

academic success (p. 26). Walker and Plata also recognize that non-traditional students are more 

likely to use their time studying in the mathematics laboratory. 

Student support services began at Harvard College during the 17th century when tutoring 

assistance was offered for Latin and Greek reinforcement (Waycaster, 2001). A supportive 

learning environment helps “to build skills and foster self-confidence in those students who are 

most at risk” (Raftery, 2005, p. 65).  According to Culp (2005), community colleges should take 

responsibility for “ensuring access and opportunity for all, developing the whole student, 

providing quality services to meet student needs, believing that all students matter, facilitating 

student learning and success, and believing in educational richness and power of the out-of-

classroom environment” (p. 77). When developmental students use support services, retention 

rates of non-developmental and developmental students are similar (Pierson & Huba, 1997). 
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Effective support services allow students to gain supplemental instruction to ensure appropriate 

learning. 

According to Waycaster (2001), 40% of the graduates of Virginia Community College 

System took developmental classes as freshmen. Walker and Plata (2000), also found that a 

higher number of remedial students earned a certificate or degree than non-remedial students. 

According to Quirk (2005), the success rate of developmental classes is 50 to 60 percent. 

Developmental courses can allow students to more thoroughly develop writing and mathematics 

skills by going back to the basics and building well-defined skills needed for college success.  

Role of Technology for English as a Second Language Student 

 Technology plays a vital role in the life of the E.S.L. student. The Internet literally 

becomes a lifeline for students to keep in contact with family members and friends in their home 

countries. While E.S.L. students use technology for communicative purposes, technology 

integration into the E.S.L. classroom has met a fair amount of resistance on the part of 

instructions, administrators and even students themselves to use technology as a teaching tool. 

Critic and language acquisition theorists believe that “knowledge of language involves more than 

a core grammar made possible by the operation of innate principles and parameters operating on 

input language” (Rondal, 1993). According to Rondal (1993), E.S.L. students acquire language 

through learning and discovery. Because it is difficult for E.S.L. students have difficulty in 

acquiring a second language, critics and theorists argue that technology should only be integrated 

for supplemental learning. As Pinker (1993) (as quoted in Rondal 1993) noted that language 

acquisition is not innate but acquired through discovery learning. 

Theorists disagree as to how second language learners acquire a second language. Nolan 

(2001) stated that some theorists believe that learning a primary language provides a learner with 
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the tools to learn a second language. Nolan (2001) noted that other theorists believe that learning 

a second language is more difficult than learning a primary language because of the changes in 

grammar, vocabulary and pronunciation. According to Jerrell (2000), second language 

acquisition has five stages: preproduction, early production, speech emergence, intermediate 

fluency and continued language development.  

   Jerrell’s Stages of Second Language Acquisition 

Stage About How Long? About How Many Words? 

Preproduction 10 hours to 6 months 500 receptive words 

Early Production An additional 6 months 1000 receptive/active words 

Speech Emergence An additional 1 year 3000 active words 

Intermediate Fluency An additional 1 year 6000 active words 

Continued Language 

Development 

5 to 7 years Content Area Vocabulary 

 

 In Krashen’s theory of second language acquisition, he hypothesizes that language 

acquisition is done in two ways, implicitly and explicitly (Nolan, 2001). According to Nolan 

(2001), Krashen stated that “language acquisition occurs subconsciously while the learning of 

language occurs separately where grammar, vocabulary and other rules about the target language 

are explicitly taught.” Nolan (2001) also stated that Krashen believed that learning of language 

should be facilitated rather than taught where the learners are actively engaging in learning rather 

than passively learning through rote memorization. Anderson (2002) believed that it was 

essential for second language teachers to understand the cognitive processes of second language 

learning. Anderson (2002) stated that “understanding and controlling cognitive processes may be 
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one of the most essential skills that classroom teachers can help second language learners 

develop.” Graham (1997) believed that second language learning teachers should determine their 

instructional approach to learning by making “distinctions between cognitive and metacognitive 

strategies” (p. 42). Graham (1997) believed that “metacognitive strategies allow students to plan, 

control, and evaluate their learning” (p. 43). Anderson (2002) stated that teachers should “help 

students think of what happens during the language process rather than focus solely on learning 

the language.”  

 In addition to acquiring language skills, E.S.L. students often face an additional burden: 

cultural adjustment. Kagan and Cohen (1990) defined cultural adjustment “as a process that 

incorporates levels of association with host culture” (p. 133). Kagan and Cohen (1990) also 

noted that “fluency in the English language may influence cultural adjustment . . . especially if 

the language is perceived as useful for identifying culture” (p. 133). Nevertheless, E.S.L. 

students experience great cultural stress when first trying to acquire the language because 

unfamiliar social situations make it difficult to interact with members of the “host culture” 

(Kagan & Cohen, 1990, p. 70). Without this interaction, Zimmerman (1995) noted that E.S.L. 

students “would fail to adjust to a new sociocultural environment because they lack intercultural 

communicative experience” (p. 322). It is for these reasons that teachers, administrators and 

students object to integrating technology into the E.S.L. classroom. Simply put, the E.S.L. 

classroom is dependent on face-to-face interaction in order to facilitate the acquisition of 

language. 

 Despite the initial resistance from the E.S.L. community, a review of the literature 

demonstrates that technology integration is now becoming a facet of the E.S.L. classroom 

learning. According to the Center for Applied Research in Educational Technology (CARET) 
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(2005), the delivery of E.S.L. courses through technology integration can help “improve student 

performance when the application directly supports the curriculum objectives.” Furthermore, 

CARET (2005) also found that integrating technology allowed students to maximize their 

“experience of success” in language acquisition. Finally, Wetzel and Chishold (1998) concluded 

that “access to computers moderates the opportunities that E.S.L. learners have for cognitive, 

social and language development” (p. 381). Because computers “influence how we think, learn 

and solve problems” (Dickinson, 1996, as quoted in Wetzel and Chislom, 1998, p. 381), Wetzel 

and Chisholm (1999) noted that “interactive technologies challenge students to be creative, think 

critically, and make decisions” (p. 381). Ye (2005) concluded that “students who used more 

English-language Internet than native language Internet actually gained greater English language 

fluency” (p. 160).  

 In addition to helping students expand their language skills, integrated technology can 

also help E.S.L. students cope with the acculturative stress they experience in trying to adapt to a 

new country and new language. Ye (2005) defined acculturative stress as a “temporary 

personality disintegration in the form of emotional uncertainty, confusion and anxiety” (p. 154). 

Yet Ye (2005) found that the use of the English language Internet and other software programs 

“can help E.S.L. students gain higher acceptance of the values and customs of the host culture” 

(p. 160). Ye (2005) concluded that E.S.L. students use of technology in the E.S.L. classroom can 

help students acculturate to their new host country.  

 In conclusion, despite the initial resistance to the use of integrated technology, teachers, 

administrators, and students are slowly beginning the process of adopting technology into their 

E.S.L. classroom. The adoption of this technology into the E.S.L. classroom can help students 
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acculturate to their new environment and acquire the language skills necessary to adapt to a new 

environment. Integrated technology is the future of the E.S.L. classroom. 

High School Students 

To prepare students for work in the 21st century, educational institutions must 
teach students the skills that employers seek (Cauley, 1997).   

 
The Partnership for 21st Century Skills issued a report, “Results That Matter: 21st Century 

Skills and High School Reform” (http://www.21stcenturyskills.org). This report outlined a framework 

that focused on learning and skills needed for graduates. According to the report, “creating high 

schools that truly will improve learning, achievement and competencies demands a clear 

understanding of the knowledge, skills and attributes that are increasingly important for every high 

school student today” (http://www.2stcenturyskills.org).  

West Virginia is only the second state to implement the Partnership’s 21st century model. 

Joe Manchin, Governor of West Virginia, stated, “I am so proud of West Virginia for being 

chosen to lead the nation as we embrace 21st century learning skills. I believe that 21st century 

education will strengthen what our educators are teaching in classrooms across the state. 

Accelerating technological change, rapidly accumulating knowledge, increasing global 

competition and rising workforce requirements make 21st century skills essential for success in 

the new millennium” (http://www.21stcenturyskills.org).  

 Technology has long been a support tool in education (Lockard & Abrams, 2001). Since 

its inception in the classroom, technology has been called a cognitive tool. Jonassen and Reeves 

(1996) states that “cognitive tools refer to technologies, tangible or intangible, that enhance the 

cognitive powers of human beings during thinking, problem solving, and learning” (p. 693). 

Jonassen explains that the “idea of technology as mind tools parallels the newer view of learning 

that has changed from being viewed solely as a passive activity, where learners sit at desks 
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listening, taking notes, studying, and taking tests to measure the learning that has taken place, to 

being viewed as an active process, where students actively are engaged in the learning process 

and in constructing their own knowledge” (Miller, 2004, p. 659). 

 The changing workplace emphasizes the need for just in time learning, and 

educational preparation and ongoing training to improve results and positively impact 

performance (Colteryahn, 2004). The future will see a growth in the use of many flexible options 

available to receive high school, college credit, and workplace credentials including the use of 

chat groups, blogs, videoconferencing/distance learning capabilities, web-courses and even web-

based degrees. Course selection is broadened through the use of virtual learning.  

Endless information is available on the Internet, if the user understands how to find it. 

The current youth generation excels in the use of computers compared to their teachers, requiring 

additional professional development availability. Technology should be integrated into the 

curriculum, and the use expanded as new technology emerges. The West Virginia Department of 

Education is addressing the integration need by providing extensive workshop and online courses 

for teachers to integrate technology into their curriculum. This summer teachers around the state 

participated in a week long workshop and discovered many free lesson plan and data resources to 

use for technology integration.   

 Parents are able to check school progress online with the availability of Blackboard and 

Progress Book online software. Many school districts have the capabilities of setting up an 

online system to enable parents to use a password and access their child’s grades, attendance, 

and the lesson plans from their classes. Accountability results are readily accessible on the 

Internet for public review of individual school’s performance results. For example, parents can 
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check the Ohio Department of Education website and find the performance ratings for their 

child’s schools in the areas of attendance, graduation rates, and state standardized testing results.  

Technology Integration Tools 
 

In addition to being a tool that can adapt to individual learners, technology is a 
tool that creates new opportunities for curriculum and instruction by bringing 
real-world problems into the classroom for students to explore and solve (Miller, 
2004, p. 662). 

 
 The use of technology integration tools include: online learning activities, 

Smartboards (whiteboards), Blackboard/Web CT, instant messaging, personal digital 

media players (iPods), personal digital assistants (pda’s), blogs, wikis, and distance 

education. These tools are strategies that can impact learning in higher education, teacher 

preparation, developmental/remediation courses, English as a Second Language (ESL), 

and high schools. Educational administrators can benefit by integrating technology into 

their data-driven, continuous improvement accountability efforts. 

Online Learning Activities  

Many college courses today are either being offered exclusively online or at least with an 

on-line discussion or assignment submission component. Some students prefer to sit in their 

dorm room in front of a computer rather than attend a class one to three times a week. The 

offerings of distance education have improved significantly because of improved technology. 

Braathen (2000) notes that “some predict that within a decade education will take place 

‘wherever it is needed’ rather than in classrooms” (p. 135).  

At least one state is looking ahead in its attempt to meet the needs of students who want 

online courses. The state of Washington’s Higher Education Coordinating Board requested its 

legislature to increase monies spent for online education to avoid the need for building 
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classrooms. Washington is expecting 70,000 additional students through the increase of online 

courses offerings (Carnevale, 2000).  

Online activities allow students to download course notes and assignments, e-mail 

completed assignments, participate in tutorials or simulations, and post questions to teachers and 

other students. Braathen (2000) notes “electronic learning can lead to increased communications 

and participation in course discussions…[and] technology makes it easy for instructors to include 

guest speakers from literally anywhere in the world” (p. 136). It has also been surmised that 

many students actually benefit from having the additional time to reflect and formulate a 

response to a topic of discussion before posting for others to read.  

Perhaps one of the most prevalent advantages of electronic learning, is that it appeals to 

the way that today’s students prefer to learn. Students have grown up with a computer in the 

house, and are accustomed to the noise, graphics, and interactivity, and prefer this type of 

learning format when compared to a face-to-face meeting with the teacher and the overhead. 

Owston (1997) believes that the Web could be used to foster the development of critical 

thinking, problem solving, written communication, and the ability to work with others: 

It would be absurd to state that the Web is the only tool that teachers and students 

should use, but there is a natural match between the Web and development of 

these skills…Teachers can encourage students to explore the Web with the goal of 

having them weigh evidence, judge the authenticity of data, compare different 

viewpoints on issues, analyze and synthesize diverse sources of information, and 

construct their own understanding of the topic or issue at hand…It is true that 

teachers have always had students do this kind of task with printed material. What 

the Web can offer that traditional media cannot is information that is instantly 
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available, often very up-to-date, worldwide in scope, and presented in a more 

motivating format for students to explore (p. 31).  

Several studies have been conducted to determine students’ perceptions of online courses, 

and with an analysis of the perceptions, educators can design a learning environment to meet 

students’ needs. A study conducted by Kinzie et al., (2005) attempted to learn more about 

instructional technology in the classroom in a university course for preservice teachers. During a 

three-week period, students “employed hand-held computers for brief, synchronous class 

discussions in response to assigned questions related to lectures” (Kinzie, et al., p. 150). This 

report revealed:  

Students were capable of engaging in on-task discussions and of expressing 

opinions and exploring instructionally relevant topics. However, even though 

students routinely multi-task in classrooms as they attend to lectures, process the 

contents, and record notes for later study, both students and the instructors 

expressed some discomfort with discussion occurring synchronously with 

classroom lectures (p. 150).       

 The researchers did not conclude that problems resulted from students synthesizing the 

presentation and making related observations, but instead they concluded the problems resulted 

from the task requirements needed to process the information simultaneously from two sources: 

the teacher and the discussion partner(s). Students themselves recognize a “personal threshold” 

of how much attention they can give to multiple conversations (Grinter & Palen, 2002).  

Walk into college classrooms across the country and you will find teachers utilizing a 

SMART Board, which provides an electronic whiteboard for lecture notes when connected to a 

computer, or lecturers could be using Blackboard/WebCT, a management software system, 
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which creates a virtual classroom by creating and maintaining courses online. Students are in the 

classroom participating in discussion groups by instant messaging teachers and other students 

asking questions about the lecture topic. Students use iPods to download audio files with lecture 

notes, or use personal digital assistants (PDAs) to share files, display graphics and other images 

with other class members. After class students go to their dorm rooms to update their blogs or 

wikis. The use of SMART Boards, Blackboard/WebCT, instant messaging, iPods, PDAs, blogs, 

and wikis, are sources of both challenges and opportunities for both teachers and students in the 

classroom. 

SMART Boards 
 

The best rule of thumb for effectively designing an interactive learning 
experience...is to first consider the goals and objectives of a specific learning 
experience. From this perspective, it is both far more appropriate and effective to 
begin the process of selecting the strategies and tactics needed to achieve the 
desired ends of the learning experience, for the specific audience at hand, given 
the specific conditions likely to be encountered in a given setting. In this way, 
interaction can serve as an outcome of clearly conceptualized, well-designed, and 
well-developed instruction and training (Wagner, 1997, p. 25). 

 
 SMART Board, a brand of interactive whiteboards, could in time replace the traditional 

blackboard and chalk. It is however, not intended to replace classroom instruction, but instead to 

enhance what happens in the classroom. SMART Board is an interactive whiteboard that 

connects to a computer and draws the power it needs from the computer. If it is connected to a 

digital projector, it then becomes a computer image projected on an interactive whiteboard. This 

technology brings the Internet to life for each student without the use of individual notebooks.        

 Teachers use SMART Board as an aid to save lessons for absent students for later 

retrieval and viewing. Short movies can be recorded to demonstrate steps in using computer 

software. This electronic technology is an excellent tool to burn a cd of a prepared lecture and 
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training session for substitute teacher use. Teachers can also utilize this technology to record 

portfolio assessments for parental viewing during teacher/parent conferences.   

There are several benefits for using electronic whiteboards in the classroom. According 

to http://ferl.becta.org.uk/display.cfm?page=265, a post-secondary site on the use of information 

learning technologies, there are advantages to implementing this tool in a classroom that is full of 

learners who use technology tools in their everyday life: 

• Learners show increased motivation and enjoy the interaction the technology offers 

• It makes the subject come alive 

• It captures the attention of learners 

• It encourages the involvement of learners in the subject, and  

• It enables tutors to use multimedia resources and the internet with a whole class 

The implementation of an electronic whiteboard in the classroom is modernizing the 

classroom. Both teachers and students are learning how to bring the world into the classroom 

with just a click of a button, with capabilities that are only limited to the imagination.     

Blackboard/WebCT 
 
The Web provides flexibility for learning for regular, full-time students as well as 
those off-campus or distance students (Braathen, 2000, p. 137).   
 

 Blackboard Inc., a learner management system, announced in October it would be 

acquiring WebCT, Inc. until then a competitor in this arena. According to 

www.insidehighered.com/news/2005/10/13/merger “When the two join forces in the next few 

months, the combined company will bear the Blackboard name but continue to support both 

companies’ products for the foreseeable future, [and] to keep disruption to current clients to a 

minimum.”  
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Blackboard is a “web course management system that makes it simple to create, manage 

and deliver cost-effective courses, and build learning communities online” 

(http://schools.unitecnology.ac.nz/Bbschools/about.html). This system provides students a virtual 

classroom experience that does not require knowledge of HTML, or other programming 

languages from the developer. There are benefits to students using Blackboard: 

• Study in an environment suited to different learning styles 

• Access virtual classrooms anytime, anywhere to catch up on missed class work, 

complete homework or discuss assignments with classmates 

• Communicate with their teacher and other students outside of classroom hours 

• Complete assessments online 

• Communicate with each other in discussion groups (or as whole classes) at any hour 

• Post assignments and receive feedback 

This website also listed several benefits to teachers: 

• Create online courses without any special programming knowledge 

• Make all or part of a course available to students 

• Give students access to graphics, web links, video and sound-clips 

• Integrate offline resources—such as CD ROMs 

• Post homework and assignments and monitor student access  

• Establish discussion groups within a single class or across several  

 classes 

• Manage and monitor student assessment 

• Increase the potential for classroom contact 

• Control the pedagogy (http://schools.unitecnololgy.ac.nz/Bbschools/about.html). 
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The founders of Blackboard, Matthew S. Pittinsky and Michael L. Chasen, started the 

company in 1997, and believe the company still has plenty room to grow (Yang, 2004). At 

anytime or at anyplace, students can obtain class notes, course syllabi, and any reading materials. 

Blackboard also allows students to take tests, hand in assignments, watch videos of class lectures 

or demonstrations, and participate in online discussions.  

At some universities, Blackboard enables students to swipe debit cards and buy 

textbooks, food, and even account balances. While other colleges “put everything from fraternity 

Web sites to health-care services online” (Yang, 2004, p. 98). Blackboard is now targeting this 

tool to American K-12 schools and even foreign universities.  

At John Hopkins University, the use of Blackboard varies greatly. At the low end of the 

continuum are courses with a detailed webpage with course goals and requirements and a course 

syllabus. Moderate use includes the web site, but with the additional “lecture notes, slides and 

other supporting material” (Novitzki, 2000, p. 112). On the far end of the continuum, additional 

material is posted. Students submit assignments online using Blackboard. These courses also 

include other components of this management system, such as “bulletin boards, threaded 

discussions, and chat rooms...to augment the class lectures and materials” (Novitzki, 2000, p. 

112).      

Instant Messaging (IM) 
 

If students come to us with PDAs and cell phones...and spend hours using Instant 
Messenger, we should use what they know as the starting place for their 
educational experience (Smith, 2002).  

 
 Faulhaber (2002) defines instant messaging as “’a text-based means of near-real-time 

communication between users,’ with text messages popping up immediately on a recipient’s 

computer screen, and it allows the users to maintain a list of people that they wish to interact 
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with” (p. 314). It differs with e-mailing, in that instant messaging occurs in “synchronous rather 

than asynchronous mode” (Faulhaber, p. 314). Users of instant messaging possess knowledge of 

an entirely different vocabulary with abbreviated forms of many words. This “shorthand” 

method allows users to type short messages with an alarming speed. These messages are short 

and resemble a telephone conversation more than a note or letter.        

The Radicati Group (2003), a market research firm, predicts IM accounts will increase to 

1.4 billion by 2007. This increase is led by college students, in that “college Internet users are 

twice as likely to use instant messaging on any given day compared to the average Internet user” 

(Pew Internet, 2002).   

It is important for colleges to explore ways in which this technology tool can be used in 

the classroom. In 2003, students at the University of Maryland requested IM access during 

lectures (Kinzie, et al., 2005). Students had the opportunity to ask questions during the lecture, 

share opinions, and discuss the topic with classmates. The capabilities of synchronous interaction 

have an appeal for students in today’s classroom.  

Instant messaging has potential for the educational arena. Cunliffe (2005) noted 

additional advantages and methods of communicating using this tool:  

• Active learning and prompt feedback 

• Collaboration on team projects 

• Discussion on course materials 

• Group study sessions 

• Online tutor sessions 

• Online office hours   

• Computer support and mentoring 

2007 HICE Proceedings 
Page 5237



Multiple Perspectives of Technology Integration     20 
 

• Voice, video and whiteboard features to aid conversations and explanations (p. 2).  

It has become the norm for students to think and speak using the language of 21st century 

skills: “As the information age mindset becomes the norm among our students,  

we have the opportunity to adapt our teaching and learning pedagogies to fit students’ 

characteristics and help to encourage an active community of learners” (Kinzie, et al., 2005, p. 

150).   

Before the introduction of online learning, students developed a particular type of 

learning skills and study habits that relied on the content being delivered using the traditional 

face-to-face classroom format. Therefore, online learning requires some new behaviors not 

before used. According to Watkins and Corry (2003) “synchronous or real-time chats provide 

one of the few online training experiences where you can receive immediate replies to your 

questions or comments, thus allowing for a conversation to develop quickly with your instructor 

or classmates” (p. 164). To use online synchronous or real-time chats effectively Watkins and 

Corry (2003, p. 164) suggests:  

• Prepare a list of questions that you would like to ask and receive answers to during 

the chat. 

• Visit the chat area at least one day before the real time chat to make sure that you 

have access and adequate bandwidth for participating. 

• Create a good studying environment for the chat. 

• Review any rules, agenda, and/or etiquette guides provided by the instructor or host 

for the chat. 

• Each comment or question posted by other students in the discussion does not 

require your response. 
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Improve your comprehension by being an active participant in the discussion. 

Personal Digital Media Players (iPods) 

I believe that the iPod is a highly effective learning tool. It can help develop core 
literacy skills in a way that’s really exciting for the students 
(http://www.apple.com/education/ipod/).  

 
 iPods are joining other technologies in a drive to make education more accessible for a 

generation that wants and expects information nonstop. At Purdue University in Lafayette, 

Indiana, “iPods and other brands of MP3 players will play more than music. Students in all 

disciplines will be using the devices to replay class lectures via ‘podcasting,’ in which audio files 

are delivered over the Internet” (http://www.bized.ac.uk/, p. 46). This portable learning tool 

allows students anywhere, anytime to access speeches, audiobooks, and lectures. 

For teachers, the opportunities are endless to create, organize, distribute, and access all 

kinds of learning materials. Teachers can use iPod and iTalk to dictate lesson plans and research 

notes, or record to-do lists as they think of them.  

The Wharton School at the University of Pennsylvania in Philadelphia, believes 

podcasting is a natural fit for higher education in that it “represents distance education taken to 

the next step. Not only do we ‘place shift’ the learning process to make it more convenient for 

the student, but we allow the ultimate degree of ‘time shifting,’ as well,” stated Fader, professor 

of marketing (http://www.bized.ac.uk/, p. 46).    

Personal Digital Assistants (PDAs) 
 

It is unfeasible for most districts to provide a desktop computer for every student. 
Recently, a number of schools across the country have found their solution in the 
form of personal digital assistants, commonly referred to as PDAs 
(http://www.glencoe.com/sec/teachingtoday/educationupclose.phtml/print/14).   

 
 Personal digital assistants (PDAs) are slightly larger and thinner than a deck of  
 
playing cards, and are surprisingly powerful computers that can store data, share files  
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with computers, display graphs and images, and rapidly exchange information. One of  
 
the most striking benefits of PDAs is that they can be used at the site of instruction, or put 

simply, it can be used by students at their desks. In addition, if a lesson takes place outdoors or 

on a field trip, students can easily bring their PDAs along to assist in data collection. 

Furthermore, when students are equipped with handheld computers, only one desktop or laptop 

computer is needed in the classroom as students download their assignments from their 

individual PDAs onto the computer via an infrared beam. 

 One of the greatest strengths of PDAs arises from their original design to help manage 

schedules. Students benefit from this feature, too. In fact, some teachers report that they have 

observed student self-esteem and self-reliance increase as they become more reliant on 

themselves to manage their assignments 

(http://www.glencoe.com/sec/teachingtoday/educationupclose.phtml/print/14).  

Blogs 
  

Since its appearance in 1995, blogging has emerged as a popular means of 
communication, affecting public opinion and mass media around the world( 
http://en.wikipedia.org/wiki/Blog). 
 

 David Berlind, executive editor of ZDNet, stated “Watch out for the new generation of 

employee who has grown up with IM [software] and MySpace. When they enter the workplace, 

things will change” (Scott, 2006, p. 48).  

 According to http://en.wikipedia.org/wiki/Blog, a “blog (or weblog) is a website  
 
in which items are posted and displayed with the newest at the top. Like other media,  
 
blogs often focus on a particular subject, such as food, politics, or local news.” 
 
 A blog is a self-published and maintained site that typically contains text, images, and 

links to other blogs, web pages, and other media related to its topic. Since its appearance in 1995, 
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blogging has emerged as a popular means of communication, affecting public opinion and mass 

media around the world.   

 Speaking of History is a podcast and blog maintained by an 8th grade American History 

teacher in Missouri who uses technology to enhance the curriculum. This site is found at 

http://speakingofhistory.blogspot.com.  

Wikis 

This ease of interaction and operation makes a wiki an effective tool for 
collaborative writing http://en.wikipedia.org/wiki/Wiki. 
 

 According to Chawner and Lewis (2006) a wiki is a “Hawaiian word for fast, and Wikis 

are growing in popularity as people explore their potential in different contexts” (p. 33). 

Chawner and Lewis (2006) continues by providing a definition of this newer technology tool: 

“Wiki is a server-based collaborative tool that allows any authorized user to edit Web pages and 

create new ones using nothing more than a Web browser and a text entry form on a Web page” 

(p. 33). 

 This software allows members of a specific group to communicate or work on a 

designated project in a virtual environment. Chawner and Lewis (2006) notes that Wiki’s “ease 

of editing, simple markup, and automatic linking pages have been present since the 

beginning…[new features include] a command to compare the current version of a page with 

earlier versions and one to browse a list of recent changes” (p. 34).  

 Leuf and Cunningham identified six types of Wikis, based on read-and edit-access 

permissions. These are: 

• fully open, meaning that anyone has full access to the Wiki;         

• lockable, with restricted editing for some or all pages; 
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• gated, with some public pages (that may be locked), but other pages restricted to 

authorized users; 

• members-only, where access is limited to registered users; 

• firewalled, where access is restricted to a range of specific IP addresses; and 

• personal, where access is limited to a specific computer or private site (Chawner 

and Lewis, p. 34).  

 Textbooks can be found online as wikibooks. According to Valenza (n.d.), “Wikibooks 

are coming. They likely will confront the homogenization, the slow publication and adoption 

processes, and the need for political correctness in textbook publishing. Wikibooks also could 

ease the costs of buying, distributing, and replacing textbooks” (www.tech.life@school). 

Wikibooks is a collection of free, open-content textbooks that you can edit, that is run by the 

non-profit Wikimedia Foundation.   

 The world of technology is constantly changing, and as a result, organizations and the 

educational environment are running at full speed to keep up with the applications and the 

opportunities that changes offer to both arenas.   

Distance Education 
 

Distance education appeals to many students because it removes some of the 
barriers that prevent them from attending a classroom on a regular basis – lack 
of transportation or child-care, conflicting work schedules, a need for privacy, 
etc. (http://www.wvabe.org/tcher_handbook_pdf/section13.pdf). 

 
 Distance education is defined as "institution-based, formal education where the learning 

group is separate, and where interactive telecommunications systems are used to connect 

learners, resources, and instructors" (Schlosser & Simonson, 2002, para 1). 

 According to the West Virginia Department of Education’s website, “special 

considerations for distance learning are as follows: (1) determine your primary delivery approach 
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(online or hybrid); (2) review the course outline to determine where media can be used to 

facilitate learning; (3) ascertain availability of student access to the media selected; and (4) locate 

appropriate resources to fit your objectives or plan to create them.” 

 Mann, Becker and Kottkamp (1999) reviewed two longitudinal studies on how students 

learn from computers. The first was the West Virginia Basic Skills (West Virginia Study Results, 

1999). West Virginia began implementing computer technology one grade at a time, starting 

with first grade. Each year the state added a grade until reaching Grade 6, and extensive teacher 

training was implemented. Schools had the option of placing computers in classrooms or in a lab, 

and each school was also required to select from suites of software that matched West Virginia's 

content standards. Researchers followed students from first grade to sixth grade, and beyond. 

The researchers found the following when students used computers as tutors to receive 

information:  

 (1)  On statewide tests, students who learned from computers showed  

  consistently higher gains. The researchers were able to determine    

  that 11% of the gain was due to the use of technology.  

 (2)  Students did better when the computers were in the classroom  

  rather than a lab.  

 (3)  The advantages of computer use extended through high school,    

  where students learning from computers had better grades, took    

  more advanced placement courses, and were more likely to     

  graduate than those who did not use computers (Mann, Becker,    

  and Kottkamp, 1999, at  (http://www.ericdigests.org/2005-2/technology.html).  

Conclusion 

2007 HICE Proceedings 
Page 5243



Multiple Perspectives of Technology Integration     26 
 

Research results reflect the impact of technology in the workplace and classroom. 

Technology can make a difference in how and what students learn; it can also make a difference 

in how employees learn and work in the working environment. According to Barnett (2003) 

“Technology is one piece of the puzzle that can support educational change, but technology will 

have little impact without accompanying reform at the classroom, school, and district level” 

(Barnett, 2003, at http://www.ericdigests.org/2005-2/technoloogy.html). Howard Gardner (1999) 

stated, “One fact that will make individually configured education a reality in my lifetime: the 

ready availability of new and flexible technologies. Technology can be ‘smart.’ It can adjust on 

the basis of earlier learning experiences, ensuring that a student receives lessons that are 

optimally and individually crafted” (pp. 153-154).   

Technology is a tool that can bring the real world into the classroom for students to 

explore, learn, and experience. Students can work individually or in groups with multimedia, 

software, computer-based conferencing and microworlds (Jonassen & Reeves, 1996). It allows 

students the capability to communicate and participate in course discussions without the 

limitations and fears of face-to-face discussions. It appeals to the newer generation of learners 

who do not know a world without computers.     

Changing the environment does not necessarily equate with increasing the quality of the 

environment: 

Technology doesn’t guarantee quality, any more than does ivy on the walls of a 

campus-bound college. But enough evidence is available now to assure doubters 

that, given careful planning and adequate investment and supervision, you can 

indeed ‘call it teaching, if the faculty member and the student aren’t in the same 

room’ (Erhmann, 1995, p. 3).   
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Academics and Technologies, a public school focused on drop out recovery and career 
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Embedded within the substantial body of literature on Teacher Education Programs there   
abound references to portfolios as integral parts of the process of educating preservice 
and inservice teachers. There is evidence [in this literature] of both its use as a practical 
teaching tool, and its potential as a tool in the development of teachers as self-monitoring, 
and life-long learners. Whatever the varied benefits attached to the process of portfolio 
development as a part of Teacher Education Programs, the one constant that appears in 
all discussions on this issue are based on the notion that reflection is both a key technique 
in the process of portfolio development and a key goal in the development of teachers a 
life-long learners.  

2007 HICE Proceedings 
Page 5256



This study describes and critiques the beginning stages of portfolio development 
undertaken by preservice teachers, enrolled in an educational foundation course and 
examines their understanding, and use, of the reflective/deliberative process. The major 
issue addressed in this paper is the distinction between ‘thinking processes’ and ‘non-
logical processes’ (Barnard, 1938, in Schon, 1983); and its relationship to the 
development of either a fiat-based reflective practice, or an epistemologically-based 
reflective practice. 
Using Schon’s (1983), concepts of ‘reflection-on-action,’ and ‘reflection-in-action,’ as 
the overarching theoretical framework, their initial conceptualizations of  reflective 
practice are explored and examined, as affecting both an understanding of pedagogical 
theory and possible applications to later practice. The use of critical discourse analysis as 
the analytical tool facilitated a multidimensional and multi-functional critique of the 
discourse at this initial stage of compilation of portfolios. 
Preliminary analysis indicated that along the ‘thinking process – non-logical processes’ 
continuum, the majority of the students veered more towards the ‘non-logical’ end. This 
tendency therefore indicated the need to problematize the existing pedagogical discourse 
of teacher educators involved in ‘teaching reflection.’ More to the point, to question 
whether the process of reflection was an intentionally, and explicitly, taught practice? 
It foregrounded the notion that an epistemologically-based reflective practice is not 
achieved either by osmosis or by official fiat. It suggested that a new discourse, centered 
on the specific teaching of this practice needs to be created around the process of 
portfolio development. 
Additionally, a contingent issue that also requires explicit foregrounding is inclusion of 
the principle of continuity in compiling the portfolio. A Vygotskian-based understanding 
of the concept of continuity needed to be built into the stages of preservice education, 
from theory courses to field experience programs. The discrete discourses of ‘process’ 
and ‘product’ need to be problematized and revised based on the principle of conceptual 
continuity rather than institutionally-devised interruptions. 
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ABSTRACT 
 

 There are competing explanations for the comparatively poor academic 

performance of African American students (Shade, 1982).  The African American 

culture and its cultural themes will be considered in view of empirical research 

findings that support the hypothesis that African American student performance is 

enhanced when cultural themes are utilized in the classroom (Boykin, 1982; Boykin, 

2001).  Participants will review the African American experience in the United 

States, examine competing explanations for the comparatively low academic 

performance of African American students, consider data pointing to the 

overrepresentation of African American students in special education, explore 
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Afrocentric cultural themes, and examine research findings concerning the African 

American cultural themes of communalism, verve, and movement.  Participants will 

identify, receive, and practice specific strategies to support learning and provide 

equitable access to the core curriculum for all African American students, whether 

in special education or general education placements.   
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The Narrow Scope of Diversity in Higher Education 
 
 

ABSTRACT 
Research on recruiting and retaining diverse faculty in higher education includes a 
traditional definition of diversity, mainly intergroup differences.  Intragroup differences 
are omitted, in spite of research on intraracial diversity among minorities.  As 
institutions of higher education seek to recruit and retain minority faculty, they must 
consider broadening the scope of diversity.  This literature review examines the need to 
link intragroup diversity to the body of research on diverse faculty in higher education.   

 
Introduction 

 
Institutions of higher education are required to develop affirmative action plans to comply with 

Title VII of the Civil Rights Act of 1964, which prohibits employment discrimination, and to 

ensure that a diverse pool of applicants are employed and treated during employment without 

regard to their race, color, religion, sex or national origin.  Subsequent diversity initiatives may 

include recruitment strategies for obtaining qualified racial and ethnic minorities and women, 

development of programming to address diversity issues within the institution, and on-going 

climate assessments to determine the effectiveness of the affirmative action plans.  The term 

“diversity”, when considered in the development of these initiatives, usually reflects intergroup 

differences.  Attention is given, for example, to the ways in which members of various racial and 

ethnic groups can begin to understand and benefit from the contributions of those different from 

themselves, i.e. cross-cultural and multicultural initiatives.  The focus is rarely, if at all, on 

intragroup diversity, differences within similar groups.  However, this form of homogeneous 

group diversity deserves consideration, particularly in light of the literature on the existence of 

intraracial discrimination in the workplace (Sims, 2004; Mirza, 2003; Turner, 1995; Russell, 

Wilson, & Hall, 1992).  The current narrow view of diversity limits the type of diversity work 

that is done within institutions of higher education, which may impact hiring and retention of 

diverse faculty.   
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Although intergroup diversity is an essential focus when addressing issues of 

employment discrimination and promoting effective relations among diverse groups, there is 

usually an omission of the need for work in these areas within similar groups.  “It is often easy to 

ignore the diversity that exists within race and gender, but this is a diversity [dimension] that we 

ignore to our detriment” (Malveaux, 2005, p. 31).  A myriad of workplace problems can result 

from intragroup differences, including inequitable hiring and promotion practices, biased 

supervision, and a race-based hierarchy (Sims, 2004).  The workplace climate can become 

hostile, creating strained employee relations, low employee morale and confidence, and poor job 

performance, all of which can trigger turnover. 

Intraracial discrimination is an intragroup phenomenon in which people from the same 

race use factors such as skin tone, physical features, class, and communication, to name a few, to 

create social caste systems and workplace hierarchies (Sims, 2004; Russell et al., 1992).  

Literature shows racial minorities use this form of intragroup discrimination in institutions of 

higher education and in the workplace to the detriment of relationships and communication.  

Examples include Asian American college students who marginalize Asian immigrants for 

“clinging to their ethnic heritage” (OCA-Seattle, 2005) or light-skinned African Americans who 

disassociate themselves from darker-skinned African Americans in the workplace (Sims, 2004).  

These intragroup diversity issues are not usually considered during diversity work within 

institutions of higher education.  Colleges and universities, however, must begin to extend their 

view of diversity to include homogeneous group diversity issues because increased diversity 

means the range of diversity issues increases, which may have implications for hiring and 

retaining minority faculty.  It should not be assumed that increased hiring and training among 

different racial and ethnic groups is sufficient.  Diversity work that educates personnel to 
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communicate effectively with Latinos and Asians, for example, is pertinent.  However, training 

that addresses the communication problems within the Latino culture (Puerto Ricans versus 

Mexicans) or Asian culture (Japanese versus Koreans) is just as important.  In order to be 

inclusive of various homogeneous diversity issues within institutions of higher education, there 

is a need to broaden the scope of diversity and diversity work.   

Statement of the problem 

Research on diversity initiatives for the recruitment and retention of minority faculty in higher 

education is limited to intergroup differences.  Intragroup diversity issues are not considered in 

this literature base.  Since intraracial discrimination can be a barrier to minority groups in the 

workplace, institutions of higher education must consider broadening the scope of diversity work 

as they increase minority faculty.   

Research Question 

What is the scope of diversity and diversity initiatives in higher education? 

Rationale 

Discrimination amongst members of the same race is an increasing phenomenon in the 

workplace, particularly among minority populations.  As a result, Equal Employment 

Opportunity Commission statistics show an increasing number of skin tone discrimination 

charges, which increased by 125% since the mid-1990s (EEOC, 2005). Also, many employers 

“fail to include [intraracial discrimination] in their prevention efforts” (Mirza, 2003, p. 65).  This 

form of discrimination is not considered in the literature as a problem within specific contexts, 

mainly institutions of higher education.  As institutions of higher education seek to increase the 

diversity of its faculty, they must begin to consider various forms of diversity issues to create 

and/or enhance effective hiring and retention practices. Since intraracial discrimination is illegal 
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and complaints in this area are growing, it should be researched more intently and linked to 

diversity initiatives in higher education.   

Method 

A review of the literature was conducted to examine intraracial discrimination as a homogeneous 

group diversity issue within institutions of higher education.  Various databases were searched, 

including Academic Search Elite, ArticleFirst, Digital Dissertations, EBSCO Host, FirstSearch, 

LexisNexis Academic, OVID Databases, PsychInfo, Social Sciences Abstracts, Sociological 

Abstracts, Wilson Select Full Text, and WorldCat.  Subjects explored included intraracial 

discrimination in the workplace and higher education; skin tone bias; skin color discrimination; 

diverse faculty recruitment; diversity training; diversity management; diversity initiatives; 

diversity initiatives in higher education; and diversity definition and scope.  An inductive 

analysis allowed the emergence of patterns and themes from the articles, books, magazines, and 

dissertations that were reviewed for this paper.   

Review of the Literature 

Diversity Definition and Scope 

The definition and scope of diversity and their relationship to diversity initiatives has 

been explored in the literature.  Scholars suggest that the failure of many diversity initiatives is 

due to the lack of a comprehensive, universal definition and/or its narrow scope.  Day (1995) 

said “…many of the problems associated with poor diversity training can be traced back to a lack 

of consensus as to the definition of the word ‘diversity,’ and the ways in which diversity 

initiatives should be put into practice” (p. 24).  Adams and Bargerhuff (2005) supported this idea 

as they discussed developing a “working definition of diversity” (p. 540) before developing 

diversity initiatives.  They used the 2003 National Council for Accreditation of Teacher 
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Education’s (NCATE) definition, yet began to explore other popular definitions.  They realized 

that “the professional literature does not address diversity as broadly as NCATE” (p.  540).   

Literature, then, must begin to develop comprehensive definitions to encompass more factors. 

Sometimes definitions are not consistent.  Many colleges’ mission statements use 

terminology taken from Title VII of the Civil Rights Act because this follows the law.  However, 

within the organization, there are many other factors of diversity that impact the workplace.  Day 

(1995) asserted: 

Stated definitions of organizational diversity recognize a wide range of 

characteristics—including race, religion, age, personality attributes, working 

style, organizational department, and many other factors.  But in practice, many 

organizational diversity programs address only those traits that characterize 

groups protected by law from discrimination—such as race, religion, sex, age, and 

disabilities. In other words, there is a disconnect between the characteristics in the 

stated definition and those in the applied definition.  That disconnect contributes 

to many problems for managers and trainers who are developing goals, objectives, 

curricula, and methods for conducting diversity training and demonstrating its 

success. (p. 24). 

For this reason, definitions must be created to ensure the consistency within and success 

of diversity initiatives. 

Campbell (2003) stated “many diversity initiatives just scratch the surface. They are 

narrow in scope, superficial and ‘easygoing’”…[but] adopting a  "deeper view of diversity could 

mean the difference between success and failure for an organization, [and] can ensure that it 

becomes embedded in the life and culture of the organization (Campbell, 2003, 152).  Increasing 
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the scope of diversity makes it more inclusive and allows organizations to be better able to 

address a broader range of diversity topics. 

Broadening the definition and scope of diversity may increase support for the initiatives.  

“By defining diversity broadly as being everything that makes us different from others—

including race, gender, values, work styles, communication styles and characteristics—all 

employees can “buy in” to the value of building a culture that supports diversity” (Van Eron, 

1995, p. 51).  If stakeholders can agree on a comprehensive definition, objectives and goals are 

clearer and more easily integrated into the organization. 

Intraracial Discrimination  

 Intraracial differences have always existed, potentially or intentionally causing 

exclusionary and discriminatory acts. Among Whites, women are seen as a weaker group, 

creating the glass ceiling in the workplace.  Among the Latino community, Mexicans, Brazilians, 

and Puerto Ricans have different cultural norms and values, causing them to develop stereotypes 

about each other.  African Americans are spread among different economic classes and have 

various skin tones, which is fertile ground for inequitable treatment among them.  Asians and 

Pacific Islanders are also a diverse group with vast differences among the Japanese, Taiwanese, 

Samoan and Iranian, to name a few, that would allow for injustices to occur within the race.  The 

conflicts that can arise within each of these racial groups can manifest in the workplace. 

Workplace.  Much of the literature devoted to intraracial discrimination centers on skin 

tone bias, or colorism, among minority groups, including African Americans, Latin Americans, 

Asians, and Native Americans (Hall, 2000; Russell et al., 1992; Sheriff, 2000; Sims, 2004).  One 

area of common research focuses on the stratification of African Americans based on 

socioeconomic status, including income, education, and career advancement.  Studies show that 
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lighter skinned African Americans fare better than darker skinned African Americans in areas of 

adult socioeconomic status, educational attainment, and occupational success (Hill, 1999; 

Hunter, 1999).   Also, “based on the color of  their skin, dark-skinned Blacks historically have 

experienced more [workplace] discrimination-both from Whites and members of their own race-

than lighter-skinned Blacks, according to the EEOC” (Mirza, 2003).   

 Conversely, there has been literature written that discusses intraracial discrimination 

against lighter-skinned Blacks.  Mirza (2003) stated that “color discrimination can cut both 

ways” (p. 65).  She quoted a Duke University Law School professor as saying ‘[lighter skinned 

Blacks] talk about being distanced by members of the African American community because of 

their lighter skin tone’ (p. 65).  Also, in 1995, Turner’s article was written to expose African 

American intraracial discrimination in the workplace, and he described three court cases that 

involved light-skinned African Americans suing their dark-skinned supervisors for skin color 

discrimination.  Each lawsuit was a landmark case that helped shape employment discrimination 

laws, as they focused on the need to see color as a factor in discrimination charges.  Although 

this article does not discuss the prevalence of African American skin color discrimination in the 

workplace, it makes a recommendation that African Americans communicate with each other 

about the “reality and impact of intraracial discrimination in the workplace and in other settings” 

(p. 684).   

 In her study to explore perceptions of the privilege associated with African Americans 

with light skin, Sims (2004) discussed the aforementioned unequal treatment amongst Blacks, as 

well as poor employee relations in the workplace.  “Both light skinned and dark skinned African 

Americans described incidences that included frequent references to their skin tones and/or other 
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physical features.  They also have similar experiences with negative stereotyping via name 

calling and exclusionary acts [within the workplace]” (pg. 71).   

Mirza (2003) and Wilson (2005) discussed intraracial discrimination as a phenomenon 

that exists among groups of Whites, also.  Whites use physical features, skin tone, religion, class, 

and ethnicity as factors for discrimination against those who have the same skin color.  Examples 

include judging fair-skinned Whites with blonde hair and blue eyes as superior to Whites with 

olive-colored skin and dark hair, Catholics who discriminate against Jewish, white collar workers 

versus blue collar workers, and Italians versus Irish.  It is not unusual, however, to ignore these 

forms of discrimination in an effort to address more heterogeneous forms of diversity, that is, 

Whites versus Mexicans or males versus females. 

As a result of intraracial discrimination charges, some companies have begun to offer 

training in this area.  “Applebee's has added a protection, along with cultural sensitivity training, 

against skin-tone discrimination to its antidiscrimination policies. In other words, the company 

must protect African-Americans from other African-Americans” (Maxwell, 2003).  The amount 

of training that exists on this diversity issue, however, is minimal.  Mirza (2003) cites three 

individuals, a CEO of a consulting group, an EEOC lawyer, and a chair of a law firm’s employer 

training function, to describe the lack of employer policies and training for color discrimination, 

which includes skin tone discrimination within similar groups. 

Higher Education.  Although some literature describes cases of intraracial discrimination 

in the workplace, the contexts are mostly corporate or business environments (Turner, 1995; 

Mirza, 2003; and Harvard Law Review, 1990).  In Sims’s (2004) study, two college faculty 

discussed their perceptions of intraracial discrimination in college settings and both believed it 
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was a common phenomenon in colleges.  They each agreed this form of discrimination should be 

explored more in academia. 

At the University of California, an Asian student complained about the intraracial 

discrimination happening among Asians on campus (OCA-Seattle, 2005).  She explained that 

‘white-washed’ assimilated Asians discriminated and marginalized ‘fresh-off-the-boat’, 

immigrant Asians.  They “can avoid this internal discrimination simply by recognizing that 

[they] are of two cultures-and that in itself creates new culture that should be fully celebrated” 

(OCA-Seattle, 2005).   In her opinion, the resolution of this conflict should come from within the 

group versus college initiatives. 

 Hawkins (1992) described two college students’ experiences with intraracial 

discrimination.  “Courtney and Sherman, both students at Jackson State University in 

Mississippi, [said] they have often been treated unfairly by people of their own race who 

consider them ‘less Black’ or ‘too Black’ because of their skin tones. Both are the victims of 

intraracial discrimination, and contrary to what many may think, this is not just a problem of the 

past” (pg. 34).  This phenomenon is not mentioned among faculty or staff, but it was of great 

concern to students. 

 A report, Models of Diversity: Pursuing Tolerance in Colleges and Universities, 

authored by University of Michigan education researcher Michael T. Nettles and his colleague 

Cynthia A. Hudgins, described the evaluation of 11 programs funded by grants of $100,000 or 

less over two or three years, which had as their purpose to lessen racial and ethnic tensions on 

campus (Chenoweth, 1999).  This report found intraracial discrimination existing at a 

predominantly African American college.  The students at Bethune-Cookman were “intolerant 

and narrow-minded concerning people of different national and cultural backgrounds, despite the 
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commonality of race.  This [was] manifested in relationships and mutually insulting behavior” 

(Chenoweth, 1999, p. 35).  Faculty relationships were not considered in this study. 

Recruitment and Retention of Diverse Faculty 

 Literature on the recruitment and retention of diverse faculty centers on minority 

populations, mostly using the traditional definition of diversity.  A diverse faculty usually 

includes members of the traditional racial and ethnic minority groups, i.e. African Americans, 

Asians, Hispanics/Latinos, Native Americans and Pacific Islanders.  Some of the literature used 

the terms “faculty of color” (Quezada & Louque, 2004; Smith, Turner, Osei-Kofi, & Richards, 

2004; Alire, 2001; Turner, 1999) or “underrepresented racial and ethnic minorities (Price et al., 

2005) to discuss diversity in academia.  There is no language, however, that is specific about the 

diversity under the umbrellas of the traditional groupings.  Studies that included exploring 

diverse faculty are not specific about what cultures are represented within each group, for 

example, who is Asian, i.e. Koreans, Taiwanese, etc.  They are all considered one group.  

Carriuolo (2003) came close, as her article discussed the differences between colonized groups 

of minorities, who have traditionally been marginalized in the U.S. and immigrant minority 

groups, who have voluntarily come to the U.S.  The language overall, however, centers on 

intergroup differences. 

Much of this literature described the reasons for the low recruitment and high attrition 

rate of minority faculty, citing small pools of qualified prospective faculty (especially in the 

science and engineering fields), absent mentoring and support programs on college campuses, 

high service involvement, feelings of isolation, and hostile and racist campus environments 

(Price et al., 2005; Quezada & Louque, 2004; Alire, 2001; Smith et al., 2004; Dunn, 2005).  

Some scholars dispute these reasons, giving statistics, for example, to support the contrary.  
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Carriuolo (2003) highlighted the number of chemistry Ph.D.s awarded to African-Americans, 

which doubled since 1990, and Hispanics, and stated that there is a pipeline of qualified minority 

doctoral graduates from which universities can recruit, but these qualified individuals are 

recruited by their industries, historically black colleges and universities, and other employers.  

Pierce (2005) also dismissed the lack of a qualified minority pool as a valid, stating that there is 

“the influence of personal networking regarding the hiring of Ivy League faculty, as protégées of 

famous scholars receive many of those coveted tenure-track jobs.  This particularly works to the 

detriment of minority female scholars, as most senior positions are still occupied by White men” 

(p. 106). 

Others scholars believe the search and/or selection process utilized at colleges are faulty.  

Dunn (2005) critiqued her institution, Massachusetts Institute of Technology (MIT), and stated 

that one of the obstacles for increasing minority faculty is “the rigor of MIT’s selection process” 

(p. 16).  Smith et al. (2004) explored the search processes of three large elite public research 

universities, which included 689 searches, to develop strategies that would be beneficial to 

colleges seeking to increase minority faculty.  The study suggested that “intentional hiring 

strategies will be required to promote success in the hiring of most underrepresented faculty 

outside of ethnic studied departments…however…because faculty success is dependent on 

department support and mentoring, continued research is needed to look at the success of faculty 

appointed with such interventions” (p. 155).  The search and selection processes alone are not 

enough to ensure retention of minority faculty. 

Some literature focused on how the organizational climate contributes to the attrition rate 

of minority faculty (Price et al., 2005).  Quezada & Louque (2004) believed “schools and 

departments with high rates of attrition among faculty of color need to…recognize that 
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something within their culture is causing faculty of color to leave” (p. 219).  Dunn (2005) 

discussed the perception that MIT’s campus climate is not conducive to women and minorities.  

Alire (2001) suggested that minority faculty of color would benefit from a supportive 

environment of collegiality and emphasized the need for social and professional interactions.  

This literature considers the institutions’ climate and culture, that is, the ways in which minority 

faculty are welcomed, treated, and supported as major factors contributing to attrition. 

 Minority faculty are seen as assets during the recruitment and retention processes.   

Carriuolo (2003) cited her interview with Dr. JoAnn Moody, author of Faculty Diversity: 

Problems and Solutions (2004), as recommending that women and minorities be included as 

search committee members in order to increase minority higher education faculty.  Once faculty 

are hired, there is a need to provide mentoring to ensure their success.  Cochran, Dumas-Hines, 

& Williams (2001) agreed and stated some universities feel mentoring of [minority] faculty is 

important, with special consideration given to the stresses faced by minority faculty, particularly 

being overcommitted as the minority representative for committees and other programs.  

Quezada & Louque (2004) posited that there is “a need to develop networking with faculty of 

color through their own caucuses, providing mentoring through alignment of good matches” (p. 

219).  Although these ideas are promising, intraracial discrimination, which can hinder all of 

them, is not considered a potential barrier.  Minority faculty who hold biased views and 

stereotypes about other minorities will have the opportunity, in these instances, to be 

exclusionary and discriminatory during the recruitment and retention processes. 

Diversity Initiatives in Higher Education 

 Literature in this area focuses on activities that should happen before programs and 

policies are developed to implement diversity missions in colleges.  Some scholars believe it is 
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important to assess and analyze the climate, culture, and systems of the college before 

developing new diversity initiatives.  “A cultural diversity assessment is a process that provides 

an analysis of an organization’s culture…[and] identifies the organization’s assumptions, norms, 

systems and practices to determine if they are supportive of the company’s vision for diversity. 

The main purpose of the assessment is to identify what needs to be changed to create an 

environment more likely to allow all employees to do their best work, be more productive and 

achieve their potential” (Van Eron, 1995, p. 51).  This type of assessment should include 

feedback from all stakeholders to ensure everyone has a voice and various issues are discussed.  

“Involving managers and employees in the assessment will increase their level of commitment to 

working toward the diversity goals and vision.  If the assessment is bypassed, companies are 

likely to implement diversity initiatives that do not directly address the key issues or to 

implement programs that, in fact, continue to reinforce the current culture” (Van Eron, 1995, p. 

52).  Day (1995) agreed and stated “In order to accept and commit to a diversity initiative, the 

entire workforce must understand the issues and goals of the initiative and know how those goals 

relate to individual employees on the job” (p. 27).   

Systems analysis is a key component that must happen before diversity initiatives are 

developed and implemented.  In regards to addressing inclusion, for example, it is not sufficient 

to simply develop policies that target hiring more diverse faculty.  Hansman et al. (1999) stated: 

In order to truly address the real issues, the focus must go beyond the 

policy changes that lead to the presence or representation of diverse cultures in 

educational institutions and the resultant strategies that were aimed at the overt 

racism of the past.  All too frequently the presence of diverse cultures has equaled 

the assumption of no institutional racism, but this view is superficial at best and 
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blocks the ability to look at the real issues. The focus now needs to be on 

understanding the system and processes that were developed when the 

maintenance of an overt racist structure was the intention. (p. 18)    

Consideration of the systems in place will provide a framework for developing applicable and 

appropriate diversity initiatives, which move beyond quota-seeking practices.  Day (1995) 

supported this idea and posited that “valuing diversity means more than hiring a certain number 

of minorities—that approach merely perpetuates the notion that diversity and affirmative-action 

efforts are the same. Organizations must establish and practice methods that encourage 

understanding and acceptance of diversity among employees in the day-to-day work 

environment” (p. 27).    

Campbell (2003) described systems analysis as a means to “identify and seek to eliminate 

policies and practices that obstruct peoples’ natural desire and ability to grow and learn” (p. 

152).  The ultimate goal is to create initiatives that ensure employees work in a climate that is 

conducive to learning, performance, and creativity.   

Coker-Kolo (2002) states “systems analysis… suggests a comprehensive approach with a 

built-in evaluation process. It is also cyclical in nature, which means there is a constant 

maintenance activity and planning for eventual new solutions as old remedies becomes obsolete.  

Colleges cannot become complacent with their diversity programs and policies because diversity 

in the workplace will continue to change.   Hankins, Sanders, and Situ (2003) maintain “diversity 

initiatives address systemic problems, offering concrete steps to resolving barriers, devising a 

plan of action, follow up, and accountability” (p. 308).   
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Conclusions and Implications for Research and Practice 

This literature review suggests research that connects intragroup diversity, and specifically 

intraracial discrimination, to research on diversity initiatives in higher education is sparse. The 

literature discussing the recruitment and retention of diverse faculty centered on the lack of 

minority faculty at institutions of higher education, and made suggestions for increasing this 

population.  However, there is not a consideration for intraracial discrimination as a cause for the 

lack of minority faculty or as a problem impacting retention. Although there is research that 

discusses intraracial discrimination on college campuses, none of it focuses on intraracial 

discrimination as a diversity issue that impacts recruitment and retention of minority faculty.  

This gap in the literature base hinders theory building and program development in the area of 

diversity work in institutions of higher education.  For this reason, a study that measures the 

impact of intraracial discrimination on hiring and retention of minority faculty in colleges and 

universities is warranted. 

The inclusion of homogeneous group diversity in the diversity initiatives of institutions of 

higher education can be useful to ensure effective hiring and retention of minority faculty.  

Expanding the scope of diversity to include differences within groups allows for the creation of 

more comprehensive diversity work.  Human resource development scholars and practitioners 

must begin to consider intragroup diversity issues a major factor worth consideration when 

researching, designing, and assessing diversity training, recruitment, hiring, retention practices, 

organizational climate, and performance.  Bierema and Cseh (2003) state, “HRD (human 

resource development) researchers must…reflect on areas yet unexplored, and question the value 

of HRD research according to its impact on theory, practice, organizations, communities, and 

employees” (p. 7). 
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More minority faculty, staff, and students must participate more intentionally in the 

exploration and elimination of discrimination, as well as the recruitment and retention process of 

minority faculty, which can be emancipating for employees (Fenwick, 2004).  A work 

environment free of discrimination and power inequities is conducive to learning, better service, 

and better employee relations.   

 Institutions of higher education must be reflective of their practices and conscious of their 

organizational climate.  Policies must be developed, and some abolished, to ensure the success of 

diversity initiatives.  In order to show true commitment to increasing diverse faculty, colleges 

and universities must demonstrate an understanding of the diverse needs and concerns of 

minority faculty.  By expanding the scope of diversity, knowledge of their issues can be 

enhanced.  
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ABSTRACT : 
 
This paper provides a background for research into pedagogies needed in e-learning environments to foster 
reflective capacities in students.  The research is work in progress and will be completed towards the 
beginning of 2007.  The participants for this research are primary teachers (adult students) upgrading their 
qualification from a Diploma in Education in the Faculty of Education at the University of Auckland in New 
Zealand, to a Bachelor of Education (Tchg.) degree. These teachers have been actively involved in a 
Professional Inquiry e-learning course entitled: ‘Reflective Practice for Teacher Empowerment.’ The 
teachers will be interviewed with a view to eliciting response to such questions as:  

• To what extent did working in this e-learning environment contribute to your 
understanding of self as a life-long learner?  

• To what do you attribute this understanding?  
In addition, self-study research which is grounded in critical reflection, (Dinkleman, 2003, Hamilton, 1998) 
will be undertaken by the researcher, who will reflect on the e-learning process with the teachers. 

 
 

 
ABSTRACT : 
 
This paper provides a background for research into pedagogies needed in e-learning environments to foster 
reflective capacities in students.  The research is work in progress and will be completed towards the end of 
2005.  The participants for this research will be primary teachers (adult students) upgrading their 
qualification from a Diploma in Education in the Faculty of Education at the University of Auckland in New 
Zealand, to a Bachelor of Education (Tchg.) degree. These teachers have been actively involved in a 
Professional Inquiry e-learning course entitled: ‘Reflective Practice for Teacher Empowerment.’ The 
teachers will be interviewed with a view to eliciting response to such questions as:  

• To what extent did working in this e-learning environment contribute to your 
understanding of self as a life-long learner?  

• To what do you attribute this understanding?  
In addition, self-study research which is grounded in critical reflection, (Dinkleman, 2003, Hamilton, 1998) 
will be undertaken by the researcher, who will reflect on the e-learning process with the teachers. 

 
I do not want to go outside my comfort zone, I like things the way they are  

 
This statement sums up the feelings of many teachers and students when confronted with something new 
and in particular, when introduced to e-learning. However, with our changing educational environments and 
the need to cater for our diverse student population, it is apparent that learning on-line will be part of an 
expanding view of the traditional classroom.  From this non-traditional classroom, comes a different view of 
learning and emerges new ways of thinking about pedagogy and learner-focused education, as opposed to 
that which is teacher focused.  In order to meet the challenge of this change, we need to have a sound 
understanding of our current face-to-face pedagogical practices for,  
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The greater our awareness of pedagogical practices, the greater our possibility to 
change through constructing a new space… it is, above all, a question of getting 
insight into the possibility of seeing, talking and acting in a different way. 

                (Rinaldi, 1994, p.153 in Abbott & Nutbrown, 2001) 
 
The proposed research described in this paper follows a previous study (Sinclair & Davies, 2002), which 
examined the place documentation played in raising the level of engagement and discourse through 
participant discussion in an e-learning environment. This paper aims to generate a greater understanding of 
the pedagogy needed for fostering reflective capacities and the commitment to life-long learning in a web-
based medium.  According to Stevenson (1994) learning needs to be ‘deep, conceptual and reflective,’ and 
this can be achieved through consciously promoting reflective activity and dialogue within e-learning 
courses (Ramsden, 1992).  Clearly this process of learning and teaching presents challenges for both the 
teacher and the learner and requires an understanding of what those roles may be in a different type of 
learning community.  As e-teachers, our pedagogy therefore needs to be constantly confronted and 
challenged. Our beliefs and assumptions about teaching and learning in a technological environment also 
need to be questioned and whether these should be any different from face - to - face teaching and 
learning. 

 
In addition, this paper seeks to explore the changing role of the teacher in an e-learning environment, where 
the teacher becomes that of a designer and provocateur, rather than simply a facilitator.  In this capacity the 
teacher deliberately designs tasks that challenge and create cognitive conflict and puzzlement for students. 
The author believes it is through this dissonance, that students are provoked to reflect on former 
conceptions, attitudes and beliefs and in doing so, gain a greater understanding of self. It is therefore the 
teacher’s role to design e-learning tasks which develop intellectual, moral and critical thinking skills, for 
these are central in the preparation of teachers for a future changing educational environment.  
 
This paper will present examples of interactive rich learning tasks, which demonstrate how students are 
given opportunities to assume a greater role in their learning and so develop the capacities for critical 
reflection.  For when students are given opportunities for reflection and are active participants in the learning 
process, metacognitve development will flourish (Borowski & Muthurkrishna, 1992).  While the tasks are 
many and varied, what distinguishes them from a face-to-face classroom is the documentation of the 
student’s learning. This documentation makes the learning process visible for students and lecturers and 
thus enables them to carry the learning forward in a more engaged and intellectually demanding manner.  

 
Lastly the paper will discuss the importance of the relationship between teacher and learner. This is a 
feature of working successfully in an e-learning environment.  Because the teacher/learner exchanges are 
limited to the written word the impact of these exchanges are significant. It is acknowledged (see for e.g. 
Salmon, 2000), that in order for reflection to occur, a learning environment needs to be created that is 
inclusive, respectful and develops sound relationships.  

 
Preamble 
 
The Bachelor of Education (Teaching) degree (B.Ed. Tchg) is a professional degree at the University of 
Auckland, Faculty of Education in Aotearoa/New Zealand and is about the practice of teaching. Reflection 
forms the professional glue that binds the qualification together.  This philosophical position is seen as 
pivotal to an inquiry-oriented paradigm of teacher education whereby a good teacher is seen as one “ who 
questions the assumptions inherent in common-sense education practices and acts reflectively upon 
ethical, political and pedagogical issues involved in professional practice” (Fox, Hagenson, Hill, Hodge, 
Nelson, Raeburn, Sinclair & Williams, 1998, p.1). 
 
There has been concern that the critical thinking element has been removed from teacher education 
programmes in recent times. Instead teacher education programmes have been oriented in a technicist 
fashion towards pedagogical and behavioural skills of teachers, to the “exclusion of the ends of the valued 
social and moral purpose to which teaching is (or should be) directed” (Smyth, 1989, p.4). Viewing teaching 
as a moral and ethical endeavour removes the focus from the technical rational domain to one that has 
social implications and responsibility.  
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The New Right policies of the last two decades, has changed New Zealand from one of the world’s most 
comprehensive social democracies, to a neo-liberal state, which has created an underclass previously 
unseen (Peters, 2001).  Examining these social movements, inequities, and conflicts of the past 
(Sutherland, Jesson & Peters, 2001) is an important part of teachers’ understanding of ‘how they have 
come to be this way.’ With the doctrine of compliance and accountability in our educational institutions 
today and increasing control of teachers’ work (Day, 2000) teachers need to have an understanding and 
knowledge of the wider context (social, political, cultural, moral) factors within which they work. By adopting 
a commitment to critical reflection it is hoped to assist teachers in an awareness of how these wider 
contextual factors impact on the quality of what happens in the classroom.   
 
Some research (Blaise, Dole, Latham, Malone, Faulkner & Lang, 2004) suggests that if we are to prepare 
our teachers to teach in ‘New Times’ (Hall, 1988), then we must assist them to give more consideration as 
to the type of teachers they strive to be (Yero, 2002). In order to understand why they do what they do, 
teachers need to have the capacity to examine their practice more deeply, and be able to challenge long 
held assumptions and beliefs within the institutions they work, instead of being passive acceptors of the 
status quo (Beattie, 1997).  The proposition that many teachers operate out of habit, tradition and 
prescription, rather than reflective judgment is a sound reason for the adoption of a commitment to 
reflection (Valli, 1992). One of the problems identified in the literature (Fendler, 2003) is the extent to which 
reflective practice reinforces values and beliefs, rather than challenges long held assumptions. 

 
Reflection: there is no such thing as an unreflective teacher (Zeichner, (1996b, p207). 

 
There is little disagreement with this statement but perhaps a question needs to be raised as to what is 
understood by the term reflection.  For the purpose of this paper reflection and reflective capacities are 
referred to as metacognitive and creative processes associated with analytical thinking (Dewey, 1933); 
problem solving (Schon, 1983, 1987); recognition and contemplation of beliefs, values and attitudes 
(Sumsion, 1995, La Boskey, 1995); disposition, (Jay, Perkins & Tishman, 1993), critical thinking and a 
‘journey of transformation’ (Nieto, 2000, Smyth, 1992, Zeichner & Liston, 1996).  Reflection then assumes a 
more complex interpretation than simply an evaluation of one’s practice.  It is also argued that reflection 
provides an interface between theory and practice, encouraging more cognitive awareness (Andrusyszyn & 
Davie, 1995) critical analysis, understanding of one’s belief and values and why we do what we do. 

 
There have been considerable doubts raised about the validity and worth of reflective practice in teacher 
education programmes by some authors (e.g. Clift, Houston & Pugach, 1990, Smyth, 1989, Kubler La 
Boskey, 1994, Zeichner, 1996a, 1996b, Fendler 2003). These doubts include lack of evidence that in 
education, a reflective teacher is able to “produce more effective learning outcomes in students” (Smith, 
1999, p.5). However more recent studies (e.g., Forlenza-Bailey Sentnor, & Yost, 2000; Rose, 1997) have 
suggested that as students in the future are going to require different skills in order to achieve in a changing 
educational environment, they must have the “intellectual, moral and critical thinking abilities to meet the 
challenges of the 21st century schools” (Forlenza-Bailey Sentnor, & Yost, 2000, p.39). 
 
It has been acknowledged that reflective practice is not an orderly process and unchecked can lead to 
‘institutional challenge’ which may be problematic in the current political climate (Hunt, 1998, p.25). With the 
current doctrine of managerial compliance and accountability, there is a certain paradox in empowering 
students with the skills of critical reflection, when some educational institutions do not actively encourage 
questioning the political, moral, ethical and social practices in our education system (Day, 2000). But 
ultimately, teacher empowerment comes from the development of a critical and discerning understanding of 
the social structures that work for or against certain individuals (Hatton & Smith, 1995; Schon, 1987; Smith, 
1999; Smyth, 1989b).  
 
Furthermore, Calderhead and Gates (1993) have argued, that before we can have reflective teachers, we 
need reflective schools and reflective teacher educators.  If we are to have programmes that foster inquiry 
and independent thought, we need to have teacher educators who model inquiry in their classes and are 
reflective in their own practice (Beattie. 1997). How can we as on-line educators model these traits and 
demonstrate that we ‘walk the talk’?  To what extent are we prepared to change our practice to embrace the 
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ideas of reflection and inquiry? Are we prepared to experience cognitive conflict alongside our students? 
For as Dewey (1993) argues, teachers who are unreflective about their teaching and accept uncritically 
everyday practices in schools “lose sight of the purpose to which they are working and merely become 
agents of others” Dewey, 1933, cited in Zeichner & Liston, 1996, p.9).  This is equally true of teacher 
educators. 

 
Translating the discourse into an e-learning pedagogy 
 
When designing on-line learning for adults, consideration must be given to the principles of androgogy and 
the needs of adult learners, who are deemed more likely to be self-directed and take responsibility for their 
learning than children (Carlson, 1989, Atherton, 2002). Adult learners need to see relevance in the learning 
experiences designed, have some control over their learning and have the expertise they bring to a course 
recognized and built upon (Bivens and Morland, 2005). In addition there is a challenge for teacher 
educators in a web-based medium, to provide experiences for these students that move beyond the 
transmission model often associated with on-line teaching, to one that increases dialogue and encourages 
critical thinking and reflection (Bullen, 1998).   
 
Until recently, Universities have relied on a pedagogical model, which is typified by activities such as 
lectures, tutorial and laboratories (Atwell, 2005).  Distance learning has also followed a similar method by 
utilizing technology as the platform for delivery, where lectures are simply posted on to the web for students 
to access.  For students to progress past being passive recipients of knowledge, to constructing and making 
meaning for themselves requires a paradigm shift in course design (Lauzon, 1992).  As teacher educators 
we need to consider the pedagogy of design, as a rich concept, which has the power to create and 
transform learning through different ways of thinking. 
 
E-learning can provide the platform for these new ways of thinking about pedagogy, by drawing on the 
strengths of both face to face and distance learning models. In the reconceptualizing of pedagogy, we must 
move beyond the traditional study guide format of working in isolation and instead assist students to 
achieve deep learning through engaging in rich experiences within a community of learners. Macdonald and 
Caverly, (2001) also believes that working in a community of learners in an on-line environment enables 
everyone to use their academic voice, be actively involved and more particularly, values the reflective 
thinker who may need more time to contemplate answers (Bullen, 1989, Brown, 1997 in Macdonald and 
Caverly, 2001).   
 
There is agreement (Ravenscroft (2001) that the focus needs to be about the dynamics of teaching and 
learning rather than on new technologies. Nonetheless, designers who have sound pedagogical skills will 
be able to make use of these new technologies to plan innovative ideas to enhance learning and foster 
reflexivity. It is contended that through engagement in rich interactive tasks, students assume greater 
control of their learning and develop the capacities for reflection.  

 
Interactive approaches: to engage is to be involved in the learning 
 
There have been many suggestions as to how students can be encouraged to become more reflective e.g. 
journal writing, autobiographies (Gore, 1993, Brookfield, 1995: Brown, 1999; Johnson, 2002, Kugelmass, 
2000) reflective learning logs, critical incident diaries, fieldwork diaries, action research (Henderson, Napan 
& Monteiro, 2004).  These methods have been well documented and critiqued, as to their effectiveness. 
Recent studies (Henderson, Napan, Monteiro, 2004), have examined the application and assessment of 
effective on-line journals as a tool for encouraging reflective learning.  However, little has been written 
regarding other approaches, which are suitable for an e-learning environment and which will foster 
reflection.  
 

 For the purpose of this paper, interactive approaches in an e-learning course have been described. These 
embody ideas of transformation of practice, dissonance and action to change. The approaches include role-
plays, e-logs, Socratic seminars, on-line seminars, critical friend and utilizing a framework (Smyth’s model) 
to examine and understand teachers’ professional practice. There are problems in attempting to translate 
material into an on-line format when the computer is to be considered as more than a ‘delivery machine’ 
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and instead is utilised as an engager, provoker and facilitator of thinking and knowledge construction.  The 
following approaches describe experiences that engage the learner in rich interactive learning, which 
develops the dispositions needed for reflective thinking. Le Metais, (2002) argues that the disposition 
towards life long learning depends largely on teaching methods and the satisfaction and enjoyment which 
students experience as a result of the nature and content of that learning. 

 
A discourse of dissonance 
 
Smyth’s model provides an approach that links a teachers’ professional practice with the social, economic 
and political structures within which that practice occurs. Through utilising Smyth’s model, teachers are 
required to examine moral/social/political and ethical dilemmas associated with their professional practice.  
In order to move beyond ‘what did not go well and what will I do next time’ Smyth (1989) suggests that a 
reflective stance that recognizes the ethical and moral nature of teaching cannot be divorced from these 
contextual factors. By acknowledging the broader contextual framework within which their practice is 
situated, teachers are able to examine the effect of these influences on the decisions they make for 
children’s learning. This ‘model’ provides a common language with which to describe thinking. It utilises four 
forms of action, based on critical theory, and follows specific questions to allow this exploration. Describe 
(what did I do?); Inform (what does this mean?); Confront, (how did I come to be this way?). Reconstruct 
(how might I view/do things differently?).  

 
In the e-learning Professional Inquiry course, students explore an issue through dialogic and dialectic 
reflection. Examples of issues may include such topics as: the effects of appraisal systems on teacher’s 
efficacy, the purpose of multi assessment tasks on children’s learning. The students place themselves 
within the ‘frame’ of the issue by using the ‘I’ voice and being guided by the questions. 
 
Describe:             I am concerned/puzzled/worried about the ……… 
Inform:             I am feeling….. frustrated ….. perhaps it is because….maybe…. 
Confront: In my own educational experiences……my cultural   beliefs…history….wider 

socio/political  context….I realize ….according to research….. 
Reconstruct: In future I will…. 
 
All aspects of the reflection are written. One of the most difficult stages of this model is the confront stage. 
For many students this is the first time they have consciously examined their beliefs, values and 
assumptions and understood the influence these have on the decisions they make in their practice.  In 
addition when students stop blaming everyone else for their problems and cease to see their situation as a 
‘dense enveloping reality or a tormenting blind alley’ (Friere, 1972, p.58) they are able see possibilities of 
actions for change.  
 
Critical friend 
 
The process becomes collaborative when the student teachers discuss the issue with a critical friend before 
seeking feedback from the lecturer. For students to have the confidence to critique and give feedback to 
peers, opportunities must be provided for them to practice these skills. One study, (Cartwright, 2002) found 
students were hesitant about giving feedback because they did not feel they could contribute anything of 
value to the more able students.  However, Nichol, Minty & Sinclair (2003) report that the ‘permanent and 
visible’ p.276, contributions of students in an on-line class have an impact on their learning because they 
have time to re-assess ideas, review submissions in light of reading contributions from others and 
contemplate further responses.  The collaborative element of reflection allows a sharing of problems and a 
chance for multiple perspectives of very real and often complex issues.   This in turn leads to a deepening 
of insights relating to the issue for each individual. 

 
Role-play – walking in someone else’s shoes to understand what is going on in someone else’s 
mind 

 
In order to stimulate reflective action, drama conventions which encourage reflection, need to be 
purposefully designed.   A convention ‘achieves value through being appropriate to the moment it has been 
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selected for’ (Neelands and Goode, 2002). As such, role-plays are well suited to on-line learning (Slater, 
2000) and have the ability to engage students in substantive conversations, deliberately shaped to create 
cognitive conflict. By taking on the role of ‘other’, who may have a conflict of interest within a situation, 
learners engage in more deliberate thought and negotiation, than in a group without conflict. The act of 
carrying out cognitive tasks as a collective, enables participants to attempt more advanced ideas than many 
would on their own (Berk & Winsler, 1995 in Levine and Resnick, 1993). In this way the ‘actors’ are required 
to consider the feelings and actions of others in the role-play and in doing so learn something about 
themselves as a result of the experience. 
 
These conventions have the capacity to challenge and change attitudes towards particular views of the 
world and society. Role-plays offer the concept of debate in a non-threatening way, whereby students are 
able to hide behind roles in an authentic context. Realistic experiences are created that promote socially 
shared ideas within a specific context and students are able to play out the scenario from an ‘other’ point of 
view. In this asynchronous environment, students have time to reflect upon their responses and consider 
the views of others. Propensity to do this in a face-to-face environment is limited. 
 
When students assume the role of ‘other’ they consciously maintain the attributes and characteristics of 
how that person would react in certain situations and consider the issue from another perspective. Taking 
on another role contributes to the reduction of ego-centered perceptions (Fogarty, 1994) and leads to a 
deeper understanding of multiple perspectives. It is a way of understanding and interpreting human 
behaviour and meanings. Often the experience of reconceptualising ideas and concepts into actions results 
in a transformation of existing preconceived ideas about situations and people (Neelands & Goode, 2002). 
 
Through structured role-plays, teachers are able to explore the moral, political and ethical meanings, which 
may emerge from the exploration of particular content issues. In this form of active inquiry, teachers are 
required to engage with complex human experiences in order to explore the questions and polarities 
inherent in the issue. Furthermore, this activity provides a context where they are able to examine any 
biases, assumptions or beliefs they may hold in relation to the issue being played out. 
 
As there is an absence of any ‘stage’, script or visible audience in an on-line medium the players need to 
consider the effect of their dialogue and responses to others – a highly metacognitive and reflective activity. 
The unintended and unanticipated idea, which may unfold, also leads to the development of tension, 
cognitive conflict and further speculation.  The educator-in-role is the ‘initiator participant’ in the process, but 
after the initial scene setting may intervene only if the role-play is foundering and then provide space for 
reflection and discussion.  Examples of role-plays could include: staff meetings to debate issues affecting 
children’s learning such as grouping, underachievement of boys, or the problems of infusing ICT 
authentically in school programmes. 
 
Learning logs: to download and document thinking behind puzzlement 

 
A Learning Log (E-Log) provides a place for students to ‘down-load’ thinking on their learning and chronicle 
the learning journey (Dieker & Monda-Amaya, 1997).  In the e-environment, an electronic learning log, 
which employs a developmental sequence to process thinking, has the capacity to encourage more depth in 
writing. This can be done by; structured questions, interrogating ideas, questioning assumptions, 
challenging thinking, exploring ambiguities, investigating polarities, and examining new knowledge and 
literature.  Because the lecturer can see the learning through the writing, more valuable feedback can be 
given. Feedback should include both explanation and provocation to ensure conversations are intellectually 
substantive and demanding.  Andusyszen & Davie (1995) suggests E-Logs may bring the process of 
reflection in an e-environment into conscious awareness by the pedagogical experiences that foster and 
facilitate this activity (Andrusyszen & Davie, 1995).  

 
Smith (1995) identified one of the major barriers to developing reflective capacities, as “an ideology of 
teacher education that is technical in its orientation and one that does not value personal or introspective 
writing” (p.5).  A technical approach disregards the value of writing. Another difficulty in undertaking 
reflection is the expectation that “they will be graded and valued according to the fit of their ideas to the 
‘expert lecturer” (Francis, 1995, p.239).  By contrast, the personalised exploration of inquiry, through 
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engaging in a writing process, contributes to developing reflective capacities. The expectation of 
requirements of a log for assessment purposes is unlikely to achieve this.  
 
While it may be assumed that reflective writing is important there are difficulties associated with this genre.  
The change of writing from descriptive to a dialogic narrative can present problems.  Because students are 
expected to confront many long held beliefs and explore at a deep level reasons for their practice, cognitive 
conflict may occur.  To some extent, there is a danger in using a confessional narrative in reflection if the 
process leads to students becoming uncomfortable with them-selves. Nonetheless Bleakley (2000) 
suggests that writing is still a better option over speech because it enables a more comprehensive 
examination of thoughts and beliefs in a private medium.  Smith. Ferguson and Caris, (2002), conclude that, 
“the emphasis on the written word encourages a deeper level of thinking in e-learning classes, resulting in 
more profound learning.” p.5. 
 
Socratic seminar: How do I know what I have said until I have seen it  
 
Pelz (2004) argues that for learning to occur, reading and writing are superior methods to listening and 
talking.  Nevertheless, many students find reading literature difficult to engage with, so in order to achieve 
this aim there needs to be learning experiences designed that draw on readings and lead to authentic 
writing experiences.  The utilization of a Socratic seminar, which is traditionally used in face-to-face 
contexts, may be a way of achieving this purpose.  The posing of a generative question or statement acts 
as a springboard for discussion.  In a face-to-face class all discussion is oral whereas in an asynchronous 
e-learning medium all questions and responses are written  
 
Discussants are encouraged to pose probing questions and offer discrepant viewpoints in order to 
encourage interaction. They then respond with the most powerful evidence available to them. Cognitive 
conflict or puzzlement is the stimulus for learning and can expose others to new mental strategies that can 
be used and internalized. When cognitive conflict occurs, the learners are forced to examine their thinking 
and look for alternative perspectives while at the same time searching for possible relevancies.   

 
Typically, one of the difficulties in facilitating group discussions is discovering methods to deepen 
engagement, as students often come into a discussion with limited evidence to support their argument or 
stance.   One study, (Card and Horton, 2000) found that in face-to-face classes, students tended to rely on 
their own opinions and experiences to support an argument, whereas in an e-learning class students 
provide literature to substantiate viewpoints.  Because Socratic seminars rely on mustering evidence to 
discuss a position in an argumentative format, knowledge construction occurs (Jonassen et al, 1995, p.16 in 
Salmon, 2000).  Through this process, the habits of conversation and the behaviours of ‘listening’, thinking 
and interaction are encouraged. ‘Learners learn when they are actively engaged with the materials and the 
tasks’ (Brown, 1998, p.19).  Frielick (2004) refers to this teaching and learning as:  
 

‘..an ecosystemic process of transforming knowledge in which teacher, subjects and 
students relationships are embedded or situated in a context where complex interacting 
influences shape the quality of learning outcomes’ (p. 3).  
 

It is through this new ecology of cognition that learning goes beyond constructivism to the more complex 
ideas of enactivism (Varela, Thompson & Roche, (1991) in Frielick, (2004) and the resulting higher levels of 
metacognition.  
 
Furthermore, the documentation of the discussion allows the students to reflect on their position and re-
evaluate their stance, adding to the ‘forum’ body of knowledge.  The most significant part of the process is 
that the students can ‘see’ their learning on the screen.  Some research (Salmon, 2000) suggests that 
students are sometimes deterred from contributing because their entry is open to scrutiny, but other 
research (Sinclair & Davies, 2003) suggests this is not so.   In fact, more of the students contribute than in 
an e-learning environment than in a face-to-face class because they cannot be seen.  The masking of age, 
ethnicity, size, fashion and speech may ensure greater equity and equal participation for many students.  
 
Example of a provocative seminar: 
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So long as we do not disentangle the myths from the reality we will remain slaves to a 
system that inevitably produces failures and inequalities (Nuttall, 2001). 

 
Teaching presence:  facilitator or provocateur?  

 
Consideration must be given to the wide range of experiences and abilities of the students enrolled in an 
on-line programme and assumptions cannot be made that everyone is at the same level of confidence or 
understanding. Students need to be introduced to the idea of a learning community, where they are key 
players, not onlookers.   
 
With the interactivity of the learning tasks on WebCT, students increasingly engage with each other, rather 
than always referring back to the lecturer.  Reliance on the lecturer has often been a feature of earlier 
distance learning models, but by utilizing the ideas of Rinaldi, (1998) and ‘Io Chi Siamo’ (I am, who we are) 
as underpinning principles, the role of the lecturer changes.  In this process, the lecturer starts in the centre 
of the learning community as the expert, but as the expertise and confidence in the group increases, he/she 
gradually moves to the outside, as the learners become the teachers.   Because of the blurred roles of 
students and teachers, greater emphasis is placed on the learning process and learning experiences.  
There is a shared responsibility for the learning between the student and the lecturer.  The virtual On-line 
Seminar used in the Professional Inquiry course is an example of this development.  
 
The students from the course participate in a ‘virtual seminar’ where they ‘post’ findings and questions from 
their research into a group site on the Web. They work in small groups, present their seminar in a variety of 
forms – Power-point, I-Movies, Flow diagrams or Stories, to a group and then give each other feedback 
following set criteria.  The virtue of these seminars is allowing the students scope to move beyond their 
comfort zone The idea of a learning community is emphasised, the opportunity to examine multiple 
perspectives on controversial issues and become self-regulating.  Tansley & Bryson (2000) argue that 
virtual seminars cannot replace face-to-face seminars, but they do promote and facilitate particular skills 
and experiences for learning. 
 
In order to continually challenge the learner, lecturers need to come on-line regularly and give personal, 
positive, but challenging feedback. This feedback then enables the lecturer to further complicate the 
thinking processes because they have a better understanding of the student’s zone of proximal 
development.  It has been established (Smith, Ferguson and Caris, 2001) that online teaching promotes 
higher order thinking, reflection and rigorous intellectual challenges. These in turn promote deeper student 
thinking and equality between learners and teachers. In this process, it is the interchange between teacher 
and learner that promotes the development of these skills.  The challenge of this research is to investigate 
whether the approaches designed for students in this e-learning course leads to an enhanced 
understanding of themselves as life-long learners? Are they able to attribute this understanding to specific 
e-learning experiences? 
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As achievement gap closing solutions are proposed and implemented by 

policymakers and educators, we declare that unless schools and districts begin to 

distribute leadership, build capacity, and make routine use of socially just pedagogy, the 

gap as identified by others will persist. This workshop presentation explores the changing 

role of teacher to teacher leader and the potential this holds for improving teaching 

practice and student learning. The Recursive Model of Teacher Leadership 1, our 

leadership development model is grounded in theoretical assumptions emerging from the 

literature in teacher leadership, school reform, curriculum theory, cultural competence 

and social justice. 

 
FIGURE 1 

 

Within this context, the model provides insight into the challenges and needs in 

today’s classrooms and learning organizations  and offers practical suggestions regarding 

how to support teacher leaders and increase capacity for substantive and important 

changes in schools.  
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 Closing the achievement gap is a mandated for priority for all school districts 

across the country. Fortunate for some and unfortunate for others, schools are finally 

required to educate ALL students even those students for whom education has not been a 

priority. Making this challenge extremely recalcitrant is the demographic shift that has 

taken place in many major states within the country. Thernstrom and Thernstrom (2004) 

revealed the following: 

Fifty years ago, Hispanic children were no more than 2 percent of the school 

population…today a third of all American students are black or Latino…in 

California, Louisiana, Mississippi, New Mexico, and Texas white school age 

children have become a numerical minority. (p. 3)   

 This workshop presentation will 1) establish the need for an expanded definition 

for leadership to include teachers as leaders 2) provide a comprehensive understanding of 

the work of teacher leaders 3) argue the importance for teacher leaders to help schools 

develop culturally competent educators, and 4) present the importance for teacher leaders 

to become advocates for socially just learning organizations.  
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Imagine! Teaching Mathematics Without Numbers! 
Hannah Slovin, Claire Okazaki, Linda Venenciano, Fay Zenigami 

University of Hawai‘i 
 
 

Measure Up (MU) is a research and development project undertaken by the Mathematics 
Section of the Curriculum Research & Development Group (CRDG) in the College of 
Education at the University of Hawai`i, at Manoa. The foundation of this project is 
grounded in the work of a group of Russian psychologists, mathematicians, and 
educators, including the results of experimental research conducted by D. B. Elkonin and 
V. V. Davydov (1966). This research, which included a theoretical examination of the 
connection between instruction and the cognitive development of children, demonstrated 
the ability of first graders to engage in algebraic thinking, and proposed a system in 
which children in the elementary grades would develop problem-solving skills by 
focusing on understanding quantitative relationships (Davydov, 1975).  
 
Davydov’s research results indicated that re-conceptualizing the foundation of 
mathematics curricula would impact student understandings. It is well-known that for 
many students the transition from arithmetic taught in elementary school to the algebraic 
thinking required for higher mathematics is a difficult one (Kieren, 1981). One 
contributing factor is a misconception of the meaning of the equal sign. Many students 
treat the equal sign as an operator symbol, that is a signal to ‘do something,’ rather than 
as an expression of relationship (Falkner, Levi, & Carpenter, 1999). This misconception 
often lasts throughout elementary school, high school, and even college (Kieren, 1981) 
and has obvious effects on children’s success in algebra.  

 
MU emphasizes the structure of mathematics to build an understanding of basic concepts 
and promote algebraic reasoning (Davydov, 1975). But in order to introduce fundamental 
ideas in algebra at this early stage in elementary school, grade 1 students must start their 
mathematics learning in a different way. Using generalized quantities in the context of 
continuous measurement, the MU mathematics program, for grades 1–5, re-
conceptualizes the way mathematical understanding is developed. The MU approach to 
elementary mathematics challenges the notion of what constitutes the basics of early 
mathematics learning. While mathematics in the early grades traditionally begins with 
counting, number recognition, and simple computations, MU students begin in grade 1 
comparing attributes—length, area, mass, and volume—of everyday objects. For 
example, they might compare the lengths of two pieces of rope or the volume of water in 
two non-congruent containers.  
 
This approach builds on children’s natural tendencies to compare quantities, an activity 
they have been doing since early childhood with questions such as, who has more milk in 
the glass? Whose hand is bigger? Which tree is taller? Working with non-specified 
(number of units unknown), continuous quantities enables children to consider the 
relationships between and among quantities without the distraction of number. Starting 
mathematics learning by focusing on relationships helps students develop ideas about 
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equality and inequality that are key to continued success in developing mathematical 
understanding. 
 
 
 
 
 
 
 
 
 
 
 
 

 
Comparing quantities of length and mass 

 
As they compare the quantities using direct and indirect measurement, students realize 
the need to be able to describe the relationships to others. They agree that letters can be 
used to name the quantities. They communicate the findings of their comparisons using 
multiple representations concurrently—paper strips, drawings, line segments, and written 
algebraic statements—to indicate how the quantities relate. Instead of describing the 
relationships in terms of numbers, students use more generalized relational terms—
shorter, longer, heavier, lighter, more than, less than, and equal to—and represent them 
with relational statements, such as G > L and L < G.  
 
Because first-grade students in MU perform the physical actions needed to compare the 
quantities, they can read, write and understand a statement such as H = R or C < Q at a 
younger age than would usually be found in a traditional first-grade mathematics program 
(Slovin & Dougherty, 2004). They understand that the symbols used in the statements 
represent the quantity under consideration (for example, area), not the object itself, the 
rectangular piece of paper. Students link their actions to oral language, concrete models, 
iconic depictions, and symbols including letters. The concurrent use of multiple 
representations makes working with letters sensible to young children because they are 
connected to multiple concrete and iconic referents.  
 
In addition to describing and representing relationships among and between quantities, 
MU students’ experience with non-specified quantities enables them to reason about 
relationships. This type of thinking is indicated by their observations and leads to making 
generalizations about relationships. After seeing the following statements recorded on the 
board, if V > M, then M ≠ V, V ≠ M, and M < V, one first-grader noted, “If it’s an 
inequality, then you can write four statements. If it’s equal, you can only write two.” 
[Justin, 2003] 
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Representing the relationship between quantity V and quantity M 
with line segments, paper strips and statements 

 
From the comparisons of two unequal amounts, students then consider how the quantities 
can be made equal. For example, students might be given two rectangles unequal in area. 
They also have scissors, tape and construction paper. After determining that the areas are 
not equal, the students are asked to find a method to make the areas equal by changing 
only one of the areas. Through experimentation, students discover that the areas of the 
rectangles can be made equal by performing one of two actions—decrease the greater 
quantity by cutting off some of the rectangle with the larger area (subtraction) or increase 
the lesser quantity by taping on a piece (addition). The quantity added or subtracted is the 
difference between the quantities. These actions are also recorded using multiple 
representations. 
 
 
 
 
 
 

Representing addition 
 
 
 
 
 
 
 

Representing subtraction 
 
Tasks where students act on the physical quantities and represent their actions with line 
segments and statements promote conceptualizing addition and subtraction operations as 
actions. This also leads to the development of the part-whole concept. In the addition 
representation above, quantity T is the whole and quantities S and N are the parts. In the 
subtraction representation, quantity Y is the whole and quantities R and J are the parts. 
The part-whole concept becomes critical in developing understanding for many topics 
that follow. 

S 

A > S 
S + N = T 
T = A 

A 

N 

T 

P 

JR 

Y 

Y > P 
Y – J = R 
R = P 

2007 HICE Proceedings 
Page 5299



The ideas described in the paper are developed in grade 1 before number is introduced. 
As students move forward, the next problem posed is, given two unequal quantities, can 
we be more specific by how much they are unequal? In other words, how many units is 
the difference between the two quantities? This question establishes the need to clearly 
identify the unit before number and counting are introduced because its definition has an 
impact on the counting process and result. As Reed and Richard noted, when asked to 
comment on the statement 3 < 8, “You don’t know; you might have 3 really, really, really 
big units and 8 small ones, so 3 is greater than 8. But if you’re on a number line, then. . 
.it’s okay. ’Cause you have equal lengths. So you can do that. [Richard and Reed, grade 
1] 
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Benefits of Experiential Learning within an Entrepreneurial Environment 
A. Kirk Smiley, Randal Batchelor, Ed.D., Julianne Bell, Wilella Burgess, Amy Childress,  

Don K. Gentry, Ph.D., Beverly Davenport Sypher, Ph.D. 
Discovery Learning Center, Purdue University, West Lafayette, Indiana 

 
ABSTRACT 

This paper examines the experiential learning benefits for student participants in the 

Interns for Indiana Program (IfI) across the Purdue University system. The program places 

students from diverse academic disciplines with internships at high-tech start-up companies 

across the state while simultaneously engaging the interns in an educational professional 

development seminar series. The program goals are threefold: assist students with professional 

training through direct work experience, present students with myriad occupational opportunities 

in the state, and foster economic growth of local businesses through increased access to skilled 

labor. 

Analysis of student journals and post-program survey data confirms that IfI students 

exhibit greater self-efficacy along with significant appreciation for work environments they find 

most suitable for their own career goals and professional interests. Survey data further reveal 

similar improvements in interns’ communication skills and confidence interacting with assorted 

constituents. For the majority of interns, the program increased their interest in working for a 

small/start-up company or creating their own start-up firm.  

INTRODUCTION 

The Interns for Indiana (IfI) program at Purdue University is part of the Opportunities for 

Indiana initiative supported by a grant from Lilly Endowment Inc. The Discovery Learning 

Center within Discovery Park oversees the overall system-wide IfI program as well as the Purdue 

University – West Lafayette campus program. The IfI program operates with local program 

coordination at the three following regional campuses: Indiana University – Purdue University 
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Fort Wayne, Purdue Calumet, and Purdue North Central. The IfI program pairs system-wide 

Purdue students with high-tech start-up companies in Indiana for internships during the academic 

year and/or summer semester. The program goals are threefold: assist students with professional 

training through direct work experience, present students with myriad occupational opportunities 

in the state, and foster economic growth of local businesses through increased access to skilled 

labor. The companies bear no cost of student employment; the IfI program uses grant funding to 

completely subsidize student stipends. 

Students work, on average, 150 hours per academic year semester and 400 hours in the 

summer and receive credit and a stipend for their participation. Flexible scheduling permits 

students to work with their company supervisor to fit the hours around classes in a manner that 

does not conflict with the students’ degree objectives. The program accepts graduate students 

and undergraduate students with junior or senior standing. Eligible students must have a 

minimum 2.8 GPA. The GPA requirement for IfI students is an important factor since only 

students with higher academic achievement are eligible for admission; other internship programs 

have found that companies are only interested in students with high academic qualifications as 

the internship is frequently a form of extended interview for a full-time position (Pheanis, 2003).  

Participating students represent a broad range of colleges and majors at each of the four 

campuses. The diversity of majors across the IfI student body is an important aspect of this intern 

program. Olsen (2003) has reported that internships at high-tech companies show that business 

students can benefit from interning at a high-tech firm by learning about technology, while 

technology, science, and engineering students can benefit from internships where they have the 

opportunity to experience the business side of the company (Olsen, 2003). Pratt (2004) stated 

that entrepreneurial internships have been found to offer an optimal combination of managerial 
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skill and technical know-how, which is very important for students entering the workforce.  

Nelson (2005) argued that it is critical to include engineering, science, and technology students 

in such entrepreneurial internships since they are most likely to create commercial breakthroughs.   

Seminars present a supportive small group environment that connects individual interns 

to a larger group of peers. All campus program coordinators have encouraged participating 

companies to send their interns to workshops or seminars addressing specific business and 

professional interests. To meet the educational objectives of the program at the Fort Wayne 

campus, the program coordinator runs a seminar series that focuses on entrepreneurship, 

technology, and Indiana business development. As an additional requirement of the internship 

program in West Lafayette, students take part in a seminar series exploring entrepreneurial issues 

and skills while taking advantage of opportunities to network and develop as a community of 

interns. The West Lafayette branch requires students to participate in a seminar series and 

mandatory academic course (for credit) designed to enhance the internship experience by 

providing information about various topics relating to start-up companies and internships, 

including entrepreneurship, intellectual property rights, networking, and ethics.   

West Lafayette students also complete biweekly journal assignments, which require the 

interns to set goals, reflect upon their experiences, and evaluate their potential as an 

entrepreneur. Russell (2006) has shown that journaling is a beneficial way to supplement a 

student’s experience. Galloway (2002) has found this type of entrepreneurial education gives 

students more information about, and motivation to start, high quality growth businesses, as 

opposed to students who may be pursuing traditional internships. Adding the course component 

to the internship program, furthermore, attempts to follow previous research by Walker (2001) 
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that showed courses and other experiential learning modules could greatly augment the 

internship experience.   

The IfI program, moreover, aims to assist local companies by providing them with 

student interns to perform the initial work in order to establish their business.  Additional 

company benefits, according to Tovey (2001), may be the increased enthusiasm, up-to-date 

technical knowledge, and strong work ethic that students bring to the companies. The university, 

as Huffman (2003) contends, may gain from bringing local firms into the education curriculum, 

thus facilitating the development of industry-significant skills and providing valuable contacts to 

students. As found in similar studies, companies are far more likely to find full-time hires from 

their previous pool of interns (Olsen, 2003), and as many as 70% of full-time hires of companies 

participating in internship programs are former interns (Cooke, 2004).   

METHODOLOGY 

The Interns for Indiana staff closely monitor the program progress using a combination of 

quantitative and qualitative measures. The staff created separate databases to track longitudinal 

program participation for IfI students and companies. Data relating to students’ demographic, 

residential, and academic status were fully indexed. To measure the program’s longer-term 

outcomes, students are surveyed periodically after exiting the program to ascertain their current 

academic and employment status. IfI staff use qualitative measures to ensure the quality of 

experience for both interns and companies. Specific data-collection activities include: 

• Mid-semester student interviews 

• Site visits 

• Biweekly student journals 

• End-of-semester student surveys 
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• End-of-semester company surveys 

• Student focus groups 

The mixed methods assessment permits the staff to gain a holistic understanding of the 

participants’ experiential learning in the IfI program. 

FINDINGS 

Interns 

Table 1 provides data breakdown per session by student gender and academic standing as 

well as the number of participating companies.  A total of 198 students and 87 companies have 

taken advantage of the IfI program from summer 2004 through Spring 2006.  More interns were 

male (62%) than female (38%), which can be attributed in part to higher numbers of male 

applicants from technology and engineering disciplines. Undergraduates (85%) far outnumbered 

graduate students (15%) due to alternative funding opportunities open solely to graduate students. 

Table 1. Interns for Indiana Statewide Tracking Data – Summer 2004 through Spring 2006 
 Sum 

‘04 
Fall 
‘04 

Spr 
‘05 

Sum 
‘05 

Fall 
‘05 

Spr 
‘06 

Total* 

Students placed 
(new) 

37 
(37) 

47 
(28) 

70 
(33) 

75 
(45) 

67 
(30) 

64 
(25) 

198  

Gender: Male 23 29 50 52 47 40 123 62% 
Female 14 18 20 23 20 24 75 38% 

Academic standing: 
Graduate  

9 6 7 16 7 8 30 15% 

Undergraduate 28 41 63 59 60 56 168 85% 
Companies  
participating per 
term 

22 31 42 52 45 42 87  

*Numbers based on unduplicated student and company participants 
 

Survey results, shown in Table 2, indicate that the program has had significant impact on 

the attitudes of IfI interns. The majority of students (61%) responded that they are more likely to 

work in Indiana as a result of their participation, which has contributed directly to the increased 

retention of graduates in the state. When focusing on students who stayed in IfI for three sessions 
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(an entire year). Seventy-five percent of these students affirmed that the program increased their 

likelihood to stay in Indiana.  The results show that the longer students stay in the program, the 

greater the program impact on the students’ likelihood to stay in Indiana. A benefit of the 

program is the increased retention of graduates in the Indiana workforce.  The IfI experience 

further broadened the career options for 89% of students. Also, 80% (78 of 97) of students 

offering comments reported that their participation had influenced their career goals while the 

proportion for undergraduates reached 84% (67 of 80).   

Table 2. Student Survey Results: Likert Scale Items (n=102) (through Spring 2006) 
Item Statement Frequencies 

 str/agr agree disagr Str/dis 
I am happy that I participated in the IfI program. 75 26 1 0 

My participation in the program increased my interest in 
working at a small/start-up company.   

29 53 19 1 

My experience in the program heightened my interest in 
starting my own company. 

18 43 38 3 

My internship helped me gain greater confidence in my 
ability to succeed in the business world. 

 
53 

 
43 

 
6 

 
0 

I made a valuable contribution to the company in which I 
was placed. 

 
50 

 
44 

 
6 

 
2 

As a result of my participation in the program, I am more 
likely to stay and work in Indiana after graduating. 

22 40 37 2 

My IfI experience broadened my career choices.  48 43 10 1 

 
Seventy-four percent of students also responded on this survey that the seminar and journals 

required through the course enhanced their internship experience. The following remarks are 

typical of student comments: 

• “Indianapolis has now joined my short list of places I would consider working after 

graduation.” 
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• “Working for a growing small startup business has helped me to realize that there are 

plenty of career options available related to my field right here...” 

•  “It showed me more options in a particular field that I didn’t know were there.” 

• “My primary hope is a job at Apple Computer.  But having experience working for 

smaller companies, I’ve begun to consider working for smaller third-party developers.” 

• “I am more open to working with smaller companies because I know I will be given more 

challenging tasks.” 

• “I learned that starting a business is not as difficult as I imagined.  I have had several 

ideas but always managed to talk myself out of them, thinking there was no way I could 

raise the funds/get all the information together to start a business.” 

Based upon student survey feedback, the seminar course at the West Lafayette campus 

has been updated to provide seminars that were relevant and did not repeat information that 

students had already learned. One previous challenge for the system-wide program coordinator 

was to create an academic course component that was relevant to all interns. The program draws 

undergraduates and graduate students at all levels from across most majors and fields of study, 

which accounts for the programming difficulties. In order to accommodate the interns, the West 

Lafayette campus continued its seminar series but allowed them to attend outside events for 

credit. Students were able to choose which outside events they attended from a list provided by 

the program coordinator, and students could submit other events for approval to count for credit.  

These optional events included seminars, classes, and conferences related to certain academic 

majors, entrepreneurship, leadership, ethics, diversity, management, technological innovation, 

etiquette, and professional development. Requiring students to go to a certain number of these 
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optional events let them focus their IfI experience on key areas of interest while also benefiting 

from the traditional IfI program seminars throughout the semester.  

The data collected through the assessment activities have been used extensively to 

improve operational effectiveness and efficiency of the program. The intern/company matching 

process and the selection of workshop topics/speakers, for example, has been significantly 

modified in response to participant feedback.  

Companies 

Not only has the IfI program impacted its interns, IfI also has promoted the businesses 

and institutions engaged with this project.  Table 3 shows the post-graduation activities of 

the interns. A survey was administered to all former IfI interns, and 83 students 

responded that they had graduated from Purdue University. The results denote that 

21.7 % of alumni work full-time at their internship company and 71.8 % remained in 

Indiana post-graduation for full-time employment or to pursue graduate studies. The 

retention rate for IfI students is 15.8 percentage points higher than the overall Purdue 

retention rate of 56%, based upon most recent published data from 2003 the school. The 

program additionally has increased student interest in working for a small/start-up 

company and even starting their own companies. To date, five students have already 

started their own business.   
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Table 3. IfI Program Alumni Placement 
Total Number of graduates 83* 
Full-time employment with internship company 18 
Full-time employment with another Indiana company 28 
Full-time employment out-of-state 15 
Graduate school in Indiana 5 
Graduate school out-of-state 5 
Recent graduate still seeking full-time employment or graduate school admission 12 
Overall Indiana retention 72% 
Overall Indiana retention – Purdue 56%** 
*82% of former IfI alumni reporting through Spring 2006 
**Purdue system-wide retention from 2003 (most recent published data) 
 

Table 4 shows the post-graduation data for students who participated in IfI during their 

final academic year. Seventy-five percent of these students have remained in Indiana and sixteen 

of 38 students are now working full-time with their internship company. 

Table 4. IfI Placement for Students Participating During Their Final Academic Year 
Graduates who interned with IfI during their final academic year 61  
Full-time employment in Indiana 38 62% 
Graduate school in Indiana 8 13% 
Full-time employment out-of-state 11 18% 
Graduate school in Indiana 4 7% 
Overall Indiana retention 46 75% 
 

Company survey results (Table 5) signify that the program has supported the 

development and growth of local companies. All 42 companies surveyed reported that they plan 

to add new jobs within the next year. This increase in positions, combined with the fact that 93% 

of companies said they would consider hiring their IfI intern, shows that the program has created 

a great potential for interns to become full-time Indiana hires. Seventeen companies have found 

capable employees by hiring their former interns (including one company that hired two interns).  

Likewise, 93% of companies responded that their interns have helped their companies grow, 

which in turn will help create more jobs in the future.   

2007 HICE Proceedings 
Page 5310



  Experiential Learning Benefits     10  

Table 5. Company Survey Results: Likert Scale Items (n=42) (through Spring 2006) 
Item Statement Frequencies 

 str/agr agree disagr Str/dis 
Participating in the IfI program has been a positive 
experience for our company. 34 7 1 0 

The IfI program coordinators offered us a strong pool of 
intern candidates. 16 18 8 0 

If an appropriate position became open at our company, 
we would consider hiring our IfI intern(s) on a permanent 
basis. 

26 13 3 0 

Our company was pleased with the intern(s) placed with 
us during our participation. 

 
26 

 
15 

 
1 

 
0 

The intern(s) placed through the IfI program has assisted 
our company in its growth. 

22 7 3 0 

 
The following are company comments regarding the contributions made by their interns:  

• “(The intern contributed) significant assistance in marketing research pertinent to an 

upcoming product launch, exploration of potential target markets for sales prospecting, as 

well as competitive analysis in the local and regional marketplace.” 

• “(The intern) has been involved with all stages of the tests and has become proficient 

with every process involved in the experimentation. This proficiency has allowed larger 

tests to be undertaken and has reduced turn-around time on the process.” 

• “As a small business, we continually are faced with a variety of projects that are both 

directly and indirectly related to client and operational administration. It seems there are 

rarely enough resources available to respond to every concern in a timely fashion. The 

additional support we've received has allowed us to better serve client's needs and 

attend to various internal and administrative functions with greater ease.” 
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• “One of the biggest challenges was our managers' lack of management experience. It was 

an adjustment getting used to having someone we could delegate work to. During our 

participation in the program our management skills have grown tremendously.” 

SUMMARY AND CONCLUSIONS 

The Interns for Indiana program at Purdue University received initial grant funding from 

Lilly Endowment Inc. as part of the Opportunities for Indiana initiative. The statewide program 

operates at four campuses: Indiana University – Purdue University Fort Wayne, Purdue Calumet, 

Purdue North Central, and Purdue West Lafayette.  From its inception in summer 2004 through 

spring 2006, IfI has placed 198 interns statewide with 87 different Indiana companies, 

contributing an estimated 117,200 hours of labor to Indiana start-up companies.  

Analysis of survey data along with the student journals confirms that IfI students exhibit 

greater self-efficacy and significant appreciation for work environments they find most suitable.  

Students better understand their career goals, ability to succeed professionally, and ability to start 

their own company after completing their IfI internship experience.  Also, the wide array of 

academic disciplines represented by IfI students confirms that these entrepreneurial internships 

benefit students across a variety of majors.  Their responses indicate, moreover, an increased 

appreciation for employment available within Indiana which has culminated in a 75% overall 

retention rate of IfI graduates staying in Indiana.  Finally, company survey results reveal that 

interns and their skilled resources have had helped company growth at 93% of participating 

companies. The Interns for Indiana program has shown success in reaching its goals to provide 

professional training for students, offer various occupational opportunities within the state of 

Indiana, and foster economic growth of local business.  
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Abstract 
 

  A review of the Core Curriculum in several states indicates that 

teaching of and about Native American history and culture is concentrated at 

the elementary level as an element of each state’s history. It is the belief of 

this writer that native and non-native students, as well as native populations 

in general, would benefit if such instruction occurred in high school. 

Instruction at the elementary level is largely activity oriented and tends to be 

specific to the local tribe or tribes, with little or no reference to the more 

general history of the native experience in the rest of the nation. This paper 

is part of a larger project to develop a curriculum treating Native American 

history and culture in a larger context, with the intent to seek change in the 

Core Curriculum at the state level to advance and expand this area of 

teaching and learning. 
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The roles of Heads of Schools 
in a regional Australian university 

Larry Smith and Morna Winter-Irving 
University of New England 
Australia 

 
Abstract 
Australia’s universities are undergoing rapid and pervasive change as they move both through 
necessity and government policy to a more entrepreneurial and business-like character”. In this 
context for Higher Education in Australia, the survival of universities would appear to depend 
significantly on the business acumen and expertise of their ‘middle-level’ leaders and managers. 
The research reported in this study attempts to provide important contemporary insights into the 
nature and contribution of the role of the Head of School in Australian universities. 
 
 
Introduction 
 
This paper provides some of the findings from a study into the roles and responsibilities 
of Heads of School in a regional Australian University, and the factors that promote or 
inhibit the capacity of those Heads of School to perform their duties in an efficient and 
effective manner. 
 
Methodology 
The research methodology considered most appropriate for the collection and analysis of 
information for the study was a “modified Delphi” approach (Adler & Ziglio,1996; 
Gordan,1994;  Helmer,1983; Pollard&Pollard,2004; Smith,1982; Uhl & Hensley,1974; 
Williams,et al.,2004). The Delphi method is a structured process for collecting and 
synthesizing ideas and opinions from a group of relevant ‘experts’, using a combination 
of interviews, discussions and questionnaires, interspersed with controlled feedback 
(Adler & Ziglio,1996).  
 
The modified Delphi approach used for this study followed the model suggested by 
Smith (1982), Helmer (1983), Gordan (1994), Adler and Ziglio (1996), and Pollard and 
Pollard (2004). It consists of the following seven key steps: 
1. Define the issue(s) or question(s) to be addressed precisely and succinctly so that 

participants are clear about the area that is being addressed and the parameters within 
which they are being requested to contribute. 

2. Conduct a series of face-to-face semi-structured interviews with an appropriate 
sample of relevant stakeholders in order to obtain a comprehensive set of views and 
suggestions in relation to the research. 

3. Review relevant documentation (policies, rules, procedures manuals, brochures, 
official reports) and available literature (journals, books, research studies, web sites) 
in order to identify what is currently known or postulated or believed. 

4. Use each unique idea or suggestion developed through steps 2 and 3 above to 
construct a questionnaire in which respondents will be requested to indicate their 
‘level of support’ for each questionnaire item using a Likert-type scale. 
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5. Determine an appropriate sample of relevant stakeholders to complete the 
questionnaire, including all participants involved in the interviews identified in step 2 
above, and distribute the questionnaires. 

6. Analyse the responses to the questionnaires, placing an emphasis on the ‘consensus’ 
or majority view with respect to each item. 

7. Use the combined set of information obtained from interview, document analysis, 
literature review and questionnaire to prepare the final report and recommendations, 
including – if appropriate – “setting the identified ‘reality’ into a theoretical 
framework for further research” (Smith,1982:14). 

 
This paper focuses on Step 2 of the methodology: the face-to-face interviews. 
 
The size and scope of this study made it impractical to attempt to conduct face-to-face 
interviews with a representative sample of all academic and administrative staff impacted 
by the role of the Head of School at the university, particularly as at least an hour is 
required for each interview. As a consequence, interviews were limited to existing Heads 
of School, based on the assumption that this group would be likely to generate the range 
of key issues relevant to the topic. 
 
Interviews were of one hour in duration, and were held at a location determined by each 
Head of School (usually their office). The interviews were structured around five open-
ended questions: 
1. What do Heads of School perceive to be their key roles and responsibilities? 
2. What are the key factors that assist Heads of School perform their job effectively? 
3. What are the key factors that inhibit Heads of School from performing their job 

effectively? 
4. What factors are likely to attract someone to be a Head of School? 
5. How might the effectiveness of the role of the Head of School be improved? 
 
Responses were recorded by the researcher in written-form only as several Heads of 
School had registered concern about having the interviews taped. 
 
The university involved in this study has seventeen Schools, and thus seventeen Heads of 
School.  Ten Heads of School participated in the interviews. Of the seven Heads of 
School who did not participate, four were on extended leave (and the staff acting in their 
position did not feel sufficiently knowledgeable of the role to be interviewed) and three 
were new appointments and felt they were not yet sufficiently experienced in the role to 
provide valid information. 
 
Roles and responsibilities 
The major roles and responsibilities of Heads of School were reported as: 
1. General management of academic staff. The consistent view expressed by all of the 

Heads of School interviewed was that the primary function of a Head of School is 
“management and leadership of human, financial and physical resources within their 
School”.  Heads of School consider themselves to be “the critical link between theory 
and practice; expectation, mandate and implementation; and policy and procedure in 
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the University”. They see themselves as bridging the gap between University 
management and academic staff, between the ‘business’ and ‘education’ imperatives, 
yet they feel they “are often squeezed and drained by the demands of both”.  The 
management of academic staff is seen to be a complex, difficult, and frustrating 
function for a Head of School, particularly in larger Schools and Schools that are 
comprised of multiple and sometimes essentially unrelated disciplines.   

2. Workload allocation.   The allocation and monitoring of workloads, especially in the 
continuing higher education environment of tight budgets and less than desirable 
staffing levels, was reported as a major role of the Head of School.   In order to fulfil 
this function, Heads of School argue that they are required to balance finances and 
financial priorities, existing and predicted student load, identified areas for curriculum 
growth or contraction, staff expertise and experience, significantly differing staff 
“work ethics”, research and consultancy commitments of both individual academics 
and the School in general, and University and community obligations such as 
committee membership and working party participation.  

3. Managing conflict. All Heads of School asserted that their responsibilities with 
respect to workloads are a major on-going source of tension and conflict between 
themselves and at least some members of the academic staff of their Schools.  The 
Head of School is also the first ‘port of call’ for staff who are in conflict with each 
other, necessitating them to provide or facilitate both ‘informal’ and if necessary 
formal attempts at mediation and/or arbitration.   

4. Ensuring compliance with University policies and procedures. Heads of School 
indicated that they are responsible for ensuring compliance of staff with University 
policies and procedures. Among other things, this includes ensuring that staff 
complete relevant travel and leave forms, provide assessment results on-time in the 
required format, and fulfil all obligations to students.  Where staff do not comply, 
Heads of School are required to engage in timely and appropriate counselling, and if 
necessary, disciplinary action.   

5. Financial management. Heads of School are held accountable for all expenses 
relating to the delivery of academic programs, student support, staff support, staff 
development, staff travel, staff expenditure, and general administrative support. The 
situation is complicated by the reality that very few Heads of School have significant 
training or prior experience in financial management.  

6. General administration. Heads of School are responsible for the general 
administrative efficiency and effectiveness of the School office and related 
administrative systems.   

7. Leadership. Effective, strategic, outcomes-oriented leadership is an inherent 
assumption of most of the prescribed roles and responsibilities of Head of School. 
Heads of School are expected to take a leading role in the development of educational 
visions for the programs in their Schools, and to lead the development and 
implementation of strategies for bringing those visions to reality.  Further, Heads of 
School formally are ascribed responsibility for working with all School staff to 
develop annual goal setting statements and associated implementation strategies. 

8. Professional development of staff. Heads of School are held accountable by the 
University for the appropriate professional development of their staff, both academic 
and administrative. Heads of School see a significant professional role for them in 
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“informal counselling of staff regarding their performance. The Head of School also 
is responsible for encouraging and supporting, financially and administratively, the 
attendance of staff at relevant national and international conferences. 

9. School research performance. The Head of School is responsible for the overall 
research performance of their School. This means that the Head of School must 
encourage experienced researchers to publish widely and to chase research grants and 
consultancies, while simultaneously mentoring less experienced researchers.  

10. Quality of teaching and supervision. Heads of School are responsible for both the 
overall standard of teaching and higher degree research supervision in their School, as 
well as for the quality of teaching and supervision by individual academic staff 
members. 

11. Student support. At the University involved in this study, most formal student support 
services are provided through dedicated Centres or agencies, such as the Student 
Centre and the Library.  Nevertheless, Schools – and thus Heads of School – are 
responsible for providing quality feedback to students regarding any concerns they 
may have regarding the teaching, content, teaching materials or assessment for the 
units they are studying. Schools – and thus Heads of School – are also responsible for 
ensuring that full-time higher degree research students have appropriate working 
space and equipment, and that Residential Schools are administrated to provide the 
greatest benefit for students. 

12. Quality of units/ subjects. Heads of School are formally responsible for the quality of 
the academic units/ subjects offered by their School.  This involves oversighting, and 
ultimately being responsible for, the design, development, and presentation of the 
units, as well as the timely review and redevelopment of units to ensure currency and 
consistency with School, Faculty and University programs and objectives.  The Head 
of School also is responsible for ensuring that units are taught and assessed by 
appropriately qualified and experienced academic staff.  The number of units that a 
Head of School is responsible for frequently exceeds 100. 

13. Implementation of University policies and procedures. The Head of School is 
responsible for ensuring that all University policies and procedures are implemented 
as specified at the School level. This involves a very significant knowledge and 
practical understanding of  University policies covering such things as unit and course 
accreditation, program reviews, leave arrangements, working arrangements, 
grievance procedures, enrolment processes, credit arrangements, results processing, 
marketing and advertising guidelines, staff appointments, casual staffing 
arrangements, and invoicing. It also requires an understanding of the particular 
policies and procedures of the various peak University committees, such as Academic 
Board, Finance Committee, and the Entrepreneurial Committee. 

14. Committee membership. At the University chosen for this study, Heads of School are 
expected to be members of a wide range of administrative and academic committees, 
including all general School and Faculty Committees, selection committees, and the 
Academic Board of the University.  A review of the diaries of randomly selected 
Heads of School suggests that across a year, Heads of School generally will be 
required to attend between ten and fifteen committee meetings a month.  The 
scheduled duration of these meetings typically is two hours, meaning that formal 
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meeting attendance associated with committee membership normally involves twenty 
or more hours a month of activity by a Head of School. 

15. Community relations and profile. The Head of School has direct accountability for 
the marketing of School programs and activities to the local community, and for 
providing appropriate information to the University’s marketing area on ‘news-
worthy’ events and achievements. 

16. Entrepreneurship. Increasingly, Heads of School are expected top oversight the 
generation of funds from external sources to support the operating costs of the 
University and, in particular, their Schools. As well as being entrepreneurial 
themselves, Heads of School necessarily are required to take responsibility for 
developing entrepreneurial skills and mindsets among the staff of their Schools.   

17. Personal teaching, supervision and research profile. The position of Head of School 
is only allocated a half time load.  As a consequence, Heads of School are required to 
accumulate the equivalent of a 0.5 full-time load in teaching and supervision, as well 
as maintain a significant research profile, in addition to all their other duties.  

18. ‘First port of call’. The Head of School generally is the ‘first port of call’ for staff 
complaints, requests, queries, wish lists, concerns, and “character assassination of 
colleagues”.  The Head of School is seen “to be simultaneously priest, miracle 
worker, counsellor, judge, confidant, and comrade in arms”. 

 
Factors assisting Heads of School to perform their role 
Nine factors consistently were identified by Heads of School as assisting them to perform 
their role. It is worth noting that most Heads of School stated that this was a difficult 
question to answer, not because there were not a number of factors currently assisting 
them greatly in performing their role, but because they “spend so much time immersed in 
the negatives that [we] never really get much of an opportunity to reflect on the 
positives”. 
 
The nine key factors identified by the Heads of Schools as assisting their role were: 
1. Clear policy guidelines and procedures. Policy guidelines and procedures that are 

clearly written, comprehensive and oriented towards practical application are seen to 
be a major assistance to Heads of School in performing their role.  All Heads of 
School, however, indicated that there is significant variation in the quality and 
useability of policy and procedures documentation at the University. 

2. Effective and timely support from the Executive Dean. All Heads of School indicated 
that their role would be impossible without the direct and overt support of their 
Executive Dean for the sometimes very difficult decisions they are required to make. 
In this respect, those Heads of School who appeared to the researcher to be exhibiting 
the greatest degree of stress in their role, and who seemed to feel the least positive 
about the outcomes they are achieving, were also, without exception, the Heads of 
School who were most critical about the level of support they perceived they have 
been receiving from their Executive Deans. Alternatively, the Heads of School who 
appeared to the researcher to be most confident in their role were those who indicated 
that they enjoyed strong, consistent and visible support from their Executive Dean on 
a wide range of issues. 
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3. Effective and timely support from central administrative units of the University. All of 
the Heads of School interviewed clearly articulated their heavy reliance on central 
administrative units (such as Human Resources Management, the Student Centre, and 
Financial Services) for accurate and timely advice on a range of issues about which 
they considered they themselves had inadequate knowledge and expertise.  

4. Collegial support from the academic staff of the School. Heads of School consider 
that they have so much to do and so little time to do it in that they simply cannot 
operate without the full cooperation of their academic colleagues. In particular, Heads 
of School indicated that they needed patience and understanding from their academic 
colleagues – patience in that not everyone’s issue can be addressed immediately, and 
understanding in that the Head of School should not be held personally accountable 
by colleagues for the nature of policies and decisions made by senior university 
managers.  

5. A committed and competent administrative team. All of the Heads of School 
interviewed indicated that their capacity to fulfil their role was directly related to the 
capacity and commitment of the administrative staff in their Schools.  

6. A good Faculty Resource Manager. Heads of School – on their own admission – 
rarely have significant experience or expertise in financial management, yet Schools 
generally have operating budgets of $0.5million or more. As a consequence, they 
require timely, accurate and strategic advice in relation to fiscal matters. At the 
University involved in this study, that role is fulfilled by the Faculty Resource 
Manager – a person delegated overall responsibility for the financial matters of each 
Faculty, and of each School within the Faculty. The Heads of School all stressed, 
however, that being a ‘good’ Faculty Resource Manager requires much more than 
simply being competent in financial management – it also required the capacity and 
desire to regularly interact with and support Heads of School in understanding the 
implications of financial issues, and in making realistic recommendations about how 
to deal with those issues. 

7. A strong and collegial Heads of School network. All of the Heads of School 
interviewed lauded the importance of a strong collegial network among all Heads of 
School at the University. The major strengths of a strong and collegial peer network 
are seen to be: sharing of experiences; the capacity to learn from the successes and 
failures of others; emotional support; and consistency of approach across the 
University, which acts as a protection for each Head of School when particular staff 
become aggressive about decisions that have to be made. 

8. Relevant management training for Heads of School. Most of the Heads of School at 
the University under study had little or no management experience or training prior to 
their current appointment. Consequently, all expressed a seemingly genuine desire to 
engage in as much relevant training – formal or informal – as possible. 

9. Positive support from the Tertiary Staff Unions. Industrial relations is a very 
important component of the role of Head of School, and so interactions with the 
various unions representing University academic and administrative staff is a frequent 
occurrence. All Heads of School indicated that they felt they have strong and 
mutually-productive relationships with the Tertiary Unions at the University under 
study. 

 

2007 HICE Proceedings 
Page 5323



Factors impeding Heads of School from performing their role 
The twelve key factors identified by the Heads of Schools as impeding their capacity to 
perform their role were: 
1. Lack of available time. Heads of School at the University chosen for this study are 

provided with a 0.5 loading for performing the role. The other 0.5 of their 
appointment must be devoted to teaching, supervision of higher degree research 
students, and personal research (including refereed publications). Every one of the 
Heads of School interviewed indicated that it is simply impossible for a Head of 
School to address the requirements of the role within a 0.5 loading (that is, 
approximately 18 hours a week).  

2. Lack of clarity in policies and procedures. All of the Heads of School interviewed 
expressed extreme frustration at the lack of clarity in the policies and procedures they 
are expected to follow and enforce. Further, they asserted that the policies and 
procedures were often difficult to access, and were constantly being changed, often 
without advice to Heads of School that this had occurred.  

3. The amount of unnecessary ‘administrivia’, or systems duplication..  All of the Heads 
of School interviewed complained about the number of times different parts of the 
‘university hierarchy’ ask for the same information, often within extremely short 
timeframes.  

4. A lack of adequate, appropriate and timely support from ‘the University’ when 
dealing with difficult staff or staff matters. All Heads of School provided anecdotes 
regarding what they considered to be a significant lack of appropriate and timely 
support by the University when they are required to deal with particularly difficult 
and aggressive staff. Not only do Heads of School consider that they lack the 
appropriate level of support from ‘the University’, but they also believe that ‘the 
University’ often acts to support the very staff who are opposing attempts by Heads 
of School to enact University policies and procedures. One Head of School 
summarised the situation as follows: “I am sick to death of having staff not only 
being allowed to shoot the messenger, but also of having the University tell them how 
to load and shoot the gun”. 

5. A lack of adequate and appropriate incentives. Heads of School see the ‘excessive’ 
time demands of their job as impacting negatively on their academic career paths. The 
Heads of School interviewed all argued that they simply did not have the time to 
undertake the research or to produce the publications necessary to gain promotion 
during or immediately after their period as a Head of School. Further, all the Heads of 
School expressed concern that their managerial commitments actually undermined 
their research capacity, because it progressively extracted them from many of their 
professional networks and professional association activities. 

6. Slowness of university processes. There was universal disquiet among the Heads of 
School interviewed regarding the time taken by ‘central University support areas’ to 
process requests for payment, advice, or academic or administrative action.. 

7. Lack of financial control.  The Heads of School all provided anecdotes regarding the 
difficulties they encountered in dealing with the anomaly that while the School is the 
point at which the majority of finances are expended, the School – at least in the 
University under study – is not itself a cost centre. In simple terms, the Head of 
School is responsible for ensuring that the School operates within budget, yet has 
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very limited control over that budget. As a consequence, financial planning is seen to 
be cumbersome and unacceptably uncertain for Heads of School, and is considered an 
area of great “vulnerability” for them. 

8. Inadequate IT support. One of the greatest frustrations for the Heads of School 
interviewed is what they perceive to be inadequate and dysfunctional IT support and 
infrastructure. All of the Heads of School expressed their extreme frustration at what 
they consider to be “ill-designed, inaccurate and inadequate IT systems that are not 
capable of providing [them] with the information [they] want in the form [they] want 
it at the time [they] want it”.  

9. Unreasonable expectations by academic staff.  As discussed previously, the Heads of 
School are very sensitive to the reality that they are the “frontline of management – 
the people who have to pass on the bad news, and enforce compliance with rules and 
regulations of the University”. Clearly, this is a difficult situation for the Heads of 
School, and they need to rely on their colleagues in their Schools to “understand that 
the Head of School can not change the rules, and that it is unreasonable to shoot the 
messenger”. Reportedly, most staff understand the difficulty of the situation, and 
work in a very collegial way with their Head of School to achieve mutually beneficial 
outcomes. Major problems occur, however, when particular staff resist complying 
with University rules, regulations and decisions, and actively direct their opposition at 
the Head of School.  

10. Excessive number of mandatory meetings. There was unanimous agreement across 
the Heads of School interviewed that – particularly given they are only on a 0.5 
administrative load – the number of School-, Faculty- or University-level meetings 
they are required to attend during the year is “absurd” and a major impediment to 
their capacity to fulfil their role satisfactorily. 

11. Lack of input to decision-making.  The Heads of School expressed their concern at the 
low level of input asked of them into University policies and procedures, particularly 
those that impacted at the School level. Their belief is that if the University expects 
policies and procedures to be implemented smoothly and effectively, then the people 
who will be charged with ‘frontline implementation’ – the Heads of Schools – should 
be significantly involved in the design and development of those policies and 
procedures. 

12. Personal lack of specific skills and experience.  All of the Heads of School 
interviewed openly acknowledged that their own lack of knowledge, skills and 
experience in ‘line management’ created significant problems for them in performing 
their role.  

 
Factors likely to attract someone to the role of Head of School 
Three common factors emerged that the Heads of School suggested might attract 
someone to apply for the position: 
1. Increased pay and leave incentives. All ten Heads of School suggested that people 

might be attracted to the position if a significantly higher monetary incentive was 
attached “to offset the widely known negatives of the position in a modern 
University”. Some of the Heads of School suggested that financial incentives could 
come in forms other than direct salary; for example, the provision of money to pay for 
a research assistant to assist the Head of School to maintain a satisfactory research 
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profile. Others suggested that additional study leave entitlements and professional 
development funding assistance available at the end of the term as Head of school 
would certainly be an attraction for many people. 

2. Professorial status while Head of School. In the University involved in this study, 
almost all Heads of School are Associate Professors. There was general support for 
the notion that Heads of School being afforded Professorial status while they are in 
the role would be a significant incentive for people at Associate Professor level to 
apply. 

3. Greater acknowledgement in the promotion process. Currently at the University 
involved in this study, the maximum ‘weighting’ towards promotion that a member of 
staff – including Heads of School – can claim for service to the university and wider 
community is 35 percent. This means that while Heads of School are formally 
spending 50 percent of their time on service to the University and wider community 
(and in reality generally much more than that), they only receive around one-third 
credit for that effort towards promotion. Heads of School believe that the weighting 
for service to the University and wider community should at least reflect the formal 
time allocation for their role; that is, at least 50 percent weighting.  

 
Suggestions for improving the effectiveness of the role of Head of School 
At the conclusion of the interviews, the Heads of School were asked to identify how they 
thought the effectiveness of the role of the Head of School might be improved in the 
University. It was stressed that this question specifically referred to the effectiveness of 
the role, rather than to ways of providing personal and professional benefits for the 
particular individuals occupying the position of Head of School. 
 
Nine suggestions for improving the effectiveness of the role of the Head of School at the 
University were identified: 
1. More clearly define the role and responsibilities of Heads of School.  All ten Heads of 

School interviewed identified a need for the University to “more clearly, precisely 
and reasonably” define the role and responsibilities of Heads of School. Currently, 
they believe that there are far too many ‘grey areas’, resulting in Heads of School 
frequently “being uncertain as to whether they should be involved in certain 
situations, and if so, whether they are expected to take the lead, and if so, what is the 
extent or limitations of their ‘powers’ ”. 

2. Make the Head of School a full-time position.  All ten Heads of School stated, very 
firmly, that “the range of formal responsibilities and overt expectations” placed on 
them by University management and staff is “far in excess of what can reasonably be 
undertaken, with any semblance of quality, within a 0.5 appointment”.  

3. Increased administrative support.  A majority of the Heads of School interviewed 
indicated that they are “having to undertake, personally, a plethora of purely 
administrative tasks” and that their existing administrative staff are “stretched to the 
limit” because “significant activities have been devolved in recent times to the 
Schools” and because the “commercial push has significantly increased the 
administrative load on Schools without any recognition of this from the University in 
the form of increased staffing”. 
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4. Clearer University policies and procedures. All ten Heads of School entered a plea 
for much clearer University policies and procedures. They argued that it frequently is 
very difficult to obtain a clear understanding from existing policies and procedures as 
to what should be done in particular situations and how.  

5. Better training for Heads of School, both before and after undertaking the role. All 
ten Heads of School interviewed argued that a Head of School needs a range of high 
level knowledge and skills and experience that generally is not part of the roles they 
occupy prior to becoming a Head of School. Further, they consider that the 
consistency and rapidity of change in policies and procedures within the University 
requires a more targeted and structured approach to professional support for Heads of 
School than currently is the case . 

6. Increased responsibility for dealing with matters of discipline to be accepted by the 
Executive Deans and other senior University administrators.  
A majority of the Heads of School interviewed indicated that they generally feel “out 
there own our own” when there is a necessity to discipline academic staff. They 
consider that currently Executive Deans and other senior Administrative staff “prefer 
to remain unbloodied on the real battle fields of this university, where the Head of 
School must take a stand against aggressive and non-compliant academic staff”. The 
Heads of School believe that difficult decisions and disciplinary matters should be 
much more of a joint management responsibility, and in this regard, that Executive 
Deans and other senior University administrators should be taking a much more overt 
and proactive role. 

7. School-friendly IT systems.  All the Heads of School interviewed stated that they 
could do their job much better, and with much less stress, if “IT systems were more 
accurate, user-friendly, and worked for the benefit of staff and students”. 

8. Better communication with Schools.  All ten Heads of School interviewed indicated 
that “a lot of information simply fails to get down to the School level, at least in the 
detail with which it originated. Yet the information usually refers to activities that are 
expected to be implemented at the School level”. It follows, therefore, that the Heads 
of School believe that the University should significantly improve the nature and 
quality of communication to Schools. 

9. Greater involvement of HOS in decision-making.  It is the belief of those interviewed 
that the opinions of Heads of School should be sought much more frequently in 
University decision-making forums “to ensure that policies and procedures are 
implementable, or can be implemented most efficiently, at the School level where the 
rubber in most cases hits the ground”.  

 
Conclusion 
Australia’s universities are undergoing rapid and pervasive change as they make a 
“dramatic transition …. to a more entrepreneurial, commercial and managerial character” 
(Harman, 2005:80). In the current ‘business’ context for Higher Education in Australia, 
the survival of universities would appear to depend significantly on the business acumen 
and expertise of their ‘front-line’ or ‘middle-level’ leaders and managers, all of whom are 
now expected to exhibit high levels of knowledge and expertise in financial and human 
resource management, planning, strategy, conflict resolution, change management, and 
industrial relations (Coaldrake and Stedman,1999; Harman,2002; Marginson and 
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Considine,2000; Santiago,2004; Smith,2005). Yet, claims Smith (2005) and Deem 
(2002), most university middle-level leaders and managers have little background or 
training in the important business-related dimensions of their roles, “and they are 
struggling”. The research reported in this study attempts to provide important 
contemporary insights into the nature and contribution of the role of the Head of School 
in Australian universities. 
 
 
References 
Adler, M. & Ziglio, E. (1996). Gazing into the Oracle: The Delphi method and its application to 
social policy and public health. Bristol, Pennsylvania: Jessica Kingsley Publishers. 

Coaldrake, P. and Stedman, L. (1999) Academic work in the twenty-first century: Changing roles 
and policies. Occasional Paper Series, 99H, Department of Education, Training and Youth 
Affairs.  

Deem, R. (2000), “Managing Contemporary UK Universities – Manager-academics and New 
Managerialism”, Academic Leadership, Vol. 1, No. 3 

Gordan, S. (1994). Methods to solicit and Aggregate Expert Opinions - Delphi Technique. 
http://oregonstate.edu/gordons/research/processes/delphi.htm. 

Harman, G. (2002), “Academic Leaders  or Corporate Managers: Deans and Heads in Australian 
Higher Education, 1977 to 1997”, Higher Education Management and Policy,  Vol. 14, No. 2., 
pp. 53-70.  
 
Harman, G. S. (2005) Australian social scientists and transition to a more commercial university 
environment Higher Education Research & Development Vol24, No.1, p79-94 
 
Helmer, O. (1983). Looking forward: A guide to futures research. Beverly Hills, CA: Sage 
Publications.  
 
Marginson,S., & Considine,M. (2000) The enterprise university: Power, governance and 
reinvention in Australia Melbourne: Cambridge University Press 
 
Pollard, C. & Pollard, R. (2004) Research priorities in educational technology: A Delphi study. 
Journal of Research on Technology in Education, 37,145 – 161. 
 
Santiago, R., Carvalho, T., Amaral, A. & Meek, L. (2004), “Changing patterns in the middle 
management of higher education institutions: the case of Portugal”, paper presented at 16th 
Annual Consortium of Higher Education Researchers (CHER) Conference , 4-6 September, 
Porto, Portugal, pp. 32. 
 
Smith, R. E. (2005), “Departmental Leadership and Management in Chartered and Statutory 
Universities: A Case of Diversity”, Educational Management Administration & Leadership, Vol. 
33, No. 4, pp. 449–464 
 
Smith,L.R. (1982) Interpretive Structural Modelling as a decision-making tool: a restructured 
approach. MSc thesis, Griffith University. 

2007 HICE Proceedings 
Page 5328



 
Uhl,O. & Hencley,S.P. (1974) The Delphi Method. In Hencley,S.P. & Yates,J.R. Futurism in 
Education. LA: McCutchan pp97-114 
 
Williams, D. L., Boone, R., & Kingsley, K. V. (2004). Teacher beliefs about educational 
software: a Delphi study. Journal of Research on Technology in Education, 36,213 – 230. 
 

2007 HICE Proceedings 
Page 5329



Title:   A Leadership deficit: The discipline of development 
 
Author:  Linda M. Smith, Ed.D. 
 
Institution:  Palm Beach Atlantic University 
   901 South Flagler Drive 
   West Palm Beach, Florida 33416-4708 
 
eMails:  Linda_Smith@pba.edu 
   Drlin@adelphia.net 
    
Phones:  561.350.1401 
   561.803.2307 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 5330



  Linda M. Smith, Ed.D. 

Hawaii International Conference on Education, January 2007 2

A leadership deficit: The discipline of development 
Linda M. Smith, Ed.D. 

Email: Linda_smith@pba.edu 
 
 

Abstract 
The world is facing a leadership deficit within higher education institutions.  These very 
institutions have the opportunity to fill the gap by identifying emerging “best practice” 
leadership programs and developing curricula to eliminate the deficit.   A narrow 
functional expertise in leading post secondary institutions is passé; what universities 
demand will be those who are familiar with ways of increasing revenue, running 
competitive commercial-like organizations, and yet be a traditional administrator in a 
university setting.  They must understand what universities are about and emphasize with 
them, but they must also know how to run a business within a university.  Few college 
presidents have served previously as deans of business schools, but the task of leading a 
college is demanding the incorporation of business capabilities as an important 
intellectual engine in the leading of these institutions. A specific course curriculum to 
develop this type of leader may be the critical success factor to eradicate the deficit. 
 
Introduction  
 Today more than ever, there is a need for academic leadership that reflects a 
business attitude, and more importantly, business acumen.  Slaughter and Leslie state, 
“Policy makers at the level of the nation state, whether responding to pressure from the 
market, international capital mobility, or the business class, are concentrating state 
moneys on higher education units that aid in managing or enhancing economic 
innovation and thereby, competitiveness” (1997). The overarching purpose of this paper 
it to try to convince traditional post-secondary leaders that the leadership deficit should 
be considered serious and the ideas presented in this paper may move them into action.  
The desire of this author is to ask leaders to judge it as useful to the extent that it helps 
them understand how the development of the leaders, prior to obtaining their position, 
will close the deficit gap that is occurring in the ‘business’ of academics.  This will take 
discipline on the part of today’s leaders to implement the proposed seven course 
developmental curricula. The paper is an attempt to share “best practices” that is proven 
to be successful at the University of London, and examine the opportunity to transfer 
those best practices into the United States’ higher educational system.  This may be the 
beginning of eradicating the skill deficit of those who are charged with leading post 
secondary institution in the 21st century. 
 Many leadership scholars and practitioners state that they expect change to be one 
of the few constants in the twenty-first century (Huber and Walker, 2005).  This is 
already evident in today’s rapidly changing and turbulent business and academic 
environment.  Higher education is being driven by technological advancement, such as 
the rapid growth and demand in online education, and increasing competitive pressures in 
the global economy.  
 
 
 
 

2007 HICE Proceedings 
Page 5331



  Linda M. Smith, Ed.D. 

Hawaii International Conference on Education, January 2007 3

Organization  
 The paper begins with a discussion on the leadership deficit and follows with a 
program outline that encompasses coursework vital to post-secondary leadership in the 
21st century.  It examines the central ideas of these “best practices”, and explores an 
emergent model of leadership and global application based on a 2003 research conducted 
at the University of Oxford, United Kingdom. There is an argument for business-
enterprise benchmarking methods to be used within the academic environment, and for 
leaders to investigate a number of courses and learning tasks that would accelerate the 
development of those who have the desire to lead a Higher Education Institution (HEI) 
but not the skills nor the know-how in which to be successful in the competitive global 
environment.   The objective of this paper is to challenge the future HEI leaders to 
engage in such learning tasks, unmask traditional power, overcome fear of change, 
reclaim courageous leadership and practice a new style of leading.  The paper’s 
conclusion is a statement on how leaders can combat the tendencies to ignore the 
business aspect of a university, and provide a practical and relevant curriculum to teach 
future leaders a new approach to leading post secondary institutions.  
 
The awareness of the deficit 
 The environment of higher education is changing, and doing so at unprecedented 
speed and on a global scale. Historically it has been commonplace for a leader of a 
university to come from the ranks of academia. However, there is a chasm between being 
an academic, and moving into a post-secondary leadership role.  The chasm is a 
traditional mindset, lack of experience in a business enterprise environment, minimal 
preparation for such leadership, and lack of familiarity with all the aspects involved in 
managing and leading a college or university.  More recently, powerful external 
stakeholder groups have imposed a template of college-as-business-enterprise on higher 
education (Lyons, 2004).   
 Since higher educational institutions have historically been insulated from the 
business-enterprise configuration, and although the significant differences between 
higher education and business enterprises will remain, society is inviting a mindset into 
academia that is demanding an increase in value of the education and accountability from 
the colleges’ leadership. Along with the financial stringency that accompanies this 
mindset is that universities learn the art of financial survival in the new world (Williams, 
2003). The increasing number of college presidents hired from outside academia 
reinforces this new paradigm.   
 In the 21st century,  post secondary leaders are expected to design compelling 
visions, manage people efficiently, and steer their institution to profitability; but, where 
are the developmental actions that provide that skill or learning for these leaders?   
Consideration of the “best practice” learning presented in this paper may inspire leaders 
to experiment with different approaches in the way they develop future post-secondary 
leaders, or even allow space for the transferring of the best practice to occur within their 
university.  For example, how do we teach academics to ‘run on the edge’ if running on 
the edge is a competitive skill to possess. Those courageous leaders who are edge runners 
don’t fit squarely into any one box.  In their leadership journey they interpret trends from 
the marketplace, translate messages across the departments, and envision the future 
impact of today’s decisions and actions.  Running on the edge is a behavior of a leader 
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who knows how to use their campus infrastructure to generate income.  One example of 
using a campus infrastructure as a cutting edge endeavor is the University of Warwick’s 
campus grocery supermarket.  According to the 2002 Earned Income Report, the 
intrapreneurial enterprise generated over £4 million in one year.  “The University of 
Warwick’s supermarket is the most successful grocery store market of its type in the 
United Kingdom,” stated a key leader at that university.  In order to have a successful 
supermarket that is a model for the industrial sector, it was important to adopt a ‘runners 
on the edge’ mindset, and that is often seen as  risk taking by the university” (Smith, 
2003).  
 Being a leader who runs on the edge does not come without its challenges and 
often they clash with more traditional, rule-bound colleagues, and they are often 
frustrated by organizational systems that are risk averse.  And yet with today’s 
unprecedented speed of change, diverse, and globalized world, HEIs need to develop 
these special people in order to stay competitive.  A specific developmental curriculum 
that provides the laboratory for these new leaders to explore the opportunities and foster 
their creativity in all aspects of their leadership role is critical to the sustainability of a 
competitive college. 
 In the curricula there should be discussions on how academic leaders can generate 
income for their academic business, (intrapreneurial mindset) and also explore how the 
leaders of income generating ventures run their businesses that are not in the academic 
arena.  This is a very different aspect of college leadership than traditional perspectives. 
Kanter describes this type of experience as “opportunities for integrative thinking that 
actively embrace change,” (1983).  She stated in her book, The Change Masters, those 
schemes to create mechanisms for exchange of information and new ideas across 
boundaries, and ensure that multiple perspectives are taken into account in decision-
making, provide an environment where innovation flourishes (1983).  Now 23 years since 
her book was published, we are still able to identify a gap in leadership that does not have 
such schemes in place.  If we wish to create such schemes as Kanter describes, there 
needs to be a developmental curriculum strategy that prepares leaders, such as college 
deans, or even department chairs, and ultimately presidents of colleges and universities. 
To do this well, leaders need to understand what universities are about and empathize 
with them, but they also need to know how to run a business within a university.  This 
dichotomy requires the leader to know how to maintain a balance between the often-
conflicting demands of non-traditional actions and the core mission of the university.  
Universities need to know how to successfully manage the tensions between old and the 
new, between tradition and iconoclasm, between continuity and change.  The University 
of Oxford is in some sense the same institution that came into existence in the thirteenth 
century, in every detail, apart from a few remnants of buildings and occasional references 
to Greek philosophers; it comprises a different set of ideas, entities, and activities 
(Williams, 2003).    
 The business of universities and college is knowledge.  A modern university 
creates and interprets information and ideas and it trades in them.  Until the late twentieth 
century, ideas and information evolved slowly.  However, the need for the university 
enterprise to ensure survival and success is speeding up.  New ideas need to be acted on 
almost immediately or they will be appropriated elsewhere (Williams, 2003).  
 “Universities are based on knowledge, but no university or set of universities can 
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stop or even seriously slow its international growth.  Caught in the swell of knowledge 
production, even the richest institutions find full coverage of old and new fields beyond 
their capability” (Clark, 1998).  The “best practices” captured in this paper identify 
courses that may just transform a traditional leader into the leader required for the 21st 
century, which is currently in short supply.     
 What does it mean to lead in a higher education institution?  As a practicing 
educator in England, Michael Shattock suggests several specific ways leaders can help 
escape a traditional thought of leading in an academic setting (Shattock, personal 
communication, August 16, 2005).  One innovative strategy is through specific 
coursework in which future leaders will learn to identify their skills and techniques that 
transform their academic strength and link it to leading a business.  Another scheme 
would be to learn in an international virtual classroom with leaders who are enrolled in 
the same type of specific coursework.  This collaborative international laboratory would 
expose leaders to alternative approaches to leading by gaining an understanding and 
awareness of the enterprises their global colleagues are learning to lead.  This experience 
may be a catalyst in closing the gap of the leadership skill deficit. It will provide 
initiatives that will serve to create global thinking leaders who will understand 
academics, business practices, and a global perspective of leading.  The phenomenon of 
leading a university as a business creates a need for a leader to have feet in both camps; 
the academic side of the university and the business aspects of leading a dynamic, 
forward moving university.   
 The direction of university leadership is being transformed due to many factors;  
limited governmental and tuition based funding, global thinking, speed of technology 
changes, and the cost of not developing leaders to provide the new direction of 
universities.  We must know that we cannot untransform and then transform.  The 
transformation is a process, and the ideas presented in this paper may be the impetus to 
the transformational change on how we prepare leaders of higher education.  
    
The discipline to develop 
 The strategy underlying the outline of the best practice coursework from the MBA 
in Higher Education Program at the University of London maximizes the impact of 
gaining business acumen while also learning the academic nuances within a post 
secondary institution.  The time and energy invested in this effort will pay both short and 
long term benefits, not the least which is competitive posture for the institution and its 
sustainability.   These potential leaders may be described as hybrid leaders who have 
academic excellence with industrial relevance.  The person selected to fill the highest 
position within an institution needs to be familiar with ways of making money, running 
competitive commercial organizations, and yet be a traditional administrator in a 
university setting.  They must know what today’s universities are about.  They must 
empathize with them, but must know how to run a business within a university.  The right 
person to lead a HEI is one who is able to commute fluidly between university and 
industry.  It is difficult to get a leader who is good at both business enterprise and 
university.  Because if you are doing business enterprise you do not know about 
universities and if you are doing universities you do not know about business-enterprises.  
If missing either of those in the future, it is probably terminal in being able to lead a 
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university that is innovative, competitive, and a place where intrapreneurial creativity 
flourishes.   
 The proposed course contents offer an intellectual and professional challenge that 
will become recognized components in the professional formation of future higher 
education managers in the United States.  The courses will foster the creation of a 
community of practice, including an international community with the proposed 
collaborative work with international institutions.  Six of the courses are an example of 
what is being taught in the program at the University of London, and the seventh is a new 
course designed for providing future leaders to look through the lens of a different 
approach to leading.  The total program from the University of London would not be 
instantly transferable to United States’ higher educational institutions, and it would be 
unjust to attempt to do so.  However, there are some elements within the program that 
would transfer well into the United States’ structure if today’s leaders are open to change, 
and are not feint of heart.  The proposed program would consist of seven courses: 

1. Higher education and research institutions as organizations: Strategic 
Management. 

2. The management of financial resources in higher education: Principles of 
university finance. 

3. Management of teaching and research in higher education. 
4. Institutional governance and marketing considerations in higher education. 
5. The management of third stream activities in higher education. 
6. The international role of higher education. 
7. The virtual laboratory of international collaboration in a movement toward a 

theory of participative self-governance. 
 

 The foundation of the design of the courses demonstrates an understanding of the 
concept of a dichotomy in leading higher educational institutions.   Leaders are never to 
lose sight of the mission to teach, conduct research, and service, but yet the new world is 
expecting the leadership to know how to be creators of wealth for the institution and to do 
so with a business-enterprise mindset.  The importance of knowledge in wealth creation 
has steadily grown and is now about to leap to a much higher level and cross additional 
borders as more and more parts of the world plug into an ever growing, ever changing, 
ever more accessible planetary brain bank (Toffler, 2006).    
 There is a temptation to design a course from scratch; however, the speed of 
change in higher education would benefit from implementing the “best practices” that can 
be easily transferred into a university setting.  The business-enterprise does not always 
create from scratch; they identify benchmarks and adopt the proven and successful 
elements from the benchmarks to move their organization forward. Academic 
benchmarks, such as these proposed courses, should be explored and courageously 
implemented.  To grasp the significance of this proposed higher educational leadership 
program, we need to recognize that no institution exists in isolation, and the development 
of leaders rests on these core ideas, which if mastered, can make sense in realizing that 
the university, although a powerful component of a larger macrosystem, is becoming a 
college-as-business-enterprise. 
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Course Outlines: 
 
Course 1: Higher education and research institutions as organizations: Strategic 
Management. 
 This course introduces students to organizational theory and to concepts of 
strategic management, strategic positioning, and strategic thinking using models from 
both the private and public sectors, as well as from higher education itself.  Several of the 
elements within this course are: 1) organizational theories and organizational culture, 
including global cultures; 2) introduction to strategies of HEIs, the governments, and the 
market for intrapreneurial endeavors; 3) for-profit strategies in translation research; 4) the 
management of change in HEI; and, 5) management of planning, opportunities, and 
uncertainty.   
 There is and will continue to be a growing need for ongoing and effective 
strategic visioning, the process that facilitates strategic leaders to see, construct a 
compelling vision, and chart a new course with integrity (Huber and Walker, 2005). 
Huber, et al, continues to state that although applicable to many different organizational 
contexts, strategic visioning is often viewed as an elusive and confusing concept.  This is 
primarily due to the myriad of leadership theories and ever-increasing pile of literature 
contending for the mind of the leadership practitioner.  Yet too often, the literature 
highlights the significance of strategic vision without answering the critical question of 
how to effectively navigate this complex and sometimes treacherous strategic leadership 
process (2005). This course must answer that question. 
 
Course 2: The management of financial resources in higher education: Principles of 
university finance. 
 This course offers a generalist’s view of a specialist subject.  It does not cover any 
of the technicalities of accounting practice, but focuses instead on finance as an integral 
aspect of university management (both public and private).  It provides participants with 
a broad understanding of where the traditional funding comes from to operate a 
university, a college or even a department, how the leaders choose to spend it, and how 
the leaders try to control expenditures.  Case studies will be used in understanding:  

1. Trends and diversity in university funding 
2. Basic dynamics of a university’s internal economy 
3. Systems of control and what goes wrong with them. 

In addition, new opportunity funding sources, such as intrapreneurial endeavors, must be 
understood.  Some of the elements in this course are: a) changing patterns of financing 
HEIs; b) economics of university borrowing; c) institutional arrangement for resource 
allocation; d) generating non-state income (private funding); e) finance-led strategic 
position; e) principles of the development planning of a university foundation; and, f) 
combining aesthetics with usefulness in university building. 
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Course 3: Management of teaching and research in higher education. 
 This course is concerned with teaching and research and how they are ‘managed’ 
and by whom.  Teaching and research are the core business of higher education 
institutions, but their ‘management’ at departmental or institutional level does not always 
reflect this.  The ideas discussed in-depth in this course are: 1) external pressures for 
accountability, improve performance, and greater effectiveness; 2) the nature of 
professional expertise – skill, function and role; 3) building a research culture across all 
colleges; 4) teaching and research relationship building; and, 5) the meaning of quality 
and the effectiveness of quality assurance mechanisms, and their impact on HEIs. 

 
Course 4: Institutional governance and marketing considerations in higher education. 
 The aim of this course is to introduce the students to the principles and practice of 
institutional governance and to consider them critically from a higher education 
perspective.  Corporate governance issues in higher education have become increasingly 
important, as many HEIs have undertaken large-scale reforms in corporate governance.  
This course addresses this theme and examines evidence of changes in institutional 
governance and the roles of key players and structures.   
 There is a focus on marketing management, strategic marketing, competitive 
positioning, and satellite and online campuses as implicit management tools within higher 
education.  Each aspect of structure and operation is singled out for analysis and study. 
 
Course 5: The management of third stream activities in higher education. 
 This course examines the institutional management issues involved in what are 
often called, “third stream” activities, covering higher education institutions’ roles in 
economic development, regional engagement, relations with industry, intellectual 
property, and the exploitation of research outcomes.  “Translational research” raises 
significant strategic and financial issues for  institutions in their relations to mainstream 
teaching and research. In depth case studies will be used on how third stream activities 
are integrated into overall institutional strategies, how they are managed and on what 
financial basis, what risks they entail; and, how they are reconciled with other concepts of 
higher education institutions’ roles in society. 
 
Course 6: The international role of higher education. 
 This particular course explores some of the biggest challenges that higher 
education institutions face today due to the increased pressures from globalization.  The 
students critically examine the international activities of various universities and the 
management issues raised at the various leadership levels within the institution. Topics 
covered will include student recruitment, academic concerns of overseas students, 
international student exchanges, remote campuses, and competition and collaboration in 
international research. This course would be an effective experience for international 
‘virtual’ classroom collaboration. 
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Course 7: The virtual laboratory of international collaboration in a movement 
toward a theory of participative self-governance. 
 In addition to the six courses described, it is important to gain a practical 
understanding how to lead, not in terms of industrial age leading, but in terms of leading 
knowledge workers. The leadership style discussed in this section is a fresh idea, and one 
with powerful new tools for thinking about and preparing for the future.  Probing into this 
new leadership behavior adds to the scholarly works of Apps’ theory that a “new kind of 
leader, with a new approach to leadership, is essential for postsecondary institutions” 
(1994). 
 Learning about the application of a participative self-governance leadership 
(PSG) approach may be a pivotal learning point in the developmental strategy for 
emerging HEI leaders.  The fundamental characteristics of this leadership framework are: 
 1. independent scholars;  
 2. future oriented momentum is based on decisions derived from a basis of    
     persuasion, discussion, debate, and consultation;  
 3. significant amounts of time working and learning together; and,  
 4. synergy of brilliance.   
This course’s concept is for the learners to first understand each of the characteristics of 
PSG and then have the opportunity to apply it in a collaborative, international learning 
laboratory.    
 
Characteristic One: Independent Scholars. 
 An important element of a PSG structure consists of independent scholars. A 
leader at the University of Oxford stated, “Everyone thinks they are their own boss and 
by the very nature of this university people are bright and independently minded.  They 
know that the leadership style of self-governance creates incredible people who work 
together and do incredible things” (Smith, 2003).  What this leader does is share success 
stories.  Heifitz stated, “We must avoid the pressure to be heroic and to think of ourselves 
as one who can solve an organization’s problems alone.  Instead we work together on it.  
That process is quite painful, because the university historically wants to project hopes, 
dreams, and antagonisms onto some heroic figure.  The leadership style must be one that 
knows it cannot solve this problem alone, but can do so together.  There is no one boss 
and no heroic figure” (1994).   
 And yes, there are independent scholars in PSG theory, but the university, by its 
governance, has some framework of regulations.  However, leading with the PSG 
leadership style the university operates in an outward oriented manner and knows that it 
is a body that needs to be engaged with the world outside.  There is no direct authority 
that will block the exploration or the ability to discuss new ideas, new expeditions with 
academic or public and private enterprises throughout the world. 
 The PSG style is designed to allow leaders to gain access to senior level people in 
industry, and do so without permission from the university or asking for approval through 
a committee.  “If we, as future oriented leaders, are going to give the universities real live 
programs we must do so without waiting for the academics to take twenty years to 
decide,” stated a PSG leader at the University of Warwick (Smith, 2003).   
 The mitigating factor in the “independent scholar” characteristic of PSG is that 
the university encourages innovative leaders to do things differently and to not be 
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burdened with a standard academic process, up to a point.  PSG leaders give permission 
for organizations inside the institution to set their tone, the vision and the pace of their 
organization, and communicate this to the university without a directive telling them the 
path and the vision they should set for their organization.  
 Leadership without leading is not only motivational, but because of this style, 
everyone connected to the university or college can see the business getting better, and 
that it is within their hands to create wealth for their organization and the university; even 
if it is to increase enrollment in a medieval writing interpretation course.  Leadership 
without leading is an attitude of the PSG leader who wants the innovative side of the 
university to be successful, as well as the traditional aspects.  Self-governance enables 
leaders to go in the direction they believe they should, do what they think they should do, 
and then bring people together to ensure it happens.  “Because of the faith in self-
governance, I am able to synthesize issues, decide the resolution of the issues, and 
discuss the issues and solutions through,” stated a leader at the University of Warwick 
(Smith, 2003).   
 The strength of a PSG style of leading allows for people to finds ways to be 
creative, innovative, and to resolve conflict in their own leadership way.  The faith in 
self-governance is demonstrated by the university always moving forward, taking 
calculated risks, leveraging the talent they hire, and not dictating the exploration and 
experimentation efforts.  A professor at the University of Oxford stated, “This style of 
university leadership is exciting because you can see how innovation can work in a 
totally different environment than from the traditional aspect of university leadership” 
(Smith, 2003). Everyone bears the responsibility for the consequences of their 
performance and the effect it may have on the university’s image, reputation and fiscal 
contribution.  However, there is no one breathing down the neck or measuring the daily 
performance.  This enables initiatives to occur, universities to grow, expand, and become 
dynamic. These transformed institutions will gain the reputation for being innovative. 
Once you dictate how to innovate, you lose creativity (Smith, 2003).  Give the professors 
and leaders their space in which to be innovative and do not interfere in a directive sort of 
way.  This is the genesis of a future oriented university.   
 
Characteristic Two:  Decisions by discussion, debate, persuasion and consultation. 
 This characteristic is not leadership by executive decision making or control.  
Self-governing leadership enables creativity and innovation to be supported by debate 
and persuasion, and not by directives or control.  This is a change from the executive 
culture where rules and regulations come down from the top. Covey stated, “We live in a 
Knowledge Worker Age but operate our organizations in a controlling Industrial Age 
model that absolutely suppresses the release of human potential” (2004).  He further 
writes that the mind-set of the Industrial Age that still dominates today’s workplace will 
simply not work in the Knowledge Worker Age and new economy (2004).  Everything 
should be thought about, discussed, debated, and justified.  What is important though is to 
ensure that this democratic process does not slow things down.  The majority of the 
debates and consultations are not done in committees but are done by sitting and talking 
with each other.  Leaders are empowered to lead by their expertise in negotiating skills, 
their persuasion skills, and their acceptance to risk.  The decisions are based on the 
leaders working with each other, debating each side of the issues, and then moving 
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forward to ensure success of the decision.  One of the key traits of ensuring this decision-
making style works is to make relationships work.  Everyone in the university is a 
microcosm of what the university does, so it is important that every one talks, discusses, 
and debates when making decisions not only for their organization, but also for the 
university.   
 An example of this style of decision making in practice is when a key leader at the 
University of Warwick was negotiating a contract with an overseas company.  He needed 
to hedge currency and needed to do financial activities that universities are not geared to 
do.  Through his discussions and persuasive skills with the university, he reached a ‘go 
ahead’ decision on risking the funding.  Decisions are not always unique, but many times 
are trying to improve the competitiveness of the university, and as long as decisions are 
made in a democratic process, the posture of the competitiveness is incorporated into the 
forward movement of the university.   
 It takes courage and a reputation of speaking the truth when debating and 
discussing.  Imaginative leadership is needed in the university system. Courageous 
leadership is needed that allows for the decision making process to be based on debates 
and consultation rather than on directives from executive orders.  Going out to the front 
line and taking risks is an important element, but one must do so from the groundwork of 
discussing and consulting, not only with internal stakeholders, but also the external 
stakeholders.   
 
Characteristic Three:  Time and effort talking and learning together. 
 This element of PSG leadership requires a significant amount of time and effort 
spent talking together as a team.  PSG leaders are supportive of each other, rather than the 
prescribing of actions.  An example of support for each other is: 
 There was a professor in the University of Oxford who was running a company 
 in his research lab using research students.  Supposedly this  
 person had told the technology transfer office about this because he wanted 
 to sell the company. The potential buyers wanted the university to write a letter 
 stating that they had no ownership to the intellectual property. 
 The university did have a claim.  Here is a perfect example of one academic 
 who was a mile outside the intellectual property regulations.  So what did the 
 leadership do?  We spent a significant amount of time helping him back over the 
 fence.  PSG leaders helped him to stay within the intellectual property 
 regulations, and maintained the relationship with the academic professor, who 
 is the person leaders are at the university to support. (Smith, 2003).  
 This support action is known as meshing.  It is when leaders spend most of their 
time talking and learning in concert with a number of interested parties so that everyone 
knows what is occurring in the university.   The talking and learning is bi-directional, 
which enables leaders to interact appropriately with the internal factions of the university, 
but also with the outside world.  The time talking and learning is essential for innovation 
to flourish.  “What is key to ensuring success is that there is common sense, there is a 
great deal of talking, and that we share our process and our knowledge” stated a professor 
at the University of Oxford (Smith, 2003).  Leaders need to be willing to always 
exchange views, and mix academic and administrative teams to work together.  The 
evolution occurring in HEIs is all about creating cross-disciplinary teams who can work 
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together on a project, rather than one single department to take on the work.  This is a key 
focus of PSG leadership.  This teamwork support structure enables the university to be 
seen as doing the right thing in a professional way for the university’s competitive 
posture on a global scale.   
  
Characteristic Four:  Synergy of Brilliance. 
 The process of learning from each other feeds the value and application of 
applying this learning to innovation within a university.  “This value is fostered by 
working in a climate where there is an appreciation for a strong perfectionist way of 
doing things,” stated a leader at the University of Warwick (Smith, 2003).  The synergy 
of brilliance is demonstrated by the fact that as a PSG leader what you say your team can 
deliver, your team must deliver, and the results must be of the highest standard.    
Extraordinary results are achieved because of the brilliant people the university hires to 
perform the university work.  Leaders need to use the strength of the synergy to move the 
university forward and thus, affect the shape and the direction of the university.   
 The financial bottom line will not be achieved unless the university hires the right 
skills with the right attitudes and, decisions and direction are based on that synergy.   
Collins (2001) stated, “We must first get the right people on the bus, the right people in 
the right seats, and the wrong people off the bus, and then figure out where to drive it.” 
“We achieve results because of the people we hire.  Not only because they are good 
scientists, or good leaders, but because they share their expertise and apply this sharing 
by supporting and helping as opposed to being self serving,” stated a key leader at the 
University of Oxford (Smith, 2003). 
 “There is an admiration for my leadership in bringing senior level people in 
government and the world of policy and practice to a point where they are thirsty for 
research and then we bring them into real partnership with the university.  There is also 
admiration for the capacity to turn that skill into funded projects,” stated a University of 
Warwick academic leader (Smith, 2003).  The atmosphere that the PSG leader creates 
and maintains is one where everyone is explicitly valuable and the strategies developed 
are based on that value.  Without this leadership skill, the university would not proceed 
effectively and competitively in the direction it chooses. 
 Overall, the PSG leader needs to be familiar with concepts of generating revenue, 
running competitive commercial organizations, and yet be a traditional administrator in a 
world-class university.  PSG leadership is a democratic style of leadership in which 
individual contribution is critical to the acceptance of decisions and directions agreed to 
by the leadership core.  “Leadership decisions need to be taken on the outcome of a 
balance of influence rather than on pure procedures put in place by leaders” (Handy, 
1993).  To apply this leadership style within an HEI it is important that the leader has 
academic excellence combined with business relevance.  PSG leaders identify the best, 
nurture cooperation, create the environment that enables the synergy of brilliant people, 
and then get out of the way for innovation to occur.   
 
Conclusion 
 Few college or university presidents have served previously as deans of business 
schools, but the task of leading a college is demanding the incorporation of business 
capabilities as an important engine in the leading of these institutions. A program of 
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specific courses to develop this type of leader is the critical path in eradicating the skill 
deficit. 
 Universities are expecting more of their leaders, and leaders in all chairs – but in 
particular, college deans, department chairs, and presidents.  This paper is an effort to 
address important issues, but nothing as important as reducing the skill deficit of those 
leading HEIs, and their ability to compete globally.  Future leaders need to engage their 
university into exploring, studying, and closing the deficit gap in leadership skills and 
abilities.  The responsibilities of university leaders is enormous, and leaders are needed 
who can see opportunity, make bold but intelligent decisions, and implement  solutions, 
all in an uncertain world.   
 Little is written about the best way to develop leaders who demonstrate the desire 
and courage to fulfill a leadership position within higher educational institutions, such as 
a department chair, deans, or even presidents of colleges and universities.  There has been 
no roadmap for such positions.  It is time for us to look at ‘international’ best practices, 
and emerging leadership styles.  
 This paper foresees the critical need for new leadership that will be required in 
21st century higher education institutions. If we have the courage, and do not allow those 
who are feint of heart to discourage the intrapreneurial spirit of new ideas, and we find 
ways to implement these seven courses, then just possibly we have begun the journey to 
eliminate the deficit in HEI leadership.  Kotter tells us that we do not create change 
unless we establish a sense of urgency (1996).  The urgency is upon us, and we need to 
begin the process of developing HEI leaders who are exposed to the proposed innovative 
classes.  They need to develop and experience using a PSG leadership style.  The specific 
program from the University of London would not be instantly transferable to US Higher 
Education institutions, and it would be unjust to attempt to do so.  However, this paper 
identifies proposed coursework that may easily transfer well into the US structure if the 
leaders are open to change, and have the courage to create a university that is different 
than the one they are currently leading.  A narrow functional expertise in leading post 
secondary institutions is passé; what universities demand will be those who are familiar 
with ways of generating revenue, running competitive commercial organizations, and yet 
be a traditional administrator in a university setting. 
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Abstract: Social advocacy is a movement in the field of counseling focusing on issues of 
discrimination and oppression, and subsequently mandates counselors to become advocates and 
work toward social justice. This paper presents an overview of the recent social advocacy 
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literature in counseling, results of a deconstructive analysis of the philosophical and theoretical 
underpinnings of the social advocacy movement, and a critical analysis. The deconstructive 
analysis revealed two major driving ideological forces and five noted trends, and the critical 
analysis revealed eight key areas of consideration.  

The first ideological force is the notion that social illnesses is caused by various forms of 
oppression and leads to the psychological and emotional difficulties that people encounter, 
ultimately stifling their potential for growth and development; thus, their need for counseling and 
subsequently the need for social action. The second driving ideological force is the notion that 
counselors have a responsibility to combat social illness in order to foster human growth and 
development at the junction at which it occurs - society. Trends include (1) a paradigm shift in 
the conceptualization of mental health problems, (2) the incorporation of new language as a 
competing paradigm in counseling, (3) the development of new counseling skills, abilities, and 
associated competencies, (4) key target areas emerging within the movement, and (5) a major 
focus on professional school counseling. A rational for the overall critique is provided, and eight 
key areas regarding the potential downside(s) of the social advocacy movement in counseling are 
discussed. Eight key areas include:  (1) hidden agendas, (2) self-promotion (3) increasing one’s 
own privilege and power, (4) disfranchisement of current members, (5) lack of choice in 
advocacy, (6) delegation of dichotomous roles and camps, (7) formation of the elite group, and 
(8) stepping outside of the traditional role of counseling. Implications and recommendations are 
outlined.  
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ABSTRACT: 
 
 Objectives: 
  The purposes of the study were: 

(1) to compare the impact of three major instructional 
models—teacher-directed, student-directed, and 
information-processing—on student learning in various 
subject areas; 

(2) To illustrate  the connections of these processes to the 
brain’s neural activities. 

 
Background 
 The key to all learning and teaching can be found in the 
connectionist model of Organization-Rehearsal-Elaboration.  The typical 
models of instruction are :  [1] teacher-directed or Leadership Model, [2] 
student-directed or Guidance Model, and [3] information-processing or 
Integrated Model.  They are most often taught in courses of educational 
psychology as mutually exclusive approaches to teaching.  On the other 
hand, they contain common elements not generally identified.  Learning 
does not occur unless connections are stimulated through the brain’s 
intake and associative process.  In the Leadership Model, these 
connections are made primarily by the teacher’s organizational methods of 
content, followed by practice exercises (rehearsal), and more connections 
to previous and future learning (elaboration).  In the Guidance Model, 
students make such connections in interaction with one another.  In the 
Integration model, individuals make those connections according to 
individual styles, preferences, abilities, experiences, and within a meta- 
cognitive framework.  The key is found in answering the question: Who has 
“executive control”—the teacher, groups of students, or the individual 
learner? 
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Methods 
 In the present study, six teachers from similar backgrounds and 
experiences were selected to teach units in mathematics, science, and 
social studies to statistically equated classes of fifth graders on IQ.  These 
teachers had majored in English and Language Arts during their 
undergraduate years.  They had taught five to eight years in a large urban 
school district after completing a Master’s Degree program in Education 
and state certification in Elementary Education. 
 
 These teachers had worked together to plan a three-day unit in each 
of three subjects--mathematics, science, and social studies—which were to 
be taught in the same sequence with the same topics on three subsequent 
days: 
 
 [a]  Mathematics:  Solving equations with one unknown—“X 

[b]  Science:  Distinguish among three types of rocks 
[c]  Social Studies:  The relationship of land typography with 
           occupational choices 
Teachers A, B, and C  used all three models in their three days but in 

a different series of models.  Teacher D used only the Guidance Model; 
Teacher E only the Integrated Model; and Teacher F only the Leadership 
Model.  

 
 Results 

Both traditional and modern assessments in the two days after 
instruction indicated that, in all subjects, students demonstrated a higher 
level of competence and knowledge when compared to students in the 
classes of Teachers D, E, and F. 

 
 Significance 
  The implications are strong for individualizing instruction. The 
Leadership Model is especially effective for mastery learning, for situations when 
presenting large bodies of knowledge, for time efficiency, and for enabling to 
learn in their own time frame.  The guidance Model is helpful to students to learn 
in a group setting, for helping them to construct their own understanding after 
interaction with their peers, and for dealing with authentic tasks and real-life 
problems.  The Integrated Model is best for developing life-long learning, for 
individual’s organizing information for retrieval, for critical and analytical thinking, 
and for creative pursuits  In all cases, however, associations and connections 
must be made within the brain so that memories can be elaborated upon, and 
resulting neural pathways can be multiplied for more and more connections—
adding to a rich, thinking existence. 
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ABSTRACT: 
 
 The purpose of the study was two-fold: 
  (1)  To continue the analysis of both school principals and 

superintendents in determining their self-perceptions as leaders 
and managers; 
 
(2) To compare their self-pictures as leaders and managers with their 
anticipation of new job opportunities. 
 

 Background 
School administrators maintain many roles in their tenure as the 

educational leaders in a school district.  Evaluations of persons in the role of 
superintendents and school principals have generally proved to be difficult for 
most school board members.  Too often they have resorted to assessing the value 
of the office by how well the individuals in those positions have related to the 
school board members themselves.  Part of the problem lies in the challenge of 
separating these roles into two major categories—leader and manage--and 
finding candidates who are equally successful in the two categories of 
responsibilities. 

 
Little research has been conducted on the simultaneous effectiveness of 

school superintendents and principals in both roles or attempts to standardize the 
assessment of either role.  This may be because of the idiosyncratic nature of the 
positions and the individuals functioning according to the districts’ differing 
goals, the emphases of the board members, or the particular expectations of 
individual board members who, after all, are lay members from the community.  
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On the other hand, in recent years the research literature  on educators has focused 
on teachers in relationship to their building principals and principals in 
relationship to their superintendents. 

 
Accordingly, the evaluation process for the building principal typically 

follows a different path.  It often includes peer review and assessment of the 
principal by others at central office who assist the superintendent.  Much of the 
research on effective schools pointed to the function of the principal to provide 
leadership and support to the teaching staff, to set goals, and to foster the 
implementation of those goals. 

 
The problem in the evaluation of individuals in both positions, and in both 

roles of leader and manager, often lies in the instrumentation for assessing the 
effectiveness of the agents serving in those positions.  Too often the judgment 
about administrative effectiveness is subjective.  The present research was 
conducted to determine the differential in the self-images of individuals as they 
apply for positions of principal or superintendent and to test the sensitivity of the 
instruments in measuring the differences. 

 
Methods 
The revised Leadership and Management Inventory (LMI 2005) was 

administered to 52 individuals who were in the process of applying for new 
positions in principal and superintendent. The scales are standardized to assess the 
two separate functions of Leadership and Management. After the subjects 
completed the scales, the candidates were interviewed individually.  They were 
given their scores and then asked to explain their answers.  Neither their scores 
nor their responses were communicated to prospective school board members or 
their employees. 

 
Results & Conclusions 
Both superintendent and principal candidates saw themselves as more 

proficient in their prospective role as manager in comparison to leader.  However, 
principal candidates were inclined to believe that they had sufficient leadership 
qualities to be selected by the interviewers.  The superintendent candidates, on the 
other hand, believed that a school board would more highly rate their managerial 
functions because that is what they would have wanted most for their new 
superintendent.  Both groups of candidates stressed that most of their training for 
administrative positions had been in the managerial area as opposed to leadership 
functions.  Such was the reality of today’s market. 

 
Significance 
Most of the thinking about the competencies of school administrators in 

recent years among educators has focused upon developing leaders rather than 
primarily managers.  However, the subjects in this study indicated that managerial 
qualities and functions are what the job market requires—for budgets, 
governmental mandates, satisfactory food services, handling parents’ complaints, 
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encouraging diversity, setting high standards for test scores, etc.  The traditional 
university training for these candidates seems to emphasize this approach. Most 
importantly, however, public school boards seem to require this approach and 
expect their administrative officers to be proficient on the managerial side of their 
jobs—and perhaps—the other functions would fall into place.  This latter concept 
requires additional study.   
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Abstract 

 
The United Arab Emirates (UAE) recently celebrated more than thirty years as a nation. 
In that time rapid social, economic and educational changes have competed with 
traditional cultural beliefs and practices. As part of the UAE government’s emphasis on 
women’s contribution to economic and social development, higher education is provided 
to qualifying Emirati national women after graduation from high school. Students 
educated in the context of an American curriculum and teaching and learning styles have 
been exposed to Western ideas. Additionally, media is readily accessed which may 
further influence these students’ attitudes, beliefs, and practices, including their sense of 
personal autonomy and beliefs about what they can achieve. This study examined female 
students perceptions of the influence of education and media on their beliefs about  
employment after graduation, and expectations for their personal lives. It was found that, 
on average, students believed they had control over their lives and that decisions about 
their future work choices and work environment were theirs to make.  

 
 

Shifts in national development from pre-industrial or traditional to industrial or 

post-industrial affect cultural attitudes and beliefs1 and the sense that one belongs to a 

particular cultural group2. Changes in cultural identity and corresponding attitudes and 

beliefs are complex and influenced by different factors, one of the most important of 

which is modernization3.  Several studies have found associations between modernization 

and changes in cultural identity as well as identified factors of modernization that affect 

cultural identity such as education, and media 4, 5, 6.  

  In the past thirty years, the United Arab Emirates (UAE) has undergone socio-

economic and political transformations7 associated with modernization. One factor 

strongly affecting cultural attitudes and beliefs of United Arab Emirates females is 

education and work. In the past, Emirati women’s education was limited. However, over 

the past three decades the United Arab Emirates has made great advances in modernizing 
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the educational system, giving women opportunities to achieve a high school diploma, 

and attend colleges and universities8. By completing their education, more Emirati 

women are asserting their intentions to enter the labor force and choose their futures. 

Women’s education and participation in paid work are overcoming barriers to traditional 

roles and activities for women and are bringing new cultural attitudes and beliefs8. UAE 

parents recognize the importance of the availability of educational opportunities provided 

by the government.  Some progressive Emirati national parents encourage their children 

to adopt modern ideas within the limits of religion. Conversely, conservative parents tend 

to not accept modern changes within the culture and often have more control over their 

children’s activities, including dress, associations with friends, and choice of a suitable 

subject to study in school1.  

Along with education and work, media are important agents of cultural identity 

formation 9.  Exposure to foreign media may influence Emirati women’s ideas, attitudes, 

and behavior. Women may mimic media role model images of assertiveness and 

expectations of equality with men. Media may influence people, especially women, to 

advocate for human rights and to call for changes in society. Historically, women did not 

work outside their homes. However, in recent years women have begun working in jobs 

that were viewed as “women’s jobs” of teacher and school counselor at girls’ schools. 

With the influence of modernization, including education and media images of women’s 

possibilities, women have sought employment in private and public sectors including 

multinational companies where they work and compete with men.  

Traditional values of family and obedience to parental authority1 are changing and 

Emirati youth are beginning to identify themselves as individuals, to seek what is best for 
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themselves, and are beginning to change the long held traditions associated with 

belonging to an extended family group and conforming to the advice and demands of 

family authorities.  One example of this change is the establishment of nuclear families 

when couples marry. Historically, couples would reside with the husbands’ families 

rather than begin married life on their own 10. This new practice disrupts family 

cohesiveness and intimacy.  

To investigate changes in cultural attitudes and beliefs 104 female students from 

an Emirati national women’s university completed an online questionnaire in English. 

Survey items included demographic data of age, which emirate they grew up in, whether 

they attended public or private school prior to entering the university, family income 

ranging from low to very high, marital status, current classification ranging from 1st year 

English language readiness (and thus to have just begun their education)  to 2nd  year in 

the major (and therefore likely to graduate in that year). Students were asked about their 

parents’ ages, which country their mother was from, parents’ educational level, and in 

which country their parents were educated. To measure change in cultural beliefs and 

practices students were asked about their appearance preferences in public, their 

perceptions of personal autonomy and independence, and exposure to and influence of 

media. 

Students’ ages ranged from 17 to 36 with a mean age of 20 years. Less than  half 

the students (41.4%) grew up in a large, somewhat progressive and liberal emirate, and 

about the same percent grew up in a large but conservative emirate (44.2%). Eleven 

percent grew up in smaller, traditional and conservative emirates, and 3% grew up 

outside the UAE. Over half (58.8%) attended public school before entering the university 
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and 41.2% had attended private school. Ninety-two percent were never married, 3.9% 

married, and 3.9% separated, divorced or widowed. Nearly nine percent (8.8%) were in 

the readiness program, 47.6% were in general education (first 2 years of their education 

after English readiness), and 44.1% were in first or second year of their major. No 

students reported their family income was low, 53.4% said their family income was 

average, 37.9% said it was high, and 8.7% said it was very high.  

Parental age could be a factor in non-traditional cultural values and beliefs with 

younger parents establishing a more liberal home environment. Parents’ ages ranged 

between 30 and 57 for mothers and 39 to 70 for father, with mean maternal age of 46.1 

and mean paternal age of 54.8. Maternal origin may be associated with cultural values 

and beliefs. Mothers from more modernized countries may impart their orientation to 

their children. This may also signify a more modern orientation of fathers as well. Eighty-

two percent of mothers were Emirati, 8% originated in other Gulf nations, 6% in other 

Arab countries, and 4% originated from Iran or India. All fathers originated from the 

UAE.  

Educational attainment is associated with liberal outlooks and may be brought 

into the home environment. Ten percent (10.8%) of fathers were unschooled, 36.9% had 

achieved primary school only or had graduated from high school, and 52.4% had either 

some college or graduated with a bachelor or graduate degree. Among mothers, 12.6% 

had no education, 56.3% had attended only primary school or had graduated from high 

school, and 31.1% had attended or graduated from college with a bachelor or graduate 

degree. 
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Country of receiving one’s education may influence traditional cultural attitudes 

and beliefs because those educated in Western countries were exposed to the progressive 

and democratic social orientations of their host countries. Among fathers who had 

attended school, 54.8% were educated in the UAE, 4.4% received their education in 

another gulf country, 25.3% in the U.S., the U.K. or Europe, 14.3% in other Arab 

countries, and 2.2% were unspecified other countries. Among mothers who were 

educated, 65.7% were educated in the UAE, 10.8% were educated in other Gulf 

countries, 3.9% had been educated in other Arab countries, 2.9% had been educated in 

Iran or India, and 3.9% received their education in the U.S. or U.K. 

In describing their home environment, over half of the students (55.5%) said it 

was modern or very modern, and 38% said their relationship with their fathers was open 

or very open, whereas 50% said their relationship was not too traditional or too open. 

Brothers, whether younger or older, have as much authority over their sisters as fathers. 

Sixty percent of students described their relationship with their brother as open or very 

open. Two thirds (64%) said their relationship with their mother was open or very open. 

 Students were asked about their autonomy in deciding their future because of their 

education. Nearly all students (95.1%) said because of their education they would decide 

if they work and 96.0% said they would decide where they will work. However, 73.0% 

said they would decide if they will work in a work setting with men, and the remaining 

one quarter of the students leaving that decision to their families. Nearly half (45.5%) 

agreed with the statement that because of their education they decide who their friends 

are, and 54.5% agreed that because of their education they decide when they see their 

friends. This finding illustrates the transitional process of these students’ autonomy. 
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Nearly three quarters of students (70.4%) agreed that because of their education they 

would decide who they would marry. Overall, 90% said that because of their education, 

in general they decide for themselves. This finding suggests that while the students 

expect family influence in some aspects of decisions about their lives, in general they 

believe they have the autonomy to control their lives. 

In modernized societies women typically delay marriage and childbearing until 

after they finish their education and get their career started. Traditionally among the UAE 

nationals marriage typically occurs when a young woman is under the age of 25 and the 

first child is born within the first year of marriage. Among non-married students in the 

sample, 54.4% said they would not marry until after they graduated from the university, 

and 29.4% said they would marry after they got started in their career. Among students 

who did not have children at the time, 53.2% said they would have babies after they 

graduated, and 40.4% said they would have babies after they got started in their career. 

 It appears that the students in this study have more liberal or progressive 

relationships with their parents and brothers than traditionally expected, as changes were 

reported in relationships with fathers, brothers and mothers. Emirati families are extended 

and close-knit. Daughters traditionally are close with the other females in the family, 

while fathers and brothers traditionally wield strict control over the females. Families 

typically do not socialize with non-family, and spend much of their work and leisure time 

in the company of family. It is notable that nearly half (45.5%) of students assert that 

their education enables them to decide who their friends are and over half (54.5%) said 

they decide when they see their friends. Use of cell phones and internet access may 

contribute to social connections outside the extended family. Also of note is the finding 
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that one third (35%) of students said they speak English more than Arabic with their 

friends. Using English conversationally with friends suggests further cultural change. 

 Just over half of students’ fathers had attended or graduated from college with one 

fourth of them having been educated in the US, UK, or Europe where ideas, behaviors, 

and values are generally more liberal compared with the UAE, suggesting that the home 

environment may be influenced by paternal foreign experiences.  

 Access to the media may also be influencing cultural changes. About half the 

students said they thought they were influenced by Western media (47.4%) and in a 

separate question about half (42.9%) said they thought they were influenced by 

Westernized Arabic media. This influence is experienced through satellite TV, radio, 

internet, and print media. Examples students provided of how they were being influenced 

included food choices, the way they dress, being more outspoken and creative, being 

more open and accepting of others and being open-minded. Students also said they were 

influenced in their knowledge about other cultures and global events.  

 Access to education and the various forms of media, coupled with elements of 

their home environment may impact female students at an Emirati national women’s 

university in the United Arab Emirates, and they may be in the initial stages of departing 

from traditionally held cultural attitudes, values, and beliefs. The findings from this study 

indicate that the majority of female students’ cultural perspectives are evolving from the 

more socially isolated and subordinate role that, until recently, was the dominant way of 

life for Emirati females. The UAE federal government’s position on the role of women 

asserts that women are expected to take their place in the development of the country, and 

that they are to be educated and engage in paid work. These social realities have 
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implications for delaying marriage and childbearing as women enter colleges and 

universities and move into careers after graduation. The majority of students believed that 

their education provided them with a sense of autonomy and independence and they 

believe they have control over their futures, including when and with whom they would 

marry, and the timing of childbearing. They also expect to decide if they will work, as 

well as conditions of the working environment. 

With these emerging changes in cultural practices, beliefs and values the UAE 

will continue to modernize. The female students of this study will integrate new cultural 

practices into their traditional Emirati culture, and most likely each new cohort of female 

college students will continue to expect to enter the professional work force and make 

decisions about how their lives will be. In the transition period between traditional and 

modern and being caught between old and new, the students in this study still wanted to 

get married, have babies and develop a career.  As with women in the West they, too  will 

learn how to balance work and family. Although the mainstream culture lags behind in 

changing attitudes, beliefs, values and practices, a new generation of female college 

graduates expect changes are happening, and they will instill these new cultural ideas into 

the hearts and minds of their children. 
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The Promise and Perils of a Global Core Curriculum in Adult Education 
by 

Thomas J. Sork 
University of British Columbia 

 
 

There are more than 100 graduate/post-graduate programs in English-speaking 
universities worldwide that train adult educators for a broad range of professional roles. 
The fortunes of these programs rise and fall based, in part, on how attractive they are to 
those seeking advanced education, the level of political support they enjoy within their 
universities, the perceived quality of their teaching and research, and the strength of their 
relationships—academic, professional and personal—with others in the field. Although 
much has been written about the preparation of adult educators, this work has largely 
focused on individual countries or regions of the world. 
 
The first part of this workshop reports on a project that set out to test the proposition that 
the field of adult education—globally—would benefit substantially if it adopted a 
carefully considered core curriculum for the preparation of practitioners. This audacious 
and possibly misguided project asserts that there will be substantial benefits to adult 
education programs worldwide if their curricula have in common certain core 
components that reflect global concerns and sensibilities while respecting local 
differences. The impetus for this project came from interviews conducted in 2000-01 
with 117 faculty members in adult education programs in 38 universities in 8 countries (4 
in the “south” and 4 in the “north”). This proposal for a global core curriculum was 
deliberately provocative because there has been far too little discussion in the field about 
what it means to prepare adult educators to work in a globalizing world in the early 21st 
Century. The proposal for a global core curriculum was presented in seminars held at 11 
universities in seven countries over a 12 month period in 2005-06. Feedback received—
from faculty, students and practitioners—during and after these seminars will be 
summarized and its influence on the evolving character of the proposed curriculum will 
be explained. 
 
The second part of the workshop involves critical engagement with the current iteration 
of this proposal for the purpose of bringing greater clarity to the promise and perils of 
promoting—or adopting—such a curriculum. Participants will be encouraged to take a 
critical perspective on not only the details of the proposed curriculum but also the very 
idea about developing and promoting such a curriculum. 
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Abstract 

 Accountability for student achievement has taken its place in the forefront of educational 

reform efforts across the nation.  Research indicates that the most effective way to improve 

student achievement is to increase the quality of teaching occurring in the schools, and the most 

productive way to increase the effectiveness of the individual teacher is through quality 

professional growth activities that lead the educator through a perpetual learning forum of 

content, pedagogical knowledge, skill, and efficacy.  The purpose of this study was to apply this 

hypothesis to the area of secondary mathematics and the teachers within this curriculum.  With 

the aim of testing this theory, three research questions were proposed: (1) What is the effect of a 

sustained professional development program focused upon standards based instruction and high 

yield instructional strategies on student math achievement scores of participation teachers? (2) 

What is the effect of a two year-long professional development project focused upon 

differentiated instruction on student achievement of the participating teachers? (3) What is the 

effect of participation in day long seminars, after school sessions, summer institutes, and 

classroom visits on teacher knowledge and student achievement?  The following sections 

addressed the research questions through a discussion of intervention techniques and findings 

based on survey data.  Analysis of surveys revealed several significant differences among the 

pretest and posttest scores of teachers in the experimental group related to meeting county 

mathematics standards (math achievement), increased knowledge of novel math strategies, 

teaching problem solving skills, and adaptation of instructional materials to curriculum. 
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The Impact of Teacher Development on Math Achievement 

 

Education, science, and technology policies in the United States have included concerns 

about the mathematics and science achievement of our nation’s youth since the aftermath of the 

Soviet Union’s launching of Sputnik in 1957.  These concerns have increased in recent years for 

reasons of national security and economic competitiveness and arises from two primary 

perspectives.  In our technology-driven society, the general population needs to be more 

proficient in mathematics and science than previous generations – not only for purposes of 

employment but to participate as informed citizens in public discussion.  For example, a 

technological society has to deal with ethical issues rising out of medical and biotechnological 

advances or on issues of privacy, security, and copyright driven by a rapidly changing Internet 

environment (Research & Policy Committee of the Committee for Economic Development, 

2003). 

Our country faces shortages of domestic scientists and technological professionals in 

critical areas of science, engineering, and technology.  Higher proportions of college students in 

many other countries graduate with degrees in the sciences, mathematics, and engineering than 

in our country (U.S. Department of Education, 2003).  For example, in 1999, 17% of the 

bachelor’s degrees awarded in the U.S. were in science, mathematics, or engineering.  In 

contrast, 25% to 30% of the bachelor’s degrees were awarded in these fields in a number of 

European, Asian, and Scandinavian countries.  The comparison is more dramatic at the graduate 

level.  In 1999, about 14% of all graduate degrees awarded in the U.S. were in mathematics, 

sciences, and engineering.  In contrast, 30% to 48% of the graduate degrees awarded in Austria, 

Germany, Iceland, Japan, Korea, Spain, Sweden, and Switzerland were in these fields.  Further, 
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37% of the students enrolled in graduate mathematics, sciences, and engineering programs in the 

U.S. in 2000 were international students on temporary visas (National Science Foundation, 

2002). 

Current levels of mathematics and science achievement at the elementary and secondary 

levels suggest that we are neither preparing the general population with levels of mathematics 

and science knowledge necessary for the 21st century workplace, nor producing an adequate 

pipeline to meet national needs for domestic scientists and mathematicians.  In the 2000 National 

Assessment of Educational Progress (NAEP), only two percent of U.S. students attained 

advanced levels of mathematics or science achievement by the twelfth grade.  In mathematics, 

large numbers of U.S. students continue to score below the basic level.  In the 2003 NAEP, 23 

percent of fourth grade students and 32 percent of eighth grade students scored below the basic 

level.  In the 2000 NAEP, the most recent assessment of twelfth grade students scored below the 

basic level.  At fourth grade, scoring below the basic level meant that the student is likely to 

incorrectly answer problems such as using a ruler to find the total length of three line segments.  

At twelfth grade, scoring below the basic level meant that the student is unlikely to be able to 

solve problems such as finding the perimeter of a figure.  Despite the fact that levels of 

mathematics achievement have improved over the past decade, achievement gaps remain wide 

with low levels of achievement being more likely among minority groups and students from low-

income backgrounds (Campbell, Hombo, and Mazzeo, 2000). 

As in mathematics, many U.S. students are not attaining mastery of rudimentary science 

knowledge and skills.  In the 2000 NAEP, 34 percent of fourth grade students, 39 percent of 

eighth grade students, and 47 percent of twelfth grade students scored below the basic level in 

science.  At fourth grade, students who performed below the basic level cannot read simple 
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graphs.  At twelfth grade, students who performed below the basic level are likely to miss 

problems such as drawing a simple diagram of the solar system.  On the 2000 NAEP, only 22% 

of all twelfth grade students demonstrated knowledge of the essential features and function of 

genes.  As in mathematics, low levels of achievement are more likely among minority groups 

and students from low-income backgrounds (Campbell, Hombo, and Mazzeo, 2000). 

In recent years there has been much disagreement about how to improve mathematics and 

science education in order to raise achievement levels.  The issues in mathematics education are 

fundamentals such as what constitutes mathematics proficiency and which teaching methods 

support student achievement of this proficiency.  Although there has been much debate, limited 

empirical research has been conducted to determine if one approach or some combination of 

approaches leads to improved mathematics achievement across ethnic, racial, and socioeconomic 

groups in our country.  In science education there has been more agreement about what 

curriculum to teach, but there are disagreements about the time and place for hands-on learning.  

Very little empirical evidence has accumulated showing the effectiveness of particular science 

curricula or approaches to teaching science. 

 The Curriculum and Evaluation Standards for School Mathematics (NCTM, 1989) 

espoused several goals for all students of mathematics. The goals included that all students 

would 1) value mathematics, 2) be confident in their mathematical ability, 3) be problem solvers, 

4) communicate and 5) reason mathematically.  Realization of the goals would result in students 

that appreciate the importance of mathematics in the 21st century while believing that they are 

capable of applying mathematics in new situations and in solving problems with which they are 

unfamiliar.  Further, students taught in classrooms aligned with the Standards would learn 
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mathematical language while solving problems that demand students to form conjectures as they 

gather information and defend their thinking. 

 Principles and Standards for School Mathematics (NCTM, 2000) include equity, “high 

expectations and strong support for all students,” as one of the six overarching themes for school 

mathematics (p.11).  Teacher expectations of student success are conveyed to students via the 

support and encouragement students receive during mathematical discussions, comments on 

papers and assignments given (NCTM, 2000). The vision of the Principles and Standards is that 

all children including females and students in low socioeconomic families receive support and 

instruction necessary for mathematical success.  The view that all students can learn mathematics 

necessitates the admonition by NCTM that students who have difficulty in mathematics should 

be provided tutoring, mentoring, and after school programs.  In addition, NCTM (2000) reports 

that the teachers of underserved students of mathematics require high quality professional 

development in order to strengthen their mathematical content knowledge, their pedagogical 

skills, and beliefs. 

Mathematics as defined by the National Council of Teachers of Mathematics in 1989 

involves actions.  The first feature of mathematics embedded in the Standards is that “'knowing’ 

mathematics is ‘doing’ mathematics” (NCTM, 1989, p.7).  Mathematical knowledge is learned 

through students creating their own personal knowledge as they complete purposeful activities.  

It is clear that the vision of mathematics extends beyond simply memorizing formulas or 

“mastering concepts and procedures” (NCTM, 1989, p. 7). 

Teachers’ beliefs regarding their personal ability to motivate students and support 

learning affect their classroom environment and the academic growth of their students (Bandura, 

1993; Pajares, 1992).  Teachers that believe strongly in their competence to teach have high 
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teacher efficacy.  Studies show that high teacher efficacy increases student academic 

achievement (Ashton & Webb, 1986; Midgley, Feldlaufer, & Eccles, 1989; Moore & Esselman, 

1994; Ross, 1992; Ross, Hogaboam-Gray and Hannay, 2001).  Teachers with high teaching 

efficacy are more cognizant of the needs of students with low ability, habitually work harder, and 

use strategies that increase student’s ability to work independently in addition to raising student 

self-efficacy (Gibson & Dembo, 1984; Ross, 1998). 

Much needs to be done in the area of increasing teacher quality and student achievement 

in mathematics.  Recommendations for reforming mathematics calls for fundamental changes in 

the mathematics content taught in schools and in the approaches to teaching that content 

(National Council of Teachers of Mathematics, 2000; National Academy of Sciences-National 

Research Council, 2001).  In Beyond Islands of Excellence:  What Districts Can Do to Improve 

Instruction and Achievement in All Schools, published by the Learning First Alliance and written 

by Togneri and Anderson (2003), it is noted that high achieving districts used strikingly similar 

strategies to improve achievement. These strategies include: a system-wide focus to improve 

instruction; instilling a vision focused on student learning and guided instructional improvement; 

making decisions based on data; adopting innovative approaches to professional development; 

and committing to sustaining reform initiatives over the long haul.  Research shows that 

teachers’ inquiry does not survive well in isolation (Du Four & Eaker, 1998).  Therefore, the 

development of professional learning communities is critical to sustaining and generating 

opportunities for collaboration, an active and interactive process to explore instruction, and 

content applications. 

Professional learning communities promote the development and maintenance of teacher 

growth. Professional learning communities provide optimal conditions for engaging in inquiry, 
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sharing knowledge of student thinking, sharing norms for what constitutes effective instruction 

and student achievement, and building social supports for change (Roberts & Pruitt, 2003).  This 

format provides the opportunity for teachers to be active participants in what they learn, how 

they learn, and other aspects of the learning experience (Mitchell, Robinson, Plake, and 

Knowles, 2001).  While there are challenges to changing the core of mathematics so that key 

pathways to instructional improvement are clarified, recent studies of US educators engaged in 

lesson study indicate seven pathways to improvement that underlie successful lesson study 

including increased knowledge of subject matter; increased knowledge of instruction; increased 

ability to observe students; stronger collegial networks; stronger practice to long-term goals; 

stronger motivation, and sense of efficacy (Lewis, Perry, and Murata, 2003). 

Many research studies explore the profound influence of teachers on student 

achievement.  Marzano (2003) and Marzano, Marzano, and Pickering (2003) have reported that 

the individual classroom teacher has a profound effect on student achievement. A clear 

implication of the above referenced study is that teachers can directly impact student 

achievement by improving the effectiveness of teachers.  Marzano (2003) believes that more can 

be accomplished to improve education by improving the effectiveness of teachers. Other 

research studies indicate that effective teachers can have a profound influence on student 

achievement (Witziers, Bosker, Kruger, 2003). The research also provides clear guidance 

regarding the direction needed to produce teachers that teach remarkably well.  It seems equally 

important to provide content specific math instruction to teachers to enhance their effectiveness 

in the classroom. Math achievement and the ability to provide high quality math experiences to 

engender interest and to transform math classrooms into learning communities where students 

actively engage in math inquiry as a means to gain knowledge and an understanding of the world 
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(National Sciences Resources Center, 1997) is a necessity when one examines the math 

achievement at the middle and secondary school levels in West Virginia. 

 There are other aspects of classroom content and pedagogy that affect student 

achievement, but this project will plan professional development in three related areas: math 

content, instructional strategies known to increase student achievement, and curriculum design.  

The curriculum design component is often the least addressed student achievement indicator. 

Marzano (2003) reports that many breakdowns in student learning are the result of poor 

classroom curriculum design. He describes three principles that will guide effective curriculum 

design: 1) student achievement is increased when a teacher identifies specific types of 

knowledge to be the focus of a unit or lesson; 2) student learning can be attained when learning 

allows engagement in tasks that are structured or similar to allow for a transfer of knowledge 

and; 3) learning requires multiple exposure to and complex interactions with knowledge. 

 Research indicates that for reform activities and progress to be sustained in schools and 

classrooms several elements must be present: a system approach to the project that includes 

continuous dialogue about high quality instruction; a coherent focus on teaching and learning, a 

stance of supporting professional learning and instructional improvement, and data-based inquiry 

and accountability.  Other considerations in designing professional development to impact the 

quality of teaching and the achievement of students are the opportunity for individually guided 

activities, mentoring and coaching, inquiry and action (West Virginia Department of Education- 

School Level Professional Guide, 2003-2004). 

Over the past 20 years, cognitive and developmental researchers have described the 

growth of young children’s scientific knowledge and numeracy.  In mathematics, for example, 

researchers have described the development of children’s knowledge of number, quantity, and 
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basic operations.  In the sciences, researchers have examined how knowledge develops in 

particular scientific domains and described the development of children’s naïve theories in the 

domains of physics, biology, and psychology.  Cognitive scientists and cognitive developmental 

researchers have built bodies of research describing the development of general cognitive 

processes critical to scientific thinking, identifying basic principles of learning, and elaborating 

distinct differences in the ways that experts and novices organize scientific knowledge.  

Nevertheless, it is not evident that curricula in mathematics and the sciences and approaches to 

mathematics and science instruction have incorporated findings from this accumulation of 

research.  In addition, limited research has been conducted to evaluate the effectiveness of 

mathematics and science curricula and instructional practice for improving student learning and 

achievement. 

To address these needs, the following research questions are proposed.  (1) What is the 

effect of a sustained professional development program focused upon standards based instruction 

and high yield instructional strategies on student math achievement scores of participation 

teachers? (2) What is the effect of a two year-long professional development project focused 

upon differentiated instruction on student achievement of the participating teachers? (3) What is 

the effect of participation in day long seminars, after school sessions, summer institutes, and 

classroom visits on teacher knowledge and student achievement?  It is hypothesized that the 

intervention techniques will increase teacher understanding and teacher success as measured by 

increased student math achievement. 

Methods 

 The research design of the study was a pretest-intervention-posttest experimental design.  

There was a control group and an experimental group that were matched with about half of the 
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participants in each group being special education teachers and half being regular education math 

teachers with similar educational degrees, age, gender, and background characteristics. 

 

Instruments 

 There were five instruments used to determine belief changes and achievement 

gains between and among the control and experimental groups [(1) Seminar I-Profilerpro.com; 

(2) Seminar II; (3) Seminar III; (4) Seminar IV].  The first survey, which was completed during 

Seminar I, titled Regional Educational Services Agency (RESA II) Math Partnership was an on-

line survey that was completed by the control group in November 2005 (pretest) and May 2006 

(posttest).  The experimental group completed the pretest in October 2005 and the posttest in 

May and June 2006.  The on-line survey was accessed by the participants at 

www.profilerpro.com.  The survey contained 181 questions.  The survey questions dealt with 

demographic information, number sense, student characteristics, measurement, consumer 

application, data analysis, basic Algebra, advanced Algebra, functions, basic Geometry, 

advanced Geometry, Trigonometry, Statistics, probability, finite mathematics, analysis, 

technology, instructional math strategies, assessment, and instructional influences. 

 The experimental group completed Seminar II survey during December 2005.  This was 

administered in a pretest-intervention-posttest design manner.  The survey contained a total of 

eight questions, divided into three sections.  The first three questions (section one) dealt with 

Algeblocks.  The second set of questions (two questions) dealt with Bloom's taxonomy.  The last 

set of three questions dealt with ACT in Algebra.  Seminar III, which was completed in February 

2006, had a consistent research design similar to Seminar II.  The Seminar III survey had a total 

of six questions.  The questions dealt with graphing, radical functions, concavity, graphing 
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calculator, effective questions, graph inequalities, polygons, and Cartesian Plane.  During 

Seminar IV, survey four was completed in a pretest-intervention-posttest fashion.  The 

participants had to rate their ability and knowledge in eight different areas.  The eight different 

areas corresponded to eight different questions.  These questions were related to graphing using 

graphing paper, graphing inequalities on a calculator, setting-up an inequality, finding the 

solution to inequalities, graphing a given function, using function families, analyzing 

mathematical tasks, and designing a high or low level task. 

 

Interventions 

 Year two started with 26 teachers, 14 math certified and 12 special education, in 

the participant group from four counties in West Virginia.  A matching control group of 26 

teachers was taken from six counties in West Virginia. The grant funded four day long seminars 

during the school year that occurred at the Regional Educational Services Agency (RESA) 

office.  Eight, two hour after school sessions in each of the four counties (32 total) and a two 

week, 10 day, summer institute at a local hotel were the training locations. Pretest and posttest 

surveys were given to evaluate the effectiveness of each day long and summer session. One math 

teacher had to leave the group early in the year due to taking a teaching position in a non-grant 

county. 

 

Day Long Seminars 

 The four day long seminars required the participants to drive to the RESA office during a 

school day and the grant supplied funding for substitutes. The morning of the first session was 

used to give the content pretest and a presurvey about teaching styles and beliefs. The afternoon 
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session and each of the three following seminars involved a variety of activities directed by one 

of the grant facilitators. A university math professor taught lessons from a college math book 

titled, ACT Algebra.  The grant director who is a National Board Certified teacher taught lessons 

related to standards based classroom management techniques. The grant Math Mentor and retired 

math teacher taught information about technology and math teaching lessons. 

 

After School Sessions 

 Each of the sessions were split into two, one hour, parts. The first hour was a participant 

led book study and the second hour was a content study. Both were facilitated by the math 

mentor.  Stipends were paid by the counties to the teachers.  The meetings were held at a 

predetermined site in each county after school on a Monday or Tuesday. The book, How to 

Differentiate Instruction in a Mixed Ability Classroom was discussed two chapters at a time. A 

participant was responsible for leading the discussion of each chapter and for presenting an 

outline of the important topics. The Math mentor would then lead a content study geared to 

questions participants had about different math topics and to weaknesses the teachers found 

related to the topics.  TI-84 calculators, graphic organizers, AlgeBlocks, and other tools were 

used. The grant provided each teacher with a dry-erase white board with a coordinate grid, a TI-

84 Silver Plus student calculator, and a TI-84 Silver Plus view screen kit with calculator during 

the first year. The same materials were used during year two. During year two each participant 

received an overhead and classroom AlgeBlock set and a school copy of Geometry Sketchpad. 

The use of these items were required during the after school and summer sessions. 
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Summer Institute 

 The grant funded lodging and food at a local hotel for the participants, and a variety of 

guest presenters.  One of the presenters, a National Board Certified Teacher (NBCT) and former 

Project MERIT director, used two days to train teachers in the use of Geometry Sketchpad.  

Another presenter, a TI trained math teacher, spent one day showing participants how to use 

Cabri Jr on the TI-84. Another presenter, who is an integrated math teacher, used two days 

guiding participants through an IMP integrated math unit.  A Maryland high school teacher 

thrilled the participants with his two day demonstration of cooperative learning and esteem 

building. The state grant director and NBCT, discussed hands-on lessons used at the middle 

school level from MathScape.  The other two days included sessions that were led by a NBCT 

and the university professor using a thematic approach to teaching geometry in a nontraditional 

manner. 

 

Classroom Visits 

 A requirement in year two was for each teacher to identify the learning styles of all of 

their students in at least two of their classes. They then had to write a lesson plan that showed 

differentiation for student learning styles and readiness. The math mentor then visited the 

classroom to watch the teachers present the lessons. 

 

Attendance 

 Attendance at the four day long seminars, the 32 after school meetings, and the 10 day 

summer institute was a very impressive 91.8%.  All 25 of the participants took both the pretests 

and posttests instruments. 
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Results 

 During Seminar II, the experimental group showed great gains between the pretest and 

posttest measurements.  At the end of Seminar II, the participants felt they could use 

"Algeblocks" to illustrate the rules of multiplication of integers [t(20)=9.68,p.<.05]; use 

"Algeblocks" to find the product of two first degree polynomials [t(20)=9.68,p.<.05]; use 

"Algeblocks" to find two factors of a first or second degree polynomial [t(20)=6.04,p.<.05].  The 

participants felt confident using Bloom's taxonomy.  The participants self reported becoming 

more knowledgeable in using Bloom's six levels of taxonomies after the intervention 

[t(20)=4.83,p.<.05]. The participants were knowledgeable in the development of questions, 

assignments, and assessments to teach children at all levels of Bloom's taxonomy 

[t(20)=3.84,p.<.05].  In terms of Algebra use, the participants felt knowledgeable in the 

identification and manipulation of first and second degree polynomial functions 

[t(19)=3.24,p.<.05].  The ability to find the vertex of a parabola, given the equation in either 

standard or general form was significantly achieved by the participants [t(19)=2.98,p.<.10], but 

the participants did not feel knowledgeable in the identification of radical, rational, exponential, 

logarithmic, higher degree polynomial functions [t(19)=2.65,p.>.05]. 

 Seminar III had significant gains in the experimental group's beliefs regarding 

mathematical ability.  The participants felt a high knowledge level in their ability to graph and 

interpret radical functions [t(22)=5.30,p.<.05].  The seminar participants felt knowledgeable in 

determining the concavity of a graph [t(22)=3.22,p.<.05], and using a graphing calculator and 

finite differences to graph and model a set of data [t(22)=6.64,p.<.05].  Categories and uses of 

effective questioning [t(21)=10.84,p.<.05] and using a graphing calculator to graph inequalities 

[t(22)=7.49,p.<.05] were rated with a significant level of knowledge confidence by the 
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participants.  Significant changes were demonstrated by the participants after the conclusion of 

Seminar III given the fact that the teachers felt knowledgeable in finding the area of polygons 

given their vertices in a Cartesian Plane [t(20)=6.65,p.<.05]. 

 The interventions for Seminar IV were effective and showed significant differences 

between the pretest and posttest measurements.  The participants felt knowledgeable in graphing 

inequalities on graph paper [t(16)=3.77,p.<.05] and graphing inequalities on a calculator 

t(16)=4.19,p.<.05].  The use of function families [t(16)=6.42,p.<.05] and recognizing what type 

of graph a given function should produce [t(16)=3.35,p.<.05] was significant after the Seminar 

IV intervention.  The participants felt significantly knowledgeable in analyzing the effectiveness 

of mathematical tasks [t(16)=4.19,p.<.05] and designing a task that is either high or low level 

[t(16)=4.95,p.<.05].  The intervention did not demonstrate a significant difference between the 

pretest and posttest measurement regarding the participants knowledge level in designing an 

inequality from a written situation [t(16)=1.73,p.>.05] and finding the solution to a system of 

inequalities [t(16)=2.58,p.>.05]. 

 

Discussion 

 Accountability for student achievement has taken its place in the forefront of educational 

reform efforts across the nation. Research indicates that the most effective way to improve 

student achievement is to increase the quality of teaching occurring in the schools, and the most 

productive way to increase the effectiveness of the individual teacher is through quality 

professional growth activities that lead the educator through a perpetual learning forum of 

content, pedagogical knowledge, skill, and efficacy. The purpose of this study was to apply this 

hypothesis to the area of secondary mathematics and the teachers within this curriculum.  With 
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the aim of testing this theory, three research questions were proposed: (1) What is the effect of a 

sustained professional development program focused upon standards based instruction and high 

yield instructional strategies on student math achievement scores of participation teachers? (2) 

What is the effect of a two year-long professional development project focused upon 

differentiated instruction on student achievement of the participating teachers? (3) What is the 

effect of participation in day long seminars, after school sessions, summer institutes, and 

classroom visits on teacher knowledge and student achievement?  The following section 

addresses the research questions through a discussion of intervention techniques and findings 

based on survey data. 

 The use of nationally certified teachers, along with content specific instructors teaching 

each of the seminars, produced significant changes in the teachers' behaviors that were part of the 

experimental group.  Each of the seminars, after-school sessions, and institutes provided the 

teachers who participated in the study with the content knowledge to effectively teach math 

skills.  The participants in the experimental group had gains in comparison to year one and year 

two.  This is significant because the teachers learned the material and were able to integrate the 

math content in the classroom.  The teachers were able to apply the math material to their 

teaching repertoire during a two year period. 

 During seminar two, the teachers were confident in their use of "Algeblocks" as related to 

multiplication of integers, first degree polynomials, second degree polynomials, Bloom's 

taxonomy, to develop questions related to Bloom's taxonomy, manipulation of polynomial 

functions, and the ability to find a vertex of a parabola.  The teachers did not feel comfortable 

nor knowledgeable in the identification of radical, rational, exponential, logarithmic, and higher 

degree polynomial functions.  The seminar one session needed to provide more examples on 
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radical and rational numbers and greater hands-on techniques related to exponential, logarithmic, 

and higher degree polynomial functions.  A possible explanation for this lack of confidence may 

be related to the type of content and curriculum level of mathematics in which these educators 

teach. 

 At the conclusion of seminar three, the teachers in the expereimental group had a greater 

belief in their abilities to graph and interpret radical functions, determine the concavity of a 

graph, use a graphing calculator to graph finite differences, use effective questioning, use a 

graphing calculator to graph inequalities, and finding the area of polygons given their vertices.  

Such significant differences were due to the hands-on techniques and follow-up interventions 

during the after school sessions.  When relationships among presenters and participants are equal 

and supportive, the participants take more ownership of what they have created and make more 

use of what they learned in the seminars. Thus, the sustained professional development program 

had a positive impact on key areas of math achievement. 

 Further analysis of the pretest and posttest surveys showed significant differences in the 

teachers' beliefs about their knowledge level in numerous areas.  The teachers felt knowledgeable 

in their ability to graph inequalities on graph paper, graph inequalities on a calculator, use 

function families, graph a given function, analyze the effectiveness of mathematical tasks, and 

design a task that is either high or low level.  These newly acquired abilities by the teachers are 

due to the tasks learned during seminar four.  The teachers worked with guest speakers who 

brought expertise in content and instructional techniques to the session.  The inclusion of the 

professional growth activities was due to the expert training of the National Board Certified 

Teachers.  The guest speakers promoted the learning experience as an integrated part of a 

learning experience related to student math achievement.  The participating teachers in the 
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experimental group felt competent in their abilities to implement the new teaching skills that they 

obtained during the training.  The training (intervention) during seminar four did not produce a 

significant difference between the pretest and posttest measurement related to the participating 

teachers' knowledge level "in designing an inequality from a written situation and finding the 

solution to a system of inequalities."  The lack of development in this area may be due in part to 

the limited amount of time spent on hands-on activities and concept related examples. 

 A long-term plan that is focused and sustained is a key characteristic of a quality 

professional development program.  Professional growth activities should consist of regular, 

hands-on, ongoing collaboration among educators that illustrate consistency in process and 

implementation.  While the professional development program in this study consisted of a long-

term, three-year plan, and participants in the experimental group continually met throughout the 

school year, only a few significant differences mentioned above were found in relation to 

differentiated instruction. This may be due in part to the design of the professional development 

program.  While differentiated instruction was one of the topics of the summer session, how to 

implement it was not woven throughout each session.  Further study of this program is needed to 

adequately address the first research question more specifically regarding the impact on student 

math achievement scores of participating teachers in the experimental group.  Participation in the 

sustained program that consisted of day long seminars, after school sessions, summer institutes, 

and classroom visits on teacher knowledge had positive impacts on teacher development. 
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Educational foundation courses taken in University taught us that in order for information to be 
learned, it must be presented in as many forms as possible, in hopes that each embodiment of the 
message will significantly touch a small segment of the classroom. After a few repetitions, 3 is the 
standard number given, the majority of the students would have been exposed to the information 
and hopefully assimilated some of the content at a deeper level than the perennial “ Is this going to 
be in the test?”. Movies are usually one of those three approaches. Showing movies has been a 
common educational tool used by many to complement traditional instructional methods. The use 
of film to teach has been a staple of education since the invention of film strips and slides. English 
teachers salivate whenever a book is made into a film because the power of cinema brings to life 
the writings of a great author. The richness of the detailed settings, the intangible nuances of a look 
or a smile written in paper is made more significant through the personification of the character by 
the actors. Who can forget Gregory Peck as Captain Ahab, or Daniel Radcliffe as Harry Potter? 
There is little doubt that films are a powerful educational tool. To this end, why not offer a course 
on Film? a curriculum that targets movie making, and the skill required to make great films? an 
opportunity for imagination and creativity to blend with technology to create a work of art? This is 
a story of how a school in Golden, BC started a Film Program and the many paths it has taken since 
the lens cap came off the camera. 
 
First and foremost, why a film course? 
 
It is easy to justify a visual media course when one considers that:  
 
1. All media are constructions. 
Media does not reflect reality but rather provides an interpretation of events by individuals. 
Although their appearance is natural, they are crafted productions intended to seem natural, hence 
the perfection of the illusion. The media is subject to many filters, determinants and standards 
before broadcasted; our familiarity with their productions is what makes them appear seamless 
with reality. 
 
2. The media constructs reality. 
Our reality is based on our experiences and our interpretations of these experiences. Since most of 
our “constructs” are directly or indirectly impacted by the media, it follows that our reality is a 
product of the media.  
 
3. Audiences negotiate meaning in media. 
The interpretation of the message by the media is subject to the individuals themselves. Much like 
witness accounts at the scene of an accident, each individual negotiates, and evaluates the event in 
a different manner. Personal experiences, background, emotional state of mind and many other 
factors can’t help but colour our interpretation of the media event. 
 
4. Media have commercial implications. 
Mass media is by definition a business. As such, profit margins dictate the nature of the industry. 
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The content within the media is determined by many extrinsic factors such as audience volume 
and revenues generated from these audiences. To serve this economy, advertisers make use of 
market research groups to determine marketing strategies and potential success of individual 
programs and specific media. Demographic breakdowns of each audience help tailor the message 
broadcasted by each media.  
 
To this end a broader issue of ownership and control of mass media becomes a key concept in 
discussing social responsibility. In an age of communication mergers and centralized ownership in 
the hands of a few, the potential exist for abuse of power, and mismanagement that may affect the 
content of the media. 
 
5. Media contains ideological and value messages. 
The media, as a construct of individuals belonging to a specific culture, will include ideological 
values implicit to that society. These values may affirm the existing social system, define specific 
roles for individual, or advocate for certain ideological messages. It is imperative that care and 
consideration be given to the value messages the media portrays and its interpretation by the 
audience. 
 
6. Media has social and political implications. 
This statement suggests that the impact of the media on family values, social interactions and 
broader cultural norms is greater than we think. Although certain values may lie outside the 
boundaries of the media in as far as their origins, the media serves to entrench these values in our 
conscience. The need to belong to a certain cultural group is reinforced by the imagery presented 
in the media. This is particularly insidious in younger demographics.  The influence of the media in 
political and social infrastructures is equally as disturbing in older demographics. The media is a 
natural outlet for political campaigning and its effect may extend beyond the truth, rendering its 
message biased in a negative connotation that has national implications. Equally as important is the 
way in which media has removed the geographical barriers of significant human events around the 
globe, making the situations previously foreign and indifferent a concern for all in a positive 
manner 
 
7. Form and content are closely related to the media. 
Each medium is unique in its text and manner. Events reported by different media will give 
different impressions of value and ideology. The nature of the media often affects our perception of 
the event itself. 
 
8. Each medium has a unique aesthetic form. 
The media is an incredible creation with implicit beauty and aesthetic form. It codifies messages in 
a manner that has become second nature to the target audience, seamlessly weaving reality and 
virtuality, making one appear to be an extension of the other. The range of emotions that can be 
elicited by the media is boundless and serves as evidence of the powerful impact it has on our 
society. 
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Few teachers dispute the fact that the traditional three R’s (Reading, Writing , and Arithmetic) 
have been replaced by the three T’s (Television, Technology and Travel) as the main forms of 
acquiring information. Furthermore, our world has become cocooned by digital media, so much so 
that reality and virtuality have become hybrids. The line between what’s real and what’s perceived 
has become blurred by our own decisions and choices. Consequently the importance of visual 
media in society can not be emphasized enough, and a curriculum that addresses these issues is not 
a luxury but a necessity to cope with our world and extract meaning from it. 
 
How to teach a class that blends creativity with technology? 
 
It seems that each year our obsession with the mandates of the curriculum grow more obsessive. 
Ironically, the letter of the law that guides teaching speaks of “indispensable” intangibles such as 
creativity, originality, and imagination, yet the constraints imposed by the learning outcomes and 
the sheer bulk of the curriculum leave little doubt as to how indispensable these are.  The intent of 
this course was, from the onset, to incorporate as part of the learning outcomes the opportunities to 
allow for these so called incidental goals to flourish. The challenge in developing this course laid on 
finding a balance between instructional and developmental strategies to foster the student’s artistic 
exploration of their filmmaking potential. To teach this course without an academic framework 
would be pointless; the true appreciation of the craft requires a guidance to the principles that 
define it. To this end, it became increasingly difficult to make decisions while writing the 
curriculum as to what ought to remain in the program and what was superfluous to their basic 
understanding of filming.  Content and curriculum are two different concepts and often as teachers 
we make the mistake of confusing one with the other. The strength of a course does not lie in the 
amount of knowledge taught, but rather in the application of the essential teachings to the needs of 
the students. In other words, in teaching this course, dwelling into the history of film regardless of 
how fascinating it is, would not have changed in  any significant manner their understanding of 
filmmaking. Yet many teachers make the error of equating the amount of knowledge dispensed 
with the quality of learning that takes place in their classroom. To avoid falling in this trap, the 
content aspect of the course focused on film appreciation and the basic skills of filming and editing. 
The technology needed to achieve their visions was given enough importance to justify the ends. 
Technology is transient, yet imagination and creativity are not, and that is where the lion’s share of 
the curriculum was dedicated to, in expanding their realm of possibilities relying on their own 
personal experiences 
 
For imagination to take flight, few rules must exist. Although direction is critical for success, in 
which ever form that is measured, in film studies the road ought not to be well defined. The map 
provided to the students must have a starting point and a destination but no specific path to follow. 
This, in and on itself, is difficult for students to grasp given that during their entire scholastic lives 
they have been told, where they are, where they’re going, how to get there and how to know 
when they get there. The absence of a defined pattern of learning beyond the theory of the course 
often overwhelms the students. However, the key to success, the moment of epiphany when they 
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are free of the constraints of years of regimented learning occurs when they realize that the 
journey in itself is the destination. Beyond the common basis of technical knowledge, the outcomes 
of the course are different for each individual. 
 
The course begins with an intensive focus on the theory of film. The emergence of film as 
entertainment, education, and information tool is explored in detail drawing attention to the 
umbrella of influence that this media commands. This brief, but involved process defines the 
parameters of the media. The evaluation of the reality that the media constructs is placed in 
context so the students realize how pervasive television and movies are in our everyday life. This 
awareness of the power of the media is important to imprint upon the students the social 
responsibility that is implicit to film making. The theoretical aspect of the course is meant to 
provide students with the tools to interpret their perception of the world. Much like a carpenter 
learning to use the tools of the trade to create beautiful furniture, a budding filmmaker must learn 
the craft in words before putting it into deeds. Appropriately, films of cinematographic merit are 
viewed in class and discussed in detail. Baraka, for it’s stunning photography, where each image 
stands alone as a monument to nature and man; Memento, for its well crafted scrip that mimics the 
anguish and frustration of the main character; Hero, for it’s cultural nuances and skill in story 
telling and many others to illustrate the richness and infinite possibilities that exist in Cinema. The 
remainder of the course is spent in implementing the skills into themed projects, each highlighting 
a specific aspect of the media. Over the course of the term, 10 completed films not exceeding 3 
minutes each in length, are completed. Each film is reviewed by their peers and critiqued for its 
aesthetic beauty, originality, and skill in conveying the message successfully.  
 
Initially, their cinematographic offerings are little more than amateur copycats, where influences 
from other films are not only evident but almost an homage to that work. Little by little though,  
their work becomes more original, finding their own style and incorporating their own brand of 
realism to the films. Each group develops a sense of ownership for the films and become budding 
filmmakers complementing each other’s abilities. Often the students become so enamoured with 
their work that the editing of their sequences for the sake of brevity becomes a painful process that 
is difficult to overcome without a strong sense of what is and is not essential to the story. This 
journey of discovery is the goal of the course. 
 
Student films that are exceptionally well done are screened in front of the school at Recognition 
Assemblies. The prestige and acknowledgment that accompanies a public screening serves to 
reinforce the artistic ego of the students. Seeing their films on the screen in front of a large 
audience validates their efforts and pushes them to think in a more refined manner. The screening 
of the student’s films has grown in popularity over the years, providing a launching platform to 
more grandiose accolades, film festivals. 
 
Ironically, artistic merit is both intrinsic and extrinsic in human nature. Few are the people who 
label themselves as artists who rely exclusively on their own satisfaction for the purposes of artistic 
fulfillment. Often, it’s the approval of our peers that drive and motivate us to excel. This circle of 
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influential equals is often a very prestigious elite that holds great sway over our personal growth as 
artists. This is true in filmmaking as much as it is in any other art form. Thus, it is natural that the 
growth of a filmmaker should be measured to a certain extent by the nod from his contemporaries 
in the craft. Film festivals provide such an opportunity. 
 
Film festivals are a unique venue to showcase the ability of young filmmakers. They offer an 
insight into the networking infrastructure necessary to pursue their vocation into a professional 
career. These gatherings of the best and brightest also provide a context in which to measure one’s 
own understanding of the craft. The extrinsic motivation, alluded to earlier, is omnipresent at these 
venues, providing an opportunity to be a teacher by virtue of your own work, and student by 
observing the work of others. The desire to excel is potentiated by the films themselves, the work 
of other like minded individuals. Inspiration is found in every film, every short, every image.  
 
There are a few films produced by students that over the years have made an indelible mark on me 
as an individual for their creativity, their originality, their technical achievement and their ability 
to evoke an emotion in their audiences. One particular piece of work, aptly titled “Id”, was a 5 
minute dream sequence that managed to weave the participants’ own dream experiences into the 
sequences, making the story a more sophisticated offering. The title “Id “making reference to the 
aspect of the psyche that controls impulse thought, becomes more than a word, it acts as the 
hidden thread that holds the story together. This particular film  garnished accolades at The Red 
Carpet Film Festival in Vernon, BC and Hot Shots in Calgary, Alberta; and remains one of my 
favourites to this day and is often used as an example in my lectures in showing how a simple 
concept can give flight to imagination. Another similar film, produced and directed by another 
student, dealt with Bullying, a common theme in schools around the country. This particular 
version on the topic took a different approach, using humour to show the everyday struggles of an 
adult being bullied by others. What makes the film so powerful in articulating the message is the 
fact that we laugh throughout the film only to realize that the anti hero is a victim; hen that 
message sets in, we feel guilty at our own callousness.  This film was a finalists and award winner at 
the Red Carpet Film festival, as well as an international student film festival in New York. The 
students that made these movies continue to this day producing films, some of them as 
professionals, others as film students in College. 
 
Does that mean that the intent of the course is to serve as a pathway to create future filmmakers? 
 
The pedagogic intent of the course from the beginning was to provide students with an alternative 
to applied skills courses traditionally offered at our school. Students not interested in mechanically 
inclined subjects such as Power Mechanics and Welding, or Art and Music needed a course to 
fulfill the mandates of the graduation requirements. The fledging Video production course offered 
at the school was little more than family home made movies, an amazing feat at the time given the 
limitations of the technology. With the advent of IT, and the infinitely more adaptable digital 
video cameras, the possibilities for the course to be expanded to mimic more professional programs 
were endless. The pragmatic need that resulted in the creation of the course has been slowly 
replaced by more imaginative and artistic needs. The students enrolled in the course do not see it as 
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means to an end, but rather as an opportunity to try an unconventional class with very personal 
educational outcomes.  The value of the class extends beyond the fulfillment of the expected 
coursework for the class itself. The skills learned in the classroom have given the students new 
tools to utilize in their other courses, an overlap between disciplines that was unexpected. Of 
particular interest is the myriad of movies made for the Humanities classes at all levels to illustrate 
their understanding of plays and storylines and significant events.  Often, former students from 
previous classes borrow equipment to film their Social Studies assignments or their  English plays. 
The versatility of the media allows for lateral thinking when submitting their assignments. So 
much so that teachers have made that option, filming their work, an acceptable form of work 
submission.  One preferred by most student  film makers. 
 
On a final note, the course has been so popular that it has spawned a junior level class that 
introduces the concepts of filmmaking using a different editing system to expand their knowledge 
base of the software available.  Furthermore, in conjunction with the school district, we have 
developed an online Video production course that is offered entirely through e-learning, the new 
catch phrase in the educational horizon. This new course will be available to students throughout 
the valley and the province to any student wishing to enrol in the class. An elegant approach to 
solving geographical constraints and the limitations common to small rural schools.  
 
In conclusion, movies inspire, teach, and define a generation much like great works of art. In a 
society obsessed with mass consumption and defined by information trading, understanding the 
media that influences our decisions, shapes our personalities, and reasserts our cultural values is of 
crucial importance to functioning in our society. To be able to evaluate the message and the source, 
and in turn to use its form to our needs is a  skill so essential to our survival that we no longer 
think of it as a skill but rather as part of our nature. Movies and films can manipulate our feelings, 
our emotions and make us feel for just an hour or two, like nothing else mattered. No other media 
is so rich in imagery, so embedded with symbolism and capable of such incredible creativity. 
Imagination is limited by the ever expanding technology of the media itself. These edicts are 
evidence of the importance of media literacy. In order to be able to sift through the limitless 
amount of information continuously streaming into our living rooms, schools, and workplaces we 
must be discriminate consumers and careful participants in the media juggernaut that has come to 
define our society.  Consideration to the effect the message has on viewers, readers and listeners is 
essential to understanding the social responsibility that is implied by being part of the media as 
producers and/or consumers. 
 
The importance of this course is clear to those of us who teach it for many other reasons. Nothing 
is comparable to seeing the way in which a young mind given free reign to roam grows to become 
an entity of its own with capabilities only limited by their youth. Their imagination put to film is 
their greatest accomplishment, it makes their thoughts real, it validates their abilities and provides 
them with the tools to be more than students, to be filmmakers. 
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Enhancing the Teacher Knowledge though Professional Development: 
Lessons form a Summer Institute for Chinese Teachers of English 

 

In the late 1970s and early 1980s, a distinct community of North American teachers 

engaged in writing shifted and revolutionized the traditional instructional paradigm of teaching 

writing to a new model (Fleischer, 2004). The traditional model focused on the composed 

product and assumed that: (1) competent writers knew what they were going to say before they 

began to write and that their most important task when preparing to write was finding a form and 

organizing their content; (2) the composing process was linear that proceeded systematically 

from prewriting to writing to rewriting; and (3) teaching editing was teaching writing (Hairston, 

1982). Rather than adhering to this traditional model, the new model suggest that (1) writing is a 

process and is often recursive and messy (2) students actually have to be engaged in writing in 

order to learn to write which allow them to play with language, tackle ideas and create structures 

that express their thoughts, (3) teachers need to use effective strategies and approaches to 

directly intervene in students’ writing processes (Fleisher, 2004). However, although there exist 

many research-based strategies and approaches available to teachers to help students become 

thoughtful writers, several issues impede teachers from implement this knowledge into practice. 

One of these issues is comprehensive professional development for teachers. 

Professional development is often viewed as a way to initiate systemic educational 

reform in improving the teaching of writing. Professional development offers opportunities for 

teachers to cultivate their knowledge, thinking and ideas throughout their careers and it plays a 

key role in improving teacher quality. As such, professional development is not only critical for 

helping teachers understand and change their practices and beliefs but it also serve to help 

teachers develop leadership and change agent skills to influence theirs schools and districts.  
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Moreover, teacher quality is emerging from the literature as one of the key factors in predicting 

students’ learning gains and achievement (National Commission on Teaching & America’s 

Future, 1996; Hawley & Valli, 1999; Darling-Hammond, 1999). In effective professional 

development opportunities, teachers can work in supportive collaborative learning environments 

to form new beliefs, develop new knowledge and master new skills that would in turn, improve 

student learning. 

However, much of current professional development typically relies on fragmented, 

piecemeal experiences, in which teachers attend one-week workshop with an expert who 

espouses new ideas and classroom strategies. These experiences offer participants little time to 

synthesize, analyze and master new knowledge and skills. As a result, these experiences do not 

lead to changes in teacher’s behavior, knowledge or skills. A successful model of professional 

development redirects these worthy efforts into a strategic plan and approach with clear, 

coherent, goals. Although there are many approaches to professional development design, two 

important dimensions that should be considered are the content (what teachers need to learn) and 

pedagogy (how they should learn it).  

The professional development design investigated in this study is the extent to which 

immersing Chinese teachers of English within a professional development context of writing 

workshop instruction and constructivist, reflective teaching methods (pedagogy) can impact their 

writing knowledge and skills (content)? The pedagogical focus used in the professional 

development design in this study reflects the kinds of knowledge teachers also need and use.   

Pedagogy 

Pedagogical content knowledge, a term coined by Shulman (1987), has been defined as 

that knowledge of a subject that allows a teacher to anticipate how students will understand and 

2007 HICE Proceedings 
Page 5397



Pedagogical Content Knowledge 4 

misunderstand the content being taught; to deal with such misunderstandings when they arise; 

and to offer multiple examples and approaches to challenging topics that will “make content 

accessible to a wide range of learners” (Grossman, Schoenfeld, & Lee, 2005, p. 201). 

Pedagogical content knowledge differs from general pedagogical knowledge in being subject-

specific.  For example, being able to plan instruction that appeals to the multiple intelligences of 

students would be general pedagogical knowledge.  Knowing what kinesthetic activities are 

effective in teaching parts of speech would be pedagogical content knowledge.  The development 

of pedagogical content knowledge in particular has been the focus of a great deal of preservice 

and inservice education (e.g., Grossman, Wineburg & Woolworth, 2001; Grossman et al, 2000; 

Grossman & Stodolsky, 1995).   

Schon’s (1987) work on reflective practice launched research into the ways teachers think 

about that knowledge.  Reflective skills are also critical to both preservice and inservice 

teachers’ development, as all teachers need to be able to critically examine their own beliefs, 

attitudes, practices in light of new knowledge (Feiman-Nemser, 2001). Reflection enables 

teachers to connect new and prior knowledge and become inquirers in their own classrooms 

(Loughran & Gunstone, 1997). 

Content 

 After a decade of research on teacher knowledge and reflection, much remains to be 

learned, particularly in the subject area of English, the focus of this study.  Whether taught here 

or abroad, English remains a challenge:  “The very multiplicity inherent in English as a subject 

matter, however, is precisely what makes teacher knowledge such an important issue to grasp” 

(Grossman & Shulman, 1994, p. 5).  In particular, disagreements abound regarding writing and 

the teaching of writing.  While most people agree that writing is a fundamental skill that all 
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students need to master and that students should learn to write for a variety of purposes and to a 

variety of audiences, debates about how best to teach writing continue (Grossman, Schoenfeld, & 

Lee, 2005).  

Teaching Writing in China 

In China, as in the United States, the answers to the above questions are changing as the 

needs of our respective societies change.  Historically, English was seen as an academic subject 

in China and taught primarily through the Grammar-Translation method, since communicative 

competence wasn’t the goal of learning English. However, in 1999, China adopted a plan for 

revitalizing education for the 21st century.  This plan stressed the need for citizens who could 

communicate competently in English, thereby requiring Chinese English teachers to upgrade 

their own subject-matter knowledge and pedagogical content knowledge significantly (Cheng & 

Wang, 2004; Yi, 1999). Formerly, a reading knowledge of English was seen as adequate; today, 

Chinese English teachers are expected to teach reading, writing, speaking, and listening.  Of 

these language arts, writing generally receives the least emphasis in the curriculum (Cheng & 

Wang, 2004).   

As English has gained a more important role in the school curriculum, the stakes for 

learning and teaching English have risen.  Proficiency in English, as measured on national, 

standardized tests, is required for access to higher levels of education, and English teachers are 

evaluated on their students’ exam performance (Wang & Paine, 2003).  Indeed, the situation of 

tests driving instruction in China is quite similar to the current accountability environment in the 

United States. As such, Chinese English teachers are challenged to find ways to integrate best 

practices in writing instruction into classrooms overshadowed by standardized writing tests 

whose format seems to support the traditional notion of writing instruction.  
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Using the aforementioned premise on new models of writing instruction and professional 

development design, a three-week, professional development summer institute was developed for 

57 Chinese teachers of English who taught English at the elementary, junior high, and high 

school levels in the Southern provinces in the People’s Republic of China.  The subject-specific 

component of the institute focused on writing in English and the teaching of writing.  Two 

additional general pedagogical courses focused on “Models of Teaching” (Joyce et al., 2004) and 

“Teaching for Multiple Intelligences” (Campbell, Campbell & Dickinson, 1999; Gardner, 1999; 

Kornhaber, Fierros & Veenema, 2004).  For instruction, the teachers were divided into two 

groups—an elementary group and a secondary group—and they rotated through each block of 

instruction daily. One of the research questions that guided our study was: How do the writing 

quality of Chinese teachers of English change within a professional development context of a 

writing workshop instruction and constructivist teaching methods? 

Context 

The primary vehicle for the enhancing Chinese teachers’ subject matter and pedagogical 

content knowledge was a class focused on the workshop approach to teaching writing (e.g., 

Atwell, 1998). Consistent with the widely held belief in the United States that teachers of writing 

must write (e.g., Graves, 1983), the Chinese teachers in the class wrote daily.  Consistent with 

the principles of constructivist teaching (Grossman et al., 1999), the workshop offered the 

teachers opportunities to collaborate with one another, to experience writing as a process, and to 

share their written products with real audiences. In a workshop environment, participants use 

language and literacy for real, personally meaningful purposes and learn through active, 

experiential, and democratic processes (Zemelman & Daniels, 1988).  The Chinese English 

teachers who participated in the workshop had no prior experience with this approach.  For the 
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most part, they taught English as they had learned it--through grammar-based and transmissive 

methods of instruction, the model generally used for teaching academic subjects in China (Song, 

2000; Wang, 2001).   

The primary vehicles for enhancing the Chinese teachers’ general pedagogical knowledge 

were courses in “Models of Teaching” and in “Teaching for Multiple Intelligences.”  These 

courses also introduced constructivist ideas and methods previously unfamiliar to the teachers.  

The authors suspected that the teachers would experience a high level of dissonance as they 

attempted to integrate new forms of knowledge with prior knowledge constructed in a culture 

that values tradition, hierarchical relationships, and obedience to authority (see for example, 

Hessler, 2001).  Thus, at the end of each day of the institute, participants wrote reflections in 

order to question, critique, apply, and synthesize their learning.  

Methodology 

Although other research questions were examined in this large project, the primary focus for 

this paper is to determine to what extent teachers’ quality of writing changed as they were 

immersed in a professional development approach that emphasized writing, collaboration, 

reflection, active, student-centered learning environment and constructivist-based instructional 

methods.  A pre-post design was used to measure the quality of writing among the Chinese 

English teachers. Two pieces of writing from each teacher were scored. The first (Piece #1) was 

a reflection [R] written during the first days of the institute.  The second piece (Piece #2) was a 

draft (D) or final draft (FD) which was completed near the end of the Summer Institute.  This 

piece was a personal narrative or memoir that had been developed by going through the stages of 

the writing process:  prewriting, drafting, peer response, peer editing, final draft, and publication 

(voluntary) through Author’s Chair and/or a class anthology. 
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The pre- and post- writing sample collected from each teacher and analyzed for voice, 

organization, ideas, sentence fluency, word choice, and conventions (Spandel, 2004). Four 

graduate students in C & I were trained to score using the 6-Trait method (see www.nwrel.org), a 

widely used scoring method for state and district tests of writing in the United States. These six 

traits that characterize quality writing are: 

• Ideas make up the content of the piece of writing—the message 

• Organization is the internal structure of the piece—the thread of meaning and the logical 

pattern of the ideas 

• Voice is the soul of the piece. It is what makes the writer’s style singular, as his or her 

feelings and convictions come out through the words 

• Word choice is at its best when it includes the use of rich, colorful and precise language 

that moves and enlightens the reader. 

• Sentence fluency is the flow of language and the sound of world patterns. 

• Conventions represent level of correctness—the extent to which the writer uses grammar 

and mechanics with precision. (Kozlow & Bellamy, 2005, p. 4-5). 

Table 1 represents the number of papers scored. 
 

Insert Table 1 here. 

 

Each piece was scored using a scale of 1 – 5 on each of the 6 writing traits (Organization, Ideas, 

Voice, Word Choice, Sentence Fluency, Conventions). Scoring was conducted by pairs who 

worked independently.  Each pair of scorers received a packet of approximately 57 papers.  The 

papers were anonymous in that each piece was identified by the teacher’s code number only 
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(names were previously blacked out).  Each set of 57 papers was constructed so that each scoring 

pair worked with a variety of pieces from both elementary and secondary levels. 

When all the papers were scored, the scores were compiled into a single database. When 

assigned scores on a trait differed by one point, the scores were averaged.  A discrepant score 

was defined as a difference of TWO points in a given trait (e.g., one scorer ranked a paper a 3 in 

conventions, the other ranked the paper a 5).  The papers with discrepant scores were re-scored 

independently by a third scorer.  If the third score agreed with one of the original scores, that 

score was assigned (i.e., in the above example, if the third scorer also assigned a 3 in 

conventions, then the paper received a 3).  If the third score did not agree with either of the 

scores, the three scores were averaged (i.e., in the above example, if the third scorer assigned a 4 

in conventions, the paper received the average of 3, 4, 5, which is 4.). Scorers assigned a total of 

684 scores (N=114 x 6 traits) and the total number of discrepant scores was 28.  Thus, inter-rater 

reliability was 98.7%. Statistical analyses were conducted using SPSS version 14. 

Results 
 
Overall Comparison of Means 

 As shown in Table 2, the overall mean score for the writing samples of the 29 elementary 

Chinese teachers increased from a score of  M=3.23 to M=3.76 during the professional 

development session. Similarly, the overall mean score in the writing samples of the 28 

secondary Chinese teachers increased from M=3.57 to M=4.06 during the professional 

development session. Paired-samples t-test analyses indicated that mean score on the post-

writing sample, Piece # 2, [Elementary M= 3.76 and Secondary M=4.06] was significantly 

greater at the p<0.001 level than their pre-test writing sample, Piece # 1. Thus, the overall quality 
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of writing as defined by the 6-point trait writing scale indicated a significant improvement 

among the two groups of teachers by the end of the professional development session. 

 

Insert Table 2 here. 

 

6-Trait Comparison of Means 
 

As revealed in Table 3, a closer analysis of the six individual traits for the two groups of 

teachers indicate that writing quality gains were observed in all the traits that included: 

organization, ideas, voice, word choice, sentence fluency with the exception of conventions for 

the secondary group.  In general, paired-samples t-test analyses indicated that mean score 

differences on the pre and post-writing sample for all teachers was significantly greater at the 

p<0.001 level in all the traits that included organization, ideas, voice, word choice, sentence 

fluency except for conventions (see Table 5). This suggests that the quality of writing of all 

teachers in all traits expect for conventions in the 6-point writing scale was significantly 

improved by the end of the professional development session. 

 

Insert Table 3 here. 

 

 

Insert Table 4 here. 
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Discussion and Conclusion 
 

How do the writing quality of Chinese teachers of English change within a professional 

development context of a writing workshop instruction and constructivist teaching methods? 

The findings indicate that a professional design that provides time and structure that supports and 

values writing as a process that is situated within an environment that emphasize collaboration, 

reflection, active, student-centered learning and constructivist-based instructional methods can 

significantly increase the writing quality of English as a foreign language (EFL) teachers, even 

within a three-week period.   

Given the pressure of high-stakes testing, large class sizes, shrinking school budgets, and 

students who lack access to resources like computers and copiers that facilitate the creation and 

sharing of texts, why should teachers care about nurturing writing, especially when they may not 

even be writers themselves?  Thousands of writing teachers across America struggle with these 

issues every day!  In fact, scholars of L2 writing raise the very same concerns when critiquing 

the increased emphasis on writing in EFL settings (e.g., You, 2004).  Teaching writing in the 

United States today is not so different from teaching EFL writing as one might think.  Teaching 

writing well is hard work, no matter where you do it.  

 One group of teacher-researchers in the United States put their fears of high-stakes 

testing on hold as they systematically examined and reflected on their students' learning (Shosh 

& Zales, 2005).  They called their work "daring to teach writing authentically" and their findings 

have been interesting.  First, they found "alternatives to formulaic writing instruction that led to 

genuine student achievement and interest in writing" by using such strategies as cultivating--

rather than imposing--writing experiences and scheduling regular workshop time with lots of 

support for student writers (p. 79).  Second, as they collected, analyzed, and reflected on data 
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from their own classrooms, they gained confidence in their professional skills, came to value 

collaboration, assumed leadership roles in their schools and districts, and they wrote--a lot.  As a 

result, they declared: 

 The reflective practitioners in our teacher inquiry support group are committed to 

the creation of democratic classroom communities characterized by meaningful social 

transactions in which students and teachers write to learn as they learn to write.... We 

reject staff development models built on one-way directives and transmission of others' 

knowledge (p. 81). 

This is the kind of statement teachers may make once they find their own voices through writing.  

The Chinese teachers of English in this professional development design probably learned a 

more valuable and lasting lesson about writing than the proper use of the semi-colon. 

 In this country, as well as in China, reading has received far more attention in the 

curriculum than writing.  It has long been believed that reading is the "horse" that pulls the "cart" 

of writing.  But Elbow (2004) argues for reversing these positions:   

...the more we write and talk, the more we have to write and say.  The greater the number 

of words that come out of us, the greater the number of words we find left 

inside....Talking and writing put words and thoughts into students' heads....When we stop 

privileging reading over writing and put the real horse—writing--in front, we stop 

privileging passivity over activity...Reading asks 'What did they have to say?', whereas 

writing asks, 'What do you have to say?' (p. 10)  

 If China sincerely wants its students to achieve communicative competence in English, then 

they must have EFL teachers who can communicate competently (Hu, 2005).  A person who can 

only read, speak, and listen is not fully competent in communication.  Translation, sentence 
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manipulation, and controlled language practice do not add up to writing competence--either in 

the U.S. or China. 

 Hu (2005) has given a through description of the status of preservice and inservice 

secondary EFL teachers in China.  He sets the stage by describing China's relatively recent 

attention to education in general and English in particular:  

To sustain China's increasing presence in international affairs and growing importance in 

the global economy, there has been a clear need to raise the national level of English 

proficiency.  The upgrading of national English proficiency, then is predicated largely on 

the professional competence of the teaching force (p. 655). 

He goes on to point out the disjuncture between China's espoused goals of helping students learn 

English through "a learner-centered, task-based, and communication -oriented approach" and the 

common actual practice of English teaching as a "teacher-fronted, knowledge-dominated, 

expository approach" (p. 673).  But in China as in the United States, it's not very likely that 

teachers will change their practice just because they are told they should (Fleischer, 2004).  Our 

work in professional development has only begun. Important questions remain about the efficacy 

of particular strategies or combinations of strategies and methods and their ability to focus 

critical attention on learning and teaching of important writing knowledge, skills and habits of 

mind. The design framework and identified methods are tools that appear to be useful for 

professional developers as they explore their work and labor to increase their impact in writing 

instruction in varying global contexts, specifically in China and US. 
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Table 1. Number of Writing samples assessed using the six-point scale. 
 
 Elementary Secondary Totals 
Pre-test 29 28 57 
Post-test 29 28 57 

 
 

 

 

Table 2. Overall Means and Standard Deviations of Writing Quality during Pre- and Post 
Assessments as defined by the 6-Trait Method for the Two Groups of Teachers    

 
Elementary Group   Secondary Group 

    n=29     n=28 
 

Writing Sample  M* SD    M* SD 
 

Pre    3.23 0.41    3.57 0.57 
Post    3.76 0.50    4.06 0.38 

 
*Maximum number possible was 5 
SD= standard deviation 
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Table 3. Overall Means and Standard Deviations of Writing Quality during Pre- and Post 
Assessments as defined by the Individual 6-Trait Method for the Two Groups of Teachers  

 

Elementary     Secondary  
      n=29     n=28 

 
Trait  Writing Sample  M* SD    M* SD 

 
Organization Pre    3.344 0.613    3.554 0.614 

Post    3.948 0.617    4.250 0.461 
 

Ideas  Pre    3.293 0.575    3.500 0.638 
Post    3.862 0.565    4.125 0.400 

Voice  Pre    3.310 0.618    3.518 0.713 
Post    4.207 0.590    4.411 0.624 

Word Choice Pre    3.035 0.499    3.429 0.663 
Post    3.638 0.611    3.804 0.515 

 
Sentence Pre    3.190 0.489    3.625 0.741 
Fluency Post    3.586 0.628    4.054 0.533 

 
Conventions Pre    3.224 0.576    3.804 0.567 

Post    3.345 0.696    3.750 0.461 
 

*Maximum number possible was 5 
SD= standard deviation 
 

2007 HICE Proceedings 
Page 5409



Pedagogical Content Knowledge 16 

 

Table 4. Estimate of Treatment Effect for the Two Groups of Teachers. 
 

Trait Group Estimate Std. Error df t Sig. (2-
tailed) 

Organization Elementary -0.603 0.158 28 -3.827 0.001 
 Secondary -6.964 0.122 27 -5.730 0.000 

Ideas Elementary -0.569 0.154 28 -3.685 0.001 
 Secondary -0.625 0.145 27 -4.322 0.000 

Voice Elementary -0.897 0.150 28 -5.990 0.000 
 Secondary -0.893 0.161 27 -5.534 0.000 

Word Elementary -0.603 0.143 28 -4.209 0.000 
Choice Secondary -3.375 0.130 27 -2.881 0.008 

Sentence Elementary -0.397 0.139 28 -2.853 0.008 
Fluency Secondary -0.429 0.164 27 -2.612 0.15 

Conventions Elementary -0.121 0.164 28 -0.736 0.468 
 Secondary 0.0536 0.146 27 0.366 0.717 
 
 
 
Table 5. Estimate of Treatment Effect for All Teachers. 
 

Trait 
 

Estimate Std. Error df t Sig. (2-tailed) 

Organization -0.649 0.993 56 -6.536 0.000 

Ideas -0.596 0.105 56 -5.679 0.000 

Voice -0.895 0.109 56 -8.215 0.000 

Word Choice -0.491 0.097 56 -5.046 0.000 

Sentence 
Fluency 

-0.412 0.106 56 -3.879 0.000 

Conventions -0.351 0.110 56 -0.320 0.750 
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The College and Career Transition Initiative Teacher Education Career Pathway Model 
 

Summary Statement 
 
The Maricopa Community Colleges - National Center for Teacher Education has partnered with the 
Arizona Department of Education’s Education Professions Program to create a Teacher Education 
Career Pathway Model for high school students.  This model has created a teacher education 
continuum facilitating the transition of high school students to higher education through numerous 
support systems and an articulated sequence of courses.  This effort is part of the College and Career 
Transitions Initiative (CCTI) National Project managed by the League for Innovation in the 
Community College. 
 
Abstract 

The Maricopa Community Colleges is serving in a leadership role and as a partner with the League for 
Innovation in the Community College in this U.S. Department of Education’s Office of Vocational 
and Adult Education grant study focusing on the area of teacher education. The National Center for 
Teacher Education – Academic Affairs is managing Maricopa Community Colleges CCTI efforts. The 
outcomes of this grant program include: 

• Decreased need for remediation at postsecondary level;  
• Increased enrollment and persistence in postsecondary education;  
• Increased academic and skill achievement at secondary and postsecondary levels;  
• Increased attainment of postsecondary degrees, certificates, or other recognized credentials; 

and  
• Increased entry into employment or further education.  

The Maricopa Community Colleges has partnered with the Arizona Department of Education (ADE), 
Career and Technical Education Division’s Education Professions program to create and document the 
Teacher Education Career Pathway Model.  Education Professions is a high school Career and 
Technical Education program for students who have an interest in pursuing a career in the field of 
education. The curriculum provides instruction in education career choices, education structure, 
systems theory, pedagogy, developmental stages, learning styles, and methodology. The program also 
provides interactive experiences with students at different age levels, in a variety of content areas in 
education environments.  
  
As a first step to developing the Teacher Education Career Pathway Model, the Maricopa Community 
Colleges, worked with community college districts throughout Arizona to identify the education 
courses within the statewide Associate of Arts Elementary Education degree (AAEE) program that 
were appropriate for dual enrollment articulation within the model. The AAEE courses are articulated 
through community college dual enrollment agreements with secondary and postsecondary entities on 
a county-by-county basis. The AAEE is articulated for transfer with all of Arizona’s public university 
Bachelors of Arts in Elementary Education degree programs. Many of Arizona’s private universities 
have also entered into AAEE articulation agreements.  
 
The partnership model supports Education Profession Future Teacher Clubs through student 
conferences that provide career information, higher education opportunities, skill development, and 
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professional exposure for the students. It facilitates partnership between high school teachers and 
community college faculty through joint meetings. The Arizona P-12 Education Career Pathway 
Model also includes student benchmarks for assessments, advising, and additional preparation to 
assure student success and persistence. Secondary students enrolled in the program are assessed for 
community college course placement in the 11th and/or 12th grade. Using the information from the 
course placement assessments, each student works with faculty and advisors from both the secondary 
and postsecondary two-year institution to develop an individualized college and career plan.   
 
Education Profession teachers and community college partner faculty are trained in the use of 
electronic portfolios with their students. These e-portfolios allow students to develop and update their 
career pathway plans. The e-portfolios allow secondary and postsecondary faculty to create standards-
based lessons and units that include assessment rubrics. The goal of this effort is to develop a 
continuum of electronic portfolios through high schools, community colleges, and universities.  This 
effort will allow for the progressive growth and assessment of students’ knowledge and skills.  
 
Outcomes of this project are being measured through various methods:  
 
• Early Assessment testing-The early assessment tests have provided the teachers and students with 

data regarding student course enrollment. The data from each student cohort is being tracked and 
compared   

• Electronic portfolio research surveys – Both high school teachers and students complete online 
surveys regarding usability, effectiveness, and the enhancement of learning are being asked.  

 
• College and Career Transition Data Collection-Longitudinal data is being collected on the cohorts 

of Education Profession students.  Information collected includes:  comparison of aggregated early 
assessment scores, comparison of academic achievement, degrees attained by Ed. Profession 
students and student persistence.  
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INTRODUCTION 

A. General Statement of the Problem 

Over many years the Ministry of Education in Ontario, Canada, has established a 

core set of compulsory subjects that are to be taught within the elementary curriculum of 

the province.  These compulsory courses are equipped with specific curriculum 

expectations that are to be fulfilled by teachers at each grade level.  While many 

elementary students understand the importance of certain traditional “paper and pencil” 

subjects such as math, science and language arts, it appears that health and physical 

education (HPE) is not typically classified within these traditional academic subject 

areas.  As such, often times HPE, in comparison with other subjects, might be held in 

lesser esteem amongst not only these elementary students, but also their teachers as well. 

However, current social circumstances should cause educators from all fields to re-

assess the need and applicability of effective HPE programming at the elementary school 

level. Research continues to demonstrate that there is a distressing trend with respect to 

the increasing number of obese, unfit and unhealthy school aged children.  For example, 

researchers for Statistics Canada found that in 2004, 26% of Canadian children and 

adolescents between the ages of two and seventeen were considered overweight or obese.  

A study conducted for the Heart and Stroke Foundation in 2005 concluded that the 

obesity rate among 12-17 year olds has increased from 3% to 9% between 1978 and 2004 

(Anderson, 2005).  It appears that many children are not practicing healthy behaviours 

and opt instead for sedentary types of hobbies, in both their home and school 

environments. 
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Researchers at The Canadian Institutes for Health Research suggest that an increase 

in regular physical activity would aid school-based programs as a form of obesity 

treatment (Booth, O’Brodovich & Finegood, 2004).  By creating an environment where 

students are motivated to participate in their health and physical education class, they will 

develop beneficial habits which will allow them to achieve better health throughout their 

adult lives.  It is the role of the educator, in part, to provide students with the necessary 

tools which lead to health and fitness outside of the school environment. 

Not all educators appear to understand or appreciate that the health and physical 

education curriculum is an integral part of students’ lives.   An effective teacher 

recognizes that some students require more effort to become motivated to partake in 

health and physical education classes.  Motivating the “client” or student is a very 

important yet difficult responsibility, as stated within the American Council on Exercise 

Personal Trainer Manual (1997).  The instructor needs to address the motivational needs 

of the client in an ongoing, effective fashion.  Yet, motivation for one individual may not 

be effective for another.  In partnership with individual students, educators must identify 

their students’ motivational needs.   

Given the aforementioned information, the purpose of this review of literature is to 

examine topical and meaningful motivational literature that could be of assistance to 

elementary level teachers as they attempt to motivate students in HPE programming.  By 

examining relevant literature it may be possible to surmise if there is a relationship 

between intrinsic motivation and class orientation with respect to participation in 

elementary level health and physical education classes. 
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B.   Definition of Terms 

For the purpose of this study these terms will be defined as follows: 

Amotivation – is a state that arises when there is no motivation at all within the 

individual.  The person essentially quits and/or refuses to engage in the activity where 

this is experienced (Deci & Ryan, 1985). 

Autonomy Supportive -  personal choice to willingly participate in an activity 

(Vansteenkiste, Simons, lens, Soenens & Matos). 

Class Motivational Climate – is the students’ perceived atmosphere, which is created 

by a teacher or coach.  For the purpose of this study the two motivational climates, ego-

oriented and task-oriented, are adapted from Ames (1992) study of Achievement Goal 

Theory. 

Ego-Orientation – is a perceived motivational climate whereby the individual is 

extrinsically motivated to participate, due to status and recognition they receive from 

peers and teacher.  This form of orientation is closely related to competitive situations 

where winning is the goal rather than mastering course content (Ames, 1992). 

Extrinsic Motivation – is the form of motivation, which requires the awarding of a 

tangible reward, form of verbal recognition, or feelings of guilt (Deci & Ryan, 1985).  

Intrinsic Motivation – is the self-internalized form of motivation where the 

individual has a desire to master specific content in certain subject areas (Deci & Ryan, 

1985). 

Task-Orientation – is a perceived motivational climate whereby the individual is 

intrinsically motivated to participate, due to a desire to master the skills and abilities in 

the physical education course.  This form of orientation is closely related to cooperative 
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atmospheres where emphasis is on skill development and practice for individualized 

improvement and well-being (Ames, 1992). 

 

C.   Review of Literature 

Students do not always wish to participate in their health and physical education 

classes, perhaps in part as a result of their own lack of motivation for the content area.  

Some educators might associate the absence of motivation to psychological issues of the 

particular student, while implying the teacher has little impact in overcoming these 

issues.  They might imply that the success and achievement of the student is based almost 

entirely on the hard work and intrinsic motivation that comes from within each 

individual.  Other educators might view successful participation in the subject as the 

motivation and adherence to an established goal in relation to perceived competence and 

motivational climate.  Certainly, motivation literature is a vast field in which multiple 

perspectives could be brought forward, each of which might be debated and studied 

relative to the problem at hand.  However, given the context and content area specific to 

health and physical education and elementary education, and for the purposes of clarity 

and brevity, the researchers have chosen to focus on three major and relevant motivation 

theories as a means of framing the current discussion.   

First, The Self-Determination Theory (Deci & Ryan, 1985) postulates that people are 

intrinsically motivated, extrinsically motivated or amotivated.  The environment that the 

individual engages in determines the level and type of motivation experience.  Deci and 

Ryan (1985) suggested that environments where a non-autonomous supportive classroom 

were created, ultimately led the individual to engage in extrinsic motivation, or possibly, 

2007 HICE Proceedings 
Page 5422



 

 

5

could result in a form of amotivation.  When an autonomy supportive climate was 

induced during physical education classes, it was predicted that individuals would be 

engaged in intrinsic motivation. 

According to Deci and Ryan (1985) intrinsic motivation is the highest form of self-

determined motivation.  It was applied to individuals who engaged in a task because they 

enjoyed it and found it of interest.  Extrinsic motivation is comprised of three main 

strands:  Identified regulation was defined as an individual who chose to engage in an 

activity without essentially finding it interesting; Interjected regulation occurred when a 

person participated in an activity due to feelings of guilt; and External regulation was 

defined as individuals who engaged in a task in order to attain a tangible reward. 

Amotivation was the result of a person having neither intrinsic nor extrinsic forms of 

motivation.   

A second major theory is Goal Achievement Theory by Ames (1992), which 

examined the type of climate established by the teacher or coach.  This theory suggested 

two differing goal climates established by the educator.  One goal was that of the ego-

oriented environment which stressed status and recognition as forms of motivation.  An 

opposite goal was the task-oriented environment, which focused on mastery of content as 

a potential motivating factor.    

Finally, Sedikides’ (1993) Theory of Self-Enhancement suggested that people are 

motivated to do well in life in order to upkeep a high self-esteem, while basking in the 

glory of positive feedback and self-enhancing labels.  This theory stated that motivation 

resided solely within each individual student with very little reference to the teacher. 
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There are multiple factors to consider when determining what motivates a student to 

participate in health and physical education classes. For purposes of organization, this 

review will be broken into four sections which include: 1.the personal issues of student 

motivation; 2. students’ view of teacher involvement; 3. ego-orientation research; and  4. 

task-orientation research.   

Student Motivation 

Some researchers view motivation as an issue within the student that can change 

depending on the day and its events.   Papaioannou (1997) researched motivational 

climate, competence and students in regard to physical education.  It was hypothesized 

that students who were enrolled in an organized sport would be more motivated in 

physical education class and would perceive themselves as more competent than their 

peers not in an organized sport.  Participants were aged 13-16 from Greece, with a 

sample size of 1,393 students.  The Learning and Performance Oriented Physical 

Education Questionnaire was used to assess students’ motivational climate in their 

physical education class.  Results found that students who were not involved in organized 

sport rated their competence level in physical education very low.  Also, those who were 

not involved in organized sport rated lowest on the measures of preference for challenge, 

interest in the lesson, and perceived usefulness of the lesson.  It was the students who did 

not engage in any organized sport that had the lowest ratings of motivation in physical 

education classes.  Papaioannou suggested that in order to increase motivation in students 

the educator needs to promote enjoyment and involvement of the students.  

The impact of trait motivation on athletes was studied by Reiss, Wiltz and Sherman 

(2001).  There were 415 participants included in the study, all of which were enrolled in 
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and attended an undergraduate course at Ohio State University.  The Reiss Profile was 

used to measure primary motives consisting of 1) independence, 2) power, 3) honour, 4) 

family, 5) vengeance, 6) order, 7) romance, 8) idealism, 9) status, 10) acceptance, 11) 

social contact, 12) tranquility, 13) eating, 14) curiosity, 15) physical exercise.  It was 

found that athleticism was positively associated with the primary motives of power, 

family, social contact, and physical exercise.  Athleticism was also related to vengeance, 

which was suggested by the authors as a form of competitiveness. 

Perceived constraints on participation in recreational sport in relation to intrinsic 

motivation, extrinsic motivation and amotivation, was examined by Alexandris, 

Tsorbatzoudis and Grouios (2002).  The purpose of the study was to determine whether 

perceived constraints influenced motivation.  The researchers purportedly did a random 

sampling of houses, using the fifth house over the span of six streets, in Greece.  The 

sample consisted of 257 participants who completed a Leisure Constraint Scale, to 

measure the forms of perceived constraints being 1) psychological, 2) time, 3) 

knowledge, 4) facilities, 5) accessibility, 6) partners, 7) interest.  The Sport Motivation 

Scale was also used to measure intrinsic motivation, extrinsic motivation, and 

amotivation.  Results indicated participants who engaged in physical activity weekly had 

higher scores of intrinsic motivation.  Daily participants in physical activity had the 

highest scores on intrinsic motivation and the lowest scores in amotivation.  When 

participants measured high levels of perceived psychological constraints with a lack of 

interest, the lowest scores on intrinsic motivation was discovered.  The researchers 

concluded that intrapersonal constraints did interact with motivational orientation of 

individuals.  
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A study performed by Ntoumanis (2002) examined the different motivational 

profiles within physical education classes.  It was hypothesized that those with intrinsic 

motivation would experience positive affect in physical education classes.  It was also 

hypothesized that those with extrinsic motivation would experience negative affect in 

physical education classes.  The sample consisted of 428 students from schools in 

Northwest England, between 14-16 years.  A Motivational Type questionnaire was 

administered which measured the various forms of motivation composing intrinsic and 

extrinsic.  Findings suggested students with amotivation were negatively related to 

exerted effort and enjoyment, while being positively related to boredom and unequal 

recognition.  Students measured as having had intrinsic motivation were found to be 

positively related to exerted effort and enjoyment in physical education class, while 

negatively related to boredom.  

Mowling, Eiler, Brock and Rudisill (2004) examined motivation in physical 

education and how to stop the decline of participation as children age.  Observations for 

the descriptive study were collected in a rural elementary school in the southeast United 

States with 550 students for 15 weeks.  They observed that many students were often 

inactive and frequently complained during physical education class.  Researchers stated 

that many students appeared to connect the idea of exercising and the notion of not being 

fun to physical education class.  Many students were found to have a negative attitude 

toward physical education because the teacher would often yell for them to sit, listen, or 

be quiet.  The researchers reported that the curriculum was boring and lacked variety with 

teachers often choosing activities to meet their needs rather than those of the students.  

Finally, it was observed that some administrators placed very little importance on 
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physical education thus utilizing gym time for other school purposes.  The authors 

suggested that all of these hindrances contributed to a gradual decline in student 

motivation with regard to health and physical education, as they grew older.   

Cooper (2005) suggested that students’ lack of participation was due to the 

abundance of repeated activities that led to boredom.  The article provided a list of 

websites to gain new ideas and activities for physical education class.  The websites 

cover areas such as strengthening exercises, chasing games and thematic lessons.  All of 

the websites were offered to assist teachers in creating motivating activities for students 

to participate in during physical education class.   

Vansteenkiste, Simons, Lens, Soenens and Matos (2005) performed three 

experimental studies which examined motivational styles and motivational climates in 

relation to academic achievement.  The first study used 130 obese participants, aged 11-

12 in Belgium.  Students were randomly assigned to two experimental groups where they 

had to read a pamphlet describing nutrition.  One of the groups was told that the 

information in the pamphlet was important for their physical health (intrinsic motivation 

instructions).  The second group was told that the information in the pamphlet was to help 

them appear physically attractive to others (extrinsic motivation instruction).  These two 

groups were then subdivided into externally controlling instructions (directions stated that 

the students should follow the guidelines or you have to follow), internally controlling 

instructions (directions stated it is important for your own good or a lot of kids follow the 

guidelines), or autonomy supportive instructions (directions stated we invite you to or 

you can decide for yourself to follow the guidelines).  Conceptual learning was measured 

by providing tests to participants where they were asked to make connections between 
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what they had read.  Whereas rote learning was measured as a regurgitation of answers 

found explicitly within the pamphlet.  Those in the intrinsic groups had higher scores on 

conceptual learning of information, compared to the extrinsic groups.  As well, autonomy 

supported groups had higher scores on conceptual learning than external and internal 

groups.  Rote learning scores were higher for those in the internally controlling groups. 

The second study by Vansteenkiste et al., (2005) utilized 113 obese Belgian 

adolescents aged 11-12.  The same procedure was conducted with the addition of a 

control group.  Results suggested that intrinsically controlling groups with autonomy 

supportive conditions had higher scores on conceptual learning of information and task 

involvement.  Extrinsically controlling groups had higher scores on rote learning. 

The third study by Vansteenkiste et al., (2005) utilized 80 non-obese Belgian 

adolescents aged 11-12.  The same procedure was utilized within this experiment as the 

first two.  Findings were intrinsically controlling and autonomous groups rated higher on 

conceptual learning and increased task involvement. The researchers suggested that the 

intrinsic instructions allowed the students to learn for their own personal growth which 

increased conceptual learning.  The extrinsic instructions enhanced factual memorization 

of the information in order to achieve a goal.  The findings suggest that motivation 

changes within a student depending on the goals to be achieved, whether they are 

intrinsic or extrinsic.  Some students may change their motivational style as an effect of 

the teachers’ motivational climate or perceived abilities of individual children. 

Perceptions of Educators 

Some researchers have examined the role of the teacher and the climate set for the 

class.  Man and Hondlik (1984) created an experimental design to study achievement 
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motivation of elementary school pupils in Czechoslovakia.  The purpose of the study was 

to create an achievement motivation program for physical education classes.  It was 

hypothesized that if there was an increase in hope of success in students and a decrease in 

fear of failure, students would be more willing to participate in class.  The sample 

consisted of 63 pupils from grades 4-6 participating in compulsory physical education 

classes.  The achievement motivation program was based upon four principles, first was 

to create a realistic goal setting with a range of skills while emphasizing persistence; 

second was to explain failure as a lack of effort, and success to abilities; third, avoiding 

too much praise, only quick comments on observed failures and successes; fourth, 

cooperation between students to ensure success.  These principles were followed in the 

experimental group by the researcher where the conditional group received instruction 

from their regular classroom teacher. 

Findings from Man and Hondlik (1984) suggested that fear of failure created an 

inhibition on performance in achieving success when experienced with low perceived 

ability.  Also, students who engaged in extra-curricular sports were found to be more 

competitive, striving to be the best, and had problems working cooperatively in a group.  

The proposed model of the achievement motivation program was not found to be 

sufficient in a physical education class. 

In the study performed by Ntoumanis (2001), the author sought to test motivational 

processes described in an earlier study.  It was hypothesized that students who were 

engaged in cooperative learning environments would exert more effort to improve skills, 

have higher perceived competence, and have a sense of relatedness to fellow peers.  

Perceived competence was hypothesized to be the strongest predictor of self-determined 
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motivation.  The sample for the study consisted of 428 students between ages (14-16).  A 

series of instruments were utilized to measure social factors, psychological mediators, 

motivational types, and consequences in physical education classes.  Results found that 

students reported not having any choice in the activities of each physical education class 

and it correlated with perceptions of a non-autonomous classroom.  Students reported 

experiencing higher perceived competence in their abilities when the instructor placed 

emphasis on mastery of skills.   

Koka and Hein (2003) studied the effects of teachers’ feedback with the addition of 

learning environment in relation to intrinsic motivation.  The authors hypothesized that 

student perceptions of the teachers’ feedback would impact on their intrinsic motivation.  

The study used 783 children ages 12-15, from a small town in Estonia.  Instruments for 

the study were all translated into Estonian.  Students completed surveys measuring 

perceived learning environment, perceived teacher’s feedback, and intrinsic motivation 

using the Intrinsic Motivation Index.  Results found that students, who found the class 

environment challenging and their competence as high, enjoyed participating in physical 

education class.  When feedback was positive and specifically meant for betterment of 

students, it had a positive relationship with effort and challenge perception in students.  In 

the end, the authors found that when the learning environment was challenging, with 

positive feedback and little threat to one’s self, it was a valid predictor of intrinsic 

motivation. 

Xiang, McBride and Solmon (2003) conducted a study on motivational climates 

where they used achievement goal theory.  It was a descriptive study designed to explain 

relationships between teachers’ perceptions and students’ perceptions on motivation.  Ten 
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elementary school physical education teachers were selected along with their second and 

fourth grade students from the Southern United States.  Teachers’ lessons were 

videotaped and the teachers were interviewed by the researchers on motivational 

strategies, student choices and grouping of students.  Following the interview, teachers 

completed a questionnaire which measured the form of instructional practice used, task-

oriented or ego-oriented.  Students were also assessed via questionnaire. 

Results from the videotaped data of Xiang et al., (2003) showed that none of the 

teachers allowed students choices as to the activities performed during physical education 

class.  All teachers did provide positive feedback and focused on mastery of skill.  

Teachers would often heterogeneously group the students, which allowed for 

competitiveness between students within each group.  Teacher interviews suggested that 

they utilized a variety of interesting lessons to motivate students while teaching about the 

value of physical education.  Student interviews found that 89 out of 90 second graders 

enjoyed physical education along with 86 out of 90 fourth graders. All students felt that 

there were many interesting and fun games taught by the teachers.  Forty-three out of 180 

children interviewed reported that they enjoyed a free day when they were able to choose 

any activity of their choice.  The researchers concluded that by the teachers using a 

mastery-oriented climate it enhanced the motivation of their students to participate in 

physical education class.  

Koka and Hein (2005) conducted a study which examined the effects of teacher 

feedback on intrinsic motivation in physical education class.  The purpose of the study 

was to determine whether intrinsic motivation was affected by perceived teacher 

feedback.  The researchers hypothesized that positive verbal and nonverbal feedback 
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would have a positive effect on intrinsic motivation and negative feedback would have no 

effect.  Participants consisted of 638 children aged 14-18 years in Estonia.  The Sport 

Motivation Scale was used to assess intrinsic motivation in physical education class.  

Findings suggested that positive verbal and nonverbal feedback had a significant 

relationship to predict intrinsic motivation in students.  Negative verbal and nonverbal 

feedback was found to have a statistically significant effect on intrinsic motivation.  The 

researchers concluded by suggesting to offer students plenty of positive verbal and 

nonverbal feedback during physical education classes, to enhance intrinsic motivation. 

 In the study by Ntoumanis, Pensgaard, Martin and Pipe (2004) researchers looked at 

what caused amotivation in physical education classes.  The main hypothesis was that 

amotivation was related to the belief of learned helplessness, low student needs 

satisfaction and teacher-created climates with emphasis on performance.  The research 

team used 390 students from four schools in the West Midlands, U.K.  Participants were 

given the Self-Regulation questionnaire to measure forms of motivation.  Those found to 

measure as amotivated were then interviewed.  It was found in the study that the 

participants often did not find the subject content in physical education to be relevant to 

the “real world.”  The researchers used a qualitative method wherein students were asked 

to state what they needed in order to participate in class.  Many gave the response that 

they felt there was a lack of individual student support.  The students’ proposed solution 

was for the teacher to offer choices in the class topics to be taught.  The students’ lack of 

choice was not encouraging participation on their part, which led to many experiencing 

amotivation in their physical education class.   
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Amotivated students were asked in the study what they felt needed to be 

implemented in the physical education classroom (Ntoumanis et al., 2004).  They 

responded by noting that they wished to have teachers who did not criticize their abilities.  

Instead, participants requested for teachers to place more emphasis on positive feedback 

to help them learn the necessary skills to master content.  Teacher criticism embarrassed 

them in front of their peers and lowered their self-esteem.  Comments on ability and 

effort encouraged students to sustain their efforts to become more competent in the target 

skills.   

A study done by Erpic, Skof, Boben and Zabukovec (2005) examined pupils’ 

motivation in physical education.  The study contained 1,025 pupils from different 

schools in Slovenia.  They were given the Motivation in Physical Education 

Questionnaire, which measured intrinsic and extrinsic forms of motivation.  Students 

were then broken into three groups with the highest and lowest results used for 

comparison.  The Attitudes towards Conditioning Activities in Physical Education 

Questionnaire was given using the 5-point Likert scale.  This was followed by the 

Classroom climate in Physical Education Classes Questionnaire and the Big 5 Personality 

Inventory for Children.  Pupils expressed that they wanted more teacher involvement in 

their physical education class.  Students requested that the teacher become more involved 

in the lessons by participating in the activities, rather than standing on the sidelines and 

offering criticism.  The students were significantly influenced by the teachers who placed 

emphasis on ability and effort in a task-oriented setting while also establishing personal 

relationships with each of the students in their class.  The participants in the study who 

were measured to have low motivation in class, perceived their teacher as not being 
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interested in them, and also felt that the teacher was not very friendly to the pupils and 

cared little for their interests.  The students did not feel supported in their efforts or in 

their interests in the classroom. Participants felt that they needed intrinsic motivation in 

the form of the teacher creating task-oriented environments with challenging content.  If 

students perceived they were competent in achieving mastery of content, it motivated 

them intrinsically to participate in physical education class. 

Ntoumanis’ (2005) study examined participation in optional physical education.  

There were 460 participants from eight schools.  Perceptions of an autonomy supportive 

climate were measured with the Learning Climate Questionnaire.  The researcher found 

that students were more motivated within their physical education classes when they 

perceived the teacher to be interested in them and their improvement.  The study also 

found that participants were motivated, determined to participate, and improved task 

skills, than compared to those who had teachers who did not show interest or provide a 

task-oriented environment.  When students’ needs were satisfied, it was suggested that 

they were intrinsically motivated to participate in future physical education classes. 

In a study conduced by Trouillard, Sarrazin, Bressoux and Bois (2006) it was 

investigated whether teachers’ expectations influenced students perceptions of their 

competency in physical education.  The study used a one-year longitudinal, naturalistic 

design, where they observed 42 students in grade 7.  Students’ attitudes were assessed at 

the beginning, the middle and end of the school year.  Students who viewed themselves 

as highly competent, in terms of academic abilities, were often intrinsically motivated 

within the school.  They also found that the motivational climate established by teachers 

affected the internal locus of control and participation levels of students.  If a teacher held 
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certain expectations of each student, they treated that student in a way to affirm their 

expectations, whether positive or negative.  This study found that it was the teacher who 

controlled the motivation levels of the students, rather than it being an isolated case of the 

students and their personal issues. 

Vu, Murrie, Gonzalez and Jobe (2006) qualitatively examined students’ physical 

activity behaviors.  The researchers wanted to contrast differences in students’ 

perceptions of physical activity behaviours in girls.  The sample comprised of 257 

participants divided into three separate focus groups.  Interviews were conducted using 

35 open-ended questions.  The results of this study supported the idea of having a teacher 

who participated in lessons, as well as, offered encouragement through verbal praise and 

feedback, to support students’ mastery of skills.  When these conditions were met, 

students stated they were more motivated to participate in the physical education 

program.  The study also discovered that students’ families were the most influential 

aspect in the students’ lives as to whether they would continue to participate in physical 

education classes in the future.  

Young, et al., (2006) studied the Trial of Activity for Adolescent Girls (TAAG) 

program.  The study used formative research in the design of a TAAG program, which 

linked schools to community programs.  The researchers included 36 middle schools, 

spread out across the United States.  There were 64 participants within the schools and 

138 within the community, such as fitness gyms.  Students were divided into two focus 

groups with one being of boys and the other girls.  Interviews were then conducted in 

each focus group.  The interviews centered on understanding why girls tended to not 

participate in physical education classes.  This study found that girls who participated in 
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physical education classes were more motivated when the teachers participated with 

them.  The girls were more interested in games that focused on cooperation as a team in 

competitive settings, and cooperative activities, such as dance.  They were also more 

motivated when an autonomy supportive classroom was established by allowing them 

choices in their physical education topics. 

Virtually all of these studies have shown a link between the teachers’ style and the 

impact it had on the students’ motivation.  It is unlikely that motivation would solely be a 

personal issue that is internal to each individual.  Research has suggested that it is the 

Goal Achievement climate, as postulated by Ames (1992) that is established by the 

teacher, which affects the motivation style experienced by the student.  There are 

currently two forms of goal orientation which can be established within physical 

education classes, ego-orientation and task orientation.   

Ego-Orientation 

Zahariadis and Biddle (2000) studied the relationship between participation, 

motivation and achievement goal orientations.  It was hypothesized that ego-oriented 

individuals would be associated with extrinsic motivation, and task-oriented individuals 

would be associated with intrinsic motivation.  The sample used 412 participants, from 

four secondary schools, in the Southwest U.K.  The Participation Motivation 

Questionnaire with a 5-point Likert scale was used to measure participation in sport.  

Also, the Task and Ego Orientation in Sport Questionnaire (TEOSQ) was used to 

measure attitudes towards the two orientations.  Results stated that an ego-oriented 

environment was most closely related to motives of status recognition on the part of the 

student.  These students were found to be motivated to participate in physical education 
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classes due to the status and recognition they received from peers and teachers.  Students 

who fell into the ego-oriented climate aspect were found to prefer more extrinsic forms of 

motivation.    

Allen (2003) examined the social aspects in relation to participating in physical 

education.  Allen hypothesized that female adolescents would have preferred social goal 

orientations where a sense of belonging would have been established in physical 

education classes.  The sample consisted of 100 students from an all girl high school in 

the Midlands, U.K.  Participants were given the Social Motivational Orientations Scale 

for Sport.  This measured affiliation orientation and social validation.  Also, the TEOSQ 

was given, along with the Perceived Belonging Scale, to measure the participants’ sense 

of belonging in team sport.  Interest and perceived ability were also measured using 5-

point Likert scales.  The researcher found a significant relationship between students who 

enjoyed status recognition due to their abilities with ego-orientation environment.  These 

students appeared to participate in physical education because they enjoyed the affiliation 

and acknowledgement of their abilities, a form of extrinsic motivation.  This study 

determined that those with ego-orientation did not correlate highly with sport enjoyment.  

These students were not motivated by an interest in the game, they were driven by the 

praise and recognition received from peers and teachers. 

The research by Ntoumanis et al. (2004) discovered that competitive classes often 

acted as a deterrent to students desire to participate.  When there was an emphasis placed 

on competition rather than mastery of content, students reported low levels of enjoyment 

in physical education class.  These students also reported that they engaged in low levels 

of involvement in their physical education classes.  This low level of involvement was 
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displayed through disruptive behaviour or passive attitudes, such as not paying attention 

to the teacher. 

Li, Lee and Solmon (2005) examined conceptions of ability, competence, and 

intrinsic motivation within physical education classes.  The participants in this study were 

comprised of 98 female college students in the Southern United States.  Participants were 

asked to perform a Lunastix activity for object manipulation ability.  The Conceptions of 

Natural Athletic Ability Questionnaire was administered to assess students’ perceived 

conceptions of their ability in sports.  The Intrinsic Motivation Index (IMI) was then used 

to measure intrinsic motivation in relation to the Lunastix activity. Results suggested 

those students who were ego-oriented felt that ability was genetic and not a product of 

practice and effort.  This study found a correlation between students who felt that ability 

could not be altered and perceived low competence in tasks, when they were not 

experienced athletes.  These participants reported experiencing more tension and pressure 

to perform when unfamiliar tasks were presented in an ego-oriented climate.  Participants 

also experienced less interest and enjoyment in the unfamiliar activity, and were less 

intrinsically motivated to participate in the physical education class. 

Climates that promoted ego-oriented environments produced less enjoyment and 

lowered teacher respect by students.  This was suggested in a study by Newton, Watson, 

Kim and Beacham (2006), which examined motivation in youth using Achievement Goal 

Theory.  The study included 135 (10-13 years) multiethnic boys and girls enrolled in a 

physical activity summer camp.  The TEOSQ assessed goal orientations, while the 

Perceived Motivational Climate in Sport Questionnaire (PMCSQ) assessed the perceived 

motivational climate.  Enjoyment, sport interest, future expectation and leader respect 
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were all measured using a 5-point Likert scale.  Findings suggested students who were 

ego-oriented were found to enjoy physical education less when they did not perceive 

themselves as highly competent in the task.   

Team relatedness and ego-involving climate was one aspect of a study by Reinboth 

and Duda (2006) in their examination of motivation and need satisfaction in sports.  The 

purpose of the study was to determine if there was a relationship between perceptions of 

motivational climate and need satisfaction of athletes.  The study used 128 participants 

from a British University.  Two versions of a questionnaire were given, using the 

PMCSQ and the IMI.  This study found that coaches who emphasized an ego-oriented 

climate, created tension among members.  A climate of non-cohesive team members 

emerged in the results.  Members of the team failed to form strong bonds as they felt that 

they were in competition with one another.   

Enjoyment and effort in an ego-involving orientation climate were found to have a 

negative correlation in a study performed by Vazou, Ntoumanis and Duda (2006).  Their 

study looked at the influence of the motivational climate on enjoyment.  They 

hypothesized that there would be greater enjoyment, effort and self-worth in relation to a 

task-oriented climate.  Also, more trait anxiety would be experienced in ego-oriented 

climates.  The sample was composed of 493 students (12-17 years) from the Midlands, 

U.K.  A series of motivational climate, enjoyment and anxiety questionnaires were given.  

The results reported participants in an ego-oriented environment reported high levels of 

anxiety. 
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Task-Oriented Environments 

In support of Ames Achievement Goal Theory (1992) Zahariadis and Biddle (2000) 

found a correlation between task orientation and skill development.  Participants were 

intrinsically motivated to learn new skills when presented in a task-oriented climate.  This 

same study found that task-orientation was negatively correlated with the motivator of 

praise and recognition from peers and others.  Participants did not need social status or 

recognition of abilities in order to be motivated to participate in their physical education 

class.   

Standage and Treasure’s (2002) study on achievement goal orientation and 

motivation, also found that task-orientation had a significant relationship to intrinsic 

motivation and identified regulation (engaging in an activity without finding it 

interesting).  Participants were internally motivated to participate to achieve mastery of 

content.  Allen (2003) reported that task-orientation and perceived competence within 

specific skills were stable predictors of students’ interest and enjoyment in physical 

education classes.  If participants perceived themselves as competent in the task, they 

were intrinsically motivated to participate in the activity. 

An experimental intervention program designed to control motivational climate, goal 

orientations and students’ attitudes towards exercise was studied by Digelidis, 

Papaioannou, Laparidis and Christodoulidis (2003).  They examined the effects of a year-

long intervention program in physical education.  The sample consisted of 262, 7th grade 

students in Greece.  Their program was put in place after pre-tests on motivational 

climate, attitudes and interests were given.  Measures were then given in the middle of 

the intervention, and at completion of the school year.  The authors found that if 
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participants perceived the teacher to promote a task-oriented environment, the 

participants exhibited greater interest and enjoyment in activities.  Findings also 

supported that students who were in task-oriented climates had positive attitudes towards 

exercise. 

Simons, Dewitte and Lens (2003) created an experimental design to study the effects 

of motivational orientation and reasons for participating in physical education classes.  

The study utilized 695 teachers college students in Belgium.  Prior to the experiment it 

was found that 95% of the participants had no previous experience in playing basketball.  

Participants were randomly separated into three different experimental groups.  Group 

Exogenous and externally regulated (EX-E) were given the instructions that the skill to 

be learned was only important for the test at the end of the session.  Group Endogenous 

and internally regulated (EN-I), were told the skills would be beneficial in their future 

job.  Group Exogenous and internally regulated (EX-I) were told the skill would benefit 

their healthy practices and be of relevance in their life.  It was found that in the EN-I 

group, the instructions evoked task-orientation in participants, who were more 

intrinsically motivated in the task, and spent more time in practice.  They also found that 

participants in the EN-I group to have the best performance of all the groups.  The 

instructions given for the EX-I group elicited an ego-oriented climate for the participants. 

Goals, interests and students learning in physical education classes were developed 

into a research paper by Chen and Ennis (2004).  Goal achievement theory was a subtopic 

of the paper where it was suggested that a task-oriented climate was more likely to 

nurture intrinsic motivation.  When a task-oriented climate was established, students were 

more willing to engage in challenging tasks than those in an ego-oriented climate.  It was 
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suggested that a physical education curriculum needed to clearly state for a balance 

between the two motivational climates, to meet the needs of all students.  

Papaioannou, Marsh and Theodorakis (2004) conducted a study on motivational 

climate in physical education.  The purpose of the study was to examine classroom 

motivational climate and individual goal orientations on student achievement.  Sixty-

seven teachers and 2,786 students were used in the study.  A series of questionnaires 

were given at the beginning and end of the school year.  Findings suggested there was a 

moderate positive relationship between task-oriented climates and student achievement in 

regards to enjoyment, effort, intentions and perceived control.  There was no statistically 

significant relationship between task-motivated individuals and task-oriented climates, or 

for ego-motivated individuals and ego-oriented climates.  Much of the findings were not 

statistically significant in the study. 

Newton et al., (2006) found that there was a positive correlation between task-

orientation and sport interest.  Students were more engaged in learning and playing a 

sport if it was introduced in a task-oriented environment.  This same study found that 

students reported that they enjoyed sports more when they were presented in a task-

oriented environment.   

Vazou et al., (2006) determined that a task-oriented climate was positively correlated 

with reports of physical self worth and effort.  Students exerted more effort and had more 

positive perceptions of their abilities when participating in task-oriented physical 

education classes.  It was also discovered that task-oriented climates were negatively 

correlated with experiences of anxiety in participants.  Students did not experience trait 

anxiety as their ego-oriented counterparts.  The study found a relationship with exerted 
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effort and a task-oriented climate.  Participants were more willing to exert effort in the 

activity if they felt they were engaged in a task-oriented environment, where mastery of 

the content was the main focus. 

The research strongly suggested that there was a relationship between teachers’ 

involvement and feedback and the form of motivation engaged in by students.  There 

have been significant positive relationships between teachers who provide positive task-

oriented feedback, while participating in the physical activity and students’ engagement 

in intrinsic motivation in physical education class.  Research has also found correlations 

with students who are intrinsically motivated preferring physical education classes taught 

in a task-oriented climate.  Students were found to exert more effort, enjoyed class more 

and had higher perceived competence of their abilities when instructed in a task-oriented 

climate.  Ego-oriented climates were found to cause greater anxiety levels in students, 

with less effort, more boredom and lower perceived competency beliefs.  This was 

beneficial in aiding teachers in the implementation of a positively motivating learning 

environment for participation in physical education classes. 
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Conclusion 

Student motivation is very fluid and appears to fluctuate depending on factors such 

as an individual’s motivational style and its fit within the motivational climate of the 

specific educational setting.  Not surprisingly, from a teacher’s perspective it would 

appear from the research reviewed that educators who genuinely value the health and 

physical education lessons and related skills and abilities being addressed within each 

activity will positively transfer that mind set to their students, potentially resulting in an 

increased motivation for the content area.  In addition, it appears that students will be 

more willing to learn through participating in the gym class when they feel in control of 

their personal learning.  Alternately, if a teacher constantly forces the students to learn or 

participate in the physical education class in a very regimented and narrow way, it could 

lead to students becoming amotivated.  This is due to their having feelings of little or no 

control over their learning in the subject area.  By allowing students a voice in the 

program content and activities in lessons, positive participation may increase in many 

health and physical education settings.  Some teachers may require assistance in creating 

conducive learning environments in order for their students to enjoy these classes such 

that they would willingly participate on a regular basis. When students are shown how 

the physical education lessons have relevance in their own lives they might be more 

willing to “buy in”. 

When it comes to the perceptions of the teachers, research suggests that verbal and 

nonverbal cues can easily affect the motivational state experienced by a child.  If an 

instructor believes a student is incapable of learning a skill, then that belief might be 

communicated through negative or inhibitive body language or gestures toward the 
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student.  The research suggests randomly offering praise and positive meaningful 

feedback, especially in private moments, is an effective teaching strategy as it relates to 

motivation.  It should be noted that the “praise game” is a complicated skill set for 

teachers to possess, and providing praise at random intervals keeps the students from over 

experiencing the praise.  If too much praise is given, the positive praise begins to lose its 

intended meaning for the students, and the teacher can appear to be overly generous with 

positive words.  Therefore, it needs to be used judiciously, perhaps when abilities have 

been mastered, extreme effort demonstrated or new learning of skills has occurred on the 

part of the student.   

Also, in reading the literature presented in this paper it appears that meaningful 

feedback on students’ abilities is desired by the students.  Rather than rolling their eyes, 

shaking their heads, yelling or screaming at the student when something is done 

incorrectly, teachers can guide the learning through the use of effective corrective 

feedback.  By giving the students advice when attempting to learn a new skill, teachers 

are allowing the students to be able to perceive themselves as competent in their learning 

environment.   

The research reviewed here also suggests that when praise or advice is given in front 

of the class, it tended to emphasize students’ comparing themselves to one another.   

Speaking individually to students and assessing/ advising on their abilities allows for 

mastery of skills without any form of social comparison.  What was taken from the 

research on the perceptions of the educators was to sporadically praise students for their 

accomplishments, while advising them on learning in private in order to avoid 

amotivating students in the physical education class. 
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Finally, students in many of the studies responded that they would prefer choices in 

their physical education class.  By allowing students to choose what task they are going 

to practice their new skill in creates an autonomous learning environment.  This can 

easily be accomplished by the teacher, if they are willing to give up some control over the 

class.  When playing an organized game, the instructor can begin two games, one for the 

elite athletes and highly competitive and another game on the opposite side of the gym, 

for the non-elite class members.  Also, centers which practice the same series of skills but 

in a variety of ways can allow students the autonomy they crave in order to participate in 

physical education class.  When the needs of the students are met, then the teacher can 

establish the learning environment of the physical education classroom. 

     Ego-oriented climates tended to be compatible with students who had an ego-oriented 

motivational style.  These tended to be students who were elite athletes or highly 

competitive with a perceived competence within themselves.  This form of motivational 

climate tended to complement extrinsic forms of motivation. These students were 

encouraged to participate in physical education classes because of the status and 

recognition they received from the teachers and peers.  They were not necessarily 

interested nor enjoyed the class, but they enjoyed the reward of being praised by others 

for their abilities. 

For the students who do not have a motivational style of ego-oriented individuals, 

they were found to express tension and anxiety during physical education classes.  This 

form of climate is assumed to lead to amotivation in the form of students not participating 

in class.  One study found that this form of climate can lead to disruptive behaviours 

during gym class, something that no teacher looks forward to!   
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The ego-oriented climate can easily lead students to believing that ability in 

physical education class is inherent upon genetic predisposition.  The concept of working 

until mastery is achieved is difficult to transpire across students when some are naturally 

inclined, perhaps through engagement with an organized sport, to easily and effectively 

execute many skills.  It appears that social comparison occurs in this form of climate 

which can lead to some students feeling as if they are not competent to perform the skills 

and lessons during the class. 

Alternately, the educator can create a task-oriented climate which focuses on 

effective learning of the skills within the class so that the achievable goal is to be able to 

perform the skill correctly.   It appears that this form of motivational climate leads to 

students enjoying their gym classes while being more willing to participate and exert 

more effort in learning tasks.  This is the type of learning environment that most teachers 

dream of having.  This form of motivational climate seems to complement intrinsic 

motivation styles.   

By providing relevance to each physical lesson, with choices as to how to practice 

the skills, teachers allow for intrinsic motivation to encourage students’ participation in 

activities.  When the students feel that the skills and tasks being taught are beneficial to 

them in some way, they may even become more willing to choose more difficult tasks to 

practice.  This coincides with intrinsic motivation whereby a student engages in the class 

in order to better him or herself. 

     In closing, there are a variety of elements that are intertwined in any attempt to 

explain student motivation.  Much of the responsibility resides with the students, while 

some can be attributed to educators.  It could be postulated that depending on which side 
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of the motivation fence you hang your educational hat, motivation might more easily be 

explained by using a different word: inspiration.  Some might argue that only individuals, 

irrespective of much of the current motivation literature, are inevitably responsible for 

being motivated.  If that is true, then teachers might claim that theirs is not a profession 

that requires them to be motivators, but rather facilitators to motivation.  The concept of 

inspiration may have relevance in this instance, and certainly at the core of all effective 

teaching is some form of inspiration, if not motivation, on the part of the educator.  

Suffice it to say that motivation, however you view its applications, does not come with a 

“one size fits all” formula.  Instead, it consists of a variety of components for a variety of 

students.  If an educator is willing to work with students to create a cooperative learning 

environment where mastery is the goal, perhaps motivation, as manifested through 

increased participation, will become the benchmark of our health and physical education 

classrooms.
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Lessons from the Past for Accelerated Teacher Preparation 

 

 

Introduction 

 

Many states are experiencing teacher shortages in such critical areas as 

mathematics, the sciences, and special education and the shortages are 

expected to become more acute in the future.  Nearly a third of all U.S. teachers 

are aged fifty-five or older, threatening a flood of impending retirements 

(American Association for Employment in Education 2005, 2).  In addition, fully 

forty percent of current public school teachers, and fifty percent of high school 

teachers, plan to leave the classroom by 2010 (National Center for Education 

Information 2005, 5).  At the same time, concerns about teacher quality have led 

states to stiffen teacher credentialing requirements and increasing numbers of 

English language learners and ‘mainstreamed’ students have made the 

profession more demanding than ever.  This perfect storm of impending 

retirements, increased demands on classroom teachers, and more rigorous 

teacher preparation programs threatens to upset the delicate balance of supply 

and demand for classroom teachers.  Traditional professional preparation 

programs may be overwhelmed by these shortages. 

In times of national crisis, government-academic partnerships have 

sometimes formed to meet such essential manpower needs.  For instance, 

California’s chronic teacher shortage has pressured the state and its universities 

to develop various “fast track” programs to place teachers in the classrooms, 

often with minimal preparation.  In some cases, individuals may “test out” of the 

entire coursework sequence for teacher preparation.  Many states have adopted 

similar programs.  

A similar manpower crisis occurred in the early years of World War II.  As the 

scope of the war unfolded, it became clear that traditional academic programs 

could not supply the physicians, engineers, dentists, veterinarians, linguists, and 

area specialists needed by the military.  At the same time, wartime enlistments 
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and declining enrollments at colleges and universities across the country caused 

concern about the financial stability of these institutions.  The confluence of these 

needs led to military-academic partnerships for the rapid preparation of 

professionally trained officers.  One of these partnerships, the Army Specialized 

Training Program, yields lessons for those who advocate accelerated preparation 

programs of teacher preparation. 

 

Origin of the ASTP 

 

As the war in Europe expanded in 1939, many in the U.S. assumed that 

traditional modes of professional education would produce sufficient numbers of 

professionally trained men to meet the needs of the military for physicians, 

dentists, veterinarians, engineers, linguists, and area specialists.  However, 

Japan’s attack on Pearl Harbor on December 7, 1941 changed the nature of 

American involvement in the conflict.  Patriotic fervor caused men to enlist in the 

armed forces, diminishing enrollments in professional programs on university 

campuses.  In addition, faculty enlistments diminished the capacity of universities 

to provide such programs.  Passage of the Selective Training and Service Act on 

September 6, 1940, making men twenty-one to thirty years of age eligible for the 

military draft, exacerbated the problem (see Fig. 1). 

 

Fig. 1 
Attendance in Colleges and Universities 1939-1944 

 
 

Academic Year   Total Enrollment  Male Enrollment 
 
1939-40 (actual)  1,493,203   892,250 
 
1940-41 (estimated)  1,518,970   907,000 
 
1941-42 (actual)  1,403,990   818,559 
 
1942-43 (estimated)  1,209,150   688,350 
 
1943-44 (estimated)  833,275   278,000 
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Source: Zook, George F.  “How the Colleges Went to War.”  Annals of the American 
Academy of Political and Social Science, 231 (January 1944). 

 
 
The American Council on Education (ACE) convened two meetings in 

1942 to discuss the problem.  The college and university presidents in 

attendance issued official statements reminding the nation that the ACE was 

created during WWI to address a similar crisis and volunteering the resources of 

their institutions to support the war effort.  Specifically, they offered to develop 

accelerated degree programs and adopt year-round academic calendars.  The 

Council went on to criticize the War Department’s existing training plans because 

they relied on traditional means of professional education, restricting the 

participation of talented minorities, the poor, and women.  Finally, the ACE 

volunteered to serve as the coordinating agency for wartime professional training 

efforts and requested federal funds to do so (American Council on Education 

1943). 

At the same time, the true nature of the war made clear to military 

authorities that, even under optimal conditions, conventional means would never 

meet the military demand for trained professionals.  On November 13, 1942, the 

draft age was lowered to eighteen years, which only underscored the manpower 

crisis for both the colleges and the military.  The following month a joint 

statement issued by the Secretaries of War and the Navy acknowledged the 

ACE’s contributions and adopted many of its recommendations by establishing 

the Army Specialized Training Division (ASTD) with Colonel Herman Beukema 

as its Director.  Col. Beukema spent the early part of 1943 meeting with 

university presidents and others to implement the Secretaries’ directives through 

the Army Specialized Training Program.  Clearly, a partnership between higher 

education and the military to provide accelerated professional training programs 

would assure needed revenue to the colleges and universities and meet the vital 

manpower needs of the armed forces.  

 

The Students 
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Among the first decisions to be made was how participants would be selected for 

the program.  The requirements established included possession of a high school 

diploma for participants less than twenty-two years of age.  Those over twenty-

two must have completed one year of college with coursework in a foreign 

language, mathematics, physics, or biology.  In addition, the men must score at 

least 110(later raised to 115) on the Army General Classification Test (AGCT) 

(Keefer 1988, 50).  The mean score for the nine million recruits who took the test 

between January 1940 and April 1945 was 104, putting those with 115 or higher 

in the top quartile (Chadderdon 1972, 33).  Exceptions to these criteria were 

made for those already enrolled in certain other military training programs, those 

holding appointments to the United States Military Academy, and those over 

twenty-two years of age with substantial university work in a technical field.  

Despite the ACE’s criticism, the program was restricted to men.  The 

Surgeon General recommended that women be considered for ASTP, but the 

War Department rejected the idea on the grounds that admitting women would 

reduce the available spots for men and that women did not need the financial aid 

the ASTP afforded men.  Women were ultimately commissioned in the Medical 

Corps, but never through the auspices of ASTP.  African-American men were 

eligible for the program, but never numbered more than three-fourths of one 

percent of the participants (ibid., 32). 

During basic training recruits with requisite AGCT scores completed an 

ASTP Personal Data and Interview Form as a screening tool.  Even so, nearly 

1.3 million men qualified for a program targeted at 150,000.  To further screen 

candidates, Specialized Training and Reassignment (STAR) units were 

established on participating campuses in which panels of professors tested and 

interviewed candidates.  One recruit described being “sent to Texas A&M, where 

we lounged around for two weeks taking more tests” (Keefer 1988, 56).  Another 

recalled, “We stayed there [Georgia State Teachers College in Statesboro, GA] 

two or three weeks, were given orientation, and then tested by officers who 

looked like they were drawn from the bottom of the Army’s talent bank” (ibid., 57). 
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The expanded screening process steered recruits to engineering, 

language, pre-medical, pre-dental, or pre-veterinary programs, but it did not 

always assign men appropriately.  One recruit complained, “I was not prepared 

for college, but my AGCT test score of 160 got the army interested.  I had no 

algebra or languages in high school.  My ASTP professors could not figure out 

why the Army placed me, with no college courses in high school, in ASTP (ibid, 

70).   

Ultimately, about two-thirds of recruits came from existing Army units-

recruits who had completed basic training and volunteered for the ASTP, and 

one –third from newly inducted recruits.  At its peak in December 1943, ASTP 

enrolled just over 140,000 young men.  The greatest number studied 

engineering, followed by medicine, languages, dentistry, and veterinary science 

(ibid.) 

 

The Coursework 

 

By spring 1943 eligibility rules were finalized, participating colleges and 

universities chosen, curriculum designed, and instructional methods in place.  

Still, implementation of the ASTP was slow.  The goal was to begin classes in 

mid-March 1943, but it was not until the following fall that most were underway. 

STAR units assigned most inductees initially to the Basic Engineering 

Curriculum (BE-1), which was divided into two six-week terms.  The first term 

consisted of Mathematics, Physics, Chemistry, English, History, and Geography.  

The curriculum called for a total of twenty-four contact hours per week with three 

of them being lab work.  Term two (BE-2) continued those subjects and 

increased the lab time to seven hours (see Fig. 2).  During term two, trainees 

chose which preprofessional training they preferred and tested further to ensure 

aptitude for that area. 

 
Fig. 2 

Army Specialized Training Program 
Basic Phase 

Curriculum BE-1 and BE-2 

2007 HICE Proceedings 
Page 5460



 
            
        Distribution 
Course    Contact Hrs. per Week*  Class  Lab 
 
Term 1: 
Mathematics AST-406  6   6  0 
Physics  AST-304  7   4  3** 
Chemistry AST-205  3   3  0 
English  AST-111  3   3  0 
History  AST-133  3   3  0 
Geography AST-163  2   2  0 
     24   21  3 
 
Term 2: 
Mathematics AST-407  5   5  0 
Physics  AST-305  7   4  3** 
Chemistry AST-206  6   2  4 
English  AST-111  2   2  0 
History  AST-133  2   2  0 
Geography AST-163  2   2  0 
     24   17  7 
 
* Required by contract 
** One hour for writing reports 
 
 
Source: National Archives, Washington, D.C., Modern Military Branch.  Military Archives 

Division.  File: Director of Military Training.  History Branch.  ASTP.  Curriculum 
File.  Records of the ASF. 

 
 

The content of the courses was strictly prescribed by the ASTD to 

guarantee some level of consistency across the program.  Expert panels had 

designed programs of study for maximum efficiency.  They eliminated 

duplication, minimized the liberal arts and did away with the elective courses that 

enriched typical undergraduate degree programs, but sometimes the 

standardized programs proved a poor fit for recruits.  One soldier recalled, “I was 

selected for first term basic engineering.  This proved a big waste of my 

academic time as I had already taken every single course in the program except 

the math-but, of course, you took the program in a block, there weren’t any 

electives” (Keefer 1988, 57).  Another reported that, “Although I had completed 

first-year engineering at Mississippi State College, my freshman courses had not 

included physics.  Since ASTP required physics, I had to start over” (ibid., 102-

03). 
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The modular approach to curriculum design also presented problems.  

Trainees typically completed BE-1 and BE-2 at one institution, took their pre-

professional training at another, and completed their professional preparation at 

a third.  The frequent moving about allowed little opportunity for teacher-student 

bonds to form.   

A typical day for an ASTP candidate in the Basic Curriculum phase of 

training began with reveille at 6:30am and ended with taps at 10:30pm, with the 

hours in between tightly scheduled. The Army estimated the overall workload at 

fifty-nine hours per week in supervised activities: twenty-four hours of classroom 

and lab work, twenty-four hours of prescribed study, five hours of military 

instruction, and six hours of physical education.  One ASTPer at Rutgers 

calculated the total somewhat differently in the following poem:  

 

We are the boys of the A.S.T.P. 

Ours is a rugged lot. 

You may think our work is easy. 

We assure you that it’s not. 

 

The Army thought we all could stand 

A touch of higher knowledge;  

And so they made life miserable 

By sending us to college. 

 

Our actual hours are 35, 

They say if we would pass, 

We must spend two hours study 

For every hour of class. 

 

Thus 35 plus 70 

Comes to 105 

Plus 21 a week to eat 
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So we can stay alive. 

 

That totals to 126; 

Formations, six hours more;  

Washing up and room police 

Takes another four. 

 

That huge sum is 136 

And leaves just 32 

For sleep at night and bunk fatigue 

And things we want to do. 

 

Now sleep’s a foolish habit, 

As anyone can see, 

In just one week, if we skip sleep, 

There’s 32 hours free (Masin 1943, 13). 

 

Some participants had trouble with the stiff academic pace, despite the 

careful screening process.  One recruit recalled, “Toward the end of the first 

term-about mid-summer 1943- I concluded that either I would not be able to 

maintain their standards or the program would be terminated.  Even people with 

college degrees were having trouble keeping up” (Keefer 1988, 102). 

Despite the combined rigors of accelerated academic programs and Army 

discipline, campus life afforded ASTP participants diversions of which other 

soldiers could only dream.  One recruit who already held a bachelor’s degree in 

music education with little math background found himself assigned to Basic 

Engineering training at Ohio State University.  He reported that, 

 

Life at Ohio State was just one step short of Paradise-food served 

on stainless steel trays, with as much cold milk as you could drink, 

and clean bedding in the dorm; Isally’s ice cream store nearby; the 
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Indianola Presbyterian Church just across the street, and church 

choir rehearsals Wednesday evenings, with a pipe organ, and a 

good organist to play it; every Friday night free and liberty in 

Columbus until 1:00 Monday morning.  Boy!  Was that ‘real’ Army 

life? (ibid., 92-3). 

 

At several universities, the bulk of the male civilian student body had 

already enlisted or been drafted into the service, making the ASTP candidates 

the only males on campus.  One ASTPer assigned to the University of Nebraska 

recalled, “The University’s male population was at a very low ebb when we 

arrived, and the ASTP kids moved in to help fill the void.  Sororities had tea 

dances where boys and girls could meet, and many of us ended up with steady 

girl friends”  (ibid., 92).  Some communities even printed guides to local sites and 

organized social events and entertainments for their ASTP guests.     

Preprofessional studies were a truly accelerated course sequence.  

Candidates were considered fit for the fast pace due to their high academic 

qualifications.  The result was that the premedical curriculum, for instance, was 

reduced from the normal course of several years to just nine months.  The tightly 

focused curriculum consisted of Qualitative Analysis, Physics, Biology, [technical] 

English, History, Organic Chemistry, Psychology, Comparative Anatomy, and 

Embryology spread across three terms (see Fig. 3).  Like the Basic Curriculum, 

these courses were narrowly prescribed according to outlines developed by 

panels of experts at the outset of the ASTP. 

 
Fig. 3 

Army Specialized Training Program 
Basic Phase Term 3 

Advanced Phase Terms 4&5 
Curriculum P-1 

 
              
           Distribution 

Course     Contact Hrs. per Week*  Class  Lab 
 

Term 3: 
Qualitative Analysis AST-211  9   3  6 
Physics   AST-306  7   4  3** 
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Biology   AST-951  7   3  4 
English   AST-111  2   2  0 
History   AST-133  2   2  0 
Geography  AST-163  2   2  0 

        29   16  13 
 

Term 4: 
Organic Chemistry AST-261  9   3  6 
Biology   AST-952  7   3  4 
English   AST-112  2   2  0 
Psychology  AST-904  4   4  0 
Selected Courses***    6   6  0 

        28   18  10 
 

Term 5: 
Organic Chemistry AST-262  9   3  6 
Comparative Anatomy AST-953 
or            
Embryology  AST-954  7   3  4 
English   AST-113  2   2  0 
Psychology  AST-905  4   4  0 
Selected Courses***    6   6  0 

        28   18  10 
 

* Required by contract 
** One hour for writing reports 
*** 1. French, German, or Spanish for those who had studied one of these in High School or 
College.  Must continue in Term 5. 

  2. Economics.  Must continue on Term 5. 
  3. Quantitative Analysis 
  4. Public Administration 
  5. Physical Chemistry 

 
 
Source:  National Archives, Washington, D.C., Modern Military Branch.  Military Archives 

Division.  File: Director of Military Training.  History Branch.  ASTP.  Curriculum 
File.  Records of the ASF. 

 
 
Once preprofessional studies were completed, ASTP candidates entered 

regular programs of professional study that proceeded at a more traditional pace. 

Advancement from preprofessional to professional study required an overall “C” 

average, so ASTP participants were motivated to do well in their coursework.  In 

some ASTP units, trainees were ranked according to grade point averages, and 

trainees enjoyed the same academic recognition as other students.  Failure in 

any course resulted in separation from ASTP and reassignment to a regular 

Army unit, often an infantry unit headed overseas (Chadderdon 1972, 58). 
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Demise of the ASTP 

 

By late 1943, the Army’s manpower policies had yielded an oversupply of 

officers.  Officer Candidate Schools (OCS) had produced 240,000 officers since 

September 1941, so those programs were severely reduced.  At the same time, 

occupational draft deferments and other selective service policies had left the 

armed forces short of their recruiting goals by 200,000 men.  Since ASTP 

programs included basic training, the candidates formed a readily available pool 

of recruits already in uniform-a tempting target for the armed forces to draw from.  

Ironically, many had resigned from ROTC programs in order to enter the ASTP, 

thereby forfeiting the opportunity to enter the regular Army as officers.  Despite 

written assurances in ASTP recruitment literature that “no student now in the 

ASTP and doing satisfactory work will be let out,” in February 1944, 110,000 

trainees, nearly eighty percent of the total, were cut from the program.  

Most of the initial cuts came in engineering.  Some of these trainees were 

reassigned to medical school, but most were assigned to line units.  In the words 

of Secretary of War Henry Stimson, “The Army of early 1944 was forced to 

cannibalize itself and the soldiers of the ASTP were among the first victims” 

(Stimson and Bundy 1948, 356).  Often these new soldiers bore the brunt of the 

resentment their comrades had developed due to the ASTP’s reputation as a soft 

billet for ‘quiz kids’ and college boys.  One displaced recruit recounted, “If at all, it 

[participation in ASTP] made things tough on me later.  I spent sixteen weeks on 

Officers’ K.P. at Camp Maxey because the ASTP business left me alone, in a 

strange outfit, with a cadre anxious to show me the ‘real’ army” (Keefer 1988, 

57). 

Although the curtailment of the ASTP had devastating effects on individual 

soldiers, it did not seriously impact participating colleges and universities.  First, 

despite the high profile of the military-academic partnership, most colleges and 

universities in the United States never participated in the program.  Second, even 

those that had military students tended to adjust rapidly to wartime conditions.  

As drastic a change as the wartime reduction in student enrollments seemed at 
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the time, it was dwarfed by the rapid, enormous expansion in demand for higher 

education brought on by the postwar G.I Bill.  The ASTP officially lasted until 

early 1947, but the program never recovered from the massive curtailment in 

February 1943.        

 

The Results 

 

In the short run, the ASTP did contribute to the manpower needs of the 

armed forces, both intentionally by providing thousands of professionally trained 

officers (although many of these did not enter active service until the post-war 

era), and unintentionally by meeting much of the Army’s need for combat soldiers 

in early 1944.  The program also helped the colleges and universities that 

participated by providing needed support as large numbers of students left 

school for the military, although this benefit should not be overstated as only one-

third of U.S. institutions of higher education ever hosted ASTP students.  

In the longer run, the ASTP helped colleges and universities eliminate 

redundancy in their degree programs, which became especially important as the 

postwar increases in enrollment pressured the institutions to be as efficient as 

possible.  In addition, the new courses and modes of instruction developed for 

the ASTP influenced subsequent curriculum development, particularly in 

language instruction.  In an effort to standardize curriculum across the 227 

campuses that ultimately hosted ASTPers, audio-visual aids were used 

extensively, ushering university teaching into the technological age. 

The ASTP also influenced colleges and universities to adopt more 

democratic practices in recruiting and admitting students.  The program provided 

educational opportunities to thousands of academically talented young men 

without regard to socio-economic status.  In fact, without the ASTP this author’s 

father would have not been able to afford higher education and likely would have 

never pursued a medical career.  Other participants such as Henry Kissinger and 

Edward Koch may have followed very different career paths without the ASTP.  

Eighty percent of ASTP participants surveyed for one postwar study pursued 
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more higher education after their initial ASTP experience.  Forty percent 

completed Bachelor’s degrees, seventeen percent Master’s degrees, and eleven 

percent doctoral degrees.  Twelve percent became physicians, dentists, and 

lawyers (ibid., 281). 

The ASTP also opened the door for more women to enter professional 

schools.  With their sons in the service, more families sent their daughters to 

college.  The ASTP’s demonstrated success with those traditionally considered 

unfit for advanced training caused professional schools to be more willing to 

admit women (Chadderdon 1972, 69). 

Finally, the ASTP helped point up the gross discrepancies in the quality of 

high school education across the country.  Young men from every type of high 

school were thrown together and moved from institution to institution throughout 

the country.  The strong and weak high school programs became readily 

apparent.  Postwar federal spending on education aimed, in part, to improve high 

school instruction, especially in math, science, and foreign languages, the fields 

most prominent in the ASTP. 

 

Lessons Learned 

 

Although the ASTP was in effect for only a few years it provides some 

lasting lessons for any type of ‘fast-track’ education program.  First, the 

conditions under which the ASTP began represent a unique confluence of needs.  

The customer, the US Army, needed large numbers of well-trained professionals 

in a short amount of time.  The providers, the colleges and universities, needed 

large numbers of students to replace those lost to the war effort.  The colleges 

and universities found themselves with excess capacity precisely when the Army 

needed highly educated soldiers.  In the current and impending teacher shortage, 

schools may need more teachers, but the colleges and universities that prepare 

them do not necessarily need additional students.  Without mutual acute need, it 

is unlikely that the tremendous effort required to redevelop course programs and 

calendars will be expended. 
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Second, ASTP participants and providers often complained that the 

accelerated coursework was too much too fast.  Students exhausted themselves 

trying to keep up with the demands of academic work and military training, 

especially those who entered the program with knowledge deficits.  Most learners 

require some time to truly internalize and incorporate information.  Any ‘fast-track’ 

professional education program must carefully consider reasonable pacing to 

maximize learning.  Likewise, faculty complained that the pace of instruction was 

exhausting for the teachers, as well.  Yale University reported, “The strains upon 

our facilities, and particularly upon our Faculty, began to be apparent, and 

illnesses, nervous collapses, and even deaths seemed to come thick and fast 

upon us” (Annual Report 1944, 15).  Third, the ASTP shifted much of the focus at 

participating institutions from knowledge creation to knowledge transmission.  

Faculty found that their scholarly pursuits suffered under the demands of fast-

paced instruction.  Some institutions and faculties were more accustomed to this 

emphasis than others.  Any ‘fast-track’ program must ensure that its goals do not 

conflict with how faculties conceive of their work or with the reward structures in 

place in academic institutions.   

Fourth, ASTP students, particularly the engineers, suffered from the 

Army’s overestimation of the need for trained professionals and its underestimate 

of the need for foot soldiers.  Institutional promises were broken and participants’ 

plans derailed.  Any ‘fast-track’ program must not rely too heavily on projections 

of future manpower needs.  In addition, ‘fast-tracks’ should include alternate 

routes for students to pursue if societal needs change.  These alternate routes 

should make good use of the coursework they’ve already taken in order to 

minimize wasted time.    

Finally, the ASTP siphoned off many of the best and the brightest Army 

recruits, diminishing the overall quality of the manpower available to other units 

(Keefer 1988, 269)  Any ‘fast-track’ program must consider the opportunity cost 

of implementation-what good things may be given up if the ‘fast-track’ attracts 

large numbers of participants.  Any program intended to benefit the needs of 

society must consider its larger impact. 
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Conclusion  

 

Wisdom dictates approaching present problems with a sense of history in 

mind.  While the past does not repeat itself, some conditions do recur and past 

events can inform present solutions.  The Army Specialized Training Program 

was a unique program devised during a unique time.  It encouraged structural 

changes in American education and provided unprecedented educational 

opportunity to thousands of talented young men.  In addition, it may provide both 

useful lessons for curriculum designers and policy-makers, as well as cautionary 

tales to be considered by those developing accelerated educational programs to 

meet the current teacher shortage. 
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Abstract: 
 

The Connecticut State Department of Education [CSDE] appears to be innovative in its 

plan to use a competency based student teaching evaluation instrument on a statewide basis in all 

of its teacher preparation programs.  CSDE expects its public schools’ kindergarten through 

twelfth grade educators to demonstrate effective teaching in their classrooms, in accordance with 

the Connecticut Common Core of Teaching’s (CCCT) principles pertaining to planning, 

instructing, assessing, and professional behaviors.  Therefore, it is reasonable for Connecticut’s 

seventeen universities and Alternate Route to Certification Program (ARC) to steep their Teacher 

Education programs with the strategies and techniques that will produce pre-service student 

candidates who are capable of being effective teachers.  This paper focuses on the application 

since the fall 2003 semester of the CSDE’s Title II Pilot Student Teaching Evaluation Instrument 

at Western Connecticut State University, Danbury, Connecticut. 

Sources consulted for this paper included:  CSDE reports; the CCCT; components of the 

Pilot Student Teaching Evaluation Instrument (e.g. Performance Rubric based on the CCCT, 

evidence collection and rating forms; lesson plans expecting candidates to provide planning for 

differentiated instruction, and post-observation reflective questions).samples of candidates’ 

observation and supervisory reports, and feedback comments from Cooperating Teachers, 

student candidates and University Supervisors. 

Questions that are posed in this paper include: “How does the CSDE define ‘effective 

teaching’?”  “Why did the CSDE organize a Student Teaching Evaluation Workgroup in the 

summer of 2003?”  “Why has WCSU committed to the implementation of a competency based 

evaluation instrument with its pre-service teacher candidates?”  “How are pre-service teaching 

students instructed in the use of the Pilot Student Teaching Evaluation Instrument?”  “How do 

student teachers at WCSU assess the Pilot Student Teaching Evaluation Instrument?”  “What 

feedback from other universities’ pre-service teacher candidates about the Pilot Student Teaching 

Evaluation Instrument is found in CSDE reports on the Pilot?” 

Findings in the paper conclude that the shift from traditional to competency based 

methods of evaluating effective teaching should be applied during the pre-service candidate 

period in Teacher Education Programs. 

 

 

2007 HICE Proceedings 
Page 5474



L.G. Stambler, Ph.D.   Teacher Education: innovative student teaching evaluation techniques 4 

Section One Introduction 
 
RATIONALE FOR CHOOSING THE TOPIC 

Connecticut is known for its continuous “waves” of educational reform which have had a 

long range impact on policy decisions, teacher education, teacher quality, and standards 

pertaining to students and teachers.  Connecticut’s educational reforms took place under the 

leadership of Commissioners Mark Shedd, Gerald Tirozzi, and Betty Sternberg,.   

“We note two important themes in Connecticut’s story of reform. First, this is a 
story of policy alignment around the quality of teaching; it illustrates what can 
happen when policies concerning teacher education and professional 
development, teacher and student standards, and assessments of teaching and 
learning work together to a common end. Second, such investment and alignment 
do not happen over night, and so this is also a story of “steady work,” of state 
department staff collaborating with teachers and principals to craft, revise, and 
revise again the policies that form the backbone of Connecticut’s reforms. As 
one set of policies focused on teacher improvement took root, other policies 
focused on student standards, assessments, and system improvement were then 
added to the mix. Gradually over 15 years, a comprehensive system of aligned, 
well-supported, and well-tested policies emerged.”  (Wilson, Darling-Hammond, 
and Barnett 2001). 

The standards that have been used to evaluate Connecticut teachers since 1984 have been 

based on specific documents: the 15 Connecticut Teaching Competencies [CTC 1984]; the 10 

indicators and 22 attributes of the Connecticut Competency Instrument [CCI 1988]; and 

currently, the Connecticut Common Core of Teaching [CCCT 1999].  The case study authored by 

Wilson, Darling-Hammond, and Barnett describes these standards and instruments.  Teacher 

preparation students at Western Connecticut State University [WCSU] have been required to 

learn those various standards over the years, and were evaluated by them (the CCI) during their 

clinical student teaching field placements. 

A look at teacher evaluation across the nation’s public school systems indicates that it has 

taken a new direction toward competency based evaluation of teachers and what they do before, 

during, and after their classroom encounters with their students.  Connecticut has moved toward 

that “evolving view of evaluation,” as illustrated in the following content from a CSDE 

cooperating teacher/mentor training power point slide “Traditional vs. Evolving View of 

Evaluation: New directions” [summer 2006]. The evolving view of evaluation includes: 
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• Emphasis on student learning 
• Clearer focus on content 
• Design of effective units of instruction 
• Variety of instructional strategies to meet learner needs 
• Multiple sources of assessment data 
• Reflection/ continuous learning 

The Common Core of Teaching Table: A Performance Continuum [2002] was created by 

the CSDE “for the purposes of teacher evaluation and professional development” and to “provide 

a view of the continuum of a teacher’s growth over time through the lens of the CCT.”  Various 

stakeholders in Connecticut’s system of public education were asked to discuss and respond to 

the content of the Table [i.e. the author represented WCSU at the higher education meetings].  

Four performance columns [Novice, Competent, Accomplished, and Master Teacher] contain 

competency based rubrics for each of the three parts of the CCCT [Knowledge, Application of 

the Knowledge, and Professional Responsibility] which provide benchmarks for a teacher to 

demonstrate his or her growth over time.  The Table is supposed to be used for six purposes: 

“As a professional development tool for administrators and teachers to better understand the CCT; 

To help define and understand acceptable levels of performance as defined by the CCT; 

To help locate a teacher’s performance at a specific point in time, using the CCT. (to be used with data); 

To help develop annual or multi-year goals and objectives focused on specific areas of the CCT; 

As a tool for administrators to conference with teachers around selected areas. (to be used with data; 

As a tool for teachers to self-assess their professional progress over their career; 

To individualize feedback, goal-setting, and professional development, replacing a one-size-fits-all culture 
of professional growth.” 
(http://tepadmin.ucsd.edu/people/bobbie/classes/tep206/cctperformance.pdf..) 

The CSDE’s Title II Pilot Student Teaching Evaluation Instrument has been the focus of a 

State conducted study since the fall 2003 semester, with undergraduate teacher candidates as its 

target group.  Ten out of sixteen public and private institutions of higher education originally 

participated with the CSDE workgroup in formulating the parts of the Instrument:  

• a Rubric with its embedded spaces to be used for evidence/data collection during 

observations of teacher candidates.  The Rubric is comprised of twenty competencies 
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based on the principles of the CCCT, divided into the categories of Planning/Instruction/ 

Assessment/Professional Development, looking at the teacher candidates’ performance 

competency levels, modeled after NCATE standards of Unacceptable/Acceptable/Target; 

• a Rubric Rating form for use by the Student Teacher, Cooperating Teacher, and 

University Supervisor to independently think about and enter the teacher candidate’s 

midterm and final grades; 

• a Lesson Plan template, requiring the teacher candidate to enter appropriate lesson 

content standards, learner background, student learner objectives, assessment tool[s], 

materials and resources, learning activities that highlight Initiation/ Lesson Development/ 

Closure, and planning provisions for the Differentiated Instruction of from one to three 

students; 

• a Post-Observation Reflection template with five questions for use by the observer and 

pre-service teacher candidate to reflect on the strengths and weaknesses of the lesson, 

using “reflection on action” and “reflection for action” techniques. 

Currently, twelve public and private institutions of higher education have volunteered to 

provide CSDE with information about their universities’ experiences with the Title II Student 

Teaching Evaluation Rubric, accompanying forms and procedures, as well as Training for 

Cooperating Teachers and University Supervisors in the use of the Instrument.  Colleges and 

universities participating in the Pilot over the past years have done so with a select number of 

their student teacher candidates, their University Supervisors, and Cooperating Teachers.  WCSU 

has differed in its commitment to implement the Instrument by having all of its pre-service 

teacher candidates use the Instrument during their fifteen weeks of clinical experience each 

semester (i.e. 20-30 students in the fall, 80-90 students in the spring semesters). 

THE PROBLEM STATEMENT 
 

Given the purpose [e.g. to align teacher preparation programs’ student teacher evaluation 

instruments with the CCCT] for which the CSDE Title II Pilot Student Teaching Evaluation 

Instrument was created and revised between the summer of 2003 and fall of 2004:  (1) Can the 

Instrument, in the short term, be shown to have fulfilled the CSDE’s aim?; (2) Can this 

evaluation instrument be implemented in the long run as a statewide student teacher evaluation 

2007 HICE Proceedings 
Page 5477



L.G. Stambler, Ph.D.   Teacher Education: innovative student teaching evaluation techniques 7 

instrument in each of Connecticut’s seventeen Teacher Preparation Programs and Alternate 

Route for Certification Program? 

 

 
RESEARCH QUESTIONS: 

 Formulation of the proposal, presentation, and writing of this case study paper about the 

CSDE’s Title II Pilot Student Teaching Evaluation Instrument is a result of the writer’s 

involvement with the CSDE higher education workgroup that was convened during the summer 

of 2003 to develop a competency based evaluation instrument for student teachers, which would 

align with the CSDE’s teaching standards, and which would be part of the unit assessment 

system, as required by the National Council for the Accreditation of Teacher Education 

(NCATE) standards.  In addition, the writer sponsored the adoption of the Instrument for student 

teachers in the Education and Educational Psychology Department at WCSU, taught the 

Instrument to student teachers in ED 340 Assessment of Teaching Strategies each semester from 

Pilot Studies 
Fall 2003 to Spring 2006 

 Connecticut College 
 ECSU [a CSUS institution] 
 Fairfield** 
 Mitchell College** 
 University of Bridgeport** 
 UCONN [a CT State institution] 
 University of Hartford 
 University of New Haven** 
 Sacred Heart** 
 Saint Joseph College 
 SCSU [a CSUS institution] 
 WCSU**[a CSUS institution] 

 
**Institutions implementing the instrument for all candidates 
Source: CSDE Power Point Summer 2006 
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fall 2003 to fall 2005 inclusively, served as a University Supervisor and used the Instrument as 

an evaluator for WCSU student teachers in their clinical placements, and trained Cooperating 

Teachers and University Supervisors at WCSU and at Area Cooperative Educational Services 

(ACES).  The following eight questions have been the focus of research for this paper: 

 
 1. How does the CSDE define “effective teaching?” 

 2. Why did the CSDE organize a Student Teaching Evaluation Workgroup in summer 2003? 
 
 3. How has the CSDE supported the aims of the Title II Pilot Study of the Student Teaching  
 Evaluation Instrument? 
 

4. Why has WCSU committed to the implementation of a competency based evaluation instru-
ment with its pre-service teacher candidates? 

 
5. How are pre-service teaching students instructed in the use of the Pilot Student Teaching 
Evaluation Instrument? 

 
6. How have student teachers at WCSU commented on the CSDE Title II Pilot Student Teaching 
Evaluation Instrument? 

 
7. What feedback from other universities’ pre-service teacher candidates about the Pilot Student 
Teaching Evaluation Instrument is found in CSDE reports on the Pilot? 

 
 
 
 
 

Section Two [Selected] Review of Literature: 
 
 The selected sources included in this section provide background information about the 

early stages of performance competency based methods of evaluating student teachers during 

their clinical experiences, as well as contemporary university modes of evaluating student 

teachers in the field.  There appears to be general agreement on the important components of a 

student teaching performance competency based evaluation instrument, and that competency 

based evaluation is the appropriate mode to engage in formative evaluation during the pre-

service student teaching experience. 

 

The term “competency,” as used in teacher preparation programs to evaluate student 

teachers, may be defined as “A skill performed to a specific standard under specific 

conditions.”(Sullivan 1995) “The concept of defining and measuring what students should know, 
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think, or be able to do as a result of their education has continued to evolve over the past 25 

years, in tandem with many other facets of education reform.”(Greene 1997)  They are 

“Composite skills, behaviors, or knowledge that can be demonstrated by the learner and are 

derived from explicit conceptualizations of the desired outcomes of learning.” 

 

The accountability movement among stakeholders for the nation’s public schools has 

been brought to bear on schools of education and teacher educators to prepare their pre-service 

candidates to become highly qualified educators.  Research about the field and clinical 

experiences of teacher candidates has yielded information about student teaching courses and 

measures of competency of those candidates during their clinical placements.  “Questionable 

measurement instruments and untrained evaluators prevent effective evaluation” of student 

teachers, according to the compendium of studies summarized in Evaluation of Student Teachers 

in Eric Digest 13, (Barrett 1986) 

 
“Any process to strengthen teacher education programs must include a careful 
study of student teaching since it is usually the final education course taken by 
students and the most influential field experience in a teacher education program 
(Kingen 1984).  Many teacher education programs use student teaching as the 
primary exit evaluation of student competencies (Ashburn and Fisher 1984).”  

 
Summaries of early studies in the 1980s about the purpose of student teacher evaluation, 

criteria, measurement tools, evaluators, and elements of success, as found in the Evaluation of 

Student Teachers: Eric Digest 13 (Barrett 1986), are categorized by this paper’s writer in the 

subsequent chart.  In essence, the studies found that improvement in the evaluation of pre-service 

candidates occurred when:  

• competency based evaluation instruments were employed during the clinical 

experience;  

• research about the use of the instrument in the field allowed for continuous 

tweaking and refinement of the evaluation instrument; and,  

• initial and follow up training sessions for student teachers’ evaluators in the use of 

the instruments allowed Cooperating Teachers and Supervisors to minimize their 

errors in judgment about the application of the evaluation instruments to the 

student teachers’ level of performance. 
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These findings in the literature about Evaluation of Student Teachers brings meaning to 

this current case study in progress about the development of a student teaching competency 

based evaluation instrument in Connecticut, its application in one teacher preparation program 

(WCSU), and the training of support personnel (Cooperating Teachers and University 

Supervisors) to conduct their evaluators’ roles with pre-service candidates. 

Chart Adaptation of “Evaluation of Student Teachers. ERIC Digest 13”  

FACTORS RELATED TO 
STUDENT TEACHING 

RESEARCHERS AND 
DATES OF STUDIES 

SUMMARIES OF FINDINGS 

STUDIES ABOUT THE 
PURPOSE OF STUDENT 
TEACHER 
EVALUATION 

Defino 1983 
 
 
 
 
 
 
 
 
Ashburn and Fisher 1984 

1. screening students for entry into the teaching 
profession  

2. informing student teachers about skills that need 
to be strengthened 

3. to prove to state or national program approval 
agencies that student teachers are doing what the 
institution said they would be doing during the 
field experience. 

 
1. evaluating students for program improvement 
2. e.g. adjust program if students have trouble with 

instructional planning 
STUDIES ABOUT 
EVALUATION 
CRITERIA 

Ashburn and Fisher 1984 
 
 
 
 
 
Fant and others, 1985 
 
 
Wiersma and Gibney 
1985 
 
 
 
 
Moore and Markham 
 1983 
 
 
 
 
 
 
 
 
 
 
 
continued 

1. Disagreement occurs among programs about 
what knowledge, skills, and attitudes are 
necessary in an effective student teacher 

2. belief that effective teachers possess universal 
traits 

 
1. no research has shown effective teachers to have 

specific characteristics in all teaching situations 
 

1. research base in this area is inadequate to support 
pupil learning as the sole basis for determining 
student teacher competence 

2. teaching is a profession like medicine and law; 
thus, practitioners cannot guarantee results 

 
1. Competency based teacher education (CBTE) 

programs that emerged in the 1970s consider 
student teaching performance to be a 
demonstration of competencies accumulated 
during the teacher education program 

2. student teachers are observed in the classroom 
and evaluated on the basis of competencies such 
as subject matter presentation and planning 
skills. 

3. a lack of evidence that one set of teacher 
competencies leads to more pupil learning than 
another 

4. competencies assessed by programs overlap 
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McIntyre and Norris 
1980 1. Institutions that use the same evaluation criteria 

often have different priorities 

STUDIES ABOUT 
EVALUATION TOOLS 

Fant and others 1985 
 
 
 
 
 
Defino 1983 

1. found teacher education programs used rating 
scales, daily logs, anecdotal records, behavior 
coding, and self-assessment for evaluating STs. 

2. More than half of the institutions surveyed used 
rating scales 

 
1. The Teacher Performance Assessment 

Instrument (TPAI) lists competency indicators 
and sets of descriptors. 

2. The Classroom Observation Keyed for Research 
(COKER) instrument requires the evaluator to 
record specified behavior demonstrated by the 
student teacher. 

3. both tests are reliable but not proven valid 
4. many incompetent or marginal students elect or 

are counseled out of teacher education programs 
[using these tools] 

5. high grades could reflect an evaluation of the 
student teachers' potential rather than a measure 
of demonstrated skills. 

STUDIES ABOUT 
EVALUATORS 

Ashburn and Fisher 1984 
 
 
 
 
 
 
 
 
 
 
 
 
 
McIntyre 1984 
 
 
 
 
 
Phelps and others 1986 
 
 
 
 
 
Ervay 1982 
 
 
 
continued 

1. The effectiveness of the evaluation process is 
based on the person assessing the students 

2. Research on the interaction of student teacher, 
cooperating teacher, and faculty supervisor 
indicates the cooperating teacher has the 
predominant influence on the student 

3. supervisors also have difficulties when 
evaluating student teachers since the supervisors 
"serve as coaches as well as judges 

4. Evaluation reports containing supervisor and 
cooperating teacher comments become part of 
the student teacher's permanent record and can 
affect employment opportunities 

 
1. cooperating teachers tend to give positive 

evaluations to these students 
2. Student teachers often adopt the classroom 

management style and attitudes of their 
cooperating teachers 

 
1. Cooperating teachers avoid "unsatisfactory" and 

"below satisfactory" ratings 
2. teachers seem to concentrate on one skill that a 

student teacher demonstrates effectively and then 
generalize to all skills 

 
1. The lack of consistent procedures and criteria 

among cooperating teachers further hinders the 
evaluation process and can cause the student 
teaching experience to have a negative impact on 
teacher education program goals 
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 2. teacher education programs must rely on public 
schools to find the cooperating teachers 

 
 

 
STUDIES ABOUT 
ELEMENTS OF 
SUCCESS 

Phelps and others 1986 
 
 
 
Brooks and others 1985 
 
 
Morris and others 1985 
 
 
 
Kingen 1984 

1. Training cooperating teachers to use evaluation 
instruments reduces judgment errors, however, 
and can increase the tool's validity 

 
1. Evaluation instruments continue to be refined 

through research 
 

1. Additional training in supervision practices also 
ensures that cooperating teachers are competent 
in other areas  

 
1. Good cooperating teachers must be able to 

analyze, guide, and evaluate teaching as well as 
demonstrate effective teaching 

2. These abilities and adequate measurement 
instruments lead to improvement in evaluating 
student teachers. 

 
 

 
The five items included below, found in the online documents of the Delaware Center for 

Teacher Education (2004), best represent the direction that teacher education programs are 

taking in developing performance based student teaching evaluation instruments.   

 
The process of evaluation should be designed to prepare the student teacher to  

evaluate herself/himself objectively and with a valid frame of reference. 
 

Evaluation should make apparent those skills and techniques which are essential  
for good performance as a teacher. 
 

Evaluation should identify specific areas that need improvement as well as  
recognize those that are of good quality. 
 

Evaluation should provide guidelines for the next steps in learning about 
teaching. 
 

Evaluation should furnish an objective description of the student teacher’s  
ability and potential for teaching to a prospective employer. 

 
Several Connecticut State Department of Education documents are significant for use in 

this paper, which is a progress report on what one Connecticut teacher preparation program is 

using as a competency based evaluation instrument with its student teachers. 
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DOCUMENT NAME CONTENT OVERVIEW 
 

Connecticut State Department of Education 
[online homepage] 
 
http://www.state.ct.us/sde/ 

Provides links to all CSDE bureaus, the BEST Program, CSDE 
documents about certification, curriculum standards, reports, etc. 

Connecticut State Department of Education 
(1999) Connecticut Common Core of 
Teaching 
 
http://www.state.ct.us/sde/dtl/curriculu
m/currkey4.htm 

 
Connecticut State Department of Education 
(Fall 2006 and Spring 2007) Title II 
Teacher Quality Enhancement: Student 
Teaching Evaluation Workgroup 
 
http://www.title2ct.org/student_teaching
/index.shtml 

The Student Teaching Evaluation Rubric and related forms 
are intended for use statewide by the 17 Connecticut teacher 
preparation institutions and the Alternate Route to Certification 
(ARC) Program in assessing student teacher performance in 
order to determine the candidate's competency and eligibility 
for Connecticut certification.  
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Connecticut State Department of Education 
Overall Report of the Development of the 
Student Teaching Evaluation Workgroup, 
[online] 
 
http://www.title2ct.org/student_teaching
/index.shtml 
 

Connecticut State Department of Education 
Student Teaching Rubric and Data 
Collection Form (PDF) or (Word) [online] 
 
http://www.title2ct.org/student_teaching
/index.shtml 

This rubric is specifically developed for the purpose of assessing 
student teaching performance (not experienced or beginning teacher 
performance).  Each level of performance described (unacceptable, 
acceptable, and target) represents a range within which the student 
teacher’s performance may be assessed given the data collected 
about the competency. 
 
University Supervisor and Cooperating Teacher must each use this 
form to record data relative to Student Teacher’s performance. This 
form is intended to support comprehensive, legally defensible data 
collection in order to evaluate the Student Teacher on each 
competency. 
 
This rubric/data collection form should be utilized: 

• For both formative and summative evaluations of 
performance.   

• Based on multiple sources of data (lesson observation, 
lesson plans, design and assessment of student work, 
personal and professional interactions with school-
based personnel, parents and students, etc.).  Not all 
competencies will be observed in any one lesson; 
however, all competencies should be observed or have 
sufficient data to justify a summative evaluation 
decision by the end of the student teaching placement.   

• In conjunction with the glossary of terms at the end of 
the rubric which defines particular terminology used 
within the rubric.  Student teachers, cooperating 
teachers and supervisors should refer to the glossary to 
ensure accurate understanding of the rubric terms. 

 
 

Section Three Analysis of Data and Findings 
 

1. “How does the CSDE define ‘effective teaching’?”   
 
 The best way to understand what the CSDE means by “effective teaching” is to look at 

the document that is the foundation for teaching in Connecticut, the Connecticut Common Core 

of Teaching (CCCT). 
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“THE COMMON CORE OF TEACHING REPLACES THE 15 CONNECTICUT 

TEACHING COMPETENCIES AS CONNECTICUT’S DEFINITION OF EFFECTIVE 

TEACHING PRACTICE.  THE PHILOSOPHY BEHIND THE CCCT IS THAT 

TEACHING REQUIRES MORE THAN SIMPLY DEMONSTRATING A CERTAIN SET 

OF TECHNICAL SKILLS.  IT REQUIRES COMMAND OF SUBJECT MATTER AND 

CARING DEEPLY ABOUT STUDENTS AND THEIR SUCCESS.  EFFECTIVE 

TEACHING IMPLIES A DEEP COMMITMENT TO STUDENT ACHIEVEMENT AND 

TO THE BELIEF THAT ALL STUDENTS CAN ATTAIN HIGH LEVELS OF 

ACHIEVEMENT.” [CCCT p. 4]  

 

THE COMMON CORE OF TEACHING “IS INTENDED TO GUIDE INSTITUTIONS 

OF HIGHER EDUCATION AS THEY PREPARE TOMORROW’S TEACHERS,” AND 

TO ARTICULATE “EXPECTATIONS FOR TEACHERS IN CONNECTICUT’S 

SCHOOLS.” [CCCT P. 2] 

[see link below] Common Core of Teaching http://www.state.ct.us/sde/dtl/curriculum/currkey4.htm 
 
 

      
 

KNOWLEDGE              PLANNING INSTRUCTING  ASSESSING    REFLECTING 

OF CONTENT           FOR ACTION & REFLECTING IN STUDENTS’  ON ACTION & 

& STUDENTS    ACTION  LEARNING  FOR ACTION 

 
Connecticut's Common Core of Teaching 1999** 

Foundational Skills and Competencies – Executive Summary 
I. TEACHERS HAVE KNOWLEDGE OF: 

A. Students 
1. Teachers understand how students learn and develop. 
2. Teachers understand how students differ in their approaches to learning. 

B. Content 
3. Teachers are proficient in reading, writing and mathematics. 
4. Teachers understand the central concepts and skills, tools of inquiry and structures  

of the discipline(s) they teach. 
C. Pedagogy  

5. Teachers know how to design and deliver instruction. 
 6. Teachers recognize the need to vary their instructional methods. 
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II. TEACHERS APPLY THIS KNOWLEDGE BY: 
A. Planning 

   1. Teachers plan instruction based upon knowledge of subject matter, students, the  
   curriculum and the community. 

2. Teachers select and/ or create learning tasks that make subject matter meaningful to 
 students. 

B. Instructing  
3. Teachers establish and maintain appropriate standards of behavior and create a 

positive  
 learning environment that shows a commitment to students and their successes. 
4. Teachers create instructional opportunities that support students' academic, social and  
 personal development.  
5. Teachers use effective verbal, nonverbal and media communications techniques which  
 foster individual and collaborative inquiry. 
6. Teachers employ a variety of instructional strategies that enable students to think  
 critically, solve problems and demonstrate skills. 

C. Assessing and Adjusting 
7. Teachers use various assessment techniques to evaluate student learning and modify  
 instruction as appropriate. 

 
 
III. TEACHERS DEMONSTRATE PROFESSIONAL RESPONSIBILITY THROUGH: 

A. Professional and Ethical Practice 
1. Teachers conduct themselves as professionals in accordance with the Code of  
 Professional Responsibility for Teachers (Section 10-145d-400a of the  
 Connecticut Certification Regulations). 
2. Teachers share responsibility for student achievement and well-being. 

B. Reflection and Continuous Learning 
3. Teachers continually engage in self-evaluation of the effects of their choices and  
 actions on students and the school community. 
4. Teachers seek out opportunities to grow professionally. 

C. Leadership and Collaboration 
5. Teachers serve as leaders in the school community. 
6. Teachers demonstrate a commitment to their students and a passion for improving  
 their profession. 

 
 
 
2. “Why did the CSDE organize a Student Teaching Evaluation Workgroup 
in the summer of 2003?”   
 

 The January 26, 2004 Final Report and Supporting Documentation, Title II Teacher 

Quality Enhancement Grant, submitted on behalf of the Student Teaching Evaluation Instrument 

Development Workgroup by the CSDE Title II Project Director, Georgette Nemr, included 

background information about why the Connecticut State Department of Education moved to 

create a statewide student teaching evaluation instrument for Connecticut’s seventeen teacher 

preparation programs and its Alternate Route to Certification Program: 
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The stated aim at the first meeting on June 30, 2003 for the CSDE Student Teaching 

Evaluation Workgroup was “to develop a common statewide student teaching evaluation 

instrument based on the Common Core of Teaching and INTASC Standards (Nemr 2004).  The 

rationale for the Workgroup’s activities centered on NCATE standards that the CSDE has 

adopted for its program approval, accreditation, and reaccreditation standards of teacher 

preparation programs in the State of Connecticut (Nemr 2004).  See NCATE standards 2 and 3, 

as well as the ten INTASC principles in the Appendices of this paper. 
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The CSDE’s rationale for the funded Title II project was that the data collected from these 

pilot student teaching evaluations could be used by each of the institutions to assess a candidate's 

knowledge, skills, and dispositions in student teaching.  Further, that data could be used by each 

unit [an NCATE term] to provide program evaluation information about its student teaching 

program.  Data could be used on a statewide basis to determine areas of common concern for 

collegial discussion, consultation and professional development, both for unit faculty and for 

Cooperating Teachers and schools. 

The work group members met with CSDE personnel on June 30, July 14 and 29, August 

19, and September 5, 2003, during which time the student teaching evaluation rubric and its 

supporting forms were developed by the work group members, listed in the following charts. 

continued 
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 A variety of activities were conducted during the workgroup meetings to assure validity, 

reliability, and fairness for the goal of creating a Student Teaching Instrument (Nemr 2004). 

 

 
 

 

 

3. “How has the CSDE supported the aims of the Title II Pilot Study of the 
Student Teaching Evaluation Instrument?”   
 
 The CSDE has taken on the responsibilities of coordinating the development of a 

performance competency based evaluation instrument for pre-service candidates that may be 

consistently applied across all Teacher Preparation Programs in Connecticut, as well as 
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providing training opportunities for the support staff/evaluators who host student teachers in their 

classrooms.  Specific milestones in the development of the CSDE Title II Pilot Student Teaching 

Evaluation Instrument are recorded on pages four and five in the Project Leader’s report (Nemr 

2004). 

 
 Between September and October, 2003 the Project Coordinator, Georgette Nemr, met 

with “a small group of professional developers and technical advisors,” Nancy Potter and Erin 

McGurk, for the purpose of designing a one-day training during the fall 2003 semester to support 

the piloting of the Instrument for Cooperating Teachers and University Supervisors.  

 

Four universities volunteered to conduct pilot testing of the Instrument during the same 

semester (Fairfield, New Haven, Hartford, and WCSU).  Teams of candidates, practitioners, and 

supervisors, totaling thirteen University Supervisors, twenty-one student teachers, and twenty-

one Cooperating Teachers, worked with the Instrument and submitted documentation to the 

CSDE.  All of WCSU’s triads used the Instrument during this first pilot period of fall 2003. 

Activities during the remainder of the fall 2003 semester comprised focus group meetings, 

collection and evaluation of documentation from the pilot teams of students, teachers, and 

supervisors, and a debriefing meeting for data collection to add to the study.  Apparently, CSDE 

personnel used the concepts of “reflection on action” and “reflection for action” in planning for 

spring 2004 training sessions. 

 
Action for continuous improvement took place during the later part of the fall 2003 semester. 
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 Support and training of evaluators during student teachers’ clinical experience is vital to 

the validity, reliability, and fairness of the instrument used to grade the candidates, as- pointed 

out in the research of Phelps (1986) in the Review of Literature section of this paper.  CSDE 

personnel appear to have implemented that principle by providing training sessions during this 

pilot study period, as described on page 13 of the January 26, 2004 Final Report and Supporting 

Documentation, Title II Teacher Quality Enhancement Grant, submitted on behalf of the Student 

Teaching Evaluation Instrument Development Workgroup. 
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The CSDE provided, beginning in the spring 2004 semester, State trainers and CEUs for 

those Cooperating Teachers and University Supervisors who have been using the Title II Student 

Teaching Evaluation Instrument forms for assessment of pre-service student teachers.   

The importance of these summer training sessions for evaluators during the clinical experience 

was stated in the CSDE brochure sent to target populations. 

 
Thereafter, a series of three day sessions during the summer were instituted and 

conducted by the CSDE through the State’s six Regional Education Service Centers for 

evaluators who were unfamiliar with the Instrument.  Standard 3 of NCATE indicates that the 

clinical support personnel “are accomplished school professionals…..selected and prepared for 

their roles as mentors, supervisors, and demonstrate the skills, knowledge, and dispositions of 

highly accomplished school professionals.”  Training eligibility, according to CSDE, stated that 
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In addition, several of the higher education institutions have been conducting training 

sessions on their own campuses for evaluators, with the assistance of CSDE training personnel.  

WCSU has engaged in this type of local training each semester since fall 2003 for its 

Cooperating Teachers and University Supervisors.  The writer has participated as a Trainer of 

Cooperating Teachers/ Mentors and University Supervisor in these types of sessions for clinical 

experience evaluators both at WCSU and ACES. 

 

CSDE summer training provides information for the support team/evaluators in the form 

of an extensive handout, The Nuts and Bolts of Hosting a Student Teacher, and discussing its 

main points in slide 57 during the 3 workshop days. 

 

57

Nuts and Bolts of Hosting 
a Student Teacher

• Orient to school, classroom, and community.
• Model, model, model– instructional strategies, grading procedures, 

handling discipline issues, planning process.
• Thinking aloud can help make what you do intuitively more clear 

for a ST
• Detailed plans will provide cognitive rehearsal for ST
• Gradual release of responsibility to ST-- routines first, then 

typically one content area/class at a time until the ST is teaching 
full-time.

• Give frequent feedback and help ST set short-term goals.
• Each ST is different.  University guidelines are not set in stone; 

you need to make professional decisions based on the skills of the 
individual student teacher.

 
 
 Cooperating Teachers participate in a variety of roles as hosts/hostesses for their student 

teacher candidates.  They provide intense short term assistance, models for reflection and 

effective teaching, coaching to develop competencies, evaluate student teacher’s competence, 

instructional feedback through the Reflection Cycle, and collaboration with the University 

Supervisor (CSDE summer 2006 power point slide 8).  CSDE personnel infuse research based 

information about the roles of Cooperating Teachers and evaluators during the 3 days of summer 
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training.  Slide 87 focuses on the continuum of interactions in which the Cooperating Teacher 

and University Supervisor may work with the student teacher candidate during the clinical 

experience. 

87

MENTORING: A CONTINUUM OF 
INTERACTIONS

Strategies
Learning focused 
conversations which 
include inquiry, 
reflection, generation 
of insights into 
professional practice

Strategies
Brain storming
Co-planning/ co-
teaching
Exchanging 
resources
Action research      

Strategies
Providing resources 
including model 
lessons
Offering directions 
and information on 
content, pedagogy, 
school policy

To engage in non-
judgmental mediation 
of thinking and decision 
making.

To participate as equals 
in planning, reflecting, 
and problem solving.

To inform regarding 
processes and 
protocols, advise based 
on well-developed 
expertise, or advocate 
for particular choices 
and actions.

CoachingCollaboratingConsulting

 
 

Overall, the Cooperating Teacher’s role is varied and extremely important for the 

candidate’s success during the clinical experience, especially in the use of rubrics to provide 

formative and summative evaluation of the student teacher.  The vital nature of using rubrics for 

student teachers’ evaluations and for understanding the significance of the Title II Pilot Student 

Teaching Evaluation Instrument are discussed during the workshops for the support 

team/evaluators, as shown in slide 18 of the CSDE summer training program. 

 

18

Why use rubrics?
Describe a student teacher’s performance at 
various levels of proficiency

Promote good performance by clearly defining 
and communicating expectations 

Provide better feedback by providing more 
precision and clarity about the criteria 

Help student teachers self-assess

Enable more consistent evaluation

Reduce “mystery factor” in grading
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4. “Why has WCSU committed to the implementation of a competency based 
evaluation instrument with its pre-service teacher candidates?”   
 

 Student teachers at WCSU have been evaluated over the years by a variety of CSDE 

documents and assessment instruments:  15 CTCs, the ten indicators and twenty-two attributes of 

the CCI, and the principles of the CCCT.  WCSU’s student teacher evaluation instrument in 

2003 was based on the CCCT since that document’s inception in 1999, unlike some of the other 

Connecticut universities’ instruments which did not incorporate the principles of the CCCT. 

It became apparent by the spring of 2003 to the writer, who was Coordinator of Student 

Teaching and Chairperson of the Education and Educational Psychology (E & EP) Department’s 

Undergraduate Curriculum Committee,  that it was necessary to develop a newer version of the 

CCCT based evaluation instrument applied during education candidates’ clinical experience.  

The then forthcoming CSDE Reaccreditation visit in the spring of 2004, inclusive of NCATE 

standards, heralded the importance of putting into place an evaluation instrument for teacher 

candidates that would be performance competency based.  NCATE’s standards 2 and 3, the 

content of the CCCT and INTASC standards, as well as the research of Dr. Linda Darling-

Hammond at Stanford University, were driving forces that convinced the writer about the need to 

revise the student teaching evaluation instrument as a performance based competency method of 

formative and summative evaluation. 

NCATE’s standards for and assessment of field and clinical experiences indicate the type 

of activities that pre-service candidates are required to engage in during their field work, as well 

as setting out guidelines for evaluating those candidates.  CSDE’s summer 2006 training 

emphasized in its power point slide 15 the significance of NCATE for support evaluators’ 

information. 
• NCATE (National Council for Accreditation of Teacher Education) Standards effective 2003 to ALL CT 

preparation institutions including ARC 

• What’s different about NCATE standards? 

 Focus on competency 

 Necessary to help ALL students learn 

 Alignment with state and national standards 

 Assessment system 

• To achieve accreditation under NCATE’s standards, universities and colleges must offer intellectually rigorous 

programs which are relevant to the needs of today’s classrooms. NCATE wants to know "what do candidates 

know and what are they able to do?"  
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CCCT and INTASC standards address the planning, instructional, assessment of student 

learning, and professional values/commitments/ethics that form the body of knowledge, skills, 

and dispositions that come together in the behaviors of the effective teacher.   

 

11

By state regulation, the CCT is the basis for 
determining competency of:

Candidates in teacher preparation programs
Beginning teachers in the BEST Program
Experienced teachers in district evaluation 

Connecticut Common 
Core of Teaching

 
A new student teaching evaluation rubric for WCSU and Connecticut’s student teacher 

candidates would have to embody the principles of the CCCT and NCATE.  

19

Student Teaching 
Evaluation Rubric

Teachers apply knowledge by:
Planning
Instructing
Assessing and Adjusting

Teachers demonstrate professional responsibility
through:
Reflection on Continuous Learning
Professional and Ethical Practice
Leadership and Collaboration

Data collection for student teaching evaluation focuses on the 
following CCCT categories (and elements underlying each):

 
 Standard 2 Assessment System and Unit Evaluation and Standard 3 Field Experiences 

and Clinical Practices, and the 10 INTASC Standards embody the guidelines that WCSU would 

have to follow in preparation for an accreditation visit.  Linda Darling-Hammond’s research 

about effective teaching also contributed to the drive for creating a new evaluation instrument for 

student teachers, when the writer read the following piece in the online version of Edutopia. 
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“A good teacher education program, first of all, is coherent. That is, it has an idea 
about what good teaching is and then it organizes all of its course work, all of the 
clinical experiences, around that vision. So it's not just a random assortment of 
courses and experiences for people. The courses are very much connected to 
practice as well as to theory. They say in fact that there's nothing as practical as a 
good theory, and in fact there is nothing as theoretical as good practice. And good 
teacher education programs have students in the classroom working constantly 
with expert master teachers while they're also teaching students for a variety of 
ideas about how students learn, about how to assess their learning, about effective 
teaching strategies that will allow them to build a repertoire.”  

 
The invitation by the Title II Project Leader, Georgette Nemr, for a representative from 

WCSU to participate in the summer 2003 Student Teaching Evaluation Workgroup came at an 

auspicious moment for the E & EP Department at WCSU.  The writer, Coordinator of Student 

Teaching, represented WCSU on the summer 2003 Higher Education Committee that developed 

the innovative competency based Title II Pilot Student Teaching Evaluation Instrument.  During 

and following the summer meetings of the Student Teaching Workgroup, the writer distributed 

the draft Instrument’s Rubric to faculty and administrators engaged in the teacher preparation 

programs at WCSU, explained where CSDE was headed with implementing a statewide 

assessment tool for all pre-service teacher candidates, and that it would assist WCSU’s 

preparation for CSDE’s visit and aligning its evaluation instrument with the CCCT and NCATE. 

 

WCSU’s experience with the competency based Instrument has continued over the years 

between fall 2003 and the present, with the consent of the Education and Educational 

Psychology Department (E & EP) and the Educational Review Committee (ERC), the latter 

comprised of faculty representatives from each of the Teacher Preparation Programs (e.g. 

Elementary, Health, Music, Secondary English/math/ Science/ Spanish/History-Social Science). 

 
 
5. “How are pre-service teaching students instructed in the use of the Pilot 
Student Teaching Evaluation Instrument?”   
 
 The Professional Path for educators in the State of Connecticut demands rigor of its 

participants, and observance of a variety of standards on the road to certification, as 

demonstrated in the following summer 2006 slide from Cooperating Teachers’ and University 

Supervisors’ training in the use of the Title II Pilot Student Teaching Evaluation Instrument. 
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5

Provisional 
Certification

8 Years

Professional 
Certification

5 Years

Certification Questions
(Noon-4 p.m. M, T, R, F)

860-713-6969
teacher.cert@po.state.ct.us

Teacher 
Preparation

Initial 
Certification

3 Years

BEST

Advanced 
Coursework

CEUs

Clinical Experiences
Subject Area Coursework
Prof Education Courses
Praxis I & II  

 

 Pre-service teacher candidates at WCSU are introduced to the CSDE Title II Pilot 

Student Teaching Evaluation Instrument’s twenty competencies and lesson plan template during 

several pre-student teaching courses (e.g. Introduction to Education, Child and Adolescent 

Psychology, Health Education, the Teaching of Elementary Science and Social Studies, Methods 

of Teaching in Secondary Schools, and Integrating Language on the secondary level).  See the 

Appendices for an alignment chart of the CCCT standards and the Student Teaching Rubric 

competencies, as well as the CSDE Instrument lesson plan template.  The Rubric’s competencies 

and performance levels were outlined in the summer 2006 CSDE training power point for 

Cooperating Teachers and University Supervisors. 

20

ST Evaluation Rubric 
Overview

3 
Target

2
Acceptable

1 
Unacceptable

Student 
Teaching 

Competency

CCT 
Align-
ment

“Student Teaching Competency” lists target skills 
student teacher is expected to demonstrate. 

Proficiency Levels (1, 2, 3) describe different levels 
of performance that are within the range of 
“Unacceptable”, “Acceptable” and “Target”.

Terms in italics are defined in glossary.
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 The Student Teaching Evaluation Instrument is one of the centerpieces of ED 340 

Assessment of Teaching Strategies, a course taken concurrently with the student teaching clinical 

experience.  Components of the Beginning Educator Support Training Program (BEST) are the 

second major part of the course.  Students are introduced to the CSDE websites where they 

access all of the features of the Student Teaching Instrument and the BEST Program.  Student 

teachers are provided with a seamless connection between the twenty CCCT based competencies 

of the Student Teaching Instrument Rubric and components of the Best Program Practice 

Portfolio.  Students create materials in which they analyze the twenty rubrics and supply 

examples to each other about what the competencies “look like” or how they“play out” in the 

classroom.  In addition, students make video tapes of their clinical experience teaching and a 

detailed lesson plan based on the Instrument’s Lesson Plan Rubric.  They analyze the video tape 

and the lesson plan, based on the Rubric performance based competencies. 

 The Student Teaching Evaluation Instrument is the basis for conversations between the 

candidate and his/her evaluator during the pre- and post-observation time periods, in preparation 

for the midterm and final grading periods, and on a daily basis as needed.  The Rubrics’ twenty 

competencies form the foundation for the candidates’ reflection “in action,” “on action,” “for 

action,” and with “critical friends.” WCSU student teachers extensively refer to the Student 

Teaching Rubric, as suggested by CSDE in its slide 67 summer training for Cooperating 

Teachers and University Supervisors. 

 

67

Review of Student Teacher 
Evaluation Process

1. Orient ST to Rubric at start of placement

2. Use Rubric for formative discussions, focusing on 
certain aspects of rubric through on-going coaching 
of ST

3. Use Rubric and forms for formative observations by 
CT and/or US (lesson plan form with pre-conference, 
post-conference form)

4. Use Rubric and forms for summative evaluations by 
CT and US (lesson plan form with pre-conference, 
post-conference form, rating form)

 

2007 HICE Proceedings 
Page 5500



L.G. Stambler, Ph.D.   Teacher Education: innovative student teaching evaluation techniques 30 

6. “How do student teachers at WCSU assess the CSDE Title II Pilot Student 
Teaching Evaluation Instrument?”   
 

 Since this paper is a study in progress about the CSDE Title II Student Teaching 

Evaluation Instrument in its Pilot stage, a limited sample of students are included in this section 

of the paper.  Continued research into the contents of Student Teachers’ files, Cooperating 

Teachers’ and University Supervisors’ evaluations since fall 2003 should provide a wider picture 

about the impact of WCSU student teacher candidates using the Instrument, candidates’ attitudes 

about the Instrument, and their levels of performance competencies. 

 

6A, The fall 2006 student teacher cohort of eleven people was surveyed for this paper 

with eight questions about their experience with the CSDE Title II Pilot Student Teaching 

Evaluation Instrument.  Eight of the students were elementary education candidates, and three 

were health education candidates.  Students’ responses to the survey have been included in chart 

form in the Appendices at the back of this paper. 

 
The results of the survey indicated that six of the students first started to read the 

Instrument on their own, in the ED 340 Assessment of Teaching Strategies class, and with their 

Cooperating Teachers during the first week of the fall 2006 semester.  Six student teachers used 

the Student Teaching Evaluation Instrument with their University Supervisors in conjunction 

with the first formal observation/visitation to the classroom, which usually occurs in the third or 

fourth week of the semester.  The twenty competencies in the Rubric were used by the 

Supervisors as vehicles for setting expectations for the student teachers’ field experiences.  See 

the complete Rubric on line at http://www.title2ct.org/student_teaching/index.shtml.   

Six of the student teachers referred to the Rubric when creating their lesson plans, in 

order to make sure that they hit every point in depth for the benefit of their classes.  Five 

responses indicated that student teachers did not refer to the Rubric for lesson planning because 

the Instrument is too long, or the CSDE lesson format was adequate enough to plan without the 

Rubric.  Ten responses to the survey noted that the Rubric Instrument was used for the post-

observation conference between the student teachers and the supervisors and/or cooperating 

teachers, so that the candidates could be apprised of their strengths and weaknesses when 
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preparing for their next teaching lesson.  See the next page for a mini graphic view of all twenty 

competencies in the Rubric from the summer 2006 power point slide show.. 

Parts of the Rubric that were considered to be easy to implement varied, but the first nine 

competencies were favored by the student teachers as more reasonable to implement than the 

second half of the Rubric, competencies ten through sixteen.  The professional development and 

ethics based competencies of the Rubric were recognized as being different in their 

implementation by the student teachers. 

Initiation and closure, assessment of student work, and teaching critical thinking were 

cited as more difficult to include in the candidates’ teaching.  Comments about the language of 

the Rubric Instrument generally were favorable, and indicated that the competencies clearly were 

stated, tended to be repetitious and too lengthy, and should have had samples for each of the 

competencies embedded in the Rubric. 

 

26

Student Teaching 
Evaluation Rubric

Planning

1. Designing learning tasks (objectives, 
focus, build on prior learning, tasks 
support attainment of standards)

2. Selecting appropriate resources and 
instructional groupings to support 
students’ learning

3. Planning for differentiated instruction

 
36

Student Teaching Evaluation Rubric

Instructing
4. Communicating and reinforcing  

standards of behavior; monitoring 
engagement

5. Creating a positive learning environment 
6. Managing routines and transitions 

effectively
7. Communicating and reinforcing high 

expectations for academic achievement

 
 

 

41

Student Teaching Evaluation Rubric

Instructing
8. Implementing instruction that includes effective 

initiation/closure
9. Developing important knowledge, skills and conceptual 

understanding within the content or discipline; making 
connections; clarity of explanations and representations; 
accuracy 

10. Leading students to learn by promoting critical thinking and
exploration of concepts, response to questions, and 
student discourse

11. Supporting a range of student learning needs by 
differentiating instruction

12. Using effective verbal and non-verbal communication 
techniques

 42

Student Teaching Evaluation Rubric

Assessing
13. Monitoring during the lesson for student 

understanding and adjusting instruction and 
pacing when necessary.

14. Providing performance feedback that 
focuses on content or skills and assists 
students in improving their performance
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53

Student Teaching Evaluation Rubric

Assessing

15. Reflecting upon and analyzing the process 
of teaching based on student learning or 
failure to learn, and adjusting future plans 
and instructional strategies accordingly

16. Analyzing multiple sources of student data 
over a series of lessons to evaluate student 
progress and to communicate information 
to colleagues and/or families

 65

Student Teaching Evaluation Rubric

Professional Responsibility
17. Conducting oneself as a professional in 

accordance with the Code of Professional 
Responsibility for Teachers

18. Conducting oneself as a professional in regard 
to student teaching responsibilities

19. Working collaboratively with colleagues to 
examine the effectiveness of instructional 
strategies

20. Demonstrating dispositions critical to self and 
students

 
 

6B. The fall 2004 student teacher cohort of twenty-five candidates completed a CSDE 

feedback form consisting of thirty-five questions using a Likert scale, ranging in ratings from 

strongly agree, to agree, to disagree, and to strongly disagree about their engagement with the 

Student Teaching Evaluation Instrument, as well as four questions that required anecdotal 

responses.  In addition, the candidates, Cooperating Teachers, and University Supervisors in 

attendance at the Closing Triad Meeting of December 7, 2004 completed three open ended 

questions about the Triad of support and the Instrument.  In essence, it is important to keep in 

mind that these two surveys were not conducted in a strictly quantitative manner for the purpose 

of comparison, but rather as informal questionnaires.  The more formal feedback was left to 

CSDE personnel to handle, since this was a pilot semester and the CSDE needed the figures. 

Response to the CSDE anecdotal questions focused on the use of the Evaluation 

Instrument.  Many students left questions unanswered.  However, in the area of providing 

comments about the helpfulness of the CSDE Student Teaching Evaluation Instrument, some of 

the recorded answers pointed to the usefulness of the Rubric in keeping track of the candidates’ 

development.  Several students indicated that the Rubric needed to be introduced to the 

candidates prior to the clinical experience semester during the Professional Elementary Semester 

courses.  Multiple answers indicated that the Rubric was not difficult to understand, once the 

competencies were explained thoroughly and examples were given of how the competencies 

could be applied.  Candidates noted that it would be valuable to have specific models for each of 

the competencies to assist then in demonstrating their own performance competencies.  See the 

charted candidates’ answers for additional information in this paper’s Appendices. 

Responses to the informal three questions listed on the December 7 Closing Triad 

feedback form garnered more complete and thoughtful answers, even though the population 
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included the same student teachers for both surveys.  The major difference in the populations 

was the inclusion of ten Cooperating Teachers and five University Supervisors at the Closing 

Triad with the forty student candidates.  A more thorough “number crunching” survey would 

have to be designed in order to produce valid, reliable, and fair conclusions about significance of 

the responses to the surveys.  Some of the answers clearly appeared to be those of the Student 

Teachers, and others those of the evaluators (Cooperating Teachers and University Supervisors) 

 “The instrument helped me to focus on important parts of my teaching.” 
 “It was an easy, workable document.” 
 “The instrument was very repetitive, could easily have been condensed…..” 
 “The Instrument was helpful for the most part, but not as much as talking with my 
  Cooperating Teacher and University Supervisor about the lessons.” 
 “It seemed to be vague, repetitive, and even when used to critique videos, I found  
  that some of the competencies were asking the same information again.” 
 “Once I understood it, I think it was great.  It’s very in depth, yet professional and 
  should be mandatory.” 
 “I think that it could be more streamlined. Twenty sections are far too many.” 
 “The instrument was extremely helpful. I used it when planning my lessons and  
  reflecting.  It showed me what I needed to improve on and helped me  
  grow as an educator.” 
 “A lot of paperwork, but it helps to evaluate yourself and it looks good for  
  your career later on.” 
 “I will continue to use this as a reference and a tool to self-evaluate.” 
 “The short form is an excellent way to effectively evaluate students.  The long 
  form is quite lengthy and requires excessive time to complete.” 
 “The tool is helpful in letting the students know what they need to do and 
  areas to focus on.” 
 “Extensive, involved, somewhat heavy on the paperwork, but a good 
  overview of the student teaching expectations.” 
 “It was useful in planning lessons because it had what was expected to be  
  expected.  It was a good tool to evaluate growth.” 
 “It set up high expectations.” 
 “This was great because it gives student teachers a finite set of goals to attain, 
  and gives supervisors and coop teachers clear guidelines for evaluation.” 
 “This is a plus in knowing about, especially in preparation for interviewing.  We 
  can address the competencies in the interview.” 
 “Useful but needs to be explained to students.  Difficult to figure who helps and 
  who is experienced with it.” 
 “It was very useful for reflecting and knowing what was expected of me.  Some  
  of the items were not met until further into the experience or did not 
  get met at all within the time frame.” 
 “Although it is a lot of work it is a great tool to identify specific areas where 
  improvement and growth are needed.  Also, it was a framework to  
  follow to help initiate conversation.” 
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7. “What feedback from other universities’ pre-service teacher candidates 
about the Student Teaching Evaluation Instrument is found in CSDE reports 
on the Pilot?” 
 
 The comments included in this section of the paper were found in the CSDE’s summer 

2006 power point used to train new evaluators scheduled to work with student teacher candidates 

in the various higher education Teacher Preparation programs.  It is a brief overview of 

candidates’ perspectives from other Connecticut institutions who are piloting the Instrument 

during their clinical experiences. 

THE LESSON PLAN FORMAT 
 

• “it’s very specific- do better job when there are specific expectations” 
• “very well organized, easy to use” 
• “Initiation and closure- hardest part, helped me the most” 
• “learner background section good- made me think about prior knowledge, helped me 

connect lessons for kids”  
• “The differentiated instruction section- really makes you focus on the types of learners 

these kids are, think about students who need more help—and the ones that are more 
advanced.  Helped me plan lessons that were effective for everyone.” 

• ST common concern- “where do you get standards?”  
• Source: CSDE Power Point Summer 2006 

 
DATA COLLECTION FORM 
 

• “data collection form helped me reflect- could actually see the data, comments, things I 
said” 

• “this is what I gave you [rubric rating] and why, gave me actual evidence from my 
lessons, I could see reason” 

• Source: CSDE Power Point Summer 2006 
 
POST OBSERVATION RESPONSE FORM 
 

• “post-observation form- like that it pushes you to use evidence, that’s where we’re going 
as a field”  

• “post-observation helped me be reflective, helped me think through lesson” 
• “got very specific feedback from supervisor, I liked it, thought it was great”  
• Source: CSDE Power Point Summer 2006 

 
THE RUBRIC AND FULL PROCESS 
 

• “This rubric will bring up the level of competency for all student teachers” 
• “I like it as a reflective piece…taking it further to adjust my own teaching style to include 

these elements” 
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• “I feel that I am more prepared for BEST program than anyone who did not participate in 
this pilot”  

• “Would be great if all universities used this, would be speaking same language in 
profession and BEST” 

• Source: CSDE Power Point Summer 2006 
 

Section Four Summary 
 
Brief Reiteration of ResearchQuestions 

The seven questions that were answered in the data portion of this paper included the 
following list: 

 
1. How does the CSDE define “effective teaching?” 

2. Why did the CSDE organize a Student Teaching Evaluation Workgroup in the summer of 2003? 
 
3. How has the CSDE supported the aims of the Title II Pilot Study of the Student Teaching Evaluation 
 Instrument? 
 
4. Why has WCSU committed to the implementation of a competency based evaluation instrument with  

its pre-service teacher candidates? 
 
5. How are pre-service teaching students instructed in the use of the Pilot Student Teaching Evaluation  
 Instrument? 
 
6. How do student teachers at WCSU assess the CSDE Title II Pilot Student Teaching Evaluation  
 Instrument? 
 
7. What feedback from other universities’ pre-service teacher candidates about the Pilot Student Teaching 

 Evaluation Instrument is found in CSDE reports on the Pilot? 
 
Concise Description of Findings and Limitations 

 
FINDINGS 

The essential findings in this paper focused on:  the work of the Connecticut State Department of 
Education (CSDE) to devise a competency based student teaching evaluation instrument for use on a 
statewide basis in all of Connecticut’s Teacher Preparation Programs; the involvement of WCSU’s 
faculty/evaluators in the instrument’s design, sponsorship, and field implementation at the University; 
and, the participation of WCSU’s student teacher candidates as a pilot cohort in that effort since the 
summer of 2003.  Findings herein echoed the conclusions of research studies included in the Student 
Teaching Evaluation Review of the Literature in Section Two, and that supported the introduction of 
competency based evaluation instruments to pre-service teacher candidates, as well as the appropriate 
training of evaluators to provide feedback to the candidates for their improvement along competency 
based lines..  The findings of this paper are: 
 

1. The CSDE defines effective teaching in the document Connecticut Common Core of 
Teaching (CCCT), emphasizing principles that impact teachers’ planning, instruction, 
assessment of students’ learning to inform their teaching, and professional behaviors. 
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2. The CSDE organized a Student Teaching Evaluation Workgroup in the summer of 
2003, including representatives from higher education and the K-12 grade levels of 
Connecticut’s public schools, to effect statewide consistency about the way in which 
student teacher candidates are evaluated during their clinical experiences, aligning the 
instrument with principles and standards found in the CCCT and NCATE documents. 

 
3. The CSDE has supported the aims of forwarding the validity/reliability/fairness of the 

Title II Pilot Student Teaching Evaluation Instrument, called upon higher education 
personnel to assist in its efforts, and provided training opportunities for a variety of 
student teacher candidates’ evaluators to become skilled in the use of the Instrument. 

 
4. The Education Department and Educational Review Committee at Western 

Connecticut State University, keeping in mind the University’s forthcoming NCATE 
accreditation visit, have committed their support for the implementation of the 
performance competency based Title II Pilot Student Teaching Evaluation Instrument 
by the student teacher candidates in their clinical experiences, and by their evaluators 
in the field (Cooperating Teachers and University Supervisors). 

 
5. Pre-service teacher candidates in the various education programs at WCSU learn and 

practice the twenty performance based competencies included in the Title II Pilot 
Student Teaching Evaluation during their Professional Semester (pre-student teaching 
semester), and during their fifteen weeks of clinical experience during their senior 
Student Teaching Semester.  A specific one credit pass/fall course focuses on all 
forms and procedures connected to the Instrument, in order to insure the candidates’ 
maximum application of the evaluation tool for their students’ benefit and for the 
candidates’ professional growth as effective highly qualified teachers. 

 
6. Student teacher candidates have recorded a mixed review of the Title II Pilot Student 

Teaching Evaluation Instrument since its inception at WCSU in the fall of 2003.  
Candidates agree that the Instrument is important for their professional growth, 
provides a seamless entry into the State’s BEST Program for Beginning Teachers, 
and alerts them to competency based performance as future effective educators.  
However, WCSU student teacher candidates have pointed out ways in which the 
Instrument may be improved (e.g. provision of examples of the competencies in the 
Rubric document, reduction of the number of competencies included in the Rubric).  
In addition, WCSU candidates have made suggestions for more effective procedures 
to introduce and teach the Title II Pilot Student Teaching Evaluation Instrument to 
those who will be required to implement the performance based competencies during 
their senior semester in clinical experience (e.g. teach the Instrument during the 
Professional Semester, implement the Instrument’s competencies during the 
Professional Development School [PDS] experience).  At the end of the day, all have 
said that they benefited from learning and using the rubric in their clinical work.  

 
7. Feedback to the CSDE from student teacher candidates at the other higher education 

institutions who have worked with the Instrument reported experiences and attitudes 
similar to those of the candidates from WCSU about competency based evaluation.. 
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LIMITATIONS 
This study was not a definitive exercise focused on the CSDE’s Title II Pilot Student 

Teaching Evaluation Instrument and WCSU’s experience with it.  An assortment of limitations 
interfered with the completeness of this case study, which may be considered as an “opener” or 
“introductory” or “start up” look at why and how the Instrument came into being, and why and 
how it has been applied with WCSU’s student teacher candidates. 
 

1. The CSDE’ Title II Pilot Student Teaching Evaluation Instrument still is in its 
pilot stage of development, without any public information about how long 
that stage may last, nor whether or not the CSDE will continue to advocate 
the use of the Instrument in the State’s Teacher Preparation Programs. 

 
2. There is an absence of comparative information in this study about the attitudes 

and experiences that other Connecticut Teacher Preparation Programs have 
had with the Instrument, nor whether or not they are in agreement with its 
use, opposed to its use, or have made adaptations to it. 

 
3. The Instrument has been in a pilot status for a short period of time (four years), 

and the CSDE has not released additional data and/or reports about its use 
since the January 24, 2004 Final Report and Supporting Documentation 
Title II Teacher Quality Enhancement Grant, Submitted on behalf of the 
Student Teaching Evaluation Instrument Development Workgroup. 

Need for Further Research 

There were several aspects of this study which led the writer to see the need for further 
research about the possibility of statewide usage of the CSDE Title II Pilot Student Teaching 
Evaluation Instrument for all student teaching candidates, and to ask these questions: 
 

1. What will be the effect, in Connecticut and other states dedicated to competency 
based performance, on hiring practices for new teachers who have learned and 
implemented the CSDE’s Title II Pilot Student Teaching Instrument during their 
undergraduate clinical experiences? 

 
2. Will there be a “value-added” teaching methodology impact in the classrooms of 

teachers who learned and implemented the performance competency based Title II 
Pilot Student Teaching Instrument during their clinical experiences? 

 
3. How will the pre-service candidates of the various institutions that piloted the Title II 

Student Teaching Evaluation Instrument compare as “effective teachers” in their 
classrooms, once they are hired as beginning teachers? 

 
4. What will be the impact on the candidates’ BEST Portfolio scores after having 

learned and implemented the performance based competencies of the Title II Pilot 
Student Teaching Evaluation Instrument, both of which are grounded in the CCCT?  

 
5. Can the Title II Pilot Student Teaching Evaluation Instrument be mandated and 

implemented in the long run as a statewide student teaching evaluation protocol? 
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10 Interstate New Teachers Assessment Consortium Standards (INTASC) 
 
 

APPENDIX D  PP.49-51 
ALIGNMENT CHART OF THE CCCT AND 20 COMPETENCIES INCLUDED IN THE 
CSDE TITLE II PILOT STUDENT TEACHING EVALUATION INSTRUMENT 
 
 

APPENDIX E  PP.52-53 
CSDE TITLE II PILOT STUDENT TEACHING EVALUATION INSTRUMENT LESSON 
PLAN TEMPLACE 
 
 

APPENDIX F  PP.53-55 
CLOSING TRIAD INFORMAL QUESTIONS AND SAMPLE RESPONSES OF 11 WCSU 
STUDENT TEACHERS ABOUT THE CSDE TITLE II PILOT STUDENT TEACHING 
EVALUATION INSTRUMENT 

 
 

APPENDIX G  PP.55-57 
CSDE FEEDBACK QUESTIONS AND SAMPLE RESPONSES OF 25 WCSU STUDENT 
TEACHERS ABOUT THE CSDE TITLE II PILOT STUDENT TEACHING EVALUATION 
INSTRUMENT 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 5511



L.G. Stambler, Ph.D.   Teacher Education: innovative student teaching evaluation techniques 41 

NCATE Unit Standards (2006 Edition) 
http://www.ncate.org/public/unitStandardsRubrics.asp?ch=4#stnd3 

   
Overview 

Conceptual Framework(s) 

Standard 1: Candidate Knowledge, Skills, and Dispositions 

Standard 2: Assessment System and Unit Evaluation  

Standard 3: Field Experiences and Clinical Practice 

Standard 4: Diversity  

Standard 5: Faculty Qualifications, Performance, and Development 

Standard 6: Unit Governance and Resources 

Glossary  
 

 
Standard 2: Assessment System and Unit Evaluation 

The unit has an assessment system that collects and analyzes data on applicant qualifications, candidate and graduate 
performance, and unit operations to evaluate and improve the unit and its programs. 

ASSESSMENT SYSTEM 

UNACCEPTABLE:  The unit has not involved its professional community in the development of an assessment 
system. The unit’s system does not include a comprehensive and integrated set of evaluation measures to provide 
information for use in monitoring candidate performance and managing and improving operations and programs. 

The assessment system does not reflect professional, state, and institutional standards. Decisions about continuation 
in and completion of programs are not based on multiple assessments. The assessments used are not related to 

candidate success. The unit has not taken effective steps to examine or eliminate sources of bias in its performance 
assessments, or has made no effort to establish fairness, accuracy, and consistency of its assessment procedures.  

ACCEPTABLE:  The unit has developed an assessment system with its professional community that reflects the 
conceptual framework(s) and professional and state standards. The unit’s system includes a comprehensive and 
integrated set of evaluation measures that are used to monitor candidate performance and manage and improve 
operations and programs. Decisions about candidate performance are based on multiple assessments made at 
admission into programs, at appropriate transition points, and at program completion. Assessments used to 
determine admission, continuation in, and completion of programs are predictors of candidate success. The unit 
takes effective steps to eliminate sources of bias in performance assessments and works to establish the fairness, 
accuracy, and consistency of its assessment procedures. 

TARGET:  The unit, with the involvement of its professional community, is implementing an assessment system 
that reflects the conceptual framework(s) and incorporates candidate proficiencies outlined in professional and state 
standards. The unit continuously examines the validity and utility of the data produced through assessments and 
makes modifications to keep abreast of changes in assessment technology and in professional standards. Decisions 
about candidate performance are based on multiple assessments made at multiple points before program completion. 
Data show the strong relationship of performance assessments to candidate success. The unit conducts thorough 
studies to establish fairness, accuracy, and consistency of its performance assessment procedures. It also makes 

2007 HICE Proceedings 
Page 5512



L.G. Stambler, Ph.D.   Teacher Education: innovative student teaching evaluation techniques 42 

changes in its practices consistent with the results of these studies. 

DATA COLLECTION, ANALYSIS, AND EVALUATION 

UNACCEPTABLE:  The unit does not regularly and comprehensively gather, compile, and analyze assessment and 
evaluation information on the unit’s operations, its programs, or candidates. The unit does not maintain a record of 
formal candidate complaints or document the resolution of complaints. The unit does not use appropriate 
information technologies to maintain its assessment system. The unit does not use multiple assessments from 
internal and external sources to collect data on applicant qualifications, candidate proficiencies, graduates, unit 
operations, and program quality. 

ACCEPTABLE::The unit maintains an assessment system that provides regular and comprehensive information on 
applicant qualifications, candidate proficiencies, competence of graduates, unit operations, and program quality. 
Using multiple assessments from internal and external sources, the unit collects data from applicants, candidates, 
recent graduates, faculty, and other members of the professional community. The unit maintains a record of formal 
candidate complaints and documentation of their resolution. These data are regularly and systematically compiled, 
summarized, and analyzed to improve candidate performance, program quality, and unit operations. The unit 
maintains its assessment system through the use of information technologies. 

TARGET:  The unit is implementing its assessment system and providing regular and comprehensive data on 
program quality, unit operations, and candidate performance at each stage of a program, including the first years of 
practice. Data from candidates, graduates, faculty, and other members of the professional community are based on 
multiple assessments from both internal and external sources. The unit maintains a record of formal candidate 
complaints and documentation of their resolution. Data are regularly and systematically collected, compiled, 
summarized, analyzed, and reported publicly for the purpose of improving candidate performance, program quality, 
and unit operations. The unit is developing and testing different information technologies to improve its assessment 
system. 

USE OF DATA FOR PROGRAM IMPROVEMENT 

UNACCEPTABLE:  The unit makes limited or no use of data collected, including candidate and graduate 
performance information, to evaluate the efficacy of its courses, programs, and clinical experiences. The unit fails to 
make changes in its courses, programs, and clinical experiences when evaluations indicate that modifications would 
strengthen candidate preparation to meet professional, state, and institutional standards. Candidates and faculty are 
not regularly provided formative feedback based on the unit’s performance assessments. 

ACCEPTABLE:  The unit regularly and systematically uses data, including candidate and graduate performance 
information, to evaluate the efficacy of its courses, programs, and clinical experiences. The unit analyzes program 
evaluation and performance assessment data to initiate changes where indicated. Candidate and faculty assessment 
data are regularly shared with candidates and faculty respectively to help them reflect on their performance and 
improve it. 

TARGET:  The unit has fully developed evaluations and continuously searches for stronger relationships in the 
evaluations, revising both the underlying data systems and analytic techniques as necessary. The unit not only makes 
changes when evaluations indicate, but also systematically studies the effects of any changes to assure that the 
intended program strengthening occurs and that there are no adverse consequences. Candidates and faculty review 
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data on their performance regularly and develop plans for improvement. 

SUPPORTING EXPLANATION: 

The unit has a professional responsibility to ensure that its programs and graduates are of the highest quality. 
Meeting this responsibility requires using information technologies in the systematic gathering and evaluation of 
information and making use of that information to strengthen the unit and its programs. The unit and its programs 
are informed by an assessment system that examines the (1) alignment of instruction and curriculum with 
professional, state, and institutional standards; (2) efficacy of courses, field experiences, and programs, and (3) 
candidates’ attainment of content knowledge and demonstration of teaching that leads to student learning.  

Preparation of professional school personnel is a dynamic and complex enterprise, and one that requires units to plan 
and evaluate on a continuing basis. Program review and refinement are needed, over time, to ensure quality. 
Evaluations must be purposeful, evolving from the unit’s conceptual framework(s) and program goals. They must be 
comprehensive, including measures related to faculty, the curriculum, and instruction, as well as assessments of 
what candidates know and can do. The measures themselves must be sufficient and appropriate to inform the 
important aspects of faculty, curriculum, instructional, and candidate performance.  

Fairness, consistency, accuracy, and avoidance of bias in the assessment system must be considered. In particular, 
attention must be paid to the potential impact of the assessments on a diverse pool of teacher candidates. In addition, 
the unit assessments and evaluations must consider how to provide and use information constructively from various 
sources—the unit, field experiences and clinical sites, general education and subject content preparation courses, 
faculty, candidates, graduates, and employers. Technology will play an increasingly important role in data gathering 
and analysis, as well as more broadly in unit planning and evaluation.  

Assessment systems include plans and timelines for data collection and analysis related to candidates and unit 
operations. Assessment systems usually have features such as these:  

• Unit faculty collaborate with members of the professional community to design and implement the system. 
• Professional, state, and institutional standards are reference points for candidate assessments.  
• The unit embeds assessments in the preparation programs, conducts them on a continuing basis for both 

formative and summative purposes, and provides candidates with ongoing feedback.  
• The unit uses multiple indicators (e.g., 3.0 GPA, demonstrated mastery of basic skills, general education 

knowledge, content mastery, and life and work experiences) to identify candidates with potential to become 
successful teachers or assume other school personnel roles at the point of candidate entry (as a freshman, 
junior, or postbaccalaureate student).  

• The unit has multiple decision points, e.g., at entry, prior to clinical practice, and prior to program 
completion.  

• The unit administers multiple assessments in a variety of forms and aligns them with candidate standards. 
These may come from end-of-course evaluations, written essays, or topical papers, as well as from tasks 
used for instructional purposes (such as projects, journals, observations by faculty, comments by 
cooperating teachers, or videotapes) and from activities associated with teaching (such as lesson planning, 
identifying student readiness for instruction, creating appropriate assessments, reflecting on results of 
instruction with students, or communicating with parents, families, and school communities).  

• The unit uses information available from external sources such as state licensing exams, evaluations during 
an induction or mentoring year, employer reports, follow up studies, and state program reviews.  

• The unit has procedures to ensure credibility of assessments: fairness, consistency, accuracy, and avoidance 
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of bias.  
• The unit establishes rubrics or criteria for determining levels of candidate accomplishment and completing 

their programs.  
• The unit uses results from candidate assessments to evaluate and make improvements in the unit, and its 

programs, courses, teaching, and field and clinical experiences.  
• In the evaluation of unit operations and programs, the unit collects, analyzes, and uses a broad array of 

information from course reviews, clinical practice opportunities, and faculty about diversity, unit 
governance, and leadership.  

The processes of assessment and evaluation are data driven and require significant allocation of time and resources 
to accomplish. In the first year that these standards are applied to units, a well-developed assessment plan must be 
available. Each year thereafter, units will be expected to be implementing their assessment systems—collecting, 
compiling, and analyzing performance data; developing rubrics or criteria for decision making; and testing 
performance assessments. State licensure and assessment data should be available to Board of Examiners teams at 
the time of the on-site visit. 

back to the top  

  
 

Standard 3: Field Experiences and Clinical Practice 

The unit and its school partners design, implement, and evaluate field experiences and clinical practice so that 
teacher candidates and other school personnel develop and demonstrate the knowledge, skills, and dispositions 
necessary to help all students learn.  

COLLABORATION BETWEEN UNIT AND SCHOOL PARTNERS 

UNACCEPTABLE:  The unit makes decisions about the nature and assignment of field experiences and clinical 
practice independently of the schools or other agencies hosting them. The unit’s school partners do not participate in 
the design, delivery, or evaluation of field experiences or clinical practice. Decisions about the specific placement of 
candidates in field experiences and clinical practices are solely the responsibility of the schools.  

ACCEPTABLE:  The unit, its school partners, and other members of the professional community design, deliver, 
and evaluate field experiences and clinical practice to help candidates develop their knowledge, skills, and 
dispositions. The unit and its school partners jointly determine the specific placement of student teachers and interns 
for other professional roles to provide appropriate learning experiences. 

TARGET:  The school and unit share and integrate resources and expertise to support candidates’ learning in field 
experiences and clinical practice. Both unit and school-based faculty are involved in designing, implementing, and 
evaluating the unit’s conceptual framework(s) and the school program; they each participate in the unit’s and the 
school partners’ professional development activities and instructional programs for candidates and for children. The 
unit and its school partners jointly determine the specific placements of student teachers and interns for other 
professional roles to maximize the learning experience for candidates and P–12 students.       

DESIGN, IMPLEMENTATION, AND EVALUATION OF FIELD EXPERIENCES AND CLINICAL PRACTICE 

UNACCEPTABLE:  Field experiences are not linked to the development of proficiencies delineated in 
professional, state, and institutional standards. Field experiences and clinical practice do not reflect the unit’s 
conceptual framework(s) and do not help candidates develop the competencies delineated in standards. Clinical 
practice does not provide opportunities to use information technology to support teaching and learning. Clinical 
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practice is not long or intensive enough for candidates to demonstrate their ability to take full responsibility for the 
roles for which they are preparing.  

Criteria for clinical faculty are not known. Clinical faculty do not demonstrate the knowledge and skills expected of 
accomplished school professionals. Clinical faculty do not provide regular and continuing support for student 
teachers and other interns. 

ACCEPTABLE:  Field experiences facilitate candidates’ development as professional educators by providing 
opportunities for candidates to observe in schools and other agencies, tutor students, assist teachers or other school 
personnel, attend school board meetings, and participate in education-related community events prior to clinical 
practice. Both field experiences and clinical practice reflect the unit’s conceptual framework(s) and help candidates 
continue to develop the content, professional, and pedagogical knowledge, skills, and dispositions delineated in 
standards. Clinical practice allows candidates to use information technology to support teaching and learning. 
Clinical practice is sufficiently extensive and intensive for candidates to demonstrate proficiencies in the 
professional roles for which they are preparing.  

Criteria for clinical faculty are clear and known to all of the involved parties. Clinical faculty are accomplished 
school professionals. Clinical faculty provide regular and continuing support for student teachers and other interns 
through such processes as observation, conferencing, group discussion, email, and the use of other technology.  

TARGET:  Field experiences allow candidates to apply and reflect on their content, professional, and pedagogical 
knowledge, skills, and dispositions in a variety of settings with students and adults. Both field experiences and 
clinical practice extend the unit’s conceptual framework(s) into practice through modeling by clinical faculty and 
well-designed opportunities to learn through doing. During clinical practice, candidate learning is integrated into the 
school program and into teaching practice. Candidates observe and are observed by others. They interact with 
teachers, college or university supervisors, and other interns about their practice regularly and continually. They 
reflect on and can justify their own practice. Candidates are members of instructional teams in the school and are 
active participants in professional decisions. They are involved in a variety of school-based activities directed at the 
improvement of teaching and learning, including the use of information technology. Candidates collect data on 
student learning, analyze them, reflect on their work, and develop strategies for improving learning. 

Clinical faculty are accomplished school professionals who are jointly selected by the unit and partnering schools. 
Clinical faculty are selected and prepared for their roles as mentors and supervisors and demonstrate the skills, 
knowledge, and dispositions of highly accomplished school professionals.  

CANDIDATES’ DEVELOPMENT AND DEMONSTRATION OF KNOWLEDGE, SKILLS, AND 
DISPOSITIONSTO HELP ALL STUDENTS LEARN 

UNACCEPTABLE:  No entry or exit criteria exist for candidates in clinical practice. Assessments used in clinical 
practice are not linked to candidate competencies delineated in professional, state, and institutional standards. 
Assessments do not examine candidates’ effect on student learning. Assessments of candidate performance are not 
conducted jointly by candidates, and college or university, and school faculty. Feedback and coaching in field 
experiences and clinical practice are not evident. Field experiences and clinical practice do not provide opportunities 
for candidates to develop and demonstrate knowledge, skills, and dispositions for helping all students learn. 
Candidates do not work with students with exceptionalities or with students from diverse ethnic, racial, gender, and 
socioeconomic groups in their field experiences or clinical practice.  

ACCEPTABLE:  Entry and exit criteria exist for candidates in clinical practice. Assessments used in clinical 
practice are linked to candidate competencies delineated in professional, state, and institutional standards. Multiple 
assessment strategies are used to evaluate candidates’ performance and effect on student learning. Candidates, 
school faculty, and college or university faculty jointly conduct assessments of candidate performance throughout 
clinical practice. Both field experiences and clinical practice allow time for reflection and include feedback from 
peers and clinical faculty. Field experiences and clinical practice provide opportunities for candidates to develop and 
demonstrate knowledge, skills, and dispositions for helping all students learn. All candidates participate in field 
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experiences or clinical practice that include students with exceptionalities and students from diverse ethnic, racial, 
gender, and socioeconomic groups. 

TARGET:  Candidates demonstrate mastery of content areas and pedagogical and professional knowledge before 
admission to and during clinical practice. Assessments used in clinical practice indicate that candidates meet 
professional, state, and institutional standards and have a positive effect on student learning. Multiple assessments 
are used by candidates and clinical faculty to determine areas that need improvement and to develop a plan for 
improvement. Candidates work collaboratively with other candidates and clinical faculty to critique and reflect on 
each others’ practice and their effects on student learning with the goal of improving practice. Field experiences and 
clinical practice facilitate candidates’ exploration of their knowledge, skills, and dispositions related to all students. 
Candidates develop and demonstrate proficiencies that support learning by all students as shown in their work with 
students with exceptionalities and those from diverse ethnic, racial, gender, and socioeconomic groups in classrooms 
and schools.       

SUPPORTING EXPLANATION: 

Field experiences and clinical practice are integral program components for the initial and advanced preparation of 
teacher candidates and candidates for other school personnel roles. They provide the opportunity for candidates to 
apply their knowledge, skills, and dispositions in a variety of settings appropriate to the content and level of their 
program. Designed and sequenced well, they help candidates develop the competence necessary to begin or continue 
careers as teachers or other school professionals. Student teaching or an internship is the culminating experience for 
teacher candidates at the baccalaureate, postbaccalaureate, or master’s level. Candidates preparing for new roles 
such as special education teachers or principals or school psychologists at the graduate level are expected by their 
profession to complete internships as part of their preparation programs. Licensed teachers who are continuing their 
education in advanced programs often use their own classrooms or schools for field experiences.  

Field experiences and clinical practice are characterized by collaboration, accountability, and an environment and 
practices associated with professional learning. Field experiences represent a variety of early and ongoing school-
based opportunities in which candidates may observe, assist, tutor, instruct, or conduct applied research. Clinical 
practice includes student teaching and internships that provide candidates with experiences that allow for full 
immersion in the learning community so that candidates are able to demonstrate proficiencies in the professional 
roles for which they are preparing. Clinical practice provides for candidates’ use of information technology to 
support teaching, learning, and other professional responsibilities.  

The unit and school partners collaboratively design and implement field experiences and clinical practice, including 
the assessment of candidate performance. School and university faculty share the responsibility for candidate 
learning. The partners share and integrate resources and expertise to create roles and structures that support and 
create opportunities for candidates to learn. The partners select and prepare clinical faculty [16] to mentor and 
supervise teacher candidates.  

Accountability for clinical practice includes (1) the application of both entry and exit requirements for candidates; 
(2) candidates’ demonstration of content, pedagogical, and professional knowledge aligned with standards; (3) 
candidates’ demonstration of proficiencies in early field experiences; (4) candidates’ application of the skills, 
knowledge, and dispositions defined by the unit, including the capacity to have a positive effect on P–12 student 
learning; and (5) candidates’ demonstration of skills for working with colleagues, parents and families, and 
communities. The unit and its school partners use diverse assessment approaches to evaluate candidates.  

Candidates are expected to study and practice in a variety of settings that include diverse populations, students with 
exceptionalities, and students of different ages. They are placed in clinical settings at grade levels and in the subjects 
or school roles (e.g., counselor) for which they are preparing. Candidate learning is integrated into the clinical 
setting. Scheduling, use of time, and resources support clinical faculty and allow candidates to participate as 
teachers, professional educators, and learners in the school setting.  

back to the top  
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The Five Core Propositions 
http://www.nbpts.org/the_standards/the_five_core_propositio 

NBPTS was created in 1987 after the Carnegie Forum on Education and the Economy’s Task Force on Teaching as 
a Profession released A Nation Prepared: Teachers for the 21st Century. Shortly after its release, NBPTS issued 
its first policy statement:  What Teachers Should Know and Be Able to Do.  

This policy set forth our vision for accomplished teaching. The Five Core Propositions form the foundation and 
frame the rich amalgam of knowledge, skills, dispositions and beliefs that characterize National Board Certified 
Teachers (NBCTs).  

 
Proposition 1: Teachers are Committed to Students and Learning 

• NBCTs are dedicated to making knowledge accessible to all students. They believe all students 
can learn.  

• They treat students equitably. They recognize the individual differences that distinguish their 
students from one another and they take account for these differences in their practice.  

• NBCTs understand how students develop and learn. 
• They respect the cultural and family differences students bring to their classroom. 
• They are concerned with their students’ self-concept, their motivation and the effects of learning 

on peer relationships.  
• NBCTs are also concerned with the development of character and civic responsibility.  

 
Proposition 2: Teachers Know the Subjects They Teach and How to Teach Those Subjects to 
Students. 

• NBCTs have mastery over the subject(s) they teach. They have a deep understanding of the 
history, structure and real-world applications of the subject.  

• They have skill and experience in teaching it, and they are very familiar with the skills gaps and 
preconceptions students may bring to the subject.  

• They are able to use diverse instructional strategies to teach for understanding.  

 

 
Proposition 3: Teachers are Responsible for Managing and Monitoring Student Learning. 

• NBCTs deliver effective instruction. They move fluently through a range of instructional 
techniques, keeping students motivated, engaged and focused.   

• They know how to engage students to ensure a disciplined learning environment, and how to 
organize instruction to meet instructional goals.   

• NBCTs know how to assess the progress of individual students as well as the class as a whole.   
• They use multiple methods for measuring student growth and understanding, and they can clearly 

explain student performance to parents.  

 
Proposition 4: Teachers Think Systematically about Their Practice and Learn from Experience. 
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• NBCTs model what it means to be an educated person – they read, they question, they create and 
they are willing to try new things.  

• They are familiar with learning theories and instructional strategies and stay abreast of current 
issues in American education.  

• They critically examine their practice on a regular basis to deepen knowledge, expand their 
repertoire of skills, and incorporate new findings into their practice.  

 
Proposition 5: Teachers are Members of Learning Communities. 

• NBCTs collaborate with others to improve student learning.  
• They are leaders and actively know how to seek and build partnerships with community groups 

and businesses.  
• They work with other professionals on instructional policy, curriculum development and staff 

development.  
• They can evaluate school progress and the allocation of resources in order to meet state and local 

education objectives.  
• They know how to work collaboratively with parents to engage them productively in the work of 

the school.  

Interstate New Teachers Assessment Consortium Standards (INTASC) 
   

 Principle #1:  The teacher understands the central concepts, tools of inquiry, and structures of the discipline(s) he 
or she teachers and can create learning experiences that make these aspects of subject matter meaningful for 
students.  
 

 Principle #2:  The teacher understands how children learn and develop, and can provide learning opportunities that 
support their intellectual, social and personal development.  
 

 Principle #3:  The teacher understands how students differ in their approaches to learning and creates instructional 
opportunities that are adapted to diverse learners.  
 

 Principle #4:  The teacher understands and uses a variety of instructional strategies to encourage students' 
development of critical thinking, problem solving and performance skills.  
 

 Principle #5:  The teacher uses an understanding of individual and group motivation and behavior to create a 
learning environment that encourages positive social interaction, active engagement in learning, and self-motivation.  
 

 Principle #6:  The teacher uses knowledge of effective verbal, nonverbal, and media communication techniques to 
foster active inquiry, collaboration, and supportive interaction in the classroom.  
 

 Principle #7:  The teacher plans instruction based upon knowledge of subject matter, students, the community, and 
curriculum goals.  
 

 Principle #8:  The teacher understands and uses formal and informal assessment strategies to evaluate and ensure 
the continuous intellectual, social and physical development of the learner.  
 

 Principle #9:  The teacher is a reflective practitioner who continually evaluates the effects of his/her choices and 
actions on others (students, parents, and other professionals in the learning community) and who actively seeks out 
opportunities to grow professionally.  
 

 Principle #10:  The teacher fosters relationships with school colleagues, parents, and agencies in the larger 
community to support students' learning and well-being. 
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DRAFT**** STUDENT TEACHING RUBRIC COLLECTION FORM***DRAFT 
• Student Teacher Evaluation Rubric (Word Document) see link below 

http://www.title2ct.org/student_teaching/docs/fall2005/student_teaching_rubric_fall05.doc 
 

This rubric was originally developed in 2003 by a team of educators from Connecticut teacher preparation institutions 
and PK-12 schools and is based on the Connecticut Common Core of Teaching (CCCT, adopted in 1999) and Enhancing 
Professional Practice: A Framework for Teaching by Charlotte Danielson (ASCD, 1996).   

This rubric is specifically developed for the purpose of assessing student teaching performance (not experienced 
or beginning teacher performance).  Each level of performance described (unacceptable, acceptable, and target) 
represents a range within which the student teacher’s performance may be assessed given the data collected about the 
competency. 

University Supervisor and Cooperating Teacher must each use this form to record data relative to Student 
Teacher’s performance. This form is intended to support comprehensive, legally defensible data collection in order to 
evaluate the Student Teacher on each competency. 
This rubric/data collection form should be utilized: 

• For both formative and summative evaluations of performance.   

• Based on multiple sources of data (lesson observation, lesson plans, design and assessment of student work, 
personal and professional interactions with school-based personnel, parents and students, etc.).  Not all 
competencies will be observed in any one lesson; however, all competencies should be observed or have sufficient 
data to justify a summative evaluation decision by the end of the student teaching placement.   

• In conjunction with the glossary of terms at the end of the rubric which defines particular terminology used within 
the rubric.  Student teachers, cooperating teachers and supervisors should refer to the glossary to ensure accurate 
understanding of the rubric terms. 

This rubric focuses on the following CCCT categories (and competencies underlying each).  See glossary of terms on pages 10-
12 for definitions of key terms used in this rubric 

CCT 
Align & Data Sources 

Student Teaching  
Competency 

Planning 
II.P.1.a 
II.P.2.a 
 
Data Sources: 
-Lesson plan 
-Unit plan 
-Pre-conference 

1. Designing learning tasks that: 
• Include specific and measurable student learning objectives 
• Promote application of skills and conceptual understanding 
• Build on students’ prior learning, and 
• Are designed to support attainment of local, state or national 

standards. 

Planning 
II.P.1.b 
II.P.2.c 
Data Sources: 
-Lesson plan 
-Unit plan 
-Pre-conference 

2. Selecting appropriate resources (materials, technology, human) 
and instructional groupings to support students’ learning. 

 

Planning II.P.2.b 
 
Data Sources: 
-Lesson plan 
-Unit plan 
-Pre-conference 

3. Planning instruction that addresses the range of student learning 
differences among their students and describes effective strategies 
for differentiated instruction. 

 

Instructing 
II.I.3.a 
 
Data Sources: 
-Lesson obs. 

4. Establishing standards of behavior by: 
• Communicating and reinforcing developmentally appropriate 

standards of behavior and 
• Monitoring engagement in learning tasks. 
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-Written info about standards of 
behavior 
Instructing II.I.3.f 
II.I.3.g 
 
Data Sources: 
-Lesson obs. 

5. Creating a positive learning environment by establishing rapport 
and a non-threatening classroom atmosphere. 

 

Instructing 
II.I.3.b 
II.I.3.c 
 
Data Sources: 
-Observation of routines & transitions 
in and out of class 

6. Managing routines and transitions effectively in order to maximize 
instructional time. 

 
 
This competency refers to non-instructional routines and transitions. 

Instructing II.I.3.d 
II.A.7.c 
 
Data Sources: 
-Lesson obs. 
 

7. Communicating and reinforcing high expectations for academic 
achievement. 

Instructing  
II.I.4.a 
 
Data Sources: 
-Lesson plan --Lesson obs. 

8. Implementing instruction that includes effective initiation and 
closure. 
 

Instructing 
I.K.4.a 
I.K.4.c 
II.I.6.a 
II.I.6.b 
 
Data Sources: 
-Lesson plan 
-Lesson obs. 
 
 
 
 

9. Developing important content specific knowledge, skills, and 
conceptual understanding by: 
• Meeting district, state and national content standards,  
• Helping students make connections within and across lessons, 

and 
• Presenting the content accurately and clearly. 

Instructing 
II.I.4.c 
II.I.5.b 
 
Data Sources: 
-Lesson obs. 

10. Leading students to learn by facilitating students’ opportunities 
for:  
• Critical thinking and exploration of concepts (important ideas, 

essential questions and major concepts within the discipline),  
• Response to questions, and 
• Discourse. 
•  

Instructing 
II.I.3.f 
II.I.5.b 
 
Data Sources: 
-Pre- and Post-Conf  
-Lesson obs. 

11. Supporting a range of student learning differences by 
differentiating instruction. 

Instructing 
II.I.5.a 
 

12. Using effective verbal and non-verbal communication techniques.  
 
Note: If communication issues interfere with student learning, this 
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Data Sources: 
-observation 

competency must be rated unacceptable. 

Assessing II.A.7.a 
 
Data Sources: 
-Lesson Obs. 
-Post-conf 
-Analyses of student work 

13. Monitoring during the lesson for student understanding and, 
when necessary, adjusting instruction and pacing. 

Assessing II.A.7.c 
 
Data Sources: 
-Obs. of feedback during inst and on 
student work 

14. Providing performance feedback (oral or written) to students that 
focuses on content or skills and assists students in improving their 
performance. 

Assessing II.A.7.b 
 
Data Sources: 
-Post-Conf. 
-Analyses of student work 
 
 

15. Reflecting upon and analyzing the process of teaching based on 
student learning or failure to learn, and adjusting future plans 
and instructional strategies accordingly. 

Assessing II.A.7.e 
 
Prof. Resp. 
III.PR.2.b. 
 
Data Sources: 
Observation of ST during meetings 
conferences or on written analyses  

16. Analyzing multiple sources of student data (e.g., classroom 
observations, student work, teacher made assessments) over a 
series of lessons to evaluate student progress and to communicate 
information to colleagues and/or families. 

 
 

Prof Resp 
III.PR.1 
 
Data Sources: 
All conduct in personal and 
professional life 

17. Conducting oneself as a professional in accordance with the Code 
of Professional Responsibility for Teachers (Section 10-145d-400a 
of the Certification Regulations). 

Prof Resp 
III.PR.1 
 
Data Sources: 
Observation 

18. Conducting oneself as a professional in regard to student teaching 
responsibilities,  
e.g., following school policies and procedures, reporting to school 
as scheduled, appropriate appearance, completing work assigned 
in timely manner and according to expectations, communicating 
with parents, etc.  

Prof Resp 
III.PR.2.a 
 
Data Sources: 
Observation 

19. Working collaboratively with colleagues to examine the 
effectiveness of instructional strategies in order to identify areas 
for learning and to set goals for own professional development. 

Prof Resp 
III.PR.6.a 
III.PR.6.a 
 
Data Sources: 
Observation 
 

20. Demonstrating dispositions critical to self and students: 
• Enthusiasm about their own learning and  their daily work, 

and 
• Commitment to developing the minds and characters of their 

students. 
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Student Teacher ________________________ Grade Level______ Date of lesson_______________ 

Institution ___________________________   Length of lesson_______________ 
 

Content Standards: Identify one or two primary local, state or national curricular standards this lesson is designed to 
help students attain.  How will the learning tasks lead students to attain the identified standards? 

 
 
Learner Background: Describe the students’ prior knowledge or skill related to the learning objective(s) and the content 
of this lesson, using data from pre-assessment as appropriate.  How did the students’ previous performance in this content area or 
skill impact your planning for this lesson?   
 
 
Student Learning Objective(s):  Identify specific and measurable learning objectives for this lesson. 
 
 
Assessment: How will you ask students to demonstrate mastery of the student learning objective(s)?  Attach a copy of any 
assessment materials you will use, along with assessment criteria.   
 
 
Materials/Resources:  List the materials you will use in each learning activity including any technological resources.   
 
 
Learning Activities:   
Identify the instructional grouping (whole class, small groups, pairs, individuals) you will use in each lesson segment and 
approximate time frames for each. 
 
 

Initiation: Briefly describe how you will initiate the lesson. (Set expectations for learning; articulate to learners 
what they will be doing and learning in this lesson, how they will demonstrate learning, and why this is important) 

 
 

Lesson Development: Describe how you will develop the lesson, what you will do to model or guide practice, 
and the learning activities students will be engaged in order to gain the key knowledge and skills identified in the 
student learning objective(s).   

 
 
 
 
 

Closure: Briefly describe how you will close the lesson and help students understand the purpose of the lesson. 
(Interact with learners to elicit evidence of student understanding of purpose(s) for learning and mastery of objectives) 

 
Individuals Needing Differentiated Instruction: Describe 1 to 3 students with learning differences. These 
students may be special or general education students and need not be the same students for each lesson.  Students may represent 

To be completed by the Student Teacher ; a copy of the plan should be provided to Cooperating Teacher and/or University Supervisor prior to lesson implementation..
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a range of ability and/or achievement levels, including students with IEPs, gifted and talented students, struggling learners, and 
English language learners. 
 
Note: Differentiated instruction may not be necessary in every lesson.  However, over the course of the student 
teaching placement, it is expected that each student teacher will demonstrate the ability to differentiate instruction 
in order to meet the needs of students with learning differences. 
 

Which students do you anticipate may struggle with the content/learning objectives of this lesson? 
Student 
name 

Evidence that the student needs 
differentiated instruction 

How will you differentiate instruction in this lesson to support 
student learning? 

 
 
 
 

  

 
 
 
 

  

Which students will need opportunities for enrichment/higher level of challenge?  
Student 
name 

Evidence that the student needs 
differentiated instruction 

How will you differentiate instruction in this lesson to support 
student learning? 

 
 
 
 

  

 
 
 
 

  

 
Notes from the pre-conference 

 
WESTERN CONNECTICUT STATE UNIVERSITY 

DANBURY, CONNECTICUT 06810 
OCTOBER 10, 2006 

 
QUESTIONS ASKED OF  
ED 340 ELEMENTARY 

EDUCATION STUDENT 
TEACHERS 

SAMPLE RESPONSES OF11 STUDENT TEACHERS  
TO SURVEY QUESTIONS  

[NUMBER OF STUDENTS WHO ANSWERED A PARTICULAR QUESTION] 
 

1. This is the 6th week of classes 
for the fall 2006 semester.  When 
did you start to read the Rubric, 
Lesson Plan, and Post-
Observation forms on your own? 

-DURING THE 1ST WEEK OF CLASSES, SEPT. 6[6] 
-READ IT OVER THE SUMMER 2006[1] 
-AT THE BEGINNING OF THE ED 340 CLASS, SEPT. 12, 2006[3] 
-DURING THE 2ND WEEK OF THE SEMESTER [2] 

2a. When did you start to discuss 
the Instrument with your 
Cooperating Teacher?  

-DURING THE 1ST WEEK OF CLASSES; WHEN STARTED TO 
           TEACH[6] 
-SHOWN SPRING 06; DISCUSSED EXTENSIVELY 3 WEEKS AGO[1] 
-4 WEEKS AGO [2] 
-DURING THE 2ND WEEK OF CLASSES[2] 
-NEVER TALKED ABOUT THE RUBRIC W/ COOP TEACHER[1] 
 

2b. Why? -TO GET INSIGHT INTO COOP TEACHER’S  THINKING [1] 
-COOP TEACHER ASKED STUDENT TO DO SO; TO READ ALL 
             PARTS & DISCUSS THEM TOGETHER[3] 
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-TO PREPARE FOR ED 340 CLASS [2] 
-NO TIME TO TALK ABOUT RUBRIC WITH COOP TEACHER[1] 
 

3a. When did you start to discuss 
the Instrument with your 
Supervisor? Why? 

-DURING THE ORIENTATION AT THE END OF AUGUST[1] 
-NOT YET[1] 
-LAST SPRING;(IT WAS IN OUR SYLLABUS), (INTRODUCED[2] 
-SEPT. 12: MY LESSONS NEED TO TARGET EACH INDIVIDUAL  
            COMPETENCY[1] 
-DURING THE 4TH WEEK OF CLASSES [1] 
-DURING THE 1ST OBSERVATION [6] 
 

3b. Why? -TO GET INSIGHT INTO EXPECTATIONS REGARDING USE OF  
          THE INSTRUMENT [1] 
-WHEN THE SUPERVISOR FIRST VISITED (IN 4TH WEEK[2] 
 

4. Do you use the Instrument to 
plan your lessons?  

-YES[6] 
 
-NO[5] 
 

4b. Why? -DIFFICULT ITEMS WILL RECEIVE A HIGHER DEGREE OF  
          SCRUTINY[1] 
-TO MAKE SURE ALL POINTS ARE HIT IN DEPTH; TO BE THE  
           BEST FOR STUDENTS[6] 
-RUBRIC IS TOO LONG & COMPLICATED[1] 
 
 

4c. Why not? -USE THE LESSON PLAN ONLY[2] 
-USE DIFFERENT METHODS OF TEACHING[1] 
-ALREADY INCLUDE EVERYTHING INTO MY LESSON[1 ] 
-RUBRIC IS TOO LONG[1] 
 

5a. Do you use the instrument for 
pre- and/or post-observation 
conferences?  

-YES PRE [3] 
 
-YES POST[10] 
 
NO [1] 

5b. Why? 
 

-AFTER DOING THE OBSERVATION, THE INSTRUMENT IS  
          FILLED OUT [3] 
-SHOWS MY WEAKNESSES[1] 
-HIGHLIGHT WHICH AREAS I AM STRONGEST[3] 
-COOP TEACHER/SUPERVISOR REVIEW LESSON PLANS WITH 
         THE INSTRUMENT TO REFLECT ON WHAT COULD HAVE  
         BEEN DONE BETTER, OR WHAT POINTS I HIT [2] 
 

5c. Why not? 
 

-MY SUPERVISOR & I REVIEW MY LESSON PLANS & TRY TO  
          IMPROVE WHERE IMPROVEMENT IS NEEDED [1] 

6a. Which parts of the Rubric are 
easy for you to implement in 
your teaching?  

-PLANNING SECTIONS[1] 
-FIRST HALF OF THE RUBRIC IS EASIER; 1-9[2] 
-MANAGING ROUTINES & TRANSITIONS  [2] 
-BEHAVIOR MODIFICATION [1] 
 DIFFERENTIATION[4] 
-SELECTING APPROPRIATE RESOURCES[1] 
-CREATING POSITIVE LEARNING ENVIRONMENT[1] 
-NO PARTICULAR SECTION; ALL APPLICABLE[3]  

6b. Why? -I DO EXTREMELY WELL AT PLANNING & PREPARING[1] 
-RUBRICS ARE STRAIGHT FORWARD[1] 
-CONSISTENT PRACTICES(MANAGING) ARE EASY TO DO [1] 
 

7a. Which parts of the Rubric are 
difficult for you to implement in 

-ASSESSING STUDENTS’ WORK [2] 
-ADJUSTING TEACHING[1] 
-DIFFERENTIATING INSTRUCTION[1] 
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your teaching?  -SECOND HALF OF THE RUBRIC IS MORE DIFFICULT TO USE;  
        LAST SIX[2] 
-INITIATION & CLOSURE [1] 
-PROMOTING DEVELOPMENT OF CRITICAL THINKING [1] 
-NONE[2] 

7b. Why? 
 

-NEVER ENOUGH TIME IN THE DAY (INITIATION/CLOSURE)[1] 
-IT IS OVER MY STUDENTS’ HEADS (CRITICAL THINKING);  
              SOME AREN’T 5 YEARS OLD YET[1] 
-THERE ARE SO MANY, IT IS EASY TO FORGET SOME [ 1 ] 
-LAST FEW NEED TO BE ADDRESSED DIFFERENTLY; NOT 
            PART OF LESSON PLANNING[1] 
-TEACHERS HAVE THEIR OWN SYSTEM(ASSESSMENTS)[1] 

8. Comment on the language that 
is used for the Rubric. 

- CLEAR & TO THE POINT[3] 
-SOME PARTS OVERLAP & ARE QUITE INCLUSIVE; IT CAN  
           INITIATE A GREAT DEAL OF CONVERSATION OR NOT[1] 
-RUBRIC IS EASY TO FOLLOW.  MOST OF IT IS COMMON SENSE. 
           AS LONG AS YOU ARE INTELLIGENT, YOU SHOULDN’T  
           HAVE ANY PROBLEMS USING IT[2] 
-THE OVERALL RATING FOR EACH TARGET ELEMENT IS  
         UNCLEAR[1] 
-BULLETED TARGETS EXPLAIN WHAT IS EXPECTED[1] 
-AT TIMES REPETITIVE[1] 
-IT WOULD HAVE BEEN EASIER IF THERE WERE REALLY  
          SPECIFIC EXAMPLES ALREADY ON IT.  I HAD TO READ 
          THEM OVER & OVER TO REALLY UNDERSTAND WHAT 
          WAS BEING SAID.  IN CLASS, WE WERE ASSIGNED TO 
          MAKE SPECIFIC EXAMPLES, APPLICABLE TO US.  THAT 
          REALLY HELPED.[1 ] 
-RUBRIC NEEDS LESS ELEMENTS TO FOCUS ON; LESS 
         REPETITION; STUDENT TEACHERS ARE NEWLY 
         ENTERED PROFESSIONALS, THEREFORE IT IS NEXT TO 
         IMPOSSIBLE TO MASTER EACH AND EVERY ELEMENT[1] 
-SOME AREN’T AS CLEAR, BUT MOST ARE EXPLAINED VERY 
         WELL[1] 

 
 
 

CONNECTICUT STATE DEPARTMENT OF EDUCATION 
Title II Teacher Quality Enhancement Grant 

Fall 2004 Student Teaching Evaluation Pilot Study 
STUDENT TEACHER FEEDBACK SURVEY 

 
Open-ended items. Please answer the following questions by writing your response in the space 
provided. If you need additional space, please write on the back side of the page. 
 
1. Using the new ST Evaluation Rubric was helpful to me in understanding the skills I needed to demonstrate. 
 

LIKERT SCALE STUDENT TEACHER ID #  TOTAL # STUDENTS 
Strongly 
Agree 

1, 3, 4, 12, 13, 14, 16, 17, 18, 19, 20, 21, 22, 
23, 24 

15 

Agree 
 

2, 5, 6, 7, 8, 9, 10, 11, 25 9 

Disagree  
 

 

Strongly disagree 
 

  

No Answer 
 

15 1 
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36. Are there any overall comments or suggestions you would like to make that might improve the student 
teaching ST rubric for future candidates? 
 

STUDENT COMMENT STUDENT ID # TOTAL # 
STUDENTS 

Explain the competencies using examples for a more clear and 
precise explanation;  
The terms should be explained to make understanding 
thorough. 

1, 2 2 

More preparation, clarification was needed;  Show the CCCT 
standards in the professional development semester before 
student teaching to get a glance at before we read to implement 
it; [The rubric 
maybe should be introduced in an earlier class, so that it will be 
easier to add; 

5, 10, 21 3 

Maybe provide sample completed forms 
 

16 1 

Dr. Stambler explained the rubric very clearly for us the 1st 
couple of sessions. The rubric was very helpful. 

 

18 1 

I think that the rubric is very clear; I thought that it was great; 
 

21,22 2 

ONE WORD ANSWER  
[NO, NONE] 

3. 7. 8. 11 12, 13, 14 7 

ANSWER LEFT BLANK 4, 6, 9, 15, 17, 19, 
20,23, 24 , 25 

10 

 
 
37. Are there competencies in the student teaching ST rubric that need clarification for you? Please 
identify the competencies that are confusing or unclear and explain why. 
 
COMPETENCY #     STUDENT ID #  TOTAL # STUDENTS 
Competencies were clear. 
 

2,  1 

the competencies were clarified when I asked questions to 
my university teacher, supervisor, or my cooperating teacher;  

1,  1 

the rubric was fine 
 

6,  1 

9-11 were clarified already 21 1 
.Answer left blank 
 

4, 9, 15, 16, 17, 18, 19, 
20, 22, 23, 24, 25 

12 

One Word Answer 
No/None 

3. 5. 6. 7, .8, 10, .11, 12, 
13, 14 

10 

 
 
38. Are there proficiency statements (1, 2, or 3 level) in the student teaching ST rubric that need 
clarification for you? Please identify the proficiency statements that are confusing or unclear and explain 
why. 
 
COMMENTS    STUDENT ID #   TOTAL # STUDENTS 
I think a section of examples would 
be beneficial to prepare us for what 
is required for each competency. 

1 1 
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Statements were clear; None were 
unclear 
 

2, 6 2 

One word answer 
No/none 

 
3. 5. 7, .8, 10, 11, 12,.13,14  
 

9 

Answer left blank 
 

4, 9 15, 16, 17, 18, 19, 20, 21, 
22, 23, 24, 25 

13 

 
39. How easy was it to use the ST rubric to describe your performance against the proficiency levels? 
Please explain 
 
COMMENTS    STUDENT ID #    TOTAL # STUDENTS 
It was somewhat difficult at first because I was first 
introduced to the rubric this semester and had to use 
it immediately;  once Dr. Stambler read through and 
explained the rubric it was very easy to describe my 
performance based on proficiency levels;  Easy once I 
understood it;  It was easy. Dr. Stambler went over the 
rubric and proficiency levels very thoroughly;    
 
 

1, 7, 12,14  4 

It was a little challenging to apply to my student teaching 
experience when planning lessons, but did eventually help 
me. 
 

2 1 

The ST rubric was easy to use to measure my performance, 
and it was very helpful to look at the proficiency levels to 
help me perform as a better teacher;  The proficiency 
levels were specific enough for me to be able to describe 
my performance according to the rubric; It was clear not 
confusing to use or apply, and it helped to show what the 
requirements were for exceptional work cut,   The st rubric 
was extremely helpful it was for me the most practical part 
of the course 
24 it was very clear and easy to understand everything 
required of us 
 
 

3, 13, 22, 23 4 

It was helpful to look at rubric for reference and reflection;  
it was relatively easy and helped me to reflect 
 

5, 19 2 

The rubric was very clear; it wasn’t that hard;  it was 
relatively easy to use;   It was very easy.  I used #13 for 
each competency to see my progress 

6,10,11, 17 4 

Answer left blank 
 

4 1 

 
Education program  gender   ethnicity 

Elementary Education 
 

25 Elementary 
Education Programs 

Teacher Preparation 
Level 

2 Post-Baccalaureates 
23 Underrgraduates 

Gender 
 

2 males 
23 females 

Ethnicity 
 

25 Ethnic Europeans 
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Abstract 
 

 
The Science and Mathematics Alliance for Recruiting and Retaining Teachers 

(SMARRT) is a collaborative partnership pursuing aggressive strategies to recruit 

high quality elementary and secondary minority teachers to teach in high-need 

schools in San Antonio’s urban school districts.  This partnership is dedicated to 

recruiting, preparing, and retaining high quality teachers with strong academic 

content knowledge in science and/or mathematics and a wide repertoire of research-

based teaching practices including ESL strategies.  The SMARRT project is designed 

to allow urban school districts experiencing severe shortages in mathematics, science 

and ESL teachers to create a pipeline of highly qualified teachers by partnering with 

the University of the Incarnate Word to recruit, prepare, and retain teachers.  The 

partners in the SMARRT project have successfully completed the first year and are in 

the second year of implementation of the project. 
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Science and Mathematics Alliance for Recruiting and Retaining Teachers 

(SMARRT):  Addressing the Teacher Shortage 

           According to the latest U.S. Department of Education report, the nation is facing 

an impending teacher shortage, especially in specific high demand areas such as special 

education, mathematics, science, bilingual education, and technology education—and 

these shortages will worsen in the coming years.  The Science and Mathematics Alliance 

for Recruiting and Retaining Teachers (SMARRT) project is specifically designed to 

address the needs of the schools and the impending teacher shortage.  The SMARRT 

project is a comprehensive effort to recruit, prepare, and retain high quality elementary 

and secondary teachers to teach in high-need schools in San Antonio’s urban school 

districts. 

     In 2005 the University of the Incarnate Word was awarded one of the U.S. 

Department of Education’s Teacher Quality Enhancement Grants for Recruitment.  The 

Science and Mathematics Alliance for Recruiting and Retaining Teachers (SMARRT) 

project received over 2.5 million dollars over a three year period to recruit and provide 

scholarships for prospective teachers in the areas of mathematics and science.   

     The SMARRT project represents a unique collaborative effort among the following 

partners in the San Antonio area:  University of the Incarnate Word’s Dreeben School of 

Education; University of the Incarnate Word’s School of Mathematics, Science, and 

Engineering; San Antonio Independent School District; Harlandale Independent School 

District; Somerset Independent School District; Northside Independent School District; 
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South San Antonio School District; Northwest Vista Community College’s Department 

of Natural and Physical Sciences and the University of Texas Marine Science Institute. 

     University of the Incarnate Word (UIW), the largest Catholic university in Texas with 

an overall enrollment in 2006 of 5, 691 students, is leading the SMARRT collaborative.  

The student population of UIW reflects the ethnic diversity of the community the 

institution serves, as 69% of students represent minority populations (54% Hispanic, 31% 

White non-Hispanic, 7% African-American, 2.5 % Asian, and 5% international).  Sixty-

five percent of the students at the university are female.  Currently, many of the 

“traditional” UIW students are first-generation college students – that is, the first one in 

his or her family to attend college.   

     UIW is nationally recognized for its academic success with underrepresented Hispanic 

populations.  Hispanic Business consistently has ranked UIW as one of the top 10 best 

colleges and universities for Hispanic students.  Of the 2,450 institutions in the United 

States recognized as baccalaureate-granting, four-year colleges and universities in 2001 

(National Center for Education Statistics, 2001), UIW was recognized as one of the top 

100 U.S. institutions graduating Hispanics with bachelor’s degrees.  In the May 2004 

Hispanic Outlook, UIW was listed in the Top 100 for Master’s Degrees awarded to 

Hispanics.   

          The Dreeben School of Education at UIW, accredited by the Texas State Board of 

Educator Certification to offer teacher certification, has been preparing teachers for Texas 

public and private schools for more than 100 years.  Along with its bachelor degree 

programs, the school now offers three degrees on the graduate level: the Masters of Arts 

(M.A.), the Masters of Education (M.Ed.), and the Masters of Arts in Teaching (M.A.T.).  
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A Doctorate of Philosophy in Education was recently designed to create future leaders to 

bring the nation’s educational system to new heights.  The teacher education department 

offers a variety of areas and levels of certification at both the undergraduate and graduate 

levels.  In a recent report required under Title II of the 1998 Amendments to the Higher 

Education Act that ranks teacher preparation institutions on the quality of teacher 

preparation in each state, the Dreeben School of Education’s teacher preparation program 

had an overall summary pass rate of 98%.  

     The purpose of the SMARRT project is the transformation of the teacher education 

program at the University of the Incarnate Word into a collaborative effort of PK-12 

schools, institutions of higher education, and other stakeholders in the San Antonio area.   

Through the activities of the collaborative, all stakeholders have a voice in the 

development of the program, have shared responsibility for successes of the program, and 

contribute to its success.    In a comprehensive effort to recruit, prepare, and retain high 

quality elementary and secondary minority teachers to teach in high-need schools in San 

Antonio’s urban school districts, several activities have been developed to accomplish the 

SMARRT project goals.   

 SMARRT Project Goals 

     The partners in the SMARRT project established the following long range goals: 

• To increase the academic achievement of students in mathematics and science in 

high-need schools by enhancing the content knowledge and teaching skills of 

classroom teachers, by encouraging the use of technology-infused math and 

science curriculum and by providing highly qualified teachers; 
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• To create a recruitment, preparation and retention model for beginning teachers in 

high-need schools; 

• To improve curriculum in the University of the Incarnate Word’s teacher 

preparation program by including education courses and content courses; 

• To increase significantly the number of highly qualified math, science, and ESL 

teachers in K-12 urban high-need schools; and, 

• To provide a collaborative, research-based support system for teachers during 

their first three years of teaching in urban high-need schools. 

SMARRT Project Activities 

     The SMARRT partners carefully designed the following activities to meet the goals of 

the project:  (1) Data collection and analysis of teacher supply and demand in the schools, 

(2) recruitment of minority mathematics and science teachers, particularly Hispanic 

teachers, (3) creation of an innovative program to recruit science and mathematics majors 

from the community colleges into the teaching profession, (4) redesign of curriculum in 

the Masters of Arts in Teaching program to include content courses, (5) to provide full 

scholarship support for 100 graduate students seeking a Masters of Arts in Teaching and 

full scholarships for 50 teachers to receive ESL certification to increase significantly the 

number of highly qualified math, science, and ESL teachers in K-12  urban high-need 

schools, and (6) to provide a collaborative, research-based support system for teachers 

during their first three years of teaching in urban high-need schools. 

Data Collection and Analysis of Teacher Supply and Demand  

     One of the activities of the grant was to create a database to track the needs of area 

schools and to analyze the information provided by the schools to target needs and 
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actively recruit students in those areas.  This information was posted on the SMARRT 

recruiting web site so that all teacher preparation programs in San Antonio could utilize 

the data.  The project was successful in providing leadership through the web site in 

responding to the changing needs for teachers from underrepresented populations, in 

critical subject fields, and in under-served geographical areas by sharing up-to-date and 

relevant information concerning teacher shortage areas in San Antonio.   

Recruitment of Minority Mathematics and Science Teachers  

          In order to recruit highly qualified, minority candidates to become teachers in 

partner schools, the SMARRT project created a recruitment webpage linked to UIW’s 

web site.   This web page will be designed to promote the teaching profession and to 

target recent college graduates, mid-career professionals, and retired military personnel 

from members of minority or historically disadvantaged groups for jobs in urban and 

rural high-need schools.  This site publicized the availability of the scholarships and other 

assistance for students to complete Texas Teacher Certification in the areas of 

mathematics and science.   

     In addition, media advertisements were utilized and appeared to be the most effective 

advertisement format for minority candidates.  Eighty-one applicants were interviewed 

and the first cohort group of 50 students (44% Hispanic, 16% African American, 38%, 

Anglo and .02% Asian American) were selected to received the SMARRT scholarships 

in the first year. 

Community College Project 
 
     The creation of an innovative program to recruit science and mathematics majors from 

the community colleges into the teaching profession began in May, 2006.  Twenty 
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students from the areas of mathematics and science were recruited from area community 

colleges to participate in the program.  Three seminars and field trips were planned and 

conducted to provide valuable learning experiences for the community college students to 

gain a better understanding of the mathematics and science principles and concepts 

developed in the college classroom.  It is hoped that the teachers’ passion for the content 

during these seminars and field trips will inspire the students to become interested in 

teaching as a profession. 

Redesign of Curriculum in the Masters of Arts in Teaching Program 

     The Dreeben School of Education faculty, in collaboration with its partners, revised 

the teacher preparation curriculum at the Masters level to include new content courses 

focused on the Texas Examination of Educator Standards (TExES) in mathematics and 

science and the K-12 Texas Essential Knowledge and Skills (TEKS) for mathematics and 

science, the statewide public school curriculum.  Education courses were redesigned to 

give students more clinical experiences and help them develop more culturally responsive 

ways to teach urban students.  These courses helped the students connect what they are 

learning in the education courses to how they’ll use that knowledge when teaching their 

future students.  

Scholarships 

     During the first year, full scholarship support for 50 graduate students seeking a 

Masters of Arts in Teaching was awarded.  After a year of the program, four students 

have dropped out for various reasons.  In addition, full scholarships for 16 teachers to 

receive ESL certification to increase significantly the number of ESL teachers in K-12  
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urban high-need were awarded.  This is below the targeted number of 25 students 

originally in the grant.   

Collaborative, Research-based Support System 

     The SMARRT project created a Beginning Teacher Support System to help retain the 

beginning teachers in high-need urban and rural schools.  The Beginning Teacher 

Support System consists of: 1) a mentoring and a support team component, 2) a 

professional development component, 3) an advising component, and 4) a tutoring 

component.  The support teams have been in place with the interns for two months and 

seem to be producing positive results.     

Conclusions 

     The SMARRT project’s first year evaluation report states that “the Science and 

Mathematics Alliance for Recruiting and Retaining Teachers (SMARRT) is on target and 

moving forward toward the established goals set up in the proposal.  As the SMARRT 

Project completes its first year of operation, important strides have been made toward 

accomplishing each of its goals and expected outcomes.  The project has already started 

its second phase and is in excellent shape to complete or exceed all its goals by the end of 

the grant period.”  University of the Incarnate Word and its partners are committed to the 

improvement of its teacher preparation program and will continue to work toward 

successful program outcomes and institutionalizing the grant activities. 
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Abstract 

 
Although educational policy promotes including parents in school-based decisions 
around school improvement, there is ambiguity surrounding the concept of parent 
involvement, and little attempt to explicate this concept from secondary school parent 
perspectives. This paper discussion reports findings from a qualitative case study of one 
secondary school located in a northern Canadian context involved in a government-
funded school improvement project that mandates the involvement of parents in the 
design and implementation. The main purpose of the study was to document 15 parents’ 
perceptions of the appropriate role for parents in school-led improvement. The data 
suggest that high school parent definitions of parent involvement correspond to the 
discourse of volunteering and helping with homework, but in practice, they do not view 
these forms of involvement as appropriate or meaningful at the secondary level. These 
parents defined their role as “behind the scenes,” and in terms of advocacy and 
intervention, largely because they encouraged their adolescent children to be 
independent. These findings indicate a need for the development of educational practices 
that correspond to the contextual “realities” of high school parents.   
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Parents’ views on their role in school improvement:  
A northern Canadian secondary school perspective 

 
Introduction 

 
 This paper presents my interpretations of fifteen northern Canadian secondary 

school (grade 10-12) parents’ perspectives about the following: (1) What do secondary 

parents consider a meaningful and appropriate role for parents in school improvement 

aimed at increasing student achievement? (2) To what extent do parents’ perspectives 

about their role in school improvement reflect the intent of policy makers and educators? 

In the following I: (a) situate my research questions within a policy and research context; 

(b) provide an overview of the theoretical framework and methodological approach used 

to investigate my questions; (c) present themes I constructed from the data around the 

research questions; and, (d) discuss implications for educational policy and practice 

regarding parent involvement in light of these themes. 

 
Policy Context 

 The impetus for this study came from what I perceived as a noticeable trend 

toward emphasizing parents as a key strategy to improving students’ academic 

performance within Western educational systems. Very recent history testifies to the far-

reaching and direct intentions of policy and practice to include parents in school 

improvement, as it is defined by Hopkins (2001). For example, America’s 2002 No Child 

Left Behind Act (U.S. Department of Education, 2001), the United Kingdom’s 2005 

White Paper “Higher standards, better schools for all” (Department for Education and 

Skills, 2005), and programs such as New Zealand’s Parent Mentoring Initiative (New 
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Zealand Ministry of Education, 2005) have carved out specific sites for parents in the 

school improvement landscape.  

 Although unique in its provincial and territorial education infrastructure, 

Canadian school systems have also included parents. In 2005 for example, Saskatchewan 

joined its colleagues across the country in legislating school councils, giving parents the 

right and responsibility to participate in decisions affecting their children’s education 

(Saskatchewan Learning, 2005). Alberta, the Western Canadian province in which my 

research was situated, has consistently affirmed parent involvement as a strategy for 

enhancing student learning outcomes in past decades and recent school improvement 

initiatives. The Alberta Initiative for School Improvement (AISI), a provincially-funded 

program aimed at increasing achievement results implemented in 2000, directs schools to 

“include meaningful involvement of the school community [including] students, staff, 

and families” (Alberta Learning, 1999a, p. 19). Alberta’s 2003 Commission on Learning 

echoed this imperative framing “support the role of parents” (p. 8) as the first 

recommendation.  Most recently the parent focus has honed in on Aboriginal parents 

through the First Nations, Métis, and Inuit Policy Framework (FNMI) (Alberta Learning, 

2002). Launched in 2004, “develop[ing] and sustain[ing] meaningful relationships with 

First Nations, Métis and Inuit learners and parents” (Alberta Learning, 2002, p. 13) has 

been promoted as a strategy in one of five goals. Considering these developments, 

Alberta provided characteristics particularly suitable for the investigation of my research 

question. 
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Research Context 

 By arguing that families rather than schools were the strongest determinant of 

children’s success in schools, the 1966 Coleman Report (Coleman et al.) indirectly paved 

the way for parent involvement to grow into a healthy research enterprise. Since then, 

much research has concentrated on exploring and validating a connection between parent 

involvement and students’ school performance, and seeking generic strategies for 

engaging parents toward this end (e.g. Berger, 2004; Callison, 2004; Epstein, 2001; 

Philipsen, 1997; Sheldon & Epstein, 2004; Swick, 2003; Van Voorhis, 2001). In our 

current age of external accountability, these postpositivist studies have been promising 

for the field because they focus on outcomes; however, much of these studies have been 

conducted in urban, elementary, and often inner-city contexts, circumscribing the 

generalizability of the findings. Furthermore, by locating parent involvement in the 

subject position of a cause-effect formula for increasing students’ achievement in school, 

postpositivist studies have homogenized parents and parent involvement and ignored 

what occurs in the hyphen. Teacher-parent-student dynamics, for example, and issues of 

process have largely been overlooked. 

Critically oriented research has attempted to contextualize parent involvement by 

fleshing out how parents’ ethnic heritage, socioeconomic class, and/or gender affect 

parent involvement (e.g. de Carvalho, 2001; David, 2004,1993a,b; Lareau, 1996, 

Vincent, 2000). Critical theory and poststructuralism have been used to critique current 

practices purporting to increase parents’ participation, such as school choice, governance, 

and home-based parent activities. These works have challenged postpositivist 

assumptions that parent involvement leads to positive outcomes for all families, and thus 
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have pushed the field to examine the relationships between parent involvement practices 

and social and educational inequities. While a Marxist notion of a parent underclass has 

been a useful outcome for challenging common sense notions of parent involvement, the 

critical literature inevitably bifurcates parents into those who are powerful and those who 

are powerless premised on educator-defined definitions and expectations. This discounts 

alternative views on parent involvement, and assumes power, or a lack of it, is 

responsible for the discrepancies among parent groups.  

Constructivist or interpretivist literature has offered some insight into the above 

by aiming to understand from educational constituents’ perspectives how parent 

involvement is experienced. Educators have been the most sought after voice, although 

work among Latina/o and other parents of cultural minorities has been particularly 

helpful for demonstrating that traditional parent involvement such as volunteering and 

helping with homework are not how some parents view their role (Lawson, 2003; López, 

2001a, 2001b; López & Vázquez, 2005). Others, such as Pushor and Murphy (2004), 

Pushor and Ruitenberg (2005), and Friedel (1999) have further challenged current 

conceptions of parent involvement within a Canadian context, suggesting particular 

parents, such as Aboriginal parents, are marginalized by a narrow understanding of what 

parents are supposed to do to ensure their children’s academic success. Like the 

postpositivist and critical research, the explanatory power of the constructivist studies has 

been great for elementary school parent involvement in urban, inner city contexts, but the 

transferability to secondary contexts with unique demographics is questionable. A 

reconceptualization of parent involvement that comes from parents themselves in other 

contexts seems a necessary complement for the field to move beyond unquestionably 
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accepting the altruism of parent involvement (Ogawa, 1996), or oppositely, scrutinizing 

its deleterious effects. My hope with this research was to begin this task by examining 

what secondary parents from a northern Albertan location believed was an appropriate 

role for them in their children’s learning.  

Methodology 

Conceptual Framework 

 My aim here was to document the perspective of secondary school parents. 

Interpretive policy analysis (Yanow, 2000) based on an instrumental case study (Stake, 

2005) seemed the most appropriate methodological choice considering my objective of 

accessing local knowledge about policy meaning, and bringing to the surface potential 

discrepancies between policy as “authored” and “constructed” (Yanow, 2000).  

Underpinning these approaches are a transactional/subjectivist epistemology and a 

relativist ontology whereby meaning is socially constructed and interpreted by participant 

and researcher (Guba & Lincoln, 2005). An interpretivist framework presupposes that all 

educational constituents interact with and have a vested interest in school improvement 

processes, and that the meaning of parent involvement may differ among constituents.  

Site and Participant Selection 

 The school. The secondary school on which this case study was based was 

selected for its continuous participation in the Alberta Initiative for School Improvement 

(AISI), a provincially-funded initiative. Pseudonymously named, The Saints School was 

a Catholic grade 7-12 school located in Shadow Canyon, a rural community in northern 

Alberta approximately 500 km from the provincial capital, and about 200 km from a 
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major city. The town was home to an estimated 6200 residents (Statistics Canada, 2001); 

thirteen percent were Aboriginal. It also had French Canadian characteristics. 

My data collection straddled two school calendar years. The student population of 

406 recorded in 2004/2005 was reported by the school principal to have not significantly 

fluctuated in 2005/2006. School district documents reported 66 self-identified First 

Nations, Métis, and Inuit students attended the school in 2004/2005; 74 in 2005/2006.  

As indicated earlier, The Saints School had been participating in the AISI 

initiative since its inception. Although AISI was not an amendment to the School Act, I 

categorized it as policy according to Pal’s definition of policy as “a guide to action, a 

plan, a framework, a course of action designed to deal with problems” (p.5). Frequently 

cited definitions of public policy attribute the action to government and public authorities 

(Brooks, 1998; Dye, 1984), and although AISI is locally designed and implemented, the 

education ministry drives project development through the conditions on which projects 

are approved, monitored, and/or funding continued. Top-down policy control was 

implicit, which, for me, was suggestive of policy. Significantly, AISI was premised on 

collaboration between educators, parents and students.  

The parents. Using a combination of purposeful random (Mertens, 2005) and 

snowball sampling (Wellington, 2000) fifteen parents of students in grades 10, 11, and 12 

were selected as participants. I consulted school documents and staff to identify parents. 

To achieve breadth and depth of interpretation, research participants were selected to 

reflect diversity in gender, self-identified ethnic heritage, and the level of support they 

were perceived by educators to provide for their children’s schooling (see Table 1). I 

selected some parents without staff input; therefore, I could not ascribe the latter 
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attributes to some parents as noted. Two parents who identified with European or 

Canadian heritage were foster or adoptive parents of Aboriginal children. Invitations 

were sent and written informed consent was obtained prior to interviews.  

TABLE 1  
Parent Participants’ Gender, Children’s Grade, Identified Ethnicity, Level of Support 
 
Participant  Gender  Grade  Identified   Level of 
       Ethnicity  Support 
 
Yves   M  11  Francophone  n/a 
(husband) 
 
Martine  F  11  Francophone  n/a 
(wife) 
Hans   M  10, 12  Dutch Immigrant     Supportive 
(husband) 
 
Gretta   F  10, 12  Dutch Immigrant     Supportive 
(wife) 
 
Victoria  F  11, 12  Canadian         Supportive 
     (Aboriginal) 

Lewis   M  12  Scottish         Supportive 

Guy   M  5, 10  Francophone         Supportive 
     (Aboriginal) 

Oskar   M  9, 10  Canadian         Supportive 

Melanie  F  9, 10  Francophone         Unsupportive 
 
Jill   F  12  Canadian         Unsupportive 

Surin   F  12  Filipino  n/a 

Angela   F  9, 10  Canadian  n/a 

Mikah   F  12  Métis   n/a 

Betty   F  11  Canadian  n/a 

Anneke  F  11  Dutch Immigrant n/a 
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Data Sources 

Data were collected over six months between April 2005 and October 2005. In-

depth in-person semi-structured individual interviews (Fontana & Frey, 2005, p. 705) 

were the chief data source. After receiving signed consent, all parents were interviewed 

twice for approximately 30 minutes each time, with the exception of two parents who 

were interviewed via telephone due to scheduling conflicts, and four parents who were 

thrice interviewed. With participants’ permission, interviews were audio taped. Member 

check (Lincoln & Guba, 1985) was achieved in two ways. After each interview 

transcripts were returned with self-addressed, stamped envelopes to provide participants 

with a chance to make changes. Also, at the end of each transcript I recorded my 

interpretations of participants’ responses and read them to the participants at the follow-

up interview. Written interpretations were provided on the final transcripts so that 

participants would again have the chance to confirm or disconfirm them via the post. One 

parent returned transcripts with editorial comments. To complement these in-depth 

interviews I examined the language used in school-based and Alberta Education AISI 

documents (Yanow, 2000). Observations of classes, hallways, teacher spaces, co- and 

extra-curricular events, and meetings were recorded in a researcher’s journal to improve 

the trustworthiness of reported findings (Hatch, 2002).  

Interpretations 

AISI is described as “grassroots” (Alberta Learning, 1999a) requiring the 

“collaborative efforts” (Alberta Learning, 2002) of all educational stakeholders, including 

parents. This assumes that parents are prepared to play an active role in directly affecting 

student learning outcomes. My study pointed to an overwhelming departure from that 
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notion; these parents considered their roles in ways that clearly separated them from the 

work of classroom teachers and curriculum.  

 Perhaps Victoria (parent) put it best when she said: 

what’s meaningful for me is different for someone else. Just someone else 

knowing what the project is could be meaningful engagement for 

them….Information isn’t necessarily meaningful engagement for me.  

Victoria’s desire to have more than information about school improvement represented 

one of a range of views about meaningful parent involvement. Most parents in this study 

were not interested in extensive involvement in the school, especially when it came to 

making decisions about achievement. Many seemed satisfied with the information they 

received in the school newsletter, and were content with the option to provide input 

through this or other media. For example, when I asked Guy to define “meaningful parent 

involvement” for high school parents, he said, “I don’t know if you’d use a newsletter or 

update forum, but probably bi-monthly at least because it’s surprising how quickly things 

change.” “Information and feedback” (Guy) were his idea of meaningful parent 

involvement. Others, like Surin and Oskar, wanted to set academic goals with their 

children and be directly involved in their children’s learning: 

The teacher has to explain to me and the student the goals. That’s what we 

do during the parent-teacher interview, we set goals for how we can 

improve. (Surin) 

I wouldn’t mind if the teachers sent me homework. I think that would be 

great. (Oskar) 
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Interestingly, none of these parents raised AISI or other formal initiatives as areas in 

which they wanted more influence. For the most part, these parents considered specific 

involvement with their children meaningful, particularly outside of classroom activities.  

With further exploration, three common themes suggested parents saw their role as: (1) 

“behind the scenes;”(2) one of advocacy for their children’s needs and intervention when 

their children faced academic and/or social problems; and, (3) a negotiation with their 

adolescent children.   

Behind the Scenes 

 Describing the relation of parents to school improvement vis-à-vis educators 

Surin offered: 

Personally, I think parents should be behind the scenes and be supportive. 

That’s why we have principals and teachers—to plan. You have to provide 

good programs for the kids to undertake and for parents to be supportive. 

Surin highlighted a separation of roles between parents and teachers that was common 

among these parents and educators, and is consistent with other findings about parent-

teacher relationships (Allen, Thompson, Hoadley, Engelking, & Drapeau, 1997; 

McKenna & Willms, 1998; Smith, 2004). To be “behind the scenes” ultimately meant 

performing functions that supported their children as well as the school and teachers’ 

goals. In my reading of the data, parents enacted three behind the scene roles: monitoring, 

protecting and distracting, and role modeling.  

Monitoring. Admissions such as “When I went to high school it’s nothing like 

what these children are doing now” (Jill) implied high school material was too 

demanding for some parents, including those who held university degrees. I imagined this 
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accounted for most parents describing their role in terms of monitoring performance, 

meeting with teachers during parent-teacher interviews, participating in workshops about 

learning styles, encouraging their children to seek extra help, and attending awards 

ceremonies when their children were honored. Indirect roles such as these aligned with a 

traditional division of educational labors.  

A number of parents reinforced an educational script whereby curriculum and 

school improvement design were policy makers’ and educators’ domain: 

…as a parent it is my job to feed my child and get him ready to learn, and 

the student has to behave in class so that learning can be absorbed so he’s 

ready for the teacher. And I would expect that the teacher has to teach. 

(Surin) 

Unless it’s a major issue then parents should have a say in it, yes, but 

overall the educators should know what is to be taught. I think it’s fine 

educational-wise to leave it in their hands. (Melanie) 

Similar findings have been documented among parents (Stelmach, 2005), but these high 

school parents faced additional obstacles because of the foreign nature of the grade 10-12 

curriculum. Surin said, “That’s the very thing that is the challenge because I don’t know 

that stuff (the curriculum).” Her statement succinctly emphasized a division of 

professional and non-professional roles. 

  Although parents’ self-appraisals about their lack of knowledge are a common 

explanation for their disengagement from educational decision making (Crozier, 1999; 

Drummond & Stipek, 2004; Simich-Dudgeon, 1993; Westergård & Galloway, 2004), 

some of these parents’ comments pointed to alternative explanations for their designating 
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a supervisory rather than participatory role in their children’s academic performance. 

First, parents acknowledged their children’s independence. Many of them stressed 

education as their children’s responsibility: 

I tell my kids this (school) is a job. This is your job, and I want you to treat 

it as such. You need to be on time, you need to do a good job or you’re 

going to get fired. (Angela) 

Their education is their responsibility. It’s not my problem if you choose 

to have low marks…We encourage, but …I already did grade 9, and it’s 

your responsibility to do it. (Martine) 

Parents in this study told me, “You’ve got to let them grow up” (Hans), which I 

understood as them trusting their children to take learning into their own hands. This is 

not, however, how policy constructs the parent role, especially for those parents whose 

children do not exhibit the ability to manage their learning.  

Second, a lack of professional expertise did not necessarily discourage parents 

from participating in curricular matters. One parent had volunteered on a committee to 

discuss curriculum, but in the interest of time, she, like other parents, trusted policy 

makers and educators to make effective decisions about teaching and learning: 

The educators are there, and Alberta Learning sets up the curriculum and I 

think that’s okay. Unless it’s a major issue then parents should have a say 

in it, yes, but overall the educators should know what is to be taught….I 

trust them in that way. They know what they’re doing. (Melanie) 

Even Oskar, who claimed, “we’re all graduates so there’s no reason why we couldn’t 

[help with high school assignments],” acknowledged parents’ busy schedules and 
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therefore deferred to teachers’ and policy makers’ specialization when it came to setting 

and delivering curriculum. Current scholarship treats parents as victims of 

institutionalized power asymmetries (Fine, 1993), and policy appears to want to create 

educational equilibrium between parents and teachers, but parents may feel time is their 

nemesis. Many of them reported not becoming involved in school council because “if you 

go to meetings like that, and you’re not involved in things already you might get elected 

to do something” (Betty). Nobody wanted another job. The amount of time many parents 

needed to become knowledgeable about curriculum, pedagogy, school governance and 

educational infrastructure may be discouraging in light of working parents’ calendars.  

 Although parent involvement has become part of the conventional wisdom of 

school improvement, consideration must be given to the possibility that parents do not 

feel comfortable making what they perceive to be educators’ decisions, or have the time 

to be involved in that way. By analogy, if I wanted to contribute to improving the health 

care system, I might volunteer to visit or read to patients, or work in a hospital gift shop, 

activities that do not require formal training and fit my schedule. I would not volunteer to 

perform surgery. In the same way, these parents preferred to be behind the scenes 

performing functions that contributed to their children’s positive educational experiences 

and the overall atmosphere of the school, but most were not inclined to be at the head of 

educational decisions 

Protecting and distracting. A second aspect of the parents’ “behind the scenes” 

role had to do with ensuring their children were safe, happy, and responsible. Parents saw 

it their role to provide basic care and needs for their children, instill a strong work ethic 

and family values, support them through difficult times, and steer them away from harm. 
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This latter responsibility was foremost in some parents’ minds. They felt adolescence was 

a period of personal and social challenge. The pressures and pitfalls teenagers faced 

required parents to be ever more vigilant about their children: 

If anything we’re more involved because there are a lot of fears and issues 

in junior high that weren’t there in elementary school—more social issues, 

drugs, and all of those things that were not a concern….I’m very 

involved…because I don’t want my kids to go down that path. (Oskar) 

By no means was Shadow Canyon or the school perceived as troubled; however, these 

parents were not naïve about the encroachment of risk-taking opportunities upon their 

teenaged children. They conveyed their role as actively preventing their children from 

becoming embroiled in this type of adversity.  

A number of the parents raised academic, psychological and social pressures as a 

key area of concern, and defined their role in terms of alleviating their children’s 

increasing anxieties. For example, Angela held that the parents’ role was “just to be there 

and to let the kids know that we’ve been here too and we know it’s difficult, it’s not a 

cakewalk.” Parents commented globally on increasing violence among youth and Internet 

exposure to risqué ideas, and consequently thought their role was not only to shield their 

children from potential dangers, but to create positive outlets for them. Guy coupled these 

dangers with teenagers’ ambiguity about their future, and took a protective stance: “The 

world will offer enough lessons and things to decide throughout your whole life that you 

don’t need to be bombarded by all these things when you’re not sure what you want.” To 

him, the parents’ role was to allow children to grow up slowly, and to relieve them from 

unnecessary burdens.  
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 Along with outside pressures, these parents saw school itself as a mounting 

pressure. As an immigrant for seven years, Anneke provided a fresh perspective: 

It’s always school, school, school. That’s a lot in Canada. But the 

personal, the feeling about oneself is even more important because…it’s a 

different age, a difficult age for those kids, and now they have to choose 

what they want also…so leave them like that, don’t press them too much. 

She underscored the need for parents to support their children’s emotional development, 

an area that is largely overlooked in current educational systems. Although she did not 

disparage the school’s emphasis on homework and preparation for post-secondary career 

with her children, she strongly felt that school was an overemphasis in children’s lives. 

She saw her role in terms of encouraging her children to engage in non-academic 

activities after school to relieve school pressures.  

Melanie extended Anneke’s concern: 

I find these kids have a lot on their plates, and higher expectations. I think 

a lot of them are stressed out, and I think you see more depression with 

these kids, and more emotional and psychological issues than in our days. 

I don’t know what’s happening there, but it’s really hard on these 

kids…Therefore I try to focus my energy into what they’re interested 

in…so that they’re doing something positive. 

Like Anneke, Melanie chose not to participate in school council, volunteering, or other 

committees because she dedicated her time to supporting her children’s engagement in 

non-school related activities. Distracting their children from negative experiences was a 

key parent role. 
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 While the school may have considered these parents uninvolved because they 

rarely saw or heard from them, in these parents’ minds, they were appropriately involved 

in their children’s lives. This runs counter to policy, for the rationale behind encouraging 

parents and others to get involved with school improvement is that “continuous 

improvement” (Alberta Learning, 1999b, p. i) can only be achieved through collaborative 

efforts. Ironically, mounting expectations for students to perform has not encouraged 

parents to get on board this mission. Instead, “behind the scenes” these parents witnessed 

the effects of escalating standards on their children, and felt motivated to distract rather 

than focus their children on the expectations of school. Though the focus of policy and 

practice has been to inspire parents to participate in the academic aspects of their 

children’s lives, these parents’ concerns were mostly elsewhere.  

Parents as role models. Protecting their children from harm and ensuring their 

academic success often rested in “the way [parents] bring up their children” (Mikah). 

Many parents talked about setting positive examples for their children, whether that 

meant prioritizing visits with relatives, packing nutritious lunch for their children, or 

establishing a diligent work ethic. Anneke emphasized: 

You’re your kids’ teacher in a different way, more of how to live, and 

that’s important also. We are a kind of family who are hard-working 

people. We like that our kids are doing that also. 

Confidence that their children had adopted effective work habits meant for some parents 

that by high school they did not have to play an active role in their learning. Beyond 

asking about homework, Angela assured me that her role had changed: 
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I don’t think at this age it’s necessary [to help with homework] because I 

did it at a young age. I taught [child] how to study, and I taught him what 

he needs to do to stay focused.  

The idea expressed here is that parents lay a foundation for their children to develop a 

scholarly attitude and habits that will carry them through their school and lives. Again, 

parents seemed willing to give their children space to exercise the values, attitudes, and 

practices they had been taught. Being at the school was only important insofar as parents 

felt it necessary to demonstrate to their children that education was a priority, through 

parent-teacher interviews or awards ceremonies for example. For the most part, their role 

exceeded that and was constituted by “being totally involved with your children’s life” 

(Mikah). It did not necessarily mean, however, that parents enacted their role at the 

school.  

Off-Center Stage: Advocacy and Intervention   

Providing their children with support outside of the classroom and school was a 

key role for these parents, but they also recognized that “parents have to speak up for 

their children” (Mikah). They identified advocacy and intervention as a second parental 

role, one which was more directly related to their learning, yet not one that supplanted the 

central role of teachers.  

Advocacy. The nature and degree of input parents sought was largely contingent 

upon their children’s needs. Parents who had children requiring specific learning support 

tended to be more vocal about learning issues, but the extent to which parents insisted on 

accommodations for their children differed according to each parent. Guy and Victoria 

both had children who followed an Individualized Program Plan (IPP); therefore, their 
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involvement in curricular issues was more direct than the other parents. But Guy’s 

approach differed from Victoria’s. He reported, “I’ve always dealt with the school as if 

it’s in the school power to go ahead and do what they want to do, go ahead.” 

Unequivocally, Guy was forthright with the school when he identified a need for his 

children, but unlike Victoria, he deferred to teachers’ judgment about how the need 

should be met. By contrast, Victoria wanted full inclusion throughout the process. Both 

parents claimed to have many years of experience dealing with IPPs and were non-

biological parents of Aboriginal children. Perhaps Victoria’s level of education gave her 

more confidence to insist on her wishes, but Guy did not appear to lack confidence in 

dealing with teachers. Therefore, I could not pinpoint a clear explanation for the 

difference in approach. Guy and Victoria highlighted the importance of seeing parents as 

individuals. 

These parents also advocated for their children’s rights, although this seemed to 

be a more tentative role. In other words, there were definite limits to the lengths they 

would go to ensure their children received what they regarded as respectful treatment. 

Parents seemed most limited by the extent to which they perceived their previous 

advocacy attempts as efficacious, and the level of independence they assumed their 

children should have. For example, one parent disapproved over a teacher’s disciplinary 

measures, claiming her child was “guilty by association,” but resignedly said, “I’m not 

going to fight a war over it either” (Melanie). The parents’ advocacy role was sometimes 

trumped by their belief that their children should learn to deal with injustice, 

disagreement, and disappointment. Gretta summarized well what I heard from others: 
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There are some issues—maybe with some work or with some teachers—

and I say, ‘You know what? We’ve all had good and bad teachers. Deal 

with it.’ I mean, that’s life. 

This stance differed from educators’ expectations that parents respond to all signs of their 

children’s struggle. What is often perceived as parents’ indifference, however, may be the 

parents’ allowing their children to exercise judgment or develop resiliency. 

 I gathered these parents felt teachers were more accepting of a parent’s advocacy 

role in children’s learning, but less willing to respond when parents came forward with 

complex philosophical issues. Religion and racism, for example, resisted resolution, 

despite parent activism. Yves and Martine felt the school was inattentive to their concerns 

about the Catholic atmosphere of the school so they “[did] their part at home in making 

Catholicism a primary focus of living and learning.” As another example, one parent 

perceived subtle and ubiquitous racism against Aboriginal children. She was dismayed 

teachers failed to see what she felt was an under representation of Aboriginal students 

receiving awards and recognition. Rather than persist in getting their concerns addressed, 

these parents recognized limitations. Thus, though they defined their role in terms of 

advocacy, the extent to which they exercised this role seemed somewhat dependent on 

what issues educators considered parents to have a role. 

Intervention.  I interpreted parents’ responses as an indication that academic 

issues were the teachers’ jurisdiction. Because these parents trusted teachers to deliver 

curriculum safely and effectively, they held the attitude “if it’s not broken we don’t try to 

fix it” (Yves). Unlike elementary parents who provide closer guidance for their children, 

these parents sensed their role was less constant. Like Hans said, “If they come home 
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with a 94% and they tell me, ‘I’m fine,’ I’m backing off. I shouldn’t rattle the boat or do 

things.” This did not discount parents’ curiosity about what and how their children were 

doing, but as long as their children were performing at an acceptable level they did not 

feel the need to get involved. Defining an “acceptable level” is perhaps a point of 

contention between parents and educators. Some parents felt it was their children’s 

problem if they earned low grades. They permitted their children to withdraw from 

courses if they were having difficulty with the content or the teacher. Others were 

satisfied if their children did well in “lower level” (Betty) subjects. Whereas teachers may 

see a need for parents to be involved even when students are performing well, these 

parents saw their role as interventionist and only in circumstances that clearly called for 

their involvement. Recognizing adolescents’ independence seemed to be a key difference 

between how policy has constructed parent involvement and how these parents 

conceptualized it. 

Primarily, these parents did not intervene in their children’s school unless they 

felt “there’s really something wrong” (Anneke). These parents had positive experiences 

confronting teachers about problems; they indicated feeling “well received” (Mikah). 

Because the literature does not explore in any depth negative parent involvement, I 

wanted to know parents’ feelings about those who get involved when they were angry or 

upset with the school. On this topic there was much disparity. Some parents said, “I don’t 

think anything productive comes out of that” (Angela); others argued “parents don’t 

become assertive for no reason” (Victoria). The proliferation of professional literature 

addressing confrontational parents from both legal and social aspects (Jaksec, 2005; Keel 
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& Tymochenko, 2004; McEwan, 2005) testifies to the construction of parents as an issue 

among educators. 

Interestingly, with the move towards site-based decision making in Alberta, 

school councils have become educators’ answer to parent involvement. Some parents in 

my study lamented the lack of membership on school council, but most told me they had 

no reason to go to school council meetings Betty’s comment was informative: 

…they have the school council meeting. If you have concerns. I have 

never attended one, but I’ve always been happy with the level of teaching 

my children have had there.  

According to the School Councils Handbook (Alberta Education, 1995), parents were 

given legal status in the school because: 

Alberta Education recognizes the right of parents to be involved in their 

children’s education and for parents, community members and school staff 

to be involved in key decisions about the education of students…School 

councils will have a role in advising and consulting with the principal on 

any matter relating to the school (p.1). 

There was an obvious disjuncture between parents’ perceptions of this policy and the 

intent of policy makers. These parents’ views suggest absence from school may be a sign 

that parents do not perceive the need to intervene.  

 Finally, the parents’ interventionist role seemed highly dependent on whether tacit 

expectations of teachers and parents were spelled out. This “psychological contract” 

(Renihan & Renihan, 1995, p. 57) between teachers and parents could be complicated 

because even though many parents described open communication as an ideal 
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relationship, there was strong opinion that teachers should step forward about children’s 

difficulties. Many of the parents agreed being informed about their children’s progress 

was their responsibility, but some felt teachers were in a better position to warn them 

about worrisome situations. Despite the school’s regular dissemination of formal and 

informal progress reports, some parents thought it was incumbent upon teachers to 

communicate with parents in between those periods. Disappointment over teachers’ lack 

of follow-through with such communications was expressed. Consider the following 

perspectives: 

It’s nice if the teacher phones the parent, too, ahead of time and before the 

progress report because by then a lot of … time has gone by where this 

child may have been wasting his time. (Melanie) 

I had one incident in particular when [child] was in grade 7 and he got 

12% or something on a test. [Child] has been on honor roll since junior 

high, he’s never missed! So [child] was supposed to bring this test home 

for me to sign. I knew what was going on because he gave me the test. I 

didn’t sign it. I was a little bit miffed that the teacher didn’t mention 

something to me. That’s pretty major. I should have gotten a phone call 

home. I hung onto that test. I never signed it; I never returned it. That 

teacher never knew if I knew or not because the test was never returned to 

that teacher. So I called the person on it, and I said, ‘Look, what’s going 

on here? This is not acceptable.’ (Angela) 

The psychological contract between parents and teachers was not always clear, which 

might explain why these parents called constant and open communication between 
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teachers and parents utopian. Thus, though parents perceived their role as intervening 

when their children were in trouble, their ability to do so hinged on the level of 

communication between them and their children’s teachers. 

Role Negotiation 

 The position in the literature is that the parental role is a negotiation between 

parents and teachers (Beck & Murphy, 1999; Keyes, 2002; Lawson, 2003; Morgan & 

Grace, 1992; Pushor & Murphy, 2004; Ruitenberg & Pushor, 2005; Skau, 1996; 

Waggoner & Griffith, 1998). I was not convinced that this was the case at this secondary 

school. Parents recognized their children as developing their independence, and they 

understood students’ opposition to parents’ present and pervasive involvement in their 

school lives. The parental role, as I understood it, was also, and perhaps to a greater 

extent, a negotiation between parents and students. 

 Privacy and autonomy were reasons these parents believed their children would 

not appreciate seeing them at the school on a regular basis. Mikah reported that her 

children were “very happy” when she and her husband went to the school, but my 

understanding was that parents and their children felt most comfortable when parents 

blended into an audience. Individual volunteering “would be embarrassing for 

[students]”, thought Melanie. 

 Crozier (2000) found students’ perceptions of parent involvement were gender 

influenced. In my study, parents similarly reported negotiations differed with sons and 

daughters. Namely, sons were less inclined to want their parents to get involved in 

school-related activities, and were more reticent about school issues, as suggested by the 

following: 
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I never got involved with [son] because for one thing, he’s a guy, and it’s 

not a guy thing for Mom to get involved. With the girls it was different; 

we did everything. I did the hot dog thing, I did the field trips, and it was 

okay to hang out with the girls. But for me to hang out with my son is a 

little different. I don’t think my son is going to come and say, ‘Mom, do 

you want to go on a field trip?’ (Jill)   

It’s hard to get information from boys sometimes at 3:30, never mind at 

5:30. They’re boys. Girls yap, yap, yap, but boys are, there’s quite a 

difference between them. (Martine) 

Gender was not a conclusive factor for all parents, however, which emphasizes the 

danger of essentializing. Some parents suggested sons more typically rejected parents’ 

involvement in their lives, but others felt the same about daughters. Personality and 

parent-child relationships were perhaps equally influential in some cases. 

 Understanding one’s children was a critical factor in parents’ approaches to 

negotiation. Yves and Martine maintained they did not have to discuss their involvement 

with their child because they were cognizant of his cues: 

[Child] will say such and such is happening in school. If he tells me I 

know—because I know him—then it’s important for me to be there. He 

doesn’t have to say, ‘Mom, I’d really like you to be there.’ All he would 

have to do is tell me this and this is happening at school.   

They also described their son as a “heart level kind of person;” therefore, they could 

differentiate between information they were supposed to act on, and what was merely 

2007 HICE Proceedings 
Page 5563



 26

descriptive. Part of parents’ knowing their children meant recognizing what was non-

negotiable as well. Melanie altered her input depending on the nature of her children: 

[Child is] a very challenging, stubborn kid, so the more I try the worse it 

gets. So I just back off. The other one is okay. He’ll come to me and he 

will try; he confides in me and he’s interested in what I have to 

say…Whereas, the other one, the more I try to encourage him to go one 

way he does the opposite…he’s a teenager I guess. 

Not only do most parent involvement models and policies assume parents are 

homogeneous, they presume children react to parents’ involvement in the same manner. 

The above examples debunk that assumption. 

 Negotiations between parents and their children occurred within the academic and 

non-academic realms, and varied according to children’s dispositions. Angela was very 

respectful of her children’s wishes: 

When I get asked to supervise something I would always ask my kids if 

they’re okay with that. If they don’t want me to go then I’m not going to 

go. It’s up to them because it’s their thing. I know other kids want me to 

go because I can be fun, but my kids don’t necessarily need their mom 

there. 

But these parents were more likely to initiate covert negotiations through telephone or e-

mail with their children’s teachers when it came to academic issues. This was not a 

common or manipulative practice for most parents. Rather, it was a last resort when 

parents felt out of touch with or worried about their children’s school experiences: 
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The oldest one who goes to [The Saints School], she is not that kind of girl 

who shows me something. So sometimes I don’t know where she is. 

Sometimes she tells me about a project or something, but she is more, ‘I’ll 

do it myself.’ That kind of stuff. But if I give the school a call and if I’d 

like to know a lot about her, they tell me. (Anneke) 

As Crozier (2000) found, students draw a fine line between support and control. This 

emphasizes the conciliatory nature of parent involvement at the high school level. Policy 

denies this outright by excluding students from policy design. 

 A unique perspective. Jill’s negotiation tactic was unique because it occurred 

indirectly through her son’s peers. Her usual approach of coaxing him, she felt, was 

ineffective: “I think by the end of the year he was just tired of me pushing him. He’s just 

like, ‘Mom, give it up. I’m gonna graduate.’” Her solution was to work indirectly to 

encourage her son to mind his schoolwork: 

I hate to put him on the spot sometimes, but I do it in front of his friends 

only because I know if he hears it and his friends hear it, maybe they will 

say something. He always says, ‘Do you have to bring that up in front of 

my friends?’ And I say, ‘Well, you know, [son], if I didn’t, it kind of goes 

in one ear and out the other. This way when you walk away you might all 

talk about it.’ So it kind of works for me.  

Jill’s method was insightful because it confronts both the parent-teacher relationship and 

parent-child relationship as the pinnacle of parent involvement. While it is likely the case 

that parents respond more favorably to schools when teachers create a hospitable 

environment (Ruitenberg & Pushor, 2005), and when parents and children have positive 
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and open communication, Jill conveyed her role as context-bound by her parent status. If 

this is how secondary parents construct parent involvement, then exploring the role of 

peers in parent involvement may be worthwhile. At the very least, Jill suggested peers are 

at the intersection of high school parent involvement.  

Space as Metaphor 

  Language is only one aspect of policy meaning (Yanow, 2000). Spaces and 

programs also convey messages nonverbally through their use, materials, and foci. I 

wanted to explore this aspect of metaphorical meaning because I detected conflict 

between words and action from both parents and educators. I was interested in practice as 

a subtext of meaning. 

 How schools are constructed and operate carry meaning about parents’ place and 

schools’ values. Yanow (2000) writes: 

Interpretive analysis of built space draws on the researcher-analyst’s 

participative experiences as a proxy for others’ behavior and actions. (p. 

64) 

I examined the school in terms of physical and social space, and found the school both 

welcoming and intimidating. For example, school council meetings were held in the 

staffroom where the couches were arranged in circular fashion, eliminating hierarchy. 

Conducting the meetings in the staff room, I thought, expressed openness and honesty, 

for schedules, teacher notes, and other information were in full view for parents to see. 

Comprehensive binders had been created for each parent member of the school council, 

and spare ones were available for newcomers. This gave the school council an air of 

importance. 
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I wondered, however, about the affect of the clinical greeting on the outside doors 

that asked visitors to “report to the office,” and whether parents could easily find their 

way there. The public entrance to the school was quite a distance from the general office, 

and there were no markers to indicate which way a visitor should go. Was there a purpose 

to this mystery in schools? Was it code for who belongs and who does not? I also noticed 

bilingual signs posted on doors. I interpreted the new addition of French language as a 

statement of pride in the school’s French Immersion program. Noticeably absent, 

however, were Aboriginal language and culture, except for the office designated for the 

FNMI Coordinator. Obviously it would not have been possible to represent all Aboriginal 

families through language or icons because there was both a tribal and Métis mixture in 

the school, but the absence delivered a message about cultural priorities. 

The location of program offices in relation to the main office also told a story. 

Clearly, as is the case in all schools, the administrative offices were the nerve center of 

the school, and they were abuzz with students and occasionally parents. At times I could 

not help but feel like a nuisance as students and teachers stepped over my legs to navigate 

the narrow channel between the wall and the office counter and pondered: Would a 

waiting parent feel as I do, pressed against the wall, wondering if she belonged?  

A key question I had during my observations at the school was: Who fills these 

spaces and participates in these programs? I was cognizant of this question because I had 

conflicting reports from parents and teachers about the profile of the “involved” and 

“uninvolved” parent. Some felt Aboriginal parents were disengaged, whereas, Mikah, a 

Métis woman, felt it was only First Nations parents who fit that description. Some felt 

there was an increase in fathers’ participation at school, but others confirmed findings 
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that White, middle class mothers were most often involved (Crozier, 2000; Epstein et al., 

2002; Fine, 1993; Waggoner & Griffith, 1998). Everywhere I went, I saw parents who 

matched the traditional profile. Few fathers attended with mothers, and rarely on their 

own. Interestingly, however, except for school council, which was heavily dominated by 

mothers, during the meetings I attended, fathers raised more questions than mothers.  

One final note deserves mentioning because it raised the issue of how schools 

construct parent involvement and which parents form that construct. The principal shared 

an impressive plan to create a parent handbook that included detailed information about 

curriculum, graduation requirements, standardized testing, and so on. It reminded me of 

the sophisticated flow chart the teacher had used at the parent information meeting. Since 

few parents in this study indicated a desire to have detailed information of this sort, I was 

interested in how the school arrived at the decision to create the handbook. The principal 

admitted that a minority of parents asked for this type of information. Creating the 

document would undoubtedly require a significant dedication of resources in the form of 

educators’ time and dissemination. Speaking from a strictly cost-benefit perspective, it 

did not seem to me that the document itself would increase parent involvement, which 

was the principal’s hope. The few parents who were interested in such a document 

essentially had enormous influence over the school’s parent involvement practices.  

To whom space is accessible, how participants interpret their roles within school 

space, and how programs prescribe parent involvement are metaphorical undercurrents in 

policy meaning. These are unintentional symbols that sneak past educator consciousness, 

but because they are unnoticed, they are unquestioned, and thus, they become powerful 

policy forces.  
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The Northern Context 

 From a school improvement perspective, The Saints School faced challenges 

typical of others in the north such as those associated with economies of scale, teacher 

turnover, and resource availability (Baker, 2003; Goddard & Foster, 2002). The 

perception among these parents was that parent involvement was minimally affected by 

the northern location. I, however, interpreted potential indirect impacts related to fathers’ 

and Aboriginal parents’ involvement.  

The higher likelihood of fathers being away for employment purposes was 

documented by Nord, Brimhall, and West (1997). Only one participant in my study was 

directly affected by this, and although this is not a significant portion of my sample, I 

interpreted this as a potential challenge for parent involvement overall. Melanie reported 

her husband being away from home for long periods of time because of his job in the 

natural resource industry. The current economic boom in Alberta (Walton & Harding, 

2006), particularly in the oil sector, may cause other fathers, and consequently mothers, 

to be drawn away from the schools. The nature of employment in northern locations 

increases the chance that homes are temporarily lone-parented. This implies secondary 

school parents’ priorities may not mirror educators’ or policy makers’.  

Research conducted in and/or about the north has critiqued the insensitivity to 

Aboriginal cultural and learning needs, and the lack of inclusion of Aboriginal parents 

and community members in the schools and other social organizations (Goddard, Foster, 

& Finnell, 2004; Furniss, 1999; McCormack, 2005). This appeared unchanged in my 

study of the issue. While parent involvement was reportedly not impacted by the northern 

location, Aboriginal parents continued to be least engaged with the school. This was 
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perhaps less of an issue for the school because the majority of its self-identified 

population were Métis, and I wondered how many Métis shared Mikah’s experience of 

“[growing] up White.” For this reason, the conflation of north and Aboriginal may be 

decreasingly apt for Shadow Canyon and The Saints School, although there are pockets 

of resistance to assimilation. I could not, however, deny the residual effect of history on 

Aboriginal parent involvement because throughout my data collection I did not encounter 

First Nations parents at the school, despite the Aboriginal mother declaring this as an 

important role for Aboriginal parents. I am, however, convinced this is a global problem 

rather than a northern one, considering the mobility of Aboriginal families to more 

central and urban locations (Statistics Canada, 2006). 

Finally, a common description of the school was that it had a close-knit, family 

atmosphere because of its small size. This was perceived as an advantage to parent 

involvement because familiarity bred a sense of ownership and commitment to the 

school. Comments by parents also pointed to possible disadvantages of these friendly 

relations. For example, Guy suggested the formation of cliques discouraged him from 

taking part in certain groups: 

…you volunteer for certain things and there are those seven people who sit 

there and they always come up with their own ideas, and then there’s the 

eleven other people that sit everywhere else…Like grad meetings, a lot of 

meetings, field trips and stuff like that. There’s a core group…You’re 

either in the core group or you’re not.  

Even though he understood the need to participate in order to register his voice, he 

described the foreboding aspect of dismantling long-held parent leadership and control. 
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His comments reflected Wiseman’s (2006) thesis in Queen Bee Moms and Kingpin Dads 

that peer pressure, popularity contests, and power struggles are just as pervasive for 

parents as they are for their children. Wiseman describes a “Perfect Parent World” (p. 23) 

as one which requires parents to adopt a set of behaviors that matches an unspoken 

construct of what a good parent is and does so that they gain the privilege of membership 

in parent groups and the right to voice their opinions. These “Queen Bee Moms” and 

“Kingpin Dads” about which Wiseman writes undoubtedly face different expectations 

from their peers depending on the context. Nonetheless, Wiseman validates Guy’s point 

about being “in” or “out” of the parent group by debunking the assumption that parent 

involvement is a group of like-minded, welcoming parents. In fact, Anneke avoided 

school councils for this very reason. “I never go there (school council) because I know 

how it goes. One parent says this, one parent says that. I’m not into that kind of stuff,” 

she explained. Thus, while the literature has defined marginalization in terms of culture, 

class, and gender, these parents suggested anyone could be subjected to the tyranny of 

long-established parent leaders. Exclusion is not a northern concern per se, but may be 

amplified in smaller locales where breaking these barriers may have more widespread 

social consequences. As my study detected only whisperings of this idea, further study is 

required to explicate more fully the transferability of Wiseman’s thesis. 

Concluding Remarks 

 The miscellany of these parent responses suggests current parent involvement 

policy and practice has failed to represent their wishes. What was ultimately meaningful 

to these parents was a role that supported teachers’ educational expertise. Parents 

considered their role: (a) “behind the scenes” as monitors, protectors and distracters, and 
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role models; (b) “off-center stage” as advocates and interveners; and, (c) a negotiation 

mainly between them and their children. The northern context did not strongly impact the 

nature of parent involvement as I had anticipated. Fatherhood and Aboriginal culture was 

associated with less involvement. The small size of the school and community also 

indicated possible advantages and disadvantages to parent involvement. This latter 

interpretation was interesting because it challenged an unquestioned belief that all parents 

can and want to be collaborative. Considering collaboration is increasingly vogue in 

education doctrine, I see this as a germane topic for future research. 

 What do these interpretations mean for parent involvement practice and policy? 

Tradition continues to dictate how parent involvement is conceptualized. Volunteering at 

school, participating on school committees, and helping children with homework still 

characterize how parents are encouraged to be involved in their children’s schools. But as 

these parents suggested, this is not a universal understanding of parent involvement. 

Perhaps the most obvious implication from this is that a reconceptualization of parent 

involvement is in order. Parent involvement models that have been shown to be effective 

at the elementary school level (e.g. Epstein, 2001) may have misled secondary educators 

toward unlikely expectations for parents. To move secondary school parents into a role 

that does not correspond to how parents are prepared to participate is to create a false 

consciousness about parent involvement. 

 A reconceptualization of “parent involvement” must account for heterogeneity 

among parents. Though much of the critical literature has emphasized this, there is still a 

tendency to think of parent involvement as occurring at school. Thus, the focus has been 

on making schools more welcoming for parents (Pushor & Ruitenberg, 2005; Ruitenberg 
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& Pushor, 2005), which is laudable and important, but it perpetuates the idea that parents 

can only be involved by being at school or performing school-like functions. Based on 

the parents in this study, parent involvement takes on new meaning at the secondary level 

which has less to do with an academic parental role, and more to do with a social parental 

role. It was not clear to me that parents wanted to take direct responsibility for their 

children’s academic progress; therefore, suggesting they become equal players in school 

improvement planning and implementation goes beyond their expectations and desires. 

The single case study, however, is limited in its ability to account for the broader context; 

therefore, more research that focuses on non-educator views would begin to remedy this. 

Significantly, research that focuses on parents’ constructions of their role, rather than 

their experiences with status quo may help to move the field away from making parents 

fit into current notions of parent involvement so that parent involvement practice and 

policy can accommodate variances among parents. 

 In relation to the above, so far the literature has been treating parent involvement 

as if it is a matter between parents and their children’s teachers; therefore, the issues are 

framed in terms of discrepant power relations, underprivileged forms of capital, and 

silencing. I suggest that a reconceptualization of parent involvement should focus on 

parents’ role construction as a negotiated accomplishment between them and their 

children. Important questions for researchers to pursue include: How do parents negotiate 

their role with their children? What factors influence the negotiation process? 

Furthermore, my study suggested that parents see their involvement as limited by the 

very fact that they are parents. “Backing off,” “not rocking the boat,” and “not fixing 

what is not broken,” were idiomatic ways in which parents articulated their limitations. 
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The role of adolescents’ peers has also not been considered, but this study suggested 

working through their children’s friends is a mechanism parents may employ to exert an 

influence that is less direct and more acceptable than “nagging.” Examining parent 

involvement from the angle of role construction and negotiation, rather than how and 

whether parents can or cannot be involved in the way teachers expect, holds the potential 

to cleave the literature in theoretical and methodological ways. 

 Finally, considering that parents felt less need to be directly involved in their 

children’s schooling and a stronger need to respect their growing independence, it makes 

sense to me that educators, researchers, and policy makers pay more attention to 

secondary students’ experiences and opinions. To date the parent involvement literature 

has not pursued with any depth the student voice. A possible way to address an over-

reliance on educator perceptions about parent involvement is to gather the insights from 

students themselves. Considering that educational policy is created to support the success 

of students, and that secondary students are positioned as future leaders, it behooves the 

research community and practicing educators to seek insights from the very people they 

purport to serve.  
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This talk will describe Project CLASS – Creating Laboratory Access for Science 

Students, an innovative project that enables students to participate in science labs, 
regardless of physical, learning, or communication disabilities in grades seven through 
twelve.  This nationally recognized project prepares educators to accommodate and 
develop adaptive lab equipment, integrated with technology to meet the needs of students 
with physical, learning, and communication disabilities while maintaining the integrity of 
the science curriculum.  This project assists at removing barriers that prevent students 
with disabilities and communication disorders from reaching their full potential as 
scientists. Project CLASS has utilized collaborative professional development workshops 
with actual students who have physical and communication disabilities to teach educators 
how to involve, middle school, high school and college students with physical, learning, 
and communication disabilities in scientific endeavors.  Project CLASS has the 
philosophy that most people with physical, learning, or communication disabilities can 
participate fully in scientific endeavors and accommodate the needs of all students, 
regardless of these disabilities. 
 The CLASS workshop has typically involved a two week commitment, depending 
on the format chosen for any particular summer.  During the first week, the educators 
focus initially on disability awareness and sensitivity.  Teachers learn about physical and 
associative learning disabilities, as well as adaptive technology and sound teaching 
techniques reflecting National Education Standards.  During the second week, middle 
and high school students, each of whom have a physical, learning, or communication 
disability join their teacher participants for their one week residential science camp.  
Student participants come to the CLASS Project on the recommendation of teachers, 
parents, and administrators.  This talk will cover the CLASS workshop and science lab 
experiences with the concept of science materials customized and adaptive to deliver 
content that suits the needs of all students.  Interactive materials, such as hex nuts, are 
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developed to meet all students’ needs and customize for students who are visually 
impaired, blind, or lack communication skills needed to learn balancing chemical 
reactions.  Pre and post-tests of science content will be described, as well as pre and post-
surveys will be conversed regarding increased competence levels in the area of modifying 
and adapting lab equipment to meet individual student needs. 
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Abstract 

This article summarized the importance of providing students with early intervention 
experiences, while encouraging parental participation.  The article provided a brief review of 
legislation passed which encouraged schools to elicit parental participation in student learning.  
Additionally, the article provided a brief review of literature supporting the benefits of early 
intervention opportunities; with special emphasis being placed on those opportunities which 
encouraged parental participation.  Finally, two effective early intervention parental programs, 
Learning and Lunch and Project ROAR, were introduced and discussed. 
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Boosting Academic Achievement through Parent Participation in the Early Intervention Process 

While Implementing Research-Based Interventions 

School failure has an impact on the individual, family, and society.  The ultimate goal of 

the family, school, and community is to prepare children for success in school so they grow up to 

be self-sufficient and socially integrated adults who are contributors to society.  However, an 

individual’s academic success is often hindered by his/her lack of readiness to start school 

(Guinagh & Gordon, 1976).  Consequently, a vast amount of research has established the 

importance of early intervention implementation (DeCusati & Johnson, 2004; Guinagh & 

Gordon, 1976; Hancock, Kaiser, & Delaney, 2002) and parental participation as contributing 

factors to student success in school (Albutton, Klontz, & Roberson, 2003; Epstein, 2001; 

Henderson & Berla, 1994;  Pfannenstiel, Lambson & Yarnell, 1991; Scarborough, Spiker, 

Mallik, Hebbeler, Bailey, & Simeonsson, 2004; Wright, Diener, & Kay, 2000). 

Legislation Advocating Early Intervention and Parental Involvement 

The recent passage of federal and state laws has pushed for an increase in the academic 

performance of all children.  No Child Left Behind (NCLB) (2002) mandates that by 2014, all 

children will be reading on grade level (Wierner & Hall, 2004).  In addition, the 2004 

reauthorization of the Individuals with Disabilities Education Improvement Act (IDEIA) (2004) 

has brought the importance of early intervention to the forefront (Turnbull, 2005).  With the push 

for the increased accountability of our educators also comes a push for increased parental 

involvement in the learning process.  In fact, laws such as Goals 2000:  Educate America Act 

(1994), the Reading Excellence Act (1998), and most recently, the NCLB (2002), require that  
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schools promote parental participation in the learning process through interventions and literacy 

training (Smith, 2005). 

In an attempt to ensure all students are provided with effective instruction, these same 

laws advocate for the use of “scientifically-based instructional strategies” to be implemented 

within the school curriculum (Smith, 2005; Turnbull, 2005; Wierner & Hall, 2004).  

“Scientifically-based instructional strategies” are defined as research that involves the 

application of rigorous, systematic, and objective procedures to obtain reliable and valid 

knowledge relevant to education activities and programs (Turnbull, 2005).  Because of the 

novelty of such practices, teachers are finding the task of identifying “scientifically-based 

instructional strategies” for implementation within the classroom to be a difficult undertaking; an 

even more daunting task when identifying and recommending practices for parents to implement 

at home with their children.  

Benefits of Parental Involvement in Children’s Academics 

Involved parents can make a difference in the progress that a child makes both in and out 

of school (Gilliam, Gerla, & Wright, 2004).  Research has found that encouraging parents to take 

an active role in their child’s academics can provide many benefits which ultimately lead 

children to succeed in academics (Machen, Wilson, & Notar, 2005).  Several studies have 

suggested that increased parental involvement in a child’s schooling results in higher academic 

achievement levels (Epstein, 1995; Machen, Wilson, & Notar, 2005; Miedel & Reynolds, 1999).  

Studies conducted by Miedel and Reynolds (1999) and Pfannenstiel and Barr (1999) suggested a 

positive correlation between early intervention efforts, parental involvement, and children’s 

learning, particularly when early literacy and family support services are provided.  Furthermore,  
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additional research demonstrated the positive effect early intervention has on learning (La Paro, 

Olsen, & Pianta, 2002; Scarborough et al., 2004).  Furstenberg, Brooks-Gunn, and Morgan 

(1987) noted evidence of the importance for children to “get off on the right foot” in school, and 

that on average, children who started school lacking the early foundational skills performed 

worse than children exposed to such skills.   

Encouraging Parental Involvement 

 In accordance with the eighth National Education Goal, educators have increased efforts 

to encourage parental participation within schools (DeCusati & Johnson, 2004).  Although 

efforts of encouraging parent participation have increased, research indicates that certain groups 

of parents are less likely to participate in school activities.  Griffith (1996) reported lower parent 

participation in school activities in families from ethnic minorities (e.g., Hispanic, African 

American, and Asian American); low socioeconomic status (e.g., low income and/or parent 

education; and those who have a special child or circumstance (e.g., having children in special 

education classes or in English-as-a-second-language programs).   

 In an attempt to encourage parental participation in student learning and the use of 

effective learning strategies, several training programs have been implemented.   Through the 

implementation of such programs, parental participation is encouraged in the early intervention 

process by providing training in the implementation of research-based learning strategies.  

Through systematic training sessions, parents were taught academic games or activities for 

implementation with their children and were encouraged to interact in the administration of the 

games within the home setting.  Two similarly effective programs have been implemented within 

schools in Louisiana and East Texas. 
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Research to Practice  

Learning and Lunch Program 

Just as teachers and students are being trained to use research-based interventions and 

progress monitoring, parents are in need of similar training. There is a need for parents to 

become knowledgeable of the school curriculum issues and techniques to help their children 

succeed academically. Additionally, parental involvement is beneficial to students in the daily 

reviewing and practicing of readiness skills, basic math facts, phonological awareness and other 

reading skills.  

  The Learning and Lunch Program was developed to teach parents to work with their 

children at home to enhance their readiness and basic skills.  The Learning and Lunch Program 

is the parenting component in the Response to Intervention, Pupil Assistance Model (RTI-PAM).  

University of New Orleans educational consultants work with kindergarten and first grade 

teachers in designing research-based practices that can be done at home to support what has been 

taught in school .  

  The program begins by identifying the most “at-risk” students. Students are screened 

using curriculum-based measurements (CBM) in readiness and basic facts skills. Student probes 

are scored and recorded. Class data results are graphed. The students in the bottom 25% of each 

class are identified. Data is examined to determine if students in this group are “at-risk.”  If 

norms are available for the CBM assessment they are used to determine the students, “at-risk.”  

If norms are not available, then the criteria to determine an ‘at-risk” student, is that a student’s 

score must be in the bottom 25% and less than or equal to half of the median score.  
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The parents of these students are invited to training sessions. Parents are surveyed to 

determine the frequency and time of day they would mot likely attend the sessions. As a result of 

the survey findings, our training sessions are held on a quarterly basis and scheduled during the 

school day.   

These sessions, referred to as “Learning and Lunch,” are held at each participating school 

so parents can be taught specific strategies to be able to help their child.  The session begins with 

a consultant and/or teacher reviewing the skills that the children are expected to practice.  The 

results of each child’s assessment are given to his or her respective parent(s).  Next, parents are 

provided with step by step directions on a “Coach Card” on how to do the strategy. They are 

taught to use a simple bar graph to record their child’s progress each time the skill is practiced.   

Then the parents make and take the materials to be used at home. Subsequently, their children 

are brought into the session. Parents follow the directions on the Coach Card and teach their 

children the strategy. The consultant or teacher serves as a “coach,” and observes the parents 

working with their children. They offer feedback and often coach the parent to ensure fidelity of 

the strategy being taught. Parents record the score on the bar graph at the conclusion of the 

practice session. The children color the amount of correct items they achieved for the session. 

Parents and children are asked to practice the skills for approximately 10-15 minutes each day at 

home. They are asked to monitor performance by using the bar graph. The child is asked to bring 

the bar graph back to school each Friday. The teacher records the performance by graphing the 

median score for the week and administers CBM to assess whether the practice at home is 

working.   
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A Successful Collaboration:  Project ROAR 

 Recognizing the importance of parent involvement to success in school, one group of 

university faculty designed a program, Project ROAR (Reach Out and Read), in collaboration 

with the principal and librarian of a predominately Hispanic Title I elementary school.  The focus 

of ROAR was to provide a program that helped interested parents acquire skills to help their 

kindergarten children engage in early literacy activities at home (Gilliam, Gerla, & Wright, 2004; 

Gilliam, Gerla, Wright, & Martin, 2001).  Families of kindergarten children were identified and 

invited to participate in the intervention. The elementary campus library was selected to be the 

sight of the training.  The design of the project involved university faculty and students, as well 

as the parents and their children. 

 Specific training sessions focused on the importance of family involvement in children’s 

success in school and the need for beginning while the children were young.  Session activities 

included instruction and modeling of early literacy activities, such as story telling, use of 

puppetry, literacy games, and the use of the public library.   In order to entice parents to attend 

the sessions, the researchers decided to provide positive reinforcement for both parents and 

children.  Parents were given $10 cash each time they attended a session.  Moreover, they 

received an additional $25 at the end of the final session if they had attended all project sessions.   

In order to give the parents the freedom to attend the sessions, university students and a faculty 

member from the reading program, along with two bilingual aides from the campus, “set up 

shop” in the gymnasium.  The kindergarten children and all of their siblings were invited to 

come to the gym to have juice and cookies and engage in literacy activities while their parents 

attended the training sessions.  Learning stations were scattered throughout the gym.  Children  
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participated in storytelling, illustrating stories using art, or simple sat in groups where stories 

were read to them.  The activities, as well as the cookies, were so popular that other 

neighborhood children who unrelated to anyone in the kindergarten classes also flocked to the 

gym.  Moreover, many did not want to leave when the sessions were over. 

 The parents were just as eager to engage in activities.  They enjoyed making the puppets, 

listening to a great storyteller, and having books read to them as much as the children did.  They 

actually had a good time visiting with the other participants and learning together. 

 The university faculty anticipated that parent and children participants would have a more 

positive attitude toward literacy activities.  Too, they predicted that parent participants would 

spend more time in direct interaction with their children and would increase the amount of time 

engaged in literacy activities.  As a positive result, researchers hypothesized that the children 

participants would increase the amount of time that they engaged in literacy activities outside the 

school settings.   

 Throughout the sessions parents kept a literacy activity log where they documented what 

literacy activity they did with their children.  They completed a survey that delineated the 

respondents home literacy activities, they participated in an exit interview, and they evaluated 

the effectiveness of the program.   

 Overall, Project ROAR was a great success.  Participants did not want it to come to an 

end.  At least during the year that the project was ongoing, busy parents turned off the television 

and read to their children.  They visited the local bookmobile, encouraged their children to read 

and write at home, and developed closer relationships with their children.  All of the parents  
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reported a positive change in the way they felt about themselves as parents, and their attitudes 

toward literacy activities improved as well. 

Conclusion 

A vast amount of research exists which support the importance of early intervention 

programs (DeCusati & Johnson, 2004; Guinagh & Gordon, 1976; Hancock, Kaiser, & Delaney, 

2002).  Such findings have brought the importance of early intervention to the forefront of 

educational policy making.  In addition, research has determined the positive effects of parental 

participation as contributing factors to student success in school (Albutton, Klontz, & Roberson, 

2003; Epstein, 2001; Henderson & Berla, 1994; Pfannenstiel, Lambson & Yarnell, 1991; 

Scarborough, Spiker, Mallik, Hebbeler, Bailey, & Simeonsson, 2004; Wright, Diener, & Kay, 

2000).  As a result, educational laws such as No Child Left Behind (NCLB, 2002) and the 2004 

reauthorization of Individuals with Disabilities Education Improvement Act (IDEIA) have been 

passed with directives for schools to encourage increased parental participation in the academic 

process. 

The implementation of early intervention educational programs such as Learning and 

Lunch and Project ROAR has documented the positive benefits of parental participation in the 

learning process.  Both programs have demonstrated parents’ willingness to be trained in using 

research-based instructional strategies with their children.  Through the implementation of the 

instructional activities, children were able to interact and bond with parents while learning 

important academic readiness skills. 
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6. Abstract: 

 
Persons with autism are noted for their “thinking in pictures” (Grandin, 2006). This 
presentation is a report on a project which utilized technology that enabled a person 
diagnosed with high having functioning autism to express herself through taking pictures 
and recording her impressions about her living and working environment. Through a 
cooperative arrangement with Bitter Sweet Farms, a residential treatment center for 
persons with autism, and working with a grant funded by the Ohio Board of Regents to 
make technology available to teachers, the author taught a resident to use a Palm Pilot to 
take pictures and record her thoughts while photographing her environment. The results 
of the paper presentation documenting the project, include reporting on: (a.) the viability 
of Palm Pilots for increasing communication with persons with autism, (b.) the 
correlation between autistic symptomatology and pictorial creativity (c.) insights gained 
in the barriers to forming cooperative relationships between persons with and persons 
without autism during creative endeavers, and (d.) suggestions for further work on autism 
and creativity in the visual arts. 
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Paper presentation 
 
Abstract 
 
Why is it important for counsellors to receive training in Indigenous approaches to 
mental health and healing and what do they need to learn? Western approaches to 
counselling often do not meet the needs of cultural psychologies of Indigenous peoples. 
Incorporating Indigenous models of helping and healing into counsellor training should 
provide students should with an introductory level of understanding of the worldviews 
and perspectives of First Nations traditional healing practices, and an awareness of the 
history and impact of oppression in Canadian Indigenous contexts. Counselling students 
should also learn to enhance the cultural relevance and sensitivity of their own helping 
approaches. Lastly, students should also demonstrate a critical understanding of both the 
applicability of various theories/approaches and their potential limitations for use in a 
diverse Indigenous society. Implications of Indigenous helping and healing training for 
non-Native counsellors will also be discussed. 
   
 
Presenter Bio: 
Suzanne Stewart (Batten) is a member of the Dene First Nation. She is completing her 
doctorate in counselling psychology at the University of Victoria, Canada, where she 
teaches counselling and conducts research. Research interests include First Nations 
mental health and Indigenous research ethics. 
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Factors Affecting the Learning Experience 
Perceptions of High School Students 

 
 
 

Abstract 
 
School districts use mission statements and goals to suggest purpose and direction.  A 
source of data often used to measure goal success is surveys.  The purpose of this study 
was to analyze one high school district’s student survey data gathered to measure goal 
achievement every two years.  The data were gathered from archived biennial surveys of 
all students between 1989 and 2005.  Factor analysis was used to reduce the large data set 
into composite variables.  Component items for each factor were analyzed longitudinally 
over the nine survey cycles.  The study identified four key student attitude factors that 
can be used to measure district-wide goal attainment as well as school climate.  The four 
included academic learning experience, overall school satisfaction, communication, and 
environmental experiences. The study findings also indicate there is substantial value in 
measuring school climate and district goal attainment longitudinally over many years.  
These findings give credence to the importance of setting long-term goals that influence 
school climate and then monitoring student attitudes and perceptions, in addition to 
achievement results, as schools work to improve instruction and student performance 
over the long-term. 
 
 

In an age when school accountability dominates the professional and public 

headlines, it is common to find school districts and their member schools advancing the 

cause by identifying elaborate vision and mission statements and accompanying goals 

and objectives.  In doing this most districts and schools believe they are responding 

appropriately to the directives of research (DuFour, 1997; DuFour & Eaker, 1992; 

Kaufman, 1995; Kaufman, Herman & Watters, 2002; Senge, 1990).  But such efforts are 

of little value if assessment is not equal to the challenge (Kaufman, Herman & Watters, 

2002; Senge, 1990).  Perhaps the greatest mistake of schools and districts in measuring 

whether or not they have met the expectations of their visions, mission, and goals is that 

they limit the extent of data used for measurement.  Often standardized test and 

achievement data are the focus.  However, the reality is that schools and districts are 
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much more than test scores and there are data that speak to effectiveness at many other 

levels.  As Senge (1990) and others suggest, schools, like most modern organizations, are 

complex institutions and simple measures of effectiveness are usually not satisfactory.  

What is needed are multiple data sources (Freiberg, 1989; Kaufman, Herman & Watters, 

2002; Senge 1990).  The multiple dimension approach to evaluating a school or district 

effectiveness is also important because although vision and mission statements are 

usually stated in generic terms, viable goals and objectives are usually very local and 

reflect the complexities of the school, district, and community served (Kaufman, 1995; 

Kaufman, Herman & Watters, 2002). Looking closely at local variables can provide 

understanding about what is happening within the learning environment of schools 

(Freiberg, 2003). 

Purpose 

 The purpose of this study was to investigate student survey data used by one 

Southern California suburban high school district to measure school and district 

effectiveness in meeting the expectations of five district goals.  More specifically, this 

study sought to analyze the student survey data gathered every two years between 1989 

and 2005 as part of the district Biennial Goals and Objectives reporting process and to 

determine if survey questionnaire items suggested student climate dimensions or 

constructs common to all nine survey results which could be used to measure district goal 

achievement longitudinally.  Although the survey data are extensive and each survey 

cycle provides a point in time view of what is happening in the district and its schools, 

this study probed the results when viewed longitudinally over nine survey cycles, or 16 

years.    
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 Surveys have long been used by schools to gauge perceptions of the school 

community (Mertens, 1998).  Often questionnaires are used as part of a needs assessment 

(Kaufman, 1995) as schools engage in planning.  But surveys as part of a systems 

approach to operating a school district require more than just assessing needs or 

monitoring perceptions.  Survey data can also serve the need to evaluate school 

performance against stated goals and objectives (Hoy & Feldman, 2003). 

 Student surveys have also been found to be effective ways to investigate the 

complex nature of school climate (Freiberg, 2003).  If it is true that many factors, in 

addition to student test scores, contribute to the success of a school learning environment 

(Wang, Haertel, & Walberg, 1997), then probing student perceptions may provide insight 

into the effects of school and district policies and decisions.  This probing of the complex 

interrelations of student climate factors over an extended time may also provide insight 

into the value of sustained efforts relative to a stable set of district goals and objectives.     

Background 

 The Fullerton Joint Union High School District launched a systematic process of 

annually evaluating school and district success in meeting goals and objectives in 1983.  

This process grew out of the work of a special task force of parents, teachers, Board 

members, and administrators.  The purpose was to evaluate how well the district was 

meeting instructional and support service expectations.   

In 1988/89, the Board, again with input from students, staff, parents and 

community members, adopted seven goals and identified 87 objectives and 

corresponding performance standards to be incorporated into the new District Goals and 

Objectives Biennial Report.  These goals have remained unchanged since 1989. The goals 

focus on 1) student academic achievement, 2) student attendance and behavior, 3) quality 
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of facilities and equipment, 4) fiscal management of resources, 5) effectiveness of 

communication, 5) recognition of staff, students, parents and community members, and 

7) quality and effectiveness of school and district support characteristics.   

Each of the seven goals includes objectives that require gathering and analysis of 

multiple data sources.  One data source is a biennial survey of staff, students and parents.  

The student survey, consisting of 50 Likert-type items, is conducted biennially and results 

analyzed by an outside consultant. The resulting survey data, in addition to being 

included in the overall analysis of performance on district goals, are published and 

presented publicly at a regularly scheduled meeting of the board of trustees.  For the 

purpose of this study, the student survey data were analyzed to identify the relationship 

between student perceptions of school climate and district-wide attainment of district 

goals. 

 
Student Survey Data as a Measure of District Goals 

Results from 24 of the 50 items in the student survey were designed by the district 

for use in assessing district achievement on portions of four of the seven district goals.  In 

addition to student survey data, this process includes parent and staff survey data, student 

performance data, and numerous other sources of data. As noted in the matrix below, 

three goals were not designed to use survey data as part of the goal attainment measure.  

Part of the purpose of this study was to determine if student school climate constructs 

gleaned from the survey data could prove valuable in assessing attainment for all seven 

goals. 
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District Goal Role of Student Survey Data 

Goal 1: District will provide high quality curricular 
and co-curricular programs as measured by student 
achievement data. 
 

1 survey item used 
 
Out of the 16 objectives used to measure attainment 
of this goal, one student survey question is used to 
probe student satisfaction with the overall quality of 
the instructional program. All other data are test 
results or other student performance data. 
  

Goal 2: District will provide the environment and 
programs so that students will meet or exceed 
district standards in attendance and personal 
behavior. 

No survey items used 
 
Although the student questionnaire has several 
items which speak to this goal, the primary data for 
measuring this goal are student attendance and 
behavior data.   

Goal 3: District will provide and satisfactorily 
maintain adequate and secure physical facilities, 
grounds, and equipment. 

4 survey items used 
 
Four student survey items are used for measuring 
goal attainment, the survey contains additional 
items that could serve this purpose. 

Goal 4: District will provide sound management of 
district resources. 

No survey items used 
 
Goal attainment measurement does not include any 
student survey data. 
 

Goal 5: District will provide effective internal and 
external communications. 

4 survey items used 
 
Four student survey items are used for measuring 
goal attainment, but there are additional items that 
could serve this purpose. 
 

Goal 6: District will properly recognize students for 
outstanding accomplishments. 

No survey items used 
 
No student survey items are used to measure goal 
attainment.  Data used address only the frequency of 
formal recognitions. 
 

Goal 7: District will provide programs and 
implement decisions to promote student satisfaction 
with the support, quality, and characteristics of the 
school/district. 

15 survey items used 
 
The 15 survey items used probe perceptions about 
teachers, teaching practices, homework and grading 
practices, adequacy of supplies, communication, 
and interpersonal relations.   

 
The 24 student survey items used by the district to measure goal attainment 

represent 84% of the survey items.  Initial review by this researcher was that although 

these 24 items were designed for measuring goal attainment, there were other items that 

could also be used.  Also, it appeared that many of the survey items could be used to 

measure attainment of the three goals for which there was no existing use of survey data. 
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Student Survey Data as a Measure of School Climate and Goal Attainment 

Since its inception in 1989, the student survey results have been reported using 

frequency data (number and percent).  It is important to note here that on individual 

survey items a student satisfaction level of 70% positive was considered by the district as 

a satisfactory indicator that the objective suggested by the questionnaire item is being 

met.  At any given time in the nine survey cycles it was possible to gauge student 

perceptions.  Also, each time the district evaluated survey results, they compared the 

results to those from the prior two survey cycles. However, the survey data have not been 

analyzed to identify school climate constructs which could in turn be used to measure 

goal and objective attainment over the nine survey cycles.  Since a very high percentage 

of students participate in the biennial survey process, on average about 87% of the total 

student population, there was reason to believe that results would provide a good picture 

of how students view their high school experience on a broad front (school climate) over 

an extended period of time.  In turn, there was reason to believe that such student views 

could shed light on district attainment of long standing district goals.  Such information is 

vital in the effort to understand how students are responding to their experience in ways 

other than just academic achievement.   

 For purposes of this study, school climate was defined in a broad sense to include 

shared student perspectives about what is happening, academically, socially, and 

environmentally, within the routine of the school.  This definition is consistent with 

research based descriptions of school climate (Hoy & Miskel, 1996; Hoy & Feldman, 

2003; Freiberg, 2003). 

 
Methods 
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 This study used archival student survey data.  The district has published 

descriptive data (frequency and percent) results for each of the nine survey cycles.  These 

data are extensive and are broken down by school and grade level.  From 1989 through 

2005, each questionnaire consisted of about 50 questions and for the duration there has 

been very little change in the items.  Thus, it was possible to longitudinally track the 

results of almost all questionnaire items.   

 Over nine survey cycles some 82,531 students have participated in the survey 

process.  Table 1 notes the actual participation rate of students. 

Table 1 
Survey cycles and the number of respondents 
Year Questionnaire Items  Student 

Population 
Number of Students 

Responding 
Percent  

1989 42 8,270 7,339 89 
1991 49 8,695 7,764 89 
1993 50 8,391 7,514 90 
1995 50 8,924 7,828 88 
1997 50 10,222 8,873 87 
1999 50 11,276 9,942 88 
2001 50 12,308 10,106 82 
2003 50 13,078 11,285 86 
2005 50 13,784 11,880 86 
Total  94,948 82,531 87 
 

 The history of the nine survey cycles indicates that the student population and 

participation in the survey process grew over time.  It is important to note that during the 

1980’s the district, like most in their area, experienced a decline in enrollment.  This 

began to reverse in the early 1990’s.  The number of participating students has averaged 

87% of the student population that includes six comprehensive high schools and one 

continuation high school.  It is also important to note that since the survey was biennial 

and high school is a four-year experience, many students participated twice.  This is 
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acceptable, because it provides overlapping continuity between two survey cycles and 

because it generates results reflecting the attitude of multiple students at two different 

points in their high school career.  

Although the number of items in each survey cycle has remained stable since 

1991, the response options have changed considerably since 1989 when the scale of 

options to each item was limited to “yes”, “no”, or “not applicable.”  This range of 

options remained unchanged until 2001 when the options were expanded to a five point 

scale – Yes (most of the time), Yes (some of the time), No (seldom), No (not at all), Does 

Not Apply.  For all surveys students self reported their school and grade level.   

The surveys were given to all students in attendance during a specific period of 

the school day and on a day of the week designated by the district – usually a Tuesday or 

Wednesday.  This was usually during the third period class of the day when attendance is 

usually at a maximum for the day.  The directions given to students were that the Board 

of Trustees, administrators, and staff of the school and district wanted to know how the 

students felt about their school as a place to learn.  Students were advised that their 

responses were confidential and that their teacher would not ever see their questionnaire.  

In fact, the questionnaires were delivered to each class in a sealed envelope.  A student 

distributed and collected the questionnaires, sealed them in an envelope, and personally 

delivered the envelope to the main office.  Students were given as much time as they 

needed to complete the questionnaires and teachers were prohibited from walking around 

the room while students completed the questionnaires.  Collected questionnaires were 

tabulated by an outside agency and results returned to the district with frequency data 

broken down by school and grade level within the school.   
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Factor Analysis 

One challenge in working with an existing survey instrument to measure school 

climate is to determine the degree to which the instrument is aligned with what research 

suggests are legitimate constructs for measuring school climate.  If school climate is an 

“aggregate of indicators” (Ellis, 1988, p. 1) then constructs should reflect themes or 

factors that speak to the complex ways that students might perceive their experience in 

the high school.  Research seems to confirm that such constructs should reflect 

perceptions that would include, among others, academic programs, communication, 

learning environment, how people are treated, teacher and student relations, leadership of 

the school, physical environment, the instructional program, school security, feedback, 

and a sense of belonging (Ellis, 1988; Borger, Lo, Oh & Walberg, 1985; Griffith, 1997, 

1998; Stevens & Sanchez, 2003).  A review of the student survey questionnaire used by 

the district in this study noted that the fifty questions included multiple items that 

appeared to be aligned with these constructs.  Factor analysis was used to probe this 

alignment. 

 Essentially, factor analysis is a data reduction methodology commonly used with 

survey data when the number of questionnaire items includes multiple questions that may 

be grouped around a common focus (Morgan & Griego, 1998; George & Mallery, 1999; 

Mertler & Vannatta, 2002).  The objective is to reduce the number of variables suggested 

by the questionnaire item to a “smaller number of composite variables” (Morgan & 

Griego, 1998, p. 111).  Factor analysis was deemed appropriate for this study because the 

biennial survey questionnaires were very similar across the nine surveys and because they 

contained a large number of items tat appeared to lend themselves to groups, or 
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dimensions of questions.  However, because the district only had raw data for surveys 

conducted in 1999, 2001, 2003, and 2005, application of factor analysis to all survey data 

was not possible.  This dilemma was resolved by using the factors identified in the 1999 

– 2005 survey data as proxy template or guide to analyzing the data from the 1989 – 1997 

surveys.  This was done because a review of the nine questionnaires revealed that there 

were two common characteristics in all the questionnaires - there was great commonality 

among the items and there were several groups of items common to all nine 

questionnaires that suggested the potential for extracted factors.   

Data from the 1999 – 2005 surveys were analyzed using principal components 

factor analysis (varimax rotation) to identify key factors for these four survey cycles.   

Item Analysis 

 Items loaded into the extracted factors were analyzed to identify the longitudinal 

trends.  Since the response scale was Likert-like, frequency results were used to identify 

the percent of responses that were positive.  Although the factors suggested composite 

themes running through the data, the item analysis probed the actual student perceptions 

driving these themes for each survey cycle and over the nine cycles.  Also, the factors and 

the component loadings were used to assess the extent to which the longitudinal data 

addressed district policy and decisions relative to the five district goals included in this 

study. 

Findings and Discussion 

 Principal component extraction factor analysis with the four survey data sets from 

1999 – 2005 resulted in teasing out four factors that were common across the four sets of 

results.   Teasing is used to describe what was done because the exploratory factor 
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analysis served to identify component scales across four surveys, which, in turn, were 

used to analyze the results across all nine survey cycle results.  The factor analysis 

indicated nine factor components with Eigenvalues greater than one loading for each 

year.  Two factors (Factor 1 and 2 in this study) surfaced as the first two scales for all 

four survey cycles.  A third factor scale (Factor 3) surfaced in the 1999, 2001 and 2003 

data as a third factor scale and in the 2005 survey as a fourth scale.  Another factor scale 

(Factor 4) was extracted as a third factor in 2005 and as a fourth factor in 2001 and 2004 

and as a fifth factor in 1999.  The items loaded into each factor were almost identical 

across the four surveys.  This consistency for the 1999 – 2005 results served as 

justification for evaluating the results from the 1989 – 1997 using the same factors.  

Using Kline’s suggestion regarding loading criteria, loadings below .30 for each factor 

scale were ignored (Kline, 2002). 

 The four factor scales extracted from the 1999 – 2005 survey results are 

summarized under the following descriptors: 

1. Instructional Experience 

2. Overall Experience 

3. Information  Communication 

4. School Environment 

These four scales were defined by the factor loadings (Kline, 2002).  While other 

questionnaire items loaded into additional factor scales that exceeded Eigenvalues of one, 

they were not deemed appropriate for this study because they were not items in each of 

the four questionnaires, they resulted in scales that did not speak to school climate, or did 

not appear to serve as measures of district goal attainment.   
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The reliability of the scales extracted from the 1999 – 2005 data was important if 

they were to be used as a template for evaluating data for all nine survey cycles.  Table 2 

identifies the four factors extracted from each of the four survey cycles between 1999 and 

2005 along with Chronbach’s alpha for each.  Except for two scales in 1999, the scales 

had alphas greater than .70, suggesting acceptable internal reliability (Pedhazur & 

Schmelkin, 1991).  Although 1999 factor scales 3 (Information Communication) and 4 

(School Environment) have alphas below .70 (.61 and .58 respectively), they probably 

reflect the smaller number of items loaded into the scales.  However, if the total 

intercorrelation of the items of each scale exceeds .25, the lower alphas are acceptable 

(Nunnally, 1978; Griffith, 1998). 

Table 2 
 
Student school climate scales for four survey cycles with internal reliability data 
 

  1999 survey cycle 2001 survey cycle 2003 survey cycle 2005 survey cycle 

 No.  Item No.  Item- No.  Item- No.  Item- 

Factor Scale of  total  of  total of  total  of  total  

  items Alpha correlation items Alpha correlation items Alpha correlation items Alpha correlation 

                 

1. Instrcutional Experience 9 0.79 0.30 10 0.88 0.43 10 0.88 0.43  9 0.87 0.43 

2. Overall Experience 7 0.71 0.26 8 0.80 0.34 7 0.80 0.37  9 0.86 0.40 

3. Information Communication 5 0.61 0.25 5 0.77 0.40 5 0.77 0.40  6 0.79 0.38 

4School Environment 4 0.58 0.26 6 0.78 0.38 5 0.78  0.41 5 0.78 0.41 

 

 Findings are reported in two formats – component results and longitudinal results 

by item within each factor.  Each of these results formats provides insight into the 

relationship between school climate perceptions and district goal attainment over time.  

The factor analysis results are valuable because the intercorrelations among the loaded 

items in each factor do suggest construct dimensions within each questionnaire and 

across the four questionnaires.  The longitudinal results by item variable within each 
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factor scale provide a more robust picture of student attitudes than one gets by looking at 

items discretely.  Likewise, using the factor scales and loaded items it is possible to track 

district goal attainment efforts over the same time period of 16 years. 

Factor 1: Learning Experience  

The items that loaded into Factor 1 accounted for 19%, 28%, 28%, and 29% of 

total item variance in each survey respectively.  Loaded items indicated student 

satisfaction with teachers, teaching practices, student-teacher relationships, quality of 

courses, learning environment, and satisfaction with the quality of English and math 

classes (Table 3). 

Table 3 

Loadings for Factor Scale 1 – Satisfaction with learning experience 

Factor Scale Items 1999 2001 2003 2005 
Satisfied with most teachers .691 .709 .705 .676 
Satisfied with teacher grading practices .676 .700 .698 .710 
Satisfied with teacher homework practices .582 .605 .637 .662 
Satisfied with quality of teaching .602 .664 .672 .628 
Treated respectfully by most teachers .573 .653 .625 .572 
Satisfied with learning environment .422 .559 .531 .454 
Satisfied with quality of English classes .442 .519 .517 .496 
Satisfied with quality of mathematics classes .338 .384 .424 .428 
Satisfied with quality of courses taken overall .400 .398 .413 .463 

 When the component variables of this factor are looked at for the nine surveys it 

is evident that for the 1989 and 1991 surveys there are missing data because several items 

had not yet been included in the questionnaire (Table 4).  However, the items in this scale 

address the learning environment experiences of the students and are consistent with 

constructs found by Griffith (1997, 1998, 2000).   
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Table 4 

Factor Scale1: Student satisfaction with learning experience and environment 

 

Percent of  Student Satisfaction* Factor Item 

1989 1991 1993 1995 1997 1999 2001 2003 2005 

Satisfied with most teachers 73 78 78 79 85 77 75 82 86 

Satisfied with teacher grading 
practices 

60 68 69 67 72 65 68 74 78 

Satisfied with teacher homework 
practices 

64 70 71 70 68 64 65 69 75 

Satisfied with quality of teaching 56 66 68 66 72 67 72 80 84 

Treated respectfully by most teachers NA 81 80 84 86 83 81 86 89 

Satisfied with learning environment NA 68 70 73 75 73 75 83 88 

Satisfied with quality of English 
classes 

NA NA 68 69 78 63 63 75 79 

Satisfied with quality of mathematics  
classes 

NA NA 68 69 78 63 63 75 79 

Satisfied with quality of courses 
taken overall 

NA 77 77 77 82 76 78 85 88 

NA = data were not collected during these years 

*Percent based on combine responses of “Yes (some of the time)” and “Yes (most of the 
time)” 

 A longitudinal analysis of the data indicates that student perceptions have 

experienced two cycles over the nine surveys.  From 1989 to 1997 there was a steady 

improvement in positive satisfaction that peaked in 1997.  Satisfaction declined from this 

peak in 1999 and 2001 before improving and peaking again at or above 1997 satisfaction 

levels.  These results are consistent across all the nine items (Figure 1).   
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Figure 1 

Factor Scale1: Student satisfaction with learning experience and environment 
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 The mirrored longitudinal patterns across the items that loaded into this factor 

provide insight into the attitudes of the students in the district with regards to the value 

they place on the learning experience.   The learning experience hinges on the actions of 

teachers as regards teaching and evaluating student work.  Also, students are suggesting 

that it is more than just teaching practices.  Equally important is how teachers treat 

students and the perceived quality of the environment in which the learning takes place.  

Perhaps one of the most interesting phenomena here is that students seem to connect their 

experience in English and math classes with their perceptions about the learning 

experience.  This may be because these two courses are at the core of the required 

academic curriculum.  All students take four years of English and at least two (in most 

cases more than two) years of mathematics. 

 Given that the items in this factor were identical across the 1999 – 2005 survey 

results, there is strong evidence suggesting the importance of considering the relationship 
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between student perceptions about the instructional experience over time and the 

implications for district goal attainment.  Looking at Goal 1, with its emphasis on 

promoting a high quality educational program for all students, it is evident that students 

measure quality in terms of their learning experience.  The positive satisfaction levels, 

although at or above 70% positive for several items over the nine surveys, do fluctuate 

significantly.  Students place great importance on the overall learning experience and 

perceptions across the component variables in this factor appear to respond in tandem, 

suggesting the strength between their intercorrelation.   

 Goal 1, with its focus on student achievement, is the backbone goal for the 

district. Academic test results (state and local) form the basis for measuring this goal.  

However, the components for Factor Scale 1 in this study suggest that student academic 

experiences are part of a complex web that includes perceptions about the school climate 

in which the learning and testing take place.  The concept of high quality programs is 

relative; however, it would appear that the items loading onto this factor scale render 

student judgments about their satisfaction with instructional issues in the context of a 

larger construct that extends well beyond what test scores may suggest in measuring 

attainment of Goal 1.  If we can assume that a 70% satisfaction level is an acceptable 

measure of positive satisfaction, then for the duration of the nine survey cycles student 

attitudes towards satisfaction with teachers, overall quality of courses taken, and how 

students were treated by teachers, there is a consistently positive perception.  Also, with 

the exception of 1999 and 2001, the long-term history of this factor scale indicates a 

gradual improvement of perception to 2005 where the satisfaction rate for component 

items ranges between a low of 75% positive to a high of 89% positive.  In deed, it would 
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appear that school academic climate suggested by Factor 1 is a legitimate construct for 

evaluating the intent of Goal 1 while at the same time providing insight into what 

students consider the most important dimension of their high school experience – their 

learning experience. 

 Factor 1 also has significant implications for district Goal 7 which specifically 

speaks to student perceptions about types and kinds of courses, teacher grading and 

homework practices, teaching practices in general, and the learning environment.   

Factor 2: Overall High School Experience 

 A second factor was equally revealing about the attitudes of students (Table 5).  

Here students seem to be saying that their high school experience has been positive and 

they enjoy school.  As such, the scale clearly addresses three of the district goals – Goal 1 

(high quality educational program for all students, Goal 6 (satisfaction with the level of 

recognition for performance, and Goal 7 (satisfied with the school experience overall).  

However, the scale also has implications for Goal 2 (attendance and personal behavior), 

Goal 3 (quality facilities), and Goal 5 (effective communication). 

Table 5 

Loadings for Factor Scale 2 – Student perceptions of overall high school experience  

 
Factor Scale Items 1999 2001 2003 2005 

Satisfied with overall high school experience .606 .537 .513 .560 
Finds school a positive experience .570 .495 .488 .459 
Given option, choose to attend current school .459 .486 .452 .471 
Satisfied with extra and cocurricular activities .472 .523 .509 .401 
Receives adequate recognition & appreciation .314 .411 .372 .405 

Table 6 notes the longitudinal history of the factor scale components.  Two 

variables appear to be especially important to this perceived level of satisfaction with 
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school – the quality of extra and co-curricular activities and the issue of recognition and 

appreciation for performances and accomplishments.  The satisfaction with their high 

school experience is such that it appears to be the frame of reference in reflecting on 

whether students, if they were ninth graders again, would choose the same school.  In a 

district where open enrollment allows incoming ninth graders to choose their school of 

preference, this factor provides insight into how perceptions of academic and social 

experiences may play a determining role in a student’s choice of schools.   

Table 6 

Factor Scale 2: Student perceptions of overall high school experience 

 

Percent of  Student Satisfaction* Items 

1989 1991 1993 1995 1997 1999 2001 2003 2005 

Satisfied with overall high school 
experience 

63 64 68 70 72 70 73 80 84 

Finds school a positive experience NA 55 55 56 55 52 61 75 83 

Given option, would choose to 
attend current school 

NA 65 64 65 70 65 66 71 74 

Satisfied with extra and co-
curricular activities 

54 65 63 65 66 65 71 77 82 

Receives adequate recognition and 
appreciation 

NA 55 55 53 54 52 58 64 69 

NA = data were not collected during these years 

*Percent based on combine responses of “Yes (some of the time)” and “Yes (most of the 
time)” 

 A subtle component in this factor is the issue of recognition and appreciation for 

performances and accomplishments.  The wording does not limit recognition to 

academics.  In fact, the relationship between the components of satisfaction regarding 
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extra and co-curricular activities and with the overall high school experience indicates 

that students, like most of us, judge our experiences in terms of how others value us.  

Interestingly, over three surveys (2001 – 2005), student positive perceptions about 

adequate recognition and appreciation has shown notable improvement.  As yet, 

satisfaction with recognition is well below satisfaction levels for the other four items in 

this factor (Figure 2) even though it has grown from a low in the fifty percent range to its 

2005  satisfaction level just below the 70% benchmark.     

Figure 2 

Student perceptions of overall high school experience 
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Over the nine survey cycles there has been a steady improvement in the 

perceptions of students regarding the five items loaded into the factor.  Since 1999 the 

improvement rate has been substantial.  Most notable here is that student satisfaction 

overall with their high school experience has grown from 63% positive in 1989 to 84% 

positive in 2005.  Although satisfaction with high school overall is not limited to 
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academic experience, this second factor scale would indicate that the learning experience 

is part of a perception about the overall experience which includes academic and social 

encounters.   

Factor Scale 2 provides an indirect, if not philosophical, assessment of Goal 1 

attainment.  It is difficult to believe that a student would suggest satisfaction overall with 

the high school experience if, in fact, what happened in the classroom was not a good 

experience.  Likewise, if school facilities, equipment, and safety standards (Goal 3) were 

not up to students perceived expectations, it is difficult to expect students would find the 

school experience positive. 

 Since Goal 6 focuses on improving student recognition, the data in Factor 2 

indicate district efforts here have produced results.  Also, the data reflect positively on 

Goal 7 which is concerned with the overall experience of students in high school.  Goal 7 

is probably the greatest benefactor of Factor 2 because it references overall high school 

experience.  Finally, it would appear that indirectly Factor 2 addresses Goals 2 and 5.  If 

the quality of a student’s high school experience overall is a composite of experiences, 

then it is reasonable to believe that the components of Factor 2 hold implications for that 

part of the school climate that is concerned with attendance, behavior, and 

communication.  Would the components of Factor 2 show long-term improvement if 

students were not satisfied with attendance, behavioral experiences, and communication? 

Factor 3: Information Communication 

 A third factor that emerged from the data suggests that students hold important 

the quality of communication about academics and activities (Table 7). 
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Table 7 

Loadings for Factor Scale 3 – Student satisfaction with information communication 

 
Factor Scale Items 1999 2001 2003 2005 

Informed about courses needed for post-
graduation plans 

.711 .706 .709 .709 

Informed about courses needed for graduation .736 .675 .688 .680 
Informed by teachers about attendance .479 .615 .647 .657 
Informed by teachers about grades and 
progress 

.527 .523 .572 .547 

Informed about school programs, plans, and 
activities 

.396 .558 .586 .623 

The loadings for Factor 3 account for 3%, 3%, 4%, and 6% of the total item variance 

respectively for the four survey cycles between 1999 and 2005. 

As noted in Table 8 and Figure 3, this factor references student satisfaction with 

communication on matters regarding graduation and post-graduation plans, attendance, 

grades, and school activities.  A quick review of the satisfaction levels over 16 years for 

the scale components indicates that perceptions are not easily changed.  Satisfaction 

levels for all scale component items hovered below 70% for several years before 

beginning an improvement cycle beginning  in 2001. 

Table 8 

Factor Scale 3: Student satisfaction with information communication 

Percent of  Student Satisfaction* Items 

1989 1991 1993 1995 1997 1999 2001 2003 2005 

Informed about courses needed for 
post-graduation plans 

NA 51 50 52 49 48 55 68 73 

Informed about courses needed for 
graduation 

59 66 66 68 69 67 72 86 90 

Informed by teachers about 
attendance  

NA 59 61 58 56 55 56 65 71 
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Informed by teachers about grades 
and progress  

35 69 70 69 68 61 69 76 80 

Informed about school programs, 
plans, and activities 

63 61 60 61 58 60 71 80 83 

NA = data were not collected during these years 

*Percent based on combine responses of “Yes (some of the time)” and “Yes (most of the 
time)” 

Figure 3 
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 No one would dispute the importance of communication within any organization.  

Given that the student population within the high schools of this district range between 

1,900 and 2,600 students per school, adequate and timely information on matters 

regarding graduation requirements, post-graduation plans, attendance, and grades and 

academic progress is probably not an easy task.  This is especially true since high schools 

are more than just academic environments and students also place value on how well they 

are kept informed about school programs, plans, and activities.  The satisfaction levels for 

these communication items, as reflected in Factor 3, indicate that the district has made 
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remarkable progress in improving the quality of communication of information deemed 

important to students, especially as it relates to grades and academic progress. 

 District Goal 5 focuses on promoting communication among students regarding 

academic progress, grades, attendance school activities, and courses needed for 

graduation and post-graduation plans.  Generally, student attitudes regarding these 

objectives languished between 50% and 69% satisfied between the 1989 and 1999 before 

demonstrating marked improvement from 2001 through 2005.  If the district and its high 

schools have pursued specific efforts to improve communication with students it appears 

they have found success on both the academic and student activities fronts since 1999.  

Again, the intercorrelation of the variables in this factor is evident in the patterns of 

positive perceptions over the nine survey cycles.   

 Again, the scales in this factor also speak to district attainment in other goals, 

especially Goal 1.  Student achievement, the focus of Goal 1, is subject to student 

attitudes about whether they are kept informed regarding what is expected of them and 

how they are doing in meeting these expectations. In addition, with the emphasis on 

student attendance in Goal 2, the implications of Factor 3 are that students are well aware 

of the relationship between attendance and academic progress.  Also, it is important to 

keep in mind that high school students have an age range that suggests many of them see 

themselves as young and responsible adults who should be kept in the information loop.  

If high school students feel they are adequately informed, then they are more likely to be 

satisfied with their high school climate.  

Factor 4: School Environment 
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 A fourth factor concerns student perceptions about safety, discipline practices, 

and quality of facilities and equipment (Tables 9 and 10).  What makes this factor 

interesting is that on the surface the variables loaded might appear to be cosmetic issues.  

However, considering the high premium students place on their overall school experience 

as noted in Factors 1 and 2, the intercorrelation of the variables in Factor 4 make sense.  

Both the academic and student activity experiences of students take place within the 

context of school facilities and under the supervision of staff.   

Table 9 

Loadings for Factor Scale 4 - Student satisfaction with school environment - safety, 
student discipline policies and practices, and the quality of facilities and equipment. 

 
Factor Scale Items 1999 2001 2003 2005 

School buildings & grounds in good condition .655 .671 .689 .635 
School buildings & grounds adequate & safe .603 .720 .688 .648 
School is a safe place to be .468 .669 .570 .604 
School equipment adequate & in good 
condition 

.464 .603 .610 .597 

Discipline policies and practices 
communicated well to students 

.690 .455 .399 .518 

Discipline policies and practices consistently 
applied 

.754 .422 .447 .528 

Griffith (1997, 1998, 2000) and Stockard and Mayberry (1992) found that student 

perceptions of facilities and safety are important components of school climate 

constructs.  Factor 4 for the four survey cycles from 1999 through 2005 accounted for 

3%, 3%, 3%, and 3% of the total variance in responses to the survey items respectively. 
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Table 9 

Factor Scale 4: Student satisfaction with school safety, student discipline policies and 
practices, and the quality of facilities and equipment. 

 

Percent of  Student Satisfaction* Items 

1989 1991 1993 1995 1997 1999 2001 2003 2005 

School buildings and grounds are in 
good condition 

56 64 71 67 64 60 77 79 87 

School buildings and grounds 
adequate and safe 

NA 69 71 73 78 73 85 87 92 

School is a safe place to be  NA 72 71 76 84 76 83 88 91 

School equipment adequate and in 
good condition  

46 54 56 54 58 56 69 74 82 

Discipline policies and practices 
communicated well to students 

35 55 54 51 55 62 74 80 82 

Discipline policies and practices 
consistently applied 

35 49 48 47 49 55 73 78 80 

NA = data were not collected during these years 

*Percent based on combine responses of “Yes (some of the time)” and “Yes (most of the 
time)” 

A longitudinal look at the variables in this factor reflects positively on efforts to 

improve student perceptions (Figure 4).  Since several of these items are related to 

facilities and equipment it would appear that changing student perceptions would involve 

considerable capital expense over time. 
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Figure 4 

Student satisfaction with school safety, student discipline policies and practices, and the 
quality of facilities and equipment. 
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 As noted in Table 10 and Figure 4, student perceptions suggested by this factor 

have shown significant improvement longitudinally.  However, there are three 

noteworthy influences on these results.   First, the student survey in 1999 commenced just 

days following the Colombine incident in Colorado.  Results for that year appear to 

reflect this tragic event as perceptions linked to safety dropped substantially before 

recovering and improving between 2001 and 2005.  Second, a major change in California 

since 1999 has been a revamping of state and local discipline policies and practices that 

focus on consistency in handling of student discipline issues. Third, since 2001 the 

district has been engaged in an extensive remodeling and new building construction 

program that has transformed all schools into very contemporary learning environments.  

Safety, quality of equipment, and appearance have all benefited from these changes.   

The very high satisfaction levels for the variable items in Factor 4 for 2005 as 

compared with those throughout the 1990’s are easily noted.  They provide some 
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indication of possible results of district efforts to improve school buildings, grounds and 

equipment as prescribed by Goal 3.  Improving the physical qualities of the learning 

environment, in conjunction with improved discipline supervision practices, has probably 

influenced student perceptions of safety on campus.  The challenge, over time, will be to 

maintain these satisfaction levels as facilities and equipment begin to age. 

It would be difficult to conceive that student satisfaction with school overall (Goal 

7) and the quality of the instructional program (Goal 1) would be up to standard if 

students perceived that the environmental qualities of the school were not adequate or 

safe.  Factor scale 4 has major implications for school climate which impacts instruction, 

co-curricular activities, and the overall general atmosphere on campus.   

Finally, Factor 4 (school environment) says much about district Goal 4 (sound 

management of district resources).  Since 1989 all components in this factor have shown 

marked improvement towards positive perceptions which are at or above 80% for 2005.  

This is compared to positive satisfaction levels ranging between 49% and 72% in 1991.  

Also of note is the substantial positive performance of components in this factor since 

2001.  The latter can be easily linked to policies and decisions that have steered the 

district towards major school facilities and equipment improvements.    

Conclusions 

 Taken together, these factors and their component variables suggest that student 

attitudes about their high school experience are rooted in academic, overall experience, 

communication, and environmental encounters.  Also, these factors provide a measure of 

district success in meeting the expectations suggested by all seven district goals, three of 
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which were not previously evaluated using student survey data.  Another conclusion is 

that the findings speak longitudinally to a healthy, and apparently improving, student 

climate in the district.   

Implications of Factor Scales for District Goal Attainment 

 It is easy to focus evaluation of school on test results and lose sight of the many 

other aspects of a school that may be influencing students.  A school district that has 

committed to broader long-term goals has made a commitment to evaluating 

effectiveness from multiple perspectives.  These goals must, of necessity include 

provisions for evaluating student achievement.  But it is important that they also address 

the routines of running schools (Marzano, Walters & McNulty, 2005).  By assessing 

attainment of district-wide goals using multiple sources of data, including student survey 

results, the district in this study is acknowledging the complexity of variables at work in 

school environments.   

 The district in this study was using, among other sources of data, results from a 

biennial student survey to help measure goal attainment in four of the seven district goals.  

These four goals focused on student achievement, quality of facilities and equipment, 

communication, and overall characteristics of the school/district.  Of the fifty question 

contained in the student survey, twenty-four questions were being used to evaluate goal 

attainment.  Certainly these 24 items were legitimate sources of data for assessment 

purposes as they were designed for their intended use.  However, the four factor scales 

that emerged in this study suggest two conclusions.  First, several survey questions were 

useful in measuring multiple goals.  Second, the factors themselves provide great value 
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for evaluating all seven goals, including goals focused on attendance/student behavior, 

use of fiscal resources, and recognition which previously used no survey data.  In 

essence, the district had been missing an opportunity to evaluate goal attainment at 

another level. 

The following table summarizes the implications of each factor for the seven 

district goals. 

Table 11 

Factor scale implications for district-wide goals 

 

Factors Goals Implicated  Factor Implications for Goals 

1. Learning 
Experience 

Goal 1: District will provide high 
quality curricular and co-
curricular programs as measured 
by student achievement data. 

Goal 3: District will provide and 
satisfactorily maintain adequate 
and secure physical facilities, 
grounds, and equipment. 

Goal 7: District will provide 
programs and implement 
decisions to promote student 
satisfaction with the support, 
quality, and characteristics of the 
district. 

1. Student satisfaction with instructional 
experience hinges on teacher actions. 

2. English and math course experiences appear to 
be critical references for student perceptions of 
instruction. 

3. A focus on test score improvement and/or 
instructional practice is not sufficient alone to 
improve the learning experience of students. 

4. Student perceptions of the learning experience 
are influenced by district policies and decisions. 

5. For students, the learning environment is, in 
part, a function of perceived quality of facilities, 
equipment, and safety. 

2. Overall High 
School 
Experience 

Goal 1: (see above) 

Goal 3: (see above) 

Goal 6: District will properly 
recognize students for outstanding 
accomplishments. 

Goal 7: (see above) 

 

1. Student satisfaction with school overall reflects 
the complex relationship between academic and 
non-academic experiences. 

2. Overall high school experience is also a function 
of student recognition which is both academic and 
co-curricular. 

3. It is difficult to imagine students would have an 
overall comfort level at school if the school 
environment was not conducive to their academic 
and non-academic needs. 
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 4. Students are valued through recognition for their 
accomplishments. 

3. Information 
Communication 

Goal 1: (see above) 

Goal 2: Districts provides 
environment and programs so 
student meet district standards in 
attendance and personal behavior. 

Goal 5: District will provide 
effective internal and external 
communications 

Goal 7: (see above) 

1. Again, student satisfaction with school reflects 
the relationship of academic and non-academic 
experiences. 

2. The quality of communication regarding student 
progress has implications for student achievement 
and perceptions about the learning experience. 

3. Students gauge school climate, in part, based on 
how well they are communicated with on maters 
academic, attendance, and activities. 

4. School 
Environment 

Goal 1: (see above) 

Goal 3: District will provide and 
satisfactorily maintain adequate 
and secure physical facilities, 
grounds, and equipment. 

Goal 4: District provides sound 
management of district resources. 

Goal 5: (see above) 

Goal 7: (see above) 

 

 

1. The physical qualities of the school environment 
influence student perceptions school climate.     

2. Students equate the quality of the site and 
equipment with their sense of safety within the 
school.   

3. Communication about and application of 
discipline policies and practices are part of student 
perceptions about the total school environment.  

4. There is a link between student perceptions of 
facilities, equipment, and sense of safety and their 
overall assessment of school climate which 
includes academic experiences. 

5. How school and district resources are used 
impacts student perceptions of school climate. 

  

 

If we assume that the findings presented here reflect, in part, the results of efforts 

on the part of the district to address the intent of the district goals, then one conclusion is 

that over time there has been an improvement in student perceptions on matters related to 

all seven goals.  In this sense, the district has acted as a learning organization (Senge, 

1990) and has responded to student insights.  It is difficult to conceive of sustained 

improvement over 16 years if the district was not responding to feedback from data 
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gathered to measure goal achievement.  The confirming quality of data in this study may 

indicate that it is valuable to consider the picture painted by discrete survey items when 

results are extracted to create factors.  The factors provide a robust interpretation of 

district goal achievement as it pertains to students.  

Implications for School Climate District-Wide  

Another interesting quality of the factors is that they provide insight into the 

student school climate within the district as a whole.  The issue of school climate is 

important (Freiberg, 2003).  Surveys have been found to be valuable in measuring school 

climate (Griffith, 1997, 1998, 2000; Stevens & Sanchez, 2003).  What makes the factors 

in this study especially valuable is that they address school climate district-wide which 

Anderson (1982) found to be a difficult task.   

The survey factors revealed in this study reflect the combination of academic, 

overall satisfaction with school, communication, and environmental experiences of 

students.  The breadth of variables covered by these factors suggests that students judge 

their education based on a complexity of experiences related to the organizational 

routines of the school environment.  The intercorrelations among the variable items 

loaded into the four factors speak to this complexity and suggest students in the district 

sense positive improvements are taking place.  Complex data require a multiple 

dimension approach to evaluation (Freiberg, 1989, Kaufman, Herman & Watters, 2002) 

and the use of factor analysis helped to explore the meaning of data generated by the 

large number of items in each survey of this study.   The factors provide a balanced 

picture of student attitudes.  These factors, when considered with the markedly improved 
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satisfaction levels of component items over 16 years, could indicate that students are 

generally satisfied with their experience.  The student climate in the district appears to be 

supportive of the educational experiences promoted by the district especially since 1999.   

The Larger Longitudinal View 

This study supports the idea that schools are complex institutions and evaluation 

of their effectiveness should consider data derived from multiple sources.  It also supports 

the value of longitudinal measurement of goal performance as opposed to time-ordered 

approaches (Pedhazur & Schmelkin, 1991). Whether resulting data are used for 

assessment and planning purposes (Kaufman, 1995; Kaufman, Herman & Waters, 2002) 

or to evaluate goals, policies, and decisions, such data should, in the case of high schools, 

include the attitudes and perceptions of students.  Given their age, years of experience in 

school environments, and apparent willingness to render opinions, high school students 

are a valuable source of insight into the effectiveness of schools on multiple fronts. 

The four factor scales that emerged from this study reflect well on the use of 

student survey data to measure district-wide goal attainment.  They also provide an 

argument in favor looking at student perspectives on school climate.  They also reflect 

well on the concept of long-term assessment of goal attainment and school climate.  Nine 

survey cycles over 16 years provides an opportunity to look at a more robust set of data.  

The great value here is that the longitudinal approach allows a school district to track the 

effectiveness of policies and decisions.  Long-term goals imply long-term actions, 

assessment, and reaction in an effort to met the intent of said goals.  Only longitudinal 
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data will provide the feedback that speaks to the issues of adjustment and fine tuning 

implied by decision making that is aligned with long-term goals.   

Moreover, improving student achievement is not a quick fix.  Nor should it be a 

discrete activity.  The effort to improve student performance must proceed on a broad 

front.  If, as several researchers have suggested (Hoy & Tarter, 1997; Freiberg, 2003; 

Goddard, Hoy, & Woolfolk Hoy, 2004) student academic performance is especially 

susceptible to student perceptions regarding the larger context of the school, then efforts 

to improve student achievement must be paralleled by efforts to strengthen the school 

climate.  Results of this study clearly suggest that the perceptions of students are 

balanced between academic interests and social experience.  It would appear that learning 

experiences in key subjects, such as English and mathematics, provide a foundation upon 

which students base their opinions of the larger curricular experience.  On the one hand 

this is good; these two subjects are at the heart of what is taught in school.  However, the 

challenge for high schools is to ensure that student experience in these two subjects is 

positive and productive for reasons both academic and social.   

The complexity of variables in the four factors of this study emphasize just how 

intertwined the academic, social, organizational, and environmental routines of a high 

school are in the minds of students.  The intercorrelations among the variables in these 

factors suggest that from a student frame of reference, school climate is tied to the larger 

learning experience.  High school student learning experiences are impacted by 

composite, not simply isolated, experiences.  To improve the learning experiences of 

students it is important to reflect on this complexity and to not just focus on improving 

test scores. 
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The Culture of Measurement 

One of the indirect outcomes of this study may be a conclusion about the effect of 

the student survey process itself on student climate.  A willingness to gather the 

perceptions of all students reflects openness on the part of the district.  Research suggests 

that a sense of openness within a school environment is important (Hoy, Tarter, & 

Woolfolk Hoy, nd).  Since results of the survey are published and efforts made to address 

results, it may be that what is or has emerging in the district is a climate where students 

know their opinions are important.  The openness of the district’s self evaluation process 

would seem to empower students and perhaps influence their performance both 

academically and socially. 

Recommendations 

 The results of this study may provide a case in favor of using high school student 

survey data to assess district-wide school climate qualities.  Certainly the constructs that 

emerged in this study are similar to climate constructs found in other studies.  These 

constructs can be used to evaluate the complex structures that comprise student 

perceptions of school climate.  Since school districts are composites of the discrete 

climates of member schools, it would be valuable to the policy and decision making 

efforts of a district to evaluate student perceptions of school climate district-wide. 

 School districts that set goals to guide policy and decisions need to consider the 

value of longitudinal student school climate data as one source of data for measuring goal 

attainment.  However, taking such action requires a commitment to maintaining the goals 

for an extended period of time and maintaining measurement methods for an equal period 
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of time.  The payoff to the longitudinal approach is that it allows for continuous feedback 

and therefore an opportunity to observe the effects of fine tuning policies and decisions.  

Fullan (2005) has suggested there is value in such an approach because the mix of long-

term and short-term action allows for continuous intervention as needed. 

High school environments are complex communities of students, staff and 

parents.  Thus, the attitudes of students are important if we are to gauge whether the 

larger goals of the school are being met.  However, it is equally important to assess the 

attitudes of staff and parents.  Comparing the perceptions of these three groups on 

common variables could prove to be especially valuable in measuring not only 

achievement of district goals but also school climate.  It would also be interesting to use 

the factors generated in this study to evaluate the school climate at each school in the 

district and at each grade level within each school.   

 As schools and districts work to improve student achievement, they must not lose 

sight of the importance of the school climate and the perceptions that students have about 

their learning experience.  District policies and practices should reflect a reading of 

school climate data. The four factors identified in this study provide a template for 

conducting such an assessment.  What is needed are data from other schools and districts 

that can be used to assess the value of these factors. 
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Abstract 
 
Norway and Singapore are two countries where both ethnic majority and ethnic minority 

adolescents endorse prosocial behavior, civic harmony, and religious tolerance. In this study, 332 

Muslim and 432 non-Muslim young adolescents (mean age = 13.7) described the ideal man and 

woman by rating the importance of ten qualities and drawing pictures of the ideal person. Two 

hundred sixty-eight of these participants also listed their future occupational possibilities.  It was 

hypothesized that most participants would express prosocial values.  Additionally, it was 

hypothesized that Muslim adolescents would demonstrate higher aspirations and occupational 

ambitions than non-Muslim adolescents and that minority Muslim adolescents would be likely to 

adopt some values of the majority culture in which they lived. Adolescents from Norway and 

Singapore drew many pictures of the ideal person helping others. Muslim and non-Muslim 

adolescents valued kindness, honesty, and liking children but differed in how important they 

thought these qualities were for the ideal (ps < .05). Muslim adolescents expressed higher career 

aspirations than non-Muslims (p < .01).  Muslim Singaporeans seemed to incorporate aspects of 

latest fashions and brand names into their identity constructs more often than did Muslim 

Norwegians, whereas Muslim Norwegians incorporated nature, the outdoors and sports more often 

than did Muslim Singaporeans.   In summary, regardless of their religious and ethnic backgrounds, 

Norwegian and Singaporean youth espouse prosocial values and show positive identity 

development, ideals and aspirations.  
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The Personal Aspirations and Cherished Ideals of Muslim Adolescents Living in Norway 

and Singapore 

In the world today, some Muslim adolescents feel disaffected and alienated from 

the mainstream; in 2005 the news media reported discrimination against Muslims in 

France, Belgium, New Zealand, and other countries. Incidents of reported discrimination 

are rare in the countries of Norway and Singapore where both ethnic majority and ethnic 

minority adolescents endorse prosocial behavior and civic harmony and there is relatively 

less tension and more acceptance of religious differences (Chang, Gopinathan & Kam, 

1999; Chong & Yip, 2003; Leirvik, 2003). In The Thoughts of Youth: Adolescents: An 

international perspective on adolescents’ ideal persons Gibbons and Stiles (2004) found 

that valuing of kindness, honesty, altruism, and concern for children were especially high 

in Norway and Singapore. The social environments, government policies, and national 

values of these two countries promote understanding, tolerance, and the welfare of all 

citizens; these are good environments for young people as they are growing up. The 

central task of adolescence is identity formation and “...bi-cultural development is one 

natural pathway for immigrant children and other children growing up in a multi-cultural 

context” (Sam & Oppendal, 2002, ¶ 25). Norway and Singapore, two countries that 

promote peace and understanding, may foster healthy bi-cultural identity development of 

their adolescent minorities. 

 Norway has a population of about 4,5 million, a GDP per capita of  $36,600, and 

is ranked first among 177 countries on a Human Development Index rank. Norway is the 

sponsor of the Nobel Peace Prize and a world leader in the proportion of GNP provided 

in aid to the world's poorest countries. In Norway freedom of religion is guaranteed. The 

majority of Norwegians are Christians; Islam is the largest of the non-Christian religions. 
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Tolerance, honesty, human kindness, independence, and equality (especially as it relates 

to gender-roles) are important Norwegian ideals. 

Singapore has a population of about 4,4 million, a GDP per capita of  $24,040, and is 

ranked 25th of 177 countries on a Human Development Index. “Singaporeans consider their nation 

to be unique among modern societies because they hold to traditional Asian values while also 

prizing modern ideas and progress…. [In Singapore] there is an extremely strong emphasis on 

racial harmony and relevant historical events. As the tiny city-state is a multi-racial [sic] society, 

materials that may breed ill-will among its population or cause religious disharmony are not 

tolerated, even on the Internet” (ProQuest Information and Learning, 2005, ¶ 1). Singapore’s three 

major ethnic groups are Chinese, Malay, and Indian. Ethnic Chinese in Singapore are Buddhists, 

Taoists, Confucianists, and Christians. Ethnic Malays are almost entirely Muslims; Malays include 

peoples originating in Malaysia and Indonesia. Ethnic Indians are mostly Hindu. Whatever their 

ethnic group, the values of Singaporeans are referred to as Asian values; Singaporeans value 

discipline, self-control, education, honesty, interdependence, harmony, conformity, and humility. 

 In Norway and Singapore, Muslims belong to religious and ethnic minority 

groups and although they enjoy many advantages living in these countries, they are less 

privileged than members of the majority groups. Most Muslims in Norway came there as 

part of the labor migration of the 1970’s, to join relatives in Norway, or as refugee and 

asylum seekers since the 1980’s. Norway is a wealthy country that is committed to social 

equality, but Muslims in Norway tend to live in more modest housing, have lower levels 

of school achievement, and higher unemployment rates than Norwegians of Nordic 

origin. Muslims in Singapore did not come to Singapore as immigrants, they have lived 

there since the nation gained independence in 1965.  Yet, on average, Muslims in 

Singapore have lower incomes and lower levels of school achievement. 
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The purpose of this study was to better understand the personal aspirations and ideals of 

ethnic majority adolescents and ethnic minority adolescents (of Islamic heritage) living in Norway 

and Singapore through examining their future goals and ideas about the ideal man and woman. In 

this study 332 Muslim and 432 non-Muslim adolescents described the ideal person and drew a 

picture of the ideal engaged in an activity. An additional 268 of these adolescents identified their 

choices for future occupations. It was hypothesized that prosocial values would be espoused by the 

majority of adolescents and that Muslim adolescents would have higher aspirations and more 

concern about future employment possibilities than non-Muslims. It was further hypothesized that 

the minority Muslim adolescents would embrace certain values held by the majority in their 

respective host countries: nature, sports and gender-role equality in Norway and traditional gender-

roles, an intense work ethic, and pursuit of material well-being in Singapore. 

Method 

Participants 

 This study of 764 youth involved a total of 366 girls  (11-17 years, mean age = 13.71) and 

398 boys (11-17 years, mean age = 13.65) in Norway and Singapore. The study in Norway 

involved 165 adolescent children of Islamic heritage and 247 children of Christian heritage; in 

Singapore the study involved 167 adolescent children of Islamic heritage, and 185 whose heritages 

were in the Chinese values of Buddhist, Taoist, and Confucianist traditions. Participation was 

anonymous and voluntary;  .9% omitted their ages and 34.3% omitted their fathers’ occupations.  

Participants in Norway were recruited from three Oslo area public schools that had large 

numbers of immigrant and refugee students. Most Muslim students had parents from Pakistan, 

Turkey, Morocco, Iran, Iraq, and Somalia. Bratt (2002) found that Muslim immigrant groups with 

different ethnic backgrounds in Norway appear to hold a common ingroup identity. Although the 

participants attended the same schools and were living in the same communities, the Nordic 

Norwegians had more fathers with higher occupational status than the Muslim immigrant groups 
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did. Of those students listing fathers’ occupations, a larger proportion of non-Muslim students 

(50%) than Muslim students (32.3%) had professional fathers (p. <.05).  

Participants in Singapore were recruited from Muslim and Chinese cultural/religious centers 

and five government schools. In Singapore, adolescents understood the term race to refer to culture, 

religion, and ethnicity. Muslim students in Singapore most often described their “race” as Malay, 

but also as Javanese, Boyanese, and Islam. Of those students listing fathers’ occupations, 33% of 

Muslim students and 40% of non-Muslim students had fathers who had professional occupations.  

Materials  

Participants rated (on a scale of 1 to 7, with 7 indicating very important) the importance of 

10 qualities of the ideal man or woman and drew a picture of the ideal engaged in an activity. Two 

hundred sixty-eight of these same adolescents also listed their future occupational possibilities. 

Participants in Singapore completed questionnaires in English, the language of instruction tin 

schools there. Participants in Norway completed questionnaires in Norwegian; these were 

translated into English and back-translated into Norwegian for verification. 

Procedure 

 Multivariate ANOVA’s were used to study ratings of the ten qualities of the ideal; chi 

square tests were used to study drawings of the ideal man or woman. Drawings were scored on 25 

categories; 12 categories relevant to the study were analyzed statistically. Inter rater reliability on 

the drawings has ranged from to .67 to 1.00 (Stiles and Gibbons, 2001). For Muslim and non-

Muslim adolescents living in Norway and Singapore, the two most popular future occupations were 

identified and ANOVA’s were used to study the number of professions being considered as 

possibilities.   

Limitations 

 The instruments used in this study included three self-report measures – a 

questionnaire on the ideal person, a listing of occupational possibilities, and a drawing of the ideal 

person. The questionnaire on the ideal person was limited to ten predetermined choices, which may 

or may not have been the most relevant and meaningful for youth from Singapore and Norway. The 
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drawing of the ideal person was open-ended and allowed for individual and cultural interpretations; 

yet, drawings are not easily subjected to statistical analyses. Due to the smaller sample size in the 

investigation of the listing of occupational possibilities, findings pertaining to future work should 

be interpreted cautiously. The findings from the three self-reporting instruments used in this study 

must be interpreted cautiously. The use of any self-reporting instrument has to account for the 

probability that respondents might provide responses that reflect either social acceptability or 

adolescent rebellion. The incidence of socially desirable responses might be higher in Singapore 

than Norway, thus comparing data between these two countries might not produce valid and 

reliable results. 

 

Results 
 

Ratings of ideal 

Table 1 presents the means and standard deviations for each of the ten qualities of 

the ideal person. There were no significant interactions between religious heritage and 

residence. Muslim and non-Muslim adolescents differed in how important they thought it 

was for the ideal man and woman to like kids, to have average height and weight, to be 

very intelligent, to have a lot of money, to be kind and honest, to have good looks and to 

have a good job, F s (1, 742) = 4.26, 10.32, 38.93, 23.66, 8.63, 7.78, and 14.23, 

respectively, ps < .05. Norwegian and Singaporean adolescents differed in how important 

they thought it was for the ideal man and woman to like kids, to have a lot of money, to 

be sexy, and to have a good job, F s (1, 742) =  5.21, 4.16, 25.58, and 4.03, respectively, 

ps < .05.  

Table 1  
 
Means and Standard Deviations of Ratings Of Importance of Ten Qualities of the Ideal Person  
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    Muslims non-Muslims Norwegians Singaporeans 
 

 
 
Kind and honest  6.47 (1.18) 6.70 (.76) 6.66 (91) 6.54 (1.04) 
 
Likes kids   5.92 (1.41) 5.70 (1.30) 5.89 (1.29) 5.69 (1.44) 
 
Good job   5.83 (1.41) 5.34 (1.41) 5.42 (1.41) 5.73 (1.41) 
 
Very intelligent   5.49 (1.43) 4.80 (1.47) 5.01 (1.47) 5.23 (1.51) 
 
Fun    5.44 (1.54) 5.43 (1.30) 5.44 (1.33) 5.42 (1.50) 
 
Good looks   5.13 (1.77) 4.77 (1.69) 4.97 (1.76) 4.87 (1.71) 
 
Average ht. wt.   5.02 (1.68) 4.58 (1.77) 4.69 (1.74) 4.88 (1.74) 
 
Lot of money   4.21 (1.89) 3.51 (1.74) 3.67 (1.93) 4.01 (1.70) 
 
Popular    3.74 (1.90) 3.52 (1.77) 3.58 (1.84) 3.66 (1.81) 
 
Sexy    3.71 (2.23) 3.78 (2.03) 4.11 (2.13) 3.30 (2.13) 
 
 

Drawings of ideal  

Table 2 presents the percentage of drawings featuring each of certain qualities of the ideal 

person. Muslim adolescents drew significantly more pictures than non-Muslim adolescents of the 

ideal man and woman with religious themes, traditional gender roles, and studying or thinking. In 

addition to comparing the drawings Muslims and non-Muslims and Norwegians and Singaporeans 

on 12 categories, specific comparisons were made on five categories between Muslim adolescents 

living in Norway and Muslim adolescents living in Singapore. Significantly more Muslim 

adolescents in Norway (23.9%) than Muslim adolescents in Singapore (7.2%) drew pictures of 

sports, p  < .001 and significantly more Muslim adolescents in Norway (22.7%) than Singapore 

(8.4%) drew pictures of nature and the outdoors,   p < .001. Significantly more Muslim adolescents 

in Singapore (18.1%) than Norway (6.1%) drew pictures of the ideal with brand names or insignia. 
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Although Muslim adolescents did not differ with respect to gender-roles, significantly more non-

Muslims in Norway than non-Muslims in Singapore drew the ideal in traditional roles (p < .01) and 

significantly more non-Muslims in Norway than non-Muslims in Singapore drew the ideal in non-

traditional roles (p < .001). Examples of non-traditional gender roles were the ideal man doing 

housework and the ideal woman repairing machines. 

Table 2 

Percentages of drawings displaying certain qualities of the ideal person  

 

 

    Muslims non-Muslims Norwegians Singaporeans 
 

 
 

Helping, caring for 29.4 26.5 29.3 26.3   
others, nurturing 
   
Smoking, drinking,   .3 2.8* 2.9 .3** 
drugs  
  
Religious themes  6.4 1.1*** 1.7 5.5** 
  
Nature, outdoors 13.5 27.1*** 33.3 12.3*** 
 
Sports 12.7 18.6 30.2 7.3***  
 
Non-traditional  11.7 13.8 17.7 7.1*** 
gender-roles 
 
Traditional  30.4 24.3* 30.4 23.3*   
gender-roles 
 
Working in a  31.9 29.5 32.9 29.7 
paid job 
 
Achievement 14.1 13.7 13.0 14.8   
and success 
 
Studying, thinking 21.2 13.8* 19.4 17 
 
Brand names  12.8 9.0 14.8 7.0**  
or insignia  
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Money, wealth 9.4 7.0 6.1 10.3* 
 
Note. * indicates significant difference at *p < .05.   * *p < .01.   * * *p < .001. 
 
Occupational aspirations 

The most popular occupational possibilities listed by Nordic Norwegians were 

police officer and professional athlete; the most popular occupational possibilities listed 

by Muslim adolescents in Norway, by Muslim adolescents in Singapore, and by Chinese 

adolescents in Singapore were medical doctor and business person/manager. Muslim and 

non-Muslim adolescents and Norwegian and Singaporean adolescents differed in how 

often they selected professional occupations as possibilities F s (1, 267) = 9.93, 18.30, 

respectively, ps < .01. Compared with the mean number of professions listed by non-

Muslim adolescents, the mean number of professions listed by Muslims was higher (M = 

3.06, SD = 3.14, M = 1.86, SD = 2.27, respectively); compared with the mean number of 

professions listed by Norwegian adolescents, the mean number of professions listed by 

Singaporeans was also higher (M = 3.26, SD = 3.20, M = 1.57, SD = 1.28, respectively). 

Fathers’ occupational status did not significantly effect the number of professional 

occupations chosen (p <. 08). Unfortunately, there was a small sample listing future 

occupations and information on fathers’ occupations was often missing. Also missing 

was information about educational track for most Norwegians. In Singapore where 199 

students reported their educational track, students in the highest and elite educational 

track listed significantly more professional occupations (M = 4.31, SD = 3.77) than 

students in moderately advanced track (M = 3.14, SD = 2.80) and students in the general 

academic track (M = 2.35, SD = 2.71),  F  (2, 198) = 6.91, p < .01.  

 

Discussion 
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Prosocial values 

This sample of adolescents expressed prosocial values. Adolescents from both 

countries and from both Muslim and non-Muslim heritages assigned their highest ratings 

to the importance of the ideal person being kind and honest. More than 25% of these 

adolescents (from both countries and religious heritages) illustrated the ideal person 

helping, caring for, and nurturing other people. Figure 1 shows the ideas of a 15-year-old 

Javanese girl from Singapore who drew this picture of the ideal man with a heart of gold 

who is always giving a helping hand; the ideal man likes helping others and in this case 

he is helping an old woman.   

 

 

The drawing on the left of Figure 2 also illustrates helping other people; in this 

drawing a 16-year-old girl of Pakistani heritage living in Norway drew the ideal woman 

as a lawyer defending her client. Other drawings of the ideal person illustrated prosocial 
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behaviors such as helping others, caring for children, being kind, practicing religious 

beliefs, showing religious tolerance, and refusing to smoke, drink alcohol, or take drugs. 

High occupational aspirations 

Higher aspirations were held by Muslim adolescents compared with non-

Muslims. This sentiment is evident in Muslim adolescents’ relatively stronger 

endorsement of the importance of having a good job, being very intelligent, and having a 

lot of money, and in the significantly greater number of professional occupations listed. 

Muslim adolescents also drew significantly more pictures than non-Muslim adolescents 

of the ideal person studying or thinking.  

Singaporeans compared with Norwegians also gave stronger endorsements to the 

importance of having a good job, and having a lot of money and they listed a 

significantly greater number of professional occupations. Singapore is a meritocracy and 

in Singapore occupational aspirations were significantly related to adolescents’ 

educational track. 

So, why do Muslim adolescents compared with non-Muslims adolescents in their 

respective countries hold higher occupational aspirations and place greater emphases on 

intelligence and studying? It may be that they perceive education and professional 

training as the best way to improve their economic condition and serve their families and 

communities. Previous research has also found that new immigrant and minority group 

youth may have higher achievement motivation than their majority group peers (Stiles, 

Gibbons, Lie, Sand & Krull, 1998; Suárez-Orozco & Suárez-Orozco, 1995). 

Evidence of bi-cultural identity formation 

It was hypothesized that the minority Muslim adolescents would embrace certain values 

held by the majority in their respective host countries. Results concerning this hypothesis were 
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complex and somewhat unexpected. Singapore is a more conservative country than Norway and 

gender-role equality is a cherished ideal in Norway therefore it was expected that Muslim 

adolescents in Singapore would be more conservative and Muslim adolescents in Norway would be 

more non-traditional. But it was not the case that Muslim adolescents in Norway compared with 

Muslim adolescents in Singapore differed significantly in how often they drew the ideal in either 

traditional or non-traditional gender roles. Although Muslims drew more traditional gender-roles 

than non-Muslims, Norwegians not Singaporeans illustrated more traditional gender-roles.   

In egalitarian Norway many Muslims and non-Muslims drew the ideal women caring for 

children and the ideal man participating in “male” sports. (See Figure 2 right side). As a result, the 

proportions of traditional gender-roles drawn by Muslims from Norway and Singapore were similar 

(32% and 29%) and the proportions of traditional gender-roles drawn by non-Muslims from 

Norway and Singapore were significantly different (29% and 18%, p <.01). Another unexpected 

outcome concerned non-traditional gender roles; 12% of Muslims in Singapore and 12% of 

Muslims in Norway drew non-traditional gender-roles. (See Figure 2 left side). Nordic Norwegians 

drew many traditional and non-traditional gender-roles. Non-traditional gender-roles drawn by non-

Muslims from Norway and Singapore were significantly different (30% and 2%, p <.001). 

As Muslim adolescents are growing up and constructing their identities in Norway and 

Singapore, they select which aspects of their cultures to embrace. As Nagel (1994, p. 162) points 

out that “Culture is not a shopping cart that comes to us already loaded with a set of historical, 

cultural goods.  Rather we construct culture by picking and choosing items from shelves of the past 

and the present…In other words, cultures change: They are borrowed, blended, rediscovered, and 

reinterpreted.” It appears that within the non-traditional, egalitarian Norwegian society, Muslim and 

non-Muslim adolescents have embraced both traditional and non-traditional gender-roles; in the 
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more traditionally-minded country of  Singapore, Muslim (but not Chinese) adolescents have 

embraced both traditional and non-traditional gender-roles.   

Examples of non-traditional and traditional gender-roles can be seen in Figure 2 

which shows two drawings by adolescents of Pakistani heritage living in Norway. The 

drawing on the left shows a girl’s drawing of the ideal woman in a professional job and 

the drawing on the right shows a 13-year-old boy’s drawing of the ideal person 

participating in sports. 
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These drawings are characteristic of the drawings from Norway in that they illustrate a non-

traditional gender role, helping others, a traditional gender-role activity, sports, and the outdoors. 

Figure 1, a drawing by a Muslim girl from Singapore, is also interesting because it depicts both 

traditional Asian values and modern ideas in Singapore. According to this adolescent girl, the ideal 

man values service and shows respect for his elders; the ideal man helps an older person and enjoys 

serving others. He also believes in gender equality and seems to enjoy modern symbols of status as 

indicated by his brand name shoes that take him to “good” places.  

Singapore is world famous for shopping; the Orchard Road area in Singapore is 

internationally known. In The Thoughts of Youth: Adolescents: An international 

perspective on adolescents’ ideal persons Gibbons and Stiles (2004) found that only 

adolescents from Singapore and the U.S. included shopping in their descriptions of their 

favorite free time activities. Therefore, it is not surprising that Muslim adolescents in 

Singapore showed a greater inclination to draw the ideal wearing brand names or insignia 

than Muslim adolescents from Norway.  

Muslim adolescents living in Norway more often drew pictures of nature and 

sports than Muslim adolescents living in Singapore; like other Norwegians they showed 

that they cherish the outdoors. The greater valuing of sports and the outdoors by 

Norwegian Muslims than Singaporean Muslims may be examples of how Muslim 

adolescents in Norway are bi-cultural and are adapting to the norms of their country. Or, 

because the forefathers of most Muslims in Norway originally came from rural areas, 

enjoying nature and the outdoors may have special appeal for them.  

This study found ample evidence for an adolescent identity formation process that 

includes cultures being “borrowed, blended, rediscovered, and reinterpreted.”  In both 

countries adolescents cherish prosocial values. The Muslim Singaporeans appear to be 
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most attuned to the prestige associated with brand names and insignia and the most 

closely identified with religion. In Norway the Muslim adolescents are in favor of 

traditional gender-roles, non-traditional gender-roles, nature, the outdoors, and sports.  

The adolescents’ views on occupational aspirations are more difficult to interpret 

due to missing information; yet this appears to be a promising direction for future 

research. Larger sample sizes in both countries might reveal more significant 

relationships between fathers’ occupations and professional aspirations in Norway and 

educational track and professional aspirations in Singapore. 
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Abstract 

In the fall of 2006 the Webster University’s School of Education (St. Louis, Missouri, 

USA) was evaluated for the first time by the National Council for the Accreditation of 

Teacher Education (NCATE). The School of Education spent more than four years 

preparing for the NCATE visit. The preparation process had many positive and negative 

aspects. In this panel presentation Webster University is offered as a case study in 

organizational change. Seven faculty members present their perspectives and reflections 

on the NCATE evaluation. We unanimously valued discussions about our purpose, 

philosophies, and strengths and weaknesses. We also shared our ideas about education 

more than we ever had before and many faculty members made commitments to 

becoming kinder and more thoughtful communicators. As we studied and described our 

program, we made a number of structural changes (with mixed enthusiasm); we added an 

Office of Assessment and a majority voted to reorganize into three departments in the 

School of Education. The NCATE preparation was also exhausting, too time-consuming, 

and stressful.  We created many new committees, subcommittees, task forces, policies, 

by-laws, procedures, templates, and standardized forms; some faculty members resented 

these new work activities because they took time away from teaching and scholarly 

pursuits. Several faculty members felt that we lost our unique and innovative identity and 

felt forced conform to the NCATE guidelines and regulations. More than half of our full-

time faculty and staff had illnesses or injuries requiring medical attention. The stress of 

the NCATE preparation also resulted in benefits including new insights, new techniques 

for personal stress management, new collaborations and partnerships, and other creative 

responses. 
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Our first NCATE evaluation: A catalyst for change, an opportunity for 

improvement, and a cause of stress-related illnesses and creative coping strategies 

 

 The acronym NCATE stands for the National Council for the Accreditation of 

Teacher Education. In 2006, for the first time, the School of Education of Webster 

University sought accreditation from NCATE. Presented here are six papers that reflect 

on how the NCATE accreditation process affected individuals and the organization of the 

School of Education. The papers will be presented as part of a panel at the 2007 Hawaii 

International Conference on Education. The six professors wrote the papers had moderate 

to high involvement in the NCATE preparation process and one to twenty-six years of 

service at Webster. An additional professor with the highest involvement (Accreditation 

Coordinator) could not complete her paper by the October 20, 2006 deadline, but plans to 

prepare a presentation via recorded video for 2007 Hawaii International Conference on 

Education.  

The papers are written from a variety of perspectives including psychological, 

philosophical, social, cultural, political, economic, and educational.  Each of the authors 

titled his/her own paper and told the story the Webster’s accreditation process from 

his/her own viewpoint. The papers are Shaka & Kapulu: Hawaiian Words That Embody  

Webster University’s Response to NCATE Accreditation by Roy Tamashiro, The 

Narratives in the Accreditation Process by Mary Woodard Bevel, “A Fly in the 

Buttermilk”: One Educator’s View of the Social, Economic, and Political Realities of  

Planning for The National Council of the Accreditation for Teacher Education and the 

Missouri Department of Secondary and Elementary Education by Evelyn Reid, Is 
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National Accreditation Worth It? By Ralph Olliges, NCATE and DESE at the same time? 

A literature review, including survey results from faculty anxiously awaiting the verdict 

by Dianne Swenson Koehnecke, and A Psychological Perspective on the Opportunities, 

Challenges, and Stressors Presented by Webster University’s First NCATE Evaluation by 

Deborah A. Stiles. 
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Shaka & Kapulu: Hawaiian Words That Embody  

Webster University’s Response to NCATE Accreditation 

Roy Tamashiro 

School of Education  

Webster University 

It is like coming full-circle. The Hawaii International Conference in Education 

brings me back to my childhood: I grew up here in Honolulu, a city that has always been 

the meeting place for peoples and cultures of the East and the West. My grandparents 

were immigrants to Hawaii from Okinawa.  I began my career in education as an 

elementary school teacher in rural Oahu. I have worked in Higher Education for over 30 

years, most of them at Webster University’s School of Education, which has recently 

been preoccupied with its first NCATE (National Council for the Accreditation of 

Teacher Education) Accreditation review. With accreditation becoming increasingly 

important at all levels of education worldwide, this Hawaii International Conference in 

Education is an ideal forum to reflect on the Webster University’s experiences in this 

accreditation process.  

Webster University is a comprehensive university with an enrollment of 20,000 

students located at over 100 campuses worldwide and online. Its home campus is in St. 

Louis, Missouri, USA. The School of Education is one of five Schools and Colleges on 

campus. It is composed of three departments which offer over 50 programs, consisting of 

undergraduate and graduate degrees programs; initial teacher certification programs and 

advanced certification programs. There are 20 full-time faculty members and 200 adjunct 

faculty members who teach in the School of Education.  
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My roles in the Webster University’s NCATE accreditation process have included 

the following:  

o Coordinator, School of Education Office of Assessment 

o Co-Chair, Multidisciplinary Studies Department 

o Coordinator, School of Education Online Programs 

o Principal Author: Multidisciplinary Studies M.A.T. Program Report 

o Principal Author: School of Education Online Programs Report 

o Principal Author: School of Education Extended Campuses Report 

o Principal Author: NCATE Institutional Report, Standard 2 (Preliminary Version) 

o Co-Author: Post-Baccalaureate Elementary School Initial Teacher Certification 

Report 

Like other School of Education faculty members, I have assumed these roles in 

addition to regular faculty responsibilities in teaching, supervision of students in the field, 

academic advising, department and University committee work, research, and writing for 

publication.  

As I reflect on the last two years of work on accreditation, I think of two 

Hawaiian words from my childhood which embody Webster University’s experiences: 

shaka and kapulu. Shaka is an exclamatory descriptor and hand-sign that means great, 

cool, terrific, super, fantastic, or excellent. On an individual level, it is an expression of 

success and pride of personal achievement. On an interpersonal or group level, it is 

exclamation of joy of a victorious, winning team.  
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For Webster’s School of Education, shaka came from the gratification in (a) 

completing the required accreditation reports and (b) in making some significant changes 

in the organization and operation of the School in the last two years.   

It was an enormous task to write reports for 10 graduate and undergraduate degree 

programs, 38 initial teacher certification programs and 7 advanced certification programs.  

The NCATE Accreditation Standards, like most others, require institutions (a) to 

articulate the learning outcomes for students; (b) to systematically collect and analyze 

data that assess these the students’ achievement of these outcomes; and (c) to document 

the process of implementing and revising the programs. For Webster University’s School 

of Education, this meant enormous organizational changes:  

o From an informal culture to a formal one; 

o From an oral culture to a written one;  

o From an instructor-centric (autonomous and individualistic) orientation to a 

curriculum-centric (common and standardized course syllabi) orientation;  

o From decentralized program goals and curricula to unit-wide goals and curricula; 

and   

o From process-orientation to outcomes orientation. 

The process involved an organizational transformation into what has been called 

the culture of assessment (Higher Learning Commission, 2003; Lakos, 2004). While the 

organization is still progressing through the transformation, the completion of the 

institutional report and the numerous program reports that describe the School of 

Education’s assessment system serve as testimony to the organization’s progress toward 

this new culture. Shaka!  
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The other Hawaiian word is kapulu. This is a word describing a person or their 

work as careless, sloppy, poor quality, incompetent or slovenly. I recall that kapulu is 

emotionally loaded with an extremely negative judgmental quality, even disdain and 

contempt. One fears and dreads being labeled kapulu.  

Even though my faculty colleagues in the School of Education did not know the 

word kapulu, they all place a high premium on excellence and quality in their own work 

and expect the same of students. They too eschew and devalue kapulu. But the work 

involved in building, implementing, and evaluating a new assessment system for over 50 

programs in the School of Education in less than two years was overwhelming. In 

addition, this work was expected on top of the full-time teaching, advising, committee 

work and scholarship. It was humanly impossible for faculty members to maintain 

excellence and quality in everything in this workload. Each faculty member made 

conscious or unconscious choices in managing their work and their time on the various 

responsibilities. For each faculty member, quality had to be sacrificed in something 

because of the sheer work volume. In some cases, reports were not submitted or not 

written well. Sometimes instructors spent less time preparing for classes or reviewing 

student work, or did not return phone calls from advisees. While there were many 

examples of excellent student and faculty work, kapulu was also evident in some of the 

classes, some of the written reports, and even in some of the new assessment systems 

being built.  

Faculty members are disappointed and distressed to see so much kapulu in their 

work individually and organizationally. The courses and programs are not as strong and 
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effective as they could be; our students are not served as well; and our own self-image 

and sense of professionalism are compromised.  

The words shaka and kapulu are usually not used together. They are at opposite 

ends of an emotional spectrum. But for the faculty in Webster University’s School of 

Education, the experience of going through its NCATE accreditation process was 

enormous, intense, and transformative. Shaka and kapulu both apply!   
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The Narratives in the Accreditation Process 

Mary Woodard Bevel 

 

St. Louis, Missouri, USA, Summer, 2006: It’s a typical Mary story I am afraid, 

nothing dramatic or daring had occurred. Only genetics, age and wear and tear on my 

spine caught up with me. Suddenly I became the recipient of rather uncomfortable 

Lemondie Snickettedie (I call things, things I can’t control and don’t practically like, 

Lemondie Snickettedies, after the author Lemony Snikett, who of course, coined the 

phrase “ A Series of Unfortunate Events.”  Here I was, largely immobile, full of steroid 

injections, pain pills and physical therapy sessions, of dazed mind with few verbal 

inhibitory responses, during the final frantic preparation for the dreaded NCATE/ DESE 

accreditation visit.  I fear I made little sense but in those rare moments of clarity, I 

remembered and reflected on times past and present. 

Perhaps it was the self-study aspect of NCATE that prompted me to consider the 

Webster College of my undergraduate days in comparison to the Webster University of 

2006. Webster has maintained its beautiful façade, peaceful green spaces and tall trees. 

There are several new wonderfully designed buildings, as well as historic Webster Hall 

complex, the Music Building and Priest House.  The new Emerson Library gleams in 

the sunlight and shines as a beacon in the evening.  

In the late seventies Webster College reflected the spirit and soul of its founders, 

the Sisters of Loretta, extraordinary community of women who fought for justice and to 

right social inequities. There was a spirit of adventure and a quest for knowledge.  The 
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SOE had not yet been born and existed only in a fugue state as the Department of 

Education and Child Study.   

Today students are focused on grades rather than learning and many appear to 

believe they are entitled to perfect grades. The SOE professors are desperately trying to 

juggle all their usual responsibilities and reach the standards stipulated by the 

accreditation process. So much is happening that none of us is absolutely certain what the 

fallout will be.  We only want to survive this hurricane of accreditation. There are 

whispers in the hall, “Do you think we will pass?  DESE? NCATE? Then what? ” How 

we choose to respond to this accreditation will determine what we believe to be true 

about ourselves and will shape our future. 

As a postmodern thinker it is impossible for me to let this accreditation process 

pass without deconstruction.  I am compelled to inquire and consider the underlying 

discursive formations and policy language that we have agreed to serve, examine how 

they are controlling us through this process and try to determine the possibility of 

maintaining our culture and individuality.  

To this end, this paper will examine policy language of accreditation, the 

language of our social bond and the possible impact on our reality by examining 

narratives. There are at least two types of narratives. First are the little historical 

narratives, that tell the story of a culture and transmit its social bond; and second, are 

meta-narratives that assume the role of the truth to control the people and the culture. 

Little narratives are the heart of a culture in which the people define themselves. 

Sometimes the little narrative becomes the prisoner of a much larger discourse, a meta-

narrative. In the meta-narrative those people who “are privileged to speak” decide what 
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counts as truth, and what counts as knowledge. These powerful entities control humanity 

through language and discursive practices. This paper examines the trail of our little 

narratives, and the clash with the meta-narratives of the accreditation process.  According 

to Jean-Francois Lyotard, a postmodern philosopher, the role of little narratives, 

especially historically based narratives, is an essential component of the social bond of 

any community. Lyotard believes:  

There are many ways of telling a story but the narrative as such can be considered 

to be a technical apparatus, giving people the means to store, order, and retrieve 

units of information--events.  More precisely, narratives are like temporal filters 

whose function is to transform the emotive charge linked to the event into 

sequences of units of information capable of giving rise to something like 

meaning. (Lyotard, 1991, 63.)  
 

In accreditation, the question becomes who decides what meaning is?  Who 

decides who we are and how we will continue? 
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“A Fly in the Buttermilk”: One Educator’s View of the Social, Economic, and Political 

Realities of  Planning for The National Council of the Accreditation for Teacher 

Education and the Missouri Department of Secondary and Elementary Education 

Evelyn Reid 

This paper presents information surrounding one educator’s observation of and 

participation in a School of Education National Council of Accreditation for Teacher 

Education and Missouri Department of Elementary and Secondary Education review 

process. The discussion and analysis is interwoven within and guided by the metaphorical 

assertion of a “Fly in the Buttermilk.” The fluttering and/or pivoting of the fly or, this 

newly hired employee, took place at Webster University, School of Education (SOE) 

national and state accreditation planning group, or symbolically within a sea of 

buttermilk.  

Webster University is a private-comprehensive institution which serves a student 

population of approximately 20,000 and is located at 100 sites around the world. Webster 

University also serves as incubator for a portly online academic wireless atmosphere.  

Webster University is situated in a mid sized Midwestern city, home to approximately 

two million residents, and is about four hundred miles west of Chicago, Illinois.  Webster 

University serves as the world headquarters.  The SOE incubates fifty three (53) 

academic programs and offers both undergraduate and graduate degrees at both the initial 

teacher certification and advanced levels. There are 20 full-time faculty and 200 adjunct 

staff who teach in the School of Education. This large adjunct staff exists in part, due to 
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this copious online student population. The new team member was hired near the 

conclusion of the accreditation planning process as Coordinator of the Social Science, 

Master of Arts in Teaching Program. The Coordinator’s responsibility to the accreditation 

planning process was to develop two state program reports, and provide overall input and 

support along the way.  

Specifically, the presentation will address this new employee’s experience within 

the process and the very essence or chemistry of change. Of critical importance to the 

presentation are those social, economic, and political realities that emerged during 

planning. Moreover, the analysis will address ways in which the soaring of the fly, 

successfully or unsuccessfully, served to navigate this new “ecosystem.” Further 

discussion will address those mirrored reflections of the experience, raise important 

social, economic, and political questions surrounding the process (e.g., comfort amid 

tension, contradiction within understanding, conflict amid peace, tensions within 

harmony, structure within chaos), and offer comments and recommendations on ways in 

which change was negotiated among group members.  The analysis will conclude with 

those attitudes and behaviors of group members, the resulting change which may have at 

times appeared blurred or clarified, where spirits may have ebbed or flowed, while the 

new team member championed or questioned the unfamiliar sea of milk while pivoting 

amid the torrential flakes of butter. 

In order to appropriately capture this metaphorical assertion of a “fly in the 

buttermilk,” perhaps the presentation might begin with an autobiographical accounting of 

this educator’s earlier life growing up in the rural U.S. South. That is, I recall adult family 

members warnings; “now, don’t you grow up and become a fly in the buttermilk.”  I also 
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recall with great excitement at an early age traveling with this military family to other 

parts of the world.  To this end, I observed, interacted with, and embraced diverse groups 

of people who spanned many cultural groups. Therefore, as a professional educator, I 

clearly recognize and appreciate that people are socialized with different cultural 

understandings (e.g., Gay, 2003; Grant, 2004: 2005; Reid, 1995, 2004,2006),  

communicate in various languages (e.g., Grant, 2004; Sleeter, 2004), attempt to maintain 

voice (e.g., Nordstrom, 2005), economic groups are oftentimes placed in different 

circumstances (e.g., Apple, 2004; Boudreaux and Passeron, 1990 ), education groups 

struggle to accumulate knowledge and truth (e.g., Vygotsky), religious/non-religious 

groups are committed to various ways of knowing, and political groups oftentimes 

emerge within fierce battles advocating different philosophical views and ideological 

beliefs ( e.g., Hutto, 1999).   

But, why would the youngest member of this family group appreciate patterns and 

trends from a world view while the more seasoned legacies navigated quite a different 

landscape? That is, to many of them, the concept of “a fly in the buttermilk” is within 

itself an alien construct since the notion requires crossing boundaries and into unfamiliar 

territory.  Perhaps, this isolated way of thinking reveals a direct historical legacy from the 

slave experience in the rural south? That is, slaves were forced to develop strategies for 

survival by forming strong group bonds to serve as protective barriers from outside 

reprisals.  Thus, to the slaves and many of their legacies, one could not, due to a need for 

safety, become a “fly in the buttermilk.”  

Therefore, it is from this historical and metaphorical scaffold of growing up in the 

rural south, an historical legacy, and the current professional and personal insights of a 
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“fly in the buttermilk,” that a number of questions emerge. That is, within this 

framework, how might a “fly in the buttermilk” play out in the professional life of an 

African American, female, seasoned educator? Still, how might this background carry 

over into work within one academy setting, a SOE accreditation planning group at 

Webster University?  The following questions will also be addressed in the presentation.  

What about the need for the fly to remain afloat and maintain freedom of flight after 

joining the planning group? And, how might one maintain voice within the group or 

recognize when to speak and what to say? What about ones right to be heard? What about 

regional differences and speaking out? That is, what political ramifications emerge when 

“speaking out” of place within different and unknown regional nuances of the country? 

What are the economic, social, and political realities that emerge from the process of 

change? That is, in what ways might veteran group members perceive a “rookie” who 

joined the group near the conclusion of planning? And, in what ways may policies, 

practices, and procedures become altered, transformed, or remain the same during and 

after a change process?  How might a new team member “fit” into this process of 

change?  These are among many questions raised in this presentation. 
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Is National Accreditation Worth It? 

 
 

Ralph Olliges 
 
 
 

Several years after Webster University’s last state accreditation visit, I was hired 

to teach technology education to undergraduate students aspiring to be teachers and to 

coordinate the graduate educational technology Master of Arts in Teaching program.  

Approximately two years after being hired, an opportunity was offered for several of us 

to attend a state training program.  A few years later, I served on a team as part of a 

Missouri accreditation visit for teacher certification at another university which was not 

seeking national accreditation.  My responsibilities were two-fold. They included 

reviewing certification for mathematics teacher education and Standard  Five which 

examines faculty qualifications and resources. This experience of serving on the 

accreditation team has been invaluable to me for reasons described in the following 

paragraphs. 

At Webster University, the faculty voted to seek initial national accreditation 

simultaneously with our re-accreditation state visit. At the time, the faculty were unaware 

of the number of reports that would need to be written. Due to the number of programs 

and certifications that we offer, a total of 57 reports were necessary. Data needed to be 

gathered, usually via surveys, to facilitate the writing of reports for each of the six 

standards. This work was shared by the 18 School of Education faculty, about one-third 

of whom were hired subsequent to our last accreditation visit. 
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My own experience of serving on a state accreditation team was useful in helping 

Webster gather the data needed for Standard Five. Distributing the survey, managing the 

data collection, and generating the relevant statistics took about three months. Writing the 

report took another six months. Thus, this process consumed most of the 2004-2005 

academic year. 

During summer 2005, the faculty coordinators of the MAT majors were given a 

course release in return for their writing the program folio for their area. Few guidelines 

were provided. 

NCATE requires the collection of at least one year of assessment data (NCATE 

website).1  In August 2005, at a faculty retreat, the proposed assessment data collection 

was unsettled. It would take another month of the faculty working with the university’s 

assessment coordinator to agree upon what data could be collected due to programming 

restraints. Further, computer programmers needed time to make necessary changes in the 

web grading form to collect the assessment data. Thus, only spring and summer data were 

collected. 

Although several Webster faculty were sent to NCATE training sessions, few of 

us had previous experience with a national accreditation process.  As a result our 

leadership was unaware of the required work or were able to provide an overall time line. 

Many of these deadlines added stress to our overworked faculty, resulting in 

health problems. The most serious instance of this led to the resignation of our 

accreditation leader halfway through the process. The subsequent accreditation leader 

                                                 
1 Effective September 2007, at least one year of assessment data are required. By 2008, at 
least two years of data are needed.  Effective 2009, at least three years of data are 
required.  
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also developed medical issues that flared up just prior to our mock visit.  Many faculty 

began to question whether the accreditation process was worth the toll on their bodies. 

At least one faculty member used humor to defuse this tension. She hung a 

skeleton on the outside of her office door with the following sign, “I think I can just make 

it until Halloween and all that it entails, this special year of our Lord, B.N.D.”  B. N. D. 

stands for “Before NCATE, DESE.” 

It is debatable whether we would have been better off only seeking state 

accreditation.  Meanwhile, in a less stressful environment, we could have spent more time 

planning and building the necessary mechanisms needed for the national assessment 

accreditation process. This would have alleviated a lot of the extra anxiety. We could 

have spent a couple of years testing out the assessment systems. Then, we would have 

been able to collect multiple years of data in preparation for the national accreditation 

visit.  

Universities need to examine the toll it takes on faculty in undergoing an 

accreditation process. Further, they should make sure that additional faculty/staff who are 

well trained in the accreditation process are hired. Without sufficient resources both in 

time and expense, an initial national accreditation process should not be sought. 
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NCATE and DESE at the same time? A literature review, including survey results from 

faculty anxiously awaiting the verdict 

Dianne Swenson Koehnecke 

 

 When I first came to Webster University-St. Louis, six years ago, I was familiar 

with the National Council of Accreditation for Teachers in Education and the Department 

of Elementary and Secondary Education in Missouri.  Before I received my Ph.D., I was 

an adjunct in the education department of a small university in St. Louis, which was 

already accredited in both areas.  When I later taught in higher education in Illinois, the 

state university where I was employed went through both the state and National 

accreditation reviews without too much effort, at least not on the part of most of the 

faculty.  Each area was responsible for their part of the reports, but the university was 

essentially a top down organization and we passed with mostly flying colors.  We were 

“trained” in how to prepare for the NCATE team and our training paid off.  The entire 

large faculty met with the team in several group sessions and I met with various 

individual reviewers based positions I held on several different school committees.  

Naturally, we had a few “rejoinders,” which essentially meant improving ourselves in our 

work with other departments outside of education.  This finding did not upset us, because 

we knew we already faced resistance from a couple of departments outside of education, 

who said they did not subscribe to what they claimed were  “programmed administrative 

procedures that detracted from their already excellent teaching of their subject areas.” 

Early experiences with NCATE at Webster 
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When I came to Webster, I was unprepared for the intense labor of all faculty 

members when it came to writing both the state and national reports.  The School of 

Education needed to develop a Conceptual Framework with a common theme, at least 

four goals and several dispositions.  This task took us over three years and we went 

through several different leaders of this review process.  Eventually, however, we did 

reach a consensus.  

 In the meantime, many of us went to the yearly NCATE review conferences to 

learn as much as we could about the process.  We knew we had 6 different standards in 

the “IR” or “Institutional Report.”  Different groups of faculty and staff were formed to 

write these reports.  Fortunately, at that time I did not head one of the groups.  Actually, 

the people involved in the different sections of the report changed over time, and I ended 

up being on Standard 6, which was “Unit Governance and Resources.”  Although I 

helped write this section, our Dean took charge of this standard. 

 We met bi-weekly to work on NCATE tasks.  We immersed ourselves in the 

process with fervor.  We lived and breathed NCATE.   

 Although at first there was some resistance to go through the NCATE review, 

particularly from several of the long-term veterans, by the time we were close to being 

scrutinized, 99 percent of the faculty and staff were on board, as we attempted to do what 

had to be done. 

DESE Enters the Picture 

Little did we realize, however, that NCATE had a close relative we also needed to 

please by the name of DESE:  the State Department of Elementary and Secondary 

Education.  This relative had been inactive for a long period.  Our university had not been 
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reviewed by the state for eleven years.  Ordinarily, the state reviews institutions of higher 

learning every five years.  How we slipped through the cracks, I never quite understood.  

All I did know was that at the end of the summer I was visited by a colleague who 

explained that I was to be the leader of our “post-baccalaureate secondary English” 

certification program and I needed to make sure we completed all 16 Sections.  

Unfortunately, at this time, I was about to undergo surgery for carpel tunnel in my right 

hand.  I enlisted the help of my department.  Their reaction, predictably, was one of 

shock, some despair, but fortunately some humor too.  I was most fortunate to have a 

good friend come to my rescue and agree to do the typing.  Before I went in for surgery I 

got a good start on the report, and after I returned, I spent several weeks, night and day 

including week-ends, along with another English person and my friend and colleague as 

we completed the draft. We continued to work relentlessly for the next month, updating 

all our syllabi to conform with our new assessment system and making sure our program 

met each and every qualification.   

 Since our Post-Baccalaureate Secondary English. Report was to be one of the two 

models, we knew we had to inspect our program with a fine-tooth comb.  In fact, the 

most positive aspect of this grueling task was that I now know the program backwards, 

sideways and forward and I strengthened my advising skills. I also plan to work to bring 

more candidates into our program because, as I already knew, it is a strong one. 

As far as the NCATE review goes, the process was quite different.  Although we 

spent years working on the project, we really did not learn how to go about the process 

more efficiently until the mock visit and much more effectively during the pre-visit. 
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As the chair of my department, I had the “opportunity” to listen to the reviewers’ 

responses to our IR (Institutional Report).  Although this procedure only took a few 

hours, it seemed like an eternity.  The question I kept hearing from our NCATE reviewer 

was “Where is your assessment?”  I felt so discouraged when it was finished that I went 

home and took a long nap.  I wondered how my students would feel if I critiqued their 

papers by asking them to explain clearly what was not clear to me in almost every single 

paragraph of their papers.  As a teacher of writing, I felt like I’d failed at this report. 

But wait!  Writing is a process that involves constant revision.  Isn’t that what I 

taught my students?  Isn’t that how I viewed my own writing?  Of course it was.  We did 

have about a month and one half to improve our report….and of course to write those 

additional over 50  state reports on our different programs. 

As I prepared to tell you “the whole truth and nothing but the truth” about our 

process, I decided it would be most helpful to do a literature review on the highlights of 

NCATE. 

Literature Review 

I discovered three excellent papers, one about “how to succeed in a joint state-

NCATE Review.  Authors of this report found that “the joint review process will work 

successfully if all constituents understand that collaboration efforts are about the children 

who will benefit” (abstract).  Until I read this article, I’d been so busy with the reports I 

never stopped to think about my own grandchildren and how their education would be 

affected. Although I do think about my students and how they teach as it relates to our 

goals, dispositions, and key assessments, putting our final workload into this perspective 

really helped me to have a more positive attitude as we counted down to “D” day. 
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 A second paper I reviewed was useful in that it described the University of 

Arkansas’ process in preparing and going through the accreditation process.  This study 

showed that the most helpful part of the process was that it helped them change to a 

“performance-based” model and they also developed three program assessment methods 

that could be used for program improvement.  I was surprised at how closely our own 

findings paralleled theirs.  We too, revisited our courses and emphasized how well our 

students were prepared to teach and assess students in P-12 based classrooms.  We also 

developed follow-up surveys of students who completed our courses, who completed our 

apprentice teaching, and who completed our program in both the undergraduate and 

graduate departments.  All of these surveys are being used to help us improve our entire 

program. 

 A third study used a totally different approach.  They involved developing a 

committee of 12 students who became involved in the entire NCATE work from the very 

beginning.  Along with faculty and administrators, these students played a strong role in 

every aspect of the NCATE visit.  Students then presented performances which featured 

their action research, professional portfolios, and technology lessons.  The authors of this 

study found that both faculty and students said that student participation was a positive 

experience.   

 

Faculty, staff and Administrator Survey 

For the faculty and staff survey about our own NCATE/DESE review process, 

three questions were asked, via e-mail:  1. What was the most beneficial part of our 

NCATE review?  2.  What was the most difficult part of the NCATE review?  3.  What 
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advice would you give to faculty/staff/Deans who are already committed to going 

through the NCATE review process. 

 When both faculty and staff were considered, the response rate to the survey was 

59%.   The faculty response was 44% and the staff response was 66%.  

Findings  

 Our colleagues thought the most beneficial part of the NCATE review process 

was the ability to analyze and reflect on the strengths and weaknesses of our entire 

program, not just on particular course or departments.  The most difficult part of the 

NCATE review was knowing what to do and gathering data.  Essentially, until our pre-

visit reviewer came to evaluate our draft, six weeks before the final visit, no one appeared 

to know exactly what was to be expected.  Our major weakness was that we didn’t really 

develop a strong assessment system until the summer before the Fall review.  By the time 

faculty, staff, and administrators knew what was needed, everyone felt rushed and even 

overwhelmed at times.  In addition, having the state review process come at the same 

time as our National review caused everyone involved an inordinate amount of stress.  

We had to update our state reports and, since we had not been visited for 11 years, we 

needed to write them all from scratch.  We were unclear as to the requirements for the 

state review in each of our programs until July and we were evaluated at the end of 

October.  That meant faculty, staff and administrators worked night and day, week-ends 

and holidays, just finalizing all of the data that was required.  In retrospect, the members 

who responded to the survey thought that the reviews should come on separate years. 

 Specific comments from faculty, staff, and administrators will be provided in this 

presentation, ranging from those that were extremely negative (only a few), to those who 
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had mixed reaction, to those who, although admitting to the amount of “sturm and drang” 

caused great stress and anxiety, were convinced that the process and delivery of the 

program made us all better at our jobs.   
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A Psychological Perspective on the Opportunities, Challenges, and Stressors Presented 

by Webster University’s  First NCATE Evaluation 

Deborah A. Stiles 

On my kitchen refrigerator is a photograph of a mountain trail and this fortune 

from a Chinese fortune cookie, “You love challenge.” When I put these items on my 

refrigerator, I was thinking of one of my favorite athletic accomplishments – the 

Colorado XTERRA triathlon (a swimming, biking, running race at 10,000 feet in the 

Rocky Mountains). The phrase “You love challenge” also applies to my attitude about 

my job as a professor in the School of Education at Webster University in those instances 

when I believe that my work has meaning, draws on my abilities and expertise, and 

makes a positive contribution that benefits others. I believe that the work I’ve done 

preparing for NCATE accreditation is worthwhile and I have come to love the challenges 

presented by our first NCATE evaluation.  

 I am in my 26th year of being a professor at Webster University. My Ph.D. 

(earned in 1980) is in Applied Developmental and Educational Psychology. I am a 

licensed psychologist, but almost all my work as a psychologist is as a researcher and 

professor of courses such as Educational Psychology and Adolescent Psychology. Being 

a psychologist, I tend to analyze events from a psychological perspective. 

Initially, I thought that the NCATE review process would be an arduous and 

restricting task - a “necessary evil”- to be endured by the School of Education. In general, 

I don’t like bureaucracies or regulating agencies, but I thought that NCATE recognition 

was probably required for us to achieve appropriate professional credentials. My whole 

attitude changed when I attended an annual NCATE conference in April 2004 in 
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Washington DC. At the conference I read papers such as “The NCATE Process as a 

Catalyst for Change” and attended sessions about the purpose of education and improving 

the lives of children in the USA. I began to believe that the NCATE review process could 

lead to substantial and meaningful improvements in our School of Education. I returned 

to Webster University with a new name for myself, “the NCATE Eager Beaver.” (While 

training for the Colorado XTERRA triathlon, I learned that the beaver is an industrious 

rodent that lives and builds dams and lodges near rivers, ponds, etc.).  

My primary contribution to our NCATE self-study has been my work on Standard 

IV: Diversity. As a reference for this work I used the broad definition of diversity from 

NCATE Professional Standards (2002, p. 53), “Diversity [refers to differences] among 

groups of people and individuals based on ethnicity, race, socioeconomic status, gender, 

exceptionalities, language, religion, sexual orientation, and geographical area.” While 

working on Standard IV, I used my skills as a researcher to conduct four quantitative and 

qualitative research studies about diversity and our School of Education. I also worked 

collaboratively and successfully lobbied for even greater diversity in our curriculum, 

faculty, and student body. Most of the time I enjoyed working with my colleagues on the 

NCATE preparations because I felt as though this challenging task was meaningful and 

benefited others. 

 At times the faculty and staff in the School of Education (including myself) found 

that undergoing the NCATE accreditation process was an unpleasant and very stressful 

ordeal. According to a glossary created by psychologists Gerrig and Zimbardo (2002), 

stress is “the pattern of specific and nonspecific responses an organism makes to stimulus 

events that disturb its equilibrium and tax or exceed its ability to cope.” We in the School 
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of Education often exceeded our capacity to cope. We created too many committees, 

subcommittees, task forces, policies, by-laws, procedures, templates, rubrics, and 

standardized forms. We neglected our students, our scholarly activities, and our other 

university responsibilities. We overhauled almost everything, made many mistakes, and 

left too much of the work to the eleventh hour. 

As an individual faculty member with moderate involvement, my overall attitude 

towards the stress of undergoing the NCATE accreditation process has been a “challenge 

attitude.” In the “hardiness” research by Maddi (2002), a key belief in combating 

workplace stress includes a challenge attitude. Additional “stress moderator variables” 

apply to me (“Stress moderator variables….change the impact of a stressor on a given 

type of stress reaction” according to the glossary of  Gerrig and Zimbardo). I employ 

many of the strategies described by psychologist Kabat-Zinn (1990, p. VI), who wrote a 

book about “using the wisdom of your body and mind to face stress.” Kabat-Zinn (1990, 

p. 387) wrote that to, “cope effectively with work stress as an individual …requires that 

you look at the situation with eyes of wholeness.” One of Kabat-Zinn’s (1990, p. 394) 

key suggestions for reducing work stress is to “go out and exercise” and I do that on a 

daily basis. 

For the faculty and staff of the School of Education, the NCATE ordeal induced 

stress, especially for my colleagues who had large responsibilities for NCATE 

preparation process. To learn more about stress and coping strategies I conducted an 

informal, voluntary, non-scientific survey with my colleagues. Of the eighteen 

respondents, more than half -  55.6% - reported that in the last year they had an injury, 

condition, or illness requiring medical attention. Participants rated their perceived stress 
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levels on a 1 to 10 scale (with 1 representing “felt really bad” and 10 representing “felt 

really great”). The mean rating for perceived stress level was 4.35, but the modal rating 

(modal is the most frequently occurring) was 1 (“felt really bad”). On a list of four ideas 

for coping with stress (borrowed from Kabat-Zinn’s 1990 book), the strongest 

endorsement was given to “receiving encouragement and support from family and 

friends.” Of the various ideas generated by respondents themselves, the most frequently 

occurring ideas for coping with stress were exercising, eating chocolate, and 

remembering, “This too shall pass.” A few respondents also answered an invitation to 

propose ideas for a new film: NCATE: The Musical. Creativity and dark humor were 

revealed in proposed cinematic adaptations of Survivor, The Music Man, The Little Red 

Hen, Chicken Little, The Little Shop of Horrors, and Ten Little Indians.  

It should be noted that only 18 members of the School of Education faculty and 

staff responded to this informal, voluntary survey. A few of my colleagues (who felt most 

overwhelmed by NCATE preparations) told me that they felt too busy and stressed to 

respond to the survey. The results of the survey indicate that those faculty and staff who 

did respond to the survey had a range of reactions to the NCATE preparation process. 

Ratings of individual stress levels ranged from 1 “felt really bad” to 10 “felt really great” 

and although a majority reported injury or illness in the previous year, 44% of the 

respondents reported that they had not had serious medical conditions.  

This survey was informal and anonymous and it did not ask about stress 

moderator variables such as age and prior health status. One wonders, who are the School 

of Education people who have felt the most stressed? In 2004 Segerstrom and Miller 

reported the results of a meta-analysis of more than 300 empirical studies about the 
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effects of psychological stress. “The meta-analytic results indicate[d] that organismic 

variables such as age and disease status moderate vulnerability to stress-related decreases 

in functional immune measures” (Segerstrom & Miller, 2004, p. 619).  Some of my 

colleagues commented that the most stressed-out people seemed to be the most senior 

faculty members; perhaps age was a factor contributing to perceived stress level. It also 

may be that the responses of people in the School of Education could be “dependent on 

their appraisals of the situation” (Segerstrom & Miller, 2004, p. 619); not everyone has a 

“challenge attitude.” 

From the survey I learned that not everyone in the School of Education is an 

“NCATE Eager Beaver”, but all of my colleagues (including those who felt most 

stressed) care deeply about the School of Education and believe in the work that we do. 
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Education Reform:  Constant Changes, No Solutions 
 
 

Prologue 
 

As a public service agency, education has been subjected to public scrutiny and has been 

in a constant condition of change.  Initiatives have come from legislation at the state and 

national levels as well as from agency reports and the profession itself.  Politicians and 

publishers constantly espouse their priorities that result in mandates through legislation.  

Their guarantee is that their programs will solve all the issues of student achievement, 

student behavior, and a well educated work force. That being said, educators jump from 

one panacea to the next attempting to find the final reform that will transform the 

profession into an effective, efficient system of powerful teaching and learning.  This 

paper is the result of reflection of selected reforms in education.  It is an informal account 

of values, initiatives, and reform efforts, and it is hoped that it may lead to a meaningful 

work of substantial change to the profession in the future. 

       The Cardinal Principles of Secondary Education 

In 1918 a seminal report was issued that set the tone for student outcomes in the public 

schools.  The values laden report of the Commission on the Reorganization of Secondary 

Education was charged with the responsibility of establishing segmented subjects and 

their subject matter were a way to achieve the decided goals that had been determined.  

High growth was occurring in the public schools and there was a need to establish a focus 

that would promote democracy, while at the same time, take into account individual 

differences, goals, attitudes, and abilities.  The three year project resulted in the 

following: 
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1. HEALTH- A secondary school should encourage good health habits, give health 

instruction, and provide physical activities.  Teachers should be examples for good health 

and schools should furnish good equipment and safe buildings. 

2. COMMAND OF FUNDAMENTAL PROCESSES- Fundamental Processes are 

writing, reading, oral and written expression and math.  It was decided that these basics 

should be applied to newer materials instead of using the older ways of doing things.  

3. WORTHY HOME MEMBERSHIP-  This principle “calls for the development of 

those qualities that make the individual a worthy member of a family, both contributing 

to and deriving benefit from that membership” (Raubinger, Rowe, Piper, West, p 108).  

This principle should be taught through literature, music, social studies, and art.  Co-ed 

schools should show good relationships between males and females.   

4. VOCATION- The objective of this principle is that the student gets to know him or 

herself and a variety of careers so that the student can choose the most suitable career.  

The student should then develop a understanding of the relationship between the vocation 

and the community in which one lives and works.  

5. CIVIC EDUCATION- The goal of civic education is to develop an awareness and 

concern for one’s own community.  A student should gain knowledge of social 

organizations and a commitment to civic morality.  Diversity and cooperation should be 

paramount.  Democratic organizations of the school and classroom as well as group 

problem solving are the methods that this principle should be taught through. 

6. WORTHY USE OF LEISURE- The idea behind this principle is that education should 

give the student the skills to enrich his/her body, mind, spirit, and personality in hi/her 
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leisure.  The school should also provide appropriate recreation.  Music, art, literature, 

drama, social issues, and science should be taught. 

7. ETHICAL CHARACTER- This principle involves instilling in the student the notion 

of personal responsibility and initiative.  Appropriate teaching methods and school 

organization are the primary examples that should be used.   

It appears that the Seven Cardinal Principles covered not only the academic content areas, 

but also, the ethical and moral tone needed as individuals and as members of society.  

                  The Effective Schools Research 

Although there were many other research and reform initiatives in the early part of the 

century, the Effective Schools movement has had and is still having a dramatic effect on 

the public schools.  The generally accepted definition of Effective Schools is, “Effective 

schools are those in which all students master basic skills, seek academic excellence in all 

subjects, and demonstrate achievement through systematic testing.  As a result of 

improved academic achievement, students in effective schools display improved behavior 

and attendance.”  Ron Edmonds, Mary Carson, Richard Hersh, Robert Villanova, Donald 

Thomas and Joseph Murphy have contributed greatly to determining the 13 

characteristics.  In transitioning from the Cardinal Principles to the Effective Schools, 

there is a shift to the contribution that the teacher and home have on learning as well as 

the leadership in the classroom and in the principal’s office.  School climate, mission 

statements, and staff development are folded in to complement the content and social 

issues. The headings for the characteristics are,  

1. High Expectations 

2. Instructional and Administrative Leadership 
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3. Safe and Orderly Environment 

4. Home- School Relations 

5. Positive School Climate 

6. Time on Task 

7. Monitoring Student Progress 

8. Dedicated and Qualified Staff 

9. Clear School Mission (Goals) 

10. Curriculum Continuity 

11. Structured Staff Development 

12. Opportunities for Student Responsibility and Involvement 

13. Early Identification 

 Early identification of student limitations and abilities, high expectations, and frequent 

monitoring of student progress also contribute greatly to the overall performance of the 

student body as a whole.  Other reforms have been less student orientated and focused 

more on curricular strategies and management systems. 

         “Breaking the Mold” 

This series of innovation was a list of concepts that included school-based management, 

site-based budgeting, schools within a school, non-graded/multi-graded classes, 

integrated curriculum, interdisciplinary instruction, thematic approach, independent 

study, core curriculum team teaching, individualized-self paced instruction, job sharing, 

merit pay, and teacher induction program.  Most of these initiatives in management have 

evolved from the profession. There also have been some presidential priorities that have 
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been expressed. (It seems like each governor and each president believes he or she is the 

education governor or president.)  

            National Goals For America (2000) 

The elder President George Bush developed a plan in 2000 for the education of American 

children.  It included six components. 

1.  All children in America will start school ready in learn. 

2. The high school graduation rate will increase to at least 90 percent. 

3. American students will leave grades four, eight, and twelve having demonstrated 

competency in challenging subject matter including English, mathematics, science, 

history, and geography ; and every school in America will ensure that all students learn to 

use their minds well, so they may be prepared for responsible citizenship, further 

learning, and productive employment in our modern economy.  

4.  U.S. students will be first in science and mathematics achievement. 

5. Every adult American will be literate and will possess the knowledge and skills 

necessary to compete in a global economy and exercise the rights and responsibilities of 

citizenship. 

6. Every school in America will be free of drugs and violence and will offer a disciplined 

environment conducive to learning. 

Bush’s focus included some specific problems of the time by including reference to adult 

literacy, competitive in a global community, drugs and violence, and the science/math 

chase.  With these three major initiatives we get a hint of the reform efforts with many of 

the same characteristics and yet each with some differences.  In these recent times, 

educators nationally have been challenged by the current administration in Washington 
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with the No Child Left Behind legislation.  The focus of which is that all students will 

improve every year.  The final portion of this paper is to review the evolution of the 

younger President Bush’s program to improve achievement with an accountability model. 

An Overview of NCLB 
 

The overall goal of the No Child Left Behind Act (NCLB) is to have all students  

achieving at grade level by 2014.  States, school districts, and individual schools must  

take the specific steps toward that goal, between now and the target date.  Although all 

schools are subject to the NCLB goals and reporting requirements, only schools receiving 

Title I federal funds are subject to these criteria and their corrective actions.  The only 

exception would be for those states that have chosen to extend these requirements to their 

non-Title I schools. 

 

Key elements of the law require a focus intensively on: (1) challenging academic 

standards in reading, math, and science, along with tests based on those standards, (2) 

accountability for the performance of every child, and (3) the placement of a highly 

qualified teacher in every classroom.  In every school, the teachers of the core academic 

subjects were required to be “highly qualified” by the end of the 2005-06 academic year.  

Highly qualified teachers are defined by the law as those who hold a bachelor’s degree, 

are fully licensed or certified by the state in the subjects they teach, and can demonstrate 

competency in the subjects they teach. 

 

Additionally, states must develop plans to demonstrate that all of their teachers are 

“highly qualified” by the specified deadline, setting measurable goals for districts and 
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schools.  States and school districts must report annually on their progress in this 

endeavor, as well as the percentage of teachers who are receiving professional 

development to meet the new expectations. 

 

Other provisions include notifying parents annually of their ability to request information 

on the qualifications of their children’s teachers.  Parents in these schools must also be 

notified if their child is taught for more then four weeks by a teacher who does not meet 

the law’s definition of “highly qualified.”  Another element in the NCLB law stipulates 

that paraprofessionals hired after January 2002 must have a minimum of two years of 

college or an associate’s degree, or they must demonstrate knowledge of, and the ability 

to, assist with reading, writing, and mathematics through a formal state or local 

assessment.  Paraprofessionals that are currently employed have until the end of 2006 to 

meet these requirements. 

Key Dates and Timelines in the NCLB Legislation 

Some of the important dates related to NCLB include: (1) the provision for all states to 

measure the progress in reading and mathematics of every student in grades 3-8 and at 

least once for all students in grades 10-12 by 2005-06.  As mentioned previously, states 

had to ensure that all teachers were highly qualified by the end of the 2005-06 school 

year.  By 2007-08, states must measure student progress in science at least once during 

each of the following grade spans: (1) grades 3-5, (2) grades 6-9, and (3) grades 10-12.  

Additionally, states must demonstrate that all students are meeting the federally required 

goals for grade-level achievement by the end of the 2013-2014 school year.   
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For the Title I schools that are in need of improvement, they must take a series of specific 

steps if they continue to fall short of their Annual Yearly Progress (AYP) goal.  After two 

years, schools must adopt two year improvement plans, invest in professional 

development for teachers, and give the parents an option of transferring their children to a 

higher-performing public or charter school in the district (with the district paying for the 

transportation).  Priority for transfers goes to the lowest achieving, low-income students.  

In a third year of not meeting the AYP goal, schools would be expected to continue their 

improvement efforts, as well as giving students from low income families the option of 

obtaining supplemental educational services from private providers. 

 

After four years of no improvement in AYP, schools continue their previous 

improvement activities and also are subject to “corrective action.”  Corrective action 

must involve one or more of the following: (1) implementing a new curriculum, (2) 

replacing school staff members, (3) appointing an outside expert as adviser, (4) extending 

the school day or year, or (5) restructuring the school.  A fifth year of non-improvement 

results in schools being required to plan for restructuring, which may involve replacing 

staff members, contracting with a private firm to manage the school, or turning the school 

operations over to the state education agency.  Schools in a sixth year of improvement 

must implement their restructuring plan. 

NCLB’s First Four Years of Implementation 

Four years of test-driven accountability in public schools has many state and local 

officials believing that tests are too narrow a measure of educational achievement.  On 

the other hand, the NCLB legislation has caused greater attention to be focused on low-
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achieving students and propelled greater efforts to improve persistently low-performing 

schools.  In a recent study by the Center on Education Policy in Washington, DC, 

comprehensive information has been gathered and conclusions made about the overall 

influence of this policy on public schools in its four years of existence (Jennings & 

Rentner).   

 

This independent nonprofit research and advocacy group has identified “ten big effects” 

regarding the law’s impact thus far.  Among these effects are: (1) student achievement on 

state tests is rising, though it’s not clear if these increases are as high as suggested, (2) the 

alignment of curriculum and instruction is improving and schools are analyzing the test 

score data much more closely, (3) schools are paying much more attention to reading and 

math, sometimes at the expense of the subjects not tested, (4) low performing schools are 

undergoing makeovers as opposed to the more radical kinds of restructuring, (5) 

considerable progress has been made in demonstrating that teachers are “highly 

qualified” academically, though educators are skeptical as to whether this really improves 

the quality of teaching, (6) students are being tested much more, (7) achievement gaps are 

being scrutinized to a greater degree, and attention being paid to the learning needs of 

particular groups of students, (8) the percentage of schools on “needs improvement” lists 

has been steady, but not growing, (9) the federal government is playing a far greater role 

in education then ever before, and (10) NCLB requirements have expanded the roles of 

state governments and school districts , but often without adequate federal funds to carry 

out these duties (Jennings & Rentner). 
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NCLB Reauthorization 

The No Child Left Behind Act added to a longstanding debate regarding teacher quality 

when it passed Congress in 2002.  A Commission on No Child Left Behind has recently 

been formulated through the sponsorship of several private foundations and the Aspen 

Institute.  It is hoped that this independent, bipartisan group will identify the successes of 

NCLB, as well as the provisions which need to be changed or eliminated.  After a year of 

hearings, analysis, and research, the group will report to Congress and the Administration 

in early 2007 with its recommendations. 

                 Conclusion  

The more things change, the more they stay the same.  Although there have been many 

school reforms, and legislative initiatives the basics remain what children should learn, 

how much, and how can we prove it.  The teacher and the support system for the teacher 

are two of the significant keys.  How we assess learning may be debated forever, but we 

have had many reforms, and few solutions. 
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Best Practices in the Teaching of Educational Law 

The Use of Case Briefs to Promote Understanding and Critical Analysis 

 
 

Abstract 
 

This paper discusses three best practices in teaching educational administration law: 
1) The use of case study in the classroom to promote the understanding of the law as it 
applies to the practitioner and the school site and to promote the utilization of the critical 
thinking process; and 2) The use of case briefs (both provided and for assignments to 
include the process of building them) in the classroom as a base for analysis of the 
current movements in educational law and 3) The use of technology as an aide to access.  
Cases and case briefs will be provided in the presentation to illustrate the principle, 
specifically in understanding the movement in the courts to the principle of neutrality. 
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Best Practices in the Teaching of Educational Law 
 

The Use of Case Briefs to Promote Understanding and  Critical Analysis  
 
 

 The use of case study, critical analysis and case briefs is helpful, if not imperative 
in increasing the understanding of students of educational administration of the legal 
environment in which they live and work daily.  Legal research involves finding statutes, 
regulations, law cases, law reviews, and legal interpretations.  These permit us to discuss 
intelligently the application of legal concepts to our job settings and everyday lives.   
 The case study method, historically, has been viewed as a detailed examination of 
one setting, a single subject, or a particular event (Merriam, 1988; Yin, 1989; Stake, 
1988). Case studies are generally considered an effective strategy for conducting research 
into a single instance.  Merriam (1988) points out that case studies are often the best 
method if the goal is to improve practice in education.  They can be useful in conducting 
program evaluations and for informing the policy processes.   
 Because our students exist in real time, the use of case studies and case briefs are 
essential for their growth and application to that information.  As students begin to 
research and obtain information, some essential questions need to be answered including: 

 Who is responsible for providing the information? 
 Is it accurate, authentic and complete? 
 Is it timely and up-to-date? 
 Is it objective? 

 
In the 1st Tier law class at CSU San Bernardino, Legal Aspects of Education, 

Students engage traditionally in knowledge-based information that includes historical 
background in: 

• Sources of School Law 
• School Governance and the Law 
• Student Citizenship and Discipline 
• Student Expression, Student Privacy, and the Constitution 
• Special Education and the Law 
• Sexual Harassment in Education 
• Progressive Discipline and Dismissal of Employees 
• Religion and the Schools 
• School Finance and the Law 
• Copyright Law and Education 
• Tort Liability in Schools and Districts 
 

Once all of the students have successfully demonstrated their acquisition of this  
knowledge base, they work on cases, real and fictitious and discuss case briefs that they 
have conducted previously in the class.  Here they move from a primary level of learning 
to critical thinking. 
 
 Examples of cases and case studies follow that are utilized in the class both for 
discussion and for a take-home examination. 
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EADM 619 – Cases 

1. Miss Eve A. Looshun teaches biology at the Magnet School for the Sciences, a 
public school.  She chooses as a part of her academic freedom to teach 
creationism as the theory for the presence of mankind.  Mr. Makit Wright files a 
lawsuit charging that the teaching of creationism is a religious doctrine, not a 
scientific theory, and thus, violates his child’s First Amendment rights and 
freedoms.  Outcome?  (Fictional Case). 

 
2. The principal of Flat Top High School receives a tip that Susan Smith has illegal 

drugs in her locker. He and one of his assistant principals go to her locker and 
open it.  Indeed, they do find cocaine in her locker.  The principal then asks Susan 
to come to her locker.  She denies that the cocaine is hers.  She is then suspended 
by the principal.  Susan’s parents file suit against the principal, superintendent and 
school board alleging that the search of the locker was illegal and asking for her 
suspension to be removed from the records.  Result and rationale? (Fictional 
Case). 

 
3. Heavenly School, a parochial school, has received the loan of textbooks from 

Utopia School District for the past five years.  A request for the loan of two 
overhead projectors and one video recorder machine was approved by the Utopia 
School Board.  A parent filed suit against the Utopia school board alleging that 
the audiovisual equipment could be used for the promotion of religion and thus 
violated the First Amendment to the Constitution. Outcome? (Fictional Case). 

 
4. Randy Esco, a 13 year old new student, was playing football during recess.  He 

fell into a 10 foot ditch that was hidden by weeds while playing touch football and 
was severely injured.  His parents sued claiming negligence since Randy was new 
and should have been warned of the danger.  The defendants claimed contributory 
negligence.  Verdict?  (Fictional Case). 

 
5. An Oregon high school student distributed an underground publication at school.  

He was advised by an assistant principal that the distribution violated school 
policy. The school’s newspaper then prepared an editorial in support of the 
underground publication.  The principal suspended publication of the editorial and 
later censored it with school board approval.  The board then adopted a regulation 
concerning unofficial publications.  A group of students, including the student 
who had distributed the underground publication, filed a lawsuit against school 
officials in a state trial court claiming state and federal constitutional violations.  
How would the court(s) rule, and on what basis? 
Barck v. Kubiaczyk, 139 Or.App. 498, 912 P.2d 408 (1996). 

  
6. A Florida public elementary school celebrated Halloween by decorating the 

school with pictures of witches, pumpkins and other typical holiday symbols.  
Some teachers dressed as witches and other characters.  The parent of a student 
attending the school claimed that the depiction of witches constituted the 
establishment of religion by the school. The parent kept his children home on 
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Halloween, and filed a lawsuit in a Florida district court, seeking an order to 
permanently bar the school from portraying witches in Halloween celebrations.  
He claimed that Halloween was a religious holiday.  The school board argued that 
it had permitted Halloween activities in a secular manner with no attempt to 
promote witchcraft.  School officials argued that they simply sought to make 
Halloween a fun day for students and to promote educational purposes by 
enriching the educational and cultural awareness of students.  Ruling of court/s?  
Rationale (based on what?) 
Guyer v. School Bd. Of Alachua County, 634 So.2d 806 (Fla.App.1st Dist.1994). 

 
7.  A Louisiana school district adopted a policy governing the use of school facilities  

by non-students after school hours which permitted civic, recreational and 
entertainment events that were open to the public welfare, including discussions 
of religious material or material containing a religious viewpoint.  The policy did 
not permit partisan political activity, for-profit fund raising, “religious services or 
religious instruction.”  The Louisiana Christian Coalition and an individual sought 
to use school facilities for a meeting that would include worship, prayer, religious 
instruction, music and discussion of family and political issues.  The board denied 
the request and the individual and coalition commenced a federal district court 
action against it.  Ruling of court/s? Rationale? 
Campbell v. St. Tammany’s School Bd., 206 F.3d 482 (5th Cir. 2000). 

 
8. Two California school administrators gave favorable employment references to a 

teacher formerly employed by the school district without revealing his history of 
sexual misconduct with students.  A middle school hired the teacher to serve as a 
vice-principal, in part based upon the references provided by the administrators.  
As vice principal, he then sexually assaulted a 13-year-old student, who filed a 
lawsuit against him in a state court.  She also named his former employing school 
district and the administrators for negligently or fraudulently giving the favorable 
employment references.  Ruling of court/s?  Rationale? 
Randi W. v. Muroc Joint Unif. School Dist., 60 Cal.Rptr.2d 263, 929 P. 2d 582 
(1997). 

 
9. A fourth grade Indiana student wore a gold stud earring to school.  The 

elementary school had no written dress code, but the district’s junior and senior 
high schools prohibited male students from wearing earrings.  The school 
principal met with the student and his parents and advised them that he would 
enforce the policy against elementary students.  The student continued to wear an 
earring, even after the school board revised its school handbook to include a 
prohibition on the wearing of jewelry by male students if inconsistent with 
community standards or if they presented a health or safety hazard.  Following a 
five-day suspension for noncompliance with the dress code, the parents sought an 
administrative hearing.  The hearing examiner recommended transfer of the 
student to another school in the district that did not have similar policies.  The 
school board adopted the hearing examiner’s recommendations, but the student 
refused to transfer. The family filed a lawsuit against the school district in an 
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Indiana trial court, seeking a declaration and order prohibiting enforcement of the 
policy?  Ruling of court?  Rationale? 
Hines v. Caston School Corp., 651 N.E.2d 330 (Ind.App.1995). 

 
10. A Texas school district maintained a dress code policy which restricted the hair  

length of all male students.  The policy required boys’ hair to extend no further 
than to the top of a standard dress collar.  A group of Native American students 
and their tribe filed a motion for a preliminary injunction in the U.S. District 
Court for the Eastern District of Texas contending that the dress code violated 
their constitutional right to the free exercise of religion.  The action resulted from 
certain students being placed in in-school detention (amounting to a suspension) 
for wearing their hair long. Ruling of court/s?  Rationale? 
Alabama and Coushatta Tribes of Texas v. Trustees of Big Sandy Independent 
School Dist., 817 F.Supp. 1319 (E.D.Tex.1993). 

 
REQUIRED QUESTIONS FOR FINAL EXAMINATION (EADM 619) 
 

1. The school district of Levitt- Tulock, located in a town with an African-American  
population of less than one percent, is a suburb of Atlanta, a city with an African-
American population of over 36 percent.  The district had no black teachers and 
was perceived as being an employer that discouraged minority applications, 
although it sometimes used minority media resources to advertise jobs.  The 
NAACP and other interested groups sued the town, asserting violations of Title 
VII of the Civil Rights Act of 1964, and seeking an order that would require the 
town to enhance its minority recruiting efforts.  What specific things would need 
to be considered in arriving at a conclusion in this case?  What might be 
significant factors in the outcome?  What would be the final outcome (based on 
what?)   
NAACP v. Town of East Haven, 998 F. Supp. 176 (D. Conn.1998). 

 
2. Judy, a tenured teacher at Marriott High School, has had a history of difficulties 

with classroom discipline, but lately it seems to have gotten worse.   Her students 
disturb other classes, resulting in complaints from teachers, students who cannot 
concentrate, and parents as well.  The principal has spoken to her about this, and 
in her last evaluation labeled this area as unsatisfactory.  What steps does the 
principal need to take next?  What positive interventions might be necessary?  If 
after positive interventions, nothing changes, what steps and deadlines are 
necessary to dismiss her?  What is necessary because of the employee’s “property 
interest”?  If dismissal is imminent, what grounds for dismissal might apply in 
this case?   
(Fictional Case). 
 

3. Student records case 
Under a separation agreement, Ronald Julia and his ex-wife have joint legal 
custody of their two children.  The children live with Julia during the summer 
and live with their mother during the school year.  The separation agreement 
further provides that the ex-wife: 
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Must consult with [Julia] concerning. . . schooling, relevant to which school 
[the children] school [the children] should attend, whether public or private, 
matters concerning any special education courses which the children may 
pursue or desire to pursue and further, the [ex] wife is to provide [Julia] with 
report cards of the children or photostatic copies thereof. . . 
 
. . Julia alleges that his ex-wife has failed to comply fully with this provision. 
 
Dissatisfied with the operation of this aspect of the separation agreement, Julia 
tried to get information regarding his children’s activities and progress 
directly from the children’s schools.  In December 1984 Julia sent a letter to 
the superintendent of the school district demanding such information.  
Although Julia’s original demand was inchoate, it later became clear that he 
sought information ranging from standardized test results and accident reports 
to notices about classroom parties and cafeteria menus.  Instead of seeking to 
accommodate any of the demands, the superintendent responded that the 
school would “provide information to any person or organization whom the 
courts decide have a legal right to it.” . . . 
 
More letters were exchanged between Julia and the superintendent and in 
April 1985 the U. S. Dept. of Education advised the superintendent of Julia’s 
rights under the Family Education Rights and Privacy Act (1982) (FERPA).  
Thereafter, the school district began mailing copies of the Julia children’s 
education records to Julia.  The school district continued to refuse to mail to 
Julia duplicates of all school-related notices mailed to his ex-wife or carried 
home by his children.  Julia sued the school district for violating his 
constitutional rights and demanded monetary damages.  
What factors would be considered in judging the outcome of this case? (What 
law[s] and case law[s]) What things may have been done in error, and what 
would the outcome of this case be, based upon your knowledge of school law?  
Fay v. South Colonie Central School District, 802 F.2d 21 (2d Cir. 1986). 

 
4.      A high school student with a significant sexual disorder was placed in a  

segregated program at a regional high school where he received speech, 
language, counseling, and transportation services.  After the student 
improperly touched a classmate, his IEP was amended to require adult 
supervision at all times.  The student was hospitalized and treated for ongoing 
pedophilic problems.  Although a treatment plan described this student as a 
sexually deviant youth who required intensive residential treatment, the school 
district refused to place the student in a residential placement, claiming he was 
making educational progress within his district placement.  The student’s 
adoptive parents initiated child protection proceedings, and the student was 
committed to the custody of the state department of social services (DSS).  
Without notifying the school district, DSS placed him in a residential school 
for mentally disabled students with sexually offending behavior. The 
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residential program included academic instruction, life skills instruction, and a 
relapse prevention plan.  The district proposed placing the student at his 
former high school.  A hearing officer determined the proposed IEP was 
inappropriate because it failed to address his sexual behavior.   

 
What would the court ruling be, and what case law precedents are there in 
this case?  What is the federal law mandated in this case? 
Mohawk Trail Regional School Dist. V. Shaun D., 35 F.Supp.2d 34 (D.Mass. 
1999). 

 
5.  (Local School – settled out of Court)  

Johnny Ruff, a seventh grade Resource (RSP – special education) student at Dale  
Middle School is an active young man.  He is known for being generally happy 
and running and jumping both on the fields and the corridors of the school.  On 
one afternoon, the class was particularly active, and Ms. Aillee, his teacher, 
decided to let them go five minutes before the bell for the end of school.  On the 
way to his bus, Johnny, running at his “normal” speed, ran into Jake Wells, 
knocking him to the pavement. Jake was on his way to the restroom from another 
class. Johnny was in a hurry and did not stop.  Jake incurred a broken arm.  
The bus that takes Johnny home parks directly outside of the school gate that is 
normally unlocked 10 minutes before the end of the school by the school 
custodian.  On this particular day, the custodian was behind in making the rounds 
for unlocking this particular gate, and it was locked as Johnny approached it.  
Seeing the bus parked on the other side of the fence, and trying unsuccessfully to 
open the locked gate, Johnny climbed the fence.  The top of the eight foot-tall 
fence caught Johnny in the stomach on his way over, and Johnny was impaled on 
the fence, screaming.  Several students and teachers approached as the final bell 
rang for school to end, and tried unsuccessfully to assist.  The administrators were 
called by a nearby teacher. Upon seeing the incident, the principal immediately 
called the fire department and the paramedics.  Johnny’s and Jake’s parents were 
called.  Johnny had to be cut free from the fence and both Johnny and Jake were 
taken to the emergency room. Jake’s broken arm was set in a cast and he missed 
two days of school. As a result of the incident, Johnny’s injuries resulted in two 
operations and 4 months of missed school.   
The parents of Jake Wells sued the school administration and school district for 
his injuries and insisted that Johnny be suspended from school when he returned 
for his part in contributing to Jake’s injury. 
Johnny Ruff’s parents sued the teacher, the custodian, the school administration 
and the school district for his injuries, mental anguish and demanded that he be 
provided with a home special education teacher while he was unable to attend 
school due to his injuries. 

Cite case precedent and analyze each of the specific pieces of this case individually 
in determining the final ruling.  Incorporate the following terms into your answer, 
addressing each in the context of the case.   

1. tort 
2. contributory negligence 
3. comparative negligence 
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4. personal liability 
5. negligent supervision 
6. standard of care 
7. proximate cause 
8. duty to the plaintiff 
9. breach of duty 
10. compensatory damages 
11. punitive or exemplary damages. 
12. Discipline of a child with disabilities 
 

5.  (Fictional Case). You are the principal of Hokie High School.  Your science 
department chair would like to speak with you regarding a conversation that just 
occurred between her and one of her colleagues.  The colleague was notified this 
morning that he would be expected to attend an IEP meeting as a representative of 
the regular education staff.  He is furious.  He indicates that he doesn’t believe in 
“accommodations,” and that he thinks the child in question is just lazy and is 
“working the system.” 
As a school administrator, how should you handle this situation?  What 
information will you give your science chair? What legal ramifications are you 
facing?  

 
6. (Local School Example – Did not go to court.) 

Bill is a physical education teacher at Martley Middle School and has known  
Mary, the assistant principal, and Darla, the counselor, for fifteen years.  Before 
both Mary’s and Darla’s promotion to management, they all were teachers 
together for seven years at the same school. Bill truly believes he is a “fun-
loving” kind of guy and is happily married, as are both Mary and Darla.  
Unfortunately, Bill has been making “off color” comments that are slightly sexual 
in nature to both individuals for years.  However, the comments have increased 
over the last three months, and Mary and Darla both mentioned it to each other.  
Finally, the comments got to be too much for both of them; inappropriate things 
were said in the context of a parent conference by Bill to both Mary and Darla.  
Both individuals were appalled, but Bill had been their friend for years, and they 
truly knew that he “meant no harm”.  In spite of this, both Mary and Darla went 
separately to the principal complaining of the verbal comments and stated that 
they were offended.  What should the principal do?  What do Mary and Darla 
need to do?  Can they, at this point file for sexual harassment against Bill?   

 
7. (Fictional Case). After a hurricane had damaged a tree near a school, the tree was 

removed, but a stump remained. When Alice Watson took her class out to play at 
recess, she told them to stay away from the stump.  Van was playing near the 
stump and was warned two additional times to stay away. The teacher, while 
observing another part of the playground, did not see Van get hurt on the stump.  
Van sustained a lacerated pancreas.  Van’s parents sued the teacher for 
negligence.  Ruling and Rationale?  
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8. (Fictional Case). Three teachers discuss two of their female students in the 
teachers’  lounge.   
Comments such as “what a little bimbo,” “she’s obviously more interested in how 
may boys she can date than any of her courses,” “no wonder her grades were 
down last quarter…probably the same reason she failed her state examinations,” 
“she certainly dresses like a slut…look at all that bare skin.”  A neighbor of one 
of the girls is quietly using the paper cutter in the lounge and clearly the teachers 
have no idea that she knows either of the girls they are discussing.  The mothers 
of both girls are waiting for the principal the next morning.  Is there a defamation 
issue here?  What would be the particulars? (any defenses against defamation) 
Cite case precedent(s).  

 
INTERNET ACCESS 

 
It is important to provide tools for student in accessing cases, case briefs and to 

facilitate their legal research. There are two primary methods for students in conducting 
legal research: 1) Use of a law library and 2) Use of the Internet.  For students to begin to 
utilize the second methodology, they first need background in information access and the 
use of primary and secondary sources.  Once they are schooled in these areas, it is helpful 
for the professor to model (and to provide models) of case briefs for students to draw 
from. 

Ballard, Spar, Andrews & Ingersoll (2004) suggest criteria for the evaluation of 
quality information on the Internet that includes: 

1) Consider the scope of the coverage.  Does the scope of the coverage 
consider time periods, jurisdiction, and related topics? 

2) Consider the authority of the source. Is the source the official provider 
for the subject? 

3) Consider the objectivity of the writer. Is there a balance presented in 
the argument? 

4) Consider the “accuracy” of the writing.  Is the information factually, 
irrefutable, and complete? 

5) Consider the “timeliness of the writings.  Look closely to the 
publication and revision dates.  Do the dates reflect content or 
aesthetic changes only? 

 
A checklist was created by Blackman (1998) for use in deciding when to use the 

Internet. 
 

1) What sources are needed to locate the date or information you 
need? 

2) What is the likelihood of finding the source on the Internet? 
3) How immediately can the resources be accessed elsewhere, if at 

all? 
4) What will it cost? 
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5) Will I likely need to use these resources again? (p. 34) 
6) Will the sources that I used today likely be there tomorrow? 

 
A sample ‘walk’ through the Internet is provided by Permuth & Mawdsley (2006)  

as follows (p. 176): 
To begin a query on Search & seizure, the student must first have access to the 
Internet/World Wide Web with a browser window 

1. Begin the search for information by typing in “Search and Seizure.” 
2. Choose a free accessible database. 
3. Type: findlaw.com in the browser window. When this window 

appears, it will give you a number of other possible sites to search as 
well. Ignore these for now. 

4. Continue by clicking on Cases and Codes. It will give you the option 
of searching at either the State or Federal Level. 

5. Click on the U.S. Federal Laws, to locate the most recent citation of 
the topic/case. 

6. Click on Case Law. 
7. Click on  U.S. Supreme Court (opinions and websites) to obtain a list 

of opinions from the Supreme Court Justices. 
8. Within the Browsing- Full Text Search; you may enter a search by 

either using a citation (if known), party name (only one name), or U.S. 
Court Decision by volume or year.  If you enter in your topic using full 
text or full name of the case or name of either the plaintiff or 
defendant, this requires the correct spell and/or the specific case name. 

9. The site will give the specific case/opinion or will display a list of 
cases similar to the names entered, etc.  This is when you need to 
scrutinize the material given.  Be sure to bookmark and print a copy of 
this page for further reference. 

10. Begin a search from another source to help in determining factual 
information. 

11. If you are successful with your research if you have researched an 
issue from several sources and continue to retrieve the same material 
or if your research continues to identify new materials, but they 
contribute nothing further to the theories of the case. 

 
There are many free websites for conducting research.  It is important for the student to 
be able to distinguish being appropriate and inappropriate vehicles for their research.  An 
example taken from the homepage for Dr. Kenneth E. Lane, Professor of Educational 
Administration, California State University, San Bernardino(2004).  The sites include: 
 
ACLU Students 
www.aclu.org/students/students.html 
 
California Code 
www.leginfo.ca.gov/calaw.html 
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California Courts 
www.courtinfo.ca.gov 
 
California Department of Education 
http://www.cde.ca.gov/index.asp 
 
California Education Law Report 
www.mcn.org/a/celr 
 
California Case Law (LOIS Law Library) 
www.pita.com 
 
Cecil Greek’s Searchable Law Databases 
www.criminology.fsu.edu/cjlinks/law.html 
 
 
Chief State School Officers Council 
www.ccsso.org 
 
Council of School Attorneys 
www.nsba.org/cosa 
 
50 States Statutes and Legislation 
www.prairienet.org/-scruffy/f.htm 
 
FindLaw California 
california.findlaw.com 
 
FindLaw – Law Crawler 
Lawcrawler.findlaw.com 
 
John Burton’s Cyberspace Bookmarks 
Fusd.net/burton/index.html 
 
Law Links:  The Internet Legal Resource Center 
Lawlinks.com 
 
Legal Search Engines and Tools 
www.lawguru.com 
 
Library of Congress 
Lcweb.loc.gov 
 
The National Law Journal 
http://www.law.com/jsp/nlj/index.jsp 
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Orange County Law Library 
www.oc.ca.gov/lawlib 
 
Special Education:  Section 504 
http://www.chadd.org/fs/fs4.htm 
 
Supreme Court Decisions: full text; searchable by subject; 1990-preseent 
Supct.law.cornell.edu/supct 
 

It is important to note that sometimes websites change their addresses without 
notice, and that these are simply to provide guidelines.  With these tools, you should be 
able to provide best practices in educational law through utilizing cases, case briefs, and 
critical analysis. 
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Abstract 

Creating Synergy through a Bidialectal Classroom Environment 

 The purposes of this research article are to explore the topic on students who speak 

nonstandard English, to discuss a multitude of stereotypes about minority students and to 

acknowledge the importance of introducing these individuals to Standard American 

English and integrating both nonstandard English with Standard American English.   In 

many classrooms worldwide, students, especially minorities, enter school every year 

without possessing the necessary language skills that are required for them to be successful 

in their educational pursuits.  Often times, minority students’ lack of appropriate language 

skills places them in an arena for their academic abilities to be stereotyped by their 

teachers and society.  They are also expected to uphold educational standards and to be 

competitive with those students who have mastery in Standard American English. By 

taking a closer look at language usage in the classroom, there is the belief that students will 

be exposed to lessons that further engage and empower their language abilities as a means 

to increase their academic achievement.  In addition, academicians in the field of reading 

and literacy will have a heightened awareness of the importance of acknowledging 

students’ cultures, ethnicities, race and socioeconomic status in the learning environment.  

Moreover, minority students must be exposed to a bidialectal reading environment that 

possesses synergy between their nonstandard dialect and Standard American English. 

Creating Synergy through a Bidialectal Classroom Environment 
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Introduction 

 In many classrooms throughout the world, students are exposed to a variety of 

subject/content areas such as math, science and social students that allows them to enter a 

journey in learning that has indefinite possibilities for successful academic achievement.   

Specifically, many reading classrooms, in most cases, are places where students are exposed to 

effective reading strategies and curriculum, highly qualified teachers and excellent assessment 

standards required to be successful.    This literacy environment is also a place for building social 

skills, meeting new friends, working cooperatively and learning more about an array of cultures.  

These classrooms are microcasms of the larger society in the world that presents a plurality of 

cultures, races, religions, ethnicities and language (Stallworth, Gibbons and Fauber, 2006).    In 

the field of reading and literacy, teachers and other academicians must recognize not only the 

individuality that exists in the classroom, but they must also start to focus on using strategies the 

accommodate the various ability levels and learning styles.  In this way, educators must possess 

an understanding of the various cultures and authenticity in the existing heritage within the 

classroom environment, especially the language component. 

 The ethos of language is a deficient factor in many of today’s classrooms.  Although 

teachers are faced with the responsibilities of using a myriad of strategies, planning lessons and 

upholding standards, it is essential for a conversation to be initiated on the importance of 

language in classrooms from a reading teacher, reading specialist and linguistic approach.  

Essentially, teachers must engage in a dialogue that leads them into making an interconnection 

with spoken language acquisition and written language acquisition before spending countless 

hours planning ineffective lessons that do not focus on the language skills of their students.  

According to Richgels (2004), there are great benefits from teachers paying closer attention to 
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language as linguists do.    Teachers who open their hearts and minds to taking a deeper analysis 

of the language used by their students will not only become more knowledgeable of reading 

strategies that focus on developing reading and language skills, but they will be able to give a 

dominant voice to the lives of students who lack sufficient language skills. 

 

The Language Issue 

 Reading teachers are required by several mandates to be equipped with the knowledge 

base that will allow readers to build phonemic awareness, fluency skills, vocabulary and 

comprehension.  These individuals must also have supporting certification and accredited 

degrees that also further document their abilities to facilitate lessons that further develop the 

literate skills of their students.  Even though a multitude of teachers possess commonalities in 

key instructional theories, practices and experiences in their learning environments, one 

component I find as a college professor to be eliminated in understanding teaching students is 

language.    

 As a college professor, I teach a course titled, Reading and Language, which focuses on 

pertinent issues in reading from the perspective of the linguists.  When candidates matriculating 

for the Master of Science in the Teaching of Reading initially read the course syllabus on the 

first day of class and hear linguistic terminology, many pose one question, “Why do we have to 

take this class on Reading and Linguistics?”   I simply reply, “As a reading teaching, it is 

important to understand the background of the lives of your students which encompasses not 

only having a cognitive base understanding of the theories, strategies and practices of reading in 

general, but this course has an authentic and specialized understanding which involves 

acknowledging and using the language backgrounds of students as a means to further develop, to 
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use and to introduce langue skills in the classroom environment”.  Moreover, candidates in my 

program along with other candidates in reading/literacy programs and reading professionals 

throughout must begin to understand that the language backgrounds of the students is dually 

important to teaching students reading strategies and skills.  In fact, various students’ language 

usage in individual homes, cultures, ethnicities and races is often overlooked (Richgels, 2004). 

 There is innateness to language that quite often goes without analysis and understanding 

of the rules of its usage (Stewart and Vaillette, 2001).   In society, friends seemingly strike a 

conversation unaware of the intricacies of the roles of the speaker, the rules and usage (Richels, 

2004).  In classrooms, children work in cooperative groups, ask questions about the content area 

and interact with teachers and faculty without carefully calculating the next word or the next 

sentence in their conversation.  It comes so naturally and easily without any conception of the 

forms, rules and reasons these words are used.  For example, a student may consciously 

contemplate their thoughts and feelings, but there may not be an understanding of the position a 

word occurs in relation to other words in the same phrase, the syntactical frame, or the position 

of the word in relation to the bound morphemes sometimes attached to it, its derivation or 

inflections, the morphological frame, as the student begins to communicate the message (Stewart 

and Vaillette, 2001).  These students are easily and eloquently using their self taught skills in 

their home and societal environments which makes them competent to their own language usage 

without focusing on the logistics that are involved in the distinctive pedagogical language 

referred to as; Standard American English or The Queen’s English. 

 Standard America English (SAE) or the Queen’s English is an idealization considered to 

be the language used by those who have acquired a level of power and prestige (Stewart and 

Vaillette, 2001).  It is the language most used by the educated, powerful and rich.  The usage of 
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this language often linked with overt prestige, particularly categorizes a specific group of 

individuals at large defining how students should speak in order to gain status or academic 

accolades in the standard community.   In the classroom community, SAE is characterized as 

being educational language required and essential to be successful.   There is the assumption that 

these students may enter a classroom environment equipped, skilled, experienced and ready to 

go!   

Several students enter classroom communities armed with the ammunition ready to learn 

and prepared to embrace reading and language.  They are cloaked with all the reading skills, 

home environments and support needed and required to be academic achievers.   There are some 

students who even have been gifted with the effective usage of SAE.  These students, sometimes, 

are given the title of being the most successful, smartest and the most likely to succeed.  On the 

contrary, many students are not members of the SAE and belong to a community of language 

learners who are often considered to be less fortunate and unable to cope or compete with those 

of SAE.  Often this realization is encountered until those individual enter school, especially 

minority students. 

In many minority communities, namely the African American and Hispanic communities, 

students are empowered with a powerful, rich and expressive language that does not belong to 

the language that demands and earns the respect of the power and prestige in society.  Speakers 

of these particular language varieties have competence that is authentic to their individual 

lifestyles.  Often times, minority students have a home life filled with varied vocabulary, 

multiple opportunities to dialogue with family members and exposure to authentic communities 

that are variously different from the pedagogical environment.  Minority students, although well 

versed and conversant in their societal languages, enter learning environment which their 
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language does not receives the highest honor in a school environment.  Unfortunately, many of 

these minority students are stigmatized and stereotyped for their inabilities to be master SAE, 

especially minority students. 

  

The Existing Stereotypes 

 Stereotypes about students’ academic abilities based on the way they speak of their 

cultural environments are often made.  Covert Prestige, a term used in Language Files (Stewart 

and Vaillette, 2001) refers to the way society views a group of speakers in society who does not 

possess SAE.  In addition, those who speak of the nonstandard dialect are filed as lower 

socieoeconomically deprived, urban dwellers and mostly minorities who are assumed to have 

lower expectations and academic goals.  In some cases, students are also unlikely to have parents 

who are involved and engaged in their educational experiences and those who belong to the 

working class.  These are only a few of the stereotypes that are blockers for exposing students to 

a world untouchable academically to them.  Sometimes, the catastrophe is that some teachers, 

too, inevitably often fall prey of this deception in their classrooms by placing negative and 

unrealistic thoughts on the learning abilities of students who speak nonstandard English.   The 

stereotypes become imperative decisive education mechanisms to the quality of education of 

nonstandard American speakers receive.  Moreover, there seems to be a segregation of SAE 

speakers and nonstandard student speakers. 

 

 

 

Segregation of Language 
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 Several teachers are faced with dilemmas everyday to uphold standards to become the 

best teachers without focusing on students’ shortcomings as a reason to not provide the best 

possible education for that student (Thompson, 2004).  In some cases, minority students who 

possess SAE are provided with educational opportunities that are not equal to students who have 

SAE.  According to It takes more than testing:  Closing the Achievement Gap, prepared by 

Nancy Kober (2001) “Research has further found that some school with high poverty or high 

minority enrollments provide watered down curriculum, meaning that teachers covers less 

material, give less homework, and award higher grades for lower performance than in other 

schools” (http://www.ctredpol.org/improvingpublicschools/closingachievementgap.pdf.).  

Unfortunately, many African American students and other minority students who do not belong 

to the SAE speaking group do not realize their status until they enter school and experience the 

shock of their lives with lower test scores, lack of promotion, sub par instruction, inexperienced 

teachers and outdated materials in comparison with the counterparts who allegedly use SAE. 

 There is the assumption that those who belong to the nonstandard American English are 

easily equated with the deficient lack of language effort, academic achievement and high 

intelligence.  There is also the belief these students do not have appropriate and effective lessons 

and activities that interrogatively challenge their metacognitive abilities and skills.  As 

aforementioned, many of these students are hastily caste away as underachievers without even 

acknowledging, using and celebrating their authentic language abilities in conjunction with the 

usage of SAE.  Instead of solely using SAE or nonstandard dialects, there is a great need to focus 

on language skills beneficial to students mastering SAE and the language of their home 

environments.  Students who are not apart of the SAE must strive to master language as a means 

to become bidialectal. 
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 The Bidialectal Classroom 

 The term bidialect is one that many of my reading graduate students and other educators 

deem to be foreign in the definition of terms of reading and literacy education.  It is a term that 

requires a great deal of attention, focus and understanding.  Bidialect refers to the term of having 

mastering of two dialects, understanding the pedagogical language and the societal language 

(Stewart and Vaillette, 2001).  Speakers of this dialect have the abilities to use the language 

required and expected in their classroom communities while having an understanding of the 

language of needed in their cultural and authentic communities.  In the reading classroom, this 

essentially translates into a student who has acquired both skills of being an effective and 

efficient pedagogical reader, writer, thinker and speaker as well as a reader, writer, thinker and 

speaker within their authentic identity.    In this manner, students begin to learn to switch their 

language codes throughout the school and home environment and to develop synergy in their 

language use.   

Through a bidialectal classroom environment, students regardless of their language 

abilities will be exposed to a language favorable to them.  In general, students who do not 

practice SAE will be introduced to language used in the academic environment that could be 

beneficial as they experience various cultures and societies without being inferior to the language 

applied outside of the SAE.  In addition, students who are speakers belonging to the covert 

prestige and using nonstandard dialect, will be exposed to a language that equips them with the 

academic tools to become a part of the overt prestige without being inferior to language usage. 

Both speakers, SAE and nonstandard American English, are clearly versed on the dominant 

language used in society and a democratic decision on which language choice is the most 
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appropriate pragmatically for them.   As a result, many students may begin to analyze their 

language usage, but they will also take a closer look at the different registers available to them. 

 

The Integration of Language  

 Many speakers throughout the United States and abroad integrate their language 

application.  In some situations in life, many use language linked to covert prestige while other 

focus language associated with overt prestige that deals with professional lives.  In either case, it 

is essential for students to know and practice the most appropriate usage of language.  According 

to Temple, Ogle, Crawford and Freppon (2005) registers are the ways speakers use language in 

different social situations.  These variances range from professional, home, social and school 

environments.   These registers are indicative for bidialectal speakers using, developing and 

mastering language skills.    

Registers assist students with knowing and truly understanding the appropriate social 

settings to use language.  As a result, students have a reference to how, when and where to use 

SAE academically or any other nonstandard American English outside of school.  The most 

important factor is to introduce, develop or further expose students to Standard American 

English.  The ethos lies in teachers truly knowing and studying their students’ lives to better 

understand their language, heritage, culture and race as a way to further foster the education 

achievement of their children and create synergy in their reading classroom communities. 

 

 

Conclusion 
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 Language is the first step for students to become readers as they enter the classroom on 

their journey to academic success.  It is also the pathway for students to begin to understand, 

acknowledge and choose the different ways language may be used a range of social contexts as 

they become more conversant in the classroom and in life.  Conversation is the heart and soul of 

everyday language (Richgels, 2004).  Due to the fact students engage in interactions in 

classrooms quite often, it is intrinsic for them to have a surplus of language opportunities to 

become mature language users.  Through acknowledgement of language students not only have 

better success socially and academically, they also have avenue to begin to eliminate their 

stereotypes and shortcomings without their academic achievement being further stigmatized and 

jeopardized in the future.  

Due to the fact that many students enter schools everywhere without using Standard 

American English, academic achievement has been challenged from the beginning and in some 

cases, students are immediately labeled into a group of underachievement.  Academicians in 

reading and literacy education must fight to suspend and erase all of the negative stereotypes, sub 

par instruction and ineffective curriculum.  In addition, students must also be provided effective 

strategies that will improve their language skills and assist them to evolve into effective 

speakers.   As a result, these students who possess the superior language skills of SAE are 

equipped with the essential language tools to be become successful in society and in their 

classroom environments. 

 In the reading classroom teachers everywhere must embrace and empower the language 

of their students while becoming knowledgeable and direct in instruction and practices.    Now 

more than ever, educators must be committed to paying closer attention to the language skills 

used and practiced by minority students and to setting high standards for our students without 
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stereotyping their abilities based on their cultural, ethnicity, race or socioeconomic status.  Perry, 

Steele and Hillard (2003) reminds us that the required performance level must be set at 

excellence if we mandate excellent performance in classrooms.  Within our grasp, educators 

must provide instruction and uphold standards for minority students where they too can be 

competitive in their future academic learning.  Moreover, our classrooms and communities will 

be filled with a plethora of readers, writers and thinkers journeying into excellence. 
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2. 

ABSTRACT 

Dynamic Assessment of Postsecondary Students with Attention Concerns 

 
Interest in the assessment of postsecondary students encountering attention 

difficulties has increased in recent years.  There is a growing awareness that Attention 

Deficit Hyperactivity Disorder can impact performance in learning situations and in the 

workplace.  In addition, the large number of students in postsecondary institutions 

presenting with attention and concentration difficulties has necessitated a search for 

effective assessment tools and approaches for understanding learning needs.  

The complexity of attention problems in adult students suggests the need to use 

a variety of techniques within a problem solving approach to assessment (Samuels, 

Burrows, Scholten & Theunissen, 1994).  One approach that has been suggested when 

the goal of assessment is to understand complex needs and ascertain effective 

intervention strategies is dynamic assessment (Lidz & Elliott, 2000; Missiuna & 

Samuels, 1988).  Dynamic assessment, an interactive approach involving both testing 

and intervention, has been used to assess diverse concerns (Haywood & Lidz, in press; 

Grigorenko & Sternberg, 1998), including attention and learning difficulties in adults 

(Samuels, 2000). 

In this workshop, we will present some dynamic assessment measures that we 

have found useful in the assessment of postsecondary students seeking assistance for 

attention and concentration concerns.  In particular, we will demonstrate how these 

measures help separate attention concerns from emotional and other learning issues.  

An interactive format will be used in which participants will have an opportunity to solve 

complex cases, experience dynamic assessment tools, and evaluate what can be 

learned about a student from interventions during an assessment.  
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ABSTRACT 
 

Dr. B.R.Ambedkar Open University, first Open University of India, Completes 25 years of its existence on 25th 
August 2007. It was established on 26th August 1982 to reach the unreached places and persons in the nook and 
corner of the state of Andhra Pradesh. It was established to provide access to higher education to those sections of 
the society who were deprived of equal opportunities to higher Education. Education with quality is another 
objective of this University. It started with the academic programmes at undergraduate level and extended them to 
postgraduate diplomas, certificate programmes and postgraduate programmes – professional and general. The 
enrolment of the students started with a modest strength of 6231 and today it reached to nearly 1.68 Lakhs. In last 
24 years student strength multiplied by 27 times. At present there are 14 open Universities in India and the policy of 
Govt. of India is to encourage the state Governments to establish at least one open University in each state. Of the 
13 state open Universities Dr. BR.A.O.U. is the first Open University to attain the status of Mega Open University, 
as defined by John S Daniel. In nearly two and half decades of its existence it gained lot of experience in managing 
a new system of education that is Open Distance Learning. Learning from each other’s experiences is the theme of 
the global world /which is dependent upon sharing of experiences. In this paper an attempt has been made to share 
the experiences of India’s first Open University with friends at International level so that one knows other’s efforts, 
experiences and future plans. 

 
Open and distance education at tertiary level is mainly offered through five major organizational models: I) single 
mode distance teaching universities,  ii) duel mode and mixed mode universities, iii) new technology based 
universities iv) extension systems, and v) consortia systems. Single mode distance universities or open universities 
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are those in which distance education is the sole mission to which teachers and administrators are exclusively 
dedicated. The open universities are referred to as those, which present “a radical challenge to the concept of a 
university”. They are “the new temples of learning” and a “new species of a university”. In many respects, open 
universities are pioneers in facing and dealing with challenges that confront higher education institutions (Prof. 
D.Ram Chandram- India’s first open university: Experience of two decades). 
DR.B.R.Ambedkar Open University was established as a single mode distance teaching University on 26th 
August1982 by the Government of Andhra Pradesh to provide Education as a single mode distance teaching 
university beyond barriers of space and time. Further it aims at balancing the inequalities between ages, gender and    
social groups in learners. It provides educational access by offering a second chance to those who have missed the 
bus earlier. 

 
The university, to a great extent, lived up to the expectations of the policy makers in the last nearly twenty-four 
years. It entered into twenty fifth year, called as “Silver Jubilee Year” on 26th August, 2006. Twenty-five years of 
existence in the life of an institution is something to be proud of. It is high time to look into the past, which cannot 
be changed, but some lessons can be learnt for the management of the present and planning of the future. After the 
establishment of BRAOU in the State of Andhra Pradesh, one National University at New Delhi and twelve (12) 
State Open Universities were established by different states of India. 

 
Table-1 LIST OF OPEN UNIVERSITIES IN INDIA 

 
Sl.No. Name of the University Year of 

Establishment 
Name of the State Capital 

City 
01 Dr.B.R.Ambedkar Open University 1982 Andhra Pradesh Hyderabad 
02 Indira Gandhi National Open 

University (IGNOU) 
1985 NEW DELHI NEW 

DELHI 
03 Vardhaman Mahaveer Open 

Univrsity  (VMOU) 
1987 Rajasthan Kota 

04 Nalanda Open University (NOU) 1987 Bihar Patna 
05 Yashwantrao Chavan Maharastra 

Open University  (YCMOU) 
1989 Maharastra Nasik 

06 Madhya Pradesh Bhoj Open 
University (MPBOU) 

1991 Madhya Pradesh Bhopal 

07 Dr.Babasaheb Ambedkar Open 
University (BAOU) 

1994 Gujarath  Ahammad
abad 

08 Karnataka State Open University 1996 Karnataka Mysore 
09 Netaji Subhas Open University 1997 West Bengal Kolkotta 
10 Uttarparadesh Rajarshi Tondon 

Open University (UOU) 
1999 Uttar  Pradesh Allahabad 

11 Tamilnadu Open University 2002 Tamil Nadu Chennai 
12 Uttaranchal Open University (UOU)  Uttaranchal Ninatal 
13 P.T.Sundarlal Open University 

(PTOU) 
 Chattisghar Billaspur 

14 Assam Open University (AOU)  Assam Assam 
 
 
Source :  Sesharathnam, C (2002) Indian’s First Open University, Two Decades of Journey,(modified version of  
table 12 -page 98) Booklinks corporation, Narayanaguda, Hyderabad, Andhra Pradesh, India. 
 
 
The Past 
 
The university started with undergraduate programmes in Arts, Commerce and Sciences in the year 1983. The 
medium of instruction was Telugu (Language of the state) and English. The initial response to these programmes 
started with a modest strength of 6231 students and reached 55949 in the last two decades (2002-03). 
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Table-2: Enrolment into First Year Undergraduate Programmes of BRAOU.(1983-84 TO 
2002-03) 

 
Sl. 
No. 

 
Year 

 
Total 

1 1983-84 6231 
2 1984-85 11244 
3 1985-86 15702 
4 1986-87 19271 
5 1987-88 16303 
6 1988-89 16849 
7 1989-90 16422 
8 1990-91 27504 
9 1991-92 32450 

10 1992-93 35547 
11 1993-94 29340 
12 1994-95 32105 
13 1995-96 46500 
14 1996-97 40380 
15 1997-98 43324 
16 1998-99 55207 
17 1999-00 53705 
18 2000-01 48120 
19 2001-02 43090 
20 2002-03 55949 

 
Source:   India’s First Open University Experience of  Two Decades , (Modified version of Table 2.9- P-123) 

 
By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. G.Ram 
Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, INDIA, Karshak Art 
Printers, Hyderabad. 
 
 It means that there is approximately an increase of 10 times in enrollment in last two decades. This increase is 
accidental but not planned. The enrollment of the students needs to be planned so that the performance of the 
university can be evaluated against the expected strength. Instead of the University being under the control of the 
situation, the situation will be brought under the control of the University if this step is taken. 

 
 
ADMISSIONS INTO VARIOUS PROGRAMMES OF UNIVERSITY: 
UNDER GRADUATE PROGRAMMES 
Stream of enrollment: 
 
The University, true to its one of the objectives (flexibility in admissions), admits students through two streams, 
namely formal and Non-formal. Formal refers to 10+2 education level while Non-formal means enrollment of 
learners of 18 years and more age through an eligibility test conducted every year by the university in the month of 
April  The latest policy decision (See Annexure) of the Government of Andhra Pradesh is that a student who seeks 
admission into MBA programme of any University of the state should have studied mathematics at high school level 
or 10+2 level.  This disqualifies a Graduate of this University who enrolled for the UG programme through non 
formal stream, to seek admission into MBA programme. IGNOU also admits students into UG programmes through 
non-formal stream. This condition does not apply to MBA programme of IGNOU. The BRAOU has to take up this 
matter with All India Council of Technical Education (A.I.C.T.E)  Government of India with the support of IGNOU. 
Otherwise the enrollment through non formal stream will work against the interests of the prospective students. This 
information was provided by Prof. B.S.Saraswat, the former Director, Academic Coordination, IGNOU, New Delhi. 
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The percentage of students enrolled through non-formal stream into I year U.G.Programmes is approximately 
between 50 to 84%. However this is not stable it is dwindling. Table II below reveals that in the last twenty years 
development fluctuated between 50% to 84%.(See serial numbers 15 & 2 in table 3 below). It is appropriate to 
mention here that the main supply of UG First year students is through non-formal stream.  This is not stable. First 
year UG students are (formal stream) the main source of income. The University has to work out a strategy, which 
can bring the situation under its control. A committee may be constituted to look into this aspect in detail. 
 
Table-3: Stream-wise enrolment into First Year Undergraduate Programmes of   
               BRAOU(1983-84 TO 2002-03) 
 

Stream Stream  
Sl. 
No. 

 
Year Formal Non 

Formal 

 
Total Formal  % Nonformal % 

1 1983-84 2181       4050 6231 35.00 65.00 
2 1984-85 1717 9527 11244 15.27 84.73 
3 1985-86 2518 13184 15702 16.04 83.96 
4 1986-87 5081 14190 19271 26.37 73.63 
5 1987-88 3058 13247 16303 18.76 81.25 
6 1988-89 4990 11859 16849 29.62 70.38 
7 1989-90 6747 9675 16422 41.09 58.91 
8 1990-91 9239 18265 27504 33.59 66.41 
9 1991-92 7855 24595 32450 24.21 75.79 

10 1992-93 10946 24601 35547 30.79 69.21 
11 1993-94 10519 18821 29340 35.85 64.15 
12 1994-95 9451 22654 32105 29.44 70.56 
13 1995-96 11587 34913 46500 24.92 75.08 
14 1996-97 13761 26619 40380 34.08 65.92 
15 1997-98 21350 21974 43324 49.28 50.72 
16 1998-99 22957 32250 55207 41.58 58.42 
17 1999-00 23324 30381 53705 43.43 56.57 
18 2000-01 20129 27991 48120 41.83 58.17 
19 2001-02 18423 24667 43090 42.75 57.25 
20 2002-03 14966 40983 55949 26.75 73.25 

 
Source:   India’s first Open University Experience of Two Decades, (Modified version of Table 2.9) 
 
By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. G.Ram 
Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, INDIA, Karshak Art 
Printers, Hyderabad. 
 
POSTGRADUATE PROGRAMMES: 
 
The University has been offering P.G programmes in the faculties of Arts, Commerce, Sciences and Social Sciences 
since 1993.   

 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 5731



                                                                                                Subbaiah Malasana /  6

 
Table-4:  Enrolment of students into different P.G.Programmes of BRAOU.  

      (1993-94 to 2002-03) 
 

M.A. M.Sc. Sl. 
No. 

Year 
Public 
Admn. 

Political 
Science 

Economics History Mathematics 
MBA Total 

1 1993-94 1385 1344   1361 927 5017 

2 1994-95 757 552 190  705 1621 3825 

3 1995-96 698 446 162 251 563 2431 4551 

4 1996-97 737 603 222 275 577 978 3392 

5 1997-98 837 735 347 356 797 2244 5316 

6 1998-99 855 800 388 558 805 2437 5843 

7 1999-00 1025 910 582 649 1203 3134 7503 

8 2000-01 832 731 507 516 946 2040 5572 

9 2001-02 487 420 449 95 572 2263 4286 

10 2002-03 418 454 533 168 936 2636 5145 

 
Source:   India’s First Open University: Experience of Two Decades (Modified version of Table 2.14-P-128) 
 

By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. 
G.Ram Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, INDIA, 
Karshak Art Printers, Hyderabad. 

 
It appears from the table that the total enrollment into different P.G. Programmes has been oscillating between 5017 
and 5145. This constitutes one eleventh of the total enrollment of U.G first year programme. (55949). The income 
generated by P.G. programmes is 17 times less than the income of U.G. 1st year programmes (approximately). The 
PG programmes, though not much income generating,  are offered to provide higher educational opportunities to 
UG students of BRAOU and other Universities. This is more a social responsibility rather than a source of income. 
The University has to restructure the curriculum of PG programmes keeping in view the market demand and also the 
demand of industry, so that they become more acceptable. It is also necessary to update content and to provide skills 
which the market and Industry need so that PG Programmes can become more attractive. 

 
POST GRADUATE DIPLOMA PROGRAMMES 
The university is also offering the following P.G diploma programers 
 
Table- 5 POST GRADUATE DIPLOMA PROGRAMMES 
 

S.no Programes Medium Year 
1.  P.G.Diploma in Marketing Management English  1996 
2.  P.G.Diploma in Business Finance English  1996 
3.  P,G,Diploma in Writing for Mass Media in Telugu Telugu  1996 
4.  P.G.Diploma in Environmental Studies English 1996 
5.  P.G.Diploma in Human Rights Telugu  2000 
6.  P.G.Diploma in Women’s Studies English 2001 
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These are job oriented and social need based programmes. They have been continuing as, “social responsibility 
programmes”. Strictly speaking they are not economically viable programmes. The university has to review the 
viability, utility and continuity of these programmes keeping in view the financial liability of these programmes.  To 
make these programmes cost effective, effective steps will have to be initiated. 

 
CERTIFICATE PROGRAMMES 

 
The university is aware of the need for awareness programmes. It has been offering under this category the 
following certificate programmes: 
 

Table No. 6 (CERTIFICATE PROGRAMMES) 
 
S.No Program Medium Year 
1 Certificate Programme  in  Food & Nutrition Telugu 1989 
2 Certificate Programme  in  Food & Nutrition Urdu 1993 
3 Certificate Programme in computers English 2002 
4 Certificate Programme in Communications Skills in English English 2003 
 
The takers of these programmes are far and few in between. Like P.G.Diplomas these programmes are also 
continuing, though uneconomical as a social responsibility. Thus, there is a clash between cost-
effectiveness and social responsibility. 
 
RESEARCH PROGRAMMES: 
 
Table NO. 7 RESEARCH PROGRAMMES: 
 
S.No Program Year 
1 M.Phil in Devlopement studies 1984 
2 Ph.D in Development studies 1990 
3 Ph.D in Open distance education (2003-2004) 
 
The university has been offering M.Phil and Ph.D. programmes in collaboration with Centre for Economics 
and Social Studies (CESS) a training and research Institute of National repute. 
 
According to John S Daniel one of the conditions for an open distance learning system to be called as a 
Mega University is offering of Research programmes. The University is not offering research programmes 
on its own independently except Ph.D. programme in distance education since 2003. The University may 
consider to offer faculty wise programme in the disciplines as a link Programme to PG programmes. 
 
The above is the present scenario of different academic programmes on offer by BRAOU. Economic 
viability of the programmes, approach to various programmes, and absence of planning and review of 
ongoing programmes have been presented in the above paragraphs. 
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BRAOU’s Students in Different Programmes 
 
             Table 8.     BRAOU’s Students in Different Programmes – At a Glance 

 
Duration Sl. 

No. Programmes 
From To 

Students 

1 MA, MSc, MBA, MLISc 1993-94 2001-02 73,829 

2 PGDMM, PGDBF, PGDES, PGDWMT, 
PGDHR, PGDWS 1996-97 2001-02 1,973 

3 BA, Bcom, B.Sc. 1983-84 2001-02 5,84,862 
4 BLISc, DPR/BPR 1985-86 2001-02 11,768 
5 DPA 1984-85 1991-92 10,915 
6 CPFN, CPMC, CIC 1989-90 2001-02 7,126 

T O T A L 10,88,008 
 

Source : Sesharatnam,C (2002) India’s first open university, Two Decades Journey,Table 6A(p-50) Book 
links Corporation Hyderabad, Andhra Pradesh, India. 
 
FUTURE CHALLENGES: 
 
Competition: 
 
When BRAOU was inaugurated in 1982, there were four schools / centres of Distance Education as an 
appendage to conventional Universities of the State. Today the number of open distance learning 
Institutions has reached 16.  

 
Table – 9: Open distance Learning Institutions in Andhra Pradesh (2006) 

 
Sl. 
No. 

Name of the University Year of 
Estd. 

1 School of distance Education, Andhra University, Visakhapatnam 1972 

2 Directorate of Distance Education, Sri Venkateswara University, Tirupati 1972 
3 School of Distance Education, Central Institute of English and Foreign Languages, 

Hyderabad 
1973 

4 Prof. G.Ram Reddy Centre for Distance Education, Osmania University, Hyderabad 1977 
5 Dr.B.R.Ambedkar Open University, Hyderabad 1982 

6 School of continuing and Distance Education, Jawaharlal Nehru Technological 
University, Hyderabad 

1983 

7 Indira Gandhi National Open University (Regional Centre), Hyderabad 1987 
8 School of Distance Learning & Continuing Education, Kakatiya University, 

Warangal 
1989 

9 Centre for Distance Education, University of Hyderabad, Hyderabad 1994 
 

10 Directorate of Distance Education, Maulana Azad National Urdu University, 
Hyderabad 

1998 

11 Centre for Distance Education, Sri Krishnadevaraya University, Ananthapur 2000 
12 Centre for Distance Education, Potti Sreeramulu Telugu University, Hyderabad 2001 
13 Department of Proximate Education, NALSAR University, Hyderabad 2001 
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14 Sri Padmavathi Mahila Viswavidyalam,  Tirupati 2006 

15 Acharya Nagarjuna Univeristy, Guntur 2006 

16 Dravidian University, Kuppam, Chittoor  Dt. 2006 

 
Source:   India’s First Open University  Experience of Two Decades Experience, (Modified version of 

Table 2.8- P-122) 
 

 By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. 
G.Ram Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, 
INDIA, Karshak Art Printers, Hyderabad. 

 
 
Now there are 16 competitors offering distance Education through distance made in the State of  AP. That 
means there is four-fold increase of competition. BRAOU, the only single mode State level Open 
University, is facing competition from 16 duel mode Open Distance Learning systems. This is one of the 
reasons for fall in enrollment. Proximity, better services and the logo of Parent University may be the other 
reasons for not so encouraging response to BRAOU  M.Com, MBA and M.Sc. (Mathematics) Programmes 
(See Table – III). 
 
Another reason may be attributed to pass percentage which is more in the duel mode Institutes of Open 
Distance Learning than in BRAOU. Self-learning materials developed by BRAOU are rated very high but 
orally.  No scientific study has been conducted by either the University or any outside agency of all the 
programmes. G.Rami Reddy Academy of Distance Education of Dr.BRAOU has evaluated foundation 
courses in Social Sciences and Science and Technology during 2004-2005. This quality assurance studies 
are yet to be extended to all other programmes offered by the University. It is desirable to entrust the 
quality evaluation work to an outside agency of reputation so that the University can initiate measures to 
ensure standard and quality of the programmes. This strategy may attract more number of candidates to 
register for the programmes of the University. All the Institutes of distance learning can join BRAOU, and 
identify an agency like IGNOU to accord,  after careful study,  of the Self Learning Material, a mark like 
Indian Standard Institute ( ISI) which is awarded to all the products of high quality. 
Dropout Rate 
 
It has been observed that learners of single mode Universities are not continuing in the system from 1st year 
to 3rd year. A study was conducted in 1999 on the learners of  BRAOU who took admission in 1999 into 
U.G 1st year Programme. This study revealed that 50% of 1st year students are entering to into IInd year and 
50% of the IInd year students are entering into IIIrd year. 

 
 
 

Table-10: Students Progression and Dropout Trends in U.G. Programmes of 1999 Batch. 
 

Sl. 
No. 

Variable Category I year II Year III Year  IV 
Year 

Men 38336 17718 8754 118 1 Gender 

Women 15369 8170 4857 53 

Unemployed 41108 19862 10345 125 

Employed 12597 6026 3266 46 

2 Occupation 

Housewives 
(Unemployed Married 
Women) 
 
 
 

2122 1021 579 -- 
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ST 3051 1610 799 8 

SC 11720 5720 2622 17 

BC 19735 9270 5020 83 

3 Social Status 

OC 19199 9288 5170 63 

Non-formal 30381 14261 6955 81 4 Stream 

Formal 23324 11627 6656 90 

Young [<=25] 27154 13741 7400 89 

Middle Aged 
[26 to 50] 

25902 11860 6070 79 

5 Age-group 

Old [>50] 649 287 141 3 

Married 6577 3044 1697 29 6 Marital Status 

Unmarried 47128 22844 11914 142 

 TOTAL 53705 25888 13611 171 

         
 Source:   India’s First Open University: Experience of Two Decades (Modified version of Table 2.16 p-   
                130) 
 

By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. 
G.Ram Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, 
INDIA, Karshak Art Printers, Hyderabad. 
 

The Table shows that nearly 50% of first year student are moving into second year, and same percentages 
of second year student are moving into third year. 
 
The same may be the trend in the other Indian open university but data is not available. Data is available of 
some foreign open university and it is presented below.  

 
Table –11 Average Completion Rates for First Level Students 

 
S.No Year Institution Completion 

 Percentage  
  Dropout 
Percentage  

1 1982 Open University (UK)              55        45 
 1982 Athabasca University(Canada)              29        71 
 1982 Open Learning Institute(Canada)              68        32 
 1982 National University Extension Association (USA)              60       40 
 1982 NKI School (Norway)              65        35 
 1982 The Fern University(Western Germany)              53        47       
2 1989 Open University of Nitherlands              36       64 
 1989  Athabasca University (Canada)              36       64 
  (Based on Powell,1990, P.16)   
 1989 Massey University              55       45 
 1989 Level 100 Accounting   
  (Based on Hooper in BES Report, 1990, P.19)   
3 1990 The Open Polytechnic of New Zeland average 38       62 
  Of 4 first year business courses (range: 400-1000 enrolled)   
  (Based on an internal TOPNZ report,1990)   

 
Source : Satyanarayana.P, Sesharatnam.C (2000) Distance Education, What? Why? How? (Modified 
version of table 12- p-120) 
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READMISSIONS / REGISTRATION: 
 
In the light of findings the University may initiate necessary measures on the basis of a scientific study to encourage 
more and more students to complete the programme. One of the measures taken by the University relates to the 
readmission policy of the University. A student as per the admission policy of the University can complete 3 years 
U.G programme within 9 years. As per the readmission policy (2002) those students who could not complete the 
programme within the stipulated period can seek readmission and gain another chunk of 9 years to complete the 
programme. The same facility is extended to P.G progammes also. The feedback is that not many learners are 
seeking readmission under this new admission policy. 3000 out of the estimated 6,00,000 dropouts have sought re-
admission. This works out to 5 %.  The university has to workout a strategy, which can bring the left out 95% on to 
the rolls. It serves two purposes. University earns money and the learners a degree. Massive awareness programme 
and wide publicity to the readmission policy will, to a great extent,  find an answer to the problem. 
 
DEMAND SURVEY AND FORECAST 
 
The 24 years of university working reveals that much needs to be done by BRAOU. It appears that there is no 
demand survey and demand forecast to compare the admitted student strength with the expected strengths. As a 
result, performance evaluation of the university becomes difficult. 
 
SILVER JUBILEE YEAR – ACTION PLAN: 
 

Mega Universities: 
 

John.S.Daniel classified open universities into Mega Universities, if they satisfy the following conditions. The 
conditions are: 
1. Distance teaching 
2. Higher Education 
3. Size. 
 
Size refers to 100000 active students on rolls (John.S.Daniel, 1996).  BRAOU satisfies all the three conditions.  
Hence, it    deserves to be called as a Mega University. (See Table 11Below) there are three Mega open 
universities including BRAOU in India. The other two are IGNOU and YCMOU . While IGNOU attained this 
status in 1996, YCMOU and BRAOU became Mega universities in 2003 

 
Table 12 – MEGA  UNIVERSITIES 
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China China TV University 
System 

1979 CTVU 530000   77000 101000 40 

France Centre National 
d’Enseignement a Distance 

1939 CNED 184614 184614   28000 50 

India Indira Gandhi National 
Open University 

1985 IGNOU 242000   91000     9250 35 

Indonesia Universitas Terbuka 1984 UT 353000 110000   28000 15 

Iran Payame Noor Univrsity 1987 PNU 117000   34950     7563 25 
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Korea Korea National Open 
University 

1982 KNOU 210578 100000   11000  5 

South 
Africa 

University of South Africa 1873 UNISA 130000   60000   10000 50 

Spain Universidad Nacional de 
Educacion a Distance 

1972 UNED 110000   31000     2753 40 

Thailand Sukhothai Thammathirat 
Open University 

1978 STOU 216800 103130   12583 30 

Turkey Anadolu University 1982 AU 577804 106785   26321 10 

UK The Open University 1969 1969 157450   50000   18359 50 

 
Source : Sesha Ratnam, C, India’s first open university Two Decades of Journey (2002), (Modified Version 
of Table-2- P-12-13)  
 
KNOWLEDGE MEDIA 

 
A University is regarded as employing knowledge media if it provides telecommunication facilitates and 
teaches through Teleconferences, Computers and Satellites. 

 
BRAOU has been using telecommunications by conducting Radio-Phone in-Interactive Programmes once 
in a month i.e., fourth Sunday of every month under the auspicious of IGNOU (See table 13 below). 
Telephone enquiries are answered on phone regarding admissions and results.  But, no Tele- teaching is in 
place.   However there is no interactive voice response system (IVRS).  
 

Table-13:  Interaction of Learners with Resources Persons on Radio Phone-in-Programmes 
conducted by BRAOU on every fourth Sunday in a month from 4 p.m. to 5 
p.m. on subject-wise sessions and phone calls received in 2002, 2003, 2004. 
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3 English       1  1    1  1 8  5 

4 Geology 1            1   5   
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0 

7 M.B.A.       1 1     1  1 1
5 

  

8 Sociology   1          1   9   

9 SSB 1 
3
3 

1 
3
0 

1 
3
5 

1 
3
2 

1 
3
4 

1 
3
0 

1 
3
1 

1 
3
4 

1 
3
6 

1 
3
5 

1 
3
5 

1 
3
5 

1 1
2 

1 3
2 

 
4
0
0 

1
0
0 

2007 HICE Proceedings 
Page 5738



                                                                                                Subbaiah Malasana /  13

10 Pol. Science      1         1   2 

11 Drug. 
Chem. 

        1      1   3 

12 Economics          1     1   5 

13 History            1   1   5 

14 Telugu 1              1   2 

15 Zoology           1  1  1 4  4 

                Total 1

2 

1
2 

1
0 

1
1
2 

4
0
0 

1
4
0 

 
Source: Udayani, Devara,  Indian Journal of Open learning Volume 15, number 1 January 2006. IGNOU , New 
delhi – pp –51-67 (Modified Vesion of  Table (3 & 4). 

    
TELE CONFERENCE: 

 
BRAOU has been conducting live tele conference on  every Sunday from 2 P.M  to 3 P.M since 1999. Till 
2003, it has conducted 166 programmes covering all the faculties. The following table gives the details.  

 
Table-14 : Number of teleconference and telelesson programmes (TCTLP) telecast 
by DD8 and MANA TV. 

 
DD-8 MANA TV Subject/ 

General Teleconference 
Programmes 

Tele-lessons Teleconference 
Programmes 

Tele-lessons 

Arts 52 285 40 479 

Commerce 45 258 63 444 

Science 55 326 61 498 

Social Sciences 77 461 70 664 

Student Services & 
Training 

67 46 92 15 

Total 296 1376 326 2100 
 

Source:  Venkaiah,V, Indian Journal of Open Learning, Indra Gandhi National Open University, vol.15, 
No.1, 2006, Maidan Garhi New Delhi 110 068 (India). Page 9, Table 1. 

 
Table-15:  Number of Teleconference Programmes through DD-8 and MANA TV 
channels until March 2003. 

 
 

Sl. 
No. 

 
Subject/ Department 

No. of teleconferencing 
Programmes broad cost 
through Door Darshan 
(DD-8)(From Dec. 1999) 

No. of Teleconference 
Programmes through 
MANA TV(KU-Band) 
(From Nov.2002) 

I Faculty of Arts 32   6 
2 Foundation Courses   9   6 
3 Telugu   4 - 
4 English   6 - 
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5 Hindi   5 - 
6 Urdu   5 - 
7 Mass Media   3 - 
II Faculty of Commerce 25 10 
8 Commerce 12  
9 Management 13 10 

III Faculty of Science 30 10 
10 Foundation Course 10   5 
11 Maths   5   5 
12 Physics   3 - 
13 Chemistry   3 - 
14 Geology   2 - 
15 Botony   4 - 
16 Zoology   3 - 
IV Faculty of Social Sciences 46 13 
17 Foundation Courses   8   5 
18 Economics   6 - 
19 History   5 - 
20 Political Science   4 - 
21 Public Administration   5 - 
22 Library Science   5   8 
23 Public Relations   3 - 
24 Human Rights   4 - 
25 Women Studies   1 - 
26 General 33 28 
27 Student Services 31 14 
28 Training   2 14 

Total 166 67 
 
Source:   India’s First Open University:  Experience of Two Decades (Modified version of Table 4.3- P-

133) 
 
By Prasad, VS & Venkaiah, V (2005) India’s First Open University, Experience of Two Decades, Prof. 
G.Ram Reddy Research Academy of Distance Education (GRADE), Dr.BRAOU, Hyderabad 500033, 
INDIA, Karshak Art Printers, Hyderabad. 

 
COMPUTER TEACHING 

 
BRAOU has not been providing computerized learning materials. This may be introduced in this Silver 
Jubilee year. Another suggestion is that e-Learning, Phone-in-program may be made available on all 
Sundays because it has easy access to learners and listeners participation is encouraging.  

 
An evaluation study of the programs may be undertaken to improve the quality, utility and accessibility of 
these programme. 

 
SATELLITE TEACHING: 

 
Presently BRAOU has been conducting live Tele Conference through KU Band (MANA TV) on every 
Sunday for about 3 hours. 

 
BRAOU is one of the users of this facility. The reach of the programmes is confined to twenty-three (23) 
Regional Co-ordination Centers in the state.  Recently this facility is extended to 10 study centers.   This 
facility needs to be extended to all the Two hundred and four (204) Study Centers in the state to make the 
programme more accessible to all the learners. 

2007 HICE Proceedings 
Page 5740



                                                                                                Subbaiah Malasana /  15

SUGGESTIONS: 
 
It is suggested to strengthen the information relating to programmes of the University.  They may be 
printed and circulated to all schools/ Colleges and organizations for wider publicity.  

 
Establishment of  kiosks and Interactive voice response systems (IVRS ) are also suggested. 

 
Task forces may be constituted to check the admissions to control the fall in admission.  Another Task 
Force may be constituted to monitor the results of various examinations.  Marketing strategy of BRAOU 
needs a lot of attention. UG programmes are still the feeder programes and other programes, critics say, are 
parasites on UG programes. This needs an in-depth study.  Market Demand of programes  has to be taken 
up to launch new programes. 
 

CONCLUSION: 
 

In this paper the strengths and weaknesses of the first open university of India have been stated. The threat 
to the system from the other players and opportunities to make the system more accessible, acceptable have 
also been mentioned. In other words an action plan has been given to BRAOU in particular and other ODL 
systems in general which are facing more or less the same problems to make the ODL system strong and 
workable system of higher education. 

 
ANNEXURE 

 
            

THIS AMENDMENT TO BE READ WITH ADMISSION REQUIREMENT UNDER V 
AT PAGE 7/8 OF MBA APPLICATION-CUM- PROSPECTUS FOR THE A.Y. 2006-07. 
 
          “In Addition to the admission requirements mentioned Vide Sl.No.V of Page-7, a       
candidate who studied Mathematics as a subject either in SSC or Intermediate or Under 
Graduate level is only eligible to seek admission into MBA Programme of Dr.BRAOU. 
Further the Quantitative Techniques/Business Mathematics subjects offered in the 
curriculum of B.Com Degree and 10+2 vocational stream respectively are not recognized as 
equivalent to Mathematics subject for the purpose of deciding the eligibility of candidates 
for admission into MBA Programme 
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Abstract 
 

This study collects crucial information related to admission requirements, 

curricula and program requirements of Ph.D. programs in Human Resource Development 

(HRD) or similar fields from universities throughout the United States, which are 

offering a Ph.D. program in HRD/similar fields. This paper is an important reference for 

the creation of the Ph.D. program in HRD/similar fields, particularly in the admission 

requirements, curriculum development, and program requirements. This study attempted 

to answer the following questions: 

1. What are the current requirement admissions for a Ph.D. program in 

HRD/similar fields? 

2.  What courses are offered in Ph.D. programs in HRD/similar fields? 

3. What are program requirements of Ph.D. programs in HRD/similar fields? 
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Results 

This study collected data from the Websites of fourteen universities in the United 

States that are currently offering Ph.D. programs in HRD/similar fields. The data that 

need to be collected are: admission requirements, curricula, and admission requirements 

of a Ph.D. program in HRD/similar fields.  Having carefully looked at each data source, 

there were fourteen universities currently offering a Ph.D. program in HRD/similar fields.  

These universities are: Barry University (BU), Boston University (BOU), Colorado State 

University (CSU), Florida International University (FIU), George Washington University 

(GWU), Georgia State University (GSU), Ohio State University (OSU), Pennsylvania 

State University (PSU), Southern Illinois University at Carbondale (SIUC), University of 

Georgia (UG), University of Illinois at Urbana Champaign (UI), University of Louisville 

(UL), University of Minnesota (UM), and University of North Texas (UNT).   

Admission Requirements 

As shown in Table 1, all fourteen universities, which currently offer Ph.D. 

programs in HRD/similar filed, have virtually identical admission requirements.  All the 

universities require applicants to submit application forms, official transcripts/degrees, 

GRE, TOEFL (for international students), letters of references, and application fees 

(ranging from $30 to $60).  All the universities require a minimum graduate GPA – 

ranging from 3.0 to 3.4 – except Boston University and Georgia State University.  In 

addition, seven of the fourteen universities require applicants to submit resumes, and six 

of them require applicants to go through an interview process.  Finally, the majority of 

the universities require applicants to submit a statement of objectives/professional plans, 

except George Washington University, University of Illinois at Urban Champaign, and 

University of Louisville.
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Table 1 

Admission Requirements for Ph.D. programs in HRD/Similar Fields 
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Statement of Objectives/Professional Plans 

Interview 

Application Processing Fee  

 
 

Y 
 

Y 
 

3.25 
 

Y 
 

Y 
 

3 
 

N 
 

Y 
 

Y 

$30 

 

 
 

Y 
 

Y 
 

N 
 

Y 
 

Y 
 

2 
 

N 
 

Y 
 

N 

$65 

 

 
 

Y 
 

Y 
 

3.0 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

N 

$50 

 

 
 

Y 
 

Y 
 

3.25 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

N 

$30 

 

 
 

Y 
 

Y 
 

3.3 
 

Y 
 

Y 
 

2 
 

Y 
 

N 
 

Y 

$60 

 

 
 

Y 
 

Y 
 

N 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

N 

$50 

 

 
 

Y 
 

Y 
 

3.3 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

Y 

$40 

 

 
 

Y 
 

Y 
 

3.0 
 

Y 
 

Y 
 

2 
 

N 
 

Y 
 

Y 

$45 

 

 
 

Y 
 

Y 
 

3.25 
 

Y 
 

Y 
 

3 
 

N 
 

Y 
 

Y 

$30 

 

 
 

Y 
 

Y 
 

3.25 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

Y 

$50 

 

 
 

Y 
 

Y 
 

3.0 
 

Y 
 

Y 
 

3 
 

N 
 

N 
 

N 

$50 

 

 
 

Y 
 

Y 
 

3.5 
 

Y 
 

Y 
 

2 
 

N 
 

N 
 

N 

$50 

 

 
 

Y 
 

Y 
 

3.4 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

Y 

$55 

 

 
 

Y 
 

Y 
 

3.0 
 

Y 
 

Y 
 

3 
 

Y 
 

Y 
 

N 

$50 
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Curricula 

Table 2 shows core courses, research courses and number of credits of elective 

courses of all the fourteen universities that are currently offering Ph.D. programs in 

HRD/similar fields.  Five universities (BOU, CSU, OSU, UI, and UL) offer five core 

courses; seven core courses are offered by three universities namely GSU, SIUC, and 

UNT; BU and UM offer nine core courses; six core courses are offered by FIU and GWU; 

and UG and PSU offer four and ten core courses respectively.   Each core course contains 

three credit hours except “Doctoral Seminar in Cultural Foundations of Education” and 

“Doctoral Seminar in Behavioral Foundations of Education” at SIUC and “Internship: 

Human Resources Development” at UM, which are four credit hours each.  

The number of research courses offered by the fourteen universities ranges from 

two to six.  BU, CSU, GSU, OSU, UL, UM, UNT offer five research courses in their 

programs of study. Six research courses are offered by GWU and UG. BOU and UI offer 

four research courses, and PSU and SIUC offer two research courses in their programs of 

study.  FIU is the only university that offers three research courses.  Each research course 

is three credit hours excluding “Ethical Responsibility in Research” and “Research 

Seminar” at UM, which are awarded only one credit hour each.  The number of credit 

hours of elective courses offered by the fourteen universities ranges from nine to thirty-

eight. The number of credits of elective courses offered by the fourteen universities 

averages nineteen hours.   Table 3 shows common attributes of required courses for Ph.D. 

programs in HRD/similar fields.  Although there are four universities that do not list 

statistics requirement by name, it is reasonable to assume that a Ph.D. program would 

have statistical requirements. As all universities require some form of research methods 

courses statistical components may very well be embedded in them.  
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Table 2 

Curricula of Ph.D. Programs in HRD/Similar Fields  

Institutions Core Courses 
Number 

of 
Credits 

Research Courses 
Number 

of 
Credits 

Number 
of 

Credits 
for 

Elective 
Courses 

 

 

 

 

BU 

 

Task and Performance Analysis 

Organizational Learning 

Program Evaluation in HRD 

Seminar in HRD 

Theories of Leadership 

Information Technology Administration 

Organizational Change 

Sociology of Education 

Financial Administration 

 

3 

3 

3 

3 

3 

3 

3 

3 

3 

 

 

Philosophy of Science and Theory Development 

Qualitative Methods of Inquiry 

Advanced Qualitative Inquiry 

Quantitative Methods of Inquiry 

Advanced Quantitative Inquiry UNT 

 

3 

3 

3 

3 

3 

 

12 
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BOU 

 

Intellectual History of Education: Plato, 

Rousseau, James and Huxley 

Doctoral Colloquium I  

Intellectual History of Education: 

Development over the Life Span 

Foundations of Educational Inquiry 

Research Colloquium in Administration, 

Training, and Policy Studies  

OR 

Organizational Analysis 

Advanced Policy Seminar 

Organizational Consulting 

Organization Learning  

Organizational Change 

Coaching for Performance and 

Development 

 

 

 

3 

3 

 

3 

3 

 

3 

 

3 

3 

3 

3 

3 

 

3 

 

 

Quantitative Research Methods 

Qualitative Research Methods 

Dissertation Advisement Seminar 

Proposal Development Seminar 

 

 

3 

3 

3 

3 

 

N/A 
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CSU 

 

Leadership Development 

Strategic Planning 

Consultation & Analysis in Organizations 

Workforce Development 

HRD Seminar: Change Management 

 

3 

3 

3 

3 

3 

 

Quantitative Research Methods 

Quantitative Data Collection Methods/Analysis 

Qualitative Research 

Qualitative Data Analysis 

Proposal Development 

 

 

3 

3 

3 

3 

3 

 

 

15 

 

 

 

FIU 

 

Introduction to AE/HRD 

Adult Teaching and Learning 

Instructional Processes in AE/HRD 

Organizational and Community Processes 

in AE/HRD 

Review of Research in AE/HRD 

 

3 

3 

3 

3 

3 

3 

 

Foundations of Educational Research 

Educational Research Methodology: Introduction to 

Data Analysis 

Advanced Data Analysis in Quantitative Educational 

Research 

 

3 

3 

 

 

3 

 

12 

 

 

GWU 

 

 

Foundations of Human Resource 

Development 

Work Groups and Teams in  

 

3 

3 

 

 

Quantitative Methods 

Qualitative Research Methods 

Advanced Research Methods 

 

3 

3 

3 

 

18 
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GWU 

 

Organizations 

Theory, Research & Practice in Adult 

Learning  

Ideas, Issues and Practices in Education 

Theory & Design for Organization 

Diagnosis And Development  

Interdisciplinary Readings  

 

3 

3 

 

3 

3 

 

Applied Research in HRD 

Advanced Issues in HRD 

Practicum (may be repeated) 

Pre-dissertation course 

 

 

3 

3 

3 

3 

 

 

 

 

 

 

GSU 

 

 

 

 

 

Theory, Systems and Models in Human 

Resource Development 

Human Resource Development 

Consultant Theory 

Human Resource Development Strategic 

Planning 

The Study of Organizational Cultures 

International Human Resource 

Development 

 

 

3 

 

3 

 

3 

3 

 

3 

 

Methods of Educational Inquiry 

Applied Research Methods and Statistics I 

Applied Research Methods and Statistics II 

Advanced Research Methods I 

Advanced Research Methods II 

 

3 

3 

3 

3 

3 

 

15 
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GSU 

 

Research Seminar: Action Learning 

Dissertation Development in Human 

Resource Development 

 

3 

 

3 

 

 

 

 

 

 

OSU 

 

 

 

 

 

 

 

 

Theoretical Perspectives on Workforce 

Development and Education 

Scholarly Perspectives of Workforce 

Development and Education 

Knowledge Generation in Workforce 

Development and Education 

Adult Learning Theory 

Policy Issues in Workforce Development 

and Education 

 

 

3 

 

3 

 

3 

3 

 

3 

 

 

 

Research Methods 

Research Design 

Analysis and Interpretation of Data  

Instrumentation and Procedures for Data Collection   

Applied Multivariate Statistical Analysis I  

Applied Multivariate Statistical Analysis II  

OR 

Introduction to Inquiry I: Principles, Strategies, and 

Techniques  

Introduction to Inquiry II: Quantitative Methods 

OR 

Qualitative Research For Educators 

Qualitative Research In Education 

 

3 

3 

3 

3 

3 

3 

 

 

3 

3 

 

3 

3 

 

N/A 
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OSU 

 

Experimental Design In Education I  

Experimental Design In Education II  

Experimental Design In Education III: Multivariate 

Statistical Methods  

Practicum In Educational Research and Evaluation  

Analyzing Qualitative Data in Educational Research 

 

3 

3 

 

2-3 

3 

5 

 

 

 

 

 

PSU 

 

 

 

 

 

 

Training in Business & Industry  

Professional Studies in WF ED  

Social and Economic Foundations of 

Workforce Education & Development  

History, Philosophy and Public Policies 

of  Workforce Education 

Pro Seminar 

Evaluation of Investments in WF ED  

Organizational Development in WF ED 

Needs Assessment in WF ED 

 

3 

3 

 

3 

 

3 

3 

1 

3 

3 

 

Data Analysis in Workforce Education   

Research in Workforce Education  

 

 

3 

3 

 

N/A 
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PSU 

 

Internship  

Developing Training Programs in WF ED 

 

3 

2-5 

 

 

 

 

 

SIUC 

 

Doctoral Seminar in Cultural Foundations 

of Education  

Doctoral Seminar in Behavioral 

Foundations of Education 

Program Evaluation for Work 

Education     

Policy Implementation and Supervision     

Current Issues and Research     

Curriculum Foundations for Work 

Education     

Advanced Research Methods 

 

4 

 

 

4 

3 

3 

3 

 

 

3 

3 

 

Resource Courses 

 

6 

 

 

17 

 

UG 

 

 

Workforce Issues and Policy 

Development in Occupational Studies 

 

3 

3 

 

Applied Analysis of Variance Methods in Education 

Applied Correlational and Regression Methods in  

 

3 

 

 

9 
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UG 

 

 

 

 

 

 

Leadership Development in Occupational 

Studies 

Philosophy of Occupational Studies 

 

 

3 

3 

 

 

 

Education 

Multivariate Methods in Education or Measurement 

Theory 

Qualitative Research in Education 

Educational Research in Occupational Studies 

Design and Methodology in Occupational Studies 

OR 

Qualitative Research in Education 

Qualitative Data Collection in Education 

Qualitative Data Analysis in Education 

Applied Analysis of Variance Methods in Education 

Educational Research in Occupational Studies 

Research Design and Methodology in Occupational 

Studies 

 

3 

 

3 

3 

3 

3 

 

3 

3 

3 

3 

3 

 

3 

 

UI 

 

 

Disciplined Inquiry in HRE 

Designing Research Studies 

 

3 

3 

 

Evaluation Methods  

Evaluation Methods  

 

3 

3 

 

38 
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UI 

 

Seminar in Advanced Theories in HRD 

Seminar in Advanced Adult Learning 

Supervised Internship in HRE 

 

3 

3 

3 

 

Evaluation Theory  

Evaluation Practice  

OR  

Methods Course  

Specialization  

Specialization  

Complementary research requirement: Introductory 

Statistics Course  

OR 

Introductory Course  

Methods Course  

Specialized/Advanced  

Introductory Statistics Course  

Quantitative  

OR 

Introductory Statistics  

Specialization  

 

3 

3 

 

3 

3 

3 

 

3 

 

3 

3 

3 

 

3 

 

3 

3 
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Qualitative Research Course 

 

3 

 

 

 

UL 

 

Introductory Doctoral Seminar 

Adv. Internship in Training & HR 

Development 

Problem Analysis I 

Problem Analysis II 

 

 

3 

 

3 

3 

3 

 

Applied Statistics 

Research/statistics courses 

 

 

3 

12 

 

21 

 

 

 

 

UM 

 

History and Philosophy of Work, 

Community, and Family Education  

Comparative Systems in Work, 

Community, and Family Education  

Survey: HRD and Adult Education  

Training and Development of Human 

Resources  

Organization Development  

 

 

3 

 

3 

3 

 

3 

3 

 

Foundations of Inquiry  

Quantitative Research in Work, Community, and 

Family Education 

Ethical Responsibility in Research 

Research Seminar  

A graduate level introductory statistics course 

 

2 

 

3 

1 

1 

3 

 

28 
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Strategic Planning Through Human 

Resource Development  

Strategies for Teaching Adults  

Internship: Human Resources 

Development  

Advanced Theories in Adult Ed & HRD 

 

3 

3 

 

 

4 

3 

 

 

 

 

 

 

UNT 

 

 

 

 

 

Introduction to Applied Technology, 

Training and Development. 

Technological Innovations in Training 

and Development. 

Leadership Development in Applied 

Technology and Training.  

Trends and Issues in Applied Technology 

and Training. 3 hours. 

Needs Analysis and Curriculum  

Development.  

 

 

3 

 

3 

 

3 

 

3 

 

3 

 

Research Seminar. 3 hours. 

Methods of Educational Research.  

Statistics for Educational Research.  

Advanced Research Design.  

Educational Data Processing. 

Advanced Quantitative Methods in Educational 

Research.  

 

 

3 

3 

3 

3 

 

3 

 

 

 

21 
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UNT 

 

Consulting Skills.  

Evaluation and Accountability in Applied 

Technology and Training. 

 

3 

 

3 

 

 

 

Table 3 

Common Attributes of Required Courses for Ph.D. programs in HRD/Similar Fields 

 
 

Common Attributes 
 

B 
U 

B 
O 
U 

C 
S 
U 

F 
I 
U 

G 
W 
U 

G 
S 
U 

O 
S 
U 

P 
S 
U 

S 
I 

UC 
U 
G 

U 
I 

U 
L 

U 
M 

U 
N 
T 

 
Human Resource Development/Similar Category 
 
Educational Theories/Philosophy 
 
Organizational Studies 
 
Research Methods 
 
Statistics 
 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

N 

 
Y 
 

N 
 

Y 
 

Y 
 

N 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

N 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

N 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

N 
 

Y 
 

Y 

 
Y 
 

Y 
 

N 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 

 
Y 
 

Y 
 

Y 
 

Y 
 

Y 
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Program Requirements 

As shown in Table 3, all the universities require that applicants complete their 

residency and all the courses. In addition, applicants must take comprehensive or 

preliminary exams, in order to advance to candidacy status, submit and defend their 

dissertation proposals and final dissertations successfully.  Finally, applicants need to file 

graduation application forms.  
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Table 4 

Program Requirements for Ph.D. Programs in HRD/Similar Fields 

 
 

Program Requirement Criteria 
 

B 
U 

B 
O 
U 

C 
S 
U 

F 
I 
U 

G 
W 
U 

G 
S 
U 

O 
S 
U 

P 
S 
U 

S 
I 

UC 
U 
G 

U 
I 

U 
L 

U 
M 

U 
N 
T 

 

Residency 

Course Completion 

Comprehensive/Preliminary Examination 

Dissertation Completion (Proposal and defense) 

Graduation Application Form Completion 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 

 
 

Y 
 

Y 
 

Y 
 

Y 

Y 
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Conclusion 

Table 1 provides a benchmark of admission requirement criteria obtained from 

the universities, which are currently offering a Ph.D. in HRD/similar fields. The 

admission requirements are very similar among the universities that offer Ph.D. programs 

in HRD/similar fields. University and college admission officers can study and assess 

these criteria to determine admission requirements for their Ph.D. program in HRD.  

Table 2 exhibits required and research courses and number of credits of elective courses 

acquired from the universities, which offer Ph.D. programs in HRD/similar fields.  Table 

3 shows the common attributes of required courses offered in Ph.D. programs in 

HRD/similar fields; the attributes are human resource and development/similar category, 

educational theories/philosophy, organizational studies, research methods, and statistics. 

The attribute of human resource and development/similar category and research methods 

are found in all universities’ programs of study. The attribute of educational 

theories/philosophy is also found in all universities’ programs of study, except CSU's.  

The attribute of organizational studies also appears in all universities’ programs of study, 

except UI and UL's.  Four universities (BOU, CSU, GWU, and SIUC) do not include 

statistics courses in their programs of study.  In respect to curriculum development, the 

curriculum designer/committee can use this information to assist them in constructing 

courses for the Ph.D. program in HRD.  A university, college, or department may 

develop its Ph.D. program of study based on the attributes of human resource 

development/similar category, educational theories/philosophy, organizational studies, 

and research methods, which are found in virtually all Ph.D. programs in this study.   
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Table 4 shows program requirement criteria at the universities that are offering a Ph.D. in 

HRD/similar fields.  The university, college, or department can adopt these criteria in 

developing its Ph.D. program requirements. 

Recommendations for future study include: 1) the impact of admission 

requirements on applicants’ success in the Ph.D. program in HRD, 2) the comparison, 

effectiveness and accountability of programs of study in a Ph.D. program in HRD, 3) the 

challenges of the development and creation of a Ph.D. program in HRD, and 4) degree 

majors of those who pursue a terminal degree in the HRD field. 
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Externalizing and internalizing behavior problems in early years have been 

considered as significant risk factors for social maladjustment in later life (Achenbach 

& Edelbrock, 1983; Park & Kim, 2000). Previous studies (Cho & Seu, 1998; Grietens 

et al., 2004; Treutler & Epkins, 2003) have found that children’s behavior problems 

were perceived differently by informants. Specifically, mothers reported higher scores 

on both internalizing and externalizing behavior problems than did teachers and fathers   

(Grietens et al., 2004). It seems that mothers’ negative perception on their children’s 

behavior problems are related to their harsh parenting behaviors.   

Mother is the most important figure for socialization of emotion for young 

children. Indeed, clinicians seek and obtain information significantly more from 

mothers than from other informants regarding children’s internalizing and 

externalizing problems (Dedmon, 1999). However, since mothers’ employment has 

been increased recently, children come to spend less time with their mothers. 

Furthermore, it may affect the mother-child interactions and mothers’ perception on 

their children’s problem behaviors. Nevertheless, there has been little research on the 

question how such a shift affects mothers’ perception of externalizing and internalizing 

behavior problems in their children. 

It has known that the availability of parents plays a significant role in 

perceiving behavior problem of their children (van der Ende, 1999). For example, 

Treutler and Epkins (2003) found that mothers' time spent with children explained 

significant variability in father-mother discrepancies regarding children's internalizing 

behavior, above and beyond the effects by symptoms of both parents. More time spent 

with children was associated with mothers reporting more internalizing behavior in 

their children than fathers reported. This might indicate that mothers are more aware of 
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internalizing behaviors, perhaps as a consequence of spending more time with children, 

which may be why parents view mothers as more accurate informants on children's 

internalizing behavior (Phares, 1997).  

  Although there have been quantitative changes in contact time between 

mothers and their children as a result of women's labor force participation, little 

research reflecting these changes has been made. Therefore, the purpose of this study is 

to examine the differences between employed and unemployed mothers' perception of 

externalizing and internalizing behavior problems particularly in Korean family 

contexts.  

This research will be carried out on 30 employed and 30 unemployed mothers 

of preschool children currently attending kindergartens in Seoul, Korea. Each 

participant will fill out a K-CBCL (Korean version of Child Behavior Checklists) 

adopted by Oh et al. (1997). As in the case of Achenbach's CBCL, proposed K-CBCL 

also categorizes childhood problem behavior into internalizing problem behaviors and 

externalizing problem behaviors, and into 10 different types of problem behaviors in 

total.  

Reports of employed and unemployed mothers will be compared in terms of 

internalizing and externalizing behavior problems separately and the total score of 

behavior problems. Results will be reported using means, standard deviation, and t-test.  
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Abstract 

An organic extraction simulation was developed into two versions, caption and narration, 
to help students understand extraction concepts and connect it to the corresponding macroscopic 
procedural skills needed to perform the real extraction experiment. With Institutional Review 
Board (IRB) approval and course instructor permission, 97 students enrolled in the first semester 
organic chemistry participated in this study. They were randomly assigned to use one of two 
versions of the simulation. They completed a pretest and a posttest of content knowledge, and a 
spatial ability test (Mental Rotations Test). One way ANOVA was used to analyze the effects of 
types of the simulation (narration or caption), spatial ability (high or low), sex (male or female), 
and extraction and simulation experiences on the pretest and posttest. Participants also drew both 
pre- and post- mental models regarding the extraction concept. Therefore, the rubric system was 
created for scoring their mental models to see the development of their mental models. However, 
the mental models will be scored and about 10 participants will be interviewed regarding the 
explanation of their mental models. 

 
Background 

Every year, approximately 120 students enrolled in CHEM 331 at the University of 
Northern Colorado are required to do laboratory an extraction experiment. Some students have 
misconception about extraction concept, especially mental model at the molecular level for before 
and after extraction, and the relationship between solubility and miscibility. Experimental 
simulations offer both a new experience to perform chemistry experiments and molecular features 
details, which cannot be observed in the real experiment (Speer, Wengerter, & Taylor, 2004). It is 
consistent with the study by Sanger, Phelps, & Fienhold (2000), which indicated that “students 
who receive instruction including computer animations of chemical processes at the molecular 
level are better able to answer conceptual questions about particulate phenomena.” 

The purpose of this study is to develop and evaluate an organic extraction simulation when 
used as a lab preview to improve students’ understanding regarding the extraction theory and 
procedure before performing the real experiment. 
 
Research Questions: 

1) How does type of simulation (narration or caption) affect pretest and posttest scores? 
2) How does spatial ability (high or low) affect pretest and posttest scores? 
3) How does prior knowledge (high or low) affect the development of student’s mental 

models of organic extraction? 
4) How does type of simulation (narration or caption) affect the development of students’ 

mental models about organic extraction? 
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Participants 

With prior permission from course instructors, 97 students enrolled in the first semester 
organic chemistry participated in this study. 
 
Tools and Instruments 

1) Two version of an organic extraction simulation: 
a. Caption version 

www.coe.unco.edu/SaksriSupasorn/Extraction1/Extraction.swf  
b. Narration version 

www.coe.unco.edu/SaksriSupasorn/Extraction2/Extraction.swf 
2) Organic extraction pretest & Posttest 
3) Mental model about organic extraction test 
4) Mental rotation test (redrawn version) 
5) UNC Blackboard system 
6) Questionnaire & interview questions 

 
Methodology 
There are four steps of methodology: 

1) Design of an Organic Extraction Simulation 
An organic extraction simulation was created into two version, caption and narration, by 

using Macromedia Flash 8. The explanations in the caption version are exactly the same as the 
explanations in the narration version. 

 

       
 

   (a) Caption      (b) Narration 
 

Figure 1. Screen captured images of the organic extraction process for caption (a) and 
narration version (b) 

 

    
 

Figure 2.   Screen captured images of the organic extraction display at the molecular view 
before (left) and after inverting a mixture (right) 
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2) Using an Organic Extraction Simulation as a Lab Preview  
Before doing the real extraction experiment, 112 students 
a. were randomly assigned to be treatment 1 (using the caption version) or treatment 2 

(using the narration version) 
b. took an MRT test to measure their special ability 
c. took a short pretest to measure their prior knowledge about organic extraction 
d. drew a pre-mental model about organic extraction 
e. used the simulation 
f. completed the post-test 
g. drew a post-mental model about organic extraction 
h. completed the questionnaire to evaluate the organic extraction simulation 
 

3) Extraction Mental Model (on going) 
The rubric system was created for scoring their mental models to see the development of 

their mental models. However, scoring mental models is not completed yet. In order to gather 
more understanding about student’s mental models, 10 students will be interviewed regarding the 
explanation of their mental models.  

 

 
(a) Treatment 1 (text version) 

 

 
(b) Treatment 2 (narration version) 

 
Figure 3. Examples of mental models at the molecular level during and after inverting 

from treatment 1 (a) and treatment 2 (b) 
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4) Preliminary Data Analysis (on going) 

Since the participants were individually randomly assigned to be treatment 1 or treatment 
2, their prior knowledge and spatial ability were used as independent variables, while pretest and 
posttest scores were used as dependent variables in one way ANOVA test for significant 
differences and interactions with the main effect (p < 0.05). 
 

MRT Pretest Posttest Group N 
Mean SD Sig. Mean SD Sig. Mean SD Sig. 

- Female 
- Male 

66 
31 

7.04 
9.94 

3.80 
4.76 0.002 

3.86 
4.13 

0.93 
0.96 0.196 

4.68 
4.90 

0.86 
1.01 0.268 

- Have extraction experience 
- No extraction experience 

21 
76 

8.14 
7.92 

3.69 
4.51 0.837 4.05 

3.92 
1.12 
0.89 0.587 4.90 

4.71 
0.77 
0.95 0.391 

- Have simulation experience 
- No simulation experience 

28 
69 

9.03 
7.54 

5.13 
3.91 0.122 4.14 

3.87 
0.85 
0.97 0.196 4.75 

4.75 
0.84 
0.94 0.986 

- High spatial ability 
- Low spatial ability 

45 
52 

11.60 
4.83 

3.43 
1.84 0.000 4.22 

3.71 
0.93 
0.89 0.007 5.00 

4.54 
0.80 
0.96 0.012 

- High prior knowledge 
- Low prior knowledge 

68 
29 

8.57 
6.55 

4.45 
6.55 0.034 4.44 

2.79 
0.61 
0.41 0.000 4.91 

4.38 
0.79 
1.08 0.008 

- Caption version 
- Narration Version 

51 
46 

8.20 
7.72 

4.93 
3.58 0.589 4.06 

3.83 
0.88 
1.00 0.225 4.84 

4.65 
0.81 
1.02 0.306 

Total 97 7.97 4.33 - 3.95 0.94 - 4.75 0.91 - 
 
 Table 1. Results from preliminary data analysis 
 
Results and Discussion 
 The preliminary analysis indicates that males have spatial ability higher than females 
significantly; however, there is no significant difference between males’ and females’ score for 
both pretest and posttest. It also indicates that MRT, pretest, and posttest scores of students with 
and without simulation and extraction experiences are not significantly different. It is interesting 
that types or versions of the simulation have no significant effect toward the posttest score. 
However, spatial ability and prior knowledge show significantly different effect on the pretest and 
posttest.  

However, the results are just from the preliminary analysis. The data collected will be 
continue analyzed to see the effects of types of simulation (narration or caption), prior knowledge 
(high or low), and spatial ability (high or low) on gain in content knowledge and the development 
of student’s mental models. 
 
Conclusion 
 Students’ individual bases such as sex (male or female), and extraction and simulation 
experiences have no significantly different effect on spatial ability, prior knowledge, and gain in 
content knowledge (compare between pretest and posttest scores). Moreover, this study shows that 
types of simulation have no significantly different effect on gain. However, it is advisable that 
students with high spatial ability and/or high prior knowledge do better on the test than students 
with high spatial ability and/or high prior knowledge. 
 
Further Work 

- Continue data analysis in more details. 
- Create a rubric system for scoring students’ mental model about organic extraction to see 

the development of their mental models. 
- One way ANOVA will be used to analyze the effects of prior knowledge, spatial ability, 

and type of simulation toward the development of mental models. 
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PEP 
Parenthood Education Program 

 
This program is designed for female high school students who are pregnant.  The group should 
meet once a week at the same time and day for one hour sessions.  Students at all stages of 
pregnancy should be admitted into the group.  The group would be most successful if hosted be a 
female guidance counselor in order to establish a connection of unity and understanding between 
the counselor and the members of the group. 
 
Session 1: Meet and Greet 
 
Session 2: Caring and Sharing 
 
Session 3: Show and Tell 
 
Session 4: Mommy and Baby 
 
Session 5: Strengths and Shortcomings 
 
Session 6: Here and Now 
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Session 1:  Meet and Greet 
 
Objectives:   

1- To present the nature of the group as well as the purposes and goals of the group.   
2- To explain the concept of confidentiality within the group.   
3- To establish regulations members should follow when participating in the group. 
4- To welcome all members and introduce them to each other. 

 
Materials Needed: 
 Chairs for all members (seated in a circle) 
 Pieces of paper and pens for all members 
 A poster-board 
 A marker 
  
General Procedures:   

1- Introduction of the group:  Counselor introduces herself to the group and then gives an 
explanation of the purpose of the group.  This group will offer information about 
pregnancy, the birthing process, and motherhood.  Thoughts, emotions and experiences 
will be explored and shared confidentially within the group.   

 
2- Confidentiality:  Discuss the concept of confidentiality.  Use a statement such as, 

“Everything we say and do in this group will be kept confidential between us, and the 
only reason I may break confidentiality would be if I felt like you were going to harm 
yourself or someone else.”  Explain that in a group this means that we trust each other to 
keep everything confidential.  Ask if everyone agrees to do so. 

 
3- Regulations:  Explain that this group is going to provide a safe environment where 

members can feel heard and understood.  It is important that members agree to let each 
other express themselves without interruption or judgment.  Ask if there are any other 
concerns they would like to add to the group policies.  List all regulations on a poster-
board.  Have all members agree to each regulation verbally.  Have members consent to 
abide by them by signing the bottom of the poster-board. 

 
4- Buddy Interviews:  Have members pair up with the person next to them and interview 

them.  Ask her name, where she is from, how old she is, what some of her hobbies are, 
information about her pregnancy experience (does she know the gender of her baby?  
What is she looking forward to?  When is her baby due?), etc.  Members can write down 
information in order to help them when presenting their partner to the group later.  Have 
one member interview her partner for 5 minutes and then switch so the interviewer is 
now the interviewee and vice versa.  After these have taken place, have each interviewer 
stand up in the circle and introduce the person she has interviewed.  Each member should 
say as much as possible about her partner.  Go around the circle and introduce each 
member of the group. 

 
5- Homework:  Ask each member to go home and write down how she felt about the first 

session in a journal specifically for the group sessions.  What did she like?  How is she 
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feeling about being a part of the group?  Any concerns that she would like to bring up 
during the next session. 

 
6- Prepare for the next session:  Remind members that next week they will meet at the same 

time for the second session.  They will talk about what the pregnancy experience is like 
for them and will also learn about pregnancy, the birthing process, and motherhood. 

 
Processing Hints:  

During the interviews, members of the group will reveal more or less information about 
their pregnancies depending on how comfortable they feel at the time.  Encourage members who 
do not share as much personal information by reassuring that they are in a safe environment and 
that they can express themselves however and whenever they feel most comfortable.   
 Thank each member individually for her contribution.  Ask each member upon 
completing her introduction if she feels like she knows her partner any better?  Ask them if they 
discovered any similar feelings or experiences between the two of them while they were talking.  
These questions and responses will help the group to feel more connected with each other, since 
many pregnant teenage girls tend to feel alone or ostracized in their normal school environment.  
A sense of belonging, acceptance, and unity in the group are very beneficial. 
 Summarizing, clarifying, and reflecting statements should be used after each member’s 
introduction.  A statement like, “So, Laura, you love to paint and make pottery in one of your 
classes here at school because you find it calming for you.  A lot of people use different activities 
to help calm them when they are stressed.  What about you guys?”  Or, “Janeen said that she still 
doesn’t know if her baby will be a boy or a girl, but she says she’s really anxious and excited to 
find out.  Have any of you experienced similar feelings when you were at that stage?”  Questions 
like these open the group to discussion and sharing their feelings and experiences, while 
establishing their similarities with each other.   
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Session 2: Caring and Sharing 
 
Objectives: 

1- To explore the feelings and experiences related to being a teenager and pregnant. 
2- To discover and promote the personal strengths of the members. 
3- To establish a sense of acceptance, unity, understanding, and belonging. 
4- To find out what members think they know, what they really know and what they want to 

know about topics such as pregnancy, childbirth, and motherhood. 
5- To provide information about these topics. 

 
Materials Needed: 
 Chairs for all members (in a circle) 
 The movie Saved 
 A TV with VCR or DVD player for the movie 
 Pieces of paper for all members 
 Markers 
 Copies of the “Common Facts About Pregnancy” quiz 
 
General Procedures: 

1- Review previous session:  Welcome the members back to the group and briefly 
review what happened during the last session.  Ask the members how they felt about 
journaling as a homework assignment and if they have any concerns they would like 
to discuss before beginning the new session.  Take a few moments to address any 
concerns before moving on to the next activity.   

 
2- Introduce the movie:  Explain that the group will be watching a segment from the 

movie Saved.  Play the chapter in which the character, Mary, and her mom are 
watching a Lifetime movie about a woman whose pregnancy symptoms turned out to 
be cancer.  Continue to play the movie through when Mary buys an at home 
pregnancy test, visits a pregnancy clinic, hides her pregnancy from her classmates and 
family, and finally gets to go to the Prom and later delivers her baby. 

 
3- Process the movie:  Ask the group some processing questions about situations in the 

clip they just watched. (See processing hints for sample questions.) 
 

4- Positive Asset Search:  Give each member a piece of paper and break them into pairs 
again (try to divide into different pairs than they had before.)  Ask the members to 
talk to their partners about their own feelings about their pregnancy, during which the 
listener should perform a “positive asset search.”  Explain to them that this means 
they should pick out the positive feelings, thoughts, and experiences they hear while 
listening to each other’s stories and write them down.  At the end of each story, the 
listener should summarize all of the positive things she heard her partner say and give 
her the list of positive attributes.  Allow each pair 10 minutes between the two of 
them.  After everyone has finished, go around the room and ask each member to read 
aloud her list of positive attributions to share with the group. 

 

2007 HICE Proceedings 
Page 5779



5- “Common Facts About Pregnancy” quiz:  Inform the group members that they will be 
taking a short quiz to find out what they know about pregnancy.  At the end of the 
quiz, go over the correct answers.  Afterwards, open the group to discussion about 
what was learned.   

 
6- Prepare for the next session:  Remind students that they will meet again next week at 

the same time and they will have a guest speaker from a local medical center to talk 
to them about pregnancy, childbirth, and motherhood.   

 
7- Homework:  Ask members to journal about what they learned in today’s session, 

reflecting on what they experienced today.  Ask them to write down any questions 
they might want to ask the guest speaker next week. 

 
Processing Hints: 

This segment of the movie can be edited based on the counselor’s judgment.  It is 
recommended that the counselor watch the movie prior to the session and decide which portion 
she would prefer to show.  Processing questions can be edited accordingly.  Some questions to 
consider for processing the segment from the movie Saved are as follows: 

~ Mary was hoping she had cancer rather than being pregnant – what do  
you guys (I would take this out) think about that? 

~ What do you think was going through her mind while she was waiting for her  
home pregnancy results? 

~ What do you think she was thinking about when she found out she was  
pregnant? 

~ What do you think about Mary keeping her pregnancy a secret from her  
classmates and friends? 

~ How about keeping her pregnancy a secret from her family? 
~ What do you think was going through Mary’s head when she was being asked  

out by Patrick? 
~ How do you think she felt when Patrick told her it didn’t matter to him that she  

was pregnant? 
~ How did Mary feel in the end after delivering her baby? 
During the positive asset search, the counselor should go around to observe one group at 

a time for about a minute in order to listen and provide a positive asset as an example.  This 
should be done for each person who is sharing her pregnancy experience.  This will help 
exemplify how to search for positive assets as well as establish a connection with each of the 
members.   

When going over the answers of the quiz be sure to mention that no one is expected to 
know all of the answers; this activity is meant to be informative.  Encourage the members to find 
more information about pregnancy, childbirth, and motherhood in the school library or on the 
internet.  When discussing the harms of smoking, alcohol and abuse during pregnancy, reiterate 
the fact that members can come for individual time with the counselor if they have any concerns 
related to these matters. 
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Session 3: Show and Tell 
 
Objectives: 

1- To have a professional provide credible information about the topics discussed last 
session. 

2- To clear up any remaining concerns or questions related to these topics. 
 
Materials Needed: 
 Chairs for all members (in a circle) 
 A volunteer nurse/midwife/doctor from a local medical center that specializes in 

    childbirth. 
 
General Procedures:  

1- Review previous session:  Welcome the members back to the group and briefly 
review what happened during the last session.  Ask the members how they felt about 
journaling as a homework assignment and if they have any concerns they would like 
to discuss before beginning the new session.  Take a few moments to discuss any 
concerns that arise.   

 
2- Guest Speaker:  Ask the guest speaker to prepare and share an informative 

presentation including general and important information and common questions 
about pregnancy, childbearing and motherhood. 

 
3- Q & A:  Open the group to a question-&-answer segment with the guest speaker. 

 
4- Demonstration:  Have the guest speaker demonstrate some common caring techniques 

for infants, such as holding the baby, feeding, changing the diaper, burping, bathing, 
rocking, putting the baby to sleep, etc.  If time permits, allow students to ask the guest 
speaker to demonstrate any other skills they would like to learn. 

 
5- Prepare for the next session:  Remind members that next week they will meet and you 

will be introducing an activity that will provide them “hands on” parenting 
experience. 

 
6- Homework:  Have members write about how they felt about this session.  What did 

they like?  What did they learn?  Are there any concerns they would like to bring up 
during the next session? 

 
Processing Hints: 
 Debrief the group after the presentation by saying that not everyone is expected to know 
or memorize everything they learned today.  They should write down anything they think they 
will find helpful later.  Encourage them to use the internet and library as resources for more 
information related to what was discussed.  Explain that as with many responsibilities, “practice 
makes perfect” and they will improve and master the mothering techniques that were 
demonstrated.  Through these comments, the counselor will offer the members support and build 
their confidence. 
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Session 4: Mommy and Baby 
 
Objectives: 

1- To provide members with hands-on experience caring for a baby. 
2- To practice mothering techniques learned during the last session. 

 
Materials Needed: 
 Computerized dolls such as Baby Think It Over (one for each member)  
 
General Procedures: 

1- Review previous session:  Welcome the members back to the group and briefly 
review what happened during the last session.  Ask the members how they felt about 
journaling as a homework assignment and if they have any concerns they would like 
to discuss before beginning the new session.  Take a few moments to address any 
concerns that arise.   

 
2- Bring in the dolls:  Introduce the interactive dolls to the group and explain the nature 

of the dolls.  Assign each member to a doll.   
 
3- Pop Quiz:  Ask members to volunteer to show common mothering activities that were 

instructed by the guest speaker last session (such as feeding, rocking, burping, and 
changing a diaper).  Have members practice these activities as a group after each 
volunteer.   

 
4- Explain how the dolls work:  The dolls will register any signs of neglect, so they must 

be cared for consistently, just like a baby.  Some dolls have keys that must be inserted 
into the backs of the dolls in order to stop the crying.  Demonstrate how this works, 
along with other functions of the dolls.   

 
5- Explain that the members will be evaluated based on how well they care for their 

dolls.  They should care for their dolls as if they were their own babies.  If they need 
to arrange for a babysitter, they can, but only for short periods of time (specify for 
how long they are able to have babysitters for).  If members have trouble caring for 
their dolls, they can receive information about parenting classes in the area. 

 
6- Prepare for the next session:  Remind members that there are only two sessions 

remaining.  Next session they will discuss the outcomes of this activity. 
 

7- Homework:  Instruct the members to keep a journal detailing their mothering 
experiences during the next week.  They should record the times they fed, changed 
and burped their baby, as well as including any feelings they experience during the 
activity.  They should also document the times they employ a babysitter, and ask the 
babysitter to record their activities. 
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Processing Hints: 
 Be sure to inform each member’s teachers and request for their support for this activity 
since members will be bringing their babies to class with them.  This can be an awkward subject 
because some members may already feel as though they are outcasts in their schools because of 
their pregnancies.  Try to see that teachers will introduce the activity to their class and explain 
that it is an assignment for that particular student and that the class should support her and not 
interfere with the assignment.  Recommend that teachers excuse the student if the baby should 
begin to cry, as to not disturb the class.  If teachers do not agree to allow the student to bring the 
baby to the classroom, ask the student to arrange for a proper babysitter, just as she would have 
to do with a real baby. 
 Preface this assignment by saying that no one is expected to be a perfect mother to their 
baby.  The assignment will be difficult and may not always be fun, but it does not mean that they 
will not be a good mother.  This assignment is meant to be a learning experience, and as with 
other responsibilities, the members will improve with experience and time. 
 
Source:  Baby Think It Over is made by Baby Think It Over, Inc.  Information about Baby Think 
It Over was found at http://www.education-world.com/a_curr/curr077.shtml This is not the only 
computerized doll available nor is it the only source of information about this particular doll. 
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Session 5: Strengths and Shortcomings 
 
Objectives: 

1- To discuss the experiences with the computerized dolls. 
2- To explore any outstanding concerns related to the past sessions. 
3- To prepare for the end of the group sessions. 

 
Materials Needed: 
 Chairs for all members (in a circle) 
 
General Procedures: 

1- Review previous session:  Ask the members to break off into new partners.  Instruct 
the pairs to discuss what they experienced this past week with their babies.  Ask them 
to consider the following questions: What were their similarities and differences?  
What did they like and dislike?  What were their strengths and shortcomings?  What 
would they like to work on?  How do they feel about the process in general?  Do they 
feel better prepared for what is to come?  Give each group ten minutes, 5 minutes 
designated for each member to share her experiences.  After the time is up, go around 
the circle and ask them to share what they discussed.   

 
2- Outstanding concerns:  Ask if anyone has anything they would like to discuss before 

the last session.   
 

3- Prepare for the closing session:  Remind members that next week will be the last 
session together.  State that the group will be reviewing all of the sessions, evaluating 
the group experience, and setting goals for the future.   

 
4- Homework:  Ask members to journal about what this group experience has meant to 

them.  Ask them to write down positive feedback for each of their fellow group 
members, to be shared next session. 

 
Processing Hints: 
 Some members may have very strong reactions to the assignment from the last session.  
Adapting to the change of suddenly having a baby for 24-hours a day can be overwhelming.  
Spend time going around the room while each member is sharing her feelings, and offer support 
to those who are having difficulty coping with the experience.  Suggest that members try another 
positive asset search while listening to their partners.   
 While going around the circle and having individuals share their experiences, use 
summarizing and reflecting statements while performing a positive asset search.  Build on the 
members’ strengths.  If some members are having self-doubts about their parenting abilities, 
suggest that they find an adult who they feel comfortable talking to who is also a mother.  
Recommend that the member set aside time to talk to that adult about what her motherhood 
experience was like, if she ever had the same feelings of doubt, or any other issues that the 
member is experiencing.  If after this interaction the member still doubts herself help her arrange 
for individual counseling after the group sessions have finished. 
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Session 6: Here and Now 
 
Objectives: 

1- To review the previous sessions and summarize the covered topics. 
2- To set goals for the future. 
3- To evaluate the group experience. 

 
Materials Needed: 
 Chairs for all members (in a circle) 
 Printed evaluation forms for all members. 
 Blank sheets of paper for all members. 
 Markers. 
 
General Procedures: 

1- Review previous sessions:  Remind everyone that this is the group’s last session.  
Next, summarize the topics from previous sessions.  After each, ask the group 
members if they have any outstanding concerns from that session.   

 
2- Setting Goals:  Ask members to take 5-10 minutes to journal about their future goals.  

What would they like to accomplish short-term and long-term?   
 

3- Making it personal:  Ask members to go around the circle and share their goals, as 
well as what the group experience has meant to them. 

 
4- Activity:  Give each member a piece of paper with her name on it.  Ask the members 

to break into pairs.  Have each girl make a muscle with her strongest arm, while her 
partner traces her arm and muscle onto the paper.  Once each girl has her muscle 
drawn, have them pass their papers around the circle.  Members should write positive 
feedback (from their homework assignment) in the muscle on each corresponding 
girl’s paper.  Once the papers reach their owners, they will have a positive attribute 
from each member written on the muscle.  Explain that these are their strengths and 
they should keep them and remember them during difficulties.  Encourage them to 
stay connected to group members after the sessions are over.  

 
5- Evaluations:  Give the group members evaluations for them to complete.  Thank them 

for participating in the group and let them know how great it was to meet and work 
with all of them.  Remind them that counselors are available for individual counseling 
should they have issues or concerns after the group terminates.  Also, provide a list of 
resources available in the community. 

 
Processing Hints: 

Some members may have trouble leaving a group in which they established such 
a connection and sense of belonging, and may want to visit the counselor for individual 
counseling in order to regain those feelings.  Counselors should be aware of this 
possibility and decide how they prefer to handle it should it arise. 
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Common Facts About Pregnancy 
 
True or False 
 
___  Condoms are 99.9% effective. 
 
___  Condoms protect against all STDs including HIV/AIDS. 
 
___  Smoking during pregnancy can cause low birth weight, learning disorders and other 
complications. 
 
___  Drinking alcohol during pregnancy can cause Fetal Alcohol Syndrome, a leading 
preventable cause of mental retardation. 
 
___ Exercise should be avoided during pregnancy. 
 
___  A common pregnancy term lasts 38-42 weeks. 
 
___  Your due date is 40 weeks after your first day of your last menstrual cycle. 
 
___  You only need 300 extra calories per day to support your baby’s growth and development. 
 
___  Prenatal vitamins are recommended. 
 
___  The average labor for your first baby lasts between 5 and 6 hours. 
 
___  Childbirth classes are optional and not necessary for childbirth preparation; you can take 
them or leave them. 
 
___  You will dilate around 10 cm or 4 inches during labor in order to deliver. 
 
___  1 in 4 babies are delivered by C-section. 
 
___  An abusive relationship can harm your baby, cause you to miscarry or have prenatal labor. 
 
___  Formula feeding is just as nutritious and beneficial as breastfeeding. 
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Common Facts About Pregnancy 
COUNSELOR’S COPY 

True or False 
 
__F_  Condoms are 99.9% effective. 
 *Condoms are reported to be between 85-98% effective depending on correct use. 
 
__F_  Condoms protect against all STDs including HIV/AIDS. 
 *Condoms do not protect against all STDS. 
 
_T__  Smoking during pregnancy can cause low birth weight, learning disorders and other 
complications. 
  
_T__  Drinking alcohol during pregnancy can cause Fetal Alcohol Syndrome, a leading 
preventable cause of mental retardation. 
 
_F__ Exercise should be avoided during pregnancy. 

*You should exercise moderately about 30 minutes per day unless instructed otherwise 
by your doctor. 
 
_T__  A common pregnancy term lasts 38-42 weeks. 
 
_T__  Your due date is 40 weeks after your first day of your last menstrual cycle. 
 
__T_  You only need 300 extra calories per day to support your baby’s growth and development. 
 
__T_  Prenatal vitamins are recommended. 
 *Pregnant women need more vitamin A, Iron, Folic Acid, and Calcium. 
 
_F__  The average labor for your first baby lasts between 5 and 6 hours. 
 *The average labor lasts 12-14 hours and can get shorter for each child you have. 
 
__F_  Childbirth classes are optional and not necessary for childbirth preparation; you can take 
them or leave them. 
 *Childbirth classes are a great way to prepare and are highly recommended. 
 
__T_  You will dilate around 10 cm or 4 inches during labor in order to deliver. 
 
__T_  1 in 4 babies are delivered by C-section. 
 
__T_  An abusive relationship can harm your baby, cause you to miscarry or have prenatal labor. 
 
_F__  Formula feeding is just as nutritious and beneficial as breastfeeding. 
 *Breastfeeding is much more nutritious and beneficial for your baby. 
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Group Sessions Evaluation 
 
Thank you for participating in the PEP group sessions.  We hope you enjoyed your time together 
and learned a lot about pregnancy, childbirth, motherhood, and yourself!  Remember that 
counselors will be available for further individual consultation.  Please take the time to let us 
know how you feel about your experience in the group.   Thank you and best wishes in your 
future.   
 
Please rate the following questions based on a scale of 1-10, 1 being the lowest and 10 being the 
highest.  Circle the number that represents how you feel about each question. 
 
 
1- I feel I was prepared for my pregnancy and child before this group  1 2 3 4 5 6 7 8 9 10 
 
2- I feel I am better prepared after participating in this group     1 2 3 4 5 6 7 8 9 10 
 
3- I enjoyed participating in this group         1 2 3 4 5 6 7 8 9 10 
 
4- I learned a lot about pregnancy, childbirth, and motherhood      1 2 3 4 5 6 7 8 9 10 
 
5- My feelings about myself and my pregnancy before this group      1 2 3 4 5 6 7 8 9 10 
 
6- My feelings about myself and my pregnancy after this group      1 2 3 4 5 6 7 8 9 10 
 
 
Please answer the following questions with short answers: 
 
7- What I liked about this group was: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
8- What I wished was different about this group was: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
9- The most important thing I learned about pregnancy, childbearing, motherhood and/or myself 
was: 
______________________________________________________________________________
______________________________________________________________________________ 
 
10- One positive change I experienced as a result of this group is: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
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Hawaii International Conference on Education 
2007 Proceedings 

Title: Teaching Appropriate Social Skills to Children with Autism in School Settings 

Topic Area: Special Education 
Presentation Format: Poster Session 
Authors:  Jennifer B. G, Symon, Ph.D., BCBA & 

Shu Chen Tsai, M.A. 
Affiliation & Address:  

California State University, Los Angeles 
   Special Education & Counseling 
   5151 State University Drive 
   Los Angeles, CA 90032 
   jsymon@calstatela.edu 
    323-343-4429 phone 
   323-343-5605 fax 

Children with Autism Spectrum Disorders (ASD) often display behaviors leading to 

challenges in school. Social stories interventions have been widely used to address 

specific skills and more research is needed to examine the effects of using social stories 

alone and in combination with other procedures. This study examined the effects of using 

a social story alone intervention and a social story package intervention on increasing 

conversation skills, play skills or on-task behaviors of three elementary students with 

autism. During the baseline condition three students with ASD displayed behaviors that 

were below those of their general education and/or special education classmates.   When 
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the social story intervention was implemented and then withdrawn, the participants’ 

behaviors remained at the baseline levels. However, with the introduction of a social 

stories package that combined social stories, contingent reinforcement, and peer/adult 

prompting, each participant’s behavior improved. Peer comparison data showed that one 

participant’s behavior approached the level of his general education classmates and the 

other participants’ behaviors approached that of their special education classmates. Two 

participants demonstrated their appropriate skills in generalized settings.  
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Hawaii International Conference on Education 
2007 Proceedings 

 
Title: Improving social and peer play skills in children with autism across school settings 
 
Topic Area: Special Education 
 
Presentation Format: Paper session – 90 minutes 
 
Authors: 
 Jennifer B. Symon, Ph.D., BCBA 

Christena Harper, M.A. 
Angela Landrey, M.A. 
Daniella Liber, M.A. 

 
Affiliation & Address:  

California State University, Los Angeles 
 Special Education & Counseling 
 5151 State University Drive 
 Los Angeles, CA 90032 
 jsymon@calstatela.edu 
  323-343-4429 phone 
 323-343-5605 fax 
 
Symposium Abstract: 
Children with autism face challenges in social skills often leading to social isolation. 
Educators and team members commonly experience challenges of designing effective 
interventions to target social and play skills leading to improved peer interactions. This 
symposium will present strategies and data from three intervention programs that led to 
improved peer interactions for children with autism in different education settings (i.e., 
general education classroom, special day classroom, and during recess). Peers were 
included into each intervention plan. Each intervention program was designed by a 
teacher and implemented in a school setting. In addition to the data presented showing 
the benefits of each intervention, broader system changes were found as a result of the 
success. After seeing positive results of the program following the intervention, the 
teachers continued to use these programs on campus with other students and have trained 
additional teachers and staff on campus.  
 
Christena Harper, Wiliam D. Frea, & Jennifer B. Symon 
Improving social skills during recess using peer mediated strategies  
This study demonstrated the positive effects of training typical peers to use motivational 
strategies when interacting with students with autism. The peers successfully learned how 
to provide social interactive opportunities for the children with autism during typical 
recess activities. Specifically, they prompted the target children to take turns and gain 
peer attention while playing at recess. Results from a multiple-baseline across subjects 
design showed improvements in the target children’s interactive play skills.  
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Daniella Liber, Wiliam D. Frea, & Jennifer B. Symon 
Improving social interactions between children with autism using a time delay procedure 
This study showed the benefits of teaching sequenced play skills including interactive 
play between children with autism and their peers in a classroom setting. Three children 
with autism were taught pretend play skill sequences with a variety of age-appropriate 
toys. They were taught to request assistance from peers during play times. A multiple-
baseline across participants design was employed and results indicated that all children 
improved play skills after the time delay procedure and generalized the effects to novel 
play actions with peers. 
 
Angela J. Landrey, William D. Frea, & Jennifer B. Symon 
Increasing appropriate social play initiations between children with autism and non-
disabled peers using peer mediation and self-management. 
In this study two third-grade boys with autism were taught social initiations (requesting, 
commenting, and sharing) to improve their appropriate play during board game activities. 
Non-disabled peers were identified and included as trainers to facilitate and prompt the 
target children to display the social behaviors. A multiple-baseline across behaviors (e.g., 
requesting, commenting, and sharing) was used to determine the effects of the 
intervention. Results indicated that the children learned these skills and then began to 
self-manage these behaviors while playing with peers. 
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Learning Culture & History Through Cinema + Travel + Online Study 
 
 

Roy Tamashiro 
 

Webster University  
 

 
Abstract 

 
The combination of online study, viewing movies and actually visiting a 

new country may be one of the most powerful ways to learn about that 

country’s culture, history, psychology, education and even language.  In 

this session, Webster University’s online + international travel courses to 

Vienna (2005, 2007), Geneva (2006), and Hong Kong (2007) are used as 

examples to illustrate this powerful combination of learning modalities. 

We demonstrate how movies that were produced or set in the international 

destinations can reveal the social, cultural and psychological 

characteristics of the country or region. A method of extracting cultural 

patterns from movies and critiquing the validity of these patterns is 

described. 
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I. Introduction 

  “Let the world change you … And you can change the world.”  

--From The Motorcycle Diaries (Salles, 2004) 

As a multicampus, international institution, Webster University (St. Louis, 

Missouri, USA) searches for effective approaches to realize its mission to promote 

international perspectives among students and faculty. One such innovative instructional 

format was a short-term study tour course that was coupled with online instruction. Since 

2003, these short term travel + online courses have been taught in conjunction with 

Webster University campuses in Thailand, The Netherlands, Austria, Switzerland, and 

China. The inclusion of movies that were produced or set in the locations visited have 

significantly enhanced student learning in the courses taught in Vienna, Geneva and 

Hong Kong / Shenzhen.  In this workshop, the course design and methodologies for 

integrating the three components, (a) online learning; (b) international travel; and (c) 

cinema, are described.     

Webster University is a comprehensive, independent, and international university 

with its home campus located in St. Louis, Missouri, USA. Its extended campus network 

includes over 100 campuses in North America, Europe, and Asia with total enrollment 

exceeding 22,000. The University employs 170 full-time faculty in its five schools and 

colleges, with over 2,200 part-time / adjunct faculty in all programs worldwide.  

II. Development of Courses Combining Online + Travel + Cinema 

For many years, Webster University has supported study abroad programs for 

students. Students spend an 8-week term or a full-semester at one of four Webster 
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University European campuses — London, Vienna, Geneva, or Leiden—or its Cha-Am, 

Thailand campus. While this format has been popular among full-time, traditional age 

undergraduates, it has been less so for part-time students or graduate students. Challenges 

such as full-time employment schedules or family obligations prevent leaving home for 

such a long period.   

To find learning experiences that permit more students to experience international 

travel, instructors developed courses that involved short term international travel in 

combination with online instruction in the weeks before and after the travel period. These 

courses were dubbed the “4-1-1 courses,” because of their scheduling format: Four weeks 

online, followed by a one-week study tour in Thailand, with an additional one-week 

online follow-up. Courses taught in the 4-1-1 format included: (1) Emotional 

Intelligence; (2) Marketing; and (3) Negotiating Skills. In July 2004 a fourth course, 

“Finance” was taught in the 4-1-1 format in Amsterdam (The Netherlands). Webster 

University continued experimentation with the hybrid international travel courses with a 

7-1-1 format course on “Advanced Corporate Finance” in Bangkok, Thailand in Summer 

2005; and a 2-1-4 format course for educators on “Vienna: Culture in the Classroom.” 

The use of movies produced or set in the destination location was first used in this course, 

and repeated in the course “Geneva: Humanitarianism and Internationalism” in Summer 

2006; in “Hong Kong/China: Cinema and Culture” and in “Education in Hong 

Kong/China” in Winter 2006 – 2007.  
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III. Value of the Instructional Strategies 

The three components of the course (online learning, international travel, use of 

cinema) have individual strengths and benefits for student learning: The online learning 

component:  

• Enables students from geographically dispersed locations to participate in the 

course 

• Provides opportunity for student work, including reading, writing, research, and 

dialogue with instructor and classmates, prior to the international travel 

component.  

The international travel component enables students to:  

• Have first hand experience of the culture and society of the destination country 

• Observe and visit key organizations, institutions, agencies, companies, schools, 

or museums pertinent to the topic in the course 

• Compare cultural patterns and characteristics described in textbooks, literature, or 

media with data they collect through direct observation and personal experience 

in international destination; and  

• Experience intense problem-solving processes when navigating a new location, 

communicating with speakers of an unfamiliar language, and negotiating in an 

unknown currency. 

The use of cinema in these courses enables students to:  

• Study depictions of the society and culture, and analyze them for accuracy, 

stereotyping and bias. 
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• Observe how the culture is viewed by insiders, when the movie is produced by 

natives; and by outsiders (foreigners) when the movie is set in the destination 

location but produced by Hollywood or other non-native writers, directors or 

producers. 

• See historical events in a documentary or literary context 

When the three components (online learning, international travel, use of cinema) are 

combined and integrated into the courses, they have additional benefits, such as: 

• Prior reading and research in the online component enables students to 

experience the visits in the study tour locations with greater depth in their 

knowledge and understanding.  

• Students can compare their personal observations of locations and places at the 

destination with the depiction of the same locations and places in the movies  

• Visiting locations where the movies were set gives students a deeper and more 

meaningful understanding and appreciation for the characters, issues or 

historical situation that was depicted in the scene.  

 

IV. Extracting & Analyzing Cultural Patterns from Movies 

Selections of movies to be included in the courses are dictated by the availability 

of movies pertinent to the course topic. Table 1 lists some of the movies used in recent 

international travel / online courses.  
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Table 1: Movies Used in Online + International Travel Courses 

Course Movies Included (Sampling) 

Vienna: Culture in the Classroom (Summer 2005) The Third Man (1949) 

 Immortal Beloved (1994) 

Amadeus (1993) 

Before Sunrise (1995). 

Geneva: Humanitarianism and Internationalism 

(Summer 2006) 

Lord of War (2005) 

Three Colors: Red / Trois couleurs: Rouge (1994) 

Hong Kong / China: Cinema and Culture (Winter 

2006 – 2007) 

A Better Tomorrow (1986) 

Infernal Affairs (2002) 

Police Story (1985) 

SuperCop (1992) 

2046 (2004) 

Ashes of Time (1994) 

Chungking Express (1994) 

Days of Being Wild (1991) 

Fallen Angels (1995) 

In the Mood For Love (2000) 

Enter the Dragon (1973) 

I Spy (1965) [9 episodes filmed in Hong Kong] 

Love Is a Many-Splendored Thing (1955) 

The Man with the Golden Gun (1974) 

The World of Suzie Wong (1960) 

Crouching Tiger, Hidden Dragon (2000) 

Farewell, My Concubine (1993) 

Hero (2002) 

Raise the Red Lantern (1991) 

Not One Less (1999) 

To Live (1994) 

Education in Hong Kong / China: (Winter 2006 – 

2007) 

Balzac and the Little Chinese Seamstress (2002)  

Not One Less (1999) 
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Students are required to view the movies prior to traveling to the study 

destination. They use the following steps to extract and analyze characteristics and 

patterns of how the culture is depicted in the movie.  

1. View the movie and identify patterns of behavior, attitudes and beliefs about the 

culture.  

2. Use other literature and media sources to obtain consistency and validation.  

3. Use personal experiences and others’ experiences or critiques to further evaluate 

the observed patterns.  

First hand observations at locations where scenes from the movie were set provide 

additional data for analysis. In the online course, students post their analyses for 

feedback and commentary by other students. The steps 1-3 above may be repeated to 

further refine, bootstrap, revise or discard the observed characteristics and patterns.  

 For example, in the “Hong Kong / China: Cinema and Culture” course, one can 

find a cluster of common characteristics among the action movies such as: A Better 

Tomorrow (1986), Infernal Affairs (2002), and Police Story (1985):  

STEP 1: These movies depict Hong Kong as fast paced and modern, but also a 

place filled with crime, corruption, violence and danger. These characteristics are present 

in the various kinds of “action” movies: martial arts, gangster, or comedic spoofs.  

STEP 2: Does the literature confirm that Hong Kong is fast paced and modern? 

Yes. Hong Kong travel guides consistently depict Hong Kong as modern and fast-paced. 

The Lonely Planet’s Hong Kong and Macau guidebook (Fallon and Buntine, 2004) opens 

with the following dramatic description:  

“Hong Kong is a pulsating, superlative-ridden fusion of West and East, an 

exercise in controlled chaos, a densely populated place that simply ‘shouldn’t be, 

but is.’ Hong Kong is like no other city on earth.” (Fallon and Buntine, 2004, p. 5) 

 Is Hong Kong crime-ridden and dangerous? The overall crime rate in Hong Kong 

is among the lowest of all cities. The homicide rate in Hong Kong is 1.23 per 100,000 
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(Broadhurst, 2000). See Figure 1. In actuality, Hong Kong is certainly not as violent as is 

depicted in the movies.  

 

 

STEP 3: As a traveler to Hong Kong, does one experience it as a dangerous 

place? This is unlikely: Fallon and Buntine (2004) describe it as:  

“For its size, Hong Kong is a very safe city and most people will feel quite at 

home. It is safe to walk around just about anywhere in the territory after dark, 

though it’s best to stick to well-lit areas. Tourist districts like Tsim Sha Tsui are 

heavily patrolled by police.” (p 27) 

Through class discussion, we can conclude that Hong Kong is actually not as 

violent as is depicted in the movies. This is an example of a stereotype or projected image 

that is not reflected in the actual Hong Kong, at least not literally. However, the violence 

and bloodshed on film may be illustrating the Hong Kong people’s fantasies of violence, 

blood and murder associated with real feelings of frustration or anger. In a dense, 

crowded, fast-paced city like Hong Kong where stakes are high and competition for 

Figure 1: Homicide Rate for Major Cities (Adopted from  Broadhurst, 2000) 
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business and power may be cut-throat, it is not surprising that one’s inner world is filled 

with terror, fear and violence. In this regard, the violence and bloodshed does reflect the 

inner feelings and fantasies that may be a big part of Hong Kong experience and culture. 

This example suggests that similar analyses may be conducted using scenes from 

other movies for the culture or society they portray. The analysis may be conducted on 

locally produced movies involving producers, directors and writers who are cultural 

insiders; as well as those produced by foreign movie studios. There may be stereotyping, 

racist or elitist portrayals whether the movies are produced by cultural insiders or 

foreigners. Similarly, accurate depictions of historical events or cultural patterns are 

possible regardless of the nationality of the producers. The analysis results in important 

insights and understandings about the movie and its producers as well as the culture or 

history of the location studied. When combined with the first hand experience of visiting 

the locations involved and conducting research and online collaboration, these movie 

analyses result in unforgettable impressions, deep understanding and profound personal 

meaning making.   
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Introduction 
 
The combination of online learning and international travel is a powerful way to learn about the culture, 
history, psychology, education, politics, economics and even language of an international destination. In 
this session, instructors and students give their perspectives and share their experiences about Webster 
University’s online + short term international travel courses to Vienna (2005, 2007), Geneva (2006), 
Bangkok (2005) and China (2006, 2007).  Instructors highlight various innovative instructional methods 
used in the courses; and students report on the individualized research and professional applications that 
resulted from their course experience. 

Webster University is an independent, comprehensive university whose home campus is located in St. 
Louis, Missouri (USA). Founded in 1915 as a small private college, Webster has grown into an 
international network of over 100 campuses across the United States, Europe, China and Thailand. 
Currently the University enrolls approximately 22,000 students worldwide who range in age from 
traditional college age students to adult learners, and represent over 100 nationalities. Webster 
University is dedicated to academic excellence, innovation in higher education, meeting the needs of 
students in an ever-changing world and incorporating an international perspective throughout the 
curriculum.  

Since 2004, the University has been experimenting with short-term international travel courses 
combined with online instruction to advance its international mission. The courses are formatted with 
several weeks online, followed by a study tour of one or two weeks to an international destination, and 
then followed by additional weeks online to complete the course. This format enables students who have 
tight work schedules or family obligations to participate in a study abroad program without spending a 
full term or semester overseas. The online component makes is possible for students located anywhere in 
the Webster network to participate in the course.  

Innovations in Courses 

Webster University’s first hybridized online + international travel courses used the 4-1-1 format, i.e. 
four weeks online followed by 1 week study tour at an international location, and another week of 
follow-up online. Brad Scott (Chair, Business Department) was involved in teaching one of these 
courses in Amsterdam, and in evaluating the viability of four other courses taught in Thailand. 
Innovations in these courses included the hybridization (combination of online + face to face formats); 
ultra-compression (full semester courses completed in 6 weeks) and intensive workshop format (8 hours 
per day during the on-location component). The evaluation concluded that (a) the ultra-compression 
compromised achievement of learning outcomes; and (b) the content of the courses needed to relate 
more directly to the culture, history, politics, or economics of the destination location.  

Incorporating these conclusions, Debbie Psihountas (Associate Professor, Business Department) 
conducted an Advanced Corporate Finance course in Bangkok in Summer 2005 using a 7-1-1 format (7 
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weeks online, 1 week on location, 1 week online follow-up). Daily visits to major corporations were 
included in this course. In 2006, she made additional revisions based on feedback from the 2005 course. 
This course, Commerce in China, involved travel to Shanghai and Shenzhen. In it, Psihountas extended 
the on-location component to 10-days and selected an elective (rather than required course) to enable 
greater use of local resources.  

Paula Hanssen (Assistant Professor, International Languages and Cultures) who had led a previous 
non-online, non-hybridized study tours to Vienna, Austria previously, co-taught “Vienna: Culture in the 
Classroom” with Roy Tamashiro (Professor, School of Education) using the 2-1-4 format. The aim of 
this education graduate course was to enable K-12 teachers to integrate information and resources about 
the culture and history of Austria into the school curriculum. As a participant in this course, Carol-Lynn 
Petras (doctoral candidate at Pepperdine University) developed multimedia instructional materials for 
the elementary grades using photos and artifacts and other resources she collected on the study tour. 

In Summer 2006, Scott and Tamashiro led an interdisciplinary course “Internationalism and 
Humanitarianism” in a 3-1-3 format to Geneva, Switzerland. The course was cross-listed among 
graduate sections of International Relations, Education, and International Business. The course involved 
seminars and visits to several international agencies and NGOs, including the World Trade 
Organization, the United Nations High Commission for Refugees (UNHCR), the International Red 
Cross, and the United Nations. Sandra Quain (Education Major) reflects on the extensive resources she 
collected for internationalizing an elementary school curriculum and on the impact of personalized 
contacts with representatives from the various international agencies. Paulette Schmidt (Adjunct 
instructor, English Department) describes the learning process of integrating (a) research and reading, 
(b) video and multimedia resources; (c) in-person seminars at the international agencies, and (d) 
personal interviews with other travelers and locals. She generalizes the learning format in this course to 
designing hybridized on-line + international travel courses in teaching literature and writing.  

In December 2006 – January 2007, Maxine Bauermeister (Assistant Professor, School of Education) 
and Tamashiro conducted two concurrent courses, “Cinema and Culture in Hong Kong / China” and 
“Education in Hong Kong / China.” The first course taught in the 3-1-4 format involved using movies 
produced or set in Hong Kong and China to learn and critique the culture and history of China and Hong 
Kong. The second course (4-1-3 format) involved visiting classrooms in preschools, primary schools 
and secondary schools in both Hong Kong and Shenzhen (China). Students compared educational 
policies and instructional practice among Hong Kong, Chinese and U.S. systems. Brad Walkenhorst 
(Graduate Student, School of Education) describes how he applies experiences in both courses to his 
work as a Special Education teacher in a self-contained classroom in a public high school. Quain, who 
participated in the Geneva course (Summer 2005) and in the Hong Kong Education course, elaborates 
on the significant professional growth resulting from traveling to multiple international locations.   

Discussion and Conclusions 

The combination of short term international travel and the online hybridized course can result in the 
employing “best practices” from all instructional formats: the online format, the face-to-face format, the 
international travel experience, the extensive use of multimedia (movies and videos) resources; and the 
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seminar format. The multiple weeks online before traveling give students the opportunity to research the 
destination and relate it to the topic focus of the course. This results in a deeper learning and value 
derived during the visits and seminars at the international destination.  

The logistical complexities and expenses still make these international travel courses challenging to 
implement. The University continues to seek creative solutions to these issues that will result in more 
students benefiting from international travel experiences.   
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PAPER FOR HAWAII INTERNATIONAL EDUCATION CONFERENCE 2007 
 

MUSIC EDUCATION IN SINGAPORE: 
IDENTIFYING PERSPECTIVES OF SINGAPORE’S 

MAIN STAKEHOLDERS 
 

by Penny Tan 
 
BACKGROUND 
Singapore is an island-state, located at the southern tip of the Malay Peninsula. It 

is a cosmopolitan country with an estimated population of slightly above 4 million, 

made up of three main groups: mainly Chinese (76.8%), followed by Malays 

(13.9%), and Indian (7.9%), with another 1.4% of Eurasians and others.  

 

Singapore is a fast developing country with no natural resources, so its 

government has placed great emphasis on developing a nation with strong human 

capital.  Hence there have been great demands for skilled and intellectual 

workforce to keep up with the fast growing economy. Education in Singapore is 

seen as a “key instrument” (Bastion, 2003) to equip the new generation with 

resources that will fulfil and meet desirable qualities of Knowledge-Based 

Economy (KBE). In order to achieve this, the education policies have been 

reviewed regularly to ensure that the main aim of the system continues to keep up 

with global changes. As a result, Singapore has invested time and money in 

shifting its education system from efficiency driven to ability driven education to 

meet the social, economic and global demands. This is to groom young 

Singaporeans with knowledge and skills to sustain the current strong economy 

and be ready to face Singapore’s new economy. This has led to a high competitive 

environment in schools, especially in terms of achievement; competency and 

excellence are being emphasised as of great importance in schools. 

 

INTRODUCTION 
General music is compulsory in Singapore for all students from primary to lower 

secondary (age 7 – 14 years old) and non-compulsory for upper secondary (age 

15 to 16 years old). The music syllabuses for primary and secondary schools are 

developed by the Ministry of Education (MOE) Curriculum Planning and 
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Development, Singapore. The proposed study aims to analyse the perspectives of 

Singapore key cross-section education stakeholders from non-elective music 

programmes in Singapore’s neighbourhood secondary schools. These 

stakeholders will include secondary schools’ principals, music teachers, and 

students (age 13 -16 years old). This study will build on a common understanding 

between the stakeholders of how music education practices could contribute to the 

development of the KBE workforce as described by the Singapore government.  

 

This paper is part of my PhD research entitled “Music Education in the Knowledge-

Based Economy (KBE): Design a Music Curriculum Framework for Singapore 

Neighbourhood Secondary Schools”. The aim is to find out to what extent and in 

what ways students in Singapore secondary schools like or dislike music lessons, 

and whether their perspectives are in line with other education stakeholders’ 

perspectives.  

 

The objectives of Music Education in Singapore Secondary Schools 
The latest version of the music syllabus for Singapore secondary schools has 

been implemented by MOE since 2002. The objectives of the syllabus focus on 

“cultivating and developing pupils’ skills and knowledge through providing them 

direct experiences in the components of Listening and Music Making…The 

learning outcomes at each level delineate the progressive development in each 

component that would contribute to a holistic music experience.” (MOE, 2002)  
 

The aims of music education as stated by MOE (2002) are to:  
1. “develop an understanding of and an open mind for music of local and 

global cultures, with an awareness and appreciation of the links between 

music and daily living. Develop creativity and critical thinking skills.”  

2. “develop a desire for personal and group expression through music and a 

life-long love for music.”  
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Contents Skills Values 

1. “perform and appreciate 
a varied repertoire of 
music from different 
cultures and genres” 

2. acquire the knowledge 
of “a working 
vocabulary of the 
elements of music” and 
“a variety of musical 
styles” 

3. “identify musical 
instruments aurally and 
visually” 

4. “appreciate the social, 
cultural and historical 
contexts of music and 
its relationship to other 
art forms”  

 

1. “perform solo and in 
ensemble with confidence, 
appropriate expression and 
proficiency through singing 
and instrumental playing” 

2. “interpret and notate music 
accurately” 

3. “compose and improvise 
music with guidance” 

4. “listen to music and 
communicate the analysis 
of its characteristics” 

5. “evaluate musical works 
and performances critically” 

 

1. “appreciate the role 
that music plays in 
their daily lives” 

2. “develop a 
willingness to 
cooperate with and 
value others in 
teamwork” 

3. “develop an 
openness to music 
from different 
cultures” 

4. “develop a desire 
to listen to music 
and participate in 
musical activities” 
  

 

 

 

DISCUSSION 
In order to find out what were the perspectives of the stakeholders, the first phase of 

surveys were sent to secondary school students, classroom music teachers and 

principals. The total responses received were: 597 students, 34 music teachers, and 

8 principals. With the survey results gathered from the first phase, new sets of 

surveys were designed to gather information from MOE and National Institute of 

Education (NIE) at second phase. However, MOE Curriculum Development and 

Planning Division has declined to collect data from their music curriculum officers. As 

for NIE, only half of the staff has responded. In order to obtain more responses, I will 

arrange to interview the remaining staff personnel at a later stage. 
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The students’ survey has been classified under 3 domains: 

1. Cognitive Involvement (Assessment and Evaluation; Intellectual Knowledge; 
Logical Mind; Musical Language and Disciplines) 

2. Personal Interest (Excitement; Interest; Enjoyment; Relaxation; Empathy - 
perceptions and appreciation) 

3. Future Career (Technical Skills; Career Path and Prospective; Financial 
Benefits) 

 

In term of cognitive involvement, students do not take music education seriously as it 

is a non-examination and non-core subject. According to the survey results, most 

students have taken music lessons only as a form of relaxation, to unwind from 

studies, stress release and for enjoyment. Almost 70% of students find music lessons 

useful and beneficial but only 35.7% hope to make music as their future career. Only 

39.2% hope to have music as a core subject.  

 
Music as a Career 
 

 YES (35.7%) NO (61%) 

Cognition  not good in academic subjects, easy to 
play music 

 

 is difficult and hard work 

 not a good instrumentalist, 
not talented  

Personal  enjoy being around music, no stress, 
fun, interesting, passion 

 music is part of my life 

 not interested, only as a 
hobby and leisure 

 not fun and boring 

Future  form music groups 

 can earn extra money through teaching  

 become rich, famous and popular 

 does not earn high income  

 not a money making job 

 do not have bright future  

 useless  

 have higher ambition  

 difficult to find a career in 
music  

 not practical 
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Music as Core Subject 
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When asked whether students consider their schools’ classroom music lesson 

practical over a Likert Scale of 1 to 5 (1 for NOT AT ALL and 5 for HIGHLY), the 

mean was 2.95 (SD = 1.038). One of the possibilities for students not reporting that 

their classroom music lesson was practical could be due to a limited understanding of 

 YES (39.2%) NO (58.1%) 

Cognition  form of expression, gain self-
confidence, strength discipline 

 easier to pass as compared to 
other subjects, can improve my 
grades 

 

 too many core subjects already, can 
not cope, do not have time to 
practice 

 more to study for examinations 

 very difficult to understand and 
learn, will not do well 

 I am weak in music, not musically 
inclined 

 does not help us academically 

 limited contact with musical 
instruments 

 not comprehensive enough 

 do not understand what the teacher 
is teaching 

Personal  fun, enjoyment, interesting, 
entertaining 

 release stress, smooth nerves, 
relaxing, feels good, 

 for experience 

 love music making 

 additional stress 

 if have to study for it will no longer 
be fun 

 waste of time,  

 not my interest, need passion 

 not enjoyable, boring 

Future  handy tools for future, able to 
further studies in music, 

 additional skills, can be a 
performer 

 

 unnecessary, no advantages, not 
useful, 

 not needed in real life,  

 no future prospects,  

 lacking in application, not useful 

 not applicable in social life 
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music as a career possibility. They could be also be influenced by the cultural mindset 

that music career is non profitable and does not hold a high status in the community. 

 

The survey results show that most students prefer to have practical / instrumental 

lessons during lessons rather then theory. Those without musical background or 

training find it challenging to memorise music notations. What they like most about 

music lessons are it helps them to relax, allows a respite from the stress from their 

core subjects, and is not a non-examination subject.  

 

Students stated that what they like most about music classes is the carpeted and air 

conditioned room, unlike their normal classrooms. In contrast, educators see music 

lessons as a form of aesthetic appreciation. However I feel that there is much more 

which music education can contribute to the society. 

 

What did teachers and principals make of similar survey questions? 
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The following tables summarise the survey results from principals and teachers 
 

Resources 

Teachers  Principals  

 More support from principals, head of departments, service provider and schools, in budget, 
funding and technical support. 

 Limited teaching aids such as music scores, music education packages,  popular CDs / VCD 
/ DVD, music library, resource bank, compulsory instruments  

 Better facilities, solely used for and adapted to music that includes well equipped sound 
proof room with proper pianos, good audio equipments, portable instruments, internet access 

 More curriculum time, making music education a four year course  

 Clearer / specific guidelines from MOE, more structured / or flexible curriculum, modular 
system, customised learning, effective idiot proof guide  

 Increased music education status by making it a core examinable subject. 

 Fewer students per class, re-grouping of students, mass participation, specialised scheme for 
lower secondary pupils with musical abilities 

 Music computer lab, more IT based, software for music technology 

 

 Musical instruments 

 Staff, external service provider 

 Financial funding for the 
programme  

 Funding necessary to engage a 
variety of instructors 

 Knowledge support 

 Infrastructure, special air-
conditioned room 

 Resources (print & non-print) 

 Maintenance of equipments 

 Excursions to watch 
performance 

 Structure time for music lessons 

 Opportunity to perform 

 
 

 
 

2007 HICE Proceedings 
Page 5815



Penny Tan 10

ISSUES 

Teachers   Principals  

 Classroom control:  

 from those students not interested in music lessons. 

 mixed abilities 

 ‘unimportant’ subject and not much emphasis placed 
on music, because it is not a core subject, therefore 
hard to get students to do their work 

 therefore ought to raise general music to ‘O’ level so 
that kids do not take music lessons only as a ‘passing’ 
time period and walk out thinking it is a waste of time 

 MOE syllabus has little relevance to daily lives, little out-
of-class music, little effect, and it is hard to teach less, 
learn more 

 there is lack of recognition from students and parents. 
‘Adults’ need to be educated on the advantages because 
music is actually the avenue to teach lots of skills and 
developmental aspect, especially for less able students 

 broad skills needed to conduct the music syllabus to a 
high degree of expertise. Currently, in service training 
provided to music teachers are very basic. 

 lacks of arts professional group support in enhancing 
music programme-in-school and providing breath of 
music curriculum 

 music scores are not easily obtainable due to copyright, 
budget and accessibility 

 Music teachers: 

 are the key to the success of any programme in school 

 are sent by MOE HQ tend to have knowledge of specific 
instrument 

 who is passionate, well versed with musical activities, have 
creative flair,  

 must able to handle all aspects of music training;  

 must be able  to reach out to unmotivated students by catering 
to their learning needs  

 must be able to design appropriate syllabus for students of 
different talents; interests, and aptitudes ;  

 must be able to design and implement programmes that can 
enthuse students n order to generate interest.  

 must act like a coordinator who can touch base with several 
people who are experts in their field  

 

 Students: 

 must appreciate the resources and opportunities given to music 
lessons 
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AIMS 

Teachers  Principals  

 Students: 

 composing (basic) 

 performing, music making, 
playing instrument, singing 

 Independent learning 

 appreciation, awareness, aesthetic 
development, exposure to 
different types of performing arts 

 listening skills 

 music reading and literacy  

 identifying instruments, different 
genre, moods and rhythm of 
music 

 music history 

 to breed a generation of music 
culture-lovers  

 ability to articulate and critically 
appreciate a wide range of genres 
in western and world music 

 Students: 

 for the total development, increase awareness and interest, appreciate the 
usefulness of music study 

 nurture their music talent through a systematic and comprehensive curriculum that 
infuse IT to complement the lessons 

 all Grade 7 students will be equipped basic keyboard skills 

 students with prior keyboard skills will collaborate with the peers to perform in 
ensemble, thereby enhancing their musicality and stretching their abilities 

 all Grade 8 students learn music via IT, picking up composing and useful 
sequencing techniques. They are taught also how to sequence music for animation 
and explore different sound effects, to encourage musical curiosity and creativity 

 study music in more depth and become empowered by a holistic approach to their 
education 

 and develop the whole person through arts appreciation 

 Aesthetic  

 tool of expression, relate to the emotive nature of music 

 make them more in touch with the emotional self and sensitive to the emotions of 
others 

 Social and future 

 see the relevance / meaning of music to the needs of current society 

 enrich their experience and foster skills and understanding that are transferable and 
beneficial to other areas of learning 
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 stimulate their senses and communicate thoughts and feelings more easily in a 
holistic education.  

 be exposed to a range of music and instrumentation enough to inspire them to take 
up an instrument of choice for life-long enjoyment  

 Curriculum 

 can further improve and interest in this area 

 common repository for creative music ideas 

 music to be combined with dance and musical 

 as music has many broad categories, there should be a workshop to continuously 
expose teachers to different aspects of music e.g. how to start musicals in school, 
different dance movements, various world music… 

 although a study of classical music is important, the music curriculum also needs to 
be able to connect with and engage the young people of today. 

 music curriculum is important to engage the pupils to help them enjoy as they 
learn. An engaging lesson also helps to improve the pupil’s attitudes 

 Cognition 

 academically weaker pupils are usually more kinetically inclined. Music may be 
one way for them to express themselves better 

 student performance should be encouraged 

 School 

 music should be celebrated in school – be frequently featured in the school 
environment not just during lessons.  

 music gives life and soul to the school 
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CONCLUSION 
The survey results show several differences among the stakeholders’ perspectives. 

The key differences in values among stakeholders are: principals emphasise 

teachers’ capabilities and musical abilities; teachers focus more on the resources and 

support provided by the school; and students are pragmatically concerned about their 

future careers. 

 

The main concerns raised by teachers and principals are how to cultivate interest in 

music among students, as KBE desirable qualities can be built and developed 

through musical activities and skills. In order to enhance and cultivate students’ 

interest for music, the students’ perspectives should be taken into serious 

consideration. Therefore it is important not to discard students’ perspectives, and yet 

not to turn it into merely student-centred learning and instruction. This is because 

there are many areas and knowledge where teachers know what’s best for them. 

With the purpose of connecting the valuable perspectives gathered from the 

stakeholders, this research will draw on Senge’s (1994) ‘System Learning’ theory to 

connect their perspectives together in hope of building a shared vision among 

stakeholders.  

 

Under the Senge (1994) organisation structure, “[w]hen there is a genuine, vision, 

people excel and learn, not because they are told to, but because they want to.” He 

considers ‘Team Learning’ as “the fundamental learning unit in modern organization” 

(Senge, 1994). To achieve this, a KBE Music Curriculum Framework (KMCF) has 

been designed not only to meet the government’s KBE agenda, connect the 

stakeholders’ perspectives, but most importantly to cultivate interest in music among 

students.  

 

The KMCF works as a template or model, focusing on relevant tools, resources as 

well as suggestions gathered from the survey data. This aims to assist secondary 

general music teachers in Singapore in their planning to prepare their students with 

KBE desired qualities through music education.  
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The KBE desired qualities for this framework will emphasise creativity, innovation, 

risk-taking, entrepreneurship, life-long learning and the professional standards of 

music. However, what is most important is to be able to generate awareness, 

increase the status of music education in schools and cultivate students’ interest to 

create life-long interest in the subject and appreciating its value. It also hopes to 

adjust the society’s mindset and perspectives on music education from simply 

appreciating music aesthetically; to realising that it also enhances the KBE desired 

qualities and provides a foundation for a great variety of career aspects. 

 

Bastion, A. (2003). Singapore in a Nutshell: Nuggets for National Education. Singapore: 
Prentice Hall. 

 
MOE. (2002). Music Syllabus: Secondary.   Retrieved 14 October 2006, from 

http://www.moe.gov.sg/cpdd/doc/Music_Sec.pdf 
 
Senge, P. M. (1994). The Fifth Discipline: The Art and Practice of the Learning Organization 

(First Currency Paperback Edition ed.). New York: Currency Doubleday. 
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ABSTRACT for POSTER SESSION 
(Hawaii International Conference on Education 2007) 

 
Music Education in Singapore: Towards the 21st Century 

by Penny Tan 
 
My Poster will focus on the development of a Knowledge-Based Economy (KBE) Music 
Education Curriculum Framework (KMCF) for Singapore Secondary Schools. It will 
include some background about the place of current music education in Singapore 
Secondary Schools and perspectives of key cross-sector stakeholders that consist of: 
Ministry of Education (MOE) Music Curriculum Officers, Singapore; National Institute 
of Education (NIE) Music Academic Staff, Singapore; Principals, Classroom Music 
Teachers and Students from Singapore Secondary Schools.  
 
The Curriculum Framework will focus on the desirable qualities of Knowledge-Based 
Economy (KBE), particularly Creativity, Innovation, Risk-Taking, Entrepreneurship, and 
Life-Long learning all of which are strongly emphasized by Singapore Government to 
keep it competitive in the Knowledge-Based Economy. The Singapore Government has 
been placing great emphasis on a vision of “Thinking Schools, Learning Nation” (TSLN) 
toward the education system. TSLN emphasizes building a nation that is able to obtain 
new knowledge and ability to apply them, as it believes that the wealth of the nations 
depends greatly on “capacity of its people to learn” (Goh, 1997) 
 
The emphases on KBE in education are mainly on the core subjects such as Mathematics 
and Science. There is not much emphasis being placed on Music Education, especially 
when music education carries all the desirable qualities of KBE listed above. Music 
education is a non-core subject in schools, but it is compulsory for schools to have 
classroom music lessons from Primary One to Secondary Two (Grade 1 to 8 
equivalence). However, students are not taking it seriously, especially in secondary 
schools. Till today, most people’s attitude towards musicians, especially in Singapore is 
“poor”, that is, being a musician will not give them a decent living. People also think of a 
music career mainly in term of performing or teaching, although as music educators, we 
know that there are more careers or related careers that music education can cultivate. 
 
Therefore, this KBE Music Curriculum Framework aims not only to be practical, relevant 
to Singapore schools context but could also be applied internationally. 
 
 
Bibliography: 
 
Goh, C. T. (1997). Shaping our future: Thinking Schools, Learning Nation. Speech by 
 former Prime Minister Goh Chok Tong at the opening of the Seventh 
 International Conference on Thinking, 2 June 1997. Ministry of Education, 
 Singapore. Retrieved June 28, 2006, 
 http://www.moe.gov.sg/speeches/1997/020697.html. 

2007 HICE Proceedings 
Page 5822



 1

RECRUITMENT OF INTERNATIONAL STUDENTS INTO CAMEROON 

TERTIARY INSTITUTIONS IN THE ABSENCE OF INTERNATIONAL 

OFFICES 
 

By 

Pius T. Tanga, PhD 
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National University of Lesotho 
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Abstract 

This paper begins with the highlights of the importance of Cameroon’s tertiary 

institutions to forge cooperation links with other African Universities given the rebirth 

of Organisation of African Unity as African Union, and the New Partnership for 

Africa Development (NEPAD) which now have lofty objectives and the support of 

the international community. The evolution of tertiary education, admission criteria 

and appraisal of the 1993 reforms are reviewed.  The preference by most Universities 

in Africa to establish links with American and European Universities ignoring their 

African counterparts for a variety of reasons is presented. The paper argues that in 

order to forge useful and meaningful links with other African Universities, 

international offices are necessary in supporting this process and more importantly, 

the recruitment of international students. The recruitment process of international 

students into tertiary institutions and present system resulting to international 

students’ issues being haphazardly attended to by individual departments and 

departments of students’ affairs is examined.  

 

The paper further discusses the recruitment of international students into professional 

schools which are now affiliated to some of the newly created six state Universities in 

the country. The bilingual nature of Cameroon is also discussed vis-à-vis higher 

education as well as its effects on international students. The paper concludes with an 

emphasis on the establishment of structures to adequately handle and facilitate 

international students’ recruitment as well as other specific issues relating to their 

welfare and other concerns.  
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Introduction 

The African Union (AU) and NEPAD have paved the way for more and 

significant co-operation between all sectors of the economy in Africa, tertiary 

education inclusive. The African tertiary institutions have more trusting links 

and cooperation with other institutions in the United States and Europe than 

those on the African continent for a variety of reasons. Some of these reasons 

include strengthening of their programmes; student and staff exchange 

programmes and gaining financial assistance for both students and staff for 

academic projects. With new and challenging opportunities ushered in by the 

African Union and NEPAD, African tertiary institutions need to forge a new 

partnership within the continent for the benefit of the continent at the dawn of 

this millennium. It is in this light that international and/or co-operation offices of 

tertiary institutions will have to play a leading role in this new partnership. 

There are many countries whose tertiary institutions are still in the infancy 

stages and need technical and expert assistance from older African counterparts. 

 

The South African and North African tertiary institutions have a firmer 

academic grip on scholarship production given their long existence. They 

therefore stretch a hand of fellowship to their counterparts in other parts of the 

continent. This can only be enhanced with the pivotal role of the international 

and/or co-operation offices at both ends. Cameroon's tertiary institutions have 

been operating without international offices and international students' 

recruitment and concerns have individually been dealt with in a haphazard 

manner. Most of the international students' recruitment and their problems have 

been the concern of the Department of Academic Affairs and the receiving 

department at each tertiary institution. However, in professional schools that 

access is through competitive entrance examinations, examination, international 

students are recruited and sent by their governments through diplomatic 

channels. Whatever matter is confronting them is the responsibility of the 

professional school and the student's diplomatic missions. 

 

Cameroon is operating a bilingual educational system inherited from the French 

and the British, with English and French as official languages. Until 1993, when 

more universities were established, there was only one university in Cameroon 
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(University of Yaoundé, established in 1961). Today, there are six state 

universities and a few private tertiary institutions that were recently authorized 

in the production of scholarship. Apart from the six state universities, other 

Cameroon tertiary institutions are mostly professional schools that are 

autonomous but under the tutelage of government ministries. Many have been 

affiliated to some of these newly created universities. International students 

have most often been recruited from the neighbouring Francophone countries. 

The French language, which is mostly used as the medium of instruction in 

these institutions, has acted as a deterrent to other prospective English-speaking 

international students from other countries.  

 

The University of Buea, which was established on Anglo-Saxon educational 

tradition, though government interference in its administration is heavily felt, is 

attracting a good number of international students mostly across Africa. In this 

article we examine the evolution of these institutions and how they have been 

dabbling with the issue of international students' recruitment. It also behoves 

this study to establish the rationale why there is the need for a separate office or 

structure for handling of international students' recruitment and their concerns 

within these dynamic institutions.  

 

Evolution of tertiary institutions and the appraisal of the 1993 reforms 

Before 1993, Cameroon's university space was limited to the University of 

Yaoundé, opened in 1962, and was overburdened and unable to effectively 

adapt to the changing societal needs. The problem was compounded by the 

growth of student enrolment without a corresponding human, material and 

financial backup. Attempts were made in the 1970s to solve this crucial problem 

of overcrowding with the establishment of university centres in Buea for 

Translation and Interpretation; in Dschang for Agriculture; in Douala for 

Technical Studies and Marketing and in Ngaoundere for Food Science and 

Technology. Admission into these university centres was based on competitive 

entrance examinations. All those admitted were absorbed into the public service 

after completion of their studies and government could not afford to admit those 

who could not be recruited into the public service. There was wastage of 
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resources at these centres as more space was available than necessary. The Buea 

University Centre, for example, could accommodate 2 000 students but only 60 

students were admitted each year. There were no criteria for admission of 

international students at the University of Yaoundé. University centres could 

admit foreign or international students only on the request of their governments. 

 

Because of the limited number of students admitted into these university centres, 

overcrowding persisted at the University of Yaoundé for the quest for general 

academic pursuits. In 1984, there were 18 000 students, in 1990, the enrolment 

went up to 32 000 and in 1991, it rose to 45 000 (University of Buea Strategic 

Plan). French and English are the official languages of Cameroon and instruction 

is supposed to be in the two official languages. French continued to dominate the 

curriculum and instruction to the detriment of the Anglophone students. This is 

in contradiction to Part 1 Section 5 of the law on the orientation of higher 

education in Cameroon, which states that the state shall institute bilingualism in 

institutions of higher learning as a factor of national unity and integration.' 

Furthermore, education was not functional and responsive to development needs 

of the country; the need of the industrial or private sector was never taken into 

consideration in university curriculum design. Other problems of the tertiary 

education system in Cameroon included the grossly insufficient laboratory 

equipment and the inadequate library space and unequipped libraries with an 

outdated stock of books. All these problems, among others, led to student~' 

performance to be low. It also thwarted staff ability to effectively carry out 

research and teaching activities. With the magnitude of these problems, it 

became blatantly clear that something had to be done to salvage the tertiary 

education of the country. 

 

This culminated in the famous 1993 Higher Education Reforms.2 This enabled 

the creation of five other state universities. The University of Yaoundé was split 

into the University of Yaoundé I and the University of Yaoundé II and former 

university centres were turned into fully fledged universities. Other private 

universities were authorized to go operational and ten more were authorized to 

function in 20023.The aims of the Decrees creating these universities included 
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providing them with more academic and management autonomy. Secondly, to 

expand and increase higher education opportunities and make university 

programmes more professional and more responsive to market forces, again, to 

make universities more accessible to local, regional and international 

communities. Overall, to decongest the overcrowded University of Yaoundé by 

raising university centres to the status of universities with a specific mission 

geared towards an overall national development goal. As a result of 

decongesting the University of Yaoundé, this would enable the rational optimal 

use of infrastructure, facilities and services; revive and maximize inter-university 

and international co-operation (Ngwana, 2000:3). 

 

The above goals of the reforms of higher education in Cameroon show that there 

seems to have been no intent before the reforms that the system could open its doors 

to international students. These reforms therefore paved the way for the admission of 

international students into Cameroon's universities, though without a precise policy. 

This is not to say that there were no international students at universities in 

Cameroon. There were some isolated and sporadic cases. 

 

The Association for the Development of Education in Africa (ADEA) in collaboration 

with the World Bank commissioned a Working Group on Higher Education (WGHE) 

to examine the strengths and weaknesses of the reforms (Ngwana, 2000:3-6). Its 

findings revealed that the strengths of the reforms included an increase in the success 

rate of students and regional representatives of study opportunities. Again, 

Anglophone students were given the unique opportunity to study entirely in English 

for the first time. Furthermore, the report noted that there was some success in the 

internal and external effectiveness and also in the financial and managerial autonomy. 

However, the weaknesses included a lack of facilities and the resultant effects of not 

absorbing the high number of post-secondary school graduates, especially from the 

Anglophone community.  

 

The study by WGHE also revealed gross mismanagement because of a lack of 

adequate managerial skills and well-defined policy instruments. It revealed that 

financial constraints have been one of the major stumbling blocks in effectively 

implementing the reforms. As a result, many of these universities tend to turn to 
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foreign donors for financial assistance. However, there is no guarantee that these 

funds, if disbursed, will be efficiently managed by the authorities, especially given 

the fact that Transparency International has once ranked Cameroon as the most 

corrupt country in the world in September 1988 (Nyamnjoh, 1999: 1 01). Cameroon 

was also ranked first in 1999 and has subsequently been dangling within the first ten 

most corrupt countries in the world.  

 

It is in this light that Terence Humphreys, former Director of the British Council in 

Yaoundé, Cameroon, accused the university authorities that managers are unable to 

manage resources effectively or efficiently as a result of over-centralized 

administration and irregular funding. He noted that donors have shunned higher 

education in Cameroon which has consumed a disproportionate amount of the 

country's resources but has failed to produce the required analytical, sceptical, logical 

and questioning population that is needed by every country to grow (The Bun, 

1999:3).  

 

The reason for this is that the universities have not been able to offer professional 

education and training because of its costly nature. Titanji (2002: 18) remarks that 

professionalism is a far-fetched dream that will take a long time to achieve in 

Cameroon's universities. This, according to him, is because training a science 

student will cost 1 200 000 FCFA ($1 000) per year, a medicine/ engineering 

student 2 400 000 FCFA ($2 000) and an arts/ law student 700 000 FCFA ($1 

165) whereas they all pay a registration fee of 50 000 FCFA ($85).  

 

The creation of the University of Buea4 was a relief to most Anglophone students 

and parents. The creation triggered expectations for two reasons. The first reason 

is that it will not be a problem studying in French at the University of Yaoundé 

anymore, since the university was established on Anglo-Saxon tradition. 

Secondly, the university was going to train and educate higher-level professionals 

of Anglophone origin who are in short supply in the country. Though the 

university was established on Anglo-Saxon tradition, the Ministry of Higher 

Education has never given it a free hand to exercise this much-cherished tradition. 

The vice-chancellor, deputy vice-chancellors, deans, heads of departments and all 

other service heads, whether academic or non-academic, are appointed by the 
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President, Prime Minister and Minister of Higher Education depending on grade 

and rank of the appointee.  

 

All state universities have much in common in terms of admission, fees, 

promotion of academic staff and so on. A commission controls promotion of 

academic staff centrally and it sits thrice a year in Yaounde.5  

 

Admission criteria into state universities  

The admission criteria as spelled out in the Decree creating state universities, 

among others, are that the student must have passed the Baccalaureate 

examination or the equivalent of at least two General Certificate of Education 

Examination (GCE) papers for English-speaking candidates. Also, they should 

have passed one of Cameroon's official languages, French or English at the GCE 

Ordinary level. The five other state universities, apart from the University of 

Buea, adhere to these admission criteria and are therefore said to have an open 

policy. This means that once a candidate has fulfilled these criteria and applied 

for admission, he or she is admitted into the university.  

 

The University of Buea, purporting being run according to Anglo-Saxon tradition, 

has a two-semester academic year with a system of course credits. Admission into 

the university is based on a cut-off point. Because of the lack of facilities such as 

classrooms, a good library, offices and chronic staff shortages, it admits only a 

limited number of students from post-secondary schools that have high scores in 

their GCE Advanced-level results. In addition, a student must have passed 

English at the Ordinary level GCE. In order to provide Anglo-Saxon education to 

all Cameroonian children without discrimination against race or regional 

background, the University of Buea organizes a six week English-language course 

during the long vacation for Francophone students seeking admission into the 

university6. Those who pass the end-of-course examination are automatically 

admitted into their choice of courses. At the beginning of the 1999/2000 

academic year, during a General Staff Meeting, it was hotly debated why 

Francophone candidates should be admitted into the University of Buea with 

little knowledge of English. This, it was argued, deprived the Anglophone 

students who -because of a low cut-off point or failure of the English language 
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at the GCE Ordinary level - cannot be given the opportunity. Yet the 

Francophone knowledge of English acquired during the scratch six-week course 

is insufficient to follow instructions at an English-medium university. 

 

The bulk of other Anglophone students who have at least two GCE passes with 

low points or with high scores without English at the GCE Ordinary level are 

not admitted into the university they so much cherished. They have to seek 

admission into the other five universities where French is the dominant language 

of instruction. The effect is the same failure rate of students as before the 

reforms of higher education. 

 

Admission requirements for international students as spelt out in the Law on the 

orientation of higher education are the same as for those of Cameroon.7 Section 

11 (5) states that foreigners who fulfil the academic conditions provided for in 

Sub-section (1) may also be admitted into institutions of higher education in 

Cameroon, in accordance with international practices and/or with conditions and 

agreements signed between Cameroon and the countries of origin of candidates. 

Other qualifications such as the Royal Society of Arts Examinations, London 

Chambers of Commerce, West African School Certificate, etc. are considered to 

determine if they are equivalent to each institution's special commission. Each 

university decides on how it has to admit international students. Many 

international students are beginning to crowd the corridors of the University of 

Buea for admission, even from neighbouring countries such as Equatorial 

Guinea, whose official language is Spanish. This is because of professional 

programmes of Banking and Finance, Accountancy, Management, Laboratory 

Technology and Nursing and Women and Gender Studies. 

 

The other five universities situated in the Francophone region are equally 

attracting a huge number of international students from neighbouring countries 

of Chad, Central African Republic, Rwanda, Democratic Republic of Congo, 

and others. Admission of international students is left with the Academic Affairs 

Departments in collaboration with the department the student is seeking 

admission into. From the onset of these universities, the demand by international 

students for admission was very limited. With the growing number of 
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applications for admission, it is becoming increasingly difficult to handle their 

admission issues without a specialized office. In Cameroon, there is no office 

that equates foreign qualifications before admission is processed. There is, 

however, the Equivalent Service at the Ministry of National Education that 

evaluates foreign certificates for those who wish to join the public service or 

upgrade their status through foreign-earned qualifications.  

 

Before the 1993 reforms, students were given a stipend, but this has since been 

abolished with the institution of a registration fee of 50 000 FCFA (about $85) 

per year. This has been to the dissatisfaction of the Breton Wood institutions 

(The World Bank and International Monetary Fund) as Cameroon was embracing 

the Structural Adjustment Programme. These institutions did not favour the 

creation of more universities on grounds that Cameroon does not have the funds 

to run them. International students pay 300 000 FCFA (about $500) for Art 

courses and 600 000 FCFA (about $1 000) for Science courses per year. 

Currently, it costs the Cameroon government between five and eight million 

FCFA ($8300-$13300) to educate one student per year (The Bun, 1999:3).  

 

Specialized institutions (professional schools) and admission criteria 

After gaining its independence in the early 1960s, Cameroon began to operate a 

series of professional schools or specialized institutions, which are still in 

existence. This is following the French model of professional schools in which 

professionals are trained to serve in the public service. Some of these professional 

schools include nursing schools, primary and secondary teachers' training 

colleges, a police centre for instruction and higher police college, the national 

school for magistracy and administration, national school for social welfare 

workers, agricultural colleges, survey schools, forestry schools, veterinary 

schools, post and telecommunication schools, and many others.  
 

Admission into all professional schools is based on competitive entrance 

examinations (written and oral). On admission, one is considered a civil servant 

and is paid a monthly allowance. Upon graduation, the trained personnel are 

posted to a corresponding government department or ministry (with a lucrative 
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salary and fringe benefits before salary slashes in the early 1990s). The course 

contents of these schools are often limited in scope and recruitment is based on 

the openings available in the public service, hence these institutions could not 

attract free entry irrespective whether infrastructure permitted it (Ngwana, 2000). 

These institutions are placed under the tutelage of a ministerial department. That 

is, the corresponding minister does the appointment of the school management 

team and their budgets in most cases are from such corresponding ministries. The 

head of the institution is answerable to the minister. For example, the national 

school for social welfare workers is controlled directly by the Minister of Social 

Affairs, the national post and telecommunication school controlled by the 

Minister of Post and Telecommunication, and so forth. Most ministries have 

corresponding professional schools that train their personnel. 

 

This is possibly why the university system in Cameroon, especially before the 

1993 reforms, was not offering professional education and training. The 

mandate of the then university in Cameroon before 1993 was to train and 

educate individuals on a broad base without consideration of labour market 

demands. As a result, the private sector was starved without professionals since 

professional schools have only catered for the needs of the public service. 

However, with the adoption of the Structural Adjustment Programme in 1994 

that restricted recruitment into the public service, most of these professional 

schools now train professionals for the private sector. Most of the privately 

trained professionals are left without jobs because school curricula are designed 

without considering the needs of the private sector. The sector that is benefiting 

enormously from this gesture is the private education sector. Some professional 

schools have now been affiliated to universities as faculties or schools following 

the higher education reforms.  

 

Admission of international students into professional schools is different from 

admission into universities. Admission of international students is through 

negotiation with the two governments. Admissions are therefore through 

diplomatic channels that are beyond the understanding of many, though the 

candidate must have the required qualifications. They do not write the normal 

rigorous competitive entrance examinations that Cameroonians go through. This 
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is the reason why the law on the orientation of higher education states in Section 

11 (5) admission of foreign students is in accordance with international practices 

and/or with conditions and agreements signed between Cameroon and the 

countries of origin of the candidates. Most of the students come from 

Francophone neighbouring countries with poor educational facilities such as 

Chad and the Central African Republic. Just as the universities, none of these 

institutions have a specific structure for dealing with their issues or processing 

of international students' applications for admission. Issues such as housing and 

extension of visas are at the mercy of the students with the assistance of their 

diplomatic mission in Cameroon. These schools do not provide accommodation 

or meals to students.  

 

Private tertiary institutions 

There are a few private universities and other tertiary institutions in Cameroon. 

In 2002, ten more have been granted permission to add to the much-needed 

expansion in the production of knowledge since the six state universities have 

not completely solved the production of scholarship in Cameroon. Little is 

known about their functioning, as most people are Rot interested in -enrolling 

their children in them. It is hoped that with the authorization to offer most are 

not interested in enrolling their children in them. It is hoped that with the 

authorization to offer professional courses, this will attract students as most state 

universities are offering broad-based education, with few professional 

programmes. 

 

The only well-structured private university is the Catholic University of Central 

Africa (UCAC), Yaoundé, which started in the 1995/6 academic year with five 

faculties/schools. In 2000, the university had an enrolment of 1 237 students, a 

significant number being international students within the Central Africa sub-

region whom are French speaking (Cameroon Statistical Yearbook, 2000: 112). 

This does not preclude English-speaking students who are fluent in French and 

can cope with studies in the French language, though a few lectures are given in 

English. It has a specific office for handling international students' matters such as 

admission, housing, orientation programmes, visa issues, and others. This office 

might have been created because, as the name suggests, the university is a 
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Catholic University meant for Central Africa and not for Cameroon alone, but 

simply located in Cameroon. Its admission criteria are the same as those of state 

universities. However, its tuition fee is 600 000 FCFA ($1 000) per academic 

year, unlike in state universities.  

 

Tertiary institutions and international links and co-operation 

The main aims of links and co-operation between universities among others 

include facilitating and encouraging staff and curriculum development, 

undertaking joint research projects, acquiring scholarly journals and books, and 

the exchange of students. Many tertiary institutions, especially universities, have 

forged links and co-operation agreements with most other counterparts in the 

United States of America, Europe, the Commonwealth and very few with their 

African counterparts. As a result of these links, these institutions have acquired 

visiting lecturers to alleviate the shortage of staff in some disciplines, sending 

lecturers to acquire one or more skills and/or carry out research. It must be noted 

that this is a one-way link, that is, these institutions are only on the receiving end. 

This may be as a result of what Ibrahim (2002:3) perceived as Africa being 

increasingly marginalized and subjected to the hegemonic control by the major 

actors on the world scene.  

 

Cameroon is centrally located on the continent of Africa. Ironically, tertiary 

institutions have very few links and co-operation agreements with their 

counterparts on the African continent. For example, the University of Buea have 

more than 90% of links and co-operation agreements with Europe and the United 

States and less than 10% with other African universities (The Bun, 1999: 13). 

Similarly, other state universities have a couple of links with French and other 

European universities with only a few on the African continent. Africa has a 

unique history and this uniqueness should have given them an excellent platform 

to share experiences and learn from each other. It is hoped that with the AU and 

NEPAD, the managers of these institutions will think in this direction.  

 

International students and challenges 

There are no statistics of international students in Cameroon's universities. It is 

believed that there are many given the huge number of foreigners in the country. 
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According to an anonymous source at the Provincial Immigration Department in 

the South West Province, there are more than three million Nigerians alone in 

the country. The US Department of Commerce (1999:1-2) estimated that there 

are about 14 000 non-Africans, including more than 6 000 French and 1 000 US 

citizens residing in the country. There are about 30 countries that have 

embassies in Cameroon as well as about 36 international organizations 

(Cameroon Statistical Yearbook, 2000:389). Given these tentative figures, it can 

be concluded that there are many international students in Cameroon's 

universities, though many of them are treated the same as Cameroonian 

students. They pay the same fees and enjoy the same facilities. Those who send 

in their applications indicating that they are residing outside of the country are 

those considered as international students. The reason is simply that there is no 

clear-cut admission policy for international students and this gives leeway to any 

institution to consider the applications the way they deem appropriate and 

necessary. Owing to this lack of policy on international students' admission, it 

was not thought to be an issue establishing international offices within the 

institutions' structures. For example, it was only in August 1999, that the 

Ministry of Higher Education created and appointed officials for Divisions of 

Co-operation, under which there are the service for national and international 

co-operation and the service for extra-African co-operation. However, these are 

simply co-operation offices and have nothing to do with admission of 

international students.  

 

In the absence of international offices or structures to effectively and efficiently 

handle international students' admission and other concerns, there are many 

challenges facing them in Cameroon; some of which include securing housing, 

orientation and personal counselling, study permit application renewals and 

other documents.  

 

Conclusion and recommendations 

The opening up of Cameroonian universities to the outside world has been very 

slow given the enormous problems faced by the then lone University of 

Yaoundé before 1993. However, specialized institutions or professional schools 

have since been admitting international students through diplomatic channels, 
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especially from the Francophone neighbouring countries. The advent of the 

1993 higher education reforms, which ushered in six state universities and 

private tertiary institutions, a good number of international students were 

attracted. Unfortunately, with the exception of the Catholic university, other 

universities and institutions have not made provision for unique structures such 

as international offices to tackle admission and other issues of the growing body 

of international students who are seeking scholarly and professional knowledge.  

 

We strongly recommend all tertiary institutions in Cameroon to come up with a 

definite policy of admission for international students as well as to set up 

specific structures for handling international students' applications and other 

concerns. With the AU and NEPAD, such institutions should seek co-operation 

and links with other African universities, especially the older universities on the 

continent. This will enable Cameroon scholars to benefit from the experiences 

of older universities. Cameroon's tertiary education system is still very new with 

its first university that only opened in 1962. There are universities in South 

Africa and Egypt that were opened in the 18th century. These links and co-

operation could be forged through the present Co-operation Divisions within the 

state universities.  

 

Notes 
1.  Law No. 2001/005 of 16 April 2001.  

2.  These reforms were passed according to Decree No. 92/74 of 
 April  1992 complemented by Decree No. 93/034 of 19 January 
 1993.  
3.   Press Release No. 02/0181/MINESUP/DDES/ESUP of 4th 

September 2002 to publish the list of private institutions of 
higher education that have been granted licence to open for 
the academic year 2002/3.  

4.  Decree No. 93/034 of 19 January 1993 created the University of 
 Buea.  
5.  This body responsible for the promotion of academic staff is 
 called Inter-University Consultative Commission (IUCC).  
6.      This is in accordance with Law No.2001/005 of 16 April 2001, 

section 11 (1), subsection 2(a), which states that the state 
shall protect any person applying for admission into an 
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institution of higher education against any form of 
discrimination based on race, gender, age, religion, 
philosophy or linguistic and geographic origin.  

7.  Law No. 2001/005 of 16 April 2001.  

References 

ADEA/WGHE (1999). Reforming a National System of Higher Education:  
 The Case of Cameroon. Washington D.C.: ADEA/World Bank.  

Ibrahim, J. (2002). “Notes on Globalisation and the 
 Marginalisation of Africa” CODESRIA Bulletin, No.3 & 4, 
 pp.3-7.  

National Institute of Statistics (2000). Cameroon Statistical Yearbook 
 Yaoundé: National Institute of Statistics, Ministry of Economy and Finance.  
Ngwana, T. A. (2000). “Case Study: Implementation of the 1993 Higher Education 

 Reforms in Cameroon: Issues and Promises”. Paper commissioned as 
 support material for the book Transformation in Higher Education: Global 
 Pressures and Local Realities in South Africa.  

Nyamnjoh, F.B. (1999). “Cameroon: A Country divided by Ethnic Ambition and 
 Difference” African Affairs, Vol. 98, No. 390, pp. 101-118.  

University of Buea (1998). University of Buea Strategic Plan, 1998-2003.  
 Limbe: Press book  

The University of Buea (1999). ”The Bun, Buea University Newsletter, Vol. 5, 
 No.1.  

Titanji, P. T. (2002). “Professionalisation of the Universities in Cameroon and 
 Relevance to the World of Work” Journal of Applied Social Sciences, 
 Vo1.2, Nos. 1 & 2, pp.8-23.  

United States Department of Commerce - National Trade Data Bank (1999). 
Cameroon: WORLD FACKBOOK. Released by the Office of Francophone and 
 West African Affairs, Bureau for African Affairs, May 6. Available at 
 www.tradeport.org/ts/countries/Cameroon/bnotes.html. Accessed March 
 2002.  

 
 

ABOUT THE AUTHOR 
 

Pius Tanga is of Cameroonian nationality and a social worker by profession. He holds 

a Diploma in Social Welfare (Ecole Nationale des Assistants des Affaires Sociales, 

Yaounde, Cameroon), Bachelor of Science in Social Work/Community Development 

(University of Nigeria, Nsukka), Master of Social Work, specialising in social welfare 

(University of Ibadan, Nigeria) and PhD in Sociology, specialising in sociology of 

2007 HICE Proceedings 
Page 5837



 16

gender (University of KwaZulu-Natal, South Africa). Dr. Tanga has worked as a 

social worker in the private sector and with the Ministry of Social and Women’s 

Affairs, Cameroon for five years. He lectured at the University of Buea, Cameroon 

from 1998 to 2001, and University of KwaZulu-Natal from 2003 to 2005. He is 

currently a lecturer in the Department of Social Anthropology/Sociology/Social 

Work, National University of Lesotho. 

 

Dr. Tanga has published in the Area journal, Applied Social Science journal, Loyola 

journal of Social Sciences, Lesotho Social Science Review and Advancing Women in 

Leadership journal in a variety of areas as well as contributed book chapters. His 

areas of interest include amongst others female-headed households, informal sector, 

women and gender issues, NGOs, retrenched workers amongst others. 

 

2007 HICE Proceedings 
Page 5838



Effective Praise 
 

1

 
Title:  Think Twice Before You Speak:  Using effective praise in the early childhood and 
university setting 
 
Topic Area:  Early Childhood Education 
 
Presentation Format:  Paper Session 
 
 
Authors: 
Dr. Anne Tapp     Dr. Debbie Lively 
Educational Technology & Development  Teacher Education 
Saginaw Valley State University   Saginaw Valley State University 
625 Lake Ave.      7400 Bay Road 
Grand Haven, MI 49417    University Center, MI 48710 
616-296-1818      989-860-7456 
artapp@svsu.edu     dlively@svsu.edu 
 
 
Abstract:   
 Most educators agree that students need supportive environments at any academic 
level.  Well meaning educators have been taught to consider praise to aid in fostering self 
esteem, student achievement, and motivation for learning.  In spite of research showing 
the use of traditional praise as counterproductive, teachers continue to use ineffective 
praise within their classrooms.   
 A study was conducted with early childhood and university, teacher education 
students revealing similar findings for both age groups.  The implementation of effective 
praise produced greater behavioral gains than within the group receiving traditional 
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 Educators need to be given the knowledge and supporting research to make praise 
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problem, share current research as well as data from their study, and discuss implications 
for educators. 
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Educators agree that students at any academic level need supportive 

environments.  Although research states that using praise may be counterproductive to 

this effort, teachers continue to utilize ineffective praise within practice.  Well-meaning 

educators have been taught to consider self-image and esteem as well as student 

achievement and motivation for learning.  Many offer positive reinforcement in the form 

of verbal praise in order to progress toward these goals.  However, research states some 

common uses of praise have negative effects in some or all of these areas.  Teachers need 

to be given the knowledge to become more effective and consistent with the goals and 

standards of appropriate early childhood development.   

 

Brophy (1981) defined praise as "to commend the worth of or to express approval 

or admiration."  There are many problems with its use within the classroom setting 

including its use to aid in student motivation, self esteem and classroom management.  

Statements beginning with the phrase, “I like the way,” place the onus for the behavior on 

the instructor.  Words such as “great” or “good job” are not specific.  Young children do 

not always have the interest to please their teachers.  As they age, this motivation greatly 

diminishes.  Esler (1983) revealed that correlations between teachers' rates of praise and 

students' learning gains are at times negative.  When correlations are positive, they are 

most often too low to be considered significant. 

 

Many educators consider praise to be an important component of their classroom 

management system.  Kounin (1970) found that teachers' use of praise did not play a role 

in effective classroom management.  The ability to maintain an appropriate momentum of 
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classroom instruction and activities was the most effective classroom management 

variable.  Brophy (1981) discovered using praise as a systematic reinforcer within 

classrooms to be impractical.  His research disclosed much teacher praise to be non-

deliberate reinforcement elicited by students.   

  

Educators utilize praise to promote student self esteem.  Studies have shown some 

statements of praise to lower students’ confidence in themselves.  Rowe (1974) found 

that praise in the traditional sense lowered students' confidence as well as their verbal 

participation.  Further, students exhibited many characteristics including doubtful tone 

during responses and low participation risk-taking which are indicative to low self 

esteem.  They also had a higher incidence of looking to the teacher for reinforcement --   

answers, approval, and disapproval.   

 

Praise has also been used within classrooms to foster student motivation when it 

has been actually found to be a weak form of reinforcement.  Green and Lepper (1974) 

learned that once teachers began praising preschool children for engaging in an activity, 

the children became less motivated to do the activity.  Praise has also been found to 

lessen self-motivation and cause children to become reward-dependent (Martin, 1977; 

Stringer and Hurt, 1981).  Meyer (1979) discovered praise led recipients to have low 

expectations of success at difficult tasks which decreased the risk taking and personal 

task intensity. 
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Ineffective praise can stifle students' natural curiosity and desire to learn by 

focusing their attention on extrinsic rewards rather than the intrinsic rewards that come 

from the task itself (Brophy, 1981).  Epstein (2003) states,  

 
Use encouragement rather than praise.   Another way to support  
planning is to avoid praising children’s ideas. If you say “great idea”  
on one day or to one child, you may inadvertently convey disapproval 
if you forget to say those words to another child or on the following  
day. Praise also tends to end the conversation, cutting off the  
possibilities for children to elaborate their plans. Instead, use the  
other strategies listed here—listening, asking questions, commenting, 
recording their ideas—to encourage children to think about and follow 
through on their intentions.    
 
 
Teachers not only need the research knowledge to assist them with the use 

of effective classroom encouragement, but they also need the tools needed to help 

with delivery.  Jane Bluestein (2004) offers a quick, effective guide.  She 

suggests:  

• Use positive reinforcement to strengthen already existing behaviors  
• Watch for a tendency to praise. These statements can appear manipulative to 

students.  
• Avoid praising one child to motivate others.  
• Avoid using teacher approval as a means to reinforce desired behavior. Use 

behaviors such as a wink, smile, touch, to indicate that you are pleased.  
• Phrase reinforcements as affirmations or acknowledgments  
• Describe desirable behaviors in specific terms  
• Look for the positive! (81)  

  

Based on the review of the relevant literature it was hypothesized that effective 

praise needs to be addressed at all levels.  This study examines the impact effective praise 

has on graduate early childhood and elementary teacher education students’ attitudes and 

performance.  Specifically, the study addressed the following research question: 
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What is the effect of praise within a graduate early childhood course? 

 

Methods  
 
 

Beginning the winter of 2006, this study was initiated.  It was further theorized  

that if our graduate students, mostly inservice teachers, were placed in a situation where 

they were not only given information about effective praise but also receiving various 

forms of praise, they would have a better understanding of its effectiveness for use within 

their classrooms.   

One hundred thirteen graduate students within five course sections enrolled in a 

Midwestern university early childhood or elementary course were included in the study.  

The study was concluded within a one-year period of time.  Within the semester time 

frame, half of the students enrolled within each course were randomly selected to receive 

effective or non-effective feedback on course assignments submitted to their instructor.  

The effective feedback consisted of specific statements addressing their performance.  

This included comments regarding each point from the assignment rubric.  The other half 

received brief, non-effective feedback such as “Great work” or “Super job.”    

Using a Likert scale and open ended responses, students were asked their thoughts 

and feelings about the assignment and course as well as the feedback they had received.  

Specifically they were asked questions dealing with motivation, self esteem, management 

of the course, and quality of the instructor.   

Near the close of the semester, students were assigned to analyze literature which 

addressed the use of effective and non-effective praise in the classroom setting.  The 

instructor discussed the study with all students and gave those students who had received 
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the non-effective feedback their formal assignment sheets.  These sheets contained the 

specific, effective praise addressing each rubric point given to the effective praise group.   

Students discussed their thoughts and feelings about the feedback and class and related it 

to their assigned literature as well as their performance within their own classrooms.   

The students’ narrative comments are found within Table 1. 

  

Data Analysis 
 
 

The preliminary data was drawn from the surveys of 113 students.  The students 

ranked their responses to questions about motivation, self esteem, management of the 

course, and quality of the instructor using a four-point Likert scale and were given space 

to provide open-ended responses.   

Weighted averages were calculated for the student’s responses from each 

assessment.  Table 1 shows the preliminary data for each of the categories.  A correlation 

was completed between the four weighted totals:  There was a strong correlation of .972 

between effective praise and student motivation.  There was a strong correlation of .941 

between effective praise and self esteem.  There was a strong correlation of .952 between 

effective praise and course management.  There was a strong correlation of .931 between 

effective praise and instructor effectiveness.  

 

Discussion 

The analysis supported the hypothesis that effective praise needs to be 

implemented at various levels. The analysis shows that there is a strong relationship 

between effective praise and student motivation, self-esteem, course management, and 

2007 HICE Proceedings 
Page 5844



Effective Praise 
 

7

instructor effectiveness.  The student comments (Table 1) support the analysis of the 

preliminary survey data. This study indicates that the use of effective praise in the 

university graduate-level setting is a powerful learning intervention.   

 

Limitations 
 
 

The results from this study are based on self-reporting data.  The students reported 

hypothetical data points which are not based on observed data.  Tracking these teachers 

within a longitudinal study to seek evidence of actual use of feedback within their 

classrooms may allow for greater confirmed data. 

This study did utilize a control group and the subjects were randomized in their 

selection process. The authors felt that each student should be afforded the highest level 

of instruction within the courses and given appropriate feedback.  They were all given 

effective feedback on every assignment by the completion of the course.  

 
Conclusion and Implications 

 
 

The reviewed literature suggests that effective praise is not being widely used.  

Educators need to be given the information about the impact of effective and non-

effective praise as well as tools needed to utilize effective praise within their classrooms.  

Institutions at all levels need to take a critical look at their programs to evaluate the use of 

feedback and the implications to students’ motivation and performance.   

One of the participant responses sums up the importance of effective praise.  This 

student speaks to the effective praise she had received within her graduate-level course: 

“I am glad to get specific feedback.  I have worked hard and feel that my professor values 
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my efforts.  It makes me want to try my hardest to do the best I can on the remainder of 

the assignments.  It is making me also see that I am not always giving this gift to my 

students, and I need to try harder to be sure to do this.”   
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Table 1 
Students’ Narrative Comments  

 
 

In addition to responding to the questions dealing with motivation, self esteem, 
management and instructor effectiveness, graduate students were given the opportunity to 
give open-ended comments. 
 
The following comments were written by students within the effective praise group: 
 

• “I am glad to get specific feedback.  I have worked hard and feel that my 
professor values my efforts.  It makes me want to try my hardest to do the best I 
can on the remainder of the assignments.  It is making me also see that I am not 
always giving this gift to my students, and I need to try harder to be sure to do 
this.”   

• “I never knew getting words on my assignments would be important to me.  Now 
that I’m thinking of it, it really makes a difference as to how I feel about my work 
and how hard I try on my next assignments.  When a professor takes the time to 
give strong feedback, that means a lot.  I need to be sure to do the same with my 
little ones at school.” 

• “As a teacher I try to encourage my students to do the best that they possibly can. 
I try to tell them in more then one or two sentences that they are doing a great job 
or keep up the good work.  I know when I give them this positive feedback that is 
encouraging them to do their best and also to achieve something that they think 
they can't. It is important as a teacher to make or students feel like the best.  My 
professor is modeling this for me, and it is good to feel first hand.” 

• “I give my students both short and long feedback. On daily assignments, I write 
quick notes, stars, smiles, stickers, redos, this wasn't your best work, etc.  On 
writing assignments, I give them a form with my 2 stars and my 2 wishes.  I’m 
seeing how I am feeling about the feedback I am getting, so I’m going to give 
more to my students.” 

• “The best part of feedback is learning from mistakes and seeing what I did right.  
Did my work express my effort?  Did my point get made?  Even if it takes a few 
extra days to grade the papers, I think there should always be constructive 
comments attached and something positive to acknowledge the efforts.” 

• “I believe that it is simply human nature to crave praise from others.  Indeed, we 
all like to hear that others are noticing our hardwork, triumphs and 
achievements; however, in most cases we simply are doing the work solely for the 
betterment of ourselves or just because it is our responsibility.”  

• “As a student, I complete tasks regularly because I want to further my education 
and be the best professional that I can possibly be.  Although, my education is for 
"me", I still like to get feedback from my instructors.  I like to get positive notes so 
I know I am headed in the right direction, and I like to receive constructive 
criticism because it gives me ideas on how I can improve my work and it can 
direct my thinking.  When an instructor takes the time to evaluate my work, it 
shows that he or she values who I am and the work that I produce.  Now, I do not 
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think that professor needs to spend hours grading each assignment; however, I do 
appreciate the time and efforts that are taken to grade those major assignments.” 

• “Now, as an elementary school teacher, I believe that it is essential to give 
children immediate feedback.  At a young age, children need to see that teachers 
value their work and thoughts, and that we appreciate all the hard work that they 
put in.  Moreover, the children need to be guided in their learning experiences, 
and I think that feedback is one of the ways in which we can do this.” 

• “Giving students feedback on their performance is more than grades.  As an 
elementary art teacher I am not required to give my students grades and I know it 
is important to give them each feedback time with their project. I should write 
more.   I feel it is so important to put on an art show at my school each year. 
Every student in the whole school gets at least one piece of art work in the show. 
The students get such a thrill from seeing their art work hanging in the show. I try 
to hang up art work all year long. This gives students more motivation to try their 
best. I will find the time to give the students some kind of feedback especially 
since I do not give grades. I see how important it is now.” 

• “As a student, I like to know how I am doing.  On a large assignment, I like more 
than a 1 or 2 word answer.  I like the instructor to tell me what I did well, and 
where I can make improvements.  On smaller assignments, a quick response is 
fine. As a teacher, I like to give me students feedback right away.  Most of the 
time, on morning work I will give a word, smile, sticker, or some other "quick" 
response.  When it comes to their writing or other subjects, I like to let them know 
how they are doing.  I will take the time to either have a conference, or write it 
out with more details.” 

• “I have had a few teachers who only wrote a grade or a few words.  I never really 
thought much about it but it affected how I felt about the course and them.  I have 
had several teachers here who have given very thought provoking responses.  I 
could tell that they had actually thought about what I had written.  I loved reading 
their comments and suggestions!” 

• “As a third grade teacher, I don't give many long assignments.  I do take time to 
read what students have written in their journals.  I try to provide more than just 
a few words.  Next year I am going to let the students select one writing 
assignment each month for me to respond to in writing at length.  I frequently 
have author share time so that they can read something to the class.  Then we 
allow for 3 student comments and something from me.” 

• “I teach 2nd grade and some of my students don't read as well as others.  I end up 
writing something brief on their work.  I can now see how this might not the right 
approach.  I used to think a one word remark like "Great" or two words such as 
"please re-do" were sufficient.  I should take a few minutes to talk with the student 
to offer better feedback.  If I want a parent to understand in depth what my 
concerns are with the childs work, I would call his/her parent and have personal 
conversation with them.  I do remember when I was in grade school, teachers 
using rubber stamps with messages on them.  The boy that sat behind me used to 
get a sad face that said "poor work" all the time( I know this because he sat 
behind me and we always had to pass papers behind us in the row)I cannot 
imagine how this effected the young boy.  We couldn't have been much older then 
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2nd grade.  In cases such as these I definitely think a personal conversation with 
encouraging words rather then a negative message from a rubber stamp would be 
better.” 

• “Some of the professors here are really good about giving feedback.   It is a good 
way to let the students know their strengths and weaknesses, rather than slapping 
just a grade on paper.  In my own classroom, I give feed back and rubrics on 
projects that they do, along with books that they write.  They enjoy reading the 
feedback because it is individualized, rather than receiving feedback as a whole 
group.” 

• “I like knowing how I am specifically doing.  How else am I going to learn and 
improve?  I wish I would have thought about this with my own classroom.  I 
thought it was OK to give short responses.  I can see how it’s not.“ 

  
 
The following comments were written by students within the non-effective praise 
group: 
 

• “As a student, I don’t mind the one or two word comments next to the paragraph 
or sentence that is good.  If there is something that I did wrong, then I like the 
more specific feedback.  I am not looking at my classroom, and I do this.  I am 
seeing how my students might think I’m slacking or it might affect their 
motivation.”  

• “As a student I would feel as if my instructor did not value all the time and effort 
that I had put into the project that I was doing. As a student I like to know exactly 
how I am doing and sometimes one or two sentences is not enough. I work hard 
on everything that I did because I want to show my professor the best quality 
work that I can do. Sometimes I get so stressed out because I don't know how I am 
doing. I feel that way when I have classes that meet half in class and half on 
blackboard. I feel that I am doing well but I have not received any feedback from 
the professor so I really don't know. I know if I feel this way just imagine the way 
a student in our classrooms feels. We as educators need to give more than one or 
two sentence comments.” 

• “I do not even know if my professor even read the paper.  It might make me feel 
less inclined to work so hard next time.  It is important to know my teacher's 
thoughts on my work, and I look forward to her responses.  I am not looking for 
red ink (ha, ha).  I appreciate any input that my teacher may give me. I didn’t 
realize that was so important to me, and I feel kind of silly about it.  My students 
are looking for immediate feedback in regards to their work completed.  I do 
believe it is as important for myself as an educator to acknowledge my students 
work and give lots of praise as well as commenting on their performance.  I also 
like to build my students self esteem on a daily basis.”  

• “Feedback to your students is crucial, especially in elementary school.  When I 
give students feedback to their writing I have a checklist and a comment section.  
I always write in the comment section something like "I like how..." to instill 
confidence in them.  When I give them "constructive criticism" I do this face to 
face in our conference meetings.  Sometimes when students are unsure of 
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something and they make mistakes, the last thing they want to do is read about it.  
Conferences help with that dilemma because I can joke around and model it for 
them.”   

• “Without feedback, you are hindering your students' growth and not only 
frustrating them, but also you!  Does that make sense?  I hope so!”   

• “I think everyone likes to have validation for the work they accomplished.  If I put 
weeks into a paper and received nothing more than a "good job", I would be 
disappointed and wonder if anyone even really bothered to read it.” 

• “I think that in professional level classes such as these, the prompt one or two 
word responses are appropriate.  If I have questions about what was written I 
generally go and ask.  Time is precious.  I would feel more valued as a student 
however to receive more feedback.  I am self-motivated, so I’m not as affected.  I 
can see how my students would be though.” 

• “I spend the time and put in the energy to do good work on projects, papers, etc. 
and like to receive feedback of more than just a few words.  For a fill in 
worksheet, a short phrase is enough, yet for those papers and projects that take 
the time at home or in school, students need more than a simple good job.  A 
sentence or two outlining what they did well and any areas for improvement 
would contribute to the success that a student would feel regarding their work.” 

• “It shouldn’t matter what my instructor puts on my paper.  I should be able to not 
be affected by it.  I have found that I am and now know that I need to be sure to do 
this with my students.” 

• “I can see how I need to be better at giving specific feedback to my kids at school.  
We should all do this at any level for many reasons.” 

• “Positive reinforcement is a good thing but I can see how it needs to be specific.  
I don’t really give an idea to my students how they are doing if I put a one or two 
word grade on their assignment.”   
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Learning Communities in 3D Immersive Worlds: Evolving Online Instruction 
 

Abstract: 
 
The development of learning communities has become an acknowledged goal of educators at all 
levels. As education continues to move into online environments, virtual learning communities 
develop for several reasons, including social networking, small group task completions, and 
authentic discussions for topics of mutual professional interest. The sense of presence and co-
presence with others is also found to be significant in developing web-based learning 
communities. Content and leadership skills developed in online learning communities may be 
transferable to off-line situations. This paper will report on the experiences with current learning 
communities that form in 3D immersive world designed for education. Faculty at Appalachian 
State University have developed and taught the graduate Instructional Technology program in 
an award winning 3D world setting for several years. Additional faculty and program areas are 
currently transitioning into this environment. Further, colleagues from major universities in 
other countries are using this environment for their students to work and collaborate across time 
and distance   The results of these experiences highlight the efficacy for the formation of 
authentic communities within 3D web-based worlds as online distance education environments 
continue to evolve. 
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Learning Communities in 3D Immersive Worlds: Evolving Online Instruction 
 
Introduction 
 
New technologies for collaboration have generated increasing interest in the formation of various 
kinds of online learning communities for distance education. A wide range of distributed 
learning communities are currently involved in training, education, gaming, social networking 
and other emerging online endeavors. These distributed learning communities are available in 
different forms and demonstrate underlying frameworks that include collaborative text-based 
environments, web-based text and graphical multi-user domains and the more sophisticated 
CAVEs (projection based virtual reality systems). Each presents its own unique technologies and 
possibilities for online distributed collaboration and learning. Each presents opportunities for 
group interactions in different ways that bring a sense of community to the task. This paper will 
focus on research and experiences of various communities of learners formed within a 3D 
immersive web-based virtual world developed for graduate education.  
 
Descriptions of a 3D web-based learning environment (Appalachian Educational Technology 
Zone or AETZone) have been noted in other research (Bronack, Riedl, Tashner, 2006; Riedl, R., 
Bronack, S., & Tashner, J.; 2005 and Tashner, J., Bronack, S., & Riedl, R.; 2005). The 3D world 
(AETZone) is based upon a version 4.1 Active Worlds Universe Server 
(http://www.activeworlds.com/) that provides a means to build virtual worlds for students and 
instructors and other invited guests to meet and work together in ways not found in other 
learning environments that are currently available. This environment may be characterized by 
significant components of space, movement, physical presence and co-presence, conversational 
tools with small and large group shared workspaces, and metaphors and artifacts that assist 
collaboration and learning online in new and different ways. Students, faculty and guests, 
represented by avatars, move through the 3D world spaces interacting with each other and with 
artifacts within the worlds. These artifacts may be linked to different resources, web pages and 
tools necessary to provide content and support for various kinds of synchronous and 
asynchronous interactions. Small and large group shared workspace tools enable interactive 
conversations in text chats, threaded discussion boards, audio chats and group sharing of 
documents, web pages, and other types of application type software as well as other resources. 
 
Typical students are usually mid-career k-12 classroom teachers who want to learn more in-
depth ways to integrate technology into their curriculum or who want to become instructional 
technology specialists in their schools or chief technology officers (CTO) at the district level. 
Many students teach within a 100-mile radius of our university. Using a cohort model, students 
enroll and move though the program together. Student classes are sequenced for each cohort. We 
currently meet face-to-face regularly at the beginning of the program with reduced numbers and 
frequency of meetings as the members of a cohort gain understandings of course structures and 
expectations. While we meet and use the virtual world for each class, the number of face-to-face 
meetings rapidly decreases after the first several courses to only an orientation class at the 
beginning and a final class session during which students present term projects and articulate 
their understandings. However, recent initiatives have expanded opportunities to enroll k-12 
teachers in a totally online experience. Several Mexican teachers from the D’Amicis School in 
Puebla, Mexico, and faculty and students in Griffith University in Brisbane, Australia, are 
working with us completely online. No longer able to depend on any face-to-face contact, these 
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pilot programs are challenging us to rethink the way we develop and enhance the sense of 
community in distance educational settings. 
 
Learning communities 
 
 Learning communities are characterized in many ways. The literature is divided on the actual 
meaning of learning communities. “Communities of learners”, according to some, are groups 
formed to increase their understandings or knowledge base in specific areas. Jonnasen (1997) 
cites the following necessary components for a learning community: active, constructive, 
collaborative, intentional, complex, contextual, conversational and reflective. Others use the term 
“community of practice” which seems to indicate communities of similar practitioners who are 
currently exploring various aspects of their practice together. Wenger (1998) states that 
communities of practice include: “… a joint enterprise as understood and continually 
renegotiated by its members…, mutual engagement that bind members together into a social 
entity…. and the shared repertoire of communal resources (routines, sensibilities, artifacts, 
vocabulary, styles, etc.) that members have developed over time….” Others seem to use the 
terms learning communities and communities of practice interchangeably. 
 
In either case, the literature suggests several main themes that emerge as useful guides for 
developing online virtual communities. An overview from a recent Academic Impressions 
conference on building learning communities states that such communities: 
 

… Foster peer-to-peer collaboration, communication, interaction, resource sharing, 
negotiation and social construction of meaning, and expressions of support of encouragement 
among students. A blended or online learning community must have its own meeting or 
gathering space, as well as a defined set of members' roles and norms for resolving disputes 
(Academic Impressions, 2006). 

 
Several common themes consistently emerge from these descriptions of learning communities. 
Communication, collaboration and support are central to their development and maintenance. 
Other factors include shared resources and authentic reasons to join together. Recently emerging 
research and the emergence of 3D web-based environments for teaching and learning is 
suggesting the importance of the sense of presence and co-presence in the development and 
evolution of online communities (Schroeder, 2001). Using such characteristics as these as both a 
vision and a guide, the instructional technology graduate program at Appalachian State 
University has been studying ways to develop an environment that continues to foster and 
support a wide variety of learning communities that may be identified with these characteristics. 
 
Development and support of communities within a  3D immersive worlds used for learning 
requires consideration of how students will move through the course environments in 
collaborative ways, means to enhance the communication between students, guests and 
instructors and how participants will interact with the various resources in the environment that 
contribute to building meaningful communities of learners.  
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A Community of Learners Collaborating 
In AETZone 

 

 
Basic tenets 
 
An underlying foundation or Conceptual Framework (Reich College of Education, 2005), based 
upon social constructivism, was developed by the College of Education and provides a clear 
guide to teaching and learning in the 3D web-based AETZone courses. These basic concepts are: 

• Learning occurs through participation in a Community of Practice; 
• Knowledge is socially constructed and learning is social in nature in a Community of 

Practice; 
• Learners proceed through stages of development from Novice to Expert under the 

guidance of more experienced and knowledgeable mentors in the Community of Practice; 
• An identifiable knowledge base that is both general in nature and also specific to 

specialties emerges from the Community of Practice; 
• All professional educators develop a set of Dispositions reflecting attitudes, beliefs, and 

values common to the Community of Practice. 

A set of four cohorts, consisting of eighty students who had experienced at least two years in the 
program, were asked several questions concerning ways they would describe their experiences as 
learners in the immersive 3D world, AETZone. An informal qualitative analysis was conducted 
for the common themes expressed by the aggregated responses. These are presented and 
discussed below: 

Collaboration  
 
Participants expressed a strong sense of collaboration between students. This collaboration was 
between students in a specific cohort as well as between students in different cohorts. Further 
analysis found that students in one section of a course were collaborating in specific tasks with 
students in other sections of the same course. 
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Additionally, students were citing many instances of working with other students who were 
enrolled in the same or even different program areas but who were also taking different courses 
within the 3D immersive environment. It was indicated that students felt a strong collaboration 
with instructors, who served as knowledge guides rather than sources, as well. One example of 
such collaboration was a requirement that students select a book on a current topic relevant to the 
program and form a cross-cohort group of three or four members to read and discuss it together. 
Each group would meet on a regular basis and then add to a shared (across sections) threaded 
discussion board the major ideas that developed from the small groups discussions. As the 
discussions developed, they included a larger number of students in the same sections or even 
sections of different courses who are dealing with similar topics. This wider audience provided 
more depth of discussion and breadth of interaction as participants represent an increasingly 
divergent group of teacher populations, individual schools and districts. Some were urban while 
others were rural but they find common issues that their schools are dealing with in the present 
moment.  
 
A basic requirement in the development of learning communities is to think about ways that 
participants will collaborate with each other. Some of this collaboration is planned and some 
must be allowed to just happen. For instance, the faculty may set forth a series of conditions that 
are included in assignments that encourage cross group collaborations. Literature circles (small 
groups reading and discussing a specific book or series of readings) would be an example of this. 
A group of school administrators might be asked to join in a reading group that had an 
instructional technology specialist, a reading specialist and a library science specialist in the 
same group reading and discussing the same book. Other tasks are assigned and completed in 
similar ways. 
 

Unplanned collaborations are also possible as learners become aware of specific timely issues 
that affect them and their schools or students. For example, a very in-depth discussion of 
MySpace.com (http://myspace.com/) ensued after news announcements of concerns of young 
people using the site were expressed by various groups at the national level. Many were not 
aware of the issues involved or of the heavy involvement of some of their very own students 
until they became engaged in the discussion. 
 
Communication 
 
A second theme emerged from the analysis that centered around aspects of communication. In 
order for communication to be sustained within learning communities or communities of 
practice, several factors are needed. These were expressed as tools for communication, topics to 
communicate about, and authenticity of the need to communicate.  
 
In 3D immersive worlds, several kinds of communication tools were found to be necessary to 
support ongoing tasks and community building. Synchronous tools such text based and audio 
chat capabilities were described as critical parts of the infrastructure necessary for creating 
learning communities. Such tools provided a means of working together at the same time in ways 
not otherwise possible. According to the analysis, participants were able to develop and work 
together on authentic project and topics because of the communication tools provided.  
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Asynchronous tools, however, were also deemed important to the participants as ways of sharing 
ideas, research and practice over time. For instance, a well-defined threaded discussion board 
provided opportunities for participants to share ideas, opinions, practices and research. This 
communication tool also provides for the element of reflection that is not so available in 
synchronous environments. It was noted that the blend of these two communication tools enabled 
a greater opportunity for interactions between and among participants.  
 
On the other hand, the idea of ‘communication’ emerging from the analysis suggests that the 
informal communication was a powerful learning attribute. This communication sprung up 
causally as faculty and students moved around together in the world. Just as students on campus 
are thought to learn a great deal of content outside of structured classroom environments, so too, 
informal discussions in 3D immersive worlds may provide similar results. For example, if 
students join an audio chat room and minimize the screen, they are able to walk through the 3D 
world exploring together the artifacts that are present. In addition, they are also able to explore 
other topics of mutual interest as well. This is an essential element of community building.  
 
Sense of presence and co-presence 
 
As an immersive 3D environment, AETZone allows participants to ‘see’ the other participants 
(represented by avatars) present. Each participant is able to move through the 3D world by 
keyboard action. As one moves, one’s perspective changes, as does what is seen. This change in 
perspective as one moves, creates a sense of ‘presence’. A participant has the perception of being 
somewhere else. In addition, as one observes others in the environment, one has a feeling of 
being somewhere else with someone else or ‘co-presence’. These concepts lead one to 
experience a connected presence or mutual awareness of others. As the mutual awareness 
increases, so does the desire for and feeling of heightened engagement in the world and in the 
activities conducted within the world. Emerging from the analysis was a strong theme of the 
importance of both presence and co-presence in developing learning communities. Participants 
indicated that the feeling of isolation and working alone diminished as they become accustomed 
to working in the environment.  
 
The sense of presence and co-presence seem to be critical factors in creating and maintaining 
online communities. As participants gain more of a sense of being somewhere and with 
somebody else, communication and collaboration is dramatically enhanced. Combining 
communication and collaboration tools with a sense of presence and co-presence provides 
opportunities for developing authentic learning environments. 
 
Support 
 
An additional theme emerged from the study that was identified as ‘support’. Support may be 
expressed in many forms but in this case, the concept was of peer and instructor support. It was 
often expressed that assistance was usually available whenever one requested it. Whether the 
online library resources, an individual course or even professional assistance needed, there was 
an instructor or peer ready to offer support. In a social constructivist learning community, such 
as those we create in the AETZone, we find that participants do move along a continuum from 
novice to expert. Indeed, each of our classes and the program has students representing various 
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aspects of this continuum. As they become more aware of each other, of bumping into each other 
and become comfortable with others, the working relationships continue to develop and support 
each other. 
 
Leadership 
 
Emerging from the analysis was also a central theme of ‘leadership’. In this vein, responses were 
divided into personal leadership as well as organizational leadership. Working collaboratively 
and communicating together in learning communities seems to enhance the leadership skills and 
comfort levels of participants, with self-reported transfer to their own teaching and learning 
environments. The participants reported a heighten sense of awareness of their own expertise 
arising from interactions and participation in the various communities in which they worked. 
They expressed an increase in personal and professional self-confidence, which they indicated 
transferred into their professional practice.  
 
Conclusion 
 
Participants in AETZone report a variety of positive experiences, advantages, and learning 
outcomes from their work in this environment. While participating in this social constructivist, 
immersive environment, students use a variety of tools for communication and collaboration, 
fostering various forms of learning communities. These include virtual communities develop 
within the AETZone for several reasons, including social networking, small group task 
completions, and authentic discussions for topics of mutual professional interest. An important 
theme that emerges is the strong sense of presence and co-presence while in AETZone, a factor 
critical in fostering the learning community. 
 
The shared experience of AETZone has a number of other outcomes as well. Students share a 
variety of resources both during and after their period of formal participation. They also report 
that the environment provides support for learning, both from instructors and peers. As a result, 
students’ sense of leadership and vision is heightened. 
 
The AETZone is a unique environment for learning for our graduate students. The tools, support, 
and constructivist environment lend themselves readily to the creation of learning communities. 
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A. Objectives/Purposes 
 

 How do you equip youngsters, especially those in the years between fourth to ninth 
grades, to handle the enormous pressure put on them by bullies?  We remember being 
bullied and we remember being the bullies.  For some reason we look back and feel like 
that was something everyone must go through as a rite of passage.  The problem is, kids 
are scared, and the bullying of youth transcends to adulthood.  Look at the bullies in 
everyday life we see as adults.  Our kids see us yelling at someone in the fast food line 
because they left a pickle off our hamburger, and they believe that this is how you act.  
We teach our kids to have no respect for human because we treat them lower than 
ourselves.  My first book, Billy Fustertag Learns Comedy, deals with the issues of 
practice and hard work creating a framework for a life full of success.  It is a picture book 
for 6-10 year old boys to work on reading and learn that success can come at any age 
with practice. 

My objective is to step up the scale and begin to deal with bullying head on.  What 
steps are useful in combating the problem of being a bully target, and what results are 
realistic.  We are not going to stop kids from being bullied, but we can give them the 
tools to stop feeding the bullies, and grow their self esteem to a point where their lives 
aren’t harmed by being bullied.  Lastly, sometimes the bullies don’t even know they are 
the bullies. 
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B. Theoretical Framework 
 

 My new book, Don’t Feed the Bully, proposed publishing date of September 2006, 
is a fictional detective story for boys and girls age 10-14 about Hannibal Greatneck III, 
detective, sixth grade student.  Handy, as he is called by his friends, walks into William 
B. Travis elementary and finds a cage in the middle of the classroom with “Don’t Feed 
the Bully” in big letters on top.  The school has dealt with its bully problems by handing 
over all power to another bully, and Handy must find the clues, outwit the villains, and 
transfer control of William B. Travis back to the students and faculty.  The story is a 
funny one with outrageous and serious undertones, but with great purpose listed in the 
following: 

1. To get boys 10-14 to love reading by putting a book in their hands that is funny for 
them, while learning great lessons that they can easily understand and apply. 

2. A comforting ally in kids’ own struggle with bullying.  They can see others have 
dealt with the problems and realities they are dealing with everyday from their fear of 
confrontation to the ignorance and disinterest of most teachers and staff. 

3. To give them a few steps to master that will help quell the bully tide, plus more in-
depth help if they and their school system want to truly fight bullying.   
 

  
 

C. Sources 
 

I have been speaking at elementary schools for five years, and an author since 
1991 when my first book I’ll Be in The Locker, Portraits of a High School Wuss 
was published by Llessat Publishing.  I, furthermore, have a theater kid’s comedy 
show that uses songs and comedy to bring across a wide range of lessons from 
appropriate humor, to the importance of practice, and expanding your ideas to create 
the magic of the written word.   

Don’t Feed the Bully is my newest tool to speak on the subject of combating 
bullying.  I have new songs and material to help kids and adults think and react to 
bullies in our society.  I have also been in contact with experts on bullying such as 
Rob Moore, Director of the Alternative Education Center of North Spencer County 
School Corporation, to make sure the information is in line with state safety standards 
and policies for education.  We have been in touch with the state of Indiana and are in 
the process of joining their efforts to bring this safety issue to schools.    
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D. The Book 
 

Below are two samples of the text from Don’t Feed the Bully, along with the 
appendix which out lines strategies to protect yourself. 
 

Don’t Feed the Bully 
I am Hannibal Greatneck III, and I am a detective.  My job is to 
watch, to observe human nature and see things no one else sees, finding 
hidden clues until the pattern of evidence points to one conclusion.  
Thus, unraveling the mystery and solving what no one could solve. 

 
1 

 
 My greatest case started as no case at all.  The case I call “Don’t Feed 
the Bully” started on my first day as a transfer student at William B. Travis 
elementary school.  Bells should have rung in my head immediately, but it 
wasn’t until weeks later I realized the connection.  Colonel William B. Travis 
was the commander of the Alamo in 1836 where he and 187 other men fought 
off Santa Anna and 2999 other bullies for ten days before being over run like a 
golf cart in a demolition derby. 
 I should have figured it.  Any school with such a namesake could have 
a warped sense of dealing with bullies and make sure to stop any present day 
Santa Annas from overrunning them. 
 Ending my elementary school career at William Travis in Mrs. Austin’s 
sixth grade class was not my plan.  Dad was changing jobs, and I needed to 
follow my meal ticket as eleven-year-old detectives don’t rake in the kind of 
dough one needs to satisfy a root beer and Cheeto habit that kept my dentist on 
his toes and my fingertips consistently pale orange. 
 It didn’t take a master sleuth to spot the first major difference in Mrs. 
Austin’s classroom than any other in my previous elementary career.  I am not 
talking about the pair of hard hazel eyes, tight curly red hair, pasty white skin, 
and serious pre-pubescent acne standing directly in front of me like a pint-size 
border guard as I walked through the door. 
 “I am Kurt Pesterman,” he said in a tone that stunk of superiority, as if 
judging people was Kurt’s hobby, and I was a new project.  “I welcome you to 
William Travis Elementary,” the welcome was as empty as a free milk bowl in 
Cat Town. 
 “I am president of the WBT Agitator Awareness Society, and you are?” 

I figured being new I shouldn’t make waves in the first thirty seconds 
in a classroom I’d be spending the next 132 weekdays with time off for 
Christmas, spring break, and a possible two-day stomach flu I was planning for 
late January during the 48-hour Sam Spade marathon on the Sleuth Channel.  I 
calmly gave my name, “Hannibal Greatneck III, friends call me Handy.” 
 “Well, Mr. Greatneck,” he said, as if only what he said was important 
and being friends was a condition of me knowing that importance.  “You aren’t 
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big enough to be a physical threat, so I will just let you know we also don’t 
tolerate verbal bullying either.” 
  Kurt smiled a row of pickled yellow teeth that seemed to flinch when 
exposed as if they rarely saw the light.  
 “There are severe penalties for breaking the code of respectful conduct 
in this class, and the school.” 
 All of this explained the observation which I had not finished before I 
was confronted by WBT’s agitator welcoming committee.   

A CAGE! 
 An actual cage was sitting in the middle of the classroom.  A desk sat 
in the center, and all the other desks were around the outside mocking the virus 
that they found a way to tolerate. 
 “That is where Ralphie sits,” Kurt said as if the Agitator Awareness 
Society was also dabbling in mind reading. 
 “Ralphie, a chimpanzee?” 
 “More like a gorilla,” Kurt Pesterman said in a smirking tone as if he’d 
made a joke, but laughing was beneath him.  “Ralphie has strong bullying 
tendencies.” 
 “Tendencies?”  I asked. 
 “Pushing kids down, intimidating smaller kids, he used to take food 
from other kids’ trays in the lunch room.  That’s why the sign.” 
 I looked up at the cage and couldn’t believe it had escaped me before.  
In bold purple letters across a bright pink sign over the front of the cage were 
the words, “Don’t Feed the Bully.” 
 “That sign reminds Ralphie what he’s not supposed to do.  As I said, 
penalties.”  Kurt I could see was very proud of himself and added, “I call it 
literal motivation.” 

Ralphie lumbered in as if he had been waiting in the hall for someone 
to say penalties before he could enter.  He was huge for twelve and he 
grumbled to himself as he pushed chairs out of the way.  The other students 
who had been filing in during Pesterman’s and my chat froze, possum caught 
in the bat signal.  A wave of fear swept the room as Ralphie heaved his 
massive hulking person inside the cage and shut the door with a slam that 
echoed penitentiary off every wall.  Within seconds, things went back to 
normal.  It could have been because I was new, but the fear from the class 
registered 15 out of 10 on the over-reaction scale.  It looked like they all were 
trained to flinch at Ralphie’s every move.  Ralphie was big, but I’d seen a lot 
meaner, and yet nobody had ever shown the kind of terror I’d seen in the eyes 
of my new classmates.  Was Ralphie what they were afraid of or did his 
presence remind them of something else? 
 “Isn’t this a little severe for fingering a few tater tots,” I spit out as I 
realized I’d put my foot so far into my mouth I could have performed a 
tonsillectomy with my Nike swoosh. 
 Kurt Pesterman’s mood turned in an instant from grandma to the big 
bad wolf, and I was Little Red.  His eyes and manner became severe, “Well, 
maybe Mr. Greatneck III, if you had been the butt of the bully’s wrath.  Had 
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you suffered innumerable cosmic wedgies?  Had you tasted the degradation of 
a swirly?  Had you stood by in horror as Mr. Crumblebean was torn apart 
before your eyes to a symphony of laughter, and seen the devastation that it 
can wreak.  You would not be as flippant with your diagnosis.”   

 
From Chapter 6 

 
 They came out of the shower as I picked my notebook off the bench in 
the middle of the room nowhere near my usual spot, subtle as a sledgehammer 
to a thumbtack. 
 “Forget something?” cackled Number One.    

A cackle that was immediately recognizable to anyone who has ever 
been in a school or watched an after-school special.  A mix of degrading 
mockery and threatening humor, and there is always more than one. 
 “Yeah, looks like Goofyneck is forgetful,” Number Two chimed in.  I 
didn’t know these two any more than their faces on the playground or in the 
hall, but someone wanted them to know me.  Every sign told me they were 
about as bright as a flashlight after three years in a junk drawer.  They had not 
come up with this plan themselves.  They were enjoying it though.  My job 
now was to stop their enjoyment without escalating them to violence. 
 They were from the other sixth grade class and one was a half a head 
taller and only using half of his brain, and the other was more than a head taller 
and borrowing at least a third of first one’s brain.  I didn’t know their names 
but if Crabbe and Goyle were to quit Hogwarts, these two could find spots in 
Slytherin. 
 They moved into the classic intimidation positions on either side and in 
front of me.  My back was to the row of lockers.  Bully radar has tracked on 
me before, and I keep a few tricks up my sleeve and some cards in my hand, at 
least until I bluff my way out of this situation: 

1. Stay calm. 
2. Assess the likelihood of violence. 
3. Have a thick skin and a sense of humor. 
4. Collect evidence.  (Turn to the first appendix to read each of 

these steps spelled out in detail.) 
*** 

“Goofyneck, that’s funny,” I replied.  “I can see you guys have done 
this act before.”  They were momentarily confused by my comeback and lack 
of emotion.     
 “Yeah, well,” said Number One, who was a big enough jerk to be up to 
the challenge of pushing around someone half his size, but his brain lacked the 
capacity to send the right words to his mouth without instructions from 
somebody else.  He was a 56K modem in a cable modem world.  My response 
had thrown them off the script and these two were not quick enough for 
improvisation. 
 “We got a message for you, Sissy Boy,” Number Two chimed in 
getting the festivities back on track. 
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 “Sissy Boy?” I said.  “Is that the message – that I’m a Sissy Boy?” 
 “Yeah, what are you gonna do, Sissy Boy,” Number One threw in, 
feeling a little left out and needing to get his bully points in for the judges. 
 “About what?” I asked. 
 “No,” Number Two who clearly was working with 2/3 of their 
collective brain.  “The message is: If you want to get along stop doing what 
you’re doing.” 
 “I thought bullying was strictly forbidden at William B. Travis?  What 
if I report you two to the Agitator Awareness Society?” I asked changing the 
subject.  Their laughter brought back the stab of fear that had waned since I 
began to take control of the situation.  These boys had no fear of the Society or 
its corrections.  Did the Society have no real power in stopping bullies, or were 
they from the Society? 
 They laughed like Hyenas another half minute leaving me to wonder if 
they actually need me here to witness this performance.  I suddenly noticed a 
clue the size of a treasure chest.  Hanging halfway out of Number Two’s 
pocket was a hall pass.  I needed that little bit of evidence and its information.  
It had his name, time, and who authorized this little jaunt.  The hall pass also 
said where they were supposed to be going.  I was already kicking myself for 
leaving my digital pen recorder at Grandma’s house when I went over there to 
download old Sam Spade radio shows.  Bullies turn on each other in a second 
when they hear their attacks played back in their own voices.  I needed to do 
something stupid, and against any anti-bullying rule on the books. 
 “Been nice seeing you girls,” I said as I moved in toward my new pals 
as if I was going to leave.  Number One was thrilled with his chance to be a 
bigger part of this project and pushed me up against the lockers.   I bounced off 
the locker, which was a lot louder than it hurt.  Number Two picked up the 
dialogue, “You want to act tough, Goofyneck?”   
 “Yeah, we’re not girls, Goofyneck,” said Two.  “You’re a girl!” 
 Great comeback genius I thought as I pretended the slam against the 
locker hurt more than it did. 
 “You go when we say,” Two sniffed, “and do what we say Sissy Boy.” 
 Sissy Boy again – was this guy twelve or six?  I could think of about 
3000 crueler and more disgusting things to call someone.  I bet their parents 
never even let them near a PG 13 movie. 
 I made my final stupid move by stepping over the bench at Number 
Two, who grabbed me.  I kept my arms at my sides and Number Two bear 
hugged me awkwardly for a second while, I pulled the slip from his pocket.  
Two pushed me away, stuck his knuckle out of his fist, and punched it into my 
arm.  That was going to leave a bruise.  I showed no pain this time though as a 
reaction was just what they were looking needed.  I said nothing. 
 “Is that all you got, Goofyneck?  You wanna see who’s a girl?” 
Number Two made another knuckle punch fist while Number One looked 
confused that he was being left out of the punching.  Then fate stepped in and 
the Janitor clanked loudly down the steps.  We heard him long before we saw 
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him, so there was no chance of any witness, but it did send my errand boys out 
of my life for the moment. 
 “What are you doing down here?” the janitor said more as if we were in 
his way then he cared that we might be in the wrong place. 
 “We’re helping Greatneck get his notebook,” said Two. 
 He looked at me and I stopped rubbing my arm.  “Couldn’t have found 
it without them,” I said. 

 
 
  

Appendix 
Not Feeding the Bully 

 
 

 Everybody is bullied in his or her life.  As you get older, the bullies 
change their tactics, but it is no less stressful.  Maturity and education is a great 
source of power against bullies.  To lesson any type of bullying situation takes 
four steps that are easy to remember. 
 

1. Stay calm. 
2. Assess the likelihood of violence. 
3. Have a thick skin and a sense of humor. 
4. Collect evidence. 

 
 

1.  Stay Calm:  When I was cornered in the locker room, I was scared 
and emotional, but it is important to hold it back.  No matter how much fear I 
felt, I was not going to show it.  Bullies eat fear and grow bolder from it.  I also 
was not going to get angry.  Retaliation and threats are only a way to destroy 
your life a hundred times worse than you were bullied.  Your goal is to take the 
fun out of the situation for the bully by staying calm and quiet.     

Do not play their game. 
 
        2.  Assess the likelihood of violence:  Most bullying is threats, insults 
with the intent on degrading you, and physical intimidation.  If I thought I was 
in danger of getting physically hurt, I would have gotten away as fast as 
possible and reported the incident to the school, my parents, and the police. 

You want to be a bad target for bullies, not a punching bag or store.  If 
you are assaulted, or worse, things are being stolen from you, these are crimes 
and must be reported.  The problem is most bullying ends up being their word 
against yours, and teachers and parents have little power to stop what no one 
has seen.  Even when they know it’s going on the authority around you has 
little power to act without evidence of trouble, and many times the bully’s 
parents will be loudest protesters of their little bully being punished for his or 
her awful behavior.  In the locker room I assessed quickly, the Slytherin boys 
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were not planning a fight, but that does not give much comfort when the 
menace is still close at hand. 
 

3.  Have a thick skin and a sense of humor:  I have been called worse 
things than “Goofyneck.”  This on the insult scale lands right above 
“Poopyhead” on its effect on my self-esteem.  Most bullies stick with targets 
and keep bullying them because empty words get a huge response.  At my last 
school, a kid in my class named Ricky Brennan was even smaller than I, and 
had a face that toddlers would call cute.  The other kids loved to call him 
“Little Baby Ricky” as in:  (Add baby talk here.)  
      “How’s Wittle Baby Wicky today, huh.   Wittle baby Wicky are you 
gonna cry for us today.  Baby Wicky.”   
      On and on and you get the idea.  Ricky would then cry and scream, 
“I’m not a baby, I’m not a baby,” and freak out to the delight of every bully, 
and most bystanders, in the building.  His bully bull’s-eye was so large that a 
Bully Student Exchange Program was proposed so other school’s toughs could 
share in the fun.  I asked Ricky one day after he had been sobbing for half of 
recess, “Ricky, are you a baby?” 
 “Not you too!” Ricky said as he geared up for another wail. 
 “Wait, Ricky.  Calm down,” I said. “Relax and answer the question.  
Are you a baby?”  Ricky sat for a second then said, “No, that’s why it hurts so 
much.” 
 “Ricky, are you a pickle?” I said. 
 “A what?”  
 “Answer the question.  Are you a pickle?” 
 “No,” Ricky said looking at me like I was nuts. 
 “So, if they called you a pickle you would run around screaming, I’m 
not a pickle.  I’m not a pickle.” 
 “Of course not,” said Ricky. “That would be stupid.”   
 “What’s the difference?” I told him, “Pickle, baby, three-horned rhino.  
It’s the reaction they want and you give it to them like a performing baboon.”  
I actually had Ricky’s full attention. “It’s rule number one in the bully 
handbook.  Pick something they know you are sensitive about and hammer 
away.  We all know you have a face that makes the Rugrats look mature.” 
 Ricky laughed which sounded more like a hiccup and punched me in 
the arm, “Jerkneck.” 
 “See, now you’ve got a sense of humor,” I said. “Use it to move their 
target away from you.” 
 “Yeah, but that was funny, Handy,” Ricky said, “I’m not quick with the 
comebacks like you.” 
 “You don’t have to be.  Stop being destroyed by every slur.  Silence is 
a great tool against bullies.  When they start up, just look bored, and after a 
couple minutes, check your watch and say, ‘You guys finished? I’ve got 
class.’” 
 “But I don’t wear a watch.” 
 I thumped Ricky on the head 
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 “Ouch!” 
 “That’s not the point,” I said, “Pretend you have a watch.  Take the fun 
away from them.  You might even get to the point where they are 
uncomfortable.” 
 “And they’ll stop?” Ricky said a glimmer of hope in his eyes. 
 “No,” I said, “but after a while it will be boring for them and they will 
spend less and less time targeting you and probably end up just throwing an 
insult your way from time to time.  More importantly you won’t care as much 
and it will be a lot easier.” 
 “Thanks, Handy.  You should be a psychologist.” 
 “No, pal, I’m a detective,” I said.  “Jerkneck, now that hurt my 
feelings.” 
 

4.  Collect evidence:  As my new locker room buddies were throwing 
lame insults my way, I was looking around and remembering.  Zillions of bully 
victims tell on their aggressors only to be seemingly ignored by teacher and 
parent alike.  This is partly because they look like tattletales with nothing to 
back up the fact that they are pushed around more than the only lawn mower 
on a sod farm.  Think of yourself as a detective.  Collect evidence of the time, 
place, what was said, and who was involved.   

Better yet, it is the twenty-first century.  Get a voice recorder.  Some 
record for hours and have 500 or more megabytes of space.  Make sure it’s 
small and keep it running all day if necessary.  You will record everything said 
by the bullies.  Remember that you are recording yourself!  Watch what you 
say.  You need to be heard on the same recording not being mean, abusive, or 
threatening retaliation.  If you are throwing insults back, then you are as guilty 
as those around you.  After collecting around ten instances of abuse make a CD 
of one after the other with a written log of times and places.  This is hard 
evidence to ignore.   
 Your next move is to set up a meeting with parents, teachers, you, and 
the bully all in the same room.  The more maturely you approach this, the more 
you will be taken seriously.  This tactic is incredibly difficult, but shows you 
are serious about change.  The bullying may not totally stop, but you will be 
more respected and perhaps the teachers and staff will supervise a little closer.  
Present your evidence, be calm, and let your tormentor tell his side.  Do not 
become agitated or upset by anything said.  The bully or his parents may try 
and degrade or verbally attack you or the school.  This all looks better for your 
case. 
 Also, propose solutions that make sense for stopping the bullying. 
Here are a couple examples: 

 
1.  The bully and his cohorts do not talk to you and are to stay 

away from you at all times.  In addition, you will stay away from them. 
 

2.  Ask for more supervision.  Two schools ago the major portions of 
the bullying went on in the locker room after gym because the gym teacher 
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wouldn’t so much as stick his head in there and the bullies knew they were 
beyond detection.  There are lazy and careless teachers.  Don’t be hurt by their 
unwillingness to protect you in the school.  Get four or five students together 
and make a list of recommendations of places in and around the school where 
kids are taunted.  Present it along with parents and maybe even go to a school 
board meeting if no action is taken.  Ask why teachers cannot be more of a 
presence in those areas.  And be persistent!  It takes lots of time and effort to 
create positive change, and there will be many people trying to stop you.  You 
will find some parents and teachers are as big a bullies as your peers.   

One school’s biggest bully was the son of a teacher in the same school. 
This teacher would scream and yell at anyone who would suggest her little 
cutie pie, a thirteen year-old the size of Arnold Schwartznegger, could ever 
bully anyone. 
  

3.  Get other students involved.  If you can make a pact with four or 
five others to step up and stand with the kids being bullied, it sends a message 
that bullying is not cool.  When a group of bullies starts picking on someone, 
everyone else seems to abandon them because they don’t want to abuse to be 
attracted to them.  How do you feel when abandoned by them?  You don’t 
have to be friends to help each other.  You don’t even have to like each other, 
but you do have to stand together.  Coming to the aid of those being bullied 
can make situations easier to handle for the bullied and less fun for those 
taunting.   

Make an anti-bullying pact so if one person is being picked on by a 
person or group then five or more kids get up and stand with the bullied.  The 
anti-bullying group does not retaliate, return insults, act violently, or become 
verbally abusive.  Just stand together, be calm, non-combative, and supportive.  
It is a whole lot easier to have a thick skin and hold down fear when you have 
sympathetic company. 

 
These are not easy solutions, but doing nothing and taking abuse with no action 

will eat away at your self-esteem like termites on a Lincoln Log house.  There will 
always be bullies.  It takes action and work on your part to strengthen your character and 
effect change.  We have all been the targets of a bully.  Our goal should be not just to 
sympathize with those now being bullied, but also to stand with them, and not become 
bullies ourselves. 
Hannibal Greatneck III, Detective  
 

E. Educational Importance of the Study 
 

 A forum on bullying is of ultimate importance.  To stem that tide we must temper 
ourselves and teach our youth that bullying is not cool.  Until then it will haunt every 
generation.  I believe it can be slowed to the point where bullying is a nuisance that even 
the smallest and most fragile student combats his taunting with a thicker skin and a 
resolve that makes the bullies uncomfortable.  Their only choice – move on and be better.  
Take away the power of bullying and you take away the problem. 
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Questions for further research: 

• How do we identify the bullies? 
• Are we bullies, and how can we stop ourselves?  
• How do we give students the tools to help themselves? 
• How do we make bullying uncool? 
• How do we get our schools to care more about the problem when often they are as 

big a bullies as the students? 
 
F.  Resolution 
 
I feel this important topic fills the One Family: Relations between Children – 
Parents – Teachers – Society parameters.  My presentation will use the book as a 
framework to bring about discussion of the topic and bring about suggestions for real 
world use.  It will also be funny.  I can’t help it.  I am a comedian. 
 
 
Brad Tassell 
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Proposal Title:   
Quagmire of Quality Communication of Student Learning  

– A District’s Journey 
 
Summary: 
 

A. Objectives/Purposes 
 

With the onset of academic standards in Indiana, school districts were left with two 
choices. One stance to take was to impress upon teachers to teach to the Standards and 
embrace accountability to level the education quality for all students. This may have been 
the intent of No Child Left Behind legislation.  However, this stance did not work for our 
school district.  We had taken steps to ensure success – curriculum mapping/alignment, 
improved teacher evaluation tool, ongoing professional development, etc.  The results 
were not improving on the statewide ISTEP+ standardized assessment.  When we began 
digging deeper into the cause, it became apparent that our students were not being taught 
and consistently assessed based on the state academic standards and having their learning 
communicated accordingly.  Therefore, we began the other stance of tightening teaching 
and reporting of standards, especially at the elementary level.  Our goal became to have 
an understanding of how to communicate to parents and students based on learning of the 
standards.   

This research has been designed in part to evaluate our program of communicating 
student learning, but also branches in to how to consistently assess students based on the 
academic standards.  The focus of the research pulls from all grade levels, but has a 
strong impact in the first stage at the K-6 grade levels.  The research above all has the 
goal of improving student achievement while looking at how to impact the teaching staff 
to influence the capacity of the teacher to rethink the communication of student 
“learning” – not all of the other factors that cloud this communication to students and 
parents.  The other goal of the district’s research is to have a strong base for evidence in 
support of the changes that have been implemented and those that are yet to be 
determined.  This study is truly in the public interest of our school community (and 
among any district dealing with accountability) and our district strives to inform the 
stakeholders to gel in the debate of appropriate steps and practices.  We look to this study 
to build in a layer of accountability to ensure we are implementing the standards-based 
instruction and validly and reliably reporting out the learning of state academic standards. 
 
 

B. Theoretical Framework 
 

With our district’s situation and the review of literature, it was clear that the 
standards-based reporting accountability research was warranted.  We had yet to learn 
how a rural school district could achieve results in this scenario.  The following research 
questions and literature support emerged as we began to strive for answers:  
 

1.  How can our district design a standards-based report card that provides an accurate 
correlation to learning assessed on state testing?  
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In forming our first research question, Marzanno (2000) provided guidance and 
support for the steps to take in this venture.  He states that the use of grades is a sacred 
part of our American school culture.  Throughout the work Marzanno has compiled, he 
shows how the traditional grades have inherent problems associated with them that make 
it difficult and even inappropriate to transfer to communicating standards- based learning.  
Not only did our district wish to report out learning based on the Standards, but we also 
had to tread carefully in overhauling our thinking about letter grades. 

Guskey (2004) points out how it is difficult to move away from the traditional 
reporting systems toward standards-based reporting.  He calls this a “curriculum 
challenge” and a “communication challenge”.  The curriculum challenge has somewhat 
taken care of itself in that states have developed academic standards.  The communication 
challenge has not yet been frequently traversed, not to mention with level of success.  
This has been appearing as a difficult task.   

Guskey (2004) suggests that designing a standards-based report card is a multi-step 
process.  First, the standards or goals should be determined.  Second, the levels of 
performance should be established for each of the goals.  In addition, meaningful labels 
need to be created to convey to student progress to parents – the communication 
challenge begins here. 

 
2.  How can our district ensure teachers are consistently teaching to and 
communicating student learning of the state academic standards? 

 
Living through a district designing a new standards-based report card, Aidman, Gates, 

and Sims (2000) state that teachers are faced with a challenge of communicating student 
learning to parents.  Some teachers are reflective in this process and ask difficult 
questions of themselves regarding whether the criteria collected is consistent to other 
teachers, or if the grade reflects what the student has learned, or how motivation or effort 
is figured in to the grade.  They also found in the research of their district’s attempt to 
establish standards-based report cards that teachers could not always agree what should 
be taught and assessed prior to this process. 

As our district determined that we would pursue standards-based reporting, we had to 
then consider this question and realize that having the report card to complete still does 
not ensure the level of accountability of this instruction occurring without “inspecting 
what you expect”.  In other words, teachers need to be able to have the conversations that 
hold them accountable along with the observations by and expectations of administrators. 
 

C. Modes of Inquiry/Data Sources 
 

A collective case methodology was used for this research.  This is defined as when 
several cases are examined as part of the research on policy, phenomenon, or systemic 
relationship (Stake, 1997).  Our cases included teachers, parents, and administrators 
throughout the school district.  

To study the research questions, we used a variety of modes of inquiry.  We began 
with a study to look quantitatively at the correlation between the results on ISTEP+ state 
test results in relation to the letter grades given at the elementary school level.  We 
researched the letter grades of students in 2001-2002 that did not pass the state test 
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(ISTEP+).  Among that pool of 101 failing ISTEP+ scores of students in grades 3-6, we 
examined what letter grade was earned for both mathematics and English/language arts. 

After forming the Report Card Discussion Team, we collected qualitative data from 
the discussion minutes.  To monitor progress, we also gathered both quantitative and 
qualitative data from surveys of parents after 1.5 years into the timeline of the Standards-
based reporting initiative.  All parents in the K-6 grade levels were surveyed with a 65% 
return rate. 

Our latest data collection incorporated the May 2005 ratings for the 182 students that 
did not pass one or both of English/language arts and mathematics sections of the Fall 
2005 ISTEP+ exam.   

 
 

D. Evidence 
 
To establish a need to even consider revising the letter-grade report cards, we 

believed that we needed to take a strong look at the correlation of success on our 
statewide testing to the letter grades our students were receiving in mathematics.  From 
the study of the students not passing the Fall 2001 ISTEP+ exam in math and/or 
English/language arts correlating to letter grades in these subjects for grades 3-6, we 
found the following: 
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From this we determined that our letter grades were inflated with too many A and B letter 
grades being given to students failing the state-mandated test. 
 

We utilized the following initial discussion questions starting Summer of 2002 (listed 
below) in the district-wide Report Card Discussion Team meetings: 

• Why do we give letter grades? 
o Do you ever stop good instruction to give an assessment to generate a 

“grade”? 
• Why do we have report cards? 

o Is it for peer comparison or to communicate individual learning growth? 
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• How would you describe the shifting of the roles of both teacher and student 
relating to assessment/grading practices? 

• What report card formats have you or others tried throughout the years? 
• How have your philosophies about grades/report cards evolved throughout your 

teaching career? 
 

After going through these discussions, the following comments helped churn the 
philosophy of the district:  

• “Why do we grade?  To be able to fill out the report card!” 
• “I used to think an A meant an A.” 
• “Grades have been used to compare students with students.” 
• “Student progress should be compared to expected standards.” 
• “Authentic assessment does not always generate enough ‘grades’ for traditional 

reporting.” 
• “Time spent assessing has increased.” 

 
E. Results and Conclusions 
 
After working with the Report-Card discussion team beginning in 2000, we 
established the following district timeline:   
 

• 2000-2001 
o Identification of Need for K-6 Report Card Overhaul 

• 2001-2002 
o Year of Awareness 
o Formation of Corporation Report Card Discussion Team 
o Send home Benchmark Checklists with Report Cards 
o Share literature and bring all teachers, School Board, and parents on 

board 
o Survey parents regarding the “old” report card 

• 2002-2003   
o Focus: Design Standards-Based “Progress Report” 
o K-6 Math/Language Arts/Life Skills 
o Design Alternate Progress Report for Special Education, ENL, Home-

bound, etc. 
• 2003-2004   

o Implement Math/Language Arts/Life Skills on Progress Report 
o Study Group tour of elementary schools to trouble shoot and improve 

communication 
o Design Standards-Based Progress Report for Special Areas 

 Social 
Studies/Science/Art/Health/PE/Music/Media/Technology 

• 2004-2005   
o Implement Social Studies/ Science/Art/Health /PE/Music/Media 

/Technology 
o Online Progress Report entry for Classroom Teachers 
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o Survey Parents 
• 2005-2006 

o Middle School labeling with Standards on online grade book program 
SLIC 

o Online Progress Report entry for all teachers 
o Phasing out letter grades at grade 4 
o Begin philosophy building of standards-based reporting at the high 

school level 
Goals established by the Report Card Discussion Team for the new Progress Reports 
for the elementary level became: 

• Improve communication to Parents and Students 
 Skills the student has accomplished 
 Skills the student needs to improve 
 How parents can help their student 

• Improve student learning 
 Reflect where the student is in his/her learning 
 Evaluate and monitor student progress 

• Improve classroom instruction 
 Identify specific changes needed to improve student learning 
 Identify areas for remediation 

The format for the new Progress Reports was standards-based. For the first two years, 
the format was a tri-fold folder with standards-based reporting for mathematics and 
English for K-6.  In grades 4-6 we had both letter grades and standards-ratings being 
given for mathematics and English.  Social skills are reported as “Characteristics of 
Successful Students” and can be noted as a strength or weakness.   

From these conversations, other stepping stones emerged.  It no longer made sense to 
do a shallow mid-term report when communication was in so much more detail at the 
time of the Progress Reports.  Another difficult challenge was what to do regarding the 
traditional honor roll at the grade 4-6 level.  With the elimination of almost all grades, 
and the focus transitioning heavily to standards ratings, we wanted the parents to focus on 
student learning rather than working hard to make Honor Roll status.  We had to tread 
carefully here to ensure that student effort did not taper off as a result of the elimination 
of the Honor Roll. The focus instead turned toward supporting reward and recognition for 
social skills and outstanding pieces of work in the content areas. 

An unforeseen challenge was how difficult it would be for the teachers to make the 
transition from the traditional to the new format.  We had some very difficult 
conversations and times of coming back to the research to remind all of ourselves that 
what we were doing was sound and research-based.  However, we needed to be more 
thoughtful in how we supported the transition.  We referred in this situation to the work 
of Bridges (1991) to recognize this process as natural albeit painful.  Managing 
Transitions helped the administrators empathize with the teachers and take them through 
the “grieving process” of change. 
 

After 1.5 years in to the new K-6 Progress Reports we surveyed K-6 parents and 
found the following totals in percent format: 
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Question Survey 1:  Based on reading the Progress Report, do you have a clear 
understanding of how your child is performing in relation to the standards? 
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Comments illustrating the response to this question: 

o Much better than in the past.  This confirms strengths/weaknesses, likes/dislikes 
making a career choice much more clear. 

o When my child goes from a “4” to a “3” in four categories, I would like an 
explanation of what she is doing to deserve a lower number. 

o I do not like this way yet.  I would like it compared to ABCD until I get the hang 
of everything.  Only reading and math was compared to the ABCD. 

o What do you think causes her inconsistency? 
o I sometimes have a little difficulty understanding/relating to the new grading 

system.  A little more info on the way you derive grades 1,2,3, or 4 would be of 
interest to me. 

o I don’t feel this grading system clearly displays my child’s progress in school.  
All the 1’s,2’s,3’s, 4’s are an opinion and judgment call by the teacher not a cut 
and dry A,B,C etc.  

o Pretty much so.  I feel it gives a better account on how your child progresses, not 
necessarily if he is holding an “A” average, which really is not that important. 

 
Survey Question 2:  Do you have any areas on the Progress Report that you do not 
understand? 
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Comments illustrating the response to this question: 

o I understand the basic idea, but bless the poor teachers who do the “evaluation” of 
each child. 
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o But I think these number scores are very unclear.  When you have a percent grade 
you know exactly where your child stands.  With the number grade it is a matter 
of the teacher’s opinion what each number means. 

o Are the 1,2,3, & 4 scores based off of in class work, chapter tests, worksheets, or 
just a benchmark? 

 
Survey Question 3:  Based on the student work you have seen, are the standards ratings 
an indication of where you thought your child was performing? 
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Comments illustrating the response to this question: 

o The graded papers show better results than report card. 
o He brings home A’s on almost all of his papers and far out does the class level of 

learning yet he is bringing home 2’s and 3’s.  This doesn’t make sense. 
o It is hard as a parent to know how well my child is doing.  I just trust the teacher 

to know how my child is doing according to the standards and her everyday 
experience of teaching this grade level. 

o I have no idea of how getting 8-9-10 out of 10 correct on a paper directly 
translates to a “3” or “4” on the standards. 

o The range of scores for a “3” is too wide.  Top students are motivated to achieve 
the top score, but it is too difficult to be perfect 100% of the time for that “4”. 

o It’s hard to admit that your child is below grade level, but the work clearly shows 
it. 

 
Survey Question 4:  Are you receiving enough information regarding your child’s level 
of learning throughout the grading period? 
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Comments illustrating the response to this question: 
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o In the past, when a paper came home with a % I knew what it meant.  Now I’m 
unsure, with the new system, what his score (number) will end up being on his 
progress report. Also my child was more motivated by letter grades.  My child is 
now constantly trying to make the arrows convert to a % to better understand it. 

o I feel when a child is receiving a “2” phone calls should be made by the teacher 
offering suggestions on what could be done at home to help improve the grade to 
a “3”.  

o There has been little communication from the teacher regarding the lack of 
progress my child is experiencing.  What type of remediation is my child 
receiving to experience success?  There is no indication of improvement from 
period 1 to period 2.  Why? 

Overall comments from the survey include: 
o The progress reports seem less stressful, my child needs to know where they 

are academically not compare themselves to others, and I think this new 
system does just that.  Thank You! 

o While I appreciate the effort to improve the report card, its too complicated, 
too time consuming and any parent (any caring parent) will already know their 
child’s strengths & weaknesses.  Non-caring parents aren’t going to bother at 
all with this monstrosity. 

o A’s,B’s,C’s are benchmark grades which all of us grew up getting and 
working hard to achieve.  Now my kids work hard to them through the year, 
but it is not reflected on their report cards.  Who can be proud to say “I got 
straight 3’s and 4’s in school” then have to explain to someone what it 
means…….  

o I am still having a hard time understanding how this system is “better.”  I 
think the students would work harder to get an “A” vs. a number.  As hard as 
my son studied for Social Studies and as well as he did on the tests, it seems a 
little vague to just get an “S” for Satisfactory.  I feel he did better than that. 
(Only my opinion.)  I was glad to see he improved in many areas. 

o This progress report is completely based on standards and does not allow the 
teacher to elaborate on the child’s individualism.  The real problem is – you 
can’t expect the parents to like or completely understand or take seriously – 
when next year they go back to the old way. 

o If you want to replace letter grades, then you need to make the range of 
numbers more precisely where the child is to the standards.  Maybe use a 
scale of 1-10 instead of 4.  Parents would be able to know better how their 
child is doing. 

 
From the survey of which we had a return rate of 65%, we found some challenges and 

barriers to continue to work on with our parents.  However, we were pleased with the 
results of supporting our positive feedback regarding how parents are understanding how 
their children are performing in regards to the Standards. 

The following graph shows the May 2005 ratings for the 182 students that did not 
pass one or both of English/language arts and mathematics sections of the mathematics 
portion of the Fall 2005 ISTEP+ exam.   
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The correlation of ratings rather than letter grades to the success on the state testing 

has shown an improved connection of communication.   
 

Letter Grade ELA 01-02 Rating ELA 04-05 
A 13% 4 (above 

grade level) 
6% 

B 40% 3 (at grade 
level) 

26% 

C 32% 2 
(inconsistently 
at grade level 

50% 

D 15% 1 ( below 
grade level) 

19% 

F .01%   
 
Before our students were receiving letter grade of A or B 53% of the time while D/F was 
at 15.01%.  The ratings show a drop in this inflation in a rating of 4 and 3 to 32% 
combined total with 1 ratings at 199% combined.   
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Letter Grade Math 01-02 Rating Math 04-05 
A 3% 4 (above 

grade level) 
0% 

B 29% 3 (at grade 
level) 

17% 

C 39% 2 
(inconsistently 
at grade level 

54% 

D 28% 1 ( below 
grade level) 

29% 

F 1%   
 
Before our students were receiving letter grade of A or B 32% of the time while D/F was 
at 29%.  The ratings show a drop in this inflation in a rating of 4 and 3 to 17% combined 
total with 1 ratings at 29% combined.   
 

F. Educational Importance of the Study 
 

For 2007 Annual Meeting’s purpose of academicians and professionals from various 
education related fields from all over the world to come together and learn from each 
other’s states, our presentation will provide this educational networking opportunity.  Our 
district has been aspiring to use best practice of strategies in education coupled with 
complying to NCLB legislation to meet the challenges of educational accountability.  Our 
school community holds our district in high regard as shown in surveys for North Central 
Accreditation.  However, we have been trying to be careful with decision-making by 
involving and informing stakeholders.  The research-base for the Standards-Based 
Reporting initiative has given our district the strong rationale for the difficult decisions 
and growth that has taken place.   

Districts need to meet the challenge of improving the communication of learning 
based on the Standards – not only at the elementary level, but also at the secondary level.  
Marzanno (2000) has offered support in how to realize this change, but every district’s 
situation has different nuances that affect the success and speed for which to proceed.  
We believe that we have a “story” to share that has only just begun.  The next phases will 
continue to bridge the gap in to the secondary level arena.  Through a Reeves (2004) 
article in Phi Delta Kappan, we learn that teachers at the secondary level need to be 
rethinking things as simple yet as ingrained as giving a zero for missing work.  He 
challenges us to rethink whether the letter grade in a class reflects student learning or 
merely an average of the many types of effort, extra credit, participation and punishments 
that can comprise a grade in any given class. 

Our district is understanding through this ongoing research that the potential to 
address even more of the pressing issues in education will surface from this initiative.  
We have been and will be looking further at the achievement challenges and assessment 
concerns surrounding the goal of Standards-based instruction.  All things being “public” 
gives us the challenge of how to involve and keep parents and community on our side in 
improving our district’s focus.  It is our district’s role in educational research to have a 
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rationale for change and support our plan with best practice research and communicate 
how our ideas and improvements are sound. 
 

This study addresses the interest areas “Curriculum, Research, and Development”, 
“Education Policy and Leadership”, “Elementary Education”, and “Rural Education”. 
 

Questions for further research: 
• How detailed do we make science and social studies with Standards-based 

approach? 
• How do we build in consistency from teacher to teacher with the ratings?  
• How do we isolate scores from assessments that test more than one Standard? 
• How do we keep track of scores? 
• Is the rating authentically assessed or a subjective observation of student 

knowledge? 
• How do we transition the communication of Standards-learning in the Middle 

School then to High School? 
• How do we continue to develop parent understanding of Standards-Based 

Progress Reports? 
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Abstract 
This panel session will be a forum to share and discuss our vision for interdisciplinary art 
instruction in high school. Based on our new NAEA published book, Interdisciplinary 
Approaches to Teaching Art In High School, we will focus on the concepts we use as 
chapter titles and catalysts for learning – connect, relate, correlate, associate, interact, 
rally, cooperate, mediate, correspond, assemble –that cross and merge traditional 
disciplinary boundaries in high school.  We will highlight examples from the book 
offered by high school art teachers and from our own experiences as high school art 
teachers. Like the content of the book, this session will challenge the audience to 
critically reflect, collaborate, research, and expand their own interdisciplinary teaching 
and learning processes in response to our conversation about various interdisciplinary 
approaches to teaching art in high school, including assessment, cultural understanding, 
idea-based instructional strategies, technology, visual culture, and student initiated 
learning. 
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The following is taken from Chapter 1 of the book and is reprinted here with permission 
of the publisher, the National Art Education Association. 

 
 

Typically high school students attend between four and seven 50-90 minute blocks of 

subject-specific classes. Theodore Sizer (1984), in his important book Horace’s 

Compromise: The Dilemma of the American High School pointed to daily course 

schedules and the architecture, layout, and placement of classrooms as components that 

fragment the typical U.S. high school curriculum. National, state, and district level 

standards of learning guide teachers, parents, administrators, and students in what 

students should know and be able to do upon completion of each course. With the recent 

implementation and facilitation of high-stakes standardized tests in most states, teachers 

and students find their courses even more isolated and fragmented from other discipline 

areas. As one high school student reported, “It’s like you go to entirely different worlds 

each time you change classes. Different teachers, different students, different rooms, and 

different information that in no way connect with your other classes or your world 

outside of school” (Sam as cited in Taylor, 1999, p. 71). Such curricular and physical 

fragmentation pose serious challenges for the design and implementation of new or 

alternative approaches to curriculum, instruction, and scheduling. 

 

To combat this sense of fragmented and disparate curricula in schools, educational 

pundits call for interdisciplinary or integrated approaches to teaching and learning 

(Clarke & Agne, 1997; Sizer, 1984; Wolf & Balick, 1999). For the purposes of this book, 

interdisciplinary refers to the explicit recognition and connection of content and 

instruction from more than one subject or academic discipline in a teaching and/or 
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learning experience. Integrated is defined as the merging of two or more 

course/discipline curricula. For example, one high school principal shared with us how 

historical events such as the French Revolution studied in world history class are separate 

or different somehow from the French Revolution studied in art or French class.2 This 

way of thinking and teaching is a discipline-specific approach. Instead, in an 

interdisciplinary approach, teachers and students see, celebrate, and make explicit 

cognitive connections between and among their varied courses of study. An integrated 

approach is more holistic and involves students and teachers in combining discipline-

specific ways of knowing to understand topics. [We provide a more detailed discussion 

and description of interdisciplinary and integrated curriculum and instruction in 

Chapter 2.] 

 

The incorporation of interdisciplinary and integrated instructional approaches often 

appears futile to many high school art teachers who fear not only the loss of their already 

tenable positions but also hints of additional time and work to their already challenging 

schedules. Many high school art teachers witness the distortion of their art standards and 

curriculum by administrators who believe the arts should assist in the delivery of content 

in response to high-stakes tests. As experienced art educators who have taught in high 

schools at one time or another, we understand this situation all too well. 

 

Students in many high school art classes range in grade and interest level and therefore 

rarely share classes or teachers in other disciplines. High school art classes are typically 

product and media-driven due to the demand for exhibition, competitions, art school and 
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advanced placement portfolio construction, budget limitations, and advocacy issues. We 

recognize that these concerns are important issues if not obstacles to the implementation 

of interdisciplinary instruction in high school art classes. We share in the concerns of 

high school art teachers who already feel that their programs are viewed as subservient to 

other academic subjects. We support and value the learning experiences that are 

idiosyncratic to the study of art and believe strongly that, like other subjects in the school 

curriculum, the visual arts offer a body of knowledge worthy of sophisticated, in-depth 

investigation. 

 

Art-full Teaching. High school art teachers teach art. Science teachers teach science. 

Math teachers teach math, and history teachers teach history. Right? Well, yes and no. As 

an example, let us look at a typical high school art lesson on perspective drawing.  

 

In this lesson, the art teacher3 shows students classic examples of the use of perspective 

in such works of art as Raphael’s School of Athens and Leonardo daVinci’s Last Supper. 

In addition to looking at the artists’ use of such perspective techniques as linear 

perspective, overlapping, color intensity, placement, and size, the art teacher discusses 

the artists, the time in which they lived and worked, and the people their figures 

represent. In this learning process, the students deal with art history. If the art teacher 

happens to use a ruler to measure aspects of the work, a compass to determine the angles 

of the linear perspective in the work or in the students’ work, they are, in essence, 

approaching math or at least using skills that are typically taught and reinforced in math. 

And if they go even further in their math connections, they might discuss the golden 
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mean compositional technique and the Pythagorean theorem associated with Raphael’s 

representation of Pythagoras.  

 

Now you will notice that in this discussion, we did not say the art teacher was teaching 

history or math in this lesson. We said the teacher and students were dealing with, 

approaching, and making connections. In fact, art teachers do this all the time. They have 

to do this because “individual disciplines are not sufficient to approach significant issues 

and the expanding recognition of the advantages of project-centered work” (Beane as 

cited in Clarke & Agne, 1997, p. xii). Imagine that a math teacher came into the art class 

and used the implied linear perspective lines of Raphael’s painting—discovered and 

marked by the students—to form a triangle that begins with Pythagoras, extends to the 

vanishing point in between Raphael’s central figures, Plato and Aristotle, and continues 

from the vanishing point to the point perpendicular with the starting point at 

Pythagoras—conveniently forming a general right triangle. As the students measure the 

sides of this triangle, they create squares of each side to encompass more figures. In 

addition to working to understand the relationship of the size of the sides of the triangle, 

the students compare compositional elements in each of the squares. For example, the 

hypotenuse of the triangle forms the largest square with the largest number of figures as 

well as the largest area of architectural space. In this example, the art and math teachers 

may work together as a team to involve their students in observation and experience of 

formulating connections between the study of art and the study of math. Continuing this 

interdisciplinary process, students may work to compare the theoretical beliefs, teachings, 

and historical significance of the figures in the squares. In the process, they may also 

2007 HICE Proceedings 
Page 5890



discuss how Raphael’s painting expresses another important aspect of perspective—the 

way we see and perceive.  

 

With this realization, the class might shift its focus to another painting, like Faith 

Ringgold’s Sunflower Quilting Bee at Arles. In this quilt painting, Ringgold creates 

representations of a number of the greatest female figures in African American history, 

including Rosa Parks, Mary McCloud Bethune, Sojourner Truth, Ella Baker, Harriet 

Tubman, and Madame C. J. Walker. A study of Ringgold’s work through the lens of 

perspective reveals an almost opposite approach to Raphael’s School of Athens. Instead 

of using linear perspective, overlapping, size, color intensity, placement, or detail to 

create the illusion of depth, Ringgold places all of her figures on an equal plane and 

suggests various points of view. The viewer looks down on the quilt the women make 

while at the same time are at eye level with the figures. Further study of Ringgold and her 

African-American heritage suggests that she purposefully used these contradicting 

perspectives as contextual tools (Doyle, 2004). Ringgold chose to re-present the figures 

on a level plane with each woman as valid as those around her. This technique is filled 

with cultural implications and avenues for study and understanding. In addition, the study 

of these important African-American historical figures can be directly linked to high 

school social studies curriculum. In collaboration with social studies and history teachers, 

art teachers can initiate obvious interdisciplinary opportunities here, such as research 

projects, presentations, and links to social studies and history classes, as well as 

involvement with co- and extra-curricular clubs, school assemblies, and local agencies in 

the planning and execution of events or community projects related to the content of 
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these works. In this example, students are involved in critical inquiry and research-based 

approaches to interdisciplinarity. [Take a look at our discussion about project and 

problem-based approaches to interdisciplinary curriculum in Chapter 3 and 

Chapter 5 for more on inquiry and research.] 

 

Now, let us say that the students continue their study of perspective and use perspective 

techniques to create drawings of a commons area or public space in the school, such as 

the cafeteria, locker hallways, or library. For this assignment, the students create a 

representation of a specific space in which they include figures of the most influential 

thinkers, musicians, teachers, authors, sports figures, or other such people, to their own 

lives. They research images of these people and select information about them to share in 

their artists’ statements. The art experience for these students becomes a project that 

requires research, writing, drawing, and observation. In this scenario the art students 

might also initiate another avenue of discovery by bringing to the class’ attention the idea 

that the computer and the Internet suggest still another view of perspective—that of 

virtual reality. Students might bring in clips from movies like The Matrix or Lawnmower 

Man, popular music videos, or television commercials that feature images associated with 

how they envision the world of cyberspace. In the process, their findings could suggest 

another perspective artmaking activity that includes altered linear perspective complete 

with lines of computer code as in the film The Matrix, cross-contour grid drawings of 

their figures as in films like Lawnmower Man, and/or multiple points of view within one 

image as in such music videos featuring Körn and Eminem. [See Chapter 9 for more on 

visual culture and art education and Chapter 8 for a discussion of computer and 
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digital issues in art education.] They may employ assistance in this activity from their 

physics and geometry teachers or texts. Keep in mind that in this scenario, the 

interdisciplinary perspective art experience is student-initiated; the suggestions we offer 

here are avenues of discovery that students might initiate on their own rather than 

prescriptive assignments from the teacher. [See Chapter 5 for more discussion of 

student-initiated inquiry.] 

 

This interdisciplinary unit example is based on the concept of perspective in which 

students solve various problems through performance and collaboration. Upon 

completion of the unit, the teacher might include students in the assessment process 

through oral or written critique, performance, or exhibition/presentation of their work 

either within the school, at another site, or in an online computer environment. [See 

Chapter 10 for more information regarding evaluation and assessment.] 

 

Art is an Essential Life Skill. On a daily basis, art educators face the interminable 

challenges of why the study of art is important and what professional opportunities are 

available in art. Historically many parents have discouraged their children from pursuing 

what they may stereotypically call a “starving artist” career because they assume such an 

avocation to be steeped in pain and poverty. Other than graphic design, some people 

believe that art careers are limited. Besides the many art-related professional 

opportunities including design, illustration, and education, the fact of the matter is that 

art, beyond being a livelihood, is an essential life skill. Like math, science, reading, and 

writing, the ways of thinking, looking, seeing, and making inherent to the visual arts are 
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an integral part of life and living. Like pupils in math class, art students learn to solve 

problems. However, the exploration of contemporary and historical works of art as well 

as the use and investigation of media and techniques promotes inventive approaches to 

problem solving rather than obedient, blind adherence to prescriptive formulae. Art 

students learn to experiment much like scientists, but are encouraged by their teachers 

and assignments to take risks and stretch the limitations of forms, ideas, and media. 

Students learn and extend the language of art through critical interpretation of theirs and 

others works of art and the visual culture that surrounds them each day. In other words, 

art students learn to read and write visually, verbally, and textually.  

 

The career opportunities available for art students, like those of math, science, and 

English students, may include such discipline-specific jobs as fine artist, designer, and 

teacher. But even more importantly, art is an essential life skill that permeates and 

enhances virtually each and every present or future occupation or profession. The 

interpretation and creation of visual artifacts—images, performances, installations, and 

other forms of visual culture—require the construction of symbolic representations, 

associations, relationships, analyses, reconstructions, explanations, arguments, and 

understandings of the world. Other modes of inquiry simply do not and cannot construct 

knowledge in such expansive ways as those integral to the study of the visual arts. 

 

Observational skills are essential to diagnostic procedures in the medical field. 

Physicians and doctors must look for and recognize visual details in order to understand, 

ascertain, and pinpoint disease to formulate treatment. According to Yale University 
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School of Medicine researchers, learning to analyze paintings helps medical students 

become better at diagnosing their patients (Sherman, 2001). The Yale Center for British 

Art project conducted by Jacqueline C. Dolev, Linda Krohner Friedlaender, and Irwin M. 

Braverman (2001) involved medical students in "Learning how to look at visual clues in 

a painting and then describe them visually to others,” which “carries over directly to help 

sensitize [medical students] to interpret X-rays or the symptoms on the patient 

themselves” (para. 1). 

 

Friedlaender says, ‘It goes to higher critical thinking skills and enhances their ability 

to put visual clues together.’ The pilot project then became a scientific study. ‘We 

used a control group who had no museum experience and compared them to a group 

that did. And the group that had the museum experience scored a lot better on a 

follow-up test that looked at [medical] diagnostic skills,’ Friedlaender says. The 

program works because it causes students to ‘think inside the frame without any 

distractions,’ Braverman says. ‘The brain, in order to work, is organized to filter out 

unnecessary detail, and we need to overcome that in these medical situations. In 

every painting, every item, every detail has been placed there for a reason. The 

painting is the surrogate for the patient. A patient presents with signs and symptoms. 

A doctor is to find every one of those signs and symptoms and every one of them has 

to be explained.’ (Sherman 2001, para. 12-15). 

 

Police officers who solve crimes improve their observational and analytical skills 

through the examination of works of art (Byron, 2005). As reported in The Wall Street 
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Journal, Amy Herman, head of education at the Frick Museum in New York City, led 

groups of newly promoted police officers in the examination of paintings to learn to 

broaden their assessment of police scenes before drawing or making conclusions (Byron, 

2005). Herman required her police officer students to be more involved in detailed 

research in order to discover contextual clues. She also encouraged them to pay attention 

to detailed areas of paintings before making final interpretations or judgments. One of her 

police officer students reported that this experience directly affected his ability to solve a 

crime. In response, she reminded him to broaden his scope and include areas outside the 

immediate crime area. “In New York, the extraordinary is so ordinary to us, so in training 

we’re always looking to become even more aware as observers,” reported Diane Pizzuti, 

deputy chief and commanding officer of New York City’s police academy (Byron, 2005, 

p. A1). 

  

NASA’s fine arts program recognizes the special ability of the artist’s eye to select 

and interpret what might go unseen by the literal camera lens (NASA, 1958). "The 

NASA Art Program uses the medium of fine art to document America's space program 

for 'the expansion of human knowledge of phenomena in the atmosphere and space. . . for 

the benefit of all humankind" (Woodfill, 2004, para. 3). Dating to the early 1960s, 

“NASA’s collection includes the work of artists ranging from virtual unknowns to the 

likes of Norman Rockwell and Andy Warhol” (McBride, 2004, p. A17). 

  

"Mathematics seeks to describe reality by looking at the logical interrelationships 

between concepts. Through art, we experience reality in ways not directly accessible to 
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reasoning, but which we find intuitively meaningful. . . .Both try to express fundamental 

"truths" about the nature of reality, seeking structure and symmetry within the complex 

universe in which we find ourselves" (McPhee, 1999, para 7). Many mathematicians are 

driven by a strong aesthetic sense of creativity. For example, researchers at the Hewlett 

Packard campus in Bristol, England bring together the worlds of advanced mathematics 

and fine art in their “Mathematics and Art Project” (McPhee, 1999).  

 

The study of art promotes inventive and creative thinking that is essential to big and 

small business. A search through the library, bookstore, or World Wide Web for 

corporate employment issues lead us to dozens of books and articles on ways to promote 

inventive and creative thinking in the workforce. For example, Mark Fox (2003) referred 

to a survey of Fortune 500 CEOs that asked what they looked for when hiring employees 

and promoting managers. “A whopping 100 percent of the CEO’s mentioned creativity as 

one of the primary characteristics. In fact, almost 60 percent of the CEOs surveyed 

ranked creativity higher than intelligence” (p. 1, para. 8). Corporations enlist the help of 

such organizations as the ACA Group (A Consulting Alliance) to help them apply the 

creative process to business. This practice reveals how creativity and innovation are 

essential in today’s competitive business environment. The need to embrace change 

rather than simply manage change lies at the heart of successful organizations as workers 

learn to think in new ways, to develop creative responses to new demands, to be 

productively creative, and to stay ahead of the competition (ACA Group, 2004).  

 

Art experiences heighten aesthetic value and awareness. In a July 2003 WIRED 
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magazine article, “The Aesthetic Imperative: Why the creative shall inherit the 

economy,” Virginia Postrel wrote “Manufacturing and technology generate wealth only 

when they make matter and information serve human desire. Desire is the true source of 

economic value. Competition has pushed quality so high and prices so low that few 

manufacturers can survive on performance and price alone. To produce value, they must 

give customers something to please their sensory side” (para. 3). We recognize that the 

quest for beauty and taste have long been an accepted attribute or proposed result of art 

education. But, the fact remains that not all art is beautiful and any process that proposes 

to elevate taste and/or aesthetics is replete with problems. In fact, such an approach could 

hinder if not stifle art learning because the process could alienate important values of 

peoples, places, and ideas. With respect to aesthetic values and awareness, we prefer to 

recognize the importance of the study of art in heightening sensorial responsiveness and 

the elevation of appreciation for the visual world.  

 

Elliot Eisner (2004) proposed that an aim of art education should be the preparation of 

thinking artists. The modes of thinking the arts evoke, develop, and refine, according to 

Eisner, relate to relationships that when acted upon: require judgment in the absence of 

rules; encourage students and teachers to be flexibly purposive; recognize the unity of 

form and content; require one to think within the affordances and constraints of the 

medium one elects to use; and emphasize the importance of aesthetic satisfactions as 

motives for work (p. 10). Such thinking is important for all students regardless of whether 

they would be labeled as gifted or talented in art making. Art “thinking” is key to 

preparing students to negotiate their visual world in meaningful ways.  
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Dennie Palmer Wolf and Dana Balick (1999) drew upon Clifford Geertz’s (1973) 

argument for a “thick descriptive” way of teaching and learning that provokes teachers 

and students to approach and learn from cultures other than our own “through nuanced 

and empathetic accounts of life elsewhere, [rather than shallowly approaching a culture 

through] head counts, lists of holiday, or the names of rituals” (Wolf & Balick, 1999, p. 

2). Wolf and Balick liken this attitude to a textured way of understanding that provokes a 

personal form of pleasure that encourages students and teachers to imagine, invent, and 

implement ways that make the study of the world thick with meaning. “Our knowledge is 

a montage of information gathered from our families, our lovers, our friends and 

colleagues, and our experiences. We need ways of working and learning that excite us” 

(p. 9). [See Chapter 6 for a detailed discussion of cultural issues related to 

interdisciplinary and integrated teaching and learning.] 

 

Recognizing the value of art-full ways of thinking and knowing in a variety of situations 

and experiences can inspire meaningful interdisciplinary connections through various 

approaches and models. In other words, we believe that interdisciplinary ways of 

teaching and learning can be provoked through the thinking modes and skills inherent in 

art study and artmaking as well as through explicit connections between and among 

specific subject matter, ideas, and learning experiences.  

 

Interdisciplinary Teaching and Learning Models. In the process of exploring and 

sharing varied interdisciplinary approaches to teaching in and through visual art, we 
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discovered a number of basic models that we describe briefly in the next few pages of 

this chapter. Rarely, however, have we found an art teacher who conforms her or his 

teaching to any one of the following methods. After all, art teachers are highly inventive 

people, and are not typically comfortable with any one way of doing things. We applaud 

and celebrate this important and integral sensibility in high school art teachers and 

present the following models simply as raw materials from which high school art teachers 

may reinvent or reimagine their own meaningful and effective approaches to 

interdisciplinary instruction in and through the study of visual art. We will revisit these 

interdisciplinary approaches in the remaining chapters of this book. 

  

Idea and Theme-Based. Units of instruction centered on ideas and themes that relate to 

human experiences offer teachers significant opportunities for interdisciplinary 

instruction. In order for meaning to be relevant to us, it is imperative that we connect it 

with other realms of experience both in and outside of school. In fact, “individual 

disciplines are not sufficient to approach [such] significant issues” as meaning (Beane as 

cited in Clarke & Agne, 1997, p. xii). Informed by art criticism theory and practice, “The 

key goal of interpretation is to construct meaning by building connections from a work of 

art to other texts” (Carpenter, 1999, p. 46). Because ideas and themes are rarely 

discipline-specific they can be incorporated easily into a variety of classes. Such 

interdisciplinary lessons might involve art students and teachers in art historical inquiry, 

artmaking, technique and media exploration. Based on ideas that relate to important 

human issues and experiences, thematic instruction in visual art demands the inclusion of 

content from a variety of other curriculum areas. Tom Anderson and Melody Milbrandt 
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(2005) suggested that “The central instructional strategy for understanding ourselves and 

others through art and [the] visual culture in which it is imbedded is the use of themes” 

(p. 9). [See Chapter 2 and Chapter 6 for more on idea and theme-based 

interdisciplinary instruction.] 

 

Problem-Based. Many art teachers consider problem-solving to be the essence of any 

and all artmaking experiences. Whether the problem is technique, media, or concept-

based, artists and art students constantly work to find solutions through their creative 

process. Math, science, and English classes also use problem-based instruction in such 

activities as simple and complicated math problems, scientific inquiry and experiments, 

and creative writing assignments. [For further discussions on problem-based 

curricula, see Chapters 2 and 3.] 

 

Project-based. It is important to note that we do not equate the term “project” with the 

works of art that students create in the art class. In this book, a project is a planned 

undertaking, task or problem in which students are engaged to supplement and apply their 

classroom studies. Just as in the case of discipline-specific learning, not all 

interdisciplinary experiences need to be project-based. However, as many art teachers 

will attest, hands-on work requires inventive thinking and the utilization of a variety of 

skills learned both in and outside the art class. Project-based interdisciplinary learning in 

and through the study of art can also include projects that may not lead to what is 

considered art. For example, art students might create a report, a garden, a fundraising 

initiative, or a performance. Projects might begin with a single discipline and gather 
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knowledge and skills from other disciplines along the way. Projects in this approach to 

interdisciplinary instruction could also be service oriented. [Take a look at Chapter 3, 

Chapter 4, and Chapter 7 for more on project-based learning.]  

 

Team teaching. Teamwork is essential to interdisciplinary and integrated learning in 

high school. Typically, high school teachers work independently and expertly in varied 

fields of knowledge. They, like art teachers, are passionate about their chosen field of 

study and are often practitioners of the disciplines they teach. For example, like art 

teachers who create art, many English teachers are writers. Many foreign language 

teachers are involved in cultural initiatives related to the language they teach through 

travel, cultural study projects, and ethnic organizations or festivals within their local 

communities. Some science teachers are actively engaged in scientific research in 

collaboration with local universities or research institutions. Math teachers may also work 

with universities and research institutions, or create new and exciting ways to approach 

the study of numbers. Therefore, just as the art teacher should be included and/or 

consulted when considering the study of art in other disciplines, the math and science 

teachers will have exciting, wonderful, and authentically meaningful ideas from their 

fields of study that art teachers can use with their students. [See Chapter 2 and Chapter 

4 for further details on team teaching.] 

 

Inquiry/research-based. Instead of depositing or covering information for students, 

inquiry/research-based approaches challenge teachers to use questioning tactics and 

analytic skills that will affect the direction of learning for their students. “In an inquiry 
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classroom, students become creators of knowledge rather than recipients” (Clarke & 

Agne 1997, p. 24). Like problem solving, an inquiry/research-based class may be built 

upon a particular problem or scenario from which students develop questions. They then 

formulate answers or responses to these scenarios through research. However, it is 

possible that in the process, student inquiry and research may change the direction of the 

class. We see such a development as an important, desirable, and challenging result of 

inquiry-based instruction. [Chapter 3 and Chapter 5 offer more examples and 

discussions on inquiry/research-based instruction.] 

 

Collaborative learning. Students at various performance levels work together or 

“collaborate” in small groups toward a common goal. Collaborative learning provides 

opportunities for students to learn with and from each other. Proponents of collaborative 

learning claim that the active exchange of ideas within small groups increases interest 

among the participants and promotes critical thinking (Johnson & Johnson, 1986). Like 

teams of teachers from varied disciplines, teams of art students also bring alternative 

ideas and connection possibilities to their study and to their classmates. That is, because 

students in the typical high school art class represent different ages, grade levels, 

interests, and career goals, collaborative learning is inherently interdisciplinary. [We 

explore collaboration with respect to interdisciplinary curriculum and instruction in 

Chapters 4 and 5.] 

 

Student-initiated learning. Teenage students like to control things. They like to have a 

voice in connection with what they do and think about in and outside of school. So, when 
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teachers encourage students to provoke and initiate learning opportunities and 

interdisciplinary possibilities in their classes they make feasible exciting and effective 

learning situations. That is, when teachers actively and genuinely listen to students 

without thinking of their own agenda in the process, they provide exciting 

interdisciplinary possibilities. In fact, many of the most effective interdisciplinary 

connections that we have experienced were the result of student ideas. Simply asking 

students to explain how the content they have studied in the art class reminds them of 

something else, can take a discussion in directions that exceed the expectations of a 

planned unit of instruction. Of course, the teacher must always be available to guide and 

make sure student-initiated inquiry provokes valid learning opportunities. [Take a look 

at Chapter 5 for more on student initiated learning.] 

 

Visual Culture-based. Every day high school students are exposed to numerous visual 

images, advertisements, and media. For most teenagers, logging onto the World Wide 

Web, playing video games, sharing pictures through their cell phones, and watching 

television are basic aspects of daily life. As high school students engage with these and 

other forms of material and visual culture, they draw upon knowledge about a variety of 

ideas, information, and experiences. “Challenging the old constructs of knowledge about 

the visual arts leads to at least some degree of interdisciplinarity. The ‘real’ of the visual 

arts overlaps with other school subjects. Art education should help students know the 

visual arts in their complexity, their relationships as well as their independences, their 

conflicting ideas as well as their accepted objects, and their connections to social thought 

as well as their connections to other professional practices” (Freedman, 2003, p. 19). [In 
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Chapter 6, Chapter 8, and Chapter 9 we discuss further the roles of visual culture 

within the lives of students and the high school art curriculum.] 

 

Experiential service-learning. Learning through experience is at the heart of what 

students and teachers do in the high school art classroom. When that learning moves 

outside the classroom and involves others in meaningful ways to access new knowledge, 

interaction, and reflection, it is experiential. That is, experiential learning is anchored in 

and/or brings real-world meaning to in-school learning. Experiential service-learning 

provides a way for students to engage in activities that link together and apply knowledge 

they gain from the study of various disciplinary subjects while they help, assist, reflect, 

and make a positive difference in their world. [In Chapter 7 we discuss service-

learning in detail.] 

 

Computer-centered. Within the past 20 years, the impact of computer technologies on 

the field of education has been huge. Information is now literally at or under our 

fingertips and in front of our noses through online interactive resources, local access 

networks (LAN), and computer disks. With software programs teachers and students 

create, monitor, grade, communicate, exhibit, plan, collaborate, play, and shop, as well as 

find their way from one point to another, submit homework, and take attendance. “In the 

process of reconfiguring the visual arts, advanced technologies have changed what it 

means to be educated” (Freedman, 2003, p. 22). Computer technologies challenge and 

provoke new and exciting interdisciplinary possibilities every day. They are tools to think 

with, make with, communicate with, and link with in a variety of settings and forms. [In 
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Chapter 8 we talk more about computer and digitally-centered learning.] 

 

Flexible assessment-based. Clarifying the goals for what students should know and be 

able to do upon the completion of a unit of instruction, a course of study, or a grade level 

is essential to authentic and successful interdisciplinary teaching and learning. One of the 

goals of assessment is to organize learning so that it is visible and can be documented. In 

this assessment-based process however, John Dewey’s (1938) “flexible purposing” or the 

value of recognizing new and emergent possibilities for learning and knowing is intrinsic 

to art education. As Elliott Eisner (2004) cautioned “The kind of thinking that flexible 

purposing requires thrives best in an environment in which the rigid adherence to a plan 

is not a necessity. As experienced teachers well know, the surest road to hell in a 

classroom is to stick to the lesson plan no matter what” (p. 6). The characteristics of 

flexible purposing may appear daunting, but seem to fit well with the inventive and 

creative ways in which many art teachers think, teach, and live. Although developing 

flexible yet assessable goals for interdisciplinary instruction may appear to be 

interminable, authentic attempts by teachers to do so are crucial. A flexible purpose is a 

purpose just the same and every lesson of every unit must have a purpose and goal. 

Indeed, asking oneself, “Is this worth knowing and why?” should be an essential qualifier 

for everything we do in education. A flexible assessment-based approach to 

interdisciplinary high school art teaching demands that teachers and students from 

multiple disciplines formulate, reformulate, and reflect on the degree of attainment or 

effect of important goals and aims for each learning experience. [See Chapter 10 for 

more on evaluation and assessment.] 
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Over 64% of the people in the entire world living with HIV/AIDS are in one region: sub-Saharan 

Africa (UNAIDS/WHO, 2005). In Africa, HIV/AIDS impacts not only individual lives but the 

economic, social, and political spheres of society. As a response to this need, the International 

Counseling, Advocacy, Research, and Education (I CARE) program was developed at Indiana 

University with the primary goal of training human services personnel to deal with the 

psychosocial and mental health needs of those living with or affected by HIV/AIDS in Africa. 

Since 2004, members of the I CARE program have conducted group counselor trainings in 

Africa, specifically in Botswana and Kenya. This paper outlines the developmental history and 

contextual need for the training program as well as gives an update on the status of the ongoing 

project. 
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Group Counselor Trainings in Africa 

Developmental History of the Group Counseling Training 

The I CARE program (International Counseling, Advocacy, Research, and Education), was 

initiated in response to a request to train human service personnel in group counseling 

interventions in sub-Saharan Africa.  The President of the African Association of Guidance and 

Counselling (AAGC), Dan-Bush Bhusumane, contacted Rex Stockton, Chancellor’s Professor in 

the Department of Counseling and Educational Psychology at Indiana University.  Mr. 

Bhusumane requested assistance with training in counseling procedures for those who were 

doing frontline work with people living with HIV/AIDS in Africa, starting in Botswana. This 

country was selected for the initial trainings because there was already a group of individuals 

who expressed interest in receiving training in group work.  Additionally, it was hoped that 

group work could help address the difficulties caused by Botswana having one of the highest 

HIV/AIDS prevalence rates in the world (UNAIDS/WHO, 2005). The first training was given in 

Botswana in 2004. An additional training was given in Kenya in 2005. The most recent training 

was in Botswana in 2006. 

After the initial training in August of 2004, Professor Stockton contacted Professor Michael 

Reece, a faculty member in the public health programs of the School of HPER and the School of 

Medicine.  Professor Michael Reece, with the blessing and partial financial support of his 

department, has been involved with the IU Medical School and Moi University in Kenya in 

addressing HIV prevention for 3 years.  Professor Reece also has an interest in AIDS prevention 

in Africa and it was decided that collaboration between public health and counseling psychology 

faculty would better address the major problem of AIDS.  This offers an innovative collaboration 
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which has the potential to bridge fields of knowledge across disciplines to serve as a model for 

effective practice.   

Given the limited resources to respond to HIV/AIDS in many African countries, there is a 

need to adopt more integrated models of providing mental health services.  These integrated 

models should combine best practice models from both public health and mental health.  For 

example, an integrated model of public health and mental health would seek to maximize 

interaction with those living with HIV to assess the mental health issues they are facing while 

simultaneously considering the extent to which those mental health issues are contributing to the 

likelihood that the client will continue to participate in behaviors likely to result in HIV infection 

to another person.  Thus, programs have dual goals of helping individuals overcome 

psychosocial distress and facilitating their ability to increase their protective behaviors, such as 

condom use, treatment adherence and serostatus disclosure.  

The AIDS Epidemic and the Need for Group Counseling in Sub-Saharan Africa  

Globally, approximately 40.3 million people were living with HIV/AIDS in 2005.  Of 

that group, 25.8 million lived in sub-Saharan Africa (UNAIDS/WHO, 2005).  Thus, over 64% of 

the people in the entire world living with HIV/AIDS are in one region: sub-Saharan Africa.  This 

region has an extremely high proportion of individuals dying from AIDS; 77% of all individuals 

who died last year due to AIDS were in sub-Saharan Africa.  This translates into 2.4 million 

adults and children dying last year (UNAIDS/WHO, 2005).   

In Africa, HIV/AIDS impacts economic, social, and political spheres of society.  One 

damaging aspect of HIV/AIDS is that it affects the most productive section of the population, 

those people between the ages of 15 and 45 years of age (Tripodi & Patel, 2002).  HIV/AIDS 

causes a severe decline in health workers, teachers, and creates millions of orphans; causing an 
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economic and social crisis which can lead to threatening political instability (Henderson, 2001).  

Because of this decline, a sub-Saharan country with a 20% HIV rate is estimated to have a GDP 

growth rate that would be 2.6% less each year.  In twenty years, the GDP would be 67% less, 

due to the impact of HIV/AIDS (Yung, 2001).  The impact on economic, social, and health 

programs will be grim because of this decrease in GDP. 

A country in sub-Saharan Africa that is particularly devastated is Botswana.  It has one of 

the highest HIV prevalence rates in the world, currently at 38%.  Only recently has the 

prevalence rate stabilized (UNAIDS/WHO 2005).  This has caused the life expectancy in 

Botswana to fall below 40 years (UNAIDS/WHO, 2004).   

One way to address the impact of HIV/AIDS is through counseling.  Unfortunately, 

current methods of individual counseling for people living with HIV/AIDS in sub-Saharan 

Africa are not meeting the demands from communities.  Typical counseling consists of a pretest 

counseling/informational session, testing for HIV, and a posttest session; often each session is 

only 15-20 minutes long (Pronyk et al., 2002).  Counseling in this short duration, with no follow-

up cannot begin to address needs such as stigma and discrimination (UNAIDS/WHO, 2003), 

demands for counseling without testing (Kipp, Kabagambe, & Konde-Lule, 2002), the 

vulnerable population of orphans and their living circumstances (Yung, 2001), and the lack of 

normal mourning practices which fracture communities and families (Kilonzo & Hogan, 1999).  

Current forms of individual counseling are not dealing with ways in which HIV/AIDS tears the 

social fabric of communities.   

The role of the community is a foundation of indigenous African culture (Haegert, 2000). 

In this way, African countries are collectivist (Triandis, 1989).  Haegert pointed out that 

“individuals in African cultures see their community as an extension of themselves” (2000, p. 
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496).  Thus, personal identity is subsumed under group identity.  Any intervention which does 

not incorporate the community is not utilizing African’s traditional way of living.  The group 

serves as an agent of change; when individuals are not incorporated into a decision making 

process they “may question their citizenship rights and exit the community” (Patterson, 1999, p. 

2).   

Several authors have focused on the need for HIV/AIDS interventions in Africa to 

expand from an individual focus to a community focus, and the benefits and facilitation of 

change from such an expansion (Campbell & Rader, 1993; Campell & Rader 1995; Seeley & 

Wagner, 1991). This proposed shift from an individual focus to a group and community focus is 

in line with Africa’s basic approach to health care: community-based or collective (Haegert, 

2000).  Group counseling can provide such a shift.  Balmer (1994) found that group counseling 

in sub-Saharan Africa offered a group identity for individuals, which is especially therapeutic for 

people who are socially stigmatized (such as those with HIV/AIDS). He found that group 

counseling offered a better form of support for those with HIV, even better than the support 

provided by friends and family.  Another advantage of group counseling is that it is an 

intervention that can be provided at relatively low costs compared to individual counseling.  This 

is salient given the anticipated decrease in GDP that countries with high HIV/AIDS rates will 

face in the coming years (Yung, 2001).  Unfortunately, group counseling is extremely underused.  

Initial Training Process  

At the request of the President of the African Association of Guidance and Counselling 

(AAGC) a team from the Botswana Guidance and Counseling Association (BGCA) selected 

individuals for the training.  Potential participants were contacted by letter inviting them to apply 

for participation.  The number of participants was kept deliberately low in order to maximize the 
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training.  However, because of demand the number was increased to 15 participants. The final 

group of participants included individuals from public education, the university, government 

ministries, health care, and the military.  The diversity of the group was intentional.  Participants 

came from organizations where they were mental health providers or leaders from those 

organizations.  Thus, the training provided resources and experiences for the service providers 

who would be running groups in the future as well as those who could administratively 

encourage and facilitate the use of groups in their settings.   

The initial goal of the training was to introduce basic principles and practices of group 

counseling. In August 2004 Dr. Stockton and Mr. Bhusumane conducted a week-long training at 

the University of Botswana in Gaborone, Botswana with additional support from Dr. Nancy 

Stockton.  The first day and a half was devoted to didactic instruction.  Each day of training 

started at 8:30 am and ended at 4:30 pm.  Participants viewed instructional videos, participated in 

lecture/discussion, and were given a great variety of printed materials and access to web-based 

resources in the group therapy area.  Topics covered included: group characteristics at different 

stages of a group (Corey & Corey, 2001), feedback exchange (Morran, Stockton, Cline, & Teed, 

1998), processing (Glass & Benshoff, 1999; Stockton, Morran, & Nitza, 2000), and leader 

interventions (Morran, Stockton, & Whittingham, 2004).  Not only were participants taught how 

to facilitate feedback between members based on empirically supported guidelines (Morran et 

al., 1998) but they also experienced it through feedback exchange with each other in the working 

group formed near the end of the training.  This integrative process utilized several modes for 

training group counselors: didactic instruction, participation in groups, and observation (Toth & 

Stockton, 1996).         
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In the middle phase of the workshop some direct teaching continued but more time was 

devoted to allowing group members to utilize group facilitation skills in small practice groups.  

Participants used role plays and practiced specific interventions in these groups. Members 

appreciated beginning to experience the development of trust and cohesion in their groups in a 

comparable manner to their development in the real world groups they planned on forming.  All 

this was done with every attempt on the facilitators’ part to be cognizant and respectful of 

cultural norms and differences.   

The final stages of the workshop involved the participants more directly experiencing 

group principles at work, as they formed a working group and discussed the challenges of their 

daily work in a world devastated by HIV/AIDS.  One of the leader’s role in a group is to 

facilitate member to member interaction, as interactions between group members have been 

shown to have the most impact on change (Dies, 1983).  In the working group this principle was 

modeled by the trainer through facilitation of member to member interaction.  As Dies (1983, 

1994) indicated in his reviews, two key aspects of group facilitation are to have an appropriate 

amount of structure in a session and to facilitate a safe climate.  These principles were iterated 

throughout the training with an experiential component demonstrating the application of it in the 

last phase of the training.  As is often the case in group counseling work, through the process of 

forming a group the members’ trust, confidence, and levels of cohesion were enhanced. 

The workshop presenters understood that the amount of material presented was 

impossible to assimilate in a short period of time.  Thus, provisions for continued interactive 

web-based communication after the conclusion of the workshop were introduced to the 

participants.   
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The general themes of the discussions in deciding how to best use the information, 

insights, and experience from the training included ways to use group counseling: in working 

with teachers and the orphans in their classrooms, using it for culturally sensitive and efficacious 

preventive and treatment measures, and as a way to address the denial surrounding HIV/AIDS.      

The first theme that was brought up was that group counseling could be a useful method 

to support teachers working with AIDS orphans.  By 2010 it is estimated that 21.6% of all 

children in Botswana will be orphans, (USAID, 2003).  Teachers are working with children who 

very recently lost parents.  This places teachers in the obviously difficult position of trying to 

meet these children’s emotional needs as well as teach them.   

A second theme to the discussions of how group counseling could be used revolved 

around working with HIV/AIDS patients who have a variety of views about causes and 

treatments for their illness.  These include beliefs that it is “God’s will” and man should not 

intervene, beliefs in indigenous African healing principles and trust in modern medications.  In 

effect, this topic was concerned with both prevention and treatment compliance. 

The third area discussed was the role of denial with regards to serious illness, which was 

described as a basic cross cultural human tendency.  Just as cancer or syphilis were not openly 

discussed in western cultures for many decades, similarly HIV/AIDS is very frequently not 

directly recognized in African cultures today. 

Recent Training Process and Outcome 

Due to the popularity and success of the initial training, a second training workshop was 

held at the University of Botswana in July, 2006.  Much like the initial training, this second 

workshop was intended to provide an introductory group counseling training experience, and 

followed the same general training format as the initial training.  Didactic information and 
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modeling of group leadership skills and interventions were combined with an emphasis on 

opportunities for practice in small groups. 

Unlike the initial training which had a diverse range of participants, the seventeen 

participants in this second training largely consisted of primary, secondary, and distance 

education teachers from across the country, as well as counselors and human resource 

professionals from the University itself.  The teachers were primarily serving in the role of 

guidance and counseling teachers in their schools.  In these positions teachers provide guidance 

lessons in addition to their regular teaching duties and serve as the counseling resource people in 

their schools, often without a great deal of formal counseling training.  The Ministry of 

Education of the government of Botswana invited and sponsored most of the participants in an 

effort to improve the ability of guidance teachers to meet the social and emotional needs of 

students.   

Many of the attendees indicated that they were not initially clear as to the goals of the 

workshop or how group counseling would apply to their work, but welcomed the opportunity to 

come to the University and learn some new counseling skills.  However, over the week of the 

workshop it became apparent that participants not only learned group counseling skills and 

information, but also experienced the group process in a way that allowed them to identify many 

possibilities for implementing group work effectively into their schools or other work settings. 

Early in the week, the participants relied primarily on role-plays during the experiential 

components of the training.  However, as the week progressed they began to use the small group 

practice to share real life situations and difficulties they experience in their roles as guidance 

teachers.  The group process provided a means for sharing experiences, concerns, and ideas, and 

for gaining support and feedback.  This time for discussing and problem-solving seemed 
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particularly valuable in allowing participants to address the isolation associated with working in 

remote settings and serving as the only guidance and counseling teachers in their schools.  This 

time was also used to focus on their concerns related to specific students and situations in their 

schools.  In this way, the practice groups became functioning groups offering support, feedback, 

and ideas. 

Similar to the first training, several important themes arose from the group discussions 

that offered insights into the issues and obstacles facing counseling professionals in addressing 

problems associated with HIV/AIDS. Together, these discussion themes offer important insights 

into the future training and professional development needs of those on the front lines of the 

HIV/AIDS epidemic in Botswana. 

One important area of discussion was how to best incorporate local and traditional 

cultural values and practices into the teacher’s work with students whose lives are impacted by 

HIV/AIDS.  Cultural practices for dealing with death and grieving, and the secrecy and stigma 

that still surround HIV/AIDS were discussed.  Additionally participants identified that 

differences in native language between themselves and their students often present challenges in 

getting to know the students and their families well.  In some cases these issues make it difficult 

for the teachers to even know which children are orphans, have sick parents, or are sick 

themselves with the disease.  During the workshop, discussion of implementing traditional 

practices and rituals into groups, practice leading groups in their native languages, and role-play 

of specific difficult situations were incorporated to address these important issues.  

Another theme of the discussion was the opportunities for, and barriers to, implementing 

groups into their work settings.  Several of the teachers identified specific types of groups they 

thought would be of great benefit in their schools; support groups for orphans, general grief and 
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loss groups, and groups for students struggling academically were some of the ideas they began 

to work on.  One common concern identified was the lack of support for counseling activities by 

teachers and administrators; participants noted that there is often a reluctance to support 

activities not covered on student exams.   

Evaluation data suggested that the workshop was very well received, contained valuable 

learning material, and that participants were very likely to apply what they have learned in their 

work settings.  Mean evaluation responses indicated that the workshop improved their group 

counseling skills (4.67/5.00), and that participants planned to develop counseling groups in their 

schools following the workshop (4.75/5.00).  Additionally, participants indicated that the 

workshop clearly met or exceeded their expectations (4.9/5.0), and that they would strongly 

recommend a future workshop to other professionals in Botswana or other African countries 

(4.92/5.0).   

Together, the identified themes and evaluation data offer important contextual 

information and support for the ongoing need for this type of training, as well as valuable 

information regarding specific training goals to be targeted in the future development of the I 

CARE program. 

Future Goals of the I CARE program 

 The primary goal of the I CARE program is to train human services personnel to deal 

with the psychosocial and mental health needs of those living with or affected by HIV/AIDS in 

Africa. The success of these initial group counseling training workshops validate the importance 

of this goal, but these basic skills trainings are only a beginning.  Intermediate and long-term 

goals have been identified and are currently in development.   

2007 HICE Proceedings 
Page 5922



Group Counseling     14 

One important intermediate goal is to build on the success of the original workshops by 

offering follow-up group counseling training to support the participants of these early workshops 

to continue to build their skills and to support their efforts to implement group counseling into 

their work settings. These follow-up trainings should offer more advanced instruction to build on 

participants’ basic skills, address specific questions that have arisen as they have implemented 

groups, and assist them in overcoming identified obstacles to developing group counseling 

programs in their settings. This process has already begun, utilizing video conferencing to offer 

follow-up consultation to participants.  One such conference has already taken place, and another 

is being planned. 

The long-term goal of I CARE is to develop an international training and research center 

to be located at Indiana University.  In addition to sponsoring continued initial training 

workshops in Botswana and other African countries, the center will develop a train-the trainers 

program to allow former participants to train others in their localities.  The center will also 

engage in ongoing research into the effectiveness of such training and the development of best 

practices in the field.  Finally, the center will serve as a resource hub for other professionals 

interested in engaging in this important work. 

Conclusion 

 The need to address the emotional and mental health of individuals and those affected by 

HIV/AIDS in Africa is high. There is increasing interest in the prevention of HIV and access to 

treatment for AIDS. For example, as discussed at the G8 meeting in 2005 the intention was for 

everyone who needs drug treatment for AIDS to be on it by the end of the decade (“The war 

against AIDS,” 2006). Although it is doubtful that deadline will be met (“The war against 

AIDS,” 2006) it indicates the attention being paid to AIDS prevention and treatment around the 

2007 HICE Proceedings 
Page 5923



Group Counseling     15 

world.  As valuable as they are for other reasons, drugs will not solve the psychosocial and 

mental health needs of those affected by AIDS.  It is our intention that the I CARE program will 

help take a few small steps to address issues such as grieving, the stigma surrounding 

HIV/AIDS, the emotional needs of orphans, and many more.   
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ABSTRACT 

There are various research papers, studies, and legal actions that 

have examined the well-being of every woman in the world.  The 

third aim of the Millennium Development Goals (MDGs) is to change 

men’s perceptions of the traditional theories and philosophies on 

women, at least, by the end of the year 2015 AD.   

 

This paper brings together ideas from different research studies 

involving energy for the improvement of women’s welfares.  The 

paper will explain that past energy policies, projects, decisions, and 

subsidies may not be gender-neutral issues as many might have 

thought.  The paper will explore the experience of rural women and 

the energy services such as renewable energy products, 

illumination, cooking, etc.  With the collected facts, theories, and 

hypothesis when electrifications and energy technologies are 

introduced in rural areas, positive and negative impacts on women 

can be enumerated.  Other factors for the achievement of women’s 

empowerment, and gender equality which may not directly be 

related to energy will also be mentioned in this paper.      
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ABSTRACT 
 

AN APPRAISAL OF THE CONSTESTANTS’ ATTITUDE TOWARD SPEAKING, 

STATE-TRAIT LEVELS OF ANXIETY AND SPORT COMPETITION ANXIETY IN 

THE SPEECH OLYMPICS 2006: A CASE STUDY AT BANGKOK UNIVERSITY 

 
This paper delves into the influence of the contestants’ attitude 

toward public speaking, state-trait levels of anxiety and sport competition 
anxiety during the Speech Olympics 2006. Specifically this study aims at 
getting answers to the following research questions:  

1. What items of the Attitude Toward Speaking Scale have higher 
anxiety scores? Lower anxiety scores? 

2. How many of the contestants in the Speech Olympics 2006 have 
high anxiety levels and low anxiety levels? 

3. What items of the STAI (State Trait Anxiety Inventory) scale have 
higher anxiety scores? Lower anxiety scores? 

4. Is there a significant difference between the anxiety scores of 
male and female contestants? 

5. Is there a significant relationship between the anxiety scores of 
the contestants and their school achievement? 

6. Is there a significant relationship between the anxiety scores of 
the contestants and their attitude toward speaking? 

7. Is there a significant relationship between the anxiety scores and 
the contestants’ scores in the Sport Competition Anxiety Test? 

8. What items of the Sport Competition Anxiety Test have higher 
anxiety scores?  Lower anxiety scores? 

 
This study is limited to a sample of fifteen (15) contestants who 

competed for the final round of the Speech Olympics 2006 using five tools, 
namely: (1) Demographic Data Questionnaire, (2) Attitude Toward 
Speaking Scale, (3) STAI-State Anxiety Form, (4) STAI-Trait Anxiety Form, 
and (5) Sport Competition Anxiety Test.  

 
Methods of statistical analysis used in this study are as follows: (1) 

percentile ranks (to get the anxiety scores for both A-State and A-Trait); 
(2) T-test statistics (to test the differences between anxiety scores of male 
and female students); and (3) Pearson Product Moment Coefficient (to 
discover the extent of relationships between anxiety scores of students 
with their school achievement, anxiety scores of students with their 
attitude toward speaking, and anxiety scores of students with their scores 
in the Sport Competition Anxiety Test). 

 
Information collected from this research would help teachers and 

educators in creating a visionary program for those who would contend in a 
speech competition. 
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Lack of culturally relevant pedagogical content knowledge has marginalized 

urban learners’ capacity to effectively engage in learning activities that require significant 

cognitive effort (Martin, 2000). Consistently, literature addressing urban education states 

urban learners look for challenging situations that connects to real-world contexts. They 

want to see the “big picture” and how the curriculum will relate to future endeavors.  

Teaching for conceptual understanding provides a means of increasing the learners’ 

critical thinking skills, connects concepts to real-world contexts, and creates a learning 

environment that shows the continuity of mathematics instead of discrete segments (Gay, 

2002; Howard, 2003).  With the move toward standards-based teaching, whereby 

students engage in performance-based mathematical tasks, students have access and more 

opportunities to approach learning mathematics conceptually and connect what they learn 

to real-world contexts. 

For almost two decades there has been a movement within the mathematics 

education community to implement standards-based instruction in all mathematics 

classrooms (National Council of Teachers of Mathematics, 2000, 1991, 1989). While this 

movement toward standards-based instruction has been in existence, the need for research 

addressing the challenges of and pathways to implementing standards-based 

instruction—especially in urban classrooms—is crucial.  Thus this research study was 

designed to examine urban secondary mathematics teachers’ understanding of 

performance-based mathematical tasks.  The research question for this study is: how do 

teachers of urban learners define performance-based tasks and how do their definitions 

manifest into their design of tasks?  
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TASKS VERSUS PERFORMANCE-BASED TASKS  

 Tasks serve as a context for student learning (Doyle, 1988; Stein, Smith, 

Henningsen, & Silver, 2000).  Simply putting students in groups does not create 

opportunities for student learning, nor by giving them a calculator or manipulatives; 

instead, the level and kind of thinking students encounter determines what they will learn 

(NCTM, 2000).  Thus, the appropriate task must be selected to accomplish the intended 

learning goal.  According to Doyle (1988) a task calls attention to four aspects of class 

work:  

an end product to be achieved, (b) the set of conditions and resource available to 
accomplish the task, (c) the operations involved in assembling and using 
resources to generate the product, and (d) the importance of the task in the overall 
work system of the class (p. 169). 
   

 A task can be divided into levels based on the cognitive processes required to 

accomplish it.  The cognitive level of an academic task refers to the cognitive processes 

students are required to use in accomplishing the task; higher cognitive processes involve 

comprehension, interpretation, flexible application of knowledge and skills, and assembly 

of information from several different sources (Doyle, 1988; Stein et al., 2000).  

According to Doyle (1988) academic work can be divided into two broad categories: 

familiar work (routine operations and algorithms) and novel work (problem solving, 

making decisions, assembly).  Familiar work has predictable outcomes and creates 

minimal demand for students to interpret situations and make decisions.  Furthermore, 

there is little risk of things going wrong; novel work has unpredictable outcomes, a high 

risk of being incorrect, and requires students to make decisions about what to produce 

and how to produce it (Doyle, 1998).  Similarly, the Mathematical Task Framework as 

presented by Stein, et. al (2000) works within the two levels defined by Doyle, adding 
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additional task categories; lower level tasks consist of two type, memorization and 

procedures without connection, while the two higher level task categories are procedures 

with connections and doing mathematics. These types of task are generally defined in the 

same context as Doyle’s familiar work and novel work. 

 The type of task underpins the depth of learning and drives assessment.  The 

nature of mathematical processes, concepts, and relationships require deeper 

understanding and thus higher-level tasks (Stein et al., 2000).  A performance-based task 

is an enriched activity that has multiple pathways to a solution, and it requires the 

students to demonstrate their mastery of multiple integrated standards (Glatthorn, 1999). 

According to Suzuki and Harnisch (1995), performance tasks should embody five 

criteria. These criteria include (a) replicating real-world events, (b) having various 

pathways to reach a solution, (c) demonstrating the continuity of mathematics instead of 

discrete segments, (d) providing a space for students to communicate understanding of 

the concepts, and (e) having a rubric for clear explanation of expectations. These 

guidelines can help teachers create tasks that are high in cognitive demand, thus 

challenging and meaningful for students. 

FRAMEWORKS 

Stein, et al’s (2000) Mathematical Tasks Framework, Wiggins and McTighe’s 

(1998) Backwards Design framework, and Gay’s (2002) and Howard’s (2001; 2003) 

principles of culturally relevant pedagogy will provide the foundation for this study. The 

Backwards Design framework begins with the end in mind.  For example, Glatthorn 

(1999) states that in developing performance tasks “you first develop the performance 

task and then use the performance task to design the unit, teach the unit, and then conduct 
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a performance assessment to determine if the student could perform the task” (pp 67 –

68). According to Wiggins and McTighe (1998), the standard has to be “unpacked” in 

order to determine the assessments. Unpacking a standard involves developing essential 

questions to guide instruction, and determining if the standard will be needed for future 

mathematical endeavors, thus called enduring understandings. Lastly in unpacking a 

standard, the instructor determines the knowledge and skills students need in order to be 

able to successfully master the content. Once the standard is unpacked, the assessments 

and performance tasks are developed. Finally, the daily instructional plans are created.  

With the assistance of the Mathematical Task framework and the Backwards 

Design framework, students are asked to think critically about mathematics concepts and 

make connections between the content strands of number operations, algebra, geometry, 

probability, and data analysis. In making the curriculum meaningful to urban learners, 

culturally relevant pedagogy was incorporated into these two frameworks.  Culturally 

relevant pedagogy integrates real-world scenarios with academic content by providing 

situations that connect to the learners’ environment; it challenges learners to solve non-

routine problems situated in the students’ culture (Gay, 2002; Howard, 2001, 2003).  

METHODOLOGY 

The participants of this study were 30 secondary mathematics teachers that were 

selected by their respective principals to participate in a summer institute. During the 

weeklong intensive workshop, the participants were immersed in activities to strengthen 

their knowledge of performance-based mathematical instruction. Also the teachers were 

introduced to the Backwards Design framework and the Mathematical Task Framework. 
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While engaged in the workshop, the participants reflected on their teaching practices, as 

well, as their personal meaning of tasks.  

Data collection methods included a survey, constructed tasks, and written cases. 

The survey provided baseline data on the participants’ knowledge of performance-based 

tasks. Constructed tasks refer to the process of tasks creation, analysis, and revision. 

Written cases consist of the reflection on the implementation of the task in the 

participants’ classroom. Five participants completed all three phases of data collection. 

Therefore, these five participants were followed through the analysis process.  

ANALYSIS 

Each of the five participants was considered as a separate case for analysis. In the 

results section we provide the reader with the participant’s initial definition of a task. The 

reader is also given a brief description of the implemented task, the participant’s 

classification of the level of cognitive demand, how the level of cognitive demand was 

maintained or diminished during task implementation.  

Angie 

What is a task? 

 “The class activity that helps students to master the objective.” 

The task 

The task used by Angie was one created by M. B. Ulmer (1999).  

Given the question, “What is the largest number of pieces you can get from a 
sandwich with X cuts of a cleaver?” Students will be given a worksheet that has 
pictures of sandwiches to make X cuts. They will fill out a chart that is provided 
on the worksheet and then use this information to test which function family best 
models the data. Students will then explain and verify their choices 

Kyle 

What is a task? 
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“A task is something to do, quite literally. It requires an active participation from those 

performing the task” 

The task 

You have been working in acting for several years and now your payday had 
come. You are about to be signed by a big production studio and are promised a 
third tier contract. The studio gives you three options from which to choose. The 
first gives you a handsome signing bonus of $1,000,000.00 and $150,000.00 per 
film. On the second plan, you would get $250,000 per film but a signing bonus of 
only $100,000. The first two options promise you 3 films a year for 4 years. The 
third plan offers neither a signing bonus nor per-film pay, but will pay you one-
half of one percent of all the profits from each film. You will have to research the 
studio’s track record of profits from their films over the last 5 years. Make your 
decision based on the data. 
 

Debra 

What is a task? 

“A task is an activity based on performance objectives which indicates the understanding 

of the desired outcome.” 

The task 

 Each pair of students was given four problems that dealt with logarithmic 
functions. The problems were taken from the text and ranged in difficulty level and type. 
Some problems required changing an expression from exponential to logarithmic form 
(and vice versa); some required the students to use laws of logarithms to simply 
expressions and solve equations; and some were applications of logarithmic functions. 
Each pair was given four different types of problems. After about 20 minutes, students 
were to present their problems to the class. They were to provide explanation as to how 
each problem was solved and were to be prepared to answer any questions that were 
posed. The only prerequisite was for them to read and take notes in the section. There 
were no direction instructions. 
   
Catherine 

What is a task? 

 “Open ending, standards-based assignments. Usually hands-on, real-world application/ 

problem.” 
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The task 

Cameras, telescopes, and surveying equipment all have tripods as stands. A tripod 
has 3 legs. The length of the legs can be adjusted. Do you think three legged 
stands are better than four legged stands? Why or Why not? 

 
Cevia 
What is a task? 

 “A detailed objective stating what you would like the students to learn/ obtain from the 

lesson/ unit? 

The task 

Solving a three variable equation – Choose two equations and eliminate a 
variable. Choose two more equations and eliminate the same variable. Using the 
two new equations from steps one and two, eliminate another variable and solve 
for the last variable. After solving for a variable, substitute the value back into 
equations one or two from steps one or two and solve for the remaining variable 
in that equation. By this step, you should know the values of two of the three 
variables. Substitute the values of the two variables into your original equations 
and solve for the last variable. Write the answer as an ordered triple. 
 

RESULTS 
 

The developed tasks of these five participants are in alignment with their personal 

definition of a performance task. However, Angie’s, Kyle’s, and Catherine’s tasks 

contained most of the criteria for a performance-based task that Suzuki and Harnisch 

(1995), set forth. Participants’ ability to design tasks that meet the criteria of standards-

based instruction that simultaneously serves as an approach to engage urban learners in 

mathematical tasks was minimal. Most of the tasks created did not have a connection to 

culturally relevant instruction. Culturally relevant instruction poses questions that 
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stimulate critical reflections on the mathematics in connection with the students’ 

environment. The tasks were connected to real-world phenomena, but not specially 

occurrences that students could relate to in their current situations nor connect to their 

culturally upbringings. 
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Encouraging Novice Teachers to Evaluate their Teaching Strategies 
 

Cecelia Thompson, Dale Thompson, and Terri Owens 
College of Education and Health Professions 

 
University of Arkansas, Fayetteville 

 
 
Planning lessons involves many important instructional decisions.  These decisions should be 
based on teachers’ knowledge of the subject matter, needs of the students, and best practices. 
Effective strategies should help the students improve their performance.  Teachers should reflect 
on their teaching and evaluate the effectiveness of their practices.  Some teaching strategies 
accepted as effective for secondary students are the use of Power Point presentation, concept 
mapping, graphic organizers, and higher-level questions.  All of these strategies should help 
student connect information to prior knowledge, provide scaffolding, and clarify key concepts. 
 
Graphic organizers and concept mapping lay out ideas and details visually and help students see 
connections.  The process of developing graphic organizers and concept maps help students 
review what they already know and where there are gaps in their knowledge.  Both provide 
visual support to learners.  
 
Power point presentations communicate ideas and information to groups.  The presentation can 
introduce and clarify new information or review previous content.  It requires teachers to 
structure information with a logical beginning, middle and end.  It can be visually appealing and 
incorporate motion, color and sound.  It can serve as a springboard for discussion and questions. 
 
Higher-level questions can help students develop the ability to analyze information and 
synthesize new ideas.  When higher-level questions are used in classroom discussion, students 
learn from the teacher and their peers.  They are encouraged to organize and evaluate their 
thoughts and develop sound arguments.   
 

Purpose of Research and Methods 
 
The purpose of this research was to help vocational education interns evaluate their presentation 
of teaching strategies and techniques.  Each intern chose a teaching strategy or technique that 
they believed would enhance the presentation of information in their classes.  The strategies and 
techniques were using Power Point presentation, concept mapping, graphic organizers, and 
higher-level questions.  Each intern identified ways to use the strategies and techniques with a 
review of the literature.  They presented content information in their areas of family and 
consumer sciences and business education using the technique once a week for six weeks.  They 
and their mentor teacher evaluated their presentation using an evaluation rubric designed by the 
interns and the researchers. 
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Findings 
 

Using the rubric to evaluate their teaching and comparing their results to the mentor teacher’s 
assessment of the strategy allowed the interns to reflected critically on their teaching.  They felt 
they improved and refined their teaching skill.  They also recognized the value of self-reflection. 
 
A successful lesson was one with ratings above 3.5 on the rubric.  All the interns and mentor 
teachers rated the teaching methods as effective and successful.  There was little variation in the 
ratings of interns and mentors.  
 
Graphic Organizers 
 
One intern used graphic organizers to teach concepts in foods and nutrition to secondary 
students.  In the class, there were students with learning disabilities, high academic levels and 
English as a second language. She used graphic organizers during lecture lessons to introduce 
and review information.  She found that while using the graphic organizers, she would determine 
how well students understood the lesson.  She used a variety of techniques including KWL 
charts, Venn diagrams, and charts. 
 
She summarized her experiences. 
 

Graphic organizers allow you to see how well you as a teacher explained the lesson.   
They enhance a student’s ability to comprehend the information you are trying to explain 
to them.  My mentor teacher and I agree that graphic organizers help me use my time 
effectively.   They help me stay on track.  They also give the students a reference for 
future assignments. 

 
Concept Mapping 
 
A family and consumer sciences intern described her use of concept mapping. 
 

The first lesson taught using concept maps was a success.  The lesson involved social and 
emotional development of the infant.  I used the concept map to introduce the new 
chapter in the textbook.  I focused on each word of the title of the chapter.  The first word 
was social.  I placed social in a circle and asked the students to give me examples of 
being social.  At first the students were not sure what to say, but after a little 
encouragement, the student got excited and gave me lots of examples.  I repeated the 
procedure with the word emotional and development.  After discussing each word 
separately, I asked the students what social-emotional development of the toddler means 
and what it might be.  The students were able to come up with a description of social-
emotional development.  During the lesson the students were actively participating.   
 
The second lesson was not as successful.  The concept map was used to introduce the 
chapter.  I placed physical development in a circle and asked the students to give 
examples of physical development.  They gave a few examples, but offered little 
discussion. 
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For the third lesson I didn’t focus on the chapter title, but on components of the chapter.  
The word personality was the center of the map.  This time students gave so many 
suggestions that I had a hard time writing them down.  I was able to guide the discussion 
in the direction of the text and connect it to the chapter. 
 
The last lesson was most successful.  The concept map was an introduction to an activity 
instead of a chapter.  The students were going to create games to promote intellectual 
development in children.  I wanted them to be aware of games that are appropriate for 
preschoolers.  I wrote preschool in the center of the map.  I asked students to call out 
names of games and important things for preschoolers to learn.  The students were 
attentive and offered many ideas. 
 

She evaluated the students’ involvement and her effectiveness as a teacher. 
 

Concept maps are most beneficial when used with a topic that interests the students.  
Students need to have some previous knowledge of the topic in order to offer good 
discussion.  Concept maps would be a good way to introduce a topic or review material. 
 
Frequent use of concept maps may have contributed to some disinterest in the lessons.  
Concept maps should not be overused.  Students enjoy a variety of teaching methods.  If 
a class responds well the first time you use a teaching strategy, it does not mean they will 
respond well the tenth time.  In order to keep the students engaged, a teach must vary the 
lesson formats. 
 

Another intern described her experiences. 
 

For each lesson, I used concept mapping to introduce a new topic.  I questioned students 
to determine what they already knew.  With the concept map, I was able to figure out 
what information the students needed to focus on, what correct and incorrect ideas they 
had, and what they wanted from the lesson. 
 
I would consider concept mapping to be an effective strategy to introduce new 
information and develop a schema.  I enjoyed making concept maps because it helped me 
as a teacher to stay on track and encourage student to participate and stay involved in the 
discussion.  Concept maps should not be used for every topic, but occasionally to 
introduce or review concepts. 
 

A business education intern used concept mapping with secondary and middle school students.  
He compared his experiences. 
 

When I used concept maps with my secondary students, we used it to introduce a lesson 
on teamwork in an office setting.  The students had many ideas and suggestions about 
working in teams. 
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When I introduced concept maps to the middle school students, they seemed scared and 
confused.  They were not familiar with the term of concept mapping.  When I illustrated 
it for them, they said they knew the concept as spider-webs.  As we started mapping, the 
students offered many ideas and helped each other generate ideas.  I even had one of the 
students create one of the concept maps in Microsoft Word.   
 
After a few sessions, I found that I was the one leading the discussion instead of the 
students.  I believe the students were burnt out and needed a different approach. 
 
It is critical to use topics that are appropriate for the age of the student.  High schools 
students were motivated and generated many ideas.  Middle school student generated less 
elaborate ideas and maps.  I became more effective in leading discussion as I used the 
strategy. 
 

All of the interns that used concept maps agreed that students need some prior knowledge of a 
topic to generate an in-depth concept maps.   The believed that concept maps were an effective 
way to introduce and review topics.  The also agreed that you can overuse a single teaching 
method and it is best to use a variety of teaching methods. 
 
PowerPoint Presentations 
 
One student evaluated her PowerPoint presentations.  Each time she created a PowerPoint 
presentation, she changed some aspect of the format.  The first presentation was very basic with 
no visual features such as graphics or photos.  The second PowerPoint added color.  The third 
presentation had graphics and blended color schemes.  Hyperlinks were added to the fourth 
PowerPoint and the fifth included photos.  The last PowerPoint was interactive.  She also 
increased the number of slides with each presentation. 
 
The intern found that PowerPoint presentation could be an effective teaching strategy. 
 

PowerPoint can be an effective teaching tool when it is not overused and the graphics and 
illustrations are meaningful to the content.   Change seemed to be important.  The 
students seemed to be more alert when they did not know what to expect.  The Graphics 
and photos generated discussion and questions.  I found that I could create greater interest 
in the content by changing the way the PowerPoint presentation was presented and used, 
developing the slides with hyperlinks and examples.  Limited the number of slides 
appeared to maintain interest.   
 

Higher-Level Questions 
 
Other students focused on higher-level questions.  One student wrote higher five questions for 
each lesson using the analysis, synthesis and evaluation level of Bloom’s taxonomy.  She started 
the lesson with lower level questions but completed the lesson with higher-level questions.  She 
gave the students written copies of the questions and used a wait time of five seconds. 
 
She evaluated her experience as successful. 
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The higher-level questions generated more discussion and the students were able to use 
critical thinking skills to answer the questions.  It helped me evaluate how well the 
students understood the material.  I still need to improve on my techniques, but I will use 
this strategy in the future. 
 

Another student used similar techniques and questions.  However, she asked the higher-level 
questions at the beginning of the lesson to evaluate the students’ knowledge and then re-asked 
the questions at the end of the lesson. 
 

I found that the strategy worked well with the students.  They stayed focused and 
interested on the lesson.  Sometimes the students were able to answer the questions 
easily, but at other times we had to review and discuss before they gave their answers.  
Not only did this strategy help the students, but also it helped me reflect on the 
effectiveness of my lessons.   
 
When I started using this strategy, the students needed more guidance, explanation and 
clarification of questions.  As we continued to use the strategy, the students became 
comfortable with higher-level thinking. 
 

Conclusions 
 

Encouraging novice teachers to reflect on a specific teaching strategy over a period of several 
weeks helped them identify the best way to use the strategy.  The interns in this study were able 
to discern when students lost interest or developed greater skill when a strategy was used 
multiple times.  They realized that they could develop greater skill in using a strategy with 
repeated practice.    
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Teaching Strategy/Techniques Evaluation Form 

 
Please read each item and circle the answer that best describes the teaching 
strategy/technique used during this class. 
 
Date _________  Start Time _________  End Time_________  Class Size ______ 
 
 
 Strongly 

Agree Agree 
Neither 

Disagree Or 
Agree 

Disagree Strongly 
Disagree 

1. The intern gave clear instructions 5 4 3 2 1 

2. The strategy fit the topic being 

presented 5 4 3 2 1 

3. The strategy disrupted the learning 

environment 
5 4 3 2 1 

4. The strategy helped the intern stay 

on topic 
5 4 3 2 1 

5. The intern was comfortable using 

the strategy 
5 4 3 2 1 

6. The intern implemented the 

strategy correctly 
5 4 3 2 1 

7. The lesson was interesting 5 4 3 2 1 

8. The strategy enhanced the lesson 5 4 3 2 1 

9. The strategy was not an efficient 

use of time 
5 4 3 2 1 

10. The strategy was more effective 
than previous types of instruction 5 4 3 2 1 

11. The intern will be able to adapt the 
strategy for other lessons 5 4 3 2 1 

Comments and suggestions: 
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Using Indigenous Cultures to Enhance Learning in Communication Courses 
 
by Professor Diana R. Thompson 
Speech and Communication Department of Touro College 
 
Addresses: 
11203 38th Avenue, Corona, New York 11368 
dianat@touro.edu, dianapoet@aol.com 
www.myspace.com/dianapoet 
 
Abstract 
 
     This ninety-minute workshop will cover the areas of Business Education, English as a Second 
Language (ESL) and Higher Education.  The procedures will involve instruction techniques and 
case studies regarding courses taught at Touro College of New York City.  The workshop will 
consist of a thirty-minute lecture, a twenty-minute time of sharing by attendees, a thirty-minute 
segment of brainstorming to solve real and hypothetical classroom problems, and a ten-minute 
Q&A session.      
 
     The first part of the thirty-minute lecture will describe the academic environment, cultural 
setting and undergraduate students of Touro College.  Touro College is a liberal arts institution 
having many campuses in three of the five boroughs of New York City.  The students represent 
numerous countries, ethnic groups, religions, and lifestyles.     
 
     The typical college in New York City has no courses which address the histories or cultures of 
indigenous peoples.  Touro College is no exception.  The challenge for instructors is to integrate the 
study of indigenous cultures into the lessons in a creative manner.  This task is not difficult 
considering the vast intellectual resources available in this municipality.  Some of those resources 
are the National Museum of the American Indian, the American Indian Community House, the 
American Museum of Natural History, and Columbia University.     
 
     The second part of the thirty-minute lecture will state relevant teaching techniques used in three 
communication courses:  Survey of Human Communication, Interpersonal Communication, and 
Fundamentals of Speech (an advanced ESL course).  These courses are taught at all the campuses.  
The textbooks are selected by the Speech and Communication Department.   
 
     The instructors are encouraged to be creative and intellectually rigorous when writing syllabi.  
This freedom allows the professors to enrich the curriculum with aspects of communication 
techniques from indigenous cultures.  This situation presents a wonderful opportunity to encourage 
discussions about the histories and cultures of the various indigenous peoples of this land.  The 
students conduct research and use their critical thinking skills.   
 
     Several recently-produced DVDs, videos, and CDs will be shown to the attendees.  These audio-
visual tools will show the variety of the cultures indigenous to Turtle Island (North America).  In 
the DVD SONGS OF THE SPIRIT, three award-winning indigenous artists – Bill Miller, R. Carlos 
Nakai, and Joanne Shenandoah – perform and speak about their cultures.  In his CD HONEST TO 

2007 HICE Proceedings 
Page 5953



GOD, SupaMan (Christian Takes Gun Parrish) from Crow Agency, Montana, shows how he blends 
Crow culture with Euro-American music and literary styles.  The attendees will mention the 
successes they have experienced with various techniques, publications, and audio-visual tools.        
***   
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Performance as Instruction: Scenes from Pre-Service Teacher 
Experiences in an Urban Elementary School 

 
 Thinking of dramatic performance as a tool for instruction provides teacher 

educators with an opportunity to expand an element of the theatrical arts into their college 

classrooms; however, it also offers an avenue for education students to explore the 

dynamics of curricular design and its enacted application.  Worley (1998) contends that 

through performance students are able to center upon the primacy of experience and the 

concept of voice.  In other words, by writing and performing classroom experiential 

scenes, pre-service teachers can consider such questions as: Who is speaking?  Who is 

being listened to? Who is being ignored? What is being said? Who transmits the 

curriculum? How is the curriculum transmitted and/or received?  What kinds of images 

are drawn concerning students, teachers, and others in the school environment? 

 As part of an undergraduate course in curriculum design, students engaged in a 

twenty hour fieldwork experience in an urban elementary school with children who 

represented a wide demographic to include recent immigrant students from sub-Saharan 

Africa, eastern Europe, and the Middle East.  They reflected upon their fieldwork in the 

classroom and then wrote theatrical scripted scenes highlighting their experiences.  These 
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scenes were performed for their peers in class and served as a platform for opening 

discussion and further study of topics related to the intersections of differing cultures and 

languages, inequity of resources for some urban schools, language, literacy, student self-

expression, teaching style, classroom management, and the moral dimensions of teaching.   

Each topic was then further examined through the lens of curricular theory and 

design. For example, while exploring the topics of differing cultures and language, 

students were able to concentrate upon the theoretical and practical facets of multicultural 

curricular design (Banks, 2002; Gay, 2000). 

My presentation will include a brief theoretical framework supporting the 

pedagogy of performance (Garoian, 1999) in teacher education.  I will share examples of 

the student’s scenes.  Briefly, we (session attendees and myself) may be able to perform a 

2-5 minute scene, if there is audience interest.   The purpose of the presentation is to 

share an arts-based instructional approach to the study of curricular theory within the 

field of teacher education. 
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Title: Effective Inclusionary Strategies for Administrators, Teachers, and Families in the SST prereferal 
and referral process: A Toolbox to Support Students at Risk  
 
 
Abstract 

This workshop will provide a “Tool Box” of strategies and guidelines to assist in the Student 
Study Team (SST) referral process for students at risk including second language learners. This 
workshop will provide administrators, teachers and other SST stakeholders’ an overview of the 
changes mandated by IDEA 2004. It will examine the current systems used in the referral 
processes implemented by schools and will explore ways of implementing IDEA 04 guidelines for 
early interventions and catching the at-risk and bilingual students before they fail. The leaders of 
this workshop will survey those who attend regarding their knowledge of special education law, 
the pre-referral and referral process and will attempt to answer questions to fill the gaps 
discovered in knowledge, implementation and philosophy of IDEA 2004. Workshop facilitators 
are retired school principals, retired general and special education teachers, and administrators 
with an extensive experience with the implementation of special-education procedures and 
culturally- and linguistically-diverse populations in southern California.  

While the debate continues concerning the placement and programs for students with 
disabilities in general education settings, this workshop will address issues concerning hiring 
practices of effective teachers, the laws which effect educational decisions concerning second 
language learners and students with special needs, and the ideal procedures for implementing a 
referral process with the inclusion of the parents with an active involvement. The workshop will 
also give access to current information regarding issues impacting students at risk such as poverty, 
addiction, abuse, nutrition, and health.   

 
 
Background 
 

The increasing and diversifying student population combined with high stakes accountability of state 
assessments mandated by No Child Left Behind (NCLB) as reported by Schrag (1997), Carson, Huelskamp, 
& Woodall (1993) and Linn (2000) serves as an impetus for school administrators, teachers, and other 
Student StudyTeams’ stakeholders to examine their practices and programs that promote academic 
achievement and provide equity of access to educational opportunities for all students (Hocutt & 
McKininney, 1995; CSR). The goal of the school reform effort set forth in the Individuals with Disabilities 
Education Act (IDEA) 2004 is to raise the standards and expectations for all students, teachers, 
administrators and families (Lewis, 1989; McDonnell, McLaughlin, & Morison, 1997; Paul & Rosselli, 
1995).  Special education reform is taking place within the broader context of general education reform 
(Turnbull, Turnbull, Shank, & Leal, 1999).  

 
In recent years, there has been an awareness of the issue of cultural diversity in school settings (Harry, 

1992b).  Many of the states in the United States are challenged with rapidly changing demographics with 
some schools unable to meet the needs of the increasing majority of their students as a result of lack of 
training. There is a trend in our nation’s schools of an increasing population of diverse children including  
students of color and students living in poverty.  California reported in the 2005-2006 academic school-
years that students of color made up nearly 70% of the student population, while over 70% of the teachers 
for these students were white (California Department of Education, 2006). These marginalized children, 
who remain significantly below their peers on all measures of academic achievement, are often referred for 
special education programs.  

 
Though there are idiosyncratic differences between and within diverse cultures, the common threads 

are within the area of the referral process, the assessment, and evaluations, which are directly related to 
overrepresentation in special education programs (Obiakor & Schwenn, 1996). Referral and assessment 
validity is one of the major issues surrounding the disproportionate special education placement of students 
from diverse cultural and linguistic backgrounds (Gerster & Woodward, 1994). Overrepresentation of 
minorities in the special education system continues to be an issue in spite of educational reform for special 
and general education.  It is necessary that we examine ways to break this cycle and interrupt the practices 
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of justifying student failure by using special education as the catch-all place for students at risk and 
minorities. 

 
School administrators must provide the support, the training, and the resources to restructure their 

schools to address the diverse needs of all students, parents, and educators.  Waldbart, Meyers, & Meyers 
(2006) caution against schools using a “cookie-cutter” approach to literacy support and suggest focusing, 
instead, on the “unique needs and wishes of the particular community” as a way to build strong 
relationships (775).   In particular, classroom and special education teachers must be equipped to work 
closely and effectively with parents and caregivers to implement individualized family literacy practices 
and interventions that reflect their particular circumstances and resources, thus, providing a vital link 
between the school and family structure that directly benefits the child.  

 
Teachers need to be willing to be able to shift their referral practices and incorporate IDEA 04 

guidelines; for example, aggressive reading skills intervention in the lower grades would reduce the number 
of inappropriate referrals at that level. It is in the implementation of constructs within this principle that has 
the greatest effect on the success of a school in educating the largest proportion of students in the most 
likely settings. This design is one that must be supported by the school site administrators if the faculty is to 
achieve the implementation of effective services to reach all students within general education classrooms.  
 
Theoretical Framework 
 

The referral process was established as an institutional practice during the early 1980s. 
Historically, Student Study Teams (SST) grew out of the mandate in the Education for All Handicapped 
Children Act of 1975 requiring the use of multidisciplinary teams in the special education prereferral, 
referral and placement process (Rosenfield & Gravois, 1999; Knotek, 2003). SSTs with multidisciplinary 
participation was mandated as a form of “Protection in Evaluation Procedures,” which were intended to 
reduce inappropriate and discriminatory referral and placements of students into special education. As a 
result of including principals, school nurses, multi-level general education teachers, and school 
psychologists, the team would use multiple criteria and use less-biased referral decisions than an individual 
acting alone (Fuchs, 1991). Research confirms that the assessment and decision-making process in the SST 
are still focused on a search for pathology and deficiency (Ysseldyke, 2001; Skrtic, 1995; Ware, 2002) 
rather than making changes in teacher training and professional development that guide general education 
teachers as they implement effective interventions. Furthermore, the SST process itself focuses on 
documentation of deficiencies (similar to a medical or pathological model that looks at symptoms). 
Because psychoeducational assessment and decision making of the SST are focused more on deviance than 
on demonstration of competence, this leads classroom teachers to provide evidence for these deficiencies in 
making a decision to refer students to the referral process.  
 

With the reauthorization of IDEA 2004, a movement has begun that is bringing the inclusion of at-
risk and second language learners to the forefront. In terms of the referral process, the emphasis is shifting 
from waiting for the student to establish a history of failure before the referral to a proactive approach of 
early interventions. This shift requires a considerable support from all of the stakeholders, especially in 
terms of school cultures and practices. The school site administrators and teachers need to be trained on the 
new directions of IDEA 04. The most important motivator for administrators for change is in terms of 
NCLB and its emphasis on school accountability in the high stakes testing requirements for general and 
special education  along with student mastery of grade-level state standards. 
 
  Another issue under IDEA 04 is the placement of the student in the least restrictive environment 
(LRE), which has resulted in the inclusion of special education students in general education classrooms. 
Inclusion of special education students becomes more problematic with NCLB federal mandate; 
considerable debate surrounds the issue of full inclusion with disagreement centering on the extent to which 
students should be placed in general education settings. One of the most important determinants of 
inclusion success are the attitudes of the general education teachers and the site administrators toward 
accommodating students with learning difficulties, as well as English Language Learners.  Many teachers 
feel a need for sufficient time, training, and resources to teach effectively in inclusive classrooms.  
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Educators need to be made aware of the arguments for and against inclusion and the manner in which the 
site administrator supports or does not support this movement.   
 
          One approach used by administrators to meet the spirit of IDEA 04 is the use of Collaborative 
Teaching Teams.  Collaborative teaching refers to an educational approach in which general and special 
educators work in a coactive and coordinated fashion to jointly teach academically and behaviorally 
heterogeneous groups of students in educationally integrated settings (i.e., the general classrooms).  
Specifically, in a collaborative teaching model both general and special educators are simultaneously 
present in the classroom, maintaining joint responsibility for specified instruction that is to occur within 
that setting. 
 
          The key to the collaborative setting lies in the way the two teachers share the knowledge each brings 
to the classroom as well as in the way each shares in the decision making process.  The classroom teacher 
has the essential knowledge of the content, specific supporting materials, skills and instruction and still 
provides that information to the students.  However, collaborative teachers also value and build upon the 
knowledge, personal experiences, and strategies that each other can bring to the lesson.  Collaborative 
teachers work together to set goals within the construct of what is being taught.  They also provide one 
another with a variety of options to activities and assignments that address all student interests and goals.  
Collaborative teachers jointly assess what the students are learning. 
 
          Teachers working in a collaborative setting should have students working together rather than 
dividing them into separate studies or into separate groups thus reducing the need to isolate any one 
particular student for instruction.  The relationship between the teachers as they share in the presentation of 
information and teach content skills for successful acquisition of information should help the students to 
master the subject matter.  While the general education teacher — the expert in the content matter — is 
teaching, the collaborative partner is assisting the students who need guidance following a lecture, taking 
notes, etc.   The reverse could also happen when the special education teacher is teaching.  The 
collaborative partner — in this case the general education teacher — is assisting the students who need 
guidance to follow along. 
 
          Effective partners in a collaborative setting support one another.  Each does not narrow the focus of 
his own area of specialty, but also knows about the others.  Each is aware of the goals and objectives of the 
content and the best manner in which it can be presented.  Each person in a collaborative setting models for 
the other…the content teacher models ways in which one can learn the subject matter; the special education 
teacher models ways the delivery of the subject matter could be supported or modified to satisfy the 
learning needs of the special needs students.  
 
          Collaborative teaching is not designed to have the special educator delivering special education 
instruction in the general education classroom.  The benefit of this design is that general and special 
education teachers plan together and share responsibility of instructional outcomes.  The ultimate goal is to 
empower the general education teacher with the knowledge and skills to successfully instruct children who 
have various learning needs.  The goal is not to relieve the general education teacher from the responsibility 
of teaching difficult students but to enrich the way that content information is delivered so that all students 
can succeed. 
 
          In some collaborative classrooms, general education responsibilities and special education 
responsibilities have been specified so that each person fulfills his traditional role within the general 
education classroom.  Special education teachers assist individuals and small groups who experience 
difficulty with the curriculum.  General education teachers plan for the whole class, teach the curriculum 
and evaluate progress.  In other collaborative programs special education and general education teachers 
share responsibilities for planning curriculum and lessons, presenting lessons in a variety of formats, 
managing behavior, and evaluating progress for all students in the class.   
 
 Additionally, the Vygotskian social constructivist model (Vygosky, 1986), which is based on 
interactions between the child and mentor, lends itself well to providing a theoretical basis for forming a 
collaborative SST to provide relevant and practical strategies and assessments that connect the child, 
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school, family, and community in the learning process.  In this context, the student should be able to draw 
on resources and experiences as authentic sources of learning from within the various venues of his or her 
life and thread them together through deliberate participation with these learning partners.   
 
 
Objectives 

This workshop will provide a “Tool Box” of strategies and guidelines to assist in the Student 
Study Team referral process for students at risk including second language learners. This workshop will 
provide administrators and teachers access to the changes mandated by IDEA 2004. It will examine the 
systems used in the referral processes implemented by schools and will explore ways of catching at-risk, 
bilingual students, and English Language Learners before they fall and fail.  The leaders of this workshop 
will survey those who attend regarding their knowledge of special education law and will attempt to answer 
questions to fill the gaps discovered in knowledge, implementation and philosophy of IDEA 2004. 
Workshop facilitators are retired school principals, retired general and special education teachers and 
supervisors with an extensive experience with culturally- and linguistically-diverse populations in southern 
California. While the debate continues concerning the placement and programs for students with 
disabilities in general education settings, this workshop will address issues concerning hiring practices of 
effective teachers, the laws which effect educational decisions concerning second language learners and 
students with special needs, and the ideal procedures for implementing a referral process with the inclusion 
of the parents with an active role.   
 

For school site administrators, vital factors include that they are able to provide leadership in 
following areas:  1) ensuring equal resources are allocated to all teachers who serve students with 
disabilities and second language learners, as well as general education students; examining the 
administrator’s role in maintaining this balance; 2) examining the results of inclusion and mainstreaming 
efforts, as well as the support and guidance provided by the site administrator to effectively include 
students with disabilities in all aspects of the general education school; and 3) examining the role of the site 
administrator as the instructional leader who sets the climate for the school and understanding how that 
climate affects the attitudes of the professionals responsible for the education of students with disabilities in 
the general education classrooms.   
  

For the teachers and other SST stakeholders, important factors include mastery and/or access the 
following areas:   1)  updating training of IDEA 04 and its legal implications; 2) demonstrating mastery of 
reading interventions strategies, as well as strategies for second language learners; 3) understanding of 
second language acquisition and English language development theory and practices; 4) receiving relevant 
training on providing a safe classroom environment for diverse learners and their parents; 5)  developing 
awareness of their own perceptions of students from a different culture in terms of labeling; and 6) ensuring  
continuity throughout the grade levels of appropriate implementation of strategies and approaches for 
second language learners (Thorsos, 2005). Stakeholders need to understand the principles of the response 
to intervention (RTI) identification process and how it fits into the SST process. 

 
Preliminary research from Sylva (2005) concludes that “variables such as culture, ethnicity, and 

diversity of attitudes and beliefs are defining characteristics of the natural environment and should be 
considered in providing services to young children and their families” (28).  In terms of students at risk, 
SST team members must maintain awareness of factors impacting this target population of students 
including poverty, health, addiction, abuse, and emotional intelligence.  Thus, it becomes necessary for the 
stakeholders to understand and welcome the breadth of diversity and areas of strengths and challenges that 
family structures bring to the SST table when decisions are being made about how to best support the 
children in question.   This workshop attempts to address these issues in relation to the collaborative 
functions of SST under the leadership of administrators in k-12 schools. 

 
The workshop will examine the current systems used in the referral processes implemented by 

schools and will explore ways of implementing IDEA 04 guidelines for early interventions. The leaders of 
this workshop will survey those who attend regarding their knowledge of special education law, the 
prereferral and referral process.  In addition, they will attempt to answer questions to fill the gaps 
discovered in philosophical underpinnings, content knowledge of processes, and implementation of 
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mandates. In addition to examining special education law and other federal laws impacting schools and its 
stakeholders, facilitators will discuss the following concepts: 1)  collaboration in the school setting, 2) the 
importance of integrating special education and general education resources, 3) effective strategies for 
school-site principals to create a safe and inviting environment to ensure parents’ full participation during 
the referral process, 4) cultural competence awareness for school administrators and other SST members, 
and 5) the development of  practical family literacy strategies for connecting schools with families.  

 

 
 
 
 

2007 HICE Proceedings 
Page 5962



References 
 
California Department of Education. Class Size Reduction: Fingertip Facts.  
http://www.cde.ca.gov/ftpbranch/sfpdiv/classizefacts.htm. 
 
CSR Research Consortium (1999). Class Size Reduction in California: Early Evaluation Findings, 1996-
1998. Palo Alto, CA: The American Institutes for Research, 650/493-3550.  
 
Carson, C., Huelskamp, P. L., & Woodall, T. D. (1993). Perspectives on Education in America. Journal of 
Educational Research, 5(6), 6, 249-311.  
 
Dunn, L. M. (1968).  Special Education for the Mildly Retarded—is much of it justifiable?  Exceptional 
Children, 35, 5-22. 
 
Hocutt, A., & McKinney, D. (1995). Moving beyond the regular Education Initiative: National reform in 
special education. In J. L. Paul, H. Rosseli, & D. Evans (Eds.), Integrating SschoolRestructuring and 
Special Education Reform (pp. 43-62). Fort Worth, TX: Harcourt Brace. 
 
Lewis, A. (1989). Restructuring America’s Schools. VA: American Society of School Administration. 
 
Linn, R. l. (2000).  Testing and Accountability.  Educational Researcher, 4, 4-15. Lipsky, D. K. &  
 
Gartner, A. (1996). Questions most often asked: What research says About inclusion.  Impact on 
Instructional Improvement, 25(1), 77-82. McDonnell, L. M.,  
 
McLaughlin, M. J., & Morison, P. (Eds). (1997). Educating one and all: Students with learning disabilities 
and standards-based reform.  Washington, DC: National Academy Press.  
 
Paul, J. L., & Rosselli, H. (1995). Integrating the parallel reforms in general education.  In J. L. Paul, H. 
Rosselli, & D. Evans, (Eds.),  Integrating school restructuring and special education reform (pp. 188- 213). 
Fort Worth, TX: Harcourt Brace.  
 
Schrag, P. (1997). The Near Myth of our Failing Schools. Atlantic Monthly. October,1997. 
 
Scruggs, T.E. & Mastropieri, M.A. (1996). Teacher perceptions of  mainstreaming/inclusion, 1958-1995. 
Exceptional Children, 63(1), 59-74. 
 
Spillane, J.P., Halverson, R., & Diamond, J.B. (2001) Investigating School Leadership                    
Practice: A Distributed Perspective. Educational Researcher, 30(3), 23-28.  
 
Sylva, J. A. (2005).  Issues in early intervention:  The impact of cultural diversity on service delivery in 
natural environments.  Multicultural Education, 13(2), 26-29.  
 
Turnbull, A., Turnbull, R., &Shank, M., & Leal, D. (1999). Exceptional Lives: Special Education in 
Today’s Schools. Columbus, OH: Merrill, an imprint of Prentice Hill.  
 
U.S. Department of Education. (1995). The seventeenth annual report to Congress on the  
Implementation of the Individuals with Disabilities Education Act.  Washington, D.C: U. S. Government 
Printing Office. 
 
U.S. Department of Education. (1996). The eighteenth annual report to Congress on the  Implementation of 
the Individuals with Disabilities Education Act. Washington, DC: U.S. Government Printing Office. 
 
Villa, R.A., Thousand, J.S., Meyers, H., & Nevin, A. (1996). Teacher and administrator     Perceptions of 
heterogeneous education. Exceptional Children, 63(1), 29-45. 
 

2007 HICE Proceedings 
Page 5963



Vygotsky, L.  (1986).  Thought and language.  Cambridge, MA:  MIT Press.  (Original work published 
1934). 
 
Waldbart, A., Yeyers, B,&  Meyers, J.  (2006).  Invitations to families in an early literacy support program.  
The Reading Teacher, 59(8), 774-85. 

 

2007 HICE Proceedings 
Page 5964



 
 

Hot Tamale Mama in Tokyo 
 

An Audience Interaction with the Panel on issues related to teaching 
with case studies and short video clips in cross-cultural awareness 
 

By  
 

Mari Vawn Tinney, Ellen Williams, and Barbara Morgan  
 
Mari Vawn Tinney 
ABD Doctoral Candidate at Utah State University, Logan, Utah 
Part time faculty, Teacher Ed Dept. at Brigham Young University, Provo, Utah  
Mailing address: 7775 Ash Point Circle  
Eagle Mountain, UT 84005  
Email: marivawn@gmail.com 
 
Dr. Ellen Horiuchi Williams 
Adjunct faculty, Student Teacher Supervisor, Teacher Ed Dept. Brigham Young 
University-Hawaii 
Formerly, Student Teacher Supervisor, George Washington University, Washington, D.C. 
Mailing address: 99-135 Kealakaha Drive 
Aiea, HI 96701 
Email: international_williams@yahoo.com 
 
Barbara Morgan  
ABD Doctoral Candidate at Utah State University, Logan, Utah 
Adjunct faculty, Religion Dept. at Brigham Young University, Provo, Utah   
Mailing address: 1056 Elgin Ave. 
Salt Lake City, UT 84606 
Email: morganbe@ldschurch.org 
 

Abstract 
 

Confronted with a cultural incongruity?  A blond Caucasian speaking fluent 
Spanish?  A Japanese face uttering German? A scenario that defies your cultural learning?  
Hot Tamale Mama will tickle your fancy as personal experiences and research are shared 
to dissolve cultural stereotypes. Discover how relatively easy it is to be aware of various 
worldviews. Learn the meaning of high and low context communication preferences.  
Strengthen your awareness for operating successfully in a global society.  
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With the purpose of promoting intercultural understanding to deal with educational 
cultural shock in the classroom, our panel discussion will explore different views of 
teaching situations. The panelists will speak from three different teacher perspectives: pre-
service teacher, student teacher, and in-service teacher. The introductory discussion offers 
short case studies and examples from personal experience. Two short video-clips will 
introduce the influence of high-and low-context communication on both student and 
teacher expectations in classrooms. A question and answer period will conclude with 
useful strategies and approaches that both students and educators can use for a cross-
cultural view.  Our handout with resources will be available by email.  

 
Our three main discussion topics are: 

 
1. Understanding cultural differences cannot only be fun but relatively easy once 

you are aware of various worldviews and certain guidelines.  
2. The influence of high-and low-context communication on cultural views and 

preferences 
3. The importance of being open, flexible, and aware is critical— understanding 

that you may not always have the answers for every situation at first. 
  

The two video clips were filmed at a university on Oahu. They depict a mismatch 
with the teaching style of a US. trained teacher versus the students’ ideas “of a normal 
class”, based on the educational values and teaching styles of their former schools or 
country.  Everyone views the same events, but they perceive and react to these events in 
different ways, depending on their worldviews and previous experiences.  

Many of the people assume that everyone else sees the world and this learning 
situation just like they do. They do not realize that there are different ways to interpret this 
situation. Some people do not realize that others feel uncomfortable or upset.  One 
purpose of this short video is to assist viewers to ask: “Can you look at the world and life 
around you through the eyes of a person from another community of practice, discourse 
community, culture or nation?”)  

ESL students can adjust faster if they realize they are joining a separate academic 
discourse community for each type of academic discipline, course, or field of study that 
they are taking (Biology, Sociology, etc.) and meaningful participation in new settings.  
So, they go from “outsiderness” to “insiderness”.  Learning how to read the big picture 
and seeing what’s shared and valued within a discourse community will be shared.  
Learning is more than classroom interaction patterns, for it is also the individual 
professor’s style and approach to vocabulary of the readings, lectures, concepts, and 
assignments.  
 
Our background:  

Our experience runs the gamut of teacher preparation. Mari Vawn Tinney teaches 
multicultural education to pre-service teachers before their student teaching, Ellen 
Williams is a student teacher supervisor at BYU-Hawaii, and she supervised student 
teachers for 12 years including at George Washington University and else where. Barb 
Morgan interviews teachers from many countries while they teach in the real world. She 
notes their struggles and concerns in order to improve their training in the coming year. 
Barb also interviews focus groups of supervisors and education administrators throughout 
the world about issues to improve educational implementation.  
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In addition, Ellen lived in Germany and Honduras and visited over 57 countries of the 
world.  She was born in Lahaina, Maui, Hawaii. She has served at the federal, state, and 
local levels of education.  She hired ESL teachers for the 20th largest school district in the 
United States and grew up in a bilingual, bicultural home. 
. 
Mari Vawn taught English as a Foreign Language for six years in Mexico and then ESL in 
the USA. As an instructional designer, she designed and developed several computer-
based courses for Spanish-speakers and ESL learners. She has taught at all levels for K-
12, college, adult-ed, corporate, and government courses. Her research emphasizes 
culturally sensitive online courses and educational adaptations in organizations’ courses. 
 
Barb learned Spanish in Los Angeles, California, has done research in Peru for a non-
profit international funding program, has taught bilingual religion classes for high school 
and college students for years, writes curriculum and cases studies for international 
groups, and serves on a Spanish Initiative committee on language acquisition for a 
worldwide organization. 
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Abstract 

 
Few studies have explored the work of successful beginning teachers in diverse settings.  
This investigation follows one promising young, white elementary teacher through her 
student teaching in the inner city of Washington, D.C. and into her first year of teaching in a 
suburban, diverse Virginia school.  Seven themes articulate her journey into more culturally 
responsive teaching.  These themes may help teacher education candidates consider their 
own attitudes and actions towards diverse others.   

 
Key Terms: Teacher Preparation; Urban Context; Culturally Responsive Teaching 
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Beginning teachers often lack the emotional, experiential, pedagogical, cultural and 

personal understandings required of successful teachers in our most challenging schools 
(Bullough, Young, Birrell, Clark, Egan, Erickson, Frankovitch, Brunetti, & Welling, 2003). 
Despite these realities, some novices will find ways to succeed in challenging schools. The 
fortunate ones are placed for student teaching in diverse settings with mentors who can 
guide them toward culturally responsive practice. Much has been said about the need to 
better prepare teachers for diverse youngsters (Orfield & Lee, 2005) because these children 
comprise an increasing proportion of our student school population nation wide (Cushner, 
McClelland & Safford, 2006). In fact, they are the majority of children in some settings (Suro 
& Tafoya, 2004), including those at the bottom of the achievement gap, in some prisons, and 
in other places of wasted potential (Hu-DeHart, 2004).  

Often the backgrounds and cultures of teachers differ from their students in ways 
that may hinder teaching and learning. For example, Jenson (1995) notes that 75% of 
teachers are sequential, analytical presenters, while 70% of their students do not learn this 
way. When mismatches occur, according to Birrell (1995), the inability of teachers to fully 
comprehend and effectively respond to these differences may hinder their own growth and 
the success of students whose life, language, and learning needs do not mirror their own. 
Others agree (Miller, Miller & Gwaltney, 1998; Smith, 2001; Bentley, Tinney, & Chia, 2005; 
Helmer & Eddy, 2003; Neuliep (2003). 

Cultural and life differences between teachers and students in diverse classroom 
settings may be further complicated by the age and experience of the teacher. Haberman 
(1989), known for profiling effective “star” teachers of poor and urban children, long ago 
noted that novices, particularly young teachers soon out of teacher education programs, 
usually struggle in those school settings. These are intense teaching environments even for 
those with dynamic, seasoned teaching skills, which are typically underdeveloped in novices. 
If quality mentoring is absent, as it sometimes is in urban settings, novices must work in 
isolation, which can hinder their development, because meaningful feedback and helpful 
association are absent (Birrell, 1995; Bullough et al., 2003). 

What can we learn about the profile and progress of those who appear to succeed in 
difficult schools soon into their careers? In this manuscript, we examine the work of a first 
year teacher who successfully completed her student teaching in the inner city of 
Washington, D.C. and then accepted a teaching position in suburban Virginia. Specifically, 
we explored how learning to teach in an inner city school influenced a beginning teacher’s 
thinking about teaching and learning, and about herself and her students. The conversations 
and observations presented here are reported in seven themes that capture the thinking of 
this promising novice, now in her second year of successful teaching. 

 
Participant and Setting 

Nora, not her real name, was raised in White, upper middle class suburbia, on the 
east coast. She is White and 24 years old. She attended upper middle-class, monocultural 
White schools, taught by White teachers like herself. She came to our university to complete 
her teacher education degree in elementary education, the fulfillment of a life-long dream. 

Recognizing her lack of experience with diversity, Nora applied for a semester-long, 
student teaching program that is a partnership between a private, largely White western 
university and the District of Columbia Public Schools (DCPS) in Washington, D.C. She was 
selected because of her outstanding academic record, mature classroom performance—
including during field practicums, along with her ability to work with individuals at the 
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university. In short, she appeared to possess the skills necessary to successfully complete her 
student teaching in a predominantly Black, inner city elementary school. 

The student teaching partnership between our university and DCPS has been in 
place for over a decade. In that time, over a hundred elementary and secondary preservice 
teachers have completed their teacher preparation in this setting. At first, before those 
responsible for this program at our university knew what they were doing, our students 
would often complete their DC experience and leave teaching. Or, they would head back 
quickly into mainstream schools, while dismissing urban schools and children as hopelessly 
lost. 

That reality has changed. Today nearly half of the student teachers who participate in 
the Washington, D.C. experience pursue diverse teaching settings to begin their careers after 
graduation. Nora is among them.  

After graduation, Nora accepted a teaching position in a diverse school in Virginia, 
not far off the DC Beltway. Her students ranged from low to middle income and 
represented several ethnicities and nationalities. About one third of her 24 fourth graders 
were White, three were Black, and the remaining were primarily Middle Eastern, Asian or 
Hispanic. The school presented itself as progressive in its views of race and diversity, though 
not all teachers we interviewed understood or appreciated the challenges or benefits of 
teaching diverse youngsters. 

Of particular interest to us was how Nora dealt with one displaced Black child from 
an inner city setting, very much like those from Nora’s student teaching context. The death 
of her mother meant that the child would have to leave her familiar inner city neighborhood 
and move in with her grandmother in a more suburban setting. 

In interviewing Nora’s peer teachers, we discovered that the child was failing in every 
classroom (subject area) except Nora’s. This study provides an explanation of how student 
teaching in the inner city prepared Nora to help children that other teachers were less 
successful with, including this child from the inner city. Lessons learned from student 
teaching in Washington, DC helped Nora to understand and respond to the needs of this 
child who otherwise appeared to be culturally and educationally lost. A salient part of the 
study was Nora’s willingness and ability to work with a child that more experienced teachers 
had dismissed as disinterested. 

Method 
Over a two-year period, which included supervising her student teaching, the 

researchers (and also student teaching supervisors in DC) frequently made contact with 
Nora. They would visit her classroom biweekly to supervise her and other student teachers, 
and to collect data from her. We selected her for this study because of her efforts to 
personally change and improve, rather than criticize and dismiss those children who were 
challenging her skills (and identity) in the classroom. We observed Nora during student 
teaching and into her first year of teaching, over a two-year period. We also conversed with 
her through multiple e-mail messages and phone conversations. All conversations were 
recorded and transcribed, along with any relevant e-mail comments. Transcriptions were 
coded using grounded theory protocols (Corbin & Strauss, 1990). 

We interpreted her oral and written statements as reflecting her ideas or meanings 
about her experiences, and verified our accuracy in recording her words. Similar 
ideas/statements were placed into categories and given a working definition that evolved 
until the coding was complete. To ensure accuracy in defining and reporting the data, we 
independently and collectively coded the transcripts. 
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Disagreements in the meanings of statements (and categories) and the placing of 
statements into categories were dealt with through long discussions until agreement was 
reached. We also confirmed our themes through observations and continued conversations 
with Nora and others in the school setting, including three grade-level teachers and a 
principal. 

 
What We Learned 

The seven themes which emerged are presented here and reflect Nora’s emerging 
beliefs, as conveyed to us in conversation and through observation. They provide us with a 
window with which to view her understandings of her own work as they relate to her 
choices and actions. Her words also allowed us to speculate about our influence on her 
during teacher preparation. The themes include: teaching with affirmation; getting into their 
world; affirming the priority of love; providing effective instruction; managing with clarity; 
relying upon your best virtues; and getting good mentoring. What follows is a discussion of 
each theme, framed in our analysis. 

 
Teach with Affirmation 

To engage in affirmation teaching, one must always act in ways that support and 
encourage the other. Nora demonstrated affirmation teaching through a complex set of 
behaviors that gave students a sense of well-being in her presence. Her supportive voice 
tones and helpful assistance, and her ability to quickly adapt instruction and individual 
expectations encouraged student effort. In addition, her willingness to respond positively to 
every student concern and attempt at resistance conveyed to students the sense that she was 
so capable as a teacher, and so committed to their success, that students could not fail--so 
trying was a better option. 

And, according to her assistant school principal, most of Nora’s students did not fail. 
When asked about Nora’s skills as a first year teacher, the assistant school principal smiled 
and said, “We are pleased with [Nora’s] abilities, as a first year teacher. She is having more 
success with her [African-American] students than are her more experienced colleagues.” 
This accolade was quickly met with praise for her peers, when Nora noted that if she had not 
had the DC experience, she would have been as uncertain as her team, all of which were 
white and none of which had any experience in inner city schools. Our conversations with 
two of the three peer teachers confirmed their frustrations with the inner city transfer child, 
including “She does not care,” and “You can’t get her to do anything but sit there.” There 
was a sense of hopelessness in these comments. 

Nora further demonstrated affirmation teaching in the ways she handled student 
concerns. Her reassuring tones and comforting words seemed to reduce student stress and 
encourage patience rather than helplessness. Phrases like “I could not have said it better,” or 
“Right now you are confused, but you’ll soon get it” silenced student concerns. Nora’s warm 
affirmations reassured students that success was possible—even inevitable, and always 
recognizable by the teacher. 

One student protested that he had missed class the day before and did not know 
what to do. Nora replied with, “Don’t worry. I can catch you up in about two minutes.” 
Another student said that he did not understand the material and worried that he would fail 
the upcoming exam. To this Nora reassuringly replied, “You’ll know enough by the time we 
take the test; I won’t let you fail.” 

In Nora’s words, she was often “faking it,” with respect to her emerging 
instructional skills. Clearly, she understood the need to sincerely convey confidence in 
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children or they would not try the task, a notion she learned while student teaching in DC. 
She explained, “I realized during student teaching that some children learn helplessness as a 
way to avoid failure. It wasn’t enough to tell them they could succeed; you had to help them 
succeed, and then they would be more willing to believe you and try new things.” 

This understanding of and commitment to affirmation teaching came, partially, from 
the belief that all children can learn, a notion that was grounded in her spiritual beliefs about 
the nature and potential of humans, and the nature of interactions between humans and 
heaven, as she understood them. “All people are children of God, equal in his eyes,” Nora 
declared, and then she added, “God may love equally, but He interacts and instructs 
individually.” These beliefs coupled with her educational experiences influenced Nora’ 
commitments to becoming the right teacher for each child. 

Undergirding this commitment to affirmation teaching of individuals was a 
commitment of love. To Nora, affirmation teaching is just “another expression of love.” 
Loving the children, with respect to the complex act of teaching and learning, included 
making the classroom a fun place to be, and one where laughter was constant, thereby 
keeping the stress down—especially your own. “You have to self-regulate,” she noted, and 
added, “You can’t fake loving your students or work; they will see right through you.” “If 
you are uptight,” she mused, “you won’t get it right.” 

Some students reciprocated affirmation teaching by seeking to please her. For 
example, Nora’s classroom is arranged into groups of desks, five to a cluster making a table. 
The fifth desk in each cluster is hers for the times when she works with that particular group 
of students. On one occasion, her back was turned to a group of students, one of which was 
misbehaving. The child next to him complained, “Ms. N., Renee is hitting people with his 
ruler.” Without even turning or looking, she said reassuringly, “I know Renee better than 
that.” Renee stopped the behavior and went back to working on the assignment. It would 
seem that he did not want to disappoint her. The message that “I know you better than that” 
may have, in this instance, translated to “I know you are better than that,” a translation he 
seemed to respond to instinctively by improving his conduct without making eye contact 
with the teacher. 

While observing Nora, we did see the normal challenges new teachers face. When 
asked what she does when nothing seems to work, Nora said, “You just remind yourself why 
you are there, why you became a teacher, and start over with a smile the next day. All’s 
forgiven from yesterday. Don’t bring yesterday to school. It’s over.” This is the affirmation 
of a new day and a new beginning for all. 

 
Get Into Their World 

When Nora began student teaching in the inner city, her first attempt at group 
instruction was “a miserable failure,” as she put it. She added, “I knew that tomorrow’s 
lessons would fail, also, since I was not sure why I had failed today. So, I knew that going 
back into the classroom meant more failure for me. I needed a reason to go back.” 
Haberman and Post (1990) argue that teachers, especially younger teachers, often struggle in 
urban classrooms because they do not know how to make sense of failure, or how to 
separate professional failures from personal feelings. 

Nora struggled with these challenges during student teaching, but she quickly came 
to understand the need to separate performance in one context from potential in another. 
She said, “I had been told by my supervisors to possibly expect initial failures in this new 
environment, and that failure is only feedback—do it differently next time. Although I 
struggled rather quickly, I knew I could not take failure personally or I would lose my 
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confidence as a teacher. I know I can teach in Utah. I have to discover if I can teach here. If 
I can, I then have to figure out how to use what I learned here in other places.” 

To encourage risk taking in learning to teach, Nora’s university supervisors assured 
her that her student teaching evaluation and performance expectations would be contextually 
specific, modified to the realities of teaching in an inner city and not in the shadow of her 
university. This helped Nora “feel more comfortable taking risks, knowing that I would be 
judged according to my circumstances, and not as if I was back home at college. It helped to 
know that expectations for me have been modified so that I can succeed here, knowing how 
badly I did at first.” 

Feeling reassured in the face of inevitable failure, and having the possibly of 
obtaining success affirmed, Nora found the motivation to take risks as a student teaching in 
an unfamiliar setting. Once she accepted the assurances that failure was only information 
and not a permanent condition or component of identity or evidence of ability, she reached 
a turning point as an emerging teacher. She disclosed, “I realized one thing I could do the 
next day that I could be successful with—I could go back to the classroom with the goal of 
getting into their worlds, of getting to know them, and learning to love them. That made me 
more willing to go back and face the reality that getting through failure is part of finding 
success.” 

Here we see evidence of her understanding of the need for small victories as a 
learner, for Nora did not see herself as a teacher—quite yet. She could not see herself as a 
teacher until she could comprehend more fully those she was required to teach. Given that 
she was a “tourist” in the school and that the kids were natives, the mismatch between 
teacher and student initially and frequently created havoc for her. 

“Student teaching taught me to build connections with children. I learned that good 
relationships were necessary for good teaching. If you cannot get into their worlds, they will 
never care about you as a person or teacher.” This understanding, gained and expressed early 
in Nora’s experience with the DCPS children and stressed during her campus-based 
preparations for student teaching, became the basis for her thinking about affirmation 
teaching and getting into the world of her children. “Caring and learning are inseparable, 
especially here where it takes love and patience to break through their resistance,” noted 
Nora. She added, “You cannot break through their resistance unless you show real interest 
in them, which requires you to get inside their head in order to understand what is 
happening in their world.” 

She spent the next few weeks just getting to know the kids, including playing games, 
laughing, singing, and observing. She would kneel next to them so as to talk at eye-level. 
Nora did this because she “wanted to convey a sense of safety, not authority with them,” she 
explained. Authority came as she gained their respect and positive regard. 

This lesson was useful to Nora when she accepted her teaching contract after 
graduation. Nora had gone from being a student in all White schools, to being a student 
teacher in an all Black school, to becoming a first-year teacher in an ethnically diverse school. 
She saw the various worlds (ethnicities) of her children before her and “spent the first few 
weeks getting to know my students, and not demanding respect, just earning it with 
kindness.” 

Children respond to kindness. They also respond to interested teachers. Nora knew 
that to be successful in this diverse environment, she would need to leave much of her 
cultural reality, set aside her ethnocentric assumptions, and open herself up to the lives and 
realities she had little understanding of. According to Nora, “If you stay in your own world, 
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you live and die with your own assumptions.”  She had to be the kind of person they wanted 
to know and be known by in all the right ways. 

She added, “I learned in my diversity course that assumptions only reveal biases. 
Thus, my assumptions say more about me and who I am, and less about the other person. If 
I want to know other people, I have to enter their worlds.” Nora learned that teaching across 
diverse settings is not only instructional, it is also invitational by being relational. 

Relationships were important to Nora. She needed to know the children well enough 
to read their faces for emotions. She explained, “I learned to read their faces for signs of 
emotional stress. Every day I stand at the door and greet each student as they enter the 
room, looking deeply into their faces to know what their emotional temperature is, especially 
when they come back from recess or lunch.” By being so aware of the students, she 
conveyed her interest in them and was able to head off potential problems. This level of 
student-centeredness is not typical of beginning teachers. 

Another way she demonstrated awareness was by anticipating student problems, 
which allowed Nora and her students to avoid potential confrontations. She simply picked 
her battles carefully. For example, if a student did not have a paper or pencil, she would not 
demand to know why. Instead, she warmly asked, “Do you need a pencil or paper?” Nora 
did not see the need to increase the emotional temperature of the room by inviting 
unnecessary arguments that expend energy that might be better used in learning. She 
clarified, “Perceive their needs, and imagine how a child would look at a situation, and then 
act like a caring adult.” 

To encourage communication and discourage contention, Nora would use 
contextual language that is familiar to them. Nora noted, “If I am disappointed in them, I 
use terms they are familiar with. I might tell them that I am feeling disrespected, rather than 
disappointed. Some words just have more power with them.”  She is attesting to the power 
of using contextually familiar language, which is the use of terms that have more meaning to 
students.  The use of contextual language can be clarifying to both teacher and student, as it 
gives them a common vocabulary for communicating and understanding expectations and 
relationships.  

 
Affirm the Priority of Love 

Nora asserted, “Not every educational encounter stirs feelings of love.” Actions 
cannot avoid consequences. Nora learned from her cross-cultural experiences in D.C. that 
punishment for some individuals is necessary, but it must be preceded by and followed with 
the affirmation of love, including a return to grace or acceptance. One cultural tendency she 
saw among some inner city parents was to withdraw love from their children when they 
misbehaved, though they later restored that love when all was forgiven. Ruby Payne (2001) 
explains the tendency of some individuals, especially those in poverty, to withdraw affection 
and withhold approval from others, especially their children, when disappointed. 
Reunification is essential, if not inevitable. 

Nora seemed to understand the importance of minimizing the time spent in 
opposition to and frustration with one another. She said, “I could not survive here if I had 
not learned to be slow to take offense and quick to forgive. That is how I stay resilient.” 
Nora continued, “There are times when a child makes it difficult to feel love towards them. 
At those times, I intentionally find something positive to say to them, even if it is something 
neutral, like—I like your shoes.” 

Remaining positive with the children required her to keep a positive relationship with 
them. Nora acknowledged, “It is much easier to teach them if you are someone they want to 
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please, because they sense you are pleased with them.” When asked how she managed to 
remain positive, she added:  

You get back what you send out, so you monitor your own self. Look past the 
behavior and try to discern the need. Be determined to succeed, but know your 
limits. And mostly love without judgment. Love them enough that when you cannot 
get them to change, you change yourself. 

By doing these things, Nora noted: 
You capitalize on small joys; celebrate the smallest successes. Let the student know 
that you are determined to maintain love for them, even when they are harder to 
love. You keep going back to love; you start the day with love and end with it, no 
matter what comes in between. 
Nora was very aware of the “in between” times, especially as a first year teacher. 

When students would begin a task, Nora would look to her most struggling student, the 
black youth who transferred from the inner city. She would help the child by offering 
encouraging thoughts and assistance to get her started and then leave her while promising to 
be right back. Even when she was gone helping others, Nora never really took her attention 
off from the struggling student. A frequent reassuring nod or smile let the child know that 
Nora was aware and concerned in between visits to her desk. 
 
Provide Effective Instruction 

Nora had the typical problems of a first year teacher, but she responded to them 
with atypical and mature perspectives. When asked about her advanced instructional and 
relational understandings so early in her career, she credited her experience student teaching 
in the inner city, among other things. Nora realized, “What I learned in D.C., and the 
confidence I gained there, has given me a greater sense of the struggle of teaching and the 
challenge of learning for children. I know that if I can succeed there, I should be successful 
anywhere.” She noted that “good mentoring” from university supervisors who understood 
the kinds of struggles she was passing through was key to her development. 

Despite displaying the typical kinds of exhaustion and frustration of a first year 
teacher, Nora remained, at least on the surface, quite calm and in control of herself. This 
calmness was intentional. She knew that her state of mood was one of the first ingredients of 
successful teaching. Nora explained, “First, you’ve got to love what teachers do. If you don’t 
love it, you cannot really do it well. If you love it, you can get through the challenges 
calmly.” 

Besides remaining calm and loving what you do, Nora viewed good instruction as 
“Focusing on children and how they are responding to each lesson, and then adapting—
assuming nothing.” In a sense, Nora ran multiple classrooms her first year of teaching, one 
for each child she instructed. “I had to,” said Nora, “because each child comes from a 
different reality and I have to adjust my teaching for those realities.” 

We saw this demonstrated by the way she attended to her struggling transfer student. 
As we indicated, there was never a moment that she did not seem to keep one eye on the 
child, and the child knew it. She managed to be most aware of those with the most trouble in 
completing their work. Moving quickly from table to table, she seemed to maintain eye 
contact and provide a reassuring smile to struggling children. After working with a child 
patiently, she would say, “I will get back to you in a moment. Try it on your own. You will 
be alright.” 

Nora mentioned a host of additional beliefs about good instruction that include 
actions such as 1) state what is to be learned, 2) review classroom rules before each new 
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activity, 3) provide sequential and manageable content, 4) go from the simple to the complex 
and the concrete to the abstract, 5) teach behavioral skills for how to act and think in a 
learning activity, 6) avoid assumptions about what you think children are learning—find out, 
7) accept only success as an option by individually defining success and progress, 8) teach 
the basics and reducing complexities in content, 9) honor cultural tendencies during 
instruction,10) practice test taking, 11) work with multiple adults in the classroom, and 12) 
understand the multiple ways of learning and knowing and how to represent them. 

 
Manage with Clarity 

To Nora, classroom management meant first taking care of yourself, your own 
emotions, expressions, conditions, and expectations. Self-management became a model for 
her classroom. When misbehaviors were evident, she did not make big deals out of small 
matters. According to Nora, “You have to avoid mountain climbing over mole hills, or you’ll 
drive yourself crazy.” She also noted, “Management is different between different cultural 
groups. For some groups, I only have to look at them disappointedly, and they stop. Others 
don’t seem to respond until I reach a point of yelling. I won’t yell; that only makes me 
frustrated. I have to know what management strategy works for each child.” 

Part of managing behavior, according to Nora, is understanding what is causing the 
mindset of misbehavior. A slow temperamental fuse helped as she patiently worked with 
children who were off task or acted inappropriately. A deep candy dish also helped to 
manage student behavior. Nora used many incentives to reward desired behaviors. Different 
children received different kinds and amounts of rewards, depending upon their effort in 
relation to their individual needs and abilities.  

Besides rewarding positive behaviors, Nora learned to provide negative 
consequences for inappropriate actions.  Thus, students learned to predict which behaviors 
would help them succeed and which would result in undesirable consequences.  Setting 
rewards as a means of establishing boundaries of conduct helped students to understand 
limits, and the connections between their actions and the reasons some actions were taken 
against them by the teacher.   Student teaching in Washington, D.C. had taught Nora the 
need for clear and constant, and oft repeated expectations and consequences at school, as 
many students worked to navigate the differences between home and classroom realities.  

She also prepared the children to understand her response to intellectual inequality 
or unequal natures, by telling them that they get what they need to succeed, and not all need 
or get the same. Thus, as Nora put it, “My students clearly know what I expect of them, 
what they need to succeed, and what awaits them if you do. And I do not give them work 
they cannot do. That is setting them up to fail and celebrates inequality, not individual 
success. Success is always individually defined.” 

 
Rely Upon your Best Virtues  

Having grown up in a devoutly religious home, Nora had a well-developed sense 
about virtues, right and wrong, and the human dimension and spirit. These beliefs were the 
guiding lights that informed her actions and behaviors in the classroom. For example, she 
noted the need to “avoid anger or use it sparingly. Anger is only effective if people care 
about you and what you think.” Therefore, she worked to establish the kinds of relationships 
with children that reduced the likelihood of conflict and failure, yet were true to her beliefs 
about meaningful connections. 

The power of example was also important to Nora. She clarified, “You have to be 
the example you hope they will model, especially as a learner. You don’t know everything; 
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you’re not always right.” This sense of humility and of her humanity came from what she 
called an understanding that “you are teaching children, not lessons.” 

 
Get Good Mentoring 

The final theme stemmed from the struggle to get good mentoring from cooperating 
teachers in D.C. Finding good teacher mentors is always a problem in the inner city. Nora 
went from poor cooperating teacher mentoring to a high degree of mentoring and concern 
from her peer teachers in her suburban school. Peer support taught Nora the value of 
“Working in supportive schools where you can help one another to de-stress, problem solve, 
promote reflection, and grow personally and professionally.” In such an environment, she 
expressed, “People do not expect perfection, but only improvement. Nora needed to work 
in a school where she was safe to risk failure. Because failure is only feedback, failure meant 
to do something differently next time. An environment that expected success needed to 
anticipate failure, as well as put failure into proper proportion as part of the learning process 
for both teacher and student. With this commitment, there is little wonder she sought to 
create such a classroom environment for her students. 

She spoke of the need for working in schools where flexibility and risk taking lead 
individuals to confident achievements, including feeling good about oneself. That confidence 
came as a part of, Nora asserted, “Having chosen the harder path by teaching in schools 
with the greatest needs and by first failing and then growing at much higher levels of 
understanding.” 

 
Making Sense of Nora 

As a first year teacher, Nora possessed some rather mature perspectives about 
teaching, learning, and learners. These perspectives seem to have come from her ability to 
make sense out of failure and uncertainty—and of herself in unfamiliar settings to adapt her 
teaching approach through experimentation with trial and error. In short, Nora was allowed 
to fail as part of her learning how to successfully teach. That failure led her to find ways to 
be successful, rather than to retreat to “safe” strategies that reduced teaching to a 
paper/pencil process. 

Feeling safe as a learner is essential to realizing growth as a teacher (Birrell, 1995). In 
today’s high stakes educational environment, where testing and accountability demands often 
label children, teachers, and schools as failures, we should not be surprised if teaching and 
learning are reduced to lower level events. This precaution could avoid public shaming or 
being labeled as a failure when accountability measures fail to account for human 
dimensions. It would help reduce the number of times when teachers are acting under 
increasing duress as they dismiss a struggling child as disinterested, rather than taking time to 
understand how to help students to succeed, as we saw in this study. Because Nora had 
sufficient help and resources to work through inevitable failures as well as find a safe space 
for learning from failure as a student teacher, she came to discover ways to grow personally 
and professionally. These lessons influenced her ability to create a learning environment that 
helped children deal with uncertainty and failure once she became a teacher.  

It is no secret that student and teacher growth are inseparable; they are 
interdependent. Those who attempt to direct, mandate, and ensure improvements in 
education cannot ignore this truth. There is no substantive school improvement apart from 
real human growth among those who must teach and those who must be taught. Truthfully, 
nurturing teachers is a lot like nurturing children. Both require a host of supports (including 
time to develop) that are not always made available to schools when accountability demands 
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have increased as much as they have today. The most effective demands for improvement 
came from Nora’s heart and her dedication to children. You cannot legislate caring. 

Finally, we must have caring classroom and teacher educators. And we must not lose 
the ability to care in the face of increasing demands on our work. Demands may change 
activities, but if they do not change hearts, little will change in outcomes. We saw this in the 
behavior of Nora’s peer teachers. They were all pleasant people, as Nora noted—and we 
agree with her analysis, given our visits with them. Yet, without a change of heart towards 
the so-called “disinterested” inner city child, there is not much hope that the school will live 
up to its creed to educate all of its children, even if it attains Annual Yearly Progress.  
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Abstract: 
Informal science education organizations such as museums and nature centers provide 
high quality science and environmental education experiences for elementary level 
children and are used frequently by public schools to supplement their elementary science 
curriculum.  Pre-service elementary teachers in my undergraduate and graduate level 
classes, EDU374 and EDU513: Teaching Science in the Elementary Schools, at SUNY 
Cortland are required to devote at least three clock hours of time in volunteer service to 
local science related facilities for the purpose of learning about the contributions the 
agencies make to elementary science education and to provide a service to the 
organization.  This study examined the perceptions of the students who had completed 
this assignment over the past year and the directors of the organizations where the 
students volunteered.  Specifically, the study sought to determine: 1.  whether the college 
students actually learned about the roles of such organizations in providing elementary 
science experiences for elementary level children; 2. whether the college students also 
learned some new science content themselves as a result of their participation in these 
programs and 3.  whether or not the organizations felt that the college students provided a 
valuable service.  Results showed that the vast majority of the students were able to 
clearly articulate the role of the organizations in providing elementary science 
experiences to school children and that they learned some new science content 
themselves.  Likewise, the directors of the organizations involved in the study were very 
enthusiastic about the participation of the college students in their programs, even though 
the students participated for only short periods of time. 
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Wellesley College 
 

Abstract 
 
This study presents a linguistic analysis of three synonymous adverbs kanarazu, kitto and 
zettai(-ni).  These adverbs roughly share the semantics of 'surely'; and the similarity 
sometimes causes difficulty for learners of Japanese in their uses.  For instance, 
kitto/zettai(-ni) is acceptable, but kanarazu is unacceptable in example (1):  
 
(1) Kore, wa *kanarazu/kitto/zettai(-ni)  omosiroi yo. 

this top  surely   interesting sp. 
 (This book is surely interesting.) 
 
How can a non-native speaker tell which adverb is appropriate?  The typical sources of 
information would be textbooks or other reference books.  However, reference books 
generally provide definitions for adverbs but only simplistic explanations of their uses at 
best.  They do not give enough information to guide the non-native speaker in the actual 
usage of these items, and even those comparisons among nearly synonymous expressions 
that do exist are not thorough.  For example, Hirose & Shoji (1994) states that kitto is 
used in situations requiring an expression not quite as strong as kanarazu (216).  
However this observation does not account for the unacceptability of kanarazu in 
example (1): it should be explained that kanarazu cannot modify adjectives.  The main 
objective of this study is to clarify the rules governing the choices among these 
synonymous adverbs in order to make this information transparent for the non-native 
speaker.  The various syntactic and semantic features potentially involved in constraining 
the use of each adverb are examined.   

I hope the sharper characterizations of each adverb make it easier for Japanese 
learners in their acquisition of these adverbs. 
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1 Introduction 
 
This study presents a linguistic analysis of three nearly synonymous adverbs kanarazu, 
kitto, and zettai.  The semantic similarity among the three adverbs causes difficulty for 
learners of Japanese to use them discriminatingly in given contexts.  Reference books, 
including textbooks, dictionaries, and grammar books, generally provide definitions for 
adverbs but only simplistic explanations of their uses at best.  They do not give enough 
information to guide a non-native speaker in the actual usage of these items, and even 
those comparisons among nearly synonymous expressions that do exist are not thorough.  
Therefore, the purpose of this study is to provide a sharper characterization of these 
adverbs, which would make it easier for Japanese learners in their acquisition of these 
adverbs.   

Kanarazu, kitto, and zettai roughly share the semantics of “surely”; however, 
different environments can limit their uses as can be seen in the following examples:  
 
(1) a Kanarazu/Kitto/Zettai(-ni) gookaku-suru sa. 
   surely         pass.Pr. sp. 
  (You will surely pass the exam.) 
 

b  Tanaka-san   wa *kanarazu/kitto/zettai(-ni) yakusoku   o wasurenai. 
  Mr/s.Tanaka top.         surely            appointment acc. forget.Neg.Pr. 

  (I am sure Mr/s. Tanaka will not forget our appointments.)  
  (Mr./s Tanaka never forgets his/her appointments.) (*kitto) 
 

c  Kore wa *kanarazu/kitto/zettai(-ni) omosiroi hon da yo. 
this   top.       surely      interesting  book  is.Pr. sp. 

  (This book is surely interesting.) 
 

d  Sensee wa *kanarazu/kitto/*zettai(-ni) sugu-ni irassyaru desyoo. 
teacher top.            surely  soon  come.Pr.  probably 

  (I am sure that the teacher will be here soon.) 
 

e  Watasi wa sono kangae ni  *kanarazu/*kitto/zettai(-ni) hantai      da.  
     I top.that   idea    to  surely/totally           opposition is.Pr 

  (I am totally opposed to the idea.) 
 

f  Uti     ni hairu     toki-ni kanarazu/*kitto/zettai(-ni) kutu o     nuide. 
house in enter.Pr when      surely              shoe acc.take.off.Ct.  

  (When entering the house, be sure to take off your shoes.) 
 

g  Asa    okitara          kanarazu/*kitto/?zettai(-ni) kao o araimasu. 
morning  get.up.when         surely             face acc.wash.Pr. 

  (I surely wash my face when I get up.) 
 
 Hirose & Shoji (1994) states that kitto is used in situations requiring an expression 
not quite as strong as kanarazu (216).  That seems to be a reasonable observation for (1a).  
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(1a) with kanarazu implies that the speaker is almost 100% sure about his/her passing the 
exam, while (1a) with kitto conveys the speaker’s strong confidence in passing the exam; 
thus, the speaker is not as convinced.  The use of zettai(-ni) seems to provide an even 
stronger notion than kanarazu since the basic meaning of zettai is “absolute.”  However, 
the measure of confidence is not the only difference among these three expressions.   

Morita (1980) states that kitto does not work well to express natural laws and 
logic, which may be used in explaining the unacceptability of kitto in (1f), (1g) and the 
second interpretation of (1b).  Nonetheless, we need to examine further to account for 
other unacceptable sentences.   
 In section 2, the constraints for kanarazu, kitto and zettai(-ni) are examined, with 
the following results: 
 
Syntactic Constraints: 
a. Verb All three adverbs can modify affirmative verb forms; kitto 

and zettai(-ni) can modify negative verb forms, but 
kanarazu cannot.   

b. Adjective/Adverb All three adverbs can modify adverbs.  Kitto and zettai(-ni) 
can modify (nominal-)adjectives; kanarazu cannot modify 
(nominal-)adjectives.   

c. Nominal Kanarazu can modify nouns involving a notion of activity; 
kitto and zettai(-ni) can modify any sort of  
nouns.   
 

Semantic Constraints: 
a. Probability Kitto works well with expressions of probability; kanarazu 

and zettai(-ni) do not work well with expressions of 
probability.   

b. Preference Zettai(-ni) can be used in expressing personal preference; 
kanarazu and kitto are not appropriate in expressing 
personal preference.   

c. Regular Occurrence Kanarazu can be used in expressing regular occurrence of 
something; kitto and zettai(-ni) are not appropriate in 
expressing regular occurrence of  
something.   
 

The findings for each adverb will be summarized in section 3.  
 
 
2  Differences among Kanarazu, Kitto, and Zettai. 
 
2-1 Modification of Verbs 
 
2-1-1 Affirmative 
We begin our discussion of kanarazu, kitto and zettai(-ni) by asking whether these 
adverbs can all modify verbs, and if so, which classes of verbs they can modify.  
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Example (1a) shows all three adverbs modifying the verb gookaku-suru (pass), and thus 
suggests that all the adverbs can modify verbs of some sort.   
 
(1) a Kanarazu/Kitto/Zettai(-ni) gookaku-suru sa. 
   surely         pass.Pr. sp. 
  (You will surely pass the exam.) 
 
Observe more sentences: 
 
 (2) a. Ano hito wa kanarazu/kitto/zettai(-ni) sotugyoo-suru. 
  that person  top  surely       graduate.Pr. 
  (I am sure that s/he will graduate.)  
 
 b. Kanarazu/Kitto/Zettai(-ni) mite  ne. 
   surely       watch.Cont. sp. 
  (Please be sure to watch it, OK?) 
 
(3) a. Kanarazu/Kitto/Zettai(-ni) aru  sa. 
   surely       exist.Pr. sp. 
  (I am sure they have some.) 
 
 b. Ano hito wa kanarazu/kitto/zettai(-ni) ikite  imasu. 
  that person  top  surely       live.Cont. is.Pr. 
  (I am sure that s/he is alive.) 
 
A careful reading of these examples indicates that the verbs used in sentences (2) are 
action verbs, whereas the verbs used in sentences (3) are stative/experiencer verbs.  A 
review of several other examples reveals the same pattern.  Thus, we say that all three 
adverbs can modify both types of verbs.   
 
 
2-1-2 Negative 
 
This subsection discusses the unacceptability of kanarazu with negative verb forms.  
Observe example (1b), repeated below for ease of reference: 
 
(1) b Tanaka-san   wa *kanarazu/kitto/zettai(-ni) yakusoku  o wasurenai. 

  Mr/s.Tanaka top.         surely            appointment acc. forget.Neg.Pr. 
  (I am sure Mr/s. Tanaka will not forget our appointments.)  
  (Mr./s Tanaka never forgets his/her appointments.) (*kitto) 
 
The unacceptability seems to be due to the negative form of the verb.  Observe more 
examples: 
 
 
(4) Ano gakusee wa *kanarazu/kitto/zettai(-ni)  jyunbi-site konai. 
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 that  student  top.  surely     prepare.Ct. come.Neg.Pr. 
 (I am sure that the student will not come prepared.)  

(The student never comes prepared.) (*kitto) 
 
(5) Kanojyo wa *kanarazu/kitto/zettai(-ni) France-go         ga     wakaranai.   
 she  top.        surely            France.language nom. understand.Neg.Pr. 
 (I am sure she does not understand French.) 
 
As illustrated in these examples, kanarazu cannot modify negative verb forms.  A review 
of several other example sentences reveals the same pattern.  Thus, we can conclude that 
kitto and zettai(-ni) can but kanarazu cannot modify negative verb forms.   
 
 
2-2 Modification of Adjectives/Adverbs 
 
This subsection discusses the syntactic criterion of whether the three adverbs can modify 
(nominal-)adjectives/adverbs.  Example (1c), repeated here, shows that kitto and zettai(-
ni) can but kanarazu cannot modify the adjective omosiroi (interesting.)   
 
(1) c. Kore wa *kanarazu/kitto/zettai(-ni) omosiroi hon da yo. 

this   top.       surely      interesting  book  is.Pr. sp. 
  (This book is surely interesting.) 
 
Observe more sentences to see if kanarazu indeed cannot modify adjectives/adverbs.   
 
(6) Ano sensee wa *kanarazu/kitto/zettai(-ni) yasasii yo. 
 that  teacher top.             surely     kind sp. 
 (I am sure that the teacher is kind.) 
 
(7) *Kanarazu/Kitto/Zettai(-ni)  daijyoobu da yo. 
    surely    alright   is.Pr. sp. 
 (I am sure you will be all right.) 
 
(8) Kanarazu/Kitto/Zettai(-ni) umaku ikimasu yo. 
  surely   well  go.Pr.  sp. 
 (It will go well for sure.) 
 
As illustrated in these examples, all three adverbs can modify an adverb (8).  As for an 
adjective and nominal-adjective, kitto and zettai(-ni) can, but kanarazu cannot modify an 
adjective (6), a nominal-adjective (7).  A review of several other example sentences 
reveals the same pattern.  Thus, we conclude that: 1. all three adverbs can modify 
adverbs; and 2. kitto and zettai(-ni) can but kanarazu cannot modify (nominal-)adjectives.   
 
 
2-3 Modification of Nouns 
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This subsection discusses the syntactic criterion of whether the three adverbs can modify 
nouns.   
 
(9) Are wa *kanarazu/kitto/zettai(-ni) Tanaka-kun no koibito da. 
 that top.         surely         Mr.Tanaka of lover    is.Pr. 
 (That must be Tanaka’s girl friend.) 
 
(10) Kore wa *kanarazu/kitto/zettai(-ni) huryoo-hin da. 
 today top.         surely         inferior.goods is.Pr 
 (I’m sure this is an inferior goods.) 
 
As illustrated in these examples, kitto and zettai(-ni) can but kanarazu cannot modify 
nouns.  However, consider the following examples in which kanarazu is modifying 
nouns: 
 
(11) Kimi wa kanarazu/kitto/zettai(-ni) gookaku da yo.  
 you top.  surely          pass         is-Pr. sp. 
 (I am sure you will pass the exam.) 
 
(12) Asita       wa kanarazu/kitto/zettai-( ni) syuppatu da-karane.  

tomorrow top.  surely     departure  is.Pr.because sp. 
 (We will leave tomorrow for sure so…)  
 
The acceptability of the use of kanarazu in examples (11) and (12) shows that kanarazu 
can modify some nouns, nouns that indicate some actions, such as passing exams (11) 
and leaving (12).  A review of several other examples reveals the same pattern.  
Therefore, we conclude that kanarazu can modify nouns only if they involve a notion of 
activity, whereas kitto and zettai(-ni) can modify nouns of any sort.   
 
 
2-4 Probability 
  
This subsection discusses the unacceptable use of kanarazu and zettai(-ni) with 
expression of probability.  Let us start by examining the unacceptability of the use of 
kanarazu and zettai in (1d), repeated below for ease of reference.   
 
(1) d Sensee wa *kanarazu/kitto/*zettai(-ni) sugu-ni irassyaru desyoo. 

teacher top.            surely  soon   come.Pr. probably 
  (I am sure that the teacher will probably be here soon.) 
 
This seems to suggest that neither kanarazu nor zettai works well with expressions of 
probability.  Consider more examples similar to (1d): 
 
 
(13) Smith-san wa kyoo mo ?kanarazu/kitto/?zettai(-ni) okureru daroo. 
 Mr.Smith  top. today  also   surely       delay.Pr.       probably 
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 (I am sure that Mr/s. Smith will probably be late again today.)  
 
(14) Asita  wa ?kanarazu/kitto/?zettai(-ni) hareru-daroo-to-omou.  
 tomorrow  top.  surely       clear.Pr.probably.think.Pr. 
 (I am positive that tomorrow will probably be a nice day.) 
 
These examples demonstrate that kanarazu and zettai(-ni) do not fit well with expressions 
of probability/conjecture; in fact, the sentences become much better when the conjecture 
expressions are taken off: 
 
(1) d’ Sensee wa kanarazu/zettai(-ni) sugu-ni irassyaru. 
  teacher top.         surely      soon        come.Pr. 
  (I am sure that the teacher will be here soon.) 
 
(13)’  Smith-san wa kyoo mo kanarazu/zettai(-ni) okureru. 
  Mr.Smith top. today  also   surely    delay.Pr. 
  (I am sure that Mr/s. Smith will be late again today.) 
 
(14)’  Asita  wa kanarazu/zettai(-ni) hareru.  
  tomorrow  top.  surely         clear.Pr. 
  (I am positive that tomorrow will be a nice day.) 
 
This observation can also be supported by Hirose and Shoji (1994)’s observation that was 
discussed earlier in this chapter.  Kanarazu and zettai are used to express a stronger level 
of confidence than kitto; thus, we can conclude that neither kanarazu nor zettai(-ni) 
works well with an expression of probability.  Kitto works well with an expression of 
probability.   
  
 
2-5 Preference 
 
This subsection discusses the unacceptability of kanarazu and kitto in expressing 
personal preference.  Let us now consider the unacceptable use of kanarazu and kitto in 
(1e), repeated below for ease of reference.   
 
(1) e Watasi wa sono kangae ni *kanarazu/*kitto/zettai(-ni) hantai      da.  

    I top.that   idea    to  surely/totally           opposition is.Pr 
  (I am totally opposed to the idea.) 
 
In this example, kanarazu is used with a noun involving a notion of activity 
(opposite/opposition), but the use of kanarazu is unacceptable.  Observe more sentences 
similar to this type: 
 
 
(15) Watasi wa *kanarazu/*kitto/zettai(-ni) kanozyo o aisite iru. 
 I top.      surely    she  acc. love.Ct is.Pr. 
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 (I am absolutely in love with her.)   
 
(16) Watasi wa  kare ni *kanarazu/*kitto/zettai(-ni).sansee  desu. 

 I top. he dat.  surely    agreement is.Pr. 
 (I absolutely agree with him.) 
 

Notice that the predicates of these examples (1e, 15, and 16) imply the speaker’s personal 
preferences, and the use of kanarazu and kitto is unacceptable.  The unacceptability of the 
use of these words can be accounted for if we consider the base meaning of each word: 
kanarazu (I am most certain), kitto (I am almost certain).  In (1e), the fact that the speaker 
is opposed to a given idea or not does not involve his/her estimation with respect to how 
certain the opposition is.  That is, the sentence literally means, “I am opposed to the idea 
with what I estimate to be close to a(n almost) 100% probability.”  In contrast, zettai 
indicates “absoluteness,” and in (1e), it is used to emphasize the speaker’s strong will in 
opposing the idea.  The acceptability of the use of zettai and the unacceptability of the 
uses of kanarazu and kitto in (15) and (16) can be explained in the same manner.  Thus, 
we can state that both the uses of kanarazu and kitto are unacceptable in expressing the 
speaker’s personal preferences.  In contrast, zettai(-ni) can be used to emphasize the 
speaker’s “absolute” preferences/opinions.   
 
 
2-6 Regular Occurrence 
 
This subsection discusses the semantic criterion of whether the three adverbs can express 
regular occurrence of something.  Let us consider Morita’s (1980) observation, that is, 
kitto does not work well to express natural laws and logic, such as the following: 
 
(17) Asa-ni-nareba,  kanarazu/*kitto/?zettai(-ni) hi   ga  noboru. (Morita:1980) 
 morning.become.when   surely             sun nom. rise.Pr. 
 (When the morning comes, the sun surely rises.) 
 
(18) 3 kara 1  o hikeba, kanarazu/*kitto/?zettai(-ni) 2 da. (Morita:1980) 

3 from 1 acc.   pull.if     surely       2 is.Pr. 
(3 minus 1 is surely 2.) 
 

The unacceptability of the use of kitto in (17) and (18) can be accounted for by saying 
that since kitto implies high probability, it does not work well to express something that 
occurs every time, such as laws and logic.  This observation can be applied to explain the 
unacceptability in (1f), (1g) and the second interpretation of (1b), which are repeated here 
for ease of reference. 
 
 
 
 
(1) f  Uti     ni hairu     toki-ni kanarazu/*kitto/zettai(-ni) kutu o      nuide. 

house in enter.Pr when      surely    shoe acc. take.off.Ct. 
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  (When entering the house, be sure to take off your shoes.) 
 

g  Asa    okitara        kanarazu/*kitto/?zettai(-ni) kao o araimasu. 
morning get.up.when         surely             face acc.wash.Pr. 

  (I surely wash my face when I get up.) 
 
 b  Tanaka-san   wa *kanarazu/kitto/zettai(-ni) yakusoku    o wasurenai. 

  Mr/s.Tanaka top.         surely            appointment acc. forget.Neg.Pr. 
  (I am sure Mr/s. Tanaka will not forget our appointments.)  
  (Mr./s Tanaka never forgets his/her appointments.) (*kitto) 
 
All of these three sentences indicate that something, or a certain action occurs (or is 
requested) every time under a specific condition.  For instance, in (1f), the speaker is 
requesting the taking off of shoes whenever entering the house.  (1f) is unacceptable 
because there is a conflict between the speaker’s expectation and a command.  That is, 
the sentence is unacceptable because its meaning is implausible: “when entering the 
house, take off your shoes with a high probability according to my estimation.”  Likewise, 
the intended interpretation of (1g) indicates regular habits of the speaker without fail.  
The sentence is unacceptable because there is a conflict between what the speaker does 
regularly and the speaker’s estimation, and its meaning is implausible: “I wash my face 
when I get up, with a high probability according to my estimation.”  The second reading 
of (1b) also indicates the regular habit of Tanaka-san without fail and the unacceptability 
can be explained in the same manner.  Since none of these sentences is correct, it 
demonstrates that kitto should not be used to indicate a regular occurrence.   
 Finally, let us discuss the unacceptability of zettai(-ni) in (17) and (18), repeated 
again for ease of reference: 
 
(17) Asa-ni-nareba,    kanarazu/*kitto/?zettai(-ni) hi ga noboru. (Morita:1980) 
 morning.become.when   surely   sun nom. rise.Pr. 
 (When the morning comes, the sun surely rises.) 
 
(18) 3 kara 1  o hikeba, kanarazu/*kitto/?zettai(-ni) 2 da. (Morita:1980) 

3 from 1 acc.   pull.if     surely       2 is.Pr. 
(3 minus 1 is surely 2.) 
 

The use is awkward because zettai means “absolutely” and saying natural laws or logic 
“will absolutely occur” seems odd except for very specific situations like the following.  
Example (17) is all right if the speaker is speaking to a crying child who is upset about 
seeing the sun go down.  The speaker might like to assure the child that the sun is 
“absolutely” coming back in the morning.  Similarly, example (18) can be acceptable if 
someone else is opposing the logic (3-1=2), and the speaker wants to ensure that the logic 
is “absolutely” correct.  This observation can be applied to explain the unacceptability of 
(1g), repeated here for ease of reference: 
 
(1) g  Asa   okitara          kanarazu/*kitto/?zettai(-ni) kao o araimasu. 

morning get.up.when       surely             face acc.wash.Pr. 
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  (I surely wash my face when I get up.) 
 
Sentence (1g) sounds awkward because it simply expresses what the speaker does every 
morning, but it can work in specific situations.  For example, if someone is teasing the 
speaker about not washing his/her face, then the speaker might use the word zettai(-ni) to 
assure that s/he does indeed wash his/her face every morning.  Therefore, we can say that 
zettai(-ni) is appropriate only in contexts in which a doubt has been expressed either 
verbally or otherwise about the occurrence of an event or action that the speaker is 
absolutely certain will take place.  In sum, we conclude that kanarazu is appropriate to 
use in expressing regular occurrence of something, but the use of kitto or zettai(-ni) is not 
appropriate.   
 
 
3  Summary 
 
This paper examined the characteristics of kanarazu, kitto and zettai(-ni).  I present the 
following summary for each adverb: 
 
All three adverbs: 
•can modify affirmative verb forms.   
•can modify adverbs. 
 
Kanarazu:  
•means “without fail,” or “most certain” and indicates the occurrence of something with 
almost 100% certainty based on reliable facts or reasons.   
•cannot modify negative verb forms.   
•cannot modify (nominal-)adjectives. 
•can modify nouns involving a notion of activity.   
•does not work well with an expression of probability.    
•does not work well in expressing personal preference. 
•can be used to express the regular occurrence of something.   
 
Kitto:  
•means “almost certain” and is used to express the speaker’s strong prediction towards 
what will/will not happen, or what has/has not happened.   
•can modify verbs.   
•can modify (nominal-)adjectives. 
•can modify nouns.   
•can be used with an expression of probability.    
•does not work well in expressing personal preference. 
•cannot be used to express regular occurrence of something.   
 
Zettai(-ni)1:  
•means “absolute(ly)” and used to express a speaker’s absolute belief that something 
will/will not occur, or has/has not occurred. 
•can modify verbs.   
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•can modify (nominal-)adjectives. 
•can modify nouns.   
•does not work well with an expression of probability.    
•can be used in expressing personal preference. 
•does not work well in expressing regular occurrence of something.   
 
 
4. Conclusion 
 
I have presented a linguistic analysis of three nearly synonymous adverbs.  I hope this 
study is helpful for learners of Japanese in acquiring these adverbs as well as for Japanese 
teachers in explaining the differences.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
References 
 
��������� (1998)����������������������� 

2007 HICE Proceedings 
Page 5991



������������� 
 

���� (1994) ������������� 

����� (1975) ������������: ������������ ���  
��� 

 
-----(1976) ������������: ������������ ��� ���  

 
-----(1981) ������������: ������������ ��� ���  
 
������� (1998) �������������� 

��� (1992) ���������� 
 
�������� (1994) ������������������� 

�� (1989) �������� 
 
��������� (1999) �������������� 

��������� (1996) ����������� ����������� 
 
���� (1968) ������������������ 

-----(1980) ������������� 
 
������ (1991) ���������������� 
 
����� (1997) ���������������������������������� 
 
Alfonso, A..  1966  Japanese Sentence Patterns, Tokyo: Sophia University. 

AJLT.  1984  Japanese for Busy People, New York: Kodansha Int’l. 

Endo Simon, M..  1984  A Practical Guide for Teachers of Elementary Japanese, Ann  
Arbor: U. of Michigan. 
 

Gakken.  1990  Japanese for Everyone, Tokyo: Gakken Co. 

Hirose & Shoji.  1994  Effective Japanese Usage Guide, Tokyo: Koodansha Ltd. 

Ishii.  1991  Elementary Course in Japanese, Tokyo: ALC. 

Jorden & Noda.  1988  Japanese: The Spoken Language I-III, New Haven: Yale  
University Press. 

2007 HICE Proceedings 
Page 5992



 
Kuno.  1973  The Structure of the Japanese Language, Cambridge: The MIT Press. 
 
Makino & Tsutsui.  1988  A Dictionary of Basic Japanese Grammar, Tokyo: The Japan  

Times. 
 

-----1995  A Dictionary of Intermediate Japanese Grammar, Tokyo: The Japan Times. 
 
Makino, Hatasa & Hatasa.  1998  Nakama, Boston: Houghton Mifflin Company: 
 
Masuda. Et al. (eds.).  1974  Kenkyusha’s New Japanese English Dictionary, Tokyo:  

Kenkyusha. 
 
Maynard.  1990  An Introduction to Japanese Grammar and CommunicationStrategies,  

Tokyo: The Japan Times. 
 
Miura.  1990  Japanese words and their uses, Vermont: Charles E. Tuttle Co. 
 
Mizutani, N.  1987  Intermediate Japanese: An Integrated Course, Tokyo: ALC.  

-----1992  Introduction to intermediate Japanese an Integrated Course, Tokyo: ALC. 
 
-----1992  Modern Japanese: An Integrated Course for Beginners, Tokyo: ALC. 

 
NFLC.  1993  A Framework for Introductory Japanese: Language Curricula in American  

High Schools and Colleges, Washington, D.C.: National foreign Language  
Center. 

 
Noto.  1992  Communicating in Japanese, Tokyo: Sotakusha. 
 
Omaggio, A.C.  1986  Teaching Language in Context, Boston: Heinle & Heinle  

Publishers Inc. 
 
Tohsaku.  1994  Yookoso: An Invitation to Contemporary Japanese, New York:  

McGraw-Hill, Inc. 
 
Torii-Williams, E.  1999  An Analysis of Similar Expressions: The Case of Sugu vs.  

Moosugu, Canadian Association of Japanese Language Education Journal 3,  
CAJLE. 

 
Tsukuba Language Group.  1991  Situational Functional Japanese, Tokyo: Bonjinsha. 
 
University of Nagoya.  1983  A Course in Modern Japanese, Nagoya, Japan: The  

University of Nagoya Press. 
 

2007 HICE Proceedings 
Page 5993



                                                                                                                                                 
1 Zettai can be used as the complement of a copula as in, “Titi no iu koto wa zettai de, sakaraemasen. 
(We do what my father says.),” and can be used adjectivally as in “zettai no kenryoku (absolute 
power.)” 
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Do media influence learning or is it just a delivery vehicle for instruction?  Referred to as 

the "Whether Media Will, May, Can't Influence Learning" debate (Ross, 1994), this issue has 

received much attention over the past decade (Clark, 1983;  Kozma, 1994).  In light of the 

history of this debate and the emergence of new advances in technology, this paper examines the 

question of whether or not media influences learning or more the delivery of instruction.  Before 

examining this question and my position relative to this argument, it is important to first define 

what the term learning means and the situations that influence or impact instructional design that 

are at the core of this conversation.  Historically, in instructional design, learning has been 

viewed from a behaviorist perspective in which   

changes in the behavior of human beings and in their capabilities for particular behaviors 

take place following their experience within certain identifiable situations.  These 

situations stimulate the individual in such a way as to bring about change in behavior.  

The process that makes such change happen is called learning, and the situations that sets 

the process into effect is called learning situation. (Gagné, Briggs, and Wager , 1992, p. 

6)    

Using this approach, instruction focuses on a hierarchy of events (Gagné, 1965).  Based 

on the work of psychologists like  Robert Gagné, instruction is designed around the individual’s 
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learning needs, instructional objectives and goals.  Gagné theorized that instruction is a sequence 

of measurable and specific instructional objectives and that the results in learning are 

hierarchical. He believes that a "topic at a particular level in the hierarchy may be supported by 

one or more topics at the next lower level…Any individual will not be able to learn a particular 

topic if he has failed to achieve any of the subordinate topics that support it” (Gagné, 1965, pp. 

166).  

Following this view, knowledge and instruction are "delivered' unto the learner and 

different media are the delivery vehicles. As Richard Clark (1983) contends, media are "mere 

vehicles that deliver instruction but do not influence student achievement any more than the 

truck that delivers our groceries causes changes in our nutrition” (p. 445).   

More recently, with developments in psychology, some researchers note that learning 

needs to be "situated" in real world tasks, where it is constructed by the learner (Brown, Collins 

& Duguid, 1989). In this constructivist approach to instruction, pupils are doers, not hearers only 

(Ediger, 1998). Constructivist approaches to teaching emphasize a learner actively constructing 

their knowledge rather than passively receiving it from a teacher. Kozma (1994) argues that 

using this definition of learning, media does influence achievement.  Furthermore, he notes,   

If we preclude consideration of a relationship in our theory and research by 

conceptualizing media as "mere vehicles," we are likely never to understand the potential 

for such a relationship. (Kozma, 1994, p. 7)  

Herein lies the debate.  

The Clark and Kozma Debates 

Clark's View 
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 Richard Clark is credited with being the first person to start the debate over the influence 

of media on learning (Tennyson, 1994).  Clark believes that media has no influence on learning 

and student achievement (1983).  His argument is based on the following three points:  

• When learning is influenced by external events, those events must support cognitive 

processes or structures that are required for learning goals by students who are unable 

or unwilling to provide them for themselves. These methods are not replaceable. 

• Instructional designers, developers and researchers often fail to adequately link their 

work to the basic applied research on learning from instruction. 

• We tend to ignore basic and applied research if that research was conducted with 

older media.  We too often act as if we believe that each new delivery technology 

requires new theory of learning and performance. (Clark, 1994, pp. 7-8) 

Unlike his contemporary critics, Clark does not discuss learning theories and does not 

support one method of delivery for instruction or media.  He states,           

It cannot be argued that any given medium or attribute must be present in order for 

learning to occur, only that certain media and attributes are more efficient for certain 

learners, learning goals and tasks. This allows…our mental set as theorists, to shift from 

media attributes as causal in learning to media attributes as causal in the cost-

effectiveness of learning. (Clark, 1994, p. 22).    

Citing Salomon (1979), Clark contends that the "active ingredient" or necessary condition 

in instruction is the method that "activates, compensates or supplants the cognitive processes 

necessary for learning to occur (Clark, 1994, p. 25). 
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In contrast to his counterparts, Clark's argument is based on what some call "true" 

experimental research (Tennyson, 1994), whereas his critics base their views on more qualitative 

studies.   

Kozma' view 

 In contrast to Clark's views, Kozma believes that media does influence learning and is an 

independent variable that can improve student achievement as compared to traditional forms of 

instruction (Kozma, 1994).  More importantly, he does not agree that learning is the "receptive 

response to instruction's delivery" (Kozma, 1994, p. 8). 

Rather, learning is an active, constructive, cognitive and social process by which the 

learner strategically manages available cognitive, physical, and social resources to create 

new knowledge by interacting with information in the environment and integrating it with 

information already storied in memory. (Kozma, 1994, p. 8) 

He uses the examples of ThinkerTools and the Jasper Woodbury Series and cites studies 

that show that media affect student motivation and achievement.  He believes that media are 

distinct and complementary as representation, procedures and constructions are created by the 

learner or the medium (Zozma, 1994).   Using the Jasper Woodbury Series study, he discusses 

three key influences of media on learning.  They are:  

• The capability of video to present complex, dynamic social contexts and events 

helped students construct rich, dynamic mental models of these situations. The 

detailed, dynamic nature of these mental models allows students to draw more 

inferences than they can from mental models constructed from text or even still 

pictures.  
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• The random access capabilities of videodisk allow students to use a remote control 

device to pause, review, and search for information that they may have otherwise 

missed or forgotten.   

• The visual and social nature of the story, as presented with video, is more likely to 

activate relevant situation-based prior knowledge so that students can use this to solve 

the problem.  They are also more likely to connect their new learning to 

representations of situations as it is storied in memory. (Kozma, 1994, p. 12) 

Kozma concludes that with the changing nature of digital technology, it is no longer a 

question of "Do media influence learning?", but instead the question of  "In what ways can we 

use the capabilities of media to influence learning for particular students, tasks, and situation?" 

(Kozma, 1994, p. 18). He contends,  "If there is no relationship between media and learning it 

may be because we have not yet made one" (Kozma, 1994, p. 7).   

Looking at the Debate in Light of the Advances in Digital Technology 

 With the advances in digital technology over the past decade, some researchers believe 

that the foundations of this debate have changed (Duffy & Jonassen, 1992).  Khan (1997) cites,  

"as the Information Age evolves and technical advances make resources more accessible, the 

Web will be a viable medium to facilitate learning" (p. 8).   

Using media as a tool can provide students with instructional experiences that otherwise 

would not be possible and in doing so makes other instructional experiences obsolete (Wiburg, 

1995). Many of today’s middle school students are more technologically sophisticated than were 

college graduates ten years ago. Using computers and the Internet, children can communicate 

with students across the world in discussions and projects.  One example is NASA’s Earthcam 

project.  Students can request aerial photographs from a launched space shuttle.  These pictures 

2007 HICE Proceedings 
Page 5999



 6

can be used in solving authentic tasks in math, science, social studies, and language arts.  In 

every subject, there are ways students can experience learning with technology that provide 

deeper and more substantial understandings than are likely to be developed without it.  All of 

this, in addition to being motivating, provides opportunities for feedback and for yet richer 

engagement with learning (Mehlinger, 1995).   

However, just as important as advances in technology are the advances in learning 

theories.  Research regarding online learning suggests that traditional perspectives on teaching 

and learning do not apply to new methods of teaching using technology (Ewing & Dowling & 

Coutts, 1999).  Recent changes in the use of computer-based learning environments have moved 

the focus from computer to learner, whereas the learner determines what information is relevant 

to learning.  “The constraints of pre-established learning outcomes have become replaced with 

learning goals that engage learners more interactively and might help them to think and function 

at higher intellectual levels” (Ewing & Dowling & Coutts, 1999, p.4). 

The Influence of Media on Learning 

 As a teacher and instructional designer for over thirteen years, I believe that achievement 

and learning are influenced first by instructional goals and objectives and media is a tool that can 

help a learner to achieve these goals.  Furthermore, I agree with Clark, that  

if you suspect that there may be an alternative set or mix of media that would give similar 

results, ask yourself what is causing these similar results.  It is likely that when different 

media treatments of the same informational content to the same students yield similar 

learning results, the cause of the results can be found in a method which the two 

treatments share in common (Clark, 1994, p. 27).          
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However, if different treatments do yield different results, the influence of a particular 

medium must be considered.  As noted earlier, there are situations where the presence of certain 

technological advances provides opportunities for learning that would not be possible otherwise.  

Moreover, if media affects the design of instructional goals and planning, then media indirectly 

influences learning.  As teachers begin to integrate technology with strategies that involve 

students in authentic situated experiences, students get more involved in their learning (Wiburg, 

1995).  Research also suggests that when teachers teach in "technology-rich" environments, there 

is a change in both teaching practice and student learning (Wiburg, 1995). Therefore, media can 

influence learning and possibly transform educational practices. 

 However, the difficulties of implementing change in education are well documented  

(Chism, 1985; Ball, 1996; Darling-Hammond, 1996; Willis, 1997).  As Cuban (1989) notes,   

The irony of technological improvements aimed at completely transforming teachers' 

classroom behavior becoming, over time, simply more tools added to the teacher's kit to 

carry out what had been occurring in classrooms for generations. (p. 382)     

 In light of the difficulties of instituting change, I suggest that further refinement of this 

debate is necessary.  I propose that it is not a question of how media affects learning, but how 

media influences teacher's decisions about their instructional goals and practices.  I put forth the 

following questions to consider in this debate: 

1. Does the use of media help students develop deep understanding of content and 

process? 

2. What understanding of concepts do students develop by using the media?  

3. How does student motivation toward learning change by using the media?  

4. How do students use media?  
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5. What types of interactions occur because of media and what types of changes result?  

6. How do teachers use media in their teaching?  

7. How do teachers make use of the various media and different technology?  

8. How does the use of the technology influence practice?  

9. Overall, how does the use of media or technology impact teaching?  

By examining these questions, we can begin to answer whether or not learning is affected and 

how. Without this discussion and the correct instructional goals, methods, and media, material 

may be "presented or covered, but neither taught nor learned" (Mehlinger, 1995, p. 87).  

In the end, amidst the controversy of this historical debate, three points remain clear:  

learning is more than an issue of delivery, delivery of information is not instruction, and, as 

Jonassen, Cambell and Davidson (1994) note,  “media is not responsible for learning; learners 

are" (p. 38).    
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ABSTRACT 

 
In their comprehensive analysis of school mathematics education from 

the beginning of the “new math” movement in the 1950s to the start of the 

current reform efforts in the 1980s, Fey and Graeber (in press) contend, "the 

direction of curricula and teaching in elementary and secondary school 

mathematics has a predictable rhythm of crisis-reform-reaction episodes" (p. 

1). This research examines a selected group of teachers' understandings of 

reform and the possible impact of the cycle of reform on their attitudes about 

their profession. The teachers were all participants in the San Joaquin Valley 

Mathematics Project, a professional development experience supporting 

progressive reform efforts in California during the 1990's. The teachers 

responded to a survey and follow-up interviews were conducted with a 

representative sample. Both the qualitative and quantitative data were 

analyzed using Hall's (1968) attitudinal attributes of a profession as a 
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conceptual framework. The results of these analyses suggest that this selected 

group of mathematics teachers do not view their profession highly in the areas 

of autonomy and self-regulation. The findings also indicate that these teachers 

were supportive of the reform movement, but felt "left out" of the decision-

making process, especially when the reform movement ended. I speculate that 

if cycles of reform continue in mathematics education, teachers may become 

less willing to be involved with future reform efforts. Furthermore, I contend 

that cycles of reform may lead to a decrease in teacher morale, which may in 

turn lead to teachers leaving the profession, thus further exacerbating the 

impending teacher shortage.     
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Counselors as the Heart of the School: 

 Creating and Improving Ways of Working with Diversity   

Frances K. Trotman, Ph.D.  and  Joanne Jodry, DMH  

 

Those engaged in educational reform are those engaged in societal 
development: those engaged in societal development are those engaged in 
the evolution of virtue.  It is time to return to large-scale reform with even 
more ambitious goals than we had in the 1960s, armed with the 
sophisticated knowledge that we can turn complexity’s own hidden power 
to our advantage (Fullan, 1999, p 84). 
 

     As our nation faces unprecedented national and world crises, our need for 

inter-cultural understanding has taken on extraordinary, life and death proportions. 

Educational settings have a significantly increased opportunity (perhaps obligation to our 

society) to educate students to understanding the thought process, cultural impetus, 

feelings, and motivations, towards a global unity.  Understanding and respecting the way 

another views the world is essential at this point in American history.  For many years, 

Americans have been geographically and emotionally isolated from atrocities that other 

countries endured.  That is not longer the case.  Only understanding and mutual respect 

may lead to true peace; and teaching how to understand and respect others should be on 

top of the educational agenda. 

     Many atrocities have encroached on the American existence in the last decade. 

The educational system can respond to these drastic cultural trends that include fear, 

increased prejudice and suspicion of our neighbors, especially people of color and 

different religions.   There is one common thread that strings many tragedies together. 

Whether it is the Unabomber, children who murder their classmates and teachers in 
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places such as Columbine, or Timothy McVeigh, these perpetrators have all expressed 

feeling misunderstood, apart from others, bullied, oppressed, unjustly treated by the 

military/industrial complex, the local “jocks” or bullies, or a different culture. There is a 

feeling of isolation and perhaps alienation.  Schools must react to become truly inclusive 

so that “no one is left behind” emotionally.  As educators, we must embrace and promote  

that “…multiculturalism is, at its core, a moral movement that is intended to enhance the 

dignity, rights, and recognized worth of marginalized groups.” (Fowers, 1996, p. 2) 

     Although there has been progress, many people are being left behind 

emotionally.  In the African American culture, some young men feel disregarded, 

unheard, disrespected. There is a fear of black men and a disrespect of black women.   

There is fear, disrespect and retribution being felt surrounding the events of 9/11, towards 

the American Arab and/or Muslim communities. Many innocent people are still being 

victimized.   

The vast emergence of domestic diversity and immigration can influence an 

increase in anxiety, hostilities, prejudices, and racist behaviors among individuals who 

are not familiar with ‘these people’ coming into the country from diverse cultures, 

countries and races. In order to deal with such negative issues regarding diversity, 

multicultural education has been viewed as a way to bring about acceptance of diversity. 

Unfortunately, multicultural education has been implemented mainly into social studies 

and language arts, and not properly embraced and infused throughout the entire system. .  

“Multiculturalism … calls on us to recognize the rights of all peoples, and 
it attempts to ensure the equal dignity and first-class citizenship of all.  Of 
course, racism and oppression have not been eliminated, but racist and 
oppressive practices and their legitimizing theories of racial superiority or 
tribalism have become unacceptable to us, at least in our public 
discourse.” (Fowers, 1996, p. 5) 
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Multicultural education is not only content; it entails policy, learning climate, 

instructional delivery, leadership, role modeling, and evaluation. Thus, multicultural 

education should be seen as interdisciplinary and implemented not only as content but 

also creatively into teaching techniques in all subjects.  It should be treated the same way 

that respect and kindness are treated.  We do not only have respect and kindness in social 

studies? The entire school needs to be involved and embrace diversity. “Multiculturalism 

is a social-intellectual movement that promotes the value of diversity as a core principle 

and insists that all cultural groups be treated with respect and as equals.” (Fowers, 1996, 

p. 2) 

          It is up to the collective education system and all of the helpers (teachers, 

counselor, and administrators) to educate so that there is complete inclusion.  Our culture 

has moved from separateness, to tolerance and now inclusion must be embraced.  “When 

students are exposed to a variety of perspectives and social histories in the classroom, this 

knowledge can help facilitate the self-esteem of students of color, remedy the educational 

failure of students of color, and correct the miseducation of White students (Asante, 

1991; Banks, 1992, 1994; Siccone, 1995).” (Ervin, 2001, p. 765-766) 

  There are many reasons that an inclusive multicultural, multi religious 

school would be beneficial: 

1. Self Protection:  

It is not just "madmen" or "monsters" or "subhuman maniacs" or people who do 

not look like us who commit dramatic violence. Such acts come from a complex set of 

circumstances, including despair over not feeling heard any other way. Even as we 

mourn, we somehow must continue to dare audaciously to envision and revision a 
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different way, a way out of this savage age, to a time when our species will look back and 

gasp, recoiling at its own former barbarism. It requires courage to think about something 

other than violence as a response to violence. As educators and counselors, we must offer 

and teach our knowledge and wisdom even when many are not ready or willing to receive 

them.  

2. Benefit to Minority Students:  

Multicultural educations are often promoted as related to how the minority 

student benefits from the education.  Evidence increasingly indicates that multicultural 

education makes schooling more relevant and effective for Latino American, Native 

American, Asian American, and Native Hawaiian students as well (see McCArty, 2002; 

Moll, Amanti, Neff, & Gonzales, 1992; Park, Goodwin, & Lee, 2001; Tharp & 

Gallimore, 1988). Students perform more successfully on all levels when there is greater 

congruence between their cultural backgrounds and such school experience as task 

interest, effort, academic achievement, and feelings of personal efficacy or social 

accountability. .“Taken together, multicultural education fosters pride in minority 

cultures, helps minority students develop new insights into their culture, reduces 

prejudice and stereotyping, and promotes intercultural understandings (Rubalcava, 

1991).” (Ogbu, 1992, p. 6)  

To what extent will multicultural education improve the academic performance  

of those minorities who have not traditionally done well in school?  Rarely do  

multicultural education models address this question explicitly. Two exceptions are 

bicultural education and culturally responsive education (Gibson, 1976).” (Ogbu, 1992, p. 

6). “What children bring to school-their communities’ cultural models or understandings 
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of “social realities” and the educational strategies that they, their families, and their 

communities use or do not use in seeking education are as important as in-school 

factors.” (Ogbu, 1988, p.5) 

  3) Total Education 

Holding that Multicultural Education is a Minority issue does an injustice to the 

majority student.  The white majority are the people who may most benefit from a 

multicultural education, as  “…multiculturalism has a compelling moral force because it 

invokes the ideals of contemporary psychology and the moral and political traditions of 

Euro-American civilization.” (Fowers, 1996, p. 4) When a student’s education is limited 

to the exclusive surrounding white culture, is that really an education?  That is an 

education born in fear of knowing something different.  Many people pay money to 

private and religious schools to keep their children with sameness.  All Catholic or all 

white schools shelter an educational process for a student.  It may foster the students to 

learn basically what the culture of the school community has to offer.  It gives only 

specific information to students and may not encourage them to expand their minds 

outside the box of sameness.  A true multicultural education is beneficial to everyone but 

perhaps most significant to the majority culture.  

  Learning social and emotional skills is similar to learning other academic 

skills in that the effect of initial learning is enhanced over time to address the increasingly  

complex situations children face regarding academics, social relationships,  

citizenship and health (Greenberg, 2003, p.468).  Similarly, among those who administer, 

teach, and conduct research in higher education, there is a general consensus that 

diversity is a necessary component of a well-rounded education. (Ervin, 2001, p. 764) 
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Outcome studies exploring the relation between multicultural counseling training 

and external or third-party ratings of multicultural competence also have reported 

typically positive effects (e.g., Constantine, 2001d; Constantine & Gushue, 2003), 

although it is presently unclear whether studies using observers’ ratings have outcomes of 

equivalent magnitude to those from studies using self-report methodologies. (Smith, 

Constantine, Dunn, Dinehart, & Montoya, 2006, p. 133-134). 

  “The question of who needs multicultural education to enhance academic 

success and who does not become more important when one looks at the increasing 

diversity in U.S. schools and classrooms (Yee, 1991)” (Ogbu, 1988, p. 6) 

Along these lines, Neville et al. (1996) found that White trainees’ completion of a 

multicultural counseling course resulted in increased self-reported multicultural 

competence and in more mature racial identity attitudes and that those changes remained 

stable at 1-year follow-up. (Smith, Constantine, Dunn, Dinehart, & Montoya, 2006, p. 

133).Outcome studies exploring the relation between multicultural counseling training 

and external or third-party ratings of multicultural competence also have reported 

typically positive effects (e.g., Constantine, 2001d; Constantine & Gushue, 2003), 

although it is presently unclear whether studies using observers’ ratings have outcomes of 

equivalent magnitude to those from studies using self-report methodologies. (Smith, 

Constantine, Dunn, Dinehart, & Montoya, 2006, p. 133-134). 

 

4. Allows the educational professional personal growth: 
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 In order for an education professional to truly engage in inclusion and 

multiculturalism, the professional must first do self-exploration.  A counselor or teacher 

must walk the walk of an inclusive role model in order to engage students on such a 

journey.  Self-awareness, assessment and redirectiveness, if necessary, will be needed.  

The educator can only benefit from this in depth level of self understanding. Full 

participation in a multicultural experience can only expand and enhance the counselor 

and teacher.  It is not surprising that students have rated experiential activities as being 

the most helpful component in their acquisition of multicultural competence (Heppner & 

O’Brien, 1994) or that experience working with diverse clients is a strong predictor of 

multicultural skills (Allison et al., 1996; Arthur & Januszkowski, 2001).  

“Overall, existing outcome research generally suggests that multicultural 

education can facilitate the development of attitudes, knowledge, and skills associated 

with multicultural counseling competence” (Smith, Constantine, Dunn, Dinehart, & 

Montoya, 2006. p. 134). Studies suggest  (a) more mature racial identity statuses are 

positively associated with self-perceived multicultural counseling competence (e.g., 

Constantive, Juby, & Liang, 2001; Ottavi et al., 1994), (b) higher levels of racism are 

negatively associated with self-perceived multicultural competence (e.g., Constantive, 

2002), and (c) greater levels of emotional empathy are positively associated with self-

reported multicultural competence (Constantine, 2000). In one of the first outcome 

studies examining the effectiveness of multicultural education, D’Andrea, Daniels, and 

Heck (1991) reported that “students’ completion of a multicultural training course was 

associated with greater self-reported multicultural counseling competence.” (Smith et al., 

2006, p. 133) 
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Sodowsky, Kuo-Jackson, Richardson, and Corey (1998) found that self-reported 

multicultural counseling competence was related to the degree to which participants assigned 

responsibility for racism to societal forces rather than to Black individuals. They also found 

that greater multicultural awareness was associated with completion of multicultural courses, 

research, workshops, and work with minority clients. (Toporek & Pope-Davis, 2005, p. 261). 

Outcome studies exploring the relation between multicultural counseling training and 

external or third-party ratings of multicultural competence also have reported typically 

positive effects (e.g., Constantine 2001d; Constantine & Gushue 2003).  

“Overall, existing outcome research generally suggests that multicultural 

education can facilitate the development of attitudes, knowledge, and skills associated 

with multicultural counseling competence.” (Smith et al., 2006, p. 134) 

 

5) Our History 

European American history is based in principles of “all men are created equal” 

with rights to “life, liberty and the pursuit of happiness” and “freedom and justice for 

all”; we cannot continue to endure the cognitive dissonance engendered by the violation 

of our ideals. “Multicultural outlook relies on the universal moral principles of tolerance, 

respect, equality, and authenticity to justify the inviolability of cultures.” (Fowers, 1996, 

p. 10) 

 

6). Our Future:  

 As everyone knows we are now based on a global economy. Much of the 

American manufacturing and other products are outsourced to foreign countries. “The 

nurturance of multiculturalism is expected to enrich all of us through understanding and 
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interacting with the multiple sources of meaning and the vastly expanded cultural 

resources available in a truly multicultural society.” (Fowers, 1996, p. 4)  To prepare 

students for the future there must be a global respect and inclusion for all other traditions, 

works ethics, etc. Understanding and embracing will give power in future relationships. 

A moral warrant for multiculturalism extends the idea of individual uniqueness to 

cultural groups.  In so doing, it extols the right of different groups to follow their unique 

path to development, free from the imposition of other groups’ norms and standards. 

Szapocznik  and Kurtines (1993) have pointed out that “cultures themselves  always  

contain diverse voices and are never monolithic, isolated entities.” (Fowers & 

Richardson, 1996, p.8) 

At its core, multicultural teaching is an ethical even political, enterprise. 
Its aim is not just to impart lots of interesting facts, to equip students to be 
proficient trivial pursuit players, but to help make the world a better 
place. It highlights injustice of all kinds – racial, gender, class, linguistic, 
ethnic national, environmental – in order to make explanations and 
propose solutions. It recognizes our responsibility to fellow human beings 
and the earth.  It has heart and soul.” (Bigelow, 1999, p. 5)   
      

The Projects, Goals and Objectives will be based on the above premises. If the 

education systems in America do not truly embrace all that diverse educations have to offer, 

America children will never truly be educated.  Students who are exposed to inclusiveness 

will: 

1. increase personal resilience 

2. increase emotional resources 

3. decrease emotional reactivity 

4. decrease vulnerability 

5. become truly educated 
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  Proof Conceptions 2 

Introduction 
 

Proof is considered a core of mathematics, especially geometry.  In addition to 

traditional definitions and uses, proof can include the broader use as how teachers and 

students justify and explain their thinking.  Researchers have examined student views of 

proof, pre-service elementary teachers’ views of proof and undergraduate math majors’ 

views of proof.  However, little research has focused on classroom teachers’ views of 

proof (Borko et al., 2000).  In particular, the conceptions of geometry teachers about the 

role of proof in secondary level geometry classes and the factors that affect those beliefs 

have not been thoroughly explored.  Because proof is a foundational concept to the 

understanding of geometry, and teachers have a significant impact on the learning of 

geometry, it becomes important to know how the two factors interact.  As Markel (1994) 

summarized the problem: 

The fact is, the world of mathematics as viewed by the professional 

mathematician is a far different world than that seen by the neophyte.  Yet the 

idea of proof is, perhaps, the quintessential theme of mathematics.  The question 

is, how does the teacher bridge the gap between the professional mathematician 

and… the learner who sees, at best, a small part of it?  (p. 291) 

For this study, there was an overarching concern:  What are in-service geometry teachers’ 

conceptions of the role of proof in secondary level geometry courses, and what factors 

affect these beliefs?  Supporting research questions include: 

1) Are geometry teachers more likely to view proof as a foundational 

concept to be used throughout a geometry course or as a unit of study to 

be covered within a geometry course? 
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2) Do geometry teachers view an informal/inductive approach as a preferred 

method of introducing and supporting a formal/deductive approach to 

proofs, or do they prefer to use a primarily deductive approach? 

3) To what degree do geometry teachers present proofs in class, and require 

students to do proofs in class, on homework assignments, and on tests? 

4) Are there differences in geometry teachers’ conceptions of proofs with 

regard to: 

a) When they received their initial license. 

b) Type of training geometry (informal/formal) received. 

c) Preference for teaching geometry or algebra. 

d) If they teach geometry frequently or infrequently. 

e) If they have a degree in mathematics. 

f) Support NCTM Standards or not. 

g) Approach of textbook. 

 
Theoretical Framework 

 
A major influence on mathematics instruction over the last decade has been the 

NCTM.  Recently, the organization updated and modified their previous effort through 

the publication of Principles and Standards for School Mathematics (2000).  A common 

theme of the work revolves around the notion that students are to be actively engaged in 

the learning process and experiences should be provided for the exploration, construction, 

and justification of mathematical thought and reasoning. 

The principles behind many of the guidelines set forth by the NCTM are derived 

from the theoretical perspective of constructivism.  The basic component of Piaget’s 
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theory of cognitive development is that intelligence and knowledge are ever changing 

processes.  Piaget stated: “In order to know objects, the subject must act upon them, and 

therefore transform them…. knowledge is constantly linked with actions” (Phillips & 

Soltis, 1991, p. 44).  This theoretical perspective has altered the recommended 

arrangement of classes from teacher-directed to problem-based learning (Gredler, 2001), 

although one will find many teacher directed classrooms in the schools.  The problem-

based approach to instruction can be noted in the works of the NCTM.  For example, the 

NCTM advocates that students should be allowed to make conjectures and embrace an 

inductive approach to problem solving. 

The Questionnaire 

Geometry teachers’ conceptions of proof were measured with a questionnaire 

developed for this study.  The items for the survey were based on the review of research, 

input from mathematics education experts, and professional experience of the researcher.  

Four subscales were developed for the questionnaire based on the research questions for 

this study: Concept, Approach, Usage and Practice. 

On the Concept scale, higher values selected by the respondents indicate the 

teacher’s view that proof is foundational to the study of geometry and lower values 

denote the belief that teachers view proof more as a topic to cover.  For the Approach 

scale, higher values represent an inductive-deductive preference for teaching proof while 

lower values denote a deductive only approach being preferred by the teacher. The third 

set of questions focus on teachers’ beliefs about the utilization of proof in classes through 

various instructional tools, such as homework, tests, and class work (Usage).  The higher 

values reported on the Usage scale indicate a belief in the use of a variety of methods in 
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proof instruction.  To complement the Usage Scale, the fourth set of questions centered 

on teachers’ actual practices in regard to instructional strategies (Practice).  

Information about factors that may influence teachers’ conceptions was gathered 

as well.  This information includes:  year of licensing, the type of geometry training 

(inductive/deductive) received, preference for teaching geometry or algebra, if the 

teachers teach geometry frequently or infrequently, if the geometry teachers majored in 

mathematics or not, teacher support of NCTM Standards or not, and the approach 

(inductive/deductive/discovery) of the textbook used by the teacher. 

The items were randomly arranged on the survey to help minimize the threat of a 

response set by the participants.  In addition, some statements were reversed scored.    

Each area consists of 6 to 9 items.  The subscales utilized a four-response Likert scale for 

each statement.   

Survey Development 

After the questions were generated from a table of specifications, the questions 

were given to a panel of five independent experts to assess the match of the items to the 

sub-scales that are defined by the researcher.  To rate the degree to which each item 

measures each objective, an Index of Item-Objective Congruence, developed by Rovinelli 

and Hambleton (1977), was performed based on the ratings provided by the panel of 

experts.  The process of test construction by Crocker and Algina (1986) served as the 

framework from which the survey instrument was developed and analyzed.  A small pilot 

study was conducted, a large pilot study was conducted, and a full study was completed 

with pilot testing of additional items.  Additionally, a research expert and content experts 
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were consulted as changes were considered and/or made to the survey, with factor 

analyses and alpha levels conducted at each juncture of the process.   

Data Sources 
 

Both descriptive and inferential statistics were utilized to examine the data.  

Descriptive statistics were used to describe the responses on the four scales.  This 

information provided a broad picture of the attitudes for each component of the teachers’ 

proof conceptions.  ANOVAs were utilized to investigate the differentiation between 

groups on the seven factors related to teacher conceptions. 

Participants 

 Data was gathered from surveys provided to secondary geometry teachers in the 

Midwest.  School districts in this region were contacted to identify eligible teachers for 

the study.  Secondary mathematics teachers who have taught geometry or who currently 

teach geometry were included in the study.   

Twenty schools agreed to participate in the study.  Of the participating schools, 

two failed to return any surveys. A total of 238 surveys were distributed with 114 usable 

surveys collected.  Of the participating schools, twelve had response rates of 58 to 100 

percent.   

Results /Conclusions 
 

To begin the process of ascertaining the conceptions held by geometry teachers, 

an examination of the data utilizing descriptive statistics was performed.  Means, 

standard deviations, and ranges for the four scales on this instrument are shown in the 

following table. 
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Means, Standard Deviations and Ranges for Scales  

Scale M SD Range 

Concept 22.52 5.13 9 to 36 

Approach 18.66 2.93 6 to 24 

Usage 20.95 2.63 6 to 24 

Practice 9.25 3.13 7 to 28 

 

In regard to the role of proof in geometry (Concept Scale), no clear consensus was 

evident in the responses provided by the participants in this study.  There was substantial 

variability in the responses with no clear picture provided about the role proof should 

occupy in secondary level geometry.  The discontinuity among the responses reflects the 

lack of consensus noted in field of mathematics education about the role and purpose of 

proof in geometry (Battista & Clements, 1995).   Of the seven factors that were explored 

that might affect the responses of the teachers, none proved to be statistically significant 

with regard to views of proof as a foundational concept.   

 Teachers were asked to respond to statements regarding preferences about the 

nature of proofs (Approach Scale).  The teachers in this study favored the 

inductive/informal leading to a deductive/formal approach of teaching proof.  This result 

reflects consistency with NCTM Standards.  There appears to be support from the 

teachers in this study to include inductive methods with deductive methods of teaching 

proof, rather than relying on a deductive only approach. As one teacher in this study 

described, “I don’t think proofs need to be the formal two-column proofs that are in 

books currently.  As long as students can explain why things are happening the way they 

are, they are doing proofs.  I think that is more important.” 
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 Three factors were statistically significant in regard to the approach of teachers 

with proof:  type of text used, frequency teaching geometry and preference for teaching 

geometry or algebra.  The teachers that used a discovery text were more favorable about 

the use of inductive strategies leading to a deductive proof approach than those teachers 

that used a deductive text.  Geometry teachers who identified themselves as teaching 

geometry frequently were stronger supporters of the inductive-deductive blend than those 

who taught infrequently.  In addition, the teachers that preferred to teach geometry were 

more favorable about the use of inductive/informal strategies than those who prefer to 

teach algebra.  Attitudes and experience serve as important factors in developing a 

favorable disposition toward a blended approach to proof instruction in geometry. 

 Overall, teachers in this study believed in the use of a variety of instructional 

activities in proof instruction (Usage Scale).  Support for this was high.  The type of 

textbook used and teaching preference both proved to be statistically significant in 

teacher opinions. Teachers that used a deductive text were more supportive of a variety of 

instructional activities in proof instruction.  Also, teachers with a preference for teaching 

geometry responded more favorably to the use of a variety of activities in proof 

instruction than those teachers that prefer to teach algebra.   

 The actual time spent on proof instruction was on the lower end of the scale 

(Practice Scale).  The year of initial teacher license had an impact on the responses of 

teachers, however.  Although teachers supported a variety of instructional proof 

activities, actual practice did not appear to coincide.  Teachers who received the initial 

license in 1992 or later reported spending more time on a variety of proof activities than 

the teachers who received initial license prior to this year.  For geometry teachers in this 
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study, later certification is connected with a greater frequency of the use of proof; 

however, it is not clear what types of proof are being utilized.   

For mathematics educators, this study provides a survey for the further 

exploration of proof concepts of teachers.  Additionally, information has been provided 

that was not previously available to the mathematics education community.  The results 

of this study can be used as additional resource in the shaping of training for future 

teachers, and provide insight about some needs to address in training opportunities for 

current geometry teachers. 

 The following table provides a synopsis of the significant differences that were 

found with regard to the influencing factors. 

Summary of Factors with a Significant Difference 
 Influencing Factors 

Scale License 
Year 

Geometry 
Training 

Teaching 
Preference 

Teaching 
Frequency

College
Major 

NCTM 
Standards 

Text 
Used 

Concept        

Approach   X X   X 

Usage   X    X 

Practice X       

 
 

Educational Importance 
 

This study yields insights on two fronts in mathematics education.  First, because 

mathematics educators will have a clearer understanding of the views of practicing 

geometry teachers, strategies can be developed and implemented to improve current 

instructional practices.  Teacher educators will be able to devise educational opportunities 

that address conceptions of proof for in-service geometry teachers.  Second, mathematics 
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educators will have insight into the areas related to the use of proof that need 

improvement in the area of teacher preparation.  It is hoped this study will help make the 

connection between theory and practice.   

A survey instrument was developed to gather data about the proof conceptions of 

geometry teachers.  This instrument will be available to the mathematics education 

community.  
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Teaching and learning Number Sense 

 

Abstract 

The purpose of the study was to report how a fourth-grade teacher in Taiwan 

promoted her students’ number sense through a well-designed number sense activity and 

the process-oriented teaching model. One class of 36 fourth graders was selected from 

north Taiwan to join this study. 

The results show that teacher can promote students’ number sense through a 

well-designed number sense situated problems and improve the teacher’s teaching skill. 

Moreover, the results also show that the process-oriented teaching model not only can 

improve students’ number sense, but also can enhance students’ learning motivation and 

promote students’ learning confidence. 

In sum, the process of practical teaching and learning number sense through situated 

problem can be a good teaching episode for teachers to review and know how a teacher 

should play in teaching number sense. 

 

 

Key word: Number sense, Number sense situated problem, process-oriented 

teaching model 
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Introduction 

Number sense has been considered as an important topic in mathematical teaching 

(NCTM, 2000). Number sense highlights the meaningful learning (Brownell, 1935). It 

emphasizes that children should understand the meanings of numbers and operations and 

know how to apply them in situated problems flexibly. Many documents and studies 

(Cobb, Wood, Yackel, Nicholls, Wheatly, Trigatti & Perlwitz, 1991; Treffers, 1991; 

Wright, 1994; Markovits & Sowder, 1994; Yang & Reys, 2001a, 2001b) also confirmed 

that students not only can flexibly show the characteristics of number sense, but also keep 

the understanding for a long period of time through a well-designed number sense 

activities and skillful teaching.  

Mathematics is not only a skill for handling with numbers and operations, but also 

learn how to explore, communicate and think the characteristics of mathematics (Jarvis & 

Blank, 1989). At the same time, number sense highlights that problem solving should be 

connected with real-life situations and calculation should not be isolated with daily-life 

situations (Hope, 1989). In fact, students will gradually develop number sense, if they 

have better chance to connect and apply numbers and operation to situated problems 

(Howden, 1989).      

Sowder & Kelin (1993), Greenes, Schulman & Spungin (1983) and Yang (2003) 

believed that children’s number sense can be developed through well-designed number 

sense situated activities, If we are going to help children develop number sense, the 

teaching and learning number sense should connect with daily-life situations. Hence, the 
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purpose of this study was to report how a fourth grade teacher in Taiwan promoting her 

students’ number sense through a well-designed number sense facts problem. 

What is number sense? Number sense refers to an understanding of numbers, 

operations, and their relationships (McIntosh, Reys, & Reys, 1992). It includes the ability 

to decompose and compose numbers naturally, use benchmarks appropriately, judge 

computational results reasonably, and compare recognize the relative and absolute 

magnitude of numbers in daily–life situations (McIntosh, et al., 1992; NCTM, 2000; Reys, 

1994; Sowder, 1992,; Yang, In press).  

This study 

    This study describes how a 4th-grade teacher integrated number sense facts problem 

into her mathematics class to promote the development of number sense.  

    Setting. The classroom teacher, Miss Wu, is an experienced elementary school 

teacher in Taiwan. Her fourth grade class has 30 students (16 boys and 14 girls). Miss Wu 

recognizes the importance of number sense and realizes that the emphasis on written 

computation does not necessarily develop number sense (Reys & Yang, 2005; Yang & 

Reys, 2001b). Therefore, she designed the number sense facts problem which focused on 

specific number sense components and the teaching goals in the textbooks.  

The episode 

   Greenes, Schulman and Spungin (1993) suggested that children’s number sense can 

be promoted through a situated word problem called “Fill In Number to Fit the Facts 

Problems”. It is a short story in which students have to judge and fill a suitable number 
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into the blanks by analyzing the relationships between numbers and problem. The 

numbers must be matched the situated problems meaningfully.  

Based on the above ideas, this episode shows how a teacher posed a ”number sense 

Fact Problem” and used it to help children develop number sense. 

The number sense Facts Problem:  

    Please choose from the numbers in the box, the correct answers to fill in the blanks: 

 

 

In the Chinese New Year’s Evening, Rachel’s families ate dinner at the restaurant. A 

special meat cost two $2000 NT dollars, and then the total amount should be      NT 

dollars. After the dinner, Rachel got three red bags with the cash in the bags. Rachel’s 

grandfather gave her three $1000 NT dollars, father gave her four $500 NT dollars and 

her aunt gave her $1000 NT dollars less than her father gave. So, her aunt gave Rachel         

NT dollars.  

Her father has four children and each child got the same money. Thus, her father 

totally gave his children      NT dollars. Moreover, her young sister got money a half of 

Rachel got. So, her young sister had     NT dollars and both of them have 

totally      .NT dollars.    

Beginning 

   �In the episode, “T” represents the teacher, “S” represents a student, and “S1” is a 

student from a particular student (in this case, Group1). The following is the actual class 

1000, 10000, 3000, 2000, 8000, 4000,  
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discussion and analysis by the authors.� 

Posing a challenging question 

T: Ok! Please read the problem carefully, consider the relationships you can find 

between the information given and the numbers in the box. Next, select the numbers 

from the box to fill in the blanks so that the story makes sense.   

S: It is difficult. Should we fill the blanks step by step? 

T: Good question. What should you do first when solving a word problem? 

S: I see. We have to understand what the problem describes. 

T: And then? 

S: We could use information in problems to find the answers fitting the problems. 

T: Good! 

   Most of the students in Taiwan are often urgent to find the answers and ignore to 

review the meanings of the problem. Understanding what the problem wants to address is 

the most important job before solving problems (Polya, 1945). Hence, posing such a 

challenging number sense facts problem is a good beginning for students to analyze the 

problem carefully and decide the reasonable answers.    

Encouraging students to clarify this problem 

T: Any questions? 

S: I am not sure…. (Many students in the class seem doubting.) 

T: Give you a hint. Daddy gives Jack 1000 less than grandfather but more than the 

aunt. So, do we have to know how much money Daddy gives? 
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S1: Yes. 

S2: No. 

S3: Yes. Because the problem says that first Daddy gives Rachel 1000 less than 

grandfather but more than Aunt. Then we must know how much money Daddy 

gives. 

S4: Additionally, Blank 4 also asks that Daddy provides the same cash gift each    

person for his four children. So, we also have to know how much money Daddy 

gives. 

This is a nonroutine question, therefore it is a challenging for most of the students. 

Miss Wu encouraged her students to clarify the problem and read the question carefully. 

At the same time, she encouraged her students to have small-group discussion and write 

down their results. She monitored the group discussion and checked on their progress. 

After several minutes, the whole-class discussion began and here are excerpts of students’ 

presentations from each group:      

    S1: First, Blank 1 is 2000×5�the answer is 10000.  

S2: Why? 

S1: Because it said there are five 2000 NT dollars.  

S4: I explain it for you. Here are some fake paper moneys. You can count them. 

     Two thousand, four thousand, six thousand, eight thousand, ten thousand. 

     We totally count five times of 2000. Understand? 

S2: Ok! 
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   During small group discussion, Miss Wu encouraged her students to join the 

discussion and try to solve problem independently. Students enjoyed the communication 

with their classmates and liked to share their ideas and methods with each other. 

Questioning, Explaining, and justifying the answers 

  About ten minutes later, Miss Wu began the whole-discussion and asked who like to 

share their ideas answers and reasons first. 

Second Group  

S4: First, we discuss Blank5. Because 100×50 are 5000 and then 500×6 are 3000� 

there are 1000, 2000, 3000, 4000 less than 5000. However, there is just 4000 is 

greater than 5000. So, the Blank 5 answer is 4000. 

T: Some body doesn’t understand why fifty 100 are 5000. How do you know? 

S4: Because ten 100 are 1000, twenty 100 are 2000. So fifty 100 are 5000. 

T: Great. Can any other group member to explain why six 500 are 3000?   

S1: Because two 500 are 1000. So, six 500 are 3000. 

    During the discussion, the teacher not only asked students to share their answer with 

the whole class but also stimulate them to provide clearer explanations. Moreover, the 

teacher patiently listened to her students’ explanations, maintaining a healthy and 

comfortable learning environment.   

First Group: 

S2: Because grandfather gives 1000 more than Daddy and Daddy gives 1000 more 

than Aunt, we add 1000 one time from Aunt to grandfather. 
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T: Did any body know what she said?  

S: How do you know grandfather gives 1000 more than Daddy and Daddy gives 1000 

more than Aunt� 

S2: The story describes. And then we find two set answers, 1000, 2000, 3000 and 

2000, 3000, 4000. But the correct answer is 1000, 2000, 3000. 

S: Why? 

S1: Because the clue 4000 had been used in blank 5. 

T: At this moment, can you make sure the answer? 

S3: Yes, Aunt gave 1000. Daddy gave 2000 and grandfather gave 3000. 

The teacher encouraged other group students to query the explanations offered by 

group 1. Moreover, she also supported group 1 members to prove their responses. 

Through the open communication and debate, students can challenge one’s ideas while 

exercising critical thinking. 

The teacher is always a good director while discussing 

    In this study, the teacher played an important role in creating learning environment 

and providing a meaningful mathematical activity to encourage students to immerse in 

discussing. 

�The teacher walked around third Group� 

T: Why did you finish a lot late? Is the problem difficult?  

S1: A little. 

T: Try your best! Showing team work! 
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………………………………………………………………. 

�The teacher walked around fourth Group� 

S5: Sir, we did not have fake paper money—2000dollars. 

T: Try to find other substitutes. 

S2: We have fake paper money—1000dollars. Two 1000 can be viewed as 2000. 

T: Great! 

S3: It is easy. We just write down the number 2000, 2000, 2000, 2000, 2000 . 

    So, 2000×5 are 10000.  

    According to the describing above, we could find that such a number sense fact 

problem is difficult for students. To enhance students’ confidence, teachers had to direct 

and encourage in good time. Furthermore, the teacher also had to encourage her students 

to be challenged and develop multiple methods to solve problems. Even though a barrier 

is placing in front of them, students can also be brave to remove it. 

Encouraging students to make final conclusion 

     After discussion, we finished all blanks!! However, I think that students are 

memorizing mixes information discussing ten minutes ago. In order to help students 

construct a clear and exact process of problem solving, the teacher should rehearsal again. 

Through this action, I hope that students can not only re-examine the relationship among 

numbers, operation and situation, but also experience that the number sense facts 

problems become mathematically and meaningfully. 

T: Great! We have finished. Let us entirely review the process of solving problems and 
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then finish task writing. Blank 1 is easy. How are five 2000 dollars? 

S: Ten thousand. 

T: Count again. 

S: Two thousand, four thousand, six thousand, eight thousand, ten thousand. 

T: Blank 2 and 3 are difficult. There are two sets, 1000, 2000, 3000, and 2000, 3000, 4000. 

But if we choose later, what will happen? 

S: If we think that daddy gives 3000 dollars, the blank 4 should be filled in 12000. 

However, we can not find answer on the right sheet.  

T: Great. 

T: Do we have to count six 500 dollars when we solve blank 5? 

S:Yes! Then we will know is between 3000 and 5000. 

T: Good! 

Task writing  

 

Figure 1. Group 4 Task writing  
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Figure 2. Group 6 Task writing 

                     Writing mathematical diary  

Through number sense facts problems activity, we not only can encourage students to 

learn, but also promote their learning confidence. Students’ diaries (Figure 3 and Figure 4) 

suggest that students can do self-examination after the instruction and they also can make 

sense the meanings of numbers and operations. The most important thing is that students 

can appropriately handle the relationship among numbers, operation and their 

relationships. Moreover, number sense situated learning promote students’ interest in 

learning mathematics. Students are willing to discuss and share their ideas with their 

classmates. In sum, students’ motivation in discussion with peers and interaction among 

students are increasing.  

 

I learned a lot. Now I knew I need to review the whole item first and  
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make sure whether the numbers can be used in here or not. In this activity,  

I learned how to make a judgment and solve the problem.  

Figure 3: S25’s Mathematic diary 

 

 

 

 

 

In the activity, I can review the question and answers again after I  

explained my answers to my classmates. Our small-group discussions  

worked hard and this kind of discussions were very interesting. I do  

like this kind of teaching method in the future. 

Figure 4: S16’s Mathematic diary 

Conclusion 

    Although we all realize the importance of teaching and learning number sense, it is 

not easy to teach number sense efficiently. This article presented an example that a 

Taiwanese teacher integrated number sense facts problem into the fourth-grade 

mathematics class. The results of this episode show that, children’ number sense can be 

promoted through a well-designed number sense situated problem. This confirms the 

earlier studies (Markovite & Sowder, 1994; Yang & Reys, 2001a, 2001b; Yang, 2003), 

that children can develop number sense by integrating real-life situation into a 
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well-designed number sense activity. 

    Moreover, teachers play an important role in teaching and learning number sense. 

Teachers should know how to design and select a valuable number sense question, 

encourage small-group and whole-class discussions, and stimulate students to explore, 

communicate and justify their answers and reasons. Number sense has been considered to 

be an international topic in mathematics education (NCTM, 1989, 2000�AEC, 1991�

NRC, 2001). We do hope this teaching episode can provides a snapshot to show how 

number sense facts problem can be effectively use in helping children develop number 

sense. 

 

 

 

*This paper is a part of a project supported by the National Science Council of Taiwan 

with grant no. NSC-92-2522-S-415-002. Any opinions expressed here are those of the 

authors and do not necessarily reflect the views of the National Science Council of 

Taiwan. 
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Abstract 

The paper aims to promote emotional competence of 4- to 5- year old Taiwanese students by 

implementing emotional learning curricula. The writer intends to recruit four kindergarten classes 

in Taiwan and divide these classes into treatment and control groups. Emotional learning lessons 

based on children’s development and needs which will be used to help young children understand 

how to identify, recognize, and manager their feelings. The questions the investigator wants to 

figure out are: (1) is emotional learning effective on promoting Taiwanese kindergarteners’ 

emotional competence? (2) what kind of influence will those emotional learning lessons have on 

children’s emotional development?  
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Chinese Parents Support Children’s Chinese 

Language Skills in the United States 
Yi-Wen Tsai   
Ya-Lun Tsao   

Currirulum and Instruction 
The Pennsylvania State University 

 

This study surveyed a group of ten parents who intend to promote their children’s 

Chinese language skills in the United States. The participants were asked their 

opinions on Chinese language education, the challenges of their efforts to teach 

Chinese by themselves, and the expectations for their children and the language 

environment at home. Findings show that parents strongly support the Chinese 

language learning of their children and understand the purpose and underlying 

culture-identity associated with maintaining their native language. The majority of the 

parents intend to encourage their children to speak Chinese at home. However, a gap 

exists between expectation and actual practice. The results suggest that both parents 

are very supportive of their children developing Chinese proficiency. The implications 

of this study are that efforts of parents of Chinese heritage for promoting their native 

language require working in concert with children to establish more effective 

partnerships to meet the different needs and expectations of both parents and students, 

and at the same time provide children with the necessary language and literacy 

experiences in a meaningful way. 
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Abstract 

 
This study investigated preschool science environments in 20 preschool classrooms in 
13 midwestern child care centers. By operationalizing Neuman's concept of 
"sciencing", this study used The Preschool [0]Classroom Science Materials/Equipment 
Checklist, the Preschool Classroom Science Activities Checklist, and the Preschool 
Teacher Classroom/Sciencing Form to analyze the availability of science materials, 
equipment, and activities for preschoolers in the classroom. Each teacher was 
videotaped for two consecutive days during free play time. The study showed that half 
of the preschool classrooms (N=10) had a science area. The activities that the preschool 
teachers engaged were mostly not related to science activity (86.8%), 4.5% of the 
activities were related to formal sciencing, and 8.8% of the activities were related to 
informal sciencing.   
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Introduction 

Science is the passionate quest to understand how our world works. To promote 

scientific thinking, children need a supportive environment in which they can exercise 

this passion of discovery. Science experiences based on children’s curiosity and 

eagerness to explore the world provide many learning opportunities for children. 

Through operationalizing Neuman's concept of "sciencing”, the study suggests that 

teachers need to plan “formal sciencing” activities, introduce informal science 

experiences in daily routines, and use teachable moments that promote incidental 

sciencing activities. Teachers should be encouraged to create an engaging and 

provocative science environment for preschoolers. It is important for preschool 

teachers to know that “the processes of science are learning processes for all of us” 

(Holt, 1989, p.92). In fact, teachers can model for their children a passion for discovery 

that is common in the world of science.  It is acceptable for educators to say "I don't 

know, why don't we find out together". This study suggests that to improve science 

teaching in the preschool classrooms, teachers need to reflect more on their own 

practices and utilize the science materials that are available in their environment. 

Science activities can be very simple, and in fact, science is everywhere.   

The traditional adage “I hear and I forgot. I see and I remember. I do and I 

understand” indicates the way children learn best (Croft, 2000, p. 219). Direct 
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experiences are the preferred way to learn, according to this perspective, and several 

educators agree, such as William Kilpatrick (1936), John Dewey (1938), and Jean 

Piaget (1965). Since young children’s thinking is more concrete and less logical, they 

need hands-on experiences to support their developing thought and understanding 

(Harlan & Rivkin, 2000). Neuman (1972) used the term “sciencing” to describe 

science-related activities for young children. This study used Neuman’s three 

sciencing categories (i.e, formal sciencing, informal sciencing, and incidental 

sciencing) to analyze the types of science activities in preschool classrooms.  

Children’s long-term attitudes toward science begin with their earliest exposures 

to science. The foundation for understanding science must begin early. Science 

education has been strongly advocated in the primary school curriculum for its 

importance to young children. Few studies have examined how educators teach science 

and what materials and equipment are available in the early childhood environment. 

The purpose of this study was to investigate science environment in preschool 

classrooms. 

Methods 

This was an exploratory study that videotaped preschool teachers on two 

consecutive days during the morning free play time in summer. The participants were 

20 head teachers of 3-to 5-year-old preschoolers in midwestern child care centers. 
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Three instruments were developed for this study. The Preschool Classroom 

Science Materials/Equipment Checklist was created to record the presence of science 

materials in the preschool classroom. The Preschool Classroom Science Activities 

Checklist was designed to identify the presence of science activity centers for 

preschoolers in the classroom. The Preschool Teacher Classroom/ Sciencing Coding 

Form was developed for identifying where teachers interact with children and what 

science activity was available in the different areas of the classroom. 

Each teacher in the study was nominated for participation by the director of the 

respective centers. The teachers needed to have worked in the center for at least one 

year.  Each teacher was videotaped for sixty minutes for two consecutive days during 

morning free play time. The videotapes were analyzed by the researcher using the 

Preschool [0]Classroom Science Materials/Equipment Checklist, the Preschool 

Classroom Science Activities Checklist, and the Preschool Teacher 

Classroom/Sciencing Coding Form. Following verbal consent from the directors, 

information about the study and the letter of consent were distributed to each director 

and head teacher. In addition, written consent was obtained from the classroom teacher 

assistant and the parents since it was likely that the teacher’s assistant and preschoolers 

inadvertently would be included on the videotape.  

Results 
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The findings indicated that half of the preschool classrooms (N = 10) had a science 

area available, and most of these areas were located by the window in the classroom. 

Most of these science materials were nature items, such as fish tanks, feathers, pine 

cones, seashells, fossils, plants, and toads. Six classrooms (30%) provided indoor sand 

box activities that included various mediums, and five classrooms (25%) had indoor 

water table activities with additional accessories. There were no cooking activities and 

no sorting objects available in the classrooms.  

The findings indicated that teachers tended to interact most often in the art area 

(24.8%), followed by the sensory area (19.3%), and least often in the science area 

(.3%). The results also showed that the activities in which the preschool teachers 

engaged were mostly not related to science activity (86.8%), and 4.5% of the activities 

were related to formal sciencing. A total of 8.8% of the activities were related to 

informal sciencing.  

Conclusion 

The present study provides evidence that teachers need to create a science area in 

their preschool classrooms. Teachers should be encouraged to use and arrange 

materials in their science centers that create an engaging and provocative science 

environment for preschoolers. Informal science experiences with preschoolers need to 

be introduced into daily routines. It is important for preschool teachers to know that 
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“the processes of science are learning processes for all of us” (Holt, 1989, p.92). In fact, 

teachers can learn with children and develop children’s science process skills by asking 

productive questions. It is perfectly fine for teachers to state that “I don’t know” and 

“let’s find out together.” This study suggests that to improve science teaching in the 

preschool classrooms, teachers need to reflect more on their own practices and realize 

the science materials that are available in their classrooms. Science activities can be 

very simple, and in fact, science is everywhere.  
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Abstract 
Early experiences have tremendous impact on a child’s thinking and learning. Brain 
development research indicates that when young children experience something new 
or a problem, it increases their brain activity and neural connections. Experiencing 
science activities, children can develop an appreciation and awareness of the world 
around them. Based on children’s natural curiosity and eagerness to discover the 
world, science activities provide opportunities for children to learn through all of their 
senses. In planned science activities and everyday occurrences, a questioning 
technique can encourage young children’s natural exploration and enhance their 
learning. Science experiences can be simple and fun.  
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Science is the passionate quest to understand how our world works. Science 

involves the process of observing, classifying, experimenting, hypothesizing, and 

communicating (Abruscato, 2003). According to Holt (1989), “with young children, 

science is continuous wondering, finding out, knowing” (p. 2). Young children have an 

innate curiosity. They are constantly exploring their surroundings and try to make 

sense of what happens. Brain development research indicates that when young 

children experience something new or a problem, it increases their brain activity and 

neural connections. Science experiences can help children to develop an appreciation 

and awareness of the world around them. Science experiences promote the overall 

development of young children. Early experiences shape the way the brain is 

structured and how it functions. Children learn by doing, manipulating, using real 

objects, and by actively participating in their learning processes. Early stimulation 

prepares young children’s later growth and development. Children’s long-term 

attitudes toward science begin with their earliest exposures to science. 

Young children’s thinking is very different from the thinking of adults. According 

to Piaget’s cognitive development stage theory, children construct knowledge about 

the physical world by actually investigating and interacting with objects through all 

their senses (Croft, 2000). Since young children’s thinking is more concrete and less 
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logical, they need hands-on experiences to support their developing thought and 

understanding (Harlan & Rivkin, 2000).  

There are opportunities everywhere in young children’s environment to build a 

strong foundation for their science learning. According to Segatti, Brown-DuPaul, and 

Keyes (2003), “An environment rich in materials that foster cause-and-effect or 

trial-and-error explorations helps promote cognitive development” (p. 13). Young 

children experience different objects through “opening and shutting, filling and 

dumping, and picking up and dropping”, they may find that “objects can be all 

together, separated into pieces, and put together again”, and they may “put objects into 

categories by shape, size, color, or type” (Bredekamp & Copple, 1997, p. 61, 66).  

Based on children’s curiosity and everyday events, adults and children can investigate 

and explore together in naturalistic ways. Table 1 includes some of scientific skills that 

infants and toddlers can develop through a variety of hands-on activities (Bredekamp 

& Copple, 1997; Masi, 2001; Masi & Leiderman, 2001).  

Table 1. 
Scientific skills and activities 
 

Skill Example 
Problem Solving 
 

-Magic cups (hide a small toy under one of three 
cups while children are watching) 
-Puzzle  
-Stacking rings (in different sizes) 
-Touch and feel (place familiar objects inside a 
pillowcase) 
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-Identifying smells (e.g., a variety of food) 
Size & Shape 
Discrimination 

-Different sizes of boxes with lids  
-Putting in and taking out game (a container with 
toys) 
-Nesting cups 
-Paper bag blocks 
-A variety of photos and objects with magnet on the 
back and place them on a metal cookie sheet 

Cause and Effect -Bouncing ball game (weave a blanket to make a 
ball pop into the air)  
-Building towers of large blocks, cereal boxes, shoe 
boxes 
-Jack-in-the box 
-Sound makers (e.g., pots, wooden spoons) 
-A variety of objects to drop (e.g., metal spoons, 
feathers, blocks) 
-Beanbag bowling by using plastic bottles or cups 
-Reaching, touching, popping bubbles 

Classifying  -Sorting by size (e.g., shoes of several sizes) 
-Matching color game 
-Shape sorting 
-Matching up shapes game 
-Sorting objects by texture (e.g., hard verse soft) 

 

The role of teachers is crucial in expanding and supporting children’s learning. 

The teachers’ role, which includes socializing with children, encouraging children’s 

play activities, monitoring children’s behaviors for safety, and asking questions to 

promote critical thinking (Kontos & Wilcox-Herzog, 1997). Vygotsky (1962) believed 

that children are helped and influenced in their knowledge construction by the people 

around them. Researchers have shown that teacher─child verbal interaction, especially 

asking questions, is the key component leading to positive outcomes for children 
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(Trawick-Smith, 1994; Vandell, 1996). According to Eltgeest (1985) a productive 

question stimulates and provides scaffolding for children who are beginning to build 

their own understandings. Table 2 shows these productive questions and some 

examples.  

Table 2. 
Productive Questions 
 

Type of questioning Definition Example 
Attention-focusing 
(Eltgeest, 1985) 

Utterances that help 
children focus their 
attention on significant 
details, by seeing, hearing, 
smelling, tasting, or 
touching 

Have you seen…? 
How does it 
feel/smell/look? 
What’s on your shirt? 

Action 
(Eltgeest, 1985) 

Utterances that encourage 
children to explore the 
properties of unfamiliar 
living or non-living items 
and of small events taking 
place or to make 
predictions about 
phenomena 

What happens if…? 
What would happen if…? 
What if…? 

Problem-posing 
(Eltgeest, 1985) 

Utterances that help 
children plan and 
implement solutions to 
problems. These questions 
include asking for 
clarification, verification 
or justification, or the 
extension of knowledge 

How would you find a way 
to…? 
How would you figure out 
how to…? 
What else do you need to 
make…? 
 

Measuring and counting 
(Eltgeest, 1985) 

Utterances that help 
children become more 
precise in their 
observations. This 

How many…? 
How often…? 
How long…? 
How much…? 
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question naturally leads to 
the category of 
comparison questions 

Comparison 
(Eltgeest, 1985) 

The teacher asks children  
to classify or sort a set of 
objects into a series of 
groupings 

Which is larger/smaller? 
Which is softer/louder? 
Which is 
smoother/rougher? 

Reasoning 
(Eltgeest, 1985) 

The teacher asks children 
to explain how and what 
she or he has observed, 
inferred, classified, and to 
clarify his/her thinking. 
Reasoning questions help 
the child think about his or 
her experiences and 
construct ideas 

Why do you think…? 
What is your reason for…? 
How do they go together? 

Early experiences have tremendous impact on a child’s thinking and learning. 

Experiencing science activities, based on children’s natural curiosity and eagerness to 

discover the world, science activities can provide opportunities for children to learn 

through all of their senses. In planned science activities and everyday occurrences, a 

questioning technique can encourage young children’s natural exploration and enhance 

their learning. Science experiences can be simple and fun. 
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WINNING THE CHILD’S HEART AND MIND: EARLY LANGUAGE  

AND LITERACY DEVELOPMENT 

Keith Turner, Janell Sherwood, & Suellen Moore 

 

PROGRAM ABSTRACT 

 “Winning the child’s heart and mind” is the philosophical underpinnings of the 

Transactional Early Literacy Model (TELM). This workshop will be divided into three sections 

to illustrate the importance of: 1) having a “winning the child’s heart philosophy; 2) utilizing 

real-life video clips to illustrate key concepts related to early language and literacy development; 

and 3) on-going observation and evaluation activities to maximize learning outcomes for infants 

and toddlers across all interests and ability levels in childcare settings.   

EXPANDED ABSTRACT 

 “Winning the child’s heart and mind” is the philosophical underpinnings of the 

Transactional Early Literacy Model (TELM).  Pestalozzi articulated the “winning the heart” 

philosophy over two hundred years (Braun & Edwards, 1972). “Transactional” as used in the 

TELM, refers to the dyadic relationship characteristics essential to building a positive history of 

child-guided interactions (Sameroff & Chandler, 1975) so that childcare givers “win the hearts” 

of the infants and toddlers in their care. The TELM incorporates research-based practices related 

to “joint-attention” which means that childcare teachers are focuses on each child’s interest or 

play themes (McCathren, 1999); “adult responsiveness” means that the center staff respond 

immediately to each child’s emerging language/literacy cues (Neuman & Dickinson, 2002); and 

“interactive (dialogic) story reading”  is where the staff allow the  child’s interests to guide their 

interactions with printed material (Justice & Pullen, 2003). 
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 Given the national thrust on early literacy (No Child Left Behind Act) and high-stakes 

standardized testing, the danger is great that the failed “Drill and Kill” approaches being utilized 

in elementary grades will move down to the infant/toddler age range. The TELM approach 

utilizes the best child guided principles to facilitate the children’s interests in their physical and 

social environment. The workshop will be divided into three sections to illustrate the importance 

of: 1) having a “winning the child’s heart philosophy; 2) utilizing real-life video clips to illustrate 

key concepts related to early language and literacy development; and 3) on-going observation 

and evaluation activities to maximize learning outcomes for all children across all interests and 

ability levels. 

 The Philosophy section of the workshop will utilize an interactive format where the 

participants will be given opportunity to share their ideas and theories on how one develops early 

language and literacy in young children. Focus on child’s interests and themes will be key to 

facilitating early communication (Joint Attention) and interest in infant/toddler books. Having 

the participants understand the critical importance of recognizing and responding to the child’s 

emerging interests (Responsiveness) will be discussed from an individual child perspective as 

well as center-based approach.  Increasing the interactive reading (Dialogic) activities of the 

toddlers will be done through simulation activities as well as illustrated in video clips. 

 The Key Concepts section of the workshop will utilize a video clips case study approach.  

Participants will be shown a video clip and ask to judge it in terms of key concepts contained in 

this workshop. First, participants will need to be able to determine infants’ and toddlers’ 

interests, temperament, and interaction style based on observation of selected video clips. 

Second, they will be asked to indicate if the caregiver utilized joint attention in being responsive 

to child’s interests as depicted in the video clip. Third, classroom management and arrangement 
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strategies will be presented for the participants to evaluate at to their likelihood of promoting 

early language and literacy development.  Finally examples of reading activities with infants and 

toddlers will be presented for the participants to determine their dialogic qualities. 

 The Observation and Evaluation section will be presented from a “theory into practice” 

perspective. Even though statistically significant (.05) gains were made for the 40 

infants/toddlers with pre-post Denver II Language Developmental Quotients (controlling for 

maturation effects) for the Fall 2005-Spring 2006 program year, the TELM implementation and 

evaluation was done within the budget and guidelines of Early Head Start Program. An effort 

was made to demonstrate field-validated instructional approaches as opposed to a university-

based research project. Participants will be given strategies for developing outcome-based 

measures that are in keeping with the best child-guided instructional strategies to promote first an 

“interest” in learning and secondly to focus on the “outcome” from the learning activity.  

 Each of the three presenters will bring their specialized interests and expertise to each of 

the three sections of the workshop. The lead presenter, Dr. Keith Turner, developed the TELM 

and will present the theoretical and research-based evidence supporting the concepts presented in 

the workshop as well focus on outcome-based evaluation activities. The second presenter, Ms. 

Janell Sherwood, is the Executive Director of the Central Texas 4C, Inc., and the visionary who 

wrote the first grant for the Early Head Start Program that incorporated the TELM as a key 

instructional component of the program. Ms. Sherwood will share insights on staff development 

and leadership activities critical to implementing and evaluating quality developmental and 

learning activities for infants and toddlers. The third presenter, Ms. Suellen Moore, Education 

Specialist for the Central Texas 4C, Inc. Early Head Start Program, will share her expertise in 
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designing centers to stimulate independent access and interests in learning and printed materials 

as well as monitoring the on-going day-to-day learning activities in the centers.   
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Abstract: Data-driven instruction, the use of data to inform instructional decisions, has 
become a driving force in education (Wellman & Lipton, 2004).  As a result, teacher 
education programs are including data-driven instructional practices into their preservice 
teacher education curricula.  This paper describes how faculty in the Educator Licensure 
program at Colorado State University employed curriculum mapping as a vehicle to 
identify, align and integrate data-driven instructional practices into the Educator 
Licensure curriculum. 

 
      

Introduction 
 
Data-driven instruction, the use of data to inform instructional decisions, has become a driving 
force in education (Wellman & Lipton, 2004).  As a result, teacher education programs are 
including data-driven instructional practices into their preservice teacher education curricula.  
This paper describes how faculty in the Educator Licensure program at Colorado State 
University employed curriculum mapping as a vehicle to identify, align and integrate data-driven 
instructional practices into the Educator Licensure curriculum. 
 
Background 
 
With the advent of our state’s move toward performance-based standards for teachers came the 
need to revise the teacher education curriculum so that it was congruent with these standards. 
Over time, attrition of faculty, the addition of new faculty, the trend toward hiring adjunct 
faculty, and the use of graduate students as instructors, our curriculum became fragmented.  A 
consistent theme emerged from student end-of-course surveys, licensure program completer 
surveys and a comparison survey done by an outside company that compared our program with 
similar programs across the United States. Students felt there was considerable overlap and 
duplication across the licensure curriculum. Answers to questions about areas of improvement in 
the Teacher Licensure Program listed redundancy and repetition as areas to improve.  
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To address the need for a coherent curriculum that was congruent with the state’s performance 
standards for teachers, we capitalized upon work we were doing as part of the grant, Preparing 
Tomorrow’s Teachers to Use Data. Four institutions of higher education (IHE’s) in our state had 
developed standards for using data to inform instructional practice entitled Information-Based 
Educational Practice (IBEP). The goal of this grant was to integrate and implement the IBEP 
Standards across the Teacher Licensure programs at each IHE in order to better prepare teacher 
candidates for their future classrooms. Integrating these standards into our course of study 
required us to reexamine our curriculum as a whole. Thus the work of this grant became the 
catalyst for aligning teacher licensure content within specific courses and across courses as a 
whole. 
 
Implementation 
We recognized that this work would mean a change in how we worked as a faculty. We looked 
to the current literature and research on change to inform how we would structure our work. 
Fullan (2001) notes that for successful change, there needs to be shared meaning among all 
involved. As a framework for creating shared meaning, we began by reviewing all the documents 
that provided the foundation for and guided the Licensure Curriculum. We had in place a set of 
belief statements that were aligned with the Colorado Department of Education (CDE) 
Performance-Based Teacher Education Standards, the National Council for Accreditation of 
Teacher Education (NCATE) standards, principles from the Interstate New Teacher Assessment 
and Support Consortium (INTASC) standards, and performance indicators from the Colorado 
Council on Higher Education (CCHE).  We added and aligned the IBEP standards with this 
document.   
 
However, having a written document was no guarantee that these standards would be translated 
into our teacher education classrooms. We also knew that what was written in course syllabi may 
or may not have been what was actually enacted in the classroom. For example, we found that 
not all faculty members were teaching to the state’s performance standards for teachers even 
though these standards were mandated. In some cases, the standards were included in the course 
syllabus but little attention paid to them when enacting the curriculum. A faculty member was 
overheard to say, “Teach to standards?  What happened to academic freedom?” Thus, we 
couldn’t integrate the IBEP standards without knowing what was taught in each course and 
where the overlaps and gaps occurred across the course sequence in relation to the state 
standards.  We identified curriculum mapping as the vehicle to facilitate this course revision, 
realignment, and integration of IBEP standards.   
 
Curriculum Mapping is a procedure to create a visual representation of curriculum based on real 
time information (Jacobs, 1997).  Instructors “map” their curriculum as it occurs, in real time, 
using predetermined categories and in the same format. These maps are aggregated first 
horizontally by course and then vertically across all courses in a sequence. Faculty members 
review the maps identifying strengths, gaps, and overlaps. Once the review is complete, the 
faculty determines what and where to add or eliminate content and strategies which results in a 
more streamlined curriculum.  
 
As research has shown, “change takes place at the individual level prior to the organizational 
level” (Hall & Hord, 2005, p.7).  We needed to show the individual licensure faculty that these 
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changes were necessary. To instill a sense of urgency for the realignment of the curriculum prior 
to the inclusion of the IBEP standards, or as Fullan (2001) stipulates, the pressure for change to 
occur, we shared with all licensure faculty the student survey data about repetition and 
fragmentation.  
 
But pressure alone will not prompt change, support is also necessary (Fullan, 2001). We 
provided support by using existing scheduled meetings to inform the licensure faculty about the 
data, provided professional development about the process of curriculum mapping, and 
disseminated all information. For those who engaged in the work of mapping their course 
curricula we paid stipends from our grant funds.  
 
The Process 
We began our curriculum mapping initiative by introducing the curriculum mapping process to 
the leaders for each course during one of their monthly meetings.  We followed by introducing 
the process and providing information such as handouts and articles at monthly Licensure 
Committee Meetings. We then identified two key courses to begin the mapping process and paid 
stipends to those who completed the process. We placed a template [Appendix A] for all to use 
on the Educator Licensure WebCt page. Using the template, mapped their courses in “real time” 
over the course of a semester. To facilitate the mapping process, we provided professional 
development for coaching to any instructor who requested it.   
 
Once each instructor’s individual map was completed, the instructors for that course met to 
aggregate their maps. During this process, the course leaders were encouraged to keep in mind 
the need for individual creativity, but to maintain fidelity to the established Colorado 
Performance-Based Standards for Teachers. The result was a course map, a visual representation 
of what was taught in that specific course.  
 
Next, the instructors for both courses met to develop a combined map that represented what was 
taught in both courses in the sequence. [Appendix B is an excerpt from the final map for the two 
courses.] The map was organized around exit outcomes and standards for teacher candidates.  
 
Finally, the instructors used the combined map to identify strengths, gaps, and overlaps for the 
two courses. They came to agreement as to what content would be kept in each course, what 
would be dropped, and what new content that was to be added. They also identified specific 
needs for professional development in order to increase their own knowledge base and 
pedagogical practices. The instructors used this information to revise their syllabi to reflect the 
agreed upon changes. To illustrate, during a combined course meeting we found that the exact 
same activity introducing learning theory had been used in both courses. As a group, we decided 
where this content and strategy belonged and it was eliminated from the other course. 
 
 
Findings 
There are three key findings from our curriculum mapping work. First and as hoped, the 
mapping did provide us with a picture of our curriculum, at least for the two courses targeted. 
We were able to identify overlaps and gaps in the curriculum for these two courses and to better 
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align our curriculum to and eliminate duplication of material in the sequence from one course to 
the next.  
 
Second, the maps refocused us back on students and their learning in relation to the state’s 
Professional Standard for Teachers. As one instructor remarked, “Our discoveries, fueled by both 
our course curriculum maps and our open pedagogical discussions are leading us to discover 
overlaps and gaps in the preparation we are providing for our teacher candidates.” Another 
instructor noted,  
 

Curriculum mapping is crucial for accountability and for the reputation of our entire 
licensure program. Students sometimes claim that there is repetition throughout the 
program. A map ensures that each [course] is clear regarding what should be taught and 
to what level or extent that it is taught so that there isn’t repetition. 

 
Third, the curriculum mapping process has fostered increased collegiality among participating 
faculty. We see these faculty members as more energized and engaged with colleagues 
mitigating isolation often felt by many in the field of education (Damrosch, 1995; Goodlad, 
1985; Lortie, 1975; Sarason, 1996). After a mapping meeting a faculty member commented, “It 
was really exciting to talk about what we were doing in our classes and to get ideas for different 
ways to teach the same content. I have never seen so much energy.” Another instructor wrote in 
the end of the semester evaluation, “It was really fun to exchange ideas and determine how each 
of us taught the major components of [our course]. We shared numerous 
materials/activities/resources with each other. As a result of the mapping, I’m energized to teach 
a number of things differently next year.” 
 
A third instructor noted,  
 

I have found both the mapping exercise and the discussion with colleagues to be 
invaluable… Armed with the knowledge of my own pedagogical skills, tools and desires, 
I attended meetings with others who brought their own tool box to the common table. I 
am appreciating both the similarities and difference in the ways my colleagues approach 
our common course. 

 
 
Conclusions and Future Directions 
 
Curriculum mapping been a successful way for the teacher licensure faculty to address the 
duplication and repetition of course material in two sequential courses. The process provided a 
systematic way to reexamine and align the curriculum to the state standards. But as important, ti 
has become a vehicle to foster collaboration and collegiality of participating faculty.  
 
We continue to engage in this process. The instructors of the two courses have continued to meet 
on a regular basis to revisit curriculum and share ideas and successes. At the same time, a third 
course has been mapped and will be integrated in the program map. From there, the instructors of 
all three courses will meet together to identify strengths, overlaps, and gaps further streamlining 
the Licensure curriculum. We also identified professional development needs and are scheduling 

2007 HICE Proceedings 
Page 6074



workshop session. Finally, we have upcoming visits of our accrediting agencies, the Colorado 
Commission on Higher Education (CCHE) and the National Council for Accreditation of 
Teacher Education (NCATE). In preparation for and during these visits we plan to use our work 
show how the Educator Licensure Program at CSU continues to revisit, revise, and strengthen 
the licensure curriculum for the benefit of our students. 
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Appendix A 
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line  

Content & Skills Assessment Materials used Activities 
used  

Standards and/or 
objectives 

Week  
 
 
 
 

     

Week  
 
 
 
 
 

     
 

Week  
 
 
 
 

    

Week  
 
 
 
 

     
 
 
 
 

Week  
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Appendix B 
 
CDE performance based licensure 
standards 
 

Course I Course II 

Standard 1 - Literacy 
 
 
 
 
 
 
Standard 2 – Mathematics & 
Numeracy 
 
 
 

Standard 3 - Standards and 
assessment 

 
Standards 

 
 
 
 
 
 
 
 
 
 

Literacy – 
• Journals, Teacher Work Sample, 
• Standards toolbox 
 
 
 
 
Numeracy 
• Standards toolbox 
 
 
 
 
 
 
 
Standards and assessment 
 
 
Standards  
• Teacher Work Sample  
• Standards Toolbox 
 
 
 
 
 
 
 
 

Literacy – 
•  Journals, Teacher Work Sample, teacher panels, class 

discussions of how articulated across content.  
• Interdisciplinary planning for literacy and numeracy 
• Speakers about the Colorado State Assessment 

Program (CSAP) 
 
Numeracy –  

• Teacher Work Sample, data assignments 
• CSAP speakers 
• Interdisciplinary planning for literacy and 

numeracy 
• class discussions of how articulated across content.  

 
Standards and assessment 
 
 
Standards 
• Planning and instruction 
• Writing objectives 
• Alignment  
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Assessment 
understand and use multiple forms of 
assessment, data driven instruction. 
 
 
 
 
 
 
 

 
 
 

 

 
Assessment 
• Rubrics 
• Assessment section of the 

Teacher Work Sample 
 
 
 
 
 
 
 
 

 
Assessment 
• Teacher Work Sample 
• CSAP speakers 
•  Data analysis assignment & Data Analysis using excel 

activity 
• Assessment terminology 
• Pre/post assessments 
• traditional assessment construction and Alternative 

assessment construction and rubric writing and task 
writing  

• Alignment of curriculum/instruction/assessment 
• Continuum/framework of assessment 
• Articles for assessment  
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challenges on how to deal with kids that are Linguistic and Culturally Different LCD, 
specifically those of with learning difficulties as  Communication Disorders, a high incident 
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Hutchinson, 2007). In rural Northern part of the province of British Columbia, special education 
teachers and available ESL trained teachers are in short supply to meet the demands and needs of 
these ‘new Canadian kids’. This aggravates pedagogical challenges as well as multi task learning 
on the part of the African refugee kids. This paper examines the pedagogical approaches and 
their efficacies adopted by school management to deal with such children in lower elementary 
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purposeful sample (Creswell, 2005). The data collection technique involved interviews with 
teachers, parents and the refugee kids, as well observation of the children in school and at play in 
their neighborhood and the examination of their language learning progress from their   report 
cards.  The paper concludes with remedial suggestions that will ameliorate the learning 
challenges experienced by the kids as well as constructive pedagogical approach that will assist 
teachers to a better approach to including and meeting the communication needs of these African 
refugee kids and their parents.  
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Full Paper: 

Introduction 

Population drift of African families as refugees to Canada has increased greatly in recent years as 

many of them seek asylum (Dirks 1977).  The accommodative policy of Canada’s immigration 

policy to refugees is a response to its commitment to global policy on refugees, as a signatory to 

the UN 1951 Refugee Convention (www.unhcr.ch).  

Teachers and school administrators in Canadian public school systems are  overwhelmed 

by  challenges on how to deal with kids that are not only culturally different but have linguistic 

challenges Often these challenges are addressed through teacher intersubjectivity and  

typifications which often are reinforced by the tracking system (Barakett & Cleghorn, 2000) to 

diagnose the children  with language and speech learning difficulties as  Communication 

Disorders/Exceptionalities, considered  a High Incident Exceptionalities  in the literature of 

Learning Disabilities (Andrews & Lupart, 2001; Hutchinson, 2007; Kirk, Gallagher, Anastasiow, 

2003; Winzer, 2002). In rural and urban Northern parts of the province of British Columbia, 

special education teachers and  ESL trained teachers are in short supply to meet the demands and 

needs of these ‘new Canadian kids’. This aggravates pedagogical challenges as well as multi task 

learning on the part of the African refugee kids.  

This paper examines the efficacies of pedagogical approaches adopted by teachers and 

school management to deal with such children in lower elementary grades. The contextual 

discussion  re-situates  Vygotsky’s  (1954, cited by Craig, 2000) Social-Historical Theory [SHL] 

of language and schooling, as well as Bandura’s  (1976) Social-Learning Theory [SLT] on 

vicarious learning (Barraket & Cleghorn, 2000)  to elucidate the ramification of Communication 
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Disorder prognosis and remedial learning strategies adopted to meet the learning needs of the 

affected African refugee kids in this part of Canada.  

Procedures.  A qualitative ethnographic phenomenological approach was adopted for the study. 

The reflection of the children’s heritage as minority ethnic group otherwise referred in the 

discourse of inclusive education as Linguistic and Cultural Diverse learners (McKibbin, 1995; 

Hutchison, 2007), was one of the selection criteria for my choice of the research orientation. 

Linguistic Geography of the children and their parents heritage classifies them as bilinguals as 

they possess, an African mother tongue and dialect, speak colloquial English referred as ‘Pidgin 

English’ [presented in western Historical literature as the ‘language of the Atlantic slaves’ of the 

nineteen century], as well as have basic knowledgeable in English language, which was used as 

medium of learning and teaching in primary schools, prior to seeking refugee status in Canada. 

As the researcher I share common history with the participants as an immigrant as well as an 

African with similar geographic linguistic background, which enable me easy access in sourcing 

oral data from them as I am able to acquire details of their linguistic expression on the 

phenomenoum investigated to better understand the ‘gray zones’ of the communication 

exceptionalities in question.   

My purposeful sample of research participants (Creswell, 2005) included four grades 

three and four elementary refugee children and their parents from Sierra Leone and Liberia in 

West Africa. The research site was an elementary school in a major city of Northern British 

Columbia while the parents of the refugee study participants work in the seasonal forestry labor 

jobs. Additionally, two teachers of the mainstream culture were also used as study participants. 

The data collection technique involved face to face oral interviews with the refugee kids, 

two teachers [of the refugee kids], and parents of the refugee kids. I also conducted a non-
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participant observation of the children at play in the school play ground, as well as in their 

neighborhood to assess the degree of English language interaction with other mainstream 

children. I also engage the children along with their parents in informal discussion in English to 

access the symbolic interaction between all of us at each of my five family visits to the homes of 

the children. The process of informal discussion with a purpose (Burgess, 1984) enable me have 

a differing access to the English language sophistication and growth of the kids outside the 

formal school space.  

The hermeneutics approach of qualitative data collection was implored as documents 

related to the learning progression of the children from report cards for two terms were collected 

and examined for comparative analysis, interpretation and progression of the children in 

language literacy [considering the lack of ESL programs for the children in the schools]. Special 

attention was given to teachers’ comments on the report cards to determine the growth rate of the 

children’s English learning. 

Data analysis of the interview data engage the generation of themes which served as the 

premise of my discussion on the challenges of their prognosis of communication 

exceptionalities, as well as how they have effectively improved their learning challenges. 

The paper concludes with remedial suggestions that will ameliorate the learning 

challenges experienced by the kids as well as constructive pedagogical approach that will assist 

teachers to a better approach to including and meeting the communication needs of these African 

refugee kids and their parents.  

Learning Heritage and Characteristics of the Elementary African Refugee kids  
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Learning is often defined by psychologists as a "change in behavior, more or less permanent in 

nature, which is the result of experience and reinforced practice" (Encyclopedia Americana 

1988: 116). 

 The learning heritages of most African children are grounded in the two stream systems 

of the informal and formal types. Specific informal learning heritage of the children are 

embedded to gerontocracy (Hammer, 2006), a tradition of indigenous knowledge and skills 

learning that takes place when the experience of the society is transmitted from generation to 

generation. This process may happen both consciously and unconsciously from birth to death. 

Whatever the type of  orthodox curriculum, learning outcomes include the 

internalization/inculcation of  moral values and practices, language development and knowledge 

as well  functional  skills acquisition (Fafunwa, 1974), depending on what is learnt. The learning 

process is related to the socialization process which often are gender oriented , as boys and girls 

internalize the norms,  values, mores and skills of the family [nuclear and extended types], the 

ethnic community and the church/mosque collectively and separately (Diallo, 2003). Hence, the 

primary agency to informal learning is the family, the church/mosque respectively.  These 

agencies are also the pivots of symbolic interaction of which the discourse of language 

development is embedded (Mead, 1986). The expressive oral communication of the children 

from Sierra Leone and Liberia is in the native language which may be Creole, and the ‘pidgin 

English’ which often is the lingua franca amongst most West African Anglo-phone communities, 

at home and abroad. The latter is a social language as well as the language of commerce in the 

informal economy back in West Africa. As some of these children prior to immigration to the 

west, would have acquired ‘salesmanship’ as they hawk indigenous food products to augment the 
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family income in refugee camps during crises or at home prior to the war conflicts. The skill 

activities of trading have exposed the children to the versatility of the use of ‘pidgin English’.  

 

Mead’s (1986) symbolic interaction of language, is noticed with the children as the mother 

tongue is spoken to them first as they progress in their developmental stages. The children’s  

social history  on  the development of language are expressed in the  narratives of oral traditions, 

in story format told by elders to the children and the children re-tell the stories amongst their 

peer groups as part of their peer culture of socialization. The re-storying of the children amongst 

peers is often undertaken at nights otherwise described in African children literatures as “tales by 

moonlights” in villages and cities (Ama Ata Aidoo, 1987). Even though is  may be considered a 

culture of play by peers, the implicit goal is to ensure grounding knowledge of traditional 

histories, moral knowledge  as well as reinforce native language development and usage as 

learning skills. The purpose of such traditional education, is to transmit from one generation to 

the next the accumulated wisdom and knowledge of the society, and their active participation in 

its maintenance or development (Nyerere 1982 :17). This is the sort of education which grows 

out of the local environment in order to meet the needs of the local society. An education whose 

goals are to enable the society to effectively cope with its environment has to be dynamic so as to 

meet the changing needs of the society as well as the challenges of on going changes in the life 

of society.  

 On the heritage of formal primary education of the refugee African kids, while it is true 

that the ethnic conflicts of their home countries interrupted their formal schooling, the kids have 

acquired some formal primary education prior to immigrating to Canada. The medium of 

instruction and learning was basically the British English language format [considering the 
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colonial legacy of most Anglophone African countries].  Both teachers and students language 

interactions are influenced by the interference of the mother tongue, in addition to the colloquial 

‘pidgin English’ in classroom discourses. With the use of story telling as pedagogical approach 

in subjects as English subjects in the lower elementary grades, the kids become more conversant 

with oral expression and to some extent the written type as they construct in their own words the 

themes covered in comprehensive passages of the story from the text adopted in the classroom. 

The African teacher(s) instructional approach is a continuity of the informal education approach 

discussed above; as students are also provided the opportunity to re-story their acquired stories 

orally, this will enable them practice their narrative style as well as oral language expressions in 

English language in the classroom. The teacher methodology dwell on stories that are familiar to 

the kids which makes it  easier for them to be fluent  in oral communication when re-producing 

the stories as compared to their new classroom learning experiences in the Canadian classrooms.  

 Generally, teacher pedagogical approach to teaching in the African elementary schools 

the kids are familiar with  are often within the perennialist teacher method approach which 

makes teaching and learning teacher centered (McNergy & Herbert,  2001)  as the teacher directs 

the entire class orientation with students sub-summing the role of effective  listenership ,  

observation, this approach is similar to Banduras’ (1986) social learning theory, which posits that 

vicarious learning occurs amongst children when the social environment  is adaptable to them as 

they learn through imitation and observation of significant others [which in this case is the 

teacher].  This learning approach is within the educational orthodoxy of gerontocracy in African 

informal schooling. Hence, the learning communication between teacher and students are 

regulated, as students verbally interact less but more in ‘doing’ what the teacher instructs them to 

do. Hence, adapting to the Canadian pragmatic learning style of children asking question without 

2007 HICE Proceedings 
Page 6087



 8

been asked by the teacher to them is a big challenge to these new comers in Canadian elementary 

schools.  

Teacher Diagnosis of Communication Disorders on the African Refugee Elementary 

Children 

Communication disorders and exceptionalities are defined as disorders in speech (articulation, 

voice and fluency) and language (expressive or receptive) (Hutchison, 2007:83). Even though 

some communication disorders are related speech impairment which in most cases are attributed 

to neurological, physical or sensatory factors which ultimately affect language impairment. With 

the case of LCD children as the African refugee kids, the characteristics of speech and language 

disorders associated to the diagnosis based on ‘Voice Disorders’-“student speaks slowly and 

softly in a husky voice, does not speak with normal pitch, loudness, duration or quality, is shy 

about expressing ideas” (Hutchinson, 2007:85). Teachers of the main stream culture familiar 

with such characterized signs of communication disorders literature as above use their 

intersubjectivity by quickly classifying these kids to the matrix, without taking cognizance of 

other variables interfering to their as ‘husky voices’ which may be due to the interference of 

mother tongue as most of the kids oral pronunciation are controlled by their mother tongue 

accent which also control low or high voice of expression-as voice disorders.  In  addition, 

because the teacher is seen as an ‘elder’ or a significant other (Bandura, 1986), African refugee 

kids concept of socialization are trained to ‘behave’ themselves in the  presence of the teacher, as 

they are required to display respect by  displaying some degree of shyness and quietness as they 

speak only when asked to speak. The lack of cultural compatibility of the children’s learning 

heritage by teachers of the dominant culture is also misinterpreted as shortcoming to 

exceptionalities as communication disorders. Such cultural assumptions are also tied to teachers 
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expectations and prophesies of these children (Barakett & Cleghorn, 2000) which often leads to 

their prescription of the children to be administered tracking systems of standardized testing that 

leads to official prognosis as communication disorders, which not only academically label the 

child wrongly but may affect the social learning psychic of the child in the future.  

Mainstream teachers also label African refugee kids with the speech and language 

characteristics on the basis of “‘receptive language’- as student fails to understand oral 

instruction, even when given individually” (Hutchinson, 2007:85). This is not only an accident of 

labeling of the African refugee children should this measurement are used to diagnose them with 

communication disorders, as teachers have difficulties of understanding the verbal expression of 

the kids due to their mother tongue interference or accent, so are the students perception or 

receptive level of the teacher as having accent that is unfamiliar to the children. As Samuda 

(1995) stated that, teachers need to provide more time and opportunity to adjust to the accent of 

their immigrant students, especially in the situation where ESL teachers are not available. In 

another discourse McKibbin (1995) reiterated that the lack of distinction between language 

differences and language disorders by teachers of the dominant culture on immigrant children in 

their early classroom interaction contributes to many miss-diagnoses of the children, which 

subsequently leads to prescriptive remedies that are dysfunctional to the child’s learning. There 

is the need for the teachers and even the ESL trained teachers that may work with such children 

to posses some knowledge of the learning heritage and identities of these children (Ogbu & 

Matute-Bianchi, 1986) first before undertaking any diagnostic procedures that may involve 

tracking on the children.   

The lack of cultural relevant curriculum that reflects the identity of African heritage also 

slows down the level of English communication growth [should they be found at a deficit to such 
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a disorder] of the African refugee kids and indeed most immigrant kids. As Dei (1996) survey 

with minority students expresses concerns about not seeing themselves portrayed in Canadian 

history or literature affects the level of motivation to readership of text resources that will 

facilitate their language skills and literacy as expected by Canadian standards. The flexibility and 

availability of such literatures especially in the lower elementary classes will definitely provide 

inceptives to better language development in English. 

Solomon (1992) found that dominant group teachers reported differential expectations of 

students from different racial background; such expectations can influence curriculum teaching 

approaches and student teacher relations. Hutchison (2007:152) described how an Asian teacher 

described a racist experience when she was a student, as her teacher who assumed from her 

appearance that she could not speak English. Such racial stereotypes by teachers of the dominant 

culture are common in public Canadian school systems (Kissen,  & Carr, 1997) and indeed 

schools in the US with immigrant kids and their parents, especially as new comers Young, & 

Young (2001).  These cultural assumptions of the teachers are what Schulz’s theory of 

“‘intersubjective reality’ that states that knowledge we have accumulated through our 

experiences, including knowledge about others that have been transmitted to us by teachers and 

parents” (Barraket & Cleghorn, 2000:96). This knowledge about others as in the case of race 

may be stereotypical and may pose a conclusion on the learning assumptions of English language 

with minority kids as the African refuge children along with other minority immigrant children. 

Hargreaves et al (1975) reiterated further by stating that teachers’ major dilemmas of assessing 

pupils overtime make them to develop “typifications of individual pupils … as teachers speculate 

on language ability…” (Barakett & Cleghorn, 2000:97).  If teachers of these categories use these 
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prophetic constructs on LCD children, definitely, most African refugee children will fall short of 

the teachers’ expectations and will erroneously be diagnosed with English language disabilities.    

Discussion of Research Findings. With reference to the research findings related to this paper, 

the classroom teachers of the African refugee student participants did not have formal training of 

ESL, hence they  allowed the kids to forge along with the other students, a pedagogical approach 

that permits accidental learning on the part of the affected students. A closer assessment of the 

children’s take home homework on English language indicated the teachers provided peripheral 

IEPs to the children on areas of reading comprehension. Within in class learning discourse, the 

children mentioned they are occasionally allowed by the teacher to participate in the in-class oral 

reading exercises, with periodic correction of the teacher to the pupils’ oral expressed linguistic 

shortcomings. This has motivated the children to forge privately to practice their language and 

speech on the assigned passages privately at home prior to attending classes the following days 

and weeks. Even though this pedagogical approach yielded some dividend of language 

improvement of the children, better results would have been recorded if the children are provided 

with readers that are connected with their cultural knowledge and background, this will further 

insight more readership of the African refugee children at the same time provide information to 

other children of the dominant culture in the class about the knowledge and culture of their peers. 

The initiatives definitely promote the inclusive educational practice with cultural diverse 

children in the public school system. The positive feedback of the teachers in the term report 

cards on the reading progression of the African refugee students also enabled positive 

reinforcement by the children and their parents. Both children and parents welcomed such 

positive reinforcement of teachers and made them increase their social responsibilities of 

ensuring reading homework are completed and reviewed constantly to ensure mastery and recall 
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when ever demanded by the teacher. The children individual reading home work practice enable 

them to approach infuse their native reading and re-storying to their peers in the neighborhood. 

Such approach improved tremendously their reading skills and comprehension in English 

language despite the lack of assistance form trained ESL teachers. The peer interaction at play 

and in school and at home had a higher impact to their growth of language and speech 

exceptionalities as compared to in class formal training.  

Suggested Multicultural Teacher Practices to Communication Disorders with African 

Refugee Children 

Only recently did the province of Ontario allow a period of two years of residency of immigrant 

students before formal standardized tests are administered to them (Samuda 1975). The school 

district, through the mandate of the BC Ministry of Education, should also allow more time to 

the African refugee students not only in elementary but high schools to acclimatize to the 

curriculum processes and policies in schools before administering standardized tests whenever 

applicable. The time permissiveness will definitely minimize quick assessment to 

communication disorder on the African refugee kids. 

Most school districts in northern BC lack effective instructional supervision of teachers 

by school administrators. This contributes to the errors of teacher diagnosis of minority children 

such as refugee African and other immigrant LCD kids. In other words, there is the need for 

effective supervision of the teaching practices of teachers to ensure balance of theory and 

practice of the profession in meeting issues of diversity in the classroom.  

Schools, teachers and principals should have and practice inclusive cultural relevant 

literature that will reflect the cultural diversity of their students than dwelling on text resources 

that exclusively of mainstream ideologies. Children should be provided the opportunity to bring 

2007 HICE Proceedings 
Page 6092



 13

their interest readers that are free from cultural biases, this will enable African refugee children 

and indeed immigrant children provide their own readers and share them with their peers for a 

more collaborative student centered learning which will increase better oral communication 

amongst peer groups and higher achievements and interest of both group of students (Ashworth 

1975). 

Periodic reviews of provincial standardized test items by team of experts should reflect 

cultural diversity. Minority test experts should be represented in the design, implementation and 

interpretation of tests. Such a ‘multicultural’ team will provide equity of representation and 

minimize biases that may likely affect immigrant or LCD students as African refugee minors in 

public schools in the province. 

School Districts in  northern schools of BC, especially on professional development days, 

should organize workshops for teachers on issues of multicultural education or teaching to 

diversity, this will minimize stereotypical cultural assumptions of racial minority children they 

manage in their classrooms. Such workshops should involve university resource personnel, 

immigrant society centers and their ESL teachers and immigrant parents as guest speakers to 

acquaint teachers, especially experienced and long serving teachers with no multicultural 

education experience, on modern constructivist pedagogical approach, a method that is 

dovetailed to the cultural capital and prior knowledge of learners (Barakett & Cleghorn 2000; 

Dei 1996).  

 

Conclusion 

The preoccupation of schools in the sorting of children into those that belong and those that do 

not belong is a method of segregation rather than inclusion, which also results to unnecessary 
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overstretch of the available school resources. More often, such categorization and labels often 

leave culturally diverse kids at disadvantage as most curriculum policies and practices are rested 

on dominant culture ideologies. School management and indeed ministries should ensure more 

inclusive practices that will accommodate more immigrant children in the province, considering 

the increasing population of these children in recent times. As we from time time celebrate 

multiculturalism through social functions as potluck, school curricula celebrations should also be 

celebrated so that a balance between academic and social needs of diverse children can be 

attained in the community schools and indeed the entire northern part of BC. 
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Abstract: The Finnish education system has achieved very favorable results 
in international comparisons. For instance, the reading skills of Finnish 
school pupils are among the best in the world. Some explanations are found 
in the main principles for comprehensive education in Finland and among 
those principles stand highly qualified, autonomous teachers. For the first six 
years of comprehensive school, the children are taught by a class teacher, 
who generally teaches all or at least most subjects. Then, during the last three 
years of comprehensive school, the different subjects are taught by 
specialized subject teachers. Teacher education for primary and secondary 
schools was transferred to Universities in 1971. All the teachers for the 
comprehensive school take a master’s degree of 300 ECTS cr (4-5 years). 

The Chydenius-Institute - Kokkola University Consortium, in co-operation 
with the Faculty of Education at the University of Jyväskylä, arranges 
continuation courses leading to the degree of Master of Education and 
qualification as a basic school class teacher. In the field of modern Teacher 
Education, the idea is to support the teacher’s own professional development. 
Teaching practice for future teachers follows an experimental approach, in 
which teachers research their own work. Teaching sessions which follow the 
experimental approach provide a way for the students to form their own 
educational philosophy based on theory and practice. 
 
In this proposal we will focus on How to Use Modern Information 
Technology in Class Teacher Education and Training to combine detailed 
theoretical studies to the final practice period. In this proposal we will 
identify the key success features, which have made Chydenius-Institute - 
Kokkola University Consortium Teacher Education highly respected and 
well-known modern adult education centre in Finland. The main principles 
lying behind the teaching are the use of multiple study media and the 
development of student-centered, open learning environments on a 
networking basis. 
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The main features of the Finnish Education system  
 
All children living permanently in Finland are legally obligated to complete the compulsory 
education syllabus. The syllabus can be completed by either participating in basic education or 
by acquiring a corresponding education through some other means. Therefore, there is no 
compulsory school attendance in Finland. 
 
Compulsory education, as we call it in Finland, basic education starts during the year when the 
child turns seven years old, and ends when the basic education syllabus is completed or when ten 
years have elapsed from the start of compulsory education. The guardian of a child of 
compulsory education age is responsible for ensuring that the pupil’s compulsory education is 
completed. Almost all children (99.7%) complete the basic education syllabus. 
 
Pre-School and Basic School Education in Finland 
Pre-school education is intended for six-year-olds, who will start their compulsory education in 
the following year (6-7 years). Participation in pre-school education is voluntary, and it is 
provided in day care centres and in pre-school classes operating in connection with 
comprehensive schools. In the autumn of 2000, there were 11,000 pre-school pupils in 
comprehensive schools and 48,000 six-year-olds in day care centres. This accounts for 90 % of 
the entire age group. Pre-school teachers get a bachelor's degree in educational science, the 
extent of which is 180 credits (In ECTS, 60 credits represent the workload of an academic year 
of study. See Jakku-Sihvonen & Niemi, 2006a, 2006b). This degree qualifies to serve as a 
kindergarten teacher and as a pre-school teacher. 
For the first six years of basic school, the children are taught by a class teacher, who generally 
teaches all or at least most subjects. Then, during the last three years of comprehensive school, 
the different subjects are taught by specialized subject teachers. Teacher education for primary 
and secondary schools was transferred to Universities in 1971. All the teachers for the 
comprehensive school take a master’s degree of 300 ECTS cr (4-5 years). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.The Education System of Finland (http://www.oph.fi/english/) 
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Key areas for development of the Finnish Education System 
The proposed development of the Finnish education system is described in the government 
programme and is confirmed by the Government every four years in the Development Plan for 
Education and University Research. The objective of the development plan is to improve 
equitable and high-quality basic education. Schools and other educational institutions should feel 
secure in terms of the basic operational requirements and resources, and these should be targeted 
towards instruction and counselling. Special attention should be given to preventing the 
exclusion of children and young people with problems and providing them with adequate 
support.   

Current key areas for development are  

• The Information society 

• Teaching mathematics and natural sciences 

• Language teaching and internationalization  

• Raising the quality and the education level  

• Cooperation between education institutions and working life 

• Basic and in-service training of teachers 

• Lifelong learning 

The Government is implementing an extensive Information Society Programme in all fields of 
administration. Finnish schools and educational institutions were equipped with computers and 
connected to information networks with the aid of increased state support in the 1990s.  By and 
large, the technological objectives set earlier have already been achieved and the focus of 
development has shifted to content production, teacher training, and utilisation of information 
networks (Finnish National Board of Education, 2006).  
 
Basic School Teacher education in Finland 
The Finnish education system has achieved very favourable results in international comparisons. 
For instance, the reading skills of Finnish school pupils are among the best in the world.Some 
explanations are found in the main principles for comprehensive education in Finland and among 
those principles stand highly qualified, autonomous teachers.  
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Table 1. Basic School Teacher Education in Finland (See Jakku-Sihvon & Niemi, 2006, 11-12) 
Qualification 
 

Degree ECTS credits Working area 

Pre-school teachers Bachelor of Arts 
 

180 Pre-school 

Classroom teachers Master of Education 300 A classroom teacher and as 
a pre-school teacher. 
Qualified to teach grades 1-
6, possible also in some 
cases to teach grades 7-9  

Subject teachers Master of Arts, Master of 
Science (Master of 
Education) and 
teachers´pedagogical 
studies 

300  Qualified to teach the 
subject in question in 
comprehensive school 
usually grades 7-9/ or 1-9 

Special education 
teachers 

Master's degree in 
education or special 
education   

300 A special education teacher 
in comprehensive school 

 
Studies and degrees 
Since 2005 studies and degrees in the university teaching in Finland has changed to the two-
cycle degree system. In that system students first complete the Bachelor's degree, after which 
they may go for the higher, Master's degree. As a rule, students are admitted to study for the 
higher degree. Universities also arrange separate Master's programmes with separate student 
selection, to which the entry requirement is a Bachelor's level degree or corresponding studies 
(The Ministry of Education, 2006). The Chydenius-Institute – Kokkola University Consortium 
has changed to the two-cycle degree system in 2006.  
 
The Chydenius-Institute - Kokkola University Consortium and Teacher Education 
The Chydenius-Institute – Kokkola University Consortium is an independent university-level 
teaching and research unit located in the region of Central Ostrobothnia that is affiliated to the 
University of Jyväskylä that operates under the auspices of the universities of Jyväskylä, Oulu 
and Vaasa. It is devoted in particular to supporting the material and intellectual growth of its own 
region by means of education and research and to improving the inhabitants' access to university-
level teaching, partly on a networking principle. 

The Chydenius-Institute, in co-operation with the Faculty of Education at the University of 
Jyväskylä, arranges continuation courses leading to the degree of Master of Education and 
qualification as a basic school class teacher. These courses are particularly aimed at persons 
studying through the Open University, those contemplating a change of career and those 
changing the emphasis of their studies in education. Following the principles of life-long 
learning, the courses are constantly being developed to match the needs of individual students 
and the changing demands of society at large. The main principles lying behind the teaching are 
the use of multiple study media and the development of student-centered, open learning 
environments on a networking basis. 

The annual intake of adult students for training as basic school class teachers is 35 persons, and 
these are required to have prior university studies and teaching experience. That is why the 
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average age of the students is about 30-33 years. The studies last for 2 to 2.5 years, depending on 
the agreed individual study plan. 
The Department of Education in Kokkola is the only permanent department in Finland which 
offers adult education for basic school class teachers. The students come from a large area, 
nowadays increasingly from West and South Finland. The education started as additional 
training in 1988, when its principal task was to reduce the national shortage of teachers. I 
addition to this, developing the teacher education curriculum and adult pedagogy became a 
central challenge. The educational programme became permanent in 1994, which was a 
significant acknowledgement from the University of Jyväskylä towards the development work 
done at the Chydenius-Institute – Kokkola University Consortium. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Paths towards freedom of choice and authenticity in teaching practice 
 
We have developed new implementations for teaching practice periods which are suitable for 
adult education. The student has a chance to practice in different environments. We find it 
important that graduating teachers have, in addition to giving lessons and mastery of subjects, 
also other professional abilities which help in different interaction situations and in facing 
problems which come up in school’s everyday life. Already during the education the student gets 
experiences of a teacher’s work reality and of functioning in a work community. In case of a 
practice period done in one’s own work and the developing of tutoring in such a practice period, 
it is a question of supporting the shift to work life, induction education. 
 
The system of teaching practices enables the student to make individual choices, based on his or 
her own learning needs, concerning the practice environment and the content of the practice 
period. The subject studies and advanced studies of Educational Sciences include altogether 28 
ECTS cr of teaching practice, out of which in more than half there is freedom of choice (Aaltola 
etc., 2004). 
In this proposal we will focus on How to Use Modern Information Technology in Class Teacher 
Education and Training to combine detailed theoretical studies to the final practice period in 
Class Teacher Studies. At the same time we will focus on one of the key success features, which 
have made our Teacher Education highly respected and well-known modern adult education 
centre in Finland. Educational strategic policy lines for the information society have consistently 

1st  spring term           1st  autumn term                    2nd spring term                      2nd autumn term 
             
             
             
             
             
             
             
             
             
              
 
Figure 2. The Chydenius-Institute – Kokkola University Consortium Teacher Education Study Plan 

Language and communication studies/ orientation studies 

Educational basic studies 

Subject studies (All subjects taught in Finnish comprehensive school)

Pre School and Primary education Minor Studies 

Educational advanced studies 
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emphasised the importance of developing its citizen’s information society skills in the spirit of “a 
learning citizenship society”. Special attention has been paid to ensuring that all pupils and 
students have opportunities to gain the knowledge and skills they need to operate in the 
information society. This, in turn, presents great challenges for the education and training of 
educational staff (Jakku-Sihvonen & Niemi, 2006a). 

In Chydenius-Institute – Kokkola University Consortium Teacher Training programme we use 
modern information technology without separating ICT use from training and studies. The 
purpose is to give our teacher students a variety of experiences and working tools to develop the 
use of modern information technology versatile way in their activities and daily school routines. 
 
Practice in the autethincal teacher’s work environment - a reflecting return to real life 
According to Valli and Meriläinen (2006), the final practising session in Chydenius-Institute´s 
Teacher education model is called My Own Class Practice-period. This practicing period is 
unique in Finnish teacher education, where practicing is mainly organized in special training 
schools, owned by the universities.  As mentioned in article (2006), the My Own Class Practise-
period is a modern way to combine detailed theoretical studies to the practice period.  
“Practice with one’s own class was more like working – real working.” “From the point of view 
of my own growth as a teacher it was most essential that I could do the practice period in a 
natural environment.” 
 Beside the intensively tutored and in another teacher’s class done practice periods, another 
unique way of practicing was developed inspired by a student’s idea. In this way of practising, 
the student deepens his or her skills by working as a full-time class teacher during at least one 
school term. The students did not need to “play” teacher, but they could be the one who best 
knew the pupils and were responsible for everything happening in the classroom. When learning 
on the job, the student is supported by tutors of the education programme as well as by local 
trained tutors. Advanced teaching practice done in one’s own class is a distance practice, in 
which the network environment is used as a tool both for tutoring and for co-operation between 
the students in a group. In the network, students discuss and analyse the educational as well as 
the theoretical teaching and learning problems met in the teacher’s work together with their 
tutors and with other students following the principles of case learning (Aaltola etc., 2004). 
“In my case, there was a certain teacher whose mental support became emphasised. I was 
always allowed to turn to her in any situation and she was as a link between me and other staff.” 
“We both work on the same grade level, so co-operation was naturally necessary.” “Discussions 
with one’s equals in the network environment have been useful, because in them one was able to 
share experiences.” 
How to make students to interact with each other and with us, instructors, during the practising 
period, while they all work around Finland in their own schools and own classes? According to 
Valli and Meriläinen (2006) the answer lies behind the way the guidance system has been 
revised. Krokfors (1997) and Keiny (1994) has mentioned that the central principle in guidance 
is to support the process of the growth of teaching profession and own growth as professionals, 
which will begin during the teacher training. That is why the all time support and tutoring must 
be easily available to teacher students during the practising period (Figure 3). 
 
Even though the schools, where the students are working My Own Class Practice period, are 
situated around Finland, the teachers, peer students and all the guidance is behind one button or 
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Skype-video call. Finnish schools and educational institutions were equipped with computers and 
connected to information networks with the aid of increased state support in the 1990s.  By and 
large, the technological objectives set earlier have already been achieved and the focus of 
development has shifted to content production, teacher training, and utilisation of information 
networks (The Ministry of Education, 2006). So may the schools be small and distances long, but 
the modern information technology has reached the schools in Finland. And not only the schools, 
but all the new teachers from what ever teaching area, are skilled in working with modern 
information technology.  
 
 
The structure of My Own Class Practise –period 
 
My Own Class Practise -period (8 ECTS cr) begins with contact teaching where teacher students 
and their tutors together with the university teachers get to know the aims and contents of 
becoming practising period. The tutors, who are qualified class teachers and will be working side 
by side with the teacher students, will be trained to their mission to help the teacher students to 
grow in their profession during that practising session (Valli & Meriläinen, 2006). 
 
At the time, when the practising period begins, the students have already moved back to their 
home areas, where they have at least one term long contract with a local school. Their tutors, the 
tutor teachers, work at the same school as our students, so the distances between the university 
consortium and their working places can vary a lot. In year 2006 we started to train the tutors as 
well as those students who lived in Lapland, a long way from the university consortium,  with 
video conference-system, to make training easier and more comfortable to adult students and 
their tutors. The first experiences from this kind of video training have been very positive and all 
those university teachers, students and their tutors who took part in the new kind of training 
session has been satisfied to the organization. 
  
The whole term plan After the first contact period, students, supported by their tutors, start to 
build the whole term plan, which consist the foundations of their teaching and education, aims 
and goals to their profession, the main curricula contents, working methods and evaluation. In 
the Own class training period we have named this session: Individual working period with the 
tutor-teacher. After finishing the whole term plan, students bring their output to the net based 
environment, where the university teacher will easily go deep into that plan. At the same time the 
students will describe their working environment, the pupils, other teachers, their first 
experiences etc. on the net based conversation area, where all the students are members and join 
actively conversation sharing the experiences. When describing the dialogue in the internet we 
use the term Net based working with the university teacher and peer students. 
 
The short term plan The teacher-student interaction and dialogue continues first in the net 
environment by commenting the plan, maybe asking for more details or explanations and after 
that either in mobile phone or using the net based Skype video Calls. After the long term plan is 
ready, the teacher student starts to work with the short term plan. The short term period will last 
three weeks and the plan will be more detailed that the long term plan described above. This 
three weeks period will be the final evaluated practising period during his/her teacher studies. 
The tutor teacher will be supporting and helping the student to cope with that work.  The 
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interaction and dialogue continues just the same way as described earlier. The students will bring 
their three weeks plan to the net based environment, where the university teacher will read and 
get to know it.  At the same time the students will describe and share with the others one case or 
problem, which has been on their minds during these first weeks in their own class, on the net 
based conversation area. This case might concern about some difficult pupil, contacts with the 
parent, problems in differentiating the teaching, etc. The conversation in the conversation area is 
usually very active and the experiences have been very supportive. 
 
“It helped me to get oriented to the training after a long summer holiday. It was important to me 
to have a possibility to discuss with peer student about the school, the feelings and my pupils.” 
 
A Day plan The teacher-student interaction and dialogue continues again, first in the net 
environment and after that either in mobile phone or using the net based Skype video Calls. The 
daily work at the school continues and it’s going to be time to invite the university teacher to 
visit the student and his/her class on place. The next plan the students will work with is called a 
Day plan, which is a detailed plan for one day placed somewhere in their three weeks plan. This 
day will be the one where the university teacher will be physically present. 
 
When the Day plan is ready, the student will bring it to the net. Again the university teacher may 
ask for some details or give some comments online or the student may want to add something to 
the plan after their dialogue. After net based working the student will call the university teacher 
either using the phone or Skype video call and have a short conversation of the day where the 
university teacher will be present. The university teacher will stay one day in her/his student’s 
class observing, helping and guiding him/her during that day. After the school day they will have 
a conversation face to face first with the tutor teacher with them and then later the student 
teacher and the university teacher together. 
 
When the three weeks final practicing period is beyond, the teacher student will write a short 
summary of the practicing period and bring it to the web, where the university teacher is able to 
read it. The final contact with the university teacher will happen on the phone or with Skype 
video call. The last interaction, discussion, is an over all dialogue about the process during the 
practising period. In the Figure 3 you can see the structure of My Own Class-practice. 
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The Structure of My Own Class Practice in 
 Chydenius-Institute – Kokkola University Consortium Teacher Education 

 
 

 
 
 
 
 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 3. The structure of My Own Class Practicing –period in Chydenius-Institute´s Teacher Education 
Programme (Valli & Meriläinen, 2006) 
 
According to Valli and Meriläinen (2006) My Own Class Practise - period can be seen as a 
training session which really resembles the work teacher students will do as qualified teachers in 
their own classes after finishing their studies. The support they will get during this practising 
period is directed to those questions and issues that teachers meet in their daily work during the 
school year.  Using modern information technology in both making the training possible for all 
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the participants and making support easy to reach, we can offer our students the unique practice 
period in a very natural environment; an ordinary Finnish school with it’s  daily routines. 
 

”I find I have become more aware of my strengths as a teacher. I have tried to transfer 
my theory knowledge to my teaching and I believe quite successfully…” 

 
Teaching in the knowledge society (Hargraeves 2003) requires teachers to have excellent skills 
in using ITC in teachers work. Having as a student good ITC experiences in teacher education 
and especially during practical training periods will be a key driver to teachers life long learning 
in knowledge society.  
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Abstract 

Community-engagement is an all-inclusive term used to describe a variety of strategies, 

such as community service-learning, community-based participatory research, training 

and technical assistance, coalition-building, capacity-building, and economic 

development, applied to collaborative efforts to address and solve community challenges.  

Community-engaged scholarship – scholarship that is mutually-beneficial to both faculty 

member and community - can be applied to each of the traditional missions of most 

academic institutions of research, teaching and service.  As a member of one of the 

largest and most accessible public university systems (California State University system) 

with a reputation for serving its communities, San Francisco State University (SFSU) 

embraces as part of its strategic plan an objective to increase the civic engagement of its 

students, faculty and staff and to provide incentives and/or assistance of faculty, staff, 
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students, and partner organizations to engage in community-based service activities. 

Examples of efforts currently underway at SFSU to support community-engaged 

scholarship in a sustainable way include the creation of an Institute for Civic and 

Community Engagement on campus and the development of a Health Equity Initiative 

devoted to helping faculty across disciplines to develop projects in partnership with 

communities to address health inequities. While many public institutions such as those in 

the CSU system value community service as an important part of their mission, many still 

do not sufficiently recognize and reward community-engaged scholarship or support 

faculty to do this work. In this environment, many faculty who want to engage in 

meaningful community-based work may be risking their chances to achieve promotion 

and tenure.   

Three community-engaged faculty members in different departments in the College of 

Health and Human Services (CHHS), a health professions school at SFSU, came together 

to share their perspectives and insights on the benefits and challenges of balancing their 

commitment to work in partnership with community to create positive change with the 

demands of the tenure and promotion system at SFSU. A review of the literature on 

community-engaged scholarship in academic institutions underscored the need to more 

systematically explore the ways in which public institutions such as San Francisco State 

University both encourage and limit community-engaged scholarship.  With funding 

from the Dean of CHHS, these faculty members have developed a research proposal with 

the following objectives:  1) How do faculty and administrators at San Francisco State 

University define and view community-engaged scholarship?  2) What are faculty 

perceptions of the facilitators of and barriers to community-engaged scholarship at San 

Francisco State University?; 2) What are the ways in which academic institutions such as 

San Francisco State University can create an environment that is more conducive to 

community-engaged scholarship?  These objectives will be accomplished through an 

electronic survey to be sent to faculty and administrators at San Francisco State 

University.  Expected outcomes include: an identification of the facilitators of and 

barriers to community-engaged scholarship in academic environments; identification of 

the ways in which academic institutions can better support faculty who want to do 

community-engaged scholarship; and an overview of current policies and practices within 
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health professions school in the CSU system and the ways in which they influence the 

scholarship of faculty. 
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Summary 
 
In recent years the Dutch Government has launched a national programme to implement behaviour and 
learning support teams in primary and secondary education and so called rebound programmes for 
youngsters with severe behaviour problems in secondary education. Health and human services 
increasingly strengthen the educational support system in schools and collaborate with schools to 
integrate their services and to develop comprehensive programmes serving vulnerable children, their 
families and schools. This presentation focusses on these innovative education and health and human 
services partnerships in the Netherlands and provides an overview of results of the research and 
development programmes of the National Center on Education and Youth Care. 
 
Description of the presentation 
 
Demographic, social and cultural changes have provided the impetus for governments in Europe, the 
United States and Canada to examine the impact of the new social realities on the family, children and 
youth, and to adapt or change service delivery systems to meet the needs created by those realities . As 
education, social services and health care systems have expanded and increasingly have become more 
specialised, it has become evident that many agencies serve the same children and families and that 
the professional responsibility for specific services and sound service delivery are often uncoordinated 
and dysfunctional. The process of professionalisation in the health and human services since the 
nineteen fifties, with its features of differentiation, specialisation and labour division, have cast long 
shadows. The current system of child-related service delivery is fragmented, often characterised by 
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duplication, waste, and lack of coordination. This creates major difficulties and risks, especially for 
vulnerable children who come to school with multiple problems that cut across conventional health, 
social, and educational systems boundaries; problems that schools are ill equipped to handle alone. Too 
many of them fall through the cracks and don’t receive the services they need.  
 
In recent years a major trend in policy and practice in response to problems of growing inequality and 
the consequences for schools and families, and fragmented helping professions and service delivery 
has been a focus on collaborative child- and family-centred education, health and human service 
systems. There is broad agreement that schools must find new approaches that foster the coordination 
and integration of services. Because schools have sustained, long-term contact with the majority of 
children and their families, they are the logical gateway for providing multiple services to children. 
 
In the Netherlands the notion that collaboration among educators and other practitioners, clients, 
community leaders and policy-makers is crucial to transforming the educational, (mental) health and 
social service systems that serve children and families is increasingly recognised among the 
stakeholders. This belief creates a momentum in which further experimentation with inter-agency 
collaboration, school-based or school-linked comprehensive services, behaviour and learning support 
teams, and so called rebound programmes for youngsters with severe behaviour problems is stimulated 
and supported. Research is beginning to accumulate on programme characteristics, viability and 
effectiveness, and implementation, managerial and administrative issues. Fortunately, planning 
frameworks for coordinating, harmonising, and synchronising the internal, school-owned supports and 
services and community-owned services are increasingly available. This work entails institutional 
change involving schools, health and human services agencies, and their boundary relations. The 
assumption is that school improvement and renewal processes are destined to fall short of their 
intended aims until such time as the family and community contexts for children’s learning and healthy 
development are addressed simultaneously.  
 
In recent years the Dutch Government has launched a national programme to implement behaviour and 
learning support teams in primary and secondary education and so called rebound programmes for 
youngsters with severe behaviour problems in secondary education. Health and human services 
increasingly strengthen the educational support system in schools and collaborate with schools to 
integrate their services and to develop comprehensive programmes serving vulnerable children, their 
families and schools. This presentation focusses on these innovative education and health and human 
services partnerships in the Netherlands and provides an overview of the the nature and scope of 
ongoing systemic support for mental health and psychosocial problems of children and youth in schools 
and trends in the current educational and youth policy in the Netherlands, using the results of the 
research and development programmes of the National Center on Education and Youth Care. Results 
of a national survey in 2005 are presented concerning behaviour and learning support teams in primary 
and secondary education (1.200 secondary schools and 7.000 primary schools). Furthermore, research 
findings are presented on 80 rebound programmes in mainstream secondary schools for potential 
school dropouts. 
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DEVELOPING CASE STUDIES THAT DEVELOP DISPOSITIONS FOR CRITICAL THINKING  
 

Dr. Eleanor Vanetzian, Emeritus Associate Professor, School of Nursing, University of 
Massachusetts, Amherst   (ellie@nursing.umass.edu) 
 
 Affective dispositions and cognitive skills are interwoven in conceptualizing 
critical thinking (Paul, 1992). Educators recommend that students learn skills that foster 
good thinking and the affective dispositions that allow them to use those skills. Facione. 
Sanchez, & Facione (1993) identified inquisitiveness, analyticity, and systematicity 
among other affective dispositions that characterize critical or “good” thinking known as 
“habits of mind”.  This presentation will demonstrate a method of developing case studies 
that faculty may use to reinforce the development of these dispositions for critical 
thinking and enhance learning within a discipline. 
 Case studies have been used by faculty as a tool to develop a foundation of 
nursing knowledge for many years. Theoretically, cases allow students to practice 
traditional and novel approaches to nursing care in the safety of classroom learning 
situations ( Vanetzian & Corrigan, 1996;  Vanetzian 2001). More recently, cases are used 
to provide contexts for learning in clinical simulation laboratories throughout the country 
with mannequins of all ages. In addition to inserting students into potential and real-life 
situations, case study methods allow faculty to provide opportunities for students to use 
their curiosity, a characteristic of inquisitiveness, and other “habits of mind” associated 
with critical thinkers (Paul, 1992). The presentation will involve faculty in developing a 
process for enhancing student learning by purposefully omitting key elements of data in a 
case study, Even as students satisfy curiosity by searching for the missing information, 
they develop a more complete understanding of a hypothetical situation thereby 
enhancing meaningful learning in the process.  

 The process will be described based on guidelines for learning appropriate to the 
situation in the case and the course or courses in question. Students may be required to 
search the literature in the discipline or their assigned textbooks; or they may need to 
identify specific interview and/or assessment questions of the hypothetical patient and 
family member, or another health care provider.  These activities provide the student with 
opportunities to systematically analyze patient care situations while developing more 
complete understandings of hypothetical patient situations. Finally, the systematic 
approach increases the likelihood of developing a foundation of knowledge in the topical 
area, which becomes meaningful to the student.  
 
References: 
 Facione, Sanchez, & Facione (1993) Are College Students Disposed to Think? 
AAHE Assessment Forum Chicago Illinois.  
 Paul, R (1992). What Every Person Needs to Survive in a Rapidly Changing 
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 Vanetzian, E.  & Corrigan, B.  (1996). “Prep” for Class and Class Activity: Key to 
Critical Thinking. Nurse Educator, (21) 2, 45-48.  
 Vanetzian, E. V. (2001). Critical Thinking: An Interactive Tool for Learning 
Medical-Surgical Nursing. Philadelphia: F. A. Davis. 
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   Abstract 
 
 

This paper is based on the analyses of the concepts maps generated by a group of 

pre-service teachers in the area of “Mathematical Proof”. We tried to assess the 

proficiency of pre-service teachers in mathematical proof by looking at the different 

forms of maps generated by them, number of key terms used and the number of specified 

relationships among key terms and cross-links or multiple relationships indicated. We 

also try briefly to address the questions:  

(1) Are concept maps always useful in assessing adult learners’ 

understanding of Mathematics and Mathematical concepts?  

(2) Can concept maps serve as an alternative to the traditional paper pencil 

tests in mathematics?  

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2007 HICE Proceedings 
Page 6116



 3

Assessment is defined as a process of gathering information to monitor progress 

and make educational decisions. Assessing learning is not an easy task. It becomes more 

complicated when the learners are adults and even more so when the subject of learning 

is mathematics. Although there is a heavy emphasis of paper and pencil tests to assess 

learning of Mathematics, certain researchers have tried alternative strategies to 

understand students’ conceptions of certain areas in Mathematics. One such alternative 

method is the use of Concept Maps.  

Concept maps are graphical ways of working with ideas and presenting 

information. They reveal patterns and relationships and help students to clarify their 

thinking, and to process, organize, and prioritize concepts. The theoretical foundation of 

concept mapping is Ausbel’s theory of learning. This theory suggests that meaningful 

learning depends on integrating new information in a cognitive structure laid down 

during previous learning (Jones 1997). Researchers have noted that learners who 

construct concept maps can easily draw concepts and/or visual symbols and add details 

and connections between these concepts in any order. This offers a chance for 

metacognitive reflection. Concept maps can be useful in revealing thought processes that 

are not generally revealed through other assessment tasks. They also provide the assessor 

with another opportunity to see how the ideas are connected and understand how to group 

or organize information effectively. Those who favor concept maps in assessment argue 

that constructed concept maps reveal the overall integrated knowledge of learners.  
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These paper analyses the concepts maps generated by a group of pre-service 

teachers in the area of “Mathematical Proof”.  

Mathematical Proof and School Curriculum 

Current school curriculum documents argue that justification and proof are to be a 

significant part of mathematics classroom culture (NCTM, 1991 & 2000; Alberta 

Learning, 2003). However it is often perceived as a formal and meaningless exercise to 

be done by the teachers. Knuth (2002) noted that Euclidean geometry is the sole vehicle 

by which high school students are introduced to mathematical proof and hence they 

rarely identify any of the objectives or functions of mathematical proof. Teaching and 

learning of mathematical proof thus appears to be a failure (Hadas, Hershkowitz & 

Schwarz, 2000). 

Jones (1997) noted that the teaching of mathematical proof places significant 

demands on the subject matter knowledge and the pedagogical knowledge of secondary 

mathematics teachers. Knuth (2002) mentioned that teacher’s conceptions of proof 

influences both the role and nature of proof in their mathematics classrooms. His study 

on practicing secondary school mathematics teachers indicates that their knowledge about 

the role and function of mathematical proof is very minimal. Proof does not get its 

desired position in the classrooms probably due to teacher’s lack of confidence in 

mathematical proof. Proof had received an elevated status in school mathematics 

curriculum after Principles and standards for school mathematics, the 2000 curriculum 

document, was published by National Council of Teachers of Mathematics (NCTM). 

Teacher educators had responded to the call of NCTM by revising their curriculum by 

incorporating the pedagogical aspects of proof and proving. 
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This research assessed how secure the pre-service teachers are in the area of 

mathematical proof by looking at the 

• different forms of maps generated by these pre-service teachers 

• number of key terms used,  and 

• number of specified relationships among key terms and cross-links or 

multiple relationships indicated.  

Along with the conceptions of mathematical proof of student teachers, we also 

attempt to answer the questions:  

(3) Are concept maps always useful in assessing adult learners’ 

understanding of Mathematics and Mathematical concepts?  

(4) Can concept maps always serve as an alternative to the traditional 

paper pencil tests in mathematics?  

The result is based on the data collected by the first author from Advance 

Professional Term class of the University of Alberta, Canada during Fall 2005. The ethics 

committee of the University had approved this study. All of the participants were 

Mathematics major students who took at least twelve 3 credit courses. They all were at 

the end of the program and the study was conducted when they were about two weeks 

away from their final practicum (classroom teaching).  

The Study 

Concept map is a graphical representation that provides explicit representation of 

knowledge. Generally maps are drawn with concepts contained in oval shape and linking 

words on the lines connecting concepts as below: 
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(Source:  Rebich and Gautier, 2005, p. 358) 
 

Each participant in this study was provided with the following list of 24 terms 

associated with “mathematical proof”. Participants of Jones (1997) study had generated 

these terms. The terms were: (1) Euclidean, (2) Observation, (3) Logic, (4) General Case, 

(5) Trial and Improvement, (6) Theorem, (7) Graphical, (8) Assumptions, (9) Axioms, 

(10) Irrefutable, (11) Syllogism, (12) Deduction, (13) Definitive,  (14) Implies, (15) 

Postulate,   (16) Lemma, (17) By contradiction, (18) Explanation, (19) Hypothesis, (20) 

Examples, (21) Precision, (22) Proposition, (23) Reasoning,  (24) Abstraction. The 

participants were given sufficient time to form a concept map of “mathematical proof” 

with the given terms. They could use all of the terms or some or none of the terms. They 

could also bring in any other term they think is relevant to mathematical proof. 

Jones (1997) had successfully used this method to identify the student teachers 

with better subject knowledge on proof. He found out that the teachers with better grades 

and a greater number of mathematics courses were able to produce sophisticated maps 

that involved more key terms. We did not have the information about the specific number 

of mathematics courses that each participant took, but we noticed that the person who 

called himself a “mathematics geek” and claimed that he took more mathematics courses 

than any one else in the group produced the most complicated concept map. This result 
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agrees with what Jones noticed, but the concept maps generated by the students were not 

as sophisticated as his study group generated. 

As participants are quite familiar with mathematical proof, they have existing 

mental models with the terms and concepts. Hence, they are supposed to recognize and 

use most of the terms appropriately. The new concepts / terms from the given list can be 

used to embark on a cognitive process of constructing meaning and making sense by 

consciously or subconsciously integrating these ideas with their existing. Giving a list of 

terms and giving the student teachers the opportunity to use all of them or none of them 

helps to broaden their perception and processing of information (Rebich and Gautier, 

2005).  

One of the important points to keep in mind while analyzing the concept map is 

that there is no one correct concept map. As Jones (1997) noted, it is only possible to 

examine the key terms used and the way in which they are specified. It may also be 

possible to identify the absence of essential concepts or inappropriate relationships 

between concepts. Usually in concept maps, the relationship between the concepts is 

explicitly stated using a labeled (as in the diagram given in the previous page). Concept 

maps can take different forms: linear, hub or spoke, tree, network, or circular. These are 

the generally identified forms, but there can be other forms as well as seen from this 

study. 

Generally, a network map (a complicated concept map) will incorporate more 

ideas /concepts and will have more of relationships and cross-relationships indicated. The 

more the number of relationships and cross-relationships, the better is the students’ 

understanding about the concept. Vanides, Yin, Tomita and Ruiz-Primo (2005) noted that 
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experts and highly proficient students tend to create highly interconnected maps, whereas 

novices tend to create simple structures that are linear, circular, a tree with few branches, 

etc. They also noted that the existences of important propositions that correctly describe 

the relationships that reflect the main ideas are also very important in analyzing the 

concept maps. This observation is verified from our study. 

Data Analysis 

Out of 17 students, three did not attempt the task. We found it quite surprising to 

note that none of the 14 participants had a high-level form (complicated network) of the 

concept maps. Most of the maps were either linear, a tree with few branches, circular or 

in the form of solar system. (See the Diagrams and also Table # 1  ). In other words, all of 

the concept maps were very simple and straightforward. Even though, in most maps, the 

concepts were given in ovals and there were lines to connect the concepts but students 

did not produce explicit links using arrows or labels. There were a few who used 

propositions (verbs) that describe the relationship with the concepts, but the propositions 

were not of very high quality, on the basis of their “correctness”. The propositions or 

verbs observed in the concept maps were wrong, or partially correct, or correct with a 

weak mathematical base.  

We had assumed that all of the participants were familiar with concepts maps as 

they discus concept maps in some other education courses they take. But from the form 

of the concept maps produced it is evident that most of the students were not sure of how 

to use a concept map. 

 

 

2007 HICE Proceedings 
Page 6122



 9

Discussion 

The student teachers found their task with “concept map” very challenging. The 

terms provided to them to produce their maps were quite familiar because of their 

mathematical exposure.  It can be seen from the concept maps that most of the students 

were trying to somehow fit in all of the concepts that they found most appropriate (or 

they are most comfortable with). Most of them had the word “Proof” at the center of their 

map with other concepts branching out from it. In fact this is the easiest concept map that 

could be developed, as this form of concept map does not require any thinking.  

 Jones (1997) study found that better the student in terms of grades, the more key 

terms the student uses. There is also evidence from his concept maps that most highly 

qualified student teachers produced the most sophisticated maps, and introduced 

additional terms. If complicatedness of the concept map implies the level of ability of 

mathematical proof, then most of the student teachers that the first author worked with 

operated at very low level. There weren’t any specification of the links either.  If the 

student teachers’ insight to mathematical proof is to be judged based on the number of 

terms they used from the list and also the addition he/she used, it can be seen that there 

are variations in the number of terms that were incorporated. The person who self-

addressed himself as a “mathematical geek”, used the maximum number of concepts in 

his concept map. It was in the form of a tree with branches and sub branches and this was 

the most complicated (in feature) of all the concept maps. He used all 24 concepts from 

the list and also add another 5 to the list. (See Diagram # 2) 

 The person who used the least number of concepts (7) from the list did not even 

use the term “proof” in her concept map. It was a fairly simple linear concept map (See 
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Diagram # 1). Due to the exposure to different mathematical courses and their familiarity 

with most of the given terms, the students tried to use as many of the terms as they could.  

We call this type of concept map the “solar system”.  

The following are the different types of concept maps observed in this study.   

Linear Form 

 
                                                  Diagram # 1  

Tree Form 
 
 Diagram # 2 given below might not look very much like a tree, however this is 

quite close to the form of a tree. Hence I included this in the tree category. It is quite 

interesting to note that the student’s intention was to somehow accommodate all the 

terms in his map. That is why every time he used the term, he struck that term off his list. 

This was the most complicated concept map received, even though this student did not 

use any link verbs to link the concepts. As noted earlier, this is the concept map generated 

by the person who self-styled as a “mathematical geek. 
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                                                      Diagram # 2  
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Circular Map 
 
As can be seen in the below diagram (# 3), this concept map looks like a circle.  Thus it is 
called a circular map.  

 

 
                                                        

                                                     Diagram # 3 

Solar System Format 

The most popular format for concepts map drawn by these student teachers can be 

called “solar system”; this type map require very minimal thought process in organizing 

the concepts. See Diagram # 4. 
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                                                    Diagram # 4 

 Researchers consider Linear Form of Concept Maps (Diagram # 1) as the most 

simple of all the different forms of concept maps that can be generated. Even to generate 

a “linear form” of concept map, some level of thinking is essential, as student should 

know what concept should be placed where in the linear form. For a “solar system 

format”, a student can place any number of concepts around any given term. It does not 

require that level of thinking as for a Linear Map. This is evident from the example given 

in Diagram # 4.                                     
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                                                     Table 1 
                                              Observation from Concept Maps 

 
                      
Name  

Form/ Shape of the 
Map 

# of key terms 
used (# of 
relationships 
indicated is noted 
in brackets) 

Specific 
Relationship 
shown 
(Yes/No) 

# of cross  
links between 
concepts 

Terms outside the list 
used  

Chad D Spread out from 
Proof  (Solar 
system) 

19 (18) No 0 Proof 

Colleen G Tree 21 (20) Yes (by arrow) 0 Proof 
Daniella C - - - - - 
Vera C Spread out from 

Proof (Solar 
System) 
 
 

19 (18) no 0  Mathematical Proof 

Jeena S Spread out from 
Proof 
 (Solar system) 

11 (10) No 0 Proof 
Prior Knowledge 
Patterns & Relations 
Puzzle put together 
 

Christina C Crunched different 
terms together (4 
categories for 17 
terms) 

19 (18) Just once 
(used the term 
deduction) 

0  Proof 

Dave 
Thompson 

Linear 19 (18) Yes (by arrow) 0 Problem, Grouping, 
Theory, Special Case 

Shaneez D Linear  7(7) Yes (by arrow) 0   - 
Janice D Tree 13 (12) No 0  Proof 
Sayema S Spread out from 

Proof  (Solar 
System) 

11 (10) Using verbs 0 Proof  

Ken B 
 
 
 
 
 

Tree 29 (29) 0 0 Proof 
Specific cases 
Negative Examples 
Plan 
Induction 

Thomas J Circular 17 (17) Yes (with 
arrows) 

0 Proof 

Issac G No shape 
No ovals 

10 (5) Yes With 
verbs 

0 - 

Dexter S Spread out (Solar 
System) 

24 (24) - 0 Proof 

Clark G - - - - - 
Wanna P Kind of circular 8 (5) -  - 
Terry P - - - - - 
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The table given above (Table # 1) will give a snapshot of the different forms of 

concept maps generated by the students and the number of key terms and the specified 

relations they had used. It can be easily verified that of the different styles of maps 

generated, solar system was the most popular. We believe that this is because solar 

system was the easiest to fit in all the given terms. Only a very few used verbs and/or 

arrows to specify the relationships. This again confirms their limited exposure and/or 

understanding of mathematical proof. Students were informed that they could bring in 

any additional term they found it useful for the concept map. It can be noted from the 

graph that most of the students brought in the term “proof “ or “mathematical proof”.  

Conclusion 

 The students in this study are evidently not confident with mathematical proof, 

as evidenced by the lack of sophistication of their concept maps.  It may be that the 

notion of concept maps was new to them, and they lacked experience and competence in 

graphing their knowledge in a visual manner.  Or that they had not really internalized the 

learning of mathematical proof, as expected by the curriculum in their educational 

program.  One of the lessons that we learned from this study is that students be given 

time to familiarize themselves with the concept maps before using concept maps as an 

assessment tool. Jones (1997) had developed the concepts through brain storming of the 

student group that he was working with and that had helped students develop better 

understanding of concepts maps. This was revealed in the different maps generated in his 

study. We had assumed that students would be familiar as they were introduced to 

concept maps through other courses (at least two courses). We presume that they might 

have used concept maps in an effective way in those courses. But when it was introduced 
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in a mathematics class, they could not bring in their experience effectively. This is an 

excellent example of viewing mathematics as a separate entity, totally disassociated from 

the life experiences. We strongly think that before instructors introduce and/or use 

concept mapping as an alternative method of assessment, further research needs to be 

done.   
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Current school curriculum documents argue that justification and proof are to be a 

significant part of mathematics classroom culture (NCTM, 1991 & 2000; Alberta 

Learning, 2003). However it is often perceived as a formal and meaningless exercise to 

be done by the teachers. Knuth (2002) noted that Euclidean geometry was the sole 

vehicle by which high school students were introduced to mathematical proof and hence, 

its role in secondary school mathematics has traditionally been peripheral at best. Due to 

the scarcity of proof outside of geometry, students rarely identify any of the objectives or 

functions of mathematical proof. Hence the teaching and learning of mathematical proof 

appears to be a failure (Hadas, Hershkowitz & Schwarz, 2000). 

Jones (1997) noted that the teaching of mathematical proof places significant 

demands on the subject matter knowledge and the pedagogical knowledge of secondary 

mathematics teachers. Knuth (2002) mentioned that teacher’s conceptions of proof 

influences both the role and nature of proof in their mathematics classrooms. Knuth’s 

(2002) study on practicing secondary school mathematics teachers indicates that their 

knowledge about the role and function of mathematical proof is very minimal. Proof does 

not get its desired position in the classrooms probably due to teacher’s lack of confidence 

in mathematical proof. 

In-service training and professional conferences are some of the ways through 

which practicing teachers could adequately prepare themselves to succeed in enacting the 

expectations mentioned in NCTM (1991, 2000) reform documents. However, when it 
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comes to pre-service teachers, the responsibility lies on the shoulders of mathematics 

instructors and mathematics educators. University educators have recognized the need to 

adequately prepare the pre-service teachers to meet the challenges of reform efforts. They 

have revised their curriculum to a certain extent in recent years to incorporate the notion 

of mathematical proof adequately. This paper is an attempt to see whether the revisions in 

the curriculum did positively affect the conceptions of pre-service teachers. For that 

purpose, we will examine their conceptions of mathematical proof.   

The study is based on the data collected by the first author from Advance 

Professional Term class of the University of Alberta, Canada. The two primary research 

questions used to focus the study are: 

1) What are student teachers’ conceptions about the nature and role of proof? 

2) Are the student teachers capable enough to complete mathematical proofs? 

The study revealed data on how secure the student teachers are in their 

conceptions.  

This paper will provide deeper insights to mathematics instructors and 

mathematics educators to re-structure their programs and forms of teaching and learning 

that will allow new teachers to face the challenges in a world where curricular emphasis 

of different mathematical concepts changes. 
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ABSTRACT 
At Advanced School of Electrical Engineering, Centre for 
Education Technology there are numerous ongoing 
projects testing different methods of learning in different 
fields of education. An example of this effort is given in 
this paper, treating different methods of learning for 
Computer Network course. There will be described 
traditional way of using blackboards for writing and 
drawing, using animations, and finally really making 
some components used for creation of a computer 
network. There also will be described problems that 
students encounter during studies, beginning with 
concepts of time and frequency domain, through speed 
and bandwidth of transmission mediums, to the building 
of a real local area network. 
 
KEY WORDS 
Computer networks, education, animation. 
 
 
1.  Introduction 
 
Educational systems have tremendously evolved during 
the recent years and thus, it became unacceptable to have 
courses without multimedia techniques. These techniques 

could improve educational systems and make it easier for 
students to accept new subjects at one hand, and make 
courses more attractive at another hand. It is of special 
importance now, when it is known that almost everybody 
is (or wants to be) connected to the Internet.  
 
Beside that, all manufacturers in any way connected to 
ICT (Microsoft, Cisco, Richman de Masari, D/Link, 
Siemens) distribute their educational materials that are 
graphical animations and simulations. Also, realistic 
animations are present particularly in computer-based 
video games that are most often played.  
 

That being so, we introduced animations in undergraduate 
engineering studies where traditional lectures, using 
blackboards, are still given because of the great number of 
students (100 in a group).  

Beside the animations that are presented by video beams, 
posted on Internet sites and distributed on CD's, the most 
important part of learning process is practical, hands on 
type of experience, that students get by making passive 
components of computer networks. 
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This paper gives the example of learning seven different 
terms, as a result of accumulated experience in teaching 
the Computer Networks course. It is important to note that 
in the all of the examples, use of mathematics is reduced 
to minimum, and key effort in teaching is made through 
use of animations and practical experience in the labs. 
 
 
2.  Term 1 
 
Understanding time and frequency domain is very 
important to students who intend to practice computer 
networks design. The course is adapted to students that 
have no great mathematical skills, so in the absence of Z-
transform, Laplas transform and Fourier transform, the 
best way to explain it was to use graphical animated 
presentation. The figures 1 an 2 are used for the 
explanation of  Fourier transform. 

 

 
 
Fig. 1: Time domain 

 
Figure 3. Frequency domain 
 

The best examples are those that students are already 
familiar with, as speech is. Since everybody uses phone, 
some abstract terms inherent to phone signal transmission 
will be easier to comprehend. The speech signal spectrum 
is presented at Fig.3. 

  
Figure 3. Acoustic spectrum for speech 

The next step is explanation of the term filtration. For the 
speech the acceptable bandwidth is 300Hz to 3400Hz. 
That means that the higher frequencies are removed, and 
that is shown on the following Figure 4: 
 

 
Figure 4. Effects of filtrated speech signal 
 
The figure shows part of speech signal that is filtrated, 
smoothed and taken out with no high frequencies. 
 
 
3.  Term 2 
 
Since the students taking this course already know  what 
are digital signals, they only have to understand what is 
the influence of bandwidth to it. The figure 5 shows the 
graphical explanation. 
 

 
Figure 5. Graphical explanation of influence of bandwidth 
to the shape of digital signal 

2007 HICE Proceedings 
Page 6137



 
 
4.  Term 3 
 
The simplest and the most acceptable explananation of the 
correlation between bandwidth and transmission speed is 
Manchester coding. Manchester coding is used for 
Ethernet local area networks and it is shown by the next 
figure. 

 
Figure 6. Manchester coding 
 
Because of the transitions in the middle of the each bit 
interval, the width of the impulse is twice less then 
original, so the frequency is two times bigger. This is 
quite understandable, so the students can easily accept the 
next figure. 

Figure 7. Effects of the impulse width  
5.  Term 4 
 
Digital signal is very common term since it is being used 
in the widely used systems like PC, DVD, ISDN, DSL, 
PCM, LAN, thus sampling should be explained. The 
figure shows sampling of smoothed speech signal. 
 

 
Figure 8. Sampling of smoothed speech signal 
 
 
6.  Term 5 
 

Students do accept necessity of having more than one 
customer using the same transmission media. The obvious 
solution, multiplexing, can be splendidly recreated using 
animation and it looks like this: 

 
Figure 9. Time division multiplexer 
 

That is the first step. The real PCM system (or any other 
time multiplexes) adds one more step which gives time 
multiplexes). 

 
Figure 10. PCM system 
 
7.  Term 6 
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So far this was only theory. What is the use of it, and how 
it works is best explained using transmission  media 
(wireless phone, cell phone, cable and satellite TV...). To 
make this even more acceptable to students, they are 
given the opportunity to really make a component of a 
working system (a cable).  
 
This is how they do it: 
 

 
 
Figure 11. Student who make patch cable 
 
 
8.  Term 7 
 
The basic idea of the course is to lead students to the 
conclusion that they really need to know all that concepts 
and understand terms, if they are to be able to really use 
the knowledge they acquire.  
 
That is not an easy task, specially when there are large 
groups of students, but the ultimate goal of starting a real 
computer network motivates students. When student 
finally connects his own computer to the local server  (as 
is shown on the figure), the goal of the course is achieved. 
 
 
Figure 12. Student networking its own computer 
 
 8.  Results 
 
Comparing results in the last four years we notified the 
following: 
• Increase in number of students taking this course. 
• Increase in average grade. 
• Increase in number of students that choose topic from 
this course, for their final work. 
• More than 50% students that graduate at this 
Department get their jobs in the areas that are covered in 
this course. 
 
This encourages us, and force us do our best to further 
improve all the courses. 
 
9.  Conclusion 

 
There are many components that make teaching of 
engineering courses, different from the others. One of 
them is complexity that requires that professors use all 
available resources. The traditional method of using chalk 
and blackboard is certainly unsurpassed - it gives the 
opportunity to slowly and systematically cover all the 
topics in a course. It is certain that this method is most 
suitable for the courses that use a lot of mathematics. 

On the other hand, animation is a new method with 
characteristics that can be divided in four groups; first, 
very strong motivation factor. Second, dynamics, which 
can explain some terms so vividly and obviously that no 
other method could. Third, by its very nature animation is 
incremental and it keeps attention of the students which 
helps them remember the things easier. Fourth, this is not 
something new that could alienate the students - they are 
used to it (cartoons, video games, DVD movies). 

The last step, "do it" results in the implementation of the 
acquired knowledge. Making something useful greatly 
motivates the students, regardless of the fact that it is only 
the beginning of serious and more complex endeavours. 
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Abstract 
The paper deals with two methods used in education, traditional one referred to as „professor in the center“, and 
a new approach called „student in the center“. Traditional group is a settled way of student teacher interaction, 
where the teacher teaches while students are passive followers who listen. “Student in the center” approach 
takes into account the way that the student (listener) perceives information with the condition to use at least two 
senses.The results show that there are no differences between two groups (traditional – “professor in the centre” 
group and multimedia – “student in the center” group) in their intelligence. Regarding the learning styles the only 
difference is in sensing – intuitive dimension and only in the intensity of the dimension. Few explanations of this 
result were offered. Considering gained knowledge, multimedia group has better test performance only at the 
partial tests while the results of two groups are equal on final test and the practical performance (project) which 
was explained by the concept of motivation - students in the multimedia group were much more motivated to 
attend their classes. Results were discussed in the light of the question of how to improve teaching styles by 
taking into consideration students’ learning styles. We find that it is possible for teachers to fulfill different 
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requirements including relatively small number of techniques and that different techniques can be applied in all 
types of classes, in this case equally in multimedia and traditional ones.  

Key Words 
Learning styles, computer networks, education. 

1. Introduction 
Today, a lot of attention is paid to research of the methods used in education. The previous approach of 
„professor in the center“ is being replaced with a new approach „student in the center“. The former method 
assigns a key role to tests and grades, on the basis of which categorizations of students are made, and on the 
basis of these, teaching could be adjusted to their needs. 
This paper conducts an analysis of results that were collected by using the Index of learning styles (ILS) method, 
a test made by Richard Felder and Linda Silverman, which was taken by 103 students of an experimental class at 
Advanced School of Electrical Engineering in Belgrade, Serbia.  
The goal of this research was to investigate the connections between learning style of students and other 
variables important for the learning process and results, such as: IQ, preference of teaching method, class 
attendance and students’ test performance.  

2. Learning styles 
Learning styles are characteristically cognitive, affective and psychological behavior, which serves as a relative 
stable indicator for how students perceive, respond on and interact with their learning environment. Learning style 
represents the way that students perceive and handle information. 
Learning styles concept is applied on various students’ attributes and differences. Some students comply with 
theories and abstractions, others prefer facts and phenomena; some prefer active learning, others introspection 
and some are more suited with visual presentation of information while some groups like verbal explanations. 
One learning style is not dominant nor is it inferior in relation to others, but rather just different with all their 
advantages and disadvantages. The purpose of lectures is to teach students various skills, which are connected 
with all learning styles, irrespective of personal preferences of students, as they need a considerable range of 
skills so they can function as professionals.  
Learning in a structured learning environment can be considered as a two -step process, which is comprised of 
the receiving and processing of information. In the process of receiving, outer information (that which can be 
spotted by the senses) and inner information (that which is a product of revision and introspection) becomes 
available to students who choose material for processing, disregarding rest. The elaborating process can contain 
simple memory, inductive or deductive reasoning, thinking or acting, reflection or interaction with others. As a 
result material is learned, or not learned. 

3. Mismatch between teaching and learning styles 
Learning styles could be very important for students’ success in education. A large gap between professors’ 
teaching styles and students’ learning styles has great influence on students’ results. 
The mismatch that usually exists is between common learning styles of engineering students and traditional 
teaching styles of engineering professors. As a result, students become bored and inattentive in class, perform 
poorly on tests, get discouraged about their courses, the curriculum, and themselves, and in some cases change 
to other curricula or drop out of school. 
A student’s learning style may be defined in large part by the answers to four questions: 

1. What type of information does the student preferentially perceive: sensory (external) - sights, sounds, 
physical sensations, or intuitive (internal) - possibilities, insights, hunches? 

2. Through which sensory channel is external information most effectively perceived: visual - pictures, 
diagrams, graphs, demonstrations, or audio -  words, sounds? (Other sensory channels - touch, taste, 
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and smell - are relatively unimportant in most educational environments and will not be considered 
here.) 

3. How does the student prefer to process information: actively - through engagement in physical activity or 
discussion, or reflectively - through introspection? 

4. How does the student progress toward understanding: sequentially - in continual steps, or globally - in 
large jumps, holistically?  

Teaching style may also be defined in terms of the answers to four questions: 
1. What type of information instructor emphasizes concrete - factual, or abstract - conceptual, theoretical? 
2. What mode of presentation is stressed: visual - pictures, diagrams, films, demonstrations, or verbal - 

lectures, readings, and discussions? 
3. What mode of student participation is facilitated by the presentation: active - students talk, move, reflect, 

or passive - students watch and listen? 
4. What type of perspective is provided on the information presented: sequential step-by-step progression 

(the trees), or global - context and relevance (the forest)? 

4. Approach: “Student in the center” 
“Student in the center” approach takes into account the way that the student (listener) perceives information and 
in this research is represented with the “multimedia group” of students. Multimedia means that the student is 
using two or more senses (sensor systems). Instead of focusing on codes, which represent knowledge in system 
for information processing, attention is focused to sensor modality, as to senses, which are used by students for 
material reception, like eyes or ears. For example, in an environment based on the computer environment, 
animation could be received visually and explanation (narration) auditory. In traditional way of teaching voice of 
the teacher is processed through auditory channel and slides from projector (or drawings from the board) are 
processed through visual channel. In books (paper editions), illustrations and printed text are processed visually 
(at least at the beginning). 
Multimedia presents material that is presented visually and verbally. According to cognitive theory, multimedia 
presentations have the ability to produce better memory and understanding, rather than presentations that use 
only one format. The explanation is as follows: multimedia makes the student build a visual model of scroll 
window, make verbal model of scroll window and to make a mental connection between those two. According to 
cognitive theory, multimedia learning is the process of making connections between verbal and visual model, and 
is important in conceptual understanding. According to that, students who get good structured multimedia 
message should do better in assignments that require application of knowledge, and with that is shown their 
better understanding than of students that get only verbal messages. 

5. Research goal 
The goal of this research is investigate the connections between learning style of students and other variables 
important for the learning process and results, such as: IQ, preference of teaching method, class attendance, 
teacher’s ILS and students’ test performance.  

These connections are very important for better understanding of the way that engineering students learn and for 
achieving better congruence with the teaching methods used in the classes. The question is, if the students are 
visual or verbal, active or passive, do they learn better if the lessons are presented only by pictures and models? 
Does it help to learn if lectures are enriched with pictures? 
To understand these questions better, it should be clear what we mean by a lesson, words, and picture. A lesson 
is a presentation that makes learning possible. By words we mean text that is printed or said. That is a lecture 
presented by the teacher or printed text in multimedia lesson. A static or dynamic picture can be a photo, graph, 
video, illustration or animation. 
The students were divided into two groups according to their own preference: 
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1. Multimedia group 
2. Traditional group 

These groups are formed according to the mode by which material is presented. 
Traditional group is a settled way of student teacher interaction, where the teacher teaches while students are 
passive followers who listen. 
In multimedia group the teacher presents the matter in brief while students are watching multimedia presentation 
on the screens, which are located in front of them. Then, they ask at least twenty questions regarding presented 
material, and answer questions from two tests, which are created by their colleagues, while two other students 
answer questions from their tests. In this manner they are learning. They are tested at the beginning and at the 
end of the lecture. It is a large, 120-question test, which determines with what knowledge students come to 
lectures and what knowledge has been gained at the end of the lecture. 

6. Research hypotheses 
After investigating engineering students learning style we propose several hypotheses to be tested: 

Hypothesis 1: There is a difference between two groups in the learning style. 
In other words, students who chose the multimedia group are supposed to be mostly visual, sensitive, active and 
sequential while those who chose the traditional group are mostly verbal, reflective, intuitive and global measured 
by ILS. 

Hypothesis 2: There is no difference in intelligence between the two group students. 
The basis of this hypothesis is the fact that there is no hierarchy between learning styles. One learning style is not 
dominant nor is it inferior in relation to others, but rather just different with all their advantages and disadvantages. 

Hypothesis 3: Students in the multimedia group gain better knowledge than students in the traditional 
group. 
Students in multimedia group have the possibility to create more meaningful representation, which has all 
required steps for explanation of cause and effect. Representation would help students to connect all relative 
steps in a causal chain, and that is measured with memory tests. 

7. Method and Instruments Used in Research 
We have used non-experimental method and two groups of students formed by their deliberate choice are 
compared in the statistical analyses. Instruments used in the research are: Index of learning styles test, Raven’s 
progressive matrices test and knowledge tests.  
Index of learning styles is an online test, which could be used for non-commercial purposes, by individuals who 
want to determine their learning style or by teachers who want to use it for their lectures, counseling or for 
research. Index of learning styles questionnaire has 44 questions, with two possible answers. The choice of 
students is evaluated in four dimensions: 

 Sensing - Intuitive 
 Visual - Verbal 
 Sequential - Global 
 Active - Reflective 

Score in every dimension can vary between -11 and 11. Negative result shows the left modality while positive 
represents the right one.  
Intelligence is measured by the Raven’s progressive matrices test and the knowledge with partial tests given 
periodically, final test given after at the end of the course and the project (practical work).  
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8. Sample 
The subjects of this research are second year students of VETS (Advanced School of Electrical Engineering) in 
Belgrade, which attend the Computer networks course. Students attend three different programs: Computer 
Technique, New Computer Technologies and Electronic business. Students are divided into two groups – 
traditional and multimedia. There are 82 students in the traditional group and 23 in the multimedia group. 

9. Statistical data analyses 
For the statistical data analyses we have used both parametric (t-test) and non-parametric (Mann-Whitney U and 
Wilcoxon W test) techniques. We have also used descriptive to illustrate the differences between groups. 

In the following section results of Electrical engineering students’ learning style will be presented 
Table 1: ILS of engineering students 

 N Minimum Maximum Mean Std. Deviation 

ACTIVE - REFLECTIVE 105 -11.00 7.00 -2.2190 4.42454 
SENSING - INTUITIVE 105 -11.00 9.00 -3.8571 4.22317 

VISUAL - VERBAL 105 -11.00 11.00 -4.1619 4.44437 

SEQUENTIAL - GLOBAL 105 -11.00 5.00 -1.2667 3.89345 

Valid N (listwise) 105     

We can see that the learning style of engineering students is: 
 Active 
 Sensing 
 Visual 
 Sequential. 

Hypothesis 1: There is a difference between two groups in the learning style.  
Table 2: ILS Group statistics 

  GROUP  N Mean Std. Deviation Std. Error Mean 

ACTIVE - REFLECTIVE Traditional 82 -2,0732 4,56714 ,50436 
  Multimedia 23 -2,7391 3,92217 , 81783 

SENSING - INTUITIVE Traditional 82 -4,2439 4,21215 , 46515 

  Multimedia 23 -2,4783 4,05496 , 84552 

VISUAL - VERBAL Traditional 82 -4,2195 4,52980 , 50023 
  Multimedia 23 -3,9565 4,21554 , 87900 

SEQENTIAL - GLOBAL Traditional 82 -1,1463 3,64851 , 40291 

  Multimedia 23 -1,6957 4,73320 , 98694 

  

Table 3: Difference between groups in ILS 
 GROUP N Mean Rank Sum of Ranks 

ACTIVE - REFLECTIVE Traditional 82 54.04 4431.00 
  Multimedia 23 49.30 1134.00 
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SENSING - INTUITIVE Traditional 82 49.69 4074.50 

  Multimedia 23 64.80 1490.50 

VISUAL - VERBAL Traditional 82 52.19 4279.50 
  Multimedia 23 55.89 1285.50 

SEQUENTIAL - GLOBAL Traditional 82 53.54 4390.00 

  Multimedia 23 51.09 1175.00 

Table 4: Non parametric analyses – differences between groups in ILS 

  
ACTIVE - 

REFLECTIVE 
SENSING - 
INTUITIVE 

VISUAL - 
VERBAL SEQUENTIAL - GLOBAL 

Mann-Whitney U 858.000 671.500 876.500 899.000 

Wilcoxon W 1134.000 4074.500 4279.500 1175.000 

Z -.665 -2.129 -.522 -.345 

Asymp. Sig. (2-tailed) .506 .033 .602 .730 
     

Multimedia group is more sensing than the traditional group (which is also sensing but less), but there are no 
differences in other three dimensions of learning styles.1 

Hypothesis 2: There is no difference in intelligence between the two group students. 
Table 5: Raven’s progressive Matrices test Group Statistics 

  GROUP N Mean Std. Deviation Std. Error Mean 

IQ Traditional 82 55.1707 2.30300 .25432 

  Multimedia 23 54.3478 2.80598 .58509 

 
Table 6: Analyses of variance test for two groups - differences in intelligence 

    

Levene's Test 
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Variances t-test for Equality of Means 
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IQ Equal variances 
assumed 3.323 .071 1.442 103 .152 .8229 .57082 -.30919 1.95500 

  Equal variances 
not assumed     1.290 30.800 .207 .8229 .63797 -.47859 2.12440 

  
                                                            
1 T-test for independent groups was also performed and it shows no differences between groups. We take into consideration 
the results of non-parametric tests since they are more appropriate for the size of the multimedia group (23 students) 
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Table 7: Non-parametric analyses- differences in intelligence 

  IQ 

 Mann-Whitney U 788.000 

Wilcoxon W 1064.000 

Z -1.213 

Asymp. Sig. (2-tailed) .225 

Two methods have been used to examine if there are differences in intelligences between multimedia and 
traditional group – parametric test (analyses of variance) and non – parametric (Mann-Whitney test). They both 
show that the second hypothesis is confirmed: there are no differences in IQ between two groups of students. 

Hypothesis 3: Students in the multimedia group gain better knowledge than students in the traditional 
group. 
Table 8: Analyses of variance test for two groups - differences in knowledge 

    

Levene's Test 
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Variances t-test for Equality of Means 

    F Sig. t df 
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PARTIAL 
TESTS 

Equal 
variances 
assumed 

1.856 .176 -2.518 103 .013 -.5391 .21405 -.96357 -.11454 

  Equal 
variances not 
assumed 

    -2.753 40.556 .009 -.5391 .19580 -.93461 -.14350 

FINAL 
TEST 

Equal 
variances 
assumed 

.016 .900 -.858 103 .393 -.2413 .28120 -.79894 .31643 

  Equal 
variances not 
assumed 

    -.853 35.041 .399 -.2413 .28279 -.81533 .33282 

PROJECT Equal 
variances 
assumed 

2.243 .139 -.699 70 .487 -.1429 .20430 -.55031 .26460 

  Equal 
variances not 
assumed 

    -.935 43.373 .355 -.1429 .15274 -.45081 .16510 

 
Table 9: Non-parametric analyses- differences in knowledge 

  PARTIAL TESTS FINAL EXAM PROJECT 

Mann-Whitney U 615.500 832.000 430.000 

Wilcoxon W 4018.500 4235.000 2026.000 
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Z -2.538 -.889 -.316 

Asymp. Sig. (2-tailed) .011 .374 .752 

Multimedia group shows better results in partial tests (level of significance p < 0. 05) but not at the final exam and 
the project. 

10. Conclusions and discussion 
Advanced School of Electrical Engineering in Belgrade students’ learning style is active, sensing, visual and 
sequential. The most dominant modality of the dimension is visual.  
There are no large differences between two groups in their learning styles. The only one is in sensing – intuitive 
dimension and only in the intensity of the dimension, since both groups are sensing. There are several possible 
explanations of this result: 

a) Multimedia versus traditional teaching differs dominantly on the sensing – intuitive dimension and that is 
to say that more senses are included in the multimedia teaching. Students who are dominantly sensing 
prefer this type of classes  

b)  Since students are active, visual and verbal teacher either equally succeeded or failed in covering these 
modalities of the dimensions on both type of classes  

c) For the learning process sensing – intuitive dimension is the most important and this is why it governs 
the preference of the type of classes 

d) Students were not acquainted with the differences in the teaching methods of two groups and their 
choice was accidental 

e) Some other factors influenced the students’ choice for example the timing of classes, availability of 
multimedia classes (since the number of students was limited) etc. 

As expected in the second hypothesis there does Raven's progressive matrices test score measure no 
differences in the intelligence? This result confirms the theoretical assumption that neither of the modalities is 
better/worse than the other one. They both have their advantages and disadvantages. 
Considering gained knowledge, multimedia group has better test performance only at the partial tests while the 
results of two groups are equal on final test and the practical performance (project).  
These results may be explained by taking into consideration more aspects of the learning process – motivation 
and systematic learning. Traditional group comprises of students who regularly attended lectures and students 
who occasionally attended. Among these students, a mild lack of interest could be perceived: they didn’t come to 
lectures on time, skipped classes and mostly were present only when testing was scheduled. Multimedia group 
consists of students who regularly attend lectures.  
But, as the results show, students in the traditional group were able to overcome the lack in their knowledge 
probably by better engagement in studying at their homes. The quality of the knowledge at the end of the learning 
process was equal – there were no differences in the theoretical and practical results (final test and project). 
One more explanation can be used, the explanation of the cognitive theory: it is possible that both groups, the 
one that gets only “words” and the one that gets “words and pictures”, have the same result on memory tests. 
This is because they both get the same verbal explanation, and after that they are required to reproduce it. Here, 
it is important to mention that even at the traditional classes mere words were not used, since the teacher used 
Power Point presentations, so “traditional” students were also visually engaged.  
It is very important to notice the difference in the interest and motivation. Regardless of the equality of the final 
learning results, students in the multimedia group were much more motivated to attend their classes and this fact 
can even influence finishing or dropping out their studies. 
As it was stated in the introduction, the accustomed approach in the school system of “teacher in the center” is 
rapidly changing towards the approach of “student in the center”. For that method, different tests represent an 
important factor. Based on these tests, it is possible to categorize students and in relation to that adapt teaching 
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to them. It is very useful to know that most students of Advanced School of Electrical Engineering in Belgrade are 
active, sensing, visual and sequential and to have this on mind when preparing classes and choosing teaching 
materials. But styles are different and even if the minority of students differs in style, teachers can fulfill different 
requirements including relatively small number of techniques in their teaching program. Some techniques should 
be as follows: current lesson should be linked to the knowledge that students already possess, teachers should 
balance between actual information (facts) and abstract concepts (theories, principles), they should balance 
among materials which emphasize practical methods for solving problems and fundamental understanding, to 
give explicit illustrations of intuitive and data models, to follow scientific method during presentation of theory 
material, etc.  
The idea is, however, not to use all techniques on every class, but to choose several applicable techniques and 
try them out, keeping the successful ones and rejecting others. In this way, the teaching style will relatively 
naturally and painlessly present itself, which is effective for students and convenient for teachers, with potentially 
dramatic improvements in student’s results on tests and exams. Different techniques can be applied in all types of 
classes, in this case equally in multimedia and traditional ones.  
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         INTRODUCTION 

Statement of the Problem 

Educating citizens in a multicultural society has presented many serious issues 

and challenges for American’s educational systems and the students that they service; 

especially it’s African American and minority populations. There is an abundance of 

literature and research on the demographic changes in the United States, and how these 

changes are forcing school districts, schools, and classroom teachers to rethink their 

educational practices. Education in the United States is not meeting the needs of all of its 

students. The educational accomplishments of minority students, especially African 

Americans, are consistently lower than other students. Statistics identify minority 

students as having the lowest academic test scores, highest drop out rates, and the highest 

representation in special education classes, than any other ethnic population. The United 

States Department of Commerce (1996) suggests that by the year 2050 the American 

minority population will represent 57% of all U.S. students. The continued failure of the 

educational systems to successfully meet the needs of these students has serious 

implications for minorities and our communities as a whole.  

Significance of Study 

Many leading multicultural scholars today, agree that if we are going to meet the 

needs of our students and communities we must cultivate culturally responsive teaching. 

They suggest that it is possible to meet the needs of all students, regardless of race, social 

economic status, ethnicity or gender. These scholars also agree that it is possible for all 

students to receive a quality and equitable education in a diverse setting (the classroom). 

They concur that continuing to operate our schools systems and classrooms in the way 
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that we presently operate, the achievement gap, drop out rate, and the social economic 

gaps between white and minority students are going to continue to widen, and minority’s 

will always be behind, bringing up the rear. 

Schools in Need of Reform 

Quality instruction is the goal of all of the stakeholders involved in the 

educational process (administrators, teachers, students, parents, and communities as a 

whole). Many of these stakeholders, at one time, believed that schools that have a large 

population of white students offer a quality education for all of its students; in other 

words, resources follow white students. Therefore, attending schools that are 

predominantly white ensures a quality education, because academic excellence is 

believed to be present when you have a combination of resources and white students.  

There are also those who once believed that in order for minority students to 

receive a quality and equitable education, they must be educated by teachers who have 

the same race and ethnic background as the students that they teach. For example 

teachers who have experienced what it is like growing up in African American families, 

attending African American schools, could meet the needs of African American students 

better than someone who has not had these experiences.  

I believe that experience is important, but I question if it is the only way to gain 

an understanding about race and ethnicity. The majority of the multicultural scholar’s 

work that I reviewed suggests that all teachers can become culturally competent and learn 

to identify with and meet the needs of its diverse student classroom population.   

It is blatantly clear that we are struggling as a country to meet the needs of our 

minority students. I am surprised that there has been relatively little empirical research on 
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exploring the relationship between teacher attitudes and beliefs about race and ethnicity 

and the impact those beliefs have on the academic achievement and school success of 

his/her minority students. I believe that teacher attitudes and beliefs about race and 

ethnicity bear heavily on minority student’s academic success or failure. 

 In this literature review, I examined the multicultural education literature that 

explores how teacher attitudes about race and ethnicity, level of cultural competence, and 

practices are related to the achievement of students of color. I will also explore what 

theses scholars recommend as best practices for meeting the needs of minority students in 

the classroom and what learning/teaching pedagogies are good strategies for minority 

students. 

History 

In 1935, W. E. B. Du Boise questioned public schools suggesting that African 

Americans were not receiving an adequate education. Yet, in the late 50’s, in Brown 

verses the Board of education, the concern then was  also that schools for African 

Americans and other minorities were subordinate to those of white students. It was 

assumed at that time, if schools were desegregated, education would be equal and 

beneficial for all students (‘separate but equal’). However, fifty years after desegregation 

laws were mandated, America’s school systems are still failing their minority students. 

Research studies conducted on tests scores for the past century  report that African 

American children in the United States school systems K-12, score in the lowest 

percentile of all students in all academic subject areas,  with Hispanic students scoring 

not much higher.  
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It is evident that our educational systems are not working for all students and are 

in need of reform. All children regardless of race, ethnicity, gender, language spoken, or 

social economic status, by law, deserve an equal and quality education. If we want to 

close the achievement gap between minorities and white students, and lower the dropout 

rates of minorities, it is imperative that we identify and eliminate those practices that are 

not working, replacing them with practices and strategies that have been proven to be 

successful. Minorities, especially African American and Hispanic/Mexican American 

students, are at risk and it is past time for districts and schools to find new and innovative 

ways to meet their needs. 

Relationship Between Social Economic Status and Academic Achievement 

Research confirms that there is a definite relationship between social economic 

status and academic achievement, which indicates that if we do not reform our school 

systems, equipping them to provide an equal education for all students, we will ensure 

that a race of people will remain at the lower echelon of the social economic chain unable 

to compete competitively in society.  Multicultural scholars concur that in order to 

improve the quality of education for minority student’s, teachers must embrace, 

understand and value who their students are, the cultural beliefs that they have, and the 

ethnicity that they bring with them into the classroom; also classrooms must be inclusive 

of all of its students. Multicultural scholars conclude that teacher’s attitudes, beliefs, 

about race and ethnicity affect their classroom practices and make a difference in their 

student’s academic achievement. 
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Constructivism 

Leading multicultural scholars contend that in order to know what classroom 

practices will work in culturally diverse classrooms to enhance student’s achievement, 

and prepare students to be socially and economically competitive, it is important to 

understand how learning takes place. Psychologist, philosophers and anthropologist all 

study learning, and knowing, and its relationship to acquiring knowledge (Fosnot, 1996). 

Psychologists who support a constructivist’s view of how learning takes place believe 

that it is human nature for man to use experiences as a tool for understating the world and 

acquiring knowledge. Brooks (2000) believes that humans are in a constant search for 

tools that will help them gain knowledge from their experiences. Fosnot reminds us that it 

is not enough to have experiences, but we must reflect on, and ask questions about our 

experiences in our search for understanding. People learn by constructing their own 

meaning and understanding of their experiences. 

I believe that it is the job of the classroom teacher to help their students learn from 

their experiences and their world. In today’s classrooms student’s bring a variety of 

experiences, many based on culture and cultural beliefs and practices that their teachers 

have not experienced, thus making the job of the teacher more difficult if not impossible, 

which in turn effects students academic achievement. Fosnot emphasizes that teacher’s 

ability to work with students from diverse backgrounds is closely related to their attitudes 

and beliefs about race and ethnicity.   

I started teaching in 1975, during a time that educators were advocating the 

constructivists approach.  In my teacher training program, I learned how to do directed 

instruction and not much else. Dr. Madelyn Hunter was my Master teacher and her idea 
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of good teaching was a teacher who spent most of the instructional day giving directed 

instruction. After graduating from The University of California at Los Angeles (UCLA), I 

was contracted as a teacher for Los Angeles Unified School District (LAUSD) in the 

inner city to teach elementary school.  

LAUSD provided many workshops and staff development trainings. Every 

teacher training session that I attended, stressed teaching from a child- centered 

perspective. These workshops encouraged us to prompt students to formulate their own 

questions, work in groups and develop their own conclusions under teacher guidance. 

This may sound easy, but for a new teacher, with limited training, it proved to be 

difficult.  

It was difficult for two reasons. First it was difficult foe me to encourage students 

to become involved in their own learning and make meaning out of their experiences 

because I was so busy trying to survive and make meaning of the teaching process. 

Second, even though the staff development training encouraged teachers to create child-

centered classrooms the required curriculum was not child-centered; it was test driven. It 

did not allow for student diverse needs.    

 Teaching from a constructivist perspective sounds ideal, but it is not as easy as it 

appears. I agree that it is more meaningful to construct knowledge by connecting to 

previous knowledge, because this is in fact how I learn best.  However, for a new teacher 

it was a real task to get thirty-two students to utilize what they already knew, internalize 

the new information that I was teaching them through directed instruction, and to create 

meaning that relates their previous knowledge to the new information.  
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In addition, as a new teacher, I was so afraid that I would shortchange my 

students and neglect to teach them everything that they needed to learn; therefore, I wrote 

lesson plans that took up every minute of the day. I spent the entire weekend writing 

lesson plans for the following week.  I wanted to make sure that I exposed them to, and 

provided opportunities for them to apply the skills and content on which  they were going 

to be tested. I knew that there was a more effective way to implement instruction; 

however, as a new teacher I could not chance it. It seemed easier to treat students like a 

“blank slate”, waiting for knowledge. I had the knowledge and they needed it; so it was 

my duty to give it to them, and it was their responsibility to take it in and remember it for 

the states exams. 

After thirty years of experience, I find that I have mastered many constructivist 

practices. I have discovered that allowing students to actively participate and to give in-

put, they tend to exceed the norms and take pride in what they do, rendering better  

academic results. Indelibly, my efforts are to create a classroom environment that 

emphasizes collaboration, and an exchanging of ideas. I required my students to work in 

collaborative groups, sharing ideas and learning from each other in a socially acceptable 

manner. Students learn how to communicate their ideas and conclusions with others, and 

at the same time they learn to respect ideas and ways of doing that is different from their 

own. 

Giving students a chance to evaluate their own ideas against new ideas, often 

times changing from invalid, incorrect, or insufficient ways of thinking and doing, to 

discovering new and innovative ways of doing and thinking is a constructivist practice. 

This practice is a good practice not only for minority children, but for all students.  
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Behaviorism 

Behaviorism is another philosophy on how learning takes place. According to 

behaviorists, learning is a relatively permanent change in behavior, which is directly 

related to experiences, and this external change can be observed (Ormrod, 2002). 

Timothy Wilson (1913) a behaviorist scholar, defines learning in human beings as a black 

box whose input and output, are the only things that are worthy of objective study, and all 

other internal states and experiences, like consciousness are best ignored. Along these 

same lines, John Lock compared the mind and learning to a piece of white blank paper, 

waiting to be written on by experiences (Steven Pinker, 2002). Lock and his disciple, 

John Stuart, were empiricists, who believed that all knowledge comes from experiences, 

and knowledge can be explained without looking at the notion of innate association. For 

example, extrinsic rewards like money, grades, and gold stars, rather than intrinsic 

rewards like feeling good about successfully accomplishments, are seen as motivation for 

learning. 

Core to all behaviorist beliefs, behaviors are determined by learning followed by 

reinforcement.  New skills are acquired depending on the effect they have on the species 

environment. In other words, if a certain action receives a positive outcome the species is 

more likely to repeat the behavior. If the outcome is negative, the action is less likely to 

be repeated. This key idea is based on B.F. Skinner’s stimulus response reinforcement 

model, in which human behavior is thought to be controlled by the external environment. 

In this model, a response that is followed immediately by reinforcement is most effective 

in ensuring that the reinforced behavior is modified. By delaying the response, the 

behavior is less likely to be changed (Bruce & Weil, 1986).  
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In today’s culturally diverse classrooms teachers are faced with understanding 

what motivation and stimulus response reinforcements are appropriate for each student. 

This implies that in order for teachers to ensure that all students are connected and 

achieve, from the behaviorist perspective, teachers must understand reinforcements that 

are culturally appropriate for the diverse populations in their classrooms. According to 

the behaviorist theory of how learning takes place teachers need to be culturally 

competent.  Cross (1988) defined cultural competence as “the ability to effectively teach 

cross-culturally. It is a set of congruent behaviors, attitudes, and policies that come 

together in a system, agency, or among professionals and enable that system agency, or 

those professionals to work effectively in cross-cultural situations” (p.13, 1988). 

As a classroom teacher, I was not a true behaviorist, but early on in my teaching 

career, I did follow a few behaviorist practices. There were times I had reward systems in 

place, which rewarded students desired behaviors. For example, I gave points to the table 

of students that displayed the desired behaviors, without having to be told repeatedly. 

These points were traded in for rewards. I am not a fan of behavior modification It was 

my expectation that students would follow the rules, complete assignments, and come to 

school ready to learn because it was what we do (it was the right thing to do). I believe 

that we all have an innate desire to feel good about doing right, and unfortunately, 

behaviorism does not deal with the “innate”.  

For minority students, especially African Americans, I believe that tangible 

rewards only change surface behaviors and after the tangible reward is gone so is the 

desired behavior. I spent twenty-three years trying classroom management systems that 

would help my minority students embrace learning and doing, not because of getting a 
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prize or candy, but because something from on the inside felt good when they achieved 

academic success or good behavior. 

Critical Pedagogy 

Critical pedagogy theory questions the educational practice called “the banking 

method”, which is a concept that assumes that students come knowing nothing and it is 

the teacher who has the gift of knowledge, which is to be given to the unknowing 

students. The student is seen only as someone who can receive, who can adapt, and who 

can be managed. The teacher is not interested in changing the situation to meet the needs 

of the students, but the goal is to change the student to adapt to his situation.  Palo Freire 

(2004) a noted critical pedagogic philosopher suggests that, minority students, in order to 

achieve academically must be challenged and moved from being passive recipients 

waiting to be filled with knowledge by the teacher, into active participants who are 

empowered and self-transformed. Education should be liberating and supportive of the 

development of critical consciousness, which allows and encourage learners to recognize 

connections between their individual problems, experiences and the social environment 

in which they are entrenched. In many school systems, the banking theory is treated like 

the commandments, which warrants that students learn values and ways of life, which 

incapacitates their critical thinking and cultural indoctrination. They develop as alienated 

and anti-intellectual adults. Freire feels that the minority students eventually blame 

themselves for their failures, which leads to academic failure. 

It is clear that Freire sees traditional education as reducing student’s creative 

energies and empowerment, which does not serve them in the end. He believes that 

creativity is seen as a threat, especially if students are stimulated to question the world, 
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there by creating the possibility for transformation. It is to the oppressor’s advantage to 

keep students uninspired, and from gaining tools that would provide them with skills that 

would allow them to better themselves. This in return would strengthen democracy, and 

if democracy is stronger, it would create a more classless and just society (Trifonas, 

2000). Therefore, the more the oppressor can keep the oppressed content the oppressor is 

safe. Teachers who are teaching from this perspective may not be aware of their effect on 

the academic achievement, or the lack there of, for their minority students. 

Personal Reflection 

I never thought of myself and my family as being oppressed, and I am not sure if 

“oppressed” is how I view my educational existence. I was educated in Los Angeles, 

California. I attended elementary, Jr. High and high school in “South Central” Los 

Angeles, inner city schools. In the late 50’s through the mid 70’s it was called The City 

of Los Angeles, not South Central. My education was segregated; I went to school with 

all African American children. We did not at this time call ourselves African Americans, 

but we were called Negroes. By the time I finished Jr. High school we were called 

“Blacks”. My first year in college the term “African-Americans” was politically correct.   

During this time in my community, there were many verbal wars going on about 

who we were as a people, and what we deserved and wanted to be called. There was also 

a great deal of discussion about the origin of African American people and what our 

people contributed to help build this country into the strong nation it is today. A Critical 

theorist would have said that this was a good thing happening; we were finding voice. It 

did not last long; because the older people in the community insisted that we needed to 

follow, the rules and everything would work out, whatever that meant.  
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One Sunday morning during his sermon, I heard my pastor make the statement, 

“This country would not be what it is today if it had not been for the hard work of our 

people”, I thought that he had lost his mind and God was going to strike him down in the 

pulpit. I had never heard that “Black People” had ever done anything that made a 

difference in how this country became what it is. During the 13 years I spent in 

elementary, Jr. High and High school, I cannot ever recall hearing or being taught in any 

class about the contributions that Black people made to America that made a difference. I 

quite often heard on the radio and saw on the television all of the wrong and bad things 

that blacks did, but never anything worthy.   

  The curriculum that I was taught was very un-inclusive of any other cultures or 

races that were not European. We were introduced to Native Americans in a few chapters 

of United States history; and there were one or two paragraphs about the abolishment of 

slavery but that was it. Slavery was introduced in a positive light. For some reason I was 

very ashamed of this topic and wanted, the lesson to be over as quickly as possible so that 

I could stop feeling embarrassed. 

  It was not until I attended college and had the opportunity to select my own 

course of study and classes that I became aware of the many contributions that were 

made by my people that really greatly contributed to America’s strong backbone. When I 

looked in the UCLA catalog searching for courses and I saw titles such as, African 

American History, History of the Turks, and Urban Women Studies, I was both excited 

and confused at the same time. I could not imagine what would be the content of this 

African American history class. This was a new concept to me, a course that taught about 
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African Americans. What was there to teach? In School grades K-12, there was nothing 

in the curriculum content about African Americans.                    

  If I had received instruction about the phenomenal efforts that my people and 

culture contributed to building this nation, during K-12, I would have had a greater sense 

of self-worth, more self-awareness, and positive self-esteem. The more you are assured of 

your history and the extent of the contributions of your ancestors to the development of 

society, the greater ones commitment to the continuance of the survival of that society. 

For example, in my sophomore year at UCLA I was fascinated to learn that an African 

American man invented and preformed the first heart transplant. At first, I thought that I 

had read it wrong, or could it be a misprint.  Somewhere in the back of my mind I had 

always entertained the thought of becoming a doctor. I never allowed this dream to 

become a goal because it was unheard of in my community, especially not for women. 

My dreams were cut short. If you cannot first entertain it in your dreams, how can you 

put it on your list of goals to achieve in reality? Freire affirms that dreams must be clear 

and consistent.  

  I recall being told growing up by my parents and teachers, “if you study hard you 

can reach the top”, the top, being a good secretary and if you really do well in school 

maybe some day, you could become a nurse or a teacher.  I was determined to reach the 

top. I became a teacher. There is nothing wrong with teaching, and I do consider it a most 

valued profession; but it was presented as if it was the pinnacle of choice that I could 

make. Never did I hear from members in my community that I could do anything that I 

wanted to do if I worked hard enough. If the top bar had been set higher, and with my 

ambitions to reach the top, just think what the potential for my accomplishments may 
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have been. If education were based on a critical theory, I would have been empowered to 

ask questions and research the information that may have catalyzed my path to greater 

successes. 

  I entered UCLA with one focus, becoming a teacher. I finished school in 1975 

and secured my first teaching position teaching elementary school. I had reached the goal 

embedded in me by my parents, teachers and community. By the mid 1970’s, our 

communities had become diverse and the challenge was now how do we create a sense of 

community. Research was showing that in order to create true community, members of 

the community had to be included. The challenge of being inclusive was huge, especially 

with the history being what it was. We were still an African American community 

unclear of our ancestry, and now we are being asked to be inclusive of other ethnicities, 

languages, and cultures. We were ill impaired to handle these issues. This destiny   

required education, collaboration, dialogue and then action. My community has minimal 

experiences in these areas. 
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LITERATURE REVIEW 

REVIEWING THE RESEARCH OF PROMINENT SCHOLARS  

 IN THE STUDY OF SUCCESSFUL MULTICULTURAL EDUCATION, 

 AND QUALITY INSTRUCTION 

Gloria Ladson-Billings (1994) the author of  The Dreamkeepers, Successful 

Teachers of African American Children, in her research, looked at what practices 

teachers who where experiencing success with teaching minority students were using. 

She introduced the terms cultural appropriateness, cultural responsiveness, and cultural 

compatibility, which grew out of the discussion researchers had in trying to describe what 

might be happening in schools where minorities are experiencing success. Billings and 

Banks (2001) both agree that successful teachers look at the possibilities of specific 

cultural strengths that minority students bring into the classroom. They identify, analyze, 

and leverage these strengths effectively to use them to enhance the academic and social 

progress of their students. These two scholars suggests that, African American and other 

minority students bring many unique cultural qualities into the classroom that could be 

called upon to enhance academic progress but are not being utilized by many teachers. 

Billings proposes that teachers coming from backgrounds that are culturally different 

from their students many times do not identify with these qualities and do not view them 

as strengths. For example, looking at what happens between African American students 

and their non-African American teachers: many of these teachers believe that because 

many of the African American students are poor, come from single family homes, don’t 

value education, and speak with a cultural dialect, they are disadvantaged and can’t learn. 

Billings suggest that, “this represents a lack of cultural synchronization and that this lack 
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of cultural synchronization and responsiveness relates to other factors that inhibit African 

American student’s school achievement, including the prescriptive ideologies and 

prescriptive structures that are premised on normative beliefs systems” (Billings, p.17, 

1994).  

It is my opinion that cultural synchronization is just another word for racism. 

Teachers who have a negative attitude about incorporating and embracing idea’s and 

beliefs that are contrary to their own, often times feel that the way they see the world is 

the only way and the right way. It represents racism because they have the power to 

determine and include or exclude what is appropriate classroom behavior and instruction. 

I define racism as prejudice plus power.  This simply means that whenever anyone can 

use power to validate his/her beliefs and feelings in order to negate the feelings and 

beliefs of others, it is an act of racism. In my experiences working with and training 

teachers I was stunned at the prevalence of this attitude. It is difficult for racist people to 

open their minds to diverse ideas, be it religious belief, language, learning styles, etc. 

These teachers remained disconnected with the minority students in their classrooms, 

producing students that were lower academic achievers. 

In U.S. schools today language is one of the biggest road blocks for the academic 

success of many students. The public school in the United States services a large 

population of non-English speakers. Millions of federal and state dollars have been spent 

on helping these students learn to speak English, but at what expense to the student? Most 

of the programs that have been implemented require non-English speakers to give up 

their primary language and adopt English only. When we ask students to give up their 

primary language we are also asking them to give up a big part of “who” they are (their 
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cultural inheritance). It is unfortunate that there has been very little research done that 

provides real data in this area that could guide educational practices in this area. After 

spending twenty-three years in the classroom teaching and training teachers in the inner 

city, I saw this happen yearly. Teachers demanded students to leave their primary 

language, cultural dialects, and beliefs about language on the outside of the classroom; 

the classroom was a place for “academics”.  Also as an African American woman, I have 

experienced being told that the way that I talk, dress, and some of the cultural practices 

that I tend to enjoy, are not standard and acceptable. When I was younger, I tried really 

hard to drop these attributes because I heard my teachers saying that, my dress, speech 

and beliefs were bad. To criticize or to belittle a person’s ethnicity (customs, traditions, 

and way of life) is rejecting who they are.  

Multicultural scholar Sonia Nieto (2000) after conducting several case studies on 

students from different cultural, language, social class, and family backgrounds, her 

results suggest that it is not culturally appropriate nor is it culturally responsive to require 

students to give up their cultural language and practices to assimilate.  She recommends 

that the primary language and dialects that are spoken in the home and community, 

cultural traditions and values should be made an explicit part of the curriculum if we 

want to send the message that we value all people and if we want all students to succeed 

academically. 

Los Angeles Unified School District (LAUSD) is one of the largest school 

districts in the country; it is where I worked for twenty three years. Over 75% of the 

student population that LAUSD service, are Limited English Speakers (LEP), and 

linguistic diversity is viewed by this district as an insufficiency. It is the district’s goal to 
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make sure that all students learn to speak standardized English at any cost. Nieto 

recommends that “we need to see language diversity as an asset on which further learning 

cam be built” (Nieto, p.368, 2000). She found that successful teachers whose students are 

minorities practiced inviting students to share their culture and language in class rather 

than asking them to leave it at the door. To strip students of their culture is to assure their 

academic failure.  

I definitely agree with Nieto, students from diverse cultures do experience cultural 

incompatibilities when attending schools that refuse to incorporate the individuality that 

they bring into the classroom.    Students should not be asked to leave their culture and or 

language outside of the classroom, but as a former teacher in (LAUSD) I must say that I 

found it difficult to find a happy medium, especially for teachers like me who only spoke 

English.  To affirm all of the different languages and cultures in my classes was a 

challenge, but it was a challenge that I had to meet in order for all of my students to feel 

valued, and a part of the classroom, and experience academic success.  

I discovered several practices to be successful. For example: I invited my second 

language learners to first express themselves in their primary language and then translate 

it into English: I encouraged my students to teach their language to me and the other 

students in the class that spoke a different language; I allowed my students to relate what 

we were learning to their personal experiences.  It was my goal to help all of my students 

value who they were. Allowing students to share cultural practices and beliefs in class 

proved to educate, not only the other students in class, but I also became aware of a lot of 

traditions that I could incorporate into my instruction that helped my students to relate to 

the content better. The wall that I continuously ran into was “that this was not enough”. I 
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still had to make sure that all of my students could pass the states test given in English 

which did not consider any other aspects of the process of how learning takes place. I 

truly believe that research done in this area would provide educators with results that 

would help bridge this gap. Nieto concludes that: 

“The students that we service in our schools are becoming more diverse, 

reflecting more racial, cultural, linguistic, and social class differences. But our 

ability to understand these differences and to use them in constructive ways is still 

quite limited. If we believe that all students are capable of brilliance, that they can 

learn at high levels of achievement, and that the cultural and linguistic resources 

they bring to school are worthy of respect, affirmation and solidarity”, then a 

monoculture education approach for schools is no longer tolerable (p.369, 2000). 

Coinciding with Banks and Nieto, I believe that the more students’ experiences at school 

differ from their own personal and cultural experiences the more failure they will 

experience. 

 Allowing minority students to bring their culture into the classroom is only one 

way that the achievement gap between minority and white students can be narrowed. 

Martin Haberman (1999) believes that the achievement gap will be affected if schools 

serving minority children in urban areas would select principals that are of what he calls 

“star” quality. He defines star quality principals as principals who put the best interest of 

the school’s children ahead of the convenience of the adults (teachers, parents, and 

community).  

 According to Haberman, it is time for schools, which service minorities, to 

appoint principals that understand the needs of minority students and urban communities, 
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one who is dedicated to leading the faculty and staff to understand that student’s 

academic achievement is the number one priority of the school. Haberman suggests that 

in order for minority students to attend schools that are designed to meet their academic 

needs there has to be a leader that values diversity. He suggests that you could have a 

mission statement that supports diversity, and many practices and beliefs around 

diversity, but if the leader (the principal) is not leading and supporting the movement, it 

will not produce academic achievement for minority students.  

Star principals who are leaders of their schools become more effective when they 

concentrate less on being the boss and more on creating conditions that allow teachers to 

work under fewer impediments, making it easier to teach creating a school culture where 

everyone is working towards the same goal, “student academic success”. Haberman 

stresses that it is important that the entire culture of urban schools be one that affirms 

learning for all of its students. 

 I believe that a positive learning environment and school atmosphere is essential 

for student success. I support Haberman in suggesting that in order for any program 

supporting diversity that the school selects, the leader must support it 100% in order for it 

to be successful. I have worked at many schools where the leadership did not have a clue 

about diversity and classroom instruction that supports it. In these schools, diversity 

program after program have been implemented but all tended to fall through the cracks 

because the leader did not support them. Principals, for me, set the tone and they have the 

power to implement programs and insist that they be followed. One of my professional 

proverbs is “without a vision and a leader schools will perish, and visionless leaders 

assure failure for teachers and students”. Even though Haberman addresses academic 
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success from a different angle than most multicultural scholars, his goal is academic 

success for minority students. 

 As a result of a school having a leader (principal) that is of “star” quality, is not 

enough; he must hire “star” teachers. Haberman defines star teachers as teachers who 

have the ability to organize, motivate and communicate. They must also believe in 

equality for all students. One of the most important attributes that star teachers possess is 

the belief that all children can achieve academic success in spite of race, ethnicity, social 

class, economic status, gender, and religion. Haberman advises, “Successful teachers 

regard their work as creating the conditions under which children can and will learn” 

(Haberman, p.16, 1999). I support Haberman’s suggestion that star (good) teachers 

creates a classroom atmosphere that allows all students to progress and achieve.       

In clear opposition to Haberman, Robert Marzano (2001) suggests that schools do 

not factor into academic success. Marzano analyzed several successful strategies for 

increasing student’s achievement, with a focus on low-income and disadvantaged 

children and developed several suggestions that supported Billings’ implications. 

Marzano believes that we are at a special point in time because the art of teaching is 

becoming a science, which is a relatively new concept in the field of teaching. Marzano 

studied the effects of instruction on student learning by analyzing the results of different 

types of teaching strategies used. He also studied James Coleman’s (1909) findings. 

James Coleman analyzed data using 600,000 students and 60,000 teachers, and 4,000 

schools, analyzing the effects that these schools had on the academic achievement of their 

minority students.  
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He concluded from his studies that schools really made little difference in the 

academic achievement of students. He found that there was only about a 10% variance in 

student achievement that was directly related to the overall school practices. Coleman as 

well as Marzano believes that it is not the school that you attend that makes a big 

difference, because research says that only 10% of achievement is directly related to what 

type of school you attend. The other 90% has to be influenced by something else.  

The Coleman report attributes the majority of student achievement to factors like, 

natural ability, aptitude, social economic status and home environment; these are all 

things that schools can not change.  This is where Marzano and Coleman part ways. 

Marzano feels that there are some serious flaws in how Coleman interprets his data. 

Marzano suggest that to “illustrate, the findings that schools account for only 10% of the 

difference in student achievement translates into a percentile gain of about 23 points. The 

average student who attends a good school, will have a score that is 23% higher than the 

average student who attends a poor school” (2001 p.2). Marzano believes that this shows 

that schools are a definite factor in student academic achievement. 

 I am in agreement with Marzano’s interpretation of, Coleman’s data, because I 

have worked at schools where the school climate alone affected the academic success or 

failure of the students. It is common sense to assume that schools that are clean, safe, 

organized practices of fair policies for all students, and employ quality teachers with high 

expectation create an environment that is more conducive to learning than one that was 

chaotic, dirty, unsafe, poorly qualified teachers and unfair policies. Chaotic school 

environments breed fearful students and teachers who tend to be less qualified; all of 

which interferes with academic achievement. 
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Marzano goes further and introduces research that suggests that an individual 

teacher can have a positive and powerful effect on his/her students regardless of the 

school. Marzano, like Billings, analyzed what highly effective teacher’s do that 

contributes and makes a difference in student achievement, with a focus on African 

American and low-income students. He established that there are three elements that all 

effective teachers have in common: strong instructional strategies, management 

techniques and inclusive curriculums. He proposed that teachers who are familiar with 

research and practices that have been shown to enhance student achievement, especially 

for minority students, implement a number of best practices. Following is a list of 

practices that you will find them implementing in their classrooms:  

• Identifying similarities and differences 

• Summarizing and note taking 

• Reinforcing effort and providing recognition 

• Homework and practice 

• Nonlinguistic representations 

• Cooperative learning 

• Establishing objectives and providing feedback 

• Generating and testing hypotheses 

• Questions, cue, and advanced organizers 

He advocates that if teachers embrace the instructional techniques that are based on 

research they will experience success. Providing teachers with high-quality professional 

development can help them perfect these practices. It is important that educators have a 

commitment to improving student achievement. Marzano concluded with the idea that 
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each day good teachers provide students with, adequate modeling, practice, and feedback, 

they allow for differences in implementation, and they allow for celebration. 

 Lorraine Monroe (2001) is the founder of the Fredrick Douglass Academy in 

Harlem, New York, a school that services underprivileged K-8 students. Monroe 

endorses the strategies and best practices that Marzano prescribes. She attributes her 

student’s academic success to these practices. The Fredrick Douglass Academy services 

over 150 African American inner city underprivileged children. It is no mystery to 

Monroe as to why these students are experiencing success. The academy in the spring 

1997 presented its first graduating class;  ¾ of the graduating seniors had- prior to 

graduation-received college acceptance letters to some of the most prestigious colleges 

and universities in the country. 

 The Fredrick Douglas Academy is dedicated to educational excellence, and 

Monroe, like Haberman, believes that academic excellence can only be achieved if the 

leadership is dedicated to excellence. They both support the claim that schools are only as 

good as their leadership, and that the first ingredient in academic excellence is having a 

sound plan and a good administrator. 

 Monroe in the early 1900s began to realize that the education of minority 

students, especially African American students, in Harlem was not a priority. The 

confidence of educators, parents and community leaders, in Harlem’s education system 

was fading. Something had to be done to revive education. Monroe believed that the first 

step to building a school system that was innovative and challenging was finding a leader 

who was “fearless and crazy enough to take well calculated risk” (Monroe, 1999). Taking 

risk, she believed, was a gamble, but well worth it. Doing things the same way repeatedly 
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only rendered the same results, which in this case was failing African American students.  

Schools, if they are to be successful, have to be places that are good for students. It has to 

be the prime focus of the entire school community. The principal has to be the one 

leading the entire community in this direction, “children first”.  

Banks, Davidman, and Nieto put emphasis on changing the curriculum so that it is 

culturally inclusive as the most important feature in educating minority students. Monroe 

agrees with these scholars that culturally inclusive curriculum is important, but she insist 

that the most important variable is the leader and his beliefs and abilities to lead and 

support a culturally inclusive curriculum. She feels that the curriculum will only work if 

there is a leader who supports it.  

 After selecting a leader who is fearless and courageous, Monroe feels that the next 

step to ensuring that the school community is committed to student’s academic success is, 

the leader must be surrounded with “insanely dedicated followers”. It is the job of the 

faculty and staff to infect each other with values and new idea. Monroe advises that work 

must be exciting for both the teachers and their students. Teachers need to be empowered 

through staff development that is new and invigorating. She admits that even though a 

faculty and staff’s enthusiasm is necessary, it is not the crucial element in building a great 

school that is good for students’, leadership was still the key to successful schools. 

Monroe believed that a big part of the problem that Harlem schools were facing was the 

lack of leadership, the kind of leadership that would assure that all of its programs, 

curriculum, and practices were all in the best interests of its students.  

"Best interests of students” seems to be a reoccurring theme that appears in all of 

the work of the multicultural scholars. If schools really want to do what is in the best 
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interest of its students there is no better way to know what is best than to rely on research. 

As I previously mentioned, there is little empirical data on what works best in classrooms 

that service minorities. Many of the scholars do not clearly define what “best” is. They 

neglect identifying the characteristic that makes the practice “the best”. 

  Although as a teacher I had little research to guide my instruction, I was able to 

capitalize on practices that I found to produce the best results in helping my students to 

achieve academic success. At the top of my list was the belief in doing ‘what was in the 

best interest of my students. 

 The academy’s mission was to create schools concerned with excellence, quality, 

and equity; one that would train kids to be competitors at the highest level. This could 

only be done if the people in front of every classroom and the person in the principals’ 

chair had high levels of expectations and total belief in the schools vision, which was “all 

students will achieve at high levels”.  With Monroe as leader of the Fredrick Douglas 

Academy, armed with a group of determined enthusiastic teachers, was the beginning of 

the successful journey, which would result in inspired high achieving African American 

students from low socioeconomic back groumds, able to compete with the best.  

  It was her goal to offer her students an academically rigorous college-preparation 

program, one that would leave them prepared to compete beyond what the local ghetto 

high school could do. In order for this to happen, the administration and faculty realized 

that there had to be a balanced but academic rigorous curriculum that was culturally 

inclusive of all cultures, extracurricular clubs, and team activities. The schools 

atmosphere had to be inclusive of high achievement indicators: 

• Teaching and learning were honored and taken seriously 
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• A place of order and predictability  

• A place where kids, especially boys, could learn that it was okay to be smart 

• A place where teachers would have a great deal of autonomy in choosing texts, 

materials, and methodology as long as the methodology worked 

It was her belief that excellence would follow these expectations. Monroe and her faculty 

have been successful educating African American children who can compete with the 

best.  

Best practices for educating minorities, especially African American children in a 

pluralistic society presents many challenges. However, we cannot continue to educate 

these children in the manner in which we are currently doing. Deborah Byrnes and Gary 

Kiger (1996) explains that a single cultural standard of normalcy, that of the dominant 

cultural group is what United States schools prescribe, is not effective in educating all 

students, least effective in educating African American students.  

  Teachers are faced with many challenges such as: respect and honoring all of their 

students, affirming their differences, preparing them to pass exiting exams, and scoring 

acceptable SAT scores for entering college. Byrnes and Kiger suggest that many teacher 

education programs do a good job of equipping new teachers with all of the above skills 

except accommodating children in their classrooms who are culturally and or racially 

different from themselves and each other. They point out that it has been a practice in 

American schools to teach all students the same way using the same curriculum, a 

curriculum which was originally geared towards teaching all children how to assimilate 

into the American way of thinking and operating. Our American curriculum was 

originally designed for white Anglo-Saxons, and Protestants; it is not, and was not 
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designed to be an inclusive diverse curriculum. The mission statement of the American 

educational system was an is based on the idea that, we are a big melting pot, which 

results in everyone thinking, acting and believing the same way.  

  The teacher education program, for which I teach, trains over 1300 teachers a 

year;  it takes 33 units to complete the required course of study and earn a credential  that 

prepares student teachers to teach in schools that service students from kindergarten to 

seniors in high school (grades K-12).  Of these 33 units, only 3 of these units (equal to 

one course) are dedicated to affirming diversity.  The rest of the unit’s instruction centers 

on courses that teach teachers how to teach “all students the same way, from the same 

curriculum; a curriculum which is geared towards helping children to assimilate into the 

American way of thinking and operating, ultimately prepared to pass state standards and 

state tests. 

   It is unfortunate that our teacher preparation programs do not equip teachers to 

enter the classroom with the skill of affirming the ethnicity, race, and culture of all 

students. The American way of thinking and operating leaves no room for personal or 

cultural considerations. In order to change the way teachers operate in the classroom, we 

must change our teacher education programs to be more inclusive of diversity training. If 

teachers are taught the importance and academic benefits of their minority student 

population, instruct a curriculum that affirms who they are, and teachers in turn 

implement this idea into their teaching philosophy, then and only then, will student 

achievement substantially improve  bridging the gap between minority and white 

students.  
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 Bryn’s and Kiger challenge the melting pot theory, suggesting that there is more 

than one way of learning and being. They examined the existing K-12 curriculum and 

suggested ways that teachers could rebuild the curriculum to be inclusive allowing 

students to value their own culture and that of others. The theme in Common Bounds 

emphasizes that diversity is a big part of our classrooms in the U.S. and should be a big 

part of the curriculum. One of the prime recommendations made by Byrnes and Kiger is 

the importance of identifying similarities and differences in students, because it builds a 

set of common norms and values that brings children together rather than separate them. 

It creates a sense of acceptance and belonging. When minority students feel accepted they 

do better academically. It is the job of educators today to identify ways for enabling 

students to discard existing stereotypes and actively question and reject attitudes and 

actions not congruent with a pluralistic society. Differences are important, and must be 

identified; however, not as something negative, but as what makes us who we are. They 

advise that it is importance to teach children to value differences, and to acknowledge 

likenesses. By doing this it helps to create a society that is prejudice and discrimination 

free and school experiences for all children can be successful.  

Deborah Byrnes (1996) in conjunction with Byrnes and Kiger addresses the issue 

of harmony. How do we prepare children to live in harmony in our diverse society? She 

suggest that this is not something that automatically happens. It must be managed at an 

early age. Judgments about race and ethnicity occur early in children, and if left on its 

own without positive guidance can become tainted. Teachers are encouraged to address 

these issues openly and knowledgeably in the classroom, helping children to value and 

tolerate differences. 
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   Byrnes explains that it is through skin color that most of our experiences early on 

in life are shaped. She suggests, prejudice is one issue that we struggle with from 

childhood into adulthood. Addressing this issue early leads to a better understanding and 

valuing of racial differences. Byrnes warns that if we ignore race and the many issues it 

brings with it, we make young children targets to perpetuate discrimination and racism. 

For a society that values equity for all, Byrnes stress that it is imperative that we 

start encouraging and leading children at a very young age to accept differences among 

the various ethnic groups in our school communities. She offers several recommendations 

for how teachers can create a multicultural, anti-biased classroom. First is self-awareness, 

a key issue in creating an anti-biased attitude. Self -examination, examining one’s own 

knowledge, attitudes, behaviors and expectations about others must be conducted. Byers 

suggest that this is a “must do” for all teachers, given that it is only through self-

education and self-monitoring can teachers avoid passing on the Euro-American 

ethnocentrism that is pervasive in our society and education system” (p.13, 1996).  

I determined that modeling the desired behaviors for children helps to create 

environments that will reduce prejudices and enhance self- esteem. Teachers are role 

models and must ensure that they are modeling anti-racist behaviors and behaviors that 

positively affirm diversity. I experienced, as a student in elementary school, teachers who 

made it clear to me that they were racist. At that time I was not aware of the term 

“racism”, and that their behaviors were racist. All I knew was that their behaviors 

towards me made me feel ashamed of my deep dark ebony skin.  

I had a teacher in the first grade that constantly told me not to put my dirty hands 

on her desk, even after I had washed them. One day I got up enough nerve to tell her that 
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my hands were not dirty. Her reply was “They looked dirty and so does your little face”. I 

can remember going home crying and telling my mother that we needed some soap that 

could make my skin lighter so that my teacher would like me, and stop telling me that I 

looked dirty.    

Thinking back over the many teachers that I had in elementary and Jr. High 

school, that looked at the color of my skin and decided that it was a negative, I can now 

frame their behaviors towards me, and the children that looked like me as “racism”. I am 

not sure if my teachers knew how much I took to heart their negative comments about my 

skin color, and how their attitudes towards me, affected my academic progress. Like 

Byers suggested, it is important for teachers to understand how to create a multicultural, 

anti-biased classroom first by being aware of their own biased attitudes. This must be in 

place before the learning environment is safe for minority students. 

Charles Haynes (1964), another author in Common Bounds, suggests that religion 

is another issue that interferers with minorities connecting in school environments, and 

hinders their academic success. Haynes stresses how important it is for teachers to 

explore the religious practices that students bring into the classroom. He views this as an 

important avenue to understanding and dealing with differences. Religion in public 

schools is a subject that has been under the microscope for many years, leaving many 

teachers afraid to include it in their curriculum. For some ethnic groups, Haynes suggests, 

religion frames everything that they do. Religion in most African American families has 

played a big part in family survival.  

For many African Americans and minorities, Haynes explains, religion represents 

hope. Religion is the foundation for their morals and values. Hayes argues that to ignore 
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religion in the classroom closes a  door, that if entered, could connect many minority 

students. He contends that teachers and textbooks have too often neglected religion 

entirely as a topic of study and discussion. He suggests that discussing religion and 

religious differences can be appreciated and approached in the classroom, if democratic 

constitutional principles guide the approach. For some students to ask them to check their 

religion at the door is like asking them to leave their identity, their families and family 

beliefs at home. 

I was born to a family in which religion guided everything that we did. My father 

was an Assistant Pastor of a Pentecostal church, who believed that the Bible was the rode 

map for living a Christian life. Obeying the Bible was the only way to get into heaven. 

The way I dressed (women could not wear pants, or go sleeveless), my moral values 

(drinking alcohol, smoking, and lying were all forbidden), the way I talked (no cursing or 

back bighting),  and the places I could not go (movies, dances, and sports games), were 

all practices based on my family’s religious beliefs. Not being allowed to bring these 

beliefs/practices into the classroom made me feel, many times, out of place, and 

disconnected. Acknowledging and exploring my religious background could have also 

been an avenue that better connected me to the academic content and the classroom 

experience, enhancing my academic success.  

 Another avenue that many schools and teachers use that disconnects minority 

students from experiencing success in school, Mara Shevin (1996) suggests is the 

practice of ability grouping and tracking.  She argues that inclusion rather than exclusion 

practices is a better way for helping children discover commonalities that will help them 

develop acceptance. Addressing ability differences in the classroom by keeping all levels 
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functioning in the same room, no matter what the ability levels are, also helps students to 

develop a since of  belonging. Tracking and labeling students only promotes differences.  

  Shevin conducted a research project that studied ability differences in inclusive 

classroom. Her findings suggested that, the affects of classrooms that were inclusive of 

students from all abilities levels was far more positive than negative. She also suggests 

that we need to rethink our operating definitions of ability and to appreciate the research 

findings on the positive effects of current inclusive classroom environments. Ability 

grouping is not a new practice. For many years teachers have been grouping students 

according to levels of ability. Even though it has been made clear by research  that 

organizing children into high, average and low ability groups actually created differences 

in what children learn, educators still practice ability grouping. Byrnes findings suggest 

that by exposing students to different kinds of materials through heterogeneous grouping, 

children consistently tend to learn more or better. 

So, why do we continue to group children in homogeneous groups? Shevin, 

suggests that we ability group for several different reasons: first, it is the belief of many 

teachers that, students learn better in homogeneous groups because they all function at 

the same level and teachers can spend more time teaching on their level; secondly, many 

teachers feel that it is easier to plan when students  all function at or close to the same 

level; thirdly, many people feel that children are cruel and cannot accept differences; and, 

lastly, many parents’ support homogeneous grouping and tracking because they do not 

want their children to be stigmatized because they function behind other students.  

  Shevin (1994) believes that all of these beliefs can be overcome if we allow 

students of all abilities to work together in cooperative groups. Working together in 
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groups, require students to work together helping each other. When students are allowed 

and encouraged to work together, teachers place emphasis on teaching group members 

appropriate social skills to facilitate smooth interaction and cooperation. She 

recommends that teachers need to inspect every classroom feature; what is being taught, 

how it is being taught, how students are classified and managed; teachers must be 

constantly aware of how they respond to students questions, solve problems and handle 

concerns that children have. This models for them a philosophy of mutual care and 

interpersonal responsibility.  

Shevin also believes that children learn what they experience. If we segregate by 

ability levels, they will learn to discriminate and do the same. Teaching a short one hour 

lesson weekly on affirming differences will not teach students how to be accepting and 

affirming of each other’s differences. Classrooms that are inclusive send the message that 

we are in this together and we are all valued.  

I totally agree with the concept that children learn what they experience. In the 

third grade, I was placed in a group called the Jets. This was the top reading group in my 

classroom. Group, two was the Blue Birds, and group three was called the Brown Bears. 

It was clear to all of the students in the class that the Jets were the smartest group because 

jets were fast and powerful. It was also clear to all that the Brown Bears were the slowest 

group because bears were known for hibernating. I was so proud of being a Jet and I 

made sure that I associated with the children in my group, often times feeling above the 

Blue Birds and Brown Bears. I was following the teachers lead, separating the smart from 

the not so smart. When teachers track and group students it sends a message to the class 
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that there are some who are better than others and they all associate together, and those 

who are not as smart need to be grouped together.  

In looking at best practices for minority students, with a special focus on African 

American students, it is impossible to exclude looking at social economic backgrounds. 

In schools and classrooms, in most of our communities, there are students from different 

social economic backgrounds. Research reviles that class background affects the types of 

experiences students receive in school, and often affect the quality of education that they 

receive. Children from homes of lower economic status are likely to have fewer 

opportunities to develop the skills needed to succeed in schools that relate to middle class 

values only. Parents of these children are less able to give help on homework, provide 

educational material, or afford extracurricular opportunities to which children of more 

privileged class backgrounds are exposed (Byers & Kiger, 1996).  

 Ellen Davidson and Nancy Schniedwind (1996) are two of education’s 

researchers, who conducted a research project on the effects of a student’s socioeconomic 

status on his/her learning experiences at school. Their findings suggest that students are 

affected by social economic class, but not in the way that most people think. Most people 

feel that social economic class has to do with intelligence; the more money that you have, 

the more intelligent you are. Consequently, if this concept were true, then through 

deductive reasoning, one might infer that people who are financially poor are also 

intellectually limited.  

Davidson and Schniedwind findings suggest that poor children are affected 

negatively because of the differential treatment they receive because they are poor. Poor 

children are usually greeted at school with low expectations and they live up to them. 
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They examine classism, and how differential treatment of groups of people, especially in 

schools servicing poor students, shapes practices.  Schools are democratic institutions 

charged with providing all students regardless of race, ethnic background, sex, religion or 

social economic static, with an equal, and quality education. It is their duty to educate all 

students, rich or poor. Students who are taught by teachers who have low expectations 

that are based on inferiority, the results can’t help but to be “inferior. 

Davidson and Schniedwind explore class differences and how they are 

perpetuated and how we can work to transform them. It is important to understand that 

the gap in economics between the rich and the poor is steadily growing. Schools must 

teach the poor how economic inequalities affect them negatively. Davidson and 

Schniedwind advocate educating teachers and students about classism and its action as 

one of the ways that we can change economic inequalities. They also suggest that 

heightening teacher awareness about class and addressing classism in the classroom will 

increase awareness and help students understand and change classism.  It is the teacher’s 

job to examine their own practices, and their schools practices that are class biased, and 

become advocates for changing those practices.  

The work that I have reviewed, of all of the scholars, agrees on this fact; if 

schools and teachers do not change the practices of teaching minority students from a 

biased based perspective, the achievement gap, drop out rate, and the social economic 

gaps between white and minority students will continue to widen, and minority’s will 

always be behind, bringing up the rear. 

 When challenging teachers to explore school and classroom policies that are laced 

in biases, they must also be encouraged to address and explore anti-bias teaching 
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strategies. James Barta (1996) explores classroom activities that embrace antiracism 

teaching across all subject areas. Racist curriculum is one of the most damaging practices 

of our educational systems. Barta, suggest that when teachers are instructed to be 

inclusive of diverse perspectives they tend to feel that there is no time nor room in the 

curriculum to add anything else. Barta views anti-bias teaching “as an inextricable link to 

the presentation of all subject-area material. People saying or doing things differently are 

not the real issue. If group’s variations were viewed merely as different ways that people 

do the same things, then inequity and prejudice would not exist; it is the biased responses 

to variations that pose problems”.  

  I believe that personal opinions about diversity cause confusion, not diversity 

itself. When teachers present material in a manner that presents it as right or wrong 

she/he sets up an environment that is laced with prejudice and biased teaching. I believe 

that a teacher who presents material and allows students to investigate both sides of an 

issue is modeling an anti-biased teaching practice. Anti-biased education should and can 

be a part of the curriculum by integrating it into all academic content areas. Barta 

believes that this adds richness to the content.  

James Bank’s (2000) theories align with Bata’s expectations around establishing a 

curriculum that is multicultural in nature. Curriculum that offers ideas from different 

perspectives, including anti-bias activities, makes education an avenue for understanding 

and affirming diversity. Such a curriculum provides students consistent opportunities to 

experience viewing the world from many perspectives and learn how to over come and 

deal with prejudices and discrimination.  
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The authors from Common Bonds offer a wealth of information about effective 

teaching practices and strategies. If embraced, these teaching practices and strategies will 

enhance classrooms with students from diverse backgrounds and academic success. They 

offer a checklist that is designed to help “teachers and other educators effectively identify 

and respond to diversity in the class room” (Byrnes & Kiger, p.107, 1996). (See appendix 

1). This check list includes many of the best classroom practices for teaching in a diverse 

setting agreed on by the scholars previously reviewed. They recommend that if teachers 

take time and examine their classroom practices, academic curriculum materials, and 

their own personal beliefs about race, culture and ethnicity, schools will be characterized 

as institutions that provide all children with   quality education, regardless of race, 

ethnicity, social economic status, religion, and ability level.  

When looking at ways to teach from a multicultural perspective, Banks, Barta, 

Byrnes, and Kiger all agree on how important it is that teachers first identify 

misconceptions about multiculturalism. They emphasize the need for teachers and 

administrators to have a sophisticated grasp of the concepts, principles, theories, and 

practices in multicultural education. They also emphasized the importance of examining 

and clarifying ones own personal racial and ethnic understanding before working with 

children and their biases and attitudes.  

I believe that multicultural issues are among the top educational concerns today. 

There are many theories and practices that all new and veteran teachers and 

administrators need to understand if we are going to implement school reform that makes 

a difference in our increasing racial, ethnic, and language diverse school communities.  

As immigrants from around the world increase, our communities are becoming more and 
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more diverse. Classroom teachers face a large number of students with diverse, 

backgrounds and ethnicity; linguistic and cultural backgrounds; family structures’ 

socioeconomic status; learning styles’ degree of learning handicaps, and teachers need to 

be prepared to teach and affirm all students.  

 Davidman (2001) in his  book, Teaching with a Multicultural Perspective, 

identifies five areas educator are challenged to address if they are going to be capable of 

meeting the needs of students from diverse backgrounds: 

1. We must stimulate in teachers a more positive attitude toward diversity. 

2. We must motivate teachers to review their beliefs about multiculturalism in 

general and about their own ethno-cultural identity. 

3. We must help teachers identify information and tools that can be used to 

transform the complex elements of diversity into the classroom and community 

database. 

4. We must ignite in teachers a desire to study their students in the students’ full 

cultural context, to see them clearly as individuals whose behavior in school is 

influenced by many factors in different ways. Teachers must develop 

sophisticated perception on individuality and how the family, community, and 

ethno-cultural group influence it. 

5. We as teachers must perceive the clear connections between societal democracy, 

democratic practices in public schools, and the dimensions of multicultural 

education connected to the reform movement of social justice. 

6. In Affirming Diversity, by Sonia Nieto (2000) although she agrees with 

Davidman in that teachers need to teach from a multicultural perspective, she also 

2007 HICE Proceedings 
Page 6188



 41

urges educators to prepare students to function effectively in a multicultural 

global society. She charges educators with the job of teaching students to be able 

to meet the needs of corporate America. Corporate America wants people who 

can work cooperatively across cultural, linguistic, and racial boundaries to solve 

problems. In our educating, we must produce critical and creative thinkers who 

are knowledgeable about, and sensitive to, other cultural perspectives. 

Multicultural education must be viewed as a chance to include the voices of 

previously excluded communities.  

 The term “multicultural education” has been defined in many ways. James Banks 

(2001) in his book, Multicultural Education Issues and Perspectives, defines multicultural 

education as education effectively implemented, and presented as an intervention, which 

prepares individuals and institutions to respond to the human condition with sensitivity 

and understanding. Los Angeles Unified School District defines multicultural education 

as a process to ensure the respect and dignity of each person in society. It fosters an 

environment in which individuals grow and develop multiple systems for perceiving, 

evaluating, believing, and behaving in different cultural settings. It is clear that each 

definition suggests that multicultural education focuses on increasing knowledge and 

understanding of diverse groups, which includes ethnic and racial populations, religious 

and language groups, gender, sexual orientation, disabilities, age groups, and other 

distinctions.  

 In Appreciating Differences, by John Gus (1971) he defines multicultural 

education as an effort to facilitate and enhance global interconnectedness. He believes 

that multicultural education should develop a tolerance for the value of diverse cultural 
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understandings, beliefs, customs, and traditions. Cultural pluralism not separatism; rather 

it includes a sharing and mixing of different cultures that constitute the shared 

mainstream American culture while also supporting cultural groups as they enjoy and 

continue to develop distinctive group cultures. 

  I value and agree with Gus’s definition for multiculturalism and its goal, but I 

vehemently object to the word “tolerance”, I replace tolerance with acceptance and 

appreciation. For me tolerance has a negative tone; I would rather my differences be 

accepted and appreciated rather than just tolerated (put up with). This is why it is so 

important to start teaching children at an early age how to affirm differences. It is much 

easier to trivialize a movement from tolerable to intolerable, than a decline from 

acceptance and appreciation to disapproval and rejection. 

Davidman identifies three major goals of multicultural education that frames his 

definition and purpose of multicultural education: 

1. The empowerment of teachers, students, and parents; 

2. Cultural pluralism (increased tolerance and understanding of individuals who 
manifest different views and lifestyles); 

 
3. And educational equity. 

He suggests that it is imperative that teachers develop these three attitudes and beliefs 

toward multicultural education if minority students are going to feel affirmed and 

connected. Multicultural education must be viewed, as a model of curriculum and 

instruction that addresses the aspirations and learning needs of all students as well as 

parents and teachers. Multicultural education won’t just happen. Educators must make a 

conscious effort to make it happen. Schools, communities, classrooms teachers, and 
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administrators must employ and implement a plan and be 100% dedicated to making it 

happen.  

Several strategies promote multicultural education. Davidman, Banks and Nieto, 

all tend to focus on the classroom levels of multicultural education. Davidman proposes 

six types of multicultural teaching strategies that he refers to as, “The Typology”, which 

many teachers use when attempting to teach from a perspective that promotes 

multiculturalism: 

Type One: Planning and teaching that is directly aimed at educational equity.  

Example: The teacher makes sophisticated use of the elements of instruction (selecting an 

objective at the appropriate level of difficulty, teaching to an objective, monitoring and 

adjusting, using the principles of learning, etc.). 

Type Two: Communication, planning, and teaching that attempts to establish a positive 

and collaborative relationship between the home and school.  

Example: The teacher meets with parents of all students early in the year to learn and 

note significant family concerns, values, educational objectives, changes in the health 

history of the student, and so on. 

Type Three: Teaching that attempts to foster cultural pluralism and systematically 

provides students with in-depth knowledge regarding a wide range of domestic and 

international ethnic groups and cultures.  

Example: The teacher utilizes social studies and other content areas to make the student 

aware of the range of co-cultures and ethnic groups that interact in various ways to create 

the American nation and culture. 
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Type Four: Teaching that attempts to foster intercultural, inter-group, and interethnic 

understanding and camaraderie within the classroom and multicultural appreciation, 

tolerance, and sensitivity in the community and larger culture. 

 Example Multi-perspective teaching of history as well as current events (this represents 

movement away from a Eurocentric and Anglo-centric perspective of American and 

world history). 

Type Five: Teaching that develops in teachers and students the ability and proclivity to 

think, act, learn, and teach with a multicultural perspective.  

Example: The teacher consistently encourages children, when studying current events 

and specific historical periods to wonder how and why members of one culture or co-

cultures may interpret and react to situations differently than members of another. 

Type Six: Teaching that is aimed at freedom and democracy.  

Example: The teacher creates and maintains a democratic decision-making environment 

in the classroom (p.147, 2002). 

Davidman suggests that it is important for teachers to focus on the educational 

aspect of cultural heritage, similarities and differences, with a goal of developing 

acceptance and understanding of one’s own heritage in order to understand and accept the 

heritage of others. He also feels that it is necessary to explore the fact that we can and do 

borrow from many cultures. Our cultural heritage and adaptation do not make us better or 

worse, but are only another expression of the infinite variety of the ways in which human 

beings function. He suggests that the hope for the success of multicultural education is 

that people become educated and adapt to living comfortably in a pluralistic society and 

include the richness of pluralism to enhance their own lives. 
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 A whole body of myths related to identifiable cultural groups has been allowed to 

evolve and flourish throughout the history of the human race. Too often these myths have 

gained strength through so-called ethnic humor, biased literature, the innuendo of rumor, 

inaccurate or incomplete research, avoidance of objective reporting, insensitivity to the 

feelings of others, and failure to employ reasonable intelligence. The result is that people 

indulge in stereotypical thinking and prejudiced behavior to a disturbingly high degree.  

, Davidman argues that, too often, we unthinkingly accept the feelings, attitudes, and 

biases infused by parents, peers, and associates without making a conscious effort to test 

validity and reality. We accept the idea that there are those who live on “the wrong side 

of the tracks” or in “that part of town”. We assume that someone who doesn’t speak our 

language is inferior. We assign people of specific cultures vocational roles of gardener, 

chef, cop, laundry operator, and moneylender. We think we know which culture group is 

most likely to be aggressive, thrifty, quiet, immoral, devious, studious, law-abiding, 

musical, rhythmic, artistic, or awkward. We have learned slang that represents derogatory 

terms for all ethnic groups. Today, children grow up in a world that is complete with 

stereotypes that have been handed down to them and which they will continue to pass on 

unless we consciously explore the myths and clichés of prejudice they so willingly 

embrace. Davidman strongly encourages classroom teachers to address these myths and 

clichés, helping students understand that they are stereotypical and demeaning to the 

targeted groups. 

  Multicultural understanding cannot be mandated; although mandates may help to 

accelerate the process. Davidman clearly states that our best strategy is objective 

presentation of diversity in the classroom. He presents many strategies that will help 
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teachers to lead their students to a better understanding of people who look, believe, solve 

problems, speak, etc, differently than themselves. 

 Davidman proposes seven major strategies that teachers use to help create a 

multicultural curriculum. Teachers create a multicultural classroom when they: 

1. Create more time for instruction by utilizing time-efficient classroom 

management strategies; 

2. Plan and implement successful parent communication and parent education 

strategies; 

3. Develop and participate in class and school wide student recognition programs; 

4. Introduce their students to former students and community role models who have 

successfully entered the world of work after earning a high school diploma and 

above; 

5. Provide ongoing inspirational talks to students about completing junior high 

school, high school, and college;  

6. Utilize instructional strategies such as cooperative learning, which give more 

students the opportunity to achieve cross-gender and cross-ethnic friendships and 

academic success; 

7. Develop and implement strategies that increase the academic confidence and self-

esteem of their students (Davidman, p.164, 2001). 

 In addition, Davidman developed a multicultural lesson evaluative outline that he 

suggests teachers use when planning a multicultural lesson. He explains that there are 

several questions that teachers should asked about their lessons that will ensure that the 

lesson is indeed a multicultural lesson. First, teachers need to be concerned with the 
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lesson content and strategies. The content should promote educational equity and help to 

create an inclusive curriculum. The curriculum used should maximize student’s 

participation in the over-all class curriculum. The strategies used should be collaborative 

and empowering. Teachers should always ask the question, “Does the lesson promote 

cultural pluralism in society or inter-group harmony in the classroom?” Additionally, 

teachers must ensure that lessons help to increase the students’ proclivity to see and think 

with a multicultural perspective.  

  When planning a lesson, one of the goals is to increase the students’ knowledge of 

various cultural and ethnic groups, including their own. Throughout our history, there 

have been so many negative and distorted views about different ethnic groups; therefore, 

it has become necessary that teachers design lessons with content that will help correct 

distortions and racist notions about differences. Multicultural lessons should leave 

students with knowledge and skills that better equip them and leave them more inclined 

to participate in, and help improve, the democratic institutions of society.  

  Lastly, Davidman encourage teachers to ask, “Does the lesson content contribute 

to the students’ willingness to cross ethnic and cultural boundaries to participate in and or 

learn about different cultural and ethnic groups?” Evaluating multicultural lessons will 

help assure that the intended knowledge is gained (p. 166, 2001). 

 Davidman maintains that it is important to challenge teachers to understand the 

importance of teaching from a multicultural perspective. He views this challenge to be at 

least fivefold. He suggests that in a manner that encourages open-minded inquiry, 

teachers must be stimulated to adopt a more positive attitude toward diversity. In 

addition, teachers must be motivated to review their beliefs about multiculturalism, in 
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general, and their own ethno cultural identity in particular. Teachers must identify 

information and tools that can be used to transform the complex elements of diversity 

into an illuminating classroom, and community database. Most important, it must be 

ignited in teachers a desire to study their students and learn about them in the student’s 

cultural context. It is important that teachers get to know who their students are in an 

attempt to affirm who they are; additionally, they must learn what factors influences their 

student’s behavior, and what are the community and ethno-cultural influences that impact 

their lives.  

  Banks (2001) describes four levels of multicultural curriculum, which affirms 

Davidmans suggested multicultural challenges and teaching and planning strategies.  

Teachers who attempt to teach from a multicultural perspective, Banks suggest, often fit 

into one of the following levels. 

Level 1: The Contributions Approach 

 One of the most frequently used approaches is what Banks calls the Contribution 

Approach. Teachers that teach at this level are teaching at the lowest level of 

multiculturalisms. This approach is characterized by the addition of ethnic heroes into the 

curriculum that are selected using criteria similar to those used to select mainstream 

heroes for inclusion into the curriculum. Most important to note, in this phase the 

mainstream curriculum remains unchanged in terms of its basic structure, goals, and 

salient characteristics. In this approach, ethnic content is limited to special days, weeks, 

and months related to cultural diverse events. For example, teachers will teach an activity 

about Martin Luther King on his birthday. When this approach is used, the class studies 
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little or nothing about the ethnic groups before or after the special event or occasion. This 

is the easiest approach for teachers to use to integrate ethnic content into the curriculum.  

 Banks warns that there are several limitations; students do not attain a global view 

of the role of ethnic and cultural groups in U.S. society. Ethnic issues and events are 

presented as an addition, as an appendage to the main story of the development of the 

nation and to the core curriculum. Teaching this way allows teachers to gloss over 

important concepts and issues related to the victimization and oppression of ethnic groups 

and their struggles against racism and for power. Banks says that “The Contributions 

Approach to curriculum integration is a trivialization of ethnic cultures. The emphasis of 

this approach tends to be on success and the validation of the Horatio Alger myth that 

every American who is willing to work hard can go from rags to riches and pull himself 

or herself up by the bootstrap.  

 When a teacher is teaching at the Contributions Approach level, he suggests that 

these elements will be visible in the classroom: 

• Displays, bulletin boards and wall decorations; 

• Learning centers’ 

• Folkloric costumes and dresses of culture; 

• Handouts or projects promoting stereotypical models; 

Level 2: The Ethnic Additive Approach 

 The Ethnic Additive Approach is the second level that you will find many 

teachers. This approach to integration of ethnic content to the curriculum is the 

addition of content, concept, themes, and perspectives to the curriculum without 

changing its basic structure purposes, and characteristics, and characteristics. Often, 
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to accomplish ethnic integration of curriculum, at this level, the teacher may add a 

book, a unit, or a course without substantially changing the curriculum. 

This approach allows the teacher to integrate ethnic content without changing or 

restructuring the substance of the curriculum. Banks suggest that teaching at this level 

requires a lot of time, effort, training, and rethinking of the curriculum and its 

purposes, nature, and objectives. This approach is usually the first step in a more 

thorough curriculum reform effort designed to restructure the local curriculum and to 

incorporate ethnic content, perspectives, and frames of reference. 

 Like the Contributions Approach, Banks suggests that the Additive Approach has 

several disadvantages. The most important disadvantage is that it usually results in 

the viewing of ethnic content from the perspectives of mainstream historians, writers, 

artists, and scientists because it does not involve a restructuring of the curriculum.  At 

this level, teachers are incorporating multicultural topics into the curriculum.  More 

multicultural content is visibly instructed in the classroom: 

• Supplemental multicultural/ethnic curriculum units incorporated into the core 

curriculum; 

• Outside guest speakers representing different ethnic communities; 

• Integrating and sponsoring school wide multicultural/ethnic art contest; 

• Translating core curriculum into languages other than English; 

• Field trips to ethnic communities; 

• Painting multicultural collages/murals; 

Level 3: The Transformation Approach 
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  Teachers, who reach this level of planning and performance, allow and provide 

students with the opportunities to view concepts, issues, themes, and problems from 

several other ethnic perspectives other than their own. This approach differs 

fundamentally from the other two approaches. The Transformation Approach changes 

the assumption of the curriculum. It infuses the various perspectives, frames of 

references, and contents from various groups that extend student’s understandings of 

the nature, development, and complexity of the United States. Banks suggest activities 

that promote this level of awareness are: 

• Dialogue as a tool for discussing content and academic languages; 

• Debates between students on current issues, concerns or news stories; 

• Interviews presenting alternative or seldom heard perspectives; 

• Course objectives and content specific curriculum reflecting social change, social 

action, personal struggles and empowerment; 

• Utilizing foreign newspapers to present alternative perspectives to the mainstream 

curriculum/view; 

• Constructive activities are poetry, literature. And science; 

• Team teaching/ interdisciplinary approaches representing a diversity of opinion, 

views and identity group; 

• Inclusive textbooks written by authors of color in all subject areas;  

• Critical pedagogy or critical research; presenting an alternative outcome or 

answer to complex questions; 

Level 4: The Decision-Making and Social Action Approach 
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 This approach has all of the elements that are found in the Transformation 

Approach and more. This approach requires students not only to make decisions 

about concepts, issues, or problems, but additionally, they are also required to take 

action. Teachers teaching at this level are preparing students to understand cultural 

issues from different perspectives and equipping them to take actions related to the 

concept or issue. Students at this level ask “What actions should we take to reduce 

prejudice and discrimination in this situation”? Students gather pertinent data, analyze 

their values and beliefs, synthesize their knowledge and values and identify courses 

of action. Banks suggests that this is the level at which we would like all teachers to 

function. It is characterized by teachers teaching students thinking and decision –

making skills, empowering them, and helping them to acquire a sense of political 

efficacy. At this level, the following activities are observed in the classroom: 

• Peer involvement: tutoring, anti-gangs, conflict resolution; 

• Law books in the classroom, role playing solutions to problems; 

• Writing letters to elected officials and politicians; 

• Role-playing structured experiences of real life simulations in the classroom.’ 

• Problem posing strategies; 

• Students help determine behavioral consequences for peers; 

• Community service projects; 

The four approaches that Banks presents are often mixed and blended in actual 

teaching situations. One approach, such as the Contributions Approach, can also 

be used as a vehicle to move to other and more intellectually challenging 

approaches, such as the Transformation and Decision-Making and Social Actions 
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Approaches. It is not realistic to expect a teacher to move directly from highly 

Mainstream-centric curriculum to one that focuses on decision-making and social 

action. Banks suggest that the move from the first to the higher levels of ethnic 

content integration into the curriculum is likely to be gradual and cumulative. 

 Davidman and Banks admit that teaching with a multicultural perspective 

is not as easy as it may sound. To become a teacher that teaches from a 

multicultural perspective, it takes an intense level of planning. Teachers must 

first, as several of the scholars have suggested, be very aware of whom he or she 

is; quantity and quality self-examination must take place. In order to build an 

atmosphere conducive to prejudice-elimination and self-growth among educators 

and students, teachers must first examine their own biases and prejudices. Banks 

advises that it is the teacher’s job to prepare students to work in a society that is 

pluralistic. Children in the 21st Century cannot afford to leave the walls of 

education unable to work, think or understand our globalized world. 

Nieto supports many of Banks conclusions about multicultural education 

as a tool for challenging stereotyping. In her book, Affirming Diversity, she also 

spotlights challenging stereotyping. In chapter one, Nieto address why schools are 

failing to educate all students equally with high-quality education. Schools are 

primarily failing to educate many culturally, racially and linguistically diverse and 

poor families because many believe that multicultural education is seen as an 

attack on this countries foundation of western civilization. 
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It is seen as a threat to the integrity of the United States’ interpretation of 

its history. Multicultural education demands that the voices of previously 

excluded communities be included. In short, Nieto states: 

Multicultural education is controversial because it insists that awareness of 

issues of social justice and power relations in our society; past and present 

are crucially relevant to the future of our society and the priorities and 

values of the next generation. It highlights the fact that the language and 

cultures that children bring to school are resources for them as individuals, 

their families, and the entire society. It insists that these resources be 

valued and affirmed in contrast to the experience of previous generations 

whose identities were frequently brutalized in the schools (p.35, 2000). 

 As critical thinkers, students are capable of, and responsible for, creating change 

through action both in their own lives and in the broader society. Schools should provide 

students the opportunities to become critical reflectors and collaborators across cultural 

and linguistic boundaries. Schools should provide guidance that allows students to 

develop respect for their own cultural identity and the identities of others (Nieto, 2000). 

Nieto chooses to utilize case studies to provide information about the importance 

of multicultural education. She uses case studies because they provide useful information 

for understanding classroom dilemmas. In addition, it helps identifies clearly who and 

what is the primary cause for the dilemma. In the case studies, that she presented, the 

observed student’s spoke freely about their feeling about school, teachers, family and 

their own identity.  
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The reason for the case studies was to force educators, students and teachers to question 

and challenge stereotypes and biases. It is important that those working with children 

realize that every day our society is becoming increasingly diverse in its population. 

Nieto suggest that these case studies help us to understand how the experiences and 

thoughts of young people can, in general, influence classroom discourse and strategies as 

well as school policies and practices.  

Analyzing these case studies, Nieto identified four major common issues that emerged 

from each study and several issues that were similar. First, results showed how students 

defined success and achievement. School success, for many of the interviewed minority 

students, meant finishing high school and thinking about college. For many of these 

families they were the first to finish high school so this represented success.  

The second major common emergent issue discovered among the case study 

students was a conflicted pride. Most students felt conflicted between maintaining their 

first language while learning English, and holding on to their cultural values and 

becoming Americanized. Many minority students struggled with living in communities 

that disparaged, rather than admired, their ethnic group. They reported that it was very 

difficult holding onto what is clearly meaningful to them, and embracing that which is 

deemed as success in schools and the wider community. This is clearly a dilemma with 

which many culturally diverse students struggle.  

Interesting, but clear, Nieto reported that most minority students suggested that 

sports activities, outside of academics, are sustaining their enthusiasm and motivation for 

school. Most sports are welcoming to minority students. Viewing sports teams in the 

United States, it is evident that minorities are sufficiently represented on most teams. 
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Being involved in a sport also helps to keeps many minority students focused 

academically on working diligently to earn passing grades in order to meet eligibility to 

participate. From this perspective, playing a sport also improves academic achievement. 

Nieto also suggests that playing sports opens doors for minorities to make new friends 

and feel connected to the school, enhancing school pride.  

 Finally, Nieto declared that the family, community, and the school, played an 

enormous role in providing environments where students could experience academic 

success. She proposed that “Families from culturally dominated and economically poor 

communities are sometimes unable to give their children the tangible help and support 

that dominant and economically secure families are able to provide for their children; 

also, they serve an indispensable role in their children’s school accomplishments” (Nieto, 

2000 p.300). The families of the successful students, who were studied, provided them 

with the following support: 

• Maintaining native language and culture in the home 

• Having high expectations of their children at all times’ 

• Providing loving and supportive home environments 

• Communicating with their children on a consistent basis. 

Nieto contends that it is not only the schools and teachers job to provide students with a 

positive outlook about their identity and success, but the family also serves as an avenue 

for minority students to develop positive self-esteem, anti-basis attitudes, and academic 

success. 
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Appendix 2  

(Questionnaire Final Draft)  

 
Directions: Please read each statement and respond by using the following rating scale. 
Check the one that best represents your attitude or belief about the statement. 

 

Rating Scale Strongly
Agree 

 Agree Disagree Strongly 
Disagree 

1. All students should be treated the 
same. 

    

2. I do not see color, I see people.     
3. There is no harm in racial jokes, 
they are only meant to make you 
laugh. 

    

4. Classroom curriculum is already 
overloaded. There is no room for 
multicultural education in the 
classroom. 

    

5. It is necessary for teachers to be 
aware of the cultural backgrounds of 
all of their students. 

    

6. Altering the learning goals to 
better fit the cultural values of all 
students in the classroom is 
impossible. 

    

7. Culture competence is imperative, 
and should be required of all 
teachers. 

    

8. The classroom is not the place 
where students should be allowed and 
encouraged to talk about race. 

    

9. Teachers should provide classroom 
activities that encourage students to 
explore and express their beliefs 
about race and ethnicity. 

    

10. Understanding your own biases 
and prejudices helped you deal with 
the diversity of the students in your 
classroom. 
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11. Everyone has biases and 
prejudices about people who are 
different from themselves. 
 

    

Rating Scale Strongly
Agree  

 Agree Disagree Strongly 
Disagree 

12. Life goals and aspirations are 
often blocked and made more 
difficult because of the color of one’s 
skin. 

    

13. Racism can be eradicated  
thru goodwill and rationality. 

    

14. Self- awareness about ethnicity 
and race is a crucial component of 
cultural competence. 

    

15. One’s own narrowness of thought 
will limit success in teaching 
culturally different students. 

    

16. Culturally different students are 
highly sensitized to the nuances of 
prejudice, and racism, and can 
identify such attitudes very quickly. 

    

17. When the structure, practices and 
climate of a school limit a teacher’s 
ability to meet the needs of culturally 
different students, it is the 
responsibility of the teacher to initiate 
change in the necessary direction. 

    

18. In order for students who are 
culturally different to succeed in  
American schools they must give up 
their cultural practices and take on 
the ways of majority culture or they 
will remain perpetual outsiders. 

    

19. Teachers must be aware of the 
cultural values that inform their 
teaching and recognize that these 
may be at odds with the cultural 
styles of their students. 

    

20. White students have substantial 
amounts of educational advantages 
over students of color based on the 
fact that their skin is white. 
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Rating Scale Strongly

Agree 
 Agree Disagree Strongly 

Disagree 

21. The ancestry of the United States 
is European and white in identity and 
culture. 

    

22. The role of schools is to change 
the lives of culturally different 
students to assimilate into greater 
society, rather than educate them to 
change the world around them. 

    

23. Individuals are in control of their 
own fate.  

    

24. All students can learn and acquire 
academic knowledge that will allow 
them to be competitive in life. 

    

 
 
25. How many years have you taught?  ________  

For questions 26- 28 circle one. 

26. Your sex:   

(Male)  
(Female) 
 

27. Approximately what percentage of your students during your years of teaching were 
students of color?  

 
(10%- 39%) 
(40%- 69%) 
(70%- above) 
 

28. Approximately what percentage of your students of color each year was academically 
successful on standardized test? 
 
  (10%- 39%) 
  (40%- 69%) 
  (70% - above) 
 
29. What is your ethnicity? ___________________________________________ 
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30. Briefly describe, in the space provided below, your ideas about successful practices 
for helping students of color achieve academic success. 
 
________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________                            

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________________ 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________                            

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________________ 
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Questionnaire Cover Page 

 
 
  I am a professor at Azusa Pacific University. I teach in the Teacher Education 
Department, where we prepare pre-service teachers for grades K-12. Communities, 
schools, and classroom teachers face many challenges today because of demographic 
changes. In this survey I am looking at the attitudes and beliefs of veteran teachers who 
have worked with students from diverse backgrounds about race and ethnicity. Your  
participation in this survey is voluntary and anonymous. Please feel free to only answer 
those questions that you feel comfortable answering. Your experiences working with 
students from diverse backgrounds will aide me in helping pre-service teachers develop 
the skills necessary for their minority students to achieve academic success. If you have 
any questions you may contact me by email at, cveney@apu.edu. Thank you for agreeing 
to take this survey. 
 
Cloetta Veney 
Professor, Teacher Education 
Azusa Pacific University  
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Pre-test Questionnaire Process and Results 
 

 
 

I chose several teachers, who I have worked with for several years in different 

venues, to take my questionnaire and give me feedback on the format, quality of 

questions and to suggest any other aspect of the questionnaire that could be improved. I 

was quite pleased with their comments and suggestions. I received the following 

feedback. 

 

Comments 

• Questions are thought provoking 

• Questionnaire questions forces  you to think about your beliefs about 

teaching students 

• Format is simple and easy to understand and follow 

• Questions are relevant for today’s educators 

• Causes one to be reflective in a non- threatening way 

• Short but meaningful suggestions 

• Copy back to back makes so that there are only two sheets of paper 

Present the questionnaire to teachers and reassure them that they can be honest because 

no one will know who they are. 
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Research Methodology 

Research Questions:   

• Is there a relationship between culture and academic success?  

• Will minority, especially African American children, achieve more in classrooms 

with teachers who are culturally sensitive, and view diversity in a positive way? 

• Does teacher attitude and beliefs about race and ethnicity affect the achievement 

of African American students? 

• What is teaching from a multicultural perspective and does it happens in 

American classrooms today where African American and minority students 

experience academic success?  

• Does a multicultural curriculum enhance academic achievement for African 

American and minority students? 

 

Sampling Population: 

 My research participants were new and veteran teacher who have taught in 

schools that service African American and minority students. I surveyed 70 teachers from 

several different schools in several different areas. I collected 40 surveys from teachers in 

two inner city schools and two non inner city schools. The surveys were passed out in 

grade level and faculty meetings at each of the four schools and collected by the school 

site coordinators.  My survey was five pages including a cover page that introduced what 

I was attempting to do and advised them that the survey was strictly voluntary and their 

answers were anonymous.  The data collected would assist me in helping pre-service 
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teachers develop the skills necessary for their minority students to achieve academic 

success. 

My questionnaire consisted of 30 items. The first 24 items were statements about 

race, ethnicity and how teachers define his/her responsibility to meeting the needs of the 

cultural diversity found in their classrooms. Each question requires the participant to use 

a Likared scale to rate each statement. Using this scale the participants checked the 

statement that represented the degree to which he/she believed in the statement. 

Likard Rating Scale:  

1. Strongly Agree 
2. Agree 
3. Disagree 
4. Strongly Disagree 
 

Questions 1-24 were designed to survey teacher’s beliefs and attitudes about the role of 

culture in the classroom; teacher’s beliefs about their responsibility for understanding the 

diverse cultures in their classrooms; their cultural competency level; awareness of 

personal biases and the roll they play in the student’s academic success. Questions 25-26 

asked participants how many years they have been teaching, and their sex. Question 27-

28 surveyed the approximate percentage of student’s of color taught, and the percentage 

of students of color who experienced academic success on standardized testing. Question   

29 on the survey asked their ethnicity. The last question asked participants to briefly 

describe their ideas about successful practices for helping students of color achieve 

academic success. A cover letter, stating the purpose for the survey was attached. 

Participants were advised that they should only answer those questions that they felt 

comfortable answering, and the survey was voluntary and anonymous.  
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Variables 

 The survey was composed of 30 variables. The variables that I decided to look at 

in this study are: 

1. All students should be treated the same. 

5. Classroom curriculum is already overloaded. There is no room for multicultural  
     education the classroom. 
 
6. Altering the learning goals to better fit the cultural values of al students in the 

classroom is impossible. 
 

1. The classroom is not the place where students should be allowed and encouraged 
to talk about race. 

 
9. Teachers should provide classroom activities that encourage students to explore    
    and explore and express their beliefs about race and ethnicity. 
 
17. When the structure, practices and climate of a school limit a teacher’s ability to   
      meet the needs of culturally different students, it is the responsibility of the   
      teacher to initiate change in the necessary direction. 
 
18. In order for students who are culturally different to succeed on  
      American schools they must give up their cultural practices and take on the ways   
      of majority culture or they will remain perpetual outsiders. 

 

I chose these variables to focus on because they are all related, and reflect what teachers 

believe their job in the classroom is in the area of cultural diversity. Fifty percent of 

beginning teachers teaching in areas where there are high percentages of at-risk minority 

students (Blacks and other minority students) quit in the first 3-5 years of teaching, 

leaving disadvantage students with once again new inexperienced teachers.  A large 

factor to be considered here is the fact that teaching in culturally diverse communities 

require teachers to have certain characteristics and beliefs about culture and diversity in 

order to assure that they will use culturally appropriate practices that will empower all of 

their students to compete in society (Haberman, 1995). What happens in the classroom 
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65.0%
female

35.0%
male

female
male

Your Sex

plays a large part in how students view school. Students who enjoy school tend to achieve 

academically. Teachers who are inclusive of all students seem to have greater success. 

Successful teachers are inclined to remain in the teaching field. The longer a teacher 

teaches and is successful, the better he/she becomes at meeting the needs of all students. 

The variables that choose to look at are connected to classroom practices in the area of 

diversity. I will also look at the following variables cross tabulating them with nine 

variables listed above: 

25. How many years have you taught? 
27. Approximately what percentage of your students during your years of teaching 
were students of color? 
28. Approximately what percentage of your students of color each year was 
academically successful on standardized test? 
29.  What is your ethnicity? 
 

Results 
In the population of teachers that I surveyed 33.0% were male teachers and 65.0% were 

females. (Table 1) 

 Table 1 
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The ethnicity of the teachers surveyed 7.69% were Asian American/Asian, 

28.2% were African American/Black, 30.77% were White/Caucasian, and 33.33% were 

Mexican American/Latino. (Table 2) 

Table 2 

7.69%

33.33%

30.77%

28.21%
Asian
American/Asian

Mexican
American/Latino

White/Caucasian

African
American/Black

What is your
ethnicity?
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Years of teaching, 17.5% of the teachers surveyed have been teaching less than five 

years, 45.0% 6-10 years, 12.5% 11-15 years, and 25.0% 16 years or more. (Table 3) 

Table 3 

25.0%

12.5%

45.0%

17.5% 16-up years
11-15 years
6-10 years
0-5 years

How many years
have you taught?

 

 

I tabulated the results of the approximate percentage of students of color each 

year that were academically successful on standardized tests by teacher ethnicity. Out of 

the 10 African American/Black teachers surveyed, 3 teachers reported that 30% of their 

students experienced 10%-39% success on standardized tests, 5 teachers reported that 

26.3% of their students experienced 40%-69%, and 2 teachers reported that 33.3% of 

their students scored 70% and above on standardized test. There were 12 

White/Caucasian teachers surveyed, 3 teachers reported that 30% of their students 

experienced 10%-39% success on standardized tests, 7 teachers reported that 36.8% of 

their students experienced 40%-69%, and 2 teachers reported that 33.3% of their students 

scored 70% and above on standardized test.  There were also 12 Mexican 
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American/Latino teachers surveyed, 4 teachers reported that 40% of there students 

experienced 10%-39% success on standardized tests, 7 teachers reported that 36.8% of 

their students experienced 40%-69%, and 1 teachers reported that 16.7% of their students 

scored 70% and above on standardized test. (Table 4) 

Table 4 

Asian
American/Asian

Mexican
American/Latino

White/CaucasianAfrican
American/Black

What is your ethnicity?

7

6

5

4

3

2

1

0

Co
un

t 70%-above
40%-69%
10%-39%

Approximately what
percentage of your

students of color each
year were academically

successful on
standardized tests?

Bar Chart

  

 

“All students should be treated the same”. I cross-tabulated this variable with 

teacher ethnicity, 8 out of 10 African American/Black teachers strongly agreed/agreed 

with this statement, the other 3 disagreed/strongly disagreed with this statement. Nine out 

of 12 White/Caucasian teacher’s agreed/ strongly agreed with the statement and the other 

3 strongly disagreed.  My Asian population was limited in that only three teachers 

surveyed were Asian, and opted not to answer all questions. I will not include these 

results in this study. I hope to increase the Asian’s surveyed in my next study. After 

looking at the responses to this question I realized that this question could be interpreted 
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in a couple different ways. It was clear that some teachers felt like treating all students 

the same represented treating all of their students fairly; the other group interpreted it to 

mean that “a one size fits all approach” should be implemented in classroom instruction.. 

My intent for asking this question was to determine if teachers believed that you could 

teach all students the same thing the same way.  If I include this question on another 

survey I would clarify the intended meaning. The literature research reviewed in this 

study suggested that it is not a positive practice to treat all students the same. Culture 

generates unique experiences. Lundrum-Brown believes that there are dimensions of 

culture. One of the major dimensions that Lundrum-Brown introduces is Epistemology, 

the preferred ways of gaining knowledge and learning about the world. Teachers who do 

not understand this concept would believe that “all students should be treated and taught 

the same” (Brown & Brown, 1995). (Table 5) 

 

Table 5 

What is your ethnicity? * All students should be treated the same. Crosstabulation

Count

5 3 2 1 11
5 4 2 1 12
8 2 0 3 13
2 0 0 1 3

20 9 4 6 39

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Strongly
Disagree

All students should be treated the same.

Total

 
 
 
 

 “Classroom curriculum is already overloaded. There is no room for 

multicultural education in the classroom.” Nine African American/Black teachers 

disagreed/strongly disagreed with this statement and 2 agreed. Nine White/Caucasian 
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teachers also disagreed/strongly disagreed, 2 agreed, and 1 had no opinion. All 13 

Mexican American/Latino teachers disagreed/strongly disagreed with this statement. All 

three Asian teachers disagreed/strongly disagreed with this statement. It was a bit 

surprising to see that the majority of the teachers surveyed feel that in their daily 

curriculum there is room for more. 

 If I include this statement again on another survey I would reword it to include the 

understanding that multicultural education is imperative in the curriculum. (Table 6) 

Table 6 

What is your ethnicity? * Classroom curriculum is already overloaded. There is no room for multicultural
education in the classroom. Crosstabulation

Count

1 1 6 3 11
0 2 5 4 11
0 0 7 6 13
0 0 1 2 3
1 3 19 15 38

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Strongly
Disagree

Classroom curriculum is already overloaded.
There is no room for multicultural education in the

classroom.

Total

 

 

 “Altering the learning goals to better fit the cultural values of all students in 

the class room is impossible.”  Out of the 40 teachers surveyed, 38 teachers responded 

to this statement. 34 out of the 38 disagreed/strongly disagreed and there were only 4 

teachers who agreed/strongly agreed that altering the learning goals to better fit the 

cultural values of all students in the classroom is impossible. Teachers, who understand 

the need for meeting the cultural values of all students in the classroom and its 

relationship to learning, understand that we live in an increasingly ethnically, racially and 

culturally diverse society and if we are to be able to live harmoniously and equitably we 
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have to ensure that all are included. “Multicultural and anti-bias education must be 

integrated into all areas of the school curriculum”, if culturally diverse students are to 

experience academic success (Byrnes, 1996). (Table 7) 

 

Table 7 

What is your ethnicity? * Altering the learning goals to better fit the cultural values of all students in the
classroom is impossible. Crosstabulation

Count

0 2 3 5 10
0 0 8 3 11
2 2 4 5 13
0 0 1 2 3
2 4 16 15 37

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Strongly
Disagree

Altering the learning goals to better fit the cultural
values of all students in the classroom is

impossible.

Total

 
 
 
 
 “The classroom is not the place where students should be allowed and 

encouraged to talk about race”. All but one of the 11 African American/black teachers 

disagreed with this statement, 11 out of the 12 White/Caucasian teachers disagreed with 

this statement, 11 of the 13 Mexican American/ Latino teachers also disagreed, with 2 

agreeing with the statement, and 3 Asian teachers who all disagreed with the idea that the 

classroom is not the place where race should be discussed. It is clear that 90% of the 

teachers surveyed feel that the classroom is a place where the discussion of race should 

be encouraged and take place. Research agrees, the classroom is one of the places where 

discussions about race and ethnicity should take place. If we ignored the topic of race 

students may grow up thinking that race and ethnicity makes no difference. Deborah 

Byrnes in, Common Bounds suggest that, “Children start developing attitudes about race 

2007 HICE Proceedings 
Page 6222



 75

and ethnicity at a very young age, as early as 3 or 4; skin color is the characteristic that 

can shape a child’s experience  more than any other, with the possible exception of 

gender; prejudice based on race and ethnicity remains a major social problem; avoiding 

discussions about race and ethnicity makes children easy targets of stereotypes to which 

they are exposed almost from birth; and children must learn to understand and accept 

differences among various racial and ethnic groups and to actively fight against instances 

of racial and ethnic prejudice if we are to create a society based on equality for all” 

(Byrnes, p.11, 1995). (Table 8)   

 
Table 8 

What is your ethnicity? * The classroom is not the place where students should be allowed
and encouraged to talk about race. Crosstabulation

Count

1 7 3 11
1 7 4 12
2 5 6 13
0 2 1 3
4 21 14 39

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Agree Disagree
Strongly
Disagree

The classroom is not the place
where students should be allowed
and encouraged to talk about race.

Total

 
 
 
  

“Teachers should provide classroom activities that encourage students to explore 

and express their beliefs about race and ethnicity”. All 9 African American/Black 

teachers that responded to this statement all agreed, 11 of the 12 White/Caucasian 

teachers agreed and 1 teacher disagreed. All of the Mexican American/Latino and Asian 

American/Asian teachers agreed that it is the responsibility of the teacher to provide 

activities and encourage students to explore and express their thoughts and beliefs about 
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race and ethnicity. After looking at this statement and the last statements, they are closely 

related. Teachers, who believe that it is their job to provide classroom activities that are 

culturally relative, also must agree with the statement “The classroom is a place where 

students should be allowed and encouraged to talk about race”.  It may not have been 

necessary to include both.  The majority of the teachers in this study agree that it is the 

job of the teacher to carefully select materials that will ignite, organize, inform and 

transform discussions about race and ethnicity. In the literature review it was clear that 

respect for racial and ethnic differences can be gained through incidental moments of 

teaching and art activities, but it is through a more conscious intentional plan (curriculum 

reform) where diversity is affirmed. (Table 9) 

Table 9 
 
 

What is your ethnicity? * Teachers should provide classroom activities that encourage
students to explore and express their beliefs about race and ethnicity. Crosstabulation

Count

2 7 0 9
5 6 1 12
8 5 0 13
1 2 0 3

16 20 1 37

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Teachers should provide classroom
activities that encourage students to

explore and express their beliefs
about race and ethnicity.

Total

 
 
 

 “When the structure, practices and climate of a school limit a teacher’s 

ability to meet the needs of culturally different students, it is the responsibility of the 

teacher to initiate change in the necessary direction”. Out of the 37 teachers (all races) 
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that responded, 33 agreed/strongly agreed that teachers are responsible for being a change 

agent in schools where diversity is not honored. There were only 4 teachers out of the 37 

who felt that it is not the duty of the teacher to initiate a climate change in schools that 

are structurally against affirming cultural differences. Haberman, in Star Teachers 

suggest that it is the job of the leader to lead the school in the direction that it is to go. 

What do you do if the leader (principal) does not see the importance of affirming 

diversity? I agree with the teacher’s in this study, it is the responsibility of the classroom 

teacher to be a change agent in any matter that effects the academic achievement of their 

students. (Table 10) 

 
Table 10 
 

s your ethnicity? * When the structure, practices and climate of a school limit a teacher's ab
he needs of culturally different students, it is the responsibility of the teacher to initiate cha

the necessary directions. Crosstabulation

Count

2 6 1 1 10
3 8 1 0 12
5 8 0 0 13
0 1 0 1 2

10 23 2 2 37

African American/Black
White/Caucasian
Mexican American/Latin
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Strongly
Disagree

When the structure, practices and climate of a
hool limit a teacher's ability to meet the needs o
ulturally different students, it is the responsibility
f the teacher to initiate change in the necessary

directions.

Total

 
  

  

“In order for students who are culturally different to succeed in American schools, they 

must give up their cultural practices and take on the ways of majority culture, or they 

will remain perpetual outsiders”. If I could reword this statement to make it somewhat 
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clearer, I would make sure that the respondents understood that this statement was asking for a 

personal belief. This may be the harsh reality of some schools, but does it have to be this way? 

This is really what the statement is suggesting. The African American teachers, 2 agreed, 7 

disagreed and 2 strongly disagreed with the statement. All 12 of the White/Caucasian teachers 

disagreed/strongly disagreed with the statement. Eleven of the 12 Mexican American/Latino 

teachers disagreed/strongly disagreed, while only 1 teacher agreed. Students bring who they 

are to school with them-- language, likes, dislikes, social economic status, single parent family, 

foster children, religion, food and the list goes on. To ask students to give up who they are, 

forcing them to adopt the main cultures practices, beliefs, and ways, in order to succeed in life, 

is what we are doing if we do not teach from a multicultural perspective. (Table 11)   

 

Table 11 

What is your ethnicity? * In order for students who are culturally different to succeed in American
chools, they must give up their cultural practices and take on the ways of majority culture, or they wi

remain perpetual outsiders. Crosstabulation

Count

0 2 7 2 11
0 0 9 3 12
0 1 5 6 12
1 1 1 0 3
1 4 22 11 38

African American/Black
White/Caucasian
Mexican American/Latino
Asian American/Asian

What is your
ethnicity?

Total

Strongly
Agree Agree Disagree

Strongly
Disagree

In order for students who are culturally different to
succeed in American schools, they must give up
their cultural practices and take on the ways of
majority culture, or they will remain perpetual

outsiders.

Total
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Conclusion  

 There is a great deal of cross-cultural misunderstanding in classrooms today. 

Many times these misunderstandings interrupt the academic and social progress of the 

students in the classroom. Many teachers are not aware of the interference of their own 

beliefs and assumptions in how they teach. M. Finder, the author of, Looking at Lives 

Through Ethnography: Educational Leaderships, states, “As an Anglo teacher I struggle 

to quiet voices from my own farm family, echoing as always from some unstated 

standard…. How can we untangle our own deeply entrenched assumptions?”  Research 

suggest that it is most important, if students of color are to experience academic success 

and reach their fullest potential, that educators must have basic knowledge about the 

cultural backgrounds of the students that they teach. They must be culturally competent. 

Diller & Moule the authors of Cultural Competence Primer for Educators, define cultural 

competence as “the ability to teach students who come from cultures other than your 

own. It entails developing certain personal and interpersonal awareness and sensitivities, 

learning specific bodies of cultural knowledge, ad mastering a set of skills that, taken 

together, underlie effective cross-cultural teaching (Diller & Moule, p.2, 2005).” They 

also suggest that many teachers discriminate unknowingly against culturally different 

students neglecting to teach them in ways that connects them to who they are. When 

students feel disconnected they feel uncomfortable or unwelcome. With the demographic 

changes that have taken place in American schools, in order to reach minority students, 

especially African American students, teachers must become sensitized to the complex 

issues involved in cross-cultural education. If all students are to become prepared to 

compete and achieve their fullest potential we must began exploring the relationship 
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between teacher attitudes and beliefs about race and ethnicity on the academic 

achievement and success of his/her minority students.  As I stated earlier, there is little 

research on the relationship to the achievement or lack of minority (African American) 

students to teacher attitude and beliefs about ethnicity and race. Changing the fate of 

minority students in the United States is going to require changing the way instruction is 

delivered. There needs to be intentional research done in this area.  

 My attempt to look at teacher’s attitudes and beliefs about race and ethnicity, and 

its relationship to African American student’s academic achievement resulted in limited 

conclusions. The data collected was limited. I did not have a fair representative of 

teachers from different ethnicities and cultural backgrounds. In an attempt to come to 

more conclusive results, I plan to gather at least a couple hundred more responses from a 

more diverse population of teachers.  

As I stated earlier in this research document, “ In 1935, W. E. B. Du Boise questioned 

public schools suggesting that African Americans were not receiving an adequate 

education, and unfortunately today in 2005, this is still the case. Research studies 

conducted on tests scores for the past century report that African American children in 

the United States school systems K-12, score in the lowest percentile of all students in all 

academic subject areas.”  As I continue to ponder the research that clearly indicates 

substandard education for students of color, I develop new questions: Why after so many 

years of research, discussions, wars and riots, laws, is this still such a dilemma?  Does 

mainstream society support and understand the futuristic impact of multicultural 

education or the lack thereof? How long does it take and if not now when? At this point 

in my research I am reminded of a quote from John F. Kennedy, the  President of the 
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United States. He said: “Some men see things as they are and say why? I dream things 

that never were and ask why not? 
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Abstract: 
 
Entrepreneurship has become the hope for future growth for many rural communities for 
several compelling reasons.  Communities that look within for economic development are 
in greater control of their own destinies.  Youth entrepreneurs should find encouragement 
to return to their home towns to build and develop businesses.  As a result, there is a 
thrust to introduce youth to concepts of entrepreneurship at earlier ages. 
 
A focus group composed of many stakeholders interested in education, economic 
development and entrepreneurship convinced the curriculum developers that a 
comprehensive experiential entrepreneurship curriculum should be targeted to youth of 
middle school age.  The focus group also insisted that for the curriculum to be successful, 
the youth need to be involved in the community, and likewise the community needs to be 
involved in the entrepreneurial development of the youth. 
 
The resulting new curriculum is a multi-faceted collaboration between several 
institutions:  Nebraska State 4-H; University of Nebraska—Lincoln Department of 
Textiles, Clothing & Design; University of Nebraska Rural Initiative; Nebraska 
Department of Education; and Home Town Competitiveness (HTC) partners - Nebraska 
Center for Rural Affairs; Nebraska Community Foundation; Center for Rural 
Entrepreneurship; and the Heartland Center for Leadership.  Outgoing U.S. 
Congressman, Tom Osborne, has gifted his entrepreneur archives to Nebraska 4-H in 
support of this curriculum.  Writers were recruited from a pool of teachers across the state 
focused on entrepreneurship. 
 
This workshop, which is designed for anyone working with middle and high school 
youth, will highlight the background behind the curriculum development, the process 
used by the collaborating writers, and finally will discuss the initial successes of the 
curriculum which will have been through stage one piloting by the time of the 
conference.  Curriculum components include an activities manual, leaders’ guide, 
community guide (future publication), an interactive CD-Rom, and a web site.  Because 
the curriculum is aligned to national entrepreneur school standards, potential audiences, 
in addition to traditional 4-H audiences, include:  middle and high school classrooms; 
school clubs and youth organizations; after school programs; home schools and adults 
who wish to learn about entrepreneurship, especially community leaders. 
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ABSTRACT 
 

Leader Preferences for Level of Complexity in Workplace Artwork,  

Transformational Leadership, and Non-Leader Perceptions of  

Leadership Perceived Through Complexity Levels in Art 

 
The decoration of workspaces serves the purpose of providing personalization and 

stimuli to the occupant and to others.  The display of art provides stimulation, a means of 
communication, and can elicit emotion.   

As leader workspaces are experienced by others, perceptions of leadership may 
form through impressions related to the low or high level of complexity found in the 
artworks displayed.  Leaders perceive themselves from a personal perspective while 
others use varied means to generate personal perceptions of the individual.  Positive 
leadership perceptions enhanced through artwork can help build strength in working 
relationships.   

Transformational leadership integrates teamwork and encourages members to 
embrace the opportunity to envision the greater good of the organization and to become 
leaders themselves.  Art may elicit emotional reactions to include perceptions of 
transformational leadership.   

A sample of 40 leaders in corporate and academic settings rated their leadership 
style via Avolio and Bass’s (2004) Multifactor Leadership Questionnaire.  They 
subsequently viewed eight twentieth century artwork image pairs where one image was 
of low complexity and the other, high complexity.  The preferred image within each pair 
was selected based on willingness to display the image within the private workspace.  A 
sample of 29 non-leaders within the same settings viewed the identical image pairs 
combined with five transformational leadership statements from the MLQ and selected 
the image which was felt to be most supportive of the statements for each of the pairs. 

Correlation coefficient was applied to determine relationships between leader 
complexity preferences and transformational leadership as well as non-leader perceptions 
of complexity levels in art felt to be supportive of transformational leadership.  Leader 
preferences and non-leader perceptions were compared using mean scores based on 
frequency of choice for high complexity.  Group differences between gender, 
organization type, and prior experience with and exposure to art were compared for the 
leader and non-leader samples. 

Leader preferences did not achieve statistical significance but revealed a slight 
trend toward high complexity.  Non-leaders similarly perceived high complexity images 
as supportive of transformational leadership. The results warrant due consideration for 
the display of high complexity artwork in workspaces which may enhance holistic 
impressions of transformational leadership. 
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                 Charles R. Waggoner, Ph.D. 
                  Eastern New Mexico University 
                  charles.waggoner@enmu.edu 
 
 
      LEARNING ABOUT THE SCHOOL BUDGET:  A CONSTRUCTIVIST MODEL          
 
   Upon his arrival to campus, the new dean of our college met individually with each 
professor.  Prior to the meeting we were informed that he expected us to discuss with him 
our philosophy of learning, be it Constructivism or Instructivism.  All professors in the 
department were to inform him where we stood on a scale of one to ten, with ten being 
that we followed an exclusively Constructivist Model and one being that our pedagogy 
was entirely Instructivist.  Certainly, the individual instructor was free to roam anywhere 
on the imposed continuum between the two apogees.  Most of the instructors in the 
college scurried to scrutinize their teaching methodology prior to the conversation with 
the new dean. 
     All of my classes are principal preparation for practicing teachers that have aspirations 
of obtaining their administrator licensure or achieving a master’s degree in education 
administration. 
     A few years ago when considering how best to organize the conditions for student  
learning about building a school budget so as to maximize the engagement of prospective 
principals, one thought leaped to my mind:  focus the learning on the real-life experiences 
of practicing school principals.  The principal must be able to allocate available dollars to 
find the best solution possible for the education of the students in his charge.   
     Brooks (1993) defined Constructivism succinctly:  “meaning is not given to us in our 
encounters, but it is given by us, constructed by us, each in our own way, according to 
how our understanding is currently organized.” 
     A Constructivist vision statement was developed by Stein et al., (1994):  
“Constructivism leads to new beliefs about excellence in teaching and learning and 
about the roles of both teachers and students in the process.  In constructivist classrooms, 
students are active rather than passive; teachers are facilitators of learning rather than 
transmitters of knowledge. 
     Constructivism implies that teachers embrace a holistic view of instruction, apart from 
the lecture methodology of direct instructivism.  The school budget model that I have 
developed to train aspiring principals embraces the frameworks of simulation, strategy 
and role-playing, case studies, learning by design, and group, cooperative, and 
collaborative learning.  Students must assimilate the new experience of building a school 
budget into an already existing framework of what they understand about how school 
buildings are organized for the education of children and how revenue and expenditure 
dollars are coded through the district accounting manual. 
     When students encounter the prospect of designing a school budget they have to 
reconcile the assignment with their previous ideas and experiences of the budgeting 
process.  It is my experience that students in a principal preparatory class for school 
finance have only a minimal understanding of how district revenue and expenditure 
accounts are set up and how the budgeting process is completed. 
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     The first portion of the semester is dedicated to understanding the coding of revenue 
and expenditure accounts in various school districts.  Fortunately, each school district 
within a given state uses the same state accounting manual for school districts, which is 
based on the generally accepted accounting principles required by the Government 
Accounting Standards Board.  Understanding the coding system for a particular state 
gives the student insight into how neighboring states track revenue and expenditures.   
     The school budgeting model that I have constructed is flexible enough, depending on 
the size of the class and the needs of the students, to allow two or three students to 
collaborate as principal in a particular building in the district, or allow an individual 
student to work on the project alone as “the principal” of a building. 
     My school finance class serves students in New Mexico and Texas.  While the school 
budget building process is fundamentally the same, the coding system and accounting 
manual are totally different in both states.  It is very easy to group the students according 
to the state they reside in so that they are able to gain more experience and practice in 
using their state financial coding manual. 
     The budget building project is a rather sophisticated activity that helps the students 
reach the objective of internalizing financial aspects of the school, from the development 
of a mission statement to the allocation of dollars.  The student plays an active role in 
assimilating knowledge onto his/her existing framework. 
      
     This is the setup that is presented to the students:  You are a newly hired principal at 
one of the schools in the Cooley School District located in Cooley, Ohio. 
     The state legislature has just passed a bill that establishes a “School Improvement 
Fund” for schools in the state.  The money is guaranteed for three years only and the 
legislature expects to see demonstrated improvement after the three years in test scores. 
     The legislature has made no commitment to a fourth year of funding; in fact, Governor 
Taft has flatly said “This is it.” 
     This is the attempt by the legislature of Ohio to put more dollars into the schools. 
     The money is formula driven and will be distributed by school building, not district, 
based on building demographics.  The legislature of Ohio was very specific in wanting 
this “windfall” money to be site-based driven. 
     Unfortunately, for school districts throughout Ohio, the governor did not sign the 
legislation until June 27 and the dollars will be allocated for the first year on September 
1.  This does not give the principal much time to determine how to best utilize the money, 
which must be spent (not just allocated) in the fiscal year for which the money is 
provided.  
     All of the severe and profound special education students are transported to another 
school district and are not impacted by the new monies, as far as the building principal is 
concerned. 
     The past performance of students at Cooley places students as meeting standards in 
social studies, but falling below state and national standards in mathematics and English. 
     All three of the previous principals in the district were managers at best and there has 
not been a serious attempt to improve much of anything.  The district has gone through 4 
superintendents in the past 7 years so needless to say, continuity has been lacking.  The 
“ex-principals” have been left on their own.  None of the ex-principals or superintendents 
had apparently ever heard the terms “site-based” or “collaborative management.” 
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     There is a new superintendent in Cooley, currently in her fifth month on the job. She 
fired all of the principals and has hired four new ones to be change agents.  All of the new 
principals will be beginning their first year in the principalship and come from Eastern 
New Mexico University, thought to be a “hotbed” of newly trained administrators.  The 
word has spread to Ohio.   
     The new money was an unexpected bonus for everyone, and although it comes late, no 
district is going to turn it down.   
 
     
     The following data applies specifically to each of the three buildings in the district: 
 
K-5 Jefferson Elementary – 874 total students, which include: 151 students in 
kindergarten; 171 students in 1st grade; 122 students in 2nd grade; 177 students in 3rd 
grade; and 113 students in grade 4; 5th grade has 140 students. 
     Seventy-three percent of the students qualify for free/reduced lunch. 
     Fifty-four students at Jefferson are in self-contained special education classes, which 
include: 18 kindergarten students, 5 first graders, 5 second graders, 7 third graders, 11 
fourth graders, and the rest in 5th grade.  All students at Jefferson have art two days per 
week for 20 minutes with a special art teacher.  Because there is no gym at Jefferson, 
physical education classes are held outside when weather permits and in the students’ 
classroom when the weather does not permit.  In actuality, because there is no special 
physical education instructor, when the weather is inclement physical education typically 
does not occur in many classrooms.   
     Sixteen percent of the remaining students have Title 1 services. 
     Student demographics indicate 41% white; 17 % Black; and 42% Hispanic. 
     Jefferson was constructed in 1953 and is not air-conditioned except for the principal’s 
office and the counselor’s office.  The counselor serves one-half time at Jefferson.  (The 
thinking by the superintendent three-times removed was that counselors are needed in 
elementary schools more than junior highs or high schools.  At one time the district had 
five guidance counselors, but budget cuts eliminated 4 ½ of them 2 years ago.  The 
current counselor is K-12 certified, however.) 
     There is no early childhood program at Jefferson, although a concerned citizen’s 
group has lobbied for one for the past two years. 
      An energy audit of the entire district was conducted 3 years ago.  There was no extra 
money in the budget so a building bond referendum was attempted.  It failed 60% to 
40%. 
     The audit indicated that Jefferson should have new energy efficient lighting 
($400,000); a new energy efficient boiler ($185,000); a central cooling system attached to 
the boiler ($232,000); and the flat roof should be replaced with a new shingled pitched 
roof to prevent further leaking and water damage ($1,374,000). 
     Periodically, the roof will leak in various places.  Custodians patch it when this 
happens.  Many of the tiles in the classrooms (there are dropped ceilings) are stained.  
Last year, a group of concerned parents went to the board complaining that their children 
were becoming sick because of the ‘mold’ growing on the ceiling and walls as a result of 
the moisture created by the periodic roof problems.  The board tabled the concern, 
pending further study. 
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     The enrollment capacity at Jefferson is 880. 
 
 
Washington School – grades 6, 7, & 8 – 295 total students, which include: 81 sixth 
graders, 115 seventh graders, and 99 students in grade 8. 
     Seventy-five percent of the students qualify for free/reduced lunch. 
     Eleven students at Washington are in self-contained special education classrooms.  
Four in 6th grade, four in 7th grade, and three in grade 8. 
     Thirty-nine percent of the remaining students have Title 1 services. 
     Student demographics indicate 51% white and 5% Black, 44% Hispanic.   
     Art is not offered; however, former principals have requested it. 
     Physical education is offered every day for 50 minutes.  The Washington gym was 
constructed in 2001 and is recognized as one of the finest facilities in the state.  The gym 
has 4 locker rooms, 2 for males and 2 for females.  Regional and sectional tournaments 
are held there every year.  The total cost of the gym was $1,850,000 paid for by a bond 
referendum.  The seating capacity of the gym is 2,400.  Most community events are held 
in the Washington gym including high school prom, baccalaureate, and graduation. 
     Washington has a traditional 8-period day.  Regular classes are tracked into A/B/high 
C students and into low C / D/F/ students.  There is often controversy among staff and 
parents as to which students are high or low C.  Typically, just ‘C’ students are tracked as 
high C, until they prove otherwise.     
     The energy audit indicated no deficiencies of a major nature and the minor ones that 
were identified were corrected by in-house custodial staff at minimal expense. 
     Washington is a three-story brick structure that served as the district high school until 
1967 when the new high school was constructed.  Currently, there is a four year tuck-
pointing plan in place, whereby one side (of the 4-sided building) is being newly tuck-
pointed each summer.  Each side will cost $40,000.  The first portion of the building will 
be completed by September 1.   
     There is no elevator available in Washington for disabled students.  This was the 
subject of a law suit filed against the district in 1995.  The issue was resolved when 
accommodations were made on the first floor for the three years that this student was at 
Washington.  Accommodations involved moving different grade levels to the first floor 
each year.   
     When students are temporarily disabled (broken leg, etc.) they are often home 
schooled for the duration or carried up the steps by staff. 
     Three current 5th grade students are wheelchair bound.  The staff has been through 
this switching of floors routine before and is NOT looking forward to it happening again. 
     The cost of an elevator is $450,000.  It is believed that a wheelchair lift connected to 
the existing stairwell would cost $285,000.   
     Enrollment capacity at Washington is 650. 
     Beginning band is offered at grade 6 and continues throughout the curriculum. 
 
 
Bush Campus – Grades 9 -12 – 300 total students, which includes 80 freshmen, 73 
sophomores, 66 juniors and 81 seniors. 
     22% of the students have signed up for free/reduced lunch. 
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     There are no self-contained special education classrooms at Bush. 
     Unlike Washington, all students are mainstreamed.  
     Seventy-five percent of the students have Title 1 services for English and/or math. 
     Student demographics indicate 66% white; 3% Black; and 31% Hispanic. 
     Freshmen and sophomore students at Bush are on a Block-4 schedule, with classes on 
alternating days.  (For example, Algebra I occurs on Monday & Wednesday and every 
other Friday.  Biology occurs on Tuesday & Thursday and every other Friday – both 
Algebra I and Biology are first period of Block One.) 
     The plan is to place junior and senior students on Block 4 next year (2006-07). 
 
     This is the current Block-4 schedule for freshmen.  Underlined classes are required.  
(Remember: Wednesday, Thursday & alternate Fridays repeat) 
 
Monday – 1         Tuesday -1 
Algebra I           Biology 
 
Monday – 2         Tuesday -2 
U.S. History        English 
 
Monday -3           Tuesday -3 
U.S. Literature    Physical Ed 
                            Band – T/TH/F *  
   *students in band are excused from PE T/TH alternating F 
 
Monday -4           Tuesday -4 
 Electives:            Electives: 
  Home Ec               Driver Ed / Health (age must qualify for driver ed) ** 
  Ag                        French I 
  Study Hall*          Study Hall* 
  Civics                    Chorus 
       * Only one Study Hall is permitted per student per semester. 
       ** One semester each. 
       There are two concurrent sections of PE. 
       There are three sections of the other required classes. 
 
 
 
     This is the current Block-4 schedule for sophomores.  Underlined classes are required 
 
Monday -1                 Tuesday -1 
Electives:                  Electives: 
  Study Hall*               Study Hall* 
  Swine production      Driver Ed / Health  (typically 100% of sophomores  
  French II                  Chorus                                     qualify – if not or they                    
   Home Ec II                                         have taken it as freshmen – then SH) 
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Monday -2                   Tuesday -2 
   Geometry       Speech / Consumer Ed / Oklahoma History / Intro to Life** 
 
 
Monday -3                   Tuesday -3 
   English                        Physical Education 
                                     Band T/TH  
      *Students in band are excused from PE on T/TH/ alternative F   
 
Monday -4                    Tuesday -4    
    Biology II                   Geometry 
 
      * Only one Study Hall is permitted per student per semester.                                            
       ** Each class meets for one-quarter. 
      There are two concurrent sections of PE. 
       There are three sections of the other required classes. 
 
     The Block-4 schedule for freshmen and sophomores has been in place for two years.  
The teachers enjoy the 100-minute planning period each day.  
 
     Bush was first constructed in 1970.  There is room at Bush for potentially 725 
students. Two superintendents ago the thinking was to split the high schools into 2 
buildings, North and South, with North housing the 9th and 10th grades and a NEW 
HIGH SCHOOL (South) housing grades 11 and 12.  The board gave the matter serious 
thought and rejected the idea by a vote of 4-3. 
     Bush has no major construction issues.  The energy audit revealed that more efficient 
lighting is needed at a cost of $281,000, which includes dropping the ceilings in all 
classrooms.  The entire campus is centrally air-conditioned.   
     Attendance at Bush is 94.5%. 
     The gym at Bush is used exclusively as a physical education and practice facility 
because all of fold-up bleacher seating was removed due to safety concerns five years 
ago.  It is impossible to have “basketball games” at the facility.       
     Bush is the only building in the Cooley District that is fully Internet connected.  There 
is a computer lab of 25 stations. 
     Parents came to the board last March asking that a work study program be 
implemented in the district for seniors.  The board is reviewing the concern. 
     It has become apparent that there is a significant attrition problem of students once 
they enter high school. 
 
     Typically, 35% of the senior class goes on to some form of higher learning.  There are 
no advanced placement classes, although the local junior college has proposed 
‘something’ in the form of cooperative programming. 
 
     The Athletic Booster Club has five issues with the board of education:  (1) The 
boosters would like an all-weather track around the football field ($150,000) at Bush. (2)  
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The varsity football program is 2-26 over the past three years.  The Boosters want the 
football coach fired.  Mr. Raymond is a veteran of thirty-six years in the district and 
could retire if he only would.  He indicates that if the board will give him $40,000 (in 
what he calls ‘get lost’ money) he will retire.  Mr. Raymond also teaches English and is 
highly regarded as a teacher.  (3) The gym facilities at the high school are inadequate.  
There are no shower facilities ($40,000). 
(4) The booster club would like to begin a soccer program beginning with the 5th grade.  
The cost would include uniforms / supplies / and one coach ($6,000).  Fathers have 
volunteered to coach and help coach at all levels, except for the head coach.   (5) There 
are 4 sports for boys and only 3 sports for girls grades 6-12. 
 
     OTHER DISTRICT ISSUES 
     There is a disconnect between the curriculums at Jefferson and Washington.  Reading 
books, workbooks, and additional materials for reading (including tests) were purchased 
last year at Jefferson ($245,000) for K-5.  The emphasis is on whole language. The 
reading series at Washington is 8 years old and emphasizes phonics exclusively.   
     Thanks to the last principal at Jefferson there are math manipulatives for each 
classroom and the math curriculum emphasizes ‘hands-on’ learning and the use of 
calculators.  The math program at Washington places no emphasis on ‘hands-on’ learning 
and teachers there believe that the use of a calculator by students is detrimental to their 
true understanding of math. 
        
 
     The district teaching staff is advanced in terms of experience.  There are 11 teachers 
(including Mr. Raymond) that are either eligible to retire at full-benefits or will be within 
two years.  All of these staff members are making in excess of $60,000 per the contract.  
A beginning teacher with a BA will make $30,600 per the current salary schedule. 
     The breakdown of the building location of this retirement eligible group is:  4 at 
Jefferson; 3 at Washington; and 4 at Bush. (These teachers are found at Years 22 – MA + 
45 on the salary schedule.) 
     Ten of the teachers in this group are considered to be obstinate and very resistant to 
change.  “They” have seen it all before.  Too many principals and too many 
superintendents.  “Just leave me alone and let me teach.” 
      
     The Third Reauthorized United Evangelical (TRUE) Church of Cooley has strongly 
hinted (in fact ground has been broken) for a “Christian School,” which would in its 
inception be only for grades PreK-4.  The plan is to expand it one or two grade levels per 
year as enrollment increases and/or demand dictates. 
     Unfortunately, it is supposed that most of the students enrolling at TRUE will be the 
more affluent students. 
     It is projected that the TRUE School might take away as many as 190 students from 
the district in the first year.  If this happens, the state of Ohio will adjust the funding for 
the second year of the ‘windfall’ money accordingly.  (The school will not open until 
September 2007.) 
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     The copy machines (one in the office and one in the teacher work room) at Bush have 
not operated since April.  They need to be replaced if copies are to be made on site.  The 
cost of two new machines (rented under contract for four years) is $7,000 per machine 
per year.  This will ensure 900,000 copies each.  Copies made over 900,000 per machine 
will be billed at 15.5 cents for copy.   Last year Bush ran 2,620,000 copies in the 
workroom and 890,000 copies in the office. 
 
     Drug use and gang problems are a concern at both Washington and Bush.  The lunch 
period at Washington is not closed.  The lunch period at Bush is open campus for juniors 
and seniors only.   
 
     Corporal punishment is allowed throughout the Cooley School District.  Three 
students were expelled last year for gang activity at the high school. 
 
     A drug testing policy for student athletes and club participants has not been 
implemented because of the cost.  There are 195 total students participating in 
interscholastic activities at Bush and 310 at Washington.  The cost of one urine drop is 
$15.00. 
     The Ministerial group of Cooley is rabid that a drug testing policy be developed.  Five 
district students were expelled last year for drug use.  
      
FINANCIAL INFORMATION AND OTHER USEFULL STUFF 
 
     Student Enrollment History:   
FY06 = 1469                                                                                                                          
FY05 = 1489                 
FY04 = 1511 
FY03 = 1696 
            FY95 the district had a total enrollment of 1017.   
     Nine years ago Miller’s Cave School District consolidated with Cooley.  No students 
are housed in Miller’s Cave.  The K-12 building was destroyed by fire in 1998.    
     The school board at Harper Valley has indicated a willingness to consolidate with 
Cooley.  When this occurs, Cooley would grow by 80 students, K-5; 72 students, 6-8; and 
71 students in the high school.  This consolidation will happen in FY 08. 
             
 
 
District Property Value = $195,000,000 
  EAV/EPV in Ohio based on 33 1/3% of property value. 
      Current School District tax rate is $1.89.  Projections are that because of difficulties 
in the manufacturing industry, the EAV will drop 10% in FY07 and another 10% in 
FY08. 
 
     The three year windfall dollars will be allocated to districts based on FY06 building 
census data, and attendance updated each June 1. 
     Use current data to figure FY07 windfall revenues.   
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     PK students (if the program would exist would generate $1000 per student: – and an 
extra 20% per each child on free/reduced lunch and/or participating in Title I.)  Due to 
the fact that Cooley has no PK program these dollars can not be utilized. 
     Grades 1 – 4:  $500 per student - 20% extra per each child on free/reduced lunch 
(and/or) participating in Title I. 
     Grades 5 – 8:  $400 per student – 10% extra per each child on free/reduced lunch 
(and/or) participating in Title I.  
     Grades 9 – 11:  $350 per student. 
     Grade 12 - $250 per student. 
 
     Part of the new legislation contains a portion commonly known as ‘the minority 
allocation act.’  Each minority student in a particular building will generate an additional 
$1000 in grant revenue. 
 
Number of certified personnel:  
 Jefferson 42 regular teachers; 4 special education teachers; ½ time counselor. 
     Washington: 31 regular teachers; 2 special education teachers; ½ time counselor. 
     Bush: 48 regular teachers; and 1 special education teacher. 
      
 
     There are 121 1/2 fulltime certified teaching staff at Cooley. 
          This was the administrative configuration at Cooley in FY06. 
     Jefferson has a principal and a vice principal.  
     Washington has a principal and a dean of students. 
     Bush has a principal, a vice principal, and a dean of students / athletic director. 
       The Superintendent’s office consists of the superintendent, assistant superintendent 
for finance; and assistant superintendent for curriculum & transportation.  The central 
office is housed downtown away from all of the schools. 
 
     I attach a salary schedule to the project.  For the purpose of coding the salary 
schedule, Jefferson is A; Washington is B; Bush is C.  Therefore the number of teachers 
at Years 6, BA+00 at Jefferson is A-4.  On the same step at Washington is B-3, etc.  All 
of your certified staff is listed.  You add the salaries to find out what the total salary of 
your building is for FY06.   
     Health insurance costs for the district are capped at $3,000 per year per certified staff, 
which covers 95% of the health premiums.  The insurance benefits are not reflected in the 
salary schedule.  The benefits are in addition to the salary. 
 
     SPECIFICATIONS OF THE “WINDFALL DOLLARS” 
     The students are told how the state legislature (in this example, Ohio) has directed the 
schools in their allocations of the windfall dollars.  An instructor may ‘tinker’ with the 
mandate of the legislature in anyway that they see fit. 

1. No more than forty percent of the individual building’s windfall dollars may be 
utilized for new construction or renovation in any given FY. 

2. At least twenty percent of the individual building’s windfall dollars in any given 
FY must be utilized for staff development and training. 
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3. Up to two percent of the windfall dollars in any given FY may be used for 
administration of the grant. 

4. Up to twenty percent of the windfall dollars in any given FY may be used for the 
creation of new positions. 

5. At least fifty percent of the windfall dollars in each FY must be used for classroom 
co-curricular materials.  Ten percent of this amount may be utilized for individual 
equipment valued at more than $500.         

     For the purpose of the activity, the students are asked to use the state revenue code to 
allocate the funds into various accounts.  I provide the revenue codes.  The students also 
must properly execute the expenditure coding to the proper funds, functions, or objects, 
whatever the state of residence of the student calls for.  All revenue and expenditures 
coding must be explained and justified for the current FY and the following two FYs.    
 
 
     WHAT IS ASKED OF THE STUDENTS? 
     In my class I stress that the budget decisions need to be school site-based.  This 
project lends itself well to that philosophical perspective.  Each student is asked to outline 
the times and date of their site-based meetings that were called to discuss the “windfall 
dollars.”  The students are to given fictional names, yet real attributes to those selected 
for the meetings.  For example, if a teacher is included in the meeting, the person might 
be given the fictional name of Mrs. Redenbacher, but her position as third grade teacher 
is the key component.  The students are asked to given a fictional date and time of the 
meeting(s) and an accounting of how the committee was selected.   
     The students, through the site-based council, are to formulate a mission statement for 
the building, three goals for the building and two objectives for each goal, in regards to 
the spending of the money. 
     The students are asked to describe the current state of their particular building and 
address the issues that face their building (and the district) in the coming three years.  
Among the questions that the students must answer are: 

1. How much additional revenue will your building receive in this FY, and the 
following two fiscal years?  Show and explain all calculations. 

2. How much additional revenue will the district receive in this FY, and the 
following two fiscal years.  Show and explain all calculations. 

3. How much money in local property tax can the Coley School District expect to 
collect this FY? 

4. What is the Equalized Assessed Valuation (EAV) or the Equalized Property Value 
(EPV) per student in the school district? 

5. What will the total payroll be for the Cooley District this FY? 
6. What is the average class size in your building? 
7. What personnel changes are you recommending in the following two-years (if 

any)? 
 

     The assignment for the aspiring principals is to take the totality of the information 
concerning the school district, their assigned building, and the windfall dollars and 
present the proposed school budget to the superintendent and board of education at a 
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preliminary budget hearing.  The report encompasses both an oral presentation and a 
written documentation of presentation for “public” consumption.   
     Yager (1991) suggested that in a constructivist classroom there should be a student 
produced product that reviews and critiques solutions which have been elicited, discussed 
and accepted by others.  
     I believe that my school budget project can be tapered in any fashion that the teacher 
wishes, both in addition to, and subtracted from, to make the learning experience 
applicable to any constructivist school finance class. 
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The PlayWrite program. :  Empowering Marginalized Youth with Tools for Creative 
Expression 

 
 Every child needs his or her voice heard. This is true for all children, and it is 

particularly true for those young people in our classrooms who live at the margins of 

society. Youth affected by abuse, poverty, homelessness, mental illness, drug and alcohol 

addictions, teen pregnancies, gangs, and/or social ostracism are burdened with potentially 

grim futures.  

 Investigation of The PlayWrite program provided an opportunity to examine with 

quantitative and qualitative data the collective and individual outcomes of students 

working one-on-one with committed, trained, adults who were “guided by an unshakable 

commitment to helping human beings reach the full measure of their humanity, and a 

willingness to reach toward a future fit for all—a place of peace and justice” (Ayers, 

2004, p. 5). The heart of the work was a playwriting workshop that used a variety of 

sensory, movement, imagining, and writing exercises to create deeply validating plays 

written entirely in the youths’ words.  

 Utilizing a wide-ranging body of research, PlayWrite. created a specific 

curriculum addressing literary and social skills development. The program assists youth 

living on the margins of society in constructing a more coherent narrative of past 

experiences, facilitating the summarization, storage, and integration of beliefs, emotions, 

and experiences. This ultimately helped the youth cope with their past life events 

(Cameron & Nicholls, 1998; Pennebaker & Seagal, 1999). Research by Lepore (1997) 

suggested that the expression of “one’s stressor-related thoughts and feelings promotes 

emotional adaptation to stressors by blunting the emotional impact of intrusive thoughts 

[and that] expression enables people to experience intrusive thoughts with less residual 

2007 HICE Proceedings 
Page 6245



HI International Conference 3

distress” (p. 1034). Bloom (1999) explained that “traumatic events can fragment mental 

functioning so that people have difficulty processing, organizing, and integrating 

traumatic memories because the memory may lack a verbal component” (p. 312). She 

maintained that this finding has gained “some support by neuroimaging studies that 

demonstrate a decrease in activation of the brain’s speech centers when a traumatic 

memory is evoked with a simultaneous increased activation of visual and other sensory 

centers” (p. 312).  

 In the PlayWrite residencies in the three schools in this study, students met with 

trained writing coaches drawn from the Portland, Oregon theatre community. The 

coaches and students worked together one-on-one using a variety of sensory, movement, 

imagining, and writing exercises. Through these exercises the students learned the tools 

for creating a play and how to put those tools to use. At the end of the workshop, 

professional actors performed each of the plays before a live audience, thus ultimately 

providing a collaborative event involving the author, actors, and audience.  

 A mixed-method research design was employed to investigate the effects of 

implementing a 2 1/2-hour-per-day, two-week PlayWrite Program in three diverse 

alternative education learning environments with distinct population characteristics. A 

minimum of two ratings were solicited for each of the 27 participants with a 95% return 

rate. The 5% nonresponse rate was due to mobility and absentee factors of this student 

population, making impossible the rating of those students’ behaviors.  

 The first school site was WS. The WS residential treatment center served women 

ranging in age from 11 to 19 years old. Most teens were placed by either the Oregon 

Department of Human Services or the Oregon Youth Authority; though occasionally 
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there was a teen placed under a voluntary commitment agreement. A majority of the 

adolescents had a prior history of being physically and/or emotionally abused, and some 

had encountered difficulties with the legal system. There was a high incidence at the 

school of women identified with a social and/or emotional disturbance, and it was 

common for students to have an Individualized Education Plan (IEP), with the chief 

disability of Emotional Disturbance. Although the students were adolescents, many of 

them were developmentally delayed and often functioned at a younger age level.    

 The second school site was PN. For 25 years, PN served students who had to go 

to work. The students elect how fast they will move toward high school completion by 

earning a diploma or G.E.D. Each student in the night school was expected to work, 

volunteer in the community, or handle parenting duties at least 16 hours each week, in 

addition to the 14 weekly hours of evening class. 

 The final school site was MS, which has both a middle school and high school. 

The PlayWrite residency was conducted at the high school level. The mission of MS was 

to provide an educational opportunity for at risk kids who have not progressed well in 

traditional academic settings. The Center used a multidisciplinary approach, with small 

classes, mixed age groups and individualized staff relationships with students. Clear 

guidelines were set for students, families were encouraged to be involved, and the center 

advocated for community support in response to the needs of the students.  

 The researchers collected observational and interview data during the workshops 

as well as data from oral debriefings with the coaches and the Director of PlayWrite at 

the end of each day’s workshop. Additionally, teachers and therapists of the three 

educational environments completed a 20-item rating scale after each PlayWrite 
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residency, submitting their responses online through Survey Monkey. The response 

categories were, “Worse,” “No Change,” “Noticeable Improvement,” “Dramatic 

Improvement,” and “Other.” Each probe provided an opportunity for narrative comments. 

The survey was designed to determine whether there were residual effects from student 

involvement in the PlayWrite program in terms of students’ classroom performance and 

social skills. Chi- Square analyses (p = .05) were conducted on both aggregated and 

disaggregated data by program to determine if there were statistically significant 

differences in questionnaire responses.  

 Data analyses indicated there was a statistically significant (p < .05) “Noticeable 

Improvement” in participants’ behaviors in 14 of 20 survey items. Specifically, 

participants in the three instructional programs demonstrated “Noticeable Improvement” 

in the following areas: 

1. Participation in Class  
2. Willingness to ask and receive help 
3. Willingness to tackle new assignments 
4. Ability to express ideas clearly 
5. Enthusiasm for new projects 
6. Appreciating the artistic creativity of others 
7. Use of creative outlets for expressing feelings 
8. Ability to describe his/her own internal environment 
9. Collaboration with peers in cooperative creative efforts 
10. Willingness to rework and refine a creative piece (story, drawing, etc.) 
11. Persisting in creative work even if it is challenging 
12. Confidence in presenting his or her work to an audience 
13. Willingness to engage in conversation with an adult 
14. How the student sees her or his own future 

 
 Areas where the participants demonstrated no statistically significant change (p > 

.05) were: 

1. Academic performance 
2. Participation in “give and take” problem solving with others 
3. Thoroughness in completing projects 
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4. Physical bearing; the “attitude” of body language 
5. Grace in “winning” or “losing” 
6. Ability to create and maintain healthy relationships 

 Statistical analyses of data by educational program revealed seven areas in which 

the students in the programs differed in item response ratings from program to program. 

Specifically: 

1. In “Use of creative outlets for expressing feelings,” 71% of the students in the WS 

program were rated as showing either “Noticeable Improvement” (57%) or 

“Dramatic Improvement” (14%).  

2. In “Ability to describe his/her own internal environment,” 64% of students in MS 

showed “Noticeable Improvement.”  

3. In “Persisting in creative work, even if it is challenging,” 57% of WS students and 

91% of MS students were rated as showing “Noticeable Improvement.” 

4. In “Confidence in presenting his or her work to an audience,” 68% of WS 

students showed “Noticeable Improvement” (54%) or Dramatic Improvement 

(14%), and 64% of MS students demonstrated “Noticeable Improvement” in this 

area. 

5. In “Willingness to engage in conversation with adult,” 61% of PN showed 

noticeable improvement, and all MS students showed either “Noticeable 

Improvement” (73%) or “Dramatic Improvement” (27%). 

6. In “Ability to create and maintain healthy relationships” 64% of MS students 

demonstrated “Noticeable Improvement.”  

7. In “How the student sees her or his own future,” all MS students showed 

Noticeable Improvement, while fewer than half of the students in WS (43%) and 

PN (44%) showed “Noticeable Improvement.” 
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 In reviewing the ages and characteristics of the participants in each of the three 

schools involved in this investigation, it was encouraging to note students demonstrated 

improvement in 14 of the 20 areas rated after a two-week intensive playwriting 

workshop. The data were consistent with research on project-based learning activities 

which have been found to increase chances for at-risk students to be successful in class, 

while also providing skills needed for problem solving and critical thinking (Glasgow & 

Hicks, 2003). The PlayWrite Program encompassed the six characteristics of the most 

beneficial project-based learning activities (Duttweiler, 1992; Means, 1994), which are to 

provide youth with “opportunities to explore domains of interest; active interactive, and 

attractive instruction; project orientation; collaboration with peers; opportunities to act as 

learner as well as designer; and opportunities to practice and develop fluency for advance 

skills” (Glasgow & Hicks, 2003, p. 113). The area which showed the greatest percentage 

of students (74%) making “No Change” in their behaviors was “Ability to create and 

maintain healthy relationships.” Given that 49% of the total study population were court-

mandated to live in a residential treatment center, 32% of the students were completing 

their education in a night school for a variety of academic and social reasons, and 19% of 

the students attended what was described as a “non-traditional learning environment,” it 

is possible that one, two-week playwriting workshop was not sufficient to effect change 

in this area.  

 Qualitative data, which included member checks, indicated students and their 

teachers in the PlayWrite Program experienced a transformative process when they saw 

and felt another’s point of view. “The ability to appreciate different perspectives is an 
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important aspect of both cognitive and social functioning; it is one of Piaget’s indicators 

of higher stages of cognitive development as well as a goal of socially responsible 

education” (Darling-Hammond in Darling-Hammond, French, Garcia-Lopez, 2002, p. 

204). Seeing the faces of the students when they took a bow after their plays had been 

performed by professional actors in front of an audience was a moving experience which 

provoked tears from some audience members who knew portions of students’ personal 

histories. Frequently, the students wrote a play incorporating painful incidents from their 

lives which were portrayed through the voice of nonhuman characters. 

 The PlayWrite Program engendered compassion and understanding while 

improving students’ skills in writing, speaking, and listening. Data indicated youth 

improved their language and communication skills, worked more effectively both 

individually and collaboratively, and developed greater initiative as outcomes of their 

playwriting experience and the culminating performance of their plays by the 

professional actors. Data collected from assessments, observations, interviews, and 

performance analyses provided insights into the effect on students’ learning in the 

cognitive and affective domains. “Examining which students participated and who 

learned what is as important to these reflections as examining what was taught and what 

was learned by the class as a whole” (Darling-Hammond, French, Garcia-Lopez, 2002, p. 

6). Faculty and therapists reported they were able to utilize the rating scale in this 

program in conjunction with other programmatic data to identify and build upon students’ 

strengths.   

 This investigation contributed to the overall understanding of how playwriting 

curriculum can be used to put a human face and a student’s personal words to literacy 
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exercises, while helping build educators’ capacity to teach every child effectively for 

social justice. “In light of the ever-present state standards, teachers wonder how they can 

incorporate such a student-centered, creative activity” (Tama & McClain, 1999) as 

playwriting. This investigation suggested one answer to that question. Although there 

were limitations in sample size and population characteristics, the data were sufficiently 

encouraging to seek replication of the playwriting workshop with additional and varied 

participants and educational sites, which would improve the ability to generalize results 

to a larger population.  
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Abstract 
 

 This mixed-method research design investigated the lived experience of 
an L2 teacher of English Language Learners (ELL) and of her students who met 
the federal guidelines to be classified migrant ELL students. The study was 
conducted in the naturalistic environments of the students’ classroom and play 
yard while they attended a district-sponsored summer session for migrant 
students. The researchers analyzed and synthesized data from field notes that 
recorded observational and interview data of the teacher and students and of 
casual talks with the students. Data from formal interviews with the teacher were 
electronically recorded. Artifacts of the teacher and students were examined as 
well as data on academic, behavioral, and social skills. Data indicate there was 
statistically significant improvement (p < .05) in all targeted skills of these 
students from the beginning of the summer session to its conclusion, thus 
exceeding the goal of maintenance of academic skills. Additionally, students 
demonstrated emerging acquisition of first grade behavioral and social skills. Ms. 
W.’s reflections provided an insider’s view of a typical class and a child’s 
behaviors in that class. Triangulation of the various data sources revealed Ms. 
W.’s endeavors to teach the whole child by infusing behavioral and 
social/emotional skills instruction with academic instruction each day of class. 
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Teach Me Today, Ms. W., Because I May Be Gone Tomorrow 
 

Introduction 

English Language Learners (ELL) encounter a myriad of new experiences 

and challenges in their classrooms. This is especially true for kindergarten 

children of migrant families who come to the U.S. from different countries and are 

assigned to the same classroom. These children need to learn a new language 

as well as the social, behavioral, and academic skills needed to be successful in 

a public school first grade classroom. As a group, these children come from 

families of very low incomes, large family size, less educated parents, minority 

ethnic status, and health risks commonly associated with migrancy. “Almost all 

identified features of ‘at risk’ status inherently characterize their biophysical, 

social, economic, and educational profiles” (Platt, Cranston-Gingras, & Scott, 

1991, p. 41). Mobility is definitional to migrancy, leading to disruptions in 

continuity of the students’ instruction (U.S. Department of Education, 2000). 

The Study Context 

This study provides an insider’s view of a public school, district-sponsored, 

six-week summer school classroom for students federally eligible for migrant 

education services. These children were to enter first grade in the fall of 2006 in 

the second largest district in the state. The summer program was organized 

around the theme of The Body. Students were expected to demonstrate several 

outcomes by the end of the summer session. These outcomes were: 

a. Demonstrate knowledge of letter sounds when identifying beginning 

and ending sounds of body parts 
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b. Demonstrate knowledge of vowel sounds. 

c. Write one sentence in Spanish or English that included a capital at the 

beginning, a period at the end, and had an article-noun-verb included. 

d. Write beginning sounds of words students choose to write. 

e. Write the beginning and ending sounds of words the students choose 

to write. 

f. Write the letters of the alphabet. 

The student profile of the district indicated 31% of the district’s population 

was minority students, 24% qualified for free and reduced lunch, and there were 

more than 70 languages spoken in students’ homes in this district (BSD, 2006). 

There were 22 students enrolled in Ms. W.’s half-day migrant education class, of 

which 21 were Latino students, and one was Somali Bantu.  

Ms. W. earned an undergraduate degree in elementary education which 

included preparation for special education certification, and a Master’s degree in 

education with an emphasis area in working with language learners (LL). She 

completed Work Samples in the areas of classroom teaching, special education, 

and as a Language Learner teacher. At the time of this study, this teacher had 

been employed by this district for two years. 

Ms. W., an L2 teacher, implemented curriculum that incorporated TESOL 

and district standards (August & Shanahan, 2006; BSD, 2004; Diaz-Rico & 

Weed, 2002) and data-driven decision-making practices (Glasgow & Hicks, 2003; 

Schmoker, 1999; Schön, 1987; Wandberg, & Rohwer, 2003). The participant in 

this study demonstrated what is termed as new scholarship (Schön, 1995) in her 
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roles of user and creator of knowledge and a theorizer in her own right (Johnson, 

2006, p. 241).  

 The researchers analyzed and synthesized data from field notes that 

recorded observational and interview data of the teacher and students and of 

casual talk with the students in their naturalistic environments of their classroom 

and play yard. Data from formal interviews with the teacher were electronically 

recorded. Artifacts of the teacher and students were examined as well as pretest 

and posttest data on academic, behavioral, and social skills. Specifically, the 

researchers examined: 

a. Retention of academic skills of the students from the end of the school 

year to the end of summer school; 

b. Social skills of students from beginning of the summer session to the 

end of the summer session; 

c. Acquisition of first-grade behavioral skills of the students.  

Theoretical Foundation (abridged) 

Historically, male migrants came to the U.S. without their families. In 1986 

with the passage of the Amnesty Act (IRCA), it became legal to bring families to 

the United States. Schools were affected by this change, as curriculum needed 

to adapt to the changing demographics and language differences (Montavon & 

Kinser, 1996), and the special circumstances associated with the education of 

children from migrant families. Federal policy has targeted migrant students as 

at-risk for over 30 years (Strang & von Glatz, 1999).  
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One factor that complicates the education of migrant ELL students 

besides those associated with being classified as “at risk” is that some migrant 

families resist their children receiving instruction in both Spanish and English, as 

they have a strong value for their children to be proficient in English (Montavon & 

Kinser, 1996). Yet, the most successful academic and cognitive achievement for 

language minority students has occurred in two-way developmental bilingual 

programs (Collier, 1995; Genesee, 1987; Krashen & Biber, 1988; Lindholm, 

1991; Thomas & Collier, 1997). In fact, non-native English speakers perform 

better academically when they receive native language instruction (Howard, 

2002), and instruction in L1 and in English, makes English more comprehensible 

for English language learners (Krashen, 1991). Data generated from a mixed 

method investigation of the lived experience of an L2 ELL teacher and her 

migrant students gives an insider’s view of working with this population. 

Results 

 The very nature of migrancy is mobility. Of the 22 students who began the 

migrant summer school program, 4 left the program prior to its completion 

resulting in a mortality rate of 18%. Given the small population size in this study, 

the limited time span of the study, and the nature of a mixed method design, 

results have limited generalizability and would benefit from replication with a 

larger population and additional grade levels.  

One of the objectives of the summer migrant program was to have 

students maintain their academic skills from the end of the regular school year to 

the end of summer school when curricula were organized thematically around 
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The Body. Pretest and posttest data were analyzed using a Chi-Square (p < .05) 

on the six variables of: 

a. Knowledge of letter sounds when identifying beginning 

 and ending sounds of body parts 

b.  Knowledge of vowel sounds 

c.  Ability to write one sentence in Spanish or English that included a 

capital at the beginning, a period at the end, and had an article-noun-

verb included 

d.  Ability to write beginning sounds of words student chooses to write. 

e.  Ability to write the beginning and ending sounds of words the student 

chooses to write. 

f.  The ability to write letters of the alphabet. 

 There was a statistically significant (p <.05) improvement in all of the 

above areas except the students’ ability to write letters. All students, except two 

who “wribbled” (scribbling and writing), entered the migrant summer program with 

this skill, and it was maintained.  

 As with most classrooms for young children, there were many behaviors 

embedded with academic instruction. The behaviors identified by Ms. W. that she 

addressed in her classroom were in the categories of Academic, Physical/body, 

Emotional, Empowerment of self/neediness with others, Social/Emotional, and 

Appearance/grooming. These targeted behaviors were congruent with the needs 

of the students in her classroom, consistent with the district-designated thematic 

instruction of the Body, and were consistent with the literature regarding the 
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needs of migrant ELL students. Specifically, the behaviors identified for 

instruction were: 

Academic 
• Number of times student has to be asked to sit some place.  
• Responses to directions to class, directions to group, directions to 

individual  
• How student responds to group activities  
• How student responds to individual activities  
• Finishes tasks quickly and correctly, quickly and wrong, slowly and 

correctly, slowly and wrong  
• Whether a student tries and/or does cheat  
• Remembers past events, lessons, occurrences in classroom  
• Pattern understanding and creations  
• How often and when a student tries to "escape" activity (go to bathroom, 

sharpen pencil, get sick, loose something)  
 
Physical/body 
• How often a student drops and/or knocks over things on accident  
• How often a student drops and/or knocks things over on purpose  
• Whether a student prefers a chair or non-structured carpet, on top of 

tables, on top of counters, a pillow. At carpet time students are not 
required to sit any certain way except within general rules like no laying 
down unless told it’s ok, and no touching other people without their 
permission, and only touch within appropriate boundaries, with a 
prohibition against any touches that are unsafe  

• Gross and fine motor abilities  
• Coordination at sports or dancing  
• Moves with beat  
• Screams, hits, bites, kicks, scratches, punches, pulls  
• What food/drink a student has most often at lunch and/or breakfast  
 
Emotional 
• How a student responds to physical re-arrangements and schedule 

changes  
• Laughs or cries  
• Smiles  
• How a student responds to different lighting  
• How a student responds to colors (uses a lot, or a couple specific, seems 

unaware, copies friend or neighbor, copies teacher example colors, uses 
appropriate colors for things or does not)  

• If and how often a student forgets things 
• A student’s comments about family members  

2007 HICE Proceedings 
Page 6261



Teach Me Today, Ms. W.                         

PLEASE DO NOT CITE, COPY, OR DISTRIBUTE WITHOUT THE AUTHORS’ PERMISSION 
 

8

• A student’s comments about living arrangements, and vehicle/traveling 
arrangements  

• How the student being asked responds with his or her verbal and non-
verbal actions  

 
Empowerment of self/neediness with others 
• How often a student asks for help  
• When asking for help, how many times the student continues to ask  
• How often a student asks something  
• How many times a student repeats a question  
 
Social/emotional 
• If and how many of the same "friends" the student consistently has  
• Has patience with students that are faster or slower than himself or herself 

academically and/or physically  
• Befriends a loner  
• Is a loner  
• Is a leader  
• Whether and how often a student tells an untruth 
•  If and how often a student tells on other students  
• How students interact with students of same sex and different sex  
• How students interact with adults of same and different sex  
• If and how often student asks another student for help  

 
Appearance/grooming 
• How a student interacts with his or her clothing (trying to take it off, hiding 

in it, wearing it inappropriately, trying to trade clothing, showing off 
clothing, complaining about clothing, whether coordinates clothing or not, 
whether the clothing is worn or new, whether the student is able to 
function with his or her clothing in bathroom situations, colors, or no colors 
of clothing, matching clothing or not, currently “fashionable” or not.  

• What a student or student’s parent does with hair  
 

 Ms. W.’s records, responses to interview questions, and the researchers’ 

observations were consistent in their ratings of whether the children improved in 

these areas. Overall, all students showed improved in the five targeted behavior 

classifications.  
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Mortality and Attendance 

As mentioned previously, there was a mortality rate of 18% in the brief six-

week summer session. This is consistent with the literature which reported 

mobility in the migrant population.  

 Inconsistent attendance is detrimental to the acquisition and retention of 

knowledge and skills. Children of migrant families traditionally have a high 

absentee rate. The mean absentee rate for this migrant classroom was 21% (SD 

= 18; mode = 6). The 21% absentee rate is deceiving, however, as the range 

was 61%. Given these data, it is not surprising the distribution was positively 

skewed (.998). Three students had 100% attendance. 

 The literature reported that the inherent mobility and poor attendance 

associated with migrancy causes disruption in the continuity of migrant students’ 

education. In Ms. W.’s classroom, there was a large variance (319) in students’ 

attendance rates. Ms. W. reported that it was difficult to build on prior knowledge 

from day to day with those students who had inconsistent attendance. Since 

these same students were deficient in their skills, it was especially problematic.  

Ms. W.’s Reflective Vignette 

 Ms. W. was asked to provide a reflective vignette that described and 

documented her ratings of student behaviors and would provide data of her lived 

experience in the classroom with her migrant ELL students. The following is from 

Ms. W.’s reflective journal: 

When trying to describe and document the behaviors I look for, I realized 
how complicated is each interaction and necessary actions within that 
interaction. The list of behaviors seems extensive and impossible to 
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monitor and instruct with students. The following is a typical depiction of 
one of my classes.  

A student enters the classroom… 

Jose walks into the room with a huge smile on his face and laughter 
subsiding from the hallway’s distractions. He is wearing a GAP shirt, a zip 
up coat, clean dark-colored jeans, and Nike tennis shoes that are still very 
white. He has a watch on, and his hair is parted and combed down with 
gel. This is one of four outfits I’ve seen Jose wear since the beginning of 
school. The clothing always looks freshly washed.  

He runs over to the new coat closet area, throws down his bag, and 
knocks over the waste basket in the process. After two of his friends see 
the basket fall, they come over to help him clean it up. Jose stands up and 
leaves his friends cleaning his mess, and he begins to make his way 
toward the white board in the front of the room. He becomes aware of the 
desks being in a different location and overall formation. He gets excited 
and begins to find a desk that he wants. He yells, as if to the ceiling, 
asking why the desks are different. He waits for no response before 
moving on. The board has the schedule in the same place with changes 
made from the day before. Jose yells out asking me why we have a book 
before read aloud today. When I do not answer him immediately, he 
proceeds to repeat the question four times before I respond.  

He asks if we are on the floor, at desks, or standing. I remind him that 
every morning we meet on the carpet, sitting down in a circle for our 
morning meeting. As students gather in the circle, Jose continually moves 
to be close to his friends. He used to sit only with Angel, but after he and 
Angel had to move multiple mornings in a row due to talking when they 
weren’t supposed to; he is now searching for other boys who will talk to 
him when he turns for conversation. If other boys are not paying attention 
to him, he touches them in some way. Whether it’s a nudge, push, shove, 
or tap, Jose will find a way to get a least one boy to respond.  

Now that he has one or more other boys to sit by, he begins to focus his 
attention on the girls who are present that day. He repeats a girl’s name 
until she finally asks him what he wants. Jose quickly realizes he never 
really had anything to talk to her about.  

Morning class meeting begins… 

I ask the students to remind the group of our classroom meeting rules 
(which we established as a group, and modify when necessary). As soon 
as other students begin to talk, Jose turns to his friend to begin talking. He 
searches for distractions that are within proximity of his arm’s reach. As he 
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searches, he rolls around on the floor, touching other students 
unintentionally. Jose has to be redirected a total of three times before he 
decides he can be a part of our class conversation and not attend to only 
his own conversations.  

As soon as Jose begins to attend again, he urgently raises his hand 
repeating the “OOOH, OOH, OOOH, ME, ME, ME!” When the student 
before him finishes speaking, Jose starts by saying that he too had gone 
to the beach and seen whales (the statement the student made before 
him). He then shares that he saw a movie, played outside, and went 
shopping also. When I ask him if he went to the beach on the same day as 
the other things or a different day, he responds it was on the same day.  

When students get to ask a couple of questions of the speaker, they ask 
Jose if his family was with him for anything. Jose says his mom. Kids ask 
about his dad and if he has brothers or sisters to speak of. Jose reminds 
the class, rather seriously, that he has no brothers and sisters. He says he 
doesn’t know where his dad is.  

We begin our first focused academic activity for the day. I take out the 
alphabet picture flashcards and we begin saying each letter name, letter 
sound three times, and the name of the picture on the card. The kids then 
have to recognize if the letter is a vowel, and if it is tell me that the letter I 
am holding needs to go in the magic vowel center. Vowels get to go in the 
middle of our circle, because they are so important and in every word in 
English. At the end of the activity, we are left with the vowels in the center. 
We talk about the long sounds and short sounds, and we brainstorm 
words. During this activity, Jose is on task and contributing to the 
discussions.  

Another student, Noemi, asks to go to the bathroom. She had used the 
bathroom with the rest of the class before we went into the room after 
breakfast. Noemi asks to go to the bathroom during this activity every day. 
She dislikes practicing English, which may be because she is going to a 
bilingual school and is better at Spanish. English is too hard she says.  

All of this action happens in the first 20 minutes of the school day. All that I 
wrote about concerned one student and a bit about another student. I saw 
all of the behaviors I put on the list I gave you with just Jose in the first 20 
minutes of the day. But how are these behaviors the same and different 
for different times of the day, different subjects, different levels of group 
versus individual work, different physical settings, etc. for Jose? And not 
just Jose, but every student in the class gets the same kind of observation 
and attention. I am not able to do it every day for every student at the 
same time, but I am able to observe at least two times for each student in 
each kind of activity, physical setting, and time of day. I am able to get a 
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“How was Jose at the beginning of the day in the beginning of summer 
session, and how is Jose at the beginning of the day at the end of the 
summer school session.” This follows for others. How was Gabriela in 
math at the beginning of the year in these behaviors and how is she now 
in math with the same behaviors? 

I think of the behaviors on a small scale. I do this because of my short 
total time with the students in a half day, 6 week summer session. An 
entire school year lends many opportunities to watch behaviors and 
document the changes. During such a short session, I found I needed a 
smaller scale of rating. Zero was a rating for the behavior not being 
present at all. One was a rating for an attempt, perhaps, but no display of 
using the behavior. Two goes to behaviors that are displayed, attempted, 
but not yet used consistently (2/5 times a day). Three is a score given to 
students who are displaying the behavior consistently (4/5 times a day) 
and show effort toward self-correcting their behaviors.  

Discussion 

Ms. W.’s reflections provided a glimpse into the complexity of concurrently 

teaching academics while teaching behaviors the students needed the following 

month when school started in their new first grade classrooms. She identified six 

areas of instructional focus beyond the academic goals that could be measured 

quantitatively. The migrant ELL students in Ms. W.’s summer school class 

demonstrated achievement academically, behaviorally, and socially. “Summer-

term projects are an important component of the [Migrant Education Program]. 

They are designed to provide continuity of instruction for migrant students who 

experienced educational disruptions during the school year” (U.S. Department of 

Education, 1999).  

The results of this study have limited generalizability, as is typical of a 

case study of one migrant classroom during a time-limited summer session. 

There were only 22 students in the program, which also limits generalizability. 
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The study should be replicated in more and varied migrant summer school 

settings with a larger population. 
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ABSTRACT: 
 

This workshop will consist of group discussion and hands-on techniques to 
bring together students of various academic, cognitive, and physical abilities to 
research and study a curriculum unit together.  The workshop will consist of a 
short PowerPoint presentation that highlights the techniques discussed as it was 
implemented at Northview School in the Special School District of St. Louis 
County, Missouri during a unit about the Northeast United States and the Moose.  
Workshop will also discuss current research relevant to the positive effects of 
combining instruction for students with EBD and students with MMR or physical 
handicaps.  Brad Walkenhorst will pull from his experience in working to build 
therapeutic bridges between these two groups of students during his career at 
Northview School during this workshop.  Workshops participants will experience 
some of the activities first hand have the opportunity to network with workshop 
participants to explore a variety of approaches to teaching a curriculum unit and 
receive a handbook that will outline further activities that can be implemented in 
combining educational curriculum for these students. 

 

Introduction 
 
In the educational climate of the United States today inclusion and differentiated instruction are 
the buzzwords.  These paradigms are effective in many classrooms, but sometimes inclusion and 
differentiated instruction is not enough to make that connection and serve the needs of some of 
our students with more challenging difficulties.  In particular, students with emotional disorders 
and students who have an educational diagnosis of mental retardation or physical handicaps.  It is 
with these students who present such challenges that we typically segregate them into self-
contained classrooms or schools in order to provide additional supports for them.   
 
The typical student who has an educational diagnosis of emotionally disturbed and is placed into 
these self-contained classrooms or schools typically also has lower self-esteem, low self worth 
and has never had the chance to be the leader or role model for other students.  Likewise, 
students with mental retardation and/or physical handicaps that are placed into these classrooms 
or school settings do not get the chance to experience the same activities that their peers may 
experience at the general educational setting.   
 
Northview School is a self-contained high school in the Special School District of St. Louis 
County, Missouri.  It currently serves approximately 200 students and has a staff of 100.  All 
students are placed at Northview through an Individual education plan or IEP.  Students 
educational diagnosis include MR, ED, OHI, SH, and deaf or visually impaired.  Students age 
range from 14 to 21.  Northview School has taken the approach that all students regardless of 
educational diagnosis deserve the right to experience a ‘normal’ high school life.  With that goal, 
Northview staff has continually found ways to integrate students with ED and MR in school 
wide projects. 
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Recently, staff at Northview have begun a more collaborative role between departments and 
increased the educational contact between all students.  This collaboration has led to class 
collaborations on curriculum units, collaboration on extra curricular activities and collaboration 
on school wide activities. 
 
Innovations 
 
In the fall of 2005, I was approached by a senior teacher at Northview about the possibility of my 
classroom of students with educational diagnosis of ED to build a Moose for her class.  This 
teacher taught ninth grade students with severe mental retardation and they were completing a 
curriculum unit on the Northeast United States.  A discussion ensued and it was decided that 
instead of a disconnected project for my students that we could adapt the Moose project and 
create a comprehensive curriculum around the research and construction of the Moose.  In 
particular, the students in my class would collaborate with students in her class to research, and 
construct this moose.  This project would then be documented via photos and a PowerPoint 
presentation made. 
 
Workshop 
 
This workshop builds on this collaboration and takes the participants on a hands-on journey 
through the designing and implementing of a similar project.  Through moderated discussions, 
hands-on activities and exploration of individual students strengths and weaknesses participants 
will experience the possibilities and rewards of collaborations between diverse populations.  
Participants will discuss each population’s strengths and needs, reflect on how to build on 
strengths and meet needs and experience how hands-on activities are used to help visualize 
abstract concepts and ideas.  Participants will be challenged also to incorporate the various 
content standards of core subjects into a single project.  Finally, the workshop will conclude with 
methods to assess individual student’s progress and growth in these core subjects. 
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International Teacher Education: Suppositions & Semantics 
 
Abstract 
 The purpose of this research was to examine the influence a five-week American professional 
development had upon eight Russian educators. Additionally, it sought to determine the professional 
development’s influence upon the development of appropriate interactive pedagogical strategies in the 
disciplines of social studies and English as a second language. Premised upon a constructivist philosophy 
(how we learn) toward teacher education, the examination of American educational practices as compared 
to Russian educational practices included constructivist interactive teaching practices. This study employed 
a qualitative methodology to address the research focus. Data originated from eight Russian educators 
through pre-, post-, and post-United States (US) surveys. Findings indicated that the American professional 

development initially influenced the Russian educators. Areas of influence included the 
consideration of the constructivist philosophy, incorporation of interactive 
teaching strategies, implementation of technology in the classroom, 
incorporation of varied assessments in instructional planning, and 
developing a greater awareness for accommodation needs and diverse 
learners. Areas of influence included employing technology in the classroom, including various types of 
assessment in instructional planning, and developing a greater awareness for needs of diverse learners. 
Noted changes occurred between pre-survey and post-survey, but results indicated diverse changes between 
post-survey and follow-up survey after teachers returned to Russia and completed the school year. 
Interestingly, the semantics of both languages (e.g., constructivism and competency) prompts further 
research to identify greater similarities and differences in American and Russian educational philosophies 
and practice.  
 
Introduction 
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Professional development serves as a source for teachers to increase their 

pedagogical and content knowledge, continue their education, and refine and reform their 

teaching practice. As Hunter (1993) maintains, education is a profession, similar to 

medicine and dentistry, which requires its members to continually increase and update 

their skills and artistry in order to remain current with new ideas, information, and 

practices. The fundamental purpose of professional development in education is to impact 

the behaviors and practices of teachers in order to improve the performance of students in 

the classroom (Tewel, 1995).   

In the past, professional development often was in the form of a one-stop 

workshop where teachers listened to a presenter profess on a topic. During the last 

decade, professional development has experienced major changes (Guskey, 2003; 

Kelleher, 2003; Morris, Chrispeels, & Burke, 2003). Today in the U.S., best practices in 

professional development focus on sustained professional development. Presenters serve 

more as a facilitator than a lecturer, and teachers train teachers. (Hawley & Valli, 2000). 

Sparks (2002) writes that high-quality professional development needs to provide 

opportunities for practice, research, and reflection; it also requires a sense of collegiality 

and collaboration among teachers in solving important problems related to teaching and 

learning. Darling-Hammond echoes similar thoughts in stating, “Teachers learn best by 

studying, doing, and reflecting, by collaborating with other teachers….and by sharing 

what they see” (1998, p. 7). Well-designed professional development activities now 

incorporate these elements. Fullan & Steigelbaur (1991) highlight yet another important 

facet of professional development: making connections between teachers’ current 

practices and what they are learning in the training.  
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Traditionally, professional development evaluations occurred only at the end of 

the training. This has changed. Pre-surveys, conducted prior to the professional 

development, determine what teachers already know and what they specifically want to 

gain from training. This allows the tailoring of professional development teachers’ needs 

from the start. Collected throughout the trainings, formative assessments such as exit 

slips allow the trainer flexibility to adjust the program as needed. Additionally, follow-up 

evaluations several weeks or months after the professional development are used to 

assess whether the professional development activity had a sustained impact on changing 

teacher’s beliefs and practices.     

This article chronicles the design, delivery, and evaluation of a long-term 

professional development in the United States (U.S.). Designed and facilitated by two 

U.S. education professors, this program utilized best practices of professional 

development in its delivery and evaluation. The unique challenge of this training was that 

the participants were not U.S. teachers. Instead, the participants were secondary school 

educators from Russia. The research focus of the professional development thus became 

“To what extent was a U.S. designed and taught professional development training 

effective for teachers from a different country?” 

International teacher education is a growing field affecting both pre-service and 

in-service teachers. Pre-service teachers can now complete their student teaching almost 

anywhere in the world, and there are growing professional development opportunities for 

teachers to study education in countries very different from their own. A significant 

benefit of international teacher training is that it produces teachers who can better “value 

diversity and embrace change and uncertainty, rather than producing fundamentalists 
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who adhere rigidly to tradition and ritual truths” ( Ling, Burman, Cooper and Ling, 2006, 

p. 340). In global settings, teacher education not only prepares qualified teachers, but also 

prepares teachers to be flexible, open-minded, and committed to life-long learning.   

 To date there is limited research on how to design effective U.S. professional 

development activities for international teachers. The question emerges, “What, if 

anything, needs to be done differently?” This article attempts to answer this question. 

 
Program Overview  
 

The “Teachers Training Teachers Program” (3TP) is an established 

Russian/American teacher training and exchange program operated under the auspices of 

the American Councils for International Education and the U.S. State Department. In 

2005, the University of North Dakota was one of three universities (the other two were 

University of Alabama, Huntsville and the University of California, Chico), selected to 

host and train a group of Russian educators for a period of five-weeks. The five-week 

teacher-training program commenced in early March 2006 and provided educational 

opportunities for eight Russian educators from the fields of English as a Foreign 

Language (EFL) and Social Studies/History to participate in professional development, 

internships, and a teacher-training preparation workshop. The overall professional 

development experience was to expose Russian educators to as many aspects of the U.S. 

educational system as possible. 

The professional development was designed to provide the Russian educators 

with the opportunity to collaborate with U.S. educators at the University of North Dakota 

(UND) and the Grand Forks School District. Adhering to American Councils’ guidelines, 

the educators spent two-weeks in university classrooms learning about U.S. education, 
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two-weeks observing and interning in local high schools, and one-week visiting 

educational points of interest across North Dakota. Additionally, homestays, local 

excursions, and multiple school site visits (e.g., inner city, American Indian Reservation, 

specialized schools for English language learners) assisted in socializing the Russian 

educators into American culture and diversity. In the university classrooms, the 

professional development foci included theoretical underpinnings of methodological 

focus (constructivism), methods of instruction (interactive teaching strategies), 

assessment, technology, diverse learners, and accommodations (students with special 

needs).  

 

 

Constructivism 

The initial topic on constructivism established the premise for the professional 

development. Constructivism is one of the most current psychological theories of 

learning based on the works of Giambattista Vico, Jean Piaget, Lev Vygotsky, John 

Dewey, and others. Concept development and deep understanding are key tenets in 

constructivism (Fosnot, 1996). According to Marlowe and Page (2005), the fundamental 

premise of constructivism is that learning means, “constructing, creating, inventing, and 

developing your own knowledge” based on your prior knowledge, experiences, and 

interactions with others (p. 7).   

Interactive Teaching Strategies 

Interactive teaching strategies are often associated with the philosophy of 

constructivism. Instead of teacher-centered instruction, educators incorporate interactive 

2007 HICE Proceedings 
Page 6276



 6

strategies such as problem-based learning, discussion, simulations, questioning, role-play, 

cooperative learning, and small group activities. During the training, the Russian 

educators discussed, compared, and contrasted their classroom teaching strategies to the 

different interactive strategies presented during the professional development.  

Assessment 

A third topic of the training was how educators in U.S. schools utilize various 

approaches to assess student learning. During the training, Russian educators reviewed 

methods of assessment and discussed how to implement these into their classroom 

instruction in Russia. The training focused primarily on authentic assessment, which 

examines performance-based work through portfolios, journals, group work, observation, 

anecdotal notes, oral reports, and other non-traditional approaches (Trice, 2000). Other 

assessment topics addressed in the training included standards-based education, 

identifying objectives, rubric construction, and test item development. Analyzing the role 

of standardized tests and standards in secondary education was important. Reviewing the 

No Child Left Behind legislation and its implications for U.S. education provided 

additional points for discussion. During the training, the Russian educators worked in 

cooperative groups and created assessments as well as peer-critiqued other methods of 

assessment.    

Technology 

Another topic addressed in the five-week training was the integration of 

technology into classroom instruction. During the training, the Russian educators visited 

computer labs in various schools and saw a variety of multimedia technologies used in 

classrooms. They also used the university computer labs and utilized software for email, 
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presentations, and digital photography. Discussions of equipment needs, hardware 

compatibility, and educational software programs assisted the Russian educators in 

identifying specific elements of technology that they could integrate into their instruction.  

Diverse Learners 

The Russian educators also had the opportunity to learn about varying aspects of 

diversity in U.S. school systems. In particular, the Russian educators were exposed to 

students from a range of ethnic backgrounds, visited schools in different socioeconomic 

locations, and learned about programs for English language learners. Additionally, the 

educators were able to observe differences between inner city, suburban, and rural 

schools. Discussions also centered upon societal differences including religion, sexual 

preferences, and working collaboratively with people who hold different beliefs and 

opinions.    

Accommodations (Students with Special Needs) 

A final focus of the training was introducing the Russian educators to the U.S. 

special education system. Russian educators met with a special education professor to 

discuss accommodations for special needs students and how differentiated instruction can 

be used to meet the needs of both students with disabilities and gifted students in the 

classroom. The Russian educators then visited several special education and resource 

classrooms in local high schools.   

After the two weeks of classroom-based training and school visits, the Russian 

educators began a two-week internship at local high schools. These internships engaged 

the English and Social Studies/History teachers in observing, presenting, discussing, 

instructing, and generally participating in the U.S. educational process. Spending two 
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weeks in American classrooms enabled the educators to engage in comparing their 

Russian teaching practices with the American teaching practices they were observing. 

Upon returning to Russia, the educators hosted a two-day teacher-training workshop in 

which they shared their new knowledge, techniques, and materials with 25 Russian 

colleagues.  

Methodology 
 
Participants  
 
 The Russian educators, all secondary teachers, resided west of the Ural Mountains 

in the Russian Federation. Stretching from the northern city of Petrozavodsk to the 

southern city of Gelendzhik, the differences among the Russian educators brought 

tremendous richness to the group’s dynamics. All but one of the educators was old 

enough to have grown up in the former Soviet system. Participants included seven 

females and one male. The eight participants were divided evenly among the disciplines 

of English as a foreign language and history/social studies. In addition, the participants’ 

teaching experience ranged from 6-21 years. Recognized regionally or nationally, all 

educators received the Teacher of the Year Award. 

Research Design 

The initial research design was an evaluation of the professional development 

outcomes (i.e., how the professional development impacted the Russian educators). 

Specifically, this study sought to determine the impact and change of Russian educators’ 

philosophy, teaching strategies, technological implementation, and instructional planning 

as a result of the training. As professional development designers and facilitators, we, Dr. 

Donna Pearson and Dr. Anne Walker, were confident in our abilities to plan and facilitate 

2007 HICE Proceedings 
Page 6279



 9

effective professional development activities for U.S. teachers. Having significant 

experience in professional development, we were cognizant of the fact that we did not 

know much about Russian education, that the English language might be a barrier for 

some of the Russian educators, and that we would inevitably encounter some issues 

related to cross-cultural communication. Would the training be less effective because of 

this?  

We developed a basic evaluation plan for the training that consisted of a pre-

survey, a post-survey following the completion of training, and a follow-up survey two 

months after the teachers had returned to Russia, during which time they would have had 

time to implement the new learning in their Russian classrooms. The surveys were 

anonymous. Aggregating the results as a group protected, as much as possible, the 

identity of the participants. 

Addressing six general topics (e.g., constructivism, interactive teaching strategies, 

assessment, technology, diverse learners, and accommodations), the pre-survey was 

designed to assess the educators’ prior knowledge and understanding. There were two 

purposes for this: (a) to better plan and gear the professional development to meet the 

needs of the Russian teachers, and (b) to use the pre-survey as a base from which to 

measure how much the teachers learned during the five week training. 

The pre-survey consisted of six general questions for all the teachers, five specific 

questions for social studies teachers and five questions for the EFL teachers. For each 

concept that was to be addressed in the workshop, there was a 4-point Likert scale in 

which educators were asked to rate their knowledge of the concept or the extent to which 

they used the concept as part of their instruction, followed by a question that required a 
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qualitative response. For example, Part A of the first item on the pre-survey stated, 

“Constructivism is part of my educational philosophy.” The educators had to choose 

between strongly disagree, disagree, agree, and strongly agree. (In hindsight, we should 

have included a fifth category of “Not familiar with concept”). Part B of the first item 

asked:  “If constructivism is part of your educational philosophy, provide an example of 

how you use constructivism in your teaching”. By comparing the answers of Part A to B, 

we were better able to determine how well the Russian educators already understood and 

even used the concepts that were to be addressed in the workshop, and the extent to 

which the Russian educators might have confusion or even misunderstandings about the 

concepts.     

The post-survey and the follow-up survey followed the same pattern as the pre-

survey and asked questions about the same concepts. Asked to assess their new 

understanding or use of the concept, the Russian educators in the post-survey provided 

examples of how they would implement these new ideas in their teaching. In the follow-

up survey, the teachers were again asked to assess their understanding or use of the 

concepts, and to provide examples of how they had implemented ideas from their training 

in their classrooms. Comparing the data from all three surveys assessed the outcomes and 

effectiveness of the training. We attempted to answer the following questions in 

analyzing the data: Where did the teachers begin conceptually? How well did they appear 

to grasp the concepts addressed in the training, especially in light of their knowledge 

before the training? Was the training effective in the long-term (i.e. to what extent did the 

Russian educators actually implement the new ideas in their teaching and did they 
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implement them in a way that showed a true grasp of the concept as it was presented in 

the training?)  

However, an unexpected issue emerged from the analysis of the pre-surveys, 

before the training even started. We had expected that coming from a country rooted in a 

tradition of autocracy, the educators would not be familiar with more program concepts 

such as constructivism and interactive teaching strategies. We also expected that they 

would be familiar with what we supposed to be global concepts such as technology and 

diversity. Instead, the results of the pre-survey put into question many of our 

suppositions. For example, all of the educators appeared very familiar with interactive 

teaching strategies, but not familiar with constructivism. The question arose, where did 

they learn about interactive teaching strategies. The pre-surveys revealed a disconnect 

between what many of the educators claimed they understood about a concept, and how 

they applied it in their teaching. When asked if the educators incorporated technology 

into their classroom instruction, all agreed. However, when asked what types of 

technology they used, one educator wrote “traditional lecture” and another wrote “critical 

thinking”. At first, we chalked this up to a breakdown in English, but we could tell by 

other written comments that the teachers had a strong command of the English language.   

As we looked at the pre-survey results, especially the qualitative comments, we 

questioned our own knowledge base. For example, when asked what English language 

methods the educators used, they repeatedly mentioned using the “intensive method”. 

Anne has worked in the field of Teaching English to Speaker of Other Languages 

(TESOL) for 19 years, has a Master’s degree in TESOL, and directs the TEOSL teacher 

education programs at our university. Additionally, Anne worked in “intensive English 
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programs” where international college students study English “intensively” for a semester 

or two before enrolling in a U.S. university, but she had never heard of the “intensive 

method”. Had she somehow missed something in the current literature? She was the 

expert after all!  

On the first day of the training, it became apparent that there were a number of 

disconnects in our conversations with the Russian educators. Sometimes we (the Russian 

educators and the U.S. professors) seemed to be all on the same page, and then we 

suddenly realized, we were talking about very different things. Other times, debate 

ensued about a concept that we supposed was concise and straightforward. Another time, 

we asked the educators to describe how special education worked in Russia (supposition 

being that Russia has special education). The Russian educators started debating between 

themselves if Russia has special education, with half saying that Russia did have special 

education and the other half saying that Russia did not have special education. We were 

left more confused about special education in Russia than before we had asked the 

question. 

We quickly decided that these disconnects were not related to proficiency of the 

English language or cross-cultural communication per se. Rather, the disconnects 

appeared rooted in semantics. In some cases, we supposed one meaning of a term, and the 

Russian educators often supposed another meaning. In other cases, we supposed they had 

little prior knowledge of a concept, when in fact they already used a similar, but slightly 

different concept, resulting in yet more confusing discussions. We decided to focus on 

these apparent semantic disconnects and to take field notes about them as they came up in 
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the training. When we analyzed the survey results, we also analyzed them for semantic 

disconnects, and reflected on how these affected the outcome of the training.  

Results  
 

This study sought to determine the impact of the training upon the Russian 

educators’ philosophy, teaching strategies, technological implementation, and 

instructional planning. Analysis of the data indicated that the professional development 

program had a less than desired impact upon the Russian educators. The greatest 

differences between expected and actual results were found in the qualitative participant 

responses. Overall, all participants agreed and strongly agreed overall that the 

professional development was a success and assisted in broadening their learning, 

differences found in the qualitative data created concerns regarding the effectiveness. 

Analysis and discussion investigate what was missing that might have enabled a better 

result. Despite quality work and exceptional participants, some unknown factors 

hampered results.  

Constructivism  
 

The survey results suggested that the training was effective in introducing 

educators to the philosophy of constructivism, but that many of them only partially 

understood the constructivist philosophy or how it translates into teaching practices. In 

the pre-survey, six educators said they were not familiar with the philosophy of 

constructivism. One educator agreed that constructivism was part of her educational 

philosophy, but then described constructivism, as “building her own lesson plans”. Only 

one educator appeared to have a sound understanding of the philosophy.    
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At the end of the training, all eight educators agreed or strongly agreed that 

constructivism was now part of their educational philosophy. When asked to provide 

examples of how they would use constructivism in their teaching, the most common 

response was that they would emphasize student participation through interactive 

discussions and activities. However, some replies demonstrated that there was still 

confusion about constructivism. One educator responded, “My aim is to construct the 

idea in the minds of my students,” In constructivism, learners construct their own ideas. 

Another educator responded, “The students construct the knowledge by themselves”. In a 

true constructivist classroom, students do not construct knowledge by themselves but 

with their peers and teachers. Striking us as particular, one reply had seemingly little to 

do with our professional development on constructivism. When asked to provide an 

example of how she applied constructivism to the classroom, this educator replied, 

“Interactive methods and hands-on activities are part of the intensive method of teaching 

by Prof. G. A. Kitaigoroskaya (Moscow State University). We questioned what this had 

to do with constructivism. 

Two months after the conclusion of the training in the follow-up surveys, all eight 

educators still agreed or strongly agreed that constructivism was part of their educational 

philosophy. However, the examples they provided were briefer and less descriptive than 

the ones they provided at the conclusion of the training. The survey examples suggested 

that they viewed constructivism as more of a method than a philosophy. As before, most 

of the educators cited using interactive strategies such as group work and discussions. 

Some educators suggested giving students more choices in their assignments. A few 

pointed out that they took into account prior knowledge and past-experiences of students.  

2007 HICE Proceedings 
Page 6285



 15

 On the contrary, the educators also mentioned teaching practices that did not 

necessarily fit into a constructivist approach, but were still best practices (i.e. 

differentiated learning, motivation, accommodating special needs). One stated she used 

“challenging private knowledge.” This was not a term used in the training. 

Interactive Teaching Strategies 
 

The survey results indicated that the training had a minimal impact on helping 

educators use more interactive teaching strategies. In the pre-survey, seven educators said 

they already used interactive teaching strategies in their classroom before coming to the 

US. In the post-survey, all eight educators said they used interactive teaching strategies, 

and again all eight said they used interactive teaching strategies two months after 

returning to Russia.  

Prior to their training in the US, the educators used discussions, brainstorming 

sessions, small group work, projects, role plays, and other activities such as mock trials 

and debates in their teaching. After the training when several new interactive strategies 

were introduced and cooperative/collaborative learning was stressed, the educators  

mentioned that they would use specific strategies such as “cooperative learning, jigsaw 

activities, corners and problem-solving” as well as different grouping structures such as 

“pair work”. In the follow-up survey, however, cooperative learning was the only new 

idea mentioned from the training. The rest of the responses were the same ones they had 

said they used before studying in the U.S. The question arises as to why they did not 

incorporate the new methods. 

Assessment 
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The survey results suggested that the Russian educators learned about new 

methods of assessment during the training. In the pre-survey only six of the eight 

educators said they used various forms of assessments in their teaching. At the end of the 

training, all eight said that they would use various forms of assessments in their Russian 

classrooms. The follow-up survey supported the findings that they were still 

incorporating various forms of assessment two months later, when again all eight said 

they were doing so.   

However, the qualitative comments depicted a different reality. In the pre-survey, 

when asked to list some assessment forms they used in their teaching, common responses 

included “grading”, “prizes”, and different “systems of marks”. Clearly, at the beginning 

of the training, the educators appeared to share a different understanding of what we 

thought of as “assessment”. At the end of the training, the educators appeared to gain a 

new understanding of assessment, one that was much more closely aligned with what was 

presented during the training. For example, educators said that they would now use 

assessments such as observations, student self-assessments, pre-assessments, portfolios, 

projects and performance assessments. Only one educator mentioned tests, and in only 

one instance did a teacher provide a puzzling response citing s/he would use “temperature 

of mood” and “colours of mood” assessments. Neither in the pre-survey nor in the 

training was this mentioned.     

 In the follow-up survey, however, some of the educators mentioned newly learned 

assessment forms, but primarily listed former assessment beliefs and practices. Four of 

the eight educators in the follow-up survey said they used tests as a form of assessment. 

Two mentioned the use of traditional essays. Two educators mentioned systems of 
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marking, similar to responses on the pre-survey. As one educator stated, “The most 

effective type of assessment for me is a rating mark.” In the training, the educators were 

introduced to the concept rubrics. However, participants did not mention rubrics in the 

post-survey and only once in the follow-up survey. Why did the educators not refer to 

rubrics more? And, why did they not continue to use assessments they learned in the 

training? 

Technology 
 

After a three-hour technology workshop and several visits to schools where we 

visited computer labs and talked about technology in the classroom, the educators 

exhibited little growth in their use of technology in the post and follow-up surveys.      

Instead, they demonstrated a growth in their knowledge of what types of educational 

technologies are used in U.S. schools and how lacking Russian classrooms are in 

technological resources. For example, one educator stated, “I would like [to use 

technology] but I do not have such opportunity”. Another qualified her use of having 

videos by writing “only cassettes”, as DVD players are not readily available in Russian 

schools.  

The most striking result was that after five weeks of discussing, observing, and in 

several instances using technology in the classroom, a few educators still appeared 

confused about the term technology. In the pre-survey, when asked to explain what types 

of technology they used in Russia, several wrote comments such as “interactive 

communication”, “traditional lecture”, “problem solving”, and “technology of critical 

thinking”. These same responses appeared in the post and follow-up surveys in which the 

educators mentioned types of technology as “lecture, working on projects, interactive 

2007 HICE Proceedings 
Page 6288



 18

technologies,” “personal-oriented teaching,” and again, “technology of critical thinking 

and project technology”. Puzzling to us was that during the training we had discouraged 

the use of lecture and had never used or even heard the term “personal-oriented 

teaching”. Additionally, we did not understand how technology related to critical 

thinking, problem solving, and interactive communication.     

Diverse Learners 
 

Post-survey results indicated slight change from pre-survey results as to how the 

educators viewed the importance of considering diverse learners in their instructional 

planning. In the pre-survey, seven of the educators said they considered diverse learners, 

and two said they strongly did. In the post-survey, upon completing training, five said 

they would consider diverse learners in their instructional planning, and three said they 

strongly would do so. In the follow-up survey, five educators said they now strongly 

considered diverse learners in their instructional planning.   

The qualitative comments on the pre-survey portrayed a narrow definition of 

diversity. When asked to list some of the considerations they made for diverse learners, 

most participants mentioned considerations that focused on students’ ability such as 

“different tasks”, “slowing down the pace”, etc. Two educators stated that they used the 

“Individual Approach”, an approach with which we were unfamiliar.  

In the post-survey, it appeared that the training’s focus on diverse learners had 

made a significant impact. The educators demonstrated a new and broadened vision of 

diversity that included factors such as culture, socioeconomic background, religion, 

language, gender, multiple intelligences, and ethnic differences (primarily concerning 

refugees from Armenia). However, the results from the follow-up survey indicated the 
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educators had two months later reverted to their previous narrow definition of diversity. 

As in the pre-survey, most of the examples given focused on students’ academic 

knowledge and cognitive abilities. For example, several educators mentioned that they 

took into account students’ prior knowledge and learning styles in planning their 

instruction. Three participants mentioned adjusting the pace of the instruction, and others 

talked about “tiered assignments” and “different kinds of work for different students”. 

Only one participant mentioned ethnic differences, and no one mentioned anything about 

socioeconomic background, religion, language, or gender, as they had in the post-

surveys. One Russian educator mentioned s/he used the “personal-oriented approach” 

which was an approach that had not been mentioned in the pre- and post-surveys, and an 

approach that we had not heard of before or had been mentioned in the training.    

 

 

Accommodations for Special Needs 
 

It was difficult to ascertain before the training what the educators knew about 

making accommodations for children with special needs. In the pre-survey, three 

educators said that they used the “individual approach”, an approach that was unfamiliar 

to us. Two others said that they did not have any students with special needs in their 

classrooms because students with special needs attended “special grades”. Again, we 

were unfamiliar with “special grades”. Three other educators stated that they gave 

“different tasks for students so that all of them could cope.” One educator specifically 

mentioned children with attention problems, and said that she varied activities and 
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allowed these children to work at their own pace. None of the educators mentioned any 

other types of accommodations.   

The results of the post-survey and follow-up survey showed little growth in 

understanding how to make accommodations for special needs. The educators again 

mentioned assigning different tasks and projects based on ability, both for slower and 

gifted students. Interestingly, four educators in the post-survey now said that they did not 

have special needs children in their schools. One stated that children with special needs 

“study in the corrective grades with the help of a psychologist, speech teacher and special 

education teacher”. No one mentioned the “individual approach”. 

Discussion 
 
Supposition:   The Russian educators were coming to the U.S. to learn about U.S. 

education. We were experts in U.S. education. Therefore, there was no need for an 

extended knowledge about Russia’s educational system.   

In hindsight, we should have had a greater understanding about Russian education, 

especially in regards to recent reforms. Because American Councils identified the topics 

they wanted addressed in the training and considering the political climate, we supposed 

that the Russian educators had little or no knowledge of these topics. We supposed that 

the Russian educational system was still driven by the Marxist-Lenin influences (i.e. 

traditional lecture, teacher as autocratic, oral exams) and inherently inferior to the U.S. 

educational system. Unfortunately, our limited knowledge about current Russian 

educational reforms and our imperialist views of U.S. education impacted the overall 

effectiveness of the training. Klein, Surbeck and Moyer (2003) discuss the importance of 

acknowledging such imperialism in international teacher training. In conducting a 
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seminar in Georgia, a former Soviet Union nation, they were upfront with the Georgian 

teachers about their expectations for the seminar. “We emphasized that we would share 

new teaching approaches and content, with the understanding that participants would 

adapt information and processes to suit their particular institutional cultures” (2003, p. 

341).  

 What we did not realize was that the eight Russian educators already had a sound 

theoretical background in modern teaching practices before coming to the U.S. We did 

not realize that groups such as the British Councils and the SOROS Foundation had been 

conducting similar professional development work in Russia (Pennycock, 2001). We did 

not recognize concepts such as “individual approach”, the “personal-oriented approach”, 

and the “intensive approach” as those terms are used in Russia and Europe and not the 

U.S.. Unfortunately, we realized much later that these concepts overlapped with much of 

what we were attempting to teach. In hindsight, we should have explicitly discussed the 

approaches and theories that the Russian educators used and explicitly discussed how 

they related to the approaches and theories we were attempting to teach.  

The result of limited knowledge of Russian education was that when ideas were 

presented about interactive teaching strategies, constructivism, and assessment, the 

educators filtered these through their already deep theoretical understanding of modern 

Russian education. Instead of teaching them something new, at times we were actually 

creating confusion between the theories they already were grounded in and the ones we 

were so passionately promoting. We had thought the Russian educators would simply 

adopt many of our ideas. Instead, they blended our ideas with their own prior knowledge, 

which was a much more complex process than we had anticipated.   
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Constructivism 
 
Supposition:  Six out of the eight Russian educators stated on the pre-survey that they 

were unfamiliar with constructivism. We supposed this meant that they knew little about 

student-centered learning and instruction. As we introduced the philosophy of 

constructivism and its practical applications for classroom instruction, instead of 

absorbing the new information, however, the Russian educators smiled and said, “We 

call that the competence approach”.                      

As we later learned, the competence approach is extremely new to Russia. The 

British Council worked with Russia from 2004-2006 on a mass school reorientation 

towards the competence-based approach to education (British Council/Russia, 2006). The 

eight Russian educators used this competence-based approach in their Russian 

classrooms. 

Thus, during the training, whenever we mentioned constructivism, the educators 

were not viewing it as a new and different philosophy that they could adopt, but as a 

familiar twist on something that they were already using. Several educators never made 

the connection that this philosophy was about thinking and the thinking process. There 

was little point in their making the extra effort to understand constructivism, if they were 

not going to have full reign to implement the philosophy’s teaching practices in their 

classrooms. This rationale explains why the post and follow-up surveys showed that the 

educators did not fully grasp the meaning of constructivism.  

Interactive Teaching Strategies 
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Supposition: If you give an experienced international teacher a new strategy and they 

can use it in a U.S. context, then they should be able to implement it in an international 

context.  

The mystery over where the Russian educators had learned interactive teaching 

strategies was solved when we learned of their previous training in the competence-based 

approach. Interactive strategies are integral to both constructivism, and as we learned, the 

competence-based approach. If the Russian educators already used interactive teaching 

strategies, why did they in the follow-up survey not seem to have implemented the ones 

they had learned in their U.S. training?  

One plausible explanation is that the Russian educators were too overwhelmed 

with other issues and demands to have time to implement the new strategies. According 

to Gendin & Sergeev (2002), results of this study are similar to prior studies in which 

teachers found innovative strategies learned in professional development activities not as 

effective as initially perceived. As Gendin and Sergeev suggest, more than likely the 

teachers found current conditions (i.e., crowded classrooms, teacher pay, workload) in 

addition to implementing new teaching strategies difficult to manage given established 

expectations.  

Another explanation is that teachers commonly take a strategy they learned in a 

workshop or training and excitedly implement it in their classroom. If it does not work 

well the first time they try it, they conclude the strategy either does not work or is 

inappropriate for their classroom. It could be that while the Russian educators had 

discussed and practiced a variety of strategies during the U.S. training, they might not 

have fully understood how to adapt them for use in Russia.   
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 Perhaps we spent too much time in the training teaching strategies and not 

discussing how to implement them. Teachers need to understand that a new strategy may 

take a while to work in a classroom, time in which the teacher becomes adept at knowing 

how to utilize the strategy and time in which the students become comfortable with the 

strategy and begin to see how it benefits their learning. One of the drawbacks of our 

training was that there was no field-based follow-up training in Russia. We were unable 

to observe the educators in their Russian classrooms and help them implement their new 

learning. 

Assessment 
 
Supposition: The Russian educators would have the academic freedom to implement their 

new knowledge back in their Russian classrooms.  

Assessment, in an educational context, is often a difficult term for even native 

English speakers to understand, as it is traditionally misconceived as synonymous with 

testing and grading systems. Rather, assessment is a much broader term, which relates to 

the measurement of learning.   

Two things appeared to have happened which limited the Russian educators’ 

growth in this area. The first is related to semantics and the second to academic freedom. 

In the pre-survey, six of the educators reported that they used a variety of assessments in 

their instruction, but their qualitative responses of “tests” and “marking systems” 

demonstrated that they were working under a traditional and narrow definition of 

assessment. Two said they did not use a variety of assessments in their teaching, and did 

not list any assessments that they used, which most likely suggests that rather than not 

using assessments, they did not understand the English term.   

2007 HICE Proceedings 
Page 6295



 25

During the training, we defined the term “assessment” and the Russian educators 

were introduced to a variety of authentic assessment tools. Authentic assessment was a 

new concept to the Russian educators who were used to an educational system heavily 

regulated by testing, both through oral exams and by essay writing. The educators 

appeared to embrace the authentic assessment tools, both in their discussions during the 

training and in the post-surveys. They also appeared to have exchanged their prior 

definition of assessment with the one introduced in the training. 

It was clear in the follow-up surveys, however, that most of the educators had not 

implemented authentic assessment in their instruction back in Russia, and had reverted to 

their prior definition of assessment as tests and marking systems. One reason may have 

been that the teachers weakest in English had simply forgotten the new English words 

they had learned in regards to authentic assessment tools as well as had forgotten the 

nuances of “assessment” as it had been defined in English during the training.   

 The second reason is that the Russian educators probably had little freedom to 

implement authentic assessment tools in their classrooms, as well as little opportunity. 

The Russian educational system is highly structured by the use of exams and grades 

(Eaton, 2001). For most of the teachers in the training, this was what they had known all 

their life. As Zajda (2003) states in talking about current Russian education reform, 

“Soviet education was known for six decades for its rigid and examination-dictated 

school curriculum” (p. 81). It would have been very difficult for the educators to take the 

risk of substituting an authentic assessment for a test, or to have used authentic 

assessments as the basis for a course grade. Their colleagues and supervisors would 

probably have viewed their “U.S. ideas” with skepticism or worse. 
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Technology 
 
Supposition: Technology means technology.   
 

While all the educators claimed they integrated technology into their instruction, 

the semantics of the word “technology” created disconnects in the training. We did not 

spend time during the training defining the word “technology” as we supposed the word 

held universal meaning. None of the Russian educators questioned us about our use of the 

word during the five weeks, either. We knew that because of financial cutbacks and slow 

educational reforms (Menko, Lunin, & Ryzhova, 2006) Russian classrooms were 

generally not as technologically advanced as U.S. classrooms, but we knew they still used 

“technology”.  

We were confused and frankly a little frustrated that after five weeks of talking 

about technology, observing technology, and using technology, some of the Russian 

educators listed lecture and critical thinking as types of technologies. In trying to 

understand this disconnect, we researched the definition of technology. Long before the 

advent of computers, technology broadly meant the use and application of knowledge 

(Wikipedia). People often used “technology’ to refer to tools or processes. Thus, 

“technology of critical thinking” would mean “the tools and processes of teaching critical 

thinking”.     

Teacher training in Russia is largely focused on providing teachers with deep 

theoretical knowledge of how children learn. It makes sense then that the Russian 

educators would translate “technology” using the theoretical definition of the word. The 

depth of their theoretical beliefs impressed us, but also made it difficult for the teachers in 

some cases to consider a paradigm change. Even though we had been talking about 
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technology as it related to computerized learning tools, and we had been talking about 

lecture as an out-moded teaching practice, for some of the educators, their deep 

theoretical convictions precluded them from accepting new information. As more efforts 

are made to reform Russian education, professional development needs to be concerned 

not with simply presenting new theories and terminology, but in helping teachers 

understand the need for theoretical paradigm shifts.   

Diverse Learners 
 
Supposition:  Russian educators would recognize and address student differences such as 

gender, multiple intelligences, and socioeconomic background in their instructional 

practices.     

Diversity is perhaps one of the largest buzz words used in U.S. education today. 

Pre-service teachers are required to take courses in multicultural education, and 

educational policies such as No Child Left Behind explicitly require schools to assess 

student learning outcomes based on factors such as race, ability, gender, and 

socioeconomic background. The same is not true of Russian education, however.  In fact, 

under Soviet governance, diversity was actively discouraged as all people were 

considered “equal citizens”.  

As we quickly learned, the Russian educators perceived the concept of diversity 

differently than we did, perhaps because of their homogenous view of Russian society. 

Some teachers saw diversity as coming from outside Russia and largely identified 

“diverse learners” as refugees from former Soviet countries or illegal Chinese crossing 

Russia’s eastern border. Other teachers perceived diversity as related to different student 

abilities.   

2007 HICE Proceedings 
Page 6298



 28

While the Russian teachers appeared to have expanded their definition of 

diversity to include factors such as religion, gender, social class, culture, tolerance, 

multiple intelligences, based upon training discussions and school observations, the 

teachers had largely reverted back to their former definitions of diversity in the follow-up 

study. According to Gendin and Serveev (2002), Russian teachers’ work under the 

premise of helping the individual child. As two teachers said, “diverse learners are taught 

as usual students” and “all students have the same possibilities”. This refers to the 

Russian belief in providing equal education for all. In order to meet to the need of diverse 

learners, the Russian educators use methods such as the “individual method” or the 

“personal-oriented approach” which allows for differentiating instruction for individuals, 

rather than changing the curriculum and teaching practices for the whole group. 

Additionally, in Russia students with learning disabilities or low academic performance 

attend schools for remediation (correction or support) (Eaton, 2001). Given the Russian’s 

educational approach to working with individuals, and segregating students with 

disabilities from the rest of the student population, there is less to focus on in terms of 

diversity.   

Accommodations for special needs 

Supposition: Teachers would understand how special needs students are educated in 

Russia. 

 There are definitely different opinions and perceptions in addressing 

accommodation for special needs students in Russia. Considering we expected the 

educators to know what special education programs were available, it is clear that some 

were either uninformed or ignorant of how special needs students are educated. Again, 
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the problem and confusion is semantics. “Special schools” in Russia are actually for the 

gifted. Students with profound disabilities attend schools called “correction schools” 

(Eaton, 2001). Students who are simply underachieving also attend these schools. 

Students with less severe disabilities such as ADHD are not considered “special needs” 

and the classroom teacher is at her/his discretion to make accommodations. School 

psychologists do not see their work as falling under “special education” but rather 

“psychological education”. One of the participants was a school psychologist who 

worked with emotionally disturbed children. She reported that none of them required 

accommodations for special needs. Another educator, an English teacher, worked in a 

“special” school reserved for the gifted. She, too, reported that none of her students 

required accommodations for special needs. The idea that disabled students may be gifted 

or that gifted students may have disabilities, is not acknowledged in the more black and 

white understanding of ability in Russian education.  

At the conclusion of the training, teachers were much more comfortable saying 

that they did not make accommodations because they had a better understanding of 

“special needs”, and in truth, they did not have disabled students in their classrooms. 

They were shocked when they visited U.S. schools and saw students with disabilities 

mainstreamed. They had to see this first before they understood – before we took them to 

a school and showed them a special education room, and before they saw special 

education kids in regular classes, they didn’t grasp the concept of what we meant by 

accommodations for special needs. Inclusion is an educational reform that has not yet 

been implemented in Russia 

Implications/Recommendations: 
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How much did suppositions and semantics affect the outcome of the workshop? It 

is safe to say the impact was significant. Between our suppositions and the participants’ 

linguistic and theoretical backgrounds, knowledge was either lost in confusion or not 

seriously grappled. This study simply serves as a litany of caveats for future professional 

development facilitators.   

Points of importance:  

 Participants often have hidden agendas 

Each of the eight participants had different reasons for wanting to study the U.S. 

educational system. When asked what they wanted to learn about the U.S. educational 

system, their objectives from the very beginning did not necessarily meet the objectives 

set by American Councils, and our training. It would be important to correlate 

participants’ goals and objectives of attending the training to those of the professional 

development program. Such an alignment would create a greater sense of focus and 

direction for participants. 

 Topic definitions and examples eliminate terminology misunderstandings 

Providing definitions and illustrative examples of terms used in the session topics, 

evaluations, and or surveys would clarify language translations. Defining technology and 

providing technological examples found in the US classroom and examining applications 

for Russian classrooms would have addressed some of the problems found with this study 

and eliminated misconceptions. Clarity and conciseness is important to sustained 

learning.  

 Reflection time for redefining learning (past & present) through collegial 

interactions 
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Establishing a sense of collegiality, intellectual discourse, and group dynamics 

among the participants creates opportunities for reflection and evaluation of learning. 

Discussions focusing on topics in relation to existing bodies of knowledge will reduce 

conflicts in understanding and encourage comprehensive collaboration. This environment 

introduces a standard by which to measure future discussions.  

 Correlate relevance of topics: Purpose to Practice  

Attaching relevance to the topical discussions is important and serves as a point of 

scaffolding for the remainder of the professional development program. As two of the 

participants discussed accommodations for children with special needs, they found that 

neither had any such students in their entire school. Yet, they had children in gifted 

programs and this served as the focus for special needs. Therefore, establishing relevance 

is critical to the application and understanding within the program.   

 New Training Model: Semantic orientation and topical discussions of 
comparative education of participating countries  

 
Although most International programs provide a session on linguistic semantics at  

the affiliate’s headquarters before participants spend time at the local training facility, 

another initial session should be spent on affirming variations of semantics. The 

orientation session might include educational jargon, regional idioms, cultural quips, and 

common phrases that might deter or hinder understanding of the professional 

development program objectives. Establishing a general professional development 

vocabulary and aligning participant semantics with program directors will only enhance 

the effectiveness and outcomes of the training. 

 In addition to semantic differences, hosting institutions should allocate time to 

compare, contrast, and analyze teacher education similarities and differences. This would 
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contribute to a stronger sense of unity among participants and program facilitators as 

common grounds for understanding developed. The established unity would become the 

basis for constructing additional knowledge. 

 Consideration for field observations and/or verification of practice 

modifications are strongly advised 

While financial and logistical considerations are present when reviewing the 

effectiveness of  training programs, sponsoring institutions should consider providing 

financial allocations for extended reviews of the participants’ practice. Visiting the 

participants’ classroom the year following the professional development, observations 

would provide greater clarity the training effectiveness. Additionally, if onsite 

observations were not possible, participants could provide verification of modified 

practice through video-taped footage.   

 
 

 
 Facilitator familiarity with historical, cultural, and educational climates  

At a minimum professional development facilitators should have extended 

knowledge of the participants’ historical, cultural, and educational systems, that govern 

current teacher education and professional development requirements. This body of 

knowledge assists in identifying potential vocabulary and teaching practice disparities. 

Additionally, this “knowing” about participants’ country and current events establishes a 

relationship of interest and respect promoting reciprocity of respect and regard. 
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“Teaching the ‘New’ Grammar to the Old Dogs: 
Innovation or Dissemination?” 

Deron Walker, Ph.D.  
California Baptist University, U.S.A. 

 

Abstract 
 
        This paper titled, “Teaching the ‘New’ Grammar to the Old Dogs:  Innovation or 
Dissemination?” presents the results of a naturalistic inquiry performed at California 
Baptist University in a graduate course titled “Contextual Approaches to Grammar.” 
The focus of this course was to introduce a relatively new approach to teaching 
grammar:  Content-based instruction (CBI) as an alternative to traditional, isolated 
grammar drills, which have been consistently found to be largely ineffective (Braddock, 
Lloyd-Jones, et al., 1963; Elley, Barton, et al., 1976; Weaver, 1996; Krashen, 1998; 
Freeman & Freeman, 2004) 
        In response to their introduction to CBI, California Baptist University students 
generated their own lesson plans and grammar teaching philosophies that sought to 
build upon methods discussed in the course.  The grammar teaching methods discussed 
in the course were fresh and inspiring to these teachers because they were innovative 
or previously unknown to the teachers due in part to insufficient dissemination of these 
methods through the educational system.  Instead, schools typically cling to traditional 
but ineffective methods involving drill and teaching the textbook which render 
instruction that cheats toward teaching to the standardized test. 
       At this conference, I will share some of the impressive ideas which the students 
came up with for teaching grammar and the course content that inspired and 
empowered them to create their own content-based grammar instruction.  Through 
student generated teaching philosophies and course observations, I will share why 
experienced teacher-graduate students overwhelmingly said they were “no longer 
afraid of grammar,” found the course to be “very helpful…focused on context” and 
that a “normally dry subject” [grammar] became “interesting” for them. 
 

        What do you do when you discover a uniform body of research that speaks with  

virtually one voice, boldly declaring that practically everything you have experienced 

in school and have ever been taught about teaching grammar has been consistently  

found to be largely ineffective?  If you are a California school teacher studying a  

graduate course called “Contextual Approaches to Grammar,” you might be anxious, 

skeptical, or perhaps even relieved to be able to stop “teaching the book” for a while 

and explore “new” methods and a “new” approach, content-based instruction (CBI).  

This paper reports on a naturalistic inquiry in which I will share some of what the 
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students came up with for teaching grammar and the course content that inspired and 

empowered them to create their own content-based grammar instruction.  I will also 

discuss some of the reasons why students found “old” ideas about teaching grammar 

“fresh” and “exciting,” profitable for studying, internalizing, and reconceptualizing into 

forms that would possibly fit their own classrooms and teaching philosophies.  Through 

student generated teaching philosophies and course observations, I will share why 

experienced teachers, moonlighting as graduate students, overwhelmingly said they 

were “no longer afraid of grammar,” found the course to be “very helpful…focused on 

context” and that a “normally dry subject” [grammar] became fun.   

        The course did not start without a bit of anxiety, however.  In fact, the course 

began on opening night with a rendition of the failure of 50 years (or more) of 

traditional textbook and drill-oriented grammar instruction to reach sufficient numbers 

of children to make it by itself an acceptable instructional method (Braddock, Lloyd-

Jones, et al., 1963; Elley, Barton, et al., 1976; Freeman & Freeman, 2004; Krashen, 

1998; Weaver, 1996).  This is especially disconcerting when teachers are charged with 

the responsibility of reaching all of their students or as many of them as possible.  It is a 

very uncomfortable feeling for a teacher of language arts to be told that the traditional 

methods of grammar instruction that she was raised with are not good enough.  In 

addition, she must not only learn but also actively develop a new way of teaching 

grammar for her students to succeed, at least to a degree approaching the challenging 

benchmarks of  “No Child Left Behind.”  While some of the international educators at 

this conference may not have George Bush and “No Child Left Behind” to worry about, 

it is an imperative for all advanced nations to educate all of their children proficiently 

in this age of globalization and technology.  While Hawaii may not be California, it is 

important for all American educators to reach their whole classrooms and “leave no        

child behind.” 
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Statement of the Problem 
 

Traditional Grammar’s Ineffectiveness   

         Succinctly stated, Weaver (1996) informs us that grammar rules are difficult to 

learn and even more complicated and cumbersome to apply.  This is effectively 

illustrated by the Macauley studies in Scotland.  After years of daily study in 

traditional-style identification, Macauley tested both elementary and secondary students 

on parts of speech recognition tests that were not unlike the kind of tests that are given 

as standardized tests in language arts in the United States.  The results were appalling.  

Among a sample of 131 elementary school subjects 27.9% was the average score for 

correctly identifying parts of speech in sentences.  The secondary students fared better 

(62%), but even those results were below what would be commonly thought of as 

success rates (Freeman & Freeman, 2004).  This suggests that traditional grammar 

instruction by itself may not even be the most effective way to prepare for standardized 

tests, contrary to popular belief.    

        Another problem often cited in the literature on traditional grammar instruction is 

that it does not serve the purpose of increasing writing skill as is commonly believed.  

Krashen’s (1998) review of research on traditional prescriptive teaching of grammar 

sums it up well, “Research on the relationship between formal grammar instruction and 

performance on measures of writing ability is clear:  There is no relationship between 

grammar study and writing.”  (p.8)  Krashen’s finding is consistent with a multitude of 

other research on the topic.  It has further been suggested by some that traditional 

grammar instruction could be harmful in writing instruction (Braddock, Lloyd-Jones, et 

al., 1963).  How can that be?  There are a couple of reasons:  1) it displaces instruction 

and practice in the process of composition and 2) it can raise anxiety levels among 

students that may cause them to put an unhealthy emphasis on correctness to the 

detriment of their rhetorical development and loss of voice as writers.   
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“Teaching” Old Dogs ‘New’ Grammar Tricks  

        Of course, despite all of the research, traditional grammar instruction that 

emphasizes prescription, parts of speech, isolated drills, and teaching the textbooks is 

still prevalent in many school systems not only in the U.S. but around the world as well.  

Weaver (1996) and Freeman and Freeman (2004) tell us why: 

 

• teachers are often unaware of the research  

• school officials often do not trust research 

• some find drill in grammar interesting  (Is this not hard to believe?) 

• some assume a correlation exists between writing, reading, and grammar skill 

• teachers are often required and pressured to do so by parents and administrators  

• though not for everyone, grammar drill may help some students  

 

        In fact, those are very good reasons for not abandoning traditional grammar 

instruction altogether.  One does not need to eliminate all tradition either to improve 

his/her approach to teaching grammar in a language arts curriculum.  It is quite possible 

to incorporate some traditional instruction in tandem with a content-based approach.  

Kolln, (2006, 2007) and Weaver (1996, 1998) have offered teachers and aspiring 

teachers many resources and much assistance in reenvisioning prescriptive grammar 

through the lens of descriptive, functional, and rhetorical approaches.  Kolln’s (2006, 

2007) textbooks synthesize traditional grammar exercises and offer functional, 

descriptive and rhetorical advice for their application to writing and literature, which is 

what content-based instruction (CBI) is all about.  Weaver (1998) has compiled many 

“new” and “innovative” ideas for teaching grammar through literature and writing that 

can make dry old grammar concepts seem fresh and alive.   

        In case the reader is wondering why I keep putting “new” and “innovative” in 

quotation marks, it is because these ideas, though fresh, are remarkably “un-new.”  The 

creative ideas found on image grammar, sentence composing, mini-lessons for 

grammar errors in writing, dialogue journals, etc. capitalize on theories regarding 

naturalistic language acquisition and process composition that have been around for 
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some time.  Notwithstanding, many of these ideas are “fresh” and “new” to teachers 

that come to conferences or attend graduate classes in the evening looking for a little 

practical, pedagogical help.  This is why I would like to share the content and approach 

of this course at this conference.        

         This was the perfect course for me to conduct a naturalistic inquiry since it was 

something of an experimental course for me.  Although I have taught both grammar 

and writing to native English speaking, (NES), English as a Second Language (ESL) 

and English as a Foreign Language (EFL) students for many years at four institutions of 

higher learning in the United States and two more universities in South Korea, I still do 

not consider myself to be a grammarian in any way, shape, or form.  Furthermore, I was 

in my first year at my current institution, California Baptist University in Riverside, 

California, and I was assigned to teach teachers, at the graduate student level, “all that I 

knew.”   

        All that I really knew was that a half century of grammar research indicated almost 

unanimously that traditional grammar instruction, replete with decontextualized, 

isolated drill—fill in the blank and underline the incorrect form type---exercise had 

proven ineffective.  Meanwhile, all that I really knew might work was to employ 

Content-Based Instruction (CBI), which I had read was a promising, “innovative” 

alternative to traditional “drill and kill.”  Content-based instruction, for all that I knew, 

meant contextualizing grammar instruction and emphasizing the teaching of grammar 

in meaningful contexts such as literature or within the context of the student’s own  

writing, but what did that really mean?  This was the perfect course, then, in my mind, 

to conduct a naturalistic inquiry where we might all learn together as a class, in 

workshop fashion, a deeper meaning of content-based instruction.   
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        Method 
 

        Thirteen graduate students joined me on this journey of naturalistic inquiry.  Ten 

of them were teachers at a variety of different levels.  Two were elementary school 

teachers; two more had experience at the middle school level; another two were 

teaching at high schools; and four of the graduate students were teaching or preparing 

to teach as adjunct instructors at our university, three in our freshman writing program 

and one in humanities.  The only peculiar characteristic that was noteworthy was the 

gender imbalance in the subject pool:  only two of the graduate students were male.  

The other eleven were female.  I am not sure if a more balanced gender ratio would 

have made a difference or not in the results of this study and class.   

        If one examines the course syllabus, one might find it to be a very unexceptional 

course, quite ordinary for a graduate offering.  It consisted of a lot of reading and some 

writing project type of assessments including, most notably:  a text or technology 

review, writing feedback assignment (where students graded and analyzed student 

writing) and explained their feedback response, combined unit and lesson plan, and a 

grammar teaching or learning philosophy paper (see course syllabus----Appendix A).    

These assignments merely served to reinforce principles of language learning and 

grammar instruction derived from the course readings and provide a place where 

students could experiment with their own ideas for application of CBI principles.   

        In order to triangulate my data collection, I noted my observations of student work 

and class participation and compared my observations to the two most promising, in my 

opinion, sources for student feedback on how they were receiving the course:  

philosophy papers and course evaluations.  Normally, I would not put so much weight 

on a course evaluation.  However, in my experience, graduate students tend to give not 

only numerical feedback but also tend to provide rich commentary about a course.  

Thus, I believed that student papers would enable me to see the process of their 

application of CBI principles to the teaching situations with which they were familiar.  

Course evaluations, then, would provide a more reflective perspective of how they had 

valued the teachings of the course and class assignments as a whole.            
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Results & Discussion 

 
        When the course began last spring, I had no idea it would yield data that would be 

presentable at a conference such as this one.  I try to be a reflective practitioner by habit, 

so I initially considered this as more of a pilot study.  I imagined the data collected 

would be valuable to me personally and, perhaps, to our program at an institutional 

level.  Nevertheless, I had no idea that the results of this course of study would be so 

satisfying.  It was really a fun and informative research project and class.  It was one of 

the most personally satisfying courses of my teaching career.   

        My graduate student-collaborators were what made the class and research project 

a success.  They brought an enthusiasm to this course, a grammar course, nonetheless, 

that I would not have imagined possible.  These students were creative, open-minded, 

very well experienced as teachers, and eager to try new ideas.  One of the biggest 

indicators of success in my mind was that these graduate student / teaching 

professionals tried out many of their ideas in their classes as we proceeded through the 

semester.  It was very inspiring and informative to receive this feedback on a regular 

basis.  That is the biggest mark of success in any university course, is it not?  In tertiary 

education, it is always a challenge to make our theories real and applicable for the 

benefit of society.  Time and space in this paper and forum would fail me to fully  

delineate all of those stories here.  Nevertheless, I would consider this willingness to 

“experiment” in their regular “No Child Left Behind”---standards-driven classrooms as 

a key indicator as to the applicability of the CBI principles learned in this course.   

        In addition, there were many good lesson plan ideas at all levels:  elementary, 

middle school, high school, and college levels.  There were also many valuable 

principles of content-based instruction that were expressed by students as important to 

them in their grammar philosophies.  The reader of this paper should keep in mind, 

although CBI was taught and encouraged, students were explicitly welcomed to opt for 

traditional methods and disagree with CBI principles of grammar instruction if they 

chose to do so.  They were repeatedly, explicitly, emphatically told that their grades did 

not depend on agreement with the principles taught in the course.  Although students 
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usually choose to please the teacher, I believe the students’ expressions were authentic 

and sincere.  They did sometimes voice preferences for traditional elements of grammar 

instruction.  Moreover, as professional teachers and graduate students, they seemed at 

ease expressing themselves in rather opinionated ways.  I will delineate below the 

meta-analysis of what students expressed was important to them in their grammar 

teaching philosophies.  The principles will be listed in order of how many different 

student papers mentioned each principle as important to their grammar teaching or 

learning (in the case of non-teachers) philosophy.  Since there were 13 students, that 

would be the maximum number of in favor of a principle.   

 

Grammar Teaching/Learning Philosophies 

 

Table 1.1   

Desirable principles of grammar instruction (student philosophies) 

 

Principle of Grammar Instruction Number of Students 

Teach in context of writing 10 

Motivation 7 

Context 6 

Apply in writing & literature (both) 5 

Incorporate into mini-lessons 5 

Teach through reading in general 5 

Peer editing w/writing 5 

Prioritize feedback (avoid overload) 4 

Applicability / Authentic 4 

Group work 4 

Teacher conferencing 3 

Discovery 3 
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        It was really not surprising to me that “teaching grammar in the context of 

student writing” led the way with these students.  They are all English M.A. students, 

most are teachers, and surely they would sense the value of academic writing.  My own 

biases may have possibly sneaked in here since I am primarily a writing instructor and 

a linguist.  The students may have been very conscious of writing since we did a lesson 

on writing feedback and studied the principles of doing that well as a significant part of 

this course.  Nevertheless, the students gave surprisingly low priority to teacher 

conferencing, which is something that I emphasize as important.  This might suggest 

that they were not so affected by my biases after all.   

        The low priority on “teacher conferencing” (second to last response) probably 

comes from the fact that many do not teach at the college level.  A number of the 

elementary, middle and high school teachers had stated in class that they really liked 

the idea of teacher conferencing but felt that it would be too logistically difficult to 

manage in the context of their classrooms.  Several of them expressed concerns 

regarding classroom discipline, the lack of time and space, and keeping the other 

students on task during the conferencing time.  The graduate students who taught at the 

college level definitely had a deeper appreciation for the merits of teacher conferencing, 

which makes sense considering the fact that they can cancel classes and hold 

conferences in an office environment.  I would agree that university settings are more 

conducive to holding teacher conferences with students though there are logistical 

challenges there as well, especially if one has many sections of writing courses.                  

        Once again, it is not surprising in an M.A. program that “both literature and 

writing together” as an emphasis would be a popular response.  These students have 

had a wealth of literature courses, and these courses are writing intensive.  Moreover, 

the California State Standards also emphasize literature as a vehicle for teaching 

grammar and writing in content-based fashion.  This would give most K-12 teachers 

ample motivation to see the value in this principle.  Likewise, out freshman writing 

courses at California Baptist University emphasize reading and writing and the synergy  
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effects between the two skills.  Students tend to read a lot and respond to the readings 

with summary / analysis compositions and synthesis papers that combine the ideas of  

several readings across the curriculum into a research paper.  Our undergraduate 

English majors also write a substantial research paper for their senior projects, which 

emphasize synthesizing the readings over the course of their undergraduate careers into 

a research project.  Many of our graduate students were undergraduates in our program 

as well.  Thus, the synergy between reading and writing should be well ingrained into 

these students through a variety of means.             

        “Applicability and authenticity” likely would go together with “mini-lessons.”  

According to student responses in class, I could see how students were wanting to 

deemphasize formal grammar instruction and naturalize it more according to the 

principles of naturalistic language acquisition that they were learning in class.  Many of 

these students wanted to capitalize on teachable moments and workshop grammar on an 

“as needed” basis in the interest of delivering meaningful content-based instruction 

more than formulaic isolated grammar exercises.    

       “Motivation” is always an important issue with our teachers today.  Since we are 

emphasizing the education of all with “No Child Left Behind,” it is no longer 

acceptable to give up on students who seem listless and allow them to fall through the 

cracks.  I teach several courses in our undergraduate and graduate level general 

education and English education programs preparing both aspiring teachers and 

continuing ones for the school environment.  I can say that almost without exception, 

our teachers place great emphasis on making creative, fun lesson plans that appeal to 

students’ needs.  I say without boasting that California Baptist University teachers of all 

majors have a strong reputation in the Riverside community for being caring, student-

centered teachers.         

        The emphasis on “group work” likely derives from two sources.  First, there is a 

strong emphasis on cooperative learning in education still today.  Second, grammar is 

very difficult and complicated as a subject.  It is sometimes very helpful to be able to 

“buddy-up” and partner in pairs or small groups in order to get the right answers and  
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understand the subject.  In this vein the students have likely been influenced by 

Yvgotsky’s (1978) ideas of social learning, which I tend to emphasize in all educational 

courses.   

        In any event, it was a pleasure for me to read the responses of students to their 

grammar philosophy assignments.  Many of them had admitted, as I had initially 

suspected, that grammar had traditionally been a very scary subject for them both as 

learners and as teachers.  Many felt ill-equipped before taking this course not only to 

teach grammar but even to model it correctly.  Many of these graduate students and 

professional educators noted that they were frequently confused as to the correct formal 

grammatical form to use in writing or formal speech.  Moreover, if they did know the 

correct grammatical form, they often found themselves lost in trying to explain the rule 

to a student.  They were eager to take this course in order to not only improve their 

grammar pedagogy but to upgrade their own grammar skills as well.  A graduate 

student named Stacy sums up the feeling well:   

 

        I chided myself every year [of teaching] for not focusing enough on grammar  

        when my students did not do well on the semester final and California State  

        Standards Test.  After taking this class, I realize that the way of teaching grammar  

        that my colleagues espoused (direct instruction) may not even be the most efficient  

        or even the most effective way to help students improve their grammar.  (Stacy’s  

        philosophy paper) 

         

Stacy’s comments were not isolated sentiments.  Many of the students in this course 

felt frustrated in their attempts to teach grammar both because of a lack of confidence 

in the traditional teaching methods of grammar instruction incorporated into their 

schools’ curriculum and personal inadequacies felt in terms of not having  

comprehended the prescriptive grammar instruction that they had received as students 

themselves.  Stacy further elaborated 
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        Before this school year, it had been a while since I taught English.  When I made  

        my lesson plan every week, grammar instruction was in the back of my mind, but I  

        hesitated to incorporate it because I did not feel confident in my ability to teach it.   

        I also knew from experience that most students do not enjoy learning it or  

        spending time doing the exercises in grammar books.  This also kept me from  

        pursuing extensive grammar lesson designs.   (Stacy’s philosophy paper) 

 

I find these comments especially disconcerting and problematic because Stacy and her 

peers represent some of the more intelligent and diligent professionals in education.  

These are M.A. English students confessing to their grammatical and pedagogical 

inadequacies.  It makes me wonder what the average teacher is experiencing.  At the 

same time, the comments are hopeful, too.  Stacy and her peers were willing to do 

something about it, try “new” ideas, and reform their grammar pedagogy.   

 

Course Evaluations  

        I was so happy with the results of this course that I have now talked my 

department chairman into letting me teach both the undergraduate and graduate 

versions of this course.  In more than a dozen years of teaching at several institutions of 

higher learning in both America and in South Korea, I have almost never felt this good 

about a course for its value and appropriate mix of theory and practice.  At California 

Baptist University, our teacher evaluations that students use to judge our teaching  

performances score those performances on a range on a scale from 1 to 5, 5 high. 

        I scored the course (and myself) a “5” in every category except one, question #14, 

“ability to explain material” and number 9 “integrates Christian perspective into the 

course”   I am not so great at explaining complex grammar concepts myself.  Neither is 

it always easy for me to integrate my faith into linguistics or English though I am a 

Christian educator.  I have always felt the students were generous to me on those 

ratings.   
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        Moreover, I must explain that I do not normally give myself such high marks in 

other categories either.  This was one of few courses and evaluations where the students 

and I were so unanimously happy with the results.  Succinctly stated, the course 

evaluation was about as good as they come both quantitatively and qualitatively.  The 

course ratings ranged from 4.8 – 5.0 on all categories.  There were 176 “5” responses 

(91.7%) that mean “excellent” and 16 “4” responses (8.3%) for “good” on 17 total 

questions answered by 12 of 13 students.  One student was absent that day.  No scores 

below “4” were reported.  This means that the course had a 100% approval rating as the 

administration of our school expects us to get “4” and “5” scores ideally.   

        For the sake of perspective, it is rare to get such high scores on a course evaluation.  

Our professors usually score between 85-90% “4” and “5” ratings, and I am no 

different.  In fact, in 12 courses I taught at California Baptist University, this course 

was the only one with such high marks.  It is an excellent course.  It might be tempting 

to think the course was so highly approved because “it was too easy.”  Nevertheless, 

the evaluation does not indicate that.  When asked about their effort expended, 36. 4% 

indicated “extensive” and 54.5% indicated “average.”  Very few, 9.1% said “minimal.” 

All indicated the expectation of “A” grades, but that is not unusual for graduate 

students.  Actually, about one-third of the students received a “B+.”  90.9% rated the 

course “of similar difficulty” to other classes, only 9.1% said it was “easier.”  This is 

also substantial since their other courses are reading and writing intensive literature 

courses.  They really have no “easy” courses.   

        More enlightening though than the numbers were the comments, which were 

rendered anonymously.  One student wrote they were “no longer afraid of grammar and 

had a “better understanding.”  Another student indicated that s/he has a 

 

        Firm grasp of grammar from a structural linguistics perspective, and --- probably  

        more important--- how to teach grammar from K to post graduate.  We learned  

        quite a number of excellent approaches and strategies.  (Course Evaluation) 
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Another said, “I really enjoyed the class discussions.  I will incorporate many things I 

have learned into my own teaching experiences.  You taught grammar with a no 

pressure attitude, and I really valued that quality.”  There were several comments, in 

fact, delineating the “excellence of context,” the delight that a “dry subject could be 

fun” and the “focused criticism/feedback.”  Naturally, there were a couple of negative 

comments as well.  However, those seemed to be more about me personally than the 

course.  One student expressed frustration in feeling overwhelmed since s/he was “not a 

teacher.”  I know from email correspondence that a couple of students were concerned 

about their grades.  I believe given the length and nature of the two more negative 

comments that this was the case.                    

            

Innovation or Dissemination? 

        In response to their introduction to content-based instruction (CBI), California 

Baptist University graduate student / teachers generated their own lesson plans and 

grammar teaching philosophies that sought to build upon methods and approach to 

grammar instruction discussed in the course.  The grammar pedagogy covered in the 

course was fresh, inspiring, and seemingly innovative because the approach and 

methods were previously unknown to the teachers.  This was due, in part, to 

insufficient dissemination of these practices through the educational system.  Instead, 

schools typically cling to traditional but ineffective methods involving drill and 

teaching the textbook which render instruction that cheats toward teaching to the 

standardized test.  This graduate course on teaching grammar in context was fun and 

exciting as well as instructive because the students were willing to open their minds and 

hearts to it and try out the ideas they learned.  Many of the concepts from this course 

have been put into practice by the graduate students / teachers, and new ideas are being 

created from the results.   
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        The course textbook for this class was Constance Weaver’s Lessons to Share on 

Teaching Grammar in Context and  Kolln and Funk’s Understanding English 

Grammar ( 7th edition).  Used in tandem, the books provided good balance.  Kolln is a 

brilliant structuralist who knows grammar inside and out and can explain it well.  This 

book is a fairly new edition, published in 2006.  However, the better book, in my 

opinion, and what made this class so interesting and fun were the lesson plan ideas in 

Weaver’s Lessons to Share.   Ironically, this book is not so new, published in 1998. 

The book was so old that I hesitated to use it in class.  Now, I heartily recommend it to 

all education majors.  I am rarely so enthusiastic about a textbook.     

        Ironically, perhaps, the “old” ideas in this book are relatively “new” to the 

students.  Interestingly, innovative ideas seem to be slowly disseminated in education.  

Why is that?  This will be a greater question to explore at the conference.  For example, 

I noticed that many of the authors collected by Weaver, who edited this book, indicated 

that process writing theory had reached their elementary and secondary schools in the 

1980’s and 1990’s.  That made me chuckle since process writing has been on college 

campuses since the 1960’s.  What takes so long for good ideas to get around?   

        There were many “innovative” ideas Lessons to Share such as “Image Grammar;” 

teaching mini-lessons to promote student revision; teaching grammar in the context of 

writing; and sentence composing, just to name a few.  Many of these concepts were 

“new” to our students though they were M.A. students with years of professional 

experience in education.  Yet, many were still teaching traditional drill type grammar 

exercises and unreflectively obtaining most of their teaching lessons straight out of a 

dry textbook from an unimaginative curriculum prior to taking this course.  Better ideas 

are out there; improved grammar instruction is more of a matter of dissemination than 

innovation in my perspective.       
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Conclusion 
 

       The problem with creating effective grammar pedagogy is one of overreliance on 

old, familiar, comfortable, but ineffective methodology.  As Gardner (1993) has 

instructed us, everyone has their own talents, interests, learning styles, and, yes, 

intelligences.  In the 21st century, we must appeal to as many students as we can to be 

effective practitioners of the art of teaching.  “New” ideas are out there already waiting 

for us.  The problem, then, is not so much one of innovation but dissemination.  We 

need to be willing to learn from established schools of thought in naturalistic language 

acquisition and process composition theory to form a meaningful, content-based 

grammar instruction that goes beyond mere drill exercises and teaching textbooks.  We 

need to teach children and adult learners in ways that motivate, captivate their attention, 

and help them to see the function, meaning, and purpose behind tired old prescriptive 

concepts of grammar in order to be successful in our profession.  
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Appendix A 

California Baptist University 
Deron Walker, Ph.D.  

English 540  Teaching Grammar in Context 
W 4-6  Spring 2006    James 263 

 
“I am the vine, ye are the branches: He that abideth in me and I in him, the same 
bringeth forth much fruit:  for without me ye can do nothing.”  (John 15:5, KJV) 
                                          
Office phone: (951) 343-4652                               E-mail: deronsounghwa@yahoo.com 
Office Hours: T & R: 3:30-5:30; W 11:45-3:45   Office:  281 James Bldg.  
 
 Purpose of the Course 
This graduate seminar builds upon knowledge gained in courses such as ENG 463 
Linguistics and ENG 475 Language Acquisition which provide the student with basic 
understanding of language components and their function. This course will take a more 
in depth look at grammar from a linguistic perspective. The purpose of this course is 
twofold: 1) provide students with a sound knowledge of English grammar from a 
linguistic perspective, and 2) equip students with an understanding of the relationship 
between the linguistic and grammatical approaches to language. Ultimately, students 
will be able to apply their linguistic understanding to the teaching of grammar as 
prescribed by the California State Framework for English or to any other application 
appropriate to their profession. 
 
Course Description 
Understanding Grammar in Context will provide a practical, hands-on approach to the 
study of English grammar and the application of the acquired knowledge of grammar to 
the classroom setting or other professional setting. It will be assumed that few, if any, 
students have had a thorough, formal study of English grammar. The approach will 
seek to present models for application in the literature-based curriculum prescribed by 
the California State Framework in English. Students will complete numerous in class 
exercises as well as independent work outside of class for presentation in discussion at 
subsequent class meetings.    
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Required Textbooks: 
Kolln, Martha, & Robert Funk. Understanding English Grammar, 7th edition. Needham 

Heights,  MA:    Allyn & Bacon, 2006.   
Weaver, Constance. Lessons to Share on Teaching Grammar in Context.  Portsmouth,   
            NH: Heinemann, 1998. 
   
Objectives: Students who successfully complete this course will  
 
1) distinguish between the descriptive and prescriptive approaches to grammar and 

assess the appropriateness of each in a given context;  
 

2) identify variations in usage based on regional, social, and cultural factors and 
examine the role of culture, dialect, and identity on language use;  

 
3) apply knowledge of the various semantic and syntactic components of English in 

their analyses of English language structure;  
 
4) compare linguistic analysis of English language structure to traditional grammatical 

analysis (sentence diagramming, etc.);  
 
5) research and develop an informed position on the role of grammar instruction in the 

secondary classroom;  
 
6) develop age-appropriate ways to integrate grammar in a literature-based curriculum 

following state framework;  
 
7) discuss the role of grammar instruction in the bilingual classroom;  
 
8) develop an informed position on the issue of correctness versus usage and cultural   
            variance;  
 
9) evaluate the role and effectiveness of a variety of software programs related to 

language use, and examine the impact of the use of the program on the grading 
process;  

 
10) apply knowledge of grammar and work style to grading student essays.   
 
Course requirements: 
 
Class Attendance & Participation:  Attend class having completed readings in 

advance so that you are fully ready to participate in class discussions and 
activities.  Complete practice exercises as needed, all assigned exercises for 
UEG and assigned TCG activities.  It is further recommended that you compile 
a personal “Grammar Notebook” which will serve as a reference to concepts of 
particular interest (or weakness) in the class.  (200) 
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Technology Review:  Evaluate  editing software and discuss grading and ethical 
implications of its use in a 3-5 page paper or review a website for some aspect 
of grammar in a 3-5 page paper. (200) 

 
Unit & Lesson Plan:  Present an overview of a two-week unit plan which integrates 
literature or writing and the teaching of grammar concepts (100) and present one lesson 
plan from the unit (100).  Students not interested in the teaching profession may work 
with the instructor to develop an appropriate alternative to this assignment.  (200 total) 
 
Writing Feedback:  Grade and analyze student writing or writing appropriate to the 
student’s field.  (200)  Write a 2-4 page rationale explaining your feedback response. 
 
Philosophy of Grammar:  Write a 3-5 page position paper on a personal philosophy of 
teaching and learning grammar.  (200) 
 

Course Calendar 
 
Week 1  Course Introduction   UEG CH1  
 
Week 2  UEG CH2 - Sentence Patterns;  TGC CH1 How Language is Learned  
 
Week 3  UEG CH7- Noun Phrase Functions;  UEG CH 13 – Pronouns; TGC CH 3 
“Dora Learns to Write…”   
 
Week 4  UEG CH 3 - Expanding the Main Verb;  TGC CH 4 Teaching Writing and 
Grammar in Context   
 
Week 5   UEG CH 4 - Transforming Basic Patterns;  TGC CH 5 Facilitating the use of 
Description---and Grammar Technology Reviews Due  
 
Week 6  UEG CH 6 - Modifiers of the Noun: Adjectivals;  TGC CH 6 Using Mini-
lessons to Promote Student Revision   
 
Week 7  UEG CH 5 - Modifiers of the Verb: Adverbials;  TGC Ch 7 When Grammar 
Matters:  Guiding Students through Revision   
 
Week 8  UEG CH 8 - Sentence Modifiers; TGC CH 8 Learning to Use Grammar with 
Precision Through Editing Conferences  
 
Week 9  UEG CH 9 – Coordination;  TGC CH 9 Developing Correctness in Student 
writing:  Alternatives to the Error Hunt  
 
 
Week 10  UEG CH 11 - Form Classes; UEG CH 12 - Structure Classes.  TGC Ch 10 
Image Grammar  
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Week 11  UEG 14 - Rhetorical Grammar; TGC CH  11 Sentence Composing:  Notes on  
a New Rhetoric;  TGC Ch 12 Breaking the Rules in Style  Unit & Lesson plans Due 
 
Week 12  Seminar & Readings on Written Feedback (TBD)  
 
Week 13  TGC  Ebonics Issues CH 13 & 14  Written Feedback Assignments Due  
 
Week 14  TGC  ESL Issues CH 15 & 16  Philosophy papers Due  
 
Week 15  Finals week   
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New Directions for Contrastive Rhetoric Research:  Pedagogical 
Practicality for East-Asian Writers 

Deron Walker, Ph.D.  
California Baptist University, U.S.A. 

 
Abstract 

 
This paper titled “New Directions for Contrastive Rhetoric Research:  Pedagogical  
Practicality for East-Asian Writers” is offered in response to a glaring problem in the  
field of intercultural rhetorical studies.  While contrastive rhetoric has made 
significant theoretical gains and breadth, after forty years of study, there remains a 
paucity of research on practical pedagogical methods for incorporating  
contrastive rhetoric-oriented writing instruction into the English as a Foreign 
Language (EFL) basic academic writing classrooms where it is most needed.  
Primarily concerned with East-Asian (Korean, Chinese, and Japanese) English as a 
Foreign Language (EFL) university students, this paper seeks to build upon a 
substantial body of research that indicates both the need for contrastive rhetoric-
oriented  writing instruction and the current lack thereof in the multitude of academic 
writing courses that prepare East-Asian students to write academic essays in English 
(Chu, Swaffar, & Charnay, 2002; Eggington, 1987; Flowerdew, 2002; Hinds, 1983, 
1987, 1990; Kaplan, 1966; Liebman, 1988; Matalene, 1985; Reid, 1989; Shen, 1989; 
Walker, 2004, 2005, 2006a, Yang, 2004; Yoshimura, 2002).         
       Much of the current research in contrastive rhetoric instruction is concerned with  
refining theories of culture (Atkinson, 2004) and approaches to research (Connor, 
2004).  These are positive developments, indeed.  Notwithstanding, after forty years of  
research, more effort needs to be taken to implement what we already know about 
intercultural communication and contrastive rhetoric into the classroom.  This paper  
examines 3 different studies that have  implemented contrastive rhetoric-oriented 
writing discussion into English composition classrooms: the first emphasizes 
ethnography in an ESL setting; the second focuses on the delivery of contrastive-
rhetoric instruction in the native language; and, finally, the third provides an 
ethnographic approach to contrastive-rhetoric writing instruction that reinforces the 
pedagogy with teacher conferencing and peer response activities.  The result will be 
to synthesize what we know about these issues theoretically and make specific 
suggestions for more cross-culturally effective writing instruction, especially 
applicable with East-Asian EFL university students. 
  

       Forty years ago, Kaplan (1966) introduced the field of contrastive rhetoric with 

his seminal work, “Cultural Though Patterns in Intercultural Education.”  After 

analyzing 600 essays, Kaplan identified general rhetorical patterns used in academic 

writing for five different culture groups.  Kaplan concluded, further, that Asian 

writers, who he labeled “Oriental,” tended to write academic essays in an indirect 

pattern.  English rhetoric, according to Kaplan, followed a direct pattern that he called 

“linear.”  While Kaplan’s categorizations shed a certain amount of light on cross-
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cultural rhetorical differences, many questions raised by Kaplan’s work remained 

very controversial but largely unanswered.    

       While Kaplan’s term “Oriental” was clumsy and over-generalized, subsequent 

research in EFL writing has supported the finding that East-Asian writers in China 

(Chu, Swaffar, and Charnay, 2002; Matalene, 1985; Shen, 1989) Japan (Hinds, 1983, 

1987, 1990; Mok, 1993; Yoshimura, 2002), and Korea (Eggington, 1987; Walker, 

2004, 2005, 2006a; Yang, 2004) do frequently write academic essays in rhetorical 

patterns that western audiences find excessively indirect.  This problem has been 

exacerbated because it has been observed in both Korea (Eggington, 1987) and Japan 

(Yoshimura, 2002) that very little explicit rhetorical instruction is implemented, even 

in the native language writing of students in these countries.  In Japan, it is further 

argued that students are seldom taught to write directly in English, but traditionally 

taught English composition courses are for translating Japanese into English (Okada, 

Okumura, Hirota, & Tokioka, 1995; Yoshimura, 2002).  

        Since rhetoric is typically not taught in either Japanese or English for either L1 

or L2 writing, Japanese students may struggle with basic features of English rhetoric 

such as thesis placement (much earlier in English than Japanese---See Appendix A).  

Eggington (1987) noted the same phenomenon in Korea, namely a lack of rhetorical 

instruction, even in Korean writing classes at the secondary and tertiary levels.    

Eggington (1987) wrote that the lack of rhetorical instruction in Korea hurts students 

in their abilities to write effective academic prose in both Korean and English.   

        Korean students who study overseas often suffer tremendous criticism from their 

English teachers concerning the rhetorical features of their writing.  Without explicit 

instruction in rhetoric, those international students may eventually implicitly acquire 

and internalize the rhetorical features of English.  According to Eggington (1987), this 

becomes a problem when students return to Korea, write in an English rhetorical style 

in Korean, and suffer criticism for not writing well in Korean.  Raising awareness of 

such differences has been observed to have the potential for improving English 

academic writing ability to a significant degree in both Korea (Eggington, 1987; 

Walker, 2004; 2005, 2006a; Yang, 2004) and Japan (Yoshimura, 2002).       
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        Despite the clumsy over-generalizations of Kaplan’s (1966) pioneering article in 

the field of contrastive rhetoric, Kaplan’s original goal was pedagogically valuable.  

As Kaplan (1966, p. 4) put it, the academic English compositions of second language 

writers, even those writers of advanced English proficiency, “often seem out of focus” 

when first language (L1)  rhetorical patterns are transferred into their English writing.  

Kaplan (1966), then, despite the endless controversies surrounding contrastive 

rhetoric was primarily concerned with enabling second language writers to overcome 

negative transfer issues of rhetorical patterns that seem awkward to the English reader 

of academic English writing.  Unfortunately, Kaplan has spent much of the last forty 

years defending his original position.  Over twenty years after the original article, 

Kaplan (1988) states in his own words:  

 

        What was being sought…was some clear-cut unambiguous difference between  

        English and any other given language , the notion being that any such clear-cut  

        difference might provide the basis for pedagogical approaches that would 

        solve—within the normative academic space of one or two semesters---the 

        writing problems of speakers of other languages trying to learn to function in  

        written English in the peculiar constraints of tertiary-level education in the  

        United States. (p.278).     

 

The implications, then, of Kaplan’s work are clear.  Contrastive rhetoric-oriented 

writing instruction could have the potential to empower international students 

studying in the United States to write rhetorically improved English academic essays.  

By delineating patterns of rhetoric, Kaplan also hoped to overcome the stigmatizing 

assumptions that American educators typically make about the cognitive abilities of 

students who fail to meet their expectations.   

        At this time, I would like to say that I am well aware of the many criticisms of 

contrastive rhetoric.  For example, many ESL writing researchers in the United States 

have raised the concern that contrastive rhetoric may be misused to label, stereotype, 

or stigmatize students.  If misused, contrastive rhetoric could be distorted to make 

over-generalized assumptions about students’ L1 languages and cultures and ignore 

their individual differences (Kubota, 1997; 1998; Spack, 1997).   
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These are the most serious and valid concerns about contrastive rhetoric in my 

opinion.  Nevertheless, famous linguist Deborah Tannen (1985) has noted that some 

people object to any research that delineates cross-cultural differences since it may be 

viewed as stereotyping.  Notwithstanding, Tannen (1985) argued that ignoring these 

cultural differences leads to miscommunication and misunderstanding and to 

“discrimination of another sort.” (p. 212).   

        I have spent many years teaching English composition and writing intensive 

content courses at four different public and private universities and colleges in the 

United States and two more universities in South Korea.  Everywhere I have traveled, 

I have encountered the same rhetorical dilemmas among East-Asian students, often 

Koreans, who seem to be experiencing the types of negative transfer effects cited by 

Kaplan (1966).  Likewise, in the absence of contrastive rhetoric-oriented writing 

instruction, I have frequently observed the same stereotypical, speculative responses 

that unduly stigmatize international students as being cognitively deficient and 

incapable of critical thinking when these students fail to meet their instructors’ 

rhetorical expectations in English as they often do.  The study of intercultural rhetoric, 

as it is now being termed, holds great potential for raising awareness among both 

second language writers and instructors concerning cross-cultural rhetorical issues 

applicable to second language writing.   

        Delineating all of the criticisms and answering them would require far too much 

space than is available here. In a similar vein, although it is a very interesting topic, it 

is beyond the scope of this paper to fully expound on all of the ways in which 

contrastive rhetoric impacts second language reading and writing.  Rich discussions 

of these issues may be found in several sources already in print (Atkinson, 2004; 

Casanave, 2004; Connor, 2002; 2004; Leki, 1992, 1997; Walker, 2004).   

        Whatever limitations and disappointments people may attribute to contrastive 

rhetoric, I believe that part of the problem is that the expectations for contrastive 

rhetoric have been set too high.  Many critics seem to be searching for the perfect 

method of teaching second language writing, the holy grail.  I would contend that like 

whole language reading instruction, which is also widely misunderstood in its 

application, it would be more helpful to think of contrastive rhetoric as an approach 

and not a specific method.  As Casanave (2004) reported in her chapter on the subject, 

not all of the tenets of the field are testable.  Contrastive rhetoric has always been a  
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“descriptive project.” (Casanave, 2004, p. 33)  Grabe and Kaplan (1996) explain  

 

        What is clear is that there are rhetorical differences in the written discourses of  

        several languages, and that those differences need to be brought to consciousness  

        before a writer can begin to understand what he or she must do in order to write  

        in a more native-like manner (or in a manner that is more acceptable to native  

        speakers of the target language). (p.198)   

 

       While I share the legitimate concerns of my ESL colleagues about stereotyping, I 

concur with Yoshimura (2002) that writing instruction that follows a contrastive 

rhetoric-orientation need not be a negative experience for students or make them feel 

bad about their L1 backgrounds.  I reach the same conclusion as Eggington (1987) 

and Yoshimura (2002) have about English composition in Korea and Japan, 

respectively.  Rhetorical style is bidirectional, neither superior nor inferior, and must 

focus on audience expectations (Walker, 2004, 2005, 2006a).  Thus,  an American 

writing in Korean or Japanese would need to write in a Korean or Japanese style of 

rhetoric in order to be an effective writer in that language.  Reading theorists inform 

us that rhetorical style of academic writing is not only a preference but also a factor 

that powerfully impacts reading comprehension (Chu, Swaffar, and Charnay, 2002; 

Eggington, 1987).   

        I also agree with Yoshimura (2002) that contrastive rhetoric instruction may be 

more important in EFL settings where students have far fewer chances to practice the 

language and immerse themselves in the target culture.  Moreover, teachers in ESL 

settings have too many students from divergent backgrounds and might find it too 

difficult to deliver contrastive rhetoric-oriented instruction effectively.  Nevertheless, 

in the following paper I will present three models of contrastive rhetoric-oriented 

writing instruction that have produced promising results:  one ESL and two EFL.              
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New Directions and Pedagogical Practicality 

        Two leading scholars in intercultural communication, Connor (2004) and 

Atkinson (2004) have recently asserted that contrastive rhetoric research needs to be 

more context sensitive, go beyond text analysis, and include increasingly complex and 

dynamic definitions of culture.  Notwithstanding, neither of these leading scholars 

provide much in the way of specific direction for teaching a contrastive rhetoric-

oriented academic essay writing, especially in East-Asian contexts.  Connor (2004) 

states, “EAP classes teach other types of writing besides the student essay writing 

required in college classes.” (p. 293).  Connor (2004) is more focused on specialized 

English for Specific Purposes (ESP) courses such as business letter writing and grant 

proposal writing.  Connor’s interests in English for Academic Purposes (EAP) writing 

contexts are also quite advanced as well (composing research articles and reports).   

While it is laudatory that Connor suggests approaches beyond those basic writing 

courses that teach English academic essay writing, many English for Academic 

Purposes (EAP) courses, at least in EFL settings such as Korea, China, and Japan, are 

in fact concerned with teaching students to do the kind of academic, expository 

writing required in college essays.  Those are very important classes and should not 

be overlooked.   

        Atkinson’s work (2004) is, in his own words, “unapologetically theoretical” 

(p.278) and makes no attempt to situate contrastive rhetoric in practical pedagogical 

terms.  Because of the previously cited paucity of practical, pedagogically-applicable, 

contrastive-rhetoric oriented research in EFL settings for academic, expository 

writing classes, this article will be “unapologetically pedagogical.”  Nevertheless, 

both of the aforementioned researchers offer some broad methodological guidelines 

that are helpful.  Atkinson (2004) and Connor (2004) both remind us of the 

complexity of culture and caution us against adopting a received view of culture that 

focuses only on “big” culture (national/ethnic).   

        Atkinson (2004) echoes Matsuda (1997) and spells out the need for adapting a 

more dynamic concept of culture, reminding us of the many cultural influences 

affecting an individual’s complex personality:  youth culture, professional culture, 

and classroom culture, in addition to national culture.  Connor (2004) offers more in  
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terms of practical methodological guidelines for research in contrastive rhetoric that 

may have pragmatic application in composition classrooms.  Specifically, Connor 

(2004) recommends both quantitative and qualitative methods be used.  Indeed, 

naturalistic/ethnographic approaches seem well suited for exploring the complexity of 

cross-cultural communication, taking a dynamic approach to culture, and remaining 

context sensitive.  Liebman (1988) conducted such a naturalistic study where she 

turned her students into ethnographers as they responded directly to Kaplan’s (1966) 

original assertions about rhetorical differences among culture groups with impressive 

results that were balanced and insightful.         

        In previous contrastive rhetoric research, I have combined text analysis (rating 

student essays) with quantitative (statistical analysis of ratings) and naturalistic 

measures (interview and observation) (Walker, 2004, 2005, 2006a) to study the 

effects of contrastive-rhetoric oriented writing instruction in classes at Handong 

Global University in Pohang, South Korea.  In this study, I employed teacher 

conferencing and peer response to reinforce contrastive-rhetoric oriented writing 

instruction as the teaching treatment.  The control group received contrastive-rhetoric 

oriented instruction through lecture and class discussion only.  In that study, low level 

learners in the experimental group (scoring <3.5 on a 7-point scale on the pretest) 

improved their essay writing to a significantly greater degree than did low level 

writers in the control group as measured by posttest results.  Interviews with 

classroom teachers in the study and observations of the classroom environment 

supported the conclusion that the teaching treatment had been successful. 

        In the following section, I will introduce three models of research that have 

successfully employed contrastive rhetoric in classroom situations.  The first model is 

describes an ESL setting.  The latter two discuss different EFL settings in East-Asia.  

The final model is described at much greater length because it is the most recent study 

of the three and my own work.      
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Three Classroom Research Models 
 

Liebman’s ESL Ethnography 

       Connor’s (2004) call for ethnographic study was not an original idea.  It echoes 

the work of Liebman (1988), who turned her students into ethnographers in revisiting  

and critiquing Kaplan’s original article in contrastive rhetoric approximately twenty 

years ago.  Liebman (1988) was both researcher and participant in her naturalistic 

inquiry where she turned two freshman writing classes, one native English Speaking 

(NES) and one English as a Second language (ESL), into researcher-participants as 

well.  Liebman’s classes explored “whether different communities have different 

rhetorics, and if so, how they differed” (1988, p 7) by doing five formal writing 

assignments on intercultural communication that included a summary of Kaplan’s 

(1966) article and a second paper either supporting or critiquing his views.   

        The student ethnographers in this study reached mixed conclusions that neither 

confirmed nor denied the tenets of contrastive rhetoric conclusively, but seemed to 

enlarge all participants’ vision of it, even Liebman’s (1988).  In fact, many students 

were supportive of Kaplan’s (1966) ideas.  Most notably, it is interesting that all three 

Japanese students in Liebman’s (1988) study confirmed the indirectness of Japanese 

rhetoric.  All three students indicated that indirectness was taught in Japanese, 

attaching it to Japanese notions of politeness.  One student, Junko Tanaka, elaborated, 

“[The Japanese] prefer to be modest and polite, what we call the old-fashioned way.” 

(Liebman, 1988, p. 10)  These cultural and historical explanations of Japanese 

academic writing conventions were consistent with what researchers have said about 

Japanese (Hinds, 1983, 1987, 1990; Yoshimura, 2002), Chinese (Matalene, 1985; 

Shen, 1989), and Korean (Eggington, 1987, Walker, 2005, 2006a) compared to 

American English conventions of academic rhetoric.   
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Nevertheless, students were not unequivocal in their support of Kaplan’s work (1966) 

but expressed many feelings of ambivalence about Kaplan’s conclusions.  One 

student, Kazumi Mase, summed up the complexity of the topic well: 

 

        My first idea [when reading about Kaplan] about linguistics was that a person  

        that doesn’t speak a language can never understand the structure of that language.   

        However, as I’ve done my research I understand that my idea about the language  

        was wrong.  Although I’ve been speaking Japanese more than twenty years, I  

        had never noticed that Japanese was such an indirect language until I  

        researched it by myself.  (Liebman, 1988, p. 11) 

 

This is the type of response that I have often heard over the years whenever 

discussing the topic of intercultural rhetoric.  Students or educators often become 

angry if they believe their languages or cultures are bring criticized or stereotyped as 

one might expect.  Notwithstanding, if engaged in lengthy, thought-provoking 

student-centered study, students will often acknowledge, even appreciate that 

important differences do exist between the different rhetorical communities     

(Walker, 2005, 2006a).  These rhetorical differences not only hold implications for 

our audience preferences for writing styles but the differences in audience rhetorical 

expectation often leads to interference in reading comprehension as well (Chu, 

Swaffar, and Charnay, 2002; Eggington, 1987; Walker, 2006b).  Interestingly, many 

Arabic students agreed with Kaplan that their rhetoric was full of parallel structure as 

Kaplan (1966) had suggested of the Middle East, using the Bible as an example.  One 

of Liebman’s (1988) Arabic students attributed this parallelism and coordination of 

ideas to the influence of the Quran on his writing.   

        Conversely, many students voiced at least some disagreement with Kaplan 

(1966) in some way: half of the ESL students and two-thirds of NES students 

dissented to some extent.  Liebman (1988) indicated that many of these students 

basically agreed with Kaplan but took some exception to some of his methods and 

ideas.  Largely, the students’ criticisms are similar to those voiced by Kaplan’s (1966) 

scholarly critics contending that his original ideas concerning contrastive rhetoric 

were over-generalized, too simplistic, product-centered, and more indicative of ideal 

rather than student writing.  
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        It also seems noteworthy that significantly more NES students were critical of 

Kaplan (1966) than ESL students.  This is often the case among educators, too.  It is 

often the ESL teachers who are most skeptical and critical of contrastive rhetoric 

theory (Walker, 2005, 2006a; Yoshimura, 2002).  ESL teacher skepticism and the 

NES student skepticism in Liebman’s (1988) study may derive from being exposed to 

many different language and culture backgrounds in the same class so that L1 

rhetorical patterns are difficult to identify and even harder to try to comprehend.  Such 

skepticism may also be attributable to American ethnocentric thinking in that 

Americans have been described as overestimating individualism in themselves and 

others (Kohls, 1995).  Furthermore, criticism of contrastive rhetoric has also been 

recently attributed to a heavy influence of postmodernist thinking (Atkinson 2004; 

Connor, 2004) that treats generalizations of culture with great suspicion. 

        At last, although the results are mixed, Liebman (1988) stated that even though 

she began the ethnography with a “negative view toward contrastive rhetoric” (p.16) 

that she concluded the study with the ability to see contrastive rhetoric as “a powerful 

and informative concept.” (p. 16)  Despite allowing her “own perspective [to] creep in, 

for so many of the papers do reflect [her] opinion” (p. 16) Liebman (1988) concluded 

that the students in her classes had benefited substantially from this ethnographic 

approach to their writing classes and the further sharing of their ideas in teacher 

conferences.  Liebman’s method of employing ethnography and teacher conferencing 

would significantly influence my own quasi-experimental classroom study of 

contrastive rhetoric-oriented writing instruction sixteen years later (Walker, 2004, 

2005, 2006a, (in review).  Notwithstanding, even after all of these years, very few 

pedagogical studies in intercultural rhetoric exist using ethnography or any other 

method.    
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Yoshimura’s EFL study in Japan 

        One of very few pedagogically relevant studies of contrastive rhetoric in East-

Asia was conducted by a Japanese researcher named Toshiko Yoshimura (2002) 

at a private university with non-English majors.  The researcher divided his subjects 

into three groups:  one control and two experimental.  One of the experimental groups 

wrote directly in Japanese and translated their compositions into English.  The other  

treatment group wrote directly in English.  Interestingly, Yoshimura (2002) believed 

that contrastive rhetoric-oriented instruction would best be delivered in Japanese.  

Thus, the author made sure both experimental groups received explicit instruction 

concerning the differences between Japanese and English rhetorical patterns and 

audience expectations in their native language.   

        Yoshimura (2002) studied 105 subjects, 74 male and 31 female, from a variety of 

majors studying in required general English courses at Kyoto Sangyo University, a 

private university in Kyoto, Japan.  The researcher provided contrastive rhetoric-

oriented instruction in Japanese to both treatment groups.  One group then wrote in 

Japanese and translated their essays into English.  The other experimental group 

(E>E) wrote directly in English after receiving contrastive rhetoric-oriented  

instruction in Japanese.  The control group received no contrastive rhetoric-oriented 

instruction and simply translated their essays from Japanese into English.   

        The treatment consisted of regular, formal, explicit instruction in contrastive 

rhetoric and the employment of an intercultural, rhetorically-based conscious-raising 

activity as reinforcement.  Typically, in the conscious-raising activities, “good 

quality” American English essays were compared directly to Japanese student essays.  

Students, then, were to “find the gap” building on Schmidt’s (1993) work, which was 

primarily concerned with such awareness in oral language.  Yoshimura’s study (2002) 

applied Schmidt’s techniques to conscious-raising in terms of rhetorical awareness, a 

concept first ventured by Sengupta (1999).  This teaching treatment of contrastive 

rhetoric was further reinforced by writing practice.     
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        After one semester of instruction, all students were tested and both experimental 

groups improved their writing fluency, measured by total word production.  

Yoshimura (2002) found that both treatment groups made significant improvements 

in their writing.  The experimental groups improved in rhetorical proficiency and 

discourse level accuracy as rated by three judges.  The researcher concluded that the 

findings reported here supported previous research in the Japanese EFL setting 

(Mizuno, 1995; Otaki, 1996, 1999) that “indicate the beneficial effects of explicit 

classroom instruction in contrastive rhetoric.”  (Yoshimura, 2002, p. 120)   

        According to Yoshimura (2002), the treatment group that wrote directly in 

Japanese and then translated into English (J>E) made the most significant gains 

qualitatively in coherence.  This finding supported the work of Kobayashi and Rinnert 

(1992) who found that a higher level of writing production is achieved when low 

proficiency learners employ their L1 in the composition process.  Nevertheless, the 

experimental group that wrote directly in English (E>E) made the greatest 

improvement in fluency.  In certain areas such as coherence and fluency, the 

treatment group that started writing in Japanese improved more than the other one that 

wrote directly English.  Thus, Yoshimura (2002) found that the first language could 

facilitate positive transfer with contrastive rhetoric-oriented instruction as well as 

negative as other researchers have observed as well (Friedlander, 1990; Walker, 2005, 

2006a).  As Yoshimura (2002) explained: 

 

        The use of the L1 apparently apparently allowed the J>E group to more easily  

        assess their own work for the rhetorical features that had been taught by their  

        teacher….Although the E>E group received the same instruction in contrastive  

        rhetoric as the J>E group, the E>E group seemed to have more difficulty in  

        applying this knowledge. (p. 122)       

 

Yoshimura (2002) attributed the E>E group’s inability to apply contrastive rhetoric-

oriented writing instruction as well as the J>E group, in a qualitative sense, to their 

being so distracted by vocabulary and grammar development that they could not focus 

on rhetorical issues.  Furthermore, the researcher noted that the final English output of 

the J>E group was only slightly behind the group that wrote directly in English.   
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Yoshimura (2002) further deduced that this result stemmed from the fact that the J>E 

group spent their first 30 minutes translating saying, “their rate of writing English, 

once they got started, was considerably higher.” (p. 123)  After all, the J>E group, due 

to the translation process, only had half as much time to write in English as the E>E 

group (30 minutes).  Yoshimura (2002) elaborated that fluency, while important, was 

not the main goal of the study.        

        In a survey at the end of the study, Yoshimura’s subjects indicated that  

contrastive rhetoric-oriented writing instruction helped them to write more easily, 

start earlier, and produce more English of a higher quality.  Yoshimura (2002) 

expressed the belief that this result may be attributable, at least in part, to the lowering 

of the students’ affective filters (Krashen, 1982).  The researcher explained that at the 

beginning of the study students’ affective filters had been high due to their 

inexperience in L2 writing (Okada et al., 1995) and their previous “form-focused” 

instruction that had heightened their anxieties about making errors.  It seems that 

contrastive rhetoric-oriented writing instruction gave the students more confidence 

when writing in English, and, as a result, helped them to relax and write more 

effectively.   

        The implications of Yoshimura’s (2002) study are clear and important.  As other 

researchers have suggested (Connor, 1996, Walker, 2004, 2005, 2006a), contrastive 

rhetoric-oriented writing instruction can enable students to improve their writing 

effectiveness, their awareness of audience expectations in the target language, and 

their ability to avoid negative transfer from the L1 to the L2.  The other equally 

important implication of Yoshimura’s work is that writing instructors should not 

prohibit students from using their first language in their writing classes, as they often 

do.  The researcher pointed out that for low-proficiency learners, especially, the L1 

could be a significant source of both comfort and assistance in tackling the 

enormously complex task of brainstorming, organizing, developing, and revising a 

composition in a second language.  Thus, Yoshimura (2002) has significantly added 

to what we know about the potential for contrastive rhetoric-oriented composition 

pedagogy to be a powerful force in the EFL writing classroom in East-Asia.             
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Walker’s Korean Contribution  

        The discussion of this classroom research model will be the most lengthy 

because it is my own research and the most recent of the three studies.  Hence, I am 

most knowledgeable about this study, and it is a timely topic.  In this study,  I have 

combined text analysis (rating student essays) with quantitative (statistical analysis of 

ratings) and naturalistic measures (interview and observation) (Walker, 2004, 2005, 

2006a) to study the effects of contrastive-rhetoric oriented writing instruction in 

classes at Handong Global University in Pohang, South Korea.  I also employed using 

teacher conferencing and peer response to reinforce contrastive-rhetoric oriented 

writing instruction as the teaching treatment.  The control group received contrastive-

rhetoric-oriented instruction through lecture and class discussion only.  In this study, 

low level learners in the experimental group (scoring <3.5 on a 7-point scale on the 

pretest) improved their essay writing to a significantly greater degree than did low 

level writers in the control group as measured by posttest results.  Interviews with 

classroom teachers in the study and observations of the classroom environment 

further supported the conclusion that the teaching treatment had been successful.                

 

Method 

 
        This study in contrastive rhetoric teaching methods for EFL university students 

was conducted at Handong Global University in Pohang, South Korea.  Sixty-five 

undergraduate students from all different majors who were taking the core writing 

course, English Grammar and Composition (EGC), participated in this quasi-

experimental study of contrastive rhetoric teaching methods.  These students were 

tested on their ability to write English academic essays before (pretest) and after 

(posttest---See Appendix B for specific writing prompts) receiving a semester’s worth 

of English composition instruction that included contrastive rhetoric as a focus.   

        The experimental group (29 subjects) received contrastive rhetoric instruction in 

teacher conferencing and peer response activities, in addition to obtaining it in lecture, 

class discussions, and written feedback on essays.  The control group (36 students) 

received contrastive rhetoric instruction only in lecture, class discussions,  and written 

feedback on essays.  The experimental group (29 students) consisted of 16 males and  
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13 females averaging 20.8 years of age and 7.34 years of studying English.  Three of 

the experimental group subjects reported having studied English overseas for a period 

of 16 years total for the group.  On the other hand, the control group was made up of 

15 males and 21 females, averaged 21.3 years of age, who reported having studied 

English for an average of 9.11 years.  Twelve control group students had studied 

English overseas for a sum total of 18 years and one month.  No significant effects 

were observed related to age, gender, or previous English study, domestic or overseas.       

        The student essays were rated on a seven point scale adapted from one similar to 

what is used to rate the Test of English as a Foreign Language (TOEFL) essays (See 

Appendix C), but modified to focus on the rhetorical value of an essay as judged by 

three raters who were experienced EFL professors.  The inter-rater reliability 

coefficients for the ratings of the student essays used in this study were .72 for both 

pretest and posttest measures (Howell, 2002).  These inter-rater reliability ratings 

were considered adequate for establishing the reliability of the raters and rating scale 

used in this study as composition rating can be somewhat problematic in nature.  

        Three different Handong Global University instructors from the Department of 

Language Education volunteered to carry out the prescribed instruction in contrastive 

rhetoric in six writing classes.  Two of the instructors were female and one male.  All 

three of these instructors were experienced EFL professors who averaged 5 years of 

experience teaching English at universities in Korea.  One of the female instructors 

was fully bilingual, speaking both English and Korean.  The other two instructors 

were native English speakers with limited Korean proficiency.  Each instructor who 

implemented the study was given one experimental class and one control class but 

was not informed which class the experimenter considered to be the treatment group.  

The reason why each instructor taught both one experimental and one control class 

was to negate the potentially convoluting effects of personality variables.  After all, 

we all know that some teachers are simply more skilled than others.   
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Implementing CR Instruction 

        In this study, contrastive rhetoric-oriented instruction was implemented using a 

student-centered, naturalistic/ethnographic approach as recommended by Connor 

(2004) and implemented by Liebman (1988).  Succinctly stated, the writing 

instructors at Handong Global University conducted contrastive rhetoric-oriented 

instruction in the classroom with both experimental and control groups by lecturing 

and facilitating class discussions that delineated the rhetorical expectations of an 

American English academic audience.  Then, both rhetorical similarities and 

differences between the students’ first and second language academic writing and the 

expository compositions they were expected to produce in English essay writing were 

explored.  The rhetorical instruction was contrastive in the sense that students were 

repeatedly, specifically asked to compare the rhetorical style in which they composed 

academic essays in Korean with the way they wrote the same type of essays in 

English as a focal point of the instruction they received.  The ways in which students 

perceived their own expository academic writing in Korean and English were 

compared to the rhetorical expectations that would be demanded of them by academic 

English audiences.   

        The instructors started this process, as Liebman (1988) did, by introducing 

students to observations researchers have made about first language-influenced 

rhetorical patterns that have appeared in the English academic essays of East-Asian 

writers (Appendix A), in general,  sometimes referred to as received notions of culture 

(Atkinson, 2004).  Students were then requested to analyze and evaluate the 

applicability of those observations in relation to their own writing.  In other words, 

students were asked if those features of rhetoric that have been identified by 

researchers as being a general part of Korean academic writing culture were taught to 

them by their Korean writing instructors.   

        Students were also asked whether or not those features of rhetoric appear in 

either their own Korean or English academic writing.  The aforementioned cross-

cultural comparisons of rhetoric were performed in terms of direct versus indirect 

statement of the thesis and discussion of the topic; general to specific or specific to 

general topic development; emphasis on functionality of the text versus concerns for 

politeness and artistry.  In the preceding pairs, the former terms are generally  
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identified as conventions of American English rhetoric while the latter are often 

viewed as rhetorical preferences among East-Asian academic audiences.  Moreover, 

intercultural rhetorical comparisons were also made regarding standards of evidence 

demanded and how they might be different between cultures; reader-friendliness or 

writer-based typology; and the role of authority and value of old versus new sources 

in academic writing.  See Appendix A for a comprehensive list of contrastive 

rhetorical features for East-Asian and American English expository academic essay 

writing that were discussed in this study.   

        It was determined that it would be helpful to begin class discussions with both 

experimental and control group students with generalizations concerning the 

rhetorical differences in academic prose as a starting point to initiate student-centered 

dialogue in intercultural rhetoric.  This student-centered dialogue about intercultural 

rhetoric, then, served as a framework for inspiring critical thought regarding potential 

L1 cultural differences in rhetoric that could influence second language writing.  

Nevertheless, it was also deemed important, as it was in Liebman’s study (1988), to 

allow students the opportunity to either agree with or debate the findings of the 

research since not all individuals from a culture group write in precisely the same 

rhetorical style despite whatever generalities may exist for that group.  Individual 

variability in rhetorical writing was recognized and valued in this study since, as 

Atkinson (2004) put it, we are all influenced by our social systems but our behavior is 

not passively determined by them.  We are both influenced by our received ideas of 

culture, and culture is also dynamic in that we can influence our cultures somewhat as 

well. 

        Meanwhile, in addition to contrastive rhetoric-oriented class discussions, the 

experimental group received the teaching treatment of contrastive rhetoric-oriented 

discussions in both peer response activities and teacher conferencing sessions.  

During the teacher conferencing sessions, course instructors used the checklist found 

in Appendix D to focus their three teacher conferencing sessions (one per essay) on 

contrastive rhetoric-oriented instruction with the experimental treatment group.  The 

underlined portions of the checklist in Appendix D reflect opportunities for making 

the discussions of the rhetoric found in students’ papers contrastive.  Instructors were 

trained and directed to make the discussions of rhetoric as intercultural as possible.   
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        When discussing student introductions, for instance, the instructors would ask 

students in the experimental group if the way in which they structured their thesis 

statements and/or introduction as a whole was different or the same in English as in 

Korean.  The instructors would then further ask what a Korean audience might expect 

in an academic paper’s introduction versus what the students had learned in their 

current classes about English academic audiences.  Moreover, if instructors observed 

any indirectness in the body paragraphs of any essays, they would ask the student if 

s/he felt any awkwardness about approaching the topic more directly.  Students were 

asked to compare how they would develop a similar argument in Korean or how the 

ways they had been taught how to write might contribute to any perceived 

indirectness in their English writing.   

        At last, students would be asked if their conclusions provided the type of closure 

that English academic audiences desire.  If a student’s conclusion was more open-

ended than ideal, s/he would be asked if that was the way in which s/he formed 

conclusions in his/her L1 academic writing.  In addition,  writing conferences would 

often discuss general strengths and weaknesses in students’ English academic essay 

writing compared to their Korean academic essay composition with a focus on  

whether or not the ideal way to write for the two distinct audiences was the same or 

different. 

 

Results 
         

Both research and control groups benefited from contrastive rhetoric instruction in 

their English composition courses as measured by improved essay scores from pretest 

to posttest.  However, the gain for the experimental group, overall, was not 

statistically significantly higher than the gain for the control group (p = .243).  The 

improvement, then, of both contrastive rhetoric groups was statistically equal overall.  

This may have been due to a “ceiling effect,” meaning that high level students (> 3.5 

pretest) made no significant improvement in their essay scores, regardless of group.  

This lack of improvement for high level students may have held down the 

improvement in overall scores (Walker, 2004, 2005, 2006a).  
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        Notwithstanding, the second research question of the study was whether or not 

low level students (< 3.5 pretest score on a 7-point scale) improved their essay writing 

as a result of the teaching treatment (reinforced contrastive rhetoric oriented-

instruction through teacher conferencing and peer response).  The improvement for 

low level students in the experimental group proved to be significantly higher than it 

was for the control group, who were rendered contrastive rhetoric instruction only 

through lecture and written feedback on essays.   

        The posttest mean score for the low level students in the experimental group was 

significantly higher (p<.05) than the posttest mean score for low level students in the 

control group when the posttest score differences were controlled for the covariate, 

which was the pretest score.  Actually, both the experimental and control groups of 

low level students receiving contrastive rhetoric-oriented instruction increased their 

mean scores from the pretest to the posttest.  The low level control group subjects that 

received contrastive rhetoric-oriented instruction only in lecture, class discussion, and 

written feedback on essays improved roughly three-fourths of one point on their mean 

essay scores from 2.39 to 3.16.  Nevertheless, the low level students in the 

experimental group who received contrastive rhetoric-oriented instruction in teacher 

conferencing and peer response activities in addition to class lecture, discussion, and 

essay feedback made significantly better gains, improving their mean essay scores 

more than one full point from 2.86 to 3.89.     

        The posttest mean score for low level students in the treatment group was 

statistically significantly higher (p = <.05) than the lower level students’ posttest 

mean scores were in the control group when the pretest scores were controlled for the 

covariate.  Although both experimental and control groups demonstrated noteworthy 

improvement in their essay scores from pretest to posttest, the lower ability level 

students’ increase in mean essay score was significantly larger (p = .043) in the 

experimental group when compared to the control group.  The results from this 

analysis of covariance (ANCOVA), then, suggest that the low level students in the 

treatment group benefited more from the contrastive rhetoric-oriented classroom 

writing instruction that was reinforced in teacher conferencing and peer response than 

did low level subjects in the control group who received contrastive rhetoric-oriented  
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discussion only in classroom lecture, discussion, and written feedback on essays 

(Walker, 2004, 2005, 2006a). 

        Moreover, analysis of variance (ANOVA) results for low level students  

indicated that the significance of the difference between the experimental and control 

Groups may be even more substantial than indicated by the ANCOVA results.   

 The significance between the mean differences in posttest essay results was even 

greater (p = .020) in the ANOVA for low level students when the pretest covariate, 

insignificant in the ANCOVA test (p = .666) was dropped from the model (Walker, 

2004, 2005, 2006a).  Since the covariate was insignificant in the ANCOVA, the 

ANOVA results may better reflect the effect of the teaching treatment.  In either event, 

both ANCOVA and ANOVA analyses both indicate that subjects in the low level 

treatment group improved their essay scores more than their peers in the control group 

classes.  

        These aforementioned results, then, beg the question:  How are teacher 

conferencing and peer response activities helpful in presenting contrastive rhetoric as 

a significant part of a university ESL/EFL writing curriculum?  This is the primary 

question addressed in this study.  Essentially, teacher conferencing and peer response 

activities seemed to be good vehicles for reinforcing the contrastive rhetoric-oriented 

instruction that students received during regular class discussion time.   

        Since teacher conferencing and peer response activities were performed in 

tandem, it  is impossible to verify statistically, without further research, which of the 

methods had the greater effect upon students or if the two working together produced 

the desired result.  Nevertheless, it is clear that the teaching treatment, using both 

teacher conferencing and peer response in tandem, as a means for reinforcing 

contrastive rhetoric-oriented instruction in class discussions, was effective, especially 

for helping low level students improve their academic essay writing as measured from 

the gains achieved from pretest to posttest.   

        In terms of the prior research cited in the literature review, observations the 

researcher performed during the study, comments made during the weekly meetings 

by the study’s classroom teachers and feedback received from students, one might  

tentatively venture that teacher conferencing may be the more effective technique for 

reinforcing contrastive rhetoric instruction delivered during lecture and classroom  
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discussion.  Peer response can also be effective as a teaching technique, but is more 

complicated to set up and employ and more inconsistent in the effectiveness of results.  

However, in this study, the two techniques were employed together as a teaching 

treatment.  Thus, which technique worked better or whether or not one single 

technique by itself would have been able to produce a statistically measurable 

improvement in academic essay writing cannot be determined without further study.   

        All of the rhetorical features observed in East-Asian academic writing as cited in 

Appendix A were introduced and compared to the rhetorical features of American-

English academic composition in this study.  Notwithstanding, the classroom 

instructors in this study progressively focused on an increasingly narrower array of 

student-centered contrastive issues according to the features of rhetoric that were most 

prevalent in their pupils’ writing and were of the greatest concern to students in class 

discussions.  In fact, the rhetorical features most prominently discussed and culturally 

compared and contrasted concerned the following:  directness versus indirectness in 

the thesis statement; location of the thesis (earlier versus later) in the text; directness 

versus indirectness in treatment of the topic; issues of politeness and sophistication 

versus efficiency and functionality of the text; and making a conclusion that fit the 

cultural expectations of English academic readers in terms of providing explicitly 

stated implications for the essay and closure.  Writing rhetorically appropriate thesis 

statements and conclusions were especially challenging for many students in this 

study, in terms of meeting the culturally-based rhetorical expectations of the target 

audience, as is often the case with Korean undergraduate students writing expository 

essays in English.  Korean student academic essay writing is often too indirect and 

open-ended for English audiences in terms of both thesis statements and conclusions.    

        The complexity of these rhetorical issues in an intercultural sense seemed to 

make the one-to-one interaction of teacher conferencing and interactive pair 

groupings of peer response ideal settings to further discuss rhetorical concepts and 

apply them to the students’ own writing.  For the control group, the contrastive 

rhetoric-oriented discussions stopped with class lecture, discussions and written 

feedback on essays.  Thus, it stands to reason that they would have gained less from 

contrastive rhetoric-oriented discussion that was not applied to their own writing and 

reinforced in the manner that it was with the experimental group.        
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        The researcher visited at least one teacher conference for every subject in the 

study.  In the experimental group, instructors typically asked students contrastive 

rhetoric-oriented questions about their papers that were underlined on a checklist that 

instructors used.  The contrastive rhetoric-oriented checklist that was used was based 

on the parameters of rhetoric for academic writing that researchers have observed as 

appearing prominently in the compositions of East-Asian writers of English 

(Appendix A).  These were the same parameters of intercultural rhetoric on which the 

class discussions, delineated at the beginning of this section, were initiated.  Thus, the 

teacher conferencing and peer response sessions employed in the experimental group 

effectively reinforced the contrastive rhetoric-oriented lectures and class discussions 

they had received.  These discussions were student-centered in the sense that the 

instructors asked the questions on the checklist in a contrastive manner as applicable 

to the rhetorical strengths   and weaknesses found on student essays.  Therefore, not 

every contrastive rhetoric-oriented question was asked of each student on every essay 

though each student usually received at least one or two such questions.  Many 

students in the experimental group often asked one or two rhetorically contrastive 

questions on their own after the instructor had initiated a discussion in intercultural 

rhetoric.                     

        In the control group, a non-contrastive checklist was used where instructors and 

students would discuss English rhetoric in non-contrastive terms.  In these situations 

instructors were careful to avoid any comparison of L1 and L2 writing unless students 

specifically and emphatically asked. Control group students very rarely asked the 

instructor for comparisons between Korean and English since they were not prompted 

or encouraged to do so whatsoever.     

        In peer response activities, class instructors similarly led contrastive rhetoric-

oriented discussions.  For peer response, students had rhetorical checklists that were 

similar to the one found in Appendix D except for the contrastive element.  In other 

words, these checklists from their textbook, Blueprints 2, covered the basics of 

English rhetoric, but made no attempt to scaffold principles of rhetoric in the target 

language with the students’ native language.  Therefore, when instructors held peer 

response activities for the classes in the treatment group, known to them as “Class B,”  

they wrote contrastive type questions on the board and emphasized that students  
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should discuss the similarities and differences of the rhetorical issues found in their 

books’ checklists in intercultural terms, comparing the similarities and differences 

between Korean and English.  For the control group, known to the instructors as 

“Class A,” each peer response session involved only discussion of English rhetoric 

without any attempt by the instructor to make the discussion intercultural in any way 

whatsoever.  

        Since the experiment was closely monitored in terms of randomly scheduled 

observations and weekly meetings with classroom teachers, the researcher could 

safely rule out the chance that the improvement in academic writing experienced by 

low level treatment group subjects was due to alternative explanations to the teaching 

treatment such as additional writing practice.  It is quite unlikely that the experimental 

group would have received any additional benefits that could have explained their 

improvement such as additional writing practice for the following reasons:  the same 

teachers taught both one experimental class and one control class, and the low level 

students were somewhat equal in ability.  Moreover, for an effect such as additional 

practice to have made a significant impact, it would have had to spontaneously occur 

in more than one treatment class but no control group classes.  No such variation in 

teaching technique or student response was observed by the researcher in his many 

observations.  Neither did classroom instructors report any variation in either teaching 

treatment or student behavior in their weekly meetings with the researcher either.           

 

Discussion 

 
        In this study, conducted at Handong Global University in South Korea, it was 

found that both experimental and control group students were able to improve the 

ratings of their academic essays when they received instruction that incorporated 

contrastive rhetoric-oriented pedagogy in a core curriculum writing class, English 

Grammar and Composition (the first writing but fourth English course in a core series 

of required credited English classes).  Moreover, lower level students in the study 

who received contrastive rhetoric-oriented instruction through teacher conferencing 

and peer response (experimental group), in addition to simply receiving contrastive 

rhetoric-oriented instruction through lecture and written feedback on essays alone 
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(control group), made significantly higher gains in their posttest essay scores, 

compared to their control group peers (Walker, 2004, 2005, 2006a).   

        Thus, this study on contrastive rhetoric teaching methods for EFL university 

students established the following:  1)  contrastive rhetoric instruction, taught even 

through the traditional composition methods of lecture and written feedback on essays 

(control group), can help students write better English academic essays; 2) the use of 

specific composition techniques such as teacher conferencing and peer response 

activities in tandem (teaching treatment) can significantly increase the improvement 

in students’ English academic essay writing, especially for lower level English 

composition students (Walker, 2004, 2005, 2006a).  The findings of this study are 

important because although the field of contrastive rhetoric is forty years old, few 

studies have been pedagogically-oriented in this field.  More studies are sorely needed 

that can harness the great pedagogical potential in intercultural rhetorical studies and 

substantiate the effectiveness of specific practical teaching techniques for 

incorporating contrastive rhetoric instruction into a university level English as a 

Foreign Language (EFL) writing curriculum.  

        Until this study, contrastive rhetoric instruction was still carrying the epitaphs of 

being “disappointing” and “limited” (Liebman, 1988, p. 7) and lacking in 

development and application to classroom instruction (Liebman, 1988; Matsuda, 

1997; Raimes, 1991; Walker, 2004, 2005, 2006a).  Casanave recently described it as a 

field “lodged” in a “quagmire” and as being still in its “infancy” (Casanave, 2004, p. 

41).  The lack of pedagogical progress is a bit perplexing for a field that has been in 

existence for forty years.  It is hoped that the findings of this study will reinvigorate 

discussions of contrastive rhetoric issues in the sense of making a contribution toward 

returning the field to reexamine its original purpose, enabling ESL/EFL students to 

write better English academic essays.  In the forty years since Kaplan’s original study, 

the field of contrastive rhetoric has spread throughout the world but, unfortunately, 

has had limited impact in the development of specific teaching techniques for using 

contrastive rhetoric oriented discussion to improve ESL/EFL student academic 

writing.  
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        This study’s main contribution is the finding that contrastive rhetoric-oriented 

writing instruction can be an integral part of a writing curriculum, especially when 

traditional lecture and written feedback are reinforced with innovative teaching 

techniques such as teacher conferencing and peer response. It is important to note that 

this effect bears great significance since it was the low level students, those needing 

improvement the most, who received the greatest benefit from the teaching treatment.  

The implication of this finding is even more noteworthy because a vast majority of 

ESL/EFL university level writing students may indeed enter their undergraduate 

writing courses as low level writers, as was true in this study (41 of 65 subjects were 

low level).  Succinctly stated, contrastive rhetoric-oriented writing instruction 

reinforced by teacher conferencing and peer response activities could be helpful to a 

majority of second language writing students in many contexts, as was the case at 

Handong Global University. 

 

Implications 

 
        Thus, the results of this study seemed to confirm the findings of L1 composition 

research on teacher conferencing, especially that it can help lower level students gain 

confidence (Oye, 1993).  These results also seem to concur with previous L1 

composition research on teacher conferencing that view it as a good forum for 

facilitating the improvement of higher order thinking skills (Carnicelli, 1980; Jacobs 

& Karliner, 1977; Oye, 1993; Patthey-Chavez & Ferris, 1997; Walker, 2004, 2005, 

2006a).  These results may also apply to second language writers of English as they 

discuss issues of contrastive rhetoric in their teacher conferences.  Notwithstanding, it 

should also be noted that a non-direct method should be used in teacher conferencing 

(Carnicelli, 1980; Jacobs & Karliner, 1977; Rogers, 1994; Walker, 2004, 2005, 

2006a; Walker & Elias, 1987), especially on such culturally sensitive issues as 

contrastive rhetoric.  It is my experience that teacher conferencing works better when 

students explore writing issues for themselves, and teachers mentor them through the 

process by facilitating the awareness of issues with thought-provoking questions, 

offering possible outcomes, and acting as facilitators or professional consultants. 

        The findings of this study further support the idea that taking an ethnographic 

approach to contrastive rhetoric, as Connor (2004) recently suggested, and initiating 

2007 HICE Proceedings 
Page 6352



 26

student-centered discussions of intercultural rhetoric can be an effective means of 

delivering writing English academic writing instruction to non-native writers of 

English.  This study confirms the finding that many EFL students will agree that their 

L1 rhetoric is different from English, and those differences may cause them difficulty 

when writing in English.  Nevertheless, it is important to remember to use a student-

centered, ethnographic approach since we know that not every writer will write with 

the same style of rhetoric that may be commonly found among people who share their 

L1 background.  Atkinson (2004) reminds us how complex culture is and that an 

individual’s school, youth culture, or other background factors may lead them to have 

different perceptions of culture and rhetoric than what is commonly reported as a 

general culture and rhetorical style of their national, ethnic, or language group in a 

global sense.   

        In summary, student-centered contrastive rhetoric-oriented writing instruction 

reinforced by teacher conferencing and peer response can help students in academic 

writing courses to be able to bridge the gap between the rhetorical expectations of 

their first language and culture with the expectations of the target audience when 

writing in English (Walker, 2004, 2005, 2006a; Yoshimura, 2002).  While a student-

centered implementation of contrastive rhetorical-oriented instruction with the 

aforementioned techniques requires some sophistication on the part of the practitioner, 

this study has demonstrated that it can be effectively performed by reasonably 

qualified personnel.  More pedagogically-focused study should be done in 

implementing contrastive rhetoric-oriented writing instruction at the university level, 

but this study should make a valuable contribution in that direction.   
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Appendix A 

 
Contrastive Rhetoric Features :  Some Observed Differences between 

East Asian and American English Expository Academic Essay 
Writing 

 
1. “Delayed entry of purpose” 
2.   Defining the thesis by what it is NOT  
3.   Insertion of seemingly unrelated sub-themes (without  transitions) 
4.   Lack of connection between points 
5.   Excessive indirectness or specific to general  Conclusions not specific, explicit, 
no closure: too open-ended) 
7.   Expository writing more “artistic,” “poetic” than  “functional”  
8.   Insufficient supporting evidence, consideration of multiple points of view, 
relies heavily on author experience 
9.   Reader friendly or writer-typology? 
10.  Writing that gives more deference to the distant past & authority  
 
(Chu, Swaffar, & Charnay, 2002; Eggington, 1987; Hinds, 1983, 1987, 1990; 
Kaplan,1966; Kobayashi, 1984; Matalene, 1985; Shen, 1989; Walker, 2004, 2005, 
2006a)  
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Appendix B 
 

Prompts Used in the Study 
 
Pretest prompt:  Do you think the Korean education system is mostly good or mostly 
not so good?  What causes the Korean education system to be the way it is (good or 
bad)?  
 
Write an essay explaining either 1) what you think causes the Korean education 
system to be either good or not so good OR  
 
2) what you think the effects are of the Korean education system on its students OR  
 
3) what you think causes the Korean education system to be the way it is and what 
you think the effects of the system are on its students?    
 
Posttest prompt:  Do you think arranged marriage is mostly good or not so good?  
What causes some Koreans to enter into arranged marriage?  Write an essay 
explaining either  
 
1)  what you think causes arranged marriage to be either bad or good OR  
 
2) what you think the effects of arranged marriage are for couples who enter into it 
OR  
 
3) what you think causes arranged marriage to be the way it is (good or bad) and what 
you think the effects are on the couples who enter into it.   
 
 
***Every effort was made to make the writing prompts as identical as possible so 
cause and effect essays were chosen on topic with which many Korean students 
would be familiar in order to present the fewest non-writing language and cultural 
difficulties as possible. 
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Appendix C 
 
The following rating scale was adapted from the TOEFL Essay Rating Scale for the 
purpose of rating the rhetorical value of English essays. An inter-rater reliability 
correlation coefficient of .72 was established between the three raters on all essay 
ratings using the scale below. 
 
Parameters 
 
7---- Essay does a superior job of addressing the prompt.  Controlling idea is 
exceptionally clear and well located.  The essay is extra-ordinarily well organized and 
developed.  Audience expectations are fully satisfied.  The overall rhetorical quality is 
outstanding, top-notch. 
 
6---- Effective (very) 
 
5---- Generally good 
 
4---- Adequate (passing) 
 
3---- Inadequate (deficient) (low ability) 
 
2---- Seriously deficient 
 
1---- Incoherent (non-essay) 
 
**** All criteria for 1-6 is the same as the parameters for a 7 point score with the 
substitution of the listed value “Effective,” “Generally Good,” etc. being the only 
difference.  
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Appendix D 
 

Teacher Conferencing Checklist with Contrastive Rhetoric 
 

*Underlined & italicized questions are considered to be contrastive rhetoric-oriented 
 
INTRODUCTION 

• Hook? 
• Clear thesis?  Stated early or delayed introduction of purpose? 
• How do you introduce your idea in Korean? 

 
BODY 

• Clear topic sentence and one main idea for each paragraph? 
• Do all of the body paragraphs related to and support the thesis? 
• Are there any subthemes that do not directly connect to the thesis?  If so, why 

are those there?  What purpose do they achieve?  Do you use indirect 
subthemes in Korean? 

• Unity within paragraphs?  Is there any indirectness within the paragraph where 
there should not be in an English essay? 

 
CONCLUSION 
 

• Does your successfully signal the end of the essay? 
• Does it introduce any new themes?  Is it direct enough for an English 

audience? Are your expectations & opinions directly stated? 
 
STRENGTHS  & WEAKNESSES 
 

• Do any of the problems in your essay reflect the differences between Korean 
and English writing conventions? 

• Does the way you write in Korean help you to write better in English in any 
way? 
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NIGHT-SCHOOL COLLEGE STUDENTS’ RESPONSES TO THE 

CLASS BLOG  
IN A CHILDREN’S LITERATURE CLASS 

 
Abstract 

This study is aimed to explore the night-school college students’ responses to the class 
blog (http://blog.sina.com.tw/f_2a/) from the perspectives of children literature 
learning and critical thinking.  Two research questions are: (1) How did the 
night-school college students relate the class blog to their learning about children’s 
literature? and (2) How did the night-school college students relate the class blog to the 
development of their critical thinking?  Data collection included a course evaluation 
questionnaire, the instructor’s journal entries, and the students’ reflection papers. The 
results of the study indicate that overall the students reported that the class blog 
significantly helped them enhance their children’s literature comprehension and critical 
thinking ability.  Further, a number of possible reasons have been listed to explain 
why plenty of respondents had neutral or negative attitudes toward the class blog from 
the perspectives of textbook comprehension and critical thinking.  Suggestions are 
made for interested teachers who are using or will use blogs; implications are produced 
for interested researchers to work on further studies pertaining to class blogs.   
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SELF-GUIDED BIBLIOTHERAPY:  
A CASE STUDY OF A TAIWANESE DOCTORAL STUDENT 

 
 

 
ABSTRACT 

 
The purpose of the study was to qualitatively investigate the process by which a 
Taiwanese doctoral student majoring in Chinese literature employed self-guided 
bibliotherapy to deal with his emotional difficulties related to identity conflicts.  The 
data collection included face-to-face interviews, transcripts of cell phone conversations, 
bibliotherapeutic materials, writings and mind mapping.  The researchers analyzed 
these data using a conceptual framework, The processes of identity maintenance, 
modification, and construction by Wang (2004).  This model was used to explicate 
how the participant first examined his initial identities and then generated new 
identities by moving through the three stages of bibliotherapy - identification, catharsis, 
and insight.  This study facilitates a better understanding of the role self-guided 
bibliotherapy played in resolving a Taiwanese doctoral student’s distress.  It also 
presents an opportunity for educators to critically think about how to foster students’ 
self-guided bibliotherapeutic energy on campus.  

 

Key words : self-guided bibliotherapy ; identification ; cathrasis ; insight ; literature ; 
identity 
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Teaching Translation and Interpretation 

 

Issues involved in teaching translation and interpretation are discussed in this 

study.   Actually, translation has been part of the work of the world since the New Stone 

Age, about 10,000 years ago.  Basic principles of translation actually could be extended 

to Roman writers in 1791.  However, training translator has taken placed only in the 

recent past.  Translating/interpreting is a relatively young profession.  Most translators 

and interpreters drift into that profession by chance.  Many still erroneously equate 

bilingualism with the ability to translate.  For both translators and interpreters, language 

proficiency is only the start point for professional work.  This profession requires truly 

qualified language specialist who not only know the language, have a grasp of the subject, 

and are cultivated, but also aware of all these options and are skilled in mediated verbal 

communication.   The translations are usually semantic, not communicative, because few 

translators are truly qualified language specialists.  Indeed, this profession is now 

becoming a discipline and incorporated into second language instruction at 

college/university level curriculum.  Communicative language teaching theory recognizes 

the importance of learning to handle foreign language internal transfer.  The objectives of 

this study aim to provide teaching approaches to promote such language transfer skills.   

Generally, students have little knowledge of current and international affairs or 

the history and culture of the countries whose languages they are learning.  However, 

they believe they can translate, but often make humorous jokes or embarrassing mistakes.  

They have no theoretical background to provide a frame of reference for further 
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professional training.  Teachers must help students to establish minimum competence 

levels of their linguistic skills, cultural knowledge, and global comprehension to help 

professionalize the field of translation and interpretation.   Discourse analysis is then 

described in greater detail for teaching essential skills of translating and interpreting to 

students.  Recommendations made for enhancing the quality of translation and 

interpretation are therefore listed.  
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ABSTRACT. The purpose of the study was to describe the development and validation of 

an instrument to identify various dimensions of learning environment perceived by 

elementary and middle school students in Taiwan. The instrument, NCLES, included four 

dimensions: attitude concerning instruction, interaction, scientific inquiry, and understanding. 

Data analysis indicated that the instrument developed in this study had satisfactory validity 

and reliability measures. Data from the NCLES revealed three major findings:�1�compare to 

other aspects, scientific inquiry was least frequently happened in science classroom for both 

elementary and middle school science classrooms in Taiwan; �2�transitional deterioration 

regarding science learning environments was found from primary to middle schools on two 

aspects: interaction and understanding;�3�multiple regression indicated that student 

attitude outcome was associated with understanding and interaction dimensions. Qualitative 

data analysis based on classroom observation and interviews of students and their science 

teachers confirmed and enriched these findings. 

KEY WORDS: learning environment, science instruction, understanding, scientific inquiry 

 
INTRODUCTION 

The nature of the educational environment has a potent influence on how well students 

achieve in a full range of desired educational goals. For example, in a learner-centered 

environment, engaging students in an inquiry activity can serve as a foundation on which to 

bridge to new understandings (Brainsford, Brown, & Cocking, 2000). Therefore, providing 

positive learning environments can be viewed as both valuable ends and as well as worthy 

ends (Fraser & Walberg, 1991). In addition, feedback of assessment regarding establishing 
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of classroom environment may assist researchers and teachers to assess the degree to 

which particular classroom environments are consistent from a reform perspective, and to 

assist teachers to reflect on their pedagogical assumptions and needed changes in their 

teaching practices (Chen, Taylor & Aldridge,1998; Duschl & Waxman, 1991).  

A fundamental tenet of modern learning theory is that different kind of goal requires 

different approach to instruction and changes in learning environments to achieve optimum 

learning outcome (Bransford, Brown & Cocking, 2000). During the past decades, the learning 

goal of science education has undergone major changes from acquisition of information to 

development of scientific literacy. According to Enger and Yager (2001), learning that 

cultivates scientific literacy should provide learning environment promoting the following 

four things: (1) scientific inquiry, (2) application of conceptions in the students’ life, (3) 

conceptual understanding, and (4) understanding of the nature of science. This indicates the 

learning environments provided by a reformed teacher should involve the above variable 

components.  

The study of classroom environment has undergone for more than thirty years. However 

most researches on developing instruments of learning environment in the past years were 

based on a different rationale which demands new and improved learning environments on 

specific dimensions. Those measurements, in general, were based on the psychosocial view 

of constructivist reform. For example, My Class Inventory (MCI) was based on social 

relationship and leadership that used four factors as student cohesiveness, friction, 

satisfaction, difficulty and competitiveness to determine the level of student perception of 

the social constructivist environment (Fraser, Anderson & Walberg, 1982); the Constructivist 

Learning Environment Survey (CLES) based on a theory of linking to students’ prior 

knowledge and interpersonal negotiation of meaning consists of four scales as personal 

relevancy, scientific uncertainty, shared control and student negotiation (Taylor & Fraser, 
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1991). Further, Taylor, Fraser and Fisher (1997) redesigned the CLES to incorporate a critical 

theory perspective on the cultural framing of the learning environment. Another 

measurement, Science Laboratory Environment Inventory (SLEI), was used to assess 

laboratory learning environments (Fraser, McRobbie & Giddings, 1993). More recently, 

Thomas (2002) developed the Metacognitive Orientation Learning Environment Scale – 

Science (MOLES-S) for assessing metacognitive orientation of science classroom. Although 

these instruments were found to contribute insightful understandings of school science 

classrooms, a full range of desired educational goals were likely beyond their concerns. In 

addition, much of these measurements on student perceptions have been at the secondary 

level with elementary school being overlooked. Among those instruments, only a few 

instruments, such as the MCI and QTI (Questionnaire on Teacher Interaction), were used to 

assess primary learning environment, but not specifically designed for study of science 

learning environment. Thus, there is a need to investigate both elementary and secondary 

science learning environments, as well as explore the effects on early adolescence of the 

transition from elementary to secondary schools regarding science learning environment. 

In recent decades, social-psychological researchers had paid attention to outcomes in 

affective domains. Simpson, Koballa Jr, Oliver and Crawley III (1994) suggested that 

affective domain in science education are at least as important as cognitive and psychomotor 

domains. The enhancement of positive attitudes toward science is perceived as a major aim 

of science education for at least two reasons. First, positive attitudes attract student to study 

science (Keeves & Alagumalai, 1998). Second, promotion of positive attitudes is related to a 

long-term commitment to science (Simpson et al., 1994). When classroom environment 

perceptions have been used as criterion variables in the educational process, associations 

between attitude and classroom environment have been found (Fraser, 1994; Teh & Fraser, 

1994). Further, acknowledgement of the importance of affective outcome is reflected as it 
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has been a key outcome examined in major national and international assessments of the 

condition of science and mathematics education, such as the National Assessment of 

Educational Progress (NAEP) (Hueftle, Rakow, & Welch, 1983) and the first International 

Assessment of Educational Process (IAEP) (Lapointe, Mead, & Phillips, 1989). Therefore, this 

research assumes that students’ positive attitude concerning instruction is associated with 

their perceptions of learning environments provided by their teachers.  

Concurring with the global educational reform, the Taiwan government enacted the 

“Nine-Year School Curriculum” for grades 1-9 with an aim to raise both elementary and 

secondary students’ scientific literacy (Ministry of Education�MOE�, 2001). Before the reform 

curriculum, there was only one science course named “Nature” for elementary school 

students, while four science courses for middle school students including Biology, Physics and 

Chemistry, and Earth Science. The reformed curriculum adopted a unified title, “Science and 

Life Technology” for both elementary and middle school science course with an aim of 

integrating a broad range of subject matters such as biology, earth science, physics and life 

technology ,as well as bridging the transitional discontinuity from elementary to middle 

schools. Thus, the feedback of assessment regarding classroom environment across 

educational levels may inform policy makers, curriculum designers, researchers and teachers 

not only the extent of alignment between learning environments and the reformed 

perspectives, but also the width of transitional gaps across educational levels. 

 

PURPOSES  

The purpose of this study is to extend prior classroom environment research by focusing 

specifically on the goals of reformed curriculum. The dimensions of the instrument were 

based on the conceptual framework developed by Enger and Yager (2001). Some items were 

modified from the CLES instrument. In addition, questions of attitude concerning instruction 
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were also involved in the instrument. In doing so, this study serves: �a�to verify the 

psychometric feasibility of the New Classroom Learning Environment Scale (NCLES) in 

assessing classroom environment for science learning; �b�to provide a knowledge base of 

students’ perceptions of their science learning environment provided by their teachers; �c�

to understand how educational levels vary in psychosocial environment factors; and �d�to 

identify the variables associated with science leaning environments across educational levels, 

in order to design strategies that may enhance the quality of science education. 

 

METHODS 

Development of the questionnaire  

The initial development of the instrument was based on the new trends of reformed curricula, 

including the global goals of reformed science curricula (Enger & Yager,2001; Administration 

of Education, 2002; AAAS, 2003; Osborne, 2003), new theories of understanding (Wiggins & 

McTighe, 1998; Brainsford, Brown & Cocking, 2000; Treagust, 2003 ), new perspectives of 

inquiry teaching and assessment (Lederman, 1998; Atkin & Coffey, 2003) and the items 

previously used to examine constructivist learning environments (Fraser, 1998). Six college 

science educators (one taught in the United States and others taught in Taiwan) formed a 

panel of experts who selected the following seven scales: attitude concerning science, 

content knowledge, application, autonomy, value of science, interaction and reflection for the 

initial version of the questionnaire, named the New Constructivist Classroom Scales (NCLES). 

For each scale ten items were included providing a total of 70 items. Each item was followed 

with a frequency scale, describing how often the students experience in their science 
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classroom. The five options were “almost never,” “seldom,” “sometimes,” “often”, and “very 

often”.  

The first draft of the instrument was administered to 4 students from each of 4 classes 

from grade 5 to grade 8. After which revised wording was accomplished based on student 

reading comprehension. A pilot test was conducted that involved administering the 

instrument to two classes of students from each of four grade levels (i. e., grade 5, 6, 7, and 

8) outside the study’s sample. The description of each item was revised again based on 

students’ responses and factor loading. The item with factor loading less than 0.4 was 

deleted or revised.  

Data from factor analysis indicated that the seven factors tentatively identified for the 

scale in the pilot study collapsed to four factors that represented four scales of the instrument. 

The first scale, attitude concerning instruction, assesses the extent to which student 

response to the learning activities in science class. The second scale, interaction, assesses 

the extent to which students perceive they were involved in cooperative learning and 

discourse. The third scale, scientific inquiry, assesses the extent to which students were 

involved in the science classrooms that allow them to use their epistemic frameworks to 

develop and evaluate experiments, evidence, hypotheses, explanations, models, and 

arguments. Items of this scale were in the previously defined scales, value of science and 

autonomy. The forth scale, understanding, assesses the extent to which students were 

involved in the activities of meaningful learning of concepts and conceptual understanding of 
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science. Items of this scale were in previously defined scales, content knowledge and 

application. All items in the previously defined scale, reflection, were deleted due to their 

factor loading were less than 0.4. The final versions of the instrument contained 34 items. All 

items were validated by the same panel of six experts based on two rules: 

1. The statement of each item matched the scales defined. 

2. The description of each item was clear and understandable to each educational level. 

The final version of the instrument was administered and statistically analyzed to 

establish psychometrics for each scale. Table I describes the four scales with a sample item 

for each. 

 

Insert TABLE I about here 

 

Samples and procedure 

 The student samples were from the student population in Taiwan. Random sampling 

across Northern, Middle and Southern areas of Taiwan and four grade levels were used in this 

study: grade 5 (N= 14, n= 470), grade 6 (N= 15, n= 519), grade 7 (N=15, n= 533), and 

grade 8 (N=15, n= 556). The total number of classes was 59 containing 2078 students 

including 989 elementary students and 1089 secondary students. The total number of 

classes was 59 including 29 elementary school classes and 30 middle school classes.  

The instruments were administered to the students by the end of the semester in 2003. 
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Each item was scored on a five-point Likert-type measure: “almost never” �1�, “seldom” 

�2�, “sometimes” �3�, “often” �4�� “very often” �5�. The negative items were counted 

in a reversal direction. The class mean was used as the unit of analyses. The students’ 

responses were analyzed using SPSS Base 10.0 software to examine the psychometric 

characteristics of the instrument: internal reliability, construct validity, simple and multiple 

correlations. 

 The researchers also conducted qualitative investigation. The teacher samples for the 

qualitative investigation were from the student population in the southern part of Taiwan. 

Convenience sampling across different educational levels was used. Two teachers of each 

grade from grade five to grade eight volunteered to accept classroom observations and 

interviews. The two trained researchers entered their science classrooms conducting 

classroom observations for a month, and interviewed these teachers and their students in 

group of three for 10 to 15 minutes once a week using semi-structure format. 

RESULTS 

In this session, I first report the construct validity and reliability of the NCLES. Then results of 

measurement based on the NCLES were presented, including features of science classroom 

environment, comparisons across educational levels, correlation analysis, and multiple 

regression analysis. Finally, the results of qualitative investigation were briefly presented to 

complement the results of the measurement. 

Construct validity and reliability 
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The 34-item four factor instrument shown in Table II was decided as the sound 

structure for the NCLES. The principal components factor analyses with varimax rotation 

yielded an identical factor structure for the four subscales as attitude concerning science, 

interaction, scientific inquiry and understanding. For all of the items included, the factor 

loadings were more than 0.4 with its own scale. The factor structure of the instrument 

corresponded closely to affection domain and the three perspectives of science learning 

environments, reported by researchers including conceptual, epistemic and social domains 

(Duit &Treagust, 2003; Duschl, 2003).  

Estimates of the internal consistency of the four scales of the questionnaire, calculated 

using Cronbach’s alpha coefficient were found to be satisfactory for this group of samples. 

The values of Cronbach alpha reliability coefficient of all scales fell between 0.85 and 0.97 

(see Table II). Data from all individuals were similar regardless of grade level. Total varience 

explained is 78.94%. Compared to Taylor and Fraser’s (1991) and Taylor, Fraser and Fisher’s 

(1997) reported Crobach alpha reliabilities, the ones, found here for the scales, are higher.  

 Although the alpha reliability coefficients confirms that there was high internal 

consistency in each scale, it was necessary to determine whether the scales overlapped and 

differentiated between scales. The discriminant validity described as the mean correlation of 

each scale with the other three scales is presented in Table II. The moderate values of mean 

correlations for all scales (from 0.55 to 0.65), suggest that scales measure distinct, but 

somewhat overlapping aspects of students’ perceptions of factors influencing science 
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learning environment. 

 

Insert TABLE II about here 

 

Features of science classroom environment  

In Table III, descriptive results showed several features of science learning environment this 

group of students perceived. First, students generally had positive perceptions of their 

science learning environment. All environmental scales had a mean value above 3.0, except 

scientific inquiry. The results from statistic analysis demonstrate moderate high mean scores 

of interaction and understanding (M=3.65 and 3.75 respectively).These results show, in this 

group of students, these two dimensions of learning environments were more than 

sometimes provided by the samples’ teachers. Second, the moderate mean value of attitude 

concerning instruction (M=3.36) shows that, this group of samples sometimes demonstrated 

interest in learning activities. However, the wide range of the score (range=2.14-4.34) in this 

dimension indicated a great variance in this dimension as perceived by this group of students 

in Taiwan. 

Another features of science learning environment is that, regardless of education level, 

the mean values of scientific inquiry (3.0 and 2.9 respectively) are lower than those for other 

domains of classroom environment (between 3.3 – 3.8). And there is no significant 

difference between elementary and secondary levels in this scale. This finding illustrates that, 
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in this sample of students, there were infrequent opportunity for them to engage in inquiry 

activities. In other words, the epistemic frameworks suggested by Duschl (2003) were not 

frequently used in science courses. The students were left with little chance to experience 

real science when developing and evaluating scientific knowledge. This finding is similar to 

those reported by Chen, et al. (1998) which involved grade 8 students in Taiwan.  

 

Insert TABLE III about here 

 

Comparisons across educational levels 

 The differences in scale means between elementary and middle school classes are 

indicated in Table IV. In general, elementary students had more positive perceptions of their 

science learning environment than did secondary school students. As determined by a t test, 

there were significant differences between elementary and middle school students’ 

perceptions of their learning environment (p�0.05) on two of the four scales of the NCLES, 

interaction and understanding. Elementary school students (M=3.77, SD=0.34) perceived 

they had more opportunity being involved in cooperative learning and discourse than did 

middle school students (M=3.54; SD=0.47). In addition, elementary school students 

(M=3.84, SD=0.38) perceived they were more frequently involved in the activities of 

meaningful learning of concepts and science than did middle school students (M=3.66, 

SD=0.38).  
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Insert TABLE IV about here 

 

 

Correlation analysis 

In order to determine what factors overlapped the most, correlation between all scales were 

determined. Table V presents the results of this analysis where significant correlation 

between variables is indicated with an asterisk. The high correlation was obtained when 

considering students’ perception of attitude concerning instruction and understanding 

measures (r=0.71, p<0.001), as well as dimensions of attitude and interaction (r=0.64, 

p<0.001). A moderate significant correlation was also found between attitude and scientific 

inquiry dimension (r=0.47, p<0.001). These results suggest that Taiwanese elementary 

school and middle school students’ perceptions of their science learning environments may 

predict a similar intensity of their attitude toward science course. 

 Correlation analysis revealed another interesting result with regard to whether or not 

scientific inquiry was available at the respondents’ science classroom. Although the 

dimension of scientific inquiry has moderate significant correlations with other three scales 

(r=0.47, 0.57 and 0.61 respectively), these values of correlation were lower than other 

correlation values (r=0.71, 0.65 and 0.64 respectively). This finding was similar regardless of 
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grade levels. It suggests that for this group of students the activities of scientific inquiry 

may have less effect on factors regarding classroom learning environments than did other 

scales. 

 

Insert TABLE V about here 

 

Multiple regression analysis 

 Simple correlation results allow a test of associationa between the attitude concerning 

instruction and other dimensions of science learning environments to be carried out. These 

results also suggested that there may be significant correlation between predictor 

(independent variables) and the measures of attitude dimension. The predictor, independent, 

and the dependent variables are listed below. 

Independent Variables: interaction (X1), scientific inquiry (X2), understanding (X3) 

Dependent Variable: attitude concerning instruction (Y) 

Table VI reveals two models of multiple regressions: unstandardized model and standardized 

model.  

The unstandardized regression model is  

Y=0.40X1- 0.08X2 + 0.86X3 - 5.128  

The standardized regression model is 

Y=0.32X1- 0.03X2 + 0.52X3 
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The unstandardized regression suggests that two of three variables, interaction and 

understanding, contribute significantly to the prediction of the attitude concerning 

Instruction measure of these students in Taiwan. These variables explain 56% of the 

variability in the attitude measure of the students’ perceptions (adjusted R2=0.56). Beta 

weight for each predictor was found to be 0.86 for understanding and 0.40 for interaction. 

Although the value of beta weight for scientific inquiry was negative (-0.08), it has little 

predictive power as the value was insignificant for this group of students. The standardized 

regression measures associations holding the effect of the other variables constant. The 

regression of the other two variables, interaction and understanding, turn out to be 

significant. Similarly to the result of unstandardized regression, scientific inquiry was a 

relative unimportant variable as the value was too low and insignificant. 

 Overall, multiple regression results reveal that students who perceived more 

involvement in activities of interaction, discourse and meaning learning of concepts, 

expressed a more positive attitude toward science learning in classroom. 

 

Insert TABLE VI about here 

 

 

Qualitative Analysis 

Classroom observation and interview data support what is found based on the NCLES; that is, 
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qualitative and quantitative analysis complement and confirm one another.  

1. How did students learn science in middle schools? 

Classroom observations found that all science teachers in middle school taught nine 

chapters of science in one semester. There were two to three lab activities in each chapter. 

During the period of lecture, students were sitting in rows. The science teachers took a 

dominant role in which they delivered science information to children through lectures, 

demonstrations, reviewing, test administrations, and post-test discussions in a fast pace. 

What Lemke (1990) called “Triadic Dialogue” was frequently represented in their instructions. 

Its general pattern was Teacher Question → Student Answer → Teacher Evaluation. Once 

in a while, followed classroom instruction, students had hands-on activities, by which they 

conducted observations and recorded what they had observed based on instruction or in 

textbook. Students had little opportunity to express themselves in classroom. They mainly 

listened to and read the language of science.  

Many teachers concentrated the content of their interviews on content knowledge 

covered in the textbook, tests and parents’ expections, making a few points that may deserve 

special attentions. They responded that the quality of their teaching was evaluated based on 

the average scores of students’ tests on science. Teachers of middle school in large and rural 

areas reported that they at times needed to teach students information covered in the 

textbook in a fast pace, so ,they might have sufficient time left to help students memorize 

lots of information covered in textbook for the passing the entrance examinations. On the 
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other hand, a majority of students focused the content of their interviews on facial 

knowledge and tests they encountered. They responded that they learned science 

knowledge from their science teachers and reading textbooks. They did not feel they were 

scientists in science classroom because they did not have sufficient background knowledge. 

A majority of students with middle and high levels responded that the main goal of their 

study of science was to get high score on the test. Rather than emphasize on problem solving 

and higher order thinking skills, the focus of learning in science was on the drill and repetition 

activities. 

2. How did students learn science in elementary schools? 

 Classroom observations found that all science teachers in elementary school taught four 

units of science in one semester. There were four to six lab activities in each unit. In some 

classes students were sitting in groups, while in others students were sitting in rows like 

sitting arrangement in middle schools. Although the pattern of triadic dialogue was often 

occurred in their instructions, many students had opportunities to express their 

understanding in groups in from of the class. In addition to lecture, elementary science 

teachers adopted other teaching approaches, such as story telling, role play and games to 

make learning mores attract to students. In which students had some degree of participation, 

even if only as followed of the teacher’s lead.  

Many elementary science teachers centered the content of the interviews on students’ 

interests or curiosity of real world and applications of science knowledge in daily life. They 
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argued that the role of science in elementary education was not all the same as what it was 

in middle school because children at this age had very limited cognitive skills, such as a 

reasoning thinking, to understand abstract concepts of the many objects, materials, and 

events that they encountered in their everyday live. The major aim of their teaching was to 

foster students’ interests in doing science, including observation and other hands-on 

activities. They assumed that students would develop interpersonal skills and understand 

scientific inquiry through doing science with peers. In addition, they believed that students 

would develop better understanding of science concepts if they sustain this interest or 

curiosity of the real world when they moved to middle schools. However, they pointed out it 

was not their responsibility to help students construct abstract concepts in elementary level. 

Regarding student interviews, almost all students responded that they liked learning 

activities in science course because they could do something other than just sitting, reading 

and listening. A majority of students with middle and high levels responded that they learned 

science through doing experiments and discussions in science classroom. However, students 

with low level responded that they learned science knowledge by listening to what their 

science teacher had told them. 

DISCUSSION 

The development and validation of the NCLES has added to the range of instruments 

available to researchers and teachers which can be used to assess the learning environment 

of science classroom across educational levels. The NCLES in particular has added reformed 
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goals to the existing dimensions of the CLES including �1�understanding of concepts and 

science,�2�scientific inquiry,�3�interaction, and �4�attitude concerning instruction. It 

covered variable components for cultivating scientific literacy (Enger and Yager, 2001). What 

Duit and Treagust (2003) called epistemological, ontological and social/affective positions 

were also imbedded in this measurement. It helps to examine the extent of gap between 

what is needed from the researcher perspectives and what is perceived by students. Hence, 

this measure can be used in monitoring systemic goal-oriented reforms in science education. 

 This combination of quantitative studies and small-scale qualitative studies has provided 

substantial evidence the NCLES can be used to monitor the variable components of 

goal-oriented learning environments in school science in Taiwan cultures. The quantitative 

data provided numerical descriptions of the reliability and validity of the NCLES, while 

classroom observations and interviews with teachers and their students provided verification 

of the content and construct validity of the scales.  

 Regarding school science learning environments in Taiwan, this study reveals three 

major findings: 

�1� the three dimensions of science learning environment were not equally weighted in 

science classrooms. Compare to other two aspects, scientific inquiry was least frequently 

happened in science classroomactoss education levels;  

�2� transitional deterioration regarding science learning environment was found from 

primary to middle schools on two aspects: interaction and understanding; 
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�3�two of three aspects of science, namely, understanding and interaction, were found to 

be associated with student attitude outcome.  

The above findings indicate, first, although inquiry-based environment was recognized as a 

model for pedagogy (DeBoer, 2006), it was not aligned in ways that mutually support other 

variables of science learning environment in Taiwan. To the contrary, surface learning driven 

by an extrinsic motive to gain a high score on a paper was pervasive. Students relied on 

memorization and reproduction of materials, and did not seek for deep learning through 

further inquiry. Without this alignment, it is difficult to expect this group of students would 

develop skills in needed to function effectively in a democratic society, including solving 

problems of personal and social concerns and being active contributing citizens.  

 The second finding indicates two features of science education. First, in this group of 

students, elementary school science teachers provided more positive learning environment 

than did middle school science teachers. Second, the transitional gap was likely to encounter 

while students moving from elementary school to middle school as the science classroom 

environment shifted toward more lecture dominant and test-oriented mode. This transitional 

change might explain why middle school students had less motivation and interests toward 

science course than did primary school students. This finding echoes previous researches 

showing a problem in the classroom environment when students moved from smaller 

primary schools to larger, higher level of schools (Midgley, Eccles & Feldlaufer, 1991; 

Ferguson & Fraser, 1996). This transitional gap suggests that there may be greater need for 
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dialogue between elementary and secondary science teachers and curricular designers for 

discussion, reflection and shelter conditions within which to take risks. 

  Finally, this study provided confirmation that effective classroom has a positive 

atmosphere. Within the classroom, more activities of meaningful learning of concepts, 

cooperative learning and discourse had a positive impact on students’ attitude toward 

science course. In deed, variables of classroom learning environment are not mutually 

independent. For example, cooperative learning and discourse may advance understanding 

of science and relative concepts. Unfortunately, inquiry teaching was not prevailing norm in 

both elementary and middles school science in Taiwan. This condition may account why the 

associations between scientific inquiry and other dimensions of classroom learning 

environment were less obvious. 

 Taken together, the combination of the NCLES and qualitative data create an in-depth 

profile of science learning environment in Taiwan. The study revealed that the 

implementation of reformed curriculum in Taiwan did not result in a desired goal-oriented 

learning environment. Gibbs (1992) concluded that not all reformed policies result directly in 

the desired changes in learning environment and fine-tuning is necessary. Fullan and 

Stiegelbauer (1991) referred to many factors that impeded educational change, such as lack 

of communication of the changes and not rewarding the making of change. In order to 

ensure that the reform of science education in Taiwan can be a reality, the gains obtained in 

this investigation should be used as a base for further improvement. Continuing efforts 

2007 HICE Proceedings 
Page 6390



An instrument for evaluating science classroom environments 22

should include interactions among researchers, policy makers, curricular designers and 

both elementary and secondary teachers to implement inquiry teaching. At the same time, 

the external restraining conditions mentioned should be improved. Thus ongoing 

professional development programs should focus on helping teachers, use and interpret the 

reform ideas and goals, overcome the challenges of external constrains, keep their interest 

and ideas alive, and contribute to the reform of science education in Taiwan.  

Using NCLES data, researchers and teachers can gain an understanding of student 

perceptions of their science learning environments as well as attitudes about science course 

provided by their teachers. A major advantage of this use of multiple methodologies is the 

enhanced viability of the NCLES that allows it to be used from cases of individual classes to 

comparative studies, and to longitudinal studies of reformed initiatives. The NCLES 

questionnaire will continue to be modified for a teacher version and a student preferred 

version that will allow other comparisons to be made. Data from these comparisons will 

provide further recommendations for promoting a positive science learning environment. 
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TABLE I 
Description of scales and a sample item for each scale of the NCLES 

Scale Names Description of Scale Sample Item 
Attitude 
Concerning 
Instruction 

Extent to which students response 
their affections to the learning 
activities. 

I feel that the learning activities in 
science class are interesting. 

Interaction Extent to which students perceive they 
were involved in cooperative learning 
and discourse. 

I am willing to discuss problem 
with my classmates. 

Scientific Inquiry Extent to which students were 
involved in the science classrooms 
that allow them to use their epistemic 
frameworks to develop and evaluate 

I would raise my suspects and 
questions to my classmates or 
teacher’s statements. 
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experiments, evidence, hypotheses, 
explanations, models, and arguments.

Understanding Extent to which students were 
involved in the activities of meaningful 
learning of concepts and conceptual 
understanding of science. 

My teacher helps me 
understanding the relevance of 
current and previously learned 
content. 
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TABLE II 

Factor loadings, alpha reliabilities and discriminate validities (Mean correlation with 

other scales) for attitude, interaction, understanding, and scientific inquiry Scales 

Item No. Attitude  Interaction Understanding Scientific inquiry 
30 .86    
24 .85    
33 .85    
4 .83    

34 .81    
16 .80    
20 .80    
12 .80    
8 .76    

27 .56    
32  .85   
31  .85   
26  .84   
3  .84   

29  .77   
23  .76   
11  .75   
19  .63   
15  .61   
7  .55   

13   .85  
5   .83  
1   .82  

17   .75  
21   .74  
9   .73  

28   .68  
25   .57  
14    .82 
6    .69 
2    .67 

22    .56 
18    .54 
10    .46 

Alpha reliability .97 .95 .95 .85 

Mean Correlation with 
other scales 0.60 0.62 0.65 0.55 

Note. Solutions were rotated by varimax rotation. Total α=0.97�Total varience explained is 78.94% 
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TABLE III 
Means, standard deviations and range of scores on each of the NCLES subscale 

Scale No. of items Mean SD Range 

Attitude  10 3.36 0.46 2.14-4.30 

Interaction 10 3.65 0.36 2.51-4.46 

Scientific inquiry 6 2.92 0.24 2.43-3.53 

Understanding 8 3.75 0.34 2.83-4.37 

Note. Total class N=59 

 
TABLE IV 
Differences across educational levels on the subscales of the NCLES 

Subscales Students Mean SD 
Difference 

(E-M) 
t 

Attitude Elementary 3.45 0.51 0.17 1.59 

 Middle school 3.27 0.48   

Interaction Elementary 3.77 0.34 0.23 2.56* 

 Middle school 3.54 0.47   

Scientific inquiry Elementary 2.97 0.31 0.09 1.57 

 Middle school 2.88 0.30   

Understanding Elementary 3.84 0.38 0.18 2.12* 

 Middle school 3.66 0.38   

Note. Elementary school class N=29, middle school class N=30, * refers to p<0.05 
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TABLE V 
Inter-scale correlations for the four-scale NCLES 

 Attitude Concerning 

Instruction 

Interaction Scientific 

Inquiry 

Understanding

Attitude 1 0.64*** 0.47*** 0.71*** 

Interaction  1 0.57*** 0.65*** 

Scientific inquiry   1 0.61*** 

Understanding    1 

Note. *** refers to p<0.001 

 
TABLE VI 
Associations between students’ attitude concerning instruction and other scales of the 
NCLES 

Scale B Wt. β R Adj. R2 F Tol. VIF 

Attitude        

Interaction 0.40 0.32** 0.75 0.56 22.93*** 0.53 1.87 

Scientific inquiry -0.08 -0.03    0.58 1.72 

Understanding 0.86 0.52***    0.50 2.00 

Note. B Wt. refers to B weight, R refers to Multiple correlation, Adj. R2 refers to Adjustive R2, Tol. refers to 

tolerance, ** refers to p<0.01, ***refers to p<0.001 

 
APPENDIX 

NCLE scales 
 

Scale 1: Understanding: Items No. 1, 5, 9, 13, 17, 21, 25, 28 

Scale 2: Scientific Inquiry: Items No.: 2, 6, 10, 14, 18, 22 

Scale 3: Interaction: Items No. 3, 7, 11, 15, 19, 23, 26, 29, 31, 32 

Scale 4: Attitude Concerning Instruction: Items No. 4, 8, 12, 16, 20, 24, 27, 30, 33, 34 

In my science class�…… Always  Most of the time  Sometimes  Rarely  Never 
1.Teacher helps me remind what I had learned before. 
2.I would compare the difference between new and previous thoughts.
3.I would discuss with classmates about how to conduct lab activities. 
4.I expect attending science course. 
5.Teacher lets me understand the relevance between current and 

previous learned content.  

5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 

6.I would design methods to conduct lab. 
7.I am not used to discuss with my classmates. 
8.I feel the learning activities in science class are interesting. 
9.Teacher helps me understanding that scientific theory are derived by 

evidence. 
10.I have learned science theory can be used to design new lab. 

5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 
 
5           4               3         2       1 

11.I would cooperate with my classmates to finish group work. 5           4               3         2       1 
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In my science class�…… Always  Most of the time  Sometimes  Rarely  Never 
12.Learning activities in science course made me more and more like 

science. 
13.Teacher reminds me what I have learned before to understand new 

knowledge. 
14.I use my way to solve problem. 
15.I’m not used to discuss with my classmates about lab methods.

5           4               3         2       1 
 
5           4               3         2       1 
 
5           4               3         2       1 
5           4               3         2       1 

16.If I have freedom to choose course to study, I would choose science 
course. 

17.Teacher makes me understand the content covered in science 
course are related with each other. 

18.I would raise my suspects and questions to my classmates or 
teacher’s statements. 

19.Group activities make me understand the importance of cooperation.
20.There are many interesting thing in science class. 

5           4               3         2       1 
 
5           4               3         2       1 
 
5           4               3         2       1 
 
5           4               3         2       1 
 
5           4               3         2       1 

21.Teacher helps me understand that science knowledge (e.g. Newton 
proposed Universal force.) needs evidence to support. 

22.I would compare the difference of the ideas before and after 
discussion. 

23.I would discuss problem with my classmates. 
24.I like attending science course. 
25.Teacher helps me learn how to design lab. 

5           4               3         2       1 
 
5           4               3         2       1 
 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 

26.I would conduct lab activities with classmates. 
27.I really want to understand science-related knowledge outside 

textbook (or book). 
28.Teacher helps me learn the knowledge from the nature. 
29.I would discuss classmates about lab results. 
30.I feel bored in science class. 

5           4               3         2       1 
5           4               3         2       1 
 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 

31.I would work together with my classmates to investigate lab 
methods. 

32.I would discuss methods of conducting lab with my classmates. 
33.I don’t want to attend science course. 
34.I feel teacher’s teaching is fun. 

5           4               3         2       1 
 
5           4               3         2       1 
5           4               3         2       1 
5           4               3         2       1 

�Bold refers to negative question 
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Abstract 

The purpose of this study is to explore the behaviors of a director’s curriculum 
leadership. This is a qualitative study in a kindergarten and the subject is a director of the 
private kindergarten. Data are collected through interviews, observation, and document 
analysis. Director’s leadership is diverse in her curriculum leadership behaviors. Her 
curriculum leadership behaviors are a two-dimension mode and she aims to create a 
democratic communication environment to facilitate quality early childhood education. 
She focuses on the enhancement of core value and education process and gears toward 
the process in her leadership style.  To further analyze her curriculum leadership, this 
study identified seven aspects, i.e. the development of curriculum visions, the leadership 
of curriculum implementations, creative of a positive atmosphere, construction of a 
supportive environment, assistance of the teachers’ developments, evaluation of 
curriculum quality and the deployment of an administrative system. From these 
curriculum leadership behaviors, this study finds that the director covers direct/indirect, 
long-term/short-term and work/relationship orientations. Lastly the study gives 
suggestions for the director and the kindergarten. 
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 Introduction 
Over the recent years, scholars have proposed many new school leadership concepts, 

moral leadership, construct leadership and transformation leadership. All these concepts 
require school leaders to pay attention to the curriculum designs, development and 
evaluations as well as the principles of effective teaching (Chang, 2000). With the 
implementation of Grade 1-9 Curriculum, the field of education has been placing more 
and more emphasis on the curriculum leadership of school principals of elementary and 
junior high schools. All the educational institutions have also held seminars regarding 
curriculum leadership in order to enhance the relevant competences of the school 
principals. However, curriculum leadership for kindergarten directors has not been 
drawing much attention. Currently, kindergarten directors are professionally defined as 
administrative leaders, teaching leaders, communication coordinators and lifelong 
learners (Chang, 2002). However, kindergarten directors are not usually seen as 
curriculum leaders. This shows that the concept of curriculum leadership is yet to be a 
widespread perception in the kindergarten. Therefore, this study would like to explore 
curriculum leadership of kindergarten directors, followed by suggestions on curriculum 
leadership for kindergarten directors in order to improve the quality of kindergarten 
education.   
 

There are many definitions of curriculum leadership. This study refers to the 
opinions of various scholars (Bradely,1985, Glatthorn,1997, Gross,1998, Henderson� 
Hawthorne, 2000, Macpherson � Brooker, 1998) and defines curriculum leadership of 
kindergarten directors as the process where the directors act upon their professional 
expertise and capabilities on curriculum, through direct or indirect leadership behaviors 
or methods,  to coordinate all the relevant parties involved in curriculum planning, design, 
implementation and evaluations and to enhance professional developments of teachers, 
assist them to improve curriculum quality and to better the quality of early childhood 
education. The purpose of curriculum leadership for directors is to achieve education 
goals of the kindergarten. Based on the aforesaid research motivations, the purpose of 
this study is to explore the leadership behaviors of kindergarten directors and how these 
behaviors operate.  

 Methodology 

 Selection of Research Objects & Field Entrance 

The researcher believes that in order to gain a deep understanding of the curriculum 
leadership, it is best to visit the fields and observe the daily interactions between 
individuals of the organization on a long-term and in-depth basis. In this way, it is 
possible to understand the feelings of the members and their expectations toward each 
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other so that this paper can establish deep insights and spark inspirations on education 
issues. Therefore, this study was conducted in a qualitative method. The research first 
gathered the name lists of kindergarten directors that work in the best-practice 
kindergartens based on the government evaluation over the most recent three years and 
have been actively involved in curriculum leadership. A list of the directors that work for 
any kindergartens evaluated as best practice leaders over the past five years was 
established and then the kindergartens that are situated within a distance of 30 minutes by 
car from the school where the research works for is selected. After a series of inquiries 
and invitations, Director Chen (pseudonym) of Blue Kindergarten (pseudonym)   agreed 
to be interviewed and to allow the researcher to observe the teachers’ meetings field. 
Therefore, Director Chen is the research object of this paper.  

 Research Data Collection 

The methods of data collection in this study include interviews, observations and 
documentation gathering. Below is a detailed description.  
 
Interviews 

This study relies on Director Chen as the main information provider. During the 
research period, Director Chen at least accepted one formal interview each month and 
each interview lasted approximately one hour. From July 2004 through the end of June 
2005, a total of 11 interviews were conducted. Meanwhile, this study also interviewed 
three kindergarten teachers to cross examine the information gathered. All the interviews 
were recorded and transcribed. Also, this study conducted informal interviews on an 
irregular basis. All the interview questions were either prepared beforehand or triggered 
from observations.    
 
Observations 

In order to gather rich and detailed information that fits with natural situations, the 
researcher started to visit the field in July 2004. During the field period, the researcher 
observed the scenario set-ups and teaching activities of Blue Kindergarten. However, as 
the researcher focused on the curriculum leadership of Director Chen, the efforts of 
observations were made on the teachers’ meetings held each month. By the end of June 
2005, the researcher had observed a total of 9 teachers’ meetings and each meeting lasted 
about 2 hours. During the proceeding of these meetings, the research did not only take 
notes field but also used a voice pen as a supporting tool to record the dialogues of the 
individuals at the meetings. These recordings were later transcribed into texts in order to 
facilitate further analysis of the discussions and contents of these teachers’ meetings, to 
establish an understanding of the interactions between the Director and the teachers and 
to explore the process of curriculum leadership of the Director.  
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Documentation Gathering 
In order to study the scenarios, the researcher gather documents regarding the 

history of Blue Kindergarten, its current status, publications, human resources data, 
meeting minutes, teaching logs, curriculum plans, etc. in order to study and analyse 
carefully the documents so that an understanding can be established on the history, 
development and the phenomena regarding curriculum leadership.  
 

 Data Analysis 

This study transcribed all the interviews and observation notes into computer text 
files and then coded all the information in a qualitative approach by using computer 
software QSR N6. The researcher further analyzed the relationships between these codes 
and classified the codes of similar nature and attributes into the same categories and 
constructed tree structures.  Finally, this research looked for the appropriate theories, 
literature and existing information to verify the relationships identified, in order to gain 
an understanding of the processes and behaviors of Director Chen’s curriculum 
leadership. Explanations and discussions are made in order to come up with conclusions. 
During the writing process, the researcher still constantly adjusted the structure of 
classifications. Verifications with the research object were made for the missing parts of 
information or for the issues that further proofs were required, so that data accuracy was 
ensured.  

 Exit from Field 

In March 2005, the research found that the themes and classifications of data 
contents started to exhibit consistency and repetitions after the examinations of data and 
initial analysis. Therefore, the researcher explained the situation to the research object 
and decided to withdraw from the field investigations in June 2005 (L-050616).  

 

 Director Chen’s Curriculum Leadership Carries Multi Facets 
Director Chen adopts multiple approaches to handle various affairs at different times. 

This study tackles these issues in the following 7 perspectives.  

 Vision of Curriculum Development 

Director will build up visions of Blue Kindergarten with the teachers and develop 
the directors of curriculum based on the overall scenarios of Blue Kindergarten and its 
characteristics. However, the development of the vision started during the late stage of 
this study.  

In the teachers’ meeting in April 2005, Director Chen led the teachers in the 
definition of the vision for Blue Kindergarten. Before the discussion, Director Chen first 
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explained the important of setting up a vision to all the teachers and used corporates as 
examples to help the teachers understand the concept of a vision. Director Chen believed 
that teachers are the core of the kindergarten and they have been on the jobs for the 
longest period of time; therefore, it is more appropriate for the teachers to set up their 
own visions. The visions that the teachers discussed included services, sincerity, 
nurturing of characters, etc. The finally conclusions are sincerity, services and 
innovations (O09-050412). This study has not found that the directions of curriculum got 
modified in time based on these visions.  

 Leadership of Curriculum Implementations 

Director Chen’s actions in curriculum include the leading of the kindergarten into 
curriculum reforms and guiding the teachers to edit or select curriculum themes that are 
appropriate. In its early days, Blue Kindergarten adopted the Montessori Method as its 
major characteristic. Over time, it incorporated unit instructions into the Montessori 
Method, thematic instructions into the Montessori Method(one book as a theme), themes 
(book groups as a theme) and Montessori cultural domains as a theme into the Montessori 
Method.  

Director Chen: I feel that the combination with the 
Montessori to develop a new curriculum is worth a shot. It 
may be a good idea if we can have experimental 
breakthroughs in teaching (O02-040817).  

During this transformation process, Director Chen created nice working 
relationships in order to facilitate the implementations of new curriculum initiatives. 

  

 Creation of Kindergarten Atmosphere 

Director Chen gives autonomy to the teachers in curriculum and evaluations and 
shares her decision powers with the teachers in the form of teachers’ meetings.  Also, at 
these meetings she listens carefully what the teachers have to say, always encourages the 
teachers and praises on their performances. Meanwhile, she practices what she preachers 
and participates in on-the-job training to create a positive outlook and atmosphere for the 
kindergarten.  

Teacher C: She allows us to come up with many ideas 
ourselves and she respects our opinions. She only makes 
amendments and provides her own comments when there 
are specific requirements. Most of the times she allows us 
to make decisions (I03-050418) .  
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Teachers’ meetings demonstrate methods to share decision powers with the teachers 
and to listen to the voices of teachers. However, these meetings largely discuss non-
controversial issues that have common grounds. Director Chen hopes these meetings to 
generate more in-depth professional dialogues in the future  (O05-041115) .  

 Construction of a Supportive Environment 

Director Chen provides teaching resources to support the teaching efforts and 
communicates with parents via letters and seminars to win support. The daily verbal 
communications and correspondences make classes go smoothly and resolve 
misunderstanding.  Blue Kindergarten hires external instructors and professors to guide 
the teachers in learning and developments (I01-041006) and makes efforts to obtain 
external resources and budgets in order to construct a supportive environment. For 
example, Director Chen said, “the Council of Labor Affairs gave us some subsidy and we 
used the money to order some book shelves. This year, I had the floors of four classrooms 
changed”  (I01-050408). Director Chen always tries her best to provide information, 
resources and time to assist the teachers in their teaching activities. Also, she 
communicates with the teachers via multiple channels in order to work out their 
differences, solve problems and form consensus.   

 Assistance of Teachers’ Growth 

Director Chen holds study group sessions in which she and the teachers share their 
study experiences. It is a way to stimulate the teachers to develop their potentials and 
encourage them to study further. Director Chen will come up with a list of recommended 
readings. The teachers will write their comments and observe how the peers teach. All 
these methods assist the teachers in their professional developments. Below is a comment 
by Teacher C on the study groups.    

Teacher C: The purpose of study groups is to learn from the 
books in order to understand what really happens during 
teaching. It is a nice feeling to read books after working for 
a while. Sometimes, we find answers from the books so 
that we get to understand some of the children’s behaviors 
that we did not understand before. (I03-050418) .  

Director Chen endeavors to create a collaborative, autonomous and active teaching 
organization for the teachers, in order to enhance the quality of curriculum. However, 
there is still room for improvements in terms of leading the teachers to question the 
implementations of curriculum and promoting in-depth professional dialogues. 
Meanwhile, the teachers should further share with others the contents of the curriculum 
they design or explain to others what their considerations are in the devise of curriculum 
with the recording of their own teaching activities. Sharing of the issues regarding the 
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interests and abilities of young children and the relationship between time and materials 
is also called for in order to promote the teachers’ professional expertise.  

 Evaluations of Curriculum Quality 

Director Chen examines whether the nets of curriculum carries the spirit of early 
childhood education. She said, “My focus is cognitive objectives, psychomotor objectives 
and affective objectives and they should all taken into account. Also, it is important that 
the six major fields are all taken care of” (I01-041221).  Meanwhile, Director Chen 
evaluates the quality of post-teaching records and requests all the teachers to forward the 
evaluation forms to parents on a monthly basis, as well as to review the teaching logs to 
measure the quality of curriculum. However, up to date, Blue Kindergarten does not have 
in-depth or systematic evaluation approach for Director Chen’s curriculum leadership or 
curriculum.  

 

Deployment of an Administrative System 

Director Chen attempts to establish an administrative system with the promotions of 
the teachers’ evaluation system and the development of curriculum and teaching leaders 
(O10-050503, D12). Among these measures, the development of teachers into future 
leaders is very similar with the concept of a teaching organization. Director Chen started 
in the first semester of the 2004 school year that the teachers of the teaching division took 
turns leading the teachers’ meetings. She believes that this will develop the teachers’ 
abilities to chair meetings.  

 
Director Chen: Such a training scheme may equip 
everybody with the abilities to chair meetings. In the future, 
perhaps everybody is qualified to serve as a director (I01-
040830)   

This study found that the 28 curriculum leadership behaviors can be classified into 
seven categories as detailed in Table 1. They are the development of curriculum visions, 
the leadership of curriculum implementations, the creation of a positive atmosphere, the 
construction of a supportive environment, the assistance of teachers’ developments, the 
evaluation of curriculum quality and the deployment of an administrative system. This 
finding is very similar with Bradley (1985), who believes that effective curriculum 
leaders all utilize multiple curriculum leadership behaviors.  
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Table 1  Behavior Analysis of Kindergarten Director Chen 

Curriculum 
Leaderships 

Concrete Actions of Curriculum 
Leaderships 

Curriculum 
Participation Objects Leadership 

Orientation 
1.Moulding of visions for Blue 

Kindergarten 
Indirect Internal Work 

Development of 
Curriculum Visions 2.Development of directions of 

curriculum based on the overall 
scenarios and characteristics 

Direct Internal Work 

3.Guidance  to the teachers to edit or 
select appropriate curriculum themes 

Direct Internal Work Leadership of 
Curriculum 
Implementations  4. Leading the teachers to change 

curriculum 
Direct Internal Work 

5. Empoweing the teachers Indirect Internal Relation 
6. Emplowering the teachers to share 

decisions 
Indirect Internal Relation 

7.Listening to the teachers’ voices Indirect Internal Relation 
8.Encouraging & praising the teachers Indirect Internal Relation 

Creation of a 
Positive 
Atmosphere 

9. Leading as an example and actively 
studying on-the-job 

Indirect Internal Relation 

10.Supporting the teaching activities Indirect Internal Relation 
11. Communicating with parents to win 

support 
Indirect Internal Relation 

12. Communicating with the teachers to 
make the curriculum go smooth and 
resolve misunderstanding 

Indirect Internal Relation 

13.Leveraging on external promotions Indirect External Work 

Construction of a 
Supportive 
Environment 

14. Obtaining external resouces Indirect External Work 
15. Hosting study groups Direct Internal Work 
16. The Director shaing study thoughts Indirect Internal Relation 
17. Teachers sharing study thoughts Indirect Internal Relation 
18. Stimulation of the teachers’ potentials Direct Internal Work 
19. Encouraing the teachers to take on 
further studies 

Indirect Internal Relation 

20. The Director  coming up with 
recommended readings 

Direct Internal Relation 

21. The teachers writing study notes Indirect Internal Relation 

Assistance of the 
Teachers’ 
Developments 

22. Observing colleagues’ teaching Indirect Internal Work 
23. Reviews of theme nets Direct Internal Work 
24. Reviews of post-teaching records Direct Internal Work 
25. Requesting the teachers to send 
evaluation forms to parents each month 

Direct Internal Work Evaluation of 
Curriculum Quality 

26. Reviews of teaching logs Direct Internal Work 
27. Promotions of the teachers’ 
evaluation system 

Direct Internal Work Deployment of an 
Administrative 
System 28. Development of curriculum and 

teaching leaders 
Indirect Internal Work 

Curriculum Leadership is a Two-Dimension Mode 

This study further explores the curriculum leadership behaviors of Director Chen 
from the perspectives of direct/indirect, internal/external and relationship/work 
orientations, and finds that her curriculum leadership is a two-dimension mode.  
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Direct & Indirect 

By direct curriculum leadership, this study means that Director Chen actively 
provides suggestions to teachers or empower them to take part in the decision making of 
curriculum affairs in the design of the curriculum and contents as well as in the 
implementation methods of curriculum.  For example, there are twelve direct measures, 
such as the development of curriculum directions based on the overall scenarios and 
characteristics of the kindergarten, the guidance of the teachers to compile or select 
suitable curriculum themes. As to the indirect curriculum leadership behaviors, the 
contents of the leadership and curriculum are not directly related. Rather, Director Chen 
makes the kindergarten become a professional environment where mutual 
communications and dialogues are possible through her leadership so that a collaborative 
atmosphere is created for the teachers and curriculum gets improvements in an indirect 
manner. A total of 16 indirect behaviors are identified and they include the creation of the 
visions for the kindergarten and giving autonomy to the teachers. Therefore, this paper 
finds that some of Director Chen’s curriculum leadership behaviors are directly related to 
curriculum affairs while some are indirectly related to curriculum affairs. 

 

Internal & External 

The difference between internal and external refers to the objects of the curriculum 
leadership behaviors, i.e. whether these individuals are within or without the kindergarten. 
Among Director Chen’s curriculum leadership behaviors, those are closely related to 
external relationships are the communications with parents to win support, leveraging on 
the external efforts in promotions, and the obtaining of  external resources. Other 
curriculum leadership behaviors include the creation of the kindergarten’s visions, the 
development of the curriculum directions based on the overall scenarios and 
characteristics. A total of 25 behaviors that are closely related to internal members are 
identified. Therefore, this paper finds that Director Chen’s curriculum leadership 
behaviors do not only operate with internal parties, but also with external parties in the 
forms of communications and contacts.  

Relationship Oriented & Work Oriented 

In discussing the types of leaders, Hsieh (1988) mentioned that there are two types 
of leaders, i.e. relationship oriented and work oriented.  Relationship oriented type of 
leaders pay more attention to interpersonal relationship and are more attentive to the 
needs and feelings of members. They strive to resolve conflicts and to fulfill the needs of 
individuals. On the other hand, work oriented leaders focus on tasks and demand clear 
and definite work performances. Oliva (2005) also suggested that there are two types of 
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curriculum leaderships, i.e. relationship oriented and task oriented. The former style is 
aimed to establish respect and facilitate a psychological and physical environment that 
makes members satisfied. Meanwhile, it detects actively the needs of individual members 
during the process and the leader exhibits enthusiasm. On the other hand, the task 
oriented leader only adjusts the organization and the system in order to facilitate the 
completion of target tasks.  

This study refers to the above mentioned definitions and divides the curriculum 
leadership behaviors of Director Chen into relationship oriented and work oriented.  
Relationship orientation behaviors mean that Director Chen focuses on the maintenance 
of interpersonal relationships, the satisfactions of the teachers’ demands. A total of 13 
relationship behaviors are identified for Director Chen and they include the empowering 
and autonomy of teachers and sharing decision powers with teachers. Work oriented 
behaviors mean that Director Chen focuses on the completion of targets and tasks, such 
as the creation of the kindergarten’s visions, the development of curriculum directions 
based on the overall scenarios and characteristics of the kindergarten. A total of 15 work 
oriented behaviors are identified. Therefore, this study finds that Director Chen’s 
curriculum leadership does not only care for the demands of the teachers (relationship 
oriented) but also demand definite work performances (work oriented).   

Creation of a Democratic Communications Environment in order to Facilitate 
Quality Early Childhood Education 

From the interviews and observations of Director Chen and further analysis, 
understanding and interpretations, this study gradually summarizes her curriculum 
leadership as the creation of a democratic communications environment so as to facilitate 
quality early childhood education. Director Chen encourages the teachers to lead the 
meetings themselves, hoping that she does not appear as an authority figure. In the 
decisions of curriculum affairs, she does not impose any rules to the teachers either. 
Rather, she usually brings forward proposals and invites opinions from the teachers and 
try to establish consensus. Meanwhile, Director Chen communicates with teachers and 
parents by changing opinions via meetings, private verbal communications and 
correspondences. These communication platforms enhance the mutual trusts and 
understanding so that Director Chen is able to demonstrate her curriculum leadership and 
avoid unnecessary misunderstanding and resolve issues in a timely manner. Bradley 
(1985) also mentioned that differences can be worked out if curriculum leaders and 
members are able to fully utilizes various channels to exchange their opinions. In this 
way, difficulties can be tackled and consensus can be formed. Of course, the ultimate 
goal of the efforts from Director Chen to establish a democratic communication 
environment is to build up a superior kindergarten.  
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Director Chen’s Curriculum Leadership Aims to Focus on Core Value & 
Enhancement of Education Quality 

The curriculum leadership of Director Chen places emphasis on the voices of the 
teachers, the professional developments of the teachers and communications with the 
teachers. Apparently, she believes that the core value of the kindergarten is teachers. 
Only with excellent teachers can it be possible to enhance the quality of kindergarten 
education.  

Director Chen: There are three prerequisites to run a good 
kindergarten. Teachers, teachers and teachers. Only with 
good teachers can a kindergarten stand out. However, the 
kindergarten must create sufficient room for the teachers to 
develop their expertise. This has been my views  (O02-
040817) .  

This view is the same as Macpherson, Brooker, Aspland and Elliott (1998), who 
found that curriculum leaders should focus on teachers and emphasized on the 
professional practices of teachers. 

The Focus of Director Chen’s Curriculum is on Process 

Director Chen focuses on the process of consensus establishments. She does not 
want to keep the power to herself, i.e. to make her own decisions and impose the 
decisions on the teachers.  

Director Chen: We spend a huge amount of time discussing 
these visions because it is a process to establish consensus. 
The consensus helps us to get into the same mindsets so 
that we are consistent in the face of parents. (O09-050412) .  

Her viewpoint is similar with Bradley (2004), who believed that the expertise of 
curriculum leaders lies in facilitation, while the expertise of the teachers lies in the 
determination and implementations of curriculum contents. Curriculum leaders should 
aim to create an environment in which the teachers can reach sound decisions and 
implementations. 

Conclusions and suggestions 
Director Chen’s leadership is diverse in her curriculum leadership behaviors. Her 

curriculum leadership behaviors are a two-dimension mode and she aims to create a 
democratic communication environment to facilitate quality early childhood education. 
She focuses on the enhancement of core value and education quality and gears toward the 
process in her leadership style.  To further analyze her curriculum leadership, this study 
identified seven aspects, i.e. the development of curriculum visions, the leadership of 
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curriculum implementations, creative of a positive atmosphere, construction of a 
supportive environment, assistance of the teachers’ developments, evaluation of 
curriculum quality and the deployment of an administrative system. From these 
curriculum leadership behaviors, this study finds that Director Chen covers direct/indirect, 
long-term/short-term and work/relationship orientations. Based on these findings, this 
study comes up with the following suggestions: 
 

Initiation of In-Depth Dialogues by the Teachers Regarding Curriculum Issues 

This study suggests that Director Chen should continue lead the teachers to ponder 
on the curriculum issues as a group in the teachers’ meetings or one-the-job training 
activities. Director Chen may arrange that the teachers make reports and conduct 
discussions regarding curriculum issues or theme curriculum so that they understand the 
professional practices of their peers and can have more in-depth professional thoughts 
and dialogues.   

Enhancement of Molding of Kindergarten Visions & Implementations as a Basis for 
Curriculum Leadership 

The kindergarten should reinforce the creation and implementations of visions 
shared among the teachers and these visions should serve as a core curriculum and target 
for the kindergarten. In this way, teachers’ efforts can be accumulated and solidarity can 
be formed among the teachers. 

 

Encouragement of Enthusiasm for Curriculum Innovations from Teachers  

A mythopoetic-oriented curriculum leadership is based on imaginations, creativity 
and retrospections. The richness of the curriculum contents lies in the development 
methods in which implementations are the key. In particular, the sharing of meanings and 
joys of creations during the teaching process do not only help students to cultivate their 
minds, but also affects the teaching vibrations (Ou, 2004) . Director Chen can further 
stimulate the enthusiasm for curriculum innovations from the teachers, encourage them to 
break through and reduce the inference factors that hinder professional developments and 
curriculum implementations.  

Choice Between Montessori Method or Thematic Instructions Required for Curriculum 
Directions 

Blue Kindergarten originally focused on Montessori Methods, but has been 
incorporating thematic instructions due to the trends of the times. However, the contents 
for professional developments of the teachers particularly emphasize Montessori 
Methods and nothing much has been addressed regarding the integration with thematic 
instructions. Looking forward, a consensus should be established in order to clarify the 
directors of future curriculum.  A choice should be made between a deep-end approach of 
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Montessori Methods or the combination of Montessori Methods with thematic 
instructions. 

Adoption of Substitute Teachers System to Support Professional Development Activities 
for the Teachers 

This study finds that some teachers do not feel up to joining outside seminars 
because it might cause extra burdens for another teacher. Therefore, this paper suggests 
that the kindergarten can establish a substitute teachers system so that when the teachers 
need to participate study sessions or to take leave, the substitute teachers can carry out 
their duties. This will enhance the willingness of the teachers to study further and protect 
the learning quality of children.  

Establishment of Curriculum Evaluation Mechanism 

This study has not found any curriculum evaluations within Blue Kindergarten. 
Therefore, this paper suggests that Blue Kindergarten should continue to create a 
collaborative culture and hold on to the correct directions to guide the teachers and invite 
cooperation from parents. This approach will enhance the evaluations of professional 
competences of the teachers, establish a curriculum evaluation mechanism to measure the 
effectiveness of each curriculum, such as the completion of curriculum targets, the 
quality of curriculum and teaching, learning outcomes of young children, the satisfaction 
levels of school members and feedbacks from the community. All these indicators can 
serve as the basis of curriculum leadership and future improvements. 
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Abstract 
 Objectives: To start with the research of teacher culture in university organizations, both 

teachers’ internal spiritual culture and external behavior culture should be firstly studied.   
Role culture as well as individual culture of subject development are supposed to be created 
while a diversified, permeable, cooperative cultural tie is established, which causes the 
common spirit, the idea of value and the regulations from teacher colony that exert an 
imperceptible influence on the target realization of the organizational culture. That is the 
radical resort of teacher culture in universities. 
Methodology: By analyzing the relationship between men’s cultural nature and 

organizational behavior, and also in the light of the idea of innovation in the contemporary 
management models, the essay takes the cultural model as the third management dimension 
that follows close the scientism model and the humanism model to ponder over the cultural 
model of university organizations. University management is regarded as a cultural 
management here. University management and teachers’ self-moulding are comprehended in 
the same way that a culture is done. 
Discussion of expected outcomes: Culture factors form a critical important variable 

in organizational management activities within universities. They permeate through all the 
university management activities from every aspect and through the whole process, thus an 
unique organizational culture of a university ___as a special organization, comes into being. 
Teacher culture represents the main body of university organizational culture. It is not only the 
extension from the intension of university organizational culture, but also the spiritual 
guidance of its cultural value. The two cultures exist in such a cultural formation of an 
intergrowth that is cooperatively constructed and well-coordinated with mutual benefits. 
Teacher culture, as a force at the core, should be certainly studied together with university 
organizational culture. The humanism permeability and the restriction of teacher culture can 
not only strengthen the efficiency and the effectiveness of university management, but also 
eliminate the stiffness and the convention in the traditional style of technological management 
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Higher Education Accountability:  A Conceptual Framework for 
Strategic Collaboration 

 
 

Abstract 
 

Higher education is increasingly seen as critical for individual success and state 

and federal economic development. The rising cost of obtaining a college degree, 

however, is leading many within the American public to question the institutional 

efficiency of the nation’s colleges and universities (Burd, Field, & Selingo, 2005; 

Zumeta, 2001). In addition, seemingly endless reports of system misconduct and abuse 

are raising questions regarding the trust and autonomy afforded to these historically 

revered institutions (Burke, 2005a; Callan & Finney, 2003; Zumeta, 2001). The result is a 

convergence of increasing demand and diminishing trust, the nexus of which is the 

avalanche of debate over accountability and the commissioning of the Secretary of 

Education’s Commission on the Future of Higher Education.  

This paper proposes a conceptual framework for addressing the emerging need for 

accountability. It synthesizes the discussion regarding the traditional social compact 

enjoyed by higher education. Building on Burke’s accountability triangle and Behn’s 

public policy concept of 360-degree accountability, the paper proffers a model that 

institutional leaders, state policy makers, and interested stakeholders may strategically 

utilize to move the debate beyond acrimony to consensus and collaboration. 
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Abstract 
 

 
       This paper reports the findings of a study that examined the utility of a conceptual 

model designed for higher education decision-makers assessing the feasibility of 

engagement with an external organization.  Constructed on the foundation of three 

corpora of literature—the scholarship of engagement, higher education feasibility studies, 

and academic program development—the model was designed and tested as a decision 

making tool for higher education professionals, including both faculty and administrators. 

       The scholarship of engagement—a phrase casting a wide swath that incorporates 

community service, learning communities, entrepreneurial ventures, and much in 

between—is increasingly impacting the scope and reach of higher education (Schneider, 

2000).  Since the 1990 publication of Boyer’s seminal report Scholarship Reconsidered: 

Priorities of the Professoriate by the Carnegie Foundation for the Advancement of 

Teaching, many prominent leaders within higher education have added lofty verses to the 

scholarship of engagement refrain (Bok, 1990; Votruba, 1996; Keith, 1998; Braskamp & 

Wergin, 1998; Walshok, 1999; Levine, 2001; Levin, 2003).  However, a conceptual 

model for determining the feasibility of engagement has yet to be offered.  Though a 

comprehensive model encompassing the breadth of engagement is unlikely, the study 

reported in this paper proposed and tested a decision-making model that focuses on the 

collaborative aspects of engagement. 

       The objective of the research, therefore, was to test the utility of a program 

development model that could potentially be used within higher education as a tool for 

determining the feasibility of collaborative academic programs.  The study was framed as 

mixed method research embracing both quantitative and qualitative methodologies.  
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Specifically, the study functioned as an embedded case study that examined multiple 

subunits or assessment channels embedded within a larger, single case.  Providing the 

context for the study, the case was the exploration of possible expansion, through 

collaboration, of an existing academic program offered by the College of Education at 

Purdue University.  The subunits within the case included input from faculty, institutional 

mission, institutional resources, accreditation, governmental oversight, prospective 

students, prospective collaborators, prospective funding partners, prospective employers, 

pedagogy, admission considerations, and the political environment.  In collaboration with 

the Association of School Business Officials International (ASBO) and the National 

Association of College and University Business Officers (NACUBO), three national 

surveys were conducted among educational leaders.  In addition, 21 key leaders were 

engaged via interviews and focus groups.  Thus, four data collection instruments were 

employed: surveys, interviews, focus groups, and document analysis. 

       The study produced findings on multiple levels.  First, it was discovered that 

employing the conceptual model facilitated the compilation of critical local, regional, and 

national information regarding the feasibility of prospective collaborations.  The 

conceptual model thus produced a comprehensive analysis relative to collaboration.  

Second, this comprehensive analysis included perspectives that were internal and external 

to the higher education institution, thereby yielding a balanced evaluation of feasibility.  

Third, the model highlighted the reality that some assessment channels carry greater 

decision-making weight than others.  Although the specific characteristics of this reality 

vary across institutions and academic units, the importance of the political environment 

was affirmed.  [This is particularly important when multiple stakeholders are involved, as 
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they are by definition when programs embrace collaboration.]  Fourth, the conceptual 

model is particularly relevant for the planning stage of program development.  Fifth, 

within the planning stage, the model expands the utility of Tyler’s (1950) concept of 

needs assessment and evaluation of multiple stakeholders.  Sixth, structured as a non-

linear conceptual model, the model enhanced the non-sequential querying of assessment 

channels.  Subsequent decision-makers utilizing the model, therefore, would be free to 

order and query the assessment channels in the manner most beneficial to their particular 

institution or situation.  They likewise would have the ability to employ some or all of the 

assessment channels that are deemed essential to their assessment.  And seventh, the 

study produced multiple suggestions for additional research, further accentuating the 

adaptability of the conceptual model.  
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Abstract 
 The university accreditation process requires academic institutions to define, develop, 
implement and document assessment programs.  An assessment program serves to evaluate 
different aspects of academic programs:   Acceptance of a program of study by the business and 
research community, faculty teaching ability, relevance of program curriculum, and student 
learning and student progress over time.  This work focuses on efforts to integrate assessment 
technologies related to the evaluation of student learning, tracking of student progress over time, 
and evaluation of faculty teaching ability. 
 This work is being piloted in several institutions, including National University 
(California), developing best practices involving these technologies; four (4) K-12 school 
districts (Michigan), evaluating technology implementation; and a nursing college in Tennessee, 
utilizing the application to deliver periodic learning objective tests.  The technology is presented, 
and the progress being made at the three pilot institutions is discussed.  
 
 
Assessment Technology  
 
 Part of the university accreditation process is for academic institutions to define, develop, 
implement and document assessment programs.  An assessment program serves to evaluate 
different aspects of academic programs: Acceptance of a program of study by the business and 
research community, faculty teaching ability, relevance of program curriculum, and student 
learning and student progress over time.  This work focuses on efforts to integrate assessment 
technologies related to the evaluation of student learning, tracking of student progress over time, 
and evaluation of faculty teaching ability.  These key efforts were selected based on knowledge 
of the effectiveness of these systems independently.  The combination of strategies selected for 
this project is based on a review of research and scholarly work in the different areas.    
 Assessment of student learning is used to evaluate student progress, strengths and 
weaknesses as well as to inform the instruction process by identifying appropriate instructional 
objectives and approaches.  Testing is designed to be implemented throughout the learning 
process, typically at regular intervals.  Individual test questions are aligned to specific learning 
objectives.  Aligning testing instruments and instructional content allows educators to analyze 
and evaluate student progress towards specific objectives.   Technology for testing students has 
been available for decades, but only recently have these systems been deployed via the Internet. 
 Assessment of student learning alone is not enough to paint a broad assessment picture, 
nor does the testing process provide faculty with timely information that can assist in affecting 
change to the instruction process.  Many researchers argue that “traditional” end-of-course 
evaluation processes are unfair and infective ways to judge/assess teaching effectiveness 
(Baldwin & Blattner, 2003; Harvey, 2003). Given the high stakes associated with current 
summative evaluation methods, the opportunity has come to complement it with a process that 
better measures teacher effectiveness. One approach is to use a formative evaluations system that 
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would allow the collection of student feedback for the purpose of improving and developing 
teaching (Rando and Lenze, as cited in Lenze, 1994), while the semester is in progress.  This 
work supports this view and provides a technology for administrating interim evaluations 
through short electronic surveys. 

One assessment strategy that has not been extensively tested at the either K-12 or higher 
education levels is using technology to track individual student progress as well as a student’s 
perspective through a program.  A few studies have shown that longitudinal studies of student 
preference and academic progress can inform appropriate interventions to ensure that students 
receive the support they need to succeed (Flowers, 2006; Bers & Smith, 1991; Brainard & 
Carlin, 1998; and Adelman, 1999).  Through this project, we anticipate that a tracking strategy 
will prove important in providing additional data for the overall assessment process, and 
contribute to the understanding of student sentiment, student retention, and barriers to 
graduation. 
 
 
Integrating Technologies 
 
 For the student assessment portion of the application, we have developed a process and 
adapted a technology that is to be used to facilitate the assessment of student learning by: 1) 
organizing program and course-level learning objectives, 2) facilitating the aligning of tests 
items and content-related resources to learning objectives, 3) administering computer-based tests, 
and 4) archiving and reporting these data for use in internal program evaluations, and to support 
the accreditation process.  The following screen shots demonstrate various aspects of the system. 
 

 
 Figure 1: One can build a test, and align each of the items to custom or preset learning objectives 
 
 The technology is easy to use, menu driven, and browser-based.  The software is 
available for installation on a low-cost web server, because it was originally developed using 
free, popular and scalable development tools.  The system supports the entry of course-level 
student learning objectives, allows tests to be created, and individual items on tests to be aligned 
to one or more learning objectives.  The tests are then administered over the institution’s intranet, 
over the internet, or via handheld computing devices.  Once a test has been administered, scoring 
is automatically processed, and the instructor, administrator, or researcher can view a variety of 
reports.  One of these reports facilitates seeing student results across learning objectives (see 
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Figure 2).  This is made possible by the item alignments.   The overall process being developed 
ensures that the assessments can be made without disrupting the normal teaching environment or 
placing difficult learning or time demands on faculty.   
 

 
 Figure 2: After the test is taken, the results can be viewed by learning objective.  
 
 The interim survey system is based on an existing technology for delivering 
questionnaires or surveys via the web.  The twist on this implementation is that the individual 
survey items, like the test questions in the evaluation of student learning, are aligned to specific 
categories of interest.  Currently, the student-centered items are organized around the following 
areas: 
 

o Backgrounds and experiences, 
o Motivation, 
o Success in meeting learning outcomes, 
o Learning styles, and 
o Preferred methods for assessment. 

 

 
  Figure 3: Creating an interim course survey  
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  Figure 4: The survey, administered over the web. 
 
 The final version of the survey system will have a number of interesting features. It will, 
for example, allow faculty to customize the surveys they administer—selecting items that align 
with the course types (lecture, lab, fieldwork, etc.), areas of study (required or elective; general 
education or part of a defined major), and target audiences (undergraduates, graduates). The 
system will be premised on scale—consisting of pools of themed, validated items from which 
faculty may choose. 
 

 
  Figure 5: Survey results, designed to provide immediate feedback to faculty, and  
   used in building an individualized, longitudinal data store. 
 
 The survey system responses, along with the student testing data are automatically added 
to an overarching database.  This databank facilitates the longitudinal tracking of individual 
student data. A third major component in the overall assessment project, the system will use a 
modified software application to track students, including those who drop from the program or 
out of school.  The system would build a longitudinal record of each student’s progress, 
including:  Student course selection and grades, student comments about the learning process 
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based on responses to periodic interim surveys, and responses to questions about their interest in 
and resistance to their education process at each step of the way.   
 
Progress 
 This work is being piloted in several institutions, including National University in 
California, 4 small school districts in Michigan, and a nursing college in Tennessee.  Each of the 
sites is using the applications in different ways, from utilizing all of the applications to 
concentrating assessment efforts on the evaluation of a subset of the technologies.  A National 
University, we are developing best practices involving these technologies.  Within the four K-12 
school districts in Michigan, the technology is currently being implements, and we anticipate 
getting results back regarding usability within 6 months.  At the nursing college, the applications 
are being utilized to deliver periodic learning objective tests.  We continue to evolve the 
technology implementation and process for using the system, and ultimately plan to prepare and 
disseminate our findings regarding the efficacy of this project.  
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Abstract 
 
The objective of this research were: to study the demand for international undergraduate programs 

in Thailand, to analyze the factors which determine that demand, to analyze the capacity of 

providers to meet the demand, and to study the direction of Thailand international undergraduate 

program development in order to conform to that demand and country development. 

 

The data derived from logistic regression analysis and content analysis obtained from 1,446 of 

foreign and Thai students, ten executive administrators of International Programs and sixteen 

related experts in International Program and Country Development. 

 

The research provides a basis for strategic policy development to underpin such programs and to 

set standards to asses them. Government policy is to develop this sector in order that Thailand 

becomes a center of education in the region, and does so through the optimal utilization of 

resource. 

 
 
Background 
 
The Commission on Higher Education (CHE) must force new directions in today’s global 

education market. To that end, the CHE has formulated the Long Term Higher Education Plan for 

1990 – 2004 and 2000 – 2014. These plans focus on the internationalization of higher education as 

Thailand opens its resources and facilities to the region. (Commission on Higher Education, 2004). 
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Assisting these plans is under the International Education Service Business Project of Thailand, the 

Department of Export Promotion, the Ministry of Commerce. The purpose of promoting is to 

increase the national income by admit foreign students to study in Thailand and preserve balance of 

payment instead of study aboard. The project for promoting market aims: 1) To promote the Thai’s 

international program to be recognized and accepted by foreigners both in Thailand and 

International 2) To promote the understanding of importance of Thailand international education or 

willingness of Thai’s students to continue international program in Thailand instead of studying 

abroad as well as to specify the target market for promoting education in Thailand. 

 

There are currently 727 international programs at the higher education level. Most foreign students 

are studying at the undergraduate level and come from Asian region (China, Myanmar, Vietnam, 

Laos, India, Japan, Cambodia, Taiwan, and Korea) (Commission on Higher Education, 2005). In 

these programs were 33,000 Thai students and 6,700 foreign students studying in 2004. 

Significantly, numbers are increasing every year. It is estimated that the current national income 

from foreign students is about 10,000 million baht and from Thai students, it is preserving balance 

of payment about 24,000–40,000 million baht. (Department of Export Promotion, 2004). 

Government agencies stress the attractiveness of Thailand in the international education market in 

term of its location, environment, welcoming custom and low cost of living. (Chuankirkkul, 2004)  

 

In this study, the individual needs of Thai and foreign students were investigated in order to find 

out what factors influence the effective demand for those international undergraduate programs 

most in demand: Business Administration, Hospitality, Hotel and Tourism, Computer Science and 

Information Technology. These are most selected, especially by foreign students, in Thai’s 

international undergraduate programs.  

 

The results of this study would be used as the key background information for Thai strategic policy 

planer to develop this sector in order that Thailand becomes a center of education in the region and 

does so through the optimal utilization of resource.  

 

Objectives 
1) To study demand for the international undergraduate programs in Thailand. 

2) To analyze the factor which is determined the demand for these programs.  

3) To analyze the capacity of Thai education infrastructure to response effectively to the demand. 

4) To study the direction of Thailand International Undergraduate Program Development in order 

to conform to demand for the international undergraduate programs and country development. 

 

2007 HICE Proceedings 
Page 6444



 3

 

Conceptual Framework 
 
 
 
 
 
 
 
 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

Sampling population: 
 

In this study, sampling population is consisted of two groups as follows; 
 
 

 
 
 
 
 
 
 

Identify factors affecting on demand for international undergraduate programs in Thailand  

Analyze the university capacity in response to that demand  

The direction of Thai international undergraduate program development  

in order to further develop this sector and promote national development 

 
 
 
 
 
 
 
 
 

 
 

 
 
 
 
 
 
 
 
 
All of whom have the potential to study in 
international undergraduate programs in Thailand 
but have not chosen to do so   

International Undergraduate 
Programs in Thailand  

Foreign 
students 

Thai 
students 

Native Language Undergraduate programs 

Foreign students 
In the Asian Region

Thai students 
In Thailand 

Dependent Variable      Independent Variable 
       
         (Demand) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
(Binary Choice) 

to choose to study 
International 
Undergraduate 
Program in Thailand 

not to choose to 
study  International 
Undergraduate  
Program in Thailand 

Individual Factors: Sex, School record (GPAX)

Family Background Factors:  Parents’ Income, 
Parents’ Occupation, Parents’ Education, and 
Sibling 

Economic Factors: Education Expenses, 
Employment Opportunity, Expected Income  

Educational Environment Factors: recognized 
institution, value for education 

Other Factors
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Methodology 
 

Population and Sample 

The total target of population of this study consisted of (1) Foreign and Thai students in 2 groups, 

the first group are foreign and Thai students who are studying Thailand International undergraduate 

programs, in Business Administration, Hospitality, Hotel and Tourism, Computer Science and 

Information Technology, at Assumption University (AU), Chulalongkorn University (CU), 

Webster University (Thailand) (WUT), Stamford International University (STIU), Mission College 

(MC), Siam University (SU) and Rungsit University (RSU), and the second group are foreign and 

Thai students who had the  potential to enroll in such program in Thailand but have not chosen to 

do so and chose to study Native Language undergraduate programs either in Thailand or in ‘at 

home’ in the case of foreign students. (in Business Administration, Hospitality, Hotel and Tourism, 

Computer Science and Information Technology); (2) The executive administrators of International 

Program at AU, CU, WUT, STIU, MC, SU and RSU; and  (3) The related experts in international 

program and national development. 

 
The sample size of the first group was obtained by random sampling and the second group was 

determined by Snowball Sampling. The executive administrators of international undergraduate 

programs and the related experts in international programs and country development were selected 

by purposive sampling. 
 

Instrumentation 

The research instrument consisted of questionnaires and interview schedules. In most cases, 

research instruments were adapted from Palika (2003), Claude M., Kathy C. and Sophie M.  

(2002), Jimenez and Salas-Velasco (2000), Belfield (2000), Moore, Studemund, and Slobko 

(1991), Psacharopoulos and Woodhall (1985), and related literratures. Those instruments were then 

tried out and validated for reliability, content and construct validity. 

 

Data Collection and Analysis 

A total of 1,446 questionnaires were completed by foreign and Thai students. Ten executive 

administrators of international programs and sixteen related experts in international program and 

national development were face-to-face interviewed.   
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Steps of data analysis; 

1) The analysis of general information from foreign and Thai students in international 

programs and native language programs using descriptive statistics. 

2) The analysis of the influence factors of demand for the international undergraduate 

programs in Thailand using logistic regression analysis. 

3) The analysis of provider capacity from the interview responses made by executive 

administrator of international programs using content analysis. 

4) The analysis of program’s direction from the interview responses of the related exerts in 

international programs and national development using content analysis. 

 

 

Expected Outcome of the study 
 
The identifying of factors affecting the demand for international undergraduate programs in 

Thailand will be completed in November-December 2006. The analysis of the university capacity 

in response to the demand and the proposal of Thailand international undergraduate program 

development in order to conform to students’ demand and country development will be completed 

in April 2007. 
 

The influence factors, found in this study, would affect to the effective demand for the international 

undergraduate programs in Thailand. These factors would be the primary data that useful for 

assigning the policy, strategy, and international education program management plan and to 

accredit international standard. Also, this primary data could be used to develop appropriate 

international education programs has conformed to students’ needs, country development as well as 

support Thailand to be the center of education in the region. As the government policy, 

international program in higher education will be one of Thailand’s main export products, which 

would be able to increase the national income and decrease foreign exchange deficit for studying 

abroad. Finally, this study would be useful for students who would like to study international 

undergraduate programs in Thailand in a near future. 
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Abstract: Social skills are linked with language competency. Social competency is 

linked with school success. This “how-to” session explores what children need to know 

and be able to do to use language successfully in order to navigate social events. The 

emphasis is on embedding skills within the routines that are already occurring in early 

childhood settings (P-3). Includes practical ideas for the classroom and real-life examples 

for embedding pragmatic, semantic, and morphosyntactic language skills in meal times, 

Spotlighting, Group Times, and Free Play. Includes helping children to assign alternative 

attributes to rejection to assist in future initiation attempts. 
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Using Conceptually Based Teaching and Learning Strategies: Preparing 

High Quality Elementary Teachers 
 
 
 

As mathematics and science educators in the College of Education and Human 

Services (COEHS) at a university in north Florida, our challenges were no different from 

any other mathematics and science educators in a teacher preparation program designed 

for elementary majors. Research indicates that elementary preservice teachers are 

typically weak in their understanding of mathematics and science content knowledge do 
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to not believing they could teach this content and exhibiting math and/or science anxiety.  

The demographics and behavior of many of the elementary education students at this 

institution validate the research findings.  

Prerequisite to entrance to the College of Education, all students must 

successfully complete nine hours of content in each of mathematics and science. In 

addition, elementary majors are required to complete a four credit service course offered 

by College of Arts and Science faculty members listed as Mathematics Enhancement. 

Efforts by College of Education faculty members to collaborate with the Arts and Science 

faculty members to provide “more appropriate” mathematics in this course with modeling 

of proven instructional strategies were made but yielded few recognizable changes to 

content and pedagogy.  

Given the differences in perception between the mathematics educators and the 

mathematics teacher educators about the scope and function of mathematics courses, the 

teacher educators worked to address the issues confronting preservice elementary 

teachers. A two-credit pilot course, Methods of Conceptual Teaching, was developed by 

two COEHS educators. An initial effort to have this course accepted in lieu of the 

Mathematics Enhancement course proved to be successful and the course development 

was begun.  

An initial beginning assertion was that students needed to acquire conceptual 

knowledge of mathematics and science content not provided in their K-20 education by 

virtue of teaching strategies that relied on memorization without understanding. Because 

they are in a teacher preparation program, students also needed to become knowledgeable 

of and adept at preparing and delivering instruction that is conceptually based. The 

guiding belief was that modeling certain instructional strategies in mathematics and 
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science and debriefing with students about the pedagogy would substantially improve 

their preparation as teachers of elementary school mathematics and science. In addition, 

students would become empowered and be able to generalize these strategies to other 

content areas. 

Fortunately, the COEHS elementary education program was undergoing major 

revisions during the three semesters of the conceptual teaching pilot. Data were gathered 

to demonstrate the impact of this course on students’ content and pedagogical knowledge.  

Exit data was collected from 92 students upon completion of Methods of Conceptual 

Teaching for the first three semesters of the offering the new course. Ninety percent of 

the students agreed that their interest in learning conceptual teaching strategies was 

heightened. Eighty seven percent of the students agreed that their knowledge of the 

mathematics and science concepts addressed in the course was “greatly improved.”   

Ninety two percent of the students said they were likely to try at least one of the 

conceptual teaching methods as one of their field lessons. Ninety eight percent of the 

students agreed that they were more comfortable teaching the mathematics and science 

content covered in the course.  

Other instructors within the program were beginning to see differences in 

students’ ability to apply conceptual teaching strategies in content areas other than math 

and science. Social Studies Methods instructors noticed the use of the Taba Concept 

Attainment Model in lessons submitted as part of a unit plan. In addition, students were 

incorporating more frequent use of and higher levels of questioning skills. Instructors 

agreed that students were now using a wider variety of discovery oriented teaching 

strategies as opposed to the “telling everything we want you to know” approach that 

2007 HICE Proceedings 
Page 6453



previously dominated student designed lessons. Students were clearly connecting the 

strategies learned in Methods of Conceptual Teaching to other content areas. 

The modifications using a conceptual teaching approach were producing results 

and the excitement led to yet more forward thinking and curricula change. The Methods 

of Conceptual Teaching course was to become the first in a three course sequence. The 

Methods of Conceptual Teaching course provided the foundation for the Mathematics 

Methods for Elementary Teachers course. Content in math methods is more fully 

developed and explored given the prerequisite foundation students now possessed. 

Mathematics Methods is a prerequisite for the next course in the series, a Science 

Methods for Elementary Educators course, which serves as the culminating course 

experience. Science Methods contains capstone experiences where students demonstrate 

their ability to construct conceptual learning experiences for children and where they 

reflect on the value of conceptual teaching in their overall repertoire of teaching 

strategies.  This sequence models a “growth over time” approach to conceptual 

understanding and teaching.  

As a result of these changes, the elementary program faculty advocated that the 

Mathematics Enhancement course be dropped from the required course list and a three 

credit Methods of Conceptual Teaching course was successfully added in its place.  

The conceptual framework that under girds the three course sequence has multiple 

components that lead to the creation of effective preservice teachers. These components 

include: 

• A developmental continuum of learning experiences that moves students from 

exposure to conceptually based teaching pedagogy through applications in 

methods courses to implementation during clinical experiences, 
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• Modeling and debriefing of instructional strategies by faculty members that create 

opportunities for students to engage in analysis and reflection of conceptually 

based practices, 

• Active engagement of students during all aspects of the course sequence, 

• Collaboration of faculty members via team planning, teaching, and assessment, 

• A set of conceptual lenses that provide students with a context for understanding 

their learning experiences, and 

• An emphasis on the identification and modification of students’ misconceptions 

and errors in their understanding of mathematics and science. 

This session will describe those innovative components and the curricula changes 

using conceptually based teaching and learning strategies advocated by elementary 

education faculty members who continue to have profound results on improving 

preservice teachers’ knowledge about these disciplines and their ability to teach the 

content using strategies that enhance conceptual understanding.  
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Working on Gifted Issues: Marking the Course 
 

 
In 2002, school districts in Florida were asked to identify two areas of focus in 

exceptional student education.  Each district was asked to target one issue for students 

with disabilities and one issue in gifted education, particularly aligned with the current 

LEA reports.  Of the 67 districts in the state, 54 identified disproportionality in gifted as 

compared to the general student population as a focus. Districts are required to submit an 

update every six months to the monitoring section for the Department of Education 

identifying strategies and activities to address the topic.   

In 2003-04, the state project Working on Gifted Issues (WOGI) adopted 

disproportionality as one of its focus topics.  The Project Director scheduled two sets of 

regional meetings, one in the fall and one in the spring at five sites around the state, 
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inviting district coordinators for gifted and other interested parties to attend and discuss 

alternative methods for referral, screening, or assessment. WOGI would support their 

work and provide consultation to the districts in involved in the pilot project.  A highlight 

of the regional meetings was time for districts to share best practices and have other 

participants realize that small changes might make a difference.  

By the Spring Institute in June 2004, nine districts received district approval and 

agreed to take part during the 2004-05 school year.  At this spring institute and the one 

that followed, national consultants were invited as guest speakers to share strategies 

related to reducing disproportionality.  Coordinators from the piloting districts shared 

their results and progress to date. 

This session will provide an overview of the goals accomplished through the 

Project funded through the Florida Department of Education during 2003-06 and an 

opportunity for discussion.  Information about the innovative processes and products will 

be shared including: 

• Establishment of pilot district sites focusing on reducing disproportionality in 

gifted programs, 

• Follow up on pilot district sites focusing on reducing disproportionality in gifted 

programs, 

• Provision of 10 regional forums for the discussion and sharing of 

regional/statewide issues related to disproportionality and course offerings for 

secondary students who are gifted, 

• Provision of Spring Institutes for providing professional development and 

dissemination of project information via round table discussions and problem 

solving opportunities, 
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• Format and dissemination of two gifted endorsement training modules related to 

the nature and needs of the gifted and curriculum development for the gifted, 

• Development of an online module(s) for gifted endorsement, 

• Organization of a task force to develop a Curriculum Frameworks for Gifted 

Learners, and 

• Development of a WOGI website for the dissemination of project information. 

The initiatives set forth in the upcoming 2006-07 WOGI Project will also be shared 

including the development of a Handbook for Gifted Education and a series of state-wide 

meetings related to needs and concerns of parents of gifted children.  These meetings will 

be hosted by experts in the field of parental concerns for gifted children. 
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This award winning CENTS 2006-07 Best Practice http://www.centss.org/  8-module online orientation 
http://www.metrostate.edu/orientation/portal/ welcomes new students to the university, introduces them to 
important academic and student services, provides important strategies for academic success. Academic 
planning is a major component of orientation. Each major has an interactive explanation of its requirements, 
including prerequisites, required, and elective courses. Because of the site design, a variety of programs can 
be easily added to the online orientation. Students demonstrate completion of online orientation by passing 
a quiz that is hosted in the university’s course management system. The online orientation, originally created 
for online students, has become the centerpiece for re-conceptualizing the university’s New Student 
Orientation for all students. 
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CLOSING THE CONTENT READING GAP: HELPING PRE-SERVICE TEACHERS 
JUMPSTART STRUGGLING READERS 

Research Objective: 
 One of the most difficult and complex tasks of the university 
professor with students in a field experience is to assure the local 
school district that the children, pre-school through high school, 
will demonstrate an achievement gain as a result of work with college 
students placed in their classrooms. A university teacher education 
program tends to use the surrounding schools frequently due to 
proximity and ease of access by college students and school districts 
have a right to expect positive learning outcomes. Recent NCATE 
standards (ISU, Nov. 2005) also require that we provide assessments 
that demonstrate college student impact based on elementary student 
achievement. 
 At Indiana State University, we have begun a pilot study to work 
more closely with our public school partners to provide pre- and post-
assessments that may demonstrate this achievement growth as a result 
of children working with our college students. 
 
Methodology: 
 Two professors (one teaching social studies methods and one 
teaching language arts methods) collaborated with three third grade 
teachers at one elementary school. Each third grade teacher first 
chose a social studies topic required by Indiana state standards 
(immigration and famous Americans), that each wanted the college 
student team to teach for the required social studies/language arts 
unit. Together, we wrote a small grant to purchase sets of non-fiction 
children’s literature books on each of the topics to supplement other 
books and materials in the classrooms. 
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Next, the teachers created a set of test items to demonstrate the 
children’s learning of each topic with the intention of using the test 
as a pre/post assessment. All children were given the pre-test prior 
to university students entering the classroom. In each classroom 
children identified as low achievers in reading were paired with ISU 
students to work for about eight weeks using the Indiana Reading Corps 
tutoring program with fiction and non-fiction literature books on the 
social studies topics.  

Then, the ISU students taught a two-week social studies unit 
using the chosen books and other materials. The classroom teachers 
gave the post-tests approximately ten weeks after the pre-tests.  
 
Discussion of Outcomes: 
 One classroom teacher kept specific data and discovered that all 
children failed the pre-test and 90% of the students earned a C or 
better on the post-test. Most children who have not studied a topic 
will likely fail a test on the topic prior to its study. Many children 
can achieve passing grades on a topic of study when tested following 
instruction. 
 
n=26 Pre-test % 

of 
students 
(Feb 7) 

Post-test 
% of 
students 
(Apr 20) 

A 0% 53% 
B 0% 16% 
C 0% 21% 
D 0% 5% 
F 100% 0% 
 
 
 A second teacher thought her class’s scores were not much 
different from classroom work without the college students, but she 
noted that the children connected strongly with their college partners 
and that made a difference in the self-confidence of the children 
related to the topic of study. She thought the positive interactions 
encouraged the children to be more participative during classroom 
discussions and have more correct responses. We were not able to get 
data from the third teacher. 
 From this information, we tentatively concluded that college 
students in these classrooms did, in fact, encourage learning of 
social studies content and enrich the reading comprehension of 
literature related to the social studies topic.  
 We anticipate similar outcomes when we enlarge this study. We 
hope to work with several grade levels. We also might suggest that 
teachers collect pre/post data for a unit of their own teaching for 
comparison of learning growth. Limitations we may encounter include 
teachers who are less than willing to take the extra step to write 
pre/post-test questions or collect the scores for us. We may have to 
work with several schools to get enough teachers for this project. 
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African Roots and the Literacy Instruction of Today’s African American Students 

 

Introduction 

The salad bowl perspective of American society preserves the cultural essence of all 

peoples. The diversified historical experiences of our ancestors continue to radiate through the 

eyes, mouths and actions of their descendents in today’s classrooms. Simply, cultural ancestries 

still influence the development of reading and literacy of our 21st century students. Because 

literacy (reading, writing, listening, and speaking) is socially and culturally based, the 

perceptions of children from diverse backgrounds – their world, their speech, their learning and 

communication styles – may differ from their White middle class teachers and counterparts. 

These cultural differences can create perpetual disparities of educational experiences and 

opportunities (Vavrus, 2002). Ladson-Billings (1994) contends that culturally relevant teaching 

is essential to the meaningful learning and empowerment of students from diverse backgrounds. 

The purpose of this article is to encourage literacy educators to address the issue of 

cultural discontinuity to better understand and enhance the reading development of children from 

diverse backgrounds. The author will examine the four components of literacy (reading, writing, 

listening, and speaking) from a theoretical perspective and relevant “best practices” for each 

aspect will be suggested for implementation in today’s diverse classrooms. Due to the multitude 

of our nation’s diverse communities the author will focus on the African American culture. 

According to the Nation’s Report Card, African American students achieved the lowest 4th grade 

reading levels (59% scored below basic) than any other cultural group (National Center for 
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Educational Statistics, 2005) therefore special emphasis will be placed.  The intention of this 

article is not to generalize nor stereotype but to raise the pedagogical consciousness of teachers 

of diverse classrooms and offer instructional strategies for adaptation in classrooms. 

Reading Development 

Reading development is culturally influenced by the interactions that children have with 

their parents and families during their earliest years.  Beginning home experiences build the 

necessary foundations for the emerging social and intellectual growth of all children. As parents 

nurture and support their children’s reading development, they innately model and impose their 

cultural milieu upon their children’s schemata.  Socio-cultural theorists perceive reading as a 

transactional process within cultural and social contexts therefore children learn about the world 

around them and how to read within these contexts. As competent readers, students’ cultural 

knowledge influences their understanding and interpretation of any reading selection. According 

to Vygotsky, “(a) children construct knowledge within a socially mediated cultural context, (b) 

language is a key component in children’s appropriation of knowledge, … and (d) children 

acquire knowledge with the assistance of an adult or more experienced peer within a continuum 

of behavior called the zone of proximal development” (Bodrova & Leong, 1996 cited in Lilly & 

Green, 2004, p. 3).  

Cultural Discontinuity 

Although 68% of students in the nation’s 100 largest school districts are of minority 

descent, the American school culture continues to reflect the dominant culture of White America 

and is reinforced by the predominately 87% White middle-class female teaching force (NCES, 
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1997, 2001). As a result children of diverse backgrounds may encounter culture shock because 

what they have experienced about language, behavior, and learning at home, differs from what is 

expected at school. School/home “cultural mismatch” or “cultural discontinuity” (Au, 1993; 

Jordan 2001) is an emerging theory that acknowledges the cultural differences between teachers 

and students from diverse backgrounds. The teaching styles used during instruction may be at 

odds with home norms of learning. The cultural inconsistency between teachers and students can 

negatively impact the teaching and learning in multicultural classrooms when teachers’ 

expectations and instruction do not accommodate diverse learners. 

Reading  

In the classroom, the typical reading lesson involves the teacher reading a story aloud to 

the students while they listen quietly. For closure, the students answer comprehension questions 

and/or write a summary with or without an illustration. This lecture-style teaching reflects the 

majority culture that expects the students to listen silently with appropriate eye contact and 

laughter. Culturally diverse students’ learning and communication styles often differ from the 

teaching and communication styles of their teachers. Verbal patterns of Whites tend to be linear, 

pragmatic, and defined by turn-taking, while other cultures may differ. For example, African 

Americans’ discourse involves nonlinear narration, physically demonstrative displays, and 

overlapping speech (Kochman, 1981).  According to Hale-Benson (1982) African American 

students do not remain silent for the entirety of a lesson, but tend to spontaneously respond and 

interact with the teacher. This performer/audience style involves a multitude of call and response 

episodes, as evidenced in Black churches.  
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Further, African American boys have been found to exhibit a high degree of physical 

movement and the desire to interact (Delpit, 1992), and assume rhythmic and confident 

interpersonal styles (Canada, 1995).  African American students are also characterized as valuing 

group affiliation and being cooperative and sharing-natured individuals. These African American 

cultural behaviors have been traced to West Africa where rhythm, rhyme, and movement are 

imbedded within the communication style of these students (Hale-Benson, 1982). 

Reading “Best Practices” 

A reading response-centered literacy classroom would better meet the varied learning 

styles of the students and make learning more meaningful. Because research suggests that 

physical movement, animation, spontaneity and displays of emotion are valued forms of 

nonverbal communication in the African-American community teachers can implement an array 

of reader response techniques, such as role- playing, devising lyrics to songs, and dancing to the 

tones of the story, that allow students to express their interpretations and understandings of the 

story. The cooperative nature of these activities also accommodates the learning styles of many 

students.  

Reading also requires students to use their world knowledge (what they have learned 

about the world through interactions with others and media resources), literary knowledge (what 

they know about language and literature), and personal knowledge (what they have learned about 

themselves through life experiences). As students read they are receiving information from the 

author while simultaneously reflecting on their knowledge base to interpret and negotiate 
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meaning. It is important for teachers to activate student schemata and allow them to utilize and 

associate their prior experiences and knowledge to the new material. 

The incorporation of materials that are recognizable in terms of students’ culture and 

experience make the content more familiar. Teachers can infuse their curriculum with a 

multitude of multicultural literature that tell the stories and realities of other peoples. Such 

literature will reflect the cultures of the students’ cultural groups that are underrepresented in 

texts. Use of multicultural literature not only improves students’ self-esteem and understanding, 

but also appeals to their interests, and supplies background knowledge. Websites that teachers 

can use to select pertinent multicultural literature are: 

 Black Books Galore. Available: www.blackbooksgalore.com; 

 Coretta Scott King Awards (American Library Association) www.ala.org;  

 Notable Books for a Global Society (International Reading Association Children’s 

Literature & Reading Special Interest Group). Available:  www.csulb.edu/org/childrens-

lit. 

Writing 

 The stories and culture of every individual holds the foundation of literacy. Students’ 

styles of telling and writing stories are based on their community’s cultural beliefs about what 

constitutes an effective story (Heath, 1983).  Heath’s study found that children tell very different 

stories according to their prior storytelling experiences at home. Meek further explains, 

From the stories we hear as children we inherit the ways in which we talk about how we 

feel, the values which we hold to be important, and what we regard as truth. We discover 
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in stories of saying and telling that let us know who we are.  So before we even attempt 

the first stages of literacy, children need to have heard and be told many stories… (1991, 

p. 103). 

  The art of storytelling, a rich tradition in West Africa, is quite evident in African 

American communication styles. African American students have been described as inventive 

and cooperative storytellers (Heath, 1983). Michaels (1981) found that African American 

students told and wrote stories in a “topic-chaining” style. Students flow from topic to topic as 

they relate to personal accounts. Teachers who are unfamiliar with this story structure may 

perceive it as unorganized without the expected beginning, middle and end components.  

Writing “Best Practices” 

Storytelling, and story writing, can serve as a strategy for teaching and learning in the 

classroom. Storytelling can enhance students’ oral and written language, and vocabulary 

development. Stories can expose students to vocabulary and patterns of speech. When children 

participate in storytelling they also learn a variety of language structures such as the sequencing 

of events.  

Teachers of reading and writing can also utilize a multitude of literacy strategies and 

graphic organizers, such as story maps and sequence maps to provide students with a framework 

that reinforces story schema. 
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Listening  

The cultural discontinuity between communication styles can lead to teacher 

misunderstanding and the mislabeling of the students from diverse backgrounds. As a teacher 

describes storybook reading in a diverse classroom, 

Three months into the year and it still seemed to me that books had not taken hold. The 

children were too noisy, they were always calling out, always commenting, always 

jumping up to punch the monsters in the book or to act it out. They were not listening. 

What they were doing was not, in my opinion, a part of book reading. I dreaded it. And 

yet they seemed to enjoy it (Ballenger, 1999, p. 58). 

 Because teachers expect students to sit and only listen during reading instruction, they 

may perceive African American students as being disruptive and impulsive. But actually the 

students are actively engaged in the lesson, processing the information, and communicating as 

they have in their home environments.  

Listening “Best Practices” 

Educators must know the students and the cultural backgrounds that they bring into the 

classroom if teachers are to appropriately plan instruction. Teachers must strategically plan 

opportunities for students to verbally express their thoughts and feelings during the learning 

episode. For example, reading instruction can include choral reading and guided reading 

strategies (ex. DRTA) that allow and expect student responses throughout the reading selection. 

Also, students can partake in cooperative grouping and literature circles for peer dialogue and 
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sharing. To accommodate the bodily-kinesthetic learners, teachers can incorporate reader’s 

theatre and movement activities into lessons.  

Speaking 

 Linguistic research reveals that most children have mastered all of the sounds and many 

grammatical systems of their native language by age 3 (Jackendoff, 1994).  Children learn to use 

language in culturally specific ways from their parents, family, and members of their community. 

As described by an African American male, “The constant dialogue in our household constituted 

a form of the ‘emergent’ method of language learning… Our childhood household was a virtual 

‘sound-stage,’ with family members constantly convincing, debating, expressing, and imploring 

each other” (Qualls, 2001, p. 12).  

Language differences between the school and the home often occur.  Students from 

culturally diverse backgrounds may speak differently than the teacher from the majority culture 

who is speaking Standard English. Teachers tend to judge non-mainstream narratives and 

dialects as deficient and perceive them as sub-standard. Students who speak nonstandard forms 

of English are more likely to be viewed as less competent and less intelligent thereby lowering 

teacher expectations of them (Cecil, 1988). The lack of understanding about diverse language 

styles may result in teachers’ denigration of the students’ speech and even result in erroneous 

decision-making. All language varieties are equally valid.  

Speaking “Best Practices” 

It is crucial for teachers of culturally diverse students to “recognize that the linguistic 

form a student brings to school is intimately connected with loved ones, community, and 

2007 HICE Proceedings 
Page 6470



African Roots and the Literacy Instruction of Today’s African American Students 10

personal identity.” To suggest that this form is “wrong” or, even worse, ignorant, is to suggest 

that something is wrong with the students and his or her family (Delpit, 1995, p. 53). Delpit 

contends that students are more willing to learn an alternative oral form, such as Standard 

English, if teachers respect and validate the language that children bring into the classroom. She 

suggests that teachers, “provide students with the exposure to an alternate form, and allow them 

the opportunity to practice that form in contexts which are non-threatening, have real purpose, 

and are intrinsically enjoyable. If they have access to alternative forms, it will be their decision 

later in life to choose which to use. We can only provide them with the knowledge base and hope 

they will make appropriate choices” (Delpit, 1990, p. 253). 

Conclusion 

Successfully educating children from diverse backgrounds is a complex process 

involving holistic considerations, specific instructional strategies and teachers being “open to 

new ways of thinking about and teaching children different from themselves. When teachers take 

time to get to know their students’ backgrounds and special qualities as individuals, they can 

avoid stereotyping and find that generalizations apply in many, but certainly not all, cases” 

(Diller, 1999, p. 820).  

While the article’s emphasis was directed toward African American children, many of the 

issues, adaptations, and strategies can be applicable to working with children from other diverse 

backgrounds. To achieve academic success in the classroom teachers must assist ALL students 

overcome cultural discontinuity. Teachers must embrace their students and their culture to truly 

enhance their literacy and reading development. 
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First Year Teacher Perceptions of Teacher Preparation Programs

Abstract

The research on what teacher preparation programs should focus on in order to most

effectively prepare first-year teachers have been inconclusive and highly debatable (Allen, 2003;

Cochran-Smtith, 2005). The focus on “highly qualified teachers” in the No Child Left Behind Act

(NCLB, 2002) begs the question of “how teacher preparation programs can contribute to

increasing the quality of teachers in K-12 education?” The quality of teacher preparation

programs is critically important for first-year teachers. Beginning teachers do not have the

experience of veteran teachers and therefore, heavily rely on the skills and knowledge they were

taught in their teacher education program. After all, teacher preparation programs are designed

to prepare teachers. How prepared do first-year teachers perceive that their preparation programs

prepared them is of great importance.
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Prospective urban teachers need cooperating teachers who will promote positive 

cultural behaviors (Follo, Hoerr, & Vorheis-Sargent, 2002). Positive mentoring 

experiences during student teaching can assist in assuring that novice teachers are 

prepared to be effective in the urban context and for urban learners. It is vital for teacher 

educators to understand the dynamics of the relationship between cooperating teachers 

and student teachers in fostering cultural behaviors that will sustain beginning teachers in 

urban schools. Yet, there exists a dearth of research addressing factors that attribute to the 

development of teachers who have adapted and overcome the challenges associated with 

teaching in urban schools. Therefore, the purpose of this study was to investigate the 

impact mentoring has on the development of an urban teacher professional identity while 

student teaching in urban schools. The overarching research question is, how does a pre-

service teacher experience mentoring as she develops her identity as an urban secondary 

mathematics teacher?  

Two frameworks underpin this study: phenomenology and social identity theory.  

Phenomenology serves as a philosophical framework, as well as, the study’s 

methodology. Phenomenology seeks to capture the essence of a phenomenon from the 

viewpoint of the one who is experiencing. It examines the internal processes of 

interrupting an experience and the social components that may influence that process 

(Schutz, 1970). Social identity theory serves as the theoretical framework and states that 

identities are formed through discourse and observed behaviors (Cast, 2003; Danielewicz, 

2001).   

Research states that culturally relevant teaching practices provide an optimal 

environment for urban learners to thrive (Brown, 2002; Kopetz, Lease, & Warren-Kring, 
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2006). Culturally relevant practices are grounded in a philosophical positioning that 

views education as a way to empower students to examine situations from a critical 

perspective (Ladson-Billings, 1995). There are certain pedagogical styles and 

dispositions in the classroom that are prone to aligning with the viewpoints of culturally 

relevant practices. Examples of pedagogical styles of culturally relevant practices are 

cooperative learning and project-based learning. Examples of dispositions are building 

caring relationships and implementing practices that allow students to take ownership of 

their learning (Gay, 2002; Kopetz et al., 2006; Ladson-Billings, 1995). Since, culturally 

relevant practices have been identified as characteristics that are essential for urban 

learners, culturally relevant practices are vital to the urban teacher professional identity. 

Therefore, the dispositions and practices that are connected to culturally relevant 

practices will be used to determine the degree to which the participants identify with the 

professional identity of an urban teacher. 

The participants in this study include a pre-service teacher and her cooperating 

teachers.  The pre-service teacher was enrolled in an alternative preparation program at a 

research university located in a major metropolitan city in the southeastern region of the 

United States.  Data sources include interviews, a survey, and journals.  It is expected that 

this study will make significant contributions to teacher education, as well as, urban 

education by providing accounts that lead to the development of teachers who are 

equipped to overcome the challenges of teaching in urban schools, thus creating a secure 

community for urban students.  
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Context of Study 

“Sherry”, the pre-service teacher, is a 41 years old, divorced, Caucasian female 

who was reared in an upper-middle class family in the south.  She completed her student 

teaching experience at “Lee High School” and views teaching as a “calling”. Lee High 

schools serves primarily African-American students of which 44% qualify for free or 

reduced meals. 

.  The cooperating teacher, “Betty”, is a single African-American woman in her 

late twenties. She has taught for 5 years in three schools. Betty is a teacher who views 

students as individuals. She does not believe a textbook can teach you everything you 

need to know about every type of student. She is concerned about student performance 

and maintaining a structured, teacher-centered classroom. Betty states that she attempts 

different strategies to meet the needs of her students. Betty feels she has a cultural bond 

with the students at her school and this helps her to relate to them. According to Betty, 

the key ingredients to being a successful urban teacher are being “open-minded, 

compassionate, structured, and organized.” Since my focus is on the mentoring 

experience of pre-service teachers, I asked Betty her definition of mentoring. She 

responded, “A mentor would be someone who guides and assists as they [pre-service 

teachers] venture into education. Suggest things, shows them alternatives. Someone who 

guides them [and] leads them.” 

A conflict arose between Sherry and Betty midway through the semester. 

Therefore, Sherry was transferred to another cooperating teacher’s classroom, “Priscilla”. 

Priscilla is a 40 year-old married, African-American woman. She has been teaching for 

five years. Her philosophy of teaching is that “every kid can learn. It’s a matter of the 
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right tools. There are different ways [that students learn] and we try, try, try to address all 

[the] different learning styles with hands-on things”. Priscilla is open-minded and flexible 

in her teaching approaches. Priscilla believes mentoring is “a lot of positive feedback, 

negative feedback, but not being belittling or putting people down and doing anything 

you can do to help whoever you are mentoring become better at what they are trying to 

do.” According to Priscilla a mentoring relationship requires a tremendous amount of 

“patience and teamwork.”  While working with Sherry, Priscilla hopes that Sherry learns 

to laugh at herself, have fun with teaching yet, be firm with discipline. Lastly, Priscilla 

wants Sherry to realize the importance of planning. 

Methodology 

This study followed the methodology as outlined in the phenomenological 

tradition (Moustakas, 1994; Polkinghorne, 1989). The primary source of data was 

interviews of the pre-service teacher. The cooperating teacher was a secondary 

participant. Data provided by the cooperating teachers was used to establish a foundation 

for the experiences the pre-service teacher provided. The pre-service teacher completed a 

survey that measured to what degree she identified with the characteristics of an urban 

teacher. The cooperating teacher completed the same survey, again only to provide a 

basis for what the pre-service teacher experienced during student teaching. The survey as 

designed by Angela Love (2001; 2003; Love & Kruger, 2005) to measure teachers’ 

beliefs regarding culturally relevant practices and its affect on student achievement was 

administered to Sherry and Priscilla. I am expanding the survey’s use to measure to what 

degree does a pre-service teacher identify with the characteristics of a culturally relevant 

teacher. Three interviews were conducted with Sherry: prior to student teaching, midway 
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through the semester, and at the completion of student teaching. Sherry was also asked to 

maintain a reflective journal.  

Results 

In the Results Section, I retell Sherry’s experiences of mentoring during student 

teaching. Her initial attitudes regarding teaching in an urban school and her expectations 

for experiencing mentoring are revealed within the naïve attitudes section. In the 

subsection, phenomenological attitudes, Sherry’s stories are told upon reflection of her 

student teaching experiences. After I recap Sherry’s experiences, I report the results of 

the culturally relevant survey, followed by the emerging themes and conclude with an 

interpretation of the results in the discussion section.  

Sherry’s Story - Naïve Attitudes 

According to Sherry, to become a successful urban teacher one must be able to 

influence and motivate students towards success; to encourage students to “take 

ownership in their learning and realize that it does make a difference and to want to 

further their education or be the best they can be in their life.” Sherry realizes that 

teaching in an urban school won’t come without its challenges. For example, 

“motivation…transitions [in the class]…classroom managements… [and] race.” Theses 

are the areas that Sherry hopes she will receive guidance from her mentor. 

Sherry views a mentor as “someone who shows me the day in and day out, not so 

much the theoretical…the actual hands-on; how to survive better my first year and how to 

cope with situations…motivation and support.” The mentor should be honest, but 

compassionate: “I don’t want to always hear the good. I don’t think I learn as much from 

the good. I think pointing out things I need to work on and areas I can improve; not 
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overwhelming; one or two things at a time and work on those and once I get those move 

on.” Lastly, Sherry does not want the mentor to attempt to “mold” her into who they [the 

mentor] are; she wants them to guide her. 

Sherry’s Story – Phenomenological Attitudes 

At the beginning of Sherry’s experience, she had high expectations for her 

mentoring experience with Betty. Their initial conversations were filled with many of the 

ideologies presented in Sherry’s preparation program. This created excitement in Sherry 

and she looked forward to completing her student teaching with Betty. In the next few 

weeks the tone of Sherry’s experience changed. She witnessed many events that she did 

not think were conducive to effective student learning nor beneficial in her development 

as an urban teacher. Sherry felt that the rigid structure of a teacher-centered classroom 

did not provide novelty or challenges for students.    

While with Betty, Sherry felt she had to “walk on eggshells.” The atmosphere 

sometimes became volatile. Sherry stated she “never knew from minute to minute if it 

was going to be an explosive situation or if it was going to be an okay situation.” Despite 

the unpredictable conditions, Sherry found value in Betty’s classroom organization. Betty 

helped Sherry learn to manage grading papers, absentee students, tardy students, and 

make-up assignments.  

Once Sherry transferred to Priscilla’s class, Sherry realized that teachers are as 

different as students.  

Just in two days I’ve seen in my new classroom collaborative teaching, the 
Reflective Teaching Model inside and out, two teachers who work 
extremely close together, plan together, share their lesson plans, and come 
back and give feedback on how the lesson went. 
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By the time Sherry was assigned to Priscilla’s class, there was only two weeks left before 

the students had to begin preparing for an end of course examination. Therefore, teaching 

new concepts to students were limited to two lessons. Sherry was disappointed because 

she was looking forward to utilizing many of the technologies that Priscilla used in her 

classes. Sherry did not receive much feedback from Priscilla following the two lessons. 

However, Priscilla did praise her on her timeliness of grading assignments and her 

rapport with the students. The experience ended with Sherry having a positive outlook on 

her experience in Priscilla classroom. 

Identifying With the Urban Teacher Identity 

The survey measured how closely the pre-service teacher and the cooperating 

teacher identify with the characteristics of a culturally relevant teacher. Interview 

questions were also designed to gain information to either support or contradict the 

findings of the survey. Due to the sample size, statistical tests are not possible. Salient 

observations were used to draw conclusions. The Liker scale choices were grouped. 

Strongly agree (SA) and agree (A) were clustered, as well as, strongly disagree (SD) and 

disagree (D). The responses that were undecided (U) were not clustered. The survey 

questions were pre-grouped into two categories:  questions that reflect culturally relevant 

practices and those that do not (Love, 2001, 2003; Love & Kruger, 2005). The percentage 

of questions that the respondents answered strongly agree or agree was calculated. Sherry 

answered strongly agree or agree to 96% of the questions relating to culturally relevant 

practices and Priscilla responded positively to 80% of the questions. These percentages 

demonstrate that both participants identify with many of the characteristics of a culturally 

relevant teacher.  
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Interviews provided additional evidence of Sherry identifying with the traits of an 

urban teacher. In Sherry’s phenomenological interview, she stated her most fulfilling 

experience during her student teaching was the bond she formed with her students. 

Forming relationships with students is one of the practices of a culturally relevant teacher 

(Brown, 2002; Kopetz et al., 2006). She also talked about her future classroom being one 

where cooperative learning and teamwork are a regular occurrence. Students would be 

actively engaged in hands-on and discovery learning, and the students would contribute 

in creating the classroom’s policies and consequences. In describing herself in one word, 

Sherry replied, “caring.” 

Emerging Themes  

Mentoring Attributes 

From Sherry’s experiences she expressed various attributes of her mentors that 

enhanced her student teaching experience. A mentor that allows her to make mistakes is 

important. She states, “I personally think the only way you can grow is by making 

mistakes. So if you are afraid to make mistakes it’s not a lot of room for growth.”  

However, as those mistakes are made the mentor must not overwhelm the pre-service 

teacher with an abundance of negativity, but constructive criticism in small doses is 

welcomed and a positive attitude within the cooperating teacher is essential. 

The structure of the student teacher – cooperating teacher relationship has to be 

personal, a relationship that is not only concerned with the growth of a “teacher”, but also 

the growth of the person. This relationship is a relationship in which the student teacher 

not only listens to the cooperating teacher, but visa versa. Included in the structure of the 

relationship is respect for the pre-service teacher, as a professional. This was indicated by 
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Sherry’s approval of Priscilla’s strategy of waiting two or three days to inform her of 

teaching techniques she would have done differently. While Betty would tell her in detail 

of minor mistakes immediately, but be general in complimenting her performance. 

Therefore, respect along with equal positive and negative feedback are other behaviors 

that promote a healthy relationship between the cooperating teacher and the pre-service 

teacher. 

Mentoring Hindrances 

Not only did Sherry’s interviews reveal behaviors that promote positive growth in 

a developing urban teacher, but also behaviors that may hinder the budding urban 

teacher. In Sherry’s experience she reports, “She [Betty] wanted me to be just like her 

and I couldn’t.” Betty’s desire for Sherry to display behaviors as she would caused 

Sherry not to bond with Betty and to feel “on edge” while teaching in Betty’s classroom. 

Communication also has to be open between the pre-service teacher and the 

cooperating teacher. Sherry attributes the lack of communication to the breakdown of the 

relationship between her and Betty. Another attribute that Sherry stated hindered her 

growth in the profession is lack of planning lessons with her cooperating teachers. 

Realization of Mentoring 

I asked Sherry what was her idea of a mentor teacher in both her initial interview 

and phenomenological interview. In her initial interview Sherry stated a mentor teacher is 

“someone who shows me the day in and day out, not so much the theoretical…the actual 

hands-on; how to survive better my first year and how to cope with 

situations…motivation and support.” During her phenomenological interview she replied 

is “someone who has a positive attitude about you and the classroom, someone who is 
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there to guide you and help you grow, someone who plans with you, [and] gives you 

positive and negative feedback.” Growth in Sherry’s professional identity is evident in 

the change in the second definition. In the first definition, Sherry wants specific 

directions in teaching strategies and wants instruction of how to address challenges she 

feel will inevitably arise. At the end of her student teaching experience, Sherry has gained 

more confidence as a teacher. She wants to be accepted into the classroom and wants her 

voice heard. Sherry desires a more collaborative environment, but when asked whether 

she received any of the elements she looked for in a mentoring teacher during her time at 

Lee High School, she replied, “None”. The mentoring that Sherry received was not 

explicit to her. She did not have a realization of being mentored. 

Unexpected Mentors 

Throughout conversations with Sherry, she has expressed her gratitude towards 

her students for the advice and insight into becoming an effective teacher. Sherry’s 

students were unexpected mentors. They were honest and provided Sherry with ideas of 

how to improve upon her teaching. The students also gave Sherry validation of her 

decision to teach by including her in their morning handshake rituals, expressing their 

unhappiness with her being transferred to another class, as well as, expressing how much 

they learned under Sherry’s instruction.  

Other unexpected mentors were other teachers not assigned to Sherry and the 

instructional administrator in the school. After the incident with Betty, the instructional 

administrator insisted that Sherry spend time in other classrooms until another 

cooperating teacher could be identified. Sherry visited other mathematics classes and 

classes of other disciplines. During these visits, Sherry noted other classroom 
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management and teaching styles. She began to realize that there are multiple ways 

teachers interact with students and she incorporated portions of those experiences into her 

professional identity. In Sherry’s interview, she stressed the value of visiting various 

classrooms. The teachers’ whose classrooms she visited became a resource for Sherry 

and two of the teachers became a “shoulder [on which] to vent. “ 

Differences in Cultural Background 

While completing her student teaching experience, Sherry noted the common 

cultural backgrounds between each of her cooperating teachers and the students. She 

quickly realized that their shared cultural understanding provided for an unspoken bond. 

Sherry was concerned about how she would form a similar relationship. She did not talk 

to her cooperating teachers regarding this matter, but she feels that she must gain a 

cultural connection to be a successful urban teacher.   

Discussion 

Social identity theory states that identities are formed through observing modeled 

behaviors and discourse (Cast, 2003; Danielewicz, 2001). Throughout Sherry’s student 

teaching she has observed various behaviors, and she has participated in conversations 

that have impacted her identity formation. Some behaviors have been viewed as aspects 

she does not want to incorporate into her professional identity and others have been 

claimed as her own. Sherry stated she had seen “fear” used as a tactic to acquire student 

cooperation. From those types of experiences Sherry concluded, “I don’t like putting the 

fear in students and students being afraid to go to class or being afraid to speak up in 

class. I don’t think fear should be associated with school, none whatsoever. I think it 

should be a warm inviting place, a place where students feel comfortable. It’s their 
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classroom. We are there to mentor them. It’s not my classroom.”  Sherry did not realize 

it, but both the positive and the negative experiences assisted in shaping her professional 

identity. Sherry’s observation of the use of cooperative teaching methods validated her 

opinion of their use, thus these behaviors were incorporated into her professional identity. 

Conversations throughout Sherry’s experiences have led her to maintain her views of 

teaching as a calling and a need for caring teachers who believe in their students. 

According to Sherry, confidence in the students will lead to increased motivation and 

thus increased achievement. However, Sherry does not fully view her experiences in 

student teaching as mentoring. She is searching for someone, within the profession, to 

confirm her abilities to teach. This is evident by Sherry’s desire for increased cooperative 

planning and feedback. Despite, students reaffirming her effectiveness in instructing 

them, Sherry longs for the approval of the cooperating teacher. She has definite ideas of 

how she wants her classroom to be organized, but is still seeking guidance from those 

seasoned in the profession. 

The research question for this study was how does a pre-service teacher 

experience mentoring as she develop her identity as an urban teacher. Sherry’s story 

shows that in experiencing mentoring it is not always recognized by the experiencer as 

mentoring, but both discrete and obvious behaviors as well as in-depth and casual 

discourses (positive and negative) assist in forming the professional identity of a 

newcomer to the profession. 

Research states that urban learners thrive in environments where culturally 

relevant practices are utilized. Culturally relevant practices include approaching the 

curriculum from a holistic perspective while empowering the students by establishing 
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reciprocal relationships (Howard, 2003; Kopetz et al., 2006). From this study it is clear 

that not only do urban learners succeed when culturally relevant practices are employed, 

but so do newcomers to the profession of urban teachers. Genuine relationships where the 

student teacher feels a sense of authority in the classroom, while still having a guide, 

assist in the development of an effective teacher for urban learners. 

Future Research 

This study was conducted as a pilot study to a larger dissertation study. The full 

study will involve 12 participants: 6 pre-service teachers and 6 cooperating teachers.  

With additional participants, the five themes, as well as, the conclusions that emerged 

from the pilot study will either be confirmed or refuted. They may also be altered or 

additional themes may emerge.  

In a phenomenology study it is advised to complete the review of the literature 

after completion of the data analysis as a comparative analysis (J. Esposito, personal 

communication, December 2005). Thus, the findings of the pilot study have not been 

compared with current literature. This will be completed after the data analysis of the 

dissertation study. 
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Enhancing the Success of Professional Work Teams in Education 
 

Susan N. Williams, Ph.D.  
Susan M. Fritz, Ph.D. 

University of Nebraska-Lincoln 
 

Abstract 
 
Educators at every level, elementary through higher education are creating work groups 
or teams to address complex issues related to curriculum, instruction and assessment.  
Work groups develop a synergy and are often able to accomplish more that any one 
individual alone can accomplish (Buchholz, Roth & Hess, 1987). While many 
workgroups are successful, others seem to struggle.  This paper presents empirical results 
of a study that examined the relationship between work group success and personality.  
The study included 365 members of 83 work groups in seven north central land grant 
universities.  Findings determined that Extroversion was positively correlated to success 
and Neuroticism was negatively correlated to success.  The regression analysis between 
personality and success was significant with Extroversion emerging as the significant 
variable in the personality scale.  Findings point to future research exploring other 
variables related to successful work groups.  Implications for institutions, administrators 
and educators are presented and discussed. 
 
Introduction 
 
Business and industry were the first to use work groups to meet a rapidly changing, 
competitive environment.  Educational institutions today are facing the same challenges.  
They need to be responsive to change and accountable for cost effective programs.  With 
this change in expectations to address complex problems, more educational professionals 
are working together in teams. Work groups tap underutilized resources of knowledge 
(Fisher, 2000) and create a synergy that increases accomplishments (Buchholz, Roth & 
Hess, 1987). 
 
Work groups are complex systems with multiple variables that are highly interdependent 
so isolating key variables for study is difficult (Hackman, 1986; Yukl, 2002; Thompson, 
1967).  Current models define work group performance as having multiple variables in 
three areas: team inputs, team processes and team outputs (Yeatts & Hyten, 1998; 
McGrath, 1984; Gladstein, 1984; Pearce & Ravlin, 1987; Hackman, 1990; Tannenbaum, 
Smith-Jentsch & Behson, 1998; Swezey & Salas, 1992).   The case studies conducted by 
Yeatts and Hyten (1998) clearly indicate that the team input variable, team member 
characteristics, contributed a great deal to teams’ performances. Team member 
characteristics include a variety of input variables such as knowledge, skills, ability, 
personality, values, interests, needs and personality.   

2007 HICE Proceedings 
Page 6494



 
Figure 1:  Framework for workgroup success (adapted from Williams, 2005, p. 109). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Personality is often demonstrated by individuals as they differ in the selection, 
organization and interpretation of data that directs their decision making and inter-
relationship behaviors. In a team setting, to make sense out of other people’s behaviors, 
individuals often make assumptions about other person’s motives, intentions and 
personalities. These assumptions become significant in determining how we interact with 
other group members (Bowditch & Buono, 1994).  A mix of personality traits can 
enhance team performance (Driskell, Hogan & Salas, 1987).  Creativity and decision-
making capabilities tend to be heightened where there is diverse team membership 
(Brightman, 1988; Jackson, & Ruderman, 1995).  Critical thinking is important - when 
team members think alike, they find it difficult to submit their ideas to rigorous analysis 
(Brightmann, 1988).    
  
Rekar (2001) studied the influence of personality temperament training on 118 team 
members.  One team was given training in temperament and the control group was not 
trained in temperament.  The qualitative data indicated that team performance and 
satisfaction significantly improved with training. In follow-up focus group interviews, the 
experimental group experienced positive progress in the following: change management, 
team development, valuing personality diversity, conflict management, and transference 
of learning. Team members reported that personality type training helped them 
comprehend the complexities of style differences and their impact on team performance 
(Rekar, 2001).  Control group members had a higher degree of dissatisfaction and 
ineffectiveness.  It was concluded that they lacked the expertise to battle coalitions within 
the groups. Additionally, several members chose to avoid or suppress conflict. 
  
Yeatts and Hyten (1987) found team members’ personality appeared to affect the 
frequency and type of communication. Extroverts were more likely to communicate with 
others.  Extroversion stimulates co-worker interaction, which can enhance interpersonal 
processes.  Increased communication did not mean a team was successful.  Inaccurate 
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information and too much communication had negative impacts (Yeatts & Hyten, 1998).   
  
Coordination of work processes was also affected by team member personalities (Yeatts 
& Hyten, 1998).  Some members were most interested in the details about process before 
they began a project while others were more interested in adjusting processes as they 
went along.  The different approach to process and attention to detail was found to be 
problematic for overall team performance.  Yeatts and Hyten’s (1998) study determined 
members were carrying out work in different ways and the performance of each member 
was reduced because their efforts were not coordinated.     
  

Methods 
Correlation and regression analysis was used to identify the relationships between the 
personality variables and success of work groups. Team success was determined by 
individuals’ self report data for two reasons.  Self-report scales provide an insider’s 
perspective on their own relationships (Olson, 2000).  When studying groups, multi-
person assessments are important because individuals do not always agree with each 
other.  Multiple self-reported data provide a more complete picture of how each member 
views the system and the level of agreement or disagreement between them (Olson, 
2000).  
 
A work group success instrument comprised of ten statements was created for the project 
based upon past research and a review of literature.  The statements were reviewed by a 
panel of five Leadership Studies doctoral students.  Refinements were made to the 
statements and it was further reviewed by a panel of six administrators and four faculty 
members. The statements asked participants to rate their perceptions about the quality 
and importance of their program efforts using a Likert-type scale.  It asked if other groups 
sought to replicate their work or if they received any awards or recognition for their 
efforts. The Cronbach’s alpha based on standardized items for the 10 statements was .86, 
N=390.  The inter-item correlation ranged from .09 to .67.  
 
The NEO Five-Factor Inventory (NEO FFI) Form S was used to measure personality.  It 
is a shortened version of the NEOPI, and is designed to give a quick, reliable and valid 
measure of the Five Factor Model of adult personality. The inventory was developed by 
Paul T. Costa, Jr. Ph.D. and Robert R. McCrae, Ph.D. and copyrighted by PAR 
(Psychological Assessment Resources) of Lutz, FL. An agreement to use the instrument 
between February and May, 2005 was signed with PAR and license fees were paid.  
 
The NEOFFI inventory is comprised of 60 items and respondents rate each item on a 
five-point scale. The inventory measures five domains of personality, each with six lower 
level facet scale scores. The five domains include: Neuroticism (anxiety, anger, 
depression, self-consciousness, impulsiveness, vulnerability), Extraversion (warmth, 
gregariousness, assertiveness, activity, excitement-seeking, positive emotions), 
Opennesss (fantasy, aesthetics, feelings, actions, ideas, values), Agreeableness (trust, 
straight-forwardness, altruism, compliance, modesty, tender-mindedness), and 
Conscientiousness (competence, order, dutifulness, achievement striving, self-discipline, 
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deliberation).  The Cronbach’s alpha for the five-item scale ranged from .72 to .87, 
N=390. 
 
The state program leaders from seven north central land grant universities provided 
names for 88 teams which included 615 members; 389 persons participated in the study 
and 83 teams had at least two members participate in the study.  Most of the participants 
(77% or 301) were between 41 years and 65 years old; 171 participants (44%) were ages 
51 to 65; and 130 participants (33%) were ages 41-50.  The population was balanced by 
gender with 216 (55%) female participants and 173 (44%) male participants.  As might 
be expected in a university faculty sample, 79% of the participants held advanced degrees 
- 218 participants held Master’s degrees (56%), and 92 participants held doctorate 
degrees (24%).   
 
Work Groups were categorized by size.  Of the 83 teams with two members participating 
in the study, 55 (66%) of the teams had three to six members, seven (8%) of the teams 
had seven to eight members, 11 (13%) of the teams had nine to eleven members, and 10 
(12%) of the teams had more than twelve members. (Size of teams reflects numbers of 
members after the duplicate members were removed.) 
 
Participants were asked to identify how long their work group had been together.  About 
40% (151 participants) indicated their work group had been together more than five 
years; about 25% (98 participants) indicated their work groups were less than a year old; 
and the remainder (89 participants or 23%) indicated their work groups had been together 
two to three years.   
 
Work group membership appeared to be constant--162 participants (42%) indicated their 
work group membership had changed very little, 106 participants (27%) indicated their 
work group membership changed some, and an additional 106 participants (27%) 
indicated their work group membership changed when needed. Members participated in 
meetings regularly; 154 participants (40%) indicated that members missed very few 
meetings; and 139 participants (36%) indicated that participants missed some meetings.   
 
Work Groups were categorized by subject matter according to their team names.  Of the 
83 teams with two members participating, 16 teams worked in the 4-H youth 
development area, 16 teams work in the agricultural production subject matter area, 16 
teams worked in areas related to administrative issues, marketing/media/communications 
and resource allocation, 11 teams worked in the food, nutrition and food safety subject 
matter area, 11 teams addressed issues related to family programs, seven teams addressed 
natural resource issues including water and horticulture, and four teams addressed 
community resource development issues. 
 
The significance level for this study was set at p ≤ .05 at the individual level of the study, 
a small effect size of .01 and a power level of .90 was reached with 365 participants [354 
participant responses needed (Keppel, 1991)].  Some teams contained duplicate members.  
In order to maintain a discreet sample, a process was developed to eliminate duplicate 
names.   Each participant was assigned a tracking number to represent three levels of 

2007 HICE Proceedings 
Page 6497



team involvement.  For example 01.02.04M (L) identified the following; 01- the 
institution, 02 - the work group, 04 - the individual, M would represent member and L 
would represent work group leader.  The data was gathered through the use of a 
commercial web-based survey (surveymonkey.com).  

 
Results 

 
Hypothesis 1:  Members of successful self-directed work groups have significantly 
different personalities than members of unsuccessful work groups. 
 
1a. Members of successful self-directed work group have significantly different levels of 
Extraversion than members of unsuccessful work groups. 
 
Extraversion was measured using the NEO FFI.  The reliability for extraversion was 
α =.82 identifying consistency in scores among equivalent items. The mean for 
extraversion was 31.01 (SD 6.14), which is identified by the NEO FFI instrument scoring 
scale as very high (Costa & McCrae, 1992). There was a positive correlation between the 
predictor variable extraversion and the criterion variable work group success, r (382) = 
.22** (Appendix D - Table 3).  The regression analysis between extraversion and success 
revealed a significant relationship, p = .00**.    
 
1b. Members of successful self-directed work groups have significantly different levels of 
Agreeableness than members of unsuccessful work groups. 
 
Agreeableness was measured using the NEO FFI.  The reliability for agreeableness was  
α =.72 identifying consistency in scores among equivalent items. The mean for 
agreeableness was 33.06 (SD 4.58) which is identified by the NEO FFI instrument 
scoring scale as average (Costa & McCrae, 1992). The correlation between the predictor 
variable agreeableness and the criterion variable work group success was not found to be 
significant. The regression analysis between agreeableness and success did not yield a 
significant relationship.   
 
1c. Members of successful self-directed work groups have significantly different levels of 
Openness than members of unsuccessful work groups. 
 
Openness was measured using the NEO FFI.  The reliability for openness was α =.73 
identifying consistency in scores among equivalent items. The mean for openness was 
26.35 (SD 5.99) which is identified by the NEO FFI instrument scoring scale as average 
(Costa & McCrae, 1992).   The correlation between the predictor variable openness and 
the criterion variable work group success was not found to be significant. The regression 
analysis between openness and success did not show a significant relationship.  
 
1d. Members of successful self-directed work groups have significantly different levels of 
Conscientiousness than members of unsuccessful work groups. 
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Conscientiousness was measured using the NEO FFI.  The reliability for 
conscientiousness was α =.83 identifying consistency in scores among equivalent items. 
The mean for conscientiousness was 35.25 (SD 5.78) which is identified by the NEO FFI 
instrument scoring scale as average (Costa & McCrae, 1992).  The correlation between 
the predictor variable conscientiousness and the criterion variable work group success 
was not found to be significant. The regression analysis between conscientiousness and 
success did not yield a significant relationship. 
 
1e. Members of successful self-directed work groups have significantly different levels of 
Neuroticism than members of unsuccessful work groups. 
 
Neuroticism was measured using the NEO FFI.  The reliability for neuroticism was  
α =.87 identifying consistency in scores among equivalent items. The mean for 
neuroticism was 16.27 (SD 7.19) which is identified by the NEO FFI instrument scoring 
scale as average (Costa & McCrae, 1992).   There was a negative correlation between the 
predictor variable neuroticism and the criterion variable work group success, r (382) = -
.10*.  The regression analysis between neuroticism and success did not result in a 
significant relationship.  
 
Descriptive Statistics and Correlation Matrix for Personality and Success (N=390) 

Variables M SD 1 2 3 4 5 6 
1. Success 
 

3.20 .71 (.85)   

2. Neuroticism 
 

16.27 7.20 -.10*  (.87)     

3.  Extraversion 
 

31.01 6.14  .22** -.36** (.82)    

4.  Openness 
 

26.35 6.00  .03       .23** .20** (.73)   

5.  Agreeableness 
 

33.07 4.58  .08   -.28** .28**  .27** (.72)  

6. Conscientiousness 
 

35.26 5.78  .05 -.22** .16** -.20 .08 (.84) 

Note. Reliability coefficient estimates (α) are in parenthesis along diagonals. 
Correlation is significant at the p ≤ 0.01** level (2-tailed). 
Correlation is significant at the p ≤ 0.05* level (2-tailed). 
 
Regression of Personality and Success 

A multiple regression analysis was conducted to predict the relationship between 
overall personality with work group success.  The predictor variables were the five 
subscales of personality (Neuroticism, Extraversion, Openness, Agreeableness and 
Conscientiousness). The criterion variable was work group success. The regression 
equation was significant, R2 = .05, adjusted R2 = .04, F (5,378) = (4.06), p = .00**.  The 
R Square Change was .05. The multiple regression results suggest that 5% of the variance 
of success for a work group was accounted for in its linear relationship with personality. 
From the analysis of the hypothesis above it was assumed that most of the variance was 
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from extraversion which had a high mean and positive correlation. The β weights 
associated with the regression equation were as follows: 

Success = .21** Extraversion - .03 Neuroticism - .02 Openness + .01 
Agreeableness + .01 Conscientiousness + 2.47. 

 
 

Table 9 
 
Multiple Regression Results for Variables Regressed on Success  

Instrument 
Variable Subscale 
Dimension 

Regression 
P values     

β Adjusted
R2 

∆ R2 df F 
Change 

Sig. F 
Change

Personality and Success  .04 .05 (5,378) 4.06 .00** 
Neuroticism .64 -.03      
Extraversion .00**  .21**      
Openness .68 -.02      
Agreeableness .80  .01      
Conscientiousness .91  .01      
_____________________________________________________________________ 

 
Conclusion 
 

The findings of this study are limited because the work group is an open system 
with many interdependent variables.  Results are significant for teams in higher education 
in extension and further study of work groups in other professions would be needed to 
strengthen the recommendations for all work groups.  

 
These findings support previous research that extroversion impacts work group 

success.  Extroverts share thoughts and ideas freely.  Quality communication is an 
important part of work group process.  Sharing ideas and communicating progress toward 
goals contributes to team success. It is appropriate that the population studied would 
exhibit a high mean for extraversion.  Since Extension professionals are required to 
interact with the public, facilitate discussions, innate programs and dialogues on 
community issues, these job duties are enhanced by extraverted behavior.  

 
Extension divisions at land grant universities are moving from individual work to 

collective work to address complex problems.  The results of this study provide 
institutions the guidance to develop training for teams which could improve work group 
success. Training on communication skills, group dynamics could also be provided to 
work group leaders to help them increase involvement of all members and improve group 
cohesiveness.  Administrators can support open communication and involvement from all 
group members.  Further study of the variables of work groups is needed to increase the 
understanding of how personality impacts group success.  These results would be  
important to improving dialogue and practice. 
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Discussion and Implications 
Administrators and educators involved in teamwork should consider using the findings of 
this study in staff training and individual coaching sessions to enhance team performance. 
This study revealed that personality was directly related to work group success. Previous 
studies indicated that training related to personality enhanced work team performance.  
Training team members to deal with individuals who dominate discussions is also 
important to team success.  
 
It is suggested that this line of research be continued in order to explore and develop the 
concept of work group success and the many variables that relate to team member 
characteristics and team process.        
 
 
Susan N. Williams, Ph. D. is the District Director for the Southeast Research and 
Extension Center at the University of Nebraska-Lincoln, 211A Mussehl Hall, Lincoln, 
NE 68583-0714 swilliams1@unl.edu 
    
Susan M. Fritz, Ph.D. is the Associate Vice Chancellor of Institute of Agriculture and 
Natural Resources and Associate Dean in the College of Agricultural Sciences and 
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Abstract (119 words) 

 This research examines how perceptions of racial/ethnic identity 
impacts the academic and social identity construction of a Black student, 
and how these identities are negotiated as a (n):  1) high achieving student 
in an “underachieving” high school; 2) underrepresented student in 
advanced placement courses; 3) student interacting with (White peers) in 
AP courses; 4) student interacting with a Black peer group; and 5) Black 
student impacted by the social organization of schools.  The findings 
reveal that identity is “performed” as a strategy to counteract the 
competing perceptions of “Blackness” in society and school.  This 
“performance” attempts to validate and affirm one’s Black identity in a 
school “culture” that devalues Black students on the whole, and counter 
Black underachievement as “norm.”   
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Abstract (193 words): 

This article presents a descriptive study of the development an 
implementation of a course on Afrocentric education to candidates in a 
Master’s of Education Program, most of whom were k-12 teachers.  
Afrocentrism, as a liberatory approach to a culturally-relevant pedagogy, is 
believed to be critical in promoting positive academic and ethnic identity 
development in African-American youth in K-12 public schools. The 
candidates were introduced to the philosophy of Afrocentrism, as both an 
educational and political movement; as a viable instructional paradigm 
embedded in, but distinct from some of the core beliefs of Multicultural 
Education. Reported here are efforts to move an Afrocentric agenda from 
the margins of teaching to the core of teacher education.  Participants and 
their individual knowledge and perceptions of education will illuminate how 
educators attempt to conceptualize or interpret an African-centered 
pedagogy and its goals; and how they articulate a professional 
commitment toward African-centered educational methods and strategies.  
The three major areas discussed will be: 1) the level of familiarity with 
Afrocentrism; 2) Level of experience and exposure within the African 
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American communities; and, 3) willingness to engage in a critical and 
open-dialogue about racism and pedagogy impacting Black communities. 
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Introduction 

This paper will begin by identifying the type of threats facing a school and its community 

today. It will go on to examine the pathway a child may take toward intended violence as 

well as a parallel path that can be taken by the school to help circumvent school shootings 

from happening.  It will address a study initiated by the FBI’s National Center for the 

Analysis of Violent Crimes (NCAVC) which provides a 4-prong process by which to 

examine the threat maker and the risk that the threat will actually be carried out. This 

paper will also address the Safe School Initiative study conducted by the United States 

Secret Service and the Department of Education that identified key characteristics in the 

area of threat assessment. It will conclude with a case look at Jeffrey Weiss, the young 

man who was involved in the 2005 Red Lake shootings. 
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THREAT ASSESSMENT: A WAY TO STOP SCHOOL SHOOTINGS ? 
 
 

Accounts of school shootings abound: Houston, Texas 1959, San Diego, 

California 1979, Winnetka, Illinois 1988, Stockton, California 1989, Olivehurst, 

California 1992, Great Barrington, Massachusetts 1992, Grayson, Kentucky 1993, 

Rochester, New York 1995, Giles County, Tennessee 1995, Moses Lake, Washington 

1996, Atlanta, Georgia 1996, San Diego, California 1996, West Palm Beach, Florida 

1997, Bethel, Alaska 1997, Pearl, Mississippi 1997, West Paducah, Kentucky 1997, 

Richmond, Virginia, 1998, Edinboro, Pennsylvania 1998, Fayetteville, Tennessee 1998, 

Springfield, Oregon 1998, Jonesboro, Arkansas 1998, Moses Lake, Washington 1998, 

Conyers, Georgia 1999, Fort Gibson, Oklahoma 1999,  Bridgeman, Michigan 1999 , 

Houston, Texas 1999, Deming, New Mexico 1999, Littleton, Colorado 1999. 

Mount Morris Township, Michigan 2000, Lake Worth, Florida 2000, Santee, 

California 2001, El Cajon, California 2001, Oxnard, California 2001, Red Lion, 

Pennsylvania 2003, Cold Spring, Minnesota 2003, Washington, DC 2004, Randallstown, 

Maryland 2004, Palmetto Bay, Florida 2004, Gary, Indiana 2004, Jacksboro, Tennessee 

2005, Red Lake, Minnesota 2005. 

There is no denying that violence in schools is a matter of significant public 

concern. Parents, school staff, and students wonder if they are missing key indicators that 

something is about to happen. They are wondering if they can plan ahead of these attacks 

and take action before it is too late.  

This paper will begin by identifying the type of threats facing a school and its 

community today. It will go on to examine the pathway a child may take toward intended 

violence as well as a parallel path that can be taken by the school to help circumvent 
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school shootings from happening.  It will address a study initiated by the FBI’s National 

Center for the Analysis of Violent Crimes (NCAVC) which provides a 4-prong process 

by which to examine the threat maker and the risk that the threat will actually be carried 

out. This paper will also address the Safe School Initiative study conducted by the United 

States Secret Service and the Department of Education that identified key characteristics 

in the area of threat assessment. It will conclude with a case look at Jeffrey Weiss, the 

young man who was involved in the 2005 Red Lake shootings.  

Threats 

One of the first questions school administrators, teachers, parents and students  

need to ask is “Who or what is the school threatened by?” Are there gang rivalries, fights 

behind the gym, bullying in the library or cafeteria, drugs hidden in lockers, guns brought 

to school, outsiders on the school grounds, drinking at lunch time, vehicle break-ins, 

graffiti in the bathroom, accidents in the parking lot? Other questions that need to be 

addressed include the level of sophistication and motivation of the perpetrators, how 

organized these people are, and how willing they are to risk being caught or injured. 

 In general, threats can be grouped into four broad categories: criminal, 

operational, accidental and natural. Accidental threats include fire, utility explosions, 

chemical accidents and vehicle accidents.  Natural threats include tornadoes, hurricanes, 

floods, earthquakes and the like.  Operational and criminal threats are concerned 

specifically with an individual or individuals making a threat or actually posing a threat. 

Measures taken to protect against all nature of threats should be both appropriate and 

proportional to the threat and are driven by the characterization of the type of threat, the 

number of people involved, the facility itself, and its surroundings. 
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All threats are not equal in ability to cause harm and chaos. In addition to grouping 

threats into categories, threats can be classified by type and as low level, medium level, 

and high level. The FBI’s National Center for the Analysis of Violent Crimes (NCAVC) 

identifies five types and three different levels of threats. Direct threats are those that 

clearly identify a specific act aimed at a specific target. Such a threat would sound like 

this:  “You’re a dead man, Eric”. A direct threat would be considered  high level as the 

threat is direct, specific, and plausible.  Conditional threats warn that something might 

occur if certain conditions are not met. This threat might sound like this:  “If you don’t 

leave now, you’ll be sorry”. This type of threat could be classified as a medium level 

threat. While it may be directed at a specific person, wording of the threat suggests that 

the victim or victims have a way out if they do as the treat maker has asked.  

Veiled threats hint of a possible act but the message is often left up to the 

potential victim to interpret. This threat could sound like this: “If I were you, I would 

leave now”. The veiled threat would most likely be considered a medium level threat, 

however, a lot is left open as to whether any action will actually be carried out.  Third 

party threats are not made directly to the potential victim but come through another 

source. It might sound something like this:  “Eric, Bob says that you’d better watch out, 

and boy was he angry when he said that!” 

The last type of threat is known as inappropriate contact and communication and 

may be seem by some as an irritating annoyance or as a form of harassment rather than a 

threat. This is not to dismiss the severity or inappropriateness of harassment, however, 

the associated behavior is often subject to wide interpretation.  Although a real and 

plausible problem, especially to the unwilling victim, inappropriate contact and 

2007 HICE Proceedings 
Page 6510



Threat Assessment 

 6

communication is often viewed as a low level threat, because it may be more vague, non 

confrontational,  and lacking enough detail to seriously consider that a situation may 

possibly get out of control.  If the behavior is escalated to the level of stalking or assault, 

criminal action can be taken. Aside from the direct threat, interpreting any one of the 

other four types of threats as a higher level threat can be problematic. When does a posed 

or suggested threat really become a real, and actionable threat?  Third party threats, for 

example, are sometimes the hardest to confirm. Also what appears to one person as 

“inappropriate contact and communication”, even if it is not the victim, may not be seen 

as such by others. 

Pathways…. 

First the Student 

Many children and adolescents behave in ways that put them at risk for injury and 

for injuring others. Reducing these risky behaviors is a critical step in preventing injury, 

reducing school violence and promoting school safety. Research regarding the 

developmental pathways to serious behavioral aggressions and violence have a number of 

significant implications. Research is showing that it is not a matter of a student simply 

snapping one day and going on a shooting spree.  It has been suggested that students who 

intend targeted violence appear to move along a specific pathway. It is important for all 

those involved with students to be aware of this pathway and to take the time to 

adequately and accurately assess any potential threat, so that steps can be taken to 

intervene as early as possible, even if it means arresting or confining a child.   

The pathway a student takes begins with a grievance that a student feels or 

believes. The grievance can take several forms and may include a sense of injustice or a 
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sense of mission, a sense of loss or a sense of destiny, a desire for revenge or a desire for 

recognition and fame. The next step in the pathway is known as ideation. In this step, the 

student takes the grievance public. Often this step involves discussing the grievance with 

others, possibly through postings on their own website (MySpace.com), instant messages 

in chat rooms, or in a blog. Sometimes behavior may be portrayed through an unusual or 

outside the norm interest in mass violence, assassins and assassinations, a fascination 

with violence and weapons, and/or a fixation on certain anniversaries like 911, Hitler’s 

birthday, Oklahoma City, or Waco.  

 Noteworthy is whether any of the public communication suggests specific ideas 

or intent to attack, and the extent to which this person shares their motives and goals?   A 

radical change in the student’s dress and appearance might also signal a more public 

display of this step. The student may don some sort of costume such as a military uniform 

or black trench coat.  

Is the grievance real or only in the mind of the individual? Is the answer or 

response the student provides to a troubling issue reasonable and appropriate? What 

circumstances might affect the likelihood of an attack if not now, then maybe in the 

future, and what could change that will make an attack more likely to happen? These are 

all questions that need to be considered as to the likelihood of occurrence and the severity 

of an occurrence. 

As a student continues moving along this pathway, he or she engages in  research 

and planning. Behavior at this stage may include such things as creating a list of victims, 

stalking intended victims, making suspicious inquiries such as asking questions about the 

type of security the school has, and involves substantial information gathering. 
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Recognizing a student’s capability and capacity to carry out acts of target violence, to 

think, plan and organize, is crucial. 

The next step involves the student in a more formal preparation stage; one in 

which he or she acquires the weapon or weapons intended for use. During this step, the 

student assembles. or knows where to easily get a hold of,  all the necessary equipment, 

determines a means of transportation, conducts final act behaviors such as giving stuff 

away or advising certain people to stay away from school on a given day, and may be 

seen taking target practice at a range or in the woods. In Alaska, for example, the student 

told three of his friends one day to wait in the mezzanine instead of the lobby where the 

next day he shot and killed the principle and another student.    

About the same time that the student prepares for the attack, the student attempts 

to perform some sort of  breach.  A kind of dress rehearsal is conducted to determine any 

problems or issues that might prevent the student from accomplishing his or her 

objective. This breach could take the form of trying to get weapons past security devices 

or testing out certain entry and exit routes.  The breach behavior is often repeated several 

times. Finally, when all is deemed in order, the attack takes place.   

Pathways….. 

Now the School 

In 1999, the U.S. Department of Justice published A Guide for Law Enforcement 

Agencies.  This Guide, though primarily meant for those in law enforcement,  provides a 

means for schools to manage possible threat issues from the beginning before they 

become acts of targeted violence. A diagram from this Guide, which follows, provides a 

parallel pathway to the one a student may be taking towards violence. The diagram 
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maps out a similar five step pathway which begins with the school’s focus on deterrence 

in an attempt to circumvent any negative activity from occurring in the first place. The 

final and fifth step identifies the potential consequences of unacceptable behavior. 

Deterrence includes I.D. checks, random locker checks, vehicle checks, and video 

cameras, and is by far the most desirable even for those who complain that their privacy 

is being invaded.  Sometimes it is necessary to simply watch and wait before 

implementing a more aggressive type of intervention. More aggressive action may take 

the form of restraining orders, mental commitment and even arrest. 

Source:  U.S. Department of Justice published A Guide for Law Enforcement    

      Agencies, 1999. 
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As noted in this diagram, some combination of technologies, personnel, programs, 

and procedures need to come together to provide the best possible means of addressing 

threat concerns and issues. Could something be done before an attack takes place? 

Presumably the answer to that question is, yes. Prior to the actual attack, at least five 

steps noted in the student’s pathway to violence, and the five steps provided in the 

diagram could prompt some type of intervention.  Richards (1997) is not alone in 

suggesting that parents, students, school staff, community representatives and law 

enforcement need be involved in bridging the paths.  The school represents a complex 

organization of people, environments, policies, routines, and procedures that must 

function as a coordinated whole. Given the link between early and presumably mild 

forms of aggression, and later more serious acts of violence, it is important for all 

associated with schools to advocate for the development and implementation of 

prevention and early intervention initiatives at all grade levels including preschool and 

elementary. 

NCAVC Study 

In 1998 the FBI’s National Center for the Analysis of Violent Crimes (NCAVC) 

initiated a research study from a behavior standpoint focusing on specific cases of school 

shootings and foiled attempts. The School Shooter: A Threat Assessment Perspective was 

the result of an in-depth review of eighteen school shooting cases. This study attempted 

to develop a more thorough understanding of the incident itself, the shooter, his or her 

background, the school itself, and other social dynamics that may have influenced the 

situation. As a result of their study, NCAVC developed a 4-prong assessment model 

which provides a methodical process by which to examine the threat maker and the risk 
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that the threat will actually be carried out. In 1999, the FBI’s NCAVC invited 160 

educators, administrators, mental health professionals, law enforcement officers, and 

prosecutors to a symposium on school shootings and threat assessment and presented the 

model to them. 

The NCAVC study suggests that specific and plausible details are critical in 

evaluating a threat, as well as the emotional content of the threat, and any precipitating 

stressors (NCAVC, 1998).  NCAVC’s  4-prong assessment approach “provides a 

framework for evaluating a student in order to determine if he or she has the motivation, 

the means, and intent to carry out a potential threat” (NCAVC, 1998, p.10). In other 

words, the situation in question is seen as a whole, a synergistic compilation which 

includes the personality of the student, family dynamics, school dynamics, the role that 

the student plays relative to these dynamics, and other social dynamics. More research 

needs to be conducted to determine if any one of these four prongs plays a more 

important role than another. 

The United States Secret Service/Department of Education Study 

About the same time that U.S. Department of Justice put out their publication: A 

Guide for Law Enforcement Agencies, 1999, the United States Secret Service along with 

the Department of Education initiated a five year study called the Safe School Initiative in 

order to capture information that would help identify behavior indicative of a potential 

school attack. The study consisted of 37 school attacks between 1974 and 2000. 

Unfortunately, this study was published in 2004 and did not include the Jeffrey Weiss-

Red Lake shootings which will be discussed later on in this paper. 
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The Safe School Initiative examined incidences of what the Secret Service calls 

targeted violence which was a term predicated on a five year study of the behavior of 

individuals who carried out, or attempted to carry out, deadly attacks on public officials 

and other people of prominence. That study, known as the Exceptional Case Study 

Project or ECSP led the Secret Service to adapt specific protocols for use in different 

areas including schools. “The goal of threat assessment is to intervene before an attack 

can occur.” (Safe School Initiative, 2004, p. 5) The threat assessment process used by the 

Secret Service involves three major steps: first to identify the individual or individuals 

who have the idea or intent to attack or harm, next to assess the extent of the risk that the 

individual or individuals pose relative to potential attack, and finally, to manage the 

threat that the individual or individuals pose.  A further impetus to conduct the Safe 

Schools Initiative was the 60 school-associated violent deaths that were reported for 

students in grades 9-12 in just one year: 1998. 

The study identified ten key findings. Among these findings is the following: 

• incidents of targeted violence at school rarely are sudden, impulsive acts 

• other people knew about the attacker’s idea or plan to attack prior to the 

attack 

• most attackers did not threaten their targets directly prior to advancing 

the attack 

• behavior that attackers engage in prior to the incident causes others 

concern or indicates a need for help 

• inappropriate interest in violence through movies, video games, books, 

or other media 
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• difficulty coping with significant losses or personal failures; talk or 

attempt of suicide  

• a feeling of being persecuted/bullied or injured by others prior to the 

attack 

• access to weapons prior to the attack 

• people with advance notice were the shooter’s peers, friends, 

schoolmates or sibling, and rarely any adults 

In nearly every school account, the study found people with advance knowledge 

of the attack. When questioned as to why no one who knew in advance told of what was 

expected to happen, answers included a strong resistance and reluctance to snitch on their 

friends, concern over how the information they provided would be used and if they would 

be implicated in some way, and doubts that the shooter was serious enough to pull it off. 

  According to the study, there is no accurate or useful “profile” of students who 

engage in targeted school violence. The demographics, personality, school history, and 

social characteristics of the attackers varied. Drugs or alcohol use did not seem to 

correlate with attack behavior. However, going off of prescribed medication may have 

had some effect.  Nonetheless, each key finding provides a wealth of opportunity for 

educators and the community to discuss implications and possible pre-emptive actions. 

The Case of Jeffrey Weiss 

In March of 2005, 17-year old Jeffrey Weise, a junior at Red Lake High School in 

Red Lake, Minnesota shot and killed 9 people and wounded as many as 15 others before 

shooting himself. The student had a long history of emotional disturbances and left 
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multiple clues along the way of behavior that would, in all eventuality, lead to a targeted 

attack at school.   Here is Jeffrey Weiss’s story.  

In 1997, at age 8, Jeffrey’s stepfather committed suicide. In 1999, his alcoholic 

mother, with whom he was living in the Minneapolis-St. Paul area, was in a car accident, 

suffered brain damage, and was paralyzed. Jeffrey was forced to move back to the 

reservation in Red Lake, a remote area 200 miles north of Minneapolis, to live with his 

maternal grandmother. His maternal grandfather lived separately with his 32-year old 

wife in the same community. In 2001, Jeffrey became immersed in violent videos.   In 

2003, his paternal grandfather died, and in this same year, he failed 8th grade. He had a 

history of trouble at school including fist-fights. He was known to wear a dark trench coat 

to school all year round. He also had a fascination with Hitler and swastikas.  

In 2004, he began home schooling. After being evaluated by his teachers who 

were disturbed and scared by his behavior, he was placed on Prozac. At age 15, he 

attempted suicide by cutting his wrists and proceeded to paint his bedroom floor red with 

his blood.  In a short story he published in 2004, he provided a detailed description of a 

school massacre from a victim’s perspective. Jeffrey also created violent and bloody 

Flash animations and posted them on the Internet. 

In 2005, his mother was placed in a nursing home, and he attempted suicide 

again. Early March finds media attention directed at three tragic events; the shooting in 

Brookfield, Wisconsin, the death of a day trader, and a 4-year old shot in the head over a 

toy. Also around this time, his maternal grandfather and young wife gave birth to a new 

baby.  
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On that fateful day in March, Jeffrey shot his maternal grandfather (a law 

enforcement officer) and his wife, stole his grandfather’s vest and gun, and drove to 

school where he first killed the security officer and then continued his killing spree until 

turning the gun on himself. At the end of March, following this terrible massacre, another 

student was accused of assisting in the planning of the school shooting, and was arrested 

on the suspicion of conspiracy to murder. A dozen other students were believed to have 

heard of the attack prior to its occurrence. 

In hind-sight, many of the findings from the Safe School Initiative study are 

reflected in this student’s life and subsequent behavior. In hind-sight, could this tragedy 

have been prevented? 

In Conclusion 

Who are the Jeffrey Weiss’ of the world?   Unfortunately, as determined by 

multiple studies, there is no accurate or useful profile of students who engage in targeted 

school violence (Safe Schools Initiative, 2004; NCAVC, 1999; Reddy, et al. 2001). 

However, this should not prevent those responsible for the safety of children from taking 

the necessary steps to help prevent school attacks from occurring.   

The ideal would be for every school to establish a threat assessment procedure 

that includes monitoring different types and levels of threats, and then identifying and 

implementing relevant and appropriate responses. Six months after the Red Lake 

shootings, U.S. Attorney Tom Heffelfinger convened a two-day safe schools symposium 

in Brainer, Minnesota to share the findings of the Safe School Initiative study with 450 

law enforcement officers, educators and parents. Since the release of the study, personnel 

from the United States Secret Service and the Department of Education have given 
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hundreds of seminars on the subject of threat assessment. Threat assessment teams are 

being created throughout the United States. Plans are being initiated and carried out in 

hopes of circumventing any more targeted violence in schools.  These plans include 

capturing data on video camera and the use of metal detention devices and other security 

technologies that will help in the monitoring process. This information may aid in 

determining the probability of occurrence.   

A school cannot ignore any threat of violence. It is crucial that every threat, 

regardless of level, be taken seriously, investigated and responded to. One incident more 

is one too many, and the campaign to keep our schools safe, and our children safer must 

continue. 
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Abstract 
 
 In the early 1970s, as part of a larger national and international trend among 
Indigenous peoples, Aboriginal groups within the province of Saskatchewan, Canada, 
began to assert their rights to control their own education.  The Band Controlled School 
system was established both to improve educational attainment among Aboriginal 
peoples and to serve as vehicles for the revitalization and transmission of languages, 
cultures, and world-views of six primary Aboriginal groups in the province.  In response 
to the demand for well prepared, professional Aboriginal educators for this education 
system, the Indian Teacher Education Program (ITEP), at the College of Education, 
University of Saskatchewan (U of S), was established.  To date, ITEP has educated over 
1,000 Aboriginal graduates who now form the backbone of the teaching and 
administrative staff in the Band Controlled School system in Saskatchewan, Canada.  We 
have received a Social Sciences and Humanities Research Council of Canada (SSHRC) 
grant to undertake our research project.  The purpose of our research is to seek an 
understanding of the experiences of ITEP graduates teaching in Band Controlled Schools 
in one tribal council area in central Saskatchewan.  By recording and analyzing their 
reflections related to their preparedness at the end of their first year of teaching, the study 
will determine some of challenges faced by beginning Aboriginal teachers in making the 
transition from the academy to the classroom and in applying theory to practice. 
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Introduction and Background to the Study 
 
 In the early 1970s, as part of a larger national and international trend among 

Indigenous peoples, Aboriginal groups within the Canadian province of Saskatchewan 

began to assert their rights to control their own education.  The Band Controlled School 

system was established both to improve educational attainment among Aboriginal 

peoples and to serve as vehicles for the revitalization and transmission of languages, 

cultures, and world-views of six primary Aboriginal groups in the Province.  The Indian 

Teacher Education Program (ITEP) at the College of Education at the University of 

Saskatchewan (U of S) was established in response to the demand for well prepared 

Aboriginal educators and to date has educated over 1 000 graduates who now form the 

backbone of the teaching and administrative staff of the Band Controlled school system 

in Saskatchewan.  Despite its longevity and influence, little academic research has been 

conducted to date on the ITEP or the experiences or accomplishments of its graduates. 

The Researchers 

 Yvette Arcand.  I am a band member of Beardys and Okemasis First Nation in 

Saskatchewan.  I completed most of my education in Alberta and Saskatchewan.  I 

graduated from ITEP in 1996 with a Bachelor of Education Degree.  I began my teaching 
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career at my band controlled school, Chief Beardy and Willow Cree Education Complex, 

where I taught for two years.  After my brief but meaningful elementary teaching 

experience, I began academic advising with ITEP where I am currently working.  I am a 

Post Graduate Diploma student with the intention of completing a Master’s of 

Educational Administration.  My research aspirations are First Nations Administration 

and Aboriginal student success.      

 Louise Legare.  I am a Métis woman registered with Central Urban Métis 

Federation Local #165, and the Métis Nation of Saskatchewan, Saskatoon, Saskatchewan, 

Canada.  I am currently enrolled in a Ph D program in the Department of Educational 

Administration at the U of S.  In 1996, I completed my Master’s Degree with a thesis 

titlted “Being a Métis Woman:  Our Lived Stories” with the Department of Educational 

Foundations at the U of S.  I am also an ITEP graduate and obtained my Bachelor of 

Education Degree with Distinction in 1989.  For the past 17 years, I have worked for 

ITEP as a counsellor and instructor.  During this time, I have had the opportunity to 

participate as an integral member of the Aboriginal and professional community as a 

teacher educator.  As well, my work has involved many relationships with Aboriginal and 

non-Aboriginal people and communities.  I am committed to the development of all 

peoples through personal and professional adult education opportunities.    

Mike Cottrell.  I am from Co. Cork, Ireland and received a B.A and M.A from the 

National University of Ireland.  I came to Canada in 1982 and completed my Doctorate at 

the U of S in 1988.  Since 1992 I have taught History and Native Studies at ITEP at the 

University of Saskatchewan.  My duties also include academic counselling, support of 

interns and graduate students, and liaising with Elders regarding cultural activities. 
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Randy Wimmer.   I’ve been an educator for 20 years in the provinces of Alberta 

and Saskatchewan where most of my experience has been in higher education and teacher 

education specifically. I am currently in the Faculty of Education at the University of 

Alberta and was previously on faculty in the Department of Educational Administration 

at the U of S.  I earned my doctorate in the Administration of Post Secondary and my 

doctoral and continuing area of research is leadership in teacher education and field 

experience learning.  Previously I taught with the University of Alberta’s Aboriginal 

Teacher Education Program in Slave Lake and while in Saskatchewan, co-taught a newly 

developed curriculum course for ITEP.  I continue to work with several Aboriginal 

graduate students and consulted in Band Controlled Schools in the area of school 

effectiveness.  Before graduate studies, I was an administrator in teacher education where 

I did much collaborative work with Northern communities. Prior to entering the academy, 

I taught both elementary and secondary school in northern Alberta. 

How we came together.  For us, the importance of how we work together is 

consistent with our cultural teachings.  One of the unique features of ITEP is the 

possibility of cross-cultural learning and mentoring afforded by the presence of 

Aboriginal and non-Aboriginal staff.  During Mike’s time in the program he has learned a 

great deal about respectful interaction with Aboriginal people from Louise and Yvette.  

He hopes to continue this learning and understanding of appropriate research practices 

with respect to Aboriginal communities through this research process.  Randy will also 

participate in, and learn from, this process and will share that knowledge with his 

colleagues at the U of A.  In turn it is Mike and Randy’s privilege, as established 
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academics, to mentor Louise and Yvette in the ways of the academy and support their 

pursuit of graduate degrees. 

Purpose, Significance, and Objectives of the Study 

Purpose.  The purpose of our research is to focus on the experiences of 15 to 20 

ITEP graduates during their first year of teaching in Band Controlled Schools within the 

Prince Albert Grand Council (PAGC) and adjacent Councils.  By recording their 

reflections at the end of their first year of teaching, we will explore some of the 

challenges faced by novice Aboriginal teachers in making the transition from the 

academy to the classroom and in applying theory to practice.  Focusing on specific areas 

of professional competence such as lesson and unit planning, curriculum development, 

employment of effective pedagogical techniques, classroom management, and the 

incorporation of Aboriginal cultural content into their teaching, this study proposes to 

explore some novice teachers’ perceptions of the adequacy of the teacher education they 

received in undergraduate work, as well as the support mechanisms provided by ITEP.  

The study will produce a set of recommendations which will inform future program 

planning and curriculum development within the College of Education and the ITEP.  

Most importantly, this study will facilitate the involvement of Aboriginal professionals 

and community members in the formulation of that Aboriginal curriculum development. 

Significance.    There is a compelling need for the academy to become better 

informed about, and responsive to, the needs of Aboriginal peoples given the reality of 

current demographic patterns in the Province of Saskatchewan.  There is a significant 

change that is taking place in the province with respect to the growth in school-aged 

children of Aboriginal ancestry.  According to recent estimates, the Aboriginal 
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population of Saskatchewan is 13% and is projected to become 32.5% by the year 2005.  

By the year 2016 Aboriginal people will represent 46.4% of the population.  While ITEP 

is the most established and largest place of Aboriginal Teacher Education in Canada, 

little, if any, research, has been conducted on the experiences of beginning ITEP teachers 

relative to their pre-service teacher education.  Thus, not only is this study the first of its 

kind in the Saskatchewan, it will begin to establish much needed research in Aboriginal 

Teacher Education and teacher education more generally.   

 While there is a plethora of literature pertaining to the experiences of beginning 

teachers and general teacher education (we draw on this research in conceptualizing the 

study), there is little research available on the beginning experiences of teachers in Band 

Controlled Schools.  Given that more universities are developing programs of Aboriginal 

teacher education, our research team will be taking on a leadership role in seeking an 

understanding about the lived experiences of these teachers as well as obtaining data that 

will inform policy and the practice of Band Controlled Schools and university-based 

teacher education.   

 Objectives.  We believe that our study will support and promote the following 

objectives: 

• educational research that will inform policy and the practice of community education 

of Aboriginal people, university-based teacher education, and the governance of 

local, provincial, and federal education;  

• the participation of  Aboriginal leaders and community members in collaborative 

research; 

2007 HICE Proceedings 
Page 6533



 8

• the advancement of Aboriginal scholars’ research careers by involving Aboriginal 

graduate students and undergraduate teacher education students in research design, 

data collection, data analysis, and dissemination of findings; 

• the creation of an effective research partnership between Aboriginal and non-

Aboriginal scholars where non-Aboriginal faculty from different academic disciplines 

will engage in shared, collaborative research with Aboriginal scholars; 

• a modeling of how research efforts may be organized for, and by, Aboriginal scholars 

to meet the specific needs of Aboriginal communities; 

• an appreciation and understanding of the relationship between Aboriginal and non-

Aboriginal peoples and between their respective intellectual and cultural traditions 

through collaboration between scholars, partnership between university and Band 

Controlled Schools, and partnership between different Humanities and Social Science 

academic departments at a selected university; 

• scholarship that will help fulfill the need for the academy to become better informed 

and better positioned to respond to the reality of current demographic patterns and 

community needs within the Province of Saskatchewan, Canada, and other countries 

with similar demographic realities; and  

• a program of research intended to develop larger, long term relationships and research 

networks with other Aboriginal communities, educational sites, and universities both 

locally, nationally, and internationally. 

Theoretical or Applied Frameworks 

 To understand how beginning teachers view their initiation into the profession 

and experience their work in various school contexts, the research team will draw upon 
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and extend the following, closely related analytical perspectives: a) development 

stage/teaching career cycle theory; and b) teacher induction and mentoring analysis. 

Given the above noted lack of literature pertaining specifically to the experiences of 

beginning Aboriginal teachers in band controlled environments, we draw on literature on 

beginning teachers more generally. 

 Some of the early studies of beginning teachers and the challenges associated with 

entry into the teaching profession resulted in various models of career development 

stages.  Martin, Chiodo, and Change (2001, p. 55) found that many of these “stage 

theories” referred to at least three discernable stages of professional concerns that were 

felt by most new teachers:  survival concerns (e.g., classroom control issues, concerns 

about feedback from students, parents, colleagues, and administrators), task concerns 

(e.g., effectiveness of instruction), and impact concerns (e.g., becoming aware of one’s 

effect on students). 

 More recent research has extended or adapted these often linear or static stage 

theories to develop, as an alternative, teaching career cycle models that better reflect the 

dynamic, developmental, and diverse nature of first-time teachers’ experiences 

(Huberman, 1992, p. 123; Steffy, et.al., 2000).  In applying this perspective, research 

attention is directed to beginning teachers’ reflections about their career choices, daily 

work lives, and personal and professional growth.  Case studies suggest that these 

individuals typically find that their first years as teachers are marked by a “roller coaster 

of contradictory emotions” as they try to establish a professional identity, strengthen their 

competence, deal with the “reality shock” of teaching responsibilities, and cope with 

teaching assignments and conditions that are usually far from ideal (Clement, et.al., 
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2000).   For Aboriginal teachers in Band Controlled situations there is the added 

complexity of becoming a part of the development of the culturally defined system of 

education where many if not most aspects of being a teacher in an emerging system 

becomes examined and reflected upon. 

 At the same time, the career cycle approach recognizes that beginning teachers’ 

experiences and career cycles (or stages) are highly contextual and influenced by school 

related factors, the culture of the teaching profession, the communities in which schools 

are located, and the broader society (Steffy, et.al., 2000; Lynn, 2005).   A key implication 

is that, as these contexts and career cycle “positions” change, so will individual teachers’ 

professional priorities, activities, and relationships (Lynn, 2005).  An important caution, 

however, is that career cycle analysis may not be particularly useful for understanding 

individual cases in which teacher development and contextual variables are somewhat 

idiosyncratic (Martin, et.al., 2001, p.61).  Aboriginal Elders provide teachings about the 

life cycle and include defining the purpose of being.  There is also a mentoring process 

that may be different from an Aboriginal perspective.  This involves feeling confident 

with being on one’s own.  This is determined by the person and not by an institution. 

 Definitions of induction in the research literature usually refer to formal and 

highly structured staff development programs and processes that are sustained during the 

beginning years of a teacher’s career (Wong, et.al., 2005 p. 379).  Induction may also 

involve, however, fairly informal socialization processes that vary from school to school 

and typically take the form of a “ritual that marks the transition between the time 

newcomers join a community and the point at which they become full-fledged members” 

(Pardini, 2002; Bolman & Deal, 1997 pp. 222-226). 
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 In this context, mentoring is only one, albeit important aspect of induction 

(Breaux and Wong, 2003 p.15) that may be viewed as a way “to shape new teachers’ 

perspectives of and interactions with students” (Achinstein and Barrett, 2004, p.718). 

Under certain conditions, however, mentoring may move beyond the traditional 

objectives of assisting with adjustment to the classroom, curriculum or technical 

guidance, and emotional support, and instead encourage beginning teachers to re-examine 

their assumptions about students and teaching practices (Achinstein and Barrett, 2004, p. 

722; Ontario College of Teachers, 2003, p.6). 

Methodology 

Our methodology rests on the principle of connectedness or relationality which is 

central to Aboriginal epistemology.  We are invited and permitted to conduct this study 

because of the relationships we have established with our students through their four 

years in the program.  In addition many of our former students are now senior teacher and 

administrators within PAGC schools and will also be a critical resource and source of 

support for research 

 In keeping with the emergent, constructivist nature of this study, we will use 

qualitative research strategies.  These qualitative data from both the written and oral 

responses will be inductively analyzed using the constant comparison method (Gay & 

Airasian, 2000; Glaser & Strauss, 1967), whereby each item of information would be 

classified into categories that gradually emerge as the data are examined.  Patterns, 

trends, and categories will be formed, re-formed and adjusted with the accumulation of 

the data related to each interview question and web-based response (McMillan & 

Schumacher, 2001).  A number of theoretical approaches or frameworks will guide this 
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study.  Specifically, we plan to approach our study conceptually through constructivist 

and interpretivist theoretical approaches to human inquiry (Schwandt, 1998).  More 

specific to teacher education, van Manen’s (1997) concept of action sensitive pedagogy 

contributes to the theoretical framework for the study. 

Methods 

 This study will employ mixed methods for data collection, analysis, and 

interpretation.  We have agreement from the PAGC that their band controlled schools 

(approximately 12) will serve as research sites for this study.  All first year ITEP teachers 

in those schools will be invited to participate in this study and all those willing to 

participate will be asked about their first year teaching experience.  From that data, 

themes will be identified by the researchers.  From the themes, we will conduct focus 

group discussions and then design a survey to obtain responses to both open- and closed-

ended questions.  Our study has received University Ethics Approval.  During the 

Autumn of 2006 we developed our research design and at the time of presenting this 

paper, we will have just begun our work with our participants.   
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Abstract 

Rubrics are multi-purpose scoring guides for assessing student products and 

performances. This tool, popular in K-12 education but infrequently used in higher 

education settings, works in a number of different ways to advance student learning, 

especially for non-traditional, first-generation, and minority students. As well, rubrics 

improve teaching, contribute to sound assessment, and are an important source of 

information for program improvement. In this article, we identify the key features of a 

quality rubric and describe the basic steps in designing one. As an illustration, we provide 

an example of a rubric that was used in an advanced painting class for undergraduate 

students and we describe some of the issues that arose in its development. 
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Rubrics Across the Curriculum in Higher Education:  

An Example from an Advanced Painting Class 

 

 While schoolteachers and their students have long seen the value of rubrics for 

assessing student products and performances, these multi-purpose scoring guides been 

largely ignored in higher education contexts (with the exception of Schools of 

Education). Rubrics work in a number of different ways and on a number of different 

levels to advance student learning, especially for non-traditional, first-generation, and 

minority students. As well, rubrics improve teaching, provide feedback to students, 

contribute to sound assessment, and are an important source of information for program 

improvement.  

 In this article, we identify the key features of a quality rubric and describe the basic 

steps in designing one. We also provide an example of a rubric in an advanced painting 

class for undergraduate students.  

Designing a Rubric  

 A rubric is a scoring tool used to evaluate a performance in a given outcome area 

based on a list of criteria that describe the characteristics of products or performances at 

varying levels of accomplishment. Rubrics are typically presented in a matrix format with 

the criteria for the performance (e.g., written communication, critical thinking, analytical 

thinking) listed down the side and the levels of the performance (e.g., advanced, 

proficient, basic) listed across the top (see Table 1).  

 

INSERT TABLE 1 ABOUT HERE 
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 There are three main steps in designing a rubric: identifying criteria, setting levels, 

and creating descriptions. 

 Identifying the Performance Criteria. The first step in developing a rubric is to 

identify the criteria that define an effective performance. Often these criteria are 

determined ahead of time by the instructor or by a professional organization, but 

sometimes they can be created by the students in a course, especially if the assignment is 

new to the instructor as well. Even if the rubric has already been developed, asking 

students to engage in a discussion about “What makes for a good performance” (or essay 

or model or dance or…) before the rubric is handed out can help them to deepen and 

internalize their understanding of the criteria for a quality performance in that particular 

area. It can also help to surface student misconceptions. 

 Three to six criteria seem to work best. It is not so many that it overwhelms the 

memory and not so few that meaningful distinctions in the performance can’t be made. 

Sometimes these criteria can be weighted as well. There may be one or two key criteria 

that are valued higher than any other and given a higher value when calculating the 

overall score for the performance or product.  

 Creating Performance Levels. The second step in the process is to decide how many 

levels of performance are appropriate for the assessment. Typically, rubrics have from 

three to six levels. What drives the choice of the number of levels is the purpose for the 

assessment. If the purpose is to make summative decisions only, such as whether 

someone will pass or fail, or be awarded a certificate or not, then fewer levels are better. 

The fewer the levels of performance for the rater to consider, the greater reliability and 

efficiency in scoring the performance. The more levels, the more decision points for the 
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rater to consider, and consequently the more time it will take to make the decision. 

 If, however, the main purpose of the assessment is formative, or to give feedback to 

learners to support them in improving their performances, then more levels (and more 

performance criteria as well) give the learner more specific information about the features 

of the performance that need attention. However, the more scoring levels and 

performance criteria, the more time it takes the rater to assess the performance. 

 The headings for the different levels can vary depending upon the purpose and 

contexts for the assessment. For some contexts, developmental language is the best 

choice, such as “Emerging, Developing, Arrived.” A developmental scale is respectful to 

the learner and recognizes that all of us are developing in any number of areas. The 

emphasis is on growth. Other times, more mastery-oriented language is appropriate as in 

“Below Proficient, Proficient, Above Proficient.” If the purpose of the assessment is to 

demonstrate whether or not students have met the standards for the course or program or 

profession, then identifying whether a learner is “proficient” or not is the key. 

Sometimes, numbers are used instead of words as a way to suggest that the levels are 

spaced at equal intervals from each other, while other times numbers and words are used 

together. 

 Creating Descriptions for the Performance. The third step in the process is to write a 

description for each level of the performance. The challenge in creating these paragraphs 

is to provide enough information to guide the creation and scoring of the project, but not 

so much information that it overwhelms the reader. The rubric, however, is not intended 

to replace the instructor, but instead to guide and support him or her in exercising 

informed judgment. 
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 Parallel structure across descriptions for each criterion is important. The more parallel 

the descriptions are in form and content, the more dependable and efficient the scoring 

will be. One way to increase parallelism across descriptions is to identify a set number of 

attributes, or sub-points, for each criterion and then build each statement around those 

attributes.  

 When using the rubric in making an overall decision about a performance, the final 

rating can be based on an analytic process of adding up the individual scores for each of 

the criteria and calculating an average, or, alternatively, by looking over the ratings for all 

of the criteria and making a holistic judgment that considers each of the scores but blends 

them in an overall judgment-based rating process. 

A Rubric for an Advanced Painting Course 

 In this next section Mary Connelly, one of the co-authors of this article, describes 

some of the issues that arose and considerations she weighted as she tried out a rubric for 

the first time in her upper-level, advanced painting class. 

 An advanced student’s developing artistic direction and voice is difficult to measure. 

The diverse cultural, economic and social background of our undergraduates plays a 

significant role in the range of ideas and attitudes they have concerning what art is, and 

what it is not, and what it means to be an artist (i.e., the level of commitment required to 

become a practicing studio artist.)  With this in mind, I wanted to design a rubric as a 

straightforward way to clearly explain my criteria to both the transfer students from local 

community colleges and the upper division students accustomed to painting courses that 

focused on skill-building alone. 

 My upper level painting students are evaluated not according to individual projects 

2007 HICE Proceedings 
Page 6545



Rubrics Across     7 

per se, but by four process-based criteria: inventiveness, craftsmanship, productivity and 

sketchbook (see Table 2). Each of the four criteria on the rubric is defined by three key 

attributes or actions. For example, the criterion of productivity has the following three 

attributes: “produces sufficient amount of work, uses class time effectively, seeks input of 

instructor and peers.” The sketchbook as the fourth criterion on the rubric is regarded not 

as a “project” but as evidence of the process of idea development. The rubric makes 

explicit the range of my expectations and specific descriptions of actions to take.   

 

INSERT TABLE 2 ABOUT HERE 

 

 My intention is to place the emphasis on process and self-motivation as the best way 

to lay the groundwork for discovery of a unique style. This might seem like stating the 

obvious, but I believe given the vastly different cultural backgrounds of my students, 

clearly laying out the steps in the learning experience is essential. There are many 

students who have had limited access to museums and are isolated from the current trends 

in the art world, and who are not aware of the challenges that contemporary artists face. 

 I look for evidence of risk-taking and research in all of their work, but I do not 

assume students will all enter my class with a desire to do so.  The rubric is one way to 

stress the importance of art historical research, while also encouraging experimental and 

innovative practices found in contemporary art movements. The student who is taking 

risks is more likely to think critically and effectively articulate (in both verbal and written 

forms) the formal and conceptual issues in their work. 

 Scoring is based on a 4.0 scale for each criterion; to assess quality, there are four 
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levels of performance—outstanding, proficient, evolving and below expectations. The 

language under each level of performance follows the order of the three attributes of the 

criteria (see rubric example on Table 2). The student can compare the difference between 

outstanding and proficient, for example, under each criterion to understand why she/he 

has achieved proficient rather than outstanding under the inventiveness, craftsmanship or 

production categories. These three criteria are equally weighted at 25% of the final grade, 

with the sketchbook at 10%. These four categories are added for a project score that 

equals 85% of the final grade. The additional writing and research requirements are 

graded pass/fall and comprise the remaining 15% of the final grade. 

 Using a rubric for an advanced course that is highly self-directed without frequent 

project deadlines felt like a huge risk. I had the fear that this was imposing a “cold and 

impersonal” method of evaluation upon artwork that is inherently unique and individual. 

I also had some preconceived notion that rubrics were the easy way out of writing 

lengthy comments to each student following the midterm or final critique. But, to my 

surprise, developing and using a rubric has been labor-intensive and very challenging, 

and I realized how much in the visual arts is difficult to assess and measure. It became a 

larger project as I started to examine and evaluate my teaching methods and goals. Now 

that I have set the criteria, it makes me wonder if I am doing my part to help my students 

reach these goals? I am encouraged by the idea that providing a rubric along with my 

syllabi at the beginning of the semester will help keep my students and me on course. 

Benefits of Rubrics 

 Rubrics can contribute to the educational process in some obvious, and not so 

obvious, ways.   
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 Rubrics make the learning target more clear. (Stiggins, 2001). If students know what 

the learning target is, they are better able to hit it. When giving students a complex task to 

complete, such as a building an architectural model or putting together a portfolio of their 

best photographs, students who know in advance what the criteria are that will be used to 

assess their performance will be better able to construct models or select photographs that 

demonstrate their skills in those areas. 

 Rubrics guide instructional design and delivery. When teachers have carefully 

articulated their expectations for student learning in the form of a rubric, they are better 

able to keep the key learning targets front and center as they choose instructional 

approaches and design learning environments that enable students to achieve these 

outcomes. 

 Rubrics make the assessment process more accurate and fair. By referring to a 

common rubric in reviewing each student product or performance, a teacher is more 

likely to be consistent in her judgments. A rubric helps to anchor judgments because it 

draws the reviewer’s attention to each of the key criteria so that the teacher is less likely 

to vary her application of the criteria from student to student. Furthermore, when there 

are multiple raters (e.g., large lecture classes that use teaching assistants as graders), the 

consistency across these raters is likely to be higher when they are all drawing on the 

same detailed performance criteria. Additionally, a more prosaic benefit is the decided 

decrease in student complaints about grades at semester’s end. 

 Rubrics provide students with a tool for self-assessment (and peer feedback). When 

students have the assessment criteria in hand as they are completing a task, they are better 

able to critique their own performance. A hallmark of professionals is the ability to 
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honestly and accurately assess their own work. In addition, rubrics can also be used by 

classmates to give each other specific feedback on their performances. (For both 

psychometric and pedagogical reasons, we recommend that peers only give feedback that 

is used to help the learner make improvements in the product or performance, and not 

give ratings that are factored into a student’s grade.) 

 Rubrics are particularly valuable in advancing the learning of students of color, first 

generation students, or those from non-traditional settings. An often unrecognized 

benefit of rubrics is that they can make learning expectations or assumptions about the 

tasks themselves explicit. In academic environments we often operate on unstated 

cultural assumptions about the expectations for student performance and behavior and 

presume that all students share those same understandings. However, research by Lisa 

Delpit (1988) and Shirley Heath (1983), for example, highlights the many ways that 

expectations in schools are communicated through subtle and sometimes unrecognizable 

ways for students of color or non-native English speakers who may have been raised with 

a different (but valid) set of rules and assumptions about language, communication, and 

school performance itself.  

Limitations of Rubrics 

 While rubrics make the assessment process more valid and reliable, their real value 

lies in advancing the teaching and learning process. But having a rubric doesn’t 

necessarily mean that the evaluation task will be simple or clear-cut. The best rubrics 

allow evaluators and teachers to draw on their professional knowledge but to use that 

knowledge in ways that the rating process doesn’t fall victim to the whims of personality 

or the limitations of human information processing.  
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 A serious consideration with rubrics is how long it takes to create them, especially 

writing the descriptions of performances at each level. With that in mind, rubrics should 

be developed for only the most important and complex assignments.  

 Another challenge with rubrics is that if poorly designed they can actually diminish 

the learning process. Rubrics can act as a straitjacket, preventing creations other than 

those envisioned by the rubric-maker from unfolding. (“If it is not on the rubric, it must 

not be important or possible.”) The challenge then is to create a rubric that makes clear 

what is valued in the performance or product—without constraining or diminishing them. 

The problem with having no rubric, or one that is so broad that it is meaningless, 

however, is to risk having an evaluation process that is based on individual whims or 

unrecognized prejudices.  

 While rubrics are not a panacea, they can advance student learning, support 

instruction, strengthen assessment, and improve program quality in higher education 

courses and programs.
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Table 1: Performance Criteria and Levels for a Rubric 
 
                      Levels 
Criteria 

Advanced Proficient Basic 

 
Written 
Communication 

   

 
Critical  
Thinking 

   

 
Analytical 
Reasoning 
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Table 2: Rubric for Advanced Painting Course  
 

Evaluation 
Criteria 

Outstanding 
4 points 

Proficient 
3 points 

Evolving 
2 points 

Below 
Expectations 

1 point 
Inventiveness (25%) 
• Takes risks and tests 

new approaches 
• Applies knowledge from 

research to solve 
problems and enhance 
work 

• Demonstrates unique 
style and voice 

Shows high 
degree of risk-
taking by testing 
new approaches; 
researches and 
utilizes new 
approaches to 
enhance work; 
expresses a 
unique, personal 
style and voice. 

Demonstrates some 
risk-taking and 
experimentation; 
ideas are 
researched and 
gathered from 
different sources; 
starting to take an 
independent 
direction and style. 

Not taking risks in 
process or ideas; 
does not research 
or seek multiple 
visual sources to 
approach work 
from several 
angles; holding 
too closely to an 
established style. 

Risk-taking and 
experimentation 
are not evident; 
supporting research 
is missing; lacks 
independent 
direction. 

Craftsmanship (25%) 
• Demonstrates 

knowledge and mastery 
of tools and materials 

• Presents work in 
professional manner 

• Researches 
contemporary and 
historical approaches to 
craft 

Demonstrates a  
high degree of 
knowledge; 
presents work in a 
highly 
professional 
manner; always 
seeking to learn 
more about the 
medium and tools 
to improve 
expertise. 

Skilled with and 
knowledgeable of 
tools and materials; 
presents work in a 
professional 
manner; carries out 
research on 
methods and 
materials of his/her 
craft. 

Demonstrates 
incomplete 
knowledge of and 
mastery of tools; 
presentation of 
work is not 
professional; 
neglects research 
of craft. 

No or little 
evidence of 
craftsmanship; 
work habits appear 
disorganized; care 
and use of 
materials and tools 
appears haphazard 
and unaligned with 
project. 

Productivity (25%) 
• Produces sufficient 

amount of work 
• Uses class time 

effectively 
• Seeks input of 

instructors and peers 

Produces more 
than 10 paintings 
in the semester 
with studies and 
drawings for 
major works; 
highly focused in 
class; actively 
seeks input from 
instructor and 
peers. 

Produces the 
minimum of 10 
paintings in the 
semester; makes 
good use of time in 
class; welcomes 
input from 
professor and 
peers. 

Produces less than 
10 paintings in the 
semester; begins 
several directions, 
but not able to 
finish all works; 
reluctant to 
engage regularly 
with instructor 
and peers. 

Produces few 
paintings; has 
difficulty in getting 
started in class or 
does not attend; 
shows no 
consistency in 
working styles; 
does not engage 
with others. 

Sketchbook (10%) 
• Contains 
   sufficient number 
   of sketches 
• Includes ideas/plans for 

paintings 
• Includes study of 

modern and master 
artists 

Exceeds 70 pages; 
Contains 
drawings from 
life, includes ideas 
for paintings; 
includes multiple 
studies of one or 
more master 
artists. 

Meets the 
minimum 70 
pages; contains 
drawings from life 
and ideas for 
paintings; contains 
studies of master 
artists. 

Does not meet the 
minimum 70 
pages; lacks ideas 
for future 
paintings; 
insufficient study 
of master artists. 

Sketchbook entries 
are few; lacks 
ideas/plans for 
future painting; 
master artist 
studies are missing. 

 
* Required writing assignments to represent the remaining 15% of the grade. 
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PAPER 
 
 
The value of encouraging learning through empowerment among university students 
has been suggested by theorists and practitioners.  One approach to engendering a 
sense of ownership involves the use of student-led learning (see Schaible and Rhodes, 
1992).   Such a method can have the advantage of motivating students by allowing 
them to use their own learning styles, pursue their individual interests, and achieve a 
sense of pride and accomplishment in their work.  The present project, funded by the 
Centre for Excellence in Teaching and Learning (CETL) at Northumbria University, 
gave students the opportunity to supplement academic lectures by designing and 
leading their own interactive workshop sessions.    
 
At the beginning of the semester, students who had enrolled on a Sport and Exercise 
Psychology course divided into small groups of their own choice.  A list of topics 
(such as mental preparation; team cohesion; goal-setting; sports fans) was provided, 
and each group chose an area of personal interest.  They then took collective 
responsibility for planning and running a workshop in that area.  Their goal was to 
develop a session that would be relevant, informative, interesting and well presented.  
The most important criterion was that the workshop needed to be interactive in nature 
by requiring the involvement of the other students in the class. 
 
The groups met with the lecturer before their workshop to discuss possible activities, 
such as demonstrations, mini-experiments, presentations of readings, videos, debates 
and competitions.  The members subsequently met together during the week and then 
finalised their plans with the lecturer, who gave further advice and helped to facilitate 
the session where appropriate. # 
 
The presenters were also required to give a handout to the other students.   On weeks 
where students were the recipient of other groups’ workshops, a reflective logbook 
was kept to record their experiences and responses.   The workshop handout and the 
logbook formed part of the assessment for the course. 
 
Initial interviews were held with several students to ascertain their perceptions of this 
teaching method.  The results revealed highly positive responses both to designing 
their own sessions and receiving a learning experience from their fellow students.   
Benefits of running workshops included discovering and articulating new information 
as well as understanding some of the difficulties involved in educating others.  
Students clearly felt empowered and appreciated feeling trusted with the session.  
They also indicated that they enjoyed and engaged more than usual in the workshops, 
partly due to their belief that fellow students could “understand the student mentality” 
and pitch information at the appropriate level.  This is consistent with the findings of 
Kassab, Abu-Hijleh, Al-Shboul and Hamdy (2005) in their use of student-led 
tutorials.   
 
Further exploration of this method is currently taking place with a new cohort.  
Twenty students, half male and half female, have agreed to complete questionnaires at 
several points in the course and be interviewed at the end.  Analysis of the first 
questionnaire, filled in after the student-led workshops were announced and 
explained, revealed a high level of satisfaction with the written and oral information 
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received which identified criteria for the session, handout and reflective logbook.  
Similarly, the procedures used to form groups and allocate topics were rated 
positively.   Students indicated that they were looking forward to the experience, and 
100% expected to make a good contribution to planning and running their workshop.  
A high level of trust in fellow students and the lecturer was expressed. 
 
Open-ended comments from these students include: 
 

I was happy with the ways groups were formed as we got to choose who to be 
with so we could choose people we knew would work hard and pull their 
weight within the group.  The topics were allocated fairly and all groups got 
their first or second choice.  The guidelines given were detailed enough to use 
as a basis for planning our workshop and the examples given were also 
helpful. 
 
It is more intimate, enabling a clearer understanding of what this module 
entails. 
 
We were able to get into our own groups which will help our confidence when 
we present our workshop.  Choosing our own topics ensures that we will be 
interested in that topic. 

 
Some comments indicate that the students were concerned about meeting the criteria 
of the workshops: 
 

I am worried about being able to get the necessary info across and making it 
interesting. 
 
I hope other students will find it interesting and informative and not be bored. 

 
Students from the previous cohort expressed satisfaction with the student-led 
workshops and believed that they had worked hard to make the workshops successful.   
A feeling of belongingness within the groups may have created a culture of group 
responsibility, and an element of between-group competition was seen to have led to 
an enthusiasm to work hard. 
 

We really wanted our session to be fun and interesting.  Most of the students 
are sports-minded so there was a lot of competition to run the best one.  I think 
we all put a lot of work into it because of that. 

 
The presentation was a group effort really, I mean we all had a bit of input on 
it, and we all sat down and gave ideas for what we wanted to do and we all 
presented a particular section of it, so we did have a fair bit of input.   

 
The value of students teaching students was noted by a number of the interviewees: 
 

It was interesting to see how well the students described things and sometimes 
they were maybe better at dumbing it down a bit, because obviously they have 
to understand it themselves, and as you’re on the same level as a student you 
could maybe take it in just as well.  
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I found some of the less involved workshops were quite interesting in 
themselves, because we looked at things like fanatics. One of them was where 
we had a video tape on people who were madly fanatical about football, and 
personally I found it quite interesting, that some of these people did these very 
strange and crazy things.  I think, I mean this from a personal point of view, I 
generally found them all very interesting, because to me they were new.   

 
Some of them would give activities like bouncing a ping-pong ball, and people 
found this very unnerving and they didn’t want to do this in front of the class.  
They found it interesting and it was memorable.   
 
I took this one just because I thought it might be interesting, plus I knew a  
lot of people on the course, so I thought: it’s a start.  But by the end of it, yeah,  
I really did enjoy it … I might take one for my third year as well … it was  
different. 

 
The input of the lecturer was mentioned by a number of people: 
 

She [lecturer] talked to the groups a week before we had to do them, and then 
we had the chance to email her or just knock on her door…we went to see her 
and we brought up the thing about the goal setting and things like that, and she 
was quite happy to speak to us and you know guide us.  And she gave us her 
power-point slides for the actual workshop so we could check that ours didn’t 
clash, so we weren’t covering the exact same stuff, so we’d make sure it 
wasn’t boring. 

 
You had to come up with the way of getting the message across, participate, 
and she was giving advice on what kind of things you could use for that…she 
told us what she was going to include in her lecture so we knew pretty much 
not to include what she was going to say and just go into more detail in one 
aspect.  She let us choose what we were going to do but then sort gave advice 
as to how much she wanted and what she wanted us to say. 
 

The findings thus far suggest that students enjoy working with others as part of a 
group, work hard to plan and run sessions of which they will be proud, perceive value 
in receiving workshops from fellow students, and benefit from an interesting and 
unusual learning experience.   
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Abstract  
Purpose  

As a second-language learner of English, I recognize that vocabulary has been 
very important for speaking, listening, and studying. Folse (2004) reported that ESL 
students in intensive academic programs expressed a strong desire for vocabulary 
instruction. If second- language learners need more vocabulary instruction in the 
classroom, it would be important to review some issues related to second- language 
vocabulary acquisition. Therefore, this paper examines what kinds of vocabulary 
instructions have been recommended for ESL learners historically and theoretically. 
How does vocabulary instruction differ between first and second language learners? An 
additional focus of this study is to review research about measuring the effectiveness of 
some vocabulary learning strategies and techniques in order to determine appropriate 
instruction for ESL learners based on their different purpose for learning English.  
Materials & Methods 

Since the current study is a review of research on second- language vocabulary 
acquisition, all data sources consist of previous research from journal articles and some 
book chapters. For a review of theoretical background, I reviewed some articles in spite 
of published year. However, I framed most of my review on studies after 1995 to 
compile a my summary table to compare the effectiveness of instructional methods. I 
collected data from online-databases ERIC and EBSCO, using the search terms “second 
language vocabulary learning,” and “second language vocabulary instruction.” I 
reviewed more than 50 articles, and I categorized those studies based on instructional 
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methods on my summary table.  
Results & Discussion  

To determine more effective instruction for learners’ need, research should 
consider the purpose of learning, the level of language learner, and the learning 
environment. Thus, it should be explained why specific vocabulary instructions can be 
more effective than other forms of instructions in different cases theoretically and 
empirically. The current study might answer how second-language learners take 
advantage of different instruction. These findings should help ESL classroom teachers 
to develop their curriculum of vocabulary instructions that support student’s effective 
learning. 
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Abstract – Over half of the instructors at the United States 
Military Academy are rotating military faculty members 
who are officers in the U.S. Army.  Most have obtained 
advanced degrees from some of the most prestigious 
universities in the nation and are obligated to teach three 
years at West Point.  By virtue of their leadership 
experiences and educational qualifications, these officers 
constitute a valuable resource.  They not only teach a 
majority of the cadets at West Point, but they also serve as 
exemplary role models for the cadets.  However, 
exceptional military service and impeccable academic 
credentialing do not necessarily confirm that these officers 
will be knowledgeable and proficient undergraduate 
instructors.  Therefore, prior to the start of each academic 
year the Department of Systems Engineering conducts a 
faculty development workshop aimed at ensuring rotating 
faculty members enter their first classroom assignments as 
capable, competent, and confident instructors. 
 
Index Terms – Faculty development, Systems engineering, 
Undergraduate education, United States Military Academy 
 

INTRODUCTION 
 

Established in 1802, the United States Military Academy 
(USMA) has maintained a legacy of developing leaders of 
character who serve our nation’s common defense.  Often 
referred to as simply “West Point”, the New York town where 
it resides, USMA is arguably best known for the four-year 
“West Point Experience” that all cadets must undergo in order 
to join the ranks of the “Long Gray Line”.  Considered to be 
our nation’s first college of engineering, USMA has also 
prided itself on being a progressive institution of higher 
education.  USMA today consists of thirteen academic 
departments responsible for educating, training, and inspiring 
cadets “to anticipate and to respond effectively to the 
uncertainties of a changing technological, social, political, and 
economic world” [1].   
     Formed in 1989, the Department of Systems Engineering is 
the youngest academic program at West Point.  It offers 
undergraduate degrees in Systems Engineering, Engineering 
Management, Information Systems, Systems Management, 
and Operations Research.  Despite its relatively short 
existence, the Department of Systems Engineering has steadily 
grown, and now nearly 10% of the eligible cadet year 

groups—or about 100 juniors and 100 seniors—choose to 
major within the department.   
     Similar to the other twelve academic departments at West 
Point, over half of the thirty-five instructors in the Department 
of Systems Engineering are rotating military faculty members.  
These instructors are officers in the U.S. Army who commit to 
serving typically a three-year teaching assignment at USMA.  
Selected in large part due to their demonstrated leadership 
abilities, the department sends these officers to a fully-funded 
graduate education at some of the top universities in our nation 
where they receive expertise and knowledge in systems 
engineering and related disciplines.  These rotating faculty 
members come to West Point with a minimum of a master’s 
degree, and a select number arrive with the completion of a 
doctorate.  Because of their leadership experiences in the 
Army and their attainment of a contemporary advanced 
degree, these officers play a significant role within the 
department.  Not only do they instruct a majority of the cadets 
who enroll in the systems engineering courses, they also serve 
as role models who leverage their diverse backgrounds to 
inspire the development of the cadet as whole person—
academically, militarily, physically, and morally.   
     However, recognizing that exceptional military service and 
impeccable academic credentialing do not automatically 
certify that these officers have the requisite knowledge and 
skills for being qualified undergraduate college instructors, the 
Department of Systems Engineering conducts a five-week 
long faculty development workshop (FDW) at the start of each 
academic year.  The goals of the workshop are: 
• To develop the classroom teaching skills of new 

instructors that lead them into becoming capable, 
competent, and confident systems engineering instructors; 

• To provide new instructors with an understanding of the 
department’s philosophy, standards, and expectations so 
as to align individual efforts with departmental goals; 

• To impart new instructors with an overview of the 
resources available within the department, which include 
classroom laboratories, unique software and technical 
capabilities, and ongoing research initiatives; 

• To integrate new instructors into the USMA community 
by ensuring that they and their family are taken care of 
while they settle into West Point; 

• To promote cohort teambuilding and to encourage new 
instructors and their families in feeling that they are truly 
members of the Systems Engineering team. 
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     Sharon Baiocco and Jamie DeWaters assert, “The greatest 
investment a college or university makes is in its faculty” [2].  
West Point considers the FDW to be a significant investment 
in its faculty.  Not only does it view the FDW as providing 
value to new instructors arriving to USMA, it considers the 
FDW to be a critical resource in helping to maintain West 
Point’s legacy of high standards, professionalism, and 
excellence. 
     To help advance college faculty development, this paper 
describes how the Department of Systems Engineering 
conducts its FDW, outlines the program of instruction during 
the five week workshop, provides an internal assessment from 
recent graduates of the program, and demonstrates how the 
department builds upon the summer FDW into the academic 
year to create an environment that attempts to continually 
nurture and pursue pedagogical excellence.  The hope is that 
other institutions looking to introduce, implement, or improve 
college faculty development programs can leverage insights 
gained from this paper. 
 
AN IMPETUS FOR FACULTY DEVELOPMENT AT WEST POINT 
 
Lee Shulman writes, “Teacher education does not exist in the 
United States. . . We have only alternative routes into 
teaching” [3].  A similarly dim view of college faculty 
development is echoed by many educational researchers who, 
despite acknowledging the growth of such programs during 
the past thirty years, describe their mediocre impact as having 
“produced few profound modifications of teaching and 
learning styles” [4].  While numerous factors contribute to the 
generally poor impression of college faculty development 
programs, the fact that the majority of instructors at USMA 
are new to teaching helps generate institutional impetus for 
such programs at West Point.   
     “Above all, effective teaching is the primary obligation of 
each member of the USMA faculty,” asserts the Dean at West 
Point [5].  Recognizing that military experience and academic 
credentialing are not enough to adequately prepare new 
instructors for their duties in the undergraduate classroom, 
USMA has formalized a program of professional development 
for all new faculty members.  In order to satisfy this 
requirement, each of the thirteen academic departments 
conducts workshops during the summer prior to the start of the 
academic term.  While decentralized and administered 
separately by the academic departments, each FDW at West 
Point shares common characteristics.  As the Dean maintains, 
“These workshops introduce incoming faculty to the unique 
characteristics of the Military Academy’s Academic Program 
and enable all participating faculty to further develop their 
teaching skills” [6].   
 

THE DEPARTMENT OF SYSTEMS ENGINEERING’S FDW 
 
Each year the Department of Systems Engineering holds a 
five-week long FDW for approximately eight to ten newly 
arriving instructors.  The FDW exposes them to many of the 
opportunities they will have as members of the Systems 

Engineering team.  The FDW also provides them with a strong 
foundation that is intended to set them up for success during 
their tour at USMA.  The FDW targets: 
• New rotating military faculty who have attained a 

Master’s degree and will be teaching for the first time; 
• Returning faculty who have attained a doctorate and are 

on a second tour with the department; 
• Returning faculty who completed their first tour at USMA 

with a different department, attained a doctorate, and are 
teaching Systems Engineering for the first time; 

• Civilian faculty who are arriving into the Department of 
Systems Engineering for the first time. 

 
Even though it is designed primarily for the rotating military 
faculty, the workshop is intended to benefit all newly arriving 
instructors into the department. 
     Each year, about four faculty members serve on the Faculty 
Development Committee which has the responsibility of 
planning, organizing, and coordinating the department’s FDW.  
All the members of the committee have gone through a 
previous iteration of the FDW and are familiar with the goals 
and objectives of the program.  The committee plans the FDW 
to be a challenging five weeks but ensures that the schedule 
has enough flexibility to give the new instructors time to settle 
into their new surroundings at West Point.  Figure 1 provides a 
general overview of the key events that took place during the 
2005 Systems Engineering FDW.   
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FIGURE 1 

FDW 2005 CALENDAR OF KEY EVENTS 
 
     As highlighted in Figure 1, the four practice classes 
constitute arguably the most important events during the 
FDW.  Prior to new instructors delivering their practice 
classes, senior faculty members provide seminars pertaining to 
teaching best practices and student learning styles.  The senior 
faculty also teach demonstration classes to model techniques 
for delivering effective instruction of quantitative and 
qualitative concepts.  They also demonstrate best practices for 
teaching a class in a laboratory environment. 
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     The department’s program directors oversee the courses 
that are taught and determine the set of four lessons each new 
instructor will prepare, practice, and present.  The classes are 
carefully selected to represent a complete spectrum of teaching 
challenges in the course.  A typical set of new faculty practice 
classes consists of:  quantitative lessons, conceptual lessons, 
and technology intensive laboratories.  This range of lessons 
exposes new faculty to the unique pedagogical requirements of 
each lesson type.   
     To facilitate their lesson preparation, instructional material, 
textbooks, and previous lesson plans are made available to the 
new instructors prior to their arrival—in April or May when 
new course assignments have been determined.  The program 
directors, other available faculty members, and even new 
faculty members all act as cadets enrolled in a new instructor’s 
class while concurrently evaluating the practice classes.  
Video cameras are used during the practice classes to provide 
an additional source of feedback to the new instructors.  
Consequently, the practice classes serve a number of key 
functions that include: 
• Initiating new instructors to the techniques and best 

practices for delivering effective instruction; 
• Encouraging new instructors to build upon their strengths 

and identify opportunities for improvement in teaching; 
• Giving opportunities for instructors to adjust and improve; 
• Setting aside structured time for formal class rehearsals; 
• Generating feedback on instructional procedures and 

teaching techniques from a variety of perspectives; 
• Offering new instructors the chance to assess other 

instructors and learn from their practice classes; 
• Acquainting new instructors to some of the different 

systems engineering courses that the department teaches; 
• Providing existing faculty an opportunity to observe 

different teaching techniques and gain new insights that 
can help enhance their own instruction. 

 
     Nearly all new instructors find the practice classes to be 
demanding events that consume a considerable amount of time 
in terms of preparation and rehearsal.  The classes themselves 
last for no longer than fifty-five minutes—the same amount of 
time allotted during the academic year—with an additional 
hour apportioned to allow for the exchange of constructive 
feedback, both from the audience participants as well as from 
the instructors conducting the classes.  The feedback is 
intended to focus on the instructional details that help to 
prevent new instructors from becoming defensive during their 
evaluations.  By concentrating on the policies, practices, 
procedures, activities, and behaviors that affect pedagogy, the 
feedback aims to minimize faculty resistance.  The goal of the 
feedback is to encourage the new instructors to reduce and 
eliminate identified weaknesses while at the same time 
enhance their strengths [7].   
     To enhance the feedback process new faculty are grouped 
into teaching teams for the summer.  This grouping allows the 
new faculty to observe the progression of others teaching 
similar material and helps provide continuity of feedback 
through the four lessons.  The groupings also help to structure 

the FDW so that new faculty members are not overwhelmed 
with the number of classes they must evaluate.  Highlighted on 
Table 1 are the teaching team arrangements for the practice 
classes during the 2005 FDW. 

 
TABLE I 

FDW 2005 SEQUENCE OF EVENTS 
Date Time Event (*external to DSE) 

      
6-Jul 0900-1000 Report to 4th Floor Mahan Hall / Department Head Welcome 
6-Jul 1000-1600 *Post Inprocessing 
6-Jul 1300-1600 Phase 1 Email / Phone Set-Up 
7-Jul 0900-1600 *Post Inprocessing 
7-Jul 1300-1600 Phase 2 Email / Phone Set-Up 
8-Jul 0700-1200 West Point Guided Walking Tour/Dept. Majors Overview 
8-Jul 1300-1400 Department of Systems Engineering Overview/Tour 

      
11-Jul 0830-1000 Teaching Tips I (Philosophy) 
11-Jul 1000-1100 Computer / Automation Tips  
11-Jul 1100-1200 Systems Engineering & Management Process (SEMP) 
11-Jul 1300-1500 Example SEMP CAPSTONE Project 
11-Jul 1500-1600 Teaching Tips II (Practical/Dept Standards) 
11-Jul 1800-2100 FDW Welcome Cruise Aboard Superintendent’s Boat 
12-Jul 0830-0945 Qualitative Demo Class (EMxxx) 
12-Jul 1000-1100 Teaching Tips Q&A Panel I 
12-Jul 1100-1200 Lab & Classroom Computer Tips (Intro/Equipment) 
12-Jul 1330-1445 Quantitative Demo Class (SExxx) 
13-Jul 0830-0930 Faculty Roles / Academic Rank 
13-Jul 0945-1045 Civilian Instructor Roles and Responsibilities 
13-Jul 1100-1200 *Department of Physical Education New Instructor Briefing 
13-Jul 1330-1430 Department Resources/Personnel 
13-Jul 1445-1545 Academic Program Changes 
14-Jul 0830-1030 Practice Class 1 Tm1A Tm2A 
14-Jul 1030-1230 Practice Class 1 Tm1A Tm2A 
15-Jul 0830-1030 Practice Class 1 Tm1B Tm2B 
15-Jul 1030-1230 Practice Class 1 Tm1B Tm2B 

      
18-Jul 0830-1030 Practice Class 2 Tm1A Tm2A 
18-Jul 1030-1230 Practice Class 2 Tm1A Tm2A 
19-Jul 0830-1030 Practice Class 2 Tm1B Tm2B 
19-Jul 1030-1230 Practice Class 2 Tm1B Tm2B 
20-Jul 0830-1030 Practice Class 3 Tm1A Tm2A 
20-Jul 1030-1230 Practice Class 3 Tm1A Tm2A 
21-Jul 0830-1030 Practice Class 3 Tm2B Tm2B 
21-Jul 1030-1230 Practice Class 3 Tm2B Tm2B 
22-Jul 0800-1000 *Cadet Enhanced Performance Center (CEP) 
22-Jul 1015-1115 Additional Duties / Committees / Head Academic Counselor 
22-Jul 1115-1230 Department Lab Tour I 
22-Jul 1415-1530 Lab Demo Class (EMxxx) 
22-Jul 1530-1630 ORCEN Overview 

      
25-Jul 0800-1000 Practice Class 4 Tm1A Tm2A 
25-Jul 1000-1200 Practice Class 4 Tm1A Tm2A 
25-Jul 1300-1600 *Military Medical Pre-Screening (15 min/person) 
26-Jul 0800-1000 Practice Class 4 Tm1B Tm2B 
26-Jul 1000-1200 *Dean's New Faculty Seminar 
26-Jul 1330-1530 Practice Class 4 Tm1B Tm2B 
27-Jul 0800-1130 *Superintendent's Seminar 
27-Jul 1230-1330 Course Director Duties 
27-Jul 1345-1500 Objective Grading 
27-Jul 1900-1930 Superintendent & Garrison Cdr's Welcome 
27-Jul 1800-2100 *West Point Community Fair 
28-Jul 0830-0930 Subjective Grading 
28-Jul 0945-1145 *Cadet Military Development Program 
28-Jul 1230-1500 *Military Medical Inprocess  
29-Jul* 0745-1200 *West Point Historical Tour (alt date is 26JUL) 
29-Jul 1300-1320 Professional Programs / Academic Clubs 
29-Jul 1330-1350 Academic Counselor Responsibilities 
29-Jul 1400-1415 Additional Duty Assignments for New Cohort 
29-Jul 1430-1530 *Center for Teaching Excellence Orientation 

      
1-Aug 0830-0930 ABET Certification Overview 
1-Aug 0945-1045 Operations Research Center (ORCEN) Research Opportunities 
1-Aug 1500-1700 *Superintendent's Welcome/Reception 
2-Aug 0830-1030 *Blackboard Computer System Training 
2-Aug 1300-1500 Department Photo at Spellman Hall  
3-Aug 0900-1000 *Math Department Overview 
3-Aug 1015-1215 *Cadet Honor and Respect Program 
4-Aug 0830-1030 *SPOUSE & FAMILY DAY + All Post Activity Briefings 
4-Aug 1045-1130 *Chaplain's Brief 
4-Aug 1130-1230 Spouses' Day Lunch at the Officers Club 
5-Aug 0830-1030 FDW Survey & Assessment / Graduation Ceremony 
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     While four classes may be considered too small a number 
of practice sessions to fully develop new college instructors, 
one of the overriding goals of the program is to give the new 
instructors a greater awareness of how they teach so that they 
can then improve upon their pedagogy.  As Maryellen Weimer 
perceptively notes, “The problem with faculty members who 
are untrained to teach is that they teach generally unaware of 
how they do it.  This results in their inability to account for 
why they do it that way.  In other words, they lack 
instructional awareness.  This lack of instructional awareness 
accounts for well-educated, intelligent, and respected 
professionals being dubbed with unflattering nicknames by 
students who count the number of times a pet phrase or 
favorite gesture is repeated during a given class period. It also 
explains a lack of variety in instructional strategy and an 
inability to cope in a classroom when things do not go as 
expected” [8].  While it is impossible for the FDW practice 
classes to remedy all new instructor weaknesses, the four 
classes are designed to provide new instructors with a good 
starting point upon which to build the craft of teaching. 
     The practice classes help to ensure that all new instructors 
within the Department of Systems Engineering enter their first 
classroom assignments as capable, competent, and confident 
teachers.  But in spite of their relative importance, the practice 
classes constitute only a small portion of the entire FDW.  To 
adequately satisfy all the goals of the FDW, a number of 
instructional blocks during the five-week period are dedicated 
for department orientations, administrative and organizational 
education, and briefings from organizations throughout the 
West Point community.  Table 1 reveals the comprehensive 
scope of the program. 
 

FEEDBACK FROM FDW PARTICIPANTS 
 
     At the conclusion of each FDW, the new instructors 
provide their assessment of the summer program.  The 
department also has new instructors provide a formal 
assessment of their FDW experience after completing one full 
semester of teaching.  The purpose is to identify the aspects of 
the FDW program that best prepared them for their teaching 
duties.  The feedback they provide also helps to enable the 
Faculty Development Committee to adjust the program for the 
cohort of instructors slated to arrive in the next summer.  Such 
assessments help to ensure that the FDW continually evolves 
and improves.  The eight participants of the 2005 FDW 
offered the following positive feedback: 
• Maintain four practice classes; 
• Keep the well-balanced scope, pace, and workload; 
• Continue to provide FDW information in a well-organized 

reference binder; 
• Preserve good communications and contact while at 

graduate school; 
• Sustain proactive outreach from department sponsors. 
 
     However, a key area that the new instructors found to be 
problematic related to how technology was integrated, taught, 
and implemented during the FDW: 

• Give more time and training for classroom technologies; 
• Afford more hands-on with USMA and DSE automated 

systems; 
• Link automation practices during the practice classes; 
• Provide a better understanding of the USMA network and 

the department’s resources on the shared public folders; 
• Improve coordination for the technology classes to ensure 

systems are operational prior to conducting the 
presentations; 

• Offer better context for the automation training before 
jumping into the technology classes. 

 
     To address this common area of concern, the Faculty 
Development Committee plans to implement the following 
changes to the 2006 FDW: 
• Further encourage program directors to use the final 

practice class as a computer laboratory rehearsal; 
• Have the department’s technology support section 

generate a one-page USMA network diagram that focuses 
on the department’s resources on the shared network 
drives and folders; 

• Preface each technology training class with 
acknowledgment that the class is merely an introductory 
familiarization course—actual hands-on usage will be 
facilitated by colleagues who have at least a year of 
experience on the systems and software; 

• Provide an overview of the unique software capabilities 
resident within the department during the department’s 
computer lab orientation tour. 

 
     While these changes do not guarantee that the next FDW 
will be planned perfectly and proceed flawlessly, the 
improvements demonstrate that the program continually 
evolves based on participant feedback.  Furthermore, just as 
new faculty members are made to realize that the completion 
of the FDW constitutes merely a starting point on their journey 
to pedagogical excellence, the Faculty Development 
Committee understands that the FDW is just a provisional 
learning environment that ought to inspire all faculty members 
in the department to seek more ways of becoming better 
instructors.  As Weimer eloquently states, “To some degree 
the argument of who needs to improve and who does not is 
bogus.  Instructional improvement is for everyone.  Granted, 
different levels of teaching effectiveness exist on campuses.  
Some teachers do need to improve more than others, but 
everyone can benefit, including average and excellent 
teachers.  Teaching is very much like running, writing, 
swimming, painting, and a host of other activities.  With 
practice and attention to detail, performance improves.  Even 
outstanding athletes devote a great deal of time to practice, 
working to refine already highly effective skills.  All faculty 
members can improve; most should” [9].  The FDW attempts 
to give all new instructors the chance to formally assess their 
own teaching techniques and to learn from other instructors 
prior to their entering the academic classroom.  Continual 
improvements to the FDW are designed to enhance these 
critical functions. 
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YEAR-ROUND FACULTY DEVELOPMENT 

 
     A great deal of educational research criticizes faculty 
development programs that are too short-term and episodic in 
nature [10].  Consequently, the Department of Systems 
Engineering has initiated an on-going faculty classroom 
assessment program for the department that extends beyond 
just the FDW.  During the academic year, each instructor is 
asked to provide feedback to a minimum of two different 
instructors in the department.  Instructors are also encouraged 
to visit other classes outside the Systems Engineering 
Department.  Even though the Faculty Development 
Committee administers this program and keeps track of the 
progress of instructor visits, the classroom feedback is 
provided only to instructors presenting the class.  This faculty 
classroom assessment program has three key objectives: 
• Formalize a way to encourage faculty to spend time in 

other instructors’ classrooms to discover and learn more 
about differing teaching styles through shared experiences 
and interests; 

• Create an official feedback and assessment mechanism for 
all instructors in the department to help them become 
better teachers and communicators; 

• Make it known that teaching improvement requires a 
systematic approach that is on-going and never-ending. 

 
     While the FDW remains the critical gateway for ensuring 
all faculty members on the team are adequately equipped to 
begin teaching undergraduate cadets, the FDW represents only 
the starting point on the Systems Engineering approach to 
faculty development.  Long-term systemic assessments and 
constructive feedback help to ensure instructors develop their 
full potential into becoming great teachers.   
 

CONCLUSIONS 
 
Although better known for developing dedicated young men 
and women as members of the “Long Gray Line” who enter 
service as second lieutenants in the U.S. Army, West Point 
also develops another important group—rotating military 
faculty members who return to more senior levels of military 
service as majors and lieutenant colonels.  After three years of 
teaching, these rotating military faculty members depart 
USMA with enhanced communication skills, improved 
interpersonal abilities, and a refined instructional aptitude.  
Despite returning to more traditional military roles, they 
usually enter positions of even greater responsibilities.  
Leveraging what they learned as West Point instructors, these 
rotating faculty members are able to continue to educate, train, 
and inspire in their new leadership roles. 
     The Department of Systems Engineering considers the 
development of its faculty to be just as important as the 
development of its cadets.  In fact, the department regards 
faculty development to be an essential condition for promoting 
student achievement.  Just as new learners must learn to crawl 
before they can walk and walk before they can run, the 

department recognizes that in order to prepare new faculty 
members to be effective teachers, they must build upon both 
content knowledge as well as pedagogical techniques.  Figure 
2 depicts the department’s parallel growth process for both 
faculty and cadets alike.     
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DSE DEVELOPMENTAL MODEL FOR BOTH STUDENTS AND FACULTY 
 
    The Department of Systems Engineering also prides itself 
on being able to “design, develop, and deploy large-scale 
systems, processes, and operations to meet the effective needs 
of users and stakeholders in a cost-effective, high-quality 
way” [11].  Accordingly, the department has adopted what it 
regards as a systems engineering approach to the FDW and the 
way it attempts to continually nurture pedagogical excellence 
within the department.   
     While recognizing that they undoubtedly have the requisite 
background and mastery of the course material for their 
assigned classes, the department realizes that new instructors 
oftentimes do not have the pedagogical skills or experience 
necessary to effectively teach and communicate to 
undergraduate students.  Accordingly, the FDW program aims 
to develop the teaching abilities of the new instructors and to 
introduce them to the scholarship of teaching.  The systems 
engineering approach acknowledges that there is no single best 
way to conduct a class and excite students into learning.  
Additionally, it emphasizes that there are no simple recipes 
and formulas that guarantee pedagogical excellence.  Rather, 
the systems engineering approach stresses that it is through the 
process of actually teaching that instructors learn the most 
about improving their pedagogy.  Furthermore, continual 
feedback and constructive assessments are arguably the most 
powerful mechanisms that help to promote teaching 
excellence.   
     The Department of Systems Engineering’s FDW is 
admittedly not a perfect program.  Moreover, given the unique 
circumstances of this program, it may seem as though the 
FDW has relevance only at USMA.  We remain optimistic, 
however, in our belief that others will find this paper to be an 
encouragement for the development of improved college 
faculty development programs.  Our FDW program leverages 
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much from education research and what others have written 
about faculty development.  We admit that much of what takes 
place in our FDW is not new or original.  However, we truly 
believe what makes our FDW effective is the comprehensive 
nature of the program that aligns with and leverages the 
systems engineering and the West Point Way. 
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Abstract: 
This presentation examines a cohort of graduate students in the Bilingual and 
Multicultural Education (BMED) program at California State University, Sacramento 
(CSUS). Participants were engaged in an eight-week course on Afrocentric Curriculum 
and Instruction. Students were evaluated throughout the duration of the course to assess 
their levels of engagement to the material presented based upon Milton Bennet’s model 
of Intercultural Sensitivity.  Attention has been given to the need for and methods of 
Afrocentric pedagogy; however, there remains a lack of academic knowledge regarding 
graduate students perspectives and engagement levels to this genre of pedagogy.  
Furthermore, graduate students as ‘agents of change’ will be responsible for enacting the 
transition of theory into praxis; without knowing student reaction to the theory the 
practical implications are unclear for the usage of Afrocentric pedagogy into everyday 
praxis.  This mixed methods study examines the participant’s perceptions to Afrocentrism 
through questionnaires, journal postings and in class participation.  Two major areas of 
consideration will be given to 1) graduate student willingness to engage Afrocentric 
curriculum, 2) disparities of engagement based upon sub-group identification (race, 
gender, primary language, and school setting).   
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Abstract Title:  Assessment Strategies: Measuring Program Learning Outcomes for Early 
Childhood Education Majors 

 
A unique aspect of Zayed University is a commitment to nurturing a learning community 
that integrates learning outcomes throughout the general education and the professional 
education components. Prior to student’s placement into a 10-week internship, students 
participate in an intensive assessment project. We present the strategies and results of the 
assessment project.  We outlined lessons learned from the assessment project and the 
impact of the assessment process upon the professional practice of our graduates. 
  
The assessment project was designed to complement the learning outcomes academic 
model that is at the heart of the learning philosophy of the University and the Colleges. 
The students were evaluated on their knowledge of the case-based approach to solving 
problems, competency levels in written and oral English and Arabic and competency in 
technology integration.  Outcomes from the assessment process assist students in 
demonstrating that they were ready to be placed in the field as pre-service professionals. 
 
The t-test results showed no significant difference between the mean scores of different 
faculty raters for all of the assessment rubrics. Reliability coefficients equal or higher 
than .70 were found. Although the inter-rater reliability coefficients are adequately high 
for most of the rubrics, it is possible to obtain even higher levels of inter-rater 
reliabilities if faculty raters are trained further. 
   
The passing score for all of the assessments was 70%. Of the 134 students who 
participated in the case based assessment, remediation in one or more of the six areas of 
assessment was carried out with an average of four students per semester. The student 
would meet with a faculty to discuss the rubrics in relation to the student’s performance 
and where improvements could be made. The student was then given two more weeks to 
work on the case-based assessment during this remediation period. Two faculty members 
carried out the second assessment of the student’s work.  This method of remediation was 
adopted in order to facilitate further student learning.   
 
We found that using this assessment strategy had a positive impact on learning in at least 
three ways. First, the case writing and student assessment processes constituted for the 
faculty, vehicles for dialogue on curricular and instructional improvements. Second, 
more faculty members subsequently reported increased integration of varies assessment 
strategies and the case-based approach of instruction in their courses. Third, some new 
faculty members reported that their involvement in the assessment process had given the 
opportunity to better understand our students’ strengths and limitations. In summary, the 
case-based assessment model enhanced overall learning both for students and faculty 
members.  
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Dyslexia in British Higher Education: The View from Dyslexic Students. 
 
An exploratory focus group study was conducted in order to learn about the 
experiences and concerns of one leading British university’s dyslexic undergraduates. 
This type of study was deemed one of the best ways of obtaining the true views of 
dyslexic students on their own disability and their views on how it is supported at 
university plus how adequate this support is. A second rationale was to engage 
dyslexic students in the research process to form a research partnership. This would 
actively identify possible lines of investigation which dyslexic students wished 
 to be pursued. Analyses of the data were qualitative in the form of themes and 
discourse segments, plus quantitative in the form of descriptive counts of discourse 
and themes. Taken together, these led to some highly illuminating findings. Most 
notably, the type and number of issues faced by dyslexic students seems to depend on 
which degree course (discipline) they are enrolled in. Although there were very 
positive comments about accommodations made, these tended to be subject-specific 
or lecturer-specific. The Learning Support Service was seen as most helpful and 
useful, with subject-tutors and the tutorial system least helpful. However, regarding 
Information and Computing Technology, students felt this was generally adequate and 
that dyslexics themselves should be more proactive in this area. Curiously, dyslexics 
perceiveds greater concerns about attitudes of peers and other students than from the 
higher education institution itself. One conclusion is that institutions should not only 
focus on the provisions they make but also on the student social culture regarding 
dyslexia. The extent to which such findings concur with less participatory research is 
also discussed. 
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  Abstract  

L2 writing debate regarding the value of students’ feedback on their writing has been 

prominent in recent years. This study explores whether the type of (direct written 

feedback and student-teacher conferences; students’ reflection paper) given to college 

sophomore English-major students on their writing organization (e.g., thesis and topic 

sentences generating) and linguistic errors (e.g., subject and verb argument, verb 

tenses) resulted in improved their writing works over a 18 week period. Thirty EFL 

Chinese students were asked to compose two writings, a narrative essay and a 

cause/effect essay. After that, participants had opportunities to discuss their works 

during student –teacher 15-minutes individual conferences. Analyses of their 

completed essays and reflection paper revealed that revealed that these students had 

positive attitude toward student-teacher conferences and facilitated them generate and 

organize their ideas in their drafts. Additionally, students were more like to pay 

attention to their organization instead of their grammar errors after having writing 

conferences with a teacher. Finally, the students’ reflection papers showed that students 

were more aware of self-correction about their linguistic errors in their revised 

subsequent drafts after having conferences with a teacher. Their self-correction 

concerning organization and grammar errors had a significant effect for the teacher’s 

written feedback and conferences. Some pedagogical suggestions are provided for 

effectively using student-teacher conferences and students’ reflection paper in second- 
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and foreign language writing classrooms.     

   

Introduction 

 Research on the second language (L2) writing with regard to its feedback has 

thrived in recent years. There is a notable trend among second language writing 

classrooms is to rely on increasingly L2 writing instructors to help them solve 

problems in terms of rhetorical, unfamiliar cultural, and linguistic writing contexts 

( Harris & Silva, 1993). Providing feedback on L2 writers plays an essential role in 

their written tasks. Since the process approach predominates in L2 writing currently, it 

is vital for second party to provide any feedback. Even though there is a growing body 

of research on written feedback strategies, no research has investigated the effect of 

other feedback strategies, such as teacher-student conferences, peer-editing sessions, 

and the keeping of error logs (Ferris,2002). Many writing instructors regard one-to-one 

teacher-student conferences as being more effective than written corrective feedback 

since they offer an opportunity for instruction, clarification, and negotiation (Ferris, 

2002; Ferris & Hedgcock, 1998). In addition, the goal of feedback is to teach skills that 

help students improve their writing proficiency and are able to produce with clarity and 

less errors. However, there is a limited empirical research concerning the effect of 

teacher-student conferences in second language writing.  

 The other issue that needs further investigated is learners’ teacher-student 
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conferences and their revision tasks. Reflective journal can help L2 writers raise their 

awareness and increase autonomy, as Nunan (1988) depicted that learners should 

develop “a critical self-consciousness of their role as active agents in the language 

learning process.” Through the learning process, learners can cultivate their language 

skills; therefore, learners’ self-consciousness and language skills are two important 

goals of reflective journal when they compose their writing tasks. Many students have 

difficulties writing their reflective journal, it is necessary for instructors to provide 

clearer guidelines for reflective journal (Matsumoto,1996). As mentioned before, a 

teacher-student conference has proven to be beneficial for both teacher and students; 

however, very few studies have conducted how organized reflective journal on the 

conferencing experience helps writers improve their writing process. This study, 

therefore, focused on the use of teacher-students conferences and reflective journal  

Previous Studies 

Research evidence on the effect of student-teacher conferences on student writing 

 An increasing number of studies on L1 and L2 composition have emphasized the 

importance of the role of writing instructors in providing feedback on student writing. 

Leki (1990) points out that when presented written feedback on content, students may 

not read the annotations, may read them but not understand, or may understand them 

but not know how to respond to them. Despite these negative comments, there are 
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some effective methods of teacher feedback. For example, Fathman and Walley (1990) 

noted that when students receive grammar feedback that revealed the places but not 

type of errors, the students revised their grammar errors greatly on their subsequent 

revised paper. They found that students in two feed back groups who received error 

feedback had significantly fewer grammatical errors on a revision than groups who 

received only content feedback or no feeback. Frodesen (2001) also discovered that the 

indirect teacher feedback helps students’ writing more than direct correction feedback. 

Direct feedback is given when the instructor provides the correct form for students, if 

students need to make the correction for their final version; while indirect feedback is 

given when the teacher shows the errors in students’ writing task, but does not provide 

the correction. Many researchers claimed argued that indirect feedback is preferable 

for most students since it leads to students reflect about linguistic forms that may make 

a great impact on their long-term acquisition (Reid, 1998). Additionally, indirect 

feedback can help students “guided learning and problem solving” (Lalande,1982).       

One-to one student-teacher conferencing was considered the effective written 

feedback (Brender, 1998; Fregeau, 1999). Students may not understand what the 

teacher writes about the feedback, therefore, conferencing allows both students and the 

teachers explore the errors arising form students’ writing and feedback and then 

develop strategies for the subsequent revised writing. One study (Bitchener et al., 2005) 
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has investigated the effect of different types of corrective feedback on ESL student 

writing, including direct, explicit written feedback and student-teacher 5 minute 

individual conferences; direct, explicit written feedback only ; no corrective feedback. 

The researchers conducted 53 adult migrant students on three types of errors 

(prepositions, the past simple tense, and the definite article) and indicated that 

the combination of full, explicit written feedback and one-to-one conference feedback 

enable L2 writers to use the past simple tense and the definite article with significantly 

greater accuracy in their new pieces of writing than was the use of prepositions. This 

finding demonstrated that indirect feedback is more effective than direct feedback in 

terms of their improvement of accuracy of their writing. The results of this finding 

echoed earlier studies (Ferris, 2002; Ferris & Hedgcock,1998; Williams,2003) that 

one-on-one teacher-student conferences is more effective than written corrective 

feedback because L2 writers are able to express their ideas more clearly in their writing 

tasks and get clarification from teachers’ comments. Besides, teachers can use 

face-to-face conferencing to help students with their specific writing problems during 

the conferencing sessions. Due to the absence of published empirical research, the 

further study has to examine the effect of student-teacher conferencing on their 

improved writing tasks.  

Research evidence on the effect of reflection paper on student writing
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 Many teachers and practitioners have found that keeping a journal to help them 

reflect on their experience that deepens their understanding of the teaching/learning 

process( Holten & Rrinton, 1995; Richards & Lockhart,1994). In addition, 

Freeman(1992) also pointed out that the keys to successful teaching/learning is to help 

teachers/learners grow their awareness and understanding of the language 

learning/teaching process. Therefore, some researchers and teachers have implemented 

this method to have their students reflect in writing using “ reflective journals” 

(Carroll,1994), and “learning logs” (Gottleib,1995) to increase students’ awareness and 

autonomy. In Bray and Harsch’s (1996) study, ESL Japanese students were asked to 

write reflective journals in their classroom. The format of journals contained specific 

questions for students to answer and questions for reflections and for review. In the end 

of each classroom, students worked on their reflective journals. The researchers have 

discovered that the feedback from students’ reflective journals are beneficial for 

teachers to aware their teaching process, adjust their teaching technique and strategies, 

and another criterion for evaluation student progress. For students, reflective journals 

increase their awareness and autonomy, review and enhance their use of content, and 

creation of a forum for teacher-student communication. However, this study only 

examined that Japanese students learn English in a 

English-as-a-Second-Language(ESL) classes in Japanese university. The future study 
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needs further investigation is student writers’ reflective journals on student-teacher 

conferences help them to improve their writing process in English.  

This study will investigate the use of reflective journals from students’ feedback in 

their English composition process after having conferences with teachers. The current 

research examined the effects of student-teacher conferences and reflective journals on 

students composing process.  

Methodology  

Participants and setting  

 Participants in this study were 28 Applied English majors from I-Shou University 

in Taiwan. They were 23 female and 5 male in age from 20 to 22 years. B Before 

entering university, these students had already had 8 years of contact with English as a 

foreign language with an average of 3 hours of class per week. By the time they 

enrolled college, they had learned about 2,500 words, and they could read intermediate 

English texts and write short composition; however, they did not receive any 

systematic training in English writing.  

Students took English essay writing course consisting three hours per week for a 

semester (18 weeks). The students in the essay writing course were assessed based on 

their weekly reflective journals and assignments, a mid-term, final exam and class 

participation. In this writing course, these students were expected to develop academic 
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writing skills through the process of pre-writing, drafting, revising and editing and 

conferencing and self-reflection on a variety of topics. Moreover, the students were 

also exposed to a series of organizational and grammatical structures related to 

academic discourse through authentic readings and pre-writing or post-writing 

activities. 

Writing tasks 

 There were two writing tasks: a narrative and an expository essay. According to 

Grabe and Kaplan(1996), narration is the least cognitively demanding writing task, 

whereas argument is considered to be the most demanding. Therefore, the researcher 

inferred that these student writers may perform better in writing a narrative essay than 

writing a argumentative essay. Regarding an expository, student writers made up a 

story using a picture from English newspaper. Students had different pictures and 

described the details in the picture. Students were required to write these more than 

400 words within 50 min.  

Data collection 

 The study was conducted in one sophomore in-tact writing class. Since the 

researcher taught this class, the think-aloud method was implemented to collect data 

from student-teacher conferences and their reflective journals. In the first session, 

student writers completed the narrative essay. In the second session (8 weeks later), 
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students were asked to write the descriptive essay. During each writing session, the 

participants met the researcher individually in a quite office once every two weeks. 

Besides, the researcher were instructed to engage their participants in a conversation 

about their writing and to encourage student input during conferences (Goldstein and 

Conrad,1990). As Ferris (1995) and Liki (1990) mentioned, the effectives of different 

types of written teacher feedback on producing subsequent student revisions was also 

reviewed. Therefore, the researcher was instructed not to discuss major errors, but to 

focus on clarifying the content, organization, and grammar in their writing tasks during 

the conferences. During the conferences, the researcher wrote what the participants 

talked about their writing tasks regarding their problems, difficulties and/or successes.  

 After conferencing, students were asked to write their reflection journal based on 

teacher-student conference conversation. The reflection journal included questions 

targeting specific problems, for example, “What do you encounter any problems when 

you write this essay?” or “What do you think the most important part that you should 

consider the most during your writing process?” In their reflection journals, student 

writers had to develop strategies for improvement in their subsequent revised writing 

after teacher gave the feedback during the conferences.  

Data analysis 

 Student-teacher conferencing dialogues and students’ reflective journals were 
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transcribed into think-aloud protocols based their think-aloud records and reflection 

papers. Table 1 shows the details on the transcription convention. 

 Then the data were coded into several categories. The researcher consider that 

student writers may have different concerns as they composed their writing tasks, for 

example, organization, content, ideas, grammar, or mechanism. In order to check 

intercoder reliability, the researcher coded independent two randomly chosen 

think-aloud protocols and reached an agreement of 85%. 

Findings  

Making the outline: effects of student-teacher conferences and reflective journal  

Overwhelmingly, the 28 reflective showed that student-teacher conferences did 

help them improve second outline when they composed the first essay-the narration. 

Since all participants needed to write the two outlines, the first one and second (revised) 

one, most participants found that the first outline gave their a big picture or direction to 

get their ideas. On average, eighteen student writers (64%) considered that they should 

divide their ideas into different parts and 8 student writers (29%) pointed out the 

content of the first outline lacked the sufficient information. Some student writers 

discussed with the researcher that they had difficulties organizing their thoughts and 

didn’t know how to put their thoughts into the paper and they stressed that having 

conferences with the teachers was really helpful them to revise their outline. For 
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example, one student writer wrote in her reflective journal: 

“After discussed with the teacher abut my outline of my favorite movie, I learned 
more how to do an outline and how to divide my ideas into different parts which I 
considered very important. My first draft had some mistakes because I didn’t type one 
of the important part of the movie and did not provide enough information of the the 
main character of the movie but after the short meeting with the teacher I realized that I 
forgot this part and provide not enough information. Then when I was in my dormitory 
looking trough my outline and thinking about what the teacher explained me about it 
and tried to correct my mistakes; focus on those mistakes and do my outline better and 
make those important parts into short sentences” (Tina).   

After having twice conferences with the instructor, fifteen student writers (54%) 

reported that they fixed the organization and content problems; while 8 student writers 

(29%) presented that they add more information or eliminate unimportant ideals. 

Student writers concluded that conferencing really facilitates their second outlining 

drafting. For example, two student writers wrote in the reflection paper: 

“I think that my outline improve my abilities of organization. From first outline to 
second outline, I learn how to organize the plots and how to put the right order to let 
my readers know the content” (Pauline). 

 
“After talking with the teachers, I can improve the essay form my outline, and 

basically my outline is the core of my whole essay. Without outline, the ideas will be 
quite messy and no following goal. Outline is a powerful supporting tool in writing for 
me” (Jazz). 

Here, Pauline and Jazz both agreed that organization played an essential role 

when they wrote an outline. In addition, they consider the student-teacher conference 

helped them guide their direction of writing process and they can follow the main 

points of the outline to write their subsequent drafts.  

Composing drafts: the effects of student-teacher conferences and reflective paper 
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 Table 3 shows that the participants describe their most difficulty when composing 

their writing tasks.  

Table 3 
Most difficulty participants had (N=28) 
Most Difficulty Frequency Percent 
Organization 12 38% 
Vocabulary 7 22% 
Grammar 4 13% 
Generate Thesis/Topic 1 3% 
Content 6 19% 
Coherence 2 6% 

Organization (38%) was the most difficult part when student writer composed their 

writing, followed by vocabulary (22%), content (19%), and grammar (13%). Only two 

(3%) students and one student presented that they have problems with generating the 

thesis and topic sentences and coherence (e.g.,how to write sentence clearly and 

smoothly).  

Composing process: the most important part student writers consider 

 Table 4 indicates that student writers reflected what the most important part when 

composing the essay. 
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Table 4 
The most important part participants consider 
Most Important   Frequency Percent 
Organization 12 40% 
Content 12 40% 
Content/Organization/ 
Spelling/ Grammar 

5 6% 

Spelling 1 3% 

Twenty-four student writers (80%) pointed out the organization and content were the 

important parts that they would take into account (40%),followed by content(6%), 

organization, spelling and grammar are all important (6%), and spelling (3%). It was 

noted that organization and content were the two essential elements as the student 

writers considered. One student writers wrote in her reflective paper: 

 “I think organization is very important part. It is because English composition is 
quite different form Chinese composition. English composition requires describing 
clearly and directly. I think this is also most Taiwanese students’ problem” (Maggie). 

Superisingly, Maggie could identify her organization problem and compare the 

difference between Chinese and English writing. In other words, she clarified that the 

most difficulty was the organization in English composition that required directly and 

clearly. Moreover, quite a few student writer expressed that content was their important 

consideration during the writing process. Two student writers expressed: 

 “I think the most important part my writing process is the content. If my essay 
writing lakes content, readers will think it is a very boring task. Thus, when I was 
writing my essay I care the content of my essay most” (Vivien), and  
 
“I think the most important part is content. Only good content cannot be replaced. We 
can improve our spelling and grammar, but it is difficult to change the content” 
(Joyce). 
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Indeed, student writers were aware of the importance of content rather than mechanism. 

They were willing to spend more time generating their ideas during their composing 

process. Five student writers indicated that organization, content, grammar, and 

spelling were all important. They reflected that each part play an essential part and 

cannot be ignorant each one. One student writer expressed: 

“I will consider that each part is very important. If I neglect any of them, I will feel me 
essay incomplete, and maybe will not be a good essay. I try to have a good organization 
and content, and when I wrote my essay, I was careful about the spelling and the 
grammar. In my opinion, I think each one is necessary essence in one item. If the item 
lacks one of them, the item will become broken. So they are all vital components in 
one essay. When I judge if a essay is good or not, these are the basic parts that I will 
check out” (Jazz). 
 

Still, a few students asserted that organization, content, grammar and spelling were 

indispensable when it mentioned to defining the components of a good essay. These 

student writers were concerned about each component when they compose their essay. 

The interesting results need to be further investigated for the future research.   

Conclusion  

 To contribute to the need for further studies on the value of providing correcting 

feedback (e.g., student-teacher conferences and students’ reflective paper )to ESL/EFL 

writers (Ferris,1999), this study presented a case for making individually conferencing 

and reflection through journal writing an integral part of L2 writing feedback. The 

conferences during the outlining and composing processes actively engaged both the 
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students and the writing instructor, each continuously evaluating himself/herself as a 

learner and a writer. For L2 student writers, conferences and the reflective paper 

provide useful opportunities to become aware of their writing process, especially 

participants were motivated by the conferencing and reflection paper. By reflecting on 

their conferencing experiences, a teacher can observe their students’ progress and 

difficulties and notice how one student develop their outline into an essay. Most 

important, student writers were aware of themselves as writers, and they were 

concerned about their organization, content, grammar, and spelling. As a result, L2 

student writers develop their writing skills not only as learners, but also as writers and 

creators. Teachers can use conferences and reflection paper to understand students’ 

progress and explain their comments to the students. Conferencing and reflective paper 

are really useful vehicles that provide both teachers and students to explore writing in 

English.  
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Abstract:  Many language learners would like to learn English in an 
English-speaking country because they could learn English faster than in a 
non-English speaking country.  Even though they could not go abroad, people who 
live in the cities have a lot of chances to meet foreigners, such as pubs, bars, malls, 
English workshops or cram schools.  However, people who live in the rural areas only 
have a few chances to communicate with foreigners.  The majority of them learn 
English at school.  In order to facilitate these language learners to learn English, the 
purpose of this paper is to investigate the beliefs of learning English in an English 
Summer Camp.  
In this study, a total 180 junior high students are instructed to learn English through 
English activities for two days.  The lessons are based on cultures, games and dramas.  
The report will include questionnaire surveys of students.  The reliability of the data 
collection will be ensured by quantitative methods.  Results of a survey of EFL 
students’ attitude will be discussed. 
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�Abstract� 
The UNESCO, OECD, European Union and many countries have been supporting the 
development of lifelong learners for some years. Investment in lifelong learning is as 
investment in knowledge and human capital. Schools play an essential role in the 
process of cultivating lifelong learners. Actually, to cultivate lifelong learners has been 
become one of the main missions of schools. In the rapid changing knowledge society, 
everyone should transfer from a traditional learner to an active lifelong learner. In this 
process, the cooperation and contribution of schooling is an essential element. This 
research uses methods of literature review and focus groups. The main purposes of this 
study are to explore the meanings, contents and characteristics of a lifelong learner; 
and further to address strategies of cultivating lifelong learners in schools. In the future, 
schools have to actively cultivate lifelong learners and contribute to the development 
of a learning society. 
 
Key words: lifelong learning, lifelong learner, learning society  
 
 
 

 
 
 
 
1. Introduction 
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21st century is the century full of parameters. The only way for individual to 
effectively adapt and change this kind of century is through continuing learning. As for 
cultivation of the lifelong learner, lots of international organizations have recently paid 
their attention on it, such as United Nations Educational, Scientific and Cultural 
Organization�UNESCO�, Organization for Economic Co-Operation and Development 
Organization�OECD�, and European Union�EU�, etc. School is the key institute 
cultivating lifelong learner. In the times of lifelong learning, school should become the 
cradle to cultivate lifelong learners, and further plays the positive role to make a 
contribution for the development of lifelong learning society. In the fast-changing times, 
the request for the personal competitiveness in the whole society has increased day by 
day. Lifelong learner is the advantageous person for facing competition; non lifelong 
learner is the disadvantageous person for facing competition. Above-mentioned, these 
ideas have already been identified widely and have already been one kind of 
phenomena of the contemporary society as well. Learning is within the meaning of 
earning. In another word, learning is to benefit. To cultivate lifelong learner should be 
started from human being’s immature period. During the stage for individual to accept 
education in school, it is more suitable for us to develop the necessarily-possessing 
competency of lifelong learning, and further support individual to become lifelong 
learner no matter in cognition, technical competency, or attitude. However, school does 
not pay sufficient attention on cultivation of lifelong learners, and it is still shot of 
concrete and effective whole plan and action strategy.  
     Because of these reasons, this research objective is to explore the strategies for 
school to cultivate lifelong learners. The research purposes include: 
�1�Analyze the concept meaning and characteristics of lifelong learner. 
�2�Explore strategies and methods of school cultivation of lifelong learner. 
     According to these research purposes above, the concrete research questions are as 
follows: 
�1�What is the precise meaning of lifelong learner? 
�2�Which characteristics does lifelong learner possess? 
�3�Which strategies should school use to promote students to become lifelong  

learners? 
In order to achieve the research purposes above, this research separately uses the 

methods of literature review and focus groups interview. Statements are as follows: 
(1) Literature review 

Literature review is an important method to achieve every item of this research. 
Data of literature review contains literature of Chinese, English, Germany, etc., which 
include the documents and literature of lifelong learning report book UNESCO, OECD, 
and EU publish, and representative relative educational reporting documents and 
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literature of single nation. Furthermore, we also widely collect and analyze relative 
document discurriculum about cultivation lifelong learners for scholars in lifelong 
learning field. 
(2) Focus groups interview 

Focus groups interview is a kind of data collection method. We separately hold a 
focus groups discussion conference in each university of Taiwan, including National 
Chi Nan University, National Chung Cheng University, and National Kaohsiung 
Normal University. We separately invite experts, scholars, educational chief 
representatives, and principals of elementary and high schools to join each conference. 
The participators of the three focus groups discussion conferences amount to 22 people. 
Each focus groups discussion conference time is about two to three hours. According to 
the research purposes and research questions mentioned previously, the participators 
interact and interchange their opinions and viewpoints, and record and analyze what 
they obtain to further examine and contrast research results and achievements during 
the process of literature review. In the way, we can supplement and rich the research 
finding. We analyze the concept meaning and characteristics of lifelong learners first of 
all. Further, we propose six strategies of school’s cultivating lifelong learners from 
these sides, such as school institute transition, teacher role transfer, curriculum 
planning change, teaching combinative innovation, lifelong learning situation molding, 
and establishment of the best practice.  
 
2. Analysis of lifelong learner’s concept and meaning  

The research discourse of lifelong learner was mainly from the middle of 1970s 
later, and there have been more and more ones in recent years. Obviously, many 
countries have paid their attention on this issue’s research development and practical 
promotion (Bennetts, 2001; Gorard & Selwyn, 2005; Gross, 1977). Though 
generalization lifelong learning has been devoted to promote since the 1990s, it is less 
mentioned about the cultivation of lifelong learner. In the future, it is necessary for 
Taiwan to cultivate lifelong learner in knowledge society in order to promote individual 
developing competency and national competitive ability further.   

About the discourse of lifelong learner, it was earlier from the book ”The Lifelong 
Learner” by Ronald Gross in 1977. Gross points that lifelong learning means 
self-directed growing, understand self and the world, obtain new technical competency 
and power, and for self-investment. Besides, lifelong learning also means discovery 
new things and the joyfulness of discovering the world’s beauty, and the pleasure to 
create things individually or with others. It will be full of more vitality to become 
lifelong learner or better lifelong learner, who will regard every day as a process of 
discovering to challenge individual experience and accumulate knowledge. However, 
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many people have the problem of self-directed learning, and they just learn in 
educational institutes. Lifelong learner wants to be liberated from this kind of 
educational myth and freely pursues individual growth in every way. Therefore, Gross 
regards lifelong learner as free learner and regards both as synonym (Gross, 1977, 
pp.16-17). Lifelong learner must be a self-directed learner (Ponton, Derrick & Carr, 
2005). During the development process of lifelong learner, it is obviously for them to 
pay attention on social, learning, and mental these three sides. For individual to become 
independent lifelong learner, we have to use the way of self-directed learning.  
     About the meaning of lifelong learner, it needs clear and rigorous definition. 
Compares to the definition of those scholars mentioned above, A. J. Cropley, the 
pioneer of lifelong learner research, points more complete viewpoints. He makes the 
definition of lifelong learner form five aspects (Knapper & Cropley , 2000,  p.47); they 
are: 
a. be able to realize the relationship between learning and real life; 
b. be able to realize the necessity of lifelong learning; 
c. have strong motivation of lifelong learning; 
d. have self-concept of lifelong learning; 
e. possess the necessary ability of lifelong learning. 

T. Frigo uses the points mentioned above and further points that lifelong learner 
means the individual to participate in formal and informal learning during the whole 
life, and be able to realize learning necessity and the relationship between learning and 
real life, and have self-concept of approving lifelong learning and have high learning 
motivation meanwhile. In addition, lifelong learner has the ability of setting up 
personal goal, applying knowledge, collecting information, and evaluating 
self-learning as well (Frigo, 2004). Successful lifelong learner is also a self-directed 
learner, not only knowing how to learn bus also applying it into action effectively. If 
you want to be a self-directed learner, first of all, you have to bring up the competency 
of "learning how to learn." Thus, we have to focus more on learner’s independence and 
develop responsibility of individual learning (Griffin & Brownhill, 2001, p.63). For the 
discourses above, the definition of lifelong learner not only means the individual of 
"never stop learning till you die" but also involves more aspects. To sum up, lifelong 
learner means the person putting lifelong learning into practice and he is the individual 
being able to keep participating in every kind of learning type during the whole life. 
Except deeply realizing learning is an essential important activity in life, this kind of 
individual also possesses lifelong learning idea attitude, strong motivation, self-concept, 
and competency. Moreover, lifelong learner is also the individual of being able to 
self-directed learning, and further sufficiently apply leaning to the real life situation to 
be glad of joining lifelong learning activity positively. 
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     The concept of knowledge society states that investing in education to enhance 
employment rate and is good to the passion of joining learning. In the knowledge 
society, individual has to be a lifelong learner if he wants to keep self-development. 
Further, he has to combine life with learning. Be a lifelong learner, he has to take the 
responsibility of individual growth and mind freedom. Learning has been everyone’s 
essential activity in daily life as the air people can not separate from. 
 
3. Analysis of characteristics of lifelong learner  

International organizations, single nation, and educational scholars have widely 
paid their attention on the characteristics lifelong learner should possess. UNESCO , 
Queensland School Curriculum Council, and Candy et al ., they propose lifelong 
learner’s characteristics. They present the different aspects and meanings shown on 
table 1. However, we also can find some common points of view in every statement 
from table 1. The four characteristics of lifelong learner proposed by UNESCO is 
regarding positive exploration and creativity as the main characteristic of lifelong 
learning (Medel-Añonuevo, Ohsako, & Mauch, 2001). Because they think the process 
of positive exploration and creativity is an important part of human being’s learning 
process. Besides, the UNESCO focuses on lifelong learner’s self-reflection, 
self-realization, and self-integration, and also emphasizes the competency of individual 
reflection, goal realization; the sufficient expression of thought, feeling, and action 
integration. The points of view mentioned above, they mainly concentrate on the 
individual cognition, sentiment, and behavior expression of lifelong learning. 
Queensland School Curriculum Council (2002) states seven characteristics of lifelong 
learner from wider points of view, and some of the aspects correspond to the points of 
view from UNESCO, such as the person possessing creativity, positive explorer, 
reflective learner. Moreover, the committee particularly emphasizes lifelong learner 
possesses good comprehensive ability, owns broad knowledge, is a thorough thinker, is 
an effective communicator, and a social participator. These aspects are not only aimed 
at individual but also expanded to the interaction with others, and the positive 
participation and responsibility for our society. Candy et al propose five characteristics 
of lifelong learner that involve the spirit of getting to the bottom of something (Division 
for Lifelong Learning, University of Western Cape, 2004). There are another two points 
similar to the points of view form UNESCO and Queensland School Curriculum 
Council, and they are the curiosity about things and positive exploration. Moreover, 
some points are similar to Queensland School Curriculum Council, such as broad point 
of view, information accomplishment, and cognition for individual subjectivity. Even 
though the two organizations use different words in each item, the meaning is the same. 
The difference from the two organizations by Candy et al are they particularly 
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emphasize that lifelong learner should possess complete learning technique.  
     Lifelong learning emphasizes continuous learning through the whole life in order 
to promote self-realization and society progress. Therefore, the substantive goal of 
lifelong learning is producing change and development through learning in stead of 
learning itself. According to it, the substantive meaning to become a lifelong learner is 
not just to promote individual to keep learning in the whole life, but the more 
important meaning is to promote individual’s knowledge, sentiment, and competency 
development through the process of lifelong learning. In this way, we further promote 
individual development and society progress, and it is the real value to become a 
lifelong learner. No matter which characteristic of lifelong learner proposed by 
UNESCO , Queensland School Curriculum Council, or Candy et al., they do not utterly 
focus on the aspect of learning, but further involve the aspects of knowledge, thinking, 
view, competency, and behavior, etc. To make a conclusion, lifelong learner has to 
possess the nine characteristics as follows: self-directed learning, to positively explore 
new things, to own essential knowledge, to have system thinking ability, to possess 
reflection observation ability, complete learning ability, creativity, and to positively 
participate in the society, and to pursue self-realization (table 1).  
 
Table1. Characteristics of Lifelong Learner 

Declarer Contents 
UNESCO 1. positive explorer with creativity 

2. reflective actor 
3. self-realization actor 
4. learning integrator 

Queensland School Curriculum Council 1. person with good comprehensive 
ability and owns broad knowledge 

2. thorough thinker 
3. person possessing creativity 
4. positive explorer 
5. effective communicator 
6. participators mutually interdependent 

in the society 
7. reflective and self-directed learner 

Candy et al. 1. spirit of getting to the bottom of 
something 

2. broad points of view 
3. information accomplishment 
4. cognition for individual subjectivity 

2007 HICE Proceedings 
Page 6595



 7

5. complete learning technique 
Ming-Lieh Wu 1. self-directed learning 

2. positively explore new things 
3. own essential knowledge 
4. system thinking and viewpoint 
5. possess reflection observation ability 
6. complete learning ability 
7. possess creativity 
8. pursue self-realization 
9. positively participate in the society 

 
     As for the whole international development tendency of lifelong learning presently, 
most of the countries pay attention on the cultivation of lifelong learner. However, it is 
still lack of a complete lifelong learner measurement. Thus, according to the meter, we 
can evaluate whether individual is a lifelong learner or not; whether we possess the 
characteristics of lifelong learner or not. If we can effectively integrate the aspects and 
meanings stated by these organizations and scholars to test and revise them moreover, 
and further develop complete lifelong learner measurement to evaluate whether 
individual is a lifelong learner or not; whether completely possesses the characteristics 
of lifelong learner or not, it will be beneficial for the promotion of lifelong learning 
practice. Therefore, we still can do further research about the development of lifelong 
learner measurement. 
 
4. Strategies for school to cultivate lifelong learner 
School gets rid of traditional bad customs and promotes school itself to make suitable 
innovation. In this way, it can only adapt to the coming of lifelong learning times and 
can keep cultivating lifelong learners. School plays a key role in the aspect of 
cultivation of lifelong learning, and it is also one of the main missions of contemporary 
schools. Next, I want to discuss the strategies for school to cultivate lifelong learners 
from school institute transition, teacher role’s transfer, curriculum planning change, 
teaching combinative innovation, developing lifelong learning environment and 
atmosphere, and establishment of the best practices. 
�1�School should be a lifelong learning school 
     For cultivation of lifelong learner, it needs family, school, community, and 
society’s harmonization and coordination. When we are in childhood, we need to own a 
successful lifelong learner beginning and further establish the development basis of 
being a lifelong learner. In the lifelong learning times, school has to promote people to 
be able to develop continuing learning competency, and make children stimulate their 
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potential during the process of keep learning. Because of that, school has to be a 
lifelong learning school to promote everyone to form positive lifelong learning attitude 
(Longworth & Davies, 1996, p.43). School is the field to cultivate lifelong learners. By 
transferring itself to be a lifelong learning school, school will effectively keep 
cultivating lifelong learners. During the process of being a lifelong learning school, 
school has to keep examining whether it achieves the ten items sufficiently or not, and 
keep improving itself. 
�2�Teacher role’s transfer 
     Only lifelong learners can cultivate lifelong learners; only lifelong learning 
teachers can cultivate lifelong learning students. In order to cultivate lifelong learning 
teachers, teachers need to take lifelong learning relative curriculums during the process 
of teacher education. By taking these curriculums, teachers can sufficiently understand 
lifelong learning’s idea, competency, and method. Therefore, it will foster teachers to 
become lifelong learning teachers. In the process of teaching in the future, teachers will 
be familiar with lifelong learning, and make good use of it to counsel students to 
become a lifelong learner’s method. Besides, teacher’s on-the-job education activities 
should be inducted lifelong learning relative curriculums and promote teachers to have 
the opportunities to interchange the experience of cultivating lifelong learners. It will 
further enhance teacher’s competency of cultivating lifelong learners. To face the 
coming of lifelong learning times, school teachers have to transfer on their role playing. 
In addition to being a lifelong learner, teacher is not only a traditional knowledge 
instructor but also a learning counselor, instructor, and facilitator.   
�3�Curriculum planning and change 
     Curriculum of the school has to be innovated in order to enhance lifelong learning 
competency individual possessing. School plays an important role in promoting 
individual lifelong learning competency and wish (Knapper & Cropley , 2000, p.49). In 
another word, it is more possible for the person edified by lifelong learning’s idea to 
become a lifelong learner. Therefore, it should be a part of curriculum of the school to 
cultivate individual lifelong learning characteristic and competency. It is one kind of 
educational development tendency to put lifelong learning idea into the curriculum of 
the school. As for cultivation of individual lifelong learning competency, it has already 
been paid attention on curriculum of the school in Taiwan. Ministry of Education of 
Taiwan announced �Nine-Year-Consistence curriculums general outline of national 
education stage�in 1998, have listed ten basis competencies of people (Ministry of 
Education, 2003): 

a. understand ourselves and develop our potential; 
b. appreciation, performance, and innovation; 
c. career planning and lifelong learning; 
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d. expression, communication, and sharing; 
e. respect, concern, and group cooperation; 
f. culture learning and international understanding;  
g. planning, organization, and practice; 
h. use scientific technique and information; 
i. positive exploration and research; 
j. independent thinking and solving problems 
 

     Among the ten items, "career planning and lifelong learning" particularly 
emphasizes positively using social resources and individual potential to make ourselves 
appropriately develop. By using social resources and individual potential, we also set 
up the life direction, adapt the society and environment changes, and cultivate lifelong 
learning competency. Moreover, in the aspect of basic ideas, it points that 
cross-centennial Nine-Year-Consistence new curriculums should cultivate perfect 
people possessing personal feeling, ability of integrating, democratic accomplishment, 
native and international consciousness, and keeping lifelong learning. Inside these 
ideas, the basic meaning of lifelong learning competency at least includes positive 
exploration, solving problems, information and language using, and so on (Ministry of 
Education, 2003). As for "putting lifelong learning into the curriculum of the school", 
there is a new idea in Taiwan. However, if they can be stated more completely and 
concretely for the meaning of lifelong learning competency and the cultivation method, 
it will be more effective for school curriculum practice. Furthermore, in addition to 
emphasizing cultivation of lifelong learning competency, it can not be ignore for our 
country to form people’s lifelong learning habits. The person possessing lifelong 
learning competency can not form lifelong learning habits necessarily. Instead, the 
person possessing both lifelong learning competency and habit can be a real lifelong 
learner. 
�4�Teaching integration and innovation 
     In the process to cultivate lifelong learner for school, it must regard students as the 
core. Besides, school has to take student’s learning necessity into the prior 
consideration. The teaching objective within the lifelong learning idea, schooling has to 
consider both vertical and horizontal integration (Knapper & Cropley, 2000, p. 49).       

Entire speaking, in the vertical teaching objective integration, it has to promote 
students to obtain self-image of lifelong learning, and promote students positive 
motivation of learning. In this way, students will realize learning as a continuous 
process to obtain experience during the planned learning process. Finally, they can 
evaluate their learning outcome and make sure the following action steps. As for the 
horizontal teaching objective integration, it has to make students realize the 
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relationship between life learning and formal learning. In every kind of learning 
environment, students regard other learners as valuable knowledge resource; integrate 
different fields of material; solve problems, and evaluate the process situation in 
broader social standard. Besides, teaching and learning evaluation not only emphasizes 
the gain of knowledge content, but also expands to the cultivation of individual lifelong 
learning characteristics and competency. 
�5�Developing lifelong learning environment and atmosphere 
      Lifelong learning situation modeling is one of essential measures for school to 
cultivate lifelong learners. It involves two aspects; one is lifelong learning environment, 
and the other is lifelong learning atmosphere. As for lifelong learning environment 
modeling, school has to arrange various learning activity space, including formal, 
informal, and nonformal learning places, in order to make students understand, familiar, 
get used to, and make good use of different learning places and learning types. As for 
lifelong learning atmosphere building, it should make students be in the happy learning 
atmosphere as far as possible by interaction and dialogue learning by teachers and 
students. In this way, it makes students form lifelong habits of be happy to learn.  
�6�Building the best practices for school to cultivate lifelong learners 
     It must involve method and strategy for school to cultivate lifelong learners. In 
order to make the cultivation of lifelong learner to produce concrete effect, it is 
necessary for school to building the best practices for school to cultivate lifelong 
learner by the approach of target learning. To establish the best practices, we should 
take innovation, uniqueness, benefit, influence, and application into consideration. 
During the process of establishing the best practices, we should keep examining and 
reflecting to think whether to revise. Content of the best practices should at least 
contain the beat way of lifelong learning school construction, teacher role’s transfer, 
curriculum planning and change, teaching integration and innovation, and lifelong 
learning situation modeling, and so forth. Besides, in order to achieve the results of 
experience sharing and motivation, it can not be ignore to praise models of lifelong 
learners. 
 
5. Conclusion 

The cultivation of lifelong learner depends on the establishment of lifelong 
learning system to provide people appropriate learning environment and institutes. 
Except for that, the more important is social members produce passion for learning, are 
glad of keeping learning, and are willing to sharing the pleasure and results of learning 
in the daily life. Therefore, people possess lifelong learning characteristics and 
competencies, the whole society is filled with learning atmosphere and culture, and 
further we will develop the new learning culture of contemporary society. Learning is 
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always inseparable from life. Namely, human being’s life story is lifelong learning story. 
The process of civilization development is the process of lifelong learning development 
(Wu, 2004, p.17). The cultivation of lifelong learner should be an important mission of 
educational development. 
     In the fast-changing knowledge society, everyone has to get rid of the traditional 
learner role to transfer to be a positive lifelong learner. Because the traditional learner 
role means learning just happens to a part of life. From traditional learner role to 
lifelong learner role, it is essential for schooling’s coordination and function of playing. 
Look forward to the future, school is necessary to make contributions to school institute 
transition, teacher role transfer, curriculum planning change, teaching combinative 
innovation, lifelong learning environment and atmosphere molding, and establishment 
of the best practices. Thus, it will promote everyone to become a positive lifelong 
learner and helpful for the establishment of a learning society.  
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ABSTRACT 
Chatting online is a means of synchronic communication which has  
been integrated into ESL/EFL courses.  The language learners have  
more chances to communicate with native English speakers as well  
as nonnative English speakers around the world.  Due to the  
changing in the language teaching and learning field, more and  
more researchers noted if language learners have changed their  
language learning strategies for online English learning  
environment.  The purpose of this study was to investigate  
what language learning strategies listed by Oxford (1990)  
were employed by EFL learners for online English environment.   
The result showed that the majority of language learners would use the social 
learning strategies in learning English more than the other strategies. 
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Introduction 
 The use of computers has become an important part of the process of language 
learning (Tschirner, 2001).  The environment of English learning is not limited in the 
classroom in this era anymore, due to the modern technology.  Language learners may 
surf the internet to read any update information and write their diaries on the blog.  
They also communicate online with their friends, classmates, teachers and others in 
their mother tongue, English, and other languages as well.  The teachers start to adopt 
the multimedia in the language classroom.  Inside of the language classroom, a 
teacher-centered classroom is transformed into a student-centered one.  The computer 
as a tool assists learners to learn particular language skills as well as acquire 
knowledge (Cozens, 2001).  While the language learning environment has been 
changed, the purpose of this study is to investigate what language learning strategies 
listed by Oxford (1990) would be employed by EFL learners for online English 
learning environment.   
  
Review of Literature 
 According to Wenden & Rubin (1987) and Oxford (1990), the term ‘strategy’ in 
the field of language learning indicates that a language learner uses a specific action or 
behavior to improve language performance.  The good language learners would apply 
different strategies in learning and using a language, whereas the poor learners would 
use the same strategies in their learning (Rubin, 1975). 
 O’malley and Chamot (1990) state that learning strategies are “the special thought 
sor behaviors that individuals use to help them comprehend, learn, or retain new 
information” (p.1) The language learning strategies were classified into three 
categories: metacognitive strategies, cognitive strategies and socioaffective strategies.   
 Oxford (1992) identified the term of language learning strategy into direct and 
indirect strategies.  The direct strategies, requiring mental processing of the target 
language, include memory strategies, cognitive strategies and compensation strategies.  
The indirect strategies, supporting and managing language learning, consists of 
meta-cognitive strategies, affective strategies and social strategies.   
 
Methods and Procedures 
 This study adopted Oxford’s (1990) Strategy Inventory for Language Learning 
(SILL, version 7.0).  Six categories with 50 statements were contained in the SILL.  
Language learners use a Likert scale of 1-5, from ‘Never or almost never true of me’ to 
‘Always or almost always true of me.   
 Each subject who was in the Freshman English class would response to a 
questionnaire of language learning strategies in their first class.  Participants who 
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were in a Freshman English class were asked to use computers outside of the English 
classroom.  Each group with 5 students should schedule a time each week to meet 
online and chat in English with the instructor.  The first two months subjects 
discussed the topics related to the content of the textbook.  The second two months 
subjects may select the topics they liked to discuss online with the researcher as well as 
their peers.  In Spring, the first week subjects would discuss what they had done 
during winter vacation.  Then, they continued discussing the topics related to the 
textbooks or others.  By the end of the spring semester, each student received a 
questionnaire in the class and reported his own learning strategies for online English 
environment. 
 
 Limitation of the Study 
 This study was limited to a university of science and technology in Central 
Taiwan.  The majority of students who enrolled in this university were graduates of 
vocational high schools.  They learned basic business or technical knowledge in 
vocational high schools.  The university provided advanced courses for students.  
The courses they took depended on their majors.  Around 60 freshman with 
background in vocational high school would be surveyed to assess the language 
learning strategies they employed in an online English environment in the Freshman 
English instruction.  The results of the study would only be applicable to the subjects 
who participated in this study because the subjects were small. 
 It was also limited by the accuracy of responses.  Responses to the questionnaire 
represent self-report data.  Participants may not answer truthfully, or they may 
interpret the question differently.  They also may want to answer the way they thought 
the researcher wanted them to respond. 
 
Data Analysis 

Questionnaires that were incomplete would be eliminated.  The data was 
analyzed in a descriptive way.  The data were keyed into the computer and analyzed by 
using EXCEL. 

 
Finds 
 The results, based on the responses to Student questionnaires from 50 students, 
showed that the majority of students had a knowledge base of computers.  Each 
student owned a computer at home and had access to the Internet.  Most of them 
knew how to perform the following on the computer: word processing, e-mail, and 
surfing the Internet.  The majority of students responded that they would like to ask 
the speakers to slow down or repeat the sentence when they could not understand, 
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whereas only a few students would take notes and write letters and reports in English.  
To sum up, this study found that the majority of students would social learning 
strategies more than other in the online environment.   The meta-cognitive strategy 
was used only by a few learners.  
 While the language learning environment is changed from the traditional 
classroom into an online environment, English learners may change their learning 
strategies.  In order to assist students to learn English better, English teachers should 
teach students how to find out their own language learning strategies and share 
different learning strategies with the them.   
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Cross-Disciplinary Perspectives on Higher Education:  
Finance and Information Systems 

 
 
 
  

Abstract 
  
This study aims to discuss the cost of higher education and how educational 
institutions can cope with the competitive environment in Australia and New Zealand.  
This paper includes two areas: financial perspectives and information system 
perspectives.  The financial perspective focuses on the cost of higher education 
including student loans, tuition fees, and alternative sources of funds. The information 
system’s perspective focuses on using knowledge management, experience, and the 
current Web for tomorrow’s Web to enable Universities to be more efficient in 
competitive environment. 
 

1. Introduction 
 Funding cuts in the higher education sector have led to an increase in tuition 
fees of Universities in Australia and New Zealand1.  This higher cost is affecting 
students striving for the dream of a college education, and obtaining a professional 
career in today’s workforce.  With the higher cost of tertiary education and inadequate 
student support, many students may hesitate to pursue their higher education (Barr, 
2005).  This can lead to insufficient numbers of graduates and future workforces 
responding to the need of industries and consequently this will disadvantage the 
countries’ economic stability.   

In response to the decline of funds, Universities need to increase the number 
of international students.  Barr (2001) argues that a number of increasing international 
students indicate the trend as a major financial strategy of Australian and New 
Zealand Universities in the last decade.  However, an increase in tuition fees may 
affect the demand of international students in the future.  To cope with these 
situations, there needs to be significant improvements in colleges and Universities.  
These improvements can be in the area of sophisticated information systems and 
content oriented systems with more advanced technologies.  These advances will 
enable higher education sectors to be more competitive and efficient.  This lies at the 
heart of a revolution that is currently transforming the traditional institution towards 
innovation one.  

The remainder of this paper is organised as follows.  The second section 
focuses on the cost of higher education in Australia and New Zealand.  The third 
section discusses alternative solutions in information systems perspectives including 
sharing what we know, learning from experience, and current Web for tomorrow’s 
Web.  The fourth section introduces the SWOT analysis (Strengths, Weaknesses, 
Opportunities and Threats) to identify and analyse the strengths and weaknesses of 
higher education, as well as the opportunities and threats revealed by other 
competitors. The final section concludes the paper.   

 

                                                 
1 See also Appendix: Table 1 
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2. Financial Perspective 
 
 This section discusses the cost of higher education for students in terms of 
student loans, tuition fees (including variable and fixed fees), and an alternative 
source of funds from overseas students. 

Loans  
Tuition fees increase every year, thus the higher cost can prevent students to 

pursuing their higher education. With sufficient student loans supported by 
government, students who are deterred to attend Universities due to the higher costs 
would be able to pursue their higher degrees.  In New Zealand, since student loans 
were introduced by the National Government in 1992, the participation in tertiary 
education has increased by almost double. The number of young people entering 
higher education was the highest in any Organization for Economic Co-operation and 
Development (OECD) countries2.  It is argued that the New Zealand higher education 
finance system in the 1990’s was the best in the world (Barr, 2001).   After that, in 
2000, there were some changes to student loans schemes3.  Among those changes, 
with significant impacts on the design was abolition of interest for student loans while 
students were studying, and the freezing of the student loan interest rate (Barr 2001; 
LaRocque, 2005).  It is reported that student loan interest write-offs increased from 
approximately NZ$20 million in 2000 to NZ$192 million in 2001.  The scheme of 
abolition of interest, borrowers will have less incentive to make voluntary repayments 
(LaRocque 2005).    

In Australia, the government introduced the Higher Education Contributions 
Scheme (HECS)4 and combined with tuition fees/income-contingent student loan 
scheme in 1989.  Afterwards, reforms of HECS in 1996 resulted in an increase of fees 
and their structure changed.  That is rather than varied by all university, fees are 
varied by subject. As a result, the student contribution increased approximately from 
25 percent to 37 percent (Barr, 2001).  In 2002, researchers from the Australian 
National University reported that there was an increase in the number of students 
participating in higher education.  This fact indicated that the HECS reform, which 

                                                 
2 Countries who are members of the Organization for Economic Co-operation and Development 
(OECD) include Australia, Canada, Denmark, France, Germany, the Republic of Ireland, Japan, 
Netherlands, New Zealand, Spain, Sweden, United States of America 
3 Some of the key features of New Zealand student loan scheme are as follows: (i) students can borrow 
to cover tuition fees, living costs, course-related costs and student association fees; (ii) full-time/full-
year students and part-time and/or part-year students earning less than NZ$26,799 (2005/06) have all 
their interest written-off while they are studying; (iii) student loan repayments begin once graduates 
taxable income reaches NZ$16,588 (2005/06) and is adjusted annually to reflect changes in the 
Consumer Price Index; (iv) interest written-off for borrowers on incomes below $16,588 (2005/06), 
though loan principal is adjusted for inflation; (v) interest rate is currently set at 7 percent; (vi) 
eligibility is not means-tested and there is no duration limit on receipt; (vii) borrowers repay ten cents 
for every dollar they earn above the threshold; (viii) students who go overseas must set up a repayment 
schedule; (ix) policy responsibility sits with the Ministry of Education, while loan advances and 
repayments are the responsibility of the Ministry of Social Development and the Inland Revenue 
Department respectively (LaRocque, 2005). 
4 HECS was introduced in 1989.  It established the principle of tuition fees, but introducing charges of 
around AUS$2,000 per student per year, irrespective of subject or university.  Students could pay up-
front with a discount, or could attend university free and repay the fees through a loan (The Guardian, 
2001). 
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included fee increases, did not deter students to pursue their higher education 
irrespective of financial background (Barr, 2001; 2005). 
 

Variable and Fixed Fees 
 Fees are one of the resources for Universities to improve quality and 
efficiency of teaching and learning.  In general, it is accepted that Universities need 
more money above existing government funds.  Therefore, students should contribute 
additional funds, and the student’s contribution is paid after they have graduated, 
through the tax system, on the basis of ability to pay (Department for Education and 
Skills, 2003).  The interesting issue is how the fee is decided.  This is a controversial 
issue as there are those who argue for fixed fees, and those that argue for variable 
fees.   

The argument against variable fees is that the variable fee is likely to deter 
those students who are from poor backgrounds to pursue their higher degree.  This 
may lead poorer students making cheaper choices and students who are from wealthy 
families opting for more expensive Universities.  This seems unfair to poor students 
because students’ choices should not be limited with their financial background but 
their ability (Department for Education and Skill, 2003). 

On the other hand, it is argued that a ‘one size fits all’ model (or fixed 
variable) is not fair to students.  In other words, it is not right to assume that every 
student has the same target from their higher education or every University should be 
the same.  Different Universities have different strengths and different strategies, and 
they know how fees should be set.  Allowing Universities to set their fees policy is the 
way to encourage excellence and innovation in University sectors to improve the 
quality of higher education.  Also Universities will make sure that they offer good 
value for money.  With fixed fees, Universities may reconsider their strategies.  
Recently, Universities are taking more postgraduate and overseas students in order to 
for raise their income.  Australia and New Zealand Universities reveal that higher 
variable fees do not affect the participation of students from less wealthy backgrounds 
(Department for Education and Skill, 2003).     
 

Alternative Source of Funds 
The study on Comparative Costs of Higher Education for International 

Students (2004) revealed that the main English-speaking destinations were the most 
expensive places to study.  The most expensive destination for international students 
(per annum) is the UK (US$ 11,152), Australia (US$ 9,519), the USA (US$8,989), 
Canada (US$8,925) and New Zealand (US$8,686).  This significantly contrasts with 
those in Asian countries such as Hong Kong (US$7,081) and Malaysia (US$ 3,785) 
(Education Travel, 2005).   Among English Speaking countries, the cost of higher 
education in Australia and in New Zealand is very competitive to their counterparts 
(such as UK and USA) (Department for Education and Skill 2003).  Universities are 
now very competitive to both local and overseas students.  Marketing for students has 
become significant of almost all universities in Australia and New Zealand.  There are 
a number of changes introduced to meet the overseas students’ needs.  For example, 
Universities in Australia and New Zealand have great flexibility in course design, 
course content, and the method of delivery for overseas students (Alvey et al, 1998; 
Department for Education and Skills, 2003, 2006).    
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 In Australia, the number of overseas students was doubled during the last five 
years since 2000.  It was 112,342 in 2000, 157,208 in 2001 and 170,258 in 2002, and 
was significantly increased to 210,397 in 2003 and 228,555 in 2004 (Department for 
Education and Skills, 2006).  In particular, the higher education sector has 166,721 
overseas student enrolments by July 2006 from 59,336 in 1996 (AEI 2006)5. The 
largest enrolments in 2004 were Monash University (17,077), RMIT University 
(15,132), Curtin University (14,319), and Central Queensland University (10,460) 
(Harman, 2006).   

In New Zealand, the evidence shows that the number of international students 
(full-fee-paying) was 13,373 (2002) 18,532 (2003) and 21,116 (2004) (NZME, 2005).  
These numbers are significantly large compared to those in between 1993 and 2001, 
which was around between 2,131 and 8,2466.  Oettli (2006) states that overseas 
income from education was higher than the New Zealand wine industry.  New 
Zealand had entered into international education services since 1988.  Since then the 
government had switched from an “aid” to a “trade” approach to international 
students.  Moreover, the Education Amendment Act had required that tertiary 
institutions charge international students fees which cover the full cost of the courses.  
Tuition fees of international students has increased from below NZ$ 2000 per year to 
a full cost fee of approximately NZ$6,200 per year in the period 1992 to 1997. (Alvey 
et al.1998, 1999).   Alvey et al (1998) document that with the increase of tuition fees 
of New Zealand universities every year does not deter the enrolment number of 
international students.  The number of full-free paying international students in 
tertiary institutions had risen from 2,131 to 5,766 between 1993 and 1998.  There 
were 62% of all international students who came from Asia, 24% from 
Pacific/Australia, 5% from Europe and from America, and 3% from others countries.  
Fees from international degree students accounted for around $75 million in 1997 
(Alvey, 1998). 

Interestingly, the evidence shows that overseas student enrolments of the 
University of New South Wales decreased by 5 to 10 percent this year.  This does not 
influence the University to lower the price of fees. This is because it offers a high-
quality standard of educational product, so the fees cannot be lower.  Moreover, the 
University will not offer special scholarships during this low international demand 
period (Thompson, 2004). 

 

3. Information Systems Perspectives 
 

This section focuses on sharing what we already know and learning from our 
experience. These advances will enable institutions to be more efficient to support 
every part of their needs. The World Wide Web technology that is currently 
transforming the traditional institution towards an innovative one is also discussed. 
 

Sharing What We Already Know 
Knowledge Management (KM) concerns acquiring, accessing and maintaining 

knowledge within a higher education (Leonard-Barton, 1995). It has emerged as a key 
KM system (KMS) of many education sectors because KMS provides a way of 
                                                 
5 See also Appendix: Table 2 
6 See also Appendix: Table 3 
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viewing internal knowledge as an intangible asset that creates new value and leads to 
a competitive stage. There are many different approaches in which KMS is used in the 
higher education. 

In general, KMS as a repository model, KMS focuses on managing 
information and reusing knowledge in tangible formats. It is also seen to be “making a 
direct connection between an organisation’s intellectual assets” (Barclay and Murray, 
1997).  For an instance, one of the Universities in Australia has applied knowledge 
management practices widely to improve support for students and staff.  As a result, a 
large repository of knowledge management application is available for students, 
Faculties and staff.  Since 2005, the University accommodation service starts to 
remind students of their payment via an email as well as sending new policies and 
procedures that may apply to certain residential places.  With sharing information 
among departments, to prevent further suspension for a student, the student is likely to 
be warned by the University services such as unpaid outstanding library fees, 
accommodation rents or parking fines.  The faculty now has a more timely way to 
publish online information to students such as announcing changes in curriculum. It 
often provides latest information rather than published booklets. For staff, more 
information is leveraged among staff for research interests within the department or 
even interdisciplinary departments. 

A legal approach involves the utilisation of intellectual capital, copyright, 
patents and trademarks. KMS can also be regarded as institutional intelligence that 
produces the latest valuable information for operative and strategic decision-making 
(Hannula and Pirttimaki, 2003). This intelligence enables a decision maker to analyse 
the patterns quickly as well as identify the most significant trends. Thus with the help 
of institutional intelligence, institutions achieve competitive advantages to meet the 
need of a rapidly changing industry demand by utilising intelligence to the relevant 
knowledge gained. During informal interviews between 2005 and 2006 in one of local 
Universities in Australia, one of findings shows that 85% (55 out of 65) of 
postgraduate research students strongly expect Universities to keep in contact with 
previous graduates. 

 Unfortunately, this consideration is not yet implemented in the KMS. One 
states that ongoing academic work such as publications should be encouraged by the 
University so that further institutional intellectual property may be accumulated over 
time. Rationality of this strategy may improve sharing of internal and external 
information to enhance and update intellectual assets within the institution in the long 
term.  In summary, there is a need to have a more systematic approach to share what 
we already know within an organisation. 

 

Learning from Our Experience 
Given present trends, if we assume a new demand and need for people in 

Colleges and Universities as a problem, it is likely that the number of problems is 
increasing day by day. There are opportunely a number of mounted internal and 
external solutions within the higher education sectors, if we assume information or 
expertise to respond to these demands and needs seen as a solution. One study of an 
Information System is related to this category called Case-Based Reasoning (CBR). 
CBR is similar to the way we deal with a new problem by observing new information 
to generalise new solutions from past experiences. By understanding a new problem, 
we can dynamically solve our new problem to reflect our experiences. For example, a 
newly enrolled student may ask for a piece of advice from someone but s/he often 
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does not know where to start. In general, this sort of question can be answered by a 
subject coordinator. Normally, it ironically increases pressures and workloads to 
Faculty members unless there is a way to deal with the same ongoing problems like 
this enquiry over time. 

In a CBR system, a term case is used to present the lesson it teaches, and the 
context in which it can teach its lesson. The CBR system commonly refers to a 
problem-solving paradigm that relies on case representation, instead of only relying 
on general knowledge of a problem domain. Case representation in a CBR system 
includes a detailed problem description and a detailed solution description. Within a 
case representation, most types of data can be stored in a case. For example, stored 
data, photographs, sound, and video can be represented in a case. However, it may be 
difficult to represent a large amount of inter-related data in a case. Following shows 
one sample case of the student enquiry system that responds to an applicant where (or 
whether or not) s/he is eligible to apply to a postgraduate study if s/he has had 
following qualifications. A sample query (Your Query in Figure 1) is “I have the 
qualification of a three-year Bachelor of IT and I have professional certificates that 
include Microsoft Certificate Professional Systems Engineer. Will I be eligible to 
admit to the course Master in Information Systems?”  

 

 
Figure 1 A sample output of matched original case 

 
In fact, CBR is dependent on the structure and collected case in the case 

repository, so it is important to have a mechanism that organises information that can 
be retrieved when it is required. Case representation also should have a standardised 
mechanism that is supportable, suitable and appropriate to support case retrieval. The 
CBR system also provides a revision process that allows us to share the existing 
knowledge. Furthermore, a refinement process allows us to extend a current solution 
(or current solutions) to refine new solutions for reuse for the future. Above the 
sample output shows the matched original case, in other words, there is an existing 
solution (so called original cases) for the entered query. The expected output shows 
that the applicant satisfies the admission criteria and thus is eligible to apply for 
admission to the course. This example demonstrates the use of existing knowledge 
(original case) to solve a new problem (your query). In summary, we state that we 
should utilise more what we learned from our past experiences, then make available 
our lesson to solve new problems. 
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Current Web for Tomorrow’s Web 
Without doubt, more and more information is available on the World Wide 

Web (WWW). We search, browse and use information for learning and teaching in 
the higher institutions. We are willing to share our knowledge, and even publish our 
teaching and learning experience on the WWW.  However, when we try to access 
information, the result of our searching is not always reliable to our expectation 
because there is a difficulty known as “knowledge representation bottleneck”. It refers 
to the hardship of representing knowledge explicitly in a domain of interest. Because 
a domain expert such as a lecturer often finds that it is not possible to expressively 
describe his or her knowledge to the knowledge engineer such as a computer 
programmer about particular knowledge. Sometimes, there is a need to compare or 
merge information of two or more terms to check whether it is refer to the same thing. 
In such cases, knowledge representation has to be more systematic. 

 For knowledge representation, jargon can be used in financial states which 
may be easily replaced to common vocabularies for those who are not familiar with 
financial discipline. For searching information, very often, the user poorly describes a 
keyword or the combination of keywords to retrieve information. This search may 
obtain information that may not link to keywords. A lot of the time, the same 
keywords also can have different meanings depending on the context.  An example is 
the use of keywords such as “cold” or “flu” or “influenza” which has the same 
meaning in a commonly used human-context but it may not have the same meaning in 
different knowledge domain of interests such as in the medical or weather contexts. If 
the WWW-based system is not able to differentiate the meaning or the context in 
which the keywords are used or referenced to, then it may respond to irrelevant 
references and retrieve irrelevant information. In addition, how are terms, phrases or 
statements that have the same meaning differentiated? Is a term “cold” refers to 
meaning of “A condition of low air temperature” or “any of several diseases caused 
by bacteria or viruses and marked especially by respiratory symptoms.” The former 
meaning might be referred to cold, but there is no guarantee that the latter meaning, 
known as “flu or influenza”, refers to the term “cold” without having an explicit 
relationship with the context of medical or medicine. Thus it is worth investigating a 
way to facilitate a vocabulary of terms and relations with which to model the domain 
knowledge of the WWW-based systems. With well-structured content of the WWW-
based systems, the WWW-based system provides a tool to a group of people to 
express, view and share information as well as to perform their communication needs. 

To achieve above the more explicit representation of information, the term 
ontology is lately introduced to the WWW. Ontologies deal with describing and 
distinguishing, and providing descriptive analysis and classification of the concepts or 
facts in the field of the Semantic Web. The Semantic Web is an extension of the 
current WWW that provides well-defined meaning and a structured WWW (Berners-
Lee et al., 2001). In summary, Tomorrow’s WWW provides more opportunities to the 
user to meet the needs and requirements. 
 

Challenges 
There are some setbacks in higher education even though IS (Information 

Systems) brings an overall improvement in many ways. Current culture may not 
encourage sharing their knowledge within Faculties. This often causes unnecessary 
duplicate workloads in practice. For example, the handouts of subject material are 
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printed for students as well as being made available to students online. Thus, these 
implementations may increase the costs of maintaining traditional teaching and 
learning.  There is no clear line between supplementing and replacing traditional 
teaching and learning using IS facilities. However, it is clear that duplicated learning 
and teaching materials which are online often increase additional operating expenses. 
In this case, holding both traditional and modern teaching and learning using IS 
facilities are often not feasible in a financial reason. Thus, a set of actions should be 
taken if the institution is to capture the benefits from reducing the number of 
redundant activities and performing the remaining activities more efficiently. 

Lack of commitment from senior management is another obvious challenge. 
When academic staff are forced to use IS facilities without following sufficient 
support such as training courses, encouragement of IS initiatives may diminish 
gradually. For instance, as a tool for online teaching and learning WebCT has been 
introduced for years, it took a while to be utilised by the academics in classes. WebCT 
is an e-learning system for educational institutions (WebCT, 2006). Even though there 
are number of training courses available to the academics but none of courses are 
available for non-academic users such as students. It is not clear whether there is any 
benefit in not training a large number of students in the name of saving costs 
associated with the training sessions. Conversely, it is true that the majority of users 
of WebCT are students, but the current focus is still based on teaching rather than 
learning. There is a new opportunity, increasing overseas students within the 
University, and a need for differentiated strengths, decreasing overseas students 
domestically. When we look at a strategy as the process conceptualised by a manager, 
new processes need to be measured in accordance with variations in generic 
managerial level strategies. Even though strategies differ in different types of 
institutions, controls should be tailored to the requirements of specific strategies. 
Using a time horizon of, for example, three to five years, a strategic planning process 
needs to be in place for external environmental opportunities and internal strengths.  

Financially, it is hard to measure advantages of IS facilities because these 
benefits are not very visible. According to the cost reduction strategy, it focuses on a 
basis for sustaining competitive advantage. It can be seen as an improvement for the 
performance of key activities and their cost drivers in an organisation. It may involve 
the mix of methods to use to reduce strategically important costs such as decreasing  
staff members. In some cases, the strategically important issue is to increase costs to 
achieve other competitive gains. For example, early introduction of online teaching 
tools such as WebCT may result in wide acceptance of use that opens up new 
opportunities. As a matter of fact, many subjects are delivering teaching materials 
over the WebCT in different campuses. In other words, this delivery method 
standardises teaching in terms of sharing the same resources by a limited number of 
teaching members. In the long term, the way to improve teaching quality and reduce 
the cost of operation through technology is to use technology to supplement high 
quality employees. In other words, IS facilities will work better and be more 
beneficial if it is complemented by people who are well trained, highly motivated and 
committed to continuous improvement. 
 

4. SWOT Analysis 
In this regard, this study introduces the SWOT (Strengths, Weaknesses, 

Opportunities and Threats) analysis which is a useful tool for understanding and 
decision-making in higher educations (Sabbaghi and Vaidyanathan, 2004). The 
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SWOT analysis provides a good framework for reviewing strategy, position and 
direction of a higher education sector proposition. With SWOT analysis, we report 
our findings of higher education in Australian and New Zealand. The focus is based 
on the source of funding in a University, which historically relies on the government 
and students. The opportunity, and therefore the subject for the SWOT analysis, is for 
the University to improve the strength of its own to distribute its services directly to 
certain students, which are not being covered or developed. A number of threats such 
as favouring for well-known competitors and distraction from core business were 
identified that may jeopardize the success of the current program. 

 
Table 1: SWOT Analysis 

Subject of SWOT analysis: the improvement of own strengths to access new students 
not currently being developed. 
Strengths 
 

• Student enrolment control and 
direction. 

• Right degrees, courses and 
reliability. 

• Superior research performance vs 
competitors. 

• Better teaching and learning 
environment. 

• Surplus research and development 
capacity. 

• Some staff having experience with 
foreign educational systems. 

• Have student lists. 
• Curriculum innovation ongoing. 
• Can offer courses from existing 

sites. 
• Courses have required 

accreditation. 
• Processes and IT/IS should cope. 
• Management is committed and 

confident. 

Weaknesses 
 

• Student lists not tested. 
• Some gaps in range for certain 

foreign educational systems. 
• No direct marketing experience. 
• We cannot access students abroad. 
• Need more teaching staff. 
• Limited budget. 
• Insufficient pilot or trial done yet. 
• Don't have a detailed plan yet. 
• Teaching-staff need training. 
• Student service staffs need training. 
• Processes and systems, etc 
• Management insufficient cover. 

Opportunities 
 

• Could develop new curriculum. 
• Local competitors have poor 

courses. 
• Profit margins will be good. 
• Students respond to new courses. 
• Could extend to overseas. 
• New specialist applications. 
• Can surprise competitors. 
• Support core business economies. 
• Could seek better foreign 

(exchange) program deals. 

Threats 
 

• Legislation could impact. 
• Students would favour well-known 

competitors. 
• Existing core business risk. 
• Market demand very seasonal. 
• Retention of key staff critical. 
• Could distract from core business. 
• Possible negative publicity. 
• Vulnerable to reactive attack by 

major competitors. 
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5. Conclusion and Future Research 
 This study discusses on costs and information systems of higher education 
institutions in Australia and New Zealand.  Firstly, this paper has discussed the costs 
of higher eduction which significantly increased during the past ten years.  This 
increase can deter students to pursue their higher degree.  However, the evidence 
shows that a number of students participating in higher education in New Zealand 
have increased to almost double.  Secondly, this paper presents the argument that fees 
should be fixed or varied by focusing on Australia and New Zealand.  Thirdly, this 
study discusses the alternative sources of funds in terms of overseas students have 
become an alternative source of funds to Universities.  However, Universities face on 
lower numbers of international students, which is caused from increasing tuition fees. 
As an alternative strategy in an IS perspective, we raise issues such as sharing what 
we already know in a knowledge management system to improve internal and 
external information flows. A potential opportunity of utilising the Semantic Web 
technology is also discussed in terms of sharing common knowledge within an 
organisation. Some possible challenges are also discussed to monitor possible 
obstacles. Finally, the SWOT analysis is carried out to frame the reviewing strategy, 
position and direction of a higher education proposition. 

Future research will focus on constraining resources that impact on costs and 
performance of the higher education. The constraint resource is the financial leverage 
point for the whole institution. The relative profitability of education and 
improvement priorities are driven by the constraint resource. There is some criticism 
that this financial decision’s driven by the constraint resource which can gain only 
short-term benefits. Thus, improving constraints throughput by improving yields and 
reducing constraint downtime by incurring lower cost for operations is not always 
feasible. Moreover, there is a need to improve the process time of the constraint 
resource. This improvement is often balanced by using technological advantage. 
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Appendix 
 

Table 1 
Real Funding of Universities in New Zealand and the ratio of Equivalent Full-

Time Students (EFTS) from Year 1980-2002 
 

Year Real Ministry of Education 
Funding/ Domestic EFTS between 

1980-2002  
(NZ$) 

1980 11,293 
1981 10,998 
1982 10,622 
1983 10,417 
1984 10,166 
1985 11,186 
1986 11,024 
1987 10,770 
1988 10,747 
1989 10,087 
1990 9,473 
1991 9,741 
1992 9,609 
1993 9,358 
1994 8,947 
1995 8,788 
1996 8,451 
1997 8,094 
1998 7,833 
1999 7,309 
2000 7,061 
2001 7,202 
2002 7,367 

Source: Scott and Scott (2004 p.21)  
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Table 2 
Number of International Students Enrolments included on the Higher Education 

in Australia between 1994 and 2006 
 

Year Overseas Student Enrolments 
1994 43,721 
1995 50,711 
1996 59,336 
1997 69,206 
1998 79,348 
1999 90,395 
2000 107,622 
2001 129,071 
2002 116,934 
2003 136,125 
2004 146,260 
2005 157,684 
2006 166,721 

 
Source: Adjusted from Australian Education International (2006) 
*The overseas student statistics are compiled supplied by the Higher Education Statistics Collection 
(HESC) 
 
 

Table 3 
 Number of International Students and Full-Fee-Paying International Students 

in all Tertiary Institutions in New Zealand between 1993 and 2004 
 

Year All Full-Fee-Paying International 
Students 

1993 2,131 
1994 2,935 
1995 4,101 
1996 4,901 
1997 6,206 
1998 *5,766 
1999 3,757 
2000 5,462 
2001 8,246 
2002 13,373 
2003 18,532 
2004 21,116 

Sources: Adjusted from Alvey (1998 and 1999) & New Zealand Ministry of Education (2005 p.20) 
*the number of international students in 1998 was decreased about 8% mainly because of the Asian 
financial crisis. 

2007 HICE Proceedings 
Page 6619



 14

References 
 
1. Alvey, J., Birks, S. and Burman, G. (1998). Internationalization of Tertiary 

Education: Strategic Issues, Forum on Internal Sale of Tertiary Education 
Services, <http://econ.massey.ac.nz/cppe/papers/edexp.htm>, (Accessed: 20 
Jnuary 2006). 

2. Alvey, J., (1999), Perspectives on the International Sale of Tertiary Education 
Services, No. 5 ,Massey University, Centre for Public Policy Evaluation, 
Palmerston North, September, 1999. 

3. Australian Education International, (2006), International Student Data, 
http://aei.dest.gov.au/AEI/MIP/Statistics/StudentEnrolmentAndVisaStatistics/Def
ault.htm (Accessed: 26 Sep. 2006) 

4. Barclay, R. and Murray, P., (1997), "What is knowledge management", 
Knowledge Management Associates, <http://www.media-
access.com/whatis.html>, (Accessed: 05 Mar., 2003). 

5. Barr, N., (2001), International Student Funding Comparison: Australia and New 
Zealand, the Guardian, October, 2001. 

6. Barr, N., (2005), Financing Higher Education, Financial and Development, 
Volume 42, Number 2, pp.34-37 

7. Berners-Lee, T., Hendler, J. and Lassila, O., (2001), "The Semantic Web", 
Scientific American, <http://www.sciam.com/2001/0501issue/0501berners-
lee.html>, (Accessed: 1 Apr. 2002). 

8. Boehner, J., (2003), “The Skyrocketing Cost of Higher Education”, Committee on 
Education and the Workforce, Fact Sheet, October, 2003. 

9. Education Travel, (2005), “Australia’s High Costs”, Issue1, January, 
http://www.hothousemedia.com/etm/etmbackissues/janetm05/janetm05news.htm 
(Accessed: 17 January, 2006). 

10. Department for Education and Skills, (2003), “Why not a Fixed Fee?” 
http://www.dfes.gov.uk/hegateway/uploads/Why%20not%20a%20Fixed%20Fee.
pdf, (Accessed: 21 Jan., 2006). 

11. Department for Education and Skills, (2006), “Higher Education Funding- 
International Comparisons”,  
http://www.dfes.gov.uk/hegateway/uploads/HEfunding_internationalcomparison.p
df 

12. Gómez-Pérez, A., (1999), Evaluation of Taxonomic Knowledge in Ontologies and 
Knowledge Bases, in Proceedings of the Twelfth Workshop on Knowledge 
Acquisition, Modeling and Management, 16 - 21 Oct., Alberta, Canada. 

13. Gruber, T., (1993), A Translation Approach to Portable Ontology Specifications, 
KSL 92-71, Knowledge Systems Laboratory, Computer Science Department, 
Stanford University, Stanford, California, 23 pages. 

14. Hannula, M. and Pirttimaki, V., (2003), "Business intelligence empirical study on 
the top 50 Finnish companies", Journal of American Academy of Business, 2(2), 
pp.593-600. 

15. Harman, G., (2006), “Australia as a Higher Education Exporter”, International 
Higher Education, no. 42, winter, 2006. 

16. International fees- Undergraduate programmes, (2006) 
http://www.auckland.ac.nz/uoa/for/currentstudents/internationalcommunity/intltui
tion_pg.cfm#postgraduate (Accessed: 17 Feb., 2006). 

17. LaRocque, N., (2003), Top-up tales, the Guardian, September, 2003. 

2007 HICE Proceedings 
Page 6620



 15

18. LaRocque, N., (2005), “Student Loans”, Education Forum, September 
19. Leonard-Barton, D., (1995), Wellsprings of Knowledge: Building and Sustaining 

the Sources of Innovation, Boston, Mass., Harvard Business School Press. 
20. New Zealand Ministry of Education, (2005), International Division & Data 

Management and Analysis, 
http://www.minedu.govt.nz/web/downloadable/dl10947_v1/nz-ie-trends-report--
1999---2004.pdf   (Accessed: 17 February, 2006) 

21. Oettli, P (2006), “The Marketing of Higher Education in New Zealand and 
Australia, International Association of University Presidents, 
http://www.auck.dk/iaup/5chap2.htm.  (Access: 21 Jan., 2006). 

22. Russell, S. and Norvig, P. (2003) Artificial Intelligence: A Modern Approach, 2nd 
edn, Prentice Hall. 

23. Sabbaghi, A. and Vaidyanathan, G., (2004), “SWOT Analysis and Theory of 
Constraint in Information Technology Projects”, Information Systems Education 
Journal, Vol. 2, No. 23, April, 2004. 

24. Scott, W. and Scott, H. (2004), University income and Student Numbers between 
1980 and 2002, 
http://www.nzvcc.ac.nz/files/advocacy/discussion/Scott%20University%20incom
e%202004%20Text.pdf (Accessed: 14 Jun., 2006) 

25. Selected Higher Education Statistic Students, (2004), 
http://www.dest.gov.au/sectors/higher_education/publications_resources/profiles/s
tudents_2004_selected_higher_education_statistics.htm 

26. Thompson, M., (2004), Foreign Students Deterred by Rising Prices, Higher 
Education Reporter, October, 2004. 

27. WebCT, (2006), The WebCT Vision, http://www.webct.com/vision (Accessed: 27 
Jun., 2006). 

 
 

2007 HICE Proceedings 
Page 6621



Title Page 
title of the submission:  

Results of School-Based Training on Causal Factors and Consequences of 
Parent Involvement Growth: The Second-Order Latent Growth Curve 
Model 

 
topic area of the submission:  

Human Resource Development 
 
presentation format:  

Paper Session 
 
name(s) of the author(s) : 

Varaporn Yamtim 
 
department(s) and affiliation(s) : 

Educational Research Methodology Program, Department of 
Educational Research and Psychology, Faculty of Education, 
Chulalongkorn University, Bangkok, Thailand 

 
mailing address(es) : 

92 Moo1 Bangtathen Subdistrict, Songpeenong District, Suphanburi 
Province, 72110. 

 
e-mail address(es) : 

yamtim_v@yahoo.com 
 
phone number(s) : 

Tel: (66) 4-1479849; (66) 35-584214 
 
corresponding author if different than lead author:  

Siripaarn Suwanmonkha 
Suwimon Wongwanich 

 

2007 HICE Proceedings 
Page 6622



Results of School-Based Training on  
Causal Factors and Consequences of Parent Involvement Growth:  

The Second-Order Latent Growth Curve Model 
 

Varaporn Yamtim1

Siripaarn Suwanmonkha2

Suwimon Wongwanich3

 

Abstract 
 The purposes of this research were to 1) assess the teachers’ and parents’ 
training needs, 2) investigate the effects of school-based training on teachers’ skills 
for parent involvement, and 3) examine the effects of the casual factors and the 
consequences of parent involvement growth. Participants consisted of two groups; 
teachers and student’s parents from one primary school. All teachers attended the 
training for 4 weeks. After that, each teacher had to develop their students’ parents to 
involve in education for 12 weeks. Second-order latent growth curve modeling 
methods were used to analyze data which obtained from parents with repeated 
measures; before, the sixth week, and the end of parent training. The results are 
expected to be beneficial to stakeholders. 
 

Introduction 
 Parent involvement in children’s education has been recognized that a rich 
resource for schools success (Hoover-Dempsey & Sandler, 2005; McNeal, 1999). In 
their synthesis of research on parent/family involvement, Henderson and Mapp (2002) 
found that the positive relationship between parent involvement and student 
achievement. The benefits for students, including improved achievement and 
behavior. Therefore, researchers and educators make an effort to increase parent 
involvement for increasing student achievement and improving student behavior 
(Sheldon, 2002).  
 In Thailand, parent involvement has been considered as a tool for preparing 
children to confront rapidly changed of society. The research on roles of stakeholders 
in the provision of opportunity to learn for learners suggested that teachers and 
parents need to develop skills for parent involvement in education (Wongwanich, et 
al., 2006). The teachers need to develop skills for designing activities that motivated 
parents and working with parents. Also, parents need to empower them to learn, to 
teach, and to make a decision so that they can assist their children success (Gordon, 
2004). Hence, I intended to develop either teachers or parents for improving their 
student achievement by school-based training and to examine the results of school-
based training program on parent involvement growth including casual factors and 
consequences with the second-order latent growth curve model.  
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Objectives 
 The purposes of this research were: 

1) to assess the teachers’ and parents’ training needs about parent 
involvement for developing school-based training program, 

2) to investigate the effects of  the developed school-based training program 
on teachers’ skills for parent involvement, and 

3) to examine the effects of the casual factors and the consequences on parent 
involvement growth  

 
Research Framework 
Training Curriculum 
 To develop teachers for working with parents, the teachers were trained on 
knowledge and skills to design parent involvement activities according to Epstein’s 6 
types of parent involvement. In addition, based on research about the roles of teachers 
and parents which play with each other for involving them in children’s education, the 
researchers developed a useful strategy for engaging parents that called 3M principle 
including Moral Supporter (M1), Monitor (M2), and Mentor (M3). This principle 
contributes proper roles that play with each other to attain goals of activities for parent 
involvement. So, teachers as well as parents were trained on 3M principle. 
Furthermore, parents were trained on knowledge and skills for learning, teaching, and 
decision making to help their children success. 
 
Dimensions of Parent Involvement 
 Parent involvement has multi facet. Research on parent involvement used 
different definition according to the depth of studies. However, preference definition 
of parent involvement was Epstein’ 6 types of parent involvement including 1) 
parenting, 2) communicating, 3) volunteering, 4) learning at home, 5) decision 
making, and 6) collaborating with community.  
 
Causal Factors 
 According to the model of parent involvement process and research in this 
area suggested that factors affect to parents’ decision for involving in children’s 
education consisted of 3 variables; parent’s motivational belief, parent’s life context 
and invitation from school, teachers, and students. In this research, I followed the first 
two variables and modified last variable called teacher’s skills that reflected the 
effects of teachers training. 
 
Consequences of Parent Involvement Growth 
 Research on parent involvement shown the positive impacts of parent 
involvement on student achievement. To measure student achievement in previous 
research, researcher used variety methods (e.g. grade, test score, etc.). However, 
changes of student achievement in 12 weeks, during parents training in this research, 
should be measured from learners' behaviors and life skills because both of them were 
critical components lead to children success in rapid change society. 
 
 The research framework in this study displayed in figure 1. 
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Figure 1 Research Conceptual Framework 
 
Figure 1 shows research model in the present study consisted of 3 variable groups: 1) 
causal variables including; Parents’ Motivational Beliefs, Parents’ Life Context, and 
Teachers’ Skill;  2) parent involvement growth including parent involvement (PI) 
from 3 repeated measure. PI was defined by Epstein’s 6 types of parent involvement 
including: Parenting (Par); Communicating (Com); Volunteering (Vol); Learning at 
home (Lea); Decision making (Dec); Collaborating with community (Col); 3) 
achievement growth including achievement (Ach) from 3 repeated measure. Ach was 
defined by Learning behavior (Beh) and Life skills (Lif). The number represented 
measure time. 
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Research Method 
Participants 
 Participants in this research consisted of two groups; the first group was the 
teachers from one primary school, the second group was students’ parents in that 
school. The selected school was in the rural area, which there were over 500 students, 
and administrator and teachers were willing to participate. 
 
Research Procedure 
 This research involved in 3 steps: 1) To assess the training needs of teachers 
and parents about parent involvement in children’s education; 2)  4-weeks training for 
the teachers to work with parents and motivated them to become involved; 3) 12-
weeks training with the parents by the teachers to empower them in order to assist 
children and school. 
 
Research Instruments 
 The instruments for this research were 3 types; the training needs 
questionnaire, the parent involvement questionnaire and the student achievement 
questionnaire. The first one was designed to assess training needs. The parent 
involvement questionnaire was designed to measure level of involvement in education 
for each student’s parent. The last one consisted of two parts, the learning behaviors 
questionnaire and the life skill scale for each student. All the research instruments 
were 5-levels, Likert type, designed by adapting the existing instruments from 
previous research.  
 
Data Collection and Analysis 
 The data collection methods were collected 3 parts: before training to assess 
training needs for developing training program and to measure level of involvement in 
education for each student’s parent as baseline data; during training to assess level of 
parent involvement and training process; the end of training to assess change of parent 
involvement level and the effectiveness of training from trainees’ discussion. Data 
analysis was divided into two parts, firstly the qualitative data was analyzed by 
content analysis, and the second part, quantitative data, was used LISREL program to 
analyze with the second-order latent growth curve model.   
 
Conclusion 
 This research is based on school-based training that benefit for teachers and 
parents in practical. To promote parent involvement in education, one must develop 
teachers and parents to work together. Therefore, these factors influence on parent 
involvement growth which produced by parents and teachers. It is expected that 
parent involvement growth also has positive effects on student achievement. It should 
be note that this research is in the process of training needs assessment. 
 
The Study of Educational Importance 
 Research results will gain body of knowledge for developing parents based on 
school to promote parent involvement in education. Both of casual factors and 
consequences of parent involvement growth in the obtained information will be 
benefit to stakeholders; policymakers, educators, teachers, and parents, for 
collaborating education in order to improve all of students and upgrade quality of 
education. 
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Pedagogical Implications of the Bei Construction in Teaching Chinese to English Speakers 

Motivation and Purpose of Study 

In the practice of teaching English as a foreign language to speakers of Mandarin Chinese, 

the author observed their difficulty in translating voice between the languages. In Teaching 

Chinese to Speakers of English, bei (被) is among the most troublesome words in Chinese. Thus, 

pedagogically it is usually avoided by teachers until students move up to more advanced levels. 

The problems are multifaceted and deeply rooted in the divergences between the two languages. 

English passive voice takes place with transitive verbs; however, transitivity rarely corresponds 

between the two languages. For instance, the word scare in English is transitive. However, 

Chinese sentences like (1) and (2) are both acceptable, equivalent to English: He was scared.  

(1) 他嚇(了)一跳。 

ta   xia    le     yi    tiao  

he scare ASP one jump  

‘He was scared.’ 

(2) 他被嚇(了)一跳。 

ta  bei   xia    le     yi  tiao  

he BEI scare ASP  one jump 

‘He was scared.’ 

Sentence (2) looks similar to (1) except for the insertion of bei before the verb. It seems the 

Chinese word xia (嚇), to scare, can be used either transitively or intransitively. However, (1) 

and (2) are slightly different in Chinese. It seems that there are things that are not translatable.  

To investigate how bei is structured in Chinese, the author provides the reader with a set of 

sentences in (3) through (6). Regardless of agency, sentences (3) and (4) are both unacceptable. 
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Let us compare sentences (4) and (5), and then (3) and (6). When the verb xie (寫), to write, in (4) 

is replaced by si (撕), to tear, it becomes an acceptable sentence as in (5). Sentence (6) resembles 

the structure of (3), but changes the verb from “to write” into “to lose.” Thus, it seems logical to 

further consider adversity as a crucial factor in forming Chinese passives. However, when we 

turn to (7), the tenet is broken. This passive sentence carries a neutral or even positive meaning. 

(3) *信被寫了 

Xin      bei  xie       le 

Letter BEI write  ASP 

‘The letter was written.’ 

(4) *信被哥哥寫了 

Xin      bei   gege       xie     le 

Letter BEI  brother  write  ASP 

‘The letter was written by (my) brother.’ 

(5) 信被哥哥撕了 

Xin      xie     le 

Letter write  ASP 

‘The letter was torn by (my) brother.’ 

(6) 信被弄丟了 

Xin      bei   long   diu    le 

Letter BEI   make  lose   ASP 

‘The letter was lost.’ 

(7) 他被選為參議員 

Ta   bei   xuan   wei    canyiyuan 
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He BEI elected WEI  senator 

‘He was elected senator.’ 

These observations led to the following questions: How does the bei construction function 

in the Chinese passive? Does it share the same mechanism as that of English in converting voice? 

Universal Grammar (UG) tells us that “languages conform to a basic structure and then there are 

points of variation” (Fromkin, Rodman and Hyams, 2003, p. 159). The basic structure is called 

“Principles”; “Parameters” are variations for which UG leaves room (Radford, 2004; O’Grady 

and Archibald, 2005). Then, what are the Principles and the Parameters involved in the switch 

between active and passive voices in Chinese? Can we find a basic guideline grounded in the 

Chinese bei passive? Furthermore, how and to what extent do these parameters influence voice 

interlinguistically between Chinese and English? These interesting phenomena also piqued my 

interest: How could a learner of Chinese as a second language manipulate these situations and 

become able to produce an appropriate bei sentence? 

Findings and Implications 

This current study approaches bei mainly through corpus-based research from three aspects: 

form, meaning and use of a language. The purpose of this study is to suggest pedagogical 

implications in Teaching Chinese as a Second Language, specifically to English speakers. The 

current study confirms the author’s hypotheses as follows: First, by analyzing synchronic 

corpora1, evidence shows that bei with a non-adverse semantic connotation favors an agentless 

over agentive structure; additionally, it also embraces a more complicated postverbal constituent. 

This is a sharp distinction from the original bei passive structure, in which it mostly occurred 

with an agent and a bare verb. Second, verbs in the Viewpoint group, classified by the author, are 

 
1 I would like to express my gratitude to the Language Information Sciences Research Center at The City University 
of Hong Kong for its kindness in providing the synchronic corpora. 
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more possibly used to form non-adverse bei sentences. Pragmatically, sentences of this kind are 

mostly used to represent a tone of praise. Third, several patterns can be found from the most 

frequently occurred verbs in the bei construction. At the discourse level, the written bei 

construction in this study seems to imply a high level of adversity when it is compared with the 

findings of other research.  

Implications for Teaching Chinese to Speakers of English are listed as follows: 

1) The teachers could include a brief description of how bei has evolved to help students better 

distinguish the differences between Chinese and English passive voice. 

2) The teachers could utilize corpus concordances with which the students could practice the 

bei construction. With authentic language sources, the students would become more 

acquainted with the employment of agency and adversity. 

3) A list of the most frequently encountered verbs in bei sentences would offer students a better 

understanding of the Chinese bei passive. 

4) The classification of the postverbal constituent would help Chinese teachers or learners 

better produce appropriate bei sentences. 

5) The syntactic, semantic, and pragmatic aspects of bei and their relations should be applied to 

teaching.  

6) Another suggestion is that the five basic forms of the Chinese passive voice be briefly 

introduced to speakers under the context of Chinese as a second/foreign language. This could 

help students gain a better understanding in transforming voices between the two languages. 
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ABSTRACT 

 

In recent years, education in Taiwan faces some challenges of social 
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surroundings and world trend. In order to decrease the pressure of students 

and develop their ability, administration proceeds with various innovations. 

We hope students could build multiple intelligences with happy learning. 

In the process of education practice, teachers are the most important 

people. Their teaching performances influence learning achievements of 

students. Therefore, if we have healthful mechanism of teaching 

recruitment, we would pick out appropriate teachers and promote 

educational quality. 

Nowadays, the ways of teaching recruitment in Taiwan have some 

categories, such as handled by school itself, cooperated by several schools 

association, and authorized government to handle, etc. The vacancies are 

not enough, so many qualified teachers fall into some difficulties. The 

number of qualified teachers is bigger than the number of vacancies. 

The difficulties of job wanted lead to the shake of Taiwanese education. 

In order to control the chaos, the researchers have some suggestions: 

1.establish the center of management; 

2.increase the objectivity of adjudicators; 

3.promote the function of the committee of teacher selection and 

evaluation (CTSE); 

4.develop the specialized field ability of teachers; 

5.ascertain the mechanism of instructional supervision. 

Teaching is a respectable career. Before the teaching recruitment, we 

should pay more attention on it. According to the school-orientation, we 
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could pick out appropriate people. If everyone devotes himself to teaching 

students, our education would be better. Preventing abuses depends on 

maintaining the objective principles and fair procedures. The goal of 

Taiwanese education is fostering excellent human resources. We hope our 

education has new vision in the future. 

 

 

Keywords: Teaching recruitment, Educational administration 
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Teaching Art of Chinese Literature Courses 
 In Taiwan’s Senior High School 
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National Changhua University of Education     National Changhua Senior High School 
Doctoral Student                           Teacher 

 

 

ABSTRACT 

 

Senior High School Education in Taiwan switched to a new milestone. 

Before the new Curriculum Standard published, the “Curriculum Guideline 

in 2006 School Year” would be the highest guidance principles for senior 

high school education. Getting high scores was the only target to examine 

the learning achievement in Taiwan. It was worthy of observing whether the 

ideal of improving diversification wisdom could replace the spoon-fed 

education. 

Chinese Literature textbooks of Taiwan’s senior high school had 

significant transformation. It wasn’t simple to meet the balance between 

classical Chinese and vernacular prose, national and global, Taiwan and 

China, etc. This study offered the opinion that language application wasn’t 

the ultimate purpose. Knowing why the literature works touched people’s 

heart and thoughts would be more important than how to use words 

correctly.  
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Teaching shouldn’t be regarded as a skill, but an art instead. We believe 

unreservedly the value of teaching falls on enlightening students’ life, and 

broaden students’ field of version. 

 

 

Keywords�Teaching Art, Secondary Education, High School Education 
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      6.    Abstract   
 
This research aims to compare Korean-origin Year 6 (ages 10-12) girls’ 
gendered identity in two different regions. It addresses the interrelatedness 
of two variables: socio-cultural effect, pre-adolescent girls’ gendered 
identity and how this interrelation affects girls’ gendered identity in Korea 
and Australia. The research draws on fieldwork, semi-structured interview 
and observation, in Korea and metropolitan Sydney. The analysis employs 
post-structuralism for explaining variability in patterns of gendered identity 
among Korean-origin girls in Korea and Sydney. The discussion revolves 
around three main issues: (1) girls’ dreams and gratifications manipulated 
by social pressures from the culture of celebrating beauty and urging 
consumption; (2) girls’ challenges towards the ‘Ms Strong’ discourse 
leaving the ‘wise mother and good wife’ discourse; and (3) the implications 
of this study on gendered identity in the area of gender and education. 
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“Is it helpful to you?” —The Feedbacks of Mathematics Teachers in 

the Interdependent Research-Based Context  
Ru-Fen Yao 

National Chia-Yi University 

No.85, Wen-Long village, Ming-Hsiung, Chia-Yi County, Taiwan 
rfyau@mail.ncyu.edu.tw 

Abstract 
This report is a part of the research named “mathematics teachers’ changes in the 
interdependent research-based context”. Taking ‘teacher as researcher’ as a threshold, 
the original research explores the elementary school teachers’ learning and growth of 
mathematics teaching in the interdependent research-based context. The researcher 
exploits the operation of the “Mathematics instructional growth group” to help the 
teachers draft and conduct mathematics instructional researches with mathematical 
teaching problems they faced, and explores their growth in professionalism of 
mathematics teaching by participating the process in which the teachers conducted. 
This article mainly reports the feedbacks of the teachers about the participation in the 
growth group. First, attendant teachers all agree that each activity held by the growth 
group is beneficial to their mathematics teaching. Second, enhancements of the 
mathematics teaching activity design, the control over research progress and quality of 
individual research, for the most part, depend upon the influences of the growth 
group’s participation in the research on mathematics teaching. These results show that 
the interdependent research-based context is of positive effect for the promotion of 
attendant teachers’ mathematics teaching quality and professional development  
Keywords: teacher as researcher, teachers’ changes, mathematics teacher education 
 

Introduction 
The “nine-year integrated new curriculum” was conducted in Taiwan from 2001. A 

number of documents (Anderson, 1995a, 1995b; U.S. Department of Education, 1995) 
have mentioned that the teachers’ professional development plays an important role in 
the success of educational reformation. 

The development of teachers’ professionalism is a continued and lifetime process 
for learning and growing. Discussion, observation and cooperation among teachers are 
of great importance to promote professionalism. The promotion of professionalism 
thus lies in proper situation for cooperation, in which the initial participation, 
assistance, follow-up instruction and support of experts are advantageous to teachers’ 
professionalism. Moreover, these should meet the needs for their current teaching and 
link with their abilities and previous experiences to become professionalism that 
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emphasizes learning, creation, reflection and thinking according to old viewpoints of 
specific skill training. 

Loucks-Horsley (1998) stressed in his theory of effective professionalism 
development that the experiences of professionalism development has to be centered 
on students and their learning, while the sources of the content of professional learning 
encompass teachers’ inner and outer contents along with research and practice. 

In fact, the idea of ‘teacher as researcher’ has been stressed since 1980s in numerous 
documents (Chall, 1986; Hanna, 1986; Stansell & Patterson, 1988), which share 
identical opinions that teachers with experiences in research show positive effect to 
their growths of development of self-professionalism (Stevens, Slanton, & Bunny, 
1992). These growths include: access to more effective teaching practice, broadened 
pedagogies, synchronization with updated information for teachers, access to richer 
teaching resources, positive variation for the ability to solve mathematics problems, 
and more efficient assessment of students’ needs. 

So, specifically speaking, the researcher try to exploits the operation of the 
“Mathematics instructional growth group” to help the teachers draft and conduct 
mathematics instructional researches with mathematical teaching problems they faced, 
this is what the ‘INTERDEPENDENT RESEARCH-BASED CONTEXT’ means. 
Then the researcher explores their growth in professionalism of mathematics teaching 
by participating the process in which the teachers conducted. This article mainly 
reports the feedbacks of the teachers about the participation in the growth group. 
 

Research Groundwork 
As the original research mainly explores into the learning and change of in-service 

elementary school teachers’ professionalism of mathematics teaching in the 
interdependent research–based context, with the operation of a ‘mathematics 
instructional growth group, the idea of ‘teacher as researcher’ and related research will 
first be discussed to explain why this research adopts ‘research-oriented teacher 
education situation.’ Following come relevant documents the ‘interdependence’ of 
teacher preparing strategies as the theoretical groundwork of the management of 
‘mathematics instructional growth group.’ 
The idea of ‘teacher as researcher’ and related research 

The idea of the term ‘teacher as researcher’ is to encourage teachers to conduct 
research to solve problems in their classrooms, or those about education for further 
improvement of teaching and educational quality. As a matter of fact, examples of how 
teachers’ participation in research upgrades their teaching abilities are pervasive: 

Stevens (1992) et al. once investigated teachers joining in the research plan with 
questionnaire and found it helpful for them to know better about effective teaching 
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practice. 
Also, the research of Dicker (1990), Santa (1990), Sardo-Brown (1992), and Sucher 

(1992) revealed that teachers’ participation in research had not only enlarged their own 
pedagogy but also kept them with new information and owned more abundant teaching 
resources. 

The research of Boyer (1990) and Brownlie (1990) et al. found that teachers’ 
participation in research had benefited the teacher who became a tolerant, 
wide-minded learner. 

Neilson’s research (1990), too, mentioned that teachers had been inspired to have 
more criticism and deliberation over their own beliefs and others’ points of view. 

In addition, teachers’ participation in research helps solve teaching problems. As the 
research of Allan and Miller (1990), and Bennette (1993) indicated that the ability to 
solve teaching problems would be benefited by teachers’ participation in action 
research. 

Teaches’ participation in research, on the other hand, does good to their 
understanding about students’ learning, increasing interactions with students plus more 
efficient assessment of their needs, as found in the research of SooHoo (1993), and 
Haberman (1992). 

Different influences, undoubtedly, rely on different teachers joining in the research; 
in other words, what they would acquire from the research will vary. This is related to 
the teachers’ frequency of participation. Henson (1996) classified that into three levels. 
The first is external ‘helper,’ only offered classrooms and students. The second is 
‘junior partner,’ who participates in the research yet not in any decision-making. The 
third is a genuine ‘researcher’ that dominates the research whenever alone or with 
colleagues. Only teachers categorized as the third can improve self-teaching with 
research (Henson, 1996).  

According to previously points, this research brings the idea and practice of 
‘research’ to the spot where in-service teachers perform for live mathematics teaching 
research. Practice and reflection from the research process are expected for these 
teachers to integrate their own knowledge of mathematics teaching and deliberate on 
problems about math teaching and learning, in order to understand more about 
students’ math learning and to strengthen their abilities to reflect and solve 
mathematics teaching.  
The ‘interdependence’ of teacher preparing strategies 

Constant isolation renders the teachers unable to share their successful experiences 
and encountered problems in the classroom. For this predicament, Willerman, 
McNeely and Koffman (1991) thus posed peer Observation and Assistance (POA), 
which insists on mutual observation and assistance among teachers to better students’ 
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achievements. All set-up teaching goals, teaching plans, teaching methods and 
contents by the teachers are for their mutual observation and assistance. The whole 
process includes: self-clarification for the discussed ideas thoughts before teaching, the 
discussion before teaching, observation of the teaching, and the discussion after 
teaching; anecdotes, videotapes, audiotapes, recorded conversation are also exploitable. 
Teachers can get rid of intense anxiety, gaining compliments and suggestions from the 
process. Additionally, feedbacks that come from interpretation and deliberation may 
earn supports from colleagues and help continue their behavioral change of teaching. 

On the other hand, Brisco and Peters (1997) looked into the collaboration in an 
in-service teacher education between some teachers from several schools and 
university researchers to change the teaching situation in the classroom. A monthly 
conference was held periodically. Brisco and Peters pointed out that by brainstorming 
in the whole process, the teachers helped each other learn teaching knowledge, 
encouraged for retrial, and reflected on the teaching effects cooperatively, all of which 
enabled them to proceed.  

Engestrom (1994) believed some researches that focus on teachers’ way of thinking 
regard them as individual thinkers, while neglect the idea that they are collaborative 
thinkers. His consequently posed analytic structure, based upon cultural-historical 
activity for analysis, sees way of thinking object-oriented within group activity, 
continually derivative and variable. This, for current educational environment that 
highly value teacher groups, is appropriate for research.  

Matsumura and Steinberg once used ‘Critical Friends Group’ in 2002 to explore into 
a collaborative professionalism developmental context to improve the quality of 
teachers’ teaching and students’ learning. The researchers visited primary and 
secondary schools where they set up ‘Critical Friends Group’ for teachers to found a 
collaborative professionalism developmental situation. Through discussion and 
dialogues about teaching problems and teaching observation, teachers were inspired to 
reflect on themselves and offered related resources as well as support to improve 
teaching practice. Most attendant teachers, as the research concluded, held positive 
comments towards these groups, believing those feedbacks from group members to be 
helpful for their superior teaching practice and the learning quality in classrooms 
(Matsumura and Steinberg, 2002). 

Pi-Jen Lin (2000) had performed a series of team action research with the growth 
groups, so as to encourage in-service teachers’ mathematics teaching professional 
development. She found that larger understanding about mathematics curriculum and 
their students’ learning, enhancement of teachers’ capability of reflection, and more 
sensitivity to students were all fruits that can be tasted after their participation in 
growth groups. The research shows this performance is of great help for the 
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development of primary teachers’ mathematics teaching professionalism. 
In addition, the researcher explored the research situation of the development of 

teachers’ mathematics teaching professionalism by running ‘mathematics teaching 
growth group.’ Four steps�preparation phase→foundation phase→practice and sharing 
phase→integration phase-- had been adopted as main procedures, and ‘developmental 
mathematics teaching module’ as main activity for the group (Yao, 2006). With 
one-year management and exploration of the ‘mathematics teaching growth group,’ the 
researcher found the practical process of mathematics teaching design and the 
discussion of the group had benefited the depth and broadness of members’ 
mathematical knowledge. That also profited their comprehension for the knowledge of 
mathematical curriculum from plane to solid, completing the structure of that, arising a 
qualitative as well as quantitative change of students’ understanding about 
mathematics learning, and helped members discover more abundant exploitable 
resources for teaching to be accumulated. At last, the researcher’s reflection on 
research process had outlined a feasible operation module for this ‘mathematics 
teaching growth group.’ 

As the arrangement of teachers into a team increases their loyalty, teachers’ teaching 
practice, and students’ learning quality in the classroom, this research considers 
‘mathematics instructional growth group’ a research situation, which is expected to 
seek workable ways for mathematics teacher education and the development of 
primary school teachers’ mathematics teaching professionalism, to promote and study 
the research situation of teachers’ mathematics teaching. 
 

The Design of Research 
The roles of the researcher 

Other than a designer, a research performer, a collector and a data analyzer, there are 
still two main roles the researcher plays. One is the manager of ‘mathematics 
instructional growth group,’ and the other is the consulter and supporter of the 
participants, described below: 
(1) Manager: The researcher predominantly governs the ‘mathematics instructional 

growth group.’ Tasks include invitation for teachers to the growth group, scheming 
the content and methods of the group, and pushing it.    

(2) Consulter and supporter: The researcher may know from interactions with 
attendant teachers the misgivings, needs and problems that come out of 
mathematics teaching research, hence some timely perceptional inquiry and 
emotional support given for their teaching research and mathematics teaching 
professional development. 

The background of attendant teachers and their research topic 
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There are nine primary school teachers joining in ‘mathematics instructional growth 
group,’ respectively working in Yunlin County, Chiayi City, Chiayi County, and Tainan 
County, among whom there are seven normal school graduates. Mostly, the selection 
for their topics relies on current practical needs, individual interests and willingness. 
They chose their own research topics and control their own progress. Table 1 illustrates 
their research topics.  

Table 1. Research topics of ‘Mathematics teaching growth group’ 

Code of the teachers Research Topic Grade School Location

T1 Remedial teaching for ‘spatial location’ Grade 4 Tainan County 

T2 Remedial teaching for ‘circle’ Grade 5-6 Chiayi County 

T3 Remedial teaching for ‘factor’ Grade 5 Chiayi City 

T4 Remedial teaching for ‘prism and pyramid’ Grade 6 Chiayi City 

T5 Remedial teaching for ‘addition and subtraction of time’ Grade 6 Tainan County 

T6 Supplementary teaching for ‘tangram’ Grade 3 Tainan County 

T7 Supplementary teaching for ‘extended pictures‘ Grade 4 Chiayi County 

T8 Supplementary teaching for ‘volume’ Grade 5 Yunlin County 

T9 Investigation into the implementation and problems of mathematics 
teaching of Grade 1-9 Curriculum 

Grade 1-5 Chiayi City 

 
Data collection 

This was a one-year case study started in August 2003; as this article mainly reports 
the feedbacks of the teachers about the participation in the growth group, four main 
accesses to data collection in research process are: 
(1) Meeting observation and recording: From mid-September in 2003 to mid June in 

2004, the growth group held weekly meeting on average, in which the researcher 
observed, tape-recorded, and transcribed those recorded summary and data.  

(2) Journal about the meeting: Members of the growth group wrote down their 
feedbacks about the meeting, then sharing them with the researcher via e-mail. 

(3) “Questionnaire for the mathematics instructional growth group”: Carried out in 
June 2004, this questionnaire provides flashbacks and integration for the whole 
growth group members. The content includes- the influences on mathematics 
teaching after joining the group, the activities of the group that affected mathematics 
teaching, examples that explained if the participation of the group affected their 
students’ mathematics learning, description about the excellent experiences of 
joining the group, and better suggestions for the group. See appendix 1 for more 
details. 

(4) Interview: Informal interviewed were held except the meeting time and discussed 
the progress of members’ mathematics teaching research or related problems.  
 

Attendant teachers’ feedback in the cooperative research-based 
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Through “mathematics instructional growth group”, the researcher investigated the 
change and achievement of primary school teachers’ mathematics teaching 
professionalism in their teaching research process. Through observations, meeting 
journals, and a questionnaire, the researcher tried to understand the feedback of those 
attendant teachers in the interdependent research–based context on the following two 
aspects: ‘the influence of joining in the growth group on mathematics teaching,’ and 
‘the influence of joining in the growth group on conducting mathematics instructional 
research’. 
The influence of joining in the growth group on mathematics teaching 

This research focused on ‘the influence of joining in the growth group on 
mathematics teaching.’ Table 2 and table 3 showed the points for the first question ‘the 
influence of joining in growth group on mathematics teaching,’ the second question 
‘which activities influence mathematics teaching,’ both from the ‘Questionnaire for the 
mathematics instructional growth group.’ Table 2 indicates the degree of influence (of 
joining in the group) on every part of their mathematics teaching, while table 3 
exhibits that the degree of influence of each activity (held by the group) on their 
teaching. See appendix 2 for more details about that. 

Table 2. The degree of influences of joining in the growth group on each mathematics teaching 

Mathematics Teaching Contents Average 

Mathematics teaching design 3.33 

Learning or correction of mathematics teaching strategy 2.78 

Evaluation of students’ learning 2.89 

Enhancement of mathematical knowledge 2.89 

Obtainment and use of teaching resource 3.11 

Theory application in classrooms 2.89 

Feedbacks for students 2.78 

Situation management of classrooms 2.33 

Understanding of mathematical curriculum spirit and goals 3.44 

Connections among mathematics teaching materials 3.33 

Combination between curricular standard and evaluation 2.89 

Enthusiasm for teaching 3.33 

Reflection on teaching 3.67 

The maximum point of first and second question for the ‘Questionnaire for the 
mathematics instructional growth group’ reaches 4 points. From the average of table 2, 
attendant teachers hold positive reaction towards the influences of joining in growth 
group on mathematics teaching, and among which, the encouragement for reflection 
on teaching is the most highly praised. The others items- such as the understanding of 
mathematical curriculum spirit and goal, the design of mathematics teaching activity, 
connections of mathematics teaching materials, enthusiasm for teaching, and the 
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obtainment and use of teaching resources- were all above 3 points, which explained the 
advantages of joining in ‘mathematics instructional growth group’ for their 
mathematics teaching.  

Table 3. The degree of influences of each activity held by the group on math teaching 
Activities Held by the Growth Group Average 

Interpretation for ability index 2.89 
The design and practice of teaching activities 3.11 
Listening to and discussing others’ experiences in teaching activity design 3.56 
Implementation of action research or case study 3.00 
Listening to and discussing others’ research problems 3.44 
Analysis of mathematics case 2.78 
Members’ (cognitive) feedbacks during discussion 3.22 
Notes taken after meetings 2.67 
Exploration into students’ problems 3.11 
Members’ company, encouragement and support  3.33 

The average point of table 3 showed that of all the ten activities, seven get over 3 
points, which represented the highly praised comments from attendant teachers for the 
arranged growth group. Most agreed these activities were favorable to their 
mathematics teaching. Among them, the most highly praised was: listening to and 
discussing the others’ experiences of teaching activity design, followed by listening to 
and discussing the others’ research questions, members’ company, encouragement and 
support, (cognitive) feedbacks from members during discussion, the design and 
practice of teaching activities, exploration into students’ related problems, and the 
execution of action research or case study, all of which graded over 3 points, showing 
the approval from most participants for the impacts of these activities on their 
mathematics teaching. 

Because of the highly praised comments from the attendant teachers for “listening 
to and discussing the others’ experiences of teaching activity design,” “members’ 
company, encouragement and support,” “(cognitive) feedbacks from members during 
discussion,” the ‘interdependent teacher preparing context’ was literally beneficial 
to the enhancement of attendant teachers’ mathematics teaching quality. 
The influence of joining in growth group on mathematics instructional research 

According to discussions of the ‘mathematics instructional growth group’ in 
periodical meeting, feedbacks from those present attendant teachers, and the fourth 
question ‘What does the discussion of the growth group benefit to your research?’ for 
the ‘Questionnaire for the mathematics instructional growth group,’ the researcher 
found out two main influences of joining the growth group on teachers’ mathematics 
instructional research are: new discovery for ‘mathematics teaching activity design;’ 
the control of individual research degree and the enhancement of research quality. 
Moreover, some attendant teachers said the participation in growth group had aroused 
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their desire to keep pace with better performers and enthusiasm for research. Through 
observations, meeting journals, informal interviews, and the analysis of ‘the influence 
of joining growth group on mathematics teaching,’ the researcher has following 
conclusion for the influential factors of joining the growth group on mathematics 
instructional research: 
1) Discussion and conversations from ‘mathematics instructional growth group’ 

Through members’ discussion and conversations, group teachers had more diverse 
and profound understanding about mathematics teaching activity design, inclusive of 
more obtainments of creativity for teaching, attentions for mathematics teaching 
design and reminding of the points for remedial teaching. 
2) Shared resources from the members of ‘mathematics instructional growth group’ 

Attendant teachers of ‘mathematics instructional growth group’ often shared research 
resources with each other. They photocopied, e-mailed and discussed the data, books, 
documents or teaching materials about others’ mathematics teaching research. This 
broadened their views on mathematics teaching and research and improved their 
research ability. 
 

Conclusion 
With “mathematics instructional growth group”, the researcher divided into three 

stages: ‘awareness and construction,’ ‘translation and practice,’ ‘reflection and 
integration’ for guiding attendant teachers to conduct mathematics teaching research, 
and explored their responds in participating the growth group. After the analysis of 
related data, two important findings of research were as follows: 
1. Most attendant teachers agreed on the positive effect of each activity held by 

the group on their math teaching. The most highly praised was: listening to and 
discussing the others’ experiences of teaching activity design, followed by listening 
to and discussing the others’ research questions, members’ company, encouragement 
and support, (cognitive) feedbacks from members during discussion, the design and 
practice of teaching activities, exploration into students’ related problems, and the 
execution of action research or case study. The main influences of joining in the 
growth group on mathematics teaching included the encouragement for reflection on 
teaching, understanding of mathematical curriculum spirit and goal, the design of 
mathematics teaching activity, connections of mathematics teaching materials, 
enthusiasm for teaching, and the obtainment and use of teaching resources. 

2.Two main influences of joining in growth group on mathematics instructional 
research were: new discovery for ‘mathematics teaching activity design;’ the control 
of individual research degree and the enhancement of whole research quality. 
Discussion and conversations from ‘mathematics teaching growth group,’ and shared 
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resources from the members of ‘mathematics teaching growth group’ would be the 
main factors. 

Overall, in spite of some inevitable internal or external problems attendant teachers 
encountered during the research process, most of them would succeed in mathematics 
teaching research if accepted proper cognitive guidance and emotional support. 
Therefore, the researcher believes the interdependent research -based context to be 
considerably helpful to the enhancement of attendant teachers’ teaching quality and 
their teaching professional development. 
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Appendix 1. Questionnaire for the Mathematics Instructional Growth Group 
                                                            Fill-in Date: ____ 
I am        , a teacher of _____ grade in _______ Primary School in _______County/City. 
I have taught for        years. This is my ______ year since I came here. 
I have ____-year experiences in teaching this grade. 
I am/ am not a normal university graduate. 
 
I. The influences of joining in the growth group on each mathematics teaching (1-4 pts.) 

1. Mathematics teaching activity design 
2. Learning or correction of mathematics teaching strategy 
3. Evaluation of students’ learning 
4. Enhancement of mathematical knowledge 
5. Obtainment and use of teaching resource 
6. Theory application in classrooms 
7. Feedbacks for students 
8. Situation management of classrooms 
9. Understanding of mathematical curriculum spirit and goals 
10. Connections among mathematics teaching materials 
11. Combination between curricular standard and evaluation 
12. Enthusiasm for teaching 
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13. Reflection on teaching 
14. Others                         
Overall: 1   2   3   4 

Give examples of the influences of joining in this group on my mathematics teaching. 
 

II. The influences of the activities held by the growth group on each mathematics teaching (1-4 pts.) 
1. Interpretation for ability index 
2.The design and practice of teaching activities 
3.Listening to and discussing others’ experiences in teaching activity design 
4.Implementation of action research or case study 
5.Listening to and discussing others’ research problems 
6.Analysis of mathematics case 
7.Members’ (cognitive) feedbacks during discussion 
8.Notes taken after meetings 
9.Exploration into students’ problems 
10.Members’ company, encouragement and support 
11.Others                                   
Overall: 1   2   3   4 
Give examples of the influences of those measures on my mathematics teaching. 
 

III. Has participation in this growth group affected the mathematics learning of your students? Give 
examples. 

IV. What have you gained from the discussion in the group for your research? 
V. Describe the most wonderful experience in the group. 
VI. What are your suggestions for this group? 
 
 
 
Appendix 2. Score Table of the Questionnaire in Appendix 1 
I. Influences of joining in the growth group on mathematics teaching  

                   Teacher Code 

        Score 

Item 

T

1 

T

2 

T

3 

T

4 

T

5 

T

6 

T

7 

T

8 

T 

9 

Orl. 

 

Avrg. 

 

1. Mathematics teaching activity design 4 3 4 3 3 3 4 3 3 30 3.33 
2. Learning or correction of mathematics 
teaching strategy 

4 3 3 3 3 1 2 4 2 25 2.78 

3. Evaluation of students’ learning 3 3 3 4 2 3 2 3 3 26 2.89 
4. Enhancement of mathematical knowledge 4 3 2 3 3 2 2 4 3 26 2.89 
5. Obtainment and use of teaching resource 4 3 2 3 3 2 3 4 4 28 3.11 
6. Theory applicationin classrooms  3 3 3 3 3 2 2 4 3 26 2.89 
7. Feedbacks for students 4 3 2 3 2 1 4 3 3 25 2.78 
8. Situation management of classrooms 2 3 2 3 2 1 2 3 3 21 2.33 
9. Understanding and control of mathematical 
curriculum spirit and goals 

4 3 3 4 3 3 4 3 4 31 3.44 

10. Connections among mathematics teaching 
materials 

4 3 3 4 2 2 4 2 4 30 3.33 

11. Combination between curricular standard 
and evaluation 

3 3 2 3 3 3 3 3 3 26 2.89 

12. Enthusiasm for teaching 4 3 4 2 4 3 4 3 4 30 3.33 
13. Reflection on teaching 4 3 4 3 4 4 4 4 4 33 3.67 
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II. Influences of the activities held by the growth group on mathematics teaching 

                    Teacher Code 

       Score 

Item 

T

1 

T

2 

T

3 

T

4 

T

5 

T

6 

T

7 

T

8 

T

9 

Orl. 

 

Avrg. 

 

1. Interpretation for ability index 3 3 2 3 1 3 4 3 4 26 2.89 
2. The design and practice of teaching activities 4 3 4 3 4 2 2 3 3 28 3.11 
3. Listening to and discussing others’ 
experiences in teaching activity design 

4 3 4 3 4 2 4 4 4 32 3.56 

4. Implementation of action research or case 
study 

3 3 3 3 3 3 3 3 3 26 3.00 

5. Listening to and discussing others’ research 
problems 

4 3 4 3 3 3 4 3 4 31 3.44 

6. Analysis of mathematics case 4 3 3 3 2 1 2 3 4 25 2.78 
7. Members’ (cognitive) feedbacks during 
discussion 

4 3 2 3 3 2 4 4 4 29 3.22 

8. Notes taken after meetings 4 3 2 3 3 1 3 2 3 24 2.67 
9. Exploration into students’ problems 4 3 3 4 2 1 4 4 3 28 3.11 
10. Members’ company, encouragement and 
support 

4 3 4 2 4 3 4 3 3 30 3.33 

11. Others1       4     

�T7 said that he saw passionate members and wanted to ‘equal’ them. 
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Abstract 
   Knowledge sharing is one of the important steps for knowledge management in 
organizations, including school. In school, teacher’s peer professional interaction and 
knowledge activity have been more and more for curriculum design, integration and 
some programs. At the same time, knowledge-related issues in school have got more 
and more attention from educational workers, action researchers and teachers. 
   The main purposes of this study were to understand the status quo of teachers’ 
knowledge sharing willingness and behaviors in junior high school , as well as 
examine the relationships among the teachers’ Renqing traits, interpersonal affection 
and knowledge sharing. 

From literature review, knowledge sharing was divided into four 
aspects---information sharing, action modeling, situated knowledge sharing, and 
knowledge co-constructing. Renqing traits were also divided into three aspects as 
Zhongshu, Renqing constrain, and Guanxi. People with zhongshu trait means they’re 
kind and empathic, those with renqing constrain trait are difficult saying “no” to others 
and apt to be constrained by renqing, while people with guanxi trait have the belief that 
interacting with others is to utilize their relationship as an instrument to acquire certain 
kind of resource. 

Meanwhile, the interpersonal affection variable was composed of expressive ties 
and instrumental ties. The former means both parties are intimate, as well as care about 
each other; the latter represents the two-person relationship is just on the job.  
     This study adopts the survey method by questionnaire. Having examined the 
reliability and validity of the questionnaire and revised it, the modified one was then 
given to the subjects who the study is targeting at. The subjects of this study were the 
teachers in public junior high schools of Taiwan. Returned valid questionnaires were 
amount to 583 .The collected data were analyzed through product-moment correlation, 
multiple regression, one-way and two-way ANOVA, canonical correlation and 
structural equation modeling. 
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    The conclusions of this study are as follows� 
(1) teachers’ willingness and behavior frequency to participate in action modeling are 

the least, in comparison with other aspects of knowledge sharing. 
(2) The teachers having more zhongshu, renqing constrain traits have higher 

willingness of knowledge sharing, and more behaviors than those of less zhongshu, 
renqing constrain trait, especially, the zhongshu trait. 

(3) Teachers have higher willingness of knowledge sharing with those are expressive 
ties, and more behaviors than those are instrumental ties with them. 

(4) Their knowledge sharing willingness and behaviors have impact on and interplay 
with the other. Besides, teachers having high willingness really share knowledge 
with colleague, when the seminar was actually held in school. 

(5) Teachers with. more zhongshu trait have more knowledge sharing behaviors, via 
high willingness of them.That is,the willingness is the important mediate variable. 
Nevertheless,teachers have more sharing behaviors to those that are expressive ties 
with , via high willingness of them. That is,the willingness is also the important 
mediate variable.  

Finally, some suggestions are proposed based the aforementioned conclusions for 
further studies and for the practice of education.     
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The process model construction and applied analysis for  educational 
policy legitimation in Taiwan, R.O.C.  

                        
Kuo-Liang Yen  
 

Abstract 
The purpose of this study is to construct the model of the analysis process in the 

educational policy legitimation, it applying the model which researcher establish, 
taking the Teacher Preparation Law for example, adopting document analysis to 
discuss the process of legitimation in Teacher Preparation Law. Then the study also 
discusses the influential factors of environment and participants in the process of 
legitimation. This study adopts literature review, questionnaire survey and interview to 
discuss the process of educational policy legitimation and related problem. Hoping 
through this conclusions and suggestions, this study could offer governmental 
education authorities and officer some idea in the process of the educational policy 
legitimation. 

The research method bases on quantitative and qualitative data analysis. it hopes 
achieving the initial step of verification and applied analysis in what the model of 
theory construct. From this study, the process model of educational policy 
legitimation is known as like picture 1. 
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Picture 1�The process model of educational policy legitimation. 
 
Key word: education policy, educational policy legitimation, Teacher Preparation Law.  
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Summary 
A. purposes  

The study has five objectives: 

1. Comparing the process of educational policy legitimation in Taiwan with the 
world main countries.  

2. Discussing the influenced factors and related problems of the process of 
educational policy legitimation. 

 3. Constructing the model of process in the educational policy legitimation. 
 4. Applying this model to discuss the environment and participants influential 

situation in process of legitimation in Teacher Preparation Law.  
5. Inducting the model of construction and the discovery of applied analysis, this 

study also offering some concrete suggestions to help governmental education 
authorities and officer more idea in educational policy legitimation. 

B. Methods 
The research method bases on quantitative and qualitative data analysis. 

Through the method which emphasizes quantitative and qualitative equally to 
prove the collected data, it hopes achieving the initial step of verification and 
applied analysis in what the model of theory construct. 

 
1. This study adopts literature review to construct the model of analysis in 

educational policy legitimation , then it using document analysis to analyze 
teacher preparation law as case study.  

2. As  quantitative method method part, this study adopts the self-designed 
questionnaire “The process of educational policy legitimation and 
influencing factors investigation questionnaire”. Respondents in this study 
include 270 educational administrators. such as “percentage”, “Chi-square 
test”, and “one way ANOVA methods” were utilized. 

3. As qualitative method part, adopt an interview to understand more deeply 
about the opinion of practical problems. This study adopts 
the“semi-structured questionnaire to in-depth interview 10 interviewers
�including educational administrators , lawmakers, scholars, educational 
innovators�. 

 
 
C. conclusions 

Through above researching, following conclusion is made: 
1. American, English, French, Japan, and Taiwan have different history, political 
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system, and ways to check and balance power. They are also different in the 
process of educational policy legitimation. 

2. The process of educational policy legitimation would be influenced by politics, 
economics, society, culture, and education. So when making related laws, it should 
think about the factors of environment change that it could make the law 
adequately. 

3. The influenced factors in the legislative process of  educational policy are the 
administrative agency, the interest group, the party, the public medium, the 
academic group and the stakeholder. 

4. Through analyzing the model of educational policy legitimation, it could help us to 
know more about how to control the process of educational policy legitimation. 
This study adopts this model and gets some initial verification. 

5. In the legislative process of educational policy, the administrative agency usually 
uses gathering the public opinions by discussion meeting, and seldom uses 
Internet. 

6. In the legislative process of educational policy, the administrators have rather 
sufficient manners of profession, and the law knowledge must be enhanced. 

7. The most influenced factors for participants in the legislative process of 
educational policy are the education administrative agency, interest group, the 
party, the public medium, the academic group and stakeholder. 

8. The reason why education administrative agency playing most important role in 
the process of making educational laws is that administrative agency is more 
familiar with this work. 

9. The present problems in the legislative process of educational policy include 
political thinking more than educational profession thinking, the interest groups 
influenced too deeply, the law of  skills of educational administrators is not 
adequate, the related information is not adequate to open, the participating persons 
and represents is not adequate. 

10. The reasons why education administrative agency revising the educational laws are 
harmony with other laws, the need of social change, administrator’s idea, the trend 
of education, and interrogation of parliament. 

11. When education administrative agency offers education laws, it requires the 
support from participating the public hearing, striving for social source, offering 
legislators related information. 

12. The influenced processes of educational policy legitimation strategies which the 
legislation agency adopts are interrogating the administration, offering different 
education law version, and the public hearing. But they don’t want to communicate 
with administrator directly. 
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13. The interest group usually uses the petition, the public hearing and the public 
medium to influence the legislative process of educational policy. 

14. The academic group usually uses strategies which could influenced the educational 
policy legitimation as like accepting making informal law by administrative agency, 
participating to academic symposium and the public hearing to influence the 
legislative process of educational policy. 

15. The quality and efficiency of the legislative process of educational policy: the 
administrative agency is rather satisfaction, and the legislative agency is not 
satisfaction. 

16. The present problems in the legislative process of  educational policy include 
political thinking more educational profession thinking, the interest groups 
influenced too much, The law of  skills of educational administrators is not 
adequate, the related information is not adequate to open, the participating persons 
and represents is not adequate. 

17. To improve the quality and efficiency of the legislative process of  educational 
policy, including detailed planning in legislative preparation, the legislative 
process should be open, the participating persons and represents should be added, 
The law of manners and skills of educational administrators should be elevated, to 
revise the law because of social environment. 

D. suggestions 
a. Suggestions for administration: 
1. It should be an integral and comprehensive plan for legislating education laws. 
2. it should control the environment factors as like politics, society, economics, culture, 

education for educational policy legitimation. 
3. It should understand and control the influenced factors in process and participants of 

educational policy legitimation. 

4. The law of manners and skills of educational administrators should be elevated. 
5. Publishing the information of educational policy legitimation in Internet. 
6. Taking advantage of marketing ideas of mass media to communicate with participants who 

charging with related laws. 
7. It should be diversification for the source of participants in educational policy legitimation. 

 

b. Suggestions for legislation agency: 
1. Establishing the system of the public participating in educational policy legitimation. 
2. Legislator should establish the professional image in deliberation of education laws. 

3. Enhancing the consultant function of legislation agency, and establishing the system of 
legislative consultant. 

4. Enhancing the quality and efficacy of legislative agency in legislation.  
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c. Suggestions for the others participant in policy legitimation: 
1. To elevate the influence of the academic group in educational policy legitimation.. 

2. The mass media should do their best to report the related legislative information. 
3. The participants of educational policy legitimation should be base on education essence. 
 

d. Suggestions for the future: 
1. Proceed long-term research in case study. 
2. Diversification in research method and adjust research variable. 
3. Establishing the evaluational standard for the quality of educational policy legitimation. 
4. Expanding diversity aspect of research in educational policy legitimation. 

5. Taking more attention to research of educational policy legitimation in local education 
administration agency and local school. 

6. Encouraging the related research in educational policy legitimation. 
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Proposal Abstract 

Adolescence has been identified as a particularly challenging period of the lifespan in 

which individuals experience major physical, cognitive, and social-environment changes. It 

also consists of an excess of stressful events including family and relationship conflicts as well 

as academic and social pressures. Previous research has revealed that some coping styles (e.g. 

planning) are more effective to reduce stress than others; whereas, some (e.g. self-blame) are 

associated with emotional and behavioral problems. In addition, brief interventions are shown 

to be effective in teaching adolescents coping skills to deal with stressful situations (Pincus & 

Friedman, 2004). However, to date, there has been little study of the effects of school-based 

coping skills training on Taiwanese adolescents. The purpose of this study is to understand the 

coping strategies that Taiwanese adolescents use to deal with stress and to examine the effects 

of the Coping Skills Training on Taiwanese adolescents.  

The sample of the study will include 70 seventh-grade students selected from one public 

junior high school in Taipei County in Taiwan evenly distributed in two classes. One of the 

two classes will be the experimental group which will receive 12 weeks 45-minutes sessions 

of group Coping Training Program. The other class will be the control group which will 

receive no coping training treatment during that period. Coping strategies will be assessed 

using a modified version of the general form of the COPE scale (Carver, Scheier, & Weintraub, 
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1989). Emotional and behavioral problems will be assessed using the Hopkins Symptom 

Checklist-25 (HSCL-25). The study will employ a pretreatment assessment, intervention, and 

posttreatment assessment design. The 2×2 mixed design analysis of variance (ANOVA) will 

be utilized to determine if there are statistically significant differences in coping styles and 

emotional and behavioral problems between the experimental and control groups from pretest 

to posttest. 

Previous studies suggest that children can be taught “cognitive-affective” skills as well as 

“problem-solving” skills using brief school-based coping skills interventions (Pincus et al., 

2004). The Coping Skills Training in this study thus will employ both problem-solving and 

emotion-focused skills for adolescents. The 12 sessions of the Coping Skills Training will 

include “identify stressors”, “practice in monitoring one’s own reactions to stress”, “identify 

feelings in response to stress”, “teach specific methods for changing negative feelings by 

altering thoughts”, “apply new emotion-focused skills to various, daily stressful situations”, 

“practice relaxation techniques”, “identify solvable and unsolvable problems”, “deal with 

unsolvable problems”, “introduce and practice steps for problem- solving” and “apply these 

problem solving skills to generate solutions to various, daily stressful situations.” A broad 

variety of class activities such as instructions, group discussion, role-playing, homework, 

games, and worksheets will be implemented in the Coping Skills Training. 

The expected outcomes of the study will answer the questions: a) the coping strategies 

that Taiwanese adolescents use to deal with stress; and b) the effects of the Coping Skills 

Training on Taiwanese adolescents. The results of the effects will show that: a) there is no 

significant difference in the pretest in the COPE scale and the HSCL-25 between the 

experimental and control groups; b) there is no significant difference in the COPE scale and 

the HSCL-25 between the pretest and posttest in the control group; c) there are significant 

differences in the COPE scale and the HSCL-25 between the pretest and posttest in the 
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experimental group; and d) there are significant differences in the posttest in the COPE scale 

and the HSCL-25 between the experimental and control groups. In conclusion, the study will 

suggest that the Coping Training Program does improve the coping skills that Taiwanese 

adolescents use to cope with stress, which consequently results in reducing their emotional 

and behavioral problems. 
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Brief Abstract: 
Adolescents have one the fastest growing rates of human immunodeficiency virus (HIV) 

and acquired immune deficiency syndrome (AIDS) in the United States and this risk is 

especially notable for youth of minority races and ethnicities.  The objective for this 

session is to present instructional approaches and strategies that will effectively change 

behavior in order to reduce the risk of HIV infection among youth.   

 
 
Full Abstract: 
 

Adolescents and young adults have one the fastest growing rates of human 

immunodeficiency virus (HIV) and acquired immune deficiency syndrome (AIDS) in the United 

States and this risk is especially notable for youth of minority races and ethnicities.  An 

estimated 38,490 young people in the US received a diagnosis of AIDS and an estimated 10,041 

young people with AIDS have died.  African Americans were the largest group of young people 

to be affected by HIV and they accounted for 56% of all HIV infections.  On the other hand, 

Asian Pacific Islander Americans (APIA) account for less than one percent (1%) of the total 

number of HIV/AIDS cases in the US (CDC, 2004).  However, in recent years, the number of 

AIDS diagnosis in this group has increased.   

Today’s youth need teaching and reassurance to reduce their fears and anxieties related to 

HIV/AIDS.  The need factual information that can be used for both prevention and to educate 

others, motivate, and mobilize against HIV/AIDS (Gaskins, Beard, & Wang, 2002).   

Because young people in the United States are at persistent risk for HIV infection and 

because this risk is growing within the Asian Pacific Islander American Community, educators 

must develop and implement HIV/AIDS prevention programs that include an awareness of 

cultural background.  “Culturally sensitive and responsive HIV/AIDS prevention education 
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programs for APIA youth and young adults must (a) consider the reality of their lives; (b) 

integrate world views, cultural beliefs, and cultural strengths; and (c) involve collaborative 

partnerships with family members, role models, and community leaders to ensure the reduction 

of health-risk behaviors” (Sileo et al., 2002, p.81).  

The purpose of this proposed presentation is to discuss health-risk behaviors related to 

HIV/AIDS, as well as cultural characteristics of APIAs that must be addressed in HIV/AIDS 

prevention education.  Specifically, the objective for this session is to present instructional 

approaches and strategies that will effectively change behavior in order to reduce the risk of HIV 

infection among youth.  Upon completion of this session, the participants will be able to: 

• Understand the importance of HIV/AIDS and how it effects youth of minority races 

and ethnicities. 

• Identify prevention education activities, methods, accommodations, and strategies. 

• Implement knowledge into culturally and developmentally competent curricula. 

The presenter will begin the session with a group activity to identify the current knowledge 

educators of children have about HIV/AIDS.  Next, the presenter will summarize the findings 

from a recent review of literature related to HIV/AIDS prevention education among youth and 

APIAs, including students with disabilities.  Following the review of literature discussion, 

participants will engage in one prevention education activity.  Finally, the presenter will share 

ideas on how to implement prevention education activities and strategies into classroom 

curriculum.  Questions from the audience will be answered and handouts will be distributed.   
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Panel Session Overview 
 
This session will consider how well Canada has met the obligations that it accepted in 
being a signatory to the Convention on the Rights of the Child (CRC). The Committee on 
the Convention of the Rights of the Child has found Canada lacking in its implementation 
of the CRC. Each presentation looks at a different challenge within Canadian education 
and considers the tension between individual and group rights. Discussion will focus on 
how these challenges might be best addressed within education. It consists of three 
presentations. An abstract of each presentation appears below. The paper for each is 
immediately following. 

A Disturbing History: Violating the Rights of Aboriginal Students 
Sherri Young and Dawn Zinga 

 
Canada’s disgraceful history of residential schooling for Aboriginal students has had 
devastating effects for the following generations. Today, many Aboriginal peoples in 
Canada do not know the language of their ancestors. Many feel separated from their 
culture, through the disconnection from or loss of their ancestral languages, teachings, 
and customs. An inadequate cultural dimension creates a non-conducive learning 
environment and frustration in students who tend to leave school (Aquino & Kirylo, 
2005; Foy, 2003). A lack of planning around lifestyle also causes barriers to children 
having the ability to attend school. In Canada, off-reservation Indigenous children 
represent 32% of the off-reservation population compared to their non-Indigenous peers 
who represent 18% of the non-Indigenous population. Yet, the high school completion 
rate for off-reservation Indigenous children is 52% compared to 74% for non-Indigenous 
children (Turcotte & Zhao, 2004). Neither the letter of the articles nor the spirit of the 
Convention is upheld within Aboriginal education in Canada as educational practices 
continue to violate the rights of Aboriginal students. The CRC is contravened most 
heavily when considering Indigenous populations, which suffer significantly more rights 
violations than global non-Indigenous populations. In particular, Articles 2, 9, 12, 13, 14, 
28, 29 and 30, are frequently violated.  
 
 

Does Current Curriculum Violate the UN Convention on the Rights of the Child? 
Megan Davis 

 
Issues surrounding the current curriculum in Canadian schools challenge the knowledge 
that is being taught by the school boards, as well as the role of the educators in this 
process, claiming that this structure is putting black youth at an educational disadvantage. 
A Black-focused school is one of the suggestions put forward to address the disadvantage 
faced by many black youth. This new school environment will attempt to eliminate the 
discrimination towards this marginalized group by enforcing counterhegemonic 
ideologies as primary knowledge. The case will be made that this proposal might be the 
right step towards eventually embedding the 1988 Multicultural Act into a Canadian 
educational system with an inclusive curriculum; presently this Act fails to be accurately 
represented in the Canadian educational system. In addition, this presentation will 
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address the question of whether or not the current curriculum violates the United Nation 
Convention of the Rights of the Child by considering the specific challenges faced by 
black youth and the research on educational performance and school environment.  
 
 
Balancing Group Rights and Individual Rights within Education: The Question of 

Religion in Education 
Dawn Zinga 

 
For several provinces within Canada, there is a constitutional guarantee that Catholic 
education will be supported. The Supreme Court of Canada has ruled that this 
constitutional guarantee cannot be extended to other religions. However, Quebec has 
decided that providing public funding for catholic education is a violation of the 
Canadian Charter of Rights and Freedoms and thus has instituted a significant change to 
the organization and role of religion in public schools. Ontario continues to have both 
public and separate (Catholic) school boards that are both in receipt of public funding. 
However, despite the increasingly multicultural composition of the student population, 
Ontario’s Ministry of Education has not supported the funding of schools providing 
education within other denominations. The United Nations has declared that the situation 
in Ontario is a violation of human rights and that the justification that there is a 
constitutional guarantee for supported catholic education is not an acceptable 
justification. Alberta has avoided this position by having both a public school board, a 
Catholic school board, and supporting “Charter” schools, which allows for funding of 
other denominational schools. This presentation focuses on the tensions between 
individual and groups rights inherent in these three situations. The advantages and 
disadvantages of each of the situations are also considered. 
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A Disturbing History: Violating the Rights of Aboriginal Students 
 

 
Canada has a disturbing history within Aboriginal education of violating the rights of 
aboriginal students. These violations have taken many different forms and have violated 
the many different rights under the United Nations Convention on the Rights of the Child 
(CRC) that are associated with education. While we acknowledge that the rights of 
Aboriginal peoples and particularly Aboriginal children are being violated in many 
contexts, this article focuses on violations within the provision of education. It is essential 
to consider the history of residential schooling and the devastating effects it has had for 
the generations that followed. With the historical context in place, we will consider the 
issues that currently face Aboriginal students in Canada’s schools and discuss how 
current practices violate these student’s rights under the CRC. Canadian education 
systems must come to terms with the past and present violations of Aboriginal students’ 
rights so that positive changes can be made to better address the educational needs of 
these students. 
  
Brief Overview of Residential Schools 
 
As Canada was being colonized, it was believed that Indigenous culture was morally 
bankrupt and that the Aboriginals were in need of a God-fearing example of morality to 
follow in order to save their souls.  They were thought of as uncivilized, as presented by 
the Society for the Diffusion of Useful Knowledge: “Whatever definition we may give 
the word ‘civilization,’ there can be no dispute that the life of the North American Indian 
does not come within it.” (Penny Magazine, 1837).  It was understood that the Indians 
needed to be “made white” (Edwards, 2001, p.41). 
 
Residential schools were established and they operated in Canada from 1849 to 1996 
(Neegan, 2005; Young, 2004).These schools were set up to strip the “Indian-ness’ out of 
Indigenous peoples: to eliminate their language, culture and heathen polytheistic beliefs. 
Attendance at these schools was compulsory. Aboriginal children were immersed in a 
Eurocentric education for ten months out of every year both inside and outside the 
classroom. The curriculum not only failed to recognize and value their cultural beliefs but 
saw those beliefs as primitive and detrimental to the children’s development (Neegan, 
2005; Van Krieken, 1999; Whattam, 2003). Students were beaten if they spoke in their 
own language or practiced traditional customs and these actions were considered to be in 
the best interests of the children. Besides stripping the students of their history, many 
were stripped of their dignity through physical and sexual abuse.  Being away from the 
protective care of parents while attending Indian Residential Schools left children open to 
many abuses, which dominate their lives, en masse, today.   
 
The bonds were broken between tens of thousands of Aboriginal children and their 
families and nations, with disastrous results (Highlights from the Report on the Royal 
Commission on Aboriginal People, 1996; Van Krieken, 1999; Whattam, 2003).  These 
children grew up to be adults not capable of passing their culture, history or religion on to 
their children.  Aboriginal children who spent 10 months of the year away from home are 
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now adults who did not learn how to be “caring parents or responsible self-governing 
adults” (Monture-Angus, 1995). Today, many Aboriginal peoples in Canada do not know 
the language of their ancestors.  Many do not follow traditional customs/culture and have 
converted to Christianity. 
 
 
Current Issues in Aboriginal Education 
  
While the time of residential schools has passed, their legacy remains and Aboriginal 
children continue to be subjected to Eurocentric curriculum that denigrates their language 
and their culture. The effects of not offering education in language-appropriate or 
culturally-relevant ways have been clearly demonstrated through Canadian statistics.  
There are reports of lower graduation rates, lower academic performance levels, higher 
drop out rates (British Columbia Ministry of Education, 2002; Powers, 2005) For 
example, the high school completion rate for off-reservation Aboriginal children is 52% 
compared to 74% for non-Aboriginal children (Turcotte & Zhao, 2004).  
 
Aboriginal children report feeling alienated, socially isolated, and painfully aware of the 
cultural disconnect between school and their home culture (Neegan, 2005; Powers, 2005; 
Van Krieken, 1999; Whattam, 2003). In a report to the Minister’s Working Group on 
Education Indian and Northern Affairs Canada, St. Denis and Hampton (2002) reported 
that Aboriginal students faced significant and unaccepatable difficulties in Canadian 
schools. They found evidence that Aboriginal students routinely faced social 
marginalization and isolation, verbal abuse, and psychological abuse. In addition, they 
found that Aboriginal students were subjected to unfair and discriminatory application of 
rules and procedures, denial of their Aboriginal experience, low expectations, and the 
denial of basic human rights within Canadian schools. St. Denis and Hampton stressed 
the negative effects that racism in Canadian schools has on Aboriginal children through 
both its practice and the denial of its existence in schools. Other research has also found 
that Aboriginal students face high levels of overt and institutional racism (Silver et al., 
2002) and there are many reports of Aboriginal students experiencing discrimination, 
being devalued, and having no voice within Canadian education systems (Antone, 2003, 
Hare, 2004; Leroy, 2001; Samson, 2003; Whattham, 2003).  
 
Some researchers have argued that the lower performance levels and graduate rates 
attributed to Aboriginal students have their roots in an inability to connect meaningfully 
with a curriculum that devalues their culture and also to aboriginal youth’s active 
resistance of the education system (Hare, 2004; Robertson, 2003; Robertson, 2005; Silver 
et al, 2002). Interviews with Aboriginal youth have shown that some identify the price of 
education as requiring the loss of self and culture and that many do not associate 
education with their own cultural norms (Silver et al., 2002). Education should never 
devalue children. Aboriginal students should not be faced with education systems that 
devalue their culture and so alienate them that academic failure, through collective 
resistance (Robertson, 2005) or as a result of being unable to connect meaningfully with 
the curriculum (Hare, 2004; Robertson, 2003; Silver et al, 2002), is seen as a viable 
alternative.  
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Aboriginal education in Canada is in crisis and significant changes need to be made (see 
Canadian Teachers’ Federation, 2001; Cowley & Easton, 2004; Hare, 2004; Minister’s 
Working Group on Education, 2002; Robertson, 2003; Silver et al., 2002; Tymckak, 
2001, Zinga & Young, in press). Most researchers agree that the issues within education 
have to do with the disconnect between school and Aboriginal culture and many would 
argue that it goes beyond disconnection and into the realm of Aboriginal culture being 
devalued and ‘othered’ by Canadian curriculum and educational structures. The 
Minister’s Working Group on Education (2002) calls for the empowerment of Aboriginal 
students and for a definitive and legal role for First Nations in education that recognizes 
First Nations inherent right to govern themselves. This role needs to operate at both 
federal and provincial/territorial levels. The Working Group has also called for 
recognition of Aboriginal culture and history as essential to Canada. The adoption of this 
recommendation is seen as a way of assisting schools to play a pivotal role in 
“transforming the relationship between First Nations people and Canadian Society.”(The 
Minister’s Working Group on Education, 2002, p. 31). It would also assist in creating 
recognition and understanding around how the rights of Aboriginal students have been 
violated in the past and continue to be violated in the present. 
 
 
Aboriginal Education and the Convention on the Rights of the Child 
 
The United Nations Convention on the Rights of the Child (CRC) was developed to 
provide global principles and guidelines around children’s rights. It is the most ratified 
human rights treaty in the world as it was ratified by 192 countries (all United Nations 
member states except the United States and Somalia). The Convention has 42 articles that 
outline children’s rights in various contexts. It has been described as the first rights 
document that covers all five types of rights (Pearson, 2006). Specifically, it describes 
children’s rights within political, civil, economic, social, and cultural arenas. The CRC is 
contravened most heavily in the case of Aboriginal populations, which suffer 
significantly more rights violations than global non-Aboriginal populations. The UN has 
expressed concerns about the vulnerability of Aboriginal/Indigenous peoples.  
 
Rights have been used to the detriment of Aboriginal children throughout the years in 
forcibly removing them from their families and communities, changing their language 
and religion and ignoring their culture and history.  While it is clear that there have been 
numerous rights violations experienced by Aboriginal students both past and present, 
what is most disturbing is that these violations have often been conducted under the guise 
of being ‘in the best interest of the children’ or as a ‘provision of the children’s right to 
education.’ It is not useful to examine in which cases these explanations were merely 
window dressing for political expediency and in which cases they were fervently believed 
at the time. Suffice it to say that Aboriginal students’ rights have been violated and 
continue to be violated both purposefully and through misguided good intentions.  
 
Canada has repeatedly attempted to force Eurocentric versions of education onto 
Aboriginal students and some could argue that the country is merely trying to fulfill its 
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obligations under the United Nations Convention on the Rights of the Child (CRC). 
However, the CRC provides children with the right to education, not the right to Western 
education. The Royal Commission on Aboriginal People (RCAP) was the biggest study 
ever commissioned on Indigenous people within Canada.  It included consultations in 96 
communities, 178 days of hearings, briefs from 2067 people and over 76,000 pages of 
testimony upon the commission of 3500 research projects.  The RCAP determined that 
the creation of the residential school system was abominable (Highlights from the Report 
on the Royal Commission on Aboriginal People, 1996). Yet, the Canadian government 
has failed to learn from its mistakes and while it gives control over the education of 
Aboriginal children to the Aboriginal peoples – it does so only with the provision that the 
education adhere to the curriculum set by the provinces and territories. 
 
There are a number of articles in the CRC that pertain to education (see Covell & Howe, 
2005; Verhellen, 1992; Zinga & Young, in press). Canada is not often in direct violation 
of Article 28, which provides children with the right to education and states that at the 
minimum, primary education should be compulsory and free. However, Article 30 of the 
CRC demands that children have a right to retain their culture, religion and language. 
Canada’s provision of Aboriginal education is not upholding the spirit of this right as 
monolingual education can create a heightened sense of cultural alienation for those 
whose first language is different from the language of instruction.  Many Aboriginal 
children are inadvertently excluded from education due to curricula and teaching methods 
that are culturally inappropriate or offered in a language other than their own. Those 
within Indigenous communities find cultural irrelevance in the curriculum to be the 
biggest obstacle to learning for the children. An inadequate cultural dimension creates a 
non-conducive learning environment and frustration in students who tend to leave school. 
As Article 28 also specifies that countries should make every effort to reduce drop-out 
rates and implement supportive measures for regular school attendance, an argument 
could be made that Canada is in violation of Article 28 through its failure to retain 
Aboriginal students in the education systems. 
 
Aboriginal students also experience many other rights violations within educational 
contexts.  They frequently experience discrimination as well as bullying, which are in 
violation of Article 2 (right to non-discrimination) and Article 16 (Right to privacy and 
right to protection from interference and attacks). In some areas of Canada, Aboriginal 
students have no access to secondary education within their home communities and must 
attend residential schools contravening their right to reside with their families as outlined 
by Article 9. They rarely have an opportunity to participate in educational processes or 
decisions about their education, which is in violation of Article 12 (right to participation). 
They also find a lack of freedom of expression, thought, conscience, and religion in 
educational systems that disregard their customs and languages (Articles 13, 14) and the 
education that they receive is frequently not in keeping with the scope and principles of 
education as outlined by Article 29. Canada has a lot of work to accomplish in order to 
meet its obligations under the CRC and address the difficulties faced by Aboriginal 
students within the educational systems. 
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Future Directions 
 
Schools are ideally situated to address the shameful history of Aboriginal education in 
Canada and to learn from past mistakes to go forward in a more positive direction that 
values all students. In Canadian history, schools were instruments of colonization and 
assimilation (i.e. Denov & Campbell, 2002), a role that has continued into the present. 
Canadian schools have an opportunity to make amends for some of Canada’s shameful 
history by making positive changes in curriculum and other educational structures such 
that the ongoing role of colonization and assimilation falls away. Robertson (2003) 
worries that too much stress is put on Aboriginal educators as the solution to bridging the 
gap between Aboriginal students and education. This stress can set Aboriginal educators 
up for failure, as it may not recognize that they are faced with a problem that has been 
intractable for decades and requires systemic changes that go beyond the invaluable 
contributions of Aboriginal educators. Robertson sees future change as being brought 
about through the joint efforts of Aboriginal and non-Aboriginal educators with the 
understanding that the privileged, white middle class perspectives that have shaped 
education thus far have not been effective and must be open to alternative views and 
methods of moving forward.  
 
Hare (2004) agrees with Robertson and sees education moving forward through a 
balancing of Aboriginal ways of knowing and Western ways of knowing and stresses the 
importance of Aboriginal design, delivery, and evaluation of Aboriginal education. The 
education system is out of step with Canadian realities and serves to isolate, undervalue, 
and underservice Aboriginal students. It also continues to actively produce the biases and 
attitudes that are causally related to overt and institutional racism within education and 
broader society. This racism within education and the failure of educational systems to 
reflect anything other than Eurocentric perspectives leads not only to the alienation of 
Aboriginal students but also to their collective resistance of school and its structures 
through the rejection of education (Hare, 2004; Robertson, 2003; Silver et al, 2002). The 
question that remains is how should Canadian education systems go forward to effect 
positive changes for Aboriginal students? 
 
There is a new charter school in Alberta, Mother Earth’s Children’s Charter School that 
may provide an example of one way that Canada might effect change. This school has the 
distinction of being the first indigenous charter school in Canada (Pearce, Crowe, 
Letendre, Letendre & Baydala, 2005). The school was established in 2003 and operates in 
accordance with the CRC and upholds the rights of all the students who attend, 
Aboriginal and non-Aboriginal alike. Unlike other Canadian schools, this school is 
culturally-relevant and has a deeply embedded sense of culture that is not exclusionary. 
In accordance with indigenous culture the education is connected to the land, the elders 
and the community as well as being experiential and positive. This school provides one 
example of how Aboriginal ways of knowing may be incorporated into the curriculum. 
There are also a number of other Aboriginal-focused schools and programs scattered 
across Canada that provide examples. Another step that Canadian education systems 
could take would be to implement changes to the curriculum, which reflect a recognition 
of Aboriginal culture and history as essential to Canada as recommended by The 
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Minister’s Working Group on Education (2002). It is past time for Canada to take 
positive steps to ensure the success of Aboriginal students and respond in accordance 
with the CRC as ratified. 
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Does Current Curriculum Violate the UN Convention on the Rights of the Child? 
 
 
Issues surrounding the current curriculum in Canadian schools challenge the knowledge 
that is being taught by the school boards, as well as the role of the educators in this 
process, claiming that this structure is putting black youth at an educational disadvantage. 
A Black-focused school is one of the suggestions put forward to address the disadvantage 
faced by many black youth. This new school environment will attempt to eliminate the 
discrimination towards this marginalized group by enforcing counterhegemonic 
ideologies as primary knowledge. The case will be made that this proposal might be the 
right step towards eventually embedding the 1988 Multicultural Act into a Canadian 
educational system with an inclusive curriculum; presently this Act fails to be accurately 
represented in the Canadian educational system. In addition, this paper will address the 
question of whether or not the current curriculum violates the United Nation Convention 
of the Rights of the Child by considering the specific challenges faced by black youth and 
the research on educational performance and school environment. 
 
 
THE ROLE OF THE EDUCATOR 
 
The problem with the education process in Canadian schools is that it puts minority 
groups at a disadvantage. The structure of these schools inadvertently creates 
discrimination towards marginalized groups by enforcing hegemonic ideologies as an 
axiom over other forms of knowledge. As a result, minority groups tend to feel 
disconnected from the classroom because the values and knowledge being instilled in 
them at home do not mirror the dominant white middle class perspectives that structure 
the way they are expected to learn at school. Linking to this issue is the role of the 
educator in this process. Some researchers would argue that the pedagogies used in 
Canadian classrooms have become more progressive, yet many would still argue that 
current pedagogies are still very conservative even though progressive attempts have 
been made.  
 
A common question arising from the literature on the subject is: “Why do teachers 
participate in practices and policies that may undermine minority students’ academic 
achievement?” (Tyson, 2003, p. 326) One of the reasons given is that teachers do feel that 
they treat all students equally (Dei, Mazzuca, McIsaac, & Zine, 1997). Tyson (2003) and 
Dei et al., (1997) both propose that teachers feel this way because they are hiding their 
own discomfort with the issue. Also some teachers do not see themselves as political 
agents and view racism as society’s problem, and not the schools’ problem. Another 
study suggested that only teachers who had experienced racism and discrimination in 
their own lives were able to construct their role as a teacher in ways that would improve 
the educational experiences of blacks (James, 2002). Overall, James (2001), Dei et al., 
(1997) and Tyson (2003) all indicate that most teachers do not perform in the classroom 
in ways that seek to provide equity among races within the classroom. Dei et al. (1997) 
argue, “Teachers don’t provide enough encouragement towards students, particularly 
black students” (p. 67). James (2001) suggests that racial stereotypes have been passed on 
and down to teachers over the years and as a result “low teacher expectations continue to 

2007 HICE Proceedings 
Page 6685



contribute to the streaming of minority and immigrant students into low-level educational 
programs, resulting in alienation and high dropout rates” (p. 182). Tyson (2003) takes this 
point a little further by stating that teachers become the agents of their institutions. The 
institutions in which they are agents are “part of the dominant culture and whose interest 
it is to reproduce the system…they structure learning, evaluation, discipline, and the 
overall classroom environment” (p. 339) based on mainstream ideologies. Most 
researchers ended their discussion by placing the responsibility on teachers to become 
activists within the school system to overthrow curriculum and pedagogy practices that 
disadvantaged blacks and other minority groups. James (2002) ends with, “It will be up to 
the teacher to ensure that their curriculum and pedagogy do not re-inscribe the dominant 
liberal ideology that does not address the inequitable educational contexts that today’s 
students are expected to tolerate and survive” (p. 200). Similarly, Dei (1997) concludes 
by saying, “Educators have to lead the way by opening up spaces for alternative non-
hegemonic viewpoints to flourish in the schools” (p.205).  
 
 
WHY ARE BLACK YOUTH DROPPING OUT? 
 
The educational systems within Canada were initially based on structures and curriculum 
designed to assimilate ‘minority’ groups – i.e. those not identified as visible minorities. It 
is evident in the above literature that one of the major reasons why black youth are prone 
to dropping out of school is because they lack encouragement from teachers. Dei et al. 
(1997) points out that this lack of encouragement confirmed long histories of school 
experiences which served to undermine [minority groups] self-esteem and self-
confidence” (p. 67). More specifically, teachers are often prone to blaming black students 
for disruptive acts and do so, for example, by singling black students out in the hallways 
during a disruption. Dei et al. identifies this as a case where teachers are guilty of 
stereotyping black youth. This is an example of the ‘school practice of streaming’. 
Streaming is defined as the situation “when low expectations are juxtaposed with positive 
evaluations given to other racial groups” (Dei et al., 1997, p. 69-70). The obvious 
implications of this practice harm a student’s personal and cultural self-esteem. Guidance 
counselors were also found at fault for streaming black youth by having low expectations 
of them, and because of these low expectations, students were less likely to confide in 
their guidance counselors and teachers for fear of being evaluated under certain 
stereotypes (James, 2002). In some instances, students revealed that these personnel even 
encouraged them to drop out of school (Dei et al., 1997). Teachers and support systems at 
school have an important influence in keeping black youth in school. 
 
The other most frequent occurring factor that appeared as a reason why black youth were 
prone to drop out of school was the lack of connection between what these youth were 
learning at home and what they were learning at school. Tyson (2003) stated that 
“cultural differences between home and school increase a student’s possibility of failing” 
(p. 327). Dei et al., (1997) agree that because in Canada the boards of education deny 
legitimacy to the black experience in Canada, students can disengage from school and 
they “are unable to make relevant connections between their education and their everyday 
lives…when students do not see themselves or their interests represented, they develop a 
fatalistic attitude about themselves, their education and their future” (p. 69). The basis of 
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this argument seems completely logical; however, there is another aspect of this factor 
worth mentioning. Due to the stereotyping of black youth and the dominant hegemonic 
ideologies being instilled in black students’ minds, when a black student does show high 
educational aspirations he or she is often disbarred from his or her own cultural group. 
For example, in the James (2002) study, two black youth identified that “Blacks with 
high educational aspirations have to negotiate their identities in educational settings in 
which their black peers think that such aspirations and successes represent conformity to 
white cultural values” (p. 176). Thus, they have to isolate themselves from black peers in 
order to succeed in their education. There were other variables contributing to the high 
rate of black student drop-outs, however most studies came to the conclusion that these 
did not have a direct causal relationship. These factors identified were economic 
situations, problems at home, emotional problems due to problems at home, and having 
to work rather than go to school.  
 
 
THE PROPOSAL – ‘A BLACK FOCUSED SCHOOL’ 
 
Several proposed curricula – i.e. anti-racism, inclusive and focused – have been 
suggested each having a unique structure in the way they plan to tackle racism in school 
environments. While each proposed curricula attempt to eliminate the discrimination 
towards black youth and other marginalized groups by enforcing counterhegemonic 
ideologies as primary knowledge, the Black-focused School Pilot Project in Toronto is 
receiving the most public attention. This is not a new concept however; the Ontario Royal 
Commission on Learning and the African-Canadian working group have been proposing 
this same concept over the last decade (Dei, 2005).  
 
This proposed project would implement a curriculum that would reflect the culture, 
values, and histories of African-Canadian youth. The concept of this black-focused 
school is most clearly explained by Dei (2006) who explains that the school system 
would  
 

...treat[ ] education as an expression of shared community responsibility, where 
teachers work collectively with students and parents, educating about academic and 
social success, and where community belonging, social responsibility, mutual 
interdependence and respect for oneself, peers and the wisdom of Elders are ideals to 
which everyone aspires (p. 28). 
 

Most importantly, this environment will encourage students to believe that they are 
important and create in them self-worth. They will learn that their contributions are 
important to society and will be taught by their educators that they are not allowed to 
quit. What is important to note here is that this focused school is not just for black 
students but for none black as well. Dei (2006) further discusses the concept of this 
school as an environment that 
 

...embraces “Black and Blackness” in both the racialized and politicized sense of the 
term to allude to victimization, oppression and resistance. Consistent with this 
broader usage, the population of the proposed school would represent a range of 
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students from diverse economic, sexual, racial and class backgrounds who identify 
with the school’s values, ideas and principles. As a result, the proposed school would 
be defined more by a set of guiding principles than by the racial or cultural 
background of its students or teachers (p. 29).  

 
While this change in curriculum is a big step away from the face of our current education 
structure it contains many important elements; essential elements that are lacking in our 
current ‘multicultural’ education system.  
 
 
THE 1988 MULTICULTURAL ACT AND CANADIAN EDUCATION 
 
Even though policies and Acts have been enacted in the past to deal with the problem of 
the ‘hidden curriculum’ within the TDSB, a Eurocentric white middle class based 
curriculum still is underlying our curriculum. In 1971 Canada created a policy called the 
Canadian Federal Multicultural Policy which advocated for instilling “educational 
programs that addressed issues related to race, national and ethnic origin, color and 
religion” (James, 2001, p. 175). However due to overwhelming criticism of the policy to 
fail to address minority needs, in 1988 a new policy was created called the Canadian 
Multiculturalism Act. The Prime Minister in 1988 asserted that this previous 1971 Act 
had “failed to recognize the dominance of Anglo-Celtic Canadians as an ethno-racial 
group and the construction of the English and French as real Canadians” (James, 2001, p. 
177). In other words, the government had recognized that the policies that were put in 
place to deal with the hidden curriculum were not doing the job and were continuing to 
construct dominant and subordinate relationships between groups (James, 2001). As a 
result, different strategies were taken which instead instilled programs like multicultural 
days and field trips that exposed children to different cultures and such additional 
activities were implemented into the curriculum. Although these strategies seem valuable 
they are not creating the multicultural reality of Canada into Canadian institutions.  
 
The Canadian Multiculturalism Act is built on Section 27 of the Canadian Charter of 
Rights and Freedoms which states that the multicultural heritage of Canadian citizens 
must be preserved and enhanced by all Canadian institutions (Canadian Heritage, 2004). 
The main goals of the Act are outlined by Canadian Heritage (2004): preserve the 
different cultures that make up the Canadian population, reduce discrimination, enhance 
cultural awareness, and promote culturally sensitive change. This means that Canadian 
institutions are expected to incorporate the multicultural reality of Canada into their 
programs, policies, and services. Thus when evaluating such programs stated above by 
the expectations of the Multiculturalism Act it is evident that these programs in schools 
are not fulfilling their obligations. For example, James (2001) states that some 
researchers have argued that such “programs and field trips to cultural communities 
encourage a tourist outlook…enforcing the idea that these cultural expressions are 
elsewhere outside of Canada” (p. 181). This may encourage cultural awareness however 
it does not incorporate the reality of our multicultural Canada. Our education systems still 
continue to construct the idea that all cultures that are not part of the dominant white 
middle-class groups are remote.  
 

2007 HICE Proceedings 
Page 6688



Alternatively, the black-focused school concept embraces cultural differences by 
centering their curriculum not on one preferred culture, but a range of cultures. It claims 
that it will strive to reduce discrimination by enhancing the value of each diverse culture. 
Thus, students in this environment will learn that the culture at home is welcome in their 
school environment. There will be consistency between what students are exposed to at 
home and at school. This structure promises to more adequately reflect the federal policy 
of multiculturalism. 
 
 
THE UN CONVENTION OF THE RIGHTS OF THE CHILD AND CANADIAN 
EDUCATION 
 
It is evident from above that the current Canadian curriculum does not incorporate the 
federally implemented policy of multiculturalism, yet does it violate the United Nations 
Convention on the Rights of the Child (CRC)? A review of the CRC articles that directly 
relate to education listed in Table 1 reveals that several sections of the CRC are being 
violated. When the CRC was enacted in 1989 its purpose was to protect the rights of 
children. In Table 1 several articles in the CRC that directly relate to children’s rights and 
education are listed.  
 
The violations become more apparent when considering each article and its expression or 
lack thereof in the school systems. For example, in Article 29 Canada’s education 
systems are supposed to ensure that the environments in which children learn are 
encouraging students to succeed using their individual abilities. In the current curriculum 
this is not so. Instead the Eurocentric curriculum place values the abilities common 
among the white middle class at the top of the hierarchy in which others are taught 
inadvertently to strive for.  
 
Also in Article 30 the CRC states that children have the right to their own culture, 
religion, and language. This is being violated due to the ‘hidden curriculum’ which is 
present in our school system. The knowledge being taught to students only reflects a 
Eurocentric history. For example, Mark Seupersaud, a black Kitchener public high school 
history teacher argues that the current school curriculum ignores the history of black 
people (Monteiro, 2005). Seupersaud says that he used to teach black history, until the 
former Conservative government dropped it from the curriculum. Seupersaud bluntly 
states, “what we have now is segregation…our system is Eurocentric” (¶ 2). In a way the 
way Seupersaud has conceptualized our Eurocentric education system is true – i.e. the 
system inadvertently segregates white youth form minority youth by place more value in 
Eurocentric perspectives. 
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Table 1 - CRC Articles and Relevance to Educational Contexts  
 

CRC 
ARTICLE 

DESCRIPTION RELEVANCE TO EDUCATION 

2 Right to non-discrimination Discriminatory treatment such as racism or 
change to school environment/treatment for one 
child/group of children 

9 Right to reside with parents Residential education in secondary school for 
remote areas 

12 Right to participation Voice in school rules, school 
functioning/government 

13 Right to freedom of expression Freedom of speech in school, school 
newspapers, no censorship 

14 Right to freedom of thought, 
conscience and religion 

Freedom for independent thought and opinions, 
following own moral code, practicing tenets of 
one’s religion 

15 Right to freedom of association 
and to peaceful assembly 

Ability to join clubs and groups, to congregate 

16 Right to privacy and right to 
protection from interference or 
attacks 

Privacy of lockers, bags, writing, etc. 
Protection from bullying or violence 

23 (2) Right accessible education for 
children with disabilities 

Ability to participate in school experiences and 
all school contexts 

28 Right to education (primary 
education compulsory and free) 

Right to attend school and obtain an education 

29 Description of the scope and 
principles of education 

Specific guidelines for the spirit and provision 
of education 

30 Right to culture, religion and 
language 

Protection of culture, language and religion 

32 (1) Right to protection from economic 
exploitation 

Work responsibilities not interfering with 
education (chores at school) 

42 Directive to make the principles 
and provision of the convention 
widely known to adults and 
children 

Mandate to educate children about their rights 
under that CRC and Canada’s role in protecting 
and providing those rights 

(Zinga & Davis, In Press) 
 
 
As a result, our education system also fails to comply with Article 28; the right to an 
education that strives to retain students. It should be evident by now that the Canadian 
education system is failing to retain visible minority youth in the classroom. Practices 
such as ‘streaming’ are guilty in many cases. For example, Murray, (2005) shares the first 
piece of advice given to her while she practiced as a student teacher in one of Toronto’s 
inner-city schools. The teacher to whom she was assigned told her “not to waste too 
much time on the Jamaican kids because they’d never amount to anything and most 
would likely end up in jail anyways…as for Somali students, she was told, it was likely 
‘inbreeding’ that accounted for their total lack of intelligence” (¶ 2-3). Murray goes on to 
say that,  
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...she had hoped that these views were only of this particular teacher, however she 
came to realize that there was a pervasive climate within the school that had branded 
these children as losers. She grew tired of seeing the long line of black boys in the 
hallway outside one particular classroom where the teacher kicked them out for 
infractions such as showing up without a pencil (¶ 4). 
 

In Murray’s opinion, nothing is expected of these children and so she concludes that 
these youth are given the wrong message – i.e. they won’t succeed. She believes that if 
these students are treated as dumb and lazy, this is how they will act. Furthermore Brown 
(2005) and Shanoff (2005), share a similar situation as that experienced by Bairu Sium, a 
black teacher who has been involved in public education for more than 40 years. He 
informed them that black students say that they are not often asked questions in class and 
that they are often streamed away from academic paths as early as kindergarten. He says 
that black children are very seldom identified for early gifted programs. Instead, they are 
identified for special education or behavioural classes (Brown, 2005a). Bairu believes 
that public schools, whether it is intentional or not, stream students by colour, and steer 
black students in particular away from more ambitious, scholarly paths (Shanoff, 2005).  
 
According to Zinga and Davis (In Press) the expansion of ESL training and support, the 
elimination of all forms of racism within our schools, the true transfer of educational 
authority and governance to Aboriginal peoples, and the revision of the Eurocentric 
curriculum to match the changing realities and demographics of Canada are all issues 
which the federal government is bound to address by its ratification of the CRC. Canada 
needs to live up to its name: the first country to instill a multiculturalism policy that 
successfully enforces a multiculturalism reality in all of its institutions. Furthermore this 
means that institutions may be certain that they ensure every right that a child is entitled 
to in their personal and individual educational experience. 
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Balancing Group Rights and Individual Rights within Education: The 
Question of Religion in Education 

 
 
The provinces and territories of Canada have taken different positions on the role of 
religion in education. While there is a provision under the British North America Act that 
provides a constitutional guarantee for the support of Protestant and Catholic education, 
not all provinces have adopted denominational systems.  This article will provide a brief 
review of the role of education in each of the provinces and territories and focus on the 
choices that Alberta, Ontario, and Québec have chosen to make.  Alberta has adopted an 
expansive system that has provisions for the role of many different denominations in 
education based on parental choice. Ontario has public and separate (Catholic) school 
boards that are both publicly funded.  However, despite the increasingly multicultural 
composition of the student population, Ontario’s provincial government has not 
supported the funding of schools providing education within other denominations. The 
United Nations has declared that the situation in Ontario is a violation of human rights 
and that the justification that there is a constitutional guarantee for supported Catholic 
education is not acceptable. Québec has decided that providing public funding for 
Catholic education is a violation of the Canadian Charter of Rights and Freedoms and 
thus has instituted a significant change to the organization and role of religion in public 
schools. This paper focuses on the tensions between individual and group rights inherent 
in these three situations. The advantages and disadvantages of each of the situations are 
also considered. 
 
 
Religion in Canadian Education 
 
Education in Canada is the jurisdiction of each provincial/territorial government. Thus, 
the role of religion in education is independently decided for each area of Canada by the 
relevant provincial/territorial government.  The role of religion in education has been 
controversial for centuries and it was early disputes over religion and education that lead 
to the provision that enshrined the right to both Protestant and Catholic education in 
The British North America Act of 1867. However, not all provinces or territories chose to 
exercise those rights nor have all of them retained those rights.  
 
British Columbia is the only province that established a non-denominational school 
system in the very beginning. At no point in the educational history of British Columbia  
has there ever been a provision for Catholic education. The province does provide a 
moderate level of support for private schools and thus it would be possible to receive 
some funding for private denominational education.  
 
The territorial governments each support a single education system. Nunavut, the Yukon 
Territory and the Northwest Territories face issues associated with Aboriginal education 
and thus all have education acts that are more open to and supportive of cultural diversity. 
It is possible that in practice, some forms of denominational education may take place. 
Territorial control of education is newer than provincial control. 
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New Brunswick, Nova Scotia, and Prince Edward Island all established officially non-
denominational school systems. Each province created a single school system and while 
it was considered to be secular by law, in practice some denominational education took 
place. Even with a population that might have supported a separate school system in 
addition to the non-denominational system, due to high Catholic and franophone 
demographics, none of the provinces ever countenanced a dual education system. 
Denominational education through private schools is an option but it is not an option that 
receives much funding through the provincial governments. 
 
Unlike its neighbours in the Maritimes, Newfoundland and Labrador did have official 
denominational education. Although the province initially started with nine different 
school systems, it eventually condensed the systems to two with the merging of all the 
protestant sects into what became the public school system. For some time, the province 
operated both the public system and the separate system or Catholic school board. In 
1997 a controversial referendum abolished the separate system and since that time the 
province has operated a single nondenominational school system. Like its neighbours, it 
also provides little support for private schools. 
 
Prior to the referendum, Newfoundland and Labrador was not the only province to have a 
public and separate school system.  Ontario, Alberta, Manitoba and Saskatchewan all 
adopted majority Protestant school systems with some provision for smaller Catholic 
school systems. Ontario and Alberta continue to operate both a public non-
denominational school system and a separate Catholic school system. The Public School 
Act of 1890 abolished separate education in Manitoba and denominational education in 
Saskatchewan has been eliminated in all but a handful of schools.  
 
Alberta seems to have found a way to balance the role of religion in education. The 
province operates a public school system, a separate school system, and supports charter 
schools as well as private schools. The diversity of education choices offered by this 
multidimensional system provides citizens with many different options for both 
denomination and non-denominational education.  
 
In contrast, Ontario has restricted all funding for education to the public and separate 
school systems. The separate school has gained in strength over the years as it was 
initially only in elementary school and education at the secondary level was at the 
expense of the parents. In 1925, funding was extended to cover grade nine but full 
funding for all of the high school grades was not granted until 1985.  
 
Québec followed a very different course as it began with a majority Catholic school 
system and a minority Protestant school system. The Catholic system remained strong 
until 1964 when the provincial government decided to take direct control of education by 
establishing the Ministère de l’Éducation. While the Catholic and Protestant factions still 
retained control over some aspects of education such as religious education, the move 
towards secularization had begun. In 1997, the most decisive step towards secularization 
was taken when the Québec government in conjunction with the federal government, 
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amended section 93 of the Constitution Act. This action eliminated the rights of Catholic 
and Protestant denominations within education, rendering Québec on par with British 
Columbia as being a province without any denominational rights in education.  
 
 
Ontario Violating Human Rights 
 
Clearly there are many different ways to address the role of religion in education and the 
provinces/territories have chosen different approaches. However, only Ontario’s 
approach has been labeled as discriminatory. On November 5, 1999 the Committee found 
that the funding of Catholic schools to the exclusion of other denominational schools 
violated Article 26 (equity) of the International Covenant on Civil and Political Rights. 
The Committee rejected the argument that the practice was not discriminatory because it 
was a constitutionally guaranteed right. Earlier challenges until the Canadian Charter 
brought to the Supreme Court failed to support the extension of denominational rights in 
education to other religions. The Supreme Court decided that the funding of Catholic 
schools in Ontario was not unconstitutional nor could the constitutional right be extended 
to other religions.  
 
The heart of the issue is that Ontario’s policy of funding of the Catholic system is the 
only denominational education funding the province provides. It is the exclusion of other 
religions from education and not the funding of the separate school system that is the 
issue. The Human Rights Committee has called for Ontario to either stop funding the 
separate system or to provide some level of funding for other denominational education. 
Religious minorities have been lobbying for full funding or at least some funding of 
denominational private schools and also for changes that incorporate more of their 
cultures and religions into the education system.  
 
Given the strength of the support for the separate school system, removing funding would 
be very difficult and politicially unwise. Additionally, the process of removing funding 
would not be simple as there are legal precedents and some of the funding was gained 
through court cases. There is also the important issue of the constitutional guarantee. The 
provincial government would have to make a constitutional amendment in much the same 
way that Québec acted in 1997.  
 
It would seem that the easiest solution would be to provide at least some funding for 
denominational private schools. Ontario would have several different models to choose 
from among the other provinces, most notably Alberta. There are no decisions against 
Alberta and yet it maintains both a public and separate education system much like 
Ontario’s. The key difference being that Alberta is generous in its funding of private 
schools and it also supports charter schools. This provides parents seeking 
denominational education several different ways of obtaining that education with an 
equitable level of public funding.   
 
Equity and discrimination are the key issues. Alberta has managed to find a way to treat 
the role of religion in education equitably and Ontario has not managed to find that 
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balance. There was an attempt to introduce more equitable treatment to religion in 
education when the Conservative government introduced an “Equity in Education” tax 
credit that would partially fund all private schools (Ontario Ministry of Finance, 2001). It 
was clear from the title that the provincial government had received the message about 
equity being the issue and this step may have been enough to address the issue of 
discrimination. The proposed tax credit was controversial, as it was seen by some as 
undermining the public system, and much of the debate did not centre on the religious 
issues but on what was perceived to be a removal of support and resources from the 
public system.  The tax credit was not instituted before the Liberal government took 
power and it was not an initiative that the Liberals chose to implement.  
 
 
Balancing Individual and Group Rights 
 
Ontario is still in the position of being considered by the United Nations’ Human Rights 
Committee as engaging in a discriminatory practice by funding Catholic education 
without providing some levels of funding for other denominational education. While this 
is clearly an issue of equity and discrimination, it is also central to the larger issue of 
balancing individual and group rights that faces all of Canada. It is this larger issue that 
will be the challenge facing Canada’s education systems for some time to come. The 
different ways that Alberta, Ontario, and Québec have chosen to address religious 
diversity is evidence that there may be various approaches to addressing the role of 
religion in education and some approaches may be more suited to certain 
provinces/territories than others. 
 
Alberta chose to adopt a system that provides parents with a lot of choice in the education 
of the children that allows for denominational and non-denominational considerations to 
be managed by the parents. At the same time, the province upheld the denominational 
guarantee for Catholic education. In contrast, Québec acted to repeal denominational 
rights in Canada as it was not seen to be compatible with the spirit of the Canadian 
Charter in terms of equity. The thinking in Québec was around the idea of a common 
school that that served to transmit values, acted as a place of socialization and was fully 
open to everyone (LeBel, 2006). LeBel also discussed the complications that 
immigration, Aboriginal issues, and diversity have introduced to the education system 
and saw the movement towards a common school as solving some of those issues. He 
also saw the common school as embodying the rights to equality, providing the essence 
of a certain dignity, supporting the right to be received and appreciated, and fostering the 
appreciation and acceptance of others.  
 
LeBel (2006) sees religion as a challenge for modern schools as they embrace diversity. 
He discusses the numerous cases presented to the Supreme Court that called for the 
balancing of rights. One of the cases centered around an individual’s right to follow 
religious practices by wearing a kirpan at school and the right of the school to protect the 
other students from harm (Multani v. Commission scolaire Marguerite�Bourgeoys; 
see also Chandler, 2006). In the end the court decided that the individual had the right to 
religious freedom and thus could carry the kirpan on school grounds. However, the 
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school also had a right to protect students and as such the condition that the kirpan be 
sewn into the clothing was a minimal infringement on the religious practice. Another case 
focused on the preparation of teacher candidates and a conflict between a denominational 
university and the certifying college (Trinity Western University v. British Columbia 
College of Teachers). The certifying college refused certification to the university’s 
graduates unless they took an extra year at a secular university. The certifying college 
was concerned that the new graduates would not be prepared or open to the diversity of 
the public school system. As there was no history of any graduates acting inappropriately, 
the college’s objection was ruled to be unfounded and the requirement to take an 
additional year at a secular university seen to be a significant infringement on religious 
freedom. These cases illustrate the point that balancing religious freedom and concerns of 
school boards or authorities will continue to be a challenging balance act between 
individual and group rights 
 
 
Conclusion 
 
It is apparent that Canada’s education systems will continue to be challenged by the role 
of religion in education. As Canada’s population becomes increasingly diverse, conflicts 
between individual and group rights will become more complex and may require schools 
to come up with creative solutions. The balancing of individual and group rights in 
diverse settings will become increasingly important. The Canadian Charter of Rights and 
Freedoms, provincial statutes, federal statutes, and documents with legal bearing such as 
the Convention on the Rights of the Child and other international treaties will have a 
bearing on how Canada establishes a balance between individual and group rights. 

2007 HICE Proceedings 
Page 6698



References 
 
Canadian Charter of Rights and Freedoms. (1982) Constitution Act, 1982 (79). 
 
Chandler, B. (2006). Freedom of religion: The Supreme Court and the kirpan. Education  
Canada, 46 (3), 33. 
 
LeBel, L. (2006). Invited Address. Presented at the 17th Annual meeting of the Canadian 
Society for the Practical Study of Law and Education (Civil Rights and Education), 
Montreal, Quebec. 
 
Multani v. Commission scolaire Marguerite�Bourgeoys. 
 
Ontario Ministry of Finance. (2001). Equity in Education tax credit means more choice 
for Ontario parents. News Release, December 17, 2001. 
 
Québec Ministry of Education. (1999). Religion in Secular Schools: A New Perspective 
for Québec. http://www.mels.gouv.qc.ca/REFORME/religion/html-ang/ang/index.htm 
(Retrieved August 12, 2006).  
 
Trinity Western University v. British Columbia College of Teachers 
 

2007 HICE Proceedings 
Page 6699



The Hawaii International Conference on Education 2007 

 

 

 

 

                              Student paper 

Comparison between mothers’, fathers’ and teachers’ perception 

of maladaptive behaviors in preschool children 

            

                             Hye-Young Yun 

                               Ha-Na Song                 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 6700



            The Hawaii International Conference on Education 2007 
                             

Title: Comparison between mothers’, fathers’ and teachers’ perception of maladaptive 

behaviors in preschool children 

Names of the authors:  Hye - Young Yun 

                     Ha – Na Song  

Department and affiliation:  Department of Child Psychology and Education 

Sungkyunkwan University 

Mailing address:  Sungkyunkwan University 

3-ga Myoungryun-Dong Chongro-Gu 

Seoul, South Korea 110-745 

E-mail addresses:  yhylmmy@skku.edu 

                 jni4ever@skku.edu 

 

 

 

 

 

 

 

2007 HICE Proceedings 
Page 6701



Comparison between mothers’, fathers’ and teachers’ perception of maladaptive behaviors  

in preschool children 

 

Maladaptive behaviors of preschool children include aggressive, withdrawal, and 

uncooperative behaviors which interrupt children’s social interactions with other people. 

Parental beliefs about children’s maladaptive behaviors have been recognized as central 

components of child development and socialization (Harkness & Super, 1996). Previous 

studies (Cheah & Park, 2006; Grietens et al., 2004; Hay et al., 1999; Jo & Seu, 1998; Treutler, 

& Epkins, 2003) have reported that parents and teachers have perceived children’s 

maladaptive behaviors in different ways. For example, mothers reported more internalizing 

problems than fathers and teachers (Treutler, & Epkins, 2003). This implies that the 

differences between mothers’ and teachers’ perception on maladaptive behaviors may affect 

their attitudes and behaviors to interact with their children in home and school settings. 

However, there has been relatively little research on mothers’ and teachers’ perception of 

children’s maladaptive behaviors in non-Western contexts. It was reported that Japanese 

mothers considered social uncooperative behaviors as more problematic than did U.S. 

mothers, whereas U.S. mother tended to highlight aggressive behaviors than did Japanese 

mothers (Olson, Kashiwagi, & Crystal, 2001). But little research has conducted to examine 
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the differences between mothers’ and teachers’ perception in non-Western culture. It is 

needed to examine whether there are differences among mothers’, fathers’ and teachers’ 

perceptions of maladaptive child behavior in non-Western culture. Thus, this study will focus 

on Korean populations. The first purpose of this study will examine how the Korean mothers 

and teachers perceive maladaptive behaviors of their children. In addition, this study will 

examine fathers’ perception of their children’s maladaptive behaviors. Compared to mothers, 

fathers spent less time with their children (Grietens et al., 2004). However, children are also 

socialized by their fathers, and their fathers’ perception of maladaptive behaviors may affect 

their parenting behaviors. In summary, this study will examine the differences and 

similarities among mothers’, fathers’ and teachers’ perceptions of maladaptive behaviors 

particularly in Korean contexts. 

The participants of this study will be 30 mothers, 30 Fathers and 30 teachers in 

preschool children. The open-ended interview developed by Olson and colleagues (Olson et 

al., 2001) will be administered to each of the participants. Mother, fathers, and teachers will 

be asked to describe five characteristics of maladaptive behaviors. Responses of participants 

will be counted and listed by their frequencies. The differences and similarities between 

mothers’, fathers’, and teachers’ perception of maladaptive behaviors will be reported by 

frequencies, percentages, and chi-squares.   
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Abstract  

 
This study investigated the pre-service teachers’ perceptions of appropriateness of teacher 

self-disclosure within the theoretical framework of curriculum and instruction. Six themes related to 

the appropriateness of teacher self-disclosure were identified: topics, purposes, consideration of 

students, relevance to teaching materials, amount and degree of intimacy, and teacher judgment.  

2007 HICE Proceedings 
Page 6706



  2

The study suggested that consideration of students’ cultural background, gender, feelings, and grade 

levels should be stressed in teaching and that teacher education programs should include the study 

of teacher self-disclosure and the appropriate limits of self-disclosure.  

Keywords 

 teacher self-disclosure,  pre-service teachers, teacher education 
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Pre-Service Teachers’ Perceptions of Appropriateness of Teacher Self-Disclosure  
                             
Shaoan Zhang                        Qingmin Shi                        Stephen Tonelson           Dwight Allen 
              
Old Dominion University     Hebei Normal University     Old Dominion University 

  

Introduction 

The No Child Left Behind Act of 2002 (NCLB) requires that all teachers in core 

academic subjects be highly qualified by the 2005-2006 school year and defines in federal statute 

what it means for a teacher to be highly qualified. Specifically, NCLB requires highly qualified 

teachers to hold at least a bachelor's degree, have full state certification as a teacher or have 

passed the state licensure and demonstrate competence in each academic subject in which the 

teacher teaches. Congruent with this legislation, Woolfolk (2001) asserts that quality teachers are 

experienced and have elaborate systems of knowledge of their subjects. However, other 

researchers considered teacher quality as master of both knowledge of subject matter and 

knowledge of teaching. Kaplan and Owings (2002) stated that the new law weakens teacher 

quality standards by immediately allowing individuals with subject knowledge only--rather than 

subject and teaching knowledge. Similarly, Slavin (2003) stressed that quality teachers need to 

know their subject matter, how to motivate children, how to use class time effectively, and how 

to respond to individual differences. Sadker & Sadker (2003) argued that quality teachers not 

only know their subject, but posses the verbal ability to transfer their knowledge to their 

students.  

To ensure the teacher quality, teacher education programs need to work on pre-service 

teachers’ awareness of aspects of classroom teaching activities. Teacher self-disclosure has been 

recognized as an effective instructional tool in classroom teaching. Although several studies of 

teacher self-disclosure in general have been conducted, little research is available regarding pre-
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service teachers’ views of appropriateness of specific teacher self-disclosure behaviors. This 

study investigated pre-service teachers’ (college students in a teacher education program)   

perceptions of appropriateness of teacher self-disclosure.The three dimensions of teacher self-

disclosure examined were appropriatness of topics, purposes and consideration of students’ 

characteristics. This study helps teacher education programs enhance teacher quality by 

providing suggestions on curriculum and instruction.  

Theoretical Framework   

Teacher self-disclosure was studied based on theories of communication and counselors’ 

use of self-disclosure in clinical settings. Nussbaum & Scott (1979) pioneered the study of teacher 

self-disclosure based on that of self-disclosure. Other researchers such as Sorensen (1989), 

Goldstein & Benassi (1994), Walker (1999), and Minger (2004) studied teacher self-disclosure 

regarding classroom communication to be the same as actual interpersonal communication. 

According to communication theory, teacher self-disclosure may help establish positive teacher-

student relationships, create a constructive environment, or help students understand their 

teachers better and participate more enthusiastically in classroom activity.  

In this study, teacher self-disclosure was examined  from the perspectives of  curriculum 

and instruction. Teacher self-disclosure is the information disclosed by teachers about themselves 

while teaching  used as an informal and living curriculum and as an instructional tool. As an 

informal and living curriculum, teacher self-disclosure  functions as examples to clarify the teaching 

(Nussbaum & Scott, 1979). In addition, teacher self-disclosure also is considered as an instructional 

tool to enhance a positive teacher-student relationship and achieve teaching effectiveness. 

Researchers found that appropriate use of teacher self-disclosure can enhance students’ learning 

(McCarthy & Schmeck, 1982; Nussbaum & Scott 1979, 1980; Sorensen, 1989; Walker, 1999; 
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Hartlep, 2001; Cayanus, Martin, & Weber, 2003; Minger, 2004), and increase student classroom 

participation (Goldstein & Benassi, 1994).  

According to Chelune (1979), three major factors (what is disclosed, the discloser’s 

motives; and the individual characteristics of the evaluators) influence the relationship between 

self-disclosure and positive evaluation of the discloser. Topics of teacher self-disclosure that have 

been studied by researchers such as Holladay (1984), Downs, Javidi, & Nussbaum (1988), Javidi and 

Long (1989), Minger (2004), Cayanus &Martin (2002), and Gregory (2005) are presented in Table 1 

below. The topics they discussed include teachers’ education experience, teaching experience, 

family, friends, beliefs/opinions, leisure activities, personal problems, hobbies, favorite food, 

personal characteristics, happiest moments and intimacy. Some studies identified the topics teachers 

often disclose and others investigated what topics are appropriate and what topics are 

inappropriate.   

   Table 1  

   Topics of Teacher Self-disclosure 

 Holladay 
(1984) 

Downs, Javidi, 
& Nussbaum 
(1988) 

Javidi and 
Long (1989) 

Minger 
(2004) 

Cayanus 
& Martin 
(2002) 

Gregory 
(2005) 

Education √ √ √ √  √ 
Teaching Experience √ √ √   √ 
Family  √ √ √  √ √ 
Friends √ √ √  √ √ 
Beliefs/ Opinions √ √ √  √ √ 
Leisure Activities √ √ √    
Personal Problems √ √ √   √ 
Hobbies  √  √ √  
Favorite Food    √   
Personal 
Characteristics 

   √  √ 

Happiest Moments    √   
Intimacy    √  √ 

      
Purposes of teacher self-disclosure function as another important dimension of appropriate 

teacher self-disclosure. Deiro (2003) stated that teachers’ motivation for establishing teacher-student 

2007 HICE Proceedings 
Page 6710



  6

relationships should not be for mutual satisfaction or self-fulfillment and that teacher self-disclosure 

should not be the tool for the satisfaction of teachers’ ego needs. Downs, Javidi, & Nussbaum 

(1988) identified three possible purposes of teacher self-disclosure: not relevant to course content, 

clarifying teaching materials, and promoting discussion. Gregory (2005) investigated the purposes of 

teacher self-disclosure and identified five major purposes of teacher self-disclosure: clarifying 

material, relating material to the real world, making lessons more interesting, admitting personal bias 

and making personal connections with students.    

Consideration of student differences and their acceptance of teacher self-disclosure has not 

been examined systematically. Rouse and Bradley (1989) did suggest some questions that should be 

studied in this area including the students’ grade level, the students’ emotion, and academic 

achievement (p.38). Minger (2004) also affirmed that appropriate teacher self-disclosure may look 

different depending on the grade level, degree program, mental competence, and age of the 

students. Such statements demonstrate the importance of and necessity for the consideration of 

students’ age, grade level, and feelings.  

Evidence suggests teachers tend to interact differently with male students than female 

students in elementary schools, junior schools and high schools (Duffy, Warren, & Walsh, 2001). 

Duffy, et al. found that males received significantly more acceptance-intellectual, criticism-

intellectual, and criticism-conduct interactions than did females.  Similarly, Sadker et al. (1984) found 

that male students received more criticism-intellectual interactions than do females, and that male 

students receive more and harsher criticism for classroom behavior. Bellamy (1994) found that male 

teachers interacted with male junior high school students more than with female students. In an 

observational study (Duffy, Warren, & Walsh, 2001), which looked at how high school classroom 

interactions are related to the gender of both teachers and students, and to the academic subject 
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being taught, they found that female math teachers, male and female literature/language teachers 

directed more interactions toward male students than toward female students.   

The fact that male students and female students are treated differently in the classroom may 

be accounted for by the gender of the teacher (Krieg, 2005).  Researchers have found that teachers 

interact differently with students of opposite and same sex.  Rodriguez (2002) found that male 

teachers are likely to select a more aggressive disciplinary approach toward male students than that 

of female students while both male and female teachers tended to ignore male students’ disruptive 

behavior.  Evidence also suggest that female students may sometimes be receiving subtle messages 

that could negatively affect their academic self-esteem and/or performance since male students 

received more praise, remedial, conduct, and criticism interactions (Sadker, et al., 1984), and due to 

the fact that male students interact more in the classroom, teachers interact more with male students 

than with female students (Brophy, 1985).    

          Evidence suggests teachers tend to interact differently with male students than female 

students in elementary schools, junior schools and high schools (Duffy, Warren, & Walsh, 2001). 

Duffy, et al. found that males received significantly more acceptance-intellectual, criticism-

intellectual, and criticism-conduct interactions than did females.  Similarly, Sadker, et al. (1984) 

found that male students received more criticism-intellectual interactions than do females, and that 

male students receive more and harsher criticism for classroom behavior. Bellamy (1994) found that 

male teachers interacted with male junior high school students more than with female students. In 

an observational study (Duffy, Warren, & Walsh, 2001), which looked at how high school classroom 

interactions are related to the gender of both teachers and students, and to the academic subject 

being taught, they found that female math teachers, male and female literature/language teachers 

directed more interactions toward male students than toward female students.  
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The amount of teacher self-disclosure is the most studied and controversial dimension of 

teacher self-disclosure. Jourard (1971) found that the amount of self-disclosure was positively 

related to the relationship between disclosers and audience.  Educational researchers on teacher 

self-disclosure attempted to confirm such a hypothesis in the study of teacher self-disclosure, 

i.e., there is a positive relationship between amount of teacher self-disclosure and teaching 

effectiveness.  

             Study results of amount of teacher self-disclosure and its effectiveness were inconsistent. 

Most studies showed found no positive relationship between amount of teacher self-disclosure and 

teaching effectiveness (Nussbaum & Scott, 1979; Sorensen, 1989; Walker, 1999; Minger, 2004; 

Cayanus and Martin, 2004). However, Cayanus, Martin & Weber (2003) and Cayanus (2005) 

found that there is a positive relationship between the amount of teacher self-disclosure and 

teaching effectiveness.   

            In addition to the studies on relationships between amount of teacher self-disclosure and 

learning outcomes, two studies discussed appropriate amounts of teacher self-disclosure. Downs, 

Javidi, & Nussbaum (1988) studied amount of teacher self-disclosure by comparing award-

winning teachers and non-awarded teachers. The researchers found that the award-winning 

teachers self-disclosed less frequently than the non-awarded teachers. Downs, Javidi, & 

Nussbaum (1988) validated that “too much humor or self-disclosure is inappropriate and 

moderate amounts are usually preferred” and that the award-winning teachers “were able to 

differentiate moderate from excessive use of these verbal behaviors, thus contribute to their 

ability to relate to students and overall perceived effectiveness” (p.139).  

Cayanus (2004) discussed how to use teacher self-disclosure effectively. Cayanus 

provided five strategies to effectively incorporate teacher self-disclosure into classroom 

teaching: organize the lecture, engage in positive self-disclosure, engage in self-disclosure 
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relevant to the material, vary the topics and timing of self-disclosure, and be aware of the 

amount of teacher self-disclosure. Regarding amount of teacher self-disclosure, Cayanus (2004) 

further explained what is too much and too little teacher self-disclosure. He stated that teachers 

self-disclose too much, even if the disclosure is relevant and positive, students may give these 

teachers negative perception, and he suggested that “a degree of professionalism needs to be 

maintained” (p.8). He also stated that too little self-disclosure can result in “students’ perception 

of teachers being stiff, unyielding, and unfriendly.” He asserts that too little self-disclosure and 

too much self-disclosure both contribute to a negative learning environment. He suggested that 

teachers should keep in mind how much they self-disclose and that they also try to get feedback 

from their students to know whether their self-disclosure is appropriate (Cayanus, 2004, p. 9).  

The above discussions reveal that there is a borderline between appropriate and 

inappropriate amount of teacher self-disclosure. They also reflect that teacher self-disclosure is 

completely different from self-disclosure in interpersonal communication. Considering the limit 

of time in each class and different roles of teachers and students in classroom teaching, amount 

of teacher self-disclosure should be controlled. Therefore, it is of great significance to examine 

the amount of teacher self-disclosure.  However, to date, there has been no study on the amount 

of teacher self-disclosure in K-12; such a study will provide first-hand information of the 

application of teacher self-disclosure. Such a study may also identify the supposed differences 

between teachers who teach different grade levels, subjects, etc.     

Teacher self-disclosure may be relevant or irrelevant to teaching materials. Sorensen 

(1989) defined teacher self-disclosure as “ teacher statements in the classroom about self that 

may or may not be related to subject content, but reveal information about the teacher that 
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students are unlikely to learn from other sources” (p. 260). Sorensen proposed the consideration 

of relevance or irrelevance to teaching materials in the study of teacher self-disclosure.  

Cayanus & Martin (2003) supported that teacher self-disclosure should be relevant to 

teaching materials. They introduced a measure which included these three dimensions: amount, 

positiveness, and relevance to investigate whether the three dimensions would positively related 

to course affect, affect for the instructor, student motivation, teacher clarity, and student interest. 

They studied the relevance with purposes of teacher self-disclosure. Cayanus & Martin listed 

five items in the dimension of relevance which covered the five purposes of using the relevant 

examples to show the importance of a concept, to introduce a concept, to make the content 

relevant, to help students understand the importance of the content and to link current course 

content to other areas of content. Although the purposes were studied with teacher self-

disclosure relevant with teaching content, there was no consideration of teacher self-disclosure 

irrelevant to teaching materials.  

Hartlep (2001) expressed strong support for teacher self-disclosure even when it seemed 

irrelevant to teaching materials. Hartlep stated that teacher self-disclosure irrelevant to teaching 

materials may be used to “ break the ice,” and consequently, students are more willing to ask 

questions, make comments in class, and even speak to their teacher after class. Hartlep (2001) 

affirmed that teacher self-disclosure, which connects personal experiences, tends to be used to 

exemplify concepts and model self-referencing for the students and that even though the self-

disclosure may not have an effect on the exam, it at least helps establish a friendly classroom 

atmosphere. 

 Cayanus (2004) discussed how to use teacher self-disclosure effectively. Cayanus 

provided these five strategies of effectively incorporating teacher self-disclosure into classroom 
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teaching: organize the lecture, engage in positive self-disclosure, engage in self-disclosure 

relevant to the material, vary the topics and timing of self-disclosure, and be aware of the 

amount of teacher self-disclosure. Regarding relevance to the material, Cayanus stated that 

teachers might use self-disclosure relevant or irrelevant to teaching material. Relevant teacher 

self-disclosure not only increases student clarity and understanding but also increases student 

interest and motivation. He also stated that teachers might use self-disclosure irrelevant to 

teaching materials to establish a high level of immediacy in the classroom.   

Considering the scarce number of studies on the specific investigation of purposes of 

teacher self-disclosure under the conditions of being relevant or irrelevant to teaching materials, 

it is worthwhile to investigate whether teachers use self-disclosure relevant and/or irrelevant to 

teaching materials for different purposes. These investigations may help the educational 

community to understand why teachers utilize relevant and/or irrelevant teacher self-disclosure.  

 
 

Methodology   

  

Participants   

Convenience sampling was utilized for this study. Participants were undergraduates ranging from 

sophomore to senior grade level in a university in the Eastern United States who were were pre-

service teachers. They were enrolled in course Social and Cultural Foundation of Education, 

required for education majors and for licensure. One hundred and twenty-nine students were 

registered for this class in the spring semester of 2005.   

Data Collection 

         Data were collected from on-line group discussions. 111 pre-service teachers (86%) in the 

class participated in this study. Students were required to complete this assignment and received a  
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30-point credit toward their grade. The students were assigned to each group including 5-7 students, 

and they were asked to comment on their perception of appropriate and inappropriate teacher self-

disclosure by posting their comments on Blackboard group discussion board. Students were given 

two weeks to complete each discussion assignment and respond to other students’ comments.  

Data Analysis 

Two researchers read the comments and identified and generated topics independently, 

and clustered and prioritized similar topics. Themes emerging from the data then were compared 

for inter-rater consistency and a common theme set was adopted. Cross-coding ten percent of the 

items in the data yielded eighty-five percent agreement. Considering the amount of data, QSR 

Nvivo software was used for data analysis.    

Findings 

 Six self-disclosure themes were identified with general agreement: topics, purposes, 

consideration of students, relevance to teaching materials, amount and degree of intimacy, and 

teacher judgment.  

Topics of Teacher Self-disclosure 

Studies showed that the topic of teacher self-disclosure was considered to be an 

important dimension of teacher self-disclosure (Holladay, 1984; Downs, Javidi, & Nussbaum, 

1988; Javidi and Long, 1989; Minger, 2004; Cayanus & Martin, 2002; and Gregory, 2005).  The 

topics they discussed include teachers’ educational background, teaching experience, family, 

friends, beliefs/opinions, leisure activities, personal problems, hobbies, favorite food, personal 

characteristics, happiest moments and intimacy (see Table 2).  In this study, a topic of teacher 

self-disclosure was found to rank highest among the other dimensions of appropriate and 

inappropriate teacher self-disclosure. Altogether 60 respondents (54%) commented on teacher 

self-disclosure topics.  Topics of teacher self-disclosure included personal experiences/stories, 
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personal family/relatives/friends, and personal interests/hobbies/likes and dislikes, which were 

considered appropriate teacher self-disclosure topics. Personal opinions were very divisive 

among the respondents regarding its appropriateness and inappropriateness. Topics also 

included personal beliefs/political perspectives, family/relatives/friends, and 

marriage/sex/alcohol/abortion/other personal behavior, which were considered to be 

inappropriate. Table 3 shows the number of respondents regarding appropriate and inappropriate 

topics of teacher self-disclosure.   

Personal experiences/stories received the most favorable responses as appropriate teacher 

self-disclosure. More interestingly, 28 respondents believed that personal experiences/stories are 

appropriate self-disclosure topics. They expressed their acceptance and support in the following 

comments:  “I think that [it] is appropriate for teachers to share personal stories,”, and “ talk[ed] 

about past experiences that you have had that relate to the topic at hand is completely 

acceptable;” 

Table 3  

Topics of Teacher Self-disclosure 

 Appropriate Inappropriate Total 
Personal Experiences/Stories 28 1 29 
Personal Family/Relatives/Friends 8 4 12 
Personal Interests/Hobbies/Likes & Dislikes 7 2 9 
Personal Opinions 5 3 8 
Personal Beliefs/Political Perspectives 1 6 7 
Personal Marriage/ Sex/ Alcohol/ 
Abortion/Other Illegal Behaviors 

3 20 23 

Others 3 3 6 
 

 “It was [OK] for teachers to give personal experiences while teaching;”  “Some things I think 

that would be good to share would be stories of growing up…”;  “I think that if that story helps 

the students to better relate to the topic, then it is a wise idea.” Some respondents provided the 
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rationales for teachers’ use of personal experiences/ stories based on effective learning. For 

instance, one respondent pointed out “Relevant stories and past experiences will enhance a 

student's interest as well as give them an ' ‘anecdote’ that will be more easily remembered when 

taking a test and using the information throughout life.”  Another similar response was that when 

a teacher talks about his or her personal experiences/stories, he or she can “make his/her class 

laugh,” or  “brings the lesson to a real life situation that the students can learn from, they may 

feel more at ease and learn more efficiently.” Other responses showed that when a teacher shares 

a personal story, it ”makes class more interesting and more comfortable,” and “makes students 

feel closer to them by showing them a piece of you outside of the classroom.”  

Other topics such as family/relatives/friends and personal interests/hobbies/likes and 

dislikes/emotional feelings were considered appropriate within limits. Eight out of 60 

respondents pointed out that it is good for teachers to share their experiences about their family, 

relatives and friends. However, four of them thought that family life should be entirely off limits 

in the schools. One respondent wrote: 

              I had another teacher that brought in a family photo to class I thought it was unneeded. Nobody else did so it 

was weird. The focus should be the class subject, know if he the teacher had incorporated the [ph]oto into the  

lesson I could understand but I remember it being like a 10 minute show in tell in 10th grade. Awkward. He 

also talked about his personal life in class and I never did understand that. He felt comfortable talking to us 

about life and I think that is all he meant but the time could have been used on the subject which was English,  

not his old girlfriend from high school that he was keeping in touch with know.  

Among nine respondents that mentioned personal interests/hobbies/likes and dislikes as 

topics of teacher self-disclosure, seven of them thought that personal interests/hobbies/likes and 

dislikes are appropriate self-disclosure topics and they expressed their acceptance and support. 

They think positive, appropriate personal interests/hobbies/likes and dislikes “include sharing 

your personal hobbies, talents, likes, and dislikes, with the class,” “your favorite foods are, 
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movies, books” “or what kind of music you like, foods that you like, your favorite 

baseball/football team” and “ horseback riding, bird watching, playing sports, etc.” Although 

personal interests/hobbies/likes and dislikes were considered as effective, one respondent offered 

the following example of inappropriate use:  “I had a teacher once who was very fond 

of porcelain dolls. Every time we didn't feel like learning something in class we would ask her 

something about dolls and she talked about this subject for up to an hour. Self-discloser should 

not interrupt with your teaching.” 

Offering personal opinions was considered more controversial. Among eight responses 

regarding personal opinions, five out of eight respondents thought that personal opinions can be 

used because they “ brings the lesson to a real life situation that the students can learn from,” 

“add insight into the educational experience.”  However, three respondents expressed different 

insights. One respondent stated some opinions that hurt students. Inappropriate self-disclosure 

would include opinions that might hurt a student's feelings or offend a student.  For instance, a 

teacher could say that he/she thinks that people who don't go on to college are not going to find a 

good job after high school.  Not only is this statement untrue, but it also is capable of upsetting 

students and is, therefore, inappropriate teacher self-disclosure. Another two respondents 

believed that teachers should refrain from self-disclosing their “opinions on controversial 

issues.”  

Results showed that some topics were perceived to be, in large part, inappropriate. Topics 

of personal beliefs/political perspectives and personal marriage/sex/alcohol/ abortion/other 

behavior were generally cited as inappropriate topics of teacher self-disclosure. Among seven 

responses, only one response stated that positive and helpful revelations about personal beliefs 

“can increase your effectiveness in communicating subject matter to the students, because the 
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students will understand more about ‘who you are and what you represent.’  This will make your 

communication easier and more effective.” Six other responses agreed that personal beliefs and 

political perspectives are controversial and  “should be left unsaid.” One respondent remarked 

about the possible negative effect, “Discussion of these issues may offend some people and/or 

cause others to retaliate in a dangerous way.” Another respondent bitterly released his/her 

complaint about his/her teacher’s disclosure:  

              I had a Geometry teacher who constantly gripped about how negatively affirmative action affected him, and 

how various teachers got positions that should have been rewarded to him.  I grew almost resentful of this 

teacher because his self-disclosure was inappropriate and filled with his bitterness.  

This comment showed that teacher self-disclosure is really a touchy issue to which teachers 

should pay careful attention.  

          Hook (2002) investigated pre-service teachers' perceived barriers for implementing 

multicultural curriculum with pre-service teachers as they began their teacher education program. 

Difficulty Discussing Sensitive Topics (including Religion in the Classroom and Creating 

Controversy) was identified as one of the four themes of barriers. Hook found that eight students 

considered religion to be a highly difficult topic to include in the classroom, and that they 

expressed their concern regarding the separation of church and state.  Results demonstrated that 

three students identified controversy as a major concern for implementing a diverse curriculum 

and they expressed their difficulty being politically correct all the time.  

The reason that pre-service teachers considered religion to be inappropriate topics is 

because of the first phrase of the first Amendment of the U.S. Constitution -- the establishment 

clause, which requires a wall of separation between church and state. Religious teaching in the 

public schools is limited accordingly; public schools must remain neutral on religion.  To remain 

neutral, religion is often eliminated from the curriculum. Teachers in public schools are not 
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permitted to, do not like to, and do not know how to talk about religion in their classroom 

teaching.  However, teaching about religion is constitutional and necessary. Teachers should help 

students examine the role of religions in history, politics, life style, art, music, and the other 

aspects of culture. 

   Pre-service teachers should learn that it is unconstitutional for public schools and their 

employees to observe religious holidays, promote religious belief, or practice religion. Teacher 

education programs should also design effective programs for increasing pre-service teachers’ 

understanding of teaching about religion.  To end the confusion regarding teaching religion in 

public schools, Richard W. Riley, U. S. Secretary of Education, wrote, in 1995 and revised, in 

1998, Religious Expression in Public Schools, a statement of principles regarding to which 

extent religious expression and activity are permitted in public schools. These guidelines helped 

school officials; teachers, students and parents find a new common ground on the important issue 

of religious freedom consistent with constitutional requirements.         

Suggestions and experiences that recent scholars have offered may help pre-service 

teachers better understand teaching about religion in public schools.  Marshall (2003) argued that 

teachers require special clarity in order to handle questions of religion appropriately—and 

legally. She provided 12 scenarios and the followed discussion of the answers. Dever, Whittaker,  

& Byrnes (2001) provided suggestions and guidelines for developmentally appropriate and 

educationally and constitutionally sound religious instruction across grade levels in public 

elementary school classrooms. These studies provided resources to support   pre-service teachers 

in their efforts to help students foster their understandings of and respect for the perspectives and 

religious traditions of others, and enable them to understand how religions and religious beliefs 
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have shaped cultures.  In this way, pre-service teachers may learn how to self-disclose their 

religious beliefs properly.  

Another topic perceived to be generally inappropriate is marriage/ sex/ drug/ 

alcohol/abortion/ illegal issues. Data showed that 17 out of 20 respondents agreed or strongly 

agreed that marriage/sex/drug/alcohol/ abortion/illegal issues were very inappropriate topics of 

teacher self-disclosure and that teachers should not talk about them in teaching. Some expressed 

their attitudes with very firm tones. For instance, one respondent stated, “I would NEVER 

suggest that a teacher talk about her sex life.” Another similar remark was, “It would be very 

inappropriate for the teacher to share his/her traveling stories that deal with drinking, drugs, sex, 

etc.” Obviously, such topics were not considered appropriate topics for a teacher to self-disclose.  

Regarding the reason for their opinions, one respondent explained that self-disclosing 

these topics “will discredit and degrade your authority and possible the trust students have for 

you [teachers]” Another respondent worried that these topics “could be seen as a threat to your 

teaching abilities.”  One respondent strongly suggested, “A classroom settings is neither the time 

nor the place to bring up anything about sex, unless it deals with the lesson or is in sex 

education.” Another response pointed out that self-disclosure topics might be inappropriate 

because of the students’ age.  The respondent stated, “I don't think teachers should talk about or 

discuss material not appropriate with the age range.”   

Among the six identified topics of teacher self-disclosure, personal experiences/stories 

were perceived as appropriate teacher self-disclosure. Family/relatives/friends and personal 

interests/hobbies/likes and dislikes/emotional feelings were considered generally  appropriate   

teacher self-disclosure. The results indicated that disclosure of personal opinion is a controversial 

topic with evidence showing that some considered it appropriate while others did not. Agreement 
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was made that the topics of personal beliefs/political perspectives and topics of marriage/ sex/ 

drug/ alcohol/abortion/ illegal issues are inappropriate.  

Results suggest that in future research it would be interesting to explore mechanisms that 

can be used by the teacher to establish the legitimacy of greater self-disclosure.  For example, the 

statement of teachers’ personal opinions can be used as a strategy with mature students to alert 

them to teacher bias and to show the need for them to make their own judgments about the same 

issues.  

Purposes 

Downs, Javidi, & Nussbaum (1988) studied the purposes of teacher self-disclosure and 

found that the major purpose is to clarify teaching materials. Gregory (2005) found that major 

purposes of teacher self-disclosure include clarifying material, relating material to the real world, 

making lessons more interesting, admitting personal bias, and making personal connections with 

students. In this study, 18 out of 107 respondents mentioned purposes of teacher self-disclosure. 

All of them talked about what purposes would be appropriate regarding students’ academic 

learning, affective learning and some other aspects.  

Four respondents believed that teacher self-disclosure should be “educational,” and/or be 

“used as instructional tools” with the intention that the discussion between teachers and students 

would have some positive impact on the students or “enhance a learning topic.”   Moreover, a 

couple of students pointed out that teacher self-disclosure should be intended to enhance the 

learning environment in the classroom to “gain the child’s attention in the classroom.” 

 It is strongly evident that another ten respondents believed that teacher self-disclosure 

should be delivered with the aim of enhancing students’ affective learning. They mentioned that 

teacher self-disclosure should be a tool for a teacher to “gain the trust” of the students, “provide 
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wisdom to the students,” inspire or motivate students, teach students “a quick or moral lesson,” 

and  “help students make proper decisions and develop proper values.”  

These responses mentioned above showed the appropriate motivations or purposes of 

teacher self-disclosure.  Five remarks pointed out that some teacher self-disclosure is not well 

meant. Teachers brag about themselves, belittle their students, or just aim at “making the teacher 

look like a big shot or getting a laugh from the students.” For instance, one response stated, “I do 

not think it is appropriate for a teacher to brag about achievements.”  

A few respondents cited teacher “bragging and satisfying their egos” as inappropriate 

self-disclosure they had encountered. The majority of responses confirmed that most teacher 

self-disclosure was educational self-disclosure that enhanced students’ learning.   

  Five remarks pointed out that some teacher self-disclosure is not well meant. Teachers 

brag about themselves, belittle their students, or just aim at “making the teacher look like a big 

shot or getting a laugh from the students.” For instance, one response stated, “I do not think it is 

appropriate for a teacher to brag about achievements.”  

Curriculum includes goals and objectives, the learning environment, curricular content, 

curricular materials and activities, and the teacher’s role (Wardle & Cruz-Janzen, 2004, p.149). As an 

informal curriculum, teacher self-disclosure should also be used for different purposes. Results 

confirmed the findings by Downs, Javidi, & Nussbaum (1988), who found that the major 

purpose for instructor use of self-disclosure is to clarify teaching materials. Among the 

appropriate purposes of teacher self-disclosure found by Gregory (2005), Results support the 

appropriate purposes such as clarifying material, relating material to the real world, making 

lessons more interesting, and making personal connections with students but one purpose 

admitting personal bias.   
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Pre-service students believed that teacher self-disclosure should be aimed to enhance a 

learning topic, to enhance the learning environment in the classroom to attract students’ 

attention, to gain the trust of the students, to motivate students, and the like.    

Consideration of students  

 McCarthy & Schmeck (1982) studied teacher self-disclosure and its effects on learning 

with the consideration of gender. However, no studies were found to consider students’ age, 

cultural background, etc. as a dimension of teacher self-disclosure.  In this study, some 

respondents expressed their opinions about the consideration of students. There was general 

agreement that teachers should consider students’ age, grade, and their maturity levels. Out of 

107 respondents, 12 responses were identified to mention the relevance of appropriate teacher 

self-disclosure and students’ age or grade level. According to the responses, teachers should 

consider students’ age, grade level, or “the maturity level” when they self-disclose in classroom 

teaching in order to prevent students from receiving harmful information. Just as a respondent 

mentioned, “What is appropriate for the 12th grade student[s] may not be appropriate for the 4th 

grade student[s],” “so maturity and age should carefully be taken into consideration with all 

forms of self-disclosure.” 

One response revealed that, as the grade level increases, the students’ maturity level 

increases; therefore, teachers may safely self-disclose something in a higher grade level that 

might not be appropriate in a lower grade level. The following comment is a good explanation: 

              I really believe that it depends on the situation, the topic, and the age of the students.  I had one teacher in high 

school that told us that she had an abortion when she was 16.  We were doing a debate on abortion and 

whether it should be legal or illegal.   That was a tremendous thing to share with the class.  Was it right for her 

to tell us that?  Who knows, but her personal story of abortion really opened the eyes to many students in my 

class and changed their views of abortion.  I do not find anything wrong with what the teacher told us.  We 

were seniors in high school, adults, and many of students at my school were pregnant and some had abortions.  
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What teachers say, perceive, believe, and think can support or thwart students (Nel, 1992).   

Teachers should consider the developmental and educational interests and needs of each student in 

their classes (Wardle & Cruz-Janzen, 2004). Constructivist approach acknowledges that children 

come to school with some constructed knowledge about many things and that the interaction of 

past and present linguistic, sociocultural, and cognitive constructions help the understanding of 

children’s development and learning. García (1999) stated that a more appropriate perspective on 

learning is one that recognizes that learning is enhanced when it occurs in contexts that are 

socialculturally, linguistically, and cognitively meaningful for learners (p. 114). Consideration of 

students’  gender, grade level, and feelings as teachers use self-disclosure is to develop an in-depth 

understanding of the “meaning-making” process and a strategy for enhancing students’ learning, i.e. 

such self-disclosure will make what teachers say easy to be accepted by students. Therefore, teacher 

education programs should make efforts to provide tools, techniques, and approaches to assist pre-

service teachers to become familiar with the problems related with students’ cultural background, 

gender, grade level and feelings. 

       Teachers perceive male and female students differently in classroom behavior, their 

academic achievements, etc. may partially result from their biological characteristics, and partially 

result from gender-role stereotyping that has been passed from the history. Teacher education 

program need to help pre-service teachers understand the different behavior between male students 

and female students in the classroom, and help them diminish their negative gender-role 

stereotyping toward both male and female students, and teach them to maximize the teaching 

equality and teaching quality of both male and female students.  

Relevance to Teaching Materials 

Sorensen (1989) defined teacher self-disclosure and asserted that teacher self-disclosure 

can be relevant or irrelevant to teaching materials. In this study, some respondents discussed the 
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appropriateness and inappropriateness of teacher self-disclosure relevant or irrelevant to teacher 

self-disclosure. Among 107 respondents, 35 mentioned that whether teacher self-disclosure is 

relevant to the teaching materials could cause appropriate and inappropriate teacher self-

disclosure.  Seventeen out of 35 respondents stated that teacher self-disclosure relevant to 

teaching materials is appropriate self-disclosure; 11 respondents agreed on that, but meanwhile, 

they also indicated that teacher self-disclosure irrelevant to teaching materials is inappropriate 

teacher self-disclosure. Four other respondents also revealed that irrelevant teacher self-

disclosure is inappropriate.  However, three exceptional respondents indicated that even 

irrelevant teacher self-disclosure is acceptable.  

Among the 35 responses, 28 responses identified appropriate self-disclosure means 

“telling things about yourself that deals with course material,” “[being] to the point,” “[being] 

relevant or connected to the lesson plan’, to name a few. Several responses reflected the reason 

why the respondents thought that relevant teacher self-disclosure is appropriate because of  the 

results it might produce such as “a better explanation,” “enhance a student’s interest,” better 

learn the material.” Here is one representative remark about the relevance and appropriateness of 

teacher self-disclosure: 

              I think one of the best things a teacher can do, is disclose information about his or her past the relates to the 

topic being discussed in class.  Relevant stories and past experiences will enhance a student's interest as well as 

give them an "anecdote" that will be more easily remembered when taking a test and using the information 

throughout life.  Students learn better when they have examples and know how it relates to life, which is why 

project-based learning is so valuable. 

Out of the 35 responses, we also found 15 responses that discussed about irrelevant 

teacher self-disclosure and its inappropriateness. They strongly agreed that disclosure of subject 

matter completely unrelated to teaching material is inappropriate. Just as one respondent stated, 
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“I feel it is not acceptable for teachers to disclose personal information about his or her self 

without relating to the curriculum.  Such information is not only inappropriate but unnecessary to 

the learning experience.” Another remark pointed out, “Some teachers tend to tell stories that do 

not relate to the subject at all and valuable teaching time is wasted.” One response revealed a 

very strong negative attitude toward irrelevant teacher self-disclosure, saying,  “Some teachers 

have a tendency to tell you about things in their life that has nothing to do with what they are 

teaching. To me this can be somewhat frustrating and annoying,” the respondent said. Similarly, 

negative feelings can be identified in such situations in which  “some teachers can let their 

stories get way off topic and away into their personal lives.”  

  While 32 out of 35 respondents supported that relevant teacher self-disclosure is 

appropriate and that irrelevant teacher self-disclosure is inappropriate, three responses 

maintained that even if teacher self-disclosure does not pertain to the content, it still helps 

students’ learning. For instance, one comment stated, “I liked it when I had teachers talk about 

stuff that didn't pertain to what we were learning in class. It gives your mind a break and makes 

it easier that day to keep learning.” Another respondent considered that “I think there is a lot that 

we can share about ourselves with our students, and it doesn't necessarily have to pertain only to 

course material. I think that it is very important for a teacher to develop a real, caring 

relationship with his or her students.  A great way to do this is to show your students that you are 

a real person with a real life.”  

The other respondent posed a very controversial topic in education regarding the role of 

education. The respondent insisted that teachers should discuss with students things that are not 

necessarily related to course content because, “ A school was and is always going to be a social 

experiment. Students and teachers don't interact in a purely professional manner, but in a manner 
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that still exchanges information in the appropriate way conducive to learning.” This thought-

provoking remark suggested that, although the self-disclosure is not related to the teaching 

content, it may be related to and fit for students’ other learning needs. Consequently, such 

teacher self-disclosure may help students learn both academically and socially. This opinion is 

supportive evidence for the theory that school education should be for socialization as well as for 

academic learning.  

Based on the discussions above, it seems safe to conclude that, in order to help students 

understand the content better, teacher self-disclosure relevant to teaching content should be 

appropriate. However, teacher self-disclosure irrelevant to teaching content may or may not be 

appropriate. Thus it is unsafe to assert that irrelevant teacher self-disclosure is inappropriate. 

This question is worthy of further investigation.   

Most participants encouraged teacher self-disclosure relevant to teaching materials.  Such 

teacher self-disclosure enhances understanding and increases interest. Only a few participants 

would encourage teacher self-disclosure that is irrelevant to teaching materials.  Three students 

vigorously argued, that even though teacher self-disclosure is irrelevant to the teaching materials, 

it is still appropriate and meaningful, because it enhances the learning environment.  

Amounts and Degree of Intimacy 

While Cayanus, Martin and Weber (2003) found that amount of teacher self-disclosure 

has a positive relationship with cognitive learning, other studies failed to find the positive 

relationship between amount of teacher self-disclosure and students’ learning outcome 

(Nussbaum & Scott, 1979; Sorensen, 1989; Walker, 1999; Minger, 2004; Cayanus and Martin, 

2004). Downs, Javid, & Nussbaum (1988) found that award-winning teachers self-disclosed less 

than the non-awarded teachers. In this study, pre-service teachers agreed that a moderate amount 

of teacher self-disclosure is appropriate and that too much self-disclosure is inappropriate. 
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Several respondents believed that appropriate teacher self-disclosure is important and necessary, 

but that its amount should be modest. Their opinions were revealed by the responses such as 

“certain amount,” “so long as it is short and does not take up too much learning time,” so much 

that it is enough for the students,” “to a certain degree,” and “glimpses into [teachers’] life.” 

These comments do not specify amount and it is probably impossible to quantify teacher self-

disclosure. Nevertheless, these comments indicate that teachers should exercise some control and 

avoid disclosing too much.  

The 11 respondents articulated their confident judgment that disclosing too much 

information, disclosing too frequently, and taking too much time is inappropriate teacher self-

disclosure. They argued that taking too much time  “takes away valuable instruction time” and 

“does not contribute to the lesson” , and that too much information makes “the students 

uncomfortable, upset, or confused.” One response stated that teachers should not self-disclose 

“every single class.”  

The comments on the amount of self-disclosure also revealed that a moderate amount of 

self-disclosure is appropriate and constructive, whereas too great an amount of self-disclosure, 

too frequent self-disclosure, and self-disclosure that takes too much time may lead to negative 

outcomes.  

A good teacher-student relationship creates a positive learning environment. According 

to 14 responses, teachers need to draw the line between encouraging a good relationship and an 

intimate relationship. One respondent suggested that teachers and students should relate to each 

other “on a semi personal level.” Quite a few of the responses affirmed that if teachers and 

students keep “buddy-buddy” relationship or the relationship similar to family or friends, 

teachers might disclose overly personal or intimate topics which may be offensive or may make 
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students feel “uncomfortable, insecure or untrusting.” One respondent indicated, “A professional 

relationship should still be maintained even when sharing personal experiences.”  

There was agreement that moderation in the amount and frequency of teacher self-

disclosure is appropriate and constructive, whereas too much, too long, and too frequent self-

disclosure is inappropriate and likely leads to negative outcomes. Teachers were discouraged 

from disclosing intimate relationships, as such teacher self-disclosure often makes students feel 

uncomfortable.  

Teacher Judgment  

  Results suggested the necessity for teachers to judge the appropriateness of all 

information before it is disclosed. On the subject of what is appropriate and inappropriate self-

disclosure, 14 respondents discussed the differentiations between these. Eight respondents 

insisted that there should be a line between appropriate and inappropriate teacher self-disclosure, 

and that teachers should know where is drawn the line. However, results also showed that six of 

the 14 respondents mentioned that there is a very fine line between appropriate self-disclosure 

and inappropriate self-disclosure, and they stated the difficulties with differentiation between 

what is appropriate and what is not, because “the line between appropriate and inappropriate 

disclosure is very blurred.” Concerning several aspects such as the amount and degree of 

intimacy, the topics of teacher self-disclosure, the teachers’ purposes, the relevance to the topics, 

students’ age, etc., a teacher can inappropriately cross that line if they do not use teacher self-

disclosure cautiously. One response pointed out that  “it’s important as a teacher to know the 

boundaries between the two.”  

Good judgment acts as a condition or basis for proper behaviors. Twenty-four responses 

mentioned the exercise of good judgment about appropriate and inappropriate teacher self-

disclosure. Some of them thought that it is necessary and possible for teachers to exercise good 
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judgment, although it is not very easy. They suggested that teachers should “use their best 

professional judgment” or use their “common sense” for their judgment. What is their best 

professional judgment and common sense?  As well as aspects such as amount and degree of 

intimacy, topics of teacher self-disclosure, teachers’ purposes, relevancy to the topics, and 

students’ age, one response suggests that a teacher must keep a balance between these aspects; 

another two responses revealed that teachers need to be careful and “don’t let it get out of hand” 

to avoid potential negative outcomes. Some people may think that it is quite difficult to render 

sound judgment because of the complicated factors; however, teachers can still do it well if they 

are cautious and sensible as the following remark states: 

              One needs to keep in mind the context they are in when disclosing personal information.  Not just teachers, 

but everybody.  But for a teacher, one must remember they are in a classroom- a place where the teacher is 

attempting to create a learning community.  The objective is to facilitate student learning.  If one remembers 

this, it should not be difficult to judge whether a certain item of disclosure is appropriate or not.  Is this 

information conducive to my student's learning?  Does it fit in with the community of our classroom? 

The negative results from poor judgment and practice of teacher self-disclosure have also 

been discussed in this response:  “This is a really important question, as it could probably get you 

into hot water faster than anything else. [For] one bad judgment you could loose the respect of 

your students for the rest of year or beyond.” This comment clearly indicates the significance of 

exercising good judgment. 

Summary  

 In this study, six self-disclosure themes emerging from data set consisted of topics, 

relevance to teaching materials, amount and degree of intimacy, purposes, consideration of 

students, and teacher judgment. These six topics of teacher self-disclosure were identified: 
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personal experiences/stories, personal interests/hobbies/likes and dislikes, personal opinions, 

personal beliefs/political perspectives, family/relatives/friends, and marriage/sex/alcohol/ 

abortion/other personal behavior. Personal experiences/stories received the most favorable 

responses as appropriate teacher self-disclosure. Other topics such as family/relatives/friends and 

personal interests/hobbies/likes and dislikes/emotional feelings were considered appropriate 

within limits. Offering personal opinions was considered more controversial. Some reported that 

personal opinions enrich students’ experience, while others argued that such teacher self-

disclosure should be avoided. Topics of personal beliefs/political perspectives and personal 

marriage/sex/alcohol/ abortion/other behavior were generally cited as inappropriate topics of 

teacher self-disclosure.   

For the purposes of teacher self-disclosure, a few respondents cited teacher “bragging and 

satisfying their egos” as inappropriate self-disclosure they had encountered. The majority of 

responses confirmed that most teacher self-disclosure was educational self-disclosure that 

enhanced students’ learning. There was general agreement that teachers should consider 

students’ age, grade and maturity levels.  

Another important evidence this study showed is the recognition of consideration of 

students’ gender, grade level, their emotions in teacher self-disclosure and teaching. Teachers 

should consider students’ needs and situation to maximize teaching quality and equality.     

With regard to teacher self-disclosure relevant or irrelevant to teaching materials, most 

participants encouraged teacher self-disclosure relevant to teaching materials.  Such teacher self-

disclosure enhances understanding and increases interest. Only a few participants would 

encourage teacher self-disclosure that is irrelevant to teaching materials.  Three students argued 
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that even though teacher self-disclosure is irrelevant to the teaching materials, it is still 

appropriate and meaningful because it enhances the learning environment. 

 Concerning the amount and depth of teacher self-disclosure, there was agreement that 

moderation in the amount and frequency of teacher self-disclosure is appropriate and 

constructive (without defining what is “moderate”), whereas too much, too long, and too 

frequent self-disclosure is inappropriate and likely leads to negative outcomes. Teachers were 

discouraged from disclosing intimate relationships, as such teacher self-disclosure often makes 

students feel uncomfortable.  

What remains is to establish criteria for making the judgments required for effective use 

of self-disclosure – the more difficult task for future research. Participants were almost evenly 

divided about the ease of drawing a line between appropriate and inappropriate teacher self-

disclosure. Nuances of amount, degree of intimacy, topics, teacher purpose, and student context 

all require judgment. Sound professional judgment and common sense are easily touted but are 

difficult to define.  Students agree that there are negative outcomes if teachers exercise poor 

judgment.  

Understanding the positive limits of self-disclosure and the effects of appropriate and 

inappropriate teacher self-disclosure can help teachers use self-disclosure more effectively as a 

systematic instructional tool. Researchers suggest that additional research is needed to confirm the 

boundaries, dimensions, and alternative uses for this important interactive component of a positive 

teacher-student relationship.    

The importance of this study rests in the findings of six themes of appropriateness of 

teacher self-disclosure. The results suggested that teacher education programs enhance pre-service 

teachers’ understanding of classroom teaching regarding what they should or should not self-

disclose and teach, what purposes they should or should not set for their self-disclosure and teach, 
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and consideration of students’ cultural background, gender, feelings, and grade levels. Teacher self-

disclosure as an informal and living curriculum and its factors such as topics, purposes and 

consideration of students should be included in teacher education programs to enhance teacher 

quality.  
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Acquired Brain Injury: Classroom Strategies 

 
Abstract 
 
Acquired Brain Injury (ABI) is the leading cause of death and disability of children and 
adolescents, with a prevalence of 27 000 in the Ontario school system. Often children and 
adolescents with ABI are undiagnosed or misinterpreted in their homes and schools, 
being seen as developmentally delayed, unmotivated or as a behaviour problem. While 
these individuals do present with cognitive and externalizing behaviour problems, the 
brain injury remains invisible and they often receive ineffective and inappropriate 
interventions not specific to ABI difficulties. Proper identification and intervention of 
ABI related deficits would aid children and adolescents not only with reintegration into 
the home and school, but also allow for their optimal academic and social achievements. 
 
This workshop is dedicated to proper identification and intervention of children and 
adolescents with ABI, by teaching educators applicable guidelines and strategies. 
Educators will learn environmental adaptations and modifications for the school setting 
as well as effective interaction strategies to assist with psychosocial functioning. Video 
segments will demonstrate various classroom strategies. This workshop will facilitate an 
understanding of ABI, challenges that emerge as a result of ABI and strategies to 
alleviate the difficulty. 
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Acquired Brain Injury: Classroom Strategies 
 
 
Introduction 
Individuals with acquired brain injury (ABI) often present with characteristics that are 
mislabeled and misunderstood. For example, such individuals will have a tendency to say 
or act upon first instinct, without any consideration of appropriateness. This concept 
relates to disinhibition, a common result of ABI. Those that interact with an individual 
with ABI will not understand the cause of such behaviour, and will often label the 
individual as having a behaviour problem or just being socially inappropriate. This 
interferes with many aspects of life, including encounters in the classroom.  Individuals 
with ABI are in need of environments that optimize their abilties, not environments that 
exacerbate their deficits. Schools are ideal settings to assist students with ABI in 
developing compensatory skills and in optimizing existing skills and learning. As the 
front-line individuals who support these students, educators and education assistants need 
training and support to effectively address the needs of students with ABI. 
 
The “Educating Educators about Acquired Brain Injury” project team has developed a 
resource manual and website (www.abieducation.com) for educators and other 
educational staff. The project was funded by the Ontario Neurotrauma Foundation and 
designed to assist educators by providing them with professional resources and 
curriculum materials. The materials in the resource binders are designed to: (1) increase 
educators awareness of ABI (symptoms, characteristics), (2) outline academic, social and 
behavioural abilities and concerns, and (3) provide strategies for classroom use. This 
workshop familiarizes attendees with the basics around understanding ABI and its 
associated challenges, identification of students with ABI, and how to utilize intervention 
strategies within classroom settings. It will also focus on how to modify and adapt 
classrooms and other school environments as well as demonstrate effective interaction 
strategies that can assist with psychosocial functioning. It will utilize demonstrations and 
video sequences to foster an understanding of ABI and its associated challenges. 
 
What is ABI? 
Acquired brain injury (ABI) is any type of sudden injury that causes temporary or 
permanent damage to the brain. The injury is most often associated with some trauma to 
the head and while many individuals associate ABI with car accidents, the damage can 
also be caused by a fall or sports impact and may be due to other factors such as near 
drowning or illness (Savage & Wolcott, 1994; Teeter & Semrud-Clikeman, 1997). All 
brain injuries are unique injuries for a number of reasons. First, no two injuries are 
exactly alike, second the individual experiencing the injury has a unique pattern of 
experiences and aptitudes that will impact the recovery,  and third recovery from brain 
injury operates on several levels (physiological, functional, and neuropsychological).  As 
each injury is unique so to are the associated effects. The prognosis and outcome for a 
young person is variable and dependent upon multiple factors such as: site of injury 
(location), extensiveness of injury (the degree of tissue and physiological damage), 
etiology of injury, and the age at which the injury occurred (e.g. Banich, 1997). The 
child’s age at which the injury occurred is particularly important as it indicates how much 
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plasticity the brain has available to compensate for the injury and how much cognitive 
experience the child has to draw upon (Kolb & Wishshaw, 2001; Savage, 2000). Having 
sustained an ABI, a child can have difficulties in a great number of areas including 
cognitive, physical, and/or emotional/behavioral difficulties. Generally speaking, a child 
will often have difficulties in many of the areas that are valued and relied upon in 
education settings. 
 
ABI is often under-recognized and there is a profound lack of awareness of ABI in the 
very places where it can best be rehabilitiated such as the educational system. Estimates 
of the prevalence of ABI vary widely due to the inadequate reporting of the incidences of 
ABI, problems associated with the collection of statistics and the issue of mislabeling 
(see Pickett et al., 2004; Savage, 2001). The Canadian National Trauma Register 
identified 7,391 children under the age of twenty-one who had been admitted to hospital 
for head trauma during one calendar year and other estimates place the number of 
students with ABI in the Onatrio school system at approximately 27,000 (Segalowitz & 
Brown, 1991). Many children and young people go undiagnosed and while they will 
experience difficulties in the education system, the presentation of the difficulties 
associated with the injury may be falsely attributed to poor motivation or behavioural 
issues. 
 
The families of individuals with ABI most often shoulder the majority of the work 
associated with rehabilitation and yet receive the least amount of training and support. 
Sue Loyst, the mother of a student with ABI, has spoken eloquently about the plight of 
families in the aftermath of an ABI sustained by a child or young person. According to 
Sue. “The lives of these families are inescapably changed in a matter of moments. 
Without any preparation or training, parents and other members of the family are thrust 
into the worlds of medicine and insurance. The emotional impact of the situation is 
compounded by finding oneself lost in systems that seem both incomprehensible and 
inescapable.” The plight of families does not change after the immediate aftermath as any 
training or support that they garner is hard-won. Many of these families are desperate for 
any help or information that will assist them in reorganizing their lives and advocating for 
their loved one. They have barely begun to recover from the accident or illness of their 
child when they must also face the task of reintegration into schools. For some families 
the brain injury may not have been very prominent as their child struggled to survive and 
for others they may still be in denial that the child they have brought home from the 
hospital is not the child they used to know. 
 
Individuals with ABI frequently experience changes in how they relate to others and how 
they perceive themselves. Children and youth with ABI frequently experience social 
isolation and depression. While there may be physiological triggers for the depression 
that are related to the injury, there are also a number of triggers within the environment 
(i.e. stigma due to lack of awareness and understanding; lack of modifications; poor 
social interactions; high levels of frustration; and feelings of hopelessness) that can be 
effectively addressed or ameliorated within classroom settings. However, few educators 
have the training to know how to implement strategies or how to adjust when the strategy 
that worked yesterday is not effective a few days later. 
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Education Personnel 
The study of ABI and related strategies for managing ABI in the classroom is not covered 
in the majority of programs designed to provide education personnel with training at both 
the pre-service and in-service levels. A review of education acts as well as the related 
practice and policies within Canadian classrooms revealed a deep lack of understanding 
and awareness around ABI with very few exceptions (see Zinga, Bennett, Good & 
Kumpf, 2005). Prior to this review, some members of the project team conducted a 
survey to ascertain the knowledge base of practicing teachers with regard to acquired 
brain injury.  The survey was sent to 500 schools in 70 school boards throughout Ontario.  
The survey suggested that despite the fact that a significant proportion of the students in 
each classroom (which include responses from K to OAC classes) have different learning 
challenges, as far as the teachers could discern only 0.7% had experienced a brain injury 
(as compared to an expected rate of at least 5 times that rate) (Good, Bennett, & Zinga, 
2000).  
 
The survey also underscored the lack of awareness and knowledge about ABI that existed 
among educators. Teachers have misconceptions about the outcomes and effects of 
acquired brain injury.  For example, 80% of the respondents agreed that a mild brain 
injury can affect a child's ability to concentrate, learn and function in the classroom. 
Furthermore, 83% appreciated that different learning disabilities require different 
strategies to address them. However, only 61% of respondents accurately acknowledged 
that physical recovery from a brain injury does not indicate that the brain has also healed. 
Similarly, only 48% correctly agreed that brain injury can affect a student's self-
awareness and ability to regulate his/her behaviour and 4% correctly reported that having 
normal IQ scores after a head injury does not indicate that a child will be successful in 
the classroom.  Since, based on statistics alone, it is possible that 4% of the students they 
are responsible for could have an acquired brain injury, teachers, require and deserve 
more information and education about acquired brain injury. 
 
In the past five years, members of the project team have been recruited by boards of 
education and professional associations within education to provide workshops for 
education personnel on strategies for supporting individuals with ABI in the classroom. 
These workshops are just scratching the surface of what is needed out in the educational 
community. As the education system in Ontario continues to move towards its goal of 
being inclusive to all populations of children, particularly those with exceptionalities, the 
demand for teachers who are knowledgeable in a wide variety of areas is increasing.  This 
need for better prepared teachers combined with shrinking resources and a looming 
teacher shortage makes providing for the needs of all students difficult.  The Ontario 
Minister of Education has convened a committee to review current special education 
guidelines and policy and to implement new initiatives to better serve individuals with 
exceptionalities, include those individuals with ABI. As the recommendations of this 
committee are put into action through new policy initiatives, the need for professional 
development will increase at the in-service level and will result in pressure at the pre-
service level to increase training.  
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The “Educating Educators about Aquired Brain Injury” Project 
The project was initially funded by the Ontario Neurotrauma Foundation (ONF) and 
members of the project team developed a resource manual for education personnel 
(Good, Bennett & Kumpf, 2002). While this manual has created some awareness and 
provides strategies that address how best to assist individuals with ABI in the classroom, 
additional training needs exist. Various school boards have requested workshops that 
focus on assisting educators with direct examples of how to apply the material to the 
classroom and to specific cases. There is a need for more resources and training to be 
delivered in a manner that works within the limited schedule for professional 
development that educational personnel have available to them. To address that need the 
research team has expanded the development of resources to include brief film segments 
that provide educators with examples of how to implement strategies within the 
classroom. These videos could be implemented in pre-service and in-service training for 
educators as delivered under the current arrangements for accreditation through faculties 
of education.   
 
Additional funding for the project and the development of video resources was provided 
by a Knowledge Mobilization grant from ONF and a grant from the Provincial Centre of 
Excellence for Child and Youth Mental Health at CHEO. These grants have assisted the 
project team in developing an initial set of video resources and in making the 
improvements to the resource website that are currently underway. Additional funding is 
being sought to support the development of more resources.  

 
Conclusion 
Children and youth with ABI frequently face challenges that could be effectively 
addressed through specifically designed and effective interventions and access to 
resources. ABI is frequently an “invisible injury” as once the initial physical recovery 
from injury has occurred there may be no obvious external signs of impairment. 
However, there are often very noticeable social symptoms such as the loss of the ability 
to process and respond appropriately to verbal and non-verbal cues, which has a negative 
impact on social interactions. Children also struggle within academic interactions and the 
combination of the social and the academic often leads to many frustrating exchanges for 
both the student and the educator. This workshop is designed to assist educators in 
acquiring the skills needs to effectively implement strategies that will create better 
outcomes for all concerned. 
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Panel Session Overview 
 
This session will examine challenges posed by the needs of culturally diverse students to current 
policy with Canadian education. Specifically, it will address the tension between existing policy 
and practice and the needs of newcomer youth, black youth, and Aboriginal youth. Discussion 
will focus on future directions and suggested changes to current policy/practice. It consists of 
three presentations. An abstract of each presentation appears below. The paper for each is 
immediately following. 

 
Challenges Faced by Newcomer Youth in Ontario Schools 

Dawn Zinga 
 
Newcomer youth arrive in a host community with varied experiences and with a myriad of 
reasons for immigrating. For some youth, the process of immigration has been planned by the 
family and reflects the investment of a long period of preparation. Some are coming to join 
family who has already relocated while others are making the move on their own. For other 
youth, the move has been sudden and precipitated by violence or instability in their country of 
origin. While the majority of youth come with their families, there are increasing numbers of 
unaccompanied minors who arrive in Canada as refugees. Each of these individuals face the 
challenge of acculturating to a new country and a new community by making sense of his/her 
own past life experiences and building a new life. This presentation examines the challenges 
faced by newcomer youth (immigrant and refugee) within the education systems. It incorporates 
newcomer students’ views of their school experiences as expressed in focus groups. It also 
focuses on current policies and practices and what the education system do to assist in making 
the acculturation process easier and ensuring that each student is provided with the opportunity 
to reach his/her potential.   
 
 

Policy Implications of a Proposed Black-focused School Pilot Project In Toronto 
Megan Davis 

 
As educators struggle with ways to improve the academic achievement of black youth in Canada, 
the idea of a black-focused Canadian school pilot project in the Greater Toronto Area (GTA) has 
materialized. This proposed curriculum challenges the conventional educational environment by 
organizing itself around communal principles and non-hierarchal structures. The pilot project 
idea is being welcomed by black communities and the Equity Boss of Toronto District School 
Board (TDSB) as a strategy to provide educational equity to African Canadian Youth. 
Opposition regarding this idea has emerged from political parties and some community due to 
the failure to establish and create the terms that would define and develop such a system. 
Presently, policy makers claim that there is no concrete evidence to implement such a system 
into Canadian educational systems. The TDBS stopped collecting race-based statistics upon the 
amalgamation of the GTA, and as a result, does not have empirical evidence to support such a 
proposal. School board trustees now have to decide whether to pilot the project, or look for other 
ways to improve the drop-out rate for black youth in Toronto. The policy implications of the 
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current mainstream curriculum are apparent; if school boards continue to consent to the social 
and cultural reproduction of dominant class culture, this specific marginal group of children will 
continue to be at an educational disadvantage. 
 

The Role of the Berger Report in Addressing the Needs of Inuit 
Education in Nunavut 

Sherri Young 
 
Aboriginal children report feeling alienated, socially isolated, and painfully aware of the cultural 
disconnect between school and their home culture. There is clear evidence that the Canadian 
educational systems are failing Aboriginal children. Canadian statistics illustrate the potential 
consequences of these experiences in reports of lower graduation rates and high drop out rates as 
well as lower academic performance levels for Aboriginal students.  This presentation focuses on 
a consideration of educational policies and practice in Nunavut. This Canadian territory is 
predominantly Aboriginal and yet many of the teachers are non-Aboriginal. In an effort to 
preserve Aboriginal language and culture, the Ministry of Education provides instruction in 
Inuktitut only until grade 3/4, then introduces English-only instruction later in the elementary 
school years.  This creates a population who speak Inuktitut at home, English at school, and are 
fluent in neither Inuktitut nor English.  The Berger Report argues that ongoing bilingual 
education must be implemented in order to develop citizens ready for the workplace.  As a result 
of starting students in English-only instruction while they do not have the written or reading 
skills to do so, many fall behind and only one in four students in Nunavut today are expected to 
graduate high school.  Particular attention will be paid to developing policies that reflect the 
needs of the students and establishing a positive school environment. 
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Challenges Faced by Newcomer Youth in Ontario Schools 
 

 
Newcomer youth arrive in a host community with varied experiences and with a myriad of 
reasons for immigrating. For some youth, the process of immigration has been planned by the 
family and reflects the investment of a long period of preparation. Some are coming to join 
family who has already relocated while others are making the move on their own. For other 
youth, the move has been sudden and precipitated by violence or instability in their country of 
origin. While the majority of youth come with their families, there are increasing numbers of 
unaccompanied minors who arrive in Canada as refugees. Each of these individuals face the 
challenge of acculturating to a new country and a new community by making sense of his/her 
own past life experiences and building a new life. This article examines the challenges faced by 
newcomer youth (immigrant and refugee) within the education systems. It incorporates 
newcomer students’ views of their school experiences as expressed in focus groups. It also 
focuses on current policies and practices and what the education system do to assist in making 
the acculturation process easier and ensuring that each student is provided with the opportunity 
to reach his/her potential.   
 
 
Settling into a New Country 
 
Newcomer youth face a number of challenges associated with the process of acculturation 
associated with adapting to life in Canada. Research on acculturation in children and youth has 
focused on the consequences of changes in cultural context in a variety of contexts including the 
home, school and social realms (Berry, 1997; Berry, Poortinga, Segall & Dasen., 1992; Buki, 
Ma, Storm & Stom, 2003; Gutierres, Sameroff, & Karrer, 1988; Lazarus, 1997; Parke, 2000; 
Santisteban & Mitrani, 2003). More specifically, research in this area has explored the 
acculturation of young people (see Buki et al., 2003; Fuligni, 1998b; Berry et al., 1992; Berry, 
2003) from a variety of perspectives including but not limited to their acculturation strategies 
(Berry, 1997, 2003), family dynamics and child rearing practices (Buki et al., 2003; Fuligni, 
1998), and acculturation disparity between children and their parents and the associated conflicts 
(Lazarus, 1997; Kagiticibasi, 1989). This body of research is important as it reveals the 
importance of conflict, parent-child relationships, peer influences, and school influences in 
newcomer youth adjusting to a new culture. 
 
Settling into a new country is challenging. Newcomer youth often take on new roles and 
responsibilities in the family that may interfere with their ability to concentrate on school.  
Researchers have found that found that children in immigrant households take on care-giving 
and other household tasks in addition to helping their families adjust to the new country of 
settlement by acting as interpreters and assisting their parents with correspondence, applications 
and bills (Orellana, 2001; Valenzuela, 1999). Youth are more likely to find themselves taking on 
adult roles, especially if their English skills exceed those of their parents (Puig (2002). The youth 
also frequently work in family businesses or contribute economically in other ways. Song (1999) 
found that young people’s work in family businesses made a significant contribution and was 
often seen as necessary to the family’s survival. The young people often did not see it as work 
but as a family obligation and while they were aware that they did not have the same childhood 
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as their non-working peers, they saw the survival of the family as more important. Yeh (2005) 
also found that immigrant children in high school were working long hours to support their 
families either through work in the family business or alternate employment in addition to 
household chores. While this work was often cited as interfering with school responsibilities and 
access to additional help for schoolwork, it was also considered to be an important responsibility.  
Other researchers have also found instances of immigrant children working in family businesses 
(Connelly, Zu, Chan & Schlein, 2005) in ways that interfere with school.  
 
There are a numbers of stressors that young people commonly face during their adjustment to a 
new country. These stressors can include dealing with emotional and psychological issues 
connected to negative experiences, disruption and dislocation (Fantino & Colak, 2001). While 
the move itself is often very stressful, the period of resettlement includes a sense of instability 
and the stress of adapting to new ways of doing things. This can be further complicated by 
language difficulties, which may also act to interfere with the youth’s ability to access needed 
services. Fantino and Colak claim that even as the newcomer youth struggle to understand the 
practices and norms within their new community, their own cultural practices are often 
misunderstood in multiple settings such as education and those related to health and social 
services leading to miscommunications and increased difficulty in accessing services.  
 
Hyman, Vu and Beiser (2000) agree that newcomer youth face challenges in school, family, and 
social settings. Their school experiences are often characterized by marginalization and cultural 
conflict while at home, youth experience trouble communicating with their parents and dealing 
with parental expectations. In social setting newcomeeryouth seek to make new friends and 
social connections while trying to resolve internal conflicts around their own ethnic identity and 
values.  
 
Newcomer youth face significant challenges in many aspects of daily life. According to Ngo and 
Schleifer (2005), youth face “diverse linguistic, acculturative, psychological, and socioeconomic 
challenges.” These challenges are compounded by a lack of coordinated service delivery and 
difficulties in obtaining accessible, and sustained assistance. Educational systems have an 
important role to play in addressing the needs of newcomer youth as these systems can not only 
provide education but also assist in the integration and resettlement of immigrant youth. 
However, the education systems face significant challenges n responding the needs of newcomer 
youth.  
 
 
Canadian Education Systems and Diversity 
 
Diversity within the classroom poses many challenges for the educational system and yet these 
are challenges that can be successfully addressed. Researchers have argued that the Canadian 
educational system does not adequately reflect Canada’s multicultural society (i.e. Anchan & 
Holychuk, 1996; Banks et al., 2001; Epstein, 1998; Henze et al., 2000) and questions remain 
about the current state of students’ intercultural awareness and sensitivity and whether or not 
schools have made adjustments to reflect Canada’s tcultural diversity. While multicultural 
education policies began to surface in the late 1970’s in Canada (Echols & Fisher, 1992), it was 
not until 1988 that there was a large push toward multicultural education in Canada. This push 
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was triggered by the country’s legitimization of multiculturalism (Sogunro, 2001), mainly 
through the passing of the Canadian Multiculturalism Act in July 1988 (Edwards, 1992). Echols 
and Fisher (1992) found that multicultural education was seen as being poorly implemented, and 
almost a decade later Sogunro (2001) still showed a serious need for research to be conducted in 
multicultural education.  This is not to say that the implementation of multicultural education has 
not improved somewhat over the last decade, but that there are major issues that still need 
attention. 
 
While the delivery of ESL (English as a second language) programming is one of the major areas 
in which the educational system has attempted to address the needs of newcomer youth, it is also 
an area that needs significant improvement. According to Duffy (2004; 2005) Canada’s schools 
are failing newcomer youth due in large part because implementation and provision of ESL 
programming within the schools. Duffy’s claims have been substantiated through studies finding 
significantly higher dropout rates for newcomer youth that range from 74% (Watt & Roessingh, 
2001) to 60% (Siegel & Gunderson, in press) and are approximately 2.5 times higher than those 
reported for students in the general population. There is also clear evidence that newcomer youth 
are more likely to drop out of school once ESL programming has been removed (Siegel & 
Gunderson, in press; Watt & Roessingh, 2001) to 60% (Meyer, 2003; Siegel & Gunderson, in 
press).  
  
Another issue is that the Canadian educational system does not adequately reflect Canada’s 
multicultural society but instead maintains a focus on the dominant mainstream culture (see 
Anchan & Holychuk, 1996; Banks, Cookson, Hawley, Jaqueline, Nieto, Schofield & Stephan, 
2001: Epstein, 1998; Henze et al., 2000).  According to some of the researchers a curriculum that 
focuses on mainstream ideology marginalizes and devalues newcomer and minority youth while 
also depriving students from mainstream society of the opportunity to benefit from a wider world 
perspective and reinforcing misleading conceptions of other cultures.  

 
There are a number of other key challenges that face minority youth in the Canadian educational 
system. Educational institutions preserve and perpetuate social inequalities through structural 
and institutional dimensions of racism that continue to affect minority students in terms of their 
academic achievement and success (Henry, Tator, Mattis & Rees, 1999). Minority students also 
have lower achievement scores and higher drop-out rates in addition to facing marginalization 
and alienation within the educational system (Henry & Tator, 2006). According to minority 
youth, the school system often misrepresents, devalues, and contradicts the experiences of some 
students while simultaneously recognizing the experiences of other students (Codje, 2001; Dei, 
1996). This is reflected in the absence of a broad representation of world experiences in 
classroom discourse and textbooks (Codje, 2001; Dei, 1996). This misrepresentation and 
devaluing of cultures other than the dominant culture is present in curriculum design and in 
textbooks. Textbooks are often biased and tend to ignore or misrepresent people from other races 
and cultures (Henze, Katz, & Norte, 2000). This tendency for textbooks to provide an 
ethnocentric view of the world, denying or ignoring the history of other cultures leads to 
misconceptions about other races and contributes to racism.  
 
Newcomer youth and other students from non-dominant cultures are prone to issues regarding 
marginalization and low self-esteem, which also affects their success in school (Sogunro, 2001).  
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Culture has been linked to a student’s development of self-esteem, and self-esteem correlates to 
academic achievement (Sogunro, 2001).  Self-esteem and academic achievement create a vicious 
cycle in that when self-esteem is low it hinders academic achievement, and conversely when 
academic achievement is low the ability for positive self-regard is affected.  If biased educational 
practices hinder a child’s academic achievement their self-esteem will be negatively affected.  If 
a child is marginalized by peers, due to a lack of cultural knowledge, awareness, and sensitivity 
the child’s self-esteem and academic achievement will both be negatively affected.   

 
 
Newcomer Youths’ Views on Education  
 
Canadian school systems are struggling to address the needs of newcomer youth and 
experiencing some significant difficulties the provision of services to these students. Newcomer 
youth face multiple challenges but how do they see these challenges and what do they identify as 
being the issues? 
 
As part of a research project funded by the Social Sciences and Humanities Research Council of 
Canada, a number of newcomer youth participated in interviews and focus groups. The opinions 
and the experiences that the young people shared revealed the challenges within education that 
have been discussed through this paper.  The participating students had all immigrated with their 
parents in the past six years and attended various high schools in the Niagara region. While the 
conversations focused on school and school experiences, the young people made it clear that 
aspects of their lives overlapped. In the conversation, the young people identified issues with 
language, racism, school structures, and family employment. 
 
The youth all talked about ESL classes and language issues a great deal. In many ways they were 
happy with their experiences in ESL classes. One young man liked the diversity aspect of the 
class and stated, “kids in ESL work through activities in these ESL programs that help them 
better understand different cultures, they break down barriers and have an easier time accepting 
differences.” Many of the youth talked about how there was no segregation in the ESL class but 
in the main part of the school there was a lot of grouping and many ESL students didn’t associate 
with other ESL students outside of the ESL class. They also spoke about how big a barrier 
language was and that it was key to creating a future in Canada. Some of the students engaged 
each other on a discussion of what is was like to come to Canada with very few English skills 
versus coming from a country where there was a least some English commonly spoken. All 
agreed that coming in with at least some English skills was a definite advantage. They also 
discussed the difficulty of loosing ESL support. Another young man was angry about how his 
ESL supports had been taken away, he stated “I was finally holding my own and really starting 
to keep up and understand the work. I felt like I was getting somewhere and that I was were other 
kids in my class were and then it happened. The ESL teacher told me that I was done. I had 
“graduated” ESL because I could handle things now and there were other students who needed 
the program. It sucked. Without the ESL support the homework took at least twice as long and I 
started to fall behind. What was the point in trying when as soon as you accomplish anything, 
they make sure that you fail again.” Another students was also frustrated and she said, “I worked 
really hard to get through ESL and improve my English skills. I’ve been in the education system 
here [Canada] for more then seven years but when I applied to university they said I had to write 
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the English equivalency test. My whole high school education has been here without ESL 
support and I have to write an equivalency test! I guess my average doesn’t count.” 
 
Racism was another big topic of conversation and the youth made it clear that they saw it in their 
schools and in other parts of society. They talked about how at the schools they attended, the 
students segregated themselves racially, particularly at lunch. As one young women put it, “You 
know, you’d see the Black table and there would be a Muslim table and some White tables and 
Asian tables but you don’t see mixed tables or at least only a few and those are usually the weird 
tables.” The students also talked about racist comments that teachers would make and as one 
young man saw it, “I don’t think the teachers think before they speak, they say insensitive things 
in class but they don’t get it.” Several students also talked about how limited history was because 
it didn’t relate to other cultures or consider other viewpoints. One student said that this lack of 
knowledge adds to the racism, “When this other guy heard me talking in class about my country 
he said - Oh,  I know that place. Did you ever see the drug smugglers? How did you live, was it 
like in the mountains and stuff and you had a donkey? I was so mad but I didn’t bother telling 
him that my father was a professional and we had more than one car and a big house in the city 
and that the country was about a lot more than drugs.” The students talked about how common 
racism was and that it was just part of the day, they even worried about the pervasiveness of 
racism making them racist. As one youth put it, “It s just there and no one says anything so 
sometimes I wonder if I just said something racist when I wasn’t enough paying attention.” 
 
The young people were also unhappy with school structures and rules. As previously discussed, 
some didn’t like the way ESL was structured and taken away while others thought that teachers 
shouldn’t be able to say racist things in class. Several students also talked about religion in 
education. One young man said, “My parents wanted me to go to Catholic school because they 
think its more strict than the public school. But everyone there just assumes you’re Catholic. You 
have to attend he mass but then everyone know when you don’t go up for communion. They say 
it for quiet meditation if you’re not Catholic or you can go to this room but still everyone knows 
whether you’re in the church or off in this ‘meditation room’. I don’t see why I should have to go 
or attend the religion classes.” Others talked about how some of the rules were hard to get used 
to or not understanding why some things were allowed. All of them talked about how difficult it 
was in the beginning to figure out how things worked and that the way things worked in the ESL 
class was not the way they worked in the rest of the school.  
 
A number of young people also brought up family employment issues and talked about how 
difficult it was for their parents to find work. Some spoke of feeling betrayed by the system, as 
one young person put it “I was mad at Canada for calling themselves multicultural when they 
didn’t treat us fairly. My dad can’t get work because of his accent even though he has a lot of 
skills and was a professional before we came here. He needed those skills to get here but then 
they said no you have to recertify but the testing centres were too far away and it was 
expensive.” Others also shred stories about the employment difficulties that their families faced 
and their worries about how they would do when they looked for work. They also spoke about 
racism in hiring and how accents and other recognizably foreign characteristics worked against 
you. 
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Overall, the young people identified some significant issues within Canadian education and 
clearly faced barriers to success. These were in keeping with what had been identified in the 
literature. When asked how these issues should be addressed, the youth though that more 
services were needed and that some serious changes needed to be made to the ways schools 
provided education. They called for more multiculturalism in practice instead of just the policy. 
 
Future Directions 
 
It is evident from the research and from the voices of the youth that some significant changes 
need to be made to the provision of education. What is not evident is how those changes should 
be made. The strengthening and expansion of ESL services is a certainly needed, but how do you 
eliminate racism when it seems so pervasive. What approach do you use to encourage 
multiculturalism in practice? These question and others related to how best to address challenges 
faced by newcomer youth in Ontario schools need to be carefully considered. New resources will 
be needed and we need a plan not only about how to gain resources but also how to effectively 
use those resources to address the issues and remove the challenges.  
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Policy Implications of a Proposed Black-focused School Pilot Project in 
Toronto 

 
 
As educators struggle with ways to improve the academic achievement of black youth in Canada, 
the idea of a black-focused Canadian school pilot project in the Greater Toronto Area (GTA) has 
materialized. This proposed curriculum challenges the conventional educational environment by 
organizing itself around communal principles and non-hierarchal structures. The pilot project 
idea is being welcomed by black communities and the Equity Boss of Toronto District School 
Board (TDSB) as a strategy to provide educational equity to African Canadian Youth. 
Opposition regarding this idea has emerged from political parties and some community due to 
the failure to establish and create the terms that would define and develop such a system. 
Presently, policy makers claim that there is no concrete evidence to implement such a system 
into Canadian educational systems. The TDBS stopped collecting race-based statistics upon the 
amalgamation of the GTA, and as a result, does not have empirical evidence to support such a 
proposal. School board trustees now have to decide whether to pilot the project, or look for other 
ways to improve the drop-out rate for black youth in Toronto. The policy implications of the 
current mainstream curriculum are apparent; if school boards continue to consent to the social 
and cultural reproduction of dominant class culture, this specific marginal group of children will 
continue to be at an educational disadvantage. 
 
 
THE ‘HIDDEN CURRICULUM’ IN CANADIAN EDUCATION SYSTEMS 
 
One of the key ways students achieve academic success in Canada’s education system is by 
learning and complying with the mainstream curriculum. Each student is measured against his or 
her ability to absorb and reproduce dominant mainstream ideologies. As such, the ideologies 
incorporated in and guiding the structure of Canada’s education systems are significantly vital, 
and inadvertently determine a student’s success.  
 
Tyson (2003) identified two main goals of education: “to teach basic academic skills and 
knowledge [and the second is to transfer] … to students certain cultural values, attitudes and 
orientations” (p. 328). Reflecting on these goals, some researchers have argued that “schools 
function to reproduce dominant ideologies of society” (As cited in Dei, 1997, p.204), 
maintaining that the curriculum is used as a tool to preserve hegemonic ideologies within 
different educational contexts. One of the key issues discussed by Zinga and Davis (in press) is 
that Canada’s education system is allowing its curriculum to continue to reproduce only a white 
Eurocentric perspective. Tyson (2003) concurs by noting that students are expected to conform 
to the “mainstream white middle class, in order to access the rewards of society” (p. 327).  This 
is a vital problem because Canada’s population no longer reflects this perspective. According to 
the 2001 Canadian Census, more than 94% of visible minorities live within Canada’s 
metropolitan areas (As cited in Department of Canadian Heritage, 2005); with 36.8% of visible 
minorities living in Toronto. As a result, many minority groups are put at an educational 
disadvantage because they are not familiar with these hegemonic ideologies.  
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In many respects, the educational systems within Canada were initially based on structures and 
curriculum designed to assimilate ‘minority’ groups – i.e. those not identified as visible 
minorities. Several researchers confirm that this design is still apparent today however it is 
referred to as the ‘hidden curriculum’. The ‘hidden curriculum’ is a set of values and principles 
that are not explicitly expressed to students by their teachers (James, 2001). This core curriculum 
prepares students to conform and comply with authority, teaching them to regard social 
inequalities as natural, thus ensuring cultural reproduction. For example, Dei (1997) explains that 
Canadian schools teach knowledge that gives only some groups “recognition and validation” (p. 
204) thus denying this to marginal groups. Schools create discrimination toward marginalized 
groups through their institutional structure because it enforces hegemonic ideologies as primary 
over other knowledge. James (2002) concurs by pointing out that “nondominant social group 
members are often sources of counterhegemonic insights…because they reveal the reality of a 
life that defies or contradicts the rules” (p. 173). This is a problem because often students 
experience different realities at school than they do at home. These cultural differences at home 
and at school can heighten the possibly that a student will fail a class or drop out of school 
(Tyson, 2003). 
 
 
ORIGINS OF ‘A BLACK FOCUSED SCHOOL’ IN TORONTO 
 
The idea for a black-focused school has materialized periodically over the last twenty years in 
Toronto, as educators struggle with ways to improve the academic achievement of black students 
(Kalinowski & Brown, 2005). The Ontario Royal Commission on Learning, first proposed the 
idea in Toronto in 1991, and continued to propose the idea annually until 1995. In November 
1992, the Ontario Royal Commission supported an African-Canadian community working group 
by proposing that one predominantly black junior high school be created in each of the six 
Metropolitan Toronto municipalities (Case for black schools, 2005). The schools would have had 
a predominantly black and racial minority teaching staff and be open to students from a range of 
social backgrounds: racial, ethnic, socio-economic and immigrants. At that point, the Royal 
Commission called for school boards, academic authorities, faculties of education, and 
representatives of the black community to collaborate in order to establish what defined a black-
focused school, in an attempt to create and develop a proposal for a demonstrative school. 
However, in 1993, the concept failed to be implemented due to strenuous opposition, not just 
from white educators and politicians but also from other groups (Say no to black schools, 2005). 
Yet again in 2005, the proposal reemerged due to deep frustrations from many members of the 
black community over the inability of the current public system to educate black students 
effectively (Dei, 2005). “Classroom: Don’t separate students” (2005) states that the idea of 
black-focused schools will not go away; a handful of black parents and community groups have 
longed for the concept to be implemented.  
 
The leading argument against this proposal is that the TDSB lacks empirical evidence supporting 
this move (Classroom: Don’t separate students, 2005). This empirical evidence is lacking 
because in 1997 the TDSB stopped collecting race-based statistics upon the amalgamation of the 
Greater Toronto Area (GTA), despite the Royal Commission’s recommendation that province 
wide testing should be cross-referenced with students’ race, gender, cultural background and 
family income. Instead the board currently collects student success indicators that are sorted by 
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place of birth, and show how many credits teenagers have earned by the end of grade 10. If 
students do not have sixteen credits or more, they are considered at risk to graduate late or not at 
all. Due to this limitation, direct empirical evidence is hard to induce. However, from the 
evidence available, Kalinowski and Brown (2005) state that in the school year 2001/2002 the 
TDSB released statistics which showed that “54 percent of students born in the English-speaking 
Caribbean had 14 credits or fewer at the end of Grade ten” (¶ 27). Also success indicators found 
that 45 percent of students born in West Africa, Central or South America and 39 percent of east 
African students were at risk of not graduating on time, compared to 27 percent of Canadian-
born students. Furthermore, when looking back to the race-based statistics that were gathered in 
the 1980’s in Toronto, the data identified that “black students were more likely to be categorized 
as students that required special education needs or were put in behaviour classes rather than 
gifted programs” (Brown, 2005b). Unfortunately, as of yet in the government’s opinion, this 
evidence is not satisfying enough to accept the significance of this proposal. 
 
In February 2005 at a Toronto forum on black education, George Dei, a black sociologist at The 
Ontario Institute of Sociology and Education (OISE), re-suggested the black-focused school 
idea. The TDSB then appointed a blue-ribbon task force to examine ways of gathering race-
based statistics in a sensitive and appropriate manner as their way of approaching the issue. They 
asked for the report to done in the fall (2005). The issue was then given primary attention when 
the new TDSB equity boss, Lloyd McKell, stated that he “favoured gathering the race-based 
statistics on student achievement, staffing and discipline…and that a black-focused school might 
help black students on the brink of dropping out” (Brown, 2005c). Due to McKell’s public 
statement supporting the idea of black-focused schools, the Toronto Star produced a story titled 
‘Black-only school proposed’ in September 2005, which caused both “cheers and cries of 
segregation” across several mediums such as newspapers, and radio and television airwaves 
(Brown, 2005c). Most prominent was the voice of Premier Dalton McGuinty, “I am not 
comfortable with the concept” (Brown, 2005a; Canoe Inc., 2005). Right now, any decision on 
implementing a black-focused pilot project school in Toronto would rest in the hands of the new 
Literacy Secretariat, Avis Glaze, and such an idea would also have to be approved by the TDSB 
trustees (Kalinowski & Brown, 2005). The pilot project’s two prominent leaders, George Dei and 
Lloyd McKell, most accurately describe what this black-focused school would look like.  
 
 
‘A BLACK FOCUSED SCHOOL’ – THE ANTICIPATED STRUCTURE 
 
George Dei describes a black-focused school as having a number of distinct characteristics. Its 
curriculum challenges the conventional educational environment by organizing itself around a 
holistic model of communal principles and non-hierarchical structures (Case for black schools, 
2005). The school makes the totality of black-lived experience relevant to all parts of the 
curriculum in order to foster the social, physical, spiritual, and academic development of 
students. The curriculum breaks down the separation between the former school and the wider 
community by incorporating the family/home and the workplace in order to offer new creative 
ways of thinking about knowledge and then engages students to use this knowledge to make 
positive social changes (Dei, 2005). The school will teach discipline by developing the learners’ 
sense of self-worth, moral fiber and purpose within society by not resorting to suspensions, 
expulsions or the summoning of law enforcement to the schoolyard (Dei, 2005). 
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Lloyd McKell agrees with Dei’s description and further explains that his view of a black-focused 
school would function in the following ways. The school would be open not only for black 
students, but for students of all racial backgrounds (Case for black schools, 2005). The school 
would not recommend that solely all black students attend the school because it is a black-
focused school, but rather it would recommend that students who are not functioning and 
achieving well in the mainstream curriculum consider attending. Therefore a parent should not 
send their child to the school because of his or her skin colour. This concept is similar to that 
present in schools such as all-girl schools, where the curriculum is focused on the needs of 
certain groups of students. These views given by Dei and McKell show how such a concept 
would be implemented and attempt to persuade agreement with their position by emphasizing 
that such an idea is not that dissimilar from other current focused-based curriculum present in the 
GTA. The main strategy is that students’ needs are met in an equal and equitable manner. 
 
 
NEW DEVELOPMENTS AND POLICY IMPLICATIONS  
 
Stemming from the calls for action, two steps in favour of attempting to implement a new 
curriculum have recently been put into action. Brown (2006a) reports that in the fall of 2006 a 
math unit on racial profiling is ready to be tested among students in grades 6-8 in a middle 
school located in the GTA. This new curriculum was created in response to the overwhelming 
reality that black youth are not succeeding in school in comparison to other ethnicity groups. In 
following the anticipated structure laid out by Dei and McKell, Brown states that this new 
curriculum is not going to be taught just to black students, but to all students. Although this test 
does not fully reflect the structure anticipated by Dei and McKell, it does present real data 
relating to police and racial profiling and then allows the students to make their own conclusions. 
It will be up to the teachers to help the students identify the problems experienced by black youth 
and racial profiling in order for this new curriculum to be effective in its goal. However, its 
inclusion in school curriculum does mark some movement away from the traditional white 
Eurocentric curriculum towards one that is more reflective of current Canadian realities. 
 
In addition Brown (2006b) also covered a story which reported how a Queen’s University survey 
was being created in order to get a picture of Canadian culture on campus (Brown, 2006). 
According to Brown, Queen’s is not the only university taking on this task. The University of 
Toronto has also been gathering race-based statistics to insure raising tuitions costs have not 
decreased the enrollment of visible minorities. As a side note Brown noted that due to the push 
for the TDSB to collect race-based statistics over the last several years, a student census has been 
created that will ask roughly 270,000 students questions relating to their race, family income, 
and neighbourhoods. In this respect, people need to realize that these surveys are being created in 
order to address the needs of students. In addressing this McKell states, “We are not trying to 
embarrass anyone; we just need to bet a better handle on who our students are and how they 
perceive school if we’re going to level the playing field and give then all a good chance at 
success” (As cited in Brown, 2006b, ¶ 20).  
 
What is important to remember to convey to our communities, and what was just recently 
pointed by Dei (2006) is that this idea and these strategies are still a work in progress. The 
structure of such a system still seems alien to outsiders; they lack confidence that such a strategy 
is worth testing. For example, many individuals do not have the ability and background 
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knowledge to reflect on this concept as a progressive strategy. Many interpret the 
implementation of such an institution as segregation, when this project is not promoting 
segregation in any way. Many cannot see the difference between segregation by force, versus 
‘segregation’ by choice. They are unable to accept, believe and observe that this pilot project 
reflects similar concepts such as, an all-girl school, a boy-only literacy class in junior grades, a 
Catholic school, an already established native-focused program, and an already established 
special high school program in Toronto for gay and lesbian students. Many believe that an 
implementation of this sort of institution would be regressive and support racism. However, as 
Dei and other researchers have voiced – “It is worth a try. We won’t know unless we try”. If the 
African-Canadian community wants to try this proposal out, they have every right to advocate 
for it.  
 
The implications of the current mainstream curriculum for black students are apparent. If schools 
continue to consent to the social and cultural reproduction of dominant class culture, this specific 
marginal group of children will continue to be at an educational disadvantage. Skin colour will 
continue to determine a child’s future. Attributable to this, children will continue to drop out of 
school and remain less educated than their fellow privileged classmates. On the other hand, by 
recognizing and addressing these inequalities within the curriculum, we can work against racism. 
If teachers questioned state assessment and testing, and further worked collectively towards a 
new inclusive curriculum or toward creating more race-focused programs, children who are 
hindered due to their colour may receive greater opportunity to succeed in their education. More 
children could be educated further and reap equal rewards. As stated above, the decision to 
implement such a proposal into the education system remains in the hands of the new Literacy 
Secretariat, Avis Glaze, and the TDSB trustees, who want to see further empirical evidence.  
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The Role of the Berger Report in Addressing the Needs of Inuit 
Education in Nunavut 

 

Concept of Nuanvut/NLCA 
 
The largest Aboriginal land claim in Canadian history was signed in 1993 creating the new 
territory of Nunavut, which came into effect on 1 April 1999.  The Nunavut Land Claims 
Agreement (NLCA) was signed by the Government of Canada, the Government of Nunavut and 
the Inuit people of Nunavut, represented by the Tungavik Federation of Nunavut (now known as 
the Nunavut Tunngavik Inc. or NTI).   
 
Nunavut encompasses two million square kilometers of land, (Government of Nunavut,   
October 2006) equivalent to one fifth of the entire land mass of Canada.   The territory was cut 
out of the eastern side of the Northwest Territories located in the eastern arctic and covers land 
north to the North Pole.  The agreement followed more than 20 years of negotiations between the 
parties, and although the agreement is signed, the parties continue to work on negotiations 
around implementation issues.   
 
The NLCA is a compilation of 42 articles and associated schedules which lay out rights and 
responsibilities around land, water, wildlife and focuses on the best interests of the Inuit people.  
The NLCA was signed by the Inuit of Nunavut who gave up their Aboriginal rights in return for 
the 42 articles which they crafted in order to help the Inuit have the same standard of living as 
Canadians throughout the rest of the country.  (Ivaliq, October 2006). The NLCA’s 4 objectives 
centre around providing rights of ownership and use of lands, natural resources, wildlife 
harvesting, providing financial compensation and means of participating in economic 
opportunities and encouraging “self-reliance and the cultural and social well-being of Inuit.” 
(Canada, 1993)   
 
The Inuit have lived nomadically off the land in this area for thousands of years.  Due to their 
dependence on the land, and traditional beliefs, care of the land was a significant component of 
their culture.  Some of the current 26 communities have been resettled northward by the 
Government of Canada as part of its strategy of asserting Canadian sovereignty in the high arctic. 
 

Education in Nunavut today 
 
Today the education system is desperately lacking capacity.  The public schools have very few 
local educators to teach in Inuktitut about their history and culture and only 25% of Inuit 
currently enrolled are expected to graduate from high school.  The Nunavut Teacher’s Education 
Program (NTEP) is offered in many communities, but many who graduate from this program are 
poached by various levels of government also requiring post-secondary educated staff and 
generally providing larger salaries than teaching. 
 
With close to two thirds of the population of Nunavut under 25 years of age, it is clearly urgent 
that education be a major point of concern for the government and the public alike.   
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Nunavut has a median age of 22.1 years, the youngest population in Canada and grew by 8% 
between 1996 and 2001 (gov of NU site) 
 
Primary level curriculum is taught in Inuktitut only until grade 3/4, depending on the community, 
then in grade 4/5 students are immediately thrown into an English curriculum.  This abrupt 
switch of language of instruction makes it very difficult for students who must suddenly learn 
math, science, geography and language arts in a language previously untaught in formal settings.  
The children often speak “street” English, but their slang is not always appropriate for the 
classroom and they do not read or write the language.  For some students, this is their first 
introduction to the English language, in an educational milieu.   This early-exit bilingual model, 
inherited from the Northwest Territories, was put in place simply because there were not enough 
Inuktitut-speaking teachers or resources for the higher grades. 
 
According to Berger: 

Many [students] can converse in English. But they can’t write in English. In Grade 4 or 5, 
they are starting over, well behind.  Their comprehension is imperfect; it slips and as it 
does they fall further behind.  By the time they reach Grade 8, Grade 9 and Grade 10, 
they are failing (not all of them, to be sure, but most of them).  This is damaging to their 
sense of who they are.  There has been not only an institutional rejection of their 
language and culture, but a demonstration of their personal incapacity…They end up 
without fluency or literacy in either language. 

 
Parents generally want their children to learn English as they realize the rest of the country 
operates in another language.  Although Inuktitut is spoken at home, English is often introduced 
prior to attending school.  In social settings, even young children often speak English, although 
their grasp of the language is not strong.  Inuktitut is slated to be the official working language of 
the Government of Nunavut by the year 2020, although  currently most communications are 
conducted in English.  There is no university within the territory making it necessary to leave 
Nunavut for anyone who wishes to take post secondary training (outside of the few courses 
offered through Nunavut Arctic College or distance courses.  Neither an Inuktitut-only or an 
English-only program of instruction will meet the needs of students in Nunavut. 
 

The Berger Report 
 
Thomas R. Berger, O.C., Q.C. was hired as Conciliator by the Government of Canada six years 
after the NLCA was signed in order to look at ways to help the signatories facilitate the 
implementation of the Agreement. (Berger, 2006)  He looked at many different aspects of the 
NLCA, but his primary focus was on Nunavut’s poor state of education, irregardless of the fact 
that the NLCA does not specifically address education at all.  He was responding to what he, and 
many, interpreted as the spirit of the document.  Article 23 of the NLCA covers the need to have 
representative employment: with 85% of Nunavut’s current population being Inuit, 85% of 
government employment should also be Inuit.  This is one of the articles created in order to 
increase Inuit participation in employment and decision-making in order to allow them to have 
means of participating in economic opportunities and encourage self-reliance and to participate 
in decision-making at the regulatory level.  Employers in Nunavut have found that those who 
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drop out of high school previous to graduating often do not have the language skills in either 
English or Inuktitut to be effective employees. (Berger, 2006) 
 
The goal of 85% is not near being met, and a significant barrier to this is a lack of capacity 
within the Inuit population.  With a graduation rate of only 25% of Inuit students, many do not 
have the post-secondary training required for most government positions.  Berger proposed that 
education is the only way to deal with this lack of capacity, thus, the lack of Inuit in good-paying 
government positions and fulfill the objectives of Article 23 of the NLCA. (Berger, 2006) 
 
Berger recommended that a bilingual (English and Inuktitut) curriculum be introduced which 
would see students learning in both languages every year from the first year of primary school to 
the last year of high school.  He asserts this would both help increase graduation rates and 
provide a stronger basis and students more prepared for tertiary training.  This would provide an 
avenue in which students could maintain their link to the past, learning about their culture and 
ancestors in their mother tongue, while also learning the language they will use in post-
secondary education and future employment positions.  It would allow them to live and conduct 
business outside of their own communities and prepare them to work in the public service.  This 
would both provide innumerable opportunities and allow them to work and conduct business 
throughout Canada or internationally.  With a unilingual education in Inuktitut, they would not 
be able to have contact with almost anyone outside of Nunavut and the few Inuit living in other 
areas of Canada. 
 
The results of learning in one language only, then abruptly changing to another language in the 
fifth year of school are disastrous.  Berger noted that “it has been demonstrated that effective 
academic use of a child’s second language is enhanced through the promotion of the first, 
indigenous language.” (Berger, 2006) 
 
 
United Nations Convention on the Rights of the Child (CRC) 
 
The United Nations Convention on the Rights of the Child (United Nations, 1989) was ratified 
by Canada, making it immediately necessary that knowledge of the CRC is shared and that it is 
reflected within the education system.  Throughout the world, neither the letter of the articles nor 
the spirit of the Convention is upheld within indigenous education in developing or developed 
countries.  Many educators are not familiar with the CRC and Canada has not legislated any 
repercussions should the CRC not be respected. 
 
The CRC is contravened most heavily when considering indigenous populations, which suffer 
significantly more rights violations than non-indigenous populations, both internationally and 
here in Canada. In particular, Articles 2, 9, 12, 13, 14, 28, 30 and 32 (1), are frequently violated. 
(Zinga & Young, in press) 
 
In Nunavut, the Inuit are suffering due in large part to the educational basis they receive.  Article 
28 of the Convention states that all children have the right to a basic education.  The children in 
Nunavut may be provided with educators, but not with a culturally or linguistically sensitive 
program.  The right to culture, language and religion provided through Article 30 has not 
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traditionally been subscribed to while creating school curricula for the students in 26 
communities throughout Nunavut.   
 
 
Implementation Theories and Best Practices 
 
There are many examples that can be considered in applying second language learning to the 
Inuit in Nunavut.  In Toronto, Jim Cummins argues that ESL students are sent the message ‘loud 
and clear’ that to fit into mainstream society, they must renounce their mother tongue.  This 
informal pressure “violates children’s right to an appropriate education and undermines 
communication between children and their parents.” (Cummins, 2006)  Cummins also states that 
the development level of a first language is a strong predictor of how well a child will learn a 
second language.  He argues that children can lose their first language within 2-3 years when 
they are schooled in a second language at an early age.  Francis and Reyhner term this loss of a 
child’s first language “subtractive bilingualism.” (Francis, 2002)  Cummins says that parents 
must provide a structured environment and insistence on speaking the mother tongue at home 
while the child is learning a second language at school.  Outside of the child living in a 
“ghettoized area” where many of the community speak the same mother tongue, the language 
will quickly be lost to the child.  He says that the child will still understand the parents, but will 
more and more respond in English creating a chasm where by the secondary school years it 
becomes difficult for the children and parents to communicate with each other any more. 
 
Some of the smaller communities in Nunavut may be equivalent to the ghettoized areas that 
Cummins describes.  Smaller communities in the north have very few southerners living amongst 
them, and conversations outside of school tend to be in Inuktitut.  In the larger communities, 
many informal conversations between adolescent friends are conducted in English.  And many 
parents encourage their children to speak English in order to provide more employment 
opportunities to their children than the parents had. 
 
Vancouver has also faced difficulties in education around second language learning.  Lee 
Gunderson at the University of British Columbia has found that when 60% or more students 
within a classroom are English Second Language (ESL) students, the reading level for all 
students is comparatively weaker than in classrooms with a smaller percentage of ESL students.  
Yet, when a classroom contains 35%-55% ESL students, the reading level of the entire 
classroom increases. (Read, 2006) 
 
New Zealand has produced research that is relevant to Nunavut.  The Maori Development 
Research Centre has been involved along with the Educational Review Office in New Zealand in 
promoting education that is culturally and linguistically relevant to Maori students in the country 
with significant increases in the capacity of Maori students and higher graduation rates from 
secondary school.  Language nests have been used successfully within Maori populations as have 
various community support mechanisms.  Elders in the community volunteer their time teaching 
the language and history of their people to the youth of today: the success of these grassroots-
based initiatives have been overwhelming. 
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This presentation will discuss options, best practices and critiques of each, then follow with 
recommendations for short-term and long-term actions.  It will include examples from Toronto, 
Vancouver, New Zealand and recommendations from the community-based elected District 
Education Authorities throughout Nunavut.  It will consider the current power structures within 
the territorial government and community voice.  Tools for effecting change will be assessed 
and, taken with the CRC, will assess the realistic options and budgets/sources of funding.  They 
will be related back to the Berger Report and final outcomes will be presented.  This research is a 
preliminary study and will require further work to assess funding opportunities in order to 
implement said changes. 
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A Comparison Study of Chinese as a Second Language (CSL) Policies in 

China and Taiwan 

 

Abstract 

The main purpose of the present study is to compare the policies of 

Teaching Chinese as a Second Language (TCSL) in China and Taiwan. 

Although the number of international students studying Chinese in these two 

areas has been increasing dramatically in the past five years, there have been 

few studies done in this field.   In this study, teachers of the Mandarin 

Learning Center in Taiwan and Confucius Institute in China are interviewed 

first. Secondly, international students who are currently learning Chinese in 

China and Taiwan are surveyed with questionnaires to obtain data regarding 

their degree of satisfaction of their language education . Thirdly, the strategies 

of attracting international students in Chinese and Taiwan are compared and 

analyzed. The outcomes will be discussed from the perspective of enrolling 

strategies, the roles of the governments in making policies, the curriculums 

and programs of Teaching Chinese as a Second Language (TCSL), TCSL 

researches, the Chinese proficiency tests, and the two learning environments. 

To conclude, this study may be important in analyzing differences in policies 

between China and Taiwan, as well as in providing international students with 

a better understanding of the similarities and differences in Chinese learning in 

the two learning environments surveyed.   
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Abstract 
 

Currently, there is a push to discuss the development of new standards that 

address the specific educational accessibility needs of those individuals with disabilities. 

Unfortunately, strides in this arena are slow to come to fruition despite the increasing 

enhancements of technology, especially in terms of distance education.  With each new 

technology developed and implemented by institutions of higher learning, the 

accessibility component is severely lacking.  Since approximately 600 million people 

worldwide have some type of disability, public and private entities should be aware of the 

many issues which may affect the learner of the media being utilized (United Nations 

Educational, Scientific and Cultural Organization, 2006).  Campuses are pushing the 

latest and greatest technology in regards to distance education, but as the debate 

regarding online accessibility continues to rage with no definitive result to date, 

institutions are content to maintain the status quo, rather than work proactively to ensure 

that all learners can benefit.  The key to moving toward full and equal accessibility for 

everyone, accessibility itself must be defined and understood in relation to the types of 

technology that exist.  
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 Accessible Distance Education 101 
 
 
 

Legislation 

 In 1973, Congress laid the groundwork for the equal access for all Americans 

when it passed Public Law 93-112 Rehabilitation Act.  The law advanced the Civil 

Rights movement and mandated that all persons, whether disabled or not, have equal 

access to employment.  The Rehabilitation Act of 1973 was designed primarily to help 

people with disabilities obtain, maintain, or retain employment.  However, the Act also 

contained Title V, Section 502, provisions which mandated accessibility of buildings and 

telecommunications.  Section 504 of the Rehabilitation Act of 1973 also states that … 

“no otherwise qualified individual with a disability… shall, solely by reason of his or her 

disability, be excluded from the participation in, be denied the benefits of, or be subjected 

to discrimination under any program or activity receiving Federal Financial assistance…” 

(U.S. Department of Labor, 2006).  Within this statement, institutions of higher learning 

are included, as is any public system of higher education (USDOL, 2006).  This law laid 

the groundwork for more extensive legislation that would be established within the next 

seventeen years. 

In 1990, Public Law 101-336, the Americans with Disabilities Act (ADA), was 

passed, which covers disability compliance for all aspects of society, ranging from 

“commercial establishments, public accommodations, and telecommunications…” 

(Wheaton & Granello, 2003, p. 4).  The ADA is built on an existing foundation of which 

all private business, as well as local, state, and federal governments, are mandated to 

make their products and services accessible to all people, including those with 
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disabilities, in order to be in compliance with equal access regulations.  To clarify, the 

ADA addresses four main areas of compliance: “. . . (a) the full participation and 

maximum independence of people with disabilities, (b) the dynamic nature of disability, 

(c) discrimination as encompassing both prejudice and barriers, and (d) environmental 

alterations to reduce functional limitation” (Danek, Conyers, Enright, Munson, Hanley-

Maxwell, & Gugerty, 1996, pg. 40).  While the ADA strengthened the foundation for 

equal access for all, future amendments addressed the technology boom that took place in 

the 1990s. 

In the 1990 ADA legislation, Congress did not specifically mention web pages or 

online courses, although Section 508 of the Rehabilitation Act does stress that federal and 

state agencies will ensure their electronic information is accessible to all.  Section 508 

was established in 1998 as an amendment to the Rehabilitation Act and was designed to 

specifically set minimum guidelines for information and technology accessibility 

standards for electronic information.  “Such information must be available in alternate 

formats upon request at no additional charge. Alternate formats or methods of 

communication can include Braille, cassette recordings, large print, electronic text, 

Internet postings, TTY access, and captioning and audio description for video materials” 

(General Services Administration, 2006).  Accessible distance education would also be 

included under Section 508. In the sixteen years since the passage of these laws, new 

standards have been developed to ensure that electronic information will be accessible to 

persons with and without disabilities.  However, until recently, little has been done with 

regards to accessible distance education. 
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Accessibility 

 It is imperative when developing courses for online instruction, that designers 

consider the audience in which the instruction is intended. Since approximately 600 

million people worldwide have some type of disability, public and private entities should 

be aware of the many issues which may affect the learner of the media being utilized 

(UNESCO, 2006).  It is also important that designers and instructors recognize the 

difference between accessibility and usability. By making online courses accessible, 

instructors will be making the course usable by all persons regardless of whether or not a 

disability is present.  

Usability affects all users of electronic information, and all users are equal.  

Accessibility, however, affects whether a person with a disability can access a website or 

the corresponding course materials; thereby materials that are usable are not 

automatically accessible.   Herein lies the true distinction between these two buzz words 

of the technological age, and it is this distinction, so minute in it application but so vastly 

different in terms of implementation, that initiates heated debates over exactly what 

qualifies as fully accessible or simply usable.  Trying to find a starting point for coming 

to terms with the necessary knowledge and skill base for this implementation can be both 

frustrating and overwhelming.  While it is clear that institutions of higher learning are 

pushing the latest and greatest technology, they are not doing so in terms of full 

accessibility.  The hope is that institutions will come to terms with accessibility – its 

meaning and its application – proactively rather than reactively.  Only via such a 

thoroughfare will accessibility standards not only be met but be exceeded.  
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First and foremost, designers must understand the importance of accessibility and 

how it affects the audience for which the instruction is intended.  They must ensure that 

when they are developing online education programs that their “materials are developed 

in more than one media to allow all students access…” as well as those with mental, 

physical, or other sensory disabilities (Persichitte, Ferrell, Lowell, Nathan & Roberts, 

2000, p.157), and “all potential characteristics of participants are considered” 

(Burgstahler, 2001, p. 5).  Additionally, designers must remember when determining their 

target audience that the audience may contain people with disabilities.  Making sure that 

all the information is in an accessible format will ensure equal access for all.  In 1996, the 

U.S. Department of Justice ruled that all distance education courses must be fully 

accessible to all qualified people with disabilities who enroll in the course (Burgstahler, 

2006).  Instead of waiting for users to find out that the programs are inaccessible, the 

designers should ensure that they are from the start and to build the accessibility 

component into their designs. 

Accessibility standards have been developed by the World Wide Web Consortium 

(W3C) based on the mandates set out by Section 508 of the Rehabilitation Act, as well.  

W3C is an international consortium made up of organizations, the general public, and 

W3C staff that work to develop standards for the Web, including those that deal with 

accessibility.  Accessibility standards that have been created continue to grow as more 

and more individuals seek the convenience of distance learning as the only means 

through which they can obtain a quality education without sacrificing career and family 

obligations.  Without a doubt, the standards set forth by the W3C are considered the 

benchmark for web accessible sites and pages.  In order to fully understand the issues 
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with respect to accessibility to online instruction, it is helpful to understand the groups 

that are most affected.  Typically, these groups are comprised of people with hearing, 

visual, mental, and/or mobility impairments (Burgstahler, 2002; Foley & Regan, 2004). 

Multimedia and Disabilities 

When considering the accessibility of multimedia and people with disabilities, it is 

helpful to understand how they may use that media.  Table 1 illustrates how certain 

disability groups may access online materials (Thompson, Bethea, 1996; Thompson, 

Bethea, Rizer, & Hutto, 1997, 1998; Georgia Tech Research on Accessible Distance 

Education, 2005; Nielsen, 2000).  The information provided in Table 1 is not meant to be 

all inclusive but is intended to provide a basic overview of issues which most often affect 

these groups.  The best starting point for further research is to ask the students what they 

can and cannot access.   

Table 1:  Select disabilities and how they interact with different types of media. 

Disability Type Access Issues Possible Modifications 
Hearing or  
Hard of Hearing 

• Unable to hear audio based 
materials. 

• Background noise may 
impede ability to hear. 

• Closed or open captioning of 
media. 

• Transcripts for audio based 
files.  

• Use of video cues as well as 
audio cues. 

Blind or Low Vision • May not be able to see or 
read small text or graphics.  

• Materials may not be 
accessible to the assistive 
technology devices used by 
the student. 

• Screen readers or 
magnification software 
most often used. 

• Provide alternative text write 
up. 

• Save PowerPoint slides as 
rich text. 

• Provide descriptive text for 
other visual information. 

• Order texts in Braille. 
• High contrast between 

background and foreground 
colors. 

• Format to allow for 
mouseless operations. 
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Mobility Impairments • May have limited use of 
hands and arms.   

• May also have decreased 
eye-hand coordination.   

• May be unable to use 
mouse or make multiple 
key strokes. 

• May require the use of 
screen reader. 

• Provide alternative text write 
up. 

• Save PowerPoint slides as 
rich text. 

• Provide descriptive text for 
other visual information. 

• May need information 
presented in a format in 
which the student can control 
the pace of instruction. 

• Format to allow for 
mouseless operations. 

Learning Disabilities • May not be able to process 
information if material 
moves too quickly. 

• Material presented with too 
much background can be 
distracting. 

• Provide information in an 
alternate format.   

• May need information 
presented in a format in 
which the student can control 
the pace of instruction. 

•  Provide written instructions. 
 

Accessible Software 

A closer examination of distance education platforms and software used to develop 

distance programs are the basis for determining if those programs meet current 

accessibility standards.  For example, Adobe, the developer of such programs as Adobe 

Acrobat and Macromedia’s Dreamweaver, is one of the leading organizations working 

toward ensuring that users of its software products develop sites that meet the current 

accessibility standards.  For example, Adobe products are often used to convert existing 

materials into accessible products, such as PDF or HTML documents.  Macromedia has 

developed and implemented accessibility checks into their most recent versions of 

Dreamweaver.  These checks enable the designer to immediately identify areas that do 

not meet accessibility standards.  In the Preferences section, the designer can select the 

features that they want to make accessible. For example, if the designer has inserted a 

graphic into the page, the Dreamweaver program will prompt for alternative text to be 
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added.  When the mouse then glides over the graphic, the alternative text will appear, 

telling the user what the graphic was designed to display.  If the graphic is intended to 

provide a great deal of information, the long description option will need to be utilized.  

Long descriptions are typically separate text and describe what the image is in more 

detail.   

Cascading Style Sheets (CSS) is a style document which dictates how the document 

should appear and is usually saved as a separate document referenced in the header 

section of the mark-up.  This feature is very popular in that it allows for easy access to 

codes used for styling, and if the code needs to be changed, the designer only needs to 

make the appropriate change in one place in order to affect the entire document.  CSS not 

only determines the style of the document but helps with the accessibility of the layout 

for tables, forms, and graphics within the document.   

Although people with disabilities can adjust their browsers to make most pages 

accessible, the most effective way of making online materials accessible is to design sites 

using accessibility features that are built into the program (Mills, 2000).  Dreamweaver 

does that for the designer; in fact, one does not even need to know all the regulations.  If 

a problem arises, Dreamweaver will alert the designer to what the problem is and why it 

is a problem.  This validation check makes it easier for designers to identify, correct, or 

avoid inaccessibility issues in the earliest stages of development (Mills, 2000).  

Dreamweaver will check all the multimedia files and prompt the designer to add the 

accessibility elements required for that media; thus, it has passed the accessibility test to 

date.   
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Ensuring Online Accessibility 

Currently, many validation tests are available to determine if online documents and 

web pages are accessible.  In 1990, when the W3C was officially established, its main 

objective was to make the web accessible to all users.  The Web Accessibility Initiatives 

(WAI) and Web Content Accessibility Guidelines (WCAG) are the two key guidelines 

developed by the W3C designed to assist with accessibility regardless if the user(s) has a 

disability (W3C, 2006b).  

To begin, the WAI is comprised of five priority areas that designers use as tools to 

address accessibility issues.  The five priority areas are technology, guidelines, tools, 

education, and outreach with research and development components included.  If a 

noncompliant accessibility issue arises within a document and the designer is unsure of 

how to rectify it, he or she is directed to the W3C website and provided the WAI 

guidelines with applicable examples of how to resolve the problem and become 

compliant.  Additionally, the WCAG works within a set of priorities and guidelines 

created to assist designers in order to make all web-based documents accessible to people 

with disabilities.  Each guideline has a checkpoint, each checkpoint has a priority, and 

each priority has a conformance standard.  The checkpoint priorities are illustrated in 

Table 2 (W3C, 2005).  

Table 2:  Checkpoint Priorities 
Priority 1 Content “must satisfy this checkpoint. 

Otherwise, one or more groups will find it 
impossible to access information in the 
document”.  

“Satisfying this checkpoint is a 
basic requirement for some 
groups to be able to use Web 
documents”. 

Priority 2 Content “should satisfy this checkpoint. 
Otherwise, one or more groups will find it 
difficult to access information in the 
document”.  

“Satisfying this checkpoint 
will remove significant 
barriers to accessing Web 
documents”. 
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Priority 3 Content “may address this checkpoint. 
Otherwise, one or more groups will find it 
somewhat difficult to access information 
in the document”. 

“A Web content developer 
Satisfying this checkpoint will 
improve access to Web 
documents”. 

 

 Conversely, WCAG conformance standards indicate at what level the site 

has met the established priorities.  There are three different levels of conformance as 

illustrated in Table 3 (W3C, 2005).  Designers of online materials should aim for Priority 

3 and a Conformance Level of “Triple-A”. 

Table 3:  Conformance Standards 
Level A All Priority 1 checkpoints are satisfied 

Double-A All Priority 1 & 2 checkpoints are satisfied 

Triple-A All Priority 1, 2 & 3 checkpoints are satisfied 

 

It is important to note when discussing accessibility compliance that there are 

many different types of evaluation and repair tools available that can be used to 

determine if online materials are meeting even the minimum standards of accessibility.  

Most of these do not cost the user anything but are an excellent resource for providing 

immediate accessibility feedback.  Bobby is the most recognized evaluation tool that 

provides a free service to allow designers to check and repair accessibility barriers.  

Bobby will check individual pages to see if it conforms to the WCAG and Section 508 

guidelines.  Upon completion of the check, Bobby provides a report indicating where the 

barriers to accessibility lie and the guidelines for repairing them.  The report will indicate 

if the material is Bobby approved. Once passed, the designer may display the Bobby 

approved symbol on the page.  This internationally recognized symbol lets the user know 

that the page and its contents are accessible (Watchfire, 2006).  In addition to Bobby, the 
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W3C offers a free HTML validation checker, which incorporates the W3C standards and 

ensures that the page and its contents work in all accessible formats (W3C, 2006a; W3C, 

2006b).   

Conclusion 

Clearly, there are specific laws in place that mandate accessibility, and it is high time 

to take them seriously, especially in light growth of the distance education worldwide. 

Designing accessible distance education courses does require advanced planning, but that 

planning benefits everyone regardless of whether a disability exists or not. Accessibility 

is not just a politically correct issue; rather, it should be approached from the mindset that 

understanding its benefits is part of a global and mutually rewarding service. With the 

free software and other standardized tools available to designers, accessibility compliance 

need not thought of as a burden or addressed as an afterthought. Without a doubt, 

meeting the needs of persons with disabilities worldwide continues to rise, as does the 

need for accessible distance education courses and the increase in use of technology to 

access these courses.  Institutions of higher learning need to take the lead in ensuring that 

accessible education becomes part of the criteria necessary to meet standards of academic 

quality and rigor.   
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Abstract: 
 
This paper will examine Martha Nussbaum’s view of cosmopolitanism upon citizenship 
education for educational equality. Nussbaum’s intersection of a cosmopolitan education and 
stoicism helps provide the field of citizenship education with needed clarity. Nussbaum’s vision 
is laudable in several areas, however discord exists on two planes. They include her use of terms 
within civic education instruction as well as the notion that cosmopolitanism can potentially 
invalidate multiculturalism. This research aims to highlight some of the benefits of interpreting 
citizenship education from a cosmopolitan vantage as well as elaborate on its connection to 
multiculturalism and pedagogy anchored in Western epistemology. 
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Dealing with HIV, Confidentiality and Duty to Protect Issues:  A Framework for 
Counsellor Educators in Developing Countries. 
 
The problem of HIV/AIDS further underscores the significant role counsellors play in our society.  As 

experts in behaviour modification, counsellors are in the position to help clients change behaviours that 

make clients vulnerable to HIV infection.  In the school setting, the counsellor can be an important resource 

for students who seek to understand their sexuality and its relationship to HIV/AIDS.  A counsellor’s role 

in HIV/AIDS issues is however not limited to behaviour modification and information provision.  It 

involves making critical ethical decisions regarding (breaking) confidentiality that basically threatens 

his/her relationship with the client and questions his/her duty to relatives of the client and the society as a 

whole.  Indeed, with the increasing spread of the virus, clients who seek counselling are more likely to 

present issues directly or indirectly related to HIV/AIDS and counsellors will be expected more often than 

before, to make such ethical decisions.  It is within this context and the need for counsellors to provide 

appropriate service to clients that the role of counsellor educators becomes pertinent.  By default, 

counsellor educators, through the quality of training and preparation they give to their students, are 

responsible to potential clients. 

In recognition of the important role counsellor educators can play in equipping students to deal with ethical 

dilemmas relating to HIV/AIDS therefore, this presentation (paper) discusses a framework, which may 

serve as a guide for counsellor educators in developing countries.  It aims at enhancing counsellor 

educators’ work with students’ preparedness for HIV/AIDS issues. 

In most developing countries, Counselling as a profession is still evolving and ethical guidelines and 

professional standards as found in the United States and other developed countries are yet to be effectively 

documented.  Even in countries where such attempts have been made, few address the specific issues 

relating HIV/AIDS. The counsellor educator thus needs a model the use of which could assure him/her that 

students are adequately prepared for the ethical issues about HIV/AIDS.  This is most needed in view  

of the fact that HIV and AIDS cases have been reported more in developing (sub-saharan African 

countries) than the developed countries. 

This paper therefore seeks to provide structure to ideas gleaned from relevant literature and organized in 

ways that teachers responsible for counsellor education in developing countries may find useful. 
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6. ABSTRACT 

 

The purpose of the research is exploring the factors to determine one’s desire to 
receive Gerontological education. Possible factors are shown below: Stereotypical 
knowledge about elders, favorable social attitudes for elders, and socio-demographic 
variables such as gender of respondents and experiences of living with elders. The 
findings would suggest how we could diffuse Gerontological education in Japan. 
Method: Respondents are 151 Japanese university students (male 64, female 87) after 
deleting 2 participants who already had Gerontological education. Scales: Self reporting 
measure for the desire to receive Gerontological education and related knowledge, the 
quiz for measuring stereotypical knowledge for elders (12 questions), social attitudes 
for elders (3 items), gender of respondents, and experiences of living with elders. 
Results and Discussion: A Multiple regression analysis was conducted. Dependent 
variable is the desire to receive Gerontological education. Independent variables are as 
follows; A level for stereotypical knowledge about elders, 3 items of social attitudes for 
elders, and socio-demographic variables such as gender of respondents and experiences 
of living with elders. The last two variables are treated as dummy variables. The results 
showed that 2 items of favorable social attitudes (excluding item “c: agreement for a 
favorable political deal for elders”), that is, “a: assent for living with elders” and “b: 
acceptance for elders’ ability to execute work” significantly predicted the desire for 
Gerontological education (a; β=.210*, b: β=.168*: R2=.109), and that neither 
stereotypical knowledge nor socio-demographic variables predicted it. As shown in the 
initial finding of that very small number of respondents had Gerontological education, 
this educational area is quite new in Japan. The findings are suggestive for evolving 
Gerontological education in this country. The personal positive attitudes towards elders 
and cultivating those attitudes should be effective to diffuse Gerontological education. 
In near future, we should investigate its cultural specific elements. 
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6. ABSTRACT 

 

Our aim is to construct a better career development support program for the 
university students. In this research, we focused on university students and investigated 
how students’ job information seeking activities and anxieties towards job finding 
influence on their work value and also self-leadership of themselves. Participants were 
299 Japanese university junior students (male 108, female191). Scales: “Job 
information seeking activities” (4 items); Cronbach’s α=.814, “Anxieties towards 
finding jobs” (8 items); Cronbach’s α=.839, “Self-leadership” (3 items)” (cf. Manz & 
Neck, 1999); Cronbach’s α=.737, “Work value” (6 items); 3 factors extracted by 
factor-analysis, we named those factors “Moratorium”, “Refusal to work”, and 
“Avoidance of settling in a regular job”. We conducted covariance structure analysis to 
examine the hypothesized model, in which “Job information seeking activities” directly 
influences on students’ “Work value” and “Self-leadership; and/or it indirectly 
influences on them moderated by “Anxieties towards finding jobs”. Findings and 
discussion are shown below. First, we have found that, “Job information seeking 
activities” significantly decreases “Anxieties towards finding jobs” (β= -.13*). On the 
other hand, “Job information seeking activities” significantly increases 
“Self-leadership” directly (β= .27**), however, “Anxieties towards finding jobs” does 
not influence on “Self-leadership”. Second, concerning students’ “Work value”, “Job 
information seeking activities” does not influence on any of “Work value” factors. 
However, “Anxieties towards finding jobs” make different influences on each of “Work 
value” factors. “Anxieties towards finding jobs” significantly increases “Moratorium 
(factor1)” (β= .30**), no influences on “Refusal to work (factor2)”, and significantly 
decreases “Avoidance of settling in a regular job (factor3)” (β= -.14**). Based on these 
findings, we discussed about how university should support the students’ job finding 
activities and career development. 
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Music Education and Cultural Rights  

 

 

 
Abstract 

 

This paper explores music education from the perspective of cultural rights. The principal research 

questions are formulated as follows: (1) How could cultural rights be promoted in music education? 

(2) Is it possible to create a framework curriculum that takes cultural rights into account? The 

approach is interdisciplinary, incorporating music education research and social and legal 

philosophy. 

 

The nature of rights in education is used as a framework for exploring music education and the 

question of one’s rights in one’s own culture. The aim is to raise questions and discuss the 

possibilities of creating a common framework (guidelines, curricula) in a pluralistic society. These 

questions are related to democracy, power, and the possibility of having free discussion between 

equals.  

 

The writer emphasises a broad role for music education: it should promote understanding and 

tolerance in our global, multi-cultural world with its multitude of conflicting value systems. It could 

even be connected to morality and ethics. By promoting global thinking and local action, and taking 

everyone’s rights into account, music education has great potential in terms of promoting cultural 

rights in today’s societies.  
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Music Education and Cultural Rights  
 

 

THE NATURE OF RIGHTS IN EDUCATION 

 

Recent debate within the philosophy of education, which deals with theories of ethics, and within 

social, political and legal philosophy, has been dominated by concerns about issues such as 

children’s rights and freedom, educational equality and justice (see e.g., Curren 2004; Alderson 

2003; Gearon 2003). The proper role of the state in supporting education, as well as the close 

relationship between equal educational opportunities and social justice, have been explored from 

the perspectives of social, political and legal philosophy.  

 

Liberalism and “liberal education” require that education should nurture autonomous, self-directed 

persons who are capable of acting in accordance with internalised principles (Greene 1988, 118, 

119). According to some educators, the character of education should be non-directed: it should 

promote personal autonomy and the right of the child to choose his or her own life-course from 

various alternatives (child autonomy) (e.g., Neill 1968 [1960]). Inherent in this view is the problem 

that the rights of the autonomous child may be in conflict with the rights of his or her parents, and 

of teachers (teacher autonomy), to determine how children are educated. Moreover, the individual 

rights of children – and of their teachers and parents – may be in conflict with the view supported 

by those who promote the civic commitment to a common good (e.g., MacIntyre & Dunne 2002). 

The basic dilemma between so-called liberal education emphasising the rights of the individual and 

democratic education stressing the importance of the common good seems to be an everlasting one, 

although attempts have been made to find compromises.  

 

The nature and contents of rights involve several aspects worth studying. On the one hand, rights 

are stated to be practices, and on the other they are characterised as claims. The emphasis on 

individual rights over the state and other persons is commonly accepted in theories of liberalism. A 

liberty right presupposes non-interference, the right to act (or not) without state intervention, for 

instance. It is called “negative freedom” (Berlin 1969),  and is promoted especially by libertarians 
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(e.g., Robert Nozick 1974) who stress the minimal role of the state only as a so-called night-ward 

protecting people’s lives but not interfering in any other actions or relationships in society.  

 

A more moderate view is usually presented by liberal thinkers. According to Ronald Dworkin 

(1977), for instance, to have a right means that one is justified in being treated or in acting in a 

certain way. Dworkin gives an example in his Taking Rights Seriously: “When someone claims a 

right of free speech, for example, he claims that it would be wrong for the state to prohibit him from 

speaking on some matter even if the general welfare would be improved by preventing him from 

speaking” (Dworkin 1977, 364). Dworkin emphasises the rights of individuals and members of 

minorities to have particular rights within a society. He also states, that “many rights are universal,” 

and these might be called human and basic rights. The criterion he gives for them is that “arguments 

are available in favour of these rights against any collective justification in any circumstances 

reasonably likely to be found in political society (ibid., 365).” However, according to the so-called 

social-recognition view, all moral rights (including human and basic rights) involve established 

practices of recognition and maintenance, and since these rights are addressed to the government in 

particular, they are assumed to include practices of governmental recognition and promotion 

(Curren 2004).  

 

The most important rights are said to be universal rights, especially human rights. They are 

prescribed as the fundamental or basic civil rights of all human beings. Justification is based on 

moral norms, which may be conventional or relative to the specific culture. Although they are 

relative in nature, they also incorporate norms that are accepted worldwide, and it is through these 

that human rights serve as international standards (Curren 2004). These rights have been suggested 

to belong to the deepest level of the law, which comprises slowly changing, profound and firm 

principles and categories (Tuori 2000, 213).  

 

Some rights, such as freedom of expression and the right to education, are secured both 

constitutionally as basic rights and in international conventions on human rights (e.g., in the UN 

Convention on the Rights of the Child 1989). Moreover, the rights included in the United Nations 

Convention are characterised as very special: they are conditional, shared rights concerning 

solidarity, equality and social justice, and rather than being “my” right, they are “our” rights. As far 

as children are concerned, these rights also refer to education and free participation in cultural life 

and the arts (Alderson 2003, 12, 14).   
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I will next explore how music education is connected to the question of rights from the perspective 

of the right to one’s own culture. These rights are part of the basic rights, and in the constitution 

they are included in the category of so-called economic, social and cultural rights. The research is 

related to the following questions: (1) How could cultural rights be promoted in music education? 

(2) Is it possible to create a framework curriculum that also takes cultural rights into account? 

 

MUSIC EDUCATION AND ONE’S RIGHTS IN ONE’S OWN CULTURE 

 

The contents of the term “pluralism” in education have been described as follows: “Only where 

there is no domination of one sector in society over others, whether on account of customs, colour 

or religion – or class or gender – can there genuinely be pluralism” (Haydon 1987, 10). A very 

common claim in music education is that Western classical music has, until now, dominated other 

cultures’ “musics”. If this is true, there has not been genuine pluralism, at least not in all schools 

and societies.  

 

One of the critics of the prioritising of Western classical music in education is Christopher Small 

(1980; 1998). He examines the different roles music has played in non-Western cultures, in which it 

has not been regarded as “art” or art works produced by specially gifted composers, although 

resident composers in African villages, for example, may have been respected by the communities 

in which they live. For traditional African musicians it is the process of creation that is the most 

important, not the product, and very often all community members participate in making music. 

Music may be interwoven throughout the culture, and music learning occurs through life 

experiences: lullabies and songs of passage through life stages such as birth, marriage and death. I 

am not saying that the musical cultures of Africa are superior to Western musical culture (or vice 

versa), but I do wish to challenge the unsubstantiated assumptions through which people often view 

the music of their own society. These assumptions concern not only musical concepts such as 

harmony and articulation, but also include performance conventions, social relations, the functions 

of art in society and, in fact, the whole philosophical foundation of music. (Small 1980 [1977], 58; 

1998; Campbell 1991, 159)  

 

Teachers in our present multicultural Western societies are also surrounded by the various values of 

different cultures and interest groups in school: pupils may come from a great variety of ethnic and 

cultural backgrounds. Patricia Campbell (1998, 177; 1991, 306) remarked in her studies on the 

meaning of music in children’s lives that music functions as a means of reflecting the values of their 

2007 HICE Proceedings 
Page 6803



ethnic culture, thereby linking them into their cultural heritage. Music teaching might therefore 

encompass cultural contexts, and a broad view of the content of music education is needed. My next 

question is: How can we formulate a democratic framework – such as a national core curriculum or 

national standards – of common values in pluralist societies that also promotes the rights of cultural 

minorities, or do we need such a framework?  
 

Creating a common framework is a question related to democracy, power, and the possibilities of 

having a free discussion between equals aiming to promote well-being in society. In her Critical 

Teaching for Social Change, Ira Shor (1992) writes, “Education is politics,” and suggests that 

critical teaching requires dialogues between teachers and pupils at any level. Moreover, situated and 

multi-cultural discursive learning processes are required in order to create a democratic curriculum. 

I suggest that this aim is best achieved through a local curriculum created by all members of the 

community: parents, teachers and pupils, as well as the educational authorities. The guiding 

principle in these discourses could rest on profound ethical norms and basic rights: the inherent 

value of each human being inheriting equal rights to education and culture. These basic principles, 

or rights, could be secured in a framework, in guidelines, or in a core curriculum in such a flexible 

way that it provides a supportive forum for discussion concerning more detailed educational 

questions. At the same time, the framework would provide a secure basis on which to promote the 

rights of everyone, i.e., also of those who are not able to participate in the discourses, in order to 

avoid domination by the few strong and active members who do take part.  

 

Discourse ethics is also supported by Seyla Benhabib (2002, 12–13), who explores the cultural 

rights of minorities claiming minority rights, especially of women and children. On the one hand, 

these rights could be secured by national legislation (such as the rights of divorced Muslim women 

and their children), but on the other hand, the legislation (including educational legislation and 

national frameworks) may suppress them. Denying Muslim girls the right to wear their scarves in 

the classroom without asking their opinion is taken as an example, which is seen as a question of 

cultural rights rather than of religion. Benhabib suggests that one solution might be to take people’s 

cultural background into account when general norms are applied: certain norms should be applied 

in all cases since they secure the rights of the weaker parties, whereas others might be secondary to 

cultural norms. Her ideas are, in my opinion, worth taking into account in applying national 

guidelines, curricula or standards in music education, although a lot of power – and responsibility – 

is vested in the teachers who generally apply the norms in practice.  
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CREATING A CURRICULUM  

 

As mentioned above, a national core curriculum may be one of the means of securing the rights of 

minorities. Moreover, on a positive note, a framework of common values may enable children and 

the young to grow up harmoniously exposed to a wide diversity of different values that are typical 

of present multicultural societies in the Western world. How, then, should this framework be 

formulated? Which values should be promoted and weighted more heavily, and which should be 

given the status of being secured in a core curriculum (generally connected to educational 

legislation): civic humanism or the efficiency of the industrial economy, for instance?  

 

It may be helpful to discuss and explore the following issues in order to get this process underway: 

the main value orientations understood from their historical perspective, the similarities between 

diverse values, and the fundamental assumptions on which different value positions rest and the 

grounds on which they are based. Recent work in ethics and social theory have explored these 

questions, and Jürgen Habermas’ (1993) ideal-speech situation, in which equal participants in 

practical discourse aim at mutual understanding and consensus, may throw light on the problems. 

This theory has, indeed, attracted critical comment claiming that minority rights cannot be secured 

in Habermasian free discourse between equal members of a society, and it has been characterised as 

a naïve view of the reality in which several cultural minorities live. I think, however, that it is 

invaluable to support the framework, or arena, for such a discussion even if we cannot be sure that it 

is the most effective way of reaching consensus (if consensus is needed and desired). In terms of 

educating people to be able to take part in such discussion in a supportive way, the teacher’s role is 

of primary concern. (see e.g., Allen 2002, 109; Benhabib 2002; Bracci 2002, 131–132, 146) 

 

I put forward the suggestion that the formulation of a value framework is an on-going and unending 

collective activity of society as a whole, a discussion among as many people as possible. This 

“multi-level discussion” may be held on everyday and academic levels, and it could be 

characterised by both collective and personal features (such as the quest for self-understanding). A 

certain amount of diversity is always desirable in a common framework: even if everyone agreed on 

some common values, the weight put on them might vary. Haydon (1987, 21), for instance, claims 

that self-consciousness about our own value systems increases our capacity to understand and 

accept the values of others, which in turn enables us to make compromises that lead to the peaceful 
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resolution of differences. Haydon’s ideas seem to me to be quite idealistic, but even so, I think it is 

an aim that is worth pursuing.  

 

SOME FINAL REMARKS 

 

A thin common framework of values could be built on those that are accepted by the majority 

culture and by minorities. The principle of the child’s best interests described in the United Nations 

Convention on Children’s Rights is an example of a principle that is to be applied universally (with 

some exceptions). It should nevertheless take account of cultural traditions and the specific culture 

of each child, in other words by acting locally but thinking globally. According to this convention, 

the best interests of the child should be the most important principle in all matters related to 

children. This has had an influence on music education in Sweden, for example, and in music 

schools in Finland (through the Finnish national core curriculum for basic arts education), which are 

charged with fostering “a good relationship to music” in the pupils (Heimonen 2005; Kurkela 1993; 

Nilsson 2006, 36).  

 

These concepts – such as the best interests of the child and a good relationship to music – are open 

concepts: their content is left to be determined in practice. A flexible study programme taking 

account of the individual needs of each student should therefore be favoured. The educational aim – 

to create a life-long love of and interest in music and at the same time to give a solid musical basis 

for potential future professionals– may sound almost Utopian, but as Paulo Freire (1994) argues in 

his Pedagogy of Hope, education has been, and should be, optimistic by its very nature even if the 

ideal might not always be reached (see also Jorgensen 2003, 45).  

 

Finally, I believe that the role of music education should be broad: it should promote understanding 

and tolerance in our global, multi-cultural world with its multitude of conflicting value systems. I 

therefore further suggest that it might be connected to morality and ethics; in short, by thinking 

globally and acting locally and taking everyone’s rights into account, music educators have the 

great potential to promote the cultural rights of everyone in society.  
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Hinitz, Cipriano-Rogalski and Hoffman  Hawaii 2007 Proceedings Abstracts 
 

This panel and workshop consists of three parts: 
 
Dr. Blythe Hinitz 
Early Childhood Teacher Education in Support of Anti-Harassment Strategies 
This report will describe a tertiary teacher education program that generated teacher-conducted 
research in two early childhood education programs.  It will introduce the media and print 
resources and the guidelines utilized by the teacher educator, a synopsis of the activity lessons 
taught in early childhood classrooms, and research results based on the participating teachers' 
assessment of the children's responses to the activity lessons. 
 
Mrs. Lisa Cipriano-Rogalski 
Supervising and Implementing Anti-Harassment Strategies in Early Childhood Programs: 
Hands-on Experiences and Discussion 
This portion of the session will engage the participants in anti-harassment activities relating to 
the topic of "feelings," that may include: “I feel welcome and unwelcome” experience charts, 
drawing, and writing activities; masks for feeling words; books and stories. A large group 
discussion will conclude this segment. The presenter will also share her experiences in 
supervising teachers' and parents' implementation of anti-harassment activities with young 
children. 
 
Professor Jo-Ann Rose Hoffman 
Teens/Pre-teen Stress - Listening with Heart 
Teens and pre-teens in today’s world experience stress. It comes from family, school, friends, 
and their developing sexuality. It takes many forms from substance abuse, acting out/violence to 
self and others, eating disorders, loneliness, depression to the most extreme form - homicide and 
suicide. This segment will focus on strategies for listening to young people with an open mind 
and heart. These stressed teens need to know that: 
*we all have feelings and need to recognize them in ourselves and others - feelings are neither 
good or bad - what we do in response to them may be good or bad 
*to be reminded that the world is really full of kind words and warm feelings - you need to look 
for those and keep those people around you and avoid those who display negative feelings 
*to be reminded that we all make mistakes and that they don’t have to be permanent- we need to 
let go of our mistakes and guilt 
*to let them know that they are loved - by many in many different ways - remember to love / 
accept yourself - warts and all 
*to be reminded that there will be days when you feel you are "drowning" - we all have those 
days - talk to someone - treat yourself to a little goodie 
*to be reminded that- at times- we all think we have "lost it" - it happens to all of us - take sixty 
seconds to decide what needs doing before you act 
* hold yourself together when you think you are falling apart - talking to someone else helps you 
see various sides of a problem 
*every now and then you need a laugh instead of a cry 
*to be reminded to see the tears of yourself and others- it’s OK to cry and you will feel better 
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Abstract 

 Digital photography has opened new worlds for researchers and practitioners in early childhood 

education.  This poster will demonstrate some uses of digital photography in enhancing learning 

in higher education, and in commercial and teacher-generated publications.  The poster will 

depict computer enhancement and modifications of photographs, as well as scanned imagery. 

It will include a discussion of the uses of pictures in early education research and trade 

publications. Photographs of higher education and early childhood environments and activities, 

published and unpublished, will be displayed.   
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 5th Annual Hawaii International Conference on Education 
 

Ivy Shiue (g39407007@ym.edu.tw) 
International Health Program, Institute of Public Health 
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Title 
A Follow-up on Graduates of International Health Program in National Yang-Ming 
University 
Objectives 
1. To overview the background and to follow up with the current positions hold of all 
previous students of local and international students graduated from IHP, NYMU 
2. To investigate whether this higher education program offers the opportunities for 
both practical learning in the international arena and bridging the connection between 
academics and work place in public health 
Background 
Since the International Health Program at National Yang-Ming University became 
operational at the end of 2002, this program aims to provide education and training for 
students with the capacity to design and carry out public health programs in the 
international arena. Also, as the program will recruit equal number of students from 
local and international applicants with the expectation of active learning and 
experience sharing among students, it seems that there is a growing number of 
international applicants being admitted to enrol over times. Does this mean a real 
success of a higher education program in public health in Taiwan? 
 
Moreover, for the thesis work, the students are encouraged to participate in field 
projects or laboratory investigation. As expected, the program will arrange suitable 
field practices in Taiwan for international students while domestic students will be 
advised to work abroad. What are the real situations students will face while working 
in another foreign environment? 
Method 
A survey will be used to describe and assess the satisfaction and attitude from all 
previous students. A self-administered questionnaire with a combination of closed and 
open-ended questions will be sent via emails and/or mails by post. Closed questions 
are used to generate some general demographic questions. Nevertheless, open 
questions allow the respondents a chance to draw issues, problems and/or suggestions.  
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Abstract 
The purpose of this study is form the point of caring ethic of feminist education 

philosopher and the relative issue, inquiring the caring leadership praxis of an urban 
principal. And propose the conclusion and recommendation. The review of literature 
includes the concept of caring ethics, the relation between ethics and leadership, a 
critique on leadership theories from the perspective of caring ethics, and the related 
studies on caring leadership. Noddings�1984�suggest that the organization and 
administration of the school expects the brand new design of the school and teaching. 
As such, caring may have an opportunity to derive from caring relationships and should 
be accomplished under caring.   

In this study, and attempt is made to assess the concept of caring leadership of the 
principals in national primary schools in order to yield its desired effect through an 
understanding of such concept, and find out what challenge caring leadership of 
principals may confront.  

The study employed a case study approach to explore aspects of caring leadership 
in educational practices. The school principal was a male who had nearly thirty years of 
experience in primary education. He was considered a caring leader by his colleagues 
in the school, the authorities at the Bureau of Education in Taipei County, and other 
principals in the same county. Data collection included in-depth interviews, 
participatory observation, and document analysis. Interviewees were comprised of the 
school principal, six classroom teachers, and three school administrations. Researchers 
also spend two whole days every month shadowing the principal to gather in-depth, 
contextual information regarding to the principals leadership behaviors. According to 
the data analysis, researcher proposes the conclusion and recommendation.  

Conclusion are as follows:  
1.  The core concept of caring leadership of the principal includes the establishment 

of feeling and relations, the mode of communication is the manifestation of caring 
ethics, recognition is the path for building up caring ethics relations, trust relation 
is the cornerstone of the ideology of  

caring ethics, an emphasis on the diversity of individual values. 
2.  The difficulties and constraints on caring leadership of the principal include the 

varied understanding of the teachers in caring leadership of the principal, big 
schools constrained the influence of caring leadership of the principal, individual 
performance is senior to group performance. 

3.  Caring leadership of the principal helps to solve many problems at the shop floor 
of education, prompts for higher accessibility to education resources, enhances the 
sense of duty in education among the administrative staff and the teachers. 

Recommendations proposed as following:   
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1.Recommendation on research method 
In the future, related literature could be further integrated for preparing a set of 

questionnaires on caring leadership behaviors. Quantitative method can be applied for 
exploring related issues in caring leadership. Researchers in the future are encouraged 
to integrate caring leadership with other research topics for further and in depth 
research in the domain of caring leadership. 
2. Recommendation on the inspiration on the leadership of school principal 

The application of caring ethics to the leadership of the principal in education 
practices is indeed the manifestation of caring leadership. Examples are the creation of 
an environment for cooperation and participation in administrative works, leadership in 
hierarchy, the interpretation of the professional evaluation of teachers, creation of 
caring relations with the community, the caring for misfortunate groups in school, 
ensuring the smooth channels for communications in school, playing the role of doctor 
and advisor. Through the concept of caring ethics, school principals are given the 
opportunity in thinking about improvement of leadership as a specialization under 
current environment of education. 
3. Recommendation on orientation for the school principals 

A feasible way is to include the courses or contents of “school leadership ethics” 
in the training programs of normal education institutions and orientation institutions. 
Topics on caring ethics can be added to existing subjects. The purpose is to develop the 
knowledge base of the leaders at the ethical level, the values and beliefs, the capacity 
in solving actual problems concerning ethics, and the attitude and behaviors in 
revealing themselves under moral principles. 
 
Key words�caring ethic�feminists educational philosophy�leadership 
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The development of democratization has caused major changes in school life. 

These changes include the appeal to education reform, the release of the Executive 

Yuan “Education Advisory Report” and the amendment of the National Education Act 

by the Legislative Yuan. Of all these factors, the establishment of the “Teachers 

Evaluation Committee” and the “School Teachers Association”, the institutionalization 

of the “School Administrative Meeting”, the intervention of the “Parents Association”, 

the “Regulation for the Appointment of School Principals”, and the “Principals 

Returning to Teaching” affected school principals the most. Confronted by 

multi-faceted changes, school principals should realize the organizational change of 

the schools and adjust their own leadership styles (C.T. Chou, 2004). Therefore, it 

would be necessary for the school principals to change their leadership role under such 

difficult situations after understanding the democratization of school administration. 

Yet, there are many constraints for the leaders in the leading process. Scholars 

spelled out to overhaul the concept of school leadership. The voices of change include 

the reiteration that education is a caring profession, the advocacy of value-added 

leadership, moral leadership, leadership with balance in logic and art, servant 

leadership, interpretation of education administration as value and ethic oriented, and 

rebuilding of the moral principles of education leadership. These voices tend to quest 

for a review of the concept of school leadership in order to recover the essential part 

originally inherent to education leadership but not suggesting a new form of leadership. 

The main purpose is not replacing the traditional concept of school leadership but 

rather supplement the inadequacy of the traditional concept of school leadership for 

complementation. (Lin, 1999). 

Caring ethics is one philosophical concept of ethics. In the 1980s, the moral 

concept is caring. This concept has its origin in the book of Gilligan, <In a Different 

Voice>. Feminist education philosopher Noddings (1984) proposed the caring ethics 

for women and practices in moral education. She wanted to construct a moral principle 

at the micro-level, being substantial and valued interpersonal relation, and oriented 

towards the exchange of feelings through the human encounter, acceptance, 

commitments and response in interpersonal relations. Therefore, she criticized 

traditional moral principles and the mainstream values. She denounced that these 

2007 HICE Proceedings 
Page 6817



notions have exploited human nature and downplayed feeling and the value of 

individual life because they neglected human encounters, projections or the feeling of 

being together. In other words, caring ethics start with the study of relations. Its 

fundamental concern is the topic on how people can get in touch with each other and 

how they should treat each other (Kuo, 2001). In schools, all education issues are 

linked, historical, uncertain and moral. Those who neglect these moral issues are 

bound to create endless problems and rigid concepts of the members in schools ( Fan, 

2001). As such, one of the motives behind this study is the concept of caring ethics, 

amongst other moral issues confronting the leadership of school principals. 

The purpose of caring ethics is the quest for in depth and differentiated relations 

between the two sexes and upholds the principle of interpersonal and unique 

individuals. Being a human being, we should have dignity and human value. Caring 

ethics has an emphasis trust and basic human rights as well as interpersonal loyalty. In 

other words, individuals need to be integral parts of interpersonal interactions in order 

to be a whole. Essentially, this is the manifestation of caring and love. This new 

horizon seriously inspires the notion of school leadership: (I) leadership through 

empowerment; (II) respect the voices of others; (III) establish the mechanism for 

dialogue; (IV) form an interpersonal network; (Fan, 2001). As such, in examining the 

venue for education, the empirical study of applying caring ethics in the practice of 

education remains the second motive of this study. 

In a complex web interwoven by multiple values, shrinking supply of resources, 

power relationship and inevitability of conflict, and the inevitability of caring for 

individuals and the whole in school organizations, assessing the applicability of caring 

ethics in school leadership and understanding the trends, the practices, the challenges 

and countermeasures of caring leadership will be essential (Lin, 2005). Although 

caring ethics has its contribution to school leadership through revelation, it clings to 

the private domain and emphasizes on interpersonal relations, the development of 

moral principles and interchanges of human feelings. Whenever there is a moral 

dilemma or in a situation where other ethical topics should be chosen, justice comes in 

and is supplemented by reason and favor (Chien, 1997).  Scholar Sergiovanni (1992) 

also emphasized that for avoiding the negative effect of excessive individualism and 
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independence among the members in schools after empowerment, the purpose of 

education should also be integrated. This helps to give the sense of purpose so that all 

members can contribute themselves to achieve the goal of the school to entirety. 

School principals should care for others and put themselves in the shoes of others. In 

implementing the macro policy, they should also consider the ethics of justice and 

education for the public domain. This is the way for upgrading the democratic nature 

of leadership. Therefore, how to successfully integrate caring and leadership to meet 

the needs in the changing role of the school principal leadership and to discuss the 

value of caring leadership through critique will be the third motive of this study. 

The role of a school principal as caring leader is becoming obvious. Unfortunately, 

the caring ethic of Nel Noddings seems to be not commonly used in school leadership 

(Lin, 2006). In this study, an attempt is made to assess the concept of caring leadership 

of the principals in national primary schools in order to yield its desired effect through 

an understanding of such concept, and find out what challenge caring leadership of 

principals may confront. What will be the substantial actions under caring leadership 

of primary school principals? What will be the challenge confronting caring leadership 

of primary school principals? The researcher expects to give new insight to the 

leadership of the principals through the perspective of caring ethics. 

 

Review of Literatures 
I. The Basic Concept of Caring Ethics 

(I) The Background for The Development of Caring Ethics 

Caring ethics are one philosophical concept of ethics. In the 1980s, the moral 

concept is caring. This concept has its origin in the book of Gilligan, <In a Different 

Voice>. Feminist education philosopher Noddings (1984) proposed the caring ethics 

for women and practice in moral education. She looked at ethics from the perspective 

and standpoint of women and criticized traditional ethics. First of all, Noddings spelled 

out that the ethics she proposed is different from the moral principles basing on the 

doers. Although ethics in terms of moral principles has criticized Kant and 

utilitarianism, ethics basing on conduct or principle, caring ethics is concentrated in 

building up feelings and relationship. It is not just a matter of moral education. Caring 
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ethics does not assume the concentration or direct education of moral principles as the 

only thing, but rather creates an environment and the capacity for caring in full effort 

so that people can be moral people through learning and practice. Noddings 

emphasized that morality is developed and built through situations, interactions and 

relationships. It is not built by the education of common and abstract principles or 

specific and simple moral behaviors. Taking herself as an example, Noddings built up, 

developed and maintained ethical relationships through dialogues, practices and 

recognition.  For constructing her own ethics, Noddings criticized traditional ethics 

and mainstream values in the first place. 

 

(II) The Content of Caring Ethics of Noddings 

Caring ethics as proposed by Noddings contain the following three essential 

elements: 

1. Caring relationships are the foundation of existence: the core of caring ethics 

is relationships. As we mention the term “caring”, we are talking about 

“relationships” in the terms of Noddings. This is because caring is presented 

in the form of relationships. The most important point Noddings made in his 

caring ethics is the building up of relationships. People can be better off only 

under a caring situation. Therefore, the focus of ethics is to make people learn 

and develop the capacity in mutual caring. In other words, it is the 

relationship between the caring and the cared. This is the only way that 

people can live in a caring relationship. People exist in relationships, and 

cannot stay away from them. Ideal interpersonal relations are indeed the 

capacity of caring. The caring feelings and caring relationships that Noddings 

highly valued are the relationship between the caring and the cared. As such, 

caring is the whole-hearted indulgence behavior of people towards one 

another. Accordingly, caring relationship is the realization of caring feelings. 

2. Caring feeling is the driving force of moral principles: Noddings insisted that 

feeling is not a matter to be controlled or prevented by rationality. Feeling is 

indeed the real source driving rationality forward. Feeling is the driving force 

of caring. Noddings held that caring feelings are the source of moral 
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principles. This kind of caring feeling is gifted and is natural. This is the 

foundation of receptiveness and responsiveness to the feeling from others. 

Noddings proposed that we should face the existence of this kind of feeling 

and its importance. From the perspective of caring ethics, caring feeling is a 

natural form of feeling. We give and take in feeling because we prefer the 

intimate relationship from natural caring. Caring ethics is evolving, being 

maintained and strengthened. This is the caring feeling and caring 

relationship of a very natural kind of feeling and relationship. We naturally 

prefer to keep such a relationship.  

3. Caring attitude is the mean for materialization: At the theoretical level, 

Noddings suggested that we should look at good and evil in phenomenology 

from the experience of women. At the level of materialization, the purpose of 

education is to produce good people. All have to learn and practice the 

feminine skills in caring for children, the ailing, the old aged and those who 

need help. They should learn how to give and thank, to the extent that they 

can adjust their attitudes in dealing with people and interact with people 

under caring relations. Further, Noddings also emphasized caring attitude. 

Methodically, it is the self-liberalization of the educators to accept the feeling 

of the others through dialogue, to educate with examples, and respond with 

commitment. 

 

II. The Relation Between Ethics and Leadership 

Caring ethics is an essential ingredient of ethics. As such, it would be necessary to 

understand the concept of the relation between leadership and ethics in discussing 

caring leadership. Over the years, the topic of “ethics” has attracted the increasing 

attention of people. This is indeed the response to the situation where school leaders are 

being confronted by a number of dilemmas (Beck & Murphy, 1994). 

Hitt proposed in his book, �Ethics and Leadership�, the causal-consequences of 

leadership, trust and ethics (see Figure 1-1): firstly, effective leadership needs trust; 

secondly, there will be no mutual trust of an individual without personal ethics; thirdly, 

there will be no good leadership without ethics. 
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Yet, the correlation among leadership, trust and ethics is not a one-way link and 

could be further elaborated: 

1. Ethical leadership can build up mutual trust and create ethical value: If the 

leadership behavior of the leader is congruent with ethics, such leader can 

demonstrate effective leadership and hence can lead with ethics and organize 

the ethical value of the followers. 

2. Mutual trust prompts effective leadership and helps to form ethical value: 

trust enables the members of an organization willing to work together, to 

interact and accept the leadership and influence from the others. Therefore, 

this concerns the effect and result of leadership and influence. At the same 

time, this also determines the possibility of an individual to change his or her 

value under influence. 

3. Ethics is the source of running water for leadership, trust, and the long-term 

achievement of the organization:  ethical value is a kind of projection on the 

leader and other members of the organization. It affects the mutual trust 

between the leaders and the members. Since trust is related to leadership, 

ethics affects the effective materialization of leadership behavior of the 

leaders. Ethical due behaviors contributed to the interest and ongoing 

concern of the organization. 

 

Leadership, trust and ethics are the causes and consequences among themselves. 

They can reinforce one another and form a cycle that prompts the development of the 

organization. This starts with the ethics of a reputable leader, who incrementally seeks 

to form this cycle. The eventual goal of this cycle is - the development and achievement 

of the organization (Chang, 2005). 
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Figure 1-1 Cause-Consequence of Leadership, Trust and Ethics 

 There are many reasons pointing out that the behavior of school leadership are 

indeed meaningful in ethics. However, traditional concept of school leadership seemed 

to be overemphasized in technology-rationality regulation. This is a constraint to the 

development of school education. If professionalism and moral authority can be 

considered simultaneously, there will be many more advantages. The most important 

thing is, a school principal who can actually materialize the concept of ethics and who 

has been acclaimed indeed exists.  Therefore, rebuilding the concept of leadership 

ethics in school is necessary and possible (Lin, 2002). 

Schools are a world organized by a principal, teachers and pupils. Issues in school 

cannot be smoothly settled just along the line of command. All issues in education in 

school are linked, historical, uncertain and ethical. The negligence of this moral issue 

always results in the recurrence of the same problems and the rigid mentality of the 

members. Therefore, a number of scholars (Hsieh, 1998�Greenfield, 1993�Kreisberg, 

1992 � Starratt, 1994 � Sergiovanni, 1992) actively advocated the concepts of 

construction of a living world, mutual understanding, reenactment of the voice of 

history, spread out the love of education… and other ethics. They hoped to construct a 

new model for the concept of leadership. 

 

III. A Critique on Leadership Theories from The Perspective of Caring Ethics 

Caring ethics in the study of ethics is an ideology, a concept and a point of view. 

As such, some scholars have discussed the theories of leadership at different stages of 

development through the perspective of caring ethics. 

The following is a critique on the three orientations developed in the theories of 

leadership through the perspective of caring ethics�Huang ,2000; Chen, 2000; Liang, 

2000�Blakmore. 1989�Kreisberg.1992�Starratt.1994�: 

 

(I) The Qualitative Study Stage 

Leader
ship 

Ethics Trust
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The empirical study of leadership started from qualitative study. Its basic 

assumption is: leadership skill is actually the special integration of the quality of 

individual personality. The gravity of qualitative study is to explore the psychological 

inclinations of successful and unsuccessful leaders. 

However, the quality of successful and unsuccessful leaders as mentioned in 

qualitative study is just a stereotypical hypothesis (Blackmore, 1989; Chen, 2000). If a 

woman shows her manner as a traditional woman (being tender, dependent, frail), she 

cannot meet the special requirements of a leader in terms of leadership characters. But 

if she behaves herself as a male leader in terms of the special requirements in 

leadership characters (being self-confident, strong and competitive), she will be 

mocked as a strong woman and being repelled by the others. As such, the theory of 

personality traits is a matter of constraint for women. This is also a myth. 

 

(II) The Behavioral Study Stage 

The study of leadership behavior is different from the static descriptive study of 

qualitative analysis. This kind of study has a focus on the actual behavior of the leaders. 

During the stage of behavioral study, Ohio State University of the USA has developed 

the well known “Leadership Behavior Description Questionnaire, or LBDQ). The 

result from this study led to the discovery that leadership behavior can be classified 

into two categories: consideration behavior and initiation of structure. The former 

includes warm-heartedness between people, care about the feeling of subordinates, and 

allows participation and two-way communications with the subordinates. The latter 

emphasized on instruction, goal attainment and mission accomplishment. In other 

words, consideration behavior aims at satisfying the psychological needs of the 

members, showing respect for human dignity, recognizing the values of the individuals, 

and providing the opportunity for participation whilst initiation of structure aims at the 

accomplishment of the missions of the organization, attainment of the organizational 

goals and the use of authorities instructions. 

Leadership study through behavioral study caused profound effect. In fact, this 

theory is based on the assumption of the dominant-subordinate relations between the 

leader and the members. It has an emphasis on organizational hierarchy and the control 
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of the leader to the subordinates. This is particularly true in the description of the 

behavior in advocacy and caring. The shortcoming is failure to take into account 

situational factors. The process of behavioral study has an emphasis on quantitative 

analysis and objectivity for proper description. This theory neglects human sentiments 

and caring. 

  

(III) The Adaptation Study Stage 

The adaptation theory holds that the leadership competence is determined by the 

personality traits of the leaders and the degree of adaptation to situational changes. 

Simply speaking, the focus of study is an attempt to forecast what kind of leadership 

style will be more effective under what kind of situation. Fierler is one of the famous 

scholars who studied on the theory of adaptation. He suggested that the productivity of 

the organization is the special characteristics of the situation and the interaction with 

the special personality traits of the leader. In other words, the performance of the 

organization is the result of the interplay between the leader and situation. Therefore, 

the situation of a mission determines the kind of appropriate leadership style. 

The adaptation theory proposed by Fiedler is an attempt to explain leadership 

phenomenon through the interplay between personality traits and situations. However, 

we could discover many limitations therein if we watch the concept closely. For 

example, the structures of the missions, the authority of different positions in the 

organization, and the relation between the leader and the members. Therefore, it would 

be too narrow to take it as a situational variable. Further, the power of the leaders is 

still the center of gravity, and the influence of the members is neglected (Fan, 2001). 

 

(IV) Caring Ethics and Principal Leadership 

Practices in education relevant to caring ethics may include: the revelation of the 

teachers, the development of the education profession, teacher-pupil relations, teaching, 

school administration, education supervision, methodology in education, the study of 

essential topics in education (Fang, 2002). 

In studying the leadership of school principals, it would be necessary to understand 

the administration of the school and the organizational environment. This is because 
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the administration and organization of the school jointly plays an important role for 

leadership competence of the principal. If the principal was to become more competent 

in leadership, he or she may start with the administration and organization of the 

school. 

If we are to launch caring ethics in schools and materialize the ideal of education, 

we must reform the administration and organization of the school. Noddings suggested 

that the organization and administration of the school expects the brand new design of 

the school and teaching. As such, caring may have an opportunity to derive from 

caring relationships and should be accomplished under caring. School is an institution 

and cannot directly show caring. However, schools could be cautiously designed to 

support the effort of caring and the cared. This is what caring ethics suggested, and is 

elaborated as follows:�Fang, 2002�. 

(I) A historical Review of the Education Administrative Leadership Mindset 

Blount, J.M. (1996) has reviewed the glorious record of American women in 

school administration and leadership with caring orientation in the early 20th 

century. Later, the administration of schools has been changed from election 

to appointment. Most female educators could not be appointed due to their 

lack of the required academic qualifications. Furthermore, the organization 

has been run in rigid mode and education administration itself has the 

prevalent mindset of considering the abstract many. These suppressed the 

emergence of the caring mode of education administration. 

 

(II)Cooperation and Participation in school administrative affairs 

In highlighting the prospect of school administration, Bottery proposed the 

concept of “The Ethics of Participation” (1992) and suggested teachers be 

more positive in participating in school administration. The level of 

participation depends on the responsibilities and power of the teachers. In 

education, teachers participating in school administration have profound 

meaning in education. If teachers and pupils were allowed to participate, 

they can learn how to proactively participate in a democratic, responsible 

and caring school as members. In turn, the whole school is an environment to 
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be cared by all. This is the microscopic version of a democratic society. 

 

(III)Administration style beneficial to caring in school 

In observing qualitative studies of this topic, Nobilt (1995) proposed that 

school administration should be a favorable environment for the 

communications with and caring of teachers, and not take the administration 

as the center of operations by demanding conformity in teaching. This is just 

a mistaking of the means to the ends. 

 

(IV)Development of caring relationship in school, family and community 

Supported by the theory of caring ethics, Joyce L. Epstein (1995) has 

constructed a theory, operation code and guideline on the cooperation 

relation among school, family and community.The core of cooperation 

among school, family and community is the pupils. This is not to suggest 

that the partnership of the three guarantees the success of the pupils, but such 

cooperation helps to encourage pupils to demonstrate their success. The 

hypothesis under this model is: under this model of cooperation, the pupils 

will feel they are being cared for. When they are encouraged, they will make 

their best efforts to act as good pupils. A caring community may be 

constructed from schools or social groups with a common purpose, including 

putting closer the families which otherwise are not willing to take part. 

Furthermore, all families, pupils and teachers believe that cooperative 

relations can help pupils succeed. 

 

(V)The realization of caring through inspection in education 

In reviewing the identity and the nature of works of the inspectors in 

education, Garman, N.B. & Haggerson, N.L. (1993:43) supervise the 

inspectors the meaning of moral principles basing on the tacit relation 

between the teachers and the inspectors.Although the inspectors always want 

to narrow the gap between them and the teachers along the hierarchy, but 

their effort would usually be in vain when any inspector meets face-to-face 
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with a teacher. The reason is that the professional performance of the 

teachers is subject to review and challenge. Despite the existence of such 

relationship, the inspectors must treat the teacher as a human being and his 

or her absolute value. Teachers cannot not be treated as a means to an end. 

They have their inherent dignities and values. 

 

(VI) Inspection with cultural response 

When inspection is taken as an interpretation, the contribution of the 

inspectors is not doing things right but making the relationship right. As such, 

the relationship between the teachers and the inspectors is culturally 

interdependent and not unequal. Therefore, inspectors should make 

themselves clear on their nature of interpretation. In turn, teachers can also 

resume their role as educators. Both are working hard for the pupils. 

 

In giving a preface to the book of Lynn G..Beck�1994�,�Reclaiming Educational 

Administration as a Caring Profession, Noddings�1994�proposed that as a concept in 

ethics, caring is not an ideal but can be applicable to give solutions for schools in 

tackling the challenges they confront. For example, caring helps to sublimate the 

development of human nature and respond to the needs of human nature. It also helps 

to keep the commitments to human beings. Starratt�1995�suggested that the call for 

school reform is not a matter of blind subordination of the schools to the authorities. It 

is rather a matter of interpretation on the meaning and value of the policy by the school 

principals in consideration of the actual situation of the community where the schools 

are located. It will be successful only under moral leadership. In other words, school 

leadership is a caring profession. If we look at the inherent moral concept, this could 

not only assist school leaders to solve problems but also helps to develop human nature 

(Lin, 2002, p 197). 

For a long time, schools have been viewed as bureaucratic organizations. To lead 

such organizations, one needs to design a tightly organized plan, manage, control and 

evaluate properly for achieving goals. Under such circumstances, the school principal 

plays the role in handling technical issues and solving problems. Teachers and pupils 
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are taken as isolated individuals or a mob. School life becomes a spiritual desert. 

School society becomes a natural world. In fact, a school is a world organized by 

teachers and pupils. School is an entity organized by people. This kind of ethics 

transcends the concepts of efficiency, performance, cost and standards. 

Gilligan and Noddings are the gurus in contemporary feminism and caring ethics. 

The purpose of caring ethics is the quest for in depth and differentiated relations 

between the two sexes and upholds the principle of interpersonal and unique 

individuals. Being a human being, we should have dignity and human value. Caring 

ethics has an emphasis on trust and basic human rights as well as interpersonal loyalty. 

In other words, individuals need to be integral parts of interpersonal interactions in 

order to be a whole. Essentially, this is the manifestation of caring and love. This new 

horizon has profound inspiration on the leadership of school principals. Fan (2001) 

proposed the following as inspiration to the leadership of school principals from the 

perspective of caring ethics: 

I. Empowerment leadership: 

The gravity of caring ethics is mutual consideration of the situation and joint 

effort for mapping out a win-win strategy. Therefore, leaders have to review 

their relations with the members. They should change from the relation of 

direct order and control to the leadership of power sharing. In practice, they 

should allow the members to demonstrate their potential, use the talents of 

the members, encourage the members to participate and make decisions. 

These prompt the members to launch self-management and strengthen their 

professional autonomy in leadership. In practice, they should allow the 

members to demonstrate their potential, use the talents of the members, 

encourage the members to participate and make decisions. Finally, members 

can learn to be professionally autonomous. 

II. Value the voices of others: 

The trend of democratization in schools is the emphasis on diversity and 

heterogeneity. In an organization, each individual has his or her unique 

background of life, history and culture. They even have different outlooks in 

languages, ethnicities, and genders. Therefore, principals should listen to 
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their voices and promote the exchange of feelings. In informal occasions, 

principals should listen to the opinions of the teachers. This is the way that 

principals can hear the truth. In formal occasions, principals should create a 

liberal setting and encourage the participants to give comments. In the 

meetings, the democratic procedure should be observed for proper 

coordination. This would help to improve the quality of a democratic way of 

life. 

 

III.Establishment of a mechanism for dialogue and communication: 

Caring ethics leadership appeals to democratization. In practice leaders must 

ceaselessly encourage the members to interact among themselves under a 

liberal atmosphere. Through interaction, the individuals can understand one 

another better. This will help everyone to respect the opinions of the others. 

Dialogue and communications in this setting is not a matter of zero-sum 

game. This is not a matter of dominant-subordinate relation. This is a matter 

of partnership under a democratic setting whereby all can jointly participate 

and discuss the issues in education and listen to one another for 

communication. This kind of experience can truly help to diagnose the real 

problems confronting the school. In concrete terms, principals may act as 

either a member or a leader in education seminars, workshops, reading group 

gathering. When all members are equal, they could motivate one another 

through the narration of stories for new imagination and ideas. They could 

jointly create common values and contribute to the development of 

organizational reform. 

 

IV. Form the interpersonal relationship web: 

The traditional meaning and practice of leadership is the dichotomy between 

the leader and the members. They are confronting each other and are both 

isolated from each other. However, caring ethics holds that each individual of 

an organization is a member of this living world. In this web organization, 

each has its place, and interpersonal interactions and exchange of feelings 
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would be important. Each should listen, feel, and consider the interest of the 

others and give responses truly. Therefore, in practice, school principals 

should care about the work and life of the members and satisfy the needs of 

the teachers. They should adopt the method of service and assistance to 

express their goodwill and sincerity, understanding and caring so that each 

teacher and staff member can form a positive interpersonal network. In such 

open system where everyone is friendly with one another and interdependent, 

all can share the meaning, construct knowledge and create the meaning of 

living. Finally, they can sketch out the vision of education. 

 

 According to Chou (2004), school principals should pay attention to the operation 

under a reformed leadership after the democratization of the administrative process in 

schools. He specifically mentioned that the principals should care about the teachers, 

staff and the workers in schools, and should understand their effort at work. School 

principals should also pay attention to the individual psychological needs and welfare 

of the members in schools, listen to their opinions and observe their individual growth. 

By way of humanized leadership and individual caring, school principals can increase 

the additional output of the members and create outstanding performance. 

Under the complexity of value diversity, scarcity of resources, power relationship 

and inevitability of conflicts, as well as the integration of the goals of the parts and the 

whole in schools, it would be essential to understand the trends, the practices, and 

challenges and adaptation of caring leadership in studying the application of caring 

ethics in school leadership (Lin, 2006). Therefore, the issue is how to successfully 

integrate caring and leadership to adapt to the changing role of school principal 

leadership, and discuss the strength and weakness of caring leadership through critique. 

In assuming leadership, school principals will inevitably use different forms of 

power. Yet, the way of wielding power may vary and the power relationship between 

the school principal and the teachers may also vary too. The creation of power 

relationship is inevitable in schools. This kind of fact has its implication on the 

professionalism of education leadership. Since power is a two-way phenomenon, 

school principals should pay attention to the interactions among the teachers and staff 
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in wielding power. This is the emphasis on the characteristics of two-way interactions. 

For Noddings (1992, 2002), caring is a concept analogous to two-way relationships. As 

such, the creation of power relationships and caring should be integrated. This could 

help school principals to wield power effectively (Lin, 2005, p 62). 

Therefore, school principals must be open-minded, and highly receptive to the 

existence of the members in order to show caring to the members. They should also 

respect the opinions from the members and pay attention to the content of opinions. In 

addition, they should also truly and appropriately respond to the needs of the members. 

This is indeed a kind of responsiveness. They should also have the attitude and 

willingness to accept and respond. This attitude is similar to the use of power and both 

have taken into account the points of views of the members in school. Therefore, the 

use of power and the creation of power relationship is the manifestation of caring (M.T. 

Ling, 2005, p 64). 

Further, caring leadership is indeed important. In other countries, scholars 

proposing caring ethics, including Noddings (1998), has mentioned in his preface to the 

book of Sernak (1998) �School Leadership: Balance of Power and Caring�that we 

always feel sorry for the educators, as they want to “care about” the others but they 

yield no result. We also feel frustrated when school principals want to wield positive 

influence on the schools and the members but find it difficult to exert such influence 

and excel. How to balance power and caring are the issues confronting school 

leadership. 

According to the studies of a number of scholars, the role of school principals as 

caring leaders is becoming increasingly obvious. Yet, the application of the caring 

ethics proposed by Nel Noddings to school leadership is uncommon (M.T. Lin, 2006). 

The ethical practice of school leadership has an emphasis on the interdependence 

of the individuals. And such interdependence must start with mutual understanding 

among the individuals. Therefore, it is essentially a form of caring and merciful action. 

It is an expression of love. It is even the intent of serving the others (Huang, 2000). This 

concept could be taken as the core of school leadership democratization. This is 

particularly true in the caring ethics proposed by the feminists (Gilligan, 1982�Nodding, 

1984), which really is the driving force for the materialization of this ideology. They 
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don’t just act to shake off the constraints by male chauvinistic thinking, but also 

proactively broaden the horizon in education. This is believed to have an inspiration on 

school leadership (Fan, 2001). 

 

V. Related Studies on Caring Leadership of School Principals 

Since caring leadership of school principals is a new topic, there is little empirical 

study in domestic research except for a limited number of literatures. This is 

particularly the case in taking school principal leadership as the subject matter in the 

materialization of caring ethics in education. 

In related studies in this country, Profession Lin (2005) first proposed to apply 

caring ethics to the domain of school principal leadership. He further mentioned that 

there has been no empirical study on caring ethics in Taiwan so far.  

In the studies by scholars in foreign countries, they proposed the following: 
(1) Kallio (2003) mentioned that the advent of globalization and the growing 

concept that schools are marketplaces of ideas, educational administrators need 
guidance in ethical decision making. Moral dilemma is defined, ethical models are 
presented, and a process is described in which facts, resolution options, and values are 
reflected upon and decisions made based on examination of the data and the moral 
choices available. 

(2) Shelby (2003) stated that difficulties with current models of ethics education 
include emphasis on reward/punishment and a presumptive bias toward abstract 
reasoning. Teaching a care-base ethics would promote a fuller notion of mature moral 
agents and broaden the school climate beyond compliance.  

(3) Doyle, Lynn H. & Doyle, Patrick M. (2003) suggested that a caring 
community has an “ethic of care” that works to develop students who will become 
empathetic adults and transport a caring mission beyond the walls of the school into 
their communities. Discusses establishing powerful policies for equity, empowering 
groups, teaching caring in classrooms, caring for students, and caring by students.  

(4) Carr (2003) described that argues for the integration of caring ethic in 
educational leadership training programs. Includes review of the literature on caring in 
elementary school, and implications for administrative practice. Also includes 
description of a case study of university classroom experiences involving the ethic of 
caring.  

(5) Ferreira (2002) had a case study examines factors contributing to caring 
environment in suburban middle school. finds, for example, that positive caring 
messages by educators outweighed negative ones, but that no coherent ethic of caring 
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existed. Concludes that ethic of caring that includes parents and community of 
educators must encompass all aspects of school.  

(6) Stine & Louque (2002) had a study addresses the question of what principles 
need to be incorporated into the daily life of women in leadership positive to assist in 
their success. It is framed around the work of Carlos Castaneda, who describes the path 
of a warrior in metaphorical terms through seven principles of power: (1) knowing the 
battleground; (2) discarding the unnecessary; (3) choosing battles; (4) taking risks; (5) 
seeking retreat; (6) compressing time; and (7) exercising power.  
   Each principle is defined and discussed as it is applied to a warrior’s philosophy 
and to the philosophy of educational leadership. Two female principles are used as case 
models to illustrate these seven principles of power and the theoretical framework they 
provide. The principles offer a possibility for a metaphoric frame for interpreting and 
understanding successful leadership and establishing cultures in new schools, while 
serving as a vehicle for communicating the findings of the research, and turning 
insights into disciplined systems for success and survival. The work of Castaneda 
provides an guide to interpretive analysis of those intangible facets that are reflected in 
qualitative research and assist in interpretation of the work in the field, making it 
especially appropriate for work based on narrative, such as this study.  

(7) Nel Noddings (2002) had an alternative to character education is care ethics. 
The ethics of care can be seen as fundamentally relational, not individual-agent-based 
in the way of virtue ethics, and the ethics of care is more indirect than character 
education. After an introductory chapter 3 examines learning to care and be cared for. 
Chapter 4 examines care and critical thinking. Chapter 5 explores the care tradition. 
Part 2 looks at the historical and philosophical issues of comparing care ethics with 
virtue ethics, utilitarianism, and Dewey’s pragmatic consequentially. Chapter 6 
explores character education and community. Chapter 7 outlines thoughts on ethical 
principles underlying education. Chapter 8 contrasts caring for and caring about. Part 3 
considers the practical implications of care theory. Chapter 9 offers a moral mission for 
schools in the 21st century. Chapter 10 examines the educating of more people. Chapter 
11 discusses conversation as moral education. Chapter 12 gives examples of the use of 
stories and conversation in schools. Chapter 13 looks at the past and future of care 
ethics.  

(8) Schutz (1998) examined Nel Noddings’ interpretation of caring and 
investigates the implications of Noddings’ caring as a foundation for school 
communities. The paper also examines the work of Arendt, nothing that Arendt’s 
theory of the public offers solutions to many dilemmas presented by caring. The paper 
emphasizes the importance of looking to multiple practices in efforts to create 
communities in schools.  
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(9) Thurston & Berkeley (1998) suggested that the ethic of care is vital to 
promoting safe school and developing responsible, respectful, and tolerant students 
and citizens. Describes three approaches for developing a caring school culture that 
include linking students together as a caring moral community, teaching social skills 
and conflict resolution, and focusing on interpersonal skills for managing everyday 
classroom life and interactions.  

(10) Sernak (1998) wrote a book examines from three perspectives. It opens with 
a discussion of Nel Noddings’s caring tenets—caring is collaborative, situational , 
reciprocal, and committed—that are seen as necessary for an ethic of caring. A critique 
of an ethic of caring from the viewpoints of caring with leadership, caring as a “female 
ethic,” caring for a collective, and caring as a cultural concept are then discussed. The 
critique of an ethic of caring calls into questions the accepted ideas associated with 
caring. The subjects discussed are: (1) caring as a female ethic; (2) the downside of 
caring as connection and reciprocity; (3) caring as cultural understanding. The 
case-study of a high school, and the town in which it is located, are presented, followed 
by an examination of the principal’s role, as and African-American woman, in 
developing a climate conductive to caring. The chapters consider descriptions and 
examinations of the principal’s the collective faculty’s, and specific faculty groups’ 
perspectives on caring, and how those understandings relate to perceptions of power. 
The text concludes with the suggestion that there is and integral connection between 
caring and power and supports the view that power is necessary to caring.  

 Above all, caring ethics begin to noticed since Noddings (1984) propose the 

feminine educational photosphere’s point on traditional ethics. During the pass ten 

years, “caring” this concept applied in different fields such as medical, education, 

counsels. When discuss to school education, many researcher inquired “caring ethic” 

issue by qualitative research. They did observation focus on classroom, teaching 

process, school administration, students’ counsels, and school culture, even on school 

principal. All of these study showed the meaning of caring ethic has its value on 

inquiring relative school issue.  

However, as professor Lin mentioned that there has been no empirical study on 

caring ethics in Taiwan so far.  Therefore, this study aims at a primary school principal 

as the target of study and explores how this principal applies to caring leadership in the 

practice of education.  
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Research Method and Practices 
A case study has been used in this study. The target of study is a primary school 

principal featuring caring leadership. In depth interviews have been conducted to gather 

the information required for the research to understand the concept of this primary 

school principal in caring leadership. How this primary school principal used the 

concept of caring leadership in the practice of education appropriately and the 

challenges confronting the caring leadership of this principal were also studied and 

explored. 

 

I  The Object of Study 

The sample used in this study is obtained with accuracy. A primary school principal 

in Taipei County has been selected as the target of study. One university professor, three 

fellow principals and the teachers in this school have unanimously agreed that this 

principal has demonstrated the traits of caring leadership. 

This school principal has worked at a metropolitan national primary school 

established for three decades. There are 3 to 4 communities inside this school district. 

This school has almost 3,000 pupils, and is a large school of its kind. The researchers 

have visited the school in person and asked the principal for consent to conduct this 

study. They explained to the principal the purpose of the interviews and related research 

ethics. They then immediately selected 9 teachers for in depth interviews. 

 

II Data Gathering Method 

The data was gathered through interviews. The purpose is to understand the 

viewpoints of the interviewees. From the viewpoints of the interviewees, the 

researchers looked into the facts for analysis. Therefore, an outline of the questionnaire 

for the interview has been prepared after reviewing related literature. The researchers 

based on this outline to gather information from the interviewees in full-range, 

systematic and in depth. Questions asked in the interviews included the attitude, value 

and current situations. The principal and the teachers were asked these open questions 

aiming at basic issues or specific issues for in depth and complete survey. Besides, 

follow- up action has been taken basing on the contents of the responded questions and 
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the willingness of the interviewees for a second round of in depth research. 

Interviews in this study are (1) formal interview: with appointment at specific time 

and at specific place for interview; (2) informal interview: interviews were conducted 

through informal visit to the principal or through telephone conversation. The interview 

under this setting will be proceeded naturally. A second interview will be conducted if 

the information obtained from previous interviews was insufficient or missing. There 

were three formal interviews with the principal and nine with the teachers. Each 

interview lasted from 40 to 60 minutes. 

The researchers noted down the details of the interviews in the interview log book, 

and they repeatedly reviewed and revealed the issues and difficulties encountered in the 

interviews and what they thought. The content noted down in the log book covers the 

codes of the interviewees, the date, place and time of interview, the date of keeping 

record, the evaluation of the interviews by the researchers, familiarity with the 

interviewees, how to obtain consents, and the interview techniques. 

 

III Compilation and Analysis of Data 

The researchers repeatedly reviewed each drafted copy of this paper. They made an 

index after thinking, analyzing and comparing the data. The process of data analysis is 

briefly described as follows: 

1. Category: codify the data by the keywords of the data. 

2. Compilation: group the data with the same concept together as a larger topic, 

and assign an abstract name to each group of data or present the data in 

graphical or pictorial settings for easy compilation. 

3. Abstraction and conceptualization: Develop the meaning of the data and the 

experience of the researchers in line with relevant theories of the literature 

into systematic conceptualization layers. 

4. Repeated reading for revising the categories and themes. 

5. Write the research findings into a report and revise the report. 

 

IV The Validity of Research Information 

In qualitative study, the researchers are the tools for gathering information. They 
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are easily affected by personal subjectivity. Therefore, it is necessary to set the 

standards for the evaluation of the study they constructed. In the course of data 

gathering, the reliability and accuracy of all factors are closely associated. 

 

�I�. Reliability 

In qualitative study, the methodology, sensitivity and the belief of the validity of the 

information of the researchers are particularly important. 1. In methodology, the 

researchers have consulted the academic advisors and senior schoolmates for accurate, 

objective and parsimonious research design and procedure. 2. In data gathering and 

analysis, the researchers have explicitly explained the purpose of this study before 

interviewing the interviewees each time. They will be assured that all the information 

obtained will be kept in strict confidence and the interview may be proceeded only at 

the consent of the interviewee. Before an open-end interview, an open questionnaire 

will be prepared in the first place and the same set of questions will be raised to 

different interviewees. This helps to ensure that the information obtained first-hand 

under a natural setting will be valid and reliable. Diversity and objectivity will be 

upheld on the evaluation. Content analysis has been conducted on the data obtained 

from the interviews for reliable result. 3. The interviewees have been asked the same set 

of questions at different time points or through a second interview by telephone. If the 

same respondent gives consistent answers, the content will be more reliable. 

 

�II�. Accuracy 

 Accuracy in qualitative terms refers to the accuracy in description of the account. 

In other words, the researchers have given an accurate description of the situation. In 

this study, the triangulation method has been used to verify the accuracy of the 

information. 1. the triangulation method: this method has been adopted in qualitative 

study for verification of the factual accounts. In other words, many sources of 

information are better than a single source. Information from different sources allowed 

the researchers to get a full picture of the factual accounts so that they could understand 

the object of study in fuller detail. The techniques of using many targets of research, a 

number of researchers, different theories and models and gathering of information with 
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different techniques have been adopted for higher accuracy (K.H. Huang, translated, 

2001). 2. The information obtained in the interviews has been compiled and presented 

to the original interviewee for review. Revising the drafts under the review of the 

original interviewee helped to enhance the accuracy of the content. 

 

V. Research Ethics and Limitations 

This study has been proceeded in four stages: review of literature, conduct 

interviews at the designated locations, data gathering, analysis, interpretation and 

compilation of the research report. Getting in the designated place for interview under 

consent is the primary mission to conduct the research. At the stage of data gathering, 

interview and obtaining documents, the ethical concern is to cultivate trust with the 

interviewees. Data analysis and interpretation has been based on the impartial 

expression of different viewpoints and opinions. Finally, the compilation of the 

research report must be able to openly and impartially present the issues of the conflict 

of interest and protect the privacy of the individuals concerned. 

 

Analysis and Discussion 
The Experience and Belief of A School Principal in The Case Study 

(I) The Experience of The School Principal in Education 

The principal has been in service of education for almost 30 years. After 

graduating from normal college, the principal started his career as a teacher in primary 

school for 12 years. Then he was admitted to school master and served in this position 

for 10 years. The principal has assumed office of the principal for 7 years. He is well 

experienced in teaching and has tremendous experience in school administration at all 

levels. His leadership contributed to his success. 

The principal is a member of the Taipei County Youth Supervisory Corp. Therefore, 

he himself highly values the basic concept of supervision by the teachers. He holds that 

both teachers and school administration staff should have a basic concept of 

supervision. This will be helpful in running educational institutions and 

communications. Further, the principal also suggested that we need skills in 

conversation, which could help the conveyance of idea and communications. One 
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leader of the teaching section said, “Our principal has a background in supervision… he 

has the spirit of supervising the teachers. He has his special traits in supervising, and the 

traits are obvious (0925A22 Interview)”. 

 

(II) The Belief of The School Principal in Education 

The principal has his own educational ideology in running a school. He has five 

hearts in running a school from his own experience, including honor, thanksgiving, 

responsibility, hardworking and happiness (1018A11 Interview). He holds that the most 

important thing for the school is to provide good basic education. That is to say the core 

of the school is solid formal education. Besides, diversity in extracurricular activities 

can also help the pupils to develop their different potentials. The principal mentioned 

that the environment is very important in education. He hopes he could turn the school 

into an artistic form of school. Therefore, he specifically pays attention to this cause. He 

also holds that giving an air of humanity and caring in school is important. As such, he 

has hung up many art works on the walkways of the school so that the pupils can look at 

beautiful artistic creations. This is indeed an art gallery and makes the school a cultural 

and artistic place. He and the Director of the Education Bureau have jointly sought 

social resources for the cultivation of an ecological garden in school so that the pupils 

can select their most favorable campus environment by balloting. From this above, we 

could feel the kind of profound love and caring the principal gives to the pupils. 

 

We emphasized solid formal education. The diversity of extracurricular 

activities groups help to develop different potentials for the pupils. We have 

art and cultural groups in school, like the flute band, which has won the 

national championship and been received by the Office of the President of 

ROC as guests, ……(0925A27 Interview) 

I am on good terms with the parents association and the director of the 

bureau. I got one ecological garden as I requested. This is the most favorable 

place for the pupils. We have an art gallery with the calligraphic works of the 

pupils hung on the walls. There are works of other pupils too. We have to 

find our own funding. (0925A271 Interview) 
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The principal is so concerned about the education of the pupils in conduct and in 

living. He holds that the core value of the school is to provide the best education for the 

pupils. As such, the principal cares about the education of the pupils the most. As he 

mentioned, “When the pupils come to school everyday, the volunteer mothers will help 

them to line up and urge them to say good morning to the adults. This is education of 

living (0925A291 Interview)”. 

In addition to the above, the principal also established the only resource center for 

retired teachers in Taipei County so that the retired teachers can identify with the school 

more strongly and reach a kind of convergence. 

 

The Concept of Caring Leadership of School Principals and Practice in education 

 The mingling of caring ethics into school principal leadership is indeed caring 

leadership. Under caring leadership, leadership is reviewed from the perspective of 

caring ethics. The core concept is its value with people. People as a whole are indeed 

the subject matter. The caring of people is the core. The core concepts of caring ethics 

(shown in Figure 1-2) are: relationship, respect, trust, communication, and recognition. 

These five concepts of caring leadership will be elaborated separately. The application 

of these concepts to leadership and practice in education will also be discussed. 

 

 

 

 

 

 

 

 

 

 

 

Figure 1-2 Diagram showing the core concepts of caring leadership 
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I. Caring leadership Values the Build Up of Feeling and Relationships 

Caring ethics highly values the cultivation of feeling and relationship, and each 

individual is a member of the living world. Each individual plays a role in this 

organizational network. Therefore, the central idea is the interaction and interchange of 

feeling among people. People should truly listen, feel, and consider the interests and 

needs of the others and respond. As reflected to the concept of school principal caring 

leadership, it denotes that school principals should pay close attention to cultivate 

relations with the administrative staff in school, the teachers, the parents, the 

community, social figures, the pupils and the campus. 

 

Practices in education 1: the caring relation between school principals and 

teachers 

The principal is on good terms with the teachers. He will voluntarily chat and 

interact with the teachers. He understands the situation of each teacher and will 

proactively show his care about the teachers. The principal has mentioned, “how could 

one be a principal if he does not value relationships ~ this is indeed the basis to interact 

with the teachers. Let’s say, we have some 170 faculties in school, and I have to 

understand the character of each teacher and proactively chat with them and to 

understand which class does he or she lead… I will proactively show my concern for 

the teachers humanely. I am on good terms with them. I even walk around the 

administrative functions of the school at all levels (0925B126)”. This shows how the 

principals cared about the teachers. 

Furthermore, the school principal also develops his caring relation with the pupils. 

The very concept of the principal in running the schools is caring about the children. 

The principal interacts with the pupils through different means and gives them 

encouragement and care. As he mentioned, “ I am on good terms with the children. 

They say hello to me whenever they meet me. All school activities are tests for the 

children. I do not want any gimmicks. I encourage them and communicate with them on 

the problems. I care about the children (0925B123 Interview)”. 
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Practices in education 2: the caring relationship between the school 

principal and the administrative staff of the school 

The principal always visits the administrative functions of the school at all levels 

to understand the status of management and gives recommendation. He recognizes the 

hard work of the staff. Indeed, he inadvertently creates the kind of caring relationship 

with his administrative staff. Furthermore, he has cultivated a caring environment and 

relationship in a complex and diverse administrative environment of the school and has 

enhanced the efficiency of the school administrative work. 

 

The principal delivered the documents to different functions of the school 

administration and chatted with the staff for communication. He did not 

behave solemnly but instead he gave his direction to the staff in a casual and 

free manner. As a result administrative liaison will no longer be such a 

monotonous and serious matter. This way of communication helps to 

motivate the administrative staff at work effectively. (1019A15 Log Book) 

 

Practices in education 3: Create caring relations inside the campus 

The principal highly values a good campus environment. He holds that the school 

campus should be a favorable place for the children so that the children know how to 

care about their own campus. At the same time, he believes that an artistic and cultural 

atmosphere could be developed on the school campus. The researchers can indeed feel 

the profound caring of the principal about the campus. As stated in the log book, “ the 

principal specifically showed us the art gallery in school. He also introduced us to the 

ecological garden on campus that he is proud of. We can feel the kind of honor and 

messianic sense in caring about the school internal to the principal. (1019A14 Log 

book) ” 

 

Practices in education 4: Create caring relation between the school principal 

and the community 

The principal has interacted with the community. He proactively visits the parents 

of his pupils and social figures in the community to show his concern and cultivate 
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good relations. The principal stated that, “I visit the post of each volunteer parent every 

morning to express my gratitude to the volunteer parents. I discussed with them school 

affairs and establish our relationship. I listen to their suggestions and interact with them 

(0925B131 Interview)”. 

 

Practices in education 5: the caring relationship between the school 

principal and the researcher 

The principal habitually shows his concern of others, even the researchers. The 

researchers can feel the power of caring exhibited by the principal in the course of 

research. 

 

After the interviews, the principal arranged for the teachers to take us for 

meals. This is just like a family and we feel a kind of warm-heartedness. We 

deeply feel the power of caring exhibited by the school principal (1019A16 

Note book)”. 

 

II. An Emphasis on Respect for The Values of Others 

Caring ethics holds that people can be better off only under the caring environment. 

As such, ethics requires people to learn and develop the capacity in mutual caring. 

Caring feeling and caring relationship exist in the relationship between the caring and 

the cared. Therefore, caring is a kind of whole-hearted indulgent behavior of people 

inherent to relationships, which entails that people should respect the value of each 

individual. Caring relationship is the place for the realization of caring feeling. As 

reflected in the concept of caring leadership of the principal, it denotes that in the 

leadership process, a form of respected interpersonal relation will be established 

entirely from the perspective of caring and each member of the school. 

 

Practices in education 1: Equality in the workplace 

The school principal treats all teachers and staff in the school equally irrespective of 

their positions and functional roles in school. As observed, the principal delivered the 

documents to different functions of the school administration all by himself. He 
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communicated with the staff in the functions and did not demand the administrative 

staff to pick up the documents in his office (1019A15 Log book). 

 

Practices in education 2: Supervision of teaching in school replaced 

Inspection of teaching in school 

If the principal elects to conduct teaching inspection in the role of administrative 

monitoring, he is bound to displease the teachers. Therefore, he selects teaching 

supervision, a method that could help the teachers to improve teaching, care about the 

rights of the pupils for education and be accepted by all teachers with pleasure. Under 

this method, the principal, the school master, and team leaders can share and exchange 

their experiences in teaching with appreciation. The strength of the teachers has been 

recognized and recommendations for improvement were given to the teachers. As such, 

the teachers perform better in education. 

 

For example, the school master to conduct supervision in teaching, we did 

not say we are going to conduct inspection on teaching. What we did is we 

notified the teachers in advance telling them that we are going to take a look 

at how you teach. (0925B47 Interview case) 

 

Since teaching is a profession, and the upgrading of professionalism is 

voluntary. Or, the teachers may be required to take a few hours of study for 

certain certification. Therefore, we have tried to find a way to give no 

pressure to the teachers. (0925B45 Interview case) 

 

Practices in education 4: Respect should be the precondition for educational 

interchanges: 

Interchange in teaching in school is a vital part for the professional development of 

the teachers. Through such interchanges, teachers can appreciate and teach one another 

the skills of teaching. This helps to supplement the inadequacy of the teachers in 

teaching. The school principal, the school master and the leader of the teaching branch 

will participate in the interchange and have dialogue with the teachers. They give 
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recommendations to the teachers in teaching. They respect and show their caring of the 

teachers in taking part in such event. As mentioned by the principal: “Most schools 

have their internal educational interchanges in the whole academic year. The teachers, 

school master, leaders and the principal will participate. We will look at different issue 

areas under a fine division of labor. This is generally classified into the areas of 

teaching, class and grade management, and the interactions among the teachers. The 

teachers share their time and experience and keep record on the contents of 

interchanges. After the event, the record on the minutes will be released to the teachers. 

This is entirely for the appreciation of the teachers. Their strengths will be noted down.  

Their weaknesses will be addressed with recommendation. The teachers will meet 

again to discuss on what could be done better. This is indeed belonging to the teachers 

(0925B48 Interview)”. 

 

III. The Relationship of Trust is The Cornerstone of Caring Leadership 

The gravity of caring ethics is mutual understanding of each other’s situation for a 

win-win strategy. Therefore, the leader should give a second review of its relationship 

with the members. It should be changed from the relationship of the line of command to 

the leadership behavior of power sharing. In practice, this is the leadership behavior 

that allows the members to develop their potential, to apply their specializations to the 

right kind of work, to encourage the member to participate in decision-making so that 

the members can manage themselves and can achieve their individual professional 

autonomy. In application, this allows the members to develop their potential, to apply 

their specializations to the right kind of works, to encourage the members to participate 

in decision-making so that the members can manage themselves and can achieve their 

individual professional autonomy. 

 

Practices in education 1: Empowerment by the principal 

In running the school, the principal trusts his subordinates very much. However, he 

is the person who assumes full responsibility. This allows for higher administrative 

efficiency. The principal said, “ The principal should give the direction of the general 

trend and make decisions at the top level. Therefore, the principal just makes decision 
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on important issues and the rest will be the tasks assigned to the school master or 

relevant administrative functions. Basically, I will not question the people I use and I 

deeply trust my staff. If they come to me on issues of budget or interactions, I give them 

the solution. In other words, you have made the decisions and I help you to straighten 

that up. As such, when team leaders have made their decisions and came and told me 

the kind of problems they have, I go to apologize and I behave humbly (0925B71 

Interview).” 

 

Practices in education 2: Hierarchy of leadership for cultivation of 

relationships 

After determining the objectives and the direction of the school, the principal 

established a hierarchical relation through empowerment along the line of authority. He 

trusts his subordinates and recognizes what they did. This will help the subordinates to 

develop a sense of duty in education. In addition, the principal should assume full 

responsibility, and shall develop a sense of comradeship in the school management 

team. As mentioned by a leader of the education team, “We have read the works of 

Anderson in leadership. One chapter has the coverage on relationship. Leaders like our 

principal would motivate in us a sense of duty in education. Middle management staff 

like us have mentioned leadership in hierarchy. This is indeed the empowerment along 

the lines of authority. Each level of the hierarchy has a leader. The principal has to view 

the whole picture not the nuts and bolts of routine work (0925B72 Interview).” 

 

IV. The Mode of Communications is The Manifestation of Caring Leadership 

The dialogue of caring should be open, trustworthy, cooperative and human. This 

is a matter of two-way dialogue, listening, sharing and responding. The dialogue is in 

depth talking and interactions. The parties involved in the dialogue give up their own 

ego and try their best to reach consensus. In the concept of caring leadership of the 

principal, the principal will listen, conversing and communicating through caring to 

reach consensus. 

 

Practices in education 1: Coordinate the voices from different standpoints in 

2007 HICE Proceedings 
Page 6847



school 

The trend of democratization in schools is the emphasis on diversity and 

heterogeneity. In an organization, each individual has his or her unique background of 

life, history and culture. They even have different outlooks in languages, ethnicities, 

and genders. Therefore, principals should listen to their voices and promote an 

exchange of feelings. In informal occasions, principals should listen to the opinions of 

the teachers. This is the way that principals can hear the truth. In formal occasions, 

principals should create a liberal setting and encourage the participants to give 

comments. In the meetings, the democratic procedure should be observed for proper 

coordination. This would help to improve the quality of a democratic way of life. 

Where there may be different voices in the school, the principal will listen to all of 

them and communicate with the source of each voice individually and give solutions. If 

the voices are coming from the parents, the principal will try to put himself in different 

stances. If there are conflicting situations, the principal will take the stance that both the 

parents and himself have a common core value. This is the value of the children. The 

principal stated that, “the primary task of the principal is to answer phone calls and 

communicate. When the parents are angry, they are for their children, as they all love 

their children so much. They will come to me for explanation ~therefore, I will lure 

them, communicate and coordinate their sentiments (0925B81 Interview case).” 

If there is misunderstanding between the teachers and the parents, or there is 

conflict, the principal will not let the teachers face the parents alone. He will separate 

them and communicate with them separately in order to seek reconciliation between 

them. The principal specifically mentioned, “I interact with both the parents and the 

teachers. I make time to notify the teachers. I will not let the teachers engage in 

face-to-face communication with the teachers, as it will incite conflict. I will mediate 

and separate them and talk to them individually. I also stand by the side with the 

children and the teachers. Both the parents and the teachers identified with my cause. 

They need to respect one another and each take one step backward. They should think 

of the pupils and they will reconcile (0925B83 Interview).” 

 

Practices in education 2: Interaction and communication between teaching 
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and the school administration 

The aspect of administration in schools involved complicated issues. Therefore, the 

administrative and the academic sides of the school should communicate, coordinate 

and cooperate with each other. This is not to say that teaching must be subordinated to 

administration. Administrative staff in school should consider the actual operations of 

the school. 

Nobilt (1995) proposed that school administration should create an environment 

favorable for the communication and caring of the teachers. They should not be 

self-centered and just demand the teachers to do as told. This just mistakes the means 

with the end. 

Practices in education 3: the communications and dialogues in the 

professional evaluation of teachers 

The trial of professional evaluation of the teachers is basically the preliminary step 

for the rating system of teachers. Some schools adopted the voluntary method whereby 

the teachers voluntarily engage in group discussions, keep files on the evaluation, and 

study on the topics in educational exchanges. The principal and school master were also 

invited as the focus of discussion. This yields unbelievable results and feedback. 

 In conducting professional evaluation of the teachers in school, communication 

with the teachers will be vital. If the evaluation has been conducted not under proper 

communication with the teachers, there will be no expected result and the teachers will 

repel it. Therefore, communication with the teachers in meetings before evaluation will 

be necessary. The principal described that, “There are far too many problems to deal 

with before conducting professional evaluation of the teachers. We have to 

communicate with the teachers, or approve it in school meetings. We also have to 

coordinate with the parents (0925B23 Interview case).” 

 

Practices in education 4: Use the techniques of consultation and supervision 

for enhancing the effect of administrative communication 

The principal strongly emphasizes on the techniques of communication and dealing 

with people. He holds that the most effective way of communication are respect, 

listening, paraphrasing, and concern, as used in consultation and supervision. These 

2007 HICE Proceedings 
Page 6849



techniques are important in dealing with interpersonal relations. The principal 

suggested that, “educators, school master and the team leaders in school must have the 

special traits in supervision. They have to interact with the parents and the teachers to 

find out the problems. Administration should be integrated with the concept of 

supervision. For example, techniques of supervision in communication such as care, 

listen and paraphrase should be technically modified while applied. And this takes time 

to accumulate experience (0925B87 Interview).” 

 

V. Recognition is The Path to Building Up Caring Leadership 

From the perspective of caring, recognition should be based on an in depth 

understanding of others. Recognition is to allow for continual upgrading of both sides 

and move towards the ideal image of each other. Recognition in caring requires an in 

depth understanding of others. It is also a matter of self-revelation on one’s own 

mindset and how one interprets things. If we could get deep inside this kind of mutual 

understanding/caring relationship, we can understand ourselves better. As reflected in 

the concept of caring leadership of the principal, the principal will give recognition to 

the faculties through understanding their performance. This results in the building up of 

a mutual understanding caring relationship. 

 

Practice in education 1: The caring and recognition of the principal can 

motivate in the administrative staff a sense of education messianism. 

Through his caring, recognition and encouragement for the administrative staff, 

the school principal has strengthened the administrative staff with a sense of duty in 

education. It helps to enhance their work efficiency and effectiveness. One teacher has 

mentioned that, “the principal is very good in encouraging people. He always says he 

needs you and he recognizes what the teachers do (0925B127 Interview).” 

 

The drawback to the practice of caring leadership by the principal 

(I) The Teachers Have Different Degrees of Understanding of The Concept of 

Caring Leadership of the Principal 

Each of the teachers has different levels of expectation of the principal and 
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different degrees of understanding in leadership behavior. One teacher mentioned that, 

“some teachers tend to feel that some other teachers have problems, but why does the 

principal still treat them nicely? They never seem to understand the meaning of the 

principal? Therefore, some would feel that if I have the same problems in the future, the 

principal would treat me the same. They will just think of it in the negative direction but 

not in the positive direction. This will become problematic (0925C33 Interview).” 

 

(II) Big School Constrained the Influence of Caring Leadership 

The concept of caring of the principal merged in his leadership style. However, if 

the school organization is too big, the principal must consider the complex factors when 

facing individual problems in order to seek solutions. Teachers who do not understand 

the principal well enough tend to feel that the principal is not competent enough in 

handling things. As suggested by one teacher, “… some would feel that it is useless to 

talk to the principal, as the principal will not take immediate action. If this question 

pops up in front of me, I will talk to the teacher that I understand why you throw out this 

question, but the principal has to consider a whole lot of complicated things which are 

beyond the imagination of the teachers. He needs time to handle the problem. But he 

will remember what you have told him (0925C35 Interview).” 

The influence of the caring leadership of the principal will be constrained by the 

size of the school and the number of members of the school. The people he has to deal 

with also matter. There are more contacts between the principal and the administrative 

staff and the latter understand the principal better. Yet, the tasks of education cannot be 

put in place just overnight. The leadership behavior of the principals perhaps cannot 

wield their influence very conspicuously. Nevertheless, the channels for 

communications between the faculties and staff in school are thorough. As one teacher 

mentioned, “ I just feel the principal is not that influential. Yet, the door is open. 

Education cannot be accomplished overnight. But it is possible (0925C36 Interview).” 

 

(III) Individual Performance Is Senior to Group Performance 

The special traits of caring leadership of the principal reflect in his administrative 

work. He tends to value the individuals better. Therefore, the effect of group 
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performance may not be that conspicuous. With the background of the diversity of 

teachers, they tend to have their own philosophies in education. As such, the concepts 

of the principal may not be able to influence the teachers. One school teacher 

mentioned that, “The principal is doing something, this takes time. The principal tends 

to value the individuals better. Big schools need a clear direction. Therefore, his 

personality traits cannot meet such demands so smoothly. He has been working very 

hard indeed. He values the individuals, and there is group performance to consider too. 

Further, the diversity of the teachers due to different backgrounds of the teachers made 

them to have their own philosophies in education. They may not listen to the principal. 

They sometimes even distorted the good ideas of the principal (0925C34 Interview).” 

 

Conclusion and Recommendations 
This study is an attempt to explore caring leadership of primary school principals. 

The first part of this study is the review and analysis of literature and gives a description 

of the meaning, the contents and related studies on caring leadership of school 

principals. Secondly, information is gathered through visits and interviews. We studied 

the actual caring leadership behavior of one primary school principal and attempted to 

understand the challenges the principal confronts. 

 

Conclusion 

There is no definite model of caring leadership of school principals and discretion 

is advised depending on the situation. All through the entire research process, we could 

discover the multi-faceted and random features of caring leadership. This also 

demonstrates the importance of the interaction of symbols in the theory of procedure. 

The following are the concluding remarks on key issues in this study: 

1. The core concept of caring leadership of the principal includes the 

establishment of feeling and relations, the mode of communication is the 

manifestation of caring ethics, recognition is the path for building up caring ethics 

relations, trust relation is the cornerstone of the ideology of caring ethics, an 

emphasis on the diversity of individual values. 

2. The difficulties and constraints on caring leadership of the principal include 
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the varied understanding of the teachers in caring leadership of the principal, big 

schools constrained the influence of caring leadership of the principal, individual 

performance is senior to group performance. 

3. Caring leadership of the principal helps to solve many problems at the shop 

floor of education, prompts for higher accessibility to education resources, enhances 

the sense of duty in education among the administrative staff and the teachers. 

 

Recommendations 

This is an empirical study on caring leadership of the school principals. Although 

we cannot infer this to generality, it can be applied to a certain ratio of big schools in the 

country. Therefore, any school principal who practices caring leadership is bound to 

face similar problems. The following are the recommendations to such problems. 

 

(I) Recommendation on Research Method 

Caring leadership of school principals is a new topic. There is no empirical study 

so far except for some works on theories at home and overseas. Case study is used in 

this study for exploring the actual situation of caring leadership of school principals in 

practice. In the future, related literature could be further integrated for preparing a set of 

questionnaires on caring leadership behaviors. Quantitative method can be applied for 

exploring related issues in caring leadership. Researchers in the future are encouraged 

to integrate caring leadership with other research topics for further and in depth 

research in the domain of caring leadership. 

 

(II) Recommendation on the Inspiration on the Leadership of School Principal 

Caring ethics values the “relationship” between individuals. Caring leadership of 

school principals is indeed the cultivation of relations between the school principal and 

the teachers, staff, the community, the parents and the campus. The application of 

caring ethics to the leadership of the principal in education practices is indeed the 

manifestation of caring leadership. Examples are the creation of an environment for 

cooperation and participation in administrative works, leadership in hierarchy, the 

interpretation of the professional evaluation of teachers, creation of caring relations 
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with the community, the caring for misfortunate groups in school, ensuring the smooth 

channels for communications in school, playing the role of doctor and advisor. With a 

background of diversity, there are different voices in school campus. The principal no 

longer plays an authoritarian role in manipulating power. Through the concept of caring 

ethics, school principals are given the opportunity in thinking about improvement of 

leadership as a specialization under current environment of education. 

 

(III) Recommendation on Orientation for The School Principals 

There are few training programs for the preparatory training of school principals. 

Orientation of this kind is short-term only. But it would be essential that the study of 

caring ethics can be incorporated into the syllabus for training at the ethical level. A 

feasible way is to include the courses or contents of “school leadership ethics” in the 

training programs of normal education institutions and orientation institutions. Topics 

on caring ethics can be added to existing subjects. The purpose is to develop the 

knowledge base of the leaders at the ethical level, the values and beliefs, the capacity 

in solving actual problems concerning ethics, and the attitude and behaviors in 

revealing themselves under moral principles. 
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The Efficacy of Conducting Cross Disciplinary Crisis Team Training in 
School Districts 

 

Abstract 

A growing body of evidence suggests that today’s PK-12 students experience a 

variety of traumatic events on a routine basis.  Crisis response teams are trained 

individuals who help support and stabilize a school after a crisis event has 

occurred. Crisis response team members come from all constituencies of school 

faculty including administration (school and district), teachers, counselors, and 

staff (e.g. janitorial, secretarial) and are typically trained by a consultant or trainer 

knowledgeable in crisis response and grief counseling.  Through a review of 

existing literature, and the authors anecdotal data drawn from years of 

conducting crisis team training, this paper offers a preliminary examination of the 

need for and efficacy of cross disciplinary crisis response teams training. 

 

Introduction 

 It was an ordinary Thursday at my middle school.  As a new counselor 

fresh out of graduate school, I was excited at the prospect of the day’s events; an 

SST meeting, anger management group, individual student appointments, 

updating 504 plans.  You know…the regular business.  No sooner did I get in the 

building that morning than my principal met me at my office door, looking grave.  

Once behind closed doors she calmly told me that one of our students had been 

hit by a train and the police were unsure if it was an accident, or a suicide.  She 

informed me that the crisis response team had been activated, and that she 
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would like me to be involved by helping in the support room.  Despite two years 

in an excellent counselor training program, and a class on death and dying, I 

thought she was talking Greek.  Besides being in complete shock, I had no idea 

what a crisis team was…or a support room…and What do I say to the kids????  I 

waved good bye too my ordinary Thursday. 

 As the day unfolded, I observed in awe as a trained crisis response team 

swept in, collaborated with us, and stabilized the school.  From drafting a notice 

to students, to backing up our front office by making parent phone calls, to 

debriefing our staff at the end of the day, the team brought calm to chaos, 

structure to fragmentation. The support our school and students received that 

day was extraordinary.  So began my love affair with crisis response.   

 Since that terrifying day over 12 years past, I have taken many crisis team 

trainings, participated in more crisis responses than I can count, and became a 

crisis team trainer and consultant myself.  Through it all, my passion and 

dedication for the work has continued to evolve.  It is through that lens this paper 

is crafted, thus, a degree of author bias is inherent.   

 

Literature Review 

It Happens Here 

 School Crisis Response.  The very words conjure images most educators 

prefer to keep safely locked away in their furthest imaginations.  Unfortunately, 

crises do occur, globally, nationally and locally, and their effects on our schools 

can be tremendous. Between 1992 and 2002, 462 people, including students and 
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staff, were killed at schools across the country.  Since the beginning of the 2006-

07 school year alone, there have been 25 shootings at or near schools 

nationwide, seven of which have been fatal. (Thomas, 2006) 

 These and other recent and high profile events have brought more 

attention to the need for timely and appropriate intervention, indeed the 

importance of being prepared for crisis events cannot be understated (Brock, 

2002).  Lichtenstein, Schonfeld and Kline (1994) posit “an astute administrator 

does not question whether a crisis will occur, but when it will occur, how serious it 

will be, and what the response should be” (p. 80).  A consistent message from 

those who write and train extensively on crisis response is that thoughtful 

planning and preparation to meet the needs of schools when a crisis occurs is 

highly advised (Jimerson, Brock & Pletcher, 2005; Lovre, 2001; Oates, 1993; 

Pitcher & Poland, 1992; Stevenson, 2002).  

 

What and Why 

 A crisis response is a predetermined strategy to access and intervene in a 

crisis situation.  The focus of crisis response in schools is returning the school to 

normalcy as quickly as possible (Lovre, 2001).  The crisis response team’s 

primary responsibility is to implement the response plan when a crisis occurs 

(Lichtenstein et al., 1994).  Brock, Sandoval and Lewis (2001) stated that a crisis 

response plan is useless there are available personnel qualified and able to 

conduct crisis interventions.  Crisis response team members are those 

personnel.  They are trained and prepared to address the emergent 
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psychological needs of those experiencing emotional distress (Lerner, Volpe & 

Lindell, 2003).  

 Timely schools based interventions during and following a crisis have 

been shown to foster children’s psychological healing and their overall 

functioning (Arman, 2000).  Young people in crisis need supportive, normalizing 

and affirming contact (Lovre, 2001).  Immediate crisis intervention counseling 

facilitates the grieving process (Allen & Ashbaker, 1994) and can help mitigate 

the negative effects of traumatic events (Arman, 2000; Johnson 2001).  

Conversely, if no intervention is received, long lasting results including anxiety, 

ptsd, depression, school failure, and suicide may occur (Johnson, 2001;Terr, 

1983)  Without adequate support and help at the time of the crisis, the disruption 

to children’s lives can be considerable (Crepeau-Hobson, Filaccio, & Gottfried, 

2005; Jimerson et al., 2005; Oates, 1993). 

Being Prepared 

 Ideally, a crisis response team is a cross disciplinary group of individuals 

who have received consistent standardized training on the process and delivery 

of school crisis response and are committed to implementing the crisis response 

plan (Brock et al., 2001; Klicker, 2000; Kline & Shonenfeld, 1996). Extensive 

support exists for utilizing a multidisciplinary crisis response team, as different 

members within the educational system bring diverse and important skills and 

perspectives to crisis responding (Klicker, 2000; Lerner et at., 2003; Lovre, 2001; 

Pitcher & Poland, 1992). Having a multidisciplinary team brings a heightened 

understanding and mutual valuing for the contributions of all members of a 
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school community (Lichtenstein et al., 1994).There is a role for everyone to fill, 

with no one having more or less value to the final outcome than another.  It is the 

combined effort of all members’ participation that makes responses effective 

(Allen & Ashbaker, 2004).   

 A basic training course that provides the crisis team with essential 

background knowledge and skills is necessary for all crisis team members 

(Jimerson et al., 2005; Lovre, 2001; Oates, 1993; Pitcher & Poland, 1992; 

Stevenson, 2002).   As well increasing knowledge, competence and confidence, 

standardized instruction provides the team with a common lexicon, establishes 

common goals, defines roles, and expectations about team operations (Johnson, 

2000; Klicker, 2000; Meagher, 2004). Additionally, training assists the team in 

building cross disciplinary relationships and establishing a shared group identity 

(Cornell & Sheras, 1998).  

 While a crisis response team cannot prevent a crisis from occurring, with 

the proper pre- planning and preparation, it can respond effectively and meet the 

needs of the school in the event a crisis does occur.  

 

Discussion 

 Empirical research is in progress to investigate the efficacy of crisis 

response team training.  The following discussion however, is based solely on 

the authors’ previous experience with crisis response trainings and interactions 

with their participants.  Any quotes utilized are from anonymous evaluations 

which were solicited as part of the training.  As such, the information herein is to 
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be considered strictly anecdotal in nature, and not interpreted or further 

disseminated as research based data.  

  

Efficacy 

 Does crisis team training make a difference?  Is it effective in broadening 

participants’ knowledge and confidence about crisis response?  Participants 

often stated “I learned so much.”  Comments similar to “Thank you, Thank you 

Thank you!  I feel so much more prepared to respond now!” were also routinely 

found.   “I have so much more confidence that I will be able to go in and make a 

difference.”  These statements are representative of the many responses I have 

received from school personnel after their training.  Additionally participants often 

comment on the value of the multidisciplinary nature of the team.  “I so 

appreciated the different positions that were represented in the training.  I really 

learned to value them in a way I never did before.”     

 Further evidence of efficacy was seen in this administrator’s disclosure 

during a training regarding the use of his districts crisis team in response to a 

multiple victim auto accident involving four of his high school students. “I didn’t 

know how much of a difference having the team come in would make” he 

remarked.  “I was really hesitant to have ‘strangers’ come into my building, but I 

will never think twice about asking for the team’s for assistance again.  I learned 

my lesson, and now, I can go help other administrators ‘get it’.”    

 The following poignant reflection from a response trained colleague 

offered a different perspective on the value of a crisis team’s presence when it 
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happens ‘in your house’.  “I don’t know how I would have gotten through the day 

without them.  I was far too affected by her death to be helpful. Having the crisis 

team come in allowed me to grieve the loss of my student alongside my students 

and peers.  It made me so much more able to go back the next day and be 

responsive to the ongoing students needs.”  

 

Pedagogy 

 Information reinforcing the potential effectiveness of various pedagogical 

strategies utilized in the trainings was extracted from training evaluations.  

Participants consistently referenced appreciating the chance to role play and 

practice their new skills, the opportunity to explore their own grief reactions and 

the provision of practical tools such as crisis day checklists.  Additionally, the 

discussion of actual scenarios was routinely noted as useful.  This opinion is 

captured by one participant who stated “I loved hearing the stories about the 

responses you have done.  At the beginning of the training all I could think 

was…there is No Way I could do that.  By the end I was picturing myself in the 

response.  What a change!  Now I am actually excited to have the chance to 

respond.” 

 

Conclusion 

 It is crucial to recognize that the information presented in the discussion 

section may not be generalized to any population other than those making the 

original statements.  It is also noteworthy to recognize, that while the statements 
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do not come from empirical research, they do however, represent the voices of 

those who have and will continue to respond to the needs of students in crisis.  

They are a testimony from counselors, administrators, secretaries, custodians 

and teachers who have taken part in crisis team training and believe in their 

ability to make a difference.  As further research is completed, and formal 

ethnographies gathered, more information on the efficacy of crisis response team 

training will emerge. 
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Working with Grieving Students: Assessing School Counselor’s 

Knowledge 
 

 
Abstract 

School Counselors are called up on to work with grieving students on a day to 

day basis and need to possess the skills necessary to assist students through 

their grief and healing.  While specific knowledge and skills are essential to work 

with grief and loss issues, it is currently unclear if practicing school counselors 

have received the training needed to competently and effectively work with 

grieving students.  This project will attempt to assess the extent to which school 

counselors have received relevant preparation, from where and in what areas 

training needs currently exist.  Recommendations can then be made to both 

counselor educators and school administrators to bridge the gap between the 

need for and actual knowledge of how to work with grieving students.   
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ABSTRACT 

The purpose of this study was to develop the elementary school teachers’ skills in 

constructing the instructional media. This study is in a program of “An application of 

the principles of action research in developing teachers’ potentiality according to the 

National Education Act of 1999”. The participants were 5 lecturers, 2 graduate 

students of Faculty of Education, Khon Kaen University, and 27 elementary school 

teachers from 8 schools in Khon Kaen Province. Mini-lecture, group activities, 

discussion, exercise, and presentation were used in training program.  At the 

beginning and the end of a training session, 20-item test was administered to assess 

their knowledge about some principles of instructional media. A criterion score is 12 

for passing a posttest and at least 50% of participants should pass a test. It was 

found that 59.26% of participants passed a test which did not indicate statistically 

significant higher than 50% of participants ( 2χ  = 0.926, p=0.336). While participating 

in this project, the participants had a chance to conduct classroom research to 

improve their teaching using their constructed instruction media along with the 

learning activities under the supervision of the researchers of the project. In addition, 

they have learned to use their community learning resources as part of their 

instructional media. 

INTRODUCTION 

The recent teaching and learning methods have not been enough to stimulate 

learners’ thinking and action. The education system does not encourage or promote 

learners to show their capabilities. In order to motivate learners to think and act more 

efficiently, teachers should always develop effective learning processes by 

conducting classroom research to use research results to drive classroom change in 

order to develop suitable learning for learners and optimize learner learning. In 
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organizing the learning process, educational institutes and agencies should concern 

need to provide substance and arrange activities in line according to the learners’ 

interests and aptitudes with accounted for individual differences (Office of National 

Education Committee, 1999).  Teacher is a change agent who plays a pivotal part in 

learning reform and economic reform. Teachers are assumed responsibilities to 

teach learners to be self-confident, to be able to work collaboratively, to solve a 

variety of problems, to communicate effectively and to be creative and critical in their 

thinking (Jeans and Sararat, 2002). It is essential for teachers to create the 

environment, instructional media, and facilities for learners to learn and acquire 

knowledge to be all-round persons as well as to be able to benefit from research as 

part of the learning process. In so doing, both learners and teachers may learn 

together from different ways of teaching-learning media and other sources of 

knowledge.  

 

Action research is focussed on the improvement and involvement of its participants 

(Carr & Kemmis, 1986; Kemmis & McTaggart, 1992). It attempts to involve 

participants in educational process through studying their own professional work 

collaboratively (Kemmis, 1988; Kemmis & McTaggart, 1992; Miller, 2002). The 

primary emphases of action research are action as a fundamental process or the 

improvement of practice, increasing understanding about practice in a collaborative 

group, and improving the situation in which the practice takes place (Zuber- Skerritt, 

1992). Kemmis and McTaggart (1992) suggest four steps in a self-reflective spiral of 

action research: planning, acting, observing, and reflecting. These steps provide 

basis on which participants can formulate new plans, new action, observation, and 

reflection, and repetition of the whole process until a satisfactory result is achieved. 

Action research emphasizes dissatisfaction in personal practice. It seeks to improve 

teaching practice by systematically trying alternative strategies in a search for more 

satisfactory practice. 

PURPOSE OF THE STUDY 

The purpose of this study was to develop the elementary school teachers’ skills in 

constructing the instructional media.  

 
METHOD 

In conducting the study, the researchers employed documentary study, a 

literature review and a participatory workshop on construction of instructional media 

using the principles of action research. Documentary study was employed to study 
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and understand literature, concepts, and related principles of classroom research. 

The researchers conducted a participatory workshop on construction of instructional 

media using the principles of action research at the Faculty of Education during 8-9 

and 15-16 of May in 2004 to enhance group understanding through discussion; 

participants were encouraged to express their opinions and work together. They were 

required to construct instructional media and performed classroom research. In 

addition, participants had to meet in a group for once a month to report their progress 

and ask for suggestions and advice in conducting their research.  Mini-lecture will 

depend on needs and problems in conducting research of participants. The following 

figure depicted a cycle of action research in conducting the project. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1   A cycle of action research                    
 
 
 
The Participants 
The participants were 5 lectures (1 male and 4 females) of the Faculty of Education, 

Khon Kaen University and 27 elementary school teachers from 8 schools in Khon 

Kaen Province. There were 8 male and 19 female teachers with an average age of 
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44 years. Their ages ranged from 28 to 56 years. All teachers completed B.Ed. 

degree.  Two participant observers were graduate students in the Department of 

Educational Evaluation and Research Design, who observed and used semi-

structured interviews with some participants to assist the researchers to reflect on the 

activities after completion and to validate these reflections. 

 

Techniques for collecting data and monitoring the study 

In monitoring the study, the researchers employed various techniques for collecting 

data such as  interviews, participant observations, journal writing, reflective writing, 

testing, photographs and questionnaires. 

 

Techniques for analyzing of data 

Data were analyzed both quantitatively and qualitatively, with the emphasis was 

place on quantitative approach. The triangulation technique was used to cross-

reference a number of participants’ perceptions of an event (Grundy & Kemmis, 

1981). Data were cross-checked by interviewing participants using three different 

interviewers to determine the consistency of data. To ensure trustworthiness and 

confirmability, journal-writing reports were read, verified, and edited by participants 

for affirmation of statements as authentic ideas or viewpoints. 

 

In analyzing qualitative data, a process of interpretive approach was used to 

understand the essences of phenomenon under investigation by focusing on 

meanings of events and phenomena and the social events from every angle and 

considering it thoughtfully (Jeans, 1997; Comstock, 1982; Newman, 2000). 

Illuminative, formative, and summative evaluations were used to investigate the 

effectiveness of the workshop. During the ongoing workshop, participants were asked 

to reflect their opinions. At the end of a training session, a 10-item test was 

administered to assess participants’ knowledge about instructional media. A criterion 

score of passing is 6. At least 75% of participants should pass a test.  Both open-and 

closed-ended questionnaires were used at the end of the participatory workshop to 

assess the effectiveness of the workshop in terms of the participants’ satisfaction. 

The participants were asked to indicate their opinions after participating in the 

workshop using a five-point rating scale questionnaire. In scoring the instrument, 

numerical values of one through five were also assigned to each level of opinions: 
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lowest (1), low (2), medium (3), high (4), and highest (5). Means and standard 

deviations were computed for each item of the questionnaires.  

 

RESULTS 

Achievement outcomes 

It was found that 59.26% of participants passed a posttest which did not indicate 

statistically significant higher than 50% of participants ( 2χ  = 0.926, p=0.336) with a 

mean score of 11.96 and standard deviation of 2.70 for posttest scores whereas a 

mean score of 9.94 and standard deviation of 2.11 for pretest scores. 

 

Satisfaction outcomes 

As illustrated in Table 1, the participants indicated their opinions and satisfactions 

towards the program at a high level ( X =4.17, SD=0.606) with the highest levels of 

opinions were capability of instructors ( X =4.58, SD=0.504) and usefulness of 

activities ( X =4.52, SD=0.511).  

 

 

 

 

 

Table 1. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop 
 
 

Items X  SD 

1. Clarity of content 4.00 0.590 

2. An appropriateness of using media 4.13 0.612 

3. Climate in a meeting room 4.42 0.654 

4. An appropriateness of materials 3.79 0.779 

5. Sequence of presentation 4.21 0.509 

6. Clarity of presentation 4.25 0.532 

7. Interesting of presentation 4.38 0.495 

8. An opportunity to ask questions 4.22 0.600 

9. Easiness to understand 4.21 0.721 

10. Level of satisfied expectation 4.08 0.408 
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11.Participation in session activities 3.88 0.741 

12. Level of gained knowledge 4.29 0.806 

13. An appropriateness of activities 4.00 0.511 

14. Interesting of activities 4.12 0.537 

15. Usefulness of activities 4.25 0.532 

16.An appropriateness of time allocation 4.52 0.511 

17.Congruence of content and activities 3.67 0.816 

18.An appropriateness of presentation 4.21 0.509 

19. Easy to participate 4.25 0.532 

20.Capability of instructor 4.58 0.504 

total 4.17 0.606 

 

Reflections 

At the end of each phase of the participatory workshop, all participants were asked to 

anonymously write their reflections. Every participant said that the workshop was 

worthwhile and necessary. They appreciated the friendly and democratic atmosphere 

of the workshop; the opportunity to develop and acquire skills in conducting 

classroom research on instructional media; the opportunity to develop and enhance 

skills in collaborative work and constructing instructional materials; and some of 

opportunity to participate in the workshop. They claimed that they also had the 

opportunity to develop skills in interpersonal relations, collaborative work, and 

problem-solving. They also developed their ability to discuss, report, speak, and 

respond to feedback. 

I have made a right decision to participate in this project. I have gained 
knowledge and enjoyed practicing collaborative work. (Extracted from 
a participant’s journal) 

 

I have gained a lot of experience and I don’t have to pay for 
participating in the workshop. I really like materials, lunch, and coffee 
break.  I have learned to write a proposal to conduct a research. 
(Extracted from a participant’s journal) 
 
I will construct my own programmed instruction for my students using 
some local materials as instructional media (Interviewed a participant).  
 
I have learned some techniques to peel sticker and mount my 
instructional pictures neat and clean (Interviewed a participant). 
 
I have learned to use different kinds of leaves as an introduction of the 
lesson and dividing groups of students (Interviewed a participant). 
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I have learned to create a beautiful worksheet for my students and an 
opportunity to express my skill work of art in presenting a story board 
of a beautiful dream village (Extracted from a participant’s journal). 
 
I have gain a lot of experience in communicating with other people. 
Grouping of people using folded paper was very interesting and 
beautiful. I would use these techniques in grouping my students 
(Extracted from a participant’s journal). 
 
Ajarn Ladda and Ajarn Piyawan are very kind  and very keen in 
presenting ideas of instructional media in teaching (Extracted from a 
participant’s journal). 
 
We really enjoyed group process activities. We acted like a child and 
participated with joy (Extracted from a participant’s journal).  
 
 

 
CONCLUSIONS 

The results of this research show the effectiveness of the workshop on construction 

of instructional media in terms of satisfaction outcome. Although there was no 

significant difference between the percentage of passing and a criterion score but a 

mean of posttest scores was increased 10% of a total score. The participants were 

very satisfied with workshop and research activities. They gained a lot about working 

as a group. They knew how to work with other people and knew themselves better. 

They have also developed skills in conducting research on instructional media to 

improve their teaching-learning activities.  

 

In addition, the benefit of this training project was not limited to personal development 

of teachers but also their students as learner centered.  
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ABSTRACT 

The purposes of this project were (1) to develop teachers’ competency in a) 
conducting classroom, b) facilitating the student-centered learning environment; c) 
constructing instructional media, d) authentic assessment, and e) constructing school 
based curriculum; (2) to develop participation and collaboration between community 
and educational institutions; and (3) to create network of collaboration among the 
educational researchers and teachers.  
 
This project consisted of 5 studies, The first study was using the principles of action 
research in developing teachers’ skills in conducting classroom research, aimed to 
foster the skills and ability of participants in conducting classroom research to 
improve their teaching-learning activities. The second study was using the principles 
of action research in developing teachers’ competency in facilitating the student-
centered learning environment. The third study was using the principles of action 
research in developing the elementary school teachers’ skills in constructing the 
instructional media. The fourth study was using the principles of action research in 
developing teachers’ competency in authentic assessment.  The fifth study was using 
the principles of action research in developing teachers’ competency in constructing 
the school-based curriculum. 
 
This project was a training project based on the principles of action research. The 
participants were 7 lecturers and 2 graduate students of Faculty of Education and 27 
primary school teachers from 8 schools in Khon Kaen. Mini-lecture, group activities, 
discussion, exercise, and presentation were used in this training program.  
Participant observation, interviews, tests, questionnaires, journal writings, 
photographs were employed for data collection. Formative and summative 
evaluations were used to investigate the effectiveness of the workshops.  At the 
beginning and the end of a training session, a test was administered to assess their 
knowledge about some principles of classroom research, learning assessment, 
school based curriculum, and instructional media. A set of criterion score was 
predetermined for each test. Mentoring was used in enhancing and empowering the 
participants in conducting classroom research. 
 
The results indicated that through this training project, the researchers and 
participants had developed self-esteem, self-respect, team building, sharing, 
collaborative work and a sense of belonging. Moreover, the participants had acquired 
skills in teaching and learning process especially constructing instructional media, 
cooperative learning and conducting classroom research to improve their teaching. In 
particular, the participants conducted research and were encouraged to present their 



papers at the Third Conference in Educational Research on September 11, 2005 at 
the Faculty of Education. 20 papers were presented in poster session.  
 
INTRODUCTION 
 
According to the new Constitution, the National Education Act B.E 2542 (1999) has 

become effective since August 20, 1999. Learning reform is emphasized as a vital 

part of education reform, which called for the weaving and integrating of learning 

process: curriculum, learning activity and learning assessment for the development of 

the learners at their own pace and to the best of their potentiality as stated in Section 

22 of the National Education Act B.E 2542 (1999) (Office of National Education 

Committee, 1999). The Act put its emphasis on the development of quality of human 

resources, life-long education for all, participation of all segments of society in 

education provision, and continuous development of the bodies of knowledge and 

learning processes. The teachers were considered to be an important agent in driving 

and gearing the education reform to be in a tract of success It is essential to 

emphasize knowledge, morality, learning process and a balance integration of 

subject matters, such as scientific and technological knowledge and skills (Office of 

National Education Committee, 1999). Teacher’s role is very important as a change 

agent in learning reform and economic reform. Teachers are expected and assumed 

responsibilities to teach learners to be self-confident, to be able to work 

collaboratively, to solve a variety of problems, to communicate effectively and to be 

creative and critical in their thinking (Jeans and Sararat, 2002). Therefore, teachers 

have to improve their teaching behaviors, learning and vision for dealing with the 

effect of globalization towards changing of society whereas knowledge, information 

technology and communication have been dramatically changed. Teachers not only 

transfer knowledge but also encourage and promote learners to show their 

capabilities and potentiality. Teachers have to promote and install environmental 

awareness as well as skills in acquiring and constructing knowledge which are 

essential skills in life-long learning. These skills are necessary for the learners in the 

age of information technology and knowledge-based society. Learning reform is the 

vital part of all concern for an increasing of competitive potentiality of the country 

(Watanachai, 2001). 

 

In the age of information technology, the learners have to learn to critique and to 

organize essential information. At present, learning is not only occurred in a 

classroom setting but learning resources are in everywhere. Teacher is not the only 



one who knows best in conveying knowledge but leaning and problem-solving should 

be collaborative work among teacher, learners and stakeholders.  It is imperative that 

teachers find ways to improve their teaching because the recent teaching and 

learning methods were not enough to stimulate children’s thinking and action. In 

order to motivate children to think and act more efficiently, teachers should develop 

effective learning processes by conducting classroom research (Office of National 

Education Committee, 1999). Thathong and Thathong (2002) found that there were 

2,304 teachers (80.8 % of 2,852 teachers) in region 9 who have never conducted 

classroom research.  Their knowledge about conducting research was at a medium 

level ( X = 2.67, SD=1.13) and their needs of training on classroom research was at a 

high level ( X =4.08, SD=0.94). Thathong, et.al. (2004) conducted a research on 

collaboration of teachers and educational researchers to improve the teaching 

learning activities on environmental education through the principle of action research 

found that teachers were lack of skills in conducting classroom research and needed 

mentors to give suggestions in conducting research.  Mentoring process helped 

these teachers conduct their own research and encouraged them to present their 

research findings to public. Thathong et.al.(2004) also proposed a model of three 

phases in conducting a workshop on classroom research. It should provide content 

knowledge of research and teaching process in the first phase. The second phase 

should be provided during a period of conducting research and the third phase 

should be provide after collecting research data. 

 

Classroom research is a systematic and reliable process to investigate knowledge 

and information in a context that needs to be improved and developed. In addition, 

both learners and teachers may benefit from research as part of the learning process 

and learn together from different type of teaching-learning media and other sources 

of knowledge (Office of National Education Committee, 1999) 

BACKGROUND OF THE STUDY 

This project consisted of 5 studies, The first study was using the principles of action 

research in developing teachers’ skills in conducting classroom research, aimed to 

foster the skills and ability of participants in conducting classroom research to 

improve their teaching-learning activities. The second study was using the principles 

of action research in developing teachers’ competency in facilitating the student-

centered learning environment. The third study was using the principles of action 



research in developing the elementary school teachers’ skills in constructing the 

instructional media. The fourth study was using the principles of action research in 

developing teachers’ competency in authentic assessment.  The fifth study was using 

the principles of action research in developing teachers’ competency in constructing 

the school-based curriculum. 

 

PURPOSE OF THE STUDY 

The purposes of this project were (1) to develop teachers’ competency in a) 

conducting classroom, b) facilitating the student-centered learning environment; c) 

constructing instructional media, d) authentic assessment, and e) constructing school 

based curriculum; (2) to develop participation and collaboration between community 

and educational institutions; and (3) to create network of collaboration among the 

educational researchers and teachers.  

 

 

METHOD 

There were 5- workshop sessions conducted at the Faculty of Education. 

1. A workshop on classroom research was conducted during May 8-9, May 11-12 

and June 1-2 of 2002. 

2. A workshop on facilitating the student-centered learning environment at the 

Faculty of Education during April, 30 and 1, 5-6 of May in 2004 

3. A workshop on construction of instructional media using principles of action 

research was conducted on 8-9 and 15-16 of May in 2004  

4. A workshop on authentic assessment was conducted during May 22-23, May 29, 

and June 20 of 2004 

5. A workshop on  constructing of school-based curriculum was conducted 

collaboratively at Ban Tamadua School during March 30, April 8, April 27, April 

29, May 5, May 7, and May 30 of 2004 

 

Participants were required to work collaboratively using the principles of action 

research to improve their teaching. They were required to conduct two pieces of 

classroom research and integrate at least two subject matters in their teaching-

learning activities. In addition, participants had to meet in a group for once a month to 



report their progress and ask for suggestions and advice in conducting their research.  

Mini-lecture will depend on needs and problems in conducting research of 

participants. The figure 1 depicted a cycle of action research in conducting the 

project. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1   A cycle of action research                    
 

 

 

 

Participants 

The participants were 7 lectures (2 males and 5 females) of the Faculty of Education, 

Khon Kaen University and 27 elementary school teachers from 8 schools in Khon 
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Kaen Province. There were 8 male and 19 female teachers with an average age of 

44 years. Their ages ranged from 28 to 56 years. All teachers completed B.Ed. 

degree.  Two participant observers were graduate students in the Department of 

Educational Evaluation and Research Design, who observed and used semi-

structured interviews with some participants to assist the researchers to reflect on the 

activities after completion and to validate these reflections. 

 

Techniques for collecting data and monitoring the study 
In monitoring the study, the researchers employed various techniques for collecting 

data such as interviewing, participant observations, journal writings, self-report, 

testing, reflective writings, taking photographs and using questionnaires. 

 

Techniques for analyzing of data 

Data were analyzed both quantitatively and qualitatively. In analyzing qualitative data, 

a process of interpretative approach was used to understand the essences of a 

phenomenon under investigation by focusing on meanings of events and phenomena 

and the social events (Jeans, 1997; Comstock, 1982; Newman, 2002). The 

triangulation technique was used to cross-reference a number of participants’ 

perceptions of an event (Grundy and Kemmis, 1981; Elliot, 1991). Data were cross-

checked by interviewing the participants using three different interviewers to 

determine the consistency and accuracy of the data. To ensure trustworthiness and 

authentic ideas or viewpoints, journal-writing reports were read and verified by 

participants. 

 

 

During the ongoing workshops, the participants were asked to reflect their opinions. 

Both open-and closed-ended questionnaires were used at the end of the workshop. 

In study 1 and 2, the participants were asked to indicate their characteristics before 

and after the participation using a five-point rating scale questionnaire. In scoring the 

instrument, numerical values of one through five were also assigned to each level of 

opinions on their characteristics: lowest (1), low (2), medium (3), high (4), and highest 

(5). Means ( X ) and standard deviations (SD) were computed. If assumptions of 

parametric statistics were not met, Wilcoxon signed ranks test was used to determine 

significant differences between the means of participants’ characteristics both before 



and after the participation. If significant differences were found, it meant that their 

characteristics were positively changed.   

 

At the end of a training session of study 1, 3-5 , 30-item test was administered to 

assess participants’ knowledge about conducting research and 20-item tests were 

administered to assess participants’ knowledge about instructional material, authentic 

assessment, and curriculum based construction. A percentage of passing was 60 for 

all studies. At least 50% of participants should pass a test.  Both open-and closed-

ended questionnaires were used at the end of the participatory workshop to assess 

the effectiveness of the workshop in terms of the participants’ satisfaction. The 

participants were asked to indicate their opinions after participating in the workshop 

using a five-point rating scale questionnaire. The steps of workshops were based on 

the ideas of action research  

 

Planning step 

The researchers discussed the contents, activities, and schedules of the workshop 

among lecturers. A tentative plan was established. 

 

Acting step 

In this step, the participants performed their activities according to the contents, 

processes and schedules. These activities were mainly mini-lecture, group 

discussions, justifications, and presentations. 

 

Observing step 

This step was an observation and data collection step. The researchers gathered the 

information by various methods of collecting data such as participant observations, 

interviewing, taking photographs, testing,  self-reporting and writing reflections.  

 

Reflecting step 

This step was to analyze and interpret data and reflect on the first day by the 

researchers and an observer. The reflections of the first day activities were used to 

create and aid in re-planning (tentative) program for the next day. 

 

Re-planning step 



The action plans for the next days were adjusted as a result of the reflections and 

observations of the previous day’s activities.  

 

RESULTS 
 

Characteristics and Achievement outcomes 
 

Before and after each of the workshops, the participants were asked to take   

the tests. A criterion score of passing for each study was 12 except for the study 1 

which was 18. It was found that there were significant differences between means of 

pretest and posttest scores for all studies. For study 1,3 and 4, the percentage of 

participants passed a test which indicated statistically significant higher than 50% of 

participants ( 2χ  = 5.143, p=0.023; 2χ  = 4.84, p=0.028, 2χ  = 6.40, p=0.011) as 

illustrated in Table 1. 

 

 

Table1. Passing proportion, mean, standard deviation and test statistic of pretest  

and posttest scores for each study 

 

Pretest Posttest Ho:p=0.50 Study 

X  S.D X  S.D 

t-value sig Passing  

2χ  Sig 

1 16.60 2.236 19.24 3.086 -4.823 .000 0.71 5.143 .023 

3 9.94 2.106 12.59 2.476 -4.605 .000 0.63 1.815 .178 

4 11.14 2.197 13.19 2.909 -3.462 .002 0.72 4.840 .028 

5       0.90 6.40 .011 

 

In addition, the participants were asked to indicate their knowledge and ability in 

conduction research  and facilitating student-centered activities before and after 

participating in the workshops in order to assess more of the participants’ outcomes 

by using 1 = lowest,   2 = low, 3 = medium, 4 = high, and 5 = highest. The results are 

indicated in Table 2 -3 and Table 4-5. 

 
Table 2 Comparison of participants’ knowledge and understanding about conducting  

research before and after participating in the program using Wilcoxon Signed 

Ranks Test 



before After  

X  SD X  SD 

 Wilcoxon  

 Z-value 

1. Analysis of problem 1.59 0.62 3.41 0.62 -3.674* 

2.Assessment of research topic 1.59 0.62 3.24 0.83 -3.502* 

3.Identification of problem 1.82 0.73 3.65 0.49 -3.656* 

4.Writing of research question 1.65 0.61 3.76 0.66 -3.741* 

5.Writing of research proposal 1.53 0.62 3.82 0.64 -3.727* 

6.Research design 1.29 0.44 3.20 0.57 -3.638* 

7.Constructing of  instruments 1.76 0.56 3.76 0.66 -3.743* 

8.Collection of data 1.82 .44 4.76 0.75 -3.716* 

9. Analysis of data 1.53 .62 3.59 0.87 -3.691* 

10.Presentation of data 1.58 .62 3.47 0.72 -3.745* 

11. Interpretation of data 1.35 .61 3.65 0.70 -3.698* 

12. Report writing 1.35 .61 3.65 0.61 -3.695* 

Total 1.53 0.46 3.53 0.46 -3.625* 

 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

Table 3 Comparison of participants’ ability in conducting research before and after  

participating in the program using Wilcoxon Signed Ranks Test 

before After topic 

X  SD X  SD 

  Wilcoxon 

   Z- value 

1. Analysis of problem 1.88 0.92 3.56 0.77 -3.697* 



2.Assessment of research topic 1.84 1.00 3.72 0.74 -3.720* 

3.Identification of problem 1.92 1.00 3.64 0.64 -3.695* 

4.Writing of research question 1.76 0.72 3.76 0.66 -3.671* 

5.Writing of research proposal 1.80 1.04 3.96 0.74 -3.741* 

6.Research design 1.66 0.82 3.37 0.76 -3.653* 

7.Constructing of  instruments 1.99 0.91 3.75 0.73 -3.713* 

8.Collection of data 2.00 1.08 4.00 0.71 -3.703* 

9. Analysis of data 1.72 0.94 3.84 0.75 -3.822* 

10.Presentation of data 1.80 1.04 3.72 0.74 -3.779* 

11. Interpretation of data 1.64 0.91 3.68 0.75 -3.695* 

12. Report writing 1.80 0.92 3.78 0.86 -3.720* 

Total 1.82 0.87 3.73 0.60 -3.632* 

 

The results in Table 2 and 3 illustrated that the desirable characteristics of research 

were fostered and enhanced in participants after participated in the workshop on 

classroom research.  All of knowledge and ability in conducting research were shifted 

up more than 1.68 on the rating scale, which indicated significant differences at the 

.05 level. However, all of the participants’ characteristics about research were 

improved. 

 

The results are illustrated in Table 4, which indicated that participants’ knowledge 

and understanding about student-centered activities were fostered and enhanced in 

participants after the participation.  All of knowledge and understanding were shifted 

up 1.3 to 2.39 on the rating scale, which indicated significant differences at the .05 

level. There were three categories that shifted 2 levels on the rating scale. They were 

teaching-learning activities (Integrating within substance), writing infusion instruction 

activities, and writing parallel instruction activities 

 

Table 4.  Comparison of participants’ knowledge and understanding about student- 

centered activities before and after participating in the program using Wilcoxon 

Signed Ranks Test 

before After topic 

X  SD X  SD 

 Wilcoxon 
 Z-value 

1. providing student-centered 
activities 

2.69 0.62 4.00 0.40 -4.660* 



2.writing student-centered lesson 
plan 

2.38 0.75 3.92 0.63 -4.594* 

3.using community resource in 
learning activities 

2.46 0.86 4.23 0.82 -4.550* 

4.teaching-learning activities 
(Integrating within substance) 

2.08 0.84 4.08 0.63 -4.527 

5. teaching-learning activities 
(Integrating between substance) 

1.92 0.84 3.85 0.88 -4.335* 

6.writing infusion instruction 
activities 

2.08 0.93 4.31 0.74 -4.520* 

7.writing parallel instruction 
activities 
 

1.77 0.71 4.15 0.67 -4.496* 

8.constructing learning activities 2.31 0.74 4.08 0.483 -4.543* 
9. constructing instructional 
media using local materials 

2.31 0.62 3.69 0.74 -4.261* 

10.providing project-based 
activities 

2.15 0.67 3.69 0.2 -4.597* 

Total      

 
 
The results are illustrated in Table 5, which indicated that the participants’ ability in 

providing student-centered activities were fostered and enhanced in participants after 

the participation.  All of abilities were shifted up 1.38 to 2.54 on the rating scale, 

which indicated significant differences at the .05 level. There were four abilities that 

shifted 2 levels on the rating scale. They were teaching-learning activities (Integrating 

within substance), teaching-learning activities (Integrating between substances), 

writing infusion instruction activities and writing parallel instruction activities. 

 
 
Table 5.  Comparison of participants’ ability in providing student-centered activities 

before and after participating in the program using Wilcoxon Signed Ranks Test 

before After topic 

X  SD X  SD 

  Wilcoxon  
   Z- value 

1. providing student-centered 
activities 

2.58 0.58 3.96 0.34 -4.617* 

2.writing student-centered 
lesson plan 

2.27 0.67 3.92 0.63 -4.556* 

3.using community resource in 
learning activities 

2.31 0.84 4.23 0.82 -4.533* 

4.teaching-learning activities 
(Integrating within substance) 

1.92 0.84 4.08 0.63 -4.512* 

5. teaching-learning activities 
(Integrating between 
substance) 

1.81 0.85 3.92 0.89 -4.420* 



6.writing infusion instruction 
activities 

1.88 0.86 4.31 0.74 -4.509* 

7.writing parallel instruction 
activities 
 

1.65 0.69 4.19 0.69 -4.493* 

8.constructing learning 
activities 

2.27 0.72 4.04 0.45 -4.563* 

9. constructing instructional 
media using local materials 

2.23 0.59 3.73 0.72 -4.388* 

10.providing project-based 
activities 

2.08 0.63 3.69 0.62 -4.617* 

Total      
 

Satisfaction outcomes 
Results of Study 1 and 2 were illustrated in Table 6. The participants indicated their 

opinions and satisfactions towards both programs at high levels ( X =4.134, 

SD=0.362; X =4.136, SD=0.515). The highest levels of opinions were climate in a 

meeting room ( X =4.59,SD=0.501) and appropriateness of activities for study 1 

( X =4.59,SD=0.568); capability of instructors ( X =4.64, SD=0.490) for study 2 

 
 
 
 
Table 6. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop of Study 1 and Study 2 
 
 

 Study 1 Study 2 
Items X  SD X  SD 

1. Clarity of content 4.14 0.516 3.88 0.599 

2. An appropriateness of using media 4.24 0.636 3.48 0.714 

3. Climate in a meeting room 4.59 0.501 4.24 0.597 

4. An appropriateness of materials 4.31 0.541 3.44 0.651 

5. Sequence of presentation 4.28 0.528 3.76 0.723 

6. Clarity of presentation 4.14 0.639 4.00 0.764 

7. Interesting of presentation 4.07 0.704 3.92 0.702 

8. An opportunity to ask questions 4.00 0.667 3.96 0.735 

9. Easiness to understand 4.32 0.723 4.12 0.781 

10. Level of satisfied expectation 4.00 0.756 3.60 0.645 

11.Participation in session activities 4.28 0.591 3.63 0.711 

12. Level of gained knowledge 4.31 0.604 3.92 0.493 



13. An appropriateness of activities 4.59 0.568 3.76 0.597 

14. Interesting of activities 4.07 0.753 4.00 0.500 

15. Usefulness of activities 4.17 0.539 4.08 0.408 

16.An appropriateness of time allocation 4.28 0.591 4.44 0.583 

17.Congruence of content and activities 4.31 0.604 3.40 0.816 

18.An appropriateness of presentation 4.90 0.310 3.92 0.493 

19. Easy to participate 4.00 0.535 3.96 0.539 

20.Capability of instructor 4.14 0693 4.64 0.490 

total     
 
 

 

 

Results of Study 3 and 4 were illustrated in Table 7. The participants indicated their 

opinions and satisfactions towards both programs at high levels ( X =4.134, 

SD=0.362; X =4.136, SD=0.515). The highest levels of opinions were climate in a 

meeting room ( X =4.54,SD=0.509)  for study 4, capability of instructors ( X =4.58, 

SD=0.507; X =4.75,SD=0.442) and appropriateness of time allocation for study 4 

( X =4.63,SD=0.499); capability of instructors ( X =4.64, SD=0.490) for study 5 

 

 

 

 

Table 7. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop of Study 3 and Study 4 
 
 

 Study 3 Study 4 
Items X  SD X  SD 

1. Clarity of content 4.00 0.590 4.12 0.448 

2. An appropriateness of using media 4.13 0.612 4.25 0.676 

3. Climate in a meeting room 4.42 0.654 4.54 0.509 

4. An appropriateness of materials 3.79 0.779 4.00 0.511 

5. Sequence of presentation 4.21 0.509 4.21 0.415 

6. Clarity of presentation 4.25 0.532 4.25 0.532 

7. Interesting of presentation 4.38 0.495 4.29 0.624 



8. An opportunity to ask questions 4.22 0.600 4.25 0.676 

9. Easiness to understand 4.21 0.721 4.33 0.761 

10. Level of satisfied expectation 4.08 0.408 4.04 0.690 

11.Participation in session activities 3.88 0.741 3.92 0.776 

12. Level of gained knowledge 4.29 0.806 4.21 0.658 

13. An appropriateness of activities 4.00 0.511 3.96 0.550 

14. Interesting of activities 4.12 0.537 4.29 0.464 

15. Usefulness of activities 4.25 0.532 4.29 0.550 

16.An appropriateness of time allocation 4.52 0.511 4.63 0.495 

17.Congruence of content and activities 3.67 0.816 4.00 0.659 

18.An appropriateness of presentation 4.21 0.509 4.17 0.482 

19. Easy to participate 4.25 0.532 4.13 0.537 

20.Capability of instructor 4.58 0.504 4.75 0.442 

total     
 

 
 
 
 

Results of Study 5 illustrated in Table 8. The participants indicated their opinions and 

satisfactions towards activities in a workshop at high levels ( X =4.134, SD=0.362). 

The four rank of highest levels of opinions were capability of instructors ( X =5.00, 

SD=0.000),an appropriateness of time allocation ( X =4.91,SD=0.302), climate in a 

meeting room ( X =4.82,SD=0.405), and level of gained knowledge 

( X =4.82,SD=0.405). 

 
Table8. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop of study 5 
 
 

Items X  SD 

1. Clarity of content 4.09 0.831 

2. An appropriateness of using media 4.10 0.738 

3. Climate in a meeting room 4.82 0.405 

4. An appropriateness of materials 4.27 0.467 

5. Sequence of presentation 4.64 0.505 



6. Clarity of presentation 4.18 0.751 

7. Interesting of presentation 4.36 0.674 

8. An opportunity to ask questions 4.27 0.467 

9. Easiness to understand 4.55 0.688 

10. Level of satisfied expectation 4.55 0.522 

11.Participation in session activities 4.20 0.422 

12. Level of gained knowledge 4.82 0.405 

13. An appropriateness of activities 4.18 0.603 

14. Interesting of activities 4.18 0.405 

15. Usefulness of activities 4.55 0.522 

16.An appropriateness of time allocation 4.91 0.302 

17.Congruence of content and activities 3.45 0.820 

18.An appropriateness of presentation 4.50 0.527 

19. Easy to participate 4.27 0.467 

20.Capability of instructor 5.00 0.00 

total   

 

 

Reflections 

At the end of each phase of the participatory workshop, all participants were asked to 

anonymously write their reflections. Every participant said that the workshop was 

worthwhile and necessary. They appreciated the friendly and democratic atmosphere 

of the workshop; the opportunity to develop and acquire skills in conducting 

classroom research on teaching strategies and instructional media; the opportunity to 

develop and enhance skills in collaborative work and constructing instructional 

materials; and some of opportunity to participate in the workshop. They claimed that 

they also had the opportunity to develop skills in interpersonal relations, collaborative 

work, and problem-solving. They also developed their ability to discuss, report, 

speak, and respond to feedback. Some participants said that they were invited to the 

nearby schools to talk about classroom research and infusion instruction strategies. 

I and my wife participated in this project. We were invited to talk in a 
session how to conduct research for academic promotion to teachers 
in our sector. We also talked about how to integrate subject matters in 
teaching to the nearby school teachers (Interviewed participants during 
a follow up study). 
 



Thank you for this project. We are very proud of our own school-based 
curriculum. We have known a process of constructing curriculum. 
Thank you for assistance and hard working of all members of our 
schools. (Extracted from a participant’s journal) 
 
I am very proud of our school-based curriculum. Thank you for all 
dedications and hard work of teachers. It was shown on the showcase 
along with our research works at the open day of our region education 
4. (Extracted from interviewing a participant). 
 
We were invited to speak how to constructed school-based curriculum 
for a school nearby our school. (Extracted from interviewing two 
participants). 
 
I was very glad to make a right decision to participate in this project. I 
have gained knowledge as well as weight and enjoyed practicing 
collaborative work. I was very happy to be a member of this group. I 
motivated myself not to skip any activities provided by this workshop 
(Extracted from a participant’s journal) 

 

I have gained a lot of experience without paying for participating in the 
workshop. I really liked materials and enjoyed lunch and coffee break.  
I have learned to write a proposal to conduct a research. (Extracted 
from a participant’s journal) 
 
I was very impressed in knowledge transmission and friendly 
atmosphere. Ajarn Theerachai was very keen in explaining ideas in a 
simple way but there were too much contents in some days. 
(Interviewed a participant).  
 
The climate in a meeting room was very friendly. I wish this kind of 
activities should be provided for other teachers in Khon Kaen. I think 
that I could write an effective lesson plan using some knowledge 
gained from this workshop. (Extracted from a participant’s journal). 
 
I have learned to use different kinds of paper folding and group 
activities for dividing groups of students (Interviewed a participant). 
 
 
The model of providing workshop should be like this because teachers 
should know some theories and then guidelines for applying. The 
researchers in this project acted like mentors for every step of 
conducting research. (Extracted from a participant’s journal). 
 
We enjoyed delicious lunch so we had sleepy eyes therefore we had to 
move ourselves before the session began. We really enjoyed group 
process activities. We acted like a child and participated with joy 
(Extracted from a participant’s journal).  
 
I have made a right decision to participate in this project. I have gained 
knowledge and enjoyed practicing collaborative work. I like activities 



and applied some activities to my students. (Extracted from a 
participant’s journal) 
 
I would like to express my feeling that I am very happy to have an 
opportunity to join a group process activity. I have gained knowledge 
and enjoyed practicing collaborative work. (Extracted from a 
participant’s journal) 
 
I used to participate in training on classroom research but I still can’t 
conduct a classroom research. I see the light at the end of the tunnel. I 
am very proud of myself to conduct a survey research. It is my first 
research report. (Extracted from a participant’s journal) 
 

 
CONCLUSIONS 
The results of this research showed the effectiveness of the workshops in terms of 

achievement outcomes and satisfaction outcomes of participants. These results also 

showed that there were improvement and change of participants’ knowledge and 

ability in conducting research and facilitating student-centered activities after 

participating in this project. Some activities about integration instruction were 

appeared to be their first experience. They had more chances to express their 

opinions to the group. They also had an opportunity to learn communication 

techniques and teamwork skills from working as a group. Many participants thought 

that they could implement these skills and experiences in their teaching careers.  

The results also indicated that through this training project, the researchers and 

participants had developed self-esteem, self-respect, team building, sharing, 

collaborative work, a sense of belonging, and skills in problem-solving. Networking 

was established because they have to work collaboratively. The participants were 

very satisfied with workshop and research activities. They have gained a lot about 

working as a group. They knew how to work with other people and knew themselves 

better. They have also developed skills in conducting research on teaching strategies 

and instructional media to improve their teaching-learning activities. Moreover, the 

participants had acquired skills in teaching and learning process especially 

constructing instructional media, cooperative learning and conducting classroom 

research to improve their teaching. In addition, the benefit of this training project was 

not limited to personal development of teachers but also their students as student-

centered.  

 



 In particular, the participants conducted research and were encouraged to present 

their papers at the Third Conference in Educational Research on September 11, 

2005 at the Faculty of Education. 20 papers were presented in poster session.  
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ABSTRACT 

The purposes of this study were 1) to enhance the collaboration between the 
researchers of Faculty of Education and teachers in the community, and 2) to 
develop teachers’ skills in facilitating the student-centered learning environment. This 
study is in a program of “An application of the principles of action research in 
developing teachers’ potentiality according to the National Education Act of 1999”. 
The participants were 5 lecturers, 2 graduate students of Faculty of Education, Khon 
Kaen University, and 27 elementary school teachers from 8 schools in Khon Kaen 
Province. Mini-lecture, group activities, discussion, exercise, and presentation were 
used in this training program.  While participating in this project, the participants were 
empowered to conduct at least 2 pieces of classroom research to improve their 
teaching. They had to propose their proposals before conducting the research. At 
least 15 teachers were found to use cooperative learning in their learning activities. In 
addition, they were encouraged to integrate at least two subject matters in their 
teaching. 

INTRODUCTION 

 

The recent problems of teaching and learning methods indicated that the education 

system emphasized too much on transferring content knowledge and did not 

encourage or promote learners to show their capabilities and potentiality. Therefore, 

the learners were lack of skills in acquiring knowledge or constructing their own 

knowledge which are the essential and fundamental skills in life-long learning. These 

skills are necessary for the learners in the age of information technology and 

knowledge-based society. Learning reform is the vital part of all concern for an 

increasing of competitive potentiality of the country (Watanachai, 2001). Education 

shall be based on the principle that all learners are capable of learning and self-
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development, and are regarded as being most important. In organizing the learning 

process, educational institutes and agencies should concern need to provide 

substance and arrange activities in line according to the learners’ interests and 

aptitudes with accounted for individual differences. The teaching-learning process 

shall aim at enabling the learners to develop themselves at their own pace and to the 

best of their potentiality (Office of National Education Committee, 1999). In addition, 

education shall be provided and prepared the learners to be critical in thinking and 

acting.  

 

A learner-centered approach means that teachers must help and facilitate the 

learners to become participated in the teaching-learning activity. In order to motivate 

learners to think and act more efficiently, teachers should always develop effective 

learning process by conducting classroom research to use research results to drive 

classroom change in order to develop suitable learning for learners and optimize 

learner learning. We realize that teacher is a change agent who plays a pivotal role in 

learning reform and economic reform. Therefore, teachers also needed to develop 

themselves to cope with these changes. Teachers are expected and assumed 

responsibilities to teach learners to be self-confident, to be able to work 

collaboratively, to solve a variety of problems, to communicate effectively and to be 

creative and critical in their thinking (Jeans and Sararat, 2002). It is essential for 

teachers to create the environment, instructional media, and facilities for learners to 

learn and acquire knowledge to be all-round persons as well as to be able to benefit 

from research as part of the learning process. In so doing, both learners and teachers 

may learn together from different ways of teaching-learning media and other sources 

of knowledge. Classroom research is a systematic and reliable process to investigate 

knowledge and information in a context that needs to be improved and developed.  

 

Action research is focussed on the improvement and involvement of its participants 

(Carr & Kemmis, 1986; Kemmis & McTaggart, 1992). It attempts to involve 

participants in educational process through studying their own professional work 

collaboratively (Kemmis, 1988; Kemmis & McTaggart, 1992; Miller, 2002). The 

primary emphases of action research are action as a fundamental process or the 

improvement of practice, increasing understanding about practice in a collaborative 

group, and improving the situation in which the practice takes place (Zuber- Skerritt, 

1992). Kemmis and McTaggart (1992) suggest four steps in a self-reflective spiral of 
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action research: planning, acting, observing, and reflecting. These steps provide 

basis on which participants can formulate new plans, new action, observation, and 

reflection, and repetition of the whole process until a satisfactory result is achieved. 

Action research emphasizes dissatisfaction in personal practice. It seeks to improve 

teaching practice by systematically trying alternative strategies in a search for more 

satisfactory practice. 

 

PURPOSE OF THE STUDY 

The purposes of this study were to enhance the collaboration between the 

researchers of Faculty of Education and teachers in the community, and to develop 

teachers’ skills in facilitating the student-centered learning environment.  

 

 
METHOD 

In conducting the study, the researchers employed documentary study, a literature 

review and a participatory workshop using the principles of action research. 

Documentary study was employed to study and understand literature, concepts, and 

related principles of classroom research and student-centered activities. The 

researchers conducted a participatory workshop on facilitating the student-centered 

learning environment at the Faculty of Education during April, 30 and 1, 5-6 of May in 

2004 to enhance group understanding through discussion; participants were 

encouraged to express their opinions and work together. They were required to 

conduct two pieces of classroom research and integrate at least two subject matters 

in their teaching-learning activities. In addition, participants had to meet in a group for 

once a month to report their progress and ask for suggestions and advice in 

conducting their research.  Mini-lecture will depend on needs and problems in 

conducting research of participants. The figure 1 depicted a cycle of action research 

in conducting the project. 
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Figure 1   A cycle of action research                    
 
 
 
The Participants 
The participants were 5 lectures (1 male and 4 females) of the Faculty of Education, 

Khon Kaen University and 27 elementary school teachers from 8 schools in Khon 

Kaen Province. There were 8 male and 19 female teachers with an average age of 

44 years. Their ages ranged from 28 to 56 years. All teachers completed B.Ed. 

degree.  Two participant observers were graduate students in the Department of 

Educational Evaluation and Research Design, who observed and used semi-

structured interviews with some participants to assist the researchers to reflect on the 

activities after completion and to validate these reflections. 

 

Techniques for collecting data and monitoring the study 

In monitoring the study, the researchers employed various techniques for collecting 

data such as interviews, participant observations, journal writing, reflective writing, 

testing, photographs and questionnaires. 

 
Plan 

Planning a workshop, need 
assessment, participant meeting, 
staff meeting 

Reflective writing, analysis of 
data, interpretation of data 

 Reflect 

Collecting data, participant 
observation, interviewing, 

photographs 

 
Observe 

 
Act 

Implementation a workshop, 
assist participant to become more 

active learners, mini lecture 

       Revise plan
Revision a plan, change 
discourse 
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Techniques for analyzing of data 

Data were analyzed both quantitatively and qualitatively; with the emphasis was 

place on quantitative approach. The triangulation technique was used to cross-

reference a number of participants’ perceptions of an event (Grundy & Kemmis, 

1981). Data were cross-checked by interviewing participants using three different 

interviewers to determine the consistency of data. To ensure trustworthiness and 

confirmability, journal-writing reports were read, verified, and edited by participants 

for affirmation of statements as authentic ideas or viewpoints. 

 

In analyzing qualitative data, a process of interpretive approach was used to 

understand the essences of phenomenon under investigation by focusing on 

meanings of events and phenomena and the social events from every angle and 

considering it thoughtfully (Jeans, 1997; Comstock, 1982; Newman, 2000). 

Illuminative, formative, and summative evaluations were used to investigate the 

effectiveness of the workshop. During the ongoing workshop, participants were asked 

to reflect their opinions. In addition, the participants were asked to indicate their 

characteristics before and after the participation using a five-point rating scale 

questionnaire. In scoring the instrument, numerical values of one through five were 

also assigned to each level of opinions on their characteristics: lowest (1), low (2), 

medium (3), high (4), and highest (5). Means ( X ) and standard deviations (SD) 

were computed. If assumptions of parametric statistics were not met, Wilcoxon 

signed ranks test was used to determine significant differences between the means 

of participants’ characteristics both before and after the participation. If significant 

differences were found, it meant that their characteristics were positively changed.   

.  Both open-and closed-ended questionnaires were used at the end of the 

participatory workshop to assess the effectiveness of the workshop in terms of the 

participants’ satisfaction. The participants were asked to indicate their opinions after 

participating in the workshop using a five-point rating scale questionnaire. In scoring 

the instrument, numerical values of one through five were also assigned to each level 

of opinions: lowest (1), low (2), medium (3), high (4), and highest (5). Means and 

standard deviations were computed for each item of the questionnaires.  

 

RESULTS 
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Achievement outcomes 

The results are illustrated in Table 1, which indicated that participants’ knowledge 

and understanding about student-centered activities were fostered and enhanced in 

participants after the participation.  All of knowledge and understanding were shifted 

up 1.3 to 2.39 on the rating scale, which indicated significant differences at the .05 

level. There were three categories that shifted two levels on the rating scale. They 

were teaching-learning activities (Integrating within substance), writing infusion 

instruction activities, and writing parallel instruction activities 

. 

Table 1 Comparison of participants’ knowledge and understanding about student-

centered activities before and after participating in the program using Wilcoxon 

Signed Ranks Test 

before After topic 

X  SD X  SD 

 Wilcoxon 
 Z-value 

1. providing student-centered 
activities 

2.69 0.62 4.00 0.40 -4.660* 

2.writing student-centered lesson 
plan 

2.38 0.75 3.92 0.63 -4.594* 

3.using community resource in 
learning activities 

2.46 0.86 4.23 0.82 -4.550* 

4.teaching-learning activities 
(Integrating within substance) 

2.08 0.84 4.08 0.63 -4.527 

5. teaching-learning activities 
(Integrating between substance) 

1.92 0.84 3.85 0.88 -4.335* 

6.writing infusion instruction 
activities 

2.08 0.93 4.31 0.74 -4.520* 

7.writing parallel instruction 
activities 
 

1.77 0.71 4.15 0.67 -4.496* 

8.constructing learning activities 2.31 0.74 4.08 0.483 -4.543* 
9. constructing instructional 
media using local materials 

2.31 0.62 3.69 0.74 -4.261* 

10.providing project-based 
activities 

2.15 0.67 3.69 0.2 -4.597* 

Total      

 
 
The results are illustrated in Table 2, which indicated that the participants’ ability in 

providing student-learner activities were fostered and enhanced in participants after 

the participation.  All of abilities were shifted up 1.38 to 2.54 on the rating scale, 

which indicated significant differences at the .05 level. There were four abilities that 

shifted two levels on the rating scale. They were teaching-learning activities 
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(Integrating within substance), teaching-learning activities (Integrating between 

substance), writing infusion instruction activities and writing parallel instruction 

activities. 

 
 
Table 2 Comparison of participants’ ability in providing student-centered activities 

before and after participating in the program using Wilcoxon Signed Ranks Test 

before After topic 

X  SD X  SD 

  Wilcoxon  
   Z- value 

1. providing student-centered 
activities 

2.58 0.58 3.96 0.34 -4.617* 

2.writing student-centered 
lesson plan 

2.27 0.67 3.92 0.63 -4.556* 

3.using community resource in 
learning activities 

2.31 0.84 4.23 0.82 -4.533* 

4.teaching-learning activities 
(Integrating within substance) 

1.92 0.84 4.08 0.63 -4.512* 

5. teaching-learning activities 
(Integrating between 
substance) 

1.81 0.85 3.92 0.89 -4.420* 

6.writing infusion instruction 
activities 

1.88 0.86 4.31 0.74 -4.509* 

7.writing parallel instruction 
activities 
 

1.65 0.69 4.19 0.69 -4.493* 

8.constructing learning 
activities 

2.27 0.72 4.04 0.45 -4.563* 

9. constructing instructional 
media using local materials 

2.23 0.59 3.73 0.72 -4.388* 

10.providing project-based 
activities 

2.08 0.63 3.69 0.62 -4.617* 

Total      
 

Satisfaction outcomes 

As illustrated in Table 3, the participants indicated their opinions and satisfactions 

towards the program at a high level ( X =4.17, SD=0.606) with the highest levels of 

opinions were capability of instructors ( X =4.64, SD=0.490). 
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Table 3. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop 
 
 

Items X  SD 

1. Clarity of content 3.88 0.599 

2. An appropriateness of using media 3.48 0.714 

3. Climate in a meeting room 4.24 0.597 

4. An appropriateness of materials 3.44 0.651 

5. Sequence of presentation 3.76 0.723 

6. Clarity of presentation 4.00 0.764 

7. Interesting of presentation 3.92 0.702 

8. An opportunity to ask questions 3.96 0.735 

9. Easiness to understand 4.12 0.781 

10. Level of satisfied expectation 3.60 0.645 

11.Participation in session activities 3.63 0.711 

12. Level of gained knowledge 3.92 0.493 

13. An appropriateness of activities 3.76 0.597 

14. Interesting of activities 4.00 0.500 

15. Usefulness of activities 4.08 0.408 

16.An appropriateness of time allocation 4.44 0.583 

17.Congruence of content and activities 3.40 0.816 

18.An appropriateness of presentation 3.92 0.493 

19. Easy to participate 3.96 0.539 

20.Capability of instructor 4.64 0.490 

total   

 

Reflections 

At the end of each phase of the participatory workshop, all participants were asked to 

anonymously write their reflections. Every participant said that the workshop was 

worthwhile and necessary. They appreciated the friendly and democratic atmosphere 

of the workshop; the opportunity to develop and acquire skills in conducting 

classroom research on cooperative learning; the opportunity to develop and enhance 

skills in collaborative work; and some of opportunity to participate in the workshop. 
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They claimed that they also had the opportunity to develop skills in interpersonal 

relations, collaborative work, and problem-solving. They also developed their ability 

to discuss, report, speak, and respond to feedback. Some participants said that they 

were invited to the nearby schools to talk about classroom research and infusion 

teaching strategies. 

I and my wife participated in this project. We were invited to talk in a 
session how to conduct research for academic promotion to teachers 
in our sector. We also talked about how to integrate subject matters in 
teaching to the nearby school teachers (Interviewed participants during 
a follow up study). 
 
I was very glad to make a right decision to participate in this project. I 
have gained knowledge as well as weight and enjoyed practicing 
collaborative work. I was very happy to be a member of this group. I 
motivated myself not to skip any activities provided by this workshop 
(Extracted from a participant’s journal) 

 

I have gained a lot of experience without paying for participating in the 
workshop. I really liked materials and enjoyed lunch and coffee break.  
I have learned to write a proposal to conduct a research. (Extracted 
from a participant’s journal) 
 
I was very impressed in knowledge transmission and friendly 
atmosphere. Ajarn Theerachai was very keen in explaining ideas in a 
simple way but there were too much contents in some days. 
(Interviewed a participant).  
 
The climate in a meeting room was very friendly. I wish this kind of 
activities should be provided for other teachers in Khon Kaen. I think 
that I could write an effective lesson plan using some knowledge 
gained from this workshop. (Extracted from a participant’s journal). 
 
I have learned to use different kinds of paper folding and group 
activities for dividing groups of students (Interviewed a participant). 
 
I had a lot of experience attending many workshops but this workshop 
was one of a kind that I need. The climate of this workshop was easy 
and simple but full of academic issues. I have gained a lot of 
experience in group working. Grouping of people using folded paper 
was very interesting and beautiful. I would use these techniques in 
grouping my students (Extracted from a participant’s journal). 
 
The model of providing workshop should be like this because teachers 
should know some theories and then guidelines for applying. The 
researchers in this project acted like mentors for every step of 
conducting research. (Extracted from a participant’s journal). 
 
We enjoyed delicious lunch so we had sleepy eyes therefore we had to 
move ourselves before the session began. We really enjoyed group 
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process activities. We acted like a child and participated with joy 
(Extracted from a participant’s journal).  
 
 

 
CONCLUSIONS 

The results of this research show the effectiveness of the workshop on facilitating the 

student-centered learning environment in terms of achievement and satisfaction 

outcomes. The participants were very satisfied with workshop and research activities. 

They gained a lot about working as a group. They knew how to work with other 

people and knew themselves better. They have also developed skills in conducting 

research on cooperative learning to improve their teaching-learning activities. At least 

15 teachers were found to use cooperative learning in their learning activities. In 

addition, they were encouraged to integrate at least two subject matters in their 

teaching. 

 

 

In addition, the benefit of this training project was not limited to personal development 

of teachers but also their careers and students as learner centered.  
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ABSTRACT 
Participation and involvement of the learners are assumed to be important 

in a learner-centered approach. The purposes of this study were to study 

the students’ learning achievement and to study the students’ opinions 

towards participation in learning assessment activity. A population consisted 

of 125 students from day and night programs in 7 fields of study. A night 

program was selected from 2 programs of graduate students (80 out of 

125). There were 3 sections of a night program graduates.  Educational 

technology students (n=34) were in section 1, elementary education 

students (n=10) and social studies (n=11) were in section 2, and science 

education students (n=25) were in section 3. The data were analyzed in 

terms of frequency, means and standard deviations. One way analysis of 

variance, orthogonal contrasts, t-test and Kruskal-Wallis test were  used to 

examine the significant differences between means of test scores as well as 

Kruskal-Wallis test was used to investigate the significant differences 

between means of opinion scores. 

 
The results showed that 1) the gain scores in all groups were significant 

higher than 15 percent of pretest scores at the .05 level with 29.551 percent 

of increasing scores. 2) On the average, the students indicated their 

opinions at a high level for overall category ( X = 4.113, SD = 0.816) and 

also for each category. They were agreements with this activity ( X = 4.275, 

SD = 0.711), preferences of this activity ( X = 3.875, SD = 0.905), 

usefulness of this activity ( X = 4.075, SD = 0.743) and preferences of 

knowing the test results ( X = 3.875, SD = 0.905). 3) There were no 

significant differences between opinions towards participation in learning 
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assessment activity regarding to fields of study, which indicated a 

congruence of opinions. 

 

 

 

 

INTRODUCTION 
 

Learning reform is a vital part in educational reforms, which called for the 

integration of learning process: curriculum, learning activity and learning 

assessment. As stated in Section 22 of the National Education Act B.E. 

2542 (1999), “Education shall be based on the principle that all learners are 

capable of leaning and self-development, and are regarded as being most 

important. The teaching-learning process shall aim at enabling the learners 

to develop themselves at their own pace and to the best of their 

potentiality”.  Section 26 also stated that “Educational institutions shall 

assess learners’ performance through observation of their development; 

personal conduct; learning behavior; participation in activities and results of 

the tests accompanying the teaching-learning process. This leaning reform 

has implications for the way in which we assess leaning outcomes of the 

learners. Assessment must be seen as an integral part of teaching process 

(Kanchanavasee, 2000; Huba& Freed, 2000) so it is used as a tool not only 

to collect data but also to influence instruction. This requires developing and 

implementing assessment tasks that measure students’ productivity. 

 

A learner-centered approach means that teachers must help and facilitate 

the learners to become participated in the teaching-learning activity. 

Therefore, leaner-centered assessment is a process of establishing ways to 

encourage learners to think critically so continuous feedback is an important 

factor in the enhancement of learning through assessment. Continuous 

assessment also helps teachers understand and diagnostic the learners’ 

strengths and weaknesses in order to improving the learning activities to 

maximize the learning. 
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 In addition, Section 30 stated that “Educational institutions shall develop 

effective learning processes”. In so doing, they shall also encourage 

instructors to carry out research for developing suitable learning for the 

learners. Classroom research is a systematic and reliable process to 

investigate knowledge and information in a context that needs to be 

improved and developed. In addition, both learners and teachers may 

benefit from research as part of the learning process and learn together 

from different type of teaching-learning media and other sources of 

knowledge (Office of National Education Committee, 1999). 

 

 

PURPOSES OF THE STUDY 
 
1. To study the students’ learning achievement in statistics for educational 

research, and 

2. To study the students’ opinions toward participation in learning 

assessment activity. 

 

HYPOTHESES 
1. A mean of gain scores for each section should increase more than 15% 

of pretest scores at the 0.05 level. 

2. There was no statistically significant difference between section means 

of opinion at the 0.05 level. 

 
METHODS 
 
Subjects 
 

Design of this study is quasi-experimental design with one group pretest-

posttest. A night program was selected from 2 programs of graduate 

students (80 out of 125 students from 7 fields of study). These students 

were night program graduates who enrolled in statistics for educational 

research in the first semester of the academic year 2002. There were 3 

sections of a night program graduates.  Educational technology students 

(n=34) were in section 1, elementary education students (n=10) and social 
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studies (n=11) were in section 2, and science education students (n=25) 

were in section 3. 

 

Instruments 
 
1. Pretest and posttest 

2. Situational test constructed by the students. 

3. Questionnaires 

4. Journal writings 

 

Data collection 
 
1. Pretest was administered at the first hour of teaching. 

2. At the end of a teaching period (30 minutes), the students constructed a 

situational test for them to answer to indicate their understanding about 

contents and concepts taught in class. For example, give a set of any 

scores for N=5 with a mean (or mode or median) of 4 and show how to 

solve problem. Each student will have different sets of solutions depend 

on their answered questions. 

3. After finishing a topic of descriptive statistics (5 periods of teaching), the 

students took a posttest and answered questionnaires. 

3. In each period of teaching, the students were asked to reflect their 

feelings about participation in learning assessment activity. 

 

Analyzing data 
 
1. Frequency, percent, means and standard deviation were computed. 

2. Using Komolgorov-Smirnov test to investigate the normality of 

distribution for each variable. 

3. Using one-way ANOVA and orthogonal contrasts to test differences 

between pretest scores and posttest scores of 3 sections. 

4. Using t-test to investigate the difference between means of pretest and 

posttest scores. 

5. Kruskal-Wallis test was used to test the congruence of opinion. 

. 
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RESULTS 

1. There were no statistically significant differences among means of 

pretest scores for 3 sections, which indicated that the students’ abilities 

were not different but means of gain scores showed statistically 

significant differences at the .05 level (F=3.426, p=0.038) as indicated in 

Table 1.  

 
Table 1 Using ANOVA to compare means of difference scores between 
pretest and posttest according to programs of study 

Pretest 
score 

Gain score  
      Programs of 
study 

    
      
N X  SD X  SD 

Technology 
(Sect. 1) 

29
* 

18.8
28 

4.260 4.69
0 

5.25
2 

Elementary & 
Social study 
(Sect. 2) 

20 18.2
00 

3.518 4.85
0 

4.13
3 

Science (Sect. 
3) 

24 20.8
75 

4.036 7.66
7 

3.62
0 

Tota; 73 19.3
29 

4.096 5.71
23 

4.61
7 

Critical ratio  F       2.822 3.426* 
 
* p < 0.05 
*(* there were 5 absentees for the first day of class) 
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2. Table 2 illustrated that the gain scores in all groups were significant 

higher than 15 percent of pretest scores at the .05 level with 29.551 

percent of increasing scores. 

 
Table 2  Using t-test to compare percentage of gain scores  

Pretest 
score 

Gain score Programs of 
study 

N 

X  X  % of 
gain 
score 

Ho: dµ =1
5% 

Techno(Sect. 
1) 

29
* 

18.826 4.690 24.91
0 

t =1.997*

Elementary 
& Social 
study (Sect. 
2) 

20 18.200 4.850 26.64
8 

t =2.294*

Science 
(Sect. 3) 

24 20.875 7.667 36.72
8 

t 
=1.6.138
* 

รวม 73 19.329 5.712 29.55
1 

t =5.209*

 
*p<0.05 
(* there were 5 absentees for the first day of class) 
 
3. Using an orthogonal contrast to test significance differences between 

gain scores.  Orthogonal contrast 1 was used to compare means of gain 

scores of section 1(Educational technology) and 2 (Elementary 

education and social studies) and contrast 2 was used to compare an 

average mean scores of section 1 and 2 with section 3 (Science 

education). It was found that a mean of gain scores (36.728 percent of 

increasing scores) for science education group was the highest at the 

.05 level highest (F=5.573, p=0.021). Both section 1 (29.551 percent of 

increasing scores) and 2 (24.910 percent of increasing scores ) showed 

that their means of gain scores were not significant different (F=1.279, 

p=0.262) as illustrated in Table 3.. 
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Table 3 A summary of analysis of variance of gain scores and orthogonal 
contrast  
 
Source of 
variation 

df SS MS F-
value 

Between 
     oH : 21 µµ − = 0 
     02 321 =−+ µµµ:oH   

2 
   1 
   1 

136.86
9 
   
25.552
   
111.31
7 

68.434
25.552
111.31

7 

3.42
6* 

1.27
9 

5.57
3* 

Withiin  70 1398.0
90 

19.973  

Total 72 1534.9
59 

  

*p<0.05 
 
4. The students were asked to indicate their opinions about participation in 

learning assessment activity in terms of using 1 = lowest, 2 = low, 3 = 

medium, 4 = high, and 5 = highest. The students indicated their opinions 

at a high level in each category. They were agreements with this activity 

( X = 4.275, SD = 0.711), preferences of this activity ( X = 3.875, SD = 

0.905), usefulness of this activity ( X = 4.075, SD = 0.743) and 

preferences of knowing the test results ( X = 4.225, SD = 0.886) as 

illustrated in Table 4.  

 
Table 4 Comparison of opinion using Kruskal-Wallis test 
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Sect 
1(n=34) 

Sect 
2(n=21) 

Sect 
3(n=25) 

Total 
(N=80) 

 
Categor
y of 
opinion 

X  SD X  SD X  SD X  SD 

Krusk
al- 
Wallis 
test(
2χ ) 

Agreem
ent 

4.2
65 

0.6
66 

4.33
3 

0.5
77 

4.2
40 

0.87
9 

4.2
75 

0.7
11 

0.07
8 

Preferen
ce 

3.8
29 

0.8
92 

3.90
5 

0.8
30 

3.8
80 

1.01
3 

3.8
75 

0.9
05 

0.11
0 

usefulne
ss 

4.1
18 

0.6
40 

4.09
5 

0.6
25 

4.0
00 

0.95
7 

4.0
75 

0.7
43 

0.04
3 

Knowing 
the test 
result 

4.3
24 

0.7
68 

4.23
8 

0.8
89 

4.0
80 

1.03
8 

4.2
25 

0.8
86 

0.58
8 

Total 
mean 

4.1
40 

0.7
48 

4.14
3 

0.7
42 

4.0
50 

0.97
4 

4.1
13 

0.8
16 

0.03
3 

 
5. There were no significant differences between opinions towards 

participation in learning assessment activity regarding to fields of study, 

which indicated a congruence of opinions as indicated in Table 4.  In 

addition, the students reflected by writing journals as illustrated in the 

follow extraction. 

 
It is good to assess knowledge and comprehension of 
students in every period of teaching but sometimes this 
assessment put too much tension because we have to read 
and review all the time. This process is an authentic 
assessment because it provides an opportunity for us to 
demonstrate our understanding about content” 
 
 “I think that this activity should be continued because it 
required participation of students in self assessment so we 
could improve ourselves” 
 
 “This activity is good because of its new change that makes 
students know how to think and summarize knowledge “ 
 
“This activity might be not succeeded because each student 
tries to construct an easy item so some questions might not 
cover the content so it is difficult to indicate whether the 
learners have mastered or not” 
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“It is my first experience to encounter with this kind of 
assessment. This activity will help an instructor know learning 
style of each learner” 
 
“It is funny if we could not answer our own questions” 
 
“Sometimes, I enjoyed in participating this activity if I 
understand the content. I would have tension if I don’t know 
whether my answers are correct or not” 
 

 

CONCLUSIONS 
Participation and involvement in assessing learning outcomes would help 

the students clarify the concepts. Assessment is an integral part of 

teaching process aimed at understanding and improving students’ learning. 

Learner-centered assessment is used to provide information for students 

and teachers to guide for the monitoring growth over time of students 

(Masters, 2002). This activity has made they pay more attention to class 

activities and study hard as well as think analytically. They reported that 

they had never faced with this kind of assessment but they were happy 

and felt funny when they couldn’t answer their own questions. Construction 

test items by students created a lot of work for an instructor to check 

answers and explained misconcepts to those students. Reporting of the 

test results immediately helps the students to identify areas in which further 

development is needed. The students appreciated of being a part of their 

learning assessment 

 
 

SIGNIFICANCE OF THE STUDY 
This study was designed to help the learners investigate their progresses 

and understand the concepts by answering their own constructed test. The 

researcher tried to find an effective way to help the learners to increase 

their academic outcomes. The students have gained benefit from this 

activity both cognitive and affective aspects. 
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ABSTRACT 

The purposes of this study were to study the outcomes of a training workshop 

and to develop participants’ capability in integration of teaching and learning activities 

on environmental education in the subjects. This project was a training project based 

on the principles of action research. The participants were 5 lecturers of Faculty of 

Education and 28 primary school teachers from 8 schools in Khon Kaen. Mini-lecture, 

group activities, exercises and presentation were used in this training project. 

Participant observations, interviews, tests, questionnaires, journal writings, 

photographs were employed for data collection. At the end of training sessions, 

questionnaires and two 10-item tests were administered. A criterion score of passing 

is 6. At least 75% of participants should pass a test. It was found that 96.43% of 

participants passed two tests which indicated statistically significant higher than 75% 

of participants ( 2χ  = 6.857, p < 0.05) with means scores of 8.357 and 7.536 and 

standard deviation of 1.394 and 1.319 for learner centered approach and integration 

of teaching and learning, respectively. In addition, the participant indicated their 

opinions and satisfactions towards the program at a high level ( X =4.134, 
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SD=0.652). The results also indicated that through a training project, the researchers 

and participants had developed team building, sharing, collaborative work and a 

sense of belonging.  

 
INTRODUCTION 
The balance of nature has been disturbed and natural resources have depleted as 

well as environmental degradation has been increasing because of our unsustainable 

patterns of production, uncontrolled population growth, and social and economic 

inequality (UNESCO-UNEP, 1994).  These problems will cause more and more strain 

on the earth's natural resources and habitats (Asano, 1991).  

 
It is an important that every person develops an informed awareness of the limits of 

our natural resources.  If we do not do so, we will destroy ourselves and our society 

(Huckle, 1991; Fien & Trainer, 1993). At present, everyone knows and acknowledges 

environmental problems but comparatively few people truly understand and are 

aware of an importance of the environment.  It is difficult and time consuming to 

persuade other people to appreciate the value and worth of the environment. To 

achieve this, new attitudes, skills, knowledge, awareness and behaviors towards the 

environments are needed.  Hence, environmental education may be an appropriate 

way to help us face our environmental problems (UNESCO-UNEP, 1994; Fien & 

Trainer, 1993). 

 

Educational system plays an important role to solve those problems. Therefore, 

teacher is a key agency of change or transformation.  Education in, about, and for the 

environment are three categorical approaches of environmental education. Education 

in and about the environment are intended to develop knowledge, awareness, 

attitude, and skills. Education for the environment is intended to enhance values, 

ethics, problem-solving skills, and action (Spork, 1992). It is education for the 

environment that seems to have the potential contributing most to the general well 

being of environment (Sonneborn, 1994). Teaching and learning on environmental 

education is necessary. It is needed to teach students to act for the environment. In 

Thailand, there is no an environmental education subject at the basic education level. 

Environmental education is taught only in science subject but environmental 

education is related to all subjects, therefore the researchers conducted this study to 

help the teachers construct the environmental activities and infuse the environmental 
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issues and/or local information in their own assigned subjects. Infusion is one kind of 

integration of teaching strategies. 

 

Action research emphasizes dissatisfaction in personal practice. It seeks to improve 

teaching practice by systematically trying alternative strategies in a search for more 

satisfactory practice. Action research is focussed on the improvement and 

involvement of its participants (Carr & Kemmis, 1986; Kemmis & McTaggart, 1992). It 

attempts to involve participants in educational process through studying their own 

professional work collaboratively (Kemmis, 1988; Kemmis & McTaggart, 1992; Miller, 

2002). The primary emphases of action research are action as a fundamental 

process or the improvement of practice, increasing understanding about practice in a 

collaborative group, and improving the situation in which the practice takes place 

(Zuber- Skerritt, 1992). Kemmis and McTaggart (1992) suggest four steps in a self-

reflective spiral of action research: planning, acting, observing, and reflecting. These 

steps provide basis on which participants can formulate new plans, new action, 

observation, and reflection, and repetition of the whole process until a satisfactory 

result is achieved.  

 

PURPOSE OF THE STUDY 
The purposes of this study were to study the outcomes of a training workshop and to 

develop participants’ capability in integration of environmental education in the 

subjects. 

 
METHOD 
In this study, the researchers employed documentary study and a literature review as 

well as conducted a participatory workshop. Documentary study was employed to 

study and understand literature, concepts, and related principles of classroom 

research. A two day participatory workshop on learner centered approach and an 

integration of teaching and learning activities on environmental education in the 

subjects was conducted collaboratively at the Faculty of Education during May 18-19 

of 2002. Participants were encouraged to express their opinions and work together. 

They were required to perform classroom research emphasized on learner centered 

approach using a content of environmental education. In addition, participants had to 

meet in a group for once a month to report their progress and ask for suggestions 

and advice in conducting their research.  Mini-lecture will depend on needs and 
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problems in conducting research of participants. The following figure depicted a cycle 

of action research in conducting the project. 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1   A cycle of action research                    
 
The Participants 
The participants were 5 lectures (3 males and 2 females) of the Faculty of Education, 

Khon Kaen University and 28 elementary school teachers from 8 schools in Khon 

Kaen Province. There were 4 male and 24 female teachers with an average age of 

45 years. Their ages ranged from 33 to 55 years. There were 25 teachers who 

completed B.Ed. and 2 teachers got M.Ed.  There was only one teacher who didn’t 

complete a bachelor degree. One participant observer was a graduate student in the 

Department of Educational Evaluation and Research Design, who observed and 

used semi-structured interviews with some participants to assist the researchers to 

reflect on the activities after completion and to validate these reflections. 

 

Techniques for collecting data and monitoring the study 

 
Plan 

Planning a workshop, need 
assessment, participant meeting, 
staff meeting 

Reflective writing, analysis of 
data, interpretation of data 

 Reflect 

Collecting data, participant 
observation, interviewing, 

photographs 

 
Observe 

 
Act 

Implementation a workshop, 
assist participant to become more 

active learners, mini lecture 

       Revise plan
Revision a plan, change 
discourse 



 5

In monitoring the study, the researchers employed various techniques for collecting 

data such as interviews, participant observations, journal writing, reflective writing, 

testing, photographs and questionnaires. 

 
Techniques for analyzing of data 
Data were analyzed both quantitatively and qualitatively; with the emphasis was 

place on quantitative approach. The triangulation technique was used to cross-

reference a number of participants’ perceptions of an event (Grundy & Kemmis, 

1981). Data were cross-checked by interviewing participants using three different 

interviewers to determine the consistency of data. To ensure trustworthiness and 

confirmability, journal-writing reports were read, verified, and edited by participants 

for affirmation of statements as authentic ideas or viewpoints. 

 

In analyzing qualitative data, a process of interpretive approach was used to 

understand the essences of phenomenon under investigation by focusing on 

meanings of events and phenomena and the social events from every angle and 

considering it thoughtfully (Jeans, 1997; Comstock, 1982; Newman, 2000). 

Illuminative, formative, and summative evaluations were used to investigate the 

effectiveness of the workshop. During the ongoing workshop, participants were asked 

to reflect their opinions. At the end of a training session, two 10-item tests were 

administered to assess participants’ knowledge about learning process of learner 

centered approach and integration of teaching and learning. A criterion score of 

passing is 6. At least 75% of participants should pass a test.  Both open-and closed-

ended questionnaires were used at the end of the participatory workshop to assess 

the effectiveness of the workshop in terms of the participants’ satisfaction. The 

participants were asked to indicate their opinions after participating in the workshop 

using a five-point rating scale questionnaire. In scoring the instrument, numerical 

values of one through five were also assigned to each level of opinions: lowest (1), 

low (2), medium (3), high (4), and highest (5). Means and standard deviations were 

computed for each item of the questionnaires.  

 

 

 

 

RESULTS 
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Achievement outcomes 
As indicated in table 1, it was found that 96.43% of participants passed two tests 

which indicated statistically significant higher than 75% of participants ( 2χ  = 6.857, p 

<0.05) with means scores of 8.357 and 7.536 and standard deviation of 1.394 and 

1.319 for learner centered approach and integration of teaching and learning, 

respectively.   

 
Table 1 Mean and standard deviation of test score and percentage of passing a 

criterion score with t-test and chi-square 
คะแนน Activity 

X  SD 
 

HO:µ =
6 

Percent
age of 
passing 

HO: p 
=0.75 

Learner 
centered 

8.3
57 

1.39
4 

t=8.96
0* 

96.43 2χ =6.85
7* 

Integration 7.5
36 

1.31
9 

T=6.16
9* 

96.43 2χ =6.85
7* 

*p<0.05  
 
Satisfaction outcomes 
As illustrated in Table 2, the participants indicated their opinions and satisfactions 

towards the program at a high level ( X =4.134, SD=0.652) with the highest levels of 

opinions were capability of instructors ( X =4.643, SD=0.731), easy to participate 

( X =4.643, SD=0.522) and usefulness of activities ( X =4.500, SD=0.509).  
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Table 2. The means and standard deviations of participants’ opinions towards  
              activities used in the workshop 
 
 

Items X  SD 

1. Clarity of content 3.857 0.651 

2. An appropriateness of using media 4.000 0.667 

3. Climate in a meeting room 4.357 0.622 

4. An appropriateness of materials 3.893 0.737 

5. Sequence of presentation 4.143 0.705 

6. Clarity of presentation 4.000 0.667 

7. Interesting of presentation 4.179 0.612 

8. An opportunity to ask questions 3.607 0.875 

9. Easiness to understand 3.786 0.568 

10. Level of satisfied expectation 3.893 0.629 

11.Participation in session activities 4.036 0.637 

12. Level of gained knowledge 3.786 0.630 

13. An appropriateness of activities 
4.393 0.497 

14. Interesting of activities 
4.429 0.504 

15. Usefulness of activities 
4.500 0.509 

16.An appropriateness of time allocation 
4.036 0.637 

17.Congruence of content and activities 
4.286 0.713 

18.An appropriateness of presentation 
4.214 0.787 

19. Easy to participate 
4.643 0.522 

20.Capability of instructor 
4.643 0.731 

total 4.134 0.652 

 

 
 
Reflections 
At the end of each phase of the participatory workshop, all participants were asked to 

anonymously write their reflections. Every participant said that the workshop was 

worthwhile and necessary. They appreciated the friendly and democratic atmosphere 
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of the workshop; the opportunity to develop and acquire skills in conducting 

classroom research on learner centered approach; the opportunity to develop and 

enhance skills in collaborative; and some of opportunity to participate in the 

workshop. They claimed that they also had the opportunity to develop skills in 

interpersonal relations, collaborative work, and problem-solving. They also developed 

their ability to discuss, report, speak, and respond to feedback. 

 

I have made a right decision to participate in this project. I have gained 
knowledge and enjoyed practicing collaborative work. I like activities 
and applied some activities to my students. (Extracted from a 
participant’s journal) 

 
 I have gained fundamental knowledge in providing learning process  
 and I have acquired confidence in conducting classroom research for  
 improving my teaching because of participating in this project for 2 years” 

(Extracted from a participant’s journal) 
 
“I would like to tell this team of instructors that they have to be very 
patient with participants because some participants have no fundamental 
knowledge and don’t have much time to conduct classroom research” 
(Extracted from a participant’s journal) 
 

“ 
It is very worthwhile to participate in this activity because of good 
instructor and good advice” (Extracted from a participant’s journal) 
 
 “I wish that my colleagues should have this opportunity so they could 
apply some principle into their teaching” (Extracted from a participant’s 
journal) 
 
 “All participants enjoyed each provided activity. This could be seen 
and observed from cooperation and helping in group working with 
happiniess” (Extracted from a participant’s journal) 
 

 “ I will apply some games and environmental activities in my teaching”.  
 (Extracted from a participant’s journal) 

 
“All activity about learner centered approach could be applied in 
teaching and learning in classroom” (Extracted from a participant’s 
journal) 
 

 “I will use local information and some environmental issues in my teaching” 

(Extracted from a participant’s journal)  
 
 



 9

 
 
CONCLUSIONS 

The results of this research show the effectiveness of the workshop in terms of 

achievement outcome and satisfaction outcome. Networking is also established 

because they have to work collaboratively. The participants were very satisfied with 

workshop and research activities. They gained a lot about working as a group. They 

knew how to work with other people and knew themselves better. They have also 

developed skills in conducting research on learning centered approach to improve 

their teaching-learning activities. In addition, the benefit of this training project was 

not limited to personal development of teachers but also their students as learner 

centered. In particular, the participants had acquired skills in conducting classroom 

research about learner centered approach. Moreover, the participants conducted 

research and presented their papers at the Second Conference in Educational 

Research on February 7, 2003 at the Faculty of Education.  

SIGNIFICANCE OF THE STUDY 
This study was designed to develop the capability of the elementary teachers to be 

research teachers for the benefits of their professional development and their 

students. This project acted as a mentor and a consultant to give suggestions and 

advice in conducting research.  
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Full Paper: 

Anger/Aggression Problems in Children: Implications for special education, and for 
parents. 
 

Purpose of the Study 

 Recent research findings suggest that anxiety and depression are familial 

(McClure, Brennan, Hammen, & Le Brocque, 2001; Stern, 2002; Kiliç, Özgüven, & 

Sayil, 2003; Shamir-essakow, Ungerer, & Rapee, 2005), and that maternal depression and 

anxiety disorders are significant predictors of the presence of internalizing problems such 

as depression and anxiety disorders in children. What is not clearly known from the 

relevant literature is what might be the connection between maternal depression, 

maternal anxiety and the experience and expression of anger/aggression in children. 

This study addressed the question of how significantly maternal anxiety and 

depression are correlated with children’s anger problems. There are few studies in 

education exploring the relationship between maternal anxiety, maternal depression and 

childhood anger (Nworie, 2006, Van den Bergh & Marcoen, 2004). More work needs to 

be done in this area. The study also explored the relationship between child mental health 

status and family problems of the mothers and their children.   

Statement of the Problem 



 Anger and Aggression are part of the externalizing problems that are very 

prevalent among children categorized as emotionally and behaviorally disordered 

(Turnbull, Shank & Leal, 1995; Stiggins, 2001; Cullinan, 2002; House, 1999). The 

objective of the presentation is to share with special education professionals and other 

educators some of the latest relevant information from the literature on Anger/Aggression 

Problems in Children and the implications for special education, and for parents. The 

presentation also includes the results of the author’s recent research on Anger/Aggression 

Problems in Children and the educational and parental implications.    

 Children with anger and aggression problems fall under the Emotional and 

Behavioral Disorders (EBD) category which is one of the thirteen qualifying categories 

under the Individuals with Disabilities Education Act (IDEA) 2004 (Heward, 2006). It is 

estimated that nearly 5% of students have EBD, even though only 1% are identified as 

such (Salend, 2005; Kauffman, 2006).  

 Anger and aggression problems of children and adolescents are both 

homogeneous and heterogeneous. They are homogeneous in as far as they share one or 

more of some common characteristics over a long period of time and to a marked degree, 

which adversely affects the students’ educational attainments. Some of those 

characteristics are: 

i. Inability to learn that cannot be explained by intellectual, sensory, or health 

factors 

ii. Inability to build or maintain good relationships with peers and teachers 

iii. Inappropriate behaviors or feelings under normal circumstances 

iv. A general, pervasive mood of unhappiness or depression 

v. A tendency to develop physical symptoms or fears associated with personal or 

school problems. (Salend, p. 73) 



 Anger and aggression problems of children and adolescents are also 

heterogeneous. Some of the reasons for the heterogeneity are obvious. For example, the 

origins of the anger and aggression problems are attributable to several different causes. 

Furthermore, the personalities and behavior problems exhibited by these children tend to 

vary greatly sometimes (Salend, 2005; Kauffman, 2006; Nworie, 2006). This lack of 

uniformity among this category of students often presents a problem for both parents and 

teachers in relation to appropriate placements and effective intervention modalities. 

 Most of the students with anger and aggression problems are labeled EBD and are 

typically placed in a more restrictive environment. This type of restrictive placement calls 

for significant attention in the light of IDEA mandates which require for these and other 

students with disabilities to be served in the least restrictive environment (LRE). This 

non-compliant placement practice brings to the forefront the drive for involving parents 

and families in providing more compliant and therefore more effective intervention 

strategies and practices in the LRE closer to the mainstream. Similarly, attention needs to 

be focused by school personnel on the institutional practices of the school culture 

whereby students with anger and aggressive behaviors are perceived as not suitable for 

general education placement due to safety and liability issues.  

Method of the Study 

The study is a quantitative and quasi qualitative research project. The sample 

consisted of 42 participants drawn mainly from a large southwestern metropolitan area. 

The participants were mothers between 26 and 60 years of age.  Participants completed a 

demographic questionnaire. They also completed the child or adolescent form of the 



Devereux Scales of Mental Disorders (DSMD), and the Beck Depression Inventory 

(BDI-II) as well as the Beck Anxiety Inventory (BAI).    

It was hypothesized that there would be a significant positive relationship 

between mothers’ anxiety and depression, and their children’s anger/aggression. It was 

also hypothesized that there would be a significant positive relationship between 

mothers’ anxiety and depression and family problems.   

 This research found reliable, statistically significant relationship between 

mother’s depression and childhood anger. Special education interventions should, 

therefore, involve parents, should start early and should involve counseling. 

Results 

The results were analyzed using descriptive statistics, correlation, effect size, and 

analysis of variance.  The research results were: 

1. Almost half of the participants whose children showed anger and or aggression 

problems were African American mothers.  

2. About 71% of the mothers had either high school or some college education.  

3. More of the participants (34%) were mothers living single, than those (24%) 

living with a spouse 

4. The gender of the children showing anger/aggression problems was primarily 

“male” (61%). 

5.  The majority of the mothers (62.5%) who took part in the study reported that 

their child’s bonding to them was either weak or very weak. 

6. The means of the mothers’ Beck Anxiety Inventory (BAI) (68.78) and Beck 

Depression Inventory (BDI-II) (69.15) scores were well above one standard 



deviation from the mean (50) of the norm group suggesting significant anxiety 

and depression scores.  

7. The children’s Devereux Scales of Mental Disorders (DSMD) scores were also 

elevated well above the mean of 50 suggesting significant DSMD (anger) scores. 

8. The mothers rated the children between having minor to major anger when 

considering all nine child anger items overall.  

9. Financial and communication problems were the most prominent family 

problems reported.  

10. The research found links between maternal depression, family problems in 

general, and child anger in particular. Associations were also significant for 

relationships between maternal anxiety and maternal depression.  

Conclusion 

The fore-going results, among other things, show that this research brings to light an 

important, but often neglected aspect of special education services, which is parental 

involvement in the intervention practice with students showing difficult behavior. This is 

especially significant in the light of IDEA 2004 which provides impetus for a shift in the 

intervention process. Prior to IDEA, the referral, and treatment practices typically 

excluded the parents as participants while focusing almost exclusively on the students 

with regards to providing interventions. This research, therefore, supports the de-

emphasis of the traditional approach of pathologizing the student only. The research also 

reminds us that in an era of accountability, in addition to focusing on state standards and 

test results, we must also attend to other matters of importance to the student such as 

family dynamics and problems, including mental health problems which, according to 



this research, do significantly impinge upon children’s experience and expression of 

anger and aggressive behavior which in turn affect the family, the school and society. 

Consequently, these key results allow for treatment planning and special education 

interventions that involve the parents, the child, the family, and school.  
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Model for Public School Anger/Aggression Management Parent Training 
 
Presented by Nancy J. Contrucci, Ph.D. 
 
Demographics 
San Bernardino, California    Pop. 200,000 
47 % Hispanic, 45% White, 16% African American 
High poverty area 
27% households are non-family, 21% single-parent homes 
3rd most dangerous place to live in CA, 1 person is killed every day. 
13,000 gang members in the San Bernardino County, which is a larger geographic area. 
 
San Bernardino City Unified S.D. 
E. Neal Roberts Elementary School 
50 teachers 
1 School Counselor 
1,000 students, K-6 
73.5% Hispanic 
16.6% African American 
  6.6% White 
 
Parent Training facilitated by Bi-lingual School Counselor 
Two separate groups, one for Spanish-speaking parents and one for English-speaking 
parents held on two separate days of the week.  
Approximately 20 parents attending each session 
Commitment to attend weekly meetings for 6-weeks  
 
Logistics 
Held at the school during week-day mornings, 8:30-10:00 AM 
Child care for children under school age provided by site-approved paraprofessional aids 
Beverages and snack foods are provided 
Who are the parents? 
Parents identified by the school counselor from teacher referrals for students with 
anger/aggression. 
Parents are invited and encouraged to attend this training. 
An attendance award, signed by both the school principal and counselor, is given when 
all sessions have been attended. 
 
What Happens? 
At the 1st week session, parents fill out a Goal Sheet stating the changes they would like 
to see in their own behaviors and in their child’s behavior 
At the end of each weekly session, parents fill out an evaluation for that session to give 
feedback to the facilitator 
Handouts given weekly to parents to reinforce positive behavior support concepts 
 
 



What Parents Learn 
Effective methods of discipline and child management 
Strategies to control button-pushing  
Establishing clear communication between parent and child 
Basic steps for using time out  
Restoring relationships with their children 
 
Parent Group Session Format 
Social time with food/beverages 
School Counselor facilitates discussions and invites guest speakers on positive behavior 
support methods 
Discussion, role playing, and writing behavioral contracts are done in each session 
Homework is given for the parents to complete during the week  
 
Behavioral Contracts 
Parents are trained to write behavioral contracts for their difficult-to-handle children with 
the following components: 

• Clearly written, working contract 
• Statement of the behavior you want stopped 
• Pos. and Neg. consequence(s) specified clearly 

When possible, include the child’s input  
“Catch them being good.” 
Parents are trained to look for positive behaviors 
Reward positive qualities of child  
Reinforce positive behaviors by use of the Positive Incident Report (PIR) described in  
Sells p.60-66.  The format of the PIR 1-page form is as follows: 
 
For____(child’s name)___     Date______ 
 
You did it!  
 
You earned this Positive Incident Report because:__________________ 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
__________________________________________________________ 
 
I saw it!       Parent Signature__________________ 



 
Parent Group Session Format 
Social time with food/beverages 
School Counselor facilitates discussions and invites guest speakers on positive behavior 
support methods 
Discussion, role playing, and writing behavioral contracts are done in each session 
Homework is given for the parents to complete during the week  
 

Resources for Parents 
 

www.parent-institute.com/educator  
 
Clark, L. (1985) SOS! Help for parents, Bowling Green, KY: Parents Press. 
 
 

Reference Materials for Teachers/Counselors 
 

www.difficult.net 
 
Payne, R.K. (2001) A framework for understanding poverty.  Highlands, TX: aha! 
Process, Inc. 
  
Sells, S.P. (2001) Parenting your out-of-control teenager.  New York, NY: St. Martin’s 
 
Sells, S.P. Parenting with love and limits: A 7- step program for difficult teenagers, 
Savannah Family Institute (DVD) 
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“I want riches and position and standing among the other nations of the world:” 

The creation of national subjects in Edith Lelean Groves World War One Drama 

for Children, The Wooing of Miss Canada. 

 

       Kym Bird, York University 

 

Edith Lelean Groves was an exemplar of the “pedagogy of love” that dominated 

child-centred philosophies of education at the dawn of the twentieth century in Canada.  

She became one of most celebrated women of her profession: she was a teacher, a school 

trustee, and the founder of special education in Toronto.  She crowned her much lauded 

career with the Chairmanship of the Toronto Board of Education in 1929, the first woman 

ever to hold the position.  When Groves married the principal of her school, she left the 

profession, as married women conventionally did at the time.1  During the First World, 

before the death of her husband and her launch into educational politics, Groves applied 

her substantial literary talents to writing plays for a new, patriotic curriculum.  Between 

1914 and 1918, she penned nineteen of her twenty-one theatrical works for small 

children, works that were invested in the formation of citizens and nation building, 

making her one of the most prolific woman playwrights of the period.   

The Wooing of Miss Canada (1917), a historical and political allegory, is the most 

acclaimed of this oeuvre.  Like most allegory, it has two levels of meaning.  On the literal 

level, it is a national family romance which places women and maternity at the heart of a 

nationalist vision that expresses the contemporary conflict between the country’s self-

interest and its place in the British Empire.   On the exegetical level, the play is about the 
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founding of Canada, its economy, its geography, its contemporary struggle for standing 

in the world, and the expression of a new, independent national identity.   

Born Edith Lelean on January 22, 1870 in Cheltenham, Gloucester County, 

England, she was the daughter of Nicholas Lelean and Caroline Jane Clyma.2  She 

immigrated to Port Hope, Ontario with her parents in 1882.  Her father’s family was no 

doubt middle-class: originally French Huguenots, in England they were shipbuilders, 

captain merchantmen who owned their own vessels.  Her mother’s family belonged to the 

local aristocracy of Truro in Cornwall, where her maternal grandfather had been a banker 

and mayor.  Edith had a sister and two brothers; her brother Leo became Mayor of 

Redlands, California.3  She was educated in the Toronto school system, graduated high-

school from Jarvis Street Collegiate, and attended normal school where she obtained a 

teacher’s certificate.  She began teaching at nineteen and did so for a number of years in 

Church Street Public School in Toronto, when she married the Principal of the school, W. 

E. Groves.   

 Philosophies of education for young children in Toronto during Groves’ formative 

years were dominated by Friedrich Froebel’s “pedagogy of love” which placed children 

at the centre of pedagogical practice and constructed women teachers as mothers who, 

through their natural affection, empathy, and virtue, facilitated the child’s intellectual and 

moral development (Dehli 195).   This motherly pedagogy was at the heart of Groves's 

teaching in “Junior Third” and her public reputation as a school board trustee over 

thirteen years, a reputation, we are told, which drew its greatest support from children, 

mothers, and teachers (MacMurchy 14, 16, 23).4    It informed all of the professional 

activities in which she was involved like the “Home and School” movement, which 
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subscribed to the belief that “women had a special and maternal role to play in public 

affairs,” and the Kindergarten movement, which elaborated “maternal love and feminine 

morality” into a “discourse and practice of pedagogy” (Dehli 207).5   A child-motivated, 

maternal philosophy also fired what MacMurchy calls Groves’ greatest achievement, the 

one for which she earned the title “The Friend of the Children,” founder of special 

education in Toronto.  She initiated the “crippled children’s bus,” and she helped 

establish “sight-Saving Classes . . . Cardiac Classes . . . Speech Classes and Hard of 

hearing Classes” (MacMurchy 18).6  

 At the onset of the First World War, the Ontario curriculum in schools was altered 

to incorporate “the war and its causes” (Ontario xcv).    The province issued the schools 

some new text books, but there was a general need for material that would “intelligently 

take up the war in different grades” (xcv).  As a former teacher, the wife of a principal, 

and the author of two plays for children, Groves was well positioned to write for the new 

curriculum and was also inspired to do so.  In four years, she published nineteen plays for 

the primary grades, a few with William Briggs, a long-time Toronto publisher, but the 

majority with the newly established McClelland, Goodchild & Stewart which, in their 

“The All Canadian Entertainment Series,” endeavoured to meet the “great demand for 

books” during the War years.7  The provincial curriculum had “always instilled” British 

patriotism, but loyalty to Britain and the Empire was to “assume greater importance than 

ever before” (xcv).  Thus Groves’ dramas were moral and didactic works designed to 

inculcate in small children a particularly Canadian identity based on the values of loyalty, 

duty, and obedience to the country and the Empire.    
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 The Wooing of Miss Canada is an allegorical fairy play that celebrates Canada’s 

fiftieth birthday.  As the play’s action begins, Fairy Godmother is awaiting the arrival of 

her seven good fairies, who she re-convenes on the occasion of Miss Canada’s coming of 

age.  Each one takes a new mode of transportation, trumpeting the country’s growth and 

progress: the First and Second Fairies arrive by train – “the queerest animal running at 

top speed over iron rails” (6-7); the Third and Fourth on “the biggest ship you ever saw” 

(8); the Fifth and Sixth ride “in a horseless carriage,” while the Seventh flies on the wings 

of an aeroplane (9).  Godmother recalls the story of Canada’s birth and how it was her 

“duty” as “Fairy Godmother to bring rich offerings to her infant Godchild” (10).  Having 

but little herself, she “called on the Good Fairies to give their “choicest gifts” (10).  The 

First “brought Wealth”; the Second “brought Health”; the Third “brought Power to 

grow”; the Fourth brought “Beauty rare; the Fifth brought “Power to discern”; the Sixth 

“Desire to learn”; and the Seventh “Wisdom rich and rare” (10-11).  But “knowledge of 

that wondrous Birthday Party” reached the Bad Fairy and at the last moment she gained 

entrance to the party and left a gift of her own: “a love for power, for position, for show” 

(11).   At the present juncture, Miss Canada is being courted for marriage.  She has a true 

and stalwart lover, Jack Canuck, but he is not of “noble birth” and she has visions of 

thrones, crowns, and “grandeur in the magnificent courts of Europe” (13).  Godmother 

realizes that her attitude is “the work of the Bad Fairy,” and vows to help the spurned 

Jack Canuck (13).  First she wins over Miss Canada’s father, John Bull, who would 

prefer not to admit of his daughter’s marriageable status; then she sends the fairies to 

work their magic and “prove . . . that happiness does not consist in outward show, but in 

real true love that comes from the heart” (17).   Miss Canada receives a parade of 
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costumed suitors -- Spain, Japan, and Italy – all promising her riches and reputation; each 

one she refuses.  And as she witnesses their dances, drills, poetry and song, she becomes 

less and less convinced that the pageant of “old family and ancient lineage” is what she 

really desires (23).  The U.S.A. assures her a “powerful union” but she says she would 

rather remain friends (26).  When Germany, disguised as a student, tries to take her by 

force, Miss Canada firmly asserts her independence and Jack Canuck appears just in time 

to defend her honour.  The altercation over, Miss Canada is called upon by the Fairy 

Godmother to declare her decision.  Ringed ‘round by John Bull and the Seven Good 

Fairies, Miss Canada renounces Kings and courtly grandeur for Jack Canuck, a “suitor 

who will “safeguard her interests,” “fight her battles” and “love Canada for herself alone” 

(30). 

 The Wooing of Miss Canada is a historical and political allegory.  A Greek term 

meaning “other-speaking,” allegory uses a variety of literary tropes but its primary 

feature is hyponoia or a “hidden underlying meaning of a story or myth” (Fletcher 3).   

Like most allegory, The Wooing of Miss Canada  has a literal level of meaning that forms 

a coherent story and an exegetical level that creates a  doubleness of intention, something 

Northrup Frye calls a “`thematic counterpoint’” (qtd. in Fletcher 7).   On the literal level, 

it is a family romance that is Anglo-Saxon, ideologically middle-class, and places 

women, the feminine, and maternity at the heart of a national and imperialist vision.  Its 

secondary level of meaning is elicited through a critical interpretation of the text as a play 

about Canada’s founding, its economy, its geography, international standing, and national 

identity.     
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 The national family romance around which the action of the play centres is a 

gendered allegory of Canadian nationhood at a crossroads in its history within the British 

Empire.  Its iconography of the state as family and home would have been easily tangible 

to small children as it implies “both a sense of natural order and genealogical rootedness” 

(Heathorn 108).  Its “gendered . . . domestic relationships have frequently represented 

modern nationhood in Europe” (107).   The nation as family repeats the ideology of 

separate but complementary citizenship roles for working men and women” in a world 

that “stress[es] the importance of maternity for women and martial values for men” (109).  

Within the family romance, Miss Canada, is the rich and lovely daughter of England’s 

John Bull.  At the sweet, young age of fifty, she is, in “national time,” in the prime of her 

life (108).  Handsomely endowed with “natural beauty and grace and vast possessions in 

lands and resources,” she allows herself to be courted by the greatest nations of the world 

(15).  Her father, John Bull, a slightly less “progressive agent of national modernity” than 

he is usually figured, appears not to recognize Miss Canada’s maturity, still considering 

her “a child among nations” (Heathorn 107; Taylor 108; Wooing 15).  Being a bit old 

fashioned, he expects that suitors for her hand will first approach him.   Godmother has 

no real world referent, but is recognizable as an agent of public maternity, a figure in 

whom the private virtues of duty to one’s family, maternal care, and nurture that 

governed middle-class women’s lives are transferred onto the public/national sphere. It is 

her maternity that guides Miss Canada’s moral growth and causes her to intervene at this 

decisive moment in her development.  She points out to John Bull that his daughter is 

indeed “old enough . . . for many to be casting eyes at her and her vast possessions” and 

that “nowadays, suitors do not first consult the fathers” (15).  She recognizes that Miss 
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Canada has a solid streak of independence and aspirations on the world stage, as did the 

country itself in 1917 when it “insisted upon joint planning and policy formation,  . . . 

[and] post-war consultation on matters of shared interest among the self-governing parts 

of the empire” (Owram).      

The family romance playfully allegorizes for children an important, contemporary 

debate in Canada between isolationism and internationalism at a time when foreign 

policy essentially followed British imperialist designs. 8  When Godmother appeals to 

John Bull on behalf of Jack Canuck, she provides the young lover with the opportunity to 

put his case of being “too plain, too ordinary, too commonplace” when Miss Canada 

“yearns for grandeur and greatness and . . . a golden crown” (16).  In the family romance 

Jack Canuck is the home town boy; he personifies a masculine patriotism typical of 

nationalist ideals at the time; he is a heroic model of the “British traditions of honesty and 

uprightness, of fair play and justice” that Groves believed constituted the “worthwhile 

citizen” (MacMurchy 20).9  Like all conventional male lovers, Jack rescues Miss Canada 

and protects her honour.  His defense against the German invader causes her to realize 

that only her own citizens will “guard well her interests” (32).  Thus, the conventional 

resolution of romance in marriage and the play’s declaration of a “Canada for Canadians” 

seems to come down on the side of those who preferred autonomy in international affairs 

– Canada’s own foreign affiliations – as opposed to those who believed that “the imperial 

burden” was “Canada’s burden” (Owram). 

 On the exegetical level, The Wooing of Miss Canada is about the founding of the 

country and its on-going association with Britain and the Empire at a time when Britain 

still controlled Canada’s relations with other countries; but the extent to which the new 
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Dominion was still bound by the authority of the British government was more or less an 

open question.  The play’s action is framed with a prologue which recalls confederation, 

the four founding provinces, and the barriers presented by geography at the country’s 

establishment and its rich natural resources.  It closes with an epilogue fifty years on in 

which these geographical barriers have been eradicated, five additional provinces have 

joined the union, the population has swelled to eight million, land, once barren is “now . . 

. fertile and productive,” and the country’s economy is perceived to have “great 

possibilities” (13).  Its epilogue paraphrases the most famous pronouncement of one of 

Canada’s most famous Prime Ministers, Sir Wilfrid Laurier, who is reputed to have said 

“the twentieth century belongs to Canada.”10    “By the 1920s the Canadian state had 

developed, at least in embryonic form, most of the institutions it has today, and in English 

Canada a certain cultural consensus, based to a large extent on American and British 

influence but incorporating a new nationalism, had emerged and was being consolidated”  

(Valverde 15).  The play’s naive celebration of progress, most aptly represented in the 

train, plane, and automobile, expresses the idealism of the age that underpinned that 

nationalism.  By making Miss Canada’s desire for power and wealth central to the drama, 

it pits the materialism of an industrializing country against this idealism and it is idealism 

that wins out.   

One the largest level of interpretation, The Wooing of Miss Canada is about a 

search for a Canadian national identity, a theme that preoccupies Canadian literature, 

perhaps more than any other, well into the 1980s.  Here, this identity is facilitated by a 

mother and embodied in a woman: under the watchful eye of Fairy Godmother, Miss 

Canada achieves a consciousness of her natural beauty, economic potential, and standing 
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in the world.  Undoubtedly a politically progressive move, perhaps especially as it 

represents the power and patriotism of maternity, the play undercuts any strong feminist 

reading by having its main character achieve her independent identity through marriage.  

Its resolution in marriage reaffirms conventional relations between men and women 

where married women do not have power – they cannot even work as teachers! It also 

attempts to resolve the real contradictions in complicated power relations between 

Canada, the US, Japan, Spain, Italy, France and Germany by simply turning inward, and 

marrying into her own family, a course that was not unlike that taken by the country, 

which in the 1920s and 1930s pursued a moderate isolationist policy.11 

 Edith Lelean Groves, a teacher, trustee and pioneer in the field of primary 

education in Toronto, wrote many plays during the First World War that were intended to 

meet the provincial need for a new, patriotic curriculum that would instill nationalism in 

primary school children.  Her play The Wooing of Miss Canada is important among them 

because it expresses the transitional nature of this moment in the history of Canada and in 

the formation of Canadian identity.  In the filial relation between Miss Canada and John 

Bull, the play allegorizes Canada’s historical bond with Britain and a fidelity to the 

British Empire so strong that in 1914 the country followed Britain automatically into war.  

It also expresses a new Canadian nationalism and the desire of the country to assert its 

own identity on the world stage which less than two years after its publication, at the 

Paris Conference of 1919 it did, by signing the Treaty of Versailles as an independent 

nation.   In the marriage of Miss Canada to Jack Canuck, the play rejects all foreign 

affiliations, making it a slightly more absolute, more comic representation of the real 

isolationism that characterized Canadian foreign policy during the interwar period. 
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1 “It was  . . . a common practice well into this century for married women teachers to ‘give up’ their jobs 
and their wages.”  See Dehli 204.   
2 Most biographical information comes from the introduction to Groves’s Everyday Children, written by 
Helen MacMurchy. 
3 See “All Heads Bowed in Sorrow at Bier of Loved Trustee.”  Toronto Star 20 Oct. 1931: 3. 
4 She was first elected for Ward 7 in 1919 (after the death of her husband).  She was re-elected twelve 
times, five times by acclamation.  See MacMurchy 16. 
5 See “Trustee Explains Move to Abolish Supervisors.”  Toronto Star 25 March 1925: 16. 
6 This work eventually led to the establishment of two schools dedicated to special education: The Junior 
Vocational School for adolescent boys and the Edith Groves School for adolescent girls.  See MacMurchy 
21. 
7 “The great demand for books in Canada during the First World War meant that by 1919 some 160 books, 
over half of which were also published abroad, had been published under the McClelland & Stewart 
imprint.”  See Mcclelland.com “Company Profile,” http://www.mcclelland.com/about/index.html.   For a 
brief reference to the Canadian Entertainment Series see Carole Gerson’s “Dragged at Anne’s Chariot 
Wheeles.”  
8 “Canada did not have external representation outside of Great Britain until the 1870s, and the Department 
of External Affairs was only created in 1909. In 1914, Canada followed Britain automatically into war.  
Since it did not yet possess the actual jus belli (sic). It was only in 1919, at the Paris conference, that a 
Canadian foreign policy independent of Britain emerged, which evolved into liberal internationalism.”  See 
Jean-François Rioux and Robin Hay 9.   
9  Jack Canuck probably derived his name from the satirical weekly journal Jack Canuck, published in 
Toronto by editor James Richard Rogers, that “criticized social injustice from 1911 to 1918.  See Lyndsay 
Campbell.  Also see Gregory S. Kealey and Linda Kealey.  
10 A quote always attributed to Prime Minister Wilfred Laurier in his speech to the Canadian Club of 
Ottawa, 18 January 1904.  In fact, what he actually said was that “the nineteenth century was the century of 
the United States. I think we can claim that it is Canada that shall fill the 20th century.” 
11 “Although Canadian isolationism did not exhibit much ideological content, it had in common with US 
isolationism an indifference to the quarrels and armed conflicts that were growing in Europe, and a 
reluctance to prepare for assisting our European cousins against the Nazis. In fact Canadian isolationism 
was also inspired by a mix of attitudes comparable to the ingredients of the British appeasement mentality: 
a combination of pacifism, cautious optimism about the Hitler regime in its early days, and hesitancy on 
Continental European issues. Furthermore, the isolationist attitudes of the Province of Quebec were 
particularly influential in Canada, since in both previous foreign wars -- the Boer war and WWI -- French 
Canadians, chiefly from Quebec, had massively opposed Canada’s entry into war and conscription. With 
Quebec accounting for one third of the Canadian population, led by an autonomist government in Quebec 
City and home to nationalist and religious mass movements able to rapidly mobilize thousands for anti-
imperialist causes, the Quebec factor was high in justifying less attention to world affairs.”  See Jean-
François Rioux and Robin Hay 9.   
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The first year of teaching is generally viewed as difficult and challenging for most 

beginning teachers (Kagan, 1992; Ryan, 1986; Veenman, 1984).  Many teachers do not 

understand their roles as “rookies” in well-established school cultures with norms and 

multifarious expectations (Hawkey, 1997; Scherer, 1999; Wildman, Magliaro, Niles, & Niles, 

1992).  Additionally, teaching is a profession that does not provide an established period of 

apprenticeship.  As a result, beginning teachers assume the same responsibilities as veteran 

teachers without the benefit of years of experience (Danielson, 1999; Darling-Hammond & 

Bransford, 2005).  Further, it is not uncommon for novices to be assigned challenging students, 

inadequate classroom space, extracurricular assignments, least desirable courses, and schoolwide 

committee responsibilities (Darling-Hammond, 1996; Johnson & Birkeland, 2003).  These added 

responsibilities do not enhance the probability of novice teachers’ professional success (Gratch, 

1998; Weasmer & Woods, 2000).  

Beginning teachers (i.e., those with fewer than five years of experience) are more likely 

to leave schools where working conditions are poor and student achievement is low (National 

Commission on Teaching and America’s Future, 2003; NCTAF).  Beginning teachers’ attrition 

rates range from 20% to 30% and, in urban districts where these challenges are greater, rates can 

be as high as 50% (Darling-Hammond, 1997).  Ingersoll (2001), in a nationwide study of teacher 

turnover and shortages, found that the attrition rate in high-poverty schools was 50% higher than 

in low-poverty schools.  Inevitably, high teacher turnover and lack of instructional continuity 

impact the academic performance of students in these challenging schools (Fideler & Haselkorn, 

1999; NCTAF, 2003).Teacher mentoring has traditionally been viewed as a component of 

induction programs for newly hired teachers (Gordon & Maxey, 2000; Huling-Austin & Murphy, 

1987).  More recently given teacher shortages and growing rates of teachers leaving the 
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profession, mentoring has been integrated as a practice in efforts to recruit and retain new 

teachers (AFT, 2001; ECS, 1999). 

Literature on mentoring first-year special education teachers is limited. Special educators 

leave the field at about twice the rate of their general education counterparts and a successful 

first year of teaching has been reported to have the greatest impact on retaining special education 

teachers (Boyer, 1999; Whitaker, 2000; White, 1999). Giacobbe (2003) investigated the 

perceptions of Virginia beginning special educators who had been mentored for one year in 

traditional face-to-face mentoring programs.  Results of her web-based survey study indicated 

that the five most helpful activities provided by the mentors were: (a) the mentor providing 

support and encouragement, (b) learning to prepare and write IEPs, (c) assistance in finding 

student materials and resources, (d) mentor providing emotional support when the novice teacher 

was discouraged or frustrated, and (e) having impromptu meetings. Retention as well as attrition 

rates of special education teachers are critical factors that impact the number of personnel 

serving students with disabilities.   

 Discussions focusing on the Internet and the use of Web-based technologies to support 

and mentor beginning teachers is emergent (Klecka, 2004).  Borren, Niday, and Johnson (2003) 

view electronic mentoring as a useful support for student teachers and beginning teachers who 

for varied reasons cannot have the traditional face- to- face mentoring model.  Electronic 

mentoring (E-mentoring) can provide consistent collegial conversations, opportunities for 

sharing, and can mitigate feelings of isolation.  By encouraging conversations, university 

supervisors may help novices be more at ease with sharing successes and asking for help with the 

challenges they face in their classrooms. 
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The Exceptional Mentoring Project (EMP) was designed as a form of (E-Mentoring) for 

preservice and beginning special educators.  It was piloted at a highly diverse, urban university 

(Northeastern Illinois University [NEIU]) in Chicago, Illinois, in the spring of 2004 and 

institutionalized in the fall of the same year. Undergraduate student teachers and graduate interns 

in the NEIU special education department were selected to be mentored by experienced special 

educators who had completed their master’s degrees at NEIU.    

E-mentoring allows new and experienced special education teachers to discuss classroom 

experiences, ask questions, share resources, and reflect on their practice within password-

protected electronic conferences on the EMP website.  Discussions are generated by participants 

and are related to educational issues, both practical and conceptual.  Project mentors, mentees 

and university coordinators can initiate discussions, post messages, and respond to others’ 

messages within the electronic conferences.  The conference categories on the website (Seeking 

Wisdom, Topic of the Week, Teacher’s Lounge, Urgent) were developed based on research 

regarding mentoring practices for beginning special educators (Giacobbe, 2003).  Modifications 

to the existing software were developed to target the specific needs of beginning special 

education teachers (Giacobbe).  Software and technical support was provided by the Novice 

Teacher Support Project (NTSP) and the E-Mentoring Expansion Initiative Project (EMEI) at the 

University Of Illinois at Urbana-Champaign College of Education.  As the EMP has grown, 

software was purchased to maintain the site under the Northeastern Illinois University’s 

computer system. 

Mentors are selected and must meet the following criteria: be a master teacher in Special 

Education; be a graduate of NEIU’s special education program; and have taught special 

education for at least 3 years.  Mentors and student teachers receive technical training prior to the 
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initiation of the website. Roles and responsibilities of the mentor and student teachers are well 

defined and log-in and posting requirements are established.  Although the website is password 

protected, confidentiality issues and appropriate expectations for internet use are reviewed. 

Additionally, mentors receive training regarding the specific needs of beginning special 

educators. Training topics for mentors include adult education principles, effective 

communication skills, consultation strategies (feedback and support), advising and coaching 

skills, and problem-solving skills (Giacobbe, 2005). These topics reflect the guidelines 

established by the Council for Exceptional Children’s Mentoring Induction Project (White & 

Mason, 2001).   

  On-going analysis of the EMP has been positive.  Both mentors and mentees have 

indicated that the website has been helpful.  Mentees’ comments have been in the following 

areas: (a) assistance with IEP preparation, (b) assistance with classroom management, (c) 

receiving support from others, (d) learning helpful tips and suggestions, (e) developing the 

courage to ask for help, (f) gaining information that relates to “real world” teaching, and (g) 

having a place to come and “vent” and ask for help.  Mentors have indicated the following: (a) 

increased enthusiasm about their teaching, (b) a place to share and help new professionals,  (c) 

opportunities to support and challenge new educators, (d) opportunities to find out about new 

teaching ideas and methods, and (e) additional growth as professionals (Giacobbe, 2005). 

Establishing the EMP as an integral component of the student teaching experience has 

been a guiding focus in refining the website based on students’ needs.  Providing mentoring 

during the student teaching experience develops a virtual community of support that includes the 

mentors, the mentees, the university supervisors, and university professors. E-Mentoring has 

promise for providing mentoring via computer websites for beginning teachers.  Having the 
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ability to log on to a website and seek information and short-term solutions to problems as they 

arise can be an added support that beginning teachers need as they struggle in their early years in 

the classroom (Breaux & Wong, 2003).   

 It is hoped that this collaboration will provide the structure for beginning teachers to 

develop a comfort level for professional conversations with mentors that their school districts 

provide to them upon hiring.  This opportunity for a university to give assistance to new teachers 

offers an added layer of teacher preparation beyond the university classroom of theory and 

pedagogy.  Billingsley (2002), in reviewing the research on teacher retention in special education 

over the last decade, stated, “The shortage of special education teachers threatens the quality of 

education that is provided to students with disabilities” (p. 60).  Students with disabilities need 

highly qualified teachers who can provide effective classroom instruction.  Given current 

problems attracting and keeping qualified special educators, it is critical that we provide 

programs such as E-Mentoring to help retain competent teachers. 
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ABSTRACT (141 words) 

This paper will describe the qualitative methodology, framework, design, 

and analysis used in a case study that explored the effects of infant massage on 

dyadic interaction. Applicability of this design to dyads where the infant has other 

disabilities will also be discussed.  

The focus of the case study was twofold: first, to examine the interactive 

processes which existed between a caregiver and blind infant; and second, to 

gather data to support the literature on dyadic interactions when the caregiver 

regularly applied infant massage. This study was characterized by an emergent 

design that utilized observations, ethnomethodological manipulation of a 

prescribed intervention within a natural setting, interviewing, and videotaping; 

narrative analysis allowed the researcher to assess group relationship structures 

and patterns by analyzing visual and non-visual data. Through multiple, 

extensive observations and interviews, the caregiver’s personal experiences and 

her interpretations were given voice.  
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PAPER (1,129 words) 

This paper describes the research methodology, conceptual framework, 

research design, and analysis used in a case study that explored the effects of 

infant massage on dyadic interaction where the infant had blindness (BVI).  

There is value in the qualitative single case study as documented by Pantoja 

(2000).  In a single case study the researcher invests time in multiple, intensive 

observations of one caregiver-infant dyad and, therefore, can observe in greater 

detail the dynamics of attachment in caregiver-infant with BVI dyad. Since a goal 

of this study was to explore this dynamic, the case study approach, while not in 

the original design, is “conceptually coherent with the research goals and the 

theoretical approach” (p. 34). In addition, according to Patton (1990) detailed 

single case studies are valued for the richness of the information. Lastly, single 

case design is particularly appropriate in the context of investigating caregiver-

infant with BVI dyad. Thorngate (1987) as cited in Pantoja (2000) discusses the 

merits of single case design. He states, “To find out what people do in general, 

we must first discover what each person does in particular…this implies we pay 

more attention to case histories…” (p. 35). 

The focus of this qualitative exploratory study was twofold: first, to 

examine the dynamics, the interactive processes, which exist between a 

caregiver and an infant with BVI; second, to gather data to support the literature 
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on dyadic interaction and attachment formation when the caregiver regularly 

applies infant massage.  

Conceptual and Theoretical Framework 

In an effort to describe the nature, dynamics, and impact of infant 

massage on caregiver-infant attachment where the infant has BVI, a multiple, 

mixed research design was employed that combined aspects of 

phenomenological, ethnographic, and microethnographic approaches, as well as 

an explicit form of variable manipulation in a natural setting. A narrative-

developmental approach was used throughout the study to explore data from the 

caregiver-infant relationship. The narrative-developmental approach provides 

grounded qualitative methodology to microscopically investigate the development 

of relational and meaningful experiences (Pantoja, 2001). Combining these 

approaches allowed the researcher to develop an understanding regarding the 

phenomenon of caregiver-infant attachment where the infant has BVI and the 

effects of introducing infant massage on this phenomenon. 

This study borrowed from three of the five traditions of qualitative research 

(phenomenology, ethnography, microethnography) in addition to variable 

manipulation by utilizing an overlapping structure to describe in detail the context 

of the study while continually revising questions from the field experiences 

(Creswell, 1998). As such, this research entailed a process, a method of inquiry 

for studying human life that elicited phenomenological data. The process, which 

represented the world view of the participants, sought to construct holistic 

descriptions and understandings from the perspective of the participants, from 
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which the researcher could generate complex causes and consequences about 

the phenomenon (LeCompte & Preissle, 1993). 

This approach generated a wealth of rich, descriptive data on the daily 

activities and broad range of spontaneous behaviors of the dyad in their 

naturalistic setting. This study was predicated on moving beyond the limited 

parameters imposed by highly controlled laboratory studies by providing a more 

descriptive analysis of caregiver infant attachment while still employing elements 

of variable manipulation (i.e. pre- and post-infant massage). Observations 

focused on gathering data that reflected how the dyad interacted, especially how 

they responded to each other and how they communicated, focusing on the 

behaviors previously reported in the literature as indicative of secure attached 

relations. The foremost purpose of this research was to document exactly what 

occurred naturally in the caregiver-infant dyad during this study. By analysis of 

this documentation, the researcher shared the meanings gleaned from the 

descriptions and interviews with the caregiver, thus potentially forming new 

understandings of their significance.  

Furthermore, based on work by Pantoja (1997, 2000, 2001) and Fogel 

(1993, 1995, 2001) this study utilized the narrative form as a means to examine 

emotional development in the context of caregiver-infant dynamics.  

Results 

Prior to teaching infant massage, qualitative data analysis showed the 

dynamic relationship between caregiver and infant to be one of missed cues, 

miscommunication, intrusiveness, and possibly, cultural and familial influences. 
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The mother spoke to and held her infant son as little as possible. When she did 

hold him, she was rigid and tense, keeping him at arm’s length, or as far from her 

physical body as she could. She did not engage him face-to-face, did not use 

motherese with him, and did not vocalize with him except to reprimand him. She 

neither smiled at him nor addressed him with affection. She appeared unable or 

unwilling to read his cues for hunger, discomfort, or pleasure. Her affect with him 

was flat as his was with her. The mother only touched her child to take care of his 

physical needs.  

In response, the child did not engage his mother except when he was 

distressed, and his body alternated between rigidity and limpness. Left alone by 

his mother and lying on his back, he stayed motionless sucking and blinking and 

sometimes slept. Their interactions were reciprocal, continuous, and cyclical, but 

did not reflect secure attachment. 

Post intervention data analyses indicate that significant changes in 

behaviors occurred. For instance, the mother changed the way she held her 

baby, bringing him against her chest, and holding him over her heart. As her 

affect changed she talked sweetly to him, smiled at him within his field of vision, 

and engaged him in play. She also attempted to help him developmentally by 

encouraging him in increased motor activity. She was more aware of his cues 

and responded according to the baby’s needs. In response, the baby smiled back 

at his mother, gurgled to her, and laughed when she played with him. 

Significantly, he melded his body to hers instead of arching away from her or 

going limp. In addition, during and after infant massage, the infant began to 
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explore his own body and those of others, particularly his mother and siblings, 

which helped him to begin developing spatial awareness.  

Although it was not the intent of this research to generalize results to a 

larger population, this study appears to have found valuable data utilizing 

qualitative methodology that may be applicable to behaviorists, sociologists, 

educators and health care workers. As such, it has increased the knowledge 

base of social communication behaviors in general and of caregiver infant dyads 

where the infant has BVI, in particular. These results suggest the value of the 

ongoing qualitative exploration of infant massage as an intervention for 

promoting secure attachment formation in infants with BVI and other 

handicapping conditions, such as hearing impairments, mental retardation, and 

autistic spectrum disorder. In addition, a follow-up study might yield interesting 

data if the mother continues the intervention.  If so, social, emotional, cognitive, 

and physical development might be tracked to determine long-term benefits 

exploring the usefulness of infant massage through qualitative investigation. 
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Administrative estimation of a blended course in 
Higher Education: the application of “e-learning 

Yield Index” 
 

Agostino MARENGO, Vittorio MARENGO, Michele SCALERA, Nicola CONVERTINI, Antonio 
D. ALBANESE 

{amarengo, vmarengo, mscalera, nconvertini, dalbanese}@dss.uniba.it 
Statistical Sciences Department, Faculty of Economy, 

University of Bari 
Via C. Rosalba 53 – Bari ITALY 

Abstract. This paper will determine how the cost and ROI differ if the course is Blended 
rather than F2F (Face to Face); how can a Faculty decide which course is more appropriate; 
how can the Yield Index  e-lYI be used to understand whether such a change will be successful 
from a quality and economic point of view. 
Furthermore, the management of a University needs to allow for increasingly more budget 
cuts. It would therefore be extremely interesting to consider the ROI in a University that 
decided to adopt e-learning practices for institutional training through the Open Source 
Learning Management Systems. Open Source, therefore, will be the final element of 
innovation and experimentation in the evaluation process. 
Keywords: e-lYI, ROI, e-learning, costs, evaluation. 

 
 
1. Introduction 
 
The authors considered that in the late 1980s Gartner examined the full costs related to desktop 
technology, and Ted Bullen, a strategic consulting manager at IBM, laid out the specific costs for 
the lifecycle of a PC including planning, purchasing, deployment, support, asset management, and 
disposal. 
This will enable an evaluation of the Return On Investment (ROI) using the new concept of e-
learning Yield Index “e-lYI” (Marengo A., Marengo V., 2005), introduced by Marengo in Journal 
of Information Technology Education on 2005. 
The Yield Index “e-lYI” suggests an innovative way to evaluate the implementation of e-learning 
methodologies into campus based environments; and still the new index will help to manage the 
transition from the “classical” University structure to the innovative structure needed by the e-
learning implementation. 
Costs will be estimated and the ROI and “e-lYI” assessed for an e-learning course. 
The course was based in Faculty of Economy in Bari (Italy). 
 
 
2. Course description 
 
The course in Information and Communication Technology was held in Faculty of Economy in Bari 
(Italy). The course is worth 5 ECTS (University credits), each credit based on 25 study hours, 10 of 
which in the classroom. The total number of lesson hours is 50. 
The number of students following this course is between 50 and 100 a year.  
In this scenario the e-lYI has been used for understanding with accuracy the differences of costs 
using e-learning in comparison with classical teaching methodologies applied. 
This paper explains that the choice is not simple and immediate, especially using the ROI values, 
but the use of e-lYI introduces a clean simplification both the existing theory, introducing a data 
optimization principle, and the concrete analysis, assuming a tangible parameter of comparison. 
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3. The blended learning model 
 
In the past, training has typically been delivered in an instructor-led format in classrooms or on the 
job and has not been scalable in terms of cost, resources, and time away from the job. As a result, 
most organizations have struggled with delivering training to as many people and for the 
appropriate duration as was truly needed to achieve the greatest benefit. 
With the advent of technology-based training, many early adopters have attempted to replace 
instructor-led training with this new form of learning. While there were many advantages to this 
first phase of online learning, there were some limitations that diminished its effectiveness, such as 
lack of collaboration with other learners, inability to simulate complex exercises, and limited tools 
to track and measure results. 
As technology has improved and lessons have been learned from this first phase of online learning, 
a new training model has evolved called “blended learning.” A blended learning model is one that 
incorporates a variety of delivery styles and accommodates different organizational needs to 
achieve the most effective knowledge transfer. An example of this for a retail organization rolling 
out a new technology solution might include a combination of classroom training for point-of-sale 
and change management topics, e-learning used to deliver software training, practice, and testing, 
and a learning management system utilized to post job aids, schedule courses, and track attendance 
and results for all training events. 
Developing a blended approach to learning serves several objectives, including: 

• Accommodating a variety of different learning styles, ensuring individuals receive the most 
effective training for each type of content; 

• Allowing training to be rolled out over a period of time so that each phase of learning is 
reinforced by the next; 

• Capitalizing on the latest technology initiatives in the training arena, maximizing the 
training dollar, and delivering first-hand training to a larger audience than ever before; 

• Facilitating consistent training throughout the technology lifecycle, allowing new employees 
to receive the same training as those who were trained during the initial implementation; 

• Providing a vehicle to deliver training for future technology upgrades; 
A learning approach that includes a blend of learning styles allows training administrators to 
distribute and learners to absorb relevant knowledge efficiently, quickly, and at the least cost to the 
organization. In short, developing a blended approach trains employees faster and better, shortening 
the time before the organization begins recognizing a return on their technology investment. 
 
 
4. The “e-lYI” Yield Index 
 
Although an ROI calculation (Kossmann, 2003) can go a long way toward measuring or predicting 
the business results of teaching/learning, it should never be the final word. Training is a messy 
business and returns come in many forms, some of which cannot yet be reduced to bottom-line 
figures. 
In some cases, the training manager may chose to stick with conventional training because the 
returns are more predictable and safe. In others, further investments in e-learning may be justified 
because e-learning requires the organization to develop new skills, to capture knowledge in a more 
tangible and reusable form, and to recruit and retain new talent. All these actions increase the 
intellectual capital of the Faculty, though they are hard to capture in an ROI calculation. 
Because the ROI is so widely used to evaluate the business success of large, complex projects like 
e-learning, it will be important to explain a useful technique of calculating ROI in academicals 
environment using Open Source systems and comparing e-learning training costs with classical 
“face to face” training costs. 
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The basic formula for calculating ROI, as shown in Equation 1, is quite straightforward, the costs 
analyst has just to subtract costs from benefits, divide that difference by costs, and then multiply the 
results by 100: 

100×
−

=
Costs

CostsBenefitsROI
       (1) 

The term [Benefits minus Costs] represents the Return On The Project. The investment is the costs 
of the project or at least the up-front costs. 
To complete this study and for a greater understanding of the concept of ROI, an index is provided 
below which makes an interesting comparison between traditional didactics and e-learning. In many 
cases, there is a need for an instrument which can instantly indicate the feasibility and necessity of 
e-learning; events such as Faculty meetings will often see a debate into the necessity and 
applicability of venturing into this area. 
The e-learning Yield Index, or e-lYI, as shown in Equation 2, represents the rapport between the 
ROI of classic teaching programs (ROI cl) and that of the same programs in e-learning mode (ROI 
e-l): 

CL

le

ROI
ROI

lYIe −=−
         (2) 

The e-lYI can incontrovertibly determine whether there is a need for e-learning as part of a course, 
provided that this is a comprehensive change, i.e. the transformation of an F2F course into one 
developed through e-learning methodology, such as a Blended course. 
In the ICT course, the change from traditional style to e-learning Blended is desirable where: 

• The change is carried out by a group with competencies which include ETM and experts in 
content and communications (in addition, obviously, to the teaching staff). 

• The development, implementation and evaluation use Deming’s classic model for IT 
systems in order to obtain reliable instruments for the evaluation and improvement of 
training projects;  

• The e-lYI is greater than 1, so that the traditional ROI is inferior to the e-l ROI. In this way 
reliable data can be obtained on the results in economic terms.  

It can be seen, however, that the e-l ROI is a factor reliant on numerous variables which can 
contribute to the end result. Therefore it is necessary to verify that the e-lYI is greater than 1 in the 
phases of both feasibility and start-up as well as that of the installation of the training project. 
The advantage of this index becomes clear in the evaluation phase of the project. In referring to the 
e-lYI, it will be possible to evaluate at any given time: 

• The accuracy of the feasibility study; 
• The need to change any expenditure parameters; 
• The possibility of increasing the training program offered by adding new teaching 

instruments on-line;  
If used as a monitoring instrument within a Faculty, the e-lYI index helps evaluate the possibility of 
“transforming” other courses of study into e-learning to increase the benefits of the training 
programs offered and thus lead to a greater efficiency in the ROI. 
 
 
5. Evaluation of cost and benefit factors 
 
5.1 Benefits 
 
The concrete benefits indicated below are relative to the e-learning Blended methodology 
implemented in the ICT course. Each item is given an acronym to help define the benefits 
addendum more clearly in the ROI formula: 

• Reduction in travel expenses: Brsv. An estimated reduction of 1000 euros. 
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• Reduction in teaching remuneration: Brcd. An estimated reduction of 1000 euros. 
• Reduction in costs of materials: Bspm. An estimated reduction of 200 euros. 
• Reduction in client support costs: Bcsc. An estimated reduction of 100 euros. 

The non-material benefits indicated below are considered as factors in the overall evaluation; they 
will be added to the benefits part of the ROI formula as a percentage and will be evaluated through 
interviews with participants involved in the training programme: 

• Quality of the skills acquired by the student: Bqas. An estimated reduction of 40%. 
• Increase in productive time per individual: Btpi. An estimated reduction of 30%. 
• Reduction in teaching time: Brtf. An estimated reduction of 55%. 
• General organisational benefits: Borg. An estimated reduction of 5%. 

The determination of the Benefits item is shown below in Equation 3: 

Btot =
Brsv + Brcd + Bspm + Bcsc( )

Btpi • Brtf • Borg

• Bqas =
2300

2,11
•1,4 =1526       (3) 

The non-material benefits, stated as a percentage, are multiplied or divided depending on their 
contribution as negative or positive. 
For example, the value Bqas is shown on the numerator as the maximum value of quality in F2F 
lessons is equal to 1. As a result Bqas will only be a percentage of the maximum, a percentage that 
becomes evident through interviews or exams taken. 
 
 
5.2 Start-up costs 
 
The most important costs are selected from an academic/University perspective and their 
importance evaluated for ROI and Yield Index purposes, as you can see in Equation 4. These cost 
factors are as follows: 

• Cost of creating digital content: Crcd. An estimated cost of 1000 euros. 
• Cost of maintenance of digital content: Cmcd. An estimated cost of 100 euros. 
• Cost of content hosting: Chcd. An estimated cost of 395 euros. 
• Cost of content distribution: Cdcd; this item is not applicable to universities which should 

have multimedia classrooms in which students can use Internet and PCs; the item is 
included here to complete the list of factors in a comprehensive way. An estimated cost of 0 
euros. 

• Cost of Learning Management System: Clms. LMS is Open Source so its cost is null. 
• Cost of HW (Hardware) and SW (Software) infrastructures: Chwsw. An estimated cost of 0 

euros. 
• Teaching costs: Ctut. An estimated cost of 500 euros. 
• ETM training costs: Cetm. An estimated cost of 500 euros. 
• Administration and management costs: Camge. An estimated cost of 100 euros. 
• Consultancy costs: Ccons. An estimated cost of 0 euros. 
• Synchronous teaching costs: Cdocs. An estimated cost of 0 euros. 
• Promotion costs: Cprom. An estimated cost of 100 euros. 
• e-learning support costs: Cwbt. An estimated cost of 300 euros. 

Determination of the Start-up Costs item: 
CtotSU = Crcd + Cmcd + Chcd + Cdcd + Clms +
+Chwsw + Ctut + Cetm + Camge + Ccons + Cdocs + Cprom + Cwbt = 2995

    (4) 
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5.3 Operation costs 
 
In calculating system costs, those incurred in starting the project should be detracted from the total 
as follows:  

• Crcd, as contents are only maintained.  
• Clms, as the LMS (Learning Management System) platform cost is paid off during the period 

of use and as such only the costs of hosting and maintenance need to be met.  
• Chwsw, as both hardware and software are costs relative to the start of on-line teaching 

activities; 
• Cetm, the ETMs will already have been trained and can be used as trainers themselves for 

new ETMs; 
• Ccons, consultancy is necessary at the start of the project but not as much during it.  

The Total Operation Cost, as shown below in Equation 5, can be given by the total: 
CtotREG = Cmcd + Chcd + Cdcd + Ctut + Camge + Cdocs + Cprom + Cwbt =1495    (5) 

Bearing in mind that the operation costs do not include the cost of the LMS platform and the HW 
and SW, it can be seen that start-up costs will be much lower without including the other items that 
have a notably inferior value. 
 
 
6. ROI including Start-up 
 
The classic formula of ROI shown in above can be used again with modifications regarding the 
values outlined over and using the cost values defined in the start-up phase, as shown in Equation 6: 

ROIe−l
SU =

Benefits− Costs

Costs
×100 =

Btot − CtotSU

CtotSU

×100 =
1526− 2995

2995
= −48,48  (6) 

 
 
7. ROI excluding Start-up 
 
It is evident, see Equation 7, that the ROI without start-up costs will be less, thus: 

ROIe−l =
Benefits− Costs

Costs
×100 =

Btot − CtotREG

CtotREG

×100 =
1526−1495

1495
×100 = 2,07  (7) 

 
 
8. Determining the “e-lYI” Yield Index 
 
The final phase of the evaluation deals, as shown in equations 8 and 9, with the “e-lYI” Yield 
Index. The equation 8 determines the Yield Index considering the start-up phase, the equation 9 do 
not consider the start-up phase as the course is at its third year of life. 
We’ve evaluated that the ROI measured in classical learning methodology, Face to Face, will be 
around 1,54. 
We find, therefore: 

e − lYISU =
ROIe− l

SU

ROICL

=
−49,48

1,54
= −32,12        (8) 

e − lYI =
ROIe− l

ROICL

=
2,07
1,54

=1,34         (9) 

As noted before, 1φlIRe −  defines a positive result in the methodology change toward e-learning 
in the ICT course. The usefulness of this index is even greater when its effective value is considered 
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(both in terms of cost and quality) in the use of an Open Source LMS which can significantly lower 
start-up costs without compromising the quality of the content. 
Looking at equation 9 we can argue that the e-learning blended methodology will be fruitful after a 
start-up phase in which the educational system will set some parameters and get some systems.  
 
 
9. Conclusions 
 
The Yield Index "e-lYI" represents a valid tool of control and evaluation from the economic and 
qualitative point of view of the "e-learning project", because it is based on the study of the ROI, that 
is a factor for a long time used to these purposes but that does not succeed in being "absolutely" 
decisional for the "process transformation"; in fact ROI does not produce a quantitative comparison 
among the different methodologies (in our case F2F and e-learning) we can use to build a learning 
project. The Yield Index "e-lYI" has been studied for doing this quantitative comparison. 
The purpose of environmental analysis/forecasting in academic planning is to provide college and 
University administrators information that can facilitate better decision-making, particularly in 
making decisions affecting the long-range future of their institutions.  
This study has described a basic approach used to manage this uncertainty-identifying 
issues/concerns based upon experience and upon environmental scanning, producing alternative 
scenarios of plausible techniques that stimulate the development of viable and robust strategic 
options that can be incorporated in specific institutional plans. 
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Promoting Peace Through Educating Children 
 
 

Anne M. Mungai, Ph.D. and 
George S. N. Mungai, Ph.D.  

 
“Building a Just and Sustainable Peace” 

 
"If we are to reach real peace in this world... we shall have to begin with children" 

– Mahatma Gandhi 
Ending Cycle of Violence 
 
The above quote from Mahatma Gandhi adequately places the realization of sustainable peace on a 
grassroots approach—beginning with children to create a culture of peace. In order to perpetuate a 
peaceful environment, each generation must pass on the baton of peace to the next. The world has 
seen and continues to experience violent upheavals through armed and non-violent conflicts.  
 
To help end the cycle of violence in our world, we must, as leaders [parents, teachers] learn to 
become peaceful and non-violent ourselves. We must also impart this wisdom and guidance of 
peace to our children and they will do the same to their children. In order to cultivate peaceful 
environments, peace must be wholesome and be integrated in the children’s growth.  
 
Violence is and has been a part of the human culture and condition. Violence among children takes 
place at various levels ranging from school bullying to armed conflicts. Psychologists, sociologists 
family scientists and educators contend with the problem of violence with the hope to provide 
interventions to prevent violence or ameliorate its effects so that children can lead positive fulfilling 
lives.  
 
Orphans and vulnerable children are deprived of their first line of protection and guidance – their 
parents. It is estimated that by 2010, an estimated 106 million children under the age of 15 are 
projected to lose one or both parents. Currently the number of orphans in Sub-Saharan Africa is 
over 12 million children. Children without the guidance of their primary caregivers are often more 
vulnerable and at risk of becoming victims of violence, exploitation, trafficking, discrimination and 
other abuses. Unaccompanied girls are at especially high risk of sexual abuse. Meanwhile, 
unaccompanied boys are at high risk of forced or ‘involuntary’ participation in violence and armed 
conflict1. 
 
According to a biennial report on global orphaning released by USAID, UNAIDS and UNICEF, by 
2010, sub-Saharan Africa will be home for an estimated 50 million orphaned children, and more 
than a third will have lost one or both parents to AIDS2.  
 
Poverty Health and Education 
Poverty and poor health are two factors that perpetuate each other in an endless cycle unless one is 
stemmed from the other. Lack of educational opportunities for children in poverty-stricken 
countries limits the potential of such children in realizing a their right to a promising future. The 
United Nations Millennium Development Goals [MDGS] aims at eradication of extreme poverty 
and hunger as defined by Goal number 1 of the MDGS. 
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Goal 1: Eradicate extreme poverty and hunger 
Children who live in extreme poverty are often those who experience violence, exploitation, 
abuse and discrimination. They easily become marginalized and are frequently denied such 
essential services as health care and education. In a self-perpetuating cycle, marginalization of 
children who are victims of violence and abuser decreases their likelihood of escaping poverty in 
the future. Child labor - both a cause and consequence of poverty – damages a child’s health, 
threatens education and leads to further exploitation and abuse. Poverty is a root cause for 
trafficking. Without documents to prove birth registration, children and families often cannot 
access health, education and other services, and States cannot plan poverty alleviation and social 
service programs without accurate estimates of annual births. Poverty and exclusion can 
contribute to child abandonment and the separation of children from their families, as children 
are sent to work on the streets or parents are forced to migrate and leave their children behind. 
Children might end up in foster or institutional care arrangements which can lead to 
marginalization and decreases their chances of breaking the cycle of poverty. Armed conflict 
depletes physical, economic and human resources and leads to displacement of populations. 

 
Education is undoubtedly a basic necessity for any sustainable peaceful environment in which 
people can be competitive in their contribution to their national development. Inadequate education 
and lack of opportunities to schooling for orphans and vulnerable children alienates them from the 
mainstream of the society. Goal number 2 of the MDGS spells out the crucial need of universal 
primary education. 
 
 Goal 2: Achieve universal primary education 

Ensuring that all boys and girls complete a full course of primary schooling cannot be achieved 
without eliminating the barriers that keep children out of school. Reaching the hard-to-reach – 
including children affected by HIV/AIDS, orphans, children with disabilities, children from 
minorities and migrant families, and those who are trafficked, used in armed conflict or live in 
institutions – is critical to achieving education for all. The school environment needs to be safe, 
protective and free of violence if children are to be encouraged to attend and remain in school. 
Child marriage leads to the isolation of, particularly, the girl child and to early drop-out from 
school. Armed conflict can displace families, separate children from their parents and disrupt 
their education. Child labor prevents children from going to school. 

 
Concerted Efforts 
The world is progressively becoming a global village due to the increasing technological 
advancement in electronic information exchange. Time and distance seem to shrink in the light of 
the virtual reality of the computer age. For the most part, children that grow in isolation of the ever-
changing technological terrain will find themselves sidelined in society. While every sector of 
developing and the developing countries needs to be involved in the promotion of peaceful co-
existence, there are socio-economic practical limitations. 
 
It is therefore, critical for every sector dealing with human advancement [government, non-
governmental or private] to work in concert with each other to reach the unreachable members of 
our society (especially orphans) to give them equal opportunity in education, healthcare and 
economic advancement. 
  

Caroline Wambui Mungai Foundation 
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The role of private sector and non-governmental organizations at grass-root level of dissemination 
of technology and socio-economic empowerment has proven over the years to be a catalyst in 
enhancing the macro development efforts of governments. Multilateral approach in addressing 
developmental problems proves effective when enabling environments are in place that cater for 
programs that connect the caregivers directly with care-receivers. 
 
The Caroline Wambui Mungai Foundation was established in 2004 with the foregoing perception of 
societal development. The Foundation was founded as a memorial tribute to Caroline Mungai and is 
geared to perpetuate and propagate her legacy of her love for children and her belief that every child 
should be given an opportunity to succeed in life. 
 

Holistic Approach 
The vision of the Foundation is to rescue orphans and vulnerable children from poverty to destiny 
with love. As clearly stipulated above by the United Nations, the eradication of poverty and hunger 
is fundamental if children are expected to have a future and lead productive lives. The C.W.M. 
Foundation has therefore, embarked on a mission that will provide the environment needed for a 
healthy socio-economic upbringing of orphans and vulnerable children in the poor countries. 
 
In the first eighteen months since its inception the Foundation has started mission to initiate and 
sponsor charitable activities that equip disadvantaged children and youth with the H.E.L.P. 
[Healthy, Economic, Literate, Potential] they need to become productive members of their society.  
A strict screening process is used to select and accept total orphans from Nairobi slums [Kibera] 
and other places nationwide. Thirty such children have become residents of the first C.W.M. Home 
in Wangige, Kenya where they are nurtured and start Kindergarten education.  
 
Children that take to the streets of the inner cities do so at the tender age of less than five years. 
Violence and unbridled living characterize street children who eventually become thugs or robbers 
without a sense of direction in life. Diverting them to a homely environment as residents with 
schooling opportunities can stem this trend. The orphans are accepted at the age of between 2.5 and 
4 years. They become residents at the Home with a foster mother for each 10 children until they 
attain the age of 18 years and complete high school education.  
 
It has been observed that most of the orphans received at the Home have undergone rejection and 
are themselves hateful and resentful. However, they are immersed into an atmosphere of love and 
care that transforms them into loving and adorable children within a few months. 
 
Healthy Upbringing 
Healthy upbringing is not just about medical diseases and conditions. Wholesome health includes 
normal physical development, psychological and emotional stability that everyone needs. Many 
children that lose one or both parents suffer from anxiety syndrome at the least that may develop 
into phobia. Family-setting addresses such backgrounds and alleviates the need for mental health 
professionals.  
 
Immunization has become a global success story but not equally on all parts of the globe. More than 
30 million children in the world are not immunized either because of vaccines are unavailable or 
other logistical reasons. In sub-Saharan Africa, only about 50 per cent of children are immunized 
during the first year of life. Lack of immunization leads to needless deaths of more than 2 million 
children each year. 
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The children received at the C.W.M. Home are placed under a voluntary medical provider that 
makes weekly visits. Orphans that have do not have immunization records are immunized; tests for 
HIV/AIDS are performed and those that are positive start receiving retroviral treatment as well as 
nutritional care. 
  
Economic and Academic Empowerment 
The children of C.W.M. Home will not only receive academic training but vocational trade, which 
will make them independent. The desire is for the academically endowed orphans to pursue 
professional training after high school through collaborating Colleges and Universities. It is 
envisaged that the orphans raised in the C.W.M. Homes will be imparted with a potential to become 
productive members of the society through education and vocational training.  
 
C.W.M.F. Goals 
The immediate or short-term objectives and goals of the Foundation are to establish CWM Homes 
in Kenya starting in Wangige where up to 160 orphans will find a place of refuge and shelter on a 
three-acre property donated by the family of Caroline.  
 
The long-term goals will be to establish schools and vocational training for the resident orphans. 
The first Home will be set up as a model that will be replicated elsewhere in the Kenya and other 
developing countries. 
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Abstract 
 

The purposes of this research were to develop, experiment, and validate the evaluation system for teacher 
professional experience based on 360 degree feedback approach, and to compare generalizability coefficients in 
different evaluated situations. The purposed system was based on the system presented by Antonioni which is 
modified to comply with the context of Thai higher education. Empirical evidences from student-teachers of 
Chulalongkorn University are collected and employed to validate the developed evaluation system. The result from 
system implementation showed that system was useful, feasible, appropriate, and accurate. Furthermore, system 
users and all stakeholders were satisfied with it, and the result expected to be beneficial to the administrators 
curriculums, and instruction. 
 

Keyword : Teacher Professional experience, 360 Degree Feedback, Generalizability Theory,  
 Key Evaluation checklist. 
 

Introduction 
 

In Thailand, the Teacher’s Council (2003) brought outcome of teacher professional experience to be  evaluation’s 
part for professional license. There are education faculties in  many universities which assign  professional  
experience in their curriculum. Through each university has difference, and various evaluation procedures such as 
criteria, evaluators, and number of times. These factors could effect to bias evaluation result, and non-unique 
standards when brought them to form professional license received. Then the author was interested in developing 
teacher professional experience evaluation system by using 360 degree feedback approach which would evaluate 
through all stakeholders. In addition, the author also use Generalizability theory (Cronbach et. al., 1972) to analyze 
the suitable evaluated situations and finding number of evaluators, number of evaluator for each sources and number 
of times by performing the generalizability coefficients.  
 

Objectives 
 
The purposes of the present study were to develop, experiment, and validate the modified 
evaluation system for teacher professional experience based on 360 degree feedback approach, 
and to compare generalizability coefficients in different evaluated situations. 
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Conceptual Framework 
 
From literature review (Edwards and Ewen, 1996; Fox and Klein, 1996; Antonioni, 1996; Wilson, 1997; Amey, 
2001), 360 degree feedback should be conducted by all stakeholders and posed four types of evaluations employed. 
The first type was downward appraisal that  higher position evaluated the lower such as an executive evaluated 
teachers. The second type saw upward appraisal that  the lower position evaluated higher such as students are 
evaluated teachers. The third type was lateral appraisal that  the equal position such as teachers are evaluated by 
other teachers. The last type was self assessment. Therefore, evaluation of teacher professional experience in the 
perception of four types of evaluations, and evaluated by all stakeholders. 
 
To measure teacher professional experience, one had to identify indicators representing the quality level. There are 
reports (Dinham and Stritter, 1996; National Council for Accreditation of Teacher Education (NCATE),2001 ;  Interstate 
New Teacher Assessment and Support Consortium )INTASC), 2002; The University of Mississippi,2001) suggesting 
indicators and criteria for evaluation of professional experience, most of which emphasized on personality trait, 
academic trait, and social trait. The only investigation that covers almost all dimensions of indicators proposed by 
the Secretariat Office of Teachers’ Council of Thailand (2005).  
 
It is of particular interest in the present study to investigate the suitable evaluated situations. Therefore, the author 
would apply Generalizability theory to calculate generalizability coefficients in various evaluated situations.The 
modified system display in figure 1. 
 
 
 
 
 
 
 
 
                  
       
 
                    
     
 
  
 
 

 
 
 
 

 
 
 
 
 
 

Figure 1  Conceptual framework of the study 
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Research Method 
 

The research design was based on research and development. There are four phases :  phase 1 ; A 
development of the evaluation system which consisted of factors identification associated with  evaluation system, 
and creation of the indicators, and criteria to evaluate teacher professional experience. Phase 2 ; An experiment for 
studying the results of the developed system by  using quasi-experimental. Phase 3 ;  To validate the modified 
evaluation system and to study  effectiveness of using the evaluation system which considered from key evaluation 
checklist (KEC). Phase 4 ;  To compare generalizability coefficients for various evaluated situations in the facet of 
number of times to evaluate,  and number of evaluators  in each source such as supervisors, student-teachers and 
students who learned with those student teachers. 

 
Data Sources 
 

The target populations were in the faculty of education at Chulalongkorn University. The sample, in which 
developed system consisted of 20 supervisors, 6 educational scholars, 6 specialists in measurement and evaluation, 
and 5 specialists in 360 degree feedback. The sample for experiment and validate the modified evaluation system 
consisted of 115 supervisors , 69 student teachers, and 690 students. 

 
Data Collection 

Data were collected by means of teaching observation, interview, survey, and data recording from 
document. Content analysis and inductive method were employed for qualitative data, whereas descriptive statistics, 
comparison of means, analysis of variance, and generalizability coefficients using GENOVA were employed for 
quantitative data. 
 

 
Research Instruments : 

1. The teacher professional experience evaluative inventory that consisted of three subtests, namely, the 
teacher professional experience evaluative inventory for supervisors, the teacher professional experience evaluative 
inventory for student teachers, the teacher professional experience evaluative inventory for students. The three 
subtests were five-point Likert scale measuring personal, academic, and social characteristics. 
 

2. The key evaluation checklist for evaluating the teacher professional experience system was obtained from 
the key evaluation checklist developed by Stufflebeam, (2000( with some modifications.  
 

Research results 
 
The research results revealed that a suitable and practical system based on the 360 degree feedback system presented 
by Antonioni which is modified to comply with the context of Thai higher education that consisted of 4 sub-systems : 
input /preparation system, process/audit system, output/reporting system, and support system. 
 
The problems and obstacles from using development system were lack of awareness, and readiness of system users, 
and inconsistent use of system. The factors that influenced on the successful evaluation were supporting, ability to 
evaluate, and work condition. 
 
The results from system implementation showed that system was useful, feasible, appropriate, and accurate. 
Moreover, most of stakeholders indicated that the system met the evaluation standards composed of utility standard, 
feasibility standard, propriety standard, and accuracy standard. Furthermore, system users and all stakeholders were 
satisfied with it and the result expected to be beneficial to the administrators, curriculums, and instruction. 
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Conclusion 
 

The proposed apply teacher professional experience evaluation system  showed that its feasibility to because all 
stakeholders admitted that the evaluation system could develop student-teachers directly, and implementation of the 
process was convenient. It should be noted that the present research work is in the process of comparing the 
generalizability coefficients for various evaluated situations by using GENOVA program. 
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Community of Practice Perspective on Program Development: 
Hybrid Redesign in Teacher Certification 

 
Traditionally education systems offered its students an array of knowledge 

from experts to share their truths with students. These truths were commonly 

accepted. Today the best education can offer is very different. Now knowledge can 

come in different forms and from a variety of sources.  Now learning can be more 

convenient and flexible. Now students who wouldn’t normally be able to attend 

school can do so. Now the use of technology tools can allow more independence and 

individualized attention for students. Some of these learning environments exist in 

online realms. 

Participation in Communities of Practice 

 Rogers (2002) observed that although opportunities for individualized 

learning are increasing, “there are sound educational advantages in group learning. 

The learning group can often achieve more for its members than a one-to-one 

situation can” (p. 168). Group work requires emotional maturity most commonly 

represented in adults —awareness, empathy, and control (Goleman, 1995; Mezirow, 

2000). There are definite advantages for groups in the learning process: 

• They can provide a supportive environment 

• They create challenges unavailable in isolated learning situations 

• They build more complex cognitive structures due to the representation of 

a variety of experiences 

• They are dynamic and can become a community of practice as it draws its 

members in (Rogers, 2002, p. 176) 



       
  

3

        Although there are likely to be struggles within groups, it is generally accepted 

that the advantages outweigh the disadvantages.  

Some knowledge is universal, but the type of knowledge required to be a good 

teacher is knowledge embedded within particular situations and contexts. Those 

situations require an increase in perception so that the relevant details can be 

discriminated. This type of knowledge cannot be shared without a cultural setting 

where social exchanges can take place. These collaborative environments are the 

strongest learning environments for adults. Shared participation in authentic activities 

creates shared understandings about the meaning and purposes of these activities. In 

this environment, novices as well as mentors are able to perform at a more complex 

level than could be expected on their own (Brown & Duguid, 2000; Feiman-Nemser 

& Beasley, 1997; Lave & Wenger, 1991). 

The Communities of Practice learning theory (CoP) encompasses these elements of 

collaboration among individuals within an organizational system. In a single CoP, 

members represent unique experiences and knowledge, but unite for the purpose of 

improving their common practice. These collaborative experiences naturally form 

based on the needs of the participants. When CoPs form, they also develop ways of 

maintaining connections beyond their boundaries with the outside world. 

Constituencies outside of the CoP that cross boundaries might include those at 

various levels within the organization, some outside of the organization, and 

newcomers attempting to enter the CoP (Wenger, 1998).  When individuals are 

involved in multiple CoPs, transfer of knowledge from one CoP to the other can 
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occur.  In this case, full or peripheral members can take on the role of boundary 

broker. This effect can have rapid impact on organizational change. 

Communities of Practice and Boundary Brokers 

Trajectories are a constant negotiation of the past and the future. Wenger, 

McDermott, and Snyder (2002) would consider an experience where members of a 

community exist on the periphery, but broker information between communities, to 

be a boundary trajectory. During a boundary trajectory, because communities of 

practice are linked, boundaries are expanded. It is a very delicate challenge to sustain 

an identity in this type of social setting. 

Situating This Study 

In this study, existing face-to-face instructors of a teacher certification 

program re-created a single unit of their course (2-3 weeks long) as hybrid 

incorporating approximately 50% face-to-face and 50% online time per week. All of 

the instructors who designed their courses as hybrid were proficient with online 

technology tools, received additional training in more sophisticated techniques, but 

had never taught using online techniques before.   

 Because communities of practice are not necessarily fixed courses, and 

because each interaction has a multitude of influences (Wenger, 1998), a prescriptive 

vision could not be determined at the beginning of the new program creation. 

Interactions within and across communities that required instructors to engage with 

simultaneous identities and multiple roles required conscious interaction with specific 

role-influenced intentions in mind, based on the reality of each moment, but always 
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with multiple agendas clearly identified.  From the CoP perspective, the instructors 

were required to negotiate a balance between the identities associated with three 

specific CoPs (see diagram 1 of CoP Boundaries):  

1. Hybrid Instructor CoP: full participation in a learning community of other 

instructors from a variety of teacher certification courses being 

transformed into hybrid design. Members of the Hybrid Instructor CoP 

were concerned with maintaining high standards, student accountability, 

exploring ways to use technology to enhance instruction, and 

understanding which activities were best suited for face-to-face vs. online 

environments. 

2. University Administration CoP: Instructors were peripheral participants 

and advisors working to development policies and procedures for a new 

program. Instructors on the periphery of the Administrative CoP were 

mostly concerned with decreasing use of classroom space, providing 

training and support to hybrid instructors, and creating incentives. 

3. Student CoP: Instructors attempted to broker knowledge from the Student 

CoP to the Instructor and Administrative CoP. Specific knowledge 

brokering focused on understanding of student needs in terms of increased 

flexibility and responsibility, the need to access instructor and other 

students, and which instructors practices which best support student 

learning. 
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  The collaborative exchange instigated by doing formal research in a social 

environment lead to greater understanding of program delivery utilizing hybrid design 

within the organization where the research was conducted, and ultimately in the 

larger educational community.  

 

 

Figure 1. Best Decisions are Made Where Boundaries between CoPs are Penetrated 
 

 

 

Student CoP 
 

Instructor CoP 
Administrator CoP 
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Methodology 

Data reported in this study were collected from these instructors and their 

students as they experienced the college’s first attempt at transforming traditionally 

face-to-face instruction to a hybrid format. 

Instructor participants were asked to distribute the online Student Hybrid 

Evaluation Questionnaire to all students who participated in their hybrid unit of 

instruction during the semester. Rather than examining success factors for students in 

these courses, the questionnaire was designed to gather information on student 

perspectives on hybrid program and course planning and design (Benson, 2002). A 

total of 413 out of approximately 450 students completed the online questionnaire 

(response rate ≅ 92%). The high response rate is probably due to the fact that students 

completed the online questionnaire during normal class time or were awarded points 

after providing proof of participation, albeit anonymous. Some students participated 

in more than one course where hybrid units were offered; these students were 

encouraged to take the questionnaire multiple times based on their unique experience 

per course. 

Instrument 

To evaluate student and instructor perceptions and opinions of hybrid 

instruction and activities, two complimentary Web questionnaires were developed for 

instructors and students. Similar questionnaire forms allowed for comparative 

analyses between instructor and student participants and more holistic analyses within 

groups.  
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Part I of both the instructor and student questionnaires collected general 

demographic, technology access, and course and programmatic information. Part II 

presented instructors and students with a list of technology tools provided within 

Blackboard 6.2, the university-sponsored course management system. If Blackboard 

tools were used, instructors and students were asked to respond to Likert-type items 

indicating the extent to which the tools enhanced a) the instructor participants’ 

perceived abilities to provide quality instruction to their students and b) the student 

participants’ perceived abilities to learn.  

Part III, Section 1 asked instructors and students to indicate their levels of 

agreement with statements about affective factors of hybrid instruction. This section 

was adapted from materials provided online as part of the Hybrid Course Project at 

the University of Wisconsin-Milwaukee (Learning Technology Center, 2002). To 

encourage students and instructors to read and reflect on each statement and decrease 

the likelihood that they would select the same value for continuous items, positive 

and negative statements were placed in a randomized sequence. Part III, Section 2 

asked instructors and students to indicate their overall levels of agreement regarding 

face-to-face and online environments. 

Part IV asked students and instructors to provide insights they thought would 

be useful to instructors and the college regarding online activities, hybrid course 

development, and hybrid degree program development. 
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Instrument Internal-Consistency Reliability 

Estimates of reliability were calculated for each section of the student and 

instructor Web questionnaires. Coefficient-alpha estimates of internal-consistency 

reliability were computed for Parts II and III (Cronbach, 1951). Coefficient-alpha 

estimates for the positive and negative statements built into Part III, Section1 were 

adjusted so that responses could be interpreted on the same scale, and inversely 

related estimates would not cancel each other out (See Table 1 for coefficient-alpha 

levels of both instruments.) 

Table 1: Coefficient Alpha Estimates of Reliability 

 Student Web 

Questionnaire 

Instructor Web 

Questionnaire 

Part II: Blackboard Tools 0.724 0.791 

Part III, Section 1: Affective and Personal 

Factors 

0.718 0.828 

Part III, Section 2: Overall Agreeability 

Factors 

0.853 0.744 

 

As illustrated, all sections of the Web questionnaires are at an acceptable 

alpha level and warrant their use for the purposes of this research study. Values below 

.70 are often considered unacceptable (Nunnally, 1978).  
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Methods of Data Analysis 

Frequency statistics were used to analyze each demographic, course, and 

programmatic question in Part I of both Web questionnaires. For Parts II and III, 

descriptive statistics were calculated using participant responses to the Likert items, 

and means were rank ordered to illustrate levels of participant agreement per item. T-

tests using independent samples were also used to test for significant differences 

between the opinions of instructor- and student-participant groups.  

Participant responses to the open-ended, free-response items in Part IV were 

read, coded, re-read and emergent themes were categorized into bins (Miles & 

Huberman, 1994). Once bins became focused and mutually exclusive in nature, the 

items included within each bin were collapsed into categories, quantified, and labeled. 

Overall themes were validated by instructor participants during a focus group 

conducted by the researcher participants involved in this study, and the themes were 

left intact, without any additions or deletions. These themes will be discussed further 

in the Implications section of this study. 

Results 

Focus on Student Needs 

The mix of students in this teacher certification program was very diverse. 

These students did not individually elect to participate in the hybrid research study; 

their participation was due to the fact that their instructor was a participant.  

Although gathering candid information about student perspective was critical, 

the student CoP boundary was perhaps the most difficult for instructors to penetrate. 
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As programs are developed, it is of primary importance to consider student profiles 

within the program. The information gathered from student participants can the most 

critical perspective for instructors and administrators to understand as they move 

forward in new programs.   

The demographic information gleaned from those students who were positive 

about hybrid instruction was woven into the following profiles. These profiles were 

compiled based on real needs and issues of the many students represented in this 

study. Although there were some students who did not like hybrid design for a variety 

of reasons, their profiles are not included here, as instructors and administrators who 

are creating hybrid programs should focus on students who will most likely be 

receptive. 

Sarah is 23 years old and has just been admitted to the teacher education 

program. She’s been a nanny for three children during the last two years and would 

like to continue with that job since it doesn’t require weekend work and the pay is 

higher than she could make otherwise. With the hybrid courses she is taking this 

semester, she has been able to cut her face-to-face class time each week in half by 

replacing it with mostly online group projects and discussion boards.  She is able to 

work at her job from 2:30-6:30 Monday through Friday and still go to class Mondays 

and Wednesdays until 1:30 and do her online activities Tuesday and Thursday 

mornings and evenings.  

 “When I saw hybrid courses listed in the course catalogue, I was so excited. 
My Dad gave me a laptop when I started college two years ago. I take it to 
class and it really helps me to stay organized. I can be in the campus wireless 
network from anywhere on campus. In fact, almost everywhere I go there’s a 
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wireless network these days.  With my laptop I can check in with my classes 
several times a day. Sometimes I even check discussion boards at my job if 
there’s a deadline coming or a hot topic I’m interested in. I never thought it 
would be so easy. I’m pretty quick to pick up technology skills, so that didn’t 
scare me, and I’m learning new ways to use this computer all the time. It’s 
great to see my friends at school during class, and also keep things going in-
between face-to-face sessions. We use email, discussion boards, and 
sometimes I chat with closer friends when we’re working on projects late at 
night. We’re night owls sometimes, and it’s nice to be able to get ideas from 
one another.” 
 
Carlos has taught sixth grade for three years. He wanted to get his master’s 

degree early on in his career, but was concerned about how much time it would take, 

and if he would be able to handle being a husband and the dad to two young children. 

The master’s program he was just admitted to uses a hybrid format where face-to-face 

classes take place two hours every evening during the first week, then the next twelve 

weeks are hybrid where the face-to-face time is cut back to one hour for each class on 

Monday with the rest of the activities taking place online using asynchronous tools. 

The last segment of the semester is all face-to-face and takes place on a Friday 

evening and all day Saturday.  Both Carlos and his wife feel this schedule can be 

accommodated with work and home responsibilities, and will still allow Carlos to 

graduate in just two years. 

“Even though I’m not totally prepared for all the technology we will use, I’m 
assured that the Tech Camp offered as a part of the orientation will prepare 
me. I can bring my new laptop and get it hooked up to the University’s 
Internet and learn the online tools I’ll need. I know I’ll still have technology 
questions that come up, but I’m willing to learn. Who knows, maybe someday 
I’ll be an online teacher to my sixth graders!” 
 
Christine was married young and had a baby right away. She couldn’t afford 

to hold a full time job with the childcare costs, so she chose to work during times that 
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her husband could watch the baby. She took a job a few evenings each week as a 

clerk at a local department store. Unfortunately she soon found herself divorced and 

receiving little child support. Her future looked dismal until a conversation with her 

parents opened up some possibilities. She decided to move back home where her 

mother offered to take care of the baby if Christine would attend school. Christine 

was thrilled to find a teacher-credentialing program that complemented face-to-face 

meetings with online activities because she would be away from her baby less than 

she expected. She is on campus for class meetings, but she does the online work 

during the baby’s nap times and after he goes to bed in the evenings. With hybrid she 

will only need her mother to baby-sit for about ten hours a week. The second 

semester into her program she feels she is living up to her obligations of being a 

mother and a student. 

“Everyone’s so proud of my decision to be a teacher. The first semester was 
really hard because I was never a technology user. I spent so much time at 
school in the computer lab getting help! It’s easier this second semester, plus 
my dad recently bought me my own computer. It’s in my bedroom and I use it 
constantly. I’ve made a lot of new friends at school and we all help each other 
with our homework, but we never “meet.”  One of the things that has helped 
me the most is that some of my instructors narrate their PowerPoint lectures 
and save them as a digital file for us. We listen to the recorded lectures as part 
of our online assignments.  I sometimes listen to them more than once if the 
concepts are difficult, and I can pause them to take notes. I’ve even reviewed 
them afterward just as a refresher. You can’t do that with face-to-face 
lectures! I never was a fast learner, but the online tools have really made a 
difference for me. For the first time in my life I’m a straight “A” student!   
 
Clearly, these three students are receiving the best of both worlds in terms of 

the benefits that face-to-face coupled with online technology can offer. Students who 

have adequate access to technology tools and the skills to use them find hybrid 
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courses to be more accommodating to their unique learning styles, and more 

accommodating to their unique lifestyles. 

Recommendations to Create Program-Wide Policy and Procedures  

The following suggestions stemmed from feedback from students and their 

instructors of hybrid courses through the online questionnaires.  

1. PUBLISHED PROGRAM POLICY 

Communicate the program’s expectations in writing to students including 

technical requirements, and the benefits of combining face-to-face with online 

work, and class meeting schedules prior to program application or course 

registration. 

Publish program descriptions in course catalogues and promotional material 

to help students understand what will be expected of them in terms of time, 

technology access, and lifestyle needs. Helpful descriptions should include 

which online tools or course development software (Blackboard, WebCT, web, 

etc.) will be used, whether or not synchronous methods will be used and when, 

and face-to-face meeting schedule. 

2. DESIGNATED FACE-TO-FACE DAYS 

Coordinate a schedule for students that specifies face-to-face days for the 

benefit of students wishing to take multiple classes in a program.  

Maximum flexibility for students will occur when a pattern of in-class and out-

of-class days is established.  For example if the program schedules all courses 

in such a way that in-class days are on Mondays and Tuesdays only, students 
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will have flexibility on Wednesday through Sunday to accommodate any 

internships, online work, or other outside responsibilities. 

3. COMMON TECHNOLOGY FOR CLASSES 

Coordinate program procedures across classes or within the program, 

including netiquette, email use, how the instructor will communicate with the 

class, how students will communicate with instructors, how to handle 

technology “snow days,” and any school-provided avenues for technology 

support.   

For programs that control which courses students take each semester, it may 

be helpful to spread out significant due dates or assessment dates to help 

students better balance their school responsibilities. Semester coordination 

across classes for any synchronous (chat) use is crucial. 

4. QUALIFIED INSTRUCTORS 

Hire and maintain qualified instructors. Student satisfaction is positively 

impacted when their instructors have in-depth knowledge and familiarity with 

online tools. This implication impacts administrative concerns involving 

initial technology training, ongoing training, and the need to establish avenues 

for hybrid instructors to exchange best practices among themselves. 

Experience with online tools should definitely be considered when hiring 

instructors. 

Hybrid instructors need to be proficient users of online tools, understand their 

capabilities, and be able to design instructional activities that use the features 
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of both online and face-to-face in a way that maximizes opportunities for 

learning. Students are most satisfied with those instructors who are able to 

capture the power of combining online and face-to-face delivery methods in a 

seamless manner. 

5. STANDARDIZE PROTOCOLS 

Coordinate the development of any common course procedures for instructors 

and students to follow. This will help students quickly learn and follow 

protocols with less confusion.  

Well-written student instructions with training materials should be published 

program-wide to include procedures such as how to submit assignments 

online, where instructors will post announcements and updates, and how the 

various collaborative tools should be used.  

6. PREPARE STUDENTS WITH TECHNOLOGY SKILLS 

Help students focus on the learning content by preventing unnecessary 

technology roadblocks. 

Identify and require baseline technology skills or offer mandatory orientation 

seminars that prepare students with technology skills and alert them to the 

differences between hybrid and traditional courses. Communicate to all 

students the need for convenient computer access and Internet connectivity. 

Be sure to specify the common applications used within the program. 

7. ONGOING PROFESSIONAL DEVELOPMENT FOR INSTRUCTORS 
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Support hybrid instructors to continually reshape their course and update their 

technology skills and techniques. 

Provide the time for instructors to adjust the delivery of materials, 

interactions with students and the design of activities for web-based 

environments.  Provide support through programs that provide technology 

training, access to experienced colleagues and instructional designers, and 

support from technology trainers and other personnel.  

8. EVALUATION TECHNIQUES 

Create feedback mechanisms for instructors and administrators that encourage 

program improvement and better alignment of curriculum and procedures 

across courses, in addition to an instructor evaluation tool that addresses 

hybrid design. 

Formal and informal evaluation tools and techniques should be considered 

such as brown bag focus groups for instructors, written and oral feedback 

from students, evaluations of student learning, student satisfaction 

questionnaire, etc. Evaluation data should be reported to instructors in a 

timely manner so it can be used for course improvement. 

Students are interested in hybrid programs because of the flexibility they 

provide. Hybrid instructors who understand the value of combining online tools with 

face-to-face have witnessed the transformation to their courses especially where 

student learning is involved. Administrators have a big job ahead of them to provide 

the structures and support necessary for the magic to happen with hybrid.  
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Communication Skills Need to be Learned? 

 
Abstract   Everyone is born with the ability to speak and communicate. However, how articulate each individual is different. Some are born 
with good communication skills and some are not. Therefore, from my point of view, in order to survive in today’s challenging working 
environment, good communication skills need to be learned by the students.  In a typical learning situation such as a formal lecture, only one 
way communication tends to be happen because of the large number of students in a class. At the University of Malaya, it is our aim to 
integrate communication skills into the engineering education curriculum, in order produce modern engineers who are able to communicate 
effectively during the course of their careers. The communication skills are incorporated with critical thinking skills in a university-wide 
course called “Thinking and Communication Skills”. This course was introduced for undergraduates to learn and practice effective ways of 
communicating. The course is organized so that thinking and communication skills can be developed cohesively in each individual student. 
The course is compulsory for all undergraduates at the University of Malaya. Practical engineering problems have been used as group 
projects to promote discussions on real engineering scenarios, such as global warming, pollution and genetically modified foods. This paper 
discussed about why communication skills need to be learned and the integration of communication skills in Faculty of Engineering, 
University of Malaya.   

 

Keywords: effective communication, interpersonal skills, improve critical thinking 

 

1 INTRODUCTION 

Each of us is born with the ability to communicate. The first step of communication in our life is by 
communicating with our parents by crying when hungry, thirsty or feeling uncomfortable. Then, as time goes by, 
we learn how to communicate by talking and listening to our parents. It takes 3 years of our life to be able to 
communicate verbally with people around us [4]. It is the most intensive period of speech and language 
development for humans when the brain is developing and maturing. However, each of us has different level of 
communication skills depending on our family and education background. Nowadays, communication skills do 
not only serve social interaction purposes, but also to solve conflict management, to solve problems, to bridge 
cultural differences.  These challenging tasks which make communication skills essential. As Internet has 
transformed the world into a borderless one, communication via electronics mail or E-mail and also writing 
reports, have made written skills is a must in any professional career. Realising the importance of 
communication skills in career and life development, and the fact that these skills can be learned, University of 
Malaya has incorporated the course, “The Thinking and Communication Skills Course” in May 2003 as a core 
university course.  

2 EFFECTIVE COMMUNICATION SKILLS 

Effective communication skills is the ability of the speaker to transmit a message and the receiver’s ability to 
interpret the sender’s message the way it was intended by the sender either in writing or orally[3]. Often the 
meaning of message is misinterpreted and communication gaps occur. Therefore, excellent communication 
techniques must be taught and learned in order to improve critical thinking, thus improving the performance of 
the engineering graduate in their careers.   

 

2.2 The Importance of Communication Skills 

Knowing how to speak and listen is not enough for today’s requirement to survive in the industries. Additional 
advantages for communication skills not only improving our career opportunities but also family relations,  
because efficient communication avoids conflicts in team management and relationships. Today, employers seek 
graduates with skills beyond the standard paper qualifications. An emphasis is placed on soft skills, which are 
communication skills, decision making skills and teamwork.  



Possessing a large degree of technical knowledge is not as important as getting the work done in the most 
effective manner. In the actual working place, communication gaps, social and technical problems and conflicts 
often occur. These are amongst typical problems faced by fresh engineers at work. In order to tackle these kinds 
of problems, engineers will need to possess excellent communication skills, such as the ability to interact within 
a group as a competent team, bridging differences within team members to achieve conclusions, communication 
techniques to solve public speaking fear, the ability to express themselves, as well as the ability to be problem 
solver. It is no doubt that effective communication will improve critical thinking thus promoting good 
achievement of decision making. 

In addition, effective communication skills will not only improve the performance of the engineers in their 
professional careers, but also in their relationships. It also helps them to shape themselves as a good member of 
society, and in their personal lives. It is a life long learning process that benefits them as they move forward in 
their career. 

 

2.3 Course Description 

The content of communication skills course is fixed across the University. However, the implementation is made 
flexible to match the fields of individual participation such as engineering problems for engineering students. 
Typically, each class consists of about 20 students and a lecturer acts as a facilitator to facilitate discussions. In 
March 2003, these lecturers were given a formal training course to qualify them to teach the “Thinking and 
Communication Skills” course. The subject matter for these projects is selected by the lecturer. The common 
subject matters of interest are, for example, practical engineering problems, politics, science and technology.  

As for the communication skills syllabus, important topics such as oral communication, presentation skills, 
written skills, non-verbal communication, listening skills, interpersonal skills, teamwork skills and barrier to 
communication are included. These are the main outlines of the course although it is conducted differently in 
small groups. Table 1 indicates the details of the implemented communication skills course. 

  
3 DEVELOPMENT OF COMMUNICATION SKILLS WITHIN THE FACULTY OF ENGINEERING, UNIVERSITY OF 

MALAYA. 

At the Faculty of Engineering, University of Malaya, the communication skills course is taught by the 
departmental staff. The students are required to register for this course either in their first or second 
undergraduate year.  Most of the subject matters encountered in this course is of a general nature.  However, 
some lecturers have taken the initiative to apply engineering problems into this course relevant to the objective 
of the course, which is to encourage and practice critical thinking and effective communication amongst students. 
The classes have been made small so that the facilitator can reach out to each individual student and make an 
individual evaluation on whether the student has managed to achieve the learning objectives outlined in the 
course. In addition, small classes enable two way communications between the facilitator and students. It also 
promotes pro-active learning amongst students. 

 
4     TEACHING METHOD 

In every class, the students will be introduced to the learning objectives of the course. Then, the students will be 
explained about the theory of the skills. In order to practice the known theory, thinking points – short articles, are 
used to initiate discussion within the class. Material chosen for the thinking points will depend on the facilitator. 
Generally, samples of thinking points are articles with titles such as, “Marriage is not about sex alone”, “Man 
sues fast food chains”, “Fish oil helps the heart” and others. As for the Faculty of Engineering, University of 
Malaya, sample thinking points such as global warming, pollution and genetically modified foods and other 
relevant topics to common engineering problems are used as thinking points by the facilitator. Next, students are 
divided into small group discussions to do the exercise.  

 

 

 

 

 



Table 1: Details of the Communication Skills Course 

Course Title : Thinking and Communication Skills 
No of Credit Hours : 3  
Course Objectives:  
At the end of this course it is envisaged that students will: 

• be able to think critically & creatively and make decisions  
• be able to communicate effectively when making presentations 

 
Syllabus 
Thinking Skills 
• Clarification and Interpretation of Ideas 
• Analyzing and Evaluating Arguments 
• Judging Credibility of Source 
• Identifying Persuasive Language 
• Detecting Fallacies 
• Causal and Categorical Reasoning 
• Problem Solving and Decision Making 

Communication Skills 
• Introduction  
• Oral Communication 
• Presentation Skills 
• Non-verbal Communication 
• Listening Skills 
• Interpersonal Communication 
• Group Skills 
• Barriers to Communication 

Teaching Materials/Equipment 
• Various types of Thinking Points such as articles, images, diagrams, cartoons, video-clips, 

audio-clips, etc will be used as stimulus materials.  
• Materials from the respective disciplines  
• Relevant websites 

Teaching-Learning Methods:   
Small group discussions, Oral presentations, Expositions & Simulations 
Evaluation 
Written Test (40%), Group Participation and Class Presentation (30%),  
Project (30%) 

 

After that, each group will present orally, their opinions regarding the subject matter at hand.  During this session, 
the facilitator and fellow students are allowed to comment on the presentations, and the facilitator evaluates the 
students on individual and group merits. Finally, students will be asked to submit a written report as an exercise 
in written presentation. Flowchart 1 summarizes the process of how communication classes are taught and 
learned.  Besides this, the facilitator has to consider the teaching materials and equipment, in order to make the 
course meaningful and to be fully beneficial for the students. Various types of thinking points such as articles, 
images, diagrams, cartoons, video clips and others are used during the class.  

 

 
 

 

 

 

 

 

 

 

 

 

 

 

Flowchart 1: Teaching and learning process of communication skills.  
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4.2 Teaching Approaches 

At the Faculty of Engineering, University of Malaya, we have carefully selected the syllabus to be taught by the 
facilitator and to be learned by the students. Oral communication, presentation skills, non-verbal communication, 
listening skills, interpersonal communication, group skills and barrier to communication have been chosen as the 
main points that need to be taught together with thinking skills. The facilitator uses simple and easy words in 
communication classes as one of the techniques in communication skills. Besides, examples demonstrated in the 
class incorporate the latest news and the latest technology, in order to attract the interest of students towards 
articulating their interests through effective communication skills.    
In addition, to foster the learning processes, we also encourage the active involvement of learner. To encourage 
the active involvement of learner we have consider several approaches that are: 

• The facilitator must ensure that the classroom is conducive for communication and learning. 

• Learning has to be relevant to learners’ interests and needs so that the class will be interesting and 
enjoyable by the students. 

• Both the learning processes and learning outcomes are important in the classroom. 

• Learners must engage in active roles in the classroom. 

Engaging learners will help facilitate and stimulate effective and purposely learning by the students. Involving 
the learners directly will generate a stronger sense of responsibility in the future graduates – a quality that they 
can take beyond the university and into the work arena.  
 
4.3 Communication Skills Assessment 

Communication skills have been identified as multidimensional and so it becomes crucial to classify how the 
facilitator will do the assessment in the students’ work. Furthermore, the particular communication skills 
required in a profession are usually poorly defined by the students. For the class assessment by the facilitator, it 
is handled so that: 

• The situation is formal so that it occurs at specific times and contributes to a student’s marks. 

• Feedback is provided in order to be educational, and improve student performance. 

• Active participation by students in actual communication situations. 

• The students insights are also tackled, weaknesses are notified, skills are identified and developed. 

 

Individual feedback is important in order to improve the communication skills of students. Besides that, prudent 
identification and clear operational definitions of rating dimensions are done so that same standards are applied 
to every student. Students are briefed about what to expect, how they are assessed and what are the desirable 
characteristics. 

 
5      CONCLUSION  

As a conclusion, communication skills will improve team working skills because of effective communication 
and common understanding within the team. Furthermore, the context of the receiver of the communication, 
whether it be written, non-verbal, is taken into account through empathy and self awareness. This is important 
either the context is cultural, educational, professional, social or others.  

In addition, communication skills are life long learning process. By aiding the development of the skills, future 
learning processes will be easier for the engineering graduates. As time goes by, learning by experiences makes 
the engineers more skillful in handling conflict management, teamwork and problem solving. Finally, it is hoped 
that this course will develop the whole person as an educated citizen of the world, making a contribution not 
only to the industry but also to the family and the society.  
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Abstract: 
 

The author discusses the importance of the interactivity-based course design and 
instruction as powerful means to create a quality learning environment and maximize the 
effectiveness of an online class. There is a compelling observational, empirical, and 
anecdotal evidence to support the notion that consistent student and instructor 
participation and feedback, both of which are the basis for interactivity in online courses, 
play a central role in student satisfaction with such courses.  Recent developments in 
online and hybrid education emphasize the need for faculty and administrators to 
acknowledge and support the culture of rich feedback and active interaction both 
synchronously and asynchronously online in a broad range of academic and professional 
disciplines. The emerging trends and developments in the online learning indicate a 
stronger faculty and student preference for and utility of asynchronous courses with an 
increasingly profound discussion regarding the effectiveness of partially online (hybrid) 
courses designed for a dynamic student-student and student-instructor interaction. In 
addition to curricular design and instructional aspects, the discussion in this paper may be 
useful for facilitating a better understanding of the online course dynamics and attitudes 
for adjusting college recruitment and retention strategies. 
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Overview   
 
Online courses have evolved significantly over the past 10 years. They are now 

much more dynamic and interactive, primarily through both synchronous (real-time 
discussion board function, chat room, etc.) and asynchronous (discussion boards) 
discussions (Curtis, 2003; Prammannee, 2003). Online educational platforms 
(Blackboard ®, WebCT®, ProQuest®, and others) are equipped with many new 
interactive features (group pages, multimedia interactive components, etc.) that enhance 
the teaching and learning capacities of a typical online course.  

There are still many limitations that many researchers associate with online 
courses. Among them are impersonal nature of communication, lack of immediate 
feedback and encouragement through body language and facial expression, the need to 
submit finished products throughout the course while feeling isolated although one’s 
learning privacy is violated as one has to share written responses (including typographical 
errors) with the rest of the class. These concerns are often very difficult, if not impossible 
to overcome (Morgan, Dunn, Parry & O'Reilly, 2003; Phipps & Merisotis, 2005). 

Notwithstanding, the interactivity features are becoming increasingly the central 
element of an online course; this element is a powerful means designed to create a quality 
learning environment and maximize the effectiveness of an online class. However, far 
from all of the college instructors who have taught on-line have fully mastered the art of 
interactive and outcome-centered online teaching (Howard, 2003). It is therefore very 
important to describe and evaluate the literature, which examines results of using an 
interactive design model for the development of an online course and students’ 
experiences in such class. One of the main concerns is the level of interactivity 
(participation, communication, feedback) and student responsiveness and study progress 
in this environment (Moallem, 2003).  

Current research has found that student feedback and consistent instructor 
feedback, both of which are the basis for interactivity, play a very significant, if not 
central role in student satisfaction. According to Dennis & Pootheri (1998), “the students 
in the distance learning class complained about the ‘lack of immediate feedback from 
colleagues’ when they posted responses” (p. 81). To address the concern, the instructor 
had to modify the course by adding a synchronous function to allow for real-time 
communication (Dennis & Pootheri, 1998). Another example is based on statistics 
obtained during two comprehensive surveys conducted at Southern Cross University in 
Australia in 2001: 82% of respondents highly valued peer to peer interaction for learning, 
while 55% highly valued interaction with faculty online (O’Reilly & Newton, 2002). 

The author defines the term “student satisfaction” as a broad-based perception of, 
experience with, and attitudes toward online courses and their instructors as expressed in 
standardized student evaluations of those courses. The student satisfaction with online 
courses is analyzed upon the feedback obtained from summative student evaluations. 

Hence, some of the recent findings (both practical and theoretical) in the 
contemporary literature on online learning in addition to the author’s observations and 
analysis of the online interactivity levels as an administrator for curriculum and 
instruction will be discussed in this paper. Important factors, contributing to raising levels 
of online interaction and student course satisfaction, will be a central aspect of the 
analysis. 
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Paper Session Outcomes: 
 

• Highlight major developments in the area of online learning for adult students 
• Elaborate on the good practices with respect to the online (especially 

asynchronous) curriculum development and instruction 
• Discuss the relationship between the level of interactivity in online classes and 

student satisfaction   
• Outline the emerging trends and directions of the asynchronous online education. 

 
Educational Significance 
 

For academicians and educational administrators worldwide, it is difficult to 
overestimate the importance of research in the field of distance education (one of the 
major topics of this conference), and specifically the area of web-based (online) learning 
and instruction. As an increasing number of courses, degree and certificate programs, and 
entire colleges are transferred online, there is a growing number of educational aspects 
and issues related to online teaching and learning that require comprehensive and 
thorough assessment that would translate into practical recommendations. The demand in 
academic and professional research of interactivity and collaborative learning within the 
online delivery format is of particular significance due to the vastly broadening 
acknowledgment of the central role the student-student and student-instructor interaction 
and feedback play in making it an educationally meaningful and rewarding experience for 
students and faculty. The discussion in this paper may be useful for the curriculum and 
faculty development efforts nation-wide and internationally in the process of designing 
new approaches to maximizing student learning outcomes and satisfaction with learning 
experience. It may also facilitate a better understanding of the online course dynamics 
and attitudes for adjusting college recruitment and retention strategies. 
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